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Abstract 

Capability development in an Ethiopian context – 
A study of the AKAKI College 

In this thesis there is a focus on providing and promoting capabilities through higher education 

for young underprivileged female students in Ethiopia. There are many reasons for 

discrimination. Firstly, these students are discriminated because they are young females in a 

patriarchal society; Secondly, they are underprivileged, and many of these students are 

abandoned or have weak family connections; as is a problem in a country where tribe, clan and 

families are of great importance; Thirdly, due to lack of resources in the community where they 

belong, rather few young females have access to any education at all, and only a few percent in 

the whole country, have access to higher education.  

By studying the Human Development and Capability Approach (HDCA) and the lists of 

capabilities created by and through education of several researchers, I also generated my own 

set of capabilities. Through a qualitative fieldwork and a hermeneutic approach I searched for 

possible capabilities promoted at the AKAKI College. I applied semi-structured interviews of 

the teachers and participant observation in my social contact in the context of AKAKI College. 

The teachers at AKAKI are more than moduleôs instructors; they are obliged by their 

curriculum to be active in the students social life, to advice and counsel the students to develop 

their personality, to be motivated and to aspire and plan for a good life for them selves and 

others, and to keep a good contact with the community to which they belong. Teaching and 

http://www.project-e.eu/wp-content/uploads/2010/0
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testing are closely related, also at the AKAKI College where the teachers are obliged to follow 

the SWOT-analyses (strength, weakness, opportunity, and threat) to assess students strengths 

and weaknesses, as well as threats and opportunities, in order to promote sustainable 

capabilities that provides important life-skills and a sustainable development. Additionally 

AKAKI College want to educate a workforce for the Ethiopian market, as is claimed through 

their curriculum in order to follow the Human Capital Approach (HC). In HC one claims that 

the uneducated masses are a countryôs hidden assets, and by providing education one can raise 

the countries GNP; While in the HDCA, ñHuman development goes much further than human 

capital approach in thinking about the ways in which education enhances freedomò 

(Unterhalter, (2007: 214). To achieve functionings such as getting a job that requires literacy is 

by Vaughan (2007:117) considered as ñeducational agencyò. This is closely related to each 

individualôs visions and choices in their search for educational functionings through choices of 

capabilities and substantive freedoms.  

Through my research of my main question:  

ñHow does the AKAKI College in Ethiopia promote the development of capabilities for 

underprivileged female students?ò 

I tried to find possible paths for human development through the capabilities promoted by the 

institution of AKAKI College that will increase economic and social development for young 

unprivileged females, not only for the society. The AKAKI Collegeôs curriculum are providing 

academic knowledge and life-skill and hereby promoting important capabilities for their 

students. The whole program at the institution of AKAKI College hinders dropouts through 

their financial support, the boarding and the diverse health and social security programs. I 

found that the AKAKI College motivate and inspire students to put the achieved and chosen 

capabilities into functionings and to use ñtheir actual freedom to be and to do what they valueò 

(Nussbaum 2011:18).  

My main references for information of the Ethiopian educational system were Lasonen et al 

(2005) and Gulliksen & Audensen (2013), in addition to HERQA (2006). Through studying 

different development reports I learned about the past central focuses of human development, 

in special the ñSustainability and Equity: A Better Future for Allò (HDR-a, (2011). My choice 

of theory Human Development and Capability Approach (HDCA) is enlightened by studying 

literature by the main contributors to HDCA, Amartya Sen (1999; 2009) and Martha Nussbaum 

(2011) who focus on development of capabilities, and peopleôs freedom to put them into 

practice. Additionally, I have studied different HDCA researchers focus on capabilities 
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developed through education i.e. Robeyns, Biggeri, Terzi, Flores-Crespo, Vaughan, and Walker 

(referred in Walker and Unterhalter, 2007), and in Deneulin & Shahani (2009). 

http://www.newlife.org.et/images/gallery/college/_0000s_0002_first batch graduation day.jpg
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Sammendrag 

Capability development in an Ethiopian context – 

A study of the AKAKI College 

I denne avhandlingen fokuserer jeg p¬ hvordan en kan formidle og utvikle kapabiliteter 

gjennom hßyere utdanning for unge underpriviligerte kvinnelige studenter i Etiopia. Der er 

mange grunner for diskriminering; For det fßrste i et patriarkalsk samfunn s¬ er disse kvinnene 

diskriminert p¬ grunn av sitt kjßnn. For det andre er de underpriviligerte fordi de er foreldre-

lßse eller har svake familiÞre b¬nd, noe som kan vÞre et problem i et land der stamme, klan og 

familie spiller en stor rolle. For det tredje, grunnet manglende ressurser i lokalsamfunnet, er det 

f¬ unge kvinner som f¬r tilbud eller adgang til utdanning og p¬ landsbasis er det bare noen f¬ 

prosent som har adgang til hßyere utdanning. 

Ved ¬ studere Human Development og Capability Approach (HDCA), og ulike kapabilitets-

lister som er laget av flere HDCA forskere for bruk i utdannings-ßyemed besluttet jeg ¬ forme 

mitt eget sett av kapabiliteter. Jeg benyttet en kvalitativ metode og en hermeneutisk tilnÞrming 

til mitt feltarbeid ved AKAKI College. I min hermeneutiske sßken etter mulige kapabiliteter 

benyttet jeg derfor en çsemi-strukturertè intervjuguide for intervju av lÞrerne, og deltagende 

observasjon i sosial kontakt med lÞrere og studenter ved AKAKI College. 

LÞrerne ved AKAKI er mer enn faglige instruktßrer; ut fra fagplanene er de bundet til ¬ vÞre 

aktive i studentenes sosiale liv, vÞre r¬dgivere og konsulenter slik at studentene kan utvikle sin 

personlighet, bli motiverte for utdanningen og inspirerte til ¬ planlegge et godt liv for seg selv 

og andre, og lÞre studentene til ¬ bevare et godt forhold til sitt eget lokalsamfunn. 

Undervisning og evaluering er nÞrt knyttet sammen, og p¬ AKAKI College er lÞrerne bundet 

til ¬ fßlge SWOT analyser, for ¬ evaluere studentenes styrke og svakheter, deres trusler og 

muligheter for ¬ bidra med utvikling av kapabiliteter for ¬ utvikle faglig kunnskap og gi en 

bÞrekraftig utdanning. I tillegg sier fagplanene for AKAKI College at lÞrerne skal utdanne en 

arbeidsstyrke for det Etiopiske markedet, i tr¬d med Human Capital tilnÞrmingen (HC). HC 

erklÞrer at alle analfabeter er landets çmenneskeligeè kapital, og ved ¬ bidra til opplÞring vil 

de ved sin utdanning og arbeidskraft kunne bidra til ßkning av landets GNP; Derimot innen 

HDCA er den menneskelige utvikling viktigst fordi en her er opptatt av hvordan utdanning 

bidrar til frihet. ñHuman development goes much further than human capital approach in 

thinking about the ways in which education enhances freedomò (Unterhalter, 2007:214). 
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Functionings som bidrar til et arbeid som krever leseferdigheter, betrakter Vaughan (2007:117) 

som en ñeducational agencyò, og dette er nÞrt knyttet til den enkelte students visjoner og 

valgmuligheter i deres sßken etter mulige utdannings-funksjoner gjennom valg av kapabiliteter 

og personlig frihet. 

Gjennom mitt hoved- forskningsspßrsm¬l:  

ñHow does the AKAKI College in Ethiopia promote the development of capabilities for 

underprivileged female students?ò  har jeg prßvd ¬ finne en vei for menneskelig utvikling 

gjennom de kapabilitetene som er fremmet ved NLCC AKAKI College, som vil bidra til ¬ ßke 

ßkonomisk og sosial utvikling for unge underprivilegerte kvinner, ikke bare for samfunnet. 

Undervisning etter fagplanene for AKAKI College bidrar til akademisk kunnskap og livslang 

lÞring som er viktige for den enkelte students utvikling av sine kapabiliteter. Dessuten bidrar 

de finansielle bidrag, internatet og tryggheten ved de ulike helse- og sosial-program til at en 

ikke har çdrop-outsè. Opplegget ved institusjonen AKAKI College motiverer derfor studentene 

til ¬ benytte seg av sine valg kapabiliteter og sin frihet til ¬ vÞre og ¬ gjßre det de ser som 

viktig; ñtheir actual freedom to be and to do what they valueò (Nussbaum 2011:18).  

Sentrale kilder for informasjon om utdanningssystemet i Etiopia har vÞrt Lasonen et al (2005) 

og Gulliksen & Audensen (2013), i tillegg til HERQA (2006). Studier av ulike Human 

Developments rapporter (HDR) har bidratt til kunnskap om sentrale fokuseringer for 

menneskelig utvikling i ulike epoker, sÞrskilt òSustainability and Equity: A Better Future for 

Allò (HDR-a, (2011). Mitt teorivalg, Human Development and Capability Approach (HDCA) 

er belyst gjennom studier av de to viktigste bidragsyterne Amartya Sen (1999; 2009) og Martha 

Nussbaum (2011) som fokuserer p¬ utvikling av kapabiliteter, og menneskers frihet til ¬ sette 

disse ut i praksis. Videre har jeg studert andre HDCA forskere som fokuserer p¬ ulike former 

for kapabilitetsutvikling gjennom utdanning, f.eks. Robeyns, Biggeri, Terzi, Flores-Crespo, 

Vaughan, and Walker (referert i Walker and Unterhalter, 2007), samt Deneulin & Shahani 

(2009). 
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1. Introduction  

ñWe do not mean merely freedom from restraint or compulsion [é] when we speak of 
freedom as something to be so highly prized; we mean a positive power or capacity of 
doing or enjoying something worth doing or enjoyingò (Green 1881). 

In particular in a patriarchal society, improvement of femalesô freedom may be of importance 

for overall human development and poverty reduction (Sen, 1999:3). Freedom in general is of 

great importance for human development, as it has been for democratization of the industrial 

world, like the power of freedom previously was perceived by the English ethical, philosopher 

Green, quoted above (sited in Deneulin & Shahani, 2009:33). Due to my interest in human 

development and my pre-understanding of human development promoted through education, I 

generated this title for my master-thesis: How does the AKAKI College in Ethiopia promote the 

development of capabilities for underprivileged female students?ò  

This led me to study the paths of the different human developmental approaches in the 20th 

century, which pinpointed the Human Development and Capability Approach (HDCA) that 

calls for sustainability and empowerment. HDCA was created by the Indian economist 

Amartya Sen and his main contributor, the American philosopher Martha Nussbaum, and later 

followed by several HDCA-researchers, such as: Robeyns, Biggeri, Terzi, Flores-Crespo, 

Vaughan, and Walker (all referred to in Walker and Unterhalter, 2007).  

HDCA mainly focuses on development that promotes peopleôs opportunities and choices of 

freedom in order to achieve wellbeing and decent, valuable lives. In the opening sentence of 

ñDevelopment as Freedomò Sen (1999:3) states: ñDevelopment can be seen [...] as a process of 

expanding real freedoms that people enjoy.ò Concerning freedom given through education, Sen 

says that one has to consider not only the present freedom, ñbut also the childôs freedom in the 

futureò (Sen cited in Flores-Crespo, 2004:53). Through a qualitative fieldwork in the light of 

HDCA my aim is therefore, to study capability development in an Ethiopian context, by  

analyzing if the AKAKI College can promote and contribute to opportunities or substantive 

freedoms for underprivileged female students.  

Though the official main language is Amharic, English is the second official language in 

Ethiopia, though therefore I was therefore able to use the English language all through my 

fieldwork without the need for an interpreter. I decided to write in English because I sense the 
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importance of my research-result to be obtainable for the staff and administration of New Life 

Community (NLC), the staff at the AKAKI College, and educators elsewhere in Ethiopia. 

Besides, all the main literature of HDCA and the development-reports, as well as my other 

research material are written in English.  

1.1. Background for my thesis-project 

When I moved to Bangladesh to work as a teacher, I met the life of slum-dwellers at the gate to 

my house. In cooperation with a Norwegian and a Bengali medical doctor we initiated a private 

development project close to a Muslim graveyard, with financial help from friends in Norway. 

In our backyard we provided medical and social help for older people, destitute women and 

their children. This guided me into a close contact with many slum-dwellers, and also gave me 

a chance to practice the Bengali language through small talks and discussions that revealed how 

the slum-dwellers adapted to their life-situation of social, cultural constraints and economic 

limitations. Mostly they focused on positive events in their life and concentrated on their daily 

workload. They seldom talked about their own lack of wellbeing, though they were eager to ask 

me to help their neighbors in need. I realized that is very important to promote direct, active aid 

to women, or in Senôs own words (1999:189) that new opportunities of choice and action must 

consider women as ñno longer [é] passive recipients of welfare-enhancing helpò: I often met 

women who managed to improve their wellbeing by creating sustainability for their families, 

and who inspired others to be inventive, dynamic, and ñto act on behalf of their aspirationsò 

(Deneulin and Shahani, 2009:37). In spite of barriers and constraints, these women ñwanted to 

be active agents of change: the dynamic promoters of social transformations that can alter the 

lives of both women and menò (ibid). 

Most of the female slum-dwellers had no permanent address; consequently they were officially 

unregistered, and therefore were denied public human rights such as; health service, social 

security, and access to proper education. As soon as these destitute women realized that I was a 

teacher at the Scandinavian school where my children were enrolled, they asked me to start a 

primary school to fulfill their future aspirations of educational opportunities for their own 

children. I mentioned this to my organization, and later my colleague and I were invited to 

create a basic survey for establishing a new primary school for slum-dwellers and we started a 

search for accessible educational opportunities in this area. Through voluntary work teaching 

English to help students from a nearby slum for admission to seventh grade in a government 

school, we then became aware of the vulnerability of women and their daughters. As soon as 
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the girls reached puberty, most of the talented young girls from our urban area were sent to the 

rural districts to get married, in order to prevent sexual abuse; even the police from a nearby 

police-station were said to be among the assailants. Those who completed primary school in 

early adolescence, were the best assets, and got the richest husbands. Puberty often appears two 

to three years earlier among girls with malnutrition and low healthcare; both a primary 

education and an early marriage gave them the needed protection; by being literate these girls 

were attractive ñassetsò for many poor rural families, because these families received a gift, a 

ñdowryò, for their young daughters. Unfortunately, free access to further educational 

opportunities were not enough to let them stay in school.  

After these years among destitute slum-dwellers in Bangladesh I gained a further interest in 

education and human development and studied development approaches as Education for All 

(1990), the Millennium Goals (2000) and CEDAWôs resolutions in that same period. My 

further acquaintance to schools and health organizations in East Africa illustrated that access to 

education, health-information and social care may lead to valuable life-changes, and I realized 

that Ethiopian womenôs development and their lack of educational opportunities in many ways 

are similar to the unprivileged women of Bangladesh.  

1.2. A short description of the past Ethiopian development and the 

research-field  

Ethiopia is one of the poorest countries in the world; this has led to a lack of access to 

healthcare, education, and social opportunities especially for women in the rural and in the 

more deprived urban areas. The impeded human development and lack of educational rights 

also reduces equality, which was the economic and social background for establishing the 

educational New Life Community (NLC), an Ethiopian non-governmental organization (NGO), 

the in 1994, and the New Life Community College ñAkaki Campusò (NLCC or AKAKI 

College) in 2009; located in a southern sub-city of Addis Abeba. The AKAKI College enrolls 

15 young underprivileged students each year for a 3-years secretarial education. The institution 

encloses a college building, a kitchen and a canteen for students. Their boarding is situated in 

small rented flats in the local area of the college. Their teachers are young and well-educated, 

and most of them have experiences from higher educational institutions.  

Ethiopian human development has been hampered due to its previous financial, social, and 

political situation; this will be briefly exposed in my next section. Ethiopia is facing many 
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development challenges due to long periods of unstable and ineffective governments, 

continuous wars, famines, and unemployment among the poor rural population, which has led 

to increased urbanization, and presenting challenges for the uneducated masses to make a 

suitable living. Several developing countries have common features that hamper education, 

such as high birthrates, teenage pregnancies and traditional cultural factors that interrupt 

schooling, such as attitudes to femaleôs education, and the effects of initiation rites, and 

Ethiopia is no exception. Phillips & Schweisfurth, (2008:64) conclude that development goals 

ñcluster into two broad categories, economic and socialò.  

In a developing country like Ethiopia the term development is probably best explained by its 

antonyms, and the different dimensions of educational implications for under-development; 

which include demographic, economic, resource, violence, health, and cultural contexts 

(Harber & Davis cited in Phillips & Schweisfurth, 2008:63). The development history of 

Ethiopia is endowed with examples of any of these dimensions. Poverty makes people 

vulnerable to sickness by reducing their access to proper healthcare. Prevalence of AIDS and 

HIV among the adult population produces AIDS orphans and infected children, as well as 

creating a loss of educated people in the whole society.  

1.3. Ethiopian educational development through the lens of HDCA 

Ethiopia is also behind the curve in the implementation of educational rights. As in many 

developing countries education has been a privilege of the rich and not a public human right 

(ibid). Schools and their provision are affected, as can be seen in a shortage of educated 

teachers, the lack of school- materials, school-facilities, funding for  salaries(ibid).  

Firstly I will give a brief introduction of HDCA and why I found it useful. When the Indian 

economist Amartya Sen introduced Capability Approach (CA), this was promoted as a new 

normative framework for policy decision-making by providing capabilities. In his Capability 

Approach people are considered to be the means and end of development. The core concepts 

of CA are a personôs functionings, her beings and doings, and the actual opportunities or 

freedom to realize her capabilities (Robeyns, 2006:351). It was therefore termed the capability 

approach. With the aim of providing a better understanding of CAôs core concepts Sen claims 

that all governments ought to assess the status of human development (HD). Even if human 

rights and human capabilities draw inspiration from the same ideas, they will differ, and Sen 

suggests a combination of these concepts that will fulfill human rights (Sen, 2005:152). 

Nussbaum agreed to most of Senôs approach, and by focusing on each individualôs social 
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well-being and their capabilities, they developed and achieved common means and 

improvements of HDCA.  

Sen (2003:44) underlines that freedom is the end and means of both social and economic 

development: ñCapability reflects a personôs freedom to choose between different ways of 

livingò, and ñcapability will influence the individualôs possibilities to be an agent in her own 

and othersô livesò (ibid). By capabilities one may assess ñwhat people are actually free to be 

and to do, rather than how much money they haveò (Sen cited in Walker 2006:5). The breadth 

of human development (HD) is revealed in the adjusted definition that emphasizes wellbeing, 

justice, empowerment, and agency: 

 ñHuman development is the expansion of peopleôs freedoms to live long, healthy and creative 
lives; to advance other goals they have reason to value; and to engage actively in shaping 
development equitably and sustainably on a shared planet. People are both the beneficiaries 
and drivers of human development as individuals and in groupsò (HDR-a, 2010:22).  

As a protest and reaction to the existing economic development theories and the lack of an 

adequate evaluation of human development Amartya Sen and the economist Mahbub ul Haq 

stressed that HD has to concentrate on the agency of people, and ñhow to integrate people into 

development as both means and an endò (Haq, 1995:3-4). A vital aspect of a sustainable HD 

is to share and secure life opportunities as well as to provide equity in both intra- and inter-

generational distribution (Haq, 1995:18-19).  

This initiated an amalgamation of the capability approach (CA) and a sustainable human 

development (HD) introducing the Human Development and Capability Approach (HDCA), 

which also became the starting point to an adjusted human development index (HDI) from 

2010. This combination of HDCA and later methodical and technical improvements of data 

provided more accurate data; these subsequent changes of assessments and indexes brought 

HDCA into many development programs. Though I am not assessing HD in my thesis, the 

specific data approved by the generated new indexes are essential in order to promote 

frameworks for new development projects, and to compare human, social, and political 

development, as was the case for establishing the institution of the AKAKI College. 

1.4. The content of this thesis  

I will initiate my thesis by giving a brief summary of the political and educational history of 

the developing country of Ethiopia as will be carried out in the second chapter. Due to the 

political, social and economic setting, destitute Ethiopian females are denied access to 
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schooling and the human development that is a product of education. Therefore, in my third 

chapter I will reveal how deficiency of human development and educational opportunities 

initiate educational assistance from many NGOôs such as New Life Community (NLC) and 

NLCC. I will also introduce the context and the aim and goals of the institution of AKAKI 

College, the selection of students, and the provisions promoted through the curriculum and 

their strategic plan. 

In my fourth chapter, my choice of theory the Human Development and Capability Approach 

will be presented. Here I will briefly reveal the background of HDCA, the improved 

definition of human development, as well as the central tenets of HDCA that are the new 

terminology for development: capabilities, functionings and agency, introduced by the 

common visions of Sen and Nussbaum. The main part of chapter four will be the role of 

education to human development that includes well-being by expanding freedom, agency and 

empowerment. Providing a path for a ñgood lifeò through the capability of education and to 

be an educated person is a main achievement of HDCA. In a deprived, patriarchal country 

ñunequal social and political circumstances lead to unequal chances and unequal capacities to 

chooseò (Nussbaum, 2000:31), hereby she points to the complexity of adapted preferences 

that may hinder underprivileged females to achieve educational functionings. Furthermore, I 

will describe the relation between HDCA and the liberal education, and the importance of 

higher education in order to provide ñfreedom to lead the kind of lives they have reason to 

valueò (Sen, 1999:14).  

In the end of chapter four I expose Sen and Nussbaumôs problem of capabilities list-making, 

which are followed by Nussbaumôs list of capabilities. Finally I reveal different lists of 

capabilities provided by and through education, generated by different HDCA-researchers.  

I will introduce my chosen method in chapter five, I carried out my qualitative fieldwork by 

doing semi-structured interviews and observations at the AKAKI College, in addition to 

analyze the curriculum of AKAKIôs college and NLCC student handbook elaborated in 2009, 

and the AKAKIôs Strategic Plan of 2012. My interpretations are processed by applying 

Heideggerôs hermeneutic circle (Gustavsson 2000:4). The hermeneutic circle is described as 

ñHow the understanding of parts relates to the understanding of a larger whole. These 

movements back and forth between the parts and the whole in the process of understanding is 

the hermeneutic circleò (Boell & Cecez-Kecmanovic, 2010: 132). 
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Chapter six is dedicated to answer my main research question. In the first sections of the 

chapter I will discuss important capabilities for higher education of young underprivileged 

female students. Finally, I create my own set of capabilities that is presented and talked about. 

My set of capabilities was initiated by looking at Nussbaumôs list of capabilities (2011:33-

34), and I included lists capabilities generated HDCA- researcherôs  provided by and through 

education, such as Robeyns, Biggeri, Terzi, Flores-Crespo, Vaughan, and Walker (all referred 

to in Walker and Unterhalter, 2007). Hereby I answered my first research sub-question: 

ñWhat are central capabilities for young underprivileged female students?ò 

I applied my own set of capabilities to analyze the data from the interviews, and hereby I 

answered my second research sub-question: ñHow do AKAKIôs teachers view the 

development of capabilities for their students?ò 

By analyzing the special events and the promoted development of capabilities at the 

institution of the AKAKI College, through the provided education and the boarding facilities I 

answered my main research question: ñHow does the AKAKI College in Ethiopia promote the 

development of capabilities for underprivileged female students?ò Hereby I reveal the 

relationship between femalesô access and enrolment to education, human and social 

development, and promoted capabilities. Therefore, one ought to promote an education where 

students get opportunities to put their capabilities and provided life-skills into functionings 

that will lead to empowerment. The capabilities provided through education are important for 

promoting studentsô agency and freedom, such as the courage to use their voice, on behalf of 

oneself or others, and to learn and practice critical thinking and discursive reasoning. This 

will lead to independency and self-defense.  
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2. A brief history of Ethiopia’s development  

Ethiopia claim to be one of the oldest countries in the world, and for good reason: because 

ancient remains of human beings, dated to be more than five million years old, were 

discovered recently in the Awash Valley in Ethiopia; not far from where the skeleton of Lucy 

(3.2 million year old) was discovered in 1974. Ethiopians are proud of their history, and the 

fact that they never have been colonized, and therefore claim to be the oldest independent 

African country (Ethiopian Ministry of Policies and Strategies, 2011). The country challenges 

due to long periods of unstable ineffective governments and the lack of employment for the 

poor rural population, is verified in an Amnesty report from 1992:  

Brutal repression marked Ethiopia for 17 years after the revolution. Wars and famines 
devastated the country. Well over a million people are estimated to have died of 
starvation. Hundreds of thousands were killed in civil wars and political violence. 
(Tronvoll & Aadland, 1995:25-27)  

2.1. Famines, unstable politics, and class struggle: A brief historic outline  

Ethiopia ñbecame the first victim of fascist aggression in the 1930sò (Tronvoll & Aadland, 

1995:25-27); their Emperor Haile Selassie (1930-1974) was leading the resistance of Italian 

invasion in 1936. Haile Selassie had to flee the country before the Second World War, but 

was reinstated in 1941 (ibid). Then he claimed that he would implement social, economic and 

educational reforms, however, the country was run by rhetoric democracy only, and a top - 

down authority, which neither reached the rural population nor the remote areas. Due to 

famine and unemployment Haile Selassie was forced to resign in 1974, and the emperor left 

Ethiopia with many unsolved development problems. The new government had few 

autonomous experiences because they completely lacked democratic and political institutions 

and procedures (ibid).  

