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FOREWORD

Foreword

This 11th EFA Global Monitoring Report provides a timely update on progress that
countries are making towards the global education goals that were agreed in 2000. It
also makes a powerful case for placing education at the heart of the global development
agenda after 2015. In 2008, the EFA Global Monitoring Report asked - 'will we make it?’
With less than two years left before 2015, this Report makes it clear that we will not.

Fifty-seven million children are still failing to learn, simply because they are not

in school. Access is not the only crisis — poar quality is holding back learning even
for those who make it to school. One third of primary school age children are not
learning the basics, whether they have been to school or not. To reach our goals, this
Report calls on Governments to redouble efforts to provide learning to all who face
disadvantages - whether from poverty, gender, where they live or other factors.

An education system is only as good as its teachers. Unlocking their potential is
essential to enhancing the quality of learning. Evidence shows that education quality
improves when teachers are supported - it deteriorates if they are not, contributing to
the shocking levels of youth illiteracy captured in this Report.

Governments must step up efforts to recruit an additional 1.6 million teachers to achieve
universal primary education by 2015. This Report identifies four strategies to provide

the best teachers to reach all children with a good quality education. First, the right
teachers must be selected to reflect the diversity of the children they will be teaching.
Second, teachers must be trained to support the weakest learners, starting from the
early grades. A third strategy aims to overcome inequalities in learning by allocating

the best teachers to the most challenging parts of a country. Lastly, governments must
provide teachers with the right mix of incentives to encourage them to remain in the
profession and to make sure all children are learning, regardless of their circumstances.

But teachers cannot shoulder the responsibility alone. The Report shows also
that teachers can only shine in the right context, with well-designed curricula and
assessment strategies to improve teaching and learning.

These policy changes have a cost. This is why we need to see a dramatic shift in funding.
Basic education is currently underfunded by US$26 billion a year, while aid is continuing
to decline. At this stage, governments simply cannot afford to reduce investment in
education - nor should donors step back from their funding promises. This calls for
exploring new ways to fund urgent needs.
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We must learn from the evidence as we shape a new global sustainable development
agenda after 2015. As this Report shows, equality in access and learning must stand
at the heart of future education goals. We must ensure that all children and young
people are learning the basics and that they have the opportunity to acquire the
transferable skills needed to become global citizens. We must also set goals that are
clear and measurable, to allow for the tracking and monitoring that is so essential for
governments and donors alike, and to bridge the gaps that remain.
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As we advance towards 2015 and set a new agenda to follow, all governments must
invest in education as an accelerator of inclusive development. This Report’s evidence
clearly shows that education provides sustainability to progress against all development
goals. Educate mothers, and you empower women and save children’s lives. Educate
communities, and you transform societies and grow economies. This is the message of
this EFA Global Monitoring Report.

//,,’M Diua,

Irina Bokova
Director-General of UNESCO
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OVERVIEW

Overview

With the deadline for the Education for All

goals less than two years away, it is clear that,
despite advances over the past decade, not a
single goal will be achieved globally by 2015.
This year’s EFA Global Monitoring Report vividly
underlines the fact that people in the most
marginalized groups have continued to be denied
opportunities for education over the decade. It

is not too late, however, to accelerate progress

in the final stages. And it is vital to put in place a
robust global post-2015 education framework to
tackle unfinished business while addressing new
challenges. Post-2015 education goals will only
be achieved if they are accompanied by clear,
measurable targets with indicators tracking that
no one is left behind, and if specific education
financing targets for governments and aid
donors are set.

The 2013/4 EFA Global Monitoring Report is divided
into three parts. Part 1 provides an update of
progress towards the six EFA goals. The second
part presents clear evidence that progress in
education is vital for achieving development
goals after 2015. Part 3 puts the spotlight on the
importance of implementing strong policies to
unlock the potential of teachers so as to support
them in overcoming the global learning crisis.
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Monitoring the
Education for All goals

Since the Education for All framework was
established in 2000, countries have made
progress towards the goals. However, too
many will still be far from the target in 2015.

Goal 1: Early childhood care and education

The foundations set in the first thousand

days of a child's life, from conception to

the second birthday, are critical for future
well-being. It is therefore vital that families
have access to adequate health care, along

with support to make the right choices for
mothers and babies. In addition, access to good
nutrition holds the key to developing children’s
immune systems and the cognitive abilities they
need in order to learn.

Despite improvements, an unacceptably high
number of children suffer from ill health:
under-5 mortality fell by 48% from 1990 to

2012, yet 6.6 million children still died before
their fifth birthday in 2012.Progress has been
slow. In 43 countries, more than one in ten
children died before age 5 in 2000. If the annual
rate of reduction for child mortality in these

43 countries between 2000 and 2011 is projected
to 2015, only eight countries will reach the target
of reducing child deaths by two-thirds from their
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OVERVIEW

1990 levels. Some poorer countries that invested
in early childhood interventions, including
Bangladesh and Timor-Leste, reduced child
mortality by at least two-thirds in advance of

the target date.

Progress in improving child nutrition has been
considerable. Yet, as of 2012, some 162 million
children under 5 were still malnourished:;
three-quarters of them live in sub-Saharan
Africa and South and West Asia. While the share
of children under 5 who were stunted - a robust
indicator of long-term malnutrition - was

25%, down from 40% in 1990, the annual rate

of reduction needs to almost double if global
targets are to be achieved by 2025.

The links between early childhood care and
education are strong and mutually reinforcing.
Early childhood care and education services help
build skills at a time when children’s brains are
developing, with long-term benefits for children
from disadvantaged backgrounds. In Jamaica,
for example, infants who were stunted and from
disadvantaged backgrounds receiving weekly
psychosocial stimulation were earning 42% more
than their peers by their early 20s.

Since 2000, pre-primary education has expanded
considerably. The global pre-primary education
gross enrolment ratio increased from 33% in
1999 to 50% in 2011, although it reached only
18% in sub-Saharan Africa. The number of
children enrolled in pre-primary schools grew
by almost 60 million over the period.

In many parts of the world, however, there is a
wide gap in enrolment between the richest and
poorest. Part of the reason is that governments
have yet to assume sufficient responsibility

for pre-primary education: as of 2011, private
providers were catering for 33% of all enrolled
children, rising to 71% in the Arab States. The
cost of private provision is one of the factors that
contribute to inequity in access at this level.

No target was set at Dakar in 2000 to guide
assessment of success in early childhood
education. To gauge progress, this Report has
set a pre-primary education gross enrolment
ratio of 80% as an indicative target for 2015. Of
the 141 countries with data, 21% had reached
the target in 1999. By 2011, the number had
risen to 37%. Looking ahead to 2015, it is

projected that 48% of countries will reach
the target.

An 80% target is modest, leaving many young
children, often the most vulnerable, out of
pre-school. Any post-2015 goal must provide a
clear target to make sure all young children have
access to pre-primary education, and a way to
track the progress of disadvantaged groups to be
sure they do not miss out.

Goal 2: Universal primary education

With just two years until the 2015 deadline for
the Education for All goals, the goal of universal
primary education (UPE] is likely to be missed by
a wide margin. By 2011, 57 million children were
still out of school.

There is some good news: between 1999 and
2011, the number of children out of school fell
almost by half. Following a period of stagnation,
there was a small improvement between 2010
and 2011. But that reduction of 1.9 million is
scarcely more than a quarter of the average
between 1999 and 2004. Had the rate of decline
between 1999 and 2008 been maintained, UPE
could almost have been achieved by 2015.

Sub-Saharan Africa is the region that is lagging
most behind, with 22% of the region’s primary
school age population still not in school in 2011.
By contrast, South and West Asia experienced
the fastest decline, contributing more than half
the total reduction in numbers out of school.

Girls make up 54% of the global population of
children out of school. In the Arab States, the
share is 60%, unchanged since 2000. In South
and West Asia, by contrast, the percentage of
girls in the out-of-school population fell steadily,
from 64% in 1999 to 57% in 2011. Almost half
the children out of school globally are expected
never to make it to school, and the same is true
for almost two of three girls in the Arab States
and sub-Saharan Africa.

The top three performers in the last five

years have been the Lao People’'s Democratic
Republic, Rwanda and Viet Nam, which reduced
their out-of-school populations by at least

85%. There has been little change in the list of
countries with the highest numbers of children
out of school. The top 10 was unchanged over
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the period with one exception: Ghana was
replaced by Yemen.

Some countries that might have been in the
list with the largest out-of-school populations
are not there simply because they have no
recent reliable data. Using household surveys,
this Report estimates that 14 countries had
more than 1T million children out of school

in 2011, including Afghanistan, China, the
Democratic Republic of the Congo, Somalia,
Sudan (pre-secession) and the United Republic
of Tanzania.

Around half the world's out-of-school population
lives in conflict-affected countries, up from

42% in 2008. Of the 28.5 million primary school
age children out of school in conflict-affected
countries, 95% live in low and lower middle
income countries. Girls, who make up 55% of
the total, are the worst affected.

Often children do not make it to school because
of disadvantages they are born with. One of

the most neglected disadvantages is disability.
New analysis from four countries shows that
children at higher risk of disability are far more
likely to be denied a chance to go to school,
with differences widening depending on the type
of disability. In Iraq, for instance, 10% of é- to
9-year-olds with no risk of disability had never
been to school in 2006, but 19% of those with

a risk of hearing impairment and 51% of those
who were at higher risk of mental disability had
never been to school.

Children are more likely to complete primary
schooling if they enter at the right age. However,
the net intake rate for the first year of primary
school increased only slightly between 1999 and
2011, from 81% to 86% - and it rose by less than
one percentage point over the last four years

of the period. Some countries have made great
progress in getting children into school on time,
however, including Ethiopia, which increased its
rate from 23% in 1999 to 94% in 2011.

Dropout before completing a full primary cycle
has hardly changed since 1999. In 2010, around
75% of those who started primary school
reached the last grade. In sub-Saharan Africa,
the proportion of those starting school who
reached the last grade worsened from 58% in
1999 to 56% in 2010; by contrast, in the Arab

States this proportion improved from 79% in
1999 to 87% in 2010.

Universal participation in primary school is likely
to remain elusive in many countries by 2015.

Of 122 countries, the proportion reaching
universal primary enrolment rose from 30% in
1999 to 50% in 2011. Looking ahead to 2015, it

is projected that 56% of countries will reach the
target. In 2015, 12% of countries will still have
fewer than 8 in 10 enrolled, including two-thirds
of countries in sub-Saharan Africa.

Assessing whether UPE has been achieved
should be judged not by participation alone,
but also by whether children complete primary
education. Among the 90 countries with data,

it is expected that at least 97% of children

will reach the last grade of primary school by
2015 in just 13 countries, 10 of which are OECD
or EU member states.

Goal 3: Youth and adult skills

The third EFA goal has been one of the most
neglected, in part because no targets or
indicators were set to monitor its progress. The
2012 Report proposed a framework for various
pathways to skills - including foundation,
transferable, and technical and vocational skills -
as a way of improving monitoring efforts, but the
international community is still a long way from
measuring the acquisition of skills systematically.

The most effective route to acquiring foundation
skills is through lower secondary schooling.

The lower secondary gross enrolment ratio
increased from 72% to 82% over 1999-2011. The
fastest growth was in sub-Saharan Africa, where
enrolment more than doubled, albeit from a low
base, reaching 49% in 2011.

Children need to complete lower secondary
education to acquire foundation skills. Analysis
using household surveys shows that completion
rates had only reached 37% in low income
countries by around 2010. There are wide
inequalities in completion, with rates reaching 61%
for the richest households but 14% for the poorest.

The number of out-of-school adolescents has

fallen since 1999 by 31%, to 69 million. However
it has all but stagnated since 2007, leaving many
young people needing access to second-chance

In low income
countries,

only 14% of

the poorest
complete lower
secondary
school
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programmes to acquire foundation skills. Slow
progress towards reducing the number of
adolescents out of school in South and West
Asia resulted in the region’s share of the total
number increasing from 39% in 1999 to 45% in
2011. In sub-Saharan Africa, the number of
adolescents out of school remained at 22 million
between 1999 and 2011 as population growth
cancelled out enrolment growth.

Given that universal lower secondary education

is expected to become an explicit goal after 2015,

it is vital to assess where the world is likely to
stand in 2015. An assessment of progress based
on 82 countries finds that only 26% achieved
universal lower secondary education in 1999.

By 2011, 32% of countries had reached that level.

By 2015, the proportion of countries reaching
that level is expected to grow to 46%.

This assessment is based on information

from only 40% of all countries. It includes
two-thirds of the countries in North America

and Western Europe but only a quarter of
sub-Saharan African countries, so it is not
representative. Taking into account the countries
that have not yet achieved universal primary
enrolment, the percentage of countries that
could achieve lower secondary enrolment by
2015 would be much lower.
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Goal 4: Adult literacy

Universal literacy is fundamental to social and
economic progress. Literacy skills are best
developed in childhood through good quality
education. Few countries offer genuine second
chances to illiterate adults. As a result, countries
with a legacy of low access to school have been
unable to eradicate adult illiteracy.

The number of illiterate adults remains
stubbornly high at 774 million, a fall of 12%
since 1990 but just 1% since 2000. It is projected
only to fall to 743 million by 2015. Ten countries
are responsible for almost three-quarters of
the world's illiterate adults. Women make up
almost two-thirds of the total, and there has
been no progress in reducing this share since
1990. Of the 61 countries with data, around half
are expected to achieve gender parity in adult
literacy by 2015, and 10 will be very close.

Since 1990, adult literacy rates have risen fastest
in the Arab States. Nevertheless, population
growth has meant that the number of illiterate
adults has only fallen from 52 million to

48 million. Similarly, the region with the second
fastest increase in adult literacy rates, South and
West Asia, has seen its population of illiterate
adults remain stable at just over 400 million. In
sub-Saharan Africa, the number of illiterate adults
has increased by 37% since 1990, mainly due to
population growth, reaching 182 million in 2011.
By 2015, it is projected that 26% of all illiterate
adults will live in sub-Saharan Africa, up from
15% in 1990.

Slow progress means that there has been little
change in the number of countries achieving
universal adult literacy. Of 87 countries, 21% had
reached universal adult literacy in 2000. Between
2000 and 2011, the number of countries that had
reached this level increased to 26%. By contrast,
26% of countries were very far from this level in
2011, In 2015, 29% of countries are expected to
achieve universal adult literacy, while 37% will still
be very far.

The 15 countries of West Africa are among those
with the worst adult literacy rates globally, and
include the five countries with the world’s lowest
literacy rates, below 35%. Those five countries
also have female literacy rates below 25%,
compared with an average for sub-Saharan
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Africa of 50%. These trends are not likely to
improve soon. In 12 out of the 15 countries, fewer
than half of young women are literate.

Goal 5: Gender parity and equality

Gender parity - ensuring an equal enrolment
ratio of girls and boys - is the first step towards
the fifth EFA goal. The full goal - gender
equality - also demands appropriate schooling
environments, practices free of discrimination,
and equal opportunities for boys and girls to
realize their potential.

Gender disparity patterns vary between
countries in different income groups. Among
low income countries, disparities are commonly
at the expense of girls: 20% achieve gender
parity in primary education, 10% in lower
secondary education and 8% in upper secondary
education. Among middle and high income
countries, where more countries achieve parity
at any level, the disparities are increasingly at
the expense of boys as one moves up to the
lower and upper secondary levels. For example,
2% of upper middle income countries have
disparity at the expense of boys in primary
school, 23% in lower secondary school and

62% in upper secondary school.

Reaching parity at both the primary and
secondary levels was singled out to be achieved
by 2005, earlier than the other goals. Yet, even
by 2011, many countries had not achieved this
goal. At the primary level, for 161 countries, 57%
had achieved gender parity in 1999. Between
1999 and 2011, the proportion of countries that
had reached the target increased to 63%. The
number of countries furthest from the target,
with fewer than 90 girls for every 100 boys
enrolled, fell from 19% in 1999 to 9% in 2011.

Looking ahead, it is projected that by 2015,

70% of countries will have reached the goal
and 9% of countries will be close. By contrast,
14% of countries will still be far from the target,
and 7% will be very far, of which three-quarters
are in sub-Saharan Africa.

A move towards gender parity does not always
mean more children in school. Burkina Faso, for
example, is projected to achieve parity in primary
school by 2015, but it still has the seventh-lowest
gross enrolment ratio in the world. And in Senegal,

where progress has been made in narrowing the
gender gap, this is due to improvement in female
enrolment while the male enrolment ratio has not
increased since 2004.

At the lower secondary level, of 150 countries,
43% had achieved gender parity in 1999. It is
projected that by 2015, 56% of countries will have
achieved the target. At the other extreme, 33%

of countries were far from the target in 1999,

of which three-quarters had disparity at the
expense of girls. It is expected that by 2015, 21%
of countries will still experience gender disparity
in lower secondary school, in 70% of which the
disparity will be at girls” expense.

Fast progress is feasible, as the example of
Turkey shows: it has almost achieved parity at
both lower and upper secondary levels, even
though the gender parity index in 1999 was 0.74
in lower secondary and 0.62 in upper secondary.
But there is no room for complacency.
Traditional perceptions of gender roles that
permeate society filter down to schools.

Goal 6: Quality of education

Improving quality and learning is likely to be
more central to the post-2015 global development
framework. Such a shift is vital to improve
education opportunities for the 250 million
children who are unable to read, write, or do basic
mathematics, 130 million of whom are in school.

The pupil/teacher ratio is one measure for
assessing progress towards goal 6. Globally,
average pupil/teacher ratios have barely

_ _ By 2015, 70%

changed at the pre-primary, primary and .
_ : of countries

secondary levels. In sub-Saharan Africa, with
teacher recruitment lagging behind growth in are expected
enrolment, ratios stagnated and are now the to reach
highest in the world at the pre-primary and gender parity
primary levels. Of the 162 countries with data in primary
in 2011, 26 had a pupil/teacher ratio in primary enrolment

education exceeding 40:1, 23 of which are in
sub-Saharan Africa.

Between 1999 and 2011, the pupil/teacher ratio
in primary education increased by at least 20% in
nine countries. By contrast, it fell by at least 20%
in 60 countries. Congo, Ethiopia and Mali more
than doubled primary school enrolment and yet
decreased their pupil/teacher ratios by more
than 10 pupils per teacher.
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However, many countries have expanded teacher
numbers rapidly by hiring people to teach
without training. This may serve to get more
children into school, but jeopardizes education
quality. In a third of countries with data, less
than 75% of teachers are trained according to
national standards. The pupil/trained teacher
ratio exceeds the pupil/teacher ratio by 10 pupils
in 29 of the 98 countries, of which two-thirds are
in sub-Saharan Africa.

At the secondary level, in 14 of 130 countries
with data the pupil/teacher ratio exceeds

30:1. Although the vast majority of the countries
facing the largest challenges are in sub-Saharan
Africa, the region nevertheless managed to
double the number of secondary teachers over
1999-2011. Of the 60 countries with data on the
share of trained secondary teachers, half had
less than 75% of the teaching force trained to
the national standard, while 11 had less than
50% trained.

The proportion of teachers trained to national
standards is particularly low in pre-primary
education. Although the number of teachers at
this level has increased by 53% since 2000, in 40
of the 75 countries with data, less than 75% of
teachers are trained to the national standard.

In some contexts, the presence of female
teachers is crucial to attract girls to school and
improve their learning outcomes. Yet women
teachers are lacking in some countries with high
gender disparity in enrolment, such as Djibouti
and Eritrea.

Teachers need good quality learning materials
to be effective but many do not have access to
textbooks. In the United Republic of Tanzania,
only 3.5% of all grade 6 pupils had sole use of a
reading textbook. Poor physical infrastructure
is another problem for students in many poor
countries. Children are often squeezed into
overcrowded classrooms, with those in early
grades particularly disadvantaged. In Malawi,
there are 130 children per class in grade 1, on
average, compared with 64 in the last grade. In
Chad, just one in four schools has a toilet, and
only one in three of those toilets is reserved for
girls” use.

With 250 million children not learning the
basics, it is vital for a global post-2015 goal

to be set which will monitor whether, by 2030,
all children and youth, regardless of their
circumstances, acquire foundation skills in
reading, writing and mathematics. Meeting
this need requires countries to strengthen
their national assessment systems and ensure
that they are used to inform policy. Many
national assessment systems are lacking in
this respect. Governments often consider their
public examination system as equivalent to a
national assessment system, even though it

is mainly used to promote students between
levels of education. National assessments
should be a diagnostic tool that can establish
whether students achieve the learning standards
expected by a particular age or grade, and
how this achievement changes over time for
subgroups of the population.

Regional and international assessments

are critical for monitoring a global learning
goal after 2015. Just as improved global
monitoring of access has helped maintain
pressure on governments to ensure that each
child completes primary school, better global
monitoring of learning can push governments
to make certain that all children not only go to
school but are achieving the basics.

For these assessments to facilitate monitoring
post-2015 global learning goals, three key
principles need to be adhered to. First, all
children and young people need to be taken

into account when interpreting results, not

just those who were in school and took part

in the assessment. Disadvantaged children

may already be out of the school system, and
therefore unlikely to have reached minimum
learning standards, by the time the assessment
is administered. Not counting them means that
the scale of the problem is understated. Second,
better information on background characteristics
of students is needed to identify which groups of
students are not learning. Third, information on
the quality of education systems should also be
included as part of the assessments.
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Leaving no one behind — how long will
it take?

After 2015, unfinished business will remain
across the six EFA goals, while new priorities
are likely to emerge. Analysis of the time it will
take to achieve universal primary and lower
secondary school completion and youth literacy
paints a worrying picture.

While rich boys are expected to reach universal
primary completion by 2030 in 56 of 74 low and
middle income countries, poor girls will reach
the goal by that date in only 7 countries, just
one of which is low income. Even by 2060, poor
girls will not have reached the goal in 24 of

the 28 low income countries in the sample. In
sub-Saharan Africa, if recent trends continue,
the richest boys will achieve universal primary
completion in 2021, but the poorest girls will
not catch up until 2086.

Spending time in primary school is no guarantee
that a child will be able to read and write.
Among 68 countries with data, the poorest
young women are projected to achieve universal
literacy only in 2072.

The situation is even more dire for lower
secondary school completion. In 44 of the 74
countries analysed, there is at least a 50-year
gap between when all the richest boys complete
lower secondary school and when all the poorest
girls do so. And, if recent trends continue, girls
from the poorest families in sub-Saharan Africa
will only achieve this target in 2111, 64 years
later than the boys from the richest families.

While these projections are extremely
disconcerting, they are based on recent trends
that can be changed if governments, aid donors
and the international education community
take concerted action to make education
available to all, including the marginalized. The
projections also show how vital it will be to track
progress towards education goals for the most
disadvantaged groups after 2015 and to put
policies in place that maintain and accelerate
progress by redressing imbalances.

Monitoring global education targets
after 2015

Since the six Education for All goals were
adopted in Dakar, Senegal, in 2000, a lack of
precise targets and indicators has prevented
some education priorities from receiving the
attention they deserve.

The shape of new goals after 2015 should be
guided by the principles of upholding education
as a right, making sure all children have an
equal chance of education and recognizing the
learning stages at each phase of a person’s

life. There should be one core set of goals
aligned with the global development agenda,
accompanied by a more detailed set of targets
that make up a post-2015 education framework.
Each goal must be clear and measurable, with
the aim of ensuring that no one is left behind. To
achieve this, progress should be tracked by the
achievements of the lowest performing groups,
making sure the gap between them and the
better-off is narrowing.

The number of years young people spend in
school is one measure of overall progress

in access to education. To achieve a goal of
universal lower secondary completion by 2030,
young people will need to stay in school about
nine years. By 2010, the richest urban young
men had already spent more than 9.5 years in
school in low income countries, on average,

and more than 12 years in lower middle income
countries. But the poorest young women in rural
areas had spent less than 3 years in school in
both low and lower middle income countries,
leaving them well below the 6-year target that is
associated with universal primary completion,
which is supposed to be achieved by 2015. In
sub-Saharan Africa, the gap between the time
the poorest rural females and the richest urban
males spent in school actually widened between
2000 and 2010, from 6.9 years to 8.3 years.

Over the past decade there has been more
progress in getting children into primary school
than in ensuring that children complete primary
or lower secondary education. And extreme
inequality persists and in some cases has
widened. In sub-Saharan Africa, for example,
almost all the richest boys in urban areas

were entering school in 2000. By the end of the
decade, their primary school completion rate

In sub-Saharan
Africa, the
poorest

girls will

not achieve
universal
primary
completion
until 2086
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had reached 87%, and their lower secondary
school completion rate 70%. By contrast, among
the poorest girls in rural areas, 49% were
entering school at the beginning of the decade
and 61% by the end of the decade. Only 25%
were completing primary education and 11%
lower secondary education in 2000; furthermore,
these rates had fallen by the end of the decade to
23% and 9%, respectively. Inequality in South and
West Asia is also wide and largely unchanged: by
the end of the decade, while 89% of the richest
urban males completed lower secondary school,
only 13% of the poorest rural girls did so.

A goal on learning is an indispensable part of a
future global education monitoring framework,
but focusing only on learning assessments can
be misleading if large numbers of children never
make it to the grade where skills are tested. In
the United Republic of Tanzania, for example, the
proportion of children in grade 6 who achieved

a minimum standard in reading in 2007 ranged
from 80% of the poorest rural girls to 97% of the
richest urban boys. However, while 92% of the
richest urban boys of grade 6 age had reached
that grade, only 40% of the poorest rural girls
had done so. If it is assumed that children who
did not reach grade 6 could not have achieved
the minimum standard, then the proportions
among children of that cohort who learned the
basics were 90% for the richest urban boys and
32% for the poorest rural girls.

To make sure inequality is overcome by 2030,
country plans need to include specific targets so
that education participation and learning can be
monitored for individual population groups. Very
few currently do so. Gender is the disadvantage
most frequently covered in education plans,

yet only 24 of 53 country plans reviewed for

this report included gender equality targets in
primary and lower secondary education.

Four plans included indicators on participation of
particular ethnic groups. Only three specifically
targeted disparity in access between rural and
urban areas in primary and lower secondary
education. Moreover, only three plans had an
enrolment indicator that differentiated between
poorer and richer children. Bangladesh's plan
included a monitoring framework for tracking
progress in enrolment ratios across wealth
quintiles, and Namibia’s included a target

of making sure 80% of orphans and other

vulnerable children in each region were enrolled
in primary and secondary education by the final
year of the plan.

Even fewer countries plan to monitor inequality
in learning outcomes. Only 8 of the 53 countries
did so at the primary level and 8 at the lower
secondary level, and in most cases monitoring
was restricted to gender inequality. Sri Lanka
is one exception, with targets for achievement
scores in mathematics and native language in
the lowest performing regions.

The failure over the past decade to assess
progress in education goals by various
population subgroups has concealed wide
inequality. Its invisibility is further reflected

in country plans’ lack of national targets for
assessing progress in narrowing gaps in
access or learning. Post-2015 goals need to
include a commitment to making sure the most
disadvantaged groups achieve benchmarks

set for goals. Failure to do so could mean that
measurement of progress continues to mask the
fact that the most advantaged benefit the most.

Monitoring progress on
financing Education for All

Insufficient financing is one of the main
obstacles to achieving Education for All. The
finance gap to achieve good quality basic
education for all by 2015 has reached

US$26 billion, putting the goal of getting every
child into school far out of reach. Unfortunately,
donors seem more likely to reduce their aid
than increase it in coming years. Unless urgent
action is taken to change aid patterns, the goal
of ensuring that every child is in school and
learning by 2015 will be seriously jeopardized.

With little time left before 2015, closing the
financing gap might seem impossible. But
analysis in this Report shows that the gap could
be filled by raising more domestic revenue,
devoting an adequate share of existing and
projected government resources to education
and sharpening the focus of external assistance.

If, as expected, new education goals after 2015
extend to lower secondary education, the finance
gap will rise to US$38 billion. The post-2015
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framework must include explicit financing targets,
demanding full transparency, so that all donors are
accountable for their commitments, and finance

gaps do not thwart our promises to children.

Many countries far from EFA need to spend
more on education

Domestic spending on education has increased
in recent years, particularly in low and lower
middle income countries, partly because of
improvements in economic growth. Government
spending on education increased from 4.6% to
5.1% of gross national product (GNP) between
1999 and 2011, on average. In low and middle
income countries it rose faster: 30 of these
countries increased their spending on education
by one percentage point of GNP or more between
1999 and 2011.

The Dakar Framework for Action did not
establish how much countries should commit to
education. The failure to set a common financing
target for the EFA goals should be addressed
after 2015, with a specific goal set: that countries
should allocate at least 6% of GNP to education.
Of the 150 countries with data, only 41 spent 6%
or more of GNP on education in 2011, and 25
countries dedicated less than 3%.

It is widely accepted that countries should
allocate at least 20% of their budget to
education. Yet the global average in 2011 was
only 15%, a proportion that has hardly changed
since 1999. Of the 138 countries with data, only
25 spent more than 20% in 2011, while at least
6 low and middle income countries decreased
their education expenditure as a share of total
government expenditure by 5 percentage points
or more between 1999 and 2011,

This situation is not expected to improve in
coming years. Of 49 countries with data in 2012,
25 planned to shrink their education budget
between 2011 and 2012. Of these, 16 were in
sub-Saharan Africa. However, some countries,
including Afghanistan, Benin and Ethiopia, are
resisting this negative trend and are expected to
increase their education budgets.

To tap into the potential for economic growth
in many of the world's poorest countries,
governments need to expand their tax base
and devote a fifth of their budget to education.

If governments in 67 low and middle income
countries did this, they could raise an additional
US$153 billion for education in 2015. That would
increase the average share of GDP spent on
education from 3% to 6% by 2015.

Few poor countries manage to raise 20% of
their GDP in taxes, as needed to achieve the
Millennium Development Goals. Only 7 of the
67 countries with data both generate 20% of
GDP in taxes and allocate the recommended
20% of the revenue to education. In Pakistan,
tax revenue is just 10% of GDP and education
receives only around 10% of government
expenditure. If the government increased its tax
revenue to 14% of GDP by 2015 and allocated
one-fifth of this to education, it could raise
sufficient funds to get all of Pakistan’s children
and adolescents into school.

Ethiopia is one of 11 among the 67 countries that
have been successful in prioritizing education

in the government budget but could do far more
to maximize revenue from taxation. In 2011, the
government received 12% of GDP from taxes,

on average. If the proportion were to increase to
16% by 2015, the sector would receive 18% more
resources - enabling US$19 more to be spent
per primary school age child.

Tax revenue as a share of GDP is, however,
growing far too slowly in poorer countries. At
present rates, only 4 of the 48 countries currently
raising less than 20% of GDP in tax would reach
the 20% threshold by 2015.

A well-functioning taxation system enables
governments to support their education system
with domestic finance. Some middle income
countries, such as Egypt, India and the
Philippines, have far greater potential to mobilize
domestic resources for education through
improved taxes. Higher levels of tax revenue in
Brazil help explain how it spends ten times as
much as India per primary school child.

Some countries in South Asia grant large tax
exemptions to strong domestic interest groups,
resulting in some of the lowest tax-to-GDP ratios
in the world. In Pakistan, the tax/GDP ratio of
10% can be partly explained by the political
influence of the agricultural lobby. While the
agricultural sector makes up 22.5% of Pakistan's
GDP, its share in tax revenue is just 1.2%. In

67 countries
could increase
education
resources by
US$153 billion
through reforms
to expand the
tax base
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India, the majority of tax revenue forgone is
due to exemptions from custom and excise
duties. The revenue lost to exemptions came
to the equivalent of 5.7% of GDP in 2012/13. If
20% of this had been earmarked for education,
the sector would have received an additional
US$22.5 billion in 2013, increasing funding

by almost 40% compared with the current
education budget.

Some governments sell concessions to exploit
natural resources for less than their true

value. The Democratic Republic of the Congo
lost US$1.36 billion from deals with mining
companies over three years in 2010 to 2012,
equal to the amount allocated to education over
two years in 2010 and 2011.

For many of the world's poorest countries, tax
evasion results in the elite building personal
fortunes, rather than strong education systems
for the majority. If the trillions of dollars
estimated to be hidden away in tax havens were
subject to capital gains tax, and 20% of the
resulting income was allocated to education, it
would add between US$38 billion and

US$56 billion to funding for the sector.

Illegal tax practices cost African governments an
estimated US$63 billion a year. If these practices
were halted and 20% of the resulting income
spent on education, it would raise an additional
US$13 billion for the sector each year.

While governments must lead the drive to
reform taxation, donors can play an important
complementary role. Just US$1 of donor aid to
strengthen tax regimes, for example, can
generate up to US$350 in tax revenue. Yet less
than 0.1% of total aid was spent supporting tax

programmes between 2002 and 2011. In addition,

donor country governments should demand
transparency from corporations registered in
their countries.

Increasing tax revenue and allocating an
adequate share to education could raise
considerable extra resources for the sectorin a
short time. The EFA Global Monitoring Report
team estimates that 67 low and middle income
countries could increase education resources by
US$153 billion, or 72%, by 2015 through reforms
to raise tax/GDP ratios and public expenditure
on education.

On average across the 67 countries, spending
per primary school age child would increase
from US$209 to US$466 in 2015. In the low
income countries among the 67, the average
amount spent per primary school age child
would increase from US$102 to US$158.

Fourteen of these 67 countries have already
reached the proposed target of spending at least
6% of GDP on education. Of the 53 yet to reach
the target, 19 could achieve it if they expanded
and diversified the tax base and prioritized
education spending by 2015.

These additions to domestic resources

could meet 56% of the US$26 billion average
annual financing gap in basic education for
46 low and lower middle income countries,
or 54% of the US$38 billion gap in basic and
lower secondary education.

Such reforms are not without precedent.
Ecuador renegotiated contracts with oil
companies, widened its tax base and made
education a higher priority, tripling its education
expenditure between 2003 and 2010.

To achieve Education for All, it is necessary

not only to increase domestic resources

for education but also to redistribute these
resources so that a fair share reaches those
most in need. More often, however, resources
are skewed towards the most privileged. To shift
education spending in favour of the marginalized,
many governments have introduced funding
mechanisms that allocate more resources to
parts of the country or groups of schools that
need greater support to overcome educational
deprivation and inequality. Countries have
different methods of redistributing resources.
Brazil, for example, guarantees a certain
minimum spending level per pupil, giving priority
to schools in rural areas, with greater weight

on highly marginalized indigenous groups.

The reforms have led to improvement in
enrolment and learning in the disadvantaged
north of the country.

Other redistribution programmes have been
less successful, however. One reason is that
allocations per child still do not adequately
reflect the costs of delivering quality education
to the marginalized. In one of India’s wealthier
states, Kerala, education spending per pupil was
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about US$685. By contrast, in the poorer state of
Bihar it was just US$100.

Poorer countries can find it difficult to identify
and target the groups most in need. As a

result, many base allocations on enrolment
figures, to the detriment of areas where large
numbers of children are out of school. In Kenya,
for example, the capitation grant is distributed
on the basis of number of students enrolled, a
disadvantage for the 12 counties in the arid and
semi-arid areas that are home to 46% of the
out-of-school population.

To realize the full potential of redistributive
measures, governments need to ensure that
such resources cover the entire cost of a quality
education for the most vulnerable and that
far-reaching reforms strengthen education
systems’ capacity to implement such measures.

Trends in aid to education

With improvement in the numbers of children
out of school stagnating, a final push is needed
to ensure that all children are in school by 2015.
Even before the economic downturn, donors
were off track to fulfil their education finance
promises. A more recent decline in aid to basic
education increases the difficulty of this task.

While aid to education rose steadily after 2002,
it peaked in 2010 and is now falling: total aid to
all levels of education declined by 7% between
2010 and 2011. Aid to basic education fell

for the first time since 2002, by 6%: from
US$6.2 billion in 2010 to US$5.8 billion in 2011.
Aid to secondary education declined by 11%
between 2010 and 2011 from an already low
level. This puts at risk the chance of meeting
Education for All goals and any hope of more
ambitious goals to include universal lower
secondary education after 2015.

Low income countries, which only receive
around one-third of aid to basic education,
witnessed a larger decrease in aid to basic
education than middle income countries.

Aid fell by 9% in low income countries

between 2010 and 2011, from US$2.05 billion
to US$1.86 billion. As a result, the resources
available per child dropped from US$18in 2010
to US$16in 2011.

In sub-Saharan Africa, home to over half the
world’s out-of-school population, aid to basic
education declined by 7% between 2010 and
2011. The US$134 million reduction in basic
education aid to the region would have been
enough to fund good quality school places for
over 1 million children.

In some countries, aid has been falling for
more than a year. Aid has played a key part in
supporting efforts to get more children into
school in the United Republic of Tanzania, but
it fell by 12% between 2009 and 2010 and by a
further 57% in 2011.

The world’s poorest children, who are the most
likely to be out of school, live not only in low
income countries but also in some lower middle
income countries. Since 2000, 25 countries have
graduated to this group, which now comprises
54 countries, while 36 are classified as low
income. In 1999, 84% of the world’s out-of-
school children lived in low income countries
and 12% in lower middle income countries; by
2011, 37% lived in low income countries and
49% in lower middle income countries. This
shift was largely due to the graduation to lower
middle income status of some large-population
countries, such as India, Nigeria and Pakistan.
While these countries could do far more to raise
their own resources for education and distribute
them to those most in need, such reforms will
take time. In the meantime, donors should
direct aid to the areas in lower middle income
countries where poverty is concentrated to make
sure another generation of children in these
countries is not denied its right to education.

Direct aid to education fell slightly more than
overall aid to other sectors between 2010 and
2011, and thus the share of aid to education
declined from 12% to 11%. The fall in aid to
education reflects the changing spending
patterns of a large number of donors. Canada,
France, the Netherlands and the United States,
in particular, cut spending on education more
than they reduced overall aid. Between 2010
and 2011, 21 bilateral and multilateral donors
reduced their aid disbursements to basic
education. The largest decreases in volume
terms were by Canada, the European Union,
France, Japan, the Netherlands, Spain and the
United States, which together accounted for
90% of the reduction in aid to basic education.

In 2011,
aid to basic
education
fell for the
first time
since 2002
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The United States moved from being the largest
bilateral donor to basic education in 2010 to
second place in 2011. The United Kingdom

is now the largest donor to education. The
Netherlands’ aid to basic education fell by over
a third between 2010 and 2011; it had been the
largest donor to basic education in 2007, but by
2011 was in 11th place.

Australia, the IMF and the World Bank
increased their overall aid to basic education
between 2010 and 2011 but reduced their
spending in low income countries. World Bank
aid to basic education increased by 13% overall,
but fell by 23% in low income countries. The
United Republic of Tanzania saw World Bank
disbursements fall from US%$88 million in 2002
to less than US$0.3 million in 2011.

The Global Partnership for Education (GPE])

is an important source of financing for some
low income countries. In 2011, the GPE
disbursed a record US$385 million to basic
education, making it the fourth largest donor
to low and lower middle income countries that
year. For the 31 countries with a programme
implementation grant in 2011, 24% of basic
education aid was disbursed by the GPE. It

is unlikely, however, to have made up for the
reduction in World Bank spending. The United
Republic of Tanzania became a GPE partner

in 2013 with a US$5.2 million grant for its
education plan. All this, however, is allocated
to Zanzibar, and the amount is small compared
with what the country received from the World
Bank early in the 2000s. To improve monitoring
of its contributions, the GPE needs to report its
aid flows to the OECD-DAC, just as global health
funds such as the GAVI Alliance and the Global
Fund to Fight AIDS, Tuberculosis and Malaria do.

There is no sign that overall aid will stop
declining before the 2015 deadline. From

2011 to 2012, total aid decreased by 4%, with
16 DAC donors decreasing their aid: 13 DAC
donors made aid a lower priority by decreasing
aid as a proportion of gross national income
(GNI). Less developed countries are expected to
bear the brunt of these reductions, with cuts to
their bilateral aid of 12.8% from 2011 to 2012.
In 2013, aid is expected to fall in 31 of 36 low
income countries, the majority of which are in
sub-Saharan Africa.

In addition, only five of the fifteen members of
the European Union that agreed to increase their
aid to 0.7% of GNI by 2015 are expected to meet
their commitment. If these countries met their
promises, they would raise US$9 billion more for
education in 2015.

Education in conflict-affected countries should
be a priority for donors. These countries house
half of the world’s out-of-school children.
Currently education receives just 1.4% of
humanitarian aid, far from the 4% called for by
the UN Secretary-General's Global Education
First Initiative. In plans for 2013, education’s share
of overall humanitarian aid is likely to reach no
more than 2%.

In Mali, where most schools in the north
remained closed due to conflict, education made
up 5% of appeal requests for 2013, but just 15%
of the requested funds had been pledged by
September 2013. Similarly, 36% of the resources
requested in 2013 for education in the Syrian
Arab Republic had actually been pledged. While
these countries might receive more of the
requested funds later in 2013, they would come
too late for the millions of children who have had
to drop out of school due to conflict.

It is not only the amount of aid that counts

but also whether it is used to target the most
disadvantaged. These children do not receive all
the aid available, however: a quarter of direct
aid to education is spent on students studying

in universities in rich countries. Even though
scholarships and imputed student costs may

be vital to strengthen human resource capacity
in low income countries, most of this funding
actually goes to upper middle income countries,
with China the largest recipient, receiving 21% of
the total.

On average over 2010-2011, donors - primarily
Germany and Japan - disbursed US$656 million
per year to China for scholarships and student
imputed costs, which was 77 times the amount
of aid disbursed to Chad for basic education over
the same period. The total funding in the form of
imputed student costs and scholarships received
annually by Algeria, China, Morocco, Tunisia

and Turkey was equivalent to the total amount

of direct aid to basic education for all 36 low
income countries in 2010-2011, on average.
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Aid can also be delivered on unfavourable terms
for poorer countries: 15% of aid is in the form

of loans that countries have to pay back at
concessional interest rates. Without funding
from bilateral donors, poorer countries risk
becoming dependent on these loans, leading

to debt that could restrict their ability to fund
education from their own resources.

Removing imputed student costs, scholarships
and loans, Germany would drop from being the
largest donor in direct aid to education to being
the fifth largest; the World Bank would fall from
third to fourteenth place. The United Kingdom
and United States, by contrast, would jump from
sixth and seventh position to first and second.

Information on the whole spectrum of education
financing - including aid, domestic resources
and household spending - is often insufficient
and fragmented, resulting in only partial analysis
and diagnosis of how much money is needed
and where. New analysis from seven countries
shows that households bear up to 37% of
education expenditure in primary education

and up to 58% in secondary education, which
places a particular burden on the poorest
households. In addition, it shows how vital aid

Is to education financing in some of the poorest
countries: it accounts for almost a quarter of
education spending in Malawi and Rwanda.
These findings highlight the importance of
building a comprehensive national education
accounts system, which could be modelled on
the experience in health.

To avoid failing another generation of children
due to lack of resources after 2015, national
governments aid donors need to be held to
account for their commitments to provide

the resources necessary to reach education
goals. Drawing on analysis included in EFA
Global Monitoring Reports over the years, the
Report team proposes that a target should

be set for national governments to allocate at
least 6% of their GNP to education. Targets for
governments and aid donors should also include
commitments for them to spend at least 20%
of their budgets on education. Setting these
targets, and making sure governments and
aid donors keep to them, will be an important
contribution to the education opportunities of
children and young people in the future.

Education transforms lives

Treaties and laws worldwide recognize that
education is a fundamental human right. In
addition, education imparts knowledge and
skills that enable people to realize their

full potential, and so it becomes a catalyst
for the achievement of other development
goals. Education reduces poverty, boosts job
opportunities and fosters economic prosperity.
It also increases people’s chances of leading
a healthy life, deepens the foundations of
democracy, and changes attitudes to protect
the environment and empower women.

Educating girls and women, in particular, has
unmatched transformative power. As well as
boosting their own chances of getting jobs,
staying healthy and participating fully in society,
educating girls and young women has a marked
impact on the health of their children and
accelerates their countries’ transition to stable
population growth.

To unlock the wider benefits of education and
achieve development goals after 2015, it needs
to be equitable and to extend at least to lower
secondary school. And the schooling that
children receive needs to be of good quality so
that they actually learn the basics.

Education reduces poverty and boosts jobs
and growth

Education is a key way of helping individuals
escape poverty and of preventing poverty from
being passed down through the generations.

It enables those in paid formal employment to
earn higher wages and offers better livelihoods
for those who work in agriculture and the urban
informal sector.

