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Foreword

This fourth annual Education for All Global Monitoring Report, produced by an
independent team housed at UNESCO, invites us to give renewed and bold attention
to the global literacy challenge.

There are good reasons why literacy is at the core of Education for All (EFA) - a good
quality basic education equips pupils with literacy skills for life and further learning;
literate parents are more likely to send their children to school; literate people are better
able to access continuing education opportunities; and literate societies are better
geared to meet pressing development challenges.

Yet literacy is one of the most neglected EFA goals. The fact that some 770 million adults
- about one-fifth of the world’s adult population - do not have basic literacy skills is not
only morally indefensible but is also an appalling loss of human potential and economic
capacity. The Report makes a powerful case to end this neglect by affirming that literacy
is a right in itself, essential to achieve all the EFA goals and critically important for
development. The emergence of knowledge societies makes literacy even more critical
than in the past. Achieving widespread literacy can only happen in the context of building
literate societies that encourage individuals to acquire and use their literacy skills.

Since its founding, UNESCO has played a lead role in defining literacy, relentlessly
affirming its vital importance for development, and supporting country initiatives to
expand adult learning. There has been remarkable progress over the past sixty years.
The momentous challenge that persists is our collective responsibility. UNESCO is the
lead agency and international coordinator of the United Nations Literacy Decade
(2003-2012), which states that ‘literacy for all is at the heart of basic education for all ...
[and] creating literate environments and societies is essential for achieving the goals
of eradicating poverty, reducing child mortality, curbing population growth, achieving
gender equality and ensuring sustainable development, peace and democracy.” We are
giving the Decade concrete support through our programmes, particularly through the
Literacy Initiative for Empowerment (LIFE) launched in October 2005 during the 331
session of UNESCO's General Conference, and more broadly, through our international
coordination of Education for All, which we are endeavouring to further strengthen.

The Decade is a framework for promoting international, regional and national efforts
aimed at enabling millions of youth and adults to enjoy increased opportunities to
acquire literacy skills. To achieve this, countries must commit to literacy at the highest
political levels and assign more resources to youth and adult literacy programmes.

As this Report informs us, literacy typically receives only 1% of the national education
budget. International aid for literacy is minuscule as a share of aid to basic education,
which is itself too low. Much bolder commitments are urgently required if the EFA goals
are to be met.



As in previous years, this Report examines progress towards the six EFA goals. The year
2005 has been particularly significant. On the one hand, it is now apparent, as the Report
confirms, that the goal to achieve gender parity in primary and secondary education by
2005 has not been met, despite very rapid progress, especially in a number of low-income
countries. We must renew our commitment and move forward. On the other hand,
resources for basic education are increasing: public spending on education is rising in
developing countries and the international community has promised to increase its
support, especially to sub-Saharan Africa, as reflected at the G-8 summit in Gleneagles in
July 2005 and the United Nations World Summit in New York in September 2005. The
challenge now is to translate broad commitments into specific actions in developing
countries and to step up the pace of change everywhere. We only have ten years left and
we must not fail.

| am confident that this Report provides a solid basis to recommit ourselves to achieving
the six Education for All goals and, in particular, to making literacy a reality for all people
in the world.
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Koichiro Matsuura
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=» Progress towards Education for All

Steady progress has been made since 1998, especially towards universal

Report at a glance

primary education (UPE] and gender parity among the poorest countries, but the
pace is insufficient for the goals to be met in the remaining ten years to 2015.

Encouraging trends represent
considerable achievements in many
low-income countries:

m Primary-school enrolments are

up sharply in both sub-Saharan Africa
and South and West Asia, with nearly
20 million new students in each region.

m Globally, 47 countries have achieved
UPE (out of 163 with data available).

m Projections show that 20 additional
countries (out of 90 with the relevant
data) are on track to achieve UPE by
2015; 44 countries are making good
progress but are unlikely to achieve
the goal by 2015.

m Girls" primary enrolments have also
risen rapidly, especially in some of the
lowest-income countries of sub-Saharan
Africa, and South and West Asia.

m Gender and educational quality
measures are increasingly visible in
national education plans.

m Public spending on education has
increased as a share of national income
in about 70 countries (out of 110 with
datal.

m Aid for basic education more than
doubled between 1999 and 2003 and,
following the G8 summit, could rise
to US$3.3 billion per year by 2010.

m The Fast Track Initiative has emerged
as a key coordinating mechanism for
aid agencies.

Major Education for All challenges remain:

m UPE is not assured:

About 100 million children are still
not enrolled in primary school, 55%
of them girls.

23 countries are at risk of not
achieving UPE by 2015, as their net
enrolment ratios are declining.

Primary-school fees, a major barrier
to access, are still collected in 89
countries (out of 103 surveyed).

High fertility rates, HIV/AIDS and
armed conflict continue to exert pressure
on education systems in the regions with
the greatest EFA challenges.

m The 2005 gender parity target

has been missed by 94 countries
out of 149 with data:

86 countries are at risk of not
achieving gender parity even by 2015.

76 out of 180 countries have not
reached gender parity at primary level,
and the disparities are nearly always
at the expense of girls.

115 countries (out of 172 with data)
still have disparities at secondary level,
with boys being under-represented in
nearly half, in marked contrast to the
primary level.

m Quality is too low:

Enrolments in early childhood care
and education programmes have
remained static.

Fewer than two-thirds of primary-
school pupils reach the last grade in
41 countries (out of 133 with data).

In many countries, primary teacher
numbers would have to increase by 20%
a year to reduce pupil/teacher ratios
to 40:1 and to achieve UPE by 2015.

Many primary-school teachers lack
adequate qualifications.

m Literacy gets short shrift:

771 million people aged 15 and
above live without basic literacy
skills.

Governments and aid agencies
give insufficient priority and finance
to youth and adult literacy
programmes.

m Aid for basic education
is still inadequate:

At US$4.7 billion in 2003,
bilateral aid to education - 60% of
which still goes to post-secondary
education - has increased since
1998 but remains well below the
1990 high of US$5.7 billion.

Total aid to basic education
accounts for only 2.6% of Official
Development Assistance; within
this category, adult literacy’s share
is minuscule.

While aid to basic education will
likely increase in line with overall
aid, its share would have to double
to reach the estimated US$7 billion
a year necessary just to achieve
UPE and gender parity.

Disproportionate volumes of
bilateral aid go to middle-income
countries with relatively high
primary enrolments.

By mid-2005, the Fast Track
Initiative had resulted in pledges
of only US$298 million.



= Literacy

Literacy is:

A right still denied to nearly a fifth of the
world’s adult population.

Essential to achieving each of the EFA goals.

A societal and an individual phenomenon, with
attention needed to both dimensions.

Crucial for economic, social and political
participation and development, especially in
today’s knowledge societies.

Key to enhancing human capabilities, with
wide-ranging benefits including critical thinking,
improved health and family planning, HIV/AIDS
prevention, children’s education, poverty reduction
and active citizenship.

The literacy challenge has absolute and relative
dimensions, particularly affects the poor, women
and marginalized groups, and is much greater
than conventional measures indicate:

In absolute numbers, those without literacy skills are
mainly in sub-Saharan Africa, South and West Asia,
and East Asia and the Pacific. Prospects for meeting
the 2015 goal hinge largely on progress in the

12 countries where 75% of those without literacy
skills live.

In relative terms, the regions with the lowest literacy
rates are sub-Saharan Africa, South and West Asia,
and the Arab States, all with literacy rates around
only 60%, despite increases of more than

10 percentage points since 1990.

Illiteracy is associated to a significant extent with
extreme poverty.

Women are less literate than men: worldwide, only
88 adult women are considered literate for every

100 adult men, with much lower numbers in low-
income countries such as Bangladesh (62 per

100 men) and Pakistan (57 per 100 men).

132 of the 771 million people without literacy skills
are aged 15 to 24, despite an increase in this group’s
literacy rate to 85%, from 75% in 1970.

Direct testing of literacy suggests that the globa
challenge is much greater than the conventiona
numbers, based on indirect assessments, would
indicate, and that it affects both developed and
developing countries.

l
l

The literacy challenge can be met only if:
m Political leaders at the highest level commit
themselves to action.
m Countries adopt explicit literacy policies to:
Expand quality primary and lower-secondary
education;
Scale up youth and adult literacy programmes;
Develop rich literate environments.

Scaling up literacy programmes for youth

and adults requires:

m Active government responsibility for adult literacy
policy and financing as part of education sector
planning.

m Clear frameworks to coordinate public, private
and civil society provision of literacy programmes.

m Increased budgetary and aid allocations. Literacy
programmes receive a mere 1% of the education
budget in many countries. An additional US$2.5
billion a year to 2015 will likely be needed to make
significant progress towards the Dakar literacy goal.

m Basing programmes on an understanding of
learners’ demands, especially their language
preferences and their motivations for attending
class, in consultation with local communities.

m Curricula that build on these demands, with clearly
stated learning objectives and the provision of
adequate learning materials.

m Adequate pay, professional status and training
opportunities for literacy educators.

m Appropriate language policies, as most countries
facing stark literacy challenges are linguistically
diverse. The use of mother tongues is pedagogically
sound but must offer a smooth transition to learning
opportunities in regional and official languages.

Developing literate environments and literate

societies requires sustained attention to:

m Language policies.

m Book publishing policies.

m Media policies.

m Access to information.

m Policies to get books and reading materials into
schools and homes.

Acquiring, improving and using literacy skills happens
at all levels of education, and in multiple formal and
non-formal contexts. Achieving each of the EFA goals
depends strongly on policies that foster literate
societies and set high standards for literacy, the
foundation for further learning.
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Executive summary

This fourth edition of the EFA Global Monitoring Report focuses on
literacy, one of the most neglected of the six goals adopted in 2000

by 164 countries at the World Education Forum in Dakar (Senegal).

The Report stresses the urgency of devoting increased policy attention
and resources to literacy, emphasizing the profound benefits it confers
on individuals, communities and nations (Chapter 5). Literacy skills

are essential in today’'s knowledge societies. Understandings of literacy
have evolved over the past fifty years to reflect these increasingly
complex and demanding needs (Chapter 6). Drawing on a range of
data sources, the Report analyses the scale of the literacy challenge
(Chapter 7). A historical overview analyses how different societies have
made the transition to widespread literacy, taking stock of the broader
social context that motivates individuals to acquire and sustain their

literacy skills (Chapter 8).

Building literate societies calls for a threefold strategy of quality
schooling, youth and adult programmes and the promotion of literate
environments (Chapter 9). This approach reflects the interconnected
nature of the EFA goals, towards which the Report examines progress,
notably the 2005 gender parity goal (Chapter 2). To accelerate the
pace of change, sound national policies are required (Chapter 3).

The international community must support these efforts: although

aid to basic education is on the rise, it remains far short of needs
(Chapter 4). The Report concludes by highlighting priority measures
for the EFA goals to be achieved in the next ten years (Chapter 10).
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Chapter 1

Literacy: the core
of Education for All

Education
for All
comprises
six inter-
related goals
that together
reflect

a holistic
conception of
educational
development. So far, the most dominant attention has
focused on the goals that pertain to schooling: universal
primary education (UPE), gender parity and quality.

Three key factors have contributed to the neglect
of the goals on early childhood care and education,
learning programmes for youth and adults, and literacy.
First, these are about the creation of new educational
opportunities, often through non-formal institutions.
Second, national governments and the international
community have tended to assume that investing in
primary and secondary education and related
programmes carries higher political and economic
returns. The inclusion of only two EFA goals among
the Millennium Development Goals has exacerbated
this neglect. Finally, the neglected goals are difficult
to define precisely and are stated in qualitative rather
than quantitative terms. Monitoring and measurement
of progress is correspondingly difficult.

The wording of the literacy goal (goal 4) is itself
problematic: strictly speaking, a 50% improvement in
levels of literacy is impossible for countries that already
have literacy rates above 67%. This Report, therefore,
pragmatically interprets the goal as implying a 50%
reduction in illiteracy rates, consistent with the wording
and intentions of the 1990 Jomtien conference that
initiated the entire Education for All movement.

By conventional measurement methods, some
771 million adults are illiterate, two-thirds of them
women. This represents a serious violation of human
rights for nearly a fifth of the world’s adult population.
Literacy strengthens the capabilities of individuals,
families and communities to take advantage of health,
educational, political, economic and cultural
opportunities. Women’s literacy is of crucial importance
in addressing gender inequality.

As the United Nations Literacy Decade (2003-2012)
resolution states, ‘literacy is at the heart of basic
education for all and creating literate environments
and societies is essential for achieving the goals of

eradicating poverty, reducing child mortality, curbing
population growth, achieving gender equality, and
ensuring sustainable development, peace and
democracy.’

A literate’ society is more than a society with high
literacy rates. Literate societies should enable individuals
and groups to acquire, develop, sustain and use relevant
literacy skills through basic schooling of good quality,
youth and adult literacy programmes and environments
in which literacy is valued by individuals, households,
schools and communities. This EFA Global Monitoring
Report aims to stimulate renewed national and
international awareness of the crucial importance
of literacy for achieving all the EFA goals and, more
broadly, for vastly improving the lives of millions
of people living in extreme poverty.

Chapter 2
EFA progress: where do we stand?

This chapter
assesses progress
towards the EFA
goals, using the
most recent global
education data,
for the 2002/2003
school year.
Progress
towards UPE has
been slow overall
since the World
Education Forum
in Dakar. A total
of 671 million
children were
enrolled in
primary school in 2002, up from 655 million in 1998.
Across sub-Saharan Africa, South and West Asia, and
the Arab States, however, enrolment ratios are rising
rapidly and the gender gap is slowly narrowing, though
many countries still combine low enrolment ratios
with insufficient capacity to accommodate all children.
Despite rising enrolments, about 100 million children
of primary school age were still not enrolled in primary
schools in 2002, of whom 55% were girls. Sub-Saharan
Africa, and South and West Asia accounted for 70% of
these out-of-school children. Ensuring that enrolled
children remain in school until the last grade of primary
schooling is a continuing challenge. In about one-third
of countries with data, less than two-thirds of the pupils
enrolled in primary school reach the last grade.
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School systems are expanding rapidly beyond the
primary level. The global number of secondary school
students increased four times faster than that of primary
school students. This expansion puts education systems
under increasing pressure. Newly published data on
learning outcomes suggest that average achievement
levels have decreased in recent years in sub-Saharan
African countries.

Despite rapid progress in several poor countries with
low enrolment ratios, the 2005 gender parity goal has
been missed in over ninety countries. Gender inequality
is concentrated in the Arab States, South and West Asia,
and sub-Saharan Africa, where girls continue to face
sharp discrimination in access to schooling. At the
secondary level, boys are under-represented in over fifty
countries. Gender parity is the exception in tertiary
education, found in only 4 of the 142 countries with data
available.

The vast majority of the world’s 771 million adult
illiterates live in three regions: South and West Asia,
East Asia and the Pacific, and sub-Saharan Africa.
Women continue to constitute a majority of the world's
illiterates: 64%, unchanged from 1990. At the global
level, only 88 adult women are considered literate for
every 100 adult men. Regions with relatively low gender
parity indices in adult literacy (GPIs) are South and
West Asia (0.66), the Arab States (0.69), and sub-Saharan
Africa (0.76). In Latin America and the Caribbean, and
in East Asia and the Pacific, the GPIs are above the
global average of 0.88.

Progress towards mass literacy is especially marked
in the 15-24 age group, where expanded access to
formal schooling helped raise the global literacy rate
from 75% to 88% between 1970 and 2000-2004; the
corresponding rates for developing countries were 66%
and 85%.

The Education for All Development Index (EDI)
provides a summary measure of a country’s situation
vis-a-vis EFA. It covers four goals: UPE, adult literacy,
gender and education quality. The index for 2002 is
computed for the 123 countries for which data are
available on all four components. Changes in the EDI
between 1998 and 2002 were moderate. On average,
countries increased their index rating by 1.2%.
Twenty-eight countries have very low EDI values;
sixteen are in sub-Saharan Africa.

This chapter ends by analysing prospects of
achieving by 2015 the goals of UPE, gender equality
in primary and secondary education, and reduced
levels of adult illiteracy.

Chapter 3

Country efforts:
increasing momentum

Accelerating
the pace of
change to
meet the EFA
goals in ten
years' time
requires
urgent and
sustained
attention

to planning, strategies to address access and quality,
and adequate national resource allocations.

A recent study of national education plans from
thirty-two countries showed that those in South Asia and
sub-Saharan Africa placed top priority on achieving UPE.
Public spending on education as a share of national
income increased between 1998 and 2002 in about two-
thirds of countries with data, in some cases almost
doubling. Higher levels of national expenditure do not
in themselves assure good practice and good quality.
Efficiency in terms of how resources are used in the
education system is key. Several countries have
undertaken initiatives to hold education stakeholders
accountable for their performance and ensure that
financial resources reach designated schools.

Despite increased recognition of the gains that
result from eliminating fees at the primary level, 89 of
the 103 countries with information available on this topic
still charge fees, some legal and some illegal. Making
school more affordable, by removing these costs and by
providing free or cheap transport and school meals, acts
as a powerful incentive for parents to send their children
- especially their daughters - to school.

Addressing teacher shortages and training is a
top priority for countries that still need to significantly
increase the coverage of their primary school systems.
In sub-Saharan Africa, pupil/teacher ratios typically
exceed 40:1 and are as high as 70:1 in some countries.
Projections show that in several countries, the number
of teachers would have to increase by 20% per year
to achieve UPE by 2015 and bring pupil/teacher ratios
to 40:1. In only one-quarter of the approximately
100 developing countries with data available in 2002
have all or almost all primary teachers received some
pedagogical training.

The evidence is also very strong that good health
and nutrition are prerequisites for effective learning.
Iron deficiency occurs among 50% of all children in
developing countries, and helminth infections among
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25-35% of all children. Low-cost interventions can make
a major dent in related educational and human losses,
leading to improved school attendance and better overall
achievement.

Education for All is about reaching all children, youth
and adults. The continued exclusion of children who are
unregistered at birth, rural children, working children,
children with disabilities and girls from disadvantaged
backgrounds calls for specific steps to assure them
access to school. Successful strategies leading to higher
enrolment of girls typically focus on actions inside
schools, within the community and at a broader societal
level. Women teachers, fee-free schooling, schools
closer to home with basic sanitation and separate toilets,
protection against sexual violence and community
support for girls’ schooling are essential elements of
a strategy towards greater gender equality.

A major obstacle to the achievement of EFA is the
high proportion of countries experiencing, or recently
emerged from, conflict, natural disasters and economic
instability. Maintaining education systems during
conflicts and other emergencies is essential to give
children some stability, normality and hope for the
future. In sub-Saharan Africa, the HIV/AIDS epidemic,
other diseases and political conflict are expected to leave
one-tenth of primary school age children orphaned by
2010, necessitating special interventions to provide them
with support and learning opportunities.

Chapter 4

International commitments:
time to act

The
overarching
goal of halving
the number
of people living
in extreme
poverty
galvanized the
international
community in 2005. The signs are that some significant
breakthroughs are being made. The G8 countries agreed
to debt relief for some of the world’s poorest countries.
Donors made commitments that could increase overall
aid by more than 50% by 2010. Education should benefit
from these developments, but funding still falls short of
what is needed to achieve even a limited number of the
EFA goals in the world’s poorest countries.

Bilateral aid to education reached US$4.65 billion in
2003, a 31% increase over its 2000 low of US$3.55 billion,

but still well below the 1990 high of US$5.71 billion

(all at constant 2002 prices). The amount for basic
education more than doubled between 1998 and 2003,
but still accounted for less than 2% of total bilateral
Official Development Assistance. Overall, nearly 60% of
the bilateral commitments to education is still for the
post-secondary level. Basic education’s share averaged
28.3%. Disproportionate volumes of aid go to middle-
income countries with relatively good social indicators,
including primary school enrolment. Only three countries
give more than 20% of their aid to South and West Asia,
the region facing the largest EFA challenge in terms of
numbers of people.

Major multilateral aid agencies committed
US$15.9 billion per year on average between 1999 and
2003, with education receiving 9.3%. Basic education
received about 60% of that share. Combining both
bilateral and multilateral sources, aid to basic education
more than doubled between 1999 and 2003 but still only
represented about 2.6% of all aid in 2003.

Few bilateral donors and development banks make
explicit reference to literacy in their aid policies. There
is a strong case for a new international dialogue on
literacy, including its place in agency policies and in
bilateral and multilateral discussions with governments.

Assuming that the share of funding that goes to basic
education remains constant, the increased overall aid
flows pledged at the G8 summit could result by 2010 in
an annual total of approximately US$3.3 billion for basic
education, still far short of the US$7 billion a year
estimated as necessary to achieve UPE and gender
parity alone. To reach the needed total, basic education’s
share of total aid would have to more than double from
2.6% to over 5.5%.

The world’s poorest countries require predictable,
long-term aid to carry through essential policy reforms.
Such aid is particularly crucial for meeting recurrent
costs - salaries, textbooks, learning materials, day-to-
day administrative expenses - in countries with
insufficient revenue to finance the steps necessary to
achieve EFA. In 2005, the United Nations Millennium
Project, the UK Commission for Africa and the G8
summit’s Gleneagles Communiqué gave strong
endorsement to the Fast Track Initiative (FTI). Although
the FTI has taken the lead on better harmonization
between donors, it has not directly mobilized significant
additional resources for EFA. Efforts to harmonize aid
should systematically include attention to technical
assistance and cooperation, particularly at the country
level, where the proliferation of sources of expertise
continues. A premium should be placed on improving
the knowledge base and sharing knowledge among
countries with comparable problems.
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Chapter 5

Why literacy matters
% #| The right to literacy is

& F N l| implicitin the right to
education recognized by the
1948 Universal Declaration
of Human Rights. Other
conventions and
international declarations
have since restated this
right. Several instruments
focus on the language of
literacy acquisition. Many of
these documents allow for
an expanded interpretation
of literacy, beyond reading
and writing skills to, for
instance, gaining access
to scientific and technical knowledge, legal information,
culture and the media. Finally, and importantly, literacy
has been recognized as a mechanism for the pursuit
of other human rights.

Literacy can be associated with a wide spectrum
of benefits. Human benefits are deeply tied to an
individual's self-esteem, confidence and personal
empowerment. Related to this is the increased civic
engagement — whether in labour unions, community
activities or politics - found to be correlated with
participation in adult literacy programmes. Cultural
diversity is enhanced by literacy programmes in minority
languages, improving people’s ability to engage with
their own culture. Research shows that women who
participate in literacy programmes have better
knowledge of health and family planning, and are
more likely to adopt preventive health measures like
immunization or to seek medical help for themselves
and their children. The correlation between education
and lower birth rates is well established, though little
research has been done on the impact of adult literacy
programmes on reproductive behaviour. Educated
parents, especially mothers — whether through formal
schooling or adult programmes - are more likely to
send their children to school and to help them with
their studies.

The economic returns to education have been
extensively studied, especially in terms of increased
individual income and economic growth. Several studies
have attempted to disentangle the impact of literacy on
growth from that of the number of years in school. One
study on forty-four African countries, for example, found
that literacy was among the variables with a positive
effect on GDP per capita. The sparse evidence that exists

indicates that the returns to investment in adult literacy
programmes are generally comparable to those of
investment in primary education.

Chapter 6

Understandings of literacy

-y _mﬂ ———_
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Definitions and
understandings
of literacy have
broadened
considerably
over the past fifty
years, influenced
by academic
research, international policy agendas and national
priorities. In all understandings, literacy embodies
reading and writing skills. Numeracy is generally
understood as a supplement to or component of literacy.
In the 1960s and 1970s, the notion of ‘functional literacy’
gained ground and emphasized links among literacy,
productivity and overall socio-economic development.
Recent perspectives look at the ways in which literacy
is used and practised in different social and cultural
contexts. Many educators have come to view literacy as
an active process of learning involving social awareness
and critical reflection, which can empower individuals
and groups to promote social change.

Since the 1950s, international organizations -
UNESCO in particular - have played an influential role
in developing policies on literacy, drawing on emerging
conceptual understandings. During the 1960s and 1970s,
the international policy community stressed the role of
literacy in economic growth and national development,
especially in newly independent countries. Reflecting this
emerging understanding, UNESCO'’s General Conference
in 1978 adopted a definition of functional literacy still
in use today: ‘A person is functionally literate who can
engage in all those activities in which literacy is required
for effective functioning of his (or her) group and
community and also for enabling him (or her) to continue
to use reading, writing and calculation for his (or her]
own and the community’s development.” Over the 1980s
and 1990s, definitions of literacy broadened to
accommodate the challenges of globalization, including
the impact of new technology and information media
and the emergence of knowledge economies. Greater
attention has also been paid to the language or
languages in which literacy is learned and practised.

Reflecting these concerns, the World Declaration
on Education for All, made in Jomtien in 1990, placed
the challenge of literacy within the broader context of
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meeting the basic learning needs of every child, youth
and adult. There is emerging awareness of the broader
social context in which literacy is encouraged, acquired,
developed and sustained: literacy is no longer exclusively
understood as an individual phenomenon, but is seen
also as a contextual and societal one.

Chapter 7

Mapping the global literacy
challenge

This chapter
highlights major
trends and
patterns of adult
and youth
literacy at the
global, regional,
national and
subnational
levels. It draws upon an array of measures of literacy,
including those based on conventional and non-
conventional assessments. Conventional cross-national
comparisons generally draw upon official national
census estimates that are not obtained through direct
testing of literacy skills. Censuses vary considerably in
how they classify a person as literate, who they consider
in the adult population and how frequently they are
carried out. For these reasons, census literacy figures
should be treated with caution.

Conventional literacy data show that the global
literacy rate increased from 56% in 1950 to 70% in 1980,
75% in 1990 and 82% in 2000-2004. It is expected to
reach about 86% by 2015. Worldwide, the adult literacy
rate increased at a faster pace in the 1970s than in
subsequent decades. In sub-Saharan Africa, South and
West Asia, and the Arab States, literacy rates increased
by more than 10% between 1990 and 2000.

Most of the 771 million adults unable to read and
write are concentrated in South and West Asia, sub-
Saharan Africa, and East Asia and the Pacific. Prospects
for meeting the literacy goal hinge largely on progress in
the twelve countries where 75% of those without these
skills live.

ILliteracy tends to prevail in low-income countries
where severe poverty is widespread. The links between
poverty and illiteracy can also be studied at the
household level, where evidence from thirty developing
countries indicates that literacy levels correlate strongly
with wealth. Additional key socio-demographic variables
- namely, age, gender, urban/rural residence and
schooling - were also found to be highly predictive.

In countries where adult literacy rates are
comparatively low, there are significant disparities
between - and within - rural and urban areas.
Pastoralist and nomadic populations, who number in
the tens of millions across the African drylands, the
Middle East and parts of Asia, have much lower literacy
levels than other rural populations. Indigenous groups,
linguistic minorities, migrants and people with
disabilities are among populations with lower literacy
rates, reflecting exclusion from mainstream society
and reduced access to formal education and literacy
programmes.

Since the 1980s, concerns about the quality of literacy
statistics have gained momentum. Alternative measures
incorporate direct assessments that test literacy skills
on various scales. They conceive of literacy as a
multidimensional phenomenon, embracing several skill
domains. Comparative assessments such as the
International Adult Literacy Survey, conducted in some
twenty developed countries, found that significant
proportions of the adult population possessed relatively
weak literacy and numeracy skills.

Evidence from direct assessments of literacy show
that conventional assessment methods usually overstate
actual literacy levels. Several developing countries are
designing literacy surveys to provide more accurate
knowledge about literacy, including Brazil, China and
Botswana. To allow countries to make informed policy
decisions, more - and more regular - direct
assessments are needed, but they must be relatively
simple, rapid and inexpensive to obtain.

Chapter 8
The making of literate societies

Today, more
than 80% of
the global
population
over age 15
is reported
to possess at
least minimal
reading and
writing skills. This reflects an unprecedented social
transformation since the mid-nineteenth century, when
only about 10% of the world’s adults could read or write.
The dramatic increase in adult literacy rates happened
despite the quintupling of the world population, from
about 1.2 billion in 1850 to over 6.4 billion today.

The spread of formal schooling, well-organized
literacy campaigns and policies supporting adult learning
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opportunities have all played influential roles in enabling
people to acquire basic literacy skills. The broader social
context is equally powerful: the motivations to become
and remain literate are closely related to the quality and
variety of the literate environments found at home, at
work and in society. Language policies have also had a
decisive impact on the spread of literacy.

The expansion of formal schooling is the single most
important factor driving the spread of literacy worldwide
over the past two centuries, especially during the past
fifty years. Its impact spans historical periods and
geography. Schools have been, and continue to be, the
context in which most people acquire their core literacy
skills.

Many countries have also organized mass campaigns
to promote literacy, often against a backdrop of nation
building, societal transformation and decolonization.
Governments of Socialist countries (e.g. the former
Soviet Union, China, Viet Nam, Cuba) were particularly
active in promoting mass literacy, as were those of some
non-Socialist countries (e.g. Thailand, Brazil]. The
effectiveness of such campaigns in raising literacy rates,
however, has varied considerably. Successful campaigns
generally involved follow-up initiatives to enrich literate
environments and provide adults with continuing
learning opportunities.

Widespread literacy can never be considered a won
cause. Economic decline and political crisis can lead to
stagnation in schooling and literacy, even in countries
where educational infrastructures are solid. In addition,
pockets of illiteracy persist in most highly literate and
schooled societies. International surveys of literacy skills
in developed countries reveal that, while most adults
perform well, about 10% have substandard skill levels
often due to factors such as poverty, low socio-economic
status, ill health and disabilities.

Language policies and practices have played, and
continue to play, an important role in literacy and the
development of literate communities. National language
policies - the designation of an official language, the
choice of language of instruction in schools and adult
learning programmes - can facilitate or hinder language
development and literacy acquisition. Research
consistently shows that learning to read and write in
one’s mother tongue enhances access to literacy in
other languages. Yet literacy efforts in many countries
lack a clear language policy.

Printed and visual materials in households,
communities, schools, workplaces and the wider
community encourage individuals to become literate and
to integrate their skills in everyday life. Comparative
studies of academic achievement show that the quantity
and use of literacy resources influence achievement
levels and literacy proficiency. Policies related to book

publishing, the media and access to information play
an influential role in developing facilitating environments
in which literacy can flourish.

Chapter 9

Good policy, good practice

!

Literacy is more than a
single goal; it is at the
centre of the whole EFA
endeavour. The Report
advocates a three-pronged
strategy comprising (a)
quality schooling for all
children, [b) the scaling

up of literacy programmes
for youth and adults, and

(c] the development of
environments conducive

to the meaningful use

of literacy. Relatively few
governments have coherent,
long-term national literacy policies encompassing
attention to governance, programme design and delivery,
human and financial resources and the promotion of

an environment in which individuals are encouraged

to become literate and to sustain their skills.

Ministries of education have prime responsibility for
literacy policy: they are best placed to integrate literacy
into education sector strategies, promote lifelong
learning, coordinate publicly financed programmes
and partnerships, and regulate accreditation systems.
In practice, however, responsibility for literacy is often
shared by several ministries. Central guidance and
coordination has to be dovetailed with local
implementation and community ownership.

Initiating literacy campaigns, national programmes
and broad partnerships is complex: national, regional
and local management structures need to be set up,
materials developed, and coordinators and facilitators
recruited and trained. Partnerships are very diverse and
vital but they are often threatened by fragmentation or
even competition. Putting literacy on everyone’s agenda,
clarifying the roles and responsibilities of different
agencies and establishing national coordination
mechanisms among and between providers are essential
for effective literacy programmes.

Learners’ knowledge and wishes should inform adult
learning programmes and be their starting point - an
axiom that is not applied uniformly. Sensitivity to the
adult learner’s cultural background, mother tongue and
life experience is required. A relevant curriculum that
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builds on learners” demands and circumstances is
conducive to better learning outcomes. It should clearly
spell out learning objectives and strike a balance
between relevance to local contexts and to wider
opportunities. Programmes must have sensible
timetables and be sensitive to age and gender issues.

Instructors are vital to the success of literacy
programmes, but they are paid little if any regular
remuneration, lack job security, have few training
opportunities and rarely benefit from ongoing
professional support. Unless the professional
development of literacy educators and their trainers is
taken seriously, progress towards more literate societies
will be severely constrained. Training of literacy
educators, where it exists, is often in a national or official
language while their work is carried out in local ones.
Worldwide, conditions of employment for adult literacy
educators are very poor, especially compared to those of
teachers in formal education. This situation results in
frequent turnover, with serious implications for quality.

Distance learning and information and
communication technology (ICT) can provide
opportunities for informal and non-formal literacy
learning by adults, though access to technology is highly
uneven in many places. ICT and distance learning have
more immediate potential for offering professional
development to literacy educators rather than for
running programmes per se.

A majority of countries facing salient literacy
challenges are linguistically diverse. Decisions on
language must balance political and ethnic sensitivity,
pedagogical effectiveness, costs and learner
preferences. The extra cost of training teachers and
developing materials in multiple languages must be
weighed against the inefficiency of teaching in languages
that learners do not understand. A multilingual policy
should also ensure that learners have opportunities to
gain literacy skills in a second/official language that may
be of wider use.

In many countries, adult literacy programmes
represent just 1% of the total national education budget.
Policy-makers need to come up with baseline figures
for significantly expanding national programmes. Basic
costs for good-quality literacy programmes include
start-up expenses, training, development and printing
of learning materials, payment of literacy educators
and operating costs. For a recent sample of twenty-nine
literacy programmes, the average cost per learner
having completed a programme came to US$68 in
sub-Saharan Africa, US$32 in Asia and US$83 in Latin
America. Preliminary, broad-brush work suggests that
US$26 billion would be required to enable more than
550 million people (nearly half in South and West Asia)
to complete a literacy programme of 400 hours. This

amounts to at least US$2.5 billion a year from now to
2015, a tall order for countries and the international
community.

Chapter 10
Setting priorities for action

Only ten years are left

to achieve the EFA goals.

The needs remain

enormous at all levels

of education, formal and

non-formal. Literacy, as

this Report argues, must
become a cross-cutting
political priority at the
core of Education for All.

If direct measures were

used to assess literacy

skills, the number of adults
with weak or no skills
would climb well above

the already staggering figure of 771 million as

conventionally measured.
This chapter proposes nine areas that require
attention if EFA is to be achieved:

1. Sustain attention on achieving good-quality, universal
primary education and lower secondary education -
abolishing fees, reaching the most disadvantaged,
training teachers and implementing low-cost school
health and nutrition measures.

2. Recommit to the gender goal.

3. Further increase efficient public spending on
education.

4. Move youth and adult literacy up on the national
and international agendas.

5. Focus on literate societies, not just on literate
individuals.

6. Clearly define government responsibility for youth
and adult literacy programmes.

7. Double the aid allocated to basic education to reach
US$7 billion.

8. Focus aid on the countries with the greatest
educational needs.

9. Complement the flow of funds with analytical
and knowledge support.

The groundswell of support for halving the number of

people living in extreme poverty in the next decade must

translate into long-term commitments that recognize
the indispensable role that education — with literacy at

its core - plays in bettering the lives of individuals,

their communities and nations. [ |
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Chapter |1

Literacy:
the core of
Education for All

This year's EFA Global Monitoring Report focuses on literacy,
one of the most neglected of the six goals adopted in 2000
by 164 countries at the World Education Forum in Dakar
(Senegal). Yet literacy is a human right and at the core

of Education for All. Literacy skills are essential in today's
knowledge societies, conferring benefits on individuals,
communities and nations. This chapter explores some

of the reasons for the neglect of literacy, and notes signs of
renewed attention. It traces the changing notions of literacy
from a narrowly defined concept to one embracing a holistic
view of educational development that includes the building
of literate societies. Ultimately, literacy's crucial role

in achieving each of the other five EFA goals may also
provide a key to improving the lives of millions of people

living in extreme poverty, and especially women.
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The Dakar
framework
embraces a
holistic
conception of
educational
development

1. The Fast Track Initiative
had been, until recently,
exclusively concerned
with primary education
(see Chapter 4).

2. See Chapter 3. While
more schools have been
made available, many
parents are too poor to
afford the costs [direct
and indirect] of schooling.
In addition, many poor
children fail to achieve
expected learning
outcomes because of poor
health, malnutrition, lack
of a home or community
environment conducive
to learning, excessive
distance to schools,
unfamiliar language of
instruction, and so on.
Thus, in addition to the
children who do not start
school, many others do
not complete primary
education; these will grow
up as out-of-school youth
and adults, in need of
basic education, including
literacy skills.
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A holistic approach
to Education for All

Five years after 164 countries agreed on the
Dakar Framework for Action, it is time not only
to assess progress towards the Education for All
goals but also, importantly, to remember that the
Framework is not concerned only with universal
primary education and gender parity (which are
also two of the Millennium Development Goals).
Rather, it consists of a set of six goals that,
taken together, embrace a holistic conception

of educational development (Box 1.1). And yet,

since 2000, most attention has been devoted to

the three EFA goals that concern the extension
and improvement of formal elementary
education systems, namely:

m universal primary education (goal 2J;

m gender parity (goal 5, the theme of the
2003/4 Report - especially important now,
as its first target date was 2005);

m and, more recently, educational quality
(goal 6, the theme of the 2005 Report].

The other three EFA goals (goals 1, 3 and 4)

have been relatively neglected. Several factors

contributed to this neglect.

m Rather than concerning the strengthening of
existing formal education systems for school-
age children, goals 1, 3 and 4 involve the
creation of new educational opportunities for
very young children (i.e. early childhood care
and education), as well as for youth and adults
(learning and life-skills programmes, basic
and continuing education, and literacy
programmes), often through non-formal
institutions. As a result, in most countries,
implementation responsibility does not fall
neatly under the mandate of the Ministry of
Education but rather is spread among several
ministries.

m National governments and the international
community have tended to assume that the
political and economic returns from investing in
young children, youth and adults are lower than
those from investing in school-age children.
The resulting neglect has been compounded
by the inclusion of only two EFA goals among
the Millennium Development Goals and by
the decision to limit the Education for All Fast
Track Initiative, the only significant multilateral
aid vehicle,' to universal primary completion.

m The unfounded idea that primary education
is more cost effective than youth and adult
literacy programmes proved partly a self-

The Dakar Framework for

m The six EFA Dakar goals

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

2. 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.

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

fulfilling one. As budget, loan and grant
allocations to primary education grew rapidly,
adult programmes had their public funding
reduced, and responsibility was often
transferred from the public sector to non-
governmental organizations (NGOs). This
reflected a misguided belief that such
programmes were the responsibility of NGOs
rather than of government, a belief that
confused service-delivery mechanisms -

in which NGOs play an important role -

with broad policy and finance measures,
which are the responsibility of government.
Although the focus on primary education

was justified - as this is the principal route

to achieving Education for All - it was also
limited, for it neglected those who had either
not attended school, or who had done so
without becoming literate.?

Goals 1, 3 and 4 are difficult to define precisely
and are stated in qualitative rather than
quantitative terms. Monitoring and measuring
progress towards them is thus difficult. For
example, early childhood care and education
(the theme of next year's Report] potentially
includes health, nutrition, education and care
interventions, and yet there is no agreed
standardized definition. Even more difficult to
define, and hence to measure and monitor, are
the EFA goals concerned with equitable access
to learning and life-skills programmes and to
basic and continuing education for all adults
(EFA goal 3 and the second part of goal 4).
Previous EFA Global Monitoring Reports have
interpreted these goals differently, and indeed
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Action and the Millennium Development Goals

4. Achieving a 50 per cent improvement in levels of adult Millennium Development Goals

literacy by 2015, especially for women, and equitable

access to basic and continuing education for all adults.

5. 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.

6. 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.

Source: UNESCO (2000b).

Interpretation of EFA goals 3 and 4

The interpretation — and hence the monitoring —
of EFA goals 3 and 4 has varied (even among past
EFA Global Monitoring Reports), owing to the lack
of consensus over how to define and measure both
‘literacy’ and ‘equitable access to appropriate
learning and life-skills programmes'.

Goal 3: Learning and life skills are offered as formal,
informal or non-formal programmes. The myriad of
institutions delivering programmes follow widely
varying quidelines. To limit barriers to access, they
all must have flexible options for those groups
(which differ in each country) that have been
excluded from learning opportunities. Further
complicating monitoring is the fact that countries
have various interpretations of ‘life skills', each
prioritizing skills differently. For example, some
conceive of life skills as practical and technical skills,
others as basic reading and writing skills, and still
others as including psycho-social skills. Countries

in North America and Western Europe, for instance,
tend to emphasize (more than do other countries)
critical and conceptual problem-solving skills,
considering these to be among the more important
skills for everyday life. ‘Life skills' can also be
interpreted as those tools (e.g. health knowledge)
an individual must have in order to change his/her

there are many different understandings of
them (Box 1.2); the Report team intends to
develop appropriate ways to monitor these
important but imprecise goals, consistent with
growing interest in this goal among developing

Goal 2: Achieve universal primary education.

Target 3: Ensure that by 2015 children everywhere,
boys and girls alike, will be able to complete a full
course of primary schooling.

Goal 3: Promote gender equality and empower
women.
Target 4: Eliminate gender disparity in primary
and secondary education, preferably by 2005,
and at all levels of education no later than 2015.

Source: United Nations General Assembly,

Resolution A/56/326, 6 September 2001. Countries

have various
interpretations

of 'life skills',
which complicates
monitoring

behaviour - raising the question of whether it is
the skills or the changes in behaviour that ought
to be monitored. In short, a universal interpretation
and monitoring of goal 3 has proved elusive.

Goal 4: Traditionally (and in the 2005 Report), two
factors set parameters for the literacy rates reported
for goal 4: (a) the UNESCO definition of literacy as
‘the ability to read and write, with understanding,

a short, simple sentence about one's everyday life’;
and (b) data on educational attainment. The modes
of reporting included self-reporting and head of
household responses on surveys, in addition to grade
attainment proxy, but this excludes objective
measurement, as well as any consideration of

the context (see Chapter 7).

The interpretation of terms such as ‘learning needs’,
‘appropriate learning’, and ‘life skills’ can be open to
debate, but the essence of goals 3 and 4 concerns
equitable access. As such, monitoring these goals
should at a minimum involve collecting data on
literacy rates and degree of programme participation
(enrolment rates) as proxies for equitable access.
Future EFA Global Monitoring Reports will explore
further the monitoring of goals 3 and 4.

Sources: Maurer (2005), OECD (2005b).

countries. In Senegal, for instance, a lively
public debate resulted in 2004 in the Education
qualifiante des jeunes et des adultes
(Programme of Skills Development for Youth
and Adults) (Box 1.3).
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Senegal’s Education qualifiante

des jeunes et des adultes

In Senegal, the Programme of Skills Development for Youth and
Adults (EQJA) seeks to more clearly delineate EFA goal 3, so as
to promote equity and much-needed socio-economic integration
for groups excluded from literacy opportunities. In light of
Senegal’s limited experience with educational provision for
out-of-school youth and adults, the Ministry of Education, the
UNESCO International Institute for Educational Planning (IIEP)
and UNESCO's Division of Secondary, Technical and Vocational
Education have begun with a coordination centre external

to Senegal's Department of Educational Planning and Reform,
to gather opinions of various programme partners.

An initial study of programmes targeting three groups — female
professionals (in the food and agricultural sector); youth in daaras
(Koranic schools); and apprentices and those not yet apprenticed
- helped to define the initiatives' relevance for a variety of
excluded learners. The initial investigation revealed the need

for the programmes to pay attention also to factors such as age,
gender, data collection, data publication on the Internet and
partnerships. The UNESCO/IIEP support particularly targets,

and tries to find solutions for, youths who are not apprentices.

A key strength of the EQJA lies in its network of partners across
sectors, including craftspeople representatives, administrations,
local authorities, associations and donors.

Source: Delluc (2005).

3. See Chapter 6.

4. The language question
is extensively analysed in
Chapters 6, 8 and 9.

5. The Framework for
Action to Meet Basic
Learning Needs (agreed
to at Jomtien, Thailand,
1990) called for the
‘reduction of the adult
illiteracy rate to one-half
its 1990 level by the year
2000.

6. Measuring, and hence
monitoring, literacy is not
easy. Chapter 7 discusses
this; Chapters 2 and 7
present basic data on
world literacy, both for
today and historically.

Literacy for rights, capabilities
and development

As noted above, the special theme of this year's
Report is literacy, which is also the object of the
first part of goal 4.

Defining literacy

No standard international definition of literacy
captures all its facets. Indeed there are numerous
different understandings of literacy, some of
which are even contradictory.® While recognizing
that other understandings help illuminate other
dimensions, this Report adopts, as its working
definition, UNESCO's (1978) definition of
‘functional literacy’: ‘A person is functionally
literate who can engage in all those activities in
which literacy is required for effective functioning
of his group and community and also for enabling
him to continue to use reading, writing and
calculation for his own and the community’s
development.” In this Report, therefore, ‘literacy’
refers to a context-bound continuum of reading,
writing and numeracy skills, acquired and

developed through processes of learning and
application, in schools and in other settings
appropriate to youth and adults.

Even with such a pragmatic definition, there
is no standard, internationally comparable
measurement of literacy; as Chapter 6 also
makes clear, the literacy rates reported by the
EFA Global Monitoring Report are among the
weaker international education statistics. There
are, moreover, two further problems with the
wording of the literacy goal. First, it ignores the
crucial question of language (i.e. literacy in which
language?). Second, there is a definitional
problem with the precise wording of the goal:
strictly speaking, a 50% improvement in levels
of literacy is impossible for countries with literacy
rates already above 67%. This Report therefore
pragmatically interprets the goal as implying a
50% reduction in illiteracy rates, consistent with
the wording and intentions of the 1990 Jomtien
World Conference on Education for All that
initiated the entire Education for All movement.®

Today, by conventional measurements, some
771 million adults are illiterate, two-thirds of
them women.¢ This is - for a fifth of the world’s
adult population - a serious violation of human
rights. It also constitutes a major impediment
to the realization of human capabilities and
the achievement of equity and of economic and
social development, particularly for women.

The benefits of literacy

Being literate adds value to a person’s life.
Literacy can be instrumental in the pursuit of
development - at personal, family and community
levels, as well as at macro-levels of nations,
regions and the world.

A child denied the right to a quality primary
education is deprived not only as a child: he/she
is also handicapped for life — unable to cope with
situations requiring reading, writing and
arithmetic - unless given access to educational
opportunities as a youth or adult. A lack of literacy
is strongly correlated with poverty - both in an
economic sense and in the broader sense of a
deprivation of capabilities. Literacy strengthens
the capabilities of individuals, families and
communities to access health, educational,
political, economic and cultural opportunities and
services. The literacy of women and girls is of
crucial importance to the issue of gender inequality.
While the benefits accruing from women'’s formal
education are well understood, less well known
are those accruing from women’s non-formal
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education; literacy contributes positively to
women’s empowerment, in terms of self-esteem,
economic independence and social emancipation.
Many women who have benefited from adult basic
and literacy education have spoken of feeling a
sense of personal empowerment as a result.

Indeed, literacy is at the core of education and
especially Education for All with its focus on basic
education. Literacy helps people understand
decontextualized information and language,
verbal as well as written. As such, it paves the
way for further learning and, as stated in Article 1
of the World Declaration on Education for ALl
(Jomtien, Thailand, 1990) and reiterated in Dakar
(Senegal, 2000), literacy and numeracy are
essential learning tools of basic education. The
United Nations Literacy Decade (2003-2012) was
launched because ‘literacy for all is at the heart
of basic education for all ... [and] creating literate
environments and societies is essential for
achieving the goals of eradicating poverty,
reducing child mortality, curbing population
growth, achieving gender equality and ensuring
sustainable development, peace and democracy’
(United Nations, 2002b).

Literacy is also important for achieving the
other EFA goals. Mothers who are educated are
more likely to send their children to school than
those who have not attended school (Schultz,
1993; Comings et al., 1992]). The same is true of
parents who have participated in adult literacy
programmes. Children’s school attendance
increased when their parents attended literacy
classes in Bangladesh (Cawthera, 1997) and
Nepal (Burchfield, 1997). Literate parents are
more likely to be able to support their children
in practical ways, such as meeting with teachers
and discussing progress with their children, as
seen in Nepal (Burchfield et al., 2002a) and Uganda
(Carr-Hill et al., 2001). When literacy courses
instruct parents on ways of helping children in
school and inform them about the content of
the curriculum, the children’s education benefit
is even greater, as seen in Nepal, South Africa
and Turkey (Bekman, 1998; Oxenham, 2004a).

It is important to note, however, that these
effects are not automatic, but result only when
literate individuals are able to exercise their
literacy, which requires that broader development
and rights policies are in effect and implemented.
Indeed, literacy per se is not the sole solution to
social ills such as poverty, malnutrition and
unemployment, though it is one factor in helping
to overcome them.

The right to literacy

Literacy is a right, indeed an essential part of
the right of every individual to education, as
recognized in the Universal Declaration of Human
Rights.® It is also a means to achieving other
human rights. Those who can use literacy skills
to defend their legal rights have a significant
advantage over those who cannot. Indeed, it is
often the poorest, most socially excluded and
least literate individuals (especially women)
whose rights are violated by those with more
power. Their inability to read, write and calculate
keeps them from knowing what they are entitled
to, and how to demand it. It limits their ability

to participate politically in society. It denies them
a voice.

A renewed emphasis on literacy?

There are signs that literacy is receiving
increased attention. As noted above, the United
Nations has declared 2003-2012 as the Literacy
Decade. The World Bank has in recent years
prepared various papers on adult literacy. In
addition to international organizations, some
governments have recently begun to devote
increasing attention to literacy (Box 1.4), joining
countries such as Bangladesh, China and India,
all of which achieved considerable results in
the 1990s.

Literate individuals
and literate societies

The Education for All goals and the MDGs
concerned with education are expressed in terms
of individuals; indeed the literacy part of goal 4
is framed in terms of a quantitative increase in
literacy rates. However, education - and literacy
within it - does not concern only individuals, as
a rights and capabilities framework alone might
suggest; it also has a critical social dimension.
The types of educational inputs (e.g. material
and human resources), outcomes (e.g. reading,
writing and numeracy skills), and processes
(e.g. curricula, teaching and learning methods)
that are relevant to individuals are very much
influenced by the social context. Moreover, the
degree to which a society enables, promotes
and sustains educational outcomes has an
overwhelming impact on the demand for,
and the value of, these skills.

A 'literate society’, then, is more than a society
with high literacy rates; rather, it is one ‘in which

Literacy is a
right, indeed an
essential part
of the right of
every individual
to education

7. 'Every person - child,
youth and adult - shall

be able to benefit from
educational opportunities
designed to meet their basic
learning needs. These needs
comprise both essential
learning tools (such as
literacy, oral expression,
numeracy and problem
solving) and the basic
learning content [such as
knowledge, skills, values
and attitudes) required by
human beings to be able to
survive, to develop their full
capacities, to live and work in
dignity, to participate fully in
development, to improve the
quality of their lives, to make
informed decisions, and to
continue learning” (World
Declaration on Education
for All, 1990).

8. Treaty bodies and
international and domestic
jurisprudence have gone
some way to elaborating the
requirements - and outlining
violations - of the right of all
humans to education. As
Chapter 5 will show, the right
to education is in most cases
explicitly or implicitly linked
to the right to literacy.
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A renewed attention to literacy

Recent national developments, consistent with the United Nation's
Literacy Decade, include:

Brazil's 2003 launch of an accelerated Literacy Brazil Programme,
with significant involvement of local governments and NGOs;

Burkina Faso's establishment of a national fund for literacy
and non-formal education in 2001, and of a Ministry for Literacy
and Non-formal Education in 2002;

Indonesia’s 2004 launch of a national literacy movement
by the President;

Morocco's 2002 creation of a State Secretariat for Literacy
and Non-formal Education;

Mozambique's re-establishment of a national directorate for adult
literacy in 2000, followed by the launch of a new adult literacy
strategy;

Nicaragua's increasing the share of adult education in the overall
education budget from 1.5% in 2000 to 2.2% in 2002;

Rwanda's moving responsibility for adult literacy to the Ministry
of Education in 2004, inventorying of available literacy resources,
and outlining of a new literacy policy and strategy;

Senegal’s continuing strong commitment to a private-public
partnership approach (called ‘faire-faire’) to promote adult
literacy;

Venezuela's 2003 launch of the intensive Misién Robinson

campaign to extend literacy to all youth and adults and education
at least through Grade 6 to all children.

