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Annex 1: Detailed answers to the Evaluation Questions

1 EQ1-relevance: To what extent is EC support aligned to educa-
tion development objectives in national development plans,
such as PRSPs, and ensured coherence between EC develop-
ment co-operation policies on education and other EC policies
affecting education?

National Development Plans, in particular Poverty Reduction Strategy Papers (PRSPs), often provide
the overall framework for donor support. PRSPs aim to provide the crucial link between national public
actions, donor support, and the development outcomes needed to meet the internationally-agreed Mil-
lennium Development Goals (MDGs). In addition to being aligned to the national development objec-
tives, European Commission (EC) support for education needs to be co-ordinated among various pub-
lic and private national and international development partners. In this process, the EC has committed
itself to working for improved national ownership, the harmonisation of aid delivery mechanisms, and
enhanced mutual accountability.

These issues were addressed in the Rome Declaration on Harmonisation in February 2003, reiterated
in the Paris Declaration on Aid Effectiveness in March 2005 and continued to be addressed in the Ac-
cra High Level Forum on Aid Effectiveness in 2008. The EC is a signatory to both declarations and
has been at the forefront of promoting increased alignment and harmonisation, most notably through
the Development Assistance Committee of the Organisation for Economic Co-operation & Develop-
ment (OECD/DAC’s) work on harmonisation and alignment.

The purpose of this evaluation question (EQ), and the analysis through which it is answered, is to as-
sess the extent to which the EC has followed up on its commitments towards alignment in its support
to the education sector in partner countries. Moreover, the question also covers the issue of coher-
ence in its two different meanings. On the one hand, coherence is looked at in terms of its meaning as
an evaluation criteria, looking at the extent to which the EC’s different interventions in the education
sector (particularly at country level) do not contradict one another. This understanding of coherence
could thus also be coined as ‘internal coherence’, and is primarily dealt with by indicators 1.3.1, 1.3.3
and 1.3.4. The second meaning of coherence could be termed ‘external coherence’, and is based
upon the definition of coherence within the 3Cs." It refers to the extent to which development aid has
not been contradictory or contradicted by other EC policies and external actions (i.e. Policy Coherence
for Development - PCD). This type of coherence is primarily looked at in indicator 1.3.2. Policies other
than development co-operation have a strong impact on developing countries. The European Union
(EU) concept of PCD aims to build synergies between those policies and development objectives.2
The debate on coherence has been recently intensified. In a new Communication, it is stated that the
process of drawing up Country Strategy Papers offers a framework in which the EC and Member
States can develop this kind of policy dialogue. The relevance of the PCD approach to policies created
by developing countries should also be considered, since in most policy areas the positive impact of
EU policies depends on parallel efforts being undertaken by partner countries.

' 3Cs — Co-ordination, Complementarity and Coherence — refer to the Maastricht Treaty modified by the Amster-
dam Treaty (articles 177 up to 181):

Coordination (article 180): 1. The Community and the Member States shall coordinate their policies on develop-
ment cooperation and shall consult each other on their aid programmes including in international organisations
and during international conferences. They may undertake joint action. Member States will contribute if necessary
to the implementation of Community aid programmes. 2. The Commission may take any useful initiative to pro-
mote the coordination referred to in paragraph 1.

Complementarity (article 177): Community policy in the sphere of development cooperation, which shall be
complementary to the policies pursued by the Member States, shall foster: (i) the sustainable economic and social
development of the developing countries, and more particularly the most disadvantaged among them; (ii) the
smooth and gradual integration of the developing countries into the world economy; (iii) the campaign against
poverty in the developing countries.

Coherence (article 178): "The Community shall take into account the objectives referred to in article 177 (Com-
munity policy in the sphere of development cooperation) in the policies that it implements which are likely to affect
developing countries."

2 Commission Communication on ‘Policy Coherence for Development — Accelerating progress towards attaining
the Millennium Development Goals’ — COM(2005)134 final of 12 April 2005 and May 2005 General Affairs and
External Relations Council (GAERC) Conclusions on the Millennium Development Goals (Doc. 9266/05).
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The answer to this EQ is built on the following judgement criteria (JCs):

e JC11: Degree to which EC education interventions are relevant to and aligned with PRSP or
similar national policy or strategy objectives

e JC12: Degree to which EC education support is harmonised and transparent in supporting
PRSP or similar national policy or strategy objectives

e JC13: The EC has ensured the overall coherence of its education support

1.1 JC11: Degree to which EC education interventions are relevant to and
aligned with PRSP or similar national policy or strategy objectives

The need to align EC response strategies is generally accepted and implemented in the various re-
gions. The new aid paradigm - as well as the introduction of multi-annual programming - have en-
hanced effective alignment. At a general policy level, the EC consequently seeks to align its education
support to national agendas. This is part and parcel of the EC’s overall shift away from ‘project sup-
port’ (i.e. the dominant aid modality till the mid-1990s) to a much more strategic, multi-annual ‘pro-
gramming approach’. It is also consistent with the prevailing discourse on donor alignment and har-
monisation as well as the general trend towards support to sector programmes and budget support.
This trend is likely to continue and be further stimulated as a result of the ongoing debates on donor
alignment and harmonisation. It is to be noted, that alignment presupposes the existence of national
policies on education or at a more macro level; overall development plans including pro-poor policies
and resource allocation to the education sector.

Overall, the analysis of the Country Strategy Papers (CSPs clearly shows that EC support to educa-
tion has been relevant to and aligned with the PRSP or the like constructions in-line with national pol-
icy thrusts and strategies. Almost all CSPs analysed relating to the period 2000-2007 and onwards
show that the EC’s support to education has been undertaken in the framework of the countries’ Pov-
erty Reduction Strategies (PRS) or equivalent documents. Education and training are a priority of
PRSPs since they are instrumental in reducing poverty. In accordance with this, 80 % of the CSPs
mentioned the vital importance of education in reducing poverty and fostering development and rec-
ognise the important role of the countries in gearing their policies and action in support of their educa-
tion and training systems in general and pro-poor provisions related to basic education in particular.

The CSPs provide clear evidence that priorities of EC support to education have been set to match the
country’s own priorities. Every CSP from 2007 onwards clearly mentions that the EC supports national
government efforts in order to ensure a minimum standard of service delivery of primary education and
a pro-poor distribution of resources between regions and target groups as well as to promote gender
equality in education programmes. As the CSPs over the period 2000-2006 do not refer to these is-
sues with the same regularity, it can be assumed that a shift towards greater alignment had taken
place in programming between the two rounds of strategy documents, at least at the level of official
documents.

Overall, and this is confirmed by the review of Country Strategy Evaluations (CSEs), which also pro-
vide assessments of this issue, it appears that the degree of alignment of EC support to the objectives
of the respective governments reflected in the PRSPs or similar documents?® is generally high (in rela-
tion to the emphasis the EC generally puts on this element of its support). This common pattern can
be illustrated for almost all countries reviewed. Of course, alignment to national education sector poli-
cies within the framework of PRSPs may be less substantiated in CSPs for countries where education
is not a focal sector (see Annex 26) and in fragile states where PRSPs or enacted education policies
are still emerging.

A few examples illustrate the high degree of alignment of EC support to education with PRSP and na-
tional policies:

e In Bangladesh, the CSP 2007-13 and National Indicative Programme (NIP) 2007-10 have
been prepared in response to the policies of the Government of Bangladesh as set out in the
draft PRSP, in line with EC development policy priorities, lessons learnt from and continuity
with current programmes and the clearly identified needs of the people of Bangladesh, espe-
cially the poor and disadvantaged.