Ethiopiaôs problems are a manifestation of the cultural and traditionally fastened power-

distance between low and high in the society, between student and teacher, female and male, 

and children and parents. Power distance is explained as ñthe extent to which the less 

powerful members of organizations and institutions (like the family), accept and expect that 

power is distributed unequallyò (Hoefstede, 1991:262). Poor people are not used to think that 

their voices might be heard. Still, ñall societies are unequal, but some are more unequal than 

othersò (ibid), and we might say the latter is the case for Ethiopia as for numerous developing 

countries. 
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The new rulers, the Derg (meaning committee) and their leader Major Mengistu Haile 

Mariam ran the country from 1974-1991. They inherited a politically unstable situation after 

years of neglecting human rights. Mengistu and the Derg established a ñgovernment that was 

socialist in name and military in styleò (Ethiopian Ministry of Policies and Strategies, 2011). 

Their slogan was ñEthiopia tikdem!ò - (ñEthiopia first!ò), but their optimistic promises of 

justice and equality were not fulfilled (Hindenes, 2005:12). More than four fifths of Ethiopiaôs 

population, the rural population had been continuously suppressed, while the countryôs elite 

had a luxurious life.  

 ñEthiopia was torn by a class struggle, it had an explosive need for land-reformò (ibid). The 

Ethiopians had required a land-reform since the 1960s, because all productive land was 

owned by landlords, where the peasants were tenants. The Derg regime introduced a land 

reform, financed and supplied by Soviet Union and Cuba, as part of their massive 

militarization and new communist politics. The Derg regime claimed that all productive land 

should be nationalized; all the landlords had to donate their land to the state (Hindenes, 

2005:161). The peasants were only allowed to cultivate smaller plots around their house. 

However, this was too small to feed a big family. In order to survive, to increase their own 

farmland and the available food supply, many poor farmers married a second or third wife, 

and built them separate huts in a short distance from their first wives (ibid). 

The Derg regime lasted for almost two decades (1974-1991). During the regime the Ethiopian 

economy declined partly due to the ongoing conflict in Eritrea (a guerilla war). The Derg 

were also responsible for the bombing of civilians ñin resistance areas in the north and using 

famine as a means of warfareò (ibid). In 1989 this led to a political cooperation of the main 

Ethiopian tribal groups; ñthe Tigrayan People's Liberation front (TPLF) merged with the 

Amhara and Oromo liberation frontôs to form the Ethiopian Peoples' Revolutionary 

Democratic Front (EPRDF)ò, and they forced Mengistu to flee to Zimbabwe in May 1991 

(Ethiopian Ministry of Policies and Strategies, 2011:1). The continuous changes in political 

priorities by the EPRD-government caused limitations and also reduced the spending in 

public sectors for education, health, and social security (Yizengaw, May 2005:2).  

Ethiopia was now threatened by anarchy, and due to lack of an administration the EPRDF was 

approved by the international society to run the country. They set up a transitional constitution 

and the Transitional Government of Ethiopia (TGE) of 87 strong Council of Representatives, 

with members from EPRDF and other political parties. Finally in June 1994 President Meles 

Zenawi and members of TGE arranged for an election of a multi-party democracy, an 
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assembly of 548 members. Then in the end of the year 1994 TGE adopted the constitution of 

the Federal Democratic Republic of Ethiopia. Elections for the first parliament were held, and 

a new government was installed in August 1995 (ibid). This democratization process provided 

hopes for the future of Ethiopia. However, Ethiopia still lacked democratic and political 

institutions, and the government had little experience with political procedures (ibid).  

2.2. Literacy and educational rights in the Ethiopian context  

Ethiopia has a population of 93 million; the country has 82 tribes, all with their own native 

language. Today the countryôs official language Amharic is spoken merely by one third of the 

population (29.3%), while Oromo (33.8%) and Tigrinya (5.9%) are the two other main 

regional, official languages, and English is the major foreign language taught in schools 

(ibid). Christians and Muslims lives side by side in the urban areas: Orthodox 43.5%, Muslim 

33.9%, Protestant 18.6%, traditional 2.6%, Catholic 0.7%, and other 0.7% (Census of 2007 

cited in CIA Fact-book, 2013:1  

Ethiopia is among the poorest in Sub Saharan Africa. Most of the productive land is still state-

owned or owned by people with political influence (Hindenes, 2005:19,161). Up to nearly 

80% of the population, mostly nomads and peasants are getting the major part of their income 

from agriculture and are culturing a land they do not own, and hereby they are without any 

observable political role (Hindenes, 2005:19). The poorest peasants did however experience 

two essential improvements after the Derg regime: firstly, they were no longer forced to sell 

to fixed prices, they could sell their products for the highest market price; secondly, they were 

no longer forced to give away their children to military forces and to wars (Tronvoll & 

Aadland, 1995:29).  

Implementation of educational rights was delayed due to the past political situation, wars and 

famines during and after the Derg Period, resulting in political, social and economic 

instability. The countryôs huge educational inequalities are reflected through the literacy rate 

(population of 15 years and over that can read and write): Total 42.7% (50.3% for males and 

35.1% for females) (2003 est. cited in CIA Fact-book, 2013:1).  

Far from all data are easily accessible, valid or transparent, and estimations were done 

frequently in Ethiopia, as in many other African countries: in 1985 the literacy rate was told to 

be 66% (HDR 1990:27), however, there are reasons to think that the census of 1985 includes 

neither the remote, rural areas nor the cities slum-areas, though some areas were inaccessible 
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for assessment, or people avoid to answer cultural, personal and sensitive questions such as 

family numbers or people in the village (Crossley & Watson, 2003:43-44). In the city of 

Addis Abeba many semi-literate children drop out of school before they technically achieve a 

permanent literacy, according to a study of Samson in 2001 (cited in Crossley & Watson, 

2003:34:35), and one presumes an even worse situation in the rural areas (ibid). One reason 

might be the lack of training in teacher in their mother-tongue all over the country: - ñthe 

majority of teachers, other than those who teach Amharic, have not been trained in how to 

teach in any of those Ethiopian languagesò (Wossen-Taffesse, 2006:126).   

2.3. Progress of educational development in Ethiopia 

In the early 90ôs the implementation of Education for All (EFA) was delayed because 

Ethiopia lost their promised financial help from president Gorbachev due to the dissolution of 

the Soviet Union (Yizengaw, May 2005:6). At the same time, the World Bank (WB) decided 

to prioritize basic education, and to reduce their previously promised support to all African 

higher education (HE), due to several economic problems with HE and internal resource 

disparities (ibid). The new Transitional Government of Ethiopia (TGE) then in power, 

realized that education was an essential means to reduce their discouraging poverty-picture, 

and they were anxious to ratify Education for All (EFA), and they initiated a cost-free EFA as 

defined in the Dakar framework in 2000 (Lasonen et al, 2005:9).  

Ethiopia had and still has a deficiency of educational research-projects, therefore in 1995; the 

TGE appreciated and initiated cooperation between the Finnish Institute for Educational 

Research and the Ethiopian school authorities. This project intended to concentrate on quality 

improvement and EFA-achievements of Ethiopian and Finnish educational systems before 

2015. They focused on the teachersô educational background, the teacher/pupil-ratio both in 

primary, secondary, and higher education (Lasonen et al, 2005:20). However, the Finish 

group barely completed their research and the project closed down in the end of the 1990ôs, 

partly due to political and economic insecurity brought by the war between Ethiopia and 

Eritrea (ibid). This project still revealed that the country had a lack of teachers and instruction 

materials, and also had a major deficiency of textbooks and school facilities; there was also a 

huge gap of the education provided, primary as well as secondary, in rural and urban areas 

(Lasonen et al, 2005:38).  
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I also observed some of the same problems when I visited diverse schools between 2006 and 

2009. In the countryside and in the poorest urban areas students shared textbooks, seats and 

desks, up to 80 students per class was a common situation. In rural areas language problems 

often leave numerous pupils as semi-literates because they are taught in a different language 

than their native tongue, though they are counted as literates according to years in school, yet, 

ignoring the fact that they are actually illiterate (Lasonen, 2005:38). A free education for poor 

people remains an illusion; parents have to pay for the school uniform, the study materials and 

the exam fee (ibid). 

The student-density and the lack of resources result in long and strenuous work days for 

teachers with relatively low salaries. Hence, many feel a huge gap between their intentions 

and their practical work, which has turned out as ñbrain drainò from the entire educational 

system, although the students enrollment nearly tripled from 1995 to the early 2000 (Lasonen, 

2005:11). ñThe growth of the teaching-core, however, was not as rapid as the growth of the 

student-body, but nearly doubled during the same time period"(Lasonen, 2005:36). The 

Finnish researchers also emphasizes the need of increasing womenôs influence by providing 

better educational opportunities for girls, and focus on the constrains of femalesô lack of 

opportunities to be admitted and to participate in the higher educational system, especially in 

Technical and Vocational Education and Training (TVET) (Lasonen, 2005:60-61). 

2.4. Attempts to create a sustainable higher education in Ethiopia 

Due to governmental reductions of financial opportunities, and relatively few places available 

at public universities there was a flourishing growth of private universities and higher 

educational institutions supported by NGOôs (Puplampu, 2006:5). Puplampu suggests more 

equity and advocates for an increase of the governmentôs resources, and he asks for regulated 

frameworks of higher education and implementation of signed agreements in the aim of 

renewing the educational institutions as a whole (ibid). Ethiopian students who enrolled into 

governmental higher education had no direct charges, and most of the students had ñaccess to 

free board and lodging, at least after the first year of studyò (Chapman, 1999:2). However, 

these benefits were mostly given to the ñmost socio-economically advantaged of Ethiopian 

societyò (ibid). ñWithout a synchronized commitment to both basic and higher education, 

including teacher-education, it was difficult to provide a sustainable educationò (ibid), and at 

the same time girls in primary school occupied only one third of the seats (Wossen-Taffesse, 

2006: 125). The Ethiopian government had to choose the lesser of two evils, because the 
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educational cost of one HE-student at that time was equivalent to 82 elementary-students (-as 

I learned from an early edition of human development report). Though, after the year of 2000 

the government invested in the higher education sector, and in order to make ñuniversities and 

colleges more responsive to the needs of the countryò (ibid), one made attempts to increase 

access, to improve quality relevance etc. Wossen-Taffesse (2006:117) claimed that the 

government seems to accept that a ñminoritized majorityò bears the brunt of poverty while 

producing a higher standard of living for a distinct ñminorityò in power.  

In the future, Ethiopia will need additional skilled specialists to take care of their huge natural 

resources of energy production through oil, gas and water and their valuable minerals i.e. gold 

Access to water through the river Nile is of great importance, and coffee is one of the main 

agricultural export products. Therefore Ethiopiaôs government needs to prepare for a higher 

demand of professionals in order to shape and secure a sustainable economic and educational 

environment. Hence, Yizengaw, (May 2005:4-5) points out that ñit would be a test case for 

any professionals and researchers to look into diversity, uniqueness and complex challengesò 

that Ethiopia will meet in the future that are ñrelevant to the natural resource education and 

researchò (ibid). It is important to keep in mind that the country of Ethiopia does not need as 

much soft-skills as they need skilled workers; in ñtechnical innovations, the natural resources 

management and conservation, as well as exploitation for socio-economic developmentò 

(Yizengaw, 2005:4-5).  

Finally, in 2006 the Ethiopian government legally recognized that the institution Higher 

Education Relevance and Quality Agency (HERQA) was responsible for Ethiopian higher 

education. One implemented a program for higher education and capacity-building in order to 

recognize that access to education is important in ensuring Ethiopiaôs poverty reduction 

program and sustainable development (HERQA, 2006). Later on, the Higher Education 

Strategy Center (HESC) was established along with the National Pedagogic Resource Center 

(NPRC) (ibid). However, ña number of quality-related problems persist. Paramount among 

these is human capacity. There is a general lack of expertise in quality-related processes in 

higher education institutionsò (Ethiopian ministry of education, 2011). From 2011 one year 

was added to Ethiopiaôs 3-yrs. Bachelors degree (Gulliksen, 2013:17), which put an extra 

pressure into solving the deficit of educated teachers, and led to a more serious lack of 

opportunities in Ethiopian higher education. The constrained economy and a low rate of 

participation in higher education resulted in a circular logic that ñhas resulted in a shortage of 
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educated and skilled human resourceò (Yizengaw, May 2005:3). Ethiopia lacked and still 

lacks several thousand educated teachers,  

The reduced resources for HE forced several university employees to leave their jobs, at the 

same time as there was a huge increase of university students, hence, the remaining university 

workforce achieved a less stimulating work situation, which led to reduced research-priority 

and diminished educational quality (ibid). Still in 2006 there was a great need for 

improvement of HE in several African countries (Puplampu, 2006: 34), because many 

educated teachers want to improve their work-situation and search for better paid jobs in 

government administration or in the private sector. The field of teacher-education had a rather 

negative development spiral, and in order to change this negativity HERQA (April 2013) 

organized an Ethiopian national symposium on ñEstablishing, Enhancing and sustaining 

Quality Practices in Educationò. The director of the institute of educational research, Derebssa 

Dufera, then claimed ñeducation becomes the most important factor for development as well 

as for empowering people [é] (and) brings about desirable changes in the way we think, feel 

and actò (Fekadu et al, 2014: 4), therefore ñeducation is considered as a social instrument for 

developing human resources and for human capital formationò (ibid). 

Ethiopian higher educational opportunities were and still are meager, especially for 

underprivileged youths even if educational indexes state that ñenrollment at all levels has 

increased from below 3 million in 1994/95 to more than 20 million in 2012/13ò (ibid). 

Students receive an Ethiopian General Secondary Education Certificate (EGSEC) when they 

complete grade 10; and in order to attend a preparatory class in higher education they need to 

be graded better than the annually decided ñcut off pointò. Although students with a degree 

from private institutions have few possibilities to enroll in any public institution; this is a 

challenge for the Ethiopian government. A few lucky students are advised to pursue technical 

skill training by Technical Vocational Education and Training (TVET), unfortunately only 

3% of the relevant age group is covered by a TVET-institution in 2008, and even fewer 

students are able to enroll in governmental universities (Gulliksen, 2013:17). In addition 

underprivileged youths from the streets and slum areas are incapable of obtaining education, 

due to lack of access to educational and vocational opportunities, therefore, numerous talented 

youths neither have access to education nor job-opportunities; hence, their creative resources 

and social intelligence often are channeled into crime and ñself-help gang-formationò and 

many ends up in prostitution (ibid). 



нс 
 

Ethiopians have faced various constraints for human and economic development through the 

last century, and lack of job-opportunities among the uneducated masses threatens the 

economic development of Ethiopia. Job-hunting in order to provide necessities such as food, 

shelter, clothing, and medicine, as well as the daily care for family members, are competing 

demands of young girlsô time. Femalesô access to education is reduced due to limited 

resources and the common lack of understanding of the assets given by offering higher 

education for young women, hence, many females still are deprived the opportunities to 

obtain a good and meaningful life (Lasonen, 2013: 56-57). Within this specific background 

the educational NGO called the New Life Community (NLC) was established in 1994, which 

is the mother organization of New Life Community College (NLCC) ï the AKAKI College. 
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3. The New Life Community and the AKAKI College: A short presentation  

In 1994 a former Ethiopian refugee, Genet Louseged, returned after more than 10 years in 

Norway, where she had studied economics. In Ethiopia the poverty was even worse than 

when she left, she met people with huge disparity and lack of visions for their future lives. 

Trying to raise poor living conditions for the majority of the population she founded New Life 

Community (NLC) in 1994. The core values of NLC are equity and justice, solidarity, 

integrity, compassion, quality and love ((NLC, 2012). 

Any parents, whatever religious or cultural background, who present a poverty statement 

issued from the community center, may be enrolled in NLCôs school-programs. All NLC-

students receive free schooling, uniforms, and a meal every school-day, besides health checks 

and necessary vaccination throughout the school year. The children are taught in the official 

language Amharic, but they also learn English from their first day at school. By 2012 NLC 

provides basic, secondary, and vocal education for approximately 4,000 urban and rural 

young people within the suburbs of Addis Ababa in Kebeles of Gulele, Mekanisa and Akaki 

Kaliti sub city, as well as in the region of southern Ethiopia; close to Awasa, Yrgalem and 

Shooni. NLC also runs different skills-education and vocational training for adolescents, and 

microcredit for parents, as well as HIV- and water safety projects (NLC, 2012).  

In 2009 the higher education was supplemented by establishing the New Life Community 

College (NLCC) that I refer to as the AKAKI College in my thesis. In the next section I will 

describe the environmental prospects for AKAKI students, and then I will give a brief 

introduction of the AKAKI Collegeôs Curriculum of 2009 and its Strategic plan of 2012.  

I am not doing any critical reflection of the text in the curriculum or in the strategic plan. I 

just consider these documents to be a background for my discussion, to see how they might be 

of importance for the teachersô view of capabilities and the promoted capabilities at the 

institution of AKAKI College. 

3.1. Environmental prospects of AKAKI College students  

The environmental and educational backgrounds for students of AKAKI College are mostly 

as described for NLC above. The AKAKI College is located close to Akaki Kaliti, a sub city 

of Addis Abeba, where the main income is factory-employment with a small contribution of 
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public and private employment. Other household income is generated by peasants who sell 

most of their production or from petty trading (Skjelmerud, 2005:6). The average daily 

family-income is estimated to be USD 1.5. Consequently, the social infrastructure is limited 

due to a high unemployment rate and an average family-size close to six (ibid). It conveys an 

unsustainable situation that leads to a leakage of young people into the nearby sub-areas, 

characterized by high unemployment, a commercial growing sex-marked, and a growing HIV 

and AIDS problem (ibid).The official data of HIV-occurrence among adults, varies from 1.1 

up to 4.4% HIV- infected persons according to the unlike available data (no available data 

from CIA-Ethiopia) (Skjelmerud, 2005:5; UNAIDS-Ethiopia, 2013:1).  

The vision of the AKAKI College: ñThe New Life Community College envisions to be a 
center of excellence where trainees acquire occupational skills, knowledge & attitudes 
that enable them become competent entrepreneurs as they enter into the work forceò 
Nuressa, 2012:4). 

Forty-five underprivileged young females in the age-group of sixteen to twenty are provided 

higher education at the AKAKI College, where the student-staff ratio is 9:1 (ibid). Yearly 

fifteen new students are enrolled in a three years secretarial education that also offers 

financial help, and the college grants resources for necessities through a full-time ñboarding-

arrangementò that includes social security and health care for the entire educational period 

(Berhan et al, 2009:11-12). The first fifteen students received their secretarial certificate in the 

summer of 2012, without anyone dropping out (ibid). The intention was that all students 

would be required to pay back their ñstudent-loanò with ten per cent of their salary per month, 

in a ten years period after completing their studies.  

3.2. Presentation of AKAKI’s Curriculum and the NLCC Student Handbook  

NLCC is proud of being one of the first colleges in Ethiopia that educates secretaries. In the 

introduction of ñNLCC Curriculum of Secretarial Science and Office Managementò it is 

stated that of AKAKIôs three year program will give a ñviable perspective for the future, for 

young women with insufficient meansò (Berhan et al, 2009:5). AKAKIôs Science and Office 

Administration (by Yenew Berhan, Hendrik Doobe, Meseret Kinfe, Isabelle Kuhlee and Seble 

Hailemariam) developed the NLCC Curriculum of 2009, based on the Ethiopian Occupational 

Standard (EOS), Level IV, though they claim that mostly one try to exceed the EOS. The 

College was accredited according to that standard by the Ethiopian National Technical and 

Vocational Education and Training. The academic year has two terms and starts in 
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September/October and ends in July, interrupted by a two weeks spring break in 

February/March (ibid).  

The AKAKI graduates are trained to practice as executive office assistants, which is achieved 

by the following main modules: ñSpecific Office Skills, IT, English and Practical Experience. 

The supportive modules feature Exercises, Accounting, Management and Law as well as Soft 

Skills and General Knowledgeò (ibid). (The modules are revealed in !ǇǇŜƴŘƛȄ нΦύ 

To prepare students for international businesses one will emphasize a strong focus on English 

language skills, as well as soft skills in English business. Therefore, the students learn to type 

both in English and in Amharic, and the students will be provided an intensive IT training, 

supporting Microsoft Office 2007, which will be practiced through the ñmarket orientedò 

internships that is built into the academic curriculum, though this is not integrated in EOS 

(Berhan et al, 2009:5). In addition to the more academic modules the students are to be 

provided social and physical counseling and life-skills education (Berhan et al, 2009:5). 

In order to provide self-confidence and to obtain a perspective on their ñown situation that 

enables them to look positively into the future,ò all AKAKI students initiate their studies with 

an intensive five weeks introduction and motivational period with sociology and psychology 

(Berhan et al, 2009:5, 22). Additionally the social skills are weekly covered through a four-

hour self expression class and through art or sports, (Berhan et al, 2009:22). Concerning 

social aspects one claims that the curriculum exceeds the EOS in several points through 

training in self-expression, arts or sports because the students are offered individual 

development of their personalities through counseling and motivational training, all along 

their education (Berhan et al, 2009:5-6). In addition, the teachers at AKAKI are told to bring 

communication, decision making, and critical thinking as well as numerous interactively 

methods into their teaching; such as ñpresentations, role-plays, pair work, group work, whole 

class activities (including discussions and demonstrations), case studies, practical exercises, 

experience in businesses, information-gap tasks, projects and assignmentsò (ibid). The term 

critical thinking I here describe as: ñCritical thinking examines assumptions, discerns hidden 

values, evaluates evidence, and assesses conclusions [and é] emphasizes recognizing 

fallacies in our thinking and listeningò (Myers, (2003: xv, 11) 

Students and teachersô rights and obligations are printed in the detailed NLCCôs Student 

Handbook (2009), which contains contract of education, a general code of conduct, as well as 

the rules and regulations for the whole institution of AKAKI College,  as well as general 



ол 
 

information and the academic standards (requirements and advisors role). Any changes or 

amendments of this handbook have to be approved by the NLCC project manager and the 

external consultants.  

3.3. Presentation of AKAKI’s Strategic plan of 2012 

The Strategic Management Plan of NLCC ï AKAKI College for 2012-16 is an important tool 

for old and new employees of the AKAKI College. It is developed by the teachers Gashaye 

Nuressa, Masresha Teferi, Mesele Tikuye, Mesert Kinfe, Negesse Teferedegn, Solomon 

Debebe (Nuressa et al, 2012:1).  

The AKAKI staff is required to play an influential part in strengthening the studentsô 

communal bond through social and practical arrangements, and hereby be a part of the 

studentsô non-academic social learning (Nuressa et al, 2012:13). Yearly trips are organized to 

different places in Ethiopia in order to get awareness of the studentsô rich national heritage, 

their culture, history and civilization and to defeat bitterness and cultural disagreement that 

still exist among Ethiopian tribes. Another objective is that this cultural trip may strengthen 

the cultural identity and prevent "brain drain"(ibid), albeit the plan emphasizes a strong focus 

on English language skills, as well as soft skills in English business.  

The students learn to type both in English and in Amharic, and the students will be provided 

an intensive IT training, supporting Microsoft Office 2007, which will be practiced through 

the ñmarket orientedò internships that is built into the academic curriculum, though this is not 

integrated in EOS (Nuressa et al, 2012:11-12). Up to two third of the curriculumôs practical 

part include various office skills, business role plays, and tutored exercises in addition to 

general knowledge of civic science. Here the students are practically trained in handling 

specific office management skills, secretarial knowledge in business and office 

administration, accounting, and law in order to prepare all kinds of business documents and to 

handle diverse communication and methods of organization (Nuressa et al, 2012:11-12).  

The main objectives of this plan are to identify and articulate NLCCôs vision, mission and 

values; and continuously evaluate the NLCCôs extern and intern situation. The goal is to get 

an efficient use of resources, and to articulate and implement aims, aspirations and means so 

that the AKAKI College can identify and plan strategies to prepare workable action plans 

(Nuressa et al, 2012:2).  
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Teaching and testing are closely interrelated, and this plan secures continuity and regular 

assessment of strengths and weaknesses in the learning outcome, skills and knowledge of the 

provided modules, as well as the social learning. Different test- techniques are described in 

order to identify the Collegeôs and the studentsô strengths, weaknesses and their acquired 

theoretical and practical knowledge. Continuous assessments, such as the diagnostic tests of 

subjects taught, the practical internships, and ñthe end of term examsò are also important in 

revision of the unlike modules (Nuressa et al, 2012:52). How the students masters each 

module provide useful information for both parts in order to fill up gaps in knowledge and 

skills and to prepare for the final exams; the NLCC Diploma of Secretarial Science and Office 

Administration (ibid; Berhan et al, 2009:10). 

The teachers are regularly expected to identify and assess the strengths and challenges in the 

purpose to overcome weaknesses and threats by applying the SWOTïanalyzes (Berhan et al, 

2009:10). The result may then be applied in order to utilize opportunities and sustain strengths 

in the organization of the AKAKI College (Nuressa et al, 2012:12, 15). Despite the fact that I 

am not following the SWOTïanalyzes, my study may contribute to reveal opportunities and 

strengths in the organization of the AKAKI College by searching for sustainable capabilities 

promoted at AKAKI College. Then in chapter 4 I will reveal the central tenets of the human 

development and capability approach (HDCA). 
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4. Central tenets of the human development and capability 

approach (HDCA)  

In the first section of the chapter (4.1.), I will briefly describe the background of HDCA i.e., 

the development approaches that have been forerunners of Senôs capability approach (CA), 

and the human development paradigm (HD). With reference to fairness, Amartya Sen 

initiated his work on the capability approach with ñthe Tanner lectures on Human Valuesò 

(1979). In the aim of creating a better future he discussed the terms of equality within 

economic development, and was looking for ña better perspective than can be found in the 

Rawlsian focus of primary goodsò, which he meant was too general (Sen, 2009:231-33). 