Many of the examples summarized in this box are developed
in Chapter 9.

9. See Chapter 9 for more
about these strategies.

10. See the 2003/4 Report,
which focused on goal 2:
Gender parity and equity

in schooling.

important aspects of social life such as

economics, law, science, and government ... form

what we may call “textual institutions™ (Olson
and Torrance, 2001). These institutions should
be responsive to the developmental needs and

priorities of citizens; and, in turn, the acquisition
and use of literacy skills should enable citizens to
actively participate in these institutions. As such,

‘an understanding of literacy must include how

individuals and groups adopt and utilize writing in

the pursuit of their goals ... [but also how they]

come to terms with such textual practices of the

dominant (textual] institutions ... [Bleing able to
read and write a contract is worthless unless

there are institutions such as courts to enforce
them’ (Olson and Torrance, 2001). Box 1.5 gives

ways, succeeded in creating literate societies.
Though the notion of a literate society is

highly context-specific, as Box 1.5 shows, some

common lessons have emerged. First, literate

three examples of countries that have, in different

Creating literate societies:

Japan

Japan is a highly literate society with near universal
literacy rates and a strong sustaining environment.
Over its long history (more than one and a half
millennia), Japanese literacy evolved in several steps
of adapting imported letters. The art of writing first
came to Japan in the form of kanji, or written
Chinese. Over the course of several centuries, a

new script called kana evolved, in a move to simplify
the Chinese characters into sounds, rather than
meanings. By the sixteenth century, when the
Japanese first learned of Western-style alphabetic
letters, a mixed kanji-kana orthography was firmly
in place. Deliberate interventions for standardizing
and simplifying written Japanese were numerous,
especially after contacts with the West intensified in
the nineteenth century and elements of the Roman
alphabet were integrated into Japanese script.
However, the alphabetic script has never been
adopted and the old systems never fully discarded.

Nevertheless, with new word processing and
information and communication technologies,
alphabetic letters must now be considered an
indispensable part of Japanese literacy. The
electronic media in Japan have thus both promoted
the alphabet and reinforced the traditional writing
system.

The Japanese experience suggests two things:

first, that writing systems evolve not just according
to practical needs for recording and retrieving
information, but also in response to other
requirements, such as social control; second, that
‘literacy’ does not mean simply knowing a script.

In Japan, several scripts are involved, each in its
proper place; and, as such, the system continues to
be too complex for universal literacy to be sustained
in the absence of intensive schooling.

societies should enable individuals and groups

to acquire, develop, sustain and use relevant

literacy skills. This has generally been achieved

through a combination of three strategies,’ which
necessarily involve each of the six EFA goals:

m Enabling children to acquire literacy though
basic schooling of good quality: The principal
route to achieving literacy is through quality
primary schools in which learning takes place.
This requires getting all children - girls as well
as boys - into primary schools, ensuring
gender parity and equity in initial access to
schools,'® continued enrolment and educational
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Japan, Cuba and Germany

Cuba

In 1961, the Cuban literacy campaign aimed to
(a) extend primary education to all children of
school age in order to eradicate future illiteracy,
(b) wage a national literacy campaign, and

(c) wage a post-literacy campaign to prevent
relapse into illiteracy through disuse and to
introduce systematic lifelong education. In a
single year, more than 700,000 people (in a
country of only 7.5 million) became literate.

Fuelled by a social-justice-based orientation,

the campaign provided many schoolrooms:
10,000 were opened in a single day, and qualified
unemployed teachers were assigned to them,
together with thousands of well-educated young
people who responded to the revolutionary call
to serve anywhere (e.g. in remote mountainous
areas to which access was difficult) as volunteer
teachers. In addition, parents, neighbours,
community organizers, and the pupils and
teachers themselves helped improvise premises
and rudimentary furniture.

Today, free from illiteracy (as Fidel Castro
declared in December 1961), Cuba's schools are
quite different; the teaching staff is well qualified
and universal schooling is guaranteed. Moreover,
a strong ‘literate environment' has been set in
place, with resources for sustaining and
developing literacy, and the use of information
and communication technologies (mainly
through radio, television and video).

outcomes, and improving the quality of
education' in these schools (both directly and
indirectly, through, for instance, EFA goal 1 -
early childhood care and education
programmes that enable children from
disadvantaged backgrounds to enter primary
school well prepared).

m Enabling youth and adults to acquire and
develop literacy (including in response to
demand for new literacy skills) through youth
and adult literacy programmes: School today
does not solve the problem of achieving
literacy for all children and, even less so,

Germany

Germany has never been linguistically homogeneous.
Yet, in the sixteenth century, a variety of High German
began to be dominant, following the shift of the
economic centres to the south. Only in the second
half of the nineteenth century, with the massive
redistribution of the population following
industrialization and mass urbanization, did a
universally spoken variety of High German come into
use. This process was then accelerated in the past
century by the electronic mass media — first radio,
and then television.

Two factors greatly propelled the development of
literacy in Germany: nationalization of culture (which
established High German as the official language of
administration, education beyond elementary school,
and - along with Latin = the Church and literature),
and public control of schooling (which, though mainly
concentrated on reading, included, towards the end of
the seventeenth century, bookkeeping and greater use
of writing in activities such as journal and letter
writing).

In the nineteenth century, use of Latin diminished, and
a German orthography was established and officially
reqgulated. Following enforced compulsory schooling in
the latter half of the nineteenth century, literacy rates,
by the early twentieth century, reached 90% to 95%
of the population. Key to the accomplishment of such
high literacy rates was the introduction of a writing
system based upon both national language knowledge
and local oral varieties. While the more formal uses of
High German allow access to literate structures,
regional varieties of High German remain in use.

Sources: Coulmas (2001) and Maas (2001), in Olson and Torrance
(2001); Keeble (2001).

for the great number of youth and adults
who have been denied basic literacy skills,

or who - though having learned to read, write
and calculate - are either unable to use their
literacy skills or have lost them over time.
EFA goals 3 and 4 emphasize the need to
provide literacy programmes and adult
education/training schemes in response

to these challenges.

m Developing environments in which literacy
can flourish and where its value is recognized
by individuals, households, schools and
communities.

School today
does not solve
the problem of
achieving literacy
for all children

11. See the 2005 Report,
which focused on goal 6:
Quality of schooling,
especially at the primary
level.
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Literate societies
should provide
and develop
literacy that

is of relevance
to citizens,
communities and
the nation

12. See Chapter 7 for an
overview of such groups.
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Second, literate societies should provide and
develop literacy that is of relevance to citizens,
communities and the nation, and, at the same
time, acknowledge the diverse needs and
priorities of different groups - particularly
those who are disadvantaged and excluded.”
Provision and development of literacy should
be built on:

m cautious response to demand for literacy,
taking into account such factors as gender,
age, rural and urban circumstances, levels
of motivation and language;

m careful language decisions - including ensuring
an orthography that reflects the oral competence
of the readers and builds on solid foundations
of initial literacy in the mother tongue;

m an appropriate curriculum and teaching/
learning methods;

m a well-defined national literacy policy, which
addresses issues including languages, books,
and other media and information.

Literacy is thus at the core of Education for All,

and the implied necessity of developing literate

societies provides a link between all six goals.

Literacy is simultaneously an outcome

(e.g. reading, writing and numeracy), a process

(e.g. taught and learned through formal

schooling, non-formal programmes or informal

networks), and an input (paving the way to: further
cognitive skill development; participation in
lifelong learning opportunities, including technical
and vocational education and training, and
continuing education; better education for
children; and broader societal developments).

Outline of the Report

This EFA Global Monitoring Report:

m assesses progress (as have previous Reports)
towards the six EFA goals around the world,
especially among developing and transitional
countries, finding that progress is steady but
insufficient if the goals are to be achieved,
especially in sub-Saharan Africa, South and
West Asia, and the Arab States (Chapter 2J;

B examines national commitments to achieve
EFA - particularly by looking at national plans,
national financing and teacher policies - and
reviews crucial issues for achieving EFA,
notably policies of inclusion (especially of girls
and women), dealing with instability (whether
caused by conflict or economic factors),
establishing safe and healthy schools in which
children can learn, and adapting to the
HIV/AIDS pandemic (Chapter 3J;

m reviews international commitments to finance
EFA in light of the pledge in the Dakar
Framework for Action that that 'no countries
seriously committed to education for all will be
thwarted in their achievement of this goal by a
lack of resources’, finding that even the various
pledges of increased aid made during 2005 -
particularly the commitments at the G8 summit
in Gleneagles - are still likely to fall short of
what is needed (Chapter 4J;

m summarizes the crucial importance of literacy,
as both a human right and in terms of its
contributions to economic and social
development (Chapter 5J;
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m arqgues that there is value in understanding
‘literacy’ not only as a set of reading, writing and
numeracy skills, but also as a set of skills that
are socially relevant in terms of the ways they are
acquired and applied (or ‘practised’] (Chapter 6);
as discussed above, the goal is thus not only
literacy skills for individuals, but also literate
societies, which support and are supported by
the development and use of these skills;

m summarizes data available on the state of
literacy around the world, based on conventional
monitoring efforts, which tend to focus on the
relative presence or absence of literacy skills
in individuals (Chapter 7);

m goes beyond these data to examine the
conditions and determinants of literacy, by
placing them in a social context, arguing that
the creation of rich and dynamic 'literate
environments’ is a key factor in promoting
literacy (both for individuals and societies)
(Chapter 8J;

m with the ultimate goal of establishing literate
societies as its starting point, proposes a
three-pronged approach to literacy policy
that integrates the expansion (and a renewed
commitment to the quality) of schooling,
the development of youth and adult literacy
programmes, and the promotion and sustaining
of rich literate environments (Chapter 9); and

m concludes by summarizing some priority
activities, at national and international levels,
if the EFA goals, especially literacy, are to
be achieved in the ten years that remain until
2015 (Chapter 10). [



DA mEmo.dm_.{ms_

... N

| ]
Al
1 Lt

v
1
L

LY

5

"

'sd3IN3Y 0
-
”

¥ __L__ g0

.

" 4 ﬂ .I|||-.|I| —_— __1|l _..._anl_:....
s W o : i

[ ||r.,........|...d_,..,u...mnﬂ...r.,.:|

af...ﬂ.;f]....,.rrﬂ..,..... = JJ,_..r..Sf”_“ 5

...ull,_........-.r.... =
SYALNIY @ “x |

ilq...h.un. VdIS/Vd3 @




Education for All Global Monitoring Report 2 O O .

Chapter |2

EFA progress:
where do we stand?

This chapter assesses progress towards the Education for All goals,
using the most recent global education data, for the 2002/2003
school year. What has happened since the World Education Forum held
in Dakar in 20007 Is there evidence that the goal of gender parity in
primary and secondary education is being met in 20057? Is the world
on track to achieve Education for All by 2015?

After summarizing the global picture in 2002 as compared to 1998,
the chapter examines (a) trends in early childhood care and education;
(b) progress towards universal primary education, including the
continuing challenge of children out of school; (c) the global increase
in participation in secondary and tertiary education; (d) recent
assessments of the outcomes of formal schooling; and (e) the
evolution of adult literacy rates. In each section, special attention is
paid to gender. The final section summarizes overall progress through
the EFA Development Index. In addition, it uses projections to analyse
country prospects of achieving by 2015 the goals of universal primary
education, gender parity in primary and secondary education,

and increased levels of adult literacy.

37
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1. Caution is required in
interpreting SLE. Like
gross enrolment ratios,
it is sensitive to the extent
of grade repetition. In at
least twenty countries,
repetition contributes
more than one year to
SLE - up to two years in
Algeria, Brazil, Gabon,
Rwanda and Togo
(UNESCO Institute for

Statistics, 2004).
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Education: the global story,
1998-2002

A good synthetic measure of enrolment patterns
and hence of the evolution of the world education
system can be obtained by combining enrolment
ratios by age at the different levels of the
education system. The resulting indicator, school
life expectancy (SLE), represents the average
number of years of schooling that individuals

can expect to receive.’

Table 2.1: School life expectancy by region in 2002 and change since 1998

School life expectancy,

Table 2.1 displays regional averages of school
life expectancy from primary to tertiary education
in 2002 and changes since 1998. The world average
is 10.5 years — 9.4 years of primary and secondary
education and 1.1 years of post-secondary education.
A child in sub-Saharan Africa can expect to attend
school for an average of five to nine fewer years
than one in Western Europe or the Americas.
Children in South and West Asia and in the Arab
States also have much lower educational prospects.
Significant variations occur within regions; in
sub-Saharan Africa and the Arab States, there
is a more than fourfold difference between the
countries with the highest and lowest school life
expectancy (see statistical annex, Table 4).

in years Change Overall, the world’s children gained 0.7 years
2002 1998-2002 of school life expectancy between 1998 and 2002.
Total | Male |Female Total | Male |Female Encouragingly, progress was greatest in sub-
World 105 = 108 @ 102 +07 405 = +08 Saharan Africa with 1.1 years, followed by Central
) ) and Eastern Europe, East Asia and the Pacific

Developing countries 9.9 10.3 9.4 +0.8 | +0.6 +0.9 d Latin A . Pe. d the Caribb th '

Developed countries 161 152 | 16.6 +04 | 02 | +05 and Latin merlca' and the Laribbean with a Year

Countries in transition 126 124 128 | 407 | +06 | +07 each. North America and Western Europe, with

_ the highest SLE, experienced the lowest increase

Sub-Saharan Africa 7.8 85 7.0 +1.1 +1.1 +1.0 0.2 )

Arab States 102 | 107 9.6 +04 | 402 405 £ years).

Central Asia 115 | 116 | 114 +07 | 406 0.7

East Asia and the Pacific 11.2 11.3 11.0 +1.0 +0.9 +1.1 .

South and West Asia 9.1 9.7 8.4 +06 = +03 | +1.0 Eal'lv Ch"dhOOd care

Latin America and the Caribbean 131 128 | 133 +1.0 | 407 | 411 and education

North America and Western Europe = 16.4 15.3 17.0 +0.2 -05 +0.4

. J J +1. +0. +1. . .
Central and Eastern Europe 12.8 12.8 12.8 1.0 0.9 1.0 Early childhood care and education (ECCE)
Source: Statistical annex, Table 4. consists of.a range o‘flprogramm.es, all aimed
at the physical, cognitive and social development
Figure 2.1: Gross and net enrolment ratios in pre-primary education, 2002
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of children from birth up to their entrance in
primary school. The provision of ECCE varies
greatly among countries in terms of content, age
groups covered, duration in years and number of
hours attended. It has yet to become a public
policy priority in some countries, which see it as a
domain for private initiative. By contrast, at least
one year of pre-primary education is compulsory
in countries as diverse as Denmark, Israel, Latvia,
Myanmar, the Netherlands, the Republic of
Moldova and ten Latin American and Caribbean
nations (see Umayahara, 2005, and UNESCO-
OREALC, 2004).

Monitoring ECCE

The education component of ECCE programmes
discussed here is based on pre-primary education
data that have been included in UNESCO'’s
surveys of education since the late 1950s. Pre-
primary education is defined as level O of the
International Standard Classification of Education?
(ISCED) and is normally designed for children
aged 3 and above. It constitutes the formal
component of ECCE. Monitoring the childhood
care component of ECCE is more difficult, as data
are scarce. This section focuses on changes in
participation in pre-primary education between
1998 and 2002, complementing the discussion of
quality in ECCE programmes in the 2005 Report
and paving the way for a comprehensive analysis
of ECCE, which will be the theme of the 2007
Report.

Participation in pre-primary education
Participation in pre-primary education varies
widely both among and within the EFA regions.
Figure 2.1, displaying gross enrolment ratios
(GERs) and net enrolment ratios (NERs),
demonstrates this point. The GER is the ratio of
all children enrolled at a given level of education
to the population of children in the age range
typically covered by that level (e.g. ages 3-5 for
pre-primary and 6-11 for primary education).
Because it includes younger children who enrol
early and older children who enrol late or repeat
grades, it can exceed 100%. The NER takes into
account only children in the official age range.

Pre-primary education is well developed in
most North American and European countries
and in several countries of Latin America and the
Caribbean and of East Asia and the Pacific. By
contrast, it is underdeveloped in sub-Saharan
Africa, where the median GER is below 10%, and
in the Arab States ([median GER about 18%),
Central Asia [29%) and South and West Asia (32%)
(see statistical annex, Table 3).

Progress between 1998 and 2002 was limited
(Figure 2.2). The GER even decreased significantly
in several countries, notably Bangladesh, Brunei
Darussalam, Irag, Kuwait, Morocco and the
Palestinian Autonomous Territories. On the
positive side, sharp increases in the GER (by more
than ten percentage points) were observed in
countries as diverse as the Islamic Republic of
Iran, Panama, Papua New Guinea and the United

Participation

in pre-primary
education varies
widely both among
and within the

EFA regions

2. See glossary
for explanation.

Latin America and the Caribbean

North America and Central and
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Arab Emirates. India, where efforts are being made
to expand the pre-primary facilities through the
Integrated Child Development Services and several
other programmes, particularly in rural areas
(Govinda and Biswal, 2005a), also made notable
progress, with its GER increasing from 19.5% to 34%.

Gender disparities in ECCE

Gender disparities in pre-primary enrolment
(Table 2.2), as measured by the gender parity
index (GPI), are less pronounced than at other
levels of education. In all countries for which data
are available in the Arab States, and Central and

Figure 2.2: Change in gross enrolment ratios in pre-primary education between 1998 and 2002
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Table 2.2: Gender parity index of gross enrolment ratios
in pre-primary education, 2002

Eastern Europe, boys predominate, while girls
predominate in many countries of East Asia and
the Pacific, Latin America and the Caribbean and

. . . Disparities in favour of boys
in sub-Saharan Africa. Particularly low GPls

(34 countries)

Disparities in favour of girls
(29 countries)

(below 0.90) characterize Morocco, Oman and Countries GPI (/M) | Countries GPI (F/M)

Sudan, in the Arab States region, and Nepal and Sub-Saharan Africa

Pakistan, in South Asia, though some of them Comoros 0.91 Uganda 1.04

have made significant progress since 1998. B ALEED BN WEEERIE ol

Morocco’s GPI increased from 0.52 in 1998 to 0.62 Le.smho — — —
Nigeria 0.94 Guinea-Bissau 1.05

in 2002 (though it is still the lowest in the table) Benin 095  Congo 1.06

and Nepal's from 0.73 to 0.86 (see statistical Seychelles 0.96 Senegal 1.10
annex, Table 3). S. Tome/Principe 111
Namibia 1.30
Arab States
Primary education —_— —
Oman 0.84
. ) . Sudan 0.86
Worldwide, progress towards universal primary Qatar 0.92
education (UPE) has been slow since Dakar - Jordan 0.93
the global NER in primary education increased \S(em;" ’ 823
by only one percentage point, from 83.6% in 1998 S;:a'n /:.aR'.a 0.0 Assuring timely
to 84.6% in 2(.JO.2 [Table 2.3). The.re are still Bahrain 0.94 access of all
nearly 100 million ch|ldrer'1 of primary school Egypt 0.95 children to
age who are not enrolled in primary schools, Palestinian A, T. 0.96 the first arad
and quality remains a major issue worldwide, Clanpae: 096 the TIrst grade
as discussed in the 2005 Report. Most of sub- _ Central Asia is crucial if UPE
Saharan Africa, South and West Asia, and the LTJZ_t_’E_k'tSta” 832 ieorg'f’ 133 is to be achieved
. . . . . ajiKistan b rmenia d
Arab States still combine low participation with Kylrgyzstan 0.5 R 114 by 2015

insufficient school supply. At the same time, T SIS
though, these are the regions where enrolment China 0.92

Philippines 1.04

ratios have been increasing most rapidly and Papua N. Guinea 0.93 Lao PDR 1.05

there is evidence that the gender gap is Viet Nam 0.94 Cambodia 1.05

narrowing, albeit too slowly to reach the Dakar Macao, China L :\::fr‘]fsiz 133

. . . 1 J

goal of parity in primary and secondary school Palal e

enrolment by 2005. TR 116

Tonga 121

Access to primary education Niue 1.23

Assuring timely access of all children to the first —— -
grade is crucial if UPE is to be achieved by 2015. South and West Asia

Intake rates provide a measure of access. The Nepal . Bangladesh Lo7

Pakistan 0.88 Iran, Isl. Rep. 1.12

gross intake rate (GIR) is the total number of new
entrants into the first grade of primary education,

Latin America and the Caribbean

St Kitts/Nevis 0.90 Jamaica 1.05
regardless of age, expressed as a percentage of B. Virgin Is 0.95 NS 1.05
the population at the official primary-school El Salvador 1.06
entrance age. It can be higher than 100% if Belize 107
younger or older enrolment ages are frequent. Salillisia 114
The net intake rate (NIR) includes only entrants North America and Western Europe

Germany 0.95 Greece 1.04

who are of the official entrance age, and is thus
a more accurate measure of timely access to

Central and Eastern Europe

. 3 Turkey 0.94
primary schooling. Latvia e
A wide discrepancy between the two indicators T ] —
implies that rules defining the official entrance Slovenia 0.96

3. However where the official
entrance age is not actually
the most frequent entrance
age, the NIR can seriously
underestimate access.

age are not rigidly enforced or that obstacles to
access exist, such as high costs or an inadequate
supply of schools. GIRs well above 100% are the

Note: Countries at gender parity (GPI of 0.97 to 1.03) are not included.
See source table for detailed country notes.

Source: Statistical annex, Table 3.



42 / CHAPTER 2

Figure 2.3: Gross and net intake rates in primary education, 2002

200
HNR @GR Sub-Saharan Africa * Arab States
2
150 >
=3 *
8 ’,004 o
£ 100 ¢ TR R ’000””
2 oot ee T T ** %8 im 8
= ”’Eass : : eI TE ; i oo
50 ’ i H """"" H OB W W OW WO W OEEEE W U S————
OOﬁsge.E.gﬁ.sgggg.sgggw T 8 3 3 2 S8 S S S 5 E+-E8888 558388 Q8
£2 2S5 EgE 252388 33E82385¢85 SE858<235228E55:8¢<
] 585838 28¥s38 3£2EIf3825z8 21985238527 € s
= I s = > o E 2 g3 - [ 5 = - = w S
E 3 » @ 8N S 3 S o 3 2 = < &
] o S =2 T - 1% 3 N
w =} = =}
(=
Note: Only developing countries are included. See source table for detailed country notes.
Source: Statistical annex, Table 4.
Figure 2.4: New entrants into primary education: distribution by age group, 2002
Sub-Saharan Africa Arab States Central Asia East Asia and the Pacific
N AR R N Nl T s
R S R R R REEE RN RE R R R AR R O R AR RN R R R R R R R RN s
@
=4
S
E 60 # W BN N W W W W N N W OEOE B N W N N W N N N O O O N O R B W B N N N B B B N N N N N BN N N F N N N NN N N N N N N N N O
[}
g
[ =
IS
e N EEE N EEE R R R R R R R R R R R R R R RE R R R R R R R R R R R B R R RO e
=
o
B
o S R A RRERERERSRERRRSRESESESESESERRSEREEEEEER RS REREENE S RHEEHEEE R R R N
0cucvhmcmmwmg:momoomumwmmwm‘—mm Ny EEgSS-—EQE S sy C S S S © O C NV © =0 5 (5]
§25c2EE-22SSE85£E2ERSEE58cE58:2 €558 5F 3852855 cE58855 gEcEETEEeSE
S58805SESES=SLEQGFREZESEDSIZSE E£<5585E65TcsSssof 2RE2E82352 £53558 S5S828
2E D Scogz 0838y UPIZTSS=6 S S EcsS82I°9PcEs5882= SSE2X3E 58g°8 S8R g X
5588 s2g— @ S eN S E =8 LS §58 = SO=:09 2880 T©T=S S L%
S S 5 2= > T g= = T = =28%858 == g= > 2
sS= 3 EN o O <& T B X o ] o
I = S @ o = -2
I
B 2ormoreyearsolder [ lyearolder I Atofficialage M Younger

Source: UNESCO Institute for Statistics database.

rule rather than the exception (Figure 2.3). It is
quite common for a country to combine a GIR
above 100% with an NIR below 50%, particularly
in sub-Saharan Africa (e.g. Botswana, Equatorial
Guinea, Madagascar, Mozambique, South Africa,
Togo and Zimbabwe), but also in some Arab
States (e.g. Mauritania and the United Arab
Emirates) and in countries with fairly well-
developed education systems [e.g. Indonesia,
Nicaragua and the Philippines). Delayed entry is
very frequent, especially in sub-Saharan Africa,

and in Latin America and the Caribbean, while
early enrolment is frequent as well in many
countries in all regions (Figure 2.4).

Forty per cent of sub-Saharan African
countries for which data are available have
GIRs below 95%, meaning that access to
primary schools remains an issue. This is
especially so for poor rural children (particularly
girls]. Low GIRs are most common in
francophone countries (Burkina Faso, Congo,
Djibouti, Mali and the Niger have GIRs below
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60%). In a majority of countries, however, GIRs
rose between 1998 and 2002. This was
particularly the case in some of the countries with
the lowest rates, which recorded impressive
progress over that period: Guinea, the Niger,
Senegal, the United Republic of Tanzania and
Yemen had increases of 30% or more (see
statistical annex, Table 4). Exceptions to this
trend include Oman, whose GIR declined by

more than 12%.

School participation

Between 1998 and 2002, total enrolment in
primary education rose from 655 million to

671 million children (Table 2.3). Encouragingly,
sub-Saharan Africa, and South and West Asia
saw the highest increases in enrolment, nearly
20 million children each, translating into GER
increases of 11.2 percentage points in the former
and 7.4 percentage points in the latter. Enrolment
remains a challenge in sub-Saharan Africa, still
facing high fertility: the region’s school-age



By 2010, 10%
of school-age
children in sub-
Saharan Africa
may be orphaned
by HIV/AIDS,
other diseases
and armed
conflict
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4. Primary education in
Brazil was defined as
lasting six years in 1998
but four years in 2002, so
data for the two years are
not comparable.
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Table 2.3: Enrolment in primary education by region, 1998 and 2002

Total enrolment

Gross enrolment ratios Net enrolment ratios

1998 2002 Difference 1998 2002 | Difference 1998 2002 | Difference
(Thousands) % % % (perc_entage % % (perc_entage
points) points)

World 655343 = 671359 16 015 2 101 104 31 83.6 84.6 1.0
Developing countries 569072 = 589291 20219 4 100 104 3.6 82.0 83.2 12
Developed countries 70399 67 880 -2519 -4 102 101 -15 96.6 95.6 -0.9
Countries in transition 15872 14187 -1685 | -11 101 106 5.1 85.4 89.1 &7
Sub-Saharan Africa 81319 = 100670 19351 @ 24 80 91 11.2 56.2 63.5 73
Arab States 34725 37137 2411 7 90 9% 41 78.1 82.6 45
Central Asia 6891 6 396 495 | -7 99 102 2.7 88.9 89.9 1.0
East Asia and the Pacific 217317 = 207054 = -10263 -5 112 111 -0.6 95.7 92.1 -3.7
South and West Asia 158096 = 175527 17431 11 95 102 74 78.6 82.5 39
Latin America and the Caribbean 78 656 69 498 9158 | -12 121 119 2.0 94.4 96.4 2.0
North America and Western Europe 52 856 51945 911 | -2 103 101 -1.8 96.3 95.3 -1.0
Central and Eastern Europe 25484 23133 -2 351 -9 97 99 2.1 87.2 89.0 1.7

Source: Statistical annex, Table 5.

population is likely to increase by 34 million,

or 32%, between 2000 and 2015. The HIV/AIDS
epidemic, other diseases and conflict are
expected to leave one-tenth of all these children
orphaned by 2010 (Fredriksen, 2005b). Substantial
increases in the school-age population (by about
20%) over this period are also expected in South
and West Asia, and the Arab States.

Meanwhile, the school-age population in
Latin America and the Caribbean will likely
remain constant, and decreases are expected
in East Asia and the Pacific (by 4%), Central
and Eastern Europe (by 17%), and Central Asia

(by 23%). Indeed, enrolment did decline between
1998 and 2002 in East Asia and the Pacific, partly
because China’s birth rate fell. A decline for that
period is also observed in Latin America and the
Caribbean, though this resulted principally from
a change to the definition of primary education
in Brazil.4

Figure 2.5 compares GER and NER in primary
education by country (also see statistical annex,
Table 5). The GER can be understood as a
measure of the overall enrolment capacity of
school systems, in purely quantitative terms.
School systems whose GER is at or above 100%

Figure 2.5: Gross and net enrolment ratios in primary education, 2002
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can be considered as having the capacity to Figure 2.6: Net enrolment ratios in primary education, 1998 and 2002

accommodate all children of primary school age,

even if they do not do so, i.e. if the NER is below 100

100%. A sharp discrepancy between the GER and ¢ Cce é

the NER indicates that enrolled children do not Above the line:

progress regularly through the grades and that NERs increased since 1998 Moroco® -
the system’s internal efficiency could be Lesotho & om®, 3
improved. This is the case in many countries in ‘ +./0

. . . 80 ‘
sub-Saharan Africa (e.g. Equatorial Guinea, Madagascar & ¢

Gabon, Lesotho, Madagascar, Mozambique, ¢
Nigeria and Rwanda), and in India and Nepal. _ o . b

Several countries are characterized by GERs U-R Tanzania® - Senegal
considerably below 100% and NERs of 50% or

Guinea®
. N S * o
under, e.g. Burkina Faso, Djibouti, Eritrea,

60 *.

NERS 2002 (%)

Ethiopia, Mali and the Niger.

About two-thirds of the countries with data
available registered higher NERs in 2002,
including almost all countries that had NERs
below 80% in 1998 (Figure 2.6). Increases were

Mozambique ¢ °®

Ethiopia &
Eitea® ¢

particularly substantial (above 20%) in seven ol

. . . L iger &
sub-Saharan African countries (Eritrea, Ethiopia, .
Guinea, Lesotho, Madagascar, the Niger and the ° Below the line:
United Republic of Tanzania) and two Arab States NERs decreased since 1998
(Morocco and Yemen). Several of the countries
recording increases recently abolished school

fees, including Guinea, Lesotho and the United 20 20 60 80
Republic of Tanzania. In the Niger, the NER NERs 1998 (%)
increased by almost one-half, from 26% to 38%, ] )

. 4 Sub-Saharan Africa @ South and West Asia
after the government took measures to increase ) ) )

L. - d d lth h th @ Arab States O Latin America and the Caribbean
pI“OVISIO'n mun erlserve e_]reas‘ alt oug the ) A Central Asia A\ North America and Western Europe
country’s 2002 ratio remains among the world’s East Asia and the Pacific
lowest. Benin provides another interesting case

of po li cy efforts towards im p rovin gsc hool Note: See source table for detailed country notes.

Source: Statistical annex, Table 5.

participation among the disadvantaged (Box 2.1).
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Closing gaps in participation in primary education:

the case of Benin

School attendance by children aged 6 to 14 increased

from 44% in 1996 to 55% in 2001, reducing socio-
economic disparities in attendance (Figure 2.7).
Girls, children living in rural areas, poor children
and children living in households whose head had
a primary education benefited particularly. This
improvement may be the result of the reform of

schooling practices in relation to girls.

Figure 2.7: Changes in net attendance rates by population group in Benin, 1996 and 2001
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Sources: Demographic and Health Survey, Benin, 1996 and 2001; Benin (2001).

Table 2.4: Number of out-of-primary-school children, 1998 and 2002

World

Developing countries
Developed countries
Countries in transition

Sub-Saharan Africa

Arab States

Central Asia

East Asia and the Pacific

South and West Asia

Latin America and the Caribbean
North America and Western Europe
Central and Eastern Europe

Total

106 724

102 052
2 367
2304

44 581
8491
775
8309
35722
3620
1885
3340

Note: Figures may not add to totals due to rounding.

Source: Statistical annex, Table 5.

1998

Male
Thousands

45 316

42971
1210
1135

20 648
3501
375
4158
12534
1623
967
1510

Female % female
61 408 58
59 081 58

1157 49
1170 51
23933 54
4991 59
400 52
4151 50
23189 65
1997 55
918 49
1830 55

Total

99 876

95 459
2949
1468

40 370
6906
635
14782
30109
2084
2421
2569

2002
Male Female
Thousands

45030 54 846
42701 52 758

1593 1356
736 732
18 367 22003
2882 4025
294 341
7410 7372
12 698 17 411
858 1226
1320 1101
1203 1366

primary education since 1992, which has focused
on fostering the education of girls and women.
In 1996, school fees were abolished for girls in
rural areas and a network of parents, teachers,
non-governmental organizations, students and
community leaders was set up to change family

% female

55

55
46
50

55
58
54
50
58
59
45
53
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Out-of-primary-school children

Despite the continuing increase in enrolment in
primary education, about 100 million children of
primary school age were not enrolled in primary
school in 2002 (Table 2.4), though the number has
decreased by nearly 7 million since 1998. Some
55% of the world’s out-of-primary-school children
are girls, down from 58% in 1998. Sub-Saharan
Africa, and South and West Asia together account
for 70% of the global total. Nineteen countries
have more than 1 million out-of-primary-school
children, including ten in sub-Saharan Africa
(where countries with relatively small populations,
such as Burkina Faso, Mali or the Niger, thus face
a huge challenge) and the largest three South
Asian countries (India, Pakistan and Bangladesh].

These figures slightly overstate the actual
number of out-of-school children, however, as
they include children enrolled at levels other than
primary. As Box 2.2 explains, work is under way
to improve these statistics.

Internal efficiency of the primary
school system

Grade repetition
Once enrolled, most children should progress
regularly through the grades, provided they have
access to schools of good quality. The incidence
of grade repetition can thus be interpreted as a
proxy for school quality and student achievement,
although repetition depends heavily on promotion
policies that make it very context-specific. There
is much debate about the pedagogical usefulness
of repeating a grade. Some countries
automatically promote pupils from one grade to
another, while others apply strict promotion rules
based on achievement, as the 2005 Report
showed. That being said, the incidence of grade
repetition deserves examination, and reducing
it is a policy priority in many national education
plans. The percentage of repeaters in primary
education was below 3% in 2002 in a majority
of countries for which data are available (see
statistical annex, Table ). However, the
percentages are much higher - above 15% -
in more than half the countries of sub-Saharan
Africa, peaking at 34% in Gabon and 40% in
Equatorial Guinea. Proportions of repeaters close
to or above 20% are found in Brazil, Guatemala,
the Lao People’s Democratic Republic,
Mauritania, Morocco and Nepal.

Initiatives to reduce grade repetition have been
taken in several countries. For example, Burkina
Faso, Mali and the Niger have attempted to bring

How many children are out of school?

The number of out-of-school children is probably the most widely cited
education statistic, yet it is difficult to compute accurately. The numbers

in Table 2.4, for instance, represent all children of primary school age who

are not enrolled in primary schools, whether actually out of the school system
or enrolled at other levels. Therefore, they are overestimates.

The UNESCO Institute for Statistics (UIS) and UNICEF have been working
together to improve the estimation of the out-of-school figures:

® On the basis of administrative data, the UIS has estimated that, in 2002,
0.8% of all children of primary-school age were enrolled in pre-primary
schools, and 2.3% in secondary schools. A first step, then, is to stop
including children of primary school age who are actually enrolled in
secondary schools, thus reducing the global figure to 85.5 million in 2002.
Unfortunately, a lack of reliable data prevents a similar exclusion of

children enrolled in pre-primary schools.

© Administrative data will be supplemented wherever possible with
household survey data, which may be more accurate as far as actual
attendance (as opposed to enrolment, measured by the number of children
registered at the beginning of the school year) is concerned. However,
unlike administrative sources, nationally representative household surveys
providing cross-comparable education data are not available annually.
This raises a challenge in generating the time-series data needed to

monitor progress towards UPE.

the percentage of repeaters down to 10% by
creating three subcycles within the primary
education cycle, disallowing repetition within
each subcycle and restricting it between them
(Damiba, 2005b). Only the Niger succeeded in
reaching the target, though, reducing the
percentage of repeaters from 12.2% in 1998 to
7.3% in 2002. The decrease in Burkina Faso was
moderate (from 17.7% to 15.1%), while in Mali
the share of repeaters in total enrolment actually
rose (from 17.4% to 19.8%), suggesting that the
new rules were not effectively implemented.

Retention

Retention of children until the last grade of
primary school is another major challenge for
education policy. In about one-third of countries
for which data are available for 2001, less than
two-thirds of a cohort of pupils who had had
access to primary school reached the last grade.
Such low survival rates to the last grade of
primary education are found in nearly 70% of
sub-Saharan African countries, as well as in
Bangladesh, Cambodia, India, the Lao People’s
Democratic Republic, Nepal, Papua New Guinea
and a few countries of Latin America and the
Caribbean. The lowest rate is Malawi's (22%).

Retention of
children until

the last grade

of primary school
is a major
challenge

for education
policy



5. Cohort completion

rates following this
approach are computed
as the product of the
proportion of graduates
from primary school
(computed as the number
of graduates divided by
the percentage of new
entrants in the last grade)
and survival rates to the
last grade.
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Figure 2.8: Survival rates to the last grade of primary education, 1998/1999 and 2001/2002
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Note: Only countries with a survival rate below 95% in at least one year are included. See source table for detailed country notes.

Source: Statistical annex, Table 7.

Figure 2.8 shows that there has been limited
change in survival rates since 1998, although
significant improvement took place in several
countries, e.g. Cambodia, the Lao People’s
Democratic Republic, Namibia, Rwanda and
Zambia. On the other hand, sharp decreases
took place in Cameroon, Chad, Malawi and
Papua New Guinea.

School completion

UPE will be achieved only when all children

have access to and complete primary school.
Estimating completion rates raises
methodological issues; indeed, there is no
consensus on the very notion of completion.
Should one consider as having completed primary

Figure 2.9: Survival rate to the last grade of primary education and percentage
of primary school completers, selected countries, 2001
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Sources: Statistical annex, Table 7; UNESCO Institute for Statistics database.
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Togo
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Costa Rica
Mongolia
Kyrgyzstan
Mauritius
Belarus
Tajikistan

education all pupils who reach the last grade of
primary education, or only those students who
complete it successfully? And how should
differences among countries in the definition of
‘success’ be handled?

Moreover, most completion indicators
currently available are gross rates that include all
children of a cohort and do not distinguish
between children who do not complete primary
education because they had no access to it in the
first place and those who were enrolled but failed
to reach or complete the last grade. Only the
latter are relevant to an assessment of the
internal efficiency of a school system; as with the
computation of survival rates, it is preferable to
focus on children who did have access to primary
education and to estimate how many of them
successfully completed it.>

Figure 2.9 thus displays, for selected
countries, survival rates to the last grade of
primary schooling and the proportion of students
in that grade who completed it in 2001. In most
countries, not all pupils who reach the last grade
of primary education complete it. This
phenomenon is particularly marked in sub-
Saharan Africa. While both school retention and
completion often reflect the state of education
quality, in some countries the latter may also
indicate that strong selection policies are being
applied because the number of places available in
lower secondary education is limited. Therefore,
improving the quality of education and expanding
access to secondary education are conditions for
UPE to be fully achieved.
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Gender disparities in primary education with particularly low GPIs (under 0.75). As Gender disparities
Gender disparities in primary education first and Figure 2.10 shows, however, dramatic progress in primary
foremost stem from disparities in enrolment in was made between 1998 and 2002 in many education first
the first grade. About 60% of the 159 countries for countries, notably Cote d'lvoire, Ethiopia, Guinea, df t st
which data are available had achieved gender Lebanon, Mali, Mozambique and Yemen. There is an or.emo§ .S em
parity in the intake rate by 2002 (see statistical much variation within South and West Asia: from dISpaI'ItI'ES
annex, Table 4). Most of these countries are in Pakistan has one of the world's lowest GPls in enrolment in
North America and Western Europe, Central and (0.73]); India and Nepal have made much progress the first qrade
Eastern Europe, Latin America and the since 1998 and nearly reached gender parity in
Caribbean, Central Asia, and East Asia and the 2002 (India’s GPI increased from 0.84 to 0.96 and
Pacific. Significant gender disparities in intake Nepal's from 0.78 to 0.92); Bangladesh, the
rate remain in countries such as Burkina Faso, Islamic Republic of Iran, the Maldives and Sri

the Central African Republic, Chad and the Niger, Lanka had already reached parity by 1998.

Figure 2.10: Gender disparities in GIRs in primary education, 1998 and 2002
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Note: Only countries with GPI below 0.97 or above 1.03 in at least one of the two years are included. No data are available for Pakistan for 1998. See source table for detailed country notes.
Source: Statistical annex, Table 4.
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Once enrolled, Progress is being made regarding gender
qms tend to parity in enrolment, as 104 countries out of the 180

perform better
than boys

for which 2002 data are available have achieved
parity in primary education as measured by the
GPI of gross enrolment ratios (see statistical
annex, Table b). Major gender disparities that
impede girls are now concentrated in the Arab
States, South and West Asia and sub-Saharan
Africa, though the situation has improved
considerably since 1998 (Table 2.5).

Table 2.5: Gross enrolment ratios by gender in primary education, by region,

1998 and 2002

Gross enrolment ratios

1998 2002

Male | Female = gpj Male | Female | gp|

% % (F/IM) % % (F/M)

World 104.5 96.3 0.92 106.6 100.4 0.94
Developing countries 104.9 95.5 0.91 107.3 100.3 0.93
Developed countries 101.8 102.3 1.00 100.7 100.4 1.00
Countries in transition 101.1 99.9 0.99 106.0 105.1 0.99
Sub-Saharan Africa 86.8 73.1 0.84 97.9 84.3 0.86

Arab States

95.7 83.5 0.87 98.6 88.8 0.90

Central Asia 99.5 98.4 0.99 102.5 100.7 0.98
East Asia and the Pacific 1121 111.0 0.99 111.7 110.2 0.99
South and West Asia 102.9 85.6 0.83 106.2 97.5 0.92

Latin America and the Caribbean 1229 | 1199 0.98 120.8 118.0 0.98
North America and Western Europe ~ 102.1 103.0 1.01 100.9 100.7 1.00
Central and Eastern Europe 99.3 95.3 0.96 100.8 98.1 0.97

Source: Statistical annex, Table 5.

Figure 2.11: Changes in gender disparities in GERs between 1998 and 2002

Figure 2.11 indicates that very rapid progress
towards gender parity can be achieved in poor
countries with low enrolment ratios, as
demonstrated by Afghanistan, Benin, Chad,
Ethiopia, the Gambia, Guinea, India, Morocco,
Nepal and Yemen. Even so, several of these
countries still have GPIs below 0.80 of their GERs.
Afghanistan’s GPl is the world's lowest, although
it recovered from 0.08 in 1998 to 0.52 in 2002.

Once enrolled, girls tend to perform better
than boys. This may reflect gender-differentiated
attitudes to learning or, more simply, the fact
that in countries where fewer girls than boys
are enrolled, the average female student tends
to come from a more privileged socio-economic
background than the average male student.
Figure 2.12 shows that repetition rates are
higher for boys than for girls, but even in some
countries of the three regions where gender
disparities favouring boys are most pronounced
(sub-Saharan Africa, the Arab States, and South
and West Asia), girls’ disadvantage is barely
significant. In particular, in Latin America and
the Caribbean, higher grade repetition and
lower survival rates for boys result in girls being
in the majority at the secondary and tertiary levels
(see statistical annex, Table 7).

Survival rates are also generally higher for girls
than for boys everywhere except sub-Saharan
Africa and Central Asia, where males’ survival
rates are higher in a majority of countries (see
statistical annex, Table 7).
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Note: Countries with a GPI between 0.97 and 1.03 in 1998 or 2002 are not included. No data for Pakistan in 1998. See source table for detailed country notes.
Source: Statistical annex, Table 5.
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Figure 2.12: Percentage of repeaters in primary education, 2002
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The increases in enrolment ratios and GPls

The achievement

between 1998 and 2002 are substantial. They are
changing the global picture by generating massive
demand for secondary and tertiary education.
Meeting this demand will be a major education
policy challenge in coming decades.

of Education

for All depends
on progress in
secondary and
tertiary education
as well as in basic

Secondary and tertiary education

education

The achievement of Education for All depends
on progress in secondary and tertiary education
as well as in basic education. Both the EFA
goals and the Millennium Development Goals
include achieving parity in enrolment for girls
and boys at the primary and secondary levels
by 2005 and gender equality at all levels of
education by 2015.
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Secondary education

The number of secondary students in the world
rose substantially between 1998 and 2002, from
430 million to almost 500 million — more than four
times the increase in the number of primary-
school students. The global GER at this level went
up from 60% to 65% as a result of increases in
the number of children completing primary
school and the proportion going on to secondary
school.

The transition to and participation

in secondary education

Transition rates increased from 1998 to 2002 in
most countries (Figure 2.13). High transition rates
are now widespread. Half the developing
countries for which data are available have
transition rates above 80%, and rates generally
exceed 90% in developed countries and countries
in transition. A small group of countries still had
rates below 70% in 2002, as low as 20% in the

United Republic of Tanzania. Rates also fell
substantially in the Dominican Republic, Ghana,
Guinea and Madagascar.

In three out of four countries in the world,
home to 80% of children of secondary school age,
lower secondary education is compulsory (see
statistical annex, Table 4). Nevertheless, of the
109 countries for which data are available and in
which lower secondary education is compulsory,
41 have transition rates below 90%.

Regional patterns of participation in secondary
education are similar to those observed for
primary education, but the contrasts are sharper.
Generally, OECD countries have almost achieved
universal secondary education. High secondary
GERs are found in Central and Eastern Europe,
Central Asia, and Latin America and the
Caribbean. Levels of participation vary widely in
the Arab States (regional average: 65%), and East
Asia and the Pacific (71%). The lowest average
regional GERs are those of sub-Saharan Africa

Figure 2.13: Transition rates from primary to general secondary education, 1998/1999 and 2001/2002
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Figure 2.14: Change in secondary gross enrolment ratios between 1998 and 2002
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Notes: Only countries with comparable data for both years are included. See source table for detailed country notes.

Source: Statistical annex, Table 8.

(28%), and South and West Asia (50%) (see
statistical annex, Table 8).

Figure 2.14 displays changes in GERs between
1998 and 2002 at the country and regional levels.
Increases exceeding five percentage points
occurred in about half the countries. Increases
were especially high in Latin America and the
Caribbean, and in East Asia and the Pacific. In
sub-Saharan Africa, GERs grew by more than
15% in more than half the countries, including
Ethiopia, Guinea, Mali, Mozambique, Rwanda and
Zambia, and that of Uganda doubled, albeit from
a very low initial level. In contrast to the global

trends, substantial decreases were recorded in
some countries that already had low enrolment
rates in 1998, among them Swaziland and
Vanuatu.

Grade repetition in secondary education

Grade repetition is an issue in secondary as well
as in primary education. In general, countries with
high repetition rates at the primary level also have
high rates at secondary level (see statistical
annex, Table 8). Grade repetition is especially
frequent in sub-Saharan Africa, where the
percentage of repeaters exceeds 10% in half the
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countries. In Burkina Faso, Burundi and Congo,
about one-third of secondary students were
repeating a grade in 2002.

Tertiary education

The number of students in tertiary education
worldwide has continued to increase rapidly, from
90 million in 1998 to 121 million in 2002, an
average of more than 7% per year. Growth rates
for tertiary education in developing countries are,
on average, more than twice those observed in
developed countries. China’s growth of 24%
annually accounts for one-third of the global
increase.

Access to tertiary education is expanding in
the vast majority of countries for which data are
available. Two-thirds of all countries had
increased their GERs by more than two
percentage points between 1998 and 2002
(Figure 2.15). The highest absolute increases
were observed in developed countries, but rises
of more than ten percentage points were
observed in Argentina, Bahrain, Cuba, Mongolia,
the Palestinian Autonomous Territories and
the United Arab Emirates.

Gender disparities in secondary
and tertiary education

Secondary education

Gender disparities at the beginning of secondary
education stem from disparities at the primary
level as well as from the transition to secondary
education. Figure 2.16 illustrates the relationship

between gender disparities in the gross intake
rate to the last grade of primary education and
the transition rate from primary to lower
secondary education.t Of the 134 countries for
which data are available for 2001, 89 have
achieved gender parity in the transition rate or are
close to doing so. Even countries with relatively
weak education systems, such as Benin,
Guatemala, Mozambique and the Sudan, have
reached gender parity in the transition to
secondary schooling, and gender disparities in
favour of girls are observed in many countries
(India, Morocco and Ugandal.

Meanwhile, several countries stand out as
having lower intake rates to the last grade of
primary education, and lower transition rates
to secondary education, for girls than for boys.
These are the same countries already identified
as still having underdeveloped primary school
systems, e.g. Burkina Faso, Cambodia, Chad,
Djibouti, Eritrea, Ethiopia, Mali, Mauritania, and
the Niger. A qualification is that gender disparities
in the transition rate are often less pronounced
than those in various variables pertaining to
primary education. In Burkina Faso, Ethiopia and
the Niger, a boy's chances of completing primary
education are 1.5 times higher than a girl's, but
his chances of making the transition to secondary
education are ‘only’ 1.1 times higher.

Overall, however, progress since 1998 has
been slight in countries still experiencing gender
disparities in transition rates (see statistical
annex, Table 7). Gender disparities in gross

Figure 2.15: Changes in the tertiary gross enrolment ratios between 1998 and 2002

GERSs (%)

80

60

40

20

Sub-Saharan Africa

}
>
»
>
F
e
>
>

Arab States

East Asia and
the Pacific

Central Asia

il

»

A

TATT AAA

—»

|..“‘A‘AAAAAAAAA 'y 4
= T TS 5 YT O OB OT © ST T Y T 9 o® g © 2SS 9 = c®m S c © ; T8 N T ST ® T ©
SEI3TgS8SEScE285226288 £288EsSges5g+-86" S8=§5s88 s58gg8282g2288
T = =1 SEE S c 88 02 E S o= o & @2 2 = ¢ S0 D2 o2 a £ LS ZLc8aoad8c =5
ZE 3 DL S S E S = =] = =4 = E 3 & < = © < < 1] ? @ = = £ o ]
2 8 =] < S S = = £ = s > S s =8 < 2”8 D5 = < = ®
SESED>5SESE S50 RzeE<CS E5 ZFOISYREBEcL e =28 S8R 285 8°sEESEBCOZ
=3< Ds3NEOD 2> S2EZScS 5 < = 0 E ST I =558 B < o= < 2 N
= o = o g5 3 = w= = = T 3= = - = = S EF I 8 ©
= amd S 5 = =B = 2 Jusi S8 >3 = = g =
- 5] 3 = 2 <E =2 < 8 @ = 2 S o
- = 1%} 3 . @ — S D
> 3% 5 = S
o

Note: Only countries with comparable data for both years are included. Countries are ranked in ascending order of tertiary GERs in 2002. See source table for detailed country notes.
Source: Statistical annex, Table 9A.
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Figure 2.16: Comparison of gender disparities at the end of primary education and in transition to secondary education, 2001
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enrolment ratios are very common in secondary
education, but they can be in favour of girls as
well as in favour of boys. Only 57 of 172 countries
for which data are available were at gender parity
in 2002; most were in Central and Eastern
Europe, East Asia and the Pacific, Latin America
and the Caribbean, and North America and
Western Europe.

Figure 2.17 displays a scatter plot of the GPIs
of GER against GNP per capita. Striking patterns
obtain. First, gender disparities favouring boys are

found almost exclusively in low-income countries:
GERs for males exceed those for females by more
than 10 percentage points only in countries with
GNP per capita of less than PPP US$3,800 (with
two exceptions: Equatorial Guinea and Turkey).
Second, gender disparities in favour of girls are
observed in a large number of countries with very
different levels of GNP per capita - ranging from
Lesotho to Denmark - which confirms that
gender disparities are not the same phenomenon
for both genders. Disparities in favour of boys are

Figure 2.17: Gender disparities in secondary gross enrolment ratios and GNP per capita, 2002
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wide, and tend to be observed in poor countries
with underdeveloped school systems. Disparities
in favour of girls are much narrower and observed
frequently where school systems are well
developed (most countries with high GERs have
gender imbalances in favour of females). When
access to school is limited because of high direct
and opportunity costs, girls are less likely than
boys to participate in secondary education. When
access is not limited by resource constraints,
more girls than boys participate, especially at

the upper secondary level (UNESCO Institute for
Statistics, 2005, Table 5], and they perform better.
For example, in countries that participated in the
Programme for International Student Assessment
(PISA) study, conducted by the OECD (see below),
female students are significantly less likely than
their male counterparts to be among the lowest-
performing students (OECD, 2004). Boys are more
likely to participate in shorter and less academic
programmes, not leading to tertiary education,
and thus leave the school system earlier (OECD,
2001).

