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FOREWORD

Foreword

The United Nations was created to free the world from the scourge of warfare. It held out
the promise of a future lived in ‘freedom from fear’. UNESCO was created to help build
that future. In the poignant words of our Constitution, we are mandated to combat through
education the ‘ignorance of each other’s ways and lives’ that has fuelled armed conflict
across the ages.

This year's EFA Global Monitoring Report provides a timely reminder of the history,

the ideas and the values on which the United Nations is built. Those values are enshrined
in the Universal Declaration of Human Rights of 1948. They are also reflected in the
Education for All goals adopted by the international community in 2000. Unfortunately,
we are still a great distance from the world envisaged by the architects of the Universal
Declaration - and from our shared goals in education. And we are collectively failing

to confront the immense challenges posed by armed conflict.

As this new edition of the EFA Global Monitoring Report makes clear, conflict continues
to blight the lives of millions of the world’s most vulnerable people. Warfare is also
destroying opportunities for education on a scale that is insufficiently recognized. The
facts are telling. Over 40% of out-of-school children live in conflict-affected countries.
These same countries have some of the largest gender inequalities and lowest literacy
levels in the world. | hope that, by turning the spotlight on what has until now been a
‘hidden crisis” in education, the Report will help galvanize national and international
action in four key areas.

First, we need to get serious about stopping the egregious violations of human rights at
the heart of the education crisis in conflict-affected countries. We cannot build peaceful
societies overnight. But there is no justification for the attacks on children, the widespread
and systematic rape of girls and women or the destruction of school facilities documented
in this Report. It is unacceptable that, despite a succession of United Nations Security
Council resolutions, sexual terror remains a weapon of war - a weapon that is inflicting
untold suffering, fear and insecurity on young girls and women, and untold damage on
their education. I am committed to working with my colleagues across the United Nations
system to strengthen human rights protection for children caught up in conflict.

Second, the humanitarian aid system needs fixing. When | visit communities in countries
affected by emergencies, | am often struck by the extraordinary efforts they make to
maintain education. Unfortunately, aid donors do not match that resolve. The education
sector currently receives just 2% of humanitarian aid - and the humanitarian aid system
itself is underfunded. All of us involved in the Education for All partnership need to make
the case for putting education at the centre of the humanitarian aid effort.

Third, we need to be far more effective at exploiting windows of opportunity for peace.
United Nations Secretary-General Ban Ki-moon has pointed out that we currently lack
the mechanisms needed to support countries making the hazardous journey out of armed
conflict. As a result, opportunities for peacebuilding and reconstruction are being lost,

at immense human and financial cost. The EFA Global Monitoring Report makes the case
for an increase in pooled funding. | am convinced that donors and conflict-affected states
have much to gain from increased cooperation in this area.
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Finally, we need to unlock the full potential of education to act as a force for peace.

The first line of UNESCO's Constitution states eloquently that ‘since wars begin in the
minds of men [and womenl], it is in the minds of men [and women] that the defences of
peace must be constructed’. No defences are more secure than public attitudes grounded
in tolerance, mutual respect and commitment to dialogue. These attitudes should be
actively cultivated every day in every classroom across the world. Using schools to vehicle
bigotry, chauvinism and disrespect for other people is not just a route to bad education but
also a pathway to violence. | am fully committed to UNESCO playing a more active role in
the rebuilding of education systems in conflict-affected countries, drawing on our current
work in areas such as intercultural dialogue, curriculum development, teacher training
and textbook reform.

It is now over sixty-five years since the United Nations was founded. The challenges posed
by armed conflict have changed. Yet the principles, the values and the institutions
underpinning the United Nations system remain as valid as ever. Let us work together in
using them to confront the hidden crisis in education and create a world in which every
child and every parent can live in freedom from fear.

//n’m Diuiy

Foreword by Irina Bokova,
Director-General of UNESCO
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HIGHLIGHTS

Highlights from the 2011
EFA Global Monitoring Report

he world is not on track to achieve the
Education for All targets set for 2015. Although
there has been progress in many areas, the
overarching message to emerge from the 2011
EFA Global Monitoring Report is that most
of the goals will be missed by a wide margin. Countries
affected by armed conflict face particularly daunting
challenges. Governments will have to demonstrate a far
greater sense of urgency, resolve and common purpose
to bring the targets within reach.

Progress towards the 2015 goals

The past decade has witnessed extraordinary progress
towards the Education for All goals in some of the world's
poorest countries.

m Early childhood welfare is improving. Mortality among
children under 5, for example, fell from 12.5 million
in 1990 to 8.8 million in 2008.

= From 1999 to 2008, an additional 52 million children
enrolled in primary school. The number of children
out of school was halved in South and West Asia.
In sub-Saharan Africa, enrolment ratios rose by
one-third despite a large increase in the primary school
age population.

m Gender parity in primary enrolment has improved
significantly in the regions that started the decade with
the greatest gender gaps.

Despite these positive developments, there is still a very
large gap between the Education for All goals set in 2000
and the limited advances that have been made.

m Hunger is holding back progress. In developing
countries, 195 million children under 5 - one in three -
experience malnutrition, causing irreparable damage
to their cognitive development and their long-term
educational prospects.

m The number of children out of school is falling too
slowly. In 2008, 67 million children were out of school.
Progress towards universal enrolment has slowed. If
current trends continue, there could be more children
out of school in 2015 than there are today.

= Many children drop out of school before completing
a full primary cycle. In sub-Saharan Africa alone,
10 million children drop out of primary school every year.

m About 17% of the world’s adults - 796 million people -
still lack basic literacy skills. Nearly two-thirds are
women.

m Gender disparities continue to hamper progress
in education. Had the world achieved gender parity
at the primary level in 2008, there would have been
an additional 3.6 million girls in primary school.

m Wider inequalities are restricting opportunity. In
Pakistan, almost half of children aged 7 to 16 from
the poorest households are out of school, compared
with just 5% from the richest households.

m Gender disadvantage is costing lives. If the average child
mortality rate for sub-Saharan Africa were to fall to the
level associated with women who have some secondary
education, there would be 1.8 million fewer deaths.

= Women with secondary education are far more likely to
be aware of measures for preventing mother-to-child
transmission of HIV, which contributed to an estimated
260,000 fatalities from HIV-related illness in 2009.
In Malawi, 60% of mothers with secondary education
or higher were aware that drugs could reduce
transmission risks, compared with 27% of women
with no education.

m The quality of education remains very low in many
countries. Millions of children are emerging from
primary school with reading, writing and numeracy
skills far below expected levels.

= Another 1.9 million teachers will be needed by 2015
to achieve universal primary education, more than
half of them in sub-Saharan Africa.

Education for All financing

The global financial crisis increased pressure on national
budgets, undermining the efforts of many of the world's
poorest countries to finance education plans. Aid budgets
are also under pressure. With less than five years to the
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2015 target date, national governments and donors need
to redouble their efforts to close the Education for All
financing gap.

m Although low income countries have increased the

The hidden crisis:
Armed conflict and education

Countries affected by armed conflict are among the
farthest from reaching the Education for All goals, yet

share of national income spent on education from 2.9%
to 3.8% since 1999, some regions and countries have
continued to neglect education. Central Asia and South
and West Asia invest the least in education.

m With increased revenue mobilization and a stronger

commitment to education, low income countries
could raise Education for All spending from about
US$12 billion to US$19 billion annually - an increase
equivalent to around 0.7% of GNP.

The financial crisis took a heavy toll on education
budgets. Seven of the eighteen low income countries
surveyed for this report cut education spending in 2009.
These countries had 3.7 million children out of school.

Overall, aid to basic education has doubled since 2002
to US$4.7 billion, supporting policies that accelerate
progress in Education for All. However, current aid
levels fall far short of the US$16 billion required
annually to close the external financing gap in
low-income countries.

Donors have not met the commitments they made in
2005 to increase aid. The OECD estimates the projected
global shortfall at US$20 billion annually.

Current aid trends are a source of concern. Development
assistance to basic education has stagnated since 2007,

Aid to basic education in sub-Saharan Africa fell in 2008,
by around 6% per primary school age child.

Several major donors continue to skew aid budgets
towards higher levels of education. If all donors allocated
at least half their education aid to the basic level, an
additional US$1.7 billion could be mobilized annually.

their education challenges go largely unreported. The
hidden crisis in education in conflict-affected states is a
global challenge that demands an international response.
As well as undermining prospects for boosting economic
growth, reducing poverty and achieving the Millennium
Development Goals, armed conflict is reinforcing the
inequalities, desperation and grievances that trap countries
in cycles of violence.

The impact of armed conflict on education

m Over the decade to 2008, thirty-five countries
experienced armed conflict, of which thirty were low
income and lower middle income countries. The average
duration of violent conflict episodes in low income
countries was twelve years.

m In conflict-affected poor countries, 28 million children
of primary school age are out of school - 42% of the
world total.

m Children in conflict-affected poor countries are twice
as likely to die before their fifth birthday as children
in other poor countries.

m Only 79% of young people are literate in conflict-affected
poor countries, compared with 93% in other poor countries.

m State and non-state parties involved in armed conflicts
are increasingly targeting civilians and civilian
infrastructure. Schools and schoolchildren are widely
viewed by combatants as legitimate targets, in clear
violation of international law.

m Over 43 million people are reported to have been
displaced mostly by armed conflict, though the actual
number is probably far higher. Refugees and internally

New and innovative education funding solutions could
help fill the Education for All financing gap. Among
the proposals in this Report:

m An International Finance Facility for Education, based
on a similar model in the health sector, could help
donors mobilize new resources in a difficult economic
environment. Issuing bonds could raise US$3 billion
to US$4 billion annually for education between 2011
and 2015.

m A 0.5% levy on mobile phone transactions in Europe
could raise US$894 million annually.

displaced people face major barriers to education. In
2008, just 69% of primary school age refugee children
in UNHCR camps were attending primary school.

Spending on education
in conflict-affected countries

Armed conflict is diverting public funds from education
into military spending. Twenty-one developing countries
are currently spending more on arms than on primary
schools; if they were to cut military spending by 10%,
they could put an additional 9.5 million children in
school.
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= Military spending is also diverting aid resources.
It would take just six days of military spending by rich
countries to close the US$16 billion Education for All
external financing gap.

m Education accounts for just 2% of humanitarian aid.
And no sector has a smaller share of humanitarian
appeals funded: just 38% of aid requests for
education are met, which is around half the average
for all sectors.

An agenda for change

This report sets out an agenda for change aimed
at combating four systemic failures.

m Failures of protection. Working through the United
Nations system, governments should strengthen the
systems that monitor and report on human rights
violations affecting education, support national plans
aimed at stopping those violations and impose
targeted sanctions on egregious and repeat offenders.
An International Commission on Rape and Sexual
Violence should be created, with the International
Criminal Court directly involved in assessing the case
for prosecution. UNESCO should take the lead in
monitoring and reporting on attacks on education
systems.

m Failures of provision. There is an urgent need to
change the humanitarian mindset and recognize
the vital role of education during conflict-related
emergencies. The financing for humanitarian
pooled funds should be increased from around
US$730 million to US$2 billion to cover shortfalls in
education financing. Current systems for assessing
the education needs of conflict-affected communities
should be strengthened. Governance arrangements
for refugees should be reformed to improve access
to education. Governments should also strengthen
the education entitlements of internally displaced
people.

m Failures of reconstruction. Donors need to break
down the artificial divide between humanitarian and
long-term aid. More development assistance should
be channeled through national pooled funds, such as
the successful facility in Afghanistan. Working through

the reformed Education for All Fast Track Initiative (FTI),

donors should establish more effective multilateral
arrangements for pooled funding, comparable with
those operating in the health sector. Funding for

the FTI should be increased to US$6 billion annually,
with more flexible rules introduced to facilitate
support for conflict-affected states.

The combination of a ‘youth bulge’ and failures in education represent
a risk of conflict. Education systems in many conflict-affected countries
are not providing youth with the skills they need to escape poverty
and unemployment. With over 60% of the population in many
conflict-affected countries aged under 25, education of good quality

is critical to overcoming the economic despair that often contributes
to violent conflict.

The wrong type of education can fuel violent conflict. Education has
the potential to act as a force for peace — but too often schools are
used to reinforce the social divisions, intolerance and prejudices that
lead to war. No country can hope to live in peace and prosperity unless
it builds mutual trust between its citizens, starting in the classroom.

National governments and the international community are failing

to uphold human rights. State and non-state parties involved in armed
conflict are targeting school children, teachers, civilians and schools
with almost total impunity. This is especially true where rape and other
forms of sexual violence are concerned. EFA stakeholders should act
as a far more forceful advocate for human rights.

Aid effectiveness has been compromised by the national security agendas

of major donors. Development assistance to conflict-affected states is
heavily skewed towards countries seen as strategic priorities, notably
Afghanistan, Irag and Pakistan. The use of aid to education to support

counterinsurgency operations threatens the security of local communities,

schoolchildren and aid workers. Donors need to demilitarize aid.

The humanitarian aid system is failing children caught up in conflict.
Local communities demonstrate great resolve and innovation in
attempting to maintain education during conflict. The same cannot
be said of donors. The humanitarian aid community needs to match
the aspirations of conflict-affected communities.

The international aid system is not equipped to exploit opportunities
for peace and reconstruction. Many countries emerging from conflict
lack the resources to reconstruct education systems. Currently reliant
on limited and unpredictable humanitarian aid flows, these countries
need predictable long-term financing to develop good quality,
inclusive education systems.

Failures of peacebuilding. To unlock education’s
potential to nurture peace, governments and donors
need to prioritize the development of inclusive
education systems, with policy on language, curriculum
and decentralization informed by an assessment of

the potential impact on long-standing grievances.
Schools should be seen first and foremost as places
for imparting the most vital of skills: tolerance,

mutual respect and the ability to live peacefully with
others. Between US$500 million and US$1 billion
should be channeled to education through the

United Nations Peacebuilding Fund, with UNESCO

and UNICEF playing a more central role in integrating
education into wider peacebuilding strategies. [ ]
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Overview

he Dakar Framework for Action on Education

for All (EFA) adopted by governments in

Senegal in 2000 set six broad goals and a

number of specific targets to meet by 2015.

The framework was given the subtitle
‘Education for All: meeting our collective commitments’.
Ten years later, the overarching message of the 2011
EFA Global Monitoring Report is that governments
around the world are falling short of their collective
commitment.

That stark finding does not detract from some
significant achievements. The number of children

out of school is falling, gender gaps are narrowing

and more children are moving from primary school

to secondary education and beyond. Some of the world's
poorest countries! have registered impressive gains,
demonstrating that low income is not an automatic
barrier to accelerated progress. Yet the gap between
the Dakar declaration and delivery remains large, and
there are worrying signs that it is widening. On current
trends, there could be more children out of school in
2015 than there are today. Without a concerted effort
to change this picture, the Dakar promise to the world’s
children will be comprehensively broken.

Failure to achieve the goals set at Dakar will have
far-reaching consequences. Accelerated progress in
education is critical for the achievement of the wider
Millennium Development Goals [MDGs) in areas such
as poverty reduction, nutrition, child survival and
maternal health. Moreover, failure to narrow deep
national and international divides in opportunity for
education is undermining economic growth and
reinforcing an unequal pattern of globalization. No issue
merits more urgent attention. Yet education has slipped
down the international development agenda, barely
registering today in the concerns of the Group of Eight
(G8) or Group of Twenty (G20).

The 2011 EFA Global Monitoring Report is divided

into two parts. Part | provides a snapshot of the state
of education around the world. It identifies advances,
setbacks and a range of policy interventions that could
help accelerate progress. Part Il turns to one of the
greatest barriers facing the Education for All goals:
armed conflict in the world’s poorest countries. The
Report looks at the policy failures reinforcing that
barrier, and at strategies for removing it. It also sets

1. Throughout the Report, the word ‘countries’ should generally be understood
as meaning ‘countries and territories’.

© Timothy Allen/AXIOM/HOA-QUI

out an agenda for strengthening the role of education
systems in preventing conflicts and building peaceful
societies.

I. Monitoring the Education
for All Goals

Early childhood care and education:
boosting health, battling hunger

Education opportunities are shaped long before
children enter classrooms. The linguistic, cognitive
and social skills they develop in early childhood are
the real foundations for lifelong learning. Ill-health,
malnutrition and a lack of stimulation undermine those
foundations, limiting what children are able to achieve.
The irreversible damage inflicted by hunger during

the early years continues to erode human potential

on a global scale.

Wider health conditions among children can be gauged
by looking at child mortality. Death rates are falling -

in 2008, 8.8 million children died before the age of 5,
compared with 12.5 million in 1990. Yet among the
sixty-eight countries with high child mortality rates,

only nineteen are on track to achieve the MDG target

of a two-thirds reduction from 1990 to 2015. Malnutrition
is directly implicated in the deaths of over 3 million
children and more than 100,000 mothers.

Governments continue to underestimate the
consequences for education of early childhood
malnutrition. About 195 million children under 5 in
developing countries - a third of the total number -
suffer from stunting, or low height for their age, which
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is a sign of poor nutritional status. Many will have
experienced chronic malnutrition in the first few years
of life, a critical period for cognitive development. Apart
from the human suffering involved, malnutrition places
a heavy burden on education systems. Malnourished
children tend not to reach their potential, physically

or mentally. They are less likely to go to school, and
once in school they register lower levels of learning
achievement. Economic growth is not a panacea for
malnutrition. Since the mid-1990s, India has more
than doubled average income while malnutrition has
decreased by only a few percentage points. About half
the country’s children are chronically malnourished
and the proportion underweight is almost twice as
high as the average for sub-Saharan Africa.

Child and maternal health now has a more prominent
place on the international development agenda. The
global initiatives on nutrition, child survival and maternal
well-being announced at both the G8 summit in 2009
and the MDG summit in 2010 are welcome. However,
current approaches fail to recognize the catalytic role
that education - especially maternal education - can
play in advancing health goals.

Equal treatment in education for girls and boys is a
human right, and it is also a means of unlocking gains
in other areas. Education improves child and maternal
health because it equips women to process information
about nutrition and illness, and to make choices and
take greater control over their lives.

Evidence from household surveys consistently points

to maternal education as one for the strongest factors
influencing children’s prospects of survival. If the
average child mortality rate for sub-Saharan Africa were
to fall to the level for children born to women with some
secondary education, there would be 1.8 million fewer
deaths - a 41% reduction. In Kenya, children born to
mothers who have not completed primary education

are twice as likely to die before their fifth birthday

as children born to mothers with secondary education
or higher.

The 2011 EFA Global Monitoring Report provides striking
new evidence on the health benefits associated with
maternal education. Using household survey data, it
shows that, in many countries, mothers who are more
educated are more likely to know that HIV can be
transmitted by breastfeeding and that the risk of
mother-to-child transmission can be reduced by taking
medicines during pregnancy. In Malawi, 60% of mothers
with secondary education or higher were aware that
drugs could reduce transmission risks, compared with
27% of women with no education.

Such evidence demonstrates that maternal education

is a highly efficient vaccine against life-threatening
health risks for children. In 2009, UNAIDS estimated

that 370,000 children under 15 years of age became
infected with HIV. The vast majority of children contract
the virus during pregnancy or delivery, or when breastfed
by HIV-positive mothers. The evidence in this Report
suggests that many of those infections could have been
prevented through education.

Early childhood programmes prepare children for
school, mitigate the effects of household deprivation,
hal the transfer of educational disadvantage from
parents to children and strengthen prospects for
economic growth. Yet early childhood policies in many
developing countries continue to suffer from insufficient
funding, fragmented planning and inequality.

Children from the most disadvantaged households
have the most to gain from such programmes, but
they are often the least represented. In Céte d'Ivoire,
about a quarter of children from the wealthiest
households attend pre-school, while the attendance
rate for those from the poorest households is close
to zero. Countries such as Mozambique have
demonstrated that a strengthened commitment

to equity can open the doors to pre-school for highly
disadvantaged groups.

Universal primary education:
missing the targets

The past decade has seen marked advances in primary
school enrolment. Many countries that started the
decade on a trend that would have left them far short

of the target of universal primary education (UPE] by
2015 now have a very real prospect of achieving the goal.
However, the pace of advance has been uneven - and

it may be slowing. On current trends the world will

not achieve the ambition defined in Dakar.

When the framework was adopted there were

around 106 million children out of school. By 2008,

the figure had fallen to 67 million. Led by a strong drive
in India, South and West Asia has halved the size of

its out-of-school population. Sub-Saharan Africa has
increased enrolment ratios by almost one-third, despite
a large increase in the school-age population. Some 43%
of out-of-school children live in sub-Saharan Africa and
another 27% in South and West Asia, and nearly half live
in only 15 countries. Several countries have registered
dramatic reductions in out-of-school numbers. From
1999 to 2008, Ethiopia reduced the number of children
out of school by about 4 million, and it now has a real
prospect of achieving UPE by 2015. Other countries that
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started from a low baseline have come a long way, even
though several are still some distance from reaching
UPE by 2015. The Niger, for example, doubled its net
enrolment ratio in less than a decade.

Encouraging though these achievements have been,
the world is not on track to achieve UPE by 2015. Trend
analysis carried out for this Report looks at progress
in enrolment in 128 countries accounting for 60% of all
out-of-school children. The headline message is that
out-of-school numbers in the second half of the past
decade fell at half the rate achieved in the first half.
Adjusted to a global scale, this trend, if it continues,
will leave as many as 72 million children out of school
in 2015 - more than in 2008.

Inequality remains an obstacle to accelerated progress
in education. In Pakistan, almost half the children aged
7 to 16 from the poorest households were out of school
in 2007, compared with just 5% from the richest
households. Several countries that are close to UPE,
such as the Philippines and Turkey, have been unable to
take the final step, largely because of a failure to reach
highly marginalized populations. Gender gaps remain
deeply entrenched (see below). In recent years the £FA
Global Monitoring Report has argued for the adoption
of equity-based targets whereby governments would
commit not just to achieving national goals, but to
objectives such as halving disparities based on wealth,
location, ethnicity, gender and other markers for
disadvantage.

Getting into school is just one of the conditions for
achieving UPE. Many children start school but drop out
before completing a full primary cycle. In sub-Saharan
Africa, around 10 million children drop out of primary
school each year. This represents a vast waste of talent
and is a source of inefficiency in the education system.
Poverty and poor education quality, with children failing
to achieve the learning levels required for grade
progression, both contribute to high dropout levels.

Strategies for improving retention have to be tailored

to countries’ specific needs. Some countries, including
Ethiopia, Malawi and the Philippines, have high
concentrations of pupils dropping out in grade 1, while
in others, including Uganda, the problem occurs in both
grades 1and 6. Rapid increases in enrolment, which often
follow the withdrawal of user fees, can lead to acute
classroom overcrowding and poor education quality.
Malawi and Uganda have struggled to convert surges

in enrolment into high levels of progression in the early
grades. The United Republic of Tanzania has achieved
better results through sequenced reforms, increased
investment and the allocation of more experienced and

better qualified teachers to early grades. The age at
which children enter school also matters. Late entry
by over-age children is strongly associated with
dropout. Another approach in Colombia is a rural
school programme which reduced dropout rates by
improving the quality and relevance of education.

This Report identifies several successful approaches

to reducing dropout through cash transfers linked

to attendance in school and safety nets that enable
vulnerable households to withstand economic shocks
such as drought, unemployment or illness. One
example is Ethiopia’s Productive Safety Net Programme
that provides cash or food tranfers to poor households,
enabling many parents to keep their children in

school longer.

Youth and adult learning:
skills for a fast-changing world

The commitment made in Dakar to address ‘the learning
needs of all young people’ combined a high level of
ambition with a low level of detail. Monitoring progress
is difficult because of the absence of quantifiable goals.

Most rich countries are close to universal secondary
education, with a large share of the population -

about 70% in North America and Western Europe -
progressing to the tertiary level. At the other end of the
spectrum, sub-Saharan Africa has a gross enrolment
ratio at the secondary level of just 34%, with only 6%
progressing to the tertiary level. However, the region

is starting to catch up from this very low starting point.
Since 1999, enrolment ratios have more than doubled
in Ethiopia and Uganda, and quadrupled in Mozambique.
With primary school enrolment ratios increasing across
the developing world, demand for secondary education
is growing. Technical and vocational enrolment is also
increasing, though data constraints make it difficult

to draw comparisons across regions. The number

of adolescents out of school is falling, but in 2008

they still totalled around 74 million worldwide.

Inequalities within countries mirror the international
divide in secondary education. Attendance and
completion rates are strongly associated with wealth,
gender, ethnicity, location and other factors that can
lead to disadvantage. In Cambodia, 28% of people aged
23 to 27 from the wealthiest 20% of households have
completed secondary school, compared with 0.2% for
the poorest households. Through second-chance
programmes, young people who failed to complete
primary education can acquire the skills and training
needed to expand their livelihood choices. One
successful model is that of the Jovenes programmes
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in Latin America, targeted at low-income households,
which combine technical and life-skills training.
Evaluations point to significantly improved employment
and earning opportunities.

Although most developed countries have high levels

of secondary and tertiary enrolment, they also face
problems linked to inequality and marginalization.
Almost one student in five in OECD countries fails to
graduate from upper secondary school. Risk factors
for early dropout include poverty, low levels of parental
education and immigrant status.

Rising youth unemployment, exacerbated by the global
financial crisis, has prompted several OECD countries
to attach greater priority to skill development. The
United Kingdom's 2008 Education and Skills Act makes
education and training compulsory for those under 18,
with options in full-time and part-time education,
apprenticeships and company-based training. Second-
chance opportunities aimed at getting young people with
low skills back into education and training are also being
strengthened. Although programmes in this area have

a mixed record, some have achieved striking results.
Community colleges in the United States and ‘second-
chance schools’ in European Union countries have a
strong track record in reaching disadvantaged groups.

Adult literacy:
political neglect holds back progress

Literacy opens the doors to better livelihoods, improved
health and expanded opportunity. The Dakar Framework
for Action includes a specific target for adult literacy:

a 50% improvement by 2015. That target will be missed
by a wide margin, reflecting a long-standing neglect

of literacy in education policy.

In 2008, just under 796 million adults lacked basic
literacy skills — around 17% of the world's adult
population. Nearly two-thirds were women. The vast
majority lived in South and West Asia and sub-Saharan
Africa, though the Arab States also registered high
levels of adult illiteracy.

Just ten countries account for 72% of the total number
of illiterate adults. Performance in these countries has
been mixed. Brazil was able to reduce its illiterate adult
population by 2.8 million from 2000 to 2007, and China
has maintained strong progress towards universal adult
literacy. In India, literacy rates are rising, but not fast
enough to prevent the number of illiterate adults from
increasing by 11 million in the first half of the past
decade. Both Nigeria and Pakistan have registered
slow progress.

Trend analysis shows there is a considerable distance
between the commitment made at Dakar in 2000 and
the rate of progress since then. Some countries with
large illiterate populations, including China and Kenya,
are on track to meet the commitment. But at current
rates of progress, other major countries that account
for a significant share of the world’s illiterate population
will fall far short. Bangladesh and India will get no
more than halfway to the 2015 target, while Angola,
Chad and the Democratic Republic of the Congo will
fall even further short.

Lack of political commitment is widely cited as a reason
for slow progress in literacy - and rightly so. At the
international level, there has been little meaningful
change over the past decade. Literacy does not figure
on the MDG agenda, and the United Nations Literacy
Decade (2003-2012) has neither significantly raised
awareness of the problem nor galvanized action. Major
international conferences have facilitated exchanges
of ideas and a great deal of dialogue, but have not
established credible platforms for action. There is

no critical mass of leadership championing literacy

on the international stage.

When political leaders do acknowledge the need to
tackle illiteracy, swift progress is possible. Since the
late 1990s, several countries in Latin America and the
Caribbean have started to attach more weight to adult
literacy. The Ibero-American Plan for Literacy and
Basic Education for Youth and Adults (PIA) has set the
ambitious goal of eradicating adult illiteracy by 2015.
Drawing on innovative programmes in countries
including the Plurinational State of Bolivia, Cuba and
Nicaragua, PIA aims to provide three years of basic
education to 34 million illiterate adults. Also eligible
for support are 110 million functionally illiterate young
adults who did not complete primary education.

© Sven Torfinn/Panos
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Achieving a breakthrough in literacy will require national
governments to take more responsibility for planning,
financing and delivery, working through a range of
partnerships. When this happens, gains can be rapid.
The progress achieved in Egypt since the creation in

the mid-1990s of the General Authority for Literacy

and Adult Education underlines what can be achieved
through integrated strategies that incorporate
recruitment and training of literacy instructors,

effective targeting and commitment to gender equity.

Gender parity and equality:
a web of disadvantage to overcome

Gender parity in education is a human right, a
foundation for equal opportunity and a source of
economic growth, employment creation and productivity.
Countries that tolerate high levels of gender inequality
pay a high price for undermining the human potential

of girls and women, diminishing their creativity and
narrowing their horizons. Although there has been
progress towards gender parity, many poor countries
will not achieve the target without radical shifts of

policy and priorities in education planning.

Progress towards gender parity at the primary school
level continues to gather pace. The regions that started
the decade with the largest gender gaps - the Arab
States, South and West Asia and sub-Saharan Africa -
have all made progress. Yet the distance still to be
travelled should not be underestimated. Fifty-two
countries have data in which the ratio of girls to boys in
primary school, as measured by the gender parity index
(GPI), is 0.95 or less, and in twenty-six it is 0.90 or less.
In Afghanistan there are 66 girls enrolled for every

100 boys and in Somalia only 55 girls are enrolled for
every 100 boys. Had the world achieved gender parity
at the primary school level in 2008, another 3.6 million
girls would have been in school.

Progress towards gender parity at the secondary level
has been highly variable. South and West Asia has
combined a large increase in female enrolment with

a marked move towards greater parity, whereas sub-
Saharan Africa has seen a marked increase in female
secondary school enrolment - albeit from a low base -
with no improvement in parity. In 2008, twenty-four of
the countries with relevant data in sub-Saharan Africa
and three in South Asia had GPIs in secondary school
enrolment of 0.90 or less, and ten had 0.70 or less. In
Chad, there were twice as many boys in secondary
school as girls, and Pakistan had just three girls in
school for every four boys. In the Arab States, progress
towards gender parity in secondary school has lagged
behind progress at the primary school level. Prospects

for attaining gender parity in secondary education
remain limited for many countries, though stronger
political commitment backed by practical policies
could make a difference.

Tracking gender imbalances back through the education
system to their point of origin can help inform policies.
In many countries, disparities start with intake into the
first grade of primary school. Three quarters of the
countries that have not achieved gender parity at the
primary level enrol more boys than girls at the start

of the primary cycle. In Mali, the gross intake rate at
grade 1is 102% for boys and 89% for girls. Unless such
imbalances change during primary school (through
lower dropout rates for girls), the result is a permanent
gender bias in the primary system, which in turn feeds
into secondary education.

Once children are in school, progression patterns vary.
In Burkina Faso, about 70% of boys and girls entering
school reach the last grade, and in Ethiopia girls are
slightly more likely to reach the last grade. So in these
countries the policy focus has to be on removing the
barriers to gender parity in the initial intake. In Guinea,
by contrast, survival rates for girls in school are far
lower than for boys. Where there are gender disparities
in dropout rates, governments need to create incentives,
such as cash transfers or school feeding programmes,
for parents to keep children in school.

Gender disparities in secondary education are in most
cases traceable back to primary school. In most
countries, girls who have completed primary education
have the same chance as boys of making the transition
to secondary education, though once in secondary
school girls are usually more likely to drop out. In
Bangladesh, there is a small gender disparity in favour
of girls at the point of transition from primary to
secondary school. However, the secondary completion
rate for boys is 23% compared with 15% for girls.

Disadvantages associated with wealth, location,
language and other factors magnify gender disparities.
While gaps in school attendance between wealthy girls
and boys are often small, girls from households that are
poor, rural or from an ethnic minority are typically left
far behind. In Pakistan, women aged 17 to 22 average
five years of schooling, but for poor women from rural
areas the figure declines to just one year while wealthy
urban women receive on average nine years of
education.

Women continue to face high levels of disadvantage
in pay and employment opportunities, diminishing the
returns they can generate from education. At the same
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time, education can play a role in breaking down
labour market disadvantages. Policies ranging from
offering financial incentives for girls” education to
developing girl-friendly school environments, improving
access to technical and vocational programmes, and
providing non-formal education can overcome the
gender disadvantages that limit the development of
women'’s skills.

The quality of education:
inequalities hamper progress

The test of an education system is whether it fulfils
its core purpose of equipping young people with the
skills they need to develop a secure livelihood and to
participate in social, economic and political life. Many
countries are failing that test and too many students
are leaving school without acquiring even the most
basic literacy and numeracy skills.