Ralws concentrated on ñmeans of livingò, but Sen considered that they are not ñthe actual 

opportunities of livingò or the ends of good living (ibid). Development that calls for more 

sustainability and economic growth is essential, ñbut sustainable development requires that it 

be [sic] different [...] it must translate into human lifeò (Haq, 1995:78). A new definition of 

HD led to new HD- indexes that are important for assessing human development. The 

translation into human lives is one of the main differences between HDCA and the other 

development approaches i.e. basic needs and human capital that will be presented in my next 

section. 

In the second section (4.2.), I will introduce Senôs and Nussbaumôs thinking and I will present 

the concepts of capabilities, functionings, agency, and freedom. Such concepts are also 

important in education, and I will discuss how sustainable education can promote a more 

sustainable development aiming to expand well-being, freedom, agency and empowerment 

for all in the third section (4.3). Within HDCA education is considered to be fundamental for 

the development of capabilities and functionings, and access to education is also a key to 

social and economic well-being (Unterhalter, 2005:5). Therefore, the capability of education 

and the achieved function that is to be an educated person is a main achievement for the 

HDCA protagonists. Despite of common concepts, there are also differences between Sen and 

Nussbaum. In section (4.4.) I will talk about the issue of list-making and Senôs reluctance to a 

fixed list of capabilities as he says that each list has to be debated within its specific context. 

On the contrary, Nussbaum provides a universal list of capabilities. Nussbaumôs basic 

principles in terms of capabilities will be discussed in the end of this section. This will be 

followed (section 4.5.) by Terzi, Biggeri, Robeyns, and Walkerôs diverse lists of capabilities 
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promoted by education, who all applied Nussbaumôs list as a base for their research. Vaughan 

(2007:116-119) claims that educational participation in itself is a capability that enables other 

capabilities, and she differs between capabilities given through education, and those given by 

the side-effects of education (ibid). Her research will therefore be a theoretical base when I 

later crate my own set of capabilities in chapter 6. 

4.1. Development strategies as forerunners for the capability approach 

Different development approaches are tried out in the 20th century with the aim of reducing 

poverty; mainly concentrating on income and resources as: Maslow's hierarchical physical 

needs and the Basic Need aims to cover basic requirements by focusing on consumption and 

capital investments (Maslow, 2013:1; Lele, 1975). Others focuses on a self-regulated market ï 

built on Adam Smithôs ñinvisible handò of 1776, or the role of institutions and country 

ownership, which imply a ñsufficient institutional capacity for defining and implementing a 

national development strategyò (wŀǾŀƭƭƛƻƴ, 2005:1). Education of the uneducated masses (the 

countryôs human capital) is seen as a main means to improve productivity and employability 

in the Human Capital approach (HC), and hereby increase the economic development and the 

countryôs Gross Domestic Product (GDP) (Sen, 1999:260).  

Few political leaders in developing countries pay attention to their inhabitantsô well-being, 

and fewer entail responsibility for it. An exception to this trend is when the king of Bhutan 

attempts in the 1970ôs to shape a modern economy by introducing Gross National Happiness 

(GNH) - terms into their governance-, economic- and development-plans, without destroying 

Bhutanôs spiritual values and unique culture. These GNH- indexes cover and assess a range of 

themes of quality of life, health and education, as well as cultural and ecological diversities 

and resilience. They are later mentioned in HDCA through diverse lists capabilities (Haq cited 

in Deneulin & Shahani, 2009:27-30). Subjective measures are easy to collect, and are 

essential and useful subjective values that present an approach into what people value in many 

aspects of life (HDR ïa, 2010:35). In our knowledge-based society there is an increased 

interest in assessments of education, inequality, and social policy-programs, yearly exposed in 

HDRs from 1990 (HDR ïa, 2010:15). Neither happiness nor subjective well-being as assessed 

in Gross National Happiness (GNH), or income and resources as assessed in the Human 

Capital approach have increased the countries GDPôs or wiped out poverty. None of the 

approaches entail full responsibility for the inhabitants ñfreedom to lead the kind of lives they 

http://blogs.worldbank.org/team/martin-ravallion
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have reason to valueò (Sen, 1999:14), or to put people at the center for development as HDCA 

advocates.  

 

4.1.1. The background of HDCA - A brief introduction 

 

Recognizing the persistently widening poverty gap between the elite and the ordinary people, 

and facing huge deprivation in their home countries, mainly affecting women, the two 

economist colleagues, the Indian Amartya Sen and the Pakistani, the late Mahbub ul Haq, 

wanted to fight for human development (Sen, 1999:226). Therefore, in order to increase life 

expectancy, productivity, and to change the distribution of wealth, Haq created the multi-

dimensional human development paradigm (HD) that focuses on equity, productivity, 

sustainability, and empowerment through participation (Haq, 1995:9).  

Haq was the first editor of human development report in 1990 (HDR, 1990), in which Sen 

assisted. They continuously argued that human development goals could easily be reached by 

decreasing the military expenditures and by relocating the money to food production, health 

care, and education (HDR -a, 2000:55). ñWhat we need to sustain is human lifeò (Haq, 

1995:78). This performs a link between Human Rights, income and individual choices, which 

depends not only on the quantity, but on the distributional quality of an economic and 

sustainable development (Haq, 1995:15; Sen, 1999:89-90). 

Contributing in diverse ways, Sen and Haq wanted to throw ña light on the actual lives lived 

by peopleò (Sen, 1999:73), and they concentrated on how to fight and to assess female 

poverty and injustice (ibid). Their focal point was to increase quality and distribution of 

economic growth, and hereby peopleôs opportunities (Haq, 1995:15). In addition to Haqôs 

vital contribution, Sen, (1999: xvi) acknowledged that the American philosopher Marta 

Nussbaum, in the period from 1987-89, ñwas of great importance in investigating the concepts 

of capabilities and quality of life.ò Nussbaum mainly wanted to compare and assess societies 

through the constitutional principles of human rights (HR) and the theory of social justice 

(Nussbaum, 2011:18).  

A main objective was to create ñan enabling environment for people to enjoy long, healthy 

and creative livesò (Deneulin & Shahani, 2009: 22), and to provide social opportunities by 

lowering the barriers to economic development (Sen, 1999:45). While the human capital 

approach tends to concentrate on peopleôs agency in order to increase a countryôs production, 
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the capability approach concentrates on peopleôs equal opportunities in terms of capabilities 

(Sen, 1999:293). Consequently, one defined human development as a process of expanding 

the real freedoms that people enjoy, expressed as their capabilities in doing so (ibid). ñIn that 

way real poverty is not only as deprivation of income, but also as deprivation of capability. 

The capability approach regards each human being as an end,ò and not as means to economic 

growth or social stability (Walker & Unterhalter, 2010:2), which points to the importance of 

ñthe expansion of human capability to lead more worthwhile and more free livesò (Sen, 

1999:295).  

4.1.2. Expanding freedom for a sustainable human development led to new indexes  

 

Expansion of capabilities will mostly be an expansion of freedoms. The new definition of 

human development refers to the importance of giving people the value of freedom to 

empower themselves, to enjoy various functionings, which may help people to focus on their 

own role as óactorsô and creative óagentsô of their aspirations and development (Sen, 

1999:190).  

One main question within the capability approach is therefore; ñHow to live a life worth 

living?ò (Deneulin & Shahani, 2009: 22). Sen claimed that even if a life might be respectful in 

many ways; the ñgood lifeò is partly a life of genuine choices, and not a life that the person is 

forced into (Sen cited in Alkire, 2003:5). He exemplifies this by pointing to the domino effect 

of Kerala and Sri Lanka, where ñinvestment in education and health are means to the end of 

reducing income povertyò (Sen, 1999:92). Directly and indirectly peopleôs wellbeing was 

placed in the center for economic and human development, by providing the ñfreedom to lead 

the kind of lives they [we] have reason to valueò (HDR (a), 2010:19; Sen, 1999:14). 

Consequently, sustainable human development ought to be better than the present, and it is 

defined as an expansion of the substantive freedom and the choice of opportunities, and to 

preserve these human choices for future generations (HDR (a) 2011:2; Sen, 1999:190). 

Human development cannot be improved without evaluation. Previous assessments within the 

20th century were aiming to measure an expectantly increasing GNP. On the contrary, HD 

strategies are understood in terms of human choice, opportunity freedom, and participation, 

and it is argued that poverty and equality constraints within health and education are 

measured better by HD-indexes than by GNH or GNP. Such indexes are mainly focusing on 

national data of income and resources, and they ignore diversity in terms of regional, ethnic, 

and linguistic disparities (Crossley & Watson, 2003: 43). The improved access to firsthand 



от 
 

data because of new methods and new HD- indexes, transmit new dimensions that measures 

the average level of human development in a society where inequality is taken into account 

(HDR -b, 2010:3-7). It improved comparable constrains and forced a recalculation of the HD- 

indexes from 1980 ï 2010. This initiated diverse inequality indexes such as Gender Inequality 

Index (GII), and the Inequality-adjusted HDI ïIHDI. In an ñequalò society HDI and IHDI are 

equalized (HDR-a, 2010:20). For example, GII exposes disparity between women and men 

within reproductive health, empowerment, and labor market, and the disparity is assessed in 

maternal mortality, adolescent fertility, parliamentary representation, educational attainment 

(secondary level and above) and labor force participation. The GII- index reveals that females 

worldwide still are exposed to inequality (ibid). 

4.1.3. Assessment of human development and Ethiopian gender equity  

 

Women's rights to education were given little attention by feminists until the 1990's, they 

concentrated more on the negative freedoms, rights and justice, and womenôs negative gender 

based experiences due to religion or culture. They criticize both the Universal Declaration of 

Human Rights (HR) of 1948 and the Convention of Child Rights of 1989, accusing them to 

neglect gender difference, discrimination, domestic violence, and the abuses that many 

women and girls experienced in their families and in their neighborhood (Bunch cited in 

Unterhalter, 2005:11). The ratifications of Education for all (EFA) in1990, the Millennium 

Development Goals (MDG) in 2000, and the Decade of Education for Sustainable 

Development (DESD) (2005-14) provides a global recognition and an inclusion of women 

rights into human rights, in addition to fair treatment of women within education, health care, 

and employment; which also were included in the "Platform for Action" (Beijing PfA, 1995). 

Today, central aspects of HD such as gender rights that includes womenôs empowerment, and 

gender equality that legalize concerns of women's health and productivity, are both 

incorporated in HR (CEDAW, 2012:1; Millennium Development Goals, 2000:1; wŀǾŀƭƭƛƻƴ, 

2005:1; UNESCO ïESD; 2005:1). Further progress of the Beijing goals, and an abolition of 

domestic violence were declared in documents for the preparatory meetings of Beijing 10+ in 

2005; documents that today often are applied in public policy and legal claims (Beijing 10+, 

2005 (a &b); HDR-a, 2010:19).  

Though I am not doing any quantitative assessments in my research, I want to emphasize the 

positive correlation between education and social programs, and these new indexes show that 

femalesô increased access to literacy and education delay marriage, lower fertility rate, and 

http://blogs.worldbank.org/team/martin-ravallion
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reduce the rate of infant and gender-based mortality. Educated women influence family 

decisions for young and old family members when they have opportunities to increase the 

family-income. If they are secured the right to spend the money they earn they will enhance 

quality of life; health, welfare, and social opportunities (Sen, 1999:199; HDR -a, 2011). 

For a long period it was difficult to provide reliable data, or data at all from many countries 

that were reluctant to reveal such information (Haq, 1995:55). Due to lack of Ethiopian data 

HDI and gender inequality-indexes are estimated, or still not available. Ethiopia has a massive 

need for future educational development, even with a proven increase in Ethiopian adult 

literacy rate from 29.8% in 2011 to 39.0% in 2013 (ibid; HDR, 2013). Due to poverty and the 

contextôs complexity Ethiopian females still are excluded from higher education, which 

threatens their equality as well as the quality of life, and HD cannot be improved without 

revealing the different Indexes of HD along with assessment of the applied strategies of 

development projects. 

4.2. HDCA - a new terminology for sustainable human development  

Sen and Nussbaum are the main contributors to HDCA and share the vision of a people-

centered approach of capabilities. Their common aim is to avoid the utilitarian focus on 

development; because the utilitarian cannot protect minoritiesô rights, when their aim is the 

greatest good for the greatest number of people. Even though they acknowledge the 

tremendous value of Rawls philosophy, they are not concerned with what can characterize 

just societies -as in Rawls theory-, nor how the HDCA may reduce injustice and inequality 

(Nussbaum, 2011:106,115). Neither of them claims to have forwarded a complete theory of 

justice. Their main concern is therefore that each person must be considered ñnot as means to 

economic growth or social stability, but as an endò (Nussbaum, 2011:18; Sen, 1999:19). 

Though they also differ in their explanations of the concepts of capabilities and functionings, 

Nussbaum agrees to most of Senôs arguments about sustainable development. They argue for 

the essentiality of the freedom aspect that each person ought to have that is to say the freedom 

to select among different opportunities, and both state that HDCAôs main objective is to 

enhance the individualôs personal freedom. The entire political, social, and economic 

opportunities a person has for choice and action is defined as her substantive freedom, a 

freedom process where people are agents in their own lives and in their communities both at 

the micro and the macro level (Alkire, 2003:5). Sen enlarges the concept of freedom and 

distinguishes between opportunity-freedom that expands peopleôs opportunities and choices, 
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and the process-freedom when people act as responsible agents who activate their 

opportunities and choices (Sen, 1999:74-75).  

The term opportunity freedoms focuses and assesses peopleôs improvements due to their 

given opportunities, irrespective of whether people choose to implement them or not 

(Deneulin & Shahani, 2009:32). The ñobjective of the activity is [was] supposed to be related 

to what people value and have reason to value (rather than some mechanical intermediary 

variable such as growth in income)ò (Alkire, 2005:120). In addition ñwe may attach 

importance to the process of choice itselfò, and not being forced ñbecause of constraints by 

othersò (Sen, 2009:228). To be given more freedom also implies capabilities, to achieve or to 

pursue valued objectives, as said by Sen (2009:228). Therefore, HDCA combine freedom and 

capabilities by focusing on each personôs social well-being and their real opportunities, not 

only concentrating ñon the actual living that people manage to achieveò[é] but also on ñthe 

freedom to achieve actual livings that one can have reason to valueò (Sen, 1999:73).  

 

4.2.1. Capabilities and functionings  

 

Senôs term ñfunctioningò indicates the ñbeingò or ñdoingò ñthat a person values or has a 

reason to value; such as being nourished, being literate or taking part in group decisionsò (Sen 

cited in Alkire, 2008:5). ñThe term capability then referred to the freedom to achieve valued 

functioningsò (ibid). The term opportunity-freedom focuses and assesses peopleôs 

improvements due to their given opportunities, irrespective of whether people choose to 

implement them or not (Deneulin & Shahani, 2009:32).  

Nussbaum confirms that ñcapabilities have a value in and of themselves, as spheres of 

freedom and choice,ò and she validates that ñthe notion of freedom to choose is built into the 

notion of capabilityò (Nussbaum, 2011:25). Nussbaum weighs the concepts differently from 

Sen, because she claims that capabilities are answered by questioning: ñWhat is each person 

able to do and to be?ò though she argues that capabilities provide ñtheir actual freedom to be 

and to do what they valueò (Nussbaum 2011:18).  

Sen on the other hand claims that ñcapabilities are opportunities or freedoms to achieve what 

each individual considers valuableò (Sen cited in Deneulin & Shahani, 2009: 22). His 

capabilities and functionings are exemplified in the difference between fasting and starving: 

ñA fasting person could eat and chooses not to; whereas the starving person would eat if she 
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couldò (Sen, 1999:30). Further he claims that a personôs capabilities refer to the alternative 

combinations of functionings that are feasible for her to realize (Sen, 1999:75). Examples 

could be defined as ñthe ñthe capability to be well-educated and acting and being a well-

educated personò (Walker, 2006:28). This clarify that Senôs term functionings embrace 

fundamental life-situations or ñthe various combinations of beings and doings that the person 

can achieveò (Sen, 1999:30) or the ñrealization and fulfillment of human lifeò (Sen cited in 

Alkire, 2008:5); In example the more complex achievements like activities important for well-

being, the concept of human opportunities as practicing skills, playing an instrument, or 

taking part in group decisions.  

Functionings can also be undemocratic and these are not part of what Sen regards as valuable 

choices. They may force people to end in un-freedom instead of freedom; as slavery in the 

colonial time or child labor as domestic servants in our days, or forced to do exploitative work 

to get food and shelter (ibid). A shortage of capabilities will always point towards the 

societyôs failure of providing real freedoms. Therefore, it is essential to enable frameworks for 

equal access to human opportunities, and to generate entitlements through investment in 

people by improving health, knowledge, and skills. One needs to stimulate people to function 

with these new opportunities; either through employment or activities within social or 

political affairs. Consequently, a lack of progress or choice of opportunities within one area 

may leave other capabilities unreachable (Deneulin & Shahani, 2009:26-30; Haq, 95:16). 

4.2.2.  Nussbaum’s combined capabilities – a concept of freedom 

 

Nussbaum distinguishes between internal, combined, and basic capabilities (Nussbaum, 

2011:21-25). Internal capabilities are the dynamic states of a person, a personôs ability, or the 

ways this person grows and matures (ibid). Substantial freedom to achieve functionings are by 

Nussbaum (2011:20) introduced as combined capabilities. In order to secure valuable 

functionings, she claims that it is important to get a certain threshold level of combined 

capabilities for men and women (ibid). These capabilities are created by a combination of a 

personôs actual potential capabilities and a suitable context; political, social, or economic. 

Basic capabilities are the genetic or innate talent of a person, a base for possible later 

development, practical reasoning, and training. However, malnutrition or lack of proper 

healthcare might influence, and provide a very early deficiency of this capacity, which also is 

a part of a personôs combined capabilities (ibid). Another example is that capabilities may be 

possessed by a person who has the courage to express her point of view within her social, 
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cultural, or political society, according to what she is taught, either by her society or in her 

school (Nussbaum, 2011:20-24). On the other hand; if she fears the consequences and is 

unable to express her views or to fight for her opinions, then she lacks the combined 

capability, even if she possesses the internal capability for freedom of speech (ibid).  

Nussbaum pays attention to social justice particularly for women, and her term combined 

capabilities, provide opportunity to select; therefore by promoting capabilities one promotes 

areas of freedom (Nussbaum, 2011:18), in particular the derivation of female education and 

information. HDCA is ñwell suited to focus on gender issuesò (Walker & Unterhalter, 

2010:163). Nussbaum (2011:22) exemplifies this by a society that successfully produces 

internal capabilities, but fails to distinguish between internal and combined capabilities. She 

claims that if one ignores the social or cultural constraints that hamper any persons 

opportunity to function according to the given capabilities; this is comparable to a woman 

who have the capability to vote or to education, but are hampered in realizing her functioning, 

either it is to vote, to enroll, or to fulfill her education. 

4.2.3. Sustainability and empowerment and Sen’s agency freedom  

 

The goal for Sen is to put people at the center of development by providing more 

opportunities and by widening their essential freedom. He introduces agency as an element of 

the freedom-process; so to inspire people to be agents in their own lives and to influence their 

own choices and incentives (Sen cited in Alkire, 2005:3). Senôs agency aspect is dependent of 

a personôs conception of the good; hence, an agency that includes a concern for helping others 

might expand a personôs horizon of concern beyond his own well-being (Sen, 1999:18-19).  

The agent is ñsomeone who acts and brings about changeò (Sen, 1999:19), someone who is 

ñrecognizing people as responsible persons [...] responsible for doing things or not doing 

themò (Sen, 1999:199). Responsibilities for others may lead people into activities that they 

both ethically and morally would avoid, such as swindling, theft, or prostitution, forgetting the 

responsibility one has for oneself. The opposite of agency is when a person is forced, 

oppressed, or passive (ibid). Then ñagency freedom - also termed as process-freedom - is the 

freedom to achieve whatever the person, as an agent, decides he or she should achieveò (Sen 

cited in Nussbaum, 2011:199).  

The process freedom may assert what a person effectively can do, as well as the result, and by 

assessing agency or process freedom one also needs to be aware of the opportunity freedom. 
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Though, ñwhat people value and have a reason to value may change over timeò (Sen cited in 

Alkire, 2005:3). While the agency freedom enables people individually and collectively ñto 

exert agency in ways that promote their conception of the good (Sen cited in Deneulin & 

Shahani, 2009:37) ñand to advance positive changes on behalf of themselves or othersò 

(Deneulin & Shahani, 2009:37).  

The central goal is to enlarge all human choices and to enable people to become agents in 

their own lives, and in their own communities; ñto be educated, to speak in public without 

fear, to have freedom of expression, and association,ò [...] and by being these agents they may 

construct their own environment (Deneulin and Shahani, 2009:28). Agency that includes 

respect for those goals valued or any environmental goals achieved in the community, either 

collectively or as a group-member, is an important element in sustainable development 

(Deneulin and Shahani, 2009:37). However, the agency process may contribute to inequality; 

for this reason it is important to assess whether the chosen goals are reasonable, and not 

discriminating or harming other choices and opportunities.  

If a person is burdened with responsibilities or dependent of others, this may hamper her 

choices, motivation and involvement level, and in turn undermine her initiatives, that 

eventually may lead to loss of self-respect, and consequently, ñthe substantive freedoms we 

respectively enjoy to exercise our responsibilities are extremely contingent on personal, social 

and environmental circumstancesò (Sen, 1999:283-84).  

Nussbaum (2011:199-201) claims that Senôs freedom and agency aspect will ñlead into 

sustainability and empowerment.ò Empowerment is often understood as self-reliance through 

capabilities, in order to increase and transform choice and resources into desired action and 

outcome. Empowerment is also claimed to be freedom to make decisions in matters that affect 

peopleôs own lives, freedom to hold others accountable for their promises, and to influence 

development (World Bank Group, 2002:1). The ñeconomic empowerment of women 

strengthens their status as citizens, as individuals and in their role within their families and 

communities, and economic empowerment and improved social standing are therefore critical 

for achieving gender equalityò (Deneulin and Shahani, 2009:308). Consequently, HDCA 

recognize that ñeconomic empowerment is both a means and an end in itselfò, and in order to 

create sustainability and empowerment the right to education was and is essential (ibid).  
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4.2.4. Achieved functionings or preferences?  

 

The material as well as the cultural environment ñaffect the inner lives of people: what they 

hope for, what they love, what they fear, as well as what they are able to doò (Nussbaum, 

2000:31). Hereby, she points to the complexity of adapted preferences, because ñboth in 

matters of redistribution and recognitionò our ñsubjective preferences and choices are shaped 

and informed or deformed by society and public policy. [é] Unequal social and political 

circumstances lead to unequal chances and unequal capacities to chooseò (ibid). A personôs 

achieved functionings at any given time are the particular functionings he/she has successfully 

pursued and realized, but in assessing human development, a focus on achieved functionings 

alone, like a focus on utility, is incomplete. It does not necessarily incorporate the freedom to 

decide which path to take, or the freedom to bring about achievements one considers to be 

valuable, whether or not these achievements are connected to oneôs own well-being or not 

(ibid) 

Destitute young females are often impoverished, and do not have the same expectations for 

their future life as females with a different social background, even if they are from the nearly 

same district. These females often get accustomed and adapt to their difficult life-situation, 

which Nussbaum (2011:83) terms ñadaptive preferencesò. The notion of adaption ñis not just 

lack of informationò [é] ñit is just not possible to correct the problem of adaption, because it 

involves peopleôs entire upbringing in a societyò (ibid).  

In an Ethiopian setting this can be exemplified when poverty forces parents to provide 

education for boys rather than girls; girls adapt to this situation since they witness that they 

are needed at home, or they dare not raise their voice due to their cultural tradition. Another 

example will be when minority families experience ña depreciation of their own language in 

the public space and develop adaptive preferences at homeò by not using the mother tongue, 

preferring the majority language in the communication between parents and children 

(Brossard Bßrhaug, 2011:2). Often this strategy of speaking the majority language at home is 

justified by the parents as a strategy for promoting better integration opportunities for their 

children. However, such educational goals implies ñtoo strong a focus on the majority 

language and can lead to impoverished freedom of choice and learning outcomesò (ibid).  

The main focus in HDCA is to provide social, economic, and cultural sustainability, as well as 

empowerment through participation, hence, to facilitate a life worth living; human 

development may be processed through equity of justice, and efficient use of resources 
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(Deneulin and Shahani, 2009:29-30). This is moreover applied in the Right to Education by 

UNESCO (2014), claiming that ñeducation was and is essential in order to create 

sustainability and empowermentò, because ñeducation is a powerful tool by which 

economically and socially marginalized adults and children can lift themselves out of poverty 

and participate fully as citizensò (ibid). We will now look more closely at how HDCA views 

education.  