® India has not produced a PRSP, instead convincingly arguing that its Five-Year Plans are more nationally
owned than most PRSPs. Most donors, including the World Bank and IMF (the initiators of the PRSP exercises),
have accepted that the Five-Year Plans can be used as substitutes for the PRSP.
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e In India, the EC has been a pioneer among development partners in aligning its assistance
and acting as a catalyst for others to follow. The alignment of the EC’s assistance to domestic
procedures, policies and plans took place rather early which has increased Indian ownership
of and commitment to EC support as well as ensured its overall relevance.

e In Vietnam, all EC aid interventions (incl. support to education) are in line with government
priorities and fit within the policies and the specific goals of national development strategies.

e In Tanzania, the degree of alignment is strong in the areas of transport, governance and edu-
cation.

e Since 2002 Nicaragua has been seen as an example of strong alignment and co-ordination.
The Government, assisted by a group of four donors including the EC, formulated a National
Plan of Harmonisation and Alignment which was adopted by the Government of Nicaragua
and development partners in November 2005.

A very difficult case for alignment is Eritrea, where the EC supports the Education Sector Development
Program (ESDP) while none of the strategies or co-operation agreements considered the education
sector as a priority, although the Government of the State of Eritrea (GSE) has always indicated that it
considers education as the basic foundation for development. The case of Eritrea provides a clear il-
lustration of the difficulties of ensuring alignment to government policies when these are largely absent
(e.g. no PRSP) or formulated in a rather vague manner, as the “Thematic Evaluation of EC Support to
Good Governance” already noted in 2006. EC commitments to the education sector have been made
which are not in line with the CSP but these have been justified as they contribute to post-conflict re-
habilitation and are in line with Government requests. The case of non-alignment in the CSPs in Eri-
trea may also be viewed as a flexible EC response to complex requirements and weak institutional
frameworks existing in a fragile post conflict, poor low-income country. In Somalia, the lack of three
crucial factors namely; a functioning State, national policy and a PRSP makes alignment virtually im-
possible.

When looking at cases where EC support went into General Budget Support (GBS) with education
related indicators, alignment is given per se, as the funds are pledged into the government’s budget.
In Jamaica, for instance, the EC provides assistance to the government’s economic reform pro-
gramme, aimed at stabilising the macroeconomic environment and achieving the government’s policy
aims in terms of poverty reduction and its targets for social sectors such as health, education and so-
cial safety-net programmes.

In the case of Mozambique, partners of GBS have, according to the CSE report, aligned themselves to
the government’s own planning processes and have worked through the government’s own systems
of cash management, procurement and audit, contributing thus in an important way to strengthening
governmental systems and leaderships.

1.1.1 1-111: Appropriate consideration of in-country situation and beneficiary requirements in
EC response strategy

Information related to this indicator mainly builds upon the analysis of CSPs and CSEs, underpinned
by the findings from the field visits and the European Court of Auditors (ECA) reports for a number of
Sub-Saharan African countries.

All CSPs relating to the period 2000-2007 and onwards include a section called “analysis of the coun-
try” or “country diagnosis”. These sections depict the results of an analysis, conducted by the EC, of
the political, economical, social and environmental situation of the country and reflect the partner
country's and regional needs. All CSPs include in this section a specific analysis of the country situa-
tion in the education sector. Over the two CSP cycles analysed, the relevant sections have somewhat
changed terms of headings and structure, and in most cases, the information has been updated.*

* Note: The information for the in-country situation in the education sector is differently presented depending on
the countries: for example, one under a sub-section directly named “Education sector” - Tanzania (2000-2007).
Elsewhere, 12 of the CSPs for the same period present this information under a sub-section called “Social devel-
opment or social context, another five under the sub-section “Economic and social situation”, the CSP Eritrea un-
der the sub-section “Human resources”, and in Burkina Faso under “La persistence de la pauvreté”.

For the period 2008-2013, most of the CSPs have been updated. For example, seven of those 12 CSPs (relating
to the period 2000-2007) which presented the information under the sub-section “Social development” or “Social
situation” have been updated for 2008-2013 with a sub-section called “Social situation including decent work and
employment”. The CSPs that have been updated are Botswana, Dominican Republic, Eritrea, Jamaica, Niger,
Somalia and/or Uganda. Another example is the CSP of Burkina Faso, which presents the information for the pe-
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However, the level of detail and quality of the information discussed in the CSPs varies significantly
from one country to another. In most cases, the analysis includes information on the possibilities for,
and obstacles to, development and an overview of the country’s / region’s own policy agenda for the
education sector in relation to any overarching poverty reduction strategy.

In general, the CSP analysis shows that the in-country situation specific to education has been con-
sidered and systematically updated. However, the depth and scope of the analysis varies from country
to country, since not all CSPs contain the same level of detail in the analysis and some do not specify
to what extent the conclusions obtained have been taken into account in the current strategy. In most
cases, the effort confirmed the validity of the original strategy and thus did not point to the need for
any major change in the support strategies.

The analysis of ECA reports resulted in findings similar and in part complementary to the CSP analy-
sis. Although the ECA reports themselves in general did not devote their primary attention to checking
whether the in-country situation and beneficiary requirements had been adequately taken into account
in programming, they do address this topic from time to time. The information deduced from such in-
stances reveals that, for the most part, the in-country situation, as well as beneficiary requirements in
the form of national policy priorities, have been taken into account. For example, the ECA report for
Liberia pointed out that the European Union Delegation (EUD) had sufficient relevant information
about the education sector and duly reviewed it in preparation for the CSP/NIP 2008-2013.

Unfortunately however, ECA reports are not explicit about the depth of such considerations of the in-
country situation. Only rarely does it become clear, what sort of analysis or needs assessment(s) (if
any) were conducted in preparation of the response strategies, how far such investigations had gone
and to what extent they had been taken into account in the final decisions made. One of the few cases
where analytical work is openly discussed, is that of Tanzania, where the ECA report asserts that the
CSP 2008-2013 was based on a joint DP review of the state of play of the education sector. This
analysis included a review of the relevant parts of the MKUKUTA?® and all other resources available to
the DP community.

The ECA reports themselves judge the relevance of the EC response strategies in various countries
with mixed results. For example, in the case of Niger, the ECA report criticises the country strategy,
saying that the issue of demographic increase and gender issues have not been properly integrated in
EC support, even though these issues are integrated in the PRSP as strategic axes to reach MDG
goals and are recognised as having impacts on the performance of the intervention in the education
sector.

As for the field visits, the Country Notes also provide information on this indicator, highlighting the par-
ticularities of each context and the EC response to these situations. One interesting case for example
is Cambodia. While, during the video conferences, several EUDs identified the high turnover within the
MoE staff as a recurrent problem (Ethiopia, Papua New Guinea and Cambodia), the EUD in Cambo-
dia actually took this contextual factor into account in its response strategy. In order to tackle the is-
sue, it has oriented its Technical Assistance (TA) towards institutional capacity strengthening, rather
than focusing on individual capacity strengthening — thus taking particular account of one key potential
success-or-failure factor related to the in-country situation.

Two further specific cases, where the EC strategy supporting education was thoroughly adapted to the
national context and in particular the evolving sector policy of the government, are the Dominican Re-
public and Pakistan (both field visit countries). In these countries, the shift from project support to
more joint approaches (Sector Budget Support (SBS), GBS) was gradual and implemented in direct
correlation to government priorities as well as the situation in country (particularly taking into account
the flexibility necessitated by the earthquake response in Pakistan). The two boxes below illustrate
these points in greater detail.

riod 2008-2013 under a new sub-section called “Le développement du capital humain”. In Eritrea the situation
remains similar with the information presented under “Human resources” subsection, as well as for the rest of the
CSPs which include the information under the same “Social situation” or “Social development” sub-sections.