International learning assessments reveal marked
global and national disparities in learning achievement.
The 2006 Progress in International Reading Literacy
Study (PIRLS) assessed the reading skills of grade 4
students in forty countries against four benchmarks. In
wealthy countries such as France and the United States,
the vast majority of students performed at or above the
intermediate benchmark. By contrast, in Morocco and
South Africa, both middle income countries, over 70%
scored below the minimum benchmark.

Absolute levels of learning achievement are
exceptionally low in many developing countries. In India,
one survey in 2009 found that just 38% of rural grade 4
students could read a text designed for grade 2. Even
after eight years of school, 18% of students were unable
to read the grade 2 text. In 2007, the Southern and
Eastern Africa Consortium for Monitoring Educational
Quality (SACMEQ] assessments highlighted acute
deficits in learning achievement in low income countries.
In Malawi and Zambia over a third of grade 6 students
were unable to read with any fluency.

Have the sharp increases in enrolment in many
countries compromised the quality of education? That
question has been at the centre of an ongoing debate.
Given that many of the new entrants to school come
from households characterized by high levels of poverty,
poor nutrition and low levels of parental literacy - all
characteristics associated with lower achievenent - it
might be assumed that there is a trade-off between
enrolment and learning levels. In fact, the evidence is
inconclusive. Data from the SACMEQ assessments show
that in a number of countries there has been no such
trade-off. In Kenya and Zambia, large increases in

enrolment between 2000 and 2007 had no significant
effect on test scores. And the United Republic of
Tanzania recorded improvements in average levels of
learning while almost doubling the number of children
enrolling in primary school.

Learning achievement is associated with factors such
as parental wealth and education, language, ethnicity
and geographic location. In Bangladesh, for example,
over 80% of students reaching grade 5 pass the Primary
School Leaving Examination, but although virtually all
students in one subdistrict in Barisal pass, fewer than
half in a subdistrict in Sylhet succeed. Therefore, where
a child goes to school in Bangladesh clearly matters for
his or her chances of passing the national test. In Kenya,
half of the poorest children in grade 3 could read a
standard grade 2 Kiswahili text, compared with about
three-quarters of the richest students.

Governments in the poorest countries face immense
challenges in raising the average level of learning in
their education systems. Policies that focus on achieving
system-wide improvements without aiming to reduce
inequalities between students are unlikely to succeed.

Concentrations of social disadvantage in school

intake are strongly linked to lower levels of school
performance - but schools also generate inequalities.
In most countries, the quality of schools serving different
socio-economic groups varies considerably. Narrowing
these differences is a first step towards improving
average levels of learning and reducing learning
inequalities. The wide variations in school quality
between and within countries make it difficult to draw
universally applicable lessons. However, it is possible
to identify some factors that appear to have significant
effects across a range of countries.

© Robin Hammond/Panos
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m Teachers count. Attracting qualified people into the
teaching profession, retaining them and providing
them with the necessary skills and support is vital.
Ensuring that teacher deployment systems distribute
teachers equitably is also a key to achieving more
equitable learning outcomes. Another pressing
concern is recruitment. If universal primary education
is to be achieved, another 1.9 million teachers have
to be recruited by 2015, more than half of them in
sub-Saharan Africa.

m Real teaching time matters. Teacher absenteeism
and time spent off task during lessons can
significantly reduce learning time as well as widen
learning disparities. One survey in two Indian states
found that regular rural government teachers were
absent at least one day a week. Addressing
employment conditions of teachers and strengthening
school governance and accountability can raise
learning achievement and reduce inequality.

m Early grades are critical. Class sizes often shrink as
children progress through the education system, with
students in the later grades receiving more focused
tuition. In Bangladesh, the average class size in the
final primary grade at both government and non-
government schools is thirty pupils — about half the
first-grade average. A more equal distribution of
teaching resources across grades and a greater focus
on ensuring that all students acquire foundational
skills for literacy and numeracy are crucial.

m The classroom environment is important. Poorly
equipped classrooms and students without textbooks
and writing materials are not conducive to effective
learning. In Malawi, average primary school class
sizes range from 36 to 120 pupils per teacher. In
Kenya, the proportion of children with their own
mathematics textbook ranges from 8% in North
Eastern Province to 44% in Nairobi.

To counteract the disadvantages that marginalized
children bring with them into the classroom, schools
need to provide additional support, including extra
learning time and supplementary resources.
Government resource allocation can play a key role in
narrowing learning gaps. In India, per-pupil allocations
from the central government have been substantially
increased to the districts with the worst education
indicators. The additional resources have helped fund
extra teachers and narrow gaps in infrastructure.
Remedial education programmes can also make a
difference. In Chile, the Programa de las 900 Escuelas
provided the poorest-performing schools with additional
resources to improve learning, including weekly

workshops to strengthen teaching skills, out-of-school
workshops for children, and textbooks and other
materials. The programme improved grade 4 learning
levels and narrowed learning gaps.

National learning assessments also have a role to play.
For example, early grade reading assessments can
identify children who are struggling and schools and
regions that need support. Making the results of learning
assessments accessible to parents can help communities
hold education providers to account, and enable the
education providers to understand underlying problems.

Financing Education for All:
looking for a breakthrough

Increased financing does not guarantee success in
education - but chronic underfinancing is a guaranteed
route to failure. The Dakar Framework for Action
recognized the importance of backing targets with
financial commitments. The record on delivery has

been variable. Many of the world’s poorest countries
have increased spending on education, though some
governments still give far too little priority to education in
national budgets. While aid levels have increased, donors
have collectively failed to honour their pledge to ensure
that 'no countries seriously committed to education for
all will be thwarted in their achievement of this goal by a
lack of resources’. Looking ahead to 2015, there is now a
danger that the after-effects of the global financial crisis
will widen an already large gap between Education for
All requirements and real financing commitment.

Domestic financing is increasing, but there
are marked differences across and within regions

Even in the poorest countries, domestic revenue and
public spending by governments - not international aid -
form the bedrock of investment in education. Many of
the world’s poorest countries have stepped up their
investment. Low income countries as a group have
increased the share of national income spent on
education from 2.9% to 3.8% since 1999. Several states
in sub-Saharan Africa have posted particularly large
increases: the share of national income spent on
education has doubled in Burundi and tripled in the
United Republic of Tanzania since 1999.

On a less positive note, some regions and countries
have continued to neglect education financing. Among
world regions, Central Asia and South and West Asia
invest the least in education. In general, the share of
GNP allocated to education tends to rise with national
income, but the pattern is erratic. While Pakistan has
roughly the same per capita income as Viet Nam, it
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allocates half the share of GNP to education; similarly,
the Philippines allocates less than half the level of that
of the Syrian Arab Republic.

Overall financing trends are dictated by economic
growth, levels of revenue collection and the share

of national budgets allocated to education. Stronger
economic growth from 1999 to 2008 raised education
investment in most developing countries. The rate at
which economic growth is converted into increased
education spending depends on wider public spending
decisions. In more than half the countries with available
data, real growth in education spending has been
higher than economic growth. For example, Ghana,
Mozambique and the United Republic of Tanzania have
increased education spending faster than economic
growth by strengthening revenue collection and
increasing the share of the budget allocated to
education. Other countries have converted a smaller
share of the growth premium into education financing.
In the Philippines, real spending on education increased
by 0.2% annually from 1999 to 2008 while the economy
grew by 5% a year. As a result, the already low share of
national income invested in education by the Philippines
has fallen over time. National resource mobilization
efforts have a critical bearing on prospects for achieving
the Education for All goals. In the United Republic of
Tanzania, increased financing has helped reduce the
out-of-school population by around 3 million since 1999.
While Bangladesh has achieved a great deal over the
past decade in education, its progress is held back

by low levels of revenue collection and the small share
of the national budget allocated to education.

There is considerable scope for the poorest developing
countries to both step up their resource mobilization
efforts and attach more weight to basic education.

The 2010 EFA Global Monitoring Report estimated that
they could raise another US$7 billion for basic education
from domestic financing, bringing the overall level to
around 0.7% of GNP.

International aid — falling short of the pledge

Overall aid to basic education has almost doubled since
2002, helping to deliver some important gains. In
countries including Bangladesh, Cambodia, Ethiopia,
Mozambique, Rwanda, Senegal and the United Republic
of Tanzania, aid has played a key role in supporting
policies that have accelerated progress. While aid
pessimists question the value of development
assistance, results on the ground tell a more positive
story. However, donors have fallen far short of the
commitments they made at Dakar and at international
summits since then.

Aid to education is inevitably influenced by overall aid
levels and the wider aid environment. In 2005, pledges
made by the Group of Eight and the European Union for
2010 amounted to US$50 billion, half of it earmarked for
sub-Saharan Africa. The projected shortfall is estimated
at US$20 billion, with sub-Saharan Africa accounting

for US$16 billion.

Donors have a variable record with respect to
international targets and the various benchmarks which
have been adopted. Within the G8, Italy, Japan and the
United States continue to invest very low levels of gross
national income (GNI] in aid. ltaly cut its spending by
one-third in 2009, from a low base, and appears to have
abandoned its EU commitment to reach a minimum
aid-to-GNI level of 0.51%. Fiscal pressures have created
uncertainty over the future direction of aid. However,
several donors, including France, the United Kingdom
and the United States, increased aid spending in 2009.

Recent aid data on education point in a worrying
direction for the Education for All agenda. After five
years of gradually increasing, aid to basic education
stagnated in 2008 at US$4.7 billion. For sub-Saharan
Africa, the region with the largest Education for All
financing gap, disbursements fell by 4%, the equivalent
of a 6% drop in aid per primary school age child. A
levelling off of aid in one year does not in itself signal
a trend. But there is little room for complacency,

as the external financing gap to meet the Education
for All goals in low income countries is estimated

at US$16 billion a year.

Given the scale of this financing gap, there is clearly a
case for reconsidering priorities in the education sector.
If all donors spent at least half their aid to education

at the basic level, they could mobilize an additional
US$1.7 billion annually. However, there is little evidence
to suggest that major donors are rethinking the balance

© Ismael Mohamad/UPI/GAMMA
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between aid for basic education and higher levels of
provision. Several major G8 donors, including France,
Germany and Japan, allocate over 70% of their aid

to education to post-basic levels. Moreover, a large
proportion of what is counted as aid takes the form
of imputed costs - in effect, a transfer of resources
to education institutes in donor countries. In France
and Germany, imputed costs account for well over
half of aid to education. Whatever the resulting benefits
for foreign students in French and German higher
education systems, this clearly does little to close
the deep financing gaps in the education systems

of poor countries.

Looking beyond aid quantity, there are continuing
concerns about aid effectiveness. In 2007, less than
half of overall aid was channelled through national
public financial management systems; just one in five
donor missions was coordinated; and only 46% of the
development assistance scheduled for delivery in a given
year was actually disbursed during that year. These
outcomes fall far short of the target levels adopted by
donors in the Paris Declaration on Aid Effectiveness.
There are direct implications for education. For
example, gaps between aid commitments and
disbursements hamper effective planning in areas such
as classroom construction and teacher recruitment.

The financial crisis — painful adjustments
in prospect

The impact of the global financial crisis on prospects
for achieving Education for All continues to be widely
neglected by donors, international financial institutions
and other agencies. In the face of increased poverty
and vulnerability, and with national financing efforts
constrained by mounting fiscal pressures, aid is crucial
to protect what has been achieved and put in place the
foundations for accelerated progress.

The 2010 EFA Global Monitoring Report urged
governments and international financial institutions

to assess the implications of crisis-related budget
adjustments for Education for All financing. It also
highlighted the poor state of real-time information

on what these adjustments might mean for the targets
set in Dakar. That picture has not changed. The
International Monetary Fund (IMF) has pointed out that
most of the developing countries it supports have not cut
priority basic service budgets. Encouraging as that may
be, it does not address the question of whether planned
expenditure is consistent either with pre-crisis plans or
with Education for All financing requirements. Moreover,
national and international reporting systems continue

to hamper a proper assessment of budget adjustments.

While the financial crisis was caused by the banking
systems and regulatory failures of rich countries,
millions of the world’s poorest people are struggling

to cope with the after-effects. Slower economic growth,
intersecting with higher food prices, left an additional
64 million people in extreme poverty and 41 million
more people malnourished in 2009, compared with
pre-crisis trends. Prospects for education will inevitably
suffer. There is already evidence of stress on household
budgets leading to children being withdrawn from
school. And increased child malnutrition will affect
school attendance and learning outcomes.

Fiscal pressures pose another threat to progress
towards the Education for All goals. The failure of UN
agencies, the World Bank and the IMF to assess the
implications of fiscal adjustments for the Education
for All goals remains a source of concern. Part of the
problem is a lack of systematic budget monitoring.
Building on research conducted for the previous Report,
the 2011 EFA Global Monitoring Report attempts to
partially fill the information gap. Drawing on a survey
that covers eighteen low income countries and ten
middle income countries, this Report looks at real
spending in 2009 and planned spending in 2010.
Among the results:

m Seven low income countries including Chad, Ghana,
the Niger and Senegal made cuts in education
spending in 2009. Countries reporting cuts have
some 3.7 million children out of school.

m In five of these seven low income countries, planned
spending in 2010 would leave the education budget
below its 2008 level.

= While seven lower middle income countries
maintained or increased spending in 2009, six planned
cuts to their education budgets in 2010.
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m Looking ahead to 2015, fiscal adjustments planned for
low income countries threaten to widen the Education
for All financing gap. IMF projections point to overall
public spending increases for low income countries
averaging 6% annually to 2015, while the average
annual spending increase required to achieve
universal primary education is about 12%.

Five recommendations on financing

The financing environment for national governments and
aid donors is likely to be more difficult over the next five
years than it has been over the past decade. A big push
towards the targets set in 2000 will require decisive
action. This Report recommends five broad approaches.

m Reassess financing requirements in the light of
the financial crisis. Planning for the Education for
All targets has to be based on detailed national
estimates. The IMF and the World Bank, working
with governments and UN agencies, should assess
the shortfall between current spending plans and
financing requirements for Education for All and
the Millennium Development Goals. They should
also critically evaluate the alignment between these
financing requirements and fiscal adjustment
programmes.

m Deliver on the 2005 commitments. Donor
governments should act immediately to fulfil the
commitments made in 2005 and make new pledges
for the period to 2015. In the first half of 2011, all
donors should submit rolling indicative timetables
setting out how they aim to make up any shortfalls,
including the US$16 billion delivery deficit for
sub-Saharan Africa.

m Make basic education a high priority. Donors
frequently underline the importance of developing
country governments aligning public spending
priorities with their Education for All commitments.
They need to observe the same principle. If all donors
spent at least half of their aid on education at the
basic level (the current average is 41%) they could
mobilize an additional US$1.7 billion annually.

m Launch a new global financing initiative, the
International Finance Facility for Education (IFFE].
The Education for All partnership needs to recognize
that even if the 2005 commitments are met and
donors attach greater priority to basic education,
the effort will still deliver much too little, much too
late. Under the International Finance Facility for
Immunisation, donor governments have mobilized
resources by selling bonds, using the revenue to

front-load spending that saves lives, and repaying the
interest over a longer period. The case for extending
this model to education is simple and compelling:
children cannot afford to wait for vaccinations,

and they cannot afford to wait for education.

Donor governments should raise around US$3 billion
to US$4 billion annually between 2011 and 2015
through an IFFE bond issue, with part of the revenue

channelled through the reformed Fast Track Initiative.

m Mobilize innovative finance. Education for All
advocates should work with wider constituencies
in making the case for a global levy on financial
institutions, including those proposed by the ‘Robin
Hood tax” campaign, and they should ensure that
education is included in revenue allocation plans
as part of a wider MDG financing strategy. Given
the scale of the financing gap, there is a need for
other innovative financing proposals that focus on
education. The 2011 EFA Global Monitoring Report
makes the case for a mobile phone levy applied
across the EU as a 0.5% charge on revenue from
mobile subscriptions. Such a levy could mobilize
an estimated US$894 million annually.

Il. The hidden crisis -
armed conflict and education

The United Nations was created above all to end

the ‘scourge of warfare’. For the architects of the
new system, the aim was to prevent a return to what
the Universal Declaration of Human Rights described
as ‘disregard and contempt for human rights’ and
‘barbarous acts which have outraged the conscience
of mankind'. Sixty-five years on, the scourge of
warfare continues. Its most virulent strains are found
in the world’s poorest countries. And it is destroying
opportunities for education on an epic scale.

The impact of armed conflict on education has

been widely neglected. This is a hidden crisis that

is reinforcing poverty, undermining economic growth
and holding back the progress of nations. At the heart
of the crisis are widespread and systematic human
rights violations which fully deserve to be called
‘barbarous acts’. No issue merits more urgent attention
on the international agenda. Yet, far from outraging
the conscience of humankind and galvanizing an
effective response, the devastating effects of warfare
on education go largely unreported. And the
international community is turning its back

on the victims.
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The 2011 EFA Global Monitoring Report turns the
spotlight on the hidden crisis in education. It documents
the scale of the crisis, traces its underlying causes and
sets out an agenda for change. One key message is that
business-as-usual approaches undermine any prospect
of achieving either the Education for All goals or the
wider MDGs.

Not all of the links between armed conflict and
education operate in one direction. While education
systems have the potential to act as a powerful force
for peace, reconciliation and conflict prevention, all

too often they fuel violence. This was something the
architects of the United Nations understood. They saw
that the Second World War, whatever its immediate
causes, had been made possible above all by failures
of mutual understanding. UNESCO traces its origins to
an effort to address those failures. Its 1945 constitution
recognized that, throughout history, ‘ignorance of each
other’s ways and lives” had driven people to violence,
and that a lasting peace could only be built on
education: ‘since wars begin in the minds of men, it

is in the minds of men that the defences of peace must
be constructed.” Yet all too often education systems
are used not to promote mutual respect, tolerance

and critical thinking, but to reinforce the disrespect,
intolerance and prejudice that push societies towards
violence. This Report identifies strategies for addressing
these problems and unlocking the full potential of
education as a force for peace.

Every armed conflict is different - and has different
consequences for education. Yet there are recurrent
themes. This Report identifies four systemic failures
in international cooperation that are at the heart of
the "hidden crisis’.

m Failures of protection. National governments and the
international community are not acting upon their
ethical responsibilities and legal obligations to protect
civilians trapped in armed conflict. There is a culture
of impunity surrounding egregious violations of
human rights, which represents a major barrier to
education. Attacks on children, teachers and schools,
and recourse to widespread and systematic rape and
other forms of sexual violence as a weapon of war,
are among the starkest examples of such violations.

m Failures of provision. Parents and children affected
by armed conflict demonstrate extraordinary resolve
in trying to maintain access to education in the face
of adversity. Their efforts are not matched by the
international community. Education remains the most
neglected area of an underfinanced and unresponsive
humanitarian aid system.

m failures of early recovery and reconstruction.
Peace settlements provide post-conflict
governments and the international community with
a window of opportunity to put in place recovery
and reconstruction strategies. All too often, they
do not act in time. Part of the problem is that post-
conflict countries are left in a grey area between
humanitarian aid and long-term development
assistance. When it comes to conflict-affected states,
the international aid architecture is broken.

m Failures of peacebuilding. Education can play a
pivotal role in peacebuilding. Perhaps more than in
any other sector, education can provide the highly
visible early peace dividends on which the survival
of peace agreements may depend. Moreover,
when education systems are inclusive and geared
towards fostering attitudes conducive to mutual
understanding, tolerance and respect, they can
make societies less susceptible to violent conflict.

Each of these failures is deeply embedded in
institutional practices. Yet each is amenable to
practical and affordable solutions identified in this
Report. The key ingredients for change are strong
political leadership, strengthened international
cooperation and the development of multilateral
responses to one of the greatest development
challenges of the early twenty-first century.

Armed conflict is a major barrier
to the Education for All goals

When governments adopted the Dakar Framework
for Action in 2000, they identified conflict as ‘a major
barrier towards attaining Education for All". Evidence
presented in this Report suggests that the height of
the barrier was underestimated and that insufficient
attention has been paid to strategies for removing it.
Conflict-affected developing countries are heavily
concentrated in the lower reaches of the league
tables for the Education for All goals.

© Evan Abramson/UNESCO
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m Child mortality rates are twice as high as in other
developing countries, reflecting higher levels of
malnutrition and associated health risks.

m Around 28 million children of primary school age
in conflict-affected countries are out of school.

With 18% of the world's primary school age population,

these countries account for 42% of the world's
out-of-school children.

m Enrolment rates in secondary school are nearly
one-third lower in conflict-affected countries
compared with other developing countries,
and far lower still for girls.

= The youth literacy rate for conflict-affected countries
is 79%, compared with 93% for other developing
countries.

There is evidence that violent conflict exacerbates
disparities within countries linked to wealth and
gender. Conflict-affected areas often lag far behind
the rest of the country. In the Philippines, the share
of young people in the Autonomous Region in Muslim
Mindanao with less than two years of education is
more than four times the national average.

Most fatalities associated with armed conflict occur
away from battle zones, resulting from disease and
malnutrition. These twin killers have claimed the vast
majority of the 5.4 million lives that have been lost
during the war in the Democratic Republic of the Congo,
host to the world's deadliest conflict. Nearly half the
victims were children under the age of five. The sickness
and hunger underlying these headline figures have had
debilitating consequences for education.

Children, civilians and schools
are on the front line

Today's armed conflicts are fought overwhelmingly
within countries, rather than across borders, and many
involve protracted violence. The EFA Global Monitoring
Report identifies forty-eight armed conflict episodes
between 1999 and 2008 in thirty-five countries. Forty-
three of the conflicts took place in low income and lower
middle income developing countries. While the intensity,
scale and geographic extent of the violence vary,
protracted armed conflicts are common. On average,
conflicts in low income countries last twelve years, and
the average rises to twenty-two years in lower middle
income countries.

Indiscriminate use of force and the deliberate targeting
of civilians are hallmarks of violent conflict in the early

twenty-first century. In most conflicts, it is far more
dangerous to be a civilian than a combatant. Education
systems have been directly affected. Children and
schools today are on the front line of armed conflicts,
with classrooms, teachers and pupils seen as legitimate
targets. The consequence, as one UN report puts it,

is ‘a growing fear among children to attend school,
among teachers to give classes, and among parents

to send their children to school’. In Afghanistan and
Pakistan, insurgent groups have repeatedly attacked
education infrastructure in general, and girls” schools in
particular. Security fears have resulted in the closure of
over 70% of schools in Helmand province of Afghanistan.
In Gaza, in the occupied Palestinian territory, Israeli
military attacks in 2008 and 2009 left 350 children dead
and 1,815 injured, and damaged 280 schools. Schools
and teachers have also been targeted by insurgents in
Thailand’s three southernmost provinces. The use of
child soldiers is reported from twenty-four countries,
including those in the Central African Republic, Chad,
the Democratic Republic of the Congo, Myanmar and
the Sudan.

Wider patterns of violence have had far-reaching
consequences for education. Reports by the UN
Secretary-General continue to provide evidence that
rape and other sexual violence are widely used as a war
tactic in many countries, including Afghanistan, the
Central African Republic, Chad, the Democratic Republic
of the Congo and the Sudan. Many of the victims are
young girls. For those directly affected, physical injury,
psychological trauma and stigmatization are sources of
profound and lasting disadvantage in education. But the
use of rape as an instrument of war also has far broader
consequences, with insecurity and fear keeping young
girls out of school - and the breakdown of family and
community life depriving children of a secure learning
environment.

It is not just the human costs and the physical damage
to school infrastructure that hurt education. Armed
conflict is also undermining economic growth, reinforcing
poverty and diverting resources from productive
investment in classrooms into unproductive military
spending. This Report identifies twenty-one of the
world’s poorest developing countries that spend more
on military budgets than primary education - in some
cases, much more. With some of the world’s worst
education indicators, Chad spends four times as much
on arms as on primary schools, and Pakistan spends
seven times as much. If the countries devoting more

to military budgets than to primary education were

to cut the former by just 10%, they could put a total of
9.5 million additional children in school - equivalent to a
40% reduction in their combined out-of-school population.
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Military spending is also diverting aid resources. Global
military spending reached US$1.5 trillion in 2009. If aid
donors were to transfer just six days” worth of military
spending to development assistance for basic education,
they could close the US$16 billion external financing gap
for achieving the Education for All goals, putting all
children into school by 2015.

National governments and aid donors should urgently
review the potential for converting unproductive
spending on weapons into productive investment in
schools, books and children. All countries have to
respond to security threats. However, lost opportunities
for investment in education reinforce the poverty,
unemployment and marginalization that drive many
conflicts.

Displaced populations are among the least visible

Mass displacement is often a strategic goal for armed
groups seeking to separate populations or undermine
the livelihoods of specific groups. At the end of 2009,
UN data reported 43 million people displaced globally,
though the real number is almost certainly higher.
Recent estimates suggest that almost half of refugees
and internally displaced people (IDPs) are under 18.
While flows of refugees reported crossing borders
have been declining, displacement within countries
has been rising.

Displacement exposes people to the risk of extreme
disadvantage in education. Data from a United Nations
survey paint a disturbing picture of the state of
education in refugee camps. Enrolment rates averaged
69% for primary school and just 30% for secondary
school. Pupil/teacher ratios were very high - nearly
one-third of camps reported ratios of 50:1 or more -
and many teachers were untrained. In some camps,

including those hosting Somali refugees in northern
Kenya, parents were concerned that the scarcity of
secondary education opportunities exposed youth to the
risk of recruitment by armed groups. School attendance
rates for displaced populations are desperately low

in countries such as the Central African Republic,

Chad and the Democratic Republic of the Congo.

Refugees also face wider problems that harm education.
Many countries do not allow refugees access to public
education and basic services. Under Malaysian law,
refugees are not distinguished from undocumented
migrants. In Thailand, a long-standing refugee
population from Myanmar has no entitlement to state
education. More generally, restrictions on refugee
employment reinforce poverty, which in turn dampens
prospects for education. And difficulty obtaining refugee
status leads many to go underground. Living in urban
settlements, lacking employment rights and denied
access to local schools, their children have few
opportunities for education. In other contexts, conflict
has left a legacy of unequal treatment. Palestinian
children going to school in East Jerusalem suffer
disadvantages in education financing, as well as
reported harassment from security forces. Shortages
of classrooms and concerns over education quality
have pushed many Palestinian children into private
sector education, imposing a considerable financial
burden on poor households.

The reverse cycle — education’s influence
on violent conflict

Education is seldom a primary cause of conflict. Yet it
is often an underlying element in the political dynamic
pushing countries towards violence. Intra-state armed
conflict is often associated with grievances and
perceived injustices linked to identity, faith, ethnicity
and region. Education can make a difference in all
these areas, tipping the balance in favour of peace -
or conflict. This Report identifies mechanisms through
which too little education, unequal access to education,
and the wrong type of education can make societies
more prone to armed conflict:

m Limited or poor quality provision, leading to
unemployment and poverty. When large numbers
of young people are denied access to decent quality
basic education, the resulting poverty, unemployment
and sense of hopelessness can act as forceful
recruiting agents for armed militia. The ‘youth bulge’
adds to the urgency of building a bridge from
education to employment: over 60% of the population
in some countries, including Guinea, Liberia, Nigeria
and Sierra Leone, is under 25, compared with less
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than 25% in many OECD countries. In Rwanda,
unemployed, undereducated rural male youth figured
prominently among the perpetrators of the 1994
genocide.

m Unequal access, generating grievances and a sense
of injustice. Inequalities in education, interacting
with wider disparities, heighten the risk of conflict.
In Cote d'lvoire, resentment over the poor state of
education in northern areas figured in the political
mobilization leading up to the 2002-2004 civil war.
School attendance levels in the north and north-west
in 2006 were less than half as high as in the south.
Perceptions that the education of local populations
is suffering because of unfair patterns of resource
allocation have been a factor behind many conflicts
in places ranging from Indonesia’s Aceh province
to Nigeria’s oil-rich Niger Delta region.

m The use of school systems to reinforce prejudice and
intolerance. In several armed conflicts, education has
been actively used to reinforce political domination,
the subordination of marginalized groups and ethnic
segregation. The use of education systems to foster
hatred and bigotry has contributed to the underlying
causes of violence in conflicts from Rwanda to Sri
Lanka. And in many countries, schools have become
a flashpoint in wider conflicts over cultural identity.
In Guatemala, the education system was seen as a
vehicle for cultural domination and the suppression
of indigenous languages, fuelling wider resentments
that led to civil war.

Aid to conflict-affected countries

Development assistance has a vital role to play in
conflict-affected countries. It has the potential to
break the vicious circle of warfare and low human
development in which many countries are trapped,
and to support a transition to lasting peace. Several
problems, however, have weakened the effectiveness
of the international aid effort.

The skewing of aid towards a small group of

countries identified as national security priorities

has led to the relative neglect of many of the world's
poorest countries. Development assistance flows to
twenty-seven conflict-affected developing countries
have increased over the past decade, reaching

US$36 billion a year in 2007-2008. However, Iraq
received over one-quarter of the total, and Afghanistan
and Iraq together accounted for 38% of the total.
Afghanistan received more aid than the combined total
disbursed to the Democratic Republic of the Congo,
Liberia and the Sudan.

Aid to basic education reflects the wider allocation
pattern. Transfers to Pakistan alone represented over
twice the amount allocated to the Democratic Republic
of the Congo and the Sudan. While aid for basic
education has increased more than fivefold in
Afghanistan over the past five years, it has stagnated
or risen more slowly in countries such as Chad and the
Central African Republic, and declined in Céte d'lvoire.

Aid volatility is another concern. With weak public
finance management systems, conflict-affected
developing countries need a predictable flow of
development assistance. Yet aid flows to countries

such as Burundi, the Central African Republic and Chad
are characterized by high levels of uncertainty. Several
countries have experienced two year cycles in which

aid to education doubled and then dropped by 50%.

The blurring of lines between development assistance
and foreign policy goals has far-reaching implications
for education. While there are good reasons to integrate
aid into a wider policy framework encompassing
diplomacy and security, there are also concerns that
development goals have been subordinated to wider
strategies such as winning over the ‘hearts and minds’
of local populations in which education has figured
prominently. The growing profile of the military in
delivering aid has fuelled these concerns. In
Afghanistan, almost two-thirds of US education aid in
2008 was channelled through a facility operating under
military auspices. Provincial Reconstruction Teams in
Afghanistan and Iraq operate across the civilian-military
divide to deliver aid in insecure areas. Comparable
practices are also used in the Horn of Africa.

There is a strong case for increasing aid to conflict-
affected states. That case is rooted primarily in the
imperative to advance the MDGs. Donors also have a
self-interest in combating the poverty and instability
that make many conflict-affected states a threat to
regional and international peace and stability. Yet there
are also dangers associated with current approaches
to aid delivery. If aid is used, or perceived, as part of

a counter-insurgency strategy or as an element in

the wider national security agenda of donor countries,
it can expose local communities and aid workers to
elevated risk. The disturbing increase in attacks on
humanitarian aid workers in recent years is one
indicator of this: over the past three years, more

than 600 aid workers have been killed, seriously
wounded or kidnapped. Direct or even indirect military
involvement in classroom construction is likely

to heighten the risk of attacks on schools. The use

of private contractors with a remit covering security
and development is another risk factor.



Education for AIll Global Monitoring Report 2 (O .

OVERVIEW

With several major donors - including the United
Kingdom and the United States - having announced
significant increases in support for countries such as
Afghanistan and Pakistan, it is important that aid
policies address a number of questions. These include
the criteria for country selection, the rationale behind
the weighting of different countries, the development
goals to be pursued and the aid delivery mechanisms to
be used. One critical requirement is the establishment
of operational guidelines prohibiting direct military
involvement in school construction.

Responding to failures of protection

In 1996, Graca Machel presented her report on children
and armed conflict to the United Nations General
Assembly. The report condemned the ‘unregulated
terror and violence’ inflicted on children and called on
the international community to end what it described
as ‘intolerable and unacceptable” attacks on children.
Fifteen years on, the unregulated terror continues -
and the international community continues to tolerate
indefensible attacks.

Much has changed since the Machel report. The United
Nations has established a monitoring and reporting
mechanism (MRM)] that identifies grave human rights
violations against children in six key areas. Several UN
Security Council resolutions have been passed aimed at
strengthening protection against rape and other sexual
violence in conflict-affected countries. Yet it is hard to
escape the conclusion that human rights provisions
and Security Council resolutions offer limited protection
where they are most needed: namely, in the lives of

the children and civilians on the front line. Weak
coordination between UN agencies and under-resourcing
contribute to the problem. Within the MRM system,
reporting of attacks against schools is particularly
limited, with many incidents going unreported. Nowhere
are these problems more evident than in the area of
rape and other sexual violence. As Michelle Bachelet,
executive director and Under-Secretary-General of UN
Women, told the UN Security Council in October 2010:
‘activities have lacked a clear direction or time-bound
goals and targets that could accelerate implementation
and ensure accountability’, and ‘evidence of their
cumulative impact is inadequate’.