4.3.  HDCA and empowering education  

Education has been ñin the heart of HDCA since its inceptionò (Nussbaum, 2011:152), and 

education ñforms peoples existing capacities into developed internal capabilities of many 

kindò (ibid). The role of education is regarded as multiple and complex and might reproduce 

cultural and political disparities. HDCA is sensitive to forms of inequalities that may arise 

even with the same set of primary goods, and the main advantage is the broad vision of 

substantive freedoms and individual rights, where capabilities reflect the individualôs 

autonomy and choice, and the individualôs ability to convert resources into functionings, 

(Vaughan, 2007:113). By converting resources of capabilities into functioning one might 

educate to democracy and freedom of choice (Walker (a), 2006:33). Therefore, several 

researchers have applied HDCA as means of sustainable human development, or ñas means of 

exploring educational equality in terms of individual freedoms,ò as well as a framework to 

measure disparities within education (Vaughan, 2007:110-112).  

4.3.1. The role of education for a sustainable human development  

 

Education is fundamental for the development of capabilities and functionings, and is crucial 

to well-being since education plays an important role helping each student in doing and 

achieving, such as getting a paid job and engaging in economic opportunities (Vaughan, 

2007:113). Poverty is identified not only as deprivation of income, but as deprivation of 

opportunities to advance sustainable human development (Hoffmann, 2005:2) As earlier 

mentioned people adapt to their preferences and subjective wellbeing or choices, according to 

what they think is possible, and the formal education plays also an important part in the 

identity formation (Nussbaum, 2000:31).  

The ability to read and write is by Sen described as a basic capability, since it is part of 

centrally important beings and doings, crucial to well-being, and foundational to other 

capabilities (Sen cited in Hoffmann, 2005:1). However, ñlearning that stops at the level of 
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providing only basic reading and writing skills would be insufficient to advance sustainable 

development and fighting poverty in its full sense, i.e. addressing capability povertyò 

(Bakhshi et al. cited in Hoffmann, 2005:2). FloresïCrespo who tied his work to Senôs 

freedom-concept and to Nussbaumôs central capabilities, claims that an education that 

articulates Senôs capability approach, make people autonomous and develops their judgment 

of capabilities, as is known as ñliberal educationò (Saito cited in Flores-Crespo, 2007:53). 

This is confirmed by Deneulin (2014:34) who claims that ñthe basic tenets of liberalism 

leaves people free to decide what conception of the human good they want to pursue.ò Thus, 

HDCA is ñfirmly situated within the liberal philosophic traditionò (Robeyns cited in 

Deneulin, 2014:34).  

Walker, one of the leading researchers within the HDCA field, makes a parallel between 

HDCA and Freireôs pedagogy. Freire claimed that ñteaching and learning are both political 

and cultural processesò, and applied the critical dialogical praxis in order to invite students to 

be active in their own learning and to enhance vocational, societal and personal intrinsic 

values (Walker, 2009:334-35). ñOnly by developing a permanently critical attitude could 

people overcome a posture of adjustment, in order to become integrated to realityò (Freire 

cited in Walker, 2009:334-35). People possess an ñinnate capacity for reasoning and 

questioning, preparing autonomous argumentativeò, hence, they should ñnot be directed by 

other voices nor become instrumentsò for others (Flores-Crespo, 2007:55-56). Hence, Flores-

Crespo claims that capabilities could only be enhanced through liberal education and by 

liberating ñthe mind from the bondage of habit and customò (Nussbaum cited in Flores-

Crespo, 2007:54). An empowering education that expands peopleôs human freedoms to live 

the life they value and to enhance real choices has confirmed that access to education will 

reduce gender inequality (ibid). Freire, Sen, and Nussbaum rely therefore upon the human 

agency of individuals to transform their realities; in the lens of HDCA they state, that 

educational support should be directed more to what is taught and trained, to equity, and to 

opportunities promoted through education.  

4.3.2. Educational equality and gender equity in development of sustainable capabilities  

 

Depending of the context, education can be evaluated both by its content and the ñpractical 

gender need and a practical strategic gender interestò (Unterhalter, 2005:27). Often equality 

and equity are used interchangeably, though I will follow Aikman & Unterhalter (2005:3). 

They interpret gender equity in terms of ñrespect for human rights and a set of ethical 
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demands for securing the conditions for all people, men and women, to live a full life,ò and 

gender equality is termed ñto characterize institutional and social processes that work for this 

interpretation of equalityò (ibid). ñGender equality within education is an aspect of equal 

respect as much as equal resourcesò (ibid).  

While ñgender equity rests on the assumption that access to education is the key to social and 

economic wellbeing of girls and women [...] factors such as content and pedagogy, and (at the 

same time (my comments) issues how education changes subjectivities are ignoredò 

(Unterhalter, 2005:5). Initially gender equity was raised as a subject in the capability approach 

when Sen stated femaleôs freedom to participate in discussions concerning human rights and 

the outcome of education, as well as in the content and in the achieved level of education (Sen 

cited in Unterhalter, 2005:27). ñSen was concerned that gendered relations inside and outside 

the household supported each other and helped form the perceptions of women, or that they 

could not articulate their preferences; for example, the wish to be educatedò (ibid 

Unterhalter claims that Sen does not differ between education and schooling, because Sen 

ñdoes not take into account education facilities and processes that might not enhance 

freedomò (Unterhalter cited in Raynor, 2010: 162). She hereby points to the fact that rural 

Indian girls learn subordination in their classrooms; placed in the back of the class, or the way 

they are portrayed in schoolbooks (ibid). A woman may be denied education because she then 

is taking time off household tasks, childcare, or she fails to supply money for household 

means, as a result she often accepts as a truth that she does not deserve any education and will 

not attend literacy classes (ibid). Sen emphasizes not only the present freedom, but the 

freedom an adolescent will have in the future if she is denied or restricted to access the assets 

of education, which in return will reduce opportunities in her adult life, and restrict individual 

freedom and agency of her future life.  

One main process of HDCA is to assess and improve the role of agency-freedom and 

empowerment; the individualsô substantive freedom that includes capabilities, and the 

activation of their inner aspirations that includes agency (Deneulin and Shahani, 2009:37). 

Development that leads to empowerment and sustainability also includes functionings as 

equal access to education, getting enough food, opportunities for acceptable health- and social 

services, and getting self-respect by participating in the social and the political life (Deneulin 

& Shahani, 2009:30).  
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Linked to Senôs vision of achieved functionings through valid learning outcomes, and in order 

to meet the challenge of education, UNESCO suggests a framework for teaching, learning and 

human development (Delors et al. cited in Hoffmann, 2005:3). In the principles for achieving 

sustainable human development one reflects the four pillars of learning; learning to know, to 

do, to be, and learning to live together. In a teaching/learning situation these four pillars 

points to the importance of enhancing "inner capacities" or basic capabilities (Hoffmann, 

2005:3-4). As a practical tool for grouping human capabilities, Hoffmann (2005:3-4) suggests 

combining human capabilities and education for sustainable development (ESD); the three 

categories of life skills: learning to know, to be, and to live together with the manual skills of 

learning to do (ibid).  

ESD presents ñan educational framework with broad categories of acquired physical and 

mental skills, [basic capability as well as others] that can be applied to various situations at 

various moments in life and that aims at freedoms to choose a way of life (achieved 

functionings)ò (Hoffmann, 2005:4). ESD ñwill provide the clarity of direction and purpose 

needed for the transformation of curriculum, pedagogy and assessment" (ibid), as was needed 

in the developing the curriculum of AKAKI College as well as the strategic plan. By 

incorporating HDCA at the base of education for sustainable development (ESD), one may 

improve human well-being far into the future by expanding capabilities and agency, as well as 

the individual participation in democratic dialogues (Landorf, Doscher & Rocco, 2008:221). 

The freedom enhanced through education ñmight contribute to overcome inequalities and 

facilitating participation in processes that redress injusticeò (Unterhalter, 2007: 214). 

Unterhalter here points to Senôs three distinct classifications of how to link ñthe importance of 

education to the expansion of valuable capabilitiesò (Sen cited in Unterhalter, 2009:214). 

Education fulfills an ñinstrumental social roleò because ñliteracy can foster debate and 

dialogueò: an ñinstrumental process roleò because education facilitates a ñcapacity to 

participate in decision-making processesò, and an ñempowering and distributive roleò by 

ñfacilitating the ability of disadvantaged, marginalized and excluded groupsò [é] ñwithout 

education, these groups would be unable to get access to centers of power and make a case for 

redistribution to begin withò (ibid). 

To conclude this section I will agree with Unterhalter who claims: ñEducation has both a 

ñredistributive effectò between social groups and an ñinterpersonal impactò because people 

may use benefits of education to help others as well as themselves and can therefore 
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contribute to democratic freedoms and the overall good of society itselfò (Unterhalter, 2007: 

214). 

4.3.3.  HDCA and higher education  

 

Opportunity to higher education influence studentsô capabilities and functionings by 

increasing their social and economic possibilities (Flores-Crespo, 2007:51). ñHigher 

education ought to be a process, which enhances humanity, effective agency and wellbeingò 

(Walker a), 2006:116), or said by Hoffmann (2005:2): ñA more complete perspective would 

be the concept of equitable access to an education that specifically enhances capabilityò. 

Hence, a combination of cognitive, emotional and social abilities provides life skills, such as 

the individualôs ambition for thought and reason and to think ahead and plan for the future, 

will build up self-respect as well as respect for others (ibid). 

It is essential to give attention to the extended opportunities and choices given to women, 

therefore one need to consider the social relations that earlier might prevent access to 

learning, participation and achievement (Sen cited in Unterhalter, 2005:28). By providing 

access to a concrete set of basic learning outcomes and by promoting a variety of educations, 

the opportunity to education will be foundational to other capabilities that influence 

development (Hoffmann, 2005:3).  

According to Walker (2006:43) there are five main advantages of using HDCA as a 

framework for higher education: Firstly, HDCA appears as an intrinsic and instrumental value 

of HE, secondly, one need to redistribute resources in order to identify the individual 

studentôs ñvalued ways of living and beingò, thirdly, to ñmeasure of dis/advantage in and 

through educationò, then each studentôs agency need to be assessed in order to locate ñsocial 

and institutional arrangements [é] on the same planeò. Walkerôs finally focus on 

ñcapabilities needed to achieve educational/pedagogical rightsò. By expanding capabilities 

and agency within higher education this will hopefully lead to sustainability in the offered 

literacy among students, and promote a growing demand of skills among employees as well as 

participation in democratic dialogues of/by each individual (Deneulin & Shahani, 2009:30). 

Capabilities can be reduced as well as enhanced, and ñschools might be places both of 

freedom and un-freedomò (Unterhalter cited in Walker, 2007:169), so a lack of education or a 

lack of quality -education is a drawback for the entire life (ibid). Nussbaumôs capabilities 

practical reason; affiliation, senses, imagination and thought; and emotions are intrinsic to 



пф 
 

education, and she argues that the two first mentioned, practical reason and affiliation that she 

elsewhere labels as sociability, are important in ex. to make life-plans (Nussbaum, 2000:78-

80). Hughes (cited in Unterhalter 2006:104) agrees to her idea but includes emotions into the 

social opportunities and processes, and he exemplifies it by pointing to the facts that learning 

are dependent of the ñcultural influence of family, school, peer groupò etc., and of ñthe 

structural influences of ñraceò, class, gender, sexuality and dis/ability.ò He further underlines 

that these cultural and structural influences may help students to develop ñtheir agency and 

wellbeing in and through higher educationò (Unterhalter 2006:104).  

Other researcher as Walker and Robeyns are also attracted to Nussbaum ñlanguage for 

describing and evaluating higher education pedagogyò. While Robeyns (cited in Walker, 

2006:106) wants to add more social theory into Nussbaumôs capability approach. Walker 

claims that Nussbaumôs capability of affiliation is too open according to power distance that 

might force ñto silence some voices in a dialogic forum, and hereby hinder a democratic 

deliberation (ibid). She argues that in order to able democratic ñparticipation and learning for 

all,ò (Young cited in Walker, 2006:107), ñcommunication, talk and dialogues, is essentially in 

a deliberative pedagogy.ò  

Walker concludes that though the philosophical, the pedagogical, and the institutional areas in 

higher education are important, one does not have time to wait for perfect situations in all of 

these three areas; In the meantime ñfostering capabilities in higher education is a way to 

create a change, to make futures and to strengthen agencyò (Walker 2006:108). Therefore, 

Walker is attracted to the theory of Nussbaum who ñsuggests a list of three core capabilities - 

practical reason, affiliation and emotions to ask the question of widening participation for 

what? [sic] to judge how well we are doing in higher education pedagogy in our answersò 

(ibid).  

The practical use of HDCA in assessment of disadvantage and inequalities in order to 

overcome common barriers and limitations will be revealed in the next section; Senôs concept 

of capabilities, functionings and his arguments to list-making, along with Nussbaumôs theory 

of capabilities followed by the list-making of HDCA researchers including Walker, who all 

applied Nussbaumôs theory as a foundation for creating capabilities suited for educational 

purposes.  
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4.4. The question of capabilities list-making and Nussbaum’s list of ten 

central combined capabilities 

HDCA can be applied in different contexts and in the purpose of expanding human 

development. One example is the British Equalities Review of 2007, where one implemented 

HDCA as a framework for assessment, trying to decrease inequality and disadvantages to get 

a more just British society, (BER, 2007). This resulted in a list of ten dimensions of equality, 

a list of real opportunities open to people, not independently, but jointly as a group in a 

Western society; at the same time they pointed at the importance of freedom to fulfill it (ibid). 

Senôs capability concept reflects the opportunity of having different combination of 

functionings that implies freedom to select a specific ñcapability set (that) consists of 

alternative functionings combinations from which the person can chooseò (Sen, 1999:74-75). 

Consequently, one cannot create a ñcatch-allò list; because each application of Senôs 

capability approach require its own list, depending on the region of geography or the planned 

assessment (Robeyns, 2003:68). Therefore, Sen does not accept a fixed set of capabilities, and 

claims ñthat there is no general, universal list; the context differs and a list can only be made 

democratically, through participation of the people themselvesò (Sen, 2003:255). 

HDCA is suited on gender issues (Raynor, 2007:163). Nussbaum concentrates on womenôs 

social justice and capabilities, and the derivation of female education and information in 

particular. She wants to identify possible thresholds that are essential to assess if a person has 

a decent human life (Nussbaum, 2011: 33, 38). Selecting capabilities depends on the purpose, 

claims Nussbaum (2011:29), and she promotes her list of capabilities as a ñbasis of the idea of 

fundamental political entitlements and constitutional lawò, which also can function as a set of 

goals that people may find valuable to get a justified life (Nussbaum, 2011:70-75, 97). 

Nussbaum highlights the plural form of capabilities, and claims that the weight on each 

capability, the personôs freedom and choice, in other words her substantive, opportunity-

freedom, will differ according to the context (Nussbaum, 2011:20). She declares that 

ñfunctionings are beings and doings [é] the outgrowths or realizations of capabilitiesò 

(Nussbaum, 2011:25). Consequently, the opportunity to select and ñto promote capabilities, is 

to promote areas of freedomò (ibid).  

Nussbaumôs list is constructed for a universal assessment of womenôs human development, 

and is created in the reason and importance of defining a set of functionings, which may also 
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act as assessment of femalesô human development in developing countries (White cited in 

Deneulin & Shahani, 2009:255). Nussbaum claims that her ten basic principles in terms of 

capabilities, are real opportunities grounded on personal and social conditions, and they 

promote areas of freedom by which people may choose: Life, Bodily health, Bodily integrity, 

Senses, imagination, and thought, Emotions, Practical reason, and Affiliation, as well as Play, Other 

species, and Control over one’s Environment (Political and Material control) όbǳǎǎōŀǳƳΣ нлммΥооπорύΦ 

Nussbaum (2011:36) states that her ñlist is proposalò and not fixed, therefore, her list has been 

revised several times due input of other voices, which has shaped its content in many ways 

and as such, her list is a ñresult of years of cross-cultural discussionsò(Nussbaum, 2002:248; 

Robeyns, 2003:68). The listed items are identified as ñcombined capabilitiesò, or óinternal 

capabilities combined with suitable external conditions for the exercise of functioningò 

(Nussbaum cited in Terzi, 2005:197). Nussbaum turned Senôs economic freedom-concept and 

his focus on human development into a more philosophical research, and she claims that her 

vision of HDCA ñfocuses on the protection of areas of freedom so central that their removal 

makes a life not worthy of human dignityò (Nussbaum, 2011:31); in ex. by denying education, 

or denying a woman the right to spend the money she earns. Freedom ñis implicated in the 

idea of human dignityò (ibid). Nussbaum claims that her capabilities are created for a 

macroeconomic level, despite the fact that HDCA aims is to see each person as an end 

(Nussbaum, 2011:35). Her list of combined capabilities is prescriptive, a ñlist of normative 

things to doò (Alkire cited in Robeyns, 2003:68). She claims that first and foremost these 

capabilities belong to the individual person, and only derivatively to groups (Nussbaum, 

2011:33-35). Though her list cannot be directly transferred into a microeconomic level 

because of context and culture, she defends a universal general value of her list, and she 

claims that it can be translated into more detailed and specific lists in order to suit a particular 

context (Nussbaum cited in Robeyns, 2003:68). Nussbaumôs definition of each capability in 

her list is sited below (Nussbaum, 2011:33-35): 

Life. Being able to live to the end of a human life of normal length; not dying prematurely, or 

before one's life is so reduced as to be not worth living. 

Bodily Health. Being able to have good health, including reproductive health; to be 

adequately nourished; to have adequate shelter. 
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Bodily Integrity. Being able to move freely from place to place; to be secure against violent 

assault, including sexual assault and domestic violence; having opportunities for sexual 

satisfaction and for choice in matters of reproduction. 

Senses, Imagination, and Thought. Being able to use the senses, to imagine, think, and reason 

— and to do these things in a "truly human" way, a way informed and cultivated by an 

adequate education, including, but by no means limited to, literacy and basic mathematical 

and scientific training. Being able to use imagination and thought in connection with 

experiencing and producing works and events of one's own choice, religious, literary, musical, 

and so forth. Being able to use one's mind in ways protected by guarantees of freedom of 

expression with respect to both political and artistic speech, and freedom of religious exercise. 

Being able to have pleasurable experiences and to avoid non-beneficial pain. 

Emotions. Being able to have attachments to things and people outside ourselves; to love 

those who love and care for us, to grieve at their absence; in general, to love, to grieve, to 

experience longing, gratitude, and justified anger. Not having one's emotional development 

blighted by fear and anxiety. (Supporting this capability means supporting forms of human 

association that can be shown to be crucial in their development.) 

Practical Reason. Being able to form a conception of the good and to engage in critical 

reflection about the planning of one's life. (This entails protection for the liberty of conscience 

and religious observance.) 

Affiliation. Being able to live with and toward others, to recognize and show concern for other 

humans, to engage in various forms of social interaction; to be able to imagine the situation of 

another. (Protecting this capability means protecting institutions that constitute and nourish 

such forms of affiliation, and also protecting the freedom of assembly and political speech.) 

Having the social bases of self-respect and non-humiliation; being able to be treated as a 

dignified being whose worth is equal to that of others. This entails provisions of non- 

discrimination on the basis of race, sex, sexual orientation, ethnicity, caste, religion, national 

origin. 

Other Species. Being able to live with concern for and in relation to animals, plants, and the 

world of nature.
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Play. Being able to laugh, to play, to enjoy recreational activities. 

Control over one's Environment. 

A. Political. Being able to participate effectively in political choices that govern one's 

life; having the right of political participation, protections of free speech and 

association. 
 

B. Material. Being able to hold property (both land and movable goods), and having 

property rights on an equal basis with others; having the right to seek employment on an 

equal basis with others; having the freedom from unwarranted search and seizure. In work, 

being able to work as a human, exercising practical reason and entering into meaningful 

relationships of mutual recognition with other workers. 
 
Nussbaumôs list has been criticized to be too strict and unqualified to use at a microeconomic 

level. However, Nussbaum has responded to this critic and claimed that her list captures a 

ñbroad cross-cultural agreement and also represents an overlapping consensus, open to 

multiple understandings in accordance with local beliefs and conditionsò (Alkire, 2003:6). 

Alkire hereby argues that Nussbaumôs list of combined capabilities also can be realized in a 

cross-cultural environment, because it leaves room for diversity (ibid). Also Unterhalter 

(2008) criticizes Nussbaumôs list and says it is incomplete, because it identifies only the 

subset of human capital necessary for dignified human existence anywhere, though Nussbaum 

argues that all females ñneed to be aware of the full range of options before deciding on 

preferencesò (cited in Raynor, 2007:162). 
 
Consequently, Nussbaum craves that all governments should confirm their concerns for 

human lives and provide lists of combined capabilities that are essential for a ñtruly humanò 

and worthy life for each and every resident. Therefore, the ten dimensions of equality that are 

listed in the British Equalities Review, whereby the government tries to get a more just 

society by decreasing inequality and disadvantages (BER, 2007), are entirely in Nussbaumôs 

spirit. 

 
4.5. Appliance of capability-lists promoted by and through education 

 
 
Educational participation in itself is a capability that enables other capabilities claims Rosie 

Vaughan, though she differs between capabilities given through education, and those given by 

the side-effects of education i.e., by educational participation (Vaughan, 2007:117-119). She 

concentrates on studentsô well-being and their agency, their achievements and freedoms 
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provided in and through formal education (ibid). Her term ñeducational wellbeingò embraces 

ñattending school, participating in lessons, understanding and learningò (Vaughan, 2007:118). 

As ñeducational agencyò she consider the individualôs functionings promoted by education, 

which include the chosen subjects by a particular education, diverse skills-learning, or the 

function of achieving an educational degreeò (Vaughan, 2007:118).  

To visualize and validate the importance of lists of capabilities provided by and through 

education I studied researchers within the HDCA literature whom all used Nussbaumôs list as 

a basis for their own work. In this section I will shortly present the appliance of capabilities 

within education by the studies of Terzi (2007), Flores-Crespo (2007), Robeyns (2003, 2006), 

in addition to Walkerôs educational list, (2006 -a) and her gender equality list (2007). Then I 

will make a schematic attempt to put the lists of Nussbaum, Terzi, Robeyns, and Walkerôs 2 

lists into a diagram. Finally I intend to create my own specified set of capabilities that may be 

promoted in higher education for underprivileged female students. This list will be presented 

at the beginning of the analysis, the chapter 6.  

I chose Mario Biggeriôs survey (2007:204-209) on child-labor among children from 11-17 

years in developing countries, because he underlines capabilities that students will lack if they 

are not accepted to any form of higher education, or secured any jobs. His list of 14 

capabilities are conceptualized as: ñLife and physical health, Love and care, Mental 

wellbeing, Bodily integrity and safety, Social relations, Participation: (being able to 

participate in public and in social life, to have a fair share of influence and being able to 

receive objective information), Education: (being able to be educated), Freedom: (freedom 

from economic and noneconomic exploitation), Shelter and environment, Leisure activities, 

Respect, Religion and identity, Time autonomy and Mobilityò (ibid). These capabilities 

express the unlike educational implications and dimensions of under-development in the 

students contexts, as mentioned earlier (Harber & Davis cited in Phillips & Schweisfurth, 

2008:63). 

Lorella Terziôs wants to search for ñenabling conditionsò that might be considered to 

constitute education. Her list is outlined from Nussbaumôs central capabilities, though 

methodically she applies Alkireôs ideas of basic capabilities and her capability framework 

(Alkire cited in Vaughan, 2007:113). This resulted in a list of seven ñbasic capabilities for 

educational functioningsò (Terzi 2007:37): ñLiteracy, Numeracy, Sociality and participation, 



рр 
 

Learning dispositions, Physical activities, Science and technology, and Practical reasonsò 

(ibid). 

I was also captivated by Ingrid Robeynsô studies of gender inequality in a post-industrialized 

Western society, and I found her method and her concrete selection of educational 

capabilities, interesting also for a developing country. Many of her capabilities overlap 

Nussbaumôs central combined capabilities, though Robeyns (2003:71-72) claims that she tries 

to include ñimportant elements and to generate capabilities which are incommensurable.ò 

Robeynsô list is conceptualized as: ñLife and physical health, Mental well-being, Bodily 

integrity and safety, Social relations, Political empowerment, Education and knowledge, 

Domestic work and nonmarket care, Paid work and other projects, Shelter and environment, 

Mobility, Leisure activities, Time-autonomy, Respect, and Religionò(ibid).  