EFA Global Monitoring Report team calculations
show that if all students in low income countries
left school with basic reading skills, 171 million
people could be lifted out of poverty, which would
be equivalent to a 12% cut in world poverty. An
important way education reduces poverty is by
increasing people’s income. Globally, one year of
school increases earnings by 10%, on average.

Education can help people escape from working
poverty. In the United Republic of Tanzania, 82%
of waorkers who had less than primary education

If all students
left school with
basic reading
skills, 171
million people
could be lifted
out of poverty
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were below the poverty line. But working adults
with primary education were 20% less likely

to be poor, while secondary education reduced
the chances of being poor by almost 60%. It is
not just time in school, but skills acquired that
count. In Pakistan, working women with good
literacy skills earned 95% more than women
with weak literacy skills.

In the formal sector, higher wages reflect the
higher productivity of more educated workers.
But many of the poorest are involved in informal
sector work, running small businesses.
Educated people are more likely to start a
business, and their businesses are likely to

be more profitable. In Uganda, owners of
household enterprises with a primary education
earned 36% more than those with no education;
those with a lower secondary education earned
56% more.

In rural areas, farmers with good literacy and
numeracy skills can interpret and respond to
new information, making better use of modern
inputs and technologies to increase the
productivity of traditional crops and diversify
into higher value crops. In Mozambique, literate
farmers were 26 percentage points more likely
than non-literate ones to cultivate cash crops.

Education also helps people in rural areas
diversify their income by involvement in off-farm
work. In rural Indonesia, 15% of men and 17% of
women with no education were employed in non-
farm work, compared with 61% of men and 72%
of women with secondary education.

One of the benefits of increased education is
that educated parents are likely to have more
educated children. Analysis of household surveys
from b6 countries finds that, for each additional
year of the mother’s education, the average child
attains an extra 0.32 years, and for girls the
benefit is slightly larger.

By benefiting women in particular, education
can help narrow gender gaps in work
opportunities and pay. In Argentina and Jordan,
for instance, among people with primary
education, women earned around half the
average wage of men, while among those with
secondary education, women earned around
two-thirds as much as men.

Education helps protect working adults
from exploitation by increasing their
opportunities to obtain secure contracts. In
urban El Salvador, only 7% of working adults
with less than primary education had an
employment contract, compared with 49% of
those with secondary education.

Education not only facilitates individuals' escape
from poverty, but also generates productivity
that fuels economic growth. A one-year increase
in the average educational attainment of a
country’s population increases annual per capita
GDP growth from 2% to 2.5%.

Education can help explain differences in
regional growth trajectories. In 1965, adults in
East Asia and the Pacific had spent 2.7 more
years in school than those in sub-Saharan
Africa. Over the next 45 years, the average
growth rate was more than four times faster in
East Asia and the Pacific.

Comparing experiences within regions further
illustrates the importance of education. In
Guatemala, adults had 3.6 years of schooling,
on average, in 2005 and the average level
increased by only 2.3 years from 1965 to 2005. If
the country had matched the average for Latin
America and the Caribbean, where the average
number of years that adults spent at school
rose from 3.6 in 1965 to 7.5 in 2005, it could have
more than doubled its average annual growth
rate between 2005 and 2010, equivalent to an
additional US$500 per person.

Only by investing in equitable education -
making sure that the poorest complete more
years in school - can countries achieve the

kind of growth that banishes poverty. Equality

in education can be measured by the Gini
coefficient, which ranges from zero, indicating
perfect equality, to one, indicating maximum
inequality. An improvement in the Gini coefficient
by 0.1 accelerates growth by half a percentage
point, increasing income per capita by 23% over
40 years. If sub-Saharan Africa’s education Gini
coefficient of 0.49 had been halved to the level
in Latin America and the Caribbean, the annual
growth rate in GDP per capita over 2005-2010
could have risen by 47% (from 2.4% to 3.5%) and
income could have grown by US$82 per capita
over the period.
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Comparing Pakistan and Viet Nam illustrates
starkly the importance of equitable education.

In 2005, the average number of years adults had
spent at school was similar: 4.5 in Pakistan and
4.9 in Viet Nam. Education levels, however, were
very unequally distributed in Pakistan: Pakistan’s
Gini coefficient for education inequality was
more than double the level in Viet Nam. The
difference in education inequality between the
countries accounts for 60% of the difference in
their per capita growth between 2005 and 2010.
Viet Nam's per capita income, which was around
40% below Pakistan’s in the 1990s, not only
caught up with Pakistan’s but was 20% higher
by 2010.

Education improves people’s chances of a
healthier life

Education is one of the most powerful ways of
improving people’s health. It saves the lives of
millions of mothers and children, helps prevent
and contain disease, and is an essential element
of efforts to reduce malnutrition. Educated
people are better informed about diseases,

take preventative measures, recognize signs of
illness early and tend to use health care services
more often. Despite its benefits, education is
often neglected as a vital health intervention in
itself and as a means of making other health
interventions more effective.

There are few more dramatic illustrations

of the power of education than the estimate
that the lives of 2.1 million children under 5
were saved between 1990 and 2009 because

of improvements in the education of women

of reproductive age. However, the challenge
remaining is enormous. In 2012, 6.6 million
children under 5 died, most of them in low and
lower middle income countries. If all women
completed primary education in these countries,
the under-5 mortality rate would fall by 15%.

If all women completed secondary education,

it would fall by 49%, equal to around 2.8 million
lives a year.

Around 40% of all under-5 deaths occur within
the first 28 days of life, the majority being due
to complications during delivery. Yet the most
recent estimates suggest there were no skilled
birth attendants present in over half the births
in sub-Saharan Africa and South Asia. Across
57 low and middle income countries, a literate

mother was 23% more likely to have a
skilled attendant at birth than an illiterate
mother. In Mali, maternal literacy more than
tripled this likelihood.

Educated mothers are better informed about
specific diseases, so they can take measures to
prevent them. Pneumonia is the largest cause
of child deaths, accounting for 17% of the total
worldwide. One additional year of maternal
education can lead to a 14% decrease in the
pneumonia death rate - equivalent to 160,000
child lives saved every year. Diarrhoea is the
fourth biggest child killer, accounting for 9% of
child deaths. If all women completed primary
education, the incidence of diarrhoea would fall
by 8% in low and lower middle income countries;
with secondary education, it would fall by 30%.
The probability of a child being immunized
against diphtheria, tetanus and whooping cough
would increase by 10% if all women in low

and lower middle income countries completed
primary education, and by 43% if they completed
secondary education.

A mother’s education is just as crucial for her
own health as it is for her offspring’s. Every day,
almost 800 women die from preventable causes
related to pregnancy and childbirth. If all women
completed primary education, there would be
66% fewer maternal deaths, saving 189,000
lives per year. In sub-Saharan Africa alone, if

all women completed primary education, there
would be 70% fewer maternal deaths, saving
113,400 women'’s lives.

Some countries have seen considerable gains.
Thanks to education reforms in the 1970s, the
average amount of schooling young women
received increased by 2.2 years in Nigeria. This
accounted for a 29% reduction in the maternal
mortality rate.

Improving education is a powerful way to help
reduce the incidence of infectious diseases
such as HIV/AIDS. Education helps increase
awareness about HIV prevention, for example.
In South and West Asia and sub-Saharan Africa,
literate women were as much as 30 percentage
points more likely than those who were not
literate to be aware that they had the right to
refuse sex or request condom use if they knew
that their partner had a sexually transmitted
disease. Knowing where to get tested for HIV is a

If all women
completed

primary education,
there would

be 66% fewer
maternal deaths

15



2 0O 1

i)
C
0
Q
Q
o
@)
£
C
0
b
C
0
>
=
0
0
O
g
C
0
U
C
0
P
©
0
J
o)
L

OVERVIEW

first step to receiving treatment if needed.

But only 52% of women who were not literate

in sub-Saharan Africa knew where to get tested
for HIV, compared with 85% of the literate.

Malaria is one of the world’s deadliest diseases,
killing one child every minute in Africa. Improved
access to education is crucial in ensuring the
effectiveness of preventative measures, such

as the use of drugs or bed nets treated with
insecticide. In the Democratic Republic of the
Congo, where a fifth of the world's malaria-
related deaths occur, the education of the
household head or the mother increased the
probability that the family slept under a bed

net. Such changes result in fewer infections,
especially in areas of high transmission risk. In
these areas, the odds of children having malaria
parasites were 22% lower if their mothers had
primary education than if they had no education,
or 36% less if they had secondary education.

Education - especially education that empowers
women - is key to tackling malnutrition, the
underlying cause of more than 45% of child
deaths. Educated mothers are more likely to
know about appropriate health and hygiene
practices at home, and have more power to
ensure that household resources are allocated
so as to meet children’s nutrition needs. In low
and lower middle income countries, providing all
women with a primary education would reduce
stunting - a robust indicator of malnutrition - by

4%, or 1.7 million children; providing a secondary
education would reduce stunting by 26%, or
11.9 million children.

By age 1, adverse effects of malnutrition on

life prospects are likely to be irreversible.
Infants in Peru whose mothers had reached
lower secondary education were 60% less likely
to be stunted than children whose mothers had
no education.

Education promotes healthy societies

Education helps people understand democracy,
promotes the tolerance and trust that underpin
it, and motivates people to participate in politics.
Education also has a vital role in preventing
environmental degradation and limiting the
causes and effects of climate change. And it can
empower women to overcome discrimination
and assert their rights.

Education improves people’'s understanding

of politics and how to participate in it. Across

12 sub-Saharan African countries, 63% of
individuals without formal schooling had an
understanding of democracy, compared with
71% of those with primary education and 85% of
those with secondary. People with higher levels
of education are more interested in politics and
so more likely to seek information. In Turkey, for
example, the share of those who said they were
interested in politics rose from 40% among those
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with primary education to 52% among those
with secondary education.

Education increases people’s support for
democracy, particularly where there have

been recent democratic transitions. Across

18 sub-Saharan African countries, those of
voting age with primary education were 1.5 times
more likely to express support for democracy
than those with no education, and twice as likely
if they had completed secondary education.

Educated people are more likely to vote. In

14 Latin American countries, turnout was five
percentage points higher for those with primary
education and nine percentage points higher for
individuals with secondary education compared
to those with no education. The effect was larger
in countries where average levels of education
were lower, such as El Salvador, Guatemala and
Paraguay. Education also encourages other
forms of political participation. In Argentina,
China and Turkey, citizens were twice as likely
to sign a petition or boycott products if they

had secondary education than if they just had
primary education.

Education has an indispensable role in
strengthening the bonds that hold communities
and societies together. In Latin America, people
with secondary education were 47% less likely
than those with primary education to express
intolerance for people of a different race. In the
Arab States, people with secondary education
were 14% less likely than those with only primary
education to express intolerance towards people
of a different religion. In sub-Saharan Africa,
people with primary education were 10% less
likely to express intolerance towards people with
HIV and 23% less likely if they had a secondary
education. In Central and Eastern Europe, those
with secondary education were 16% less likely than
those who had not completed secondary education
to express intolerance towards immigrants.

Education also helps overcome gender biases
in political behaviour to deepen democracy. In
India, reducing the gender literacy gap by 40%
increased the probability of women standing for
state assembly election by 16% and the share of
votes that they received by 13%.

Education lowers tolerance towards corruption
and helps build accountability. In 31 countries,

those with secondary education were one-sixth
more likely than average to complain about
deficient government services.

Increasing access to school for all generally
reduces feelings of injustice in society that
have fuelled many conflicts. But it needs to
increase equally for all population groups;
otherwise, perceived unfairness can reinforce
disillusionment. In 55 low and middle income
countries where the level of educational
inequality doubled, the probability of conflict
more than doubled, from 3.8% to 9.5%.

By improving knowledge, instilling values,
fostering beliefs and shifting attitudes,
education has considerable potential to change
environmentally harmful lifestyles and behaviour.
A key way in which education can increase
environmental awareness and concern is by
improving understanding of the science behind
climate change and other environmental issues.
Students with higher science scores across

57 countries reported being more aware of
complex environmental issues. Similarly, across
29 mostly high income countries, 25% of people
with less than secondary education expressed
concern for the environment, compared with
37% of people with secondary education and
46% of people with tertiary education.

Education is also critical for helping people
adapt to the consequences of climate change,
especially in poorer countries, where threats

to livelihoods are being felt most strongly by
farmers dependent on rain-fed agriculture. In
Ethiopia, six years of education increased by 20%
the chance that a farmer would adapt to climate
change through techniques such as practising
soil conservation, varying planting dates and
changing crop varieties.

Education can empower women to claim their
rights and overcome barriers that prevent them
from getting a fair share of the fruits of overall
progress. Having the freedom to choose one’s
spouse is one such right. Women in India with at
least secondary education were 30 percentage
points more likely to have a say over their choice
of spouse than their less educated peers.

Likewise, ensuring that girls stay in school is
one of the most effective ways to prevent child
marriage. If all girls completed primary school

In Argentina,

China and
Turkey, cit

izens
are twice as
likely to sign

a petition if

they have
secondary
education
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in sub-Saharan Africa and South and West Asia,
the number of girls getting married by age 15
would fall by 14%; with secondary education,
64% fewer girls would get married.

Staying in school longer also gives girls more
confidence to make choices that avert the
health risks of early births and births in quick
succession. Currently one in seven girls have
children before age 17 in sub-Saharan Africa
and South and West Asia. In these regions, 10%
fewer girls would become pregnant if they all
had primary education, and 59% fewer would

if they all had secondary education. This would
result in around 2 million fewer early births.

Women with more education tend to have fewer
children, which benefits them, their families
and society more generally. One reason for this
is because education allows women to have a
greater influence on family size. In Pakistan,
only 30% of women with no education believe
they have a say over how many children they
have, compared with 52% of women with
primary education and 63% of those with lower
secondary education.

In some regions, education has been a key
factor in bringing forward the demographic
transition. Other parts of the world are lagging,
however, particularly sub-Saharan Africa, where
women average 9.4 live births. In the region,
women with no education have 6.7 births.

The figure falls to 5.8 for those with primary
education and more than halves, to 3.9, for
those with secondary education.

Conclusion

The striking evidence laid out in this chapter
demonstrates not only education’s capacity

to accelerate progress towards other
development goals, but also how best to tap that
potential, most of all by making sure that access
to good quality education is available to all,
regardless of their circumstances. Education’s
unique power should secure it a central place

in the post-2015 development framework, and

in the plans of policy-makers in poor and rich
countries alike.

Supporting teachers to end the
learning crisis

A lack of attention to education quality and

a failure to reach the marginalized have
contributed to a learning crisis that needs urgent
attention. Worldwide, 250 million children -
many of them from disadvantaged backgrounds
- are not learning even basic literacy and
numeracy skills, let alone the further skills they
need to get decent work and lead fulfilling lives.

To solve the learning crisis, all children must
have teachers who are trained, motivated and
enjoy teaching, who can identify and support
weak learners, and who are backed by
well-managed education systems.

As this Report shows, governments can increase
access while also making sure that learning
improves for all. Adequately funded national
education plans that aim explicitly to meet the
needs of the disadvantaged and that ensure
equitable access to well-trained teachers must
be a policy priority. Attracting and retaining the
best teachers as a means to end the learning
crisis requires a delicate juggling act on the part
of policy-makers.

To ensure that all children are learning, teachers
also need the support of an appropriate
curriculum and assessment system that pays
particular attention to the needs of children

in early grades, when the most vulnerable are

in danger of dropping out. Beyond teaching

the basics, teachers must help children gain
important transferable skills to help them
become responsible global citizens.

The learning crisis hits the disadvantaged
hardest

Despite impressive gains in access to education
over the past decade, improvements in quality
have not always kept pace. Many countries are
not ensuring that their children achieve even the
most basic skills in reading and mathematics.
The disadvantaged are the most likely to suffer
because of insufficient numbers of trained
teachers, overstretched infrastructure and
inadequate materials. Yet it is possible for
countries to extend access to school while also
improving equitable learning.
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The global learning crisis: action is urgent

Of the world’s 650 million primary school age
children, at least 250 million are not learning the
basics in reading and mathematics. Of these,
almost 120 million have little or no experience of
primary school, having not even reached grade 4.
The remaining 130 million are in primary school
but have not achieved the minimum benchmarks
for learning. Often unable to understand a
simple sentence, these children are ill equipped
to make the transition to secondary education.

There is a vast divide between regions in learning
achievement. In North America and Western
Europe, 96% of children stay in school until grade
4 and achieve the minimum reading standards,
compared with only one-third of children in South
and West Asia and two-fifths in sub-Saharan
Africa. These two regions account for more

than three-quarters of those not crossing the
minimum learning threshold.

The learning crisis is extensive. New analysis
shows that less than half of children are learning
the basics in 21 out of the 85 countries with full
data available. Of these, 17 are in sub-Saharan
Africa; the others are India, Mauritania, Morocco
and Pakistan.

This learning crisis has costs not only for the
future ambitions of children, but also for the

current finances of governments. The cost of
250 million children not learning the basics is
equivalent to US$129 billion, or 10% of global
spending on primary education.

Global disparities mask huge inequalities
within countries

While average figures on learning achievement
provide an overall picture of the scale of the
learning crisis, they can conceal large disparities
within countries. Poverty, gender, location,
language, ethnicity, disability and other factors
mean some children are likely to get less
support from schools to improve their learning.

How much a child learns is strongly influenced
by family wealth. Analysis of 20 African countries
for this year’s Report shows that children from
richer households are more likely not only to
complete school, but also to achieve a minimum
level of learning. By contrast, in 15 of the

countries, no more than one in five poor children
reach the last grade and learn the basics.

In Latin America, where performance is higher
in general, children from disadvantaged
backgrounds also lag far behind their wealthier
peers. In El Salvador, 42% of children from the
poorest households complete primary education
and master the basics, compared with 84% of
those from richest households.

Girls in poor households face some of the worst
disadvantages, indicating that there is an urgent
need to tackle gender gaps through education
policies. In Benin, for example, around 60%

of rich boys stay in school and attain basic
numeracy skills, compared with 6% of poor girls.

Living in a disadvantaged area - especially rural
ones, which often lack teachers and teaching
resources - is a huge barrier to learning. In
the United Republic of Tanzania, only 25% of
poor children in rural areas learn the basics,
compared with 63% of rich children in urban
areas. In some Latin American countries,
including El Salvador, Guatemala, Panama
and Peru, achievement gaps in mathematics
and reading between rural and urban students
exceed 15 percentage points.

Location-related disadvantages begin in the early
grades and widen. In Ghana, urban students
were twice as likely as rural students to reach
minimum levels of English in 2011 in grade 3,
and more than three times as likely by grade 6.

Geographical disadvantage is often aggravated
by poverty and gender. In Balochistan province,
Pakistan, only 45% of children of grade 5

age could solve a two-digit subtraction,
compared with 73% in wealthier Punjab
province. Only around one-quarter of girls
from poor households in Balochistan achieved
basic numeracy skills, while boys from rich
households in the province fared much better,
approaching the average in Punjab.

The discrimination some indigenous or

ethnic groups face is reinforced by the fact
that the language used in the classroom may
not be one that they speak. In Peru in 2011,
Spanish speakers were more than seven times
as likely as indigenous language speakers

to reach a satisfactory standard in reading.

The cost of
250 million
children not
learning the
basics is
equivalent to
US$129 billion
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Well-designed bilingual programmes taught by
qualified teachers can help children overcome
this challenge.

Children who learn less are more likely to
leave school early. In Ethiopia, India, Peru
and Viet Nam, children who achieved lower
scores in mathematics at age 12 were more
likely than others to drop out by age 15. In
Viet Nam, for instance, almost half the poorer
performers at age 12 had dropped out by age
15, compared with around one in five of the
stronger performers.

The disadvantages children face in gaining
access to school and remaining there will stay
with them into secondary school. In South Africa,
for example, there is a vast gap in learning
between rich and poor, with only 14% of poor
adolescents achieving the minimum standard in
mathematics, comparable to the performance of
poor students in Ghana, a country that has less
than one-fifth South Africa’s wealth. Such gaps
are not inevitable. Botswana has achieved much
higher levels of learning thanks largely to its
much narrower gap between rich and poor.

In some countries, the gap between rich and
poor becomes more apparent in later grades.
In Chile, for example, while the gap is narrow
at grade 4, 77% of rich students achieve the
minimum standards by grade 8, compared with
44% of poor students.

Rich countries are also failing to ensure that
the marginalized can learn

While rich countries” achievement levels are
generally higher, their education systems also
fail significant minorities. For example, over
10% of grade 8 students in Norway and England
performed below minimum learning levels in
mathematics in 2011.

While East Asian countries, including Japan,
the Republic of Korea and Singapore, have
shown it is possible to overcome the
disadvantages those living in poverty face, the
same cannot be said for some OECD countries
and for wealthy countries in the Arab States.
The chance of a poor student in Oman achieving
minimum learning standards, for example,

is similar to that of a student in less wealthy
countries, such as Ghana. In New Zealand,

only two-thirds of poor students achieved the
minimum standards, compared with 97% of
rich students.

Immigrant students face a high risk of
marginalization in education, resulting in lower
levels of learning achievement. In France,
Germany and the United Kingdom, over 80%

of 15-year-old students achieve minimum
benchmarks in reading. But immigrants perform
far worse: in the United Kingdom, the proportion
of immigrants making it above the minimum
benchmark is no better than the average for
Turkey, while Germany’s immigrants are on a par
with students in Chile. Immigrants in France face
particular problems, with less than 60% passing
the minimum benchmark - equivalent to the
average for students in Mexico.

Indigenous children in high income countries
often face disadvantage, and the gap in learning
outcomes with the rest of the population has
been persistent. In Australia, around two-thirds
of indigenous students achieved the minimum
benchmark in grade 8 between 1994/95 and
2011, compared with almost 90% of their
non-indigenous peers.

Improving learning while expanding access

It is often claimed that expanding access to
primary school in poorer countries means
lowering the quality of education. Yet, although
vast numbers of children are not learning

the basics, some countries have been able to
get more children into school while ensuring
that they learn once there. This balance is
particularly impressive given that new entrants
are more likely to come from marginalized
households. Even so, far more needs to be done
to bridge the learning gap more quickly, even in
richer countries.

The United Republic of Tanzania made great
strides in the numbers of students reaching
the end of primary school, partly because
primary school fees were abolished in 2001.
Between 2000 and 2007, the proportion of
children who completed primary school rose
from half to around two-thirds, while the
proportion learning the basics in mathematics
increased from 19% to 36%. This is equivalent
to around 1.5 million additional children
learning the basics. While it is unacceptable
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that 27% were in school but not learning the
basics, the fact that the problems with quality
were already apparent in 2000 suggests that they
were mare inherent in the education system than
directly associated with education expansion.

In Malawi and Uganda, access and quality did
not improve significantly between 2000 and 2007,
and the learning gap between rich and poor
widened. These countries face a triple challenge,
needing to strengthen access, quality and equity.

At secondary level, too, efforts to increase access
have not always succeeded in increasing learning
and reaching the disadvantaged. In Mexico, as
access increased, the share of students performing
above minimum benchmarks also increased,
from one-third in 2003 to one-half in 2009.
Targeted social protection programmes aimed at
disadvantaged families helped improve learning
outcomes for the rich and poor alike. In Ghana,
by contrast, while secondary enrolment increased
from 35% in 2003 to 46% in 2009, and performance
in numeracy also increased by 10 percentage
points, gender gaps in learning more than doubled
and the poorest barely benefited at all.

Malaysia experienced a particularly worrying
trend of worsening learning outcomes coupled
with widening inequality and an increasing
number of adolescents out of school. In 2003,
the vast majority of adolescents passed the
minimum benchmark, whether rich or poor.
However, only around half the poorest boys
reached the minimum benchmark in 2011,
compared with over 90% in 2003. Poor boys in
Malaysia went from being similar to average
performers in the United States to being similar
to those in Botswana.

Poor quality education leaves a legacy
of illiteracy

The quality of education during childhood has a
marked bearing on youth literacy. New analysis
for this Report, based on direct assessments of
literacy in household surveys, shows that youth
illiteracy is more widespread than previously
believed: around 175 million young people in
low and lower middle income countries -
equivalent to around one-quarter of the youth
population - cannot read all or part of a
sentence. In sub-Saharan Africa, 40% of young
people are not able to do so.

Young women are the worst affected of all,
making up 61% of youth who are not literate.
In South and West Asia, two out of three of
young people who cannot read are young
women.Comparisons among countries

expose the widespread problems of illiteracy. In low and

In 9 of the 41 low and lower middle income lower middle
countries in the analysis, more than half of income

15-to _24—year_—old5 are not literat_e. All these countries,
countries are in sub-Saharan Africa. one-quarter
The analysis confirms the assumption that of youth
children need to spend at least four years cannot read
in school to become literate: among those a sentence

who have spent four years or less in school,
around 77% are not able to read all or part of a
sentence. In 9 of the 41 countries analysed, more
than half of young people have spent no more
than four years in school, and almost none of
them are literate.

Spending five or six years in school, equivalent

in some systems to completing a full cycle of
primary schooling, does not guarantee literacy,
however. In the 41 countries in the analysis,
around 20 million young people still cannot read
all or part of a sentence - equivalent to one in
three of those who leave school after grade 5 or 6.

Young people from poorer households are far
less likely to be literate. Among the countries
analysed, more than 80% of those from rich
households can read a sentence in 32 countries,
but 80% of the poor can do so in only 4 countries.
At the other end of the scale, less than half of
poor youth can read a sentence in 22 countries,
while the rich fall below this threshold only in
Niger. In several countries, including Cameroon,
Ghana, Nigeria and Sierra Leone, the difference
in youth literacy rates between rich and poor is
more than 50 percentage points.

Disadvantages in acquiring basic skills are
further compounded by a combination of poverty,
gender, location and ethnicity. In Senegal,

only 20% of rural young women could read in
everyday situations in 2010, compared with 65%
of urban young men. In Indonesia, almost all
rich young women in Bali province have literacy
skills, while just 60% of poor women in Papua
province are literate.

These outcomes may reflect the combined
effects of poverty, isolation, discrimination and
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cultural practices. However, they also echo
failures of education policy to provide learning
opportunities for the most disadvantaged
populations, and they indicate an urgent need to
provide these people with a second chance.

There are some signs of improvement in

youth literacy that offer hope. Thanks to the
expansion of primary schooling over the past
decade, the youth literacy rate increased in
Ethiopia from 34% in 2000 to 52% in 2011. Youth
literacy has also improved in Nepal, especially
among the most disadvantaged, who started with
very low levels of literacy. Literacy among poor
young women increased from 20% in 2001 to
55% in 2011.

Information on how much children with
disabilities are learning is so scarce

that analysis is difficult. Uganda provides a

rare example where information is sufficient

to compare literacy rates of young people
according to types of impairment. In 2011,
around 60% of young people with no identified
impairment were literate, compared with 47% of
those with physical or hearing impairments and
38% of those with mental impairments.

Striving for equal learning, including for children
and youth with disabilities, requires identifying
the particular difficulties children and young
people with various types of disadvantage face,
and implementing policies to tackle them.

Making teaching quality a national priority

Strong national policies that give a high

priority to improving learning and teaching are
essential to ensure that all children in school
obtain the skills and knowledge they are meant
to acquire. Education plans should describe
goals and establish benchmarks against which
governments can be held to account, as well as
ways to achieve the goals. Improving learning,
especially among the most disadvantaged
children, needs to be made a strategic objective.
Plans should include a range of approaches to
improve teacher quality, devised in consultation
with teachers and teacher unions. They also
need to guarantee that strategies will be backed
by sufficient resources.

Quality must be made a strategic objective in
education plans

The global learning crisis cannot be overcome
unless policies aim to improve learning for

the disadvantaged. Of 40 national education
plans reviewed for this Report, 26 list improved
learning outcomes as a strategic objective.
While the plans of all 40 countries address the
needs of disadvantaged groups to some extent,
learning is often only addressed as a by-product
of increased access.

To improve learning for all, national education
plans must improve teacher management
and quality. Only 17 of the 40 plans include
strategies for improving teacher education
programmes, and only 16 envisage further
training of teacher educators.

It is even less common for plans to recognize
explicitly that improving teaching quality can
enhance learning outcomes. In Kenya, in-service
training is aimed at substantially boosting the
learning of primary school leavers in poorly
performing districts. South Africa and Sri Lanka
link recruitment of teachers with improvements
in quality and learning.

Governments need to get incentives right to
attract and retain the best teachers. Of the

40 plans reviewed, 10 include reforms to improve
teacher pay and 18 emphasize better career
paths and promotion prospects.

Only some of the plans target teacher reforms at
improving learning for disadvantaged students,
mainly by getting teachers into disadvantaged
areas. Among the 28 plans that aim to send
teachers to disadvantaged areas, 22 aim to
provide incentives, such as housing benefits and
salary supplements. In 14 countries, education
plans include incentives to promote deployment
to rural areas, while 8, including Afghanistan,
actively encourage female teachers. Cambodia’s
plan is notable for strategies to recruit teachers
from target areas and ethnic groups and deploy
them where they are most needed. In remote
areas, where student numbers are often small,
teachers may have to teach more than one age
group at the same time. In Cambodia, Kenya and
Papua New Guinea, there are plans to provide
training in multigrade teaching.
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Few plans highlight the need for support
to students who are falling behind.
Guyana’s is one exception; it gives a high
priority to building teachers’ capacity to
deliver targeted programmes.

For plans to be successfully implemented,

they need to be backed by sufficient resources,
but only 16 of the 40 policy documents reviewed
include a budget breakdown. Countries assign
different levels of importance in their budgets
to policies aimed at improving education
quality: they amount to over a fifth of the budget
in Papua New Guinea, but to 5% or less in
Palestine, for example. Few plans earmark
expenditure for the disadvantaged, however.

Policies can only be effective if those
responsible for implementing them are
involved in shaping them. However, a survey
in 10 countries showed that only 23% of
teachers thought they had influence over
policy and practice. Given their reach, teacher
unions are key partners for governments. In
some countries, engaging teacher unions
has improved policies aimed at helping
disadvantaged groups. In the Plurinational
State of Bolivia, for example, teacher unions
campaigned to ensure that indigenous rights
were enshrined in the constitution.

Overall, teachers and their unions can help make
sure policies are effective. Thus it is important to
include them from the early stages in designing
strategies aimed at tackling learning deficits.

Getting enough teachers into classrooms

The quality of education is held back in many
of the poorest countries by a lack of teachers,
which often results in large class sizes in early
grades and in the poorest areas. Future teacher
recruitment needs are determined by current
deficits, demographics, enrolment trends and
numbers of children out of school. Analysis by
the UNESCO Institute for Statistics shows that,
between 2011 and 2015, 5.2 million teachers -
including replacement and additional teachers
- need to be recruited to ensure that there are
sufficient teachers to achieve universal primary
education. This amounts to over 1 million
teachers per year, equivalent to about 5% of the
current primary school teaching force.

Most initial teacher education programmes last
at least two years. With 57 million children still
out of school, it is unlikely that countries with

a lack of teachers will be able to meet the 2015
Education for All deadline for achieving universal
primary education. Nevertheless, countries must
start planning now to make up the shortfall. If the
deadline were extended to 2020, accounting for
projected increases in enrolment, the number of
teachers required would rise to 13.1 million over
9 years. If it were extended to 2030, 20.6 million
teachers would be needed over 19 years.

Of the teachers required between 2011 and
2015, 3.7 million are needed to replace teachers
who retire, change occupations or leave due to
illness or death. The remaining 1.6 million are
the additional teachers needed to make up the
shortfall, address expanding enrolment and
underwrite quality by ensuring that there are no
more than 40 students for every teacher. Thus,
around 400,000 additional teachers need to be
recruited each year if there are to be sufficient
teachers by 2015.

Sub-Saharan Africa accounts for 58% of the
additional primary teachers needed, requiring
approximately 225,000 per year between 2011
and 2015. However, over the past decade the
average annual increase in the region has been
only 102,000.

Nigeria has by far the largest gap to fill. Between
2011 and 2015, it needs 212,000 primary school
teachers, 13% of the global total. Of the 10
countries needing the most additional primary
teachers, all but one are in sub-Saharan Africa,
the exception being Pakistan.

The challenge of recruiting teachers becomes
even greater when the needs of lower secondary
education are taken into account. To achieve
universal lower secondary education by 2030
with 32 students per teacher, an additional 5.1
million would be needed, or 268,000 per year.
Sub-Saharan Africa accounts for half of the
additional lower secondary school teachers
needed over this period.

It is unlikely that the countries with the most
severe teacher gaps can recruit the numbers
needed by 2015. Of the 93 countries that need to
find additional primary school teachers by 2015,
only 37 will be able to bridge the gap; 29 will not

In Bolivia,
teacher unions
campaigned
to ensure that
indigenous
rights were
enshrined

in the
constitution
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even be able to fill the gap by 2030. Meanwhile,
148 countries need more teachers for lower
secondary schools by 2015; 29 countries will not
have filled this gap by 2030.

To fill the teacher gap by 2015, some countries
need to speed up expansion of their teacher
force. Rwanda and Uganda would need to
expand recruitment by 6%, on average,
compared with a current average increase

of 3% per year. In Malawi, the teaching force is
growing by just 1% per year, which is far from
sufficient to reduce the pupil/teacher ratio from
76:1 to 40:1. For Malawi to meet the universal
primary education goal by 2015, it would need
to increase its teaching force by 15% annually
between 2011 and 2015.

Many poor countries will not be able to fill their
teacher gap simply because they do not have
enough upper secondary school graduates -
the minimum qualification for primary teacher
trainees. In 8 out of 14 countries in sub-Saharan
Africa, at least 5% of all upper secondary school
graduates in 2020 would need to be drawn into
teaching to fill the teacher gap, rising to almost
25% in Niger. By comparison, just over 3% of
those in the labour force with at least secondary
education are primary school teachers in middle
income countries.

Teachers need not only to be recruited, but

also to be trained. Many countries, especially in
sub-Saharan Africa, also need to train existing
teachers. Mali, for example, recruited teachers
at a rate of 9% per year over the past decade,
which helped lower the number of pupils per
teacher from 62 in 1999 to 48 in 2011. However,
many of these teachers are untrained. The
result is that Mali's ratio of pupils per trained
teacher, 92:1, is one of the world’s highest. On its
past trend of trained teacher recruitment, Mali
would not achieve a ratio of 40 pupils per trained
teacher until 2030.

Countries that have many untrained teachers
need to find ways to train them. In 10 out of 27
countries with available data, this challenge

is greater than that of recruiting and training
new teachers. In Benin, 47% of teachers were
trained in 2011. The country needs to expand
teacher recruitment by just 1.4% per year to
achieve UPE by 2020, but the number of existing
teachers who need to be trained would have to

grow by almost 9% per year, well above Benin’s
6% average annual growth rate since 1999 for
trained teachers.

The shortage of trained teachers is likely to
affect disadvantaged areas in particular. In

the northern state of Kano, one of the poorer
parts of Nigeria, the pupil/trained teacher ratio
exceeded 100 in 2009/10, with at least 150 pupils
per trained teacher in the most disadvantaged
25% of schools.

Children in the early grades who live in remote
areas often face a double disadvantage. In
Ethiopia, for example, where 48% of teachers
are trained, only around 20% of teachers were
trained in grades 1to 4 in 2010, compared with
83% in grades 5 to 8.

Countries that require additional teachers will
have to increase their overall budgets for teacher
salaries. New analysis by the UNESCO Institute
for Statistics for this Report finds that US$4
billion annually is needed in sub-Saharan Africa
to pay the salaries of the additional primary
school teachers required to achieve UPE by 2020,
after taking into account projected economic
growth. This is equivalent to 19% of the region’s
total education budget in 2011. Nigeria alone
accounts for two-fifths of the gap.

While the required increases may seem vast,
most countries should be able to meet them

if their economies grow as projected and if

they dedicate a larger share of their GDP to
education while staying within the benchmark of
3% allocated to primary education. On average,
sub-Saharan African countries would have to
increase the share of the budget they allocate to
education from 12% to 14% in 2011 to close the
teacher gap by 2020.

The financing challenge is inevitably greater for
lower secondary school. In sub-Saharan Africa,
recruiting enough teachers to achieve universal
lower secondary education by 2030 would add
US$9.5 billion to the annual education budget.

While many countries should be able to meet
the cost of recruiting and paying the required
additional primary teachers from their national
budgets, they will also need to pay for teacher
training, as well as school construction and
learning materials, to ensure that children
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receive an education of a good quality. Expanding
the lower secondary teacher workforce will place
a further burden on national budgets. Some of
the poorest countries are therefore likely to face
a substantial financing gap and will require the
support of aid donors. This need is likely to be
even greater when the cost of expanding teacher
education programmes is taken into account.

However, between 2008 and 2011, donors
spent only US$189 million per year, on
average, on pre-service and in-service teacher
education programmes, equivalent to 2% of the
education aid budget. While the countries most
in need are in sub-Saharan Africa, the largest
country recipients of this aid included richer
middle income countries such as Brazil, China
and Indonesia.

Four strategies to provide the best teachers

Policy-makers need to give teachers every
chance to put their motivation, energy,
knowledge and skills to work in improving
learning for all. This Report describes the four
strategies that governments need to adopt to
attract and retain the best teachers, improve
teacher education, allocate teachers more fairly
and provide incentives in the form of appropriate
salaries and attractive career paths. It then
highlights the areas of teacher governance

that need to be strengthened to ensure that the
benefits of these four strategies are realized.

Strategy 1: Attract the best teachers

I chose to be a teacher because | believe that

education has the power to transform the society

we live in. What motivates me to be a good teacher

is to be an active agent in this change that is

so necessary for my country to fight against

discrimination, injustice, racism, corruption, poverty.
- Ana, teacher, Lima, Peru

The first step to getting good teachers is to
attract the best and most motivated candidates
into the profession. Many people who decide to
become teachers are driven by the satisfaction of
helping students learn, fulfil their potential and
develop into confident, responsible citizens.

It is not enough just to want to teach. People
should enter the profession having received a
good education themselves. They need to have
at least completed secondary schooling of
appropriate quality and relevance, so that they
have a sound knowledge of the subjects they will
be teaching and the ability to acquire the skills
needed to teach.

Teaching does not always draw the best
candidates, however. In some countries, teaching
is seen as a second-class job for those who

do not do well enough academically to enter
more prestigious careers, such as medicine or
engineering. The level of qualification required
to enter teaching is a signal of the field’s
professional status. To elevate the status of
teaching and attract talented applicants, for
example, Egypt has introduced more stringent
entry requirements, requiring candidates to
have strong performance in secondary school
as well as a favourable interview assessment.
Once selected, candidates also have to pass an
entrance examination to establish whether they
match the profile of a good teacher.

Making sure there are enough female teachers
and recruiting teachers from a wide range of
backgrounds are important factors in providing
an inclusive, good quality education. Flexible
policies for entry qualifications may be required
to improve diversity of the teaching force. In
South Sudan, women make up about 65% of the
post-war population, yet less than 10% of all
teachers are women. To increase the number
of female teachers, financial and material
incentives have been given to over 4,500 girls

to complete secondary school and to women
trainees to enter the teaching profession.

Recruiting teachers from under-represented
groups to work in their own communities
guarantees that children have teachers
familiar with their culture and language.
Flexible policies on entry requirements can help
increase the number of candidates recruited
from ethnic minority groups. In Cambodia,
where teacher trainees normally have to have
completed grade 12, this requirement is waived
for remote areas where upper secondary
education is unavailable, increasing the pool

of teachers from ethnic minorities.

Donors spend

only US$1
million pe
year on
teacher
education

89
r
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Strategy 2: Improve teacher education so all
children can learn

Initial teacher education should impart the
skills needed to teach - especially for teaching
the disadvantaged and those in early grades -
and lay the foundation for ongoing training. But
initial teacher education is not always effective
in preparing teachers to deliver good quality,
equitable education.

Trainees need a good understanding of the
subjects they will be teaching. In low income
countries, however, teachers often enter the
profession lacking core subject knowledge
because their own education has been poor. In a
2010 survey of primary schools in Kenya, grade

6 teachers scored only 60% on tests designed for
their students. In such circumstances, teacher
education programmes need to start by ensuring
that all trainees acquire a good understanding of
the subjects they will be teaching.

Teacher education institutions often do not have
time to upgrade weak subject knowledge, partly
because of competing curriculum demands.

In Kenya, teacher trainees are required to take
up to 10 subjects and participate in teaching
practice in the first year. This leaves little time

to fill gaps in subject knowledge. Ghana has
addressed this problem by making trainees pass
an examination on subject knowledge in their
first year.

Teachers need not only sound subject knowledge
but also training in how to teach, particularly in
the early grades. However, teachers are seldom
trained in these skills. In Mali, few teachers
were able to teach their pupils how to read.
Teachers had been inadequately prepared to
apply the required teaching methods and did

not give sufficient attention to supporting pupils’
individual reading. This is no doubt an important
reason why nearly half the pupils in Mali could
not read a word in their own language at the end
of grade 2. Teachers are also rarely prepared
for the reality of multilingual classrooms.

In Senegal, for example, only 8% of trainees
expressed any confidence about teaching
reading in local languages.

As a result of inadequate training, including
overemphasis on theory rather than practice,
many newly qualified teachers are not confident

that they have the skills necessary to support
children with more challenging learning
needs, including those with severe physical
or intellectual disabilities, in mainstream
classrooms. To address this, teachers in

Viet Nam create individual education plans for
all learners, designing and adapting activities
for children with different learning needs, and
assessing learning outcomes of children with
special needs.

Teacher education should also prepare
teachers for remote or under-resourced schools,
where some teachers need to teach multiple
grades, ages and abilities in ane classroom.

In some countries in sub-Saharan Africa,
including Burkina Faso, Mali, Niger, Senegal
and Togo, at least 10% of students study in such
classrooms. A small project in Sri Lanka trained
teachers to develop lesson plans and
grade-appropriate tasks for classes combining
grades 4 and 5. Results indicated that such
methods had a positive impact on pupils’
achievement in mathematics.

Countries with high student learning
outcomes require trainees to receive practical
training in classrooms before teaching.

This is especially important for teachers

who teach in under-resourced and diverse
classrooms, but is rarely provided. In Pakistan,
trainee teachers only spend 10% of their
training time in classrooms. To address this
need, an NGO teacher education programme
in Malawi includes a full year of practice
teaching in rural districts. Some 72% of the
participants said the school practice component
was the area of study that most prepared them
for teaching in rural areas. In addition, 80% of
them gained experience in providing remedial
support to students, compared with 14% in
government colleges.

Teachers also need training in how attitudes to
gender can affect learning outcomes. In Turkey,
a one-term pre-service course on gender equity
had a significant impact on female teachers’
gender attitudes and awareness.

All teachers require continuing support once
they reach the classroom to enable them to
reflect on teaching practices, to foster motivation
and to help them adapt to change, such as using
a new curriculum or language of instruction.
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Ongoing training can also provide teachers with
new ideas about how to support weak learners.
Teachers who have received some in-service
training are generally found to teach better than
those who have not, although it depends on the
purpose and quality of the training.

Ongoing training is even more important for
teachers who enter classrooms with little or no
pre-service teacher education, or whose training
has not sufficiently exposed them to the reality
of the classroom. In Benin, many teachers have
been hired as community or contract teachers
with no pre-service teacher education. A
programme designed in 2007 offers them three
years of training to give them qualifications
equivalent to those of civil service teachers.

Teachers in conflict zones are among those
most in need of a coherent strategy to upgrade
their skills. In the Dadaab refugee camps in
northern Kenya, 90% of teachers are hired from
the refugee community, only 2% of whom are
qualified. Refugee teachers are ineligible for
admission to higher education institutions in
Kenya, and so require alternative qualification
options. A teacher management and development
strategy for 2013-2015 aims to provide them
with training, including school-based practice.
The strategy also recommends qualification

and certification options for teachers who

meet minimum higher education admission
requirements, as well as options for the majority
who do not meet the requirements.

Ongoing training can bridge gaps in the quality
and relevance of pre-service teacher education,
but often fails to foster the skills teachers

need to respond to particular learning needs,
especially in the early grades. An Early Grade
Reading Assessment in Liberia found that
around one-third of grade 2 students were
unable to read a word. As a result, in 2008,

the Ministry of Education launched a new
programme consisting of teacher education
and support, structured lesson plans, teaching
resource materials, and books for children

to take home. Teachers participated in an
intensive one-week course in early grade
reading instruction and how to use formative and
diagnostic assessment to identify and support
weak learners. This was followed up with
classroom-based support from trained mentors
over two years. Pupils in this programme

increased their reading comprehension
scores by 130%, compared with 33% for
non-participants.