The aggregate effect of these failures is to reinforce the
culture of impunity described in the UN's own reporting
systems. This Report calls for reforms in three key areas.

m Reinforce the MRM system. The monitoring and
reporting mechanism has to provide a more
comprehensive account of the scale and scope of

human rights violation against children, with persistent
offenders named and reported to the Security Council.
ALl UN agencies should cooperate more closely in
collecting, verifying and reporting evidence. In countries
that systematically fail to act on national action plans
to stop human rights abuses, punitive measures
should be applied on a targeted and selective basis as
a last resort. In areas where the level of human rights
violation may warrant consideration as a war crime or
crime against humanity, the Security Council should
be more active in referring cases to the International
Criminal Court (ICCJ.

Strengthen reporting on education. International
reporting on human rights violations relating to
education is poorly developed. What is needed is

a systematic and comprehensive reporting system
documenting attacks on schoolchildren, schools
and teachers, and it should be extended to include
technical and vocational institutes and universities.
As the lead United Nations agency on education,
UNESCO should be mandated and resourced to lead
in the development of a robust reporting system.

Act decisively on rape and other sexual violence
during conflict. As a first step, the Security Council
should create an International Commission on Rape
and Sexual Violence to document the scale of the
problem in conflict-affected countries, identify

those responsible, and report to the Security Council.
The Commission should be headed by the executive
director of UN Women. The remit of the commission
would include detailed investigation in countries
identified in UN reports as centres of impunity. The
ICC should be involved in the work of the commission
from the outset in an advisory capacity. In particular,
the ICC should assess the responsibilities of state
actors in relation to potential war crimes and crimes
against humanity, not just by virtue of their role as
perpetrators or co-perpetrators, but in failing to
discharge their responsibility to protect civilians.
While the proposed commission would report to the
Security Council, evidence would be handed to the
ICC, which would assess the case for prosecution.

Support national plans for ending human rights
violations. Donors should step up efforts to support
national plans and strategies aimed at strengthening
the rule of law. Such plans and strategies need to
include clear time-bound targets for protection,
prevention and prosecution. One promising initiative
is the International Violence Against Women Act
introduced in the US Congress. This would authorize
the State Department to adopt plans to reduce sexual
violence in up to twenty countries.
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Failures of provision -
fixing the humanitarian aid system

Humanitarian aid is intended to save lives, meet basic
needs and restore human dignity. In order to fulfil these
roles, it should provide an education lifeline for children
living in conflict-affected areas. Three-quarters of
humanitarian aid goes to countries affected by conflict,
yet little of that aid is directed to education, partly
because many humanitarian workers do not view
education as ‘life-saving’. The result is that communities
struggling against the odds to maintain opportunities
for education are getting little support. Displaced
populations also face grave difficulties in education.

Education is the poor neighbour of a humanitarian

aid system that is underfinanced, unpredictable and
governed by short-termism. It suffers from a double
disadvantage: education accounts for a small share

of humanitarian appeals, and an even smaller share of
the appeals that get funded. The EFA Global Monitoring
Report’s best estimate is that in 2009, humanitarian aid
for education amounted to US$149 million - around 2%
of total humanitarian aid. Just over one-third of requests
for aid to education receive funding. The chronic
underfinancing behind these data leaves children in
conflict areas and displaced populations out of school.

Shortfalls in funding requests for education are just
part of the problem. The requests themselves appear to
be disconnected from any credible assessment of need
or demand on the part of affected populations. In Chad,
the 2010 humanitarian appeal for education amounted
to just US$12 million for a country with an estimated
170,000 IDPs and 300,000 refugees, with reported
school enrolment rates below 40% for displaced
children. The humanitarian aid request for education

in the Democratic Republic of the Congo totalled just
US$25 million (of which only 15% had been delivered
by the middle of 2010). This was for a country with a
displaced population in excess of 2 million, and where
around two-thirds of children in some conflict-affected
areas are out of school.

The vagaries of annual budgeting compound the
problems of education financing during emergencies.
This is especially true in situations of long-term
displacement. In Kenya, the United Nations High
Commissioner for Refugees (UNHCR) and other
agencies have been unable to embark on multiyear
planning in education for the increasing flow of refugees
from Somatlia. And in the Democratic Republic of the
Congo, schools serving displaced children are
threatened with closure because of shifting donor
priorities and short-term budgeting.

Forced displacement is a direct threat to education,
both for people categorized as refugees and for IDPs.
Refugees have well-defined legal entitlements to basic
education. In practice, though, those entitlements are
often difficult to claim. Several countries treat refugees
as illegal immigrants, effectively stripping them of
international protection. Some countries have provided
high levels of support for refugees, often placing the
domestic education system under considerable strain.
One example is Jordan, which allows Iraqgi refugee
children to use the state education system.

IDPs have fewer rights to formal protection than
refugees. No UN agency is directly mandated to advance
their interests. And they are often invisible in national
planning and donor strategies. Yet there are practical
measures that can be adopted to keep the door to
education open for IDPs. In Colombia, the 1997 Law on
Internal Displacement and subsequent actions by the
Constitutional Court have strengthened IDP entitlements
to education. The Convention for the Protection and
Assistance of Internally Displaced Persons in Africa,
adopted at a 2009 African Union summit in Kampala,
Uganda, provides strong legal protection for IDP
education. This is a model that could be adopted by
other regions, though only two African governments
have so far ratified the convention.

This Report sets out a broad agenda for improving
the provision of education to people caught up in
or displaced by armed conflict. Among the key
elements are:

m Change the humanitarian mindset. The humanitarian
aid community needs to rethink the place of education
on its agenda. All the agencies involved in the
Education for All partnership need to press for
greater priority to be accorded to education in
financing requests and delivery.

© Jose Cendon
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m Gear finance towards needs. An expanded and

more flexible financing framework is required for
humanitarian aid. Increased financing for pooled
funds could be used to meet shortfalls between
education financing requests and aid delivery. They
could also provide a more predictable flow of funds
to ‘forgotten emergency’ countries and forgotten
sectors such as education. This Report recommends
that multilateral pooled funding mechanisms -

such as the Central Emergency Response Fund

and Common Humanitarian Fund - should be scaled
up from their current annual financing level of
around US$730 million to about US$2 billion.

Conduct credible needs assessments. The

starting point for the effective provision of education
to conflict-affected communities is a credible
assessment of needs. Current arrangements fall

far short of the credibility test for both refugees

and displaced people. Humanitarian aid requests for
education are at best weakly related to levels of need.
Assessments undertaken in refugee camps do not
provide a systematic overview of financing and other
requirements for achieving the Education for All
goals, while the needs of refugees living outside
camps are widely ignored. Assessments made for
IDPs vastly underestimate real needs. This Report
recommends that the education cluster, the inter-
agency group within the humanitarian system

responsible for coordinating requests, should work
alongside specialized agencies with expertise in
data collection, development of core indicators

for education and the estimation of financing
requirements for achieving specific targets.

Strengthen financing and governance arrangements
on displacement. The artificial distinction between
refugees and IDPs is a barrier to more effective
action. UNHCR’s mandate has to be strengthened

so that the agency provides more effective protection
for all refugees and IDPs. Given UNICEF's capacity
and track record in supporting education in conflict-
affected countries, and UNHCR's limited capacity

in the sector, they should have a twin mandate on
education. Refugee host countries should consider
adopting rules that facilitate access to public
education systems, and wealthy countries should
agree to more equitable global burden-sharing
arrangements. Countries with large internally
displaced populations should follow the example of
Colombia in entrenching the rights of IDPs in national
legislation. Regional bodies should consider adopting
a version of the African Union’s Kampala Convention -

which should be ratified as soon as possible by at
least fifteen countries so that it becomes law.

Reconstructing education -
seizing the peace premium

Post-conflict reconstruction in education poses
immense challenges. Governments have to operate
in an environment marked by high levels of political
instability and uncertainty, and low levels of capacity.
Rebuilding a broken school system in the face of
chronic financing deficits and teacher shortages
poses particularly acute problems. Yet success

in education can help underpin the peace, build
government legitimacy and set societies on course
for a more peaceful future. Donors have a vital role
to play in seizing the window of opportunity that
comes with peace.

People whose lives have been shattered by armed
conflict emerge from the violence with hope and
ambition for a better future. They expect early results -
and governments need to deliver quick wins to underpin
the peace. Drawing on the experience of a wide range
of conflict-affected countries, this Report identifies
strategies that have delivered early results. Withdrawing
user fees, supporting community initiatives, providing
accelerated learning opportunities and strengthening
the skills training component of disarmament,
demobilization and reintegration (DDR) programmes are
all examples. In Rwanda, DDR programmes facilitated
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a return to education for former combatants, many
of whom took up opportunities for vocational training.

Classroom construction can also unlock new
opportunities. In Southern Sudan, an ambitious
classroom construction programme facilitated an
increase in the number of children in primary school
from 700,000 in 2006 to 1.6 million in 2009. To deliver
early results, the emphasis has been on the provision
of low-cost, semi-permanent structures, with plans
to replace them with more permanent structures in
the near future.

Moving beyond quick wins requires the development
of more robust national planning and information
systems. Countries that have made the transition from
conflict into longer-term recovery, such as Ethiopia,
Mozambique, Rwanda and Sierra Leone, have forged
partnerships with donors aimed at developing and
implementing inclusive education sector strategies
that set clear targets, backed by secure financing
commitments. Educational management information
systems (EMIS] are a key element because they give
governments a tool to track resource allocation, identify
areas of need and oversee teacher remuneration (the
single biggest item in the education budget). By 2006,
four years after the end of Sierra Leone’s civil war, the
country had put in place the framework for an EMIS.

Predictable and sustained donor support is crucial to
facilitating the transition from peace to reconstruction
in education. Aid effectiveness in this area has been
severely compromised by a divide between humanitarian
aid and development assistance. Donors often see
post-conflict states as weak candidates for long-term
development assistance, either because of concern over
the risk of renewed conflict or because post-conflict
countries are unable to meet more stringent reporting
requirements. The upshot is that many such countries
are left to depend on limited and unpredictable
humanitarian aid.

The contrasting experiences of Liberia and Sierra
Leone are instructive. Following the end of the Liberian
civil war, the country remained heavily dependent on
humanitarian aid. Such support accounted for almost
half of the aid the country received in 2005-2006. In

the same period, humanitarian aid made up just 9%

of Sierra Leone’s larger aid financing envelope. While
just one factor, the more secure financial base for
education planning in Sierra Leone helped to facilitate
more rapid progress.

Given that donor perception of risk is one of the barriers
reinforcing the humanitarian-development divide, an

obvious response is to share risk. Pooling resources and
working cooperatively enables donors to spread risk and
secure wider efficiency gains in areas such as fiduciary
risk management, start-up costs and coordination.
National pooled funds demonstrate the potential
benefits of cooperation. In Afghanistan, thirty-two donors
channelled almost US$4 billion through the Afghanistan
Reconstruction Trust Fund from 2002 to 2010. Education
has been a significant part of the portfolio. Significant
results have been achieved not just in getting more
children - especially girls - into school, but also in
building national planning capacity.

Global pooled funding could also play a far greater role
in conflict-affected states. The education sector lacks
an operation facility comparable to the global funds
operating in health. The Fast Track Initiative (FTI) has
disbursed US$883 million to thirty countries since its
inception in 2002. By contrast, the Global Fund to Fight
AIDS, Tuberculosis and Malaria, established the same
year, has disbursed US$10 billion. Ongoing reforms to
the FTl are addressing long-standing concerns in areas
such as disbursement and governance, addressed in
the 2010 EFA Global Monitoring Report and in a major
external evaluation. If the reforms were carried through
and deepened, the FTl could become the fulcrum of a
multilateral financing system capable of addressing the
pressing needs of conflict-affected states. However, this
requires greater flexibility in the treatment of countries
emerging from conflict, many of which have faced
problems in receiving financial support. It also requires
an expanded resource base; the FTI disbursed

US$222 million in 2009, while the external financing gap
for low-income countries is estimated at US$16 billion.

The message of this Report is that education should

be given a far more central role on the post-conflict
reconstruction agenda. The Report recommends action
in four key areas.

m Seize opportunities for quick wins by making
education more affordable and accessible. Abolition
of school fees should be seen as an important part
of the post-conflict peace dividend. Strengthening
skills training and psychosocial support interventions
in DDR programmes can help defuse the potential
for a return to violence by extending opportunities
for former combatants, while accelerated learning
programmes offer a way back into education for
those who missed out during the conflict years.

m Build the foundations for long-term recovery. The
development of national capacity for planning, the
creation of EMIS mechanisms and the strengthening
of teacher payroll systems may seem like technical
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concerns, but they are fundamental to making
education systems more transparent, efficient,
accountable and inclusive.

m Increase support for national pooled funding. This
could unlock wide-ranging gains from cooperation
between donors. Aid agencies should actively explore
the potential for scaling up existing pooled fund
arrangements and establishing new funds in
countries that have received less attention, including
Chad and the Democratic Republic of the Congo.

m Make the Fast Track Initiative a more effective global
pooled fund. The education sector urgently needs
a pooled funding system comparable in scale and
efficiency to those operating in the health sector. This
Report recommends annual financing for the FTI of
around US$6 billion from 2011 to 2013, around one-
third of which could come from education bonds as
proposed in Chapter 2. Further reforms are needed

to extend support to countries emerging from conflict,

including the provision of short-term grants to enable

quick wins, along with longer-term funds for recovery.

Making education a force for peace

As societies emerge from conflict into a fragile peace
and the start of a long peacebuilding journey, education
policy provides governments with an opportunity to
confront the legacy of the past and to develop an
education system conducive to a peaceful future.

The starting point is recognition that education matters.
As governments start to reconstruct education systems,
they need to assess the post-conflict environment
carefully. Legacies of violence and mistrust do

not disappear overnight. Governments have to consider
how policy choices will be perceived in the light of
long-standing rivalries and partially resolved disputes
between groups and regions. Conflict-sensitive planning
in education is about recognizing that any policy decision
will have consequences for peacebuilding - and for the
prospect of averting a return to violence. What people
are taught, how they are taught and how education
systems are organized can make societies more -

or less - prone to violent conflict.

Education has suffered from systematic neglect in the
wider peacebuilding agenda. That neglect represents

a wasted opportunity for conflict prevention and the
development of more resilient societies. More than that,
it represents a threat. Governments and donors that
overlook the role of education in peacebuilding are
setting countries on a path to a less secure, potentially
more violent future.

Neglect of education is evident in the work of the
United Nations Peacebuilding Commission, an
intergovernmental advisory committee, and the
associated Peacebuilding Fund (PBF). The fund has
emerged as an important part of the UN's post-conflict
architecture. However, the PBF is very small in financial
terms (it has received US$347 million since 2006), and
education-specific projects account for just 3% of total
funding provided. Another problem is that the PBF
primarily supports one-off projects that are weakly
integrated into long-term planning processes.

This Report explores a wide array of channels through
which education can influence prospects for peace. It
emphasizes that there are no blueprints. The starting
point, though, is for policy-makers to ascertain how

a given policy intervention in education might reinforce
grievances associated with armed conflict - and to
carefully weigh possible public perceptions of the policy
and undertake assessments of possible outcomes in
areas such as:

m Language of instruction. No issue better demonstrates
the tough choices facing post-conflict governments
than language policy. In some contexts, such as
the United Republic of Tanzania, the use of a single
national language as the medium of instruction in
schools has helped foster a sense of shared identity.
In others it has helped to fuel violence. In Guatemala,
where language policy in education was a source
of deep resentment for indigenous people, the
Commission for Education Reform was created to
address grievances, promote dialogue and set a course
for the development of bilingual and intercultural
education - an approach that may have wider relevance.

m Reforming the curriculum. The teaching of subjects
such as history and religion has a bearing on
susceptibility to violence. In multi-ethnic or multifaith
societies, the curriculum helps shape how pupils view
themselves in relation to the ‘other’. Dealing with
issues of identity confronts education reformers with
tough choices and takes time. Cambodia’s education
system is only now addressing the history of the
genocide. In Rwanda, where the education system
reinforced divisions, the government has yet to
reintroduce teaching of the country’s history. Yet
experience elsewhere demonstrates how education
can gradually erode deeply entrenched divisions by
getting students to reflect on their multiple identities,
and on what unites rather than divides them. For
example, Northern Ireland’s Good Friday agreement
opened the door to a broader perception of citizenship,
with students encouraged to see a range of possible
identities allowing for the idea that people can be both
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Irish and British, or just Irish, regardless of their
religious affiliation. This is a good example of what
Amartya Sen has described as a shift towards
multiple identities and away from ‘singular affiliation’
with one group.

m Devolution of education governance. Decentralization
and devolution are often seen as an automatic route
to greater accountability, as well as to peacebuilding.
That assessment is overstated. In some countries
with highly devolved education systems, the weak role
of central government can hamper peacebuilding
efforts. One striking example comes from Bosnia and
Herzegovina. Under the 1995 Dayton Agreement, a
country of around 3.8 million people was left with
thirteen education ministries and a segregated school
system. The federal government adopted progressive
principles on education. However, with a minimal
federal state presence, children continue to be taught
from three separate curricula that differ for subjects
such as history, culture and language, sometimes in
ways that reinforce prejudice. Moreover, some
schools still carry the names of military figures
viewed by some groups as national heroes and others
as symbols of hostility.

m Making schools non-violent environments. One
strategy is unequivocally good for education, for
children and for peacebuilding: making schools
non-violent places. Challenging the normalization
of violence in society relies in part on the effective
prohibition of corporal punishment.

Just as every armed conflict reflects a different set of
underlying tensions and failures of conflict resolution, so
every post-conflict context is marked by different threats
and opportunities for education in peacebuilding. Among
the approaches proposed in this Report are:

m Recognize that education is part of the post-conflict
environment. National governments and aid donors
need to realize that, whatever their intent, education
policy reforms will be rolled out in a political
environment shaped by the legacy of conflict. All
policy development should entail post-conflict risk
assessment.

m Expand the Peacebuilding Fund. The Peacebuilding
Commission could be far more active in supporting
government efforts to integrate education into a wider
peacebuilding strategy. Increasing resources available
through the PBF to between US$500 million and
US$1 billion a year could facilitate more effective
exploitation of the window of opportunity provided
by peace.

— - -

m Enhance the role of UNESCO and UNICEF in
peacebuilding initiatives. Donors can contribute
to conflict-sensitive education planning. The first
principle of engagement is ‘do no harm’. That is why
any education policy should be subject to a rigorous
assessment of potential impacts taking into account
not only technical data, but also public perceptions
and long-standing grievances. Sustained
peacebuilding requires more than just planning
and financial resources. It also needs dedicated
professionals and agencies committed to building
capacity and providing technical support in areas
ranging from curriculum development to textbook
design and teacher training. This is an area in which
UNESCO and UNICEF need to play a far more central
role - and both agencies should participate more
actively in the United Nations Peacebuilding
Commission.

Education has a vital role to play in building resilience
against violent conflict. Schools in the twenty-first
century need above all to teach children what is
arguably the single most vital skill for a flourishing
multi-cultural society - the skill of living peacefully with
other people. Awareness of religious, ethnic, linguistic
and racial diversity should not be banished from the
classroom. On the contrary, diversity should be
recognized and celebrated. But schools and classrooms
must above all else be a place where children learn to
mingle, share and respect other children. No country
can hope to establish lasting foundations for peace
unless it finds ways of building mutual trust between its
citizens - and the place to start is in the classroom. ®

© Jesus Abad Colorado
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Part 1

ust over a decade has passed since the

world’s governments gathered in Dakar,

Senegal, to adopt the Dakar Framework for

Action on Education for All, which set six

broad goals to be met by 2015. The subtitle
of the framework, which was agreed by representatives
from 164 countries, is ‘meeting our collective
commitments’. Four years from the deadline for
achieving the targets set in Dakar, the central message
of this year's EFA Global Monitoring Report is that
governments have failed to meet their collective
commitments.

That stark message does not detract from the progress
achieved over the past decade. Some of the world’s
poorest countries have registered remarkable advances.
The number of children not in school has fallen by

39 million since 1999. Gender disparities in primary
and secondary school enrolments have narrowed.
More children than ever are making the transition from
primary school to secondary school. And the Education
for All partnership between donors and developing
country governments has delivered results.

Ultimately, however, the benchmark for measuring
performance is not how far the world has come but
how far it has to go to deliver on the Dakar promise,
and how fast it is getting there. The bottom line is that
progress towards the key goals has been too slow and
too uneven. As the 2015 deadline draws closer, it has
become even more urgent to put in place the policies
and partnerships the world needs to accelerate
progress. Unfortunately, at this critical juncture there
is evidence that progress is slowing - and that the
Education for All targets will be missed by a wider
margin than previously assumed. These trends can be
changed through effective leadership and practical
policies. But governments need to recognize the scale
of the challenge and initiate a big push on education.

Prospects for achieving universal primary education by
2015 are deteriorating. Over 67 million children were
out of school in 2008. While out-of-school numbers
are still declining, the rate of decline has slowed:
during the second half of the past decade it fell more
slowly than in the first half of the decade. If current
trends continue there could be more children out

of school in 2015 than there are today. Among the
wider sources of concern highlighted in this year's
Report are:

Monitoring progress

m Slow progress in improving child health and
nutrition. Millions of children enter primary school
every year having experienced malnutrition in their
early years. For many children, malnutrition starts
in the womb as a result of poor maternal health.
Hunger in the early years impairs cognitive
development and damages learning potential in
school. The problem is especially marked in South
Asia, where 83 million children under the age of 5
suffer from malnutrition. Rising food prices threaten
to exacerbate the level and intensity of nutritional
deficits. Governments and aid donors need to
recognize that improved child and maternal health
is a condition for accelerated progress in education -
and that maternal education is a powerful catalyst
for improvements in child health.

m High dropout rates. Countries need to ensure that
gains in enrolment are not eroded by high levels of
dropout. Too many children entering school systems
fail to complete a primary education cycle. In sub-
Saharan Africa, an estimated 10 million children
dropped out of school in 2007. Ensuring that children
enter school at the appropriate age, that they are
prepared for school and that schools can deliver
high-quality education in the early grades are among
the key requirements for reducing dropout rates.

m Adult literacy, a ‘forgotten” goal. The world is far off
track for the target of halving adult illiteracy by 2015.
In some regions, including sub-Saharan Africa and
South and West Asia, the number of illiterate adults
has risen since the early 1990s. Programmes
offering second-chance education to adults remain
under-resourced and fragmented. However,
experience in Latin America and other regions
demonstrates that progress in literacy is possible.

m Continued gender disparities. Too many governments
are moving too slowly to eliminate gender disparities.
Sixty-nine countries have failed to achieve gender
parity in primary school enrolment, and in twenty-six
there are fewer than nine girls in school for every ten
boys. The global gender divide means that 3.6 million
girls are missing from primary school. That divide
represents a violation of basic rights. It also reinforces
wider gender-based inequality and undermines
economic growth. No country can afford to
allow institutionalized gender disadvantage to waste
the potential of its girls and undermine their hopes.
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m Poor-quality education. Getting children into school
is not an end in itself - it is @ means to deliver the
knowledge and skills that people and countries need
to flourish. Stated bluntly, too many schoolchildren
are learning far too little. Some surveys in South
Asia have found that only one child in five with three
years in school can read a simple text. Ensuring that
teachers are properly trained, resourced and
supported is the single most important requirement
for raising learning achievement levels. An additional
1.9 million teachers will be needed to achieve
universal primary education by 2015, over half
of them in sub-Saharan Africa.

m Failure to address inequality and marginalization.
At the United Nations Summit on the Millennium
Development Goals in 2010, governments
recognized the need 'to provide equitable
educational and learning opportunities for all
children... (by) addressing the root causes
of inequality’ (United Nations, 2010¢). They need
to act on those commitments. Deep disparities
in opportunities for education linked to wealth,
gender, ethnicity, language and wider markers
for disadvantage are acting as a brake on progress
towards the Education for All goals. Policies for
greater equity vary by country, and there are no
blueprints. But all governments should set 2015
targets for narrowing equity gaps, for example by
aiming to halve school attendance disparities linked
to wealth, location, ethnicity and other factors.

The backdrop against which governments will

be addressing these concerns has deteriorated
markedly over the past two years. After the Dakar
World Education Forum in 2000, many of the world’s
poorest countries registered strong economic growth
and marked reductions in poverty, creating a positive
environment for progress in education. Recent turmoil
in the global economy has changed that. Growth
prospects have been revised downwards, pressure
on government budgets is growing and a combination
of slower economic growth and rising food prices is
trapping more people in poverty. While the immediate
financial crisis may be over, the legacy remains a
potent threat to progress in education.

As financial pressure on many of the poorest countries
mounts, international aid grows in importance. Aid
donors have contributed to many of the Education for

All success stories over the past decade - but they
are also part of the collective failure. They have

not delivered on a clear pledge made in the Dakar
Framework (paragraph 10) to ensure that 'no countries
seriously committed to Education for All will be
thwarted in their achievement of this goal by a lack
of resources’. The poorest countries received 15% or
US$2.4 billion of the US$16 billion in external finance
required annually to achieve the goals. That funding
gap translates into fewer classrooms, acute teacher
shortages, fewer textbooks and more children either
out of school or receiving a substandard education.

Donors need to act on their Education for All aid
pledges with a far greater sense of urgency. Much of
the investment required to achieve results by 2015 has
to take place in the next few years, so large increases
in aid have to be delivered up front. There is no
substitute for honouring bilateral aid commitments,
and in 2011 all donors should set a timetable for doing
so. However, innovation and reform in other areas
could also deliver results. This part of the Report

sets out the case for:

= A new financing facility modeled on an existing
arrangement in the health sector. Under an
International Finance Facility for Education (IFFE],
donors would issue bonds to mobilize revenue for
early investment in education, with repayment
stretched out over a long period. The proposed IFFE
could mobilize US$3 billion to US$4 billion annually
between 2011 and 2015, with around half channelled
through a reformed Fast Track Initiative.

m A review of the balance between aid for basic
education and aid for higher levels of education.
If all donors spent at least half their aid to education
at the basic level, this shift could mobilize an
additional US$1.7 billion annually. Donors that
currently spend a large share of their education
aid budgets on imputed costs for tertiary education
in home country institutions — over half the total in
France and Germany - should attach more weight
to delivering finance where it counts: in the school
systems of poor countries.

= An innovative financing levy on mobile phones.
Operated on a mandatory basis in the European
Union, the proposed levy could raise around
US$894 million annually. O
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PROGRESS TOWARDS THE EFA GOALS
T

Since 2002, when the £FA
Global Monitoring Report
began its key function of
charting national trends, it has
recorded remarkable progress.
But governments are failing,
nevertheless, to meet their
collective education
commitments. All the goals
set in Dakar in 2000 will be
missed unless governments
acknowledge the magnitude
of the challenge and act, with
a renewed sense of urgency,
to keep their promises.




THE SIX EFA GOALS

Goal 1: Early childhood care and education

Goal 1: Early childhood care
and education

Expanding and improving comprehensive early childhood
care and education, especially for the most vulnerable
and disadvantaged children.

Children’s education opportunities are shaped long before
they enter primary school. The linguistic, cognitive and
social skills they develop in early childhood are the
foundations for lifelong learning. If children fail to develop
these foundations because of poor nutrition, a lack of
stimulation, emotional stress or other factors, there are
significant costs for both individuals and societies, and

the effectiveness and equity of education systems are
undermined. Goal 1, aimed at breaking the link between
poverty and early childhood disadvantage, represents one of
the most urgent priorities on the Education for All agenda.

Child mortality is a sensitive barometer of progress towards
goal 1 - and that barometer provides a discouraging
reading (Table 1.1). Although under-5 mortality rates have
been falling worldwide, the Millennium Development Goal
of reducing child mortality by two-thirds from 1990 to 2015
is unlikely to be achieved (Panel 1.1). Poverty and restricted
access to good health care are among the greatest barriers
to accelerated progress.

Table 1.1: Key indicators for goal 1

Care
Moderate and severe
Under-5 stunting (children
mortality rate under age 5)
Change since
2005-2010 = 2000-2005 2003-2008

(%) (%) %
World YAl -8 26
Low income countries 122 -8 4
Lower middle income countries 70 -9 26
Upper middle income countries 27 -16 1"
High income countries 7 -7
Sub-Saharan Africa 149 -8 38
Arab States 50 -13 19
Central Asia 52 -9 19
East Asia and the Pacific 31 -1
South and West Asia 82 -10 42
Latin America and the Caribbean 28 -14 16
North America and Western Europe 6 -6
Central and Eastern Europe 19 -17 9

Note: Gender parity is reached when the gender parity index is between 0.97 and 1.03.

Sources: Annex, Statistical Tables 3A and 3B (print) and Statistical Table 3A (website); UIS database.

There is no substitute for health and nutrition in the early
years of life. Yet ill-health and hunger rob millions of
children of the opportunity to develop healthy bodies and
minds. And progress in tackling malnutrition has been
disappointing (Panel 1.2).

Good-quality early childhood programmes can help improve
lifelong opportunities for vulnerable and disadvantaged
children (Panel 1.3). Such programmes incorporate
elements of health, nutrition and learning aimed at
preparing children for primary school. Yet those who are
likely to benefit the most from early childhood programmes
are also less likely to participate in them. Access to pre-
primary education has increased since 1999 but remains
highly inequitable within countries (Table 1.1).

Maternal education has the potential to act as a powerful
catalyst for progress in child health and nutrition. Children
born to more educated mothers are more likely to survive
and less likely to experience malnutrition. Universal
secondary education for girls in sub-Saharan Africa could
save as many as 1.8 million lives annually. The policy focus
section looks at the pathways through which education
empowers women and extends choice. One of the key
messages for policy-makers is that stronger progress
towards the international goals on child survival will require
a firmer commitment to gender equality in education.

Pre-primary education

Gender parity index

Total Gross enrolment ratio of GER
enrolment (GER) (F/M)
Change Change Change
2008 since 1999 2008 since 1999 2008 since 1999
(000) (%) (%) (%) (%)
148113 31 44 34 0.99 2
13837 42 18 29 0.99 2
80529 45 42 52 0.99
28215 23 66 31 1.00 0.3
25667 4 77 7 1.00 1
10902 74 17 43 0.99 3
3158 31 19 27 0.92 20
1494 " 29 42 1.02 6
39147 7 48 27 1.01 0.4
472 353 98 42 96 1.00 7
20 654 27 68 23 1.00 1
20153 5 80 6 1.00 1
10252 9 66 34 0.98 2
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Panel 1.1: Child mortality rates are falling worldwide, but wide disparities remain

The progress report on child mortality provides good news
and bad news. The good news is that child deaths are
falling, and that the rate of decline in child mortality has
increased over the past decade. The bad news is that the
pace of advance still falls far short of the level required

to meet the Millennium Development Goal (MDG) target.

In 2008, 8.8 million children died before their fifth birthday.
That shocking statistic represents a significant decline from
the 12.5 million deaths that occurred in 1990, the MDG
reference year. Child mortality rates have fallen in all
regions. Yet the shortfall from the rate of decline required
to bring the MDG target within reach remains very large.
Among the sixty-eight countries in the world with high child
mortality rates, only nineteen are on track to achieve the
MDG target (Countdown to 2015, 2010; WHO and UNICEF,
2010). Most of the countries that are off-track are in sub-
Saharan Africa, which accounts for one-fifth of the world’s
children but half of childhood mortality - and the share is
rising (World Bank and IMF, 2010].

The global profile of childhood fatality provides an insight
into underlying problems. Over 6 million deaths occur
in the first year of life, the majority in the first month.

Figure 1.1: Major killers - the sources of childhood mortality
Causes of under-5 and neonatal mortality worldwide, shares, 2008

Other noncommunicable \nj;g/ies,
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Four diseases - pneumonia, diarrhoea, malaria and AIDS -
accounted for a third of all under-5 deaths (Figure 1.1).
Most of the lives lost could have been saved through
low-cost prevention and treatment measures,

including antibiotics for acute respiratory infection,
immunization, insecticide-treated mosquito nets and
essential medicines.

Basic human rights dictate that household circumstances
should not determine survival prospects. Yet across the
world, the risk of childhood death is closely linked to
household wealth and maternal education (Figure 1.2).

In the Philippines, Rwanda and Senegal, under-5 mortality
rates are at least three times higher among children of
mothers with no education than among those having
mothers with some secondary education. As highlighted

in the policy focus section, women’s empowerment through
education saves lives. The more educated women are, the
more likely they are to have better access to reproductive
health information, family planning and antenatal care, and
to delay childbirth, have fewer children and provide better
nutrition to their children, all of which reduce the risk of
child mortality (Cohen, 2008; Lewis and Lockheed, 2008;
Singh-Manoux et al., 2008).

Prematurity and low birthweight, 12%

Birth asphyxia and trauma, 9%
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Source: Black et al. (2010).
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Figure 1.2: Children of mothers who attended secondary school
have a lower risk of dying

Under-5 mortality rate, by mother’s education and wealth, selected countries,
2003-2009
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Note: Data are for the most recent year available during the period specified.
Source: ICF Macro (2010).

