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Abstract

 This study focuses on practices of engagement and representation in North–South international
partnerships, and in global and development education in Finland. The first objective was
approached through a qualitative methodology involving document analyses, and interviews with
northern and southern partners engaged in education sector partnerships in Zambia from 2003 to
2007. The second objective discusses challenges and possibilities for more ethical North–South
partnerships in global and development education policies in Finland. This doctoral study report
consists of four articles and a thesis summary.

 This study draws on three fields of scholarship: postcolonial studies, development studies and
global and development education studies. Postcolonial theory is used selectively as a ‘tool for
thinking’ that connects critical examinations of North–South engagements and representations
with educational possibilities. The methodological framework consists of a combination of
different qualitative methods including ethnography and content analysis of three sets of data: 1)
19 semi-structured theme interviews, 2) five open-ended narrative interviews and 3) selected
Finnish global and development education policy documents.

 In the analysis of structures, narratives and relationships in educational partnerships in
Zambia, this study outlines tensions and paradoxes that point to the need for more ethical practices
that can move beyond hegemonic, ethnocentric and paternalistic patterns of representation and
engagement in international development work. The study concludes that ethical engagements in
North–South education sector partnerships require an approach that goes beyond individual skills,
knowledge and competencies. The importance of systemic analyses of power and knowledge
production, of acknowledging the historical and cultural referents that frame possibilities of
understanding, and of acknowledging the complexities that are present in North–South
engagements are emphasized. Furthermore, the importance of self-reflexivity is suggested as a
starting point for understanding the limits of universalised forms of knowing to support ethical
engagements.

Keywords: development, development education, education sector partnerships,
efficiency, global education, postcolonial, self-reflection, self-reflexivity
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Tiivistelmä

 Tässä tutkimuksessa tutkitaan pohjoinen–etelä -yhteistyötä Sambian opetussektorilla ja siihen
liittyvää tematiikkaa globaali- ja kehityskasvatuksessa Suomessa. Tämä kvalitatiivinen tutkimus
analysoi Sambiassa vuosina 2003–2007 koulutussektorin kumppanuusohjelmiin osallistuneiden
sambialaisten ja eurooppalaisten kehitysyhteistyöntekijöiden haastatteluja sekä kehitysyhteistyö-
hön, globaali- ja kehityskasvatukseen liittyviä asiakirjoja.

 Tutkimus käsittelee haasteita ja mahdollisuuksia pyrittäessä eettisempiin pohjoisen ja etelän
välisiin kumppanuuksiin koulutussektorin kehitysyhteistyössä sekä globaali- ja kehityskasvatuk-
sen alueella Suomessa. Väitöskirjatutkimus koostuu tiivistelmästä ja neljästä artikkelista.

 Tutkimus hyodyntää kolmea tutkimusalaa: postkolonialistista tutkimusta, kehitystutkimusta
sekä gloobaali- ja kehityskasvatusta. Tutkimuksen teoreettinen viitekehys perustuu postkolonia-
listiseen teoriaan, joka tarkastelee krittisesti pohjoisen ja etelän välisiä kumppanuuksia ja niissä
ilmeneviä koulutuksellisia mahdollisuuksia.Tutkimuksessa käytetään postkolonialistisia käsittei-
tä ja näkemyksiä ’ajattelun työkaluina’.

 Tämän tutkimuksen metodologinen viitekehys yhdistää useita kvalitatiivisia menetelmiä,
kuten etnografiaa, sisällönanalyysia ja narratiivisuutta. Etnografian avulla pyritään ymmärtä-
mään tutkimuksen tärkeintä kontekstia, Sambian koulutussektoria. Tämän tutkimuksen ensim-
mäinen primääri aineisto kerättiin puolistrukturoiduilla teemahaastatteluilla (19). Toinen käytet-
ty tutkimusaineisto sisältää avoimia haastatteluita (5), joissa hyödynnettiin narratiivista aineis-
tonkeruumenetelmää. Kolmas tutkimusaineisto sisältää suomalaisia globaali- ja kehityskasva-
tuksen asiakirjoja. Näitä kolmea tutkimusaineistoryhmää analysoidaan kvalitatiivisen sisällön-
analyysin keinoin. 

Sambian koulutussektorin kumppanuuksien rakenteiden, narratiivien ja suhteiden analyysi
paljastaa jännitteitä sekä paradokseja. Tutkimusanalyysi osoittaa, miten tarkeää on tiedostaa his-
toriallisia ja kulttuurisia seikkoja, jotka ulottuvat yksilöiden taitoja, osaamista sekä pätevyyksiä
syvemmälle tasolle. Tutkimus esittää, että refleksiivisyys (self-reflexivity) on hyvä lähtökohta
tiedon, taitojen ja osaamisen suhteellisuuden ymmärtämiseen eettisempien pohjoisen ja etelän
välisten kumppanuuksien tukemisessa koulutussektorin kehitysyhteistyössä sekä globaali- ja
kehityskasvatuksessa Suomessa.

Asiasanat: globaalikasvatus, itse-reflektio, kehitys, kehityskasvatus, koulutussektorin
kumppanuudet, postkolonialismi, refleksiivisyys, tehokkuus
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1 Introduction 
Policies on international development are characterised by a convergence of ideas of 
educational and economic reforms, alleviation of poverty, and democratisation (see 
Mignolo 2002). In this context, international partnerships between the Global North 
and South1 are placed within a framework of global governance that establishes unequal 
relations of power and understandings of progress and development (Eriksson Baaz 
2005, Heron 2007, McEwan 2009). In this study, I focus on educational international 
development collaborations in Zambia, at national and provincial levels, in the period 
of 2003–2007. During this period, Finland, among other donors, was involved in 
bilateral education sector development programmes with the Government of Zambia 
through the Ministry of Finance and National Planning in Zambia.

The empirical data of this study, collected in 2003–2007, consists of semi-
structured interviews and open-ended narratives of southern2 and northern3 
development workers in the education sector. The analysis focuses on aspects of 
North–South partnerships that may hinder or foster conditions for mutuality4 and 
reciprocity5 of learning that challenge power relations and reproduce or contest 
historical inequalities. 

1 In this study, the terms ’Global North’ and ’Global South’ refer to nations and cultures that are ’scripted’ 
as more or less economically developed. This study recognises that cultures and nations, as well as 
the development story, are social constructions that are also contested. However, for the socio-cultural 
hierarchy in education sector partnerships that this study discusses, this construction, albeit problematic, 
is still extremely useful for the sake of focus and clarity. (See Article I, Article III).
2 The southern research participants of this research are Zambian nationals and worked during the time 
of data collection of this study for the Ministry of Education in Zambia or for the European embassy 
based in Zambia and were responsible for issues related to the education sector in Zambia. To secure 
the anonymity of the research participants, they are all referred to as Zambian development workers.
3 The northern research participants of this study are American, British, Finnish, Danish or Norwegian 
nationals. During the data collection for this research, they worked in Zambia for a European government 
development agency (e.g. Ministry for Foreign Affairs of Finland, Department of International 
Development in United Kingdom (DFID) or Norwegian Agency for Development Cooperation 
(NORAD) or the Ministry of Education in Zambia) as development aid workers, or for the embassy of 
their country of origin. To secure the anonymity of the research participants, they are all referred to as 
Nordic or European development workers.
4 Mutuality in this thesis summary is understood as a term outlining the fact of being shared by two or more 
people equally or of affecting two or more people equally (see e.g. URI: http://www.oxforddictionaries.
com). Aiming at mutuality includes aiming to overcome inequality and the ”mutuality gap” (Johnson 
& Wilson 2006).
5 Reciprocity in this thesis summary is referring to the practice of collaborating with others for mutual 
and equal benefit (see e.g. URI: http://www.oxforddictionaries.com).
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The aim of this study was to examine practices in education sector partnerships 
and highlight the aspects related to the ethics of North–South engagements. This 
study also analyses challenges and possibilities for more ethical North–South 
partnerships through potential changes in global and development education 
policies and practices in Finland. In the analysis of structures, narratives and 
relationships in these educational partnerships, I outline tensions and paradoxes 
that point to the need for more ethical practices that can move beyond hegemonic, 
ethnocentric and paternalistic patterns of representation and engagement in 
international development work.

In this thesis summary, which includes four articles published from 2005 to 
2015, I have tried to construct a narrative in hindsight that should appear consistent 
in terms of methodological and theoretical choices. However, through the 
published articles, this report also articulates my learning trajectory as a researcher 
and my engagement with different theories, at different points in time, through 
different types of analyses of data. These different theories present different sets of 
assumptions about problems and solutions. My intention in this study is to translate 
in-between these different sets of assumptions. Therefore my focus is not on the 
diligent application of postcolonial theory to my data, but on the use of selected 
ideas from postcolonial theory to problematize social, cultural, and epistemological 
hierarchies that endure in this field. My intention is to contribute to more ethical 
forms of engagement and representations of non-Western knowledges and actors. 
I believe this focus on ethics may help create a space where these actors and 
knowledges can challenge the imposed terms of discussions on the meanings and 
practices of international development. 

The first article of this study, written in 2005 analyses the partnership discourse 
and rhetoric in the asymmetric context of development aid and cooperation in 
general. The second article uses empirical data collected from Zambian education 
sector in 2004 and 2007 and it was published in 2007. The second article discusses 
the changing nature of discourses and perceptions related to ’partnership’ and 
’ownership’ in Zambian education sector collaboration. The two first articles of 
this doctoral thesis take a liberal pluralist approach in their insistence on analyses 
of structural, institutional and individual aspects of international collaborations and 
development studies and use mainly development studies (e.g. Cowen & Shenton 
1996, Edwards 1999, Hettne 1995, Johnson & Wilson 2006, Kealey & Protheroe 
1995, Musonda 2003) and transformative learning theories (Mezirow 1991) as 
theoretical tools. In this sense they do not emphasise systemic aspects of North–
South relations such as unequal historical power relations or cultural hierarchies.
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Through the theoretical shift that I experienced during this study and which is 
discussed in more details in subchapter 2.3 of this thesis summary, it was impossible to 
complete this study without using postcolonial theory. Hence, postcolonial theory was 
used as a tool to aim for a deeper level of analysis and also as an overall framework of 
this thesis summary that connects critical examinations with educational possibilities 
(Andreotti 2011, Bhabha 1994, Eriksson Baaz 2005, Kapoor 2004, McEwan 2009, 
Spivak 2004, Todd 2009). The third article was published in 2015 and it examines 
perceptions of efficiency in educational development partnerships in Zambia. The 
data used for this article compares insights from Zambian and non-Zambian research 
participants who worked at national level during the education sector-wide approach 
era in Zambia in 2007. This article draws selectively on postcolonial theory to 
identify problematic patterns of knowledge production and engagement that have 
historically conditioned global imaginary6 grounded on a single story of development 
and on hierarchies of knowledge, people and forms of organisation that have several 
implications for encounters between the Global ’North’ and ’South’.

The fourth article of this doctoral thesis contributes to the field of global and 
development education as it explores challenges for mutuality and reciprocity 
of North–South engagaments in global and development education policies and 
practical approaches in Finland.

This thesis summary consists of six chapters. Chapter 1 introduces the context 
for this study, theoretical framework, the aims and research questions and the 
positionality of the researcher. Chapter 2 grounds the theoretical framework and 
discusses the theoretical basis for the key concepts and theories discussed in this 
study: development studies and theories, postcolonial theory and partnerships. 
This chapter also outlines the experienced shifts of theoretical lenses during the 
process of completing this thesis. In addition, chapter 2 describes how the notion 
of potentially more ethical engagements7 is approached from a postcolonial 
perspective. 

6 In this thesis summary the idea of ’global imaginary’is based on a dominant single story of progress, 
development and human evolution that ascribes differentiated value to cultures/countries that are 
perceived to be ’behind’ in history and time and cultures/countries perceived to be ’ahead’. Article III of 
this doctoral study analyses on how global imaginary can be internally and externally contested in the 
context of Zambian education sector development programmes. 
7 Ethical engagement with the ’other’ in this study refers to an ideal type of relationship among 
’partners’ in the area of education sector development initiatives. It also refers to an ideal types of 
representations, language and knowledge in the field of development and global education that could 
attempt to interrupt hegemonic, ethnocentric, ahistorical, depoliticised, salvationist, un-complicated and 
paternalistic development interventions. 
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Chapter 3 outlines the methodological approaches that have been used in this 
study. Chapter 4 presents the overview of the four original articles included in this 
study. The main findings are elaborated in chapter 5 and chapter 6 concludes with 
a discussion of the main findings. 

1.1 Contextualisation 

Mignolo (2009: 721) considers globalisation to be a set of global designs based 
on a particular local (European) history that aims to influence various contexts in 
the world. These global designs project a hierarchy of human beings where those 
in the Global North are perceived to be leading the quest for a single story of 
development, progress, and evolution8. In contrast those in the Global South are 
perceived to be lagging behind (Andreotti 2011, Mignolo 2009, Willinsky 1998). 
Globalisation and education are strongly interlinked in the contemporary world 
and schooling-as-education is a powerful tool in this ambition (Ball 2012, Rizvi & 
Lingard 2009). Zambia is one of the countries where the education sector has been 
heavily affected by projects of the Global North through missionaries, development 
aid and co-operation and global agendas such as the Education for All campaign 
(Ball 2012, Banda 2008, Kelly 1999). 

The development of the education sector in Zambia and elsewhere is framed 
by power relations embedded in these global designs (Mignolo 2000). Analyses 
of the history of education sector development in Zambia indicate that there have 
not been many attempts to localise interventions of global agendas in education 
(Banda 2008). Rather ideas for educational development drawing on ideals of 
development-as-modernisation and education-as-Western-schooling have been 
imposed on Zambia as well as many other countries in the African continent and 
elsewhere in the Global South during the colonial era by missionaries, and later 
by development aid agencies (Banda 2008, Eriksson Baaz 2002, 2005, Kontinen 
2007, Mignolo 2000, 2002, Spivak 2004, 2008).

8 The single story of progress, development and human evolution is critically discussed in this study 
as this ’single story’ presumes a single, linear path of human progress , and the universal value of 
Western knowledge as a means to achieve it. In contrast, non-Western knowledge is viewed as 
particular, anachronistic or backward. The non-Western knowledge may be tokenistically celebrated, or 
positioned as a barrier to ’developing’ countries ’advancement’. The single story of development might 
not consider non-Western knowledges as viable alternative approaches to development (e.g. Grosfoguel 
2012, Mignolo 2000).
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At the beginning of 2003 the third phase of the bi-lateral Education Sector 
Support Program (ESSP III) between the Finnish Ministry for Foreign Affairs 
and the Zambian government was in the middle of its’ implementation as it was 
running from 2000 until the end of 2004. This programme was mainly funded by 
the Finnish Ministry for Foreign Affairs, with the Zambian government providing 
20 % of the funding. The third phase of the bi-lateral programme was focused on 
education sector infrastructure and special and inclusive education. At the same 
time there were other donors involved in the Zambian education sector with a 
similar and/or different thematic focus, such as Denmark, Norway, Ireland, the 
United Kingdom, the Netherlands, the United States and the European Union 
(see Article II).

The institutional framework for the various programmes and projects was 
provided by the Zambian Ministry of Education, and all the Zambian and non-
Zambian employees were working in the Ministry of Education Head Quarter 
(HQ) in Lusaka, or in Provincial Education Offices, or in a European embassy. 
In 2004, most of the donor countries signed a memorandum of understanding 
called ’Coordination and Harmonization of Donor Practices for Aid Effectiveness’ 
(Ministry of Education 2004) with the Zambian government. This led to partnerships 
in which most donors were no longer involved in implementing education projects 
or programmes at the provincial and/or district levels in Zambia. Donors were 
only involved in national-level planning and negotiations with the Ministry of 
Education. In addition, each donor was no longer supposed to have their own 
relationship with the Ministry of Education. Instead, the donor community chose 
two lead donors, who were given the responsibility of working with the Ministry 
as representatives of the whole donor community for a period of time. Meetings 
involving all partners happened only occasionally. This initiative was based on the 
idea that donors should not be involved with technical and professional support on 
the ground. (See Article III).

At the beginning of 2005 there were no longer bi-lateral programmes or 
projects between the Governments of Zambia and Finland. However, Finland was 
involved in funding the education sector of Zambia until the end of 2007. Most 
of the other donors were also involved in the education sector merely as funders, 
while some donors, such as United States Agency for International Development 
(USAID), continued with specific projects and programmes. In principle, the 
request for any bilateral programme should come from the recipient government. 
However, there are often various negotiations taking place before the official 
request. Once the request for aid was given to a foreign government, such as from 
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the Government of Zambia to the Government of Finland, further negotiations 
could begin. (See Article II).

Zambia is one of Finland’s long-term ’partner countries’ and there are many 
Non-governmental (NGO) and governmental (Takala & Doftori 2008) initiatives 
in Zambia in which Finland has been involved. In recent years, Finland has aimed 
at a more focused approach in its development aid activities in the chosen partner 
counties, of which Zambia 9 in the African continent is also, part of. 

There are less substantial discussions on alternative meanings of development 
outside the frames of modernisation. Hence, this study focuses on the notion of 
development-as-modernization in its’ analysis related to the field of development 
studies and postcolonial critique. Discussions on International Development 
partnerships are substantially based on this idea of development-as-modernisation, a 
notion that does not necessarily challenge institutional conversations, partnerships, 
and practices of assistance. In order to be able to come up with different kind of 
alternatives to aid or collaboration, it is important to analyse the history of aid, 
which is discussed next in the context of the Zambian education sector where 
Finland among other northern and European countries, has also been involved as a 
donor for a long period of time. 

The Zambian education sector has been dependent on aid since the fourth 
phase of its development, which started around 1975 as described below. However, 
understanding and analysing the history of educational development in Zambia 
even before the era of aid dependence can shed light on understanding the historical 
and political context of Zambia better. The history of education in Zambia can be 
divided into six distinct phases (see Article II: 116–121). These phases are briefly 
presented below. 

Volan (2003: 110) considers that the first phase of Zambia’s history of education 
is associated with a pre-colonial era. This is the time when indigenous, traditional 
education was tailored to meet local needs (Kelly 1999: 12–21, Snelson 1974: 
1–17). This traditional education was thought to have a powerful and stabilising 
influence on society in spite of its drawbacks (Snelson 1974: 238). Thus, although 
traditional education is often considered as something that belongs to the past, 
it still has an influence parallel to the formal education system in Zambia (see 

9 Finland is no longer participating in education sector development aid activities in Zambia, as the 
decision not to continue aid in the education sector was made after being involved in this sector for 10 
years. Currently the private sector, agriculture, and forestry are sectors that receive development aid 
from Finland (Ministry for Foreign Affairs of Finland 2008).
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Alasuutari 2010: 60). As Banda (2008) points out, indigenous education continues 
to play an essential role in formal education as well as in different non-formal and 
informal education opportunities. 

The colonial period is associated with the second phase of the Zambian history of 
education and is dominated by missionaries and a two-tier education system: one for 
the African children and the other for the children of European descent (Alasuutari 
2012: 61, Volan 2003: 110). ”Native Education” was meant for African children and 
”European Education” for European children. Colonial authorities invested much 
bigger financial resources in European Education (Volan 2003: 95). During this 
time the discourses of otherness (see Eriksson Baaz 2005) and evolution came to 
shape the development of the Zambian education system. Mission schools, which 
were established by missionaries were considered as the foundation of the education 
system designed by the colonisers for the colonised. British authorities were given 
the responsibility to administer the Protectorate in Northern Rhodesia in 1924. It 
was during this second phase when the models for Western formal education were 
imposed, and they continue to influence the Zambian education system until today. 

The third phase consists of the early independence years, 1964–1975, during 
which the Zambian education system was established to support nation-building 
and to abandon racial segregation. Even if Zambia experienced a transformation 
from exploitative British colonial rule when becoming an independent state, there 
was a less direct but still pervasive force of foreign domination that came in the 
form of trade negotiations, debt concessions and agreements mediated through 
the International Monetary Fund (IMF), World Bank and other donors from the 
Global North (see also Eriksson Baaz 2005). As a means to overcome an enormous 
shortage of formally educated (schooled) people, the new government of Zambia 
adopted an ’Emergency Development Plan’ (Kelly 1991). This was the beginning 
of a succession of many national plans and programmes in the education sector of 
Zambia. (Alasuutari 2010: 61).

The fourth phase of Zambia’s educational history was influenced by the 
economic recession that started around 1975. The decline in copper prices in the 
world market led to serious damage, to the capacity of the state to fund public 
services, which included the education sector in Zambia, causing erosion of the 
quality of education and decline in enrolment. A National Education Reform was 
introduced in 1977, based on a curriculum review and national debate in order 
to overcome the barriers of an educational system that was perceived to be too 
academic. However, there were not sufficient financial resources to implement 
the reform, and it has been criticised for having been too ambiguous and abstract. 
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These difficulties led to a stronger donor influence in the education sector in the 
form of loans, grants, technical assistance and commodity support (Volan 2003: 96, 
110). In addition, global educational agendas began to have a growing influence on 
the development of education in Zambia that was not always sensitive to local history, 
culture and society. This time the Ministry of Education in Zambia was advised to 
concentrate on the provision of compulsory and good quality seven-year education 
before embarking on secondary and tertiary education (Takala 1998, Volan 2003: 96). 

The fifth phase in the history of the education sector in Zambia is considered to 
have started in 1996 when the policy document ’Educating Our Future’ (Ministry 
of Education, 1996) was approved, which is one of the official national policy 
documents that guided the actions of the Ministry of Education for a long period of 
time and for the period of data collection for this study. During this phase, Zambia 
was heavily dependent on aid. This period formed the basis for the planning of 
the Basic Education Sub-sector Programme (BESSIP) that was implemented from 
1999 to 2003 (Musonda 2004). Most of the research participants of this study had 
worked in the Zambian education sector during this time. BESSIP began as a World 
Bank initiative, although ’Educating Our Future’ was the policy framework of the 
programme (Volan 2003: 126). A strategic plan was drafted in order to agree on 
the principles guiding the application of the sector-wide approach (SWAp) in the 
education sector (Ministry of Education 2002). 

As outlined in Article II of this study, there were many negative experiences 
during BESSIP. The core problem seemed to be that BESSIP was not integrated 
into the established structures of the Ministry of Education in Zambia. However, 
in order to set BESSIP in motion, ad-hoc administrative solutions were established. 
For example, the different reporting formats of the different donors created a lot of 
extra work for the people working in the Ministry and among the donors (Volan 
2003). Additionally, at the beginning of BESSIP, only a handful of Ministry staff 
were engaged with the planning and administration of BESSIP activities, which 
created doubts concerning the local ownership of the programme (Volan 2003: 124). 
Experiences gained from BESSIP subsequently led the donors and the Ministry of 
Education – with the support and pressure of global agendas of harmonisation, to 
consider what further steps should be taken in order to harmonise the activities of 
different donors in the Zambian education sector. Another issue raised for discussion 
was the lack of attention given to post-basic levels of education. (See Article II).

The Education Sector Plan of the Government of Zambia (Ministry of 
Education 2003) was implemented from 2003 to 2007, which was the period for 
data collection for this study. This period is considered in this study as the sixth 
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phase of development of the education sector in Zambia. At the beginning of the 
sixth period another major change process took place in the Ministry of Education 
as the restructuring of the Ministry was gradually undertaken in 2003. Although 
harmonisation procedures were better aligned during the Education Sector Plan, 
new challenges emerged in parallel with some of the old challenges experienced 
during BESSIP (see Article II).

In 2007 the government of Zambia introduced a Fifth National Development 
Plan. The donor community working in the Zambian education sector aimed at 
further harmonisation and established a framework for a Joint Assistance Strategy 
for Zambia, which was the donors’ response to the Fifth National Development 
Plan. The plan that time was that the majority of the funding for the education 
sector in Zambia would be donated in the form of general budget support through 
the Ministry of Finance in Zambia. 

In 2007 one of the development workers working in the Zambian education 
sector described the different phases of approaches to donor assistance in relation 
to educational development in Zambia in the following way:

”I think Zambia has gone through all the phases of educational development 
[from the development aid perspective] ... the way (Northern) partners deal 
with it, from the individual projects to the start of sector wide approaches to 
pooling to joint assistant strategy ... and now perhaps to go to general budget 
support ...” (A200410 in Article II: 134)

As suggested above, the various phases of the history of educational development 
in Zambia have been influenced by deep-rooted Eurocentric ideas (McEwan 2009) 
and global designs (Mignolo 2009) that might not always meet the local context’s 
needs in the best possible way. 

1.2 Theoretical considerations 

This study aims to contribute to creating an interface of dialogue between 
postcolonial theory and development (Eriksson Baaz 2002, 2005, Kothari 2006, 
McEwan 2009). Postcolonial and post-development and development theories 

10 A2004 refers to the reserach participant, interviewed in 2004. As there are no names mentioned, each 
reserach participant interviewed in 2004 (and reported in Article II) is referred with a letter (A,B,C,D 
etc.)
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(Bhabha 1994, Cowen & Shenton 1996, Escobar 1995, 2004, Kapoor 2004, 
McEwan 2009, Mignolo 2000, 2002, Sen 1999, Sideaway 2002, Simon 1998, 
2006, Spivak 1988, 1999, 2004, 2008) are used in this study to discuss co-
operation in the education sector in Zambia during the sixth phase of its history 
of educational development, as described above. During this time, Zambian’s 
educational history was influenced by foreign aid agencies who worked with 
Zambian Ministry of Education. Postcolonial theory can offer a nuanced story, 
as it sheds light on historical and political processes and highlights inequalities 
in different areas, such as in power relations, representations, and knowledge 
production. Postcolonial and post-development theories make visible the fact that 
there are other elements to be considered in the story of development, and that 
there might not be a single story of development on which the donors often rely.

A postcolonial framework is employed in this study in order to be able 
to understand the complexities embedded in North–South collaborations, and 
assumptions and practices that prevent more ethical partnerships from emerging. 
This study engages selectively with postcolonial theories and development studies 
with the commitment of aiming to finding out what new knowledge these fields 
might offer when seeking practical alternatives towards more ethical engagements 
in North–South education sector partnerships. 