® This Swahili acronym is the name of the National Strategy for Growth and Reduction of Poverty of Tanzania.
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Box 1: Dominican Republic: Evolution of EC support to education

The policy objectives of the democratic governments have been identified in several steps, among which, it is
worth quoting the National Consultation process of 1999 to 2001, which established and clarified the strategic
lines of country development and identified poverty reduction and social sectors (including education) as impor-
tant priorities.

In 2003, the Estrategia para la reduccion de la Pobreza en la Republica Dominicana® (Poverty Reduction Strategy
in the Dominican Republic) was formulated, that recognised the multidimensionality of poverty and adopted the
Human Development approach, identifying two education-related objectives, namely; 1) universal primary educa-
tion (UPE); and 2) the reduction of illiteracy.

In 2009, a National Development Strategy has been adopted by the Dominican Republic.7 This document identi-
fies poverty reduction, reduction of social imbalances and inequalities as the major challenges for the national
development process. In education, the most important problems to be dealt with are identified as a) access; b)
equity; and c) quality. According to the National Development Strategy, future policies in education will have to
address these problems by: a) widening the coverage of the education system and facilitating access; b) fostering
improvements in the teaching-learning process to promote education relevance, better curricula, and better condi-
tions for the teachers; and c) building the capacity of education policy makers and implementers at all levels.

In correspondence with national priorities and policy, education is one of the focal sectors of the 9" European De-
velopment Fund (for ACP countries) (EDF) (2000-2007) and the CSP/NIP (2001-2007) for the Dominican Repub-
lic. The initial allocation for the sector were € 54 million, however in the framework of the Mid-Term Review of the
EC country co-operation for the Dominican Republic, it was agreed with the national authorities to transfer € 2
million to a programme to support civil society development by reinforcing the network of Civil Society Organisa-
tions (CSOs) specialised in education.

EC interventions have evolved over time in correlation to the priorities of the government and the country context.
In previous programming periods and in a first phase in the period under review, the project approach was
adopted, with several interventions in the education sector such as Integrated Development Program for Primary
Education (PRIDEP) - 7th EDF and Project in Technical Education (PROETP) - 8th EDF, and in the area of Good
Governance such as Reform and Modernisation of the State (PARME) and PRIL (more oriented to Civil Society)
projects.

EC intervention on education has taken into consideration the needs arising from the long-term and the systemic
perspective adopted by the Government of the Democratic Republic of the Congo (GoDR). The Plan for Educa-
tion (PEDEP 2003-2012) and the objectives of the Strategic Orientation Document, elaborated from the MDG Ob-
jectives, outlined the need for an integrated budgetary planning and execution control mechanism.

Consequently, the 2004 Mid-Term Review (MTR) of the CSP/NIP adopted a definite change of direction towards
the Budget Support modality at both macro-economic and education sector levels. This change in the modality of
aid by the EU was reinforced by the good results brought by the first Education Sector Policy Support Programme
(SPSPs) i |n other Africa, Caribbean and Pacific countries (ACP) & Asia and Latin America group of nations (ALA)
countries’ and by similar decisions taken in other ACP countries as a result of the Guidelines for EC support to
Sector Policy Support Programmes adopted by the EC in February 2003."°

There existed a high degree of relevance and alignment between these priority programmes of government in the
education sector, and the particular projects that were supported by the EC during the period under review. All
aspects of education were addressed by EC projects, including school infrastructure reconstructlon and develop-
ment"’ , improving access and increasing education sector effectiveness and eff|0|ency and promoting coherent
plannlng budgeting and expenditure and increased resources for education. 13

The SBS has been shown to be the most consolidated aid modality and the most appreciated by GoDR." The
adoption of a second phase of Sector Budget Support is due to the successful implementation of the first phase.

Source: Country Note Dominican Republic

® Presidencia de la Republica Gabinete Social Oficina Nacional de Planificacion Estrategia para la Reduccion de
Ia Pobreza en la Republica Dominicana 2003

" MINISTERIO DE ECONOMIA, PLANIFICACION Y DESARROLLO CONSEJO NACIONAL DE REFORMA DEL
ESTADO Estrategia Nacional de Desarrollo 2010-2030 END - 2009

Domlnlcan Republic MTR Conclusions 2004

Overseas Development Initiative Common funds for sector support- Briefing Paper 2008

Support to Sector Programmes Covering the three financing modalities: Sector Budget Support, Pool Funding
and EC project procedures July 2007

' School Reconstruction Project DO/7007-001)EDF VIII and Reconstruction of schools in the Eastern Region
(phase 1) 8 ACP DO 013

12 Support Programme to Sector Policy in Education (SPSPE)(DO/002/03rev)EDF IX (SBS Sector Budget Sup-
port)
'* GBS- General Budget Support for Poverty Reduction (DO/005/05)EDF IX

"See: http://diariolibre.com/noticias_det.php?id=247041
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Box 2: Pakistan: Evolution of EC support to education

EC support is well aligned to the EC cooperation objectives and in general to Pakistan’s policy agenda. Both
CSPs (2002-2006 and 2007-2013) incorporated solid situational analysis and highlighted medium term chal-
lenges. In terms of policy anchorage, the EC response reveals a strong liaison with the Education Sector Review
(ESR) Action Plan (2001-2005); the National Education Policy and EfA/MDG plans for the country. In particular,
there has been a strong realignment of the support to concentrate on budget support to Provincial Governments,
with a great majority of the budget going to district administrations, given their mandate for education sector man-
agement and service delivery. This realignment happened as a consequence of the Local Government Act of
2001. EC budget support of € 39 million to the Sindh Education Plan was linked to the Compulsory Primary Edu-
cation Ordinance of 2001 in the NIP 2003-2005. The EC contribution covered € 26 million for District Budget Sup-
port, € 7 million for Provincial Budget Support and € 4.6 million for Technical Assistance.

The EC response to the devolution process is well outlined in the NIP (2003-2005) and consisted of provisions for
two decentralised sector budget support programmes in Sindh and the North Western Frontier Province (NWFP),
helping to increase institutional capacity at provincial and district level. Two different models were opted for, one
through a multi donor involvement in support of an education sector policy in NWFP, and another approach in the
shape of the Sindh Education Plan Support, linking a Government of Sindh (GOS) Medium Term Sector Reform
Programme (SERP) and a policy matrix for a World Bank Investment Programme/EC Sector Budget Support with
a significant provision for TA support.

The increased alignment in the 2002-2006 programming cycle is reflected in the move away from infrastructure

projects towards support to policy-based investment programmes paying due attention to the gender dimension
and to close participation by local communities. The CSP 2002 constituted a process of further concentration to-
wards two priority sectors with 80% of the overall funds for human development.

Regarding the issue of provision of support to the education sector and PRSP objectives, via either budget sup-
port or using programme-based approaches, the following can be said: during the implementation of the CSP
2002-2006, Pakistan constituted a difficult environment for planning, due to the political crisis, e.g. affecting the
NIP 2003-2005. The earthquake (2005), but also the far-reaching devolution of authority through the Local Gov-
ernment Ordinance of 2001, and delays in issuing the fully-fledged, costed PRSP (2003) after the Interim Poverty
Reduction Strategy Paper (IPRSP) - all these developments demanded substantial flexibility and coping mecha-
nisms from the EU Delegation.

The EUD response to the earthquake consisted of the following:

e A contribution to the Asian Development Bank (ADB) EEAP for the reconstruction of 328 middle schools
and the provision of teacher training; and

e A Contribution Agreement with United Nations International Children’s Emergency Fund (UNICEF) for
the implementation of the “Pakistan Education program in the Earthquake affected districts of NWFP and
Azad Jammu and Kashmir (AJK).”