The rapid increase in secondary education
enrolment thus translated into significant
progress towards gender parity between 1998
and 2002, leading to some convergence between
countries with low and high GERs: for nearly four
out of five countries with a GPI of the secondary
GER below 0.80 in 1998, the GPI had improved by
2002, most notably in Cambodia, Chad, Guinea,
India, Uganda and Yemen. An opposite trend,
however, occurred in Djibouti, Equatorial Guinea,
Eritrea, Ethiopia and Rwanda, as well as in
Myanmar and Oman, two countries that were
at gender parity in 1998.

Girls” higher achievement levels in secondary
education are reflected in their lower grade
repetition rates (see statistical annex, Table 8).
Overall, boys repeat grades more frequently than
girls do. Exceptions are found mostly in sub-
Saharan Africa, especially in those countries
where disparities in enrolment also favour boys.

Tertiary education

At the global level, the numbers of female and
male students in tertiary education are almost
on a par; at the country level, however, gender
parity is exceptional, found in only 4 of the 142
countries for which data for 2002 are available
(Cyprus, Georgia, Germany and the Palestinian
Autonomous Territories). Gender disparities
favouring females are even more frequent than
in secondary education, but follow very similar

GER
1998
is:

patterns: enrolment ratios for women are higher
than those for men in half the developing

countries (47 out of 93] and in most developed Gender parity
countries and countries in transition (42 out of is exceptional
N | 0 I | . .
49); they are hlgher by 50% in one country in 6. in tertiary
Consistent with patterns at primary and .
education

secondary level, gender disparities favouring men
are found in most countries of sub-Saharan
Africa, and South and West Asia, in some of the
Arab States, and in a few Central Asian countries.
Overall, the expansion of tertiary education
between 1998 and 2002 particularly benefited
women, as Figure 2.18 shows.

Figure 2.18: Change in gender disparities in tertiary gross enrolment ratios
between 1998 and 2002
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Learning outcomes

Besides progress in terms of school participation,
achieving Education for All requires
improvements in the quality of learning
throughout the school system. As quality was the
main theme of the 2005 Report, the discussion
here focuses just on newly published data on
learning outcomes, in line with the emphasis on
measurable achievements in the formulation of
the sixth EFA goal. These data come from the
2000-2002 survey of the Southern and Eastern
African Consortium for Monitoring Educational
Quality (SACMEQ 11)7 and the 2003 rounds of the
Trends in International Mathematics and Science
Study (TIMSS)8 and the Programme for
International Student Assessment (PISA).?

While the quality of education is certainly
not limited to learning outcomes, achieving high
mastery levels is the ultimate objective of any
school system. SACMEQ Il data (Figure 2.19)
show that quality is a major issue in all the
sub-Saharan African countries covered, although
to a varying extent. While hardly any student
who participated in the survey in Malawi, Lesotho
or Zambia reached one of the highest four levels
of the SACMEQ numeracy scale, more than

Figure 2.19: Results of SACMEQ Il (2000-2002): numeracy skills of Grade 6
students in sub-Saharan Africa
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one-third did so in Kenya, Mauritius and the
Seychelles. As the previous sections show, the
two latter have distinctly better quantitative
indicators than countries of mainland sub-
Saharan Africa.

Low levels of learning achievement are
also of concern at higher levels of education.
TIMSS 2003 data (Figure 2.20) on Grade 8
students, corresponding to lower secondary
education, show a marked contrast between
countries that combine high enrolment ratios
with high achievemnent levels (notably those of
Europe, North America and some East Asian
countries)'0 and countries where lower
participation goes hand-in-hand with much
lower achievement. Most students do not reach
the low benchmark in mathematics in the
participating sub-Saharan African countries
(Botswana, Ghana, and South Africa) or in Chile,
Morocco, the Philippines and Saudi Arabia.
Underachievement is a concern not only in
other developing countries participating, but
also in Central and Eastern Europe, where in
several countries about 20% or more of Grade 8
students can be considered low achievers in
mathematics.

PISA 2003 data yield similar results
(Figure 2.21) and show that much remains to be
done to improve achievement in middle-income
countries. While the overall share of 15-year-old
students performing at or below level 1 of the
PISA mathematics scale was 21%, such students
made up more than 40% of the 15-year-old
student population in Brazil, Indonesia, Mexico,
Serbia and Montenegro, Thailand, Tunisia, Turkey
and Uruguay. Meanwhile, the high-income
countries are not immune to the problem of low

7. SACMEQ, originating from a survey conducted in Zimbabwe in 1991,
has expanded to thirteen countries and one territory. The first series of
surveys (SACMEQ 1) was conducted in 1995 and 1996. The second series
(SACMEQ 1), conducted between 2000 and 2002, assesses the reading
and mathematics achievenent of Grade 6 students and covers around
2,300 schools and 42,000 pupils.

8. TIMSS, carried out in 1995, 1999 and 2003 by the International
Association for the Evaluation of Educational Achievement (IEA), assesses
the mathematics and science achievement of primary and secondary
school students. Data presented in this section pertain to Grade 8
students, typically age 14; the 2003 sample comprises 2,200 to 7,000
such students in each of the 46 participating countries.

9. PISA, carried out in 2000 and 2003 by the OECD, measures the
mathematics, science and reading skills of 15-year-old students.

It aims to assess their ‘preparedness for adult life” towards the end of
compulsory schooling, i.e. their ‘capacity ... to apply knowledge and skills
in key subject areas and to analyse, reason and communicate effectively
as they pose, solve and interpret problems in a variety of situations’
(cited by Siniscalco, 2005). In 2003, over 275,000 students from 40
countries (including all 30 OECD member countries) participated in PISA.

10. Hong Kong (Chinal, Japan, the Republic of Korea and Singapore stand
out for the proportion of their students reaching the advanced
benchmark in mathematics.



EFA PROGRESS: WHERE DO WE STAND? / 59

Figure 2.20: Results of TIMSS 2003: mathematics achievement of Grade 8 students
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Figure 2.21: Results of PISA 2003: mathematics skills of 15-year-old students
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levels of literacy skills. In eight out of the twenty- :I'he evolution of learning outcomes
six high-income countries and territories in recent years
participating, 20% or more of the 15-year-old There has been no clearly discernible international
students performed at level 1 or below. In trend in learning outcomes in recent years. For
mathematics, the category of low achievers example, among the twenty-four countries that
accounts for one-quarter to more than one-third participated in TIMSS in 1995 and 2003, the

in Greece, Italy, Portugal and the United States. proportion of Grade 8 students scoring below the

There has

been no clear
international
trend in learning
outcomes in
recent years
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Figure 2.22: Evolution of TIMSS results between 1995 and 2003
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Lithuania 10 Lithuania 5 Lithuania
Australia 10 Australia 5 Australia
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Russian Fed. 8 Russian Fed. 7 Russian Fed.
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Belgium (Flemish) |~ 5 1 Belgium (Flemish) 6 Belgium (Flemish)
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Source: UNESCO Institute for Statistics calculations based on Mullis et al. (2004) and Martin et al. (2004).

Proportion of 15-year-old students

Figure 2.23: Evolution of PISA results between 2000 and 2003: reading low benchmark in mathematics was not significantly
- changed in thirteen countries, increased in seven
W00 M 2003 and decreased in four (Figure 2.22]). The picture
0 for science is slightly better, as the proportion
I below the low benchmark decreased significantly
2% . , .
= in eleven countries, although not in those where
g this proportion was highest in 2000. Similarly, a
g comparison of the results of PISA for 2000 and
s 2003 (Figure 2.23) shows typically moderate
= 10 | il variations, although the proportion did decrease
significantly in a few countries where it was
B [ e | : i i 1 relatively high in 2000 (e.g. Latvia, Indonesial,
suggesting some improvement in the quality of

Note: Countries are sorted in increasing ordrer of the proportion scoring at or below level 1.
Sources: OECD/UNESCO Institute for Statistics (2003), p. 274; OECD (2004), p. 443.
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= is conclusive evidence that achievement levels

have decreased in recent years in several sub-

Saharan African countries. As the 2005 Report
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showed, the results of SACMEQ Il were
significantly worse than those of SACMEQ |

in five of the six countries and territories that
participated in both rounds - Malawi, Mauritius,
Namibia, Zambia and Zanzibar (United Republic
of Tanzanial - and there was no improvement
in Kenya. More generally, too few countries are
covered by international assessments of student
achievement for global trends to emerge. The
availability of data that would allow monitoring
of the quality of education is still insufficient.

Figure 2.24: Results of SACMEQ Il (2000-2002):
gender disparities in reading literacy in sub-Saharan
African countries
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Gender differences in learning
achievements

As the 2003/4 Report emphasized, research
shows that girls tend to perform better than
boys in countries where they have equal
access to the school system (e.g. as measured
by GPIs of enrolment ratios), whatever the
country’s income level."" Even in countries
where girls are disadvantaged in terms of
access, gender differences in learning
achievement are often small or insignificant.
Thus, in the fourteen SACMEQ Il countries and
territories, the proportion of girls reaching a
‘desirable’ mastery in reading literacy is higher
(by more than one percentage point] than the
proportion of boys in six countries and lower in
only three (Figure 2.24). Girls" advantage is
largest in reading, however. In mathematics,
for example, boys and girls perform similarly
in most PISA 2003 countries (Figure 2.25).
Gender patterns of achievement are linked
to students’ attitudes towards learning, which
several recent studies have tried to measure. 2
For example, results of the 2001 Progress in
International Reading Literacy Study (PIRLS)3
show differences in attitudes towards reading
among Grade 4 students (Figure 2.24). In
virtually all of the thirty-five participating
countries, more girls than boys reported
very positive attitudes and self-concepts on
reading - and students reporting such attitudes
also performed better on achievement tests,
although the direction of the causality is of
course debatable.

Figure 2.25: Results of PISA 2003: gender disparities in mathematics achievement
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Note: The figure displays the proportion of 15-year-old students performing at the lowest levels of the PISA mathematics scale.
Countries are sorted in increasing ordrer of the proportion scoring at or below level 1.

Source: OECD (2004).

Gender patterns
of achievement
are linked to
students’ attitudes
towards learning

11. See UNESCO (2003b),
pp. 102-5.

12. Caution is needed when
interpreting such data, as they
are based on self-reports and
are thus influenced by
country-specific cultural
circumstances.

13. Like TIMSS, PIRLS is a
survey conducted by the [EA;
as its name indicates, it
focuses on reading.
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Figure 2.26: Gender differences in attitudes towards reading, PIRLS 2001

Note: The figure displays the
proportion of Grade 4 students
reporting very positive ‘attitudes’
and ‘self-concept’ in regard to
reading. The ‘attitudes’ variable is
based on the degree of agreement
with the following statements:

‘I read only if | have to’; ‘I like
talking about books with other
people’; ‘I would be happy if
someone gave me a book as a
present’; ‘I think reading is boring’;
and ‘I enjoy reading.’

The ‘self-concept’ variable is based
on the degree of agreement with
the following statements:
‘Reading is very easy for me’;

‘I do not read as well as other
students in my class’; and
‘Reading aloud is very hard for me.’
Source: UNESCO Institute for
Statistics calculations based

on PIRLS 2001 database.

% girls

80

70

60

50

4

30

20

10

W Attitudes

@ Self-concept

There is no country where
boys report more positive
attitudes or self-concept
towards reading

T T T T
40 50 60 70

% boys

80

In stark contrast, girls are less confident
than boys about mathematics in most countries
that participated in TIMSS 2003 (Figure 2.27),
even though this does not necessarily translate
into differences in achievement. Among the
forty-five countries concerned, girls performed
better in nine and boys in ten, the difference
being insignificant in the remaining twenty-six.
Yet girls reported lower self-confidence than
boys in twenty-five countries, and said they
valued mathematics less in twenty-two
countries. Girls were more self-confident in only
two countries, and valued mathematics more in
four.

This mismatch between gender differences
in mathematics achievement and differences in
self-reported approaches to learning
mathematics is also echoed in the findings of

Figure 2.27: Gender differences in mathematics and approaches to learning mathematics, TIMSS 2003
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PISA 2003. While gender differences in student
performance in mathematics were generally
modest, boys expressed much stronger levels of
interest and enjoyment in learning mathematics.
In addition, boys had stronger beliefs that learning
mathematics would help them in their future
careers; boys tended to have a more positive view
of their abilities than girls in mathematics; and
girls reported experiencing significantly more
feelings of anxiety, helplessness and stress in
mathematics classes (OECD, 2004).

Literacy

Literacy is the focus of the thematic part of this
EFA Global Monitoring Report and is analysed in
Chapters 5 to 9. This section simply reviews key
adult literacy patterns in the context of this
chapter’s general assessment of progress
towards Education for All. As Chapter 7 explains,
data used here are to be treated with some
caution. Based on conventional methods of
assessment, they tend to overestimate the actual
levels of literacy in countries.

Global patterns of adult literacy

Table 2.6 reports the latest estimates of the
number of adult illiterates, along with literacy
rates for the population aged 15 and older.
The estimates are based on data reported by
countries for the most recent year in the

2000-2004 reference period. There are an
estimated 771 million illiterate adults globally, or
18% of the world’s adult population. Almost all
adults who have yet to acquire minimal literacy
skills live in developing countries, in particular
those in South and West Asia, sub-Saharan Africa
and the Arab States, where literacy rates are
about 60% (see the world adult literacy map in
next pages). Although the East Asia and Pacific
region has the highest literacy rate among
developing regions (91%), its large population
means it remains home to 17% of the world's
illiterate adults.

Since 1990, the adult literacy rate has risen
from 75% to 82% and the number of illiterates
has fallen by 100 million, mainly because of a
marked reduction (by 94 million) in China.
Declines in the number of illiterates, albeit of
much smaller magnitude, occurred in all regions
except sub-Saharan Africa and, to a more limited
extent, the Arab States. Despite increases in
literacy rates of ten percentage points or more in
the latter two regions, their absolute numbers of
illiterates continued to rise because of high
population growth rates. Similarly, in South and
West Asia, where the number of adult illiterates
declined slightly (by 0.3%), literacy rates
increased by eleven percentage points during the
period, though the adult literacy rate (59%] still
ranks lowest among the world regions, mainly
due to the very low levels of Bangladesh and
Pakistan (41% and 49%, respectively).

Table 2.6: Estimates of adult illiterates and literacy rates (population aged 15+) by region, 1990 and 2000-2004

Number of illiterates

(thousands)
1990 2000-2004
World 871750 771129
Developing countries 855 127 759 199
Developed countries 14 864 10 498
Countries in transition 1759 1431
Sub-Saharan Africa 128 980 140 544
Arab States 63 023 65128
Central Asia 572 404
East Asia and the Pacific 232255 129922
South and West Asia 382 353 381116
Latin America and the Caribbean 41742 37901
Central and Eastern Europe 11500 8374
North America and Western Europe 11326 7740

Note: Figures may not add to totals because of rounding.
Source: Statistical annex, Table 2A.

Change from 1990 to 2000-2004 in:

Literacy rates (%) Number of illiterates Literacy rates

1990 | 2000-2004 (thousand) (%) (percentage
points)
75.4 81.9 -100 621 12 6.4
67.0 76.4 -95 928 -1 9.4
98.0 98.7 -4 365 -29 0.7
99.2 99.4 -328 -19 0.2
49.9 59.7 11564 9 9.8
50.0 62.7 2105 3 12.6
98.7 99.2 -168 -29 05
81.8 91.4 -102 333 -44 9.6
475 58.6 -1237 -0.3 11.2
85.0 89.7 -3841 -9 4.7
96.2 97.4 -3126 -27 1.2
97.9 98.7 -3585 -32 0.8

Boys tend to have
a more positive
view of their
abilities than girls
in mathematics
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Adult literacy rates for the period 2000-2004
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Literacy data refer to the most recent year available during Brazil

the period specified. They typically use UNESCO's traditional il

definition of literacy (i.e. the ability to read and/or write, with Bolivia

understanding, a simple short statement on everyday life) and

are based on one of three indirect methods of assessment: Paraguay

a) respondents subjectively report their literacy abilities as part of
a census questionnaire or survey instrument (self-declaration); . Chile

b) the head of the household (or other adult) reports on the Urugua
literacy levels of each household member (third-party o Argentina
assessment);

c) the number of years of schooling completed is used to
distinguish the ’literate’ from the 'non-literate’ (educational
attainment proxy).

Since the reported data do not directly assess the actual literacy

and numeracy skills of the relevant adult population, they tend

Rates above 95% ’ &

to overestimate literacy levels and should thus be treated with Rates between 80% and 95%

caution. Literacy data refer to combined male and female rates.
See page 184 for a map of literacy challenges in selected Rates between 60% and 79%

ntri nd territori n di h f .
countries and territories based on direct methods of assessment Rates between 40% and 59%

J. K.: Jammu and Kashmir. Dotted line represents approximately Rates below 40%

the Line of Control agreed upon by India and Pakistan. The final

Bl | NN

. No data
status of Jammu and Kashmir has not yet been agreed upon by
the parties.

The boundaries and names shown and the designations used on this map
do not imply official endorsement or acceptance by UNESCO.
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Figure 2.28: Estimated adult literacy rates (15+): 1990, 2000-2004 and 2015 target
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except those with literacy rates of 95% and above in 2000—2004. See source table for detailed country notes.

Source: Statistical annex, Table 2A.

Measuring progress towards the adult literacy target

Early formulations of the literacy goal by the
international community were organized around

a reduction of adult illiteracy. Paragraph 8 of the
1990 Jomtien Framework for Action suggested
‘targets’ that ‘countries may wish to set ... for the
1990s’, including one for illiteracy: ‘Reduction of the
adult illiteracy rate (the appropriate age group to
be determined in each country) to, say, one-half its
1990 level by the year 2000, with sufficient
emphasis on female literacy to significantly reduce
the current disparity between male and female
illiteracy rates." In 2000, however, the goal included
in the Dakar Framework for Action adopted by the
World Education Forum read: ‘Achieving a 50 per
cent improvement in levels of adult literacy by
2015, especially for women, and equitable access
to basic and continuing education for all adults.’

Thus interpreted, though, the goal would mean

(as the EFA Global Monitoring Report 2003/4
explained) that countries with adult literacy rates
below 66% would aim to increase their rates by
50% by 2015 while countries with literacy rates
above 66% would aim to reach universal literacy
by 2015, which does not correspond to the EFA goal
and may be unrealistic. Concerning the practicality
of the Dakar literacy goal, the following passage
from UNESCO's first publication of international
literacy statistics is relevant: ‘Both theoretically

and practically, it is not possible to maintain
indefinitely any relative rate of progress based
on increase in percentage of literacy, for eventually
the maximum limit of 100 per cent would be
reached where no further progress is possible.
On the other hand, any given rate of progress
based on the reduction in the percentage of
illiteracy can be maintained indefinitely, for the
limit of zero per cent is approached but never
actually reached. This agrees with the practical
situation in regard to illiteracy, where there will
always be an irreducible minimum percentage of
illiterates in any given country or population age
group’ (UNESCO, 1953). To allow the monitoring
of progress towards the literacy target for all
countries, whatever their literacy level, the Global
Monitoring Report Team has chosen, therefore,
to measure progress in terms of reduction in

the rate of adult illiteracy, in accordance with

the earlier formulation of the literacy goal: halving
the level of illiteracy, rather than improving levels
of adult literacy by 50%. It should be recognized,
however, that this interpretation implies that

the greatest effort is required of the countries
with the lowest levels of literacy, a point that
demonstrates the difficulty of setting realistic
and relevant targets.
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Figure 2.28 reports national progress in
literacy rates since 1990 and indicates the
efforts required in each country to reach the EFA
literacy target by 2015. As Box 2.3 explains, the
EFA Global Monitoring Report interprets and
measures progress towards the EFA adult
literacy target in the light of its formulation in
the Jomtien Framework for Action, i.e. reducing
adult illiteracy rates by 50%. While this
interpretation underscores the fact that by far
the greatest efforts are needed among countries
with low literacy levels, it also enables the goal
to be applied to all countries individually
regardless of their present literacy rate.

Adult literacy rates in almost all countries
have improved since 1990. In many cases,
however, the rate of past progress is insufficient
for the EFA literacy target to be reached by 2015.
This is particularly so for countries with current
literacy levels below 50%. Several countries with
literacy rates between 50% and 65% - for
example, Algeria, Burundi, the Democratic
Republic of the Congo, Nigeria and Oman - have
made considerable progress but will still find it
difficult, on present trends, to reach the EFA
literacy goal by 2015.

Gender disparities

Women account for 64% of the adults worldwide
who cannot read and write with understanding,
virtually unchanged from 63% in 1990. At the

Women account for
64% of the adults
worldwide who
cannot read and
write with
understanding

global level, only 88 adult women are
considered literate for every 100 literate adult
men. Regions with the lowest GPIs for adult
literacy include South and West Asia (0.66), the
Arab States (0.69) and sub-Saharan Africa (0.76).
In East Asia and the Pacific, the GPI (0.92) is
above the global average, and in the remaining
regions, gender parity in adult literacy has been
achieved. All regions have experienced increases
in the GPI. The increases are especially notable
in the three regions where both illiteracy rates
and gender disparity are high: sub-Saharan
Africa, South and West Asia, and the Arab States
(see statistical annex, Table 2A].

Despite steady progress in most countries
towards gender parity in adult literacy rates,
significant disparities between adult men and
women remain. In about one-third of the
countries with detailed literacy data, fewer
than 80 women are literate for every 100 men.
The majority of these countries are in West and
Central Africa; they also include Bangladesh,
Nepal and Yemen. In several cases, gender
disparities favour women over men:

e.g. Botswana (1.07), Jamaica (1.09), Lesotho
(1.23) and the United Arab Emirates (1.07).
There is growing evidence of this trend
elsewhere, particularly among the younger
age cohorts (see Chapter 7).
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The EFA
Development
Index provides
a picture of
where countries
stand today

14. The total primary
NER includes children of
primary school age who
are enrolled eitherin
primary or in secondary
school.

15. The literacy data

used are based on
‘conventional assessment
methods, as noted earlier,
and thus should be
interpreted with caution:
they are not based on

any test, and may
overestimate literacy.

See Chapter 7 for a fuller
explanation.

16. See Appendix 1 for a
detailed discussion of the
projection methodology.
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Assessing overall progress
towards Education for All

This section seeks to assess overall progress
towards EFA in two ways: via the EFA Development
Index (EDI), which provides a picture of where
countries stand today; and by analysing country
prospects for the achievement of three goals by 2015.

The Education for All Development Index

The composite EFA Development Index provides

one useful summary measure of a country’s

situation vis-a-vis EFA as a whole. The EDI should

ideally be based on progress towards all six goals.

As reliable and comparable data pertaining to the

achievement of goal 1 (early childhood care and

education) are not available for most countries,

and goal 3 (learning needs of young people and

adults) is not easy to measure and to monitor,

the index focuses on:

m universal primary education (goal 2), proxied
by the total primary net enrolment ratio;'

m adult literacy (goal 4), proxied by the literacy
rate for persons aged 15 and above;'®

m gender (goal 5], proxied by the Gender-specific
EFA Index (GEIl), an arithmetical mean of the
GPlIs for primary and secondary gross
enrolment ratios and the adult literacy rate;

m quality of education (goal 6), proxied by the
survival rate to Grade 5.

The EDI weights the four goals equally. As all

four constituents are expressed as rates, the EDI

ranges from 0 to 100%, or when expressed as

a ratio, from O to 1, where 1 represents the

achievement of Education for All as summarized

by the index. Appendix 1 provides detailed

explanations of the EDI rationale and methodology.

Table 2.7: Distribution of countries by EDI values, by region, 2002

Intermediate

position: Close to EFA: | EFA achieved:
Far from EFA: | EDI between | EDI between = EDI between
EDI below 0.80/ | 0.80and 0.94 = 0.95and 0.97 = 0.98 and 1.00
Sub-Saharan Africa 16 7 1
Arab States 5 10 1
Central Asia 2 1 2
East Asia and the Pacific 3 7 2 1
South and West Asia 3
Latin America/Caribbean 20 4
North America/West. Europe 1 7 8
Central and Eastern Europe 1 12 4
Total 28 49 28 16

Source: Appendix 1, Table AL.

Table A1.1 of Appendix 1 displays the EDI
for 2002, a year for which it was possible to
compute the index for 121 countries.

Table 2.7 summarizes this information,

breaking it down by category and by region,

confirming the patterns discussed in the
previous sections:

m Forty-four countries [more than one-third
of those for which data are available) have
an EDI above 0.95 and are thus in the
category of having achieved EFA or being
close to doing so. Most are in North America
and Western Europe, and Central and Eastern
Europe, where compulsory education has
been in force for decades.

m Forty-nine countries, across all regions, have
EDI values between 0.80 and 0.94. Quality
(measured by survival rate to Grade 5) is an
issue especially in Latin America and the
Caribbean, and adult literacy in the Arab
States.

m Twenty-eight countries have EDI values
below 0.80. More than half of them are in
sub-Saharan Africa. In these countries, all
four components of the EDI are at low levels:
Achieving EFA would require intervention
throughout the school system.

Changes in the EDI between 1998 and 2002
were moderate. On average, the index
increased by 1.2%, and the ranking of countries
was stable. Significant progress (by more than
10%) was made in Cambodia, Céte d'lvoire,
Ethiopia and Mozambique (Figure 2.29). Several
countries registering sharp decreases (between
5% and 11%), resulting from deterioration in the
survival rate to Grade 5, include Chad, Guyana,
Papua New Guinea and, Trinidad and Tobago.
In more than three-quarters of the fifty-eight
countries included in the analysis, at least one
indicator moved in the opposite direction to the
others (see statistical annex, Table 3).

Prospects for the achievement
of Education for All by 2015

One way to examine prospects is to project to
2015 on the basis of 1990 and 2002.1 Projections
were made for universal primary education

(goal 2), adult literacy (goal 4) and gender parity
in primary and secondary education (goal 5).
These results are not forecasts and may not
reflect the impact of recent changes in policies;
but they are a useful monitoring tool
nonetheless.
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Figure 2.29: The EDI in 2002 and its evolution since 1998 in countries with low EDI

1998 I 2002

Chad 0.430

Burkina Faso 0.443

Mali 0492
Ethiopia 0536

Mozambique 0543

Djibouti 0,629

auritania 0.640

Eritrea 0,652

Cote d'lvoire 0.659

Papua New Guinea 0.660

Bangladesh 0.663

Lao PDR

0.745

Zambia

Morocco

Cambodia

Guatemala

Saudi Arabia

0.748
0.749

0.761

0.0 0.1 0.2 0.3 0.4 05 0.6 0.7

Note: Countries with an EDI below 0.800 in 2002 are included.
Source: Appendix 1, Table A1.3.
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Universal primary education

As in the EDI, progress towards UPE is proxied by

the total primary NER. Among the 163 countries

for which 2002 data were available, 47, mostly in

North America and Western Europe, and Latin

America and the Caribbean, had achieved UPE by

that year. Projections could be run for about 90 of

the remaining 116 countries. Table 2.8 displays
the results.

m Only twenty countries are likely to achieve UPE
by 2015. For example, Colombia’s NER
increased from 70% to 90% between 1990 and
2002, making it likely that UPE will be achieved
by 2015. Indonesia had achieved UPE in 1990
but its NER had decreased to 95% by 1999 due
to economic and political crisis; recovery
makes it likely that Indonesia will have achieved
UPE again by 2015.

m Forty-four countries, most of them starting
from low enrolment levels, might not achieve

UPE, but are making reasonable progress.
For example, Burkina Faso's NER increased
rapidly from 26% to 36% between 1990 and
2002, but is still very low. Bangladesh's NER
rose from 78% in 1990 to 88% in 1998 but has
since stagnated.

Twenty countries are at risk of not achieving
the goal because their NERs are decreasing.
These are mostly countries in transition in
Central and Eastern Europe, and Central Asia
whose school systems have yet to recover
from the difficulties they have encountered
since 1990.

Three countries included in the analysis stand
out as being at serious risk of not achieving
UPE by 2015: Azerbaijan, Papua New Guinea
and Saudi Arabia, which have NERs that are
below 80% and decreasing.

Only twenty
countries
are likely to
achieve UPE
by 2015



Thirty countries,
including India
and Pakistan,
are at risk of
not achieving
the literacy
goal by 2015
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Table 2.8: Country prospects for the achievement of universal primary education by 2015

Close orin an
intermediate
position

Intermediate
position or far

Distance from 100% NER in 2002

Away from the goal

QUADRANT il
Low chance of achieving the goal
44 countries

Bangladesh, Benin, Botswana, Burkina Faso, Burundi,
Chad, Chile, Costa Rica, Cote d'lvoire, Croatia, Djibouti,
Egypt, El Salvador, Eritrea, Ethiopia, Gambia, Ghana,
Guinea, Iran (Isl. Rep.), Kenya, Lao PDR, Latvia,
Lebanon, Macao (China), Madagascar, Mali,
Mauritania, Mongolia, Mozambique, Myanmar,
Namibia, Niger, Oman, Republic of Moldova, Saint
Vincent and the Grenadines, Senegal, Swaziland,
Thailand, Trinidad and Tobago, United Arab Emirates,
U. R. of Tanzania, Yemen, Zambia, Zimbabwe

Towards the goal

Change over the period from 1990 to 2002

Adult literacy

For this analysis of prospects, countries with
current literacy rates above 97% are considered
as close to ‘universal literacy’ (still speaking in
terms of data derived from non-direct, non-test
assessment] and therefore are not included in the
analysis. Such countries account for less than
30% of those with data available for 2000-2004.
Most of them are in Central Asia, Central and
Eastern Europe, and Western Europe. By contrast,
no country in the Arab States, South and West
Asia or sub-Saharan Africa is close to ‘universal
literacy’. As noted earlier, those are the regions
with the lowest average adult literacy rates.

As adult literacy rates are increasing
everywhere, a distinction is drawn between
countries progressing relatively slowly (slow
performers) towards high literacy or relatively
rapidly (fast performers). Projections could be run
for ninety-two countries, including nineteen that
have reached literacy rates above 97% [most of
them in Europe and Central Asia). Table 2.9
displays the results for the remaining seventy-
three countries.

m Twenty-three countries stand a fairly high
chance of meeting goal 4, as their literacy rates
are already relatively high and increasing quite
quickly.

m Twenty countries, many of them in Latin
America and the Caribbean, are at risk of not
meeting the goal given the current pace of
increase in their literacy rates, though the rates
themselves are quite high.

m Thirty countries are at serious risk of not
achieving the goal by 2015 because their very
low literacy rates are not increasing fast
enough. Most of these countries are in Africa,
but the list also includes India, Nepal and
Pakistan, and several Latin American
countries.

Gender parity in primary and secondary
education

Country prospects for the achievement of gender
parity are assessed on the basis of trend
projections of GERs in primary and secondary
education, by gender, for 2005 and 2015,
consistent with the formulation of the gender
goal. Table 2.10 displays the results for

149 countries.
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Table 2.9: Country prospects for the achievement of the adult literacy target by 2015

High literacy
(between 80%
and 97%)

Low literacy
(below 80%)

Level of adult literacy rate in 2000-2004

Slow performers

QUADRANT HlI
Low chance of achieving the goal
0 country

Fast performers

Increase between 1990 and 2000-2004

Three main categories emerge:

m Forty-nine countries had achieved gender parity
in primary and secondary enrolment by 2002.
All EFA regions are represented, and some
large Asian countries, including China and
Indonesia, are among these forty-nine
countries. Six more countries are likely to
achieve gender parity in primary and secondary
education by 2005 and eight more will likely do
so by 2015.

m Forty-three countries that had achieved gender
parity in primary education in 2002, and twelve
that are likely to do so by 2005 or 2015, will
probably not achieve it in secondary education.
In most of these fifty-five countries, gender
disparities are in favour of girls: in many cases
enrolment is high for both sexes and greater
success in primary schooling translates into
higher transition rates and retention levels in
secondary education for girls (Box 2.4). There
are also countries, such as India, where girls’
enrolment is rapidly increasing at the primary
level but their transition rates to secondary
school remain low.

m Twenty-four countries are unlikely to achieve
parity at either level by 2015. In these countries,
disparities are in favour of boys, and the school
system is underdeveloped at both the primary
and secondary levels.1?

Thus, of the hundred countries that had not
achieved gender parity in either primary or
secondary education or both levels in 2002, only
six were likely to reach both by 2005, and eight
more by 2015, while eighty-six countries are at
risk of not achieving gender parity (seven in
primary education, fifty-five in secondary
education and twenty-four in both). Gender
disparities in enrolment remain the rule rather
than the exception and present trends are
insufficient for the Dakar goals to be met.

Conclusion

The discussion in this chapter has shown that
there has been steady but insufficient progress
towards the EFA goals. In particular, the gender
parity goal for 2005 has been missed, even though
the latest data are for the 2002/2003 school year.
There has been little change in individual country
prospects across the goals since the first two
reports. Projections made this year reinforce
previous observations that there is a pattern of
countries that are, or are not, likely to achieve the
UPE, adult literacy and gender goals, although
projections were not possible for some key
countries and hence the listings in this chapter
are not comprehensive. In general, all the
evidence continues to point towards the need for

There is need
for a continued
heavy focus

on sub-Saharan
Africa, South and
West Asia, and
the Arab States

17. In addition, seven

countries have achieved
gender parity at the
secondary level, or may
achieve it by 2015, without
being likely to achieve it at
the primary level.
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Table 2.10: Country prospects for the achievement of gender parity in primary and secondary education by 2005 and 2015

Gender parity in secondary education
Number
Likely to be Likely to be At risk of not achieving of
Achieved in 2002 achieved in 2005 | achieved in 2015 the goal by 2015 countries
Achieved
in 2002
c
2
g
=}
©
(3]
z
g 100
5
= | Likely to
> | be achieved
'C | in 2005 9
(]
[=%
3 | Likely to
=} .
< | be achieved
o |in 2015 9
At risk of not
achieving the
goal by 2015
31
Number of countries 54 6 10 | 79 149

Note: Where countries are shown in blue, enrolment disparities at the expense of boys are observed in secondary education.

In much of the world, the main challenge in achieving
the EFA gender parity goal is still to increase girls’
access to schooling. In a growing number of countries,
however, enrolment ratios are now higher for girls than
for boys, especially at the secondary and tertiary levels.
Although there are exceptions, such countries are
typically either developed countries or developing
countries that are close to UPE. Among the seventy-
nine countries that are unlikely to achieve gender parity
in secondary education by 2015, forty-two have lower
enrolment ratios for boys than for girls. Research and
results of student assessment worldwide show that
boys tend to perform worse than girls, to repeat grades
and fail graduation exams, and to leave the school
system earlier. This situation, which requires policy
attention, is the reason for developed countries such

as Denmark, Finland, New Zealand and the United
Kingdom appearing in Table 2.10 as being at risk of

not achieving gender parity in secondary education

by 2015. The problem is also increasingly common in
developing countries, especially those of Latin America
and the Caribbean.

A qualification is that higher enrolment ratios for

girls than for boys may well coexist with persisting
inequalities against girls, either in the school system
itself (teaching practices, curriculum, etc.) or in other
institutions such as the labour market, where women
often need higher qualifications than men to reach the
same outcomes. Public policies aimed at bringing about
gender equality in education thus need to go far beyond
initiatives that focus on enrolment ratios alone.
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a continued heavy focus on sub-Saharan Africa,
South and West Asia, and the Arab States, along
with the least developed countries in other
regions. Countries most at risk need to redouble
their efforts in certain key policy areas, especially
domestic resource mobilization (see Chapter 3J,
and need further external assistance (see

Chapter 4). [ ]
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Country efforts:
Increasing
momentum

Progress towards the EFA goals is steady, but too slow

in terms of the target dates, especially in sub-Saharan
Africa, South and West Asia, and the Arab States.

The first time-bound goal, gender parity in primary

and secondary school by 2005, has already been missed.
Accelerating the pace of change sufficiently to meet

the goals for 2015 requires more attention to planning,
strategies, resources and key policy issues in many
countries. This chapter examines selected elements

from a sampling of national EFA plans, considers public
financing and household costs (with updated information
on fees at the primary level) and continues the 2005
Report's attention to teachers, focusing particularly on
projected needs. It stresses the necessity of maintaining
momentum towards gender parity, despite the
disappointment of the missed goal, and the growing
urgency of other crucial issues: inclusion, education in
difficult country circumstances, response to the HIV/AIDS

pandemic, and assuring students’ health and safety.

75
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National
education plans
must address all

the EFA goals
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Planning for EFA

National policy priorities and EFA

The 2000 Dakar Framework for Action called for
comprehensive national EFA plans to be drawn up
by 2002. These time-bound, action-oriented plans
must include specific reforms addressing each of
the six EFA goals, along with a sustainable
financial framework.! Poverty Reduction Strategy
Papers (PRSPs])2 address the Millennium
Development Goals (MDGs) with a similar sense
of purpose. One of the two Millennium Project
reports on education and gender equality calls on
developing country governments to put bold
strategies in place by 2006, and recommends that
existing PRSPs should be aligned with the MDGs
(Millennium Project, 2005a).

Previous EFA Global Monitoring Reports have
addressed particular aspects of EFA plans and
PRSPs. A review of the seventeen PRSPs
completed by July 2002 suggested that EFA and
the education MDGs were receiving increasing
attention in poverty alleviation and education
plans (Bagai, 2002). The 2003/4 Report reviewed
PRSP content related to education and gender
and noted evidence that countries were beginning
to set national targets related to EFA and the
MDGs (Whitehead, 2003). The 2005 Report
highlighted ambitious country policies for
delivering EFA and the effective use of aid for
national plans. In the present Report, Chapter 9
examines the inclusion of literacy in PRSPs
(UNESCO-IIEP, 2005a). A review of the education
content of the eighteen PRSPs completed by May
2003 (Caillods and Hallak, 2004] finds that, while
the papers’ education chapters became better
and more realistic over time, policy priorities
remained insufficiently adapted to individual
country circumstances and the education
chapters were not well integrated into the
broader strategies. The financial sustainability
of the PRSP education plans is also a question,
since they seem at once too optimistic about
domestic financing and heavily dependent on
external aid; in addition, the plans devote
relatively little attention to literacy or early
childhood care and education (ECCE).

To review plans requires analysis of individual
papers since there is no database with
comprehensive coverage of goals, strategies,
financing or other elements of EFA plans, PRSPs
and other relevant country education planning
documents, such as sector plans. UNESCO
collects data on EFA plans only on an occasional

basis.3 Future Reports will further examine
PRSPs and other national planning documents.
As a first step, this Report uses two new sources
from UNESCO institutes: a survey by the
International Institute for Educational Planning
(IIEP) of EFA plans in thirty-five countries® and an
analysis by the International Bureau of Education
(IBE) of country papers prepared for the 2001 and
2004 sessions of the International Conference on
Education. Neither survey, however, can provide
information on implementation, financial
allocations or general support for national
strategies by government or civil society.

Most of the thirty-five EFA plans are relatively
recent and long-term: 79% were issued between
2001 and 2005, and 58% cover ten-year periods,
especially those of countries in sub-Saharan
Africa and the Arab States.?

Table 3.1 shows the coverage of individual
EFA goals in thirty-two of the plans. The top
priority is clearly universal primary education
(UPE), addressed by increasing mass schooling
in South Asia and sub-Saharan Africa, and by
targeting disadvantaged groups in other regions,
where enrolment rates are relatively high. Goal 3,
meeting the learning needs of young people and
adults through equitable access to appropriate
learning and life-skills programmes, is apparently
the most disregarded, cited in only one-third of
the countries in the sample. Of the thirty-two
countries, only Benin, India, Indonesia, Kenya,
Paraguay, the Sudan and Uzbekistan have plans
that include all six goals, while Bangladesh,
Brazil, Céte d'Ivoire, Mongolia, Myanmar, Nepal,
Nicaragua and the Niger give explicit attention to
at least five of the goals. Box 3.1 shows some of
the strategies these fifteen countries are
adopting.

The IIEP work suggests that central government
financing levels may not match countries” ambitious

1. UNESCO has commissioned an evaluation of its role in supporting
the development of EFA plans, to be completed by the end of 2005.

2. Fifty-six countries had developed full or interim PRSPs by July 2005;
see www.imf.org/external/np/prsp/prsp.asp

3. See UNESCO surveys of EFA plans at
http://portal.unesco.org/education/en/ev.php-URL_ID=9328&URL_DO=
DO_TOPIC&URL_SECTION=201.html

4. Countries were selected from three groups, derived from work done
for the 2002 Report (UNESCO, 2002b): those with a high chance of
achieving all three quantitative EFA goals by 2015, those likely to miss
one of the goals by 2015 and those at serious risk of not achieving any
of the three goals by 2015.

5. The UNESCO-IIEP survey also identified some evidence of countries
translating their long-term plans into action plans covering three to five
years, such as Morocco’'s ‘Medium-Term Action Plan for 2004-2007and
Nicaragua's ‘Strategic Priorities for the Period 2005-2008", both issued
in 2004 (UNESCO-IIEP, 2005b).


http://www.imf.org/external/np/prsp/prsp.asp
http://portal.unesco.org/education/en/ev.php-URL_ID=9328&URL_DO=
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Table 3.1: Coverage of the EFA time-bound goals in planning documents of thirty-two countries

Number of Goal 3 Number Number
countriesin | Goall = Goal2 | Youth/adult = Goal4 ' Goal5 | Goal6 addressing | addressing at
Country the sample = ECCE UPE learning | Literacy = Gender | Quality | all sixgoals @ least five goals
Sub-Saharan Africa 10 5 10 3 6 8 9 2 4
Arab States 4 8 4 2 4 1 2 1 1
Central Asia 3 3 3 2 3 2 2 1 2
East Asia and the Pacific 3 3 3 1 3 2 3 1 2
South and West Asia 5 4 5 1 4 3 5 1 3
Latin America and the Caribbean 7 6 7 3 5 2 6 1 3
Total 32 24 32 12 25 18 27 7 15

Source: UNESCO-IIEP (2005b).

National strategies addressing EFA goals: some country examples

Major strategies adopted by some or all of the fifteen
countries in the IIEP sample whose EFA plans address
at least five of the six EFA goals include:

o ECCE strategies putting priority on underserved
and disadvantaged groups (seven countries).
Mongolia is developing incentives for home-based
ECCE measures for herding populations.

© UPE strategies giving particular attention to
removing access barriers to quality schooling
(all fifteen countries). Kenya is introducing free
primary education, targeted school meal
programmes, a textbook fund for poor households
and a bursary fund to enable students from poor
families to make the transition from primary to
secondary education.

o UPE strategies that highlight inclusion and equity
of access for severely disadvantaged groups such
as street children (eleven countries). In India,
strategies aimed at working children include the
scaling up of operations such as back-to-school
camps, summer schools, bridging courses,
continuous academic and emotional support after
children join school, and programmes such as the
National Child Labour Project initiated by the
Ministry of Labour, through which education is
provided to working children.

national goals. For the thirty countries for

which it was possible to obtain financial data,
ten spent less than 3% of GDP on education,
fourteen spent 3% to 5% and six spent 5% to 9%.
For the thirty countries for which it was possible
to examine trends in education expenditure

over 2000-2004, budget allocations generally
increased in Latin America but declined in
sub-Saharan Africa.

The Plan for the
Quality of Brazilian
Education focuses
on teachers
o Strategies to reduce illiteracy (eight countries).

Benin's comprehensive approach includes

measures to increase demand, improve the quality

of literacy programmes, increase funding and

strengthen decentralized management systems.

o Strategies to increase women's and girls' access
to education (ten countries), particularly incentives
to reduce private costs, provision of separate
boarding facilities, increased hiring of female
teachers, elimination of gender stereotypes in
learning materials, and sensitization of teachers
and managers to girls' needs and circumstances.
Cote d'lvoire recognizes the importance of legal
and policy frameworks to address the many social
dimensions of inequality.

o Strategies to improve quality (all fifteen countries).
Bangladesh, Benin, Cote d'lvoire, India, Kenya and
the Niger cite the need for new and refurbished
classrooms. The Plan for the Quality of Brazilian
Education focuses on teachers, including ways to
improve the qualifications of underqualified
teachers; recruitment; and nationwide professional
development, especially in Portuguese and
mathematics, for elementary school teachers.

Source: UNESCO-IIEP (2005b).

The IBE survey analysed reports (rather
than planning documents) made by sixty-nine
countries participating in the 2001 and 2004
International Conferences on Education (Amadio
et al., 2005). Nearly all countries identified UPE
and education quality as high priorities on both
occasions (Figure 3.1). There was a noticeable
increase in attention between 2001 and 2004 to
gender parity and equality, and life-skills
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Figure 3.1: Policy commitments related to EFA goals in 2001 and 2004 conference reports by sixty-nine countries
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Figure 3.2: Strategies and actions on issues affecting EFA goals reported to 2001

and 2004 conferences

by sixty-nine countries
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6. The apparent
discrepancy between

the IBE survey's finding
of increasing priority on
learning opportunities and
life-skills programmes
and the IIEP analysis
showing no such trend

is probably related to the
nature of the conference
documents, which reflect
conference themes
rather than providing
comprehensive coverage.

programmes for young people and adults,
especially in Central and Eastern Europe, East
Asia and the Pacific, and sub-Saharan Africa.t
References to the importance of the MDGs also
increased. Attention is increasingly being paid as
well to inclusion, equity, quality, gender equality,
situations of emergency and HIV/AIDS (Figure 3.2).

The contribution of civil society

A key strategy identified at Dakar as critical to

achieving EFA is assuring the engagement and
participation of civil society in the formulation,

implementation and monitoring of national

strategies (UNESCO, 2000b). There is growing
evidence from various regions of increasing civil
society participation in education policy
processes, notably the preparation of national
EFA plans (Schnuttgen and Khan, 2004; UNESCO,
2003b). Bangladesh is of particular interest

(Box 3.2), but there are also developments in Latin
America, where civil society organizations (CSOs)
in Brazil and El Salvador are involved in
monitoring public spending on education
(Schnuttgen and Khan, 2004}, and in sub-Saharan
Africa, where the Global Campaign for Education
is initiating activities in West Africa, and CSOs in
various countries (notably Malawi, Uganda, the
United Republic of Tanzania and Zambia) are
monitoring budgets and outputs related to poverty
reduction policies, especially those having to do
with education.

Despite these initiatives, challenges to full
participation by CSOs remain. The most pressing
one is the degree of space and opportunity that
governments provide. In some countries, this is
not available; in many countries, for example,
teacher organizations and unions are not fully
engaged in national policy discussions (see
section below on Teachers for EFA). Even where
such space is created, it is often limited to time-
bound thematic consultations rather than
involving sustained, institutionalized dialogue on
national education policy as a whole. Moreover,
many CSOs have insufficient capacity and
resources to participate in technical and time-
consuming policy-related discussions. Overall,
it remains uncertain whether the first decade
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Civil society involvement in EFA planning and monitoring

In Bangladesh, the Campaign for Popular Education
(CAMPE), a national coalition of NGOs, has a
reputation for innovation and comprehensive
coverage of issues affecting education. It pioneered
the Education Watch project, which has sought to
track the efficiency of primary education and literacy
in Bangladesh. The first Education Watch Report was
published in 1999. It and its successors have served
as powerful tools, collecting and disseminating
assessments of progress in education reform. The
main themes of the Education Watch Reports have
included internal efficiency, quality of education and

of this century will be characterized by a more
participatory approach than was the case in the
1990s (UNESCO, 2002b and 2003b).

Financing EFA

The importance of public financing

Reaching the EFA goals requires adequate and
predictable funding for education (Colclough with
Lewin, 1993; Mehrotra, 1998; Bruns et al., 2003).
It has been argued that governments should
invest at least 6% of GNP in education (Delors et
al., 1996). The appropriate level of spending will,
in practice, depend on many factors, including
countries’ demographic, economic, political and

literacy. The latest edition is titled Quality with Equity:
The Primary Education Agenda. External to the
government, Education Watch provides a rich
database for alternative policy formulation by CSOs.
CAMPE not only works closely with research
institutions and NGOs in Bangladesh, but has also
approached other national NGOs in South Asia as
well as a regional network, the Asian South Pacific
Bureau of Adult Education, to become its partners

in extending the programme across South Asia.

Sources: Campaign for Popular Education (1999, 2001, 2002,
2003, 2005); Schnuttgen and Kahn (2004).

educational circumstances and the extent of
private financing. There is, however, clearly a
minimum level below which government
expenditure cannot sink without serious
consequences for quality, as the 2005 Report
argued.” Moreover, the level of public spending
is often interpreted as a reflection of government
commitment to education and is thus of high
political significance.

Figure 3.3 provides a global picture of the
volume of public education spending relative
to levels of national income.® While there is
substantial variation within regions, regional
medians are highest in North America and
Western Europe, and in East Asia and the Pacific.
Total public spending on education is close to 2%

Figure 3.3: Public current expenditure on education as percentage of GNP, 2002

The level of public
spending on
education is

of high political
significance

7. See, in particular,
Chapter 4 (UNESCO, 2004a).

8. Because of relatively poor
country reporting of financial
data to the UNESCO Institute
for Statistics, the country
coverage in this section on
education finance is less
extensive than that in the
discussion of enrolment in
Chapter 2. In addition, as
spending by subnational
levels of government is
generally excluded, public
funding is underestimated in
some countries, particularly
those with federal systems.
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Note: The figure shows regional medians and countries with the highest and lowest values. No regional median was calculated for Arab States because data were available for too few countries.

See source table for detailed country notes.
Source: Statistical annex, Table 11.
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Figure 3.4: Public expenditure on education as percentage of total government expenditure, 2002
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of GNP in Cambodia, Ecuador, Equatorial Guinea,
Georgia, Guinea, Indonesia, Myanmar, Pakistan
and Zambia, but exceeds 6% of GNP in about
one-quarter of the countries with data available
(see statistical annex, Table 11).

The percentage of the government budget
allocated to education completes the picture
of governments’ commitment to education,
reflecting the degree of priority they give to
education relative to other national expenditure.
Figure 3.4 shows that the share of government
expenditure devoted to education ranges from
about 10% to 30%. While government
expenditures on education in high income
countries in North America and Western Europe
rarely reach 15%, more than half of the countries
in sub-Saharan Africa with data available surpass
this level. Education accounts for one-quarter or
more of total governement budget in Botswana,
Guinea, Mexico, Morocco, Thailand, Vanuatu
and Yemen. It is interesting to note that some
countries like Botswana and Guinea, which
allocate a small proportion of their GNP to
education, give high priority to it in their
government budget.

Spending on education has increased

since 1998

The share of education in national income (GNP)
increased between 1998 and 2002 in about
two-thirds of the countries for which data are
available (Figure 3.5). It more than doubled in
Cameroon, Cape Verde, Madagascar, Malaysia,
and Saint Vincent and the Grenadines. Similarly,
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Table 3.2: Primary net enrolment ratios, education expenditure and teachers, 1998 and 2002
Primary net enrolment Education expenditure Education expenditure as
ratio (%) as a % of GNP a % of government budget Primary pupil/teacher ratio
1998 2002 1998 2002 1998 2002 1998 2002
Niger 26 38 m m 12.9 15.9 41:01 42:01
Ethiopia 36 47 43 4.6* 13.8** m 46:01 65:01
Guinea 45 66 18 1.9 258 25.6%* 47.01 45:01
U. R. Tanzania 46 68 3.0 m R i 24.4%%* 3801 53:01
Lesotho 65 86 102 8.4 255 184 44:01 47:01
Madagascar 65 79 1.9 2.9 10.2 m 47:.01 52:01
. The level of
Notes: m = missing; * = 2001, ** = 2000, *** = World Bank data. .
Sources: Statistical annex, Tables 5, 10A and 11; World Bank database (2004). pUbI|C resources
allocated
to education
education’s share in government budget budget. This has been achieved mainly is crucial to
increased in more than half the countries with by raising pupil/teacher ratios, however - the achievement
data available (see statistical annex, Table 11). dramatically so in Ethiopia and the United of EFA, their
Data compiled by the Internatpnal M.onetary Republic of Tanzania. distribution
Fund and the World Bank confirm this trend.
. . N , matters as well
After debt relief measures went into effect, Distribution across levels of education
seventeen of nineteen highly indebted poor also matters
countries in sub-Saharan Africa increased their If the level of public resources allocated to
education expenditure as a share of GDP, and education is crucial to the achievement of EFA,
nine increased it as a share of total government their distribution matters as well. Figure 3.6
expenditure (Hinchliffe, 2004). presents the distribution of education expenditure
This generally positive trend was, however, by sub-sector.? The set of countries having low
somewhat offset by declines in some countries. primary enrolment rates allocates a relatively
Decreases in spending shares were particularly high share of total public expenditure to this sub-
significant in the Congo, Ecuador, Saint Kitts and sector, while countries where UPE is close to
Nevis, South Africa and Togo, for both indicators. being achieved allocate a lower share to primary.
Some African countries, including Guinea Figure 3.7 shows an emerging shift from
and Lesotho (Table 3.2, have improved access primary to secondary education between 1998
to education without increasing public spending and 2002 for countries that have reached UPE. _
9. Comparable data exist for

on education as a share of GDP or of government Countries such as Poland and the Republic of only twenty-two countries.



