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FOREWORD

Foreword

This 10th edition of the EFA Global Monitoring Report could not be better timed. The third
goal of Education for All is to ensure that all young people have the opportunity to acquire
skills. The urgency of reaching this goal has sharpened acutely since 2000.

The global economic downturn is impacting on unemployment. One young person in

eight across the world is looking for work. Youth populations are large and growing.

The wellbeing and prosperity of young people depend more than ever on the skills that
education and training can provide. Failing to meet this need is a waste of human potential
and economic power. Youth skills have never been so vital.

This Global Monitoring Report reminds us that education is not only about making sure
all children can attend school. It is about setting young people up for life, by giving them
opportunities to find decent work, earn a living, contribute to their communities and
societies, and fulfil their potential. At the wider level, it is about helping countries nurture
the workforce they need to grow in the global economy.

There has been undeniable progress towards the six EFA goals — including an expansion
of early childhood care and education and improvements in gender parity at primary
level. However, with three years to go until the 2015 deadline, the world is still not on
track. Progress towards some goals is faltering. The number of children out of school has
stagnated for the first time since 2000. Adult literacy and quality of education still demand
faster progress.

Recent developments ascribe ever greater urgency to ensuring equitable access to
appropriate skills development programmes. As urban populations grow rapidly,
especially in low income countries, young people need skills to work their way out of
poverty. In rural areas, young people require new coping mechanisms to deal with climate
change and shrinking farm sizes, and to exploit opportunities for off-farm work. This
Report reveals that around 200 million young people need a second chance to acquire the
basic literacy and numeracy skills, which are essential to learning further skills for work.
In all of this, women and the poor face particular hardship.

We must see the growing numbers of young people who are unemployed or trapped in
poverty as a call to action — to meet their needs by 2015 and to keep momentum after
then. We can achieve universal lower secondary education by 2030, and we must.

Donors’ commitment to education may be waning, and this is deeply worrying.
Government budgets are under pressure today, but we must not risk the gains made
since 2000 by reducing engagement now. Evidence in this Report shows that funds spent
on education generate ten to fifteen times as much in economic growth over a person’s
lifetime. Now is the time to invest for the future.
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We must think creatively and use all the resources at our disposal. Governments

and donors must continue to prioritize education. Countries should look to their own
resources, which could be giving millions of children and young people skills for life.
Whatever the source of funding, the needs of the disadvantaged must be a high priority
in every strategy.

Young people everywhere have great potential — this must be developed. | hope this
Report will catalyse renewed efforts worldwide to educate children and young people
so they can greet the world with confidence, follow their ambitions and live the lives
they choose.

//,,’"ae Diery

Irina Bokova
Director-General of UNESCO
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OVERVIEW

Overview

With just three years to go until the deadline
for the Education for All goals that were set

in Dakar, Senegal, it is vitally urgent to ensure
that the collective commitments made by

164 countries in 2000 are met. Lessons also
need to be drawn to inform the definition of
future international education goals and the
design of mechanisms to make sure that all
partners live up to their promises.

Unfortunately, this year's EFA Global Monitoring
Report shows that progress towards many of
the goals is slowing down, and that most EFA
goals are unlikely to be met. Despite the gloomy
outlook overall, progress in some of the world's
poorest countries shows what can be achieved
with the commitment of national governments
and aid donors, including greater numbers

of children attending pre-school, completing
primary school and making the transition to
secondary education.

The 2012 EFA Global Monitoring Report is divided
into two parts. Part | provides a snapshot of
progress towards the six EFA goals, and towards
spending on education to finance the goals. Part Il
turns to the third EFA goal, paying particular
attention to the skills needs of young people.

Monitoring the Education
for All goals

The six Education for All goals

Expand early childhood care and education
Early childhood is the critical period in which to
lay the foundations for success in education and
beyond, so early childhood care and education
should be at the centre of EFA and broader
development agendas.

Children who are hungry, malnourished or ill

are not in a position to gain the skills needed for
later learning and employment. There are signs
that early childhood health is improving, but from
a very low base in some countries and not fast
enough to meet international development goals.
The annual rate of decline in child mortality
accelerated from 1.9% in 1990-2000 to 2.5%

in 2000-2010. Recent estimates suggest that
just over half the decline in child deaths can be
attributed to more education among women of
reproductive age.

While it is encouraging that today 3 more
children survive for every 100 born than in 1990,
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there are still 28 countries, 25 of which are in
sub-Saharan Africa, where more than 10 in 100
children die before the age of 5.

An important factor behind child deaths is
malnutrition, which also hinders children’s
cognitive development and capacity to learn.
Stunting, or being short for one’s age, is the
clearest sign of malnutrition. Globally,

171 million children under age 5 were affected by
moderate or severe stunting in 2010. By 2015, on
current trends, the number of children suffering
from stunting will still be as high as 157 million,
or around one in four children under 5.

Children in rural areas and from poor
households suffer more because nutrition is

not just a matter of general availability of food.
Rather it is also a matter of access to food, good
health care, water and sanitation services, from
which the poorest are often denied. For example,
in Nepal, the stunting rate was 26% among the
richest children and 56% among the poorest,
with corresponding rates of 27% in urban and
42% in rural areas. Ongoing food price instability,
climate change and conflict make improving
nutrition a challenge in many parts of the world.

But the contrasting experience of many
countries shows that political commitment can
markedly improve nutrition. Within less than
two decades, Brazil managed to eliminate an
urban-rural gap in malnutrition thanks to a
combination of improved education of mothers,
access to maternal and child health services,
provision of water and sanitation, and targeted
social transfers. Over the same period, rates
of malnutrition, particularly in rural areas, in
countries such as the Plurinational State of
Bolivia, Guatemala and Peru, remained higher
than expected for their income level.

Good quality pre-school programmes are also
vital to prepare young children for school.
Evidence from places as diverse as Australia,
India, Mozambique, Turkey and Uruguay
demonstrates the short- and long-term benefits
of pre-primary education. These range from a
head-start in literacy and numeracy skills to
improved attention, effort and initiative - all of
which lead to better education and employment
outcomes.

Recent evidence based on the 2009 survey in
the OECD Programme for International Student
Assessment (PISA) shows that in fifty-eight out
of sixty-five countries, 15-year-old students
who had attended at least a year of pre-primary
school outperformed students who had not,
even after accounting for socio-economic
background. In Australia, Brazil and Germany,
the average benefit after controlling for socio-
economic background was equivalent to one
year of schooling.

Since 1999, the number of children enrolled in
pre-school has risen by almost half. However,
this still leaves more than one in two children not
attending, rising to five out of six in the poorest
countries. The groups that would benefit the
most from pre-school are missing out the most.
In Nigeria, about two out of three children from
the richest 20% of households attend pre-school,
compared with less than one in ten from the
poorest 20% of households.

Underinvestment is a key reason for low
coverage of pre-schooling. This level accounts
for less than 10% of the education budget

in most countries, and its share tends to be
particularly low in poor countries. Nepal and the
Niger spend under 0.1% of GNP on pre-school,
and Madagascar and Senegal less than 0.02%.

One consequence of low government investment
is that the average share of enrolment in private
pre-school is 33%. In the Syrian Arab Republic,
with a pre-primary gross enrolment ratio of
10%, the share of private provision was 72%.
This indicates demand that is not met by the
public sector.

It seems unlikely that expanding fee-charging
private pre-schools will reach more of the
poorest households, whose children are those
least likely to be enrolled. In India’s Andhra
Pradesh state, pre-school enrolment in rural
areas is highest among the richest 20% of
households, where almost one-third of children
attend private institutions. Almost all children
in pre-school from the poorest households are
served by government providers.

Where children live can also determine the
quality of the service. In rural areas of China,
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Peru and the United Republic of Tanzania,
children who make it to pre-school are

more likely than urban children to be in an
overcrowded class with fewer qualified teachers
and fewer learning resources.

To ensure that all children reap the benefits
of pre-school, reforms are needed, including
expanding facilities and making sure they are
affordable, identifying appropriate ways to
link pre-schools with primary schools, and
coordinating pre-school activities with wider
early childhood interventions.

The importance of making balanced efforts to
improve conditions for young children is further
highlighted by a new index developed for this
year's Report, which evaluates progress on this
goal and its three main components: health,
nutrition and education.

Some countries score almost equally well on

all three indicators (such as Chile] or equally
poorly (such as the Niger). Others have a very
high or very low score for one dimension relative
to their overall standing in the index scale,
which reveals specific challenges. For example,
Jamaica and the Philippines both have a child
mortality rate of about 30 per thousand live
births but have very different education records.
Only 38% of children aged 3 to 7 were enrolled in
a pre-primary or primary school programme in
the Philippines, compared with 90% in Jamaica.
This highlights the need to invest in integrated
approaches that give equal importance to all
aspects of early childhood development.

Achieve universal primary education

On current trends, the goal of universal primary
education (UPE) will be missed by a large
margin. The major push towards getting more
children into school that was kick-started at

the World Education Forum in Dakar in 2000

is grinding to a halt. The number of primary
school age children out of school has fallen from
108 million to 61 million since 1999, but three-
quarters of this reduction was achieved between
1999 and 2004. Between 2008 and 2010, progress
stalled altogether.

South and West Asia and sub-Saharan Africa
started from similar positions in 1999 with around

40 million children of primary school age out of
school, but have subsequently progressed at very
different speeds. Between 1999 and 2008, the
number of out-of-school children in South and
West Asia fell by 26 million, while the reduction
in sub-Saharan Africa was a more modest 13
million. Between 2008 and 2010, out-of-school
numbers increased in sub-Saharan Africa by 1.6
million, but declined by 0.6 million in South and
West Asia. Sub-Saharan Africa now accounts for
half of the world’s out-of-school children.

Among countries with data, twelve account

for almost half of the global out-of-school
population. Nigeria heads the list with one in

six of the world’s out-of-school children, a total
of 10.5 million. It had 3.6 million more children
out of school in 2010 than in 2000. By contrast,
Ethiopia and India managed to reduce their
numbers of out-of-school children dramatically.
In India, there were 18 million fewer children out
of school in 2008 than in 2001.

Among those out of school, some may enter
late, while others may have dropped out and
many may never enrol. In 2010, 47% of children
out of school were likely never to enrol. The
proportion was highest in low income countries,
where 57% of out-of-school children could
expect never to enrol. Girls were more likely
than boys to belong to this group.

Just five years before 2015, twenty-nine
countries had a net enrolment ratio of less
than 85%. These countries are very unlikely to
achieve the goal of UPE by the deadline.

Children of official school starting age who
did not enter school by 2010 will not be able to
complete the primary cycle by 2015. In 2010,
there were seventy countries with a net intake
rate below 80%.

The challenge of UPE is to get children into
school at the correct age and to ensure that
they progress through the system and complete
the education cycle. Analysis for this Report
shows that, across twenty-two countries with
household survey data between 2005 and 2010,
38% of students entering school were two or
more years older than the official age. In the
sub-Saharan African countries included in the
analysis, 41% of the children starting primary



i}
C
0
Q
0
o
@)
£
C
0
2
C
>
©
0
O
Q)
g
C
0
u—
C
0
P
@
0
J
O
Ll

OVERVIEW

school were two or more years older than the
official school entry age.

More children from poor households start late,
usually because they live too far from school,
their health and nutritional status is worse
and/or their parents may be less aware of

the importance of sending children to school

on time. In Colombia, 42% from the poorest
households started two or more years late,
compared with 11% from the richest households.

Late entry influences whether children complete
the education cycle. By grade 3, children who
have entered late can be four times as likely to
drop out as children who started school at the
correct age.

Poverty also has a negative effect on children’s
likelihood of leaving school early. In Uganda,
97 out of every 100 children from the richest
quintile entered primary school and 80 reached
the last grade in 2006; of children from the
bottom quintile, 90 out of 100 entered school
but only 49 reached the last grade.

To tackle the barriers that prevent disadvantaged
children from entering on time and progressing
through school, system-wide reforms are
needed. In many countries, cost is the primary
reason parents do not enrol their children in
school or take them out of school. Even after
school fees have been formally abolished,
official or unofficial fees still accounted for
almost 15% of such spending in eight countries
analysed for this Report.

Richer households are able to spend
significantly more on their children’s education,
improving their opportunities for better quality
schooling. This includes spending more on
private schooling or private tuition. In Nigeria,
the richest 20% of households spend more
than ten times as much as the poorest 20%
for children to attend primary school. Even low
fee private schooling is out of reach for the
poorest households. Sending three children to
a school in a Lagos slum costs the equivalent
of 46% of the minimum wage. In Bangladesh
and Egypt, the richest households spend four
times as much as the poorest households on
supplementary tuition, and are more likely to
invest in such tuition in the first place.

Abolishing formal school fees has been a
fundamental step towards realizing UPE. But
itis also important for governments to take
complementary measures, such as grants for
schools to help them cover their costs so that
they do not informally impose other charges
on parents. Social protection measures, such
as cash transfers, are vital to ensure that poor
households have the financial means to cover
all school costs without compromising their
spending on other basic needs. Steps also need
to be taken to ensure that the ability of richer
households to spend more on private schooling
and private tuition does not lead to widening

of inequality.

Promote learning and life skills

for young people and adults

The social and economic challenges of recent
years have focused attention on the availability of
skills and learning opportunities for the young.
As the thematic part of this Report details, these
challenges are bringing a sense of urgency to
an important goal that has not been given the
attention it deserves because of the ambiguity
of the commitments made when the EFA goals
were established in 2000.

Formal secondary schooling is the most effective
way to develop the skills needed for work and
life. Despite a global increase in the number of
children enrolling in secondary school, the gross
enrolment ratio for lower secondary school was
just 52% in low income countries in 2010, leaving
millions of young people to face life without the
foundation skills they need to earn a decent
living. Worldwide, 71 million adolescents of lower
secondary school age were out of school in 2010.
The number has stagnated since 2007. Three out
of four out-of-school adolescents live in South
and West Asia and sub-Saharan Africa.

There are 25% more children in secondary
school today than in 1999. Sub-Saharan Africa
has doubled the number of students enrolling
over the period, yet has the world’s lowest total
secondary enrolment ratio, at 40% in 2010.

Some young people develop skills through
technical and vocational education. The proportion
of secondary school pupils enrolled in such
programmes has remained at 11% since 1999.
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Skills are not only developed in school.
International organizations have a range of
frameworks for categorizing skills and skills
development programmes. But twelve years
after the EFA goals were established in Dakar,
the international community is still a long way
from agreeing what constitutes progress in
‘equitable access to appropriate learning and life
skills programmes’ (the core of goal 3], agreeing
on a coherent set of internationally comparable
indicators and assessing whether progress is
being made. There are promising signs that

the situation may be changing, but recent
developments will not produce sufficient data

in time to measure goal 3 adequately before the
deadline has passed.

Any post-2015 international goals for skills
development need to be more precisely defined
and to set out clearly how progress can be
measured. This should be based on a realistic
assessment of information that can be collected,
in order to avoid the problems that have plagued
efforts to monitor goal 3.

The Dakar Framework for Action specified

some risks from which young people need to be
protected by developing the relevant life skills.
One of those risks was HIV and AIDS. HIV-related
knowledge remains low. Recent global estimates
based on 119 countries show only 24% of young
women and 36% of young men aged 15 to 24
being able to identify ways of preventing the
sexual transmission of HIV and to reject major
misconceptions about its transmission.

Knowledge of HIV and AIDS is low even in
countries with high prevalence rates. In 2007,
about 60,000 grade 6 students (aged around 13,
on average) in 15 countries of southern and
eastern Africa were assessed on their knowledge
of HIV.and AIDS. The test focused on the official
curriculum frameworks for HIV education
adopted by ministries of education in the
participating countries. The results suggest
ineffective implementation and possibly poor
design of the official curriculum. On average,
only 36% of students reached the minimum
required knowledge levels and just 7% reached
the desirable level.

It is not enough to ensure that youth know how to
protect their own health and the health of others

if, for example, they do not feel empowered to
take the right action at the right time.

Life skills education with a focus on HIV and
AIDS encourages young people to adopt
attitudes and behaviour that protect their
health, for example by empowering them

to negotiate sexual relations. It does this by
addressing psychosocial and interpersonal
skills such as assertive communication,
self-esteem, decision-making and negotiation.
Life skills programmes that approach sensitive
issues in ways that allow student engagement
should be introduced to complement topics in
the curriculum such as health education and
broader HIV and AIDS education.

Reduce adult illiteracy by 50%

Literacy is crucial for adults’ social and
economic well-being - and that of their children.
Yet progress on this goal has been very limited,
largely as a result of government and donor
indifference. There were still 775 million adults
who could not read or write in 2010. Half were

in South and West Asia, and over a fifth in
sub-Saharan Africa.

In 81 out of the 146 countries with data for
2005-2010, more women than men are illiterate.
Of these countries, twenty-one display extreme
gender disparity, with fewer than seven literate
women for every ten literate men.

Globally the adult literacy rate has increased over
the past two decades, from 76% in 1985-1994

to 84% in 2005-2010. But among forty-three
countries with an adult literacy rate below 90% in
1998-2001 only three will reach the target of
reducing illiteracy by 50% by 2015. Some countries
are likely to miss the target by a very wide
margin. And while some in the latter group have
made significant gains - such as Mali, which
doubled its literacy rate - others, like Madagascar,
have experienced a decline in the last decade.

Almost three-quarters of adults who are
illiterate live in just ten countries. Of the global
total, 37% live in India. In Nigeria, the number of
illiterate adults has increased by 10 million over
the past two decades, to reach 35 million.

An important question is whether these data
present the full extent of the problem. Adults are
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asked whether they can read and write rather
than having their abilities put to the test. Direct
approaches to assessing adult skills provide
richer profiles of literacy skills.

It is commonly assumed that it takes four or
five years of school for children to use reading,
writing and calculation with ease. New analysis
of household surveys for this Report shows,
however, that far more children than expected
in low and lower middle income countries are
completing primary school without becoming
literate. In Ghana, for example, over half of
women and over one-third of men aged 15 to 29
who had completed six years of school could
not read a sentence at all in 2008. A further 28%
of the young women and 33% of the young men
could only read part of a sentence.

The environment in which people live can affect
their ability to acquire and maintain literacy
skills. Preliminary findings of the Literacy
Assessment and Monitoring Programme in
Jordan, Mongolia, Palestine and Paraguay show
that literacy rates can mask large differences in
the range of practices and in the environments
that shape the literacy skills of adults.

In high income countries, the universal spread of
schooling has consigned high levels of illiteracy
to the distant past. Yet direct assessments
indicate that as many as one in five adults in
these countries, equivalent to around 160 million
adults, have very poor literacy skills - unable to
use reading, writing and calculation effectively in
their day to day lives, for example to apply for jobs
or interpret information on a medicine bottle.
Those facing social disadvantage, including

the poor, migrants and ethnic minorities, are
particularly affected.

People with poor reading and writing skills

are often stigmatized and suffer from low
confidence. This poses a major challenge for
adult literacy initiatives. Programmes that help
participants benefit from using literacy skills
in daily life encourages adults to participate
while avoiding the stigma that can be associated
with their involvement. High level political
commitment and a long-term, coherent policy
vision, backed by sufficient resources, are
needed to tackle the problem.

Achieve gender parity and equality
Gender parity and equality in education
constitute a basic human right, as well as an
important means of improving other social
and economic outcomes. Narrowing the
gender gap in primary enrolment is one of
the biggest EFA successes since 2000. Even
so, many countries are still in danger of not
achieving gender parity in primary and
secondary education by 2015. And more
needs to be done to ensure that education
opportunities and outcomes are equitable.

Sixty-eight countries have still not achieved
gender parity in primary education, and girls
are disadvantaged in sixty of them. While
countries like Ethiopia and Senegal have
made tremendous progress, others, including
Angola and Eritrea, have gone backwards.

The number of countries where girls face
extreme disadvantage, or a gender parity index
below 0.70, fell from sixteen in 1990 to eleven
in 2000, and to just one in 2010 - Afghanistan.
Despite its place at the bottom of the rankings,
however, Afghanistan has made great progress
in recent years.

Severe disadvantage - measured by a gender
parity index below 0.90 - is also lower than ten
years ago. Of the 167 countries with data for
both 1999 and 2010, thirty-three had a gender
parity index below 0.90 in 1999, including twenty-
one in sub-Saharan Africa. By 2010, there were
only seventeen countries in this group, including
twelve in sub-Saharan Africa.

Countries that have made sufficient progress

to have now achieved gender parity, such as
Burundi, India and Uganda, show what can be
done when strategies are put in place to improve
girls’ participation in school, such as mobilizing
communities, targeting financial support for
girls, ensuring that gender-sensitive teaching
methods and materials are used, and providing
safe, healthy school environments.
Understanding the reasons for girls” lower
enrolment is necessary to achieve gender parity.
Analysis for this Report of household survey data
in nine countries shows that girls face larger
obstacles to entering primary school than boys,
but once in school they tend to have an equal
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chance of completing it. In Guinea, for example,
only 40 out of 100 girls from the poorest
households reach the end of primary school,
compared with 52 boys. This is largely due to
fewer girls starting in the first place: 44 out of
100 girls from poor households enter schoaol,
compared with 57 boys.

In over half of the ninety-seven countries with
gender disparity at secondary level, fewer boys
than girls are in school. These countries tend
to be richer and to have higher enrolment
overall. They are concentrated in Latin America
and the Caribbean, and East Asia and the
Pacific. But there are also three low income
countries where boys are disadvantaged:
Bangladesh, Myanmar and Rwanda.

The main factor driving boys out of secondary
school appears to be poverty and the pull of
the labour market, as can be seen in Latin
America and the Caribbean. For example, in
Honduras six out of ten boys aged 15 to 17
were in paid work, of whom only two were in
school. By contrast, only two in ten girls were
in paid work.

Boys may also drop out because of the school
environment, including teachers” attitudes.
Although differences in learning styles between
boys and girls are less significant than the
similarities, teachers need to be aware of such
differences where they exist, and be prepared
to adjust their teaching and assessment
methods accordingly. Two methods that have
been tried but shown to be inappropriate in
some contexts are single-sex schools and
streaming classes by performance.

Boys also face disadvantages in learning
outcomes, notably in reading. Over time, this
gender gap has been widening in favour of
girls. Boys continue to have an advantage in
mathematics, but there is some evidence that
the gap may be narrowing.

There is no inherent difference in the
capacities of girls or boys to perform equally
well in school. To close the gap in reading,
parents, teachers and policy-makers

should find creative ways to entice boys

to read more, including harnessing their

interest in digital texts. To close the gap in
mathematics, progress in gender equity
outside the classroom, notably in employment
opportunities, could play a major role in
reducing disparities.

Improve the quality of education

Among the world’s 650 million children of
primary school age, it is time for emphasis
to fall not only on the 120 million who do
not reach grade 4 but also on the additional
130 million who are in school but failing to
learn the basics.

Analysing patterns of inequality in learning
outcomes, and what is driving them, can help
shape policies that enable children from poor
backgrounds to beat the odds. In the seventy-
four countries and economies that participated
in the 2009 PISA survey, the higher the quartile
of the socio-economic index to which a student
belonged, the better the performance, with a
similar pattern for boys and girls.

In middle income countries participating in
the assessment, student performance was
very low: on average, at least half scored
below level 2 in mathematics. Even so, over
time, some middle income countries have
been able to increase mean scores and
reduce inequality in learning outcomes.

The percentage of low performers in each
quartile of socio-economic status in Brazil
and Mexico fell between 2003 and 2009.

This is particularly impressive given that
participation in secondary education increased
significantly over the period. Targeted

social protection policies that have been
implemented in these countries since the late
1990s are a likely source of the gains made by
disadvantaged students.

Teachers are the most important resource for
improving learning. In many regions, a lack of
teachers, and especially of trained teachers,
presents a major obstacle to achieving the

EFA goals. The latest estimates suggest that
112 countries need to expand their workforce
by a total of 5.4 million primary school teachers
by 2015. New recruits are needed to cover both
the 2 million additional posts required to reach
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universal primary education and the 3.4 million
posts of those leaving the profession. Sub-
Saharan African countries alone need to recruit
more than 2 million teachers to achieve UPE.

The number of primary school teachers per pupil
is one measure of the quality of education. There
was a small decline in the global pupil/teacher
ratio, from 26:11n 1999 to 24:1 in 2010. In sub-
Saharan Africa, despite the recruitment of more
than 1.1 million teachers, the pupil/teacher ratio
rose slightly, from 42:1 to 43:1, as a result of
enrolment increasing at a faster pace.

Of 100 countries with data on primary education,
in thirty-three less than 75% of teachers were
trained to the national standard. Teachers

need to be trained appropriately to ensure they
are able to carry out their tasks effectively.
Assessments have shown that children in

many of the world’s poorest countries can
spend several years in school without learning
to read a word. In Mali, for instance, at least
eight out of ten grade 2 students could not read
a single word in a national language. Shocking
results such as this have turned the spotlight on
how teachers are trained, and the support they
receive once they are in the classroom.

Teachers themselves may lack the necessary
subject knowledge when they are admitted

to teaching colleges, so courses often focus
on helping teachers develop basic subject
knowledge rather than learn how to teach
effectively. In addition, professional develop-
ment tends to stop once teachers step into
the classroom.

Governments should take active steps to
strengthen teaching in early grades. Pre-service
training programmes need to increase the
emphasis on effective classroom techniques.
In-service training programmes, in turn, can
engage teachers interactively to ensure that
knowledge is converted into better classroom
practice. Benefits are likely to be most
noticeable when training is combined with
other interventions, such as improvement of
instructional materials.

Education for All Development Index
The EFA Development Index provides a
snapshot of overall progress of national
education systems towards Education for
All. For a subset of fifty-two countries, it

is possible to observe the evolution of the
EDI since the World Education Forum in
Dakar. The EDI improved in forty-one of the
fifty-two countries between 1999 and 2010.
A particularly large increase took place in
the twelve sub-Saharan African countries in
this group, with Ethiopia and Mozambique
recording the greatest increases.

Similar scores may mask differences in the
effort a country is putting into EFA. Colombia
and Tunisia, for example, have the same EDI
score. Tunisia has high primary enrolment
and survival rates but a low adult literacy
rate. Colombia has a much higher adult
literacy rate but a low primary adjusted

net enrolment ratio and an especially low
survival rate. Tunisia’s low adult literacy
may reflect in part a historical legacy and
not necessarily its current effort, while
Colombia’s lower scores on indicators
associated with primary school age children
suggest that it could face lower adult literacy
rates in the future.

Extending the EDI to include the ECCE Index
developed for this Report reveals which
countries have put more emphasis on early
childhood. Some countries - notably in Central
Asia, such as Kyrgyzstan and Uzbekistan,
and in East Asia, such as Indonesia and the
Philippines - drop in ranking, while countries
such as Jamaica and Mexico improve

their ranking.

EFA will not be achieved unless equal attention
is paid to all goals. This requires particular
attention to those considered the most
neglected, including ECCE and adult literacy.
Breaking the intergenerational cycle of
education deprivation by providing quality
education to all children, including in their
early life years, and to their parents, is key.
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Financing EFA: shortfalls

and opportunities

The experience of the last decade shows that
increasing the financing of education can go a
long way towards meeting the Education for All
goals. But just as the numbers of children out of
school are stagnating, there are worrying signs
that donor contributions may also be slowing
down. More money alone will not ensure that
the EFA goals are reached, but less money will
certainly be harmful. A renewed and concerted
effort by aid donors is urgently needed. At the
same time, it is vital to explore the potential

of new sources to fill financing gaps and to
strengthen the way in which aid money is spent.

Spending more matters

Total government spending on education has
been rising steadily since Dakar. The greatest
increase in spending has been in low income
countries, where it grew by 7.2% a year, on
average, since 1999. In sub-Saharan Africa, the
annual increase was 5%. Among low and middle
income countries with comparable data, 63%
increased the share of national income spent on
education in the past decade.

Most countries that accelerated progress
towards EFA over the last decade did so by
increasing spending on education substantially
or maintaining it at already high levels. For
example, in the United Republic of Tanzania,

the share of national income spent on education
more than tripled, and the primary net
enrolment ratio doubled. In Senegal, an increase

S 1"':"'3"‘ :

in spending from 3.2% of GNP to 5.7% allowed
impressive growth in primary enrolment and the
elimination of the gender gap.

Despite this promising global trend, some
countries that are a long way from achieving
EFA, such as the Central African Republic,
Guinea and Pakistan, have maintained a low
level of spending, allocating less than 3% of GNP
to education. Pakistan has the second largest
number of children out of school - 5.1 million -
yet reduced its spending on education from 2.6%
to 2.3% of GNP over the decade.

Fears that the recent food and financial crises
could counter the generally positive trend in
education spending do not seem to have been
realized, although the longer-term impact needs
to be monitored. Two-thirds of low and lower
middle income countries with available data
continued to expand their education budget
through the crises. But some countries that are
furthest from EFA, such as Chad and the Niger,
made cuts in 2010 following negative economic
growth in 2009.

New analysis for this Report identifies the extent
to which some of the poorest countries have
benefited from aid. In nine countries, all in sub-
Saharan Africa, donors fund more than a quarter
of public spending on education. For example,

in Mozambique, numbers out of school declined
from 1.6 million in 1999 to less than 0.5 million
in 2010. During much of this period, aid made up
42% of the total education budget.
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Has aid to education reached its peak?

The largest increase in aid to education

since 2002 was recorded in 2009. It was

to a large extent driven by the World Bank

and International Monetary Fund's early
disbursement of pledged funds to help
vulnerable countries cope with possible
consequences of the financial crisis. However,
aid to education stagnated at US$13.5 billion

in 2010. Of that amount, US$5.8 billion was for
basic education. While that was almost double
the 2002-2003 level, just US$1.9 billion was
allocated to basic education in low income
countries. This is insufficient to fill the

US$16 billion financing gap these countries
face. Aid for basic education to low income
countries grew by just US$16 million in 2010.
Not all countries benefited equally. The increase
between 2009 and 2010 was mainly concentrated
in Afghanistan and Bangladesh, which received
55% of the additional funding for the sixteen
low income countries that experienced an
increase. By contrast, funding to nineteen low
income countries fell.

Despite the increases in aid over the last decade,
donors failed to fulfil the promise they made

at the Group of 8 Gleneagles Summit in 2005

to increase aid by US$50 billion by 2010. Sub-
Saharan Africa received only around half the
increase it was promised. Assuming a similar
share going to education as in previous years,
this failure was equivalent to US$1.9 billion less
for schools that year, or around one-third of
current aid to basic education.

Of even greater concern, the outlook for aid

for the years to 2015 is not positive. In 2011,
total aid decreased in real terms by 3%. This

is the first time aid has fallen since 1997. Aid
budgets have been singled out for cuts as part of
austerity packages primarily as a consequence
of continuing economic downturn in rich
countries. From 2010 to 2011, aid as a share of
national income decreased in fourteen out of
twenty-three countries that belong to the OECD's
Development Assistance Committee (DAC).

Some key donors are not only reducing their
overall aid budgets, but may also be making
education a lower priority, which would result
in education aid falling faster than overall aid
levels. The Netherlands, one of the top three

donors to basic education in the past decade,
no longer considers education one of its priority
areas and is expected to cut aid to education by
60% between 2010 and 2015. This could have
serious implications in some of the poorest
countries. The Netherlands is set to withdraw
from Burkina Faso, for example, at the same
time as four other donors have said they also
intend to pull out of education in the country.

New donors, such as Brazil, China and India,
are receiving greater attention. But they are not
yet providing large volumes of aid, nor are they
prioritizing aid to basic education for low
income countries.

Spending aid effectively

Figures on aid to education tell only part of the
story. Ensuring that money is spent effectively
is just as vital. Of the thirteen targets on aid
effectiveness established by the OECD-DAC

in Paris in 2005, just one was reached by the
agreed 2010 deadline.

The education sector has been at the forefront
of the aid effectiveness agenda. In Kenya,
Mozambique, Rwanda and Uganda, for

example, significant amounts of aid deployed in
conjunction with government plans contributed
to unprecedented increases in access to primary
education.

Despite this positive experience, there is still

a need for more and better spending of aid to
many of the poorest countries. One potential
vehicle for aid effectiveness principles, the
Global Partnership for Education (formerly the
EFA Fast Track Initiative), remains underused.
Itis the only global pooled fund mechanism

for aid to education, but it disbursed only

US$1.5 billion between 2003 and 2011, equivalent
to 6% of the share of total aid to basic education
in low and lower middle income countries. This
compares poorly with corresponding funds in the
health sector. The partnership was established
not only to increase aid volumes, but also to

fill gaps left by national governments and aid
donors. The potential of the partnership to
ensure that aid is better coordinated and more
effective needs to be monitored closely in
coming years in order to inform a post-2015
financing framework.
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More broadly, donors are calling for more
tangible results from their aid investments

as budgets tighten and the pressure for
accountability increases. A new approach

that aims to provide aid based on results

gives recipient country governments more
responsibility for achieving their education policy
objectives. For example, the United Kingdom
has piloted a complementary aid mechanism
rewarding the Ethiopian Government for each
extra student passing a secondary school
examination. This approach carries risks,
however, especially for poor countries that
cannot cover the cost of achieving these results
if external factors prevent a given plan from
running smoothly.

Turning the ‘resource curse’ into

a blessing for education

One of the most striking paradoxes of
development is the ‘resource curse’: countries
well endowed with non-renewable natural
resources, such as oil and minerals, have
experienced slower economic growth than
resource-poor countries. Many are far from
reaching the EFA goals and other development
targets. But the curse is escapable, provided
resources are invested in future generations.

Nigeria, one of the largest exporters of oil and
gas, also has the largest number of children
out of school. Chad redirected its newfound
wealth away from priority sectors such as
education and towards military purposes.

In Liberia and Sierra Leone, competition for
natural resources was at the centre of armed
conflict. Mismanagement of natural resource
revenue can reach grave proportions. In the
Democratic Republic of the Congo, for example,
it is estimated to have led to a loss equivalent to
US$450 million in 2008, a sum larger than the
country’s entire education budget and enough to
send 7.2 million children to primary school.

Natural resources, if turned into government
revenue and utilized efficiently, could help
many countries reach the EFA goals. Botswana
has financed education over the past few
decades thanks to diamond wealth that has
made it one of the richest countries in sub-
Saharan Africa. Not only has it achieved

universal primary education but its secondary
gross enrolment ratio stands at 82%, double

the average for the continent. Ghana has built
political consensus around ensuring that its
wealth is used effectively, including in investment
in education.

An analysis for this Report demonstrates the
potential to increase spending on education

in seventeen countries that are either already
resource-rich or about to begin exporting oil,
gas and minerals. If revenue generated from
their non-renewable natural resources were
maximized and 20% of the extra resources were
devoted to education, more than US$5 billion

a year could be generated for the sector. This
could fund schooling for 86% of these countries’
12 million out-of-school children and 42%

of their 9 million out-of-school adolescents.
Several countries, including Ghana, Guinea,

the Lao People’s Democratic Republic, Malawi,
Uganda and Zambia, could reach universal
primary education without needing any more
aid from donors.

To encourage fair and productive use of natural
resource revenue, education advocates should
support measures aimed at ensuring that
governments comply with high standards of
transparency and fair taxation. They should also
get involved in national debates on the use of
natural resource revenue, and make the case
for education as a long-term investment
essential to diversify the economy and avoid

the resource curse.

Harnessing the potential of

private organizations

Given the acute need for resources to support
EFA and the gloomy outlook for international
aid filling this gap, private organizations are
increasingly being seen as a potential alternative
source of finance. One estimate suggests

that total private contributions to developing
countries were over US$50 billion on average
between 2008 and 2010, compared with around
US$120 billion of official aid. However, most

of this went to the health sector. For example,
of the total amount of grants made by US
foundations in the period, about 53% went to
health and only 8% to education.
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New analysis conducted for this Report, based
on publicly available information, shows that
private foundations and corporations have been
contributing about US$683 million per year to
education in developing countries, equivalent to
just 5% of education aid from DAC donors.

Around 20% of these resources were

provided by foundations, whose aims are most
closely aligned with those of traditional aid
donors. Only five of the foundations reviewed
contributed more than US$5 million a year,
which is equal to aid to education by some

of the smallest bilateral donors, such as
Luxembourg or New Zealand.

Similarly, 71% of the contributions from
corporations came from just five companies,
each giving more than US$20 million a year. Most
corporations that contribute the largest amounts
to education are information and communication
technology (ICT) or energy companies.

Only a small share of these contributions

is being spent on EFA objectives or on the
countries that are furthest from achieving the
EFA goals. In terms of funding, higher education
receives the most attention. In geographical
terms, corporations - notably those in the ICT
industry - focus their programmes on middle
income countries, such as Brazil, India and
China, that are often of strategic interest to
them. Frequently, moreover, their interventions
are short term and fragmented.

Several foundations and corporations have
made genuinely successful and often innovative
education interventions in areas including early
childhood care and education, primary schooling,
skills development for young people and
measurement of learning outcomes. In general,
however, their success is hard to gauge: private
organizations tend to make bold statements
about the effectiveness of their programmes
without providing sufficient information or
adequate impact evaluations.

The engagement of some corporations in EFA
activities gives them an opportunity to influence
public policy in ways that may benefit their
business interests. While this can be beneficial
to education, their interventions should be
scrutinized as closely as those of aid donors.

As a crucial first step, all private organizations
seeking to contribute to EFA should provide
information on their commitments, including the
amounts allocated and how they are spent. This
would allow scrutiny to ensure that business
interests do not override collective goals,

while also giving information on the amount of
resources available to fill the EFA financing gap.

Their contributions would also be more effective
if they were coordinated with governments

and driven by countries’ needs. The Global
Business Coalition for Education is a particularly
promising way forward since it operates within
the framework of EFA goals.

Another way private organizations could support
government education efforts would be to
channel some of their funding through a pooled
mechanism. Global health funds, such as the
Global Fund to Fight AIDS, Tuberculosis and
Malaria, have been successful in this regard.
But the main existing mechanism in the
education sector, the Global Partnership for
Education, has not yet played this role
effectively. At present, the private sector has a
say in the partnership’s policy direction via a seat
on its board, yet pledges made by foundations
and corporations at the partnership’s
replenishment meeting will not be disbursed
through the pooled funding mechanism.

Bridging the gap

After a period of expanding education budgets,
which have contributed to some spectacular
outcomes, a period of uncertainty looms. The
economic downturn has hit richer countries, with
repercussions for aid to the poorest countries
that are furthest from achieving the EFA goals.

The decline in aid is likely to widen the education
financing gap, so innovative solutions will be
required to make up the shortfall. Aid from
emerging donors such as Brazil, China and India
is one possible resource, but is currently not
sufficiently targeted at those countries most in
need, so other sources of funding need to be
found. Natural resource revenues and private
organizations are two possible sources, but for
such contributions to be effective, more attention
must be paid to transparency and alignment with
EFA objectives.
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Youth and skills:
Putting education to work

If someone can give me the skills and the
opportunity to work, | know | can achieve
my goals.

- young woman, Ethiopia

The need to develop young people’s skills for
work has become urgent. Governments around
the world are grappling with the long-term
consequences of the financial crisis and the
challenges posed by increasingly knowledge-
based economies. If countries are to grow and
prosper in a rapidly changing world, they need to
pay even greater attention to developing a skilled
workforce. And all young people, wherever they
live and whatever their background, require
skills that prepare them for decent jobs so they
can thrive and participate fully in society.

The essential need for skills development for
youth was recognized in the third EFA goal,
focusing on ‘the learning needs of all young
people and adults’. Because of the vagueness
of the goal and uncertainty over how it should
be measured, however, it has not received the
attention it deserves from governments, aid
donors, the education community or the private
sector - and it is now more critical than ever.

Young people are more numerous than ever, and
their numbers are increasing rapidly in some

parts of the world. In developing countries
alone, the population aged 15 to 24 reached
over 1 billion in 2010. But jobs are not being
created fast enough to meet the needs of this
large youth population. Around one in eight
people aged 15 to 24 are unemployed. Young
people are about three times as likely as adults
to be unemployed. With youth unemployment
threatening to rise still higher, many young
people face the prospect of remaining without
secure work for years to come.

Youth unemployment is rightly rising up the
agenda, leading policy-makers to prioritize job
creation in private enterprises. While this focus
is warranted, the needs of millions of young
people who lack basic literacy and numeracy
skills continue to be ignored. These young
people are often working but earning wages
below the poverty line in the urban informal
sector, or farming smallholdings in a context of
ever-decreasing access to land. Their voices are
seldom heard in protests. Providing them with
opportunities to escape from low skilled, low
paid work should be at the core of every skills
development strategy.

All too often, access to skills is unequal,
perpetuating and exacerbating the disadvantage
that attends being poor, female or a member

of a marginalized social group. Young people
who have grown up in poverty and exclusion are
more likely to have had little education or to have
dropped out of school. As a result, they have
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fewer opportunities to develop skills for decent
jobs and hence risk further marginalization

in the labour market. That is why this Report
takes a special interest in identifying and
understanding the access disadvantaged young
people have to skills development that can lead
to better jobs - secure work that pays enough
to buy food and put money in their pockets, jobs
that can Llift them out of poverty.

This Report identifies three main types of
skills that all young people need - foundation,
transferable, and technical and vocational
skills - and the contexts in which they may
be acquired:

Foundation skills: At their most elemental,
foundation skills include the literacy and
numeracy skills necessary for getting work
that can pay enough to meet daily needs. These
skills are also a prerequisite for continuing

in education and training, and for acquiring
transferable and technical and vocational skills
that enhance the prospect of getting good jobs.

Transferable skills: Transferable skills include
the ability to solve problems, communicate
ideas and information effectively, be creative,

Youth, skills and work -

building stronger foundations

In many countries, the youth generation is
among the largest ever. These young people
will become an engine of growth if countries
can provide them with opportunities. But many
are not being adequately prepared for this role.
Unequal access to education locks many young
people, particularly young women from poor
households, into a life of disadvantage.

Providing equal opportunities in schooling,
while strengthening the quality of education,
is an important first step to ensure that young
people have the wide range of skills needed
to improve their job prospects. Yet many
young people have not had access to such
opportunities. These young people are the
most likely to be consigned to unemployment
or working for low pay.

A large youth population presents challenges
Every year the number of unemployed youth
Is increasing, not decreasing. Many students
are coming out of school every year and this
increases the number of unemployed youth
while the job opportunities are the same.

show leadership and conscientiousness, and

demonstrate entrepreneurial capabilities. People
need these skills to be able to adapt to different Around one in six of the world’s people are
work environments and so improve their chances aged 15 to 24. They are disproportionately

- young man, Ethiopia

of staying in gainful employment.

Technical and vocational skills: Many jobs
require specific technical know-how, from
growing vegetables to using a sewing machine,
laying bricks or using a computer.

The "Pathways to Skills' illustrated in the
Report can act as a tool for understanding
skills development needs and the areas
where policy action should be targeted. Young
people can acquire the three types of skills
through formal general education and its
extension, technical and vocational education.
Alternatively, those who have missed out

on formal schooling can benefit from skills
training opportunities ranging from a second
chance to acquire foundation skills to work-
based training, including apprenticeships and
farm-based training.

concentrated in some of the poorest countries.
The youth population is particularly large and
fast-growing in sub-Saharan Africa. Around
two-thirds of Africans are under 25, compared
with less than one-third in rich countries such
as France, Japan, the United Kingdom and
the United States. By 2030, there will be three
and a half times as many young people in sub-
Saharan Africa as there were in 1980. There
are also large numbers of young people living
in the Arab States and South and West Asia,
where around half are under the age of 25.

To accommodate the growing youth
population in the Arab States, South and West
Asia, and sub-Saharan Africa, an additional
57 million jobs need to be created by 2020 just
to prevent unemployment rates from rising
above current levels.
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First, however, governments must address the
enormous skills deficit that leaves young people
unemployable or trapped in subsistence work.
Creating more jobs will not fix the problem if a
sizeable proportion of young people do not have
the skills needed to fill them.

Wide inequalities leave many young people
lacking foundation skills
If I want to be someone high up | would have
to keep studying but, for economic reasons,
| can’t keep studying. | thought that | would
drop out to stop being a burden and pay for
my things, but | can’t find a job - how am |
supposed to keep studying?
- young man, Mexico

To be prepared for employment, all young
people need foundation skills acquired through
education that continues at least as far as lower
secondary school. But in thirty of the fifty-nine
countries covered by analysis carried out for
this Report, at least half of 15- to 19-year-olds
lack foundation skills. This is the case for
twenty-three of the thirty sub-Saharan African
countries in the data set.

Reasons for not achieving foundation skills vary,
requiring different policy responses. In Burkina
Faso, Mali and the Niger, around three in five
young people have never been to school by the
time they reach age 15 to 19, and so are highly
unlikely to ever have the opportunity. In many
sub-Saharan African countries, those who make
it to school often drop out before completing
primary school. In Rwanda, while most have
some experience of primary schooling, almost
half drop out before the end of the primary cycle.

In many low income countries, large numbers
are stillin primary school at 15 to 19, an age by
which they should have at least completed lower
secondary education. For the 35% still in primary
school in Uganda at this age, for example, the
chances of getting beyond this level are limited.

Even in countries where half of those aged

15 to 19 have completed lower secondary, such
as India, Indonesia and the Syrian Arab Republic,
there are many who have never been to school,
who dropped out before completing secondary
school, or who are still only in primary school.

Poverty is a barrier to education and skills. In
Egypt, one in five of the poorest do not make it
into primary school at all, while almost all rich
children get through to upper secondary.

Many children and adolescents not in school
because of poverty are working instead. In 2008,
an estimated 115 million 5- to 17-year-olds were
in hazardous work worldwide. Without the ability
to acquire skills, they are trapped in low paid,
insecure jobs for life.

Gaps between rich and poor tend to widen as
children get older, as those from disadvantaged
backgrounds increasingly need to contribute to
household income. In Colombia and Viet Nam,
almost all children go to primary school. But
while most young people from rich households
make it to lower secondary school, only around
two-thirds from poor households do in Viet Nam,
and around half in Colombia.

In most poor countries, girls are less likely than
boys to achieve foundation skills. In low income
countries, larger gender gaps appear for richer
families while opportunities are extremely
limited for both boys and girls from poor
households. In Burkina Faso, almost 60% of boys
from richer households reach lower secondary
school, compared with 40% of girls. Among the
poorest households, only 5% of children reach
lower secondary, but the same proportion of
poor girls and boys enrol.

The reverse is true in middle income countries,
where gender discrimination occurs among the
poorest households but most young people from
rich households, whether boys or girls, are able
to acquire foundation skills. In Turkey, there is
gender parity among rich families, but for poor
households, 64% of boys attain foundation skills
compared with 30% of girls.

Where young people live can further determine
their education opportunities, with rural/urban
or regional divisions reinforced by gender.
Young women living in rural areas are least
likely to acquire foundation skills. In Pakistan,
the share of 15- to 19-year-olds who have made
it to upper secondary is roughly twice as high

in urban areas as in rural areas. Nearly half of
rural females in the country have never been to
school, while this is true for only 14% of urban
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males. In Kerala, India, there is almost universal
coverage to foundation skills level but only 45%
get the same chance in Bihar: 57% of boys and
37% of girls.

Such differences in opportunities are no doubt
partly due to patterns of poverty, but they also
reflect unequal distribution of government
resources. In slums in Kenya, for example, many
children cannot hope to acquire foundation
skills for the simple reason that schools are

not available where they live. This highlights the
need to redistribute resources so that young
people are not denied access to the job market
because of their wealth status, gender and
where they live.

Young people need a second chance to
acquire basic literacy and numeracy
Currently, my education and skill level is
not sufficient, but if | could go to training in
the future, | believe | could achieve them
[basic skills].
- young woman, Ethiopia

The scale of the challenge of providing second
chances to all young people lacking foundation
skills is far greater than many governments
recognize. This year’'s EFA Global Monitoring
Report has calculated that in 123 low and middle
income countries, around 200 million of those
aged 15 to 24 have not even completed primary
school. This is equivalent to one in five young
people. Of these, 58% are female.

Regionally, almost one in three in sub-Saharan
Africa, and one in five in the Arab States, lack the
most basic skills. Over half of the 200 million live
in just five countries: Bangladesh, Ethiopia, India,
Nigeria and Pakistan. The majority of those who
lack foundation skills live in South and West Asia
(91 million) and sub-Saharan Africa (57 million).

Although there are numerous innovative second-
chance programmes around the world, many

of which are provided by non-governmental
organizations [NGOs), the number of young
people they reach only scratches the surface. An
assessment of some of the largest programmes
in seven countries indicates that they reach
around 2.1 million children and young people.
Yet this Report estimates that 15 million young

people in those seven countries need a second
chance to get the most basic skills.

It remains the case that the most cost-effective
way to provide basic skills is to make sure all
children can complete good quality primary
schooling and proceed to lower secondary
school. As long as this is still not a reality for
many, however, there is an urgent need to
ensure that all young people who miss out have a
second chance to achieve this goal.

Transferable skills: preparing for
the world of work
[School] teaches you how to communicate
with people and how a working environment
would be, in a way.
- young woman, United Kingdom

Employers want assurances that young people
applying for jobs have at least strong foundation
skills and can deploy their knowledge to solve
problems, take the initiative and communicate
with team members, rather than just follow
prescribed routines. These ‘transferable skills’
are not taught from a textbook, but can be
acquired through good quality education. Yet
employers often indicate that these skills are
lacking in new recruits to the labour market.

Evidence from rich countries shows that staying
in school longer helps assure the acquisition of
problem-solving skills. In Canada, around

45% of those leaving before completing upper
secondary lack these skills, compared with

20% who complete the cycle.

A good quality education will also boost
confidence and motivation. Transferable skills,
which could help many young people working
in the informal sector in poor countries become
successful in their jobs, can be developed
through formal education. More needs to be
done for disadvantaged youth to develop these
skills. Recognizing this, Akanksha, an NGO in
India, has introduced programmes in the slums
of Mumbai to improve disadvantaged children’s
self-esteem. The impact has been positive

and far-reaching - children who take part
show noticeable improvements in their school
performance and earnings.
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A hazardous transition from school to work
You look for a job and they ask that you
have a high school diploma but you don't.
- young woman, Mexico

Many young people face a difficult transition
from school to work. The disadvantage that
youth often experience in the labour market is
reflected in both a lack of jobs and the low quality
of jobs - including insecure, low paid work.
Factors linked to disadvantage in education,
such as poverty, gender and disability, are often
also associated with disadvantage in the labour
market. This is not a coincidence - unequal skills
development, social norms and labour market
discrimination combine to lead to this outcome.

Some young people, particularly in rich
countries, face long spells of unemployment
after leaving school. Around 13% of the world’s
youth were counted as unemployed in 2011 -
75 million young people, almost 4 million more
than before the economic crisis took hold in
2007. Unemployment rates are two to three
times higher for young people than for adults,
on average. They are six times as high for young
people in Egypt, two and a half times in South
Africa, four times in Italy.

While it might be expected that younger people
are more likely to be out of work than older
people as they wait to get their first step on the
ladder, in many countries the barriers to a good
job are almost insurmountable for the majority
of young people. In the mid-2000s, even before
the economic downturn took hold, 17% of

15- to 29-year-olds in Italy were unemployed
five years after leaving education.

Since the economic downturn set in,
opportunities for young people have diminished,
and those with lower levels of education have
been particularly affected. There were about

29 million fewer jobs globally in 2011 than before
the economic crisis. For example, unemployment
rates in Spain rose significantly between 2007
and 2009, particularly for those who had not
completed secondary education.

Unemployment figures, however, do not give

the full picture of the predicament facing many
young people. They hide the fact that some young
people stop looking for work because they do

not believe they will find any. People who are
neither in education or employment nor actively
seeking work are often classified as ‘inactive’,
even though their inactivity reflects the labour
market more than their own motivation. If those
feeling discouraged from finding work were

to be counted, unemployment rates of young
people would increase substantially, doubling in
Cameroon, for example.

Women are often a majority of those classified
as inactive. The gender gap is often very large
among young people who have dropped out

of the education system after completing only
primary school. In Jordan, over 80% of young
women with only primary education were not
actively seeking employment, compared with
20% of young men.

Young women also often work long hours in
household and informal work that is less visible
to policy-makers. Analysis for this Report of
recent labour force surveys in nine countries
found that more young women than men were
classed as inactive in all nine, often significantly
so. Fewer women than men try to find work,
often because of the unequal division of domestic
work and discrimination in recruitment practices.

Women who do find work are often paid less
than men. In India and Pakistan, men earn
60% more than women, on average. The wage
gap is widest for those with low levels of
literacy and numeracy. Yet education can
make a big difference to women's earnings.

In Pakistan, women with a high level of literacy
earned 95% more than women with no literacy
skills, whereas the differential was only 33%
among men.

Young people with disabilities have particular
difficulty gaining access to both education and
work. Very few young people in Kenya living with
disabilities study beyond primary level. They face
constraints in employment because of their low
level of education, little or no adaptation of their
workplaces, and limited expectations among
families and employers.

Many young people do not have the luxury of
remaining unemployed and are obliged to take
poor quality jobs that are insecure, low paid and
often require long hours. For some, this may be
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a stepping stone to more stable and fulfilling
employment. But for many, such work is a trap
that is difficult to escape.

Globally, an estimated 152 million young

people - 28% of all young workers - are paid
less than US$1.25 per day. In countries such as
Burkina Faso, Cambodia, Ethiopia and Uganda,
working below the poverty line is a much more
widespread phenomenon than not working at all.

Young people are more likely than adults to

be earning very low wages. In Ouagadougou,
Burkina Faso, older adults earn almost two
and a half times as much as young adults, on
average. While young people can usually expect
their pay to increase as they get older, earning
less than the minimum wage leaves them with
insufficient money to meet their daily needs.

In low income countries, less educated young
people, who cannot afford to wait for the right
kind of job, are at greatest risk of being in low
paid work. While this may be partly because
education levels tend to be low where there are
other barriers to finding work that pays well, it is
also likely that low levels of education are often
the main reason young people are in poorly paid
jobs. In Cambodia, for instance, 91% of young
people with no education work below the poverty
line, compared with less than 7% of those with
secondary education.

Young people living in rural areas in poor
countries are more likely to have left school
early, and to be in low paid work rather than
unemployed. In rural areas of Cameroon, for
example, the unemployment rate is only around
1%. Agriculture provides jobs for large numbers
of young people with lower levels of education, but
many are poorly paid. Two-thirds of rural youth
with no education work for less than US$1.25 per
day, with rural, uneducated women the worst off.

The effects of completing secondary education
on young people’s ability to find adequately
paid work vary by gender. In Nepal, young men
who have not completed secondary education
are more likely to earn an adequate wage than
better-educated young women - over 40% earn
above the poverty line, compared with fewer
than 30% of young women who have completed
secondary schooling.

Investing in skills for prosperity
There is a lack of education so we don't get
Jobs and can’t improve our life. There is no
growth for us.

- young man, India

Skills development is vital in reducing
unemployment, inequality and poverty, and
promoting growth. It is also a wise investment
- for every US$1 spent on education, as much
as US$10 to US$15 can be generated in
economic growth. If 75% more 15-year-olds

in forty-six of the world’s poorest countries
were to reach the lowest OECD benchmark for
mathematics, economic growth could improve
by 2.1% from its baseline and 104 million
people could be lifted out of extreme poverty.

The Republic of Korea went from being

poor to wealthy in just thirty years, partly

by emphasizing and planning for skills
development. The state upgraded the skills of
the whole population by achieving universal
primary, then secondary, education. It then
focused on supporting industries with skills
training. In short, the state played a key role in
matching skills supply to demand.

After decades of low or no growth, sub-
Saharan African countries experienced strong
growth in the 2000s. Over a third of countries
in the region have achieved growth rates of at
least 6%, and some hope to achieve middle
income status in the first half of the twenty-
first century. Experience from the Republic

of Korea and the other East Asian ‘tigers’
suggests that sustained growth in sub-Saharan
Africa will depend on sound economic policies
coordinated with government investment in
education and skills training that meets the
needs of the labour market.

Many governments neglect skills and

the disadvantaged lose out most

Despite clear evidence of the value of investing
in skills development, it is still not getting the
priority attention it merits. In an analysis of
forty-six countries with large youth populations,
most of them low and lower middle income, just
over half had, or were developing, some form of
policy document focusing on skills development
- either a technical and vocational education



OVERVIEW

and training strategy, or a broader skills
development strategy.

Where there are skills development plans,
many are fragmentary, poorly coordinated,

and inadequately aligned with labour market
demands and countries” development priorities.
Responsibility for skills development is split
between several agencies and accountability

is lost.

The lack of strategic planning for skills
development, including targets for reaching the
disadvantaged, shows the short-sightedness

of many development strategies. Of forty-six
countries reviewed for this Report, fewer than
half address skills development among youth in
the informal sector. A few, however, recognize
the need and are attempting to address it.

Ethiopia, for example, is making skills
development a cornerstone of its ambitious
and inclusive growth strategy, with the hope of
attaining middle income country status by 2025.
It aims to achieve universal secondary school
enrolment by 2020 while emphasizing skills in
the agricultural and industrial sectors. There

Is also substantial emphasis on increasing

L L L
e L L

productivity of micro- and small enterprises,
where many disadvantaged young people work.

Only around a quarter of country strategies
analysed seek to re-engage young people who
have dropped out of primary school in education
or training. Sierra Leone, for example, developed
a well-intentioned youth employment strategy
aimed at training in entrepreneurial skills. In a
context where about 57% of 15- to 19-year-olds
dropped out before completing lower secondary
education, the strategy did not give sufficient
attention to youth who lack foundation skills
and therefore need second-chance education
programmes.

Young people are rarely able to contribute to
policy-making, but it is important for their voices
to be heard. Those aged 15 to 24 constitute
almost a sixth of the global population, and often
form the most dynamic section of society, as well
as its most vulnerable and most powerless. They
have a deeper understanding than policy-makers
do of the realities of their own lives, including

the experience of education and training and

the challenge of finding a good job. Even where
youth are invited to participate, the voices of the
disadvantaged are unlikely to be heard. Youth
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consultations tend to be dominated by educated
and privileged urban youth, while the voices of
the poor majority are rarely included.

Boosting finance to bring skills to
disadvantaged youth

There is an urgent need for donors to commit to
skills development in three ways: by supporting
country programmes to ensure that all young
people can stay in school at least until lower
secondary level, by supporting second-chance
programmes for young people who have not
had the opportunity to gain basic literacy and
numeracy skills, and by giving disadvantaged
youth training to improve their chances of
earning a decent wage.

This approach requires more and better-
targeted funding. Simply enrolling all young
people in education up to lower secondary level
would cost US$8 billion annually, in addition to
the US$16 billion needed to achieve universal
basic education by 2015. Those needing
education and training are mainly from the
poorest households, so they cannot bear the
cost themselves. Governments, with the support
of aid donors, need to extend their support to
make sure all young people get a chance to
acquire foundation skills either through formal
schooling or second-chance education.

Although there is undoubtedly more that can be
done, many poor countries have increased their
support for education over the past decade.
Even so, spending on secondary education is
often squeezed in favour of higher education.

In addition, some donors provide significant
support to the development of foundation skills.
An estimated US$3 billion was spent last year
by all donors on skills development, around
40% of which was on formal secondary general
education and vocational training.

Some donors prioritize spending in this area,
with Germany being the biggest, followed by the
World Bank, France and Japan. Some smaller
donors, including Luxembourg and Switzerland,
have also concentrated their education support
on skills development. Countries such as Japan
have built on their own experience of achieving
impressive growth through skills development.

Much of France's funding does not reach
developing countries, however: over

60% of the US$248 million that France
disbursed for secondary general education
and vocational training in 2010 went to two
overseas French territories.

There are two potential avenues for increasing
external financing for education: redistributing
funds currently spent on scholarships that
bring young people from developing countries
to study at tertiary level in developed countries,
and encouraging emerging donors to engage
more effectively in skills development, with a
greater focus on disadvantaged youth.

While aid to higher education can in some
circumstances play an important role

in supporting capacity development, it
unfortunately rarely reaches developing
countries. In 2012, for the first time, the
OECD-DAC required donors to report the share
of aid disbursed for post-secondary education
that was allocated to scholarships and imputed
student costs (costs incurred by donor-country
institutions when they receive students from
developing countries). Around three-quarters
of direct aid to post-secondary education -
equivalent to about US$3.1 billion - disbursed
in 2010 fell into those categories.

In 2010, almost 40% of Japan’s direct aid to
education went to scholarships for students
studying in Japan. For the amount it costs for
one Nepalese student to study on scholarship
in Japan, as many as 229 young people

could have access to secondary education

in Nepal. Germany’s aid disbursements to
scholarships and imputed student costs were
almost eleven times the amount it spent on
direct aid to secondary general education
and vocational training in 2010. France's aid
disbursements to scholarships and imputed
student costs were four times the amount

it spent on direct aid to secondary general
education and vocational training in 2010. If
some of the US$3.1 billion currently being
spent by donors on students to study in their
countries were redirected back to developing
countries, it could help address the huge gap
in foundation skills.
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Emerging donors such as Brazil, China and
India could become important players in aid
to skills development. To do so, they will need
to focus more on education and target their
financing at disadvantaged young people,
learning from their own experience of linking
investment in skills development with labour
market reforms and poverty reduction.

Just 2% of India’s commitment of around
US$950 million annually to other developing
countries from 2008 to 2010 was directed at
education. As with other emerging donors,
much of this will focus on higher levels of
education that are not within the reach of
disadvantaged young people.

The private sector also needs to invest more in
skills training, particularly as it stands to gain
from a skilled workforce capable of boosting
productivity and competitiveness, as industries
in Germany and Switzerland that have engaged
youth in apprenticeships have found. Private
foundations are supporting innovative projects.
Notably, the MasterCard Foundation provides
funding for programmes that help youth

gain the skills they need to find employment.
However, the amount foundations currently
provide is very small compared with the scale
of the challenge.

With funds coming from several different
sources, governments must coordinate to
maximize the impact of these resources and
ensure that disadvantaged youth receive due
attention. One way of streamlining spending is
through well-managed training funds that pool
financing from different sources - including
earmarked taxes and levies on companies,

as well as funds from aid donors - for
governments to manage and disburse, while
the private sector provides training. Nepal's
Employment Fund is one example of such an
approach to extending training to disadvantaged
young people. Where training funds have been
well-managed, the impact has been positive.
Tunisia set up a training fund in 1999 and has
reached over a quarter of all unemployed young
people with skills development.

Secondary education:

paving the way to work

Secondary school is a crucial way for young
people to acquire skills that improve their
opportunities for good jobs. High quality
secondary education that caters for the
widest possible range of abilities, interests
and backgrounds is vital not just to set
young people on the path to the world of
work, but also to give countries the educated
workforce they need to compete in today's
technologically driven world.

Worldwide, 71 million adolescents are not
enrolled in school. Even in countries where
overall enrolment is high, significant numbers
leave school early. On average, 14% of young
people in European Union countries reach

no further than lower secondary education.

In Spain, as many as one in three drop out of
secondary school, which is a cause for concern
given the severity of the economic crisis and

an unemployment level among young people of
51% in March 2012. Attention is needed in all
countries to assure the relevance of secondary
education to the world of work.

Removing the barriers to secondary
education
I had no money for books and uniform. The
financial situation of the family was bad. | had
to supplement family income by working for
daily wages, for the very survival of the family.
Earning money was more important for me
than going to school.
— young man, India

In many poor countries that need to expand
secondary enrolment from a low level, the
immediate problem is still ensuring that
children complete the primary cycle. In the
Niger, where only one in five are enrolled
in lower secondary school, the primary net
enrolment ratio is just 62%.

For children who do complete primary school,
the costs of secondary schooling can be
prohibitive. Secondary schools are often located
in urban areas, limiting access for those from
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rural poor households who cannot afford the
cost of transport. Social and cultural barriers
can prevent girls from continuing with schooling
once they reach adolescence. Governments
need to carry out reforms to specifically address
these barriers, and so enable young people to
consolidate foundation skills.

Some sub-Saharan African countries have
boosted lower secondary enrolment by linking
primary and lower secondary education. In
Rwanda, for instance, the introduction of a nine-
year basic education cycle and the elimination of
fees for lower secondary school in 2009 boosted
the number of lower secondary students by 25%
within a year. In addition, the curriculum was
redesigned to focus on fewer core subjects, and
a new assessment system was introduced.

Fees, whether official or unofficial, dispropor-
tionately affect youth from poor families,
preventing them from enrolling and continuing
with secondary education. If measures to
remove fees are not targeted to reach the
disadvantaged, they can favour the non-poor.
Kenya abolished fees for secondary school, for
example, increasing enrolment from 1.2 million

in 2007 to 1.4 million in 2008. Governments
compensated schools with US$164 per student
- ten times the amount received per pupil for
primary school. Because fewer poor children
make it to secondary school, they stand to
benefit least from this policy.

Deeply engrained social, cultural and economic
barriers, such as early marriage, often prevent
young women from continuing education.
Becoming a mother cuts education short for
many, and they face considerable obstacles
against returning to school. More than one

in ten women aged 15to 19 are pregnant or
mothers in sub-Saharan Africa, Latin America,
and South Asia, and the proportion rises

to 30% or more in Bangladesh, Liberia and
Mozambique.

Even where the law assures the right to
education of young mothers, more has to be
done to empower them to take advantage of
that right. In Jamaica, a foundation provides
support, including food and transport costs, to
help mostly poor pregnant girls and mothers
under age 16 to re-enter school after giving
birth. The programmes have increased the
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likelihood of young mothers completing high
school from 20% to 32%.

Making secondary education more relevant
to the world of work

Secondary education should build on foundation
skills and provide equal opportunities for all
youth to develop transferable and technical

and vocational skills to find a good job or for
further education. A common curriculum in
lower secondary school helps give all children
an equal chance of consolidating foundation
skills. When students at greater risk of school
failure are grouped together, lower expectations,
a less stimulating learning environment and
peer effects often diminish their learning
achievement. For this reason, some low and
middle income countries, such as Botswana,
Ghana, South Africa and Uganda, have developed
a common curriculum framework, together with
new assessment practices, learning materials
and teacher training activities.

At upper secondary level, young people need
to learn transferable skills to smooth the
transition from school to work, and technical
and vocational skills for specific trades or
sectors of work. Combining all these skills
equally and tailoring them to the needs of
the local market provides a good curriculum
balance that can benefit all.

Pushing low performing students into technical
and vocational training can cement social
inequality and result in employers devaluing
these programmes. In eighteen of twenty-two
countries in the 2009 PISA survey, students
streamed into vocational schools had lower
socio-economic status, on average, than their
peers in general education. The four countries
where performance gaps were widest between
those in secondary general education and
technical and vocational education were

ones where the proportion of those from
disadvantaged backgrounds in technical and
vocational education was greatest.

Experience from OECD countries suggests
that when technical and vocational subjects
are introduced alongside general subjects
and made more relevant to the labour market,
enrolment and completion rates can increase.

Making the curriculum more flexible in upper
secondary schools in terms of subject choices
and allowing a route back to further education
can result in benefits for all students, as
Singapore’s experience has shown. There are
some impediments to this approach, however.
Many developing countries lack the resources,
materials and qualified teachers to offer such
flexibility effectively. After Ghana introduced a
diversified secondary curriculum, numbers in
vocational courses rose by about 50% but the
cost of delivering the new courses was as much
as twenty times more in rural schools than in
urban schools even though quality in rural areas
was poor. If it is not possible to train and supply
teachers for technical and vocational subjects
and distribute resources equitably, students in
rural areas may end up with low quality training.

Strengthening the links between school

and work
In colleges and in schools as well, they
should do more, not just a day release where
you go off and do a bit of work experience;
they should do it like if they have two days in
school, three days in placement, just balance
it out. That way you're in school, you're
learning what you need to learn and you're out
there trying to get some experience.

- young woman, United Kingdom

School leavers are often told they are not
suitable for a job because they have no

work experience. Linking schooling with work-
based programmes through internships and
apprenticeships has the potential to help
young people learn practical problem-solving
skills and practise crucial workplace skills.
Apprenticeships have proven particularly
successful in some contexts. The German
dual model, for example, combines structured
training within a company and part-time
classroom tuition. It works well in Germany
because of strong regulation and partnerships
between government, employers and employees.

Because apprenticeships often lead to
employment, they can also motivate young
people to stay in school and complete their
education. In France, going through an
apprenticeship increases the likelihood of being
employed three years after completion.
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Apprenticeships can be of particular benefit
to the disadvantaged, but apprenticeship
programmes can be discriminatory. In the
United Kingdom, 32% of black and other
ethnic minority youth enter apprenticeships,
compared with 44% of young white people.
Women are less likely to find apprenticeships,
and those who do earn 21% less from these
opportunities than men. Career counselling
can help more disadvantaged young people
find and stay in apprenticeships, or ease the
transition to work as experience from Japan
has shown.

Formal apprenticeships are much more difficult
to implement in poorer countries, but can work
under appropriate conditions. Egypt adapted the
German model to its own context, with business
associations playing a key role in providing
training places. A third of graduates from the
programme were able to find work immediately
and about 40% continued in further education.
Such systems, however, rely strongly on trust
between government and employers, which is
not easy to find in many low income countries
that have a large informal sector.

Transferable skills for all: a desirable but
challenging goal

Skills learned at school need to extend beyond
subject knowledge. Applying knowledge to
real work situations, analysing and solving
problems, and communicating effectively
with colleagues are all crucial elements of
skills development that young people need

if they are to obtain good jobs in a global
economy increasingly driven by technology.
Recognizing this, some countries are striving
to incorporate transferable skills into their
curricula. Denmark, New Zealand and Hong
Kong [Chinal, for example, all specify problem
solving as a key curriculum feature.

The use of ICT in education is gathering
momentum across the world. It not only
improves the learning experience and reduces
dropout, but also prepares young people for
work. Computers may be too expensive or scarce
for some schools, especially in poorer countries,
but radio and mobile phones have wide reach in
remote areas. Interactive radio instruction, as

used in Honduras and South Sudan, for example,
offers opportunities to improve learning for
disadvantaged groups at low cost. Its use has
enhanced performance by up to 20%.

Providing alternative routes for

early school leavers

Large numbers of young people drop out before
completing secondary school, even in middle
and high income countries. Those leaving
school early are more likely to be from poor and
disadvantaged households. Targeted support is
required to enable them to continue with their
learning so that they acquire the qualifications
and skills needed to benefit from employment
opportunities.

In the Netherlands and the Philippines,

schools have adopted flexible approaches to
support those at risk of dropping out, including
allowing re-entry at any paint in the school year.
In New York City, where one in five of those
aged 17 to 24 is neither in school nor in work,
two programmes targeted vulnerable youth in
neighbourhoods with paid internships, individual
counselling and workshops. This approach
resulted in over half finding work within nine
months, and around a fifth re-entering courses
to learn foundation skills.

Alternative approaches to learning skills
outside secondary school, such as open and
distance learning and community training
centres, need to be carefully attuned to local
labour market needs and backed by long-term
financial commitment. Moreover, the skills
acquired need to be ones that are formally
recognized by employers.

National qualification frameworks can provide
employers with information on the learning
attained by youth who follow alternative
learning pathways. If carefully designed,
they can bring greater clarity to otherwise
fragmented standards and qualifications
systems operating outside formal secondary
education. Implementing them effectively,
however, is not easy. It requires close
cooperation between interested parties,
including government, training institutions,
employers and trade unions.



OVERVIEW

Skills for urban youth:

A chance for a better future

Today’'s urban youth population, the largest in
history and still growing, is better educated
than previous generations and represents a
powerful force for political and social change,
as well as economic growth. As a result of

natural increase and migration from rural areas,

it is estimated that virtually all the world's
population growth will be concentrated in urban
areas over the next thirty years, with more
people living in urban than in rural areas in all
developing regions by 2040.

Many urban poor lack foundation skills
Rapid urbanization has led to substantial urban
poverty, manifested in the growth of slums

and informal settlements. One in three people
living in today’s cities are slum dwellers, rising
to two in three in sub-Saharan Africa. In all,
latest counts show more than 800 million people
living in slums, a figure that is expected to rise
to 889 million by 2020. Young people make up a
disproportionate share of those living in these
settlements. Skills training and work can offer
them an alternative to the poor conditions in
which they live and struggle to find decent jobs.

The extent of education deprivation among the
urban poor is often overlooked. Inequalities
within urban areas are often extreme - implying
that slum dwellers do not necessarily live better
than the rural poor - and the extent and depth of
urban poverty are underestimated.

While education opportunities are more
widespread in urban areas than rural ones in
many developing countries, the difference in
acquisition of foundation skills between the
urban poor and rural poor is not large. Across
forty-five low and middle income countries,
the urban rich are far more likely than the
urban poor to have continued at least until the
end of lower secondary school. In ten of these
countries, the proportion of those aged 15 to 24
lacking foundation skills is even higher among
the urban poor than among the rural poor.

In Cambodia, for example, 90% of urban poor
youth have not completed lower secondary
education, compared with 82% of the rural poor
and 31% of the urban rich. In Kenya, where
60% of Nairobi's inhabitants live in slums, low
levels of formal education for youth due to a
lack of secondary schools in slums limit their
opportunities of finding decent jobs.
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Employment for poor urban youth
is mostly informal
It is difficult to find a job that lasts long. The
longest period of work is not more than a
week. And for my work | earn 30 birr [US$1.70]
per day.
-young man, Ethiopia

A lack of skills and education for the urban poor
leaves the vast majority working in small and
microbusinesses operating informally with no
business records, legal status or regulations.
Such informal work includes subsistence
activities, such as waste-picking and street
vending, as well as sewing and garment-
making, car repair, construction, farm work
and craft-making. Informal and unregulated,
these jobs are often low paid and fragile, with
bad working conditions.

While the number of people worldwide trapped
in vulnerable, unregulated work is hard to
measure accurately, the International Labour
Organization (ILO) estimates it at 1.53 billion.
The informal sector accounts for as much as
70% of non-agricultural employment in some
sub-Saharan African countries, and more than
half in poorer countries of Latin America. Itis
also the main employer for many workers in
South and West Asia.

Discrimination both in education and in labour
markets denies opportunities to certain groups.
Young women in many contexts face limited
mobility and access to education and training, as
well as to paid work, while experiencing a heavy
burden of unpaid, domestic work. More women
than men are employed either in the informal
sector or informally in the formal sector in
twenty-five out of thirty-nine countries in a recent
ILO survey. The range of activities women engage
in is constrained: many are confined to home-
based work, and women are overrepresented in
the most informal and insecure activities, such
as waste-picking and street vending. Once in
work, they are also likely to earn less than men.
In greater Buenos Aires, for example, women in
informal companies earned 20% less than men.

The informal sector can become a more
attractive option when young people have the
appropriate skills. Informal sector workers in

seven West African capitals who had completed
primary or lower secondary education could
earn 20% to 50% more than those without
qualifications, in most cases. But many enter
the informal sector lacking foundation skills. In
Rwanda in 2006, only 12% of those working in
the informal sector had studied beyond lower
secondary level, compared with 40% in the
formal sector.

Expanding skills training opportunities for
disadvantaged youth

As the effects of the economic downturn
continue, the sheer number of young people
earning wages below the poverty line in low
skilled informal jobs is growing. They should

be a key concern in national skills development
strategies, yet this is rarely the case. The review
of forty-six developing countries conducted

for this Report shows that most do not have

a national skills development strategy that
explicitly addresses the urban informal sector.

India, one of the few countries targeting this
issue, has developed a strategy on informal
workers. It has also developed a National Policy
on Street Vendors which states that, as India’s

10 million street vendors run microenterprises,
they should receive training to upgrade their
technical and business skills so they can increase
their income and look for alternative work.

Second-chance programmes are vital to equip
the urban poor with literacy and numeracy skills.
Although there are many innovative approaches
run by NGOs, second-chance opportunities in
the parts of the world where they are needed the
most are often small in scale. They also tend to
be poorly coordinated, and governments often
have little information about their activities.

Extending foundation skills to those aged

15 to 24, and combining that with vocational
training, can help them find secure work. The
Training for Employment project in Nepal for out-
of-school young people is one such programme.
It has been successful in reaching marginalized
groups - 66% of its students belonged to
disadvantaged castes or ethnic minarities. A
tracer study covering 206 project graduates
reported that 73% had found employment.
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A potentially effective way of delivering skills
training is to combine it with microfinance

or social protection programmes that help
beneficiaries overcome poverty constraints in
the short term. Chile Solidario, introduced in
2002, provides cash transfers together with
other forms of support, including preferential
access to training aimed at increasing
employability, with a focus on poor women
with low educational attainment and little or
no professional experience. Employment grew
by up to four to six percentage points among
women who entered the programme in 2005,
partly through increased participation in the
training programmes.

Programmes that offer classroom training
and work experience in basic and specific
trades, alongside life skills, job search
assistance, counselling and information

to enhance employability, have been
successful in some parts of the world, notably
Latin America and the Caribbean. These
programmes target disadvantaged urban
youth, especially young women, with particular
success. In Colombia, the wages of women
who had completed the Jovénes en Accién
programme rose by an average of almost
20%. Their chances of formal employment
also increased as a result of the combination
of classroom training and on-the-job training
in a wide range of activities that were closely
linked to demand in the labour market. In
Peru, the PROJoven programme improved
men’s chances of finding work by up to 13%,
and women'’s by up to 21%.

Most Jévenes programmes in Latin American
countries have been integrated into national
public training institutions or replaced by
other similar interventions, notably Entra 21.
They provide useful models for other ountries,
including in the Arab States, showing that
well-targeted programmes can improve the
employment fortunes of many disadvantaged
young people. They can be costly, however,
and require enough companies able to
participate, which may not be possible in parts
of sub-Saharan Africa, for example, where
the numbers employed in the formal sector
are small.

Beyond foundation skills for

disadvantaged youth

Where young urban people already have
foundation skills, governments need to target
and support training in transferable and
technical skills, especially in small and medium-
sized informal businesses with growth potential.
Traditional apprenticeships are one approach
that can reach large numbers of young people
employed in the informal sector. They can

be cost effective, have immediate practical
relevance and often lead to employment.

It is important, however, to ensure that
access to apprenticeship training is equitable.
In Ghana, only 11% of the poorest quintile

of young people had been through an
apprenticeship as opposed to 47% of the
wealthiest. Similarly, apprenticeships are
often in trades more accessible to male
workers and so disadvantage women.

Reforms aiming to transform traditional
apprenticeship into a dual apprenticeship
system were developed in the 1990s and

2000s in several countries, including Benin

and Togo. They combine theoretical learning
with practical training. This approach requires
agreement between the government, groups
representing informal workers and craftspeople
willing to take apprentices. If successfully
implemented, dual apprenticeship can become
an effective and sustainable part of national
technical and vocational education and training
systems. In Burkina Faso, the costs of reformed
apprenticeships were about one-third as much
as formal training courses, for example.

Gradually recognizing traditional apprenticeships
formally may be an easier policy option than
transforming them completely into dual
apprenticeships for countries with limited
institutional capacity, as experience in Cameroon
and Senegal illustrates. Such initiatives

may be particularly efficient if designed and
implemented in cooperation with informal sector
associations or other professional organizations.

Gradual adoption of formal status can include
regulations to protect apprentices from
exploitation, a common concern in traditional
systems. They include limits on daily and weekly
working hours, a ceiling on the number of years
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of training for each type of occupation, and safety
measures. Certifying apprentices’ skills and
work experience through a national qualification
framework can further enhance the value of this
training and boost their employability.

Another route out of subsistence work is self-
employment. Many young people in urban
centres in the Arab States and sub-Saharan
Africa see this as a viable option. In 2008,

a survey in Egypt revealed that about 73%

of young people would be happy to become
entrepreneurs. Entrepreneurial skills, however,
are lacking among poor urban youth.

Experience from Bosnia and Herzegovina

and Ghana shows that the impact of
entrepreneurship training is reduced where
participants lack foundation skills and do not
have access to other forms of support, including
the assets required to set up a business, enabling
them to apply their newly acquired skills.

Curriculum design of entrepreneurship training
targeting disadvantaged urban youth, therefore,
needs to factor in training in basic literacy and
numeracy skills and combine this with resources
to start a business to give young people a better
chance of succeeding.

Skills for rural youth - an escape
route from poverty
I'am from the countryside. It is known that
education is not given that much attention in
rural areas; families do not encourage their
children to go to school. | started learning
all by myself as | had the desire. But to be a
student you need educational materials and |
couldn’t afford those.
- young man, Ethiopia

The majority of the poor - 70%, or about

1 billion people - live in rural areas,
predominantly in low and some middle income
countries. They are heavily concentrated in
sub-Saharan Africa and South Asia, where
most are dependent on a combination of
small-scale farming, seasonal casual labour
and microentrepreneurial activities with low
earnings potential. As the world population
continues to grow and demand for food rises
while land becomes more scarce, skills
development is vital so that young people in
rural areas can learn to adopt new technologies
in agriculture, and have greater opportunities
for non-farm work.
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In rural areas, young women are more
disadvantaged than young men

In rural areas many poor young people,
especially young women, lack foundation skills,

locking young generations into subsistence work.

The gender gap is most pronounced in countries
where the majority of rural people do not make
it to the end of lower secondary school. In Benin,
Cameroon, Liberia and Sierra Leone, around
85% of young rural women lack foundation
skills, compared with less than 70% of young
men. Even in Turkey, a middle income country,
the rural gender gap is wide - 65% of young
women do not complete lower secondary school,
compared with 36% of young men.

Women not only have lower levels of
education, but also fewer assets, and are

less able to migrate. They are often left behind
to do low skilled tasks that others are unwilling
to undertake.

Enhancing the education and skills of young
people in rural areas, and young women

in particular, would not only expand their
opportunities, but could also increase their
productivity, with gains for their families as
well as the wider economy. In rural China,
wages are significantly higher for those
involved in non-farm work who have at least
some post-primary education.

Rural youth with foundation skills have a
better chance of non-farm work. Across eight
countries analyzed for this Report, the higher
the level of education, the more likely it is that
a young person is involved in non-agricultural
employment, with similar patterns for women
and men. In Turkey, 23% of those with no
education are involved in non-farm activities,
compared with 40% of those with primary
education and 64% of those with at least
secondary education.

Addressing rural training needs

Of the national plans of forty-six countries
analysed for this Report, only about half
acknowledged the specific training and skills
needs of the rural poor in their national plans.
Countries that do prioritize the needs of the
rural poor, however, can reap rewards. In
China, from the 1970s, focusing on productivity

for smallholder farmers and non-farm self-
employment reduced the number of those living
below the poverty line.

Ensuring that all young people have access

to foundation skills is an immense challenge

in rural areas because of the dispersion of
populations and the numbers involved. However,
youth in rural areas will not benefit from training
programmes if they lack basic skills that

would allow them to understand and apply new
technology in business and farming. Extending
coverage of formal primary and secondary
schooling and improving its relevance to rural
environments are key priorities. Emphasis
should also be given to second-chance
programmes that provide basic skills combined
with skills training related to agricultural and
non-farm activities of rural people.

In Malawi, where 85% of the population live in
rural areas, and around half of children starting
primary school drop out, a second-chance skills
training programme has produced remarkable
success. Targeting those living in rural areas
who have never been to school or dropped

out, it resulted in over half the learners either
completing the course or returning to primary
school. Participants also achieved better results
in literacy and numeracy than those in formal
schooling. Similar initiatives are needed in many
poor countries with large numbers of rural
people who have little or no education.

Programmes also need to tackle the specific
difficulties faced by young women. In Egypt in
2008, 20% of rural women aged 17 to 22 had

less than two years of schooling. Many are likely
to marry young. Ishraqg, a programme in Egypt,
tackles social stereotypes directly, working with
rural families, local leaders and communities to
include them in determining the rationale behind
literacy and numeracy skills programmes for
girls. Over nine out of ten of the first graduates of
the Ishrag programme passed their final exams.

Including literacy, numeracy and other skills
training in microfinance and social protection
programmes for poor rural women increases
their chances of moving out of poverty. Two
pioneers are BRAC in Bangladesh and Camfed
in Africa. BRAC provides poor rural families with
an asset, such as a cow, from which to earn a
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living. It also provides training in microfinance
and marketing to improve the profitability of the
investment. As a result, income per household
member has almost tripled. Camfed targets
poor rural adolescent girls, providing business
management skills, a grant, microloans and
peer mentoring. Its approach has resulted in
over 90% of the businesses created by the young
women turning a profit.

Bringing additional skills to rural youth

To make sure work in rural areas is attractive
for young people, it is vital to provide training
beyond the foundations so that smallholders can
strengthen agricultural productivity and non-
farm workers can enhance their business and
finance skills.

Forming associations can help smallholders
gain skills while strengthening their common
voice. Farmer field schools and cooperatives
are two approaches that have proved
successful. In Kenya, Uganda and the United
Republic of Tanzania, farmer field schools have
led to significant improvements. The approach
has been particularly beneficial for those with
low levels of literacy. Crop value per acre
increased by 32% on average across the three
countries, and by 253% for those who had not
had any formal schooling. Income increased by
61% on average, and by 224% for households
whose heads had no previous schooling.

An effective way to promote productive learning
and practical use of new skills is to demonstrate
them using radio and video. Experiments in
Burkina Faso, India and the Niger have shown
the potential benefits of augmenting training
with ICT, especially radio, which can reach large
numbers of disadvantaged farmers.

Innovative training programmes for non-
farm work can be beneficial in encouraging
young people to remain in rural areas.
Several programmes aimed at providing
entrepreneurship and microbusiness skills
for disadvantaged young people, including
indigenous youth, have been developed on a
large scale in rural areas of Latin America.
Many of these have shown impressive results.

In Mexico, the JERFT programme (Young Rural
Entrepreneur Programme and Land Fund) began
in 2004 to address young people’s lack of access
to land and the need for a new generation of
young rural entrepreneurs. The programme,
which targeted indigenous groups, aimed

to enable beneficiaries to start sustainable,
profitable agribusinesses. Within a year,
participants had increased their income by
one-fifth.

Whether in agriculture or not, it is essential

for training to be adapted to each local

context, filling clear gaps in the skills base in
the local area. Training for Rural Economic
Empowerment (TREE), designed by the ILO,
takes this approach, helping match supply with
labour market demand, resulting in strong
successes in very varied contexts on different
continents. In Bangladesh, it has helped women
enter non-traditional trades such as appliance
and computer repair. The approach combines
technical and business training with training in
gender issues and gender sensitization sessions
for trainees’ families, communities and partner
organizations.
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Youth skills: pathways to

a better future

The need to take action in support of skills
development for young people has become
urgent. This Report identifies the ten most
important steps that should be taken.
These can be tailored to fit country-specific
circumstances and needs.

|1|Provide second-chance education

for those with low or no foundation skKills
Providing second-chance education to the

200 million young people in low and lower
middle income countries who did not complete
primary school requires well-coordinated

and adequately funded programmes on a
much greater scale. With the support of aid
donors, governments should make this a
policy priority, including it in education sector
strategic planning that sets targets to reduce
significantly the large number of young people
without foundation skills. Budgetary allocations
based on the number of disadvantaged youth
requiring a second-chance education should
be identified and included in the national
budget forecast.

|Z| Tackle the barriers that limit access

to lower secondary school

Countries with large numbers of young people
who lack foundation skills need to start by
tackling the barriers that exclude many
disadvantaged children and adolescents from
participating and progressing in education
through to at least lower secondary level.
Abolishing school fees and providing targeted
financial support, linking lower secondary to
primary schools, providing a common core
curriculum to equip all children with core skills,
ensuring that there are enough government
school places and assuring accessibility in
rural areas are key measures that can improve
access to lower secondary school.

A global target should be set to ensure all
young people benefit from lower secondary
school, with the aim of achieving universal lower
secondary education of acceptable quality by
2030. Long-term education plans should identify
strategies and financial resources required to
meet this goal.

Make upper secondary education more
accessible to the disadvantaged and
improve its relevance to work

Upper secondary education must be in tune
with the skills needs of the labour market.
First, it has to strike a balance between
technical and vocational and general subjects
by providing flexibility in subject choices and
links with the workplace.

Second, secondary school curriculum reforms
should focus much more on developing in
learners the capacity to solve problems, and
tap into the potential of ICT to help learners
develop the skills required in a labour market
that is increasingly dependent on technology.