While the CSP 2002-2006 was relevant in terms of aligning the EC response to the PRSP, the latter did not fully
elaborate pro-poor measures in the social sectors in general and in education in particular. However, the PRSP of
2003 included a more focused human development strategy and a participatory process in PRSP preparation. It
stressed education as the most important factor distinguishing the poor from the non-poor.

The CSP 2007-2013 is well aligned to the PRSP. In its paragraph on dialogue with the government and alignment
with national policies, it notes that the majority of donors in Pakistan, including the EC, align their co-operation
strategies with the PRSP.

There is a clear trend in Pakistan towards a large majority of EC aid to the education sector being provided as
budget support, and, overall, the support from 2002 onwards has been in line with and in support of PRSP objec-
tives.

EC support is well aligned to the Federal Government’s nation-wide policy framework of the National Education
Policy (NEP) and PRSP. Alignment of EC support to the education sector requirements of the government of
Sindh was facilitated through a two day Roundtable Consultation in Karachi in March 2004, with the Sindh Educa-
tion Department and development partners. The Sindh Education Plan prepared by the Government of Sindh pro-
vided a framework for EC budget support. Moreover, the EC added a substantial TA component, assisting the
Reform Support Unit (RSU) in the process of meeting the Disbursement Linked Indicators (DLIs). The policy ma-
trix and results framework were jointly formulated and agreed by the Government, EUD and World Bank.

Source: Country Note Pakistan

Taking all the collected information into consideration, it is evident that the country situation and bene-
ficiary requirements have been taken into account in the EC response strategy in most countries, even
if it is unclear how comprehensive the analyses of the context were in some cases. The field missions
resulted in detailed findings, and affirm a high level of relevance in terms of alignment.
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1.1.2 1-112: Percentage of EC aid to the education sector that is provided either as budget
support or using programme-based approaches for supporting PRSP objectives

Generally speaking, the EC delivered its “direct” support to the education sector through the following
four major modalities: SBS, individual projects, Support to Sector programmes (SSP™), and the financ-
ing of trust funds (including the Fast Track Initiative (FTI)). The figure below shows the share of these
four modalities on the total amount contracted to support the education sector, excluding higher edu-
cation (HE) and Vocational Education and Training (VET).

Figure 1: Breakdown of modalities used by the EC to delivery its aid, contracts (€ million)),
education sector excluding HE and VET, 2000-2007

Financing of TrustFunds Total amount contracted

(including FTI) 2000-2007
€197m

Supportto sector
programmes
€404m
SBS
€894m

Individual
projects
€419m

Source: CRIS and ADE analysis
Note: SBS: Sector Budget Support ; Individual projects: individual projects ; Support to sector programmes: sector policy
support programme other than SBS ; Financing of Trust Funds - FTI: WB Trust Funds and Fast Track Initiative — Catalytic Fund

From the inventory and further country study, it appears that:

e More than two thirds of EC support to education was given in the framework of sectoral ap-
proaches, while financing of individual projects still represented 22% of the total amount con-
tracted. Contributions to trust funds made up 10% of the total amount contracted and mainly
concerned the EC’s support to the FTI.

o Nearly half (47%) of the EC’s funds to the education sector were delivered through SBS opera-
tions. These are per definition aligned and supportive of the existing in-country policies.

e« The EC also supported the sector through other types of support where funds are not directly
pledged into the government’s budget (support to sector programmes). This category repre-
sented 21% of the total amount contracted by the EC for direct support to education. This
support is also part of the categories falling under “budget support or programme-based ap-
proaches”.

In terms of regional differences, the following observations can be derived from the additional analysis:

e In several countries studied especially in Asia, a shift is noticed from project support (a signifi-
cant modality in the 1990’s) to support to sector programmes, in certain cases through trust
funds, and from support to sector programmes to Sector Budget Support. For example; in In-
dia, from 1995 onwards, the approach of supporting small projects in the education sector was
largely replaced (the exception is the Aga Khan Foundation Programme for Enrichment of
School Level Education (PESLE) project concentrating on minorities and scheduled castes not
adequately served by mainstream provisions) by concentrating on a sector support pro-
gramme, the District Primary Education Program (DPEP). During Sarva Shiksha Abhiyan, the

'® This is not an official category of EC aid delivery methods, but, as a clear categorisation of SPSPs was lacking
in the CRIS database, the evaluation team used it as category for the analysis.

Thematic global evaluation of European Commission support to the education sector in partner countries
(Including basic and secondary education); Final Report Volume lla; December 2010; Particip GmbH



successor to DPEP, the EC was instrumental in proceeding towards co-financing with other
development partners (Department for International Development (DfID) and World Bank
(WB)) under common arrangements with a system of pooled funding. In Bangladesh, the pro-
ject modality coincides with extensive support of a ‘support to sector programmes’ nature to
the Second Primary Education Development Programme (PEDP Il). In the past, the EC also
supported stipends and the construction of boarding facilities to enhance access of girls to
secondary education (PROMOTE - Programme to Motivate, Train & Employ Female Teachers
in Rural Secondary Schools) and is continuing support to the parallel system of Non-formal
primary Education (NFPE) through Bangladesh Rural Advancement Committee (BRAC), sub-
ject to mainstreaming, as well as education support in the framework of the minority focused
Chittagong Hill Tracts (CHT). In Vietnam, 56% of all education support (€ 28 million) was in
the form of SBS (when not taking GBS into account), which directly supports the NTP (Na-
tional Targeted Programme) and Government sector plan®. In Indonesia, a shift can be no-
ticed to a trust fund with the ADB and a contract to UNICEF, paving the way for Indonesia ap-
plying most characteristics of a Sector-Wide Approach (SWAp) and subsequently a pro-
gramme of support resembling SBS called the Basic Education Trust Fund (BEC/TF).

e In ACP countries, there has been a similar shift from projects to Sector Budget Support but es-
pecially to GBS with or without applying SBS as an interim-modality. More specifically, in ACP
Sub-Saharan Africa:

o In Ghana, although support to education projects remained at a low level of commit-
ments till 2004, already from 2001 onwards a round of EC financed GBS started with
the Poverty Reduction Budget Support 3 (PRBS 3), now having moved to Multi-Donor
Budget Support (MDBS).

o In Tanzania, emphasis on education sector projects shifted to the Primary Education
Development Programme (PEDP) with EC support in 2002. The EC has played a cru-
cial role in finding a consensus among pooled fund partners regarding the new budget
support approach to the education sector. Coinciding with SBS, the EC is also a major
contributor to the PRBS with variable tranches based on social sector (including edu-
cation) indicators.

o In Uganda, from 2000/01 EC support was through earmarked education sector budget
support (support to Universal Primary Education (SUPE), 2001-2005) and a stronger
focus on education was given in the Poverty Alleviation Budget Support Programs
(PABS 4 and 5) in the EDFs 8, 9 and 10. The trend towards focusing on General
Budget support was further strengthened during EDF 10, by Uganda qualifying as one
of 9 countries for an MDG contract. The support granted should be used to increase
the quality of education and health services.

o In both Mozambique and Niger there is a combination of project support and educa-
tion relevant GBS.

e The European Neighbourhood countries are completely different in terms of the aid modali-
ties used: in Tunisia, EC support to primary and secondary education was solely through SBS,
while GBS support to the country was not linked to the education sector. On the other hand,
support to Russia and Tajikistan respectively (now under Development Co-operation Instru-
ment (DCI)) is exclusively implemented using the project modality.

e The project modality had to be chosen in fragile/failed states not conducive to programmed
approaches, special circumstances, or when the national government is faced with constraints
in meeting demands for universal primary education, especially of poorer segments of society.
With regard to fragile states:

o EC’s support to education in Eritrea had to apply a traditional project approach with
decentralised management, as current conditions in Eritrea limit the possibility of
working through programmed approaches and budget support.

o In Somalia, 90% of EC support to education is channelled through CSOs as Somalia
practically had no operational government. 100% of EC aid has been provided via the
project approach.