82 / CHAPTER 3

Figure 3.6: Share of public education expenditure by level, 2002
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Figure 3.7: Share of primary and secondary education in total public current
expenditure on education, percentage change from 1998 to 2002
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Korea have clearly increased the priority they give
to financing secondary education. Others, like
Togo, have managed to improve the share of
public education expenditure on secondary
education, while maintaining that of primary
education.

Efficiency can free up resources

Besides issues of distribution and equity,

ways to increase efficiency must be addressed,
Where efficiency can be improved, this can
free up resources for areas of growing
importance, such as investments in quality and
access, and in secondary education and adult
basic education as well as primary education.
Internal efficiency concerns the way in which
resources are used in the education system.

It includes drop-out and retention (discussed
in Chapter 2) as well as the allocation of
resources within education levels to teachers
and to non-salary inputs such as books and
teaching materials (discussed in the 2005
Report, with its emphasis on quality).

Institutional efficiency relates to the
institutional context in which public spending
takes place. It requires more attention in the
education sector than it has so far received.
Central education ministry resources do not
always reach the schools for which they are
intended. The percentage of non-wage public
education spending that actually arrived at
designated schools was 16% in Senegal (World
Bank, 2004a) and 40% in Zambia (World Bank,
2003b). Various factors are behind this problem,
including corruption (UNESCO, 2004a). Holding
education stakeholders accountable for their
performance can help reduce resource leaks
and hence increase education efficiency.
Extensive examples in the education literature
support the idea that community input improves
the quality of services and ensures that
providers do their job properly (Mookherijee,
2001). A particularly interesting example is
that of Uganda (Box 3.3).

Implicit in the various dimensions of
efficiency are notions of equity. If public
spending is not concentrated where people
are geographically concentrated, it is not
equitable or efficient. If it subsidizes the more
affluent at the expense of the poor, it is not
equitable or efficient. Such patterns of inequitable
and inefficient education spending are very
common. Box 3.4 illustrates the problem, using
the example of Mozambique.
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Social accountability to improve education spending in Uganda

Uganda's 1996 Public Expenditure Tracking Survey,
the world's first such initiative, was launched
because, despite a substantial increase in public
spending on education, official reports showed no
increase in primary enrolment. The survey provided a
stark picture of public funding on the front lines. On
average, in 1991-95, 87% of the annual spending (per
student) was either diverted for private gain or was
used by district officials for purposes unrelated to
education. Some 70% of schools received very little
or nothing. The picture improved slightly over time,
but even in 1995 only 20% of total per capita funding
from the central government reached the schools.

Following publication of the findings, the central
government began releasing monthly inter-
governmental transfers of public funds in the main
newspapers and on radio, and requiring primary
schools to post information on inflows of funds.

A new tracking survey evaluating the information

The role of private financing

Private contributions, made by parents and by
communities, are an integral part of what society
invests in education. Private contributions are not
only directed to private schools but are also very
common at public schools and institutions. Within
a group of seven diverse countries, for example,
the share of private expenditure in total spending
at the primary and secondary levels ranges from
7% in the United States to 47% in Jamaica
(Figure 3.8). Private contributions typically
increase substantially at the tertiary level, with
the proportion up to 81% in Chile. The size of the
share signals a significant process of higher
education privatization, which raises equity issues,
in particular when poor people do not have proper
access to financial markets. In India, private
contributions are higher at both primary and
secondary levels than in tertiary. This could
suggest that government subsidies to the tertiary
sector come at the expense of improving access
and quality in primary and secondary schooling.

Fees are still a major obstacle

The Dakar Framework for Action calls for free
and compulsory primary education of good
quality, drawing on the 1948 Universal Declaration
of Human Rights, which established education

as a fundamental human right, and the 1989
Convention on the Rights of the Child, which

campaign showed a great improvement. While
schools on average still did not receive the entire
grant and delays continued, misuse of funds was
reduced from 78% in 1995 to 18% in 2001. A before-
after assessment, comparing outcomes for the same
schools in 1995 and 2001 and controlling for a broad
range of school-specific factors, suggests that the
information campaign can explain two-thirds of this
massive improvement.

With a relatively inexpensive policy action — provision
of mass information — Uganda managed to reduce
dramatically the amount of spending wasted in a
public programme aimed at increasing primary
education. Poor schools, which before the campaign
had been less able to claim their entitlement from
district officials, benefited most from the information
campaign.

Source: Dehn et al. (2003).

Equity in public education
spending in Mozambique

Public spending on education in Mozambique is not
equitable geographically or in terms of distribution
among income groups. Lower primary education
spending is roughly equitably distributed across all
income groups, with the poorest 50% benefiting from
51% of the spending. The picture shifts dramatically as
the education level increases, however, with the poorest
50% benefiting from only 35%

of upper primary spending and only 19% of post-primary
spending. Nor is spending aligned geographically with
population concentrations (Table 3.3). Maputo, the
capital, contains some 6% of the population but receives
almost one-third of all public education spending. The
North and, especially, Centre regions are severely
underfinanced in relative terms, even assuming that
some of the Maputo expenditure is for national rather
than regional educational institutions, such as secondary
schools and the university.

Table 3.3: Regional distribution of population
and public education spending

South excluding Maputo

Share (%) North Centre Maputo city
Population 325 426 18.8 6.1
Education 18.8 26.2 22.7 322

Source: Heltberg et al. (2001).

Higher education
privatization raises
equity issues

Total
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Figure 3.8: Share of public and private education expenditure by level, 2002
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affirms in Article 28 that parties to the
convention'? should make primary education
‘compulsory and available free to all’.

Despite increased recognition of the gains
that result from eliminating fees at the primary

10 The comvention level, and several well-publicized cases of fee

has been ratified by reduction (e.g. in Kenya, Uganda and the United
192 countries - that is, ) . )
all signatories except Republic of Tanzania), 89 out of 103 countries’’
2omalie and the United surveyed by the World Bank for this Report
RN —— (Bentaouet-Kattan, 2005) still have some type

. Only countries for . . .
which fee information of fees in primary education, whether legal or
could be collected are .
represented in the survey. Illegal (Table 3.4).

12 See, i particular, the S.mc.e 2000, §everal countries have rgduced
section on better teachers or eliminated primary-school fees; they include

in Chapter 4 ([UNESCO,
2004a).

Table 3.4: Fees still exist in a large number of countries

Legal | Albania; Argentina; Armenia; Azerbaijan; Benin; Bhutan;

fees Bosnia/Herzegovina; Bulgaria; Burundi; Cameroon; Cape
Verde; Chad; Comoros; Costa Rica; Cote d’Ivoire; Dominica;
Dominican Rep.; Egypt; El Salvador; Eritrea; Grenada; Guinea;
Guinea-Bissau; Guyana; Haiti; India; Iran, Isl. Rep.; Jordan;
Lebanon; Madagascar; Maldives; Mauritania; Morocco; Niger;
Papua New Guinea; Paraguay; Peru; Philippines; Romania;
Russian Fed.; Rwanda; Solomon Islands; South Africa;
Swaziland; Tajikistan; Thailand; TFYR Macedonia;
Timor-Leste; Togo; Trinidad/Tobago; Turkey; Uruguay

Illegal = Bolivia; Brazil; Colombia; Ethiopia; Ghana; Honduras;
fees Lao PDR; Lesotho; Liberia; Mexico; Mozambique; Namibia;
Nigeria; Panama; Tonga; Uganda; Ukraine; Viet Nam

Both Burkina Faso; China; D.R. Congo; Djibouti; Ecuador; Georgia;

types | Indonesia; Kenya; Kyrgyzstan; Latvia; Mali; Mauritius;

of fees ' Mongolia; Nicaragua; Palestinian A. T.; Rep. Moldova;
Vanuatu; Venezuela; Yemen

Note: Data was collected informally from World Bank task teams and may not reflect
the most recent changes in policy and practice at the country level.

Source: Bentaouet-Kattan (2005).

Household education
expenditures in Cambodia

The Priority Action Program (PAP) was launched in
Cambodia on a pilot basis in ten provinces in 2000
and expanded to the whole country in 2001. One
purpose of the pilot was specifically to ‘reduce the
cost burden on the poorest to increase participation
of their children in Grades 1to 9 (Cambodia Ministry
of Education, Youth and Sport, 2001). Registration
charges, formerly common, were prohibited, as were
other obligatory contributions. As a consequence

of the programme, the share of private recurrent
expenditure has been dramatically reduced,
particularly for the poorest households.

Households still must cover various expenses,

however, related to:

® registration: sometimes requires photographs for
identity cards, which cost more and are required
more often in rural than in urban areas;

® uniforms: required in most schools, though
enforced less strictly in primary than in secondary
schools and in remote rural areas than in urban
areas;

® equipment: for sports, required in urban and
semi-urban areas;

Cape Verde, Costa Rica, Guatemala, Kenya,
Nepal, Peru, Senegal, the United Republic of
Tanzania and Zambia. China has announced
policy changes in rural areas. Even when direct
fees are eliminated, however, other household
costs can remain high (Boyle et al., 2002).

In Cambodia, for instance, many types of
household costs impede access and learning
(Box 3.5)

Teachers for EFA

Teachers play a central role in EFA achievement,
as the 2005 Report emphasized.’? Indeed, a long-
term vision, strong governmental leadership and
a sufficient supply of motivated, respected,
supported and supervised teachers are all crucial
to the success of education policies and reforms
focusing on expansion and quality improvement
(UNESCO, 2004a). Teachers also represent the
bulk of public spending on education (Figure 3.10),
and their future supply is a critical issue in
assessing both education quality and financial
stability. Another important aspect is the provision
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o learning materials: items such as notebooks,
exercise books, pens and pencils;

© supplementary tutoring: often needed in urban
areas; cost varies, peaking in primary school at
grade 6 and in lower secondary school at grade 9;

® tests and examinations: charges for testing
materials and fees for examinations, charged by
the Ministry of Education, Youth and Sport; overall
costs were reduced by PAP yet remain substantial,
especially in later grades;

o transport: bicycle maintenance and repair, with
costs varying by region, bicycle use and gender;
poor roads in remote and rural areas create higher
costs than in urban and semi-urban areas;

© pocket money: covering snacks, breakfast,
sometimes lunch, with costs varying greatly by
socio-economic group; may be offset by school
meal programmes such as those offered by the
World Food Programme, targeting poor rural
communities;

® other expenditure: gifts for teachers, collections
during various festivals and ceremonies.

of non-salary teaching inputs. This element can
sometimes be crowded out in developing
countries, where personnel costs often represent
over 90% of total public education spending. This
section examines issues of teacher supply and
quality, mainly at primary level, including
projections to 2015.

Pupil/teacher ratios

While the impact of class size on educational
outcomes remains a matter of debate, and
depends on educational strategies and
pedagogical implementation, the pupil/teacher
ratio [PTR])'3 is an important indicator of education
quality. In general, the ratio is below twenty
pupils per teacher in the vast majority of countries
in North America and Western Europe, Central
and Eastern Europe, and Central Asia, regions
where enrolment ratios are also high (Table 3.5).
Most countries in the Arab States, East Asia
and the Pacific, and Latin America and the
Caribbean have twenty to thirty-four pupils per
teacher. PTRs are much higher in sub-Saharan
Africa, typically exceeding 40:1 and rising to
almost 70:1 in some countries, including Chad,

As Figure 3.9 shows, pupil expenses increase with

grade levels and differ between urban or rural areas.

Figure 3.9: Per-pupil household costs, by grade and area, 2004

600 000

500 000

400 000

300 000

Per-pupil costs, riels

200 000

100 000

crace & | I

Grade 1
Grade 2
Grade 4
Grade 5
Grade 7
Grade 8
Grade 9
Grade 1
Grade 2

Urban
Source: Bray (2005).

Grade 3

[ Other expenses
W Pocket money
Transport
[l Tests and examination
% Supplementary tutoring
[7 Learning materials
M Uniforms and equipment
I Registration and record books

< 0 =] ~ (o] (=2}

2 3 8 2 8 8

8 8 g8 & & @

(&) (&) (5] (G} (G} (&)
Rural

the Congo and Mozambique. Such high PTRs
make it difficult to provide primary education
of good quality.

The number of pupils per teacher declined
between 1998 and 2002 in more than two-thirds
of the 143 countries with data available (see
statistical annex, Table 10A). Decreases were
particularly significant in countries with already
low PTRs, but also occurred in high-PTR
countries such as Djibouti, Gabon, Nepal and
Togo. This generally positive global trend has
some key exceptions, however. PTRs were below
40:1 in 1998 in Afghanistan, India and the United
Republic of Tanzania, yet had risen well above
that level by 2002. The ratio doubled from 32:1
to 61:1 in Afghanistan, where large numbers of
new pupils, especially previously excluded girls,
enrolled in primary school but few new teachers
were hired. PTRs also increased in several
countries that eliminated or reduced school fees,
including Benin, Cambodia, the Congo, Ethiopia
and Uganda. In addition, the number of teachers
remains problematic in the very countries that
need to increase the coverage of their primary
school systems most significantly.

13. Several limitations
should be kept in mind
when comparing numbers
of teachers, percentages

of trained teachers and
PTRs. For example, the PTR
depends on an accurate
count of teachers who have
teaching responsibilities.

In some countries and
regions, part of the teaching
staff may work part time,
and full-time equivalent
numbers are not always
available. In many resource-
constrained countries, forms
of schooling organization
such as multi-grade and
double-shifting may not be
taken into account in the
PTR, which is a national
average. Data on teaching
staff may include other
education personnel as well,
and separate data on the
latter are difficult to collect
at the international level.
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Figure 3.10: Share of personnel costs in total public current expenditure on education by level of national income, 2002
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Table 3.5: Grouping of countries according to primary pupil/teacher ratios, 2002
Regions Below 15 15-24 25-34 35-44
Sub-Saharan Seychelles Mauritius, Botswana, South Africa, Togo, Gabon,
Africa Cape Verde, Namibia, Comoros, Sierra Leone, Gambia,
Swaziland, Ghana, Zimbabwe, Nigeria, Niger,
Sao Tome/Principe, Céte d'lvoire, Zambia, Equatorial
(40) (1) Kenya (8) | Guinea, Guinea-Bissau (13)
Arab States Qatar, Saudi Arabia, Kuwait United Arab Emirates, Bahrain, Algeria, Morocco, Sudan, Palestinian Autonomous
Lebanon, Irag, Jordan, Oman, Djibouti Territories, Mauritania
(18) (3) | Tunisia, Egypt, Syrian A. R. (9) (4) (2)
Central Asia Georgia Azerbaijan, Armenia, Kazakhstan, Mongolia
(7) (1) Tajikistan, Kyrgyzstan (5) (1)
East Asia and Brunei Daruss., Niue Marshall Is, New Zealand, Viet Nam, Tuvalu, Macao, Philippines, Papua New Guinea
the Pacific Cook Islands, Malaysia, Japan, Samoa, Fiji, Vanuatu,
Indonesia, Thailand, China, Lao PDR, Rep. of Korea,
(25) [2) | Tonga, Kiribati (10) | Myanmar (9) (2)
South and Maldives, Sri Lanka, Nepal, Bhutan, Pakistan,
West Asia  (9) Istamic Republic of Iran (3) India (4)
Latin America Bermuda, Cuba, Turks/Caicos Is, Anguilla, Barbados, Peru, Brazil, Guyana, Nicaragua, Dominican Rep.
and the Br. Virgin Is, Cayman Is Bahamas, Argentina, St Kitts/Nevis, Mexico, Colombia,
Caribbean St Vincent/Grenad., Aruba, Trinidad/ Paraguay, Jamaica,
Tobago, Montserrat, Grenada, Dominica, | Guatemala, Chile,
Suriname, Netherlands Antilles, Belize, Honduras
Uruguay, St Lucia, Costa Rica, Bolivia,
(37) (4) | Ecuador, Panama (21) (10) (2)
North America Denmark, Norway, Iceland, Monaco, Finland, United Kingdom,
and Western Italy, Portugal, Sweden, Canada, Malta, France, Ireland,
Europe Luxembourg, Belgium, Cyprus
Greece, Andorra, Austria,
Switzerland, Spain, Germany,
(24) | lIsrael, United States (16) (8)
Central and Hungary, Poland, Slovenia, Lithuania, Belarus, Czech Republic,
Eastern Europe Latvia, Estonia Russian Fed., Bulgaria, Romania,
Croatia, Slovakia, Ukraine,
Rep. Moldova, Serbia/Montenegro,
(18) (5) | TFYR Macedonia, Albania (13)
Total 32 69 32 23

Note: Countries are listed in ascending order of PTR. See source table for detailed country notes.
Source: Statistical annex, Table 10A.
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Burkina Faso, Guinea,
Eritrea, Lesotho, Senegal,
Burundi, Madagascar,

Uganda, United Republic of

Tanzania

Timor-Leste

9

(1

55 and above

Cameroon, Mali, Rwanda,
Benin, Malawi, Ethiopia,

Congo, Mozambique, Chad

Cambodia

Bangladesh, Afghanistan

Are there enough teachers
to achieve UPE?

Teacher numbers are generally too low and PTRs
generally too high in the countries furthest from
attaining the UPE goal. Projections for high-PTR
countries indicate that a major teacher shortage
is looming (Motivans, 2005). Just maintaining
current enrolment ratios while moving to a PTR
of 40:1 by 2015 generally requires a faster growth
rate for teacher numbers than most of these
countries experienced between 1998 and 2002.
This situation primarily reflects still-increasing
school age populations, especially in sub-Saharan
Africa. Growth rates above 9% per year would be
needed in Chad, the Congo, Ethiopia, Mali and
Uganda, for instance (Figure 3.11).

The numbers of additional teachers needed
to increase gross enrolment ratios to 100% and
achieve a 40:1 PTR by 2015 are so high that this is
probably impossible in several countries. Burkina
Faso, Mali and the Niger, where GERs are still
low, would each need to increase teacher supply
by 20% per year. The number of teachers in the
Niger would need to quadruple, from 20,000 to
80,000 in the next ten years or so. Even in
countries that would need only moderate teacher
supply growth rates, such as Bangladesh (4%)
and Cameroon (3%), this would involve huge
absolute increases: from 49,000 to 71,000
teachers in Cameroon and from 315,000 to
482,000 in Bangladesh.

The HIV/AIDS pandemic further accentuates
the issue of teacher shortages in Africa (Desai
and Jukes, 2005). There is ongoing controversy
about the impact of HIV/AIDs on education system
staffing, reflecting different sources of data on
teacher mortality (Boler, 2003).7 A new study of
Eritrea, Kenya, Mozambique, the United Republic
of Tanzania and Zambia suggests that HIV/AIDS
can considerably exacerbate teacher turnover
rates and place significant strain on education
ministries’ human resource requirements,
doubling teacher mortality rates in the worst
cases (Box 3.4). Better data on HIV/AIDS
prevalence and mortality among teachers are
needed, yet only 45% of one major donor’s
education projects in Africa include specific
HIV/AIDS indicators (Boler, 2003).

Teacher qualifications and training

The teacher issue is not just one of numbers; it
is also one of training and conditions of service.
As the 2005 Report indicated, large proportions of
primary school teachers lack adequate academic

To achieve UPE,
the Niger will
need to quadruple
the number

of teachers

in ten years

14. Two categories of
evidence exist: evidence
from school-based surveys
and educational personnel
records, and estimates
derived from projection
models, which constitute
an independent source of
evidence. So far the two
approaches have produced
no agreement on the likely
impact of HIV/AIDS on
education systems (Bennell,
2005a and 2005b).
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Figure 3.11: Current and projected annual growth rates of teacher numbers, 1998-2002 and 2015
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The impact of HIV/ZAIDS on education systems in five countries of sub-Saharan Africa

The most common form of data-based evidence of the impact
of HIV/AIDS on teachers comes from mortality rates taken from
education management information systems, which include
personnel and payroll records. A second form of primary data
comes from school-based surveys in which randomly selected
head teachers and professional staff in education ministries are
asked to respond to questionnaires about teacher absenteeism
and mortality. Projection models are essential for independently
quantifying the potential impact of HIV/AIDS. A projection model
was applied to Eritrea, Kenya, Mozambique, the United Republic
of Tanzania and Zambia.

Consistent with UNAIDS methodology, the modelling approach
allowed teacher infection rates to vary from one-half to double
the infection rate in the general population. Baseline population-
level HIV prevalence was allowed to vary between the upper

and lower ends of the most recent UNAIDS estimates. Where
independent estimates were available, they were included in

the low-high range of AIDS-related teacher mortality.

In the best-case scenario, Kenya, the United Republic of
Tanzania and Zambia will each lose 600 teachers to AIDS in
2005 alone, and Mozambique will lose over 300, based on
~0.5% annual AIDS mortality, the least plausible rate in these
countries. In the worst-case scenario, Kenya, the United Republic
of Tanzania and Zambia will each lose 1,500 to 3,000 teachers
to AIDS in 2005 alone, and Mozambique will lose over 1,100,
based on up to 3.1% annual mortality, the highest plausible

rate in these countries.

Absenteeism is a significant, rising problem in several service
sectors, but data-based research cannot clearly quantify or
ascribe absenteeism to AIDS only. In surveys of head teachers
in southern Africa, one in five saw AIDS-related absenteeism

as a serious problem for the quality of education. They report
that 47% of absenteeism is attributed to attending funerals and
30% to sickness. Reliable data on absenteeism due to HIV/AIDS
are scarce, not least because of the stigmatization and loss of
benefits resulting from declaring one's seropositive status.

Table 3.6: Impact of HIV/AIDS on education in five sub-Saharan countries, 2005

Eritrea Kenya

Mozambique U. R. Tanzania Zambia

medium low = high  medium low = high medium low = high medium low = high medium Jlow  high

;ﬂtea'tge:lg‘ser EiElEs 35 | 70 130 | 1620 700 3020 675 340 1150 1200 @605 2010 1030 580 1500
% total attrition 124 21 309 180 75 206 | 332 166 431 | 199 | 93 | 310 | 404 | 233 488
Annual teacher mortality

e 03 | 007 15 08 | 04 18 14 | 07 | 23 11 05 | 19 21 | 12 | 31
gﬁzcthoe;}'ggrs ol el el 37 7 130 1590 @690 2930 730 | 370 1240 1290 = 610 2200 1090 = 605 @ 1580

% of total teacher-years 0.4 0.1 15 0.8 0.4 18 15 0.8 29 11 0.5 23 22 13 39
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qualifications, training and mastery of content,
especially in developing countries (UNESCO,
2004a). New data confirm this. In only one-
quarter of the approximately 100 developing
countries with data available in 2002 had all or
almost all primary teachers received at least

some pedagogical training (see statistical annex,

Table 10A). More than 20% of primary school
teachers lack training in more than half the
countries in sub-Saharan Africa, and more than
30% in half the countries of South and West
Asia. In South Asia, despite the rather low
minimum qualifications in several countries,
many teachers have not met the national
minimum requirements (Govinda and Biswal,
2005).

Nevertheless, the teacher-training situation
is improving. The proportion of trained primary
teachers increased between 1998 and 2002 in

Table 3.6 provides estimates of AIDS-related
absenteeism. In the best-case scenario, 600 to

700 teacher-years of absenteeism for personal
iliness due to HIV/AIDS will affect Kenya, the United
Republic of Tanzania and Zambia in 2005 alone,
while Mozambique will experience a loss of almost
400 teacher-years. In the worst case, these countries
will experience 1,200 to 3,000 teacher-years of
absenteeism.

It was possible to estimate the financial impact of
HIV/AIDS on the education ministries of Mozambique
and Zambia. In Mozambique, AIDS-related teacher
absenteeism for personal illnesses will likely cost
US$3.3 million in 2005 alone, plus US$0.3 million in
increased teacher-training costs. In the worst-case
scenario, the costs could rise to US$6.0 million per
year, in the absence of any behavioural changes or
the provision of anti-retroviral drugs to education
personnel. In Zambia, the equivalent figures are
USS$1.7 million for 2005 absenteeism, USS0.7 million
for 2005 teacher-training and US$3.4 million per
year in the worst-case scenario. Projection data
consistently indicate that the cost of absenteeism to
employers is substantially greater than the cost of
training and recruitment to replace staff lost through
AIDS: absenteeism is variously estimated at 24% to
89% of the total HIV/AIDS costs to employers, and
training and recruitment at 17% to 24%.

Source: Desai and Jukes (2005).

Figure 3.12: Percentage of trained primary-school teachers, 1998 and 2002
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Source: UNESCO Institute for Statistics database.

the majority of the forty-eight countries with data
available. It rose by 30% or more in Mozambique,
Namibia, Rwanda, South Africa and the Turks and
Caicos Islands (Figure 3.12). Despite this general
progress, several countries, including Anguilla,
Belize, the Congo, Ghana, Nepal'® and the Niger,
experienced a drop in the proportion of trained
teachers. In the Niger, the proportion of trained
primary teachers fell from 97% to 72% between
1999 and 2002 as a direct result of a government
policy to meet increased demand for primary
education and keep costs sustainable by hiring
large numbers of volunteer teachers without
pre-service training, at substantially lower
salaries than other teachers, and then providing
them with in-service training to upgrade their
qualifications. Similar efforts are under way in
several other West African countries (Wallet, 2005).
In Mozambique, by contrast, a policy of
simultaneously lowering the minimum required
primary teacher-training standards from nine to

15. In Nepal, a tremendous
drop in the percentage of
trained teachers, from 52%
to 16%, reflects a stricter
definition of training. The
most recent data include
only teachers who have
received at least ten months
of training, while data in the
past included teachers who
might have received as little
as 2.5 months of training.
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Rwanda
increased its
proportion

of trained
teachers from
49% to 81%
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seven years of schooling and introducing an
accelerated teacher-training programme raised
the proportion of trained teachers from 33% to
60% (European Association for International
Education, 2003; International Association of
Universities/UNESCO, 2005). While the policies of
both the Niger and Mozambique largely aimed to
reduce the costs of expanding primary education,
their implications for quality and learning
outcomes remain uncertain (Wallet, 2005).
However, other countries succeeded in increasing
the percentage of trained teachers without
lowering standards. Rwanda increased its
proportion of trained teachers from 49% to 81%

by reorganizing teacher-training institutions,
opening new teacher-training colleges and
subsidizing two church-based training institutions
that together produce about 1,500 new primary
teachers per year (MINEDUC, 2003). However,
while the teachers’ training status has improved,
quantity is still insufficient, as the primary PTR
grew from 54:1 to 60:1, with implications for the
quality of teaching and learning.

Just as important as teacher qualifications
are the status of teachers and the need to involve
them in policy development and implementation,
as the 2005 Report noted. Yet, salaries remain
problematic. In Estonia, for example, despite

Teacher salaries and working conditions in Latin America

National policy discussions and strategies related to
teachers focus on three themes: working conditions,
training and performance appraisal. On average,
teachers' salaries in OECD countries, including
Mexico, start at about the level of GDP per capita and
grow steadily to reach 140% of GDP per capita after
fifteen years of teaching experience. Teachers in non-
OECD Latin American countries, except Chile, start
their career with salaries between 60% (Uruguay)
and 90% (Peru) of GDP per capita. After fifteen years
of service, salaries are 1.4 times the starting level in
Argentina and 1.5 times higher in Brazil, while in Chile
and Uruguay the ratio between starting and
mid-career salaries is a more modest 1.2, and Peru
has no increase in base salaries throughout the
teaching career (Figure 3.13).

Career progression for teachers in Latin America

is very limited, with few opportunities offered except
to become, for example, principals and then
inspectors. Chile is the only country in Latin America
to systematically evaluate public schools and their
teachers (both state-run schools and those that are
privately run but state-subsidized). It provides
monetary rewards to schools and teachers whose
performance is evaluated as excellent. In the last two
performance evaluations (2003 and 2004), 10% of
teachers were assessed as outstanding, 52% as
competent, 37% as at the basic level and 3% as
unsatisfactory.

Figure 3.13: Primary teacher salaries and comparison with GDP per capita:
entry level and after fifteen years' experience (PPP USS$, 1999)
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salary increases in recent years, a junior
teacher’s pay has not even reached the national
average wage (Koke, 2005). Similarly, inadequate
teacher salaries in Latin America fail to attract
the best candidates (Box 3.7). While teachers may
be ‘perhaps the most important constituency in
education reform’, overall in many regions they
continue largely to be ‘ignored in policy dialogue,
monitoring and implementation’ (World Economic
Forum, 2005). Some countries are trying to
improve teachers’ status, though. In China,
salaries have been increased and a National
Teachers Education Network has been launched
to provide a 'lifelong learning platform’ for
strengthening professional skills (Bernard, 2005).

Women teachers and the gender goal

The proportion of teachers who are women is a
potentially crucial indicator for gender outcomes
in schooling. In general, women predominate
among teachers, the proportion being highest in
pre-primary education and somewhat lower at the
primary and secondary levels. Important regional
differences exist (Figure 3.14): the proportion of
women teachers is lowest in South and West Asia
and in sub-Saharan Africa, where men
outnumber women teachers at both primary and
secondary levels. In Benin and Chad, less than
one-fifth of primary teachers are women. In
countries including Benin, Burkina Faso, the
Comoros, the Congo, Eritrea and Senegal, less
than 15% of all secondary teachers are women.
Female teachers are fewest in countries where
overall enrolment levels are lowest and gender
disparities in favour of boys are highest.
Equalizing gender balance among teachers will
promote girls’ enrolment in these countries
(UNESCO, 2004a). Moving to a very high proportion
of female teachers, however, can work to the
disadvantage of boys, a phenomenon that also
characterizes several Caribbean countries as well
as Mongolia, Nicaragua and the United Kingdom.

The need for inclusion

As Chapter 1 noted, Education for All is about all
six goals, not just about schooling. It is also about
all people - children, youth and adults; women
and men; rural and urban residents; the poor and
the better-off; ethnic and linguistic minorities and
majorities; the disabled and the able; the sick as
well as the healthy; the HIV-positive and the HIV-
negative; and the chronically hungry and the

Figure 3.14: Median share of female teachers in various levels of education
by region, 2002
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malnourished as well as those with enough to eat.
At school level, given the considerable (albeit
insufficient] progress that has been made towards
the primary enrolment and gender parity goals in
many countries, the EFA challenge now concerns
enhancing quality (focus of the 2005 Report) and
extending enrolment to include everyone. Among
youth and adults, the lack of literacy largely
affects excluded groups, and particularly women
members of such groups. Chapter 7 discusses
literacy among indigenous peoples, migrants and
people with disabilities, while this section
examines three other types of exclusion that are
particularly relevant at school level: the exclusion
of unregistered children, rural children and girls.

Unregistered children

According to UNICEF, some 48 million births
were not registered in 2003 worldwide — over 30%
of all estimated births. In South Asia and sub-
Saharan Africa, 63% and 55%, respectively, of
total births went unregistered. Reasons for not
registering birth vary : it is often not perceived as
a fundamental duty and right, it can require a fee
that families find hard to afford (e.g. in Indonesial,
it sometimes involves travelling far (e.g. in parts
of Albania) and it is often especially difficult for
ethnic minorities and particular indigenous
groups (e.g. Kurds in the Syrian Arab Republic]
(UNICEF, 2002 and 2005¢]. Finally, in many
countries concerned by this problem, systems

of registration are either not in place or not
functional.

The proportion

of women teachers
is lowest in South
and West Asia and
in sub-Saharan
Africa
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About 70% of
the world's
poorest people
live in rural
areas

16. It should be noted,
however, that many
parents object to children
being taught a special
rural curriculum, viewing
it as substandard
(Moulton, 2001).

17. For details, see
www.fao.org/sd/erp/
index_en.htm

18. The focus here on
girls in primary education
is not meant to imply that
secondary education is
less important or that
there are no gender
issues for boys. Indeed,
increasing girls’
enrolment in secondary
school is an important
strategy for increasing
primary enrolment. In
middle income countries,
as Chapter 2 points out,
issues of boys” enrolment
and learning, compared to
those of girls, are
increasingly coming to the
fore.
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School enrolment often requires a birth
certificate; this is the case, for instance, in
Cameroon, Lesotho, the Sudan and Yemen. In
other countries, a certificate may not be needed
to enrol, but is necessary for obtaining a primary
school diploma. Steps are needed, therefore, both
to encourage birth registration and to ensure that
unregistred children can attend school. Indeed,
the right to birth registration is enshrined in the
1989 Convention on the Rights of the Child, and
must be guaranteed to all children.

Reaching rural people

About 70% of the world’s poorest people live in
rural areas. The supply of education for rural
people is generally inadequate. Urban African
schools, for instance, are much better equipped
than rural ones, especially with regard to
electricity and water supplies (Monitoring
Learning Achievement Project, 2002). Many rural
schools do not offer the full number of primary
grades, and teach curricula that are ill adapted
to rural circumstances.!® The language of
instruction may differ from children’s mother
tongues. Rural children also receive less
parental supervision and help with homework
than do urban ones, as surveys in India and
Mexico have found. Demand for schooling in rural
areas can be low, particularly because of the
opportunity costs of attending school in terms
of time lost to working in the fields or the home.
Demand can also fluctuate with respect to
seasonality of opportunity costs, to agricultural
and economic conditions, and to health and
nutrition problems. Solutions exist to all these
supply and demand problems, including
non-formal programmes such as BRAC in
Bangladesh, community schools in Mali and
the Escuela Nueva programme in Colombia.
Non-formal programmes have had a significant
impact but are unlikely to reach the scale
required to meet the learning needs of large
numbers of rural children. To this end, research
into formal programmes is needed, which was
the rationale for the inter-agency EFA flagship
initiative on Education for Rural People, launched
in 2002 and led by UNESCO and the Food and
Agriculture Organization of the United Nations.!”
Since the bulk of out-of-school children
and those receiving insufficient schooling live
in rural areas, it is right to focus attention on
the needs of rural children and adults, as the
flagship initiative does. Such a focus must,
however, avoid three potential traps. The first

is to ignore urban children, who are by no means
universally better off educationally than their
rural counterparts, especially children in
peri-urban communities. The second trap is to
regard rural areas as homogeneous, which they
are not. There is no internationally agreed
definition of ‘rural’, and hence no internationally
comparable rural-urban statistical breakdowns
can be made. Different countries mean different
things by ‘rural’ and ‘urban’. Within the rural
parts of countries, moreover, population densities
can vary considerably, a fact with important cost
implications for rural schools. In remote regions
of many countries, access to villages is difficult.
As a result, per student costs are high, either
because class sizes have to be small or because
of transport costs to consolidate children in
regional schools. It is important to realize,
therefore, not only that there is a need to focus
on rural people, but also that the implementation
of any policy to include the rural remote entails
higher than average unit costs. Solutions exist,
such as multigrade teaching and the provision

of school meals, but some are resisted in regions
without experience of them until very recently,
such as Central Asia. The third point, consistent
with the concept of Education for All, is to ensure
that strategies to reach and educate rural people,
taking their geographic circumstances into
account, do not involve special curricula that,
while adapted to rural children, risk providing
them with an education that is more vocational,
less flexible and possibly of lower quality than
that provided to other children, or that could
deny them the choices other children have.

The continuing gender challenge

Previous Reports, especially that of 2003/4, have
made the case for gender parity and equality,
noting that one is essentially a quantitative and
the other a qualitative goal. Though 2005 data
are not yet available, we know from the results
presented in Chapter 2 that the gender parity
goal for 2005 has been missed, especially in
South Asia and sub-Saharan Africa, but also
elsewhere. Still, some countries, including
some of the poorest, have dramatically reduced
gender inequality in enrolment and completion
in recent years. To stress that successful
strategies exist, this section draws on country
experiences with enrolling and keeping girls in
school.’® The elements of the strategies are well
known, as is the need to integrate actions inside
the school with those outside the school at the


http://www.fao.org/sd/erp
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Table 3.7: Strategy framework to assure gender equality in education by 2015

Inside the classroom

Component 1: Ensure a girl-friendly environment at all levels of society

Component 2: Make schools girl-friendly
Provide school with basic sanitation and separate toilets
Ensure that schools respect girls” safety and privacy

Outside the classroom

Reduce wage and job sex-discrimination in the labour market
Commit at the highest level to promote women's rights to education

Encourage community participation and parental support
Build schools closer to girls homes and in areas belonging to the same

Facilitate the return to school of pregnant girls
Protect girls against violence at school

Component 3: Make schooling gender-sensitive

Eliminate gender bias in teacher attitudes against girls via training
Employ more adequately educated and trained female teachers

community

Ensure that educational materials are gender sensitive and eliminate

gender stereotypes

Provide curricula that are sensitive to present and future needs of girls

Component 4: Make school more affordable

Remove direct costs as fees, but also indirect costs incurred by

uniforms or books
Provide free or cheap transportation to schools
Provide breakfasts or meals at schools

local level and that of society as a whole. The
framework used in this section and presented
in Table 3.7 has two particular advantages:

(a) it encompasses both demand and supply
factors while recognizing that they interact in
complex ways, making them difficult to
distinguish in practice; and (b} its explicit
consideration of actions outside the school
highlights that school interventions alone,
important though they are, will not assure
gender parity and equality. The framework thus
builds on the analysis in the 2003/4 Report.

A girl-friendly environment

at all levels of society

An environment unfavourable to women is

a major impediment to the diffusion of girls’
education (Millennium Project, 2005a).

Broad social measures and reforms beyond
the education system are needed to promote
women’s rights, empowerment and leadership.
These are desirable in their own right as well
as necessary for facilitating gender equity in
education. Attitudes (and even laws and
regulations) about women'’s roles in the labour
market and in society — and about the gender-
based division of work in the household and on
the farm - influence decisions about schooling.
Where women face limited employment and
income-generation opportunities, families are
often reluctant to invest in girls’ education.
Changing entrenched attitudes against women

Reduce student domestic workload

Provide targeted scholarships to girls, particularly for secondary education

and promoting women’'s empowerment at all
levels of society, an essential condition for
achieving gender equality in education, requires
political commitment at the highest level.

However, as Figure 3.1 showed, the inclusion
of gender parity in national EFA plans is not
systematic, though it is increasingly present. Only
eighteen out of thirty-two country plans covered
the gender goal, though in some cases, such as
countries of Latin America and the Caribbean, this
may be because gender parity has largely been
achieved at primary and secondary levels. Ten out
of fifteen Pacific island countries do not address
goal 5 in their plans: the Cook Islands, the
Federated States of Micronesia, Kiribati, the
Marshall Islands, Nauru, Niue, Palau, Papua New
Guinea, Tonga and Tuvalu. In all the countries
except Nauru, fewer girls than boys are enrolled
in primary school; moreover, the share of girls in
total enrolment in secondary school is not only
lower than that of boys in all ten countries, it is
also less than the share at primary level in Nauru,
Niue, Palau and Papua New Guinea. In several
Pacific countries, though there may be more boys
than girls enrolled, a trend of underachievement
by boys is emerging. This is increasingly an issue
worldwide (see Chapter 2} and one largely
neglected in EFA plans until recently (Lameta,
2005). Even countries that have achieved the
gender parity goal are far from gender equality in
education, so the exclusion of gender from many
of these countries” EFA plans is worrying.

Broad social
measures and
reforms beyond
the education
system are needed
to promote
women's rights
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19. See, in particular,
Gordon (1995),
Maimbolwa-Sinyangwe
and Chilangwa (1995),
Kutnick et al. (1997),
Miske and Van Belle-
Prouty (1997), Sey (1997)
and Swainson et al.
(1998).
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Girl-friendly schools
Like society as a whole, schools need to be girl-
friendly. Discriminatory practices are often
embedded in school culture. Research in the past
decade has endeavoured to understand the link
between the school context, the ‘informal school
environment’ and gender differentiation in
education.'” One important example is safety
(discussed more generally in the last section of
this chapter). Parents’ concerns about safety may
discourage families from sending children,
especially girls, to school, particularly if schooling
requires distant travel. Locating schools closer to
girls” homes has allowed increased girls’
participation in several countries (Herz and
Sperling, 2003). Similarly, it seems that the
location of schools within a given community is
as important as the physical distance, if not more
so (Lehman, 2005). Local community involvement
can take different forms, from recruiting teachers
to designing curricula and discussing pedagogy,
and can reduce parents’ reluctance to send their
daughters to school (Box 3.8). Of course, all
children, not only girls, benefit from closer ties
between schools and the community.

Girls need separate sanitary facilities in
schools as well as measures that protect their
privacy and safety, and meet community cultural

standards. Experience in thirty African countries
shows that most young women do not attend
school during their menses because of the lack
of separate toilets (Herz and Sperling, 2003).

In some cultural settings, measures beyond
separate sanitary facilities are necessary, such
as boundary walls for girls” schools or separate
hours for girls and boys in shared school
buildings. Once again the school-community
link is crucial.

Another important factor is schools” attitude
towards girls who marry or become pregnant. A
review of several country studies in sub-Saharan
Africa found that between 8% and 25% of
drop-out among girls was due to pregnancy
(Eloundou-Enyegue et al., 2000); other girls leave
at marriage. Readmission policies can offer a
solution, allowing pregnant girls to resume school
after giving birth and married girls to continue
their studies. Gender-based violence, discussed
further below, can also limit girls” participation.

Gender-sensitive learning

Gender bias in textbooks and in teachers’ views,
and lack of role models within schools, influence
how parents, as well as pupils themselves, make
schooling decisions. Considerable effort is still
needed in many countries to revise teaching

The Northern Areas Community Schools Programme in Pakistan

In a remote region of northern Pakistan, extreme
poverty, social conservatism and inadequate facilities
played a large role in keeping the majority of
children, and a disproportionate number of girls,

out of school. As of the early 1990s, about 82%

of government-run schools were for boys only,

and 86% of the teachers in government-run

primary and middle schools were male. Very few
schools had sanitation and running water.

In the mid-1990s, the Aga Khan Rural Support
Programme (AKRSP) developed a proposal for
‘community schools' in partnership with village
organizations, involving a mutual agreement. The
AKRSP would establish either co-educational or girls'
primary schools in areas where (a) there was no
school; (b) the existing school was too small to meet
demand; (c) there was only a boys' school to which
parents were unwilling to send their girls; or

(d) geographic, political or sectarian constraints
prevented parents from sending their children to

the local school. For their part, communities would
provide a building for classes and hire a teacher
meeting the criteria of the Directorate of Education
for the Northern Areas. These criteria included
preference for female teachers unless there were no
females meeting minimum academic requirements.
The directorate agreed to help pay, train and
supervise the teachers.

Public response to the programme was
overwhelmingly positive. Between January and
October 1995, a first round of 250 community
schools opened. By March 1996, enrolment in these
schools had reached 12,088 students, equivalent

to about 16% of primary enrolment in the regular
government system. Among newly enrolled pupils,
almost 61% were girls. Nearly half the teachers were
female. The majority of parents seemed comfortable
with co-education as long as the community chose
the teacher. Another 250 community schools have
since opened, with assistance from the directorate.

Source: World Bank (1999¢).
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materials that often display strong role models
for boys but few or weak ones for girls, and to
make curricula at all levels gender-sensitive and
responsive. Girls may receive less attention from
teachers, who sometimes have stereotypical,
negative perceptions of girls” academic ability.
Boys tend to lead groups and have more
opportunities to ask and answer questions,
limiting girls to more passive roles (Herz and
Sperling, 2003). Teachers’ attitudes and
expectations can deeply influence girls” learning
outcomes and course choices, and hence their
post-school possibilities. Gender stereotypes
often discourage girls from taking courses in
technical and scientific fields, for example, as
well as reducing job opportunities and
reinforcing gender segregation in the labour
market (USAID, 1999).

Teacher-training is part of the answer.
The presence of women teachers can also
draw more girls into school. A randomized
evaluation of a programme to hire female
teachers in informal schools showed that girls’
attendance increased by about half when women
teachers were recruited (Banerjee and Kremer,
2002). Increasing the proportion of female
teachers in countries where they represent
a minority, especially in rural areas, is very
important. The overall teacher shortage
worldwide (discussed above in the section on
teachers), which is especially acute in South Asia
and sub-Saharan Africa, presents an opportunity
to deal with this situation without risking the
careers of existing male teachers. Appropriate
measures can include imposing quotas, removing
age restrictions, favouring local recruitment
and posting, and building rural teacher-training
institutions with facilities for women.

Making school more affordable

The direct and indirect costs of formal education,
discussed earlier, constitute a significant obstacle
to expanded primary school attendance among
the poor, and particularly for girls. Family income
and the costs of providing education influence
family willingness to send girls to school more
heavily than they affect the willingness to send
boys. In addition, the costs of going to school
may be higher for girls. In Ghana, India, Malaysia,
Pakistan, Peru and the Philippines, for example,
distance to school is a greater deterrent to
schooling for girls than for boys (King and
Alderman, 2001); parents may have to pay higher
transportation costs if they do not want their

daughters to walk long distances or walk alone
to school. Clothing or uniform costs may be
higher where parents are reluctant to send girls
to school without proper attire. In the United
Republic of Tanzania, for example, households
spend as much as 14% more to send a girl to
school than to send a boy. (King and Alderman,
2001).

Countries that have removed fees or other
direct costs of education have experienced
dramatic increases in girls” enrolment. Uganda’s
UPE programme, begun in 1997, led to a jump in
the net enrolment ratio for girls from 63% to 83%
in just two years, and the rate for the poorest
girls nearly doubled, from 43% to 82%. On
average, the gender gap in primary education
almost disappeared (Deininger, 2003). The 2003/4
Report also stressed the importance of fee
elimination in girls” education, especially in
sub-Saharan Africa. Another widely used
approach is to provide stipends to parents to
cover the costs of schooling. Scholarships for
girls’ programmes have been successfully used
in several countries, including Bangladesh.20

The opportunity cost of children’s time in
school-related activities is also often higher for
girls than for boys, especially in poor and rural
areas, where there are strong gender norms for
household tasks and where girls tend to work
longer hours than boys in both market and
non-market work. Investing in early childhood
care and education, and in childcare centres at
schools and in communities, for instance, can
free many girls from poor families to attend
school. Such investment not only relieves older
girls of sibling care during the day, but also
benefits younger siblings directly. Other
investments, e.g. in fuel-efficient wood-burning
stoves, accessible water wells and simple
mechanized grain and grinding mills, have been
shown in Nepal, Burkina Faso and the Gambia to
reduce demands on girls’ time and permit them
to attend school (World Bank, 1993).

Priorities and challenges

The various measures that have been discussed
in this subsection can be effective only as part of
an integrated strategy. Indeed, experience shows
it is the convergence of several measures aimed
at favouring girls” education that is successful.
The national EFA plan of the Niger illustrates the
use of this integrated approach (Box 3.9). It should
not be forgotten that in some countries it is boys
who are the disadvantaged group. Where

Countries that
have removed fees
have experienced
dramatic increases
in girls" enrolment

20. See UNESCO (2003b) for

this and other examples.
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The Niger's strategy to eliminate
gender bias in schooling

The Niger's strategy to improve girls' participation in the first and

second cycle of basic education has eight elements:

® three campaigns between 2003 and 2015 to make parents and
school partners aware of the benefits of enrolling girls, with special
emphasis on issues relating to registration, retention, graduation
rates and the sharing of education costs;

® local action plans to promote the enrolment of girls in rural areas
with low girls" enrolment rates, starting with a test phase involving
480 schools and gradually being extended to 1,280 villages;

® tutoring to reduce the drop-out rate in 1,350 schools with the lowest
girls' retention indicators;

© gender-based training for 5,410 teachers and 60 academic supervisors;
® revision of texts on the protection of girl students;

® prizes and scholarships for the 400 girls who each year achieve the
best grades in science subjects for the primary school completion
certificate;

® building of accommodation and provision of support to families that
host girls from disadvantaged backgrounds while they attend school;
® capacity-building for the department concerned with the promotion
of girls' enrolment (Direction de la promotion de la scolarisation
des filles).

Source: Damiba (2005), citing the 2004 action plan of the Niger for its 2000-2015
national plan.

resources are greatly constrained, it is rational
to make a special effort to reach the most
disadvantaged groups - whether girls or boys -
as gender disparities are often greater among
the poor (World Bank, 2001; Filmer, 1999).
Emergencies, conflict and post-conflict settings
should also receive preference in implementing
strategic priorities and allocating resources.

Adapting to the context

The discussion thus far in this chapter has related

to normal circumstances, implicitly assuming
reasonably stable governments and economies.

A major obstacle to the achievement of EFA is the

high proportion of countries that are in fact in, or

recently emerged from, conflict, natural disasters,
such as the December 2004 Indian Ocean tsunami,

and economic instability. In addition, especially in
sub-Saharan Africa, most countries have to
confront the HIV/AIDS pandemic. This section
initiates a discussion of such issues that future
Reports will pursue further.

Figure 3.15: Education and armed conflict

The boundaries and names
Shown and the designations
used on this map do not
imply official endorsement
or acceptance by UNESCO.

J. K.: Jammu and Kashmir.
Dotted line represents
approximately the Line of
Control agreed upon by India
and Pakistan. The final
status of Jammu and
Kashmir has not yet been

agreed upon by the parties. &

Emergencies and EFA

Increasingly war and conflict occur within, rather
than between, countries. In 2003, for instance,
there were thirty-six armed conflicts, mostly civil
wars, in twenty-eight countries, almost all low-
income developing countries; 90% of the victims
were civilians [Project Ploughshares, 2004).
Figure 3.15 plots these conflicts on the world map.
Conflict has important consequences for EFA
for two reasons. First, the countries furthest from
EFA are the low-income countries, and most
conflicts today occur in poorer countries. Second,
conflicts and their aftermath directly affect
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education systems. Schools and other buildings
in the education system are common targets,
as they are often perceived as a key to power.
Schools are also seen as battlefields in the
attempt to win hearts and minds. Parents are
reluctant to send children, especially girls,

to school when there is insufficient security.
Children may even be recruited as soldiers.
Chechen schools have been bombed during
school hours (Nicolai and Triplehorn, 2003). By
the end of the genocide in Rwanda only one-third
of the country’s 1,836 schools were still
operational and only 45% of primary school

the course of the conflict.
Source: Project Ploughshares (2004).

Based on United Nations map

teachers remained (Obura, 2003). In Timor-Leste,
95% of the classrooms were destroyed in the
violence that followed independence (Buckland,
2005). Teachers are the targets of murder, threats
and displacement in Colombia, where
eighty-three teachers were killed in 2003
(Women's Commission for Refugee Children and
Women, 2004). Fear of abduction, rape, landmines
and crossfire makes travel to school treacherous
and parents reluctant to let children go to school
during conflicts. Schools are frequent sites of
military training and child recruitment, for
example by rebel groups in the eastern
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Democratic Republic of the Congo. Some
300,000 children under age 18, some as young
as 7, are actively participating in armed conflicts
throughout the world (Coalition to Stop the Use
of Child Soldiers, 2001).

Maintaining education systems during
conflicts and other emergencies, like natural
disasters, is essential, as education offers some
stability, some normality and some hope for the
future (Box 3.10).

Soon after being displaced during conflicts,
communities often begin to organize rudimentary
schools, in basements or under trees, often
without funding, teachers or materials. In
Guatemala, for instance, so-called Communities
of Population in Resistance kept schooling going
during the civil war. Learning that takes place in
emergency situations can both prepare for the
future and have immediate relevance, as in the
cases of landmine awareness and HIV/AIDS
education. Box 3.11 outlines principles that, while
they hold even in peacetime, are particularly
important in times of crisis.