Third, flexible opportunities should be offered
to students who are at risk of dropping out

of secondary education. Distance education
centres can be set up to cater for the learning
needs of disadvantaged youth. Appropriate
recognition should be given to skills gained
through alternative learning pathways that
offer a route back into education or provide
similar secondary qualifications that are
recognized in the workplace.
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E Give poor urban youth access to skills
training for better jobs

Public interventions building on traditional
apprenticeship systems should strengthen
training by master craftspeople, improve
working conditions of apprentices and ensure
that skills can be certified through national
qualification frameworks. As well as enhancing
the legitimacy of traditional apprenticeships,
such measures will ensure that they meet
business and industry standards, and will
improve apprentices” access to a wider range
of better-paid jobs.

Strategies should provide skills training to
young people who aspire to be entrepreneurs,
but must not stop there. Providing young
people with access to funds to start businesses
can help them use their skills successfully.

E] Aim policies and programmes at

youth in deprived rural areas

Many rural young people need to be given a
second chance to acquire foundation skills,
together with training in agricultural techniques
that can help enhance their productivity. Farmer
field schools and training via cooperatives,
which are attuned to the local needs of farmers,
are particularly successful. Since many rural
youth also work off the farm, training in
entrepreneurship and financial management
can widen their opportunities. This is important
where farmland is becoming scarce, and to
provide opportunities to encourage young people
to remain in rural areas.

|§| Link skills training with social protection
for the poorest youth

Combining microfinance or social protection,
such as productive asset transfers, with
training in basic literacy and numeracy as

well as livelihood skills has been shown to

be successful in helping counter the multiple
forms of disadvantage that can lock youth

into poverty.

Prioritize the training needs of
disadvantaged young women

Targeted programmes that address the
multiple causes of disadvantage that young
women face have proved effective. Providing
young women with microfinance and livelihood
assets, and stipends until assets start to yield
income, together with the skills needed to
make the most out of these assets, gives them
greater control over their own resources in
ways that benefit them and their families.

Harness the potential of technology to
enhance opportunities for young people

ICT can be used to bring skills training to a
larger number of youth. Even basic technology
such as radio can play an important role in
skills training, particularly for people in remote
rural areas. Such methods should be exploited
further to enhance training opportunities for
young people.
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|E| Improve planning by strengthening

data collection and coordination of

skills programmes

Government leadership is important in
coordinating the diverse range of actors involved
in skills training and associated programmes

to ensure that they reflect national priorities
targeting the most disadvantaged youth. Doing
so will reduce fragmentation and duplication of
effort, and assure equitable access.

More and better data are needed for national
governments and the international community
to monitor accessibility of skills development
programmes and so to plan more effectively. For
reporting to the UNESCO Institute for Statistics,
better information on lower and upper secondary
education is needed. This should include more
information on dropout and completion, and on
subjects taken, including details on academic as
well as technical and vocational areas, enabling
analysis of choice of subject by gender.

Better data are also needed on skills development
programmes beyond the formal school system,
such as second-chance programmes and
traditional apprenticeships, linking these data
with labour market information. Given its
expertise in this area, the ILO could take on the
responsibility for gathering and disseminating
such data from national governments. The
international community should also build

on recent developments to measure a range

of skills of youth and adult populations more
systematically.

Involving young people, especially those
facing disadvantage, in planning is vital to
identify constraints and appropriate solutions.
Governments also need to work more closely
with businesses and trade unions to improve
the relevance of skills training efforts in

the workplace.

Mobilize additional funding from
diverse sources dedicated to the training
needs of disadvantaged youth

There is an urgent need, especially in poor
countries, for resources to make sure all young
people have a good foundation in education,
extending at least through to lower secondary
school. National governments and aid donors
should prioritize finding additional funds to
support second-chance opportunities on a
much larger scale. Reallocating some of

the US$3.1 billion that aid donors currently
spend on scholarships and imputed costs for
developing country students to study in donor
countries would go a long way towards helping
provide the US$8 billion needed to ensure that
all youth complete lower secondary school.

The private sector could extend its support
to skills development programmes for

disadvantaged young people through their
foundations. But such support needs to be
available on a much larger scale and more
closely coordinated with national priorities.

Training funds that bring together resources
from governments, aid donors and the private
sector have had some success in reaching
disadvantaged youth, including those in the
informal sector. There is even greater potential
for these funds to raise additional finance while
improving coordination among governments,
enterprises, donors, trade unions, youth groups
and other interested parties.
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ith just three years to go until

the deadline for the Education

for All goals that were set in

Dakar, Senegal, it is vitally urgent

to ensure that the collective
commitments made by 164 countries in 2000 are
met. Lessons also need to be drawn to inform
the definition of future international education
goals and the design of mechanisms to make
sure that all partners live up to their promises.

Unfortunately, this year's EFA Global Monitoring
Report shows that progress towards many

of the targets is slowing down, and that most
EFA goals are unlikely to be met. After
remarkable progress in the initial years after
Dakar, the global number of children out of
school stagnated at 61 million in 2010, the
latest year for which data are available. In

28 countries, fewer than 85 out of 100 children
were in school in 2010, excluding a number

of conflict-affected countries for which data
are not available. It is clear that the target of
universal primary education will be missed by
a considerable margin.

Of particular concern is that the number of
out-of-school children in sub-Saharan Africa -
the region already furthest from achieving
EFA - increased by 1.6 million between 2008
and 2010. Governments and their partners
urgently need to increase their support to
education in countries with large numbers

of out-of-school children, paying particular
attention to marginalized groups.

Despite the gloomy outlook overall, progress in
some of the world’s poorest countries shows
what can be achieved with the commitment of
national governments and aid donors, including
greater numbers of children attending pre-
school, completing primary school and making
the transition to secondary education. The goal
closest to being achieved is gender parity.

A more detailed assessment of each of the

EFA goals helps identify where efforts should be
concentrated to make up for lost ground in the
short time remaining until 2015:

Monitoring progress

B Progress on early childhood care and
education has been too slow. The early
years are critical for child development.

As this Report shows, pre-primary education
is the key to improving learning in subsequent
years. Yet in many countries with low pre-
primary enrolment, a large proportion of
places are at private pre-schools that cost
too much for those who need them most.
Even in countries with higher enrolment,
children in poorer areas are more likely to
lack access or to have access only to pre-
schools that are less well resourced. Policy-
makers must act urgently to improve access
to pre-school. Moreover, while progress

on child health and nutrition appears to be
speeding up, it is coming too late to achieve
the Millennium Development Goals on child
mortality and malnutrition.

B Many children do not complete primary
school. To improve universal primary
enrolment, governments must renew efforts
to prevent dropout. Of 100 children out of
school, 47 are never expected to enter school
at all. While this is shocking, within a period of
six years the share has come down from 61.
However, the share of out-of-school children
who have dropped out has increased from 9
out of 100 to 26 out of 100. Whether they live
in low income or middle income countries,
children from marginalized households are
more likely to enter late and to drop out early.
Despite the abolition of school fees in
many countries, costs associated with
schooling still prevent many children from
attending school.

B Adult literacy remains an elusive goal. The
world will miss the target of halving adult
illiteracy between 1990 and 2015. Over
400 million of the global total of 775 million
illiterate adults live in South and West Asia.
The number of illiterate adults has risen over
the period by 27% in sub-Saharan Africa. And
around two-thirds of the world’s illiterate
adults are women. Direct measurements of
literacy skills reveal large percentages of
illiterate adults even among those who have




towards the EFA goals

completed primary education, and show that
being literate is not a clear-cut matter of yes
or no. In richer countries, this more nuanced
picture has revealed that as many as one in

five are likely to have very poor literacy skills.

B Gender disparities take a variety of forms.
Global averages suggesting that gender
parity in access to school has almost been
attained can be deceptive. Many countries
continue to struggle with ensuring that
gender is not an obstacle to education.
Despite progress in reducing severe disparity
In access to primary school, there are still
seventeen countries with fewer than nine
girls for every ten boys in primary school.

In secondary education, a majority of upper
middle and high income countries experience
disparity at the expense of boys. Regional
and international assessments of learning
outcomes show that across the world there
Is a large and increasing gender gap in
reading, with boys, especially from poorer
backgrounds, falling behind.

B Global inequality in learning outcomes
remains stark. While inequality in access to
school is of great concern, there is a greater
gulf in learning between rich and poor. As
many as 250 million children could be failing
to read or write by the time they should reach
grade 4. It is time to focus on improving
data availability to have a better look at this
estimate, and on ensuring that learning is
more central to efforts to improve educational
development. Many middle and high income
countries have benefited from using the
results of learning assessments as a basis to
improve outcomes and reduce inequality. The
world as a whole needs to do the same.

The Dakar Framework for Action included a
commitment that no country should be left
behind due to lack of resources. Increased
spending on education has been a common
ingredient of positive educational outcomes over
the past ten years, with expanding education
budgets in low income countries contributing to
remarkable success. However, there are clouds

on the horizon. Many of the countries furthest
behind on the EFA goals have benefited from aid.
Even if the economic downturn has not yet hit
the education budgets of low and middle income
countries as much as had been feared, it has hit
the aid budgets of richer countries. Some have
reacted by reducing the emphasis on education
in their aid portfolio.

How will the widening financing gaps be filled?
Aid from Brazil, China and India is expected

to increase but is unlikely to be a strong
complement to what is already available in

the short term. Contributions from private
foundations and corporations appear too small to
make a significant difference and are not focused
on the countries that most need support. The
role of the Global Partnership for Education, as a
coordinating mechanism channelling resources
where they are likely to have the biggest impact,
needs to be strengthened.

Governments need to continue prioritizing
education and improving revenue collection.
One option in countries endowed with natural
resources is to use this revenue to invest in
education as a way to overcome the ‘resource
curse’. Not only must resource-rich countries
ensure that they are getting a fair share of the
profits generated, but they and their partners
must also adhere to revenue transparency
standards. The EFA community should get
involved in national debates on the use of
natural resource revenue to make the case
for investment in education. O
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A girlin grade 2 at St John Primary School in
Honiara, Solomon Islands. Progress in reducing
the number of children who are not enrolled in
primary school has stalled since 2008.
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PART I: MONITORING PROGRESS TOWARDS THE EFA GOALS

Goal 1: Early childhood care
and education ........ccccoooiiiiiiii

Policy focus: Preparing
children for school by expanding

pre-primary education.....................

-

Goal 2: Universal primary education...58

Policy focus: Reducing costs of

primary school for the poorest........

Goal 3: Youth and adult

learning needs.......ccccovviiiiiiiiiicc

Policy focus: Life skills education

can help tackle HIV and AIDS .........

Goal 4: Improving levels of

adult literacy.....coooovoeiiiiiiie

Policy focus: Strengthening adult

literacy in rich countries ................

Goal b: Assessing gender parity
and equality in education..................

Policy focus: Challenging
disadvantage and disengagement

among boys in secondary school... 113

Goal 6: The quality of education ........

Policy focus: Addressing the
crisis in early grade teaching .......

g

It Is ten years since the

EFA Global Monitoring Report
began following progress
towards the international
education goals. Over this
time, many more children
have had the opportunity to
go to school. On current
trends, however, the promise
made Iin Dakar will be broken
for millions of children,
young people and adults
unless governments act

with greater urgency.



THE SIX EFA GOALS

Goal 1: Early childhood care and education

Early childhood care and education

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

Highlights
B Early childhood care and education (ECCE]) is improving, but from a low base in some regions.

B The child mortality rate fell from 88 per 1,000 live births in 1990 to 60 in 2010, but current rates of decline
are insufficient to achieve the target of 29 by 2015. In 2010, there were still 28 countries where the child
mortality rate exceeded 100 per 1,000 live births.

B |t is projected that around one in four children globally will suffer from moderate or extreme stunting by
2015. In half of low income countries with data, the stunting rate was 40% or higher in 2010.

B Despite a 46% increase in the number of children enrolled in pre-school between 1999 and 2010, less
than half the world’s children receive pre-primary education. Progress has been slowest in low income
countries, where only 15% of children received pre-primary education in 2010.

Table 1.1: Key indicators for goal 1

Care Pre-primary education

Moderate and severe
stunting (children under

Under-5 mortality rate age b) Total enrolment Gross enrolment ratio (GER) Gender parity index of GER
2000-2005 2010-2015 2005-2010 2010 Change since 1999 2010 1999 2010
(%0) (%o) (%) (000) 1999 (%) (%) (%) (F/M) (F/M)
World 74 60 29 163 525 46 32 48 0.97 1.00
Low income countries 138 m 40 9357 63 n 15 0.98 1.00
Lower middle income countries 87 70 29 65 552 110 22 45 0.93 1.01
Upper middle income countries 31 23 14 59 206 20 43 62 1.01 1.02
High income countries 8 7 29411 16 72 82 0.99 1.01
Sub-Saharan Africa 155 123 39 11887 19 10 17 0.95 1.01
Arab States 54 4 27 3904 62 15 22 0.77 0.94
Central Asia 57 46 19 1591 25 19 30 0.95 1.00
East Asia and the Pacific 33 25 44502 21 39 57 1.00 1.01
South and West Asia 88 69 38 48 144 125 21 48 0.93 1.02
Latin America and the Caribbean 32 24 20541 28 54 70 1.02 1.01
North America and Western Europe 7 6 22 050 15 76 85 0.98 1.01
Central and Eastern Europe 22 16 10 906 15 51 69 0.96 0.98

Sources: Annex, Statistical Tables 3A and 3B (print) and Statistical Table 3A (website); UIS database.
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CHAPTER 1

Early childhood is widely recognized as the critical
period in which to lay the foundations for success in
education and beyond. Thus early childhood care and
education should be at the centre of both the Education
for All (EFA) and broader development agendas.
National and international policy-makers are more
convinced than ever that early childhood well-being is
not only a right but also a cost-effective investment.

The health of young children continues to improve, a fact
demonstrated by substantial progress in the reduction of
child mortality. The global number of deaths of children
under 5 declined from 12 million in 1990 to 9.6 million in
2000 and 7.6 million in 2010 (IGME, 2011). This translates
to a drop in the child mortality rate from 88 deaths per
1,000 live births in 1990 to 73 in 2000 and 60 in 2010.

The annual rate of decline of the child mortality
rate accelerated from 1.9% in 1990-2000 to

2.5% in 2000-2010 (UNICEF, 2012). But progress

is insufficient to meet the fourth Millennium
Development Goal (MDG]) of reducing child mortality
by two-thirds by 2015. The advance towards
reducing child mortality rates has been slowest in
South and West Asia and sub-Saharan Africa, the
regions with the highest mortality rates. Recent
estimates suggest that just over half the decline

in child deaths can be attributed to increased
education attainment in women of reproductive age
(Gakidou et al., 2010).

Of the 28 countries where child mortality rates were above
100 per 1,000 live births in 2010, 25 were in sub-Saharan
Africa (the other three being Afghanistan, Djibouti and
Mauritania). Chad is the country with the highest child
mortality rate, 195 deaths per 1,000 live births. Of the

65 countries with more than 40 child deaths per 1,000
live births, only 11 are expected to reach the MDG target
(IGME, 2011). Children marginalized by poverty, rural
location and other factors have benefited least from
progress (UNICEF, 2010b).

Good nutrition /n utero and in early childhood is crucial
for children’s health, well-being, growth and survival. It
is also required for cognitive development. Progress is
being made on nutrition, but not fast enough, especially
in the poorest countries and for the most marginalized
children. While global rates of moderate and severe
stunting were 29% in 2010, they remained high in low
income countries and were over 50% in four of the
countries with data: Burundi, Ethiopia, the Niger and
Timor-Leste.

In many countries, there is large inequality between
urban and rural areas. In Peru, for example, the stunting
rate in rural areas in 2007/08 was almost triple that in
urban areas. When there is a clear political commitment
to increasing investment in a country’s youngest
citizens, however, meeting young children’s right to
adequate nutrition is possible [Panel 1.1].

Health and nutrition are of paramount importance for
child development. In addition, equitable access to good
quality pre-schools prepares young children for primary
education, improves their prospects for learning and
builds the foundations for positive social and economic
outcomes in adulthood [goal 1, policy focus].

There has been significant progress across the world in
extending access to pre-primary education since 1999,
with the gross enrolment ratio increasing from 32% in
1999 to 48% in 2010. However, progress was larger in
middle income countries than in low income countries,
where only 15% of children attend pre-school. Globally
more than half of young children remain excluded from
pre-primary education.

Gender parity in pre-primary education has been met
everywhere but the Arab States region, which has
nonetheless made significant progress since 1999. But
enrolment rates differ widely by location and wealth.
Children in remote, underserved areas and children of
poorer households have fewer opportunities to attend
even though they are the ones who stand to benefit most
from pre-school. In Nigeria, for example, the attendance
rate among children of the richest quintile was seven
times as high as that for children from the poorest
quintile in 2007.

Greater levels of investment and better coordination
among stakeholders are required if goal 1 is to be

met. This edition of the EFA Global Monitoring Report
introduces a new ECCE index that aims to capture

the three main dimensions of child well-being
encompassed by the early childhood care and education
goal [Panel 1.2].



THE SIX EFA GOALS

Goal 1: Early childhood care and education

Panel 1.1: Early childhood nutrition is improving globally, but progress

is too slow and uneven

Early childhood nutrition is crucial for children’s
health, well-being, growth and survival. Child
malnutrition underlies more than half of all deaths
among young children (Blossner and de Onis,
2005 Fishman et al., 2004). Insufficient food and
poor quality food, with too few micronutrients,
weaken children’s immune systems, making them
more vulnerable to disease. Malnutrition also
hinders cognitive development and the capacity to
learn, limiting progress towards the Education for
All goals.

According to the World Health Organization, stunting
(low height for age) is the most appropriate measure
of chronic child malnutrition (de Onis and Bldssner,
1997). Globally, 171 million children under 5 were
affected by moderate or severe stunting in 2010.

On current trends, the number of children suffering
from stunting will still be as high as 157 million in
2015, or around one in four children under the age
of 5 (de Onis et al.,, 2012).

Progress in reducing stunting has not been even across
the world. Improvements over the past two decades

are apparent in all regions except sub-Saharan Africa,
where, in the context of slow progress and rapid
population growth, the number of stunted children
increased from 38 million in 1990 to 55 million in 2010.
The share of sub-Saharan Africa in the global population
of stunted children therefore increased dramatically in
this period, from 15% to 32%, and is projected to reach
42% by 2020 (de Onis et al., 2012). As of 2010, sixteen of
the twenty-four countries where the stunting rate is 40%
or higher were in sub-Saharan Africa.

Moreover, looking at twenty-two countries with data
from around 1990, progress has not been the same
even within regions over the course of these two
decades (Figure 1.1). For example, in the Arab States,
the stunting rate in Mauritania fell from 55% to 23%,
while it increased in Djibouti from 28% to 33%. In
sub-Saharan Africa, the stunting rate in Nigeria fell
from 51% to 41%, while it remained stagnant in
Cameroon at 36%.

Figure 1.1: There has been considerable progress in reducing stunting, but it has been uneven

Moderate or severe stunting rate, selected countries, from about 1990 to 2005-2010
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Note: A child is moderately or severely stunted if its height for age is less than two standard deviations from the median of the reference population.

Source:WHO (2012).
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Good nutrition is not just about whether a country
produces enough food. It is also about whether children
are healthy enough to benefit from the food they receive.
This status depends on good water and sanitation,
access to clinics, and good health and nutrition practices
at home. As a result, rural areas have higher stunting
rates even though they are food producing.

An analysis of thirty-six countries found that rural
areas had lower access to public services and,
crucially, lower levels of maternal education, which

is correlated with health-seeking and care-giving
practices (Smith et al., 2005). In more than two-fifths
of the eighty-eight countries with data available for
2005-2010, the difference in stunting rates between
rural and urban children was more than ten percentage
points (Figure 1.2]. In several countries, such as the
Democratic People’s Republic of Korea, Honduras and
Papua New Guinea, the rural-urban gap in stunting
rates exceeds twenty percentage points.

Figure 1.2: Malnutrition is a greater problem in rural areas
Moderate or severe stunting rate by location, selected countries, 2005-2010
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)
|

30 ° 4 4

20 T [ ]

Mexico
Senegal
El Salvador
Belize
Nicaragua
Gambia
Ghana
Haiti
Honduras
DPR Korea
Kenya
Cameroon

Source:WHO (2012).
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Malnutrition is deeply rooted in poverty and deprivation.
The poor cannot purchase food even when it is available
in local markets. In most countries, malnutrition
differences between the richest and the poorest exceed
those between urban and rural inhabitants (Figure

1.3). For example, in Nepal, the stunting rate was 26%
among the richest children and 56% among the poorest
compared with corresponding rates of 27% in urban and
42% in rural areas.

The poor are also vulnerable to price hikes, whether
temporary or permanent, seasonal or unexpected.
The substantial increase in staple food prices
between 2007 and 2008 was correlated with an

8% increase in undernutrition in sub-Saharan Africa
(FAO, 2011). In the Horn of Africa, as of December
2011, it was estimated that about 850,000 children
under 5 and 120,000 pregnant and lactating women
were suffering from acute malnutrition in Kenya and
Somalia alone because of the combined impact of
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THE SIX EFA GOALS

Goal 1: Early childhood care and education

Figure 1.3: In most countries, the gap in nutrition between the richest and the poorest exceeds the gap between urban and rural areas

Moderate or severe stunting rate by location and wealth, selected countries
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Sources: Bangladesh NIPORT et al. (2012); D. R. Congo National Institute of Statistics and UNICEF (2011); El-Zanaty and Way (2009); Ethiopia Central Statistical Agency and ICF International
(2012); International Institute for Population Sciences and Macro International Inc. (2007); Nepal Ministry of Health and Population et al. (2012); Niger National Institute of Statistics and
Macro International Inc. (2007); Uganda Bureau of Statistics and Macro International Inc. (2007); Viet Nam General Statistics Office (2007).

and the earlier food price rise (OCHA, 2011a, 2011b).
The governments of Burkina Faso, Mauritania and the
Niger have declared 2012 a crisis year. In the Niger,
acute malnutrition affects 12% of children aged 6 to 59
months (IASC, 2012).

Success in tackling child malnutrition varies widely
among regions and countries. There are notable
differences in progress between three of the five

most populous countries, Brazil, India and China,
which have all achieved impressive levels of economic
growth in the past decade. Stunting rates in India have
remained persistently high because of poor maternal
nutrition, low birth weight, high levels of poverty and
low levels of maternal education (Svedberg, 2009).
Many Indians still struggle to meet their most basic
needs, including access to sufficient food and health
care. The fact that almost half of children under 5 are

malnourished is a ‘national shame’, Prime Minister
Manmohan Singh has said. Yet the main policy tool for
tackling malnutrition, the network of Anganwadi
centres, which cater for children under 6, pregnant
women and lactating mothers, is not fulfilling its
potential. A survey of more than 74,000 mothers found
that only 19% of them reported receiving nutrition
counselling (Naandi Foundation, 2011).

By contrast, in Brazil and China, child malnutrition
began declining dramatically around the mid-1990s,
which led to the elimination of the urban-rural gap

in Brazil and its reduction by more than two-thirds in
China (Figure 1.4A). In Brazil, the expansion of primary
schooling (leading to improved maternal education),
maternal and child health services, and — to a lesser
extent — the improvement of water supply and sanitation
systems are considered the main determinants of
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this impressive outcome, alongside equitable growth
(Monteiro et al., 2009; Victora et al., 2011).

Mexico has emulated Brazil's success. The gap between
urban and rural areas halved between 1998/99 and 2006,
at least in part because of the Progresa programme

and its successor, Oportunidades. As well as a cash
transfer, the programmes provided food fortified with
micronutrients to children aged 6 months to 23 months,
to underweight children aged 2 to 4 and to pregnant and
lactating women (Rivera et al., 2009).

In some other Latin American countries, however,

rates of malnutrition are higher than expected for their
income level, and inequality rates in malnutrition are
among the world’s highest. The very limited progress in
the last two decades in the Plurinational State of Bolivia,

Guatemala and Peru has mainly benefited children in
urban areas (Figure 1.4B). In Peru, early evaluations

of the national conditional cash transfer programme,
Juntos, did not show any effect on malnutrition (Perova
and Vakis, 2009). More recently, the government aligned
Juntos with Crecer, the national nutrition strategy,

by making the cash transfer conditional on regular
monitoring of children’s growth [Acosta, 2011).

Fighting childhood malnutrition requires tackling
poverty and building equitable access to health care,
both of which require a clear political commitment to
increase expenditure. Attention should be focused on
interventions for pregnant women and children under 3,
as it is difficult to reverse stunting after that age (Bhutta
et al., 2008).

Figure 1.4: Country experiences in tackling malnutrition in rural areas vary enormously

Moderate or severe stunting rate by location, selected countries, from about 1990 to 2010
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Goal 1: Early childhood care and education

Panel 1.2: The ECCE index, a new instrument for monitoring goal 1

Each of the three key dimensions of early childhood
development - child health, nutrition and education

- is often considered as a separate goal. They are
interrelated in many ways, however, so to understand
progress towards goal 1 it is vital to pay attention to all
of them simultaneously. This panel proposes a simple
index that provides benchmarks to enable countries’
performance to be measured.’

The ECCE index summarizes the results of early
childhood development policies on:

B health, measured by the percentage of children who
will survive beyond their fifth birthday; this ranges,
among countries with a full set of data, from a low of
82% in Guinea-Bissau to a high of 99% in Chile;

B nutrition, measured by the percentage of children under
5 who do not suffer from moderate or severe stunting,
which ranges from 45% in the Niger to 98% in Chile;

B education, measured by the percentage of children
aged 3 to 7 who are enrolled either in pre-primary or
in primary school, which ranges from 20% in Ethiopia
to 95% in Belarus.?

The value of the ECCE index is the mean of these

three indicators.’ Since each indicator is expressed in
percentages, the value ranges from 0 to 1. Only 68 out of
205 countries had a full set of information on all these
indicators in 2010 (or the most recent year for which

data are available). The lack of data on stunting for most
high income countries accounts largely for the gaps
(Table 1.2). While this prevents a broader assessment of
progress, it nevertheless provides useful insights into the
global state of early childhood development.

It is clear that most countries are far from assuring
the minimum conditions for the youngest children.
Of the sixty-eight countries, only Belarus achieved a

1. Among attempts to develop indices of early childhood development, a notable example
is the Child Development Index (Save the Children, 2008) and the child component of the
Mothers’ Index (Save the Children, 2012). UNESCO is developing a Holistic Early Childhood
Development Index, which was proposed at the World Conference on ECCE in September
2010. This process has been informed by the publication of five background papers, which
reviewed the relevance and availability of indicators in the fields of care, education and
child development; policy and planning; social protection; legal protection; and health and
nutrition (UNESCO, 2012a).

2. The age-specific enrolment ratio is used instead of the pre-primary or primary net
enrolment ratio to be consistent with the common definition of early childhood as the period
from birth until at least the age of primary school entry.

3. Using different weighting for the three indicators does not significantly change the ranking of
countries. Additional information on the ECCE index is available on this Report’s website.

score over 0.95. The twenty-five countries with an index
score between 0.80 and 0.95, viewed as achieving a
middle ranking, are mostly middle income countries

in Central Asia, Central and Eastern Europe, and Latin
America and the Caribbean. Many have good health

and nutrition indicators but have made limited progress
in early childhood education. Among countries in this
group, enrolment ratios are below 60% in Brazil, the
Dominican Republic and The former Yugoslav Republic of
Macedonia. The remaining forty-two countries, with an
index score below 0.80, are mostly low and lower middle
income countries, and a majority are in sub-Saharan Africa.

There is also uneven development across the three
dimensions, as a comparison of the country rank for
each of the three component indicators shows (Figure
1.5). Some countries score almost equally well (such as
Belarus and Chile) or equally poorly (such as the Niger)
on all three. Others have a very high or very low score

Figure 1.5: Progress towards early childhood goals varies widely across
key dimensions
Country rank, ECCE index and its three components, selected countries, 2010
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Source: EFA Global Monitoring Report team calculations (2012).
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for one dimension relative to their overall standing in
the index scale, which reveals specific challenges.

For example, Jamaica and the Philippines both

have a child mortality rate of 3% but are ranked at
opposite ends of the overall ECCE index because

of their nutrition and education records. Almost

one in three children in the Philippines suffer from
moderate or extreme stunting, compared with only
one in twenty-seven in Jamaica. Only 38% of children
aged 3 to 7 were enrolled in a pre-primary or primary
school programme in the Philippines, compared with
89% in Jamaica.

Despite great differences in child health and nutrition

in some form of education in Bosnia and Herzegovina,
compared with 60% in Cameroon.

Although the poorest countries are also the ones with
the lowest values on the ECCE index, the relationship
between income and early childhood development

outcomes weakens among middle income countries. For

example, Botswana had an annual per capita income
of US$13,700 (in purchasing power parity terms] in
2010, yet was ranked just above two countries with less
than a fifth of its per capita income — the Lao People’s
Democratic Republic (which had a higher enrolment
ratio) and Senegal (which had a lower stunting rate).

The ECCE index highlights the need for all countries,

indicators between Bosnia and Herzegovina and
Cameroon, related to the large difference in living
standards, only 45% of 3- to 7-year-olds were enrolled

regardless of income, to invest in integrated approaches
that give equal importance to all aspects of early
childhood development.

Table 1.2: The ECCE index and its components, 2010

Children under 5
not suffering from
moderate

Age-specific
enrolment ratio of
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Rank Countries ECCE index Under 5 survival rate or severe stunting children aged 3to 7
High ECCE index (0.95-1.00)
1 Belarus 0.967 0.991 0.955 0.955
Medium ECCE index (0.80-0.94)
2 Jamaica 0.944 0.974 0.963 0.894
3 Chile 0.914 0.992 0.980 0.769
4 Kuwait 0.914 0.990 0.962 0.789
5 Thailand 0.911 0.987 0.843 0.902
6 Mexico 0.901 0.983 0.845 0.874
7 Maldives 0.900 0.988 0.797 0.914
8 Republic of Moldova 0.892 0.981 0.887 0.807
9 Venezuela, B. R. 0.881 0.980 0.844 0.818
10 Belize 0.879 0.979 0.784 0873
1 Suriname 0.852 0.973 0.893 0.690
12 Peru 0.849 0.972 0.702 0.874
13 Montenegro 0.849 0991 0921 0.634
14 Serbia 0.843 0.987 0.919 0.622
15 Oman 0.841 0.989 0.902 0.632
16 Colombia 0.835 0.977 0.873 0.654
17 Brazil 0.832 0.976 0.929 0.592
18 Viet Nam 0.830 0.977 0.695 0.817
19 Dominican Republic 0.823 0972 0.899 0.598
20 Guyana 0819 0.954 0.818 0.685
27 Nicaragua 0811 0.978 0.783 0.673
22 TFYR Macedonia 0.809 0.985 0.889 0.554
23 Mongolia 0.807 0.963 0.725 0.734
24 Kazakhstan 0.805 0.971 0.825 0.620
25 Panama 0.805 0.979 0.809 0.626
26 Albania 0.803 0.981 0.807 0.622
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Table 1.2: The ECCE index and its components, 2010 (continued)

Children under 5

not suffering from Age-specific
moderate enrolment ratio of
Rank Countries ECCE index Under 5 survival rate or severe stunting children aged 3to 7
Low ECCE index (<0.80)
27 Jordan 0.796 0.978 0.917 0.495
28 Palestine 0.795 0.978 0.882 0.526
29 Algeria 0.794 0.973 0.851 0.559
30 Turkey 0.794 0.977 0.897 0.506
31 Paraguay 0.774 0.967 0.825 0.529
32 Bosnia and Herzegovina 0771 0.984 0.882 0.447
33 El Salvador 0.769 0.977 0.794 0.537
34 Sao Tome and Principe 0.768 0.931 0.684 0.690
35 Ghana 0.765 0.937 0.714 0.644
36 Honduras 0.755 0.967 0.706 0.592
37 Syrian Arab Republic 0.754 0.984 0.725 0.554
38 Bolivia, P. S. 0.740 0.946 0.728 0.545
39 Azerbaijan 0.733 0.957 0.749 0.494
40 Kyrgyzstan 0.728 0.958 0.825 0.400
4 Egypt 0.724 0.975 0.711 0.486
42 Uzbekistan 0.716 0.947 0.810 0.392
43 Indonesia 0.706 0.969 0.632 0.516
44 Cameroon 0.700 0.864 0.642 0.595
45 Kenya 0.700 0.911 0.648 0.542
46 Swatziland 0.689 0.908 0.596 0.563
47 Angola 0.685 0.844 0.708 0.503
48 Gambia 0.684 0.907 0.756 0.390
49 Congo 0.682 0.896 0.688 0.461
50 Iraq 0.681 0.959 0.736 0.347
51 Philippines 0.678 0.973 0.677 0.384
52 Botswana 0.677 0.954 0.686 0.392
53 Senegal 0.673 0915 0.799 0.306
54 Lao PDR 0.671 0.954 0.524 0.533
55 Guatemala 0.657 0.966 0.520 0.485
56 Cambodia 0.654 0.931 0.591 0.440
57 Uganda 0.646 0.886 0.619 0.432
58 Tajikistan 0.601 0.935 0.608 0.259
59 Rwanda 0.597 0.886 0.558 0.346
60 Djibouti 0.593 0.896 0.674 0.208
61 Céte d'lvoire 0.588 0.893 0.610 0.260
62 Guinea-Bissau 0.585 0.819 0.719 0.218
63 Mali 0.575 0.827 0.623 0.274
64 Guinea 0.573 0.866 0.600 0.252
65 Burkina Faso 0.569 0.853 0.650 0.203
66 Central African Republic 0.564 0.845 0.574 0.272
67 Ethiopia 0.531 0.904 0.493 0.196
68 Niger 0.508 0.856 0.452 0.217

Note: The age-specific enrolment ratio of children aged 3 to 7 years measures the proportion of children in the corresponding age group who are enrolled in either
pre-primary or primary school.
Sources: EFA Global Monitoring Report team calculations (2012); Annex, Statistical Table 3A; UIS database.
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pre-primary education

Policy focus: Preparing children for school by expanding

Good quality pre-school programmes are vital
to prepare young children for primary school. As
the goal of universal primary education moves
closer, concern has been rising over whether
schoolchildren are actually acquiring the basic
knowledge and skills that primary schools are
meant to impart. This has focused attention not
only on the quality of primary education but also
on whether young children are being adequately
prepared to benefit from primary school.

This section shows that, as part of a
comprehensive package of early childhood care
and education interventions, equitable access to
good quality pre-school programmes markedly
improves young children’s readiness to succeed
in school. This can have particular advantages
for those who are marginalized due to poverty or
other factors.

Figure 1.6: Pre-primary education has a positive impact on learning outcomes

in school

Score point difference between 15-year-old students who attended pre-primary school for more
than one year and those who had not, after accounting for socio-economic background, selected
countries, PISA 2009
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Source: OECD (2010b).
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Yet participation in pre-school remains low in many
countries, especially among children who need

it most, and quality remains a concern. Action is
needed to expand access to good quality pre-school
programmes, particularly for the disadvantaged,
and to better coordinate pre-school education with
early childhood care and with primary school.

Pre-primary education plays a key
role in preparing children for school
and beyond

Young children are ready to learn, but their

early experiences are crucial in facilitating their
learning. Attending a good quality pre-school can
lay the foundations for learning and help children
make a smooth transition to primary school.
Extending access to the poorest and most
vulnerable children can boost their education
and livelihood opportunities later in life.

The more time children spend in pre-school,

the better their performance in school.

Recent evidence based on the 2009 survey

in the Programme for International Student
Assessment (PISA] shows that in fifty-eight of
sixty-five countries, 15-year-old students who
had attended at least a year of pre-primary
school outperformed students who had not, even
after accounting for socio-economic background.
In countries including Australia, Brazil and
Germany, the average benefit after controlling
for socio-economic background was equivalent
to one year of schooling (Figure 1.6).

Overall, PISA results suggest that the school
systems that combine high performance and
equitable learning opportunities for all students
are also those that offer pre-primary education
to a larger proportion of pupils, have smaller
pupil/teacher ratios in pre-primary school, invest
more per child at the pre-primary level and,
especially, provide longer periods of pre-primary
education (OECD, 2011b).

Long-term studies from high income countries
show that pre-school contributes to school
readiness and later academic achievement
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through the development of non-cognitive
skills, such as attention, effort, initiative and
behaviour, as well as cognitive skills in reading
and mathematics (Duncan et al., 2007; Reynolds
etal.,, 2010; Romano et al., 2010). An evaluation
of Head Start, the publicly funded national early
childhood programme in the United States that
focuses on poor children, has shown that it had
significant positive long-term effects. For example,
those who had participated in the programme
were 9% more likely to have graduated from
secondary school and 7% less likely not to be in
school and to be reporting zero wages in their
early twenties (Deming, 2009).

There is now a growing body of evaluations from
developing countries highlighting the benefits of
pre-schooling (Box 1.1).

Goal 1: Early childhood care and education

The short- to medium-term effects of pre-school
attendance on cognitive and non-cognitive skills
and school performance provide the foundation
for the basic skills that young people require

to do well in schooling. It also leads to higher
earnings and better employment outcomes

in adulthood. The Early Enrichment Project in
Turkey in the 1980s — which included a pre-
schooling intervention — targeted children of
low income families whose mothers had little
education. Two decades later, participants were
found to have better educational attainment
and occupational status than those who had not
participated (Kagitcibasi et al., 2009).

Higher pre-primary enrolment is expected to
increase primary school enrolment in poor
countries. A recent simulation of potential

Box 1.1: Pre-schooling has striking benefits for school performance

Studies in developing countries on the benefits of
pre-school vary in scope, but paint a similar picture overall,
demonstrating positive effects on subsequent school
performance. Participation is found to be particularly
beneficial for those from poor and disadvantaged
backgrounds.

The benefits of pre-school for non-cognitive skills are
demonstrated by a study in Argentina. As well as having
higher test scores, third graders who had one year of
public pre-primary school in an urban area showed
improved attention, effort, class participation and
discipline. In rural Gansu, Shaanxi and Henan, China,

4- and 5-year-olds who had attended pre-primary
education scored 20% higher on a school readiness scale,
which included non-cognitive skills such as independence
and motor skills, than those who had not.

Studies from many countries, including Chile, India and
Madagascar, show the contribution of pre-school to
cognitive abilities. In Chile, children entering primary school
who had enrolled in public pre-schools or child care centres
had higher cognitive skill scores. In rural Maharashtra,
India, a project that improved the pre-school component of
the Integrated Child Development Services had significant
positive effects on the developmental and cognitive
outcomes of 4- to 6-year-olds. In Madagascar, primary
school children who had attended pre-school showed a

2.7 month benefit in terms of cognitive development and a
1.6 month benefit in terms of language.

Pre-school attendance can be particularly beneficial in
addressing disadvantage. In a study in Argentina, the effect

of having attended pre-school on third grade test scores
was twice as large for students from poor backgrounds

as for students from non-poor backgrounds. A rare
evaluation in a low income country found that children who
had attended pre-school in rural Mozambique scored, on
average, 12.1 percentage points above the other students on
a cognitive development test in the first grade of primary
school, including classifying objects and counting to twenty.

Fourth grade primary school children in Brazil who had
attended day care and/or kindergarten scored higher in
mathematics. In rural Bangladesh, a project run by local
non-governmental organizations (NGOs) set up 1,800
pre-schools and provided them with better materials.
Participating children performed better in speaking,
reading, writing and mathematics by the second grade of
primary school than those who did not attend pre-school.
In rural Guizhou, China, first-grade children who had
attended kindergarten had literacy and mathematics scores
significantly better than other children.

Attending pre-school also tends to increase the years

of education that children eventually attain. In Uruguay,
15-year-olds who had attended a public or private pre-
school accumulated 0.8 years more education, were

27% more likely to still be in school and were less likely

to repeat a grade than siblings who had not attended. In
Mozambique, attending pre-school increased the probability
of enrolling in primary school by 24%.

Sources: Aboud and Hossain (2011); Ade et al. (2010); Berlinski et al. (2008); Berlinski et al.
(2009); Luo et al. (2011); Martinez et al. (2012); Mingat and Seurat (2011); Rao et al. (2012);
Rodrigues et al. (2011); Urzia and Veramandi (2011).
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long-term economic effects in seventy-three
low and middle income countries showed
potentially high benefits. For example, it was
estimated that raising the pre-primary gross
enrolment ratio to 25% in countries such as
Ethiopia and Yemen would lead to increased
school attendance. Those who increase their
school attendance can later be expected to
increase their income by an amount around six
times as high as the per capita cost of providing
access to pre-school (Engle et al., 2011).

Participation in pre-primary
education is low and inequitable

The number of children enrolled in pre-school
has increased substantially over the past
decade. Despite this increase, participation

in pre-school remains extremely low in many
countries, with children from poor households
least likely to attend.

Between 1999 and 2010, the number of children
enrolled in pre-school worldwide rose by 46%
to a total of 164 million. The pre-primary gross
enrolment ratio increased from 32% in 1999 to
a still-low 48% in 2010. In low income countries,
however, the pre-primary gross enrolment ratio
increased from 11% in 1999 to only 15% in 2010.

On average, national education systems allow
for 2.9 years of pre-primary education. But in
practice, children can expect to attend pre-
school for less than half that long.* The gap
between intentions and outcomes is widest in
low income countries, particularly in the Arab
States, Central Asia and sub-Saharan Africa
(Figure 1.7).

Pre-primary gross enrolment ratios vary widely
between and within regions. The lowest levels
are in sub-Saharan Africa (17%) and the Arab
States (22%). The gap between these regions

Figure 1.7: Participation in pre-primary education is lower than the system allows
Duration of pre-primary education (‘official’) and pre-primary school life expectancy (‘actual’), number of years, weighted average, 2010

Number of years

3
1
0

World Low Lower Upper High
income  middle middle  income
income  income

Source: Annex, Statistical Table 3B (website).

W Official

M Actual

Arab Sub- Central ~ South/ EastAsia/  Latin North  Central/

States  Saharan Asia West Pacific ~ America/ America/ Eastern
Africa Asia Caribbean Western  Europe
Europe

4. Comparisons among countries and over time are hindered by differences in
pre-school and primary school start age; differences in the way that pre-school
relates to day care and primary school, including whether kindergarten is
considered part of primary; and the large numbers of private providers, often
under-reported, in many countries.
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and the rest of the world widened during the
last decade as these two regions also recorded
the slowest progress of all regions except North
America and Western Europe, where enrolment
is already high.

Some countries with low enrolment have made
very slow progress or even worsened. In the
Niger and the Syrian Arab Republic, enrolment
has stagnated at a very low level, below the
regional average. Of the 150 countries that
reported data for both the beginning of the
period (1999-2001) and the end (2008-2011),
seventeen countries recorded a lower gross
enrolment ratio in the more recent year,
including Bangladesh, where enrolment was
already very low (Figure 1.8).

Goal 1: Early childhood care and education

All regions except the Arab States have achieved
gender parity in pre-primary enrolment, and
even this region has made large improvements
since 1999. Even so, of the 162 countries with
data, 69 had not reached gender parity in 2010.
In about 60% of these countries, girls were more
likely to be enrolled.

Patterns of disadvantage vary among countries.
A child in Bangladesh has very little chance of
attending pre-school: whether urban or rural,
rich or poor, male or female, only around one in
six attend. By contrast, 61% of 3- to 4-year-olds
attend pre-school in Thailand, although there

is a distinct wealth bias, with 74% of children
from rich households enrolled compared with
54% of poor children. In Nigeria, disparities

Figure 1.8: Enrolment in pre-primary education varies widely between and within regions
Pre-primary gross enrolment ratio, selected countries, 1999 and 2010 or nearest year
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are particularly wide. Girls and boys from rich
households, whether living in urban or rural
areas of Nigeria, have a similar chance of going
to school as a child in Thailand. By contrast,
girls and boys from poor Nigerian households
are on a par with children in Bangladesh. In

all three countries, there is very little gender
difference amongst those in rich and poor
households living in either rural or urban areas
(Figure 1.9).

in school and having a less educated mother
(Nonoyama-Tarumi and Ota, 2010; Woodhead,
2009). Yet such marginalized children may be
the ones who would benefit most from early
education opportunities, as they are least likely
to receive adequate support at home.

One reason children from urban areas and
wealthier households are more likely to
participate in pre-primary education is that
they have greater access to private pre-schools

their family's
wealth, affect
pre-school

Where children live can determine their chances
of attending pre-school, as well as the quality of

some of which charge fees. In many countries
and regions a large proportion of pre-schools
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attendance

the service. In China, urban children are more
likely than rural children to attend two or three
years of kindergarten before entering primary
school. If rural children have access at all,

they are more likely to attend for just one year.
Moreover, the pre-school pupil/teacher ratio is
10:1 in cities and 19:1 in towns, but 34:1 in rural
areas (World Bank, 2011).

Other factors that lead to disadvantage can

also make it less likely that a child enters pre-
school, including belonging to a minority ethnic
group, speaking a language other than that used

Figure 1.9: Participation in pre-primary education varies significantly within countries
Pre-school attendance rate of children aged 36 to 59 months, by wealth, location and gender
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are private. Globally, the average share of
enrolment in private pre-school is 33% —
and this may well be an underestimate, as
data from private providers are not collected
systematically in many countries. In the Arab
States itis 76%.

A large share of pre-school enrolment in many
low and lower middle income countries is in
private institutions. For example, in Ethiopia,
where the gross enrolment ratio was only 5%
in 2010, the share of private provision was
95%. In the Syrian Arab Republic, with a gross

® Male
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Thailand, 2006
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Notes: The official age for pre-primary education is 3 to 5 in the three countries. In Nigeria, the poorest 40% are shown for urban areas.

Source: EFA Global Monitoring Report team calculations (2012) based on Multiple Indicators Cluster Survey data.
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enrolment ratio of 10%, the share of private
provision was 72%. This indicates demand that is
not met by the public sector.

Given that overall enrolment remains low, with
gross enrolment ratios below 20% in thirty-two
countries (including twenty-one in sub-Saharan
Africa), could expansion occur through the
private sector? It seems unlikely. Private pre-
schools are often priced out of reach of the
poorest households, whose children are those
least likely to be enrolled.

In India’s Andhra Pradesh state, for example,
pre-school enrolment in rural areas is highest
among the richest 20% of households, where
almost one-third of children attend private
institutions. Almost all children in pre-school
from the poorest households attend government
providers. There are also marked differences

in urban areas, with almost all children from
rich households attending private pre-schools,
compared with around one-third among the
poorest households (Streuli et al., 2011). Girls
are more likely to be enrolled in government
pre-schools. Where private provision is of better
quality, this could further reinforce inequality
between the rich and poor and between boys
and girls.

One survey in rural China found that costs of
private pre-school were prohibitive for poor
households. Only 44% of sampled children
aged 4 to 6 were attending pre-school or
kindergarten. While primary schools are

free, pre-schools and kindergartens are
predominantly private and charge fees. The
average yearly tuition fee is US$50, and yearly
fees for in-school lunches are even higher,
around US$55 (Luo et al., 2011). Comparing
the total of US$105 with the average per capita
income of US$130 for Chinese families at the
poverty line, it is clear that poor rural families
cannot afford these costs.

Action is needed to increase
equitable access to good

quality pre-school

Increasing equitable access to pre-school
programmes of good quality can play a
significant role in supporting children’s success
in primary school and help them overcome early

Goal 1: Early childhood care and education

disadvantage. Reforms are needed to ensure
that all children reap the benefits of pre-school,
including expanding facilities and making sure
they are affordable, coordinating pre-school
activities with wider early childhood interventions
and identifying appropriate ways to link pre-
schools with primary schools.

Make pre-primary education compulsory
Legislation that makes pre-school compulsory
can increase enrolment if it is complemented
with measures that expand supply. Pre-primary
education is compulsory in very few countries.
The 2007 EFA Global Monitoring Report counted
thirty countries with some form of compulsory
pre-primary education (UNESCO, 2006). Since
then, available evidence suggests that only five
more countries have taken this step (UNESCO-
IBE, 2011).2

Complementing legislation with other reforms
to support expansion has had positive results.
Compulsory pre-school was introduced

in Mexico in 2001 for children aged 3 to 5

(Vegas and Santibanez, 2010), and the gross
enrolment ratio expanded from 73% in 1999 to
101% in 2010. This growth was accomplished

by increasing the numbers of classrooms

and teachers. Ghana, the first sub-Saharan
African country with compulsory pre-primary
education, passed legislation in 2007/08 to
include two years of kindergarten in compulsory
basic education starting from age 4. Capitation
grants were extended from primary school to
kindergartens and teacher training programmes
expanded (UNESCQ, 2011c]. The gross
enrolment ratio, which was 31% in 1999, had
reached 69% by 2009.

Other countries making moves towards
compulsory pre-school include the Philippines,
where implementation will begin in the
2012/13 school year (Philippines Presidential
Communications Operations Office, 2012), and
South Africa, which intends to make grade R
(reception) for 5-year-olds compulsory by 2014
(Biersteker, 2010). In India, the government

is considering whether to extend the Right

to Education Act, which currently covers
classes one to eight, to include pre-school for
children aged 4 to 6. The logistical and financial

5. The five are Bosnia and Herzegovina, Ecuador, Ghana, Guatemala and
Nicaragua (UNESCO-IBE, 2011).

Private pre-
schools are
often priced
out of reach

of the poorest

households
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implications are significant, involving hiring
1 million trained pre-school teachers to serve
40 million children (Goswami, 2011).

Legislation making pre-school compulsory,
however, is rarely enforced. In the thirteen

Latin American countries with compulsory pre-
primary education, the average gross enrolment
ratio in 2008-10 was 71%; only in Ecuador,
Mexico and Uruguay did it surpass 80%. And

it was below 50% in Colombia, the Dominican
Republic and Honduras.

While making pre-school compulsory gives a
strong political signal that it is valued, and can
provide the impetus to expand infrastructure
and invest in teachers, widely accessible
pre-school can emerge without legislation.
Few high income countries have compulsory
pre-primary education, yet more children from
these countries are expected to enrol in
pre-school and to stay longer. In France, 99%
of 3- to 5-year-olds attended pre-primary
school in 2010, even though pre-primary
education is not compulsory.

Link pre-primary and primary education

A common way to expand pre-primary
education is to attach pre-school classrooms

to existing primary schools. The Gambia is
attaching early childhood development centres
to primary schools in deprived communities
(UNESCO, 2010a). In Armenia, primary school
classrooms have been converted into pre-school
playroom-classrooms in rural areas (Armenia
Government, 2008). According to Bangladesh's
national education strategy, one teacher in each
government primary school will be recruited

to teach a new pre-primary class (Bangladesh
Ministry of Education, 2010).

This approach has clear advantages. There
is potential for more efficient use of existing
facilities, including classrooms, and of
administrative support. It can also foster
continuity for schoolchildren and make it
possible for older siblings to take young
children to pre-school.

Where pre-schools and primary schools use the
same facilities, however, there is a danger that
pre-school children will be taught using primary
school approaches for which they are not

developmentally ready, in terms of pupil/teacher
ratios, classroom organization, curriculum and
teaching methods — a phenomenon described as
‘schoolification” (Kaga et al., 2010).

Private pre-schools in India have been seen
largely as a downward extension of the primary
education curriculum. This tendency also
imposes academic pressure on children from
an early age (Streuli et al., 2011). In Kenya,
while 70% of public primary schools have a
pre-primary class, their teachers are only
trained in primary school methods (Biersteker
et al., 2008). A more appropriate approach

is being adopted in South Africa, where the
plan is for most reception classes to be based
in primary schools, but financed and staffed
differently (Biersteker, 2010).

Pre-school needs to be made

affordable for the poor

Pre-schooling accounts for less than 10% of

the education budget in most countries, and

its share tends to be particularly low in poor
countries. Nepal and the Niger spend under 0.1%
of gross national product (GNP) on pre-school,
and Madagascar and Senegal less than 0.02%.
One consequence is that the cost of pre-school is
transferred to households, making it less likely
that poor children will attend, even though they
are the ones who stand to gain the most.

Governments need to ensure that pre-school
is affordable for poor families, either by
providing more public pre-school places or
through conditional cash transfers. Where
pre-schools are provided by non-state bodies,
governments need to play a strong regulatory
role to assure quality.

In Hong Kong, pre-schools are private but
access is almost universal. In 2007, the
government introduced a voucher programme,
which covers about half the tuition costs for
half-day kindergarten programmes, with
families continuing to pay the balance. The
voucher can be spent at the school of the
parent’s choice as long as it is non-profit
(about 80% of pre-schools in Hong Kong).

The programme is designed to enhance
access and affordability, while improving
quality. Three-quarters of parents have reported
that the vouchers have helped reduce their
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financial burden. A proportion of the funding

is earmarked for upgrading school staff
qualifications. Schools have to pass inspections
and publish information to help parents choose
(Lietal., 2010; Rao and Li, 2009). But principals
and teachers have found it difficult to administer
the programme. Such difficulties are likely to
be even more pronounced in poorer countries,
which would need to overcome considerable
administrative constraints to ensure that
access to pre-school is increased among

poor households.

Short pre-school programmes can help
smooth the transition to primary school

As an interim measure to a full public pre-
school service, there have been experiments
with shorter programmes. In Cambodia, not
attending pre-school has been linked to high
repetition rates in grade 1 of primary school. To
overcome this problem, a special programme
in the first two months of primary school uses
a modified curriculum to focus on skills that
children need to succeed in school, such as basic
language skills; the concepts of number, time
and space; and working in groups (Kagan et al.,
2010). An evaluation showed that the listening
and speaking skills of children who took part in
the programme were significantly higher by the
end of the school year (Nonoyama-Tarumi and
Bredenberg, 2009).

A similar programme is being introduced in
Malawi to help children make the transition from
home and from community-based child care
centres to primary school (Kholowa, 2011). In
China and Mongolia, mobile ‘ger kindergartens’
(each housed in a ger, a traditional felt tent)
enrol children from pastoralist families for three
or four weeks before moving on to the next site
(Whitman, 2011).

Another approach is for older schoolchildren

to help young children make the transition to
primary school. UNICEF has adopted a child-
to-child approach within its Getting Ready for
School programme, which has been piloted in
Bangladesh, China, the Democratic Republic

of the Congo, Ethiopia, Tajikistan and Yemen.
With far fewer hours of direct support than most
formal pre-school programmes, this lower cost
intervention had a positive impact on children’s
school readiness in all countries and on literacy

Goal 1: Early childhood care and education

and mathematics in four of the six countries
(UNICEF, 2010a).

Attention to improving quality is needed
Pre-school models that effectively prepare
children for success in primary school develop
literacy and mathematics skills through play,
child-generated projects, collaborative activities
and everyday experiences. Such characteristics
require classes small enough for frequent
interaction with teachers, as well as teacher
training appropriate to young children’s level

of development.

For the seventy-four countries reporting the
percentage of trained pre-primary teachers, data
from the UNESCO Institute of Statistics (UIS)
indicate that more than two in three teachers
are trained. The quality of training, and of pre-
schools more broadly, however, is often very
low. In poor areas of rural China, one teacher is
responsible for twenty-nine 4- to 6-year-olds,
on average — far higher than the government
requirement of seven children per teacher. And
only 27% of these teachers had training in early
childhood pedagogy (Luo et al., 2011).

In the United Republic of Tanzania, although
national educational policy specifies the same
standards for pre-primary education regardless
of location, there are also considerable
differences between urban and rural schools.
Rural classes have less space, larger group
sizes, fewer instructional resources and less
qualified teachers (Mtahabwa and Rao, 2010). In
Peru, the two main publicly funded pre-school
programmes are highly differentiated, with
disadvantaged children attending pre-schools
of poorer quality (Box 1.2].

National programmes can help increase the
quality of pre-schools. Maldives” inclusion

of a comprehensive early childhood care

and development programme in national
development and education sector plans

has helped strengthen access (Rao and Sun,
2010). Despite challenges associated with
the country’s island geography and post-
tsunami reconstruction, the pre-primary
gross enrolment ratio rose from 56% in 1999
to 114% in 2011. Teachers and parents have
noted that teacher training, parent education
and play-based, child-friendly teaching have

In the United

Republic of

Tanzania, rural

classes have
larger group
sizes and

less qualified

teachers
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Box 1.2: Variations in pre-school in Peru widen inequality

Pre-schooling has expanded over the past decade
in Peru. The gross enrolment ratio reached 79%
in 2010, above average for the region, with gender
parity achieved. The expansion has benefited
children from disadvantaged backgrounds as

well as the more privileged, but there are distinct
differences in quality depending on where children
live. Given the importance of pre-schooling in
preparing young children for learning in school,
this disparity is likely to lead to a widening of
inequality as they get older.

There are two main kinds of publicly funded pre-
school in Peru. The Centros de Educacioén Inicial
(CEIls) are formal early education centres for
children aged 3 to 5. They tend to serve richer
urban communities, have a qualified teacher

paid by the Ministry of Education and follow a
standard pre-school curriculum. The Programa
No Escolarizada de Educacién Inicial (PRONOEIs)
are non-formal, community-based programmes
that enable the government to expand coverage
and enrolment at lower cost, since the community
provides the building and furniture, and the
volunteer ‘facilitators’ receive minimal training
and earn about one-third as much as CEl teachers.

PRONOEIs usually serve children in socially and
economically marginal areas, including rural
areas, informal settlements and shanty towns.
Limited funding for PRONOEIs has been linked to
low attendance and high dropout.

The differences between CEls and PRONOEIs
translate into different outcomes for children

as they enter school. While attending either
programme boosts writing and mathematics
achievement, CEls have a greater impact. For
example, 8-year-olds who had attended a CEI for
three years were about 11% more likely to attend
school at the correct age, 20% more likely to
spell correctly and 24% more likely to do a simple
calculation than children who had not. Those who
had attended a PRONOEI for three years were
more likely to perform well on the spelling task
only, and even then by just 12%.

While community involvement in pre-schooling
brings advantages, such outcomes draw attention
to the need to ensure that government support is
targeted at those who need it most.

Sources: Beltran and Seinfeld (2010); Diaz (2006); Woodhead et al. (2009)

increased pre-schoolers’ confidence, sociability
and engagement in learning (McBride, 2005;
UNICEF, n.d.).

Innovative programmes have been found to

be particularly successful, even at relatively

low cost. In Kenya, Uganda and Zanzibar

(the United Republic of Tanzania), Madrasa
Resource Centre pre-schools, developed by

the Aga Khan Foundation, provide training and
support that help staff use locally available, low
cost materials for children to select, explore and
experiment with. Staff are also trained to use
appropriate language to stimulate children’s
curiosity in a sensitive and supportive way. After
one year of pre-school, participating children
were found to have better school readiness
outcomes, with higher verbal, non-verbal

and numeric cognitive skills, than those who
attended public, community or other NGO-run
pre-schools (Malmberg et al., 2011). In addition
to the minimum eight years of schooling plus
one year of teacher training required for pre-

school teachers in each country, the Madrasa
Resource Centre teachers received six months
of early childhood development training, plus
professional development and support after
graduation.

While it makes good sense to prepare children
for school, primary schools must also be ready
for young children. Without trained and motivated
teachers employing good quality, developmentally
appropriate methods and materials in a safe,
non-violent and inclusive environment, the
chances of a smooth transition to and success in
primary school are radically reduced, particularly
for children with few learning opportunities
outside school (Arnold et al., 2006).

Coordinate and integrate pre-school

with early childhood care

Early childhood care and education programmes
often suffer from fragmented planning,
reducing their effectiveness. Analysis of thirty
programmes in twenty-three developed and
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developing countries has shown that those that
combined care with education boosted cognitive
abilities the most (Nores and Barnett, 2010).
However, early childhood care (including maternal
and child health and nutrition for pregnant women
and young children) and pre-school education have
traditionally developed as separate systems, with
separate policies, programmes and administrative
responsibility. Split systems tend to lead to
differences in funding, access, regulation and
workforce, and a lack of coordination between
care and education.

Countries have tackled these challenges either
through interministerial mechanisms or by
integrating early childhood programmes under

a single ministry, such as education or social
welfare. Integrating care and education under
one organization can be particularly beneficial in
promoting a coherent overall policy, administrative
and funding framework (Kaga et al., 2010).

In Chile, presidential commitment to early
childhood well-being led to the introduction

of a programme called Chile Crece Contigo
(Chile is Growing with You). The programme

has been coordinated by the Ministry of Planning
and implemented by lower tier government.

A network of professionals supports low income
families: health institutions monitor mothers
and children to identify risk factors that call

for referral to specific services, educational

Goal 1: Early childhood care and education

institutions assure access to creches and
nurseries, and municipalities support access

to other social services and conditional cash
transfers. A public awareness strategy increased
the visibility of the system and recognition that
everybody has a right to early childhood care and
education. Effective integration has been aided
by a unified information system that supports
marginalized children across social sectors
(Delpiano and Vega, 2011). The programme has
been supported by the expansion of childcare
provision. Between 2005 and 2007 the two main
public providers of child care centres more than
doubled their enrolment, from 15,000 to 33,000
(Noboa-Hidalgo and Urzta, 2012).

Conclusion

As part of a comprehensive package of early
childhood care and education, equitable access
to good quality pre-schooling plays a vital role in
improving young children’s readiness to succeed
in school. Pre-school education that helps
smooth the transition to primary school must

be affordable and of good quality. Even in poorer
countries, political commitment and adequate
funding can extend access to greater numbers
of children. To reduce inequality, governments
need to pay particular attention to children from
poor households who already face disadvantages
— and who stand to benefit most.

Equitable
access to
good quality
pre-school
improves
success in
school
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Universal primary education

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

Highlights

m On current trends the target of universal primary education will be missed. The number of out-of-school
children of primary school age fell from 108 million in 1999 to 61 million in 2010.

B The rate of decline was rapid between 1999 and 2004, but then started slowing, and progress has stalled
since 2008. Sub-Saharan Africa, where the number of children out of school increased by 1.6 million
between 2008 and 2010, accounts for half of the world's total.

B The number of countries with a primary net enrolment ratio of over 97% increased from 37 to 55 out
of 124 countries between 1999 and 2010. Just five years before 2015, twenty-nine countries have a net
enrolment ratio of less than 85%, and so are very unlikely to achieve the goal by the deadline.

m Children of official school starting age who did not enter school by 2010 will not be able to complete the
primary cycle by 2015. In 2010, out of 98 countries with data there were 16 countries with a net intake
rate below 50% and 71 countries below 80%.
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B Dropout remains a problem in low income countries, where on average 59% of those starting school
reached the last grade in 2009. The problem is particularly acute for those children starting late.

Table 1.3: Key indicators for goal 2

Survival rate

Primary gross to last grade of Primary adjusted net
Total primary enrolment intake rate primary education enrolment ratio Out-of-school children
Change
2010 since 1999 1999 2010 1999 2009 1999 2010 2010 Change since
(000) (%) (%) (%) (%) (%) (%) (%) (000) 1999 (%)
World 690 665 6 105 110 87 9 84 91 60 684 -44
Low income countries 122 465 64 100 123 55 59 59 81 22244 -43
Lower middle income countries 293373 19 m 12 Al 78 79 90 29 362 -47
Upper middle income countries 202 165 -20 101 103 90 95 95 96 7230 -31
High income countries 72 663 5 103 100 98 97 97 1848 -18
Sub-Saharan Africa 132 809 62 92 115 62 62 59 7 30641 -27
Arab States 4174 19 89 101 88 3 79 88 5036 -40
Central Asia 5461 -20 100 100 96 98 94 94 317 -28
East Asia and the Pacific 185304 -17 101 106 95 96 6579 -36
South and West Asia 188 366 21 116 115 66 77 93 13261 -67
Latin America and
the Caribbean 66 413 5 120 119 83 89 94 95 2652 -26
North America and
Western Europe 51140 -3 104 100 98 98 97 1267 4

Central and Eastern Europe 19433 -22 97 99 97 98 93 95 931 -43

Sources: Annex, Statistical Tables 4, 5 and 6 (print) and Statistical Table 5 (website); UIS database.
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The push towards universal primary education (UPE]
that was kick-started in Dakar is grinding to a halt. Early
signs of a slowdown, identified in previous editions of the
EFA Global Monitoring Report, have been corroborated
by the latest data, which show that the number of out-
of-school children of primary school age stagnated at

61 million between 2008 and 2010 (Panel 1.3).* Most of
the decrease observed since 1999 was achieved in the
first five years after Dakar, and the momentum has
since been lost. The consequence is that the EFA target,
which captured the world’s attention, will be missed.

This is not to deny that major progress has been

made in many parts of the world. Total enrolment

rose by nearly two-thirds in low income countries.
Some countries achieved remarkable increases: in
Afghanistan there were fewer than 1 million primary
school students in 1999 but more than 5 million in 2010,
including over 2 million girls. In the same period, nearly
8.5 million more children were enrolled in primary
schools in Ethiopia.

The challenge of achieving UPE consists not only of
getting children into school at the correct age, but
also ensuring that they progress through the system
and complete the education cycle. Entry into school
has increased substantially in many countries that
were lagging well behind in 1999. Gross intake rates
increased rapidly in countries such as Congo, Senegal
and Yemen. Many countries in sub-Saharan Africa are
absorbing more than twice as many new entrants to the
first grade as they were a decade ago. In the Niger, the
number of new entrants increased by more than three
and a half times between 1999 and 2011.

These positive trends have contributed to an increase in
the global primary net enrolment ratio from 84% in 1999
to 91% in 2010, with the greatest increases observed in
the Arab States, South and West Asia, and sub-Saharan
Africa. Even so, in sub-Saharan Africa, only 77% of
children of primary school age were in school in 2010.

Countries that have achieved noticeable improvements
include Guatemala (from 84% to 99% in 2010), the Lao
People's Democratic Republic (from 77% to 97% in

6. While this is a smaller number than reported in the EFA Global Monitoring Report 2011,
it reflects an adjustment resulting from updating global population figures. There has
been no improvement in enrolment in the last two years.

Goal 2: Universal primary education

2010), Morocco (from 71% to 96% in 2011) and Zambia
(from 71% to 91% in 2010).

But effort has been insufficient in other countries.
According to the most recent data (2008-2011),
there were still 29 countries with fewer than 85 out
of 100 children of primary school age in school.
These countries are consequently at serious risk of
not achieving UPE by 2015. Of these, sixteen were in
sub-Saharan Africa. The primary net enrolment ratio
in many countries in western sub-Saharan Africa,
including Burkina Faso, Cote d'lvoire and Mali, is
below 70%. In Pakistan, despite an increase, the net
enrolment ratio is still only 74%.

What is keeping the world from meeting its
commitments on UPE? There is no doubt that

the challenge becomes harder as the final target
approaches. It is the most marginalized who remain
out of reach and who face considerable disadvantage
in overcoming the two main hurdles to UPE: entering
school and progressing through the cycle.

In terms of entry, the issue is not just getting children
into school, but also getting them there at the right age.
Household surveys have helped draw attention to the
problem of late entry, which appears to be pervasive in
countries with high UPE challenges. Children who are
above the official entry age when they enter school do not
benefit from their schooling experience in equal terms
and are more likely to drop out than their younger peers
(Panel 1.4). This happens because they face greater
pressures to work and because the school environment
is often not suitable for the needs of older children.

In terms of progression, the global survival rate to the
last grade of primary school increased from 87% in 1999
to 91% in 2009. In sub-Saharan Africa, where the rate
was 62%, survival to the last grade was as low as 28% in
Chad and 32% in Angola.

Among the global population of out-of-school children,
the share of those who have been to school but have
left before completing the cycle has increased. In other
words, the drive towards higher enrolment levels may
not be complemented by higher numbers of children
reaching the last grade. For example, in Burundi the
gross intake rate increased from 70% to 160% between
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1999 and 2010, but the survival rate to the last grade
hardly changed (going from 54% to 56%). In Ethiopia,
where the gross intake rate increased from 81% to 137%
between 1999 and 2010, the survival rate to the last
grade fell from 51% to 47%.

There are multiple reasons for low survival and
completion rates. Analysis undertaken for this Report
shows that in some countries poverty has a greater
effect on progression than on entry (Panel 1.5). In
Madagascar and Rwanda, for example, children may
have an almost equal chance of entering school,

regardless of wealth. But children from richer
households are about 30% more likely to reach the last
grade. In Uganda, the difference is about 60%.

For poor households, costs of schooling have a strong
bearing on whether children attend school. Officially
sanctioned school fees no longer play a major role

in deterring families from sending their children to
school thanks to the abolition of fees after 2000 in many
countries, but other costs remain a real obstacle to UPE
(goal 2, policy focus).

Panel 1.3: Progress in reducing numbers of children out of school has stalled

The potential for achieving UPE depends on the speed
with which countries succeed in reducing overall
numbers of children out of school. The number of
out-of-school children of primary school age fell from
108 million in 1999 to 61 million in 2010, but three-
quarters of this reduction was achieved between 1999
and 2004, when the number of out-of-school children
fell at an average annual rate of 6.8 million. The rate of

decline slowed considerably between 2004 and 2008, to
just 3.3 million per year. There are now worrying signs
that progress has stalled altogether.

These overall changes mask important differences
between regions. South and West Asia and sub-Saharan
Africa started from similar positions in 1999, but have
subsequently progressed at very different speeds.

Figure 1.10: The number of out-of-school children decreased in the initial years after Dakar, but this has been followed by stagnation

A. Number of out-of-school children of primary school age, 1999-2010
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Sources: Annex Statistical Table 5; UIS database.

B. Percentage of out-of-school children of primary school age, 1999-2010
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Between 1999 and 2008, the number of out-of-school
children in South and West Asia fell by 26 million. India
alone is responsible for two-thirds of this decline. The
corresponding reduction in sub-Saharan Africa was

13 million. Between 2008 and 2010, the regions went

in different directions: the number of out-of-school
children in sub-Saharan Africa increased by 1.6 million,
but declined by 0.6 million in South and West Asia
(Figure 1.10A). Half of those out of school now live in
sub-Saharan Africa. In percentage terms, the proportion
of primary school age children out of school fell from
16% in 1999 to 9% in 2010, but has levelled off since
2008 (Figure 1.10B).

With the deadline for the EFA goals fast approaching,
prospects of achieving UPE by 2015 have now been
missed for those children who did not enter school

by 2010. While some of those out of school may have
dropped out or may enter later, many may never enrol.

Analysis conducted by the UNESCO Institute for
Statistics infers the likelihood of children currently

out of school entering education, based on past trends
(UIS, 2008). Globally, 47% of children out of school

in 2010 were likely never to enrol. The proportion is
highest in low income countries, where 57% of children
are expected never to enrol. A sizeable proportion are
also expected never to enrol in lower middle income
countries, where the majority of out-of-school children
live, suggesting that income alone is insufficient to
combat the problem (Figure 1.11).

Compared with 2004, when these estimates were first
made, the proportion of out-of-school children expected
never to enrol has fallen from 61% to 47% (UNESCO,
2006). In contrast, the proportion of children who were
out of school because they dropped out increased
during the same period from 9% to 26%. This suggests
that while more of the hardest-to-reach children enter
school, they find it more difficult to complete the cycle.
Within this group of hard-to-reach children, girls are
more likely than boys never to enrol, with the difference
particularly large in lower middle income countries.

Twelve countries account for 47% of the global out-of-
school population (Figure 1.12). Nigeria, which heads
the list with 10.5 million out-of-school children, has
experienced the highest increase since 1999. It is one

of only four among these twelve countries where the
number increased in absolute terms. It now accounts for
almost one in five out-of-school children in the world.

Goal 2: Universal primary education

Figure 1.11: Almost one in two out-of-school children are expected never to enrol
Distribution of out-of-school children, by school exposure and country income group, 2010

Female 19

(%)
e IEN
countries o7 2

Male 52 22

Female %K) 28

e counties &

income countries
Male 35 39

Female

Upper middle
income countries

Mle 16

Female

High income
countries

Male

World

B Expected never to enrol Enrolled but dropped out

Source: UIS database.

20
23
26

22
27

51
55
60

66

70

74

21

Expected to enrol late

Figure 1.12: Almost half the world's out-of-school children live in just twelve countries

Number of children of primary school age who were out of school in 2010 or nearest year
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This ranking may omit some countries that are likely

to be among the worst performing but do not appear
due to lack of data. They include countries with large
populations but lower rates of out-of-school children,
such as Bangladesh, Brazil and China. They also include
countries that have suffered from conflict, which has
denied millions of children the right to education;
examples include Afghanistan, the Democratic Republic
of the Congo, Irag, Somalia and the former Sudan.

In the case of the Democratic Republic of the Congo,
lack of recent administrative data is compensated for
by other sources indicating that it is likely to be among
the five countries with the highest out-of-school
numbers. Household survey evidence suggests that the
proportion of out-of-school children fell from around
one-halfin 2007 to one-quarter in 2010 (D. R. Congo
Ministry of Planning and Reconstruction and UNICEF,
2002; D. R. Congo National Institute of Statistics and
UNICEF, 2011). But with a cohort of 11 million primary
school age children, the out-of-school population is
likely to be still well above 2 million.

The four countries with the largest reported numbers
of out-of-school children have experienced different
trajectories over the last decade. Between 2001 and
2008, the proportion of children who were out of school
in India decreased from 17% to 2%. Ethiopia also
achieved spectacular progress, reducing the number

of out-of-school children by more than 60% over this
period. Pakistan made slower progress, while in Nigeria
the number of out-of-school children increased by more
than 50%, leaving 3.6 million more out of school in 2010
than in 2000 (Figure 1.13].

Contrasting patterns of progress and stagnation can
also be identified across four pairs of countries with a
smaller yet sizeable out-of-school population in 1999
(Figure 1.14). Morocco and Yemen have both achieved
significant reductions in their out-of-school population.
But Morocco’s progress has been faster. It has benefited
from relative political stability and a lower population
growth rate. In addition, Yemen was one of the few
countries to reduce education spending since 1999,
albeit from a relatively high initial level. Céte d'lvoire’s
progress could not match that of Ghana. The conflict
that seriously affected Céte d'lvoire over the past decade
led to internal displacement and insecurity that has
harmed school enrolment.

In the Philippines, education spending fell as a share of
national income and conflict continued to affect a large

Figure 1.13: In Nigeria, the number of children out of school is large and
has increased
Rate and number of out-of-school children of primary school age, 2001 to 2010
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Notes: The size of the bubble is proportional to the number of out-of-school children.
The numbers in the bubbles show the number of out-of-school children. The 2001
figures for Nigeria are from 2000. The 2010 figures for India are from 2008.

Source: UIS database.

part of the country, whereas Indonesia has improved
security. Finally, while both Kenya and the United
Republic of Tanzania achieved major breakthroughs, it
can be argued that the significantly higher expansion of
education spending in the latter contributed to achieving
almost universal school enrolment.

Even in countries that have made good progress towards
UPE, some groups continue to get left behind, and so
targeted policies are needed to reach them. In 2011, poor
rural girls in Ethiopia were more likely to have never
attended school. Rich boys and girls in rural Ethiopia
have a chance of attending similar to that of their rich
urban counterparts, with only around one in ten not
having the opportunity. But 43% of poor rural females
aged 7 to 16 have never been to school (Figure 1.15).
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Goal 2: Universal primary education

Figure 1.14: Countries with large numbers of out-of-school children have followed different trajectories
Number of out-of-school children of primary school age, selected countries, 1999 to 2011
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Figure 1.15: In Ethiopia poor rural females are least likely to go to in school
Percentage of 7- to 16-year-olds who have never attended school by location, wealth and gender, Ethiopia, 2011
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Source: UNESCO (2012c).
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Panel 1.4: Entering school on time is critical

Late entry into the first grade of primary school is a
major barrier to achieving universal primary education,
as children who start school late are more likely to drop
out before they complete the cycle.

In 2010, in fifty-nine countries that provided information
on the distribution of new entrants by age, about 8% of
new first grade pupils were at least two years older than
the official age. The average was significantly higher

in the twenty-three sub-Saharan African countries
reporting these data, where 20% of children started at
least two years after the official age (UIS database). But
administrative data may underestimate the extent of the
problem, as school registers in low and middle income
countries often do not provide an accurate picture of
pupil age (UNESCO, 2010b).

This tendency to underestimate is reflected in a new
analysis for this Report of Demographic and Health
Survey data from twenty-two countries for the period
from 2005 to 2010. On average, 38% of students who
entered primary school were two years or more
above the official school entry age. Among the sixteen

Figure 1.16: Late entry into primary school is widespread in low and
middle income countries

Distribution of new entrants relative to official school entrance age, selected
countries, 2005 to 2010
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Note: The category ‘up to one year late” includes children who enrol on time or before the
official school entrance age.
Source: Delprato (2012), based on Demographic and Health Survey data.

sub-Saharan African countries analysed, the average
was 41%, or twice the estimates based on school
records (Delprato, 2012). In Liberia, for example,
about 87% of new first grade pupils were two years
older than the official age and 77% were at least
three years older (Figure 1.16). This is in part a legacy
of conflict, with many older children now wanting an
opportunity to attend school. But late entry is also

an issue in countries that have not experienced such
problems. In Ghana, 53% were at least two years
older than the official age.

Data from household surveys provide further
information on the characteristics of pupils entering
late, showing that late entry is more common among
poor households. In Madagascar, 62% of pupils from
the poorest fifth of households entered primary school
at least two years later than the official school entrance
age in 2008, compared with 32% of pupils from the
richest fifth of households. Richer countries show a
similar pattern. In Colombia, 42% from the poorest
households started two years late, compared with 11%
of those from the richest households (Figure 1.17).

Poverty and late school entry are linked in various
ways. Poor children are more likely to live further from
school, and often cannot afford the costs of transport.
Some may not go to school until they are able to walk
long distances. Parents are also likely to be concerned
about safety on long trips to school, particularly for
girls. Poor parents may also be less aware of the
importance of enrolling at the right age, particularly

if they have not had much experience of schooling
themselves. Finally, the nutritional and health status of
poor children is worse, which makes them less able to
enrol in school on time.

Starting late influences whether children complete the
education cycle. Evidence from the countries analysed
for this Report shows that those who are the right age
for their grade are less likely to drop out than those
who are two or more years older, with the difference
widening throughout the primary cycle (Delprato, 2012).
In Zambia, for example, among children who were of
the official age for their grade, about 2% dropped out of
grade 1 and grade 3 in 2007. In contrast, of those who
were at least two years older than their grade age, 5%
dropped out of grade 1 and 8% dropped out of grade 3
(Figure 1.18).
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Figure 1.17: Late entry is more common among disadvantaged children

Goal 2: Universal primary education

Percentage of children attending the first grade of primary school who are two or more years older than the official school entrance age, by wealth, selected countries
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Figure 1.18: Pupils who are older than the official age for their grade are more likely to drop out
Dropout rate by grade, pupils of official age for their grade compared with pupils who are at least two years older, selected countries, 2005 to 2010
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Source: Delprato (2012), based on Demographic and Health Survey data.

Late entry increases the likelihood of dropout in several
ways. First, a wide age range in a particular grade
disadvantages older children because the pedagogical
approach, curriculum and learning materials are

suited to younger children who progress at a slower
pace (Lewin, 2007). Second, large differences in age
frustrate older children, who may feel that they cannot
integrate well socially in the classroom. Third, older
children from poor households are more likely to need
to work. Fourth, in the case of girls, those who start late
reach the average age of marriage before completing
the basic education cycle in some countries (Brown,
2012]. In Nigeria, about one in six young women aged
20 to 24 were married or in a union before the age of
15. Among girls aged 15 to 19, only 2% of those married
were in school, compared with 69% of those unmarried
(UNICEF, 2011¢).
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Among countries for which there were administrative data
for both 1999 and 2010, there is some evidence that the
percentage of over-age children has declined in recent
years. For example, in Ethiopia it fell from 50% to 19%.

Household survey data do not show that the poor are the
first to benefit, however. For example, between 2003 and
2008 the decline in the number of over-age new entrants
in Ghana and Madagascar was twice as large among

the richest quintile compared with the poorest quintile
(Delprato, 2012).

Late entry poses major challenges to policy-makers
and requires action on two fronts. To prevent late entry,
governments need to raise awareness among parents
by mounting publicity campaigns, and to build schools
closer to homes. To moderate the impact of late entry,
teachers need to be trained to take into account the
learning needs of older students.
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Panel 1.5: Progression through primary school varies between and within countries

As 2015 approaches, it is critical to monitor trends in
progression to the last grade of primary school. Many
children who have the opportunity to enter school are
still not able to complete the primary cycle. Tracking
cohorts of children provides an integrated perspective
on the chances of not only entering school, but also
staying until the end of the primary cycle.

Household survey data on attendance can offer valuable
insights into the characteristics of children who are
unable to enter or complete primary education. Starting
from a cohort of 100 children, these data track their
entry into school and progression through the cycle until
completion. For a country to achieve UPE, the expected
cohort completion rate would be 100. Many countries are
far from this ideal and the poorest are furthest behind.

In Uganda, for example, 97 out of 100 children from the
richest households enter school, compared with 90 out
of 100 children from the poorest households. By the end
of the cycle, the gap has widened further, with 80 of the
richest 100 completing, compared with 49 of the poorest
100 (Figure 1.19).

The inequality between the poorest and richest
children — in access, progression or both — takes
different forms. The Democratic Republic of the Congo,
India and Kenya exhibit patterns similar to Uganda's,
where inequality is evident throughout the cycle, from
access through to completion. Some West African
countries follow a pattern of unequal access, but once
in school, children demonstrate similar progression
through the cycle.

In Nigeria, most children from rich households start
school. In contrast, only 30 out of 100 of those from

the poorest households start school. But once in
school they are likely to remain until the end of the
cycle. In Colombia, Congo, Rwanda and Zambia, most
children, whether rich or poor, enter primary school.
But those from rich households have a better chance of
staying in school. In Rwanda, only 58 out of the initial
100 of the poorest reach the last grade, compared with
76 of the richest.

Figure 1.19: Inequality in primary education access and completion between the
Expected cohort net intake rate to first grade and survival rate to last grade of primary school,

Unequal access but equal progression

100 100
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Source: Delprato (2012), based on Demographic and Health Survey data.

Other characteristics, such as where a child lives,

can also play a role in whether a child starts school
and completes. In India, intake and progression vary
between states, from high intake and high retention in
Tamil Nadu to low intake and low retention in Gujarat
(Figure 1.20).

Comparing changes in access and progression over a
period of five to six years shows that countries can make
large gains in a short time, but also that progress has
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Goal 2: Universal primary education

poorest and the richest is very large
by wealth, selected countries, 2005 to 2010

Grade 1
v lastgrade
Equal access but unequal progression Unegqual access and unequal progression
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76 76 v
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been slower than is required to achieve UPE, especially in in access, but only four in five children in each cohort
the countries furthest from the goal (Figure 1.21). were reaching the end of the cycle by 2008 - the same
as in 2003.
In Nepal, for example, entry into grade 1 improved
from 88 out of 100 in 2001 to 98 in 2006. Once in school, Zimbabwe experienced a reversal of fortunes. In 1999,
children are also more likely to stay: over the five-year most children entered school; by 2005, the numbers
period, the survival rate to the last grade of primary entering had fallen to 89 out of 100. There was an even
school increased from 78 to 91 out of every 100. Zambia bigger drop in the numbers completing, from 85 in 1999
also experienced improvements in both entry and to 71 in 2005. In Mali, where the UPE challenge is one
survival to the end of the cycle. Ghana made major gains of entry rather than retention, there was no progress
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between 2001 and 2006, with still only 40 out of

Figure 1.20: Different patterns of access and progression can exist in ) )
100 entering or completing by 2006.

the same country
Expected cohort net intake rate to first grade and survival rate to last grade of

primary school, selected states, India, 2005/06 In the limited time that remains before the EFA

deadline in 2015, system-wide interventions
100 Grade 1 that can lower barriers to school entry and
L v Grades progression for disadvantaged children are likely
97 o to be the most effective way of getting closer
to UPE. In countries where initial entry is the
biggest barrier, constraints such as school costs
v or distance to school need to be tackled. Where
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Figure 1.21: Countries can make progress over a short period, but can also lose ground
Expected cohort net intake to first grade and survival rate to the last grade of primary school, selected countries, 1999 to 2008
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Source: Delprato (2012), based on Demographic and Health Survey data.
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Goal 2: Universal primary education

Policy focus: Reducing costs of primary schools for the poorest

With progress towards universal primary
education stagnating, reaching out to the poorest
families has become an urgent priority, as their
children are most likely to be denied access to
education. Such households have very meagre
incomes to draw on for basic needs in food and
health as well as education.

This section demonstrates that abolishing school
fees is a key approach to increasing access

to primary schooling for poor households, but
emphasizes that it is not sufficient by itself.
Many other costs remain that prove prohibitive
for the poorest households. In contrast, rich
households can afford supplementary tuition or
private schooling’

Financial constraints matter in
schooling decisions

Parents and caregivers take into account
economic, social and cultural considerations
when assessing the costs and benefits of
sending their daughter or son to primary school.
In addition to direct costs of education, such as
school fees, uniforms or transport, families also
face indirect opportunity costs. These include
costs associated with a loss of income that could
have been earned by the child if sent to work.

Analysis of household surveys in eight countries
shows that parents regard the financial burden
of education as the most important factor when
deciding whether to send their children to school
(Table 1.4)2In Indonesia, for example, 47% of

Table 1.4: Financial constraints matter when a household decides not to send a child to school
Reason given by parents or guardians for primary school age child being out of school (%)

Never attended primary school'
Reason for not Not
attending school Cost Work Distance
Single response

Bangladesh?, 2008

Indonesia, 2009 44 3 2 0 52
Iraq, 2007 B 0 6 41 48
South Africa, 2007 26 6 9 1 57
U. R. Tanzania, 2007 5 8 10 12 64
Uganda, 2007 15 21 13 25 25

Multiple response®
Egypt‘, 2005-06 61 34 6 38 =
Nigeria, 2010 27 34 34 9 —

necessary Other

Dropped out of primary school

Number of
out-of-school
Not children

Cost Work Distance | necessary Other (000)

25 5 10 24 36

52 5 5 2 36 236

1 4 1" 49 25

10 0 " 5 74 679

6 15 4 43 32 137

47 4 1 21 27 623

33 20 1 61 — 368

83 17 8 27 = 10542

Notes: 1. For children who have never attended primary school, cases where parents claimed that their child was too young to go to school have been excluded,
assuming that these children will eventually attend school. 2. Results for Bangladesh are for all out-of-school children (never enrolled and dropped out). 3. In
multiple response surveys, the responses do not add up to 100%, and the ‘other’ category is not applicable. 4. Results for Egypt refer to dropouts from lower

secondary school.

Sources: EFA Global Monitoring Report team calculations (2012) based on data from the following household surveys: 2009 Indonesia National Socio-Economic
Survey, 2007 Iraq Household Socio-Economic Survey, 2008 South Africa National Income Dynamics Study, 2007 Tanzania Household Budget Survey, and 2005/06
Uganda National Household Survey; data was extracted from survey reports for Bangladesh (Nath and Chowdhury, 2009), Egypt (EI-Zanaty and Gorin, 2007) and
Nigeria (Nigeria National Population Commission and RTI International, 2011); Annex, Statistical Table 5.

7. This section draws in part on Nordstrum (2012b). 8. There are several challenges in interpreting such responses from household
surveys. Response categories are fixed, and in some cases, when parents

are asked to identify a single reason, this may not capture situations where
more than one factor may be at play. A particular response may mask the

real reason. Parents may be embarrassed to admit that certain issues were
decisive. Where multiple responses are permitted, it becomes difficult to
identify the most important factor. Comparing responses across countries is
also challenging, as response categories may not be fully compatible.

Improving
access to
primary
schools for the
poorest is not
achieved just
by abolishing
school fees
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In Indonesia,
half of parents
whose children
never attended
school or
dropped out
said this was
because of cost
or work
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parents whose children had never attended
primary school and 57% of parents whose
children had dropped out identified either cost
or work as the primary cause. In Nigeria, the
country with the largest number of children
out of school, a third of children who had never
attended school stayed away because they
were working, while a third of children who had
dropped out did so because of direct costs.

Even where the importance of financial factors

is not immediately apparent, they are still likely
to have an impact. For example, in Iraq 41% of
parents whose children were never enrolled

and 49% of those whose children dropped out
reported that the decision was made because
they believed education was not necessary. This
view is most likely based on a perception that the
costs of education outweigh the benefits, such as
expected higher wages in the future.