Vaccination campaigns against major childhood diseases
are widely recognized as a proven, cost-effective and
affordable strategy for reducing child mortality. Many of
the leading causes of child mortality - such as measles,

pneumonia and tetanus - are preventable through vaccines.

There has been some success in this area. The number

of countries achieving at least 90% coverage of the main
childhood immunizations has increased significantly,
totalling sixty-three in 2007 compared with thirteen in 1990
(Overseas Development Institute, 2010). However, serious
gaps remain. Of the world’s 23 million children not
immunized with DPT3 (a vaccine against diphtheria,
pertussis and tetanus), 16 million live in ten countries and
nearly half of them are in India (UNICEF, 2010¢). As in other
areas, the poor are often last in line for vaccination even
though they face the greatest risks. Offering poor families
modest financial incentives can help increase vaccination
uptake, as has been observed in rural Rajasthan, India
(Banerjee et al., 2010).

Panel 1.2: Nutritional well-being and food security are critical for cognitive development

Malnutrition is @ human tragedy on a global scale. Every
year, it is directly implicated in the deaths of over 3 million

children and more than 100,000 mothers (Bhutta et al., 2008;

WHO and UNICEF, 2010). Poor nutrition devastates immune
systems [making children more susceptible to disease),
increases the risk of anaemia and prevents proper brain
development. Vitamin A deficiency alone accounts for about
6% of child deaths, and one in five maternal deaths are
attributable to iron deficiency (Bhutta et al., 2008). Fatalities
are the tip of the iceberg. Latest estimates indicate that:

m each year, about 19 million children in developing
countries are born underweight because of poor growth
in the womb;

m about one-third of all children under age 5 in the
developing world are stunted (short for their age);

m of these 195 million children suffering from stunting,
31% live in India, and nearly one out of two children in

Eastern and Southern Africa are stunted (UNICEF, 20094d).

Beyond the immediate human costs, these figures add
up to a disaster for national education systems. Similarly,
children deprived of adequate food in utero or in their
early years reach primary-school age carrying a large
disadvantage. Children with high rates of malnutrition,
especially in the first few years of life, have poorer learning
outcomes (Grantham-McGregor et al., 2007; Macours

et al., 2008; Paxson and Schady, 2007). For instance,
iron-deficiency anaemia consistently reduces children’s
test scores (World Bank, 20065). Malnourished children
are also more likely to start school late and drop out
early (Alderman et al., 2006).

While malnutrition is associated with low income, the
relationship is not straightforward (Figure 1.3). Several
middle income countries - including Botswana and the
Libyan Arab Jamahiriya - have high levels of childhood
stunting, and Guatemala has far higher levels than might
be predicted on the basis of national wealth. It follows that
economic growth is not a guaranteed route to accelerated
improvement in nutritional status. Since the mid-1990s

31
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Figure 1.3: Countries with similar levels of income can have very different rates of malnutrition
Moderate and severe stunting rates for children under age 5 by national wealth (GNP per capita), 2008
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Note: Stunting rates are from the latest available year between 2003 and 2008.
Source: Annex, Statistical Tables 1 and 3A.

India’s average income has more than doubled, with

a limited effect on malnutition. From far higher levels,
stunting in India is declining at less than half the annual rate
achieved in Viet Nam (which is growing more slowly). After
two decades of high economic growth, children in India still
suffer from some of the world’s worst levels of stunting,
wasting and low weight-for age. Almost half are chronically
malnourished (as observed through stunting), and the
proportion of those who are underweight is almost twice

as high as the average for sub-Saharan Africa. Seven out

of every ten children from 6 months up to age 5 are anaemic
(Arnold et al., 2009; Overseas Development Institute, 2010).

Progress in tackling malnutrition has been disappointing.
Millennium Development Goal 1 aims to halve malnutrition
levels among adults and children by 2015. With less than
five years to go, the incidence of malnutrition remains only
slightly lower than in 1990. Moreover, it is estimated that
114 million fewer people moved out of extreme poverty in
2009 and 2010 than had been predicted before the sharp rise
in food prices in 2008 and the subsequent global recession
(World Bank and IMF, 2010). While prices have fallen from

O Germany
40 000 50 000

their peak levels, food price inflation in many developing
countries has continued to undermine efforts to combat
hunger. Data on the effects of the price hike are sparse,
but World Bank estimates for 2009 suggest that countries
such as Burkina Faso, Kenya and the United Republic of
Tanzania may have experienced increases in malnutrition
ranging from 3% to 5%, while the rise in Mozambique may
have been as high as 8% (World Bank, 20106). Another
international surge in prices during 2010 may have
exacerbated the risk of increased hunger, underlining

the urgency of a more effective international response
(see policy focus section).

What is holding back the pace of advance in combating
child malnutrition? The constraints are social and political
rather than financial or technical. Interventions targeted

at the immediate causes of malnutrition — micronutrient
deficiency, dietary intake, disease - offer effective, low-cost
solutions. One extensive review found that established
measures such as complementary feeding, micronutrients
and breastfeeding could reduce stunting by around 36%
and cut about one-quarter of child deaths (Bhutta et al.,
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2008). The additional cost of these interventions - around line is that most governments and aid donors are not
$10 billion annually - pales into insignificance against the attaching sufficient weight to the development of effective
losses caused by hunger (Horton et al., 2010). The bottom strategies for combating malnutrition.

Panel 1.3: Participation in pre-primary education is increasing, but still limited and unequal

Pre-primary education targets children from age 3 up to Overall gains in enrolment since 1999 have to be placed
the official primary school entry age. In 2008, 148 million in context, not least because many countries started from
children were enrolled in such programmes, an increase a very low level. However, many countries have made

of 31% since 1999. However, a global gross enrolment significant gains (Figure 1.4). For example, Mongolia,
ratio (GER) of 44% suggests that many children worldwide Nicaragua and South Africa have all more than doubled
were excluded from pre-primary education. their pre-primary gross enrolment ratios since 1999.
The largest increases in total enrolment occurred in two The rate of progress in increasing enrolment in

of the regions that were furthest behind in 1999. In South pre-primary education has been uneven. Some countries
and West Asia, enrolment nearly doubled, increasing by made initial progress in the first half of the 2000s while
21 million. Sub-Saharan Africa also registered gains, others began to progress more recently. For example,
with enrolment increasing by 4.6 million. Progress in the pre-primary enrolment rates grew faster in the first half
Arab States was slower: despite increases in enrolment, of the decade in El Salvador, Georgia and the Islamic

the GER in 2008 remained low at 19%. Republic of Iran and have since slowed. In Algeria,

Figure 1.4: Pre-primary participation has increased significantly in many countries
Pre-primary gross enrolment ratio, selected countries, 1999, 2004 and 2008
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Sources: Annex, Statistical Table 3B; UIS database.



Education for AIll Global Monitoring Report 2 (O .

Despite holding
out the promise

in child survival

34

PART 1.

MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

Indonesia and Nicaragua, progress before 2004 was
much slower than rates registered since.

Figure 1.5: Children in rich households are more likely to attend
early learning programmes

Percentage of 3- and 4-year-olds attending early learning programmes,

From a national perspective, current attendance patterns
are counterproductive. Children living with high levels of
poverty are in greatest need of support, yet they are least
likely to attend early learning programmes (Figure 1.5).
Large social disparities exist at all levels of average
enrolment. In Cote d'Ivoire, attendance at pre-school
programmes varies from close to zero for children in the
poorest 20% to almost one-quarter of children from the
wealthiest households. At the other end of the scale,
Ghana registers a national attendance rate of 52%, but
children from the wealthiest homes are almost four times
as likely as poor children to attend an early learning
programme (Nonoyama-Tarumi and Ota, 2010). Such
outcomes draw attention to the wide range of barriers
facing poor parents, which include the cost of enrolment
and attendance and the limited availability of early
childhood facilities near the home.

Attendance rate (%)
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Note: Data are for the most recent year available during the period specified.
Source: Nonoyama-Tarumi and Ota (2010).

Policy focus

Improving child health —
why maternal education matters

Over the past decade, many of the poorest
countries have made rapid strides towards getting
every child into primary school. Unfortunately, the
record is less impressive in early childhood care
and education because of slow progress in tackling
childhood illness and malnutrition. A large number
of children are entering school with bodies and
minds damaged by hunger and disease.

of large gains

and nutrition,
maternal
education is
neglected by

. Scientific research provides overwhelming evidence
policy-makers

for the critical importance of early childhood. This
is the period when the brain develops the neural
and sensory connections that provide the building
blocks for future learning (Fox et al., 2010).
Biological or developmental disruptions in the early
years can weaken physiological responses, alter
brain architecture, impair learning and increase
susceptibility to a wide range of illnesses into adult
life (National Scientific Council on the Developing
Child, 2005, 2010).

When children suffer from malnutrition, the
irrevocable damage inflicted on their capacity for

learning undermines teachers’ efforts to raise
achievement levels and can lead to problems such
as late enrolment, grade repetition and early
dropout - problems that weaken the effectiveness
of investment in education. That is why child health
is a core Education for All concern.

Child survival and nutrition are viewed
overwhelmingly as concerns for health policy.

At one level, that is understandable: this is an area
in which basic health interventions can save lives.
Yet the role of education in tackling early childhood
problems is widely neglected by policy-makers.
While education may not offer quick fixes, it does
hold out the promise of very large gains over the
medium and long term. This is especially true for
girls. As this section shows, empowerment through
education can strengthen the impact of health
interventions in several ways, and improved access
to quality early childhood programmes can also
lead to wider gains in health, nutrition and learning.

Empowerment through education —

a catalyst for improved child health

Household survey data provide compelling evidence
of the strong association between maternal
education and child health. Children with more
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educated mothers are more likely to survive
(Figure 1.4). Each additional year of maternal
education can reduce the risk of child death by 7%
to 9% (Caldwell, 1986). A recent estimate suggests
that improvements in women'’s education explained
half of the reduction in child deaths between 1990
and 2009 (Gakidou et al., 2010). In Kenya, the
mortality rate for children under 5 born to mothers
with secondary education is less than half the level
for children of mothers who failed to complete
primary school (Kenya National Bureau of Statistics
and ICF Macro, 2010).

While education effects intersect with other
characteristics such as wealth gaps and rural-
urban divides, disparities in child death rates linked
to maternal education often outweigh other factors.
This is especially true in countries with high levels
of child mortality (see preceding section). The
association between maternal education and
nutrition is equally marked. Children born to
educated mothers are also less likely to be stunted
or underweight, or to suffer from micronutrient
deficiencies.

The relationship between education and child
health has far-reaching implications for strategies
aimed at achieving the MDGs. Consider the
association between maternal education and child
survival in sub-Saharan Africa. If the average child
mortality rate for the region were to fall to the level
for children born to mothers with some secondary
education, there would be 1.8 million fewer deaths
- a 41% reduction (Figure 1.7).

Child survival advantages conferred by maternal
education are not the product of simple cause and
effect, and association should not be confused with
causation. Education is also correlated with higher
income, which in turn influences nutrition and
access to clean water, shelter and basic services.
Isolating a distinctive ‘education effect” is often
difficult, and the size of the effect is highly variable.
However, many studies have found that maternal
education has a statistically significant effect, even
after controlling for other factors (Arif, 2004;
Cleland and van Ginneken, 1988; Glewwe, 1999:
Sandiford et al., 1995). In Pakistan, mothers’
education was found to have strongly positive
effects on children’s height and weight even after
other important determinants such as household
income were controlled for. On average, children
of mothers who had completed middle school were
significantly taller and heavier than children of
illiterate mothers (Aslam and Kingdon, 2010].

Goal 1: Early childhood care and education

Figure 1.6: Education saves lives — mortality rates fall with maternal schooling
Under-5 mortality rate, regional weighted average, by mother's education, 2004-2009
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Note: Regional averages are calculated using countries with data for the most recent year available
in each region (four in South and West Asia and twenty-five in sub-Saharan Africa) and weighted

by the population under age 5.
Sources: ICF Macro (2010); United Nations (2009/).

The precise pathways through which education
influences child health outcomes are poorly
understood. Formal education may directly
transfer health knowledge to future mothers,
make them more receptive to modern medical
treatment, and impart literacy and numeracy skills
that assist diagnosis (Glewwe, 1999). It may also
improve confidence and status, enabling educated
women to demand treatment for children and to
negotiate over resources within the household.

Figure 1.7: The education dividend could save 1.8 million lives
Estimated number of under-5 deaths under different maternal
education assumptions in sub-Saharan Africa, 2003-2008
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Sources: ICF Macro (2010); UNICEF (2010e).
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These effects, which are not mutually exclusive,

add to the impact of schooling on household

income and employment. Whatever the precise

mix of influences, the overall result is that

Figure 1.8: Immunization coverage rises with women's education
Percentage of I-year-olds who have received basic vaccinations, by mother’s
education, selected countries, 2003-2009
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@ Secondary or higher

education is a critical part of a wider empowerment
process through which women can exercise greater
control over their lives and over the well-being of
their children.

Empowerment is a notoriously difficult concept

to measure. Even so, there is compelling evidence
that it is the primary pathway through which
maternal education enhances child survival and
nutrition. More educated women are more likely
to receive antenatal care, immunize their children
and seek treatment for acute respiratory infection,
the single biggest killer of children (Figure 1.8).

In Indonesia, 68% of children with mothers who
have attended secondary school are immunized,
compared with 19% of children whose mothers
have no primary schooling.

Knowledge is an indicator of empowerment in its
own right. Parents who lack information about the
identification and treatment of infectious diseases
may inadvertently expose themselves and their
children to heightened levels of risk. This is
especially true for HIV and AIDS. Household survey
evidence for sub-Saharan Africa powerfully
documents the protection afforded by maternal
education. More educated mothers are more

likely to know that HIV can be transmitted by
breastfeeding, and that the risk of mother-to-
child-transmission can be reduced by taking drugs
during pregnancy (Figure 1.9). In Malawi, 27% of
women with no education are aware that the risk
of mother-to-child transmission can be reduced

if the mother takes drugs during pregnancy; for
women with secondary education or higher the
share rises to 60%. There is also evidence that
educated women are more likely to use antenatal
care services to request testing for HIV (Figure 1.10).

HIV and AIDS is also an area in which the
empowerment effects of education can save lives.
Every day, around 1,000 children under age 15
become infected with HIV, and UNAIDS estimates
that 2.5 million children are living with the disease,
92% of them in sub-Saharan Africa. In 2009,
UNAIDS estimated that 260,000 children under 15
died of HIV-related illness ([UNAIDS, 2010). The vast
majority of children affected contract the virus
during pregnancy or delivery, or when breastfed by
HIV-positive mothers. The marked differences in
the awareness of these transmission mechanisms
associated with different levels of education
suggest that increased education could significantly
decrease infection rates.
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Of course, knowledge on its own is not enough.
Converting information into action requires access
to health services and affordable medicines. In the
case of HIV and AIDS, the first step is to ensure that
pregnant mothers have access to health systems
providing advice, testing and treatment. Yet in 2008,
fewer than half of the estimated 1.4 million HIV-
positive pregnant women in low and middle income
countries received antiretroviral therapy (Global
Fund, 2010¢). Even where services are available,
user fees and drug prices often create barriers to
entry. Removing fees can deliver rapid results. In
recent years, countries including Burundi, Liberia,
Nepal and Sierra Leone have removed charges for
maternal and child health services, leading to
significant increases in attendance at clinics. In
Burundi, outpatient consultations for children have
trebled and the number of births in health units has
increased by 146% since fees were removed in 2006
(Yates, 2010).

Cash transfer programmes can also improve child
and maternal health care by reducing poverty-
related constraints. In Mexico, the Oportunidades
programme, in which parents receive a payment
linked to compliance with nutrition programmes,
has reduced the prevalence of stunting and is
associated with children doing better on measures
of cognitive development (Fernald et al., 2008). In
Nicaragua, a conditional cash transfer programme
in rural areas has supported increased spending on
healthier and more varied diets; the results have
included gains in language and other indicators of
cognitive development (Macours et al., 2008). An
innovative programme in India extends conditional
cash transfers to create incentives for women to
give birth in health facilities (Box 1.1). Direct
nutritional interventions are also important. In Viet
Nam, a pre-school nutrition programme has been
associated with higher test scores by beneficiaries
in grades 1 and 2 (Watanabe et al., 2005).

Such evidence shows that rapid gains in child
health and nutrition are possible, and underlines
the importance of integrated approaches and equity
in service delivery. Maternal education produces
strong multiplier effects in health, though the case
for gender equity in education is not contingent on
these effects. Current approaches to child survival
and nutrition have an unduly narrow focus on
increasing the supply of basic health services.

By increasing demand for these services, maternal
education could strengthen their effectiveness and
accelerate progress towards better child survival
and nutrition. National governments need to drive

Goal 1: Early childhood care and education

Figure 1.9: Awareness of HIV and AIDS - education provides protection
Percentage of female respondents answering questions on HIV and AIDS awareness,
by education, selected sub-Saharan African countries, 2004-2007
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Figure 1.10: Educated women are more likely to seek testing for HIV during pregnancy
Percentage of pregnant women who, when it was offered during an antenatal care visit, sought HIV testing
and received their results, by education, selected sub-Saharan African countries, 2004-2007
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improvements in child health and nutrition, but
donors also need to step up their support (Box 1.2).

In India,
conditional
cash transfers
have created
incentives for
women to give
birth in health
facilities

Early childhood programmes can be
strengthened even when resources are scarce

Early childhood care and education (ECCE)
programmes can transform educational
opportunities. They provide a chance to prepare
children for school and to mitigate the effects of
household deprivation. Yet early childhood policies
in many developing countries continue to suffer
from a combination of insufficient resources and
fragmented planning.
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The state of maternal, newborn and child health in India is a matter
of global importance. More than 1 million children in the country do
not survive their first month — one-third of the world'’s total number
of neonatal deaths. Both maternal and neonatal mortality have been
falling far too slowly to achieve the Millennium Development Goals.

In 2005, the government of India launched a new programme in response
to the limited and varied progress in improving maternal and neonatal
health. Janani Suraksha Yojana (JSY) is a national conditional cash
transfer programme aimed at creating incentives for women of low
socio-economic status to give birth in health facilities. After delivery in
an accredited facility, women receive on average the equivalent of US$13
to USS15, rising to USS31in rural areas of ten states that have very poor
indicators. In 2008-2009, the programme reached 8.4 million women.

How successful has JSY been? Early evaluations have documented some
positive signs and several challenges. There has been a marked increase
in in-facility births and a small reduction in neonatal deaths. However,
the poorest and least educated women have not always been well
targeted. The more serious problem is that birth centres are chronically
understaffed and do not meet basic quality standards. Instances of
corruption have also been reported.

For all its problems, JSY is a serious attempt to address one of the most
pressing human development issues facing India. It has the potential to
contribute to wider measures that could save many lives. Realizing that
potential will require strong supportive action in other areas, including
increased financing for the public health system and governance reforms
to enhance the quality of care and accountability of providers.

Sources: Lim et al. (2010); Paul (2010).

Much of the evidence for the positive effects of

ECCE comes from developed countries. Long-term

studies in the United States on children who have
attended ECCE programmes have documented
improvements in school performance and
subsequent employment prospects (Schweinhart,

ECCE

. have led to 2003). The evidence base for developing countries
|mprovements is far thinner. Even so, research has shown some
in school impressive results. Children who participate in
performance good-quality early childhood programmes register

higher levels of cognitive development and overall
school readiness on primary school entry, lower

employment repetition and dropout rates in the early grades,

prospects
completion rates. Among the examples:

m In Bangladesh, children attending a high-quality

rural pre-school programme improved their
literacy and numeracy skills, enhancing their

school readiness. They outperformed their peers
in a control group by 58% on a standardized test

(Aboud, 2006).

higher levels of achievement in school, and higher

m In Argentina, one year of pre-school was
estimated to increase the average third-grade
test scores in mathematics and Spanish by 8%
(Berlinski et al., 2009).

m In Nepal, disadvantaged children attending
pre-school recorded significant gains in cognitive
development, with subsequent increases in
enrolment and progression through primary
school [Engle et al., 2007).

® In Jamaica, nutrition interventions coupled
with home visits to support parents in play and
learning techniques produced significantly higher
gains in cognitive development scores than
nutrition interventions alone (Grantham-
McGregor et al., 1991).

From an education planning perspective, ECCE
programmes are among the most cost-effective
investments a country can make. Many
Organisation for Economic Co-operation and
Development [OECD) countries spend over 2%
of GDP on services for children under 6 (OECD,
2006b). It has been proposed that all countries
should aim to spend at least 1% of GDP - and there
is compelling evidence that such an investment
would generate high returns (Heckman, 2008).
However, as highlighted in the previous section,
participation in pre-school programmes is very
limited in most low income countries.

It is also very unequal. Using household survey
data, it is possible to build a picture of who is
participating in pre-school programmes
[Nonoyama-Tarumi and Ota, 2010). Urban children
are about twice as likely as rural children to
participate, and children from the poorest one-fifth
of households are half as likely to be in pre-school
as children from the wealthiest one-fifth (see
previous section). Once again, maternal education
also weighs heavily in shaping prospects for
pre-school participation. In the seventeen countries
for which data are available, participation rates

for children of mothers with a secondary education
are at least twice those for children whose mothers
have no education.

This pattern reflects two underlying problems.

The first can be traced to the place of ECCE in
education planning. Early childhood is often a
peripheral concern. ECCE planning is often
hampered by high levels of fragmentation and weak
coordination among the ministries dealing with
children, such as those concerned with education,
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The slow progress in tackling child malnutrition reflects weak national

policies, but it is also a consequence of failures at the international
level. Partly because malnutrition is itself a symptom of problems
across many spheres of public policy, the international agenda has
suffered from inadequate coordination, weak leadership and a
tendency to focus on narrowly defined health interventions.

Shortcomings in the international response have been evident at

many levels. Funding for nutrition is insufficient, with bilateral donors
spending less than US$500 million annually. Emergency humanitarian

responses are often delayed and inadequate. And with so many

agencies involved, effective action has been hampered by overlapping

remits and a tendency to operate in disconnected policy sectors.

The 2008 food crisis may have started to change this picture.
The 2009 Group of 8 Summit in L'Aquila, Italy, committed $22 billion

for 2009-2012, with a remit that extends from direct nutrition
interventions to support for developing smallholder agriculture and
scaling up social protection. However, the environment for combating
malnutrition is deteriorating. Population growth, climate change,
environmental degradation and financial speculation in food markets
are likely to increase upward pressure on prices for basic food staples
and increase vulnerability to hunger.

Dialogue over the international response to these problems may
appear far removed from the Education for All agenda. Yet it has

a profound bearing on child welfare and on prospects for achieving
the Millennium Development Goals on child survival and nutrition.
That is why delivering on the commitments made at L'Aquila should
be seen as a central element in the early childhood care agenda.

Sources: DfID (2010c); von Braun (2010).

health and social welfare. One consequence is that
opportunities to build education into early health
and nutrition programmes are being lost, as are
opportunities to build health and nutrition into
pre-school programmes.

The second problem is financing. The shared
responsibility for ECCE across ministries frequently
makes it difficult to determine levels of spending.
However, spending by education ministries on
pre-primary education generally reflects the limited
priority it receives in many countries. Low levels

of spending by governments, mirrored by low levels
of donor support, limit the scope for recruiting and
training early childhood teachers and providing
learning materials and facilities. While the
resources required in each country vary, spending
by both donors and governments needs to increase
well above current levels if countries are to make
progress towards the first Education for All goal.

Another consequence of underinvestment

by governments is the transfer of financing
responsibility to households. In effect, financing

for ECCE in many poor countries is privatized,
which has the effect of pricing the poor out of the
system. Some governments have started to address
this problem. One example is the pre-school
programme in Mozambique, which has developed

a targeted approach (Box 1.3). Another is Ghana's
attempt to integrate pre-primary education into

the national basic education programme (Box 1.4).
Such experiences demonstrate that it is possible

to scale up pre-primary education even in highly
constrained budget circumstances. ]

Centre-based pre-schools can give children from disadvantaged
homes opportunities to benefit from a range of interventions.
The Escolinhas pre-school programme in Mozambique is open to
vulnerable children aged 3 to 5, with those living in poverty or
with HIV specifically targeted. Community volunteers, including
two teachers per classroom, focus on cognitive stimulation, using
games, art and music to develop basic numeracy and reading
skills to prepare children for elementary school. The programme
also includes health and nutrition instruction and support for
parents. It provides a high-quality, low-cost service that has the
potential to be scaled up and adopted in other countries.

Source: World Bank (2010e).

In 2007, Ghana adopted a national early childhood development
policy aiming to provide two years of free and compulsory pre-
primary education from the age of 4. Total enrolment is rising
strongly. In 2008, 1.3 million children were enrolled — almost
double the number at the start of the decade. Teacher training
programmes for kindergarten have been expanded. Capitation
grants initially created to finance the withdrawal of fees in
primary school have now been extended to kindergartens. The
government has also attempted to expand pre-primary education
by developing partnerships with communities, non-government
organizations and religious groups.

Sources: Adamu-Issah et al. (2007); Ghana Ministry of Education (2007);
United Nations Economic and Social Council (2007).
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Goal 2: Universal primary
education

Ensuring that by 2015 all children, particularly girls,
children in difficult circumstances and those belonging
to ethnic minorities, have access to and complete, free
and compulsory primary education of good quality.

The past decade has been one of rapid progress towards
the goal of universal primary education (UPE). Many of the
world’s poorest countries have registered extraordinary
advances. But the pace of advance has been uneven -

and it is slowing. The world is not on track to achieve goal 2.

If current trends continue, there could be as many as

72 million children out of school in 2015 - an increase over
current levels. Avoiding this will require a concerted effort
to increase enrolment and prevent subsequent dropout.

From 1999 to 2008, an additional 52 million children
enrolled in primary school. Both sub-Saharan Africa and
South and West Asia, the two regions that started from

the lowest baseline, have made impressive strides towards
UPE. Sub-Saharan Africa has increased its net enrolment
ratio by almost a third, despite a large increase in the
school age population. South and West Asia has halved
the size of the out-of-school population.

Despite this impressive record the world is on the brink of
breaking the promise made in 2000 at the World Education

Table 1.2: Key indicators for goal 2

Forum in Dakar, Senegal, to achieve UPE by 2015. Globally
there were 67 million children out of school in 2008

(Table 1.2). More than one-third of these children lived in
low income countries. Being female, poor and living in a
country affected by conflict are three of the most pervasive
risk factors for children being out of school.

There is evidence that progress towards UPE is slowing.
Data analysis carried out for this year's EFA Global
Monitoring Report considers two scenarios. The first
assumes a continuation to 2015 of the trend established
over the past decade; the second projects forward to 2015
the trend since 2004. While the projections are partial
because data constraints limit the number of countries
covered, the results are worrying. They indicate that the
more recent trend would leave the 2015 out-of-school
population 50% larger than the longer-term trend scenario
(Panel 1.4).

Changing this picture requires action on several fronts
(Panel 1.5). Getting children into primary school is the
first part of the UPE contract. Once children are in school,
governments need to address problems of retention,
progression and completion. The policy focus section
looks at the underlying causes of dropout and highlights
successful strategies employed to tackle it. Ensuring
that children start at the right age, that schools and
teachers are equipped to provide good quality education
and that vulnerable groups receive support are central
to these strategies.

Survival rate

Total primary Primary gross Primary adjusted to last grade of Out-of school
enrolment intake rate net enrolment ratio! primary education children
Change Change Change Change

2008 since 1999 2008 since 1999 2008 since 1999 2007 2008 since 1999

(000) (%) (%) (%) (%) (%) (%) (000) (%)
World 695 952 8 112 8 90 7 93 67 483 -36
Low income countries 137 835 46 119 25 82 28 67 24 838 -42
Lower middle income countries 397 520 5 m 6 90 6 88 35 846 -36
Upper middle income countries 89689 -9 112 2 95 1 94 3740 -15
High income countries 71287 -2 102 2 96 -0.3 98 3065 3
Sub-Saharan Africa 128 548 57 116 27 77 31 70 28 867 -32
Arab States 40 840 17 99 14 86 " 97 6188 -34
Central Asia 5596 -19 104 3 94 -1 99 322 -1
East Asia and the Pacific 188 708 -14 103 4 95 1 7 869 -27
South and West Asia 192 978 26 122 7 90 14 66 17919 -51
Latin America and the Caribbean 67 687 -3 121 1 95 1 86 2946 21
North America and Western Europe 51747 -2 103 0.2 96 -2 99 2224 55
Central and Eastern Europe 19 847 -20 100 1 94 1 97 1148 -32

1. The primary adjusted net enrolment ratio measures the proportion of children of primary school age who are enrolled either in primary or secondary school.
Sources: Annex, Statistical Tables 4, 5 and 6 (print) and Statistical Table 5 (website); UIS database.
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Goal 2: Universal primary education

Panel 1.4: The number of children out of school is declining, but not fast enough

Out-of-school numbers provide one measure of progress
towards UPE. From 1999 to 2008, the number of primary
school age children out of school fell by 39 million.

Over 80% of the decline took place in sub-Saharan Africa
and South and West Asia (Table 1.2). Despite this
achievement, the two regions still account for 69%

of all children out of school.

Global numbers of children out of school are highly
sensitive to developments in a small group of countries.
Currently, over half of out-of-school children live in just
fifteen countries (Figure 1.11). Most of these countries -
such as Bangladesh, Ethiopia and the Niger - are low
income. However, middle income countries such as Brazil,
Nigeria and Pakistan also figure prominently. Within the
group of fifteen countries, out-of-school numbers are
declining at varying speeds. From 1999 to 2008, Ethiopia
cut the number of children out of school from 6.5 million
to 2.7 million, while countries including Burkina Faso
and the Niger registered far more modest reductions.
Out-of-school numbers have been rising in Nigeria -
where 1 million more children were out of school in 2007
than in 1999 - and in South Africa.

The pace of progress in getting more children into school
has varied widely across regions. In South and West Asia,
declines in the number of children out of school have
slowed and in recent years the number has been rising.
From 1999 to 2004, it fell by 3.9 million annually, on
average, but from 2004 to 2008 it began to rise again. By
contrast, in sub-Saharan Africa, reductions in the number
of out-of-school children accelerated from about 1.4 million
annually in 1999-2004 to 1.6 million in 2004-2008.

Out-of-school projections

How close will the world get to the target of universal
primary education by 20157 That question is difficult to
answer. The future is never a simple projection of past
trends because government priorities and policy choices
can dramatically change the pace of progress, for better
or for worse. However, trend analysis can provide an
insight into plausible scenarios for 2015.

Any projection of current trends is highly sensitive to data
quality and availability and to the selection of reference
years. This is particularly true for out-of-school numbers.
Two simple projections of trends since 1999 illustrate how
the choice of reference years affects potential outcomes in
2015 (Table 1.3). The first provides a picture of what the
world in 2015 might look like if the 1999-2009 trend were

Figure 1.11: Half the world's out-of-school children live

in just fifteen countries

Number of children of primary school age who were out of school in 2008,
selected countries

Nigeria 86
Pakistan 73
India 56
Ethiopia 27
Bangladesh 20
Niger 1.2
Kenya 1.1
Yemen 1.0
Philippines 1.0
Burkina Faso 0.9
Mozambique 09
Ghana 0.8
Brazil 0.7
Thailand 0.7
South Africa 0.5

0 2 4 6 8 10
Number of out-of-school children (millions)

Notes: Data for India, Nigeria and South Africa are for 2007.
The countries shown are those with the fifteen largest out-of-school populations.

Source: Annex, Statistical Table 5.

to continue. The second projects forward the shorter, more
recent 2004-2009 trend. The differences between the trend
outcomes capture shifts in the rate of change over time.
Data constraints limit the number of countries covered

in the projections. Even so, the 128 countries included
accounted for 40 million out-of-school children in 2008,

or 60% of the world total. They include fourteen countries
that have more than half a million children out of school.
The most striking finding to emerge from the two exercises
is that the pace of advance is slipping.

Comparing the two scenarios for the 128 countries
highlights differences in global prospects for UPE and
the distribution of out-of-school populations:

m Rate of progress. The average annual rate of decline in
the out-of-school population was approximately 6% from
1999 to 2009. However, from 2004 to 2009, out-of-school
numbers fell by just 3% annually.

m Out-of-school numbers. The longer-term trend would
see out-of-school numbers fall to 29 million in 2015.
The short-term projection would see the out-of-school

population increase from 40 million to 43 million by 2015.

41



Education for AIll Global Monitoring Report 2 (O .