In many low income countries, teaching relies
on traditional approaches such as lecturing, rote
learning and repetition, rather than fostering
transferable skills such as critical thinking. A
school-based teacher development programme
in Kenya has shown that training can be effective
in helping teachers adopt learner-centred
methods. The programme, involving self-study
using distance-learning materials and meetings
with tutors at cluster resource centres, led

to teaching becoming more interactive, with
improved use of lesson plans and resources.

The key role that teacher educators play in
shaping teachers’ skills is often the most
neglected aspect of teacher preparation
systems, particularly in developing countries.
Many teacher educators seldom set foot in
local schools to learn about the challenges
prospective teachers face. Analysis of six
sub-Saharan African countries found that
teacher educators helping train teachers how
to teach reading skills were rarely experts in
approaches used in the field.

Reforms aimed at helping disadvantaged
students need to ensure that teacher educators
are trained to give teachers appropriate support.
In Viet Nam, many teacher educators had limited
awareness of how to deal with diversity until
training was provided for teacher educators from
universities and colleges to act as experts on
inclusive education in pre-service programmes.

Not only is the quality of teacher education

often insufficient, but many teacher education
institutions also lack the capacity for the huge
numbers of people needing to be trained, and
expanding capacity is costly. Using technology

to provide training from a distance is one way

to reach larger numbers of trainees. Distance
education programmes must be of adequate
quality, and should be complemented by
mentoring and face-to-face support at key stages.

The extent to which information and
communication technology (ICT) is used in
distance learning for teacher education is
dictated by ICT infrastructure and resources, and
the needs of target audiences. In South Africa,
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where surveys revealed that only 1% of
teachers had regular Internet access but the
vast majority had access to mobile phones, a
teacher education programme supplements
paper-based distance learning with text
messaging. In Malawi, battery-powered DVD
players and interactive instructional DVDs are
used to assist with training.

Distance teacher education programmes
could reach more future teachers at lower
cost than programmes in teacher education
institutions. Costs per student graduating from
distance programmes have been estimated

at between one-third and two-thirds of
conventional programmes.

Strategy 3: Get teachers where they are
most needed

Teachers are understandably reluctant to work in
deprived areas, which lack basic facilities such
as electricity, good housing and health care. If
the best teachers seldom work in remote, rural,
poor or dangerous areas, however, the learning
opportunities of children who are already
disadvantaged suffer further as a result of larger
class sizes, high rates of teacher turnover and a
scarcity of trained teachers.

Governments need to devise strategies to
ensure that teachers are equally allocated,
but they rarely do so. In Yemen, schools with
500 students were found to have between

4 and 27 teachers. In South Sudan, average
pupil/teacher ratios varied from 51:1 in
Central Equatoria to 145:1 in Jonglei.

Unequal distribution of teachers is one reason
some children leave school before learning the
basics. In Bangladesh, only 60% of students reach
the last grade of primary school in subdistricts
where there are 75 students per teacher,
compared with three-quarters where there are 30.

The unequal allocation of teachers is affected by
four main factors:

Urban bias: Weak infrastructure in rural areas
means teachers are less keen to teach there.
In Swaziland, for example, remote rural
schools are mostly staffed with newly recruited,
inexperienced teachers and teachers with low
qualifications.

Ethnicity and language: Because education levels
of ethnic minorities are often lower, fewer can
apply to be teachers. In India, states cannot

fill their caste-based quotas for recruitment of
teachers unless teachers with lower levels of
qualifications are hired.

Gender: Women are less likely than men to
work in disadvantaged areas. In Rwanda, only
10% of primary school teachers were female in
Burera district, compared with 67% in wealthier
Gisagara district.

Subjects: In secondary schools, in particular,
there are often teacher shortages in specific
subjects. In Indonesia, for example, at junior
secondary level there is a surplus of teachers in
religion, but a shortage in computer science.

To achieve a balance of teachers across

the country, some governments post

teachers to disadvantaged areas. One reason
for the Republic of Korea's strong and

more equitable learning outcomes is that
disadvantaged groups have better access to
more qualified and experienced teachers.

Qver three-quarters of teachers in villages
have at least a bachelor’s degree, compared
with 32% in large cities, and 45% have more
than 20 years of experience, compared with
30% in large cities. Teachers working in
disadvantaged schools benefit from incentives
such as an additional stipend, smaller class
sizes, less teaching time, the chance to choose
their next school after teaching in a difficult area
and greater promotion opportunities.

Providing incentives is a way to encourage
teachers to accept difficult postings. Safe
housing is particularly important in encouraging
women to teach in rural areas, as in Bangladesh.
The Gambia introduced an allowance of 30% to
40% of their base salary for positions in remote
regions. By 2007, 24% of teachers had requested
a transfer to hardship schools.

Alternatively, countries can recruit teachers
from within their own communities. In Lesotho,
a system of local recruitment allows school
management committees to hire teachers,
who apply directly to the schools for vacant
posts. As a result, there is relatively little
difference in pupil/teacher ratios between
rural and urban areas.
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Some countries are opening alternative
pathways into teaching to attract highly
qualified professionals with strong subject
knowledge. One approach is exemplified by
the Teach for All programmes in a range of
countries, which recruit graduates with strong
subject-level degree qualifications to teach in
schools that predominantly serve disadvantaged
students. Evidence from evaluations of Teach
for America suggests that, once they have
gained some experience, these teachers help
improve students’ learning, provided they
receive some training.

Strategy 4: Provide the right incentives to
retain the best teachers

Salaries are just one of many factors that
motivate teachers, but they are a key
consideration in attracting the best candidates
and retaining the best teachers. Low salaries
are likely to damage morale and can lead
teachers to switch to other careers. At the
same time, teacher salaries make up the
largest share of most education budgets, so
they need to be set at a realistic level to ensure
that enough teachers can be recruited.

The level of teacher salaries influences
education quality. In 39 countries, a 15% rise in
pay increased student performance by 6% to 8%.
However, teachers in some countries do not even
earn enough to lift their households above the
poverty line. A teacher who is the main
breadwinner, and has at least four family
members to support, needs to earn at least
US$10 per day to keep the family above the
poverty line of US$2 per day per person.
However, average teacher salaries are below
this level in eight countries. In the Central
African Republic, Guinea-Bissau and Liberia,
teachers are paid no more than US$5, on
average. Teacher salaries are similarly low in
the Democratic Republic of the Congo, where
communities often have to supplement their pay.
Communities that are too poor to do so suffer
from further disadvantage, losing good teachers.

In some countries, few teachers can afford
basic necessities without taking a second job.
In Cambodia, where a teacher salary did not
cover the cost of basic food items in 2008, over
two-thirds of teachers had a second job.
National data on average teacher pay disguise

variations in pay among different types of
teachers: salaries are often considerably less
than average for teachers at the beginning of
their career, unqualified teachers and those

on temporary contracts. In Malawi, those
entering the profession, or lacking the academic
qualifications needed for promotion, earn less
than one-third of teachers in the highest pay
category. Their salary was equivalent to just
US$4 per day in 2007/08.

When teachers are paid less than people in
comparable fields, the best students are less
likely to become teachers, and teachers are
more likely to lose motivation or leave the
profession. In Latin America, teachers are
generally paid above the poverty threshold,

but their salaries do not compare favourably
with those working in professions requiring
similar qualifications. In 2007, professionals
and technicians with similar characteristics
earned 43% more than pre-school and primary
school teachers in Brazil, and 50% more in Peru.

In sub-Saharan Africa and South and West
Asia, policy-makers have responded to the
need to expand education systems rapidly by
recruiting teachers on temporary contracts
with little formal training. Contract teachers
are usually paid considerably less than civil
service teachers; some are hired directly by the
community or by schools.

In West Africa, contract teachers made up

half the teaching force by the mid-2000s. At
the end of the decade, there were far more
teachers on temporary contracts than on civil
service contracts in some of these countries:
the proportion reached almost 80% in Mali and
Niger and over 60% in Benin and Cameroon. In
Niger, contract teachers earn half as much as
civil service teachers.

In some countries, governments eventually
hire contract teachers as civil service teachers.
In Benin, for example, contract teachers, with
the support of teacher unions, campaigned to
obtain more stable employment conditions and
better pay. In 2007, the government issued a
decree absorbing into the civil service contract
all teachers who had achieved the required
qualifications. Thus, despite the share of
contract teachers having increased dramatically,
the average teacher salary in Benin rose by

Average
teacher
salaries
are below
US$10 per
day in

8 countries
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45% between 2006 and 2010 as the salaries of
contract and civil service teachers converged.

In Indonesia, where contract teachers made
up over a third of the primary school teaching
force in 2010, regular teachers earned up to
40 times their salary. The government ensured
that contract teachers would eventually attain
civil service status, with implications for the
education budget: giving all contract teachers
permanent status would increase the salary
bill for basic education by 35%, to about

US$9 billion.

Where contract teachers are paid by the
community, sustaining their services depends
on parents’ ability to mobilize funding, putting
considerable financial pressure on poorer
communities. In some cases this can lead

to the government taking over some of the
responsibility, ultimately adding to the budget.
In Madagascar, community teachers, who made
up around half of all teachers in 2005/06, are
hired directly by parent-teacher associations
and generally receive less than half of regular
teachers’ salaries. Since 2006, the government
has increasingly taken on the responsibility for
paying community teachers.

While hiring contract teachers to alleviate
teacher shortages can help in the short term,
it is unlikely to meet the long-term need to
extend quality education. Countries that rely
heavily on contract teachers, notably in West
Africa, rank at or near the bottom for education
access and learning.

Teachers’ salaries - and the rates at which they
increase - are conventionally determined by
formal qualifications, the amount of training
and years of experience. But pay structures
based on these criteria do not necessarily lead
to better learning outcomes. Relating teachers’
pay to the performance of their students is an
alternative approach that has intuitive appeal.
This appeal is supported by PISA data from 28
OECD countries: the countries where teachers’
salaries are adjusted for student performance
have higher scores in reading, mathematics and
science. However, a closer look at the evidence
on performance-related pay from around the
world does not show clear-cut benefits.

It is difficult to find reliable ways to evaluate
which teachers are the best and add the most
value, as experience from the United States
shows. Performance-related pay can also

have unintended side effects on teaching and
learning. In Portugal, it has led to competition
between teachers in ways that can be harmful
for the weakest students. In Mexico, many
teachers are excluded from participating in such
programmes, with those teaching in schools with
low achievement at a disadvantage. Experience
in Brazil suggests that rewarding schools with
collective bonuses may be a more effective way
to improve learning outcomes.

In poorer countries, performance-related

pay has rarely been tried on a large scale,

but experience suggests there is a risk of it
encouraging teachers to teach to the test,
rather than promoting wider learning. In an
experiment in Kenyan primary schools, teachers
were rewarded for good student test scores and
penalized if students did not take end-of-year
examinations. Test scores and examination
attendance increased, but test scores did not
go up in subject areas that were not taken into
account in the teacher pay formula.

A more appropriate way of motivating

teachers is to offer an attractive career path.

In some OECD countries, the difference in pay
between a more experienced teacher and a
new teacher is small and there is little scope
for promotion. In England, for example, a
beginning teacher earns US$32,000 while the
most experienced teacher can receive, at most,
US$15,000 more. By contrast, the Republic of
Korea has a considerably steeper pay structure:
a new teacher earns a similar salary to new
teachers in England, but an experienced teacher
can earn more than twice that. In France,
insufficient career management and other
inadequate teacher policies are contributing to
poor learning.

In many developing countries, teachers’ career
structures are not sufficiently linked to prospects
of promotion that recognize and reward teacher
effectiveness. In 2010, Ghana began reviewing its
teacher management and development policy to
address such concerns.
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Strengthening teacher governance

Better teacher governance is vital to reduce

disadvantage in learning. If days are lost because

teachers are absent or devote more attention

to private tuition than classroom teaching, for
example, the learning of the poorest children can
be harmed. Understanding the reasons behind
these problems is crucial for the design of
effective strategies to solve them. Strong school
leadership is required to ensure that teachers
show up on time, work a full week and provide
equal support to all. Gender-based violence,
which is sometimes perpetrated by teachers,
damages girls’ chances of learning. Strategies
to prevent and respond to teacher misconduct,
and take action against perpetrators, require
advocacy and support from head teachers,
teachers and their unions, as well as
communities, if girls are to be protected.

The scale of absenteeism is evident from surveys
carried out in a range of poor countries over
the past decade: in the mid-2000s, teacher
absenteeism ranged from 11% in Peru to

27% in Uganda. Absenteeism exacerbates the
problem of teacher shortages. In Kenya, where
the typical primary school faces, on average, a
shortage of four teachers, 13% of teachers were
absent during school visits. Absenteeism can
also affect disadvantaged students in particular.
Across India, absenteeism varied from 15% in
Maharashtra and 17% in Gujarat - two richer
states - to 38% in Bihar and 42% in Jharkhand,
two of the poorest states.

Teacher absenteeism harms learning.

In Indonesia, a 10% increase in teacher
absenteeism was estimated to lead to a 7%
decrease in mathematics scores, on average,
and absenteeism was most likely to harm
weaker students: the teacher absence rate was
19% for the quarter of students with the highest
mathematics scores, and 22% for the quarter
with the lowest scores.

Head teachers themselves are sometimes
absent, impeding effective monitoring of teacher
attendance and demonstrating inadequate
leadership regarding the problem. A 2011 survey
of schools in Uganda found that, on average,
21% of head teachers were absent on the day
the schools were visited.

Policy-makers need to understand why

teachers miss school. In some countries,
teachers are absent because their pay is
extremely low, in others because working
conditions are poor. In Malawi, where teachers’
pay is low and payment often erratic, 1in 10
teachers stated that they were frequently absent
from school in connection with financial concerns,
such as travelling to collect salaries or dealing
with loan payments. High rates of HIV/AIDS can
take their toll on teacher attendance. Zambia has
introduced strategies to improve living conditions
for HIV-positive teachers, including greater
access to treatment, provision of nutritional
supplements and loans.

Gender-based violence in schools is a major
barrier to quality and equality in education. A
survey in Malawi found that around one-fifth
of teachers said they were aware of teachers
coercing or forcing girls into sexual relationships.

Programmes and policies addressing gender
discrimination and gender-based violence need to
protect and empower girls, challenge entrenched
practices, bring perpetrators to light and take
action against them. Legal and policy frameworks
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that provide general protection for children need
to be strengthened and publicized, and teachers
need to be made aware of their own roles and
responsibilities. In Kenya, for example, a range
of penalties is available to discipline teachers

in breach of professional conduct, including
suspension and interdiction; new regulations
state that a teacher convicted of a sexual offence
against a pupil is to be deregistered.

Advocacy and lobbying constitute an important
first step in seeing that policies tackling

gender-based violence are in place and enforced.

In Malawi, a project lobbied successfully for
revisions to codes of conduct and stronger
reporting mechanisms. When it ran an
awareness campaign, the number of teachers
who said they knew how to report a code
violation rose by over one-third.

Working directly with teacher unions is a way to
build support for taking action against teachers
who violate codes of conduct. In Kenya, the
National Union of Teachers collaborated with
the Teachers” Service Commission, Ministry of
Education and Children’s Department to help
draft a parliamentary bill that would reinforce
procedures for reporting abuse or violence by
teachers and prevent convicted teachers from
simply being transferred to other schools.

Private tuition is another outcome of poor
teacher governance. If unchecked or
uncontrolled, it can be a detriment to learning
outcomes, especially for the poorest students
who are unable to afford it. Private tutoring by
teachers is often a symptom of badly functioning
school systems and low pay that forces teachers
to supplement their income. In Cambodia,
teacher salaries are small and often paid late.
One consequence is that 13% of primary school
teachers and 87% of secondary teachers provide
private tuition. This reinforces disparities
between those who can afford fees and those
who cannot. In urban areas, grade 9 students
scored 8.3 points out of 10 in Khmer with
tutoring and 3.8 points without.

In Egypt, the situation has become extreme,
partly due to a decline in the quality of education
and partly because teachers need to supplement
their low income. The amount spent annually on
private tutoring is reported to be US$2.4 billion,
equivalent to 27% of government spending on

education in 2011. Private tuition is a significant
part of household education spending, averaging
47% in rural areas and 40% in urban areas.
Children from rich households are almost twice
as likely as poorer students to receive private
tuition. Teachers may be their own students’
private tutors, and thus responsible for their
grades. Students complain that teachers do

not cover the curriculum during the school day,
forcing them to take private tuition to cover the
syllabus to enable them to pass exams.
Strategies should at least be in place to

prevent tutoring of pupils by teachers who are
responsible for teaching them in their daily
classes. This would ensure that full curriculum
coverage is available to all students, even those
unable to afford tutoring.

Private schools that charge low fees are seen

by some as a way of expanding access to better
quality education for disadvantaged children
where government schools are failing. In
Pakistan, a child in a low fee private school
performs better than the average child in the
top one-third of children in government schools.
However, even in private schools, many pupils
barely reach expected competency levels.
According to analysis by the Annual State of
Education Report team in Pakistan, 36% of grade
5 students in private schools could not read a
sentence in English, which they should have
been able to do by grade 2.

Learning outcomes may be better in low fee
private schools in part because lower salaries
enable these schools to hire more teachers

and keep pupil/teacher ratios low. In private
schools in parts of Nairobi, there are 15 students
per teacher, compared with 80 in government
schools. Small class sizes also enable teachers
at private schools to interact more with their
students. In Andhra Pradesh, India, 82% of
teachers regularly corrected exercises given

to children, compared with only 40% in
government schools.

Private school teachers are generally

thought to work under conditions of greater
accountability. In India, only one head teacher

in 3,000 government schools reported dismissing
a teacher for repeated absence. By contrast,

35 private school head teachers, out of

600 surveyed, reported having dismissed
teachers for this reason.
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The benefits of low fee private schools do

not mean they are better per se; often their
students face far fewer disadvantages than
students in government schools. In Andhra
Pradesh, over 70% of students attending
government schools belong to the poorest
40% of households, compared with 26% in
private schools. Around one-third of teachers
in government schools are teaching students
of different ages in multigrade classrooms,
compared with 3% in private schools.

There are no excuses for students not having
the right conditions to learn: ultimately, it is vital
that all children, regardless of their background
and the type of school they attend, have the best
teachers to offer them this opportunity.

Curriculum and assessment strategies that
improve learning

To improve learning for all children, teachers
need the support of curriculum and assessment
strategies that can reduce disparities in

school achievement and offer all children and
young people the opportunity to acquire vital
transferable skills. Such strategies need to build
strong foundation skills by starting early, moving
at the right pace, enabling disadvantaged pupils
to catch up, meeting the language needs of ethnic
minorities and building a culture of reading.

Ensuring all children acquire foundation skills

The key to ensuring that children succeed at
school is to enable them to attain critical
foundation skills, such as reading and basic
mathematics. Without these basic skills, many
children will struggle to keep up with the
prescribed curriculum, and learning disparities
will widen for disadvantaged children.

The quality of pre-school education makes

a crucial difference to children’s learning in
early primary grades. In Bangladesh, primary
school children who had attended pre-school
performed better than children without any
pre-school experience in skills relating to
reading, writing and oral mathematics.

It is crucial that primary school pupils master
the foundation skills of basic numeracy
and literacy in the early grades so they can

understand what is taught in later grades, but
they sometimes fail to do so because

curricula are too ambitious. Viet Nam'’s
curriculum focuses on foundation skills, is
closely matched to what children are able

to learn and pays particular attention to
disadvantaged learners. By contrast, India’s
curriculum, which outpaces what pupils can
realistically learn and achieve in the time given,
is a factor in widening learning gaps. In

Viet Nam, 86% of 8-year-olds answered
grade-specific test items correctly. Similarly,
90% of children aged 8 in India did so. However,
when 14- to 15-year-olds were asked a
two-stage word problem involving multiplication
and addition, 71% of children in Viet Nam
answered correctly, while in India the percentage
was 33%.

For children from ethnic and linguistic minorities
to acquire strong foundation skills, schools need
to teach the curriculum in a language children
understand. A bilingual approach that combines
continued teaching in a child’s mother tongue
with the introduction of a second language can
improve performance in the second language

as well as in other subjects. To reduce

learning disparities in the long term, bilingual
programmes should be sustained over several
years. In Cameroon, children taught in their local
language, Kom, showed a marked advantage

in achievement in reading and comprehension
compared with children taught only in English.
Kom-educated children also scored twice

as high on mathematics tests at the end of
grade 3. However, these learning gains were

not sustained when the students switched to
English-only instruction in grade 4. By contrast,
in Ethiopia, children in regions where local
language instruction extends through to upper
primary school performed better in grade 8
subjects than pupils taught only in English.

Language policies may be difficult to implement,
particularly where there is more than one
language group in the same classroom

and teachers are not proficient in the local
language. For bilingual education to be effective,
governments need to recruit and deploy teachers
from minority language groups. Initial and ongoing
programmes are also needed to train teachers
to teach in two languages and to understand the
needs of second-language learners.

33



2 0O 1

i)
C
0
Q
0
o
o)
L
C
0
2
C
§
©
0
0
U]
<
C
0
u—
C
0
i)
@
0
J
o)
LLl

In India,
schools with
trained female
community
volunteers
helped increase
children’s
learning

34

OVERVIEW

For early grade literacy and bilingual education
to be successful, pupils need access to inclusive
learning materials that are relevant to their
situation and in a language they are familiar
with. Open licensing and new technology can
make learning materials more widely available,
including in local languages. In South Africa,
open source educational materials are being
developed and made available in several African
languages. Digital distribution is increasing the
number of districts, schools and teachers with
access to curricular resources.

Providing appropriate reading materials may
not be enough on its own, however, to improve
children’s learning; children and families must
also be encouraged to use them. In poor or
remote communities where there is little access
to print media, providing reading materials and
supporting activities to practice reading can
improve children’s learning. Save the Children’s
Literacy Boost programme aims to improve
early grade reading skills in government schools
through interventions such as training teachers
to teach core reading skills and monitor pupils’
mastery of them. In addition, communities

are encouraged to support children’s reading.
Evaluations in Malawi, Mozambique, Nepal and
Pakistan all showed greater learning gains by
children in Literacy Boost schools than by their
peers, including a reduction in the number of
children whose scores were zero, suggesting
that the programme benefited low achievers.

Support outside school hours is one reason for
such success. In Pakistan, children who had
attended after-school reading camps coordinated
by community volunteers showed greater learning
gains in reading fluency and accuracy in both
Pashto and Urdu than classmates in the same
schools. In Malawi, pupils whose parents had
received training to support their children’s
reading made greater vocabulary gains than
those whose parents had not.

Curricula need to address issues of

inclusion to enhance the chances of students
from marginalized backgrounds to learn
effectively. Where gender-responsive
curricula have been developed, as in projects
in Mumbai, India, and in Honduras, test
scores measuring attitudes on several
gender-related issues improved. In Honduras,
adolescents who participated in the project

also demonstrated better problem-solving
skills and higher test scores.

More needs to be done to design curricula
that pay attention to the needs of disabled
learners. In Canberra, Australia, curriculum
reform aims to help teachers improve student
attitudes regarding students with disabilities,
improve the quality of interactions between
students with and without disabilities, and
enhance the well-being and academic
achievement of students with disabilities.

Classroom-based assessment tools can help
teachers identify, monitor and support learners
at risk of low achievement. In Liberia, the EGRA
Plus project, which trained teachers in the use of
classroom-based assessment tools and provided
reading resources and scripted lesson plans to
guide instruction, raised previously low levels of
reading achievement among grade 2 and 3 pupils.

Assessments need to be aligned with the
curriculum so that they do not add significantly to
teachers” workloads. In South Africa, well-designed
assessments with clear guidelines on how to
interpret results helped teachers with little training
who were working in difficult conditions: 80% of
teachers were able to use them in class.

Students can make considerable gains if they
are offered opportunities to maonitor their own
learning. In the Indian state of Tamil Nadu,
primary students learn at their own pace, using
self-evaluation cards that can be administered
alone or with the help of another child; teachers
strategically pair more advanced learners with
less advanced ones for certain exercises. Overall,
children’s self-confidence has grown as a result
of the approach, and learning achievement in the
state is high.

Targeted additional support for students via
trained teaching assistants is another way of
improving learning for students at risk of falling
behind. An initial early reading intervention
delivered by teaching assistants in London
schools in the United Kingdom was found to
improve reading skills and have longer-term
positive effects for children with poor literacy
skills. In India, schools with trained female
community volunteers helped increase the
proportion of children able to do two-digit
addition. While only 5% of pupils were able
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to carry out simple subtraction at the start of
the study, 52% could by the end of the year,
compared with 39% in other classes.

Interactive radio instruction can lead to
improvement in learning outcomes for
disadvantaged groups by addressing barriers
such as distance and poor access to resources
and quality teachers, as identified in a review
of 15 projects. The use of interactive radio can
be particularly beneficial in conflict contexts.
Between 2006 and 2011, the South Sudan
Interactive Radio Instruction project enrolled
over 473,000 pupils, providing half-hour lessons
linked to the national curriculum and including
instruction in English, local language literacy,
mathematics and life skills elements such as
HIV/AIDS and land mine risk awareness. In
locations that were out of range of any radio
signal, the project distributed digital

MP3 players to be used by trained teachers.

Digital classrooms can complement classes
given by less qualified teachers. In India, the
Digital Study Hall project provides digital video
recordings of live classes taught by expert
teachers, which are shown by DVD in rural and
slum schools. An evaluation of four schools in
Uttar Pradesh found that, after eight months,
72% of pupils had improved test scores.

Innovation in the use of technology can help
improve learning by enriching teachers’ curriculum
delivery and encouraging flexibility in pupil
learning. Greater access to computers in schools
can also help reduce the digital divide between low
and high income groups. However, new technology
Is not a substitute for good teaching.

Teachers’ ability to use ICT as an educational
resource plays a critical role in improving
learning. A study in Brazil found that the
introduction of computer laboratories in schools
had a negative impact on student performance,
but that teachers’ use of the Internet as a
pedagogical resource supported innovative
classroom teaching and learning, resulting in
improved test scores.

Children from low income groups are less
likely to have experience of ICT outside school
and may thus take longer to adapt to it and
need additional support. In Rwanda, 79% of
students who used computers in secondary

school had previously used ICT and the Internet
outside school [primarily in Internet cafés).
However, girls and rural children were at a
disadvantage because they were less likely

to have access to Internet cafés or other ICT
resources in their communities.

One promising way of increasing the
accessibility of ICT for teaching and learning

is ‘mobile learning’ - the use of mobile phones
and other portable electronic devices, such as
MP3 players. In rural India, an after-school
programme for children from low income
families used mobile phone games to help

them learn English. This resulted in significant
learning gains in tests of the spelling of common
English nouns, particularly for children in higher
grades who had stronger foundation skills.

Where children are learning little and dropping
out early, second-chance programmes can teach
foundation skills through a shorter cycle of
learning, which is one way of accelerating
children’s progress and raising achievement for
disadvantaged groups. Several such accelerated
learning programmes raise achievement

for disadvantaged groups in less time than
formal government schools, allowing them the
opportunity to catch up and to re-enter formal
schools. They usually benefit from small classes
and teachers speaking the local language
recruited from surrounding communities. In
northern Ghana, for example, 46% of those

who had attended an accelerated learning
programme and re-entered primary school
attained grade-appropriate levels in grade 4,
compared with 34% of other students.

Formal primary schools can also use
accelerated learning programmes in situations
where large proportions of students are
over-age for their grade. In Brazil,

over-age students in grades 5 to 8 were

taught a substantially modified curriculum,
covering more than one grade in a year. Overall,
schools’ share of students with a two-year age
grade gap was reduced from 46% in 1998 to
30% in 2003. Once the students were restored to
the right grade for their age, they were able to
maintain their performance and their promotion
rates in secondary school were comparable with
those of other students.
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Beyond the basics: transferable skills for
global citizenship

Curricula need to ensure that all children and
young people learn not just foundation skills,
but also transferable skills, such as critical
thinking, problem-solving, advocacy and
conflict-resolution, to help them become
responsible global citizens. An interdisciplinary
approach involving hands-on, locally relevant
educational activities can also develop students’
understanding of the environment and build
skills to promote sustainable development.

Between 1999 and 2004, Germany introduced
an interdisciplinary programme that fostered
participatory learning and provided opportunities
for students to work together on innovative
projects for sustainable living. An evaluation
found that participants had a greater
understanding of sustainable development

than their peers, and up to 80% of the students
said they had gained transferable skills. In
South Africa, an initiative links the curriculum
to practical actions such as adopting recycling
systems and water harvesting in schools, using
alternative energy sources for cooking, cleaning
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up public spaces, creating indigenous gardens
and planting trees. Participating schools have
reported increased environmental awareness
and improved sustainability practices at school
and in homes.

Empowering children through communication
and advocacy can help them reduce their
vulnerability to environmental risk. In the
Philippines, which is prone to environmental
disasters, a strong commitment to integrating
disaster risk reduction into education has led
children to take an active role in making their
communities safer.

Programmes that emphasize inclusion and
conflict resolution can also help bolster
individuals’ rights and build peace. In Burundi in
2009, secondary schools taught communication
and conflict mediation skills to help returning
refugees. After two years, trained teachers had
abandoned corporal punishment, issues of
sexual abuse and corruption were more easily
debated, relationships had improved among
pupils, their peers and their teachers, and pupils
were acting as mediators in the resolution of
minor conflicts at school and in the community.
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Unlocking teachers’ potential
to solve the learning crisis

This Report identifies the 10 most important
teaching reforms that policy-makers should
adopt to achieve equitable learning for all.

[1] Fill teacher gaps

On current trends, some countries will not

be able to meet their primary school teacher

needs by 2030. The challenge is even greater

for other levels of education. Thus, countries

need to activate policies that begin to address
the vast shortfall.

[2] Attract the best candidates to teaching

Itis important for all children to have

teachers with at least a good secondary-level
qualification. Therefore, governments should
invest in improving access to quality secondary
education to enlarge the pool of good teacher
candidates. This reform is particularly important
if the pool of better-educated female teachers

is to increase in disadvantaged areas. In some
countries, this will mean introducing affirmative
measures to attract more women into teaching.

Policy-makers also need to focus their

attention on hiring and training teachers from
under-represented groups, such as ethnic
minorities, to serve in their own communities.
Such teachers, familiar with the cultural

context and local language, can improve learning
opportunities for disadvantaged children.

[3] Train teachers to meet the needs of all
children

All teachers need to receive training to enable
them to meet the learning needs of all children.
Before teachers enter the classroom, they
should undergo good quality pre-service teacher
education programmes that provide a balance
between knowledge of the subjects to be taught
and knowledge of teaching methods.

Pre-service teacher education should also
make adequate classroom teaching experience
an essential part of training to become a
qualified teacher. It should equip teachers with
practical skills to teach children to read and to
understand basic mathematics. In ethnically

diverse societies, teachers should learn to

teach in more than one language. Teacher
education programmes should also prepare
teachers to teach multiple grades and ages in
one classroom, and to understand how teachers’
attitudes to gender differences can affect
learning outcomes.

Ongoing training is vital for every teacher to
develop and strengthen teaching skills. It can
also provide teachers with new ideas to support
weak learners, especially in the early grades,
and help teachers adapt to changes such as a
new curriculum.

Innovative approaches such as distance teacher
education, combined with face-to-face training
and mentoring, should also be encouraged so as
to extend both pre-service and ongoing teacher
education to greater numbers of teachers.

[4] Prepare teacher educators and mentors to
support teachers

To ensure that teachers have the best training
to improve learning for all children, it is
important for those who train teachers to
have knowledge and experience of real
classroom teaching challenges and how to
tackle them. Policy-makers should thus
make sure teacher educators are trained and
have adequate exposure to the classroom
learning requirements facing those teaching
in difficult circumstances.

To enable newly qualified teachers to translate
teaching knowledge into activities that improve
learning for all children, policy-makers should
provide for trained mentors to help them achieve
this transition.

[5] Get teachers to where they are
needed most

Governments need to ensure that the best
teachers are not only recruited and trained,

but also deployed to the areas where they are
most needed. Adequate compensation, bonus
pay, good housing and support in the form of
professional development opportunities should
be used to encourage trained teachers to accept
positions in rural or disadvantaged areas. In
addition, governments should recruit teachers
locally and provide them with ongoing training
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so that all children, irrespective of their location,
have teachers who understand their language
and culture and thus can improve their learning.

[6] Use a competitive career and pay structure
to retain the best teachers

Governments should ensure that teachers earn
at least enough to lift their families above the
poverty line and make their pay competitive with
comparable professions. Performance-related
pay has intuitive appeal as a way to motivate
teachers to improve learning. However, it can

be a disincentive to teach students who achieve
less well, have learning difficulties or live in poor
communities. Instead, an attractive career and
pay structure should be used as an incentive for
all teachers to improve their performance. It can
also be used to recognize and reward teachers
in remote areas and those who support the
learning of disadvantaged children.

[7] Improve teacher governance to
maximize impact

Governments should improve governance
policies to address the problems of teacher
misconduct such as absenteeism, tutoring their
students privately and gender-based violence

in schools. Governments can also do more to
address teacher absenteeism by improving
teachers’ working conditions, making sure they
are not overburdened with non-teaching duties
and offering them access to good health care.
Strong school leadership is required to ensure
that teachers show up on time, work a full week
and provide equal support to all. School leaders
also need training in offering professional
support to teachers.

Governments need to work closely with teacher
unions and teachers to formulate policies and
adopt codes of conduct to tackle unprofessional
behaviour such as gender-based violence. Codes
of practice should refer clearly to violence and
abuse, making penalties consistent with legal
frameworks for child rights and protection.

Where private tutoring by teachers is prevalent,
explicit guidelines, backed up with legislation,
so that teachers do not sacrifice classroom
time to teach the school curriculum privately
are needed.

Equip teachers with innovative curricula to
improve learning

Teachers need the support of inclusive and
flexible curriculum strategies designed to
meet the learning needs of children from
disadvantaged groups. Equipped with the
appropriate curriculum content and delivery
methods, teachers can reduce learning
disparities, allowing low achievers to catch up.

Policy-makers should ensure that early
grade curricula focus on securing strong
foundation skills for all and are delivered

in a language children understand. It is
important for curriculum expectations to
match learners’ abilities, as overambitious
curricula limit what teachers can achieve in
helping children progress.

Getting out-of-school children back into school
and learning is vital. Governments and donor
agencies should support second-chance
accelerated learning programmes to achieve
this goal.

In many countries, radio, television, computers
and mobile technologies are being used to
supplement and improve children’s learning.
Teachers in both formal and non-formal settings
need to be given skills to maximize the benefits
of technology in ways that help narrow the
digital divide.

It is not sufficient for children to learn foundation
skills in school. A curriculum that promotes
interdisciplinary and participatory learning,

and fosters skills for global citizenship, is

vital for teachers to help children develop
transferable skills.

[9] Develop classroom assessments to help
teachers identify and support students at risk
of not learning

Classroom-based assessments are vital tools

to identify and help learners who are struggling.
Teachers need to be trained to use them so that
they can detect learning difficulties early and use
appropriate strategies to tackle these difficulties.

Providing children with learning materials
to evaluate their own progress, and training
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teachers to support their use, can help children
make great strides in learning. Targeted
additional support via trained teaching assistants
or community volunteers is another key way

of improving learning for students at risk of
falling behind.

Provide better data on trained teachers

Countries should invest in collecting and
analysing annual data on the number of trained
teachers available throughout the country,
including characteristics such as gender,
ethnicity and disability, at all levels of education.
These data should be complemented by
information on the capacity of teacher education
programmes, with an assessment of the
competencies teachers are expected to acquire.
Internationally agreed standards need to be
established for teacher education programmes
so that their comparability is ensured.

More and better data on teacher salaries in

low and middle income countries are also
needed to enable national governments and the
international community to monitor how well
teachers are paid and to raise global awareness
of the need to pay them well.

Conclusion

To end the learning crisis, all countries, rich
and poor, have to ensure that every child has
access to a well-trained and motivated teacher.
The 10 strategies outlined here are based on the
evidence of successful policies, programmes,
strategies from a wide range of countries and
educational environments. By implementing
these reforms, countries can ensure that

all children and young people, especially

the disadvantaged, receive the good quality
education they need to realize their potential
and lead fulfilling lives.
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With the deadline for the Education for All
goals less than two years away, it is clear

that despite advances over the decade, not a
single goal will be achieved globally by 2015.
This means millions of children, young people
and adults will have been let down by the
signatories of the Dakar Framework for Action.
It is not too late, however, to accelerate progress
in the final stages. It is also vital to put in place
a robust global post-2015 education framework
to tackle unfinished business while addressing
new challenges.

One of the starkest reminders that EFA is not
attainable is the fact that 57 million children were
still out of school in 2011. If progress continues to
be as slow as in recent years, 53 million children
will remain out of school in 2015. Maintaining the
speed of progress between 1999 and 2008 would
have left just 23 million children out of school.

This Report projects that universal primary
enrolment (goal 2) will be reached by just over
half the world's countries by 2015 (Figure I.1).
In one out of eight countries, less than 80% of
primary school age children will be enrolled.
For primary school completion, less than one in
seven countries has achieved this target.

Monitoring progress

The world will be much closer to ensuring

that equal numbers of boys and girls are enrolled
in primary education (goal 5). By 2015, 7 in 10
countries will have reached the target. Gender
parity in lower secondary education, however,
will have been achieved in fewer than 6 in 10
countries. And gender parity should have been
achieved by 2005. Moreover, parity is only the first
step towards full gender equality.

Some countries have made fast progress
towards improving adult literacy (goal 4), reaping
the benefits of having expanded their basic
education systems. In some regions, however,
the rate of improvement has not kept pace with
population growth. As a result, the number of
illiterate adults worldwide remains stubbornly
high at 774 million, a fall of just 1% since 2000.
The number is projected to fall only to 743 million
by 2015, when the adult literacy rate will still be
below 80% in more than one in three countries.

Other goals established in 2000 have been
difficult to monitor because clear targets were not
set. For the first EFA goal, early childhood care
and education, we assume for this Report that at
least 80% of young children should be enrolled

in pre-primary education programmes by 2015,

Figure 1.1: By 2015, many countries will still not have reached the EFA goals
Percentage of countries projected to achieve a benchmark for five EFA goals by 2015

7 n
37
/// Percentage of countries:
M very far from target
%
/ﬂl/// far from target
# close to target
yi(/i M reached target
Pre-primary Primary education | Lower secondary Adult literacy Primary education | Lower secondary
education education gender parity education gender
parity
Goal 1 Goal 2 Goal 3 Goal 4 Goal 5

Notes: Countries are assessed as having reached the target if they have achieved a pre-primary education gross enrolment ratio of 80% (goal 1); a primary education adjusted net
enrolment ratio of 97% (goal 2); a lower secondary education adjusted net enrolment ratio of 97% (goal 3); an adult literacy rate of 97% (goal 4); a gender parity index between 0.97
and 1.03 at primary and lower secondary education respectively (goal 5). The analysis was conducted on the subset of countries for which a projection was possible.

Source: Bruneforth (2013).



towards the EFA goals

but only 5 in 10 countries are likely to reach this
target. For the third EFA goal, skills for young
people and adults, universal lower secondary
education can be taken as one measure of
progress towards ensuring that all young people
have foundation skills, but fewer than 5in 10
countries will have reached this level by 2015.

It is even more difficult to estimate the number
of countries still to achieve the sixth EFA goal,
improving the quality of education to ensure that
all are learning. To help give education quality
the greater focus that it deserves after 2015, this
Report proposes ways to strengthen international
and regional assessments so that progress
towards a global learning goal can be measured.

New analysis for this Report vividly underlines the
fact that the most marginalized have continued to
be denied opportunities for education over the past
decade. In 62 low and middle income countries, the
richest urban young men had spent more than 9.5
years in school by 2010 in low income countries
and more than 12 years in lower middle income
countries. But the poorest rural young women had
spent fewer than 3 years in school in both low and
lower middle income countries, leaving them well
below the 6-year target that is associated with
universal primary completion, which is supposed
to be achieved by 2015.

Although the percentage of girls from the poorest
rural households entering school in sub-Saharan
Africa grew over the decade, their primary school
completion rate fell from 25% in the early 2000s to
23% in the late 2000s. Similarly, the rate of lower
secondary school completion fell from 11% to 9%
for this disadvantaged group.

Unless special efforts are urgently taken to extend
educational opportunities to the marginalized, the
poorest countries may take several generations to
achieve universal completion of primary and lower
secondary education as well as universal youth
literacy, according to new analysis for this Report.
In sub-Saharan Africa, if recent trends continue,
the richest boys will achieve universal primary
completion in 2021, but the poorest girls will not
catch up until 2086 - and will only achieve lower
secondary school completion in 2111.

The gap between the EFA goals and what
has actually been achieved shows that
additional resources must be better targeted
at those most in need. Many of the success
stories of the past few years can be traced
back to a strong commitment by some of the
poorest governments to invest in education.
The global share of public expenditure devoted
to education increased from 4.6% to 5.1% of
gross national product (GNP) between 1999
and 2011, with the largest increases in low
income countries.

Many low and middle income countries have
the opportunity to expand their education
spending still further. This Report estimates
that a modest increase in tax-raising efforts,
combined with growth in the share of
government budgets allocated to education,
could help raise education spending by
US$153 billion by 2015 in 67 countries, a
72% increase from 2011 levels.

The Dakar Framework for Action included a
commitment that no country should be left
behind due to lack of resources. A failure

by donors to keep this promise has left an
education financing gap of US$26 billion per
year in some of the world's poorest countries.
There are signs that this gap will widen further.
Between 2010 and 2011, aid to basic education
declined for the first time, by 6%, with low
income countries bearing the brunt. It is forecast
that many low income countries will see their
levels of aid cut further by 2015.

Experience over the past decade of monitoring
progress towards the EFA goals offers vital
lessons for designing a post-2015 education
framework. Goals must be accompanied by clear,
measurable targets and indicators. The progress
of subgroups must be measured to make sure
the most disadvantaged not only advance, but
also narrow the gap between them and the more
privileged. Post-2015 education goals will only
be achieved if governments and aid donors also
set specific targets for education financing, with
a focus on the poorest, and demonstrate the
leadership and political will necessary to keep
their commitments.
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THE SIX EFA GOALS

Goal 1: Early childhood care and education

m Early childhood care and education

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

Highlights

Despite major improvements, an unacceptably high number of children suffer from ill
health: under-5 mortality was 48 deaths per 1,000 live births in 2012, equivalent to

6.6 million deaths. Of the 43 countries where child mortality was greater than 100 deaths
per 1,000 live births in 2000, 35 are not expected to reach the target of reducing child deaths
by two-thirds from the 1990 level by 2015.

Progress in improving child nutrition has been considerable. Yet, as of 2012, the share
of children under 5 who were short for their age - a sign of chronic deficiency in
essential nutrients — was 25%. Sub-Saharan Africa and South and West Asia account for
three-quarters of the world's malnourished children.

Between 1999 and 2011, the pre-primary education gross enrolment ratio increased from
33% to 50%, although it reached only 18% in sub-Saharan Africa. It is projected that by
2015, only 68 out of 141 countries will have a pre-primary education gross enrolment ratio
above 80%.

In many parts of the world, governments have yet to assume responsibility for pre-primary
education: as of 2011, private providers were catering for 33% of all enrolled children. The
cost of this provision is one of the factors that contribute most to inequity in access.

Table 1.1.1: Key indicators for goal 1

Care Education
Moderate or
severe stunting Gross enrolment ratio
Under-5 mortality rate (children under age 5) Total enrolment (GER) Gender parity index of GER
Change

2000 2012 2012 201 since 1999 1999 201 1999 20M

(%0) (%0) (%) (000) (%) (%) (%) (F/M) (FM)
World 75 48 25 170008 52 33 50 0.97 1.00
Low income countries 134 82 37 10743 88 1" 17 0.98 0.99
Lower middle income countries 93 61 35 65 195 112 22 46 0.93 1.01
Upper middle income countries 38 20 8 64 164 29 43 67 1.00 1.02
High income countries 10 6 3 29 906 17 72 82 0.99 1.01
Sub-Saharan Africa 156 97 12222 126 10 18 0.95 1.00
Arab States 53 33 - 4142 72 15 23 0.77 0.94
Central Asia 62 36 1713 35 19 32 0.96 1.00
East Asia and the Pacific 39 20 47603 29 39 62 1.00 1.01
South and West Asia 92 58 49539 130 22 50 0.93 1.02
Latin America and the Caribbean 32 19 20999 31 54 73 1.02 1.01
North America and Western Europe 7 6 22341 17 76 85 0.98 1.01
Central and Eastern Europe 24 " 11448 21 51 72 0.96 0.98

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; Inter-agency Group for Child Mortality Estimation (2013); UNICEF et al. (2013).
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The foundations set in the first thousand
days of a child's life, from conception to the
second birthday, are critical for the child’s
future well-being. Hence it is vital for women

two-thirds from the 1990 level to 30 deaths per
1,000 live births (Inter-agency Group for Child
Mortality Estimation, 2013).