Partnerships and North–South encounters in the area of development aid 
have not been extensively researched, especially approaches that compare 
the perspectives of both South and North. Most of the research discussing 
partnerships, identity, or learning in the field of development aid have focused 
solely on the views and perspectives of the people in the North (Eriksson Baaz 
2002, 2005, Johnson & Wilson 2006, Kapoor 2004, Kontinen 2007) or South 
(Banda 2008). 

This study discusses the interface of South and North encounters in the context 
of Zambian education sector partnerships, and analyses the historical patterns 
of knowledge production, engagement, and representation of both southern and 
northern perspectives. In addition, this study analyses current discourses and 
pedagogical directions for interrupting historical patterns of representation and 
engagements through the analysis of global and development education policies in 
Finland. The three interconnected contexts that construct and inform this study are: 
(a) the possibilities and limitations of global and development education policies 
in the North, (b) the challenges and opportunities of international education sector 
partnerships, and (c) obstacles and openings for more ethical engagement in 
education sector partnerships in Zambia.
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Theorising through a postcolonial framework brings political and historical 
insights that can support engagement with difficult questions of complicity 
and representation. This in turn can open possibilities for the transformation 
of assumptions and relationships that can lead to more ethical partnerships and 
global and development education policies in the North. This would, however, 
require learning from past mistakes so that history does not repeat itself but in-
stead different mistakes could be made once new problems appear in the future as 
Andreotti (2011: 6) points out.

1.3 Aims and research questions

The overall aim of this research is to better understand historical patterns that may 
prevent ethical engagement from emerging in international development-related 
initiatives in the field of education in Zambia. The contribution of this study also 
involves critical analysis of current discourses and pedagogical directions for 
interrupting historical patterns of representations and engagements through global 
and development education. Thus, the research questions are the following:

1. What historical patterns of knowledge production may prevent or enable 
mutuality and reciprocity to emerge in international development related 
initiatives in the education sector? 

2. How have ideas of partnership, ownership and efficiency been represented in 
the Zambian education sector development programmes? 

3. How have the ideals of mutuality and reciprocity been represented in global and 
development education policy in Finland in the light of postcolonial theory?

Table 1 below presents the research questions of this doctoral study and outlines 
the role of each article in this study (Articles I–IV) in relation to the research 
questions. 
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Table 1. The role of the articles in relation to the research questions of this study.

Research Question Article/s answering for the research question

1. What historical patterns of knowledge 

production may prevent or enable mutuality 

and reciprocity to emerge in international 

development-related initiatives in the 

education sector?

2. How have ideas of partnership, ownership, 

and efficiency been represented in the 

Zambian education sector development 

programmes? 

3. How have the ideals of mutuality and 

reciprocity been represented in global and 

development education policy in Finland in 

the light of postcolonial theory?

Article I, 

Article II, 

Article III

Article II, 

Article III

Article IV

1.4 The positionality of the researcher

This subchapter aims to define my position as a researcher in the chosen theoretical 
framework for this study and I offer a brief narrative of my own background and 
relationship to the research topic. In analysing global designs (Mignolo 2000) it is 
important to locate one’s own experience, subjectivity-formation and relationship 
to the location of this research, which is, in my case, very ambivalent. I was born in 
a Christian family in a country (Finland) with strong missionary and development 
aid ties with Zambia. I did my university studies in teacher education at University 
of Oulu11. These studies included internships that I was able to do in Brazil and 
Ethiopia. The pedagogical experiences in teacher education studies challenged me 
to begin to analyse history, power structures and knowledge in a different way 
and engage with otherness first through a humanist approach and later on through 
postcolonial lenses. I ended up being interested in issues related to the development 
and education sectors, which became the focus of my Master’s thesis (Alasuutari 
1999). I married and established a family with my Somali origin husband who was 
born in the Middle East and who came to Finland as a refugee. I am the mother of 
two mixed heritage (Finnish/Somali) children.

11 I studied on the Master of Education International Programme at the University of Oulu, Finland. This 
programme is currently called the Intercultural Teacher Education (ITE) programme. 
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I lived in the North Western Province of Zambia for two years 2002–2003 
with my husband and I visited Zambia twice after that: in 2004 with my husband 
and in 2007 by myself. All these experiences have informed my research. In 2011 
our family moved to Abu Dhabi where I work with education reform initiatives 
in the local education regulator agency in collaboration with Emirati and non-
Emirati colleagues. Living in Africa, Europe and Asia, in the Middle East, and 
working in four different countries (Zambia, Finland, Montenegro and the United 
Arab Emirates) in this period of time has made the overall process of completing 
this doctoral study longer for me. Yet those phases of my professional and private 
life path outside Zambia have also given me the opportunity to witness how the 
global designs described by Mignolo (2009) operate in different local contexts. In 
particular, the experiences of living and working in various contexts gave me very 
unique insights into how perceptions of North–South and East-West are used to 
fuel prejudices and fears in different places. These insights have guided my interest 
in offering educational pathways towards more ethical partnerships, especially (but 
not exclusively) in global education in countries in the Global North, particularly 
in Finland. 

I acknowledge that knowledge production is never a neutral, ahistorical or 
apolitical exercise, and that it is my responsibility to scrutinise the ways through 
which my own representations can unintentionally reproduce the very patterns of 
inequality this research intends to address. Thus, I have attempted to exercise what 
Kapoor (2004), drawing Gayatri Spivak calls ’hyper-self-reflexivity’ which is a 
process whereby I commit to being attentive to the fact that my frames of reference 
are related to my social, cultural and historical positionality, that these frames are 
not universal, and that my perspective will always be partial and incomplete. In 
my attempts to experiment with hyper-self-reflexivity I have noticed that historical 
frames of reference are extremely difficult to consciously break away from. 
Therefore I acknowledge that, in this study, although I am committed to challenging 
assumptions of Western superiority, these assumptions may still implicitly inform 
my textual choices. This attests to the fact that working towards these ideals is a 
lifelong and life wide process. In other words, the moment I think I have arrived at 
a space of ethical relationships is the moment that the superiority and benevolence 
surface again. Thus, this is the moment that I need to start problematizing once 
more my own assumptions and desires for openness and innocence. 
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2 Postcolonial theory in development studies 
This chapter attempts to bring together discussions in two fields of study: 
postcolonial studies, and development studies. The goal is to engage selectively 
with postcolonial theories and development studies with the commitment of aiming 
to find out what new knowledge these fields might offer when seeking practical 
alternatives towards more ethical engagements in North–South education sector 
partnerships. 

Subchapter 2.1 of the thesis summary begins with a brief overview of 
development studies and discusses international development partnerships and 
critiques of development as modernity. Subchapter 2.2 focuses on postcolonial 
analyses and approaches to development and presents key premises of postcolonial 
theory (see Subchapter 2.2.1), and outline for an ethic for partnerships (see 
Subchapter 2.2.2), and critiques and limitations of postcolonial theory (see 
Subchapter 2.2.3). Subchapter 2.3 describes my journey for using postcolonial 
theory in this study.

The possibility of producing de-colonised, postcolonial knowledge in 
development studies became a subject of considerable debate in 1990 (McEwan 
2009). However, there have been historical divergences between postcolonial studies 
and development studies, and therefore, there has been little dialogue between 
postcolonialism and development. On the other hand, a need for development 
studies that is postcolonial in theory and practice has been acknowledged 
(Eriksson Baaz 2005, Heron 2007, McEwan 2009). This means that recognising the 
significance of language and representation, the power of development discourse 
and its material effects on the lives of people subject to development policies are 
considered important. 

2.1 Development studies 

Some Western scholars in the area of development studies argue that the problem of 
underdevelopment is claimed to have been invented in the 1950s, while others argue 
that the idea of development is much older than that, as they consider development 
to be based on the European progress and civilisation theories from 1700–1800 or 
earlier in history (see Cowen & Shenton 1996, Kothari 2006). 

The more recent research in the area of development studies claims that 
both of the above-mentioned arguments are true in their own ways, but both are 
incomplete explanations on their own. The concept of development existed long 
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before ’development’ stepped into the shoes of ’progress’ and ’civilisation’ of 
colonialism. This is the origin for terms such as ’developmentalism’, ’development 
machinery’, and ’development industry’ – terms that refer to actors, institutions, 
structures, practices, and ideal models that are based in the modern concept of 
development, meaning development interventions that are claimed to lead to ’ideal 
societal development’. (Koponen et al. 2007).

Deep-rooted Eurocentric ideas seem to have shaped a dominant shadow over 
development thinking, and the idea of progress forged in the seventeenth century 
still remains and modernity is considered as an unfinished project in the South 
(McEwan 2009: 92). That is why this study refers selectively to modernization 
theories in the field of development studies when presenting postcolonial critiques 
of development as modernity (see Subchapter 2.1.2). However, there have been 
complex debates about development since 1945 and many dominant modes of 
thinking have been challenged. According to Willis (2005: 26), development 
theories have not evolved linearly with one development theory emerging from 
another without any contestation or conflict (Vainio-Mattila 2000, Willis 2005). 
In fact, there have been numerous and competing notions about development that 
have co-existed, with certain ideologies or theories becoming dominant as they are 
advocated by more powerful actors (Willis 2005: 26). 

However, the chronology of the main development approaches to and 
understandings of development since 1945 according to Willis (2005) includes 
various phases. These are the approaches that have also been the interest of 
development studies. Willis (2005) considers each decade as its own phase. In 
1950s modernization theories and structural theories were emphasized. 1960s 
was the era of modernization theories and dependence theories. During 1970s 
dependence theories were emphasised. 1980s was a decade which concentrated 
on neoliberalism, grass-roots and community based approaches, sustainable 
development and gender issues related to development. In addition to neoliberalism, 
approaches of post-development, sustainable development and culture and 
development were emphasised during 1990s. During 2000s mixture of approaches 
such as neoliberalism, sustainable development, post-development and grassroots 
approaches have been utilized as main development approaches. (Willis 2005).

The various approaches mentioned above, envisage different political and 
economic mechanisms in their understanding of progress. Most of the approaches 
from 1950s until 2000s include ideas of modernization as neoliberal meta-narratives 
of development can be considered as constituting the contemporary versions of 
modernization theory. (See Pieterse 2004: 7–21). This will be elaborated more in 
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subchapter 2.1.2 of this thesis summary. The relationship between North and South 
has been described using different terms such as partnership. The ’partnership’ that 
this doctoral study discusses, as a term, became more popular in the early 1980s. As 
mentioned in Article I of this study, it seems that partnership has been kept more in 
the background (see Article I: 51, Vainio-Mattila 2000, Willis 2000). However, it 
has constantly been used in development rhetoric since it was introduced. The next 
subchapter of this thesis summary analyses the term partnership further.

2.1.1 International development partnerships

Partnership was first clearly introduced in the publication ’Partners in Development’ 
in 1969 by the Commission on International Development and has been used in 
various development interventions ever since (see Article I: 52). Cowen (1998: 
5) notes that Lomè Convention was considered as a template for international 
development, as it referred to ’development co-operation’ between ’partners’. 
However, the Lomè Convention was a contractual agreement on trade and aid 
between the European Union and the group of mainly former colonial territories of 
Africa, the Pacific and the Caribbean area. It is also crucial to outline that, in earlier 
times, colonisers presented colonial rule too as ’partnership’. This was explained as 
the promotion of mutually beneficial objectives: development and civilisation (see 
Article I: 52, Mohiddin 1998: 5). 

There are a few other terms referring to relationality in addition to partnership 
that have rapidly been diffused in international development terminology (see Article 
I, Klees 1999: 13). It seems to have been much easier for partnership to be accepted 
than terms such as ’empowerment’ or ’participation’, which originally emerged 
from alternative and critical views towards development theories and practice (see 
Article I, Hettne 1995, Klees 1999, Verhelst 1990). ’Partnership’ as a term has its’ 
roots in Latin. In Latin pars, partiri means sharing something with somebody. 
Partnership can refer to the relationship between two persons: spouses or friends, 
but it is also widely used in many situations in business, as well as when describing 
the relationships between different groups, institutions, states, areas and academics 
(see Article I: 54, Hossain & Huagie 1999, Kontinen 2003, Seppälä 2000). 

Carton (1999) points out that the meaning of the term partnership depends on 
who defines it, and asks who has the voice and power to define it and who does 
not. This is addressed in Article I of this study. Nsamenang (1998: 90) outlines 
the importance of bringing a southern perspective to discussions of international 
partnerships. He calls for partnerships that emphasise the importance of regional 
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and local facilitators participating, because of their first-hand knowledge of local 
needs. He claims that a partnership of this kind ”is the best way to assist the target 
country and population to become independent and productive in their own right 
without having to depend on foreign aid and without excessive distortion of their 
culture and familiar economic machinery” (see Article I: 58, Nsamenang 1998: 
91). 

Some might consider that ’co-operation’ is very similar to ’partnership’. 
However, for Edwards (1999), co-operation as a concept implies reciprocity, a 
willingness to give as well as receive, and action on all sides rather than one, which 
is why it can be considered different from development interventions. Edwards 
discusses how the attempts that have been made to give aid to the developing 
world at an international level during the last 200 years are a clear example of 
interventions. Instead of this mere giving of things to others, Edwards (1999: 4) 
suggests that co-operation would mean creating more opportunities for others 
to develop themselves. He considers this to be a much more advanced form of 
help, because it accepts the idea that the best way to support others may simply 
be to put our own house in order, meaning that those taking upon themselves the 
role of the supporter must also recognise their own inadequacies and weaknesses, 
and must also be willing to be a receiving party. However, co-operation does 
not involve complete equality (see also Kontinen 2003: 136) which is what true, 
authentic partnership would involve. Because authentic partnership has not been 
and is not a reality, Edwards is of the opinion that using the term ’partnership’ to 
describe a relationship in which aid is involved is misleading, and that present-day 
developmental activities referred to as partnerships are actually interventions. This 
is why Edwards suggests the use of the term co-operation rather than partnership, 
which better represents the reality. One way to interpret Edwards’ (1999) definition 
of co-operation is to see it as a preliminary stage when aiming towards partnership 
in development co-operation (see Article I: 58).

As outlined in Article I of this study, Vainio-Mattila (2000: 435) investigates 
the issue of power in the area of development co-operation through a participatory 
development approach. Vainio-Mattila affirms that the participatory approach can 
be closely compared to an authentic partnership, as they both require all participants 
or partners to take part fully. The three central debates regarding the issue of power 
according to Vainio-Mattila (2000) are dichotomy between praxis and theory, the 
process of knowledge production, and the roles of participants. Vainio-Mattila 
claims that the theory and praxis of development cannot be separated from each 
other (e.g. development that uses conventional hierarchies and institutions cannot 
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be participatory in practice). Participatory development is not an a priori approach, 
but rather, an approach in which the required knowledge is acquired and produced 
through and during the social process of development itself (Vainio-Mattila 2000). 
Vainio-Mattila (2000: 435) claims that the consideration of power issues is central 
in participatory development and, in such development, power is characterised by a 
shift from subject-object relations of donor-recipient hierarchies, to subject-subject 
relations, referred to as co-ownership relations by Vainio-Mattila (see also Cooke 
& Kothari 2001). 

2.1.2 Postcolonial critiques of development as modernity

Pieterse (2001: 3) defines development as a concept of ’organized intervention 
in collective affairs according to a standard of improvement’. Nevertheless, each 
development theory has its own ideas about ’collective affairs’, and what kinds 
of interventions are essential to bring about improvement locally, nationally 
and globally. As Li (2007) argues, development theory is thus partly about what 
constitutes ’improvement’, what ’appropriate intervention’ means, and the power 
relations underpinning the will to improve. As mentioned above modernity is 
still seen as an unfinished project in the South (McEwan 2009: 92) even if many 
dominant modes of thinking have been challenged and there have been complex 
debates about development since 1945. However, when thinking about the range of 
approaches since 1945, it is important to question the framework from which the 
two terms ’more developed’ and ’less developed’ derive their authority (McEwan 
2009: 94). Each of development theories imagines very different scales and spaces 
in its conception of development and they are all based on very particular ways of 
imagining and understanding the world.

The North–South division started to take hold in colonial times when quickly 
industrialising Europe used its’ wealth and technology to spread its’ power and 
influence to other parts of the globe (McGregor & Hill 2009: 1). ’North–South’ 
is used to describe an imagined division between countries that share certain 
’northern’ or ’southern’ traits. Northern countries (often referred to as the Global 
North) are usually assumed to be richer, more developed and more powerful than 
those in the south and the countries in the Global South have become associated 
with underdevelopment and poverty. Nevertheless, as McGregor and Hill 
(2009) argue, ’North–South’ has become an important organising concept for 
interpreting international economic and political relations, providing a ’useful’ 
lens for identifying unevenness and inequality on a global scale. However, the 
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relationships between North and South have become more complicated and new 
actors have emerged on the global scene. Koponen (1994, 1997) argues that 
colonialism dealt not only with exploitation but also development of the colonial 
areas. The contradiction between direct exploitation and promoting development 
in the subject areas was evident. The economic principles of exploitation were 
mixed with humanist ideas and the moral obligation of civilising and educating 
the people in colonial territories. 

The importance of education in changing the Africans to be more like Europeans 
is one entry point through which one can consider the continuation of colonial 
ideology in development (Kontinen 2007). Different kinds of development aid and 
co-operation projects and programmes often include training and capacity-building 
projects through which the southern partners are supposed to become more like 
their northern partners, and this can be seen as a clear continuation of colonialist 
ideals in the current development industry (Erikson Baaz 2002, 2005, Kontinen 
2007, Mignolo 2000). Concepts of poverty and wealth, based on modernist 
constructs of progress and development, are often characterised as universal givens 
in educational policies and practices such as Education for All and Millenium 
Development Goals (Andreotti 2012, Banda 2008).

Chakrabarty (2000) argues that Western modernity has been framed as a 
historical process of progress in linear stages based on the model of ’first the West 
and then the rest’. This perception has shaped relations between North and South 
since the nineteenth century: the North is perceived to be developed and modern 
and the South to be ’lagging behind’. However, Chakrabarty (ibid.) claims that 
if we theorise from a context outside the North, these ideas begin to break down. 
Chakrabarty (ibid.) illustrates that the postcolonial challenge is to recognise that 
European models of development and modernity cannot easily be universalised 
and that alternative ideas about the nature of education for all, human rights and 
citizenship, for example may emerge from other contexts (see also Myers 2006, 
Banda 2008). 

As McEwan (2009: 95) points out, there were numerous reasons for the 
failure of modernisation theories. Modernisation theories undervalued ’traditional 
societies’ and did not recognise their complexity. Instead, modernisation theories 
depoliticised development by ignoring diverse histories and cultures. Although 
development theories are no longer considered to describe a transition from 
tradition to an all-encompassing homogeneous modernity, it might be argued that 
there is a gap between how culture has been conceptualised and implemented in 
development processes (Rao & Walton 2004). Simon (2006) claims that research in 
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the area of development studies does not always acknowledge cultural diversity in 
the South and how local, indigenous cultures in the South might be different (and 
have different aspirations) from those of northern industrial capitalistic cultures. 
On the contrary, development studies viewed this diversity as a major obstacle 
to development, to be overcome by large-scale, technologically driven aid and 
investment programmes. In addition, as McEwan (2009) points out, universalising 
neoliberal approaches continue to advocate global cultural convergence and 
homogenisation through the assimilation of western capitalistic consumer cultures. 
However, postcolonial theory presents significant challenges to the universalist 
assumptions that have underpinned modernisation theories of development. 
McEwan (2009) states that since the mid-1990s postcolonialism has supported 
discussions by drawing attention to the need to understand the complexities and 
differences at the local levels that highlight human agency, multiple perceptions 
and the existence of multiple and alternative knowledges. (McEwan 2009: 110).

2.2 Postcolonial analyses and approaches to development 

Postcolonial studies have been influenced by Marxism and post-structuralism 
(Blunt & Wills 2000, McEwan 2009). However, whereas Marxist approaches 
highlight class difference, postcolonialism discusses how these class differences 
are also racialized, particularly in colonial/postcolonial contexts. The focus of 
postcolonialism as literary theory has tended to moderate the fact that postcolonial 
approaches are inspired by both Marxism and poststructuralism (McEwan 2009). 
It is particularly this combination that makes postcolonial theory relevant to 
development studies. 

Kothari (2006) outlines that a most obvious distinction in the field of development 
aid persists between those who are thought to possess expertise and knowledge and 
those to whom this knowledge should be imparted and claims that this is based on 
who you are and where you originally come from. Kothari (2006: 15) claims that the 
”discomforting relationship between ’race’, knowledge and expertise is still evident”. 
Drawing on Uma Kohtari, (Crewe and Harrison 1998: 92) argue that the expertise 
and knowledge of recipients of aid and ’participants’ in development projects and 
programs is devalued, because ”the division between indigenous and Western 
or scientific knowledge is ... based on ideas about people rather than on objective 
differences in knowledge or expertise”.

Eriksson Baaz (2005: 168) outlines that ”the partnership discourse itself 
remains characterized by paternalism in which the donor identifies the problem 
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and promulgates the right treatment”. This study uses insights from postcolonial 
theory in highlighting the complexity, historicity and contingency of institutional 
and personal perspectives in education sector partnerships. The present study 
engages selectively with postcolonial theories with the commitment of aiming 
to finding out what new knowledge this field might offer when seeking practical 
alternatives towards more ethical engagements in North–South education sector 
partnerships. The next subchapter of this thesis summary discusses the key premises 
of postcolonial theory. 

2.2.1 Key premises of postcolonial theory

Postcolonial theory is defined and interpreted in various ways. As Andreotti (2011) 
claims, postcolonial theory’s ”political project depends on the assumptions that 
inform such definitions and interpretations”. Postcolonial theory is used in this 
study as an overall framework that connects critical examinations of the politics 
of North–South engagements and representations with educational possibilities 
(Andreotti 2011, Bhabha 1994, Eriksson Baaz 2005, Kapoor 2004, McEwan 2009, 
Spivak 2004, Todd 2009). This study does not aim to present postcolonial insights 
as ”descriptions-of-truth” (Andreotti 2011: 11), but rather to considers them as 
’tools for thinking’, and remains ”open to different perspectives and interpretations 
of truth/reality”. Therefore, my use of postcolonial theory is selective and grounded 
in my own positionality.

The origins of postcolonialism can be traced to a number of different and 
disparate sources and it has been greatly influenced by Marxist political-economy 
and post-structuralistic cultural and linguistic analysis (McEwan 2009). Scholars 
Edward Said, Homi Bhabha and Gayatri Spivak have strongly influenced the 
development of postcolonial theory (Andreotti 2011, Eriksson Baaz 2005, McEwan 
2009). In ’Orientalism’, one of the seminal books of postcolonial studies, one of 
Edward Said’s (1978) conclusions is that orientalism was a political vision of 
reality and its’ structure promoted the difference between West and East. In the 
discourse of orientalism, the East was discursively produced as the West’s inferior 
Other, a process that both interpreted and strengthened the self-image of the West 
as a superior civilisation (Eriksson Baaz 2005, Said 1978). Furthermore, East and 
West were discursively assembled as each other’s opposite. Similar dichotomies 
between the colonising Self and the colonised Other have been outlined by many 
scholars in different contexts (Eriksson Baaz 2002, 2005, Heron 2007, Kontinen 
2007, McEwan 2009). Bhabha (1994) has reworked Said’s notion of discursive 
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domination and highlights that the formation of colonial subjectivities is rather 
a process that is never fully achieved. This insight has been important for the 
formation of postcolonial theory. This has drawn attention to the agency of the 
colonised in ways that were absent in orientalism. Bhabha (1994) outlines that 
”colonial discourses were neither fixed nor all-powerful, but became diluted and 
hybridized, so that the identities of both colonizer and colonized were always 
unstable and intertwined”. Gayatri Spivak (1988) has made innovative and 
significant contributions to postcolonial forms of cultural analysis. Spivak has 
been referred to as a ”Marxist-feminist-deconstructionist’ and recognises ”each of 
these approaches as necessary but insufficient by themselves, always in tension, yet 
productive together” (McEwan 2009: 76)

As McEwan (2009) outlines, postcolonial theories have taught us that our 
discursive creations are shaped by our positioning, in terms of socioeconomic 
factors, gender, culture, geography, history, and institutional location. Drawing on 
Spivak, McEwan stresses the importance of the intensified sense of self-reflexivity 
”about how this positioning shapes our representations and with what effect for those 
we seek to represent (either politically by speaking for, or discursively by speaking 
about)” (McEwan 2009: 73). As pointed out by this study and discussed more in the 
subchapter 2.2.2, these concerns are of utmost significance in development studies 
and practice. 

Postcolonial theory also makes it noticeable how the accumulation of wealth 
of ’more economically developed’ countries in the North, which is perceived 
to be a result of a superior intellect, better organisation, harder work and more 
education, has been a result of historical and continuous violence. This violence 
involves for example wrongful resource extraction, land occupation, the infliction 
of violence through on-going human exploitation, dispossession and destitution, 
and the control of the military, of the creation and dissemination of knowledge, 
of means of production, and of the rules of the game. Postcolonial theory shows 
that economic poverty heavily subsidises economic wealth. This is an insight 
that needs to be denied if we want to continue to believe we are benevolent, 
charitable, and innocent people ’helping the poor’, only fulfilling our manifest 
destiny of heading humanity towards a future of justice and peace for all (see 
Article III). 

The main task of postcolonial theory has been to analyse and transform the 
social hierarchy of nations, cultures, and ways of knowing and being (Andreotti 
2006). Postcolonial theory understands the magnitude of the task of changing 
historical patterns of thinking that ground the wealth and privilege of elites 
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(in both the Global North and the South); there are no quick fixes. Conflicting 
interests, denials, false securities, specific desires for control of processes and 
outcomes, and perceived entitlements prompt several barriers to the process of 
learning about one’s complicity in harm through cognition alone (see Kapoor 
2014, Taylor 2012). Nevertheless, postcolonial theory tries to create vocabularies 
and questions that, although imperfect, shed light on how the culture, traditions, 
beliefs, values, and, most importantly, interests of countries in the Global North 
have framed their knowledge, their privilege, and their justification for their 
mission to intervene, organise, educate, and ’help’ the rest of the world (see 
Article III). 