It is, of course, easier to say that education
should continue in times of emergency than to
ensure that it does so, especially where the
government apparatus, which should normally
provide education, is either weak or has

collapsed. As Sommers and Buckland (2004) note,

‘The fundamental challenge to reaching EFA
targets in countries during conflicts is the lack
of an effective, widely accepted policy or strategy

to tackle the dual problems of weakened
governments in war zones and the absence of
clear mandates and coordinated action plans for
international response’. The work of international
agencies and NGOs thus becomes crucial.
Increasingly, encouraging examples of successful
international efforts can be found, including the
distribution of education materials and
development of teacher education by UNESCO's
Programme for Education for Emergencies and
Reconstruction in Somalia, Yemen, Djibouti and
Ethiopia; UNICEF's community centre support in
the southern Sudan, which includes education;
and Save the Children Canada’s projects in
Colombia. The Inter-Agency Network for
Education in Emergencies (INEE], a global
network of over 100 organizations and 800
individuals, has developed the Minimum
Standards for Education in Emergencies, aimed
at improving coordination among all those
involved in education in emergencies.

The necessary reconstruction of education
after conflicts and other emergencies represents
considerable potential for renewal and
improvement. Policy change, for instance, can be
relatively easy, as old structures may have been
swept away. At the same time, educational
reconstruction cannot be undertaken with a
development ‘business as usual” approach
(Buckland, 2005) because of the legacy of conflict:
weakened institutions, civil society in disarray,
destroyed infrastructure, unschooled overage

The impact of the 2004 tsunami on education systems

According to official estimates, the December 2004
earthquake and tsunami killed more than 280,000
people. In India, Indonesia, Malaysia, Maldives,
Myanmar, Somalia, Sri Lanka and Thailand, homes,
schools, bridges and roads were devastated. UNICEF
estimated that 1.5 million children were affected by
the disaster and that more than one-third of those
killed were children. A month following the disaster,
the World Bank estimated damage and loss to the
education sector in Indonesia at US$128.4 million.
Nearly 1,000 Indonesian schools were destroyed

or damaged. The tsunami caused US$21 million in
damage to the Sri Lankan education system;

168 public schools were damaged. Teacher unions
estimate that up to 75,000 teachers were affected
by the tsunami. In Aceh, Indonesia, about 2,500
teachers were killed and 3,000 teachers there were
still homeless three months later. In Aceh and the

island of Nias, as many as 45,000 students were
killed. Despite such hardships, about 750,000
children in tsunami-affected areas returned to school
within two months after the disaster, UNICEF
reported. In Aceh and Nias, 1,200 temporary primary
school teachers were trained and began teaching in
July, the beginning of the new school year. School
rehabilitation in many cases began with temporary
structures, built immediately after the disaster, to
maintain continuity of education. The move to more
permanent structures has begun, but before
rebuilding could begin in earnest, issues such as land
rights and safety requlations need to be addressed,
and steps taken to ensure that the reconstruction

is carried out equitably and sustainably.

Sources: UNICEF (2005d); World Bank (2005c).
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Principles of emergency education

Access

® The right of access to education, recreation and related

activities must be assured.

© Rapid access to education, recreation and related
activities should be followed by steady improvement
in quality and coverage, including access to all levels
of education and recognition of studies.

® Education programmes should be gender-sensitive,
accessible to and inclusive of all groups.

® Education should serve as a tool for child protection
and prevention of harm.

Resources

© Education programmes should use a community-based

participatory approach, with emphasis on capacity-
building.

® Education programmes should include a major
component of training for teachers and youth/adult
educators, and provide incentives to avoid teacher
turnover.

o Crisis and recovery programmes should develop

and document locally appropriate resource standards,

adequate to meet the programmes' educational and
psychosocial objectives.

children, demobilized child soldiers, and so on.
Above all, there is an immediate need to avoid
a relapse into violence.

Experience shows that the most effective
reconstruction strategies are participatory,
elaborated in full dialogue with the affected
community (INEE, 2004). Beyond education
systems’ reconstruction as such is the role they
can play in forging social cohesion and facilitating
economic recovery. Rebuilding societies free of
discrimination and ethnic bias is a challenge
being addressed in several places, including
Mozambique, Northern Ireland, Rwanda, South
Africa and the countries of the former Yugoslavia,
all of which are trying to move away from
segregated systems towards inclusive education.

Economic instability and EFA

Economic crises affect education systems. Public
finances deteriorate and resources for the public
funding of education typically decline. Household
incomes fall and resources to meet the private

Activities and curriculum

o All crisis-affected children and young people should

have access to education, recreation and related
activities, to help meet their psychosocial needs in
the short term and longer term.

@ Curriculum policy should support the long-term

development of individual students and of the society

and, for refugee populations, should be supportive
of a durable solution, normally repatriation.

o Education programmes should be enriched to include

life skills for health, safety and environmental
awareness.

® Education programmes should be enriched to include

life skills for peace, conflict resolution, tolerance,
human rights and citizenship.

® Vocational training programmes should be linked
to opportunities for workplace practice of the skills
being learned.

Coordination and capacity building

® Governments and assistance agencies should promote

coordination among all agencies and stakeholders.
o External assistance programmes should include

capacity-building to promote transparent, accountable

and inclusive system management by local actors.

Source: Sinclair (2003).

costs of education are less available to families,
although not all the effects of economic crisis

are to education’s detriment: in particular, the
lowering of wages in the labour market can
reduce the opportunity cost of children attending
school rather than working. Hence, an economic
and financial crisis often encourages school
drop-out, but not invariably. In Costa Rica,
economic crises significantly reduced secondary
school attendance, especially in rural areas
(Funkhouser, 1999). In Pakistan, severe
reductions in income increased drop-out from
secondary schools and, to a lesser extent, primary
schools. In Brazil, by contrast, similarly severe
income reduction did not in general reduce school
attendance, as they also lowered the wages of
children and hence the household cost of
attending school (Duryea and Arends-Kuenning,
2001). Mexico experienced both effects, but the
income reduction was greater than the drop in
opportunity costs, so school attendance fell
(Binder, 1999). Patterns similar to these also were

In Costa Rica,
economic crises
significantly
reduced secondary
school attendance
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found in East Asia during the severe economic
and social crisis of the late 1990s.

While economic crises have a mixed impact
on school attendance, they more systematically
affect quality negatively. Parents may wish to
keep their children in school, but may cope by
sending their children to a cheaper school and,
very commonly, by simply reducing spending on
school materials, as occurred in Argentina in 2002
(Box 3.12). It is thus very important for public
resources devoted expressly to quality inputs to
education to be maintained as much as possible
despite economic downturns.

HIV/AIDS and EFA

HIV/AIDS, which caused about 3.1 million deaths
in 2004 (UNAIDS/WHO, 2004), has a profound
impact on education, and hence on the
achievement of the EFA goals, especially in sub-
Saharan Africa. Education also has the potential
to help mitigate the pandemic. The impact on
education results particularly from increases

in the numbers of orphans, which education
systems must accommodate, especially in
sub-Saharan Africa, and from the effects of the
pandemic on school system employees, including
teachers (discussed above) and administrators.
Education can help mitigate the pandemic
through providing information to students about
HIV/AIDS and developing their ability to respond.

Economic shocks
and the quality of education:
the Argentine case

Argentina experienced a major economic and social
crisis in 2002. Household income fell by roughly
one-third in real terms, and about half of all
households also experienced a drop in nominal income.
The proportion of the population categorized as poor
grew by roughly 15% and the number of the extreme
poor nearly doubled between October 2001 and May
2002. Families tried very hard to keep children in
school (De Ferranti et al., 2000). However, they made
adjustments that had implications for quality, opting
for less expensive private schools (3%), moving from
private to public schools (2%) and reducing purchases
of school materials (72%), an option taken particularly
by the poor: while 90% of households in the lowest
income quintile reduced spending on school materials,
only 43% of those in the highest quintile did so.

Source: Fiszbein et al. (2002).

Impact on education systems
The HIV/AIDS crisis has left many children
orphaned (having lost either or both parents).
Particularly affected are eastern and southern
Africa, where 31% to 77% of all orphans are AIDS
orphans, compared to 4% to 39% in the rest of
Africa (Desai and Jukes, 2005). AIDS orphans who
have lost a mother outnumber those who have
lost a father, creating a particular gap in childcare
and household continuity. AIDS orphans may be
unable to attend school because they or the
extended family and community members caring
for them cannot afford the household costs; even
when they attend, they may need a wider range
of support services than children with both
parents and may also lack parental support
with their learning.

While the needs of orphans and the impact
of HIV/AIDS on teachers have been fairly widely
reported, a particular gap has concerned the
impact of HIV/AIDS upon education
administrations and their responses to the
pandemic. As with teachers, the impact on
administrations stems more from the
absenteeism of the sick than from the direct
replacement and training costs that follow the
death of personnel. ‘Absenteeism is variously
estimated at 24% to 89% of the total HIV/AIDS
costs to employers, and training and recruitment
at 17% to 24%’ (Desai and Jukes, 2005, citing
Grant et al., 2004, and Grassly et al., 2003).
There appear to be no estimates of the impact
of HIV/AIDS on education administrations
specifically, however.

How well prepared are education systems
to deal with AIDS? A recent survey reported that
only 43% of countries with an education
management information system had amended
it to include HIV/AIDS-sensitive indicators through
measures such as modifying annual school
censuses to monitor illness and death among
teachers, orphaning, and reasons for teacher
attrition and pupil drop-out (HEARD and MTT,
2005). Of the seventy-one countries surveyed,
12% had no education management information
system at all, much less one adapted to HIV/AIDS
information.

Impact of education on HIV/AIDS

It is generally believed that the higher the level of
educational attainment, the lower the rate of HIV
infection within a population. In practice, the
situation is more complicated. The relationship
between education and HIV/AIDS appears to vary
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according to the stage of the pandemic. At the
early stages, more educated people are more
vulnerable to infection. Once information
becomes available, however, the most educated
members of society are more likely to access and
internalize it. A survey of African countries
confirms this behaviour, notably in Uganda (Desai
and Jukes, 2005). As a result of these trends,
African countries with higher levels of educational
attainment initially have higher rates of HIV/AIDS
infection than those with lower levels, but the
pattern is beginning to shift. Infection rates were
initially higher among the educated because of
other socio-economic characteristics of these
populations, such as higher income, geographic
mobility, more sexual partners and more access
to commercial sex partners. As information
spread on such crucial topics as HIV transmission
routes and ways to block them, however,
educated people responded.

Recent developments confirm this pattern.

A study in thirty-two countries, for example, found
that literate women were three times more likely
than illiterate ones to know that a healthy looking
person can have HIV, and four times more likely
to know the main ways to avoid AIDS
(Vandermoortele and Delamonica, 2000). In
Thailand - where, in contrast to most of Africa,
information spread before the disease appeared -
several large studies of HIV prevalence among
army recruits confirmed that those with more
education had lower HIV infection rates (Desai
and Jukes, 2005). In Zambia, HIV infection rates
have fallen by almost half among educated
women but show little decline for women with

no formal schooling (Schenker, 2005). In Uganda,
by the end of the 1990s both women and men who
had finished secondary school were seven times
less likely to contract HIV than those with little

or no schooling (Millennium Project, 2005b).

In Zimbabwe, 15- to 18-year-old girls who were
enrolled in school showed an HIV prevalence

rate of 1.3%, just over one-sixth of the rate (7.2%)
among girls of a similar age who had dropped

out (Gregson et al., 2001).

Thus, educational attainment reduce the risk
of HIV infection. But schools can do more to stem
the spread of the disease. Particularly important
are the provision of reliable HIV/AIDS information
and the measures discussed above to encourage
girls to enrol and stay in school. Formal schooling
offers students the opportunity to gain scientific
and practical information about HIV/AIDS, and
offers society the possibility of people’'s changing

their sexual behaviour as a result (Schenker,
2005). Keeping girls in school is an important
strategy because it helps delay initial sexual
activity. For example, in eight sub-Saharan
countries, women with eight or more years of
schooling were 47% to 87% less likely to have
sex before the age of 18 than women with no
schooling (Schenker, 2005). An analysis based
on data from Uganda suggests that universal
primary education could save 700,000 young
adults from HIV infection. Another analysis from
the United Republic of Tanzania suggests that
investments in expanded school enrolment for
girls is cost effective purely in terms of the effect
this increased enrolment will have on the HIV
epidemic (Desai and Jukes, 2005).

Not only can schools provide information and
a safe, sensitive learning environment, but, at
least in countries with higher per capita incomes,
they can also offer health services such as
voluntary counselling and training. The Ministry
of Education in Israel formally encourages all
students between ages 15 and 18 to volunteer to
undergo HIV testing and counselling. The ministry
launched an HIV/AIDS literacy campaign to this
effect in March 2005 (Schenker, 2005). Schools
can provide on-site health counselling and testing.

Safe and healthy schools

If voluntary counselling and training is one
method by which schools can help assure

the health of their students, others of great
importance in developing countries include
keeping schools safe so that students can enrol
and learn, and keeping students healthy so that
they are ready and able to learn. This subsection
draws attention to the need to eliminate violence,
including corporal punishment, from schools, and
to the importance of simple, cost-effective health
and nutrition measures that improve learning
and, hence, educational attainment and quality.

Keeping schools safe

Where violence is ever-present in schools, it is

a formidable obstacle to achieving EFA, given its
negative impact on participation and achievement.
It is also, of course, a serious violation of human
rights. Children are all too often subject to
violence and harassment (Human Rights Watch,
1999): corporal punishment, verbal abuse, sexual
harassment, even rape by teachers. Contrary to
popular belief, boys are the targets of school

Data from Uganda
suggest that
universal primary
education could
save 700,000
young adults from
HIV infection
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violence more often than girls, the exception
being sexual violence.

Numerous studies document the fact that
corporal punishment is the most widely reported
form of violence in schools worldwide. It occurs
even in countries that ban it, such as Zimbabwe
(Leach and Machakanja, 2000). Cases are on
record of teachers forcing students to discipline
their peers via corporal punishment (Anderson-
Levitt et al., 1998]. In South Asia, excessive
corporal punishment such as twisting of ears
and slapping has been reported. Higher-caste
teachers in India have physically and verbally
abused lower-caste students, and children in
Bangladesh and in Pakistan have reportedly been
put in chains and fetters (UNICEF, 2001). Verbal
abuse also abounds, especially among female
teachers, who may be less inclined to use
corporal punishment. Students often perceive
verbal abuse as more hurtful than corporal
punishment, as it can result in loss of self-
esteem.

Gender violence can be both explicit and
implicit. Explicit violence may be perpetrated
both by male teachers and by male students
with teacher endorsement. While much of the
documented evidence comes from sub-Saharan
Africa, explicit violence has also been reported
in other countries such as Australia, Brazil, the
United Kingdom and the United States, among
others (Homel, 1999; Dunne et al., 2005; AAUW,
2001). Implicit violence is more complex and
stems from a general school culture that
perpetuates gender differences and inequalities
to such an extent that the school promotes
inappropriate boundaries for gender relations
as the norm (Leach, 2003).

A wide range of strategies, including national
policies, school discipline rules and codes of
conduct for teachers, is required to combat all
forms of violence in schools. Australia, South

Africa, the United Kingdom and the United States
have addressed the issue at national level in
recent years (Mirsky, 2003). Many countries have
established school discipline codes and codes
of conduct for teachers, yet they are often

not enforced. Head teachers often hesitate to
report cases, as they know it will both generate
paperwork and attract unwelcome media
attention. Similarly, parents are often reluctant
to bring charges due to the onerous nature of
court procedures. A research project in Ghana,
Malawi and Zimbabwe suggests that an effective
approach involves bringing together teachers,
parents, students, government officials and
representations of civil society (Leach et al., 2003).
The Stepping Stones training programme,
promoted by UNAIDS, offers a successful
approach to sexual violence. Used since 1995 in
Africa, Asia and Latin America, it promotes
gender equity, inter-generational respect, and
solidarity with HIV positive people, in a human
rights framework.

Keeping schools healthy

Good health and nutrition are prerequisites
for effective learning. There is strong evidence
of their direct impact on cognition, learning
and educational achievement (Jukes et al.,
forthcoming). The promotion of health and
nutrition supports not only effective learning
but also social inclusion, as it is the poorest
who suffer the most malnutrition and ill health.
Infectious diseases affecting school age
children include helminth infections, which
directly impede learning (25% to 35% of all
children in developing countries are infected
with worms); malaria, which creates a massive
absenteeism problem; and acute respiratory
infections and HIV/AIDS. Malnutrition and
hunger are common in developing countries,
and micronutrient deficiencies pose a serious
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problem. Iron deficiency, caused by malaria and
hookworms, occurs among 50% of all children

in developing countries. lodine and vitamin A
deficiencies are also very prevalent. Typically low
test scores indicate that the total losses from
stunting, anaemia and helminthiasis alone in
children in developing countries amount to some
600 to 1,800 million 1Q points, 15 to 45 million
additional cases of mental retardation and 200
to 524 million years of primary schooling (Bundy
et al., forthcoming).

Yet, cost-effective, low-cost interventions by
teachers (Table 3.8) can make a major dent in
these extraordinarily high educational and human
losses, improving |Q by 4 to 6 points, school
attendance by 10%, and overall school
achievement. If schools carry out these actions,
the costs are much less than if the health system
does so, though this comparison excludes the
extra cost of training teachers. Each typical
school health intervention in the table will result
in at least a 0.25 standard deviation increase in 1Q
and about an additional 2.5 student-years of
primary schooling (Bundy et al., forthcoming).
Combining the low cost and the high impact of
these interventions makes them very cost-
effective compared to traditional educational
inputs such as books (Miguel and Kremer, 2004).

The Focus Resources on Effective School
Health, or FRESH, is an EFA flagship framework
encompassing these and other interventions.
Undertaking mass delivery of services such as
deworming and micronutrient supplementation
avoids the high cost of diagnostic screening that
would have to accompany targeted service
delivery. Large-scale school health and nutrition
programmes thus can have a major impact on
learning. Developing countries increasingly
recognize this, but implementation is far from
complete. [ ]

Table 3.8: Annual per capita costs of school-based health
and nutrition interventions delivered by teachers

Condition

Intestinal worms
Schistosomiasis

Vitamin A deficiency

lodine deficiency

Iron deficiency and anaemia
Refractive errors of vision
Clinically diagnosed conditions
Undernutrition, hunger

Source: Bundy et al. (forthcoming).

Intervention Cost US$

Albendazole or mebendazole 0.03-0.20

Praziquantel 0.20-0.71
Vitamin A supplementation 0.04
lodine supplementation 0.30-0.40
Iron folate supplementation 01
Spectacles 2.50-3.50
Physical examination 115
School feeding 21.30-151.20

Large-scale
school health
and nutrition
programmes
can have a
major impact
on learning
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At the end of the school day,
children leave their classrooms
set up in old school buses

in Qunu, South Africa.
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Chapter |4

International

D commitments: time to act

S

. The high-profile international meetings held in

2005 raised expectations that the major political
commitments and pledges to achieve the Millenium
= Development Goals by 2015, including the halving
of world poverty, would translate into significantly
higher levels of better coordinated, better

+ targeted and more predictable aid. Since basic
education is a priority in these commitments,

' Education for All programmes ought to become
important beneficiaries of these renewed

- international efforts. So far, promises in support of
" EFA have been made for five years. There are ten

! years to go before 2015. Commitments need to be
! turned into significant international action. In this
context, this chapter reviews recent performance
in aid to education and examines how international
assistance for EFA can be better coordinated. Aid
%! needs to double now, and its quality must improve.
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The G8 agreed
to cancel all
outstanding
multilateral

debts of eligible
heavily indebted
poor countries
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New but uncertain international
momentum in 2005

Expectations were raised in 2005 that the
international community would step up its
support for the eradication of poverty and the
achievement of the Millennium Development
Goals (MDGs). A number of high-profile reports
made the case for more, better targeted and
better coordinated aid (Table 4.1). The Group

of Eight countries (G8) and other donors made
commitments that should increase aid by
approximately US$50 billion a year by 2010
compared with 2004 when total bilateral aid was
approximately US$80 billion. The G8 also agreed

and endorsed the Fast Track Initiative as a
mechanism for promoting increased and better
aid for education for all.

This chapter reviews the efforts and
achievements made by the donor community
since Dakar to commit additional financial
resources for the expansion of basic education
in low income countries, and the evolution of
the institutional infrastructure which is being
designed in response to calls for more and better
targeted and coordinated aid. The first section
deals with total flows of aid from both bilateral
donors and the multilateral donor agencies to
the education sector in general and to basic
education. Differences in the relative priority given

to cancel all outstanding multilateral debts of
eligible heavily indebted poor countries. The
United Nations World Summit was designed to
reach a set of collective agreements to halve

global poverty by 2015.

Education should benefit from these and
other developments. The G8, for example,
intended to give priority to basic education

to education by individual donors are described,
together with an account of the geographic
distribution of this type of aid. The section ends
with a reference to the potential impact of further
debt relief on education expenditures and a call
for higher levels of more predictable, longer term,
aid. The second section deals with the equally
important set of issues surrounding the

Table 4.1: 2005 — Major international reports

International reports 2005

World Economic Forum:
Global Governance Initiative
Annual Report 2005.

World Bank:
Global Monitoring Report 2005.

Millennium Development Goals:

From Consensus
to Momentum.

Commission for Africa:
Our Common Interest, Report
of the Commission for Africa.

The Millennium Project:
Investing in Development:
A Practical Plan to Achieve the

Millennium Development Goals.

Selected points of relevance for EFA

There has been insufficient action on the education goals (a score of 3 out of 10 for 2004 in
the GGl report). With only a decade left to get all children through six to eight years of primary
school, 2005 is a crucial year for securing much-needed political and financial commitment.

Without faster progress, the MDGs will be seriously jeopardized. Sub-Saharan Africa is off
track on all goals.

Action to achieve the MDGs must be anchored in country-led strategies.

A major scaling up of education and health services is required.

The scaling up of education services requires: rapidly increased supplies of skilled service
providers; increased, flexible and predictable financing for recurrent-cost-intensive services;
and managing the service delivery chain to achieve results.

The Fast Track Initiative should be strengthened. Partners should make monitorable,
long-term commitments to major annual increases in funding for primary education.

Donors and African governments should meet their commitments to EFA, ensuring that
every child goes to school.

Donors should provide an additional US$7-8 billion per year as African governments develop
comprehensive national plans to deliver quality education.

Developing country governments should have development strategies in place by 2006,

bold enough to meet the MDG targets.

These strategies require the scaling up of public investments, capacity-building, domestic
resource mobilization and development assistance. They should provide a framework for
strengthening governance, promoting human rights, engaging civil society and promoting

the private sector.

International donors should identify at least twelve MDG ‘fast track’ countries for a rapid scale
up of ODA in 2005.

Governments should launch ‘quick wins’ strategies (e.g. ending user fees for primary schools),
compensated by increased donor aid as necessary, no later than the end of 2006.

High-income countries should increase ODA to 0.44% GDP by 2006 and 0.54% GDP by 2010, to
support low-income countries with improved ODA quality. Each donor should reach 0.7 percent
no later than 2015.

The UN Secretary-General and the UN Development Group should strengthen the coordination
of UN agencies, funds and programmes to support the MDGs at headquarters and country levels.

Sources: ActionAid (2005); Commission for Africa (2005); IMF/World Bank (2005); Millennium Project (2005a); OECD-DAC (2005€); UNAIDS (2005); UNICEF (2005b);
United Nations (2005); World Economic Forum (2005); World Bank (20055).
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harmonization and effectiveness of aid. Important
initiatives have been taken over the past year.
These will need to be extended and applied
consistently before their full potential is realized.
The initiatives are described together with
suggestions for their further development.

Aid flows to education

Each year the EFA Global Monitoring Report
analyses the level and the distribution of aid to
education, particularly to basic education.’

At the outset, it needs to be made clear that
some of the reporting practices of donors and
the trends away from discrete project financing
towards broad sectoral and budget support
complicate these analyses, as described in the
sub sections below. While the implications are
not sufficient to undermine any of the major
conclusions, further effort to more accurately
report aid flows would increase the accuracy of
assessments of aid needs and gaps, and also

International reports 2005

provide a more complete picture of the donor
support for the achievement of EFA. Fora
glossary of the terms on types of aid, donors
and data presentation, see the introduction
to the annex on aid data (p. 408).

Total aid — moving in the right direction

Total net Official Development Assistance (0DA)
increased by 4% in real terms from 2002 to 2003
(Figure 4.1) and by a further 5% (preliminary data)
from 2003 to 2004.2 The 2004 estimate of

US$79 billion (at current prices) is the highest
level of ODA ever recorded in either real or
nominal terms,3 though as a share of the gross
national income of DAC member countries
(0.25%] it is still well below the average level
recorded up to the early 1990s (0.33%). Three
quarters of total ODA is contributed directly by
donor countries and one quarter is distributed
through the multinational agencies. Donors
represented in the OECD’s Development
Assistance Committee (OECD-DAC] contributed
over 95% of reported bilateral aid flows.4

Selected points of relevance for EFA

Report of the UN Secretary
General: In Larger Freedom:
Towards Development, Security
and Human Rights for All.

OECD-DAC: The Paris Declaration
on Aid Effectiveness.

UN AIDS: AIDS in Africa;
Three Scenarios to 2025.

UNICEF: Progress for Children:
A Report Card on Gender Parity
and Primary Education.

ActionAid International: Real Aid;
An Agenda for Making Aid Work.

Broad-based actions should be taken to achieve the MDG goals backed by a doubling of global
development assistance in the next few years.

Developed countries that have not already done so should establish timetables to achieve

the 0.7% of ODA target no later than 2015, starting with significant increases no later than 2006
and reaching 0.5% by 2009.

Far-reaching and monitorable actions to reform the ways we deliver and manage aid as we

look ahead to the UN five-year review of the Millennium Declaration and the MDGs.

An acceleration in the pace of change by implementing, in a spirit of mutual accountability, the
Partnership Commitments [on Ownership, Alignment, Harmonization and Managing for Results]
Internationally, we call on the partnership of donors and partner countries ... to broaden partner
country participation and, by the end of 2005, to propose arrangements for the monitoring of
the Declaration’s commitments.

Major increases in spending will be needed to produce significantly better outcomes to curb
the spread of HIV, extending treatment access and mitigating impact — but more resources
without effective coordination ... may do more harm than good.

Measures to improve the status of women are needed, such as universal education for girls.
The resilience of communities to care for orphaned children has been considerable, but

the ongoing, cyclical nature of the AIDS crisis means that this may be worn away. Investing
in children as a resource for the future, and in keeping their parents uninfected and alive,
contributes significantly to the overall outcome of the epidemic.

It is still possible that by 2015 every girl and boy in the world will attend and complete
primary school. The litmus test remains the elimination of gender disparity in primary
and secondary education by the end of 2005, or as soon as possible thereafter.

There are three major initiatives ... straining to achieve the education goals, each
complementing the other... the Fast Track Initiative, UNICEF's '25 by 2005° Initiative,
and the United Nation's Girls Education Initiative.

Aid donors must commit to providing at least 0.7% of their national income in ‘real aid’,
by 2010 at the latest. There must be a new international aid agreement, in which donors
and recipients are held mutually accountable.

The 2004 estimate
of USS$79 billion

is the highest
level of ODA

ever recorded

1. The EFA Global Monitoring
Report draws primarily on
the online databases of the
International Development
Statistics (IDS) of the OECD's
Development Assistance
Committee (DAC): the DAC
database and the CRS
database. This year the
analysis benefits from close
cooperation with the
Secretariat of the Fast Track
Initiative, based at the World
Bank.

2. In this Report, aid data are
expressed in constant 2002
US dollars, unless otherwise
indicated (see introduction to
the annex on aid data for
details).

3. As reported by OECD-DAC
on 11 April 2005 (OECD-DAC,
2005d). This increase is
accounted for primarily by
new contributions to
international organizations by
the DAC members, aid to
Afghanistan and Iraq and
increases in technical
cooperation grants.

4. Itis, however, important to
note that China and India
appear to be giving
increasing amounts of aid,
though they have disclosed
no aggregate figures.
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Least developed
countries receive
just one-third

of total ODA
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Figure 4.1: Total ODA 1990-2003
(net disbursements in constant 2002 US$ billions)

70
All donors
60
g
= 50
o)
8
2 @
S Bilateral donors
& 30 (DAC countries)
IS
)
2 20
o
(&S]
10 . .
Bilateral donors (non-DAC countries)
0 %—Hy—r

1990
1991
1992
1993
1994
1995
1996
1997
1998
1999
2000
2001
2002
2003

Source: DAC online database (OECD-DAC 2005c, Table 2a).

Figure 4.2: Proportion of ODA to least developed countries
in total ODA, 1990-2003
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Debt relief and technical cooperation, neither
of which necessarily increases resources directly
available to developing countries, accounted for
the major part of the increase in ODA from 2001
to 2003.

The proportion of ODA going to the least
developed countries (LDCs) in 2003 rose by 3.6
percentage points (Figure 4.2),5 largely owing to
a 7.3 percentage point increase in bilateral ODA
to LDCs. However, multilateral donor agencies
allocate a greater share of aid to the LDCs than
do the bilateral donors and, overall, LDCs receive

5. There are fifty Least Devoloped Countries classified by the United
Nations and listed in the DAC's List of Aid Recipients. The data in
this Report are based on the list as of 1 January 2003
(http://www1.0ecd.org/scripts/cde/members/DACAuthenticate.asp).

just one-third of total ODA. With some exceptions,
these countries have the poorest EFA indicators.

Bilateral aid to education — partial
recovery since 2000

Five years have passed since the World Education
Forum in Dakar in 2000, but aid data for education
are only available up to and including 2003.
Nevertheless, this allows an initial assessment
of whether international commitments to
education made at Dakar, the UN Millennium
Summit, Kananaskis® and Monterrey” have
resulted in higher aid flows. More recent
commitments in 2005 are assessed in the last
section of this chapter.

As last year's Report anticipated, bilateral aid
to education increased in 2003 to US$4.65 billion,
a 31% real increase over its 2000 low of
US$3.55 billion, but still well below the 1990 high
of US$5.71 billion (Figure 4.3). While the absolute
and real levels increased, education’s share
declined from 8.8% of total ODA in 2002 to 7.4%
in 2003, the lowest figure in the last ten years.

A similar situation characterizes bilateral
aid to basic education. Between 1998 and 2003,
the amount in real terms almost tripled (from
US$0.42 billion to US$1.16 billion) and as
a share of total ODA it increased from 1.0% to
2.2% before falling back somewhat in 2003
(Figure 4.4). Overall, basic education still only
accounts for a small share of total bilateral
aid flows.

The priority given to education generally, and
to basic education, continues to vary considerably
across donors (Table 4.2). From 1999 to 20038
the share of aid to education as a percentage of
overall ODA averaged 9.7%, ranging from 2.8%
(the United States) to 35.7% (New Zealand)
(Table 4.2). The share of basic education in total
education averaged 28.3%, ranging from 1.4%
(Italy) to 88.6% [the United Kingdom). So, while
the overall trend of aid to basic education is
upwards, this is not reflected uniformly in the
aid practice of all DAC members.

6. At the G8 summit in Kananaskis in Canada (2002) it was agreed

that G8 countries would assist developing countries to achieve universal
primary education for all children and equal access to education for girls.
Echoing Dakar, bilateral assistance would increase significantly for
countries that demonstrated a strong and credible policy and financial
commitment to the goals (Canada, 2003).

7. United Nations (2002).

8. Whereas, in previous Reports, two-year annual averages were used,
the data now permit five-year annual averages to be calculated. This
should offset somewhat the effect of fluctuation in aid figures year by
year and allow for a more accurate assessment of trends by donor and
across donors.
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Figure 4.3: Bilateral aid commitments to education, 19990-2003 (amounts in

constant 2002 US$ billions, and the share of education in total bilateral ODA)

Figure 4.5: Contribution of individual DAC countries
to total bilateral aid to education, 1999-2003
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Figure 4.4: Bilateral aid commitments to basic education, 1993-2003 (amounts in
constant 2002 US$ billions, and the share of basic education in total bilateral ODA)

Figure 4.6: Contribution of individual DAC countries
to total bilateral aid to basic education, 1999-2003
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It is important to record actual levels of aid as
well as the relative priorities accorded to education
and to basic education. From 1999 to 2003,
France, Japan and Germany accounted for almost
60% of total bilateral aid to education (Figure 4.5),
while the United States, the Netherlands, France
and the United Kingdom made up 62% of bilateral
aid to basic education (Figure 4.4). In both
categories there is a high degree of concentration
in a small group of countries.

Overall nearly 60% of bilateral commitments
are for post-secondary education,” twice what is

assigned to basic education (Figure 4.7). Only four
countries (Denmark, the Netherlands, the United
Kingdom and the United States) allocated an
average of over 60% of their sector aid to basic
education between 1999 and 2003, whereas fifteen
DAC countries committed less than 50%.

Six countries (the United Kingdom, the
Netherlands, the United States, Denmark,
Sweden and Norway] give relatively high priority
to basic education in an overall aid portfolio that
accords education relatively low priority
(Figure 4.8]. In contrast, Germany, France, Austria

9. Post-secondary education

includes higher education
and advanced technical and
managerial training (OECD-
DAC, 2002).
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10. These patterns,
based on five-year
averages, broadly
confirm the analysis
in the 2005 EFA Global
Monitoring Report,
which was based on
two-year averages
(see UNESCO, 2004a,
p.191-2).

11. Given the limited
coverage, the data for
Luxembourg should
be interpreted with
caution.

110 / CHAPTER 4

Table 4.2: Bilateral aid commitments to basic education, 1999-2003

(amount and share of basic education in total ODA)

Amount

(annual average, constant 2002 US$ millions)

Education Basic Total
(total) education? ODA
France 996.6 1235 4473.0
Japan 851.4 63.1 11 636.1
Germany 673.9 66.0 4024.8
United States 298.2 194.0 12708.0
Netherlands 212.6 140.3 29304
United Kingdom 207.9 98.1 3057.3
Canada 166.7 50.0 14214
Spain 1335 18.5 1069.2
Norway 103.1 48.1 1156.0
Australia 94.8 21.7 7426
Austria 738 19 423.2
Belgium 73.1 5.4 695.9
Sweden 58.6 20.3 1190.0
Denmark 43.0 17.3 848.5
Italy 40.5 0.2 865.5
Ireland# 38.4 2173
Portugal 34.1 31 236.2
Switzerland 31.0 10.1 7416
New Zealand 288.0 22 94.6
Finland 26.3 32 279.2
Luxembourg® 19.3 5.3 90.7
Greeced 18.6 13.2 112.6
Total DAC Countries 42248 9115 49014.1

Notes: Countries are sorted in descending order by the amount of aid to education.

Share Relative priority3
(%) assigned to
Education Basic education Basic
as % of as % of total Education education

total aid! education? aid aid
24.3 15.4 25 0.5
7.9 12.7 0.8 04
19.0 10.3 2.0 04
28 67.4 0.3 24
8.1 78.4 0.8 2.8
7.3 88.6 0.8 31
12.8 412 13 15
13.6 21.7 14 0.8
10.0 56.1 1.0 2.0
14.9 314 15 11
18.3 2.7 19 0.1
115 9.0 12 0.3
5.6 59.6 0.6 21
5.6 66.6 0.6 24
5.1 14 05 0.1
18.7 - 19 -
16.5 115 17 0.4
5.8 431 0.6 15
35.7 7.8 37 0.3
11.3 39.6 12 14
21.9 47.0 2.3 17
17.8 44.0 1.8 1.6
9.7 283 1.0 1.0

1. The share of education in total ODA less sector unallocable aid, i.e. multi-sector and general programme assistance that is not shown in this table.

These data are different from the share of education shown in Figure 4.3, which are based on total ODA with no differentiation for sector unallocable aid.

2. Aid to basic education in this table is the amount reported directly under this category. It does not include commitments to basic education that may have been
reported under ‘education, level unspecified’. Accordingly, the share of basic education as a proportion of total education aid omits ‘education, level unspecified’.
See the Aid Annex Table 1.1 for the total amount of ‘education, level unspecified’ for each bilateral donor.

3. Relative priority is the ratio between the proportion of total aid assigned to education or basic education by each agency and the mean for all agencies.

The indicator is calculated as follows:

Relative priority assigned to education aid =

3

EA; . i = a DAC country
TAI
where:  EA = Education aid
EA; TA = Total aid
22
>, TA
i=1

The average for all donors is therefore 1. A score above 1 indicates that the donor gives education a higher priority than the average for all donors;
a score below 1 indicates that it gives education a lower priority than the average for all donors.

4. Sub-sector breakdown is not available for Ireland.

5. Data coverage is limited for Luxembourg and Greece; therefore the figures shown here are not comparable with other donors.
(Luxembourg: 1999 and 2000 figures are used for education and basic education. Greece: 2000 and 2003 figures are used for the average for basic education.)

Source: Computed from DAC online database (OECD-DAC 2005¢, Table 5).

and New Zealand give education relatively high
priority, but within this basic education has a low
priority. Canada, Finland and Australia accord
relatively high priority to both.10 A major shift

by France, Germany and Japan towards basic
education would have a significant effect on
overall resource levels, a move that is underway
for France (Box 4.4). If the United States, the
United Kingdom, Germany and Japan were also
to increase their aid to education to over 0.04%
of Gross National Income (GNI), already met by

Luxembourg, France, New Zealand, Norway,
the Netherlands and Ireland (Figure 4.9), the
effect would be dramatic.™

The analysis thus far suggests that in
international commitments the priorities
accorded to education in general, and to basic
education in particular, are not reflected in the
actual level of bilateral aid. However, there are
several reasons to suggest that the data cited
above may be a significant underestimate for
those donor countries that channel a relatively
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Figure 4.7: Bilateral commitments to education: sub-sector
breakdown excluding ‘education, level unspecified’, 1999-2003
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Source: Computed from DAC online database (OECD-DAC 2005c, Table 5).

Figure 4.8: Relative priorities given to education and basic education
by each bilateral donor country, 1999-2003
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Figure 4.9: Aid to education and basic education as percentages of GNI, five-year annual averages, 1999-2003
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1. Aid to basic education does not include allocations from ‘education, level unspecified’. Data for Luxembourg are for 1999 and 2000 only;

Greece for 2000 and 2003 only. Ireland does not record data on basic education.

2. Gross National Income (GNI) is used here instead of Gross Domestic Product for reasons of data availability. For DAC countries the two figures are very similar.
Sources: OECD-DAC (2005b), statistical annex of the 2004 Development Co-operation Report, Table 4; and OECD-DAC (2005c¢), DAC online database, Table 5.

high proportion of their aid through budget

support.’2 Overall, budget support accounted for
5% of total bilateral ODA in 1999-2003, some of
which went to basic education (Figure 4.10). The

Fast Track Initiative (FTI) Secretariat estimates
that 15% of budget support can be ascribed to
education, half of which goes to basic education T Ses e Tredmetion
(FTI Secretariat, 2004). Based on the data to the annex on aid data.
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% of total ODA

Figure 4.10: Proportion of budget support in total ODA, Table 4.3: Comparison between commitments and disbursements
1999-2003, by type of donor (current US$ millions)
Commitments Disbursements
5 annual average
1999-2000 | 2001-2002 2003 2001 2002 2003
20 Multilateral donors Aid for education
Australia 160.4 46.9 100.8 116.7 90.8 81.2
Austria 91.1 63.4 75.6 72.0 20.9 76.4
15 S AIId Germany 645.9 633.0 982.3 223.6 630.7 1001.8
onors
Netherlands 159.5 267.6 126.6 85.2 2138 187.3
Sweden 34.1 55.6 153.6 415 50.0 74.0
10 fer W e S . 5
’ United Kingdom 2325 157.3 313.0 106.7 101.4 173.4
Bilateral dor_mrs Aid for basic education
§ [ g g (DAC countries) A Australia 438 20.4 66.4 22.8 21.0 25.8
Austria 25 0.9 3.4 0.7 10.4 3.1
0 | | | | | Germany 72.0 58.0 86.5 69.7 60.4 84.0
1008 2000 2001 2002 2008 Netherlands 85.89 195.6 445 36.8 1425 97.5
Sweden 18.3 23.2 437 18.6 12.7 26.7
United Kingdom 167.5 85.1 241.6 64.3 63.5 120.3
Source: CRS database (OECD-DAC, 2005c¢, Tables 1 and 2).
Source: OECD-DAC (2005a).
Figure 4.11: Share of disbursements in 2003 for education by Australia, Sweden and the United Kingdom, by original year of commitments
Australia Sweden United Kingdom
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available from the CRS database pertaining

to budget support, this would represent an
additional US$466 million from DAC countries
and US$337 million from multilateral donors
going to education as a whole in 2003.

In addition, twelve DAC countries report
allocating an average of more than 20% of their
aid to education as general budget support, or
‘education, level unspecified” in 1999-2003,3 over
a third for the United Kingdom, Japan, Sweden
and Denmark, and almost 70% for Finland.4
Again, accounting for how much of this can be
allocated to basic education is problematic.’
The FTI Secretariat (2004) suggests that most
or all could be assigned to basic education, but
given that continuing education
and scholarships are often found in this category
also this seems a questionable proposition.

Aid to education is also under-represented
to the extent that aid for education and training
activities in other sectors is absent from aid
totals. One estimate for 2003 suggests that
including the aid for education that is reported
under other sectors would increase total
education ODA by 10% (13% for 2001 to 2003).76

Another difficulty posed by the data is that
of comparing commitment levels with disburse-
ments.!7 In Table 4.3, all six countries sampled
show apparent discrepancies between levels of
commitment and disbursement. While the United
Kingdom appears to have disbursed less than it
committed in all three years (2001 to 2003), there
is no apparent common pattern among the other
countries. Part of the aid disbursed by the United
Kingdom in 2003 goes back to commitments
made in the 1990s (Figure 4.11). This suggests
that the United Kingdom is able to make long-
term commitments in ways that do not appear to
be possible in other countries, such as Sweden,
for example, which disbursed over 50% of its 2003
commitment in the same year.18

13. See the introduction to the annex on aid data for the definition
of ‘education, level unspecified” in the IDS database.

14. For DAC countries overall ‘education, level unspecified’ is 24% over
the period 1999-2003 (from 69% in Finland to 3.5% in the United States).
For the top six providers of aid to basic education it is only 3.5% in the
United States but rises to 47% in the United Kingdom.

15. Some of the aid activities reported as ‘education, level unspecified’
can be attributed to education sub-sectors.

16. This is an FTI calculation based on an analysis of the CRS database.

17. The ability to do so is complicated by the fact that some donors report

disbursement figures, whereas others report commitments to OECD-DAC.

18. A variety of factors can explain these patterns, including slow
disbursement, delays in implementation, and carefully scheduled
long-term programming.

Given the importance of good data for
estimating need and predicting aid flows, the
OECD-DAC should continue to encourage its
members to look at ways of reporting their aid
to education more accurately and more precisely.
Current practices are probably leading to an
underestimate of donors’ support for basic
education - a situation which donor country
governments would surely wish to reserve.

Distribution of bilateral aid to
education: the neediest miss out

The regional priorities of most donors reflect
historical and political factors as well as aid
policy. Nine countries allocate over 40% of their
aid to education to sub-Saharan Africa, while
three (Australia, New Zealand and Japan) give
priority to East Asia and the Pacific. Some DAC
members, such as Germany, spread their aid
more broadly (Figure 4.12). It is striking that only
three donors (Norway, Switzerland and the United
Kingdom)] allocate more than 20% of their aid to

The regional

priorities of most

donors reflect
historical and

political factors as
well as aid policy

Figure 4.12: Regional distribution of bilateral aid to education, 1999-2003
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Note: Countries are sorted in descending order by sub-Saharan Africa’s share of total education aid.

Source: Computed from CRS database (OECD-DAC, 2005¢, Table 2).
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education to South and West Asia - which
represent a huge EFA challenge; and most

countries give less than 10%. The Dakar

Framework for Action makes clear that priority
should be given to those countries in greatest
need - sub-Saharan Africa, South Asia, and the
least developed countries. "Accordingly, while no
country in need should be denied international
assistance, priority should be given to these

regions and countries’ (UNESCO, 2000b).
An analysis of the distribution of aid to

education by recipient countries identifies wide
disparities compared to need. Using the EFA
Global Monitoring Report's EFA Development
Index (EDI) as a proxy measure of need, it is
evident that countries with the lowest EDI are not
necessarily accorded priority in aid to education
(Table 4.4). These data confirm other analyses

Table 4.4: Annual average bilateral aid to education and to basic education received
by countries with an Education Development Index (EDI) below 0.8, 1999-2003

(constant 2002 US$)

Country

Chad
Burkina Faso
Niger

Mali
Ethiopia
Mozambique
Yemen
Djibouti
Mauritania
Eritrea
Nepal
Burundi
Senegal
Cote d'Ivoire
Papua New Guinea
Ghana
Bangladesh
Equat. Guinea
Rwanda
Congo
Kenya

India

Lao PDR
Zambia
Morocco
Cambodia
Guatemala

Note: Aid to education and basic education in this table does not include general budget support and

EDI
(2002)
0.439
0.443
0.458
0.492
0.536
0.543
0622
0.629
0.640
0.652
0.652
0.653
0.653
0.659
0.660
0.662
0.663
0.689
0.715
0.717
0.731
0.741
0.745
0.748
0.749
0.761
0.782

‘education, level unspecified’.

Sources: EDI: Annex Table Al; population: statistical annex Table 1 (2002 figures); primary-school-age population: statis-
tical annex Table 5 (2002 figures); aid to education and basic education: CRS online database (OECD-DAC 2005c, Table 2).

Aid to education

Average amount
received
(millions)

16.0
38.9
23.0
57.4
54.0
87.1
335
17.8
25.3
21.5
321
49
71.9
42.1
39.6
56.9
135.9
5.7
23.3
13.9
41.2
225.6
20.8
71.1
163.9
27.3
21.0

Per
inhabitant
19
31
2.0
45
0.8
47
17
25.8
9.0
54
1.3
0.7
7.3
2.6
7.1
2.8
0.9
11.9
2.8
3.8
13
0.2
3.8
6.6
55
2.0
17

Aid to basic education

Average amount | Per primary-

received
(millions)

12,5
317
20.0
50.9
38.0
65.6
28.6
9.6
204
18.4
204
3.8
50.2
26.1
30.7
39.7
71.7
40
18.4
7.0
318
138.0
7.0
66.3
68.2
18.8
13.7

school-aged
child
8.8
145
10.2
23.0
33
25.1
8.1
85.0
45.6
325
6.2
33
311
9.9
34.7
12.4
4.2
62.1
13.7
11.0
5.2
12
9.2
315
18.2
8.4
7.0

that find that aid is not necessarily provided to
the poorest and most needy countries. Rather,
disproportionate volumes go to middle-income
countries with relatively better social indicators,
including primary school enrolment (Baulch,
2004; OECD-DAC, 2005b; Jones et al., 2004).
Although poverty reduction may be an objective,
for many donors it is only one of several
competing objectives, among which geopolitical
and regional considerations appear to be of
decisive significance (Jones et al., 2004).
Moreover, some donors have explicit
commitments to specific groups of countries.
For some [such as Japan and Germany), policy-
making processes involve several agencies with
different mandates and commitments, resulting
in competition over the priorities in aid allocation.

Aid to basic education with a gender focus
declined from 1999 to 2002, although it rose
significantly in 2003. One recent study of DAC
countries concluded that, on average, 13% of aid
to basic education had gender equality as the
principal objective, and about 50% had gender
equality as a significant objective (OECD, 2005a).
However, it is of course not easy to disaggregate
aid by gender, and the picture may be
incomplete.’?

Multilateral aid to education — a
stronger focus on basic education

Between 1990 and 2003, total multilateral ODA
disbursements were between US$13 billion and
US$18 billion per annum (Figure 4.1). Between
1999 and 2003, commitments by the major
multilateral agencies averaged US$15.9 billion
per annum (Table 4.5).

Aid to education averaged US$1.3 billion
(1999-2003), comprising 9.3% of total ODA, a
figure that is broadly comparable with bilateral
agencies (7.4%). But the proportion allocated to
basic education is significantly higher at 62.6%.
The most important multilateral donor to
education is the World Bank, through the
International Development Association (IDA),
which committed an average of US$543 million a
year from 1999 to 2003, accounting for over 40%
of total multilateral commitments. To arrive at
a detailed analysis for the other multilateral
agencies is difficult, given data limitations. In
particular, the European Commission is an

19. Several donors do not report the degree of gender sensitivity in their
aid activities; this is another area where there is a lack of reliable data
(see also: Braithwaite et al., 2003, on European Commission aid; and
Rose and Subrahmanian, 2005, on DFID).
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important donor, whose aid is increasingly
through budget support, making it difficult to
track by sector. World Bank lending is discussed
in more detail below.

The data on the World Bank (IDA] in
Table 4.5 are for concessional assistance only.
When non-concessional lending is added to IDA
commitments, the figures rise by a factor of three
or four, depending on the year (Figure 4.13).20
Within an upward trend overall, total annual
lending has fluctuated somewhat; for example,
from a high of US$2.35 billion in 2003 (after a
sharp drop in 2000 to US$728 million), the figure
for 2004 fell back again to US$1.68 billion.
Similarly, the share of education in total lending,
which increased from 4.8% in 2000 to 12.7% in
2003, dropped back to 8.4% in 2004.

Fluctuation in lending is also apparent in
sub-sector allocations (Figure 4.14). Primary
education (and not the wider ‘basic education” in
DAC data) fell below 40% in the years immediately
after Jomtien (1990), then rose to 50% of the total
in the mid-1990s, but has fallen back to its 1990
levels in recent years. On the other hand, lending
for general education increased from 5.8% of the
total in 1990 to nearly 40% in 2001. This suggests
increased lending for sector programmes that
include primary and other forms of basic

Table 4.5: Multilateral ODA: commitments of major donors, five-year annual
averages, 1999-2003

Total ODA Aid to education Aid to basic education

Amount Amount Basic
(Constant || (constant | Education (constant education as
2002 US$ 2002 US$ as % of 2002 US$ | % of aid to

Donorst millions) millions) | total ODA? millions) | education?
IDA4 6783.6 542.9 85 196.9 57.8
EC 6 695.7 347.1 6.3 128.8 50.8
AsDF# 1240.7 1354 12.7 36.9 338
AfDF4 968.5 90.7 10.4 394 735
UNICEF 601.8 52.2 11 52.2 100
UNDP 460.2 11 2.7 18 46.4
IDB Special Fund* 3911 21 6.3 6 74.6
UNRWA 358.5 179.5 55.5 154.4 90.3
Nordic Development Fund* 64.6 25 4.1 0 0
Caribbean Development Bank* 479 53 19.2 1 25
Total® 15 886.2 1307.2 93 589.8 62.6

Notes: No data are available for the European Commission for 1999 or for the Caribbean Development Bank

for 2001 and 2002. Data for UNDP are for 1999 only. Due to missing data, the total line may not match the total
of figures for each donor.

1. There are no comparable data on aid to education for UNESCO. Between 1998 and 2003, annual average
expenditure on education and basic education was US$13.8 million and US$7.6 million respectively (based on
biannual budget documents). These figures do not include the staff costs and the budgets of UNESCO Institutes.
2. Education as percentage of total ODA less multi-sector and general programme assistance

(which are not shown in this table).

3. Basic education as percentage of total education less ‘education level unspecified’ (which is not shown in this table.)
4. Data for grants and concessional loans to developing countries. (IDA is part of the World Bank; AfDF is part
of the African Development Bank; AsDF is part of the Asian Development Bank; and the IDB Special Fund is in
the Inter-American Development Bank.)

5. This total is for donors included in this table. The data are based on commitments and are different from

the disbursements shown in Figure 4.1.

Sources: For IDA, AsDF, AfDF, IDB Special Fund and UNDP: CRS online database (OECD-DAC, 2005¢, Table 2).
For other donors: DAC online database (OECD-DAC, 2005c, Table 5).

Figure 4.13: World Bank education lending, amount and as percentage of World Bank total lending per year, 1963-2004
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Figure 4.14: Composition of total World Bank education lending for 1990-2004
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Figure 4.15: Regional distribution of World Bank
education lending (new commitments), annual
averages, 1990-2004
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education. More recently, however, this share
has started to fall, for reasons that are not
immediately apparent. Notable in the context
of this Report is the extremely low level of
lending for adult literacy and non-formal
education (see Chapter 9).