The total of reproductive age to have access to adequate The total number of children dying before
number of health care so that they are well prepared for their fifth birthday fell by 48% from 12.6 million
children dying the risks of pregnancy and the postnatal and in 1990 to 6.6 million in 2012. However, it

before their infanthood periods. Families need support to fell by only 14% in sub-Saharan Africa, the region
. . make the right choices for mothers and babies. with the highest mortality rate. On the positive
fifth birthday And access to good nutrition holds the key to side, the rate of progress in sub-Saharan Africa
fell by 48% ensuring that children develop strong immune reached 3.8% per year between 2000 and 2012,
between 1990  systems and the cognitive abilities they need in compared with 1.4% in the 1990s.

and 2012 order to learn.

Realization of the significance of early
childhood has led to a stronger monitoring
system and a better understanding of the scale
of the problems in this area, as well as the
progress made, which has been considerable.

A decline in the child mortality rate is a key
indicator of child health. Between 1990 and
2000, global child mortality fell from 90 deaths
per 1,000 live births to 75, and it fell further

to 48 in 2012. However, it is still well above

the 2015 target of reducing child mortality by

Out of the 43 countries where the child
mortality rate was in excess of 100 deaths per
1,000 live births in 2000, all but seven were in
sub-Saharan Africa. Two countries had achieved
the target by 2011: Liberia and Timor-Leste. If
the annual rate of reduction between 2000 and
2011 is projected to 2011-2015, only six more
countries reach the target: Cambodia, Ethiopia,
Madagascar, Malawi, Niger and Rwanda.

By contrast, child mortality has fallen by less
than 1% per year in seven countries, including
Cameroon, the Democratic Republic of the
Congo and Somalia (Figure 1.1.1).

Figure 1.1.1: Despite progress, few countries are expected to meet the target for child survival
Under-5 mortality rate, selected countries, 2000-2015 (projection)
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Notes: The countries shown are those where the child mortality rate exceeded 100 in 2000. The projection from 2011 to 2015 is based on the average rate of reduction between 2000
and 2011.
Source: EFA Global Monitoring Report team calculations (2013), based on the Inter-agency Group for Child Mortality Estimation (2012).
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Among the 41 countries that had reached

the target by 2011, most were in North
America and Western Europe or Central and
Eastern Europe, or were high income countries
in other regions. Nevertheless, some of the
world’s most populous developing countries,
which invested in early childhood interventions,
also reduced child mortality by at least
two-thirds well in advance of the target date,
including Bangladesh, Brazil, China, Egypt,
Mexico, and Turkey. Other countries reduced
child mortality by more than 70% in the short
space of two decades, including El Salvador,
the Lao People’'s Democratic Republic, Maldives
and Mongolia.

Nutrition has improved in recent years,

yet, in 2012, it is estimated that 162 million
children under 5 were moderately or severely
stunted - that is, short for their age, a robust
indicator of long-term malnutrition. The proportion
of children who were malnourished reduced from

40% in 1990 to 25% in 2012 (UNICEF et al., 2013).

This means the annual rate of reduction needs
to increase from 2% to 3.6% if the global target
adopted by the World Health Assembly in 2012,
to reduce the number of stunted children to

100 million (equivalent to a stunting rate of 15%),
is to be achieved by 2025. Achieving the target
could, if anything, become more difficult in
coming years as a result of factors such as the
impact of climate change on agriculture and the
increasing volatility of food prices.

The global burden of malnutrition is
unequally distributed, with 38% of children

in sub-Saharan Africa and in South Asia
suffering from malnutrition in 2012. These
two regions account for three-quarters of the
total population of malnourished children.

Progress has so far also been unequal. China
reduced its stunting rate by two-thirds. As a
result, upper middle income countries reduced
stunting at twice the rate of low and lower
middle income countries. Ethiopia and Nepal
reduced stunting by more than one-third over
little more than 15 years, albeit from excessively
high levels. By contrast, in Burundi and

Sierra Leone, the proportion of malnourished
children slightly increased (Figure 1.1.2).

A'lesson from the countries that have made
the most progress is that their policies saw

Goal 1: Early childhood care and education

Figure 1.1.2: Despite improvements, over 40% of young children are malnourished in
many countries
Moderate or severe stunting rate, selected countries, 1987-1995 and 2008-2011

80

= 1987-1995
70 _ ¥ 2008-2011
60 A T -
A - -
< 50 -
% -V ¥ v N —
= VYY Ll vy ¢ = A -
o 40 vV Vv Y
2
£ =V
2 -
& 3 v

)
o

3
<

o

Burundi
Niger
Madagascar
Guatemala
Malawi
Ethiopia
Pakistan
Rwanda
Sierra Leone
D.R. Congo
Mozambique
U. R. Tanzania
C.AR
Nepal
Nigeria
Guinea
Indonesia
Philippines
China

Source: UNICEF (2013a), based on Demographic and Health Surveys, Multiple Indicator Cluster Surveys or other national
surveys.

malnutrition as a social problem that required
an integrated approach, rather than as an
isolated challenge to be addressed through
technical solutions. In Guatemala, despite some
progress over the last 20 years, almost half

of all children are still stunted. The signing of Nepal reduced

the Pacto Hambre Cero (Zero Hunger Pact] in stunting by
2012Lexemplifies the goverpntwlerfwt's'reds.olve to more than
acce erat‘e-progress, especially for indigenous one-third
communities. The government’s aim is to

reduce chronic malnutrition among children over 15 years

under 3 by 10% by 2016 as a first step towards a
reduction of 25% by 2022. The implementation
plan, which is part of the National Food Security
and Nutrition System Law, envisages measures
to promote breastfeeding and folic acid and
micronutrient supplements to combat chronic
malnutrition, along with support for subsistence
agriculture and temporary employment
programmes to deal with seasonal malnutrition
(Guatemala Government, 2012).

The links between early childhood health
care and education are strong and mutually
reinforcing. Educated mothers adopt better
practices that lead to better health outcomes
for their children (see Chapter 3). Healthy and
well-nourished children, in turn, are more
likely to spend more years at school. In one
of the most comprehensive studies of the
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long-term impact of a healthy start to life,
groups of children in Brazil and India were
followed from birth to adulthood. Boys and girls
who were born 500 grams heavier attained 0.3
to 0.4 more years of schooling than their peers.
Likewise, boys and girls who had grown faster
than expected by the age of 2 attained 0.4 to 0.6
more years of school and were more likely to
complete secondary school (Adair et al., 2013).

Early childhood care and education services
help build cognitive and non-cognitive skills at
a time when children’s brains are developing,
with long-term benefits for children from
disadvantaged backgrounds. In Uganda, a cash
transfer programme conditional on pre-school
attendance, funded by UNICEF and the World
Food Programme, led to an improvement in
visual reception skills, fine motor skills and
receptive or expressive language (Gilligan and
Roy, 2013). In Jamaica, a survey tracked young
adults from disadvantaged backgrounds who, as
infants, had received psychosocial stimulation
through weekly visits by community health
personnel. By their early 20s, individuals who
had taken part in the programme were earning
42% more than other disadvantaged youth
(Gertler et al., 2013).

Since 2000, early childhood education services
have expanded considerably. The pre-primary
education gross enrolment ratio increased from
33% in 1999 to 50% in 2011. Almost 60 million
more children have been enrolled in pre-primary
schools over the period. The enrolment ratio
more than doubled in South and West Asia,

from 22% in 1999 to 50% in 2011. Low income
and sub-Saharan African countries lag behind,
however, with gross enrolment ratios of 17% and
18%, respectively.

Governments face significant challenges in
expanding pre-primary education. As a result,
the proportion of enrolment in private sector
institutions increased from 28% in 1999 to 33%
in 2011. In the Arab States, it was as high as 71%
(Box 1.1.1). Constraints in collecting data from
unregulated non-state providers mean these
figures are likely to be an underestimate in
some countries.

As private providers tend to serve households
who can afford fees, generally those who are
better off and concentrated in urban areas, the

The pre-primary gross enrolment ratio in the Arab States
increased from 15% in 1999 to 23% in 2011, but remains

the second lowest among the regions. Moreover, this
region has the highest share of private provision, with more
than two-thirds of total enrolment in private pre-schools
and nurseries.

Algeria stands out as the country with the highest share of
government provision in the region, at 86%. In addition, it
achieved the largest expansion in pre-primary education,
from just 2% in 1999 to 75% in 2011. This was the result of a
reform that introduced a pre-primary curriculum in 2004 and
aimed to increase the gross enrolment ratio to 80% by 2010.
At the same time Algeria undertook this rapid expansion of
the public system, it encouraged private provision in urban
areas. An inspection system monitors implementation of the
curriculum in both types of institutions.

In Jordan, the construction of almost 400 kindergartens
under a World Bank loan resulted in the share of enrolment
in government institutions increasing from zero in 1999 to
17% by 2010. However, enrolment levels remained almost
constant over the period, reaching 38% in 2012 despite a
target of 50% for that year. It is likely that the continuing
predominance of private sector provision is an obstacle to
universal access. The share of expenditure on pre-primary
education in the education budget was just 0.3% in 2011.
As a result, many commendable initiatives taken as part of
the national early childhood development strategy — which
are unique for the region, including programmes aimed at
improving teacher qualifications, setting and monitoring
standards, and raising parental participation — have yet to
benefit the majority of the population.

Sources: Benamar (2010); Jordan Ministry of Education (2013); UNICEF (2009).

network of public nurseries and pre-schools
needs to expand if more disadvantaged groups
are also to be reached. The absence of such
provision is a key reason why poorer children
are unable to benefit from early childhood
education services. In Chad and the Central
African Republic, for example, hardly any poor
boy or girl attended any form of early childhood
education in 2010, but one in six richer children
did so. Even in middle income countries with
better coverage on average, such as Ghana,
Maongolia and Serbia, there is a wide gap in
access between the richest and poorest boys
and girls (Figure 1.1.3].
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Figure 1.1.3: Few poor 4-year-olds receive pre-primary education

Percentage of children aged 36 to 59 months who attended some

form of organized early childhood education programme, by wealth,

selected countries, 2005-2012
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A stronger role for the state calls for clear plans
on the objectives of the system, including paying
attention to the preparation of teachers and
caregivers to address the particular learning
needs of young children.

Goal 1: Early childhood care and education

How many countries are likely to reach the
pre-primary education goal by 2015?

While the Millennium Development Goals

were a clear guide towards the early childhood
health components of the first Education for

All goal, no target was set at the World
Education Forum in Dakar in 2000 to guide
assessment of success in promoting early
childhood education. To gauge comparative
progress across countries over the decade,

this Report has set an indicative pre-primary
education gross enrolment ratio of 80% as a
target, which should be realistic for countries to
reach by 2015. The analysis, which looks at how
close countries are to achieving the target, not
only takes stock of the situation as of 2011, but
also examines whether countries have a realistic
chance of reaching the target by 2015.

Out of the 141 countries for which there are
data, in 1999 just 30 had a gross enrolment ratio
above 80%, while 11 were close. Between 1999
and 2011, the number of countries that reached
the target increased to 52, and 17 had come
close (Figure 1.1.4). Looking ahead to 2015, it is
projected that 68 countries will reach the target,
including Costa Rica, Lithuania and South Africa,
and 10 will come close (Table 1.1.2).

The number of countries with a gross
enrolment ratio of less than 30% fell from 53 in
1999 to 33in 2011. Of the 20 countries that moved
out of this group, Angola and Mongolia have since

By 2015,

68 countries
are expected
to have
reached
pre-primary
enrolment
of 80%

Figure 1.1.4: Goal 1 - pre-primary education will need to grow faster after 2015
Number of countries by level of pre-primary gross enrolment ratio, 1999, 2011

and 2015 (projected)

64 64 64

1999 20m 2015 projected

Number of countries:

with insufficient data

W very far from target (<30%)

far from target (30-69%)
# close to target (70-79%)
M reached target (280%)

Note: The analysis was conducted on the subset of countries for which a projection was possible; therefore, it covers fewer

countries than those for which information is available for either 1999 or 2011.
Source: Bruneforth (2013).
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Table 1.1.2: Likelihood of countries achieving a pre-primary enrolment target of at least 70% by 2015

Target Algeria, Angola, Antigua and Barbuda, Argentina, Aruba, Australia, Austria, Barbados, Belarus, Belgium, Brunei

reached or Darussalam, Bulgaria, Canada, Cape Verde, Chile, Cook Islands, Costa Rica, Cuba, Cyprus, Czech Republic, Denmark,

eIReY(OVSI Dominica, Ecuador, El Salvador, Equatorial Guinea, Estonia, Finland, France, Germany, Ghana, Greece, Grenada,
Guatemala, Guyana, Hungary, Iceland, India, Israel, Italy, Jamaica, Japan, Latvia, Lebanon, Lithuania, Luxembourg,
Malaysia, Maldives, Malta, Mexico, Mongolia, Nepal, Netherlands, New Zealand, Nicaragua, Norway, Panama, Peru,
Poland, Portugal, Qatar, Republic of Moldova, Romania, Russian Federation, Saint Kitts and Nevis, Seychelles, Slovakia,

33

n

S

‘; P& (Bolivarian Republic of), Viet Nam
o

g Far from

©  target

g (30-69%)

g

3

VAl Azerbaijan, Bangladesh, Benin, Bhutan, Burkina Faso,
[RIACEIFAN Burundi, Cambodia, Congo, Cote d’lvoire, Democratic
Republic of the Congo, Djibouti, Eritrea, Ethiopia,

Slovenia, South Africa, Spain, Suriname, Sweden, Switzerland, Thailand, Ukraine, United Kingdom, Uruguay, Venezuela

Fiji, Syrian Arab Republic, Tajikistan, The former Yugoslav
Republic of Macedonia, Uzbekistan

Guinea-Bissau, Kyrgyzstan, Lao People’s Democratic
Republic, Madagascar, Mali, Myanmar, Niger, Nigeria,

RUl Rwanda, Senegal, Togo, Yemen

Strong relative progress

41 Slow progress or moving away from target 22

Change between 1999 and 2011

Countries not Afghanistan, Andorra, Anguilla, Bahamas, Bahrain, Bosnia and Herzegovina, Botswana, Brazil, British Virgin Islands, Central
included in analysis  African Republic, Chad, Comoros, Democratic People’s Republic of Korea, Gabon, Gambia, Georgia, Guinea, Haiti, Iraq,
because of Ireland, Kiribati, Kuwait, Liberia, Libya, Macao (China), Malawi, Mauritania, Mauritius, Micronesia (Federated States of),

insufficient data

Monaco, Montserrat, Mozambique, Namibia, Nauru, Netherlands Antilles, Niue, Oman, Pakistan, Palau, Papua New

Guinea, Republic of Korea, Saint Vincent and the Grenadines, San Marino, Saudi Arabia, Sierra Leone, Singapore, Somalia,
South Sudan, Sri Lanka, Sudan, Swaziland, Timor-Leste, Tokelau, Tonga, Trinidad and Tobago, Tunisia, Turkmenistan, Turks
64  and Caicos Islands, Tuvalu, Uganda, United Arab Emirates, United Republic of Tanzania, Zambia, Zimbabwe

Source: Bruneforth (2013).

achieved the target, while Algeria and Equatorial
Guinea have come close. It is projected that, by
2015, 30 countries will still be very far from the
target, of which 16 are in sub-Saharan Africa,
including Cote d'lvoire, Ethiopia and Mali.

In assessing performance, it is important to
recognize how quickly some countries have
moved towards the target even if they have

not yet made it. Of the 72 countries that were
far or very far from the target in 2011, 50 had
nevertheless made strong progress since 1999,
increasing their gross enrolment ratio by at least
33%. Eight countries expanded access by more
than 25 percentage points, including India (from
19% to 55%), the Islamic Republic of Iran (from
14% to 43%), Nicaragua (from 28% to 55%) and
South Africa (from 21% to 65%)."

By contrast, enrolment ratios stagnated in some
countries, including the Plurinational State of

1. In such comparisons it is important to recognize that differences between
countries are sometimes due to variation in age groups: the chances of a country
with a one-year target age group (e.g. 5-year-olds in Angola) are higher than those
of a country with a three-year target age group (e.g. 3- to 5-year-olds in India).

Bolivia, which remained at 46%, Morocco (58%]
and Serbia (53%). Of the 53 countries that were
furthest from the target in 1999, only 5 did not
rapidly increase their gross enrolment ratio,
remaining below 30% by 2011: Fiji, the Syrian
Arab Republic, Tajikistan, the Former Yugoslav
Republic of Macedonia and Uzbekistan.
Countries in Central and Eastern Europe have
experienced different trajectories. Their speed
of progress towards achieving universal
pre-primary education depends on their political
commitment towards equality (Box 1.1.2).

Not only is it a cause for concern that

63 countries are likely to be far or very far
from the 80% target by 2015, but this
excludes the 64 countries without data.
Moreover, 80% is a modest target, leaving
some young children without access to
pre-primary education. Given that those
excluded are often the most vulnerable, it is
vital for any post-2015 goal to provide a clear
target to ensure that all young children have
access to pre-primary education.
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Box 1.1.2: In Central and Eastern Europe, the quest for universal access to pre-primary

education continues

Access to pre-primary education increased rapidly in Central
and Eastern Europe between 1999 and 2011, from 51% to 72%.
This region, together with Central Asia, has the highest share of
government provision at more than 97%. However, countries in
Central and Eastern Europe have progressed at different paces,
reflecting the varying degree of attention that governments
have paid to this level of education.

In the Republic of Moldova, where there has been a concerted
effort to expand pre-primary education, the gross enrolment
ratio of children aged 3 to 6 increased from 43% in 2000 to
77% in 2011. Strong political commitment led to pre-primary
education’s share of the education budget reaching as much
as 20% in 2011. Education already receives a high share of
the government budget, at 22%, or 7.9% of GNP. The national
strategy aims to achieve enrolment ratios of 78% by 2015 for
children aged 3 to 6 and 98% for those aged 6 and 7 while
reducing inequality between urban and rural areas by 5%. The
strategy focuses on both access — targeting lagging areas and
disadvantaged groups — and quality, expanding the training
systems of educators and nurses.

The Former Yugoslav Republic of Macedonia appears to have
a very low enrolment ratio, at 25% in 2010 — placing it in the
group of countries most off track — but this figure is partly the

result of a reform in 2005/06 that converted the final year of
pre-primary education into a compulsory preparatory first year
of primary education. In addition, early childhood education
enrolment ratios are calculated for all children aged 6 and under,
a much wider age group than other countries in the region.

Evidence from household surveys suggests that there has
been progress in recent years but that inequality is high and
increasing. Between 2005 and 2011, the percentage of

3- and 4-year-olds who attended some form of organized early
childhood education programme doubled from 11% to 22%.
However, the beneficiaries were almost exclusively children
from the wealthiest 40% of families.

To improve access, the cost to households needs to be reduced.
Families have to contribute 30% of the cost, restricting the
access of the poorest. Children from the country’s minorities
also benefited far less, with attendance ratios for members of
the Albanian and Roma communities at less than 4%. In the case
of the Roma, this is despite initiatives to promote their inclusion
in pre-primary schools.

Sources: Open Society Foundations et al. (2011); Republic of Moldova Ministry of
Education (2010); TFYR Macedonia Ministry of Health et al. (2011); TFYR Macedonia
Ministry of Labour and Social Policy (2010); UNESCO IBE (2011).
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m 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.

2 0O 1

Highlights

B The goal of universal primary education is likely to be missed by a wide margin, as 57 million
children were still out of school in 2011. Half of these children live in conflict-affected
countries.

B [f the global rate of reduction of the out-of-school population observed between 1999 and
2008 had been maintained, the target could have been achieved by 2015.

B The region lagging the most is sub-Saharan Africa, where no progress has been made since
2007, leaving 22% of primary school age children out of school in 2011. No progress was
made in the region on preventing children from dropping out of school over the decade: of
those who entered school, the proportion who reached the last grade fell from 58% in 1999
to 56% in 2010.

B Girls make up about 54% of the global population of children out of school. The proportion
rises to 60% in the Arab States, a share that has remained unchanged since 1999.

B Of the 57 million children out of school, nearly half are expected never to make it to school.
In the Arab States and sub-Saharan Africa, almost two-thirds of girls who are out of school
are expected never to go to school.
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B [tis projected that by 2015, only 68 out of 122 countries will achieve universal primary
enrolment. In 15 countries, on current trends, the ratio will still be below 80%.

B The record is likely to be far worse for primary school completion: it is expected that only
13 out of 90 countries will achieve universal primary school completion.

Table 1.2.1: Key indicators for goal 2

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

20M since 1999 1999 201 201 since 1999 Female 1999 2010

(000) (%) (%) (%) (000) (%) (%) (%) (%)
World 698 693 7 84 91 57186 -47 54 74 75
Low income countries 126 870 70 59 82 21370 -46 54 55 59
Lower middle income countries 293937 20 79 90 27826 -49 55 68 69
Upper middle income countries 204934 -20 95 97 6337 -44 49 85 90
High income countries 72 951 -4 97 98 1653 -24 46 92 94
Sub-Saharan Africa 136 423 66 59 78 29798 -29 54 58 56
Arab States 427N 22 79 89 4823 -42 60 79 87
Central Asia 5468 -20 94 95 290 -34 55 97 98
East Asia and the Pacific 184 257 -18 95 97 518 -50 44 84 89
South and West Asia 192 850 24 77 93 12450 -69 57 62 64
Latin America and the Caribbean 65 686 -6 94 95 2726 -24 45 77 84
North America and Western Europe 51686 -2 98 98 1249 39 45 92 94
Central and Eastern Europe 19552 -21 93 96 732 -57 49 96 98

Sources: Annex, Statistical Tables 5 and 6; UIS database.
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With just two years until the 2015 deadline for
the Education for All (EFA) goals, the world

is unlikely to fulfil one of the most modest
promises: to get every child into primary school.
More than 57 million children continue to be
denied the right to education, and almost half of
them will probably never enter a classroom.

There is some good news: between 1999 and
2011, the number of children out of school fell
almost by half, from 107 million to 57 million.
Following a period of stagnation, the number of
children out of school began to fall again between
2010 and 2011. Yet that reduction, of 1.9 million,
is little more than half the average annual level
of decline between 2004 and 2008 of 3.4 million
and scarcely more than a quarter of the average
annual level of decline between 1999 and 2004
of 6.8 million. Had the rate of decline between
1999 and 2008 been maintained, the number of
children out of school would be 23 million by 2015,
just below the EFA target of a 97% net enrolment
ratio (Figure 1.2.1). But since 2008 the rate of
decline has been so slow that 53 million children
are likely to be out of school in 2015.

There are wide regional variations in the fall

in out-of-school numbers since 1999. South

and West Asia and sub-Saharan Africa have
accounted for three-quarters of the world's
out-of-school population throughout the Dakar
period, but have seen very different trends. South
and West Asia experienced the fastest decline

of all regions, contributing more than half the
total reduction in the number out of school. In
India and the Islamic Republic of Iran, the out-
of-school population fell by more than 90%. By
contrast, in sub-Saharan Africa, after three years
of stagnation, there was a small reduction in the
number out of school between 2010 and 2011,

of 0.8 million - leaving it at the same level as in
2007. In 2011, 22% of the region’s primary school
age population was still not in school.

Girls make up about 54% of the global
population of children out of school. In the

Arab States the share is 60%, unchanged since
1999. In South and West Asia, by contrast, the
share of girls in the out-of-school population fell
steadily from 64% in 1999 to 57% in 2011.

Over the past five years, there has been little
change in the list of countries with the highest
numbers of children out of school. Among the
countries with data for both 2006 and 2011,

Goal 2: Universal primary education

Figure 1.2.1: Millions of children remain out of school in 2011
Number of primary school age children out of school, by region,
1999-20M
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Note: The dotted line from 2008 to 2015 is based on the average annual absolute reduction in the

number of out-of-school children between 1999 and 2008.
Sources: UIS database; EFA Global Monitoring Report team calculations (2013).

the 10 worst performers for both periods
are identical, with one exception: Ghana was
replaced by Yemen, whose out-of-school
numbers increased (Table 1.2.2A).

The top three performers since 2006 are the
Lao People’s Democratic Republic, Rwanda and
Viet Nam, which reduced their out-of-school
populations by at least 85% (Table 1.2.2B).
Ethiopia and India are among the 10 countries
that reduced their out-of-school populations
the most in relative terms, and they also
contributed significantly to the overall reduction
in out-of-school numbers - by 2.2 million and
4.5 million, respectively.

Five of the 10 countries with the largest relative
increases in out-of-school populations since
2004-2006 are in sub-Saharan Africa (Table
1.2.2C). Nigeria's out-of-school population

not only grew the most in absolute terms, by

3.4 million, but also had the fourth highest rate of
growth. In some countries, including Colombia,
Paraguay and Thailand, the out-of-school
population rose even though they are in regions
that have been performing better on average.

Some countries that might have been on these
lists are not there simply because no data are
publicly available (Box 1.2.1). Half of the world’s
out-of-school children live in conflicted-affected
countries, many of which lack data (Box 1.2.2).

Ethiopia and
India have
contributed
significantly
to the overall
reduction in
out-of-school
numbers
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Table 1.2.2: Changes in the out-of-school population, 2006-2011

2 0O 1

A. The ten countries with the highest B. The ten countries with the highest relative decreases in C. The ten countries with the highest relative increases in
out-of-school populations out-of-school populations out-of-school populations
Osgga'lz%l:%o‘ Out-of-school population Out-of-school population
20M 2006 20M Change 2006 201 Change
(000) (000) (000) (%) (000) (000) (%)
Nigeria 10 542 Rwanda 273 20 -93 Paraguay 57 136 139
Pakistan 5436 Viet Nam 436 39 -91 Colombia 206 435 m2
Ethiopia 1703 Lao PDR 123 19 -85 Thailand 387 611 58
India 1674 Congo 239 47 -81 Nigeria 7150 10 542 47
Philippines 1460 Lebanon 58 12 -78 Eritrea 295 422 43
Cote d'lvoire 1161 India 6184 1674 73 Gambia 65 86 33
Burkina Faso 1015 Timor-Leste 61 18 -1 South Africa 519 679 31
Kenya 1010 Morocco 419 134 -68 Liberia 325 386 19
Niger 957 Cambodia 91 31 -66 Mauritania 13 131 16
Yemen 949 Ethiopia 3947 1703 -57 Yemen 853 949 1

Note: The countries considered were those that had data for both 2006 and 2011 and an out-of-school population in the first period that exceeded 50,000.
Source: UIS database.

Despite improvements in the availability of education data over the
past decade, it is regrettable that recent data on out-of-school
numbers, one of the simplest education indicators, are not publicly

Table 1.2.3: Fourteen countries are likely to have more than
1 million children out of school

available for 57 countries. Focusing only on countries with publishable Afghanistan Kenya
data is likely to be misleading for global policy debates, particularly Burkina Faso Nigeria
as many of the countries without data are likely to be the furthest from ct""a, ) Pawaﬁ
Cote d’lvoire Philippines
achieving UPE. Recent improvements in the availability of household D. R. Congo Somalia
survey data help better understand the global picture. However, this Ethiopia Sudan (pre-secession)
India U. R. Tanzania

picture will only be complete once all countries have publishable data.

Notes: Countries in bold are estimated to have more than 1 million children out of school,
The global figure for out-of-school children includes publicly available according to EFA Global Monitoring Team calculations using household survey data. During
data from 147 out of 204 countries, and unpublished estimates by the period in question, Sudan is still included in the area that is now South Sudan.
. - L. X Source: EFA Global Monitoring Report team calculations, based on the UIS database, the
the UNESCO Institute for Statistics (UIS) for the remaining countries. 2010 World Population Prospects and data from Demographic and Health Surveys and
Countries for which the UIS publishes no data either do not have Multiple Indicator Cluster Surveys.

enrolment by age or population data, or these data are not considered

sufficiently reliable. 14 countries would account for around two-thirds of the global
out-of-school population.
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The publicly available data for individual countries account for only 68%

of the 57 million children out of school. For example, published data Itis probably not surprising that Afghanistan, the Democratic Republic
account for 95% of out-of-school children in North America and Western of the Congo, Somalia and pre-secession Sudan have out-of-school
Europe, but only 38% in the Arab States. populations of over 1 million. China’s estimated out-of-school population

of more than 1 million is consistent with its having achieved UPE — defined

The re in sub-Saharan Afri here 14 countri
¢ largest gaps are in sub-Sahara ica, where 14 countries as a net enrolment ratio of at least 97% — because of its large population.

lack data. These include countries affected by conflict, such as the

Democratic Republic of the Congo and Somalia, where the chances of Among the countries added to the list, the most unexpected is the
going to school remain slim, but also countries such as Benin, Sierra United Republic of Tanzania. The most recent publishable UIS estimate
Leone, Togo and the United Republic of Tanzania. While most countries  ¢or the United Republic of Tanzania put the out-of-school population

in Latin America have published data, Brazil, for example, does not, due 41 137,000 in 2008. According to the 2010 Demographic and Health

to lack of agreed population figures. Survey, however, the primary net attendance rate was 80%, well below
the 98% net enrolment ratio estimate provided by the UIS for 2008.
One reason for this discrepancy is likely to be differences in the way
information is collected on child age.2 Moreover, primary completion
rates estimated by both the Demographic and Health Survey and the
UIS indicate that only around 7 out of 10 children finish primary school.
This supports the possibility that the out-of-school population is indeed
over 1 million.

For this Report, an attempt was made to identify which countries
lacking data are likely to have more than 1 million children out of
school, using estimates of the primary net attendance rate from
household surveys carried out between 2008 and 2011.!

These calculations add six countries to the eight known to have
more than 1 million children out of school (Table 1.2.3). Together the

1. Somalia is an exception, with data from the 2006 Multiple Indicator Cluster 2. See Box 2.5 in the 2010 EFA Global Monitoring Report for an explanation of the
Survey. Continuing conflict in the country makes it unlikely that enrolment improved difference between administrative and household data (UNESCO, 2010).
significantly over the following five years.
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Goal 2: Universal primary education

Box 1.2.2: The continuing hidden crisis for children in conflict-affected areas

In many of the world’s poorest countries, armed conflict continues
to destroy the education chances of a whole generation of

children. This Report draws on the international reporting systems Afghanistan Ethiopia Myanmar Sierra Leone
used for the 2011 EFA Global Monitoring Report to construct an

Table 1.2.4: Conflict-affected countries, 1999-2008 and 2002-2011

Algeria Georgia Nepal Somalia
updated list of conflict-affected countries. Thirty-two countries ) ) )
. . . R Angola Guinea Niger SriLanka
were identified as affected by armed conflict in the period from
. Burundi India Nigeria Sudan (pre-secession
2002 to 2011, three fewer than in 1999-2008 (Table 1.2.4). New o e )
countries have joined the list. however, including Libya Mali and Central African Republic Indonesia Pakistan Syrian Arab Republic
the Syrian Arab Republic. Chad Iran, Isl. Rep. Palestine Thailand
Colombia Iraq Philippines Timor-Leste
The analysis shows that, while the global number of children o o ) !
R S L Cote d'lvoire Liberia Russian Federation Turkey
out of school fell slightly from 60 million in 2008 to 57 million in
. . . . D.R. Congo Libya Rwanda Uganda
2011, the benefits of this progress have not reached children in 9 Y e 9
Eritrea Mali Serbia Yemen

conflict-affected countries. These children make up 22% of the
world’s primary school age population, but 50% of its out-of-school

children, and the proportion has increased from 42% in 2008. Notes: The 2002-2011 list comprises countries with 1,000 or more battle-related deaths over the period, plus

those with more than 200 battle-related deaths in any one year between 2009 and 2011. Data are compiled
- . . . using the Peace Research Institute Oslo and Uppsala Conflict Data Program data sets on armed conflict and
Of the 28.5 million primary school age children out of school in battle deaths. See Box 3.1 in the 2011 £FA Global Monitoring Report for further information.

conflict-affected countries, 12.6 million live in sub-Saharan Africa, Countries in light blue were on the list in 2011 but are no longer identified as conflict-affected in 2013.
e . P Countries in red joined the list in 2013.

5.3 million in South and West Asia, and 4 million in the Arab States. During the period in question, Sudan still included the area that is now South Sudan.

The vast majority — 95% — live in low and lower middle income

countries. Girls, who make up 55% of the total, are the

worst affected.

One of the biggest disappointments since the EFA Figure 1.2.2: Almost half of children out of school are expected never to enrol

goals were established in 2000 is that nearly half Distribution of out-of-school children by school exposure, gender and region, 2011

of the 57 million children currently out of school %

are expected never even to make it to school. The Female [ 8 32

percentage is considerably higher in the Arab Arab States [ 7 35

States and sub-Saharan Africa, where girls are also Mo [ g e

much more affected: in these regions almost two in

three out-of-school girls are expected never to go

to school. The remaining half of the out-of-school Female K = -

population is split almost equally between children ~ Sub-Saharan Africa 74 i 25

who enrolled but dropped out and those who are LEy 49 21 30

expected to enter school but will be older than the

official primary school age, and so are more likely to Female |3 31 "

eventually drop out (Figure 1.2.2). South and West Asia IFE) o .
. . L Male [t 42 20

The reasons for children not making it into school

vary, but are usually associated with disadvantages

children are born with — poverty, gender, ethnicity, Fordle | 28] 28 52

or living in a rural area or a slum, for example. One  Restofthe World [P 27 51

of the most neglected of such disadvantages is Male |EZ0 26 50

disability (Box 1.2.3).

. . . Female 33 21 24
Children are more likely to complete primary world T ~ =
schooling if they enter at the right age. The global
adjusted net intake rate for the first year of primary Mole K - 3
school increased between 1999 and 2011, but on[y M Expected never to enrol M Enrolled but dropped out Expected to enrol late
slightly, from 81% to 86% - and rose by less than Source: UIS database.
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CHAPTER 1

Children with disabilities are often denied their right to
education. However, little is known about their school
attendance patterns. The collection of data on children with
disabilities is not straightforward, but they are vital to ensure
that policies are in place to address the constraints they

face. Statistics on the education experience of children with
disabilities are rare in part because household surveys, which
tend to be the best source of information on access to school by
different population groups, do not have sufficient information
on the degree or type of disability, or their sample size is too
small to make it possible to draw accurate conclusions.

By one estimate, 93 million children under age 14, or 5.1% of
the world’s children, were living with a ‘moderate or severe
disability” in 2004. Of these, 13 million, or 0.7% of the world’s
children, experience severe disabilities.

According to the World Health Survey, in 14 of
15 low and middle income countries, people of
working age with disabilities were about
one-third less likely to have completed primary
school. For example, in Bangladesh, 30% of

people with disabilities had completed primary 60
school, compared with 48% of those with no
disabilities. The corresponding shares were 43% 50

and 57% in Zambia; 56% and 72% in Paraguay.

o~
o

The obstacles that children face depend on the
type of disability they experience. Since 2005,
Multiple Indicator Cluster Surveys have used a
tool with 10 questions to screen children aged 2
to 9 for the risk of various types of impairment.
This information points to a risk of disability
ranging from 3% in Uzbekistan to 49% in the
Central African Republic. While data on the risk
of disability may overestimate the number of
children actually living with a disability, they
throw some light on the barriers that children at
risk of disability face in getting to school.

N
o

Never been to school (%)
w
o

S

Surveys.

one percentage point over the last four years

of the period. Some countries nevertheless

have made great progress in getting children
into school by the official school starting age,
including Ethiopia (where the rate rose from 23%
to 94%), the Islamic Republic of Iran (from 46%
to 99%) and Mozambique (from 24% to 71%).

Despite improvements in getting children into
school, dropout before the last grade remains a
serious problem in many low and middle income
countries. The chances of children completing

Analysis for this Report of Multiple Indicator Cluster Surveys from
four countries shows that children at higher risk of disability

are far more likely to be denied a chance to go to school. In
Bangladesh, Bhutan and Iraq, children with mental impairments
were most likely to be denied this right. In Iraq, for instance,
10% of 6- to 9-year-olds with no risk of disability had never been
to school in 2006, but 19% of those at risk of having a hearing
impairment and 51% of those who were at higher risk of mental
disability had never been to school. In Thailand, almost all 6- to
9-year-olds who had no disability had been to school in 2005/06,
and yet 34% of those with walking or moving impairments had
never been to school (Figure 1.2.3).

Sources: Gottlieb et al. (2009); Mitra et al. (2011); WHO and World Bank (2011).

Figure 1.2.3: Children at risk of disability face major barriers in gaining
access to school

Percentage of children aged 6 to 9 who have never been to school, by
type of impairment, selected countries, 2005-2007

@ Walking and moving
® Visual

Hearing
® Mental

-———@

O None

Thailand Bhutan Iraq Bangladesh

Source: EFA Global Monitoring Report team calculations (2013), based on Multiple Indicator Cluster

the primary cycle have hardly changed

since 1999. In 2010, around 75% of those
who started primary school reached the

last grade. In sub-Saharan Africa, the
proportion making it to the last grade even
fell slightly, from 58% in 1999 to 56% in
2010. In South and West Asia, fewer than
two out of three children entering school
manage to reach the last grade. By contrast,
in the Arab States there has been progress
from 79% of students reaching the last grade
in 1999 to 87% doing so in 2010.
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How many countries are likely to reach
UPE by 2015?

While the UPE goal has clear indicators, it is not
always easy to assess overall progress towards
it. The commonly used benchmark of whether

at least 97% of children of primary school age
are in school does not show whether children
complete primary school. Nor does it account for
the varied experiences of children from different
backgrounds. Thus it is likely to provide an overly
optimistic picture of progress.

New analysis for this Report uses data on net
enrolment as well as completion to assess
progress towards UPE. It also looks at the
speed at which countries have moved towards
the target, given their starting points. From
this information, the analysis projects whether
countries have a realistic chance of reaching
UPE between 2011 (the latest year for which
data are available]) and 2015."

Universal access to primary schooling is
likely to remain elusive in many countries

In 1999, 37 of the 122 countries with available data
had already reached the target of a 97% primary
net enrolment ratio (Figure 1.2.4). By 2011, the
number of countries that had reached the target
had increased to 61. Looking ahead to 2015, it is
projected that seven more countries will reach
the target: Croatia, El Salvador, Latvia, Nepal,
Nicaragua, Qatar and the United Arab Emirates.
This leaves 54 countries that are not expected to
meet this target by 2015, only eight of which are
even close to it.

Of the countries furthest from UPE, 27 had
enrolment ratios below 80% in 1999. In 2015,

15 countries are still expected to be in this
situation, including 10 in sub-Saharan Africa:
Burkina Faso, Cote d’lvoire, Equatorial Guinea,
Eritrea, the Gambia, Lesotho, Liberia, Mali,
Niger and Nigeria. Djibouti and Pakistan are
among the remaining countries in this group
(Table 1.2.5). Of the 12 countries that moved out
of this group, three have since reached the target
(the Lao People’s Democratic Republic, Rwanda
and Zambia), and two are expected to come very
close (Morocco and Mozambique). In addition,

1. For this analysis, the countries used are those with at least three data
points since 1999, the most recent dating from 2009 or after. See Bruneforth
[2013) for further information.

Goal 2: Universal primary education

Figure 1.2.4: Goal 2 - progress towards achieving universal primary education by 2015

is less than usually assumed

Number of countries by level of adjusted net enrolment ratio, 1999, 2011 and 2015 (projected)

83 83 83

1999 20M

2015 projected

Number of countries:
with insufficient data
W very far from target (<80%)
far from target (80—94%)
% close to target (95-96%)
W reached target (297%)

Note: The analysis was conducted on the subset of countries for which a projection was possible; therefore, it covers fewer

countries than those for which information is available for either 1999 or 2011.
Source: Bruneforth (2013).

Mauritania, Senegal and Yemen will move out of
the group of countries that were furthest from
the target in 2011, as their net enrolment ratio is
projected to exceed 80% by 2015.

While some countries are still off track, others
have made considerable progress. Of the

46 countries with data that are expected to be
far from UPE by 2015, 15 will have made strong
progress, increasing their net enrolment ratio by
at least 15% since 1999. Of the 27 countries that
were furthest from the target in 1999, 20 have
made strong progress; Botswana, Cote d'lvoire and
Eritrea have made weak progress, with increases
between 5% and 15%, while Equatorial Guinea,
the Gambia, Liberia and Nigeria have made even
less progress than that, or have regressed.

Progress towards primary school completion
is even more disappointing

Enrolment is a partial measure of whether UPE
has been achieved, given that success should be
judged with respect to whether all children ‘have
access to and complete’ primary education.
Hence this Report considers an indicator related
to completion: the expected cohort completion
rate (Box 1.2.4). One disadvantage of this new
indicator is that fewer data are available and no
trend can be established to monitor progress
since 1999 or make projections to 2015.

In three-quarters of the 90 countries with
data since 2008, at least 95% of children were

By 2015,

54 countries
are not
expected to
have achieved
universal
primary
enrolment
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A common measure of whether children are completing primary school is
the gross intake rate to the last grade.! While this is relatively straightforward
to calculate from existing data, over-age enrolment and insufficient data on
repetition mean it exceeded 100% in 44 of the 153 countries with data for
2011, so it does not provide an accurate picture. This indicator has been used
more broadly in recent years to make the case that the MDG on education
has been almost achieved. A preferable measure of completion is one that
avoids mixing children from different age groups, following instead a group
(cohort) of children of primary school entrance age.

The expected cohort completion rate is one such measure. This new
indicator measures the percentage of children of primary school entrance
age expected to enter and complete primary education. It is estimated by
multiplying two indicators:

m The expected net intake rate to the first grade of primary education,
showing the probability that a child of official primary school entrance age
will ever enrol in the first grade. In Senegal, for example, the expected net
intake rate was 83% in 2010.

m The survival rate to the last grade of primary school, which shows the
probability that a child who has entered primary school will ever reach
the last grade. Reaching the last grade is taken as a proxy for completion
because actual graduation records from primary school are not collected in
many countries. In Senegal, 60% of those who enrolled in school reached
the last grade. Taking account of the expected net intake rate, 49% of
current 7-year-olds are expected to complete primary school.

Gross intake to the last grade in Senegal was higher, at 63% in 2011, showing
that it can overestimate progress towards completion. An indicator in the
spirit of the expected cohort completion rate provides a more accurate
picture of completion, and so is more appropriate for measuring progress
towards post-2015 goals.

1. This indicator is equal to the number of students of any age in the last grade of primary
school (excluding repeaters), divided by the number of children of official graduating age.

expected to enter primary school in 2011. Yet,
just four years before 2015, there were still
eight countries - all in sub-Saharan Africa,
and notably including Nigeria - where at least
one-fifth of the children were not expected to
enrol in primary school (Figure 1.2.5).

Progression remains an even greater challenge.
In 26 of the 90 countries, almost three-quarters
of them in sub-Saharan Africa, at least one-fifth
of the children who entered school were not
expected to reach the last grade. In Uganda, for
example, fewer than one in three children were
expected to reach the last grade.

Combining the two indicators to measure
whether a given group of children will both enter
primary school and reach the last grade conveys
a sobering message. In only 13 out of the

90 countries with data is it expected that at least
97% of children will both enter primary school
and reach the last grade. Of these 13 countries,
10 are OECD or EU members. The other three
are Belarus, Kazakhstan and Tajikistan.

These findings raise the question whether
assessing progress towards UPE solely on the
basis of the net enrolment ratio is sufficient.
Among the 70 countries that, in net enrolment
ratio terms, were considered to have achieved
the target in 2011 or to be close to achieving it,
data on the expected cohort completion rate
are available for 42. Only 15 of these would be
considered to have achieved the target in 2011
or to be close to achieving it if the expected
cohort completion rate to the last grade were
the criterion.