Postcolonial theory helps us ask questions such as: How do dominant discourses 
come into being? How do particular discourses come to be dominant? How have 
ideas that look at forwardness and progression from a Western point of view 
become so dominant? How are these ideas presented as universally good? How 
has the West come to be represented as benevolent despite its violent practices? 
(McEwan 2009). Many postcolonial scholars claim that many of the inequalities of 
the colonial era are still present today (Eriksson Baaz 2003, 2005, McEwan 2009). 
In addition, the way, for example, in which the Global South and Global North are 
known today is claimed to have roots in the colonial era. The way societies and 
economies are restricted and controlled by cultural dominance, and economic and 
geopolitical relations that are established by imperialistic processes is very visible 
in the contemporary world. The consequences of Western knowledge domination 
and the attempt to formulate both practical and theoretical strategies to resist such 
domination have been examined by many postcolonial theorists (Briggs & Sharp 
2004). 

As McEwan (2009) outlines, postcolonial approaches are by no means the 
first to attempt to focus and problematize power relations in research. In the 
field of development research, there is a long tradition of problematizing power 
relations on different levels, from interpersonal to global (see e.g. Corbridge & 
Mawdsley 2003, Eade & Rowlands 2003, Hickey & Mohan 2004).12 However, 
McEwan proposes that there is still a concern that development research does not 
fully address the positionality of southern research participants and that discussion 
of methodological issues has not ”fundamentally altered practices of ’doing’ 
development” (McEwan 2009).

12 Feminist methods also have a lot to offer for postcolonial approaches (see e.g. Butz & Besio 2004, 
Sharp 2005).
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A postcolonial view of ethical engagement with the Other is the basis for the 
postcolonial lenses used in forming the theoretical framework of this study (see 
Subchapter 2.2.2). ’Other’ as a term presents ethical dilemmas and magnifies the 
role of power structures in the field of development aid. As Eriksson Baaz (2002, 
2005) points out, there is contradiction between donor images of Self and the Other 
in the discourse of partnership. The Other is often seen as an inferior, unreliable, and 
passive partner in contrast to a superior, reliable, and active Self, as pointed out by 
Eriksson Baaz (2005: 6–9). Andreotti (2011: 22) points out that the modern subject 
is constructed as ”culturally superior, which justifies the exercise of domination and 
control as a burden to intervene in the name of progress – to civilize, to educate, 
to modernize, and to develop the Other”. Eriksson Baaz (2005: 47) outlines how 
even if racialism or the theory of race has been discarded within the social sciences 
and biology, ”racialism has continued to shape cultural identities” (See also Kothari 
2006). Furthermore, Eriksson Baaz (2005) claims that the continued influence of 
racialism is also evident in contemporary debates and research into culture and 
multiculturalism, and that ’racialism’ had been replaced by ’culturalism’ and ’cultural 
racism’, as shown in the following quotation of her study:

”... I can’t see that there is a difference between black or white ... as individuals 
or as people. The difference could be that ... and this is not the fault of the 
individual – that the culture is not the same, or that they have not reached the 
same level that we have.” (Eriksson Baaz 2005: 47, Interview 22) 

Eriksson Baaz (2005; 6–9) outlines how these identities of Self and Other should 
be consideres part of partnership discourses, as they are inscribed within the 
partnership discourse itself, which cannot be understood either in terms of a total 
break or continuation. Simon Gikandi in his research published in 1996 points out 
that ”decolonized situations are marked by the imperial pasts they try to disavow” 
or of ”reflecting the state of undecidability of the postcolonial condition” (Eriksson 
Baaz 2005: 9). As pointed out by others (e.g. Mubinde 1988, Said 1978) the 
discourses of otherness supported legitimating colonial domination and expansion. 
The colonial logic was based on the idea that the colonised should become like the 
coloniser but remain different, as colonial logic aimed to maintain its power (e.g. 
Bhabha 1994). Furthermore, as Eriksson Baaz (2005) outlines, the colonial project 
was legitimised as a civilising mission – to civilise the primitives. It was this that 
constituted and legitimised ’the white man’s burden’ (Eriksson Baaz 2002, 2005, 
Kothari 2006).
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Andreotti (2010a), drawing on Spivak (2003), claims that the perception of 
both reality and self of the subaltern is altered by the colonial power, whose power 
is legitimised by the creation of an inferior Other and an act of naturalisation of 
these ideas. Furthermore, she discusses how an inferior Other reinforces both 
triumphalism and Eurocentrism: people in the West are made to think that they 
have a duty to help the less fortunate, and that they are only part of the solution 
(of poverty or ’under-development’) and not part of the problem. Therefore, it is 
important to understand how colonial history has shaped all societies: societies of 
both the colonised and the coloniser, and also those who might consider themselves 
as being outside the colonial project (See e.g. Rastas 2007: 48). Both inferiority 
and superiority complexes have been recurring themes when studying colonial 
identification in the contexts of the colonised, the coloniser, and those considered 
not to have been part of the colonial project. 

McEwan (2009) outlines how much of the North’s power is related to its 
ability to represent, theorise, and name, rather than to the advances it has made 
technologically and economically. Western/Northern domination in the field 
of education is a good example of this, as it is clearly seen in education sector 
development worldwide. Global education agendas have been implemented 
in many contexts without careful analysis of their suitability (Banda 2008) and 
considerations for modifications. However, as Andreotti (2011) claims, economic 
developments and technical advancements are also related to the power to define, 
as the former allows for the advancements of the latter. She points out that both 
metaphysical and ontological choices serve as the basis for all knowledge. At the 
same time, knowledge systems exclude and ignore the possibility for other ways of 
knowing that form in differing contexts. 

Through aiming to discover the limits and possibilities of one’s own knowledge 
system, one might be more able to redefine the terms included in knowledge 
construction as well as to better understand one’s own knowledge production’s 
context. Through this process, there might also be a chance to acknowledge other 
knowledge systems and learn about their knowledge production contexts. According 
to Andreotti (2011), such a redefinition can happen if one is able to identify, question 
and expand one’s set of basic assumptions through the ethical need to uphold values 
of reciprocity, equality, and mutuality by working with the Other. However, the 
actual practice of these values requires a deep humility and a constant suspicion of 
our own projections and self-image. Andreotti (2011) claims that this would include 
checking one’s own epistemic violence and working without guarantees. This will be 
elaborated more in subchapter 2.2.2 of this thesis summary. 
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As meanings and values are created through language, representation and 
knowledge production are linked with language. Language plays a big role in our 
impressions and can show the respect or disrespect we give to certain topics or 
situations. Development is one of the dominant Western discourses that postcolonial 
approaches aim to thoroughly challenge and destabilise. Aiming to understand 
development through postcolonial lenses by asking questions such as ’What is 
development and who defines it’ or ’What does development do and for whose 
benefit?’ and emphasising the power of language might lead to a more thorough 
understanding of development. 

The ethical framework for engagement that is discussed in the next subchapter 
(2.2.2) of this thesis summary also has value in relation to knowledge production. 
A postcolonial approach of ethical engagement might allow for the emergence 
of contestatory dialogue in which knowledge is perceived as provisional, partial, 
and situated (see Said 1978). Such solidarity forces participants to engage with 
other systems of knowledge production, including their own (Andreotti 2011). A 
postcolonial approach might also support in thinking ”our way through out of the 
historical imbalances and cultural inequalities produced by the colonial encounter” 
through a systemic critique of institutional suffering (Andreotti 2011: 176). 

Drawing on Hudson, Matthews and Woods (2004: 2), this study argues that 
within postcolonialism, there is space to move beyond the persisting negative 
patterns of the colonial era. This doctoral thesis acknowledges the critical 
characteristics of postcolonialism. However, selective insights from postcolonial 
theory are used as a possibility for constructing more ethical development 
thinking and practice (see McEwan 2009). Postcolonial theories are used in 
this study to challenge current modes of thinking and to provide a critical view 
towards education sector partnerships. However, this study acknowledges that 
change on both sides, on the side of both donors and recipients, is required, as all 
people involved are implicated in colonial relationships, although vulnerabilities 
are spread unevenly. 

This study emphasises that the journey towards deeper ethical engagements in 
education sector partnerships should focus on equality, mutuality, and reciprocity, 
even if it may be impossible to reach a symmetrical context of development aid and 
cooperation (see Article I). This journey needs to be understood as a continuous 
process, and it is important to remember that any suggested solutions will create 
different problems. However, as Andreotti (2011: 7) points out, engaging with new 
problems can be seen as a struggle that is a condition for reciprocal and mutual 
learning, as well as for the creation of new realities through co-construction. 
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2.2.2 Negotiating ethics for partnerships 

Ethical partnerships are considered special challenges in international development 
related initiatives because North–South partnerships have historically been 
asymmetrical (e.g. Article I, Brinkerhoff 2002, Takala & Marobe 2003, Volan 2003). 
This study suggests that a postcolonial lens might provide a basis for critically 
examining these asymmetries, as well as for enabling possibilities for interrupting 
asymmetrical relationships in the future. In this subchapter, postcolonial theory 
will be discussed in relation to partnerships. This study began with the interest 
of analysing the partnership discourse and rhetoric in the asymmetric context of 
development aid and cooperation in general (see Article I) and in the education 
sector collaboration in Zambia in particular (see Article II). In the beginning of 
this research I used development studies in analysing the history of partnership and 
its use in the development aid industry (see Article I, Article II). More recently, I 
started to use postcolonial theory as an overall framework that connects critical 
examinations with educational possibilities (Andreotti 2011, Bhabha 1994, Eriksson 
Baaz 2005, Kapoor 2004, McEwan 2009, Spivak 2004, Todd 2009). Postcolonial 
theory enabled me to highlight the complexity, historicity and contingency of 
institutional and personal discourses related to education sector partnerships in 
Zambia (see Article III, Sylvester 1999) and global education and development 
education policy in Finland (see Article IV). 

A postcolonial view of ethical engagement with the Other is the basis for 
the postcolonial lenses used in forming the theoretical framework of this study 
as mentioned above in this thesis summary (see Subchapter 2.2.1). This ethical 
relation with the Other is derived from Gayatri C. Spivak’s (1987, 1998, 2004), 
work. In addition, this study engages with the literature that connects postcolonial 
theory with development studies and education (Andreotti 2011, Biesta 2013, 
Biesta et al. 2011, Kapoor 2004, McEwan 2009). Postcolonial theory is used both 
to articulate and to critique education sector partnerships and to tentatively propose 
possibilities for more ethical engagement in these partnerships. The dominant global 
imaginaries create often problematic forms of representations and engagements 
between partners in the North and in the South (see Article III). Some of these 
forms of representation are listed and explained in the ’HEADS UP’ checklist (see 
Andreotti 2012, Article III), which will be explored in more detail at the end of this 
subchapter. 

Learning to listen and to learn at the edge of one’s knowledge are discussed 
in this thesis summary as proposed ethics for partnerships in North–South 
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collaboration. Self-reflexivity is considered crucial in this ongoing learning process. 
Kapoor (2004) outlines how the intention of Spivak’s project of hyper-self-
reflexivity is to make an ethical relationship with the Other possible. Kapoor (2004) 
claims that Spivak’s work is significant in the field of development, as Spivak 
highlights how our socioeconomic, cultural, gendered, geographic, historical, and 
institutional positioning affects our discursive constructions and representations. 
Andreotti (2011) argues that hyper-self-reflexivity that acknowledges everyone’s 
complicities and investments in relation to repressive and coercive belief systems 
are needed for the problematization of knowledge production. Spivak’s hyper-self-
reflexivity urges ’negotiation from within’. For example, the World Bank and IMF 
are too important and powerful to turn our backs on. And even if these organisations 
might be ’imperialistic’, we can engage them implacably from all sides and try to 
make them more accountable to those, at the receiving end of their policies who 
have been marginalised and who have different perspectives on where ’forward’ 
should be.

Drawing on Spivak, Kapoor (2004: 641) argues that hyper-self-reflexivity 
requires ’working without guarantees’ and ’unlearning privilege as loss’ which 
will be discussed in more details later in this subchapter. As Kapoor outlines the 
aim should be to ”retrace the history and itinerary of one’s prejudices and learned 
habits, stop thinking of oneself as better or fitter, and unlearn dominant systems 
of knowledge and representation”. Hyper-self-reflexivity also requires learning to 
learn from below. (Kapoor 2004: 641).

It is important to acknowledge that that it is theoretically contradictory to expect 
a clear set of normative values or ethical principles from a postcolonial critique, 
where the benevolence of every attempt to ’make things better’ is a suspicion 
of reproducing unexamined colonial practices (Andreotti 2014). However, it is 
precisely this doubt of the benevolence of benevolence (see Jefferess 2008) that 
can create the possibility of self-reflexivity, humility, and openness, which are 
the foundations for ethical forms of solidarity ’before will’ (Spivak 2004). On the 
other hand, it is important that in this process, the historical imbalances related 
to the distribution of resources and knowledge production are not forgotten, but 
kept confidently on the table. There is a set of ethical practices that postcolonial 
theory suggests. These ethical practices propose that it is impossible to turn our 
back on difficult issues such as our complicity in systemic harm, the perseverance 
of relations of dominance, contradictions and complicities of crossing borders, the 
inconsistencies between what we say and what we do, and our own sanctioned 
ignorance (see Andreotti 2014, Article III).
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The pedagogical framework for learning in the project ’Through Other 
Eyes’ (see Andreotti & de Souza 2008), inspired by Spivak (1999), proposed 
four approaches to learning when aiming for ethical engagement in North–
South encounters and ethical relations with the ’Other’ (see also Andreotti 
2011, Andreotti & de Souza 2008, 2009, Article III, Biesta et al. 2011, Kapoor 
2004, 2014). This pedagogical framework, which has been tested and developed 
further (see Article III), can support those who are involved in education sector 
partnerships to learn 1) to unlearn, 2) to listen, 3) to learn and be taught, and 4) 
to reach out when aiming to work without guarantees. The four approaches for 
learning are presented next. 

Drawing on Spivak, Kapoor claims that the aim of ’learning to unlearn’ should 
be to ”retrace the history and itinerary of one’s prejudices and learned habits, stop 
thinking of oneself as better or fitter, and unlearn dominant systems of knowledge 
and representation” (Kapoor 2004: 641). It also involves ”stopping oneself from 
always wanting to correct, teach, theorize, develop, colonize, appropriate, use, 
record, inscribe, enlighten” (Kaboor 2004: 642). Unlearning is about reconsidering 
and reassessing those positions that were previously thought to be both normal 
and self-evident (see also Kapoor 2004, Moore Gilbert 1997). Unlearning can 
help us identify and re-arrange the allocation of modern desires that place modern 
subjects at the centre of the world, such as the desire for seamless progress in 
linear time that guarantees our ’futurity’, the desire for agency grounded on 
innocent protagonism (e.g. feeling, looking and doing ’good’), and the desire for 
comprehensive knowledge that can secure our certainties, comforts and control 
(see Andreotti 2014, Article III). 

Aiming at ethical relations with the Other requires unlearning privilege. 
The starting point in this suggestion is to recognise the limits of knowledge. 
Understanding that privilege might mean that parts of the world and of people’s 
lives are not immediately knowable is important in this proposition. McEwan (2009: 
276) notes that this challenges the Enlightenment and the taken-for-granted notion 
that the ”West holds the intellectual keys to understanding the world”. Unlearning 
privilege forces one to look inwards to acknowledge one’s prejudices and learned 
habits, as well as the fact that these prevent one from seeing what might be hidden 
from one’s own view. 

Unlearning is described by many scholars (e.g. Andreotti 2007, Kapoor 2004, 
Moore-Gilbert 1997). McEwan (2009: 68) points out that, for example, one’s 
ethnicity, race, gender, class, and nationality are part of creating relative privilege. 
Within unlearning privilege, one should aim at understanding the basis of one’s 
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relative privilege and at recognising one’s own learned responses and prejudices 
that are conditioned by relative privileges. 

Part of the unlearning process according to Spivak (1988a), is negotiation 
from within. Spivak claims that we are inevitably positioned and situated within 
power relations. McEwan (2009) claims that ’negotiating within’ should not 
exclude changing and transforming discourses from within – transforming 
conditions of impossibility into possibility’. Spivak suggests that an alternative 
is to be vigilant about one’s practice and work with dominant discourses like 
development and to engage in a persistent critique of hegemonic representations. 
This implies critical negotiation that would persistently engage in criticising 
hegemonic discourses and representations, rather than simply rejecting the 
theoretical practices, values, texts, and cultural institutions that are Western 
(Andreotti 2011: 45). It also implies questioning the way identity is privileged 
and the thought that someone possesses the truth. Gayatri Spivak in her research 
(1994) defines deconstruction as ”a persistent critique of what one cannot not 
want” (Andreotti 2011b: 46). Kapoor (2004: 640–641) argues that ”development 
may indeed have become a shady business, but this does not mean one cannot 
retrieve from within it an ethico-political orientation to the Third World and the 
subaltern”. 

It is also important to acknowledge that we are always part of discourses 
and personal and institutional desires and interests are always written into one’s 
representations. Acknowledging this is the basis for being committed to vigilance, 
to become hyper-self-reflexive about our complicities. Drawing on Spivak, Kapoor 
(2004: 641) outlines that acknowledging one’s contamination helps temper and 
contextualise one’s claims. This should also reduce the risk of personal arrogance 
and ’geoinstitutional imperialism’ and potentially create the conditions for non-
hierarchical encounters with the South. 

Encountering the ’Third World’ is the kind of experience that according to 
Spivak (2004), one cannot leave behind one’s positioning in terms of history, class, 
and geography. However, encountering the ’First World’ or ’Second World’ could 
also be described as this kind of experience. These encounters are essential in this 
study discussing North–South education sector partnerships and development 
education. As Spivak’s perspective is based on the ethical relation to the Other, 
Spivak considers education to play an important role in making it possible to build 
a responsibility to the Other and not for the Other in the current era of globalisation. 
However, this requires understanding globalisation and its various elements, to be 
able to find ways to negotiate globalisation. 
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As Kapoor (2004: 641) outlines, the ’learning to unlearn’ proposition requires 
special attention to the matters and ideas that are familiar and the taken-for-granted 
for oneself. It is not enough to benevolently try and step down from one’s position of 
authority; in fact, as Spivak (1990) points out, this gesture is often a reinforcement 
of privilege not a disavowal of it. The idea is to retrace the history and itinerary 
of one’s prejudices and learned habits (for example, from racism and classism to 
academic elitism and ethnocentrism). This approach requires one to stop thinking 
of oneself as better or fitter, and to unlearn dominant systems of knowledge and 
representation. Spivak (1990a: 20) calls this a ”transformation of consciousness – a 
changing mind set”. 

Referring to the analysis of Biesta et al. (2011: 231), Spivak’s ’learning 
to unlearn’ proposition could also be referred to as that ’of making the strange 
familiar’, which describes ”ambition, to make the strange – that is what is not 
known or not understood – familiar, that is, bringing the strange into the sphere 
of what is already know and understood”. Furthermore, Spivak suggests not to 
aim only to make what is strange familiar, but rather has the ambition ”to make 
what is familiar strange”, as outlined by Biesta et al. (2011: 231). Kapoor (2004: 
641) outlines how everyone is involved in several discourses at once, and how the 
personal interest and values that individuals have, dictate the way representations 
are formed. Moore-Gilbert (1997) points out that it is critical to think about one’s 
position and what has been labelled as ’normal’ and ’self-evident’. 

As Biesta, Allan, and Edwards (2011: 231) claim, Michael Foucault has 
”explored the idea of research as a practice of making the familiar strange 
most explicitly”. Foucault has contributed to the critique of modern views of 
emancipation that are based on the idea that power and knowledge are separate, 
so that we could use knowledge and understanding to expose and eventually 
overcome the mechanisms of power. What Foucault aims to express with the idea 
of power/knowledge that is in line with Spivak’s suggestions, is that power and 
knowledge never occur separately. Drawing on Foucault (1975) Biesta, Allan, and 
Edwards (2011: 232) have argued that we should abandon ”the whole tradition that 
allows us to imagine that knowledge can only exist where the power relations are 
suspended”. This argument could be interpreted to mean that change is impossible. 
On the contrary, it highlights that we are always operating within power/knowledge 
’constellations’. 

The second approach of learning presented here is learning to listen. This idea 
aims at learning to perceive the effects and limitations of one’s perspective and to 
acquire new conceptual models (Andreotti & de Souza 2008). As Spivak (1998) 
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points out, in the field of development, it is important to acknowledge that the 
subaltern should become the subject of development, not the object. However, it is 
important to ask whose development? Is it different to be a subject in ’one’s own 
development’ than in a development approach that is initiated from elsewhere? 
Being open to the subaltern ensures meaningfully coming to terms with their 
difference and agency, ready to accept the ’unexpected response’ that allows 
working without guarantees. This approach might require moving beyond modern 
teleologies of progress and outcome-oriented success, as well as innocent heroic 
protagonism and totalising forms of knowledge production about Self and Other 
and the world. 

According to Biesta (2013), entering into an ethical, altering encounter with 
the Other that might allow ’learning to listen’ or ’ being taught’, which is discussed 
below, is a transcendent project where the Self is taught by the Other something 
that one cannot expect (see also Bruce 2013). Biesta (2013) outlines the distinction 
between the idea of learning to learn from the Other and that of being taught by the 
Other (see also Andreotti & de Souza 2008, Biesta 2013). Learning from the Other 
may occur, according to Biesta (2013), without alteration to our unified idea of 
self. It is this learning from the Other without alteration that might be essentially a 
project of self-betterment (Bruce 2013, Heron 2007, Kirby 2009). However, when 
we say that ”this person has really taught me something” (Biesta 2013), we imply 
that we have been altered unexpectedly by this transcendent encounter and it is a 
revelation.

In terms of ethical encounters, learning to learn and to be taught requires 
the self to be interrupted by receiving a gift that it cannot expect (Biesta 2005, 
Bruce 2013). Biesta (2013) outlines a distinction between the idea of ’learning 
from’ the Other and that of ’being taught by Other’. Learning from the Other may 
occur without alteration to our unified idea of the self. It is this learning from the 
Other without alteration that might be essentially a liberal humanist project of self-
betterment (Bruce 2013, Heron 2007, Kirby 2009). 

Learning to learn and being taught aim at situating oneself and others and to 
compare, contrast, and juxtapose conceptual models – thinking outside the box 
(Adreotti & de Souza 2008). As for Spivak, serious and meaningful learning from 
’below’, from the subaltern, first requires a more profound step that is a ’learning 
to learn or the on-the-ground’ version of unlearning privilege as loss (McEwan 
2009: 276). Spivak’s suggestion proposes the Northern Self to learn from the 
Southern Other, acknowledging how one can be taught by the Other, as outlined 
by Biesta (2013) above. Hingley (2000: 101–111) emphasises the importance of 
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self-discovery in relation to understanding and being aware not only of one’s own 
privilege, but of privilege that is usually gained at the cost of the ’Other’. 

According to Spivak (2004) learning to learn from below requires the following: 
”I have to clear the way for both me and the subaltern before I can learn from her/
him. It is suspending that I am indispensable, better, or culturally superior; it is 
refraining from always thinking that the Third World is ’in trouble’ and that I have 
the solutions; it is resisting the temptation of projecting myself or my world onto 
the Other” (Spivak 2002: 551).

The process of learning to learn from below requires engaging with complicated 
analysis, for example, about how the ideas related to human rights or democracy 
came about. Without such a process, learning to learn from below only might have 
the effect of reproducing Eurocentrism. Concepts (e.g. such as democracy) can 
then be imposed on others as being natural and universal without an understanding 
of how they came about in the first place and how they were written in the context 
of social formations of the West. Learning to learn from below, for Spivak, is 
remembering to unlearn – stopping oneself from always wanting to correct, teach, 
theorise, develop, colonise, appropriate, use, record, inscribe, enlighten, speak and 
write (Andreotti 2007: 76).

As mentioned above, in intercultural education and approaches to intercultural 
learning, it is common to see the importance of openness emphasised. However, the 
modern Cartesian subject can only be open to that which he/she can ’understand’ 
within its’ own terms of reference. His/her limited way of knowing is perceived 
as unlimited and forecloses possibilities outside of his/her own comprehension 
creating a vicious circle where by insisting on and affirming its (superficial) 
openness the Cartesian subject in fact performs closure. In other words, if you 
believe you are open, you probably have not reached the edges and limits of your 
knowing. Self-reflexivity creates a healthy suspicion of the ways we listen, helping 
people observe themselves listening, and asking questions such as: what is framing 
my understanding and interpretation? How are my referents ’coding’ what I am 
hearing into what is convenient for me? How could this other voice be saying 
something completely different from what I can understand (see Article III)?

In terms of pluralizing referents of reality in North–South encounters, the 
single story of development and the protagonism of both Northern and Southern 
subjects within it need to be examined if ’listening’ and ’being taught’ are to take 
place (see Article III). As mentioned in Article III, key questions include: Whose 
development are we talking about? Who decides? In whose name? For whose 
benefit? How come? What ontological (and metaphysical) referents ground the 
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dominant idea of development? What are the hidden dimensions and implications 
of this ideal? How could development be thought through other referents? Within 
a different constellation of referents (e.g. non-anthropocentric, non-Cartesian), 
would chronological and teleological development make any sense? This involves 
”[a suspension of belief] that I am indispensable, better, or culturally superior. 
(Kapoor 2004: 642, Spivak 2004). 

The fourth approach of learning is learning to reach out when aiming to work 
without guarantees. This does not only mean that one is aware of the blind spots 
of one’s power and representational systems, but it also involves the ability to 
apply, adapt, situate, and re-arrange this learning in one’s own context: to be able 
to put one’s learning into practice. Working without guarantees demands being 
open to unexpected responses, and that failure is seen as success (see Article III, 
Kapoor 2004: 644). In the tight time schedules of many development aid projects 
and programmes, failure might not be easily accepted, which might lead to quick, 
often one-sided solutions. Courage to admit ’not knowing’ is not always visible or 
desirable in this context. For development professionals, it means being open to 
the limits of knowledge systems and also of the profession: ’enabling the subaltern 
while working ourselves out of jobs’ (Kapoor 2004: 644), which could be a 
different and perhaps more sustainable approach for development aid/development 
activities. This approach might require moving beyond modern teleologies of 
progress and outcome-oriented success, as well as innocent heroic protagonism 
and totalising forms of knowledge production about the Self and the Other and the 
world (see Article III).