Another obstacle cited by parents was long
distances to school, resulting in transport costs.
Such major expenses may be prohibitive to all
but the richer households.

Parental identification of cost as a major reason
for their children not being in school is supported
by analysis from the same surveys which show
that children from the poorest households are
significantly more likely to be out of school in all
eight countries. For example, in Nigeria 62% of
children from the poorest quintile did not attend
school in 2010, compared with just 2% from the
richest quintile (Figure 1.22).

Household spending on

education varies widely

Even if a poor family is able to send all its
children to school, it must make a decision
regarding the amount of resources to be
dedicated to improving their chances of
completing and succeeding in school. This
decision is influenced by the immediate
availability of money, and the trade-off between
spending on education or on other basic needs.

A study of household spending in fifteen sub-
Saharan African countries for 2001-2007 showed
that households spent on average 4.2% of their

Figure 1.22: Children from the poorest families are more likely to be out of school
Percentage of primary school age children who are out of school, by wealth/expenditure quintile and gender, selected countries
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Sources: EFA Global Monitoring Report team calculations (2012) based on data from the following household surveys: 2010 Bangladesh Household Income and
Expenditure, 2005/06 Egypt Household Education Survey, 2006 Indonesia National Socio-Economic Survey, 2007 Iraq Household Socio-Economic Survey, 2010 Nigeria
Education Data Survey, 2009 South Africa General Household Survey, 2010 Tanzania Demographic and Health Survey, and 2005/06 Uganda National Household

Survey.



THE SIX EFA GOALS

total expenditure on education, with the richest
quintile spending 5.4% and the poorest quintile
spending 2.6% (Foko et al., 2012).

Direct costs incurred generally involve obligatory
payments to schools, including tuition and

other types of fees, some of which may not be
legally sanctioned. They also involve necessary
spending on other schooling costs whose level
may be more or less fixed, such as uniforms and
textbooks. Other costs may vary depending on
family circumstances (for example, transport] or
involve optional expenses to improve the quality
of the schooling experience (for example, private
supplementary tuition).

Seven of the eight countries reviewed for this
Report have in principle abolished primary school
fees.”Nevertheless, on average across the eight
countries, tuition and other fees account for
almost 15% of household spending on education
among households with children in public primary
schools. In South Africa and Uganda, the share

of fees is as high as one-third of total household
primary education expenditure per child. Among
other common direct costs, books and stationery
account for about one-quarter, uniforms for
another quarter, and private supplementary
tuition for about one-eighth, on average for the
eight countries (Figure 1.23).

Richer households spend considerably more
per child than poorer households. Among

Goal 2: Universal primary education

Figure 1.23: Across eight countries, school fees make up almost 15% of
household spending on education

Distribution of primary education costs per child across types of expenditure among
households with children in public primary schools, selected countries

o I N fos
U. R Tanzania [N I I Books and supplies
Indonesia [N e M Uniform
egypt NN I Tutoring
Nigeria [N B W Other
Bangladesh | IENENRNINNN I
South Africa. | NN
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Share of total household primary education expenditure (%)

Sources: EFA Global Monitoring Report team calculations (2012) based on data from

the following household surveys: 2010 Bangladesh Household Income and Expenditure,
2005/06 Egypt Household Education Survey, 2006 Indonesia National Socio-Economic
Survey, 2007 Iraq Household Socio-Economic Survey, 2010 Nigeria Education Data Survey,
2009 South Africa General Household Survey, 2008/09 Tanzania National Panel Survey, and
2005/06 Uganda National Household Survey.

households with children in public primary
schools, the range varies from about two and
a half times in Irag and the United Republic of
Tanzania to almost eight times in South Africa.
The range increases significantly if widened

to include households whose children attend
private schools. In Nigeria, average spending
per child by the richest 20% of households is
more than three times as much as that by the
poorest 20% in public primary schools, and
more than ten times as much for those in both

In Uganda,
fees make
up one-third
of household
spending on
education

Figure 1.24: In Nigeria, rich households spend more to improve the quality of schooling for their children

A. Primary education costs per child, by wealth quintile, in USS, Nigeria 2010
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Sources: EFA Global Monitoring Report team calculations (2012) based on the 2010 Nigeria Education Data Survey; Nigeria National Population Commission and RTI International (2011).

140

B. Distribution of primary education costs per child across types of expenditure among
households with children in public primary schools, by wealth quintile, Nigeria 2010
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9. South Africa is the only one of the eight countries that has not entirely
abolished fees, although it has done so for the poorest 60% of communities
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In Nigeria,
66% of rich
children attend
private school
compared

with just 6%
of the poor
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public and private primary schools. About 66%
of children from the richest households attend
private schools. Spending per pupil from a rich
household is US$135 on average but only US$39
in a public school. By comparison, just 6% of
children from poorest households attend private
school. For the majority of children in these
households in public school, spending is less
than US$12 per child (Figure 1.24A).

The composition of household primary education
expenditure also differs between poorer

and richer households, even among those
households that send children to public schools
only. Richer households either spend more on
discretionary items that improve the education
experience of their children, such as more and
better quality school supplies, or are able to
afford to pay for supplementary tuition. Spending
on public schooling in Nigeria demonstrates
some of these characteristics (Figure 1.24B). The
richest households allocate a much higher share
of their primary education expenditure to private
supplementary tuition (18%] than the poorest
households (2%).

The amount spent on schooling per child

may also vary within households. Gender
discrimination may mean that children in

the household do not benefit equally. Such
discrimination can operate through different
channels. In some countries girls are more
likely to be out of school and therefore incur
zero education expenditure, especially among
poorer households, as shown in the cases of
Egypt, Iraq and Nigeria (Figure 1.22). Once
girls are in school, less may also be spent on
them. In India, for example, while there is little
evidence of discrimination in terms of primary
school enrolment decisions, there is evidence of
a male bias in terms of education expenditure
decisions in states such as Andhra Pradesh
and Madhya Pradesh (Azam and Kingdon, 2011;
Zimmermann, 2012).

Removing direct costs can help poor
households send children to primary
school

Abolishing formal school fees is a fundamental
step towards realizing UPE, but it is not sufficient
by itself. Implementation needs to be monitored
closely to ensure that fees are not reintroduced

in indirect ways as schools seek to make up for
lost funds. Measures are also needed to ensure
that the abolition of fees does not reinforce
inequalities between those who can pay for
better quality education and those who cannot.
Given that fees represent only part of schooling
costs with other direct and indirect costs often
keeping children out of school, additional
strategies are needed to help poor households.

Abolishing school fees

Many countries have eliminated official

school fees in line with the Dakar Framework
commitment that primary education should be
‘free of tuition and other fees'. Fee abolition had
a strong positive impact on enrolment either
during the year of abolition or in subsequent
years (Figure 1.25). In Burundi, for example, the
gross enrolment ratio was 83% in 2004, the year
preceding fee abolition; it increased to 88% in
the year that fees were abolished as part of the
post-conflict election promise and by 2009 stood
at 147%.

Countries generally introduce fee exemptions
across the board. For example, the Right to
Education Act in India applies to all children
aged 6 to 14 (Box 1.3). Fee abolition is akin to
transferring resources from the government
back to families of children of primary school
age. This transfer disproportionately benefits
poorer households for two reasons: they

are more likely to have been excluded from
education due to inability to pay fees, and they
tend to have more children of primary school
age. In rural Kenya, the poorest quintile of
households reaped a larger share of the benefit
of fee abolition (from 21% in 2004 to 30% in
2007), as new entrants to school were mainly
poorer children (Muyanga et al., 2010).

South Africa adopted a different approach,
staggering the abolition of fees according to
income, and targeting poorer households first.
However, even when the information necessary
for effective targeting is available, some poor
children are still excluded. The No Fee Schools
policy eliminated tuition fees initially in schools
serving the poorest 40% of children in 2007,
extending to schools serving the poorest 60%
two years later. Schools were generally ranked
according to the poverty level of their catchment
area, although each province refined this ranking
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Figure 1.25: Fee abolition has boosted primary school participation

Goal 2: Universal primary education

Primary gross enrolment ratio before and after abolition of tuition fees, selected countries
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Source: UIS database.

Box 1.3: The Right to Education Act in India

India has made tremendous progress in reducing
the number of out-of-school children, from

20 million in 2000 to 2 million in 2008. An effort
to enshrine the right to education for all children
in legislation began in 1993 with a Supreme Court
decision, which was based on the principle that no
one can live with dignity without education, and
that education should therefore be a fundamental
right. In 2002, the 86th Amendment to the
Constitution provided for an Act mandating free
and compulsory education. It took the government
seven more years before it passed the Right

of Children to Free and Compulsory Education
Act. The law came into effect in April 2010 and
consolidated existing compulsory education acts
of individual states.

Implementing the legislation has not been
straightforward. There has been disagreement
among central, state and local governments over
the sharing of financial responsibilities for meeting
the education standards stipulated by the law.
Monitoring has also proven difficult. The law made

100
60
40
20

0

Lesotho ~ Madagascar Mozambique U.R.Tanzania ~ Zambia
2000 2003 2004 2001 2002

M Fee abolition M Four years after fee abolition

it possible to prosecute institutions or individuals
who may have violated children's right to
education. The National Commission for Protection
of Child Rights, the government body responsible
for monitoring the implementation of the law,
received 2,850 complaints related, among others,
to admission procedures, discrimination, teacher
attendance, reserved places in private schools,
charging of fees and inadequate infrastructure.
However, as of March 2012 the Commission had
only resolved about one in four complaints.

The experience of India demonstrates that
guaranteeing the right of all children to free
compulsory education is a major step forward,
but underlines the need to reinforce the right
with clear rules and adequate financing for

its implementation. Moreover, organizational
challenges must be overcome to ensure that
possible violations are investigated and brought
to justice.

Sources: Economic Times (2010); Gazette of India (2009); Isaac (2012); Little
(2010); Mehrotra (2012); Taneja et al. (2012).
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despite
abolishing
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based on even more detailed, locally available
information (Wildeman, 2008). However, poor
children also live in catchment areas of schools
that continue to charge fees: according to
household survey data, only 65% of children from
the bottom quintile benefited from fee exemption
in 2009 (Nordstrum, 2012a].

Despite the generally positive experience

with fee abolition, many children from poor
households are still not able to complete primary
school, suggesting that other factors are leading
to their exclusion, including other financial
costs. In many cases, fee abolition only covers
tuition fees. This means that households still
have to pay other charges. For example, Nigeria
announced a universal basic education initiative
in 1999 and passed a corresponding Act in 2004
(Obanya, 2011). Tuition fees were abolished, but
10% of parents reported paying some form of
fee in 2010. Around 57% of parents also reported
paying a compulsory parent-teacher association
fee and a further 40% had to pay exam fees
(Nigeria National Population Commission and
RTI International, 2011).

Even though fee abolition has helped expand
access for poor children, the ability of the rich
to pay other costs can perpetuate inequality in

the schooling experience. The case of Uganda
provides useful insights. The 1997 fee abolition
led to a large increase in enrolment, particularly
among the poorest children [Deininger, 2003).
But this meant that the poorest households
whose children were previously out of school
had to spend some of their meagre income on
non-fee costs of education. Rich households
whose children were already in school could
reallocate the money saved to cover other costs
that maintained, or even further widened, their
children’s schooling advantage. Evidence from
three rounds of the Uganda National Household
Survey shows that richer households with
children in public primary schools increased
their allocation to education, widening the gap
in spending between rich and poor: between
1999 and 2006 expenditure per child increased
from US$4 to just US$6 among the poorest
households, but from US$46 to US$82 among
the richest (Figure 1.26).

Fee abolition needs to be accompanied by
capitation grants to compensate schools
for loss of income

Where official fees have been abolished
schools need to be compensated for their
loss of income, otherwise they may charge
unofficial fees that can place a similar burden

Figure 1.26: In Uganda the education expenditure gap between poorer and richer households widened after fee abolition
Education expenditure per child among households with children in public primary schools, Uganda, 1999 to 2006
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on households. Alternatively, they may let
quality deteriorate — for example, by letting
infrastructure go unrepaired or buying fewer
textbooks. Capitation grants, which provide
funds to schools based on enrolment, are a
common way of addressing this need.

In Ghana, tuition fees were abolished in 1995,
but households were still expected to pay other
fees. A capitation grant programme was rolled
out in 2005 to address this problem. The grant
was equivalent initially to approximately US$3
per student and was raised to US$4.5 in 2008
(Akyeampong, 2011). Households still have to
pay fees related to exams or parent-teacher
associations, but these represent only 6% of
their total education expenditure (Akaguri and
Akyeampong, 2010).

Governments need to demonstrate commitment
to ensure that capitation grants are set at an
appropriate level, maintain their value and
benefit the poor. For example:

B |n Mozambique, the Direct Support to Schools
(Apoio Directo as Escolas) programme
provides primary schools with grants to
purchase learning materials, including items
for which households would previously have
paid, such as books and stationery (UNICEF,
2011a). As of 2005, the grant was equivalent
to about US$1 per primary school student
and, of that, only 71% was spent on items
that would reduce costs for households,
such as books, stationery and other learning
materials (World Bank and UNICEF, 2009).
This suggests that the size of the grant is very
small relative to need.

B |nthe United Republic of Tanzania, a
capitation grant was introduced alongside
fee abolition in 2001. But between 2002 and
2009, the real value of the capitation grant
declined by more than 30% to about US$7
per student, and was not even sufficient to
finance a full set of textbooks (Uwazi, 2010).
A public expenditure tracking survey further
showed that the amount actually budgeted
was only equivalent to US$5 and the amount
received by schools was US$4.5 (Claussen
and Assad, 2010).

Goal 2: Universal primary education

B |n Indonesia, fees were abolished in 2005
under the Free Basic Education policy. The
School Operational Assistance (Bantuan
Operasional Sekolah) programme of block
grants (equivalent to about US$43 per student)
was introduced at this time to guarantee the
ability of schools to finance their operational
costs without shifting the burden back to
households. According to the guidelines,
the funds can also be utilized to directly
support poor children, notably by paying for
transportation costs. However, only one-third
of 1,250 schools surveyed had actually done so
(Widyanti and Suryahadi, 2008).

Costs of uniforms can be prohibitive

for poor households

Some governments have introduced measures
to stop the cost of school uniforms inhibiting
access to school. Before India abolished fees,
subsidies were provided via the District Primary
Education Programme to households that could
not afford uniforms (Ayyar and Bashir, 2004).

Another option adopted by some countries is

to remove the requirement to wear a uniform.
However, the success of such interventions has
sometimes been limited. Timor-Leste removed
uniform requirements during the tuition fee
abolition process in 2000 (World Bank, 2003).
Yet an analysis by the EFA Global Monitoring
Report team, based on the 2007 Survey of Living
Standards, shows that even seven years after
official abolition, school uniforms accounted

for 52% of total household primary education
expenditure per child among the poorest 20%
of households. In Uganda, which also removed
the requirement in 2003 [Avenstrup et al., 2004),
analysis by the EFA Global Monitoring Report
team shows that school uniforms accounted
for 28% of total household primary education
expenditure per child among the poorest 20% of
households in 2006.

Where wearing a uniform has been compulsory
for a long time, abolishing the obligation is not
always sufficient to remove the social barrier
associated with not wearing one. Stigma
attached to not wearing a uniform or wearing
one of lower quality can affect girls” attendance
in particular (South Africa Department of
Education, 2003).

Although

uniforms are
voluntary in
Timor-Leste,

they account

for half of th

poorest families

education
expenditure

e
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The potential benefits of removing this burden
from households are considerable. In Kenya, as
part of an NGO-sponsored project, students were
randomly assigned to receive school uniforms,
whose cost ranged between US$4 and US$7. An
evaluation found that students who received a
uniform reduced their absenteeism rate from
15% to 9%. The study also looked at long-term
effects, but found no significant effect on the
likelihood of completing primary school and on
the number of years of education completed
(Evans et al., 2011). This could suggest that
while relieving poor households of high costs is
helpful, achieving positive long-term outcomes
also requires measures that focus on quality.

Supplementary tuition is only

affordable to some

In some countries a parallel education system
has emerged, often because the quality of public
schools is low. After school hours, children buy
the services of tutors to increase their chances
of passing exams and progressing through the
grades. The costs can be substantial, implying
that poorer children are less likely to benefit.

In Bangladesh, about 43% of children from the
poorest quintile of households attending public
primary school received supplementary tuition,
compared with 67% of children from the richest
quintile in 2010. In Egypt the corresponding
figures were 25% and 47% in 2005/06.

Richer households are not only more likely to
receive supplementary tuition, but also to spend
more. Higher costs may be the result of richer
households recruiting more experienced tutors,
selecting individual rather than group-tutoring,
and purchasing more hours. In both Bangladesh
and Egypt, the richest households spend

four times more than poorest households on
supplementary tuition (Figure 1.27).

The recourse to supplementary tuition can
further reinforce the gap in the quality of the
education received by rich and poor children.
Teachers may also see an opportunity to
increase their incomes. In some countries,
including Cambodia and Egypt, it has been
reported that teachers withhold curriculum
content during the school day, forcing students
to attend tutorials where the omitted areas are
covered (Dawson, 2011; Hartmann, 2008).

Once such practice becomes widespread it is
very difficult to reverse with punitive measures.
However, measures can be taken to ease the
burden for poor households. Governments

can reduce the demand for supplementary
tutoring, for example, by avoiding high stakes
examinations. Alternatively, they can improve
inspection to ensure that teachers cover the
curriculum as expected (Bray, 2009).

Figure 1.27: Richer households are more likely to spend more on supplementary tuition for their children
Supplementary tuition among households with children attending public primary schools, Bangladesh 2010 and Egypt 2005/06
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Are low fee private schools affordable

for the poor?

Low fee private primary schooling has
expanded in some countries, especially where
a rapid increase in enrolment following fee
abolition has led to a perceived decline in the
quality of public primary schooling. Advocates
maintain that the growth of low fee private
schooling helps expand access where there are
insufficient public schools, and improves quality
(Tooley and Dixon, 2006).

There is some evidence that these schools are
reaching some poor households (UNESCO,
2009). But even though their fees are low, their
overall costs for households are considerably
more than those of government schools. As a
result, the poorest families are unable to afford
them. Recent survey data for eight countries
show per capita household spending on children
in private primary school is US$220 compared
with US$36 on their public school counterparts
(Foko et al., 2012).

The average cost of educating a child in a
private school in Makoko slum in Lagos,
Nigeria, was estimated to be around US$217
per annum, equivalent to about four 50 kg bags
of rice, which would feed the average family of
six members for approximately seventy days.
Sending three children to a slum school equates
to 46% of the Lagos minimum wage (Harma,
2011a). In rural Uttar Pradesh, India, around
41% of children in one survey were enrolled

in private schools. Children in these schools
were predominantly from richer households in
the villages, with almost all children from the
poorest households in government schools.
These households could not afford private
schools, which were more than eight times

as expensive as government schools. These
costs were prohibitive for the poorest 40% of
households, which would have to pay up to 30%
of total household income to send their children
to private primary schools (Harma, 2010).

With the costs of low fee private schools out of
reach, vouchers are one approach to extending
access to the poorest households. The regular
and predictable payment of fees from a voucher

Goal 2: Universal primary education

could also benefit schools that suffer from
irregular payments from poor parents who
mostly rely on precarious employment.

Vouchers are not an easy solution, however.
Many low fee private schools are not
registered. This is the case for three-quarters
of the private schools in Lagos, for example
(Harma, 2011b). These unregistered schools
would not be able to participate in an official,
government-backed voucher programme.

A raft of administrative requirements also
accompanies effective implementation.
Effective and efficient targeting of potential
beneficiaries is a major challenge, as

is government capacity to implement a
programme on a larger scale. Even in
countries where such capacity exists,

public opposition can make vouchers

a politically unpopular choice. In Chile,

for example, students protested over

the perceived inequitable outcomes of

the country’s well-established voucher
programme (UNESCQO, 2009).

There is also the question of ensuring that
vouchers can be carried out at the scale
required to reach the most disadvantaged. In
Pakistan, the Punjab Education Foundation

has been implementing a programme since
2006 that provides vouchers to children from
disadvantaged backgrounds that allow them to
choose from among more than 1,000 low fee
private schools (Punjab Education Foundation,
2012a). In a country of 5.1 million out-of-school
children, the programme is reaching a small
number: 267 schools and 80,000 pupils (Punjab
Education Foundation, 2012b). Punjab is also
the part of Pakistan where enrolment is already
highest; consequently, the voucher programme
is not helping extend access to the parts of the
country where it is most needed.

Governments have a choice between investing
their scarce resources to arrest the decline in
public school quality or subsidizing households
to send children to private schools through
voucher programmes. Vouchers may appear to
be a quick fix, but investing in public schools is
likely to be the best way to reach the poorest.

The annual cost

of a private

school in a Lagos

slum could feed
a family of six

for 70 days
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Strengthening social protection
policies to help households send
children to primary school

The cost of schooling can be eased by helping
households meet specific education expenses,
as well as through measures that increase and
stabilize their income - freeing resources they
can invest in education. The impact on education
depends on the size of the intervention, the
design of the programme and the targeting of
the beneficiaries, as well as whether there is
an adequate supply of education providers of
appropriate quality.

Scholarships. Some countries implement
targeted scholarship programmes to offset
education costs. Indonesia first put in place a
scholarship programme targeting poor children

in the aftermath of the 1997-1998 financial crisis,

as part of the Social Safety Net Programme
(Jaring Pengaman Sosial). The central
government allocated a scholarship budget

to districts according to household budget
survey estimates of poverty; districts allocated
budgets to schools based on their knowledge
of community characteristics; and school
committees decided on individual recipients.
The sizeable amount of the scholarship
(equivalent to twice the average household
expenditure on education for a primary school
child from the bottom wealth quintile) and

the reasonable effectiveness of the targeting
(seven in ten beneficiaries belonged to the two
lowest quintiles] enabled it to prevent enrolment
declines at the primary school level (Cameron,
2009; Sparrow, 2007).

Conditional and unconditional cash transfers.
These programmes provide cash grants to

poor households that meet criteria such as
school attendance or use of a health centre, or
unconditionally for certain population groups.
Cash transfers are prevalent in Latin American
countries; many have been rigorously evaluated,
showing a positive impact on education
(UNESCO, 2009, 2010b). In contrast, there

are few large programmes — and even fewer
evaluations — in the three regions with the
largest numbers of out-of-school children: East
Asia and the Pacific, South and West Asia and
sub-Saharan Africa (Fiszbein et al., 2009; Garcia
and Moore, 2012).

One of the most ambitious programmes, the
Cash Transfer for Orphans and Vulnerable
Children in Kenya, provides ultra-poor
beneficiary families with an unconditional
monthly transfer worth US$20. Early reviews
point to relatively small effects on primary school
attendance, age-for-grade and progression,
which is not surprising given that initial average
levels were already generally high. But the
effects are larger for the subset of children who
face steeper costs, including those who live more
than 2 km from the primary school or those
attending schools that informally charge fees
(Kenya CT-0OVC Evaluation Team, 2012).

A project developed by BRAC in Bangladesh,
Challenging the Frontiers of Poverty Reduction
— Targeting the Ultra Poor, provides an
unconditional package of support to protect

the ultra-poor and promote their livelihoods,
including asset transfers, stipends and

skills training. Between 2007 and 2011,

300,000 households received a full package

and 500,000 households a reduced package,
helping to increase household income. Although
education outcomes are not the main focus, they
have been followed closely. A randomized trial
based on a survey of about 7,000 households
found that there was no impact on primary
school attendance and repetition, even though
the programme used volunteers and local
committees to encourage enrolment (Das and
Shams, 2011).

Bangladesh's experience suggests that
unconditional transfers in the form of assets may
not increase the income of ultra-poor families
immediately and, if the transfer is not large
enough, could even increase demand for child
labour in the short term. This further suggests
that the type and size of the transfer needs to

be carefully considered, and that an element of
conditionality may be necessary in some contexts
if positive education results are to be achieved.

The potential of social protection programmes
may be considerable in middle income
countries that continue to lag in terms of
education outcomes, such as the Philippines,
where 1.5 million children were out of school
in 2009. In response to the lack of progress in
social indicators, the government launched
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the Pantawid Pamilyang Pilipino programme

in 2008. Beneficiary households receive an
average monthly cash transfer of US$19 if they
have one school-age child, increasing to US$33
for families with three school-age children,
equivalent to about 20% of household income. In
2011 the programme was scaled up to reach 2.3
million poor households and further expansion
to 4.8 million households by 2014 is planned.
Eligible households must live in targeted poor
areas, be classified as poor, have a pregnant
woman or at least one child aged up to 14 years
as a member, and meet certain conditions,
including an 85% attendance record in school
(Fernandez and Olfindo, 2011: Velunta, 2012).
Results from a pilot phase showed that primary
school completion rates increased from 68% to
73% (ADB, 2010). Evidence from administrative
data also shows that public primary school
enrolment growth was faster in targeted

areas than other areas between 2008 and 2010
(Manasan, 2011).

Goal 2: Universal primary education

Conclusion

Abolishing primary school fees has helped
reduce costs, but has not removed the cost
barrier to enrolment for the poorest. Non-fee
costs, such as school uniforms and supplies, can
be substantial, particularly for poor households,
and require additional solutions. Strategies

are needed to compensate poor families for

the direct costs of schooling and the indirect
costs of the child being in school rather than
working. Formal fee elimination is unlikely to be
successful unless it is integrated into a larger
educational finance framework that addresses
these issues.

The Philippines
gives the
poorest the
equivalent of
20% of their
income in cash
transfers
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Youth and adult learning needs

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

Highlights

m Despite a global increase in the number of children enrolling in secondary school, the lower secondary
gross enrolment ratio was just 52% in low income countries in 2010, leaving millions of young people to
face life without the foundation skills they need to earn a decent living.

B Although the number of out-of-school adolescents of lower secondary school age fell from 101 million in
1999 to 71 million in 2010, it has stagnated since 2007. Three out of four out-of-school adolescents live in
South and West Asia and sub-Saharan Africa.

B Twelve years after the EFA goals were established, the international community is only now coming
closer to agreeing on a coherent set of internationally comparable indicators of skills development
and the means to measure them. But recent developments will not produce sufficient data in time to
measure goal 3 adequately before 2015.
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Table 1.5: Key indicators for goal 3

Technical and vocational Out-of-school

Total secondary Total secondary gross Lower secondary gross Upper secondary gross education as a share of adolescents of lower

enrolment enrolment ratio enrolment ratio enrolment ratio secondary enrolment secondary school age

Change Change

2010 since 1999 1999 2010 1999 2010 1999 2010 1999 2010 2010 since 1999

(000) (%) (%) (%) (%) (%) (%) (%) (%) (%) (000) (%)
World 542 684 25 59 70 72 82 45 59 " " 70570 -30
Low income countries 46 333 78 29 42 36 52 21 29 4 5 17 666 -19
Lower middle income countries 204 343 47 46 61 61 76 31 48 5) 5 43214 -24
Upper middle income countries 205788 12 72 85 89 97 52 74 13 16 8790 -58
High income countries 86 221 -1 99 102 102 104 97 99 17 14 899 -46
Sub-Saharan Africa 43653 110 25 40 29 41 20 31 7 8 21676 -4
Arab States 29722 B8] 59 69 75 87 43 49 14 8 3732 -29
Central Asia 10443 13 84 95 85 97 81 92 6 19 315 -85
East Asia and the Pacific 163 268 24 63 80 78 90 44 70 14 17 10317 -59
South and West Asia 143 351 47 44 59 61 75 30 47 1 2 30 946 -22
Latin America and the Caribbean 60 074 14 81 91 95 102 62 75 10 10 1749 -48
North America and Western Europe 61828 2 100 102 102 105 97 99 14 13 554 -b3
Central and Eastern Europe 30347 -25 88 88 92 95 81 81 18 20 1281 -56

Sources: Annex, Statistical Table 7 (print) and Statistical Table 8 (website); UIS database.
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In recent years, heightened social and economic
challenges have placed skills development at
the centre of the global education debate. As

the thematic part of this Report details, this has
introduced urgency to a vital EFA goal that has
not been given the attention it deserves because
of the ambiguity of the commitments made when
the EFA goals were established in 2000.

Formal secondary schooling is the most effective
way to develop the skills needed for work and
life. The expansion of primary schooling over

the past decade is now being reflected in higher
enrolments at the next level of education. Total
enrolment at secondary level rose by 25%
globally between 1999 and 2010, with growth in
low income countries by 78% and lower middle
income countries by 47%.

Most of the growth has taken place in regions
with low initial participation levels. Enrolment
more than doubled in sub-Saharan Africa,
resulting in the gross enrolment ratio reaching
40%. The gross enrolment ratio increased from
44% to 59% in South and West Asia and from
59% to 69% in the Arab States. In absolute
terms, the fastest progress was achieved in
East Asia and the Pacific, with an increase of
seventeen percentage points to 80%.

Yet not all young people have benefited from
the expansion. There are still 71 million
adolescents of lower secondary school age who
are not in school. Half of the total reduction in
their numbers since 1999 is accounted for by
progress in East Asia and the Pacific. As with
the number of out-of-school children of primary
school age, progress was fastest in the first
half of the decade after the EFA goals were
established, from 2000 to 2005. Worryingly,

the number of out-of-school adolescents has
stagnated since 2007.

This stagnation is particularly apparent in
some regions. The number of out-of-school
adolescents has remained at 22 million in sub-
Saharan Africa since 1999, in part due to high

Goal 3: Youth and adult learning needs

population growth. In South and West Asia,
there was a 18% decline between 2002 and
2005 but there has been no progress since. As a
result, the regional distribution of out-of-school
adolescents has shifted towards these two
regions, which accounted for three out of every
four out-of-school adolescents in 2010, up from
three out of five in 1999.

Some young people develop skills through
technical and vocational education. The
proportion of secondary school pupils enrolled
in these programmes has remained at 11%
since 1999. However, there are regional
variations, with the percentage having increased
significantly in Central Asia from 6% in 1999 to
19% in 2010 and having decreased in the Arab
States from 14% to 8%.

Formal general education and technical and
vocational secondary education only capture
part of the skills picture, however. Information
on enrolment in these types of institutions
does not tell us what kinds of skills young
people are acquiring. There has been intense
debate as to which learning needs should be
met — and how to determine whether they
have been met. The Dakar Framework of
Action considered knowledge, values, attitudes
and skills as enabling individuals to succeed
across a continuum of life domains, including
employment, civic participation, personal
relations and lifelong learning (UNESCO, 2000).

The thematic part of this Report is dedicated

to understanding how skills development can
improve young people’s job opportunities.

As a prelude, this section looks at recent
developments in measuring skills development.
Although there are some promising signs,
adequate data will become available too

late to enable the goal to be measured before
2015 (Panel 1.6). The section also examines
how life skills education can help young people
deal with one of the risks identified in the
Dakar Framework of Action: HIV and AIDS
(goal 3, policy focus).
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Panel 1.6: Promising progress towards measuring skills development

Twelve years after the EFA goals were established

in Dakar, the international community is still a long
way from defining what constitutes progress in
‘equitable access to appropriate learning and life
skills programmes’ (the core of goal 3], agreeing on a
coherent set of internationally comparable indicators
and assessing whether progress is being made. There
are promising signs that the situation may be changing,
but recent developments will not produce sufficient
data in time to measure goal 3 adequately before the
deadline has passed.”

Monitoring access to appropriate learning and life skills
programmes has been difficult for several reasons.
First, skills can be gained in many ways, but existing
systems do not sufficiently record who is providing which
skills to whom. Skills programmes involve numerous
agencies and providers apart from the schools and
other education and training institutions supported by
ministries of education.

Some programmes take place within the workplace,
ranging from traditional apprenticeships in the
informal sector to more formal on-the-job training
programmes. In developing countries, second-chance
programmes offering basic literacy and numeracy
together with vocational skills are provided by non-
governmental organizations, often with limited
government oversight. Governments often lack the
capacity to collect information across this wide range
of providers, and many countries have even struggled
to present data on formal technical and vocational
education programmes."

Second, the challenges of a rapidly changing world

have led to a major reconsideration of what skills are
and how they are acquired. It is now recognized that the
set of qualities that individuals need to become “active
agents in shaping their future’, in the words of the Dakar
Framework for Action (UNESCO, 2000, p. 16}, is much
broader than the occupation-specific skills on which
technical and vocational education and training systems
have so far tended to focus.

10. This section draws on material provided by UNESCO's Technical and Vocational Educa-
tion and Training section.

11. The Inter-Agency Group on Technical and Vocational Education and Training, bringing
together the European Commission, the European Training Foundation, the ILO, the OECD,
UNESCO, the World Bank and the regional development banks was established in 2009

to coordinate monitoring activities with particular reference to developing countries (IAG-
TVET, 2012).

The economic crisis affecting developed countries

and widespread high levels of youth unemployment
have underlined the urgency of identifying skills needs
and measuring skills levels. The Group of 20 (G20) Multi-
Year Action Plan on Development, adopted at the Seoul
Summit in November 2010, called on the International
Labour Organization (ILOJ, the OECD, UNESCO and

the World Bank to create internationally comparable
skills indicators by 2012, with particular reference to
low income countries (G20, 2010). The organizations
involved have proposed a set of indicators, including

on skills acquisition (Table 1.6) (OECD and World Bank,
forthcoming). These are largely based on indicators
that are readily available, many of which are already
monitored in the context of other goals within the

EFA framework.

Three distinctive indicators in the set proposed by
the G20 partly capture the essence of goal 3. The first
is cognitive skills of youth and adults. Some surveys
hold promise of gauging this indicator. The OECD has

Table 1.6: G20 Multi-Year Action Plan on Development proposed
indicators on skills acquisition

Indicator Rationale
Stock of human capital

Educational attainment of adult
population

Proxy measure of stock of skills

Literacy of youth and adult population Prerequisite for many types of

further learning

Cognitive skills (literacy/numeracy) of Direct measure of competence in

youth and adults* key skills
Skills formation

Primary school enrolment ratio Basic skills
Primary school completion rate Basic skills
Secondary school enrolment ratio Basic skills

Tertiary level enrolment ratio Higher-level skills

Skills which drive economic
growth

Share of tertiary graduates/students in
science and technology

Alternative source of skill
formation

Participation of youth in apprenticeships*

Participation of adults in education
and training*

Lifelong learning

Note: * These indicators are ones that have potential for measuring goal 3.
Source: OECD and World Bank (forthcoming).
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developed skills measurement surveys for

young people and adults."”? Both surveys are underpinned
by a common framework with three key competence
categories: the ability to use language, symbols,
information and technology interactively; the ability to
interact in heterogeneous groups; and the ability to act
autonomously and exercise control over one’s living and
working conditions (OECD, 2005).

Working in cooperation with the OECD, the World Bank’s
Skills Toward Employment and Productivity (STEP)
measurement survey is also relevant for measuring
progress towards goal 3. The approach takes a lifelong
learning perspective in linking skills to productivity

and growth. It consists of a household survey and an
employer survey.

The STEP household survey assesses the supply of
skills among those aged 15 to 64, whether working or
not, based on a random sample of households in the
urban areas of participating countries. Three types of
skills are assessed:

B Cognitive skills: The survey administers a subset of
the OECD PIAAC assessment of literacy skills, and
includes reading components fine-tuned to assess
the abilities of adults with very poor skills.

B Non-cognitive skills: The survey includes questions to
capture traits, behaviours and preferences, and tries
to distinguish more stable personality traits from
more malleable non-cognitive skills.

B Jechnical skills: Respondents are asked to describe
the competences needed to perform their job, such
as use of technology and machinery, autonomy and
repetitiveness, time management, and physical tasks.

The STEP employer survey assesses demand for
skills. Questions include workforce characteristics,
hiring practices, training and remuneration.

As of July 2012, fieldwork had been completed in
the Plurinational State of Bolivia, the Lao People’s

12. The OECD’s Programme for the International Assessment of Adult Competencies
[PIAAC] is the most comprehensive international survey of adult cognitive skills. It builds
on a previous measurement programme, the Adult Literacy and Lifeskills (ALL) survey, by
expanding the skills domains assessed from literacy and numeracy to include problem-
solving in technology-rich environments (OECD, 2012a). The survey was administered in
twenty-five countries in 2011/12 and results will be published in late 2013.

Goal 3: Youth and adult learning needs

Democratic Republic and Yunnan province in China.
It was being rolled out in Colombia, Sri Lanka and
Viet Nam, and was expected to begin in Ghana and
Ukraine. Armenia, El Salvador, Kenya and Morocco
are expected to follow in 2013 (Sanchez Puerta and
Valerio, 2012; World Bank, forthcoming].

For the other two indicators in the G20 initiative

that are relevant to goal 3 - participation of youth in
apprenticeships, and that of adults in education and
training - it has been difficult in practice to collect
comparative data, particularly in non-OECD countries.
With respect to adult participation in education and
training, the European Union has developed a
systematic approach to measuring skills development.
Its reference framework of eight competences™
combines knowledge, skills and attitudes that all
individuals require for employment and other needs
(European Parliament and European Council, 2006).
Five targets have been set for 2020, of which one is
directly related to goal 3: an average of at least 15% of
adults should participate in lifelong learning (European
Commission, 2011b). This is monitored via the annual
Labour Force Survey and two surveys done every five
years, the Adult Education Survey and the Continuing
Vocational Training Survey (Eurostat, 2011).

Because of the time it has taken to agree on indicators
for monitoring goal 3, and complexities in collecting
information, useful data are unlikely to be available
before the 2015 deadline. Even if a consensus is reached,
countries still need to build their capacity so that recent
initiatives do not prove to be one-off experiments.

Any post-2015 international goals for skills development
need to be more precisely defined and to set out

clearly how they can be measured, based on a realistic
assessment of information that can be collected,

to avoid the problems that have plagued efforts to
monitor goal 3. In addition, one body will need to act

as the depository for data on skills collected by various
agencies. Given the responsibility and expertise of the
ILO in this area, it could play such a role.

13. Communication in the mother tongue; communication in foreign languages;
mathematical competence and basic competences in science and technology; digital
competence; learning to learn; social and civic competences; sense of initiative and
entrepreneurship; and cultural awareness and expression.

83



i}
C
0
Q
0
o
@)
£
C
0
2
C
>
©
0
O
Q)
g
C
0
u—
C
0
P
@
0
J
O
Ll

PART I: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

HIV and AIDS

Policy focus: Life skills education can help tackle

By 2000, AIDS had become a full-blown
development crisis presenting ‘a grim picture
with glimmers of hope” (UNAIDS, 2000]. Its social
and economic consequences were being felt
widely not only in health but also in education
and other areas. A decade later, hope appears to
have triumphed over despair. The overall growth
In 119 countries,  of the global AIDS pandemic has been stabilized
only 24% of by HIV prevention efforts and the natural course
young women of HIV ep|de_m|c5, W|_th young people Leadm_g
the change in adopting safer sexual behaviour.

knew how

to prevgnt. Despite this success, there is no room for
transmission complacency. Many countries still have high

of HIV rates of HIV prevalence (Box 1.4). Education has

a crucial role in maintaining and reinforcing the
positive trend, not only by increasing knowledge
about HIV transmission and prevention, but

also through life skills programmes that help
young people use that knowledge to reduce their
vulnerability to infection.™

Life skills education with a focus on HIV and
AIDS encourages young people to adopt attitudes
and behaviours that protect their health, for
example by empowering them to negotiate

Box 1.4: HIV and AIDS remain prevalent in some countries

Efforts to control HIV prevalence and the AIDS epidemic have led to
some recent successes. The number of new HIV infections fell by a
fifth from 1999 to 2009. HIV prevalence fell by more than a quarter
from 2001 to 2009 in thirty-three countries, including twenty-two in
sub-Saharan Africa. Nevertheless, many countries still have high HIV
prevalence rates. It is estimated that 34 million people globally were
living with HIV in 2010 and that 2.7 million people became infected
with HIV that year. And young people aged 15 to 24 accounted for
41% of all new HIV infections among adults in 2009.

Young women are particularly vulnerable, accounting for more than
60% of all young people living with HIV, and 71% of all young people
living with HIV in sub-Saharan Africa. That region still bears the largest
share of the global HIV burden, accounting for 68% of all people living
with HIV and 70% of new HIV infections in 2010. Within the region,
prevalence rates are much higher in southern and eastern Africa.

Sources: UNAIDS (2010, 2011b); UNICEF (2011b).

14. This section draws on Clarke and Aggleton (2012) and Samuels (2012).
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sexual relations and condom use. It does this by
addressing psychosocial and interpersonal skills
such as assertive communication, self-esteem,
decision-making and negotiation. Life skills
programmes that approach sensitive issues in
ways that allow student engagement should

be introduced to complement topics in the
curriculum such as health education, sexuality
education and broader HIV and AIDS education.

While it is difficult to analyse the results of

life skills elements of wider HIV programmes,
life skills education is likely to have played an
important part in cases where HIV education
coverage in schools has been high, where
implementation has been generally effective and
where life skills education has been combined
with other prevention measures.

Despite education’s key role in HIV
prevention, knowledge remains low
Schooling can reduce the risk of HIV infection in
various ways. It can help empower young women
to assert their sexual and reproductive rights.
Curriculum-based interventions also provide
essential knowledge on HIV and AIDS, which is
critical for young people before they become
sexually active.

HIV prevalence remains high in some parts of
the world. Yet HIV-related knowledge remains low.
According to recent global estimates based on
119 countries that provided information, only 24%
of young women and 36% of young men aged

15 to 24 were able to identify ways of preventing
the sexual transmission of HIV and to reject
major misconceptions about HIV transmission
(UNAIDS, 2011a).

Young people who have stayed in school longer
tend to be more aware of HIV and AIDS, and
more inclined to take protective measures such
as using condoms, seeking counselling and
testing, and discussing AIDS with their partners,
according to data from Demographic and Health
Surveys in five sub-Saharan African countries
(de Walque, 2009). Educated women are more
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likely to know that HIV cannot be transmitted by
supernatural means and that using condoms can
reduce the risk of transmission. They are also
more likely to seek HIV testing during pregnancy,
to know that HIV can be transmitted to an infant
by breastfeeding and to know that this risk can
be reduced by taking anti-retroviral drugs during
pregnancy (UNESCO, 2011c).

Children need to be informed about the risks

of HIV before they become sexually active. In
southern and eastern Africa, where prevalence
rates remain high, younger students” knowledge
of HIV and AIDS is extremely low. This raises a
concern that education is not reducing the risk of
infection in societies where such intervention is
most needed (Box 1.5).

Monitoring the availability of life
skills programmes

Even where young people know about HIV and
AIDS, this knowledge is not enough to ensure
that they adopt behaviour that protects their

own health and the health of others. Information
about condom use and access to services, such as
HIV testing, may not be applied if people are not
empowered to say no to sex or negotiate condom
use. Life skills education needs to be a key part
of HIV- and AIDS-related health and sexuality
education to ensure that increased knowledge
translates into a change in attitudes and behaviour.

Many countries report that such programmes
exist. There is also evidence of some having
been successfully implemented. But far more
needs to be done if these programmes are to
reach the large numbers of young people still
at risk of HIV infection.

The Dakar Framework for Action on Education
for All included HIV and AIDS as a learning

need under goal 3, stating that ‘[ylouth-friendly
programmes must be made available to provide
the information, skills, counselling and services
needed to protect them from’ the risk of HIV, and
that ‘[c]urricula based on life-skills approaches
should include all aspects of HIV/AIDS care

and prevention’ (UNESCO, 2000, pp. 16, 20).

The importance of life skills education in the
context of HIV and AIDS was also recognized

in the Declaration of Commitment on HIV and
AIDS, agreed at the first United Nations General

Goal 3: Youth and adult learning needs

Assembly Special Session (UNGASS), the annual
high-level meeting bringing together all Member
States to discuss responses to HIV and AIDS and
make political commitments (United Nations, 2001).

The UNGASS Declaration set the ambitious
target of ensuring that, by 2010, at least 95% of
those aged 15 to 24 would have access to the
information, education and services needed

to develop the life skills required to reduce

their vulnerability to HIV infection. Monitoring
progress in this area has proved difficult given the
broadness of the definition, which is difficult to
translate into a time-bound, quantifiable target.

One of the twenty-five UNGASS core indicators
attempts to monitor progress by identifying
the percentage of schools that provided life
skills-based HIV education for at least thirty
hours in the last academic year. Unfortunately,
there are no standard guidelines for what
constitutes life skills education in response

to HIV and AIDS, and the information is self-
reported, making it difficult to establish its
quality. Many countries do not differentiate
between provision in primary and secondary
schools. The response rate by ministries

of education is also low: only 99 out of 192
countries reported on this indicator in either
2007 or 2009 (UNAIDS, 2011b). This result may
be due in part to the fact that many ministries
of education still view HIV and AIDS as the
responsibility of health ministries.

Despite these problems, available data suggest
that many countries are now providing life skills-
based HIV education (Clarke and Aggleton, 2012).
Twenty-three countries reported that all schools
provided such education in the last academic year,
including high-prevalence countries such as
Kenya, South Africa and Zimbabwe (UNAIDS, 2010).

Effective life skills education can
change attitudes and behaviour
Monitoring coverage is just a first step towards
evaluating programme outcomes. It is not easy to
identify whether life skills education programmes
have had an impact on reducing HIV incidence. But
it is possible to identify whether these programmes
have an effect on skills, attitudes and behaviour.
A review of twenty-five rigorous evaluations of
life skills programmes for HIV prevention among

In 2009, only

99 out of

192 countries

had monitored

progress in
providing

life skills HIV

education
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PART I: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

Box 1.5: Schoolchildren are not learning enough about HIV and AIDS in southern and eastern Africa

Despite the widespread gains in HIV prevention, many school-
children in southern and eastern Africa do not have adequate
knowledge about HIV and AIDS. This is likely to hamper
progress in further reducing new infections among youth.

In 2007, about 60,000 grade 6 students (aged around 13, on
average) and 8,000 of their teachers in fourteen countries of
southern and eastern Africa were assessed on their knowledge
of HIV and AIDS. The test focused on the official curriculum
frameworks for HIV education adopted by ministries of
education in the countries participating. The results are
worrying. They indicate that very few students know enough
about HIV and AIDS. This is not a sound basis for behaviour
that avoids risk of infection. On average, only 36% of students
reached the minimum required knowledge levels and just 7%
reached the desirable level.

Of particular concern is that groups that
are vulnerable to HIV infection are also
those with the least knowledge. In twelve
of the fifteen countries, students of low 100
socio-economic status or living in isolated
rural areas scored significantly lower than
those of high socio-economic status or
living in urban areas. The magnitude of
the difference varied among the countries.
In Malawi, Uganda and Zambia, around
30% to 40% reached the minimum level,
whether rich or poor. By contrast, inequality
was particularly wide in Botswana and
South Africa, two of the countries with
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Pupils who reached minimal level of knowledge (%)

the highest prevalence rates. In South 20 *
Africa, more than half of students from T
rich households reached the minimum 0 ©

level, compared with just one in five of
those from poor households (Figure 1.28).
While socio-economic status and location
are factors affecting levels of knowledge
across countries, gender differences are
less noticeable.

Mauritius

The results suggest ineffective
implementation and possibly poor design
of official curriculum frameworks for HIV

education. Even in mainland Tanzania, Educational Quality.

o

Lesotho

@ High socio-economic status

which had the best overall performance, 33% of grade 6
pupils reported that they had never attended HIV education
classes during the current school year. Some teachers may
not know enough about HIV and AIDS, but this does not
appear to be the main constraint. Teachers fared far better
in the tests than their students, with 99% at the minimum
required knowledge levels and 82% at the desirable level.
This result suggests that teachers are failing to pass on their
knowledge adequately to their pupils.

Such evidence shows that far more needs to be done to
ensure that schools play their part in communicating
knowledge in countries that continue to experience high
rates of new HIV infections among young people.

Sources: Clarke and Aggleton (2012); Dolata (2011); Dolata and Ross (2010); Ponera et al. (2011).

Figure 1.28: Knowledge about HIV and AIDS varies within countries
Percentage of grade 6 pupils who achieved minimal level of HIV and AIDS knowledge, by socio-economic status, 2007
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Zanzibar

(U. R. Tanzania)
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Mozambique
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Swaziland
Mainland

(U. R. Tanzania)

= Mean O Low socio-economic status

Note: Low and high socio-economic status refers to pupils in the bottom and top quarter, respectively, of the SACMEQ
pupil socio-economic status scale within each country.
Source: SACMEQ team calculations based on 2007 data of the Southern and Eastern Africa Consortium for Monitoring
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young people from seventeen countries found
that effective interventions had positive effects in
these areas (Yankah and Aggleton, 2008).

Positive behavioural changes included increased
delay of sexual debut, increased condom use

at first sex and fewer sexual partners. For
example, in rural Eastern Cape, South Africa,

the participatory Stepping Stones approach to
sexual and reproductive health education was
shown to be more effective than a single three-
hour session on safer sex and HIV in terms of
a decrease in the number of sexual partners
and an increase in the correct use of condoms
among men (Jewkes et al., 2007).
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Life skills education in response to HIV and AIDS
is delivered in a range of institutional contexts
(including schools and youth drop-in centres), by
teachers, facilitators and peer educators, and via
the public, private and non-government sectors.
The focus is sometimes on particular groups
considered at risk. Successful examples bring a
life skills approach to HIV and AIDS education,
health education and sexuality education.

School-based programmes reach large
numbers of young people

To reach a critical mass of young people,
comprehensive programmes incorporating
health, sexuality and HIV and AIDS education
using a life skills approach need to be integrated
into national curricula and be compulsory. In
addition, successful programmes of this type
have a planned and sequenced curriculum across
primary and secondary school, incrementally
adjusted to the age, stage and situation of the
learner (Box 1.6) (UNESCO, 2011e).

To be successful, life skills education needs to

adopt interactive, responsive and participatory
methods that challenge young people to find new
ways of relating to one another. In Mexico,

a programme developed by a local NGO in
collaboration with the Ministry of Public Education
incorporated material on HIV in an existing

life skills-based sexuality and contraception
education programme. Through role-playing
activities, students practised assertive
communication and negotiation about sexual
relations and the use of condoms under peer or
partner pressure. Those who took part in the
programme displayed positive changes in their
attitude, self-efficacy, self-esteem, decision-making,
communication and intentions — and these persisted
for a year after the programme (Givaudan et al., 2007).

Teaching life skills education is not easy.
Teachers need to be trained to adopt participatory
approaches. Evaluations of the Health and Family
Life Education curriculum framework initiative

in five Caribbean countries showed that teachers
needed more training in leading participatory
activities. They usually focused on lesson content
and used teaching methods that led to the life
skills component being neglected and little student
participation [UNESCO-IBE, 2009; UNICEF, 2009).

Goal 3: Youth and adult learning needs

Teachers also need to be trained and supported
to deliver life skills education on sensitive issues
related to sexuality and HIV and AIDS. In Papua
New Guinea, a compulsory pre-service teacher
training programme on HIV and AIDS, in place
since 2007, takes a participatory approach,
asking student teachers to reflect on and debate
controversial topics, prepare teaching plans for
remote rural schools and generally connect what
they have been learning with the context in which
they live. This helps teachers not shy away from
addressing sensitive issues (UNESCO, 2011d).

One reason for reluctance to teach these topics
is the perception that doing so encourages
promiscuity. It is vital to let everyone involved in
such programmes know that the evidence does
not support this belief. Rather, well-designed
sexuality education programmes tend to delay
the onset or frequency of sexual activity and
increase condom use. A review of fifty-two

Box 1.6: Botswana curriculum boosts HIV and AIDS awareness

Botswana has made great strides in reducing the incidence of new adult
HIV infections, halving the rate between 2001 and 2009. Yet the country
still has the world's third highest prevalence rate among young men, and
fourth highest among young women. Extending knowledge about HIV
through education can be a vital way to maintain and accelerate progress.

To intensify HIV prevention efforts, the government introduced a national
HIV and AIDS awareness curriculum in 2006, adopting a life skills
education approach. The curriculum has been scaled up by the Ministry
of Education, in close partnership with the Ministry of Health.

Sets of teacher guides and learner worksheets were designed in
collaboration with teachers and other key parties. The materials are
interactive, locally based, gender-balanced, culturally sensitive and adapted
to learners’ levels and ages. The worksheets present activities that help
learners explore situations and practise appropriate responses. Teachers
use stories, role-playing, poems and class discussions. Topics include self-
awareness, goal-setting, stress management, social responsibility, healthy
living, relationships, sexuality, risk reduction, and facts and myths about HIV
and AIDS. The materials discuss HIV prevention, abstinence and delaying
of sexual debut. For students 15 and older, the programme also discusses
and provides referrals for condoms and other prevention methods.

Knowledge about HIV appears to be improving in the country. The
percentage of young women aged 15 to 24 who correctly identified

ways of preventing the sexual transmission of HIV and rejected major
misconceptions increased from 28% to 45% between 2003 and 2009.
Continued efforts to improve and expand life skills approaches to HIV and
AIDS education could further reduce infection rates by helping young people
translate their increased knowledge into safe attitudes and behaviour.

Sources: Education Development Center (2012); UNAIDS (2010).
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In Estonia,
schools partner
with youth
counselling
centres to
teach about HIV

88

PART I: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

studies of sex and HIV education programmes,
focusing on children and young people aged 9 to
24 in both developed and developing countries,
showed that only one led to significantly earlier
onset of sexual activity (Kirby et al., 2007). In
South Africa, a life skills education programme
in KwaZulu-Natal province increased condom
use at first sex by ten to twelve percentage points
for 14- to 18-year-olds (Magnani et al., 2005).

Messages need to be adapted to different age
groups, including young people who are already
sexually active. The power structures that govern
personal relationships also need to be recognized.
In Kenya, the official curriculum promotes
abstinence in order to completely eliminate
risky behaviour. A randomized impact evaluation
of an intervention with a life skills element
demonstrated the strength of a more realistic
approach. In the project, grade 8 students were
shown a short video that highlighted the risks
for adolescent girls of sexual relationships

with older men. The screening was followed

by a discussion supported by information on
risks of infection. In schools that received the
programme, the incidence of pregnancies

with older partners among teenage girls
declined by 61% compared with control schools
(pregnancy served as a proxy for the incidence
of unprotected sex]). Access to information on
various types of risky activity enabled girls to
resist pressure from older men and reduce their
exposure to risk while remaining sexually active
(Duflo et al., 2011; Dupas, 2011).

Programmes outside schools are needed to
reach some of those most at risk
School-based programmes do not reach

some of those most at risk: those no longer in
school. Also, where teaching about sexuality and
HIV and AIDS in school is highly sensitive or
taboo, programmes outside school may be the
only means of getting knowledge and life skills
education to young people.

Life skills education outside school is likely to

be most effective when it complements other
services targeting young people. The tailored
activities, small group sizes, and voluntary and
anonymous participation offered by youth drop-in
centres can enhance reach and effectiveness. In
Estonia, partnerships have developed between
schools, which provide sexuality education,

and youth counselling centres. The centres
support teachers in handling difficult topics
using interactive methods. Once young people
become acquainted with the centres and are
assured that they are a friendly and safe social
space, they are more likely to return for advice.
The partnerships, together with increased
availability of modern contraception and health
system reforms, have contributed to significant
improvements in youth sexual health indicators
in Estonia (Haldre et al., 2012; Kivela et al., 2011).

Programmes run by youth organizations or
using peer educators have proved an effective
means of delivering life skills education, as
young people are often more comfortable talking
to their peers. One example is the Together We
Can programme, a partnership between national
Red Cross societies and ministries of health

in Guyana, Haiti and the United Republic of
Tanzania. Young people have been mobilized to
deliver HIV-prevention messages, offer life skills
training and provide education and support to
other youth (American Red Cross, 2010, 2012).

Peer educators have also helped improve
knowledge about HIV in the Grassroot Soccer
programme, an out-of-school activity for

girls and boys aged 12 to 18 in several high-
prevalence countries.” Over 490,000 young
people have participated. The curriculum uses
activities and games to provide comprehensive
HIV prevention and life skills education.
Football stars and Grassroot Soccer graduates
act as educators, community advocates and
spokespeople. Teachers have become a key
part of the programme in some countries, in
an attempt to improve its chances of being
sustained, replicated and scaled up.

Ten evaluations of the Grassroot Soccer
programme in seven countries have shown
positive effects on knowledge, attitudes and
communication related to HIV. A study in
Zimbabwe showed that the proportion of
students who knew where to go for help with
HIV-related problems increased from 47% to
76%, and the proportion of those who believed
condoms were effective increased from 49% to
71% (Botcheva and Huffman, 2004; Grassroot
Soccer, 2012; Kaufman et al., 2010).

15. Grassroot Soccer operates flagship sites in South Africa, Zambia and Zim-
babwe, and has helped design and launch projects in Botswana, the Dominican
Republic, Guatemala, Ethiopia, Kenya, Lesotho, Malawi, Namibia, Sudan and the
United Republic of Tanzania.
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Whether life skills programmes are offered
inside or outside formal education, they need

to reflect the fact that boys and girls have
different needs and vulnerabilities. Single gender
groups, with a teacher or facilitator of the same
gender, can foster more open communication

on sensitive issues. For example, recognizing

the particular vulnerability of women aged 15 to
19, the Sister 2 Sister Initiative in Malawi targets
young women with life skills education provided
by older young women ('big sisters’). The training
is extracurricular: while it supplements the long-
established formal life skills curriculum, it can
also be delivered to young women who are out

of school. Overall, the programme has led to
increased knowledge in the areas of sexuality,
HIV, condom use, multiple and concurrent
partners, age-disparate relationships, and health-
seeking behaviours, with evidence that knowledge
is sustained over time (Bakaroudis, 2011).

Strengthening and mainstreaming

life skills education

Life skills education programmes are often
implemented through NGOs. They tend to be
extracurricular, voluntary, small-scale initiatives,
and are generally not recognized by governments.
They can provide useful lessons, however, and can
gradually be integrated into a national curriculum,
as has occurred in Indonesia, Kenya and Uganda
(Leerlooijer et al., 2011; UNESCQ, 2011e).

In order to replicate, scale up and incorporate such
programmes into public education, it is crucial
to explain the need for them to communities and
others who will be involved. This is especially
true in settings where talking about sex and
sexuality is politically or culturally sensitive. To
be effective, such advocacy needs to be budgeted
and planned from the outset (Box 1.7).

In Indonesia, during the development and
implementation of a secondary school-based
HIV prevention programme delivered through
life skills education, advocacy activities that
targeted a range of interested parties - including
local government and education authorities,
school management and teachers, religious and
community leaders, and students and parents -
were found to be a key factor in their acceptance
of the programme (Pohan et al., 2011).

Goal 3: Youth and adult learning needs

Conclusion

Life skills programmes that focus on young people
are a vital component of a comprehensive HIV
prevention response. Adequate support and training
for teachers and facilitators are crucial. Life skills
programmes outside formal education, particularly
involving youth as facilitators and mentors, can
complement school-based approaches and broaden
coverage to reach young people who are most at risk.

Box 1.7: Scaling up life skills and HIV education in India and Nigeria

Extending life skills education with a focus on HIV and bringing it into

the mainstream can be especially challenging in contexts where this is a
particularly sensitive issue. Programmes in India and Nigeria show that
talking the issues through with those involved can lead to their acceptance.

In India, the Adolescent Education Programme aimed to empower young
people to respond to real-life situations by adopting a life skills approach.
Development began in 1998 and the programme was launched in six pilot
states in 2002. However, it was shelved between 2003 and 2006 because
of opposition to the content of the curriculum, which was seen as being
too explicit and targeting children who were too young. Moreover, the
programme's development was viewed as a top-down process with limited
consultation at the state and district levels.

The programme was reintroduced in the state of Odisha in 2007 as

the Adolescent Reproductive and Sexual Health curriculum, after
consultation with a range of interested parties, including adolescents
themselves. The consultation highlighted the need for close involvement
of family and community members, and for training and support for
teachers. Implemented by the state government, the compulsory
curriculum targeting 13- to 16-year-olds is being scaled up to all districts.
A recent evaluation in five states, including Odisha, found that knowledge
of HIV and AIDS was higher, and discriminatory attitudes lower, among
students and teachers in schools that had been part of the programme.

In Nigeria, the National Sexuality Education Curriculum for Upper
Primary, Secondary and Tertiary Institutions was approved in 2001. In
response to concerns from parents, politicians and religious leaders
that the curriculum was too explicit, discussions on condoms and
contraception were removed and the title was changed to Family Life
and HIV Education. After being successfully scaled up in Lagos state,
the programme is being extended to all primary and junior secondary
schools in all states, with funding from the Global Fund to Fight AIDS,
Tuberculosis and Malaria. The 2010 Nigeria Education Data Survey found
that 59% of parents and guardians with a child in primary or secondary
school were aware that the curriculum was being taught.

The exclusion of key topics could be a problem, particularly in a country
with a generalized HIV epidemic and with a large and vulnerable population
of young people. But because the concerns were taken into account, and
individual states were allowed to adapt the curriculum to suit their socio-
cultural characteristics, many original objectives of the curriculum continue
to be met, and discussions about reintroducing key topics continue.

Sources: McManus and Dhar (2008); Nigeria Federal Ministry of Education (2011); Samuels et al.
(forthcoming); TARSHI (2008); UNESCO (2011e); UNFPA (2009, 2011).
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Improving levels of adult literacy

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

Highlights

B Most countries will miss goal 4, some by a large margin. There were still 775 million adults who could
not read or write in 2010, about two-thirds of whom were women.

B Globally the adult literacy rate has increased over the past two decades, from 76% in 1985-1994 to 84%
in 2005-2010 but, partly because the world’s population has grown, the number of illiterate adults has
fallen modestly from 881 million to 775 million.

m Of the forty countries that had an adult literacy rate below 90% in 1998-2001, only three are expected to
meet the goal of reducing their illiteracy rate by 50%.

B The global youth literacy rate stood at 90% in 2005-2010, equivalent to 122 million young people. This
means that the world is not in a position to eradicate illiteracy by 2015 or any time soon thereafter.
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Table 1.7: Key indicators for goal 4
llliterate adults Adult literacy rates Youth literacy rates
Total Women Total Gender parity index Total Gender parity index

Change since
2005-10 1985-94 1985-94 2005-10 1985-94 2005-10 1985-94 2005-10 1985-94 2005-10 1985-94 2005-10

(000) (%) (%) (%) (%) (%) (F/M) (F/M) (%) (%) (F/M) (F/M)
World 774756 -12 63 64 76 84 0.85 0.90 83 90 0.90 0.95
Low income countries 174291 17 60 60 51 63 0.69 0.81 60 74 079 0.93
Lower middle income countries 469 452 2 62 65 59 n 0.71 0.78 Al 84 0.80 0.89
Upper middle income countries 122 305 -53 67 68 82 94 0.86 0.95 94 99 0.96 1.00
High income countries
Sub-Saharan Africa 169313 21 62 62 53 63 0.68 0.76 66 72 0.80 0.87
Arab States 50 286 -3 63 66 55 75 0.62 0.79 74 89 0.78 0.93
Central Asia 302 -68 77 64 98 99 0.98 1.00 100 100 1.00 1.00
East Asia and the Pacific 99 156 -57 69 n 82 9% 0.84 0.95 95 99 0.96 1.00
South and West Asia 406 419 1 60 64 47 63 0.57 0.70 60 81 0.70 0.86
Latin America and the Caribbean 35805 -15 55 55 86 91 0.97 0.98 93 97 1.01 1.00
North America and Western Europe
Central and Eastern Europe 6794 -44 79 77 96 98 0.96 0.98 98 99 0.98 1.00

Notes: Data are for the most recent year available during the period specified. Adults are those aged 15 and over; youth are those aged 15 to 24. Gender parity is reached when the gender parity
index is between 0.97 and 1.03.
Sources: Annex, Statistical Tables 2 and 10; UIS database.
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Literacy is crucial for adults” social and economic well-
being - and for that of their children. Yet progress on
this goal has been very limited, largely as a result of
government and donor indifference [Panel 1.7].

The global adult illiteracy rate was 16% in 2010,
corresponding to about 775 million adults, almost
two-thirds of whom are women. Progress in reducing
adult illiteracy has slowed in recent years. After a
decrease of almost 100 million in the 1990s, the
number of illiterate adults fell by less than 8 million
between 1995-2004 and 2005-2010. It is projected that
by 2015 there will still be 738 million illiterate adults, a
reduction of only 16% since the 1985-1994 literacy data
reference period.

Over half of all illiterate adults live in South and West
Asia, and over one-fifth in sub-Saharan Africa. Literacy
rates have been growing too slowly in sub-Saharan
Africa to counter the effects of population growth. As

a result, the number of illiterate adults in the region
has actually grown by 27% over the past twenty years,
reaching 169 million in 2010. In South and West Asia
the illiteracy rate has fallen at a faster pace, although
the number of illiterate adults has increased slightly,
by 6 million.

While youth illiteracy rates are lower than rates among
adults overall - reflecting improved education in recent
generations — about 10% of youth remain illiterate
globally. This is equivalent to around 122 million young
people. At 28%, sub-Saharan Africa has replaced South
and West Asia as the region with the highest youth
illiteracy rate. In absolute terms, 45 million illiterate
young people live in sub-Saharan Africa and 62 million in
South and West Asia.

Goal 4: Improving levels of adult literacy

Global literacy estimates are based on national surveys
and censuses, which include questions about whether
the respondent or household members have been to
school and are literate. This approach can overestimate
actual literacy levels, in part because respondents may
be reluctant to reveal that they cannot read or write.
Direct assessments of literacy skills provide a much
better understanding of literacy levels than either
self-declarations of the ability to read and write, or the
number of years of formal education.

The UNESCO Institute for Statistics Literacy Assessment
and Monitoring Programme (LAMP) is an attempt to
measure literacy and numeracy skills directly and

draws attention to the hitherto neglected role of literacy
practices and literate environments in maintaining
literacy skills [Panel 1.8]. Analysis of direct literacy tests
from household surveys shows that completing primary
school does not ensure that such skills are acquired by
all [Panel 1.9].

On a global scale, few illiterate adults live in rich
countries. Even in high income OECD countries,
however, large numbers of adults have very poor literacy
skills. There is a strong association between poor
literacy skills and marginalization, indicating a need for
innovative ways to provide more and better adult literacy
programmes [goal 4, policy focus].
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CHAPTER 1

Panel 1.7: Progress in reducing adult illiteracy has been slow

The majority of the world’'s 775 million illiterate adults
are concentrated in a small group of countries. Of the
countries with data, ten have more than 10 million
illiterate adults each, accounting for 72% of the global
population of illiterate adults (Figure 1.29A).

These countries have experienced different rates of
progress over the past two decades. India alone contains
37% of the global number of illiterate adults. A large
improvement in its adult literacy rate, from 48% in 1991
to 63% in 2006, has been counterbalanced by population
growth, so the total number of illiterate adults in the
country has remained stagnant over the period. In
Nigeria, the number of illiterate adults has risen by
over 10 million between 1991 and 2010. In recognition
of the problem, the government announced in April
2012 an initiative to revitalize adult and youth literacy
programmes, aiming to educate up to 5 million illiterate
adults over the next three years.

China, by contrast, has managed to reduce the number
of illiterate adults by 66%, from 183 million to 62 million.
This has been achieved thanks to a rise in the literacy
rate from 78% to 94%, combined with a lower population

growth rate. Indonesia has seen similar success,
improving its literacy rate from 82% to 93% and reducing
the number of illiterate adults by almost 9 million.

Other countries have smaller numbers of illiterate
adults, but they make up a large share of the population.
Eleven countries have an adult literacy rate below 50%,
eight of which are in the western part of sub-Saharan
Africa (Figure 1.29B).

Most countries will miss goal 4, some by a large

margin. Among seventy-three countries with adult
literacy data for both the 1998-2001 and 2008-2011
periods, forty countries had literacy rates below 90%

in the earlier period. Of these, only three are expected
to meet the goal of halving their illiteracy rate by 2015:
the Plurinational State of Bolivia, Equatorial Guinea and
Malaysia - each of which started with a literacy rate very
close to 90% (Figure 1.30).

But of the thirty-seven countries not expected to meet
the goal, some will be close. In particular, fourteen
countries will come within less than five percentage
points of the target. These include two countries

Figure 1.29: Almost three-quarters of the world's illiterate adults live in just ten countries

A. Countries with more than 10 million illiterate adults, 2005 to 2010.

India | 2/

B. Countries with an adult literacy rate below 50%, 2005 to 2010.
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Source: Annex, Statistical Table 2.
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Goal 4: Improving levels of adult literacy

Figure 1.30: Most countries will miss the adult literacy target, some by a wide margin

Adult illiteracy rate, 1998-2001 to 2015 (projection)
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Note: The countries shown in the figure are those for which a projection to 2015 was feasible and that had an adult illiteracy rate above 10% in 1998-2001.

Sources: Annex, Statistical Table 2; UIS database.

with weak starting points that have made significant
progress. Malawi increased its adult literacy rate from
64% in 1998 to 75% in 2010 and is expected to reach 79%
by 2015, while the literacy rate in Timor-Leste improved
from 38% in 2001 to 58% in 2010 and is expected to
reach 67% by 2015.

Six countries will miss the goal by a particularly wide
margin, at least fifteen percentage points. Among them,
the Democratic Republic of the Congo and Madagascar
will have experienced declines in the adult literacy rate
over the period. The Central African Republic and Papua
New Guinea recorded only small gains. By contrast,
Chad and Mali experienced significant gains from very
low starting points. The adult literacy rate in Mali is
expected to have doubled between 1998 and 2015.

Within the group of seventy-three countries for which
comparisons over time are possible, the number of
countries which have achieved gender parity increased
from 26 to 34. The eight countries that have made

the greatest strides in women’s literacy in the past
decade are, in increasing order of improvement, Saudi
Arabia, Nepal, Cambodia, Equatorial Guinea, Malawi,
the Gambia, Timor-Leste and Chad. All countries that
started with gender disparity in literacy in 1998-2001
made progress except for Zambia.

Even so, there were still 81 out of the 146 countries with
data for 2005-2010 in which more women than men
were illiterate. Of these, twenty-one displayed extreme
gender disparity, with a gender parity index (GPI) below
0.70. The Niger's GPI was the lowest, at 0.35.
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Panel 1.8: LAMP deepens understanding of literacy contexts

Information on literate environments and literacy
practices is of crucial importance for understanding
the presence of literacy skills [(OECD and Statistics
Canada, 2000; Statistics Canada and OECD, 2005). The
UNESCO Institute for Statistics Literacy Assessment
and Monitoring Programme (LAMP] is providing new
evidence linking actual reading and numeracy skills
with information on the environments in which these
skills are acquired and maintained.

Most literacy skills are acquired in schools or literacy
centres, but whether adults maintain or lose these
skills depends on whether they engage in certain
literacy practices, such as reading a newspaper,
reading bills or using a computer. They also need to
live in environments where these practices are
encouraged or, at least, possible. This can be affected,
for example, by the availability of stores in the
community that sell newspapers.

To understand the processes involved in acquiring
literacy skills, LAMP collects background information
on a wide range of literate environments and literacy
practices. This information is used to develop measures
of ‘literate environment density” at individual or
household level and at community level (Guadalupe and
Cardoso, 2011).

Adult literacy rates vary widely among countries
implementing LAMP, from 29% in the Niger to 97% in
Mongolia.” The four countries that have already carried
out the LAMP main assessment - Jordan, Mongolia,
Palestine and Paraguay - have all achieved a relatively
high literacy rate. Their literacy practices differ,
however. The percentage of adults who reported reading
for pleasure ranged from 36% in Palestine to 60% in
Mongolia. The use of a computer varied from 35% in
Paraguay to 57% in Jordan. Reading bills, invoices or
budget tables was twice as frequent in Paraguay as in
Mongolia (Figure 1.31).

16. The main assessment was conducted in Jordan, Mongolia, Palestine and Paraguay in
2010-11. In addition, field trials have taken place in El Salvador, Morocco, the Niger and Viet
Nam. Several other countries are going through the initial stages of the process, including
Afghanistan, Jamaica, the Lao People’'s Democratic Republic and Namibia.

Figure 1.31: Even among countries with similar literacy rates, people use
their literacy skills in different ways

Frequency of selected practices included in the individual literate environment
density measure, Jordan, Mongolia, Palestine and Paraguay, 2010/2011
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Some community characteristics of the literate
environment are found to be relevant to all countries,
such as the availability of public lighting, street names
and dwelling numbers, newsstands, and public libraries.
Other characteristics on which information has been
collected are relevant only for particular countries,
such as cinemas, public billboards and advertisements.
Health centres are also included as an indicator of
literate environment density. This is because in many
developing countries they expose people to printed
materials, such as posters, prescriptions and

medicine labels.

Initial LAMP data show large differences in community
characteristics that can help maintain literacy skills.
For example, only 25% of the population in Mongolia
has access to a store or kiosk that sells printed
materials, compared with 85% in Palestine. While 28%
of dwellings are numbered in Palestine, 91% are in
Jordan (Figure 1.32).

Figure 1.32: Community characteristics that help maintain literacy differ
widely by country

Population living in communities with selected services included in the community
literate environment density measure, Jordan, Mongolia, Palestine and Paraguay,
2010/2011
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Public lights
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Source: UIS, preliminary analysis of LAMP data.

Goal 4: Improving levels of adult literacy
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Panel 1.9: Completing primary school does not guarantee literacy for all

96

Curricula around the world expect children to learn

to read by the end of the second year of primary
school (Abadzi, 2010). In practice, it is more commonly
assumed that it takes four or five years of school for
all children to become literate (UNESCO, 2005). New
analysis of household surveys prepared for this Report
reveals that many children in poor countries have not
become literate even by the time they have completed
primary school.

Recent Demographic and Health Surveys ask
respondents who have not attended secondary school
to read a short sentence from a card.” The interviewer
records whether respondents can read all or part of
the sentence, and so whether they are literate or
semi-literate.

Evidence from surveys in ten low income and lower
middle income countries shows that a considerable
proportion of young adults are illiterate or semi-literate.
One reason is that some still never make it to school or
are likely to have dropped out of school early. But that is
by no means the only reason. Many young people aged
15 to 29 had not become literate even after completing

six years of school. To take one example, in Ghana
51% of the young women in this category and 37% of
the young men were illiterate in 2008. In addition, 28%
of the young women and 33% of the young men were
semi-literate (Figure 1.33).

Children who leave school after completing only six
years are likely to have different characteristics from
those who stay in school longer. Many of the early
leavers probably struggled at school, which is often

one reason for children not continuing to secondary
school. Nevertheless, their experience carries important
lessons. As countries strive to achieve universal
primary education, more children from disadvantaged
backgrounds enter school but are unlikely to progress
beyond the primary level. Schools need to ensure that
they are given the necessary support to learn effectively.

Comparing this cohort with an earlier cohort of students
can give some insights into changes in the quality of
education. For example, in Kenya many of those aged

15 to 29 in 2003 went to primary school in the early
2000s. Of those young women who left school after six
years in 2008, 43% had only partial literacy skills or none

Figure 1.33: For many young people, six years of school are insufficient to build literacy skills
Literacy status, men and women aged 15 to 29 who completed only six years of school, selected countries, 2005 to 2011 (%)
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Source: EFA Global Monitoring Report team analysis (2012) based on Demographic and Health Survey data.

17. If respondents have attended secondary school, they are assumed to be literate and the
question is not asked.
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Goal 4: Improving levels of adult literacy

Figure 1.34: Literacy skills are not improving across
sub-Saharan Africa

Literacy status, women aged 15 to 29 who completed only six years of school,
selected countries (%)
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Source: EFA Global Monitoring Report team analysis (2012) based on Demographic and
Health Survey data.

Figure 1.35: In Ghana, not even lower secondary school is sufficient to
guarantee literacy

Literacy status, women aged 15 to 29, by highest grade completed, Ghana,
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Source: EFA Global Monitoring Report team analysis (2012) based on the 2003 and 2008
Ghana Demographic and Health Surveys.

at all, compared with 20% five years earlier. In Nigeria,
the percentage of young women still illiterate after six
years of school increased from 41% in 2003 to 52% in
2008 (Figure 1.34). This suggests that the perceived
deterioration in the quality of education in some African
countries is not associated only with the more recent
increase in enrolment but, rather, that there is a chronic
quality problem.

How many years of school are necessary to guarantee
that all children master basic literacy skills? The
answer is likely to vary from country to country. In some

cases, even reaching lower secondary school may be
insufficient. In Ghana, illiteracy rates decline with years
in school, but even among those who had completed
nine years of school in 2008, 21% were illiterate, and

about a quarter were only partially literate in both 2003
and 2008 (Figure 1.35).

This evidence suggests that countries need to monitor
the acquisition of literacy skills more closely, and should
not assume that increasing the number of years children
spend in school will soon eradicate adult illiteracy.
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Policy focus:

Strengthening adult literacy in

rich countries

In high income countries, the universal spread of
schooling has consigned high levels of illiteracy
to the distant past. Yet significant numbers of
adults still have very poor literacy skills — unable
to use reading, writing and calculation effectively
in their day to day lives. Those facing social
disadvantage, including the poor, migrants

and ethnic minorities, are particularly affected.
Policies do not sufficiently address the extent

of poor literacy skills among adults in rich
countries, leaving millions without the basic
skills they need to participate fully in productive
employment and improve their quality of life.

Adult literacy skills in rich countries need to

be tackled on two fronts: strengthening formal
schooling to assure better adult literacy skills in
the future, and supporting the literacy learning
of adults. This section focuses on the second
strategy in high income OECD countries.

In high literacy societies, people with poor
reading and writing skills are often stigmatized
and suffer from low confidence, and so tend to
keep their struggles with literacy under wraps.
This poses a major challenge for adult literacy
initiatives. Programmes that have clear benefits
for using literacy skills in daily life can encourage
adults to participate while avoiding the stigma
that can be associated with their involvement

in them.

Low adult literacy skills in rich
countries are a wider problem

than is often recognized

Conventional data on illiteracy, measuring those
who are unable to read or write at all, vastly
underestimate the share of adults who have very
poor literacy skills in rich countries, which the

most reliable estimates put as high as one in five.

Conventional estimates based on projections
for a very few countries suggest that around

8 million adults in developed countries were
unable to read or write in 2008, giving an
illiteracy rate below 1% for adults and close to
zero for those aged 15 to 24 (UNESCO, 2011c,
Statistical Table 2)."® But such figures tell us
little about actual literacy and numeracy skills
because they are derived by asking people to
estimate their own skills, or those of household
members, by answering a simple yes/no
question. In reality, literacy is a continuum,
from complete unfamiliarity with written letters
and numbers to the ability to communicate via
long and complex written texts quickly and with
ease. And it can only be accurately measured by
directly testing people’s abilities.

Adult Literacy and Life Skills (ALL) surveys
undertaken in nine high income OECD countries
assess skill proficiency on a five-level scale
(OECD and Statistics Canada, 2011)." A person
only at level 1 in prose literacy can at most locate
a single piece of information in a text that is
identical or synonymous to the information in
the question. Even if they can read, adults at that
level may be unable to apply this skill to simple
tasks, such as determining the correct amount
of medicine to take from information printed on
the package (OECD and Statistics Canada, 2011).

For the nine countries surveyed, the average
share of respondents achieving no more than
level 1in prose literacy was about 22%, or

70 million adults; national shares ranged from
8% in Norway to 47% in Italy. The proportion at
level 1 for numeracy was even higher - almost
27% on average, or 84 million adults (Figure 1.36).

18. As of 2012 the UNESCO Institute for Statistics is no longer providing figures
on adult illiteracy for the North America and Western Europe region or the
group of high income countries.

19. The ALL surveys covered Canada, Italy, Norway, Switzerland and the United
States in 2003 and Australia, Hungary, the Netherlands and New Zealand in
2006-2008. They assessed prose literacy, document literacy, numeracy and
problem solving. The results for prose literacy (the knowledge and skills needed
to understand and use information from continuous texts) and document litera-
cy (the knowledge and skills required to locate and use information contained in
non-continuous texts such as forms, maps and charts) are very similar.
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Goal 4: Improving levels of adult literacy

Figure 1.36: Many adults in rich countries have low literacy and numeracy skills
Distribution of population aged 16 to 65 by skill level, selected countries, 2003 to 2008
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If it is assumed that literacy rates in the

nine countries (which account for 43% of the
population aged 15 to 64 in the thirty-one high
income OECD countries) are representative
of the total population, that means close

to 160 million adults in high income OECD
countries have poor literacy skills.

While national literacy assessments are not
comparable from country to country, because
of differences in sampling, methodology and

definitions, they confirm that poor literacy skills

are a significant problem. For example:

B |n Germany, a 2010 assessment estimated
that 14.5% of the population aged 18 to 64,

or about 7.5 million people, were functionally

illiterate. Of these 0.6% could not read,
understand or write single words; 3.9%
could read, understand and write single

words but only letter by letter; and 10% could

read single sentences, but not continuous
text, such as instructions (Grotlischen and
Riekmann, 2011).

B |n France, a 2004/05 survey estimated that

9% of the population aged 18 to 65, or about

3.1 million people, did not possess basic

reading, writing and arithmetic skills to write
a shopping list, understand their child’s
school report or write a cheque (ANLCI, 2008).

B |n Scotland [United Kingdom), a 2009 survey
estimated that 8% of the population aged
16 to 65 were at level 1 in prose literacy (St.
Clair et al., 2010).

Low educational attainment leads to
low adult literacy skills

Wide differences in educational attainment across An estimated
countries are partly responsible for observed 160 million
literacy levels. In Italy, which suffers from

particularly low average levels of literacy skills, a.dults in .
only 47% of those aged 16 to 65 have at least rich countries
some upper secondary school, compared with have poor
85% in Norway, where average literacy skills are literacy skills

the highest (OECD and Statistics Canada, 2011).

Literacy and numeracy skills tend to decline with
age, partly because the expansion of secondary
schooling is a phenomenon of recent decades.

In the Netherlands and Norway, while 5% of
those aged 16 to 25 have very poor literacy skills,
for those aged 46 to 65 the share is 15% (OECD
and Statistics Canada, 2011).
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Even controlling for education and other
individual characteristics, however, older adults
are more likely to have very poor literacy skills,
both because the quality of education has
improved and because people lose skills as
they age. Those with less education are more
affected by skill loss as they get older. For those
with post-secondary education, numeracy skills
do not begin to decline before age 40, whereas
for people without post-secondary schooling,
numeracy skills decline throughout adulthood
(Figure 1.37).

Those with less education not only have lower
numeracy skills as they enter adulthood, but
are also more likely to find employment in low
skill occupations that do not require the use

and development of numeracy skills. They are
also less likely to benefit from lifelong education
opportunities such as adult education courses
and learning on the job.

Figure 1.37: Adults lose numeracy skills over time, but those with less
education lose them faster
Average numeracy score by age and education, selected countries, 2003 to 2008
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Note: The data represent averages for the countries that participated in the ALL surveys.
Source: OECD and Statistics Canada (2011).

But educational attainment is not the only
determinant of adult literacy and numeracy
skill levels. Even young people still in school at
the age of 15 can have very poor literacy skills
that may persist into adulthood. In surveys
carried out in 2009 by the OECD’s Programme
for International Student Assessment, the
proportion of young people in school who

performed below level 2, the level required to
demonstrate reading ability that enables them
to participate productively in life, ranged from
under 10% in Finland and the Republic of Korea
to over 25% in Austria, Israel and Luxembourg
(OECD, 20710d).

Poor literacy skills are more likely
among the disadvantaged

Average figures provide an overall picture of

the scale of poor adult literacy skills. Yet they
mask wide disparities within countries. Even

in countries with higher overall levels of adult
literacy skills, certain groups continue to face
disadvantage linked to characteristics such as
gender, poverty, ethnicity, language and disability:

B Gender: Women scored higher in prose
literacy in each of the ALL survey countries
except Italy and Switzerland. Men scored
higher in numeracy everywhere except
Hungary, but the gap was smaller for the
youngest adults, especially in Canada, Italy
and New Zealand (OECD and Statistics
Canada, 2011).

B Socio-economic status: Poverty can have a
strong effect on literacy even after controlling
for education. For example, in the United
States 43% of adults with very low literacy
skills were poor, compared with only 4% of
adults scoring at the highest literacy level
(Kirsch et al., 2002). In the United Kingdom,
among people born in 1970 who were in the
lowest literacy category, 30% had fathers who
were working in unskilled or partly skilled
manual jobs when they were born compared
with only 17% for those in the highest literacy
category (Parsons and Bynner, 2007).

B [anguage and immigration status: In the
nine ALL surveys, immigrants were more
likely to have very poor literacy skills in the
assessment language than native-born
people. The disadvantage was particularly
severe for those whose mother tongue was
different from the assessment language: this
group was three to six times more likely than
the native-born to score at level 1 (OECD and
Statistics Canada, 2011). In the Netherlands
and the United States almost half the
immigrants whose native tongue was not the
assessment language scored at level 1.
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B Fthnicity: Ethnic and other minorities may
have faced marginalization in education and
the labour market, reducing their chances
of acquiring literacy skills. Their schooling
experiences have often been marred by poor
quality and culturally inappropriate education,
leading to low achievement and high dropout
rates. Notably, throughout much of Europe,

Box 1.8: Adult literacy among indigenous populations in high income OECD countries

The legacy of discrimination and stigmatization
facing indigenous people in rich countries — such
as in Australia, Canada, New Zealand and the
United States - has received insufficient attention
but is clearly visible in literacy data:

B First Nations, Inuit and Métis adults in Canada are
more likely to lack basic literacy skills. In Nunavut,
Inuit adults were over ten times as likely as non-
Inuit to have very poor literacy skills in English or
French (Figure 1.38).

B |n New Zealand, where around 14.6% of the
population identify with Maori ethnicity, 22% of

Figure 1.38: In Canada, indigenous people have lower
literacy skills

Percentage of adults aged over 16 years at level 1, prose literacy,
selected provinces and territories, Canada, 2003

75

a1
=}

Adults at level 1 (%)

25
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Inuit

Urban Aboriginal
Non-Aboriginal
Urban Aboriginal
Non-Aboriginal
Aboriginal
Non-Aboriginal
Aboriginal
Non-Aboriginal
Non-Inuit

Manitoba  Saskatchewan  Yukon Northwest Nunavut
Territories

Source:Human Resources and Skills Development Canada and Statistics
Canada (2005).

Goal 4: Improving levels of adult literacy

conventional illiteracy rates among the
Roma have been estimated to be very high;
11% in Poland and 35% in Greece cannot

read or write at all (European Union Agency 35% of Roma in
for Fundamental Rights, 2009). In Australia, Greece cannot
Canada, New Zealand and the United States, read or write

indigenous populations have lower literacy
skills (Box 1.8).

Maori adults have very poor literacy skills
in English, compared with 13% of the non-
indigenous population.

B |n the United States, 19% of American Indian and
Native Alaskan adults scored below the basic level
on prose literacy, compared with 7% of white
Americans. For quantitative literacy, the gap was
even higher: 32% compared with 13%.

The origins of poor literacy skills among
indigenous populations vary, but often begin in
school. In Australia, the 2009 PISA survey showed
that the proportion of 15-year-olds who had not
reached the basic level in reading was 38% among
indigenous students, compared with 14% among
non-indigenous students. For mathematics, the
proportions were 40% and 15%. And as of 2008,
only 30% of indigenous Australians aged 25 to 34
had completed twelve years of school, compared
with 73% of non-indigenous Australians.

Countries are seeking ways to address the
challenges indigenous populations face. The
Canadian government has been attempting to
redress the legacy of residential schooling that
separated indigenous children from their families
and aimed to assimilate them, including punishing
them for speaking their own language. Following
the Indian Residential Schools Settlement
Agreement in 2007 and a formal apology by the
government for the residential schools in 2008,
the government has committed to improve the
funding, quality and cultural relevance of schools
on reserves.