For some countries, the discrepancy between
the two measures is particularly large. For
example, Rwanda, with a net enrolment ratio of
99% in 2010, had an expected cohort completion
rate of 38% in 2009. Guatemala, with a net
enrolment ratio of 98% in 2010, had an expected
cohort completion rate of 79% in 2009.

Comparing the experiences of the two
sub-Saharan African countries that had the
largest out-of-school populations in 1999 shows
what can be achieved, with strong political
commitment, in improving primary school
completion. Ethiopia has made good progress
while narrowing inequalities, and though it
remains far from the target, it is advancing
towards the goal. Nigeria, by contrast, has

the world's largest number of children out of
school. Its out-of-school population grew by
42% between 1999 and 2010 and it is among
the 15 countries that are likely to be off track in
2015. In addition the high level of inequality has
remained unchanged (Box 1.2.5).

The contrasting records of two countries in
East Asia further show how variable degrees of
political commitment to EFA have resulted in
different outcomes since 2000: while Indonesia
championed access to school and is among the
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Goal 2: Universal primary education

countries that have reached the net enrolment

ratio target, the Philippines is far from the

Figure 1.2.5: Goal 2 - progress towards universal primary completion is disappointing
Number of countries by level of expected net intake rate, survival rate to the last grade and

target and in danger of going backwards expected cohort completion rate, 2011 or latest available year

(Box 1.2.6).

As the 2015 deadline for the EFA goals

approaches, it is disconcerting to note not

. 15 15 115 Number of countries:
only that too many countries are far from the with insufficient data
goal, but also that data remain insufficient to W very far from target (<80%)

enable a full global monitoring of progress
towards whether children are accessing, and
also completing, primary school. Nor do the
available data allow assessment of progress
for various population groups. Promising

m far from target (80-94%)
% close to target (95-96%)
W reached target (97%)

Expected net Survival rate to Expected cohort

developments in the availability of comparable intake rate last grade completion rate
household surveys offer encouraging signs that

this situation could change in the post-2015 era.

Source: UIS database.

Table 1.2.5: Likelihood of countries achieving a primary enrolment target of at least 95% by 2015

Target
reached or
close (>95%)

0
o
~N
2 76
©
£  Farfrom
‘é’_ target
o (80-94%)
g
5
31
Very far from
target (<80%)

15

Countries not
included in analysis
because of
insufficient data

83

Source: Bruneforth (2013).

Algeria, Aruba, Australia, Bahamas, Belgium, Belize, Bulgaria, Cambodia, Croatia, Cuba, Cyprus, Dominica, Ecuador,
Egypt, El Salvador, Estonia, Fiji, Finland, France, Germany, Greece, Grenada, Guatemala, Honduras, Hungary, Iceland,
India, Indonesia, Iran (Islamic Republic of), Ireland, Israel, Italy, Japan, Kazakhstan, Kyrgyzstan, Lao People’s Democratic
Republic, Latvia, Lebanon, Luxembourg, Malawi, Maldives, Mexico, Mongolia, Morocco, Mozambique, Nepal, Netherlands,
New Zealand, Nicaragua, Norway, Oman, Panama, Peru, Portugal, Qatar, Republic of Korea, Rwanda, Saint Vincent and
the Grenadines, Samoa, Sao Tome and Principe, Slovenia, Spain, Sweden, Switzerland, Syrian Arab Republic, Tajikistan,
The former Yugoslav Republic of Macedonia, Trinidad and Tobago, Tunisia, Turkey, United Arab Emirates, United Kingdom,

United States, Venezuela (Bolivarian Republic of), Viet Nam, Zambia

Burkina Faso, Djibouti, Eritrea, Lesotho, Mali, Niger, Cayman Islands, Céte d’lvoire, Equatorial Guinea, Gambia,
Pakistan Jamaica, Liberia, Nigeria, Saint Kitts and Nevis

Strong relative progress 15 Slow progress or moving away from target 31
Change between 1999 and 2011

Afghanistan, Albania, Andorra, Angola, Anguilla, Antigua and Barbuda, Argentina, Armenia, Austria, Bahrain, Bangladesh,
Barbados, Benin, Bermuda, Bosnia and Herzegovina, Brazil, Brunei Darussalam, Burundi, Cameroon, Canada, Central
African Republic, Chad, Chile, China, Comoros, Congo, Cook Islands, Costa Rica, Czech Republic, Democratic People’s
Republic of Korea, Democratic Republic of the Congo, Gabon, Georgia, Guinea-Bissau, Guyana, Haiti, Iraqg, Kiribati,
Kuwait, Libya, Macao (China), Madagascar, Malaysia, Marshall Islands, Mauritius, Micronesia (Federated States of),
Monaco, Montenegro, Montserrat, Myanmar, Nauru, Netherlands Antilles, Niue, Palau, Papua New Guinea, Russian
Federation, San Marino, Saudi Arabia, Serbia, Seychelles, Sierra Leone, Singapore, Slovakia, Solomon Islands, Somalia,
South Sudan, Sudan, Swaziland, Thailand, Timor-Leste, Togo, Tokelau, Tonga, Turkmenistan, Turks and Caicos Islands,
Tuvalu, Uganda, Ukraine, United Republic of Tanzania, Uruguay, Uzbekistan, Vanuatu, Zimbabwe
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PART 1: MONITORING PROGRESS TOWARDS THE

EFA GOALS

CHAPTER 1

The education experience of the 2000s for the two most populous countries of
sub-Saharan Africa could not have been more different. It was a lost decade for
Nigeria in terms of educational development. Despite the optimism generated
by the restoration of democracy in 1999 and the introduction of the Universal
Basic Education Law in 2004, the percentage of children out of school showed
no improvement. By contrast, Ethiopia made major advances, with the number
of children out of school falling by three-quarters between 1999 and 2011.
While major challenges remain, the reforms that Ethiopia has put in place
suggest that continued progress should be possible.

Household survey data confirm this divergent picture. Between 1998 and
2008, the share of children who had not completed primary school remained
at about 29% in Nigeria (Figure 1.2.6). The gap between the country’s two most
populous areas hardly changed, with the rate of non-completers six times
higher in the North-west than in the South-west. The gender gap within the
two regions did not change either. As a result, 70% of young women in the
North-west have not completed primary school.

By contrast, Ethiopia witnessed improvement, albeit from a low base. In

2000, 82% of children had not completed primary school, falling to 60% by
20711. While there are still fewer benefiting from education than in Nigeria, on
average, it is notable that inequalities have narrowed while progress has been
made overall. The gap in primary school completion between Addis Ababa
and the Somali region fell from 63 to 49 percentage points. Given that there

has been a large reduction in the percentage of children who have never been
to school in the Somali region (from 84% in 2000 to 37% in 2011), this gap is
expected to fall even further in coming years.

Since Ethiopia became a federal republic in 1994, its central government

has been effective both in exercising its coordinating function and in
promoting policy decisions. It more than doubled the share of the budget
allocated to education between 2000 and 2010, to 25%. These resources
were used to fund rapid classroom construction and teacher recruitment. At
the same time, the government ambitiously devolved power to the regions
and districts, while closely monitoring results in the delivery of education and
other social services. An analysis of almost 200 urban and rural districts in the
Oromiya region and the Southern Nations, Nationalities and People’s Region
showed that the introduction of formula-based funding led to declines in
inequality between districts not only in terms of funding per student but also
in terms of enrolment outcomes.

In Nigeria, the federal government has less control over the states. The
absence of data on the share of the budget spent on education since 1999 is
one sign of poor accountability. An attempt to track whether schools in Kaduna
and Enugu states received allocated resources revealed that, for most basic
inputs, including maintenance, textbooks and in-service training, there were
not even any norms as to what each school should receive.

Sources: Garcia and Rajkumar (2008); Nigeria National Bureau of Statistics et al. (2013);
World Bank (2008b).

Figure 1.2.6: Ethiopia has made progress in primary education while Nigeria has stagnated
Percentage of children who have not completed primary school, by gender and selected regions, Ethiopia 2000-2011 and Nigeria 1999-2008
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THE SIX EFA GOALS

Goal 2: Universal primary education

Box 1.2.6: The cost of delaying action for disadvantaged children - the diverging paths of Indonesia

and the Philippines

The Philippines is one of 14 countries estimated to have more than

1 million out-of-school children and also one where there has been
lack of progress towards UPE. By contrast, Indonesia managed to
reduce its out-of-school population by 84% between 2000 and 2011.

Evidence from household surveys shows, moreover, that inequality
gaps in the Philippines have remained wide. The percentage of young
people who had not completed primary education slightly increased
in the Philippines over 1998-2008, from 11% to 13%, with inequalities
between the poorest and richest and between young men and young
women remaining entrenched. In Indonesia, the percentage of youth
who had not completed primary education almost halved over a
similar period, 1997-2007, from 14% to 8%, while gender inequalities
remained narrow (Figure 1.2.7).

Whether children in the Philippines have a chance of attending school
depends strongly on where they live. In the Autonomous Region

of Muslim Mindanao, which continues to suffer from conflict, 21%

of primary school age children were not in school in 2008 — more
than twice the national average of 9%. The share of national income
invested in education, which equalled the subregional average in

1999, had fallen behind by 2009 at 2.7% of GNP, compared with an
average of 3.2% for East Asia.

Indonesia, for its part, showed strong political will towards education
reform. After the 1997/98 financial crisis, the country embarked on an
ambitious set of reforms regarding decentralization, social protection
and education, which all contributed towards the improvement

of educational outcomes. Since 2005, the School Operational
Assistance programme has provided grants to schools to cover their
running costs so they do not have to charge fees.

In 2009, the central government fulfilled a constitutional commitment
to allocate 20% of its budget to education. The increase in resources
has resulted in an overhaul of the scholarship system for poor
students, which was insufficient, poorly targeted and not timed

well enough to prevent dropout in the last grade of primary school.
The reform will improve the targeting mechanism, increase the
scholarship amount and modernize the administration to ensure that
households are paid in time.

Sources: Albert et al. (2012); Chaudhury et al. (2013); Indonesia National Development
Planning Agency et al. (2012); Satriawan (2013); World Bank (2013e).

Figure 1.2.7: Indonesia has moved much faster than the Philippines towards universal primary education
Percentage of young people who have not completed primary school, by gender and wealth, Indonesia 1997-2007 and the Philippines

1998-2008
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PART 1: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

m Youth and adult skills

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

Highlights

B Participation in lower secondary education increased from 72% in 1999 to 82% in 2011.
The fastest growth was in sub-Saharan Africa, where enrolment more than doubled, albeit
from a low base, reaching 49% in 2011.

B Progress in completing lower secondary school - a prerequisite for acquiring the
foundation skills necessary for decent jobs - has been more modest, with little improvement
in low income countries, where just 37% of adolescents complete that level. Among
adolescents from poor families in these countries, completion rates are as low as 14%.

B The number of adolescents out of school stood at 69 million in 2011. While this constituted
a reduction of 31% since 1999, most of the improvement had been achieved by 2004.
In sub-Saharan Africa, the number of adolescents out of school remained at 22 million
between 1999 and 2011, as population growth cancelled out any improvement in
enrolment growth.

m Of the 82 countries with data, 38 are expected to achieve universal lower secondary
enrolment by 2015. But three-quarters of the countries in sub-Saharan Africa are not
included among these 82 countries. Given most of these countries have not yet achieved
universal primary completion, it is extremely unlikely that they will achieve universal lower
secondary education by 2015.

B Across 19 high income countries around half of young people have poor problem-solving
skills in part due to too low upper-secondary completion.

Table 1.3.1: Key indicators for goal 3

Technical and vocational

Lower secondary = Upper secondary gross =~ education as a share of Out-of-school adolescents of
Total secondary enrolment = gross enrolment ratio enrolment ratio secondary enrolment lower secondary school age
Change Change
20M since 1999 1999 201 1999 201 1999 201 201 since 1999 Female

(000) (%) (%) (%) (%) (%) (%) (%) (000) (%) (%)
World 543 226 25 72 82 45 59 1" " 69 413 -3 49
Low income countries 49393 83 36 54 23 31 5 5 18 435 -13 51
Lower middle income countries 203179 48 61 77 31 48 5 5 42 359 525) 53
Upper middle income countries 205 015 n 88 96 52 75 13 16 7810 -65 30
High income countries 85 640 -2 102 105 97 100 17 14 809 -52 39
Sub-Saharan Africa 46 282 14 29 49 21 32 8 8 21832 -1 55
Arab States 30726 37 73 88 44 52 14 9 3757 -31 56
Central Asia 10 288 12 85 97 81 102 6 13 397 -56 57
East Asia and the Pacific 159783 22 78 90 44 70 15 17 8944 -64 33
South and West Asia 144 402 48 61 76 30 47 1 2 31277 21 50
Latin America and the Caribbean 60 525 15 95 102 62 7 10 10 1494 -55 49
North America and Western Europe 61433 1 102 106 97 99 14 14 583 -50 35
Central and Eastern Europe 29787 -27 92 95 82 83 18 21 1129 -68 48

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



THE SIX EFA GOALS

The 2012 EFA Global Monitoring Report put a
spotlight on goal 3, which has been one of the most
neglected EFA goals in part because no targets or
indicators were set for its monitoring. To address
this shortcoming, the 2012 Report proposed a
framework for the various types of skills as a way
of improving monitoring efforts. While highlighting
some promising initiatives, the 2012 Report
recognized that the international community was
still a long way from measuring systematically
the provision of skills-oriented programmes and
the acquisition of skills, so monitoring progress
on goal 3 is likely to remain challenging.

The framework emphasizes the crucial
importance of foundation skills, including
literacy and numeracy, which are essential
for meeting daily needs, succeeding in the
world of work and acquiring transferable
skills and technical and vocational skills.
While there are other pathways young people
can take to acquire foundation skills, the most
effective is lower secondary schooling, hence

Goal 3: Youth and adult skills

the calls for universal completion of lower
secondary school to be a goal in the post-2015
framework. The global lower secondary

gross enrolment ratio increased from 72% in
1999 to 82% in 2011. The largest increase was
in sub-Saharan Africa, where the number of
students more than doubled, although the
share reaching this level was still only 49%.

Analysis by the EFA Global Monitoring

Report team of household surveys shows

that completion rates are significantly lower
than these enrolment ratios suggest. In low
income countries, completion rates increased
from 27% in the early 2000s to 37% in the

late 2000s. Moreover, almost all the increase
was recorded among the richest fifth of the
population, where the rates rose from 53% to
61%, while completion rates among the poorest
increased from 11% to 14% (Figure 1.3.1).
Similar patterns of stagnation for the poorest
groups are apparent in countries in sub-Saharan
Africa (Box 1.3.1).

Figure 1.3.1: Inequality in lower secondary completion is growing in poorer countries
Lower secondary school completion rate by wealth and gender, selected countries, 1997-2000 and 2007-2011
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Source: EFA Global Monitoring Report team analysis (2013), based on Demographic and Health Surveys and Multiple Indicator Cluster Surveys.
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reached just
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PART 1: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

Many countries in sub-Saharan Africa have expanded access to
lower secondary school, but it will take more time and effort to
translate these gains into higher completion rates. The poorest,
in particular, appear not to be benefiting from current policies.
In cash-strapped secondary education systems, unplanned
growth in private schooling appears to be excluding many of the
continent’s more disadvantaged adolescents.

Enrolment data from the education ministries in Rwanda and
Malawi show the divergent paths countries can take. Rwanda
has carried out a major expansion of lower secondary schooling,
with the gross enrolment ratio quadrupling in about 10 years to
reach 47% in 2011, overtaking Malawi, where the ratio hovered
around 40% for most of the decade (Figure 1.3.2).

Information collected from households, however, shows

that completion rates remain low in both countries. Between
2000 and 2010, the lower secondary school completion

rate increased from 9% to 15% in Rwanda and from 16% to
25% in Malawi (Figure 1.3.2). It is of particular concern that

in both countries completion is extremely inequitable, with
fewer than 5% of poor, rural girls completing lower secondary
school. This is partly because poorer households are obliged
to spend a high share of their income to educate their children
(see Chapter 2).

The approaches the two countries have taken towards expanding
access to lower secondary education differ, however, and Rwanda’s
could improve completion rates in coming years. In 2006, Rwanda
extended basic education from six to nine years, through to lower
secondary level, and abolished fees for the entire cycle. In 2009, it
also removed the obstacle of the primary completion examination.
The share of private enrolment in lower secondary education
decreased from 43% in 2001/02 to 27% in 2008.

In Malawi, by contrast, expansion of lower secondary schooling
has remained limited, even though a universal primary
education programme in the 1990s increased demand for
secondary education. Enrolment has increased only in private
schools, whose share of total secondary enrolment rose from
13% in 2001 to 23% in 2007.

Because supply has not kept pace with demand, a highly
selective system has developed. Only the students who perform
best in an examination at the end of primary school enter higher
quality government secondary schools. Those who do not pass
the exam, but can afford the cost of private school, take that
option. The vast majority, however, have to settle for community
day secondary schools, which are widely considered to be of
poor quality. As a result, adolescents in these schools are likely
to drop out or have poor learning outcomes.

Sources: Chiche (2010); de Hoop (2011); World Bank (2010, 2011).

Figure 1.3.2: Completion of lower secondary school remains elusive for many adolescents

in Malawi and Rwanda

Lower secondary gross enrolment ratios and completion rates, Malawi and Rwanda, 2000-2010
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There is wide inequality between population
groups in lower secondary completion. In poorer
countries, only the most advantaged have
benefited from progress. In Mozambique and the
United Republic of Tanzania, for example, almost
no young women from the poorest families
completed lower secondary school in 2010/2011.
By contrast, young men from the richest families
more than tripled their completion rates, to over
35%, between the late 1990s and 2010/2011.
This pattern is also apparent in middle income
countries, such as the Dominican Republic

and Irag. In some countries, while poorer
adolescents have benefited from progress, wide
gaps remain: in Indonesia, lower secondary
school completion increased from 81% to 92%
for the richest males and from 15% to 36% for
the poorest females (Figure 1.3.1).

Another measure of progress towards goal 3,
the number of adolescents of lower secondary
school age who are out of school, also shows
that advances have been limited. While the
number has fallen since 1999 by 31% to

69 million in 2011, progress has all but stagnated
since 2007. Moreover, the reduction has been
much more modest than for primary school age
children (Figure 1.3.3). As a result, many young
people have been denied a lower secondary
education and so need access to second-chance
programmes to acquire foundation skills.

South and West Asia has made great strides
in reducing the number of primary school age
children out of school, but progress has been
slower for adolescents with progress achieved
only up to 2004. The region’s share of the
global number of out-of-school adolescents
increased from 39% in 1999 to 45% in 2011.

In sub-Saharan Africa, 22 million adolescents
remained out of school over the entire period.
Any progress in enrolment has been cancelled
by the 33% increase in the population of this
age group since 1999.

Transferable skills are acquired at all education
levels. But upper secondary education has a
distinct role in instilling such skills (Box 1.3.2).
The global upper secondary gross enrolment
ratio increased from 45% in 1999 to 59% in 2011.

Goal 3: Youth and adult skills

The largest increase was in East Asia and the
Pacific, where the ratio increased from 44% to
70%. In absolute terms, the largest expansion
took place in sub-Saharan Africa, where the
number of students doubled over the period,
although the region’s enrolment ratio had only
reached 32% by 2011.

Data sources are fragmented for technical and
vocational skills. While this kind of knowledge
is often best acquired on the job, for instance

in apprenticeship programmes, no systematic
information on such programmes currently
exists. The information that is available indicates
that the share of technical and vocational
education in total secondary education
enrolment has remained constant at 11% since
1999, with relatively small variations in regional
trends, such as a decline in the proportion of
enrolment in technical and vocational education
in the Arab States. Governments around the
world need to pay more attention to improving
the quality of these programmes and ensuring
their relevance to the world of work.

Figure 1.3.3: The number of adolescents out of school has
hardly fallen since 2007
Out-of-school adolescents, by region, 1999 to 2011
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Source: UIS database.

In sub-Saharan
Africa, 22 million
adolescents
remained out of
school between
1999 and 2011
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PART 1: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

Transferable skills, such as problem-solving, are vital for
adapting knowledge to different work contexts, but there have
been few attempts to measure how many people have acquired
such skills.

One important step towards filling this gap is the OECD’s
Programme for the International Assessment of Adult
Competencies (PIAAC). The results of the 2011 PIAAC survey
confirm that upper secondary education is a vital way of
improving transferable skills such as analysing information.
Another key finding of the survey is that low literacy, associated
with lower educational attainment, is as much of a barrier

to effective engagement in the online world as lack of basic
information and communication (ICT) skills. The digital divide
may therefore also be a literacy divide.

Twenty-four countries participated in the 2011 PIAAC survey,
which assessed the literacy, numeracy and problem-solving
skills of 16- to 65-year-olds. It also collected information on the
acquisition of problem-solving skills in

technology-rich environments.

Proficiency in problem-solving in technology-rich environments
is also associated with the level of education completed. Nearly
47% of 16- to 24-year-olds who had not completed upper
secondary education scored at level 1 or below, compared with
39% of those who had completed upper secondary education.
In England and Northern Ireland (United Kingdom) 88% of those
who had not completed upper secondary education scored at or
below this minimum benchmark, compared with 54% of those
who had completed it.

The PIAAC results show that countries need a more effective
mix of policies and practices aimed at developing the skills
necessary to manage information in digital environments.
Policies should ensure that young people have solid foundation
skills in literacy and numeracy, and that access to upper
secondary education is expanded. In economies and societies
in which access to resources and information is increasingly
governed by digital ability, poor problem-solving skills increase
chances of exclusion in the job market and other areas of life.

Figure 1.3.4: Literacy is crucial to developing ICT skills

Across the 19 high income countries and
regions where problem-solving skills

in technology-rich environments were
surveyed, 51% of those aged 16 to 24
were proficient at the two highest levels
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individuals are typically able to solve
problems involving several steps, evaluate 25 | A
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Notes: A literacy score between 225 and 275 points means respondents could paraphrase or draw low

in literacy skills between a person who

can only draw lower level inferences from
a text compared with a person who can
interpret information from different sources
(Figure 1.3.4).

level inferences from the text. A score between 275 and 325 points means respondents could identify,
interpret, or evaluate one or more pieces of information that required varying levels of inference and where
competing information was often present.

The UK data refer to England and Northern Ireland. The Belgian data refer to Flanders.

Source: OECD (2013c).
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How many countries are likely to
achieve universal lower secondary
education by 2015?

No clear target was set in 2000 to guide an
assessment of global success in promoting
skills development and, at that time, universal
lower secondary education was not an explicit
goal. Since it is likely to become one after 2015,
it is vital to assess where the world may stand
in 2015.

The lower secondary school completion rate
would be an appropriate indicator to measure
progress, but data are lacking. The adjusted net
enrolment ratio for lower secondary school age
adolescents is a second-best indicator which has
information on trends for just 82 countries.

Of the 82 countries, 21 had an adjusted net
enrolment ratio above 97% in 1999, and 11 were
close. By 2011, 26 countries had reached the
target and 12 were close. By 2015, the number of
countries meeting the target is expected to grow
to 38, with 8 countries close (Figure 1.3.5).

The number of countries furthest from the
target, with a ratio below 80%, fell from 24 in
1999 to 9 in 2011. Of the countries that moved
out of this group, Oman and Turkey have
achieved the target of 97% enrolment, while
Tajikistan has come close. By 2015, 8 countries
are likely to have net enrolment below 80% -

7 in sub-Saharan Africa plus the Lao People’s
Democratic Republic - and 28 countries are
expected to remain far from the target with net
enrolment between 80% and 95% (Table 1.3.2).

While many countries will not have met

the target of universal lower secondary net
enrolment by 2015, assessing how quickly
countries have moved towards the target
indicates how soon they may achieve it. Of

the 56 countries that had not reached the target
by 2011, 14 made strong progress, increasing

Goal 3: Youth and adult skills

Figure 1.3.5: Goal 3 — of 82 countries with data, less than half will achieve universal
lower secondary education by 2015

Number of countries by level of adjusted net enrolment ratio for lower secondary education,
1999, 2011 and 2015 (projected)

Number of countries:
123 123 123
with insufficient data

W very far from target (<80%)
far from target (80—94%)

“ - T—— # close to target (95-96%)
B reached target (297%)
A .
4 Z# 38
21 26
1999 20M 2015 projected

Note: The analysis was conducted on the subset of countries for which a projection was possible; therefore, it covers fewer
countries than those for which information is available for either 1999 or 2011.
Source: Bruneforth (2013).

their net enrolment ratio by at least 15%
since 1999. Eleven countries expanded access
by more than 20 percentage points, including
Ecuador (from 72% to 93%), Ghana (from
62% to 83%) and Indonesia (from 65% to 89%].
The net enrolment ratio increased for all
countries with data in Central America, including
El Salvador, Guatemala, Nicaragua and Panama
(Box 1.3.3).
Between

1999 and 2011,
Ecuador, Ghana
and Indonesia

This assessment is based on information from
only 40% of all countries. It includes two-thirds
of the countries in North America and Western
Europe but only a quarter of sub-Saharan

African countries, some of which are unlikely to rapldly

have achieved universal lower primary education expanded

so will not be in a position to achieve universal access to

secondary schooling. lower secondary
school

After 2015, it will be vital to set a target

for lower secondary education. In order to
monitor progress towards such a goal, more
comprehensive data will be needed on access to
and completion of lower secondary education.
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CHAPTER 1

Secondary education has expanded in Latin America over the past
decade, although at only half the speed of the previous decade.

By 2011, the net enrolment ratio had reached 77%. In general, the
countries that lagged behind were those that expanded secondary
education fastest over the decade. Among the countries that had
the lowest enrolment ratios in 1999, Ecuador and Guatemala’s ratios
improved faster, while Paraguay’s increased more slowly.

Regardless of the speed of progress, household surveys show that
the education systems of the three countries are still characterized
by high levels of inequality. Ecuador appears to have made greater
strides towards narrowing inequality gaps. Its gap in the secondary
net attendance ratio between urban and rural males fell from

32 percentage points in 2001 to 13 percentage points in 2011. The
gap between urban and rural youth fell more slowly in Paraguay,
while it hardly changed in Guatemala, with the result that inequality
there remained very high: only 28% of rural females attended
secondary school compared to 62% of urban females in 2011
(Figure 1.3.6).

What explains this divergent performance in expanding secondary
education? One factor is differences in spending priorities. Public
education expenditure as a share of GNP almost tripled in Ecuador,
from 2% in 1999 to 5.3% in 2011, while it fell in Paraguay from 5.1% in
1999 to 4.2% in 2010, the largest absolute decline in the subregion.

Another reason for the divergent performance is that the three
countries have differed in the success of their policy approaches. In
Ecuador, the Bono de Desarrollo Humano cash transfer programme,
introduced in 2003, was conditional on school attendance. An
evaluation at an early stage of
implementation showed that the
programme was having a positive
effect on school attendance among
children aged 6 to 17. The level of the
transfer more than doubled in the 100
second half of the decade. By 2010,

it provided 44% of the beneficiaries’ £

income. While the effects of this g %

change have not yet been evaluated, S

the acceleration in the growth of g 60 e}
enrolment after 2006 is likely to be ® o]
related to the increasing availability of qg) o

income to poor households. % 40 1 T
In Guatemala, part of the increase in % 1 PS
secondary enrolment is explained by S 2 ®

the introduction of distance education g °

programmes previously implemented
on a large scale in Mexico. The
country is however a latecomer to the
social policy revolution that has taken
place in many countries in the region.
A major conditional cash transfer

2001 | 2006 | 2011

Guatemala

Source: SITEAL (2013b).

programme, Mi Familia Progresa, was introduced in 2008 and
expanded rapidly to cover 23% of the population within two years.
However, in 2011t provided only 9% of beneficiaries’ income, much
lower than the average in the region.

In Paraguay, the main government intervention at the lower secondary
level is the second phase of the Escuela Viva programme. As a means
of increasing retention and learning outcomes, it aims to improve
participation in school management by training stakeholders to
identify school needs and then develop, implement and monitor a
school improvement plan. In addition, it provides transport subsidies,
scholarships and boarding school arrangements. However, the
expected results are relatively modest: from a baseline of 15% in
2005, the target is to raise the lower secondary completion rate in a
thousand targeted rural schools to 25% by 2014.

Since 2005, Paraguay has also had a cash transfer programme,
Tekopord, which is targeted at the poorest households in the poorest
districts and is conditional on children attending school. An evaluation
at the pilot stage found that it had a positive effect on school
attendance. However, the level of the transfer was low, and coverage
was limited until it increased in 2009. Overall, the social policies of the
government, including education transfers in kind, achieved one of the
lowest income redistribution rates in the sub-region in 2010, reducing
inequality by only 3.5%, compared with 15% in Mexico and 19% in
Brazil. Social protection policies need to be enhanced if they are to
produce a stronger effect on enrolment in secondary education.
Sources: Higgins et al. (2013); Inter-American Development Bank (2007, 2013); Ponce

(2010, 201); PREAL and Instituto Desarollo (2013); SITEAL (2013a, 2013b); Stampini and
Tornarolli (2012); Teixeira et al. (2011).

Figure 1.3.6: In Latin America, inequalities in secondary education remain
Secondary education net attendance rate, by gender and location, Ecuador, Guatemala
and Paraguay, 2000-2011
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THE SIX EFA GOALS

Goal 3: Youth and adult skills

Table 1.3.2: Likelihood of countries achieving a lower secondary education net enrolment target of at least 95% by 2015

Target
reached or
close (295%)

46

Far from
target
(80-94%)
28
Very far from
target (<80%)
8

Level expected by 2015

Countries not
included in analysis
because of
insufficient data

123

Source: Bruneforth (2013).

Bahamas, Belarus, Botswana, Colombia, Croatia, Cyprus, Denmark, Dominica, Estonia, Fiji, Finland, France, Greece,
Hungary, Iceland, Ireland, Israel, Italy, Japan, Kazakhstan, Kenya, Luxembourg, Mexico, Mongolia, Netherlands, Norway,
Oman, Peru, Philippines, Qatar, Republic of Korea, Romania, Saint Kitts and Nevis, Saint Lucia, Saint Vincent and the
Grenadines, Samoa, Seychelles, Slovenia, Spain, Switzerland, Syrian Arab Republic, Tajikistan, Turkey, United Kingdom,
United States, Venezuela (Bolivarian Republic of)

Burkina Faso, Ethiopia, Guinea, Mozambique, Niger Eritrea, Lao People’s Democratic Republic, Lesotho

Strong relative progress 14 Slow progress or moving away from target 22

Change between 1999 and 2011

Afghanistan, Albania, Algeria, Andorra, Angola, Anguilla, Antigua and Barbuda, Argentina, Armenia, Australia, Austria,
Bahrain, Bangladesh, Belgium, Belize, Benin, Bermuda, Bosnia and Herzegovina, Brazil, British Virgin Islands, Brunei
Darussalam, Burundi, Cambodia, Cameroon, Canada, Cape Verde, Central African Republic, Chad, Chile, China, Comoros,
Congo, Costa Rica, Cote d’lvoire, Czech Republic, Democratic People’s Republic of Korea, Democratic Republic of the
Congo, Djibouti, Egypt, Equatorial Guinea, Gabon, Gambia, Georgia, Germany, Grenada, Guinea-Bissau, Guyana, Haiti,
Honduras, India, Iran (Islamic Republic of), Iraq, Kiribati, Kuwait, Kyrgyzstan, Latvia, Lebanon, Liberia, Libya, Macao
(China), Madagascar, Maldives, Mali, Malta, Marshall Islands, Mauritania, Mauritius, Micronesia (Federated States of),
Monaco, Montenegro, Montserrat, Morocco, Myanmar, Namibia, Nauru, Nepal, Netherlands Antilles, New Zealand,
Nigeria, Niue, Pakistan, Palau, Papua New Guinea, Portugal, Russian Federation, Rwanda, San Marino, Sao Tome and
Principe, Saudi Arabia, Senegal, Serbia, Sierra Leone, Singapore, Slovakia, Solomon Islands, Somalia, South Africa, South
Sudan, Sri Lanka, Sudan, Suriname, Swaziland, Thailand, The former Yugoslav Republic of Macedonia, Timor-Leste, Togo,
Tokelau, Tonga, Tunisia, Turkmenistan, Turks and Caicos Islands, Tuvalu, Uganda, Ukraine, United Arab Emirates, United
Republic of Tanzania, Uruguay, Uzbekistan, Vanuatu, Viet Nam, Yemen, Zambia, Zimbabwe
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m Adult literacy

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

2 0O 1

Highlights

B The adult illiteracy rate fell from 24% in 1990 to 18% in 2000 and 16% in 2011. However, the
number of illiterate adults remains stubbornly high at 774 million, a fall of 12% since 1990
but just 1% since 2000.

B |n sub-Saharan Africa, the number of illiterate adults has increased by 37% since 1990,
mainly as a result of population growth. This region, together with South and West Asia,
accounts for three-quarters of the global population of illiterate adults.

B The number of illiterate adults is projected only to fall to 743 million by 2015. In 32 out of
89 countries, the adult literacy rate will still be below 80%.

B Almost two-thirds of illiterate adults are women. Only half of the 61 countries with data
for the beginning and end of the decade are expected to achieve gender parity in adult
literacy by 2015.

B West African countries account for 44% of illiterate young people in sub-Saharan Africa.
Household survey data suggest that in 12 of 15 West African countries fewer than half of
young women are literate, which means the quest for universal youth literacy will continue
for at least another generation.
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Table 1.4.1: Key indicators for goal 4

llliterate adults Adult literacy rates Youth literacy rates
Total Women Total Gender parity index Total Gender parity index
Change since
2005-2011  1985-1994 = 1985-1994 2005-2011 1985-1994 2005-2011 1985-1994 2005-2011 1985-1994 2005-2011 1985-1994 = 2005-2011

(000) (%) (%) (%) (%) (%) (F/M) (F/M) (%) (%) (F/M) (F/M)
World 773549 -12 63 64 76 84 0.85 0.90 83 89 0.90 0.94
Low income countries 183552 23 60 60 51 61 0.69 0.79 60 73 0.79 0.90
Lower middle income countries 470 164 2 61 65 59 71 0.71 0.78 71 84 0.80 0.88
Upper middle income countries 112671 -57 67 67 82 94 0.86 0.96 94 99 0.96 1.00
High income countries
Sub-Saharan Africa 181950 37 62 61 53 59 0.68 0.74 66 70 0.80 0.84
Arab States 47603 -8 63 66 55 77 0.62 0.81 74 90 0.78 0.93
Central Asia 290 -69 71 63 98 100 0.98 1.00 100 100 1.00 1.00
East Asia and the Pacific 89478 -61 69 n 82 95 0.84 0.95 95 99 0.96 1.00
South and West Asia 407 021 2 60 64 47 63 0.57 0.70 60 81 0.70 0.86
Latin America and the Caribbean 35614 -16 55 55 86 92 0.97 0.99 93 97 1.01 1.01
North America and Western Europe
Central and Eastern Europe 4919 -59 79 78 96 99 0.96 0.99 98 99 0.98 1.00

Notes: 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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Universal literacy is fundamental to social and
economic progress. Literacy skills are best
developed in childhood through good quality
education. Few countries have been able to
build robust adult education institutions that
offer genuine second chances to the majority
of illiterate adults. As a result, countries

with a legacy of low access to school have so
far been unable to eradicate illiteracy among
youth and adults.

The number of illiterate adults is estimated

to have fallen by 12%, from 880 million in the
period 1985-1994 to 774 million in the period
2005-2011. The pace of decline has slowed
considerably. Almost all the decline took place

in the 1990s. Since 2000 the number of illiterate
adults fell by only 1%. In relative terms, the adult
illiteracy rate fell from 24% in the earlier period
to 16% in the later period. It is projected to fall
further to 14% by 2015.

Women make up nearly two-thirds of the total,
and since 1990 there has been no progress in
reducing this share. Of the 61 countries with
data on gender parity in adult literacy for the
beginning and end of the decade, 22 were
already at parity at the beginning and 6 have
achieved it since. It is projected that only 2 more
countries will reach parity by 2015, although 10
will be within 2 percentage points from parity.

Since 1990, adult literacy rates have risen
fastest in the Arab States, from 55% to 77%.
Nevertheless, as a result of population growth,
the actual number of illiterate adults has only
fallen from 52 million to 48 million. South and
West Asia and sub-Saharan Africa account for
76% of the global population of illiterate adults,
up from 61% in 1990.

South and West Asia has experienced the second
fastest increase in adult literacy rates (from 47%
to 63%). Yet it has seen its population of illiterate
adults remain stable at just over 400 million. As
a result, the region accounts for a higher share
of the global population of illiterate adults now
(53%) than in 1990 (46%).

In sub-Saharan Africa, where the adult literacy
rate has only increased from 53% to 59% since
1990, the actual number of illiterate adults has
grown by 37% to 182 million in 2011. By 2015,
it is projected that 26% of the world’s illiterate

Goal 4: Adult literacy

adults will live in sub-Saharan Africa, up from
15% in 1990.

In order to move towards universal adult
literacy, youth literacy rates need to improve.
Globally, the youth literacy rate stands at
89%, 5 percentage points higher than the
literacy rate of the entire adult population.

In the Arab States, the youth literacy rate

of 90% exceeds the adult literacy rate by

13 percentage points. In sub-Saharan Africa,
the youth literacy rate exceeds the adult
literacy rate by 11 percentage points (70%
versus 59%). In Mozambique the difference
is 17 percentage points (67% versus 51%).
However, in Angola it is only 3 percentage
points (73% versus 70%), indicating that
universal adult literacy is unlikely to be
achieved for at least another generation.

The countries that appear to have higher
youth literacy rates are those that have

made greater progress in recent years towards
UPE. However, new estimates prepared for
this Report, which are based on direct
assessments of literacy rather than on
self-declarations, suggest that progress
towards universal youth literacy may have
been overstated (see Chapter 4). West Africa
is of particular concern, accounting for

35% of sub-Saharan Africa’s young population
but 44% of its illiterate youth (Box 1.4.1).

Ten countries account for 557 million, or 72%,

of the global population of illiterate adults.
These countries have followed very different
trajectories. China has made enormous
progress, reducing its total by 130 million (or by
71%). India has by far the largest population of
illiterate adults, 287 million, amounting to 37%
of the global total. Its literacy rate rose from
48% in 1991 to 63% in 2006, the latest year it has
available data, but population growth cancelled
the gains so there was no change in the number
of illiterate adults. And Nigeria had 17 million
more illiterate adults in 2008 than in 1991, an
increase of 71% (Figure 1.4.2).

Schooling is not the only determinant of literacy
skills. The UIS Literacy Assessment and
Monitoring Programme (LAMP] draws attention
to the key contribution to sustained literacy
made by diverse everyday reading practices
(Box 1.4.2].

China has
reduced its
number of
illiterate

adults by

130 million
over 2 decades

7
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CHAPTER 1

Box 1.4.1: West Africa accounts for almost half of the region’s illiterate adults

The 15 countries of West Africa are among those
with the worst adult literacy rates globally, and
include the five countries with the world’s lowest
literacy rates, below 35%. Those five countries
also have the unenviable record of female literacy
rates below 25%, compared with an average

for sub-Saharan Africa of 50%. Ten of the 15
countries with the lowest female literacy rates are
in the subregion.

Some countries have made considerable progress.
Cape Verde’s literacy rate has reached 85%

and Ghana’s 71%. From 1988 to 2009, Senegal
almost doubled its literacy rate, from 27% to 50%,
and more than doubled its female literacy rate,
from 18% to 39%. But Benin, Liberia and Nigeria
stagnated at low levels. In Benin, the adult literacy
rate increased by just two percentage points
between 1992 and 2006, to 29%.

Unfortunately, these trends are not likely to
improve soon. In 11 out of 14 countries, less than
one in four of children complete lower secondary
school. Direct assessments of literacy collected
through household surveys and analysed for this
Report provide further evidence that West Africa
has not caught up with the rest of the world.
Young women are the least likely to be literate.
Twelve West African countries are among the

20 countries with the world’s lowest female
youth literacy rates, below 50% (Figure 1.4.1).

In Mali, for example, only 17% of young women
can read a sentence.

A key reason levels of youth literacy have
remained low is that school systems have not
expanded quickly enough. Nigeria, for example,
has the highest number of out-of-school children
in the world and a female youth literacy rate of
just 38%. Even those who do attend school fail to
acquire basic literacy skills because of the poor
quality of education. Almost 80% of young people
aged 15 to 24 who left school after five to six years
could not read a full sentence. And conflict helps
explain why youth literacy rates remain low in
countries such as Liberia.

Figure 1.4.1: In 12 West African countries, less than half of young women are literate
Female youth literacy rate, selected countries, 2004-2011
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Chad

Mali

Guinea
Burkina Faso
Somalia
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Notes: A purple bar signifies a country in West Africa. Data are unavailable for Cape Verde.
Source: EFA Global Monitoring Report team analysis (2013), based on Demographic and Health Survey data and

Multiple Indicator Cluster Survey data.
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Goal 4: Adult literacy

Figure 1.4.2: 10 countries account for 72% of the global population of illiterate adults
Number of illiterate adults, 10 countries with highest populations of illiterate adults, 1985-1994 and 2005-2011

llliterate adults (million)

*Data not available for 1985-1994.
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Source: Annex, Statistical Table 2.
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Box 1.4.2: Engagement in everyday reading activities helps sustain literacy skills

The number of years spent in school is the most important predictor of literacy
skills. However, everyday reading activities such as sending text messages

or emails and using the Internet can sustain and extend literacy skills beyond
what would be expected based on an individual’s schooling history. Conversely,
individuals who are unable to engage regularly in such activities may lose even
the skills they acquired in their schooling.

Recognizing this, the Literacy Assessment and Monitoring Program (LAMP)
collected information on everyday reading activities that could be related

to literacy in four countries — Jordan, Mongolia, Palestine and Paraguay.
Respondents were grouped into three levels of engagement in these activities.
At the lowest level, respondents watch television, listen to the radio and use
mobile phones only for talking. At the next level, respondents also use their
mobile phones to send text messages. At the highest level are computer users,
who also send e-mail, search the Internet and use social media. They tend to
be highly educated and younger: in all four countries the vast majority of those
at the highest level are under 40 years old.

Two people with the same schooling could end up with very different

literacy levels depending on how much they use literacy skills in their

spare time. In the four countries, at least half of the people with the least
engagement in everyday reading activities perform at the lowest level of prose
reading (level 1). This means they can, at best, identify a telephone number in a
newspaper advertisement, or locate and copy, verbatim, the answer to a simple
question in a one-paragraph text.

Those who engage more in everyday reading activities tend to be more
educated. Even at a given level of education, however, these activities affect

literacy skills. In Mongolia, among those with secondary schooling, only 12% of
those who engage in few everyday reading activities score at the highest level
in prose reading tests (level 3). The share increased to 31% among those with
the highest engagement in everyday reading activities (Figure 1.4.3).

Figure 1.4.3: Literacy skills differ among people with the same education
Performance in prose reading, by level of engagement in everyday reading
activities, adults with secondary education, 2010-2011
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Prose reading
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Source: UIS calculations (2013), based on Literacy Assessment and Monitoring Programme data.
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CHAPTER 1

How many countries are likely to achieve
universal adult literacy by 2015?

The literacy goal set in 2000 at the World
Education Forum in Dakar, Senegal - which
restated the commitment made in Jomtien,
Thailand, in 1990 - was to halve illiteracy by
2015. The EFA Global Monitoring Report team
proposes that after 2015 the goal should be
made more ambitious: to achieve universal youth
and adult literacy. While UIS projections are
available to 2015 for most countries, information
is not always available for the starting point

in 2000.

New analysis for this Report considers how close
countries are likely to get to universal adult
literacy by 2015. For the 87 countries with the
information, 18 had an adult literacy rate above
97% in 2000, while 7 were close. Between 2000
and 2011, the number of countries that had
reached the target increased to 23, and 8 were
close. It is projected that by 2015, 25 countries
will have achieved universal adult literacy and

11 countries will be close.

By contrast, 34 countries were very far from the
target in 2000 and 35 in 2011. Three countries
moved out of this group during the period
(Burundi, the Islamic Republic of Iran and Saudi
Arabia) but four fell back into it (Kenya, Lesotho,
Namibia and Sao Tome and Principe). It is
projected that by 2015, 32 countries will be very
far from the target, while 19 countries will be far
from it (Figure 1.4.4).