Considering one’s own historical and systemic legacy of oppression, which 
might be part of the ’learning to unlearn’ approach discussed above, might involve 
a stage of guilt. As Andreotti (2014: 9) points out, ”realizing that one’s positive self-
image does not hold when looked at from the perspective of those more severely 
affected by the systemic violence that we benefit from” can be painful. However, 
guilt could be considered to be part of specific desires, which are constantly 
highlighted in relation to modernity. Three modern shared desires can be identified 
to contribute to supporting the current inequalities in North–South relations and the 
fear of a ’guilt trip’ in education. These desires are: 1) the desire for unified progress 
in linear time represented in science, technology, and middle-class metropolitan 
lives; 2) the desire for this progress to be achieved through innocent human agency 
focusing on solutions and forgetting how a solution might be part of the problem; 
and 3) the desire for totalising forms of knowledge production grounding this 
process (for example, knowing the world in order to control it) (Andreotti 2014). 
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In North–South encounters, these desires translate into forms of engagement, flows 
and representation that might be hegemonic, ethnocentric, ahistorical, depoliticised, 
salvationist, un-complicated, and paternalistic (see Andreotti 2012). The first letter 
of each pattern makes up the acronym ’HEADS UP’, which is explained next.

HEADS UP is a pedagogical tool that provides one framework for developing 
dispositions in North–South partnerships. This tool has been used in analysing 
community engagement and development projects across a range of settings, 
NGOs, and volunteer work (Andreotti 2012, Bruce 2014). This tool can be useful 
for North–South education sector partnerships (see Article III). 

The modified version of the HEADS UP checklist in the table 2 below illustrates 
the kinds of questions that could be asked in the process of supporting northern 
development workers in interrupting problematic patterns of representation and 
engagement with southern communities (see Article III). It also exemplifies what 
is involved in the process of learning to unlearn, to learn to listen, to learn to be 
taught, and to learn to reach out without guarantees. 
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Table 2. HEADS UP ’Purposes of education’ (see Article III). 

Historical pattern of engagement 

and representation 

Whose idea of development 

/ education / efficiency / the 

future?

Whose template for ’being’ and 

for knowledge production?

Hegemony (justifying 

dominance and supporting 

domination) 

What assumptions and 

imaginaries inform the ideal of 

development and education in 

this partnership?

Who is perceived to be an 

expert in education? What is the 

meaning of education from this 

perspective? How come?

Ethnocentrism (projecting one 

view as universal)

Ethnocentrism (projecting one 

view as universal)

How is dissent addressed? How 

are dissenting groups framed?

Ahistoricism (forgetting 

historical legacies and 

complicities)

Do the development workers 

recognise the complicity 

of ’problem solvers’ in the 

formulation of problems and 

solutions?

How is the historical connection 

between dispensers and 

receivers of knowledge framed?

Depoliticisation (disregarding 

power inequalities and 

ideological roots of analyses and 

proposals)

What analysis of unequal power 

relations between the parties 

involved has been performed? 

How are power imbalances 

justified? How are they 

addressed?

Do the development workers 

recognise themselves as 

ideologically motivated and 

potentially deaf to important 

alternative views?

Salvationism (framing help as 

the burden of the fittest)

Are marginalised peoples 

presented as helpless and those 

who intervene as benevolent, 

innocent, heroic and /or 

indispensable global leaders?

Is it acknowledged that the 

arrogance and violence of 

a dominant single story of 

development might have been a 

fundamental part of the problem 

of ’unsustainability’?

Un-complicated solutions 

(ignoring complexity and 

epistemological, ontological and 

metaphysical dominance)

Are simplistic analyses offered 

and answered in such a way that 

does not invite people to engage 

with complexity or recognise 

complicity in harm?

Are simplistic analyses offered 

and answered in such a way that 

does not invite people to engage 

with complexity or recognise 

complicity in harm?

Paternalism (seeking 

affirmation of superiority through 

the provision of help)

Is it expected that those at the 

receiving end of sustainable 

development should be grateful 

for the ’help’ they receive?

Does this initiative acknowledge 

the legitimate right of less 

powerful partners to disagree 

with the formulation of problems 

and solutions in this initiative? 
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The core aim of using ’HEADS UP’ in this study is to understand how people 
working in the area of education sector partnerships might enlarge possibilities for 
thinking and working together in the contexts that remain complex, plural, uncertain, 
and interdependent, and that address deep inequalities in societies (see Article III). 
In order to be able to analyse this, an attitude of sceptical optimism (see Table 2 
above) or hopeful scepticism might be needed, to be able to expand our inherited 
frameworks, which might be possible through using the four approaches of learning 
(learning to unlearn, listen, learn and be taught, and work without guarantees). 
This study acknowledges that individuals who might start thinking otherwise, can 
influence structures and institutions even if this might be a slow process (see Article 
I: 65), but it opens up possibilities for thinking otherwise and aiming at working 
without guarantees. This study does not consider aiming at ethical engagements in 
the area of development aid to be based on creating consensus. Rather, it should be 
conceptualised as Erikson Baaz (2005: 73–74) outlines drawing on Normal Long 
”a battlefield of knowledge characterized by different interests and goals”.

There should be no need for consensus, a common identity, or common cause 
when aiming at ethical engagement (Todd 2009). Todd’s (2009: 113) interpretation 
of agonistic pluralism aims at being able to face a cross-cultural conflict, which 
is about being capable of living in the space of ’conflictual consensus’, which is 
both unstable and fragile (Todd 2009: 114). Todd discusses agonistic pluralism 
in the context of radical democracy, but it can be used in the area of education 
sector partnerships when discussing possibilities of ethical engagements and 
mutual learning. As Todd (2009) points out, it is often thought that mutual 
understanding and agreements in cases of conflicting perspectives can be reached 
through forms of deliberation and dialogue. Dialogue is usually seen as a crucial 
factor in settling arguments and coming up with agreements, or in dismissing 
conflict altogether with more peaceful approaches (Todd 2009: 99). Todd also 
outlines how promoting dialogue and deliberation in order to create consensus 
”attempts to deal with the pluralism of diverse opinions in order to establish the 
consensus necessary for coordinated action” (Todd 2009: 101). At first, it might 
seem that this kind of approach might propose ways of dealing with the existence 
of multiple worldviews in a productive way (Todd 2009). However, an approach 
that considers this kind of communication to be standard and common to all 
contains several flaws. 

In her research, Todd (2009) argues that this kind of ’rational deliberative 
framework’, to an extent, implies that, within this goal of consensus, no real 
disagreement can exist. Claiming that rational forms of argumentation for 
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consensus would be needed may result in lessening the importance of our 
differences, and instead the goal embraces the creation of a ’unified we’ (Todd 
2009: 102). 

However, the intention is not to say that dialogue and deliberation would not 
be able to offer anything. It does serve a possibility to take certain decisions and to 
open up potential spaces for communication, but when confronting values, truth 
claims, and perspectives that compete with and differ from each other, dialogue 
and deliberation that aim at creating a consensus may not be able to sustain 
aspects such as incommensurability and diversity, upon which development aid 
often rests. Todd (2009) sees world views to be ”expressions of our pluralism as 
an ontological condition of our world” and recommends us to orient ourselves ”to 
conflict that makes disagreement itself” (Todd 2009:102).

As discussed earlier in this thesis summary, it is crucial that all the stakeholders 
in education sector partnerships are treated as subjects and not as objects. However, 
Todd (2009) elaborates this even further by claiming that, on the other hand, one 
needs to have a right to be the ’Other’ especially when encountering a conflict. 
Todd points out that it is ”not about treating the other as another rational subject 
like [me] but about responding to her/his specificity in a way that secures her right 
to be other... [s/he] is welcomed without limits and without conditions” (Todd 2009: 
111). Todd claims that an agonistic (as opposed to an ’antagonistic’) approach to 
conflict should not be thought of as something that needs to be feared, controlled, 
or overcome. It should rather be considered as a transformed relation to something 
that opens the way for the opportunity for further dissent (Todd 2009: 113). The 
basis for relating within a postcolonial framework is understood as a responsibility 
towards the other. In other words, it is about learning with the Other, instead of 
for the Other. It is this learning and negotiation, between subjects, one and the 
’Other’, that lays the ethical foundation for the professional relationship discussed 
in this thesis. It also allows both parties to disagree and to enter into conflict that is 
handled with the agonistic approach when needed. 

In re-thinking education that can support more ethical forms of North–South 
partnerships, educational strategies are important that can equip people to question 
the dominant single story of development. In addition, developing self-reflexivity, 
an awareness of the politics and historicity of knowledge production, a willingness 
to share authorship and ownership of goals, processes, and outcomes, and a 
relational imperative to trust and take risks in learning to work without guarantees, 
need to be emphasised.  
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2.2.3 Critiques and limitations of postcolonial theory

As McEwan (2009: 71) points out, despite the significance of postcolonialism, 
it has been subjected to a great deal of criticism. This study acknowledges that 
postcolonialism does not often go further than identifying problems, as it tends 
to theorise (Eriksson Baaz 2002, 2005) instead of turning theory into practice 
(with notable exceptions), and has been criticised for not being ’practical’ in terms 
of normalised expectations of quick fixes and programmatic solutions (Kapoor 
2004). Eriksson Baaz (2005: 175) outlines problematic trends within development 
theory, where, as Porter (1995: 65) claims, ’development practice’ is ’ambushed 
by relativism’ and ’immobilized nihilism’. Such thinking could be a product of 
simplistic postcolonial critiques of development. 

The lack of connection between its discursive insights and material 
consequences is one of the major challenges of postcolonialism. For example, 
some critics suggest that greater theoretical sophistication has created more 
confusion; postcolonial theory can be perceived as too theoretical and not rooted 
enough in material concerns (Ahmad 1992). Postcolonialism’s emphasis on 
discourse is accused of detracting from an assessment of the material ways in 
which colonial power relations persist (McEwan 2009). In addition, there is no 
consistent consideration given to the relationship between postcolonialism and 
global capitalism; economic relations and their effects elude representation in 
many postcolonial studies, although this is not the case in the work of Spivak, 
which is very important for this study.

Postcolonial theory is often criticized for being preoccupied with the past, 
while new forms of orientalism (compare with Said) continue to disadvantage 
large parts of the world. However, McEwan (2009: 71) claims that many of the 
criticisms of postcolonialism are overstated, for example when considering the role 
that Marxism has played in much postcolonial thinking, and the fact that its origins 
were primarily in modes of literacy and cultural analysis. Dipesh Chakrabarty 
(1992: 1–3) is concerned with institutional power and focuses attention back on the 
power of Eurocentrism as stated below: 

”Insofar as the academic discourse of history ... is concerned, ’Europe’ 
remains the sovereign, theoretical subject of all histories, including the one 
we call ’Indian’, ’Chinese’, ’Kenyan’ and so on ... Third-world historians 
feel a need to refer to works in European history, historians of Europe do not 
feel any need for reciprocate ... The everyday paradox of third-world social 
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science is that we find these theories, in spite of their inherent ignorance 
of ’us’, eminently useful in understanding our societies. What allowed the 
modern European sages to develop such clairvoyance with regard to societies 
of which they were empirically ignorant? Why cannot we, once again return 
the gaze?”

Drawing on Chakrabarty, McEwan (2009) analyses that Chakrabarty’s aim is to 
’provincialize Europe’ instead of seeing Europe as keeping a central position in 
the generation of theory and knowledge. The aim is to reposition Europe as one 
centre among many in the production of knowledge forms. This is similar to the 
postcolonial approach in general, as ”this is not a rejection of western knowledge, 
its universalisms and its grand theories. Nor is it a call for cultural relativism or 
a notion that all forms of knowledge are equally valid”. (McEwan 2009: 72). 
Chakrabarty suggests positioning of European knowledge within its historical 
context and resisting the temptation to universalise from these particularities. 
However, it is very difficult to provincialize Europe, because of the inseparable 
bond of academic disciplines, including development studies to their European 
cradle (cf. Mignolo 2000). 

When analysing the roles and relationship of development studies and 
postcolonial studies, the two fields are claimed to ’ignore each other’s missions 
and writings’. That is why both development and postcolonial studies are 
criticised. Sylvester’s (1999: 703) view of the particular weaknesses of the fields 
is summarised in the conclusion that ”development studies does not listen to 
subalterns and postcolonial studies does not tend to concern itself with whether the 
subaltern is eating”.

This study does not aim to provide a model for education sector partnerships 
or answers on how to solve potential problems in the field of education sector 
development. Whether or not all-inclusive answers should even be provided is 
debatable, because of the complexity of the issues involved in the field of education 
sector development partnerships, especially in the context of development aid. 
However, this study suggests going beyond a surface level analysis towards 
a deeper level, in order to find new questions and to be able to make different 
mistakes in the future. This study emphasises the significance of self-reflexivity 
and ethical engagement in education sector partnerships, and draws on Spivak’s 
suggestion of hyper-self-reflexivity and aiming to work without guarantees. 
Some criticise Spivak’s hyper-self-reflexivity as an exercise that might reinforce 
Western ethnocentrism (references). Kapoor (2004) disagrees with this criticism 
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and points out that self-reflexivity needs to be carried out specifically ”in order to 
clear the way for an ethical relationship with this other”, to learn to listen to the 
other and work without guarantees. However, Kapoor (2004) claims that ”Spivak 
is adamant about taking account of institutional positioning in representation; yet 
she appears to neglect the institutional implications of the ethical encounter of the 
subaltern.” (Kapoor 2004: 643). Spivak emphasises face-to-face encounters but 
leaves institutional consequences unanswered. 

Spivak claims that the ethical relationship with the Other needs to be ”a 
one-to-one relationship for it to be intimate, caring and non-exploitative” 
(Kapoor 2004: 643). Kapoor (2004) questions how practical such an approach 
to a relationship is, given the depth and scale of local and global inequalities, 
and the need to support large-scale institutional processes. Such an approach 
gives Spivak’s work both a romantic and a utopian dimension. However, as 
Kapoor (2004: 644) points out, Spivak’s ”proposed mode of encounter may be 
impractical but her challenge to us to engage ... [with the Other] ... remains”. In 
this sense, the greatest gift of postcolonial theory is a vocabulary to problematize 
the complexities of North–South encounters and the desires for progress, certain 
knowledge, and agentic innocence that are now global Eurocentric inheritances 
from the Enlightenment (Andreotti 2014). Postcolonial theory helps us achieve a 
state of comfort with constant discomfort, so that we can continue learning and 
conversations do not stop. The next subchapter of the thesis summary discusses 
the relevance of postcolonial theory for this study and the journey towards using 
postcolonial theory in this study in more detail.

2.3 My journey towards using postcolonial theory

Carrying out this study provided me with the opening to engage in discussions 
and writings related to ongoing ontological and epistemological shifts in the 
understanding of concepts such as development, knowledge, education sector 
partnerships, and global and development education (Andreotti 2006, 2014, Bourn 
2008, Eriksson Baaz 2005, Kapoor 2004, McEwan 2009). During this study, I 
began to explore both the ways that I ’know’ (an epistemological shift) and the 
ways that I ’see’ (an ontological shift) North–South education sector partnerships. 
These considerations led to both an unsettling and a welcoming awareness of 
complexities related to education sector partnerships and global and development 
education. Experiencing the shifting process is a holistic process of engagement; 
the emotional, cognitive, and spiritual are all affected in varying ways (See also 
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Bruce 2014). Consistently, I decided to use this shift in this thesis summary and 
through the articles of this doctoral study. 

A number of useful conceptual tools and scholarly works contributed to an 
understanding of ontological and epistemological shifts in my own thinking, which 
I have discussed earlier in this thesis summary (see Chapter 2). Through applying 
these theoretical and educational tools in practice in various phases of this research 
process, in teacher education at the University of Oulu and when working in various 
contexts with education sector partnerships, I began to perceive the possibilities 
of ’knowing’ and ’thinking’ in other ways. For shifts to start to occur in my own 
critical humanistic13 understanding, I drew upon a range of postcolonial tools, as 
these were necessary as a way of troubling the discourses that I was so used to 
(See e.g. Andreotti 2010, Eriksson Baaz 2005, Heron 2007, Jefferess 2008, Kapoor 
2004, McEwan 2009, Spivak 2004).

Reading, writing, teaching, and participating in academic, professional, and 
personal discussions as part of the research process facilitated epistemological and 
ontological shifts for me. Relevant academic literature supported me in finding the 
language and relevant concepts I could use in this study. Reading helped me to 
legitimise the ongoing epistemological and ontological shifts I experienced during 
this study. 

In addition, the research participants of this study played a major role in the shift 
that I experienced. All Zambian research participants in this study had lived in Zambia 
during British colonial rule. The quotation below outlines the childhood experiences of 
one research participant. This research participant points out that her/his experiences 
influenced her/his working relations in the North–South education sector partnership: 

”Having been colonised, my thinking was that ... a white person ... someone 
British or someone from Finland would always look upon us as people that are 
supposed to be continuously re-colonised”. (6SR/2007)14

13 ’Humanistic’ in this doctoral thesis refers to an approach that is based on one, Western knowledge 
system (Andreotti 2011: 94). This approach is discussed and compared with postcolonial approach in 
subchapter 2.3 of this thesis summary. 
14 6SR/2007 refers to the research participant interviewed in 2007. The code of each research participant 
mentioned after each quotation in Article III and/or interviewed in 2007 outlines a number of the 
research participant, her/his origin (Northern or Southern), whether they work for ’donor’ (European 
embassy in Lusaka) or ’recipient’ (Ministry of Education) and the year of the interview. For example 
code 6SR/2007 refers to the Zambian, southern research participant numbered as ’6’, who worked for 
Ministry of Education during the time of the interview and was interviewed in 2007.
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This doctoral study argues that it is important to understand that people from 
the South can view people from the North as colonisers. The above and below 
quotations are the words of the research participant who was interviewed three 
times for the present study, in 2003, 2004 and 2007. In all of these interviews, s/
he mentioned how the experiences in the colonial era had influenced in her/him:

”I could not believe that I was genuinely asked a question by my European 
colleague and was expected to answer as professional expert”. (2/2004)15

In addition, the research participants in this study outlined that the education sector 
partnerships in the Zambian education sector between 2003–2007 were influenced 
by images of the superior, reliable, efficient ’donor’ in contrast to the inadequate, 
passive, unreliable ’partner’ or recipient (see Article III).

This study used a postcolonial approach to shed light on the social realities 
present in the Zambian education sector from which the empirical data for this 
study was collected. In addition, this study points out the importance of discussing 
alternatives for global and development education approaches in the North that aim 
to move beyond repeated problematic patterns of thinking and engagements, and 
start approaching increasing complexity, uncertainty, plurality, and inequality in 
contemporary societies.

The four articles of this doctoral study represent different phases of the research 
process, and epistemological shifts experienced during this research are analysed 
through the articles. Hence, the articles are discussed below from this perspective 
next. 

Article I of this doctoral thesis presents ideas on partnerships that are relevant 
to ethical engagements with the Other. Reciprocal obligation, professional equality 
and shared responsibility for accomplishments, mutuality, and balance of power 
are some of these ideas. Furthermore, mutual respect and trust are considered as 
cornerstones when building a partnership (Alasuutari 2005: 173). 

As pointed out in Article II of this thesis, critical awareness and action consist 
of consciousness of historical legacies and power structures, as well as willingness 
and skills to reduce asymmetry and prevent inequity in partnerships. Many authors 
claim that one of the most important challenges in development cooperation is 
to realise, reflect on, and deal with the systemic power relations in cooperation 

15 2/2004 refers to the research participant interviewed in 2004. As there are no names mentioned, each 
research participant interviewed in 2004 and (reported in Alasuutari 2005) is referred by number.
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(Biggs & Smith 2000, Johnson & Wilson 2000, Kontinen 2007). The historical as 
well as current power structures affect relationships, and can thus become barriers 
for partnerships. As stated in Article II: ”One cannot ignore these barriers, but 
one should be conscious of and act against them if one is to strive towards more 
authentic partnerships.” This study aims to show how a deeper understanding of 
the systemic nature of these barriers might enable alternatives for partnership. The 
postcolonial approach discussed in this study outlines how rational choice alone 
has little effect in addressing systemic issues. However, self-reflexivity might open 
possibilities for relationalities beyond ’knowing’ (framing the Other) that have no 
guarantees. 

In one of the articles that I wrote at the beginning of the writing journey 
of this doctoral study (Alasuutari 2005), it was pointed out that it is possible to 
reduce asymmetry in everyday working situations in which professional equity 
between individuals was experienced. According to the research participants in this 
study, reducing asymmetry seemed to be possible in situations in which a safe 
and confidential working environment was combined with a sense of humour and 
an open atmosphere, where sincere discussions and listening to each other were 
possible. However, the problem with this position is that it establishes some ground 
rules for conviviality around consensus and sameness – if everyone agrees, the boat 
sails smoothly; if one person decides to enact something outside of the box (e.g. to 
rock the boat), they might be penalised.

When analysing the articles (e.g. Alasuutari 2005, Article I, Article II) that I wrote 
at the beginning of my journey of completing this doctoral thesis, I see that some 
articles were based on a surface level of analysis, using theories of self-reflection 
and self-awareness when discussing possibilities for more ethical education sector 
partnerships. The first phase of the present study (see Article I, Article II) ignored a 
need for self-reflexivity that is essential when aiming for more ethical partnerships 
in North–South education sector collaboration. Below is an example of a section in 
one of these articles (Alasuutari 2005) written at the beginning of this study. This 
section of the article argues that authentic partnerships was considered to be more 
reachable if cultural awareness, understanding and knowledge were combined with 
certain skills and culturally sensitive action (Alasuutari 2005: 179):

“Through cultural awareness, understanding and knowledge as well as 
through skills and culturally sensitive action for the process towards more 
authentic partnership was considered possible. The importance of experiences 
in the learning process was emphasised. Mutual respect and trust as well as 
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genuinity were described as corner stones in building partnership. These traits 
could open a path towards dialogue and cultural understanding in working 
relations.”

The text above is written with the aim of using self-reflection through experiential 
learning theory to support people involved in North–South education sector 
collaboration in reflecting on their experiences and developing their competencies 
through intercultural learning. However, a more thorough and deeper level of 
analysis, for example about global hegemonic ethnocentrism, is missing. Through 
the theoretical shift described in this thesis, it was impossible to complete this study 
without using postcolonial theory. Postcolonial theory has been used as tool to aim 
for a deeper level of analysis. This study emphasises the need for self-reflexivity 
in understanding the possibilities and challenges for North–South education 
sector partnerships that might lead to new questions and different challenges. It 
is important to analyse both individual learning experiences and the historical and 
cultural referents that frame the possibility of these experiences and acknowledge 
the complexities that are present in North–South education sector collaboration. 

Article III for this study is written with a postcolonial lens, as this article 
explores perceptions of efficiency in educational development partnerships in 
Zambia, and draws selectively on postcolonial theory in identifying problematic 
patterns of knowledge production and engagement that have historically 
conditioned global imaginary grounded on a single story of development and 
on hierarchies of knowledge, people and forms of organisation that have several 
implications for encounters between the ’Global North’ and ’Global South’. 
This article uses insights of postcolonial theory to examine how the dominant 
global imaginary was reproduced and/or contested in development partnership in 
Zambian education sector. The article focuses on the idea of efficiency to explore 
how northern and southern partners expressed or tried to interrupt hierarchies 
of knowledge, capacity and forms of organisation in their narratives about their 
work in the Zambian education sector. The article explores conceptual tools that 
can open possibilities towards more ethical engagement that challenge this global 
imaginary. 

Article IV explores challenges to mutuality and reciprocity related to North–
South relations in the field of global and development education policy in Finland. 
The article discusses theoretical and conceptual framework of a critical approach to 
global and development education and presents a critical analysis of the three global 
and development education policy documents used in Finnish context focusing on 
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the language of reciprocity and mutuality. The three selected policy documents 
used in this article are: Maastricht Declaration (Council of Europe 2002), Global 
education 2010 programme (Ministry of Education 2007a) and Education for 
Global responsibility (Ministry of Education 2007b). The fourth article argues 
that uncritical and ethnocentric educational approaches to global education, if 
left unexamined, may reinforce ideas of cultural superiority and reproduce the 
mechanisms that actively produce inequalities in education and society. While 
highlighting the enormous potential for education to provide valuable opportunities 
for learning related to global citizenship, the article engages with some of the 
challenges for the realisation of this full potential in terms of equipping learners 
for ethical intercultural North South relations based on mutuality and reciprocity. 
Some of these challenges were similar with the challenges that were found in the 
North–South partnerships in Zambian education sector according to the Zambian 
and non-Zambian research participants of this study. 

Through the published articles, this summary report articulates my learning 
path as a researcher in my engagement with different theories, at different points in 
time, through different types of analyses of data. Articles I and II of this study were 
written with a humanistic approach, while Articles III and IV selectively use the 
postcolonial approach. The table 3 below outlines some of the differences between 
humanistic and postcolonial approaches when discussing North–South partnerships 
in the area of development aid. 
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Table 3. Different approaches to understanding education sector partnerships (modi-
fied from Andreotti 2006: 83–98).

Western humanism Postcolonialism

Roots Enlightenment: 

Cartesian subject.

Interrogation of violence, effects 

of colonialism, particularly in 

knowledge production.

Perceptions about knowledge Based on one, Western 

knowledge system.

Acknowledges that various 

knowledge systems exist.

Preferred topics Human rights, commonalities, 

culture studied as content.

Solidarity, difference, openness, 

relationality, reflexivity.

Approach in analysis Self-awareness, 

self-reflection.

Self-reflexivity.

Attitude Naïve hope, dismissive 

skepticism.

Hopeful scepticism, 

sceptical optimism.

Problem Human beings have not yet 

been able to agree on the 

best course of action due 

to misunderstanding and 

miscommunication; humanity 

needs to be cultivated. 

Ethnocentrism, hegemony, 

unequal power relations and 

distribution of wealth and labour: 

humanity needs to be faced and 

its potential harm recognised. 

Nature of the problem Lack of (rational) focus on 

commonalities and positive 

ideas about living together;

intolerance and lack of good 

will – prejudice as violation of 

democratic rights.

Coercion and subjugation 

of difference: concealed 

racism as an integral part of 

the social order; ideology of 

cultural superiority leading to 

discrimination, hatred, deficit 

theorising and violence. 

Proposed way forward Knowledge about other cultures; 

active (local and global) 

citizenship through the nation 

state; promoting of empathy, 

commonality (i.e. common 

humanity and good will).