Sources: ABS and AIHW (2011); George and Murray (2012); Kutner et al.
(2007); National Panel on First Nation Elementary and Secondary Education
for Students on Reserve (2012); Satherley and Lawes (2009); Statistics New
Zealand (2007); Thomson et al. (2011); Truth and Reconciliation Commission
of Canada (2012).
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In rich countries,
workers with
higher literacy
earned up to
20% more
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B Disability: Certain learning, vision and hearing
impairments have direct implications for
literacy. A lack of appropriate inclusive
education opportunities means that adults
with disabilities may have faced challenges
during their school years with implications
for their literacy skills. In the United States,
an assessment found that those without
basic literacy skills were more than twice as
likely as an average adult to have multiple
disabilities (Baer et al., 2009).

While all these factors increase the risk of having
very poor literacy skills, the problem affects
people of all ages and from all walks of life.
Many are employed, speak the national language
as a mother tongue, and have some form of
educational qualification. In Germany, three out
of five adults with poor literacy skills are native
German speakers (Grotlischen and Riekmann,
2011]. In France, more than half are working

and almost three-quarters spoke only French at
home as a child (ANLCI, 2008).

Poor literacy skills have important economic and
social effects for individuals and households.
Lower literacy scores translate into lower
employment rates and earnings in most
countries - even after taking into account
education, parental background, experience,
gender and immigrant status. Lower levels

of numeracy skills are related to higher
unemployment rates in all nine countries
participating in the ALL surveys (OECD and
Statistics Canada, 2011). Adults with level 1 skills
were eight times more likely to be unemployed
than adults with level 4 or level 5 skills in the
United States, ten times more in the Netherlands
and sixteen in Switzerland. Workers with higher
prose literacy or numeracy skills earned on
average 10% to 20% more than those with low
skills, even after controlling for level of education
(OECD and Statistics Canada, 2011).

Low literacy hinders full participation in other
ways, making it hard to carry out tasks such
as helping children with homework and filling
in job application forms. It can act as a barrier
to further education, social mobility and civic
engagement. Among older people in England,

lower levels of literacy are associated with
poorer self-reported physical and psychological
health, and lower self-reported quality of life
(Jenkins et al., 2011).

Political commitment and policy
vision can strengthen adult literacy
To prevent more people from entering adulthood
with poor literacy, countries must continue to
improve the quality of primary and secondary
schooling and increase retention rates,

paying particular attention to students from
disadvantaged backgrounds. For those who

have left school with poor literacy and numeracy
skills, the challenge for policy-makers is greater.
High level political commitment and a long-term,
coherent policy vision are needed - both of which
are often lacking, despite the attention that
international literacy assessments have helped
put on the low level of literacy skills.

High level commitment puts literacy in

the spotlight

Recognizing the extent of literacy challenges is

a vital first step towards tackling the problem.
While it is too early to assess the effectiveness

of several recent high level initiatives, such
commitment helps raise awareness of the issues.

In February 2011 the European Commission
launched a High-Level Group on Literacy charged
with giving visibility to literacy in Europe and
evaluating the effectiveness of existing policies
(European Commission, 2011a). The results of
the OECD’s Programme for the International
Assessment of Adult Competencies (PIAAC],

due to be released in 2013, should be another
opportunity to call rich countries to action.

National policies backed by financing

are vital

Some countries have developed literacy plans in
recent years. The results of adult literacy surveys
have often been a trigger for this commitment.

In New Zealand, there has been increased
focus on literacy since the publication of the
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results of the 1996 International Adult Literacy
Survey, which showed low levels of literacy skills
(New Zealand Ministry of Education, 2008). The
2008-2012 Literacy, Language and Numeracy
Action Plan prioritizes raising the literacy and
numeracy skills of people at level 1 and level 2
who are in the workforce. The Ministry of

Maori Affairs and the Ministry of Pacific Island
Affairs are among the participating agencies,
and tertiary institutions providing education

in a Maori cultural context are also involved.

The plan more than doubles the number of
training opportunities (to almost 40,000) and

the budget (to US$63 million) (New Zealand
Tertiary Education Commission, 2008). Targets
of participating learners have been on track, and
an assessment tool has been developed that will
provide initial information on literacy outcomes
in 2013 (New Zealand Tertiary Education
Commission, 2011).

Similarly, the United Kingdom's Skills for Life
strategy was initiated in 2001 in response to a
government-commissioned report recognizing
that many adults lacked basic literacy and
numeracy skills. About US$8 billion was spent
between 2001 and 2007. Some 5.7 million adult
learners were reached, and 2.25 million of
them gained accredited qualifications (United
Kingdom Public Accounts Committee, 2009).
Learners were approached through a wide
range of programmes, including family and
workplace programmes, English for speakers
of other languages, and literacy and numeracy
embedded in vocational training. Although the
target number of adults was reached, there
was no progress in outcomes. Between 2003
and 2010, the proportion of adults at the three
lowest literacy levels remained unchanged at
around 15% (Harding et al., 2011). An emphasis
on quantitative targets may have made it less
attractive to focus on the hardest to reach
(Bathmaker, 2007).

In the Netherlands, the national plan to combat
low levels of literacy among adults (Aanvalsplan
Laaggeletterdheid) was triggered by the findings
of international assessments showing that one in
ten adults had very poor literacy skills. Its targets

Goal 4: Improving levels of adult literacy

were set within a longer-term goal of reducing
the number of adults with very poor literacy
skills by 60% to 600,000 by 2015. One aim was to
increase the number of participants in literacy
training from 5,000 to 12,500 annually by 2010.
That target was almost reached in 2008/09, but
budgetary pressures meant that there were only
10,000 beneficiaries in 2010 (CINOP, 2011).

Adult literacy programmes can lead to
secondary school qualifications

One incentive for adults to attend literacy
programmes is that they can lead to formal
qualifications which can help them get better
jobs. In ltaly, there are two providers of basic
skills which lead to a lower secondary school
certificate: secondary schools that give evening
courses, and Provincial Centres for Adult
Education. While 130,000 adults attend basic
education courses, they are mostly immigrants
(Oliva, 2011]. In light of the 19 million adults who
had very poor literacy skills in Italy in 2003, this
is a small effort.

The basic education programme for adults in
Spain is larger. There are three levels. The first
and second focus on basic literacy skills and were
attended by about 95,000 students in 2009-2010.
The third level leads to a compulsory secondary
education certificate and was followed by almost
210,000 students in 2009-2010. In addition, about
70,000 immigrants attend language courses
(Rodriguez Alvarifio, 2008; Spain Ministry of
Education Culture and Sport, 2012).

Family or intergenerational literacy
programmes show good results

Adults often mention an inability to help their
child with reading or homework as a reason

for entering literacy programmes. Family or
intergenerational literacy programmes, where
parents and children develop their literacy skills
together, take advantage of this drive. For such
programmes, teachers need to be trained in
both child and adult literacy learning as the
methods for each are different (Kruidenier et al,,
2010). The programmes have been shown to be

New Zealand
plans to double
the number

of training
opportunities
over five years
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In Norway,
any enterprise
can apply for
funding to
provide basic
skills training
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effective in improving child literacy, the capacity
of parents to support their children and parental
motivation to engage in learning (Carpentieri et
al., 2011).

In the United States, the Family and Child
Education programme has served more

than 12,500 American Indian families with
young children since 1990. According to the
programme’s assessment system, there have
been improvements in adult literacy levels and
more than 1,000 adults have obtained a high
school diploma (Yarnell et al., 2010).

Workplace-based programmes help

tackle illiteracy

If workplace literacy programmes are
appropriately designed, they can be convenient
and relevant, reaching adults who otherwise
might not have participated. Many employers do
not sufficiently recognize that raising workforce
skills can improve product quality, workplace
communications, and health and safety. To
overcome this, publicly funded, enterprise-
based basic skills programmes are in place,
particularly in many Nordic and anglophone
countries (Keogh, 2009; National Adult Literacy
Agency, 2011). The New Zealand Workplace
Literacy Fund, for example, provides funding

to strengthen employee literacy and numeracy
skills linked to workplace requirements (New
Zealand Tertiary Education Commission, 2012).

In Norway, the Basic Competences in Working
Life Programme began in 2006. By 2011, it

was supporting 249 projects in more than 400
companies with a budget of about US$16 million,
and more than 20,000 adults had benefitted. Any
enterprise in Norway, private or public, can apply
for funding. Preference is given to proposals that
combine work and basic skills training (reading,
writing, numeracy and digital skills) with other
job-relevant learning, and that are related to the
competency goals of the Framework for Basic

Skills developed by the Norwegian Agency for
Lifelong Learning. Special efforts are made to
include small and medium-sized enterprises in
the programme and to encourage applications
from industries that employ people with low
formal skills (Hussain, 2010; Vox, 2012).

An evaluation of the workplace literacy
component of the Skills for Life programme in
the United Kingdom showed that courses needed
to be long enough for any gains in productivity

to be achieved, and that interventions had to

be sensitive to the constraints of small and
medium-sized enterprises, which may not easily
be able to release workers for literacy training
(Wolf, 2008).

Quality and commitment of literacy teachers
are key factors

Trainers need to be well prepared to adjust to
the needs of the heterogeneous populations they
serve. In Greece, the Second Chance School
programme targets adults who do not have

a lower secondary school leaving certificate.
Established in 2001 as part of a European

Union initiative, it was serving about 7,000
students by 2009. The schools follow an open,
interdisciplinary curriculum with active learning
through group work. This flexible approach is
markedly different from the formal education
system. Yet teachers are seconded from formal
primary and secondary schools and are not

well prepared to deliver such a curriculum
(Koutrouba, 2008; Koutrouba et al., 2011).

This shortcoming highlights the importance of
providing appropriate training and professional
development opportunities to attract and
motivate the best adult educators. In the US
state of Massachusetts, a model for a voluntary
professional licence for adult education teachers
was set up and training was provided in the
areas covered by the licence (Comings and
Soricone, 2005).
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Overcoming stigma is a key challenge
Adults with very poor literacy skills are

not always willing to participate in literacy
programmes, partly because of the stigma
attached to being recognized as illiterate. To
help adults overcome this, many successful
programmes have often been based on media
campaigns and free, confidential advice. In
England, for example, Skills for Life has been
supported by major campaigns on television
and in other media, which have led to high
public recognition of adult illiteracy and have
encouraged uptake (National Adult Literacy
Agency, 2011).

In many countries and regions, governments and
private foundations have developed services via
telephone that offer help and information about
how to take part in literacy programmes. For
example, Info-Alpha in Quebec, Canada, is a free,
confidential, bilingual service that offers help
and information to people with low literacy skills.
The service refers callers to literacy resources
and providers in each area (Canada Council of
Ministers of Education, 2008).

Information technology can also offer ways to
overcome reservations about participating in
literacy programmes. In Germany, the website
www.ich-will-schreiben-lernen.de (I want to
learn to write] offers self-study courses in
reading, writing, mathematics and English. The
anonymous nature of the courses and the fact
that learners can take them anywhere, at any
time and at any pace means people are more
inclined to participate. About 200,000 learners
have used the portal since it opened in 2004
(UIL, 2011).

Providing literacy training alongside career
counselling, advisory services or skills

training can encourage individuals to
participate. In Spain, the Acceder programme
embedded literacy training in guidance and
vocational training delivered through forty-eight

Goal 4: Improving levels of adult literacy

Integrated Employment Centres. These have
served more than 37,000 people, of whom 70%
were Roma (Centre for Strategy and Evaluation
Services, 2011).

Conclusion

The challenge of poor adult literacy skills has
not been sufficiently addressed in rich countries.
Recognizing that poor literacy skills remain a
social and economic barrier to millions of adults
in these countries, a comprehensive policy focus
backed by sufficient resources is required.

The challenge
of poor adult
literacy skills
has not been
sufficiently
addressed in
rich countries
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Assessing gender parity and equality in education

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.

Highlights

m Convergence in enrolment between boys and girls has been one of the successes of the EFA movement
since 2000, but more needs to be done to ensure that education opportunities and outcomes are equitable.

B There are still sixty-eight countries that have not achieved gender parity in primary education, and girls
are disadvantaged in sixty of them.

B The incidence of severe gender disparity has become less common. Of the 167 countries with data in
both 1999 and 2010, the number of countries where fewer than nine girls were in primary school for
every ten boys fell from 33 to 17.

B At the secondary level, ninety-seven countries have not reached gender parity; in forty-three of them,
girls are disadvantaged. In much of the Arab States, South and West Asia, and sub-Saharan Africa gender
disparities are at the expense of girls, while in many countries in Latin America and the Caribbean, and
in East Asia and the Pacific, disparities are at the expense of boys.
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B [nternational learning assessments indicate that girls perform better than boys in reading at both
primary and secondary school level, and the gap is widening. Boys have an advantage in mathematics in
most countries, although there is some evidence that the gap may be narrowing.

Table 1.8: Key indicators for goal 5

Primary education Secondary education
Gender parity achieved in Gender parity achieved in
2010 ) Gender parity index 2010 ) Gender parity index
Countries Countries
where the where the
Total number Countries GPl'is lower Total number Countries GPl is lower

of countries with data than 0.90 1999 2010 of countries with data than 0.90 1999 2010

World 108 176 17 0.92 0.97 60 157 26 091 0.97
Low income countries 9 29 10 0.86 0.95 1 23 14 0.83 0.87
Lower middle income countries 23 49 6 0.86 0.96 12 41 10 0.80 093
Upper middle income countries 34 50 1 0.99 1.00 21 47 1 0.98 1.04
High income countries 42 48 0 1.00 0.99 26 46 1 1.01 1.00
Sub-Saharan Africa 16 43 12 0.85 093 2 30 16 0.82 0.82
Arab States 6 15 1 0.87 093 3 14 4 0.88 0.94
Central Asia 7 8 0 0.99 0.98 5 7 1 0.99 0.97
East Asia and the Pacific 14 23 1 0.99 1.01 6 23 1 0.94 1.03
South and West Asia 4 7 2 0.83 0.98 0 6 8 0.75 0.91
Latin America and the Caribbean 18 35 1 0.97 0.97 n & 0 1.07 1.08
North America and Western Europe 22 24 0 1.01 0.99 16 24 1 1.02 1.00
Central and Eastern Europe 21 21 0 0.97 0.99 17 20 0 0.96 0.97

Note: Gender parity is reached when the GPI is between 0.97 and 1.03.
Source: Annex, Statistical Tables 5 and 7.
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Gender parity and equality in education
constitute a basic human right, as well as

an important means of improving other

social and economic outcomes. Narrowing

the gender gap in primary enrolment is one

of the biggest EFA successes since 2000. Even
s0, some countries are still in danger of not
achieving gender parity in primary and secondary
education by 2015. The goal goes beyond
numbers of boys and girls in school. More needs
to be done to ensure that all girls and boys have
equitable access to educational opportunities
and achieve equal educational outcomes.

At pre-primary level, gender parity had already
been achieved, on average, in 2000 and has been
maintained since, although enrolment levels
remain low for both boys and girls in many parts
of the world. The Arab States is the only region
still falling short, even though major progress
has been achieved, with the gender parity index
(GPI) rising from 0.77 in 1999 to 0.94 in 2010.

At primary level, the Arab States and sub-
Saharan Africa, each with a GPI of 0.93, have yet
to achieve parity. These regions have, however,
made significant progress since 1999, with the
GPl increasing from 0.87 and 0.85, respectively.
South and West Asia has made huge progress
since 1999, reaching gender parity in primary
education by 2010.

A key reason for fewer girls being in school is
that they are less likely to start school in the
first place. Once in school, their chances of
progressing through the system are similar to
those of boys (Panel 1.10).

At secondary level, the picture varies by region.
Of particular concern is sub-Saharan Africa,
whose GPI of 0.82 has not changed since 1999.
Girls also remain disadvantaged in the Arab
States and in South and West Asia. Latin America
and the Caribbean, by contrast, faces a ‘reverse
gender gap’, with more girls enrolled than

boys (goal 5 policy focus). Yet disadvantage in
secondary school - in access as well as learning
outcomes - is preventable.

Goal 5: Assessing gender parity and equality in education

Gender disparities in secondary education
enrolment are also narrowing. Of the 137
countries with data in both years, in 1999 there
were 28 with fewer than 90 girls enrolled for
every 100 boys; 16 were in sub-Saharan Africa.
By 2010, this had declined to 22 countries, of
which 15 were in sub-Saharan Africa.

At tertiary level, regional disparities are even
greater than at secondary level, with as few

as six girls for every ten boys in sub-Saharan
Africa, while around eight boys for every ten girls
are studying at this level in North America and
Western Europe.

Reaching gender parity remains a challenge in
many countries - but gender equality is about
more than making sure equal numbers of boys
and girls enter and progress through school. It is
also about assuring their equal treatment within
school - which means providing a safe, secure
and supportive learning environment for all -
and equal learning outcomes, which help build
equitable access to social, economic and political
life in adulthood.

Analysis of international and regional learning
assessments shows that there are notable
gender differences in learning outcomes by
subject, which suggests that more needs to be
done to prevent these gaps. Girls perform better
than boys in reading, and there is evidence that
the gap is increasing. Boys retain an advantage
in mathematics in most countries, although
there is some evidence that the gap may be
narrowing (Panel 1.11).

With the emergence of several new initiatives -
including the Global Partnership for Girls" and
Women's Education and the High Level Panel on
Girls” and Women's Education for Empowerment
and Gender Equality, both launched by UNESCO
in May 2011 - there are renewed opportunities
to highlight and challenge barriers to gender
parity and equality for girls. It will be important
for these initiatives to tackle the root causes

of gender disadvantage, ensuring that the high
level initiatives translate into action leading

to an equalizing of opportunities between girls
and boys.
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Panel 1.10: Girls face obstacles in entering school

Considerable progress has been made in reducing
gender disparities in primary education over the past
decade, but several countries still have a long way to
go. They have not only missed the deadline that was
set for 2005, but are in danger of missing an extended
deadline of 2015.

The reasons for girls” disadvantage vary, but new
analysis prepared for this Report indicates that the
biggest obstacle for girls in the countries furthest
from achieving gender parity is entering school in the
first place. Once enrolled, their chance of progressing
through the cycle is usually similar to that of boys.

The number of countries where girls face extreme
disadvantage, or a gender parity index below 0.70, fell
from sixteen in 1990 to eleven in 2000, and to just one
in 2010 - Afghanistan. Despite its place at the bottom of
the rankings, however, Afghanistan has overcome the
biggest obstacles to girls’ education any country has
witnessed: from an estimated female gross enrolment
ratio of less than 4% in 1999, when the ruling Taliban
had banned girls” education, to 79% in 2010, resulting in
an increase in the GPI from 0.08 to 0.69. With a long way
still to go, the government needs to continue to address
constraints on girls” schooling. Community schools
that reduce the distance from home have proved to be
a successful approach to address the insecurity that
continues in many parts of the country and affects girls’
enrolment in particular (Burde and Linden, 2009).

Severe disadvantage - measured by a GPI below 0.90

- is also lower than ten years ago. Of the 167 countries
with data in both 1999 and 2010, 33 had a GPI below 0.90
in 1999, including 21 in sub-Saharan Africa. By 2010,
there were only 17 countries in this group, including 12
in sub-Saharan Africa (Table 1.9).

Countries where severe gender disparities remain are
more likely to have fewer children in school overall. This
is the case in Afghanistan, the Central African Republic,
Chad, Céte d’lvoire, Eritrea, Mali, the Niger, Papua New
Guinea and Yemen, which all have gross enrolment
ratios below 80% and GPIs below 0.90.

But countries with high enrolment can also experience
a wide gender gap, partly because there are more
over-age boys in school than girls. This is the case for
Angola, Benin, Cameroon, the Dominican Republic

and Togo. It cannot be taken for granted, therefore,
that increasing enrolment will automatically lead to a
narrowing of the gender gap.

Comparing countries with data for 1990, 2000 and 2010,
out of thirty-eight countries where the gender parity
index was below 0.90 in 1990, twenty-five had passed this
threshold by 2010. But of these, only six had achieved
gender parity: Burundi, the Gambia, Ghana, India, the
Islamic Republic of Iran, and Uganda - and Malawi,
Mauritania and Senegal made such progress getting
more girls into school that there is now a slight gender
disparity at the expense of boys (Figure 1.39). These nine
countries show what can be achieved when countries put
in place strategies to overcome gender barriers at the
same time as increasing primary enrolment overall.

In some countries that have not achieved gender parity,
the GPI has nonetheless improved rapidly in the last

Table 1.9: Countries where the gender parity index is below 0.90, 2010

GER, female GPI
Sub-Saharan Africa
Central African Republic 79 0.725
Chad 78 0.729
Angola 124 0.813
Cote d'lvoire 80 0.833
Niger 64 0.837
Eritrea 41 0.838
Guinea 86 0.838
Cameroon 1m 0.862
Democratic Republic of the Congo 87 0.867
Benin 117 0.871
Mali 76 0.882
Togo 132 0.899
Arab States
Yemen 78 0.817
East Asia and the Pacific
Papua New Guinea 57 0.892
South and West Asia
Afghanistan 79 0.694
Pakistan 85 0.818
Latin America and the Caribbean
Dominican Republic 102 0.882

Note: Data for the Central African Republic, Cdte d'lvoire, Mali and the Niger are from 2011;
data for Papua New Guinea are from 2008.
Source: Annex, Statistical Table 5.
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Goal 5: Assessing gender parity and equality in education

Figure 1.39: There has been progress in reducing gender disparity but girls still face major obstacles gaining access to school
Gender parity index of the gross enrolment ratio, countries with GPIin 1990 below 0.90,1990 to 2000 and 2000 to 2010

Il 1990-2000 I 2000-2010

Below 0.90 represents
severe gender disparity.
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Gender parity index

Notes: Only countries with data for 1990, 2000 and 2010 are plotted. If there was no information for a particular year, information was substituted up to two years before or after. Afghanistan
and Oman are excluded because they experienced negative trends.
Source: UIS database.

ten years. In Ethiopia, for example, the index rose from By contrast, progress has been very slow in some

0.651n 2000 to 0.91 in 2010. This reflects Ethiopia’s countries. This includes some where enrolment levels
commitment both to expanding access to primary were initially relatively high, such as Cameroon
schooling and to tackling gender disparities. Its speed and Papua New Guinea, and some where they were

of progress suggests there is hope of achieving gender relatively low, such as the Central African Republic and
parity by 2015, although this will require a concerted Cote d'Ivoire. The speed at which progress has been made
effort to address entrenched gender disadvantages elsewhere indicates that these countries could reach

in some parts of the country, particularly where early gender parity if they showed the same kind of commitment
marriage remains pervasive. to addressing girls” disadvantage in coming years.

109



i}
C
0
Q
0
o
@)
£
C
0
2
C
>
©
0
O
Q)
g
C
0
u—
C
0
P
@
0
J
O
Ll

PART I: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 1

The move towards gender parity has slowed in some
countries after good progress over the 1990s. Some are
close to the goal, such as Algeria, Egypt, Morocco and
Tunisia: such countries need to tackle the problems
facing the most marginalized girls who still cannot attend
school. Slower progress over the last decade in Chad and
Guinea means they are still some distance from the goal.

Angola and Eritrea are of particular concern because
they slipped backwards between 1990 and 2010. Each
country recorded a GPI over 0.90 in 1990, but Angola
now is at 0.81 and Eritrea at 0.84, and therefore both are
unlikely to achieve gender parity in primary schooling by
2015. In Eritrea, not only has the gender gap widened,
but the female primary gross enrolment ratio fell from
47% in 1999 to 41% in 2010.

Understanding the reasons for girls” lower enrolment
is necessary to achieve gender parity. Is it because girls
have less chance to enter school? Or is it, rather, that
boys and girls have the same opportunity of entering
school but girls are more likely to drop out? To answer
these questions, household survey data from nine of
the sixteen countries with the highest disparity were
analysed for this Report.

The message that emerges is that girls face larger
obstacles to entering primary school (Figure 1.40). In
Guinea, for example, 44 out of 100 girls from the poorest
households start school, compared with 57 boys. In
most cases, once in school, girls and boys have an equal

Figure 1.40: Poor girls have a lower chance of starting primary school

chance of progressing through the cycle. Therefore, the
fact that only 40 out of 100 girls from poor households
reach the end of primary school in Guinea, compared
with 52 boys, is largely because fewer girls started in the
first place.

While children from rich households have a better
chance of starting school than those from poor
households, more rich boys than rich girls enter school.
In Mali, for example, 70 out of 100 girls from the richest
households start school, compared with 81 boys.

Within this general pattern, there are exceptions. In
Yemen, girls not only have less chance of entering school,
but, once in school, are also less likely to reach grade 6.
Only 49 out of 100 of poor girls enter school, compared
with 72 out of 100 poor boys. And only 27 of poor girls
reach grade 6, compared with 52 of poor boys.

Policy-makers need to tackle the causes of girls being
out of school on multiple fronts: mobilizing communities
to send girls to school by enlisting the support of media
and local leaders; providing targeted financial support;
providing gender-sensitive curriculum and textbooks;
ensuring that teacher recruitment, deployment and
training are gender-sensitive; and ensuring that school
environments are healthy, safe and free of gender-based
violence (Clarke, 2011). Countries that have adopted

an appropriate mix of interventions have witnessed the
most progress in narrowing the gender gap in primary
enrolment over the past decade.

Expected cohort intake to grade 1and survival rate to grade 6 by gender and wealth, selected countries with GPIin 2010 below 0.90, 2005 to 2008
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Goal 5: Assessing gender parity and equality in education

Panel 1.11: Gender disparities in learning outcomes persist

Achieving gender parity and gender equality in education
requires not only that girls and boys have an equal
chance to enter and stay in school, but also that they
have equal opportunity in learning.

Regional and international learning assessments at

primary and secondary level indicate distinct gender :gadi”g
patterns that vary by subject. Girls perform better than
boys in reading in all but one country,” while boys retain &
an advantage in mathematics in most countries. There g %0
is more variation in science, with many countries not %
showing a significant difference between boys and girls % 40
(Figure 1.41). These patterns are broadly similar across 5
education levels, regions and country income groups. % X -
=
Results from the 2009 PISA show an even stronger 0 SECE LS S?MEO S?CE s
pattern in favour of girls in reading than earlier surveys, 2005/6 2006 2007 2005/6 2009
with girls performing significantly better than boys in all Grade6  Graded  GradeG  GradeG  T5yearolds
seventy-four countries or economies surveyed. In OECD Mathematics
countries, girls” advantage in reading was equivalent to 80
one school year, on average. But not all girls performed a
well in these countries: one in eight girls and one in é 60
four boys failed to reach level 2, deemed the level at g
which students demonstrate reading skills that will £
enable them to participate effectively and productively g l
in life (OECD, 2010d). Among non-OECD countries § 20
participating, such as Malaysia and Romania, one in = . [ | n l
three girls and one in two boys failed to reach this 0 — O - - =
lvel, on average. eome osgn g ows
Grade 3 Grade 4 Grade 6 Grade 6 Grade8  15-year-olds
In mathematics, the difference in performance tends Science
to favour boys, although there are countries where 80
girls perform as well as or better than boys. Boys .
performed better than girls in thirty-eight countries 60

and in twenty-eight there was no significant difference.
Girls performed better than boys in eight countries.

While the general pattern for mathematics is the

Figure 1.41: Girls outperform boys in reading while boys often do better in
mathematics

Number of countries and economies according to the direction of the gender mean
score difference, by subject and survey, 2005 to 2009

I Girls perform better No significant difference I Boys perform better

o ]
O

Number of countries/economies

opposite of that for reading, the gender gap in favour of 2

boys is narrower. In addition, there is little difference = ] .

between boys and girls in those failing to reach the 0 TIMSS SERCE TIMSS PISA
minimum level required to use their skills effectively: A e S 15_5&2?0'(15

in OECD countries, around one in five of both boys

Note: The figure summarizes the results of six regional and international programmes of learning
assessment: the Programme of Analysis of Education Systems of the CONFEMEN (PASEC, sub-
Saharan Africa); the Progress in International Reading Literacy Study (PIRLS, international); the
Programme for International Student Assessment (PISA, international); the Southern and Eastern

and girls failed to reach level 2. Among non-OECD
countries, around half of both boys and girls did not
reach this level.

Africa Consortium for Monitoring Educational Quality (SACMEQ, sub-Saharan Africa); the Second

Regional Student Achievement Test (SERCE, Latin America); and the Trends in International
Mathematics and Science Study (TIMSS, international).

20. In the United Republic of Tanzania, boys perform better than girls in reading. (2010); Walker (2011).

Sources: Gonzales et al. (2009); Hungi et al. (2010); UNESCO-0REALC (2008); Mullis et al. (2007); Saito
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Science presents a more mixed picture than either
reading or mathematics, indicating that there are
circumstances in which either boys or girls can perform
better. Boys performed better than girls in thirteen
countries, in thirty-four there was no significant
difference, and girls performed better than boys in
twenty-seven countries.

These average figures are likely to mask differences
between subgroups of the population. For example, in
Tunisia there was no gender gap in the mean science
score. However, boys from the lowest socio-economic
quartile were more likely to score above level 2 than
girls in this group. By contrast, girls from the highest
quartile had a better chance than boys of scoring above
this level (Altinok, 2012b).

Overall, girls appear to be making greater progress

in reading than boys. Comparing the subset of
thirty-eight countries that took part in both the 2000
and 2009 PISA surveys, the gender gap in reading has
widened in favour of girls by seven points (Figure 1.42).

The increase was significant in Brazil, France, Hong
Kong (Chinal, Indonesia, Israel, Portugal, the Republic
of Korea, Romania and Sweden. In France, Romania
and Sweden, the main reason behind the wider gender
gap was a decline in boys’ performance (OECD, 2010a).
While the gender gap in favour of girls has been
widening for reading, there is some evidence that
improvements in girls’ performance in mathematics
have narrowed the gender gap.

There is no inherent difference in the capacities of
girls or boys in reading, mathematics or science. Girls
and boys can perform equally well in these subjects
under the right conditions. To close the gap in reading,
parents, teachers and policy-makers need to find
creative ways to entice boys to read more, including by
harnessing their interest in digital texts. To close the
gap in mathematics, progress in gender equality outside
the classroom, notably in employment opportunities,
could play a major role in reducing disparities [Kane
and Mertz, 2012).

Figure 1.42: The gender gap in reading has widened

A. Percentage of countries and economies by gender gap, countries and economies with data
in both years, PISA 20002009

100 . I
40 | I I
—

[=<)
S

@
(=}

Percentage of countries/economies (%)

2000 2009 2003 2009 2006 2009
Reading Mathematics Science
38 countries 39 countries 56 countries

M Girls perform better

Sources: OECD (2004, 2007, 2010a, 2010d).
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Goal 5: Assessing gender parity and equality in education

Policy focus: Challenging disadvantage and
disengagement among boys in secondary school

As more children around the world get the
chance to enter secondary school, it is vital to
ensure that girls and boys benefit equitably
from this progress. At primary level, girls
remain much more likely to be disadvantaged

in many countries, so it is imperative to maintain
the international focus on supporting girls
(Panel 1.10). At secondary level, however, boys
are at a disadvantage in some countries.

This section describes the extent of the problem,
examines why it occurs and explores possible
solutions. It shows that the causes of boys’
disadvantage in secondary school are different
from those of girls, and that different remedies
are often required. Boys’ lower enrolment or
learning achievement may partly result from
disadvantage related to poverty, and partly from
disengagement, associated with a disaffection
with school and a sense of not belonging to the
school community.?

Disparities in secondary education
are sometimes at the expense of boys
Boys are less likely than girls to enrol in
secondary school and to do as well once in
school, particularly in many upper middle and
high income countries. The experiences of these
countries offer lessons for poorer countries
where enrolment is rising.

Unequal participation: more girls are enrolled
than boys in some countries

For more than half of the ninety-seven countries
that have not achieved gender parity in secondary
education participation, the problem is due to
fewer boys than girls being enrolled in school:*

B There are fifty-four countries where gender
disparity in secondary enrolment is at the
expense of boys; in fifteen of these countries,
the disparity is so high that fewer than ninety
boys are enrolled for every hundred girls.

21. This section draws on Jha et al. (2012).
22. As of 2010, there were relevant data for 157 out of 204 countries.

B At the lower secondary level, boys are
disadvantaged in thirty-three countries; in six
of these, there are fewer than ninety boys for
every hundred girls enrolled.

B At the upper secondary level, boys are
disadvantaged in seventy-five countries; in
forty-two of these, fewer than ninety boys are
enrolled for every hundred girls.

In most countries with fewer boys than girls in
lower secondary education, the disparity is due
to higher dropout rates for boys rather than
higher transition rates of girls from primary to
secondary school. In Nicaragua, for example,
similar proportions of girls and boys enter lower
secondary education, but fewer boys graduated
in 2010: the gross entry ratio was 88% for boys
and girls, while the gross graduation ratio for
lower secondary general education was 36% for
boys and 50% for girls.

The situation is similar in upper secondary
education, although data are available for fewer
countries. In Paraguay, a two percentage point
difference in favour of girls in the gross entry
ratio for upper secondary general education
extended to ten percentage points in the gross
graduation ratio in 2008 (UIS database).

Lower enrolment for boys is more common in
upper middle and high income countries with
high levels of enrolment overall. Colombia, Costa
Rica and Mexico have all achieved secondary
gross enrolment ratios of over 80% but have
fewer than 95 boys enrolled for every 100 girls
(Table 1.10). But there are also poorer countries
where boys are less likely to be enrolled,
including fifteen lower middle income countries
and three low income countries - Bangladesh,
Myanmar and Rwanda (Box 1.9).

Within poor countries where girls’ secondary
enrolment is lower than boys’ on average,

there may be locations where boys face greater
disadvantage. For example, 2005/06 Demographic
and Health Survey data indicated the proportion of
those aged 15 to 19 attending school across India

Over half

of countries
with gender
disparity in
secondary
education have
fewer boys than
girls in school
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Table 1.10: Boys' disadvantage in secondary school participation is more common in
richer countries
Number of boys enrolled for every 100 girls, by total secondary education gross enrolment ratio, 2010

<90 boys enrolled 90-95 boys enrolled ~ 95-96 boys enrolled

<80% Total secondary education GER

Low income countries

Lower middle income countries

Upper middle income countries

High income countries

80-100% Total secondary ed

Lower middle income countries

Upper middle income countries

High income countries

Bangladesh Myanmar Rwanda
Honduras Nicaragua Bhutan
Lesotho Viet Nam Paraguay
Sao Tome/Principe
Dominican Republic Malaysia Ecuador
Suriname Panama
Nauru Thailand
Bermuda
ucation GER
Cape Verde Fiji
Samoa Guyana
Kiribati
Mongolia
Palestine
Philippines
Argentina Botswana China
Lebanon Colombia Jamaica
Cook Islands Costa Rica South Africa
Dominica
Jordan
Mexico
Tunisia
Venezuela, B. R.
Cayman Islands Bahamas Andorra
Qatar Croatia
Trinidad/Tobago

Note: Countries with total secondary education gross enrolment ratios above 100% are not included.
Source: Annex, Statistical Table 7.
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was higher for boys (47%, compared with 36%
for girls). However, the proportion was higher for
girls in the state of Kerala (67%, compared with
62% for boys) and in Delhi (54% for girls and 49%
for boys) (UNESCO, 2012c).

Some regions are more likely to show patterns of
boys” disadvantage. Of countries with data, boys’
enrolment is lower than girls” in 64% of countries
in Latin America and the Caribbean and 57% of
countries in East Asia and the Pacific. For most
countries experiencing a reverse gender gap,

itis not a new phenomenon. For example, in

the Dominican Republic, South Africa and the
Bolivarian Republic of Venezuela, the pattern has
persisted for a decade.

Unequal achievement: girls outperform
boys in many countries

International learning assessments from
middle and high income countries show that
girls perform better than boys in reading
(Panel 1.11). The 2009 PISA survey, which
covered thirty-four OECD countries and forty
partner countries and economies, showed that
15-year-old girls achieved significantly higher
scores in reading than boys in all countries.
The gender gap had widened in some countries
since 2000, largely due to a greater improvement
in girls’ performance.

Boys continue to outperform girls in
mathematics in many countries, but the
overall extent of their advantage is smaller
than girls” advantage in reading. Outcomes

in science are more equal, although there are
more countries in which girls do significantly
better than boys than countries where boys
perform better.

Why some boys face disadvantage in
secondary school

The common causes of girls” disadvantage in
secondary education, related to discrimination,
are generally not as applicable to boys. Outside
the school, poverty and the nature of the labour
market can affect boys more than girls. Inside
the school, the classroom environment can lead
to boys” disengagement.

Boys' disadvantage is compounded by poverty
Average indicators mask the fact that disparities
at secondary school do not apply to all boys

but affect those marginalized by factors such

as poverty, social class, ethnicity and location.
These boys experience greater economic and
social pressure, with disproportionately negative
outcomes for their participation and learning
(Box 1.10).

In countries where secondary school-aged
boys are more likely than girls to work outside
the home, this can translate into education
disadvantage. In Latin America and the
Caribbean, there are strong links between
gender and children’s work. In many countries
across the region, more young males enter
the workforce early and hold a paying job than
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Box 1.9: Boys' disadvantage in secondary school enrolment in Bangladesh

Bangladesh is one of only three low income
countries where more girls are in secondary
school than boys. The disparity is largely due
to measures supporting girls’ enrolment,
suggesting a need for similar programmes that
take into account the barriers that boys face

in obtaining secondary education — especially
poverty. The gender gap in enrolment begins
as early as the first year of primary school,
and continues into grades 6 to 10 of secondary
school, with boys' disadvantage having grown
over time (Figure 1.43). In grades 11 and 12,
there is disparity in favour of boys but overall
enrolment rates are extremely low for both boys
and girls.

This unigue pattern is mainly due to stipends
introduced in the early 1990s, which provide
fee-free secondary schooling and a payment

Number of boys enrolled per 100 girls, by grade, 1999 and 2010

110

for every 100 girls.

90

Figure 1.43: In Bangladesh, there are increasingly more girls than boys in secondary school

In 1999, there were 90 boys enrolled
100 in grade 8 for every 100 girls.
By 2010, there were only 82 boys

80

Number of boys enrolled for every 100 girls

70

Source: UIS database.

Grade

Goal 5: Assessing gender parity and equality in education

to all girls in school except in the largest urban
areas. Alongside other policies and projects, the
programme has been very successful in raising
female secondary enrolment rates, from just
25% in 1992 to 60% in 2005.

The gender gap has not been a result of an
absolute decline in the enrolment of boys — at
worst, the enrolment rates of poor boys may
have stagnated, and it is not clear that this is
because of support to girls. As poor boys enter
adolescence, they have more opportunities — and
more need - to find wage work, which keeps
them out of school. In order to enhance the
poverty focus of the programme, stipends have
been extended to poor boys since 2008 in about
a quarter of the country.

Sources: Antoninis and Mia (2011); Asadullah and Chaudhury (2009); World
Bank (2008).

= 1999
= 7010
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Box 1.10: In Trinidad and Tobago, boys are at a disadvantage in secondary education

Boys in Caribbean countries are more likely to be
disadvantaged in secondary education than girls. Trinidad
and Tobago illustrates this pattern for both attendance
and achievement in secondary school (Figure 1.44). Gender
gaps in attendance are modest at the lower secondary
school level, but widen for the poorest boys at the upper
secondary level. While there are only small differences in
achievement between urban boys and girls, living in a rural

area amplifies boys' disadvantage. A rich girl living in
either an urban or rural area achieves a score above the
average for Germany, while a poor male living in a rural
area scores close to the average for Tamil Nadu, India. A
combination of two factors seems to be at work: the labour
market is pulling poor rural boys out of school, and high
levels of youth violence increase the chance that boys
become disengaged.

Figure 1.44: In Trinidad and Tobago, boys — especially from poor and rural households - face acute disadvantage in participation and achievement

A. Secondary education attendance rate by wealth and gender,
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social and cultural status index.

Source: Altinok (2012b), based on the 2009 PISA.
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young females [Cunningham et al., 2008). Boys
engaged in economic activity are also more
likely not to attend school. The differences first
appear among children of lower secondary
school age but become even stronger among
adolescents. For example, in Honduras, one of
the countries with the highest gender disparities
in secondary school participation, 60% of boys
aged 15 to 17 were engaged in economic activity
in 2002 compared with 21% of girls. About 82%
of the boys engaged in economic activity were
not in school, compared with 61% of the girls
(Guarcello et al., 2006) (Figure 1.45).

Poverty reinforces boys” disadvantage
further. When a poor household’s income
suddenly drops, the family may respond by
withdrawing a boy from secondary school to
earn money. In Brazil, adolescent boys are
more likely to drop out of school because of
the need to join the labour market. A sudden
fallin family income has a 46% larger effect
on the probability of dropout for boys in poor
households compared to boys in non-poor
households (Cortes Neri et al., 2005; Duryea
et al., 2007). Similarly, after Hurricane Mitch
devastated rural Honduras in 1998, children
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from poor families were more likely to miss
out on school - and boys paid a higher price
because they were more likely than girls to
get a job (Gitter and Barham, 2007).

Household strategies depend on the type

of employment opportunities available. If
parents perceive that available jobs for

young men do not require secondary school
completion, then investment in secondary
education will seem less valuable than early
entry into work. Boys and their families may
consider the type or quality of education
available to be irrelevant to the types of jobs

on offer. In rural Lesotho, looking after livestock
tends to keep poor boys out of school, while
girls are able to attend for longer - though

girls” enrolment rates at secondary level are
also very low. Boys™ herding activities may also
play a role in keeping boys out of school in other
southern African countries, such as Botswana
and Namibia (Jha and Kelleher, 2006).

Poverty can also negatively affect boys’
participation in secondary education in richer
countries, but the main consequences are on

Goal 5: Assessing gender parity and equality in education

learning achievement. Low socio-economic
status amplifies boys” disadvantage in reading

in many OECD countries (Figure 1.46). For
example, almost all rich girls across seven
OECD countries reach level 2 in reading

(the level which, according to the OECD, will
enable students to ‘participate effectively and
productively in life’). Within these countries, most
rich boys also perform relatively well, with only
between 3% and 13% not reaching level 2. There
is, however, a striking gender difference among
poor students. In Greece, for example, 24% of
female students from the bottom quartile had
not reached level 2, compared with 50% of male
students in that category.

The school environment may lead to boys’
disengagement

In some countries facing a reverse gender gap
in enrolment or achievement, female teachers
tend to outnumber male teachers in secondary
schools. For example, this is the case in Brazil,
Jamaica and the Philippines, where there are
around six to seven male teachers for every ten
female teachers. This fact has caused some to

Figure 1.45: Boys are more likely than girls to be engaged in economic activity, and those who work are more likely not to

attend school

Percentage of those aged 15 to 17 who are engaged in economic activity by school attendance status, selected Latin American countries, 2000 to 2002
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A lack of male
role models

in school may
lead to boys’
disengagement
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ask whether children relate better to teachers of
the same gender and whether male teachers are
more likely to teach in ways best suited to boys.

A lack of male role models in education may
disadvantage boys. Boys’ disengagement could
be more likely where there are no adult male
role models in the family. While there is no solid
evidence of such a link between role models and
boys" engagement, teachers and principals often
believe one exists, as a survey in Trinidad and
Tobago has shown (George et al., 2009).

While wealthier boys in the Caribbean are

more likely to see higher education and
professional careers as realistic options, a
vicious cycle of disengagement from education
and involvement in risky behaviour has been
observed for poorer boys in Jamaica and Trinidad
and Tobago, where school gangs have emerged
(UNDP, 2012). Female teachers may be less able
to discipline boys in such contexts of high levels
of crime and violence.

Teacher expectations about the capacities of
male and female students may play a partin
performance. One study in Jamaica found that
boys were told they were lazy, leading to low
self-esteem, streaming into remedial classes,
and poor academic achievement and test results
(MSI, 2005). Teachers have been noted as having

Figure 1.46: In several countries, socio-economic status amplifies the gender
difference in learning achievement

Percentage of 15-year-old boys and girls who scored below level 2 in reading, by
economic, social and cultural status, selected countries, 2009 PISA
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Note: Poor/Rich = bottom/top quartile in PISA economic, social and cultural status index.
Source: EFA Global Monitoring Report team analysis of Altinok (2012b), based on the 2009 PISA.
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low academic expectations of boys in Malaysia,
Samoa, Seychelles, and Trinidad and Tobago
(Page and Jha, 2009).

If boys perceive that female teachers
discriminate against them, they may use this

to justify their negative attitude. A study of

more than 200 teachers and 3,000 adolescent
students in Finland showed that, while all
teachers viewed boys’ temperament and
educational competence more negatively than
girls’, male teachers perceived the differences
between boys and girls to be smaller than female
teachers did (Mullola et al., 2012).

The gender of the teacher, however, accounts for
only part of the observed differences in
achievement and engagement between boys

and girls. A more important factor is likely to

be teacher attitudes towards boys” and girls’
learning processes, behaviour and academic
success. Some commentators argue that, while
there may be differences in learning styles
between the genders, they are minor compared
with the similarities, and can be shaped through
the schooling experience (Eliot, 2011; Hyde,
2005). Teachers need to be aware of differences
in learning styles where they exist, and be
prepared to adjust their teaching and assessment
methods accordingly (Younger et al., 2005).

Challenging boys' disadvantage

and disengagement

Gender disparities and inequality in education
are not inevitable. In countries where boys are
disadvantaged, there are ways that schools and
society can help improve their participation,
attainment and learning outcomes.

Policy-makers have begun to show greater
awareness of problems associated with
boys’ disadvantage and disengagement in
education. In some contexts, this focus has
emerged due to a perceived relationship
between adolescent boys” educational
underachievement and rising levels of gang
involvement, violence, crime, access to guns
and drug-related activity, as in the Caribbean
(Figueroa, 2010; Jha et al., 2012). In other
situations, a combination of increased media
focus on educational league tables and rising
levels of youth unemployment has brought
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the issue to the fore, as in the United Kingdom
(Cassen and Kingdon, 2007).

Increased awareness is not yet being sufficiently
translated into effective action, however. A

lack of consensus about the causes of boys’
educational disadvantage is one reason; another
is the justified focus on the range of challenges
girls still face.

Tackling boys’ lower enrolment and performance

requires a comprehensive approach that
addresses their disadvantage due to labour
market demands as well as their disengagement
due to classroom practices and gender attitudes.
A focus on three areas, each of which can also
benefit girls” education, is required:

B reducing the effects of poverty on educational
participation and achievement;

B improving the quality and inclusive nature of
schools; and

B offering second chances to those who have
dropped out.

Reducing poverty can boost boys’
enrolment and achievement

Social protection programmes can support
school participation for boys and girls, and

In some cases improve learning outcomes
(UNESCO, 2010b). Such programmes need

to take gender into account. In Jamaica, the
Programme of Advancement through Health
and Education (PATH] is a government-

funded conditional cash transfer programme
supporting poor families, which includes
waivers for secondary school fees and textbooks.
The programme had a significant positive effect
on school attendance but the effect on boys
aged 13 to 17 was not stronger than that for
girls, even though the policy was concerned
with the lower attendance rates of teenage boys
(Levy and Ohls, 2007). Since 2008, the transfer
has been higher for boys than for girls and

for secandary school than for primary school
students to address the pressure on poor boys
to get a job (Fiszbein et al., 2009).

Goal 5: Assessing gender parity and equality in education

Evaluations of cash transfer programmes
show that boys do not always stand to benefit
more in countries where they are at a greater
disadvantage. In Brazil, the Bolsa Familia
programme has sizeable positive effects on
school outcomes but girls in lower secondary
schools have benefited significantly more, with
lower dropout and higher promotion rates
(Glewwe and Kassouf, 2012). In Mexico, the
grant provided to households by the Progresa
programme (later renamed Oportunidades)
was larger for girls of secondary school age.
It increased school attendance by 7.5% for
boys aged 14 to 17, slightly less than for girls
(Attanasio et al., 2012; Barrera-Osorio et al,,
2011). Such outcomes point to the need to
consider the barriers to boys’ participation
when designing programmes.

High quality, inclusive schools can create
the right environment

Arange of approaches can help raise boys’
engagement and achievement by promoting

a school ethos of cooperation, respect

for students and action against gender
stereotypes. Some countries have encouraged
individual schools to come up with their own
approaches to improving outcomes for boys.

In England, the Raising Boys™ Achievement
Project worked with primary and secondary
schools that had succeeded in narrowing

the gender gap to identify strategies that
improve boys’ learning and engagement

with schooling. Some schools emphasized
individual strategies to stimulate boys’
interest and engagement, for example
through setting realistic targets to bolster
their belief in themselves. Other schools
responded to the range of learning styles
exhibited by both girls and boys by adapting
their pedagogy. For example, they emphasized
creative approaches to literacy and interactive
classroom activities. There were also school-
wide organizational approaches. Some
schools developed a team ethic so that
underachieving students would feel included
(Younger et al., 2005).

Cash transfer
programmes
need to include

the most

disadvantaged

boys
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In Trinidad
and Tobago,
most children
performed

no better at
single-sex
schools
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A similar programme in Australia, Boys’
Education Lighthouse Schools, documented
best practice in boys” education from about

350 schools. A compendium of resources based
on the programme was developed for teachers.
A follow-up project, Success for Boys, provided
grants for up to 1,600 schools to improve boys’
education. The professional learning programme
included a focus on effective literacy teaching
and on the use of information technology to
improve boys' engagement with active learning
(Munns et al., 2006).

This is a rare example where lessons

learned have fed into a teacher training
programme. Few countries appear to have
given sufficient attention to professional
development aimed at reducing the gender
gap in achievement and male disaffection with
school. When it comes to learning outcomes,
it is the capacity of teachers to engage and
support the learning of both boys and girls
that matters. That fact underlines the need for
high quality teacher education that includes
appropriate training in gender issues.

In some countries, achievement-based
streaming is practised in secondary schools
with the intention of helping underperforming
students. However, findings from a large number
of studies in high income countries have failed
to demonstrate consistently positive effects of
streaming on student performance (Meier and
Schitz, 2007; OECD, 2010c). Moreover, where
boys are underperforming and perceived as
hard to discipline, this practice can result in
higher proportions of boys in the lower streams.
Streaming students can reinforce negative
perceptions of their ability by teachers, peers
and themselves.

Single-sex schools are another response to
boys” disengagement from education. If such
schools sometimes improve the learning
outcomes of girls or boys, however, it may

be because they tend to be particularly well
funded and well managed, with high achieving
students who have supportive parents (ACCES,
2011; Halpern et al., 2011). Trinidad and

Tobago converted many schools to single-sex
environments on the assumption that this
would make it easier for teachers to cater to
boys’ learning styles and reduce peer pressure
(Jones-Parry and Green, 2010). However,

a recent study showed that most students
performed no better at single-sex schools

in Trinidad and Tobago, the exception being
students (particularly girls) who had expressed
a strong preference for attending a single-sex
school (Jackson, 2011).

Mentoring programmes can help boys -
especially the most disadvantaged - become
more self-confident, improve their behaviour
and prevent them from disengaging from
school (DuBois et al., 2002). In the United
States, the century-old Big Brothers Big Sisters
programme, which requires volunteer mentors
to spend three to five hours per week with a
child for at least a year, has been credited

with improved behaviour. This result led to

the introduction of a school-based variant of
the programme. For this type of intervention

to succeed, mentors need to be trained,
interactions monitored and parents closely
involved (Smith and Stormont, 2011).

One of the most difficult aspects of tackling
boys’ disadvantage in education is how to foster
positive gender attitudes, helping boys respect
themselves and take pride in responsible,
socially acceptable, non-violent behaviour.
While this needs to happen in households and
communities, schools are a key place where
action can be taken. In the Caribbean, a regional
contest among non-government projects
highlighted the best ways of helping boys at risk,
including developing a sense of achievement by
valuing each boy’s contributions and creating

a non-threatening and non-judgemental
environment (Orlando and Lundwall, 2010;
World Bank, 2011b).

Offering second chances can help boys
make progress

In some countries, boys have been the focus
of policies and programmes that bring young
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people who had dropped out back into school.
Second-chance programmes, often run outside
the formal education system, can offer boys

an opportunity to complete their secondary
schooling and gain social and economic skills:

B |n Jamaica, the Male Awareness Now (MAN])
project, managed by the NGO Children First,
works with out-of-school males aged 14 to 24
and their parents in Spanish Town, a poor and
crime-ridden urban area. The project provides
vocational and life skills, health forums,
guidance, and cultural and sporting activities
to help boys and young men move into school,
training or employment and away from drugs
and guns. The project has improved self-
esteem, behaviour and attitudes among most
participants, and two-thirds of participants
successfully completed and received
certification in a specific basic skill [Christian
Aid, 2010; World Bank and Commonwealth
Secretariat, 2009).

B |n Samoa, the government and religious
bodies run second-chance schools offering
basic, vocational and life skills for early
school leavers, primarily boys (Jha et al.,
2012; UIS, 2012).

H |n Lesotho, an NGO runs night schools where
English, Sesotho and mathematics are taught,
and a hot meal is provided, for young male
herders who are otherwise unable to go to
school because of their livestock rearing
responsibilities (Sentebale, 2011).

Conclusion

Policymakers must not lose sight of the goal

of bringing all school-age girls into primary

and secondary school. At the same time, it is
vital to address the fact that some boys are
falling behind in secondary school. Focusing

on education quality and inclusiveness, while
tackling the effects of poverty and offering
second chances, can reduce boys’ disadvantage
and disengagement, and so improve participation
and outcomes for all children.

Goal 5: Assessing gender parity and equality in education

Policy-makers
must address
the fact that
some boys are
falling behind
in secondary
school
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The quality of education

Improving all aspects of the quality of education and ensuring excellence of all so that recognized
and measurable learning outcomes are achieved by all, especially in literacy, numeracy and
essential life skills.

Highlights

H Millions of children who go to school do not learn the basics. Out of around 650 million children of
primary school age, as many as 250 million either do not reach grade 4 or, if they do, fail to attain
minimum learning standards.

®m Pupil/teacher ratios at primary level improved globally between 1999 and 2010, especially in East Asia
and Latin America. But they worsened in sub-Saharan Africa and South and West Asia, the regions that
already had the highest pupil/teacher ratios.

B A significant proportion of teachers remain untrained at both primary and secondary level. Of 100 countries
with data at the primary level, in 33 less than 75% of teachers were trained to the national standard. Even
those who have received training are not always well-prepared to teach in early grades.
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Table 1.11: Key indicators for goal 6

Pre-primary education Primary education Secondary education
Teaching staff Pupil/teacher ratio Teaching staff Pupil/teacher ratio Teaching staff Pupil/teacher ratio
Change Change Change
2010 since 2010 since 2010 since
(000) 1999 (%) 1999 2010 (000) 1999 (%) 1999 2010 (000) 1999 (%) 1999 2010
World 7787 45 2 21 28483 15 26 24 31951 31 18 17
Low income countries 384 80 21 24 2830 64 43 43 1787 84 27 26
Lower middle income countries 26 9576 22 31 31 9680 67 24 21
Upper middle income countries 3152 21 19 19 10885 4 24 19 13 269 18 16 16
High income countries 1899 37 18 15 5193 9 16 14 7215 14 14 12
Sub-Saharan Africa 444 126 28 27 3103 59 42 43 1722 107 25 25
Arab States 193 63 20 20 1954 29 23 2 1992 46 16 15
Central Asia 152 18 10 " 323 -2 27 17 920 8 1 1
East Asia and the Pacific 209 49 26 yal 10376 13 24 18 10459 38 17 16
South and West Asia 37 4853 12 36 39 5376 84 33 27
Latin America and the Caribbean 1028 35 21 20 3020 " 26 22 3635 31 19 17
North America and Western Europe 1545 45 18 14 374 9 15 14 5204 16 14 12
Central and Eastern Europe 1086 -3 8 10 1113 -18 18 17 2643 -24 12 N

Sources: Annex, Statistical Tables 4 and 8.
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Making sure that children learn should be at the

heart of any education system. National, regional

and international assessments have contributed

to a growing realization that, despite international
convergence in terms of access to primary school,
inequality in learning achievement between countries
remains wide. The scale of learning deficits shows that
there is far more to be done to ensure not only that
more children get into school, but also that they achieve
expected learning outcomes. For each child who does
not reach grade 4, estimates for this Report suggest,
another child who reaches this grade may be failing to
learn the basics (Panel 1.12].

To achieve good learning outcomes for all, extreme
disadvantage within countries needs to be overcome
(Panel 1.13). Some education systems are better
prepared than others to narrow the gap between an
average child and a child marginalized by poverty,
location, ethnicity or other factors.

Teachers are the most important resource for improving
learning. A lack of teachers, and especially of trained
teachers, presents a major obstacle to achieving the
EFA goals.

The latest estimates suggest that 112 countries need to
expand their teacher workforce by a total of 5.4 million
primary school teachers by 2015 (UIS, 2011). New
recruits are needed to cover both the 2 million additional
posts required to reach universal primary education and
the 3.4 million posts of those leaving the profession.
Sub-Saharan African countries alone need to recruit
more than 2 million teachers to achieve universal
primary education.

The total number of primary school teachers grew by
15% between 1999 and 2010, resulting in a small decline
in the global pupil/teacher ratio from 26:1 to 24:1.
However, the number of teachers did not keep pace
with the increasing number of pupils in the two regions
facing the largest challenges. The pupil/teacher ratio
increased in South and West Asia from 36:1 to 39:1. In
sub-Saharan Africa, despite the recruitment of more
than 1.1 million teachers, equivalent to a 59% increase,
the pupil/teacher ratio rose slightly, from 42:1 to 43:1 -
the highest in the world.

Overall, of 165 countries with data, there were 26 in
which the pupil/teacher ratio was above 40:1 in 2010,
including 22 in sub-Saharan Africa. Seven countries

Goal 6: The quality of education

saw their ratios grow by more than five pupils for every
teacher over the decade: the Democratic Republic of
the Congo, Guinea-Bissau, Kenya, Pakistan, Samoa,
the former Sudan and Yemen. Each experienced

a significant rise in the gross enrolment ratio, far
outstripping any increase in teacher numbers. This
raises serious concerns for the quality of education

in these countries.

Yet some countries with growing primary enrolment
were able to improve their pupil/teacher ratio
significantly. In Senegal, for example, the gross
enrolment ratio rose from 68% in 1999 to 87% in 2010,
while the pupil/teacher ratio fell from 49:1 to 34:1.

In many countries, the percentage of teachers trained
according to national standards is low. Of 100 countries
with data, 33 have less than 75% of their primary school
teachers trained, and in 12 the share is less than 50%;
among them are Benin, Ethiopia, Honduras, Liberia,
Mali and Sierra Leone.

In secondary education, the global teaching force has
grown by 31% - much more than at the primary level.
Growth was particularly strong in South and West
Asia, with an 84% rise, and sub-Saharan Africa, where
the number more than doubled. The secondary pupil/
teacher ratio stayed constant or decreased in every
region, markedly so in South and West Asia (from 33:1
to 27:1). Overall, out of 110 countries with data, only 11
had pupil/teacher ratios in lower secondary education
above 35:1in 2010.

Data on the percentage of trained teachers are more
sporadic at secondary level, but it is clear that many
countries are not training enough secondary school
teachers to the minimal level prescribed. Of fifty-nine
countries with data, twenty-six have less than 75% of
their secondary school teachers trained, and eleven
have less than 50% of their teachers trained. The latter
include Bangladesh, Burkina Faso, the Democratic
Republic of the Congo, and the Niger.

Overcrowded classrooms and poorly trained teachers
are resulting in children struggling to learn the basics
in many parts of the world, particularly in low income
countries. While many factors contribute to poor
learning outcomes, lack of teacher preparedness in
early grades leaves a legacy that is difficult to overcome
later in the education cycle. This is a constraint that
policy-makers must rectify (goal 6, policy focus].
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Panel 1.12: Millions of primary school-age children are failing to learn the basics

Concerning the world’'s 650 million children of primary
school age, it is time for the emphasis to fall not only

on the 120 million who do not reach grade 4 but also on
the additional 130 million who are in school but failing to
learn the basics.

Getting more children into school has been one of the
successes of the EFA movement since 2000. There were
50 million more children in classrooms in sub-Saharan
Africa and 33 million more in South and West Asia in
2010 than in 1999. This inevitably places a strain on the
limited resources available for teaching and learning

in the regions that have been furthest from the EFA
goals. Many of the new students may enter school with
disadvantages that make their learning more difficult:
they may have poorer health, they are less likely to
have had the opportunity to attend pre-school, and their
parents are less likely to be educated and so are unable
to support their learning.

Should getting more children into primary school really
be considered a success if they are not acquiring the
necessary skills? Concern about this question has

led to a call for steps to tackle the problem, such as
improving measurement of learning outcomes (Center
for Universal Education, 2011). This urgent call for action
is amply justified.

Four recent regional and international surveys provide
a basis for comparing learning outcomes at the primary
education level across countries.” New analysis for this
Report attempts to provide a snapshot of the extent to
which children are both staying in school until grade 4
and learning the basics. The focus for this purpose is on
mathematics.

In some countries, a large proportion do not reach
grade 4: either they have not had the chance to enter
school, or they have dropped out before reaching that
level (Figure 1.47). In Burundi, Congo, Mozambique,

23. The surveys are PASEC, SACMEQ, SERCE and TIMSS.

Nicaragua and Senegal, at least one in three children do
not reach grade 4. For these children who have dropped
out before grade 4, it can be assumed that they would
be unlikely to achieve minimum learning outcomes.

For those children who make it to grade 4, many do not
achieve what the four surveys define as the minimum
level in mathematics. According to the benchmarks set
by the studies, one in six children in Latin America who
took part in SERCE and almost two in three children in
southern and eastern Africa who took part in SACMEQ
failed to acquire basic numeracy skills.

In Nicaragua, for example, only 61% of children have
reached grade 4, of whom 74% achieved the expected
minimum learning level in SERCE; in other words, only
46% of the cohort is expected to achieve the minimum
learning level. By contrast, almost all children reached
grade 4 in Cuba and achieved the minimum learning
level in SERCE.

Not only do few children reach grade 4 in southern
Africa, but many do not achieve the minimum
benchmark set by SACMEQ. The experience of Malawi is
of particular concern. Despite great strides in increasing
enrolment and narrowing the gender gap in recent
years, 34% of children do not reach grade 4. Due to high
levels of dropout and poor quality of schooling, only 5%
of the cohort achieves the minimum learning level.

There is no inevitable trade-off between quantity

and quality of education; increasing enrolment does
not necessarily lead to lower learning achievement.
Comparing countries participating in a given survey
highlights the relative ability of education systems to
help children acquire basic skills. Among countries that
participated in the third SACMEQ study, almost four in
five children make it to grade 4 in Kenya and Zambia,
but schools in Kenya are more than twice as effective
in ensuring that they learn basic mathematics skills.
Among participating countries in TIMSS, both Algeria
and Tunisia saw 98 of 100 children make it to grade 4.
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Figure 1.47: Even if they progress through the grades, many primary school children do not acquire basic knowledge and skills
Percentage of cohort who reach grade 4 and achieve minimum learning level in mathematics, four regional and international learning assessments
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Notes: The percentage of childen who reached grade 4 is based on the expected cohort completion rate methodology. The definition of achievement of a minimum learning level depends on
the benchmark specified in a given survey: low international benchmark (TIMSS); level 1 (SERCE); level 3 (SACMEQ); and level 1 (PASEC).
Sources: Altinok (2012a); UIS database; and EFA Global Monitoring Report team calculations (2012).

Yet the percentage achieving basic numeracy skills was A proper comparison would require students from all
50% higher in Algeria than in Tunisia. countries to take the same test in the same grade or

at the same age. However, even though they are not
The learning assessments do not provide a global strictly comparable, the lack of a full set of rigorously
picture of achievement at primary level, as each is comparable data should not prevent recognition of the
designed with different objectives and for different full extent of the learning deficit - and the inequalities in
contexts. They measure reading and mathematics in learning between countries.

different ways and test students in different grades.
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Figure 1.48: Cross-country inequality in primary school participation is much smaller than inequality in learning outcomes
Percentage of cohort who reach grade 4 and achieve minimum learning level in mathematics in four regional and international learning assessments
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Sources: Altinok (2012a); UIS database; and EFA Global Monitoring Report team calculations (2012).

Analysis for this Report places all countries on a rough
common scale of learning (Altinok, 2012a) (Figure
1.48).% The comparisons show that, inevitably, children
in rich countries, such as Japan and the Netherlands,
are not only more likely to stay in school until grade 4
but also to achieve the minimum learning benchmark.
At the other end of the spectrum, children in poorer
countries - notably in Africa but also some Latin
American countries, including Guatemala and
Nicaragua - are more likely to drop out and, for those
who make it to grade 4, not to achieve the basics.

The scale of the variation provides a stark illustration of
the vast difference in opportunity to learn that children
face by virtue of where they are born. Just 16 in 100
children in a poor country like Mozambique are able to

24. This is achieved by anchoring the results of all international and regional assessments
(carried out over 2004-2008) at upper primary level [grades 4 to 4] using countries that at
some point took part in more than one survey (such as Colombia and El Salvador in TIMSS
and SERCE; Botswana in TIMSS and SACMEQ; and Mauritius in SACMEQ and PASEC).

learn the basics, compared with 79 in Uruguay and 100
in Japan.

What can this information tell us about the global
learning deficit? The average rate of achievement of basic
learning outcomes for the four assessments was used to
estimate the extent of basic learning in countries lacking
data. There are additional challenges because China and
countries in South and West Asia, which together make
up 41% of the population of primary school age children,
have not participated in any international or regional
assessment at primary level. Using further assumptions
for these countries,” estimates by the EFA Global
Monitoring Report team suggest that around 250 million
children either fail to make it to grade 4 or do not reach
the minimum Llevel of learning.

25. For China, an estimate close to the TIMMS average was used. For South and West Asia,
the average used was around ten percentage points lower than SERCE.

26. Asimilar figure is estimated based on analysis of the same learning assessments using
data on reading.



THE SIX EFA GOALS

Goal 6: The quality of education

Panel 1.13: Learning achievement within countries varies with socio-economic status

International and regional learning assessments can
show the extent to which factors of disadvantage, such
as low socio-economic status, determine individual
achievement in each country.

Of the international assessments, the 2009 PISA has the
most comprehensive coverage. PISA surveyed seventy-
four countries and economies: all the OECD countries
and forty other countries and economies. This includes
less affluent non-OECD countries, although no sub-
Saharan African countries participated and, in South
and West Asia, only two states in India were included.

The survey assessed the performance of 15-year-olds,
and in addition collected data on parental occupation and
education and on selected home characteristics, such as
the availability of books. With this information, an index

Figure 1.49: Learning achievement varies by socio-economic status

of economic, social and cultural status was constructed.
It can be used to identify the relationship between
students’” performance in school and the disadvantages
they face because of their home background.

In every country, the higher the quartile of the socio-
economic index to which a student belongs, the better
the performance, with a similar pattern for boys and
girls [Figure 1.49). At one end of the spectrum, most
15-year-olds in richer countries such as Canada,
Finland, the Republic of Korea and Singapore reach
level 2, and the gap between students from households
with higher and lower socio-economic status is narrow.
At the other end, in less wealthy countries such as
Argentina, Chile, Colombia and Jordan, the gap is much
wider. The achievement gap can, however, only partially
be explained by a country’s overall income level.

Percentage of students at or above level 2 in mathematics, by economic, social and cultural status and gender, 2009 PISA
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In high income and upper middle income countries,
even among countries with the same mean score,
some education systems are better in ensuring that
disadvantaged students are not left too far behind.

For example, although Finland and Switzerland have

a similar mean score, the difference in performance
between rich and poor is much wider in Switzerland.

In particular, there is a very large gap in the proportion
of students from the bottom quartile performing below
level 2, with 11% in Finland scoring below this level
compared to 25% in Switzerland.

The role of socio-economic status and other background
characteristics in explaining variation in learning
achievement differs from country to country. For
example, individual background explains a higher share
of variation in reading performance in Austria, France
and Hungary (between 28% and 36%]) than in Croatia,
Greece and Norway (between 18% and 21%) (OECD,
2010b). Where the relationship between background and
learning is strong, disadvantaged students are denied
one of the key routes to social mobility.

In middle income countries, student performance

is very low: on average, at least half scored below

level 2 in mathematics. In Brazil, seven out of ten are
below this benchmark. In addition, the distribution of
student performance is heavily skewed towards richer
households: students in the top quartile do much better
than those in the three bottom quartiles. In Thailand,
for example, the percentage of students from the
bottom three quartiles who scored below level 2 ranged
between 56% and 65%. By comparison, only 26% of
students from the top quartile performed so poorly
(Figure 1.50).

Over time, some middle income countries have been
able to reduce inequality in learning outcomes. The
percentage of low performers in each quartile of socio-
economic status in Brazil and Mexico fell between
2003 and 2009. This is particularly impressive given
that participation in secondary education increased
significantly over the period. Targeted social protection
policies since the late 1990s in these countries are

a likely source of the gains made by disadvantaged
students. By contrast, in Indonesia and Thailand the gap
between the top and bottom quartiles widened.

Figure 1.50: Learning outcomes are very low for disadvantaged students
in middle income countries - but can improve rapidly

Percentage of students below level 2 in mathematics, by economic, social, and
cultural status, selected middle income countries, 2003 and 2009 PISA
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Source: Altinok (2012b), based on 2003 and 2009 PISA data.

Middle income countries see more children drop out

of school before age 15 than do high income countries.
Since surveys like PISA only test those in school, they
exclude the poorest performing children who have
already dropped out of school and tend to be from
disadvantaged backgrounds - so the achievement gap
could be even wider than the surveys show (Ferreira and
Gignoux, 2011). In Indonesia, for example, the proportion
of 15-year-olds included in the 2009 survey was 53%, but
the OECD average was 88%.

To reduce inequality in learning achievement, middle
income countries need to surmount several obstacles.
First, they have wider income inequality (reflected in the
larger range of the PISA index of economic, social and
cultural status). Second, their schools are less diverse -
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Table 1.12: Characteristics of sampled populations in PISA, selected
middle income countries relative to the OECD average

Range of index
of economic,

social and Social inclusion
cultural status index

Coverage rate of population
of 15-year olds (%)

2003 2009 2009 2009
Brazil 54 63 3.94 65
Indonesia 46 53 3.55 61
Mexico 49 61 418 56
Thailand 69 73 372 49
OECD average 89 88 292 75

Source: OECD (2010b).

or more segregated along socio-economic lines - than
in OECD countries: students from a low socio-economic
background are more likely to be grouped in the same
schools (a fact reflected in the lower value of the PISA
social inclusion index) (Table 1.12). Such segregation
can have adverse consequences for learning, as it
means weaker students do not receive stimulation from
stronger-performing students. Without redistributive
measures, there is also a risk of fewer resources being
allocated to schools with weaker students, since they
tend to be in poorer areas.

In low income countries, socio-economic status has

a very strong effect on both education attainment and
learning outcomes. This fact may not be as apparent

if these countries are compared on the same scale of
learning outcomes as richer countries. The vast majority
score below the minimum level, and so differences

Goal 6: The quality of education

between wealth groups tend to be smaller. For example,
in Kyrgyzstan, the only low income country that took part
in the 2009 PISA, 88% of students scored below level

2 in mathematics, with 70% of those from the highest
quartile scoring below this level, compared with 98%
from the lowest quartile.

The role of socio-economic status becomes clearer

in assessments which are able to identify differences
at the lower end of the learning outcome distribution.
For example, in 2009/10, Uwezo household surveys in
three East African countries assessed whether children
aged 6 to 16 had mastered the rudimentary literacy
and numeracy skills expected of children at the end of
grade 2. Among grade 3 students in Kenya, only 28%
of students from the poorest fifth of households had
attained the expected numeracy skills, compared with
48% of children from the richest fifth of households
(Uwezo, 2011).

Analysing these patterns of inequality in learning
outcomes, and what is driving them, can help shape
policies that enable children from poor backgrounds
to beat the odds (OECD, 2011a). Policy-makers

can target additional resources for disadvantaged
students to prevent low performance or to help low-
performing schools bridge gaps. Where individual
background accounts for a large share of differences
in performance, authorities can offer incentives to
good teachers to encourage them to teach in poor
neighbourhoods. In middle income countries, where
income inequality can thwart the effectiveness of
education-specific measures, cash transfers can
mitigate the multiple disadvantages that students from
poorer backgrounds face.
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Policy focus:

Addressing the crisis in early grade teaching

Teachers” knowledge and abilities are at the
heart of children’s learning in school. Yet, all
too often, teachers are insufficiently prepared
to teach. This is leading to a crisis in learning,
with many children completing early grades of
primary school unable to read a single word.

The expansion of primary enrolment in many
countries has led to chronic shortages of
teachers. With an estimated 2 million additional
teachers needed by 2015, this is a key concern
(UIS, 2011). But it is not the only one. Low levels
of education and poor training are leaving
teachers without the core subject knowledge
and pedagogical skills they need to ensure that
children develop strong foundations in basic
literacy and numeracy. Nowhere is this more

of a concern than in the initial years of primary
school. If children are unable to learn the basics
early on, their chances of acquiring other skills
in later grades are slim. Evidence is increasing
that early grade education is failing children,
especially in poor countries.

The learning crisis is leading policy-makers

to turn their attention to the role of teachers

in early grades and the contributions made by
pre-service and in-service training. This section
identifies challenges in teacher training and
explores effective solutions.

Assessments in the early grades
highlight a chronic learning problem
Very poor levels of learning at lower grades

of primary school are resulting in millions of
children leaving education before acquiring basic
skills. Children who have not learned to read a
text or do basic calculations have little chance of
benefiting from higher primary school grades.
Moreover, their commitment to education is
likely to diminish and they are more likely to drop
out (Glick and Sahn, 2010; Liddell and Rae, 2001).

Early grade reading assessments in several
countries have shown that many children spend
two or three years in school without learning to

read a single word. In Mali, for instance, 94%

of second graders could not read a single word
in French and at least eight out of ten could not
read a single word in four national languages,
despite the fact that Mali is the most advanced
among West African francophone countries in
using national languages in education (Gove and
Cvelich, 2010; Varly, 2010).

In Bauchi and Sokoto, two states of northern
Nigeria, 4,000 grade 3 students were assessed in
Hausa, which is the language of instruction and
the lingua franca as well as the mother tongue
for the vast majority of students. Just 29% of
students in Bauchi and 18% in Sokoto could read
full words. These students were given a reading
comprehension test: less than one-fifth of them
achieved a score of 80% - accounting for only
6% of all students in Bauchi and 3% in Sokoto
(RTI International, 2011).

The shocking results have turned the spotlight
on how teachers are trained, and the support
they receive once they are in the classroom.

Well-trained teachers are key to
improving children’s early learning
Children cannot benefit fully from school if they
live in poverty, are malnourished, suffer from
ill health or live in conflict zones. Yet teachers
who are effectively trained and have strong
subject knowledge can make a huge difference
in the educational fortunes of children from
disadvantaged backgrounds, especially in the
early years of schooling.

Children are more likely to develop reading and
writing skills when their families encourage
them by providing learning materials such

as books at home (Ngorosho, 2011). In poor
countries, where many children are first-
generation learners, there may be no adults

in their families to provide crucial support, for
example by reading them stories. Pre-school
can help disadvantaged children benefit from
primary school, but early childhood services
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are underdeveloped in areas where they are
needed most (see goal 1 policy focus). This
means that it is even more crucial to prepare
early grade teachers well to teach basic skills in
poor countries, and to pay particular attention to
children from disadvantaged backgrounds.

Teachers themselves may lack the necessary
subject knowledge and the ability to turn it

into effective approaches to instruction. In

a 2010 survey of primary schools in Kenya,
teachers and their students in grade 6 were
given a mathematics test. The average score

for the teachers was 60%. Not surprisingly,
students also received low scores, around 47%.
Some teachers scored as low as 17% on the
standardized mathematics test, which was set
from the primary school syllabus. Researchers
concluded that no teacher in the sample had
complete mastery of the subject (Ngware et al.,
2010). In Kano state of northern Nigeria, a test of
some 1,200 basic education teachers found that
around 78% had ‘limited” knowledge in English
after an assessment in which they were asked to
take a reading comprehension test and correct
sentences written by a 10-year-old child for
form, content and punctuation (ESSPIN, 2011).

Teachers’ poor scores reveal their own low
levels of educational attainment. Where
education systems have expanded rapidly,
teachers have sometimes been recruited with
few qualifications. Trainees tend to enter teacher
training colleges in Kenya, Uganda and the
United Republic of Tanzania, for example, having
completed only basic education (Akyeampong
etal, 2011).

More broadly, there is a need to attract the
best people into the teaching profession. Brazil
has managed to make teacher recruitment
more selective by introducing a national entry
exam and competitive recruitment of newly
qualified teachers. It also funds places for
teachers at universities, especially in subjects
where they are most needed, and has created
a high-speed career track for top-performing
teachers (Bennell, 2011). But attracting
teacher candidates with strong subject content
backgrounds is difficult in many poor countries
because teaching has low status and the pay
is poor (Bennell and Akyeampong, 2007). In

Goal 6: The quality of education

Ghana, for example, teachers see primary school
teaching as a stepping stone to jobs with higher
status or better pay (Akyeampong, 2003).

Ensuring that children achieve the basic
foundations in the early grades is a vital way

of overcoming early disadvantage, so the best
teachers should be deployed to the early grades.
Unfortunately, the opposite is often true, with
less experienced teachers assigned to lower
classes, where the number of students can

be extremely large. The pattern holds even
more often in areas that are less likely to
attract experienced teachers, such as slums or
remote rural districts, where working and living
conditions are poor (Bennell and Akyeampong,
2007). This translates into low achievement.
Data collected in Malawi in 2010 show that the
number of words grade 4 students could read
correctly in a minute varied from 26 in classes
with 75 students to just 13 in classes with

175 students (Trudell et al., 2012).

Effective teacher education needs
to combine subject knowledge with
pedagogical skills

Most teachers learn to teach reading and

basic mathematics during pre-service and in-
service training. Where teacher trainees have
inadequate subject knowledge in core subjects,
teacher training colleges need to emphasize
remedial measures, while paying attention to
pedagogical training.

Pre-service training often does not prepare
teachers adequately for early grades

For pre-service training to be effective, teachers
should already have a sufficient knowledge of
their subjects so that training can develop their
skills in teaching children in the early grades.
Too often this is not the case.

Just receiving training is not enough - the
content and quality of training are crucial.
Children in many East Asian countries have
achieved impressive literacy results mainly
because their teachers have strong backgrounds
in the subjects they teach and have received
effective initial training and professional support
in schools (Jensen, 2012). This achievement
shows what is possible, although lack of

In Kenya, so
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teachers scored

just 17% in
primary sch
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resources and institutional capacity makes it
difficult to replicate in poorer countries.

In low income countries, teachers can spend
from six months to four years in pre-service
training programmes. Whatever the duration,
these programmes can be costly. In Ghana,
for example, governments pay around forty-
five times as much on training a teacher as

on teaching a primary school student (Lewin
and Stuart, 2003). Given this significant public
investment, it is vital to ensure that trainees
learn how to teach. In many developing
countries, a large part of training is devoted

to repeating the secondary school curriculum
to improve trainees’ subject knowledge. While
this is necessary when trainees have left school
without core knowledge, it leaves too little time
for developing teaching skills.

The problem is reinforced by the limited
experience of some of those who train. In
anglophone African countries, instructors

in many primary school teacher preparation
courses tend to be former secondary school
teachers with little knowledge or experience of
teaching at primary level: in the Gambia, 77%
of instructors had never taught primary school
themselves (Mulkeen, 2010).

In some West African countries, contract
teachers have been recruited to reduce the
strain on education budgets while ensuring that
there are sufficient teachers in the classroom
(UNESCQ, 2010b). In Guinea, for example,

only contract teachers have been recruited
since 1998. By 2003 they accounted for half

the teaching force. The duration of teacher
preparation has been reduced to between fifteen
and eighteen months, compared with a total of
three years previously. This has helped reduce
large pupil/teacher ratios. Evaluations suggest
that the new teachers are as able as the previous
ones to teach basic skills (Péle de Dakar, 2009).

While this helps to alleviate the immediate
pressures, in other contexts there is a risk that
shorter training periods offered to contract
teachers do not allow trainees to develop
sufficient basic teaching skills and to improve
their subject knowledge where it is weak. In Mali,
for instance, civil servant teachers receive more

than a year of training while 73% of contract
teachers receive only a three-month course
(Pdle de Dakar, 2009).

In addition to the length of training, attention is
also needed to ensure teachers receive training
that prepares them to teach in the early grades.
A study covering Ghana, Kenya, Mali, Senegal,
Uganda and the United Republic of Tanzania
found that trainees received only a very basic
introduction to teaching early grade reading
(Akyeampong et al., 2011). The teaching of
reading was often not seen as needing special
attention but was treated alongside other

topics in the language or literature course. In
Senegal and the United Republic of Tanzania,
for example, teaching reading is not a separate
topic. The study also found that initial teacher
education did not prepare trainee teachers for
the multilingual classroom. In the francophone
countries, training was given only in French, and
just 8% of new teachers surveyed in Senegal and
2% in Mali expressed any confidence in teaching
reading in local languages. In the anglophone
countries, there was provision for teaching

in local languages but 68% of new teachers

in Uganda, 74% in Kenya and 79% in Ghana
expressed confidence in teaching reading only
in English.

Providing trainees with more practical
experience is important. To be effective, this
classroom time needs to be accompanied by
adequate supervision and support. But time
spent in the classroom as part of training
programmes is often too short, and separate
from what is taught in the training college.

It usually offers no opportunity to learn how

to teach over many lessons. Thus many new
teachers start without any experience of the
challenges of teaching children to read or do
basic sums. Only in Ghana, Kenya and Senegal
were trainees expected to teach the three early
grades. In Ghana, trainees were paired and, with
the support of experienced mentors, taught for
stretches of time in lower grades. The rationale
was to give trainees the opportunity to support
each other in teaching and discuss with mentors
challenges they faced (Akyeampong et al., 2011).

In summary, pre-service teacher training needs
to pay attention to the particular challenges of
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teaching in early grades, and ensure that all
trainees have some experience of teaching at
this level before becoming qualified.

In-service training can help teachers teach in
early grades

Properly designed and adequately supported in-
service training can make a significant difference
to teachers’ classroom performance and hence
to children’s learning.

Many new primary school teachers have not had
the opportunity for training, particularly in poor
countries that have recruited untrained teachers.
This is often because of acute shortages of
trained teachers willing to serve in remote

and poor rural communities. Some countries
are responding by investing in special training
programmes.

For example, in Ghana teacher training has not
been able to supply enough trained teachers
willing to serve in rural areas, a situation that
has led to significant growth in numbers of
untrained teachers. The government decided

to invest in training specifically geared for
untrained teachers who are on one-year
renewable contracts and serving in some of the
poorest districts. A distance learning programme
begun in 2007 had trained about 25,000 teachers
by 2010. An evaluation revealed striking
improvements in the teachers’ performance
compared with an untrained control group. The
trained teachers engaged pupils more actively
in the development of ideas, used teaching and
learning aids more effectively to demonstrate
concepts and principles, and showed greater
flexibility in their teaching approaches in
response to pupils’ learning needs (Ghana
Education Service, 2010).

Professional development programmes can
help teachers develop their skills in teaching
reading and mathematics. They have been used
to great effect in East Asian school systems
(Jensen, 2012]). In many low income countries,
however, some teachers teach for long periods
without receiving any in-service training. In the
fifteen national school systems of the Southern
and Eastern Africa Consortium for Monitoring
Educational Quality in 2007, only 53% of grade 6
students were taught reading by teachers who

Goal 6: The quality of education

had received in-service training over the past
three years (ranging from 32% in Lesotho to
79% in South Africa). Since 2000, the share had
declined in four countries and improved in only
seven [Hungi et al., 2011).

Good quality textbooks and other supplementary
reading materials are needed to teach and
generate interest in learning, but in many
developing countries they tend to be in short
supply, not relevant to real life situations,
pitched at an inappropriate level of difficulty or
characterized by poor illustrations and printing.
In such situations, teachers have a key role

in ensuring that limited resources are used
effectively. Room to Read, an NGO that sets

up and equips libraries in ten countries and
supports local-language publishing industries,
recognizing that teacher capacities need

to be strengthened, has developed support
programmes. These include teacher in-service
training focusing on child-centred, interactive
teaching methods coupled with one-on-one
support provided regularly during the school
year by literacy facilitators who help teachers
use the new methods (Room to Read, 2012).

The way in-service training is delivered makes
a difference. Short-term workshops can be
ineffective. Recommended approaches include
engaging trainees in researching their own
teaching practise, preparing teaching portfolios
or using book clubs. In Kenya, two Ministry of
Education programmes address some of these
issues. The school-based teacher development
programme guides teachers to use a more
problem-solving approach. It has been found
that trainees are more likely to use effective
mixed-ability group work, to spend time enabling
children to practice reading and to encourage
the use of library books. Their lessons tend to
move through content more quickly and keep
all pupils engaged. Reading to Learn, a pilot
project introduced in 2010 in two low income
districts of the Coast province with support from
the Aga Khan Foundation, focuses training on
how to write stories and to use them in teaching
(Akyeampong et al., 2011).

Recognizing the particular challenges of
teaching early grades, some countries have set
up centres to improve teachers’ effectiveness.

In Ghana,
distance
learning

programmes
reached 25,000

untrained
teachers
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Between 2002 and 2009, as part of a USAID
project covering the Andean countries, Central
America, the Dominican Republic and the
English-speaking Caribbean, Centers for
Excellence in Teacher Training were introduced
to provide professional development to early
grade teachers. In the Dominican Republic, a
course consisted of three eight-hour sessions

of face-to-face teacher preparation on teaching
practices, eight three-hour meetings of teachers,
forty hours of independent study of teachers’
own practices and a monthly visit to each teacher
at school. Teachers were trained to improve
their teaching of reading and writing, their ability
to develop curriculum and their classroom
management. Children had more opportunities
to read and write, interact with different types

of texts and develop advanced reading skills,
beyond memorization. About 3,400 teachers in
grades 1 to 4 participated (Montenegro, 2011).

An evaluation of the overall programme in eight
countries found that trainees had adopted a wide
range of effective teaching behaviours involving
grouping and feedback, classroom management
and use of physical space. The trainees’
knowledge did not deepen, however. This
reflects weaknesses in initial teacher training
and illustrates the critical need for continuous
professional development (USAID, 2011a).

Experience from in-service teacher training

in rich countries shows that it works better
when it supports the introduction of broader
interventions, including ones targeting children
who fall behind or ones aimed at improving the
system overall. Under the United Kingdom's
broader National Literacy Strategy, which aimed
to raise literacy standards among primary school
children aged 5to 11, a daily 'literacy hour” was
introduced in 1998. It consisted of sessions of
whole-class reading or writing, whole-class
work on words and sentences, directed group
activities and reviewing the objectives of the
lesson. Teachers were trained to implement the
programme: an initial day on class management
for literacy was followed by a week of training
on the activities expected in the literacy hour.
An evaluation found that the programme
significantly helped improve reading skills and
overall achievement in English, especially for
boys. At the national level, the share of children

meeting targets in reading by the end of primary
education rose from 67% to 80% during the

first six years of implementation (Machin and
McNally, 2008).

NGO interventions provide positive
experience, but often do not reach most
teachers

Many non-governmental organizations have
recently implemented literacy projects,

which tend to support teachers in targeting
disadvantaged populations. Teacher training is
often combined with other measures to improve
learning. Governments need to monitor these
efforts so that they can learn from, adopt and
expand initiatives that provide useful lessons
and have the potential to be scaled up. NGOs,
for their part, need to consider whether their
projects can be replicated and collaborate with
governments to strengthen systems and sustain
any gains.

In South Africa, a project providing reading
materials, together with training to help teachers
use them effectively, has improved learning
outcomes. Learning for Living, a project initiated
by the READ Educational Trust, is aimed at
enhancing the learning of English as a second
language in primary schools by providing
teachers with books and in-service training,
combined with visits to monitor results. Training
covered the teaching of phonics and spelling,
the use of stories for language development,
and more advanced use of written material,
including non-fiction books, along with reading
and writing for real-life situations. The project
reached almost 1,000 schools - most of them
rural - and more than 13,000 teachers over five
years. An evaluation comparing project and non-
project schools found significant improvements
in teaching practices. There was more use

of teacher-made materials and an increase

in lesson time spent reading. These results
translated into improvements in reading and
writing (Hoffman et al., 2004; Schollar, 2008).