42

PART 1. MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

Table 1.3: Projections for 128 countries show that many children will remain out of school in 2015

Out-of-school population for 2008 and projections for 2015, selected countries

Out-of-school children

Long-run projection
(based on 1999-2009)

School year ending in

2008 2015

(000) (000)
Nigeria' 8 650 8324
Pakistan 7261 5833
India’ 5564 752
Ethiopia 2732 957
Niger 1213 982
Kenya 1088 579
Yemen 1037 553
Philippines 961 961
Burkina Faso 922 729
Mozambique 863 379
Ghana 792 744
Brazil 682 452
Mali 506 302
South Africa’ 503 754
Remaining countries 7599 6 557
Total (128 countries) 40371 28 857

1. Data for out-of-school children are for 2007.

Sources: EFA Global Monitoring Report team calculations; Annex, Statistical Table 5; UIS database.

m Regional distribution of the out-of-school population.
If the shorter, more recent trend were to continue, the
share of out-of-school children in sub-Saharan Africa
would decline, whereas the share in South and West Asia
would increase.

m Countries with large out-of-school numbers. Under both
trend scenarios, the fifteen countries with large numbers
of children out of school would collectively account for
more than three-quarters of the total in 2015 (for the
countries covered in the projections). However,
comparisons of the two projection scenarios reveal
significant differences. When projections are based on
the short-term trend data, several countries, including
Mozambique, the Niger and Pakistan, register slower
progress in reducing the number of children not in
school by 2015. This points to a slowdown in progress
since 2004. For example, in Pakistan, out-of-school
numbers declined by an annual average of 351,000 from
2001 to 2004, but by only 102,000 from 2004 to 2008. In
some countries, including India, Nigeria and Yemen, the
2004-2009 projection points to an increase in out-of-
school numbers by 2015. In these countries, the numbers
have been increasing since 2004. For example, in Nigeria,
out-of-school numbers rose by 1.4 million from 2004 to

Projections of out-of-school children

Short-run projection

Change since (based on 2004-2009) Change since
2008 2015 2008
(%) (000) (%)

-4 12 207 4
-20 6793 -6
-86 7187 29
-65 388 -86
-19 1103 -9
-47 386 -65
-47 1283 24

-0.01 1007 5
21 447 -52
-56 523 -39

-6 295 -63
-34 1045 53
-40 193 -62

50 866 72
-14 9641 27
-29 43 364 7

2007. By contrast, the short-run projection for some
countries, including Burkina Faso, Ghana and Kenya,
indicates an acceleration of progress.

It should be emphasized that these are partial projections.
Data limitations exclude several conflict-affected countries
with large numbers of children not in school, such as
Afghanistan, the Democratic Republic of the Congo,
Somalia and the Sudan. Also excluded is Bangladesh, which
has one of the world's largest out-of-school populations.
Factoring in these countries would significantly inflate the
projected number of children out of school in 2015. Making
a simple adjustment for countries not covered in the
projections would increase the total number of children out
of school to 48 million under the long-term trend scenario
and 72 million under the short-term trend scenario.!

Characteristics of out-of-school children

Prospects for changing trends and getting closer to the
2015 target hinge critically on policies for reaching children
currently out of school. This is another area in which data

1. The global out-of-school estimate is calculated by assuming that the proportion of
the total out-of-school population in the 128 projection countries in 2015 is the same
as in 2008.
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on past performance offer a limited perspective on
future outcomes. But household survey data do provide
governments with useful insights that can help inform
policy design.

Research by the UNESCO Institute for Statistics (UIS)

uses administrative data to predict the likelihood of
children currently out of school entering primary school.
Past trends indicate that over 40% of the children now out
of school in sub-Saharan Africa and South and West Asia
will not enrol (Figure 1.12). In both regions, girls are less
likely to enter school than are boys, drawing attention to the
persistence of gender disadvantage. In sub-Saharan Africa,
almost three-quarters of out-of-school girls are expected
never to enrol, compared with only two-thirds of boys

(UIS, 2010a). The critical importance of school retention

is underlined by the experience of South and West Asia,
where half of the children now out of school dropped out.

Along with gender, wealth and household location strongly
influence the out-of-school profile. In Pakistan, 49% of the
poorest children aged 7 to 16 were out of school in 2007,
compared with 5% of children from the wealthiest
households (Figure 1.13). A child’s location and gender

Figure 1.12: Many children out of school are expected never to enrol
Distribution of out-of-school children, by school exposure and region, 2008
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Source: UIS database.

Goal 2: Universal primary education

reinforce these disparities - poor girls living in rural areas
are sixteen times less likely to be in school than boys from
the wealthiest households living in urban areas.

The global gender gaps in the out-of-school population
have narrowed, but girls still made up 53% of the out-of-
school population in 2008. Disparities are most pronounced
in South and West Asia, where girls account for 59% of
children not enrolled in school.

Children living in conflict-affected countries are also more
likely not to be attending school. As we show in Chapter 3,
conflict reduces the chance of entering school, increases
the risk of drop out, and exacerbates inequalities based
on wealth and gender.

Figure 1.13: The chances of going to school vary enormously
within countries
Percentage of 7- to 16-year-olds not enrolled in school in Pakistan, 2007
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Source: UNESCO et al. (2010).

Panel 1.5: Countries aiming to achieve UPE face a wide range of challenges

Universal primary education is an apparently uniform and
simple goal that masks diverse policy challenges. Countries

unprecedented rates of progress. More broadly, the pace
of advance towards UPE is determined by progress in three

that start from a low base of school enrolment have much
further to travel. For many countries in sub-Saharan Africa,
achieving UPE by 2015 would require historically

areas: getting children into school at the right age, ensuring
that they progress smoothly through the relevant grades
and facilitating the completion of a full primary cycle.
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Figure 1.14: Progress towards universal primary education has been uneven
Primary education adjusted net enrolment ratio, selected countries, 1999 and 2008
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Source: Annex, Statistical Table 5 (website).
Figure 1.14 highlights the different levels of Figure 1.15: Countries face different hurdles to achieve UPE

ambition required to achieve UPE by 2015. Survival and expected
It also draws attention to the limitations 100
of simple trend analysis as a tool for

cohort completion rates, selected countries and territories, 2005-2007

- Mongolia (5)
evaluating performance. Some countries, 0
Venezuela, B. R. (6)

such as the Niger, have come a long way from

a very low level of enrolment, even though 60

they are unlikely to achieve the 2015 target. =

In 1999, any trend analysis conducted for 4

Burundi or the United Republic of Tanzania

would have left both far short of UPE by 2015. 20

Today, both countries are within touching

distance of getting all primary school age 0

children into school. At the higher end of the Expected cohort

income scale, several countries, including the
Philippines, have struggled to make the final

the country name indicates

Mali (6)
Niger (6)
Survival Survival Survival Expected cohort
to grade 2 to grade 3 to last grade completion rate

Note: Data are for the most recent year available during the period specified. The number in parentheses following

the length of primary education in years. The expected cohort intake rate is the proportion

step to UPE reﬂecting the h|gh levels of of children of school starting age who are expected to start primary school, regardless of the age at which they start.
. L _ . The line for each country illustrates the prospects of these children surviving to specific grades and completing
margina lization experlenced by some social primary education. The expected cohort completion rate is the proportion of children of school starting age who

are expected to complete primary school, including those who start late and repeat primary school grades.
gredps [UN ESCO' 201 Oa] Source: Calculations by EFA Global Monitoring Report team based on UIS database.

Analysis of age cohorts illustrates the
problems associated with negotiating the
hurdles to UPE. Four broad patterns emerge (Figure 1.15): ]

m low initial intake rates with high levels of retention
and completion, as illustrated by the experience ]
of the occupied Palestinian territory;

m low initial intake rates, weak retention and low levels
of completion, as in Mali and the Niger;

high intake rates followed by high dropout rates and low
levels of completion, as in Lesotho;

high intake, low dropout and high completion rates,
reflecting strong progression through the school system,
as in Mongolia.
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Intake patterns have a crucial bearing on subsequent with increased risk of dropout. One reason is that late
progression. Ensuring that children start school on time entry is often associated with higher rates of repetition
is a prerequisite for UPE (Figure 1.16). This is true both in early grades, which can increase the costs of education
because, in the narrow technical sense, UPE is about to households and weaken the internal efficiency of the
completing a full primary cycle at the appropriate age, education system (EPDC, 2008). A recent household survey
and because delayed school entry is closely associated in Senegal found that survival rates to grade 5 for children
Figure 1.16: The number of children entering school at the official starting age is low in many countries
Gross and net intake rates in primary education, selected countries, 2008
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Notes: Only countries with gross intake rates in primary education of less than 100% are included. Andorra, Nauru and Fiji are excluded.
Source: Annex, Statistical Table 4.
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who started school two years late were ten percentage Asia, where fewer than seven in ten children starting
points lower than for children starting on time. Starting primary school survive to the last grade (Table 1.2).
early can also have adverse consequences: repetition rates
for under-age children tend to be much higher than for Data constraints make it difficult to provide a
those who start on time. For example, in Kenya, first grade comprehensive global picture of trends in progression
repetition rates are more than twice as high for children through school. However, country-level data point to a
entering school before the official starting age (EPDC, 2008).  mixed record (Figure 1.17). Survival rates have declined or

improved only marginally in several countries that are some

Many countries are struggling to get children into primary distance from UPE, including Chad, Ethiopia, Madagascar,
school at the official starting age. This is illustrated by data Malawi and Nepal. For governments in such countries,
on net intake rates. In 2008, only 56% of children starting a far stronger policy focus on retention holds the key
school in sub-Saharan Africa were of official primary school to prospects for accelerated progress towards UPE.
age, and in Eritrea the figure was as low as 16%. However, Other countries have combined reductions in overall
rapid change is possible. In the United Republic of Tanzania, out-of-school numbers with improvements in survival,
the share of children starting school at the official age albeit from a low base. For example, Burkina Faso and
increased from 14% in 1999 to 87% in 2007 with the help Mozambique have increased survival rates while expanding
of policies such as fee abolition, more stringent regulations overall enrolment. Even so, only two out of five children
on age limits and alternative programmes for over-age entering primary school in Mozambique in 2007 were likely
children (see policy focus section). to reach the final grade. In Latin America, Colombia has

dramatically increased its survival rate to the last grade.
Once children are in school at the appropriate age, the
challenge is to get them through school. That challenge Rates of survival to the last grade and completion of
is most acute in sub-Saharan Africa and South and West primary school tend to follow a similar pattern (Figure 1.18].

Figure 1.17: Progress in survival to the last grade of primary school has been mixed
Survival rate to the last grade of primary education, 1999 and 2007
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Source: Annex, Statistical Table 6.
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However, there are countries where a large share of
children fall at the final primary school hurdle. In Senegal,
58% of children entering the school system reached the
final grade while only 36% completed it in 2007. Large
gaps between survival and completion rates typically
reflect the effects of exams used to select children

for secondary school.

Prospects for entry, progression and completion of primary
school are closely linked to household circumstances.
Children who are poor, rural or from ethnic or linguistic
minorities face higher risks of dropping out. In Burkina
Faso, completion rates for the richest 20% of the population
are ten times larger than those of the poorest. Coming
from a rural home in Senegal more than halves the
probability of school completion. Such outcomes draw
attention to the critical importance of public policies that
mitigate social disadvantage, including more equitable
public spending and targeted incentives.

As countries progress towards UPE, governments face the
challenges of delivering education to populations that are
hard to reach. ‘Going the last mile’ requires a strong policy
focus on those who have been left behind. Last year's EFA
Global Monitoring Report called for the introduction of
equity-based goals that help focus attention on inequality.
Such goals could include halving wealth gaps in school
attendance by 2015.

Goal 2: Universal primary education

Figure 1.18: Poverty and vulnerability strongly influence a child's
chance of completing primary school

% of population aged 17 to 22 that has completed primary school, by wealth,
location, ethnicity and language group, selected countries, 2003-2006
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Policy focus

Tackling the dropout crisis
in primary schools

For children entering primary school, education is
often ‘nasty, brutish and short’, to borrow Thomas
Hobbes's seventeenth-century description of life.
This section looks at the profile of children at risk
of failing to complete primary education and
identifies strategies for preventing dropout.2

The scale of the dropout problem is not widely
recognized. In sub-Saharan Africa alone, about
10 million children drop out of primary school
each year. Household poverty, inequalities linked
to language and ethnicity, and rural-urban
differences all contribute to the problem, along
with the poor quality of education in schools
where classrooms are overcrowded, books

are scarce and teachers are undergualified

and poorly motivated (Alexander, 2008).
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The school dropout crisis diminishes the life chances
of highly vulnerable children, closing down a potential
escape route from poverty and reducing education’s
power to strengthen social mobility. As well as
denying children their right to education, high levels High levels
pf f?(;opout arAe 3 SOl]L:r‘CE tofEcono][mct\‘/\/as’[[e and of dropout
inefficiency. A significant share of nationa
! Y. AsI9 © o are a source
investment on primary education in sub-Saharan X
Africa is spent each year on school places for of economic
children who leave primary school before acquiring waste and
the skills that help raise productivity, generate inefficiency

employment and accelerate economic growth.

Most national education plans do not put enough
priority on resolving the dropout problem. They
emphasize increasing enrolment and improving
quality, rather than strengthening progression,
often because of an assumption that dropout will
decline automatically as enrolment increases.
Evidence in this section strongly calls into question
that assumption.

2. This section draws heavily

on Sabates et al. (2010).
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Identifying patterns and causes
of dropout is vital

Why do children drop out of primary school? The
answer varies across and within countries, but
economic pressures play a major role. For many
poor households, the direct costs of sending

Figure 1.19: Patterns of dropout differ across grades
Grade-specific dropout rates in primary school, selected countries, 2007
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Source: Annex, Statistical Table 7 (website).

children to school, and the indirect costs of losing a
source of labour, can make it difficult to afford a full
primary cycle. These costs rise when children have
to repeat grades. If parents perceive education to
be of inadequate quality, they have less incentive to
keep children in school. More broadly, low income
and perceptions of education quality intersect with
wider social, economic and cultural factors to push
some children out of the education system. For
example, if the education of girls is perceived as less
important than that of boys, economic pressures on
households are likely to widen gender disparities.

Poor-quality education reinforces problems linked
to cost. Recent studies have established a clear link
between learning outcomes and the risk of not
completing primary school. Research in Egypt
found that children in better-performing schools
were far less likely to drop out than children in
schools with lower levels of achievement
[Hanushek et al., 2008). In Pakistan, a study found
that children who had learned more over the
preceding school year were less likely to drop out
[King et al., 2008). Considered in the light of wider
evidence on problems in education quality (see, for
example, Das and Zajonc, 2008; Vegas and Petrow,
2008; Verspoor, 2006), such studies highlight the
critical role of enhanced learning achievement in
achieving universal primary education.

Patterns of dropout vary across

the primary school cycle

Understanding when children drop out is critical for
designing policy and timing interventions. Detailed
national profiles of dropout patterns are a vital tool
in identifying periods when children are most at risk
and in informing the design of policies to mitigate
that risk.

Dropout profiles vary enormously (Figure 1.19). In
countries as diverse as Ethiopia, the Philippines and
Uganda, many children have trouble negotiating
their way through the early grades. Dropout levels
in these grades often rise sharply after withdrawal
of school fees as surges in enrolment increase
class sizes and place pressure on resources. Large
classes of predominantly first-generation learners,
many of them far older than the official school entry
age, confront schools and teachers with immense
challenges (Lewin, 2007). In Ethiopia, the reduction
in the number of out-of-school children from

6.5 million in 1999 to 2.7 million in 2008 was
achieved largely through an increase in the grade 1
gross intake rate, which reached 153% in 2008.

On average, there were fifty-nine primary school
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children for every teacher by 2008; the ratio was
even higher in the early grades - and more than
one in four students dropped out of grade 1
(Ethiopia MoFED, 2007). The rapid increase in
Ethiopia’'s net enrolment ratio - to 78% in 2008 -
led to a decline in the school survival rate.

Patterns of high dropout in the first grade raise
questions about how best to manage enrolment
surges. The persistence of high dropout rates in
countries such as Malawi and Uganda, where
school fees were withdrawn over a decade ago,
demonstrates the long-term difficulties in
maintaining education quality and school retention
after a rapid increase in intake. But these
difficulties are amenable to policy intervention,
as the experience of the United Republic of
Tanzania demonstrates (see ‘Improving the
quality of schooling’, below).

School examination practices can have a crucial
bearing on dropout patterns. Many countries in
sub-Saharan Africa have stopped making early
grade progression contingent on passing exams -
a move that has reduced repetition and dropout
around grades 2 and 3. However, the high dropout
rates in the penultimate grade in countries such as
Burkina Faso, Mali and Senegal partly reflect the
effects of exam failure, or an aversion to risk of
failure on the part of parents of students with low
achievement levels. For example, in Senegal, the
nationwide examination for the primary school
certificate, administered in the final grade, has
resulted in high rates of dropout (Sarr, 2010;
Senegal Ministry of Education, 2008). School-level
practices sometimes reinforce the association
between exams and dropout rates. In Kenya, for
example, students considered unlikely to pass are
often held back from taking the final grade exam,
while others drop out to avoid the costs associated
with sitting the exam (Somerset, 2007).

High dropout rates in later grades are often
associated with late-age entry to school. Evidence
from many countries shows that the risk of primary
school dropout increases with age, though the
strength of the association varies. In Burkina Faso,
dropout rates were less than 1% for children aged 6
to 8 but rose to 6% for 12- to T4-year-olds (Sabates
et al,, 2010). Why the link between age and dropout?
As children in poor households get older, the
pressure on them to generate income or provide
labour is likely to increase, especially in periods

of economic hardship. Gender-related factors also
come into play. In countries where early marriage

Goal 2: Universal primary education

is common, girls who start school late may

be deemed to be of marrying age long before
completing primary school. One study in Uganda
found that early marriage and pregnancy were two
of the leading reasons for girls dropping out of
primary school (Boyle et al., 2002). Parental fears
over the security of their daughters also increase
during the adolescent years.

Poverty is a key factor

Children from poor homes are far more likely

to drop out than children from wealthier homes,
underlining the interaction of poverty with education
costs [Hunt, 2008). In countries including Burkina
Faso, the Niger, Uganda and Zambia, children from
the poorest 20% of households are more than twice
as likely to drop out as children from the wealthiest
households (Figure 1.20). Exceptions to the rule,
such as the United Republic of Tanzania,
demonstrate that these wealth gaps can be
narrowed, but household poverty remains one

of the strongest predictors of the risk of dropout.

The mechanisms through which household poverty
leads to school dropout can be readily identified.
The direct and indirect costs of education can be

a formidable barrier for poor parents. While many
countries have phased out formal school fees,
surveys continue to highlight parental inability to
afford education as a major factor in decisions to let
children drop out (Hunt, 2008). A national household

Figure 1.20: Children from poor households

are more likely to drop out

Primary school dropout rate for 16- and 17-year-olds, by wealth,
selected sub-Saharan African countries, 2003-2007
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To break the link
between poverty
and dropout,

it is vital that
education

is affordable
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survey in Nigeria in 2004 found that 52% of
children under 16 had dropped out of primary
school because of cost-related factors, even though
education was nominally free (Nigeria National
Population Commission and ORC Macro, 2004).
Similarly, parents in Bangladesh are not required
to pay tuition fees in government primary schools.
But in 2005, the average household still spent the
equivalent of about US$20 per child for primary
schooling (Financial Management Reform
Programme and OPM, 2006). This was equivalent
to about 5% of average annual income per capita.

As such cases suggest, abolishing formal school
fees is only part of the answer to the school
retention problem. In some cases, fee removal
leads to losses of revenue for schools, which can
create pressure for informal charges. Ghana
formally abolished fees in the mid-1990s, but this
did not have a large impact on costs to households.
Initially, the government did not reimburse schools
for lost fee revenue, so schools introduced informal
fees of their own (Gersherg and Maikish, 2008).

The vulnerability of poor households to sudden
shocks such as drought, unemployment, illness or
injury reinforces the effects of poverty on dropout.
Lacking savings or access to credit, the poorest
parents may have no choice but to cut spending

in key areas, including education. Research in

The rapid expansion of primary schooling in India over
the past decade has brought into the education system
many children from marginalized social groups, such as
those of Dalit (lower caste) and Adivasi (tribal group)
backgrounds. Moving from increased enrolment to
completion poses challenges at many levels.

Fieldwork conducted in Madhya Pradesh and Rajasthan
has helped cast light on these challenges through
detailed interviews with parents, pupils and teachers.

Parents identified cost as a major concern. While
primary education in India is now officially free, many
schools continue to levy charges. Parents were often
unclear about what they were paying for. In addition,
parents were encouraged to give their children private
tuition, which was widely considered affordable only
to wealthier parents.

Social and cultural discrimination weighed heavily.
Most teachers belonged to upper castes, and several

Nicaragua found that enrolment ratios in primary
school declined by four percentage points after

a drought and by sixteen percentage points after
a death in the family (de Janvry et al., 2006).

Parental decisions over schooling are seldom made
purely on the basis of narrow economic calculus.
They are informed by perceptions of the value of
education, which are often linked in turn to the
education of parents themselves (Box 1.5). Apart
from being wealthier on average, parents who have
completed primary school and attended secondary
school may be more aware of the benefits and
opportunities associated with education. This
explains why in rural Pakistan girls whose mothers
have some formal schooling are less likely to drop
out [Lloyd et al., 2009).

Tackling school dropout

Parents rarely plan in advance to withdraw their
children from school. In most cases, children drop
out because of poverty-related factors beyond their
parents’ control, as well as problems linked to the
quality of education, or school-based factors that
influence progression through grades. Lowering
the risk of dropout requires a broad set of policies
aimed at reducing these underlying vulnerabilities
(Ampiah and Adu-Yeboah, 2009; Hunt, 2008; Lewin,
2008).

expressed strong prejudice against Dalit and Adivasi
children. Pupils were perceived as poor learners and
their parents as violent, alcoholic and prone to
gambling, with limited interest in their children’s future.
Such prejudices translated into practical discrimination,
with Dalit and Adivasi children more likely to face
corporal punishment — a factor widely cited by parents
as a reason for withdrawing their children. Parents also
had few ways to challenge discriminatory practices
because their voice in parent-teacher associations

and education committees was weak.

Contrary to teacher perceptions, Dalit and Adivasi
parents were widely convinced of the importance of
sending their children to school. They recognized that
the skills gained through education could lead to more
secure and productive livelihoods. However, parents
were also aware of the poor quality of education
provided to their children, leading them to question
the value of schooling.

Source: Subrahmaniam (2005).
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Countering the effects of poverty

Increasing the income of the poor through cash
transfers can play a role in enhancing education
prospects. Several countries have introduced
conditional cash transfers for vulnerable
households, with eligibility linked to presentation
of children at health and nutrition clinics, and to
school attendance. Mexico’s conditional cash
transfer programme has been associated with
improvements in enrolment and gains in average
years of schooling achieved (Behrman et al., 2009;
Schultz, 2004). Cash transfers can also insulate
poor households from the impact of economic
shocks, making it possible for them to adjust their
budget without having to withdraw children from
school (de Janvry et al., 2006).

While much of the evidence on cash transfer
programmes comes from middle income countries
in Latin America, more recent studies in low
income countries suggest that they may have a far
wider application (UNESCO, 2010a). In Ethiopia, the
Productive Safety Net Programme has provided
cash or food transfers to poor households since
2005. Among households headed by women, the
money has been used to pay for school registration
fees, and 69% of households using cash payments
for education are able to keep their children in
school longer as a direct result of the programme
(Slater et al., 2006). While targeting and decisions
over the level of transfer required to achieve policy
goals can often be complex, even relatively small
transfers have the potential to keep children in
school [see Box 1.6).

Health care plays a critical role

Ensuring that children are prepared for school

is vital for retention. This is where the interface
between health and education discussed in

the ECCE section is critical. Children whose
development has been damaged by malnutrition
and micronutrient deficiency are more likely to start
school when they are over-age, to register low
levels of learning and to drop out. Thus, early
childhood nutrition programmes should be seen as
integral to the Education for All agenda. Evidence
from the Oportunidades programme in Mexico

has shown that children who received nutritional
supplements and health checkups after birth

were more likely to enter school on time,

progress smoothly and have higher attainment
than similar children who did not participate
(Behrman et al., 2009).

Goal 2: Universal primary education

Cash transfers can help counter factors that
prompt parents to withdraw children from school.
One study in southern Malawi using randomized
evaluation techniques looks at the role of cash
payments in weakening the link between school
dropout and early marriage. Cash transfers ranging
from USS5 to USS15 were given to unmarried girls
aged 13 to 22 who were attending school. After a
year, their dropout rate was 6.3%, compared with
10.8% for girls who were not receiving cash
transfers. It appears that a relatively small financial
incentive to delay marriage had a significant effect
on household decision-making.

Source: Baird et al. (2010).

Health care is also important after children enter
school. Nutritional deficiency and childhood
disease are major causes of dropout in many
countries, yet school-based health care and school
feeding programmes are insufficiently developed
(Pridmore, 2007). Deworming has been shown

to be a particularly cost-effective intervention.

An experimental deworming programme in rural
Kenya through which drugs were delivered to
primary school pupils was shown to improve
school attendance by seven percentage points -
a reduction in average rates of absenteeism of
around one-quarter. Pupils who did not receive
the drugs but attended the same schools
benefited indirectly from the programme, as

the prevalence of worms in their environment
was reduced (Miguel and Kremer, 2004).

Improving the quality of schooling
Poor-quality education is a major cause of school
dropout. The obvious antidote is to raise the level
of learning achievement. Ensuring that schools
have the necessary teachers, resources and
infrastructure is the starting point. But education
planners need to look beyond average performance
to the specific problems facing children who are

at high risk of dropout.

Several countries have demonstrated that rapid
change is possible. In Colombia, a rural school
programme designed to improve the quality and
relevance of education significantly reduced
dropout rates (Box 1.7). But it is not just the quality
of education that counts. Adopting a flexible
approach to school terms and the timing of classes

In Ethiopia,
cash transfers
have enabled
households to

keep their children

in school longer
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From 1999 to 2007, the share of students reaching
the last grade of primary education in Colombia
increased by twenty-one percentage points. Part of
the improvement may be attributed to the Proyecto
de Educacién Rural (Rural Education Project, PER),
which started in 2002 and by 2006 covered more
than 435,000 students in about 6,500 rural schools.

Working through municipal authorities, the
programme assessed the needs of each school.
Teachers were given specialized training in one
of nine flexible educational models targeting
disadvantaged students.

An evaluation based on a large number of schools
carried out from 2000 to 2005 found that 14% of

can help reduce tensions between education and
household demands on children’s time [Hadley,
2010; Kane, 2004). In Mali, the term in community
schools begins after the harvest in November and
lasts until May. Courses last two to three hours

a day over a six-day week, allowing children to
participate in agricultural activities. One effect has
been an increase in girls” enrolment (Colclough

et al.,, 2004). Teachers can also make a difference.
Research in southern Ghana found that teachers
who identified pupils facing difficulties and provided
support could increase retention. Some schools
also organized visits by teachers to absentee pupils
and their parents (Sabates et al., 2010).

Efforts by schools to combat dropout have to start
early. Many children, especially those from socially
disadvantaged backgrounds, enter school with
lower levels of literacy, numeracy and learning
development. Ensuring that they have access to
well-trained and experienced teachers can provide
a foundation for smooth progression through the
system. Yet better-trained teachers are often
concentrated in the higher grades (see goal 6
policy focus). Language can be another barrier to
progression. Children from ethnic minorities often
drop out because of difficulty following the language
of instruction. Providing mother-tongue instruction
in the early grades can help improve learning
outcomes and strengthen retention (UNESCO,
2010a). Evaluations of bilingual schools in the Niger
in 2007 showed that dropout rates were as low as
1%, compared with a national average of 33%
(Alidou et al., 2006).

rural schools had been covered by the project. While
the project had no significant impact on enrolment,
increases in language test scores and the share of
students passing examinations were significantly
larger in the schools covered. Dropout also decreased
in PER schools by 3.2 percentage points more than

in schools that were not part of the programme.

While demand-side interventions such as conditional
cash transfers have received much attention as a way
to reduce school dropout, the evaluation of PER is
part of a growing body of evidence on the importance
of supply-side strategies that make schools more
efficient and attractive to students.

Source: Rodriguez et al. (2010).

Countries seeking to raise school intake rapidly
have to guard against increased dropout rates in
the early grades. There are some useful lessons
to be drawn from recent experience. The United
Republic of Tanzania is one of a small group of
countries that have successfully combined a rapid
increase in primary school enrolment with low
dropout rates in the early grades.

Critical to this success has been the
implementation of a carefully sequenced set of
policies. Recognizing that a surge of over-age
children in grade 1 could severely damage
retention, the government accompanied the
withdrawal of school fees in 2001 with a policy
putting a ceiling of age 7 on entry. The
Complementary Basic Education in Tanzania
(COBET] project was developed to provide informal
schooling to over-age children. Its curriculum,
covering numeracy, literacy and life skills, allows
pupils to enrol in the formal system at grade 5.
By 2006, about 556,000 out-of-school students -
around 8% of the primary school age population -
had been enrolled in COBET centres. Measures
were also taken to strengthen teaching by posting
more experienced teachers in the early grades.
Previously, many students had dropped out in
grade 4 as the result of a selective exam. The
examination is now used instead as a diagnostic
tool to identify learning difficulties and students
needing remedial education.



THE SIX EFA GOALS

These reforms have produced impressive results.
The number of children out of school in the United
Republic of Tanzania fell from 3.2 million in 1999
to just 33,000 in 2008. From 2000 to 2006, dropout
rates fell from 26% to 17%. The steady reduction
in dropout can be tracked on an annual basis
(Figure 1.21]). In 2001, almost six out of ten children
who entered grade 1 had dropped out by grade 3.
When the reforms were first introduced, grade-
specific enrolment rates followed a similar pattern
to those in many other countries in the region -
high initial enrolment followed by dropout in
subsequent grades. While the picture worsened

in 2002, immediately after fees were withdrawn,
by 2007 very few children were dropping out in the
first three grades, and enrolment rates were
broadly stable across the first six grades.

It should be emphasized that the creation of
alternative pathways into education for older
children is not an automatic route to lower dropout
rates. Non-formal education for over-age children
is sometimes viewed as a low-cost alternative to
formal schooling - but non-formal classes are
unlikely to facilitate re-entry if they are poorly
resourced and staffed. The COBET project in the
United Republic of Tanzania has delivered strong
results partly because it is part of an integrated
national strategy. Similarly, in Bangladesh the
non-formal programme run by BRAC, a non-
government organization, provides an effective
route into the formal education system through
learning centres that operate over three to four
years and cover the primary school curriculum.
Dropout rates during the programme have been
much lower than national averages and over 90%
of BRAC school graduates move into the formal
system (Nath, 2006).

Goal 2: Universal primary education

Figure 1.21: Grade progression can improve substantially
with the right reforms

Grade-specific primary school gross enrolment ratio, United Republic
of Tanzania, 2001 and 2007
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Source: Lewin and Sabates (2009).

Conclusion

For millions of children, the opportunity to go to
primary school has not led to an education that
gives them the basic skills they need. High dropout
rates are denying children meaningful learning
opportunities and depriving countries of a vital
source of economic growth and stability.

Progress on reducing dropout has been
disappointing. Unless school retention is made
an urgent priority, the goal of universal primary
education will not be achieved. Understanding the
factors at home and at school that cause dropout
is the first step in designing policies to tackle it.
Several countries have made great strides in
reducing dropout and providing children with

a full cycle of primary education. Their
experiences show that keeping children in

school requires a well-coordinated approach
addressing the multiple causes of dropout. |

Unless school

retention is made
an urgent priority,

the goal of

universal primary

education will
not be achieved

53



Education for AIll Global Monitoring Report 2 (O .

54

PART 1. MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

Goal 3: Youth and aduit
learning needs

Ensuring that the learning needs of all young people and
adults are met through equitable access to appropriate
learning and life skills programmes.

The commitment made in 2000 in Dakar, Senegal, to
address the learning needs of all young people and adults
combined a high level of ambition with a low level of detail.
Monitoring progress is difficult, not least because of the
absence of quantifiable targets. Goal 3 has been left open
to widely divergent interpretations - and the absence of
any consensus on benchmarks has weakened scrutiny

of government actions. For all these problems, the core
principles enshrined in goal 3 are fundamental to the
Education for All agenda. The skills developed through
education are vital not just for the well-being of young
people and adults, but for employment and economic
prosperity.

Formal education during the adolescent years is the

most effective base for developing learning and life skills.
The number of adolescents outside the formal education
system - just under 74 million in 2008 - has been declining,
albeit with large regional variations (Table 1.4). In East Asia
and the Pacific, the number of adolescents out of school
declined by more than 9 million from 1999 to 2008. In
sub-Saharan Africa, though, there has been little change
because population growth has counteracted increases

in secondary school enrolment.