Promotion of systemic 

awareness and ethical 

engagement (as solidarity/

ethical responsibility) with 

margins/minorities; fundamental 

structural/societal/relational 

change.
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As outlined by Andreotti (2010a: 93) the basic principle for change from the 
postcolonial perspective is contingency, dialogue, and ethical relation to difference 
and reflexivity – a way of engaging critically with the past in order to imagine other 
possible futures. 

This study aims to discuss working and building responsibility with the Other 
and not for the Other in the field of education sector development and in the field of 
global and development education. It analyses possibilities for working together in 
education sector partnerships towards more ethical engagement, without guarantees 
beyond ”modern teleologies, innocent heroic protagonism and totalizing forms of 
knowledge production” (see Andreotti 2014, Article III).

Ethical engagement with the ’Other’ in this study refers to an ideal type of 
relationship among ’partners’ in the area of education sector development initiatives, 
and images of the ’Other’ in the field of global and development education, that 
could avoid hegemonic, ethnocentric, ahistorical, depoliticised, salvationist, 
uncomplicated, and paternalistic (Andreotti 2012) development interventions in 
the area of education sector development and development education. 
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3 Methodological approach
While being aware of the theoretical and methodological tensions that exist 
because of the ontological and epistemological shifts described above (Chapters 
1–3) during this study, the purpose of this chapter is to provide an overview of the 
research methodology and methods used in this research. Subchapter 3.1 introduces 
the research participants. Subchapter 3.2 presents the ethnographic lenses used in 
this study. In the next subchapter (3.3) qualitative content analysis and various 
methods of data collection are explained. In the end of this chapter credibility and 
trustworthiness (Subchapter 3.4) and research ethics are discussed. 

Kuortti (2007) argues that research using the postcolonial approach is often 
multidisciplinary, and using various methodological approaches and methods is 
common when aiming to analyse current and complicated phenomena through a 
postcolonial lens. In this multidisciplinary qualitative research, the paradigm and 
methods are drawn from the areas of ethnography, qualitative content analysis, 
and narrative research (Gould & Marcussen 2004, Kelchtermans & Balled 2002, 
Polkinghore 1995, Tuomi & Sarajärvi 2009)

This study approached the research questions from different sets of theoretical 
understandings, using development studies (see Article I, Article II), postcolonial 
studies (see Article III, Article IV), and also development and global education (see 
Article IV). Various methods in the field of qualitative research were used. In the 
beginning, I focused more on exploring means, conditions, possibilities, and barriers 
for partnerships using development studies (Cowen & Shenton 1996, Crush 1995, 
Fowler 1998, Johnson & Wilson 2006, Lister 2000, Seppälä 2000) and theories 
of self-awareness and self-reflection (Alasuutari 2005, Bennett 1993, Mezirow 
1991, 1995, 1996, 2000) and approaches to intercultural learning (Alasuutari & 
Jokikokko 2011, Taylor 1994) in the context of education sector development in 
Zambia. The research approach was rather inductive, as I was interested in finding 
the answers to my research questions from the data. My aim was to find out how 
southern and northern development workers describe and conceptualise partnership 
and ownership in Zambian education sector North–South collaboration. I was 
interested in the first-hand experiences of the development workers themselves, 
and that is why they were chosen to be the research subjects for this study. In 
addition, I analysed various documents and studies discussing partnership and 
ownership, in order to understand the meanings for this terminology. I chose 
qualitative content analysis for my research approach at the beginning of this 
study, as I thought that the description of categories that would be formed on the 
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basis of meanings that the development workers provide about the challenges and 
possibilities of partnerships, through a semi-structured theme interview approach, 
could offer new knowledge and understanding on the ’North–South encounters’ 
phenomena in Zambian education sector partnerships. 

The philosophical assumption at the beginning of this study was that 
each human being individually and socially constructs meanings on the social 
phenomena around them. It was assumed that ’North–South encounters’ and 
’North–South education sector partnerships’ are phenomena that are experienced 
differently by each human being, and meanings related to those phenomena 
are individually constructed. Social relationships and socio-cultural contexts in 
relation to ’North–South education sector phenomena’ started to interest me more 
during this study. I started to be interested in collecting data using a more open 
approach, without guiding the research participants to answer those questions 
that I considered important, but listening to them with a more open approach. 
This led me to transfer from qualitative content analysis to the use of narrative 
research as a method in data collection. At the same time, I began to consider the 
complexity, historicity, and contingency of institutional and personal discourses 
of development and education in the education sector in Zambia. This took me 
away from concentrating on individualistic learning approaches that are interested 
in individual competencies and skills, rather than systemic patterns of knowledge 
and subjectivity production that seemed to be crucial, especially in North–South 
encounters and relations. 

So, later in my research, I started to use postcolonial theory as an overall 
framework, and used the postcolonial lenses in Article III and Article IV of this 
study. Data in these articles is analysed more with the deductive approach, using 
selectively the theoretical and conceptual tools of the postcolonial approach 
(Andreotti 2011, Bhabha 1994, Kapoor 2004, McEwan 2009, Spivak 2004, Todd 
2009).

As the research questions presented at the beginning of this thesis summary 
(see Subchapter 1.2) indicate, the purpose of the study was to 1) analyse historical 
patterns that may prevent or enable mutuality and reciprocity to emerge in 
international development-related initiatives in the field of education in Zambia, 
2) discuss how the ideas of partnership, ownership, and efficiency have been 
represented in the Zambian education sector development programmes and, 3) 
outline how have the ideals of mutuality and reciprocity been represented in 
global and development education policy in Finland in the light of postcolonial 
theory.
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This doctoral study began with theoretical considerations of partnership and 
discussed controversies related to the term ’partnership’ in North–South education 
sector development collaborations (see Article I). I collected interview data using 
a semi-structured theme interview approach in 2004 and 2007 (see Appendices 
4–6) and the data analysis was carried out using qualitative content analysis (Miles 
& Huberman 1994, Tuomi & Sarajärvi 2009), where the themes were categorised 
according to the research questions of the article (see Article II). In addition I kept 
field notes. In 2007 I collected data also with biographical interview method (see 
Appendices 7 and 8), which is reported in Article III. This time the data analysis 
drew selectively on postcolonial theory and used qualitative content analysis. The 
fourth article outlines challenges and possibilities for mutuality and reciprocity for 
North–South relations in global and development education policy and pedagogy, 
using policy documents from one of the countries in the North, Finland.

In order to gain a more in-depth understanding of the research participants’ 
perspectives of partnerships in the Zambian education sector, I used various 
qualitative research methods when collecting the data. The table 4 below 
summarises the various data collection phases of this research and presents the data 
and the methods that were used in this research in answering the research questions 
of this doctoral study.
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Table 4. Summary of the data, methods and context of Articles II, III, and IV. 

Articles Data Method Context of data collection 

Collection Analysis

Article II

Article III

Article IV

19 semi-structured 

interviews, 

Field notes

5 biographical 

interviews

Finnish global 

and development 

education policy 

documents

Semi-

structured 

theme 

interviews

Narrative 

method

Document 

analysis

Qualitative 

content analysis

Qualitative 

content analysis

Qualitative 

content analysis

Zambia: 2003, 2004, 2007

Zambia: 2007

Finland: 2010

The process of this doctoral study included various data collection phases and 
a lot of data was collected. Nevertheless, part of the data which is presented 
in the table 4 above is considered as primary data. The data that was more 
informative based on the research questions of this study in general and the 
research questions of the articles in particular was chosen to be primary data for 
this study and thus was analysed and reported in more detail in the four article 
chosen for this thesis.

3.1 Research participants 

Participating in this research was voluntary, and some of the participants started the 
research process by completing a questionnaire (Appendices 1–3) at the beginning 
of this study in 2003. The analysis of the questionnaires helped in the selection of 
the research participants who were asked for an interview. However, the results of 
the questionnaires are not otherwise utilised in this doctoral thesis. The empirical 
data for this study has been collected on the different levels in education sector co-
operation in Zambia, but emphasising the data collection at national and provincial 
levels. The key research participants in the study are people who worked in the 
sector of education in Zambia and were involved with aid relations and partnerships 
(see Chapter 1). They are referred to as ’development workers’ in this study. They 
had worked, or worked during the time of the data collection for this study, either 
for the Ministry of Education in Zambia (both Zambian and non-Zambian) or for 
one of the donors (such as Denmark, Finland, Ireland, the Netherlands, Norway, 
or the United Kingdom) directly or through the selected organisations through 
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a tendering process16, or for one of the European embassies based in Lusaka, 
Zambia, as a local hire (Zambian) or as a diplomat (non-Zambian). Some of the 
research participants were working for the HQ in Lusaka and some were based in 
the provincial education offices in Solwezi (North Western Province) or in Mongu 
(Western Province). 

The total of 22 research participants chosen for this doctoral study who 
participated in interviews and/or filled out the questionnaire represent both 
genders. Two of the research participants were interviewed twice, both with 
semi-structured thematic interview (19 interviews) and narrative interview (5 
interviews) approach.

Most of the interviews were carried out in English, but two were carried out 
in Finnish. All Finnish quotations used in the articles of this study were translated 
into English. All the interviews were recorded and transcribed. The semi-structured 
theme interviews lasted 1–1.5 hours. The narrative interviews lasted from 1.5–3 
hours each. Some of the interviews took place at interviewees’ workplaces and 
some in the cafeterias. The nationalities and genders of the research participants 
have not been mentioned in Articles II or III in order to secure their anonymity.

The next subchapters introduce briefly the three research methods used in 
this research, with reflection on the data collection, analysis, and interpretation in 
different phases of this study.

3.2 Ethnographic lenses

Methodologically, this research is a qualitative study with some ethnographical 
features. In ethnographical research, the researcher spends long periods of time in 
the field collecting data, mainly through interviews but also through observation and 
analysis of documents. This study is informed by the two years of work experience 
in the Zambian education sector, and that is why ethnographic lenses are used in the 
methodological approach of this study. In addition to the systematic data collection 
through interviews, ethnography is used as lenses in understanding the research 
context (see Gould & Marcussen 2004). Thus, the data for this research consists of 
field notes about the context and the phenomena under investigation while I was 
working full time in the Zambian education sector and carrying out research part 

16 For example Niilo Mäki Institute and the University of Jyväskylä were selected by the Ministry for 
Foreign Affairs to work in the Zambian education sector from the beginning of 2000 until the end of 
2004.
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time. In addition, the data consists of detailed information, including documents 
about Zambian educational policies and education sector co-operation.

I worked in the Zambian education sector for two years as an associate adviser 
in one of the Provincial Education Offices, in Solwezi, North Western Province of 
Zambia from the beginning of 2002 until the end of 2003. During this time, I kept 
a field diary to document the incidents and discussions that are used in this study. 
The ethnographic approach requires close acquaintance with individuals and the 
context over a lengthy period of time, and knowledge of their personal histories and 
network relationships (see Gould & Marcussen 2004). As a researcher, I have been 
able to get acquainted with some informants better than with others. My personal 
history in Zambia helped in collecting the data and made it possible to use the 
networks of friends and official bodies when identifying informants during the 
different data collection phases.

The ethnographical lens in this research also enabled me to analyse my own 
practice and experience when working in the Zambian education sector for two 
years. Combining the semi-structured interview approach and narrative research 
methods with an ethnographical lenses in different data collection and analysis 
phases in Zambia provided a rich range of perspectives that were relevant to the 
research questions. It was anticipated that the use of various qualitative methods 
would offer better access to understanding of the phenomena being studied. 
Working in the research context enabled me to gain, over a two-year period, 
insights into North–South education sector partnerships in the Zambian education 
sector. In addition, I collected data through interviews that contributed to the two 
articles (Article II, Article III) selected for this doctoral study.17

3.3 Qualitative content analysis 

The content analysis in this research concentrated on document analysis, and 
the various interview data that the research participants provided. Some scholars 
refer to content analysis as a methodology (see e.g. Mayring 2000), however this 
research used content analysis as a research technique (see e.g. Berg 2004: 259). 
This technique is often used for systematic analysis of the ’recorded content of 
communication’ such as books, websites, speeches, transcripts, and images (see 

17 I have also written articles (Alasuutari 2005, Alasuutari 2010) that are not part of this doctoral study 
but that report my experiences in Zambia in 2002–2003, and one of them uses part of the data collected 
during this research process (see Alasuutari 2005).
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e.g. Berg 2004 , Mayring 2000). The recorded content of communication analyses 
for this research included transcripts of semi-structured theme interviews (see 
Subchapter 3.3.1) and narrative interviews (see Subchapter 3.3.2) and educational 
policy documents (see Subchapter 3.3.3).

3.3.1 Semi-structured theme interviews

During the first data collection phase for this doctoral thesis, in 2004, I was interested 
in finding out how the research participants understood concepts related to partnership 
and ownership, and how they viewed conditions for successful partnership. The semi-
structured theme interview framework for 19 interviews also included questions 
related to challenges of partnership and its practical applications (see Alasuutari 
2005, Article II). My third data collection trip to Zambia for this doctoral study was 
carried out in 2007. This time, I was able to spend about a month carrying out semi-
structured theme interviews in the national, provincial, district, and school levels in 
Zambia. The aim was also to find out how the ideas of ’partnership’ and ’ownership’ 
in the education sector co-operation in Zambia had changed, especially at the national 
level. Article II is written by using the semi-structured interview data from 2004 and 
2007, which is analysed using qualitative content analysis.

The empirical research task of Article II was to find out the views of the 
professionals who worked with the education sector in Zambia at the time of 
the data collection. The interviews focused on both the changing and permanent 
challenges of partnership and ownership. 

In the qualitative analysis approach, analysis is done at each step of the 
research process (Miles & Huberman 1994, Tuomi & Sarajärvi 2009). During my 
interviews, the first part of the analysis took place. In order not to lose some of the 
observations and experiences during the interviews, a contact summary form was 
filled out after the interviews (Miles & Huberman 1994) 

All the interviews were transcribed and read thoroughly many times. The 
transcribed interviews were coded according to the meaning units that were found in 
the data and compared with other interviews. Then data was thematically organised 
and there were three different features that were studied in the data analysis of 
this research. They were organised into the following categories on the basis of 
the research questions of the article: 1) old and new challenges of partnerships, 2) 
conditions for a new type of ownership, and 3) the role of intercultural encounters 
and sensitivity in partnership and ownership.



74

3.3.2  Research participants’ narratives 

In addition to the semi-structured theme interviews, I also used a narrative approach 
when collecting data in 2007 about the work of Zambian and non-Zambian 
development workers and their conceptions related to North–South encounters. 
The interest in using the narrative interview method (Clandinin 2006, Connelly 
& Clandinin 2000, Creswell 2007) was to understand the immediate context of 
the people working in the area of development co-operation better and deeper, 
through using a more open-ended methodological approach in collecting the data. 
The aim was to find out the research participants’ perceptions of collaboration and 
partnership in their work in the Zambian education sector through the narrative 
research method. 

Therefore, this time I collected data through a more open approach so that the 
research participants could themselves decide what they wanted to talk about related 
to their perceptions of collaboration and partnerships in their work in the Zambian 
education sector. Atkinson (1998) outlines how the interviewer and interviewee 
can compose and construct a story in collaboration with each other. There were five 
research participants participating in the interviews using the narrative method, 
three of whom I had not met before. In the interview framework (see Appendix 
6) that I shared with the research participants before and at the beginning of the 
interviews, I mentioned that I am interested in the life stories of people who are 
working or have worked in the field of development. Hence, this data collection 
can be considered as conducting biographical interviews (See e.g. Atkinson 1998, 
2002, Riessmann 2004). Thus, I allowed the research participants to choose the 
way they wanted to tell their stories and to decide from where they began and use 
the amount of time they wanted to use. The objective in using a narrative approach 
was to get richer data than the semi-structured interviews could have provided, as 
the research participants themselves could decide what they wanted to talk about, 
and I as researcher did not guide them too much.

The interviews were carried out using a narrative method that concentrated 
on providing a space for a person to talk about their experiences, events, and 
possible turning points in their professional and personal life. Kelchtermans and 
Balled (2002) have named this approach ’autobiographical self-thematisation’. 
This approach encourages research participants to reflect back on their life and 
career (autobiographical) and narratively share their experiences and the meanings 
these hold for them (thematisation). A similar idea was used in my study, as I sent 
the interview framework to the research participants before the interview (see 
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Appendix 6). However, I did not guide them how to prepare for the interview. All 
the participants had time to consider how they would like to tell their life story. One 
research participant brought her/his curriculum vitae with her/him to the interview 
and used that as a framework during the interview. Hence, this research participant 
started her/his life story from her/his childhood. Some research participants had 
made some notes that they followed during the narrative interview. 

At the beginning of each interview, I reminded the research participants about 
the interview framework and that I am interested in hearing their life story, as they 
had worked or were working in the field of development aid and collaboration. 
I also encouraged the research participants to talk about the experiences that 
have been supportive, challenging, or somehow meaningful for them in their 
professional and personal life, and suggested that the research participants could 
describe what kinds of crossroads they have entered and what kinds of paths they 
have chosen during their journey (see Appendix 6). In most cases, the interviews 
progressed chronologically. Some started their story from their childhood, while 
others began their story from the time they were studying as young adults. These 
were narrative biographical interviews, which were more like conversations that 
included some comments and questions that I offered as a researcher. In addition, 
some of the research participants who did not know me before the interview asked 
some questions from me at the end of the interview, as they were interested in 
knowing, for example, why I had chosen a research topic like this. 

All the five narrative interviews were transcribed and thoroughly read many 
times. During the reading, the transcribed interviews were coded and compared. 
During the close reading I noticed that most of the research participants discussed 
efficiency in their narratives. This began to interest me. After comparing each 
research participants’ stories and having looked for similarities and differences, I 
discovered that Article III needed to focus on examining perceptions of ’efficiency’ 
in educational development partnerships. According to the research participants’ 
narratives there were controversial perceptions among the research participants 
related to ’efficiency’ and social hierarchies which was very interesting when 
analysing North–South relations. That is why, in the next stage of the data analysis 
I started to look for perceptions of ’efficiency’ in the transcribed interviews. As 
the result of the analysis of narrative data, themes and categories were created 
focusing on the perceptions of ’efficiency’ and social hierarchies in North South 
education sector partnerships. The analysis drew selectively on postcolonial studies 
to identify the problematic patterns of knowledge production and engagement in 
education sector partnerships in Zambia.
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The data used for Article III illustrates how the global imaginary was 
reproduced, and how it was contested differently by different participants, 
focusing on ideas of efficiency. The data examples shown below outline how 
something that might be considered efficient by one, can be considered inefficient 
by another:

”There is obviously also this very hierarchical society where the idea that 
you can ask questions or challenge people, challenge powerful people, is 
still fairly recent thing ... It goes back to this fundamental clash between 
my conception of what I would do if I was in their shoes, and how the world 
actually looks as seen from their perspective”. (3ND/ 200718) 

”It is dynamic, there is a social, cultural process going out there which you 
have to understand, you don’t just think that you go there with a blueprint 
and it has to be followed to the letter. You have to balance it, and you have to 
understand the cultural contexts, differences, and ... It is a give and take. ... 
Sometimes the donors forget it”. (6SD/2007) 

”We have had a number of technical advisers who have come in, sat on 
their own, written reports, but then the reports have not reached anywhere 
because there has not been that mixing, and ensuring that the other people 
also understand the same problems they are trying to raise”. (2SR/2007) 

Article III ended up discussing the need for self-reflexivity in understanding the 
possibilities and challenges for North–South education sector partnerships that 
might lead to new questions and different challenges. This is discussed more in 
chapters 4, 5 and 6 of this thesis summary.

18 The code of each research participant mentioned after each quotation in Article III outlines a number 
of the research participant, her/his origin (Northern or Southern), whether they work for ’donor’ 
(European embassy in Lusaka) or ’recipient’ (Ministry of Education) and the year of the interview. For 
example code ’3ND/2007’ refers to the research participant numbered as ’3’, coming from a Nordic 
country who worked for a donor (European embassy in Lusaka) during the time of the interview and 
was interviewed in 2007.
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3.3.3  Educational policy documents

While working and living in Finland during 2004–2010, I realised that I had come 
across similar problematic patterns of knowledge production and engagement in 
my research discussing the North and South encounters in Zambia that seemed to 
be present in the field of global and development education (Andreotti & de Souza 
2008, Bourn 2008) in the northern hemisphere. This observation led me to analyse 
the development and global education policy documents that seemed to promote 
mutuality and reciprocity, in order to understand what might be the role of formal 
education in formulating the foundation for North–South relations and encounters. 
In order to discuss challenges and possibilities for mutuality and reciprocity in 
North–South encounters in the area of global and development education policy and 
pedagogy in Finland, I analysed Finnish global and development education policy 
documents for this doctoral research (see Article IV). Article IV uses qualitative 
content analysis in aiming to discuss conditions for mutuality and reciprocity in 
development education policy, and it drew selectively on postcolonial studies in 
order to identify problematic patterns of knowledge production and engagement 
that might influence development education policies and approaches in the North. 
The content analysis of the policy documents focused on the following research 
question of this doctoral thesis: ’How have the ideals of mutuality and reciprocity 
been represented in global and development education policy in Finland in the light 
of postcolonial theory?’ 

3.4 Credibility and trustworthiness

In this chapter, the reliability and validity of this study are discussed. First, the 
meaning of reliability and validity in this doctoral study is outlined. Second, the 
reliability of collecting, analysing, and interpreting the data and publishing the 
results is analysed. Research ethics are elaborated in the next subchapter of this 
thesis summary.

Credibility and trustworthiness that are used in this thesis summary, are 
considered alternative terms for reliability and validity in the field of qualitative 
research. The concepts of reliability and validity were originally developed 
within the context of quantitative research, and that is why some authors argue 
that those who continue using the positivist terminology are aiming to facilitate 
the acceptance of qualitative research within the area of quantitative research 
(Cresswell 2007).
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It can be argued that qualitative research is subjective and lacks the possibility 
of generalising the results. Generalisations, in qualitative study are always complex 
as human behavior and thinking are dependent on time, place and the whole 
context (Cuba & Lincoln 1994: 87). People seem to tell about their perceptions and 
memories from today’s perspective, which naturally has an influence. Narrative 
or semi-structured interviews that were used in the data collection of this study 
can contain insufficient knowledge or even ’errors’ because people naturally forget 
issues and they have re-imagined the past from a position in the present (Eskola & 
Suoranta 1998: 124). 

I have introduced the research participants, and explained my various data 
collection and analysis processes in chapter 3 of this thesis summary and aimed 
at transparency so that the reader of this thesis summary could get as much 
information as possible. In qualitative study the researcher has a central role in 
the study. According to Kvale (1996, 2007), knowledge in interview situations is 
socially constructed. The analysis and findings are dependent on the researcher’s 
own life story and experiences. At the beginning of this thesis summary I discussed 
the positionality of the researcher and aim at introducing myself to the reader as 
researcher of this study. As mentioned in this thesis summary (see Subchapter 
1.4), I acknowledge that knowledge production is never a neutral, ahistorical or 
apolitical exercise, and that it is my responsibility to scrutinise the ways through 
which my own representations can unintentionally reproduce the very patterns of 
inequality this research intends to address. I have aimed to exercise what Kapoor 
(2004), drawing on Spivak calls ’hyper-self-reflexivity’ in during this reserach. 
I also acknowledge that, in this study, although I am committed to challenging 
assumptions of Western superiority, these assumptions may still implicitly inform 
my textual choices. The moment I might think I have arrived at a space of ethical 
relationships is the moment that the superiority and benevolence surface again. 
However, this is the moment that I need to start problematizing once more my own 
assumptions and desires for openness and innocence.

It is important to acknowledge the chosen the theoretical framework for this 
thesis and be aware of the fact that in case I would have made different choices as 
researcher, the results of the study could point out other perspectives. This study 
utilised both interview data and document analysis. It can be asked that whose 
’voice’ can be heard in this research. Knowledge is construed through dialogue 
between the interviewer and interviewee when utilizing interview data in research 
and that is why it is important to question the findings of the research. Through the 
three research questions for this study, I have made a decision to focus on some 
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aspects and left others out of this study. In qualitative study, one must select what 
is meaningful and important for a particular research process. I also attempted to 
be careful when selecting the meaning units from the interview data and while 
carrying out document analysis not to detach any separate sentences or ideas from 
their context.

The relevance and reliability of my data analysis and findings have also been 
checked in various peer reviews as all the four published articles which are part of 
this doctoral thesis went through external peer review process. In addition, while 
working in the University of Oulu, I have been part of EDGE research group19 
and presented my work for ’critical friends’ in this research group including 
supervisors, other researchers and PhD students, who have given feedback for my 
research process in its various phases. I have also participated in many conferences 
and seminars and presented findings of my study for wider international audience 
in the field of education and development.

3.5 Research Ethics 

Kvale (1996: 109–143) outlines the two important aspects of research ethics:  
a) issues of informed consent, and b) confidentiality. According to Kvale (1996), 
it is important that the research subjects are informed about the overall purpose of 
the study. The overall purpose of this study was to understand current practices 
in education sector partnerships and highlight the aspects related to the ethics of 
North–South engagements. This is what I also shared with my research subjects.

The research subjects received written information about my research by 
e-mail before interviews (see Appendices 1, and 5). In addition, I explained my 
research to the research subjects in the interview situations. Most of the research 
subjects were interested in asking more about my research topic and interest, 
especially at the end of the interviews. The privacy of the research subjects in this 
study is protected by not mentioning any names of the people who participated 
in this research. In addition, the names of places appearing in the quotations are 
changed. The research subjects participating in the narrative interviews were able 
to read my earlier published articles (see Alasuutari 2005, Article I) to gain more 
understanding of this research. 

19 EDGE (Education, diversity, globalization and thics) is a postgraduate research group in the Department 
of Educational Sciences in University of Oulu. The members of this research groups study education from 
the perspectives of diversity, multiculturalism, globalization and ethics at local and global levels.
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The data analysed using qualitative content analysis was looked at as a 
whole, and the interest was rather in content than in individuals. I have tried to 
minimise the possible harm that this study could cause to the research subjects of 
this study, in particular to the Zambian education sector or various actors in the 
area of development collaboration in general. I asked the research subjects to share 
only the kinds of experiences and issues with me that I could use in my research. 
However, I ended up leaving out some meaningful experiences that the research 
subjects shared with me, if I assessed them to be too personal and/or sensitive.