An NGO programme in India also illustrates how
in-service teacher training can be combined
with other interventions to improve learning
outcomes. The NGO, Pratham, has successfully
implemented a large programme providing in-
service training for government school teachers
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in the teaching of reading. The programme
includes training to help teachers articulate clear
learning goals and use appropriate teaching-
learning activities and materials (Banerjee

et al., 2012; Walton and Banerji, 2011). Initial
results of a randomized experiment conducted

in 2008/09 and 2009/10 in rural areas of Bihar
and Uttarakhand states showed that teacher
training was effective only when complemented
with other interventions. In schools that received
teacher training, monitoring and support,
combined with supplementary learning materials
for children and after-school support by Pratham
volunteers for students who were lagging behind,
the achievement of all children, as measured by
speed of accurate reading and writing in Hindi,
improved significantly. But there was no such
impact in schools that received teacher training
only. The impact was limited by low teacher

and child attendance, a curriculum unrelated

to children’s initial level, and wide diversity of
learning needs in the classroom (Walton and
Banerji, 2011).

The biggest challenge is scaling up such
innovations so they can be institutionalized as
part of regular teacher development, especially
in poor countries. Unfortunately, the vast
majority of teachers in poor countries have few
opportunities for in-service training.

Conclusion

Governments should take active steps to
strengthen teaching in early grades. Teacher
education systems need to be reinvigorated

to assure the success of such interventions.
Pre-service training programmes appear to be
paying insufficient attention to the teaching of
reading. Courses need to increase the emphasis
on effective classroom techniques. In-service
training programmes engaging teachers in

an interactive way can ensure that knowledge
is converted into better classroom practice.
Benefits are likely to be most noticeable where
training is combined with other interventions,
such as improved instructional materials.

Goal 6: The quality of education

Governments
should take
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to strengthen
teaching in
early grades
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World Inequality Database on Education (WIDE)

Wil ®  \World Inequality

To coincide with the publication of this Report, the EFA Global Monitoring Report Team has
developed a new interactive website that shows the scale of education inequality within countries.
The World Inequality Database on Education (WIDE] brings together the latest data from
Demographic and Health Surveys and Multiple Indicator Cluster Surveys.

Wealth disparities widen for countries struggling to enrol children in school
Population aged 17 to 22 with fewer than two years of education, by wealth, (%)
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Selecting three of the regions furthest from achieving EFA - the Arab States, sub-Saharan Africa and South and West Asia - The figure
shows that disparities in wealth exist in almost every country with data. By clicking on the dots on the website, the percentages affected
appear. In the Niger, the country with the widest disparities, 88% of the poorest young people have less than two years of schooling - that
is, they suffer from extreme education poverty - compared with 29% of the richest. Jordan, at the other end of the figure, has the narrowest
disparities. Whether rich or poor, only 1% of 17 to 22 year olds are affected by extreme education poverty.
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World Inequality Database on Education (WIDE)

Database on Education (WIDE

Visitors to the website can compare groups within countries according to various education
indicators, and according to the factors that are associated with inequality, including wealth,
gender, ethnicity, religion and location. Users can create maps, charts and tables from the data,
and download, print or share them online. The site was designed by InteractiveThings.

Wealth disparities are further aggravated by gender disparities
Population aged 17 to 22 with fewer than two years of education, by wealth and gender, the Niger, Pakistan and Egypt, (%)

National average
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On the WIDE site, the user can look in detail at intersecting patterns of disadvantage within selected countries. In the Niger, not only are
wealth disparities wide, but they are further aggravated by gender. The poorest young women are the worst affected: 92% are likely to
have spent less than two years in school, compared with 22% of richest young men. In Pakistan, a vast gender gap among the poorest
leaves eight out of ten young women affected, compared with less than five out of ten young men. While the severity of the problem is not
as great in Egypt overall, gender gaps are wide: 36% of poor young women are in extreme education poverty compared with just 2% of the
richest young men.

www.education-inequalities.org
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Monitoring progress on financing Education for All

Monitoring progress on financing Education for All

Highlights

Despite increased financial commitments of national governments towards education, many of the
poorest countries face major shortfalls in resources needed to achieve Education for All.

m Faster economic growth, better revenue generation, stronger commitment to education, and
increased aid levels have helped increase real spending on education in low income countries by
7.2% a year, on average, since 1999.

B A few low and middle income countries have made cuts to their education budgets during the
economic downturn, but the education sector overall has so far not suffered as much as
previously expected.

m Even though aid to basic education increased in 2009, it remained unchanged at US$5.8 billion in
2010. And the outlook is worrying. Total aid decreased in real terms in 2011 for the first time since
1997 and aid to the education sector is likely to stagnate until 2015.

B Some countries have the opportunity to draw on their natural resource wealth. For a group of
seventeen countries, maximizing such revenue could generate enough funds to send 86% of their
out-of-school children and 42% of their out-of-school adolescents to school.

B At an estimated US$683 million per year, the contributions of private foundations and corporations
to education in developing countries are equivalent to just 5% of aid. Their engagement needs to be
better coordinated and aligned to EFA objectives.

Table 2.1: Public spending on education, by region and income level, 1999 to 2010
Public education spending
Real annual Per capita
% of GNP growth rate (%) (constant 2009 US$)

1999 2010 1999-2010 1999 2010
World 45 49 27 528 644
Low income countries 3.1 46 12 15 22
Lower middle income countries 43 48 3.1 83 105
Upper middle income countries 46 47 58] 250 332
High income countries 50 54 23 1489 1792
Sub-Saharan Africa 35 47 50 71 91
Arab States 55 55 14 305 266
Central Asia 40 35 76 48 103
East Asia and the Pacific 41 42 24 503 570
South and West Asia 29 44 2.3 74 122
Latin America and the Caribbean 5.0 49 513 255 306
Central and Eastern Europe 46 5.1 5.6 357 544
North America and Western Europe BE 5.7 23 2086 2532

Notes: Education spending as percentage of GNP regional and income values are medians for countries with data in both 1999 and 2010, and may therefore not
match those reported in Statistical Table 9. Spending per capita data are weighted averages.
Source: EFA Global Monitoring Report team calculations (2012) based on UIS database and World Bank (2012).
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Just as a final push is needed to reach the Trends in finaHCinq

E Education for All goals by 2015, particularly °
0 as the numbers of children out of school are Educatlon for A"'
% stagnating, there are worrying signs that 1999=-2010
o donor contributions may be slowing down.
0)] More money alone will not ensure that the EFA Faster economic growth, improved revenue
E goals are reached, but less money will certainly generation, greater government commitment
0 be harmful. A renewed and concerted effort by to education and increased aid levels have
o aid donors is urgently needed. At the same time, combined to increase real spending on
5 it is vital both to explore the potential of new education since 1999. The increase has been
E Just when sources to fill financing gaps and to strengthen greatest in low income countries. While a
— EFA needs the way in which aid money is spent. few countries have reduced their education
8 a final push, budgets during the economic downturn, the
0 there are This chapter outlines trends in funding and education sector has not suffered as much
Q) signs that aid effectiveness in the education sector as had been feared. Increases have not been
?[ donor over the past decade. It then takes a closer large enough, however, to fill the financing

ol e look at two sources of education financing with gap, leaving many countries with insufficient
B cont”bu.tlons growth potential: natural resource revenue resources to achieve the 2015 EFA targets.
= are slowing (first policy focus) and contributions from
% down private organizations (second policy focus).
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Figure 2.1: Spending on education has increased or been maintained in most countries
Public expenditure on education as percentage of GNP, low and middle income countries, 1999 to 2010
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Source: Annex, Statistical Table 9.
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Spending on education has increased
in most countries since 1999

Spending on education increased by an average
of 2.7% a year globally from 1999 to 2010.

Trends in financing Education for All, 1999-2010

spending, allocating less than 3% of GNP to
education over the past decade. They include
countries that are still a long way from achieving
EFA. With a net enrolment ratio of just 69% in

Among poorer

Increases were particularly notable in low 2011, the Central African Republic, for example, countries,
income countries, where spending went up reduced its spending from 1.6% to 1.2% of GNP 63% have
by 7.2%, and in sub-Saharan Africa, where it on education, the lowest proportion among all increased

low and middle income countries with data.
Guinea spent less than 3% of GNP on education,

increased by 5% (Table 2.1). the share of

national income

Lesotho

The share of national income devoted to education

is an indicator of commitment to EFA. Among low in primary and secondary school - 84 girls in spent on
and middle income countries with comparable primary school and 59 in secondary school for education
data, 63% have increased the share of national every 100 boys. Pakistan has the second largest since 1999
income spent on education in the past decade. number of children out of school - 5.1 million -
Coupled with economic growth and greater yet reduced its spending on education from
government capacity to raise revenue, this 2.6% to 2.3% of GNP.
led to significant increases in total education
expenditure. In eight countries, spending
decreased by more than one percentage point Spending more matters
of gross national product (GNP), usually from Most countries that accelerated progress
relatively high initial levels (Figure 2.1). towards EFA over the last decade did so by
increasing spending on education substantially
Despite this promising global trend, some or maintaining it at already high levels.
countries have maintained a low level of
Change of less than one percentage point
A
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even though it still has wide gender disparities
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Aid amounts

to as much

as one-fifth

of education
budgets in poor
countries
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Among countries furthest from universal
primary education in 1999, the ten where the

net enrolment ratio increased fastest from a
starting point below 85% devoted 4.4% of GNP,
on average, between 1999 and 2010. This is
substantially more than in the ten countries
where net enrolment ratios increased the least,
in which just 3.4% of GNP went to education over
the period.

Countries in sub-Saharan Africa that have
shown increased financial commitment to
education have witnessed impressive progress
in education. In 1999, the United Republic of
Tanzania spent just 2% of its GNP on education.
By 2010, the share was 6.2%. Over the same
period, its primary net enrolment ratio doubled.
In Senegal, an increase in spending from 3.2%
of GNP to 5.7% allowed impressive growth in
primary enrolment and the elimination of the
gender gap. In Kenya, which spent over 5% of its
income on education over the decade, the net
enrolment ratio rose from 62% in 1999 to

83% in 2009.

Fears that the recent food and financial crises
could counter the generally positive trend in
education spending do not seem to have been
realized, although monitoring of the longer-
term impacts will be needed. Two-thirds of low
and lower middle income countries with recent
data continued to expand their education budget
through the crisis years. But some countries
that are furthest from EFA made cuts in 2010
following negative economic growth in 2009.

In the Niger, after the food crises in 2008 and
2009 lowered government revenue, spending

on education contracted by 9.9% between 2009
and 2010 (UNESCO, 2011c]. As a consequence,
public expenditure on primary education per
pupil decreased from US$102 in 2009 to US$94
in 2010. In Chad, the total allocation to education
fell by 7.2% between 2009 and 2010 after high
rates of growth in previous years.

Aid is a vital component of education
spending in poor countries

Figures on education spending commonly
include both national and external sources.

New analysis for this Report aims to disentangle

domestic financing from aid contributions

(Box 2.1). While national spending provides the
most important contribution, aid amounts to as
much as one-fifth of education budgets in low
income countries on average.

Regional or income group averages do not

tell the full story. In nine countries, all in sub-
Saharan Africa, donors fund more than a quarter
of public spending on education (Figure 2.2).
Even among similar groups of countries,

there are significant differences. In Kenya, for
example, around 4% of the education budget is
funded by aid, a much lower proportion than in
other low income sub-Saharan African countries,
such as Mali, where the share is 25%. Most

Latin American countries rely almost entirely on
national resources, but Guatemala receives 11%
of its budget from donors. And although India
receives the second largest amount of aid in
absolute terms globally, the share of aid is small
relative to the government’'s own spending on
education - just 1%.

The fact that donors are major funders of
education in several countries means that

aid matters. Donors have provided essential
support to countries where access to basic
education was limited just a decade ago.
Mozambique, for instance, has seen spectacular
increases in access to schooling, with numbers
out of school declining from 1.6 million to less
than 0.5 million between 1999 and 2010. During
much of this period, 42% of the education budget
was funded externally.

While aid has a vital role to play, depending on it
is risky. Aid can be volatile or even stop suddenly
due to political instability in recipient countries
or changing priorities in donor countries. And,
ultimately, a sustainable education system

that is accountable to its citizens must be

built on domestic funding. Efforts are needed,
therefore, to increase the share of education
expenditure that is paid through resources
raised domestically.

Rwanda’s education system, for example, has
benefited considerably from aid, which helped
support an increase in the net enrolment ratio
from 76% in 2007 to 99% in 2010. Recognizing
the need to avoid dependence, Rwanda’s 2006
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Has aid to education reached its peak?

Box 2.1: Estimating the contributions of national governments and aid donors to education spending

How much do donors contribute to education funding

in developing countries compared with national
governments? Although this question cannot currently be
answered with precision, estimates are possible.

Figures on education spending reported by governments
include some aid to education, but not all. There is often
a share of aid to education that is ‘off budget’, such as
when donors implement parallel projects or fund non-
governmental organizations. Because these funds are not
channelled through government budgets, they are not

to education as reported by donors. The new calculations
attempt to reconcile these two sources and separate
them into three components: funding from domestic
resources, ‘on-budget’ aid to education and ‘off-budget’
aid to education (Figure 2.2). Adding the first two items
roughly corresponds to total public education spending.

To get the best estimate of aid to education that appears
‘on budget’, three steps have been taken:

B Following established practice, 20% of general budget

support is included in aid to education, and counted in
the ‘on-budget’ portion.

reported as national education spending.

Even when aid to education is ‘on budget’, difficulties
arise in trying to disentangle which portion of the budget
is financed by domestic resources rather than donors.
One important challenge concerns general budget
support, or aid not earmarked for a specific sector. The
EFA Global Monitoring Report has adopted a simple
assumption that 20% of this aid is allocated to education.
However, because this is typically channelled directly to
finance ministries, it is not recorded as aid in education
ministry budgets.

® Of direct aid to education, only country programmable
aid, a subset of total aid developed by the OECD,
is included. Excluded are items that do not reach
developing countries' education budgets, such as
imputed student costs and donors' administrative costs.

® \Where information is available, the specific share of
this aid to education that is included in each country's
budget is used. Otherwise, it is assumed that 60% of
aid is channelled through the national budget, and so is

To get a better picture of the relative contributions of considered ‘on budget'.

governments and aid donors towards education, new
analysis for this Report has produced rough estimates
based on internationally available data from two

sources: the UIS for public expenditure on education as
reported by developing country governments, and the
OECD's Development Assistance Committee (DAC) for aid

The remainder of country programmable aid to education
is considered ‘off budget’ and added to national education
spending figures to get the total expenditure on
education from both domestic sources and donors.

Source: UNESCO (2012b).

Aid Policy aimed to reduce the proportion of
the budget provided by aid. As a share of total
government spending, aid dropped from 85%
in 2000 to 45% in 2010, largely due to efforts to
expand the share of tax revenue in the budget:
it increased from just 16% in 1998 to over 50%
in 2010 (ActionAid, 2011, 2012).

Has aid to education
reached its peak?

Increases in aid have contributed significantly to
progress towards EFA over the past decade. In
line with a rise in overall aid, donor contributions
to education increased in 2009 and remained at

As the 2011 EFA Global Monitoring Report their highest level for a decade in 2010. There

showed, most poor countries have significantly are strong signs that these increases could be In 2011, total
increased domestic revenue in the past decade, reversed in coming years, however. In 2011, total aid fell for
demonstrating their potential to rely more on aid fell for the first time since 1997. It is expected the first time
their own resources to fund education. But that this drop will have a negative impact on the since 1997

such efforts take time, and changes are unlikely education sector.
to happen as quickly as is needed to fund the
ongoing expansion of access to education in
the short term. Donors still have a crucial role

to play.

Aid to education stagnated in 2010
Between 2002/03 and 2010, aid to education
increased by 77% to US$13.5 billion (Table 2.2).
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Figure 2.2: Aid to education is an important share of resources for poor countries
Domestic and aid resources for education, selected regional and low or lower middle income country averages, 2004 to 2010
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In Mali, aid accounted for 25% of the total
education budget over the period 2004-2010.

Notes: *indicates that a country-specific share of aid on budget was estimated from country documents; for the other countries, an average of 60% of aid was
assumed. The regional figures are unweighted averages across all low and middle income countries.

Source: UNESCO (2012b).
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Table 2.2: Total aid disbursements to education and basic education, by region and income level, 2002 to 2010

Total aid to education

Constant 2010 USS$ millions

2002 2009 2010
World 7616 13425 13468
Low income countries 2002 3386 3528
Lower middle income countries 2933 5550 5054
Upper middle income countries 1917 3079 3080
High income countries 28 34 33
Unallocated by income 735 1377 1773
Arab States 1056 1983 1824
Central and Eastern Europe 325 496 537
Central Asia 139 231 3N
East Asia and the Pacific 1147 2305 2140
Latin America and the Carribbean 547 983 1039
South and West Asia 949 2172 2127
Sub-Saharan Africa 2689 3865 3718
Overseas territories 237 402 491
Unallocated by region or country 525 988 1281

Note: The 2002 figure is an average over the two year period 2002-2003.
Source: Annex, Aid Table 3.

Aid to basic education accounted for about

43% of this." In 2010, US$5.8 billion was allocated
to this level, double the amount in 2002/03. The
increase was not evenly shared, however, and
was not necessarily directed at the countries
most in need. Although sub-Saharan Africa is the
region furthest from EFA, the amount it received
increased by only 27% over the period, while it
increased by more than three and a half times in
the Arab States.

A jump in aid between 2008 and 2009 resulted in
the allocation to basic education increasing by
US$0.9 billion, the largest year-to-year increase
since records began in 2002 (Figure 2.3). Almost
half the increase was additional lending to basic
education by the World Bank and International
Monetary Fund, partly to support developing
countries during the financial crisis. The United
Kingdom accounted for most of the rest.

This increase did not continue in 2010,
however. Aid to basic education remained at

Total aid to basic education

the same level in 2010. The three donors that
made the biggest increases in 2009 reduced
their funding in 2010. This decline was offset
by a significant increase from the European
Union and smaller rises from other donors,
such as France and Germany (Figure 2.4).
However, that increase did not benefit the low
income countries that are the furthest from
achieving EFA. Indonesia and South Africa,
both middle income countries, were among
those receiving some of the largest increases
in EU basic education aid in 2010.

Of the US$5.8 billion in aid to basic education
in 2010, only US$1.9 billion was allocated to
low income countries. Aid for basic education
to low income countries grew, on aggregate,
by just US$14 million in 2010. Given that
forty-six low and lower middle income
countries need US$16 billion a year to
achieve the EFA goals by 2015, this still
leaves a large deficit.?

1. In the OECD-DAC classification, ‘basic education’ covers pre-primary,
primary and basic life skills for youth and adults.

2. These forty-six countries were the focus of an EFA costing exercise in

the 2010 Report [UNESCO, 2010b).

% change Constant 2010 USS$ millions % change
2002-2010 = 2009-2010 2002 2009 2010 2002-2010 | 2009-2010
77 0 2939 5791 5789 97 0
76 4 1154 1899 1913 66 1
72 9 1205 2704 2315 92 -14
61 0 381 714 759 99 6
19 -2 6 7 8 41 22
141 29 193 467 793 310 70
73 -8 m 853 779 269 9
65 8 85 60 75 -12 24
124 35 40 57 93 132 63
87 -7 231 671 636 176 5
90 6 212 385 413 95 7
124 -2 561 1379 1228 19 -1
38 -4 1400 1890 1781 27 -6
107 22 118 166 229 93 38
144 30 81 329 556 586 69

0f US$5.8 billion
that went to
basic education,
only US$1.9 billion
went to low
income countries
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Figure 2.3: Aid to education stagnated in 2010
Total aid to education disbursements, 2002 to 2010

14 134 135 M Total aid to
post-secondary
12 11.6 11.5 education

o
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86 secondary
8.3 - B 53 education
6.9 5.0 47 M Total aid to
6 " 2.4 23 basic education
a1 40 1.8 .
4 3.1
I 43 48 49 58 58

2002 2003 2004 2005 2006 2007 2008 2009 2010

Source: OECD-DAC (2012b).

Figure 2.4: The three donors that made the largest increases in aid in 2009 made cuts in 2010

Total aid to basic education, top fifteen donors, 2008 to 2010 The increase in aid for low income countries

was mainly concentrated in Afghanistan and
Bangladesh, which received 55% of the additional
funding for the sixteen low income countries that

United States

P
C
0
o
i)
o
o)
€
C
s
B
C
§
©
0
0
0
g
C
0
u—
C
0
P
©
0
J
T
L

United Kingdom : experienced an increase. By contrast, funding to
—— nineteen low income countries fell. Among them
ey were some of those furthest from the EFA goals,
D such as Ethiopia, where the number of out-of-
school children remains among the highest in
Netherlands o the world.
I
Bilateral R —
donors oy — m 2010 Overall aid decreased in 2011, and future
r— 2009 prospects are not encouraging
Spoin 2008 The outlook for aid in the years leading up
to 2015 is not promising. Many governments
AL s— are cutting their overall aid budgets and the
Australio — education sector is likely to suffer.
I
Sweden = Education has received a relatively constant
share of total aid since 2002. Assuming this
|, pattern continues, aid to education is likely
L [— to decline at a similar pace to overall aid.
. A Worryingly, some key donors are not only
donors ————— reducing their overall aid budgets, but may also
N — be making education a lower priority, which
i — would lead education aid to fall faster than
fr— overall aid levels (Box 2.2).
26 other donors _— Even before the economic crisis hit, donors
were off track to fulfil the promise they made
0 20 400 600 800 1000 at the Group of 8 Gleneagles Summit in 2005 to
Constant 2010 USS millions increase aid by US$50 billion by 2010. The target
Notes: IDA = International Development Association (World Bank); UNRWA = United Nations Relief and Works was missed by US$24 billion (in 2010 dollars)

Agency for Palestine Refugees in the Near East; IMF = International Monetary Fund.
Source: OECD (2012b).
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(Figure 2.5). Sub-Saharan Africa received only
around half the increase it was promised.
Assuming a similar share going to the sector
as in previous years, meeting the Gleneagles
targets would have meant US$1.9 billion more
for schools in 2010, or around one-third of
current aid to basic education. A year after the
target had been missed by a large margin, the
G8 leaders at their 2011 summit offered only a
vague commitment to strive to maintain their
efforts, with no clear plan for aid increases
(G8, 2011).

Of even greater concern is that, for the first time
since 1997, total official development assistance
(ODA] to all sectors decreased in real terms by
3% from 2010 to 2011. The drop was primarily

a consequence of the financial crisis, as aid
budgets tend to lag in their reaction to changes
in overall economic conditions. But the decrease
was not only a consequence of lower economic
growth in rich countries. Between 2010 and 2011,
fourteen out of twenty-three DAC members also
reduced their aid as a share of national income,
suggesting that aid was more vulnerable to cuts
than domestic spending (Figure 2.6).

Financial and political pressures on
governments to reduce spending mean that
foreign aid budgets, no matter how small
their part of the overall budget, can be an
easy target for cuts. Some countries made
drastic cuts. Spain, which had become an
important donor in the past decade, made
cuts of over 30%. Japan cut its aid by 11%.
Norway and France also made cuts. In the
case of France, the drop was not only related
to the financial crisis; it was also due to
Mayotte changing its status in 2011 to a
French department. Previously, as an
overseas collectivity, it received half of all
French aid to basic education in 2009/10. It is
now ineligible for aid.

Canada cut its aid budget by 5% in 2011 despite
having weathered the storm better than other
donors: between 2007 and 2009, its GDP fell

by 2.1%, compared with 3.8% for the United
States, 5.5% for the United Kingdom and 4.2%
for the euro zone (OECD, 2012b). Canada is set to
reduce aid further in 2012-2015; as its economy
is expected to grow, its aid will fall even more as
a share of national income (OECD-DAC, 2012a)

Has aid to education reached its peak?

Box 2.2: Aid cuts by the Netherlands jeopardize education gains

The Netherlands, which has been one of the top three donors to basic
education over the past decade, is expected to cut its aid to education
by 60% between 2010 and 2015. Assuming other donors maintain
their direct aid to basic education at 2010 levels, this would mean

the Netherlands would go from being the third largest donor to basic
education in 2008 to twelfth in 2015.

In response to the government's 2011 development aid policy, activities
are being concentrated on sectors and countries viewed as those that
are most aligned with the country’s foreign policy priorities and where
the most impact is expected. Aid spending will be limited to four sectors:
security, law and order; water; food security; and sexual and reproductive
health and rights. The expectation is that education programmes not
directly contributing to these priorities will be phased out.

The shift in priorities could have real implications for the well-being of
children in some of the countries most in need. The Netherlands is set to
withdraw support from education in Burkina Faso, for example, where it
has been by far the largest donor in recent years, providing 31% of basic
education funding in 2008-2010. Burkina Faso urgently needs continued,
predictable support: in 2011 its net enrolment ratio was just 63%. While
the Netherlands aims to reduce its support gradually, it is withdrawing
just as four other donors have said they also intend to pull out of
education in the country.

The Netherlands has become a specialist in aid to education over the

years, as a key funder and at the forefront of policy development. As its
own recent evaluation concludes, the Netherlands has been valued by
its partner countries and other donors for the leading role it has played
in advancing aid effectiveness. This expertise risks being lost if planned
reductions in support to the education sector are fully realized.

Sources: EFA-FTI and Brookings Institution (2011); Netherlands Ministry of Foreign Affairs (2011a, 2011b, 2012).

Figure 2.5: The Gleneagles target was missed and total aid even decreased in 2011
Total net official development assistance disbursement from OECD DAC donors, 2000 to 2011
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Source: OECD-DAC (2012c).
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Table 2.3: Trends in expected aid to education from the ten largest donors to education

Donor Share of total aid to Expected future Notes
basic education %, trend on aid to
2002-2010 basic education
World Bank 16 VA Support to basic education dropped by 67% in 2011, but the World Bank projects a compensating increase in 2012.
United States 1 v Current budget request for 2013 implies a 28% drop in aid to basic education. Overall foreign aid budget expected
to decrease from 2012 onwards.
United Kingdom 9 A Increase due to commitment to increase aid to 0.7% of GDP by 2013.
Planned withdrawal from the education sector and overall aid reduction: 45% cuts in aid to education between
Netherlands 8 v

2010 and 2012, reaching 60% by 2015.

Under the current proposals for the 2014-20 EU Multi-Annual Financial Framework, funding for the Development

Euicpenliion € A Cooperation Instrument is expected to increase by 19% as compared with the previous 2007-13 MFF.
Japan 6 v A further decrease in 2012 is expected, following 11% overall aid budget cuts in 2011.
Decrease likely in the short term due to the change in status of Mayotte, medium term will depend if money is
France 5 v .
reinvested elsewhere.
German 4 A Increase in overall aid combined with commitment to education as a priority sector as stated in the BMZ
Y Education Strategy 2010-2013.
Development assistance levels maintained at 1% of GNI, with levels earmarked for the education sector being
Norway 4 VA L
maintained at 2008 levels.
Canada 4 v Cuts due to reduction in overall aid budget of 7.5% by 2015.

Sources: BMZ (2011); Canada Ministry of Finance (2012); EFA-FTI and Brookings Institution (2011); Gavas (2012); Global Campaign for Education (2012); Japan Ministry of Finance (2011);
Netherlands Ministry of Foreign Affairs (2012); Norway Ministry of Foreign Affairs (2011); OECD-DAC (2012c); World Bank (2011a).
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Figure 2.6: Most donors reduced aid as a share of their national income in 2011
Official development assistance as percentage of gross national income, 2010-2011, OECD-DAC donors

1.2
_ A 2011
T = 2010
w-4 vy
. v
=2 08 T
= v Target 0.7% GNI
j<=)
E -
g 06
s 0
=
2 vy v Y _
= Y _ A
© 04 - A N
v vv A A
0.2 YV v A -
A v
0
S ¥ 2 £ g E 2 2B E 8 £ 2 zr & S = 2 B % 5 = 3 8
= = — o =
5 =z 5§ & 3 & & = &£ 8 & T o 28 & 3 5 ©
= @ = = = = a
3 = 5] 52 2 = 8
=}

Source: OECD-DAC (2012c).

150




FINANCING EFA

(Table 2.3). Similarly, in the United States, plans
to cut the federal budget are putting foreign aid
under severe pressure (Myers, 2011).

Australia, Germany, New Zealand, Sweden and
Switzerland, by contrast, managed to continue
increasing their aid budgets despite the crisis.
The United Kingdom's aid decreased slightly in
real terms in 2011 because its economy contracted
at the height of the crisis in 2009, but the
government remains committed to keep its pledge
to bring its aid budget to 0.7% of GNI by 2013.

The 2012-2015 OECD survey on donor spending
projects that country programmable aid levels
will increase in 2012 but then stagnate (OECD-
DAC, 2012d). If the share of education

as a proportion of sector allocable aid remains
at 13%, then direct aid to the education sector will
remain at its current level of around US$13 billion
(Figure 2.7). As a result, it will fail to bridge the
financing gap to achieve the EFA goals.

Education remains a low priority in
humanitarian aid

Conflict-affected countries are the most off
track in efforts to achieve EFA. Many fall
through the cracks in the international aid
structure, with their education systems
receiving neither long-term development
assistance nor short-term humanitarian aid.
There are promising signs that donors such as
the United States are increasing their support
for education in conflict-affected countries, at
least through official policy statements (USAID,
2011b). The United Nations refugee agency,
UNHCR, recently developed its first education
strategy (UNHCR, 2012]. And, after many years
of difficulties in engaging with fragile states,
the Global Partnership for Education now
includes them as one of its three core priorities
(Global Partnership for Education, 2012al.

These policy commitments have yet to translate
into funding, however. Of the twenty consolidated
appeals in 2012 to the United Nations Office

for the Coordination of Humanitarian Affairs,
just five proposed that funding to education
should make up more than 5% of the total
requirements of their humanitarian work plans.
Within Mali's consolidated appeal, for instance,

Has aid to education reached its peak?

education sector requirements made up 4.5% of
total requirements. The majority, roughly 70%,
was earmarked for food security and nutrition.
Insufficient funding for education during the
recent conflict in the country could have serious
consequences on the progress Mali has made
towards increasing primary enrolment and
narrowing the gender gap.

There is no guarantee, moreover, that even these
extremely modest requests for funding will be
met. The education sector remains one of those
lagging behind most in terms of requirements
that actually receive funding. Education received
less than half of its proposed requirements in the
2011 consolidated and flash appeals. As a result,
education received just 2% of humanitarian aid

in 2011, a share unchanged since 2009.

Figure 2.7: Projections show overall aid levels flattening out

Total education as a share of total sector allocable aid, 2002 to 2010, with projections, 2011 to 2015
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Aid to education: the
challenge of effectiveness

Figures on aid to education tell only part of
the story. Ensuring that money is spent
effectively - that it reaches classrooms, is
directed to those most in need and has a
lasting impact - is just as vital.

The 'Paris targets’ on aid
effectiveness were not met

To improve aid effectiveness, OECD-DAC
members developed a set of common

goals to strengthen ownership, alignment,
harmonization, mutual accountability and
management for results (OECD-DAC, 2011).
Donors and recipient countries were expected
to adhere to these principles, established in
Paris in 2005 and reiterated in Accra, Ghana,
in 2008, with the aim of reaching a set of
quantitative targets by 2010. The principles
have particular relevance for education, which
needs long-term, sustainable investment in
schools, teacher recruitment and training.

The deadline has now passed, and the overall
verdict at the fourth High-Level Forum on Aid
Effectiveness, held in Busan, the Republic of
Korea, in December 2011, was that the targets
had not been met. Of the thirteen targets agreed
in Paris, only one was achieved by the 2010
deadline (OECD-DAC, 2011; Wood et al., 2011).

Despite this disappointing outcome, however,
education has been at the forefront of

aid effectiveness initiatives, in particular

in terms of aligning donor priorities with

country programmes and priorities. In Kenya,
Mozambique, Rwanda and Uganda, for

example, significant amounts of aid deployed in
conjunction with government plans contributed
to unprecedented increases in access to primary
education (UNESCO, 2011a).

Mobilizing resources for education and
improving the way aid is spent, notably
through support for national plans, were

the explicit goals of the Global Partnership
for Education (formerly the EFA Fast Track
Initiative) when it was established in 2002 as
the only global pooled fund mechanism for aid
to education. In the few years left before the

EFA deadline in 2015, the partnership has a
crucial role to play in accelerating progress by
mobilizing additional resources for education
(Box 2.3).

New donors and the

post-Busan aid effectiveness agenda
A key feature of the Busan aid effectiveness
forum was the prominence given to donors

that are not members of the OECD-DAC

(Busan Partnership for Effective Development
Co-operation, 2011). These countries contributed
about US$11 billion of development financing

in 2010, equivalent to 8% of global aid (OECD-
DAC, 2012c).

Among the non-DAC countries, the so-called
BRICS grouping (Brazil, the Russian Federation,
India, China and South Africa) has received
increased attention as donors because their
economies are playing a greater role on the
world stage and because aid from traditional
donors is unlikely to increase in the current
economic climate.

How will these donors change the aid
landscape? This question cannot be answered
with precision, partly because of a lack of
transparency in their reporting on the aid they
provide. At the meeting in Busan there was a
failure to reach agreement on their adherence
to DAC standards. The BRICS countries are
currently under no obligation to report to

the OECD. As a result, their data are patchy

and, to the extent that they report, they do

not necessarily adhere to the ODA definition
[Smith el al., 2010). There is no way to clearly
separate aid from other financial flows towards
developing countries. In 2011, the DAC attempted
to identify the component of their funding that is
most consistent with its definition of ODA.

It has estimated that BRICS accounted for
US$3.6 billion of the US$11 billion contributed by
non-DAC donors in 2010 (OECD-DAC, 2012c].

China is by far the largest BRICS donor: it
contributed US$2 billion in 2010, and plans
to increase and diversify its development
assistance, particularly to Africa. But China
does not distinguish its commercial and
diplomatic activities from its aid. Some
observers have argued that many of the
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Box 2.3: Aid effectiveness and the Global Partnership for Education

When the Global Partnership for Education

was established in 2002 as the EFA Fast Track
Initiative, its goals were to accelerate progress
towards primary education by promoting
sustained increases to aid and more efficient
spending, together with sound sector policies and
adequate and sustainable domestic financing. How
far has it achieved these goals?

One way is to assess how much it has spent.
Between 2003 and 2011, it disbursed US$1.5 billion,
corresponding to 13% of total aid to basic
education in the forty countries whose

plans it had endorsed and 6% of aid to basic
education in low and middle income countries.
The disbursement corresponded to 69% of the
USS$2.2 billion allocated over the period. At a
pledging conference in Copenhagen in 2011,
donors promised an additional USS$1.5 billion
between 2011 and 2015 - USS$1 billion less than
was initially sought.

Another way of gauging how successful

the partnership has been is to compare its
performance with resource mobilization for
global health funds. Between 2001 and 2011,
donor contributions to the Global Fund to Fight
AIDS, Tuberculosis and Malaria totalled

USS$22 billion - around ten times as much as those
made to the Global Partnership for Education
over a comparable time frame. In addition, global
health funds receive contributions directly from
foundations and corporations, as well as through
innovative financing mechanisms such as the
International Finance Facility for Immunisation,

Aid to education: the challenge of effectiveness

Debt2Health and Advanced Market Commitments.
While these sources contribute only about 5%

of total pledges to global health funds, no such
contribution from private organizations is made to
the Global Partnership for Education.

The initiative's performance should also be
weighed against the original intentions. It was
established to provide additional resources
aligned with those of other donors — for example,
stepping in to fill temporary gaps and reduce
volatility. While the success of this is difficult

to assess, more needs to be done to evaluate
whether the partnership has been meeting the
goal of ‘additionality’ — that is, bringing additional
resources to fill gaps left by national governments
and aid donors.

The Global Partnership for Education has recently
developed a new framework, which states that

it works in two important ways: ‘by mobilizing
resources, both domestic and external, and by
helping donors and developing countries work
together to ensure that aid is better coordinated
and more effective, based on countries’ own
education strategies’ (Global Partnership for
Education, 2012¢, p. 11). Any assessment of the
partnership will need to continue to focus on
these roles, ensuring that independent monitoring
is undertaken to make sure lessons can be
learned for the design of any post-2015 financing
framework.

Sources: Cambridge Education et al. (2010); EFA-FTI (2004); Global
Fund (2012); Global Partnership for Education (2011a, 2011¢, 2012b,
2012d); UNESCO (2009, 2011c).

loans it extends to developing countries would
not qualify as aid, as their interest rates, if
properly assessed, are not below market rates
(Brautigam, 2011).

The same is true for India, whose contribution
was estimated to be US$639 million in 2010
(OECD-DAC, 2012¢). Infrastructure development
features prominently within the technical
cooperation budget. Around 60% of Indian
technical cooperation in 2011-12 was a mix of
grants and loans to build hydroelectric dams
in Bhutan, which could generate electricity
that would in part benefit India (India Ministry
of External Affairs, 2012). Similarly, its recent
announcement that it planned US$5 billion in
aid to Africa concerns the extension of loans

(NEPAD, 2011). It is unclear whether these loans
would be offered at interest rates lower than
market rates.

The evidence to date suggests the impact of
BRICS on aid to education could be limited.
Their contributions are small compared with
those of DAC donors and the information
available indicates that education in low income
countries is not high among their priorities (see
Chapter 4). Nevertheless, there are signs that
these countries are engaging to some extent
with EFA. For example, the Russia Education
Aid for Development, a trust fund launched in
collaboration with the World Bank, focuses on
institutional capacity-building to carry out and
use data from student assessments. The fund is

Evidence
suggests the
impact of the
BRICS on aid to
education could
be weak
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providing US$32 million over 2008-2014, offering
an example of how new donors can engage with
the education sector (READ Trust Fund, 2012).

Results-based approaches

entail risks

Taxpayers funding aid budgets understandably
want to see where their money is going and
whether aid is achieving its stated aims. Donors
therefore are increasingly turning to ‘results-
based’ aid, linking their funding to specific
outcomes. The World Bank, for example, is
launching the Program-for-Results financing
instrument, under which loans will be disbursed
to countries once results have been achieved
(World Bank, 2011d).

In the education sector, the United Kingdom's
Department for International Development
(DFID) is testing this approach as part of its
partnership with the Government of Ethiopia

in 2012-2014. DFID will make a grant to the
Ministry of Education for the additional students,
above a baseline, who sit or pass the national
grade 10 examination. To address gender
disparities, the unit grant for each girl sitting or
passing the examination will be higher than the
amount for each boy. Similarly, grants for each
additional student sitting the exam are higher
for the poorest regions in Ethiopia (Birdsall

and Perakis, 2012). Putting more emphasis

on outcomes such as children’s learning is
welcome and necessary. Results-based aid could
also increase country ownership over policies
because governments would take responsibility
for their own decisions.

Nonetheless, results-based aid involves
considerable risks. First, if circumstances beyond
recipients’ control prevent them from reaching
agreed outcomes, withholding the promised
funds could be unfair and put governments in a
difficult financial situation. Proposals for paying
for results usually allow for some extenuating
circumstances, but the reality of the development
process is that such circumstances are unlikely
to be an exception, as many external factors could
prevent a given plan from running smoothly.

Second, there is a danger that results-based
aid will create perverse incentives. While a

greater emphasis on measuring children’s
learning is necessary to reach the sixth EFA goal
of education quality, a system where funding

is contingent on standardized test results

would drastically raise the stakes of the test.
Such high-stakes testing has been common

in some richer countries, such as the United
States, where it has been used as a criterion

to assess performance and has increased
pressure on teachers and administrators to
meet the standards. In some cases, teachers
are reported to have changed answer sheets
after students took the test to guarantee high
pass rates (Georgia State Office of the Governor,
2011: Jacob and Levitt, 2003). In other situations,
including in Chile and Mexico, paying teachers
by results has led them to focus on the best
performing students, raising a problem of
widening inequality (UNESCO, 2009).

In linking payments to verified results, there is
also a risk of giving governments an incentive

to overreport. Experience from the health
sector, where programmes under the GAVI
Alliance include a payment for every vaccinated
child above a certain baseline, found that in
Bangladesh, Indonesia and Mali official data
had systematically understated the baseline and
therefore overstated subsequent coverage of
vaccinated children (Lim et al., 2008).

Third, poor countries need aid because they
have insufficient funds to finance their own
development and need up-front money to deliver
programmes. In addition, education outcomes
cannot be achieved within an annual budget
cycle. If aid is only disbursed once children have
graduated, who will pay for school buildings and
teacher salaries to improve the conditions that
would allow them to graduate?

Current results-based aid proposals, such as
the one being piloted in Ethiopia, are avoiding
this problem by introducing the approach
gradually alongside more traditional aid delivery
mechanisms. But this raises the question of
whether the donor-recipient relationship would
change as fundamentally as hoped if results-
based aid only amounts to a small bonus at the
end of a programme and were dwarfed in size by
more traditional aid.
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Conclusion

After a period of expanding education budgets,
which have contributed to some spectacular
outcomes, a period of uncertainty looms. The
economic downturn has hit richer countries,
with repercussions for aid to the poorest
countries, which are furthest behind in
achieving the EFA goals.

The decline in aid is likely to result in a widening
of the education financing gap, which will
necessitate innovative solutions. Aid from
emerging donors such as Brazil, China and India
is one possible resource, but is currently not
sufficiently targeted at those countries most in
need. It is therefore necessary to identify other
sources of funding. Natural resource revenue
and private organizations are two possible
additional sources that are explored in the
following sections.

Aid to education: the challenge of effectiveness

The decline in
aid will require
innovative
solutions to
fill the EFA
financing gap
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Policy focus: Turning the ‘resource curse’ into a

blessing for education

17 countries
could use
natural
resource
revenues to
send 86% of
their out-of-
school children
to school
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One of the most striking paradoxes of development
is the ‘resource curse’: countries well endowed
with non-renewable natural resources, such as
oil and minerals, have experienced slower
economic growth than resource-poor countries.
Many are far from reaching the Education for All
goals and other development targets.

But the curse is escapable. This section shows
that there is considerable potential for resource-
rich countries to close their EFA financing

gap. In seventeen countries already rich in
resources or with recently discovered deposits,
including Ghana, the Niger and Uganda, revenue
from natural resources could finance access

to primary school for 86% of out-of-school
children if their governments maximized the
revenue generated and dedicated a significant
share to education. About 42% of out-of-school
adolescents in these countries could also have
access to school. In a context where donors

are cutting back spending and turning away
from education, this would be an important
development. Ensuring that resource-rich
countries embark on a path towards efficient,
transparent and fair management of natural
resources should therefore be a central concern
of the EFA community.

The risks of natural resource wealth
Most low and middle income resource-
dependent countries® have struggled to harness
their riches in ways that assure sustained
development for future generations (Sachs and
Warner, 1997; Sala-i-Martin and Subramanian,
2003). Many of these countries have been
unprepared to deal with the sudden discovery of
an oil field or ore deposits.

Governments have often struck poor deals with
multinational companies. Others have been
unable to maintain a steady flow of revenue
through good and lean years. Many countries
have mismanaged the income, either through

3. Resource-dependent countries are those that derive at least a quarter
of government revenue or exports from natural resources (IMF, 2007).

corruption or inadvertently through misguided
spending choices.

Natural resource revenue has also often been
used to finance armed conflict. ‘Blood diamonds’
in Liberia and Sierra Leone were used to pay for
civilwars (UNESCO, 2011c). In the Democratic
Republic of the Congo, high-value minerals such
as coltan and tin ore, used in mobile phones,
have provided armed militias responsible for
human rights violations with a lucrative source of
revenue (Global Witness, 2009).

Resource discovery can also create macroeconomic
disruptions through ‘Dutch disease’, a term
coined by economists to describe the experience
of the Netherlands after a significant natural

gas discovery in the 1960s. Because natural
resources are mostly paid for outside a country,
for example from oil sales in foreign markets,
they can increase the value of the local currency
and make exported products less competitive
(Corden, 1984; Heuty and Aristi, 2010).

To transform natural resources into a
blessing, governments must maximize their
revenue from extractive activities, manage
them transparently and invest the wealth in
sectors that will generate higher, equitable
benefits for the population. Education is a
sector that has delivered such benefits:
resource-rich countries such as Botswana
have used their economic success to expand
schooling. Using natural resource wealth to fund
education today can be a way to escape

the resource curse tomorrow.

Striking a good deal

The current high prices for non-renewable
commodities mean that potential revenue for
governments from these resources is greater
than ever. In the region furthest from reaching
the EFA goals, sub-Saharan Africa, potential
profit per capita from non-renewable natural
resources tripled between 1998 and 2008
(World Bank, 2012). While commodity prices are
vulnerable to economic crises such as that of
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2008-2009, they have been following an overall
upward trend (IMF, 2012b).

A first step towards translating natural resource
wealth into development outcomes is for
governments to obtain a fair share of the profit.
One key decision in this regard is who will extract
and sell the resources. Three options are generally
available. First, some countries, such as Malaysia
and the Bolivarian Republic of Venezuela, choose
to manage extraction directly through a state
institution, which means they take all the risk
but earn all the profit [Victor et al., 2012).

Second, governments may enter into agreement
with a firm to share the risk and cost of
extraction, which can be considerable. Third,
governments can grant concessions to private
companies for exploration and extraction,

then raise revenue by imposing royalties on
production or taxes on profit, including windfall
taxes. The last approach is preferred when
there is major uncertainty or when exploitation
requires technology and capital that the country
lacks (Auty, 2006; Boadway and Keen, 2010).

Botswana is an example of a country that has
chosen the second option and entered into an
agreement with a private company. Diamonds
are mined through a 50-50 arrangement with

De Beers (Kojo, 2010). Around half of diamond
exports translated into government revenue in
2007/08, compared with 20% on average for other
mineral-rich countries. This positive experience
is underpinned by good governance, a competent
civil service and political stability (Transparency
International, 2007). Returns to investment in
foreign financial assets, managed by a special
fund, have been directed towards social services.
Botswana has consistently spent over 5% of its
GNP on education since the mid-1970s, reaching
8.2% in 2010. Today, it is one of the richest
countries in sub-Saharan Africa and not only has
it achieved universal primary education but its
secondary gross enrolment ratio stands at 82%,
double the average for the continent.

Whether governments enter into partnerships
or grant concessions, considerable capacity

is needed to manage the relationship. Many
governments are in a weak bargaining position
vis-a-vis private mining and oil companies
(Stiglitz, 2007). As a result, they are not getting

Turning the ‘resource curse’ into a blessing for education

nearly as much as they could, as the example
of Zambia shows (Box 2.4). These countries
are missing an opportunity to finance their own
development.

In the Democratic Republic of the Congo, a
parliamentary investigation estimated that in
2008, the government lost US$450 million in
revenue through a mix of bad management,
corruption and insufficient taxation (Smith and
Rosenblum, 2011). This is a sum larger than the
country’s entire education budget, and enough
to send 7.2 million children to primary school.
Even in the United Republic of Tanzania, which
is closer to achieving EFA, if royalties paid by
gold mining companies rose from the current
3% of production to the 5% recommended by a
presidential commission, it would generate an
additional US$12 million a year in government
revenue (OSISA et al., 2009). That could cover the
cost of sending more than 132,000 children to
primary school.

Transparency is a precondition for
maximizing government revenue

The natural resources extracting industry has
been characterized by opacity, with details of
contracts between states and companies often
shrouded in secrecy (Karl, 2007). Recently,
however, the international community has been
pushing for norms of transparency for resource
extraction and revenue generation. The Publish
What You Pay campaign, launched in 2002,
brought more than 230 NGOs together to put
pressure on governments and companies to
make their transactions fully transparent and
publicly available (Karl, 2007). A year later, the
Extractive Industries Transparency Initiative
(EITI) was launched. Today fourteen countries
fully comply with its standard for ‘companies to
publish what they pay and for governments to
disclose what they receive’, and a further
twenty-two countries have taken steps to
adhere to them (EITI, 2012).

In 2010, in another landmark development in
resource revenue transparency, the Dodd-Frank
Wall Street Reform and Consumer

Protection Act required mining companies
based in the United States to disclose their

tax and revenue payments publicly. While
details have yet to be worked out and resistance

In 2008, the

Democratic
Republic of
the Congo

lost resource
revenue that

would be
enough to

send 7.2 million

children to
school
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Box 2.4: Getting a better deal for Zambia's mineral resources

Zambia has some of the world's largest reserves
of copper and cobalt, but after initial success in
using this wealth towards economic and social
development it has suffered a severe case of the
resource curse. In 1970, Chile, another leading
copper producer, was four times as rich as
Zambia in terms of GDP per capita. By 2010, the
gap had widened to fifteen times.

Copper prices were high during the first ten
years of Zambia's independence. The mines were
owned by the state and generated two-thirds of
government revenue. However, a sharp drop in
prices in the mid-1970s unleashed a severe debt
crisis, leading to the privatization of mines under
advice from the IMF and World Bank.

Largely secret agreements offered mining
companies favourable terms, such as royalties at
0.6% of production instead of the 3% set in the
1995 Mines and Minerals Act, and profit taxes at
25%, compared with 35% for other sectors. As
a result, government revenue fell and spending
on social sectors could not be sustained. While
the primary net enrolment ratio was as high as

85% in 1986, it had dropped to 70% by 1999. It
was estimated that Zambia lost US$63 million in
revenue between 2002 and 2004, when copper
prices began rising again, because it taxed mining
activities insufficiently.

The situation in Zambia could turn around,
however. After pressure from civil society,

a new Mines and Minerals Development Act
promulgated in 2008 has helped ensure that the
full royalty payments are made. Revenue from
mining taxes more than tripled between 2009
and 2011 to reach 3.2% of GDP. Moreover, the new
government doubled royalty rates to 6% in late
2011. Some of this new income will be used for
education, where many challenges remain. While
the primary net enrolment ratio had bounced
back to 91% by 2010, there are still considerable
challenges with progression and learning.

The government also needs to show greater
commitment towards education: Zambia spent
only 1.5% of its GNP on education in 2010, one of
the lowest shares in the world.

Sources: IMF (2011c); OSISA et al. (2009); England (2011); Hart Nurse Ltd. (2011).

from affected industries is strong, the Act could
set a precedent (Ayogu and Lewis, 2011). The
European Commission recently followed suit,
issuing a draft directive that would require
listed companies involved in natural resource
extraction to disclose their payments to
governments (Revenue Watch Institute, 2011).

Transparency has considerable power to

help turn the resource curse into a blessing.
Liberia’s natural resources, including iron
ore, diamonds, gold, timber and rubber, were
at the centre of the country’s fourteen years of
civil war, which left it with some of the lowest
education indicators in the world. By the end
of the war in 2003, the net enrolment ratio

in primary school was just 35% (UNESCQO,
2011c). After elections in 2005, one of the first
actions of the new government was to vow to
assure transparency in how revenue from
natural resources was managed, as a means
to promote national growth, development and
reconciliation (EITI, 2009). The country has
participated in EITI since 2006. Transparency
is not only helping build government legitimacy
but also ensuring that funds from natural

resources are used to strengthen education
and other social sectors.

Invest natural resource revenue for
future generations

There is broad agreement that natural resource
revenue should be used wisely, either by

saving it or investing it for the benefit of future
generations. Education is a key ingredient of long-
term equitable economic and social development;
therefore natural resource revenue should be
also used to fund education — whether to build
infrastructure or to pay teachers’ salaries.

For countries still in the initial stages of
economic development, targeted investments

in sectors that promote long-term growth and
development, including education, yield high
returns. Investing in a skilled workforce, for
example, can help diversify the economy (Collier
et al,, 2009; Sachs, 2007).

Legal or institutional mechanisms may be
needed to prevent corruption and to ensure that
an important share of natural resource revenue
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is spent on education. Natural resource revenue
may be channelled into a special fund and
earmarked for specific purposes. Ghana's legal
framework for its new oil revenue management
includes a provision that 70% of spending must
go to priority sectors (Ghana Ministry of Finance
and Economic Planning, 2010).

Governments also need to demonstrate a
commitment to education more broadly.
Botswana, for example, adopted in 1994 a
Sustainable Budget Index, a formula which
directs some of its mineral revenue to health and
education (Lange and Wright, 2002). The existence
of an institutional mechanism does not in itself
guarantee that revenue will be used for education
however, as Chad's experience shows (Box 2.5).

As an alternative approach to minimizing
opportunities for corruption, some
commentators recommend that countries
distribute new resource wealth directly to
citizens in the form of cash transfers instead
of spending it via government budgets to build
schools, hospitals or roads. This ‘oil-to-cash’
concept has many attractions, as it is based
on the positive experience of cash transfers in
addressing poverty, together with the
possibility that it could help mitigate the
resource curse. Transferring resources
directly to citizens, it is argued, gives them

Box 2.5: Chad's unsuccessful Oil Revenue Management Law

Originally intended to guarantee that oil revenue
would be used to improve social services, Chad's
Oil Revenue Management Law has effectively
been dismantled by the government. The law,
promulgated in January 1999, was a condition for
the country to receive World Bank finance for the
construction of a pipeline to Cameroon.

The initial version of the law stipulated that,

of the total revenue, 10% would be saved and,
out of the remainder, 5% would go to the oil
producing region, 15% to general government
expenditure and 80% to ‘priority sectors’,
including education. However, an amendment

in 2006 redirected the savings component to
‘priority sectors’, whose definition was extended
to include security. The government, which was
under pressure from a rebel force insurgency,

Turning the ‘resource curse’ into a blessing for education

greater incentives to hold their governments

to account. Alaska, the United States, is an
example of such an approach: its government
sends an annual cheque based on oil revenue
to every person living in the state. The payments
amount to 3% to 6% of household income
(Moss, 2011; Segal, 2010).

However, there are drawbacks to this
approach. Unlike conditional cash transfers

in countries like Brazil and Mexico that target
poor households and have been successful

in improving education outcomes, the oil-
to-cash idea does not incorporate the
redistributive element of approaches that
have been successful in targeting poverty. In
addition, where the supply of public services

is inadequate, transferring most or all natural
resource revenue directly to citizens may not
improve education outcomes for those most in
need. In many countries, strengthening

the education system as a whole is required:
schools need to be built and teachers properly
trained and paid. Cash transfers are more
likely to be effective when accompanied by
improvements in education provision.

Brazil's impressive results in increasing

access to education and improving learning
illustrate this. Its success has been made possible
by a combination of conditional cash transfers and
equitable distribution of government resources:

redirected public expenditure for military
purposes. Military expenditure as a percentage of
non-oil GDP increased from 2% in 2005 to more
than 14% in 2009. Education had been scheduled
in the National Poverty Reduction Strategy to
receive 21% of the budget in 2004-2007 but only
received 13%.

Chad'’s oil wealth could have supported an
education system that is failing: only one pupil in
three reaches the last grade of primary, and only
45% of men and 24% of women were literate in
2010. Chad's experience shows that even legal
provisions requiring spending of natural resource
revenue on priority sectors cannot guarantee
that education receives a large enough share.

Sources: Frank and Guesnet (2009); IMF (2011a); Independent Evaluation
Group (2009); World Bank (2011e).
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the Bolsa Familia programme transfers 1% to

2% of the gross national income to 12 million of
the poorest households, while education budget
reforms distribute a larger share of government
spending to the poorest states, allowing for greater
public investment in building schools and paying
teachers (Bruns et al., 2012; UNESCO, 2010b).

Seizing the opportunity: natural
resource revenue can fund education
Several of the countries that are furthest away
from achieving the EFA goals are endowed
with natural resource wealth but have failed to
generate enough revenue, have not managed it
efficiently or have not invested it in productive
sectors like education. Meanwhile, natural
resource discovery is expected to grow signi-
ficantly in coming decades in some regions,
including sub-Saharan Africa (Barma et al.,
2012]. Several countries that have recently
made oil or mineral discoveries are set to join
the list of resource-rich countries.

Table 2.4 lists low and middle income countries
with youth literacy rates below 90% that are
either dependent on natural resources or have
recently discovered oil, gas or minerals. It shows
the considerable potential for natural resource
revenue to fund education and increase access
to primary and lower secondary schooling. The
scenario is based on two assumptions.

First, it is assumed that governments would
maximize the amount of revenue raised from
natural resources (measured by the ratio of
natural resource revenue to export receipts).
Thus, mineral-rich countries would convert 30%
of their mining export receipts into government
revenue. On average, mineral-rich countries
currently retain around 20%, though Mauritania
has reached 30% and Botswana and Mongolia
have passed 50%. For oil-rich countries, the
scenario would bring all countries up to the
current average of 75% of oil exports being
converted to government revenue.* Government
revenue from oil tends to be higher because it
is easier to quantify and tax than minerals, it
involves lower up-front investment and a good
share of world oil production is done through

4. These shares are an average for 2007-2008. They are based on natural
resource export data from IMF Article IV reviews, revenue data from IMF
Article IV reviews and/or EITl reports.

nationally owned companies (Barma et al., 2012).
Second, the scenario assumes that countries will
channel 20% of these new resources to education.
Low and middle income countries currently spend,
on average, 16% of their budget on education.

The potential gains for education are enormous.
Several countries, including Ghana, Guinea,

the Lao People's Democratic Republic, Malawi,
Uganda and Zambia, could reach universal
primary education without needing any more aid
from donors. In a group of seventeen countries
where extra revenue could be raised, natural
resources could fund schooling for 86% of

the 12 million out-of-school children and 42%
of the 9 million out-of-school adolescents.

While the potential is considerable, so are the
challenges. Some mineral-rich countries, such

as the Democratic Republic of the Congo, Sierra
Leone and Zambia, currently receive less than 10%
of export income as government revenue. They are
still struggling with the first step: bargaining with
extracting companies. Nigeria, on the other hand,
already retains 72% of oil exports as government
revenue, meaning that the extra funding for
education from the scenario presented here

could only send 23% of the country’s 10.5 million
out-of-school children to primary school. In

this case the challenge is to manage, distribute
and use the revenue better and to ensure that
education is a top priority for the government.

In other countries, oil wealth holds great
potential for building an education system, but
capacity constraints may act as a barrier. South
Sudan became independent in 2011 and is
already resource-rich, since it possesses most
of the oil of the former Sudan. Capacity is weak,
however, and the education system has been
largely destroyed by decades of war. There are
more than T million out-of-school children and
massive shortages of qualified teachers, and a
major school building drive is needed (UNESCO,
2011b). As part of the Comprehensive Peace
Agreement reached in 2005, oil revenue was
shared 50-50 between north and south, but it is
unclear how it will be split now that the south is
an independent state, as terms are still being
negotiated (IMF, 2011b).

If the agreed share were to hold, South
Sudan could in principle derive enough income
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Table 2.4: Many resource-rich countries could reach Education for All if they raised more revenue and increased focus on education

Current situation Potential

Potential extra

Education as Natural resource revenue education
share of total funding from Out-of-school children who
Conflict- Youth literacy public spending % natural % total public | natural resource could be funded by natural
affected’ rate (%) (%] resource exports revenue revenue’ resource revenue’
Number
Country 2005-2010 2010 2007-08 2007-08 US$ million (thousand)* %
Resource dependent
Oil and gas
Iraq Yes 83 S 1M 89
Angola Yes 73 9 54 81 2245 493 100
Yemen Yes 85 16 77 72
Nigeria Yes 72 S 72 79 457 2374 23
Congo No 80 - 54 83 271 56 100
Chad Yes 47 10 41 72 247 1895
Cameroon No 83 18 39 34 203 179 100
Minerals
D.R. Congo Yes 65 9 8 20 223 3620
Zambia No A - 8 10 159 184 100
Papua New Guinea No 68 e 24 37 49 334
Guinea Yes 63 19 " 22 45 8E5 100
Mauritania No 68 15 30 25
Sierra Leone Yes 59 18 4 2 " 97
Liberia Yes 77 12 e 15
Recently discovered deposits®
Oil and gas
South Sudan Yes 37 e s s 762 3876
Uganda Yes 87 15 e e 450 623 100
Minerals
Afghanistan Yes S S s s 120 1786
U. R. Tanzania No 77 18 e e 130 137 100
Lao PDR No 84 13 e - 95 23 100
Burkina Faso No 39 21 e s 82 596 58
Malawi No 87 15 e I 12 62 100
Both
Ghana No 81 24 e S 692 567 100
Niger No 37 17 92 916 91

Notes: The countries included in the table are those with youth literacy rates below 90%. Cambodia, Céte d’Ivoire, Madagascar and Mali are also set to increase extraction of
natural resources in coming years, but the potential quantity of exports is not yet known. Countries in italics are the seventeen included in the aggregate figure used in the text.

1. According to the list of conflict-affected countries compiled for the 2011 EFA Global Monitoring Report.

2.'Potential extra education funding from natural resource revenue’ is based on assumptions that (a) governments increase the share of revenue raised from natural resource
exports to 30% for mineral-rich countries and 75% for oil- and gas-rich countries and (b) governments spend 20% of the extra revenue (i.e. above what is already being raised) on
education. Because Irag and Yemen already raise more than 75% from oil exports, and Mauritania 30% of minerals exports, there is no extra education funding available.

3. Pupil unit costs were calculated for primary school and lower secondary school using either EPDC and UNESCO (2009) costings (therefore including improvements in quality) or
actual unit costs as reported in the statistical tables of this Report. For countries where data were unavailable, an income group average was used.

4. For countries with available data, the potential number of pupils that could be funded was capped at the number of current out-of-school children, with funds remaining in many
cases. For countries without out-of-school figures, the total number of pupils that could be funded is shown in italics. The inclusion of this number does not mean that there are
necessarily that many children out of school.

5. For countries with recently discovered deposits, an annual average over 2010-2015 of current IMF projections on exports for natural resource revenue was used to calculate
potential education funding.

Sources: EFA Global Monitoring Report team calculations (2012) based on IMF Article IV reviews and EPDC and UNESCO (2009); Annex, Statistical Tables 2 and 9.
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to send all primary school-aged children to
school. The challenge will be to gradually
increase the capacity of the education system,
manage oil funds efficiently and work towards a
more diverse economy with less dependence on
oil. The government has derived 98% of its revenue
from oil, which leaves it badly exposed to drops in
world prices such as those witnessed during the
world financial crisis of 2008-2009 (IMF, 2011b).

Countries that have recently discovered natural
resource riches are in a unique position to tackle
these challenges, as they can learn from the
experience of others, and vastly extend access

to primary and secondary schooling. In countries
such as Ghana, new oil discoveries could
complement mineral wealth to provide additional

development spending (Box 2.4). The extractive
industries boom is reaching all corners of the
world, and the opportunities are significant
(Figure 2.9):

B Inthe Lao People’'s Democratic Republic,
revenue from copper and gold mining in
2012 will be worth more than double its
value in 2008, which could double the
education budget.

B Inthe Niger, oil and uranium extraction is set
to increase massively between 2011 and 2016.
Maximizing government revenue could send
nine out of ten out-of-school children
to primary school.

Box 2.6: Ghana's natural wealth: a new source of education financing

Ghana's strong record on governance and
development allows for cautious optimism about
how it will manage its newly discovered oil riches
to reduce poverty. In coming years, oil revenue
is expected to make up a larger proportion of
government income than aid.

Oil revenue started to flow into government
coffers in 2011, and the Petroleum Revenue
Management Act was passed in April of that
year. The Act stipulates that 50% to 70% of

oil revenue will be spent through the reqular
budget, with a minimum of 70% going to twelve
priority sectors, including human resources
development and education. The remaining 30%
to 50% will be put into a heritage fund (a savings
fund) and a stabilization fund. Transparency is
to be guaranteed by following EITI principles

and adhering to a strong framework of public
accountability. Reports on revenue are to be
published in national newspapers and the oil
funds are to undergo annual external audits.

Ghana is set to use both oil and non-oil revenue to
double expenditure on reducing poverty between
2009 and 2013, which is likely to benefit education
and other social sectors. The new oil wealth will be
supplemented by greater revenue collection on the
country's existing gold riches, with corporate taxes
on mining set to increase from 25% to 35% and a
new windfall profit tax of 10% to be introduced.

Figure 2.8: Ghana's increased revenue is set to boost
expenditure on reducing poverty

Actual and projected government revenue and poverty-reducing
expenditure, 2008 to 2013

’ l

M Oil revenue

£ . | Aild
= 5 . .
: Non-oil domestic
B - revenue

4

|| == Poverty-reducing
| ————- expenditure
2 -
— ==

2008 2009 2010 2011 2012 2013

Actual Projected

Source: IMF (2012a).

If Ghana were to maximize revenue from oil
and mineral wealth as outlined in Table 2.4,
the education budget could increase by 43%,
and all children and adolescents currently
out of school could have access to primary
and lower secondary education.

Sources: IMF (2012a); Ghana Ministry of Finance and Economic
Planning (2010).
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Figure 2.9: Natural resource revenue could significantly increase education budgets
Potential extra funding from maximizing natural resource revenue relative to 2010 total education budget, selected countries, in billion US dollars

Potential extra funding from natural resource revenue

M Total education budget in 2010

+10%

14

12
2 10 In thg Niger, extra +98%
L funding could increase
;‘,‘Z 08 the education budget
2] by 42%.

0.6

+23%

04 +49% +42%

l H B

0.0

Burkina Faso Lao PDR Niger U. R. Tanzania Uganda

Note: Maximizing natural resource revenue is assumed to take place in two steps: (i) an increase in the share of revenue from natural resource exports to 30% for
minerals and to 75% for oil; and (ii) the allocation of 20% of this additional revenue to education.
Source: EFA Global Monitoring Report team calculations (2012) based on UIS database and IMF Article IV reviews.

B In Uganda, following recent oil discoveries,
the government’s total budget is set to
almost double by 2016. This could lead to a
doubling of the education budget and send
all primary and lower secondary school-aged
children to school.

Conclusion

The potential for natural resource revenue

to finance the achievement of EFA and other
development goals is enormous. With commaodity
prices increasing and new exploration and
extraction opportunities arising, developing
countries - with those in sub-Saharan Africa at
the forefront - could raise sums vastly surpassing
what they currently receive from aid donors.

For the seventeen countries with available data,
total extra funding for education from natural
resource revenue could reach US$5 billion a
year. This is equivalent to two and a half times the
amount that these countries received in aid

to education in 2010. Ensuring that ‘old” and
‘new’ resource-rich countries maximize the
revenue they get from extractive activities, that
funds are managed efficiently and transparently,
and that a good share is spent on education
should be central concerns for EFA actors:
international organizations, national and
international civil society groups, donors

and governments.

To encourage fair and productive use of

natural resource revenue, education advocates
should concentrate on three fronts. First, they
should support EITI and other transparency

and fair taxation measures, pushing all
governments to comply with their standards.
Second, they should get involved in national
debates on the use of natural resource revenue,
and make the case for education as a long-term
investment essential to diversify the economy
and avoid the resource curse. Third, each
country should explore options to ensure that
this income is spent on education.

Education
advocates

should make

the case
for natural

resource wealth
to be spent on

education
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Policy focus: Harnessing the potential of private

organizations

Given the acute need for resources to
support Education for All and the gloomy
outlook for international aid in filling this

gap, private organizations are increasingly
seen as a potential source of finance. Private
foundations and corporations engage in
education in many different ways and with very
different motivations, ranging from altruistic
philanthropy to self-interested investment.
They channel hundreds of millions of dollars
to education in developing countries annually,
but a lack of transparency and accountability
limits the evidence available about the
magnitude and effectiveness of this support
to education.

According to analysis for this Report drawing on
publicly available information from the largest
private foundations and corporations based in
rich countries, such organizations provide an
estimated US$683 million per year to support
education in developing countries.” While this
is a drop in the ocean compared with national
education budgets, and equivalent to just 5%
of aid from donor countries that belong to the
OECD-DAC, private contributions have the
potential to catalyse innovation, advance policy
reform and address the education needs of
marginalized populations.

Private organizations could do much more to
realize this potential, not only by dramatically
increasing their funding, but also by aligning

their activities better with EFA objectives and
building more effective partnerships with the
EFA community - national governments, civil
society groups and other donors.

Mapping contributions of private
organizations to global education

The two broad types of private organizations that
support activities related to EFA, foundations
and corporations, are influenced by different
objectives and operate in different ways (Box 2.7).

A lack of comparable information makes it
difficult to measure their total contribution.

On one estimate, private contributions to all
sectors originating from OECD-DAC countries
amounted to over US$50 billion in 2008-2010,¢
compared with around US$120 billion for

official development assistance (0DA) from
governments (Center for Global Prosperity, 2012).
While these figures look impressive, education
benefits very little. US foundations, for example,
give around 8% of their grants to education,
compared with 53% to health. As much as 90% of
corporate contributions are from pharmaceutical
companies (Center for Global Prosperity, 2012).

Contributions to education come in a variety
of shapes and sizes. A review for this Report
identified spending of around US$683 million
a year by key foundations and corporations
based in DAC-member countries, on
activities specifically related to education in
developing countries.

Funding from foundations is low compared
with official aid

Among thirty philanthropic foundations surveyed,
nineteen provide publicly available financial
information on their programmes in ways that
allow their funding for education in developing
countries to be identified. Their contributions
total around US$135 million a year. This is likely
to be an underestimate because information

on some key foundations, such as the Aga

Khan Foundation, is either not available or not
sufficiently detailed.

Among foundations with data, only five provide
more than US$5 million a year. These five
account for 87% of the total amount from
foundations (Table 2.5). Their contributions are
comparable with aid to education from some
of the smallest government donors, such as
Luxembourg and New Zealand (Figure 2.11).

5. This section draws heavily on van Fleet (2012), which includes the full
list of organizations reviewed.

6. This estimate covers contributions from foundations, corporations,
voluntary organizations, religious organizations and academic institutions.
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Box 2.7: The many faces of private contributions to education

Discussions about contributions by private
organizations to global education often mix very
different types of involvement. The motivation for
engagement of foundations and corporations can
be placed on a continuum between philanthropy
and corporate interest, with corporate social
responsibility falling somewhere in between
(Figure 2.10).

Foundations. The activities of philanthropic
foundations are generally the most comparable

to aid from DAC donors. Some of the foundations
that contribute to education, such as the William
and Flora Hewlett Foundation, are supported by
personal wealth. Their activities are commonly not
directly related to corporate goals. Others, such as
the MasterCard Foundation, are established by a
corporation but operate independent of corporate
oversight and have their own programmes,
separate from any business interests. They rarely
run their own projects but instead channel their
funds to other organizations, usually local or
international NGOs. Some also engage in advocacy
aimed at influencing policy.

Corporations. The involvement of corporations
differs widely in terms of how closely it is tied

to core business activities. It can be divided

into three broad subcategories. First, some
corporations make contributions towards
education in developing countries through grants
to NGOs or international organizations, which is
classified here as ‘corporate giving'. This is the
subcategory most closely aligned to philanthropic

Philanthropy

Foundations
(30)
US$135 million
Corporate giving

Harnessing the potential of private organizations

motives. About 78% of the surveyed US Fortune
500 corporations that made contributions to
education channelled at least some of them
through international NGOs. All of ING's US$13
million contribution to global education since
2005 has been spent on a partnership with
UNICEF. Other corporations, such as Nike, channel
their contributions through a foundation or

trust housed within the company, with corporate
executives serving on the governing board.

Second, companies with activities in developing
countries undertake ‘social investments' in sectors
such as education as a form of corporate social
responsibility. Some corporations, typically oil
and mining companies, are contractually obliged
by governments to invest in social sectors. For
example, the Hess Corporation, which operates
oilfields in Equatorial Guinea, has contributed
US$20 million over five years towards reform of
the education system, including building model
schools and providing teacher training.

Third, companies may supply products or
expertise, sometimes through a partnership

with a government. Companies in the field of
information and communication technology (ICT)
have been particularly active in providing training
for teachers or students. For example, the Cisco
Networking Academy is a global programme

that trains students to create and maintain
computer networks.

Sources:van Fleet (2011, 2012); ING (2012).

Figure 2.10: The motivation of private engagement in education ranges from philanthropy to corporate interest

Corporate interest

€ MOTIVATION >

Corporations
(103)
US$548 million

Social investment Supply of goods and expertise
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Figure 2.11: Education funding from the largest foundations is dwarfed by donor aid
Contributions towards education from the five largest foundations and total aid to education from selected government donors, 2009-2010 or closest available year

$911m

United Kingdom

$888m $567m

United States

Open Society
Foundations $61m $59m

$61m Switzerland

Netherlands

New Zealand

William
and Flora Carnegie
MasterCard Hewlett Ford Corporation
$52m $36m Foundation  Foundation ~ Foundation  of New York
] o *) Qo @ °
Finland  Luxembourg $21m $15m $13m $9m

Notes: Around two-thirds of the US$15 million annual average from the William and Flora Hewlett Foundation originally came from the Bill & Melinda Gates Foundation. In most cases, the
amount of support to education in developing countries had to be estimated using aggregate data from foundations.
Sources: Annex, Aid Table 2; Carnegie Corporation of New York (2011); Ford Foundation (2011); MasterCard Foundation (2010); William and Flora Hewlett Foundation (2010); van Fleet (2012).

Table 2.5: Funding provided by foundations identified as supporting education in
developing countries

Annual average funding

More than US$5 million

Between US$1 and
US$5 million

Less than US$1 million

Total

Source:van Fleet (2012).

Foundations Share

Ford Foundation, William and Flora Hewlett 87%
Foundation, MasterCard Foundation, Open

Society Foundations, Carnegie Corporation of

New York

Michael and Susan Dell Foundation, Kellogg 10%
Foundation, MacArthur Foundation, Bernard van
Leer Foundation

Jacob and Hilda Blaustein Foundation, Global 3%
Fund for Children, Global Fund for Women,

International Community Foundation, Unbound

Philanthropy, d.o.b. foundation, International

Development Exchange, Voxtra, Roger Federer

Foundation

US$135 million

The largest corporate contributors are ICT
and energy companies

Through publicly available information for the
world’s 100 top revenue generating companies
and a survey of Fortune 500 companies in the
United States, 103 were identified for the analysis
in this Report as contributing to education in
developing countries. However, only fifty-six
provided financial information on the size of their
contributions, most of them confidentially.’”

Contributions towards education in developing
countries from these corporations amount to

7. For 14 of the 103 identified corporations it was possible to estimate
annual funding for education in developing countries using publicly
available data. A further 42 provided this information confidentially;

it has been used to estimate the aggregate amount but the donors
cannot be listed individually.

an estimated US$548 million a year. This is four
times the amount identified as coming from
foundations. It is concentrated among just a
few contributors: around 71% comes from five
corporations that each report giving more than
$20 million a year.

Most corporations that contribute over US$5 million
a year to education are ICT or energy companies,
and their activities fall into the ‘social investment’
or ‘supply of goods and services’ category.

For example, Cisco Systems and Intel each
report spending over US$100 million a year on
education in developing countries, much of which
is in-kind contributions (Table 2.6).

Private contributions are seldom
aligned with EFA goals

The contributions of most foundations and
corporations are not strategically coordinated
with the broader global EFA framework. In terms
of recipients, middle income countries tend to
attract these donors’ interest more than low
income countries.

In terms of the EFA goals, about 75% of the
foundations and 70% of the corporations
surveyed reported supporting primary education.
Nearly half contribute to youth and adult skills,
including a large programme of the MasterCard
Foundation. The skills focus generally includes
science, technology, financial literacy and
entrepreneurship (van Fleet, 2012). Corporations
that pay attention to activities associated with
goal 3 are likely to do so because a skilled
workforce is of direct interest to their needs.
Some, such as the Nike Foundation, pay
attention to gender equity and girls’
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Table 2.6: Corporations spending above US$5 million a year on education (2010 or closest available year)

Annual Corporate
Corporation Industry (US$ million) giving

Aviva Insurance 7 X
Banco Santander Banking 124 X
Cisco Systems ICT 120 X
Citigroup Banking B X
Coca-Cola Food 24 X
ExxonMobil 0il 24

Intel ICT 100 X
Repsol YPF Oil 8

Supply of
goods and
expertise

Social

investment Examples

Street to School (urban youth
programme)

X University networks and
scholarships (83%]; other
scholarships; youth programmes

X Cisco Networking Academies (93%);
grants to organizations

Secondary education; youth training
X Grants to organizations

X Technology; vocational training for
women

X Teacher training in ICT; ICT access
in classrooms

X Primary and secondary education;
youth training

Where?

China, India

Latin America

World

Africa, Brazil, India
World

Oil-producing
countries

World

Oil-producing
countries

Note: In most cases, the amount of support to education in developing countries had to be estimated using aggregate data from corporate social responsibility reports.
Sources: Aviva (2011); Banco Santander (2012); Citigroup (2011); ExxonMobil (2011); Intel (2011); van Fleet (2012).

education. A few place a special focus on
early childhood education, such as the Open
Society Foundations and the Bernard van
Leer Foundation. Others, notably the William
and Flora Hewlett Foundation, pay particular
attention to improving the quality of education
(Box 2.8). Adult literacy, the goal that is probably
most neglected in the EFA agenda, also
appears to receive the least attention from
private organizations. Only 18% of surveyed
foundations indicate support in this area.

Itis difficult to translate this information into the
amount of money available for each goal, since
the reporting of foundations and corporations

is not broken down in this way. However, in
terms of the volume of funding, higher education
appears to receive more attention than the EFA
goals as a whole. Two of the foundations giving
the most to education (Carnegie Corporation

of New York and Ford Foundation) and the
corporation giving the most (Banco Santander)
directed over 80% of their grants to developing
countries in 2010 towards scholarships and
support for higher education institutions. While
higher education certainly needs more funding,
the fact that many poor children and young
people do not even complete primary school
means that such investment is not sufficiently
targeted at the disadvantaged.

Foundations tend to focus their efforts on
countries most in need, whereas corporations
typically disburse to regions of strategic
importance to them. The most frequent
recipients of the ICT sector’s education
contributions are Argentina, Brazil, Chile,
China, India and Mexico (van Fleet, 2011).

Private interests and public policy:
too close for comfort?

Over the past decade aid donors have improved
aid effectiveness by working to strengthen
government systems. But this approach is

not common among private organizations,
particularly corporations, which contribute

the largest amount of resources.

The work of some domestic foundations shows
that they can support broader government
efforts in education in ways that can have a
large impact. In India, Azim Premji, chairman
of Wipro, one of the largest ICT corporations
in India, transferred US$2 billion worth of
shares from his company to found the Azim
Premiji Foundation, which aims to improve the
quality of the public education system. Over
the past ten years, the foundation reports,

it has reached over 2.5 million children in
20,000 schools across thirteen states in India
(Azim Premji Foundation, 2012; Bajaj, 2011;
The Times of India, 2010; van Fleet, 2012).

The private

sector gives
least attention

to adult

literacy, the
most neglected

EFA goal
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PART I: MONITORING PROGRESS TOWARDS THE EFA GOALS

CHAPTER 2

Box 2.8: Leveraging private resources to improve the

quality of education

Through strategically focused grants, foundations can achieve a
broader influence in education policy debates.

Since 2008, the William and Flora Hewlett Foundation, with support
from the Bill & Melinda Gates Foundation, has developed the Quality
Education in Developing Countries initiative, focused on Ghana, India,
Kenya, Mali, Senegal, the United Republic of Tanzania and Uganda.

One of the initiative's areas of emphasis has been generating data
on learning outcomes in developing countries. For example, in India it
gives funding to Pratham to assist the NGO in conducting its Annual
Status of Education Report, the world's largest non-government
household survey collecting data on learning outcomes of primary
school children. In East Africa, the initiative supports Uwezo, which
has adapted Pratham's survey to the region.

Reporting of the results of these assessments has been instrumental
in promoting national debate on the quality of education in the
countries concerned. While the initiative's investment is modest, it
highlights the potentially innovative role of philanthropy in improving
learning and catalysing policy dialogue.

Source:van Fleet (2012).
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Some corporations may provide genuine value to
education systems even if this directly benefits

their business strategies. This is particularly

true for ICT companies. One example concerns

the Assessment & Teaching of 21st-Century

Skills research project. As part of this initiative,
Cisco, Intel and Microsoft contributed ideas on

how to develop the assessment of ICT skills
in the Programme for International Student
Assessment (PISA] (van Fleet, 2012). Intel

recognizes that its corporate success depends

on 'young people having access to a quality
education and technology” (Intel, 2011, p. 16].
Yet even if such activities add value, they need
to be subject to scrutiny. In Egypt, where the

Intel Teach programme works with the Ministry

of Education, teachers must take Intel Teach
or an equivalent computer course to receive a
promotion (Intel, 2011).

Such scrutiny is not easy, because private
organizations do not face the same level of
accountability as governments or aid donors.
And there is a risk that they may exercise
unwarranted influence over education policy.
Pearson announced in July 2012 that it was
launching the Pearson Affordable Learning

Fund with US$15 million to invest in private
companies seeking to identify affordable ways to
improve learning outcomes. The first investment
of the fund is a stake in Omega Schools, a
privately held chain of for-profit schools in
Ghana. This follows Pearson’s investment in
2010 in Bridge International Academies, a chain
of low fee private schools in Kenya. Promoting
private schooling is closely associated with
Pearson’s business interests. Since these
schools commonly operate independently of
governments, it is not clear, however, how

such an approach will help achieve Pearson’s
commitment at the Global Partnership for
Education replenishment meeting to strengthen
and improve national education systems

(Global Partnership for Education, 2011b;
Pearson, 2012).

Towards more productive
engagement

The greater involvement of private organizations
is a welcome move towards increasing funding
and raising the visibility of education needs in
poor countries. For their engagement to support
EFA effectively, however, there is still a long
way to go.

Transparency on funding and impact is vital
As a crucial first step, all private organizations
should provide information on their
commitments, including the amounts allocated
and how they are spent. This would allow
scrutiny to ensure that business interests do

not override collective goals, while also giving
information on the amount of resources available
to fill the EFA financing gap.

At present, few report such information. Private
organizations made a joint statement outlining
their commitments at the Global Partnership
for Education replenishment meeting in
Copenhagen in 2011. But many private
organizations were unwilling to reveal details of
their commitments publicly. As a result, there
is no way of knowing whether they keep their
promises. It is also not possible to tell whether
the pledge to spend on education

in developing countries made by the private
sector at the replenishment conference
referred to previously planned investment
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or additional commitments. If private
organizations want to make a genuine
contribution to collective education goals, they
should make public their current and future
spending plans, in the same way expected of
national governments and aid donors.

By the same token, to have a lasting impact

on EFA, private organizations need to provide
sufficient funding over several years to assure
the sustainability of initiatives, because education
is a long-term endeavour. Some philanthropic
foundations, such as the MasterCard Foundation,
the Firelight Foundation and the Roger Federer
Foundation, make multi-year commitments to
their grantees. However, most contributions,
particularly from corporations, tend to be short
term (van Fleet, 2012).

Private organizations often publicize the

details of their interventions. According to their
brochures, IKEA will support the education
needs of 10 million children between 2009 and
2015, Intel trained 10 million teachers in more
than seventy countries in the last twelve years,
and the UBS Foundation aims to spend five
years improving the lives of 200 million children
under the age of 5 (IKEA, 2012; Intel, 2012; UBS,
2009). But how these results are substantiated
remains unclear. Impact evaluations seldom
exist or are not easily accessible, especially in
the case of corporations.

Private organizations should align their
support with government priorities

The contributions from private organizations
would be more effective if they were coordinated
with governments and driven by countries’
needs. The Global Business Coalition for
Education is one promising way forward since it
operates within the framework of EFA goals (van
Fleet, 2012).

Another way private organizations could support
government education efforts would be to
channel some of their funding through a pooled
mechanism. Global health funds, such as the
Global Fund to Fight AIDS, Tuberculosis and
Malaria, have been successful in this regard.

But the main existing mechanism in the
education sector, the Global Partnership for
Education, has not yet played this role effectively.

Harnessing the potential of private organizations

At present, the private sector has a say in the
partnership’s policy direction via a seat on its
board, yet pledges made by foundations and
corporations at the partnership’s replenishment
meeting will not be disbursed through the pooled
funding mechanism.

There is no administrative or legal reason for
private organizations not to channel resources
through the Global Partnership for Education,
so why does the partnership seem to be less
attractive than global health funds? First,

the partnership may not yet be sufficiently
recognized as an effective mechanism for
funding education, capable of disbursing
resources quickly and linking results to funding.
Second, activities may need to be identified

that are both consistent with the partnership’s
priorities and sufficiently attractive to private
organizations. Third, education needs private
sector champions that will lead by example.
The drive of the Bill & Melinda Gates Foundation
has given visibility and credibility to the Global
Fund to Fight AIDS, Tuberculosis and Malaria,
encouraging the involvement of other private
organizations.

Conclusion

Private organizations contribute to EFA in
several ways, but the limited data available on
the size of their contributions suggest that the
education sector is not a prime destination of
their resources. Their support is equivalent to
5% of what was spent by official donors on
education in 2010 - and of that only a small
share is spent on EFA priorities.

Calls for the increased involvement and funding
of the private sector in education need to be
accompanied by measures to ensure that
partnerships are more balanced. Foundations
and corporations keen to support EFA should be
much more transparent about how much they
are investing, where, and what the results are.
And governments, donors and non-governmental
and multilateral organizations that want to bring
private organizations into EFA partnerships
should specify more clearly how the private
sector can contribute to collective efforts.

The private

sector should
be transparent

about its

investments

in EFA
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Part 2

Putting education

If someone can give me the skills and opportunity to work, | know | can achieve my goals.

he need to develop young people’s

skills has become urgent.

Governments around the world

are grappling with the long-term

consequences of the financial crisis
and the challenges posed by increasingly
knowledge-based economies. If countries
are to grow and prosper in a rapidly changing
world, they need to pay even greater attention
to developing a skilled workforce. And all young
people, wherever they live and whatever their
background, require skills that prepare them for
decent jobs so they can thrive and participate
fully in society.

These needs were recognized when the third
Education for All goal - which focuses on ‘'the
learning needs of all young people and adults’

- was formulated in 2000. But they have not
received enough attention from governments, aid
donors, the education community or the private
sector — and now they are even more critical.

Young people are more numerous than ever.
Globally, the population aged 15 to 24 reached
over 1.2 billion in 2010. Jobs are not being
created fast enough to meet the needs of this
large youth population. Around one in eight
people aged 15 to 24 are unemployed. Young
people are about three times as likely as adults
to be unemployed. With youth unemployment
threatening to rise still higher, many young
people face the prospect of remaining without
secure work for years to come.

If governments and the private sector fail to
educate and train young people and employ them
in decent jobs, they risk disappointing young
people’s aspirations and wasting their potential.
This limits opportunities for sustainable growth,
and jeopardizes gains from policy interventions
in other areas, such as poverty reduction, health
and agriculture.

— young woman, Ethiopia

Alongside the risks, growing youth populations
represent a window of opportunity for
development. The rising ratio of working-age
people to dependants could give economic
growth a boost: a demographic dividend.

Education and skills are not the only part of this
puzzle - growth also requires balanced policies
that favour investment and job creation - but
they are an essential part. To a very large extent,
skills will determine whether growing numbers
of young people, and their communities, societies
and countries, realize their potential. Youth are
also a positive force for political change and
freedom, as the Arab Spring and youth unrest

in several European countries have shown. But
social movements will fail if new governments do
not address the problems in education, training
and employment opportunities for youth that have
fuelled broader protests.

Youth unemployment is rightly rising up the
agenda, leading policy-makers to prioritize job
creation in private enterprises. While this focus
is warranted, the needs of millions of young
people who lack basic literacy and numeracy
continue to be ignored. Often earning wages
below the poverty line in the urban informal
sector, or farming smallholdings in a context
of ever-decreasing access to land, these young
people are seldom heard in protests. Providing
them with opportunities to escape from low
skilled, low paid work should be at the core of
every skills development strategy.

All too often, access to skills is unequal,
perpetuating and exacerbating the disadvantage
that attends being poor, female or a member

of a marginalized social group. Young people
who have grown up in poverty and exclusion are
more likely to have had little education or to
have dropped out of school. As a result they have
fewer opportunities to develop skills for decent




to work

jobs and hence risk further marginalization

in the labour market. That is why this Report
takes a special interest in identifying and
understanding what access disadvantaged
young people have to skills development that
can lead to better jobs - secure work that

pays enough to buy food and put money in their
pockets, jobs that can lift them out of poverty.