'® Note: the PRSP has been supported by the EC through a WB-administered GBS, with total commitment until
2009 of about € 104 million.
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o In the Occupied Palestinian Territory, EC education support is channelled through
Non-Governmental Organisations (NGOs) following a project modality.

When looking at developments over the period 2000-2007, the following figure depicts uneven trends
by modality:

Figure 2: Trend of the amount contracted by modality used by the EC to deliver its aid, con-
tracts (€ million), education sector excluding HE and VET, 2000-2007"

€m
350 - Total amount contracted
2000-2007
250
—&—SBS
200 =i Individual project
—&—Support to sector programmes
—8— Financing of Trust Funds
150
100
76
50 Ny s
0

2000 2001 2002 2003 2004 2005 2006 2007

Source: CRIS and ADE analysis

e High amounts of funds have been contracted through SBS in 2002 and in 2006 and 2007 com-
pared to the other modalities; India received € 199 million in 2002 and € 145.5 million in 2006
respectively, which already explains the peak in 2002; Botswana received € 50.9 million and
Tanzania € 41.5 million in 2006;

¢ Since the year 2000, support via SSP also increased, with a notable peak in 2004 (Bangladesh
PEDP I, € 103 million );

e Trust funds started being used in 2005 and slightly increased in 2006 and 2007;

e The financing of individual projects has decreased from 2000 to 2002, but then again reached
higher levels to become even the second most used modality in 2006, which is due to the fi-
nancing of large projects in Bangladesh (support to non-formal education) and in Pakistan
(Earthquake Emergency Assistance Project — Education - in the Earthquake-Affected districts
of AJK, and the Northern Pakistan Education Programme — together totalling €40 million). In
2007, these figures again decreased, but still remained at a level higher than those between
2001 and 2005.

The trends for SBS and SSP together clearly indicate the shift in emphasis and the move away from
project support. Increases in the financing of individual projects seems to be a reflection of high singu-
lar commitments in specific countries, where it was deemed to be the best approach for a given situa-
tion (earthquake) or sub-sector (Non-formal Education (NFE).

« While the CSE review did not provide an extensive array of information related to the percent-
age of budget support or of the use of programme-based approaches, the survey to EUDs
shows detailed figures underpinning the results of the inventory. The following table depicts
the figures that were collected by the survey in relation to the provision of aid to education as
budget support or using programme based approaches: in the countries whose respective
EUDs answered the survey, the use of budget support or programme-based approaches was

17 Note: This graph depicts actual contracting per year, not the time at which the programming was done. De-

pending on the in-country situation, more or less time may pass between programming and contracting. Both the
structure oft he programming cycle (including NIPs), as well as potential delays in contracting, may account for
the rather ‘zig-zag’ nature of the lines rather than continuous lines displayed here.
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relatively limited in the early years under evaluation, as only three countries were partially
supported through such approaches in the education sector in 2002/03, Tanzania and India
being the spearheads.

e By 2007/08 the picture had changed considerably, with other countries where the EC provided
support through programme-based approaches / budget support joining where this had al-
ready been the case since 2002/03: Botswana (98%), Dominican Republic (90%), Pakistan
(48%), Vietnam (60%) and Nicaragua with its SBS (100%).

The respondent from the EUD to Bangladesh indicated that in 2007 most education support was pro-
vided using a sector support programme (PDPEP Il), whilst Pakistan mentioned education support
(including Technical and Vocational Education and Training (TVET) was predominantly provided using
a project modality (apart from the Sindh Education Reform Program which is a sector support pro-
gramme).

This last example also demonstrates an instance of progress made in the education sector on one of
the Paris Declaration indicators for harmonisation.

Table 1: Results of survey to EUDs: Percentage of EC aid to the education sector that is pro-
vided either as budget support or using programme-based approaches for supporting
a PRSP or comparable objectives

Country o .
|2 |20/ |8 = s1s|=2|s o33 S| S
s|s183| 8|8 |5|s|8|8|5|5|8kR8¢6)¢8
=S| K Q| = 2 | & S Rog
E | SISy g | E| 2| 2|23 |w|S Que|o | g
ouw < < ~ Og (¢
S| g |8 W 3| §| |35 |F R348 ¢
Q (2}
Year
2002/2003 | O 0 0 0 |95 |90 | O 0 0 0 | 20 0 0
2007/2008 | 98 | 75 | 90 | O 95 | 90 | 60 | O | 48 | 60 | 30 0 0 | 100

Source: EUD survey

The findings of both the inventory and questionnaire survey are further confirmed by the focus group
discussions held with various EUDs via video-conference. While no specific numbers on the percent-
age of budget support versus other modalities emerged, participants clearly confirmed that there had
been a general move towards the greater use of budget support. And this budget support (particularly
SBS), is understood to be in clear alignment with national priorities and policies, as expressed in
PRSPs.

The information gleaned from the Country Notes, provides greater detail on the composition of aid and
especially on the actual alignment of education support through various modalities to national policies:

o As for Niger, the Country Note discusses the various modalities employed for education sector
support, highlighting that as for GBS, EC support has been perfectly in line with the implemen-
tation of the national policy (PDDE), with education indicators being more focused on quantita-
tive than qualitative kinds of data.

o As for Tunisia, the field visit resulted in a very positive judgement of alignment of EC support
with national policy through the use of SBS.

Box 3: Tunisia: Alignment of EC support to Tunisia’s education sector policy

The main strategy for improving the quality of education has been a new pedagogical approach, the
Competency Based Approach (CBA), which was supported on a pilot basis by the United Nations
International Children’s Emergency Fund (UNICEF) from 1994. In 2000, Tunisian authorities de-
cided to generalise this approach to all primary schools.

The EU has responded positively to the government policy by providing sector budget support to
basic education to the tune of € 40 million.

Both SBS were completely in line with government policy and took into consideration both the “Loi
d’'Orientation de I'Education et de 'Enseignement Scolaire” of July 2002, as well as the presidential
Programme “L’Ecole de Demain” for the period 2002-2007.

Source: Tunisia Country Note, 2010.

e In the case of Pakistan, for example, a large proportion of recent support has been provided
through sector budget support, but in fact, according to the Country Note’s analysis, the policy
framework on the side of the government still could use improvement (see following box).
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Box 4: Pakistan: Alignment of EC support to Pakistan’s education sector policy

Overall, during the period under consideration, some 50% of CSP-related EC aid to the education sec-
tor was provided as budget support, and 100% using programme-based approaches to support PRSP
objectives.

There is a clear trend in Pakistan towards a large majority of EC aid to the education sector being pro-
vided as budget support, and, overall, the support from 2002 onwards has been in line with and in sup-
port of PRSP objectives.

EC support is well aligned to the Federal Government’s nation-wide policy framework of the NEP
and PRSP. However, the devolution process and provincial and district autonomy have not fully crystal-
lised into a policy framework to align with. The SERP represents a comprehensive medium-term strat-
egy to improve access, equity, quality and governance in elementary and secondary education. How-
ever, while the SERP is strictly aligned to the NEP, PRSP and ESR, it lacks the status and formative
procedure of a fully fledged policy. In effect, it is a policy matrix agreed upon by the Government of
Sindh, the World Bank and the EC, which includes a number of disbursement-linked indicators, and
when achieved, will have established the contours of performance-based policy. Hence, it does not
constitute a policy per se, but rather a set of conditions for policy and effective service delivery.

Source: Pakistan Country Note, 2010.