Of the 32 countries that are expected to be very
far from the target in 2015 for which information
on trends between 2000 and 2011 is available,
three have reduced their illiteracy rate by at least
a quarter, and at least five percentage points in
absolute terms: Eritrea, Ghana and Timor-Leste.
Of the 19 countries that will still be far from the
target in 2015, six have reduced the illiteracy rate
by at least half: the Plurinational State of Bolivia,
Burundi, Malaysia, Mexico, Myanmar and Viet
Nam (Table 1.4.2).

Figure 1.4.4: Goal 4 - At least one in five adults will be illiterate in a third of

countries in 2015

Number of countries by level of adult literacy rate, 2000, 2011 and 2015 (projected)

18 18

18

Number of countries:
with insufficient data

B very far from target (<80%)
far from target (80—-94%)

# close to target (95-96%)
34 B reached target (297%)
. 2 7 %
W
2000 20M 2015 projected

Note: The analysis was conducted on the subset of countries for which a projection was possible; therefore, it covers
fewer countries than those for which information is available for either 2000 or 2011.
Source: Bruneforth (2013).

1. Note that, unlike with other indicators, almost half the 58 countries for
which such projections are not provided are high income countries.
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Table 1.4.2: Likelihood of countries achieving an adult literacy target of at least 95% by 2015

Target Albania, Argentina, Armenia, Aruba, Azerbaijan, Bahrain, Belarus, Bosnia and Herzegovina, Brunei Darussalam, Bulgaria,

reached or Chile, China, Costa Rica, Croatia, Cuba, Cyprus, Democratic People’s Republic of Korea, Equatorial Guinea, Estonia,

close (>95%) Georgia, Greece, ltaly, Kazakhstan, Kuwait, Kyrgyzstan, Latvia, Lithuania, Macao (China), Maldives, Mongolia, Montenegro,
Netherlands Antilles, Palestine, Panama, Paraguay, Philippines, Portugal, Qatar, Republic of Moldova, Romania, Russian
Federation, Samoa, Serbia, Singapore, Slovenia, Spain, Suriname, Tajikistan, Thailand, The former Yugoslav Republic

of Macedonia, Tonga, Trinidad and Tobago, Turkey, Turkmenistan, Ukraine, Uruguay, Uzbekistan, Venezuela (Bolivarian
Bl Republic of)

Far from
g target
‘; (80-94%)
-]
©
2
o
s 37
3
] Very far from  [EgiEERCIEIERITnl g RN Angola, Bangladesh, Benin, Cameroon, Central | Bhutan, Burkina Faso, Cambodia,
9 target (<80%) African Republic, Chad, Comoros, Céte d’lvoire, | Egypt, Ethiopia, Guinea, Haiti,
Democratic Republic of the Congo, Gambia, Liberia, Malawi, Mali, Morocco,
Guatemala, Guinea-Bissau, India, Iraq, Kenya, Mozambique, Nigeria, Pakistan,
Lao People’s Democratic Republic, Lesotho, Sierra Leone, Yemen
Madagascar, Mauritania, Nepal, Niger, Papua
New Guinea, Rwanda, Sao Tome and Principe,
Senegal, Togo, Uganda, United Republic of
Tanzania, Zambia
48
Strong relative progress 13 Slow progress or moving away from target 38 No evidence on trend 34
Change between 2000 and 2011
Countries not Afghanistan, Andorra, Anguilla, Antigua and Barbuda, Australia, Austria, Bahamas, Barbados, Belgium, Belize, Bermuda,
included in analysis British Virgin Islands, Canada, Cayman Islands, Congo, Cook Islands, Czech Republic, Denmark, Djibouti, Dominica, Fiji,
because of Finland, France, Germany, Grenada, Hungary, Iceland, Ireland, Israel, Japan, Kiribati, Luxembourg, Marshall Islands,
insufficient data Micronesia (Federated States of), Monaco, Montserrat, Nauru, Netherlands, New Zealand, Niue, Norway, Palau, Poland,

Republic of Korea, Saint Kitts and Nevis, Saint Lucia, Saint Vincent and the Grenadines, San Marino, Seychelles, Slovakia,
Solomon Islands, Somalia, South Sudan, Sudan, Sweden, Switzerland, Tokelau, Turks and Caicos Islands, Tuvalu, United
62  Kingdom, United States, Vanuatu

Note: This table includes a wider group of countries with projections by the UIS.
Source: Bruneforth (2013); UIS database.
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CHAPTER 1

m Gender parity and equality

Eliminating gender disparities 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.

2 0O 1

Highlights

W At the primary level, only 60% of countries with data had achieved gender parity by 2011.
Among low income countries, just over a fifth have achieved parity. Of all countries,
17 had fewer than 9 girls enrolled in school for every 10 boys.

B It is projected that by 2015, 112 out of 161 countries will have achieved parity in primary
education, but also that 12 countries will still have fewer than 9 girls enrolled in school for
every 10 boys.

B At the secondary level, only 38% of countries with data had achieved parity by 2011.
There are 30 countries with fewer than 9 girls enrolled in school for every 10 boys, but
also 15 countries with fewer than 9 boys enrolled for every 10 girls.

B |t is projected that by 2015, 84 out of 150 countries will have achieved parity in lower
secondary education, but also that 31 countries will still have severe gender disparities.

Table 1.5.1: Key indicators for goal 5

i)
C
0
Q
0
o
o)
L
C
0
2
C
§
©
0
0
U]
<
C
0
u—
C
0
i)
@
0
J
o)
LLl

Primary education Secondary education
Gender parity Gender parity index Gender parity Gender parity index
achieved in 2011 (GPI) achieved in 2011 (GPI)

Countries with fewer Countries with fewer

Total number Countries than 90 girls enrolled Total number Countries than 90 girls enrolled
of countries with data for every 100 boys 1999 20 of countries with data for every 100 boys 1999 20
World 104 173 17 0.92 0.97 59 157 30 0.91 0.97
Low income countries 7 32 10 0.86 0.95 1 27 18 0.83 0.88
Lower middle income countries 20 46 6 0.86 0.96 1" 39 9 0.80 0.92
Upper middle income countries 33 48 1 0.99 1.00 17 44 1 0.98 1.04
High income countries 44 47 0 1.00 0.99 30 47 2 1.01 0.99
Sub-Saharan Africa 12 43 13 0.85 0.93 1 31 18 0.82 0.83
Arab States 7 15 2 0.87 0.92 2 15 6 0.88 0.93
Central Asia 6 7 0 0.99 0.98 5 7 1 1.00 0.97
East Asia and the Pacific 13 21 0 0.99 1.02 7 20 2 0.94 1.03
South and West Asia 5 9 2 0.83 0.98 0 8 2 0.75 0.92
Latin America and the Caribbean 17 34 0 0.97 0.97 " 31 0 1.07 1.07
North America and Western Europe 24 24 0 1.01 0.99 18 25 1 1.02 1.00
Central and Eastern Europe 20 20 0 0.97 1.00 15 20 0 0.96 0.97

Note: Gender parity is reached when the gender parity index of the gross enrolment ratio is between 0.97 and 1.03.
Sources: Annex, Statistical Tables 5 and 7.
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THE SIX EFA GOALS

Gender parity - equal enrolment ratios for girls
and boys - is just the first step towards the fifth
EFA goal of full gender equality in education:

a schooling environment that is free of
discrimination and provides equal opportunities
for boys and girls to realize their potential.
Other starting points towards gender equality
include making sure the school environment is
safe, improving facilities to provide, for example,
separate latrines for girls and boys, training
teachers in gender sensitivity, achieving gender
balance among teachers and rewriting curricula
and textbooks to remove gender stereotypes.

Parity in enrolment ratios at both the primary
and secondary levels was singled out among
all EFA goals to be achieved by 2005. With that

Goal 5: Gender parity and equality

are at parity in lower secondary education

and 22% in upper secondary education. In
two-thirds of the countries with gender disparity
in lower secondary education, it is at the expense
of girls. But this is the case in less than half

the countries with gender disparity in upper
secondary education.

The most extreme cases of inequality in
secondary education continue to afflict girls. Of
the 30 countries with fewer than 90 girls for every
100 boys, 18 are in sub-Saharan Africa. Extreme
examples from other regions include Afghanistan
and Yemen, despite improvements over the decade.
In Afghanistan, no girls were in secondary school
in 1999. By 2011, the female gross enrolment
ratio rose to 34%, increasing the gender parity

Just 20%

of low income

early deadline missed, there has been progress index to 0.55. In Yemen, the female gross countries
) _ _ . o
towgrds th|§ goal since, but the achievement of enljroLment ratio mclrea.sed frpm 21% in 19?9 to have achieved
parity remains elusive. 35% in 2011, resulting in an improvement in the .
gender parity

gender parity index from 0.37 to 0.63. .
at the primary

At the primary education level, where disparities
remain in 40% of the countries with data, disparity
is at the expense of girls in more than 80% of the
cases. South and West Asia is home to four of
the countries with the highest gender disparities
globally. Two of these have very high disparities
at the expense of girls: Afghanistan, with 71 girls
in school for every 100 boys, and Pakistan, with
82 girls for every 100 boys. Two other countries in
the region have high disparities at the expense of
boys: Bangladesh, with 94 boys for every 100 girls,
and Nepal, with 92 boys for every 100 girls.

Of the 31 countries with fewer than 90 girls

for every 100 boys enrolled in 1999, only about
half had managed to exit that group by 2011.
Others, such as Cameroon and the Central
African Republic, made very slow progress
towards parity. But even in some countries that
made very fast progress towards parity, such
as Burkina Faso and Senegal, enrolment ratios
have remained among the lowest globally. In
addition, gender parity is even more elusive in
relation to primary school completion (Box 1.5.1).

In secondary education, gender parity trends
vary by region, income group and level. Among
countries with data, 38% have achieved parity in
secondary education. By level, 42% of countries

There are also 15 countries with fewer than

90 boys for every 100 girls, about half of which
are in Latin America and the Caribbean. In
secondary school in Argentina, there were 95 boys
for every 100 girls in 1999 and 90 boys for every
100 girls in 2010.

Comparisons by income group show that low
income countries differ from middle and high
income countries in terms of gender participation
in education. Just 20% of low income countries
have achieved gender parity at the primary level,
10% at the lower secondary level and 8% at the
upper secondary level. In Burundi, while parity
in primary education has been achieved, only

77 girls are enrolled for every 100 boys in lower
secondary education, and only 62 girls for every
100 boys in upper secondary education.

By contrast, in middle and high income countries,
where parity has been achieved in a higher
percentage of countries, disparity is often at the
expense of boys in lower and upper secondary
education (Figure 1.5.3). In Honduras, while parity
in primary education has been achieved, only

88 boys are enrolled for every 100 girls in lower
secondary education and only 73 boys for every
100 girls in upper secondary education.

level
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PART 1: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

Box 1.5.1: In some sub-Saharan African countries, progress in primary school completion

Sub-Saharan Africa remains the region with the largest
number of countries having severe gender disparity in
access to primary education. Countries in the region
have followed varying trajectories since 1999. However,
even where there has been progress in gender parity,
this has not necessarily meant getting more children
into school, let alone improving equality in completion or
learning achievement.

Burkina Faso and the Central African Republic started

from the same level of extreme gender disparity, with around
70 girls enrolled for every 100 boys. Gender disparity in the
Central African Republic has remained unchanged, with the
result that the country now has the second highest level of
gender disparity in the world, after Afghanistan. Burkina
Faso has made fast progress towards parity, reaching

95 girls for every 100 boys in 2012, although it still has the
world’s seventh lowest gross enrolment ratio (Figure 1.5.1).

Part of the reason for Burkina Faso’s progress was the
successful implementation of the Ten-year Plan for the
Development of Basic Education 2000-2009, which included
a focus on girls’ education. Measures, often carried out in
collaboration with non-government organizations, included

140 4
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publicity campaigns, targeting girls in disadvantaged areas,
and scholarships.

In addition to the government plan, other aid-supported
interventions have helped move the primary education system
towards gender parity. The Burkinabé Response to Improve Girls’
Chances to Succeed programme provided an integrated set of
interventions in rural areas, including the construction of schools
equipped with boreholes and latrines, an increased number

of female teachers and mobilization of community support for
girls’ education. An evaluation of the programme showed that

it increased enrolment by 18 percentage points for boys and

23 percentage points for girls.

Cameroon and Senegal also started from similar levels of severe
primary gender disparity, with around 80 girls enrolled for every
100 boys. Cameroon’s disparity remained largely unchanged.
But its enrolment levels rose continuously throughout the
decade. Senegal made fast progress and reached parity in 2006.
However, it still has the ninth lowest primary gross enrolment
ratio in the world. Its move towards gender parity is a result of
extremely slow progress in male enrolment — which is virtually
unchanged since 2004 - rather than substantial growth in
female enrolment.

Figure 1.5.1: A move towards gender parity does not always mean access for all
Primary gross enrolment ratio by gender and gender parity index, 1999-2011
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THE SIX EFA GOALS

for the poorest girls is too slow

Household survey data allow a more detailed look at trends
in primary completion rates between and within these four
countries, showing that, in terms of primary completion, much
higher levels of gender disparity remain in all four countries.

In Burkina Faso, which has moved towards parity in enrolment,
the gender gap in primary school completion remains wide,
with 34% of boys and 24% of girls completing primary education
in 2010. The gender gap in completion is narrow among the
poorest because so few reach this stage: in 2010, just 11% of
boys and 7% of girls completed primary school, only a slight
increase from 1998. Greater progress in completion is evident in
Senegal, but as poor boys have benefited more than poor girls,
the gender gap among poor children has widened. In 2005,
there was very little difference in poor children’s completion
rates, which were very low, but in 2010, 20% of boys completed
while only 12% of girls did (Figure 1.5.2).

In Cameroon, the improvement in overall completion rates did
not filter down to the poorest girls, who were even less likely to
complete primary school in 1998 than in 2011, while completion
rates for the poorest boys stagnated. As a result, the gap in
enrolment widened from 10 percentage points to 20 percentage
points over the period.

Figure 1.5.2: The poorest girls have the least chance of completing primary school
Primary school completion rate by gender, national average and poorest 20% of households

Goal 5: Gender parity and equality

In the Central African Republic, the effects of conflict contributed
to a slight reduction in completion rates for both boys and girls,
in the population on average as well as for the poorest boys

and girls. As a result, by 2006, only 3% of girls were completing
primary school.

While the numbers of girls and boys completing primary school
give an indication of the degree of gender parity in education,
what boys and girls learn in school is a better measure of
equality. In the 2006/07 round of the PASEC survey, both
Burkina Faso and Senegal had a considerable gender gap in
learning outcomes of grade 5 students. For example, in Burkina
Faso, 45% of boys and 39% of girls passed the low benchmark
in reading, while 53% of boys and 45% of girls passed the low
benchmark in mathematics. The gap was almost twice as large
in rural areas.

At first sight, it appears that countries such as Burkina Faso and
Senegal have made strong progress towards eliminating gender
gaps in enrolment. However, even in these countries, policies
need to be put in place to ensure that all children, regardless of
their gender, both stay in school and learn.

Sources: Burkina Faso Ministry of Basic Education and Literacy (1999); Kazianga et
al. (2012).
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PART 1: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

Figure 1.5.3: Few low income countries have achieved gender parity at any level of education
Countries with gender parity in enrolment ratios, by country income group, 2011
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How many countries are likely to reach the
gender parity goal by 2015?

The Dakar Framework for Action established

clear targets on gender parity, with a value of

the gender parity index between 0.97 and 1.03
indicating parity. Values below 0.90 and above
1.11 demonstrate severe disparity.

At the primary education level, it is possible to
make projections on gender parity to 2015 for
161 countries. In 1999, 91 had achieved gender
parity. Between 1999 and 2011, the number of
countries that had reached the target increased
to 101. It is projected that by 2015, 112 countries
will have reached the goal and 14 will be close.
However, 23 will be far from the target, and 12
will be very far from it. Of the 35 countries that
will still be far or very far from the target, 19 are
in sub-Saharan Africa. The number of countries
furthest from the target, with severe disparity,
fell from 311in 1999 to 15in 2011 (Figure 1.5.4).

In assessing the performance of countries

that have not achieved parity, it is important to
recognize how quickly they have moved towards
the target. Of the countries that are not expected
to reach or come close to the target, 8 made

secondary | secondary

Upper middle income countries

Lower
secondary

Upper Primary Upper

secondary

High income countries

strong progress nonetheless, increasing their
gender parity index by at least 33% between
1999 and 2011 (Table 1.5.2). In Mozambique, the
female gross enrolment ratio increased from
59% in 1999 to 105% in 2012, helping to bring
about an increase of the gender parity index
from 0.74 to 0.91.

At the lower secondary level, it is possible to
make projections to 2015 for 150 countries. In
1999, 65 countries had achieved gender parity,
increasing by only one, to 66, by 2011. But

many came close to the target. It is, therefore,
projected that by 2015, 84 of the 150 countries
will have achieved the target and 10 will be close
(Figure 1.5.4).

Among the 50 countries that were furthest
from the target in 1999, in 38 the disparity was
at the expense of girls. Of these 38 countries,
17 had moved out of this group by 2011.
Although only two achieved parity, several
came close despite having started from a
gender parity index below 0.75, Turkey being a
notable example (Box 1.5.2). It is projected that
by 2015, 31 countries will still be very far from
the target, and in 22 of these the disparity will be
at the expense of girls.

Disparity at expense of boys

Disparity at expense of girls
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Goal 5: Gender parity and equality

Figure 1.5.4: Goal 5 - despite progress towards gender parity in education, the goal will not be achieved by 2015
Number of countries by level of gender parity index in primary and lower secondary education, 1999, 2011 and 2015 (projected)
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m far from target (0.90-0.94 or 1.06-1.11)
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Primary education ‘ ‘ Lower secondary education

Note: The analysis was conducted on the subset of countries for which a projection was possible; therefore, it covers fewer countries than those for which information is available for either 1999 or 2011.

Source: Bruneforth (2013).

Table 1.5.2: Likelihood of achieving gender parity in primary education by 2015
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Countries not
included in analysis
because of
insufficient data

44

Algeria, Argentina, Australia, Austria, Azerbaijan, Bahamas, Barbados, Belarus, Belgium, Bermuda, Bhutan, Bolivia
(Plurinational State of), Brunei Darussalam, Bulgaria, Burundi, Cambodia, Canada, Chile, China, Colombia, Cook Islands,
Costa Rica, Croatia, Cuba, Cyprus, Czech Republic, Denmark, Dominica, Ecuador, Egypt, El Salvador, Equatorial Guinea,
Estonia, Ethiopia, Fiji, Finland, France, Gabon, Gambia, Georgia, Germany, Ghana, Greece, Grenada, Guatemala,
Honduras, Hungary, Iceland, India, Indonesia, Iran (Islamic Republic of), Ireland, Israel, Italy, Japan, Jordan, Kazakhstan,
Kenya, Kyrgyzstan, Lao People’s Democratic Republic, Latvia, Lebanon, Lesotho, Liberia, Lithuania, Luxembourg,
Madagascar, Maldives, Malta, Marshall Islands, Mexico, Mongolia, Morocco, Myanmar, Namibia, Netherlands, New
Zealand, Nicaragua, Nigeria, Norway, Oman, Palestine, Panama, Paraguay, Peru, Philippines, Poland, Portugal, Qatar,
Republic of Korea, Republic of Moldova, Romania, Russian Federation, Rwanda, Saint Kitts and Nevis, Saint Lucia, Samoa,
Sao Tome and Principe, Serbia, Seychelles, Slovakia, Slovenia, Solomon Islands, South Africa, Spain, Sri Lanka, Sweden,

Switzerland, Syrian Arab Republic, Tajikistan, Thailand, The former Yugoslav Republic of Macedonia, Togo, Trinidad
and Tobago, Tunisia, Turkey, Uganda, Ukraine, United Kingdom, United Republic of Tanzania, United States, Uruguay,
Uzbekistan, Venezuela (Bolivarian Republic of), Viet Nam, Zambia

Afghanistan Cameroon, Central African Republic, Chad, Cote d’Ivoire,
Democratic Republic of the Congo, Dominican Republic,
Eritrea, Niger, Pakistan, Senegal*, Swaziland

Strong relative progress 8 Slow progress or moving away from target 27

Change between 1999 and 2011

Albania, Andorra, Angola, Anguilla, Antigua and Barbuda, Armenia, Bahrain, Bangladesh, Bosnia and Herzegovina, Brazil,
Democratic People’s Republic of Korea, Guinea-Bissau, Haiti, Iraq, Kuwait, Libya, Macao (China), Malaysia, Mauritius,
Micronesia (Federated States of), Monaco, Montenegro, Montserrat, Nauru, Nepal, Netherlands Antilles, Niue, Palau,
Papua New Guinea, San Marino, Saudi Arabia, Sierra Leone, Singapore, Somalia, South Sudan, Sudan, Timor-Leste,
Tokelau, Tonga, Turkmenistan, Turks and Caicos Islands, Tuvalu, United Arab Emirates, Zimbabwe

Note: An asterisk indicates disparity at the expense of boys.

Source: Bruneforth (2013).
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Box 1.5.2: Challenges in improving access to secondary education for girls in Iraq and Turkey

2 0O 1

Iraq and Turkey have moved at different speeds towards strategies aimed at widening access. A conditional cash transfer

gender parity in secondary education. Turkey has made greater programme that provided a larger benefit for girls than for boys

progress. In 1999, 87% of boys made it to lower secondary also helped close the enrolment gap.

school, compared with 65% of girls. By the end of the decade,

this large gap had been almost closed. Gender inequalities Nevertheless, despite overall progress, problems remain. Girls

remain in upper secondary education but they also narrowed in rural areas are more disadvantaged and some differences by

rapidly over the last decade (Figure 1.5.5). region have been not only deep but also persistent: in the poor
predominantly Kurdish provinces of Siirt, Mus and Bitlis, just

The turning point was the extension of compulsory education 60 girls are enrolled in secondary school for every 100 boys,

from five to eight years in 1997, accompanied by a range of with little change in recent years.

Figure 1.5.5: Fast progress towards gender parity in secondary education is possible
Gender parity index of the secondary education gross enrolment ratio, Iraq, 1999-2007, and
Turkey, 1999-2011

110

i)
C
0
Q
Q
o
@)
£
C
0
b
C
0
>
©
0
0
O
g
C
0
U
C
0
P
©
0
J
o)
L

100 Parity
% 4 A Late 2000s
o
‘8 90 A = 1999
=
(<5
3
é 80 A
E=
K
S A =
o
@ 70
©
[G) —

60

50

Iraq Turkey Iraq Turkey
Lower secondary Upper secondary

Source: UIS database.

82




THE SIX EFA GOALS

There is continuing commitment to eliminate the remaining
disparities: the 2010-2014 strategic plan of the Ministry of
National Education aims to lower the gender gap in secondary
education enrolment from 8.9% to less than 2%. An amendment
to the Education Law introduced in April 2012 that extended
compulsory education from 8 to 12 years might help further close
the gap at the upper secondary level.

But there is no room for complacency. The continuing very
low participation of women in the labour force and their
marginalization in the labour market could deter young girls
from completing secondary school. More generally, traditional

Goal 5: Gender parity and equality

perceptions of gender roles that permeate society filter down to
schools. These are issues that neighbouring countries aspiring to
gender equality in education need to contend with.

In Iraq, not only has progress towards gender parity been
slower, but poor, rural girls have not benefited. The lower
secondary completion rate was 58% for rich urban boys and just
3% for poor rural girls in 2011. Safety remains an issue for girls’
schooling, particularly in areas of major instability and insecurity
(Figure 1.5.6).

Sources: Turkey Ministry of National Education (2009, 2013); Ucan (2013); World Bank
(2012b).

Figure 1.5.6: Poor Iragi girls living in rural areas are far less likely to complete lower secondary school
Percentage who have ever been to school, completed primary, and completed lower secondary school, by

gender, location and wealth, 2000 and 2011
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Source: EFA Global Monitoring Report team analysis (2013), based on the 2000 and 2011 Iraq Multiple Indicator Cluster Surveys.
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PART 1: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

m 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.

Highlights

B At the primary education level, the pupil/teacher ratio exceeded 40:1 in 26 of the
162 countries with data in 2011. Less than 75% of primary school teachers are trained
according to national standards in around a third of the countries with data.

B At the secondary education level, the pupil/teacher ratio exceeded 30:1 in 14 of the
130 countries with data in 2011. Less than 75% of secondary school teachers are trained
according to national standards in half of the countries with data.

B [n sub-Saharan Africa there is a lack of female teachers in primary schools that is even
more accute in secondary schools. Among the countries with data, female teachers make up
less than 40% of the total in 43% of countries at the primary level, in 72% of countries at the
lower secondary level and in all countries at the upper secondary level.

Table 1.6.1: Key indicators for goal 6

Pre-primary education Primary education Secondary education
Teaching staff Pupil/teacher ratio Teaching staff Pupil/teacher ratio Teaching staff Pupil/teacher ratio
Change Change Change
20m since 1999 20m since 1999 20m since 1999
(000) (%) 1999 20M (000) (%) 1999 201 (000) (%) 1999 201
World 8230 53 21 21 28824 16 26 24 31473 28 18 17
Low income countries 427 100 27 25 2978 70 43 43 1892 95 28 26
Lower middle income countries 26 9589 24 3 3 9229 61 24 22
Upper middle income countries 3521 85 19 18 1017 4 24 19 13 446 17 16 15
High income countries 1990 43 18 15 5239 10 16 14 6906 9 14 12
Sub-Saharan Africa 439 123 28 28 3190 62 42 43 1788 15 26 26
Arab States 197 66 20 21 1931 27 23 22 2023 48 16 15
Central Asia 158 24 10 n 340 3 21 16 873 9 n 12
East Asia and the Pacific 2262 60 26 21 10 355 13 24 18 10 000 32 17 16
South and West Asia 36 36 5428 85 33 27
Latin America and the Caribbean 1149 53 21 18 3079 13 26 21 381 26 17 16
North America and Western Europe 1596 50 18 14 3801 n 15 14 4957 10 14 12
Central and Eastern Europe 1130 1 8 10 1127 -17 18 17 2694 -23 12 n

Source: Annex, Statistical Table 8.
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The quality of education was at the heart of

goals set at the World Education Forum in

Dakar, Senegal, in 2000. Until recently, however,
international attention has tended to focus on
universal primary education, which is also the
second Millennium Development Goal. A shift in
emphasis is now discernible towards quality and
learning, which are likely to be more central to the
post-2015 global framework. Such a shift is vital
to improve education opportunities for the

250 million children who have not had the chance
to learn the basics, even though 130 million of
them have spent at least four years in school.

This Report’'s thematic part presents analysis on
learning disparities (see Chapter 4). It discusses
in depth how to improve learning, in particular
the vital role that teachers play supported by
appropriate curricular and assessment practices
(see Chapters 5, 6 and 7). This section examines
progress in education quality in selected areas
of the learning environment: the pupil/teacher
ratio, the share of trained teachers, number

of female teachers, availability of learning
materials and school infrastructure. In addition,
it provides an overview of the role international
and regional assessments can play in monitoring
progress towards a global goal on education
quality and learning beyond 2015.

Pupil/teacher ratios have changed little

The pupil/teacher ratio has been a key measure for
assessing progress towards goal 6 since the EFA
goals were set. Globally, between 1999 and 2011,
average pupil/teacher ratios have barely changed
at the pre-primary, primary and secondary
education levels. In pre-primary education, the
average pupil/teacher ratio remained at 21:1; in
primary education it improved slightly, from 26:1 to
24:1; and in secondary education, from 18:1to 17:1.

The pupil/teacher ratio has tended to improve
only in richer countries. In primary education,
it fell by 13% in high income countries and
23% in upper middle income countries, but by
only 3% in lower middle income countries. In
low income countries it remained at 43 pupils
per teacher, three times higher than in high
income countries.

Pupil/teacher ratios in sub-Saharan Africa hardly
changed at any level of education. In primary
education, teacher recruitment grew by 62%,

Goal 6: Quality of education

lagging behind enrolment, which grew by 66%
over the period. At 43 pupils per teacher, this

is now the region with the highest ratio at the
primary level.

As of 2011, 26 out of 162 countries with data had a
pupil/teacher ratio in primary education exceeding
40:1. Of these, 23 were in sub-Saharan Africa,
two in South and West Asia (Afghanistan and
Bangladesh] and one in East Asia (Cambodia). Of
the countries that had a pupil/teacher ratio above
40:1in 1999, nine managed to bring the ratio
below 40:1 by 20117; in Timor-Leste it halved, from
62:1in 2001 to 31:1in 2011. But in eight of these
countries, the ratio increased, often because
teacher recruitment did not keep pace with
increases in enrolment thanks to policies such
as fee abolition. In Malawi, the ratio increased by
20% from an already high level, reaching 76:1 in
2011. In Kenya, the ratio was below 40:1 in 1999,
but rose by 45% to 47:1 in 2009.

The pupil/teacher ratio in primary education
increased by at least 20% in nine countries
between 1999 and 2011, including the
Democratic Republic of the Congo, Egypt,
Pakistan and Yemen. By contrast, it fell by at
least 20% in 60 countries, including Georgia,
Guatemala, the Republic of Moldova, Nepal,
Senegal, Tunisia and Viet Nam. Congo, Ethiopia
and Mali more than doubled primary school
enrolment while reducing their pupil/teacher
ratios by more than 10 pupils per teacher.

However, many countries have expanded teacher
numbers rapidly by hiring people without

the qualifications of a trained teacher. Some
countries have even lowered entry requirements
to the profession, often out of necessity. For
example, in Ghana, while there has been a

54% increase in the number of primary school
teachers, keeping the pupil/teacher ratio below
40:1 over the decade, the proportion of trained
teachers fell gradually from 72% in 1999 to 52%
in 2012. Hiring untrained teachers may well
serve to get more children into school, but it
can jeopardize education quality. In Rwanda,

by contrast, the pupil/teacher ratio remained
high, at 58:1in 2011, but the share of qualified
teachers increased from 49% of the teaching
force in 1999 to 98% in 2011.

In 34 of the 98 countries with data on trained
teachers, less than 75% of teachers are trained

In Rwanda,
the share

of qualified
teachers
increased from
49% of the
teaching force
in 1999 to

98% in 2011
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Figure 1.6.1: In 29 countries, there is a big gap between the number of pupils per
teacher and per trained teacher

Pupil/teacher ratio and pupil/trained teacher ratio, primary education, countries where
the pupil/trained teacher ratio exceeds the pupil/teacher ratio by at least 10:1, 2011

160

The proportion of teachers trained to national
standards is even lower in pre-primary
education. Although the number of teachers
at this level has increased by 53% since

1999, the share of trained teachers remains
very small. In 40 of the 75 countries with data,
less than 75% of teachers are trained to the
national standard. In Senegal, the share of

100 trained pre-primary school teachers was just
15% in 2011.
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In some contexts, the presence of female
teachers is crucial to attract girls to school
and improve their learning outcomes.

In other contexts, a lack of male teachers can
hinder boys’ learning. The availability of male
and female teachers is heavily unbalanced,
however, between levels of education and
between regions.
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according to national standards, with figures
below 50% in Guinea-Bissau, Sao Tome

and Principe, Senegal and Sierra Leone. In
Guinea-Bissau, only 39% of primary school
teachers have minimum qualifications, and
the pupil/teacher ratio increased from 44:1 in
2000 to 52:1in 2010. The ratio of pupils to
trained teachers exceeds the pupil/teacher
ratio by 10 pupils in 29 of these 98 countries,

gender disparities in schooling at the expense
of girls, the lack of female teachers in primary
schools is even more accute at secondary
school. Among the countries with data, female
teachers make up less than 40% of the total in
43% of countries at the primary level, in 72% of
countries at the lower secondary level and in
all countries at the upper secondary level. In
Niger, the share of female teachers falls from

including 19 in sub-Saharan Africa and 4 in the
Caribbean (Figure 1.6.1). In Sierra Leone, for
example, the pupil/teacher ratio was 31:1 but
the pupil/trained teacher ratio was 65:1in 2011.

Figure 1.6.2: The lack of female teachers is marked in
Percentage of female teachers, primary, lower and upper secondary

At the secondary level, in 14 of the 130 countries 100
with data, the pupil/teacher ratio exceeds 30:1. !
In the Central African Republic, Ethiopia and 80 : ..° .o‘o.o
Malawi, the ratio exceeds 40:1. Although the & ° JPRY

In Niger, vast majority of the countries facing the largest é 60 ... 4

only 17% of challenges are in sub-Saharan Africa, the region g 0o

teachers in nevertheless managed to expand the number of g 40 .

secondary sec_ondgry teache_rs by 115% over the period to 0
maintain the pupil/teacher ratio at 26:1.

schools are

trained Of the 60 countries with data on the share of e EEY zog 52
trained secondary teachers, half had less than S25VE §§$ g2
75% of the teaching force trained to the national 7 £ o&
standard, while 11 had less than 50% trained. Arab States Central/Eastern Europe

Niger had the lowest share of trained teachers in

. Sources: Annex, Statistical Table 8 (print) and 10B (web).
secondary education (17%).
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46% in primary school to 22% in lower
secondary school and to 18% in upper
secondary school. The same problem is
encountered in South and West Asia: in
Nepal, the share of female teachers falls
from 42% in primary school to 27% in

lower secondary school and to 16% in upper
secondary school (Figure 1.6.2).

Women teachers are particularly lacking

in countries with wide gender disparity in
enrolment. In Djibouti and Eritrea, only about

8 girls were enrolled for every 10 boys in lower
secondary school, with very limited progress
since 2000. The percentage of female teachers
remained at 25% in Djibouti over the period and
14% in Eritrea. By contrast, in Cambodia, where
in 1999 the level of gender disparity in lower
secondary enrolment was the seventh highest
in the world with 53 girls enrolled for every

100 boys, gender parity had almost been
achieved by 2011 and the share of female
teachers had increased from 30% to 36%.

By contrast, in Latin America and the
Caribbean, where more girls tend to be
enrolled in school than boys, female teachers
make up at least 60% of the total in 70% of
countries at the lower secondary level. In
Suriname, where there are 91 boys for every
100 girls enrolled, 75% of lower secondary
education teachers are female.

sub-Saharan Africa
education, 2011
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Goal 6: Quality of education

Insufficient textbooks and poor
infrastructure hinder learning

Teachers need good learning materials, such
as textbooks, to be effective. Factors affecting
the quality of textbooks differ, from content to
printing quality and timeliness of distribution.
But many students suffer from a very basic
problem: they do not have access to textbooks.

In the United Republic of Tanzania, only 3.5%

of all grade 6 pupils had sole use of a reading
textbook (SACMEQ, 2010). In Cameroon, there
were 11 primary school students for every
reading textbook and 13 for every mathematics
textbook in grade 2. Pupils in early grades were
the most disadvantaged. For example, in Zambia
there were 3.5 students for every mathematics
textbook in grade 2, compared with 2.3 students
in grade 5 (UIS, 2012). In Rwanda, where the
government target was one textbook for every
two pupils, a 2007 study in two-thirds of districts
revealed that there were 143 pupils for every
Kinyarwanda textbook in grade 1, and 180 pupils
for every mathematics textbook (Read and
Bontoux, forthcoming).

In some countries, textbooks are becoming even
scarcer. Between 2000 and 2007, Kenya, Malawi
and Namibia experienced rapid increases in
enrolment, but the availability of textbooks did
not keep pace. In Malawi, the percentage of
students who either had no textbook or had to
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share with at least two more pupils increased
from 28% in 2000 to 63% in 2007 (Figure 1.6.3).

Factors that limit textbook availability include
low priority on teaching and learning inputs in
countries’ education budgets, high textbook
costs and wastage due to wear and tear

(Box 1.6.1).

Poor physical infrastructure is another
problem for students in many parts of

The availability of textbooks could be significantly increased by
devoting more resources to teaching and learning materials,
and by reducing the cost of each book. Textbooks and other
teaching and learning materials accounted for just 6.6% of
education budgets in sub-Saharan Africa in 2009. Uganda
allocated as little as 1.7% of its primary education recurrent
budget on textbooks and learning materials in 2009, which
was equivalent to US$1.30 per student. An analysis of six
districts in Pakistan found that only 5% of the recurrent budget
in 2009/10 was spent on non-salary items, and as little as
0.6% in one district.

After abolishing school fees, some countries introduced grants
per pupil to schools to cover non-salary expenditure, including
textbooks. The grants are often insufficient and vulnerable to
budget cuts, however. In the United Republic of Tanzania, the
government shifted the responsibility for procuring textbooks
and other materials from the district to the school. It introduced
a grant of US$10 per primary school pupil, earmarking 40% for
textbooks and teacher guides. But this amount covered only
10% of the cost of a full set of textbooks for a grade 5 pupil.
Furthermore, as a result of inflation and budget cuts, by 2011
less than US$2 per primary pupil was reaching schools. In
addition, schools received their allocation several months after
the school year started, so funds were not available to purchase
textbooks in time.

sub-Saharan Africa. Children are often
squeezed in overcrowded classrooms or
learning outside, with those in early grades
again particularly disadvantaged. In Malawi,
there are 130 children per classroom in
grade 1 on average, compared with 64 in
grade 6 (Figure 1.6.4). In Chad, only one in
seven schools has potable water, and just
one in four has a toilet; moreover, only
one-third of the toilets that do exist are for
girls only (UIS, 2012).

Reducing the cost per textbook would significantly

increase their availability, even within existing budgets. In
sub-Saharan Africa, a primary school textbook costs around
US$4. In Viet Nam, by contrast, the cost is US$0.60 because

it is possible to print books in country, with competition
between publishers driving prices down. Not all countries have
the technical capacity to do so, however. In Timor-Leste, for
example, the unit cost would double if books were printed in
country rather than in Singapore or Indonesia.

Other options for reducing unit costs include higher printing
quality to extend the life of textbooks, printing in black and
white instead of colour or increasing print runs. On one
estimate, in India if a primary school book’s specifications give
it a four-year shelf life rather than just one year, the cost per
textbook per year falls from US$0.36 to US$0.14.

The logistics of distribution also need to be improved to reduce
wastage. Costs increase because of poor security in transport
and storage, and because books are stolen and resold to private
schools. A tracking survey in Ghana found that 29% of English
textbooks could not be accounted for in 2010, for example.

Sources: Bontoux (2012); Fredriksen (2012); Read and Bontoux (forthcoming);
Twaweza (2012); UIS (2011); UNESCO (2013b); World Bank (2008a).
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Figure 1.6.3: Access to textbooks in some southern and east
African countries has worsened

Percentage of grade 6 pupils without access to a reading
textbook or having to share with two or more pupils, selected
countries, 2000-2007
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Source: SACMEQ (2010).

Figure 1.6.4: Children in early grades often learn in
overcrowded classrooms

Pupil/classroom ratio in public primary schools by grade,
selected sub-Saharan African countries, 2011
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In Malawi, there are 130 pupils
per classroom in grade 1, far
more than the 40:1 benchmark
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Source: UIS database.

Goal 6: Quality of education

Strengthening learning assessments to
measure progress towards global goals
after 2015

With 250 million children not learning the
basics and the 2015 deadline for the Education
for All goals fast approaching, it is vital for a
global post-2015 goal to be set to ensure that,
by 2030, all children and youth, regardless of
their circumstances, acquire foundation skills
in reading, writing and mathematics. Setting

a goal is not enough on its own, however; it is
also crucial to monitor progress to make sure
countries are on track to achieve the goal.

International and regional assessments,
which have expanded to include more
countries over the past two decades, provide a
good basis for tracking such progress. Beyond
assessing whether children are learning

the basics, the Learning Metrics Task Force
promotes an expanded vision of learning
(Learning Metrics Task Force, 2013). This
expanded vision highlights the need for a global
measure of whether all children are learning
the basics to be complemented by monitoring
within countries of progress towards a wider
set of learning outcomes.

This section argues that meeting this need

is important, but also requires countries

to strengthen their national assessment
systems and ensure that they are used to
inform policy in ways that can help tackle the
global learning crisis. In addition, this section
reviews the learning assessment instruments
available for monitoring progress towards a
global learning goal, noting their strengths
for monitoring progress in learning and for
informing policy, as well as key principles that
still need to be addressed to enable global
monitoring of learning.

A global
post-2015
goal must be
set to ensure
that, by 2030,
all children
and youth,
regardless

of their
circumstances,
acquire
foundation skills
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to significantly
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National assessments are indispensable for
informing policy

Many governments in low and middle income
countries have been paying greater attention in
recent years to measuring learning outcomes

in an attempt to assess the quality of their
education systems and use the results to inform
policy. However, policy-makers often consider
their public examination system as equivalent

to a national assessment system, even though
the two serve very different purposes. Public
examination systems are used to promote
students between levels of education (and

so set standards and benchmarks according

to places available); national assessments
should be a diagnostic tool that can establish
whether students achieve the learning standards
expected in the curriculum by a particular age or
grade, and how this achievement changes over
time for subgroups of the population.

The ultimate test of national assessments as a
diagnostic tool is whether the results are used
effectively to help education ministries strengthen
the policy mix so as to improve education quality
and learning outcomes. Many national assessment
systems are lacking in this respect. Brazil is an
exception, having used national assessments to
significantly improve education quality, especially
for disadvantaged groups. A national assessment
system, Prova Brasil, is used to build an Index

of Basic Education Development, combining
measurements of students’ learning and progress,
including repetition rates, grade progression
and graduation rates. This has been a key tool

in holding schools accountable for the quality of
the education they provide. Each school, working
with the municipality and monitored by the state,
develops a strategic plan for achieving the required
improvement in learning. Schools performing
poorly attract more support (Bruns et al., 2012).

Government action is not the only route to an
effective assessment system for informing
national policy. Some civil society organizations
have drawn government attention to the need
for reforms and supported local communities in
their demands for better learning outcomes in
schools. In India, for example, the Annual Status
of Education Report (ASER) produced by Pratham,
an NGO, has been influential in shaping policy

and planning to improve education quality. ASER’s
findings contributed to India’s 12th five-year
plan (2012-2017), helping to place emphasis on
basic learning as an explicit objective of primary
education, and on the need for regular learning
assessments to make sure quality goals are met.
Pratham has also used ASER results to influence
education policy and practice at state level. In
Rajasthan, for example, ASER results have led
the state government to focus on improving
instruction in early grades (ASER, 2013).

International aid can be a catalyst for effective
national assessment systems. In Liberia,

an assessment funded by a USAID project
highlighted the low reading ability of children

in early grades, prompting the Ministry of
Education to institute reforms. These include
revising the national curriculum to provide
reading as a separate subject and strengthening
capacity to train and support teachers in early
grade reading approaches (Davidson and Hobbs,
2013). Similarly, Zambia has been benefiting
from the Russia Education Aid for Development
(READ) Trust Fund, executed by the World

Bank, which aims to help low income countries
strengthen the capacity of institutions to assess
student learning and use the results to improve
the quality of education (World Bank, 2013h).

Other countries need to learn from such
experiences and use national assessments to
monitor learning in ways that can inform policy.
To obtain a globally comparable picture of
progress in learning, however, international and
regional approaches are also needed.

Regional and international assessments are
vital for global monitoring

Regional and international assessments have
developed considerably since the 1990s, covering
an increasing number of countries, subjects and
levels (Table 1.6.2). Participating in a regional or
international assessment helps mobilize interest
in improving learning around the world. Just as
improved global monitoring of access has helped
maintain pressure on governments to ensure
that each child completes primary school,

better global monitoring of learning can push
governments to make certain that all children not
only go to school but are achieving the basics.
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Participating in such assessments can present
challenges. The need for cross-country
comparability may mean that countries

are asked to assess students in unfamiliar
curriculum areas, so countries may

re-orient their systems to fit these international
assessments in ways that do not suit their
circumstances. In addition, the assessments
are sometimes used inappropriately to rank
countries, which can discourage participation
by poorer countries where fewer children are
learning the basics. The cost of participation,
moreover, can be substantial for poorer
countries, which are likely to need support
from international aid agencies.

Itis vital nonetheless for all countries to engage
in regional and international assessments to
track whether all children, regardless of their
circumstances, are learning the basics. These
assessments promote a culture of transparency,
evidence-based public debates on learning
outcomes, and better national and international
policy-making. They can also help countries
develop their capacity for analysing results and
assessing a wider range of skills (Bloem, 2013).

Regional and international assessments have been
successfully used by some countries to inform
national policy. Armenia, which has participated in
three rounds of the TIMSS, has regularly and widely
disseminated copies of reports on its performance
and communicated key findings through press
releases, television, radio and newspapers. The
Ministry of Education and Science has used

the results to track the impact of reforms on
student achievement levels, to improve curricula
and teacher training, and to inform classroom
assessment activities (World Bank, 2013b).