Melanie Walker (2006 -a):116) is attracted to Robeynsô criteria for creating an ideal list, and 

applies her method, even if Walker claims that it is still a question of how, and also which 

method that is useful for collecting higher educational capabilities. She indicates that there is 

a weakness in Robeynsô method because it has not been deeply discussed in public (ibid). Due 

to Walkerôs personal knowledge to the system of higher education, I found her research to be 

valuable. She argues that she would like to create new ideas within the British societyôs 

education and learning, and intends to generate a broader and a more open debate between 

students and teachers where power distance exists. She further argues that public discussions 

of capabilities might help people to debate both inside and outside the institutions, and hereby 

provide acceptance for the critic of the educational policy, and create a deeper understanding 

for all resources needed in the educational sector (ibid). Walker (2006(a):117) also claims that 

education creates capabilities, and that each capability express possibilities and abilities, in 

addition to influence and expand other capabilities. Her first list of capabilities for higher 

education in a British society is expressed as: ñPractical reason, Education resilience, 

Knowledge and imagination, Learning disposition, Social relations and social networks, 

Respect (Nussbaum-affiliation), Dignity and recognition, Emotional integrity, Emotions, 

Bodily integrityò (Walker, 2006:128-129). A year later Walker reformulated her list, with the 

aim of specifying and evaluating gender equity within South-African education, and the list is 

defined ñAutonomy, Knowledge of school-subjects, Social relations, Respect and recognition, 

Aspiration and motivation, Voice - for participation in learning, Bodily integrity and bodily 

health, Emotional integrity and emotionsò (Walker, 2007:189-190). She claims that both lists 

are created with influence from Nussbaumôs ten capabilities for a worthy life, and she claims 
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that her capabilities cannot be evaluated towards each other. Walker argues that her last list is 

ñdraft ideal-theoreticalò and ñmultidimensionalò (ibid), and she declares: ñif any one (of these 

capabilities) were not present then we have cause to question the gender equality of education 

in those schoolsò (Walker, 2007:192). 

The different lists of capabilities presented above, illustrates that education higher than the 

level of basic reading, writing, and numeracy skills can provide a more sustainable human 

development. Pedro Flores-Crespo studied capabilities of university graduatesô in the aim of 

evaluating their capabilities as their personal beings in the future, and as their professional 

doings within future job opportunities. He examined the pedagogical side to capability 

expansion and the educational content, and focused on studentsô aspirations and motivation. 

He claims that opportunity to higher education influence studentsô capabilities and 

functionings by increasing their social and economic possibilities (Flores-Crespo, 2007:51).  

In my qualitative fieldwork at the AKAKI College I will apply the research of HDCA and the 

generated lists of capabilities, to answer my main research question:  

“How does the AKAKI College in Ethiopia promote the development of capabilities 

for underprivileged female students?ò  

Therefore, I need to reflect and to analyze these capabilities, which will be answered through 

my first research sub-question: What are central capabilities for young underprivileged female 

students? This sub-question will be treated in the first section of the discussion chapter (6.1). I 

will now present my methodology chapter and the methodological choices I made before, 

during, and after the fieldwork done at the AKAKI College in 2011. 
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5. Qualitative analysis and methodological challenges  

In the following sections I will describe the aim of my research and the method chosen, in 

addition to the theoretical and ethical principles that guides my methodological decisions. All 

through my qualitative fieldwork at the AKAKI College, the semi-structured interviews, the 

observational participation, and my interpretation, I try to view my search for capabilities 

through the lens of HDCA in a hermeneutic way. I will also make an attempt to clarify the 

ethical and cultural reflections that were demanded throughout my preparation of my 

interviews and interview-guide.  

The field-area of the AKAKI College is modestly researched; that's why constraints and 

limiting practical factors forced me to change the process-plan of my fieldwork, and to drop 

the planned focus groups, due to unexpected and challenging field-experiences.  

5.1. The aims and initiation phases of my research at the AKAKI College  

I initiated this thesis by describing the political history of Ethiopia and the Ethiopian 

deficiency of human development, where the main population suffers from poverty and severe 

lacks of security of social and mental healthcare. Consequently, there is a major deficiency of 

basic and higher educational opportunities as well as skills-training, and Ethiopia experiences 

a massive shortness of teachers and other professionals. This deficiency of human 

developments and rights is the context of the NGO that is the center of my research; the New 

Life Community (NLC) that initiated the New Life Community College (NLCC), the AKAKI 

College.  

My main aim is to analyze valuable opportunities for the AKAKI students, without 

stigmatizing them or their social environment, or harming the working staff at the college. 

Nevertheless, I donôt want to idealize the college itself (NESH, 2006:11). Especially 

important is the fact that I have developed a close relation in many years to NLC and the 

AKAKI College. My personal knowledge, interest and concern for the NGO made me reflect 

on the need to analyze my own feelings in detail and be aware of my own thoughts and 

motives throughout the research process, in order to avoid different bias both in my 

observation period and my interpretations. Especially important is what Fangen (2004) 

mentions as the danger of ethnocentrism. Ethnocentrism can be defined as an act of judging 
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the behavior of other persons, traditions or culture through own values, or the way of living 

accepted to be the correct (Fangen, 2004: 168). Hauge states that ñPerception from my own 

way of living might be felt as the only correct way, hence I will use these norms to judge 

other peoples actions and their chosen values in lifeò (2007:93)м - Ethnocentrism can be 

defined as an act of judging the behavior of other persons, traditions or culture through own 

norms, values, or the general standard, accepted as the correct way of living (Fangen, 2004: 

168).  

In the fall of 2011 I asked its founder, Genet Louseged for consent to do a research at the 

AKAKI College. Then I was advised to contact the headmaster of AKAKI College, Mr. 

Mesele Tikuye and explain the idea of my research. I wrote him, included my main research 

question, and asked for permission to do a fieldwork at the AKAKI College. The fieldwork 

would be participant observation and semi-structured interviews of the teachers who had been 

there since 2009, if they accepted. At the same time, I asked for consent from NSD to observe 

the daily life of the AKAKI College and to interview the teachers (See Appendix 1). 

Shortly after, I received a welcome-note from the headmaster, telling that all the ñoldò 

teachers at the AKAKI College accepted my research-question, and had given consent for 

separate interviews. My fieldwork at this small college of seven academic employees was 

completed in Ethiopia during six weeks of February/March 2012. I felt accepted and included 

from the day I arrived, and they encouraged me to observe their daily life. They were curious 

about my previous teaching experience, my family and life in Norway. They wondered how I 

required knowledge of their College that made me come all the way from Norway, and they 

were anxious to know if I had enough information of their philosophy and the background of 

AKAKI College. I clarified the facts that previously there had been few studies on promoting 

opportunities (capabilities) for unprivileged women at institutions like AKAKI College. That 

is why I chose the main research question: ñHow does the AKAKI College in Ethiopia 

promote the development of capabilities for underprivileged female students?ò  

 

                                                           
м I translated from Norwegian: ñoppfatninger om egen livsform som den selvfßlgelige riktige, 
og at en bedßmmer andre gruppers handlinger og verdier ut fra egne normerò(ibid). 
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5.2. The chosen research method  

I decided to answer my research questions through a qualitative approach. I chose a 

qualitative research method because it is a ñmulti-method in focus, involving an interpretive, 

naturalistic approach to its subject matterò (Denzin & Lincoln cited in Ryen, 2002:18). A 

qualitative research will give a more profound understanding of the social phenomena in my 

project, the capabilities promoted at the AKAKI College, than by doing a quantitative 

research (Ryen, 2002:19). A quantitative method might also produce an unproductive distance 

between me and the participants (Kleven, 2002:23). Additionally, it will be hard to get 

reliable and valid results with a quantitative research due to the small size of the AKAKI 

College and the few teachers in my panel. Personal interviews and participant observation in 

the natural setting of a small college like AKAKI, demands a close and fairly deep social 

contact, which also will able one to interpret and understand the interaction of the promoted 

capabilities (Kvale, 2001:29). 

5.2.1. Observational participation and qualitative interviews  

 

Fieldwork and the method of observational participation are often applied as synonym terms, 

a method that often is described as participating cooperation, by concurrently doing 

observations and research (Fangen, 2011:38). This is a method that involves both flexibility 

and ñan open-ended strategy of defining a problem for study by reference to people's daily 

lives" (Jorgensen, 1989:1). Through participant observation I was able to observe the human 

interaction within the AKAKIôs socio-cultural context, and the real participation helped me to 

exchange points of view (Skavlid, 2010:2). My aim was to find a relevant place as a base for 

social contact and observation in addition to find protected place for my interviewees. They 

apologized for shortness of available rooms, when the problem was to find a vacant chair in 

the ordinary teachersô room that I was free to use. I found a seat where I could do my notes 

and read without being disturbed too much, at the same time I had control of those who 

entered the room and was able to chat with them. Each day I served fruit that I bought from a 

small tea-shop along the College-road, or I found a shady place among the students in their 

break-time.  

My goal was to obtain as much information as possible from the verbal and nonverbal 

observation and descriptions of the social, cultural, and economic opportunities promoted at 

the AKAKI College, and to analyze these data in the light of HDCA research. The whole time 

I focused on what I observed, and compared it to what they themselves explained that they 
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were doing (Repstad, 2007). I constantly tried to be open for a redefinition of the field-

experiences as new data appears, though, by ñgoing nativeò and participate as a group 

member as I partly did, I may have lost some valuable events. On the contrary, if I 

concentrate too much of observing, I may lose the understanding of their internal codes and 

cooperation (Fangen, 2011:39). However, due to language problems, because I do not 

understand Amharic, I would constantly miss part of their local codes, and risk to miss some 

details due to my lack of local experience, or organizational information of NLCC, as was 

acquired by the AKAKIôs staff. Although, I am not able to express everything that I observed, 

the observation is a mixed balance between me as a researcher and the human person I am 

(Fangen, 2011:39). Though, my participation probably gave a better imagination of the whole 

situation, and gave me a possibility to ñsenseò what I experienced, which might release the 

appeared stress of language problems (Phillips & Schweisfurth, 2008:95-96), and hereby be 

helpful in my interpretations. 

I decided to practice semi-structured interviews. A semi-structured interview is ña purposeful 

conversationò (Erlandson, cited in Ryen 2002:99) and is suitable in my context where I want 

to have a deeper qualitative interview with my respondents (Ryen, 2002:197). An interview 

can be understood as a social happening based on mutual participant observations, and cannot 

be isolated from its context (Ryen, 2002:140-41). Consequently, I tried to be aware of the 

AKAKI Collegeôs specific cultural and its social environment, and tried to give the 

respondents enough time to reply the questions, and to present their own interpretations 

(Kvale, 2001:21; Ryen, 2002:97).  

5.2.2. The pre-understanding of the hermeneutic approach and the analysis  

 

What initiated the research on the AKAKI College? My pre-understanding is my background 

of educational practice as an administrator and teacher at different stages of the Norwegian 

school-system, in addition to be an instructor at schools in developing countries and to carry 

out a work among slum-dwellers; all of this initiated an educational study-trip to Ethiopia.  

Part of my pre-understanding of the human and educational development in Ethiopia was 

updated through the restructured HDI and the new gender indexes. These reliable and 

adequate indexes provide information of equity and access to human rights; such as access 

and enrolment in education, learning-outcome, and help to promote secure conditions and 

present ethical demands for all men and women, to live a full life. Gender equality is shown 

through equal respect as much as equal resources, and is an aspect of skills and equality 
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gained through education. Due to the fact that women in developing countries rarely are 

shown respect for their identity and not often have the same opportunities as men, these 

gender indexes rarely favored women. Through these data I learned about and caught interest 

to femalesô educational development-projects, and one of them was the AKAKI College with 

its unusual selection of unprivileged students.  

My interpretation will be processed in a hermeneutic way, applying Heideggerôs hermeneutic 

circle (Gustavsson 2000:4): ñHow the understanding of parts relates to the understanding of a 

larger whole. This movement back and forth between the parts and the whole in the process of 

understanding is described by the hermeneutic circleò (Boell & Cecez-Kecmanovic, 

2010:132). The hermeneutics approach originally has three concepts, to express, explain and 

interpret the text, the verbal and the nonverbal expressions (Gustavsson, 2000:6-7), and the 

scientific method of hermeneutic is to study interpretations, in which the interpreterôs various 

forms of expressions will gain understanding (ibid). Gustavsson defines two different 

interpretive interests; one he terms as the ñattached, emotionally involved experienceò - 

ñerfarings-nÞraò, which is to interpret a person's statements, while the other tries to acquire 

whichever possible meaning, he terms ñinterpretation beyond experienceò -ñerfarings-

ßverskridandeò, and these two processes are considered as necessary and complementary 

interpretation of the modern hermeneutics (ibid). He claims that statements and interpretations 

are based upon our own experiences and our pre-understandings.  

These unlike experiences shape us as human beings; therefore, interpretations of other 

people's experiences will increase our own experiences, and are necessary in any 

interpretations (Gustavsson 2000:4). Interpretation is a fundamental way of perceiving the 

world around us, in agreement with our philosophy of the world, hence, Gustavsson claims 

that interpretation is to collect the unlike experiences into a single whole, and therefore 

Heideggerôs hermeneutic circle is an attempt to achieve and visualize a logic and credible 

whole (ibid).  

Through interpretation of the interviews or the curriculum, analyzing in the lens of the 

HDCA, I need to be aware and recognize significant expressions, terms, and meanings 

(Fangen, 2011:271). ñUnderstanding of a paper is never isolated é [it] is impacted by each 

new paper read and interpretedò (Boell & Cecez-Kecmanovic, 2010: 132).  

The unlike HDCA researchers papers may be understood differently than the intention of the 

whole document, depending on the pre-understanding of those who created the text, the 
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readers and the users. Likewise, the curriculum of AKAKI may be understood differently than 

the intention of the whole document, by the unlike readers such as the Ethiopian staff at the 

AKAKI College, and by me through my Norwegian biased educational understanding. 

Therefore, one need a general, reflective perception (Fangen, 2011:268) combined with 

modifications that may occur in the ñliven lifeò of AKAKI, which may provide a new 

understanding of the original curriculum (Alvesson & Skßldberg, 2009:211). Then by 

applying the hermeneutic circle is an interpretation back and forth, of my interpretations of 

the concept of the liven life at AKAKI based on the parts the interviewees, the written 

material of the AKAKI College and collected into a single whole through my set of 

capabilities and HDCA.  

5.3. Preparation for the fieldwork 

The interview guide was prepared before I left Norway, and to create the guide I was 

depending of my theoretical perspective and the pre-understanding of HDCA, the prior 

knowledge to education in a developing country, and my actual field of research i.e. I 

retrieved information of the institution of AKAKI College through scanning the web.  

When I generated my interview guide in order to analyze the field through the lens of HDCA, 

I applied Terziôs ideas and her method of list-making (Terzi, 2007:35-39). Though, in the first 

attempt of searching for capabilities provided in higher education, I was also inspired by 

Biggeriôs research on child-labor (11-17 years) in developing countries (Biggeri, 2007:204-

209). In particular, his elaborated list that underlines capabilities students will lack if they are 

not accepted to any form of higher education, or provided secured jobs. I found this list worth 

to be reflected because this is the faith of many youngsters in AKAKI Collegeôs environment. 

Although AKAKIôS curriculum and its vision and goals (Berhan et al, 2009), were 

unavailable before I arrived at the College, and by a later study of the curriculum, this altered 

my pre-understanding, and I had to reformulate parts of the interview guide.  

5.4. Ethical reflections and introspection 

To be prepared for the fieldwork and to be sure that I did not offend any of the interviewee, I 

was genuinely concerned about the Ethiopian context and the judgment of the employees at 

AKAKI College. Consequently, in order to avoid cultural blunders, I carefully studied the 

Ethiopian etiquette and dress code for public appearance (Ethiopian etiquette, 2012), and I 
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discussed it with Ethiopian middle-aged students at NLA University College. Even nonverbal 

communication like appearance and dressing are symbolic expressions, and will be 

interpreted (Ryen, 2002:236). Therefore, I was advised to choose my dressing with care using 

long skirts and a shawl to cover my shoulders. I also learned to address people by their 

honorific title and their first name, to take time, and not to rush, to be acquainted before I 

started the research because trust and confidence are important issues; it is easier to build up 

trust if one doesnôt provoke anyone (Ryen, 2002:118).  

The first time I visited the AKAKI area I brought my husband and some Norwegian friends, I 

wanted to be presented as woman with an established family background. I was expected as a 

researcher, and I felt welcomed and accepted by the staff partly because the headmaster 

already had clarified their consent. I was introduced as a previous administrator and teacher in 

the Norwegian school-system, and that I also had working experiences from teaching in a 

developing country. I explained that my interest in doing a fieldwork at the AKAKI College 

was initiated through my personal interest of development through education. I briefly 

introduced the research questions, repeated that the teachersô consent had to be free and 

informed, and I assured them that everything was confidential; the taped interviews would be 

securely stored throughout my research period, and all of it would be destroyed at the end of 

my research process (NESH, 2006:9, 16).  

I informed them that I would be around the next weeks, and would appreciate any question 

concerning the research, and I promised to explain the result at a planned later visit to 

Ethiopia. The interviewed teachers were of both sexes, in the age between 30 and 45. Most of 

them had families with small children. They all had many years of previous teaching 

experience, were eager to explain that teaching at AKAKI College was more challenging than 

their previous jobs, and they told that they taken small courses of supplementary education in 

their time off duty, as well as followed the acquired governmental courses provided through 

their summer-vacations. In the beginning, they all accepted to participate. However, one of 

the participants later withdrew; it was due to personal reasons as he explained.  

Though I firstly felt their watchfulness in the beginning, they gradually included me to their 

social breaks, and they told that I was free to mingle and invited me to observe some classes 

and they hoped I would make myself comfortable. Within this small group, where most of the 

teachers had accepted individual interviews, I right away sensed that many of them hesitated, 

and were reluctant to discuss freely amongst their colleagues. Therefore my plan for a focus-
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group was to be abandoned, and I decided to put some questions planned for the focus-group 

into the interview guide for my individual interviews and the participative observation.  

Before I carried out the semi-structured interviews it was important to collect all relevant facts 

and information about the interviewees (Kvale, 2001:29). The interviews started with 

demographic data and the teachersô professional background, and then I followed up with the 

issues according to the research project. In the various interviews I intended to create an 

everyday conversation, and the goal was "to obtain descriptions of the intervieweeôs view of 

their world" (Kvale, 2001:21-29); Repstad 2007). The data collected through the personal 

interviews will provide an answer to my second sub-research question: ñHow do AKAKIôs 

teachers view the development of capabilities for their students?ò  

5.5. Constraints and limiting factors of my fieldwork  

Due to lack of available rooms it was difficult to find an undisturbed, available room for my 

interviews, because every room lacked sound-insulation. Since all the teachers decided to use 

different rooms, I felt that everyone had fairly the same situation (Kvale, 2001:21-29). I asked 

them to present their own judgments and observations of the everyday life situations in their 

local setting, and how they view the learning opportunities provided from an AKAKI-

insiderôs point of view (ibid).  

The conversations in the various interviews were informal, and I intended to give the 

respondent enough time to answer my questions, and to tell his own story without too much 

disturbance. Though at times the respondentôs limited time-schedule, the busy atmosphere in 

the nearby rooms and the weak sound-insulation of the walls threatened my attempt to get a 

relaxed atmosphere (Ryen, 2002:99). The single interviews may be ascribed as a subjective 

explanation of other peopleôs experiences, though given as single peopleôs understandings 

(Fangen, 2011:40). While the observations give me an opportunity to have a broader 

perspective to choose, select, and use my reflections in the interpretations (ibid).  

According to Fangen (2011:40) new questions often appears within the field of research, or 

sensitive information may be observed that probably never will be mentioned in any 

interviews. Some of this information might be valuable in the interpretation, while other 

things need to be ignored or postponed for later studies (ibid). I will shortly mention one of 

these episodes from my recorded interviews: Due to the weak sound-insulation I heard by my 

recorded interviews that people from a nearby room, clearly commenting one interview, I 
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recognized voices of people already interviewed, and caught part of their arguments, 

disagreements, and also positive comments according the running interview. This may have 

infected the reliability and validity of my interviews, as the teachers would be careful of how 

they explained themselves, and I might not receive their honest opinion. Though, because 

none of them chose the same room for their interviews, I presume that they themselves were 

aware of the problem, and tried to find the best suited room. 

5.6. Time-consuming factors during the fieldwork  

In the initial time plan for my fieldwork I was supposed to have enough time to carry out the 

research project but my first visit to the College distorted that view. This first morning my 

transport was delayed due to a sudden lack of available cars. We had to spend two hours extra 

in a traffic jam, though I was told that this was an extraordinary event. In order to carry out 

the fieldwork, my first intention was to rent a room close to the College, but I was told that it 

was not necessary. Instead, I could use a spare seat and join a ñschool-busò arranged for 

Norwegian students who taught at three different NLC- preschools ñcloseò to the AKAKI 

College. I was living a one hour car ride from my guest-house in Addis Ababa. However, they 

forgot to tell that I was the last person to be set off in the morning, and the first to be retrieved 

in the afternoon, which would give me short working days within the actual field. I tried to 

rearrange this, however, due to ñtraditionsò and language problems of a driver who only 

spoke Amharic, it was difficult to change. In my waiting-time I tried to concentrate on my 

studies and not waste too much time, though I spent many hours of the planned research time 

in a mix of reading, waiting, and observing the local traditions and the cultural life.  

A few times I needed to follow the female AKAKI teachers on my way home. We waited for 

a long time for three free seats in overcrowded public buses; and I needed to change into three 

different buses, before I found a taxi to rent for the last kilometer; though hereby I 

experienced the constant lack of available public transportation, and was aware of the 

problematic time-waste and the daily working situation for many female teachers lacking a 

private transportation. 

Normally, I mostly claim: ñThere are no problems, only challengesò, and I use to be 

stimulated by challenges. Though, I must admit that the first week of transport to and from the 

AKAKI College was time-consuming and practically complicated. Therefore, I decided to 

reside in a nearby local hotel where I had a meal the first time I visited the AKAKI area with 
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my husband and friends. They served good food in a clean and air-conditioned cafeteria with 

a nice and polite staff. When I entered the cafeteria they recognized me as a previous guest, 

and asked about my husband; I told that he was busy with work, but I didnôt inform them that 

it was in Norway. I told that I had a job at AKAKI College for a few days and wanted to rent 

a room with access to use my computer. Compared to its surroundings the hotel made a 

luxury impression with its outside walls covered in blue glass; and I wondered what I needed 

to pay when we entered a fabulous main entrance, a lobby with antique hand-carved chairs.  

We started to climb the stairs because the elevator was out of order, and my luxury impression 

utterly vanished when we passed some ñopen staircasesò- totally open - no barriers to prevent 

a fall of -three stores down. The hotel was under renovation, they told me, but they assured 

me that they had good rooms upstairs. I passed a room with an open door, which was rented 

by a young couple. The first room I was offered was not acceptable; the carpet was really 

dirty, even if I wore shoes. Then, I was led into a much cleaner room that I accepted. 

However, the cleaning lady suddenly appeared and told me in her body language, that this 

door-handle was broken; I would be unable to lock my room. The lady was asked to leave, 

and I was led to a new room, and I checked the door ï this time the lock was working. 

Though the room was half-cleaned, it was a clean towel on the bed, and the bathroom was 

modern and newly tiled, which I appreciated because it had been a long warm and dusty day, I 

looked forward to a shower in the evening, and a peaceful week, in a room where I could do 

some writing.  

However, none of the sockets functioned, I went for help, and was advised to use a socket in 

the diningïroom. Unfortunately, this was occupied by the plug for TV, and in front of the TV 

was a group of local men watching football. They told that the game was at its end, and they 

suggested that I had my dinner. Time ran, and the men continued to watch a new game. Then 

I decided to get early to bed and wait for the morning light and an available plug, though 

when I arrived in my room, the eveningôs thunder and lightning started, and suddenly I had no 

electricity. I used my pocket lamp and the partly full moonlight to make myself ready for bed, 

opened the window to get some fresh cold air, but was invaded by insects. It was not a 

peaceful night, and I decided to take a shower before I went back to AKAKI College. Then I 

revealed that neither the toilet nor the shower functioned. Once more, I asked for help, and the 

cleaning lady was sent. She carried a bucket of water, and offered to help me to shower by 

pouring water over me. Then I thought, enough is enough, and decided to leave the hotel and 

rather use the studentsô school-bus alternative, even though it was a time-consumer. The 



ст 
 

planned time-schedule was restricted due to these transport and hotel problems, at least I 

could read as I waited, and I continued with a mix of local busses and ñschool-transportò. It 

was interesting, but exhausting days, though I realized the great effort that many female 

teachers had to set in, just to get to and from their workplace. It also verified the challenges 

that unprivileged females would meet if they lived far away from their schools without 

capabilities of boarding-facilities.  

In this chapter I have revealed my qualitative analysis of semi-structured interviews and 

participant observation, and my methodological challenges in my fieldwork. I have talked 

about the aim of my research at AKAKI College, the preparation for the fieldwork, the ethical 

reflections and I have located the risk for introspection. I revealed that by doing a fieldwork in 

a developing country in a field-area that is modestly researched, then one may be challenged 

by unpredicted constraints and limiting time consuming factors. I have applied a hermeneutic 

view where the provided interpretation of my field will be through my pre-understanding that 

is widened due to my own set of capabilities in the lens of HDCA. The answers of the 

research questions are based on this new understanding of my field of research, the 

observation, interviews, compared to my set of capabilities and the written documents of 

AKAKI College. 
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6. Discussions of central capabilities in a higher education  

My main research question is:  

ñHow does the AKAKI College in Ethiopia promote the development of capabilities for 

underprivileged female students?ò  

In order to analyze this question my argumentation will go through three steps. The first step 

is to discuss HDCA researchersô contributions of creating lists of educational capabilities. 

Consequently, I studied HDCA researchersô debates, methods, and descriptions of their 

specified educational capabilities and used the lists and work of Robeyns (2003, 2006), 

Biggeri (2004), Terzi (2007), Walker (2006/07), Flores-Crespo, (2007) and Vaughan (2007). 