Since 1990, the distribution of both
concessionary and non-concessionary World
Bank lending shows that Latin America and the
Caribbean received the largest share, at around
30%. East Asia and the Pacific used to occupy
25% of the total lending, but its share has shrunk
to 8% in the past five years, while lending to Africa
has increased to over 20% (Figure 4.15). South
Asia has never exceeded 20% since 1990.

Debt relief, an indirect benefit

US$5.9 billion of the nominal increase in bilateral
aid between 2001 and 2003 was debt relief (World
Bank, 2005b). This debt relief can benefit EFA.
For countries to receive irrevocable debt relief
under the Heavily Indebted Poor Countries (HIPC)
Initiative, social sector policy reforms and
associated performance criteria have to be
established (to reach the ‘completion point’].2!
Thus, one possible measure of the benefits of
debt relief is real increases in levels of national
educational expenditure. At the aggregate level,
several HIPC countries have increased
government expenditure on poverty reduction,??
and indicated that they would use approximately
40% of debt relief for the education sector.
However, preliminary comparisons of total debt
relief and increases in education expenditures
demonstrate no very clear pattern. In sub-
Saharan Africa, HIPC has had a broadly positive
effect on the funding levels of both education and
health, but there is a lack of data to demonstrate
a direct and causal relationship (Hinchliffe,
2004).3

21. According to the World Bank (2005b), by March 2005, fifteen countries
had reached their ‘completion points’, and twenty-seven had reached
their ‘decision points’, at which point they receive interim debt relief.

22. The poverty-reducing expenditure of twenty African HIPC countries
is estimated to have increased by US$2.7 billion between 1999 and 2003.
These aggregate figures mask huge variations between countries and
across years. Thirteen countries showed a significant increase in the
level of poverty-related expenditures; in three, the share remained
constant; but there was a decrease in Chad, Ghana, Sao Tome and
Principe, and Zambia (IMF/IDA, 2003, 2004, cited in Hinchliffe, 2004).

23. For a selection of HIPC African countries between 1998 and 2002,

the percentage of GDP devoted to education increased regularly from
3.0% to 4.2% [average for nineteen countries), and the share of education
in total government expenditures rose from 12.8% to 15.5% (average

for twenty-one countries). This suggests that ‘in the period since the
reform of the HIPC initiative in 1999, expenditures on education and
health in a large majority of African HIPCs have increased faster

than overall government expenditure and overall economic activity’
(Hinchliffe, 2004, p.16).
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Other benefits of debt relief may be reflected
in the outcomes of policy-related processes.

Table 4.6 shows the education-related indicators
(or ‘triggers’) agreed for HIPC completion in four
sub-Saharan Africa countries. The focus is clearly
on primary education. If these policy commitments
are fulfilled, then the HIPC process should lead to
increased resources becoming available for basic
education.

Some analysts, however, question the
effectiveness of enhanced HIPC debt relief in
increasing financial resources for the most needy
countries (e.g. Killick, 2004), suggesting that,
despite the principle of additionality to existing and
planned aid, the increase in debt relief has actually
resulted in a decrease in net transfers.?4 They note
that even if debt relief continues for some years
and increases government expenditures in the
social sector, it is likely to be a one-off benefit.2

Other approaches to debt relief and education
are more direct. Some Latin American
governments are actively promoting education
debt swaps.?6 Argentina provides an interesting
and recent example (Box 4.1).

Table 4.6: HIPC completion-point triggers for education in four African

Heavily Indebted Poor Countries

Benin
resources for basic education

Establish a medium term expenditure programme to increase

Eliminate school fees. Provide grants to schools to compensate

for lost revenue

Provide grants to school communities to hire teachers

Eliminate repetition at Grade 1

Burkina
Faso of the 1998 civil service reform

Adoption and endorsement of organization and budgetary measures

Link between teacher training colleges and civil service employment

abolished

New categories of teachers established for community hiring
School promotion and grade repetition consolidated

Malawi

Target set for education’s share of the total recurrent budget

Target set for number of teachers to be trained and for in-service

training

Reallocation of expenditure from boarding provision to

teaching/learning materials

Donor supplied textbooks to be sent directly from suppliers to schools

Rwanda

Set target for primary gross enrolment ratio
Operationalize six teacher training colleges

Establish a framework for community participation in primary

and secondary schools

Design and implement a capacity building programme

for the management of education

Source: Hinchliffe (2004).

A debt swap for education in Argentina

At the turn of the century, Argentina experienced a
major economic crisis. Income per capita fell by 20%,
inflation was rampant, the peso fell against the US
dollar, the banking system was paralyzed, and the
government defaulted on its debt. As a result, social
sector spending fell dramatically. In 2003, total public
expenditure on education was two-thirds of its 1998
level.

One consequence of all this was that Argentina
started to canvass the cancellation of debt with
international donors in exchange for a commitment
to mobilize additional domestic resources for
education. In 2004, Spain expressed support for
this idea, announcing its intention to engage in debt
exchange in support of social development, and

of primary education in particular. This policy then
became enshrined in Spanish development policy
for 2005-2008.2

An early expression of this policy in 2005 is

an agreement whereby US$100 million will be
transferred by the Argentine government to a special
and protected education account, in lieu of debt
payments to Spain.? This will be disbursed over

four years to two existing scholarship programmes:
Programa Nacional de Becas Estudiantes and

Programa Nacional de Inclusion Escolar. The new
funds will be used to help 215,000 students in three
of the poorest parts of the country (the north-east,
the north-west, and the suburbs of Buenos Aires)

to complete lower secondary education, by cash
transfers of 400 pesos (about US$140 at August
2005 exchange rates) per student per year for three
years, money that will be paid directly to the families.

Relative to both the overall level of debt

(USS1.3 billion to Spain alone) and to the national
basic education budget (USS$3.3 billion),

US$100 million is a very small sum, although relative
to total non-salary elements of the education budget
it is not insignificant. The Ministry of Education and
Culture in Argentina states that, while this debt swap
is not the solution to education financing constraints,
it is a valid means of securing resources to meet
specific education objectives.

Notes:

a. Spain has also agreed a USS$50 million debt swap for education
and health in Ecuador.

b. Under the rules of the Paris Club, this agreement depends on
the debtor country having an appropriate programme agreed with
the International Monetary Fund (IMF). As yet, the IMF has not
approved the debt restructuring in Argentina.

Source: Aggio (2005).

24. An evaluation study by

the World Bank's Operations
Evaluation Department (2003,
cited in Killick, 2004, and
Hinchliffe, 2004) found a strong
decline in net transfers between
1995 and 1997 followed by an
increase to 1999 and a fall in
2000 back to the 1997 level.
However, IMF/IDA (2003, 2004,
cited in Hinchliffe, 2004) reported
that the overall totals of loans,
grants and debt relief across 27
HIPC countries increased from
US$8 billion in 1997 to almost
US$12 billion in 2002, suggesting
no reversal impact of debt relief
on total aid flow.

25. Killick (2004) also questions
the rationale for shifting
government resources to the
social sector at the expense

of investment in economic
development, which will not solve
the fundamental causes

of poverty.

26. A debt swap, sometimes
called debt conversion or debt
exchange, ‘involves the voluntary
exchange, by a creditor with its
debtor, of debt for cash, another
asset or a new obligation with
different repayment terms’
(Moye, 2001). While initially the
focus was on swapping
commercial debt, the
mechanism was later used for
financing nature conservation
and development programmes.
Non-governmental organizations
and UN agencies played an
important role in promoting and
implementing debt swaps for
development in the 1990s.
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Long-term, predictable aid is essential

Although aid data on education are problematic,
some broad global conclusions can be drawn
(Table 4.7). Between 1999 and 2003, a period that
straddles the World Education Forum and the
Millennium Summit, overall aid to education
averaged US$5.5 billion, of which US$1.5 billion
went to basic education. The figures in 2003

for both education and basic education were
significantly higher than the average for both
categories (US$6.3 billion and US$2.1 billion
respectively), signalling a potentially important
upward trend.

In addition, for the reasons noted above, these
figures excluded aid to education through budget
support and the category ‘education, level
unspecified” and both of these types of aid have
been expanding. Table 4.7 also excludes non-DAC
bilateral donors and non-concessional lending
by the multilateral donor agencies, private flows
and aid to education in other sectors. If the FTI
estimates of budget support adduced above were
added to the totals in Table 4.7, overall aid to
education in 2003 would increase by
approximately US$800 million. If half of this
is assigned to basic education, and if all of
‘education, level unspecified” from DAC bilateral
donors [based on 1999-2003 averages] is
allocated to basic education - the FTl Secretariat
proposition - a further US$1.2 billion would
accrue to basic education in 2003, giving a total
of about US$3.3 billion. However, these figures
should be treated with the utmost caution for
the reasons given earlier.

Regardless of whether the low or the high
estimates are taken, a significant EFA external
financing gap remains. In 2002, this Report
estimated that US$7 billion was needed each year
for the universal primary education (UPE) and
gender parity goals to be achieved. This required
an additional US$5.6 billion annually on top of aid

remains

Table 4.7: Total ODA to education and basic education, five-year annual
averages for 1999-2003 and 2003 (constant 2002 USS$ billions)

1999-2003 average 2003
Basic Basic
Education education Education education
Bilateral donors (DAC Countries) 422 0.91 4.65 1.16
Major multilateral donors 131 0.59 1.66 0.94
Total ODA 5.53 1.50 6.31 2.10

Note: Multilateral donors are those included in Table 4.5.
Source: Aid data annex, Tables 1.1 and 2.

levels at the beginning of this decade. Thus, even

the higher figure for basic education in 2003 is

still well short of the estimated need for meeting
two of the EFA goals, let alone for adult literacy
and the other EFA goals (UNESCO, 2002b).

Aid is not the miracle cure for achieving
EFA; domestic resources are key. But aid is
important, and since Dakar there has been a
welcome increase in commitments for basic
education. Nevertheless, there is a considerable
way to go before the Dakar commitments will
be met in full and needy countries will be able
to rely on a predictable flow of aid to ensure
their necessary recurrent costs can be met
(Sperling and Balu, 2005).

This is especially important in those African
countries with tax revenues insufficient to
achieve UPE, provide publicly financed secondary
education and meet the other EFA goals, as well
as to generate the modern sector jobs that school
graduates seek. A low skills base is a constraint
on economic growth, while low growth limits both
the financial opportunities to improve skills levels
and the political opportunities to introduce
reforms to achieve EFA (Fredriksen, 2005a).

In circumstances such as these, aid can assist

governments in taking politically sensitive

sector-reform decisions, as long as it is
predictable, long-term and can be used to

meet recurrent costs. Such decisions include:

m School fee elimination: Aid can enable
governments to finance the transition to
free primary education that is key to the
achievement of UPE.

m Budget trade-offs: Aid [combined with policy
dialogue on poverty reduction) can permit
governments to make difficult budgetary trade-
offs that allow more equitable allocations to
basic education, particularly in rural areas.

B Teachers’ salaries: Aid can help satisfy
demands from teacher unions to increase
salaries, which have declined in real income
over the past thirty years (UNESCO, 2004a),
and enable governments to recruit badly
needed additional teachers. Where new
contract teachers have been recruited
at salaries below civil service pay scales
(e.g. in francophone Africal, aid can finance
the professional development of these new
and usually under-qualified teachers.

m Secondaryand higher education: Aid can facilitate
an expansion and financing of secondary and
tertiary education that does not adversely affect
the financing of basic education. [Major policy
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issues will remain of course. Should access
be open or selective? Should students be
subsidized, or fees and charges levied?)?

It is argued in some circles that aid should
not be increased because the absorptive capacity
of countries is limited, or because aid is misused
through corrupt practices. Clearly, where
corruption and misadministration are rife,
additional aid does not make sense. But to defer
aid because absorptive capacity is weak does not
contribute to long-term solutions. Long-term
predictable aid that enables recurrent costs to
be met permits governments to make essential
policy changes for EFA, which would otherwise
be untenable. Questions about absorptive capacity
properly concern the quality and harmonization
of aid and its contribution to capacity-building,
and not the delaying or denying of assistance.

It is to these issues that this chapter now turns.

Opportunities for
improving international
coordination of EFA

More aid to basic education is needed. Recent

increases - primarily from bilateral donors - are

promising but insufficient. And as the capacity of

many bilateral agencies to move larger volumes

of aid effectively is limited, more attention should

be given to:

m better harmonization of aid;

m effective use of multilateral channels, notably
the Fast Track Initiative;

m promoting silent partnerships;

m improving technical assistance; and

m strengthening UNESCO's role.

These topics are treated in this section.

The need to harmonize aid for education

This Report has argued consistently that efforts to
improve international coordination for EFA should
be better integrated into wider international
endeavours to enhance aid effectiveness. The
work of the OECD-DAC, which has moved forward
significantly in 2005 with the Paris Declaration on
Aid Effectiveness (OECD-DAC, 2005¢), is
important in this regard.?8 The Declaration is
designed to enhance mutual accountability of
developing-country governments and donors in
support of the ownership of national development
policies, to align external assistance to national
development strategies, to better harmonize

donor practice, and to give a strong focus to
managing for results. Indicators of progress and
good practice are being developed, and targets
are being set for 2010, to be endorsed by the UN
Special Assembly on the Millennium Development
Goals in September 2005.27

This is work of direct relevance to the
achievement of EFA. Education is an important
component of ODA, and aid practice in the
education sector should be consistent with wider
aid developments. The Fast Track Initiative has
been active in this regard, piloting a Donor
Indicative Framework (DIF) for education (FTI
Harmonization Working Group, 2005).30 Designed
to help donors meet their commitments in terms
of more aid and better coordinated aid for
education, the DIF is meant to assist the
measurement of levels of harmonization
(nationally and internationally) and to foster
sector dialogue and good practice within
countries. Use of the DIF - in pilot programmes in
2004 in Burkina Faso, Ethiopia, Mozambique and
the Niger - confirmed that alignment to policy
priorities, well-managed budget and implementation
processes, capacity-building for country leadership,
and performance-based disbursement are all key
to monitoring harmonization. The pilot also
identified the need for an indicator of the level of
harmonization of dialogue between Poverty
Reduction Strategy Paper ([PRSP) development
and education sector planning3' and suggested
that a tool like the DIF should be flexible and
country specific (FTI Harmonization Working
Group, 2004). At the same time, the FTlis
increasingly aligning itself to the DAC’s work on
harmonization - a welcome development.32

27. The growing interest in secondary education is reflected in the World Bank strategy paper
Expanding Opportunities and Building Competencies for Young People: A New Agenda for
Secondary Education (World Bank, 2005d). See also Lewin and Caillods (2001).

28. Over 100 countries endorsed The Paris Declaration. Twenty organizations participated in
the Forum, including the EFA Fast Track Initiative and the United Nations Development Group.
The Declaration builds on the International Conference on Financing for Development (United
Nations, 2002a), the Rome Declaration on Harmonization (Aid Harmonization and Alignment,
2003) and the Second Round Table on Managing for Results held in Marrakech in 2004.

29. The draft Indicators of Progress and associated methodological notes are an appendix

to the Paris Declaration on Aid Effectiveness (OECD-DAC, 2005e). A baseline for the indicators
is being developed and a monitoring process defined [see DAC Working Party on Aid
Effectiveness and Donor Practice website, http://www.oecd.org/dac/effectiveness).

30. The FTI's work builds on earlier work undertaken by the European Commission and EU
Member States (European Commission, 2003).

31. In a more general overview, Norway's aid agency, NORAD, examined different donor
approaches to de-linking sector support from sector dialogue, a matter of growing debate
in a number of agencies (NORAD, 2004).

32. The FTI's Technical Committee has concluded that: (a) the FTI should work closely with
the OECD-DAC Working Party on Aid Effectiveness; (b) the DIF indicators should be aligned to
those being agreed under the Paris Declaration; (c) a paper should be developed on lessons
that are being learned about harmonization at the country level; and (d) in the future the EFA
Global Monitoring Report should be a vehicle for some detailed reporting on donor progress
on harmonization. Discussions are underway with the FTI Secretariat to give force to this last
proposal, with detailed attention to this issue in the 2007 EFA Global Monitoring Report.

Aid practice

in the education
sector should
be consistent
with wider aid
developments
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Developing
countries expect
the FTI to provide
new resources

33. For example,

the UK's Department

for International
Development has stated
that the FTl is pivotal to
the achievement of the
education MDGs and is
establishing entirely new
approaches to donor
financing that would meet
the need for predictability,
transparency and country
leadership (IMF/World
Bank, 2005).
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Maximizing the effectiveness
of the Fast Track Initiative

The FTI's work on monitoring aid effectiveness
reflects its emergence as an important forum for
promoting policy dialogue and initiating technical
work on a range of education issues extending
beyond its initial objectives of resource
mobilization for universal primary completion
(UPC] (Box 4.2). The FTlI gained political visibility
and support in 2005 from the Millennium Project
(2005¢), the Development Committee of the
World Bank/IMF (IMF/World Bank, 2005), the

Commission for Africa (2005), and the G8 summit
- whose Gleneagles Communiqué stated: ‘Our
aim is that every FTl-elected country will develop
the capacity and have the resources necessary to
implement their sustainable education strategies’
(G8 Gleneagles, 2005). Individual donor
governments have also made strong statements
in support of the Initiative.33

Although these endorsements have given
the FTl a prominent place in EFA coordination,
they have not yet resulted in a significant increase
in aid to basic education. As of March 2005, the

The Fast Track Initiative — building an international compact

The Education for All Fast Track Initiative (FTI) is a
global partnership between developing and developed
countries and funding and technical assistance
agencies. Established in 2002 by the Development
Committee of the World Bank/International Monetary
Fund to accelerate progress towards universal
completion of quality primary education by 2015, it

is one direct response to the promise made in Dakar
that ‘no countries seriously committed to education
for all will be thwarted in their achievement of this
goal by a lack of resources' (UNESCO, 2000b).

The FTl is conceived as a compact in line with the
Compact agreed at the United Nations conference on
Financing for Development (United Nations, 2002a),
which commits governments to policy and
institutional reforms and to accountability for their
results against receiving additional and better
coordinated external assistance in support of their
development plans. The FTI seeks to influence agency
and partner country behaviour in the following ways:

Agencies should: (@) increase support in a
predictable manner; (b) align with country
development priorities; (c) coordinate support
around one education plan; and (d) harmonize
procedures as much as possible.

Partner countries should: (a) develop sound
education sector programmes through broad-based
consultation; (b) demonstrate results on key
performance indicators; and (c) exercise leadership
in developing and implementing the programme
and coordinating support from technical and
financing agencies.

The FTI development partners include over

30 multilateral and bilateral agencies and regional
development banks that fulfil different roles and have
different levels of commitment with respect to both
level of funding and comparative impact on agenda-
setting and the direction of the FTI.

The FTI is now open to all low-income countries
(eligible for assistance from the IDA) whose poverty
reduction strategy and education sector plan are
endorsed through a country-based process under the
leadership of a locally agreed coordinating agency.
The endorsement process should follow appraisal
procedures according to guidelines approved in 2005.
These encourage in-country dialogue on key policy
issues including data, knowledge, financing and
capacity gaps, ownership and strategies to achieve
the Millennium Development education goals. Central
to the assessment are seven policy benchmarks that
should be applied flexibly, rather than rigidly,
according to country context.

The FTI is governed through annual partnership
meetings with representatives from agencies,
countries and non-governmental organizations that
set its strategic direction. Its ongoing implementation
is considered in technical agency meetings supported
by the work of multi-agency working groups on
Harmonization, Finance and Communications. The
partnership and technical meetings are supported by
a Steering Committee with membership drawn from
the World Bank, UNESCO, two Co-Chairs from donor
countries (one from a non-G8 country), and the last
outgoing Co-Chair. The daily work is undertaken by
the FTI Secretariat housed at the World Bank in
Washington, DC. Since last year's EFA Global
Monitoring Report, there has been one partnership
meeting organized in conjunction with the meeting
of the EFA High-Level Group in Brasilia (November
2004) and two technical meetings (Brasilia,
November 2004, and London, March 2005). The next
partnership meeting will take place in conjunction
with the EFA High-Level Group meeting (Beijing,
November 2005).

Source: Drawn from the FTI website:
http://wwwlworldbank.org/education/efafti/
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equivalent of US$292 million had been pledged

to the FTI Catalytic Fund for 2003-2007

(Box 4.3);3 and the Education Programme

Development Fund had attracted US$6 million for

2005-2007. This relatively low level of financing

makes very limited direct inroads into the EFA

funding deficit. Importantly, however, the FTI may
help to leverage additional funds for basic

education within individual agencies (see Box 4.4

for France and the Netherlands).

The FTI guidelines and suggested planning
processes have had some influence on sector
plans in Mozambique and Yemen (Box 4.5 and
Box 4.6, which have received resources from the
FTI Catalytic Fund. But, for developing countries
in general, the expectation remains that the FTI
should be a key channel for providing new and
additional resources. This is not yet the case.
Burkina Faso expressed concern at the FTI
partnership meeting in 2004 that the FTI has not
brought the additional funding that would make
a significant difference to the implementation of
its national plan. Ethiopia has found the process
of engagement with the FTI problematic, while
Pakistan has felt excluded (Fast Track Initiative,
2004).

While the ability of the FTI to mobilize
significant additional resources remains
unproven, its role in promoting donor coordination
at the international level has become much more
significant. It is now clearly the key mechanism
for international donor coordination in education
for low-income countries. Valuable joint technical
work is underway, albeit with relatively high
transaction costs, to:

m assist countries via the FTI's Education
Programme Development Fund to access
technical assistance to develop credible
education sector plans, facilitating additional
aid;3

m develop benchmark criteria to guide the
process by which low-income countries are
endorsed for the FTI (FTI Secretariat, 2005b];

m understand financing modalities including
budget support, undertake technical work on
costing the MDG education goals,3¢ and analyse
aid data to reach a better understanding of the
nature and targeting of aid to education;

m analyse low-income countries under stress,
recognizing the need to give greater emphasis
to gender analysis and responsiveness, to
HIV/AIDS and to the quality of education.

The development of the FTl in these directions

is beginning to respond to concerns that it had

Resource mobilization
and capacity-building by the FTI

The FTI Catalytic Fund resources* are granted to FTI-endorsed
countries in the form of transitional assistance for periods of one to
three years. As of June 2005, US$35.5 million from the US$45 million
allocated for 2003/4 had been disbursed, as well as US$4 million from
the 2005 allocation of US$53 million. Of the first tranche of FTI-
endorsed countries, four (Guyana, Mauritania, Nicaragua and Yemen)
had received their entire 2004 allocations. In the Gambia, Guyana and
the Niger, the assistance that is being provided is sufficient to cover
the identified financing needs set out in national FTI plans. In
Mauritania, Nicaragua and Yemen, a financing gap remains after FTI
help. In the first-tranche countries yet to receive direct Catalytic Fund
assistance — Mozambique, Ethiopia and Viet Nam — the funding gaps
are between US$100 and US$200 million. The extent to which the
Catalytic Fund can (or indeed should seek to) bridge these gaps, as
distinct from helping to leverage additional bilateral and multilateral
funds, is a key question for the FTI.

In addition to its limited overall resources, the Catalytic Fund has
experienced some delay in the time between pledging, actual receipt
of the funds from the donors, and the allocation and disbursement to
countries. In order to make informed decisions about country choices,
allocations are made once a year, leading to a de facto disbursement
one year later. Out of the total amount pledged for 2005, equivalent
to USS80 million, the contributions as of June 2005 totalled only
USS$37.7 million. FTI plans to move to a once a year decision making
process for 2006 allocations if it appears that demand will exceed the
funds available in order to ensure equity in the distribution of funds.

There are now ongoing discussions concerning an exit strategy from
the Fund after three years of commitment. These involve
considerations about raising alternative financing for countries whose
financing gap has not been filled, and for possible reduced funding
from the Catalytic Fund for a third year (Fast Track Initiative, 2005a).

* The FTI Catalytic Fund home page is at
http://wwwl.worldbank.org/education/efafti/catalytic_fund.asp

been ignoring those countries unable to fulfil
the established criteria for FTI eligibility, that
it took an overly narrow position on UPC, and
was unrealistic about domestic policy reform
possibilities in many countries, especially those
under stress and affected by emergencies and
the HIV/AIDS pandemic (UNESCO, 2002b, 2003b).
However, these positive developments at
the international level are not yet equally matched
at country level. There is some evidence (partly
anecdotal) of agencies’ in-country education
advisers questioning the value added of the
Initiative, in terms both of extra funding and FTI-
related policy dialogue between agencies and
national governments (see Fast Track Initiative,
2005b). This may be a problem of intra-agency

34. Since March 2005, the
United Kingdom Government
has announced that it will
contribute an additional

£40 million (about €59 million)
to the FTI over the period 2006/7
to 2008/9 primarily for the
Catalytic Fund, and the
Netherlands announced a
further US$22.96 million for the
Catalytic Fund.

35. The EPDF has limited
financing from a small number
of agencies, with commitments
from Norway (through the
Norwegian Education Trust
Fund in the African Region) and
the United Kingdom amounting
to US$5.8 million in 2005 (FTI
Secretariat, 2005a).

36. The product of the FTI
Finance Working Group can

be found at http://www1.
worldbank.org/education/efafti/
finance_wg.asp.
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The issue is
whether
developing
countries are
getting value
added from
the FTI
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The Netherlands and France in support of the FTI

Dutch commitments to basic education
and the FTI

In 2002, the Dutch Parliament adopted a
motion on basic education in developing
countries. It declares that ‘accessible, good
quality education for all, both boys and girls, is
so crucial for poverty reduction and sustainable
economic, political and social development that
the Netherlands must spend 15% of Official
Development Assistance (ODA) on basic
education by 2005.

This motion triggered a growth of expenditure

on basic education that is scheduled to reach

the 15% goal by 2007. From a budget of

€156 million on basic education in 2000,

€600 million is planned by 2007, when 70% of

the total annual budget for basic education will

be spent, through bilateral support for:
education reform in sixteen partner countries
(€270 million);
the FTI Catalytic Fund (€82 million): the
Netherlands recognizes the need for
additional support for countries that still have
a financing gap after short-term FTI funding.
It advocates work to identify new donors,
increase support for silent partnerships, and
open a second window for the Catalytic Fund
for which it has already made a financial
reservation.
silent partnerships (€56 million); and

general budget support for education
expenditures (€49 million).

communication or, more fundamentally, it may
reflect the limited need for the FTI in countries
with existing sector programmes and well-
established policy dialogue.

The FTI has today become an important
coordinating mechanism for agencies working
in education. Indeed, it is now fulfilling a
significant part of the EFA coordination role
mandated to UNESCO. The knowledge that it
generates and systematizes through its
Secretariat and Working Groups serves an
immediate function for donors, by providing

direction for their individual policies and actions.

French commitments to basic education
and the FTI

France has restructured its aid programme around
the Millennium Development Goals (MDGs) and
committed to increase its ODA from 0.42% of GDP
in 2004 to 0.5% in 2007 and 0.7% in 2012. The
€80 million per annum provided to basic
education will double to €160 million in 2007.
Ninety percent of bilateral ODA is concentrated on
low-income countries of sub-Saharan Africa,
particularly French-speaking countries.

France supports the Fast Track Initiative
Partnership, as part of the ‘Monterrey Consensus’
by: (a) increasing its funding for basic education;
(b) backing improvements in the coordination and
harmonization of assistance; and (c) by helping
beneficiary countries draw up sustainable and
credible sector strategies. Technical support and
financial backing of €54 million over three years
is being provided to Burkina Faso, Mauritania and
the Niger. This commitment will continue as new
states are endorsed by the FTI. Funds will be made
available for programme aid under the auspices of
the Fast Track Initiative.

France is moving from project aid to a sector-wide
approach and promoting the incorporation of
education policy into wider development and
poverty-reduction strategies. Yet project aid
remains necessary for countries that lack a
coherent, sustainable sector policy. Since 2002
France has provided programme aid in the form of
basket funds or budgetary aid to Mauritania
(€9.76 million in 2002) and to the United Republic
of Tanzania (€4.25 million in 2004).

Sources: Netherlands Ministry of Foreign Affairs (2005)
and Mantes (2005).

But the larger, long-term issue is whether
developing countries are getting significant
value added from it. Partner countries are not
overly influential in the FTI's technical dialogue.
Their primary concern is whether the Initiative
will be able to deliver (directly or through
leverage] more and better-coordinated aid,
aligned to credible national plans, thereby
fulfilling the Dakar pledge and the Monterrey
compact. This is especially so for countries
lacking capacity and resources. It is clearly the
expectation of the major 2005 reports and
political statements that the FTl should do this.
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The FTI in Mozambique - the donors’ view

In Mozambique, the proposal to develop an FTI plan
coincided with work to develop a new five-year
strategic plan (Education Sector Strategic Plan: ESSP2)
in 2003. The FTI indicative framework provided a useful
frame of reference for assessing achievements under
the first five-year plan and the key issues still to be
addressed.

It was agreed by the Ministry of Education (MINED)
and Cooperating Partners (CPs) that the FTI should
be an integral part of the new ESSP2 and that the FTI
plan should form the basis for the primary education
component of the broader strategy. It was agreed too
that any additional FTI leveraged funding would be
moved through existing government channels —
preferably the common sector fund - rather than
through new mechanisms.

The FTI process contributed positively to dialogue on
key issues such as teacher training and deployment,
school construction costs, and the teacher/pupil ratio
within a context of reaching out to the poor.

While the FTI process made a significant contribution
to policy dialogue, it is less clear what impact it has
had on resource mobilization. After the HIPC
completion point was reached, overall government
budget allocations to education (and other social

Yemen benefits from the FTI

Yemen was the only Arab state in the first tranche of
countries invited to participate in the FTI. Since
2004, the FTI has committed US$20 million to Yemen
through its Catalytic Fund.

In 2002, the World Bank and the Netherlands
conducted a joint FTI mission to reach consensus
across government and donor partners and to agree
baseline indicators and assumptions used for
estimating financial shortfalls. At first, the FTI was
not well received because of its apparent focus on
Grades 1-6, rather than the entire basic education
cycle of Grades 1-9. But agreement was reached, and
the Ministry of Education drafted an FTI proposal
with technical support from the World Bank. This was
reviewed and endorsed by the local donor community
in February 2003 and then by the international donor
community in Paris. Eventually US$10 million from
the FTI Catalytic fund became available (August 2004),
and a further US$10 million is expected for 2005.

sectors) increased, enhanced by the availability of
budget support contributed to this increase, although
neither development can be attributed directly to the
FTI. At the sector level, the endorsement of the FTI
plan in 2003 did lead to additional pledges from a
number of donors, but a crisis in confidence about
financial management in the ministry in early 2004
affected the overall level of disbursements in that year.
Even should donors make increased financial
commitments to the sector once the ESSP2 has been
finalized, it will not be clear whether these will be
directly attributable to the FTI.

However there is consensus among the CPs that even
with (a) incremental increases in the state budget
allocation to education, (b) increased internal efficiency
in the functioning of the sector (e.qg. reduced drop-outs
and repetitions), (c) improved financial management
and efficiency in MINED's allocation of resources, and
(d) increased aid effectiveness, there will still be a
financing gap between the resources available and
those required to meet the goals of EFA-FTI. For this
reason, the CPs are seeking clarification on how or
whether the FTI process could assist in mobilizing
additional resources for education in Mozambique.

Source: Drawn from a note prepared and endorsed in 2005
by donors working for education in Mozambique.

The FTl indicative framework has been used to set
targets for monitoring and evaluating the progress
of Yemen's Basic Education Development Project
(BEDP). This has helped the government to identify
priority areas for action and to initiate planning at
the governorate levels. Funds from the Catalytic Fund
have aided school construction, teacher training and
capacity-building. FTI has contributed to the
development of a Memorandum of Understanding to
strengthen donor harmonization and support to the
Ministry of Education with the intention of moving
towards a common basket of support. The UK
Department for International Development and the
Netherlands appraised the BEDP with the World Bank
in June 2004, and a USS$120 million programme will
now be co-financed. FTI's contribution has
encouraged donors to support specific components
of the basic education sub-sector.

Source: Ogawa (2005).
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Silent partnerships are efficient

Silent partnerships®” are those where donors move
some of their own funds through other agencies
in support of the development programmes of a
country where they are not working. In the
education sector, such arrangements are a
relatively recent development, led by the Nordic
agencies after Dakar, meant to lessen the burden
of aid procedures and to promote greater
harmonization of aid practice.3 They are
particularly suitable for smaller countries with
disproportionately large assistance budgets.

There are a number of potential benefits that
come with these partnerships. After initial
investments of time, transaction costs are
reduced for partner countries. For the active
donor partner, work on arranging the partnership
has initial costs, but "learning by doing’ lessens
these for new partnerships. In addition, the active
donor’s position tends to be enhanced in policy
dialogue, reviews and negotiations. The silent
partner benefits by being able to make financial
contributions without deploying staff and experts
or setting up in-country infrastructure. No fees
are involved, and, where aid is through budget
support, the timing of disbursements can be set
in advance, and funds released against jointly
agreed indicators of progress.3?

Box 4.7 illustrates two silent partnerships
involving the Netherlands and identifies some of
the lessons that are being learned.0 Benefiting
from these early experiences, new partnerships
are under construction. Norway intends to
support education in Mali through the Swedish
International Development Cooperation Agency

Technical
assistance
does not have
a strong track
record

37. Early definitions of ‘silent partnerships’ come from Sweden (Sida, 2000, 2002). The Netherlands
defines a silent partnership as: ‘An arrangement between two or more like-minded funding agencies
which allows one or more partners to channel a financial contribution to the education sector of a
country with which they do not have a bilateral relationship, through a partner which is active in that
country and in the sector [where] ... the partner country concerned is in full agreement with this
construction and needs the financial support” (Netherlands Ministry of Foreign Affairs, 2002). A broader
term is ‘Delegated Cooperation”. One donor (a ‘lead donor’] acts with authority on behalf of one or more
other donors (the ‘delegating donors’ or ‘silent partners’). The level and form of delegation may range
from responsibility for one element of the project cycle for a specific project, to a complete sector
programme or even a country programme (OECD-DAC, 2003).

38. The Nordic countries have comparable education sector policies, a strong degree of mutual trust
and a joint desire to be flexible and to act swiftly and efficiently, especially where (a) the education
sector is a priority in PRSPs, (b) sector plans target EFA goals, (c) there is a realistic and manageable
financing gap, and (d) financing is through (sub) sector budget support or a pooled funding mechanism
[Koopman, 2005).

39. In the Malawi example (Box 4.7), this is not the case. The indicators were set against progress
at the micro-level in the different programmes. The disbursements of both the active and the silent
partner lagged behind as a result.

40. For the donors, new legal procedures had to be developed to authorize the active partner to act

on behalf of the silent one. In Sweden, a mandate regarding the delegation of funds had to be drawn

up and included in the partnership agreements. Cooperation between Britain and the Netherlands

in Malawi was hindered by internal financial procedures in the banking system with which the UK
Department for International Development had to work in order to merge the Dutch grant with the
British programme. Sweden and the Netherlands had to overcome initial concerns about the mandates
of embassies and agencies, on the one hand, and headquarters, on the other. Field level participants
had to grow accustomed to their new roles and responsibilities.

(Sida) within the framework of the current
arrangement with the Netherlands. The Canadian
International Development Agency (CIDA] and the
European Commission have expressed interest in
this modality in Senegal, Namibia, Nicaragua and
Ghana. The French Ministry of Foreign Affairs and
the UK Department for International Development
(DFID) are developing an Anglo-French FTI
strategic partnership in the Niger, a new
departure for both countries and one inspired

by working together within the FTI.

Improving technical assistance -
the case of Africa

Technical assistance has been an integral part

of development aid since its inception. More than
one-quarter of bilateral aid to Africa is channelled
directly into capacity-building (Commission for
Africa, 2005). But technical assistance does not
have a strong track record. It needs to be
refocused so that assistance is provided in ways
that both accelerate progress towards EFA and,
in the process, help to strengthen capacity.

One recent overview of technical assistance
in Africa suggests that 'the capacity of the
international community to provide high-quality
technical support in a well-coordinated fashion
may be declining” (Fredriksen, 2005a).4! With
many funding agencies moving towards direct
budget support, in-country technical and advisory
capacities have been reduced, as has the number
of specialist education advisers working in-
country. At the same time, there is a proliferation
of individual suppliers in the technical assistance
market; not all of these are familiar with new aid
modalities and some are closely linked to their
home country donor agency.#?

As a consequence of these trends,
governments find it increasingly difficult to make
informed decisions about expertise to match their
requirements.43 With the advent of budget

41. Fredriksen notes the decline of UNESCO in this regard. He argues
that while UNESCO continues to provide good quality, operationally
relevant technical support through its Institutes and regional offices, its
capacity overall has been severely constrained by its limited budget and
the proliferation of small projects and programmes.

42. A recent and contested report from the international non-
governmental agency ActionAid argues that much aid is ‘phantom aid’,

in that it does not actually benefit those who need it but is tied to a range
of donor-related costs and services which deflate its value. The report
suggests that technical assistance is strongly tied to donor country firms,
overpriced, and often ineffective and irrelevant. It estimates that 75% of
technical assistance is ‘phantom aid’, worth US$13.8 billion per year
(ActionAid, 2005).

43. This is largely, though not exclusively, an African problem. Many
Asian and Latin American countries have succeeded in creating and
retaining national technical capacity in the process of developing their
national education systems. Countries in these regions are much less
dependent on external expertise.
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Silent partnerships at work in Mali and Malawi

The Netherlands and Sweden in Mali

Sweden wished to support education in Mali. The
Netherlands already had a development programme
there, so Sweden asked it to manage its proposed new
education support.

Mali had developed a ten-year education sector plan,
was working on an investment strategy and foresaw a
shortage of finance despite increasing its own education
budget and benefiting from higher donor commitments.
It attached importance to donor harmonization and
better coordination to reduce its own transaction costs
and to enhance its own internal efficiency. In September
2001, the Cadre Partenarial (code of conduct) was signed
by the government of Mali and most donors. This
regulated joint reviews, endorsed a sector-wide approach
as the guiding principle for projects and programmes,
and indicated the intention to work towards (sub) sector
support for the ten-year Education Development Plan
(PRODEC). Within this framework, the Dutch focused on
quality improvement, expanded access and improved
decentralized management through Mali's sector
investment plan for 2001-2004. They had an in-country
education adviser, and their embassy in Bamako had a
delegated mandate for Dutch aid to Mali.

An analysis of Swedish and Dutch education policies,
priorities and aid procedures was undertaken in
Stockholm and the Hague. Sida screened Dutch aid
modalities, including their monitoring and evaluation
practices. Based on these findings, Sida's Chief Controller
agreed that the Netherlands could oversee financial and
administrative arrangements through the Dutch Embassy
in Mali. Mali's own administrative and financial
mechanisms would be used to transfer Swedish and
Dutch support to a special budget line of its Ministry

of Finance.

A set of mutual obligations was then agreed:

Countries will agree on funding levels for the first
phase of the investment plan.

An interest-bearing bank account will be opened
for the Sida contribution in the Netherlands and
be operated by the Dutch Embassy in Bamako.

Formal biannual requests will be made for the
transfer of funds to Sweden, based on a call for
funds from the Mali government.

Sweden will receive the annual audit report from
Mali through the Dutch embassy.

The education ministry in Mali will provide progress
and evaluation reports.

The three countries will participate in the joint
annual reviews of the Sector Programme.

The Netherlands and Sweden will conduct annual
meetings.

From 2002 to 2005, Dutch financial support was

€44 million and Sida's €10 million for three years.

The partnership's share of the financing of the education
plan was 35%, constituting 22% of total external
financing in 2004, the largest single external contribution
to education in Mali.

The Netherlands and the United Kingdom
in Malawi

The Netherlands had neither a diplomatic presence in,
nor bilateral relationships with, Malawi. But under Dutch
policy it is possible to support education outside of its
‘concentration countries’, because basic education is a
priority and a Silent Partnership is an accepted aid
modality.

DFID has had a long and extensive development
cooperation relationship with Malawi, including in the
education sector. The Malawi government had indicated
the need for greater donor cooperation. Ten donors
supported education, many through projects. The
possibility of a silent partnership was welcomed as a
step towards a more coherent sector-wide approach.
Already, the donor group was undertaking a joint review
of progress and the development of a common code

of conduct.

The education sector plan gives priority to basic
education. DFID supports three key components of the
plan: strengthening the Ministry of Education, Science
and Technology in its planning and management
capacities; improved teaching of literacy and numeracy

in the primary sector; and the decentralization of primary
education to districts. The overall programme was
financed from a special government account for basic
education.

It was agreed that Dutch funds should be channelled
to DFID, which would transfer these funds jointly with
their own. This was a new procedure for DFID. The
arrangement stipulates the modes of monitoring,
reporting and evaluation, as well as an annual meeting
between the two donors in Malawi.

DFID support for education is £78.7 million (about
€125 million) over seven years, while the Netherlands
has committed €29.2 million for four years. Together
this constitutes the second biggest donor commitment
in Malawi and the first in terms of disbursements in
2003-2004.

Source: Koopman (2005).



Substantive
reform and
increased
salaries may
be needed to
retain national
capacity

Education for All Global Monitoring Report 2 O O .

44. Gunnarsson (2001)
notes that efforts to
strengthen institutional
capacity must also take
account of governments’
regulatory frameworks,
including those of the civil
service. Changing
administrative and
management behaviour
does not in itself bring
about development. It is
necessary therefore to
look at the viability of
whole systems.

45. For example, the
Commonwealth
Secretariat’s work on
teachers and school
management
http://publications.thecom
monwealth.org/publicatio
ns/html/DynaLink/cat_id/2
9/subcat_id/29/category_d
etails.asp
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support, education ministries increasingly have to
find ways of accessing and financing high-quality
technical assistance directly from the education
sector budget, rather than through discrete
technical assistance projects. While this is a
desirable shift in many respects, in the short
term, securing funds may be difficult, especially
if capacity-building activities are not part of
mainstream education strategies or there is

no provision in the budget for them.

Options for change

New thinking is needed about ways of using
technical assistance to strengthen education
sector capacities. What are the options?

First, strategies for strengthening existing
capacity should be an integral component of
sector policy. If additional aid comes in the form
of budget support, provision should be made
within the budget for capacity-building activities.
There is some evidence that capacity-building is
not receiving the attention it deserves in sector
plans, or that it is primarily defined as better
teacher training. But, by making capacity-building
and institutional development an integral part
of sector policy, the relationship between donor
and government can become more client-driven
and help promote systemic reform (Bossuyt,
2001).

Second, technical assistance and cooperation
should be a significant part of aid harmonization,
particularly at the country level, where the
proliferation of different sources of expertise
continues. Recent studies point to the value of
pooling technical assistance funds and resources,
as well as of joint frameworks for the design,
management and monitoring of technical
assistance for capacity development (e.g. Baser
and Morgan, 2002; Browne, 2002; Fukuda-Parr
et al., 2001). Work of this type in the education
sector cannot ignore the major structural
difficulties that confront the public sector as a
whole (see, for example, Pavignani and Hauck,
2002) 44

Third, the purposes and practice of technical
assistance need to be reshaped so as to focus
on the constraints to sector policy development
and programme implementation, as well as
on the potential to scale up EFA strategies.
Technical assistance should place more
emphasis on improving the knowledge base,
sharing knowledge among those countries
with comparable problems, and sustaining a
cooperative process of dialogue and sharing

of experience. These are not new ideas,* but
neither are they central to the current practices
in technical assistance. Two examples of this
new approach at work today in Africa are shown
in Boxes 4.8 and 4.9.

These examples illustrate ways of providing
technical support that help to mobilize,
strengthen and utilize existing local capacity.
They do not pretend to address how to retain
capacity. Even where very strong national
competence has been created, poor working
conditions, low salaries and budget constraints
make it difficult for education ministries and
others to retain key people and to sustain
progress. Some of the actions required are not
primarily economic in nature. New institutional
and management approaches to recruitment,
promotion, and security of employment - as well
as more ‘evidence-based’ decision-making -
make a difference. But in some countries more
substantive reforms are needed, backed by
external, long-term financial support to ensure
‘acceptable’ salaries over a transition period
for an essential cadre of civil servants and
educators (another example of more aid for
recurrent costs).

A more focused international debate on
how to better coordinate technical assistance
and capacity-building in education is needed,
concentrating on how to mobilize, strengthen and
utilize existing national and regional capacity.46
Within this, aid agencies need to examine how
best to build existing capacities within their
overall assistance programmes, how to improve
the international management of technical
assistance, and how UNESCO might play a more
central role.47.48

46. The FTI Technical Committee has established a task team

of agencies to promote the idea of a network on capacity-building
(Fast Track Initiative, 20056). UNESCO-IIEP has developed some
proposals for the scaling up of training in educational planning and
management (UNESCO-IIEP, 2005d). See also UNDP's work on
Capacity 2015, at http://www.capacity.undp.org/

47. Fredriksen (2005a) proposes that aid agencies should consider
establishing a special team of high-quality education specialists for
Africa, designed as an integral part of the overall assistance provided by
agencies. The team might comprise three to five high-quality specialists
in five to seven focus areas where implementation constraints are
severe. The team would have a strong ‘public good’ function. Its annual
costs would be small compared with total education assistance to Africa.
Without such assistance, the expected impact of increases in financial aid
is likely to fall short of expectations. Accelerated progress towards EFA
hinges crucially on a country’s ability to use both domestic and external
technical assistance effectively.

48. This brief analysis has focused on sub-Saharan Africa, but much

of it is applicable to other regions and countries where aid is a not-
insignificant part of education budgets and programmes. In this context,
see the work of UNESCO Bangkok's Education Policy and Reform Unit
in Asia (http:/Aww.unescobkk.org/index.php?id=9); and the Asian
Development Bank’s programme on Managing for Development Results
(http://www.adb.org/MfDR/default.asp).


http://publications.thecom
http://www.capacity.undp.org
http://www.unescobkk.org/index.php?id=9
http://www.adb.org/MfDR/default.asp
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Building capacity to meet demand

Norwegian Education Trust Fund: Technical
support for sector programmes?

NETF-supported work identified six areas where the
Fund could provide technical support to countries in
Africa to implement critical components of their
sector programmes: textbooks and training materials;
training of, and support for, teachers; system and
school level management; the impact of HIV/AIDS on
education; education simulation models for preparing
sector programmes and budgets; and
decentralization. Each area is critical to quality
improvement and to accelerating the implementation
of sector programmes. Work is progressing in the
first five areas, in close cooperation with other
partners, including the Association for the
Development of Education in Africa (ADEA).b

The programme on textbooks and training materials
illustrates NETF's approach. The objective is to help
countries develop sustainable systems for the
development, procurement, financing, distribution
and use of textbooks at the school level. After
decades of donor support, most low-income sub-
Saharan African countries continue to have a severe
shortage of learning materials. The main constraint is
not financing (most sector programs provide support,
and more would have been provided had
implementation been better) but poor policies, weak
national publishing capacity, insufficient support from
external publishers for the development of capacity
in Africa, and weak implementation capacity in
education ministries.

A major review of the World Bank's support for
textbooks from 1985 to 2000 (World Bank, 2002b)
served as an instrument for working with countries in
regional workshops (Burkina Faso in 2003; Uganda in
2004; Mozambique in 2005) to address weaknesses
and develop national plans to achieve an ‘adequate’
supply of materials over a two- to three-year period,
implemented as part of the countries' ongoing sector
programmes. After the workshops, NETF provides
support for systematic follow-up at the country level,
at national workshops in large countries, and through

Strengthening UNESCO's role

UNESCO’s mandate to provide international
leadership for EFA stands firm, although the
EFA Global Monitoring Report has suggested
that UNESCO has interpreted its role rather
conservatively (UNESCO, 2002b), has missed
some opportunities to create a politically
influential platform for EFA (UNESCO, 2003b),

punctual support for national teams through the
work of two textbook specialists, one of whom was
recruited to help countries resolve problems in
implementing national programmes.

NETF's approach seeks to:

Create national ownership: by giving priority for
assistance to countries actively engaged in solving
a problem in an area critical to the success of their
education programme.

Give help to countries when their programmes need
assistance: by ensuring that the assistance is of a
high quality, is easily available, fully grant-funded
and additional to other support received under
sector programmes. The local donor group can
assist in identifying bottlenecks in programme
implementation that requires technical support.

Help mobilize, strengthen and utilize existing
capacity by: (a) providing punctual (not resident)
assistance by a specialist or team of specialists
‘on call', over several years if needed, to assist
when a national team needs support; (b) using,

as much as possible, national and regional
specialists and institutions; and (c) promoting
regional cooperation and knowledge-exchange
(e.q. facilitating building of ‘quality node networks’

among countries working to address a particular UNESCO's
implementation problem). mandate to
provide

Notes:

a. Set up in 1998, the NETF supports the preparation of
high-quality, poverty-focused, education sector development
programmes in sub-Saharan Africa. It is managed by the Human
Development Department of the Africa Region of the World Bank.
It has three medium-term objectives: (a) to strengthen
governments' political commitment, national consensus and
ownership; (b) to support the development of technical and
analytical capacity; and (c) to enhance institutional and systemic
capacity for sector development. Total receipts to NETF amounted
to $34.5 million (June 2004) of which $29.4 million had been
disbursed (85%). For a full review of the work of NETF see

World Bank (2004b).

b. Established in 1988, ADEA is a network of African Ministers

of Education, development agencies, education specialists,
researchers, and NGOs. Based in UNESCO-IIEP in Paris, its work is
described at http://www.adeanet.org/about/en_aboutADEA.html

Source: Fredriksen (2005a).

international
leadership for
EFA stands firm

and needs to develop a stronger international
policy voice (UNESCO, 2004a). These judgements
were made with an understanding of the resource
constraints under which UNESCO operates,

of its growing attention to EFA in its national

and regional programmes, and of the inherent
difficulties of coordinating a very diverse set

of EFA stakeholders.


http://www.adeanet.org/about/en_aboutADEA.html
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The EFA Working
Group offers

a broad platform
for discussion

of EFA related
issues

49. The Global Initiative in
the Dakar Framework for
Action called for:
increasing external
finance for education, in
particular basic
education; ensuring
greater predictability in
the flow of external
assistance; facilitating
more effective donor
coordination;
strengthening sector-wide
approaches; providing
earlier, more extensive
and broader debt relief
and/or debt cancellation
for poverty reduction, with
a strong commitment to
basic education; and
undertaking more
effective and regular
monitoring of progress
towards EFA goals and
targets, including periodic
assessments ([UNESCO,
2000b).
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Working together for better-quality schooling

After the Association for the Development of
Education in Africa (ADEA) Biennial Conference in
Mauritius (December 2003), a pilot on school quality
was launched. Prior to the Conference, ADEA had
conducted an extensive study of quality improvement
interventions in African schools (Verspoor,
forthcoming). Following discussions of the findings of
this study, ADEA surveyed member countries to
identify potential areas of interest for follow-up work,
with technical support facilitated by ADEA. Five main
areas were identified: professional development of
teachers and pedagogical renewal; implementation

Since the World Education Forum, UNESCO
has sought to fulfil its international coordination
mandate in two main ways. First, during
2000-2002, it developed frameworks to guide the
action of the international community towards
achieving the EFA goals. One framework, The
Global Initiative Towards Education for All: A
Framework for Mutual Understanding (UNESCO,
2001), was designed to give impetus to the global
initiative called for in the Dakar Framework for
Action.4? The other, the International Strategy to
Put the Dakar Framework for Action into
Operation [UNESCO, 2002a), while building upon
the former, identified concrete actions and
strategies for the international community.
Neither document created any strong momentum
for action, although some of the underlying ideas
of the first framework are now being played out
in the Fast Track Initiative.

Second, rather than work through the
implications of the frameworks and understand
why they did not carry weight, UNESCO put its
main effort into the EFA Working Group (from
2000) and the EFA High-Level Group (from 2001).
The Working Group, an information forum, offers
a broad platform for discussion of EFA related
issues. Through the creation of a Sherpa Group
(ten members representing international
agencies, NGOs and developed and developing
countries), a bridge is being built to the EFA High-
Level Group. This group sets out to achieve
sustained political commitment for EFA and to set
some strategic directions for international action.
Both the High-Level Group and the Working
Group have provided some general impetus and
annual visibility to international coordination, but
neither has yet succeeded in securing specific

of reforms at the school and classroom levels;
decentralization/diversification of education
provision; curricula/language of instruction; and
equity in education financing. Work is now underway
to create ‘quality nodes' to facilitate cooperation
among countries expressing interest in working on

a particular topic, teaming them up with institutions
that can provide technical support as needed.