Table 1.4: Key indicators for goal 3

Out of school adolescents

of lower secondary school age
(000)
Change
2008 since 1999 2008
(%)

World 73 604 -19 525 146
Low income countries 24 466 -1 59771
Lower middle income countries 45241 -24 288 564
Upper middle income countries 3002 -50 92 856
High income countries 922 -20 84 463
Sub-Saharan Africa 19675 1 36349
Arab States 4571 -16 29858
Central Asia 325 -50 10913
East Asia and the Pacific 13277 -41 164 021
South and West Asia 31486 -12 130312
Latin America and the Caribbean 2100 -45 59101
North America and Western Europe 471 -24 62 333
Central and Eastern Europe 1699 -46 32258

Sources: Annex, Statistical Tables 4 and 7 (print), 8 (website); UIS database.

Total secondary
enrolment

Secondary schooling, the cornerstone of education for
youth, suffers from high levels of global inequality. Most
rich countries are close to universal secondary school
enrolment, though early dropout remains a concern.
Developing countries have also been expanding access.
However, in 2008 sub-Saharan Africa’s GER of 34% points
to high levels of unmet need. Behind the regional averages
there are large inequalities within countries with
attendance patterns strongly linked to wealth, parental
education and other factors (Panel 1.6).

Alongside general secondary schooling, education systems
develop skills through technical and vocational instruction.
In most regions, technical and vocational enrolment has
increased. However, the share of secondary school
students enrolled in these tracks is very different across
regions (Table 1.4).

In an increasingly skills-based global economy, higher
education systems play a vital role in skills development.
Here, too, there are large global inequalities, and some
of the gaps are widening. Access to tertiary education is
expanding more rapidly in richer than in poorer countries
(Panel 1.7). Left unchecked, this development is likely to
have major implications for future patterns of economic
growth and globalization.

In many wealthy countries, entering the labour market with
low levels of skills results in a lifetime of insecure employment
and low wages. The policy focus section explores the labour
market consequences of low skill levels and highlights the
need for fairer and more efficient training systems.

Total secondary Technical and vocational

gross enrolment ratio education as a share of
(000) (%) secondary enrolment (%)
Change Change Change
since 1999 2008 since 1999 2008 since 1999
(%) (%) (%)
21 67 14 1 -2
51 43 29 6 47
31 63 22 10 7
0.2 90 7 13 -2
1 100 1 14 -1
75 34 40 7 6
35 68 20 13 -7
16 97 13 15 123
25 77 22 16 9
33 54 21 1 -5
13 89 11 11
3 100 03 13 -10
-21 88 1 19
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Goal 3: Youth and adult learning needs

Panel 1.6: Access to secondary education has improved, but large inequalities remain

With more children coming through primary schools,
demand for secondary schooling is rising across the
developing world. That demand is reflected in increasing

Figure 1.22: Expansion in secondary school participation
Gross enrolment ratio in secondary education, 1999 and 2008
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levels of enrolment (Figure 1.22). Some regions are starting
from a very low base, however, and large inequalities
within countries are holding back progress.
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Sub-Saharan Africa has registered rapid increases

in secondary school coverage. Enrolment ratios have
increased by 40% since 1999 - the most rapid growth
rate in the world. Mozambique has increased secondary
enrolment fivefold, while countries including Ethiopia,
Guinea and Uganda have more than doubled participation
rates. Despite these impressive increases, children in
sub-Saharan Africa are half as likely to be in secondary
school as children in the Arab States.

Secondary school attendance and completion are strongly
influenced by poverty, location and gender (Figure 1.23).
People aged 23 to 27 in Cambodia from the wealthiest 20%
of households have secondary completion rates of 28%,
compared with 0.2% for the same age group from the
poorest households. In Colombia, the urban poor are nearly
three times as likely to complete secondary school as the
rural poor. The high levels of inequality in secondary

education reflect a wide range of barriers. Secondary
school is more costly per pupil than primary education and
few low income countries have free provision. Distance to
school often increases at the secondary level. Moreover,
children from poor households are far more likely to be
pulled into labour markets.

Second-chance programmes provide a skills development
lifeline to youth and adults who missed out on earlier
opportunities. While the record of these programmes is
mixed, when courses are properly resourced and designed
to generate skills that employers need, much can be
achieved. The Jévenes programmes in Latin America, which
target low-income families, combine the teaching of basic
life skills with technical training, internship and further
support services. Evaluations in six countries suggest that
they have significantly improved employment opportunities
and earnings for participants (UNESCO, 2010a).

Figure 1.23: Urban youth have better chances of completing secondary education
Secondary school completion rates among 23- to 27-year-olds, by location, gender and wealth, 2005-2007
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Goal 3: Youth and adult learning needs

Panel 1.7: Regional gaps in participation in tertiary education are widening

Tertiary education has been expanding worldwide, with

65 million more students enrolled in 2008 than in 1999.
Much of the growth has occurred in East Asia and the
Pacific, with China alone increasing the number of tertiary
places by more than 20 million. Progress has been more
modest in poorer countries. Neither sub-Saharan Africa
nor South and West Asia registered significant increases
in gross enrolment ratios over the decade.

The upshot is that already large global disparities in tertiary
enrolment ratios are widening. In North America and
Western Europe, the gross enrolment ratio at this level

is 70%, compared with 6% in sub-Saharan Africa. While
some regions, including East Asia and the Pacific, are
catching up, the poorest regions are falling further behind
(Figure 1.24). Gaps between rich and poor countries in
tertiary participation are reinforced by an enormous gulf
in spending. In France, the United Kingdom and the
United States, governments spend the equivalent of over
US$10,000 (in purchasing power parity terms) per tertiary
student, compared with less than US$3,000 in low income
countries such as Benin, Cameroon and India (UIS, 2009).

These trends have implications that go far beyond the
education sector. Tertiary education systems play a critical
role in developing the knowledge-intensive skills and
innovation on which future productivity, job creation and

competitiveness depend in a globalized world. Large and
widening disparities in opportunities for tertiary education
will inevitably reinforce the already extreme wealth
disparities between countries.

Figure 1.24: Regional gaps in tertiary enrolment rates are widening
Gross enrolment ratio in tertiary education, by region, 1999 and 2008
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Policy focus

Overcoming the marginalization
of low-skill workers in developed
countries

Most high income countries have achieved universal
secondary education but face major problems of
social inequality in their school systems. Students
from poorer households, ethnic minorities and
other disadvantaged groups often leave school
earlier and with fewer qualifications. Such
disparities are not new, but they are an increasingly
powerful source of wider inequalities as
globalization deepens economic interdependence
and production becomes more knowledge-
intensive. People entering or re-entering labour
markets with low skills levels - especially youth
and older workers with few qualifications - are
likely to experience precarious employment with
insecure contracts and low wages.

The financial crisis pushed skill disparities to the
centre of the education agenda in many countries.
Low-skilled workers have been hit particularly
hard by the recession. Youth unemployment has
increased sharply, threatening the prospects of a
whole generation of school leavers. Older workers
with low skills face the spectre of long-term
exclusion from job opportunities. Yet the downturn
also gives governments an opportunity to develop
responses that strengthen skills and provide
second chances. This section looks at some of the
underlying reasons for skills gaps and at policies
that can help close those gaps.

The financial
crisis pushed skill
disparities to
the centre of the
education agenda

The mismatch between skills
and jobs

The economist Joseph Schumpeter described
capitalism as a system characterized by ‘creative
destruction’. That phrase has a special resonance
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In high income
countries, job
creation is
increasingly
concentrated in
high-skill areas
while much of the
job destruction is
happening in low-
skill occupations

3. The REFLEX study,
covering 40,000 youth
five years after they had
completed higher
education.
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for labour markets under globalization. In
developed countries, job creation is increasingly
concentrated in high-skill areas while much of
the job destruction is happening in low-skill
occupations.

Evidence from the European Union confirms the
asymmetry. Recent forecasts suggest that over the
next decade Europe will lose 2.8 million primary
sector jobs and 2.2 million in manufacturing, while
creating 10.7 million jobs in sectors ranging from
distribution to transport, business and services.
These figures obscure the extent of the shake-up in
the skills profile of employment. Overall, the same
forecasts suggest, net job creation of 7.2 million
would result from the destruction of 12.1 million
Jobs requiring at most lower secondary education
and the creation of 3.7 million jobs requiring upper
secondary education and 15.6 million requiring
tertiary education (CEDEFOP, 2010). What these
figures point to is a future of deepening social
marginalization for young people entering labour
markets with low skills.

Across the world, higher levels of skills are
emerging as an increasingly important requirement
for avoiding unemployment, low income and job
insecurity. One survey covering fifteen European
countries in 20053 found that five years after joining
the labour market, only 4% of graduates were
unemployed, while 80% were working full time and
three-quarters were ‘professionals’ holding
unlimited-term contracts (Allen and van der Velden,
2007; Guégnard et al., 2008). The flip side is the
penalty attached to lower levels of skills. In many
countries, individuals with fewer skills are less
likely to be working and more likely to experience
long-term unemployment (Figure 1.25). In France's
industrial sector, access to executive positions is far
more restricted than in the past to higher education
graduates, while youth holding at most a high
school diploma have little chance of obtaining
positions beyond those of workers qualified in a
narrow technical skill (Fournié and Guitton, 2008).
In the United States, it takes the average school
leaver 6.3 months to find a first job. However, those
with no qualifications take 10.9 months, compared
with 4.3 months for high-school (secondary
education) graduates and 1.4 months for higher
education graduates (OECD, 20094). In the United
Kingdom, about 40% of youth without qualifications
were neither in employment nor in education or
training in 2005 - and a further 35% were in low-
paid jobs, earning less than two-thirds of the
median adult wage (OECD, 2008b).

High unemployment in wealthy countries is typically
the result of a mismatch between the skills of job
seekers and the jobs on offer, rather than aggregate
job shortages. Employer attitude surveys in several
countries show that companies perceive the skills of
low-qualified youth to be inadequate. In the United
States, 42% of employers saw youth with a high-
school diploma as ill equipped for the jobs on offer,
as opposed to 9% for four-year tertiary-level
graduates. The perceived gap was large both for
cognitive skills formally taught in the school system
and for wider behavioural skills (OECD, 20094).

The level of skills deficits in rich countries is not
widely recognized. In many countries, there is a
large pool of adults lacking basic literacy and
numeracy skills - a pool that is constantly
replenished by new generations of early school
leavers. The Adult Literacy and Life Skills Survey,
conducted by the OECD in 2003, found that in some
wealthy countries a significant proportion of adults
scored at level 1 in prose literacy (Figure 1.24).
This means they could only understand a short text
and locate a single piece of information in it. One-
third to two-thirds of adults were unable to achieve
the level 3 score considered necessary for autonomous
functioning in society and the workplace (Statistics
Canada and OECD, 2005). Evidence from the survey
also suggests there is considerable unmet demand
for skills training among those in employment. The
survey found that 11% to 42% of all workers had
fewer skills than their jobs required (Statistics
Canada and OECD, 2005).

Figure 1.25: People with low skills face increased risk

of unemployment

0dds ratio of the probability of being inactive for more than six months
compared to being employed for twelve months between adults with low
and high numeracy skills, Adult Literacy and Life Skills Survey, 2003
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Note: The figure shows the ratio between individuals who scored at level 1-2
and levels 3-5 of the probability of being inactive for more than six months
compared to being employed for twelve months. For example, in Italy an individual
who scored at level 1 or 2 is 3.5 times more likely to be inactive compared to
an individual who scored at level 3 or higher.

Source: Statistics Canada and OECD (2005).
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Skills deficits can be tracked back through
education systems. While the expansion of
secondary schooling has increased the average
number of years spent in education, it has done
little to narrow inequalities in learning achievement
(Field et al., 2007). These inequalities originate in
early childhood and tend to widen rather than
narrow as children progress through the school
system. Almost one student out of five in OECD
countries fails to graduate from upper secondary
school (OECD, 2009a). Risk factors vary across
countries, but boys, students from immigrant
backgrounds and households with lower levels of
parental education are all less likely to graduate
(Arneberg, 2009). Dropout from tertiary education
is another concern. In France, 20% of youth leaving
higher education in 2004 had dropped out before
graduating. Low initial achievement, problems with
teaching methods and uninformed course choices
have been identified as major contributory factors
(Beaupere and Boudesseul, 2009).

Continuing education, vocational training and
on-the-job training can bridge skills gaps, but
countries vary in the level of support they offer -
and in their level of ambition. The European Union
aims to increase participation rates in lifelong
learning to 12.5% of its adult population by 2010
and 15% by 2020. By 2008, the Nordic countries,
the Netherlands and the United Kingdom were
already performing above the 2020 benchmark.
Other large countries, including France, Italy

and Poland, were far from the benchmarks and
had shown little progress. Participation was lowest
in south-eastern Europe (Figure 1.27).

Access to training is also unequal within countries,
with those in greatest need facing the most
restricted opportunities. People leaving school with
higher skills levels are more likely to be employed
by companies that offer training, and they are often
better equipped to seek new opportunities to
develop their skills. Conversely, individuals with
fewer skills are less likely to have access to
training.

The pattern of disadvantage facing people with low
skills is consistent across a large group of OECD
countries. One survey of nineteen EU countries
found that less than 10% of low-skilled workers
aged 20 to 29 received on-the-job training in 2003,
as opposed to more than 15% of medium-skilled
workers and more than 30% of high-skilled ones
(OECD, 2008b5). In the United States, 27% of all
adults aged 16 and above received work-related

Goal 3: Youth and adult learning needs

Figure 1.26: Surveys in wealthy countries point to disparities in literacy skills
Percentage of adults (16 to 65) at each skill level for prose literacy,
Adult Literacy and Life Skills Survey, 2003
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Figure 1.27: Access to continuing education and training
is inadequate in many European countries

Percentage of people aged 25 to 64 participating in continuing
education and training, 2008
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courses, but the share varied dramatically by
education, employment status, occupation and
income (Table 1.5). Training was provided first
and foremost to graduates employed full time in

Firm-based highly paid professional or managerial occupations
traininq can be (UIL, 2009). In the Republic of Korea, the public
Employment Insurance System, which subsidizes
d SOU.I’CE of in-company training, favours men with higher
opportunity for education degrees in large companies towards the
someanda  middle of their career (Table 1.6). In Japan, where
driver of  training has long been considered a company’s
disadvantage responsibility and is widely provided, 54% of
for others companies offered their regular workers on-the-job

training and 72% off-the-job training in 2005, but
only 32% and 38%, respectively, did the same for
non-regular workers (OECD, 2009¢). The upshot
is that firm-based training can have the effect of

widening skills gaps over time.

Provision of company-based training is influenced
by the state of the economy. During economic
downturns, vulnerable employees need increased

Table 1.5: Vocational training opportunities

in the United States reflect social divides

Participation in work-related courses among adults aged 16 and over,
2004-2005

Participation

rate

(%)
All adults (16 and over) 27
Education
Less than a high school diploma 4
High school diploma or equivalent 17
Some college, vocational training or associate’s degree 31
Bachelor's degree 44
Graduate or professional education or degree 51
Household income (US$ per year)
20000 or lower "
20001-35 000 18
35001-50 000 23
50 001-75 000 33
75001+ 39
Occupation group
Trade and labour 19
Sales, service and clerical 31
Professional and managerial 56
Employment status
Not in the labour force 6
Unemployed and looking for work 14
Employed part time 32
Employed full time 40

Source: UIL (2009).

60

support to gain new skills, but training by
companies tends to grow or shrink with the
economy. In France, this pro-cyclical behaviour
has been observed both in sectors that invest
heavily in training (manufacturing, transport,
communications) and in sectors that invest on
a more limited basis (hotels and restaurants,
construction) (Checcaglini et al., 2009).

While the expansion of secondary schooling has
increased the average level of skills, it has also
expanded the skills gap between older and younger
generations. This was clearly captured in the Adult
Literacy and Life Skills Survey, which found that the
average person aged 46 to 65 failed to reach level 3
in literacy (Figure 1.28) (Thorn, 2009). Older workers
face distinctive problems. Skills acquired during
apprenticeship may have become less relevant, or
even obsolete, because of technological change.
Employment prospects are more limited for
workers whose qualifications are firm-specific and
were acquired informally on the job than for those

Table 1.6: Training in the Republic of Korea favours educated male workers

in large firms

Participation in firm-based training subsidized by the Employment Insurance System, 2005

Total

Gender
Female
Male

Age
15-19
20-29
30-39
40-49
50+

Level of education
Middle school and lower
High school

Junior college
University and higher

Size of firm

Fewer than 50 employees
50-299

300-999

1000+

Source: OECD (2007 a).

Participants as share
of all insured employees

Participants in category
Total (%) (%)
2355990 100 29
476 298 20 17
1861063 79 35
15179 1 24
602 475 26 27
1024 523 44 37
563 447 24 30
133738 6 12
36487 2 6
664 613 28 17
263 587 " 23
1371089 58 56
163 512 7 4
306 183 13 16
289 384 12 33
1596 911 68 131
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whose qualifications are formal and whose
activity type is well identified in the labour market
(Bertrand and Hillau, 2008). Training opportunities
for adults over 50 are often particularly limited

or poorly designed. While older workers favour
shorter courses that build on their experience
and are closely tied to the work context, they

are often offered longer courses based on formal
classroom training instead (OECD, 2006a).

Overcoming the skills divide

Many countries are reviewing and reforming
policies in order to match education and training
systems more closely to employment markets,
spurred at least in part by the economic slowdown.
While countries face different challenges, they
share a concern to increase the level and relevance
of skills among school leavers, to provide second
chances to those denied opportunities earlier in
their lives and to combat the systemic problems

of youth unemployment, insecure employment

and low wages.

The most effective starting point is to address the
problem at its source. This means preventing low
achievement and keeping young people in education
until they have gained the skills they need to avoid
joining the pool of low-skilled adults. Several
countries have adopted targeted measures to
prevent dropout while at the same time providing
early work experience opportunities. The United
Kingdom's 2008 Education and Skills Act makes
education and training compulsory by 2015 for
those under 18, in the form of either full-time
education and apprenticeship or part-time
education and training for people in employment
(House of Commons and House of Lords, 2008).
The Act targets youth without upper secondary
qualifications. Similar laws have been passed in the
Netherlands and in Ontario, Canada (OECD, 20094).
Financial incentives have also been introduced.

The Educational Maintenance Allowance in the
United Kingdom has been available since 2004

for 16- to 19-year-olds undertaking any academic
or vocational course. Evaluations suggest that

the allowance has improved participation, retention
and achievement, especially among low and middle
achievers, young women and ethnic minority
students (OECD, 2008b).

All education and training systems have to address
the problem of reaching young adults and older
workers who left school with low skills. Second-
chance programmes offer marginalized groups

Goal 3: Youth and adult learning needs

Figure 1.28: Literacy deficits rise with age
Percentage of population failing to reach level 3 on the document scale, by age group,
Adult Literacy and Life Skills Survey, 2003

100
80
60

40

% of respondents

20

Norway Canada United States Switzerland Italy

16-25 26-45 46-65

Note: The document scale formed the basis of a literacy assessment in which tasks were associated
with non-continuous texts.

Source: Statistics Canada and OECD (2005).

a way to climb the skills ladder. In the mid-1990s
an innovative proposal from the European
Commission advocated the creation of 'second-
chance schools’ for 18- to 25-year-olds, targeting
those out of school for more than a year and with
no qualifications. By 2008, about fifty such schools
were in operation, alternating teaching in small
groups with internships in enterprises. Several
have achieved some success. The first to be
established, in Marseille, France, had by 2007

taught 3,000 students: 90% had no qualification, marginalized
83% lacked work experience and 78% lived in qr.oups d way to
disadvantaged areas. By 2007, around one-third of climb the skills

this group was employed and just over one-quarter ladder
was in further vocational training (OECD, 200956).
Experience in the United States demonstrates that
well-designed second-chance interventions can
deliver impressive results. The well-established Job
Corps programme targets low-income 16- to 24-
year-olds with low qualifications. Its 124 residential
centres provide free academic education, vocational
training and counselling, over an intensive eight-
month period, to 60,000 people a year. Youth
completing the training and achieving an upper
secondary qualification receive a stipend and
support in securing employment. Evaluations show
a positive impact on employment and earnings,
especially for 20- to 24-year-olds, as well as high
social returns (OECD, 2010).

Community colleges in the United States also play a
central role in raising skills levels. These two-year
institutions enrol about a third of post-secondary
U.S. students, providing a transitional route from

Second-chance
programmes offer
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secondary school. Graduates of their courses,
which include vocational training, receive
qualifications that allow access to university
education but are also valued in the labour
market. With fees lower than those of universities,
community colleges can provide vital access

to low-income and ethnic-minority students
(OECD, 2009d). The Health Care and Education
Reconciliation Act adopted in March 2010 provides
US$2 billion over four years to strengthen
community colleges as part of a wider economic
recovery package. Measures include remedial and
adult education programmes for weaker students,
personalized career guidance and the recognition
of community college degrees by other educational
institutions. The Act also supports partnerships
with local businesses to provide training adapted
to labour market needs and facilitate the
employment of community college graduates
(White House, 2010a).

Vocational education and training systems

can smooth the transition from education

to employment. While these systems have a
chequered history, the most effective have helped
align the skills of those entering the labour market
with employer demands. Successful models
combine education with a strong commitment to
training in the workplace, and involve employers,
trade unions and education authorities in
curriculum design. However, such programmes
have often earned a reputation for delivering poor
education geared towards a narrow range of skills,
with limited benefits for graduates in terms of
employment prospects. Best-practice reform
models are now being used to deliver the more
flexible skills and learning ability demanded in
fast-changing labour markets (UNESCO, 2010a).
The following examples demonstrate the range

of approaches that hold out prospects for greater
equity in skills development:

m Building bridges between school and work.
Denmark’s vocational system draws on features
of the German dual system. It alternates periods
in school with training in enterprises, ensuring
that the skills acquired are those required in
the labour market. The high quality of teaching
and consistency in certification provide potential
employers with confidence in the skills of
graduates. There is also a strong commitment to
lifelong learning. People are eligible for training
with state support later in their careers or during
periods of unemployment. While the system
produces discernible benefits for graduates,
courses are marked by high dropout rates,

particularly among males and immigrants, so
schools have had to develop plans for increasing
retention. Key elements of these plans include
assigning a ‘contact teacher’ to each student

to act as a guidance counsellor, and designing
shorter programmes for students with low
skills (OECD, 2010). New Zealand has also
adopted a dual system (Box 1.8].

Extending apprenticeship opportunities to
marginalized youth. Employers are often
reluctant to admit school leavers with no
qualifications to apprenticeship courses.
Governments can help by providing training
linked to workplace learning. For example,
participation in France's Centres de formation
d’apprentis (apprenticeship training centres)

has sharply increased over the past two decades.
In 2007, out of 408,000 apprentices, about 40%
had no initial qualification. Evaluations show that
graduates are more likely to find employment
than students of vocational high schools, and that
the advantage persists over the long term (OECD,
20095). In Japan, the Job Card System introduced
in April 2008 allows ‘inactive youth” who want

to return to the labour market to participate

in Vocational Ability Development Programmes.
These include courses at specialized colleges

as well as training in companies. The aim is to
reach 1 million youth and prevent another ‘lost
generation’ from being excluded from the labour
market (OECD, 2009¢]. In Spain, the Escuelas
Taller (apprenticeship schools) and Casas de

New Zealand's Gateway programme, launched

in 2001, places students from secondary schools
in local companies. This allows them to combine
academic learning with the acquisition of industry-
specific and more general vocational skills that
can be certified through the country’s National
Certificate of Education Achievement. By 2007,
the programme was offered in more than half
the country’s secondary schools and enrolled 4%
of all secondary school students, including large
shares of female and ethnic-minority students.
The Modern Apprenticeship programme, also
launched in 2001, seeks to reach disadvantaged
16- to 21-year-olds but requires a minimum initial
qualification, which has excluded the most
marginalized.

Source: OECD (2008a).
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Oficios [craft centres) combine two years of
general classroom-based teaching with practical
work in monument conservation and other areas
of social and public interest. Most participants
have not completed upper secondary education,
and about two-thirds are male. By 2004, about
80% of programme completers were employed
or had started their own businesses within a year
of completion. However, these two small-scale
programmes, which by 2004 covered only

20,000 youth, are among the limited opportunities
available in Spain (OECD, 20074).

Guiding youth towards relevant education,
employment and training opportunities. Young
people with low education levels often lack
information about the training options available.
In many cases they also need counselling and
support on strategies for building their skills.
Governments have a crucial role to play in
facilitating access to information and advice.

In Denmark, youth guidance centres establish
contact with those under 25 who are unemployed
or not in full-time education, offering individual
and group guidance sessions, introductory
courses and information on youth education
institutions (OECD, 2010). In the Republic of
Korea, the Youth Employment Service, launched
in 2006, includes initial counselling and
vocational guidance, followed by vocational
training and finally by intensive job placement
services (OECD, 2007a).

Building competencies - and recognizing them.
Vocational programmes across OECD countries
are being redesigned to achieve the right mix
of specific skills and broad problem-solving
capabilities. Employers increasingly emphasize
transferrable skills that can be swiftly adapted
to new conditions (UNESCO, 2010a). Some
countries have attempted to involve employers
and employees in needs assessment. One
example is Norway, which has high levels of
adult skills and participation in lifelong learning,
together with long experience of recognizing
competencies acquired outside formal
education. As part of a broader reform process,
‘Competency Cards’ have been designed to
help individuals assess their skills. Employers
complete and sign the assessment. It is then
used by employees to identify learning needs
and appropriate educational institutions, and

by employers as a source of information on

the skills of job applicants (Payne et al., 2008).

Goal 3: Youth and adult learning needs

m Creating entitlements. While lifelong learning

is often described as a right, opportunities are
often limited, especially for marginalized groups.
Rights to education count for little when there

is no obligation on providers to deliver a service.
Moreover, the most disadvantaged groups are
more likely to be working in small companies
that have little capacity to provide training.
Government action can address these problems
by creating an enabling environment. In France,
a 2004 law created the Droit individuel a la
formation (individual's right to continuing
education), which allows for 20 hours of training
a year. In 2006, the legislation was used by 14%
of companies to train about 300,000 employees -
3% of the workforce. Although coverage remains
limited, the law appears to be narrowing training
inequalities between smaller and larger
companies, and between workers and executives
(Marion-Vernoux et al., 2008). Some programmes
directly target disadvantaged groups that are
underutilizing training systems. Denmark'’s
comprehensive adult vocational training system
provides short programmes to any resident

or job-holder, with specific programmes for
immigrants and refugees who lack Danish
language skills (OECD, 2010). Recognition of
informally acquired training skills is an important
complement to the creation of entitlements.
Certification can increase the visibility and
marketability of such skills while providing

a passport to further training or a path back

to formal education. Conversely, limited
recognition, a problem in many OECD countries,
can diminish the value of skills training
(Werquin, 2008, 2010).

Targeting measures to support older workers.
There are few examples of successful policies
aimed at building the skills of older workers.
This situation reflects both the difficulties involved
in retraining and widespread neglect. In the
Netherlands, a tax incentive was introduced in
the late 1990s to reward employers investing in
the training of employees over 40. It was halted
in 2004 after evaluation showed that employer
investment was inadequate and that low-skilled
employees had trouble understanding the
training programmes. In Sweden, only one in
eight of the 50- to 64-year-olds participating in
the Activity Guarantee training programme from
2002 to 2004 found a regular job afterwards,
suggesting a weak link between programme
design and labour market needs. A more
successful retraining programme was run

Employers
increasingly
emphasize

transferrable skills
that can be swiftly

adapted to new
conditions
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in 2002 in the Czech Republic, where about

70% of participants found a job within a year,
although the number of participants was limited
(OECD, 2006a).

Conclusion

Developing fairer and more efficient training
systems confronts governments with challenges
at many levels. To counter problems such as youth
unemployment, precarious jobs and low wages,
education systems need to increase the share of
young adults entering employment markets having
completed secondary education. But increasing
the supply of skilled labour without effective policies
designed to promote employment and increase
labour market demand is a prescription for failure.
That is why effective skills training is ultimately
about ensuring that young adults have the relevant
skills for the realities of rapidly changing
employment markets.

The economic downturn has given renewed
impetus to the reform of vocational education and
training systems. Governments are using a wide
range of policy instruments aimed at preventing
youth from leaving school early, building bridges
between the worlds of education and employment,
and creating incentives for employers to expand
training. Spurred by rising youth unemployment,
governments are making renewed efforts to reach
marginalized groups. While the downturn has
created immense hardship, it has also created
opportunities to rethink the design of vocational
education and training (Scarpetta et al., 2010).

It is important for governments to seize these
opportunities and put in place lasting

institutional reforms.
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Goal 4: Improving levels
of adult literacy

Achieving a 50 per cent improvement in levels of adult
literacy by 2015, especially for women, and equitable
access to basic and continuing education for all adults.

Literacy opens doors to better livelihoods, improved health
and expanded opportunity. It empowers people to take an
active role in their communities and to build more secure
futures for their families. For children, having parents who
are literate confers enormous advantages for access to
education and learning achievement levels. By contrast,
illiteracy traps people in poverty and lives of diminished
opportunity - and it undermines national prosperity.

With some justification, literacy has been described as the
forgotten goal in the Education for All framework. Progress
towards the goal of halving adult illiteracy rates by 2015 has
been disappointing at best, and desultory at worst. In 2008,
there were just under 796 million illiterate adults, around
17% of the world's adult population (Table 1.7). Women
make up nearly two-thirds of the total. Sub-Saharan Africa

Table 1.7: Key indicators for goal 4

llliterate adults

Total Women
Change Change
since since

Goal 4: Improving levels of adult literacy

and South and West Asia account for 73% of the global
adult literacy deficit, though the Arab States also register
high levels of adult illiteracy. While literacy rates are rising,
in sub-Saharan Africa and South and West Asia, they are
increasing too slowly to counteract the effects of population
growth. The upshot is that the absolute numbers of
illiterate people in these regions continue to rise (Panel 1.8).

It will take decisive action by governments around the world
to reverse this trend. As with the other Education for All
goals, the challenge is to reach marginalized social groups
(Panel 1.9). The scale of that challenge should not be
underestimated. Large numbers of adults have lived in
illiteracy for many years because they faced restricted
opportunities for education during their childhood.
Meanwhile, new generations of children are entering
adulthood without basic literacy and numeracy skills,
either because they dropped out of school or because

they received a poor-quality education. Governments need
to halt the flow of new illiterate adults through improved
education, while at the same time tackling the adult
illiteracy backlog. However daunting the scale of the
problem, elements of successful literacy programmes

are well known, as the policy focus section shows.

Adult literacy rates Youth literacy rates

Gender Parity Index
(GPI)

Change
since

Gender Parity Index
(GPI)

Change
since

Total Total

Change
since

Change
since

2005-2008 1985-1994 2005-2008 1985-1994 | 2005-2008 1985-1994 2005-2008 1985-1994 2005-2008 1985-1994 2005-2008 1985-1994

(000) (%) (%) (% points)
World 795 805 -10 64 08
Low income countries 202 997 17 61 0.2
Lower middle income countries = 531704 -16 66 1
Upper middle income countries =~ 47 603 -26 61 -0.1
High income countries 13 950 -9 61 -1
Sub-Saharan Africa 167 200 25 62 1
Arab States 60181 2 65 1
Central Asia 362 -61 67 -10
East Asia and the Pacific 105 322 -54 Al 1
South and West Asia 412432 4 63 3
Latin America/Caribbean 36 056 22 56 -0.1
N. America/W. Europe 6292 -14 57 -3
Central and Eastern Europe 7 960 -36 80 1

(%)

83

66
80
93
98

62
72
99

(%) (F/M) (%) (%) (%) (F/M) (%)
10 0.90 6 89 7 0.94 5
19 0.81 " 75 18 0.91 "
19 0.85 15 89 © 0.93 8
5 0.97 2 98 1.00 1
0.4 0.99 0.2 100 0.3 1.00 -0.2
17 0.75 10 Al 10 0.87 8
30 0.78 26 87 18 0.92 18
1 1.00 2 100 -0.1 1.00 0.1
14 0.94 12 98 4 1.00 4
31 0.70 25 79 32 0.86 21
8 0.98 2 97 6 1.01 0.1
03 1.00 0.2 100 0.05 1.00 -1
2 0.97 2 99 1 0.99 1

Note: Data are for the most recent year available during the period specified. Gender parity is reached when the gender parity index is between 0.97 and 1.03.

Sources: Annex, Statistical Table 2; UIS database.
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Panel 1.8: llliteracy is declining, but not fast enough

The majority of adults lacking literacy are concentrated in
a small number of countries (Figure 1.29). Many of these,
such as India, Nigeria and Pakistan, are low or lower
middle income countries. However, wealthier countries
also figure prominently. Both Brazil and Egypt have large
adult illiterate populations as does China.

Progress has been mixed in the ten countries with the
largest populations of illiterate adults, which account for
72% of adult illiteracy. In China, the number of illiterate
adults declined by 19 million from 2000 to 2008, with adult
literacy rates climbing to 94%. UIS data show that Brazil
also reduced its illiterate population by 2.8 million from
2000 to 2007. In both cases, literacy rates increased faster
than population growth. Few other countries have been
able to match these achievements. For example, while
literacy rates increased in India, the number of illiterate
adults rose by 10.9 million from 2001 to 2006.