Similarly, Namibia has used information from
SACMEQ to improve learning. Namibia recorded
one of the highest increases in reading and math
scores of any country between 2000 and 2007.
The increase of over 40 points in both scores

has been attributed to policies that provided
additional support for six poor-performing
regions (Makuwa, 2010).

For regional and international learning
assessments to facilitate monitoring post-2015
global learning goals, three key principles need
to be taken into account:

Goal 6: Quality of education

All children and young people need to be included
in evaluation of learning, whether they are in
school or not. Regional and international
assessments must increase understanding

of the impact of poverty, ethnicity, location

and gender on learning outcomes - and how
policies can respond. To do so, they need to take
into account the most disadvantaged children,
who may already be out of the school system.
The assessments collect information only

from students without including information

on children not in school, which can produce
misleading results. For example, more than
half of children are out of school by grade 5 in
the Central African Republic, Mozambique and
Niger. While it is likely that the vast majority of
these children have not learned the basics, their
exclusion means that the scale of the problem
is understated, and can also let governments
off the hook in addressing the learning needs of
these children.

This issue is also relevant in assessments of
older children. Even among the higher income
OECD countries participating in PISA, 13% of
15-year-olds are not in school. It is difficult

to determine whether adolescents of lower
secondary school age who have dropped out of
school by age 15 have failed to learn the basics.
Only if they are included in assessments can
governments form a full picture of learning
achievement in the population. One way of
including all children, whether they are in
school or not, is to test young people’s literacy
as part of household surveys. This is currently
done in the Demographic and Health Surveys
and the Multiple Indicator Cluster Surveys [see
Chapter 4 for an analysis of these data), but their
purpose is only to gather very basic information
on literacy.

The OECD is offering an alternative approach,
redesigning its PISA surveys to be more relevant
to developing countries while producing results
that are comparable with the main PISA
assessment. PISA for Development intends

to explore how best to include out-of-school
youth, and its results will help inform future
approaches.

Namibia

has used
information
from a regional
assessment

to improve
learning
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Better information on background characteristics
of students is needed to identify which groups

of students are not learning. All regional and
international assessments collect information

on children’s socio-economic background (see
Table 1.6.2). However, some countries opt out of
this process, such as Mexico in the SERCE study,
reducing the results’ comparability and hence
their usefulness. Comparability also suffers when
surveys fail to distinguish clearly between children
from advantaged and disadvantaged households.
Analysis for this Report suggests that surveys
conducted as part of PASEC show children from
the worst-off families in some countries doing
as well as children from better-off families, a
result which is likely to reflect weaknesses in
how socio-economic background information

is collected, rather than strong performance by
students from poor households.

Collecting information on socio-economic
status is not straightforward when the source

of the information is a child or youth, who may
not know, for example, the family’s income or
expenditure. Such information is better collected
via household surveys. Nevertheless, some
robust measures have been developed enabling
comparable information to be collected using
proxies for socio-economic status, such as
parental education, occupation, and ownership
of particular items (radios, televisions, cars,
mobile phones]. It should be possible to develop
indicators that are comparable across countries
and surveys so as to more accurately identify the
most disadvantaged children.

Information on the quality of education systems
should be included as part of the assessments.

To inform policy, it is vital to know not just

which students are not learning, but also other
factors that can lead to poor learning outcomes.
Collecting information on the school environment
and teacher quality can help ascertain whether
the right strategies are in place. The information
on teacher subject knowledge that countries
participating in SACMEQ have collected is
useful in this respect. The experience of TIMSS
could also be drawn upon, as its surveys collect
data from students, teachers, principals and
curriculum experts on the context of teaching
and learning, allowing more in-depth analysis
that links individual characteristics to the quality
of education systems (Drent et al., 2013).

Existing regional and international assessments
differ in many respects, including the target
groups and the competencies tested. There is
no strong reason to argue that countries should
choose to participate in one rather than another.
However, if policy-makers around the world

are to have a picture of the extent of the global
learning crisis and so be able to take measures
to tackle it, agencies involved in administering
regional and international assessments will
need to collaborate to increase the comparability
of their instruments. There is some evidence
that this is already happening: TIMSS, PASEC
and SACMEQ have been coordinating test items
to ensure that there is a minimum basis for
making their results comparable.
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Table 1.6.2: Major international and regional learning assessment studies

Assessment Countries

International

TIMSS 76
PIRLS 59
PISA 73
Regional

LLECE 18
Latin America

SACMEQ 14
Anglophone

eastern and

southern Africa

PASEC 24

Francophone
sub-Saharan Africa
and South East Asia

General

Target group

Grades 4, 8

Grade 4

15 year-olds

Grades 3, 6

Grade 6

Grades 2, 5;
(as of 2014)
Grade 6

Subjects

Mathematics
Science

Reading

Reading
Mathematics
Science

Reading
Mathematics
Science

Reading
Mathematics

Reading
Mathematics

Frequency

4-year
cycle

5-year
cycle

3-year
cycle

Variable

Variable

Variable

Note: Dates in bold are the most recent rounds; dates in italics are the forthcoming rounds.

Years

1995, 1999,
2003, 2007,
2011, 2015

2001, 2006,
2011, 2016

2000, 2003,
2006, 2009,
2012, 2015

1997
2006
[SERCE)
2013
(TERCE)

1995-1997,
2000-2002,
2007, 2014

1993-1995,

1997-2001,

2004-2010,
2014

Goal 6: Quality of education

Socio-economic status

Books, computer, study
desk, parental education,
parental occupation

Index based on
parental education,
parental occupation

and home possessions,
including books

Index based on parental

education, home facilities,

asset ownership, house
construction materials,
books

Index based on parental
education, parental
occupation, home
possessions, books

Home facilities (water,
sanitation, electricity),
consumption of meat,
parental literacy, books

Background data

Other

Language spoken at
home, country of birth
of student and parents

Language spoken
at home, country of
birth of student and

parents, reading habits

Language spoken at
home, child labour,
reading habits

Language spoken at
home, child labour,
distance travelled

Language spoken at
home

Prior achievement

Preschool,
early literacy and
numeracy

Grade repetition,
self-reported
performance,
pre-school,
extra tuition

Grade repetition,
age at entry,
pre-school

Grade repetition,
absenteeism,
pre-school

Same students

tested over time,

grade repetition,
absenteeism,
pre-school
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Leaving no one behind — how long will it take?

After 2015, unfinished business will remain
across the six EFA goals, while new priorities are
likely to emerge. This section looks across three
areas: universal primary school completion,
universal lower secondary school completion
and universal youth literacy. It assesses how
long it will take to achieve these three goals, in
particular from the perspective of reaching the
most marginalized.'

This analysis paints a worrying picture. In many
countries, the last mile to universal primary
education will not be covered in this generation
unless concerted efforts are taken to support
the children who are the most disadvantaged. On
recent trends, it may be only in the last quarter
of this century that all of the poorest boys and
girls in more than 20 countries will graduate from
primary education — and only next century that
they will all complete lower secondary education.

Achieving universal primary completion

Many of the world's poorest countries have made
considerable progress in expanding access to
primary school since 2000. This progress tends
to be measured using the adjusted primary net
enrolment ratio. As the analysis of goal 2 has
shown, this indicator can provide a snapshot

of whether children of primary school age are

at school, but fails to show whether children
actually complete primary education. Household
survey data on the percentage of young people
who have completed primary education give a
clearer picture of actual progress towards the
target — and whether this progress is shared
across population groups.

Seventeen mostly upper middle income
countries, out of the 74 analysed, have reached
universal primary completion or are expected to
reach it by 2015 if recent trends continue. Even
by 2030, however, only 26 of these countries will
have met the goal. The majority of lower middle
income countries are not expected to reach
universal primary completion until the 2030s

1. Household surveys covering 74 low and middle income countries were
included in this analysis (Lange, 2013).

or 2040s. For low income countries, the picture
is even worse: on recent trends, they are only
expected to start achieving the target from the
2040s onwards. Four West African countries,
Burkina Faso, Mali, Niger and Senegal, will not
reach it before 2070.

Disadvantaged groups face an even harsher
reality. Among the low income sub-Saharan
African countries in the sample, Zimbabwe

and Kenya are the first expected to reach
universal primary completion, by 2019 and 2026
respectively. For children in urban areas, the
target has already been achieved in Zimbabwe
and is expected to be reached in Kenya by 2018.
But for children in rural areas of both countries,
the goal will not be achieved before the late
2020s (Figure 1.7.1A). The period that will elapse
between the achievement of the goal among
boys in urban areas and among girls in rural
areas is projected to be considerably wider in
other countries: 39 years in the Lao People’'s
Democratic Republic, 46 years in Yemen,

52 years in Ethiopia and 64 years in Guinea.

The differences are even starker when looking
at the projected achievement patterns by
gender and family income. While rich boys are
expected to reach the goal by 2030 in 56 of the
74 countries, this is the case for poor girls in

7 countries. Even by 2060, universal primary
completion will not have been achieved for poor
girls in 24 of the 28 low income countries in

the sample.

Lower middle income countries with large
populations also face considerable challenges. In
Nigeria, for example, rich boys already complete
primary school, but it may be another three
generations before poor girls do. In Pakistan,
rich boys and girls are expected to complete
primary school by 2020, but on recent trends
poor boys will reach this fundamental target
only in the late 2050s and poor girls just before
the end of the century. In the Central African
Republic, rich boys are expected to complete
primary school by 2037 but poor girls only after
2100 (Figure 1.7.1B).
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Figure 1.7.1: On recent trends, universal primary completion will not be achieved for the poor in some countries for at least another two generations
Projected year of achieving a primary completion rate in excess of 97%, selected countries
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Source: EFA Global Monitoring Report team analysis (2013), based on Lange (2013).
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In 44 countries,
there is at least
a 50-year gap
between all the
richest boys
completing
lower
secondary
school and all
the poorest
girls doing so
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Achieving universal lower
secondary completion

Post-2015 global education goals are widely
expected to include achieving universal lower
secondary completion by 2030. To inform
forthcoming decisions on this target, it is vital to
consider the results of projections on how long it
would take countries to reach it.

Of the 74 countries analysed, in only six will all
children be completing lower secondary school
by 2015 on recent trends. In 25 countries, less
than half of adolescents will be completing lower
secondary school by this date, which shows that
there will be a considerable distance to travel
after 2015.

Taking the projections to 2030, 11 countries

in the sample, most of them upper middle
income countries, are expected to have reached
universal lower secondary completion by that
year. Of the 31 lower middle income countries
in the sample, 14 are not expected to reach
universal lower secondary until 2060. And

only six low income countries are expected to
achieve the target before 2060. On recent trends,
the average gap between achieving universal
completion of primary education and lower
secondary education is projected to be 19 years
in low income countries and 17 years in lower
middle income countries.

The gap between better-performing and
worse-performing groups is likely to be even
wider for achieving universal lower secondary
completion than for achieving universal primary
completion. In 44 of the 74 countries, there is at
least a 50-year gap between all the richest boys
completing lower secondary school and all the
poorest girls doing so. In low income countries,
the average gap is 63 years (Figure 1.7.2).

In Honduras, it is projected that the target will
be achieved in the 2030s for the richest boys
and girls but almost 100 years later among the
poorest boys and girls. In 2011/12, 84% of the
richest but only 10% of the poorest boys and girls
completed lower secondary school (Honduras
Ministry of Health et al., 2013). In Niger, the gap
in achievement between the most and least
advantaged groups will also span a century,
with a massive gender gap: all the poorest

girls are projected to be completing lower
secondary school almost half a century after all
the poorest boys if current trends continue.

Figure 1.7.2: Achieving universal lower secondary completion
will require more concerted efforts

Projected year of achieving a lower secondary completion rate in
excess of 97%, by gender and wealth, selected countries
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How long will it take to achieve universal
completion in sub-Saharan Africa?

Available data for primary and lower secondary
completion cover more than four-fifths of

the population in sub-Saharan Africa, so it is
possible to project average achievement rates
for different population groups for the entire
region (Figure 1.7.3). On average, if recent
trends continue, the region will not achieve
universal primary completion until 2052, more
than 35 years after the Dakar target and two
decades after the likely target date for the
post-2015 goals. While boys are expected to
reach the target by 2046, on average, the richest
boys are expected to achieve it in 2021 - before
the post-2015 target - but the poorest boys only
by 2069. Girls are further behind: on average
they will reach it by 2057, with rich girls getting
to zero by 2029. The poorest girls will, however,
only reach the target by 2086.

On average, if recent trends continue, lower
secondary school completion will be achieved
in 2069 in sub-Saharan Africa, several decades

after the target dates currently under discussion.

Girls will achieve universal lower secondary
completion by 2075, on average. Girls from the
richest fifth of the population will reach the
target by 2051, but girls from the poorest fifth
of families are currently projected to achieve it
only by 2111.

Overall, it is projected that, on average, all
children in low income countries will be
completing primary school by 2053 and lower
secondary school by 2072. Lower middle income
countries will achieve these targets about two
decades earlier, in 2036 for primary school and
in 2053 for secondary school.

Achieving universal youth literacy

Even children who complete primary school

are not necessarily able to read and write (see
Chapter 4). To assess how long it will take to
achieve universal youth literacy, projections were
made based on household survey data available
in 37 countries for the whole population and in
68 countries for the female population only.

Leaving no one behind — how long will it take?

Figure 1.7.3: The achievement of universal primary and lower

secondary education lies well into the future for sub-Saharan Africa
Projected year of achieving primary and lower secondary completion in

excess of 97%, by population group, sub-Saharan Africa
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Source: EFA Global Monitoring Report team analysis (2013), based on Lange (2013).

Among the 37 countries for which information

is available for the whole population, universal
youth literacy may not be achieved before 2060 in
11 countries, most of them low and lower middle
income countries, if recent trends continue.

And among the larger group of 68 countries with
only a sample of the female population, there are
22 low and lower middle income countries where
universal youth literacy may not be achieved
before 2060.

The situation is worse for the poorest women:
across the 68 countries, the poorest young
women will only achieve universal literacy by
2072, on average. In India and the Lao People’s
Democratic Republic, the richest young

women have already achieved universal literacy
but the poorest will only do so around 2080.

In Nigeria, while universal youth literacy has
almost been achieved for the richest women
aged 15 to 24, their poorest counterparts

will need to wait 70 years to realize this
fundamental right if no active steps are taken to
fight illiteracy among the most disadvantaged
groups (Figure 1.7.4).

The poorest
young women
in low and lower
middle income
countries will
only achieve
universal
literacy by 2072
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Figure 1.7.4: Literacy is a distant dream for the most vulnerable young women
Projected year of achieving a female youth literacy rate in excess of 97%, by wealth, selected countries
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Conclusion

These projections of the time it could take

to achieve universal primary and secondary
education and youth literacy are extremely
disconcerting. However, they are based on recent
trends that can be changed if governments,
aid donors and the international education
community take concerted action to make
education available to all, including the
marginalized. The key message that emerges
from the analysis in this section is that it is
vital to track progress towards education goals
for the most disadvantaged groups after 2015,
and to put policies in place that maintain and
accelerate progress by redressing imbalances.

Leaving no one behind — how long will it take?
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Monitoring global education targets after 2015

Since the six Education for All goals were
adopted in Dakar, Senegal, in 2000, a lack of
precise targets and indicators has prevented
some education priorities from receiving the
attention they deserve. To ensure that nobody

is left behind after 2015, it is vital for the global
framework to include targets and indicators,
tracking the progress of the most disadvantaged.

As the new global development framework
takes shape, a consensus is emerging over
post-2015 education aims [UNESCO and
UNICEF, 2013; United Nations, 2013b, 2013c].
Common priorities include:

m addressing unfinished business on primary
school completion;

m extending goals to include universal access
to early childhood care and education
programmes, and lower secondary school
completion;

m ensuring that children are not only in school
but are also learning;

m making sure all young people and adults have
the skills needed for the world of work.

These goals are a foundation on which to
build more ambitious goals, including those
set nationally.

The High Level Panel on the Post-2015
Development Agenda further noted the need

for a data revolution to improve the quality of
statistics and information available to citizens. It
emphasized that data need to be disaggregated -
broken down according to factors such as gender,
geography, income or disability - to make sure
no group is left behind due to circumstances of
birth. It underlined the need for better data not
only to help governments track progress and
make evidence-based decisions,

but also to strengthen accountability.

These issues have been at the heart of the EFA
Global Monitoring Report over the past decade.
Building on this experience, the Report team
proposes five principles for setting goals after
2015 (Box 1.8.1).

Each of the EFA goals specified a commitment
to equity - the basic principle of making sure
every person has an equal chance of obtaining
an education. Over the years, however, the EfA
Global Monitoring Report has shown that progress
in narrowing inequality in education has been
limited. One possible reason is that the MDGs,
which have dominated development planning,
did not incorporate equity as a core principle.

The following five principles should guide post-2015
education goals:

m The right to an education, as guaranteed under
international and national laws and conventions,
must be at the core of the goals. As a right, education
should be free and compulsory. It should help people
fulfil their potential and should foster the well-being
and prosperity of individuals and society.

® Ensuring that all people have an equal chance of
education, regardless of their circumstances, must
be at the heart of every goal. No person should be
denied access to good quality education because of
factors such as poverty, gender, location, ethnicity
or disability.

m The goals should recognize the learning needs at
each stage of a person’s life and the fact that learning
takes place in non-formal as well as formal settings.

m One core set of goals should encapsulate the
overall ambition for education as part of the broader
post-2015 global development framework replacing
the MDGs. The goals should be universally applicable
and accompanied by a more detailed set of targets
and indicators that make up a post-2015 education
framework.

The goals should enable governments and the
international community to be held to account for
their education commitments. Each goal must have

a specific deadline, be worded clearly and simply, be
measurable, and have the ambition of leaving no one
behind. The framework should include a commitment
to independent regular and rigorous monitoring of
the goals at the global and national levels.
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Another is that disaggregated data were scarce
when the goals were established, so targets
and indicators were not developed that might
have enabled national and global tracking of
progress for different population groups. The
growing availability of household survey data
in recent years has eased the constraints on
comparing groups within countries and over
time. It is increasingly possible to measure
equity targets, and incorporating them in
post-2015 goals is now essential.

Equity is vital not just in access to education,
however; it also needs to extend to education
quality, so that each child has an equal chance
to learn. While the sixth EFA goal focuses

on education quality, an absence of concrete
targets and of internationally comparable data
has undermined efforts to monitor progress
towards the goal. The neglect of learning
outcomes in the MDGs also diminished
attention to education quality. The international
development agenda is now giving increasing
recognition to learning outcomes, as the
expansion of regional and international surveys
has revealed low levels of attainment and extreme
inequality in learning. While more coordination
Is needed before commonly agreed measures
can be reached [see Goal é), it is time to include
learning outcomes in an improved global
education monitoring framework.

Within this framework, goals must be simple,
clear and measurable. One challenge the EFA
Global Monitoring Report has faced over the past
decade is that indicators were not identified

for many of the goals and targets. As a result,
progress towards the EFA goals and MDGs was
measured using indicators that were not always
compatible. In addition, some goals failed to
receive the attention they deserved because
they could not easily be measured, either with
existing data or with data that could be collected
within the timeframe. One example is goal 3 on
skills, the focus of the 2012 EFA Global Monitoring
Report. Such gaps need to be avoided in a post-
2015 framework.

Monitoring global education targets after 2015

How far are we from achieving equality in
education goals?

It is not acceptable for any child or adolescent to
remain out of school or to be in school but not
learning, or for any young person or adult to lack
the skills needed to get decent jobs and lead
fulfilling lives. The EFA Global Monitoring Report
team proposes, therefore, that each global
education goal should aim for no one to be left
behind by 2030.

Targets should be set to achieve equality,
taking into account that characteristics of
disadvantage often interact: girls from poor
households in rural areas, for example, are
usually among the most marginalized. Each
goal should be tracked not only overall but
also according to the progress of the lowest
performing groups in each country to ensure
that these groups reach the target by 2030.

Among the lowest performing groups, children
with disabilities are likely to face the most severe
discrimination and exclusion, which in many
contexts keep them out of school. Collecting
data on children with different types and severity
of impairments needs to be improved urgently so
that policy-makers can be held accountable for
making sure these children’s right to education
is fulfilled.

To inform post-2015 monitoring, this section
analyses the progress made by those who were
most behind in 2000 on selected goals that are
likely to be set for 2030." Through this analysis,
several data limitations are identified that need
to be overcome (Box 1.8.2).

1. For the analysis in this section, data from Demographic and Health Surveys
and Multiple Indicator Cluster Surveys have been grouped into two waves:
surveys undertaken between 1998 and 2003, and surveys undertaken since
2005. The reported results are based on 62 countries for which a survey is
available in each period. The surveys are at least five years apart for each
country.

Collecting
data on
children with
disabilities
needs to be
improved
urgently
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Several difficulties in measuring progress in priority areas after 2015 deserve urgent attention:

By 2010,

poor rural
young women
had spent
fewer than
3yearsin
school in low
and lower
middle income
countries

102

The number of children of primary school age who are not learning
the basics, whether they are in school or not, is a key indicator
that needs to be updated regularly. Its importance is underlined

by the fact that the number is estimated at 250 million in this
Report. But to measure progress, it is vital to have information from
more countries on this indicator, as current surveys of learning
achievement do not provide the necessary data.

To enable better tracking of progress among the children who are
the most disadvantaged — whether by poverty, gender, location or
disability — comparable household surveys need to be conducted
more frequently and should cover more countries, with sufficient
observations to allow analysis of population subgroups.

Despite progress since 2000, there are still major gaps for
key indicators reported by the UNESCO Institute for Statistics.
Extending goals, for example to include lower secondary
completion, will require much better information from
administrative data sources.

Which young people are spending at least
nine years in school?

The number of years young people have

spent in school is one measure of overall
progress in access to education across
countries.? For universal lower secondary
education completion to be achieved, young
people would need to have stayed in school for
around nine years.

Between 2000 and 2010, the number of years
spent in school increased from 4.8 to 6 in low
income countries and from 7.1 to 8 in lower
middle income countries. While this is a big
achievement, the gap between advantaged and
disadvantaged groups has remained wide.

In the early part of the decade, the richest urban
young men had already spent 9 years in school
in low income countries and 11.5 years in lower
middle income countries. But the poorest rural
young women had spent only 2.3 years in school
in low income countries and 2.6 years in lower
middle income countries.

2. The indicator used in this section measures the number of years of
schooling completed among 20- to 24-year-olds and is net of years spent
repeating grades. While many young people continue their education until
their late 20s, the age group is sufficiently indicative of progress in the
average population.

m For some indicators, there are still no data available systematically:

Early childhood care and education programmes. A survey
should be developed that collects information on access
to and quality of these programmes.

Skills domains for young people and adults. Indicators should
be agreed for measuring foundation skills in literacy and
numeracy, transferable skills, and technical and vocational skills,
based on the analysis in the 2012 EFA Global Monitoring Report.
Currently data are fairly widely available on foundation skills, but
only from selected countries for some transferable skills, chiefly
problem-solving (from the OECD PIAAC and World Bank STEP
programmes). It is also vital to collect data on technical and
vocational training programmes for youth and adults outside

of the formal education system. The International Labour
Organization collects some information on these programmes,
but does not collate the data systematically.

By the latter part of the decade, the richest
urban young men had spent more than 9.5 years
in school in low income countries and more
than 12 years in lower middle income countries,
well above the 9-year target suggested for 2030.
But the poorest rural young women had still
spent fewer than 3 years in school in both low
and lower middle income countries, leaving
them well below even a 6-year target that is
associated with universal primary completion,
which is supposed to be achieved by 2015. This
leaves a wide gap between the time they spent
in school and that spent by the richest urban
young men. In sub-Saharan Africa, the difference
between the time the poorest rural females and
the richest urban males spent in school actually
widened between 2000 and 2010, from 6.9 years
to 8.3 years (Figure 1.8.1).

Looking across the 62 low and middle income
countries with data at the beginning and end

of the decade, the lack of progress for the
disadvantaged becomes even clearer. The
poorest rural young women spent more than

6 years in school in 18 of the 62 countries in
2000, increasing to 21 countries in 2010. They
spent more than 9 years in just 9 countries in
2000, mostly in Central and Eastern Europe and
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Central Asia, with no improvement by 2010. By
contrast, the richest urban young men spent
more than 6 years in school in all but one
country, Niger, in 2000. And they reached more
than 9 years in 42 countries in 2000, increasing
to 51 countries in 2010. Progress has often

been faster for the more advantaged group:
between 2000 and 2010, the gap in years spent in
school has widened by at least half a year in 29
countries of the 62 countries, and by at least one
year in 19 of these countries.

Data for 11 sub-Saharan African countries
confirm this general pattern: while the average
number of years spent in school increased
across the board, in all but two countries the
progress was faster for the richest urban young
men. For example, in Mozambique attainment
among the richest urban young men increased
by 3.5 years, to 9.6 years, while among the
poorest rural young women it increased by less
than a year, to 1.9 years (Figure 1.8.2).

Monitoring global education targets after 2015

Figure 1.8.1: Inequality in educational attainment remained
unchanged over the last decade
Years of education, 20- to 24-year-olds, circa 2000 and 2010
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Source: EFA Global Monitoring Report team analysis (2013), based on Demographic and Health

Surveys and Multiple Indicator Cluster Surveys.

Figure 1.8.2: In sub-Saharan Africa, the richest urban young men increased the number of years in school faster than the poorest rural

young women

Years of education, 20- to 24-year-olds, selected countries, circa 2000 and 2010
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By 2010,

only 23% of the
poorest rural
girls completed
primary school
in sub-Saharan
Africa
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Which children complete primary and lower
secondary school?

Over the past decade there has been more
progress in getting children into primary school
than in making sure children complete primary
or lower secondary education. In addition, the
progress is unequally distributed; extreme
inequality persists and in some cases has widened.

One accomplishment since 2000 is the
improvement in the proportion of children who
enter school, which rose from 73% to 87% in
low income countries. There is still, however,

a long way to go in primary school completion,
which increased from 45% to 60% in low income
countries and from 72% to 79% in lower middle
income countries. The proportion of adolescents
completing lower secondary education increased
more slowly over the decade, from 27% to 37%
in low income countries and from 50% to 58% in
lower middle income countries.

Insufficient attention to inequality in entry to and
completion of school over the decade means
that gaps remain wide. In sub-Saharan Africa,
for example, almost all the richest boys in

urban areas entered school in 2000. Moreover,
82% completed primary education and 62%
completed lower secondary education, and these
rates had improved by the end of the decade to

87% for primary school completion and 70% for
lower secondary school completion.

By contrast, among the poorest girls in rural
areas, 49% entered school at the beginning

of the decade, increasing to 61% by the end

of the decade. Only 25% completed primary
education and 11% completed lower secondary
education in 2000, and these rates had fallen
by the end of the decade to 23% and 9%,
respectively. Inequality in South and West Asia
is also wide and largely unchanged: by the end
of the decade, while 89% of the richest urban
adolescent boys completed lower secondary
school, only 13% of the poorest rural girls did
so (Figure 1.8.3).

Across the 62 countries, a lack of progress

in primary and lower secondary completion
among the disadvantaged is clearly visible. At
least half the poorest rural girls completed
primary school in 2000 in only 23 countries,
increasing to 29 in 2010. And at least half of
them had completed lower secondary school in
2000 in just 10 countries, with no change over
the decade. By contrast, at least half the richest
urban boys completed primary school in 2000 in
all countries except Burundi and Mozambique,
and were doing so there as well by 2010. The
number of countries where at least half the
richest urban adolescent boys completed lower

Figure 1.8.3: Over the decade, disadvantaged groups mainly improved their access to school rather than their completion rates
Percentage of poorest rural girls and richest urban boys who have ever been to school, completed primary education, and completed

lower secondary education, circa 2000 and 2010
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secondary school increased from 39 in 2000 to
50 in 2010; the remaining 12 countries were all
in sub-Saharan Africa.

Comparing these two population groups in

12 countries from five regions further shows
that progress has often been slowest for the
most disadvantaged. Progress in the Democratic
Republic of the Congo has largely benefited the
more advantaged: the proportion of the poorest
rural girls completing primary school improved
by only three percentage points over the decade,
from 20% to 23%, while the corresponding share
among the richest urban boys increased by eight
percentage points, from 84% to 92%.

Similarly, among the poorest rural adolescent
girls the proportion completing lower secondary
school improved by seven percentage points
over the decade, from 7% to 14%, while among
the richest urban adolescent boys it increased
by twelve percentage points, from 66% to 78%.
In Burkina Faso, Ethiopia, Irag, Mozambique
and the United Republic of Tanzania, hardly any
of the poorest rural females completed lower
secondary school in 2010 (Figure 1.8.4).

In some countries, disadvantaged groups have
made progress, albeit from a very low starting
point. Countries including the Plurinational

Monitoring global education targets after 2015

State of Bolivia, Nepal and Viet Nam achieved
rapid progress for poor rural girls, showing
that such change is possible. In Nepal, between
2001 and 2011, there were marked increases
not only in the proportion of the poorest rural
girls entering school, from 36% to 89%, but
also in the share of those completing primary
school, from 15% to 56%. Primary completion
among the richest urban boys also increased,
from 80% to 95%. There is still unfinished
business, however: while nearly all the richest
urban males complete primary school in the
Plurinational State of Bolivia and in Viet Nam,
only 72% of the poorest rural girls complete
school in the Plurinational State of Bolivia and
only 80% in Viet Nam.

Which children are achieving minimum
learning standards?

A goal on learning is an indispensable part

of a future global education monitoring
framework, but focusing only on children who
take part in learning assessments can be
misleading if large numbers of children never
make it to the grade where skills are tested. For
this reason, the EFA Global Monitoring Report
team has argued that all children should be
taken into account, not just those who take part
in learning assessments.

Figure 1.8.4: Ensuring that the poorest girls complete lower secondary school remains a major challenge
Percentage of poorest rural girls and richest urban boys who have ever been to school, and completed primary and lower secondary education, selected countries,
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Data from SACMEQ show how much difference it
can make if out-of-school children are included
when assessing the numbers who are learning
the basics (Figure 1.8.5). In the United Republic
of Tanzania, the proportion of children in grade

6 who achieved a minimum standard in reading
was 90% in 2007, ranging from 97% among the
richest urban boys to 80% among the poorest
rural girls. However, while 92% of the richest
urban boys of grade 6 age had reached that
grade, only 40% of the poorest rural girls had
done so. If it is assumed that children who did
not reach grade 6 could not have achieved the
minimum standard, then the proportions among
children of that cohort who learned the basics
were 90% for the richest urban boys and 32% for
the poorest rural girls.

In Malawi, Uganda and Zambia, less than 10%
of the poorest rural girls learned the basics.
These striking statistics emphasize the need
for monitoring learning of all children, a point
reiterated in Part 3 of this Report.

Figure 1.8.5: Assessing the number of children learning should not exclude those
not tested
Percentage of children who achieved minimum learning standard in reading, selected
countries, southern and eastern Africa, 2007
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Source: EFA Global Monitoring Report team analysis (2013), based on Demographic and Health Surveys and
SACMEQ data.

Few countries monitor education inequality

To make sure inequality in education access and
learning is overcome by 2030, country plans need
to include specific targets to monitor progress in
education participation and learning for
individual population groups. A review of the
education plans of 53 countries for this Report
shows that very few currently do so, although
there are some encouraging exceptions

(Box 1.8.3).

In terms of education participation, gender is
the dimension of potential disadvantage covered
best in education plans. Even so, only 24 of the
53 plans included gender equality targets on
participation in primary and lower secondary
education. While most of these targets were
restricted to enrolment ratios, some countries
included gender targets in other aspects.

For example, Ghana targeted gender parity

in primary and lower secondary education
enrolment, attendance and completion (Ghana
Ministry of Education, 2010).

By contrast, only three countries specifically
aimed to reduce disparity in access between
rural and urban areas in primary and lower
secondary education enrolment. Indonesia, for
example, sought to reduce enrolment disparity
between cities and rural areas by 36% over five
years (Indonesia Ministry of National Education,
2005). Otherwise, countries aimed to increase
enrolment in rural areas but without setting a
target or timeline. Twelve countries included
indicators on primary and lower secondary
education enrolment by region, but only five of
these specified a target for inequality.

Of the 53 plans, only 4 included indicators on
participation by particular ethnic groups. But
most of these plans focused only on increases
in enrolment, and no countries set specific
targets on how much to reduce disparity.

Only Bangladesh, Kenya and the Lao People’s
Democratic Republic had an enrolment
indicator that differentiated between poorer
and richer children.

Measures of progress in learning are not
common. Of the 53 countries surveyed, 31
included indicators on learning outcomes at
either the primary or lower secondary level. Of
these countries, only 19 specified a target.
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Even fewer countries measured inequality in
learning outcomes. Only eight countries do

so at the primary level and eight at the lower
secondary level, and in most cases monitoring is
restricted to gender inequality. At the secondary
level, six countries aim to reduce gender
inequality in learning to some extent, although
only Rwanda had a target and timeline: 90% of
boys and girls should pass the national lower
secondary school grade 3 examination by 2015,
compared with a baseline of 56% for boys and
44% for girls in 2009.

Some countries stand out for including indicators that pay
attention to disadvantaged groups:

m |n Bangladesh, the monitoring framework of the Third
Primary Education Development Programme proposed
monitoring enrolment ratios across wealth quintiles,
using household survey data. The monitoring framework
also included an index that would allow planners to
assess the relative performance of the approximately
500 subdistricts. A target is set of narrowing the gap in
the value of this index between the 10 top performing
and 10 lowest performing subdistricts by one-third over
five years. The index includes subdistrict performance in
the end of primary school examination.

| In the Lao People’s Democratic Republic, the 2009-2015
Education Sector Development Framework includes
indicators on enrolment at the national, provincial and
district levels, by gender and location. In addition,
minimum learning standards are to be defined for
grades 3, 5 and 9 and then assessed through sample
surveys of schools.

m |n Namibia, the Education and Training Sector
Improvement Programme set targets on how much
children should have learned by the end of primary
education. Linked to SACMEQ, the targets included
reducing the regional dispersion of reading scores
by 4%. In terms of access, the document expressed
a commitment to monitor participation for orphans
and other vulnerable children as well as children from
marginalized groups. For example, a target was set for
80% of orphans and other vulnerable children from each
region to be enrolled in primary and secondary education
by the final year of the plan.

Sources: Bangladesh Ministry of Primary and Mass Education (2011b7); Lao PDR
Ministry of Education (2009); Namibia Ministry of Education (2007).

Monitoring global education targets after 2015

Only four countries aim to monitor inequality
in learning beyond gender at the primary or
lower secondary level: Bangladesh, Belize,
Namibia and Sri Lanka. In Belize, scores on
primary and secondary examinations are to
be disaggregated by district and urban/rural
location (Belize Ministry of Education, 2011).
In Sri Lanka, regional targets are set for
achievement scores in mathematics and native
language. On average, scores are targeted to
increase by four percentage points over the
duration of the plan, but with higher increases
envisaged for lower performing regions

(Sri Lanka Ministry of Education, 2006).

Conclusion

The failure over the past decade to assess
progress in education goals by various
population subgroups has concealed wide
inequality. The invisibility of this inequality is
further reflected in the lack of national targets
in country plans for assessing progress in
narrowing inequality gaps in access or learning.

Post-2015 goals need to include a commitment
to make sure the most disadvantaged groups
achieve benchmarks set for goals. Failure to do
so could mean that measurement of progress
continues to mask the fact that the advantaged
benefit the most.

It is not enough just to set goals. If they are to

be achieved, regular independent monitoring

is essential so that progress can be tracked,
policies that have facilitated progress can be
identified and governments and the international
community can be held to account for their
promises. The EFA Global Monitoring Report has
put education ahead of many other sectors in
this regard. It is crucial for such independent
monitoring to continue after 2015.

If post-2015

goals are to

be achieved,

regular

independent
monitoring is

essential
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Unless urgent action is taken
to iIncrease aid to education,
the goal of ensuring that every
child is in school and learning
by 2015 will be seriously
Jeopardized. With little time
left, closing the financing gap
may seem impossible. But this
chapter shows that the gap
could be filled by raising more
domestic revenue, devoting a fair
share of existing and projected
government resources to
education, and sharpening the
focus of aid spending.
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Trends in financing Education for All

Trends in financing Education for All

Highlights

B Many governments, particularly in poorer countries, have increased their commitment to

education: 30 low and middle income countries increased their spending on education by
more than 1 percentage point of GNP between 1999 and 2011.

After 2015, a common financing target should be set for countries to allocate at least 6% of
GNP on education. Of the 150 countries with data, only 41 had reached this level by 2011.

Many countries have the opportunity to expand their tax base. For a group of 67 low and
middle income countries, a modest increase in tax-raising efforts, and allocating 20% of
the funds raised to education, could increase education spending by US$153 billion, or 72%,
in 2015. This would raise the average share of GDP spent on education by these countries
to 6%.

Aid to basic education fell by 6% between 2010 and 2011, its first decrease since 2002.

Low income countries were particularly hard hit by the reduction in aid to basic education:
19 of them experienced a cut, and 13 of those were in sub-Saharan Africa. The reduction was
a result of 24 donors, including 9 of the 15 largest donors, reducing their spending.

Table 2.1: Public spending on education, by region and income level, 1999 and 2011

Public education spending

% of government expenditure Per capita (primary education)
% of GNP on education (PPP constant 2010 US$)
1999 20M 1999 201 1999 201
World 4.6 5.1 15.0 15.5 2149 3089
Low income 3.1 4.1 16.4 18.3 102 115
Lower middle income 4.6 5.1 15.9 16.9 356 545
Upper middle income 4.8 5.1 15.8 15.5 1117 1745
High income 53 5.6 133 132 4752 6721
Sub-Saharan Africa 4.0 5.0 17.1 18.7 345 468
Arab States 5.3 4.8 21.0 18.1 822 1338
Central Asia 34 4.1 15.4 123
East Asia and the Pacific 39 4.4 15.0 16.6 2216 3245
South and West Asia 39 37 14.6 15.0 297 573
Latin America and the Caribbean 50 55 144 16.2 1142 1753
Central and Eastern Europe 4.8 5.2 124 122 1813 3846
North America and Western Europe 5.6 6.2 13.3 13.1 5990 8039

Note: World, regional and income values are means for countries with data in both 1999 and 2011, and may therefore not match what is reported in Statistical Table 9.
Source: EFA Global Monitoring Report team calculations (2013), based on UIS database.
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Insufficient financing, particularly by aid donors,
has been one of the main obstacles to achieving
the Education for All goals. In 2010, the EFA
Global Monitoring Report team calculated that
it would take another US$16 billion per year

in external financing to achieve good quality
basic education for all in 46 low and lower
middle income countries by 2015. Rather than
increasing, however, aid has stagnated in recent
years. Donors have not met the commitment
they made at the World Education Forum in
Dakar in 2000 to ensure that no country would be
prevented from achieving Education for All due
to lack of resources.

The EFA Global Monitoring Report team has
calculated that, as a result of this stagnation, it
would now take US$29 billion per year between
2012 and 2015, in addition to the amount that
governments are spending, to achieve basic
education for all. Taking into account the

US$3 billion currently provided by donors to the
46 countries, this leaves an annual financing gap
of US$26 billion [UNESCO, 2013c). Unfortunately,
it seems that donors are more likely to reduce
their aid than increase it in coming years. Unless
urgent action is taken to change aid patterns, the
goal of ensuring that every child is in school and
learning by 2015 will be seriously jeopardized.

With little time left before 2015, closing the
financing gap might seem impossible. But
analysis in this chapter shows that the gap
could be filled by raising more domestic
revenue, devoting an adequate share of
existing and projected government resources
to education, and sharpening the focus of
external assistance.

Post-2015 global education goals are expected
to be more ambitious than the EFA goals,
extending to lower secondary education. The
shortfall in the financing necessary to achieve
universal basic and lower secondary education
by 2015 is estimated at US$38 billion annually,
a gap that improvement in domestic spending
alone cannot bridge.

Those who control global resources need to
recommit themselves to international education
goals, agree to be accountable for their
financial commitments and deliver on them in

a transparent way, so that they contribute to
common education objectives. The post-2015
framework should therefore include explicit
financing targets so that all funders can be held
to account for their promises.

Figure 2.1: Most low and middle income countries have increased education spending since 1999
Public expenditure on education as percentage of GNP, low and middle income countries, 1999 and 2011
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Many countries far from
EFA need to spend more
on education

Domestic spending on education has increased
in recent years, particularly in low and lower
middle income countries, partly because their
economic growth has been improving. In richer
countries, by contrast, the economic downturn
has hit government budgets for education.

Many governments, particularly in poorer
countries, have also increased their commitment
to education. Globally, the amount devoted to
education rose from 4.6% of gross national

product (GNPJ in 1999 to 5.1% in 2011 (Table 2.1).

In low and middle income countries it rose faster:
30 of these countries increased their spending
on education by one percentage point of GNP or
more between 1999 and 2011 (Figure 2.1).

The Dakar Framework for Action did not
establish financing targets for education. This
has resulted in wide differences in government
spending on education, so children’s chances of
being in school and learning continue to depend
on where they happen to be born.

Many countries far from EFA need to spend more on education

The failure to set a common financing

target for the EFA goals should be addressed
after 2015, with a specific goal that countries
should allocate at least 6% of GNP to education.
Some countries, such as the United Republic

of Tanzania, already spend more than 6% of
GNP on education, showing that such a target
is feasible. Of the 150 countries with data,
however, only 41 spent 6% or more of GNP on
education in 2011. It is of particular concern that
10 low and middle income countries reduced
their education spending as a percentage of
GNP by one percentage point or more over

the decade. India, for example, decreased its
spending on education from 4.4% of GNP in
1999 to 3.3% in 2010, jeopardizing the huge
progress it has made in getting more children
into school, and its prospects for improving its
poor quality of education.

It is unacceptable that 25 countries, including
Bangladesh, the Central African Republic, the
Democratic Republic of the Congo and Pakistan -
most of which are still a long way from achieving
EFA - dedicate less than 3% of GNP to education.
Itis particularly worrying that some countries
that were already spending a small proportion
of GNP on education, such as Bangladesh, have

Change of less than one percentage point
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reduced their spending further. Pakistan, home
to 10% of the world's out-of-school children, cut
spending on education from 2.6% of GNP in 1999
to 2.3% in 2010.

If governments are to meet a target of spending
6% of GNP on education, they must not only
raise sufficient revenue from tax as a share of
national income, but also allocate a sufficient
proportion of domestic spending to education.
It is widely accepted that countries should
allocate at least 20% of their budget to
education, and the EFA Global Monitoring
Report team recommends making this an
explicit target for the goals set after 2015. Yet
only 15% of government expenditure globally
was directed to education in 2011, a proportion
little changed since 1999.

Low income countries increased the share of
government spending on education the most over
the decade, having raised their spending from
around 16% in 1999 to 18% in 2011. It is lower
middle and upper middle income countries that
are furthest from the target of 20%: while they
were at a similar level to low income countries in
1999, their spending has hardly changed since.
Lower middle income countries spent 17% on
education in 2011 and upper middle income
countries 15%. The latter; in particular, should do
far more to improve children’s education chances
through their own spending, leaving more
external funds for the countries most in need.

Of the 138 countries with data, only 25 spent
more than 20% on education in 2011, including
17 low and lower middle income countries and

8 upper middle and high income countries.
Nineteen of the 25 countries spending more than
20% on education in 2011 had comparable data
for 1999; of these, 12 countries, including Nepal,
started below the 20% benchmark in 1999 but
increased their allocation. Indeed, some of the
poorest countries started from a low base in
1999 but were able to allocate more than 20%

of their budget to education in 2011 (Figure 2.2).
These countries have seen fast progress in
education in recent years. Participation in
primary schooling in Ethiopia, for instance,

has achieved impressive improvement: the net
enrolment ratio, which was just 37% in 1999,
had increased to 87% by 2011, far above the
sub-Saharan African regional average. Burundi

Figure 2.2: Only a few countries spend at least one-fifth of
Public expenditure on education as percentage of government

Increase of five percentage points or more
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Source: Annex, Statistical Table 9.

had attained gender parity in primary school
participation by 2011, in contrast to 1999 when it
had only 8 girls in school for every 10 boys.