Young people’s learning needs are very broad,
involving not only skills for earning a living

but also personal development that lays the
foundations for a fulfilling life. Those needs
start with early childhood care and education -
the crucial preparation for a life of learning.
The scale and urgency of the problem demand
that this Report take a pragmatic approach,
focusing on skills that can offer all young
people, including the disadvantaged, a chance
of obtaining better jobs.

As previous editions of the EFA Global Monitoring
Report have noted, the third EFA goal that
governments signed up to in 2000 amounted

to a vague aspiration, with no quantifiable
benchmarks against which progress could be
measured. Goal 3 is ‘ensuring that the learning
needs of all young people and adults are met
through equitable access to appropriate learning
and life-skills programmes’.

One consequence of the vagueness of the third
EFA goal is that it has suffered from neglect in
comparison with the other EFA goals. Another
consequence is that the attention it has received
has largely been confined to technical and
vocational education and training, offered in
formal contexts. As this Report shows, skills
development initiatives need to cast a much
wider net - making up for deficits of foundation
skills, ensuring that more young people enter
and complete at least lower secondary school,
increasing opportunities to learn skills in the
informal sector, and focusing on the specific
needs of urban and rural youth. While skills
development extends to higher education, those
who make it to tertiary level tend not to be
among the disadvantaged, who are the focus of
this Report.

Although considerable progress has been made
in improving access to primary school globally,

a large proportion of young people still leave
school without the skills necessary to avoid
some of the worst forms of disadvantage in

the labour market. Early unemployment, or
employment in low skilled work with no prospect
of advancement, wastes young people’s potential
to forge better lives for themselves and to
contribute to their economies and societies.

And those with the worst educational outcomes
- the urban poor and those in rural areas - are
consigned to activities with very low pay, or

none at all. Young women, in particular, face
discrimination that limits their opportunities in
both education and the labour market.

To provide a concrete framework for discussing
skills development for decent jobs, this Report
identifies three categories of skills and the
contexts in which they may be acquired:
foundation skills, associated with literacy

and numeracy; transferable skills, including
problem-solving and the ability to transform
and adapt knowledge and skills in varying

work contexts; and technical and vocational
skills, associated with specific occupations

(see Pathways to Skills illustration on next page).

Foundation skKills

At their most elemental, foundation skills are
the literacy and numeracy skills necessary for
getting work that pays enough to meet daily
needs. These foundations are also a prerequisite
for engaging in further education and training,
and for acquiring transferable skills and
technical and vocational skills. For those unable
to read, write and understand basic texts and to
do basic sums and apply them, the possibilities
of gainful employment or entrepreneurial activity
are greatly reduced. That is why completing
primary and lower secondary education of good
quality is vital.

Where disadvantaged young people have not
acquired foundation skills — because they
did not enrol in school, dropped out, or
completed school without achieving the
expected proficiency - second-chance and

Education for All Global Monitoring Report [F=S] ..
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social protection programmes that include
basic literacy and numeracy components can
bridge the gap. As Chapters 6 and 7 show, the
need for such programmes is huge and has
largely gone unfulfilled.

Transferable skills

Finding and keeping work require a broad
range of skills that can be transferred

and adapted to different work needs and
environments. Transferable skills include
analyzing problems and reaching appropriate
solutions, communicating ideas and information
effectively, being creative, showing leadership
and conscientiousness, and demonstrating
entrepreneurial capabilities.

Such skills are nurtured to some extent outside
the school environment. They can, however, be
further developed through education and training
- especially through secondary schooling and
work-based programmes - in ways that are
particularly beneficial for young people whose
home environments do not foster the self-
confidence needed in most workplace settings.

Technical and vocational skills

Many jobs require specific technical know-how,
whether related to growing vegetables, using

a sewing machine, engaging in bricklaying or
carpentry, or working on a computer in an office.
Technical and vocational skills can be acquired
through work placement programmes linked to
secondary schooling and formal technical and
vocational education, or through work-based
training, including traditional apprenticeships
and agricultural cooperatives.

If young people are to maximize the benefits of
technical and vocational training, foundation and
transferable skills are essential - even more so
in today’s dynamic global economy, where labour
market demands and the skills for specific
occupations are constantly evolving.

Countries with large numbers of young people
who lack foundation skills require a focus

on improving access to primary and lower
secondary education, as well as expanding
second-chance programmes for those who
have missed out. Where the main skills gap

is the result of low participation in secondary
education, improving access to that level,
along with career guidance and job placement
programmes, is an appropriate policy and
investment response. For those at risk of
dropping out of upper secondary school,
opportunities for work-based training are
needed. For young people who have already left
school and are working in the urban informal
sector, traditional apprenticeships provide a
route to skills development. Farm-based and
entrepreneurship training allows those living
in remote rural areas to make the most of
available resources.

The urgency of the need for skills development
is detailed in Chapter 3, which identifies the
way discrimination in education systems and
discrimination in the labour market reinforce
each other, pushing up the numbers of young
people who are unemployed or in very low paid
work. Chapter 4 shows how education and skills
can contribute to economic growth if appropriate
national strategies are in place, and considers
the roles of national governments, the private
sector and international agencies in financing
skills development programmes.

Chapters 5 to 7 identify approaches that can help
bridge global skills deficits. Chapter 5 examines
the contribution made by formal secondary
education to skills development, and focuses

on extending access to the disadvantaged,
increasing retention and improving relevance to
the world of work. Chapter 6 looks at the need to
extend skills training to urban youth working in
the informal sector, many of whom live in poverty
and lack foundation skills. Chapter 7 explores
the way skills can offer rural youth an escape
route from poverty. It emphasizes the foundation
skills needs of smallholders as well as the need
to extend entrepreneurial and financial skills so
that some of the most disadvantaged rural young
people, particularly young women, can engage
more productively in non-farm work.

The Report concludes by identifying the ten most
important steps that need to be taken to meet
the skills needs of disadvantaged young people
around the world. O
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B Technical and vocational skills
B Transferable skills
B Foundation skills

Pathways to Skills

The Pathways to Skills illustrated here can act as a tool for understanding skills development needs and the areas
where policy action should be targeted. The illustration shows the three main types of skills that all young people
need — foundation, transferable, and technical and vocational skills — and the contexts in which they may be acquired.
One side shows formal general education and its extension, technical and vocational education. The other side shows
skills training opportunities for those who have missed out on formal schooling, ranging from a second chance to
acquire foundation skills to work-based training, including apprenticeships and farm-based training. Those lacking
even foundation skills, represented at the base of the illustration, often have to make do with subsistence-level work,
for wages that trap them in poverty. The uppermost level represents those whose accumulated skills enable them to
advance to better-paid work, including entrepreneurial opportunities, and to higher education.

173



_ ﬂ quoday Buldojiuol |Bgo|S) ||V JO4 uoliaeonpD

sOued/ysexy g N9 ‘HpaJ)



|

Chapter3
Youth, skﬁls and
work - building

stronger foundations .

:



@)
QU

Education for All Global Monitoring Report

176

PART 2: PUTTING EDUCATION TO WORK

A large population presents

challenges ... 177
Many young people lack

foundation skills......cccoooveeviii, 179
Transferable skills: preparing for

the world of work ......ccooooeeii 187
A hazardous transition from school

EO WOTK oo 190
ConClUSION e 199

Many young people do not have
the skills they need for decent
Jobs. This chapter outlines the
urgency of making sure young
people are given a second
chance to acquire skills for
work. It shows the regions

In the world with the largest
numbers of young people In
need of foundation skills to find
decent jobs. Left unassisted,
unskilled youth either add

to the increasing number of
unemployed or are trapped
working for very low pay.



YOUTH, SKILLS AND WORK: BUILDING STRONGER FOUNDATIONS

Introduction

In many countries, the youth generation is
among the largest ever. These young people
will become an engine of growth if countries
can provide them with opportunities. But many
are not being adequately prepared for this role.
Unequal access to education locks many young
people, particularly young women from poor
households, into a life of disadvantage.

This chapter shows how discrimination in
education interacts with discrimination in labour
markets to reinforce disadvantage. As a result,
many young people are in a weak position when
they enter the world of work because they

lack foundation skills that they should acquire
through primary and lower secondary school,
including literacy and numeracy. These skills
are not only crucial in themselves but are also
needed to build other skills in demand in the
workplace, such as communication skills,
problem-solving and critical thinking.

Providing equal opportunities in schooling, while
strengthening the quality of education, is an
important first step to ensure that young people
have the range of skills needed to improve their
prospects. Yet many young people have not

had access to such opportunities. They need a
second chance in education, as well as skills
training beyond the formal school system.

A large youth population
presents challenges

Every year the number of unemployed youth
is increasing not decreasing. Many students
are coming out of school every year and this
increases the number of unemployed youth
while the job opportunities are the same.

- young man, Ethiopia’

Around one in six of the world's people are aged
between 15 and 24. They are disproportionately
concentrated in some of the poorest countries.
The 170 million young people in low income
countries represent both an opportunity and a

1. This, and all similar quotes, are taken from focus groups carried out
with young people exclusively for this Report through GlobeScan in Egypt,
India, Mexico, the United Kingdom and Viet Nam.

Introduction

challenge. As the ratio of working-age people to
dependants rises, economic growth could get a
boost. But if youth of the current generation enter
adulthood without the education and skills they
need to realize their potential, unemployment,
poverty and social dislocation could rise.

The youth population is particularly large in
sub-Saharan Africa, numbering around

163 million. Around two-thirds of Africans are
under 25, compared with less than one-third
in rich countries such as France, Japan, the
United Kingdom and the United States (Figure
3.1). Youth populations in the Arab States and
South and West Asia are also large, with one
in two under 25. Investing in the skills of these
young people could ensure that countries benefit
from the massive potential they offer.

Such investment currently remains too limited
to meet future challenges. Even countries with
declining mortality and fertility will continue to
have high proportions of young people for some
time. The youth population in sub-Saharan Africa
is expected to rise steeply for decades to come,
with more than three and half times more young
people in 2030 than in 1980 (Figure 3.2).

Many factors that are beyond young people’s
control affect their chances of finding good
work. One is whether opportunities in the labour
market change at the same rate as the size of
the youth population. Over the last ten years,
the number of 15- to 24-year-olds in the Arab
States, South and West Asia, and sub-Saharan
Africa has increased from 474 million to

566 million. By 2020 it will reach 623 million.

An additional 57 million jobs will therefore need
to be created for new entrants into the labour
market just to prevent unemployment rates from
rising above current levels.

At the same time, a larger population can
generate higher demand for goods and services,
which in turn can lead to more jobs. Whether
young people can benefit will depend to a large
extent on whether they have acquired education
and skills that match those in demand in the
workplace.

By 2020,
57 million

jobs need to
be created in
these regions

to prevent

unemployment

rising
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CHAPTER 3

Figure 3.1: In many countries, more than half the population is younger than 25
Percentage of population by age group, EFA regions and selected countries, 2010

World Sub-Saharan Africa
Arab States

South and West Asia

Central Asia

Latin America and the Caribbean

East Asia and the Pacific

Central and Eastern Europe

North America and Western Europe

Sub-Saharan Africa Uganda
Mali

Malawi

Mozambique

Ethiopia

Nigeria

Arab States Egypt
Morocco
Algeria

Tunisia

Latin America Bolivia
Mexico

Colombia

Brazil

Chile

Asia India
Viet Nam

China

Rep. of Korea

Japan

North America and Europe United States
France

United Kingdom

Source: UN Population Division (2010).

o
N
=}

40

@
S
©
S
o

Total population (%)

W AgeOto14 W Age 151024 W Age 25+

o



YOUTH, SKILLS AND WORK: BUILDING STRONGER FOUNDATIONS

Many young people lack foundation skills

Figure 3.2: The youth population in sub-Saharan Africa will continue to grow at a fast pace

Youth population (age 15 to 24) in five geographic regions, 1980 to 2030
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Note: The youth population data for 1980—2030 based on the medium fertility variant projections are converted to be normalized at 1 in 1980.

Source: UN Population Division (2010).

Many young people lack
foundation skills

If you don’t have your basic maths and
English, there's no hope for you really.
- young woman, United Kingdom

People need foundation skills to stand a chance
of getting jobs that pay decent wages and
becoming a productive force in the economy.
These skills are best acquired through formal
education. But many people enter adult life
without these skills.

A new data set prepared for this Report, drawing
on household surveys in fifty-nine countries,
shows the extent to which education systems are
failing young people and limiting their chances of
securing jobs that pay decent wages (Box 3.1).

Some young people never

make it to school

In richer countries, most of those aged 15to 19
reach upper secondary education and make the

transition to work or higher education. In

many Central Asian and Central and East
European countries, such as Armenia and
Kazakhstan, and some Latin American countries,
including Plurinational State of Bolivia, Brazil
and Colombia, the majority reach upper
secondary school. This is not yet the case for
many low income and some middle income
countries (Figure 3.3).

In thirty of the fifty-nine countries included

in the analysis, at least half of 15- to 19-year-
olds lack foundation skills. This is the case
for twenty-three of the thirty sub-Saharan
African countries in the data set. Reasons

for not achieving foundation skills vary, requiring
different policy responses. In Burkina Faso,
Mali and the Niger, around three in five young
people have never even been to school by

the time they reach age 15to 19, and so are
highly unlikely to ever have the opportunity. In
many sub-Saharan African countries, many
of those who have made it to school drop out
before completing primary school. In Rwanda,
while most have some experience of primary

In the Niger,
around three
in five aged
15-19 years
have never
been to school
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Box 3.1: Measuring foundation skills of young people

Drawing on the latest Demographic and Health
Survey and Multiple Indicator Cluster Survey data,
analysis by the UNESCO Institute of Statistics
for this Report allows for a detailed examination
of the education status of 15- to 19-year-olds to
assess whether those who should have made

it to at least lower secondary level were able

to do so (UIS, 2012a). By lower secondary level
they should have attained the crucial foundation
skills enabling them to develop more advanced
skills and helping them avoid the worst forms of
disadvantage in labour markets.

If young people are still in primary school by
age 15 to 19, their chances of completing and

Table 3.1: Current education status of 15- to 19-year-olds

continuing to secondary are slim. If they have
never been to school, or dropped out before
completing primary or lower secondary school,
they are unlikely ever to acquire foundation skills.
In Ghana, for example, in 2008 around half of
young women aged 15 to 29 who had left school
after completing six years of primary school could
not even read or write; a further 28% were only
partially literate (see Panel 1.9).

Table 3.1 explains how education status is used in
the analysis to assess whether young people have
attained foundation skills.

Level Explanation Examples

No education Never attended school In Mali and the Niger, more than 60% never attended
2 school.
%
c Dropped out (primary) Entered primary but dropped out In the Central African Republic and Mozambique, almost
2 before completing one-third dropped out before completing primary; in
2 Rwanda, 45%.
3
"3, In primary Still attending primary but older In Haiti and Liberia, over 40% are still in primary school.
£ than the official age
=
S
3 Dropped out (lower secondary) Completed primary but not lower In the Syrian Arab Republic, 44% complete primary school

secondary but stop before completing lower secondary school.

= In lower secondary Attending lower secondary but may  In Ghana, Namibia and Timor-Leste, one in three are
- be older than the official age still in lower secondary despite being officially of upper
H secondary age.
§ Dropped out (upper secondary) Completed lower secondary but not ~ One in three in Zimbabwe and one in five in Bangladesh
3 upper secondary complete lower secondary but drop out before complet-
;.;, ing upper secondary school.
2
> In upper secondary or higher In upper secondary or higher Plurinational State of Bolivia, Egypt and Ukraine have
& education more than 70% in upper secondary or higher.

schooling, almost half dropped out before the
end of the primary cycle.

In many low income countries, large numbers
are still in primary school at 15 to 19, an age by
which they should have at least completed lower
secondary education. For the 35% still in primary
school in Uganda, for example, and the 27% in
Mozambique, the chances of getting beyond this
level is limited. The proportion in Haiti is even
higher, reaching 44%. In general, those still

in primary school by this age are less likely to
complete (see Panel 1.4).

Even in countries where half of those aged 15
to 19 have completed lower secondary, such as
India, Indonesia and the Syrian Arab Republic,

there are many who have never been to school,
who dropped out before completing secondary
school, or who are still only in primary school.

The consequences of such low levels of
education are grim for the young people
concerned and for the countries in which they
live. Many youth will be consigned to poorly
paid, insecure and often risky work, and their
countries will be deprived of the kind of skills
that can drive economic growth. Ensuring
that all young people achieve at least a good
primary and lower secondary education is
vital to give countries the skilled workforce
they need to realize the demographic dividend
for development.
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Figure 3.3: Many young people are unable to acquire foundation skills
Education status of 15- to 19-year-olds, by country, latest available year
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Young people need a second

chance to acquire basic literacy

and numeracy
Currently, my education and skill level /s not
sufficient enough, but if | could go to training
in the future, | believe | could achieve them
[basic skills].

- young woman, Ethiopia

In countries where many young people have
never had the chance to go to school or have
dropped out before completing primary school,
skills development strategies need to focus first
on providing all young people with the most basic
literacy and numeracy skills through second-
chance programmes. Yet they rarely do.

The scale of the challenge of providing second
chances to all young people lacking foundation
skills is far greater than many governments
recognize. EFA Global Monitoring Report team
estimates indicate that at least 200 million

15- to 24-year-olds have not managed to
complete primary school in 123 low and
middle income countries (Box 3.2).

Although there are many innovative second-
chance programmes around the world, many

of which are provided by non-governmental
organizations [NGOs), the number of young
people they reach only scratches the surface. An
assessment of some of the largest programmes
in seven countries? indicates that they reach
around 2.1 million people (DeStefano et al.,
2007). Yet according to this Report’s estimates,
in those seven countries there are 15 million
young people who need a second chance to get
the most basic skills.

Wide inequalities leave many
lacking foundation skills

While average figures like those above are
useful, they hide wide disparities between
rich and poor, women and men, rural and
urban residents, and various ethnic, religious
and language groups. Targeted approaches
will be needed to reach those most likely to
be missing out.

2. Bangladesh, Egypt, Ghana, Guatemala, Honduras, Mali and Zambia.

Poverty prevents many young people from
achieving their potential
If I want to be someone high up | would have
to keep studying but, for economic reasons,
I can’t keep studying. | thought that | would
drop out to stop being a burden and pay for
mythings, but | can’t find a job — how am |
supposed to keep studying?
- young man, Mexico

Box 3.2: How many young people

need a second chance?

Arriving at robust estimates of the numbers that
second-chance programmes need to reach is not
easy. The EFA Global Monitoring Report team
drew on data from Demographic and Health
Surveys and Multiple Indicator Cluster Surveys
in fifty-nine low and middle income countries to
calculate the number of 15- to 24-year-olds who
have not completed primary school.

The percentage of the youth population

that has not completed primary education is
strongly correlated with the youth illiteracy
rate. Building on this relationship, the team
carried out an analysis suggesting that around
200 million youth need a second chance in
123 low and middle income countries.>This is
equivalent to around one in five young people.
Of these, 58% are female.

The challenges for some regions and countries
in providing a second-chance education for
these young people are enormous. Of those

in the 123 countries, the vast majority live

in South and West Asia (91 million) and sub-
Saharan Africa (57 million). Almost one in
three Africans have not had the opportunity
to acquire even the most basic skills. Even in
the Arab States, around one in five have not
completed primary school. Over half of young
people requiring a second chance reside in
just five countries: Bangladesh, Ethiopia, India,
Nigeria and Pakistan.

The most cost-effective way to provide basic
skills is to ensure that all children have access
to good quality primary schooling in the first
place. As long as this is still not a reality, there is
an urgent need to ensure that all young people
today have a second chance to achieve this goal.

3. Around 20 countries did not have data on which to make estimates,
including Afghanistan, Somalia, the former Sudan and the Bolivarian
Republic of Venezuela. This suggests that the estimate could, if anything,
be an underestimate.
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The contrast between rich and poor households
is stark, regardless of a given country’s overall
economic status. In Ethiopia, almost two in three
young people in the poorest households never
had a chance to go to school, compared with
around one in seven in the richest households
(Figure 3.4). Even in a richer country like
Indonesia, where most children go to school,
almost 80% of 15- to 19-year-olds from the
poorest households are not in upper secondary
school or higher education, compared with less
than 20% from the richest households.

In Egypt, one in five of the poorest do not make it
into primary school at all, while upper secondary
school is almost universal among the richest.
But even for the richest, a high level of education
does not necessarily guarantee a good job.

Many factors, including the macroeconomic and
investment climate, determine job availability.
While several factors led to the revolution in
Egyptin January 2011, a combination of high
unemployment and corruption was key among
them for educated young urban people. As well
as the sheer lack of jobs for an ever increasing
youth population, the education system was

Many young people lack foundation skills

failing to prepare them adequately for the

world of work. Rote learning dominates teaching
in poor communities, which often lack basic
resources required for effective learning (Assaad
and Barsoum, 2007). In the 2007 Trends in
International Mathematics and Science Study,
53% of Egyptian Grade 8 students failed to
achieve even the lowest international benchmark
in mathematics. Those who can afford it pay for
private tuition to compensate, but many cannot.
Meanwhile, employers complain that workers lack
the skills they need.

Gaps between rich and poor tend to widen as
children get older, often because those from
disadvantaged backgrounds increasingly need

to contribute to household income. In some
countries, including Colombia and Viet Nam,
almost all children go to primary school. But
while most young people from rich households
make it to lower secondary school, only around
two-thirds from poor households do in Viet Nam,
and around half in Colombia. The gap widens
even further at upper secondary level. In Ethiopia,

however, the gap is wider in primary than in upper

secondary, simply because so few, rich or poor,
make it to upper secondary (Figure 3.5).

In Colombia, only
around half of
young people
from poor
households

make it to lower
secondary school

Figure 3.4: Youth from wealthy households are more likely to have foundation skills
Education status of 15- to 19-year-olds by wealth in Egypt, Indonesia, Nepal and Ethiopia latest available year
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Note: The richest are the top 20% and the poorest the bottom 20% of the wealth distribution.

Source: UIS (2012a).
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Figure 3.5: Wealth gaps widen as education levels increase

Many children not in school because of
poverty are working instead. In 2008, an
estimated 115 million 5- to 17-year-olds were
in hazardous work worldwide (ILO, 2010a).
Children who work, rather than study, from an
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In Burkina Faso, Ethiopia and Mozambique, where
only around one in six are in or complete lower
secondary school, very few of the poorest, male
or female, reach this level. In these low income
countries, even among richer households decisions

Only 30% of
the poorest
young women

have to be made about who to send to school.
The decisions are most often in favour of boys.
In Burkina Faso, almost 60% of rich boys attain

early age are likely to be consigned to low paid
work throughout their lives. Ethiopia has one of
the highest rates of child labour in the world.

in Turkey attain  According to one survey, half of all children foundation skills, compared with 40% of rich girls,
foundation aged 5 to 14 were in some form of work in 2007. but only 5% of poor girls or boys (Figure 3.6).
skills The incidence of child work increases with age,
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but even around 40% of 5- to 9-year-olds were

in work. While some can combine work with
schooling, work can contribute to their performing
less well or dropping out altogether. Working as a
child has serious knock-on effects for later life in
terms of patterns of employment, unemployment
and pay levels (Guarcello et al., 2006).

Gender disparities are aggravated

by wealth disparities

In most poor countries, girls are less likely than
boys to achieve foundation skills. The interaction
between gender and wealth depends in part on
how far a country has progressed, on average, in
providing foundation skills to those aged 15to 19.

In countries that fare better on average,
including India, Morocco, Pakistan and Turkey,
the opposite is the case. Large proportions

of young people from rich households are

able to attain foundation skills, regardless

of whether they are male or female. Gender
discrimination occurs among the poorest
households. In Turkey, almost all young people
from rich households, male and female, achieve
foundation skills. The proportion of boys from
poor households who do so is 64%, compared
with only about 30% for the poorest girls.

The gender gap is not always at the expense of
girls (see goal 5 policy focus). In a smaller number
of middle income countries, such as Brazil and
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Figure 3.6: Gender gaps are often larger among the poorest

Many young people lack foundation skills

Percentage of 15- to 19-year-olds in lower secondary school, or having completed at least lower secondary, by wealth and gender, selected countries,

latest available year
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the Philippines, almost all boys and girls from rich
households attain foundation skills. But boys from
the poorest households are getting left behind.
In the Philippines, around 56% of girls acquire
foundation skills, compared with just 35% of boys.

Such variations in gender disadvantage call for
different targeted strategies. In countries such
as Burkina Faso, Ethiopia and Mozambique,

the approach needs to raise the levels for all
children. In countries such as India, Morocco,
Pakistan and Turkey, strategies need to target
young women from the poorest households,
while in Brazil and the Philippines, attention has
to be paid to poor young men.

Location affects the acquisition

of foundation skKills

Where young people live can further determine
their education opportunities, with rural/urban
or regional divisions reinforced by gender. Young
women living in rural areas are least likely to
acquire foundation skills. In Pakistan, the share
of 15- to 19-year-olds who have made it to upper
secondary is roughly twice as high in urban areas
as in rural areas. Nearly half of rural females

have never been to school, while this is true for
only 14% of urban males (Figure 3.7).

The differences in opportunities between rural
and urban areas are no doubt partly due to
poverty, but they also reflect unequal distribution
of government resources, with secondary
schools often not available in rural areas (see
Chapter 7). Within urban areas, opportunities can
also vary widely. In slums in Kenya, for example,
many children cannot go to secondary school for
the simple reason that schools are not available
(Oketch and Mutisya, 2012) (see Chapter 6).

Differences in achieving foundation skills also
vary from region to region within countries.

Even in a rapidly growing economy like India’s,
opportunities for acquiring foundation skills can be
very unequal, with some states doing much better
than others (Figure 3.8). In Kerala, almost all of
those aged 15 to 19 acquire foundation skills - boys
and girls alike. In Bihar, by contrast, only around
45% do so overall: 57% of boys and 37% of girls.
This highlights the need for more redistributive
approaches if young people are not to suffer the
effects of labour market marginalization because
of their gender and where they live.

In slums in
Kenya, children
rarely go to
secondary
school because
schools are
not available
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Figure 3.7: Youth from urban areas are more likely to acquire foundation skills
Education status of 15- to 19-year-olds by area of residence and gender in Nigeria and Pakistan, latest available year
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Source: UIS (2012a).

Figure 3.8: Gender gaps in foundation skills are wide in some states in India
Percentage of 15- to 19-year-olds in lower secondary or having completed at least lower secondary in India, selected regions, by gender, 2006
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Transferable skills:
preparing for the world
of work

Understanding how education influences
people’s futures is not straightforward. For
several decades, economists have measured the
effects of skills on work opportunities mainly by
looking at the difference in earnings between
people with different levels of education. These
studies originally analysed the apparently simple
relationship between wages, years of schooling
and years of experience, controlling for basic
demographic characteristics such as gender and
age, to estimate the rate of return to education -
the percentage increase in wages for each year
of school.

The most recent compilation of studies from
around the world suggests that not only are
returns to education high in general, but the
return to post-primary education is higher than
for primary schooling (Colclough et al., 2010).
Yet there are wide variations in these patterns
among countries.

One reason for the mixed evidence is that the
number of years of education is an imperfect
measure of what young people learn. Simply
completing primary and lower secondary
education does not necessarily mean obtaining
foundation skills. And acquiring basic literacy and
numeracy alone is not enough to get good jobs.

Information is needed on how particular skills
can lead to various outcomes. For employers,
education credentials may only be a signal about
a prospective worker’s potential or capability
rather than indicating something about actual
productivity. Employers want assurances that
young people applying for jobs have at least
strong foundation skills and can deploy their
knowledge to solve problems, take the initiative
and communicate with team members, rather
than just follow prescribed routines.

These ‘transferable skills” are not taught from

a textbook, but can be acquired through good
quality education. Yet employers often indicate
that they are lacking in new recruits to the labour
market. In Peru, socio-emotional skills were

Transferable skills: preparing for the world of work

found to be strongly in demand by employers,
especially in certain low skill occupations, and
particularly in the service sector (World Bank,
2011e). In the Philippines, employers similarly
reported strong demand but lack of supply for
attributes such as creativity, initiative, leadership
and ability to work independently (di Gropello et
al., 2010).

Such skills help young people adapt to labour
market changes, including new technologies
and the demands of a ‘green economy’. They
can also help many young people working in
the informal sector in poor countries to become
successful entrepreneurs.

There is limited evidence on how education
shapes transferable skills, such as problem-
solving, teamwork or motivation, mainly because
measuring such skills is difficult, particularly
across countries (see Panel 1.6). The limited
information available does suggest, however,
that schooling can make a difference.

Schools need to teach IT skills
The world we are living in is getting
modernized day by day, but here some of us
don’t even know how to operate computers.
- young woman, Ethiopia

New technologies are increasingly important

for the employment prospects of young people.
However, the 2009 Programme for International
Student Assessment [PISA] found that significant
numbers of 15-year-old students had low digital
literacy. For the forty-five countries surveyed,
almost one-fifth of participating students
performed below the basic level of competence
on the digital reading scale (OECD, 2011).* Large
variations between countries exist. For example,
in Colombia nearly 70% of students were identified
as lacking digital literacy skills, compared with
less than 10% in Australia and Japan.

In all the countries, the gender gap is
significantly narrower in digital literacy than
in print literacy: girls outperform boys by an

4. The measure used in PISA is for those scoring below level 2. At this
level, students can scroll and navigate across web pages, as long as
explicit directions are provided, and can locate simple pieces of informa-
tion in a short block of hypertext. Although these students have some
digital reading skills, according to PISA, they are performing below levels
that would allow them full access to educational, employment and social
opportunities in the 21st century.

Acquiring basic
literacy and
numeracy alone
is not enough to
get good jobs
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average of twenty-four score points in digital
literacy, but by an average of thirty-nine points in
print literacy (OECD, 2011).

Staying in school longer can
enhance problem-solving skills

One of the few surveys that has collected
comparative data attempting to show problem-
solving skills in addition to basic literacy and
numeracy skills® shows that, even in rich
countries, not only have some young people
failed to acquire basic literacy and numeracy
skills, but a larger proportion have not yet
succeeded in gaining problem-solving skills.

At one extreme, around half the youth surveyed
in Italy reached the lowest level of competence

in problem-solving skills, compared with around
one-third having basic literacy and numeracy
skills [Figure 3.9). In Canada, around 28%

of young people had not reached the desired level
in problem-solving skills, compared with around

Figure 3.9: In rich countries, young people struggle with problem-solving skills
Percentage of youth (age 16 to 25) at level 1in literacy, numeracy and problem-solving in seven OECD
countries, latest available year
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Note: Level 1is the lowest level of skills.
Source: OECD calculations based on 2003-2008 ALL survey data (OECD and Statistics Canada, 2011).

5. In the Adult Literacy and Life Skills (ALL) survey, ‘prose’ literacy refers
to the reading of ‘continuous text” such as newspaper and magazine

articles. Literacy is defined as understanding, evaluating, using and engag-

ing with written texts to participate in society, to achieve one’s goals and
to develop one’s knowledge and potential. Problem-solving is measured
in the survey by questions aimed at identifying the respondent’s ability to
clarify the nature of a problem and develop and apply appropriate solution
strategies (OECD and Statistics Canada, 2011).
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12% whose level of literacy was not sufficient to be
able to interpret information on a medicine bottle,
and 19% who lacked basic numeracy skills.

Staying in school longer helps ensure not only that
young people improve their literacy and numeracy
skills, but also that they acquire problem-solving
skills, as evidence from Canada illustrates (Figure
3.10). Around 30% of those leaving school before
completing upper secondary have poor numeracy
skills, compared with 13% who complete upper
secondary. Higher levels of education are even
more important for improving the ability to solve
problems: around 45% of those leaving before
completing upper secondary lack these skills,
compared with 20% who complete the cycle.

Good quality education boosts
confidence and motivation
We do not have self-confidence. We think
that unless we have some relatives in that
place ... we can never get hired. So we will be
discouraged to go there and apply.
- young man, Ethiopia

Transferable skills that are less tangible

but crucial for employability and other life
outcomes, such as self-esteem, motivation and
aspiration, are in part shaped outside the school
environment. Yet good quality education can play
a role in promoting such skills in ways that
could be particularly beneficial to students who
lack a supportive home environment. Where
socio-cultural environments result in young
women lacking self-esteem, for example,

good quality education can help enhance their
confidence. These skills can improve young
people’s readiness to learn, as well as enabling
them to meet the demands of the labour market.

Pioneering analysis in the United States by the
Nobel economics laureate James Heckman
shows that self-esteem and self-control
measured at age 14 to 21 have strong effects
on employment status, occupational choice and
wages at age 30. Moving from 25% to 75% on a
measure of these non-cognitive skills improved
wages at age 30 by about 10% for males and
more than 30% for females. The probability

of employment by age 30 increased by fifteen
percentage points for males and forty percentage
points for females (Heckman et al., 2006).
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Figure 3.10: Education can improve problem-solving skills

Percentage of youth (age 16 to 25) by skill level in prose literacy, document literacy, numeracy and problem-solving in Canada, 2003
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Evidence from a survey on school-aged children
in Ethiopia, India, Peru and Viet Nam found

that the degree of self-esteem at age 12 was
positively associated with higher levels of
schooling at age 15 in all four countries. Self-
esteem was also found to be associated both
with occupational aspirations and educational
attainment (Rolleston and James, 2012).

In Peru, a recent national skills survey measured
cognitive and socio-emotional skills in the
working-age urban population. In addition to basic
cognitive skills, the survey captured self-reported
personality traits important for labour market
outcomes. Results indicated that members of
lower socio-economic groups had significantly
lower basic cognitive and socio-emotional skills
than their counterparts from more affluent
backgrounds. This in turn has implications for
social mobility. For example, socio-emotional
skills were found to be significantly correlated
with earnings (World Bank, 2011e).

These surveys show that transferable skills
matter, but less evidence exists on how they can
be cultivated through targeted interventions.
Non-cognitive skills are conventionally viewed
as more difficult to impart than cognitive skills.
Yet studies show that they can have particular
benefits for disadvantaged young people.

In Portugal, the innovative Entrepreneurs

for Social Inclusion (Empresérios Pela
Inclusdo Social] programme has been adopted
on a large scale to raise at-risk students’
achievement by strengthening their non-
cognitive skills, including motivation, discipline,
self-esteem and confidence, which enables
them to better focus on their studies. By 2010,
15,000 students, half of them female, had
been reached in 85 schools. The programme
resulted in improved academic achievement
and hence reduced repetition rates, which fell
by at least ten percentage points. This
programme shows that non-cognitive skills
that may not be fully developed through the
home environment for certain at-risk youth
may have a major effect on how well those
youth can apply themselves to their studies
and develop their cognitive capabilities
(Martins, 2010).

New evidence from a pioneering NGO
programme in slums in India highlights

the ways that education can actively foster
attitudes, aspirations and self-esteem to help
disadvantaged young people improve their
chances in work, even in one of the most
challenging environments (Box 3.3).

Schools can
foster aspirations
and self-esteem
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In Egypt, youth
surveyed in
2009 felt their
future depended
on connections
with the
government
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Box 3.3: Building self-esteem through education: evidence from Mumbai

A long-term programme for children and
adolescents in slums in Mumbai shows that
targeted interventions can substantially improve
non-cognitive skills among children and young
people from deprived families.

Akanksha (which means aspiration in Hindi) is an
Indian NGO focusing on imparting non-cognitive
skills such as self-esteem and positive aspirations
through the use of workshops, mentoring, drama,
art, sport and story-telling. It admits primary
school pupils from deprived neighbourhoods to
an after-school programme in which children are
tutored for about three hours every day.

Using carefully selected comparison groups
to control for differences in home and school

environments, a study of the programme found
that those involved in the Akanksha initiative in
childhood and adolescence had substantially higher
non-cognitive skills as young adults. An increase in
these skills was found to be accompanied by higher
earnings and better school performance, even after
controlling for cognitive ability.

While the initiative is relatively small in scale, the
implications of these findings are important. They
suggest that where education extends beyond
teaching the basics, it can provide young people
from disadvantaged backgrounds with the broader
range of skills needed to improve their life chances.

Source: Krishnan and Krutikova (2012).

A hazardous transition

from school to work

[A good job] is one that helps me to live

honourably, not the one that would be spent on

transportation and lunch at work and that is all.
- young woman, Egypt

Many young people face a difficult transition
from school to work. The disadvantage that
youth often experience in the labour market is
reflected in both a lack of jobs and the low quality
of jobs - including insecure, low paid work.
Factors linked to disadvantage in education,
such as poverty, gender and disability, are often
also associated with disadvantage in the labour
market. This is not a coincidence - unequal skills
development, social norms and labour market
discrimination combine to lead to this outcome.

For some, particularly in rich countries, these
hazards are associated with long spells of
unemployment. Leaving young people unemployed
or underemployed for long periods not only wastes
a precious resource in the short term but also
risks damaging their long-term careers.

In countries with high rates of poverty and little
state support for the unemployed, young people
from disadvantaged backgrounds - those who
tend also to have lower levels of skills - have no
option but to take whatever work they can find,

often under undesirable conditions. A policy
focus on creating more jobs is likely to overlook
the fact that the problem for most disadvantaged
young people in these countries is not a lack of
jobs, but that they are trapped in low paid work.

A lack of skills is not the only reason many
young people cannot get work that pays a decent
wage. Stagnant economies, corrupt politics and
nepotism can also play a role, as was starkly
evident in pre-revolution Egypt. In a 2009 survey,
90% of youth complained about nepotism in

job markets and 84% felt that corruption was
growing in Egypt. Youth felt that their future
depended to a large extent on their connections
with the government (Wardany, 2012).

Despite increasing policy attention to young
people’'s working conditions, there is insufficient
data to measure the extent of skills-work
mismatches across countries. In addition, the
same indicators may not capture in full the nature
of young people’s labour market challenges in
different contexts. While youth unemployment
may be a good indicator in rich countries,
precarious jobs or very low paid employment
may be more relevant in middle and low income
countries - but are also more difficult to measure
in a systematic way. Some attempts have been
made to address these problems in recent years
in the context of the Millennium Development
Goals, but challenges remain (Box 3.4).
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Many young people face
difficulties obtaining work
You look for a job and they ask that you have a
high school diploma but you don't.
- young woman, Mexico

they would like, especially in richer countries.
Some 13% of the world’s youth were counted
as unemployed in 2011 - equivalent to 75 million
young people, almost 4 million more than before
the economic crisis took hold in 2007 (ILO, 2012a).

Unemployment figures give a first impression
of how many people who are actively looking for
jobs are not getting the work opportunities

Most young people want to work but many face
problems obtaining their first job. For some,
the difficulty is finding work that best suits their

Box 3.4: Decent and productive work for all: employment in the MDGs

The importance of work to the international
development agenda is enshrined in the first
Millennium Development Goal, which aims to
eradicate extreme poverty and hunger, and
includes as one of its three targets full and
productive employment and decent work for all.

The International Labour Organization (ILO)

has developed a definition of ‘decent work’ that
attempts to move beyond a focus on simply
getting people into jobs regardless of how good
they are. It defines decent work as ‘work that
gives people the opportunity to earn enough

for themselves and their families to escape
poverty, not just temporarily but permanently. ...
A decent job provides social security and ensures
protection by labour laws, and a voice at work
through freely chosen workers' organizations’
(Schmidt, 2007, p. 4).

Measuring progress towards this target is fraught
with technical difficulties. Unemployment rates

- the proportion of the workforce made up of
those who do not have a job but are available
and actively looking for one - are not up to the
task, despite being the staple of media headlines.
People who are not searching for a job simply
because they have no prospect of finding one
are left out of unemployment statistics in most
countries, and coverage of rural and informal
sectors is inconsistent. Moreover, the most
disadvantaged young people in developing
countries are often not the unemployed but those
with jobs that are variously low paid, part time,
insecure and with difficult working conditions.

The ILO has therefore developed four inter-
connected indicators to measure progress towards
the MDG target of decent and productive work:

B The employment to population ratio compares
the number in work with the total population.
Unlike the unemployment rate, it does not try
to distinguish those actively searching for work

from those who are not. But the indicator has
shortcomings. It is particularly low in South
Asia and the Arab States as a result of low
female participation in the labour force. A drop
in this ratio can be positive if it results from
young people staying longer in education, as
has happened in East Asia. But a drop without
a commensurate rise in school enrolment
suggests that the job market is shrinking.

m Working poverty is the proportion of employed
people who live below the poverty line.
People's work is not classed as decent if it does
not provide an income high enough to lift them
and their families out of poverty.

m Vulnerable work is defined statistically as the
proportion of workers who are self-employed
with no employees, or who work for their
families. Though not all are necessarily
vulnerable, they are less likely to have formal
work arrangements, and therefore more
likely to lack decent working conditions,
adequate social security and ‘voice' through
representation by trade unions and similar
organizations. Changes in the share of
vulnerable work are correlated with changes in
working poverty.

m Labour productivity growth - growth in gross
domestic product (GDP) per person employed,
a measure of the capacity of a country's
economic environment to create and sustain
economic opportunities.

Each of these indicators has imperfections and
ambiguities. Given these challenges, this Report
primarily uses measures that distinguish job
quantity - whether young people can find work
and how long it takes to get on the job ladder; and
job quality - whether they are in work that pays
above the poverty line.

Sources: L0 (2009a, 2010b, 2011b); Schmidt (2007); United Nations (2011b).

The first
Millennium
Development
Goal includes
a target of full
and productive
employment
and decent
work for all
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aspirations, particularly for those with higher
levels of education whose expectations have been
raised. Others are in a more desperate situation.

Young people are more likely to be out of
work than adults

While it might be expected that younger people
are more likely to be out of work than older
people as they wait to get their first step on the
ladder, in many countries the barriers to a good
job are almost insurmountable for the majority of
young people.

Worldwide, unemployment rates are about

two to three times higher for young people

than for adults, with vast disparities in some
regions and countries. In the Middle East, youth
unemployment stands at around 25%, compared
with 6% for adults. Youth unemployment is

six times as high as unemployment of older
people in Egypt, two and a half times in South
Africa, four times in Italy (Figure 3.11). In some
countries, this gap translates into sizeable
numbers of young people unemployed - almost
one in two young people in South Africa.
Moreover, these are only official unemployment
rates, hiding potentially much larger numbers
of young people who have part-time work, work
for very low pay or have opted to stay out of the
labour market altogether.

Many young people face a long wait for work
Youth unemployment rates are high

partly because the time taken to find work

has become even longer as a result of the
economic downturn. Long-term unemployment
can be particularly damaging for young people,
leaving them with little hope of earning a decent
wage throughout their lives.

In European countries, those with low
educational attainment are the most likely to
face barriers preventing them from getting their
first step on the employment ladder. In the mid-
2000s, over 40% of 15- to 29-year-olds in Greece
and Italy were unemployed even five years after
leaving education. Better-educated youth had

a quicker transition to employment: there were
large gaps in employment rates between those
who did not complete upper secondary and those
who did, with gaps persisting ten years after

leaving school (OECD, 2008). The dire economic
circumstances in these countries are likely to
accentuate the difference between those with
differing levels of education.

Young people are also waiting a long time

to obtain work in other parts of the world. In

an ILO study in eight countries,® over 40% of
the unemployed youth in each country had
been unemployed for more than one year. In
the Syrian Arab Republic, more than 70% fell
into this category. In Egypt, 25% had been
unemployed for more than two years. Most said
they were willing to take a job regardless of
whether it matched their education (Matsumoto
and Elder, 2010). A review of thirteen African
countries found that in eight of them, young
people face a wait between school and work

of more than five years; in Mozambique it was
closer to seven years (Garcia and Fares, 2008).

Some young people do not wait for work, but take
jobs deemed below their level of qualification.
The news media have focused recently on

the apparent ‘over education’ of young people
who have made it to higher levels of education.

In countries such as Australia, Belgium, Canada
and the United States, around one in five young
people are identified as being overqualified

for their work. For some, the mismatch is
temporary while they wait for a better job, but
others can remain in jobs not suited to their
qualifications for several years (Quintini, 2011).

In many regions of the world, however, the reality
is that the vast majority of young people do not
make it to the end of secondary school, and face
far more severe problems in finding work that
pays enough for them to feed themselves and
their families.

Young people with less education are most
vulnerable to unemployment

In some rich countries, the term ‘not in
employment, education or training” (NEET) is
used to describe a group of young people that
governments are particularly concerned about
helping to get back into education or into work.
Youth in this category, who may or may not be
actively seeking work, have increased risk of

6. Azerbaijan, China, Egypt, the Islamic Republic of Iran, Kosovo, Mongo-
lia, Nepal and the Syrian Arab Republic.
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A hazardous transition from school to work

Figure 3.11: Youth unemployment is more than double adult unemployment in many countries
Youth (age 15 to 24) and adult (age 25+) unemployment rates, by region and selected countries, latest available year (2006-2010)
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unemployment or lower wages later in life,
and are likely to end up with health and
psychological problems if they continue to be
unemployed for a long time. The scale of the
problem in OECD countries is large, especially
for those with lower levels of education.

There were an estimated 29 million fewer people
in the labour force globally in 2011 than before
the economic crisis hit, with young people most
affected (ILO, 2012a). Among youth in Europe,
those with lower levels of education have been
hardest hit. While the effects have been slight

in Germany, unemployment rates in Spain rose
significantly between 2007 and 2009, particularly
for those who had not completed secondary
education (Figure 3.12).

Many young women are invisible

in the labour force
Usually the work environment [as a daily
labourer] is not comfortable for females.
Usually it is men who can work at this
because a lot of labour is demanded. As a
result of this, females usually do not get
the type of job they want. And to get hired
in an office they always require paper
[qualifications] and more skills. Otherwise no
one will hire you and it will be very difficult.
And youth like us, who have dropped out
of school, can never get any papers. So we
don’t even try.

- young woman, Ethiopia

Unemployment figures hide the fact that
some young people stop looking for work
because they do not believe they will find

any. People who are neither in education or
employment nor actively seeking work are
often classified as ‘inactive’, even though their
inactivity reflects the labour market more
than their own motivation. If those who are
discouraged from participating in the labour
force are included, the unemployment rate
increases substantially - doubling in Cameroon,
for example, and rising by around one-quarter
in Jordan, Mexico and Turkey (Understanding
Children’s Work, 2012).

Women are often a majority of those classified
as ‘inactive’. Yet the way they see their life
chances depends on realistic opportunities in the

workplace. In China’s urban areas, young women
and men have very similar aspirations overall,
but in Egypt and Nepal where women’s work
opportunities are limited, young women stress
the importance of family life while young men
focus more on jobs and money (Pastore, 2012).

Young women often work long hours in
household and informal work that is less visible
to policy-makers. Analysis for this Report of
recent labour force surveys in nine countries
found that more young women than men were
classed as inactive in all nine, often significantly
so (Understanding Children’s Work, 2012).

In Jordan, 37% of females were identified as
inactive, compared with 10% of males. In Turkey,
the figures were 52% and 16%. The gender

gap was often very large among young people
who dropped out of the education system after
completing only primary school. In Jordan, over
80% of young women with only primary education
were not actively seeking employment, compared
with 20% of young men (Figure 3.13).

By excluding youth not actively seeking work,
unemployment statistics reveal nothing about
why young women are not in paid work. Is it
because of family responsibilities, cultural
pressures or discrimination in the job market?
In Dar es Salaam, the United Republic of
Tanzania, 68% of young women who were not
actively looking for a job said it was because
they did not think they would find one (Kondylis
and Manacorda, 2008). This suggests that the
reason is more likely due to discrimination than
other factors.

The unequally divided burden of domestic work
constrains women's participation in labour
markets in many cases. In Ethiopia, women
spent six times as much time as men on
household work, and roughly half as much time
as men on work for money. 43% of women were
unpaid family workers, and female employees
were predominantly temporary. Women,
particularly younger women, earned less than
men. Women were disadvantaged both by the
division of labour in the household and within
the labour market (Kolev and Robles, 2010;
Robles, 2010).

Women who are looking for work are more likely
than young men to face a long wait. In Jordan,
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Figure 3.12: Young people with low levels of education have been hit harder by the economic crisis in Europe
Unemployment rates among 16- to 35-year-olds by level of education, selected countries, 2007 and 2009
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Source: Livanos and Nufiez (2012).
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Figure 3.13: In Jordan and Turkey, many young women are not seeking work
Percentage of 15- to 24-year-olds classified as ‘inactive’ by gender and education level in Jordan and Turkey, latest available year
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two-thirds of young women are available for
work. Of these, as many as one in three are
unemployed. By contrast, of the 90% of young
men available for work, 16% were unemployed in
2007 (Understanding Children’s Work, 2012). The
increase in female education in Jordan in recent
years, to the extent that their enrolment is higher
than for males particularly in urban areas,

does not therefore appear to be translating into
improvements in their opportunities for work
(Amer, 2012). In Egypt, less than one-quarter

of 15- to 29-year old women are economically
active, one-third of the male rate. Those women
who do make it into the labour force face a
longer wait, with three-quarters still looking

for work after five years in 2006 (Assaad and
Barsoum, 2007).

These findings suggest that not only do cultural
factors keep young women out of the labour
market, but discriminatory practices also make
it more difficult for them to find work. Those
who do work can expect to receive lower pay,
although more education can make a difference,
as experience in India and Pakistan illustrates
(Box 3.5).

Young people with disabilities face
discrimination in education and work
Young people with disabilities have particular
difficulty gaining access to both education and
work. In Malawi and Swaziland, less than half
of those aged 15 to 29 with disabilities had ever
been to school, and employment rates among
15- to 29-year-olds were under 3% in Swaziland
and 28% in Malawi (Eide, 2012).

Kenya's 2008 National Survey on Persons

with Disabilities found that 3.6% of youth

aged 15 to 24 had disabilities, with visual and
physical impairments being the most reported
(1.1% each). Over 90% of those youth found
their disability to be a 'big problem” in their
lives, and in the week preceding the survey,
only 8% had worked for pay, and 14% had
worked on the family business. Over 50% had
not worked (Kenya NCADP, 2008; Kett,

2012). Very few young people in Kenya living
with disabilities study beyond primary level.
Constraints they face regarding employment
include a lack of suitable jobs, little or no
adaptation of workplaces, limited expectations
among families and employers, and a lack of
networks [Mugo et al., 2010). Not only are they

Box 3.5: In India and Pakistan, working women with more education reap benefits

In India and Pakistan, as in many developing
countries, regular wage employment is a small and
even shrinking part of the labour market. In both
countries, women are more likely than men to be
out of the labour force.

In India, 39% of women are not counted as being
in the labour force, compared with 12% of men.
For uneducated urban women the share is as
much as 70%. Many women, often those with
lower levels of education, are obliged to work in
undesirable jobs. Uneducated rural Indian women
have around a 55% chance of being unpaid family
workers, and almost a 25% chance of being in
casual work of some kind.

In Pakistan, while men have an 8% chance of
being out of the labour force, the figure for
women is 69%, and it drops only for the few
women with more than ten years of schooling.
Such women are rare in Pakistan: only 18%
reached that stage in 2007.

For those who do find work in India and Pakistan,
men earn 60% more than women, on average.
The wage gap is widest for those with low levels
of literacy and numeracy. Yet education can make
a big difference to women'’s earnings. In Pakistan,
women with a high level of literacy earned 95%
more than women with no literacy skills, whereas
the differential was only 33% among men.

From these patterns in India and Pakistan it
appears that the cultural expectation is for
women, including more educated women, to

stay in the home to care for the family. Years of
education, therefore, have a very limited effect on
labour market participation for women in general.
Yet education can have a strong effect on their
earnings, suggesting that investing in women's
education can pay dividends, provided they can
participate in the labour force and find work.

Source: Aslam et al. (2010).
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unable to find work, but only 1.8% of all
people living with disabilities in urban areas
were receiving any form of social benefit,
disability grant or other financial support
(Kenya NCADP, 2008).

Leaving school early consigns
youth to poorly paid work
An upholsterer like me will make 30 [Egyptian]
pounds per day. 15 of them will be spent on
transport and 15 on food and then | return
home with nothing in my pockets.
- young man, Ethiopia

Many young people do not have the luxury of
remaining unemployed and are obliged to take
poor quality jobs that are insecure, low paid and
often require long hours. For some, this may be
a stepping stone to more stable and fulfilling
employment. But for many, such work is a trap
that is difficult to escape.

Globally, an estimated 152 million young people,
28% of all young workers, are paid less than
US$1.25 per day, an amount that is unlikely

to lift them and their families out of poverty
(Understanding Children’s Work, 2012). In
countries such as Burkina Faso, Cambodia,
Ethiopia and Uganda, working below the poverty
line is @ much more widespread phenomenon
than not working at all (ILO, 2011b).

In low income countries, less educated young
people, who cannot afford the wait for the right
kind of job, are at greatest risk of being in low
paid work. In some middle income countries
such as Brazil, by contrast, unemployment plays
a larger role (Box 3.4).

Young people are more likely than adults to

be earning very low wages. In Ouagadougou,
Burkina Faso, about 90% of 15- to 19-year-olds
and 80% of 20- to 24-year-olds earn less than
the official minimum wage, and older adults
earn almost two and a half times as much

as young adults, on average (Nordman and
Pasquier-Doumer, 2012]). While young people
can usually expect their pay to increase as they
get older, earning less than the minimum wage
leaves them with insufficient money to meet their
daily needs.

A hazardous transition from school to work

There is a strong relationship between low
education and working poverty in many countries
(Figure 3.14). While this in part may be because
education levels tend to be low where there are
other barriers to finding work that pays well, it is
also likely that low levels of education are often
the main reason young people are in poorly paid
jobs. In Cambodia, for instance, 91% of young
people with no education work below the poverty
line, compared with less than 7% of those with
secondary education and 15% of those with
tertiary education. In Zambia, around three-
quarters of young people with primary education
or less are working below the poverty line; youth
with secondary education fare somewhat better,
while for the minority who reach higher levels of
education, poverty rates are very low.

The effects of completing secondary education
on ensuring that young people have the skills
needed to find adequately paid work vary by
location and gender. For both rural and urban
women in Nepal who have completed secondary
education, less than 30% earn above the poverty
line (Figure 3.16). By contrast, young men who

Figure 3.14: Low levels of education lead to working poverty

Over one-
quarter of all
young workers
are paid less
than US$1.25
per day

Percentage of employed young people (age 15 to 24) earning less than USS$1.25 per day, by educational

attainment, selected countries, latest available year
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Box 3.6: High unemployment in Brazil, low paid work in Cameroon

Comparing a middle income country such as
Brazil with a low income one such as Cameroon
illuminates how youth disadvantage in the world
of work can take different forms.

In Brazil, youth unemployment is a big problem.
Of the 63% of youth who participate in the labour
market, nearly one in five is unemployed. Youth
unemployment is around three times that of

adult unemployment. Female and urban youth
are particularly affected, as are those with less
education (Figure 3.15).

In Cameroon the story is quite different. Most
young people are working, including many who are
still in education. In rural areas the unemployment
rate is only around 1%, although it rises to 9%

for urban males and 14% for urban females. It is
particularly high among youth with higher levels
of education. Those who are unemployed are
generally among the better off in Cameroon. While
they face real difficulty in finding work, they can
afford to wait for what they consider acceptable
work. For survival reasons, the poor can rarely
choose to wait.

The bigger issue in Cameroon is working poverty,
as it is for many youth in low income settings.
Agriculture provides jobs for large numbers of
young people with lower levels of education, but
many are poorly paid. Two-thirds of rural youth
with no education work for less than US$1.25 per
day, with rural, uneducated young women worst
off. Even though education makes a difference,
around 40% of those with secondary education
in rural areas are in working poverty. Urban
residents do better, whether they have education
or not - one in five of those with no education are
in working poverty, compared with one in ten of
those with secondary schooling.

In Brazil, by contrast, working poverty is much
less of a problem. Very few youth with at least
secondary education work for less than US$1.25
per day. But here, too, there are around one-
third of rural youth with no more than primary
education, mostly working on farms, whose
earnings are not enough to take them out

of poverty.

Source: Understanding Children’s Work (2012).

Figure 3.15: Unemployment versus working poverty in Brazil and Cameroon
Youth (age 15 to 24) unemployment rate and youth earning less than US$1.25 per day, Brazil and Cameroon
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Figure 3.16: Young women are often confined to low paid work

Percentage of youth (age 15 to 29) working above poverty line (*US$2/day), by gender, educational attainment and area in Mongolia, Azerbaijan, Nepal, the

Islamic Republic of Iran and Eqypt, latest available year
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Source: EFA Global Monitoring Report team calculations (2012) based on School to Work Transition Survey data (ILO, 2011c).

have not even completed secondary education
are more likely to earn an adequate wage than
better educated young women - over 40% earn
above the poverty line.

A similarly wide gender gap is evident in
Azerbaijan, Egypt, the Islamic Republic of Iran
and Mongolia. The reasons are likely to differ

by country, and may in part have to do with the
fact that young women who do domestic work
at home are not paid. But given that young
women, like young men, from disadvantaged
backgrounds often need resources for their own
and their families’ survival, and that such gender
gaps are likely to persist as they get older,

the reasons behind these differences deserve
greater attention from policy-makers.

Conclusion

Pressure is mounting on governments to ensure
that young people have skills that allow them

to find good jobs. Young people could face even
more difficult times as demand grows for skills

to keep up with structural changes brought
about by urbanization, technological advances
and moves towards a green economy.

Unfortunately, large numbers of young people
are leaving school without even the foundations
necessary to avoid some of the worst forms of
disadvantage in the labour market. These young
people are unlikely to possess the skills needed
to adapt flexibly in the changing workplace.

In richer countries, those with low education,
who face unemployment early in their lives,

will have a higher risk of being out of work for
long periods, with negative effects on their
future earnings.

The problems for many young people in poor
countries are even more acute. Those lacking
foundation skills face the prospect of extremely
low pay - barely enough for their own survival,
let alone to support their families. Addressing
the deficit in foundation skills is now more
urgent than ever.

Addressing

the deficit in
foundation skills
is now more
urgent than ever
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A computer training course at
Green Hill Academy in Kampala, Uganda,
financed by Denmark’s aid agency.
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INVESTING IN SKILLS FOR PROSPERITY

Introduction

When the youth is affected, so is the country.
When the life of the youth is improved, so is
the country's status. They go hand in hand.
If one person opens a business, that person
gives a job opportunity to a lot of people. So,
if there are 10 business owners and they hire
100 people each, that would have a big positive
effect on unemployment.

- young man, Ethiopia

The key role of skills in fostering prosperity is
evident worldwide: countries that have invested
wisely in skills training have made considerable
progress in equitable development. Such
investment could also help to protect countries
from the impact of economic downturns and Lift
large numbers of people out of poverty.

While countries require a skilled workforce to
thrive, skills do not automatically lead to jobs
and growth. Skills development needs to be
part of a comprehensive, integrated strategy for
growth that improves the lives of all. But there
should be no question of whether creating jobs
or developing skills comes first; both need to be
pursued in a coherent, integrated manner.

Many countries are still drawing up national
development plans that pay insufficient
attention to the vital role of skills. Planning and
provision of skills are often fragmentary, poorly
coordinated and inadequately aligned with labour
market demands and national development
priorities. These failures contribute to a serious
neglect of the need to improve the skills of
disadvantaged youth, which is reflected in a
general lack of attention to developing skills

in the informal sector and a failure to include
marginalized youth in the planning process.

Governments are the most important funders of
skills development programmes. Their support
can be most effective when complemented by
funding from the private sector and aid donors.
It is vital for governments and donors to ensure
that all young people achieve foundation skills
first and foremost, ideally by focusing on good
quality education until lower secondary level and
providing a second chance for those who have
already missed out. The private sector can play
a further role in supporting work-based learning
beyond the classroom.

Introduction

Skills development is vital
to reduce poverty and
promote growth

Although I haven't completed my education
I need a chance. We want to work and give
something good to the country.

- young woman, Egypt

To a large degree, young people’s ability to

find good jobs depends on the growth of the
economy and the distribution of wealth. But
without the right skills, young people are much
less likely to obtain work that pays them enough
to live and support their families. The rate of
economic growth, and the way the benefits of
growth are shared, is intimately connected with
skills development.

Rather than economic growth, the current reality
for many countries is economic slowdown. In this
context, youth unemployment has increasingly
become a global and national policy priority, a fact
that has sometimes focused attention on the need
to develop young people’s skills (Box 4.1).

The crucial next step is to put effective skills
development policies in motion that give a
central place to the needs of the disadvantaged.
The interaction between education, skills and
growth is not straightforward, not least because
it can operate in both directions: a better skilled
workforce can contribute to a country’s growth,
while growing economies can invest more in
education and training. Even so, the evidence is
clear that investing in skills pays dividends.

New analysis carried out for this Report

looks at the relationship between learning
outcomes and growth in forty-six of the

world’s poorest countries. Two-thirds of all
out-of-school children live in these countries,
where the average annual income is only

about US$500. If an additional 75% of 15-year-
olds reached the lowest benchmark on the
OECD’s Programme for International Student
Assessment [PISA] test score for mathematics
at the end of a ten-year period, long-run
economic growth would receive a major boost,
increasing above the baseline trend by 2.1
percentage points. In addition, 104 million more
people living on less than US$1.25 per day would
be lifted out of extreme poverty.

Investing in
skills pays
dividends
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Box 4.1: Prioritizing skills development as a response to youth unemployment

In the light of the economic downturn, combating
youth unemployment has taken on added urgency
in debates over global and country strategies,
and the need for skills development has been
part of the focus. It does not always receive the
attention it merits, however. While the Group of
20 has focused over the past two years on youth
joblessness, for example, it has not sufficiently
acknowledged the extent to which skills
development can contribute to helping young
people find good jobs.

Among multilateral agencies, the Organisation
for Economic Co-operation and Development
(OECD) recently released a skills development
strategy recognizing that the global economic
downturn and high rates of youth unemployment
have added urgency to the need to foster

better skills. The strategy promotes lifelong
development of skills as the most promising
solution to the challenges of unemployment

and inequality. The World Bank's 2013 World
Development Report aims to explain and analyse
the connections between jobs and dimensions

of economic and social development, while
identifying policies for the creation of good jobs.
The multi-agency African Economic Outlook 2012
recognizes the importance of education and
appropriate skills in mitigating unemployment
and vulnerable employment.

The International Labour Organization goes
further than most in focusing on disadvantaged
youth. Its 2012 World of Work Report examines
the labour market implications of the economic
downturn, observing that imbalances are
becoming more structural, particularly in
advanced economies, where youth and the
long-term unemployed are at risk of exclusion
from the labour market. The report states that
this has huge economic costs in terms of loss
of skills and motivation, requiring an emphasis
on skills training through active labour market
programmes - with a focus on youth, for whom
skills erosion is a particular challenge.

UNESCO's Third International Congress on
Technical and Vocational Education and Training
in Shanghai, China, in May 2012 defined a

seven-point action plan and proposed
recommendations relevant to tackling the

skills development needs of disadvantaged

youth, including targeted funding schemes.
Recommendations included adopting innovative
measures to improve the quality and inclusiveness
of technical and vocational education and
training, targeting disadvantaged groups including
learners with disabilities, marginalized and rural
populations, migrants and those in situations
affected by conflict and disaster; and promoting
equal access of females and males to technical
and vocational education and training
programmes, particularly in fields where there

is strong labour market demand.

Some governments have also recently
highlighted in policy proposals and political
statements the need for enhanced investment

in education and training. In February 2011,
President Jacob Zuma announced a ‘year of

job creation’ for South Africa, focusing on
infrastructure development, agriculture, extractive
industries, manufacturing, tourism and the ‘green
economy’. The country's Industrial Development
Corporation agreed to provide finance to support
these key sectors, which promised to create
around 20,000 jobs directly, as well as 8,100 jobs
in the informal sector.

The electoral programme on which Francois
Hollande was elected as France's new president in
May 2012 includes a focus on supporting weaker
students, with the goal of halving within five years
the number of young people leaving the formal
education system without any qualifications. He
further promised a strengthening of the technical
and vocational education and training track

and the opening of training opportunities, for
example through apprenticeships or civic service,
to all out-of-school youth aged 16 to 18. This is
intended to be part of broader efforts to target
the funding of vocational training at those with
the lowest education and training levels and at
the unemployed.

Sources: Hollande (2012); ILO (2012b, 2012¢); OECD (2012a); OECD
Development Centre (2012); SouthAfrica.info (2011); UNESCO (2012a);
World Bank (2011f).
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Figure 4.1: The Republic of Korea's investment in skills development has contributed to
its impressive economic growth
Economic and education growth in five countries with similar incomes in 1970

The investment in education would pay off
handsomely: for every US$1 spent on education,
between US$10 and US$15 would be generated

through the economic growth premium over a
working lifetime of eighteen to twenty-two years
(Hanushek and Woessmann, 2011).

Making sure that education contributes to economic
growth is not just about increasing enrolment, but
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A. Economic growth
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1970: Colombia, the Democratic Republic of the
Congo, Ghana, the Republic of Korea and Tunisia.
In the early 1970s the gross enrolment ratio for
secondary education was around or below

40% in all of them. By 2010, however, they had
reached very different positions (Figure 4.1).

Uniquely among these countries, the Republic
of Korea rapidly expanded its education system
early on, reaching a gross secondary education
enrolment ratio of 70% by the 1980s and nearly
universal secondary schooling by the late 1990s.
Colombia and Tunisia started from a lower base
and are only now catching up with the Republic
of Korea. Forty years on, the Republic of Korea
has a per capita income level more than

one hundred and fifty-eight times that of the
Democratic Republic of the Congo, forty-six
times that of Ghana, five times that of Colombia
and six times that of Tunisia.

Several factors have affected growth and education
trajectories in each of these countries. But it is clear
that the key to the Republic of Korea's success has
been its linking of skills development with broader
strategies aimed at stimulating the economy. To
understand how skills development has made
such a difference for the Republic of Korea, it helps
to examine trends in the other four countries.

At one extreme, the Democratic Republic of the
Congo has been held back by ongoing conflict.
But the country’s economic and social progress
has also been hindered by poor organization and
meagre funding of education, as well as severe
regional inequality. In North Kivu province,

one of the regions worst affected by conflict,
61% of 15- to 19-year-olds did not make it to
lower secondary school in 2010, while 10% in
the capital, Kinshasa, were unable to reach
secondary school (UIS, 2012a).
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Sources: UIS database and World Bank (2012c).
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Colombia, for its part, has been one of the
faster growing economies in Latin America.
But its growth has been volatile, affected by
recessions and stagnation as well as conflict
and violence, and the poorest part of the
population has not enjoyed much of this growth.
As in other countries in Latin America, unequal
access to good quality education is one of the
main factors behind inequality, along with
segmented labour markets and ethnic and
gender discrimination (Lustig et al., 2011). In
2010, around one-quarter of young people from
the poorest quintile had not completed primary
or lower secondary school, compared with
almost 100% of the richest (UIS, 2012a).

Tunisia has fared better in terms of economic
growth and education expansion. Education

has been a high policy priority, receiving 6.6%

of GDP in 2010. The higher education system
produces graduates in massive numbers; in
2008, 57% of new entrants to the labour market
had a university degree. Although primary and
lower secondary enrolment has been almost
universal for some time, substantial numbers

of children still do not finish upper secondary.
With an economy that continues to be dominated
by low skill industries such as textiles, clothing
and agro-industry, Tunisia has problems at both
ends of the spectrum: finding decent-paying
work for young people with little education, and
diversifying the economy into high skill industries
that provide the kind of jobs university graduates
expect (Diop, 2010).

Comparing Ghana and the Republic of Korea
brings the effects of skills policies into particularly
stark perspective. While the Republic of Korea

Is now a high income country and member of

the OECD, Ghana, like many other countries in
sub-Saharan Africa, has struggled to become a
significant player in the global economy (Box 4.2).

After decades of low or no growth, Ghana and
other sub-Saharan African countries enjoyed
relatively strong growth in the 2000s. Over a third
of countries in the region have achieved growth
rates of at least 6% (World Bank, 2012a). Some
hope to achieve middle income status in the first
half of the twenty-first century.

Experience from the Republic of Korea and
the other East Asian 'tigers’ suggests that

sustained growth in sub-Saharan Africa
depends on sound economic policies
coordinated with government investment in
education and training that meets the needs

of the labour market. However, many African
countries remain reliant on exports of oil or
minerals, or specialize in exporting one or

two agricultural products, and much of their
growth has resulted from high global demand
for these commodities. Between 1995 and 2008,
73% of Africa’s export growth came from mining,
leaving countries vulnerable to price changes
(World Economic Forum et al., 2011). If the
growth surge is to be sustained or accelerated,
African countries need to diversify their
economies and move up the technological
ladder (World Bank, 2011a). For this to take
place, all young people need foundation skills,
as well as transferable and technical skills
that enable them to adapt flexibly to new

areas of work.

African countries may be tempted to try to
emulate emerging economies such as India

by spurning manufacturing growth in favour of
high skilled, high value added service industries
such as information and communication
technology (ICT). This strategy could lead to
rapid growth, but there is a risk of leaving a
large swathe of the population behind. In
Rwanda, for instance, the government has
ambitious goals to reduce poverty by improving
education and building a knowledge economy,
with an emphasis on ICT. While this is laudable
as a medium-term goal, it is not clear that ICT
and other services, which tend not to create as
many jobs as other types of industry, can help
children of poor parents escape from poverty
in a country where 90% of the population is
engaged in agricultural production and the
secondary gross enrolment ratio is only 36%
(Education Development Center, 2009).

Countries have difficult choices to make

about what types of development to prioritize.
Concentrating public resources on privileged
groups that are already highly skilled is unlikely
to deliver prosperity equally. What is needed is a
concentrated effort to upgrade the skills of the
whole population and a focus on industries that
can provide better job opportunities for most
young people once they have these skills.
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Box 4.2: Skills and growth - comparing Ghana and the Republic of Korea

After the Republic of Korea became independent
in 1945, it began an early push to ensure that its
education and growth were inclusive. It reached
universal primary education in the 1960s, then
rapidly extended access for all children to lower
secondary school. This expansion was achieved in
a country where 30% were aged below 25 years
in 1980.

A planned rapid rise in labour-intensive, export-
oriented industries led to growing demand for
foundation skills. In addition, the government
extended vocational and technical secondary
education to develop skills for industries whose
growth it planned to encourage, including
technology-intensive heavy and chemical
industries. At the same time, the government
provided incentives to small and medium-sized
enterprises to upgrade the skills of their workforce
as the economy became more sophisticated and
technology-driven.

The Republic of Korea's approach has been similar
to that of the other East Asian ‘'tiger’ economies
(including Hong Kong, Singapore and Taiwan).
First, the state developed trade and industrial
policies directing the economy towards higher
value added industries such as electronics.
Second, it deployed a range of mechanisms to
develop the necessary skills in advance, with
flexibility between technical and vocational and
general education, and learning from mistakes.
Third, education and training policies were

linked to the formation of economic policies.
Finally, attention was paid to sequencing: the
development of education and training is linked

to the stage of economic growth. Throughout

all stages, attempts have been made to strike

a balance between labour intensive, lower skill
industries that provide jobs for many, and more
knowledge intensive industries that require higher
levels of skills.

Given how extensively and rapidly skills needed
to be transformed as East Asian economies
moved from the early stages of industrialization
to higher value added goods and services, it is
doubtful that market forces could have done the
job. The state played a key role in matching skills
supply to demand.

Although Ghana had a similar starting point to
the Republic of Korea in the early 1970s, it has
lagged far behind since then. The Republic of

Korea began to expand its secondary system
rapidly in the 1970s, but in Ghana the secondary
education gross enrolment ratio stagnated at
around 40% for another thirty years.

Ghana's lack of progress in education was partly
the result of economic problems. But it was also
because of insufficient investment in education
or linking of economic planning with skills
development policies. In the early 1980s, Ghana's
spending on education was less than 2% of GDP
per capita, compared with around 4% in the
Republic of Korea at the time.

Even though Ghana embarked on education
reforms from 1987, the quality of education and

its relevance to the labour market have remained
poor. Technical and vocational education has not
been well enough linked with the economy. And
although access to education has expanded, by
2008 almost one-third of 15- to 19-year-olds were
still not making it through lower secondary school,
with some not even completing primary school.

Since the 1990s, Ghana's economy has started
to grow faster. By 2010, it had achieved a growth
rate of 7.7%, and it acquired lower middle income
status in 2011. Some workers have moved from
agriculture into the urban informal economy
where they can earn more, even if they still lack
the security or benefits associated with the
formal sector. Most employment is now in small
enterprises that pay low wages. But unlike in
the Republic of Korea, these companies have
only recently begun to benefit from government
support to foster skills development.

There are many reasons why Ghana's economic
success has not matched that of the East Asian
‘miracle’ economies since the 1960s. But the
short-sightedness of economic reforms that
failed to invest in skills for the future economy
must take some share of the blame. The kind

of rapid industrial development that can turn

a country like the Republic of Korea from a
poor one to a wealthy one in the space of thirty
years cannot happen without widespread basic
education and well-coordinated systems for
providing skills, including to workers in small and
medium-sized enterprises.

Sources: Addae-Mensah et al. (1973); Akyeampong (2010); Ashton et al.
(1999; 2002); Lee (2006); Nsowah-Nuamah et al. (2012); Sang-Duk (2010);
UIS (2012a); World Bank (2011c).

The Republic
of Korea
matched skills
supply to
demand to
become
wealthy in

30 years
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Many governments neglect
skills and the disadvantaged
lose out most

The major problem of the youth is
unemployment. They cannot get jobs because
they did not complete school and move to the
next level of education to help them get skills
for employment.

- young woman, Ethiopia

Despite the economic benefits it can bring, skills
development has often been neglected in national
plans. Even where its importance is recognized,
skills development is frequently given low
priority, with no clear line of responsibility for
action, poor coordination among agencies and
providers, and limited attention to the needs of
disadvantaged young people.

Skills development requires much
better national coordination
Responsibility for skills development planning

is generally divided among several ministries or
government agencies, so there is a danger that
those who need skills training the most are likely
to fall through the cracks.

Although education ministries are the core
institutions responsible for formal education
and accreditation, ministries of labour and
youth are also likely to focus on skills to
improve young people’s job chances, particularly
outside the formal system. Some countries
have specific ministries with responsibilities
for technical and vocational education and
training. In Uruguay, for example, outside
the formal primary and secondary school
system there are at least eight major public
and semi-public providers of training
programmes (UIS, 2012b).

As a result, many countries have several
different skills development policies.
Responsibility for defining and addressing
skills development requirements is often
unclear, and the needs of disadvantaged youth
are often overlooked.

There are notable exceptions. In Bangladesh,
where as many as twenty-two ministries and

agencies are involved in skills development, a
National Skills Development Council was set up
in 2008 to bring them all under the leadership

of the prime minister. The council includes
representatives of government, employers,
workers, civil society and industry, and is
responsible for approving and implementing all
governance, regulatory and legislative provisions
(Engel, 2012).

A study commissioned for this Report
examined the objectives and prioritization of
skills development in national development
strategies and relevant sector policies in forty-
six countries with large youth populations,
most of them low and lower middle income
countries. Just over half of the countries

had, or were developing, some form of policy
document focusing on skills development -
either a technical and vocational education
and training strategy or a broader skills
development strategy. These were frequently
vague, however. The split in responsibility among
various government agencies is often reflected
in national development strategies that address
skills development only in relation to broad
objectives, with little outlining of sequenced
reforms and targets. Objectives tend to be
dispersed among several pillars (for example,
growth and competitiveness, social and basic
services), while skills development is rarely
specifically addressed as a cross-cutting issue
(Engel, 2012).

Among the forty-six countries, South Africa has
one of the most comprehensive sets of policies
and programmes addressing youth skills
development. At least eight policies present
priorities for skills development. They include
the National Development Plan, the Accelerated
and Shared Growth Initiative, the New Growth
Path, the National Skills Development Strategy,
the National Youth policy, and strategic plans
for the Departments of Labour, Basic Education,
and Higher Education and Training (South Africa
Government, 2007, 2009a, 2009b, 2010a, 2010b,
2011a, 2011b).

The institutional complexity makes it vital for
policies to be well aligned and the needs of the
disadvantaged clearly integrated. South Africa
has made progress in this regard through its
2010 Human Resource Development Strategy.
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The strategy is explicitly based on education
and training frameworks, each of which broadly
addresses the needs of the disadvantaged, such
as rural unemployed youth or women. Many
departments and entities have clearly defined
roles in relation to the strategy, with indicators
and activities related to each line department
or subsystem coordinated via governmental
forums - including a Human Resources
Development Council - to ensure that planning
is integrated and targets are reached (South
Africa Government, 2009a).

Around 60% of the countries reviewed had
some form of measurable target or objective
regarding skills development - an indication

of the extent of the priority given to skills
development in national strategies and sector
policies. India is committed to increase training
opportunities from 2.5 million to 10 million over
the course of its eleventh five-year plan (2007~
2012) and Ethiopia’s fourth Education Sector
Development Plan (2010/11-2014/15) aims to
increase enrolment in technical and vocational
education and training by 40% by 2014/15.

Even fewer countries explicitly link targets

to increased expenditure on skills training.
Exceptions include Malawi and Senegal, which
have targets to increase the share of technical
and vocational expenditure in the education
budget, while in Pakistan there are targets for
local governments to allocate a minimum of 4%
of education budgets for literacy and non-formal
basic education (Engel, 2012).

Skills strategies need to cover the
full range of providers

Just as there are numerous government
agencies engaged in developing skills plans, a
large number of providers need to be covered in
these plans. The diversity is particularly broad
among programmes that aim to reach the
disadvantaged, which need to adopt innovative,
flexible approaches.

Governments and the private sector are the
most prominent providers of formal general
and vocational education. While some private
providers are registered and follow official
curricula, a large number operate informally,
are unregistered and provide short courses
with no guarantee of teaching standards.

These institutions depend entirely on fees, and
thus are not accessible to the poorest (Adams
et al., forthcoming].

Beyond the formal system, second-chance
programmes and work-based training draw on
a range of providers in addition to government,
including non-governmental organizations
(NGOs) and industry. International NGOs,
along with national and community-based
organizations, are important providers

of second-chance training, mostly for
disadvantaged youth, including in slums and
remote rural areas where skills deficits are
often greatest. Some, such as BRAC, provide
other support services for small businesses,
including microcredit (see Chapter 7). The
ability of non-government providers to offer
regular, continuous training over long periods
can be constrained because their financial base
is often limited and insecure (Adams, 2008;
Adams et al., forthcoming).

In many poor countries, disadvantaged young
people predominantly receive skills training
through traditional apprenticeships in small
enterprises (see Chapter 6). But some
businesses are too small and fragile to invest
in structured training (Adams et al.,
forthcoming]. The institutional framework for
skills development in many countries cannot
cope with the diversity of providers. As a result,
the wide array of skills programmes is not
adequately aligned with labour market demands
or national development priorities.

In Jordan, for example, many NGOs providing
skills training outside the formal system, notably
to disadvantaged young people, fall under the
jurisdiction of the Employment Technical and
Vocational Education and Training Council.

But NGOs are generally overseen by a number
of agencies and ministries, including the

Higher Council for Youth and four ministries
responsible for registering NGOs. And while

the Higher Council for Youth is responsible

for implementing the National Youth Policy, in
which skills development figures prominently, it
is deemed to lack capacity for the task (Gorak-
Sosnowska, 2009).

India’s five-
year plan aims
to increase
training
opportunities
from 2.5 million
to 10 million
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Disadvantaged youth suffer the most
There is a lack of education so we don't get
Jjobs and can’t improve our life. There is no
growth for us.

-young man, India

Even where national strategies do refer to
skills development, the overarching objective is
commonly to improve productivity and growth,
rather than the employment conditions of

the poor. Very few of the forty-six countries
have specific strategies to meet the needs of

Box 4.3: Ethiopia aims for growth through comprehensive skills planning

With the aim of becoming a middle income country
by 2025, Ethiopia has developed ambitious
strategies for boosting growth and reducing
poverty, which include enhanced investment in
education and training.

Over the past five years Ethiopia has achieved high
rates of growth, averaging over 10% annually. Yet
it remains one of the world's poorest countries.
Around 85% of the population is rural and
agriculture provides about 80% of employment.
The formal private sector is small. Aside from
state-owned enterprises, very small companies
with limited productivity predominate. They
cannot absorb a growing labour force, so urban
unemployment is high.

In education, too, there has been rapid progress
but significant challenges remain. According to
official figures, the primary net enrolment ratio
rose from 36% in 1999 - then one of the world's
lowest levels - to 81% in 2010. Gross enrolment in
secondary school rose from 13% in 1999 to 36%
in 2010. Enrolment in technical and vocational
training also expanded rapidly over the decade,
from an estimated 106,336 in 2003/04 to 717,603
in 2009/10, according to government data.

Despite these gains, 81% of 15- to 19-year-old men
and 92% of young women lack foundation skills in
rural areas, where only 20% of secondary schools
are situated.

Recognizing the need to address these
challenges, Ethiopia's 2010/11-2014/15 Growth

and Transformation Plan gives skills development
high priority. Although smallholder agriculture

is projected to continue to be the predominant,

if declining, source of economic activity, there is
substantial emphasis within the plan on increasing

vulnerable groups, which are rarely explicitly
addressed in detail in separate youth,
employment and skills development policies.
Ethiopia is a notable exception, having adopted

a more comprehensive national and sectoral
education strategy aimed at tackling disadvantage
as well as achieving growth (Box 4.3).

While many skills strategies emphasize the
importance of equity, particularly gender
equality, as an objective in broader discussions
of access to skills development, training and

productivity of micro and small enterprises
primarily within urban areas, acknowledging
their considerable potential to create jobs and
reduce poverty.

For Ethiopia to achieve its ambitious objectives,
including annual GDP growth rates in excess of 11%,
a substantial proportion of growth will have to come
from increases in productivity, requiring greater

use of technology and a more skilled labour force.
To meet that need, a five-year Education Sector
Development Plan, running in conjunction with the
Growth and Transformation Plan, aims to achieve
universal secondary schooling by 2020.

The education plan aims to provide technical

and vocational skills to create a competent and
adaptable workforce in agriculture and industry.

To assure balanced growth across rural and urban
areas, the plan includes a doubling of the number
of institutions providing technical and vocational
skills in rural areas. Special focus is also given to
adult literacy, alternative basic education for out-of-
school and disadvantaged children, and expanded
education in rural areas, along with preferential
access for students from disadvantaged regions.
Technical and vocational training is intended to
better meet demand and support strategic sectors,
with enterprises participating in most training.

Ethiopia's plans for education expansion and
growth are ambitious. Its remarkable achievements
in expanding primary education in a short time and
its recent impressive economic growth give reason
to hope that the government’s commitments can
be translated into action, provided appropriate
investment is made to support its plans.

Sources: Brixiova and Asaminew (2010); Engel (2012); Ethiopia Ministry of
Education (2005, 2008); Ethiopia MoFED (2010); UIS (2012a).
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Many governments neglect skills and the disadvantaged lose out most

employability, few countries set explicit targets.
Exceptions include Bangladesh and Ethiopia.
Bangladesh aims to increase female enrolment
in technical and vocational education by 60%

by 2020, and Ethiopia expects a 50% share of
female enrolment in technical and vocational
programmes by 2014/15 (Engel, 2012; Ethiopia
MoFED, 2010). India and Malawi have introduced
affirmative action programmes aimed at
increasing the share of women in training, but
in the absence of other strategies addressing
the multiple challenges young women face in
gaining access to training, they may not achieve
the desired outcomes (Engel, 2012).

Even fewer countries include strategies to help
marginalized young people overcome barriers to
skills training. Bangladesh is again an exception,
having instituted a skills development strategy
that strongly targets marginalized groups.
Closely linked with other policies, including the
second National Strategy for Accelerated Poverty
Reduction, it emphasizes varied types of training
needs and recognizes the importance of linking
microfinance and skills development for those

in rural communities (Bangladesh Planning
Commission, 2008).

Only around a quarter of the countries reviewed
explicitly acknowledge the need to provide
better access to education or training for youth
who have dropped out of primary school. Nepal
has formulated a non-formal education policy
outlining objectives to provide alternative basic
and vocational education to school dropouts.
Under Malawi’'s National Education Sector Plan,
90% of out-of-school youth are expected to
have access to education and training by 2017.
The plan includes a goal of more than tripling
the number of facilitators offering second-
chance education, from 700 to 2,380. The plan
is laudable in allocating a government budget
for this purpose, even though it is likely to be
too limited to reach all youth needing a second
chance; the aim is to ensure that at least 2% of
the education budget is spent on out-of-school
youth by 2017 (Engel, 2012).

In the majority of the countries, skills
development policies focus on expanding the
scope and quality of formal technical and
vocational education and training - including
enhancing the role of the private sector - often

with the explicit aim of addressing the mismatch
between supply and demand in the labour
market. Yet such measures do not reach the vast
majority of disadvantaged young people, who do
not get a chance to benefit from upper secondary
school - whether general or technical and
vocational - let alone from higher education.

Skills development strategies often
overlook the informal sector

Most government policies, particularly
overarching national development strategies,
largely view skills development in relation to the
demands of formal sector employment. Although
many policies encourage entrepreneurial and
management skills to promote self-employment,
it is not always clear whether such objectives

are explicitly targeted at the informal sector, so
they may not reach disadvantaged young people.
Even where they do, they often do not extend
sufficiently to the large numbers of disadvantaged
young people in low and middle income countries
who lack foundation skills, as Sierra Leone’s
youth employment strategy shows (Box 4.4).

Of the forty-six countries reviewed for this Report,
fewer than half addressed skills development
among youth in the informal sector, and very
few had detailed policies in this regard (Engel,
2012). South Africa’s National Skills Development
Strategy is a notable exception. It aimed to
transform its vocational education and training
system to provide youth with jobs in the informal
labour market. Financed almost exclusively by a
vocational education levy paid by enterprises, it
has been able to train more than 320,000 youth
for employment in the informal sector. About
66% were able to find work in informal public
work infrastructure programmes in rural areas.
Information about informal sector job opportunities
was provided by job centres under the Ministry of
Labour (Heitmann and Schréter, 2009).

Only one
country in four
acknowledges
the need for
second-chance
programmes

Ghana’s medium-term national development
strategy, the Ghana Shared Growth and
Development Agenda 2010-2013, is an example
of a plan that extends to the informal sector. It
outlines objectives for expanding technical and
vocational education and training to promote
productivity, employment creation and improved
working conditions in the formal and informal
sectors. These objectives are complemented by
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Box 4.4: Sierra Leone's youth employment strategy needs to reach all those

lacking foundation skills

Improving young people's chances of acquiring
skills and obtaining jobs has become a policy
priority in Sierra Leone, which recently emerged
from a civil war that was in part fuelled by the large
number of young people with limited education and
work opportunities. Its youth employment strategy
for 2009-2011, the government's most concerted
effort to date to address youth unemployment,
aimed to help 300,000 young people find jobs.

The strateqgy is intended to provide a range of
skills development opportunities linked to jobs in
the informal and formal sectors. Since few young
people get their first jobs in the formal sector (less
than 1% of those under age 19, 3% of those aged
20 to 24, and 8% of 25- to 35-year-olds hold formal
sector jobs), the strategy focuses on linking training
to business and entrepreneurial development.

Over the last three years, with assistance from
donor agencies, the government has supported
40 projects reaching 20,000 youth. About 5,600
young people have also been trained for two to
three months in establishing and managing private

sector enterprises. Others have received training
for six months to one year in skills relevant to the
wider labour market through apprenticeship and
job training. Of these youth, 75% are in some form
of paid employment (including self-employment),
22% are in apprenticeship programmes with
artisans and 2% have a micro franchise business.

These programmes have made some progress

in providing skills and facilitating employment,
but they are still a long way from reaching the
strategy’s target of 300,000, let alone the one
in four young men and one in five young

women who are neither working nor in school.
Given that 57% of 15- to 19-year-olds drop out
before completing lower secondary school, the
government needs to go much further in providing
second-chance programmes in conjunction with
other job-related skills programmes that would
put many more young people in a better position
to obtain gainful employment.

Sources: Engel (2012); Peeters et al. (2009); UIS (2012a); United Nations et
al. (2010).

the National Technical and Vocational
Education and Training Policy Framework,
which proposes a large-scale intervention to
improve productivity in the informal sector.