What are the prospects for achieving the goal of halving

adult illiteracy by 20157 This question can be addressed
by using information for individual countries, taking into

Figure 1.30: Many countries are unlikely to achieve the literacy goal

Figure 1.29: The majority of illiterate adults live in ten countries
Number of illiterate adults, selected countries, 2005-2008

D.R. Congo 1
Indonesia 13
Brazil 14
Egypt 18
Ethiopia 29
Nigeria 35
Bangladesh 49
Pakistan 51
China 67
India 283

0 50 100 150 200 250 300
Number of illiterate adults (millions)

Note: Data are for the most recent year available during the period specified.
Source: Annex, Statistical Table 2.

account age profiles, demographic trends and primary
school participation trends. Data limitations restrict
coverage to sixty-seven countries, though between them
they account for almost two-thirds of total adult illiteracy

Adult literacy rate (15 and over), selected countries, 1999-2001, with projected values and goal for 2015
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Note: Literacy rate targets for 2015 are calculated as a 50% reduction in the illiteracy rate recorded for each country in 1999-2001.

Only countries with literacy rates below 97% in 2005-2008 are included.
Sources: Annex, Statistical Table 2; UNESCO (2007).
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(Figure 1.30). The positive news is that some countries with
large illiterate populations, such as China and Kenya, are
on track to achieve the goal set at Dakar. Less positively,

a large group of countries is off track, in many cases by a
wide margin. At their current rates of progress, Bangladesh
and India will get no more than halfway to the 2015 target,
while Angola, Chad and the Democratic Republic of the
Congo will fall even further short.

It should be emphasized that the trends captured
in these projections do not represent a fixed destiny.
Several countries have demonstrated that it is possible

Goal 4: Improving levels of adult literacy

to accelerate trends through effective policies. Burundi,
Egypt, Malawi and Yemen have all increased their adult
literacy rates by over twenty percentage points in the

past fifteen to twenty years. Similarly, in Nepal, strong
commitment and coordination by the government and a
variety of programmes tailored to particular groups raised
adult literacy rates from 49% in 2001 to 58% in 2008
(UNESCO, 2008). While each country has to frame policies
relevant to its own circumstances, the policy focus section
identifies some of the best practice policies to emerge
from successful countries.

Panel 1.9: Disparities in literacy rates within countries are large

National literacy data can mask the level of social disparity
within countries. As the global numbers indicate, women
are far less likely to be literate than men, reflecting past
and present inequalities in access to opportunities for
education. But gender is just part of a literacy divide that
encompasses wealth, location and other markers for
disadvantage.

When it comes to literacy, the legacy of gender
disadvantage weighs heavily on a global scale. Literacy
rates for women are higher than those for men in only 19
of the 143 countries with available data. In 41 countries,
women are twice as likely as men to be illiterate.
Irrespective of the overall level of adult literacy, female
adult literacy levels are generally far lower in developing
countries. While gender gaps in wealthier developing
countries tend to be smaller, they often remain substantial.
For example, in Turkey overall literacy levels are high but
female literacy rates are fifteen percentage points below
those of men.

Patterns of literacy are also strongly related to wealth

and household location (Figure 1.31). In turn, wealth effects
and the rural-urban divide intersect with gender disparities.
In Yemen, women living in urban areas are almost three
times as likely to be literate as women living in rural areas,
and women from the poorest 20% of households are ten
times less likely to be literate than women from the richest
households. Similarly, in the Syrian Arab Republic, 85% of
women in the wealthiest households are literate, compared
with 33% for women in the poorest households. In some

countries, literacy rates among ethnic and language
minority groups can fall far behind those of larger
population groups. To take one example, the literacy rate
among Roma women in Serbia is about 46%, compared
with 78% for women in the majority Serbian population.

Figure 1.31: Patterns of literacy are related to household
location and wealth

Percentage of females aged 15 to 49 who are literate, by location
and wealth, selected countries, 2005

= National average

@ Poorest 20% Rural
® Richest 20% Urban
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Note: The female literacy rate indicates women aged 15 to 49 able to read all
or part of a simple sentence.

Source: UNESCO et al. (2010).
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Policy focus

Working for a breakthrough
in adult literacy

The slow pace of progress towards the goal of
halving illiteracy reflects a low level of political
commitment. While most governments pay lip
service to the importance of strengthening adult
literacy, few have put in place the strategies
needed to achieve a breakthrough.

The neglect of adult literacy matters at many
levels. Though access to primary education is
increasing, millions of children continue to enter
adolescence and adulthood without having gained
basic literacy and numeracy skills. They will join
previous generations - the 796 million adults
worldwide who were denied the chance to acquire
such skills during their school-age years.

Improving adult literacy ought to be a leading
priority on the international development agenda.
Literacy can empower people by increasing their
self-esteem and creating opportunities to escape
poverty. It can equip women with the knowledge
and confidence to exercise greater control over
their reproductive health, protect the health of
their children and participate in decisions that
affect their lives. Literacy programmes also have
a wider role to play in promoting equity because
they target populations that have a history of
marginalization in education and in society
(UNESCO, 2010a). That is why progress in adult
literacy is of vital importance both for the
Education for All agenda and for the achievement
of the wider Millennium Development Goals
(UNESCO, 2005).

This section asks why progress in adult literacy
has been so slow and what needs to be done

to change the situation. Limited government
leadership is identified as a major obstacle to
stronger performance. Evidence from many
countries suggests that education planners believe
rapid advances in adult literacy are neither feasible
nor affordable. That assessment is not well
grounded in evidence. While the record of adult
literacy programmes is mixed, effective and
affordable policy interventions are available.

Such programmes combine strong leadership with
clear targets backed by financing commitments,
and they respond to the real learning needs of
participants by teaching relevant skills using
appropriate methods and languages of instruction.

Low political commitment and
funding hamper literacy efforts

Literacy policy has suffered for decades from the
scepticism of governments and aid donors. While
there has been a steady stream of high-profile
declarations and pronouncements, most have
produced only token gestures. To take one recent
example, the United Nations Literacy Decade,
2003-2012, has done little to deliver meaningful
change or to give impetus to the international
literacy goals. Few national governments have
backed their endorsement of international summit
declarations with concrete measures aimed at
reaching disempowered populations lacking
literacy. Meanwhile, adult literacy has been a
poor cousin to formal education in the priorities
of most aid donors.

Reviews of adult literacy programmes confirm a
low level of political engagement. While there are
inevitably differences within regions, the overall
picture is one of sustained neglect. In sub-Saharan
Africa, most countries have adopted national
literacy programmes, but one comprehensive
regional assessment found few detailed strategies,
concluding that ‘the approaches taken for literacy
instruction are not clearly specified’, and that
‘there does not seem to be much real investment
in creating a more literate environment’ [Aitchison
and Alidou, 2009, p. 31). In the Arab States, ‘only

a limited number of countries have managed to
translate their literacy and adult education policies
into action plans’ (Yousif, 2009, p. 7). The
conclusions drawn by a review in Pakistan could
have a near global application: ‘No clear-cut policy
could be adopted for promotion of adult literacy
and non-formal education. Policy makers could not
be convinced about the importance and significance
of adult literacy’ (Saleem, 2008, p. 28).

Latin America and the Caribbean may be the
exception to the rule of neglect. Since the late
1990s, adult literacy programmes in the region
have benefited from renewed political momentum,
reflected in the Plan Iberoamericano de
Alfabetizacién y Educacion Basica de Personas
Jovenes y Adultas (Ibero-American Plan for Literacy
and Basic Education for Youth and Adults, PIA).
Launched in 2007, the plan aims to achieve
universal literacy by 2015 by providing a three-year
course in basic education to 34 million illiterate
adults. Another 110 million adults who did not
complete primary education and are considered
functionally illiterate will also be eligible for
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support. The Yo, si puedo (Yes, | can) programme,
begun in 2003 by the Cuban Government, has also
been widely adopted. By 2008, it was operating in
twelve of the nineteen countries of Latin America,
and was part of wider strategies for achieving
universal literacy in the Plurinational State of
Bolivia, Ecuador, Nicaragua, Panama and the
Bolivarian Republic of Venezuela (Croso et al., 2008;
Torres, 2009). In Brazil, another initiative, the
Programa Brasil Alfabetizado (Literate Brazil
Programme), has provided literacy training to

8 million youth and adults who received limited
formal education (UNESCO, 2010a).

Limited political commitment in other regions

has translated into low levels of funding. National
reporting systems often make it difficult to establish
levels of public spending for adult literacy, a
problem that reinforces the invisibility of the sector.
Where data are available, they point to chronic
underfinancing. Literacy and adult education
typically receive less than 3% of the education
budget - and less than 1% in countries such as
Chad and Pakistan where a large proportion of
adults are illiterate (UIL, 2009).

Increased public spending is a core requirement for
achieving a breakthrough in adult literacy. Because
of the close association between poverty and
illiteracy, adults lacking literacy skills are typically
too poor to pay for participation in programmes.
This means teacher salaries, learning materials
and wider costs have to be borne by governments
and aid donors (UNESCO, 2005). Estimates
prepared for the 2010 EFA Global Monitoring Report
suggest that halving illiteracy by 2015 in low income
countries would require total annual spending
averaging US$0.6 billion (UNESCO, 2010a; Van
Ravens and Aggio, 2005, 2007). While this global
figure obscures the very large variation in costs

for successful literacy programmes, it also dispels
the myth that the literacy goal is unaffordable:
achieving it would represent less than 2% of the
global financing requirement for achieving the
wider package of Education for All goals identified
in the financial costing for the 2010 Report.

Strong leadership and tailored
programmes can change the picture

Government indifference to adult literacy has
become self-reinforcing. In many countries, it has
been left to non-government organizations to fill the
gap. The proliferation of providers and projects has
generated high levels of innovation, much valuable

Goal 4: Improving levels of adult literacy

experience and lively debate involving practitioners
and academics. However, rigorous evidence is often
lacking, especially on the potential for scaling up
projects into national programmes. This, in turn,
has weakened efforts to persuade governments

of the cost-effectiveness of literacy programmes,
further hampering their development (Abadzi, 2003;
Aitchison and Alidou, 2009; Oxenham, 2008).

Government’s key role in long-term planning
The role of government in literacy programmes can
range from that of sole provider to contractor of
non-government organizations or private providers
(Oxenham, 2008). There are some broad rules,
however, that can serve as a guide to successful
policy design.

At the outset, it is important for government
agencies to recognize that large-scale illiteracy

is seldom amenable to quick fixes and partial
interventions. Intensive but brief campaigns are
unlikely to succeed. Governments need to set clear
long-term targets and underpin them with viable
institutional arrangements. In Mexico, the Modelo
Educativo para la Vida y el Trabajo (Educational
Model for Life and Work] targets those over 15 who
have not completed basic education [nine grades).
It includes programmes for Spanish speakers as
well as for bilingual and monolingual indigenous
populations. About 120,000 people complete the
Spanish module every year. The programme is
implemented by the National Institute for Adult
Education, which receives 1% of the education
budget and by 2007 had about 77,000 facilitators
(Valdes Cotera, 2009). In Namibia, the national
strategy aims to achieve a 90% literacy rate by
2015 (Singh and Mussot, 2007; UIL, 2007). The
Directorate of Adult and Basic Education within

the Namibian Ministry of Education is charged

with implementing the National Policy on Adult
Learning. In both countries, the governments have
set long-term literacy goals while embedding policy
within a well-defined institutional structure.

Achieving the
literacy goal would
represent less
than 2% of the
global Education
for All financing
requirement

The coordination of institutional actors is another
vital role for government. Literacy programmes
typically involve several ministries, with many non-
government groups also involved in financing or
providing services. Weak coordination can reduce
efficiency and fragment programmes. Avoiding such
problems requires coordinating bodies that have
high-level political backing. In Morocco, literacy
efforts are overseen by a committee headed by
the prime minister, sending a strong signal to
participants across the sector (Box 1.9).
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‘faire-faire’ literacy
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of whom 77% were
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Morocco adopted a national strategy for literacy and non-formal education
in 2004, aiming to reduce the illiteracy rate from 43% in 2003 to 20% by
2012. The Department for Literacy and Non-Formal Education is responsible
for overall management and curriculum design, while a committee headed
by the prime minister assures coordination among ministries.

The state funds four types of programmes:

Regional and local offices of the government implement a general
programme focusing on basic literacy (152,000 participants in 2006/2007).

They also run other public programmes covering functional literacy
and income-generating skills (242,000 participants).

A partnership started with non-government organizations in 1998
provides additional programmes aimed at women and seeks to encourage
professionalization of non-government groups (310,000 participants).

A smaller functional literacy programme is run by private companies as
a first step towards continuing vocational training for illiterate employees
(5,000 participants).

Of the 709,000 people enrolled in the programmes in 2006/2007,
82% were women and 50% lived in rural areas.

Source: Morocco DLCA (2008).

Effective intervention also requires clear
identification of illiterate populations. Policy-makers
need a clear picture of who is not literate, the
degree of literacy in various populations, where
illiterate people live, and which providers are best
equipped to reach them. Literacy profiling through
surveys and census data is vital in identifying the
regions, ethnic groups and linguistic communities
in need of support, and in informing decisions on
financing, staffing and programme design. The
Programa Brasil Alfabetizado (Literate Brazil
Programme] used detailed information from surveys
to identify and target 1,928 municipalities in which
over a quarter of the adult population was illiterate;
84% were in the North-east Region (Brazil Ministry
of Education, 2010J. In 2009, Nigeria conducted a
15-language national literacy survey covering about
15,000 households. Based on tests of reading and
writing skills, the survey documented disparities
between genders, urban and rural areas, and states
(literacy in any language among adults aged 25 to
69 ranged from 14% in Yobe state to 88% in Lagos).
It also drew attention to policy challenges posed

by wider institutional failures. Only one-third of
respondents were aware of the existence of any
literacy facility, and only 10% of those had used the
facility (Nigeria Federal Ministry of Education, 2010).

Responding to learners’ specific needs

While adult illiteracy problems are national,
solutions have to be local. Literacy programmes
need to offer potential learners relevant and
meaningful skills. That means gearing courses

to participants’ lives and livelihoods. National
literacy programmes have often suffered from
standardization of curriculum content and teaching
methods, and from recruitment of instructors
unfamiliar with the language, culture and social
context of learners. Decentralizing management
and design can help address these problems.

In Namibia's successful literacy programme the
functions of the Directorate of Adult and Basic
Education are very decentralized, with curriculum
development, design of learning materials, training
of instructors, and monitoring and evaluation taking
place outside the central ministry. The aim is to
achieve a balance between national, regional and
local content, and to provide the programme in
eleven local languages as well as English (Singh
and Mussot, 2007; UIL, 2007). Under Senegal's
highly decentralized faire-faire” programme, the
central government is responsible primarily for
setting the overall policy framework and contracting
with local providers. Here, too, the aim is to align
literacy programmes more closely with local needs.
While there have been problems in implementation,
with some providers submitting inflated funding
proposals and diverting resources, ‘faire-faire’ is
widely regarded as a success and has been adopted
by other countries, including Burkina Faso, Chad
and Mali (Diagne and Sall, 2009; Lind, 2008) .4

The language of instruction has a critical bearing
on what adult literacy programmes achieve.

Initial acquisition of basic skills by adult learners

is typically much easier in the home language,

but learners often prefer to study the dominant
language, seen as a route to better prospects.
Resolving this tension is often difficult, yet careful
curriculum design can produce results by
sequencing the introduction of a dominant
language. In Morocco, the Passerelles programme
is taught in the country’s main vernacular
languages, Darija (Moraccan Arabic) and Amazigh
(Berber). To achieve literacy in Fusha (standard
Arabic), learners are first taught the letters of the
Arabic alphabet to a level that enables them to read
their mother tongue transcribed in that alphabet,
then learn elementary reading and writing skills

in Fusha, using words that are common to both
(Wagner, 2009). An evaluation of a pilot programme
run from 2005 to 2007 for 10,000 women found that
only 2% dropped out and 90% passed. In the
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monolingual ‘general programme’, the dropout rate
was 15% to 20% and the pass rate 70% (AED, 2008).
The experience illustrates the critical importance

of teaching in an appropriate language.

As in any learning environment, approaches to
literacy teaching can make a significant difference.
In drawing lessons from the more successful
programmes, it is difficult to go beyond broad
generalizations. Teaching materials need to make
clear the links between written symbols and spoken
sounds, and vocabulary and subject matter need

to be of interest to learners (Abadzi, 2003). While
participants are likely to have very different individual
learning requirements, all of them need about 300 to
400 hours of instruction to achieve the skills expected
by the second or third grade of formal primary
education (Oxenham, 2008). For learners seeking
formal qualifications or re-entry to the education
system, access to official textbooks and use of the
formal curriculum are critical, as the experience of
urban learners in Burkina Faso shows (Box 1.10).

At the other end of the spectrum, some literacy
programmes have adopted a ‘bottom up” approach.
In the REFLECT programmes, a facilitator records
local knowledge, which is then used as a basis for
creating a curriculum. No pre-existing textbooks are
used. The programmes are designed to reflect,
identify and help resolve problems defined by the
community [Archer and Newman, 2003).

Participation in adult literacy programmes should
be seen as one step on a longer road to literacy.
Early gains in skills are easily lost if they are not
consolidated over time. Further practice or
participation in a post-literacy programme can
reinforce the skills acquired (Oxenham, 2008), while
governments and non-government organizations
can help create a more literate environment by
increasing exposure to books, newspapers and
other media:

m Books and libraries. Literacy campaigns can be
used as vehicles to promote access to reading
materials. In the Bolivarian Republic of Venezuela,
2.5 million sets of 25 books each were distributed
to graduates of the national literacy campaign
from 2004 to 2006. In Peru, 700 itinerant
community libraries, each with 100 books, were
established in 2008 in districts where the national
literacy programme had been successful (Torres,
2009).

m News for marginalized groups. Access to relevant
information can help to spur literacy and inform

Goal 4: Improving levels of adult literacy

Evening classes have emerged as a route to literacy in Burkina Faso. A survey
in 2004 found 142 informal evening courses teaching the primary or secondary
school curriculum to urban young adults. Ninety-five of these courses were
taught in the capital, Ouagadougou, where more than 18,000 people were
enrolled. Most learners were aged 15 to 24, had dropped out of school for
financial reasons and were working in the informal sector as traders, artisans
and home workers. Their main motivation was to acquire literacy and take
national exams leading to the certificate of primary education.

Though many of the courses were run by public teachers in public schools,
most were not recognized by the government. Consequently funding depended
entirely on tuition fees — a potential barrier to entry for many. By 2008,
ministries were moving towards providing more direct support. However, much
remains to be done if evening courses are to provide a real second chance.
Priority areas include developing adapted curricula, providing teaching
materials and improving the effectiveness of monitoring and evaluation.

Source: Pilon and Compaoré (2009).

public debate. In India, a non-government
organization called Nirantar initiated in 2002
the production of a weekly newspaper, Khabar

Participation
in adult literacy

Lahariya, which is circulated in the rural areas programmes

of two deprived districts of Uttar Pradesh. Written should be seen
in Bundeli, the local dialect, and distributed by as one step
women belonging to the marginalized Dalit and on a longer road
Muslim communities, it has 25,000 readers in to Iiteracy

400 villages (Nirantar, 2009).

Information technology. Mobile phones, television
sets and radios are potential sources of learning
for literacy. In Pakistan, a pilot project run by

a non-government organization, Bunyad, with
support from UNESCO, distributed mobile
phones to 250 female learners who had received
a one-month course in initial literacy skills.

The phones carried 600 text messages in Urdu
on a wide range of topics, from health and
hygiene to religion, all aimed at building on the
initial training (Miyazawa, 2009). In India, another
non-government group, PlanetRead, provides
same-language subtitling for film songs
broadcast on television, potentially reaching
hundreds of millions. A randomized evaluation
covering 13,000 people from 2002 to 2007 showed
a considerable impact. Among children enrolled
in school, 56% of those who had watched the
subtitled show at least thirty minutes a week for
five years had become fluent readers, as opposed
to 24% of those who had not watched it. Among
illiterate adults, 12% of those watching the show
became fluent readers, as opposed to 3% of
those not watching it (Kothari, 2008).
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Training and supporting literacy teachers
While there are significant differences between
childhood and adult education, one common
element is the key role of teachers. There is no
substitute for well-trained, highly motivated and
properly supported instructors. Information on the
availability and quality of adult literacy teachers is
limited in most countries, but the information that
is available is not encouraging. Findings from a

regional assessment in sub-Saharan Africa showed

an ‘acute shortage of qualified literacy teachers’
that ‘generally undermines effective promotion of
literacy and adult education’ (Aitchison and Alidou,
2009, p. 43). In Kenya, the assessment found, the
number of full-time literacy teachers declined by
27% from 1979 to 2006 while the number of

Sustained progress in raising literacy levels requires a body of instructors
equipped to impart skills. The experience of Egypt demonstrates the role
that support for trainers can play.

In the mid-1990s, the General Authority for Literacy and Adult Education
(GALAE) launched an ambitious ten-year campaign focused on basic
literacy skills in Arabic. The core literacy component was complemented
by courses offering equivalency certificates for primary education and
opportunities for vocational training. Secondary school graduates were
offered a monthly stipend to train illiterate relatives, friends and
community members, subject to government certification. GALAE provided
textbooks and other materials, but lacked resources to offer systematic
training or supervision. After initial successes, enrolment and completion
rates declined and the campaign faltered, especially in poorer, rural
districts and among women.

National authorities responded by reconfiguring the programme. With
support from aid donors, GALAE developed the Capacity Enhancement

for Lifelong Learning (CELL) programme. Textbook-based teaching was
replaced by participatory teaching methods, with an emphasis on materials
relevant to learners' lives and experiences. The programme was targeted
at deprived villages in which the previous campaign had failed. Community
leaders were recruited to help generate interest in the programme.
Instructors were local secondary school graduates. Paid the same stipend
as in the original programme, they received three initial residential training
courses and a monthly support meeting with a CELL instructor.

Strengthened support delivered results. In 2005, an evaluation found

high retention rates, with 82% of entrants completing the first five-month
phase and 62% the second one. Achievement levels were also high: 65%
of CELL learners enrolled in the second year passed the final assessment,
compared with less than 50% in the earlier campaign. The project also
succeeded in enrolling women, who represented three-quarters of learners.
The evaluation linked the improved performance to the local recruitment
of facilitators, the adaptation of the curriculum to local needs and the
quality of support to instructors.

Sources: McCaffery et al. (2007); Oxenham (2005).

learners increased by 40%. The problem was even
more acute in French-speaking and Portuguese-
speaking countries. Similarly, a study on the Arab
States concluded that 'the issue of personnel
represents the weakest link in the literacy and
adult education set-up’ (Yousif, 2009, p. 11).

Most instructors work part time, and while
academic qualifications are required in some
countries, initial and in-service training is limited.
Instructor shortages and limited support hinder
the spread of learner-centred approaches, which
may require more time (McCaffery et al., 2007,
Oxenham, 2008).5 Exceptions to this situation
demonstrate that investment in support can yield
high returns in programme outcomes (Box 1.11).

Conclusion

Over the long term, the most effective strategy for
guaranteeing universal literacy is to ensure that all
children enter school, leave it having acquired at
least basic literacy and numeracy skills, and then
have opportunities to strengthen those skills over
time. But the importance of fixing basic education
and making sure future generations are literate
should not deflect attention from the near-term
challenge posed by the inherited accumulation

of adult illiteracy.

The past decade has been disappointing in terms of
progress in adult literacy. In contrast to other areas
of the Education for All agenda, progress towards
the targets set in 2000 has been slow. Neglect is

at the heart of this situation. Yet neglect is itself
both a cause and an effect of a deeper problem.
Inadequate engagement on the part of governments
and aid donors reflects a perception that adult
illiteracy is not readily amenable to resolution.

That perception is flawed. More rapid progress
towards the adult literacy goal is both attainable
and affordable if governments apply best-practice
principles to local circumstances - and if political
leaders make literacy a priority. Bringing literacy
skills to all is a daunting challenge, especially in
many of the world’s poorest countries. Yet it is
one that has to be met by governments with a
commitment to basic human rights and poverty
reduction, or with an interest in removing a major
barrier to economic growth. |

5. Evaluations of sixteen REFLECT programmes found that facilitators
tended to focus on basic literacy skills, neglecting post-Lliteracy activities,
and to separate literacy courses per se from activities related to
empowerment and community action (Duffy et al., 2008).



THE SIX EFA GOALS

Goal 5: Assessing gender parity and equality in education

Goal 5: Assessing gender
parity and equality
in education

Eliminating gender dispatrities in primary and secondary
education by 2005, and achieving gender equality in
education by 2015, with a focus on ensuring girls’ full
and equal access to and achievement in basic education
of good quality.

Gender parity in education is a fundamental human right,
a foundation for equal opportunity and a source of
economic growth, employment and innovation. The Dakar
Framework for Action set bold targets for overcoming
gender disparities, some of which have already been
missed. Even so, there has been progress across much
of the world in the past decade.

Viewed from a global perspective, the world is edging
slowly towards gender parity in school enrolment
(Table 1.8]. Convergence towards parity at the primary
school level has been particularly marked in the Arab
States, South and West Asia and sub-Saharan Africa -
the regions that started the decade with the largest
gender gaps. To put this progress in context, if these
regions still had the gender parity levels of 1999,

18.4 million fewer girls would be in primary school.

Table 1.8: Key indicators for goal 5

Primary education

Gender parity achieved

GPI of the gross

Goal 5 suffers from poor design. Eliminating gender
disparity in enrolment at both primary and secondary level
by 2005 - the original goal - was overambitious and was
accordingly missed by a wide margin. Achieving gender
equality in access and achievement by 2015 is a more
credible ambition. However, many poor countries will

not achieve the target without radical shifts of policy

and priorities in education planning (Panel 1.10).

Equal access to and progression through primary school
is an obvious requirement for gender parity. But progress
also requires interventions at the secondary school level
(Panel 1.11). Regional challenges vary. While sub-Saharan
Africa has seen a marked increase in female secondary
school enrolment, albeit from a low base, gender parity
has not improved. In the Arab States, progress towards
gender parity in secondary schools has lagged behind
progress at the primary school level.

Despite improvements in the gender balance of educational
opportunity, labour markets are still characterized by wide
inequality in the type of employment and levels of
remuneration men and women receive. The policy focus
section looks at school and work transitions for adolescent
girls. It highlights the important role that education can
play in narrowing gender gaps in labour markets.

Secondary education

Gender parity achieved GPI of the gross

in 2008 enrolment ratio in 2008 enrolment ratio
Total Change Total Change
number of Countries since 1999 number of Countries since 1999
countries with data 2008 (points) countries with data 2008 (points)
World 116 185 0.97 0.04 62 168 0.96 0.05
Low income countries 13 38 0.93 0.08 3 34 0.87 0.04
Lower middle income countries 31 51 0.97 0.06 12 41 0.94 0.09
Upper middle income countries 30 41 0.97 0.003 16 40 1.05 0.01
High income countries 40 50 1.00 -0.01 30 49 0.99 -0.02
Sub-Saharan Africa 16 43 0.91 0.06 1 35 0.79 -0.03
Arab States 19 0.92 0.05 8 16 0.92 0.03
Central Asia 8 0.98 -0.01 4 8 0.98 -0.01
East Asia and the Pacific 19 27 1.01 0.01 8 22 1.04 0.09
South and West Asia 3 8 0.96 0.14 1 7 0.87 0.12
Latin America and the Caribbean 22 36 0.97 -0.002 1" 36 1.08 0.01
North America and Western Europe 22 25 1.00 -0.01 17 25 1.00 -0.02
Central and Eastern Europe 18 19 0.99 0.02 17 19 0.96 -0.004

Note: The gender parity index (GPI) is the ratio of female to male rates for a given indicator.

Source: Annex, Statistical Tables 5 and 7.
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Panel 1.10: Despite much progress, many countries will not achieve gender parity by 2015

How many countries have not yet achieved gender parity in
education and where will they be in 2015 if current trends
continue? Data gaps make it difficult to provide comprehensive
answers to these questions. In fifty-two countries, the ratio
of girls to boys - that is, the gender parity index (GPI) - in
gross enrolment ratios is 0.95 or less at the primary school
level, and twenty-six countries have a primary GPI of 0.90

or less. Of the forty-seven countries not yet at parity with
enough data for a projection to 2015, most are moving in the
right direction, but thirty-eight will fall short of the target.
Some countries that are off track for gender parity have
nonetheless made substantial progress since 1999. For
example, in Yemen there were almost two boys for every girl
in primary school in 1999, but by 2008 the ratio of boys to
girls had fallen to 1.3. Other countries that are off track,
such as Cote d'lvoire and Eritrea, have made little or no
progress in narrowing large gender gaps since 1999.

The picture in secondary education is more mixed, and
prospects for gender parity by 2015 are less promising.
Only about a third of all countries with data have achieved
gender parity in secondary school and in many countries
significantly fewer girls than boys are enrolled. In 2008,
twenty-four countries in sub-Saharan Africa and three

in South and West Asia had GPIs in secondary school
enrolment of 0.90 or less - and ten had GPIs of less than
0.70. Of the seventy-four countries that had not achieved
gender parity and had the data needed for a projection,
only fourteen are on track to eliminate their gender
disparities by 2015 (Figure 1.32).

Policies aimed at overcoming gender disparities are

most likely to succeed when they are part of an integrated
strategy. Bhutan has achieved deep cuts in the number

of children out of school, and dropout rates have declined
more rapidly for girls than boys: 95% of girls starting
primary school in 2008 were expected to reach the

final grade. The country’s success can be traced to

a multipronged attack on gender disparity through a

range of programmes (Bhutan Ministry of Education, 2009;
Narayan and Rao, 2009). Classroom construction and
teacher redeployment have brought schools closer to
communities. The establishment of community primary
schools in remote areas has been particularly important,
as more parents are willing to send girls to school when
classrooms are closer to home. Infrastructure investment
has been backed by targeted school health and nutrition
programmes and the expansion of non-formal education.
The number of learners in non-formal centres tripled from
2000 to 2006, with 70% of participants being young women.

Figure 1.32: Prospects for achieving gender parity in secondary
Gender parity index of secondary gross enrolment ratio, 1999, 2008 and
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Notes: Only countries that did not achieve gender parity by 2008 are included.
Determination of progress towards gender parity is based on the difference and
the direction between observed 2008 and projected 2015 values. For Anguilla
and Saint Vincent and the Grenadines, 2000 data are used for 1999 (unavailable).

Each country needs to carry out its own assessment of

the barriers to gender parity. Reducing distances between
communities and schools - as in Bhutan - removes a key
barrier to girls” enrolment by helping allay parental
concerns over security and by reducing tension over how
time is shared between school and home (Lehman et al,,
2007; National Research Council and Panel on Transitions
to Adulthood in Developing Countries, 2005). In Burkina
Faso, the development of rural satellite schools has
brought education much closer to local communities and
reduced gender gaps. In Ethiopia, a large-scale classroom
construction programme in rural areas played a vital role
in pushing up school attendance and reducing gender
disparities. Targeted programmes and financial incentives
can also help counteract gender disparities. Countries such
as Bangladesh and Cambodia have provided scholarships
for girls’education, and Nepal has specifically targeted girls
from low-caste groups for support (UNESCO, 2010a).
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Panel 1.11: Sources of gender disparity in primary and secondary school

Gender disparities originate at different points in the
education system. Understanding the profile of the
disparities is a crucial step in the development of any
strategy aimed at achieving the targets set in goal 5.

In many countries, gender gaps start to open on day one
of a school career. Intake into grade 1 is often skewed

in favour of boys. Three-quarters of the countries that have
not achieved the gender parity goal at the primary level
enrol more boys than girls at the start of the primary cycle
(Figure 1.33]. In Mali, for example, the male gross intake
rate is 102% while the rate for girls is 89%. Unless the
imbalance is corrected later through higher survival rates
for girls, the inevitable result of an unequal intake is a
permanent gender bias in primary school.

Once children are in school, gender disparities are shaped
by progression patterns. In some countries with significant

gender gaps in enrolment, survival rates to the last grade
are close to gender parity. In Burkina Faso, more than
70% of both boys and girls entering primary school survive
until the last grade, and in Ethiopia girls are more likely
to reach the last grade (Figure 1.33). With this type of
pattern, gender disparities observed in school mirror intake
disparities. In other countries, gender differences in intake
are reinforced as children progress through school. For
example, Guinea has high dropout rates for boys and girls
alike, but when it comes to reaching the last grade of
primary, boys have an advantage of ten percentage points.