All of them are briefly presented in my theory chapter, and except from Robeyns (2003, 

2006), the others work is presented in different chapters by Walker & Unterhalter (2007).  

I found Flores-Crespoôs research interesting according to AKAKI Collegeôs curriculum, due 

to his pedagogical view of capability expansion according the content of education. Melanie 

Walkerôs research was valuable due to her personal knowledge to the higher educational 

system. Walker (2006(a):116) was attracted to Robeyns criteria for creating a list, even 

though, Walker (2006(a):116) applied Robeynôs method when she created her ñprovisional 

list of higher educational capabilitiesò, and though Walker claims that she found it difficult to 

find a proper method for list-making, she identified a number of ñcore education 

capabilitiesò(ibid). 

Though I partly want to reveal Robeyns (2003:72) methodological ideas for selection and 

generating a list of educational capabilities, her first two steps are inductive, and most of her 

conclusions were based on observation, while the next steps were more formal and deductive 

(ibid). Due to my lack of experience as a researcher this inductive method was at times hard 

to follow, partly since I was not ñnative enoughò, due to a relative short time of fieldwork and 

the language problem. Officially I could speak English to everyone at AKAKI, and they 

would understand me, but I did not get hold of the small talks among teachers and students in 

their official language, Amharic. Robeyns states in her last criterion (ibid) that one should not 

include too many capabilities, and those listed should not be reducible to each other, though 

some capabilities may overlap, (though she claims that she is attempted to include ñimportant 

elements and to generate capabilities which are incommensurableò) (ibid).  



тл 
 

The main goal with the HDCA lists is to follow Senôs goal to put people at the center of 

development by providing more opportunities and by widening the ñfreedom to lead the kind 

of lives they have reason to valueò (Sen, 1999:14). As mentioned before, Nussbaum and Sen 

differ in their interpretations of functionings and capabilities. Robeyns states that ñfor Sen, 

capabilities are real opportunities, but for Nussbaum they also include talents, internal powers, 

and abilitiesò (2003:75).  

Based on earlier work on HDCA-lists I propose my own set of capabilities. My own 

capability list is based on Nussbaumôs list (2011:31-32), which according to Robeyns (ibid) is 

suitable in qualitative analyses of developing capabilities. I also elaborated my own set of 

capabilities by comparing the work and the lists of capabilities of Nussbaum (2011), Terzi 

(2007), Robeyns (2003, 2006), and Walker (2006/07) (See Appendix 4).  

My final set includes both basic capabilities and those that might be provided by and through 

education; the content of my capabilities are described in the first section (6.1.). The second 

step in my argumentation is related to my second sub-question concerning the AKAKI-

teachers view about how a small college like AKAKI may promote the development of 

capabilities for young underprivileged female students, and will be presented in section 6.2.  

In the final step of my argumentation, section 6.3., I will discuss the learning outcome of the 

curriculum, and how the students are obliged to the curriculum and the NLCC student 

Handbook. Then I will analyze how the institution of AKAKI College is promoting 

development of capabilities that may enhance the female studentsô empowerment and help 

them becoming agents in their own and otherôs lives. Because, when people get freedom to 

control their future, this may lead to sustainability and empowerment (Sen 1999:3), which is 

the end and means of both social and economic development (Sen, 1999:86). 

 

6.1. Central capabilities for unprivileged female students: A theoretical 

discussion 

In this section I will reveal the methodical and the theoretical search for central capabilities 

for unprivileged female students. The capabilities in my set are generated in order to provide 

the substantive freedoms mentioned by Sen; in the light of Senôs capability approach and 

Nussbaumôs list of capabilities grounded on personal and social conditions, and created for a 
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macroeconomic level (Nussbaum, 2011:33-34). Though ñfor Nussbaum Senôs conversion 

factors are integrated in the concept of capability itselfò (Robeyns, 2003:75), then, 

Nussbaumôs list is suitable ñin qualitative analyses of how people can cultivate their 

capabilitiesò (ibid). Robeyns line up some methodically steps (Robeyns 2003:72), partly 

useful for my context in a developing country, albeit her list was generated to assess 

educational inequality in Western societies. In the search for generating my own set of 

capabilities, I studied HDCA researchersô methods and their lists of educational capabilities. 

Biggeri, Terzi, Flores-Crespo, Robeyns, Vaughan, and Walker, they all built on Sen and 

Nussbaumôs research and applied Nussbaumôs list of capabilities (2011:33-34) as a 

foundation. 

Before I left Norway for my fieldwork I researched many articles and reports that could help 

me to reflect on possible and central capabilities for young underprivileged female students in 

an Ethiopian higher educational context. In order to defend my choice of capabilities as 

central capabilities provided by and through education in a developing country, I will clarify 

the methodically steps I followed. In the search for capabilities for my interview guide I 

applied Terziôs (2007:35-39) capabilities provided in higher education and Biggeriôs 

(2007:204-209) list of capabilities, which highlight those capabilities that will be deficient 

without any higher education, or secured jobs. Therefore, partly following Robeynsô method 

and list (2003:72) I initiated an unconstrained brainstorming among my fellow students and 

teachers, and some development workers I met in Ethiopia, in order to test the validity of my 

preliminary capabilities.  

Despite the fact that my set of capabilities was not completed ahead of the fieldwork, I 

decided to use these temporary capabilities by partly applying Robeynsô method (2003:72) as 

a frame for my interview guide, my semi-structured interviews and my topics for 

observations. After I had finalized my interview guide Vaughanôs method of research helped 

me to realize that I firstly had to search for beings and doings that leads to wellbeing; such as 

the opportunity (capability) to be accepted and enrolled as a student at the institution of 

AKAKI College, that promotes social and theoretical skills that may provide job-

opportunities and other functionings. Still, partly following Robeyns (ibid), I had problems to 

define a final set of capabilities before I completed my fieldwork at the AKAKI College.  

Therefore, in my search for opportunities of underprivileged Ethiopian students, I made 

Alkireôs words to mine:  ñsince the capability approach is radically underspecifiedò (Alkire, 



тн 

2008:6) my final set had to be reformed several times after ever new rounds of studies of the 

academic literature on HDCA and education. Finally, by concentrating on my scheme of the 

lists of educational capabilities provided by Terzi, Robeyns, and Walker, I was able to 

propose my own set of capabilities. My primary set was reduced, and I tried to make sure that 

the final capabilities could not be compared to each other, though I still feel that many of 

them partly overlap. On the other hand, I realize that also the capabilities in my scheme partly 

overlap. - Robeyns last step (ibid) of discussing the list with others had to be postponed at this 

stage, this step will only be made through the possible discussions accomplished by this 

thesis.  

The essence of HDCA is to enhance personal freedom of the individual, as claimed by Sen, 

(1999:19), what ñone is able to be or to do, not what one can consume, or oneôs incomesò, 

which is central in the human capital approach. Nussbaum and Sen both argue for the value of 

the freedom aspect; that each person ought to have freedom to select among different 

opportunities. These opportunity freedoms or substantive freedoms are the total of political, 

social, and economic opportunities a person has for choice and action including the process of 

freedom that make people agents in their own lives and in their communities, both at the 

micro and the macro level (Alkire, 2003:5). Nussbaumôs and Senôs main concerns are that 

each person must be considered ñnot as means to economic growth or social stability, but as 

an endò (Nussbaum, 2011:18; Sen, 1999:19). According to Sen, (2003:44): ñ(C) capability 

reflects a personôs freedom to choose between different ways of livingò, a possible freedom 

that I tried to reveal through my own set of capabilities.  

Education in itself is a capability that enables other capabilities, claims Vaughan (2007:117-

119). She differs between the capabilities given through education in ex. through conversion 

factors that facilitates other capabilities, and the capabilities given by the side-effects of 

education that leads to educational wellbeing, educational agency and freedom to choose as 

well as barriers and constraints to education (ibid).  

In my own set I include both basic capabilities that include sociality and participation and 

those that might be provided by and through education,  as practical reason, respect 

(affiliation) and knowledge that Walker mention as her ñcore education capabilitiesò 

(2006(a):116). These capabilities are combined with the basic opportunities, but they partly 

6.1.1. My own set of capabilities
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overlap because one capability is dependent of another in order to fulfill educational goals, in 

ex knowledge and practical reasoning, or knowledge and autonomy (Vaughan 2007:118). 

The first capabilities of my set 1: Life, physical health, and bodily integrity, 2 Social 

relations, and 3 Emotional integrity and emotions, are close to Nussbaumôs general basic 

capabilities. They include capabilities that include sociality and participation, such as: to be 

sheltered; being safe at school without corporal punishment, sexual harassment, or violence; 

being protected from HIV; having social security; emotional integrity and affiliations; to act 

without discrimination; learn to show empathy and compassion and  having access to 

physical activities. Though they are not provided by education, they are important for 

fulfilling educational goals. Basic capabilities, as said by Nussbaum (2011:21-25) are the 

genetic or innate talent of a person that makes later development, practical reasoning and 

training possible, and are vital for fulfilling educational goals.  

While in the last part I have included practical reason, respect (affiliation) and knowledge, 

these can be seen as ñcapabilities which we might expect education to fosterò and without 

them education would not contribute ñto a fairer society, or to powerful and positive learning, 

learner agency and human developmentò (Walker cited in (Vaughan, 2007:114). The last part 

reveals capabilities provided mostly by and through education, these are:  4 Autonomy and 

voice for participation, 5 Aspiration, motivation, 6 Knowledge and educational resilience, 7 

Respect (Nussbaumôs affiliation), dignity and recognition, as well as 8 Practical reasoning.  

By studying Vaughanôs research I recognized that the different capabilities may be divided 

into educational wellbeing and agency. In the term of educational wellbeing Vaughan 

(2007:118) includes ñattending school, participating in lessons, understanding and learning - 

overall full participationò and she claims that these capabilities lead to important functionings 

provided by education. As mentioned, Walker identified a number of ñcore education 

capabilitiesò, in addition to practical reason and knowledge, she added affiliation and 

emotional integrity, and she claims that all of them can be seen as ñcapabilities which we 

might expect education to fosterò, and what we cannot be without, if we want to contribute to 

ña fairer society, or powerful and positive learning, learner agency and human developmentò 

(Walker cited in Vaughan 2007:114).  

Reasoning is one of the selected capabilities that are worth special attention because it is 

central to skills that enable educational freedom, and to the process of choice within these 

freedoms. Therefore, reasoning that is combined with other educational capabilities may 
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contribute to the individual freedom to achieve wellbeing and agency functionings (Vaughan, 

2007:117-118). Agency is closely related to each individualôs educational functionings, and it 

encloses learning a special subject, choosing a particular education, or achieving an educational 

degree, or to get a job that requires literacy (ibid). The full content of my capabilities will be 

revealed and discussed in the next section, and is relevant in according to the interpretation of 

the fieldwork, and in order to answer the other two sub-research questions.  

6.1.2. My own capability list: A brief content for each capability 

My set of capabilities corresponds to the first research sub-question: 

What are central capabilities for young underprivileged female students? 

The capability list that I elaborated attempts to deal with the Ethiopian educational context. 

However, such context points toward an ideal situation. Therefore, my list is conceived only as 

a theoretical proposal of potential capabilities at a microeconomic level that an unprivileged 

female student may want to reach through higher education. The list thus sketches a theoretical 

standard of empowerment and agency opportunities, and according to Sen (2003:44):  

 ñ(C) capability reflects a personôs freedom to choose between different ways of living,ò 

therefore I argue that it is useful when analyzing the teachersô points of view.  

The content of each capability is described below: 

1. Life, physical health and bodily integrity: to feel worthy of a good life, to be safe at

school, make own choices about sexual health and relationships and not being abused

or a subject for others happiness, and to be able to do sporting activities.

2. Social relations and mobility: the capabilities to establish friendship, to be able to

respond to human needs and to social belonging, and to be able to participate in groups

in order to solve problems and tasks for learning, and to manage life plans.

3. Emotional integrity and emotions: to be able to develop emotions and imaginations for

understanding oneself and other, to develop the emotions of, empathy, awareness, and

discernment, and not being subjected to fear that diminishes learning, either from

physical punishment or verbal attacks.

4. Autonomy and voice for participation: to have the choice to be educated, to build self-

confidence and self-esteem during education, to have the courage to use the voice and
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learn to speak out, in pedagogy or in power relations on behalf of oneself and others, 

and to make plans that provide future independency and empowerment. 

рΦ Aspiration and motivation to be able to learn and succeed, to hope for a better life.

6. Knowledge and educational resilience: to gain technological skills and critical

thinking in the chosen school-subjects, and to be able to debate educational, moral and

social issues

7. Respect, dignity, and recognition: Respect for one self and recognition for others

cultures, ethnicity and religion, to treat and be treated with respect and dignity, to

show empathy, act inclusively, and listen to others, to establish  dialogue and debates,

and not devalue anyone because of human diversity such as gender, social class,

religion, or race.

8. Practical reasoning: To be able to set and choose future goals, to be able to plan and

provide necessary information, to gain independency and empowerment in order to

reach future goals.

When people get the freedom to control their future, this may lead to more sustainability and 

empowerment in their society (Sen 1999:3). Individuals become the end and means of both 

social and economic development (Sen, 1999:86). As mentioned before, Nussbaum and Sen 

both argue for the value of the freedom aspect; that each person ought to have freedom to 

select among different opportunities. Senôs concept of freedom includes an opportunity-

freedom that expands peopleôs opportunities and choices, and a process-freedom that may 

activate diverse opportunities and choices (Sen, 1999:74-75). 

Alkire (2003:5) inserts that the opportunity freedom or substantive freedoms are the total of 

political, social and economic opportunities a person has for choice and action; and that the 

process of freedom make people agents in their own lives and in their communities, both at 

the micro and the macro level. These statements confirm that education in a patriarchal 

society provides capabilities that will enhance substantive freedoms, in ex. to choose 

educational rights, or teach people to use their voices, and to speak up on behalf of themselves 

and others. This is a freedom that may influence people to be agents in their own and othersô 

lives. In contradiction to the human capital approach or other approaches, HDCA states a 

freedom provided by education where the individual is considered ñnot as means to economic 

growth or social stability, but as an endò (Nussbaum, 2011:18; Sen 1999:19).  
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6.2. Opportunities promoted at the AKAKI College and the teachers 

visions of development of capabilities 

Rather few students that live in deprived communities get opportunities for higher education, 

Ethiopian higher education is mostly unreachable for the poor; the benefits were given mostly 

to the ñmost socio-economically advantaged of Ethiopian societyò (Chapman, 1999:2). Most 

of the Ethiopian students who enroll in higher education have ñaccess to free board and 

lodging, at least after the first year of studyò (ibid), though these are only a few percents of 

the total amount of students. Therefore, it is noticeable, and appearing when the newly 

established AKAKI College enrolls and provide free boarding and education for unprivileged 

female students from the first day of a three years education.  

AKAKI-students are chosen among females lacking resources and possessions necessary for 

subsistence, and most of them have vague family connections. As teacher A said: ñwe are 

their extended family; they do not have anyone else.ò Due to their economic deficiencies they 

are not able to enroll in higher education elsewhere in Ethiopia. Most teachers mentioned that 

to be enrolled as a student at the AKAKI College was the studentôs main opportunity for 

becoming educated. As teacher B added: ñeach student knows that she has won the lottery, 

[é] and here they get everything.ò Accordingly, they considered that the opportunity to be 

accepted at this particular education was an opportunity for economic life-change.  

The AKAKI student-group is diverse; the students have different religious, cultural, and 

ethnic background, as declared by teacher A: 

ñWe have diversities and different religions, but we have religious freedom [é] they (the 
students) are having real debates about religious and cultural diversities [é] they are 
encouraged to discuss diversities, and that is taught in the civic class, [é] and to fight 
diversity is emphasized all through, from the fifth grade in school,ò  

In Ethiopia, as in a college like AKAKI, it is a necessity to learn respect for oneself and 

others, to listen, debate and have dialogues, and to treat and be treated with respect and 

dignity. In a country of 82 unlike tribes with unlike local languages there will naturally exist a 

great diversity. Thus, it is essential to show respect of others cultures, ethnicity and religion, 

and not diminishing anyone because of human diversity; gender, social class, religion, or race. 

ñThe students at AKAKI are as different as the Ethiopian society [é] but here they learn to 

take care of themselves and others, and hereby they are trained to solve conflicts and advised 

to avoid disagreementsò said teacher B. Hereby, all students are trained in establishing 



тт 

positive, close relations and social networks to their teachers, classmates, as well as to 

cooperate and interact in order to get to the bottom of their problems, according to this 

teacher.  

In order to answer my second sub-research question I will now discuss the teachersô visions of 

the provided opportunities at the AKAKI College, according to the content of my set of 

central capabilities for young underprivileged female students, and through the teachers view 

it will partly be compared to opportunities in Ethiopian higher education elsewhere.  

6.2.1. The teachers’ visions of the provided opportunities at the AKAKI College 

Early in my fieldwork I understood that none of the teachers were acquainted with the HDCA 

approach and the distinct terms such as capabilities, functionings, and agency. I therefore 

applied terms as opportunities, possibilities, empowerment, or freedom to live a life worth 

living in all of my discussions at the AKAKI College. Due to the fact that the teachers have 

several years of practice in different educational institutions, I explained ahead of my 

interviews that I wanted them to clarify their visions of opportunities provided at the AKAKI 

College. I also encouraged them to compare their visions and analysis of the AKAKI College 

to what was provided at their former workplaces at other higher educational institutions.  

They responded to my interest and stated that they had unusual and inspiring tasks at AKAKI 

compared to previous working experiences. They initiated me into their jobs as educators 

trying to provide central sustainable life-skills, in addition to be counselors, advisers, 

guardians and friends.  

ñWe encourage them to take initiatives, to develop, initialize and visualize their life plans,ò 
said teacher B. While teacher C expressed their work in these terms: ñI [sic] - we try to 
provide new ideas for the students, so they can make their best after their education. These 
girls are disadvantaged [é] coming from deprived communities [é] we try to give them the 
opportunity to live and integrate themselves in their communityò, as well as ñthey need to 
have this opportunity to be capable to contribute to their society, and to be integrated in other 
communities.ò  

Many of the teacher concluded that all the students are less vulnerable staying in the College 

boarding, than in their own community, which I will discuss in my next section. 
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6.2.2. The more basic capabilities in my set 

The basic part of my capabilities are mainly covered through the AKAKIôs health- and social 

program, and practiced and taught through the provided teaching at the College and the 

training through the boarding facilities at the AKAKI Institution.  

The first capability in my list, life, physical health and bodily integrity, enclose to feel worthy 

of a good life, to be safe at school, in addition to make own choices about sexual health and 

relationships, and not to be an object for othersô happiness. This capability also embraces a 

life of normal length, good physical and mental health, and well-being that includes suitable 

nourishing, adequately sheltering, and access to physical activities. As a college for female 

students, all students learn to protect themselves and their classmates, and by residing at the 

AKAKI College they are expected to get freedom from sexual abuse and verbal harassments, 

and to be protected from violence according to the NLCC Student Handbook, (2009:6, 9-10). 

Additionally, all students are counseled in questions of physical and mental health, 

economics, and the daily care concerning nutrition, health and cleanliness at the boarding as 

told by the unlike teachers.  

Students are gradually given freedom as well as personal responsibilities by staying in the 

boarding the first year of college, in their second year smaller groups stay in a little collective 

and in the last year the students are given more freedom and independency to take care of 

themselves. Smaller groups of students rent a flat and live in small collectives, occasionally 

supervised by the social teacher who helps them to organize their daily life, as explained by 

teacher C. The social teacher is obliged to check out their accommodation, the sanitation, and 

their bathrooms and to give economical advices according to the NLCC Student Handbook, 

(2009:12-14). Many students have scarcely any thoughts of the importance of clean and 

healthy environments and constructive social opportunities as this often are deprived, to 

different degrees, in the studentsô home-environment. 

For that reason, my second capability of social relations and mobility is important for AKAKI 

students because it includes i.e. the opportunities to establish friendship, social belonging, and 

to participate in a group in order to solve problems. Through the admission to the AKAKI 

College and by getting associated to classmates and the other student-groups, the students are 

expected to establish friendship and to build up groups. ñThrough role-plays and discussions 

the students are trained to show emotions and attachment that include love and grieveò says 

teacher B. Several teachers mentioned that by participation in these groups the students help 
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each other to solve personal problems and tasks for learning, in addition to create life plans 

and to provide mobility to fulfill these plans. Even if they want to teach social mobility, it is 

important to keep a positive contact to their social background, as teacher A explained: ñWe 

feel that we have the responsibility to advise them and counseling them, to support them, and 

to encourage them to feel confident in the community where they belong.ò This includes the 

third capability of emotional integrity and emotions. When the students practice emotional 

integrity and affiliations they will learn to show mental well-being and to care for people 

outside themselves. Or as said by Nussbaum (2011:33-34): to ñexperience longing, gratitude, 

and justified anger, without fearò, are important components of sociality and participation, 

moreover learning may be diminished if one are subject to fright by physical punishment or 

verbal attacks (ibid).  

The capabilities described above are important for the studentsô learning characters, and as 

Walker (2006:128) claims: also for ñthe opportunity to concentrate, to pursue interests, to 

accomplish tasks, to enquire, and to focus on their studiesò. This could increase the studentsô 

total freedom, well-being and their learning capacity (ibid). Moreover without these 

capabilities one may not be able to complete education (Vaughan, (2007:115). These basic 

capabilities are central for the total well-being, and may be ñcrucial in their (peoples) 

developmentò (Nussbaum, 2011:33-34), as it is for the development of the AKAKI students, 

and for their acceptance among classmates and their own family. Therefore, the students are 

encouraged to keep a positive contact with family and friends in their home-community, and 

ñto feel confident in the community where they belongò as teacher A expressed.  

6.2.3. Agency and freedom promoting capabilities in my set of capabilities 

Access to education is a capability in itself and therefore, education function as a catalyst that 

makes a change happen or brings about other capabilities, that is what I will call combined or 

educational capabilities. Or said by Nussbaum (2011:21), combined capabilities are ñthe 

totality of the opportunities she has for choice and action in her specific political, social, and 

economic situation.ò This last part of my set contains capabilities as visualized in and through 

education at AKAKI College by its teachers.  

The capability of autonomy and voice for participation are important in special in a 

patriarchal society, and most Ethiopian women need to learn to speak out in pedagogy or in 

power relations because they are taught to adapt to cultural habits, to be quiet, and to accept 

that their voices do not count. ñEthiopians are traditionally brought up to use their ears more 
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than their mouth, to be shy, and never speak up in front of adults. This was the way I was 

brought up, as a boyò, explains teacher B, and adds that he was taught the practice of critical 

thinking, imagination, and the importance of voice for participation through his pedagogic 

education. - After a short period of silence, he suddenly claims: ñIn didactic questions of my 

subjects, the students will never be able to ask any critical questions, because I am always 

well prepared.ò My interpretation of this last sentence is that though, he encourages students 

to take part in free discussions and to ask him any questions, he feels that he is the master 

within his subject-matters and will not accept any students to interfere. As the other teachers 

in order to create the ability of critical thinking, he claims that he tries to motivate the students 

to use their senses and imagination, and to discuss and come up with new ideas either it 

concerns educational, moral, or social issues. Then, the issue is if the students think that it is 

accepted to ask questions of any actual topic without being met with a critical mistrust. 

Respect, dignity, and recognition are partly taught through narrative stories that are applied 

both in English and Amharic in order to make the students to reflect and to create 

responsibility for their own and othersô learning. Narrative stories and storytelling are 

traditionally important in the Ethiopian culture told by the teachers A and C, and teacher C 

added: ñI myself, mostly use narrative stories of success, though stories of failure sometimes 

are important [é] this is a pedagogy used by all teachers.ò The capability of motivation and 

aspiration may also be promoted through narrative stories, and they are important because by 

listening and reading these stories, the students are inspired to generate their own experiences. 

Narrative stories might also be, leading to independency and self-defense, and a path to teach 

critical thinking and discursive reasoning, told these teachers, and added that they encourage 

each student to aspire for a better life, to be active and creative, and to use her voice and speak 

up in discussions.  

In an institution of higher education the capability of practical reason will include the 

opportunity of choice to be educated, because literacy is more than just reading and writing. 

At AKAKI the students the capability of knowledge and educational resilience is achieved 

through academic teaching and IT knowledge according to secretarial, business management. 

Hereby the students increase their choices, provide agency and create independency and 

empowerment for future job-opportunities. Additionally, as teacher A explained: ñthe students 

are given the opportunity to use the language, oral and written, and hereby building self-

confidence and self-esteem, that means that in the end, [é] these students can enter the 
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market, sell them-selves to the market, they can speak, they can write - and communicate with 

the outside world.ò  

Consequently, the capabilities of knowledge and educational resilience help the student to 

show responsibility for her choice, and they are utilizing their knowledge and secretarial skills 

in role-plays that gradually leads into projects and internships, which also is emphasized in 

the strategic goals (Nuressa et al 2012:19).  

My set of capabilities express the unlike educational implications, and as mentioned earlier, 

the dimensions of under-development in the students home-contexts, they also partly overlap 

the content of Biggeriôs list (2007:204-209) that mention the capabilities that students will 

lack if they are not accepted to any form of higher education, or secured any jobs. This 

confirms that the AKAKI College students also in the teachers view are provided capabilities 

that will empower them for future job opportunities. Therefore, the last part of my set is 

important for promoting studentsô agency and freedom, such as the courage to use their voice, 

on behalf of oneself or others, and through narrative stories the students learn critical thinking 

and discursive reasoning that leads to independency and self-defense.  