It includes an ambitious plan to provide
competency-based training and assessment for
the traditional apprenticeship system, and to
facilitate the formation of trade associations as
a means of delivering training (Engel, 2012).

Zambia’s sixth National Development Plan,

in contrast, contains no reference to skills
development in the informal sector (Zambia
MoFNP, 2011, and a historical emphasis on
training for formal sector employment has
effectively excluded many young people from
poor backgrounds (Johanson and Adams, 2004).

Disadvantaged youth should
participate in planning

Young people are rarely able to contribute to
policy-making, but it is important for their voices
to be heard. Those aged 15 to 24 constitute
around a sixth of the global population, and often
form the most dynamic section of society, as well

as its most vulnerable and most powerless. They
have a deeper understanding than policy-makers
do of the realities of their own lives, including
the experience of education and training and the
challenge of finding a good job.

Few planning processes include the voices

of youth, however, even though their right to
contribute is supported by a number of United
Nations General Assembly resolutions.! Where
their views are sought, structures facilitating
their input into policy-making include youth

and school councils, youth forums and youth
parliaments, as well as one-off activities such

as youth hearings and workshops. Even where
youth participate, the voices of the disadvantaged
are unlikely to be heard. Youth consultations
tend to be dominated by educated and privileged
urban youth, while the voices of the poor majority
[both urban and rural) are rarely included (te
Lintelo, 2011).

1. These include the World Programme of Action for Youth to the Year
2000 and Beyond (A/RES/50/81), UN General Assembly Resolution
A/RES/57/165, the Commission for Social Development Resolution
2006/15 on Youth Employment and UN General Assembly Resolutions
A/RES/60/2 (2005) and A/RES/58/133 (2003) on Policies and Programmes
involving Youth (Youth Employment Network, 2009).
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Fairly successful examples of youth
participation in policy-making can be found in
Brazil and Sri Lanka. Brazil's National Youth
Council is an advisory body, two-thirds of
whose members come from youth civil society
groups. Working in partnership with the National
Youth Secretariat to formulate and implement
a national youth policy, the council has been
involved in establishing a "special commission
for youth public policies” within the Brazilian
Congress, underscoring the strong national
focus on youth. The council has coordinated a
national discussion leading to the development
of a youth statute and a national youth plan

to help ensure that the rights of youth are
emphasized in future legislation.

In Sri Lanka, a National Youth Employment Task
Force was created to develop and implement
the National Action Plan on Youth Employment.
Both the Sri Lankan Youth Parliament and the
Secretary General of the Junior Chamber of

Sri Lanka played a key role on the task force

in managing the consultation process for the
action plan. Youth of different social and ethnic
backgrounds - rural, urban and conflict-affected
- contributed to the process. Following the
consultations, concrete inputs and amendments
based on youth feedback were incorporated

in the draft National Action Plan (Youth
Employment Network, 2009).

South Sudan provides a notable recent

example of inviting young people to contribute to
education planning processes. Emerging from
decades of conflict, the country has a young
population, with 68% under 30. Many youth have
missed education opportunities, and only 40%

of those aged 15 to 24 are literate (South Sudan
National Bureau of Statistics, 2010). Consultative
processes have helped ensure that youth
concerns are reflected in the new country’s
forthcoming Education Sector Strategic Plan.
Young people expressed huge demand for
education and training, but also recognized the
lack of schools and qualified teachers, as well
as the limited relevance of the education system
to the labour market (South Sudan Ministry of
Education, 2012).

Boosting finance to bring skills to disadvantaged youth

Boosting finance to
bring skills to
disadvantaged youth

Given the scale of training required to help
disadvantaged young people get work that
pays a decent wage, more and better-targeted
funding is needed. Decisions about who pays
for each aspect of education and training are
complex because of the wide range of skills
programmes and providers. Governments and
donors need to ensure that all young people
acquire at least foundation skills, so the first
priorities for education spending are early
childhood care and education, and primary
and lower secondary schooling.

In low and middle income countries, however,
around 200 million 15- to 24-year-olds have not
even completed primary school - including 57
million in sub-Saharan Africa alone — and they
need a second chance to acquire foundation
skills. They are mainly from the poorest
households, so they cannot bear the costs of
training themselves. Governments in these
countries, with the support of aid donors, need to
extend their support further to make sure all young
people get a chance to acquire foundation skills.

The private sector also has a role to play,
particularly as employers are the beneficiaries

of a skilled workforce. Training funds made up

of contributions from industries and aid donors
have helped extend skills development to some
vulnerable young people, but far more could be
done. The private sector can also help fill training
gaps by using foundations to finance programmes
that are beyond the reach of governments and aid
donors. Governments need to take responsibility
for coordinating finance from the various sources,
including donors and the private sector, and
ensuring that it is directed at achieving national
goals for equitable development through a more
coherent approach to tackling the different
dimensions of disadvantage.

Government efforts on

foundation skills need to be
complemented by donors

Many poor countries have increased their
support for education over the past decade (see
Chapter 2). Some could further increase the

68% of
South Sudan's
population

is under

30 years old
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proportion of national spending allocated to
the sector. Each country’s commitment to the
most vulnerable is reflected in the share of its
education budget allocated to the levels that
benefit the disadvantaged most.

Around half of the education budget in countries
such as the Central African Republic and

Chad is spent on primary schooling, and a
further one-fifth to one-quarter on general
secondary. Spending on vocational training is
just 3% and 7%, respectively (World Bank, 2007a,
2008c). Yet these countries still have extremely
low enrolment in primary and lower secondary
school. For example, the gross enrolment ratio
in lower secondary school was only 24% in the
Central African Republic in 2011 and 29% in
Chad in 2010.

If more of their young people are to enrol in
primary and lower secondary school, these
countries need not only to increase education’s
share of the national budget from the current
levels of around 10%, but also to use resources
more efficiently and to redistribute them to parts
of the country where disadvantaged young people
live, including remote rural areas, slums, and
regions with low enrolment. In addition, there is
scope for redistributing to secondary schooling
some government resources currently devoted
to higher education, which is extremely costly
and benefits a small privileged class.

Despite vast needs for primary and secondary
schooling, Burundi spends around one-fifth of
its education budget on higher education, and
the Central African Republic more than one-
quarter (World Bank, 2006a, 2008c]. It remains
important, however, for these countries to
strengthen the capacity of higher education,
and even if some of the resources available
are reallocated, this will only go part of the
way to addressing the vast financing needs

for expanding secondary schooling, let alone
providing a second chance to young people who
have missed out.

Unfortunately, it seems that primary and
secondary education is being squeezed in
government budgets. Of the seventeen low
and low middle income countries for which
there are comparable national expenditure
data for primary, secondary and tertiary

education for 1999 and 2010, ten countries
decreased the share of public education
expenditure going to primary and secondary
education overall over this period. In many
cases this has been accompanied by a
concurrent rise in the share of the education
budget earmarked for tertiary education.

In Malawi, for example, the share of the
government education budget going to tertiary
education rose from just under 20% in 1999 to
26% in 2011, while primary education’s share
fell from 61% to 37% over the same period,

even though primary education in Malawi is in
urgent need of greater investment to improve its
quality. Ghana has similarly increased the share
of the education budget earmarked for tertiary
education. By 2010 it made up 23% of public
expenditure on education; the shares for both
primary and secondary education, on the other
hand, have decreased since 1999.

Donors have a key role to play

Donors already provide important support to

the development of foundation skills by funding
primary and secondary schooling (see Chapter
2). Some also support skills training outside the
formal education system. Part of this funding has
helped extend opportunities to disadvantaged
young people, including through support to local
and international NGOs to deliver targeted aid to
marginalized groups. But such assistance has
tended to be uncoordinated, small-scale and
fragmented, partly because numerous agencies
are involved in delivery. More rigorous evaluation
of aid programmes would enable lessons to be
learnt, ensuring that resources are allocated in
ways that bring more benefits to disadvantaged
young people.

Identifying aid donors’ policy priorities that are
specifically aimed at skills development for
disadvantaged youth is not straightforward.

A review of twenty-four donor strategies for
this Report shows that skills development is
often found in more than one sector - not only
education but also areas such as economic
growth, employment generation, poverty
reduction and the Millennium Development
Goals (MDGs). The skills development
programmes range from vocational training
for disadvantaged women, skills for economic
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integration of youth into the labour market

and life skills for marginalized communities to
training for civil servants, lawyers and business
managers. Most donors also include scholarship
programmes for postgraduate students under
the heading of skills development (Hunt, 2012).

The EFA and MDG movements have helped
ensure that poorer and more marginalized
sections of society are targeted by skills strategies
and programmes, notably those of key skills
development donors, such as Germany, Japan,
Switzerland and the World Bank. German aid

for skills development, for example, has shifted
towards reducing poverty, introducing appropriate
technology and providing non-formal training

to cater for the needs of more disadvantaged
sections of the population such as women,

and the rural and urban poor (Clement, 2012).

Since the early 2000s, Japan has expanded the
scope of its aid for skills development towards
disadvantaged groups. In South Sudan, the
Japanese International Cooperation Agency has
supported a formal vocational training centre
and non-formal training programmes to improve
the skills of unemployed youth, including
internally displaced people and school dropouts
(Yoshida and Yamada, 2012). Switzerland’s skills
development strategy focuses on women, youth
and the rural poor, targeting the poorest and
most vulnerable, and World Bank support for
increased employability and income generation
for the disadvantaged has become more
pronounced in recent years (Hunt, 2012).

As well as funding formal primary and
secondary schooling, some aid donors support
skills development outside the education

sector, for example as part of agricultural or
microfinance programmes. Many of these reach
disadvantaged young people, and some target
the disadvantaged explicitly. Indeed, many of
these programmes tend to rely on aid donors for
funding (Hunt, 2012).

Skills training funded by donors is a highly
diverse field in which the informal, private

and non-government sectors are important -
and sometimes the main providers. Supporting
non-government providers may be the best
way to provide skills training to the
disadvantaged, as NGOs may have better

Boosting finance to bring skills to disadvantaged youth

capacity than government agencies to reach
marginalized groups and adapt training to

their needs. Working through a multitude of
small organizations can, however, lead to
fragmentation and a lack of coordination with
wider government policies on labour or economic
growth. It can also be difficult for non-government
providers to sustain their programmes, especially
if they are time-bound and not included in national
budgets. Many NGO projects reach very few
trainees compared with the scale needed.

Providing skills training for disadvantaged
groups and working with government are by no
means mutually exclusive. Training by NGOs

or private providers can be part of a national
strategy, planned in cooperation with the
government. The Franchising-SKILL programme
in Nepal, funded by Switzerland, the United
Kingdom, the United States and other donors,
provides training in trades for 16- to 30-year-
olds from scheduled-caste, indigenous and
conflict-affected backgrounds who have been
unable to complete secondary school. It works
alongside the government, but the training itself
is franchised to private providers (Hunt, 2012).

Donors can also support the public training
system. In Viet Nam, the Training for
Employment programme, funded by Australia,
caters for ethnic minorities via the formal state
system, with training taking place in a range of
industry areas depending on perceived labour
market needs (Hunt, 2012).

How much do donors spend on skills
development?

Given the diversity of activities that are
included under the umbrella of skills
development, assessing how much aid donors
spend specifically on disadvantaged young
people is extremely difficult. It is also virtually
impossible to determine how much needs to
be allocated to different types of support, for
example to reach the 200 million young people
needing a second chance to achieve basic
literacy and numeracy, or to support training
for informal sector workers.

Estimates by the EFA Global Monitoring Report
team indicate that the total amount spent on
skills development, including all spending on

German aid
for skills

development
aims to reduce

poverty
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secondary education, vocational training and
basic skills training, together with other forms
of training that can be identified outside the
education sector, reached US$3 billion per year
on average over 2009-2010, or 2.1% of total
official aid (Figure 4.2 and Box 4.5). There is
not enough information available to determine
what proportion of this amount is spent on
Over 60% of disadvantaged young people specifically.
France's aid
to secondary
education went
to two of its

own territories

Direct aid to general secondary education

and vocational training, one component of the
amount spent on skills development for young
people, has grown since the 2000 Dakar World
Education Forum (Figure 4.3), despite fears

that the emphasis on basic education at Dakar
could come at the expense of post-primary skills
development. Between 2002 and 2010, the share
of direct aid spending on education that went

to general secondary education and vocational
training remained relatively stable, at around
10%. Vocational training made up at least half
this amount.

Figure 4.2: Donors spend around US$3 billion on skills development
Aid for skills development in relation to aid to education, 2009 to 2010

General budget support
for skills development

US$328m Other general

budget support

skills development:

Selected training outside
education sector
US$470m
Vocational training

US$3 billion

Total for US$639m \
General secondary
US8B07m \

Basic life skills for
youth & adults
US$170m

Early childhood and primary
education

Education, level unspecified,
for skills development
US$776m

Other education,

foveltapecirad Higher education

Note: See Box 4.5 for an explanation.
Source: OECD-DAC (2012).
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One reason for the continued emphasis on post-
primary skills development since Dakar is that
some key donors have remained steadfast in
making it a high priority. There is, in effect, a
division of labour among donors, with some that
have a historical commitment maintaining their
support in these areas.

Germany emerges as the most important
bilateral donor to vocational training and to skills
development (Figure 4.4). Vocational training
has been a key component of the country’s

aid strategy for decades, and has received on
average US$98 million annually since 2002. By
the broader definition of skills development, the
amount increases to US$213 million. France

is the second largest bilateral aid donor, but
much of its funding does not reach developing
countries: over 60% of the US$248 million

that France disbursed to general secondary
education and vocational training in 2010 went to
Mayotte and to Wallis and Futuna, two overseas
territories officially part of France.?

The analysis also shows that Spain is an
important donor to skills development, which
may be linked to the Latin American focus of its
aid spending. Countries in this region are closer
to achieving universal primary education, and so
are more likely to receive support for vocational
training and other aspects of skills development.

Being a large aid donor, the World Bank

also provides significant funding to skills
development, particularly for general secondary
education. A review of World Bank lending
between 2000 and 2010 shows that support

for formal training systems remained steady
despite shifting priorities in education (Hunt,
2012). The European Union is also an important
source of funds for skills development,
although programmes are concentrated in

the neighbouring Mediterranean region, with
Morocco, Tunisia and Turkey receiving more than
US$5 million a year on average since 2002.

The only Asian members of the OECD
Development Assistance Committee, Japan and
the Republic of Korea, have both been strong
supporters of skills and training, building on

2.1n 2011, Mayotte became an overseas department and so is no longer
classed as an eligible aid recipient under OECD-DAC reporting rules.
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Box 4.5: Measuring aid for skills development

Identifying how much aid goes to skills
development is not easy. Reporting by donors
cuts across different codes in the OECD's
Creditor Reporting System (CRS) classification,
making it difficult to disentangle. The analysis of
spending in Figure 4.2 includes the following as
areas where aid is most likely to be allocated to
programmes that reach young people:

B secondary general education;
B vocational secondary training;?

® basic life skills for youth and adults (including
literacy programmes);

® training outside the education sector.*

In addition, it is assumed that 25% of aid to
education that is not specified by level® and

Boosting finance to bring skills to disadvantaged youth

5% of general budget support are allocated to
skills development.¢

The resulting figure represents a subset of
spending that contributes to skills development
more widely. Spending on early childhood care
and education and on primary schooling is
important to ensure that young people enter
secondary school with the necessary basic skills,
and higher education is vital to provide the higher
level skills needed for the economy.

Aid for all these aspects of education and skills
training amounts to US$13.9 billion a year on
average for 2009-10, of which around one-quarter
is spent on skills development according to the
definition used for the purposes of this Report.

Sources: Reporting system of the OECD Development Assistance
Committee (DAC).

Figure 4.3: Aid to general secondary education and vocational training has increased over the past decade
Direct aid disbursements to general secondary education and vocational training, 2002 to 2010

mmmm Direct aid to general secondary education
mmmm Direct aid to vocational training

1400 r12%
—@— Share of secondary and vocational training in direct aid to education
1 10% 10% 10% 9
1200 e, 'S - 10%
. 1000 -
] - 8%
=z
& 800
o
S - 6%
S
£ 600 -
5 - 4%
400 -
L 29
200 - 2%
0 - 0%
2002 2003 2004 2005 2006 2007 2008 2009 2010

Note: This figure shows only direct aid to secondary general education and vocation training; it excludes aid to the sub-sectors from general budget support and from

‘education, unspecified'.
Source: OECD-DAC (2012).

3. Together vocational training and secondary general education are classed as
secondary education in the reporting system of the OECD Development
Assistance Committee [DAC) OECD-DAC (2012).

4. This category refers to eleven CRS codes: medical education and training;
health personnel development; population and reproductive health personnel
development; training for water supply and sanitation; training in transport

and storage; training in energy; training in agricultural education; training in
forestry education; training in fishery education; training in trade education; and
training in environment education. Other types of training are excluded as being
either defined too broadly (for example, multisector training) or likely to be
primarily targeted at government officials (such as statistical training).

5. This concerns aid related to an activity that cannot be attributed to a single
level of education. In the DAC reporting systems it falls under four codes:
education policy and administrative management; education facilities and
training; educational research; and teacher training.

6 The EFA Global Monitoring Report includes 20% of general budget support
in its aid to education figures. It is assumed that 5% is attributed to skills
development.
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Figure 4.4: Skills development is a prominent part of aid spending for some donors
Top fifteen donors' disbursements on direct aid for skills development, 2002 to 2010, annual average
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Notes: Data for the Republic of Korea shows the average for 2006-2010 due to lack of reporting in previous years. This figure shows only direct aid to skills development; it
excludes aid to skills development from general budget support and from ‘education, unspecified'.

Source: OECD-DAC (2012).

their experience of achieving impressive growth
through skills development. Since 2002, Japan
has spent on average US$47 million a year on
vocational training, or US$147 million using

the broader definition. The Republic of Korea
became a member of the DAC in 2010, spending
0.1% of its gross national income on aid (Chun

et al., 2010). Despite being a newcomer and
having a relatively small and fragmented aid
programme compared with other DAC members,
the country has already established itself as a
key supporter of skills development, spending on
average 28% of its aid to education on vocational
training alone since 2006.

Some smaller donors, including Luxembourg
and Switzerland, have also concentrated their
education support on skills development (Hunt,
2012]). Luxembourg's share of vocational training
within aid to education is by far the highest, at
44%. Switzerland spends around one-quarter of
its aid to education on vocational training.

What are the prospects for increasing
aid to skills development?

The US$3 billion per year spent, on average, on
skills development primarily for young people

in 2009-2010 compares favourably with the
US$5.8 billion of total aid to basic education.

The fact that more is spent on basic education
does not mean funds should shift away from that
level. Universal primary education has yet to

be reached in many countries, and aid levels to
the poorest countries remain vastly insufficient.
Moreover, increasing the provision and quality

of early childhood care and education and

of primary education is essential to build the
basic skills that are necessary for further

skills development.

At the same time, there is an urgent need for
donors to commit to skills development in three
ways: by supporting country programmes to
ensure that all young people can stay in school at
least until lower secondary level; by supporting
second-chance programmes for young people
who have not had the opportunity to gain basic
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literacy and numeracy skills; and by giving
disadvantaged youth training to ensure that they
can earn a decent wage.

Itis difficult to estimate how much these
priorities would cost. This Report estimates
that achieving the target of all young people
entering lower secondary school would add
US$8 billion to the US$16 billion needed to
attain universal basic education by 2015
(EPDC and UNESCO, 2009).” And significant
additional resources are needed for large-
scale second-chance programmes.

Given the vast financing needs for skills training,
the first step is to ensure that the US$3 billion
already available for skills development is
directed at those most in need. But this still
leaves a considerable funding gap at a time when
aid donor budgets are constrained. Could more
external support for young people in developing
countries be found elsewhere?

There are two potential avenues: redistributing
funds currently spent on scholarships for young
people from developing countries to study

at tertiary level in developed countries, and
encouraging emerging donors to engage more
effectively in skills development.

Reallocating some aid from higher education
The focus on skills development used in this
Report is on pre-tertiary levels of education.
This does not imply that higher education

is not important, but recognizes that most
disadvantaged young people have little hope of
reaching that level. The first priorities remain
ensuring that everyone has the opportunity to
acquire foundation skills - through primary and
lower secondary education, or second-chance
opportunities for those who have missed out -
and providing work-based training for vulnerable
young people. Aid to education needs to maintain
a focus on countries and subsectors where
those marginalized in education face the

biggest problems.

While aid to higher education can in some
circumstances play an important role in

7. This is likely to be an underestimate as it is based on forty-six low
income countries.

Boosting finance to bring skills to disadvantaged youth

supporting capacity development, unfortunately
aid to this level rarely reaches developing
countries. In 2012, for the first time, the OECD-
DAC required donors to report the share of aid
disbursed for post-secondary education allocated
to scholarships and imputed student costs (the
costs incurred by donor country institutions when
they receive students from developing countries).

Around three-quarters of direct aid to post- It woulq FOSt
secondary education that was disbursed in 2010 US$8 billion
fell into those categories (Figure 4.5). for all young
people to
iomtle of the irr_wpo[rtj_nt dcc:morfi toFskills enrol in lower
evelopment, including Canada, rance, secondary
Germany and Japan, also spend a significant
school

portion of aid resources on higher education.
But as the figures reveal, a large proportion of
these funds never leaves donor countries.

Spending on higher education within donor
countries swamps the contribution of
prominent donors to skills development.

In 2010, almost 40% of Japan’s direct aid to
education went to scholarships for students
studying in Japan; the equivalent for Canada
was 22%. Germany's aid disbursements to
scholarships and imputed student costs were
almost eleven times the amount it spent on
direct aid to general secondary education

Figure 4.5: For some donors, a large proportion of ‘aid’ never leaves the country
Top four donors that disbursed the most direct aid to education as scholarships and imputed student
costs, 2010

US$79m

US$172m
US$103m
40
30
8 I'1 1

All donors Germany France Japan Canada

US$1071m

90

Share of disbursements to direct education (%)
S

o

o

M Basic @ Secondary Post-secondary Unspecified I Imputed student costs Scholarships

Note: This figure shows only direct aid to education; it excludes aid to education from general budget support.
Source: 0ECD-DAC (2012).
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and vocational training in 2010. France’s aid
disbursements to scholarships and imputed
student costs were four times as much as
was spent on direct aid to general secondary
education and vocational training in 2010.

Reallocating some of this funding from higher
education spent within donor countries

to programmes that reach disadvantaged

young people in developing countries would
further position these aid donors as important
contributors to skills development for poverty
reduction, and accelerate progress towards EFA.
In total, in 2010 one-quarter of direct aid to the
education sector was in the form of scholarships
and imputed student costs. If invested directly in
developing countries” education systems, some
of this US$3.1 billion could provide an important
contribution to the US$8 billion needed to

attain schooling for all at the lower secondary
level, and so to reducing the figure of 71 million
adolescents currently out of school.

To give one example, Japan spends between
US$20,000 and US$25,000 a year per foreign
student on stipends for higher education (JASSO,
2011).2In Nepal, by contrast, US$406 a year

is spent on one post-secondary student and
US$109 per secondary school student. This
means that for what it costs for one Nepalese
student to study on scholarship in Japan, as
many as 229 young people could have access to
secondary education in Nepal.’

Whether scholarships and imputed student costs
should qualify as official development assistance
is debatable, given that these funds are spent
entirely in donor countries, with little or no input
from ‘recipient” governments, and they fail to
build institutional capacity locally. This type of
financial assistance is an example of ‘tied aid’,
where the line between aid and donors” economic
self-interest is blurred. The OECD-DAC, as

part of its definition of ‘real aid’ - better known
as country programmable aid - excludes aid
earmarked for imputed student costs in order to
better monitor the levels of aid that are actually
transferred to developing countries. But imputed

8. Although scholarships in Japan are administered by the Ministry of
Education, Culture, Sports, Science and Technology, those for foreign
students from developing countries are reported as official aid to the
DAC.

9. This assumes the upper-end estimate of US$25,000 on Japan stipends
for higher education students.

student costs and scholarships are still counted
as aid in the broader DAC reporting practices.
Until this changes, confusion over whether they
should be counted as aid is likely to continue.

Emerging donors could engage in skills
development more effectively

Another potential source of additional funding is
emerging economies such as Brazil, China and
India, which already support skills development.
Despite high expectations of the assistance these
donors could provide, their funding is modest,
and does not appear to be sufficiently aimed at
disadvantaged young people. Much of it is also
not directly comparable with DAC donors’ aid
(see chapter 2).

To take one example, estimates suggest India
committed around US$950 million annually to
other developing countries from 2008 to 2010.
Just 2% of this was allocated to education,
compared with 25% for energy projects and 15%
for transport infrastructure projects (Findley et
al., 2009). India’s commitment of around US$15
million to education is less than half the amount
provided by Luxembourg, the smallest DAC
donor to education. Around a third of India’s
US$15 million for education went to vocational
training projects, concentrated in the ICT sector,
where India sees it has an advantage (Agrawal,
2012). In May 2011, India pledged to spend
US$700 million on training in Africa over the next
three years (Chaudhury, 2011). This would bring
it into the premier league of aid donors for skills
development. But much of this aid will focus on
higher levels of education that are not within the
reach of disadvantaged young people.

There are exceptions. Following success in
assisting women towards employment in India, in
2006 the government invited the Self-Employed
Women’s Association to set up a vocational
training centre in Kabul. In coordination with

the Afghan Ministry of Women's Affairs, the
Indian government funded the construction of
the centre, provided equipment, covered training
fees for poor and often illiterate Afghan women
to be trained in skills such as sewing and food
processing, and helped them set up livelihood
groups, marketing networks and bank accounts
(Agrawal, 2012; SEWA, 2008; UN ECOSOC, 2008).
India needs to give the disadvantaged much
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greater attention, however, if it is to have an
international influence on reducing poverty
through skills development.

Skills development is similarly high on Brazil's
list of development financing priorities, but the
amounts spent are very small. Around one-quarter
of development finance from Brazil as compiled

in the AidData database went to education-related
projects in 2008-2009. Nearly all of it would fit this
Report’s broader definition of skills development.™
The sum amounts to just US$2.1 million a year,
however - considerably less even than the
amount spent by India (Findley et al., 2009).

As with India, some of Brazil's support is based
on successful experience tackling disadvantage
within its own country. Its government-industry
body overseeing vocational training, Servico
Nacional de Aprendizagem Industrial (SENAIJ,
has provided technical assistance for vocational
training to other countries, helping set up
training institutions in several Portuguese-
speaking African countries, including Cape
Verde, Guinea-Bissau, Mozambique, and Sao
Tome and Principe, as well as to Soweto in
South Africa (Costa Vaz and Aoki Inoue, 2007;
World Bank and IPEA, 2012). By expanding its
aid to poor countries, Brazil could replicate

its remarkable success in lifting many of its
people out of poverty through skills development
with a focus on support to unemployed

youth, apprentices in the informal sector and
smallholders.

China’s investment in education and skills in
developing countries appears to be dwarfed by
that for infrastructure projects, which make

up over 60% of its total development finance.
Where education and training projects exist,
they tend to centre on providing scholarships,
sending Chinese teachers abroad, training
workers in Chinese companies and building
limited numbers of schools (China Information
Office of the State Council, 2011). Through the
Forum on China-Africa Cooperation, China has
proposed putting more emphasis on human
resource development by training 15,000 African
professionals (FOCAC, 2009). This is unlikely to
have a significant impact on those with low skills.

10. AidData does not provide a full picture of development assistance
from non-DAC donors.

Boosting finance to bring skills to disadvantaged youth

For emerging economies, as for some DAC
donors, scholarships are an important
component of support to education. Almost half
of India’s aid to education is allocated to higher
education, mostly for scholarships to study in
India (AidData, 2012). Around 6,000 scholarships
a year are offered to developing country students
(Agrawal, 2012). Brazil also offers scholarships
for young people to study in Brazil, often in
science and technology (Costa Vaz and Aoki
Inoue, 2007). Scholarships for Africans to study
in China are expected to expand significantly,

as China pledged to double them from 2,000 to
4,000 a year between 2006 and 2009 (King, 2010).

For emerging donors such as Brazil, China and
India to become important players in aid to skills
development, they will need to ensure that their
aid is targeted at disadvantaged young people,
learning from their own experience of linking
investment in skills development with labour
market reforms and poverty reduction.

Extending private sector support to
disadvantaged youth

Governments and aid donors can only go so

far in fulfilling the wide range of training needs
required. This leaves a gap that the private sector,
as a key beneficiary of skills, should fill. To some
extent it is already playing this role by providing
on-the-job training. But this is likely to reach only
a very small share of the disadvantaged young
people who mainly work in the urban informal
sector or in smallholder agriculture and non-
farm small enterprises in rural areas.

There are other ways that private companies

can help extend skills training for disadvantaged
youth. This is not only a social responsibility but
also a route to longer-term gains by creating

a better skilled workforce, strengthening the
economy and improving the climate for business.

Some multinational companies allocate part

of their profits to programmes that reach
young people with low skills outside the formal
job market, through either corporate social
responsibility activities or autonomous private
foundations (see chapter 2. Skills development
is one of the most popular aspects of the EFA
agenda for companies and foundations to
support, no doubt in part because they can

Brazil could
replicate

its success
in skills for

growth through

its aid to poor

countries
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contribute their expertise and also directly see
the benefits (van Fleet, 2012).

The International Youth Foundation, which was
established in 1990 with funding from the Kellogg
Foundation and now has multiple public and
private sector funders, focuses on addressing the
challenges and needs of out-of-school and at-
risk youth through its Education and Employment
Alliance programme. The programme has

had activities in Egypt, Indonesia, Morocco,
Pakistan and the Philippines, and 56% of its
graduates have secured jobs (International Youth
Foundation, 2012). The MasterCard Foundation
is another notable example (Box 4.6).

In addition to global initiatives, regional and
national philanthropists sometimes focus
support on disadvantaged young people. Youth in

the Arab States have particularly poor prospects
of finding good jobs. Recognizing this, several
foundations in the region seek to provide youth
with the skills needed for the workplace. The
Sawiris Foundation, one such initiative, has been
active in Egypt since 2001. Its Yalla Neshtaghal in
Ready-Made Garment programme is training 900
youths over 18 months, with graduates receiving
a recognized qualification. The foundation works
with national and regional companies; NGOs; all
relevant government ministries, departments
and agencies; and educational institutions
(Sawiris Foundation for Social Development, 2012).

Elsewhere in the Arab States, Education

for Employment is a network of affiliated
foundations working in many countries. In
Morocco, for example, the network aims to
reach 15,500 unemployed and disadvantaged

Box 4.6: Private foundations can reach disadvantaged youth through productive partnerships

Some private foundations support innovation in
ways that bridge the gap between skills and work.
The MasterCard Foundation, for example, provides
funding for programmes that help youth gain the
skills they need to find employment. It adopts a
three-pronged approach: extending secondary
school provision, providing skills opportunities to
out-of-school youth and linking youth with jobs.
Some of this support is targeted at disadvantaged
young people. With an annual budget of US$20.5
million, providing commitments over four to

ten years, it is one of the largest international
foundations working on these issues.

In partnership with the MacArthur Foundation and
the Douglas B. Marshall, Jr. Family Foundation,
the MasterCard Foundation intends to promote
innovation for girls' secondary schooling in India,
Kenya, Nigeria, Rwanda, Uganda and the United
Republic of Tanzania. The programme budget
amounts to USS5 million. While it is a significant
programme for a private foundation and has
important benefits in terms of coordination, it is
small relative to the scale needed. Based on an
estimated unit cost of US$163 for lower secondary
school, it would reach around 30,000 young people
- a small number in comparison to the 650,000
out-of-school adolescents in Uganda alone.

Programmes that enhance the relevance of
formal technical and vocational education and
training have been supported by the MasterCard

Foundation in partnership with national
foundations. Support to the CAP Foundation in
India has helped improve technical and vocational
education and training through market scans and
advice on demand-side training needs, as well as
the establishment of structures for mentoring,
internships and placements for trainees, focusing
on disadvantaged youth. A reported 79% of
completers have found jobs.

The foundation also supports successful second-
chance initiatives, including those run by NGOs such
as Camfed, an international NGO working for girls’
education in Africa. Another programme, in which
the foundation is partnered with Swisscontact,

a private sector organization for development
cooperation, aims to reach 16- to 25-year-olds in
rural areas of Uganda and the United Republic

of Tanzania who have never attended secondary
school, with a particular focus on females.

Support from the MasterCard Foundation goes
some way towards addressing disadvantages that
young people face. Given the large numbers of
people in such situations, there is far more that
foundations need to do. In global terms, their
contributions are a drop in the ocean compared
with the amount provided by even the smallest aid
donor, and the impact of their programmes has
not yet been sufficiently evaluated.

Sources: CAP Foundation (2011); EPDC and UNESCO (2009); MasterCard
Foundation (2012a, 2012b, 2012c); Van Fleet (2012).
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youth by providing employability training. The
programme draws on the expertise of several
large corporations. Cooperating employers have
pledged to hire a large proportion of the trainees.
Although this programme is in its infancy, it
illustrates the potential for partnerships that
draw on partners’ expertise in particular areas
(MasterCard Foundation, 2011).

These examples show that the private sector

can play an innovative role when foundations
work strategically in partnership with other
organizations to reach disadvantaged young
people. To make an impact on the scale required,
however, they need to put in place mechanisms
for independent evaluation of their work, and
drastically increase their funding to ensure that it
goes beyond limited support to individual projects.

Training funds offer a way to

channel skills finance

Given the budgetary constraints most governments
face and the importance of maintaining their
focus on foundation skills through formal primary
and lower secondary education, countries need
to identify alternative sources of funding for
skills development targeting disadvantaged
youth, beyond the formal education system.
Training funds have emerged as a way to
leverage financing for skills development

outside normal government budgetary channels,
including by raising funds from enterprises to
finance public training institutions (Johanson,
2009)."" Experience shows that such funds have
the potential to reach disadvantaged young
people, including those working in the urban
informal sector, but need to operate on a much
larger scale (Johanson, 2009; Ziderman, 2003).

Training funds bring together finance from various
sources, including governments, enterprises
and donors, which can be allocated according to
national policies and priorities. This institutional
framework can prevent the fragmentation often
apparent in skills training programmes and target
those most in need. Training funds also facilitate
coordination among interested parties, including
those involved in funding as well as groups

such as trade unions, to ensure that training
meets labour market demands.

Boosting finance to bring skills to disadvantaged youth

A study commissioned for this Report identified
fifty-three national training funds in upper
middle to low income countries [Aboagye et al.,
2012). A more detailed review of training funds
in five countries' showed how they could be
used to extend training to disadvantaged people.
Cambodia’s training funds, for example, delivered
short-term employment for disadvantaged
groups, including school dropouts, primarily in
rural areas (ADB, 2005). Céte d’lvoire’s training
funds traditionally focused on the formal sector,
but a seven-year contribution from the World
Bank was used to target women, high school
graduates and early school leavers who lacked
skills to join the workforce. Papua New Guinea’s
funds also targeted a range of disadvantaged
groups, including the unemployed and
underemployed, with specific targets for training
women and young people aged 16 to 28 (ADB,
2008: World Bank, 2003).

Training funds can be used to mobilize
resources from the formal sector to support
skills development for disadvantaged workers
in the informal sector, where those who are
self-employed in subsistence activities, as

well as most micro and small enterprises, are
seldom able to finance training themselves
(Almeida and Aterido, 2010). Benin's Fund for
the Development of Vocational Training and
Apprenticeship, Burkina Faso’s Support Fund
for Vocational Training and Apprenticeship

and Mali’s Promotion of Employment and
Vocational Training Fund were established in
the late 1990s and early 2000s with support
from France, the World Bank and other donors.
Funded by payroll levies on formal businesses,
they have provided training to both formal and
informal enterprises, supporting the introduction
of dual apprenticeships based on traditional
apprenticeship systems.

These funds have succeeded in pooling

different types of resources, with formal sector
employers supporting the funding of training for
informal sector workers. A lack of involvement
by employers, weakness on the part of some
unions and rigid administrative procedures have
prevented full use of the funds, which in some
cases were appropriated for other government
expenditure. They have also suffered from a lack

11. This section draws on Aboagye et al. (2012).

12. Cambodia, Céte d'lvoire, Papua New Guinea, Togo and Tunisia.
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of the expertise necessary to design training
programmes adapted to the needs of specific
sectors; moreover, the demand for training was
sometimes too weak for providers to invest in

costly equipment when it was needed (Johanson,

2009: Walther and Gauron, 2006).

Brazil's SENAI, the national apprenticeship
agency created in 1942, has been more
successful, influencing the design of funds in
other Latin American countries. It draws on
resources raised through several sector levies:
on industrial companies (1% of monthly payroll,
plus 0.5% on companies with more than 500
employees), commercial and sector service
enterprises (1%, land transport companies,
including self-employed taxi and truck owners
(1%), and agricultural companies (2.5% on the
sale of agricultural products). An additional
0.3% payroll levy is imposed on all companies
to finance technical assistance for small and
micro enterprises (Johanson, 2009). In 2010,
SENAI had 2.4 million registered trainees,

up by 59% from the previous year, making it
one of the largest industrial apprenticeship
services in the developing world (World Bank
and IPEA, 2012).

Mobilizing funds from the private sector can be
difficult. Some formal sector companies may
be successful in opposing levies or otherwise
avoid paying. In Cambodia, employers rejected
a proposal to introduce a levy on payrolls, partly
because of concerns about the government’s

capacity to collect and disburse funds (Johanson,
2009). The experience in Tunisia shows, however,

that it is possible to operate a training fund
sustainably on a large scale by drawing on
resources raised nationally (Box 4.7).

Raising funds through payroll taxes can only be
effective if there is a significant formal sector to
be taxed, and if the government has the capacity
to tax it. In many poor countries, this is not

the case. Many rely, therefore, on a diversified
funding base. Of the fifty-three training funds
reviewed, most drew on a range of sources,
including multi-donor funding. Donors can

play a key role by working with governments to
coordinate their funds to offer training using
private sector providers with direct links to the
labour market. This ensures that training meets
labour market needs.

Nepal's Employment Fund is an example. It

is a multi-donor basket fund established in
2008 by the government and three donors:
Switzerland, the United Kingdom and the World
Bank (under its Adolescent Girls Employment
Initiative). Through private sector training

and employment service providers, the fund
provides short-term, market-oriented skills
training, and business and life skills training,
for unemployed youth - with a particular focus
on disadvantaged 16- to 35-year-olds, notably
women and those of low caste status - in order
to link them to gainful employment. Thirty-

two private sector providers offer training

and employment services for 13,500 youths
throughout the country in sixty-five occupations.
In 2010, nearly all trainees took examinations
set by the National Skills Testing Board, with
an 87% pass rate. Of the 11,418 youths who
had completed training by the end of the year,
79% had found gainful employment within three
months of completion (Helvetas, 2011).

Some training funds depend on donor financing,
which poses a risk that they will have to cease
operations once the donor funds run out. Togo’s
National Training Fund, supporting apprentices
in the informal sector, ceased when World Bank
funding ended. In Cambodia, a training fund
established in 1997 to reach marginalized groups
drastically reduced operations once funding
from the Asian Development Bank expired
(Ziderman, 2003).

Training funds have not generally succeeded in
reaching the large numbers needing support,

in part because of bottlenecks in disbursement.
Papua New Guinea's Skills Development

Trust Fund, established as part of an Asian
Development Bank programme, aimed to provide
training in the informal sector. The funding
application process took between two and ten
months to be approved, rather than the expected
two weeks. Conflict among stakeholders on how
the funds were to be disbursed led to failure

in meeting training objectives (ADB, 2008).
Although it aimed to train at least 40,000 young
people by 2005 in computer skills, bookkeeping,
tourism and welding, the programme managed
to train only 2,500 (Boeha et al., 2007). Training
funds in Cambodia suffered similar problems:
inefficiencies in the Ministry of Labour and
Vocational Training’s procedures led to slow
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Box 4.7: Tunisia's training fund reaches large numbers of unemployed youth

Tunisia’'s National Employment Fund (Fonds
National de I'Emploi) was established in 1999. Its
aim was to reduce unemployment - then running
at 16% - by preparing the most vulnerable young
jobseekers for the labour market and closing skills
gaps. Reaching 100,000 beneficiaries annually,
the fund has three main sources of finance:
private, tax-deductible gifts from individuals

and corporations; a proportion of the benefits
from privatizing state assets; and earmarked tax
revenue. Funding, provided through allocations in
the annual budget, amounted to around US$143
million in 2010, or 0.42% of GDP, making this
more sustainable than some other training funds.

The fund adopted three methods to increase
the job chances of those who lacked primary
education or had not completed secondary
education:

B On-site training programmes offer nine
months within a participating institution
(public or private), carrying out labour such
as construction, landscaping or cleaning.
Beneficiaries receive a daily stipend of
US$3.50 and acquire a marketable skill in
addition to securing a guaranteed limited
income for a certain period of time.

Conclusion

B Vocational apprenticeships offer a chance for
those aged 15 to 20 with no qualifications to
work with a qualified instructor at a public or
private institution to develop basic manual
skills. Instructors are paid USS$8 to USS13 per
student per month. Students receive USS8 to
USS$22 per month, depending on the location,
type and duration of the apprenticeship.

B Microenterprise and self-employment develop-
ment offer individuals with no qualifications a
chance to receive a loan of up to US$13,000
for approved small business projects from the
Banque Tunisienne de Solidarité.

The annual number of beneficiaries rose steadily
from 41,500 in 2000 to nearly 111,000 in 2010.
Even at the outset, the number of beneficiaries
was equivalent to 27% of the official total of
unemployed. Several factors contributed to this
success, notably effective management of the
funds and a commitment to yearly allocation in
the national budget through taxes and levies.
The revolution in Tunisia, driven in part by high
unemployment, showed that there is far more to
be done, however, to ensure that all young people
have the skills needed for good jobs.

Sources: AfDB (2011); ODI (2006); Paciello (2011).

financial transfers and delays in disbursement,
limiting the numbers of those who were willing
to engage with the fund (ADB, 2009b).

Training funds offer the opportunity to mobilize
finance outside constrained national budgets
to reach disadvantaged youth. Scaling them
up can be challenging, although the example
of Tunisia suggests that it is not impossible.
The full range of interested parties, including
government, employers, labour and training
providers, should play a part in administering
the funds. Ensuring that training providers
receive finance on time is important if
programmes are to be sustainable and reach
disadvantaged groups. Funds must have
sufficient administrative capacity to collect
revenue, process applications for funding and
handle disbursement quickly and efficiently in
order to reach disadvantaged young people.

Conclusion

National development strategies need to
identify and set targets for meeting the youth
skills gap, including programmes aimed at

the most disadvantaged in urban and rural
areas. Governments and aid donors are
making considerable contributions towards
skills development, but need to reallocate
funds to ensure that all young people have
foundation skills. Aid resources currently spent
on educating students in higher education in
donor countries should be redirected towards
skills development programmes within
developing countries. Training funds are a
promising approach to boost funding from the
private sector for informal sector workers.
Taken together, these measures could make a
significant contribution to youth well-being and
economic prosperity. O
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To be able to adapt to the
workplace and fast-evolving
technologies in competitive
economies, all young people
need to acquire the skills that
a good quality primary and
secondary education can offer.
This chapter looks at ways to
Increase enrolment and reduce
the numbers dropping out of
secondary school. It identifies
successful ways to link schools
with work, and shows how
flexible learning options for
acquiring skills outside of
school can complement a
formal general education.
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Introduction

Secondary school is an important channel
through which young people acquire skills
that improve opportunities for good jobs.
High quality secondary education that caters
for the widest possible range of abilities,
interests and backgrounds is vital not just to
set young people on the path to the world of
work, but also to give countries the educated
workforce they need to compete in today's
technologically driven world.

Lower secondary school extends and
consolidates the basic skills learned in primary
school; upper secondary school deepens
general education and adds technical and
vocational skills. Neither is possible, however,
without ensuring that all children complete

a good quality primary education as the first
priority in building the skills that individuals,
societies and economies need.

Beyond the challenge of universal primary
education, in the world’s poorest countries
there are still significant barriers preventing
many young people from entering secondary
education; worldwide, 71 million adolescents
are not in school. In countries where secondary
enrolment is already high, the priority is to
assure the quality and relevance of secondary
education, which continues to require
improvement.

It is not enough, however, simply to increase
access, quality and relevance across the board.
In secondary education, the risk of reproducing
or reinforcing inequalities is high, because it
has a dual function: providing skills for early
employment for some, selecting and preparing
others for further education, based on their
interests and academic ability.

If disadvantaged youth are to have similar
chances as youth from rich backgrounds

to gain access to good jobs on the basis of

merit and not privilege, secondary education

has to be made more equitable and more
inclusive, offering the widest possible range

of opportunities in order to meet young

people’s differing abilities, interests and
backgrounds. Achieving equity and inclusiveness

Introduction

is important not only because education is a
universal right, but also because countries need
an educated workforce to compete in the modern
global economy.

In examining the contribution made by formal
education systems to skills development

at secondary level, this chapter focuses in
particular on disadvantaged youth. It identifies
the patterns of secondary enrolment and the
dynamics of inequality and marginalization
operating within education systems that have
tended to limit access for disadvantaged youth.
It explores how some countries have structured
and delivered secondary education to achieve
more equitable access to skills development.
Finally, it discusses policies - both within
secondary education and alongside it - that have
facilitated young people’s access to good jobs.

Global inequalities in
secondary education

The government needs to increase the

number of government training schools

in technical and vocational fields to create

chances for many to get skills and education.

Opportunities to be hired will come next.
-young man, Ethiopia

Formal secondary education is divided into two
stages - a lower secondary level that aims at
consolidating and expanding the basic skills
acquired in primary school, and an upper
secondary level that builds on these foundations
to prepare young people for the world of work or
further education and training.

Enrolment rates in secondary education have
been increasing in the last decade, although
huge differences remain between regions and
countries (see Chapter 1). Disparities in access
also persist within countries, driven by factors
such as wealth, location and gender.

One way of gauging the progress that countries
have made in offering young people skills beyond
the foundations is to compare enrolment ratios
in lower secondary school with those in upper
secondary school. Some countries have very low

71 million
adolescents
of lower
secondary
school age are
not in school
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Figure 5.1: Some young people do not even enter secondary school, and many do not complete it
Lower secondary gross enrolment ratio and proxy for progression from lower to upper secondary school, by country, 2010
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Notes: The rate of progression to upper secondary school is a proxy indicator for progression from lower secondary to upper secondary. It is measured by the
proportion of upper secondary to lower secondary gross enrolment ratios. In an ideal system where all lower secondary students continue to upper secondary,
the ratio equals 1. Honduras has a lower secondary gross enrolment ratio of 75% and an upper secondary gross enrolment ratio of 71%. The rate of progression

is calculated to be 95%, indicating that most of those who have the chance to go to lower secondary are likely to continue to upper secondary. In Egypt, the gross
enrolment ratio at lower secondary level is 94%. With a gross enrolment ratio of 51% at the upper secondary level, Egypt's progression rate from lower to upper
secondary is estimated to be about 0.54 (51/94). This suggests that, while most young people have the opportunity to participate in lower secondary education, only

around half are able to continue to upper secondary.
Source: Annex, Statistical Table 7.

enrolment ratios in lower secondary education,
while others have achieved near universal
enrolment at that level (Figure 5.1). Even in
countries that have achieved high levels of lower
secondary enrolment, many young people are

not able to continue into upper secondary school.

Improving the transition to upper secondary is

a challenge not just for poorer countries; some
rich countries are still struggling to make upper
secondary near universal.'

1. Data from official sources on the transition rate to upper secondary school,
and on upper secondary school completion, are difficult to obtain across
countries. The proxy measure on progression between these levels, therefore,
has been calculated as a proxy for transition.
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Countries with the relevant data on the transition
to upper secondary can be divided into five
groups according to enrolment at each level.

B Group 1: Very low enrolment — a problem
faced by many low income countries. Many
young people in poor countries, including
many of those affected by conflict, have little
chance of entering lower secondary school.
The gross enrolment ratio at lower secondary
level is below 60% in nineteen sub-Saharan
African countries with data, as well as some
countries in the Arab States and South and
West Asia. In the Central African Republic,
Mauritania and the Niger, lower secondary

gross enrolment ratios rose from 19% to 26%.

For many countries in this group, participation
in secondary education is severely limited

by the low numbers completing primary
school. In the Niger, the reason for such low
participation in secondary school is because
the primary net enrolment ratio is just 62%.

The lower secondary gross enrolment

ratio in Nigeria is similar to that of poorer
countries such as Ethiopia, although the rate
of progression to upper secondary is higher
than in emerging economies such as China,
India or Turkey. This suggests that secondary
education in Nigeria is highly inequitable,
with only a minority having access to lower
secondary but most of those who do enter
being able to continue to upper secondary.

Girls are less likely than boys to make it to
lower secondary school in most countries
where overall enrolment is low. For example,
in the Central African Republic in 2011 only
one girl was in lower secondary school for
every two boys.

While some young people unable to make it
into secondary school in these countries have
opportunities outside the formal education
system (see Chapters 6 and 7), it is alarming
that many of them are entering the world of
work without even foundation skills.

B Group 2: Medium enrolment, but poor
progression - the problem of early school
leaving. In the second group of countries,
gross enrolment ratios in lower secondary

Global inequalities in secondary education

education are higher, ranging from 60% to
95%, but progression to upper secondary is
limited. This is the case in some countries
where the benefits of recent growth have not
been evenly spread, such as Egypt and India.

Some sub-Saharan African countries that

are beginning to experience strong growth,
including Ghana and Kenya, are also in this
group. An expansion in primary enrolment
together with good economic prospects

are helping to increase lower secondary
enrolment, which could feed through to upper
secondary enrolment in the coming years

Group 3: Medium enrolment and good
progression — balancing access across levels
of education. A small number of countries
have achieved a more balanced pattern of
access between lower secondary and upper
secondary education, even though they have
not yet reached universal provision. Among
them are several Latin American countries,
including the Plurinational State of Bolivia,
Ecuador, Honduras and the Bolivarian
Republic of Venezuela.

Group 4: High enrolment but poor progression
- the challenge of persistent inequalities.
Around one-third of the world’s countries
that have data already offer lower secondary
education to the vast majority of adolescents,
with gross enrolment ratios exceeding

95%, but many of those adolescents do not
continue to upper secondary education. Some
countries in the Arab States, such as Algeria
and Tunisia, have low gross enrolment ratios
at upper secondary level despite high lower
secondary enrolment.

Group 5: High enrolment and good progression
- even in rich countries, some students leave
school early. High participation in upper
secondary education is the norm in many

rich countries. In some of these countries,
however, early school leaving remains a
problem. In some European countries, as
many as one young person in five does not
complete upper secondary school (Box 5.1).

Secondary education should equalize young
people’s life chances by developing their
transferable and technical and vocational

In some

European
countries,
one young
person in

five does not

complete

upper secondary

school
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Box 5.1: Early school leaving is a challenge in Europe

Early school leaving has been recognized by
member states of the European Union as a

major problem for societies and for individuals.
European Union countries have set themselves

a target of reducing the proportion of those who
only have lower secondary education to less than
10% by 2020. On average, 14% of young people in
European Union countries have lower secondary
education, at most (Figure 5.2).

South European countries are particularly
affected. In Spain, as many as one in three do
not complete upper secondary education, which
is a cause for concern given the severity of the
economic crisis and an unemployment level
among young people of 51% in March 2012. The
country’s education system reproduces existing
patterns of disadvantage. Having a mother with
less than secondary education increases the
risk of being out of school at ages 16 and 17 by
roughly 14%, with a slightly larger impact for
male teenagers. Other aspects of family context
also have a significant influence: the absence of
the mother from the household increases the
probability of being an early school leaver by 22%.

A study in Germany, where around 12% of
students leave school early, showed that
performance at school had an impact.
Mathematics and language skills, as well as

~
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Belgium

attitudes towards school and life in general, had

a considerable influence on the probability of
dropping out, with an increase of school grades,
for instance, reducing the risk of dropout by up to
nine percentage points.

Among Europe’s minorities, Roma children have
particularly low chances of completing secondary
education in Central and Eastern Europe: only
6% of Roma aged 14 to 18 are enrolled in
secondary education in Bulgaria, and less than
7.3% in Romania.

In most EU countries, boys are more at risk of
leaving school early than girls. In Greece, for
example, 15% of boys do not complete secondary
school, compared with 10% of girls. In some
circumstances, however, girls are more likely

to drop out. Teenage mothers are particularly
vulnerable. Most already have a history of

poor educational achievement and come from
disadvantaged backgrounds. In the United
Kingdom, for instance, around 3.6% of those aged
15 to 17 become pregnant. Pregnancy decreases
the probability of post-16 schooling by as much
as 24%.

Sources: Coneus et al. (2009); Dawson and Hosie (2005); European
Commission (2010); Fernandez-Macias et al. (forthcoming); GHK (2005); Lamb
(2011); Lyche (2010); OECD (2012b); UK Office for National Statistics (2012);
World Bank (2008b).

Figure 5.2: Many European Union countries are not on target to reduce early school leaving
Percentage of the population aged 18 to 24 with at most lower secondary education and not in further education or training, by gender, 2010
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skills so that they can secure good jobs.
Depending on countries’ starting points,
however, they face very different challenges

in reaching this goal. Poor countries need to
overcome barriers to access in order to get
more children into lower secondary school. All
countries need to ensure that the education
provided is relevant to the skills needs of
young people, many of whom are likely to
leave school to start work rather than go on
to further education. Rich countries that have
succeeded in getting most children through
the secondary system still need to support the
sizeable minority who leave early.

Removing the barriers to
secondary education

The problem in this area is that while there
is only one high school, there are a lot of
students. There are no government technical
and vocational schools in the area except
private ones. We cannot afford to pay [for
those].

— young woman, Ethiopia

In many poor countries that need to expand
secondary enrolment from a low level (group

1, Figure 5.1), the immediate problem is still
ensuring that children complete the primary
cycle. For children who do complete primary
school, the costs of secondary schooling can be
prohibitive. More secondary schools are located
in urban areas, limiting access to those from
rural poor households who cannot afford the
cost of transport. Social and cultural barriers
can prevent girls from continuing with schooling
once they reach adolescence. Governments
need to carry out reforms to specifically address
these barriers, and so ensure that young people
consolidate foundation skills.

Linking lower secondary

to primary education

Primary education is no longer enough to

give young people a chance for decent work.
Technological change is demanding stronger
foundation skills. But for children in poor
countries, the transition from primary to
secondary education is not smooth. Only around

Removing the barriers to secondary education

one in three children in the last grade of primary
school enter secondary general education

in Angola and Burundi, for example. Some
sub-Saharan African countries have boosted
lower secondary enrolment by introducing
universal basic education that links primary

and lower secondary education. Countries that
have followed this path include Botswana, the
Gambia, Ghana, Kenya, Namibia, Rwanda, South
Africa and Zambia. Delivering lower secondary
education at the same site as primary schooling
can pose problems if expanding infrastructure
is not adequately factored into planning, as the
example of Zambia shows (Box 5.2).

These reforms can be undermined by
assessment practices at the end of the primary
cycle that are designed to select a small minority
for lower secondary education. In the United
Republic of Tanzania, for example, fewer than

Box 5.2: Challenges of linking primary and

secondary schooling in Zambia

achieving its ambitions.

In Burundi,
only one in
three in the

last grade of
primary school
enter secondary

general
education

With a longstanding commitment to providing all children with a
basic education of nine years, Zambia has made progress on many
fronts. Participation in primary education has reached 91%. The
gross enrolment ratio in lower secondary school rose from 27% in
1999 to 72% in 2010. Even so, Zambia remains some distance from

After the basic education goals were adopted, primary and lower
secondary grades were merged within the same ‘basic schools’
starting in 1996, with upper secondary schools phasing out the lower
secondary grades. This put additional pressure on primary schools
already coping with rising enrolment - pressure that grew further
after 2002 as the withdrawal of fees contributed to a sharp increase
in school participation. One symptom of the difficulty schools

and teachers face in managing the surge in enrolment is that the
transition from grade 7 - the last year of primary, when pupils sit a
leaving examination - continues to be a bottleneck, with one in three
still not making it to grade 8, the first year of lower secondary.

Progress has also been held back by major shortages of schools and
classrooms; by 2006, only 30% of basic schools were offering grades
8 and 9. In addition, many of those teaching lower secondary school
classes had only been trained to teach primary grades.

Zambia's experience does not present a case against universalizing
lower secondary education. It does, however, underline the
importance of sequencing reform and putting in place a structure
that facilitates progression through the full cycle.

Sources: Bennell et al. (2005); UNESCO-IBE (2011); World Bank (2006c).
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half of grade 7 children passed the Primary
School Leaving Examination in 2010. Only
41% of those who reached the last grade of
primary school in 2009 made the transition to
secondary education (Sumra and Rajani, 2006;
UNICEF, 2011a).

In general, however, this strategy has succeeded
in improving accessibility, provided it has been
linked with wider reforms. In Rwanda, for
instance, the introduction of a nine-year basic
education cycle and the elimination of fees for
lower secondary school in 2009 boosted the
number of lower secondary students by 27%
within a year, leading to an increase in the gross
enrolment ratio to 47% by 2011, compared with
28% in 2008. In addition, the curriculum was
redesigned to focus on fewer core subjects

and a new assessment system was introduced.
The difficulty of accommodating the growing
number of children put the quality of education
at risk, however. This was partially addressed by
introducing a double-shift system and building
over 3,000 new classrooms between September
2009 and January 2010 (Global Partnership for
Education, 2011; Lynd, 2010; World Bank, 2011d).

To smooth the transition from primary school,
some countries have abolished examinations
at the end of the primary cycle that had limited
access to lower secondary. The Gambia
increased lower secondary enrolment in part
by phasing out such an examination in 2002.
Enrolment in lower secondary education
increased from 44% in 2002 to 57% in 2003 and
63% in 2004.

Making secondary

education affordable
I had no money for books or a uniform. The
financial situation of the family was bad. | had
to supplement family income by working for
daily wages, for the very survival of the family.
Earning money was more important for me
than going to school.

— young man, India

Many countries continue to charge secondary
school fees, which are sometimes substantial
and can be a major barrier for the poorest
households. Abolishing fees can be a key
way of improving access for children from

disadvantaged groups, as evidence from some
Asian and African countries that have expanded
secondary education suggests. Cambodia, the
Lao People's Democratic Republic, Malaysia,
Mongolia and Thailand have abolished lower
secondary fees (Caillods, 2010) as have some
sub-Saharan African countries, including Ghana
and Uganda in 2007. In Uganda, abolishing lower
secondary school fees particularly increased the
enrolment of girls from poor households, who
had been more likely to be out of school. Girls
were about 49% more likely to enrol in secondary
education in 2009 than in 2005 (Asankha and
Takashi, 2011).

Kenya went a step further, with an ambitious
programme abolishing fees for all secondary school
grades. Enrolment rose immediately, but not for
everyone; the government needs to make sure its
increased investment is geared to give poor rural
children and girls just as much chance as others
(Box 5.3). Rwanda is also taking this path

from 2012, aiming to achieve twelve years of

free education for all within seven years (Mugisha,
2012; Rwanda Ministry of Education, 2012).

Instead of abolishing tuition fees for all,
some countries have opted to reduce or
eliminate fees only for specific groups, such
as girls, rural dwellers or members of ethnic
minorities. Under Nepal's Tenth Plan (2002~
2007), children from the Dalit community, the
Janajati ethnic groups and households living
below the poverty line are exempt from fees
(ILO Nepal, 2005; Panta and Pokhrel, 2011).
In Bangladesh, stipends for secondary school
girls have been so successful that there are
now more girls than boys in secondary school
(see goal 5 policy focus].

Even when fees are abolished, other costs can
far exceed family incomes. When there are

no secondary schools nearby, for example,
transport or boarding costs can be prohibitive,
as Kenya's experience illustrates (Box 5.3).
Measures that aim to reduce the wider costs of
education can be effective in increasing access
for disadvantaged youth.

Conditional cash transfer programmes have
become popular following early successes in
some Latin American countries. On average,
such programmes have been found to raise
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Box 5.3: Abolishing secondary school fees in Kenya

Some countries in sub-Saharan Africa are
considering making secondary education free.
Kenya has already moved in this direction,
abolishing fees for upper secondary school

in 2008. The initial response was impressive.
Enrolments rose from 1.2 million in 2007 to nearly
1.4 million in 2008, reflecting the large cost
barriers that parents had been facing, especially
in rural areas. Kenya continues to have serious
problems in making sure that all children benefit,
however - problems that will require fixing at
primary level.

Fee abolition is part of a broader strategy to
triple secondary enrolments by 2015. What are
the prospects of Kenya achieving this target?
Much will depend on progress at primary level.
Many from the poorest households do not make
it beyond primary school: one in three of poor
young women had dropped out before reaching
lower secondary in 2009. Moreover, while the
abolition of secondary school fees reduced the
costs for households by 58% for day schools and

Removing the barriers to secondary education

31% for boarding schools, indirect costs are still
twelve to twenty times as much as the monthly
income of parents in rural areas, meaning
secondary school remains out of reach for the
poorest households.

Abolishing fees has required allocating the
equivalent of USS164 per pupil annually to
compensate secondary schools for the loss in
income — ten times the amount per pupil annually
received by primary schools. But only a minority
of children from poor rural households or urban
slums - who still have to pay for uniforms and
books - get to secondary school, so public
spending on secondary education still heavily
favours the non-poor. The increased investment
in secondary education would be more equitably
distributed if it were geared towards remote
rural areas, slum settlements and pastoralist
communities.

Sources: Mawathe (2008); Kenya Ministry of Education (2005); Njoroge and
Kerei (2012); Ohba (2009); Onsomu et al. (2006); Oyaro (2008); Somerset (2009);
(UIS, 2012a).

enrolment at secondary level by three to twelve
percentage points in developing countries
(Slavin, 2009). The success of these Latin
American programmes is encouraging some
sub-Saharan African countries to emulate

it, sometimes with strong positive effects. In
Malawi, cash transfers to teenage girls and
young women reduced dropout rates from
11% to 6% and multiplied by 2.5 the share of
re-enrolment of girls who had dropped out
before the launch of the programme (Baird et
al., 2009). Scholarships granted to poor girls
at the end of primary school in Cambodia were
also found to lower the barrier to secondary
education, increasing attendance by 30%
(Caillods, 2010).

The most disadvantaged youth are not always
aware that they may be eligible for such
programmes and application processes may
present barriers for poor households. In
Kenya, for example, the need to photocopy an
application form has sometimes prevented
poor families in rural areas from applying for
government scholarships (Ohba, 2009). Where
properly implemented, however, grants and
scholarships are powerful ways of giving young

people from poor families a better chance of
getting to secondary school.

Young mothers need support
to return to school
| was engaged to someone and he refused to
let me complete my education, so | stopped.
- young woman, Egypt

For young women in low income countries, it

is not only poverty that leads some to drop out.
Deeply engrained social, cultural and economic
barriers, such as early marriage, may also
prevent them from continuing education. More
than one in ten young women aged 15to 19 are
pregnant or mothers in sub-Saharan Africa, Latin
America and South Asia, with as many as 30%

or more in some countries, such as Bangladesh,
Liberia and Mozambique (World Bank, 2010c).

In the Plurinational State of Bolivia, Colombia,
the Dominican Republic, Haiti, Nicaragua and
Peru, teenage mothers have an average of 1.8 to
2.8 fewer years of education than other girls and
are fourteen times as likely to drop out of school.
Even if they had attended school before they

More than
1in 10 Latin
American

young women
aged15to 19
are pregnant

or mothers
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became pregnant, up to 89% are out of school,
compared with 35% of girls who did not have
children in their teenage years (N&slund-Hadley
and Binstock, 2010).

Education itself is good protection against early
marriage for teenage girls. The median age

for marriage among women with a secondary
education, compared with those who have no
education or only a primary school education, is
over two years higher in Bangladesh and Nigeria,
three years higher in Ethiopia and Mali, and four
years higher in Chad (Brown, 2012).

Including basic life skills for sexual and
reproductive health and HIV prevention has
proved effective in preventing early pregnancy
and reducing the risk of sexually transmissible
diseases. The Better Life Options Programme for
adolescent girls in India offers a combination of
skills: literacy and vocational training, support
to enter and stay in formal school, family life
education and leadership training. An impact
assessment found significant benefits. The
share of those married at age 18 or above was
37% among graduates but only 26% in a control
group, and more graduates were reported to
use contraception. Among unmarried girls,
graduates were 65% more likely to be aware

of AIDS and 17% more likely to know how to
prevent HIV and AIDS. These differences were
even greater among married respondents
(CEDPA, 2001).

In some developing countries, including
Botswana, Malawi, Namibia, Swaziland and
Zambia, pregnant girls are excluded from school
after giving birth, for a period that ranges from
at least six months to eighteen months. These
girls are often not allowed to return to the same
school after giving birth. In countries where
schools are legally obliged to readmit young
mothers, such as Cameroon, South Africa and
most countries in Latin America, social stigma
and the absence of educational, financial and
psychological support make it difficult to return
(Hubbard, 2008).

Even where the law has changed to assure
the right to education of young mothers, more
has to be done to empower them to take
advantage of that right. Recognizing this need,
since 1978 the Women's Centre of Jamaica

Foundation has provided all-round support to
help mostly poor pregnant girls and mothers
under age 16, including food and transport
costs, so they can re-enter school after giving
birth. The programme has been partly funded
by the government since 1991, although recent
budgetary cuts have forced the foundation to
reduce its activities. Over 1,000 young mothers
take part in life skills and school re-entry
programmes each year. Evaluations in the late
1990s showed that the programmes increased
the likelihood of young mothers completing high
school from 20% to 32% (Advocates for Youth,
2012; Barnett et al., 1996; Drayton et al., 2000;
ECLAC, 2007; Tomlinson, 2011].

A survey conducted by the Forum for African
Women Educationalists in Zambia shows how
a combination of communication activities,
legislative change and local training for teachers
and students can change attitudes towards
school re-entry. While 69% of teachers were
against school re-entry for pregnant girls in
2001, 84% expressed a positive attitude after
receiving training in 2004. Opposition also
decreased among parents, from 53% to 25%
(FAWE, 2004).

Making secondary
education more relevant
to the world of work

Lessons like history, you sit there, like, 'why
am [ here?" It didn't interest me. Why do | need
to know about Henry VIII? It's never going
to come up in the workplace, is it? Writing
reports and letters - that's important, and ICT
... you're always going to use a computer.

- young woman, United Kingdom

If adolescents feel that secondary education
lacks meaning or is not preparing them
adequately for life and work, a gradual process
of disengagement can set in that undermines
their learning or leads them to drop out. Making
secondary education more inclusive reduces
the risk that they will join the millions of young
people in the world who leave school without the
skills required for good jobs or further training.
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Some countries have made secondary education
more equitable and more relevant to the world of
work by diversifying the curriculum to cater for a
wider range of interests and abilities. They have
also struck a good balance between technical,
vocational and general subjects, ensured that
these subjects build on foundation skills, and
smoothed the school-to-work transition by
emphasizing transferable skills.

Many countries that have achieved high upper
secondary enrolment, such as the Netherlands,
the Republic of Korea and the United States,
have made great strides in these areas. Some
middle income countries, including Brazil, China
and India, are using similar measures to expand
secondary education.

Lower secondary: a common
curriculum to equip all with

core skills

Avital first step in making sure that secondary
education offers the most opportunities to the
widest range of students, including those from
disadvantaged backgrounds, is to provide a
common core curriculum that consolidates
foundation skills.

Providing a common curriculum for all learners
up to age 15, rather than sorting students into
streams according to academic performance, is
a better way of ensuring that all students acquire
core skills. International and national comparisons
in OECD countries show that the earlier such
selection occurs, the more learning achievement
is correlated with students’ socio-economic
background (Field et al., 2007; Woessmann, 2009).

When students at greater risk of school failure
are grouped together, lower expectations, a
less stimulating learning environment and peer
effects often diminish their learning achievement.
Inequalities in reading performance are wider
in systems that group students early according
to ability, as in the Czech Republic, Germany
and Greece, whereas they decrease most in
countries with a comprehensive system, such
as Canada, New Zealand and Turkey (Hanushek
and Woessmann, 2005; Hattie, 2009; OECD,
2010b). In Poland, delaying grouping of students
by ability by one year before the age of 15 led

to an increase in students’ performance and

Making secondary education more relevant to the world of work

a significant decrease in the share of low
performing students who were typically enrolled
in vocational schools, from 21.4% in 2000 to
15% in 2003 (Wisniewski 2007).

Some low and middle income countries,

such as Botswana, Ghana, South Africa and
Uganda, have developed a common curriculum
framework together with new assessment
practices, learning materials and teacher
training activities (Hoppers, 2008]. This has
allowed schools to concentrate on core skills,
including literacy and numeracy, while offering
extracurricular activities to meet the wider
needs and interests of their students. Botswana,
for example, reformed its basic education
system in 1995 to offer a core curriculum for all
learners at lower secondary level. Core subjects
undertaken by all students, irrespective of ability,
include languages, sciences, social studies

and practical subjects such as agriculture and
technology. Practical subjects are aimed not
only at mastering a particular trade, but also at
fostering transferable skills for employability
(Tabulawa, 2009; UNESCO-IBE, 2010; World
Bank, 2008a).

Upper secondary: striking a

balance between technical,
vocational and general subjects

After lower secondary education, some students
enter general secondary school and follow an
academic or vocational route, while others enter
technical and vocational institutions. There is

a vast array of public and private institutions at
this level, but the numbers of those entering

the different types of institutions are notoriously
difficult to obtain.

Upper secondary enrolment is increasing,
but varies between countries

From 1999 to 2010, as overall upper secondary
enrolment increased, enrolment in technical and
vocational education also increased, but with
wide variations between and within regions. The
proportion of secondary students in technical
and vocational education is low, on average, in
sub-Saharan Africa, South and West Asia, and
the Arab States (Figure 5.3). This is an indication
that countries where overall enrolment in
secondary school is low are less likely to offer

Botswana

reformed its

education

system to offer
a core lower

secondary

curriculum to

all learners
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Figure 5.3: Low secondary enrolment, a smaller share in technical and vocational education
Upper secondary gross enrolment ratio by type of programme, by country, latest year available (2009-2011)
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a vocationalized curriculum for most students.
There are exceptions, however. In Angola, where
only 22% are in upper secondary school, around
three out of four are in technical and vocational
education.

Gender disparities are often wider in technical
and vocational education than in general
education. In Bangladesh, girls accounted for
only 21% of technical and vocational enrolment,
compared with 51% of general secondary
enrolment. Girls who are enrolled in technical
and vocational education tend by and large to
be in areas that lead to traditionally female
occupations, often characterized by low pay,
such as hairdressing, sewing and tailoring, sales
and service occupations, and care professions
(European Commission, 2006; Gaidzanwa, 2008;
Solotaroff et al., 2009).

The benefits of technical and vocational
education depend on labour market demand
Technical and vocational education may be most
effective when it builds on solid foundation skills
and meets labour market demand for skills, as
in China and the Republic of Korea, which have
experienced economic growth and expanded
primary education.

The importance of linking the content of
technical and vocational education to labour
market needs is illustrated by evidence from
several countries. In Cambodia, Indonesia,
Thailand and Turkey, for example, where labour
market returns to secondary education - the
effect on earnings of additional schooling - are
generally high, they are higher for vocational
education than for secondary general education.
In Cambodia, returns to male vocational
secondary school graduates in wage employment
are 39%, relative to primary school graduates,
compared with 32% for secondary general school
graduates (Patrinos et al., 2006). This reflects
recent developments in the Cambodian labour
market, where scarce skills are increasingly
being rewarded (Lall and Sakellariou, 2010).

In other countries, such as Egypt, the Islamic
Republic of Iran, Rwanda and the United
Republic of Tanzania, returns to vocational
secondary are lower than to secondary
general education, sometimes considerably so

Making secondary education more relevant to the world of work

(Kahyarara and Teal, 2008; Lassibille and Tan,
2005). In Egypt, where returns to secondary
schooling are low overall, the returns to
graduates of vocational secondary schools are

4%, compared with 7% for graduates from upper Technical

general secondary schools (Salehi-Isfahani et and vocational

al., 2009). This may in part reflect the fact that education

students who join secondary general schools are is often

more Lllkety to be frqm wealthier backgrounds. dominated by

According to analysis by the EFA Global .
disadvantaged

Monitoring Report team based on the 2005-2006
Egypt Household Education Survey, around one
in two of adolescents aged 14 to 17 from the
wealthiest quintile were in secondary general
education, while fewer than one in ten from the
poorest quintile were. For the wealthiest and
the poorest households, around 20% were in
vocational school.

young people

Although technical and vocational education

can improve the transition from school to

work in the short term, it can limit students’
ability to adapt to long-term structural and
technological change in the economy. Analysis of
eighteen OECD countries found that those with
more general education had better long-term
employment prospects (Hanushek et al., 2011).

In rich countries, diversifying the curriculum
enables upper secondary school to cater for
all students

A diversified secondary curriculum that
balances technical, vocational and general
education is crucial in order to offer students
from all backgrounds more choice, and to avoid
perceptions of the vocational track as second
best and a dead end that does not lead to
further education.

Technical and vocational education tends to be
dominated by young people from disadvantaged
backgrounds, and so is often seen as second
rate. Among sixty-five countries and territories
that took part in the 2009 Programme for
International Student Assessment survey,

at least one in seven 15-year-olds attended
vocational education in twenty-two of them.2 A
comparison of these twenty-two countries and

2. Austria, Belgium (Flemish), Bulgaria, Colombia, the Czech Republic, Croatia,
Hungary, Indonesia, ltaly, Japan, Luxembourg, Mexico, Montenegro, Shanghai,
the Republic of Korea, Romania, Serbia, Slovakia, Slovenia, Chinese Taipei,
Thailand and Turkey.
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territories shows that, in eighteen, students
streamed into vocational schools have lower
socio-economic status on average than their
peers in general education.

In Hungary, for example, 19% of students in
secondary general education were in the bottom
socio-economic quartile, compared with 54% of
students in vocational schools. In the Republic

of Korea, the figures were 17% and 52%,
respectively. In countries where disadvantaged
students are streamed into vocational schools,
average scores in mathematics were lower

than in secondary general education. The four
countries with the widest performance gaps
were ones where the proportion of those from
disadvantaged backgrounds was greatest. By
contrast, where students in vocational secondary
schools tended to be of higher socio-economic
status (including Colombia, Indonesia, Japan and
Mexicol, the average mathematics score was
higher in these schools than in secondary general
education schools. This suggests that vocational
secondary education school is not necessarily
second rate, but that streaming of disadvantaged
students into these schools is a key reason for
differences in performance (Altinok, 2012).

Pushing lower performing students into parallel
technical and vocational streams therefore risks
cementing social inequalities. In the United
Kingdom, for instance, low level vocational
qualifications have attracted criticism for
bringing no returns in the labour market, and
for sometimes even being harmful because they
send poor signals to employers (Wolf, 2011). As
the skills upon which these low qualifications
are based do not reflect those required in

most jobs, some employers prefer students
with strong general education qualifications
and more transferable skills. High performing
students with such qualifications are more able
to adapt and learn on the job. The result is that
low performing students tracked into low level
vocational qualifications face further social and
economic disadvantage.

If the technical and vocational education offered is
of high quality however, and relevant to the world
of work, combining vocational subjects with work-
based learning opportunities can help re-engage
students who might otherwise leave school

early. Experience from OECD countries suggests

that when technical and vocational subjects are
introduced alongside general subjects and made
more relevant to the labour market, enrolment
and completion rates can increase. One study
found that a 10 percentage point increase

in the share of upper secondary students in
vocational and pre-vocational programmes was
associated with a 2.6 percentage point increase
in completion rates. In Australia, the introduction
of vocational courses in the general curriculum
helped reduce early school leaving significantly
(Markussen and Sandberg, 2011).

If weaker students are tracked into technical
and vocational subjects, they need to be offered
a route back into general education, or given
options to include relevant general education
subjects, as a rigid separation of these pathways
can reinforce inequality of opportunity, increase
dropout rates and damage career prospects.
Recognizing this, some rich countries have
striven to offer more flexible approaches.

Switzerland has created a special one-year
programme so that technical and vocational
graduates who want to enter university can catch
up on academic subjects. In 2010, about 13% of
21-year-olds were taking additional academic
subjects under the programme. Participating

in the programme improved the prospects of
girls from low socio-economic backgrounds
who wanted to study at post-secondary level

in particular. Girls with well-educated parents
were 15% less likely to take these additional
subjects than those with less educated parents,
suggesting that the opportunity corrects to some
extent for the socio-economic bias operating

at the entry to vocational school (Falter and
Wendelspiess Chavez Juarez, 2011).

Singapore’s flexible approach is a particularly
strong example (Law, 2011). The system allows
students to move among five different streams,
according to their abilities and interests (OECD,
2012b). Regardless of the stream they take,
their qualifications can be a route into tertiary
education. This approach has been successful
thanks to features not necessarily found in
poorer countries, such as strong links between
government and industry, large investments in
teacher training, adequate teaching and learning
resources, and efficient monitoring of student
capacities and interests.
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Singapore’s experience raises a question that
many low income countries have had to address:
at what stage should countries aim to develop a
diversified curriculum with a flexible approach?
Or, where upper secondary enrolment remains
low, as in Burkina Faso, Ethiopia and Mozambique,
for example, should countries first expand the
general secondary system, or embark immediately
on a diversified curriculum? The former, it would
appear, can reduce social inequalities, as it
allows more students to acquire and consolidate
strong foundations for further learning or work.

Diversifying the curriculum in poorer
countries depends on funding

Many developing countries are moving quickly
to make technical and vocational subjects a key
component of secondary education, often with
a focus on expanding access for disadvantaged
young people.

The African Union has advocated the
development of vocational skills, provided both
in formal and non-formal settings, as part of
Africa’s economic growth strategy, calling for
stronger integration between post-primary
education and training systems [African Union,
2006, 2007). Bangladesh is aiming at a massive
expansion of the vocational track in public and
private secondary schools, from 3% to between
20% and 25% of total secondary enrolment,

Box 5.4: In Ghana, technical and vocational subjects are better resourced in urban

schools than in rural ones

Technical and vocational subjects were introduced
into Ghana's secondary school curriculum

from the mid-1960s, but not until 1987 was a
comprehensive plan launched to make vocational
education an integral part of the secondary
education system. Education reformers
maintained that this step would provide youth
with skills for salaried work and self-employment
and for post-secondary general, technical and
vocational education. The move increased the
proportion of students studying vocational
subjects by about 50%.

Although the reforms made vocational and
technical subjects more available, the high costs
involved meant that schools in urban areas,

Making secondary education more relevant to the world of work

targeting the poor and women in particular
(Engel, 2012). China has set a target of 50%
technical and vocational enrolments by 2020
(China Ministry of Education, 2009). Pakistan, in
its Vision 2030 plan, aims to increase secondary
technical and vocational enrolment from 4.2%
in 2010 to 15% in 2015 and 40% in 2030. It also
envisages reserving places at technical and
vocational institutions for disadvantaged youth
(Engel, 2012).

Are these goals realistic? The answer depends
partly on cost. For low income countries, gains
from diversifying the curriculum by introducing
technical and vocational education need to

be weighed against what could be gained by
investing the same limited resources in raising
the quality of teaching in core curriculum
subjects. In Benin, Chad, Guinea, Mauritania
and Togo, the cost of technical and vocational
education and training is more than three times
that of upper secondary general education
(Kamano et al., 2010).

Integrating technical, vocational and general
secondary subjects in one curriculum framework
requires sufficient resources and trained teachers
in all subject areas. In Ghana, wide disparities

in school facilities and equipment and in the
trained teacher supply meant that some secondary
schools, particularly in rural areas, offered fewer
subjects and of lower quality (Box 5.4).

with higher enrolment and students from rich
backgrounds, benefited most. Because of their
high enrolment and better resources, urban
schools made more intensive use of equipment
and facilities than those in rural areas. The cost
of providing some technical subjects was twenty
times as much in rural areas as in urban ones, yet
the quality was poorer due to lack of equipment
and trained teachers.

Ghana's experience suggests that when resources
are scarce, expanding technical and vocational
education can further widen inequalities,
benefiting those in urban areas.

Source: Akyeampong (2005).
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To be successful, an integrated curriculum
needs to offer a wide enough range of

subjects. Studies in Botswana, Ghana, Kenya
and Mozambique show that adding only a

few vocational subjects to the curriculum of
secondary general education brought no benefits
in the labour market. In Mozambique, it was only
when vocational subjects made up at least 30%
to 40% of the curriculum that tangible benefits
became apparent (Lauglo, 2005).

As countries seek to expand access to secondary
education, some have adapted the content of
traditional subjects, such as mathematics and
science, to incorporate vocational relevance. The
Tutorial Learning System or SAT (Sistema de
Aprendizaje Tutorial), developed by FUNDAEC,
the Foundation for the Application and Teaching
of Science (Fundacién para la Aplicaciony
Ensefanza de las Ciencias), in Colombia,
provides a good example of this approach. SAT
is a rural education programme based on a
revised secondary school curriculum integrating
practical skills through conventional subjects in
ways that make sense to rural youth. They can
gain knowledge in agriculture, animal husbandry
and other rural activities through subjects such
as mathematics and science. SAT's success has
led several other countries in Latin America to
adopt it, and some NGOs are experimenting with
it in Zambia and other African countries (IFAD,
2010; Murphy-Graham et al., 2002).

Strengthening the links
between school and work

In colleges and in schools as well, they
should do more, not just a day release where
you go off and do a bit of work experience,
they should do it like if they have two days in
school, three days in placement, just balance
it out. That way you're in school, you're
learning what you need to learn and you're out
there trying to get some experience.

- young woman, United Kingdom

School leavers often face a conundrum: they
cannot get a job because they lack work
experience, but they cannot get work experience
unless they get a job. In Egypt, for instance,
employers consider work experience the most

important criterion for recruitment (El Zanety
and Associates, 2007). For those who are able to
remain in upper secondary education, connecting
schools to the workplace is a way to solve the
conundrum, smoothing the transition to work.

Internships and apprenticeships are ways young
people can acquire transferable and vocational
skills through direct work experience. While
formal apprenticeships can last several years,
internships sometimes last only weeks or
months. Internships are not structured on the
basis of a curriculum and the learning outcomes
are seldom assessed. By contrast, formal
apprenticeships are geared towards learning a
trade, with the workplace as the site for acquiring
the skills recognized in a qualification. Internships
are generally either unpaid or offer a small
stipend, while apprentices are usually paid a
minimum wage or stipend during their training. In
both cases, companies bear the costs of training
and governments pay the costs of schooling.

Internships are not reaching

the disadvantaged
The only thing that | haven’t got every single
time I've gone to an interview is experience,
and you can’t get that unless you work for
free. I've been to interviews and they've said,
‘Oh, we can't offer you a place but we can offer
you an internship for six months for free,” and
sometimes they don’t even pay your travel. |
have done internships but it gets to the stage,
like, "if you're not going to employ me then you
can't take advantage.’

- young woman, United Kingdom

Short-term internships can help students
discover the world of work, provide career
ideas, improve motivation at school and develop
students’ transferable skills. To provide

good quality training, they require a high

level commitment from employers and well-
developed legal and institutional frameworks.

In poorer countries, where small, informal
enterprises often dominate and youth
populations are large, internships may be
available only to a minority. Even in rich
countries, the availability of internships often
replicates discrimination in the labour market,
making it difficult for disadvantaged youth to
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secure contracts because of gender, disabilities
or ethnic background (ECOTEC, 2009). A German
survey found that young people with German-
sounding names applying for internships were
14% more likely, on average, to receive a call for
an interview than those with Turkish-sounding
names (Kaas and Manger, 2010). Similar
discriminatory practices have been reported in
the United Kingdom and Greece (Drydakis and
Vlassis, 2007: Woods et al., 2009).

Interns often receive low or no remuneration,
often no more than enough to cover basic living
expenses. Around one-half of interns surveyed
in Europe in 2011 received no compensation. As
a consequence, the majority relied on parental
funds to enable them to benefit from this form
of work experience, effectively excluding those
whose parents cannot afford to provide such
support (European Youth Forum, 2011).

Formal apprenticeships

can provide skills for good jobs
[In my apprenticeshipl, | will go to the centre
to learn computer repair. When [ study in the
centre | can practise there and after getting
a certificate, | can work right away. | don't
onlylearn theory. They allow me to practise
assembling or repairing computers.

- young man, Viet Nam

Experience in most regions of the world shows
that formal apprenticeships can be beneficial
in building bridges between school and the
workplace. Formal apprenticeships linked
with the school system are most common in
developed countries.” They can increase the
attractiveness of staying in education while
benefiting employers by ensuring that young
people enter the labour market with relevant
skills and experience.

In France, apprentices alternate between
general and theoretical instruction at an
apprenticeship training centre (Centre de
Formation d'Apprentis) and practical training at
the workplace. They receive 25% to 78% of the
minimum wage, depending on their age and the

3. Traditional apprenticeships, which are particularly taken up by disadvantaged
youth in low income countries, are usually offered by small business owners
who teach a skill or trade to young people, but with no direct links to school
(see Chapter 6).

Strengthening the links between school and work

length of their contract (France DARES, 2011).
Apprenticeships lead to the same qualifications
as education in the classroom-based technical
and vocational education and training track
(Abriac et al., 2009).

Public policy initiatives, including financial
incentives for employers, have led to a large
increase in the number of apprentices. The
number of new contracts signed each year
rose from about 130,000 in the early 1990s

to 287,000 in 2010. That year, 57% of the new
apprentices were aged 15 to 18, two-thirds
were males, and two-thirds had either no
qualification or secondary-level vocational
certificates (France DARES, 2011). Even so, the
French apprenticeship system operates on a
much smaller scale than the better-established
German system, and tends to contract during
recessions, as was observed in 2009 and 2010
(Lefresne, 2011) (see Box 5.5).

Apprenticeships succeed in bridging the
schooling system and the labour market:

they facilitate the acquisition of skills relevant
to employer needs, and provide youth with
workplace experience. In France in 2007,

three years after completing their training,
84% of former apprentices were employed;
95% of those had full-time jobs, and 74%
permanent contracts. The corresponding
figures for youth from the classroom-based
technical and vocational education and training
track were 78%, 89% and 64%. After taking
into account initial education and other socio-
economic characteristics, going through an
apprenticeship increased the likelihood of being
employed three years after completion by 6.5
percentage points, and salaries were 2.9%
higher (Abriac et al., 2009). One limitation is
dropout: one-quarter of apprenticeship contracts
are terminated early, either because apprentices
lacked necessary foundation skills, or did not
receive enough attention at the workplace,

or faced financial, housing or transportation
difficulties (Lefresne, 2011).

Apprentices are often more likely to be men
because of discrimination in the labour market and
the types of occupations for which apprenticeships
are available. In 2010 only 13% of graduates of
Egypt's dual system, for instance, were women
because of the focus on traditional industrial

In France, 84%
of trainees
were employed
three years
after an
apprenticeship
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occupations (Adams, 2010). Young women

who have taken apprenticeships get paid less
in them, find it harder to get a job and receive
lower pay once they are in work [Adams, 2007).
In the United Kingdom, female apprentices earn
21% less, on average, while undertaking their
training. The wage benefit of a woman who has
undertaken an apprenticeship was just 4%,
compared with 20% for a man undertaking the
same apprenticeship (TUC and YWCA, 2010).

Formal apprenticeships can achieve different
outcomes for students depending on how they
are organized. Japan has a long history of
apprenticeships in which schools and employers
cooperate in placing school graduates directly
into jobs. Schools play an active role in the
selection process by recommending students
for particular apprenticeship positions. Evidence
suggests that this creates an incentive for less
academically oriented students to work harder
in order to gain higher marks to improve their
chances of being recommended for larger,
more prestigious companies (Genda and
Kurosawa, 2001). One disadvantage of this
approach is that there are incentives for teachers
to support better performing students to ensure
that their schools maintain links with more
prestigious companies.