Gender disparities in secondary education can be tracked
back to disparities in primary school. While there are
exceptions, in most countries girls who have completed
primary education have the same chance as boys of making
the transition to secondary education. Once in secondary
school, however, girls are often more likely to drop out

GPI of secondary gross enrolment ratio
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Figure 1.33: There are distinct gender patterns in primary school participation

Gross intake rate in primary education, by gender, selected countries, 2008
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In some countries, once girls are in primary school,
they progress as well as boys, or even better.
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In other countries, girls continue to be disadvantaged
as they progress through the primary cycle.
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Source: Annex, Statistical Tables 4 and 6.

(Figure 1.34). This is true even for Bangladesh, where
government stipends have helped turn a large gender gap
in favour of boys in the transition to secondary school into
a gap in favour of girls. However, the disparity in favour

of girls shrinks rapidly with progression through school
so that the completion rate is 23% for boys and 15%

for girls. Moreover, boys outperform girls in the lower
secondary school exam (Bangladesh Bureau of Educational
Information and Statistics, 2008). The policy challenge

for Bangladesh today is to increase male transition rates
to secondary school while cutting female dropout rates.

Tackling gender disparities in secondary school poses
many challenges. Some of the barriers to gender parity

at the primary level are even higher at the secondary level.
Secondary schooling is far more costly, often forcing
households to ration resources among children. Where
girls” education is less valued, or perceived as generating
lower returns, parents may favour sons over daughters.
Early marriage can act as another barrier to secondary
school progression. Parents may also worry more about
the security of adolescent girls because secondary schools
are often further from home than primary schools.
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Figure 1.34: The gender pattern of secondary school completion is mixed
Secondary completion rate for 22- to 24-year-olds, by gender,
selected countries, 2000-2008
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None of these problems is insurmountable. As highlighted
in the policy focus section, governments can fix the
underlying causes of gender inequality. The starting point
is to equalize opportunity for entry to and progression
through primary school. Specific policies - such as stipends
for female students - can help to improve school retention
and promote transition to secondary school. Overcoming
labour market inequalities faced by women can also
strengthen incentives for education. But one of the most
critical roles for government leaders is to challenge the
social attitudes and practices that undermine gender
equity in education.

Policy focus

Managing school and work
transitions for adolescent girls

As more and more women have joined the work
force, the social and economic landscapes of
developed countries have been transformed.
Although many women struggle to balance paid
employment and unpaid family demands, the
feminization of labour markets has improved
women's income and strengthened autonomy and
empowerment (Blau, 1997; Goldin, 1990). Education
has contributed to this transformation by opening
up new employment opportunities. This section
examines the potential for education to support

a similar transformation in developing countries.é

Gender imbalances in education are transmitted
directly to job markets. While gaps between the
numbers of girls and boys attending school are
narrowing, they remain marked in many poor
countries and typically increase with progression
through grades. Fewer girls make the transition
to secondary school and those who do are often
more likely to drop out. Inevitably, girls leaving
school and seeking jobs carry the disadvantages
that come with fewer years in education. Labour
markets themselves often reinforce gender
disparities. Women's pay and their employment
conditions are influenced not just by the supply
of labour and demand for skills, but also by social
barriers, cultural practices and discrimination.

Governments have good reason to address gender
gaps in both education and employment. The case
for gender fairness in education is based on human
rights, not economic calculus. Schooling can equip
girls with the capabilities they need to expand their
choices, influence decisions in their households and
participate in wider social and economic processes.
By the same token, there is clear evidence that
economic returns to female education are very high
- and, at the secondary level, higher than for boys.
The implication is that countries tolerating high
levels of gender inequality in education are
sacrificing gains in economic growth, productivity
and poverty reduction, as well as the basic rights

of half the population.

National economic interests and human
development prospects are both harmed by
discrimination in labour markets. When women
face barriers to obtaining jobs for which they have

6. This section draws heavily on Lloyd (2010).
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the skills and qualifications, the resulting losses in
efficiency hurt companies and damage productivity.
They also hurt children, because children’s
nutrition, health and education improve when
women have greater control over household
resources (Buvinic and Morrison, 2009; Fiszbein

et al,, 2009). Moreover, discrimination in labour
markets diminishes returns to schooling,
weakening incentives for parents to keep girls

in school, and reinforcing a vicious circle of
gender inequality.

Women face barriers to employment

and lower pay

To the extent that any conclusions can be drawn,
evidence from several developing regions suggests
that progress towards gender equity has been far
slower in labour markets than in school systems.

Labour force participation provides one measure
of the employment status of females. Data from
household surveys point to significant gender gaps
in all regions, especially South Asia, where males
are more than three times as likely to be in the
labour force [Figure 1.35). While participation rates
have been increasing, large gaps persist for
adolescents and young adults. Surveys for 2006
indicate that 64% of women aged 20 to 24 in

South Asia are not in full-time education or work,
compared with 5% of men (Morrison and
Sabarawal, 2008). Evidence from Bangladesh
demonstrates that gender disparities in education

and employment can close at very different speeds.

Over the past fifteen years, Bangladesh has
registered dramatic advances in gender parity in
both primary and secondary school participation

Figure 1.35: Gender disparities in labour force participation
are large in many regions
Labour force participation rate for 17- to 24-year-olds, by gender, 1995-2004
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(UNESCQ, 2008). In 2007, the gross enrolment
ratio in secondary education was slightly higher
for girls than for boys. These gains in education
have not been matched in employment, however,
with female labour force participation increasing
only marginally and remaining well below male
levels (Al-Samarrai, 2007). The implication is that
the supply of more educated female labour is
increasing more rapidly than labour market
demand, putting downward pressure on wages.

Unequal participation in employment is reinforced
by unequal remuneration. It is difficult to establish
with any accuracy the level of gender disparity in
earnings for developing countries, partly because
little information is available from the informal
sector and small companies. The effect of wage
discrimination as reflected in unequal pay for
similar work is also difficult to establish on the
basis of comparable cross-country data. Even so,
there is no shortage of evidence documenting
wide gender gaps in pay across a large group of
countries. In Kenya, annual earnings for men who
were self-employed or working in the private formal
sector were paid more than double the earnings
of women in the same sectors [Kabubo-Mariara,
2003). Similarly, self-employed women in the
United Republic of Tanzania earned 26% less
than their male counterparts (Chen et al., 2004).

Barriers to women’s participation in labour markets
and to gender equity vary by country. While formal
discrimination is on the decline in most countries,
informal practices in families and by employers
remain a pervasive source of gender inequality.
Three broad causes of disparity can be identified:

m Gender differences in skills and experience.
Inequality in educational opportunity, often linked
to deeper social inequality, means that young
girls and women enter labour markets with
fewer skills. Preferential access to secondary
education, in particular, often means men are
more employable and better paid. In many
developing countries, education is a key
determinant of wages - and of wage inequality
(Kabubo-Mariara, 2003; Kapsos, 2008). Recent
analysis of the 2007 labour force survey in the
Philippines identified formal education as the
single most important factor contributing to
individual wage differentials, accounting for
a higher percentage of the difference among
female workers (37%) than male (24%) (Luo
and Terada, 2009).
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m Social norms governing women's roles in
economic life. The traditional roles and
responsibilities assigned to men and women
create a gendered division of labour. In some
countries, social and cultural practices may
keep young women from spending time outside
the home. Such practices, linked to factors
ranging from perceptions of family honour to
concerns over female safety, heavily influence
labour force participation patterns in many
countries (World Bank, 2005a). Household
labour arrangements also play a part.
Adolescent girls and young women are often
expected to spend more time than boys and men
in activities such as collecting water and
firewood, cooking, and caring for children or
sick relatives, which restricts their opportunities
to earn income beyond the home.

m Segmentation and discrimination in the labour
market. Labour markets can often reinforce
social differences, with occupations identified
as the domain of either males or females.
Gender discrimination frequently leads to
greater demand for women in jobs that pay
less and require fewer skills. For example, in
the informal sector men are often more likely
to be employers and own-account workers
with better pay than women, who are more
likely to be informal wage workers and home
workers (Chen et al., 2004).

Gender disparities in labour markets limit the
potential of education to unlock increases in
productivity and equity. Evidence from developing
countries suggests that the effect of education in
increasing earnings is more marked for women
than for men (Psacharopoulos and Patrinos, 2004).
The ‘gender premium’ in education is often
particularly large at the secondary school level. In
India, for example, the level of additional earnings
associated with an additional year of secondary
schooling in 2004 was 7% for girls and 4% for boys
(Reilly and Dutta, 2005). A clear implication is that
gender inequality in secondary education in India
impedes economic growth and poverty reduction.
As increasingly knowledge-based production
systems raise demand for workers with higher
skills, the benefit of having secondary (and post-
secondary) education is likely to increase over time
(Luo and Terada, 2009; US National Research
Council and Panel on Transitions to Adulthood in
Developing Countries, 2005). This implies that the
costs of gender inequality in secondary education
are also growing, both for individuals and society.

Education can combat labour market
discrimination

While labour market disadvantage can diminish
the returns to girls” education, moves towards
gender parity in school can help break down
formal and informal barriers to employment.
There is no simple association between the level
of schooling and labour market outcomes. In some
countries, though, it takes a lot of education to
mitigate gender disadvantage in labour markets.

One recent study in Pakistan found that more
education did help women obtain jobs, but only if
they had completed at least ten years of school
(Aslam et al., 2008). However, women aged 17 to 22
in Pakistan averaged only five years of schooling,
declining to just one year for women from poor
rural households ([UNESCO et al., 2010). It is not
just years in school that counts. How much girls
learn also shapes employment prospects. Evidence
from several countries shows a strong, if variable,
association between higher levels of learning
achievement and a more rapid transition from
secondary school completion to employment (Egel
and Salehi-Isfahani, 2010; Lam et al., 2009). One
study of the Cape area in South Africa found that an
increase of one standard deviation in a literacy and
numeracy test was associated with a six percentage
point increase in the chances of being employed
(Lam et al., 2009).

Schools influence the supply of skills entering
labour markets. But it is demand in those markets,
from private companies and public employers, that
defines employment prospects. Unemployment

in general, and youth unemployment in particular,
is a sensitive barometer of misalignment between
the education system and the skills demanded by
employers (UNESCO, 2010a). Adolescents and
young adults often emerge from schools having
received a poor education and with skills that
employers do not value. At the same time, inflexible
labour market practices, segmentation of
employment opportunities and weak capacity for
training can limit employers” willingness to recruit.
Here, too, there are pronounced gender effects in
many countries, even for better-educated women.
In the Islamic Republic of Iran, women with
secondary education and above face the most
protracted transition from school to employment,
one that is often counted in years (Egel and Salehi-
Isfahani, 2010; Salehi-Isfahani and Egel, 2007).
Such problems reflect issues that go far beyond
education, including entrenched labour market
discrimination. But they also point to a mismatch

In India,

an additional year

of secondary
schooling

increased earnings

by 7% for girls
and 4% for boys
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between labour market demand and the type
of skills developed in the school system.

Equalizing opportunity for adolescent girls
in formal school

When girls enter school they bring the
disadvantages associated with wider gender
inequality, which are often transmitted through
households, communities and established social
practices. Education systems can weaken the
transmission lines, but building schools and
classrooms and supplying teachers is not enough.
Getting girls into school and equipping them with
the skills they need to flourish often require policies
designed to counteract the deeper causes of gender
disadvantage. Public policy can make a difference in
three key areas: creating incentives for school
entry, facilitating the development of a ‘girl-friendly’
learning environment and ensuring that schools
provide relevant skills. In most cases, simultaneous
interventions are required on all three fronts.
Drawing on a global survey that identified

322 national programmes targeting adolescent
girls, this section looks at what can be done to
narrow the gender gap (Lloyd and Young, 2009).

Creating incentives through financial support.
There is a growing body of evidence which shows
that financial incentive programmes can be a
powerful antidote to gender disparity. These
programmes can operate either through cash
transfers or through measures that reduce the
financial barriers to girls’ education. Almost half
the 322 programmes included cash or in-kind
incentives linked to school attendance (Lloyd
and Young, 2009).

Some of these programmes have delivered
impressive results. Bangladesh's stipend
programme, which provides tuition-free secondary
schooling and a payment to girls in school, is a
striking success story. In the space of a decade,
the programme has helped eliminate a large
gender gap in education. In Pakistan, a school
stipend programme supported by the World Bank
offers incentives to encourage girls” enrolment

in government middle schools (grades 6 to 8]

and counteract pressures leading to dropout
(Chaudhury and Parajuli, 20064). Some programmes
have attempted to target support at groups that
face a high risk of dropout. In Cambodia, a girls’
scholarship programme focuses on girls from poor
households attempting to complete the last grade
of primary school (Filmer and Schady, 2008).

On a far larger scale, several anti-poverty cash
transfer programmes in Latin America have made
support conditional on keeping children in school.
Evidence from Brazil, Mexico, Nicaragua and other
countries suggests that the programmes have

not just improved school attendance, but also
enhanced health and nutrition (UNESCO, 2010a).”
Policy-makers have to address important questions
relating to the targeting and coverage of support
and the level of transfer. But in countries with large
gender disparities in education there are strong
grounds for integrating incentives for girls into
wider cash-transfer programmes aimed at poor
households.

A girl-friendly school environment. Incentives can
help get girls into school and lower the barriers

to their progression through the education system.
But what happens in the classroom is also critical.
Education planners need to ensure that girls find a
supportive environment that expands horizons and
challenges the stereotypes that restrict ambition.
This is an area in which more could be done: only
about a quarter of the 322 programmes covered

in this survey aimed to recruit and train women

as teachers.

The composition of the teacher work force can
make an enormous difference. An extensive body
of evidence demonstrates a positive association
between the presence of female teachers and

the enrolment and learning achievement of girls
(Lloyd and Young, 2009). One recent study in thirty
developing countries found that only female
enrolment rates were positively associated with
the proportion of female teachers (Huisman and
Smits, 2009). A study of five West African countries
found that grade 5 test scores were higher for girls
taught by a woman than for girls taught by a man
[Michaelowa, 2001).

Gender training of teachers is a vital complement
to female recruitment. Teachers inevitably carry
social attitudes into the classroom, including
prejudices about students’ abilities. Research in
rural Kenya found that teachers not only gave boys
more class time and advice, reflecting their lower
expectations of girls, but also tolerated sexual
harassment (Lloyd et al., 2000). The research found
that girls suffered from negative attitudes and
discriminatory behaviour at academically strong
and weak schools alike. Such evidence underlines
the importance of changing teacher attitudes as
part of a wider strategy for gender equality and
improved learning outcomes.
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Breaking down the practices that undermine girls’
learning opportunities requires the development of
an integrated strategy, with teachers at the centre.
Even deeply entrenched disadvantages can be
diluted when girl-friendly practices are introduced.
One striking example comes from Pakistan, where
an initiative aimed at strengthening female literacy
through improved teacher training has dramatically
increased transition rates to secondary school for
young girls. The recruitment of female teachers has
been a central part of this success story (Box 2.12).
More broadly, the recruitment and training of
female teachers can create a virtuous circle:

as more girls get through school, more female
teachers become available for the next generation.

Providing girls with relevant skills. High levels of
youth unemployment, low levels of productivity and
low wages are all symptoms of the misalignment
between education and employment discussed
earlier. In correcting that misalignment, education
planners have to be aware of barriers that can
prevent young girls from gaining the basic
competencies and problem-solving skills they
need to achieve their potential. In the global
survey of programmes targeting adolescent girls,
about one-fifth included a livelihood or vocational
training component (Lloyd and Young, 2009).

Formal technical and vocational training
opportunities are frequently more limited for girls.
In 2008, females made up 31% of technical and
vocational enrolment in South and West Asia and
40% in sub-Saharan Africa. Such courses often
channel girls into areas characterized by low
skills and low pay, fuelling a cycle of restricted
expectation and limited opportunity (Adams, 2007).

Non-formal programmes for adolescent girls
who have been left behind

Adolescent girls and young women who were
excluded from education in their earlier years need
a second chance to gain the literacy, numeracy and
wider skills they need to expand their choices and
strengthen their livelihoods. Non-formal education
can give them that opportunity. Almost one-quarter
of the 322 programmes mentioned above offered
non-formal alternatives, with most including
vocational training (Lloyd and Young, 2009).

There is a broad array of approaches, across

and within countries, to non-formal education
for adolescent girls. Some governments have
integrated non-formal programmes into the
wider education system. In many cases, however,

Pakistan has some of the world's largest gender disparities in
education. Young girls are less likely to enter the school system and
more likely to drop out of primary school, and few make it through
secondary school. Interlocking gender inequalities associated with
poverty, labour demand, cultural practices and attitudes to girls'
education create barriers to entry and progression through school,
and reduce expectation and ambition among many girls.

Developments in Literacy (DIL), a non-government organization formed
thirteen years ago and supported by the Pakistani diaspora in Canada,
the United Kingdom and the United States, runs 147 schools in nine
districts across all four provinces of Pakistan. Its goal is ‘to provide
quality education to disadvantaged children, especially girls, by
establishing and operating schools in the underdeveloped regions of
Pakistan, with a strong focus on gender equality and community
participation’. Working through local non-government groups, it delivers
education to more than 16,000 students, 60% to 70% of them girls.

Recognizing the poor quality of teaching in most public schools,
DIL has developed its own teacher education centre. Training in
student-centred methods is mandatory for all DIL teachers, 96% of
whom are female. DIL has also developed its own reading materials
in English and Urdu, designed to challenge stereotypes by showing
girls exercising leadership and pursuing non-traditional roles and
occupations. Innovative teaching methods have been developed to
encourage problem-solving and critical thinking and to discourage
passive learning.

As the programme has evolved, DIL has recognized the importance of
helping girls make the transition to secondary school or work. Financial
support is provided to girls graduating from DIL, enabling them to
continue to government secondary schools. Transition rates from
primary to secondary school have been impressive. In most schools,
over 80% of students progress to grade 9. Many girls who entered the
project in its early years have gone on to university and careers, with
some entering teaching and health care, showing how education can
create virtuous circles of rising skills and expanding opportunity.

Source: Lloyd (2010).

non-formal education is provided predominantly Technical and

by non-government organizations, with government
sometimes involved in a partnership. For example,

the Centres d'éducation pour le développement courses often

in Mali, which address the needs of girls who have Fhannel girls
never been to school, were established by the into areas
government. But financing, training and characterized
development are supported by CARE and local by low skills
non-government groups. Programmes run for and low pay

three years, with two years focused on academic
subjects such as reading in a local language and
arithmetic, and one year spent on vocational
training (Lloyd and Young, 2009).

vocational training
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Non-formal education has a mixed reputation, but
there is evidence that it can achieve results even

in the most trying environments. Conflict-affected
countries pose particularly difficult challenges,

not least because violent conflicts often exacerbate
gender disparities (see Part 2). The Youth Education
Pack project developed by the Norwegian Refugee
Council targets adolescents in conflict-affected
settings who are too old to re-enter school. The
one-year full-time programme, currently operating
in nine countries, has three components: literacy/
numeracy, life skills and vocational training.
Priority is given to single mothers, youth who head
households and those with the least education.

A recent evaluation in Burundi found that trainees
were better off after attending the programme

and that the skills training met high standards

for relevance and quality (Ketel, 2008). Another
example comes from Bangladesh, where centres
run by BRAC, a large national non-government
organization, take an integrated approach to
vocational training and support for transition

to employment (Box 1.13).

More girls than boys now enter secondary school in
Bangladesh, but adolescent girls and young women

continue to face restricted employment opportunities.

BRAC, well known for its microfinance expertise, has
addressed this problem through an innovative
programme.

The programme's Employment and Livelihood for
Adolescents (ELA) Centres aim to develop skills

and increase self-confidence among young women,
whether they are in or out of school. In 2009,

there were over 21,000 centres where about
430,000 members can socialize, maintain their
literacy skills and discuss topics such as health, child
marriage and girls' role within the family. The centres
also offer training in income-generating skills along
with a savings and small loans programme for women
seeking to establish small businesses.

Non-formal programmes are seldom effectively
evaluated, which limits the scope not just for
identifying weaknesses but also for drawing valuable
lessons. One advantage of the BRAC programme is
that it has been subjected to evaluation. The results
show it has been successful in raising social

Conclusion

Taken separately, gender inequalities in education
and employment have profoundly damaging
consequences for the life chances of individuals
and for national economies. Those consequences
are mutually reinforcing with education disparities
reinforcing labour market inequalities, which in
turn reduce the incentives for girls to complete
secondary school. Governments that tolerate large
gender gaps in their school systems are not just
depriving young girls of a basic right, but also
undermining the national economic interest.
Gender inequality weakens a country’s skill base,
generates inefficiency and hurts firms seeking

a supply of skilled labour.

Whether the situation is viewed through the narrow
lens of economic growth or the wider lens of
human rights and social justice, there are strong
grounds for putting gender equity at the centre

of a broader education and employment agenda.

mobility and engagement in income-generating
activities. Participants reported that the programme
had helped boost their self-confidence and their
ability to negotiate on issues concerning their lives.
The combination of increased confidence and better
skills meant that adolescent girls in the programme
were more likely to be involved in income-generating
activities and to earn more than non-participants
involved in such activities. In turn, increased earnings
were a source of greater autonomy. Participants
reported an enhanced role in family and community
decision-making, with higher income enabling them
to plan for the future and in some cases pursue
further studies.

The ELA model is being adapted for other countries,
with pilot programmes in Afghanistan, the Sudan,
Uganda and the United Republic of Tanzania. Careful
monitoring will be required to ensure that the
adaptation process responds to local conditions, but
BRAC's experience in Bangladesh shows the potential
for non-formal programmes to strengthen gender
equity.

Sources: Shahnaz and Karim (2008); Kashfi (2009).
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Goal 6: The quality
of education

Improving all aspects of the quality of education

and ensuring excellence of all so that recognized and
measurable learning outcomes are achieved by all,
especially in literacy, numeracy and essential life skills.

Getting children into school is a necessary but insufficient
condition for achieving the Education for All goals. The
experience of school, what children learn in the classroom
and the skills that they emerge with are what ultimately
count. This section looks at some of the key indicators

of the quality of education and learning achievement.

While national and regional patterns vary, progress towards
improved learning outcomes has lagged behind progress in
improving access to school. The global divide between rich
and poor countries in learning achievement is as marked as
the divide in school enrolment. Beneath that divide, average
learning achievement levels in many developing countries

Table 1.9: Key indicators for goal 6

Goal 6: The quality of education

are desperately low — many children emerge from several
years of primary education without basic literacy and
numeracy skills. Moreover, averages mask the scale

of the problem. Within countries, inequality in learning
achievement is as striking as inequality in access, and

in many cases more so (Panel 1.12). With the expansion
of primary schooling bringing more children from
marginalized households into education, a strengthened
focus on equitable learning is vital. These children enter
school carrying disadvantages linked to household poverty
and parental illiteracy. As the policy focus section shows,
schools can help mitigate these disadvantages though
they often have the opposite effect.

Sustained progress in education quality depends on making
sure that all schools have sufficient teachers, that the
teachers are properly trained and supported, and that they
are motivated. None of these conditions is currently being
met. An additional 1.9 million teaching posts need to be
established to achieve universal primary education by 2015.
More than half of them are required in sub-Saharan Africa,
where pupil/teacher ratios are high (Table 1.9].

School life Pre-primary education Primary education Secondary education
expectancy from
primary to tertiary Teaching Pupil/teacher Teaching Pupil/teacher Teaching Pupil/teacher
(years) staff ratio staff ratio staff ratio
Ch_ange Ch_ange Ch_ange Ch_ange Ch_ange Ch_ange Ch_ange

since since since since since since since

2008 1999 2008 1999 2008 1999 2008 1999 2008 1999 2008 1999 2008 1999

(%) (000) (%) (%) (000) (%) (%) (000) (%) (%)
World " 13 7244 32 20 -1 27 821 9 25 -1 29650 24 18 -2
Low income countries 8 24 551 38 25 3 3381 43 4 2 2538 58 24 -5
Lower middle income countries 10 16 3166 50 25 -3 15326 5 26 0.2 14 357 35 20 -3
Upper middle income countries 14 9 1835 12 15 10 4184 04 21 -10 6170 8 15 7
High income countries 16 4 1701 29 15 -19 4952 10 14 =1 6584 9 13 7

Sub-Saharan Africa 8 24 564 68 19 4 2835 44 45 9 1442 75 25 0.1
Arab States 10 7 165 36 19 -3 1899 25 22 6 1820 37 16 -1
Central Asia 12 13 153 2 10 9 330 -1 17 -18 960 1 il 4
East Asia and the Pacific 12 15 1832 32 21 -19 10010 -1 19 -13 10150 34 16 6
South and West Asia 10 22 1059 102 40 -2 4970 18 39 6 4091 39 32 -4
Latin America/Caribbean 14 9 988 29 21 -2 2919 8 23 -10 3484 26 17 -1
N. America/W. Europe 16 2 1417 32 14 -20 3739 9 14 -10 4855 9 13 -5
Central and Eastern Europe 14 12 1067 -5 10 14 1120 -17 18 -4 2847 -1 1 -1

Sources: Annex, Statistical Tables 4 and 8; UIS database.
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Panel 1.12: Learning achievement varies widely across and within countries

How wide are the disparities in learning achievement
across and within countries? International assessments
provide a partial answer to that question.

The 2006 Progress in International Reading Literacy Study
(PIRLS) assessed reading skills of grade 4 students in forty
countries against four international benchmarks. Students
who reached the low benchmark were judged to have basic
reading skills, meaning they could read basic texts and
demonstrate simple comprehension. Students at the
advanced benchmark could interpret more complicated
texts, and integrate and use information from different
passages (Mullis et al., 2007). In developed countries,

the vast majority of students perform at or above the
intermediate benchmark (Figure 1.36). By contrast, in
middle income countries such as South Africa and Morocco
the majority of students had not acquired basic reading
skills even after four years of primary schooling. Similarly,
wealthy Arab States such as Kuwait and Qatar scored far
below the levels that might be predicted on the basis of

their income. In fact, the two states are among the worst
peformers in the PIRLS survey.

Absolute as well as relative levels of learning are very

low in many developing countries. The third round of the
Southern and Eastern Africa Consortium for Monitoring
Educational Quality (SACMEQ) assessments, conducted

in fourteen countries in 2007, highlighted acute deficits

in learning achievement (Figure 1.37). In Malawi and
Zambia, over a third of grade 6 students had failed to
acquire even the most basic literacy skills, implying that
many were unable to read fluently after five to six years

of primary education. This finding is particularly worrying:
students without these foundation skills are unlikely to
develop independent learning skills. Some news from the
SACMEQ survey was more encouraging, however. In
mainland Tanzania, around four in every five grade 6
students scored above level 4, and less than 4% had failed
to achieve basic reading skills by grade 6. These results are
especially impressive given the surge in enrolment after

Figure 1.36: There are wide disparities in learning achievement across countries
Percentage of grade 4 students reaching PIRLS international benchmarks for reading, 2006
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Source: Mullis et al. (2007).
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Figure 1.37: Reading skills vary widely in sub-Saharan Africa
Percentage of grade 6 students reaching SACMEQ skill levels for reading, 2007
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Note: A student at level 3 on the reading scale has obtained basic reading skills, one at level 5
can read and interpret text, and at level 7 a student can locate information and make
inferences based on longer texts.

Source: Hungi et al. (2010).

2001. They demonstrate that increased school participation
does not automatically lead to declines in learning
achievement, even though the majority of children entering
school were from low income households.

Recent learning assessments in South Asia also draw
attention to problems in education quality. One nationwide
survey of rural India in 2009 found that only 38% of grade 4
students could read a text designed for grade 2 students.
Even after eight years of school, 18% of students were still
unable to read these texts (Pratham Resource Centre,
2010). A similar assessment in rural areas of Punjab and
Sindh provinces in Pakistan in 2008 found that only 35%

of grade 4 students could read a text designed for grade 2
students, while in mathematics, 61% of grade 4 students
could subtract two-digit numbers but only 24% could divide
a three-digit number by a single-digit number (South Asia
Forum for Education Development, 2010). Such results
underline the importance of ensuring that increased
enrolment is matched by more effective teaching.

In Latin America, learning assessments have highlighted
large differences between countries and deep inequalities
within them (Figure 1.38). Regional surveys of mathematics
achievement in primary school demonstrate both sets of
disparities. In 2006, one-third of grade 3 students in Chile
were assessed at level 3 or 4, compared with just 13% in

Goal 6: The quality of education

El Salvador. In several countries, high levels of inequality
go hand in hand with concentrations of low performance.
About 10% of third graders in Argentina performed
below level 1 on the mathematics performance scale,
while a similar proportion performed at the highest level
(UNESCO-OREALC, 2008). Over half of grade 3 students
in Cuba performed at level 4 - more than three times the
share in Argentina or Chile, for example. Cuba registered
by far the highest proportion of students scoring at the
highest benchmark and by far the smallest proportion
scoring at level 1 or below.

Progress in learning achievement

Incomplete country coverage in international learning
assessments and the non-comparability of national
surveys make it difficult to extrapolate global trends.
The fragmentary evidence available does not establish
clear movement in any direction:

m The Trends in International Mathematics and Science
Study (TIMSS), first administered in 1995, has been
carried out every four years since then. Twenty-three
of the thirty-six countries participating in the grade 4
assessment in 2007 had taken part at least once
previously. In mathematics, average performance

Figure 1.38: Learning achievement in mathematics in Latin America
Percentage of grade 3 students reaching SERCE skill levels
for mathematics, 2006
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Note: Level 1 students can interpret tables and graphs, recognize the relationship between
numbers and geometric shapes and locate relative positions of an object in space.

Level 4 students can identify a numerical sequence rule, solve multiplication problems
with one unknown and use the properties of squares and rectangles to solve problems.

Source: UNESCO-OREALC (2008).
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improved in ten countries, declined in five and showed
no significant change in eight (Mullis et al., 2008).

Even where improvements were observed, they tended
to be small.

= National assessments of primary school students in
India have shown little change. In 2009, about half of fifth
grade students were able to read a second grade text,
the same as in 2006 (Pratham Resource Centre, 2010).
However, national results hide large differences in
progress at the state level. For example, from 2006 to
2009 the proportion of grade 5 students able to read a
grade 2 text increased from 44% to 64% in Punjab state,
but declined from 65% to 46% in West Bengal.

m Some trend indicators can be extrapolated from the
last two SACMEQ assessments for sub-Saharan Africa
(Table 1.10). From 2000 to 2007, several countries
improved levels of mathematics achievement.
In Namibia, average scores increased by 9% (though
they remain low relative to other countries participating
in the survey). Only two countries saw significant declines

in levels of achievement: Mozambique and Uganda.

In Mozambique, the decline in achievement levels was
associated with a marked increase in enrolment. The
decline in achievement levels in Uganda was particularly
marked: the proportion of students scoring above basic
numeracy fell by ten percentage points.

The SACMEQ data do not provide a basis for drawing far-
reaching conclusions. They do, however, call into question
the widespread claim that increased enrolment across the
region has been universally accompanied by a steep decline
in quality, implying a trade-off between learning levels and
access:

m Learning achievement levels improved significantly in
seven of the fourteen countries covered, with mainland
Tanzania combining a 6% increase in test scores with
growth in net enrolment from 53% to 96%.

m Many countries registered statistically insignificant test
score changes, maintaining learning achievement at 2000
levels, with Kenya and Zambia achieving rapid increases

Table 1.10: Progress in improving education quality has been mixed in sub-Saharan Africa
SACMEQ grade 6 mathematics results and primary adjusted net enrolment ratio, 2000 and 2007

Student mathematics score

Change
between 2000
2000 2007 and 2007 2000
(% change) (%)

Statistically significant increase in learning achievement

Namibia 431 a7 9 5
Mauritius 585 623 7 4
Lesotho 447 477 7 1
U. R. Tanzania 522 553 6 18
Swaziland 517 541 5 12
Malawi 433 447 3 0.2
Zanzibar 478 490 2 B

Statistically insignificant changes in learning achievement

South Africa 486 435 2 15
Botswana 513 521 2 15
Zambia 435 435 -0.01 2
Seychelles 554 551 -1 34
Kenya 563 557 -1 33
Statistically significant decline in learning achievement

Uganda 506 482 -5 17
Mozambique 530 484 -9 13

Percentage of students reaching levels 5-8

Primary adjusted net enrolment ratio

Change Change
between 2000 between 2000

2007 and 2007 2000 2007 and 2007

(%) (% point (%) (%) (% point

change) change)
6 1 90 91 1

55 14 93 92 05
5 4 78 73 5
31 13 53 96 43
19 7 Al 83 12
2 2 99 85 -14
6 1

15 0.3 94 93 -1
16 1 84 90 5
2 -1 69 94 25
31 2 94
30 3 66 86 21
7 -10 96
5 56 75 19

Notes: SACMEQ uses eight levels to rank grade 6 mathematics skills. Level 1 students are classified as having only pre-numeracy skills. Level 5 students are classified as having
competent numeracy skills and level 8 students are assessed as having abstract problem solving skills in mathematics. The 2000 prim