The answer my first sub-question is applied to analyze the personal interviews of AKAKI 

College teachers: ñWhat could be central capabilities in higher education for younger 

underprivileged female student? Hereby, I got an answer to my second sub-question:ñHow do 

AKAKIôs teachers view development of capability for their students?ò  

As mentioned earlier, there is a rather strong relationship between femalesô access and 

enrolment to education, human development, and the social and economic growth in a 

country. Therefore, one ought to promote an education where students get opportunity to put 

their language knowledge into practice, or to achieve life skills through information, 

knowledge and technological skills in order to understand the use of technical devices such as 

IT (Terzi, 2007:37). Hereby, also the AKAKI-students gain an educational ñresilienceò that is 

connected to practical reason and learning dispositions, as the ability to concentrate and to 

pursue interests, to accomplish tasks and to enquire, to relate to means and ends and to make 

plans for future goals (ibid).  

In search for educational and sustainable capabilities I will analyze the education promoted 

through the context of AKAKI Collegeôs institution. These capabilities are closely linked to 

the concept of life skills; hence they are also closely connected to education for sustainable 
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development (Hoffmann, 2005:4). Therefore, in my next section I want to organize the 

capabilities in my set, and follow the framework for ESD for teaching, learning and human 

development proposed by Hoffmann (2005:3). In order to answer my main research question, 

I will reveal opportunities generated by the institution of the AKAKI College that differ from 

other higher educational institutions as told by the AKAKI teachers. 

6.3. Opportunities of life skills promoted at the AKAKI College 

The learning outcome of the AKAKI Collegeôs curriculum as well as the NLCC Student 

Handbook craves that the students are provided ñlife changing opportunitiesò (2009:8). 

Through the interviews all teachers mentioned the difference between AKAKI College and 

the other educational institutions where they had practiced. The most appearing difference 

was that each AKAKI teacher had to be accessible for studentsô personal or educational 

reasons, also outside the classroom. They were enthusiastic when they told that to provide 

knowledge and academic results only was a fraction of their job at AKAKI, and they were 

also concerned and wanted discuss how to provide empowerment and social performance, to 

be and to live together in order to provide lifelong learning.  

Therefore, I found Hoffmannôs links between life-skills and capabilities interesting, and I will 

attempt to organize my set of capabilities according to the four pillars of learning, based on 

ESDôs framework (as presented in 4.3.1.) as it may provide outcomes that one may link to 

Senôs vision for reaching achieved functionings (Hoffmann, 2005:4). In a teaching - learning 

situation of AKAKI College, applying Hoffmann, I will combine the three categories of life 

skills: learning to know, to be, and to live, with the manual skills of learning to do:  

Learning to know as I framed as the capability of knowledge includes the life skills taught at 

the AKAKI College; (Appendix 2 - The modules taught.). ñTo obtain quality learning one 

stresses the importance of enhancing "inner capacities" in order to meet the challenges of 

educationò (Delors et al. cited in Hoffman, 2005:4), as is presented in my basic-like 

capabilities.  

Learning to be includes agency and confidence, self-esteem, and setting goals, - the basic 

capabilities as well as the more educational capabilities promoted in and through the methods 

of teaching at the AKAKI College (Berhan et al, 2009: 2, 93-100).  
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Learning to live together implies feeling affiliated to a group, to understand and respect 

diversities are best practiced by learning to live together in the boarding, to accept each other 

as siblings, or future customers. This is further practiced through the practical training in the 

self-expression classes, the Ethiopian cultural tours, and through their practical internships 

(Berhan et al, 2009: 2, 101-105).  

The last point, learning to do, is linked to the mastering of cultural tools and the patterns of 

behavior in order to act. The related capabilities are linked to a practical application of what 

are taught or learned according to life skills in AKAKIôs teaching-learning situation (ibid).  

Consequently, in the next sub-sections I will focus on the special support to enhance life skills 

through leaning to know, to be, and to live, which differ from other Ethiopian institutions of 

higher education, as told by the AKAKI teachers; i.e. their admission time with motivation 

and aspiration classes, and the practical work and role-plays throughout their studies, the 

organized leisure activities, as well as the provided support of health and social security 

through their boarding facilities.  

In the last sub- section I will exemplify how leaning to know, to be, and to live may be 

combined with the manual skills of learning to do and hereby creates achieved functionings or 

life-skills. This will be revealed by focusing on special events at AKAKI College: i.e. the self-

expression class and their monthly speaker, the Ethiopian coffee ceremonies, their Ethiopian 

cultural tours, and their internships.  

6.3.1. Motivation and aspiration 

The AKAKI students initiate their demanding studies with an intensive five weeks 

introduction and motivational period (Berhan et al, 2009:5, 22). 

As said by many of the teachers: ñTo be enrolled at AKAKI is an important opportunity; the 
teachers help their students, which 'background can give them social problems', to appreciate 
their opportunities and to fulfill higher education, through offering motivation and aspiration 
courses for newcomers, assisted by a center that provides psychotherapy and motivational 
training, - she continued: we invite a guest from this center, to come and do their motivational 
training here.ò  

Through these intensive sociological and psychological classes one intends to help students 

coming from diverse parts of Addis, who have unlike social backgrounds, to provide self-

confidence and to get a perspective on their ñown situation that enables them to look 

positively into the futureò (ibid:22). All the teachers appreciated the admission time;  
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ñHere we teach them how to study, and how to live together and related things - they also 
discuss differences [é] the girls are motivated to speak to each other, - which continues after 
their motivational training,ò explained teacher D. While teacher B said: ñThis (motivational) 
training is good; they are more motivated to admit on time, treat well in class, and to attend 
class. [é] The girls are motivated to speak together, listen to each other, and how to study, 
which motivate them to do well in their studies and in their future life,ò and teacher C 
supported her: ñIt (the motivation course) was good from this yearôs experiences.ò  

 ñThey (the students) are told to live as a family, to be able to have a positive reaction [é] 
when they disagree or dislike another person they are told to treat their classmates as a sister 
or close family ïassuming to ñbe in her shoesò, and to act as this person is a future customer. 
How to treat her then? ....This is an important part of their education; in particular due to the 
girlsô dissimilar social, cultural and religious background, and this gives the students good 
practice in accepting and handling diversities,ò said teacher A. 

He was eager to show that they treated the students as family- members and that they taught 

the students to care for their peers.  

6.3.2. Provided support at the students accommodation 

When the students are moving into their new homes they are often assisted by the social 

teacher; her job is to counsel and help with practical arrangements and if anyone disobey 

rules, or with any disagreement between the students or the students and a teacher. All the 

teachers talked about the importance of discipline, and the students and teachersô rights and 

obligations are printed in the detailed NLCC Student Handbook (2009), (as mentioned in 

section 3.2.). 

ñThe students have to follow the same rules of behavior, the girls need to obey, (and) they 
have to accept our principles and rules. The social teacher came up with some examples, and 
how they practiced correction: ñif students do not obey after a first verbal warning, then it will 
be a written warning [é] if they still do not obey, they are forced to do some extra work, like 
washing up, cleaning etc. If this does not help, then they are deducted money from their 
pocket money.ò 

ñSome girls are coming too late for their class, others are protesting against the school 
uniform [é] if they like it or not, that is not the issue, and there are 50 girls; if they want to 
discuss or not, I discuss with them that this is not a part of discussion. They all need to attend 
the class, to be trained and be active, they have to accept these things, and they are here to 
function [é] many of them need to be disciplined.ò  

The social teacher assist and inform the students in sanitation and cleanliness and how to 

organize their facilities (ibid, 12-16). ñIn the boarding they have a housemother, who cooks, 

and the girls are responsible for cleaning and serving, and they clean dishes, serve food, and 

clean their toilets, the different jobs are divided equally between them,ò the social teacher 

explained. Her job is to help them to manage their lives:  
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ñI help them when they need to buy food and other necessities [é] as I do in the group- 
homes for the second graders, and the older girls try to take care of themselves, living in the 
nearby area, but can ask for help if they need it.ò Her responsibilities are also ñto check the 
money spent for food; hence I follow the groups each fortnight for shopping. Before shopping 
we discuss their weakly meal program, what they eat and need to buy for the different meals. 
They order food for 15 days, purchase it from market.ò  

Also, according to any health problem they had strict regulations: 

 ñIf the students are staying home, they need see a medical person, they need to check for it, 
and bring a medical report. Some girls are saying that they are sick, but are not willing to go 
to the health center, and then they face warnings like I told about before.ò  

Motivation, aspiration and discipline are further underlined and promoted through the 

institution of AKAKI College to prevent dropout.  

6.3.3.  Organization of  leisure activities 

The studentsô workdays are hectic and short due to an early afternoon darkness. The Ethiopian 

slogan ñ13 months of sunshineò verifies days that are warmer than comfortable. Therefore, 

the homework may take longer time, and leave the students with fewer opportunities for 

leisure activities and play. The social teacher claims that attempts to organize outdoor 

activities seldom are successful. Ball-playing does not appeal when the activity-area is far 

from flat, ñthe playground is not good enough, we only have one ball, the ball will roll away,ò 

to the deepest part of the field. Most students rather search for a shady area where they chat in 

small groups, or they are presented a DVD-movie in their break time, ñhowever, they may not 

watch any TV at school, because all teachers are competing about the only projector and our 

TV,ò explained teacher C. All students have access to TV in their residence, though, ñif we 

show movies there, some will go to their room and sleep; hence, it is better if we use a DVD 

in the school area,ò replayed this teacher. ñOur last DVD was a story that points to the facts of 

working hard in order to succeed. A young dancer ñHanitoo,ò previously working as a 

cleaner, trained to be a dancer, though the first time she failed:  

ñHanitoo was very eager, and learned something from her failing, she was working hard, and 
finally, her group succeeded and they passed.ò Which states ñthat to achieve and to be 
accepted for a performance [é] only by working hard one can succeed,ò and continued: ñthis 
tells the girls that to realize your inner dreams, one have to be strong. If they are in a bad 
mood one morning and donôt want to get up, they need to understand that one need to work 
hard to succeed.ò 

Though each day is fully booked, the AKAKI students have more leisure time than most 

adolescents from their neighborhood. Females in their home-community with little education 
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and in the same age-group as the AKAKI-students, will daily meet pressure from their 

relatives and their society to take part in domestic work and nonmarket care, as raising 

younger siblings, taking care of older family-members, or to move out and start their own 

families, and they would scarcely get any counseling. Therefore, compared to young people in 

their home-environment the AKAKI students are the winners, empowered with agency and 

freedom to be what they want to be, and to live a life they choose to live. Hence, in my next 

section I will analyze how the special events at the institution of AKAKI College, and may be 

a base for social capabilities in addition to learn and succeed.  

6.3.4. Special events at the institution of the AKAKI College 

All students need to be prepared to the social mobility and the potential power-distance 

between their old community and the new world that is introduced by being a student at the 

AKAKI College. Then, in order to teach the students cultural and social skills, and to 

motivate them to take an active part in discussions and debates, several teachers referred to 

training provided through their regularly coffee ceremonies, in addition to the monthly 

invitation of a speaker from outside. Both events are of great importance.  

6.3.4.1. The self-expression class and their monthly speaker 

The self-expression class helps students to engage in critical reflections about planning of 

their own lives, and to be efficient in organizing and in time-management in order to adjust to 

their new lives. The AKAKI College provides counseling and put socialization into practice, 

which helps the students to be a part of a social network and give and receive social support. 

Though, teacher C felt that it often was a dilemma to provide enough social support for each 

girl, and to uncover the kind of social support needed within the limited time-schedule. 

Therefore, all staff-members are required to take an active part in social and practical 

arrangements in order to be a part of the studentsô non-academic social learning (Nuressa et 

al, 2012). Though, many teachers mentioned that they struggled to get enough time for 

providing special attention for each student.  

The social teacher is the main ñattributerò to the self-expression classes. Monthly, each class 

are introduced for a new topic of moral or social issue that involves all students, often 

introduced by an English speaking person, and the students are invited to discuss and tell their 

own experiences of the chosen topic. The same topic is applied by all teachers, and is 

discussed in all classes, with the aim of giving the students more practice in the ability to 

debate and to inquire.  
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As teacher C explained; ñthey have to be trained, and have to attend, to listen and take part in 
discussions. However, they have to feel free, but they have to attend and to bring in their own 
ideas and different topics into the class and to do the presentations.ò Teacher D added: ñIn the 
self-expression class students are trained to treat others the way they want to be treated 
themselves.ò 

The subsequent week the same topic is followed up with a narrative movie that expresses 

other personôs issues, and then one discuss the learning of this topic. ñMost Ethiopians do not 

like, or they do not want to be criticized, many students think that if they are silent, they are 

thought of being intelligent, so it may be a bit difficult,ò explained teacher A. The students are 

hereby trained to use their voices through open discussions, and they are taught to speak out 

on behalf of themselves and others.  

ñI am discussing with them because we want to find things that they are interested in. Hence 
we are thinking to make an art and drawing class, and a music training class, in addition [é] 
but one cannot attend here without taking part in the discussion classes.- They have to accept 
these things,ò claimed teacher C.  

ñWe also want to teach them to take care of themselves; hence this month we will talk about 

self-defense, - you are hereby invited to join us,ò said teacher B, and told about the invited 

speaker, a Christian, Afro-American woman, who supported a school for abandoned children 

at another place in Ethiopia. This woman grew up in a poor part of the US, and she 

exemplified her topic of self-defense by telling her own life- story of being a ñblackò mother 

without any education by the year of 16, and then when she was 18 she had two children and 

a brutal husband who could not support them.  

Few years later she managed to divorce him, and applied through the military forces for the 

only free education that also offered housing for an Afro-American single mother of two; the 

military and her Christian belief saved them, she told.  

The speaker was a firework, in colors and in words, after showing pictures and talking of 

well-known accomplishments by Afro-Americans, she told the students to be proud of their 

background, the color of their skin, and their gender:  

ñLook at yourself, you are here, remember that you are females capable of taking care of 
yourselves. [é] If a man tells you that you need him, then you should be extra observant. Do 
you need a man to take care of you? Do You? - You should not be anyoneôs bed-warmer or 
baby-machine. You are fully capable of taking care of yourself; you have shown it by being 
accepted to this College. Donôt listen to anyone who tells you that you need him,ò and 
finished by exclaiming that she herself was the proof.  
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All the way through her two hours performance she applied her narrative story in order to 

motivate and inspire the students to do their best, telling them that they are valuable creations, 

and encouraged them to use their voice and be active participants in any discussions; although 

she knew that most Ethiopians are brought up and encouraged of not to speak. At the end of 

her class she presented topics for the next dayôs group-discussions. When I later commented 

that the students were eager to discuss with her, the teachers themselves started to discuss her 

ideas. 

6.3.4.2. The Ethiopian coffee ceremonies 

The Ethiopian coffee ceremonies are cultural rituals where the newly washed coffee beans are 

roasted, grinded, and served in the presence of those attending, and teacher A and B told 

about the ceremony:  

ñAt the coffee-ceremony it is a common issue to discuss social issues in our culture; hence the 
girls are used to have it in their communities that are why we chose itò said teacher A, and 
teacher B continued: ñwe often say in our communities that a coffee-ceremony is more 
listening than speaking, but here at AKAKI it is open.ò  

Then teacher A commented: ñMost Ethiopians are too shy; we were not encouraged to speak 
because we have a tradition where the elder are the one who speaks too much, especially in 
our coffee ceremonies.ò Teacher B then explained ñDuring our coffee ceremony it is open; 
everybody has the right to come with ideas and can participate, everyone can discuss what 
they want, this extra day with coffee-ceremony is a good opportunity to learn something from 
the discussions; everybody is free to present their ideas.ò  

Many of the teachers told that they were looking forward to these coffee ceremonies where 

they might pick up topics of interest that could be discussed in their own classes.  

6.3.4.3. The Ethiopian cultural tours and the internships 

The diversity of the students and their different cultural background has initiated a need of a 

common cultural knowledge. Therefore, the students each year are invited to travel as a 

tourist in their own country. At the end of an educational period they are invited to see famous 

tourist places in the southern part of Ethiopia. These tours strengthen them as a group and 

improve cultural and social knowledge that may inspire them in their practice of internships. 

Through five periods of internships in different national and international companies in Addis 

Abeba, the students are provided practice of theoretical knowledge, communication, and 

business etiquette (Nuressa et al, 2012:18). Through working as educated secretaries they 

learn to deal with culture and traditions that differ a lot from their familiar social background, 
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and the students are hereby trained in mobility between different social and cultural societies, 

and the students build valuable relationship and connections for later job-opportunities (ibid). 

In this section I have focused on the special support to enhance life skills revealed through the 

AKAKIôs boarding and I have exemplified how leaning to know, to be, and to live are 

combined with the manual skills of learning to do, in order to create achieved functionings or 

life-skills facilities by focusing on the special events at AKAKI College:  i.e. the self-

expression class and their monthly speaker, the Ethiopian coffee ceremonies, their Ethiopian 

cultural tours, and their internships. In the next section I will turn to the evaluation of the 

academic outcome and practical support at the institution of AKAKI College. 

6.4.  Evaluation of the academic outcome and the social programs at the 

institution of the AKAKI College 

In the curriculum of the AKAKI College one claim that all teachers at AKAKI are obliged to 

follow the SWOTïanalyzes (Berhan et al, 2009:10; Nuressa et al, 2012:15) in order to assess 

the studentôs strengths, weaknesses, opportunities and threats in the organization of AKAKI. 

Evaluation of studentsô strengths and weaknesses are carried out throughout their education; 

however, opportunities and threats are given less attention (Berhan et al, 2009:5, 22; Nuressa 

et al, 2012:15). Teaching and testing are closely interrelated, as mentioned, therefore, the 

students acquired theoretical and practical knowledge are evaluated through the diagnostic 

tests of the modules taught, the practical internships, and ñthe end of term examsò (Nuressa et 

al, 2012:52). 

6.4.1.  Opportunities and threats at the AKAKI College 

The students at AKAKI who are raised in a rather poor society meet a giant life-change by 

being enrolled at the AKAKI College. Due to the their social background and according to the 

goals in the new structural plan the students need to be assisted in developing abilities that 

help them to think critically and creatively, solve problems, make informed decisions, manage 

new situations, and communicate effectively (Nuressa et al, 2012:19-23).  

In my search for capabilities promoted through the higher education for underprivileged 

female students at the AKAKI College, the main objective has been to reveal the AKAKIôs 

contribution of human development through capabilities, and to verify potential constraints 

and environmental threats for promoting capabilities within the institution of AKAKI College. 
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Therefore, my research of focusing on achievable opportunities and life skills provided by and 

through the education of the AKAKI College and the institution of AKAKI may fill this gap. 

Flores-Crespo (cited in Walker, 2006:107), who in order to able a democratic, educational 

participation, situates human capabilities into higher education, and he suggests to consider 

ñthree intersecting circlesò that is essential in a deliberative pedagogy: ñthe philosophical 

(rationality and freedom through education; the pedagogical (enabling capabilities); and the 

institutional (contextual conditions)ò (ibid). Hereby, one is distanced from the individualistic 

focus, and are pointing more to the students ñmeso- or macro-contexts and structures of 

opportunities and constraintsò (Walker 2006:108) i.e. constraints in a patriarchal society that 

are forcing women to silence, or a power-distance that hinder discussions and dialogs (ibid). 

Another threat that might be situated in a college for young females with weak family bonds 

is how the students easily may be sexual attracted to the young, handsome male teachers, and 

the opposite might also be the fact. Even if I did not observe any inappropriate relations 

between students and teachers, we need to be aware of these potential threats. In order to 

avoid threats of stigmatization in the community where they belong, and in the studentsô 

contextual conditions one ought to question: How will the students be accepted among family 

and friends, and how will they themselves act, when they meet people from their old society, 

after their final education and are ready for a well-paid job? As teacher D said: ñWe feel that 

we have the responsibility to advise them and to counsel them, to support them and encourage 

them to feel confident in the community where they belong.ò Though, these questions have to 

be postponed for a later study, the teachers comments reveals that to handle social mobility is 

one of the important life-skills capabilities. 

The pedagogy of NLCC is also influenced by focusing on the Ethiopian economic needs 

through the human capital approach. The government requires that one educates a workforce 

according to needs of the market, the Ethiopian companies. This is also stated by the NLCCôs 

Curriculum (Berhan et al, 2009) and by the Strategic Plan for 2013-2016: ñBy giving them 

(the students) a viable perspective for the future, we are enabling them to make a difference 

for the whole of Ethiopiaò (Nuressa et al, 2012:11-12). 

6.4.2.  Education for the market - Human capital approach versus HDCA 

Throughout my fieldwork it was often mentioned that the market, the Ethiopian society, has a 

need for well-educated secretaries. Therefore, the human capital approach (HC) was at the 

center when the curriculum for AKAKI College was outlined by its board in 2009, as it was in 
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the strategic plan of 2012, because a central focus on HC was a criterion for being accredited 

by the Ethiopian Technical and Vocational Education and Training (TVET). The AKAKI 

teachers are obliged to follow the governmentôs requirements to TVET; to organize regular 

assessments of AKAKIôs program and the studentsô academic results. Within the HC, the 

ñbenefit of education is directly judged for its effect on employabilityò (Walker, 2007:168), 

hence, it is important for the AKAKI teachers to prove their efforts to fill the market gap.  

Additionally, the AKAKI-teachers help their students to appreciate their opportunities to 

higher education through motivation, aspiration, and by focusing on enhancing personal 

freedom, through the individual social opportunities, and to be equipped with theoretical 

knowledge and good skills in English and IT. ñBy using the language in the class, speak and 

write their thoughts, [é] to use the language to express and sell themselves to the market,ò 

[é] ñand then they are capable to contribute to their societyò said teacher D, which 

contributes and helps the students to achieve a better future. 

In the light of HDCA each person is the goal for development, and by giving the students 

freedom to choose among capabilities that helps them to be and to do what they want to be 

and to do. Therefore, one may ask the question: Which are possible paths for development 

that increase economic and social development for the AKAKI students, not only for the 

society? As Unterhalter (2007: 214) claims: ñHuman development goes much further than 

human capital approach in thinking about the ways in which education enhances freedom.ò  

The official goal for the institution of AKAKI is to provide a freedom that increases their 

social and economic opportunities, and influence studentsô opportunities and choices in a job-

market. Though, through my fieldwork I revealed that capabilities promoted at AKAKI are 

widening the students essential ñfreedom to lead the kind of lives they have reason to valueò 

(Sen, 1999:14), and afford the students to live ña life reflectively chosenò (ibid). The AKAKI 

teachers promote opportunities to achieve sustainable educational and social skills, and 

although their teaching in many ways is similar to ñliberal educationò they indirectly, provide 

and articulate the main content of Senôs capability approach. They all claim that education in 

itself is the most important opportunity provided, and the opportunity to higher education is 

not given to everyone. Even if, they never mention the term capability, they promote 

autonomy and try to develop the studentsô judgment of opportunities in order to be and to do 

what they want to be and do (Flores-Crespo, 2007:53).  
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Nussbaum and Sen both argue for the essentiality of the freedom aspect, because the total 

freedom of political, social and economic opportunities a person has for choice and action will 

make her able to be an agent in her own life and in her community, both at the micro and the 

macro level (Alkire, 2003:5). In special in a patriarchal society education provides capabilities 

that will enhance substantive freedom, capabilities that influence people to be agents in their 

own and others lives. Searching for capabilities promoted through the special events at 

AKAKI, mentioned above, I found that the AKAKI students are encouraged to be active and 

creative, and to use their voice in discussions and dialogs. By emphasizing basic skills like 

decision making, team work and critical thinking one facilitates the individual development of 

the AKAKI studentsô personalities. Vaughan (2007:118) also claims that a completed 

educational level may enlarge the basic capabilities, and lead to agency functionings and 

general wellbeing, as well as acceptance among their pairs and their society.  

Education may also ñact as a conversion factor that determines the extent to which a person 

can generate capabilitiesò (Vaughan, 2007:115). I found that this is confirmed by applying my 

set of capabilities in my fieldwork, where I searched for possible capabilities created by and 

through the context of the institution of the AKAKI College, presented through my participant 

observation and the ideas and thoughts of the employees, and by analyzing the curriculum, 

and NLCC student handbook (Berhan et al, 2009); Though many of the capabilities in my set 

overlap, as in life at large, capabilities generated by and through education, will lead to 

agency and empowerment. This agency is an actuality for AKAKIôs underprivileged students 

and includes learning a special subject as IT or English, or choosing a secretarial education in 

order to achieve functionings such as getting a job that requires literacy (Vaughan, 2007:117-

118), and is by Vaughan considered as ñeducational agencyò (ibid), closely related to each 

individualôs educational functionings.  