Most of the ethical features of qualitative research are interwoven with the 
questions of reliability and validity that were discussed above. My aim in carrying 
out this study has been to be as transparent at every stage of this research process as 
possible. This is also visible in this thesis summary, as I have described the chosen 
theoretical (see Chapter 2.1, Chapter 2.2) and empirical (see Chapter 3) paths of this 
study extensively, and have also explained the epistemological (and ontological) 
shift (see Chapter 2.3) during this research. I have also outlined my positionality as 
researcher (see Chapter 1.3) in carrying out this particular study partly as ’insider’ 
when working in the research context in Zambian education sector and partly as 
’outsider’ when working as researcher in Finland and visiting Zambia.



81

4 Overview and discussion of the articles
This doctoral thesis consists of four articles. In this part of the thesis summary 
the main contents of each article will be briefly described and discussed. As 
mentioned above in this thesis summary, throughout this study, I have analysed 
history, power structures, and knowledge and have engaged with otherness in 
the field of development and education (see Article I) and in the context of the 
Zambian education sector in particular (see Article II), using development theories 
and various intercultural learning theories. However, through the ontological and 
epistemological shifts that occurred during this doctoral study, a postcolonial 
approach on ’ethical engagement with the Other’ became essential. Drawing on 
postcolonial theory enabled a deeper analysis of challenges and possibilities for 
partnerships and efficiency in education sector development initiatives (see Article 
III), and when analysing global and development education policies in Finland (see 
Article IV).

4.1 Article I: Partnership and its conditions in development  
co-operation

The first article has the theoretical emphasis and focuses on discussing the different 
meanings and interpretations of partnership and its’ use in development aid and co-
operation discourses and practices. 

In order to understand what ’partnership’ means and how it has been understood 
in different contexts, the article looks at the history of the term in development 
aid and co-operation discourses and practices and compares the term partnership 
with other related concepts describing aid relationship. In addition, the article 
investigates conditions for partnership in intercultural co-operation and dialogue.

The article outlines that ’partnership’ was first clearly introduced in Partners in 
Development in 1969 by the Commission on International Development and has 
continuously been used in different approaches of development interventions ever 
since. Lome convention is considered as a template for partnership, even if it was, 
in fact a contractual agreement for trade and aid between European Union and the 
group of mainly former colonial territories of Africa, Pacific and the Caribbean 
area (Cowen 1998: 5). Article I mentions that partnership as term was accepted 
much easier than for example ’empowerment’ or participation, which originally 
emerged from alternative and critical views towards development theory and 
practice (Hettne 1995, Klees 1999, Verhelst 1990). However, the article also points 
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out that, in earlier times, colonisers presented the colonial rule as ’partnership’ and 
described it as the promotion of mutually favourable objectives: development and 
civilization (Kontinen 2003, Mohiddin 1998). 

The article takes the viewpoint that structures and institutions are built and 
formed by individuals and claims that processes of change can also take place 
through individuals. The historical legacy of North–South relations and the unequal 
economical relationships in the area of development aid are acknowledged in this 
article and as it draws on Eriksson Baaz (2002: 83) and suggests that it is essential 
to understand that the path towards more authentic partnership would require 
individuals to enter the process of self-reflection and reflection on the structures of 
the organizations in which they work. Even if the article emphasises that symmetric 
intercultural partnerships do indeed remain a challenge in the asymmetric context 
of development aid, three interrelated conditions for partnerships are proposed. 
The first proposed condition is becoming conscious of power structures and 
relations. The second suggested condition is working towards reducing asymmetry 
with the third condition that is intercultural orientation. The article emphasises 
that intercultural orientation includes the process of encountering oneself and the 
’Other’ and being able to work with different ways of knowing, with complexities, 
if aiming for partnership in the area of development aid and co-operation activities. 
Article I concludes that transformation of individuals could affect the transformation 
of structures and institutions even if this kind of process might be slow.

4.2 Article II: Partnership and ownership in the context of 
education sector programs in Zambia

The aim of the second article is to analyse the changing nature of discourses and 
perceptions related to ’partnership’ and ’ownership’ in the era of sector-wide 
approach programmes (SWAp) in Zambia. The primary data for this article consists 
of 19 intensive semi-structured theme interviews of development workers who 
have worked in Zambian education sector during 2000–2007. The article discusses 
’partnership’ from the perspectives of intercultural learning and encounters and 
aims to respond to concerns related to efficiency and effectiveness of aid that have 
given weight to recognition of attitudinal and communicational aspects and the 
importance of ethics in development co-operation relationships.

The article discusses ’partnership’ and ’ownership’ in the context of Zambian 
education sector particularly from the perspective of intercultural encounters and 
asks whether and how the meaning of ”partnership” and ”ownership” might have 
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changed in the transition from project mode to sector programme support in the 
education sector in Zambia. The article analyses how development workers from 
the Global South (Zambia) and North (Europe) working in the Zambian education 
sector view these changes in general and specifically from the perspective of 
intercultural encounters. Both barriers and possibilities in the process towards 
partnership and ownership are analysed. In addition, the role of intercultural 
encounters and sensitivity in partnership and ownership are discussed. 

The data presented in this article illustrates the complexities of experiences 
and relationships in North–South partnerships in the education sector, and offers 
insights into the challenges and possibilities for analysing partnerships ’otherwise’. 

The article points out that the visions and conceptions about the nature of 
North–South co-operation in the field of development aid and the vast differences 
in economic resources have caused a phenomenon called ’mutuality gap’ (see 
Johnson & Wilson 2006) which refers to a situation where the statuses, assumptions, 
perspectives/world views, agendas and expectations of the two parties seem so 
different that equal mutual relations seem impossible. The corollary of this 
argument outlined in Article II is that people working in development co-operation 
should be aware of the gap, and work for creating conditions for more equal and 
just partnership. 

One of the starting points in Article II was idea of global ethics, and particularly 
human rights and equity as an ethical principle. It argues that both ’partnership’ 
and ’ownership’ refer to equity as one of the ultimate aims of the relations in 
development aid context. The article was written with humanistic approach and 
it was calling for search for ethical guidelines and ideals in human relations, co-
operation and international politics. 

When analysing the sector-wide approach, the development workers discussed 
about three kinds of partnerships: 1) between different donors, 2) among the team 
representing the donor agencies as a group and 3) bilaterally between the Ministry 
of Education and each donor. Both new and old challenges of partnership were 
acknowledged. 

The research participants emphasised that in all forms of co-operation, 
people and individuals are working with each other in an international working 
environment, and the challenges of intercultural encounters and collaboration 
are present in all the activities. They pointed out that at the micro level, different 
personalities are working together in multicultural contexts. There was a concern 
related to short-term contracts stated and it was outlined that when there is a 
constant replacement of people, the dynamics of the working place and working 
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conditions change. The research participants strongly supported the significance 
of attitudes, skills, competences and sensitivity of individuals working in the area 
of development co-operation. The importance of knowing the cultural and societal 
context of the country, the institutional culture and institutional roles and practices 
were emphasised. The results of the study reported in Article II point out that respect 
was mentioned as one of the most important conditions when aiming towards equal 
partnership and for successful long-term co-operation.

The ability to view things from various perspectives, to look at oneself 
from the other’s point of view, and to understand the various levels of cultural 
encounters and institutional encounters that are involved in the development 
co-operation negotiations and work practices were discussed by the research 
participants. Learning to listen, aim at dialogue and ability to read cultural codes 
were emphasised. It was this finding that encouraged me to ’dive deeper’ in order 
to understand how learning to listen and aim at dialogue might best be supported 
in asymmetric North–South partnerships. I started using selective insights from 
postcolonial theory as a possibility for constructing more thorough theoretical basis 
for ethical development thinking and practice. 

Article II suggests that longer term contracts would be more beneficial for 
education sector partnerships. In addition, support for intercultural learning and 
professional development was emphasised and both induction and training and 
systematic professional guidance and counselling was highlighted in order to 
support the development workers’ intercultural learning and process towards 
intercultural sensitivity. 

4.3 Article III: Framing and contesting the dominant global 
imaginary of North–South relations: Identifying and challenging 
socio-cultural hierarchies

The third article examines perceptions of efficiency in educational development 
partnerships in Zambia. The data used for this article was collected through 
narrative inquiry and it compares insights from two Nordic and three Zambian 
research participants who worked at national level during the education sector-
wide approach era in Zambia in 2007. This article draws selectively on postcolonial 
theory to identify problematic patterns of knowledge production and engagement 
that have historically conditioned global imaginary grounded on a single story of 
development and on hierarchies of knowledge, people and forms of organisation 
that have several implications for encounters between the Global North and South.
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Article III uses insights of postcolonial theory to examine whether the dominant 
global imaginary was reproduced and/or contested in development partnership in 
Zambian education sector. The article focuses on the idea of efficiency to explore 
how northern and southern partners expressed or tried to interrupt hierarchies of 
knowledge, capacity and forms of organisation in their narratives about their work 
in the Zambian education sector. The article explores conceptual tools that can open 
possibilities towards more ethical engagement that challenges this global imaginary. 

Postcolonial theory helped in examining how the dominant global imaginary and 
its’ single story of development is imposed, negotiated and/or contested across cultural 
boundaries. The interviews illustrate how global imaginaries related to development, 
progress and efficiency were reproduced and how it was contested differently by 
different participants focusing on ideas of efficiency. There were differences between 
Western rationalism versus the role of a relational (Ubuntu20) logic in professional 
contexts (see also Ramose 2003, Venter 2004). Efficiency was perceived by one side 
as the capacity to plan, implement and report; while the other side perceived efficiency 
in terms of the capacity to understand, negotiate, relate and adapt in order to achieve 
a common goal. While southern partners were perceived as inefficient within the 
Western organisational imaginary, northern partners were perceived as inefficient 
within the Ubuntu relational imaginary. However, Zambian participants had complex 
and sometimes contradictory responses to being framed as ’behind’ in the global 
imaginary of development and ’below’ in the cultural hierarchy of efficiency. For 
example one Zambian participant criticised the work ethic of Zambians, blaming 
Zambian colleagues for what was perceived as a lack of preparation and participation 
(as opposed to a different type of relationality or other forms of agency, e.g. passive 
resistance). On the other hand, the same participant pointed out the inability of northern 
partners to analyse the social and cultural processes that matter in Zambian context, 
for example understanding Ubuntu and its’ effects for example in compromising in 
issues related to accountability or disciplinary actions.21

20 One of the Zambian research participants of this doctoral study described Ubuntu the following way: 
”Ubuntu is that inner thing in an African context that links them up to the other person, to this social 
group. So you have to be appreciated as a humane person ... it is also a family system, you have to look 
after your kin, your brother” (see Article III). According to Bonn (2007) the Zulu proverb ”umuntu 
ngumuntu ngabantu” meaning ”a person is a person through other persons” illustrates the core tenet 
of the Ubuntu ethic.
21 Ubuntu might affect in compromising diciplinary actions as other considerations will be made, for 
example it might be considered that ”that person has a large family, he’s looking after his mother so and 
one cannot discipline him/her” (see Article III).
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The analysis of the interviews of research participants outlined the need for 
educational approaches that can shift patterns of representation and engagements 
away from hegemonic, ethnocentric, and paternalistic patterns of thinking. 
In re-thinking education that can support more ethical forms of North–South 
partnerships, this article emphasises the importance of educational strategies in 
supporting learning to unlearn, learning to listen, learning to learn and being taught 
and learning to aim to work without guarantees. These education strategies can 
support people in framing and contesting the dominant global imaginary through 
the development of self-reflexivity, an awareness of the politics and historicity of 
knowledge production, a willingness to share authorship and ownership of goals, 
processes, and outcomes, and relational partnerships.

North–South education sector partnerships is not only an individual process 
that might result in behaving or acting differently, leaning on specific skills or 
knowledge. The results of this study showed that it is important to acknowledge 
the historical and cultural referents that frame the possibility of the experiences and 
acknowledge the complexities that are present in North–South education sector 
collaboration.

4.4 Article IV: Conditions for mutuality and reciprocity in 
development education policy and pedagogy

The fourth article explores challenges to mutuality and reciprocity related to 
North–South relations in the field of global and development education policy 
in Finland.

The article discusses theoretical and conceptual framework of a critical 
approach to global and development education and presents a critical analysis of the 
three global and development education policy documents used in Finnish context 
focusing on the language of reciprocity and mutuality. The three policy documents 
used in this article are: Maastricht Declaration (Council of Europe 2002), Global 
education 2010 programme (Ministry of Education 2007a) and Education for 
Global responsibility (Ministry of Education 2007b).

The article argues that uncritical and ethnocentric educational approaches to 
global education, if left unexamined, may reinforce ideas of cultural superiority 
and reproduce the mechanisms that actively produce inequalities in education and 
society. While highlighting the enormous potential for education to provide valuable 
opportunities for learning related to global citizenship, the article engages with 
some of the challenges for the realisation of this full potential in terms of equipping 
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learners for ethical intercultural North–South relations based on mutuality and 
reciprocity. Some of these challenges were similar with the challenges that were 
found in the North–South partnerships in Zambian education sector according to 
the Zambian and non-Zambian research participants of this study. 

The article aims at contributing to the discussions about the role of formal 
education in reinforcing the individual narratives framed by collective narratives 
related to development, developing countries and developed countries. These 
narratives are constructed through socialisation processes from the early years 
through to adulthood and include narratives about the ’other’ being poor or rich, 
and helpless or a savior. These narratives are not a matter of individual ignorance 
but rooted in collective narratives that are socially, culturally and historically 
situated. For example formal education might reinforce these collective narratives.

Article IV argues that continuous critical analysis of the specific and 
comprehensive policy documents related to global and development education 
is very much needed. The three policy documents analysed for this study do 
open possibilities for mutuality and reciprocity in development education as the 
policies use a kind of language that seems to be sensitive to cultural difference. 
However, it was outlined that the policy documents also restrict participation of 
other perspectives by placing certain topics beyond critique or debate, such as 
ideas of Western concepts of democracy. In addition, mainstreaming global and 
development education would be needed that this would require the theme to be 
mentioned or referred to also in general education policy documents.

However, as it is argued in Article IV, the documents alone cannot change the 
practices. That is why Article IV proposes that there should be committed human 
resource and systematic and continuous coordination, evaluation and assessment 
on the implementation global education pedagogy that is also emphasised in the 
Evaluation report of the Global Education 2010 (Opetusministeriö 2011).

Through discussing the challenges to mutuality and reciprocity in global and 
development education policy and pedagogy in Finland, the Article IV proposes 
that critical literacy and ethical intercultural learning could be a way forward to a 
renegotiation of ideas of self and other and of power relations between the North 
and South. Critical literacy applied in development education can be understood as 
a need to an educator to recognize the connections between the language, power and 
knowledge (Andreotti 2007, Bourn 2011). This could mean that the educator is able 
to analyse both development theories and the development industry critically by 
acknowledging the connections between language, power and knowledge together 
with the practical experience of encountering issues related to development. 
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Some of the key questions to pose when analyzing development theories and the 
development industry through critical literacy could be for example: What are the 
assumptions informing different perspectives related to development? Who decides 
what is real and in whose name? (Andreotti 2007, Bourn 2008: 17).

The article proposes that ethical relationship towards the other and ethical 
intercultural learning support the idea of reflexive ethics that invites continuous 
and critical negotiation and dialogue on ethical issues. This requires an attitude 
that recognizes the right of ’the other’ to create different narratives about what is 
real and ideal, which in turn calls for a responsibility to understand that our own 
narratives come from our contexts and are shaped by our histories and cultures. 

The article suggests the incorporation of critical literacy and ethical intercultural 
learning as a way to address the still dominant ethnocentrism and the lack of 
engagement with issues of power and representation in development and global 
education policy and pedagogical approaches in Finland. The article points out that 
such steps are necessary to create the conditions for reciprocity and mutuality in 
North–South encounters and partnerships.
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5 Discussion of findings 
This chapter discusses the results of the study. The aims and research questions 
are briefly summarised first, before discussing the findings. The purpose of this 
study was to analyse historical patterns that may prevent or enable mutuality and 
reciprocity to emerge in international development-related initiatives in the field 
of education in Zambia, and to discuss how the ideas of partnership, ownership, 
and efficiency have been represented in the Zambian education sector development 
programmes. In addition, this study outlined how mutuality and reciprocity have 
been represented in some Finnish global and development education policy 
documents, guidelines, and declarations guiding practical application and pedagogy.

Instead of separately discussing the results of each article, I aim to combine the 
main findings of the articles in two main areas. Conditions for ethical engagement 
in North–South education sector partnerships are presented first. In the second 
subchapter global and development education policy directions in the Finnish 
context are discussed. 

5.1 Conditions for ethical engagement in North–South education 
sector partnerships

This study approached the research questions related to education sector partnerships 
in Zambia from different sets of theoretical understandings. In the first phase of 
the study, I used mostly development studies as a framework for my critique of 
power relations (Crush 1995, Cowen & Shenton 1996, Fowler 1998, Johnson & 
Wilson 2006, Lister 2000, Seppälä 2000) and focused more on exploring means, 
conditions, possibilities, and barriers for partnerships, using theories discussing 
self-awareness and self-reflection (see Alasuutari 2005, Article I, Article II, 
Mezirow 1991, 1995, 1996, 2000) and approaches to intercultural learning 
(Alasuutari & Jokikokko 2011, Taylor 1994) in the context of education sector 
development in Zambia. My educational approach was informed by transformative 
and experiential learning theories (Mezirow 1991, Taylor 1994), which emphasise 
the development of individual knowledge and dispositions (see Alasuutari 2005, 
Article I). In the second phase, I used postcolonial theory as an overall framework 
(see Article III) that connects critical examinations of inequalities with educational 
possibilities focusing on historical and systemic issues that problematize the idea 
of educational transformation as an individual rational choice (Andreotti 2011, 
Bhabha 1994, Kapoor 2004, McEwan 2009, Spivak 2004, Todd 2009).
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The theoretical analysis of various meanings and interpretations of partnership 
and its use in development aid and co-operation discourses and practices was an 
important stage at the beginning of this research (see Article I). Both development 
studies and postcolonial theory supported me in the analysis of the term 
’partnership’. According to the results of the theoretical and empirical analysis of 
the term (see Article I, Article II), it can be argued that partnership is a vague and 
controversial term in the asymmetric context of development aid. The results of this 
to some extent longitudinal study outline that, even if the mode of aid changed in 
the Zambian education sector from a project via a programme approach to budget 
support, the challenges of partnerships remained similar (see Article II). 

When development co-operation workers talked about partnership that might 
be possible, they often referred to the micro-level relations – encounters between 
the individuals, who seemed to be able to work in partnerships that are to some 
extent authentic. The research participants considered partnership, then, as a 
dynamic process between people in which they might change, if they are sensitive 
and able to learn. 

It seemed that there were features in partnership that have changed in the 
transition towards Sector Wide Approach (SWAp). The dynamism in the change 
processes during the first year of SWAp in the education sector of Zambia was 
described the following way:

”I think the partnership has been more successful ... when we started, when I 
joined [refers to the current employer], it ... was still very much in a project 
more ... the project had a label, it was the thing of [the name of the donor 
country], and so it was not an equal thing ... So, I mean basically it was a 
project and the donor was responsible ... it was implemented by the ministry, 
but the donor was calling the shots ... So then I think the process moved to the 
current setup, to what we have now. And I think yes, we have made tremendous 
process towards partnership. Because I thought in the beginning, in those 
meetings, you could see a really unbalanced kind of relationship, among the 
donors as well as between the donors and the Ministry of Education. And at 
that stage I remember there were some donors that more or less seemed to be 
in the lead. And sitting there in their position and bulldozing everyone, and that 
kind of thing. At the same time we find that there was very unequal partnership 
on the part of the ministry ... And what we have now may not be very good, it 
may not be the ultimate, but I think there definitely has been great progress.” 
(A2004 in Article II: 134)
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The aim in the education sector of Zambia has been to try to find the means for the 
Ministry of Education in Zambia not to operate individually with all the different 
donors. However, the changes in the procedures of partnership also brought a new 
challenge for the Ministry of Education of not knowing which donor actually said 
what. It was stated that sometimes it was not clear whose views the lead donor 
presented to the Ministry of Education.

One fear in the change of mode of cooperation was considered to be the fact 
that when making important decisions between the Ministry and the donors, the 
substance of education is not discussed sufficiently and with relevant professional 
and cultural expertise: 

”... in the dialogue with the Ministry ... we talk a lot more about what I would 
like to call process ... we talk about the way we do business much more than we 
talk about education.” (A 2007 in Article II: 138)

However, at the same time this change might have allowed the ownership of the 
Ministry to grow as the Ministry could make certain decisions related to education 
more independently. 

When describing ownership, one research participant outlined that the starting 
point for ownership must be a genuine feeling of identification: 

”The way I understand ownership is somebody being able to, first of all, feel 
genuinely that they are part of, or are committed to that cause, whatever is 
taking place. I think I’d use the word identify ... are able to identify with it, and 
are able to ensure that they feel that they need to see it happen. So they will take 
action, they will take, maybe even certain risks. So that ... I think ownership 
is somehow an inner drive I think, based on people’s perception of how they 
relate to that particular [concept].” (A2004 In Article I: 140)

There has been a strong consensus among practitioners that SWAp strengthens 
local ownership. However, when asking the development co-operation workers in 
the education sector in Zambia who the ’owner’ of the activities and decisions 
was, the answer varied. Some answered without hesitation that the Ministry of 
Education had the ownership. It was also outlined that there was stronger local 
ownership in some issues and weaker in others. However, one research participant 
suggested the concept of ’dual ownership’: 
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”I may say that it’s dual ownership. Dual ownership in the way that during the 
design of the strategic plan, the seven-year strategic plan, the ministry together 
with its cooperating partners [donors] set out to achieve some design, what 
was missing, what could be done and how it could be done. So that, in other 
words, both the ministry and the donors are owning the programme from their 
own sense. When it comes to financing, some people may argue to say, whoever 
finances a programme, owns that one, but there is again joint financing, the 
last figures indicate about 52% of finances are coming from the government, 
that is including the personal involvements, related to expenditures, and then 
the remaining 48%, that they are coming in sort of direct financing from the 
cooperating partners. So that is again a joint ownership.” (C 2004, In Article 
II: 141)

The research participants also outlined that ownership was stronger at the national 
level in the Ministry of Education, but also asked how strong it really was at other 
levels. They wondered if provincial, district, and school levels felt that they were 
truly the owners of the different programmes in the Ministry of Education in 
Zambia. As the system is central, the ownership might be very far from the hands 
of the education professionals at the grass-roots level.

The results of this doctoral study emphasise the significant role of multi-
level cultural sensitivity in partnership and ownership. It was outlined that people 
working with North–South education partnerships must be sensitive and aware of 
the issues at the macro- (global and international), meso- (national, structures of 
the ministry and its organisational culture), and micro (individual) levels of the 
structures (see Article II). 

 At the beginning of this doctoral study, the importance of cultural competencies 
in North–South partnerships was emphasised. However, it was also outlined that 
cultural competencies might be challenging in ’aid culture’, which is characterised 
by power structures and inequality (see Seppälä 2000: 31). 

It was stated that overly emotional behaviour in meetings is not considered 
appropriate in Zambia, and that this might also affect negotiations and the working 
climate. Many research participants outlined that it is very important to recognise 
the hidden values and norms, as they might either prevent or support progress at 
work. One of the research participants had the opinion that people who come from 
outside to work in Zambia do not take enough time to understand the people, local 
Zambian culture, and the work culture:
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”... one is to take time to understand it, because sometimes what I’ve noticed is 
that people come, they do not have enough time, they do not take enough time 
to understand the people, the culture, the work culture. And to understand some 
of the factors that are going into making this, going towards this partnership, 
I think time should be spent understanding the local circumstances.” (A 2004 
in Article II: 149)

As a whole, the persons interviewed for this study considered ownership to be a 
useful concept in describing the aims of development co-operation, and described 
many changes that indicated that SWAp has increased the ownership of Zambian 
ministries. However, partnership was considered problematic when describing 
development co-operation, which has historically been very asymmetric by nature. 
However, while there were many obstacles and gaps that cannot be perhaps totally 
overcome, the process towards more equal co-operation was considered as an aim. 
It was outlined that one should be aware of the many existing constraints, historical, 
structural, institutional, and individual, and should make attempts to abolish them. 
These findings encouraged me towards a deeper level of analysis.

As mentioned before in this thesis summary (see Subchapter 2.3), carrying 
out this study supported me in engaging in discussions and writings related to 
ongoing epistemological and ontological shifts in the understanding of concepts 
such as development, knowledge, education sector partnerships, and global and 
development education (Andreotti 2006, 2014a, 2014b, Bourn 2008, Eriksson 
Baaz 2005, Kapoor 2004, McEwan 2009). These considerations led to both an 
unsettling and a welcoming awareness of complexities related to education sector 
partnerships, and global and development education. Experiencing the shifting 
process is a holistic process of engagement. This shift is indeed used in this thesis 
summary and throughout the articles of this doctoral study.

The long process of writing this doctoral thesis has guided and increased 
my theoretical and empirical understanding related to ethical engagement in 
North–South education sector partnerships in general, and in the context of the 
Zambian education sector in particular. At the beginning of this study, I expected 
to find some concrete skills for ways of working that are needed in North–South 
encounters, particularly in the area of North–South education sector partnerships. 
I was not aiming for a ’recipe’ that fits all, but I did assume that there must 
be certain skills and knowledge that both northern and southern development 
workers need when working in such a multicultural and complex environment. 
However, I discovered through my research participants that the journey towards 
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more ethical engagement in the North–South education sector is much more 
complex.

Postcolonial theory enhanced my analysis, as it enabled me to highlight the 
complexity, historicity, and contingency of institutional and personal discourses of 
development and education in the Zambian education sector. It also supported me in 
moving away from the depoliticisation of more individualistic learning approaches 
that might present difficulties of engagement with difference, as a result of 
concentrating on individual competencies and skills rather than systemic patterns of 
knowledge and subjectivity production (Andreotti et al 2013, Eriksson Baaz 2005).