Overall, there is clear indication that EC policy commitments related to budget support at the sectoral
level and for programme-based approaches as defined by the Paris Declaration have been imple-
mented. Where budget support and sector programmes exist, they are generally well aligned to na-
tional policy frameworks, from PRSPs for GBS, to specific education sector policies in the case of SBS
and sector support programmes. Over the course of the evaluation period, both the number of coun-
tries where SBS and programme approaches are employed, as well as the overall percentage of sup-
port to education that is delivered through these modalities, have substantially increased.

Based on the sum of findings from the desk research and from the field visit, the following picture
emerges in terms of the mix of aid modalities in light of divergent country contexts. Although there are
exceptions to these trends, it appears that:

e In terms of regional differences, EC support to the education sector in Asia has seen a general
move towards SBS (/ndia) and support to sector programmes (Bangladesh, Indonesia)), whilst
in ACP countries, the shift has more frequently gone all the way to GBS (Uganda, Tanzania
and Mozambique).

e In Latin America, a move towards SBS can be observed, although this move has mainly hap-
pened after the end of the period under evaluation, as, for, instance, confirmed by the video-
conference (Paraguay, Ecuador and El Salvador).

e In European Neighbourhood-Mediterranean Basin and Middle-East group of nations
(MEDA) countries, SBS is the favoured modality (Tunisia, Morocco).

The project approach has continued to be highly relevant especially in fragile/failed states
(Eritrea, Somalia and Occupied Palestinian Territory).

1.1.3 1-113: Change in number of project implementation units running parallel to govern-
ment institutions within the education sector

Neither the analysis of CSPs nor the CSE or ECA reviews provided an extensive array of information
related to the number of project implementation units running parallel to government institutions. How-
ever, the survey to the EUDs provided useful insights on this point. The following table depicts the re-
spective figures that could be collected by the survey.

Table 2: Results of survey to EUDs: Number of EC-supported project implementation units
running parallel to government institutions within the education sector
Country ; 8 . § . 2| «
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S E|88| E|C|5 |2 |5 |S|8|F|Y¥ R84y ¢S
Q| S |akx 3| % |a g | OIM I | 3
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Year
2002/2003 | 1 1 1 0 4 0 0 1 1 0
2007/2008 | O 0 1 0 |nfa| O 0 0 1 0 0
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o For the first reference year, one EUD indicated that there were four parallel project implemen-
tation units - Project Implementation Unit (PIU) (South Africa), 7 out of 14 EUDs indicated one
parallel PIU, and 6 out of 14 EUDs indicated that there were no education-related PIUs at all
in operation in their country.

o For the second reference year, out of 15 responses only two indicated that there was one par-
allel PIU and all the other respondents indicated that no parallel PIUs were existing any more.
The trend clearly was to phase out parallel PIUs during the course of the evaluation period
(e.g. Nicaragua has had none since 2005, Argentina includes Technical Units implementing
EC aid in the MoE, Tajikistan is phasing out PIUs in the education sector, whilst Uganda men-
tioned that a PIU was transferred from independent arrangement to being included in the Min-
istry by the end of 2007).

While the average number of parallel units for the first year was 0.79, it had shrunk to 0.13 units on
average for the second reference year (among the 14 EUDs who answered this question).” In terms
of quantitative responses, this clearly demonstrates the progress of the surveyed EUDs in achieving
Paris Declaration indicators, and also underlines the move towards sector approaches, which are no
longer in need of PlUs.

The field visits largely confirmed the results of the survey. For example, the Country Notes confirmed
the absence of parallel PIUs in Tunisia and the Dominican Republic. In the case of Bangladesh, it was
pointed out that efforts were apparently underway to further reduce the number of parallel PIUs among
all donors in the education sector. And as for Niger, apparently the last parallel PIU was abolished in
2009.

All in all, it appears that the shift from an emphasis on projects, towards more sector support,
SBS and GBS, has led to a significant reduction in project implementation units running paral-
lel to government institutions within the education sector. The need for parallel project implemen-
tation units disappears with fully fledged SBS being implemented. Within trust funds and sector sup-
port programmes without pooled funding and for TA components linked to education sector support
programmes, parallel systems sometimes remain, though often cumbersome in terms of their relation-
ship with government structures, as for instance in Eritrea and the trust fund between the EC and the
Asian Development Bank on component 1 of the Basic Education Sector Capacity Support Program
(BE-SCSP) in Indonesia.

For project support these structures are now often being co-ordinated. This is the case e.g. in Bangla-
desh for the BRAC Donor Liaison Office supported by the EC. In India, the EC Education Project Of-
fice (EPO) played a vital role in enhancing dialogue with the Government of India (Gol) related to the
DPEP program and its successor Sarva Shiksha Abhiyan. However, the EC EPO did not succeed in
making a breakthrough with regard to EPO supported capacity building for DPEP.

1.2 JC12: Degree to which EC education support is harmonised and transpar-
ent in supporting PRSP or similar national policy or strategy objectives

100% of the 23 revised CSPs analysed indicate that the EC devotes particular attention to stepping up
co-ordination and harmonisation with the partner country and other donors, particularly EU Member
States. The various analyses undertaken show that the degree to which EC support to education is
harmonised in supporting PRSPs very much depends on the type of support employed in the partner
country or region.

1.2.1 1-121: Degree to which joint (government and other development partners) field mis-
sions and shared analytical work take place related to education support

The various desk phase tools, as well as the field visits, provide substantial information regarding the
degree to which shared analytical work and joint field missions including governments, the EC and
other development partners, have taken place and evolved during the evaluation period.

Pertaining to the number of joint field missions, which is one of the Paris Declaration indicators, the
questionnaire survey to EUDs provides a quantitative impression over the evaluation period. The av-
erage number of joint field missions for the first reference year (e.g. 2003) was 1.60 whilst the corre-
sponding figure for the second reference year (e.g. 2007) had increased to 3.17. However, it should
be noted that figures for the early years under evaluation are rather limited, as only five EUDs were in

'8 It should be noted that some EUDs indicated that no data was available to EUD staff on the issue of parallel
PlUs (e.g. in Jamaica and Tajikistan).
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the position to answer the question, with the highest number of joint missions (namely two) being per-
formed in India, Tunisia and Burkina Faso. For the second reference year the leading lights are Argen-
tina and Occupied Palestinian Territory” with the highest number; namely eight joint missions each.
However, the figure for the Occupied Palestinian Territory seems to mainly concern tertiary education,
where the EC, together with the World Bank, is engaged. But even when not considering this specific
high figure, the results still demonstrate that the surveyed EUDs perceive to be making good progress
on increasing the numbers of joint missions in the education sector.

Table 3: Results of survey to EUDs: Number of joint field missions regarding support to edu-

cation (Government, EC and other development partners)
Country 8 . «

< = <

(1] = = =

a | S @ o P Xk < | 2
Year @
2002/2003 2 2 1 2
2007/2008 | 1 2 1 3 2 2 2 4 8 1 8 3

Furthermore, where sector budget support is being implemented in the education sector there has
usually been a fair degree of planned harmonisation (e.g. in Bangladesh, India, Tanzania and
Uganda) with various forms of field missions, e.g. Joint Review Missions/Monitoring Missions, taking
place, and relevant stakeholders being involved, e.g. also CSOs as for instance in Tanzania. How-
ever, also countries which focus on a project modality have still been able to carry out joint project-
related missions (e.g. Eritrea or the Occupied Palestinian Territory). All in all, the information col-
lected through the survey to EUDs clearly reveals an increase in the number of joint field missions.