In the United Kingdom, schools play a less active
role. About 42% of secondary school graduates
who enter apprenticeships do so by applying
directly to an employer. About 10% find their
apprenticeships through connections, and only
10% secure an apprenticeship through a careers
adviser or teacher. The share of black and other
ethnic minority youth already employed who
enter apprenticeships is 32%, compared with
44% for white youth (Learning and Skills Council,
2008) - a situation that reflects the general
difficulties that socially disadvantaged groups
face in securing jobs in the United Kingdom.

In other contexts, combining school and work
can benefit disadvantaged students, especially
if they are specifically targeted, as Career
Academies in the United States have shown.
About 2,500 of these offer academic and
technical curricula related to career themes
and establish partnerships with local companies
to offer work-based learning opportunities.

Evaluations have shown that young men at the
greatest risk of dropping out who attend Career
Academies benefit in particular. They are more
likely to complete school and get a job, and those
least likely to do well academically become more
engaged with school (Kemple, 2004).

Apprenticeships link the school curriculum with
the workplace in a variety of ways. The German
dual model, combining structured training
within a company and part-time classroom
tuition, works well in Germany because of
strong regulation and partnerships between
government, employers and employees. Its
success in other settings would depend on
matching the conditions that have enabled it to
work well in Germany (Box 5.5).

Switzerland, with a long tradition of employer
engagement in technical and vocational
education, has a slightly different model from
the German dual system, described as a triple
system. It involves three learning sites: the
factory or business place for three or four days a
week, the vocational school for one or two days
a week and a special centre or workshop where
introductory courses are given, usually for three
months (Gonon, 2004). The Swiss experience
shows that investment in such training can be
very beneficial to companies. One study estimated
that in 2004 Swiss companies invested US$3.8
billion in apprenticeship training while obtaining
a productive output of US$4.2 billion (OECD,
2010a). The willingness of companies to offer a
wide range of apprenticeships depends partly
on the economic climate. In the early 2000s,

for example, the share of companies offering
apprenticeships fell (Gonon, 2004).

Combining work experience and schooling can
help address inequality, but a large modern
sector is necessary for this approach to work
well. In many low income countries, including
those in sub-Saharan Africa where employment
in the informal sector is prevalent, it is difficult
to provide youth in school with well-structured
work experience in small enterprises that are
often household based. In such countries, the
limited opportunities for work-based learning
are likely to be rationed to the privileged few
who make it to upper secondary school, thus
widening inequality.
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Box 5.5: How does Germany's successful dual model work?

Germany has managed to maintain low levels of
youth unemployment, even as other countries in
Europe have experienced an economic downturn.
In January 2012, youth unemployment stood at
8%, compared with 23% in France and 22% in
the United Kingdom. The German dual model of
structured training within a company combined
with part-time classroom tuition in vocational
and general subjects is often cited as a reason for
this achievement.

The model has been successful in providing
young people with skills for a smooth transition
to the labour market. Open to all students who
have completed lower secondary education at
age 15, it lasts two to three and a half years.
Around 60% of German youth enrol in the dual
system, and 57% of those who complete an
apprenticeship are immediately employed by
their training company.

Apprentices are considered employees and paid
by the training company. They can choose from
about 340 occupations, from hairdressing and
car repair to insurance and financial services.

Regulation and partnership are the principles that
make the system so successful. Representatives
of the federal government, the states, employers
and employees work together by consensus to

Strengthening the links between school and work

develop curricula, provide training and carry out
assessment, certification and quality assurance.

Mutual trust and a long-term commitment

to developing human resources are the key
ingredients that enable the dual system to deliver
the skills that employers need while guaranteeing
employees sufficient skills to change jobs and
move up the career ladder. They are also the
aspects of the dual system that make it so
difficult to replicate elsewhere.

Germany's economy has a broad industrial base,
with many small and medium-sized companies
involved in export-oriented activities and
requiring a highly skilled workforce. Companies
thus see apprenticeships as a vital investment to
guarantee their long-term competitiveness.

While the dual system has often been cited as one
reason youth unemployment is lower in Germany
than elsewhere in Europe, economic growth and
an ageing population are also key factors. Given
the economic downturn and demographic growth
in many other OECD countries, it remains to be
seen to what extent elements of the dual system
could help to solve the problem of unemployment
on a large scale.

Sources: BIBB (2011); Eurostat (2010); Hippach-Schneider and Toth (2009);
Germany Ministry of Education (2011).

Implementing programmes of formal
apprenticeships linked with schooling is even
more challenging. Compared with richer
countries, low and lower middle income
countries have fewer formal firms and industries
that can be partners and they lack the necessary
regulatory capacity. In addition, the benefits

of formal apprenticeships for government,
employers and students are sometimes not
clear and the level of mutual trust is low. Such
apprenticeships benefit only those students
fortunate enough to reach upper secondary
school, moreover, as many leave school before
this stage with even more limited opportunities
to gain skills for good jobs. Despite the
difficulties involved, Egypt has successfully
experimented with formal apprenticeships linked
to schools (Box 5.6).

Career counselling should aim

to help disadvantaged youth

secure apprenticeships
I'think it would make a big difference if | could
find someone well-educated to guide and give
me a better understanding of my vocation of
interest. If someone can give me the skills
and the possibility to start work, | know | can
achieve my goals.

- young woman, Ethiopia

Although some schools offer career counselling,
it tends to focus more on education decisions
than on occupation choices (Watts and Fretwell,
2004). In Japan, however, teachers take a more
active role in counselling apprenticeship-bound
students about the appropriateness of specific
companies and jobs. This tends to ensure that
students are fully informed and that the jobs match
their interests, hence reducing dropout from the
apprenticeships (Brinton, 1998; Hori, 2010).

Germany's
dual system
has helped
maintain

its youth

unemployment

at 8%
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Box 5.6: Egypt adopts the German

model with success

Confronted with high youth unemployment
and a skill mismatch, in 1994 the Egyptian
Government set up a dual system of school-
and work-based technical education, known as
the Mubarak-Kohl initiative, with the support
of Germany.

Students spent two days a week at school

and four days in a company. The Ministry of
Education paid the cost of schooling, including
classrooms and teachers, while the private
sector paid for training in factories and
provided a stipend for trainees throughout the
three-year programme. By 2009, the initiative
included 76 technical secondary schools and
1,900 companies providing training in 32
trades to 13,000 students.

The programme has continued to expand. In
2010, 10,200 new students enrolled, almost
doubling the intake. About 30% of graduates
immediately found a job, while 40% continued
further studies in higher education. Rather
than copying the German dual system, the
project adapted its basic principles to the local
context. For example, business associations
play a key role in providing training places,
while in Germany the link is made with
companies directly.

Source: Adams (2010).

Even in countries where career guidance

in schools is difficult, initiatives such as

career fairs, school visits to workplaces and
partnerships with local employers have shown
some positive results. The INJAZ Al-Arab
programme, for instance, offers a framework
for local partnerships between schools and
enterprises in twelve countries in the Middle
East and North Africa. In Lebanon, volunteers
from leading companies go to secondary schools
to share their professional experience and teach
courses on job-seeking skills and business
ethics, as well as advanced programmes on
economics and entrepreneurship. More than
600,000 beneficiaries have been reached through
INJAZ Al-Arab since 2004.

In Jordan, during the 2010/11 school year
over 100,000 students benefited from various

activities conducted by INJAZ volunteers in
secondary schools, such as careers guidance,
job shadowing [or work readiness), and life
skills training (INJAZ Jordan, 2012). In Lebanon,
the programme is being scaled up to reach

all secondary school students (ETF, 2012). It
increased by 33% the share of students who
felt confident about their ability to manage a job
interview successfully, compared with students
who had not attended the programme (Angel-
Urdinola et al., 2010).

Transferable skills for all: a desirable
but challenging goal

Skills learned at school need to extend beyond
subject knowledge. Employers repeatedly
indicate that they value transferable skills

such as applying knowledge in real work
situations, solving unexpected problems and
communicating effectively with colleagues.

Denmark, Hong Kong (China), New Zealand
and Queensland (Australia) all specify problem
solving as part of their curricula. The New
Zealand Ministry of Education, for example,
identifies problem-solving skills such as
thinking critically, creatively, reflectively and
logically; exercising imagination, initiative and
flexibility; analysing problems from a variety of
perspectives; trying out innovative and original
ideas; and making decisions on the basis of
experience and evidence (World Bank, 2008a).

Teaching practices that aim to develop skills
such as problem solving have been popular
mostly in developed countries and require

a special commitment. Teachers need to be
trained to devise learning programmes based
on specific skill requirements, to promote these
skills in students and to help students take a
more active role in learning (Roegiers, 2008;
Tehio, 2009).

Some Asian and Latin American countries have
adopted ideas and practices that emphasize
problem solving and reflective learning rather
than mechanical training in routine tasks
(Tippelt, 2010). Applying them in these settings
has sometimes been difficult, even where
political will is strong, teachers are well trained
and financial means are adequate.
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Singapore’s initiative Thinking Schools, Learning
Nation, launched in 2004, is an example of just
how challenging it can be to implement an
approach to learning based on problem solving.
The initiative has sought to develop creativity,
problem-solving ability and a passion for lifelong
learning, which tend not to be encouraged

by rote learning of factual knowledge and
performance on standardized tests. It focuses on
problem-based learning, collaborative learning
and project work. Not all students and teachers
are ready to accept such fundamental changes;
some schools are reluctant to move away from
existing practices, especially as these led to good
results in examinations (Ng, 2008).

Analysis of international evidence suggests that
problem-solving and creative-thinking skills can
be developed when reforms align curriculum
objectives with examination practices, and are
not constrained by resources at the school

level (Schweisfurth, 2011]. In reality, however,
such alignment and the conditions required to
make programmes effective are hard to achieve
in many education systems, particularly in
developing countries.

Many secondary level curricula in sub-Saharan
Africa retain a traditional focus on theoretical
knowledge. Far too often, learning is still limited
to memorizing and recalling facts, and geared
towards passing paper-and-pencil tests in order
to progress to the next level of schooling (World
Bank, 2008a). Students often lack the capacity
to make sense of their knowledge and use it for
effective problem solving in real-life situations.

Information and communication
technology can improve learning
I know a bit about computers, but if | got
proper training | could do well. | gained
computer knowledge by going to cybercafés,
but no one teaches computers.
- young man, India

The use of information and communication
technology (ICT) in education is gathering
momentum across the world, even in some of
the most challenging environments in developing
countries. Much of the interest centres on
making learning more attractive, especially for
students at risk of leaving school early. It also

Strengthening the links between school and work

aims to ensure that all students develop the ICT-
based skills required by the twenty-first century
workplace.

Businesses in the formal and informal sectors
alike increasingly use mobile phones, computers
and the Internet for trade and commerce, even
in some of the world’s poorest regions. While
this has prompted governments to introduce

ICT in education, most schools teach computer
use as a technical or vocational skill, or simply

a research tool, rather than a way to develop
transferable skills (Trucano, 2005).

There is evidence from some developed
countries that ICT can be used to improve the
learning experience of students, including

those at risk of dropping out of secondary
school. When ICT is used to connect students

to information and resources in ways which
make learning more interesting, intellectually
challenging and engaging, the results have been
positive (OECD, 2006).

But much depends on how teachers use ICT in
teaching. It is important to ensure that teachers
have the skills necessary to use ICT effectively,
and to align examinations. A five-year study on
teachers’ practices using ICT in the United States
revealed that some found it difficult to help
students develop critical thinking and literacy
skills, partly because national examinations

did not focus enough on the skills that ICT was
supposed to promote. Teachers also found that
their heavy workloads limited the time they could
spend using ICT in teaching. Examinations and
demands on teachers’ time need to change to
support the introduction of ICT in schools, the
study concluded (Orlando, 2011).

Many poor countries with constrained education
budgets cannot afford computers and Internet
connections. But there are more affordable
options (Box 5.7).

The operation of the international One Laptop
per Child programme in Peru is an example of
how access to computers can improve learning.
As well as increasing the use of ICT at school
and home, the distribution of laptops to primary
school children has helped improve their verbal
fluency, abstract reasoning and processing
speed (Cristia et al., 2012). Evaluators, however,

‘One Laptop per
Child" in Peru
helped improve
verbal fluency
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Box 5.7: Affordable new and old technology can improve learning for disadvantaged groups

The prevalence of ICT in some parts of the world
does not mean that this is the cheapest or even
most effective type of technology for educational
purposes. In the developing world, the radio -
so-called old technology - has a powerful reach,
particularly in rural areas or sparsely populated
regions. Radios are everywhere, with at least 75%
of households in developing countries having
access to a radio.

An example is South Sudan Interactive Radio
Instruction. It offers daily half-hour lessons in
English, local language, mathematics and life
skills. More generally, such programmes have
improved student learning by 10% to 20%
over control groups that did not use interactive
radio instruction. This type of instruction is
also extremely cost effective. In one project in
Honduras, such instruction cost US$2.94 per
student in the first year and US$1.01 per year
thereafter.

Tablet computers and e-readers, although
currently expensive, are expected to fall in price,
allowing for their use in expanding access to
information resources for all learners. In India,
with government subsidies, such devices could

be provided to students for as little as US$10.
Multimedia educational resources, such as videos,
are also being used to enhance the learning
experience and reach students in remote areas.
The Khan Academy, for example, produces short
educational videos that serve as self-learning
tools. There have been over 60 million downloads
of its videos to supplement teaching in many
classrooms in developing countries.

Policy-makers seldom adequately address how
new technology will affect the inclusion of
marginalized youth. Cost is a key factor. But some
forms of technology can be affordable, and could
be used to provide a wide range of information
resources for disadvantaged learners.

Source: Winthrop and Smith (2012).

recommended first improving teacher skills
in using ICT in teaching and learning, rather
than taking technology as the starting point
for devising new means of improving learning
(S&nchez and Salinas, 2008).

One large-scale government-led initiative to
help schools use ICT for teaching and learning
is the Enlaces programme in Chile, which started
in 1992. The programme, which has reached all
secondary schools and half of primary schools,
was implemented over 15 years with a budget of
US$250 million. The government systematically
equipped secondary schools with computers
and Internet connections, and trained teachers
in educational uses of digital technology. The
programme has helped many students improve
their information and communication skills. But
ICT has not been sufficiently well integrated into
the curriculum, with teachers notably failing

to use such technology to encourage effective
problem-solving skills in students (Sadnchez

and Salinas, 2008).

In many low income countries, Internet
connections and computers are often scarce,

so relying on ICT could exacerbate inequality,
for example where access is concentrated in
rich urban areas. Mobile phones are widely
available, however, offering opportunities to
use new technology even in more challenging
environments.

In the United Republic of Tanzania, the BridgelT
programme allows teachers to download videos
on subjects such as science and mathematics
on a mobile phone and transfer them to a
television in the classroom. With the support

of Nokia, Vodafone and other partners, about
80,000 lower secondary children and 3,000
teachers in 150 schools have used this service,
which is available even in remote areas without
Internet connections. The project has led to an
improvement in test results (Kasumuni, 2011).
In developing countries, while less than 20% of
the population can access the Internet, mobile
phones are accessible to over 70%, offering
hope that new ideas in teaching and learning can
reach those even in rural areas of low income
countries who might otherwise be left behind
(Newby, 2012).
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Providing alternative
routes for early school
leavers

Large numbers of young people drop out

before completing secondary school, even

in middle and high income countries. Those
leaving school early are more likely to be from
poor and disadvantaged households, requiring
targeted support to enable them to continue with
their learning to ensure that they acquire the
qualifications and skills needed to benefit from
employment opportunities.

Reaching those at risk of dropping out
Some rich countries offer alternative routes

to learning for those at risk of dropping out.

The Dutch Ministry of Education spent US$451
million in 2008 on measures aimed at preventing
dropout and giving young people a second
chance, with an expectation that funding would
increase to US$556 million by 2011 (De Witte and
Cabus, 2010).

Providing alternative routes for early school leavers

Part of the Dutch approach to preventing early
school leaving is allowing dropouts to re-enter
school at any point during the school year.

This can help learners who performed well
academically but chose to leave school to take
a job or because of a change in circumstances,
such as pregnancy. It may not work so well,
however, for low achieving students who have
been alienated from school for long periods and
whose motivation for learning is low. Thus the
government has also supported the creation of
alternative learning opportunities, for instance
in adult education centres or through distance
education, that can cater for the learning needs
of low achievers who have dropped out. Thanks
to the government’s attention to supporting
some of those at risk of dropping out, the share
of early school leavers in the population aged 18
to 24 decreased from 17.6% in 1996 to 10.1% in
2010 (Eurostat, 2010).

The Philippine Government’s Dropout Reduction
Programme, a nationwide module-based
approach allowing students to study at home,
has also reduced the number of early school
leavers (Box 5.8).

Box 5.8: Reducing dropout in secondary education in the Philippines

through flexible provision

The Dropout Reduction Programme, launched in
1998, has achieved considerable success thanks
to high-level government commitment.

The programme has three main components,
which are part of a comprehensive strategy for
improving the quality of education and making
sure all students complete compulsory education
up to the age of 15:

m The Open High School Programme is a formal,
structured distance learning programme for
upper secondary education.

m Effective Alternative Secondary Education
consists of modularized courses and learning
materials for students who intermittently
miss classes.

m School-Initiated Interventions are implemented
by schools at their own initiative to retain
students in school or reintegrate dropouts.

The programme targets students who
intermittently miss classes for reasons such

as illness, family responsibilities or farm work.
The content of the learning modules is not
very different from that of textbooks but
allows students to develop understanding with
minimum guidance. The formal structured
distance learning programme uses media beyond
traditional textbooks to aid learners who lack
parental support. Additional flexible classes are
organized at times that suit both student and
teacher.

By combining modularized courses and school-
initiated interventions, some provinces have
achieved very low dropout rates. Overall, the
programme was successful in reducing school
dropout from 13% in 2005 to 8% in 2009/10.

Source: ADB (2009a)

The Netherlands
spent US$451
million to
prevent dropout
and provide
second chances
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In New York City, one in five of those aged 17

to 24 - an estimated 173,000 young people - is
neither in school nor in work. Amongst these,
about a third lack a high school diploma. The
secondary school dropout rate stands at some
12%. Those who did not complete secondary
education and who have not had a stable job

by age 25 face sharply diminished chances of
enjoying financial stability over their lifetime
(Treschan et al. 2011; NYC Department of
Education 2011). Recognizing the scale of

this problem, Mayor Michael Bloomberg has
initiated a programme aimed at re-engaging into
education and work dropouts or those at risk of
leaving school early (Box 5.9).

Providing opportunities through
alternative vocational pathways

In developing countries where few young people
are enrolled in secondary school, community
training centres or private vocational institutions
can provide a viable alternative, but they need to
be carefully attuned to local labour market needs
and backed by long-term financial commitment.

One example is the 600 or so youth polytechnics
in Kenya. They account for more than half of
total vocational and technical enrolment. About
twice as many women are enrolled as men
(Nyerere, 2009). They deliver module-based

general and vocational courses developed in
partnership with local industry, flexibly organized
to allow for entry and re-entry into the formal
education system or the local labour market.
After completion, students receive a National
Vocational Education and Training Certificate
(Mwinzi and Kelemba, 2010).

A core aim of the youth polytechnics is to provide
training in skills directly related to local income-
generating opportunities, but it has not yet been
achieved because of excessive formalization of
the programme and orientation to certification
[Nyerere, 2009). Equipment in the institutions
soon became outdated, denting their image in
the public eye. To revive the youth polytechnics,
the government has proposed introducing an
even more flexible programme and revising the
curriculum in areas such as fashion design and
garment making, ICT, hairdressing, building/
construction, and electrical/electronics
technology. Like other programmes of its kind

in Africa, it is costly, and sustainable funding
remains a challenge.

In Ethiopia, where formal secondary education
is accessible only to a minority, alternative
training programmes have been initiated by
the private sector, civil society organizations or
the government. At least 400 institutions offer
skills training to early school leavers who are

Box 5.9: Reconnecting young people with school and work in New York City

The Summer Youth Employment Program (SYEP)
and Young Adult Internship Program (YAIP) were
set up by New York City to provide real-world
work experience and equip young people at risk
of dropping out of school with employability skills.
Both combine a paid internship (participants
receive the New York State minimum wage of
USS$7.25 per hour) with workshops and individual
counselling.

The programmes target vulnerable youth - the
‘court involved’, disabled, runaway and homeless,
as well as youth from poor households. It is
expected that more than 26,500 will have
participated in the 2012 SYEP, which takes
adolescents from age 14 on. The YAIP, open to
ages 16 to 24, serves around 1,360 youth per year;
most are aged 18 to 20 and about 44% have not

completed secondary education. About 60% of
YAIP participants are African-American and 32%
Hispanic/Latino, and about 49% are female.

Nine months after completing the YAIP, at

least half the participants are in employment,

in education or in a training programme. While
few return to secondary schools after the
internship, 18% enter a programme of basic
reading, mathematics, writing and livelihood

skills in preparation for the General Educational
Development test, which leads to a qualification
equivalent to a high school diploma; 49% enter for
the General Educational Development test directly.

Sources: Annie E. Casey Foundation (2012); Holder (2010); New York City DYCD
(2012a, 2012b); Treschan et al. (2011); WESTAT (2009).
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not eligible for formal education programmes
that require the completion of ten years of

basic general education. The quality of training
is very diverse; recruitment of skilled trainers

is difficult. Although NGOs have a role to play

in filling the gap when public institutions are
insufficient or inequitable, there are concerns
over the relevance of training received by
disadvantaged youth. In an attempt to address
these concerns, Ethiopia has been undertaking
a comprehensive reform of technical education
and training at all levels, with a focus on training
the trainers and setting national occupational
standards to link training more closely to labour
market demand (Atchoarena and Esquieu, 2002;
Edukans Foundation, 2009; Walther, 2006a).

Open and distance learning can
extend access to secondary
schooling

Given how many young people lack secondary
education and how much it would cost to reach
them through traditional means, some suggest
that governments should use technology to
reach large numbers of youth at low cost via
distance and open learning (Daniels, 2010).

India, Mexico, Namibia and Turkey are among
countries that have established innovative
learning approaches operating parallel to the
formal education system, sometimes with
considerable reach. These open and distance
learning programmes combine tuition via
different forms of technology with conventional
face-to-face learning.

India’s National Institute of Open Schooling

is one of the largest of its kind, targeting out-
of-school learners, women, lower castes,
scheduled tribes and those with little or no
income. Over 300,000 are enrolled annually

in a network of accredited study institutions
(Haughey et al., 2008; Rumble and Koul, 2007).
That number is low, however, given that 39% of
15- to 19-year-olds drop out before completing
lower secondary schooling in India. Cost may
limit its accessibility; depending on the level of
subsidy, a student pays between half and all of
the actual cost. Though this is considerably less
than the cost of conventional secondary schools,
it is still likely to be out of reach for students
from the poorest households.

Providing alternative routes for early school leavers

In Mexico, the Telesecundaria programme, in
existence since 1968, has significantly increased
access to secondary education by providing
direct television teaching to rural learners.
Television programmes covering the same
secondary school curriculum offered in schools
in the formal system are transmitted daily

to Telesecundaria schools. Programming is
integrated with book and teacher-led activities,
with one teacher within the school responsible for
all subjects in each grade. In 2010, 1.26 million
students were enrolled in the Telesecundaria
programme, equivalent to around 20% of total
secondary enrolment. Enrolment is higherin
poorer and rural parts of the country (Creed

and Perraton, 2001; Coneval, 2011).

Some programmes of this type target
disadvantaged groups specifically. Turkey’'s
Open High School programme, which started

in 1992, and Open Vocational High School
programme, begun in 1995, use ICT and face-to-
face instruction. The programmes offer greatly
reduced tuition fees, free textbooks and online
training materials. They aim to reach youth

with physical disabilities; prisoners; children
(especially girls) living in isolated rural areas;
and youth who drop out to work. Graduation
rates of 27% for the Open High School and 19%
for the Open Vocational High School - for a total
of 835,000 graduates - are an achievement for
youth who would otherwise not have been able to
receive a post-primary education, but still leave
many young people lacking such opportunities
(CEDEFOP, 2011).

Demonstrating that open learning is feasible

in poorer countries, the Namibian College of
Open Learning is the largest provider of open
schooling at secondary level in sub-Saharan
Africa. The vast majority of learners are aged

18 to 24, and almost seven out of ten are
women. The college caters for over 30,000
students annually. Nearly half of all places at
upper secondary level are offered through this
institution, which provides a second chance to
youth who completed school with poor grades or
never had a chance to attend secondary school.
The college provides access to printed self-study
materials, study premises, weekly tutorials and
periodic workshops (Rumble and Koul, 2007).

In Mexico,
distance
learning reached
1.26 million
secondary
students in 2010
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In terms of cost per student per subject,* the
Namibian distance system is roughly as cost-
effective as traditional schooling at lower
secondary level, and much cheaper for upper
secondary: about one-third of conventional costs.
In Mexico, by contrast, annual costs per student
were about 16% higher in the Telesecundaria
programme than in regular schools,

including costs of TV programme production,
supplementary materials, teacher salaries and
infrastructure (De Moura Castro et al., 1999).

Experience from Mexico highlights the
importance of ensuring that distance
programmes are sufficiently resourced.
Students in the Telesecundaria programme
performed worse on average than students

in other schools, even after controlling for
socio-economic status. In earlier years,

the programme faced problems such as
inadequate infrastructure and lack of equipment.
Reforms have since been adopted to introduce
technological equipment, enhance teacher
training and provide more teaching materials
(Cortés and Giacometti, 2010).

Countries where open and distance secondary
education has been used successfully to reach
disadvantaged groups and students needing
an alternative route to education tend to have
good infrastructure and technology, and a wide
network of institutions for programme delivery.

Formally recognizing learning and
skills acquired outside of school

A widespread concern for employers and
students alike is the lack of information on

what skills have actually been acquired through
various learning and qualification pathways,
especially in countries where most youth acquire
working skills informally, on the job or in training
programmes that do not deliver nationally
recognized certificates. Setting nationally
recognized competence standards, against
which learners’ performance can be assessed,
is one approach to addressing this concern.

In many countries, representatives of
businesses, trade unions and training institutions

4. Students in the programme generally take fewer courses than their counter-
parts in the formal system.

have helped develop national standards defining
the skills and knowledge required for a range

of jobs. The standards are registered in a
national qualification framework, which training
providers use to develop learning programmes;
in some countries, individuals can have their
skills assessed against the standards and be
awarded a recognized qualification, independent
of where and when they acquired their skills.
This approach helps overcome the fragmentation
of technical and vocational qualifications and
establish equivalences between general and
vocational qualifications.

Although more than seventy countries

are developing or implementing national
qualification frameworks, there is as yet little
evidence on their impact (Allais et al., 2009).
Experience from Australia, England and Scotland
(United Kingdom) and South Africa shows that

it is crucial to provide good quality training and
maintain a high level of trust among employers
and education institutions so that qualifications
are valued in the labour market. Some countries
have frequently revised the levels of skills and
competencies within their national qualification
frameworks, causing confusion and ultimately
undermining the value of qualifications in the
eyes of some employers and students (Allais,
2010; Heitmann, 2010).

There is debate over whether national
qualification frameworks are appropriate for
low income countries (Allais, 2010; Heitmann,
2010). Lessons from developed countries
suggest that unrealistic expectations of
frameworks and failure to adapt them to labour
market demands can lessen their usefulness
(Chakroun, 2010).

Setting standards too low or making them too
general can diminish their value on the labour
market. In the United Kingdom, for instance,
frameworks have been accused of setting low
standards for low achieving students, lowering
qualifications” market value and limiting career
progression and pay. Employers look for
applicants with academic qualifications showing
strong literacy and numeracy capabilities; those
with low national vocational qualifications can
find themselves severely disadvantaged in the
labour market (Wolf, 2011).
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Conclusion

South Africa’s mixed experience illustrates the
challenges involved. Its national qualification
framework for vocational and technical skills
helped improve training and became important
for job recruitment. Some providers cited the

The Philippine Alternative Learning System,
funded by the Department of Education, runs in
parallel to elementary and secondary schooling.
Out-of-school youth using this system can
upgrade their competencies to primary or

ability to develop learning and assessment secondary school level outside the formal Secondary

tools that focus on the skill needs of industry system. After testing, successful participants education gives
as a major benefit of the framework, and some receive a Department of Education certificate youth the best
employers felt the qualifications had become recognized as the equivalent of elementary or hope to develop
more relevant to the needs of industry. Others, secondary qualifications. The certificate allows skills for a
though, felt that some skill specifications were them to be mainstreamed back into formal basic good job

not clear enough to enable easy judgements

on what had been achieved (Granville, 2005:
McGrath, 2009). Giving employers a say in
specifying skills, and providing guidance on how
specifications are to be interpreted and applied,
could address such concerns.

Sri Lanka provides an example of the advantages
of clearly defined standards and qualifications.
Its national qualification framework brought
clarity to highly fragmented technical and
vocational education outside formal secondary
education. The design of competence standards
and qualifications, accreditation of providers,
development of curricula and creation of a
network of guidance centres contributed to a
system of provision and certification that is used
by almost 20% of learners and well recognized
by the labour market. About 81% of those with

a vocational qualification based on the national
framework found employment without a long
wait. One reason the framework has been
successful is the establishment of fifty career
guidance and counselling centres providing
support to trainees. By 2008, the centres had
provided information about training opportunities
to nearly 40,000 young people and helped place
more than 4,400 directly into jobs (GHK, 2012).

Many young people with low initial qualifications
or little formal schooling prefer to re-enter
formal education. Non-formal alternative
learning programmes help them develop at
least basic skills and receive a certificate of
recognition of prior learning for re-entry into
formal education. A transcript of competencies
certifies their levels of achievement. Australia,
France and the Philippines offer such alternative
learning programmes for out-of-school youth.

or higher education, or a technical and vocational
school, after passing the entrance examinations.
The programme began in 2004 and by 2008 had
reached about 43,347 young people aged 15 to
24, or 61% of learners (GHK, 2012).

National qualification frameworks and
programmes for recognition of prior learning can
become good tools for ensuring that youth with
low education who follow alternative learning
pathways are not condemned to a dead-end
stream but can either re-enter formal education
or get a job. They are difficult to implement,
however, and require close cooperation between
interested parties, including government,
training institutions, industry and trade unions.

Conclusion

Secondary education offers the best hope for
youth to develop skills that would put themin a
strong position to get good jobs. Many countries
have made good progress in improving access to
primary education, but in the developing world
many youth are still not making the transition to
secondary education that would enable them to
consolidate and build on basic skills. Promoting
the kind of skills that employers repeatedly ask
to see in new recruits from school will be more
successful if students have exposure to work
through apprenticeships and other innovative
approaches to learning, such as the use of ICT to
develop problem-solving skills. But unless more
disadvantaged youth actually complete lower
secondary school, they are unlikely to benefit.
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Increasing numbers of young

people are trapped in urban
poverty, without the skills
they need to build themselves
a better life. This chapter
examines ways of providing
skills training as part of a
package of measures to help
the urban poor overcome the
disadvantages they face. It
shows how combining work
experience In specific trades
with training to improve basic
literacy and numeracy skills
can help the urban poor find
better work.
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Introduction

The urban population is growing rapidly in many
parts of the world, most notably in developing
countries. Large numbers of young people are
migrating away from rural deprivation towards
towns and cities that hold the promise of greater
freedom, better living conditions and improved
work opportunities. Population growth is also
contributing to rapid urbanization. Today's
urban youth population, the largest in history,

is better educated than previous generations
and represents a powerful force for political and
social change as well as for economic growth.

Urbanization has been accompanied by a rise

in urban poverty, however. Young people tend

to make up a disproportionate share of those
living in squalid conditions in unplanned urban
settlements. Many are trapped in insecure,
subsistence activities. Women are at particular
disadvantage in urban labour markets. Many of
these young people left school before mastering
basic skills such as literacy and numeracy.

Urbanization can broaden opportunities if
policies not only promote economic development
and job creation but also allow disadvantaged
youth to take advantage of opportunities by
acquiring relevant skills. Unless they are

offered a second chance at education, young
people are unlikely to be able to develop skills
through workplace training, including traditional
apprenticeships.

Urban poverty is
widespread and increasing

It is estimated that virtually all the world’s
population growth will be concentrated in urban
areas over the next thirty years, and that by
2040 more people will be living in urban areas
than in rural areas in all developing regions
(UN-HABITAT, 2008).

Although the economy and infrastructure of
urban areas are expected to improve, they are
unlikely to keep pace with growth in the youth
population. Urbanization has led to significant
urban poverty, manifested in the growth of
slums and informal settlements. More than

800 million people are estimated to live in slums

Introduction

in developing countries - equivalent to one in
three city dwellers (UN-HABITAT, 2008]. In sub-
Saharan Africa, almost two-thirds of the urban
population live in slums, and in South Asia more
than one-third. This population is expected to
reach 889 million by 2020 (UN-HABITAT, 2008),
making it even more crucial to pay attention to
skills and work in these environments.

Whether in regions where urbanization is
increasing, or others that have long been
urbanized - such as Latin America, where
around one-quarter live in slums - many young
people live in extremely poor environments

that offer little prospect of finding decent jobs.
Slum dwellers and other urban poor suffer

from inadequate housing, overcrowding, lack of
access to sanitation and water, and inadequate
basic services. They are vulnerable to natural
disasters and environmental hazards, experience
high levels of crime and violence, and lack legal
protection. Under these conditions, a growing
number of disadvantaged youth are struggling to
find good jobs that will give them a secure future.
But the odds are against them. Many are trapped
in informal, insecure, low paid work.

Young people migrate to urban areas
in the hope of better lives

Most urban growth is driven by natural increase,
but rural to urban migration also plays a part,
especially where countries are urbanizing from
a predominantly rural context, such as in East
and South Asia, sub-Saharan Africa and the Arab
States. Migrants made up more than 40% of

the population of seven West African capitals in
the early 2000s (Brilleau et al., 2004)." Many are
young: in Egypt, those aged 15 to 29 were 40%
more likely to migrate than those aged 30 to 39,
and 80% more than those aged 40 to 59 (Kabbani
and Kothari, 2005).

The reasons for migration to urban areas vary.
For young men in particular, migration to

cities offers the prospect of work and income
opportunities that do not exist in rural areas.

In some places, male and female migration
patterns are converging. In China, rural to urban
migration is taking place on a massive scale,
with 145 million migrant workers living in urban

1. The seven cities are Abidjan, Bamako, Cotonou, Dakar, Lomé, Niamey and
Ouagadougou.

By 2040,

more people

will live in
urban areas
thanin
rural areas
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areas in 2009. More than half were born after
1980; among these younger migrants, 41% were
women. Among rural youth with low education
or unable to afford higher education, moving to
a city is an alternative to continuing with studies:
more than 70% of migrants had not completed
upper secondary education (Chiang et al., 2011).

Young women, like young men, are increasingly
responding to economic incentives to migrate,
which include escaping rural unemployment or
working to save money to start a business. In Viet
Nam, growth in manufacturing increased rural to
urban labour mobility. But young women unable
to obtain manufacturing jobs often seek work in
low skilled, low paying occupations, including
domestic work. They cannot compete equally
with men in the private sector, partly because

of discrimination in recruitment and partly
because they tend to have less education and
fewer skills (Kabeer et al., 2005). Elsewhere,
young women migrate from rural areas in

hopes of escaping restrictions imposed by
discriminatory cultural practices. In slum

areas of Addis Ababa, Ethiopia, 25% of girls

had migrated to escape forced marriage (Tacolli
and Mabala, 2010).

Many young people are displaced to cities by a
range of other factors, including rapid population
growth in rural areas, effects of climate change
on agricultural productivity and livelihoods, and
internal conflict (Grant, 2012). In Sudan and South
Sudan, conflict has led to forced displacement

of large rural populations to a small number

of urban centres, whose population has grown
exponentially (Pantuliano et al., 2011).

Many arriving in urban areas have fewer chances
of getting jobs than other urban residents
because they have less education and lack
contacts and job information. This is reflected
in differences in employment and earnings. In
China, 80% of short-term or seasonal migrants
aged 15 to 18 have dropped out of school,
compared with 34% of permanent residents

in urban areas. They lack access to education,
health and other public services, which are
primarily restricted to those with residence
permits: 40% of children of migrants

(aged 11 to 14) are out of school, compared with
15% of children of permanent residents (Grant,
2012; World Bank, 2007b). Consequently, they

end up filling the least skilled jobs available,
without health insurance or pension benefits,
and with lower pay - often half of what similarly
skilled urban residents are paid, although still
above rural income levels (Grant, 2012).

Many urban poor

lack foundation skills

The extent of education deprivation among the
urban poor is often overlooked. Inequalities
within urban areas are often extreme - implying
that slum dwellers do not necessarily live better
than the rural poor - and the extent and depth of
urban poverty are underestimated (Grant, 2012).
Forinstance, in greater Cairo a large share of
the population live in informal settlements. Not
only do they lack a decent income, but they also
face costs that are often higher than in more
prosperous areas of the city due to the lack

of infrastructure for education, health, water,
sanitation, electricity and transport (Sabry, 2010).

While education opportunities are more
widespread in urban areas than rural ones

in many developing countries, the difference
in acquisition of foundation skills between

the urban poor and rural poor is not large.
Across forty-five countries, the urban rich

are far more likely than the urban poor to
have continued at least until the end of lower
secondary school (Figure 6.1). In ten of these
countries, the proportion of those aged 15 to 24
lacking foundation skills is even higher among
the urban poor than among the rural poor.

In Cambodia, 90% of poor urban youth do not
have the chance to complete lower secondary
education, compared with 82% of the rural poor
and 31% of the urban rich. In Nigeria, there is

a vast gulf in education opportunities between
the rich and poor in urban areas. Almost all the
urban rich get at least as far as lower secondary,
compared with less than half of the urban poor.
In Kenya, low levels of formal education for youth
living in stlums limit their opportunities of finding
decent jobs [Box 6.1).

Policy-makers often neglect to provide education
and training alongside economic strategies that
promote job creation, confining many young
people to low skilled, low paid work. The Kazi
Kwa Vijana (Jobs for Youth) programme in Kenya,
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for example, offers manual jobs to young people
but lacks systematic skills training [Oketch and
Mutisya, 2012).

A review of poverty reduction strategies in

nine countries? found that they tended to view
poverty as a rural issue, and that seven failed to
provide an adequate discussion of education in

Urban poverty is widespread and increasing

urban areas, if they mentioned it at all (Baker
and Reichardt, 2007). Some countries have
recognized the need to improve living conditions

in slums, but tend to focus on housing, sanitation

Figure 6.1: Wide disparities between urban rich and poor
Percentage of 15-to-24 year-olds leaving before completing lower secondary school, by wealth and location, selected countries, latest available year

Youth population (%)
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Box 6.1: Many young people in Nairobi slums lack education and training opportunities

About 60% of Nairobi's 3 million inhabitants live in slums.
Occupying public land along two rivers, Korogocho and
Viwandani are two of the poorest, with a combined population
of around 66,000 in 2010. Young people aged 20 to 29
comprise a large share of this population — 31%, compared
with around 18% in Kenya overall. Kenya's prospects of
reducing poverty depend to a large extent on expanding
secondary education and training opportunities for these
young people, while improving their working conditions.

Inhabitants of the two slums live in extremely poor conditions:
river pollution and proximity to industrial areas and dump sites
create major health hazards. There are no secondary schools
in either slum. Viwandani attracts more educated migrants

from rural Kenya, many of whom then manage to move to

non-slum settlements: about half of men and more than one-
third of women living there have attended secondary school.

In Korogocho, only around 19% of men and 12% of women
have attended secondary school. Training opportunities

are sparse. Only around one in five of those aged 19 and

20 report having received any training in a trade or skill, and
just half of these can use their training to help them earn

an income.

About 50% of men and 80% of women aged 15 to 24 have
no income-generating activities. Some, particularly young
men, are still in school, but the rest are having trouble
finding work. Many young women are confined to household
work. Most of the employed (about 60% of men and 40%
of women) are in petty trading or casual employment for
survival. Around one-third work in the formal sector, but
seldom in formal, salaried jobs. Most are in casual jobs with
daily or short-term engagement.

Source: Oketch and Mutisya (2012).

2. Albania, Burkina Faso, Cambodia, Djibouti, Georgia, Honduras, Kenya,
Pakistan and Yemen.
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Employment for poor urban
youth is mostly informal

Usually for the uneducated they find hard,
labour work - for instance in construction. For
the educated, they can be hired in offices that
demand skills.

-young man, Ethiopia

In urban areas of developing countries, a large
share of employment is in medium-sized,

small and micro enterprises that operate
informally - that is, they do not keep formal
business records, have no legal status and are
not regulated. Informal enterprises are typically
fragile because they operate in markets that are
limited geographically and often saturated with
other informal businesses, as entry is relatively

Box 6.2: Defining the urban informal sector

The informal sector is heterogeneous. It includes
self-employed workers and family enterprises
that do not regularly employ workers, as well as
small and medium-sized enterprises that do. It
covers a wide range of economic activities, from
subsistence activities, such as waste-picking and
street vending, to sewing and garment-making,
car repair, construction and various crafts.

For many young people, particularly those with
low levels of education, informal sector work is a
necessity for survival. They receive very low pay
and face poor and insecure working conditions.
Others, with higher levels of education, may
choose informal entrepreneurship rather than
wait for a formal sector job — and for them it can
be a pathway to prosperity.

Given the diversity of the informal sector,
determining its size is problematic. The
International Labour Organization (ILO)
measures what it terms ‘vulnerable employment’,
including own-account workers and unpaid family
workers, aiming to indicate numbers in informal
work arrangements characterized by low pay

and difficult working conditions. The global
vulnerable employment rate is put at around
50%, equivalent to 1.53 billion people worldwide.
An alternative ILO measure of informal sector
employment is the share of non-agricultural
employment (Figure 6.2).

easy. In many cases, low levels of technology
are used, output prices are low and customers
are poor (Adams et al., forthcoming; Charmes,
2009; Palmer, 2007). The diversity of the informal
sector makes its size and scope difficult to grasp
(Box 6.2].

The informal sector is here to stay
It is difficult to find a job that lasts long.
The longest period of work is not more than
a week. And for my work | earn 30 birr
(US$1.70] per day.
- young man, Ethiopia

Many young people around the world are
employed in the informal sector. In sub-Saharan
African countries including Céte d’lvoire, Mali
and Zambia, the informal sector accounts for

A further complication to measuring the informal
sector arises when considering work in the

sector in urban and rural areas together, without
recognizing the distinctiveness of their labour
markets. Since most agricultural employment

and rural off-farm work is considered part of the
informal sector, almost all work in some developing
countries could be viewed as informal. Combining
rural and urban sectors makes it difficult to
establish a differentiated policy response.

The ILO and the Organisation for Economic
Co-operation and Development (OECD) have
attempted to bring together the definition of
the informal sector with the broader concept
of informal employment. Informal employment
includes not just the informal sector but also
workers in formal businesses who are employed
without a contract, job security or benefits, and
without labour regulations being enforced. This
is likely to be a growing phenomenon in the
economic downturn.

Distinguishing between the informal sector and
informal employment, and between the informal
sector in urban areas and that in rural areas, matters
for policy formation. This chapter focuses primarily
on the informal sector in urban areas of developing
countries. Chapter 7 examines smallholder
farming and non-farm work in rural areas.

Sources: Adams et al. (forthcoming); Charmes (2009); ILO (2011a); Palmer
(2007); Walther (2006b); Walther and Filipiak (2007b).
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around 70% of non-agricultural employment.

In some countries in the region, women are
much more likely than men to be working in the
informal sector (Figure 6.2).

Large numbers are also in informal sector work
in Latin American and the Caribbean. The
informal sector accounts for more than half of
total non-agricultural employment in poorer
countries of the region, including the Plurinational
State of Bolivia, Honduras, Nicaragua, Paraguay,
and Peru - and one-quarter to one-third in more
advanced economies such as Argentina or

Employment for urban poor youth is mostly informal

Brazil. In some of these countries, a sizeable
proportion is also in informal employment.

In South and West Asia, the informal sector is
the main "‘employer’. In India, 41% of both men
and women in urban areas were self-employed
in 2009/10, and 17% of men and 20% of women
were casual labourers (Chowdhury, 2011).
Informal employment represented about 70%

of non-agricultural employment during the
2000s in East Asian countries, whether in the
informal sector or the formal sector (Charmes,
2009: World Bank, 2010a). The share of informal

Figure 6.2: The urban informal sector employs large numbers in low and middle income countries
Share of employment in the informal sector, and of informal employment outside the informal sector, in non-agricultural employment, selected countries, late 2000s.
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Costa Rica
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Female

m Informal
employment
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informal sector
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India
Mali
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Paraguay
Sri Lanka
Viet Nam
Ethiopia
Lesotho
Kyrgyzstan
Colombia
Nicaragua
Zimbabwe
Bolivia P. S.
El Salvador
Honduras
Uganda
Madagascar
Liberia
Pakistan
Zambia

Male

m Informal
employment
outside the
informal sector

W Employment in
the informal
sector

Mali

Peru
Cote d'lvoire

Paraguay
Sri Lanka
Viet Nam
Ethiopia
Lesotho
Kyrgyzstan
Colombia
Nicaragua
Zimbabwe
Bolivia P. S.
El Salvador
Honduras
Uganda
Madagascar
India
Liberia
Pakistan
Zambia

Note: Data pertain to the latest year available, between 2008 and 2010 for most countries.

Source: L0 (2011d).
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employment in non-agricultural employment
varied widely across the Arab States during the
2000s, from 31% in the Syrian Arab Republic to
67% in Morocco (Charmes, 2009).

After the ILO recognized the existence of

the informal sector in the early 1970s, it was
expected to be a temporary phenomenaon,
providing work opportunities until the formal
sector created more jobs. In the 1980s,
however, structural adjustment programmes
and slow economic growth led to a reduction
in public sector jobs that was not offset by
job creation in the formal private sector.
Rapid economic growth in the 2000s did not
reverse these trends, so the informal sector
has persisted and, in the current economic
downturn, is likely to grow.

The decline in public sector jobs and the
persistence of the informal sector has
increased job insecurity for disadvantaged
youth. In India, the number of workers employed
in the formal sector rose from 54.1 million in
1999/2000 to 62.6 million in 2004/05, but this
represented only 14% of total job creation, and
most of the jobs created in the formal sector
offered little or no job security or social benefits
(India NCEUS, 2009).

While over 80% of employed men and over 90%
of employed women aged 15 to 24 worked in the
informal private sector in West African capitals in
the early 2000s, employment in the public sector
was rare (Nordman and Pasquier-Doumer,
2012). In 1980 in urban Burkina Faso, 13% of
men aged 15 to 24 had obtained their first job

in the formal public sector, but the share fell to
8% in 1990 and 3% in 2000. The same trend was
observed for the formal private sector, with the
share declining from 10% in 1980 to 5% in 2000
(Calves and Schoumaker, 2004).

Formal jobs remain a distant dream for many
young people. In the seven West African capitals,
in 2001-2002, 27% of youth aged 15 to 24
expressed a wish to join the public sector, even
though it accounted for only 4% of jobs created
the previous two years, as opposed to 82% for
the informal sector (Brilleau et al., 2004)

Education can enhance earnings

in the informal sector

Evidence suggests that returns to education
and skills in the informal sector can be strong.
A study of informal sector workers in seven
West African capitals found that those who
had completed primary or lower secondary
education could earn 20% to 50% more than
those without qualifications, in most cases.
Informal sector workers holding a vocational
secondary school certificate rather than the
secondary general education diploma received
earnings premiums of between 80% and 110% in
four of the seven cities (Kuepie et al., 2006).

High returns in some situations show that the
informal sector can become a more attractive
option when young people have the appropriate
skills, but many enter the informal sector
lacking foundation skills. In Rwanda in 2006,
only 12% of those working in the informal sector
had studied beyond the lower secondary level,
compared with 40% in the formal sector (Adams
et al., forthcoming).

But conditions do not always enable
microentrepreneurs to raise their earnings
above the poverty level, for example where
they operate in saturated markets in which
most consumers are poor as well. In Kingston,
Jamaica, market stalls, street vendors, grocery
shops and taxis provide an illusion of prosperity,
but most make little if any profit. Many youth

in such settings are ‘necessity entrepreneurs’
lacking marketing skills and other business
skills (Grant, 2012; Rakodi, 2004).

Discrimination excludes
many from good jobs
Employers prefer boys to work for them. They
don’t want girls to work for them. They turn
girls away and feel there could be problems
by employing girls.
- young woman, India

Even if the challenges facing young people living
in poor urban areas can be solved, discrimination
both in education and in labour markets denies
opportunities to certain groups, notably young
women and people with disabilities. This requires
special attention in policy.
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Discriminatory social norms (such as early
marriage) and institutional practices limit young
women'’s mobility and access to education and
training, as well as to paid work, while imposing
a heavy burden of unpaid, domestic work. More
women than men are employed either in the
informal sector or informally in the formal
sector in twenty-five of thirty-nine countries in
arecent ILO survey (Figure 6.2). The range of
activities women engage in is constrained: many
are confined to home-based work, and women
are overrepresented in the most informal and
insecure activities, such as waste-picking and
street vending.

In urban Bolivia, where female labour force
participation is high by Latin American
standards, women are much more likely than
men to be self-employed in the informal sector,
and have much lower earnings (World Bank,
2009b). Women also face discrimination in

pay in informal work. In greater Buenos Aires,
controlling for education, qualifications, industry
and personal characteristics, wages were 20%
higher for men working in informal firms than
women (Esquivel, 2010).

Young disabled people also face discrimination
in education and labour markets. The limited
evidence available points to their lower activity
rates and higher unemployment in urban
areas, even where legislation is meant to
protect against discrimination in the labour
market (Freedman, 2008). The lack of access
to employment of youth living with disabilities
is compounded by discriminatory attitudes,
inaccessible environments, and physical and
communication barriers. Among young people
living with disabilities, young women are further
disadvantaged [Kett, 2012; UNDESA, 2012).

A pilot survey conducted in 2009 in five urban
areas of Sierra Leone found that 69% of people
living with disabilities had no income at all,
and 28% were living in households with no
income. Youth aged 15 to 25 with disabilities
were 8.5 times less likely to work than those
without disabilities (Kett, 2012).

Expanding skills training opportunities for disadvantaged youth

Expanding skills training
opportunities for
disadvantaged youth

Public policies fostering skills development for
young people are crucial to the development of
urban economies. Because of the diversity of
the informal sector, training needs are wide-
ranging. For some youth, the most immediate
need is a second chance to develop foundation
skills. Approaches that combine basic literacy
and numeracy with social protection can be
particularly effective. Those who have already
achieved foundation skills need equitable
opportunities to develop further skills in a trade,
as well as transferable skills to enable them to
become more successful entrepreneurs.

National skills strategies need to
include disadvantaged urban youth
Given their share in the employment and

output of urban areas, informal enterprises
should be a key concern in national skills
development strategies, yet this is not the case
(Fluitman, 2009, 2010; Walther and Filipiak,
2007b). A review of forty-six developing countries
in the Arab States, South and West Asia, and
sub-Saharan Africa conducted for this Report
shows that most do not have a national skills
development strategy that explicitly addresses
the urban informal sector (Engel, 2012). Reforms
of formal technical and vocational education and
training are seen as the main policy option, and
training for those who have left the formal system
is rarely mentioned. India’s ambitious strategy

is a notable exception, but faces challenges in
reaching disadvantaged young people (Box 6.3).

Combining skills training with
broader protection of informal

sector workers

Given the precarious circumstances of many
informal sector workers, a vital first step
towards enabling them to participate in skills
training programmes is offering them broader
social support, including legal protection, to help
them move out of high risk environments.

The situation of street vendors, who make up a
large number of informal sector workers in many
countries, illustrates this need. India’s urban

In greater
Buenos Aire
men in infor

S,
mal

firms earned

20% more
than women
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Box 6.3: India’s skills strategy recognizes training needs for the urban informal sector

India’s training policy historically focused on the formal
sector and operated on a small scale. By the mid-2000s,
the overwhelming majority of urban youth had received no
training. Resulting skills shortages risk hampering India’s
rapid economic growth and reinforcing inequality.

Since 2008, India has embarked on an ambitious strategy
to raise the number of skilled workers to 500 million by
2022. The National Council on Skill Development formulates
principles and provides policy advice, while strategy design
is entrusted to national and state boards. A non-profit
partnership between the government and the private
sector, the National Skill Development Corporation (NSDC),
is in charge of implementation, for which a National Skill
Development Fund has been created. The overall approach
is to finance short-term courses (no more than six months)
delivered by either public or private providers, including
apprenticeships, and to assure the relevance of training

to rapidly changing market and technological conditions
through cooperation with the private sector and non-
governmental organizations (NGOs). A National Vocational
Education Qualifications Framework is also being proposed.

via outsourcing and contract work. The NSDC has

identified the ‘'unorganized sector’ as a priority area and
proposed a framework for a Labour Market Information
System that would cover that sector. Detailed analysis was
conducted of labour demand and skills gaps in activities
where employment is mostly or entirely informal, such as
construction, textiles, transportation, tourism, jewellery,
domestic work and private security. A proposal by the Self-
Employed Women's Association was one of the first proposals
funded by the National Skill Development Fund.

A comprehensive Action Programme for the Unorganized
Sector proposed by the National Commission on Enterprises
in the Unorganized Sector, appointed in 2004, was not

fully implemented, however. For the time being, India’s
principal focus remains on formal institutions such as
(public) Industrial Training Institutes and (private) Industrial
Training Centres, working with high growth sectors such as
automobiles, textiles, food processing, tourism and banking.
Access to such training and employment remains difficult for
marginalized urban youth, who lack foundation skills, who
cannot take time off even for free training and whose mobility

is constrained by gender- or caste-based discrimination.

Skills development in informal businesses is vital, as they
employ most workers and are linked to formal companies

Sources: India NCEUS (2009); India NSDC (2011, n.d.); Sudarshan (2012).
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areas were estimated to have 10 million street
vendors in the mid-2000s (Bhowmik, 2005),
and South Africa’s some 445,000 around 2000
(Mitullah, 2004). Women are overrepresented.
A study in Uganda found that those who turned
to street vending tended to do so because

they could not engage in other activities due

to poverty, orphanhood, widowhood and low
levels of education. Studies across Africa show
that vendors face long working hours and poor
working and living conditions, characterized by
lack of shelter, roads, water, toilets, sewerage
and garbage collection (Mitullah, 2004).

Street vendors, like others working in
particularly insecure work, are sometimes
harassed by police or other officials because
they lack legal protection. This increases their
economic uncertainty and hampers any training
effort. Mohammed Bouazizi, the street vendor
whose self-immolation is said to have been a
catalyst for the revolution in Tunisia and the
wider Arab Spring in 2011, set himself on fire

in protest against the ongoing harassment that
he reported was inflicted on him by police and a
municipal official.

Some national and local governments have
taken measures to facilitate training of
subsistence workers. India’s National Policy

on Street Vendors states that, as street vendors
run microenterprises, they should receive
training to upgrade their technical and business
skills so they can increase their income and
look for alternative work (India MHUPA, 2006).
In Malaysia, the economic crisis of the late
1990s led to large losses of jobs in the formal
sector through mergers, downsizing of
production units and outsourcing of work to the
informal sector. Many laid-off workers became
street vendors, whose numbers increased
sharply between 1990 and 2000. The Department
of Hawkers and Petty Traders regulates and
controls their activities while funding credit and
training programmes in areas such as business
skills, accounting, health and hygiene, as food
stalls account for a large share of street shops
(Bhowmik, 2005).

NGOs, trade unions and other social movements
are often more active than governments or
donors in improving conditions for subsistence
workers. India’s Self-Employed Women's
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Association (SEWA), a trade union registered

in 1972, provides a variety of services: banking,
insurance, legal aid, health care and child care,
together with training in literacy, vocational
skills and political mobilization (Chen et al.,
2006; Jhabvala et al., n.d.). Negative perceptions
about women’s skills and capabilities among
male builders, engineers, supervisors and clients
have made it difficult for women to access new
work opportunities. SEWA's answer has been the
promotion of a cooperative of women that provides
technical training and links up with employers to
facilitate placement (Sudarshan, 2012).

SEWA inspired the creation of the Self-Employed
Women's Union (SEWU) in South Africa. It has
helped training providers adapt their courses to
the needs of its members and has subsidized
members’ participation. This has allowed women to
receive training in vocational skills such as baking,
fashion design and sewing as well as in more
general management skills and in English. SEWU
has encouraged its members to receive training
in male-dominated areas such as construction
and wire fencing (Devenish and Skinner, 2004).

Giving disadvantaged youth

a second chance

A huge number of young people living in urban
poverty need a second chance to learn basic
skills. Existing programmes are mainly provided
by NGOs, largely because they are perceived as
too expensive by many low income countries that
are already struggling to strengthen primary
schooling (Garcia and Fares, 2008).

Although there are many innovative approaches,
second-chance opportunities in the parts of

the world where they are needed the most are
often small in scale. They also tend to be poorly
coordinated, and governments often have little
information about their activities.

Second-chance programmes aim to provide basic
skills corresponding to the primary education
curriculum so as to improve young people’s
employability. Practical curricula that offer
technical skills, together with flexible schedules
and less formal instruction methods, are the
most attractive to young people. Programmes
are more likely to be successful if they are part
of a package that also offers other forms of

Expanding skills training opportunities for disadvantaged youth

social protection to address the multiple
disadvantages that young people often face.

Many second-chance opportunities focus on
children who have just missed the opportunity
for schooling. It is vital for these to be extended
to 15- to 24-year-olds, who also need the chance
to catch up. Accelerated learning programmes
that have been developed in conflict-affected
countries, including Afghanistan, Liberia,
Sierra Leone, South Sudan and Uganda, offer
some positive experience. The programmes
focus on promoting re-entry into primary and
secondary education for out-of-school youth.
In addition to basic literacy and numeracy, the
curriculum incorporates life skill subjects and
sometimes includes vocational education and
microenterprise activities (Nicholson, 2007).

Even where second-chance programmes are
successful in extending basic literacy and
numeracy skills, one problem they can face is
ensuring that these translate into improved work
opportunities for young people. In Liberia, the
government has run an accelerated learning
programme since 1998 with UNICEF support,
providing ex-combatants and older youth with
three years of education covering the primary
school curriculum. Successful students are then
qualified to continue in the formal education
system, but some use their new skills as the
basis for engaging in small businesses to
improve their lives. By 2009, the programme had
reached around 75,820 students, almost half of
them female. In 2008, 93% of graduates passed
national exams allowing them to progress
further with their education [Nicholson, 2007;
Nkutu et al., 2010). Participants were, however,
critical of the lack of technical and vocational
teaching in the programme and of the absence
of links with the labour market (Williams and
Bentrovato, 2010).

Addressing the need to combine a second
chance in basic literacy and numeracy with
vocational skills to improve work opportunities,
the Training for Employment project in Nepal
was implemented between 2000 and 2008 by

a local organization, the Alliance for Social
Mobilization. The project aimed to provide
access to technical and vocational education and
training to out-of-school young people. Training
packages of six to fifteen months were developed

Second-chance
programmes

need to be
scaled up
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for a broad range of activities, such as car
repair, computer hardware maintenance,
construction and cooking. They were open

to youth with five to eight years of schooling.
All packages included on-the-job training,
and employers were consulted during their
design. The number participating in the
project was small: 854, 37% of whom were
women. But it was successful in reaching
marginalized groups - 66% of students belonged
to disadvantaged castes or ethnic minorities.
A tracer study covering 206 project graduates
reported that 73% had found employment
(Paudyal, 2008).

Similarly, in Jordan, where overall enrolment

is relatively high, large numbers of young
people are still missing out on education.
Questscope, an international NGO, has run a
second-chance education programme since
2000, targeting youths who missed out on
education or dropped out. The aim is to provide
twenty-four months of accelerated learning
towards grade 10 requirements, together with
tutoring, so that programme graduates may
re-enter the formal education system or have
access to loans to start a microenterprise.
According to Questscope, more than 7,000 youth
have participated (Questscope, 2012). About 98%
of those who sat the 10th grade proficiency test
at the end of the programme passed and were
able to continue with formal education [Angel-
Urdinola et al., 2010).

It is vital to strengthen and expand second-
chance programmes to give disadvantaged
young people better work opportunities. To be
successful, such programmes need to be well
targeted and geared towards labour market
needs, and provide the opportunity for young
people to re-enter the education system.

Packaging skills training with
pro-poor programmes

If young people engaged in subsistence activities
are to move on to more profitable informal
sector activities, they need to improve their
literacy and numeracy skills as well as to acquire
technical and vocational skills. To set up a
profitable small business, for example, young
people need not only credit but also financial
skills to invest the money wisely. They also need

help to overcome disadvantages such as poor
health, insufficient assets and lack of networks.
Since young women face even greater adversity,
they require particular attention.

Microfinance and social protection programmes
have been successful in alleviating the immediate
financial constraints that disadvantaged young
people face but have tended to pay insufficient
attention to transforming their lives in the longer
term. Providing skills training as part of the
package can change this.

Microfinance seeks to alleviate financial
constraints on self-employment and
entrepreneurship. Initially it offered only small
loans, but it now includes savings and insurance
services. In 2010, 82% of all microcredit clients
lived in Asia; 7% were in Latin America and the
Caribbean, 6% in sub-Saharan Africa and 2%

in the Middle East and North Africa (Maes and
Reed, 2012). Microfinance started in rural areas,
but has recently expanded to urban areas.

Often targeted at women, microfinance has been
hailed as promoting women's empowerment and
gender equality and improving children’s health
and education, but evaluations find a significant
impact only on access to credit and business
outcomes. In slums in Hyderabad, India, the
introduction of group-based lending resulted in
an increase in the number of new businesses
and in the purchase of business durables

but had no impact on consumption or human
development indicators (Banerjee et al., 2010).

Social protection programmes organized by
governments and aid donors, including cash
transfers and public works programmes, aim

to protect the poor from economic crises and
other income shocks. These programmes, which
usually have national coverage, have outcomes
that contrast markedly with those of microfinance.
Cash transfers, which are often small, are mostly
used by households to meet basic consumption
needs. Nutrition improves, access to health

care or education may also improve, but there is
rarely productive investment (McCord, 2012).

Incorporating skills development into
microfinance or social protection measures
can make them ‘transformative’, allowing
their beneficiaries to improve their livelihoods



SKILLS FOR URBAN YOUTH: A CHANCE FOR A BETTER FUTURE

permanently and to move out of poverty. Some
programmes have begun to include skills
training, but evidence on them is limited so far.

Microfinance institutions could become an
effective vehicle for skills training
Microfinance institutions could be a good
platform for training, as they already reach
large numbers of the poor. At the end of 2010,
3,652 microfinance institutions reported having
more than 205 million clients with a current
loan, 55% of whom were women living below
the international poverty line of US$1.25 a day

when they took up the loan (Banerjee et al., 2010;

Maes and Reed, 2012). Recent studies show that
beneficiaries lack technical, entrepreneurial and
financial skills that microfinance institutions
assumed they had (Karlan and Valdivia, 2006).

Microfinance programmes offering
entrepreneurial training are rare, but some
experience indicates they can be very effective.
In 2002-2003, the Foundation for International
Community Assistance, which provides credit
and savings services to young, poor, largely
female microentrepreneurs, introduced
entrepreneurial training in mandatory weekly
meetings with its clients in Lima and Ayacucho,
Peru. A randomized evaluation found that
participants were more likely to maintain
records of sales and expenses, reinvest profits
in the business and plan for future expansion,
resulting in higher, less volatile income (Karlan
and Valdivia, 2006).

One reason for the programme’s success is that
credit officers received training. More generally,
though, NGOs specialized in microfinance may
not be efficient in skills development. Where
credit officers are asked to double as trainers,
they need teaching skills and training in subjects
such as health education, entrepreneurship and
financial literacy.

Skills training is necessary to sustain the
benefits of social protection

Adding skills development to social protection
programmes may help their beneficiaries

gain greater autonomy; by the same token,
complementing training programmes with cash
transfers, to help learners meet their basic

Expanding skills training opportunities for disadvantaged youth

consumption needs during the training period,
can improve retention and completion. Training
may also be associated with public works jobs,
either by making initial life skills or vocational
training a condition for receiving work or by
emphasizing on-the-job training and work
experience (McCord, 2012).

Social protection programmes help young
people move into the labour market who
would not otherwise be employed, particularly
women (McCord, 2012). The programme Chile
Solidario, introduced in 2002, provides cash
transfers for twenty-four months to extremely
poor families in Chile, as long as they cooperate
with a social worker who helps them identify
and solve their main problems and raises
their awareness and use of social services.
Participants are then given preferential access
to other programmes, including training
aimed at increasing employability. After 2004,
specific programmes focused on women with
low educational attainment and little or no
professional experience. The programme now
reaches 40,000 to 50,000 families every year,
60% of which belong to the poorest fifth of the
population and more than 80% of which live

in urban areas. Employment grew by up to
four to six percentage points among women
who entered the programme in 2005, partly
through increased participation in the training
programmes (Carneiro et al., 2009).

Experience from South Africa’s Expanded Public
Works Programme, initiated in 2004, highlights
the importance of ensuring that training is
sufficiently long and of appropriate quality to be
transformative (Box 6.4).

Overall, transformative microfinance and social
protection programmes are promising, but they
are harder to design and implement than
individual interventions, and may therefore be
more difficult in contexts where institutional
capacity is weak, as in many low income countries.

Scaling up the programmes is also difficult, even
for governments and aid donors. In Afghanistan,
the World Food Programme’s Food for Training
provided poor urban widows (including, though
not targeting, youth) with food rations as well

as training in functional literacy, health, and
vocational skills such as handicrafts, tailoring

Cash transfers
and training in
Chile increased
employment

for women
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Box 6.4: Enhancing outcomes of South Africa’s Expanded Public Works

Programme through skills training

South Africa's Expanded Public Works Programme
aims to extend job opportunities in a context of
extremely high unemployment. By December 2010,
only 12.5% of youth aged 15-24 were employed.
The recession that hit South Africa resulted

in a contraction of youth employment - youth
accounted for 40% of jobs lost over the period.
Unemployment rates were higher for youth aged
18-24 who had at most some secondary education
compared with those with tertiary education.

The first phase of the public works programme
(2004-2009) aimed to provide 100,000 to
200,000 short-term work opportunities each
year for four to six months in total. A second
phase (2009-2014) aims at even broader
coverage; in 2014 the programme expects to offer
1.5 million work opportunities lasting 100 days
each. Work is in areas such as road construction
and maintenance, home care for elderly people,

child care and providing school meals. For every
month worked, participants take two days of
training, including life skills (HIV awareness, job search
skills), on-the-job learning and formal training.

An evaluation of the first phase found that the
number of work opportunities created had far
exceeded targets but that only 46% of the target
number of days of training had been reached.
Difficulties defining relevant training content

and a scarcity of good quality training providers
sometimes posed problems. The benefits of the
training received were further affected by the
limited duration of public works and the low wage
paid: at best workers could invest in survivalist
microenterprise activities. Investing more in
training could help ensure that the programme
has a more sustainable impact.

Sources: McCord (2005, 2012); Meth (2011); South Africa National Treasury
(2011); Walther et al. (2006a).

and embroidery. Shortages of implementing
organizations and trainers prevented the
programme from reaching the poorest women and
those most in need of food, however, and it proved
difficult to expand to rural areas (WFP, 2004).

Despite these challenges, when social protection
and microfinance programmes are carefully
designed and implemented to incorporate
relevant skills training, they can enhance the
opportunities for disadvantaged youth to work

in improved conditions.

Programmes targeting

unemployed youth are successful,
but need resources

Programmes that combine basic literacy and
numeracy, vocational skills training and other
forms of support to enhance employability have
been successful in some parts of the world,
notably in Latin America and the Caribbean.
Innovative programmes in the region offer
classroom training and work experience in basic
and specific trades, alongside life skills, job
search assistance, counselling and information.
Participants receive stipends and their employers
receive wage subsidies. The programmes have
played a key role in countries where large

numbers of young people living in poor urban
conditions lack opportunities for good jobs.

Several programmes have been found to raise
rates of employment, formality of employment
and earnings, particularly for women and

youth from poorer households (Betcherman

et al., 2007). For instance, the Inter-American
Development Bank has run programmes in
Argentina, Chile, Colombia, the Dominican
Republic, Mexico, Panama and Peru that provide
short training covering both basic job readiness
skills and specific vocational skills. These have
increased participants’ employment rates and
job quality, defined by wages, social benefits and
formality (Card et al., 2011; Ibarraran and Rosas
Shady, 2009).

In Mexico, PROBECAT (Programa de Becas de
Capacitacion para Trabajadores Desempleados/
Unemployed Workers' Training Grants Program),
which began in 1984, relies on companies rather
than training institutions. Beneficiaries receive

a stipend equivalent to the minimum wage. They
are trained in private sector businesses, which
cover the training costs and have to offer them an
internship of at least three months. Companies
have to agree to keep at least 70% of the trainees
for one year (Ibarrarédn and Rosas Shady, 2009).
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Jovenes is another successful programme in
Latin America. It was introduced in Chile in 1991,
targeting unemployed or underemployed youth
aged 16 to 29, with eligibility tied to income,
educational attainment (below secondary
education), gender and region of residence. It
has been successfully replicated in Argentina,
Colombia, the Dominican Republic, Panama,
Paraguay, Peru and the Bolivarian Republic of
Venezuela. While governments have coordinated
and funded Jovenes programmes, they are
delivered by private providers selected through
competitive bidding. This helps assure the
quality of the training and its relevance to labour
market demand. Evaluations indicate that the
programmes have improved labour market
outcomes, particularly for younger participants
and women (Box 6.5).

In Colombia, between 2001 and 2005, Jévenes
en Accion targeted poor youth aged 18 to 25

who were unemployed or working informally.
Participants received three months of classroom
training and three months of on-the-job training
in the country’s seven largest cities. Courses
covered a wide range of activities aimed at the
needs of the formal sector. Random selection

Box 6.5: Peru's PROJoven programme helps young people find better jobs

In Peru, as in other Latin American countries,
large numbers of young people work in the
informal sector. While access to primary schooling
is high, many still leave school lacking foundation
skills. In 2009, around one-quarter of young
people were neither in employment nor education
or training, and 76% of women and 66% of men
were working in the informal sector.

When PROJoven (Programa de Capacitacion
Laboral Juvenil/Youth Labour Training
Programme) was introduced in 1996 following
the Jovenes model, poor youth in particular
were less likely to receive any training and only
had access to institutions of lower quality.

The programme was funded by a variety of
national and donor sources, including the Inter-
American Development Bank, and run by the
Ministry of Labour. It targeted youth aged

16 to 24 who had low educational attainment,
lacked work experience and were unemployed,
underemployed or inactive. Almost all belonged
to poor households. The focus was on basic or

Expanding skills training opportunities for disadvantaged youth

of participants from a larger group of applicants
found a strong positive impact on women: their
probability of being in paid employment rose

by 7% and their wages by almost 20%. The
likelihood of being in formal employment also
increased significantly, by 7% for women and 5%
for men (Attanasio et al., 2011).

The drawback is that these programmes

tend to be expensive. The cost per participant
ranges from US$700 to US$2,000 - clearly
unaffordable for many of the low income
countries (Betcherman et al., 2007). In addition,
for the programmes to be successful, a
country has to have enough companies able

to participate, and parts of sub-Saharan Africa
may not meet this criterion.

Most Jévenes programmes have been integrated
into national public training institutions or
replaced by smaller interventions. Since 2002,

a new model has emerged in Latin America:
Entra 21, conceived by the International Youth
Foundation and funded by the Inter-American
Development Bank, local organizations,
multinational companies and other partners.
Like the Jovenes programmes, Entra 21 targets

semi-skilled training to improve employability in
the short term. Between 1996 and 2003, about
42,000 youths participated. Courses, financed

by PROJoven, were offered in training centres

for three months, followed by a three-month
internship in private firms that had to pay trainees
at least the minimum wage.

Participation in the programme significantly
improved young people's chances of securing a
paid job, and increased their monthly earnings.
The impact was larger for younger participants
(aged 16 to 20) and for women. For instance,

the likelihood of gaining access to formal
employment increased by between seven and
thirteen percentage points among men and by
seventeen to twenty-one percentage points for
females. Close links between training centres and
participating companies may have contributed to

the positive outcomes.

Sources: Cardenas et al. (2011); Diaz and Jaramillo (2006); ILO (2011d).

In Colombia,
three months

of training
increased

women's wages

by 20%
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unemployed youth aged 16 to 29, providing them
with short-term training® in technical skills,

life skills and job-search skills, combined with
internships with local employers. One innovation
of Entra 21 is that almost half of training focuses
on information and communication technology
skills, responding to growing employer demand.
A second innovation is the inclusion of job
placement services in close association with
local employers (Pezzullo, 2006).

The first phase of Entra 21 projects operated
between 2001 and 2007 through thirty-five local
projects in eighteen countries.* They attracted
almost 20,000 young people, well beyond the
initial target of 12,000. Of these, 54% were
female. The vast majority were from poor urban
families. But unlike Jovenes, Entra 21 mainly
benefited youth who had completed upper
secondary school rather than very poor youth
with low educational attainment (Lasida and
Rodriguez, 2006; Pezzullo, 2009). Some projects
did include basic literacy and numeracy training
for youth with lower initial achievement, but
this accounted for only 5% of training time on
average [Pezzullo, 2009).

Evaluations of twenty-eight projects between
2005 and 2007 show several positive outcomes
on employment and wages six months after
participants had graduated. A shortcoming

of the first phase of Entra 21, however, in
addition to the lack of targeting of poorly
educated young people, was that women did
not benefit to the same degree as men in

most countries, in contrast to the Jovenes
programme. On average, controlling for age and
education, a female graduate was only 59% as
likely as a male to get a job. Men earned 32%
more than the minimum wage and women only
19% more (Pezzullo, 2009).

In response, the second phase of Entra 21,
starting in 2007, targeted young people who
were more disadvantaged than those in the first
phase, including those with less than ten years of
formal education, people living with disabilities,
and youth living in rural areas. By early 2011,

3. The duration ranged from 270 hours to 1,210 hours over 4 to 12
months.

4. Argentina, Belize, the Plurinational State of Bolivia, Brazil, Chile,
Colombia, the Dominican Republic, Ecuador, El Salvador, Guatemala,
Honduras, Mexico, Nicaragua, Panama, Paraguay, Peru, Uruguay and the
Bolivarian Republic of Venezuela.

more than 51,500 had enrolled, exceeding the
target of 50,000 (Pezzullo, 2011).

Entra 21's evaluation of programmes in four
countries® indicated that vulnerable youth in the
second phase found it harder to keep up with
classes or internships, mainly because of lack

of formal education or personal circumstances
such as child care and family problems. To retain
trainees, projects had to provide tutoring, basic
literacy and numeracy training and personalized
attention to respond to special needs. About 40%
of employers in Ecuador said the youth lacked
sufficient technical, mathematic or literacy
skills. This led employers to allot more time to
upgrading trainees’ basic skills so they could
acquire sufficiently high levels of work skills.

Another difficulty was that employers were
sometimes reluctant to recruit disadvantaged
youth into the programmes. In Nicaragua,
some employers were initially unwilling to hire
youth who lived in high crime neighbourhoods.
However, once businesses overcame their
resistance, they reported being satisfied with
the trainees’ performance (International Youth
Foundation, 2011). To overcome potential
prejudice and negative stereotypes, it is
important to establish strong relationships
with businesses, NGOs and the public sector.

The Latin American experience formed the

basis for programmes targeting unemployed
youth in other emerging economies. Indonesia’s
Education for Youth Employment programme
was an example. Although Indonesia is a middle
income country that has experienced relatively
high levels of growth, income-related and
regional disparities in education are strong.
Education for Youth Employment targeted

poor, unemployed youth aged 16 to 24 with low
educational attainment. It sought to improve
‘equivalency education” at secondary level. The
programme included training in life skills and
had a job placement component using a network
of companies. A 2006 evaluation found that 82%
of participants were employed after three to four
months of training, at a cost per participant of
US$300. After three years, 80% of those were
still employed and receiving at least the local
minimum wage (di Gropello et al., 2011).

5. Ecuador, Nicaragua, Paraguay and Peru.
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If programmes for unemployed youth are

well targeted and offer a comprehensive

range of skills development training, as the
Jovenes programmes have done, this increases
their chances of reaching the most vulnerable
young people and improving their earnings

and employment. The successes of these

Latin American programmes in targeting
disadvantaged young people hold lessons for
the Arab States, where government and private
training programmes tend to focus on highly
educated youth (Subrahmanyam, 2011).

In Morocco, for example, where around 30%
of the population is aged 15 to 29, about 90%
of females and 40% of males not in school are
either unemployed or not in the labour force.
Among the unemployed, 80% have less than
secondary education. Yet policy interventions
tackling unemployment have tended to focus
on the 5% who have benefited from tertiary
education, in part because these young people
have been better able to exert media and
sociopolitical influence (World Bank, 2012b).

Beyond foundation skills for
disadvantaged youth

To improve the employability of young people
who already possess foundation skills, policies
need to foster the development of transferable
and technical skills, especially in small and
medium-sized informal businesses with growth
potential. Governments need to identify activity
sectors to be targeted and organize training in
the relevant skills. Two promising avenues for
such efforts are traditional apprenticeships,
which are already a major provider of skills
development for informal sector workers, and
training to enhance entrepreneurship.

Expanding access to traditional
apprenticeships

In many countries, more youth are trained in
the urban informal sector through traditional
apprenticeships than in formal training
institutions: costs for their families are usually
lower, as are educational entry requirements.
The poorest may still be disadvantaged, though,
especially where apprentices are recruited
through family or community networks, and
young women are largely excluded from

Expanding skills training opportunities for disadvantaged youth

male-dominated activities. Making access to
traditional apprenticeships more equitable and
improving their quality are key priorities for skills
development policy.

In sub-Saharan Africa, traditional apprenticeship
is the main type of skills training in the

informal sector (Johanson and Adams, 2004).

In the mid-2000s, Senegal had just 10,000

young people in formal technical and vocational
education training compared with 440,000
traditional apprentices in the motor repair
business alone (Walther, 2011). In Ghana,
according to various sources, apprenticeship
training is responsible for 80% to 90% of all
skills training, compared with no more than
5% to 10% for public training institutions and
10% to 15% for NGOs (both for-profit and non
profit] (Palmer, 2007).

Traditional apprenticeships are also found

in other regions. In Pakistan, where official
statistics estimate that 79% of youth aged

15 to 24 working outside of agriculture are
employed in the informal sector, traditional
apprenticeships are the most prevalent mode
of skills acquisition (Bhatti et al., 2011; Janjua
and Naveed, 2009).

Traditional apprenticeship has several
advantages over formal training. It is more
flexible, cheaper, and has immediate practical
relevance. Many apprentices are hired in

the workshop where they were trained. In
Punjab and Khyber Pakhtunkhwa provinces of
Pakistan in 2006-2007, the average length of
apprenticeship was longer than formal technical
and vocational education and training courses,
yet the average cost for households was less
than one-tenth as much (Bhatti et al., 2011).

For many young people, therefore, traditional
apprenticeships are the preferred way to
acquire skills. In Kenya, in the early 2000s,

the World Bank-financed Micro and Small
Enterprise Training and Technology Project
distributed vouchers to 24,000 informal sector
manufacturing workers, letting them choose
what kind of training they wanted to receive, and
from whom. Only 15% of participants opted for
public or private training institutions, while 85%
chose to train with master craftspeople. A strong
preference was thus revealed for traditional

In sub-Saharan
Africa, most
skills training
in the informal
sectorisin
apprenticeships
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apprenticeships, a type of provision that had
hitherto been ‘invisible’ to policy-makers
(Johanson, 2002; Johanson and Adams, 2004
Riley and Steel, 2000).

There are disadvantages, however, with this
form of training. Access may be broader than in
formal training, but it is not equitable. In Ghana,
for instance, the poorest and least educated
are disadvantaged: in 2008, only 11% of the
poorest 20% of 15- to 30-year-olds had done

an apprenticeship, as opposed to 47% of the
wealthiest. Only 9% of those with no education
had been apprentices, compared with 51% of
those who had completed lower secondary
education (Adams et al., forthcoming].

Such differences in access are compounded by
differences in employment status and earnings
once the apprenticeship is completed. According to
2005/06 data from the Ghanaian Living Standards
Survey, less than 20% of former apprentices
with no formal education were working and had
earnings placing them above the poverty line,
compared with about 30% of those who had
attained lower or upper secondary school. In urban
areas, the mean earnings of former apprentices
who had attended lower secondary school were
almost triple those of former apprentices with
only primary education (Baradai, 2012).

Traditional apprenticeship systems may also
reflect gender segregation in the local labour
market. A survey in the towns of Lindi and
Mtwara in the United Republic of Tanzania
found that 95% of apprentices in tailoring were
women, but that there were hardly any female
apprentices in the other trades surveyed,
including carpentry, car mechanics, electrical
service, food processing, local arts and plumbing
(Nubler et al., 2009). Since most apprenticeships
are in trades that women are less likely to take
up, this limits their opportunity for training.

Lack of organization can lead to exploitation of
sometimes very young apprentices in poor learning
and working conditions (Johanson and Adams,
2004). In Lindi and Mtwara, apprentices worked
60 hours per week on average. While more

than 90% of master craftspeople taught their
apprentices technical skills specific to their
occupation, and 65% gave theoretical background
information, few masters also taught managerial

skills [Nubler et al., 2009). In Senegal, a study on
motor repair found that young apprentices worked
from 8 a.m. till 9 p.m. (Senegal METFP, 2007).

Public interventions building on traditional
apprenticeship systems need to provide access
to those usually excluded, improve skills of
master craftspeople, improve working conditions
of apprentices and ensure that skills are certified
(Johanson and Adams, 2004; Walther, 2011;
Walther and Filipiak, 2007b).

The size and potential of traditional apprenticeship
systems have led several sub-Saharan African
countries to pass laws on apprenticeship in
recent years (Hofmann, 2011). Two distinct
directions have been explored (Walther, 2011):

B transforming traditional apprenticeships
into a dual system that combines theoretical
learning with practical training;

B gradually recognizing traditional
apprenticeships formally and providing them
with support, including by training master
craftspeople to improve their vocational
and teaching skills and by introducing
regulations, assessment and certification.

Both approaches face practical difficulties. For
example, cooperation between formal training
institutions and master craftspeople is often limited,
and the state may lack the capacity to enforce
regulations where there are no trade unions.

Reforms aiming to transform traditional
apprenticeship into a dual apprenticeship
system were developed in the 1990s and 2000s in
several countries, starting with projects in Benin
and Togo run by the Hans Seidel Foundation,

a German development organization. Cote
d’lvoire, Mali, Senegal and the United Republic
of Tanzania are also taking steps to reform
traditional apprenticeships (Walther, 2011).

The ILO has made the development of dual
apprenticeship one of its priorities for action in
these countries (ILO, 2008).

Evolution towards dual apprenticeship requires
an agreement between the government and
organizations representing informal sector
employers and master craftspeople. It is
therefore possible only to the extent such
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organizations exist. The agreement needs to define
a model contract for apprenticeships and training
structures. At the same time, formal training
institutions need to be reformed to accommodate
apprentices, to whom they provide theoretical
training covering general education as well as
technical and vocational skills. Apprentices

are then awarded a diploma recognized by the
national authorities and included in the national
qualifications system (Walther, 2011).

If successfully implemented, dual apprenticeship
can become an effective and sustainable part of
national technical and vocational education and
training systems. A study on the costs of training
and job programmes in Burkina Faso showed
that reformed apprenticeships cost about
one-third as much as formal training courses
(Walther and Savadogo, 2010).

In Benin, an experimental project in the city of
Abomey in the 1990s led to a decision in 2001

to include dual apprenticeship as part of the
country’s technical and vocational education
and training system. Political consensus

and cooperation with unions and informal
sector associations such as the Fédération
Nationale des Artisans du Bénin (Benin National
Craftspeople’s Federation) allowed a relatively
quick elaboration of the legal and regulatory
framework by 2005/06. Dual apprenticeships
last two to three years, with a day of theoretical
training in a technical and vocational training
institution and five days of practical training in a
workshop every week. Master craftspeople are
assisted by a local trainer, who acts as a link
between the workshop and the training centre
and facilitates the exchange between local
languages spoken at the workshop and official
languages used as the medium of instruction

in training centres. Apprentices are awarded

a professional qualification certificate after
passing a national examination covering theory
and practice. The number of youth entering
dual apprenticeships progressed quickly, from
700 in 2006 to 1,740 in 2007. Barriers to further
expansion included low levels of education
among prospective apprentices, requiring pre-
apprenticeship courses that were lacking. There
was also a lack of ownership by informal sector
associations, as funding remained dependent on
aid donors (Walther and Filipiak, 2007a).

Expanding skills training opportunities for disadvantaged youth

Reforms aiming to create dual apprenticeships
require institutional capacity from the state
and strong informal sector associations. Those
initiated by aid donors may prove unsustainable
once donor support is withdrawn. In Mali,
interviews with masters and apprentices in

five cities suggested that dual apprenticeships
introduced in the late 1990s improved skills
levels. Masters reported that apprentices

were quicker, better at using materials and
maintaining equipment, more autonomous
and able to take on more responsibilities in
the workshop. By the mid-2000s, however,
traditional apprenticeships were still much
more common than dual apprenticeships, the
development of which was hampered by the
institutional weakness of the country’s training
fund and of informal sector associations, which
lacked capacity to train employers as trainers.
The system remained dependent on donors, in
this case the Swisscontact foundation (Thiéba
and Ndiaye, 2004).

Gradually recognizing traditional apprenticeships
formally may be an easier policy option than
transforming them completely into dual
apprenticeships. Such initiatives may be
particularly efficient if designed and implemented
in cooperation with informal sector associations
or other professional organizations.

Gradual adoption of formal status can include
regulations to protect apprentices from
exploitation, a common issue in traditional
systems. They include limits on daily and weekly
working hours, a ceiling on the number of years
of training for each type of occupation, and
safety measures. In Senegal, PROMECABILE,

a professional association in metalwork,
mechanics and automobile maintenance, has
set rules for apprenticeships conducted by its
members regarding the age of apprentices,

the duration of their training (linked to their
initial education level] and availability of literacy
classes. Training covers health and safety issues
along with technical skills and apprentices

can take nationally recognized diplomas.
Further support is given for youth to start their
own workshop or be employed by companies
partnering with PROMECABILE (Walther, 2011;
Walther and Filipiak, 2007b).

In Senegal, a
professional
association has
set rules for
apprenticeships
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Gradual formal recognition of traditional
apprenticeships also involves improvements

in teaching practices and the introduction

of certification, which are best promoted by
informal sector associations. In Cameroon, the
Interprofessional Association of Craftspeople
(Groupement Interprofessionnel des Artisans,
GIPA) comprises about 100 companies in
Yaoundé. Member companies have, on average,
three workers and two apprentices, and
represent eleven trades, including joinery,
tailoring, hairdressing, pottery and construction.
Training at these companies used to be based
on repetition and did not lead apprentices
towards greater autonomy. GIPA has developed
a pedagogy involving progression through
several stages, with an evaluation at the end

of each. The length of apprenticeship depends
on apprentices’ initial education level and

their evaluation results. Vocational training is
complemented with training in management.
GIPA also organizes a common final examination
in which a jury evaluates an object made by the
apprentice and awards a certificate recognized
by the Ministry of Employment and Vocational
Training (Walther et al., 2006b).

Certifying apprentices’ skills and work
experience through national qualification
frameworks may be a good way to recognize
their legitimacy. Similar certificates would also
benefit master craftspeople. Such measures
would provide official acknowledgement of

the part played by the informal sector in skills
development for young people and help build
capacity in the sector. However, measures

of this type are often difficult to design and
implement and require strong commitment from
government and the informal labour market
(King and Palmer, 2010; Walther, 2011).

When appropriately implemented, traditional
apprenticeships have a lot to offer young
people. Given their potential benefits, attention
is needed to ensure that they extend access to
disadvantaged groups, including young women.

Easing the path to entrepreneurship
I want to work in my own hair salon and be an
owner, you don't depend on others who may
exploit you. As an owner, you can do anything
you want. | don't want others to exploit me.
- young woman, Viet Nam

Some young people working in the informal
sector choose self-employment to avoid the
rigidities of the formal sector. They tend to

have higher education levels, parents who are
entrepreneurs and access to 