To summarise the main findings of this study, it can be argued according to the 
research subjects’ conceptions and narratives, and drawing upon an international 
body of research discussed in this study, that aiming at ethical engagement in North–
South education sector partnerships is not only an individual process that might 
result in behaving or acting differently, leaning on specific skills or knowledge. The 
results of this study showed that it is important to acknowledge the historical and 
cultural referents that frame the possibility of the experiences and acknowledge the 
complexities that are present in North–South education sector collaboration. Ethical 
engagement with the ’other’ in this study referred to the ideal type of relationship 
among ’partners’ in the area of education sector development initiatives, which 
could avoid hegemonic, ethnocentric, ahistorical, depoliticised, salvationist, 
uncomplicated, and paternalistic development interventions. When aiming for this 
kind of ethical engagement, which aims for mutuality and reciprocity, a deeper 
level of commitment is needed.

When examining perceptions of ’efficiency’ in educational development 
partnerships in Zambia (see Article III), through the research subjects’ narratives, 
the findings of this study outlined how the logic of a dominant single story of 
development and the universality of the modern Cartesian subject in the dominant 
global imaginary was present in some development workers’ perceptions. This 
storyline suggests that there is already an agreement on the future that Zambian 
education sector partnerships should aim for, and that there is just a need to 
engineer this future through objective plans, policies, and procedures created and 
applied by rational individuals. However, the implications of this logic are not often 
considered. The research subjects’ narratives suggest that if individuals do not agree 
with or understand this storyline, they are considered at fault; they are perceived as 
ignorant, disorganised, irrational, and/or lacking a ’proper’ work ethic. This finding 
concurs with the results of the study that Eriksson Baaz (2005) carried out, and 
suggests that by constructing the Other in negative terms, the self is constructed 
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in positive terms (e.g. the participant represents their own self-image and culture 
in opposite terms as intelligent, capable, organised, logical, and hard-working). In 
addition, inefficiency was rationalised in terms of hierarchical conformity, which 
was perceived to be a feature of a southern culture ’behind’ in history, in contrast to 
a northern culture that is ’ahead’.

Eriksson Baaz (2005), among others (Johnson & Wilson 2006, Kontinen 
2007), has focused only on the views and perspectives of the people in the North in 
their research contexts, when discussing ’partnerships’ in the area of development 
aid. The present study discusses the interface of South and North encounters in 
the context of Zambian education sector partnerships, and analyses the historical 
patterns of knowledge production, engagement, and representation of both southern 
and northern perspectives. Hence, further complexities related to representations and 
engagements in North–South education sector partnerships from the perspectives 
of both the South and the North were pointed out in this study. 

The findings of this study pointed out that some southern, Zambian research 
participants in this study had complex and sometimes contradictory responses to 
being framed as ’behind’ in the global imaginary of development, and ’below’ in 
the cultural hierarchy of efficiency. This reflects the power of the dominant global 
imaginary in capturing, conditioning, and limiting our collective imagination in 
both the global North and South (see Article III). For example, a Zambian research 
participant who was working during the time of the data collection for this research 
in a European embassy in Lusaka, was blaming Zambian colleagues for what was 
perceived as a lack of preparation and participation (as opposed to a different type 
of relationality or other forms of agency, e.g. passive resistance). On the other 
hand, the same Zambian research participant pointed out the inability of northern 
partners to analyse the social and cultural processes and, for example, the role of 
’Ubuntu’, which matters in the Zambian context. The results of the study outline 
the importance of understanding both perspectives and finding a middle point to be 
effective in negotiations. 

Furthermore, the analysis of perceptions of ’efficiency’ in the Zambian 
education sector, through the research subjects’ narratives, outlined how those 
Zambian development workers who had worked with non-Zambians for a longer 
period of time, and who might have also studied and lived outside Zambia, for 
example in Europe, positioned themselves as working ’in between’ the donor and 
recipient communities. They were the ones who were capable of understanding 
when ’yes’ meant ’no’, which their non-Zambian colleagues were not always able 
to capture (see Article III).
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One of the remarkable findings of this study that the research subjects’ narratives 
pointed out was the need to develop trust and flexibility, which requires an ability 
to imagine and to work at the edge of the normalised global imaginary, grounded 
in hegemonic and ethnocentric perceptions of ends and means of development, 
and in hierarchies of the value of knowledge, people, and forms of organisation. 
However, it might be very difficult to see the value of working at the edge of this 
imaginary, rather than at its centre, if one has been socialised into believing in the 
superiority of one’s own culture and in the universality of one’s own knowledge. 
According to Spivak, in this situation, the loss embedded in one’s privilege (of 
being placed at the centre of the world) needs to be realised. In order to work with 
ways of knowing and being that have been historically marginalised or considered 
irrelevant in the dominant global imaginary, one has to ’de-centre’. This process 
of de-centring involves learning the origins and limits of one’s way of thinking, 
divesting from the benefits one has acquired in inhabiting the centre, and learning 
to listen to and learn from/with the Others, who have historically been framed as 
lacking (see Article III).

The results of this study emphasise the need for educational approaches that 
could support education sector development workers in shifting representations 
and engagements away from hegemonic, ethnocentric, and paternalistic patterns 
of thinking. In re-thinking education that can support more ethical forms of 
North–South partnerships, it is important to emphasise the importance of 
educational strategies that can support people in framing and contesting the 
dominant global imaginary through the development of self-reflexivity in North–
South partnerships.

This study proposed self-reflexivity as a good starting point for understanding 
the limits of universalised forms of knowing to support ethical engagements in 
North–South education sector partnerships (see Article III). It is important to make 
a strategic distinction between reflection and reflexivity to illustrate the differences 
between the two approaches. The objective of reflection is to think about individual 
choices and journeys at the centre of the global imaginary. Self-reflexivity aims 
at understanding the limits of the frames of reference that condition and restrict 
our choices (of being and knowing) within the dominant global imaginary (see 
Article III). Self-reflexivity traces individual expectations and beliefs to collective 
socially, culturally and historically situated ’stories’ with explicit ontological and 
epistemological assumptions that define what is real, ideal and knowable. Figure 
1 (cf. Andreotti 2006, 2014) on the next page illustrates the strategic differences 
proposed between awareness, reflection and reflexivity. 
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The top level of the three-level boat establishes thinking and action as the most 
surface level of the boat, which is also the most visible. ’Cartesian’ understanding 
of subjects states that we can say what we think and describe accurately and 
objectively what we do (see Andreotti 2006, Article III). However, it is important 
to note that our ability to describe our thoughts is partial to what can be said: what 
is proper and intelligible to both us and to others. There are things that are not 
appropriate to say in some contexts and there are issues that we think or do that 
we cannot explain or even acknowledge. Our capacity to describe what we do is 
limited by what we can notice and by what we want to present to others. From 
this perspective, self-awareness involves a recognition of the limits of language in 
describing ourselves and the world (see Article III).

Figure 1. Self-reflexivity, self-reflection and self-awareness. 

Individual experiences are described in the second level of the boat. This level 
identifies that what we say, think, and do are based on our individual journeys 
in various contexts. These journeys are rooted in our ordinary, inspiring, or 
traumatic learning experiences and concepts, and are dependent upon what we 
have been exposed to (see Article III). The analysis of the second level could be 
named ’self-reflection’ (see also Mezirow 1991, 1996, Taylor 1994). The second 
level also recognises individual investments and desires, which can be conscious 
or unconscious, rooted in passions, traumas, or other affective and/or emotional 
needs. The first two levels of the boat metaphor were recognised in the beginning 
of this study. The importance of self-awareness and self-reflection was outlined in 
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both Article I and Article II. However, later on, the importance of the third level of 
the boat metaphor, self-reflexivity in North–South education sector partnerships, 
was emphasised in this doctoral thesis, as its crucial role was pointed out by the 
research participants in this study (see Article III).

The third level of the boat outlines how our experiences and the very analyses of 
these experiences are conditioned by collective referents grounded in the languages 
and understandings we have inherited, to make sense of reality and communicate 
with others (see Andreotti 2006, Article III). It emphasises that there is a specific 
criterion for what counts as real and ideal (ontology) and what can be known and 
how (epistemology), and how to achieve what is considered good (’methodology’) 
in various contexts. These criteria are collective and socially, culturally, and 
historically ’situated’, as they are influenced by a group’s social, cultural, and 
historical background. Change at this level is slow, as contexts change and criteria 
of different groups interconnect and also contradict each other. Diversity within a 
group with the same criteria will always be there, and the process is never static. 
However, there is a dominant set of criteria that represents the ’common sense’ of a 
group or groups. The analysis of this third level can be considered self-reflexivity.

The boat metaphor encourages people to notice that individual thinking and 
individual choices are never completely ’free’, ’neutral’, or only ’individual’, as 
the things we say, think, and do are conditioned (but not necessarily determined) by 
our contexts (see Andreotti 2010a, 2010b, Article III), which are also influenced by 
the change that the sea represents in this boat metaphor. Sometimes the sea might 
be calm and there are not many changes appearing, however, there are times when 
it might be windy or even stormy. The assumption of the self-evident subjects – 
the idea that there is a direct correlation between what we say, what we think, and 
what we do – is also challenged by self-reflexivity. Self-reflexivity offers a way 
to understand the complex constitution of subjectivities, the interdependence of 
knowledge and power, and what is sub- or un-conscious in our relationships with 
the world (see Andreotti 2014, Article III, Kapoor 2004, McEwan 2009).

Many scholars (such as Eriksson Baaz 2005, Wang 2009a, 2009b) argue 
that engaging with different Others supports critical self-understanding, but 
this experience in itself is not enough. Wang (2009b: 174) points out that ”the 
transformation of subjectivity cannot happen without going back to unsettle the site 
of the self”. Very often, intercultural learning aims to promote ’openness’ without 
unsettling the self, without engaging with racial hierarchies, historical power 
relations, or the collective frames that condition our possibilities of understanding 
(see e.g. Taylor 1994, 1998, 2007). This kind of ’openness’ is only open to that 
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which does not unsettle or de-centre the self. In this case, while the self sees itself 
as really open, racialised others who challenge one’s self-image can be kept safely 
at a distance and objectified (Wang 2009b). This is often the case in many North–
South partnerships. One can be interested in only creating knowledge about others, 
but not willing to pursue the endeavour of self-awareness, self-reflection, or self-
reflexivity (see also Eriksson Baaz 2005, Kontinen 2007). In this case, the privileged 
site of the centred self is left untouched. When the self is not unsettled, the modern 
desires of mastery and control, and the desires underlying racial, gendered, and 
class hierarchies, both historically and contemporarily, are left unquestioned (Wang 
2009b). 

In re-thinking education that can support more ethical forms of North–South 
partnerships, the importance of educational strategies that can equip people to 
question the dominant single story of development should be acknowledged.

In addition, the development of self-reflexivity, an awareness of the politics 
and historicity of knowledge production, a willingness to share authorship and 
ownership of goals, processes, and outcomes, and a relational imperative to trust 
and take risks in learning to work without guarantees need to be emphasised.  

One example of pedagogical frameworks is HEADS UP, which was presented 
in subchapter 2.2.2 of this thesis summary. HEADS UP is a pedagogical tool that 
provides one framework for developing the dispositions in North South partnerships. 
This tool has been used in analysing community engagement and development 
projects across a range of settings, NGOs, and volunteer work (Andreotti 2012, 
Bruce 2014). It can also be useful for North–South education sector partnerships 
(see Article III).

It can be argued, according to the research subjects’ conceptions and narratives 
in this study, that ideas about development, developing countries, and developed 
countries are based on individual narratives framed by collective narratives 
constructed through socialisation processes from the early years through to 
adulthood. Narratives about the ’other’ being poor or rich, and helpless or a saviour, 
are not a matter of individual ignorance, but rooted in collective narratives that are 
socially, culturally, and historically situated. For example, formal education can 
reinforce these collective narratives. 

Article IV of this study aimed to analyse how the ideas of mutuality and 
reciprocity have been represented in global and development education policy in 
Finland. The article discussed conditions for mutuality and reciprocity in the formal 
development education policy and pedagogy in Finland. This was done through 
theoretical and conceptual discussion presented in the article, and through critical 
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analysis of the three global and development education policy documents used in the 
Finnish context, focusing on the language of reciprocity and mutuality. The policy 
documents that seemed to promote mutuality and reciprocity in providing direction 
for development education in Finland were analysed. This will be discussed next. 

5.2 Global and development education policy directions in Finland 
renegotiated 

In this subchapter, I will discuss the results of this doctoral study, described above, 
from the perspective of global and development education policy in Finland. 
From this perspective, it is important to ask what the possibilities and challenges 
are of some global and development education policies in Finland for promoting 
mutuality and reciprocity for North–South encounters through formal education. 

In addition to analysing North–South education partnerships in the Global 
South, in Zambia, this doctoral study analysed global education22 policies guiding 
formal education in the North, in Finland (see Article IV), when considering 
means and conditions for ethical engagement in North–South partnerships. The 
three Finnish development and global education policy documents: Maastricht 
Declaration (Council of Europe 2002), Global education 2010 programme 
(Ministry of Education 2007a) and Education for Global responsibility (Ministry 
of Education 2007b) were analysed in this doctoral study. The aim was to discuss 
challenges and possibilities for mutuality and reciprocity through the chosen policy 
documents, to understand what might be the role of formal education in Finland as 
an example of one of the countries in the North, in formulating the foundation for 
North–South relations and encounters. 

Drawing upon an international body of research, global and development 
education research tends to approach global issues in ethnocentric and uncritical 
ways that ignore how global processes and agendas are constructed and 
reinterpreted in different contexts (see Andreotti 2006, Andreotti & de Souza 2008, 
Article IV, Bourn 2008, 2010). In addition, as pointed out by Forghani-Arani (2011: 
65) development education focusing on international development might fail to 

22 ’Global education’ in this study is used as an umbrella term, and development education, among 
other thematic approaches, such as citizenship education, is considered to be part of an overall 
global education framework, as outlined in the Maastricht Declaration (Council of Europe 2002). 
This study acknowledges that Finland has used both ’global education’ and later on ’Education for 
Global responsibility’ as an umbrella terms in its policy documents related to global and development 
education.
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critically examine assumptions which might result in the uncritical reinforcement 
of mainstream perspectives as given and universal. Uncritical approach to global 
and development education does not engage with historical analyses of power 
relations, for example between the North and the South, or the politics of knowledge 
production and representation that have worked to sustain unequal relations of 
power and distribution of wealth and labour in the world. As discussed in this 
study (see Article IV), this kind of uncritical approach to global and development 
education might end up producing ”global subjectivities that tend to prescribe the 
adoption of strategies that very often foreclose the complex historical, cultural and 
political nature of the issues, identities and perspectives embedded in global/local 
processes and events and in the production of knowledge about the self, the other 
and the world” (Andreotti & de Souza 2012). For example, the construction of 
the ’other’ as inferior (and in need of help) sustains the construction of the self as 
superior and the narrative that links superiority with deserved privilege (to decide, 
control, save, help, educate, and so on). 

This study discussed whether these narratives are being reinforced at school 
through formal education in the Global North, in the Finnish context, with the 
support of development education pedagogy that focuses often on supporting the 
general idea of international aid without considering the ways in which development 
education links with more complex processes shaped by historical encounters (see 
Article IV, Bourn 2008). 

Forghani-Arani and Hartmeyer (2013: 2) discuss global learning and pose 
important questions: ”Who conceptualises, propagates, promotes, designs and 
funds global learning and for whom?”. Forghani-Arani and Hartmeyer (2013: 2) 
outline that ”global learning is, by definition, committed to a vision of a just and 
sustainable development” and remind that marginalised populations in the North or 
South might not have access to global education. 

A ’Finnish journey’ from ’international education’ in the 1970s towards ’global 
education’, which became popular during the 1990s, when Finland experienced 
one of the most difficult economic recessions in its history followed by a growing 
numbers of immigrants, is definitely its own story (see Melen-Paaso et al. 2009). 
However, this study did not investigate this particular story in detail. However, 
Finnish global and development policy documents that aim to support the 
implementation of global education in the Finnish context were analysed.

Finland has been following the approach to global education promoted and 
supported by the Council of Europe, and the Maastricht Declaration (Council of 
Europe 2002), and as Bourn (2008: 9) points out, due to the Council of Europe’s 
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North–South Centre and Global Education Network Europe (GENE), the principles 
and terminology of the Maastricht Declaration have had a degree of influence in 
shaping policies in Europe. The Maastricht Declaration views global education as 
an umbrella term covering human rights, peace, development, the environment, 
and intercultural education, with an emphasis on ”opening people’s minds to the 
realities of the world and encouraging social and global change” (see Article IV). 
Almost five years after the Maastricht Declaration, in March 2007, the Ministry of 
Education in Finland published a programme called Global Education 2010, as a 
result of acknowledging the role of the education sector in managing globalisation 
(see Article IV, Ministry of Education 2007b, Opetusministeriö 2009a, 2009b). In 
May 2007, the Ministry of Education launched a project entitled ’Education for 
Global Responsibility’ (see Article IV, Ministry of Education 2007b). The sub-
themes of ’global’ and ’education’, according to these Finnish policy documents, are: 
intercultural education, education for human rights, peace education, development 
education, intercultural communication, education for sustainable development, 
and citizenship education (See Article IV, Council of Europe 2002, Ministry of 
Education 2007a, 2007b). All these sub-themes are integral to the definition of 
global education in Finland, and represent the global dimension of citizenship 
education (see e.g., Louhimaa 2005, Loukola 2002, Riitaoja 2011, Räsänen 2005, 
2007, 2015, Talib 2006, Trotta Tuomi 2006).

The Global Education 2010 (Ministry of Education 2007) programme is based 
on the Maastricht global education declaration (Council of Europe 2002) and was 
written in order to re-consider the direction of global education in Finland. This 
document (Ministry of Education 2007: 9) recognises the roots of global education 
and considers, through the following statement, that global education should be 
planned as a life-long learning process (Ministry of Education 2007: 9, 14):

”The citizenship skills needed in today’s world transcend national borders. 
The capacity for cultural sensitiveness and empathy is born early. There is a 
justification for starting the learning of multiculturalism in early childhood 
education and carrying it on as an integral part of not only general education 
but also vocational and adult education.” (Ministry of Education 2007: 9)

The results of this study point out that the policy documents do open possibilities 
for mutuality and reciprocity in development education and current policies have 
started to use a kind of language that seems to be sensitive to cultural difference. 
However, it is much easier to talk the talk of diversity/difference than to change the 



103

historical and systemic processes that naturalize what is perceived as normal, good 
and ideal (Ahmed 2010). For example the Global Education 2010 policy document 
aims at defining global education as a concept that:

”Promotes national and international interaction, inter-cultural dialogue and 
learning from one another; global education is a process helping us understand 
and appreciate difference and different cultures and make choices that promote 
development.” (Ministry of Education 2007a: 11, see also Article IV)

The last phrase, ’and make choices that promote development’, reveals the 
conditionality in the global and development education policy documents in Finland. 
It can be interpreted to expose the unevenness of the relationship, meaning that ’we’ 
are interested in engaging in intercultural dialogue as long as ’the other’ agrees to 
make the choices that confirm our understanding of development. As Todd (2009) 
points out, this can refer to a relationship based upon an expectation that people 
will arrive at a pre-defined consensus. The same policy document also restricts 
participation of other perspectives by placing certain topics beyond critique or 
debate, such as ideas of Western concepts of democracy. As development education 
in the Finnish context supports perceptions of development aid, discussing issues 
related to ethical engagement, with which this study engages, might be restricted. 

Analysis of the Finnish global education policy documents shed light for 
understanding the foundations and development of global and development 
education in one of the countries in Europe. It is important to acknowledge that most 
of the scholarly work that theorises and proposes ’global citizenship education’ 
or ’global education’ is from the Global North, often from the United Kingdom, 
the U.S.A., Canada, Australia, or New Zealand (see Pashby 2012). It is this bulk 
of writings that has also influenced initiatives related to global and development 
education in Europe, even if, for example, Finland has also followed a process of 
its own, related to establishing global and development education policies.

The construction of the terminology in the field of global and development 
education reflects the rapid changes, complexities, and challenges in the construction 
of meaning in various contexts. However, many initiatives in the area of global and 
development education might resonate the simplistic us/them, here/there binarisms 
(Andreotti & de Souza 2012). There is extensive postcolonial critique addressing 
this (see Andreotti 2006, 2010, 2011, Andreotti et al. 2010, Andreotti & de Souza 
2008, Bruce 2014, Pashby 2012). However, the present doctoral study suggests a 
need to discuss this further in the Finnish context. 
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As outlined in this study (see Article IV), development education practices have 
historically been influenced by the colonial perceptions of North–South relations 
(Andreotti 2007, Bourn 2008). Visions of reality that are imposed as universal, and 
the impact of colonialism and neo-colonialism on development education, have 
also been questioned (Andreotti 2007). However, ethnocentric ideas of charity and 
benevolence are still present in development education policies (see Article IV, 
Ryden 2009: 157). Pashby (2012) argues that even critical approaches in the area of 
’global citizenship education’ seem to construct the subject and object of learning 
and agency within colonialist imaginaries and ways of knowing (see also Taylor 
2012). 

This study argues that understanding the complexity of development, 
including its background and effects on the contemporary world order, is essential 
to approaches of development education committed to mutuality and reciprocity. 
According to Andreotti and de Souza (2008: 23), without such understanding, 
development education may result in surface-level encounters with the ’other’ and 
”in the uncritical reinforcement of notions of supremacy and of the universality 
of ’our’ (Western) ways of seeing and knowing”. The uncritical reinforcements of 
ideas of self and other have several implications, including the devaluation of other 
knowledge systems and the reinforcement of unequal dialogue and power relations 
(Andreotti & de Souza 2008), the reproduction of a paternalistic desire to help the 
weaker (Heron 2007), and the maintenance of the mutuality gap (see Article IV, 
Johnson & Wilson 2006). As pointed out by Taylor (Andreotti et al. 2010: 12), 
”difference continues to structure hierarchical relations of feeling, knowing, and 
being”. 
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6 Conclusion
In this chapter of the thesis summary, I will turn to theoretical and methodological 
conclusions of the entire study. In addition, I will discuss further research interests 
and outline some conclusions regarding how ethical engagement might be best 
supported in practice in the fields of education sector partnerships and in formal 
(development) education in Finland, on the basis of the results of the study.

The long process of writing this doctoral thesis has guided and increased my 
theoretical and empirical understanding related to ethical engagements in North–
South education sector partnerships in general, and in the contexts of the Zambian 
education sector and development education in Global North in particular. The title 
of this thesis report reflects the theoretical journey that I have taken during this 
doctoral study. The title also emphasises the ongoing nature of this journey. 

During this study, I travelled from theories of self-awareness, self-reflection, 
(e.g. Bennett 1993) transformative learning (Mezirow 1991, 1995, 1996, 2000, 
2009, Mälkki & Lindblom-Ylänne 2012) and intercultural learning (Alasuutari & 
Jokikokko 2011, Taylor 1994) particularly in the area of North–South education 
sector partnerships through development studies critiquing power relations (Cowen 
& Shenton 1996, Edwards 1999, Hettne 1995, Johnson & Wilson 2006, Kealey & 
Protheroe 1995, Musonda 2003) towards postcolonial theories of critical ethical 
engagement (Andreotti 2011, Kapoor 2004, Spivak 2004). However, the study 
did not aim at developing a ’post-colonial reading of the theory of transformative 
learning’ which is however considered as a possible topic of further research. 
Rather, this study engaged selectively with learning theories, development studies 
and postcolonial theories with the commitment of finding new knowledge and tools 
these fields might offer for someone seeking practical alternatives towards more 
ethical engagements in North–South education sector partnerships and development 
education. Ethical engagements with the ’other’ in this study are associated with the 
kinds of relationships among ’partners’ in the area of education sector partnerships 
and in the field of global and development education, which could move beyond 
hegemonic, ethnocentric, ahistorical, depoliticised, salvationist, uncomplicated, 
and paternalistic development interventions. When aiming for this kind of ethical 
engagement, a deeper level of commitment is needed.

From the beginning, this doctoral study has focused on improving theoretical 
understandings and practices related to ethical engagements in North–South 
education sector partnerships. However, the theoretical framework adopted 
was different in the beginning and the ethical bases were built on humanistic 
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approaches. However, later on, I discovered that the journey towards more ethical 
engagements in the North–South education sector is much more complex and 
difficult. Postcolonial theory enhanced my analysis, as it enabled me to highlight 
the complexity, historicity, and contingency of institutional and personal discourses 
of development and education in the Zambian education sector. It also supported 
me in moving away from the depoliticisation of more individualistic learning 
processes that might present difficulties of engagement with difference, as a result 
of focusing on individual competencies and skills rather than systemic patterns of 
knowledge and subjectivity production (Andreotti et al. 2013, Eriksson Baaz 2005, 
Kapoor 2004, Spivak 2004). 

The key philosophical assumption at the beginning of this study was that 
each human being individually and socially constructs meanings on the social 
phenomena around them. ’North–South encounters’ and ’North–South education 
sector partnerships were considered to be phenomena that are experienced 
differently by each human being, and meanings related to those phenomena to be 
individually constructed. I first collected data in more structured ways utilising 
a semi-structured interview framework in guiding the research participants. 
However, social relationships and socio-cultural contexts in relation to ’North–
South education sector phenomena’ started to interest me more and I started to 
collect data using a more open approach, without guiding the research participants 
too much but rather listening to them with a more open approach. This led me to 
transfer from a semi-structured interview framework to the use of narrative research 
as a method in data collection. At the same time, I began to consider the complexity 
and historicity of North–South relations, and started to use postcolonial theory 
as an overall framework in this doctoral study, which is reflected in Articles III 
and IV. It is important to acknowledge the chosen theoretical and methodological 
frameworks and consider that in case I would have made different choices, the 
results of the study could point out different perspectives (see also Subchapter 3.4). 