As mentioned earlier, there is a rather strong relationship between femalesô access and 

enrolment to education, human development, and the social and economic growth in a 

country. A recent research by Unterhalter (2114:1-2) on girls education and gender equality 

points to the facts that resources and infrastructures as well as institutional policies are 

important for students participation, their learning and empowerment. She claims that ñgender 

norms and strategies for inclusion of the marginalized are under-researchedò (ibid).  
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Therefore, I hope that the answer to my main research question may fill a small part of this 

gap: ñHow does the AKAKI College in Ethiopia promote the development of capabilities for 

underprivileged female students?ò  

In my research I tried to find possible paths for human development through the capabilities 

promoted by the institution of AKAKI College that will increase economic and social 

development for young unprivileged females, not only for the society. The AKAKI Collegeôs 

curriculum are providing academic knowledge and life-skill and hereby promoting important 

capabilities for their students. I answered my first research sub-questions: ñWhat could be 

central capabilities in higher education for young underprivileged female students?ò which I 

answered by studying the method applied and the specified capability-lists generated by 

several HDCA researchers, and then presented my own set of capabilities. This is followed by 

the second sub-question: ñHow do AKAKIôs teachers view development of capability for 

their students?ò that was answered by analyzing the personal interviews of the AKAKI 

College teachers, in search for visions and choices through AKAKI-students capabilities and 

their provided substantive freedom.  
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7 Conclusion  

Capability development in an Ethiopian context - A study of the AKAKI College 

My intention was to research the role of a small College of AKAKI in promoting 

development of capabilities and substantive freedoms for underprivileged female students, 

and hereby strengthen the role of young destitute females living in a patriarchal society as 

Ethiopia. Through the qualitative fieldwork my aim has been to study how capabilities are 

promoted through the institution of the AKAKI College. This is presented through qualitative 

analyzes of my fieldwork, semi-structured interviews of some of the teachers and observation, 

and by analyzing the NLCC curriculum and the NLCC student handbook (Berhan et al, 2009), 

and the NLCC strategic plan (Nuressa et al, 2012).  

Ahead of the fieldwork I studied Sen and Nussbaumôs human development and capability 

approach (HDCA) and the different lists of capabilities created for educational purposes. 

Applying their research and methods I generated my own set of central capabilities for 

underprivileged female students. I wanted to detect if any of these capabilities, were 

embedded in the teachersô visions of their promoted education in the local context of AKAKI 

institution; the curriculum, student handbook and their strategic plan. By re-reading the 

HDCA-researchers I verified the reliability of my set of capabilities that are generated in 

order to provide the substantive freedoms, and grounded on personal and social conditions at 

a macroeconomic level.  

Constructing my set of capabilities has been a challenging and time-consuming project. My 

set of capabilities is ideal and points toward a sustainable education that promotes capabilities 

in order to be, to do and to achieve educational and social skills. The list was the background 

of my research, and my list of capabilities was an instrument to provide the answers of my 

research questions.  

I found that all AKAKI students are trained in discussions and decision-making, to plan and 

take decisions concerning future jobs, to participate and discuss rules and regulations 

concerning their daily life in the college as well as in the boarding, and in their own 

communities, as claimed in the AKAKIôs curriculum (Berhan et al, 2009: 1). I also found that 

the teachers emphasizes human development of each individual student, their personalities as 

well as ñbasic skills like decision making, critical thinking and team work,ò as also is 
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mentioned in the structural plan for the AKAKI College (Nuressa, G. et al, 2012). Hereby 

students have a fair chance to influence decisions made at AKAKI College.  

Through the special events at AKAKI College the student were reminded that they have 

choice and freedom of expression, and were encouraged to produce own work and to 

experience practical use of their knowledge. Though, the students in a minimal degree are 

invited to discuss the content of the modules taught, or the opportunities in their curriculum, 

as students voices are traditionally not heard in these matters (as told by the teachers). These 

freedoms of choice and capabilities provided and promoted at the institution of AKAKI 

College, are important for human development and their agency aspect.  

HDCA introduces a human development aspect by giving people freedom to choose among 

capabilities that helps them to be and to do what they want to be and to do, and all capabilities 

mentioned in my set are important, and will increase AKAKI studentsô total freedom, 

wellbeing and their learning capacity, and they are strengthened by the AKAKI Collegeôs 

institution. Through the boarding facilities and their education the students are provided ñthe 

opportunity to concentrate, to pursue interests, to accomplish tasks, to enquire, and to focus 

on their studiesò (Walker, 2006:128), and without these capabilities one may not be able to 

complete education (Vaughan, (2007:115). As a result there has never been registered any 

drop out from the AKAKI College, as all the teachers mentioned: these students have won the 

lottery, especially economically, they cannot afford to lose it.  

Although, the institution of AKAKI claims to educate for the needs of the market, one may 

say that their education is multiple and complex and I will argue that the AKAKI students are 

considered not as means to economic growth or social stability, but as an end, as is advocated 

by Nussbaum (2011:18) and by Sen (1999:19). In special, when the AKAKI students are 

practicing gained knowledge and secretarial skills through internships, they are encouraged to 

be responsible for their choices and are provided freedom to expand opportunities.  

I will conclude that a small college like AKAKI, by being an unofficial pilot-project, will play 

a role and will be a component in solving gender human development in Ethiopia. Therefore, 

an NGO like the NLCC that enables young unprivileged females to obtain a dignified life 

through higher education and promoting life skills is important and a necessity for 

development of Ethiopian females. The whole program at the institution of AKAKI College 

hinders dropouts through their financial support, the boarding and the diverse health and 

social security programs. 
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This qualitative research at the AKAKI College has been a spiral of ever new rounds of 

comparing the human development and capability approach to the interviews and observation, 

the curriculum and the strategic plan of the AKAKI College, Through hermeneutic 

interpretations of the teachers visions of capabilities promoted for Ethiopian, underprivileged 

female students at the AKAKI College, the teachersô experiences in addition to the promoted 

capabilities through the AKAI institution are valuable in order to increase my own 

experiences and to verify my own set of capabilities; Though at this stage I will not be able to 

receive my readersô interpretations, though it will be useful for later research.  

To large extent capabilities that build on improvement of knowledge and skills can be 

measured objectively, while an assessment of opportunities through side-effects of education, 

if and when the students put them into functioning, will be subjective. That's why one needs 

to ask for the individualôs observations, experiences, and their narrative stories (Unterhalter 

cited in Vaughan, 2007:110-113).  

By creating my own set of capabilities the main goal has been to search for objective 

opportunities, according to Senôs three central characteristics of HDCA, the equality of 

agency process, the outcome, and the opportunity (Sen, 1999:86). The studentsô subjective 

choices, substantive freedom, and equality of agency followed by their final exam, have to be 

postponed. Though, according to Hoffmann (2005:2):  ñA more complete perspective would 

be the concept of equitable access to an education that specifically enhances capabilityò, 

therefore, it would be interesting to pay attention to the individuals ñoutcomes and processes 

they have a reason to value and seekò within their society (Sen, 1999:86; Burchardt & Vizard, 

2007); by testing capabilities similar to my set of capabilities and ñin order to revise, change 

or refine itò or in order to engender new ideas (Unterhalter cited in Vaughan, 2007:110-113). 

Unterhalter (2014: 1-2) claimed that it was research gap in research for inclusion of those 

marginalized. This underlines the fact that I feel that many more questions need to be 

answered in order to follow up on my research of ñHow does the AKAKI College in Ethiopia 

promote the development of capabilities for underprivileged female students?ò  

Because as Walker (2007:168) claims: ñEducation is then for something else, for some other 

goodò that also enhances other capabilities; this is in contrast to the human capital approach, 

where educational provision is revealed through the householdôs economyò (ibid). Through an 

empowering and sustainable education the students at the AKAKI College are provides 

essential life-skills and substantive freedoms that ends in achieved functionings through such 
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as future jobs. The freedom promoted through the basic capabilities may lead to improved 

social conditions. To end as I started: by freedom ñwe mean a positive power or capacity of 

doing or enjoying something worth doing or enjoyingò (Green 1881). I found that the AKAKI 

College motivate and inspire students to put the achieved and chosen capabilities into 

functionings and to use ñtheir actual freedom to be and to do what they valueò (Nussbaum 

2011:18). 
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Abbreviations: 

AKAKI Campus (NLCC) - New Life Community College by me called the AKAKI College  

Beijing 10+ (2005) ï Conference ten years after CEDAWôs Beijing conference in 1995 

BER, 2007 - British Equalities Review of 2007 

CA ï Capability approach  

CEDAW - Committee on the Elimination of Discrimination against Women  

CIA - Central Intelligence Agency   

EFA - Education for All  

EGSEC - Ethiopian General Secondary Education Certificate 

EPRDF - Ethiopian Peoples' Revolutionary Democratic Front 

ESD - Education for sustainable development 

GDP - Gross Domestic Product (GDP = consumption + investment + (government spending) 
+ (exports ī imports))  

GNP - Gross National Product - GNP = GDP + NR (Net income inflow from assets abroad or 
Net Income Receipts) - NP (Net payment outflow to foreign assets)   

GII - Gender Inequality Index is built on the same framework as HDI and IHDI - to better 
expose differences in the distribution of achievements between women and men 

GNH - Gross National Happiness  

HC - Human Capital approach  

HD - Human Development paradigm  

HDCA - Human Development and Capability Approach  

HDI - Human Development Index  

HDR - Human development report  

HE - Higher Education  

HERQA - Higher Education Relevance and Quality Agency for Ethiopia - working to ensure 
standards in higher education in Ethiopia 

HESC - the Higher Education Strategy Center  

IHDI - Inequality-adjusted Human Development Index  

Kerala model - Kerala model of development which is based on experiences from the state of 
Kerala in southern India (1990) 
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MDG - Millennium Development Goals of 2000 

NESH - the National Committee for Research Ethics in the Social Sciences and the 
Humanities  

NGO - Non Governmental Organization  

NLC - Ethiopia - New Life Community in Ethiopia  

NLCC - New Life Community College  

NPRC - National Pedagogic Resource Center  

TGE - the Transitional Government of Ethiopia 

TPLF - the Tigrayan People's Liberation front 

TVET ï the Technical Vocational Education and Training 

WB - World Bank  
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Appendix  

Appendix 1 INTERVIEW GUIDE and OBSERVATION PLAN  

March 2012 at the AKAKI College, Addis Abeba, Ethiopia by Kristin Austegard 

This guide will be applied for the semi-structured interviews and for the observation:  

The first part of this guide (from question 1-10) is for the interview-guide and intended to 
reflect the teachersô view of their teaching and personal contact with their students.  

In the next part, my observation guide the topicôs connection between these two part are 
shown by using the same numbers as in the interview-guide marked with a*.  

Through the observation guide I will illustrate the relationship between the AKAKI-staff, as 
well as the relation between teachers and students. Then I will compare the answers of my 
interview-questions to what I see and hear.  

The same numbers are used throughout my search for the diverse topics are visualized 
in the different modules of the curriculum, in order to show how these topics are 
visualized and emphasized in AKAKI's the strategic plan of March 2012 (Added 
March 2013)  

INTERVIEW guide:  

1 Self-fulfillment  

In AKAKI'S College program it says that you ñwill provide the young women, who all 
come from a difficult background, with a real opportunity of self-fulfillment.ò  

1a What is meant may you explain this for me? 

1b If you think that self-fulfillment is important, how is this taught in the class, which 
activities do you use to promote self-fulfillment? (positive self-reliance, confidence 
and independence)   

2 Motivation and aspiration  

In AKAKI's program you emphasize a motivation course (2 weeks) for each first-years 
student.   

2a How and why do you think that the framework of this course affect AKAKI's college-
life?  

2b How and why do you think that the framework of this course affect the students 
mutual relations and care for others? 

2c How are students trained to get motivation for the theoretical workload and the 
different practical tasks they are expected to fulfill? 
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2d How do you, as a teacher try to encourage and motivate the students?   (Develop - 
adapt knowledge, abilities) 

2e How are students encouraged to take initiative, to develop and to visualize future 
plans?  

2f How are the students trained to get motivation for the workload and the different 
practical tasks they are expected to fulfill?  

2g What kind of demotivators do you face? c) How to deal with demotivation? 

3 Dialogs and discussions  

3a How do you feel about open discussions and dialogs in your class? 

3b How do you stimulate to an active, pedagogical dialog among your students? -Do the 
students discuss person to person or in organized groups?  

3c How are AKAKI students encouraged to discuss openly in a college context? -Do you 
have a special debate-forum?) 

3d How are the discussions organized and guided? (- By the teacher or the students? -
According to the module you teach, or as abruption in the regular class?) Please 
exemplify.  

3e Do the students have free and open discussions with you teachers?  

3f Are the students taught to use their voices and to be listened to?  

3g Are students encouraged to ask critical questions about college related subjects or the 
curriculum? 

4 Individual decision-making, critical thinking and team work 

In AKAKI's program it says that you emphasize individual decision-making and 
critical thinking.   

4a How do you practically draw attention to critical thinking in your class? (How often 
do you practice this in your teaching/ Frequency- regular base/ daily/ weekly/ 
monthly?)  

4b In your modules: How to visualize and emphasize teamwork and that the trainees 
make full use of their personal potential skills? 

4c How to teach capacity for empowerment? 

5 Diversity   One will find conflicts in all societies where people meet: 

5a Which diversities, cultural or religious do you meet at AKAKI?  
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5b How do you teach respect for religious and cultural diversities at AKAKI College? 
(groups / the individual student?)  

5c What is your experience and opinion of the best way to teach respect for diversities?  

5d How to train students to adapt this to internships and their future working positions 
without getting a cultural or social conflict?  

6 Cooperation - listen to others –  

6a Do the students mostly work alone or cooperate? (Cooperation - listen to others - ask 
questions - ask for help - tell one's opinion -showing respect and responsibility for 
others and their tasks)  

7 Practical and pedagogical skills 

7a If they are asked to fulfill a special task, what is then mostly discussed/or argued 
about? Why do they need to do it?  How to do it? 

7b How do you make students feel that their opinion is meaningful and accepted? 

7c What is your opinion of how the students can practice and get experience in practical 
skills?  

8 Discipline and teachers as role-models 

8a How do you practice school-discipline? May you exemplify rules that are practiced in 
the daily college-life? 

8b How to treat unaccepted behavior in a teacher-student relation or a student/student 
relation? 

OBSERVATION guide:  

1* Which activities are used to promote self-fulfillment? (Positive self-reliance, 
confidence and independence)   

2o* Are any subjects or classes motivating them more than others? 

2p*  Do the students have any influence in what is taught in the classroom, or is it just 
decided by the teachers, the textbooks, or the curriculum?  

3* Are the students trained to use their voices in discussions and debates?  

5o*  Compared to the students culture and social background, is it accepted that girls ask 
questions and discuss with teachers, or with people at a higher social level?   

5p* How does the teacher feel about the mutual respect? Is it a natural or artificial respect 
for each otherôs diversities? 
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6o* How are students behavior: Cooperation - listen to others - ask questions - ask for help 
- tell one's opinion -showing respect and responsibility for others and their tasks?  

6p* How do students learn and practice teamwork?   

6q* Do I sense any disagreement or conflicts at any level? If that is the case, what is the 
conflict about, how do the teachers and student try to solve it?  

6r* Observation of Power distance: Does it exist an open power-distance (Hoefstede 
(1991), or a top -down attitude? How are the relations between: teacher/ -students/-
administration? 

Power distance (PD) ï relation: Are the teachers familiar with the expression? Has it 
ever been discussed?  When and how? PD- relation between:  teacher/ student - 
teacher/teacher ï teacher administration   

7* Practical and pedagogical skills -Education of life skills  

8o* How to treat unaccepted behavior in a teacher-student relation or student/student 
relations?  

8p* How are students disciplined, according to school-regulations or is it less important? 

The curriculum 

1 Self-fulfillment, positive self-reliance, confidence and independence 

2 Motivation and aspiration / motivation weeks  

3 Dialogs and discussions  To ñlet their voices be heardò  

In which modules are discussions/dialogues mostly practiced? 

4 Personal potential skills- visualize and emphasize that the trainees make full 
use of their personal potential skills 

5 Diversity How is this visualized in the different modules at the AKAKI 
College 
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Appendix 2 Modules of the Curriculum for NLCC, Akaki Campus  
Secretarial (2009), developed by Science and Office Administration (Yenew Berhan, Hendrik Doobe, Meseret 
Kinfe, Isabelle Kuhlee and Seble Hailemariam) New Life Community College, Akaki, Addis Ababa, Ethiopia, 
(First preliminary edition 2009 Sept.) http://www.newlife.org.et/index.php/the-college/about-the-college  
With special thanks to Addis Ababa University College of Commerce and Sandford School 
Moduls:  

Introduction Week...............................................................................         18 

Motivational Training........................................................................................................................... 18 

Intensive English Training.................................................................................................................... 19 

Visit to Businesses and Role Plays........................................................................................................ 20 

Introduction of Course Contents ........................................................................................................   21 

Module 0 ï Exercises ..........................................................................         22 

Module 1 ï IT......................................................................................    .    23 

Unit 1.1 ï Basics PC............................................................................................................................. 23 

Unit 1.2 ï Basics Windows XP............................................................................................................. 24 

Unit 1.3 ï First Steps on the internet ................................................................................................... 25 

Unit 1.4 ï Typing in English ............................................................................................................... 26 

Unit 1.5 ï Typing in Amharic................................................................................................................ 27 

Unit 1.6 ï Basic Text Production with Microsoft Word ....................................................................... 28 

Unit 1.7 ï Advanced Text Production with Microsoft Word I.............................................................. 30 

Unit 1.8 ï Basics of Electronic Communication and Introduction to Microsoft Outlook .................... 32 

Unit 1.9 ï Advanced Typing in English and Amharic ........................................................................ 34 

Unit 1.10 ï Advanced Text Production with Microsoft Word II........................................................... 35 

Unit 1.11 ï Basics of Microsoft Excel Computing and Simple Databasing ........................................ 36 

Unit 1.12 ï Basic Presenting with Microsoft PowerPoint ................................................................... 37 

Unit 1.13 ï Advanced Creation and Management of Databases with Microsoft Excel I ..................... 38 

Unit 1.14 ï Advanced Presenting with Microsoft PowerPoint I .......................................................... 40 

Unit 1.15 ï Preventive Maintenance and Networking ........................................................................ 42 

Unit 1.16 ï The Basics of Microsoft Access......................................................................................... 43 

Unit 1.17 ï Advanced Creation and Management of Databases with Microsoft Excel II ................... 44 

Unit 1.18 ï Systematic Approach to the World Wide Web and Internet Security ...............................45 

Unit 1.19 ï Advanced Presenting with Microsoft PowerPoint II ......................................................... 46 

Unit 1.20 ï Revision and Intensification............................................................................................... 48 

http://www.newlife.org.et/index.php/the-college/about-the-college
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Module 2 ï Specific Office Skills ........................................................        .49 

Unit 2.1 ï The Office in the Business World ................................................................... ................... 49 

Unit 2.2 ï Office Organisation and Daily Work Activities/Schedules ................................................. 51 

Unit 2.3 ï Office Records/Incoming and Outgoing mail Procedures.................................................... 52 

Unit 2.4 ï Business Correspondence ....................................................................................................54 

Unit 2.5 ï Office Assistantsô Etiquette.................................................................................................. 56 

Unit 2.6 ï Interaction with Superiors and Colleagues, Conflict Resolution ......................................... 57 

Unit 2.7 ï Effective Communication via Telephone and Telephone Systems ..................................... 59 

Unit 2.8 ï Text Production from Notes and Audio Tapes.................................................................... 60 

Unit 2.9 ï Organise Business Travel .................................................................................................... 61 

Unit 2.10 ï Organise and Manage Meetings and Conferences ............................................................ 62 

Unit 2.11 ï Advanced Presentation Techniques................................................................................... 64 

Unit 2.12 ï Basics of Human Resource Management .......................................................................... 65 

Unit 2.13 ï Basics of On- and Offline Research .................................................................................. 66 

Unit 2.14 ï Supportive Courses Depending on Specialisation ............................................................. 67 

Unit 2.15 ï Revision and Intensification............................................................................................... 68 

Unit 2.16 ï Apply Appropriate Standards of Communication and Organisation ................................. 69 

Unit 2.17 ï Produce Appropriate Complex Business Documents......................................................... 70 

Module 3 - English...............................................................................         71 

Unit 3.1 ï General English Year 1 Term 1 ........................................................................................... 71 

Unit 3.2 ï Business English Year 1 Term 1 ......................................................................................... 73 

Unit 3.3 ï General English Year 1 Term 2 ........................................................................................... 74 

Unit 3.4 ï Business English Year 1 Term 2 ......................................................................................... 75 

Unit 3.5 ï General English Year 2 Term 1 .......................................................................................... 

Unit 3.6 ï Business English Year 2 Term 1 ......................................................................................... 78 

Unit 3.7 ï General English Year 2 Term 2 ........................................................................................... 79 

Unit 3.8 ï Business English Year 2 Term 2 ......................................................................................... 81 

Unit 3.9 ï General English Year 3 Term 1 ........................................................................................... 82 

Unit 3.10 ï Business English Year 3 Term 1 ....................................................................................... 83 

Unit 3.11 ï TOEFL Exam Preparation ................................................................................................. 84 

Module 4 ï Accounting, Management and Law ..................................         86 
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Unit 4.1 ï Introduction to Management............................................................................................... 86 

Unit 4.2 ï Business Mathematics......................................................................................................... 87 

Unit 4.3 ï Basic Secretarial Accounting............................................................................................... 88 

Unit 4.4 ï Business Management in context......................................................................................... 89 

Unit 4.5 ï Business Law ....................................................................................................................... 90 

Unit 4.6 ï Basics of Entrepreneurship .................................................................................................. 91 

Unit 4.7 ï Revision and Intensification................................................................................................. 92 

Module 5 ï Soft Skills and General Knowledge ..................................          93 

Unit 5.1 ï Business Role Plays.............................................................................................................. 93 

Unit 5.2 ï External Lectures.................................................................................................................. 94 

Unit 5.3 ï Self Expression (Arts, Music, Sports etc.) ........................................................................... 95 

Unit 5.4 ï Introduction to Ethiopian and World History (Civics I) ...................................................... 96 

Unit 5.5 ï Introduction to Psychology (Civics II) ................................................................................ 97 

Unit 5.6 ï Geography (Civics III).......................................................................................................... 98 

Unit 5.7 ï Economic History (Civics IV) ............................................................................................. 99 

Unit 5.8 ï Introduction to Philosophy (Civics V)................................................................................ 100 

Module 6 ï Practical Training............................................................        101 

Unit 6.1 ï 1st Internship ....................................................................................................................  101 

Unit 6.2 ï Continuous Practical Experience I...................................................................................... 102 

Unit 6.3 ï Continuous Practical Experience II.................................................................................... 103 

Unit 6.4 ï Continuous Practical Experience III (Specialisation) ........................................................ 104 

Unit 6.5 ï Continuous Practical Experience IV (Specialisation) 
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Appendix 3  NSD Meldeskjema  

tǊƻǎƧŜƪǘƴǊΥ оллмм IǾƻǊŘŀƴ ƪŀƴ !Y!YL /ƻƭƭŜƎŜ ōƛŘǊŀ ǘƛƭ ǊŜŘǳƪǎƧƻƴ ŀǾ ƪƧǄƴƴǎŦƻǊǎƪƧŜƭƭŜǊκƎŜƴŘŜǊ 

ƛƴŜǉǳŀƭƛǘȅ ǾŜŘ ň ǘƛƭōȅ ƘǄȅŜǊŜ ǳǘŘŀƴƴƛƴƎ ŦƻǊ ǳƴƎŜ ƻƎ ǳƴŘŜǊǇǊƛǾƛƭƛƎŜǊǘŜ ƪǾƛƴƴŜǊ ƛ 9ǘƛƻǇƛŀΚ 9ƴ ŀƴŀƭȅǎŜ ƛ 

ƭȅǎ ŀǾ aŀǊǘƘŀ bǳǎǎōŀǳƳǎ ǘŜƻǊƛ ōŀǎŜǊǘ Ǉň IǳƳŀƴ 5ŜǾŜƭƻǇƳŜƴǘ ŀƴŘ /ŀǇŀōƛƭƛǘȅ !ǇǇǊƻŀŎƘ όI5/!ύ 

Hildur.Thorarensen@nsd.uib.no  
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Vi viser til mottatt statusskjema den 17.12.2013 og bekrefter med dette at prosjektperioden 
forlenges fra 31.12.2013 til 31.12.2014. Merk at ved en eventuell ytterligere forlengelse av 
prosjektperioden m¬ det p¬regnes ¬ informere utvalget. 
Vi legger til grunn at prosjektopplegget for ßvrig er uendret. Du vil motta en ny 
statushenvendelse ved prosjektslutt. Ta gjerne kontakt dersom du har spßrsm¬l. 
Vennlig hilsen, 
Hildur Thorarensen - Tlf: 55 58 26 54 Epost: Hildur.Thorarensen@nsd.uib.no 
Personvernombudet for forskning, Norsk samfunnsvitenskapelig datatjeneste AS 
Tlf. direkte: (+47) 55 58 81 80 
 
Referring to the status report dated 17.12.2013. We hereby confirm that the project period is 
extended from 31.12.2013 to 31.12.2014. 
Please note that in case of further extensions, it may be necessary to inform the sample. 
We assume that the project otherwise remains unchanged. You will receive a new status 
inquiry at the end of the project. 
Please, do not hesitate to contact us if you have any questions. 
Best regards, 
Hildur Thorarensen - Phone number: 55 58 26 54 Email: Hildur.Thorarensen@nsd.uib.no 
the Data Protection Official for Research,Norwegian Social Science Data Services 
Phone number (switchboard): (+47) 55 58 81 80 
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Appendix 4  Different HDCA researcher’s lists of capabilities  
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