A progress report of this pilot will be presented

at ADEA's next Biennial Conference in 2006.

Source: Fredriksen (2005a).

international commitments within the United
Nations system, or elsewhere. While the
discourse of the EFA High-Level Group has
improved since 2001, its lack of significant
outcomes continues to limit its global impact.

These limited achievements have not lessened
the view of the international community that
UNESCO should strengthen its leadership and
coordination role. The Fourth Meeting of the EFA
High-Level Group in Brasilia in 2004 concluded
that UNESCO should: consult ‘with key
stakeholders to achieve greater clarity, cohesion
and mutual recognition regarding their respective
roles as partners in reaching the EFA goals and
the education related Millennium Development
Goals. ... [and] facilitate the preparation of a
comprehensive mapping exercise and
implementation plan of the current and future
contributions of each partner towards reaching
these goals’ [UNESCO, 2004a).

UNESCO's Executive Board has requested that
UNESCO should intensify its consultations with
key international stakeholders - particularly the
World Bank, the United Nations Development
Programme (UNDP)J, the United Nations
Children’s Fund (UNICEF] and the United Nations
Population Fund ([UNFPA] - to agree on the
specific roles, responsibilities and contributions of
each stakeholder for 2005 to 2015, and to prepare
‘a concise global plan to achieve the EFA goals,
including resource mobilization” (UNESCO,
2005b). These are high - and probably unrealistic
- expectations of UNESCO for three main
reasons:

First, unlike before Dakar, the five convening
agencies for the World Education Forum
(UNESCO, the World Bank, UNICEF, UNDP and
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UNFPA) no longer have a joint responsibility

for coordinating follow-up through a common
secretariat. UNICEF and the World Bank have
tended to focus on their own programmes and
coordination mechanisms. UNFPA has had a
lower, but supportive profile, while UNDP has
been largely absent. Kofi Annan, Secretary-
General of the United Nations, gave strong
support for EFA at Dakar and has reiterated the
importance of UNESCO's mandate and its role
as the technical agency for education. But, as a
recent study of the United Nations and education
observes, there is a diversity of rationales for UN
work in education, and while many of its
approaches to education are complementary,
others appear to be in competition (Jones with
Coleman, 2005).50

Second, work in support of the Millennium
Development Goals and the broader EFA agenda
are not supported equally. The World Bank and
UNICEF explicitly address the education MDGs
and have reinforced their leadership in the
international initiatives for which they have direct
responsibilities — the Fast Track Initiative and the
United Nations Girls’ Education Initiative [UNGEI).
There are, however, attempts to promote synergy
across these initiatives through discussions at the
FTlI'and UNESCO coordination meetings. Many of
the difficulties experienced by UNESCO in
promoting international action and coordination
have also been experienced by UNGEI, whose
purposes have neither been entirely clear, nor
easily distinguishable from the work and
programming of UNICEF (Box 4.10).

Third, the request for further mapping and
planning at the global level may be considered as
having been overtaken by events. Many countries
have already developed sector plans, and the FTI
is mapping country needs. This Report monitors
progress towards the EFA goals, and the FTl is
undertaking detailed technical work on aid flows
and their distribution. Most agencies have defined
their policies and their priorities. Thus, if a new
mapping exercise is to add value to international
programming for EFA, it will need to be thorough,
based on sound data, and sustained over time;
and it should be clearly endorsed by all key
partners as an essential tool for better
international action.

50. The study recognizes the tension that has existed within UNESCO
since its inception, in the emphasis that has been given to reflection,
action and standard-setting, but it does not apply this analysis explicitly
to EFA since Dakar. It also identifies the challenge for UNESCO in
working on education when other UN bodies (with finance) have the
sector as part of their remit as well.

The Ten-Year
United Nations Girls’
Education Initiative

UNGEI was launched at the World Education
Forum in Dakar in 2000, by the Secretary-
General of the United Nations, with UNICEF as
the lead agency. It is a partnership mechanism
aimed at reinforcing work on educating girls, in
order to reach EFA and MDG goals, in particular
those on gender parity. Networking, partnership
building, advocacy, knowledge generation and
sharing, and programme and project activities

in countries are its stated ways of working. The Millennium

Development
Goals and the
broader EFA
agenda are not
supported equally

Recently, UNGEI has reinforced its work at all
three levels at which it operates - global,
regional and national. In addition to the Global
Advisory Committee, there is now a Regional
Advisory Committee for Africa and UNICEF —
appointed regional and sub-regional
coordinators in Africa and Asia. These
committees provide strategic direction and
recommend specific programmes within
government plans and Common Country
Assessment-UN Development Assistance
Framework processes. Steps have been taken
to increase the understanding of UNGEI as

a partnership, as distinct from UNICEF's
independent work in the areas of girls’
education. These steps include an UNGEI
strategy and implementation plan,
communications materials, an UNGEI website,
and UNGEI technical meetings, reports and
studies, with ongoing attempts to strengthen
the UNGEI Secretariat at UNICEF Headquarters.

UNGEI has used the EFA High-Level Group
meetings in New Delhi (November 2003) and
Brasilia (November 2004) to organize side
events to highlight the importance of girls’
education and seek greater commitment from
policy-makers. It will continue to do so at the
High-Level Group meeting in Beijing (November
2005). UNGEI has placed girls" education on the
agenda of the FTI, so that gender-sensitive EFA
planning is recognized in the FTI appraisal
instruments.

Despite these efforts, some difficulties continue
at the regional and national levels. No UNGEI
global advisory committee has been established
for Asia. Some partners continue to be unable
to distinguish between UNICEF and UNGEI. The
underlying issue, as in the case of the Fast Track
Initiative, is what constitutes its value added
globally, both for the individual partners and

for governments.
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The High-Level
Group could

bring together in
a forceful way
what the events
and commitments
of 2005 mean

for EFA
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Five opportunities for UNESCO

In both its coordination and technical roles,
UNESCO will have some specific opportunities to
place EFA at the forefront of international efforts
to meet the Millennium Goals (especially given
new senior management for education), and to
encourage bolder steps. Some of these
opportunities will come in 2005.

First, within the United Nations Development
Group and with the support of the UN Secretary-
General, UNESCO is well placed to articulate a
strong case for EFA at the global level, especially
at the UN Special Assembly on the Millennium
Goals in September 2005.5T The benefits of basic
education for poverty reduction need to be
constantly defined and defended in international
forums. This is a critical function within
UNESCO’s coordination mandate. There is no
other international voice able to undertake this
role.52

Second, the connections between UNESCO,
the FTI, UNGEI, the E-9 countries® and other
coordinating mechanisms could be strengthened,
including in the design and the development of
the High-Level Group meetings. The bringing
together of the High-Level Group and the FTI
Partnership Meeting in Brasilia in 2004 was a
good step forward. Now, a more complete
integration of objectives and dialogue is required
and, in due course, a merging of separate groups.
UNESCO is best placed to promote this approach.

Third, the High-Level Group could bring
together in a bold and forceful way what the
events and commitments of 2005 mean for EFA.
It could translate the G8 decisions and the
outcomes of the UN Special Assembly into a
well-defined set of international actions for EFA
for the next ten years. This could be incorporated
in the Joint Action Plan for EFA that UNESCO is
preparing for endorsement at the EFA High-Level
Group in November 2005.

Fourth, as the lead technical agency for
education, UNESCO should exercise leadership
in promoting harmonization and good practice of
technical cooperation, in close consultation with

51. In which context there are opportunities through the work of ECOSOC
and its High-Level Meeting in preparing a Declaration for the UN Special
Assembly. See http://www.un.org/docs/ecosoc/.

52. By way of a comparative example, the European Commission is
developing a contribution to the review of the MDGs at the UN Special
Assembly that focuses on long-term MDG contracts between donors and
selected countries to ensure predictability of aid flows. UNESCO should
be able to articulate approaches to encompassing the full EFA agenda
within the new modalities of aid.

53. See www.unesco.org/education/e9/index.shtml.

the FTI. As noted above, there is a strong case
for international dialogue on improving the quality
of technical assistance in a well-coordinated
manner. The pooling of assistance, building of
regional capacity and rebuilding of UNESCO's
own place in this field are all topics worthy of
attention.

Fifth, UNESCO is the lead agency for the
United Nations Literacy Decade 2003-2012,
the United Nations Decade of Education for
Sustainable Development 2005-2014, and for
three major programmes: the Literacy Initiative
for Empowerment, the Teacher Training Initiative
in sub-Saharan Africa, and the Global Initiative on
HIV/AIDS and Education (Box 4.11). It also leads
and coordinates work on EFA Flagship
programmes (Box 4.12). These give UNESCO
the possibility to demonstrate in a very practical
way that separate initiatives can be both well-
coordinated internationally and integrated into
national plans and programmes. However, to do
so will require a major upgrading of UNESCO's
technical capacity.

2005 and beyond:
from commitment to action

There are promising signs that the coming years
will bring increased commitment and progress.
More international resources are being pledged
(Figure 4.16) - up to approximately US$120 billion
(20083 prices) per annum by 2010.54 This should, in
turn, ensure an increase in the level of resources
for education in general and for basic education in
particular: but, if the proportion of ODA for basic
education continues at its current modest levels,
the increase will be insufficient to meet the

54. Early in 2005, the European Commission set a new objective, for its
fifteen longer-term member states, of 0.51% of GNI for ODA by 2010 and
0.7% by 2015 ([EUROPA, 2005). If this commitment is honoured, an
additional €20 billion would become available by 2010 (against €43 billion
in 2005). In July, G8 leaders agreed to cancel 100% of the outstanding
debts of eligible HIPC countries to the IMF, IDA and the African
Development Fund. On the basis of both commitments, the G8 concluded
that ODA to Africa will increase by US$20 billion a year by 2010 (doubling
2004 disbursements) and that, globally, ODA should increase by
approximately US$50 billion by the same year. In addition: (a) France
intends to reach 0.7% of GNI in addition to its European Commission
commitments by 2007 (two-thirds to Africa); (b) the United Kingdom
plans to reach 0.7% of GNI by 2013 (it will double bilateral spending in
Africa between 2003/04 and 2007/08); (c) the United States proposes to
double aid to sub-Saharan Africa between 2004 and 2010 (the Millennium
Challenge Account is scheduled to provide up to US$5 billion a year); the
United States has also committed to double the funding to its African
Education Initiative (US$400 million) to train 500,000 teachers and grant
scholarships to 300,000 young people (primarily girls] over the next four
years (US Department of State, 2005); (d) Japan intends to increase ODA
by US$10 billion in the next five years and to double its Africa
commitments in three years; (e] Canada is doubling its ODA from 2001 to
2010, doubling its assistance to Africa from 2003/04 to 2008/09; and (f)
Russia will cancel debt worth US$750 million (G8 Gleneagles, 2005).


http://www.un.org/docs/ecosoc
http://www.unesco.org/education/e9/index.shtml
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Windows of opportunities through UNESCO-led initiatives

The United Nations Literacy Decade 2003-2012

Expected outcomes:

o Significant progress towards the 2015 Dakar goals
(3, 4 and 5), in particular, a recognizable increase
in the absolute numbers of those who are literate
among women (accompanied by reduction in
gender disparities); excluded pockets in countries
that are otherwise considered to have high literacy
rates; and regions of greatest need (sub-Saharan
Africa, South Asia and E-9 countries).

o Attainment by all learners, including children in
school, of a mastery level of learning in reading,
writing, numeracy, critical thinking, positive
citizenship values and other life skills.

o Dynamic literate environments, especially in
schools and communities of the priority groups,
so that literacy will be sustained and expanded
beyond the Literacy Decade.

® Improved quality of life (poverty reduction,
increased income, improved health, greater
participation, citizenship awareness and gender
sensitivity) among those who have participated in
the various educational programmes under EFA.

The United Nations Decade of Education
for Sustainable Development 2005-2014

Globally to:

o Give an enhanced profile to the central role of
education and learning in the common pursuit
of sustainable development.

© Facilitate links and networking, exchange and
interaction among stakeholders in education
for sustainable development (ESD).

® Provide a space and an opportunity for refining
and promoting the vision of, and transition to,
sustainable development - through all forms
of learning and public awareness.

estimated US$7 billion of aid per annum that was
required from 2000 to achieve UPE and gender
equity in schools. It follows that additional bold
commitments are needed now. A doubling of aid
to basic education would bring the international
community closer to meeting its commitments
and to achieving the EFA 2015 goals.
Consequently, it is vital that the case be made
strongly for EFA in the follow-up to the G8
decisions and the outcomes of the UN Special
Assembly. UNESCO has a major role to play in
this regard.

® Foster increased quality of teaching and learning
in ESD.

® Develop strategies at every level to strengthen
capacity in ESD.

The Literacy Initiative for Empowerment
2005-2015

® Promote literacy policies and practices within
existing national education and development
frameworks (in up to thirty-four countries). Additional

resources need

to be delivered in

more predictable,

better coordinated

and targeted ways

® Provide target groups with quality and relevant
literacy learning opportunities linked to
development programmes.

The Teacher Training Initiative in sub-Saharan
Africa 2006-2015

For up to forty-six countries to:

® More directly relate teacher policy to national
development goals.

o Improve the quality of teacher education.

© Improve the delivery of quality teacher education.

® Augment teacher recruitment and retention to
stem teacher shortage.

The Global Initiative on HIV/AIDS and Education
© Support governments (of up to thirty countries
by 2010) to prepare a comprehensive educational
response to HIV and AIDS, aiming at both risk
and vulnerability.
o Mitigate the impact of HIV and AIDS on education.
© Address the structural causes of vulnerability in
and around the learning environment.

Sources: UNESCO (2003f, 2005b, 2005c).

These additional resources need to be
delivered in more predictable, better coordinated
and targeted ways to countries which have
developed effective strategies and programmes.
Predictability is required for effective planning and
for taking decisions with long-term implications,
including for recurrent costs; and better
coordination and targeting are required to reduce
both duplication and the reporting demands on
recipient countries, and to ensure that aid is
directed to countries most in need. Much can be
done to improve the ways in which the
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Nine EFA Flagships

Nine EFA flagship programmes were launched in
Dakar to consolidate international cooperation on
themes identified as critical to the achievement of
the EFA goals (UNESCO, 2002b, 2003b): The Initiative
on HIV/AIDS and Education; Early Childhood Care and
Education; The Right to Education for Persons with
Disabilities: Towards Inclusion; Education for Rural
People; Education in Situations of Emergency and
Crisis; Focusing Resources on Effective School Health
(FRESH); Teachers and the Quality of Education;

the United Nations Girls' Education Initiative (UNGEI);
and Literacy in the Framework of the United Nations
Literacy Decade (UNLD).

UNESCO has now integrated its work on the UNLD,
HIV/AIDS and education, and teacher training in
sub-Saharan Africa into its core EFA programme.
UNICEF and FAO — which are lead agencies for,
respectively, UNGEI and Education for Rural People —
are moving in a similar direction.

The HIV/AIDS and Education Initiative is undertaking
work to accelerate the education sector's response
to HIV/AIDS in thirty African countries. A survey of
the capacity and readiness of seventy-one countries
to manage the impact of HIV/AIDS on their education
sectors has been undertaken (UNESCO-IIEP, 2005c.
A study of eighteen of these countries, from a civil
society perspective, supplemented the survey results
(Global Campaign for Education, 2005). The reports
will result in the first international benchmark for
examining official responses to the threat to
education systems and a challenge to teaching

and learning everywhere.

The Right to Education for Persons with Disabilities:
Towards Inclusion is a catalyst to ensure that the
right to education, and the goals of the Dakar
Framework, are realized for individuals with
disabilities (Lawrence, 2004). It builds on the
International Working Group on Disability and
Development, an alliance of twenty agencies and
NGOs, including UNESCO, UNICEF and the World
Bank. It encourages agencies to define a common
vision, defend it and work towards its realization.
The new Human Rights Convention on Disabilities
(decided by UN General Assembly in June 2003) and
its Article 17 on education provides an authoritative
global reference point for domestic laws and policies,
provides mechanisms for monitoring, establishes

a standard of assessment and achievement and
provides a framework for international cooperation.
Collaborative work is undertaken to review indicators
of disability and special need in order to provide a
complete picture of disability issues in education.

Education for Rural People: Led by FAQ, this
programme has undertaken consultative and
capacity-building activities in Asia, in nine Latin
America countries and in Kosovo and Mozambique,
targeting decision-makers from agriculture and
education ministries, aid agencies and NGOs.

It has a publications programme with UNESCO-IIEP.

international community supports EFA.
Joined-up ways of working are necessary.
Parallel and competing initiatives should be
linked or integrated.
Five years have passed since Dakar.
Progress is being made, but not quickly enough. M
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Figure 4.16: DAC members' ODA:' 1990-20042 and simulations to 2006 and 20103
(Amount in constant 2003 US$ billions and % share of GNI)
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Notes:
1. DAC members’ ODA is the sum of bilateral aid and contributions to multilateral donors. Therefore the figures are different
from the total ODA in Fig 4.1 which shows total aid received from DAC donors, multilateral donors and non-DAC bilateral donors.

2. The total DAC ODA for 1991, 1992 and 1993 excludes debt forgiveness of non-ODA claims. It is included in the individual donors’ data,
and thus the total of individual donors for these years will be higher than the figures shown in this graph.

3. Simulations are based on donors’ ODA undertakings and estimated growth rates.
Source: Communication from OECD-DAC, August 2005.
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Chapter |5

Why literacy
matters

This chapter explores the case for literacy,
especially for youth and adults. It summarizes
the foundations of the right to literacy
through a review of international agreements,
noting that literacy is both a right in itself
and an instrument for achieving other rights.
The chapter then reviews the broader
benefits that result from literacy, in human,
economic, social and cultural terms. Since
literacy is a key outcome of education, it is
difficult to separate the right to literacy from
the right to education or the benefits of
literacy from those of education.

185
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Literacy should
be understood
within a rights-
based approach
and among
principles of
inclusion for
human
development

1. See Chapter 1 of

the 2003/4 Report for

a detailed discussion

of the right to education.
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Literacy as a right

Literacy is a right. It is implicit in the right to
education. It is recognized as a right, explicitly for
both children and adults, in certain international
conventions. It is included in key international
declarations.

The 1948 Universal Declaration of Human
Rights recognizes the right to education, as do
other binding international conventions. These
include the International Covenant on Civil and
Political Rights (ICCPR] and the International
Covenant on Economic, Social and Cultural
Rights, both adopted in 1966, which, together with
the Universal Declaration of Human Rights, were
proclaimed by the United Nations as constituting
the International Bill of Human Rights. Other
important instruments include the 1979
Convention on the Elimination of all Forms of
Discrimination against Women (CEDAW) and the
1989 Convention on the Rights of the Child (CRC).

The 1975 Persepolis Declaration, the CRC and
CEDAW further recognize literacy, rather than just
education, as a right. The 1960 Convention against
Discrimination in Education (CDE) specifically
tackles the issue of those who have not attended
or completed primary education. The Persepolis
Declaration states: ‘Literacy is not an end in itself.
It is a fundamental human right’ (UNESCO, 1975a).
Both the CRC and CEDAW refer to the promotion
of literacy and the eradication of illiteracy. For
example, Article 10(e) of CEDAW, which entered
into force in 1981, recognizes the right of adults to
literacy, calling on parties to ensure that men and
women have ‘the same opportunities for access
to programmes of continuing education, including
adult and functional literacy programmes’. The
CRC characterizes literacy as a basic skill to
which children are entitled and stresses the need
to rid the world of illiteracy [UNHCHR, 1989). A
strategic objective of the 1995 Beijing Declaration
and Platform for Action is to ‘eradicate illiteracy
among women'. The CDE directs states to
‘encourage and intensify by appropriate methods
the education of persons who have not received
any primary education or who have not completed
the entire primary education course and the
continuation of their education on the basis of
individual capacity’ [UNESCO, 1960). The CDE
further mandates increasing opportunities for
literacy via continuing education.

There is considerable pressure for a renewed
emphasis on literacy as a right. The Hamburg
Declaration states under Resolution 11: "Literacy,

broadly conceived as the basic knowledge and
skills needed by all in a rapidly changing world, is
a fundamental human right’ (UNESCO, 1997). The
UNESCO round-table report Literacy as Freedom
recommends that literacy be understood within a
rights-based approach and among principles of
inclusion for human development (UNESCO,
2003c).

Less clear than the right to literacy has been
the understanding of literacy in these various
conventions and declarations. Couching the right
mainly in terms of eradicating illiteracy, as in
CEDAW and the Beijing Declaration, implies the
equivalence of literacy with knowledge or of
illiteracy with ignorance. Where literacy as a right
derives from the right to education, it is seen
more as a set of skills that constitute fundamental
or basic education, as the CDE implies. From the
founding of UNESCO, the term ‘fundamental
education’ has signified the skills of reading,
writing and calculating, with a heavy emphasis
on reading and writing [UNESCO, 2003d). While
numeracy is usually mentioned alongside literacy
in legal instruments, the word ‘literacy’ itself is
generally limited to reading and writing skills.
General Comment 1 of the CRC [Article 29), for
example, establishes that "basic skills include
not only literacy and numeracy but also life skills’
(UNHCHR, 1989). In this context, ‘literacy’ means
reading and writing only. The World Declaration
on Education for All (Jomtien, Thailand, 1990)
in Article 1.1, includes ‘literacy, oral expression,
numeracy, and problem solving” as essential
learning tools that comprise the basic learning
needs of every person (UNESCO, 1990).

Key to the interpretation of literacy as reading
and writing skills is the issue of the language in
which one learns to read or write. The right to
learn a language is quite different from the right
to learn in that language. Article 27 of the ICCPR
sets forth the right of persons belonging to
minorities to use their own language; this would
mean at least the right to speak minority
languages in private. International law makes
clear that the state has the right to determine
official languages, which will rarely if ever
encompass all or most minority languages. Public
education may well be provided in a variety of
languages beyond the official ones. In Namibia,
for example, the national literacy programme has
three stages, the first two in mother tongue and
the third introducing basic English, so that
learners with different levels of literacy can be
accommodated. Where public education is
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provided only in the official language, the ICCPR
stresses, the state should recognize the right to
establish private schools to assure 'the possibility
of pluralism in education” and avoid state
monopolization. The increasing emphasis on
bilingual formal education (Box 5.1) has also
influenced adult and youth programmes in the
non-formal sector.

Many documents, including the Persepolis and
Hamburg Declarations, allow for an expanded
interpretation of literacy beyond the skills of
reading and writing. Literacy can include access
to scientific and technical knowledge, to legal
information, to means of enjoying the benefits of
culture and to the use of media, both for those
seeking greater access and those with no access
(Organization of American States, 1948; United
Nations, 1995; UNHCHR, 1969). Literacy is also
interpreted as a foundational, universal life skill
for those in adverse circumstances; for example,
Article 22 of the Convention relating to the Status
of Refugees guarantees refugees the 'same
treatment as is accorded to nationals with respect
to elementary education’ (UNHCHR, 1951). As a
tool, literacy has the potential to meet people’s
most vital needs and to stimulate social, cultural,
political and economic participation, especially on
the part of disadvantaged groups. Emphasis on
inclusive lifelong educational provision reflects
the international community’s recognition of the
universal human need for and right to literacy
(UNESCO, 1975b and 1997).

An additional noteworthy trend concerns
literacy in relation to technology, civic
engagement and lifelong learning. UNESCO's
Bebel Initiative seeks to encourage information
dissemination, placing particular emphasis on
the potential of communication technologies to
maintain and advance cultural and linguistic
diversity (UNESCO, 2005a). The United Nations
Development Programme (UNDP] asserts that
possessing knowledge, having access to
resources for a decent standard of living and
participating in community life constitute basic
capabilities for human development (UNDP,
2004a). Access to these tools, skills and
resources lends greater assurance to the
development of literacy. Literacy is inextricably
linked to a process of continual education or
lifelong learning.

Finally, literacy has been recognized not only
as a right in itself but also as a mechanism for
the pursuit of other human rights, just as human
rights education is a tool for combating illiteracy.

The right to choose the language of learning

UNESCO promotes bilingual education not only because it encourages
multilingualism but also because it permits children from minority and
indigenous groups to learn alongside those of majority groups (UNESCO,
2003a). Promoting bilingual education is not the same as saying there is
a right to either bilingual education or mother tongue education, however;
these are keenly contested issues, upon which international treaties are
much more circumspect. The two main treaty provisions relating to
linguistic rights in education are Article 14 of the 1995 Council of Europe
Framework Convention for the Protection of National Minorities and
Article 28 of the 1989 ILO Convention 169 concerning Indigenous and

Tribal Peoples in Independent Countries. The latter states:

@ Children belonging to the peoples concerned shall, wherever practicable,
be taught to read and write in their own indigenous language or in the
language most commonly used by the group to which they belong.
When this is not practicable, the competent authorities shall undertake
consultations with these peoples with a view to the adoption of

measures to achieve this objective.

© Adequate measures shall be taken to ensure that these peoples have
the opportunity to attain fluency in the national language or in one

of the official languages of the country.

©® Measures shall be taken to preserve and promote the development
and practice of the indigenous languages of the peoples concerned.

The Vienna Declaration and Programme of Action
calls on states to eradicate illiteracy, linking such
efforts to greater respect and protection for
human rights and personal liberties; it also
emphasizes the use of human rights-informed
education as a means of combating illiteracy
(UNHCHR, 1993). Particularly significant in this
respect are the rights of women, who currently
constitute the majority of the world's illiterates.

The benefits of literacy’

The rationale for recognizing literacy as a right

is the set of benefits it confers on individuals,
families, communities and nations. Indeed, it

is widely reckoned that, in modern societies,
‘literacy skills are fundamental to informed
decision-making, personal empowerment, active
and passive participation in local and global social
community” (Stromquist, 2005, p. 12). As

Chapter 1 noted, however, the benefits of literacy
ensue only when broader rights and development
frameworks are in place and operating effectively.
Individual benefits, for example, accrue only when
written material is available to the newly literate
person, and overall economic benefits only when

The rationale

for recognizing
literacy as a right
is the set of
benefits it confers
on individuals,
families,
communities

and nations

2. This section is based
on the following papers,
commissioned for the
Report: Cameron and
Cameron (2005), Farah
(2005), Patel (2005),
Robinson-Pant (2005) and
Stromquist (2005).
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The successful
completion of
adult literacy

programmes
yields benefits
similar to

formal schooling

3. See Chapter 7 for
an extensive discussion
of literacy data.

4. A principal source for
the benefits of education
is Hannum and
Buchmann (2003).

5. See, for instance,
Robinson-Pant (2005)
and Stromquist (2005).

6. 'Social” as used here
includes health and
education benefits, also
discussed in Chapter 1
(education) and Chapter 3
[HIV/AIDS).

7. See Dreze and Sen
(2002; pp. 38-41) for

a fuller discussion of
the intrinsic value and
instrumental roles, both
individual and social, of
health and education,
which applies as well

to literacy.

8. See, in particular,
Young et al. (1980,1994),
Bingman (2000),
Greenleigh Associates
(1968), Beder (1999),
Stromquist (1997),
Egbo (2000, Farrell
(2004), Abadzi (2003b)
and Lauglo (2001).
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there is also sound macroeconomic management,

investment in infrastructure and other

appropriate development policy measures.

Similarly, certain benefits, such as women'’s

empowerment, will result only if the socio-

cultural environment is accommodating of them.

The extent to which literacy has negative
effects is keenly contested and has more to do
with how literacy is acquired than with literacy
itself — an important reminder that benefits also
depend on the channels through which literacy is
acquired and practised. Some channels can have
effects that some consider detrimental. For
example, the forced acquisition of literacy in
official languages can lead to the loss of oral
languages. Literacy programmes and written
materials can be a mechanism to indoctrinate
people to participate uncritically in a political
system (Graff, 1987a). Complex value judgements
are involved here, which this Report points out
but does not enter into.

Providing a systematic, evidence-based
account of the benefits of literacy is not easy,

for several reasons.

m Most research has not separated the benefits
of literacy per se from those of attending
school or participating in adult literacy
programmes. More generally, there is a
‘tendency to conflate schooling, education,
literacy and knowledge’ (Robinson-Pant 2005).

m Little research has been devoted to adult
literacy programmes (as opposed to formal
schooling) and existing studies focus mainly
on women; the benefits of acquiring literacy
in adulthood are thus less clearly established
than those of acquiring cognitive skills through
education in childhood.

m Research has focused on the impact of literacy
upon the individual: few authors have examined
the impact at the family/household, community,
national or international level.

m Some effects of literacy, e.g. those on culture,
are intrinsically difficult to define and measure.

m Literacy is not defined consistently across
studies and literacy data are frequently flawed.3

This section thus briefly rehearses the benefits

of education in general* and, whenever possible,

examines the specific benefits of adult literacy

programmes. The limited available evidence
suggests that, as far as cognitive outcomes are
concerned, the successful completion of adult
literacy programmes yields benefits similar to
formal schooling. A qualification is that few rigorous
assessments of adult literacy programmes in

terms of cognitive achievement have been made;
nor, usually, has there been any attempt to
assess how long effects last after programmes
end (Oxenham and Aoki, 2002). Providing such
evidence clearly should be a research priority. In
addition, adult literacy programmes can produce
more adult-specific outcomes, such as political
awareness, empowerment, critical reflection and
community action, which are not so much
identified with formal schooling. Indeed, learners’
statements on the benefits of participating in
adult literacy programmes include the positive
experiences of the process and the social meeting
space of literacy groups.> Less measurable
benefits such as these are about human
development dimensions, including social
cohesion, social inclusion and social capital.

The benefits of literacy can be conveniently,
if arbitrarily, classified as human, political,
cultural, social® and economic.

Human benefits

The human benefits from literature are related

to factors such as the improved self-esteem,
empowerment, creativity and critical reflection
that participation in adult literacy programmes
and the practice of literacy may produce. Human
benefits are intrinsically valuable and may also be
instrumental in realizing other benefits of literacy:
improved health, increased political participation
and so on.”

Self-esteem

There is extensive reference to the positive impact
of literacy on self-esteem. Improved self-esteem
has been reported in studies of literacy
programmes in Brazil, India, Nigeria, the United
States, and several African and South Asian
countries.8 A review of forty-four studies on the
behavioural changes involved in literacy training
(Bown, 1990] also provides many examples.
Statements such as ‘| have more self-confidence’,
quoted by Canieso-Doronila (1996) in a study of
the Philippines, are typical.

Empowerment

Literacy may empower learners - especially
women - to take individual and collective action

in various contexts, such as household, workplace
and community, in two related ways. First, literacy
programmes themselves may be designed and
conducted so as to make participants ‘into
authors of their own learning, developers of their
own knowledge and partners in dialogue about
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limit situations in their lives’ (Easton, 2005).
Second, literacy programmes can contribute

to broader socio-economic processes of
empowerment, provided they take place in a
supportive environment. Recent evidence exists
for Turkey, Nepal, India and Bolivia (respectively,
Kagitcibasi et al., 2005; Burchfield, 1996; Dighe,
2004; and Burchfield et al., 2002b).7 Many
learners of both genders surveyed in Namibia -
explaining why they wanted to be able to read and
write letters, deal with money and master English
- mentioned a wish to be self-reliant and to exert
control over everyday-life situations, citing, for
instance, 'keeping secrets’ and ‘not being
cheated’ (Lind, 1996).

Political benefits

The empowering potential of literacy can translate
into increased political participation and thus
contribute to the quality of public policies and

to democracy.

Political participation

The relationship between education and political

participation is well established. Educated people

are to some extent more likely to vote and voice
more tolerant attitudes and democratic values

(Hannum and Buchmann, 2003). Participation in

adult literacy programmes is also correlated with

increased participation in trade unions,
community action and national political life,
especially when empowerment is at the core

of programme design. For example:

m An adult literacy programme set up by workers
at a Brazilian construction site increased
participation in union activities (Ireland, 1994).

m Literacy programme participants in the United
States reported an increase in community
participation (Greenleigh Associates, 1968;
Becker et al., 1976) and were more likely than
non-participants to register to vote, though
they did not actually vote more than
non-participants (Boggs et al., 1979).

m Literacy programme graduates in Kenya
participated more in elections and local
associations than did illiterates (Carron
etal., 1989).

m Women who took part in literacy programmes
in Turkey voted more and participated more
in community organizations than did illiterate
women (Kagitcibasi et al., 2005).

m Among Nepalese women, those who had spent
two years in state-run literacy programmes
demonstrated more political knowledge than

those not in the programmes and were more
likely to believe they could serve as political
representatives (Burchfield et al., 2002a). On
various measures of political participation,
the more intense participation in a literacy
programme was, the larger the proportion

of women reporting changes in their political
attitudes, except as regards voter registration
(Table 5.1). Much the same results held for
NGO-run programmes in Bolivia (Burchfield
et al., 2002b).

m Qualitative studies yield similar results to these
quantitative analyses. Literate women in
Nigeria, for example, reported being confident
enough to participate in community meetings,
unlike illiterate women (Egbo, 2000).

m Rural women who participated in literacy
programmes in El Salvador claimed a voice in
community meetings and several were able to
engage in sophisticated socio-political analysis
(Purcell-Gates and Waterman, 2000).

The empowering
potential of
literacy can
translate into
increased political
participation

Table 5.1: Political and community participation and literacy among Nepalese women

Participation in adult literacy programmes

Intensity of participation

Low Medium
Political awareness and participation
Knows nati(_)nal policy on electing women 82 84
representatives
Knows minimum voting age 24 31
Knows name of member of parliament in their area 24 42
Knows name of village development committee 84 85
Has registered to vote 97 95
Thinks it possible for her to become a local political 2 31
representative
Is interested in becoming a political representative 21 18
Community participation
Is @ member of a community group 33 40
Participates in community development activities 12 16

Non-

High participants
95 78
41 14
53 19
9 94
94 94
35 13
20 11
56 16
21 12

Note: Each figure represents the percentage of women in each category of participation in adult literacy programmes
for whom the statement about political or community participation in the left-hand column is true.

Source: Burchfield et al., 2002a.

Democracy

The expansion of education may contribute to
the expansion of democracy and vice versa, yet
the precise nature of the relationship between
education and democracy remains unclear and
difficult to measure accurately (Hannum and
Buchmann, 2003). For example, a comparison

of countries over 1965-80 and 1980-88 found no
impact from expansion of primary and secondary
schooling on various measures of democracy,

9. It has also been claimed
for the Reflect method in
Bangladesh, El Salvador,
Lesotho and Uganda but
the evidence is somewhat
contentious (Riddell, 2001).
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The more
students know
about democratic
institutions, the
more likely they
are to plan on
voting as adults
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controlling for such factors as economic
development and ethnic homogeneity (Benavot,
1996). The role of civic education as such is also
unclear, although it is typically included in the
curriculum of formal schools and adult literacy
programmes. The Civic Education Study by the
International Association for the Evaluation of
Educational Achievement (IEA), covering
14-year-old students in twenty-eight countries in
1999 and 17- to 19-year-old students in sixteen
countries in 2000, found that the more students
knew about democratic institutions, the more
likely they were to plan on voting as adults. The
IEA study also found that democratic classroom
practices were the most effective means of
promoting civic knowledge and engagement
among students. It can be surmized, although it
has not been established, that the same may be
true of literacy programmes for youth and adults.

Ethnic equality

There appears to be no research into the impact

on ethnic equality of either literacy or participation

in adult literacy programmes. It is probably
reasonable to assume, however, that the impact
of literacy is likely similar to that of educational
expansion, i.e. that it has the potential to benefit
disadvantaged ethnic groups but will not
necessarily do so. A range of experiences appears
to support the statement that ‘It is not safe to
assume that expansion in access to education will
allow disadvantaged minorities to “catch up” with
initially advanced ethnic groups, at least in the

short run’ (Hannum and Buchmann, 2003, p. 11).

m Ethnic disparities in formal education have
persisted in Israel, Nepal and China, for
example (respectively, Shavit and Kraus, 1990;
Stash and Hannum, 2001; and Hannum, 2002).
Similarly, education does not consistently
reduce ethnic occupational inequality.

m Racial inequality decreased with educational
expansion in Brazil for most occupations but
increased in the professions and other white-
collar sectors (Telles, 1994).

m Rising ethnic disparities in north-west China
are explained by rising ethnic differences in
education, despite improved educational
access for ethnic minorities (Telles, 1994;
Hannum and Xie, 1998).

Post-conflict situations

Literacy programmes can have an impact
on peace and reconciliation in post-conflict
contexts. For example, CLEBA, a Colombian

non-governmental organization providing literacy
programmes in Medellin, emphasizes the
‘pedagogy of the text” approach, in which learners
write texts based on their own experiences. About
900 men and women, who migrated to Medellin
from rural communities heavily affected by armed
conflict, participated in an adult literacy project
whose key themes were citizenship and peace
education (ProLiteracy Worldwide, 2004).
Mobilizing people’s capacity for resilience

by having them write down their experiences

and share them with others appeared to be a
promising approach, helping them come to
terms with multiple traumas and shift towards
constructive action (Hanemann, 2005b).

Cultural benefits

The cultural benefits of literacy are harder to
identify clearly than benefits in terms of political
participation. Adult literacy programmes may
facilitate the transmission of certain values and
promote transformation of other values, attitudes
and behaviours through critical reflection.

They also provide access to written culture,
which the newly literate may choose to explore
independently of the cultural orientation of the
literacy programmes in which they participated.
Adult literacy programmes can thus be
instrumental in preserving and promoting cultural
openness and diversity. However, ‘any effect that
literacy may have on the culture (i.e. what people
believe and how they do things) of an individual or
group will be slow, will not be easily and
immediately accessible, and will be difficult to
identify as the outcome of a single intervention
such as a literacy and adult education
programme’ (Farah, 2005).

Cultural change

Literacy programmes can help challenge

attitudes and behavioural patterns. Indeed, this

type of cultural transformation is central to the

Freirean approach, which aims to develop skills of

critical reflection (Freire, 1985). This approach is

often used in conjunction with active ‘experiential

learning’ or learning by doing (Mezirow, 1996).

Many programmes also aim to promote values

such as equity, inclusion, respect for cultural

diversity, peace and active democracy. However,
such transformation typically is limited.

m In Uganda, it was observed that the difference
in attitudes between participants and
non-participants was less than the difference
in knowledge (Carr-Hill et al., 2001).
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m In Nepal, adult literacy programmes influenced
women's attitudes towards family planning
and made them more open to speaking up for
change. Women's ability to translate their new
attitudes into new fertility practices, however,
was limited by household structures (Robinson-
Pant, 2001).

Both of these studies emphasized the possible

impact of adult literacy programmes on gender

relations. In Pakistan, women’s access to reading

and writing resulted in a norm of privacy that had

been non-existent in the culture (Box 5.2).

Preservation of cultural diversity

Adult literacy programmes can help preserve
cultural diversity. In particular, literacy
programmes that make use of minority
languages have the potential to improve
people’s ability to participate in their own
culture. This has been observed in programmes
whose outcomes included the writing down of
folk tales in Botswana (Chebanne et al., 2001),
in an Orang Asli community in Malaysia (Chupil,
2003), the Karen in Myanmar (Norwood, 2003),
the Limbu in Nepal (Subba and Subba, 2003)
and among the Maori in New Zealand (Tarawa,
2003).

The UNESCO Institute for Education has
interpreted the ‘four pillars of lifelong learning
for the twenty-first century’, outlined in the report
of the International Commission on Education for
the Twenty-first Century (Delors et al., 1996), in
terms of the human rights situation of indigenous
people. The ‘four pillars’ provide principles that
should be followed in the design of carefully
planned and culturally relevant adult literacy
programmes aimed at contributing to the
protection of the cultural rights of indigenous
peoples (Table 5.2).

Social benefits

The practice of literacy can be instrumental in
people’s achievement of a range of capabilities
such as maintaining good health and living longer,
learning throughout life, controlling reproductive
behaviour, raising healthy children and educating
them. Improving literacy levels thus has
potentially large social benefits, such as
increased life expectancy, reduced child mortality
and improved children’s health. The evidence has
often focused on the benefits of education, as
opposed to literacy per se, but evidence on the
effects of adult literacy programmes is beginning
to accumulate.

Effects of literacy on
leisure time and privacy in Pakistan

Once women in Pakistan are able to read and
write in Urdu (the national language) and in
English, the quality of their leisure time changes
and they create a new norm of privacy, according
to studies of two different rural communities.
Younger women create private time when they
can read news, romantic fiction and women's
magazines, and write diaries. Reading and writing
do not remain mere leisure activities but become
means of creating private space, freeing
imagination, and engaging in reflection and
emotional expression. Through leisure reading and
writing, women begin to question, challenge, resist
and renegotiate values and their own roles.

Sources: Zubair (2001, 2004).

Table 5.2: UNESCO's four pillars of learning with regard to indigenous peoples

Learning to be: the
right to self-definition
and self-identification

Learning to know:
the right to self-
knowledge

Learning to do:
the right to self-
development

Learning to live
together: the right to
self-determination

Source: UIE (1997a).

Health

The right of indigenous peoples to their own interpretation
of their history as well as the right to learn in their own
languages.

Indigenous peoples have their own informal learning systems,
which are compatible with their livelihood systems. This
knowledge has often been denied to them through formal
education and the imposition of foreign values on their societies.

Indigenous concepts of development are inextricably linked to
culture, education, environment and self-determination.
Sustainable development for indigenous peoples is possible only
when indigenous languages and cultures are protected.

This implies the right to be able to organize the relationships
between indigenous peoples and the wider society, not on terms
defined unilaterally by the dominant society, but on terms
defined in consultation with the indigenous peoples.

A growing body of longitudinal research evaluating
the health benefits of literacy programmes points
to the same impact as that of education, and
indeed in some cases, to a greater impact. For
example, infant mortality was less, by a statistically
significant amount, among Nicaraguan mothers
who had participated in an adult literacy campaign
than among those who had not, and the reduction
was greater for those made literate in the
campaign than for those made literate in primary
school (Sandiford et al., 1995). Bolivian women
who attended literacy and basic education
programmes displayed gains in health-related
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In Mexico,
women with no
or low literacy
had difficulty
following verbal
health
explanations

by medical
personnel

10. This finding raises
important questions about
the design of adult literacy
programmes, where it

is deemed desirable for
such programmes also

to develop abstract
reasoning.
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knowledge and behaviour, unlike women who had
not participated in such programmes; the former
group was more likely, for instance, to seek
medical help for themselves and sick children,
adopt preventive health measures such as
immunization and know more about family
planning methods (Burchfield et al., 2002b).
A survey in Nepal found similar effects but was less
able to link these to programme participation,
because women in the control group of non-
participants, like women in the programmes,
had been exposed to radio broadcasts and other
health interventions (Burchfield et al., 2002a).
In Mexico, women with no or low literacy had the
most difficulty following verbal health explanations
by medical personnel (Dexter et al., 1998).
Small-scale qualitative studies provide
evidence about how literacy affects cultural
beliefs that in turn affect health, e.g. concerning
female circumcision in Nigeria (Egbo, 2000).
Studies indicate, however, that literacy
programmes that themselves attempt to transmit
health information have not been particularly
successful, as the participants value reading
and writing over receiving health knowledge
(Robinson-Pant, 2005). Behaviour change is more
dependent on changing attitudes and values than
on gaining new knowledge. Chapter 3 explores
the relationship between education, literacy and
HIV/AIDS.

Reproductive behaviour
The negative correlation between education (in
particular that of females) and fertility is well
established. It was demonstrated by Cochrane
(1979) and Wheeler (1980), and has consistently
been reported since in studies both within and
between countries. For example, studies based on
Demographic and Health Surveys find that, on
average, a 10% expansion in the primary gross
enrolment ratio (GER] lowers the total fertility rate
by 0.1 child and a 10% increase in the secondary
GER by 0.2 child (Hannum and Buchmann, 2003,
p. 13). However, there is much debate about how
this correlation arises and the extent to which it is
causal. The mechanisms whereby education may
reduce fertility include its effects on women’s
autonomy, infant mortality and child health,
spouse choice, marriage age, female employment
outside the home and the costs of educating
children.

Some of the same mechanisms may also
apply to adult literacy programmes, depending
on participants’ age. Unfortunately, however,

little research into the impact of adult literacy
programmes on fertility has been done.

Education
Literacy has important educational benefits.
These were largely discussed in Chapter 1, where
the interconnectedness of all six EFA goals was
established, in particular the fact that parents
who themselves are educated, whether through
schooling or adult programmes, are more likely
to send their children to school and more able to
help the children in the course of their schooling.
It used to be thought that literacy contributed
to the development of abstract reasoning. This
now appears less likely. Studies in Liberia,
Morocco, the Philippines and the United States
indicate, rather, that abstract reasoning is the
result of formal schooling (respectively, Scribner
and Cole, 1981; Wagner, 1993; Bernardo, 1998;
and Heath, 1983). In general, 'the effects of
literacy are more likely to be determined by
formal schooling, socialisation, and the cultural
practices of a particular society than by literacy
per se’ (Patel, 2005).10 However, literacy does help
people understand decontextualized information
and language, verbal as well as written.

Gender equality

Most literacy programmes have targeted women
rather than both sexes, limiting the ways in which
gender equality can be addressed holistically and
directly through the programmes themselves.
The programmes have thus tended to concentrate
specifically on women's inequality rather than
gender equality. Participation in adult literacy
programmes does enable women to gain access
to and challenge male domains by, for instance,
entering male-dominated areas of work, learning
languages of power previously associated with
men (where only men had access to formal
education) and participating in household finances.
Examples of elite languages newly available to
women include English in Uganda and ‘posh
Bangla’ in Bangladesh (Fiedrich and Jellema,
2003). In some Bangladesh households, literacy
has enabled women to become involved in the
financial management of the household,
previously controlled by men (Maddox, 2005). In
India, an evaluation of a literacy programme using
the Total Literacy Campaign approach showed
that ‘women learners had a strong desire to
learn. They liked to go to the literacy classes
because this gave them an opportunity to meet
others and study collectively. Thus, literacy classes
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provided women with a social space, away from
home’ (Patel in UNESCO, 2003c, p. 142). Many
women have reported that acquiring literacy and
attending a class is in itself a threat to existing
gender relations (Horsman, 1990; Rockhill, 1987).
Literacy programme participants can gain more
voice in household discussions through their
experience of speaking in the ‘public’ space of the
class, though this may vary according to context
and the kind of decisions involved. Detailed case
studies reviewed by Robinson-Pant (2005) indicate
that, while a newly literate woman may be able to
decide whether to send her daughter to school,
for example, she may not feel able to assert herself
regarding family planning. Similarly, women may
become aware of further education possibilities
or of information about AIDS prevention through
literacy programmes but still find it difficult to
make actual changes in the household. The same
social barriers that kept these women from
attending school in the first place may, for
example, impede their access to education
beyond literacy programmes. There are, however,
many instances of social mobilization due to
literacy programmes’ tackling of gender issues
at the community level, including campaigns
against men'’s alcohol use in India (Dighe, 1995;
Khandekar, 2004) and the use of legal measures
to address abuse (D'Souza, 2003; Monga, 2000).

Economic benefits'!

The economic returns to education have been
extensively studied, especially in terms of increased
individual income and economic growth.

Economic growth

Education has been consistently shown to be a
major determinant of individual income, alongside
professional experience. While the number of
years of schooling remains the most frequently
used variable, recent studies tend also to use
assessments of cognitive skills, typically literacy
and numeracy test scores. These studies show
that literacy has a positive impact on earnings,
beyond the impact of the quantity of schooling;
studies of the impact of adult literacy programmes
are much rarer, however. The relationship
between educational expansion and economic
growth in the aggregate has proven surprisingly
difficult to establish, for several reasons. Hannum
and Buchmann (2003}, in their literature review,
propose that the apparently inconsistent findings
may result from the ‘difficulty of distinguishing
the effects of growth on education from the

effects of education on growth, and the possibility

that other factors drive both educational

expansion and economic growth.” Krueger and

Lindahl (2000 suggest that the issue has more

to do with measurement errors in education data

and with the time horizon: they show an increase

in schooling having no short-term impact on
growth, but a statistically significant effect over
the longer term (ten to twenty years). Several

studies nevertheless find that economies with a

larger stock of human capital or rate of human

capital accumulation do experience faster growth.12

An influential paper by Pritchett (2001), however,

concludes that educational expansion has failed

to contribute to economic growth owing to the
lack of an adequate institutional environment.
Several studies have taken on the difficult task
of trying to disentangle the impact of literacy on
growth from that of education. Most recently,

Coulombe et al. (2004), using data from the

International Adult Literacy Survey (IALS])'3 to

investigate the relationship between literacy skills

and economic growth, concluded that differences
in average skill levels among OECD countries
explained fully 55% of the differences in economic
growth over 1960-94. This implies that
investments in raising the average level of skills
could yield large economic returns. Furthermore,
the study found that direct measures of human
capital based on literacy scores performed better
than years-of-schooling indicators in explaining
growth in output per capita and per worker.

Other studies that have examined specifically
the relationship between literacy and economic
growth include:

m Barro (1991), which, using cross-country data
for 1960-85, found that adult literacy rates, as
well as school enrolment rates, exert a positive
impact on growth;

m Bashir and Darrat (1994), which found the same
relationship for the same period for thirty-two
Islamic developing countries;

m Hanushek and Kimko (2000), which identifies
a relationship between student achievement in
mathematics and science and economic growth
that is consistently strong across thirty-one
countries. However, the apparent relationship
is reduced: a) when South Korea, Singapore,
Hong Kong and Taiwan, with high growth and
high scores during the period, are removed
from the analysis; and b) in the most recent
period when many Asian countries went into
a slow-growth phase. This suggests that the
overall effect between mathematics and

Literacy
programme
participants
can gain more
voice in household
discussions
through their
experience of
speaking in the
‘public’ space
of the class

11. This section is based
on Cameron and Cameron
(2005).

12. See, for instance,

Barro (1991), Petrakis

and Stamatakis (2002),

Poot (2000), Sylwester (2000)
and Loening (2002).

13. See Chapter 7 for a
presentation of IALS and
other literacy surveys.
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literacy score

population is a
better indicator
of growth than
the percentage
of the population
with very high
literacy scores

14. See, for example,
Rostow (1960).
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science achievement and economic growth may
not be a causal one (Ramirez et al. 2003).

m Naudé (2004), which, using panel data for
1970-90 for forty-four African countries, found
that literacy was among the variables with a
positive effect on GDP per capita growth.

Two studies suggest that the impact of literacy on

economic growth depends on the initial literacy

level. Azariadis and Drazen (1990) found a

threshold effect: countries that experienced rapid

economic growth based on technology transfers

had first achieved a literacy rate of at least 40%,

a finding reminiscent of the 1960s economic

history studies of modernization.' Sachs and

Warner (1997) found a statistically significant

S-shaped relationship with maximum effect when

literacy rates were neither very high nor very low.

This suggests that small changes at high and low

levels might not affect economic growth, but

small changes at the intermediate levels
characteristic of many developing countries do
have an important effect.

Thus, while there is evidence relating literacy
and education to economic growth, the
mechanisms are not well explained. Today the
contribution of education to economic efficiency
lies to some extent in the very nature of the
growth process, in which new technology and
skilled labour complement each other. Box 5.3
illustrates the importance of literacy for
technology transfer and use in the case of
Viet Nam. Economies are increasingly based on
knowledge and less on physical capital or natural
resources, and knowledge is characterized by
strong network effects. The more people with

The average

in a given

Investment and literacy in Viet Nam

Low wages combined with high literacy have helped make parts of

Viet Nam more attractive than others as investment destinations. An
analysis of the country's regional variations in investment and in literacy
rates over 1988-93 shows that the two are related. Although Viet Nam
has provided basic education to a large proportion of its overall
population, training and educational attainment vary among provinces
or regions (for example, the South ranks lower than the North). Different
parts of the country differ, therefore, in the capacity of their labour
forces to participate in the modernized sectors in which foreign direct
investment is involved. It appears that for foreign investors in
manufacturing the top priority was good infrastructure, but that they
remained very sensitive to human capital considerations: projected
investment was greatest in the provinces with the highest literacy rates.