At the other extreme, it is worrying that the
Democratic Republic of the Congo spent less
than 9% of its budget on education in 2010,

even though it is estimated to have well over

2.4 million children out of school (UNESCO,
2012). It is also of concern that at least six

low and middle income countries decreased
spending on education as a share of total
government expenditure between 1999 and 2011
by five percentage points or more. While some of
these countries had been allocating more than
20% to education, their spending has now fallen
below this threshold. Chad’s education spending,
already below 20% in 1999, had fallen to 12% by
2011, contributing to it having some of the lowest
education indicators in the world. In 2010, just
21% of children completed a cycle of primary
schooling. India, which faces huge challenges

in improving the quality of its education, spent
10% of its government budget on education in
2011, a reduction from 13% in 1999.
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Countries’ financial commitment to education
can be gauged not only by looking at their
education spending as a percentage of GNP

and of the total government budget, but also by
tracking the evolution of their education budgets
in real terms - and here again there is cause

for concern. Of the 49 countries with data, 25
planned to shrink their education budgets in
real terms between 2011 and 2012 (Figure 2.3,
Groups A and CJ. Of these 25 countries, 16 were
in sub-Saharan Africa; they included Burundi, the
Democratic Republic of the Congo, Madagascar,
Malawi and Uganda - countries that are still a
long way from the EFA goals. The Central African
Republic’s education spending was expected to
decline by 13% between 2011 and 2012, resulting
in it reaching just 11% as a proportion of the
government budget in 2012.

Beyond sub-Saharan Africa, Bangladesh and
Nepal were also expected to decrease their
education budgets in real terms. Bangladesh
planned to reduce its budget by 16% in 2012,
resulting in its spending on education reaching
only 13% of the government budget.

Some countries are resisting this negative
trend, however. Afghanistan was expected to
increase its spending on education by 15% in
real terms between 2011 and 2012, although the
share of the education budget as a proportion of
government spending was likely to remain below
20% (Group D). Benin and Ethiopia are among just
a handful of countries with data available where
governments planned to increase resources to
the education sector in real terms and where
the sector is already well served by government
spending (Group B.

25 countries

planned to
shrink their
education
budgets

between 2011

and 2012
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Figure 2.3: Many countries that are far from reaching EFA goals cut their education budgets in 2012
Percentage change in education budget, 2011 to 2012, and education as a share of government expenditure
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Domestic resources can
help bridge the education
financing gap

Sustained economic growth in many of the
world’s poorest countries has increased

the resources that governments can raise
domestically to finance their education
strategies. Many of the countries furthest from
the EFA goals, however, do not sufficiently tap
their tax base or devote an adequate share of
their revenue to education.

Over the past decade, economic growth has
enabled countries such as Ghana and India to
cross the threshold from low income to lower
middle income status, while countries such as
Angola have moved to upper middle income
status. Sub-Saharan Africa has achieved annual
economic growth of around 5.4% in recent years,
with the economies of poor countries such as
Ethiopia growing by as much as 9.9% per year
(World Bank, 2013c).

The benefits of this growth have not yet been
fairly distributed, however. Nigeria's economy,
for example, grew by at least 5% per year since
2003 but its net enrolment ratio has fallen from
61% in 1999 to 58% in 2010 (World Bank, 2013f].
To guarantee their citizens’ right to education
and tap into education’s power to transform
lives, it is vital that countries put in place
strong fiscal policies, backed by budget policy
reforms to allocate an adequate share of public
spending to education and promote equity in
its distribution.

Strengthening tax systems is not only crucial
for wider development but also an essential
condition for achieving Education for All. This
section shows that if governments in 67 low and
middle income countries modestly increased
their tax-raising efforts and devoted a fifth of
their budget to education, they could raise an
additional US$153 billion for education spending
in 2015, amounting to a total of US$365 billion in
2015. This would increase the average share of
GDP spent on education from 3% to 6% by 2015.
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Raising taxes and allocating an adequate
share to education

It is estimated that countries need to raise 20%
of their GDP in taxes to achieve the Millennium
Development Goals (MDGs) (IMF et al., 2011).
Few low and middle income countries manage
to mobilize domestic resources on this scale,
however. Among those that do, many do not
allocate a sufficient proportion to education.

Of the 67 countries for which data are available
on tax revenue as a proportion of GDP as well
as on the allocation of government revenue to
education, only 7 reach the 20% threshold on
both indicators (Figure 2.4). Namibia, which
raises 24% of its GDP in taxes and allocates 22%
of its government budget to education, shows
that such goals are attainable.

More commonly, countries’ revenue from taxes
is inadequate and education receives insufficient
resources. Of the 67 countries for which data
are available, 37 are below the 20% threshold

on both indicators. In Pakistan, for example,

tax revenue is just 10% of GDP and education
receives only around 10% of government
expenditure. If the government increased its tax
revenue to 14% of GDP by 2015 and allocated

Domestic resources can help bridge the education financing gap

one-fifth of this to education, it could raise
sufficient funds to get all of Pakistan’s children
and adolescents into school.

Ethiopia is one of 11 among the 67 countries
that has been successful in prioritizing
education in its government budget but could
do far more to maximize revenue from taxation,
which would further increase the resources

available for education. In 2011, the government

received 12% of GDP from taxes, on average.
If this proportion were to increase to 16% by
2015, and 25% continued to be allocated to
education, the sector would receive 18% more
resources, equivalent to US$435 million -
enabling US$19 more to be spent per primary
school age child.

By contrast, Angola has succeeded in
converting much of its vast natural resource
wealth into government revenue, with tax
revenue representing 42% of GDP, but it only
spends 9% of these funds on education, one

of the lowest proportions in the world. Raising
the share to 20% would increase resources to
education almost two and a half times, or by
US$7 billion. Assuming half of this is allocated
to primary education, it could more than double

Figure 2.4: Countries need to both mobilize resources and prioritize education

Tax revenue as percentage of GDP and education expenditure as percentage of total government expenditure, selected countries, 2011
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resources spent per primary school age child.

In total, 12 of the 67 countries raise 20% or more
of GDP through taxes but devote less than 20%
of government spending to education.

Tax revenue as a share of GDP grew by 0.44% per
year in low and lower middle income countries
between 2002 and 2009 (World Bank, 2013f),

but many countries need to make much faster
progress. At this rate of growth, only 4 of the 48
countries currently raising less than 20% of GDP
through taxes would reach the 20% threshold

by 2015, and Pakistan - to give one example of

a country far from the target - would not reach
20% until 2034.

Taxation as a pillar of development and
education progress

A well-functioning taxation system enables
governments to support the education system
with domestic revenue instead of borrowing

or relying on external finance. In high income
countries in North America and Western Europe,
tax revenue amounted to 27% of GDP in 2011.
Most of these funds came from tax on income
(13% of GDP), the majority of which is taxation
of individuals.

By contrast, in sub-Saharan Africa, tax revenue
accounted for 18% of GDP, with taxes on both
individual and corporate income at 7% of GDP.
In South and West Asia, the tax share was even
lower: 12% of GDP, with revenue from individual
and corporate income tax making up 4% of GDP.
Unlike in North America and Western Europe,

a quarter of the tax revenue in sub-Saharan
Africa and South and West Asia comes from
international trade and transactions (IMF, 2012).

While low and lower middle income countries
are more dependent than richer countries on
international and national corporate taxes for
government revenue, they receive only 22%
of the total annual corporation tax revenue
collected globally. One study estimates that a
percentage point increase could raise revenue
by US$10 billion per year for these countries
(Hearson, 2013)." If 20% of this additional
income were allocated to education, an
additional US$2 billion could be mobilized
annually to help fill the financing gap.

1. This estimate assumes that two-thirds of corporation tax revenue comes
from multinational corporations.

Many of the world's poorest countries cannot
expect domestic taxes alone to provide the
financing needed to meet the EFA goals in

the near future. In some middle income
countries, however, such as Egypt, India and
the Philippines, there is far greater potential
to mobilize domestic resources for education.
India became the world’s 10th largest economy
in 2011, but tax revenue was equivalent to

only 16% of GDP, and government expenditure
per person was just US$409. By contrast, in
Brazil - the world’s sixth largest economy -
tax revenue was equivalent to 24% of GDP

and expenditure per person was US$4,952
(IMF, 2013).

This huge difference is a key reason Brazil has
managed to go further in improving education
quality and narrowing learning inequality. The
levels of current spending on education as a
share of total government expenditure in the two
countries also reflect the greater priority that
Brazil affords to the education sector. In 2011,
government spending on education in Brazil
was 18% of total government expenditure, with
US$2,218 being spent on each primary school
child. India devoted 10% of the government
budget to education, with US$212 spent per
primary school child. If India reduced tax
exemptions, tackled tax evasion and diversified
its tax base, it could greatly change this picture.

Limit tax exemptions

While low and middle income countries as

a group rely heavily on tax revenue from
corporations, many of them forgo considerable
revenue from businesses by granting too many
tax exemptions. In much of sub-Saharan Africa,
these exemptions can amount to the equivalent of
5% of GDP (UK House of Commons International
Development Committee, 2012]. In the United
Republic of Tanzania, for instance, tax exemptions
were equivalent to around 4% of GDP between
2005/06 and 2007/08; it is estimated that if

these taxes had been collected, they could have
provided 40% more resources for education
(Uwazi, 2010).

Despite committing a large share of government
expenditure to education, Ethiopia has one

of the lowest tax/GDP ratios of all developing
countries, reaching just 12% of GDP. This is
largely due to generous tax exemptions, which
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amounted to about 4.2% of GDP in 2008/09
(Abay, 2010). If Ethiopia eliminated these
exemptions and devoted 10% of the resulting
revenue to basic education, then a country
with 1.7 million out-of-school children would
have an additional US$133 million available,
enough to get approximately 1.4 million more
children into school.

Countries in South Asia have some of the world's
lowest tax/GDP ratios, mainly because large tax
exemptions are granted to strong domestic lobby
groups, such as landowners. In Pakistan, the
tax/GDP ratio of 10% can be partly explained by
the political influence of the agricultural lobby

in tax rate negotiations. While the agricultural
sector makes up 22.5% of Pakistan’s GDP, its
share in tax revenue is just 1.2% (Asad, 2012).
Total tax exemptions amounted to the equivalent
of 3% of GDP (Pasha, 2010).

In India, the majority of tax revenue forgone

is due to exemptions from custom and excise
duties, and, to a lesser extent, from corporate
income tax. The revenue lost to exemptions
came to the equivalent of 5.7% of GDP in 2012/13
(Bandyopadhyay, 2013); if 20% of this had been
earmarked for education, the sector would have
received an additional US$22.5 billion in 2013,
increasing funding by almost 40% compared
with the current education budget.

Losses occur not only when governments
grant exemptions, but also when they sell
natural resource concessions for less than
their true value. One analysis concluded that
the Democratic Republic of the Congo incurred
losses of US$1.36 billion from its dealings with
five mining companies over three years between
2010 and 2012 (African Progress Panel, 2013).
This is the same amount as allocated to the
education sector over two years between 2010 and
2011 (Development Finance International and
Oxfam, 2013).

Some governments have started reviewing the
terms and conditions of concession agreements.
When Liberia reviewed 105 agreements signed
between 2003 and 2006, it determined that 36
should be cancelled outright and 14 needed to
be renegotiated (African Progress Panel, 2013).

Domestic resources can help bridge the education financing gap

Fight tax evasion

For many of the world's poorest countries, tax
evasion results in resources being used to build
personal fortunes for the minority elite, rather
than strong education systems for the benefit of
the majority.

Some individuals and companies avoid taxes
legally by moving money to tax havens. The

Tax Justice Network estimates that between
US$21 trillion and US$32 trillion is hidden by
rich individuals in more than 80 tax havens.
Taxing capital gains on this wealth at 30%, would
generate revenue of between US$190 billion

and US$280 billion a year (Tax Justice Network,
2012). If 20% of this revenue were allocated to
education, it would add between US$38 billion
and US$56 billion to funding for the sector. Tax
avoidance by individuals is another important
reason for the low amount spent on education in
Pakistan. The Pakistan Federal Board of Revenue
estimates that only 0.57% of Pakistanis - just
768,000 individuals - paid income tax in 2012
(Economist, 2012).

Tax avoidance practices of multinational
corporations also raise grave concerns. Some
companies shift profits to subsidiaries in
countries with low or zero tax rates. While

such tax havens are a legal way for companies
to avoid paying taxes, illicit capital flight also
occurs through corruption and illegal mispricing
practices in some multinational companies. In
2010, developing countries lost an estimated
US$859 billion through illegal practices (Kar and
Freitas, 2012). This was 64 times the amount that
countries received in aid for the education sector
in 2011. It is estimated that African governments
alone lost US$38 billion annually from such
practices between 2008 and 2010. A further
US$25 billion is thought to be lost annually
through other tax practices related to corruption
and criminal activities (African Progress Panel,
2013). If these illegal practices were halted and
20% of the resulting government income was
spent on education, the sector would receive
US$13 billion in additional resources each year.

Another stark example of the scale of the

losses involved comes from the tax practices

of SABMiller, a multinational drinks company,
which is estimated to have deprived governments

In Africa, if
illegal tax
practices

were halted

education

could receive
US$13 billion
in additional

resources
each year
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in Ghana, India, Mozambique, South Africa, the
United Republic of Tanzania and Zambia of up to
US$30 million in tax revenue (ActionAid, 2012).

Some governments are beginning to challenge
the status quo. In Africa, 21 countries have
agreed to a legal framework for the pursuit

of tax avoiders and evaders across borders
(Crotty, 2013). The government of India, which
claims Vodafone India owes US$2.5 billion in
tax (equivalent to around 4.5% of the country’s
education budget in 2011), recently issued a high
profile tax demand against Vodafone and other
multinational companies, including Shell and
Nokia [Development Finance International and
Oxfam, 2013; Heikkila, 2013).

Diversify the tax base

Governments could raise considerable additional
revenue by increasing the amount they receive
in taxes from corporations, particularly in the
natural resource extraction industry (UNESCO,
2012). Governments need to avoid dependence on
a single source of income, however, and should
plan for uncertainty. It has been estimated that
a 1% increase in the share of natural resource
rents in government revenue lowers the fiscal
capacity of a country by 1.4% because there

are fewer incentives to collect taxes from other
sources (Besley and Persson, 2013).

In recent years sub-Saharan Africa has relied
heavily on natural resources, which represented
46% of the region’s tax revenue in 2008 (Bhushan
and Samy, 2012). There has been little progress
made in broadening the tax base beyond these
resources (AfDB et al., 2010; DiJohn, 2010).
After Chad began extracting oil in 2003, tax
revenue from oil surged, but other tax income
fell from 6.6% to 5.2% of GDP between 2003 and
2010 (AfDB et al., 2012). Meanwhile, education
expenditure, at 3% of GDP in 2011, was
unchanged since 1999.

In some countries, taxes tend to penalize the
poorest. In India, direct taxes, such as personal
income tax, make up 5.5% of GDP while indirect
taxes, such as value-added tax — which are
regressive, imposing a greater burden on the
poor than on the rich - account for 9.3% (Hui,
2012). Moreover, just 3.3% of GDP was converted
into education spending in 2010.

By contrast, Ecuador has initiated measures to
expand its tax base and reduce dependence on
rents: non-oil revenue as a share of government
revenue rose from 70% in 2001-2005 to 74%

in 2006-2010 (Ghosh, 2012). Viet Nam, which
has one of the highest tax/GDP ratios in East
Asia and the Pacific, has also broadened its

tax base. Direct taxes, for instance, account

for 8.2% of GDP, a share that has increased
primarily because of government commitment
to taxing corporate income from the oil sector
and foreign-owned companies (McKinley and
Kyrili, 2009).

The informal sector is another potential source
of tax revenue. On some estimates, the informal
sector accounts for 55% of GDP in sub-Saharan
Africa, and revenue forgone by not taxing it can
be equivalent to at least 35% of total tax revenue
(Ncube, 2013; OECD, 2012b). As the majority

of the poorest work in the informal sector,
governments need to ensure that taxation of
the sector is not regressive. However, the sector
also includes prosperous small to medium-sized
businesses that often pay little or no tax. Some
governments are introducing measures to
register them.

The Mozambique Revenue Authority introduced
a highly simplified tax regime for micro- and
small enterprises in 2009 that registered
40,000 taxpayers in a year (QECD, 2012b). In the
United Republic of Tanzania, the government
introduced a system to register eligible small
and medium-sized businesses, and 41% of
new companies were registered through this
system by 2009 (Joshi et al., 2012). In 2004,

the Malawi Revenue Authority encouraged tax
compliance by giving compliant businesses an
annual certificate documenting their tax status,
which banks started to use in loan transactions
(OECD, 2008]). Such measures can generate
substantial revenue, some of which could be
used for education.

External assistance is needed to strengthen
tax systems

While domestic political will needs to be the
main force behind tax reform and increased
allocations to education, donors can play an
important complementary role. Between 2002
and 2011, just 1% of total aid was directed to



FINANCING EFA

public financial management and less than
0.1% of total aid supported tax programmes. Yet
by one estimate, every US$1 of aid to strengthen
tax regimes could generate up to US$350 in

tax revenue (OECD-DAC, 2013; African Tax
Administration Forum and OECD, 2013).

The foundations of a long-term tax development
strategy need to be put in place. It took European
economies a century to increase their tax
revenue from 12% to 46% of GDP by developing
new taxes (Besley and Persson, 2013). There are
signs of a similar shift in poorer countries. The
Rwanda Revenue Authority, which has received
long-term support from the UK Department for
International Development (DFIDJ, increased
the share of tax revenue as a proportion of GDP
from 10% in 1998 to 13% in 2011 (IMF, 2012).
The additional resources mobilized through
better tax collection is equivalent to recovering
the full value of DFID’s 10-year support
programme every three weeks (Rwanda Revenue
Authority, 2012). This helped raise expenditure
per primary school child from US$72 in 1999

to US$81in 2011. Similarly, the Norwegian

Tax Administration assists the tax authority

in Mozambique in auditing international

oil companies, and the German Agency for
International Cooperation has helped tax
authorities in Ghana, for example, build capacity
and introduce legislation on transfer pricing
(Fontana and Hansen-Shino, 2012).

Part of the problem governments face in
raising tax revenue is lack of transparency

by companies. The support of international
partners can be valuable in changing this. In
June 2013, France, the United Kingdom and the
United States said they intended to implement
the Extractive Industries Transparency Initiative,
the global standard for transparency in natural
resource revenue, with which 23 countries are
classed as compliant and 16 countries have
been accepted as candidates. At the 2013 G8
summit, partnerships were announced with
nine countries to help them support extractive
industry governance and increase tax collection
capacity (G8, 2013).

Similarly, while poorer countries need to
strengthen their institutions to prevent tax
evasion, the problem cannot be addressed without
the support of the international community.

Domestic resources can help bridge the education financing gap

The Africa Progress Panel has called for a
stronger multilateral tax transparency regime
to tackle unethical aspects of tax avoidance
(Africa Progress Panel, 2013). In addition,
governments in high income countries can
put pressure on corporations registered in
their countries. For example, they can require
them to publish a full list of their subsidiaries
and the revenue, profit and taxes paid in

all jurisdictions.

The United States made a start by introducing
taxation transparency requirements for 1,100
oil, gas and mineral companies in 2010. The
Cardin-Lugar amendment to the Dodd-Frank
law, which took effect in September 2013,
requires companies listed on the stock market
and their subsidiaries to make information
public on profit accrued and taxes paid
(Jackson, 2013). If the European Union, as
expected, also starts requiring oil, gas, mining
and logging companies to declare payments
to governments, such legislation will cover up
to 90% of the world’s international extractive
industries (Publish What You Pay, 2013).

Estimating the potential increase in
domestic resources for education

Increasing tax revenue and allocating an
adequate share to education could raise
considerable extra resources for the sector in

a short time. The EFA Global Monitoring Report
team estimates that 67 low and middle income
countries could increase education resources by
US$153 billion, or 72%, in 2015 through reforms
to raise tax/GDP ratios and public expenditure
on education (Table 2.2).

These additions to domestic resources

could meet 56% of the US$26 billion average
annual financing gap in basic education for

46 low and lower middle income countries, or
54% of the US$38 billion gap in basic and lower
secondary education.?

Overall, the necessary reforms would more than
double resources available for education in 13
countries. The increases would be particularly
important for countries that now spend very
little on education per school age child, allowing

2. This assumes that 50% of the funds are allocated to basic education and
20% to lower secondary education.

67 low and
middle income
countries

could increase
education
resources by
US$153 billion
in 2015 through
tax reforms
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Table 2.2: Countries can dig deeper to fund education from domestic resources

2 0O 1

Current situation (2011) Potential situation (2015) Unit cost (2015)
Education as a . " Expendiwre per.
Education as a share of total . Education as a Tax/GDP ratio in thgl potenthl Fxpend\ture per primary 59“9"' .Ch”d
<hare of GDP government Tax/GDP ratio share of GDP 2015 addltlpna\ funding primary school child (tax mcbmza‘tlon
spending in 2015 (stagnant) andved.uvcatlcn
prioritized)
% % % % % US$ millions Us$ us$
Afghanistan 35 16.7 9.2 5.6 14.2 500 67 161
P Bangladesh 22 14.1 8.6 4.2 13.6 3198 101 216
C Bhutan 4.7 115 9.9 79 149 94 255 924
8_ Current Central African Republic 12 12.0 78 36 128 66 44 95
tax/GDP ratio Eritrea 2.1 15 8.4 6.7 134 201 57 191
0] of less than Guinea-Bissau 26 126 85 5.1 135 28 48 101
E 10% Madagascar 2.8 20.1 9.5 38 14.5 19 62 85
®) Myanmar 0.8 18.1 39 23 89 1000 389 513
C Sierra Leone 36 13.7 9.4 5.6 14.4 17 60 118
= Yemen 5.2 16.0 6.2 1.4 1.2 998 251 362
c Cambodia 26 121 10.4 4.9 14.4 438 82 232
0 Ethiopia 4.7 254 11.5 5.5 15.5 435 106 125
2 Current Gambia 39 19.7 121 48 16.1 10 106 123
C aeDP Guatemala 28 185 109 38 149 605 365 500
0 $10% - <12.5% | Haiti 36 10.6 11.8 6.9 15.8 336 65 213
2 Indonesia 3.0 15.2 10.9 47 14.9 19 506 526 1049
Pakistan 24 9.9 10.2 5.2 14.2 7241 62 262
— Burkina Faso 4.0 18.0 13.1 5.1 16.1 157 125 154
@ Burundi 6.1 24.1 143 6.7 173 19 86 94
0 Cameroon 32 16.3 12.8 4.6 15.8 461 115 241
9 Egypt 38 119 14.0 7.1 17.0 9592 520 948
['D Ghana 8.2 244 13.6 8.8 16.6 317 365 567
Mali 4.8 18.2 139 5.9 16.9 139 81 124
= Current Mauritania 39 14.7 135 58 16.5 114 187 292
< tax/GDP Nepal 47 20.2 13.1 53 16.1 144 160 185
ratio of Niger 45 21.7 13.8 5.1 16.8 50 92 100
6 212.5%-<I15% | paraguay 4.1 106 13.7 6.8 16.7 968 384 1037
(T Philippines 2.7 15.0 132 4.2 16.2 5361 442 679
Rwanda 48 17.2 12.8 6.0 15.8 116 78 137
C Sri Lanka 2.0 12.9 133 3.9 16.3 1509 292 970
O Tajikistan 39 138 12.7 6.1 15.7 219 262 424
D Uganda 33 15.1 125 49 155 387 51 7
© United Republic of Tanzania 6.2 18.3 14.9 7.2 17.9 383 84 109
(@] Armenia 32 1.7 16.6 5.8 18.6 269 1232 2266
J Benin 53 21.8 16.5 5.7 18.5 37 169 182
O Cote d’lvoire 4.6 246 17.6 5.0 19.6 137 285 322
LUl Guinea 3.1 19.0 15.9 37 17.9 44 66 107
Honduras 6.5 299 16.0 6.9 18.0 82 484 776
India 33 10.5 15.9 6.4 17.9 70529 157 558
Current Kenya 6.7 17.2 19.5 79 215 710 181 238
f;ff%? Kyrgyzstan 5.8 186 19.5 6.7 215 76 662 751
S15% - <20% Lao People’s Democratic Republic 33 13.2 15.5 5.2 17.5 229 161 377
Mozambique 6.4 17.0 17.7 7.9 19.7 274 103 137
Nicaragua 4.7 26.4 18.3 5.1 20.3 50 526 639
Senegal 5.6 24.0 19.4 6.0 214 66 188 249
Togo 4.6 14.3 15.8 6.6 17.8 94 80 128
Zambia 13 13.1 15.0 35 17.0 622 155 271
Zimbabwe 25 83 16.2 6.8 18.2 588 86 221
Angola 35 85 419 8.2 43.7 63819 588 1534
Belize 6.6 18.7 23.0 7.3 248 13 701 1215
Chad 29 11.8 225 5.0 243 317 94 171
Democratic Republic of the Congo 25 8.9 236 6.5 254 885 18 59
Georgia 2.7 7.7 23.7 6.6 255 734 580 2082
Guyana 36 135 213 BY 23.1 83 544 1415
Lesotho 13.0 237 60.1 133 61.9 " 340 492
Liberia 33 12.1 213 6.1 23.1 69 60 1M1
Current Malawi 54 14.7 216 7.7 234 106 30 58
1axGDP ralio ool 55 119 280 89 29.8 539 953 2391
of more than

20% Morocco 5.4 25.7 244 5.7 26.2 431 1428 1490
Namibia 8.3 224 244 8.7 26.2 50 1093 1406
Nigeria 15 6.0 253 5.6 271 13090 87 330
Papua New Guinea 34 1.2 26.1 519 279 633 217 590
Republic of Moldova 8.6 220 21.0 8.9 2238 32 991 2691
Solomon Islands 7.3 340 28.1 7.6 29.9 4 838 1208
Swaziland 8.2 21.0 25.0 8.6 26.8 14 809 863
Uzbekistan 6.4 205 24.0 6.8 25.8 234 1170 1228
Viet Nam 6.6 19.8 235 7.0 253 750 446 732
Total for all 67 countries 34 13.1 15.7 5.8 18.4 153451 209 466

Notes: Countries were ranked in five groups according to their initial tax/GDP ratio. At one end, countries where the ratio was already at least 20% were projected to increase their effort by 0.44 percentage point per
year and to allocate 20% of the budget to education if they were not already doing so. At the opposite end, countries with a tax/GDP ratio of less than 10% were projected to increase the ratio by 1.25 percentage points
annually and to allocate 20% of the budget to education if they were not already doing so.

The calculations assume five different rates at which a country’s tax/GDP ratio can grow, depending on its starting point. Countries starting at a tax/GDP ratio of (a) <10% should aim to increase the tax/GDP ratio by

1.25 percentage points per year, (b) 10% to <12.5% should aim to increase the ratio by 1 percentage point per year, (c) 212.5% to <15% should aim to increase it by 0.75 percentage point per year, (d) 215% to <20%
should aim for an increase by 0.5 percentage point per year and (e) 220% should aim to increase the ratio by 0.44 percentage point per year.

Sources: EFA Global Monitoring Report team calculations (2013), based on UIS database; Development Finance International and Oxfam (2013); IMF (2012, 2013).
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education quality to improve. Across the 67
countries, spending per primary school age
child would increase from US$209 to US$466 in
2015. Of these countries which are low income,
the amount spent per primary school age

child would increase from US$102 to US$158.
Bangladesh, for example, could allocate an extra
US$3.2 billion to education in 2015, increasing
the amount available to spend on each school
age child from US$101 to US$216.°

Pakistan, where 10% of the world’s out-of-school
children are concentrated, spends 3% of GDP

on the military (World Bank, 2013f). This is more
than the amount it spends on education. If it
maximized tax revenue - especially by reversing
the huge exemptions it grants — and spent

20% of its budget on education, the government
could add US$7.2 billion to its education budget
in 2015, increasing spending per school age
child from US$62 to US$262.4

The Central African Republic has the potential
to raise an additional US$66 million in 2015 if it
increased the tax/GDP ratio from its current level

of 8% to 13% and at the same time prioritized
the education sector within government
expenditure from the current level of 12% to
20%. This could potentially more than double
expenditure per primary school child, from
US$44 to US$95. Such increases may seem
large but are not without precedent. Through
effective tax mabilization policies, Ecuador, for
instance, tripled its education expenditure from
US$225 million in 2003-2006 to US$941 million
in 2007-2010 (Ghosh, 2012).

Calculations by the EFA Global Monitoring
Report team show that it is possible for countries
to spend 6% of GDP on education. Among the

67 countries analysed, 14 have already attained
this target. Of the 53 countries that have not yet
reached the target, 19 would be able to achieve
it by expanding and diversifying the tax base and
prioritizing education spending by 2015 (Figure
2.5). Such efforts would go a long way towards
ensuring that children are in school and learning
by 2015, and would provide a solid base for
funding more ambitious goals after 2015.

Figure 2.5: Modest increases in tax effort and prioritizing education spending could significantly increase resources
Expenditure on education as percentage of GDP in 2015 if the tax/GDP ratio grew and the budget share of education increased
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Sources: EFA Global Monitoring Report team calculations (2013), based on UIS database; Development Finance International and Oxfam (2013); IMF (2012, 2013).

3. At current levels of prioritization of education and tax effort, and with future levels of GDP and government expenditure as projected by the IMF, Bangladesh would
spend US$3.9 billion on education in 2015. If it increased the share of education in its budget from 14% to 20% in 2015, the sector would have an extra US$1.6
billion at its disposal. If in addition it increased the share of tax to GDP by 1.25% per year, that ratio would rise from 8.6% in 2011 to 13.6% in 2015, making an extra

US$3.2 billion, in all, available for education.

4. Expenditure on education as a share of the government budget was 10% in 2011. If the share rose to 20%, and tax as a share of GDP rose from its current rate
of around 10% to 14%, the government could raise an additional US$7.2 billion for education.

Tax reforms
could increase
spending per
primary school
age child from
US$209 to
US$466 in 2015
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sub-Saharan
African
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43% of public
spending on
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is received

by the most
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Targeting the marginalized through
education expenditure

To achieve Education for All, it is necessary
not only to increase domestic resources for
education but also to ensure that they are
spent on improving education opportunities
for the most marginalized. The children and
young people who are hardest to reach - such
as the poor, those who live in remote locations,
members of ethnic and linguistic minorities,
and those with disabilities - are often the last
to benefit from education spending, so special
efforts are needed to make sure these funds
reach them. In addition, the cost of teaching
these students is likely to be far higher than
the average cost per student because of the
expense involved in mitigating the disadvantages
they face. This means redistributing domestic
resources to those most in need.

More often, however, resources are skewed
towards the most privileged. In low income
sub-Saharan African countries, 43% of public
spending on education is received by the most
educated 10%; in middle income countries,
the top 10% receive 25% of public spending
on education (Majgaard and Mingat, 2012).

In Malawi, where the level of public spending
per primary school child is among the world's
lowest, 73% of public resources allocated to
the education sector benefit the most educated
10% (World Bank, 2010).

Similarly, public expenditure on education

is often skewed towards urban areas,

even where the majority of the school age
population resides in rural areas — which are
also often home to the poorest households. In
the United Republic of Tanzania, for instance,
nearly three-quarters of the population resides
in rural areas, yet only 47% of public education
resources were allocated to these areas in
2009 (U. R. Tanzania Ministry of Education and
Vocational Training, 2011).

Recognizing the need to target the most
disadvantaged, many countries in Latin
America have established social protection
programmes that transfer cash to poor
households on the condition that their
children attended school (UNESCO, 2010).
Their success has led to similar programmes

in other countries, including Malawi and the
Philippines. Malawi’s Social Cash Transfer
Scheme provides US$14 per month to more
than 26,000 households to fight poverty and
hunger and help families send their children to
school (UN, 2013]. In the Philippines, Pantawid
Pamilya, a conditional cash transfer programme,
reaches 7.5 million children nationwide in an
effort to keep them in school and in good health
(World Bank, 2012a).

Although many social protection programmes
address constraints that poor households face
in getting children into school, they generally do
not include strategies to improve the quality of
education once children are enrolled. In addition,
such programmes often represent a tiny fraction
of the education budget. More effective targeting
of education spending is vital for improving the
education chances of the disadvantaged. For
example, a cash transfer programme targeting
orphans and vulnerable children in Kenya costs
the equivalent of 0.12% of GDP (Bryant, 2009).
By contrast, the government spent 6.7% of GDP
on education in 2010.

To shift education spending in favour of

the marginalized, many governments have
introduced funding formulas that allocate

more resources to parts of the country or
groups of schools that need greater support

to overcome educational deprivation and
inequality. While some of these efforts have
produced positive results, they have not always
improved learning as much as desired, in some
cases because redistribution has been too
limited and in others because programmes
have not focused sufficiently on improving
education quality. Some programmes, moreover,
have been hampered by administrative
challenges and by weak capacity on the part

of the lower tiers of government that are
expected to implement the reforms.

How do countries redistribute education
expenditure to address inequality?

Countries adopt different methods of
redistributing resources to disadvantaged
areas and schools, depending on their ability
to identify and target those most in need.
India has aimed to redistribute resources to
the poorer states with the worst education
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outcomes. Under the Sarva Shiksha Abhiyan
(Education for All) programme, districts were
identified in 2006 to receive additional funding
on the basis of out-of-school population, gender
disparity, infrastructure conditions and minority
populations (Jhingran and Sankar, 2009).

Sri Lanka, lacking sufficiently disaggregated
information on poverty, took a different approach
to target disadvantaged schools: in its Education
Quality Input system, it skews non-salary
expenditure in favour of smaller schools. These
schools have higher fixed operating costs and
are located in rural areas, where poverty tends
to be higher, making it hard for them to mobilize
their own resources. School with fewer than 100
students receive about 53% of their funding from
this programme, compared with 9% for schools
with more than 2,000 students, which tend to

be in richer, more urban areas (Arunatilake and
Jayawardena, 2013).

South Africa’s redistribution reforms have
aimed to reverse the legacy of the apartheid
schooling system. In 2007, the National

Norms and Standards for School Funding

were implemented and a ‘'no fee schools’
policy was introduced. Catchment areas were
ranked according to income, unemployment
and education level, and grouped into quintiles.
Schools in the bottom quintile were designated
as no fee schools. The policy had been extended
to the bottom three quintiles by 2011. Schools
in the three lowest quintiles are eligible for an
allocation to cover non-salary expenditure to
offset the loss of fee income. In 2009, schools
in the poorest quintile received a per student
allocation that was six times higher than the
allocation to schools in the richest quintile
(Sayed and Motala, 2012).

Indonesia’s centrally funded capitation

grant to schools, the School Operational
Assistance programme, was found to
discriminate against schools whose costs

were high because of their location or the
characteristics of the population they served.

To address this, about half of district
governments provide supplementary local
grants. The majority of school funds, excluding
salaries, still come from central grants, with
15% coming from local grants. In a few pilot
cases, districts have attempted to favour schools
that are potentially in more need of support, and

Domestic resources can help bridge the education financing gap

there are indications that these schools have
used the additional district funds to provide
extra student support, along with teaching and
learning materials (World Bank, 2013e]).

Brazil's redistribution of funds to poorer and
more marginalized parts of the country has
contributed to improvements in school
attendance, pupil/teacher ratios and learning
outcomes (Box 2.1).

Greater equity in national spending has been at the heart of
Brazil’s reforms to tackle widespread education inequality
between states. In the poorer northern states, income is
less than half the level in the richer southern states, so tax
revenue and spending per pupil are lower.

In the mid-1990s, the government introduced the Fund

for Primary Education Administration and Development

for the Enhancement of Teacher Status (FUNDEF), which
guaranteed a certain minimum spending level per pupil by
complementing state spending with federal allocations.
Schools in rural areas were generally favoured over urban
schools, with greater weight given to highly marginalized
indigenous groups. Of the funding distributed, 60%

was earmarked for teacher salaries and 40% for school
operations. The salary component allowed teachers in poor
northern states to upgrade qualifications, so that by 2002
almost all teachers had acquired minimum required training,
and it ensured an influx of fully qualified teachers in those
areas, allowing for an increase of around one-fifth in the
teaching workforce between 1997 and 2002.

In 2006, FUNDEF was replaced by the Fund for the
Development of Basic Education and Appreciation of

the Teaching Profession (FUNDEB), also with the aim of
establishing a minimum allocation per student. Average
school attendance among children from the poorest 20% of
families, which had been four years in the mid-1990s, had
risen to eight years.

FUNDEF led to rapid and substantial improvement

in northern Brazil. Between 1997 and 2002, average
enrolment increased by 61% in the North-East region and
32% in the North region. Mathematics scores for grade

4 students have increased in northern states since 2001,
though they continue to lag behind those in other regions
- suggesting a need for the reforms to continue and be
further strengthened.

Sources: Bruns et al. (2012); OECD (2011); UNESCO (2010).

Sri Lanka skews
non-salary
expenditure

in favour of
smaller schools
in rural areas
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What are the lessons of redistribution policies?

Redistribution policies are vital for achieving
more equal education outcomes. However, they
have often not gone far enough. Experience from
these initiatives offers some important lessons
on how to strengthen their design to improve
learning for marginalized children.

One of the biggest criticisms of redistribution
initiatives is that even these higher allocations
per child often do not adequately equalize
spending. In Brazil, for example, it is estimated
that US$971 per pupil is required to attain a
minimum level of quality for grades 1 to 4, but in
2009 the government allocated US$611 per pupil
in the North-East region, about half as much

as in the wealthier South-East region (PREAL
and Lemann Foundation, 2009). This is one area
where the reform needs to be strengthened to
further narrow the gap in learning outcomes
between regions.

In India, despite increased resources for

Sarva Shiksha Abhiyan, allocations are still not
sufficiently reaching the states most in need. In
2012/13, total expenditure per elementary pupil
from both central and state funds was still much
lower in states where education indicators were
worse than in the states with some of the best
education indicators. In one of India’s wealthier
states, Kerala, education spending per pupil was
about US$685. Similarly, in Himachal Pradesh it
was US$542. By contrast, in West Bengal it was
US$127 and in Bihar US$100. Increased financial
allocations are still insufficient to translate into
improved learning outcomes, suggesting that far
more needs to be done. In Bihar, for example,
where spending rose by 61% between 2010/11
and 2012/13 but remained low, only 48% of
Standard 3 to 5 students could read a Standard 1
text in 2012 (Accountability Initiative, 2013).

Another limitation of redistribution measures is
that they largely focus on non-salary expenditure
- often a small part of total expenditure -

and thus do not allow for using the funds to
implement teacher reforms that are vital to
improving quality. In Sri Lanka, Education Quality
Input funds amounted to just 2% of the total
recurrent budget for education [Arunatilake,
2007). There are exceptions; Brazil, for instance,
earmarked 60% of FUNDEF funds for teacher
salaries. Salaries overall rose by 13% at the
national level, but in the North and North-East

they rose by 60% because all teachers were
upgraded with higher education qualifications
(OECD, 2011).

Rigid earmarking can prevent schools from
spending funds in areas that could have greater
impact on learning. In India, for example, the
Sarva Shiksha Abhiyan grants are delivered

to schools in the form of three separate
components earmarked for maintenance,
development and teaching-learning, which

may not necessarily reflect the needs of a given
school (Accountability Initiative, 2013).

Poorer countries can find it difficult to

identify and target the groups most in need.
Many base allocations on enrolment figures,
to the detriment of areas where large numbers
of children are out of school. In Kenya, for
example, the capitation grant is distributed on
the basis of number of students enrolled, a
disadvantage for the 12 counties in the arid
and semi-arid areas that are home to 46% of
the out-of-school population. Children in
these areas who do enter school tend to be
first-generation learners from non-literate
home environments, and so need additional
support in the form of higher spending per
pupil (Watkins and Alemayehu, 2012).

Similarly, in Bangladesh almost two-thirds

of primary schools received a grant of about
US$300 per school in 2010 to help fund
improvement plans. However, the amount was
the same for every school, regardless of size
or location, and the grant was not directed

at activities aimed at improving the quality of
teaching and learning (Bangladesh Ministry
of Primary and Mass Education, 2011a;
Bernard, 2010).

To address the need to target out-of-school
populations, Brazil complemented FUNDEB
with the Bolsa Familia programme, which
provides a cash transfer to compensate for the
loss of children’s labour, conditional on children
attending school (Bruns et al., 2012).

Implementation problems also plague
redistribution efforts. In many countries,
schools do not receive as much funding as
they expect, or do not receive it on time.

In Sri Lanka in 2011, less than one-third of
schools had received their Education Quality
Input funds halfway through the school year.
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Late arrival of funds, together with limited
implementation capacity, is particularly
detrimental for smaller schools, given their
greater reliance on such funding. In response,
the government has introduced a policy measure
allowing schools to carry unspent funds

into the next financial year (Arunatilake and
Jayawardena, 2013).

Schools may lack the capacity to spend

the resources they receive. In India, Bihar
managed to spend only 38% of its Sarva
Shiksha Abhiyan funds in 2011/12, while the
national average was 62% (Accountability
Initiative, 2013). This low spending is likely to
be a reason for the continued poor learning
outcomes in the state. Disbursement systems
in decentralized countries can further stretch
school capacity. In Indonesia, schools receive
funds from eight different sources and four
different budgets, making it difficult to plan
(World Bank, 2013e).

In summary, redistribution measures are vital

to ensure that domestic resources are used

to equalize education opportunities, but they
need to cover the full cost of delivering quality
education to the most vulnerable. They also need
to be combined with reforms that strengthen
education systems’ capacity to implement such
measures, and they should complement other
interventions aimed at making sure all children
are in school and learning.

Trends in aid to education

Trends in aid to education

Government spending provides the largest
contribution to education, but aid is vital for
many poorer countries. However, aid to basic
education is declining, jeopardizing the chances
of schooling for millions of children. With
improvement in the numbers of children out

of school stagnating, a final push is needed to
ensure that all children are in school by 2015,
but the fall in aid will increase the difficulty of
this task.

Even before the economic downturn, donors
were off track to fulfil the promise they made
in 2000 at the World Education Forum in Dakar,
Senegal: that no country would be left behind in
education due to a lack of resources. Economic
austerity should not be an excuse for donors to
abandon their pledges to the world’s poorest.
Recipient countries need predictable financing
for their national education plans. Donors
urgently need to reconsider their aid cuts to
ensure that they meet their commitment to the
world’s children.

Aid to education is falling

While aid to education increased steadily

after 2002, it peaked in 2010 and is now falling:
total aid to all levels of education declined

by 7% (US$1 billion) between 2010 and 2011
(Table 2.3, Figure 2.64). Aid to basic education
fell for the first time since 2002, by 6%: from
US$6.2 billion in 2010 to US$5.8 billion in 2011,

Table 2.3: Total aid disbursements to education and basic education, by region and income level, 2002-2011

Total aid to education
Constant 2011 US$ millions

Total aid to basic education

2002 2010 201
World 7799 14 419 13413
Low income 2145 3796 3461
Lower middle income 3012 5407 5371
Upper middle income 1652 2800 2641
High income 25 36 13
Unallocated by income 964 2379 1926
Arab States 1053 1939 1922
Central/Eastern Europe 305 574 517
Central Asia 130 331 346
East Asia/Pacific 1155 2309 2060
Latin America and the Caribbean 560 110 948
South and West Asia 967 2267 2417
Sub-Saharan Africa 2816 3959 3647
Overseas territories 254 523 74
Unallocated by region or country 559 1406 1481

Notes: The 2002 figure is an average for 2002—-2003. Aid per capita refers to the amount a primary school age child received in aid to basic education in 2011.

Source: Annex, Aid Table 3.

Constant 2011 US$ millions Per capita
2002 2010 201 201
3133 6174 5819 9
1240 2047 1858 16
1290 2451 2607 9
302 595 579 3
6 9 6 1
296 1072 769
271 825 845 20
90 80 64 6
43 99 101 18
253 687 552 4
226 438 381 6
597 1309 1445 8
1490 1891 1757 13
127 243 26
86 602 648

In 2011,

aid to basic

education
fell for the
first time
since 2002
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Figure 2.6: Aid to education fell by US$1 billion between 2010 and 2011
Total aid to education disbursements, 2002-2011

Constant 2011 US$ billions

2002 2003 2004 2005 2006 2007 2008

Source: OECD-DAC (2013).

The reduction
in basic
education

aid to
sub-Saharan
Africa could
have funded
good quality
school places
for over

1 million
children
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putting at risk the chances of meeting the 2015
goals. Aid to total secondary education also
declined between 2010 and 2011, by 11%, from
an already low level. This means that hopes of
extending global