Different from other studies, the present study contributes to discussions 
of North–South partnerships and encounters by focusing on the views of both 
Southern and Northern partners. Other studies in this field (e.g. Eriksson Baaz 
2005, Kontinen 2007, Johnson & Wilson 2006) have focused only on the views 
and perspectives of the people in the North in the area of development aid. This 
doctoral study was interested in the interface of South and North encounters in 
the context of Zambian education sector partnerships, and analysed the historical 
patterns of knowledge production, engagement, and representation of both southern 
and northern perspectives. 
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In addition, this research included the analysis of current discourses and 
pedagogical directions for interrupting historical patterns of representation and 
engagements in some global and development education policies and guidelines 
in Finland. This was chosen to be part of the scope of this doctoral research as 
some challenges related to North–South perceptions and encounters present in the 
Zambian education sector development partnerships were similar to the challenges 
the research in the area of global and development education in the North has pointed 
out. The results of the research indicated some fundamental gaps of understanding 
in relation to partnerships and global education research and practice, as discussed 
in the previous chapter 5. My conscious decision to focus on these two areas (i.e. 
the Zambian education sector development programmes and Finnish global and 
development education) was based on the perceived need for deeper analysis and 
research in these fields and to be aware of the complexity in the journey towards 
more ethical engagements in North–South partnerships and encounters.

According to a meta-analysis of Finnish development co-operation (2015), it was 
pointed out that even if there were positive experiences related to aid effectiveness, 
there is a need to improve the efficiency and sustainability of results in the area 
of development aid initiatives in which Finland is involved. The results of this 
study propose that it would be important to understand the historical and contextual 
perceptions of ’efficiency’ in North–South partnerships. As it was discussed in 
Article III of this study, and in this thesis summary, sometimes what is efficient 
for some might be inefficient for others. The data presented in Article III outlined 
how the global imaginary was reproduced and how it was contested differently by 
different Zambian participants focusing on ideas of efficiency. These ideas reflect 
the differences between Western rationalism and the role of a relational (Ubuntu) 
logic in professional contexts. Efficiency was perceived by one side as the capacity 
to plan, implement, and report; while the other side perceived efficiency in terms 
of the capacity to understand, negotiate, relate, and adapt in order to achieve a goal 
related to the common good. While southern partners were perceived as inefficient 
within the Western organisational imaginary, northern partners were perceived as 
inefficient within the Ubuntu (see Ramose 2003, Venter 2004) relational imaginary. 
Education sector partnerships influence education sector decisions in a certain 
context, such as Zambia. 

Many research participants in this study emphasised the importance of 
encountering ’otherness’ in their childhood, during their education and/or work, 
when discussing how their own perceptions related to North–South encounters 
might have been challenged or when their perceptions might have shifted. As 
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discussed in this study, the ideas about development, developing countries, and 
developed countries are based on individual narratives framed by collective 
narratives constructed through socialisation processes from the early years through 
to adulthood. Narratives about the ’other’ being poor or rich, and helpless or 
a saviour, are not a matter of individual ignorance, but are rooted in collective 
narratives that are socially, culturally, and historically situated and systemically 
validated and reproduced. For example, formal education can reinforce these 
collective narratives. The important roles of both informal and formal education 
should be acknowledged in building a foundation for North–South encounters. 

As the results of this study point out, some Finnish policy documents and 
guidelines in the area of global and development education do open possibilities 
for mutuality and reciprocity in development education, and current policies and 
guidelines have started to use a kind of language that seems to be sensitive to 
cultural difference. However, as Ahmed (2010) notes, it is much easier to talk the 
talk of diversity/difference than to change the historical and systemic processes that 
naturalise what is perceived as normal, good, and ideal.

As outlined in this study, global education approaches often inherit pedagogies 
of nations, particularly liberal multiculturalism. In this situation, openness to other 
ways of knowing, feeling, or being might be difficult. As pointed out in Article 
IV, educational research outlines how global and development education often 
approaches global issues in ethnocentric and uncritical ways that ignore how 
global processes and agendas are constructed and reinterpreted in different contexts 
(Andreotti 2006, Andreotti & de Souza 2008, Bourn 2008, 2015). However, 
development education might provide possibilities for critical literacy and may 
support the processes of ethical intercultural learning too, if discourses of charity 
or benevolence were not dominant of the policy and pedagogical approaches to 
development education (see Article IV).

Educators around the world are currently encouraged to ’bring the world 
into their classrooms’ by addressing global issues in their teaching (see Andreotti 
& de Souza 2008, Article IV). Even if policies, strategies, and guidelines for 
global and development education have been formulated (see Article IV), and 
there are various kinds of support organised (e.g. by various NGOs in Finland), 
the responsibility for what global issues to address and how to address them 
remains with the teacher. Teachers might discuss global issues and development 
in their classrooms, for example, within the rhetoric of development aid, without 
challenging the asymmetry, superiority, or ethnocentrism that are part of the 
development aid discourse. This kind of approach could end up in outcomes 
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that are contradictory to those of development and global education policies that 
seem to promote mutuality and reciprocity in the area of global and development 
education (see Article IV).

Initial teacher education, in general does not necessarily address global 
and/or development education in Finland, with few exceptions (Anttalainen & 
Lampinen 2009, Räsänen 2007). The teachers themselves might or might not 
be interested in finding out more about these kinds of topics. While extensive 
work has been carried out in Finland on global education policy and strategy, the 
practical applications of critical and holistic global education are not yet clearly 
visible in mainstream, formal Finnish education (see Opetusministeriö 2011).
Anttalainen and Lampinen (2009: 139–149) claim that some experiences of ’good 
practices’ exist, but such examples reside in the margins of educational practice 
and are not yet an integral part of, for example, early childhood education or 
vocational or adult education (see Article IV). There are some teacher education 
programmes in Finland that include multicultural education and global issues in 
education as part of the compulsory studies; however, these kinds of programmes 
are still in the margins. It would be crucial to analyse whether teacher education 
and Western academe might be able to avoid ethnocentrism and considerer 
alternatives. This is one of the topics that could be proposed for futher research. 
In addition, it would be interesting to find out about the pedagogical approaches 
used in global and development education at different levels of education in 
Finland and analyse how development education is interpreted (see e.g. Bourn 
2011). According to the current approaches of the global citizenship education 
guidelines in Finland, global and development education would need to be 
included in teacher education, and it should be integrated into various levels of 
education from kindergarten to university. However, it would be important to find 
out what kinds of approaches might be utilised if aiming towards more ethical 
engagements in North–South encounters and partnerships. It would also be 
interesting to carry out further research about global and development education 
in the South, for example in Zambia. 

It would also be important to carry out further research on the processes of 
learning to unlearn, to listen, to learn, to be taught, and to reach out and work 
without guarantees in North–South partnerships, and to understand the role of 
those working ’in between’ various groups and supporting the partnership from 
this perspective. 

As discussed in this study, there is a need for educational approaches that could 
support both Northern and Southern education sector development workers in 
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shifting representations and engagements away from hegemonic, ethnocentric, and 
paternalistic patterns of thinking. Induction and training programmes for northern 
educational experts chosen to work in the area of education partnerships in the 
South often focus on information and knowledge related to development aid and 
co-operation. However, educational strategies that could support both the Southern 
and Northern development workers working together in the South are not used. It is 
something that development workers need to cope with by themselves, with hardly 
any support. 

This study suggests that self-reflexivity (see Kapoor 2004, Spivak 1998) 
might be a good starting point for developing educational strategies supporting 
the understanding the limits of universalised forms of knowing, to support ethical 
engagements in North–South education sector partnerships and in the area of global 
and development education (see Figure 2). The continuous process of learning to 
unlearn, learning to listen, learning to learn and be taught, and learning to work 
without guarantees, which this study discussed should be researched even in more 
details from the perspective of postcolonial reading of transformative learning 
theories to support North–South engagements and partnerships.

 

 

 
Figure 2: Self-reflexivity. 
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In re-thinking education that can support more ethical forms of North–South 
partnerships, the importance of research developing educational strategies that 
can equip people to question the dominant single story of development should 
be acknowledged. Developing self-reflexivity, an awareness of the politics 
and historicity of knowledge production, a willingness to share authorship and 
ownership of goals, processes, and outcomes, and a relational imperative to trust 
and take risks in learning to work without guarantees need to be emphasised.  

One example of a pedagogical framework, ’HEADS UP’, was presented in 
Article III of this study (see Subchapter 2.2.2). Below is another pedagogical tool, 
’SIT DOWN to listen and to think otherwise’, which was developed during the 
final stages of this doctoral study by me, the author of this doctoral thesis.

The table 5 presented below could be used in the area of education sector 
partnerships and also in the field of development and global education, to illustrate 
the kinds of questions that could be asked from Northern and/or Southern 
development workers or teachers to interrupt problematic patterns of representation 
and engagement related to images and practices of North–South encounters. The 
first letter of each pattern makes up the acronym ’SIT DOWN’, which is explained 
next. 

In North–South encounters in the area of education sector partnerships and 
in the field of global and development education, the desires might translate 
into forms of engagement, flows and representation that might be influenced by 
Superiority, Inferiority and Teaching, educating or correcting approach. In those 
encounters Dialogue for finding open spaces, Other ways of knowing, Working 
without guarantees and New questions, ideas and, problems should be searched 
for. 
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Table 5: SIT DOWN to listen and to think otherwise. ’Negotiating the ethical engagement 
for North–South encounters’.

Ideas to be discussed Whose idea of development/ 

education / the future?

Whose template for ’being’ and for 

knowledge production?

Superiority What assumptions and imaginaries 

inform the ideal of development and 

education?

Who is perceived to be superior? 

What is the meaning of education 

from this perspective? How come?

Inferiority What assumptions and imaginaries 

inform the ideal of development and 

education?

Who is perceived to be inferior? 

What is the meaning of education 

from this perspective? How come? 

Teach, educate, correct Is the complicity of ’problem solving’ 

acknowledged in the formulation of 

problems and solutions?

Do we recognize ourselves as 

ideologically motivated and 

potentially deaf to important 

alternative views?

Dialogue for finding 
open spaces 

What kind of dialogue might be 

possible? What analysis of unequal 

power relations between the parties 

involved has been performed? How 

are power imbalances justified? 

How are they addressed?

Are we seeking for consensus or is 

it possible to disagree?

Other ways of knowing, 
seeing, being

Is there a dominant idea of 

’single story of development or 

are alternative ways considered? 

Are some considered inferior and 

presented as helpless and those 

who are superior intervene as 

benevolent, innocent, heroic?

Is it acknowledged that the 

arrogance and violence of 

a dominant single story of 

development might have been a 

fundamental part of the problem of 

’unsustainability’? 

Working without 
guarantees

Are there some guarantees that 

one cannot compromise with? 

Are simplistic analyses offered and 

answered in such a way that do 

not invite people to engage with 

complexity or recognize complicity 

in harm?

New questions, ideas 
and problems

Is it expected that those at the 

receiving end of sustainable 

development should be grateful for 

the ’help’ they receive? Can they 

question the aid?

Is it possible to ask new questions, 

propose new ideas and come up 

with new problems?
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The table 5 above provides the final remark for this doctoral study and aims to 
point out the importance of ’sitting down’ and taking time to open new questions 
for the life-long process of learning to unlearn, to learn, to listen, to learn to be 
taught, and to learn to reach out without guarantees discussed in this study, with 
the support of self-reflexivity when aiming for more ethical engagement both in the 
field of education sector partnerships and in global and development education. As 
my study has focused on engagements with theory and empirical data with a view 
to improve practices, I had to make choices about how far and how deep I would go 
both in terms of theoretical and methodological engagements. 

In the future I would like to engage with greater depth both postcolonial and 
development studies and explore in more detail the nuances of combining the 
two. In terms of empirical work, I intend to continue to look into the dynamics 
and complexities of engagements in North–South or ’East-West’ education sector 
partnerships particularly with a focus on how assumptions are negotiated and 
the role self-reflexivity plays or could play on both sides. I am also interested to 
explore dynamics and complexities of North–South and ’East-West’ engagements 
in the field of development and global education.

I intend to sustain my commitment to practice by continuing to experiment 
and develop the theoretical and methodological approaches in a continuous search 
for new ideas that can address historical disconnections and search open spaces for 
dialogue (see Andreotti & de Souza, Forghani-Arani 2013) and seeing differences as 
learning assets rather than obstacles to relationships. This commitment is grounded 
on the acknowledgement that every solution I may find and propose will always 
be historically and contextually limited: it will raise unpredictable problems and 
eventually (or contextually) become redundant. That is why it is important to see 
this work as work for developing educational strategies as life-long and life-wide 
process that never ends and that goes beyond an individual’s lifetime. 
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Appendices

Appendix 1 
Copy of a letter to request research participants for the study
Subject: Request to be an informant for a research
May1st 2003
Dear Sir/ Madam, 

I am approaching you in order to ask whether it is possible for you and whether you 
are willing to take part in the research as an informant? I am carrying out research 
on the theme Partnership in the Context of Developing Inclusive Education as part 
of Intercultural Co-operation and have requested permission for collecting data in 
Zambia (see Appendix 1 about the permission given by the Permanent Secretary 
Mrs Chilangwa) during my free time, as the research as such is not part of my 
work-tasks here. That is why data collection would not take place during the full-
time working hours that I will work as associate adviser. 

My work in Zambia as an Associate Adviser in North Western Province is closely 
linked with my research topic, as I am interested in partnership in development co-
operation in the context of developing inclusive education. That is why I requested 
whether I could partly carry out the data collection while staying in Zambia. 

My aim is to provide any useful information for the Ministry of Education in 
Zambia that is found through this research in order to define obstacles, barriers, 
challenges and possibilities in the process of developing inclusive education as part 
of intercultural co-operation. 

If you will be an informant for this study any information that you will provide 
will be dealt with in confidence. During the research, as well as in articles and 
reports linked to research, there will be anonymity of informants, which means that 
no-one can realise who has provided what information.

If you have any questions or requests for clarifications, please, do not hesitate 
to contact me. I would appreciate, if you could return attached questionnaire to me 
by May 9th 2003 by e-mail or by post.
Yours sincerely,
Hanna Alasuutari hanna@zamnet. zm 
In Lusaka: ESSP III, Sable Road 28B
In Solwezi: Provincial Education Office, P.O. Box 110098, Solwezi
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Appendix 2
Copy of a questionnaire for the research participants in English (2003)

QUESTIONNAIRE

For persons involved in ”inclusive education activities” in Southern Africa.

Please, continue answering the questions on a separate paper if needed. Do not 
forget to mention the numbers of the questions on the separate paper.

Background information:
• Please mention your gender:
• How long have you been/were you working in Zambia with this programme?
• Do you have any other work experience in similar contexts? If yes, please 

mention at least the continent.

1. What do you understand by successful partnership/co-operation?
2. What kinds of means are the best when aiming towards successful partnership 

in your view?
3. What kinds of conditions would be needed so that successful partnership would 

be possible to reach?
4. How are/were the goals of the activities chosen within the inclusive education 

component?
5. Has the partnership been successful in your view in your work during the time 

you have been working within the programme?
i. If yes, please describe.
ii. If no, please describe what kinds of problems appeared. Could you also 

describe what kinds of means and conditions would be needed for the 
partnership to be more successful?

6. If there have been difficulties or disagreements, have they been caused by 
different cultural or some other aspects? You can explain in general terms, or 
specify if possible.

i. If yes, could you describe in general or more detailed terms how they 
appeared?

ii. If yes, how were they handled?
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7. Have the ideas and views of the main concepts (such as ’inclusive education’, 
’special needs education’ etc.), as well as policy and practical applications of 
those terms, been similar among different stakeholders? Were the Zambian, 
Finnish, Danish, and Irish perspectives similar? Please specify and give 
examples

i. How are these practical applications of inclusion that took place in 
Zambia viewed by Zambians?

ii. How are these practical applications of inclusion that took place in 
Zambia viewed by the Danes, Finns, Irish? 

8. What differences in views and conflicts were faced in the planning and 
implementation processes?

i. How were the different opinions, disagreements, and/or conflicts 
handled?

ii. Was the work based on partnership and equity in your view?
9. What suggestions are there towards more equal and beneficial intercultural 

partnership in the future? You can suggest e.g. improvements on: policy, 
institutional and grass-roots level (contents, personnel, ways of working)

10. 10. What do you consider to be the biggest obstacles or barriers for more equal 
and beneficial intercultural partnership in development co-operation?

Thank you very much for your time and co-operation in answering this questionnaire!
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Appendix 3
Copy of a questionnaire for the research participants in Finnish (2003)

Kysymyslomake henkilöille, jotka ovat työskennelleet tai työskentelevät inkluusion 
ja erityisopetuksen alueella Sambiassa.

Voit halutessasi käyttää lisäpaperia vastauksiisi. Tämä kysely on mahdollista 
täyttää myös sähköisesti. Saat sen halutessasi pyytämällä osoitteesta hanna@
zamnet.zm.

Taustatietoja:
• Sukupuoli:
• Kauanko olet työskennellyt/ työskentelit tässä ohjelmassa?
• Onko sinulla muuta kokemusta samanlaisista työtehtävistä ja samanlaisista 

työolosuhteista? Jos kyllä, niin mainitse ainakin maanosa. 

1. Mitä ymmärrät onnistuneen kumppanuuden (partneruuden)/ yhteistyön 
tarkoittavan?

2. Millaiset keinot ovat parhaita sinun mielestäsi, kun tavoitteena on onnistunut 
kumppanuus?

3. Millaiset olosuhteet tarvittaisiin, jotta onnistunut kumppanuus olisi mahdollista 
saavuttaa?

4. Miten aktiviteettien tavoitteet valitaan/ valittiin inkluusion ja erityisopetuksen 
osa-alueella, jossa työskentelet /työskentelit?

5. Onko kumppanuus mielestäsi ollut onnistunutta sinä aikana kun olet ollut/ olit 
työssä tässä ohjelmassa?

i. Jos kyllä, kuvailisitko tarkemmin?
ii. Jos ei, kuvailisitko minkälaisia ongelmia on esiintynyt? Kuvailisitko 

myös, että millaiset keinot ja olosuhteet olisivat tarpeellisia, jotta 
kumppanuus olisi onnistuneempaa? 

6. Jos ongelmia tai erimielisyyksiä on ollut, ovatko ne muodostuneet eri 
kulttuuristen tai muiden syiden takia? Kerrotko niistä tarkemmin, jos se on 
mahdollista?

i. Jos ongelmia on ollut, voisitko kertoa yleisesti tai tarkemmin, että 
mitten ne tulivat esiin? 

ii. Jos ongelmia on ollut, miten niitä käsiteltiin? 
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7. Ovatko ajatukset pääkäsitteistä (kuten ’inclusiveeducation’, specialneedsed-
ucation’ jne.) olleet samanlaisia kaikkien osapuolten keskuudessa? Ovatko 
myös strategiat (esim. ’policy’) ja käytännön sovellukset noista termeistä ol-
leet samanlaisia eri osapuolten välillä? Ovatko/ olivatko sambialaiset, suoma-
laiset, tanskalaiset ja irlantilaiset perspektiivit samanlaisia? Kerrotko tarkem-
min ja anna esimerkkejä, jos mahdollista?

i. Mitä mieltä sambialaiset ovat niistä käytännön sovelluksista, joita 
toteutettiin Sambiassa?

ii. Mitä mieltä suomalaiset, tanskalaiset ja irlantilaiset ovat niistä käytännön 
sovelluksista, joita toteutettiinSambiassa? 

8. Millaisia näkemyseroja ja konflikteja on tullut /tuli esiin suunnittelussa ja 
aktiviteettien toteuttamisen prosesseissa? 

i. Miten eri mielipiteet, erimielisyydet tai/ ja konfliktit käsitellään/
käsiteltiin?

ii. Perustuuko/ perustuiko työ mielestäsi kumppanuuden ja tasa-arvon 
periaatteille?

9. Millaisia ehdotuksia sinulla olisi tasa-arvoisempaan ja hyödylliseen 
kulttuurien väliseen kumppanuuteen tulevaisuudessa? Voit ehdottaa 
parannuksia rakeenteellisesti liittyen myös esim. ’policy-tasollekin’ tai sitten 
ruohonjuuritasolle (sisältöjä, henkilöstöä, työtapoja).

10. 10. Mitkä mielestäsi ovat suurimmat haasteet, vaikeudet tai esteet tasa-
arvoisemmalle ja hyödyllisemmälle kulttuurien väliselle kumppanuudelle 
kehitysyhteistyössä?

Kiitos ajastasi ja energiastasi vastatessasi tähän kysymyslomakkeeseen!
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Appendix 4
Copy of the semi-structured interview framework in English (2004)

BACKGROUND INFORMATION:
• What is your education background?
• Could you describe your former work experiences? 
• Could you describe your current work and the main tasks you have in it?
• May I ask how old you are?
• May I ask your marital status?
• Do you have any children, if yes, how many?
• May I ask about your national and ethnic background?
UNDERSTANDING THE TERMINOLOGY 
• How do you understand ’partnership’ – how would you define it as a term?
• How do you understand ’ownership’ – how would you define it as a term?
• How do you understand ’equity’– how would you define it as a term?
• How do you understand ’intercultural’–how would you define it as a term?
MEANS AND CONDITIONS FOR SUCCESSFUL PARTNERSHIP
• What are the means and conditions for successful partnership when looking at 

your work and particularly when working closely in a multicultural working 
relationship?

• Has the partnership been successful in your view in your work during the time 
you have been working within the programme?

 ° If yes, please describe.
 ° If no, please describe what kinds of problems appeared. Could you also 

describe what kinds of means and conditions would be needed for the 
partnership to be more successful?

CHALLENGES OF PARTNERSHIP
• If there have been difficulties or disagreements, have they been caused by 

different cultural or some other aspects? You can explain in general terms, or 
specify if possible.

 ° If yes, could you describe in general or more detailed terms how they 
appeared?

 ° If yes, how were they handled?
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WHAT ARE THE POLICY AND PRACTICAL APPLICATIONS OF 
PARTNERSHIP IN THE CONTEXT OF DEVELOPING INCLUSIVE AND 
SPECIAL NEEDS EDUCATION IN ZAMBIA
• Could you briefly explain your views and ideas on inclusive education?
• Were there any differences in opinions or views in the process of choosing 

practical applications for implementing inclusive and special needs education 
in Zambia? 

• Were there any differences in the professional values of people working 
together? 

• What are your views about the implementation of inclusive education in 
Zambia?

• Were there any differences in views, or conflicts faced in the planning and 
implementation process of inclusive education? If yes, how were the different 
opinions, disagreements, or/and conflicts handled? 

SUGGESTIONS FOR MORE BENEFICIAL CO-OPERATION IN THE FUTURE
• What do you consider to be the biggest obstacles or barriers for more equal and 

beneficial partnership in development co-operation?
• What suggestions do you have towards more equal and beneficial partnership 

in the future? (You can suggest e.g. improvements on policy, at institutional 
and grass-roots level (contents, personnel, ways of working)
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Appendix 5
Copy of a letter to request research participants for the narrative interview (2007)
Dear Madam/Sir, Oulu 10.4.2007
I am writing a doctoral study at the University of Oulu in the Department of 
Educational Sciences and Teacher Education, focusing on the conditions for co-
operation in the context of education sector development co-operation in Zambia. 
We met in Zambia in 2004 last time when I was doing my second data collection 
for my doctoral thesis. I will be visiting Zambia again in mid April 2007 and would 
like to ask if you could participate in the research interview once again if you only 
have time for it? I am asking the possibility for another interview with you, in 
order to clarify some issues we talked about during our last interview and in order 
to get some more information for understanding conditions of co-operation in the 
education sector development co-operation more deeply. 

In my third data collection, I am interested in the life stories of people who 
are working or have worked in the development co-operation – how they ended 
up in the career, what factors in their lives affected choosing this career, what their 
work is like, and what difference this kind of career has made in their lives. I 
would very much appreciate it if you could tell me your life story the way you 
choose to tell it. I would like you to tell me about the experiences that have been 
supportive, challenging, or somehow meaningful for you both in your professional 
and personal life. In practice, I am asking if we could meet again for one or two 
hours during the time 16.4.-2.5.2007 when I will be in Zambia, if it would suit 
you? I will use the material of the interview only for my study and will write my 
report in such a way that everyone’s anonymity is guaranteed. If you are interested 
in the results of my study so far you can find two of my published articles from 
the following publication: Rauni Räsänen & Johanna San (eds.). 2005. Conditions 
for Intercultural Learning and Co-operation, which can be purchased also online: 
http://www.kasvatus.net/english.html

If you are willing to participate in this research once more through a research 
interview, could you please let me know by e-mail (hanna.k.alasuutari@oulu.fi ) 
as soon as it is possible? Do not hesitate to contact me in order to ask for more 
information!
With best wishes, 
Hanna Alasuutari
Researcher, Department for Educational Sciences and Teacher Education, 
P.O. Box 2000, University of Oulu, Finland. E-mail: hanna.k.alasuutari@oulu.fi, 
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Appendix 6
INTERVIEW FRAMEWORK 2007

I am interested in the life stories of people who are working or have worked in 
development co-operation – how they ended up in the career, what factors in their 
lives affected the choice of this career, what their work is like, and what difference 
this career choice has made in their lives. 

I would very much appreciate it if you could tell me your life story – the way 
you choose to tell it. I would like you to tell me about the experiences that have been 
supportive, challenging, or somehow meaningful for you both in your professional 
and private life.

You could begin from where you like and use the amount of time you want to. 
I will listen to you first without interruption and make only some notes for later 
use. After that I might ask some questions in order to clarify points I maybe have 
not understood. 

You can think of your life as a journey that still continues and where there 
are other people on the way as well. You can describe what kinds of crossroads 
you have entered and what kinds of paths you have chosen during your journey. 
You can talk about the people, incidents, encounters, and scenery on your way in 
the world and in work. You can describe successes and failures and conditions for 
fruitful work. 
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Appendix 7
SEMI-STRUCTURED INTERVIEW FRAMEWORK FOR UP-DATE 
INTERVIEWS IN ZAMBIA APRIL-MAY 2007

PARTNERSHIP EXPERIENCES
1. Could you talk about the co-operation and partnership in the education sector 

in Zambia? Whatkind of experiencehasitbeen? 
2. What kinds of changes in co-operation and partnership have there been during 

the time you have been working in the education sector in Zambia?

OWNERSHIP EXPERIENCES
3. What kind of experience do you have about the ownership in the education 

sector in Zambia during the time you have worked there?
4. Who has the ownership in your view in the education sector in Zambia at the 

moment?

SITUATION OF SPECIAL AND INCLUSIVE EDUCATION
5. How are the issues of special and inclusive education taken into account in the 

current education sector co-operation? 
6. Has the role of special and inclusive education changed in the education sector 

during the past 6–7 years? 
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