Source: Anh and Meyer (1999).

access to knowledge, the greater its likely
economic benefits. Thus, the average literacy
score in a given population is a better indicator of
growth than the percentage of the population with
very high literacy scores (Coulombe et al., 2004).
In other words, a country that focuses on
promoting strong literacy skills widely throughout
its population will be more successful in fostering
growth and well-being than one in which the gap
between high-skill and low-skill groups is large.

Besides its relationship with economic growth,
literacy is related to economic inequality, as
Figure 5.1 illustrates for twelve countries that
participated in IALS: greater disparities in literacy
rates between the richest and the poorest deciles
are associated with higher degrees of income
inequality. This phenomenon may reflect an
impact of literacy on inequality, or simply indicate
that countries that are less tolerant of economic
inequality also tend to have stronger literacy
policies benefiting the deprived.

Returns to investment

Whether the returns to investing in adult basic
education are higher or lower than those to
investing in formal schooling is an important
question that remains difficult to answer from

Figure 5.1: Inequality in income and inequality in literacy
in OECD countries, 1994-98
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Note: The Gini coefficient is an indicator of income inequality. Inequality in literacy
is measured by the ratio of the literacy rate for the ninth decile of the income
distribution to the rate for the first decile.

Sources: International Adult Literacy Survey, 1994-98; OECD (1999).
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the existing research. In some countries, adults
spending a year in a basic education course
outperform primary school children from
Grades 3 and 4 in standardized tests (Oxenham
and Aoki, 2002). Thus, depending on relative
costs, adult basic education may well be cost-
effective. Indeed, it has been suggested that the
level of cognitive achievement of literacy
programme trainees is the equivalent of that
resulting from four years of schooling
(Oxenham, 2003).

A review of four literacy projects in three
countries (Bangladesh, Ghana and Senegall
conducted between 1997 and 2002 estimated that
the cost per successful learner lay within a range
of 13% to 33% of the cost of four years of primary
education (Table 5.3). In practice, it takes more
than four years to complete four years of primary
school in most of these countries, so the actual
schooling cost is likely higher. Interestingly, the
findings are consistent with, albeit less dramatic
than, those comparing the relative costs thirty
years earlier during the Experimental World
Literacy Programme (UNESCO/UNDP, 1976):
in seven out of eight countries, literacy was
cheaper per successful adult learner by
significant margins, ranging from 85% to 2%;
only in one country was primary school cheaper.

The relative returns to investment in primary
education compared to other levels of education
have been hotly contested in recent years;
moreover, the returns to education may have
been overestimated. Nonetheless, a recent review
of the literature concludes that the effect of
education on individual earnings is unambiguously
positive and large, relative to returns on other
investments (Harmon et al., 2003). One of the rare
attempts to estimate the specific returns to adult
literacy programmes covers three countries with
World Bank-financed projects (Oxenham, 2003).
The Ghana National Functional Literacy Program
of 1999 had a private rate of return of 43% for
women and 24% for men, with social rates of 18%
and 14%, respectively; benefits were estimated
on the basis of differentials in earnings profiles.
A programme in Indonesia produced returns
of around 25%, compared to 22% for primary
education, though in this case the returns were
estimated by measuring the rate of growth of
individual income compared to the rate of growth
of the cost of training. A Bangladesh programme
had an average private rate of return as high as
37%. However uncertain these estimates, they
suggest, first, that the investments are productive

Table 5.3: Costs of adult literacy compared to primary school

Cost per
successful learner

Cost per successful learner
as ratio of estimated cost of

Country (constant 1996 US$) ' four years of primary education
Bangladesh 20.40 333
Ghana — programme 1 27.59 13.3
Ghana — programme 2 37.07 17.8
Senegal 97.78 15.0

Source: Oxenham (2003).

and, second, that what poor people learn from
literacy programmes does help them raise their
incomes and move out of poverty. Further insight
comes from a study of the effects of adult literacy
programme participation on household
consumption in Ghana. Programme participation
made no difference to households in which at
least one member had already had some formal
education. However, among households in which
no member had any formal education, the
difference was dramatic: households with a
member in a literacy programme consumed 57%
more than those without, controlling for all other
relevant variables (Blunch and Pértner, 2004).
In Ghana generally, only the most educated
household member’s level of education appears
to matter for income generation (Joliffe, 2002).
The sparse evidence that exists indicates,
therefore, that the returns to investment in adult
literacy programmes are generally comparable
to, and compare favourably with, those from
investments in primary education. In practice, the
opportunity cost for a child to attend school is
typically lower than for an adult to attend a literacy
programme. Yet, the opportunity to realize the
benefits is more immediate for an adult who is
already in some way involved in the world of work.

Conclusion

As this chapter has shown, literacy is a right

and confers distinct benefits, whether acquired
through schooling or through participation in
adult literacy programmes. Adult programmes
appear to yield some benefits, particularly in
terms of self-esteem and empowerment, that go
beyond those that result just from schooling; the
very scant evidence also indicates that adult
programmes are as cost-effective as primary
schooling, raising important questions as to why
investment in adult programmes has been
relatively neglected until recently.’ ]

Adult programmes
yield benefits that
go beyond those
that result from
schooling

15. See Chapter 1 for a

discussion of the relative
neglect of the EFA literacy
goal and certain other EFA
goals.
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Under standlngs

of literacy

- At first glance, ‘literacy’ would seem

& Byt at the same time, literacy as a concept
has proved to be both complex and dynamic,
continuing to be interpreted and defined in a
multiplicity of ways. People's notions of what it
means to be literate or illiterate are influenced by
academic research, institutional agendas, national context,
cultural values and personal experiences. In the academic
community, theories of literacy have evolved from those
focused solely on changes in individuals to more complex views
encompassing the broader social contexts (the ‘literate
environment’ and the ‘literate society’) that encourage and enable
literacy activities and practices to occur. As a result of these and other
developments, understandings in the international policy community have
expanded too: from viewing literacy as a simple process of acquiring basic
cognitive skills, to using these skills in ways that contribute to socio-economic
development, to developing the capacity for social awareness and critical
reflection as a basis for personal and social change. This chapter traces the evolution
W of these different understandings of being (and becoming) ‘literate’ and shows how
‘variants of these ideas have been integrated into policy discourse. Several important
L-conc_:gptual distinctions emerge, which form the basis for subsequent analyses in the Report.
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The original
meaning of the
English word
‘literacy’ is
different from its
translations in
several other
languages

1. This section relies
heavily on academic
research from the
anglophone tradition,
which has had by far the
most significant influence
on international policy.
Other notable theoretical
traditions come from the
hispanophone, lusophone
and sinophone countries.

2. Excluded is a
postmodernist theory of
literacy that views it as an
instrument of power and
oppression legitimating
dominant discourses and
endangering languages,
cultures and local
knowledge. This view,
according to which
literacy is a ‘meaning-
making’ tool, pays
attention to the ultimate
vision and direction of the
‘literacy project’, which, it
claims, aims to
standardize the Western
notion of education
(Shikshantar, 2003).
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Defining and conceptualizing
literacy

For most of its history in English, the word
‘literate” meant to be ‘familiar with literature’ or,
more generally, ‘well educated, learned’. Only
since the late nineteenth century has it also come
to refer to the abilities to read and write text,
while maintaining its broader meaning of being
‘knowledgeable or educated in a particular field
or fields'. Thus, the original meaning of the
English word ‘literacy’ is different from its
translations in several other languages (see

Box 6.1, for French terms).

Since the mid-twentieth century, scholars
have devoted considerable attention to defining
literacy, and their work has had direct
implications for approaches to practice and policy

French terms for ‘literacy’

In French, alphabétisme and analphabétisme are the
terms generally used to designate ‘literacy’ and
‘illiteracy’, while alphabétisation refers to ‘literacy
learning’ and is used in France to denote the process
of literacy acquisition. Until the early 1980s, France
had perceived illiteracy as an issue concerning the
immigrant population from North and sub-Saharan
Africa. Yet, while the French used the terms
analphabétisme (illiteracy) and alphabétisation
(literacy learning) to refer to what they perceived
as a literacy problem of immigrants, the issue was,
in reality, one of poor reading and writing skills in
French as a second language (which concerned

second-generation immigrants and, to a lesser extent,
immigrants as well as French nationals with a regional

language, such as Basques, Catalans and Bretons).

In 1981, the Oheix Report on Poverty underscored the

limited reading and writing skills of many French
nationals. At the same time, the French charity ATD
Quart Monde coined the term illetrisme, so that the
poor French with limited reading and writing skills
would not feel they were being compared to the
immigrant workers labelled as analphabétes. Thus,

the term illettrisme evolved to refer to those who had
been through part or all of the French primary school
system without gaining adequate skills. Subsequently,

an interministerial body (the Groupe interministériel
permanent de lutte contre l'illettrisme) was
established to address this issue.

More recently, international (particularly anglophone)

discourses contributed to new understandings of

(Fransman, 2005)." Academics from such
wide-ranging disciplines as psychology,
economics, linguistics, sociology, anthropology,
philosophy and history have engaged in an
ongoing and, at times, highly contested debate
over the meaning and definition of the term
‘literacy” and how it is related to the broader
notions of education and knowledge. Taking into
account these evolving debates, including the
major traditions, critiques and approaches to
literacy, this section presents four discrete
understandings of literacy:

m literacy as an autonomous set of skills;

m literacy as applied, practised and situated;

m literacy as a learning process;

m literacy as text.

These broad areas of enquiry accommodate
almost all theoretical understandings of literacy.?

literacy and, in Canada, the International Adult
Literacy Survey provided a new meaning for the
term alphabétisme. Here, ‘literacy’ refers to broader
learning and the mastery of information ‘to work
within the knowledge (information) societies that
will dominate the twenty-first century’ (OECD, 1997).
In this view, literacy has a clear functional role within
the context of a globalizing world.

The latest revision of the francophone concept of
literacy has emerged (originally in Quebec) through
the terms littératie and, less commonly, littératies.
While the former derives from anglophone
understandings of literacy championed by OECD
(referring to competencies deemed important

for ‘information societies’), the latter (employed,
for example, by the Centre de Recherche et de
Développement en Education of the University

of Moncton, New Brunswick) is akin to the
anglophone concept of multi-literacies advanced by
the New Literacy Studies movement. (See the section
Literacy as applied, practised and situated.)

In August 2005, France adopted the term littérisme
as referring to ‘the ability to read and understand

a simple text, and to use and transmit written
information of everyday life'. Littérisme, meant to
be the opposite of illettrisme, would thus be a close
equivalent to the English concept of literacy,
encompassing also numeracy.

Sources: Fernandez (2005), Limage (1986, 2005), Ministere de
la culture et de la communication (2005), OECD/HRDC/Statistics
Canada (1997).
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Literacy as skills

Reading, writing and oral skills
The most common understanding of literacy is
that it is a set of tangible skills - particularly the
cognitive skills of reading and writing - that are
independent of the context in which they are
acquired and the background of the person who
acquires them. Scholars continue to disagree on
the best way to acquire literacy, with some
advocating the ‘phonetic’ approach and others
‘reading for meaning’, resulting in what has
sometimes been called the ‘reading wars’
(Adams, 1993; Goodman, 1996; and see
discussion in Street, 2004). The emphasis on
meaning has recently given way to a ‘scientific’
attention to phonetics, word recognition, spelling
and vocabulary. This approach has lately turned
to research in the cognitive sciences on important
features of human memory (e.g. how the brain
processes reading patterns) and to techniques
such as phonological awareness training and
giving increasingly faster reading tasks (Abadzi,
2003b, 2004).

A tendency to favour the ‘scientific’ principles
of phonetics has given rise to claims that writing

is the transcription of speech and hence ‘superior’

to it. Similarly, some claim the alphabetic system
is technologically superior to other script forms,
since it is phonetic, rather than reliant on pictures
to denote meaning (Olson, 1994). Street (2004)
notes that many such views are founded on
deeper assumptions about the cognitive
consequences of learning to read and write. The
cognitive argument has been linked to broader
societal development, so that literacy becomes a
condition (or instrument] for economic growth,
‘progress’ and the transition from ‘oral’ to
‘literate” cultures (Goody, 1977; Ong, 1982; Olson,
1977, 1994).

The transition from oral to literate modes has
a fundamental impact on human consciousness.
Not only does it allow for the representation of
words by signs, but it gives a linear shape to
thought, providing a critical framework within
which to think analytically. While rational
consciousness is often taken to be a given good,
it derives from a classical epistemology, which
may be less appropriate for societies founded
on different patterns of thought and interaction.
Consequently, an understanding of literacy that
maintains some focus on oral skills is desirable
(Box 6.2).

In the 1970s, some social psychologists
argued that many of the assumptions about

Oral expression

Earlier notions of a ‘great divide' between oral and literate societies
have given way to the concept of a ‘continuum’ of communication
modes in different societies and an ongoing dynamic interaction
between various media (Finnegan, 1988). Within a single society,

a variety of modes of ‘orality’ and ‘literacy’ exist. Even the practices
of individuals in their use of these modes may vary from situation
to situation.

Taking into account oral competencies as well as reading and writing
skills has important consequences for securing benefits from literacy
programmes. For example, since efforts to empower women and girls
involve developing their oral expression skills (i.e. confidence in
speaking), these should build upon the oral knowledge that they
already possess (Robinson, 2003). In terms of numeracy, most adult
learners already know oral counting and some mathematical
structures, and have an art of mental arithmetic more or less
adequate for their daily life; in fact, many ‘illiterate’ adults (especially
those involved in trade) are better at mental arithmetic than are more
‘educated’ people (Archer and Cottingham, 1996a). These skills should

be taken into account and built upon.

Maintaining and developing oral skills can be a means of language
preservation, since many languages do not have (or are less
compatible with) equivalent textual scripts and thus run the risk
of extinction as younger generations adapt to written languages

employed in schools.

literacy in general were linked to school-based
writing, resulting in serious limitations in
accounts of literacy - particularly in the claim
that it improves faculties of reasoning (Scribner
and Cole, 1978; Olson, 1977).

Numeracy skills
Numeracy - and the competencies it comprises -
is usually understood either as a supplement to
the set of skills encompassed by ‘literacy’ or as
a component of literacy itself. A recent research
review notes that the English term ‘numeracy’
was first coined in 1959 (in the Crowther report
submitted to the United Kingdom's Ministry of
Education), as the ‘mirror image of literacy’, to
refer to a relatively sophisticated level of what we
now call ‘scientific literacy’ [Coben et al., 2003).
Numeracy is most often assumed to depend
upon a solid mathematical education and
innumeracy to be the result of poor schooling.
This ‘limited proficiency’ conception of numeracy,
which emphasizes equipping the workforce with
minimum skills, continues to dominate and has
been adopted by many national and international
assessment agencies (Coben et al., 2003).

The most common
understanding

of literacy is that
it is a set of
tangible skills —
particularly the
cognitive skills

of reading

and writing
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Scholars have
suggested
that a useful
concept would
be that of
multiple
literacies
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Challengers to this view note that the
competence-based agenda for adult
mathematics/numeracy education is dangerously
limited (FitzSimons, 2002, cited in Coben et al.,
2003). They distinguish between concepts of
numeracy with narrowly defined learning
outcomes, which they characterize as
approaching numeracy from a human resources
perspective, and approaches that would allow for
the development of critical citizenship (Johnston
et al., 2002, cited in Coben et al., 2003).

More recently, 'numeracy’ has been used
to refer to the ability to process, interpret and
communicate numerical, quantitative, spatial,
statistical and even mathematical information in
ways that are appropriate for a variety of contexts
(Box 6.3). The term increasingly refers to a
competence allowing more effective participation
in relevant social activities (Evans, 2000).

Skills enabling access to knowledge

and information

The word ‘literacy’ has begun to be used in a
much broader, metaphorical sense, to refer to
other skills and competencies, for example
‘information literacy’, 'visual literacy’, ‘media
literacy” and ‘scientific literacy’. International
organizations - notably the OECD through
publications such as Literacy in the Information
Age (2000) and Literacy Skills for the Knowledge
Society (1997) - have given impetus to the use of
such terms, eventually giving rise to a new French
term, littératie (Fernandez, 2005). The meaning of
these concepts tends to be diverse and shifting,
ranging from the view of literacy as a set of

Numeracy situations

A recent approach to the issue of numeracy
describes three different types of ‘numeracy
situations' (Gal, 2000):

o Generative situations require people to count,
quantify, compute and otherwise manipulate
numbers, quantities, items or visual elements -
all of which involve language skills to varying
degrees.

® Interpretive situations require people to make
sense of verbal or text-based messages that,
while based on quantitative data, require no
manipulation of numbers.

largely technical skills (the OECD perspective)

to the idea that these skills should be applied

in critical ways to examine one’s surroundings
(e.g. the workplace and the media) and push

for social change (Hull, 2003). For instance,
‘information literacy’ broadly refers to the ability
to access and use a variety of information sources
to solve an information need. Yet, it can also be
defined as the development of a complex set

of critical skills that allow people to express,
explore, question, communicate and understand
the flow of ideas among individuals and groups in
quickly changing technological environments.

Some scholars have suggested that a more
useful concept would be that of multiple literacies
- that is, ways of ‘reading the world" in specific
contexts: technological, health, information,
media, visual, scientific, and so on [see Street,
2003; Lankshear and Knobel, 2003; Cope and
Kalantzis, 2000). This concept has recently
been adopted in the francophone world [most
prominently, in Quebec) through the term
littératies and has been used to understand
the multiple forms of literacy among minority
communities with shifting cultural identities
(see the work cited in Fernandez, 2005).

Yet the notion of multiple literacies is not
without controversy. By attracting a long list of
modifiers, ‘literacy’ has become a debased term,
its core reference to reading skills undermined
(Jones, 1997; Hull, 2003). Some respond to this
critique by emphasizing that reading, in the
broadest sense of the word, remains integral
to the notion of literacy. Thus, reading may mean
not only the decoding and understanding of

® Decision situations ‘demand that people find and
consider multiple pieces of information in order
to determine a course of action, typically in the
presence of conflicting goals, constraints or
uncertainty'.

Teaching adults numeracy means enabling them

‘to manage effectively multiple types of numeracy
situations'. As such, numeracy should be seen as a
semi-autonomous area at the intersection between
literacy and mathematics and address not only purely
cognitive issues, but also students’ dispositions and
cognitive styles.

Sources: Gal (2000), Coben et al. (2003).
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words, but also the interpreting of signs, symbols,
pictures and sounds, which vary by social context
(Cope and Kalantzis, 2000). In short, different
everyday contexts present different literacy
demands, perceptions of literacy, and types of
power relations and hierarchies of knowledge
(Barton et al., 1999; Street, 2003).

Literacy as applied, practised
and situated

Acknowledging the limitations of a skills-based
approach to literacy, some scholars have tried
to focus on the application of these skills in
‘relevant” ways. One of the first coordinated
efforts to do so was through the development
of the notion of functional literacy’. In the 1960s
and 1970s, this concept initially emphasized
the impact of literacy on socio-economic
development.3 Views of functional literacy often
assumed literacy could be taught as a universal
set of skills (applicable everywhere) and that
there was only one literacy, which everyone
should learn in the same way. Literacy was seen
as neutral and independent of social context.
This understanding evolved as scholars
argued that the ways in which literacy is practised
vary by social and cultural context (Barton, 1994).
Ethnographic research into literacy practices in
particular settings was particularly instrumental
in the development of this approach, typically

known as ‘New Literacy Studies’ (NLS) (Gee, 1999;

Barton and Hamilton, 1999; Collins, 1995; Heath,
1993; Street, 1998). Rather than see literacy as a
technical skill independent of context, the NLS
approach argues it is a social practice, embedded
in social settings and, further, that even a
presumably ‘objective’ skill such as numeracy
can be socially situated (Box 6.4).

Among key concepts in this view of literacy
are literacy events [‘any occasion in which a
piece of writing is integral to the nature of the
participants’ interactions and their interpretative
processes’) and literacy practices ('the social
practices and conceptions of reading and writing’)
(Street, 1984). The literacy as applied, practised
and situated approach questions the validity of
designations of individuals as 'literate’ or
‘illiterate’, as many who are labelled illiterate
are found to make significant use of literacy
practices for specific purposes in their everyday
lives (Doronilla, 1996).

Yet, this approach has been criticized by some
scholars, who claim it overemphasizes local
exigencies and insufficiently recognizes how

Ethnomathematics

The term ‘ethnomathematics' encompasses both ‘the
mathematics which is practised among identifiable cultural
groups' (Coben et al., 2003) and educational approaches
geared to engagement with these forms of mathematics.

It is a field of anthropological, political and educational
research and a practice championed since the mid-1970s

by Brazilian educationalist Ubiratan D'Ambrosio and since
developed by Paulus Gerdes, Gelsa Knijnik and others.
Although mathematics is sometimes claimed to be a universal
language, much of mathematics education depends on
Western assumptions and values. The development of
ethnomathematics as an active area of research and practice
has encouraged a growing recognition that mathematics may,
like literacy, be embedded in a range of practices. Studies on
folk mathematics, for example, have examined the methods
by which members of various indigenous groups acquire
numeracy skills. For instance, despite being officialy illiterate,
adults in rural Tamil Nadu acquire sophisticated numeracy
skills, including the ability to calculate time and seasonal
changes on the basis of the length of the sun's shadow;

likewise, village women must know how to count in order to

make sophisticated geometrical patterns in the rice-paste

designs known as kolums.

Sources: Coben et al. (2003), Dighe (2004).

external forces (e.g. colonial administrations,
missionaries, international communication and
economic globalization) have impinged upon the
‘local” experiences of specific communities
(Brandt and Clinton, 2002; Collins and Blot, 2003).
Maddox (2001) and Stromquist (2004) question the
reluctance of advocates of this approach to
examine the potential of literacy to help people
move out of "local” positions into fuller economic,
social and political participation.

Literacy as a learning process

As individuals learn, they become literate. This
idea is at the core of a third approach, which
views literacy as an active and broad-based
learning process, rather than as a product

of a more limited and focused educational
intervention. Building on the scholarship of
Dewey and Piaget, constructivist educators focus
on ways in which individual learners, especially
children, make sense of their learning
experiences. In the field of adult education, some
scholars see personal experience as a central
resource for learning. Experience is one of
Knowles's (1980) five principles of ‘andragogy’,
or adult learning theory, in which he argues for

Literacy can

be viewed

as an active

and broad-based
learning process

3. Subsequently, the term
has evolved considerably
to acknowledge other
dimensions (e.g. personal,
cultural and political).
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Central to Paulo
Freire's pedagogy
is the notion of
‘critical literacy’

4. Certain recent linguistic
analyses have adopted
the view that language

is constructed historically,
is constructed again
when the learner learns it,
and is reconstructed
whenever someone uses
it (Barton, 1994). Since the
reader is also constructed
(as there are limited
subject positions for a
reader), texts have the
power to legitimate and
reproduce social
inequalities, such as
gender relations.

5. See [Box 9.3], on the
hidden curriculum.

6. Critical approaches

to literacy such as

these maintain that the
movement to universalize
literacy may have negative
implications: for example,
it can unwittingly label
and rank people, it may
reduce cultural diversity,
and it may confine
motivation for learning

to exams, certificates
and getting a job
(Shikshantar, 2003).
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a learner-centred educational process, with
critical reflection as central. Kolb (1984)
developed an experiential learning cycle, with
‘concrete experience’ as the starting point for
learning, based on critical reflection.

More recently, social psychologists and
anthropologists have used terms such as
‘collaborative learning’, ‘distributed learning” and
‘communities of practice’ to shift the focus away
from the individual mind and towards more social
practices building on newer understandings of
literacy (Rogoff and Lave, 1984; Lave, 1988;
Rogoff, 2003; Lave and Wenger, 1991). For
example, Rogers (2003) distinguishes between
‘task-conscious’ learning, typically evaluated by
test-based task completion, and ‘learning-
conscious learning’, which is assessed from the
perspective of the learner. The more traditional
learning methods of children (‘task-conscious’
test learning) are often used for adults, as is
evident in many adult literacy programmes.

Paulo Freire is perhaps the most famous adult
literacy educator whose work integrated notions
of active learning within socio-cultural settings
(Box 6.5). Freire emphasized the importance of
bringing the learner’s socio-cultural realities into
the learning process itself and then using the

Paulo Freire:
reading the world

Every reading of the word is preceded by a reading
of the world. Starting from the reading of the
world that the reader brings to literacy programs
(a social- and class-determined reading), the
reading of the word sends the reader back to
the previous reading of the world, which is, in fact,
a rereading.

Paulo Freire, Pedagogy of the City

(1993, translated by D. Macedo)

According to Paulo Freire, dialogue provides

the link between oral and literate forms of
interpreting, understanding and transforming

the world. It is not a matter of speaking first,
then developing reading skills and then learning
to write. Rather, speaking, reading and writing are
interconnected parts of an active learning process
and of social transformation. The words that
people use in order to give meaning to their lives
are fashioned, created and conditioned by the
world which they inhabit.

Sources: Freire (1995), Gadotti (1994).

learning process to challenge these social
processes. Central to his pedagogy is the notion
of “critical literacy’, a goal to be attained in part
through engaging with books and other written
texts, but, more profoundly, through ‘reading’
i.e. interpreting, reflecting on, interrogating,
theorizing, investigating, exploring, probing and
questioning) and ‘writing” (acting on and
dialogically transforming) the social world.

Freire's ideas have been used as pedagogical
tools to support learners who have been
oppressed, excluded or disadvantaged, due to
gender, ethnicity or socio-economic status. In
francophone Africa, scholars such as Joseph
Ki-Zerbo from Burkina Faso have documented
mobilization for an "Africanized’ literacy that
would directly respond to the pressing
communication needs of the continent. This
movement has motivated the introduction of
Freirean methodologies by several NGOs
(Fernandez, 2005).

Literacy as text

A fourth way of understanding literacy is to look
at it in terms of the "subject matter” (Bhola, 1994)
and the nature of the texts that are produced
and consumed by literate individuals. Texts
vary by subject and genre (e.g. textbooks,
technical/professional publications and fiction),
by complexity of the language used and by
ideological content (explicit or hidden).4

This approach pays particular attention to
the analysis of discrete passages of text, referred
to by socio-linguists as ‘discourse’. Influenced
by broader social theories (e.g. those of Michel
Foucault), it locates literacy within wider
communicative and socio-political practices
that construct, legitimate and reproduce existing
power structures (see Gee, 1990; Fairclough,
1991). Language represents one of several
modes through which communication is
conducted (Kress and van Leeuwen, 2001). The
broader policy question raised by this work is
whether the types of literacy taught in schools
and adult programmes are relevant to the present
and future lives of learners (Gee et al., 1996).6
In summary, these four approaches broadly
reflect the evolution of the meaning of ‘literacy’
in different disciplinary traditions. While
international policy has not evolved in direct
response to these views, there has been a mutual
influence between evolving theories and policy-
oriented approaches to literacy, as the following
section shows.
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Understandings of literacy
in the international community

Since the 1950s, international organizations have
promoted policy discussions and decisions that
have incorporated, in various ways, the conceptual
understandings of literacy explored above.
UNESCO in particular has played a leading role in
developing international policies on literacy and
has influenced the changing policy discourse
among stakeholders in the international
community. A key issue for the international
community during this period has been the
question of what emphasis and funding priority
literacy-enhancing programmes and campaigns
should be given in international policy agendas.
Even when literacy became the focal point of
international conferences, there was often a gap
between the rhetoric of literacy-related policy
statements and the realities of the investment in,
and the implementation and evaluation of, literacy
programmes. The discussion below pays
particular attention to understandings of literacy
as articulated in official policy discussions in
international organizations. The practical
application of these understandings is explored

in Chapter 9.

The ‘eradication of illiteracy’
(1950s-1960s)

Following the Second World War, UNESCO
supported the international drive to spread
literacy as part of its concerted effort to promote
basic education.” In 1947, UNESCO recognized a
wide range of skills, including the acquisition of
literacy, as fundamental aspects of individual
development and human rights (UNESCO, 1947).
UNESCO supported the idea of a ‘fundamental
education’, centred mainly upon the skills of
reading and writing, and which was reflected in
UNESCQ's (1958]) statement that “a literate person
is one who can, with understanding, both read
and write a short simple statement on his or her
everyday life.” The onset of the Cold War and the
resulting political tensions weakened interest
in a worldwide campaign for universal literacy.®
Nevertheless, the international community agreed
on the need to ‘eradicate illiteracy’ and promote
ways to help individuals acquire a basic set of
autonomous literacy skills (Jones, 1990b;
Chabbott, 2003; UNESCO, 2004b).

An important development in the international
effort to promote universal literacy emerged
during the Second International Conference on

Adult Education in Montreal, Canada, in 1960.
Participants in this conference advocated the
organization of a major international campaign to
‘eradicate illiteracy in just a few years’ that would
bolster isolated national efforts in developing
countries, with the financial support of
industrialized countries. In addition, the
Convention and the Recommendation against
Discrimination in Education, adopted by
UNESCO's General Conference in 1960, sought ‘to
encourage and intensify by appropriate methods
the education of persons who have not received
any primary education’ (Yousif, 2003). Despite
these decisions and recommendations, actions
on the ground were limited, with the exception of
isolated national campaigns (e.g. in Cuba in 1961).

Functional literacy and
the Experimental World Literacy
Programme (1960s-1970s)

Most international organizations abandoned their
support for mass literacy campaigns in the 1960s
and 1970s and embraced human capital models
of education. Increasingly, literacy came to be
viewed as a necessary condition for economic
growth and national development. For example,
the World Congress of Ministers of Education on
the Eradication of Illiteracy (held in Tehran, 1965)
stressed for the first time the interrelationship
between literacy and development, and
highlighted the concept of functional literacy:
‘Rather than an end in itself, literacy should be
regarded as a way of preparing man for a social,
civic and economic role that goes beyond the
limits of rudimentary literacy training consisting
merely in the teaching of reading and writing’
(cited in Yousif, 2003).7

The notion of functional literacy became
a linchpin of UNESCO's Experimental World
Literacy Programme (EWLP), initiated at the
General Conference in 1966, implemented in
eleven countries and discontinued in 1973.70
The EWLP, funded by the United Nations
Development Programme (UNDP) and other
agencies, aimed to provide literacy acquisition
via experimentation and work-oriented learning.
In parallel, the UNDP took a leading role in
financing technical assistance that incorporated
ideas of functional literacy (Jones, 1990b).

Although initially focused on enhanced
efficiency and productivity, the concept of
functional literacy was later expanded in light
of EWLP experiences to include a broader array
of human concerns and aspirations:

Efforts to
promote universal
literacy started

in the 1950s

7. The post-war period

was also characterized by
national movements for
liberation from colonial rule.
One of the first countries
engaged in the struggle for
independence was India,
where literacy and basic
education formed the core
of a vast programme for
community development
under Gandhi (Yousif, 2003).

8. Smyth (2005) argues that
the representatives of
Western countries in
UNESCO's governing bodies
and influential members of
the World Bank associated
mass literacy campaigns
with the culture and policies
of Eastern Bloc countries.
As such the decision to
limit the funding of a major
international campaign

to ‘eradicate illiteracy’
stemmed, in part, from

the perception that the
political content of mass
literacy campaigns would
help spread Communism.

9. Throughout this chapter
the lack of gender neutrality
reflects usage in historical
international agreements
and declarations.

10. Four projects were
implemented in 1967 (in
Algeria, Ecuador, the Islamic
Republic of Iran and Mali),
five in 1968 (Ethiopia, Guinea,
Madagascar, the United
Republic of Tanzania and
Venezuela) and two in 1971
(India and the Syrian Arab
Republic). The EWLP paid
particular attention to
organization, methodology,
financing, international
cooperation and monitoring
and evaluation (Yousif, 2003);
unfortunately, overall, it was
commonly regarded as a
failure.
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International
agencies’
interest in
literacy
programmes
declined during
the 1980s and
the early 1990s
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It is with reference to the whole range of
people’s functions, whether as citizens, as
producers, as private householders in their
families, villages or home neighbourhoods,
or as individuals seeking answers to the
questions they ask themselves about the
physical, social, moral and intellectual world in
which they live, that the role of literacy training
is to be perceived and manifests itself. It is from
this standpoint that functional literacy is seen
to be identical with lifelong education, insofar
as the latter concept also encompasses
everything which enters into life [UNESCO/
UNDP, 1976, cited in Yousif, 2003).
In 1978, UNESCO’s General Conference adopted a
definition of functional literacy - still in use today
- which states: ‘A person is functionally literate
who can engage in all those activities in which
literacy is required for effective functioning of his
group and community and also for enabling him
to continue to use reading, writing and calculation
for his own and the community’s development.’

Paulo Freire and literacy
as transformative (1970s)

During the 1970s, Paulo Freire’s theory of
‘conscientization” - which stated, among other
things, that social awareness and critical enquiry
are key factors in social change - gained
popularity in developing countries. It also heavily
influenced evolving conceptions of literacy in
UNESCO and other international organizations.
In 1975, during an International Symposium for
Literacy held in Persepolis (Iran), Freire was
awarded the Mohamed Reza Pahlavi Prize for
literacy by UNESCO. The Persepolis Declaration
reflected this influence and posited that literacy
must go beyond the process of learning the skills
of reading, writing and arithmetic, and contribute
to the ‘liberation of man” and to his full
development:
Thus conceived, literacy creates the conditions
for the acquisition of a critical consciousness of
the contradictions of society in which man lives
and of its aims; it also stimulates initiative and
his participation in the creation of projects
capable of acting upon the world, of transforming
it, and of defining the aims of an authentic
human development. It should open the way to
a mastery of techniques and human relations.
Literacy is not an end in itself. It is a fundamental
human right (Bataille, 1976).
International recognition of Freire’s approach
to literacy was considerable during this period.

Reduced investment and the impact
of Jomtien (1980s-1990s)

International agencies’ interest in, and funding of,
literacy programmes declined during the 1980s
and the early 1990s. The World Bank in particular
began to focus heavily on primary schooling to the
relative neglect of adult education. With increased
pressure on national budgets, investments

in non-formal education and adult literacy
programmes decreased, whereas those for
primary education programmes increased
(Torres, 2004). UNICEF and UNESCO established
a working group on the Universalization of
Primary Education and Literacy in 1982, which
gave rise to annual consultation meetings
involving international NGOs and, eventually,

a new focus on literacy and education for all
(Chabbott, 2003).

During the late 1980s, definitions of literacy
broadened to accommodate the demands of
globalization, including the significance of new
technologies and other information media. The
Toronto Seminar on Literacy in Industrialized
Countries, held in 1987, declared: "Literacy is
more than the ability to read, write and compute.
The demands created by advancing technology
require increased levels of knowledge, skills and
understanding to achieve basic literacy’ (cited in
Yousif, 2003).

Important conceptual clarifications were
made during this period, in conjunction with the
International Literacy Year (1990) and the World
Declaration on Education for All adopted in
Jomtien, Thailand (1990). For example, UNESCO
distinguished between literacy as a skill and
literacy as a set of culturally and socially
determined practices, and later endorsed efforts
to promote the acquisition of literacy - newly
conceived as ‘basic learning needs’ - on a
continuum including formal and non-formal
education, extended to people of all ages
(UNESCO, 2004b). Indeed, the value of lifelong
learning gained momentum when the 1996
Report of the International Commission on
Education for the Twenty-first Century and the
1997 Hamburg Declaration endorsed literacy as
essential for lifelong learning and as a catalyst for
active community engagement (UNESCO, 1997,
2004b). However, there is little evidence that these
clarifications and endorsements had an impact on
the ground (Yousif, 2003). As the final report of the
Mid-Decade Forum on Education for All (Amman,
Jordan, 1996) stated: 'While there has been
progress in primary school enrolments, the
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unschooled and illiterate youths and adults are
still forgotten.” International attention remained
focused on primary education and even UNESCO
was unable to maintain its pre-Jomtien level of
support for literacy (Yousif, 2003).

Dakar to the present

Since 2000, international involvement in literacy
has revolved around the six Dakar goals and the
Millennium Development Goals (MDGs) (see
Chapter 1). The International Monetary Fund, the
OECD, the World Bank and the United Nations
have all committed themselves to work toward
the realization of the MDGs, and thus, to achieve
universal primary education, to promote gender
equality and to empower women at all levels of
education. Following the adoption of the Dakar
Framework for Action, literacy-related
discussions among international planners and
stakeholders have been characterized by a focus
on improving literacy levels and on new
understandings of literacy [UNESCO, 2003d).
Many international organizations and NGOs have
recognized the problems that illiteracy poses and
are seeking to improve access to literacy (ILO,
2004; OECD, 2004; UNESCO, 2004b; UNICEF,
2005a; World Bank, 2003; UNDP, 2004). Perhaps
the strongest assertion of renewed commitment
to literacy has been the declaration of the United
Nations Literacy Decade (Box 6.6). While advocacy
and activity have increased in the international
arena, literacy efforts (as well as definitions and
measures of literacy, and beneficiaries) vary
across organizations. Factors such as language,
gender, HIV/AIDS, and emergency and conflict
situations complicate and intensify the need for
understanding, promoting and securing literacy
for all. They also reflect the difficulty of
formulating a unified international policy
approach to literacy.

International conceptions of literacy have
evolved since the mid-twentieth century, often
reflecting dominant strands of (largely
anglophone) academic research. The international
policy community, led by UNESCO, has moved
from interpretations of literacy and illiteracy as
autonomous skills to an emphasis on literacy as
functional, incorporating Freirean principles,
and, more recently, embracing the notions of
multiple literacies, literacy as a continuum, and
literate environments and societies. Regional
networks have emphasized understandings
of literacy that more closely resonate with
national policy priorities. The next section briefly

UNESCO and literacy today

In 2002, the United Nations declared 2003-2012 the United
Nations Literacy Decade.* Resolution 56/116 acknowledged
the place of literacy at the heart of lifelong learning,
affirming that: ‘literacy is crucial to the acquisition, by every
child, youth and adult, of essential life skills that enable them
to address the challenges they can face in life, and represents
an essential step in basic education, which is an indispensable
means for effective participation in the societies and
economies of the twenty-first century’ (United Nations,
2002b).

The Resolution also embraced the social dimension of
literacy, recognizing that ‘creating literate environments and
societies is essential for achieving the goals of eradicating
poverty, reducing child mortality, curbing population growth,
achieving gender equality and ensuring sustainable
development, peace and democracy." UNESCO emphasizes
the goal of universal literacy under the motto ‘Literacy as
Freedom,’ reflecting the evolution of the conception of
literacy:

beyond its simple notion as the set of technical skills

of reading, writing and calculating . . . to a plural notion
encompassing the manifold meanings and dimensions

of these undeniably vital competencies. Such a view,
responding to recent economic, political and social
transformations, including globalization, and the
advancement of information and communication
technologies, recognizes that there are many practices of
literacy embedded in different cultural processes, personal
circumstances and collective structures (UNESCO, 2004b).

The United Nations Literacy Decade aims to achieve the
following four outcomes by 2012:

® making significant progress towards Dakar Goals 3, 4 and 5;

® enabling all learners to attain a mastery level in literacy
and life skills;

o creating sustainable and expandable literate environments;
and

® improving the quality of life.

While calling for an understanding of literacy based on
its ‘pluralities’, UNESCO nonetheless excludes such skills
as ‘computer literacy’, ‘media literacy’, ‘health literacy’,
‘eco-literacy’ and ‘emotional literacy’ from this definition
(UNESCO, 2004b).

* For the Resolution as adopted by the General Assembly on the report
of the Third Committee [A/56/572], see:
http://portal.unesco.org/education/en/ev.php-URL_ID=11559&URL_DO=
DO_PRINTPAGE&URL_SECTION=201.html

looks at understandings of literacy of other actors
in the international policy community, including
national governments, aid agencies and members
of civil society.

The
declaration
of the United
Nations
Literacy
Decade is

a strong
assertion

of renewed
commitment
to literacy
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The promotion of literacy in regional associations

The new Pan African Association for Literacy and Adult
Education, supported by UNESCO and the International
council for Adult Education, specifically addresses the
Dakar literacy goal. In 1993, the Arab League
Educational, Cultural and Scientific Organization stated
its aim to liberate the region from ‘alphabetical and
cultural illiteracy’; current priorities include an array

of issues, ranging from training for primary school
teachers to contemporary views of functional literacy.
In Asia and the Pacific, UNESCO's Regional Bureau for
Education and its cultural centre have become involved
in non-formal education, and materials production for
literacy teaching, neo-literates and literacy personnel.

Other views of literacy

Regional and national definitions

Besides major global institutional initiatives to
promote literacy, programmes also took shape
regionally, generally in line with the under-
standings of literacy adopted by UNESCO (Box 6.7).

The Regional Cooperation Center for Adult Education in
Latin America and the Caribbean was created in 1951.
Beginning in 1979, the Major Project in the Field of
Education in Latin America and the Caribbean sought
to increase access to basic education and adult literacy
programmes throughout the 1980s and, in the 1990s,
to increase quality and equity of opportunity
(UNESCO/OREALC, 2001). While illiteracy rates declined
in the region, a continued problem of inequity
necessitated the design of the new Regional Education
Project for Latin America and the Caribbean 2002-2017,
addressing youth and adult education.

Source: Torres (2004).

Country-level understandings of literacy also
tend to echo the conceptual themes summarized
above, particularly over the past decade, though
there remain some interesting variations (Box 6.8).

Based upon data compiled by the UNESCO
Institute for Statistics, Table 6.1 shows national
definitions of literacy drawn from various

Some national understandings of literacy

Brazil

The Brazilian Geographical and Statistics Institute
defines as ‘functionally literate’ those individuals
who have completed four grades of schooling, and
as ‘functionally illiterate’ those who have not. NGOs
and education advocacy groups have lobbied
authorities to redefine functional literacy based on
eight years of schooling, the amount currently
guaranteed to all citizens by the Constitution.

India

The national census defines a 'literate’ person as one
having the ability to read and write in any language.

Israel

Literacy is defined as the ability to ‘acquire the
essential knowledge and skills that enable
[individuals] to actively participate in all the
activities for which reading and writing are needed'.

The Ministry of Education uses the local terms
oryanut (reading comprehension, writing and other
language skills) and boryanut (someone lacking
education or knowledge, or who has learned nothing,
or who cannot read nor write — analphabetic) in
official directives and documents.

Kenya

The 1994 Central Bureau of Statistics survey defined
as 'literate’ those persons aged 15 and over who
responded that they could read and write.

The 1999 national census gathered data on
education, from which literacy information was
inferred; four years of primary education were
regarded as necessary for sustainable literacy
development.

Nepal

Literacy is traditionally defined as ‘the three Rs’
(reading, writing and arithmetic) plus functionality.

Literacy is defined by the Basic Primary Education
Programme as: basic literacy, updating skills and
continuing education.

Literacy must be in Nepali, although the Non-Formal
Education Council, the policy-making body for
literacy education, recognizes literacy in one's
mother tongue.

Sources: Masagdo Ribeiro and Gomes Batista (2005),
Brosh-Vaitz (2005), Bunyi (2005), Govinda and Biswal (2005b),
Koirala and Aryal (2005).
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Table 6.1: National definitions of literacy/illiteracy

‘Ability to read easily or with difficulty a letter or a newspaper’
Angola, Bosnia and Herzegovina, Burundi, the Central African
Republic, Chad, Céte d'lvoire, the Democratic Republic of the
Congo, Equatorial Guinea, Kenya, Madagascar, Myanmar, the
Republic of Moldova, Rwanda, Sierra Leone, Sudan, Suriname,
Swaziland, Togo, Zambia

Ability to read and write simple sentences

Language No mention of language:

criteria Algeria, Bahrain [illiterate: ‘persons who cannot read or write,
as well as persons who can read only, for example a person who
studied the Koran’], Belarus, Bulgaria, Macao (China), Colombia,
Cuba, Cyprus, Dominican Republic, Ecuador, Egypt, Honduras,
Lesotho, Malta, Mauritius, Mexico, Nicaragua, the Russian
Federation, Tajikistan

Ability to read and write simple sentences in specified languages:

Argentina, Azerbaijan ('literacy is acceptable in any language
having written form’), Cameroon (in French or English, for those
aged 15 and above), Lao PDR, Malawi, Mauritania ('in the language
specified’), Niger, Sri Lanka (in Sinhalese, Tamil and English],

the Syrian Arab Republic (in Arabic), Turkey (for Turkish citizens:
in current Turkish alphabet; for non-citizens: in native language)

Ability to read and write in any language:
Benin, Brazil, Brunei Darussalam, Burkina Faso, Cambodia,

Croatia, Iran (Islamic Republic of] ('in Farsi or any other language’),

Maldives (in ‘Dhivehi, English, Arabic, etc.’), Mongolia, Pakistan,
Palestinian Autonomous Territories, Papua New Guinea,
Philippines, Saudi Arabia (with allowance for blind reading by
Braille), Senegal, Tonga, United Republic of Tanzania, Viet Nam

Age Thailand (over 5); Armenia, Guatemala, India and Turkmenistan
criteria (over 7); EL Salvador (over 10); Seychelles (over 12); Bolivia and
Jordan (over 15)

School attainment (by increasing levels of attainment)

Estonia “No primary education, illiterate” was recorded for a person who
had not completed the level corresponding to primary education
and cannot, with understanding, both read and write a simple text
on his/her everyday life at least in one language.

Lithuania = Literate (no formal schooling) is a person who does not attend

school but can read (with understanding) and/or write a simple

sentence on topics of everyday life.

Mali Lliterate is a person who never attend school even if that person
can read and write.

Ukraine [Literate] Those who have a definite level of education. For people

who do not have education - reading or writing ability in any

language or only reading ability".

Note: For source of country definitions of literacy, see introduction to the statistical annex.

School attainment (by increasing levels of attainment)

Slovakia [Illiterate] ‘Data on the number of persons who do not have
formal education”.

Malaysia [Literate] "Population 10 years and above who have been to
school in any language’.

Hungary ‘Persons not having completed the first grade of general
[primary, elementary) school have been considered as illiterate.’

Paraguay ‘Illiterates are defined as people aged 15+ who have not
attained Grade 2.

TFYR of ‘Persons having completed more than three grades of primary

Macedonia | school were considered literate. In addition, literate was a person
without school qualification and with 1-3 grades of primary
school, if he/she can read and write a composition (text) in
relation to everyday life, i.e. read and write a letter, regardless
of the language’.

Israel [Literate] ‘Population at least having primary school'.

Greece ‘As illiterate are considered those who have never been in
school (organic illiterate] as well as those who have not finished
the six years of primary education (functional illiterate).”

Saint Lucia | Data submitted were based on 7 years of schooling.

Belize ‘Iliterate: Persons who are 14+ years of age and have
completed at most seven or eight years of primary education.’

Romania ‘Literates: primary level + secondary level + post-secondary

level and people who read and write. Illiterates: people who read
but cannot write and people who can neither read nor write.’

Other definitions

China ‘In urban areas: literate refers to a person who knows a
minimum of 2,000 characters. In rural areas: literate refers
to a person who knows a minimum of 1,500 characters.’

Namibia ‘[Literacy:] The ability to write with understanding in any language.

Persons who could read and not write were classified as non-

literate. Similarly, persons who were able to write and not read

were classified as non-literate.’

Singapore | Literacy refers to a person’s ability to read with understanding,

eg a newspaper, in the language specified.

Tunisia Literate is a person who know how to read and write at least

one language.

assessment instruments, including household
surveys and population censuses, administered

in 107 different countries from 1995 to 2004. In
most cases, national data come from indirect
assessments based on self-declarations, household
surveys, or educational attainment proxies.'! About
80% of the listed countries define literacy as the
ability to read and/or write simple statements in
either a national or native language.’?

Aid agencies
In general, bilateral aid agencies’ definitions of
literacy have remained relatively consistent with

UNESCQO's evolving understanding of literacy
(see Table 6.2]; although, because of their
objectives, their definitions are often narrower
and more ‘pragmatic’. For the industrialized
world, there is a greater emphasis on the type of
literacy skills relevant for the global economy. For
example, in 1997, the OECD report Literacy Skills
for the Knowledge Society defined literacy as: ‘A
particular skill, namely the ability to understand
and employ printed information in daily activities
at home, at work and in the community, to
achieve one’s goals, and to develop one’s
knowledge and potential.” In referring to a broad

11. See Chapter 7 for an
in-depth discussion of
measuring literacy.

12. Note that Table 6.1
shows a second set of
literacy definitions for three
of the five countries listed in
Box 6.8 - Brazil, India and
Israel. These overlapping
and possibly contradictory
definitions provide an
indication of the variety of
understandings and ways
of measuring literacy and
of the difficulty of making
even subnational
comparisons of literacy,
much less cross-national
ones.
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The vast
majority of
NGOs that
prioritize
educational
issues neglect
adult education
and literacy
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Table 6.2: Aid agencies' definitions of literacy
Organization

UNICEF

Department for International Development (UKJ;
United States Agency for International Development;
World Bank

Canadian International Development Agency;

Danish International Development Assistance;

New Zealand's International Aid and Development Agency
BMZ [German Federal Ministry for Economic Cooperation
and Development];

the Netherlands

Swedish International Development Cooperation Agency

Source: EFA Global Monitoring Report Team.

set of information-processing competencies, this

definition points to the multiplicity of skills that
constitute literacy in advanced industrialized
countries.

Civil society

Few international NGOs have adopted
understandings of literacy that differ radically
from those discussed above. In fact, the vast

majority of NGOs that prioritize educational issues

Definition of literacy

Functional literacy is the ability to use reading, writing and numeracy
skills for effective functioning and development of the individual and the
community. Literacy is according to the UNESCO definition (‘A person

is literate who can, with understanding, both read and write a short
statement on his or her everyday life.").

Literacy is a basic set of skills (reading, writing and counting)
or competencies.

Literacy is one of the skills that basic education should provide
or a component of basic education.

Literacy is reading and writing skills, and it indicates the capacity
for further learning.

Literacy is about learning to read and write (text and numbers) and
also about reading, writing and counting to learn, and developing these
skills and using them effectively for meeting basic needs.

tend to neglect adult education and literacy.
Oxfam, for instance, has framed its education
policy within the MDGs and, as a result, focuses
on gender equality and the financing of primary
education, with little attention given to youth or
adult literacy. Among the few NGOs that
emphasize adult literacy, the majority focus on
reading and writing skills, fewer on functional
literacy and a minority on ‘transformative’
interpretations (Box 6.9).

Different understandings of literacy among NGOs

Plan Philippines focuses in part on the alternative

learning system of the Basic Literacy Program,
seeking to provide both children and adults with
‘basic literacy skills in reading and numeracy'.

Their core programmes concentrate on two areas —
basic learning and life skills — so learners can reach
their full potential and contribute to the development

of their societies.

World Vision offers literacy programmes using

a broad approach to education that encourages
support for out-of-school youth and vulnerable
adults. The programmes focus on vocational and
livelihood education and target children in crisis,
as well as youth, women and adults.

ActionAid's Reflect (Regenerated Freirean Literacy

through Empowering Community Techniques)

programme has had considerable influence on the
literacy policies and practices of NGOs around the
world. In its discussion of ‘New concepts of literacy:
the ideological approach’, the 1996 edition of
Reflect's manual states:

Literacy is no longer seen as a simple skill or
competency but as a process. It is more than just
the technology by which we presently know it
(whether pen, paper, computer, etc.) ... Freire
provides a social, political and economic analysis
of the processes which affect people’s knowledge
and beliefs (forming their ‘consciousness’ of
their situation). For Freire no educational or
developmental process can be neutral’ (Archer
and Cottingham, 1996a).

Sources: EFA Global Monitoring Report Team; Archer and
Cottingham (1996a).
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A ‘global consensus’
on literacy?

Definitions and understandings of literacy have
broadened considerably over the past fifty years.
As early as 1949, the United Nations General
Assembly envisioned the minimum requirements
for fundamental education as including domestic
skills, knowledge of other cultures and an
opportunity to develop personal attributes such as
initiative and freedom (Jones, 1990b). The deeper,
conceptual aspects of literacy have been understood
for years yet have not been articulated in official
national or international definitions. As definitions
of literacy shifted - from a discrete set of technical
skills, to human resource skills for economic
growth, to capabilities for socio-cultural and
political change - international organizations
acknowledged broader understandings of literacy,
which encompass ‘conscientization,” literacy
practices, lifelong learning, orality, and information
and communication technology literacy.

The growing international awareness of the
broader social contexts in which literacy is
e