As for shared analytical work, a synthesis of survey results indicates the following trends, as illus-
trated in the table below:

o For the first reference year (2002/03), six out of 16 responding EUDs indicated that shared
analytical work is being carried out to a ‘limited extent’ (Nicaragua, Vietnam, Pakistan, Bang-
ladesh, Burkina Faso and Botswana), two EUDs indicated a ‘medium extent’ (Tanzania and
Tunisia), and two a ’high extent’ (India and Uganda) of shared analytical work. The remaining
six EUDs indicated that no shared analytical work was being carried out or that this question
was not applicable. None of the respondents stated that such work had reached a ‘very high
extent’. When these results are conjoined with available data on the type of modality em-
ployed to support education, it appears that where sector approaches had already been im-
plemented during the early period under evaluation, there existed a greater amount of joint
analytical work.

e For the second reference year (2007/08), the picture had changed substantially. Now only two
out of 16 EUDs indicate a ‘limited extent’ of shared work (Eritrea and Indonesia who had pre-
viously indicated their response as not applicable), six EUDs indicated ‘medium extent’ (Burk-
ina Faso, Ghana, Vietnam, Pakistan, Bangladesh and the Occupied Palestinian Territory), five
EUDs indicated ‘high extent’ (Tunisia, Argentina, Nicaragua, India and Botswana; out of which
all but Argentina are recipients of sector budget support) and two EUDs (Tanzania and
Uganda) even indicated to a ‘very high extent’. Again this shows, with the exception of Argen-
tina, the direct effect of more “advanced” forms of sector support — namely SBS (Tanzania,
Nicaragua, Tunisia, India, Botswana) — and/or GBS (Uganda and Tanzania) on the incidence
of undertaking analytical work in a shared form. On the other hand, Burkina Faso, Ghana and
Vietnam are countries where GBS in various forms has prevailed with less direct influence on
what is happening in the education sector; perhaps therefore the scoring is more modest.

" The figure for West Bank and Gaza Strip seems to mainly concern tertiary education, where the EC, together
with the World Bank, is engaged. This project seems to be entirely managed by the Ministry of Education and
Higher Education (MoEHE) with twice-yearly joint missions between the three parties.
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Table 4: Results of survey to EUD: Degree to which shared analytical work of support to edu-
cation is taking place (Government, EC and other development partners)
S < |93 |z 3 < 2y < | =
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Legend:
N/A= not applicable 2= medium extent
None=0 3= high extent
1= limited extent 4= very high extent

The focus groups, CSEs and other evaluation reports, Results-Oriented Monitoring (ROM) and ECA
reports analysed, provide information about joint field missions but are less conclusive about the exact
nature and modalities of shared analytical work taking place. Nevertheless, the analysis of these re-
ports helped to underpin the evidence from the survey on both elements. According to available
documents, progress has generally been made in carrying out joint field missions and joint analytical
work, especially in the framework of preparing for SBS and GBS, and in monitoring progress. In the
period under review joint field missions for multi-donor supported education sector programmes are
becoming the rule rather than an exception. Interestingly though, compliance missions related to SBS
are often not joint because of donor insistence on specific indicators for variable tranche release
(hence within SBS, there are, in a way, different programmes guided by different donor procedures).

The desk study offered ample examples of the move towards more joint field missions and analytical
work, and have since been complemented by further information gathered during the field visits:

e In India, DPEP was monitored twice a year by Joint Review Missions (JRM) which were led, in
rotation by the Government of India (Gol), the World Bank, the EC and DfID.

e In Vietnam, co-ordination between donors in general has been assured via various co-
ordination mechanisms, as well as utilising donor sector working groups for several focal sec-
tors including education. The EC has, by pooling its analysis with that of other donors, and
through limited but significant progress in joint missions, exploited synergies and reduced
transaction costs for the Government of Vietnam (GoV). Overall, Vietham has reduced the
volume of joint analytical work in general (not just in the education sector) and has co-
ordinated analytical work jointly with development partners, thereby eliminating overlap.

e In Burkina Faso, according to the ECA report, all major beneficiaries were involved in all stages
of EC support (not just for education). The Government, civil society and the private sector
were involved at every stage of the design, implementation and Monitoring and Evaluation
(M&E) of projects. The ECA report furthermore reveals that joint review missions are used in
order to achieve better harmonisation and alignment between the government’s strategy and
EC support. The EC supports the implementation of the primary education development plan
(Plan décennal de développement de I'éducation de base, (PDDEB)), which foresees a pre-
cise calendar of coordination and discussion in order to ensure the monitoring of the action
plan. The joint review missions and meetings with donors and the GBF are part of the PDDEB.
Furthermore, the updating of the PPDEB follows a joint work plan (“programme de travail con-
joint concernant I'actualisation du PPDEB”) and takes into account the evaluation of the first
phase of the PDDEB 2002-2005, as well as the orientations of Education for All-Fast Track Ini-
tiative (EfA-FTI).

e In Niger, according to the ECA report, the EUD has supported the education sector develop-
ment plan (Plan décennal de développement de I'éducation, PDDE) since 2003 and has par-
ticipated in the annual joint sector reviews. They look at the progress reports and assess the
relevance, outcomes, effectiveness and impact and formulate recommendations. The field
visit confirmed and provided further detail on these joint reviews. Since the FTI endorsement,
a yearly joint review is organised for the follow up of the implementation of the PDDE and the
planning of the next phase. The first joint review took place in October 2003, the second in
September 2004 and the third in September 2005. During the recent years, this joint review is
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taking place in the middle of the year (June-July). There are about 15 donors invited to joint
reviews, but only a limited number have accepted to participate in the common fund using na-
tional procedures. Although the EC is not contributing to the common fund, it is closely asso-
ciated to the yearly joint reviews, insofar as these reviews examine all donors contributions for
supporting the PDDE, and variable tranches of the EC GBS are linked to indicators which are
discussed and analysed during the joint reviews. Actually, the disbursement of EC GBS vari-
able tranches requires the same type of information that is required for the common fund. At
the time of the mission (June 2010), the joint review was still under preparation, and not yet
finalised. It was still unclear whether required documents would be made available on time. If
not, there was a danger that some commitments could not ever be disbursed due to regula-
tions on the donor side, according to which some disbursements have to take place before a
certain deadline or they will be lost.

e In Tanzania, according to the ECA report, annual joint sector reviews (JESR) take place and
are attended by high level Government of Tanzania (GoT) officials, DPs and civil society or-
ganisations. As part of the review process, the trends in the allocations to education over time
are assessed as well as the degree of improvement in the development process. The JESR,
which is only one discussion forum between the GoT and the DP, has been made possible
through intense policy dialogue. The conclusion of the ECA report states that: “The overall
education policy dialogue structure for DPs and the government is now well established and
demonstrates political leadership and ownership by the GoT.*

o As for Tunisia, overall, it seems as if joint (government and other development partners) field
missions and shared analytical work did not take place related to various education support
initiatives. This might be due to the perception that the country is mature enough to develop its
pre-school strategy on its own and no longer needs any active development partners’ support
in this respect.

e In Liberia, the ECA report describes how, in order to assist the GoL in its application for the
Catalytic Fund, the EUD, together with other DPs, have brought input in the form of a joint
Education Sector Programme (ESP) appraisal (January 2010) and subsequent revisions. The
FTI application was to be submitted in March 2010, which means after the period under
evaluation.

e In Pakistan, the field visit revealed that analytical work is joint to a large extent, based on pro-
gramme implementation and monitoring of compliance and a common policy/result and per-
formance assessment framework.

Overall, according to the documents analysed and underpinned by the survey results and the video-
conferences, progress towards joint field missions and shared analytical work appears to have been
made to a certain extent in the sample and field visit countries. No clear regional patterns emerge.

1.2.2 1-122: Joint and harmonised education assistance strategies

This indicator relates very closely to others on cooperation and coordination between DPs, elaborated
on in EQ8. However, it was decided to keep this indicator within EQ1, as it is one factor determining
the relevance of the EC’s education support strategies, and thus contributes towards answering this
EQ.

Results from the survey indicate that 20 out of 23 EUDs had recorded their perceptions on how joint
and harmonised the education assistance strategies of the donor community are. Results are shown
below. The medium category was used mostly, i.e. for six out of 20 responses (Burkina Faso, Domini-
can Republic, Vietnam, Occupied Palestinian Territory, Tajikistan and Argentina). Five EUDs (25%,
Ghana, Tanzania, Uganda, Tunisia, and Nicaragua) responded that harmonisation of strategies was
‘high’ whilst only two (10%) indicated that harmonisation was considered as ‘very high’ (/ndia and Mo-
zambique).

From the results it would appear that harmonisation of strategies is at good levels five years after the
agreement with the Paris Declaration.
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Figure 3: Results of survey to EUDs: Existence of joint and harmonised education assistance
strategies
] . ] . ] Scoring levels No. of %
Existence of joint and harmonized education assistance
X answers
strategies
6 Very high 2 10,0%
N High 5 25,0%
Medium 6 30,0%
i Low 2 10,0%
g3 Very low 2 10,0%
é 2 - Not at all 0 0,0%
. N/A 3 15,0%
N Total 20 100,0%
Very high High Medium Low Verylow Notat all N/A
Degree of harmonization
M Extent of harmonized strategies

Source: EUD survey

From the detailed answers related to the scorings, some further trends can be derived:

The ‘very high’ responses for India and Mozambique seem to reflect considerable efforts that
have gone into co-ordination combined with the existence of long-standing co-operation and
broad-based discussion fora.

Detailed answers of those EUDs indicating ‘high’ are close to the first category of answers,
also indicating that there was a substantial degree of donor co-operation in the education sec-
tor, which may have facilitated greater harmonisation, e.g. a working group being in place
(Ghana) and all projects being jointly monitored in that group, and a functioning sector dia-
logue being in place (Tanzania and Nicaragua) in countries receiving sector budget support
(and partly GBS).

At the ‘medium’ scale, where most respondents assessed their position (6 out of 20), certain
recent efforts at harmonising education assistance strategies were registered (Dominican Re-
public), while despite the fact that no formal co-ordination mechanism is in place in Argentina,
dialogue with Government and other donors seems to contribute to a certain degree of har-
monisation.

Respondents from EUDs to Indonesia and Pakistan found there to be a ‘low degree of har-
monisation’ with a greater focus on information sharing. While the situation seems to have
improved in Indonesia after 2007, probably as a consequence of the existence of a donor
Education Sector Working Group, Pakistan seems to be a case where patchwork-related ef-
forts on education support still prevail. However, the EUD did note some progress in that re-

gard:
o}

In Sindh, three major donors work in education: the WB, the EC and United States
Agency for International Development (USAID). The EUD led the donor round-table in
Sindh in 2004 to formulate Sindh's Education Sector Plan and has, since then and ac-
cording to the EUD, remained a dominant member of the Sindh Education Donors
Group. The WB and the EC hold regular consultations through their JRM of the Sindh
Education Plan Support Program, whilst co-ordination with USAID rather takes place
at the project level (e.g. out of the 23 districts in Sindh, it has been agreed that USAID
will upgrade the education management system of 11 districts and EC funds will do
the same for the remaining 12).

Moreover, very recently, in the NWFP, all donors including the WB, Australian Gov-
ernment Overseas Aid Program (AusAlD), USAID, DfID, the Netherlands, JICA (Ja-
pan International Cooperation Agency), and Norway assisted the Government of
NWFP (GoNWFP) in finalising a fully costed Education Sector Plan. In addition, all
donors have agreed to work together in a SWAp in NWFP and a memorandum of un-
derstanding has been prepared in that regard, which seems to have been signed by
the majority of donors.

In terms of ‘very low’ ratings, the scoring for Eritrea represents a clear case of a government
not taking up responsibility for ensuring harmonised support or assessments (nor of providing
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relevant budget information that would be required to produce a kind of joint assistance strat-
egy), while the answer from the South African EUD points to the fact that donors supporting
education in South Africa were still rather working in isolation until 2006, a fact that seems to
have changed since, due to efforts of jointly developing the 2007-2013 CSP for the country to-
gether with EU member state (MS).

Three EUDs marked the question as ‘not applicable’, namely Jamaica (as they are not involved in the
sector and provide aid via GBS); Botswana, with very few education sector donors; and Russia, who is
not an Official Development Assistance (ODA) recipient.

Moreover, the desk review and field visits provide further qualitative information related to the issue of
joint and harmonised education assistance strategies. An analysis of all this information suggests sev-
eral factors influencing the degree of harmonisation:

1) Dominant type of financing modality

One influencing factor is the dominant type of financing modality employed in the EC’s education sup-
port:

¢ In countries where sector support or SBS has been employed, donor assistance has become
more harmonised through donors using the same financing modality and developing joint posi-
tions on key issues. This is the case in Vietnam, Indonesia, India and Bangladesh for exam-
ple, where sector dialogue related to sector support, the move towards SWAps and common
arrangements for co-financing have gone a long way to encouraging extensive harmonisation.
However, it is not always the case that the existence of sector approaches and policies nec-
essarily entails a lot of dialogue between various DPs. For example, the ECA analysis points
out that in the case of Namibia, the ETSIP was prepared primarily by the government and the
WB, without input by the other DPs, including the EUD — despite its very active involvement in
the education sector in the country. Nevertheless, the EC aligned its further support of the
sector with the government’s policy, and a compromise was reached with the introduction of a
new results framework.

¢ In the case of Tanzania, which enjoyed both large amounts of GBS and SBS from the EC, the
second CSP/NIP (2008-2013) even speaks of a Joint Assistance Strategy of DPs, which is a
national medium-term framework for managing cooperation between the Government of Tan-
zania and development partners at a country level.® And similarly, in Uganda, the EC is en-
gaged with various donors and the government in the development of a Joint Assessment
Framework, which provides the basis for the harmonisation of support. However, in the case
of Niger, EC support through GBS has meant that from 2003 onwards, the EC has concen-
trated its support to education through GBS. Even its specific support to FTI has been in-
cluded in GBS, and not in the education common fund set up by other donors. Thus in this
case, it appears that an opportunity for harmonisation through the common fund is being
missed.

e Based on the desk research, and corroborated by the field visits, is the fact that where there
has been mainly EC support implemented through the project approach, the degree of har-

2 gee also the website of the Tanzania Development  Partners  Group  (DPG),

http://www.tzdpg.or.tz/external/home.html, which sets out the principles of the Joint Assistance Strategy for Tan-
zania (JAST): The DPG in Tanzania support the Government’s efforts to deliver on the goals and targets of the
MKUKUTA and the MKUZA, using the JAST’s guiding principles. “The JAST is the national medium-term frame-
work for managing cooperation between the government of Tanzania and development partners at a country
level. It is aimed at deepening the impact of the relationship between the government of Tanzania and its devel-
opment partners by strengthening national ownership of the development process, and harmonising processes
and procedures in ways that make aid more effective and simpler to manage. It aims to facilitate effective devel-
opment partnership outcomes based on mutual trust and respect, frank and open dialogue and mutual account-
ability under a single partnership framework. The conceptual foundation of the JAST is guided by the accumu-
lated experience and lessons learned from the Tanzania Assistance Strategy (TAS) which served as medium-
term framework to deepen the national ownership and Government leadership of the development process. The
founding principles of JAST are also in line with the principles of the Monetary Consensus on Financing for De-
velopment (2002), the Rome Declaration on Aid Harmonisation (2003), the Marrakech Memorandum Managing
for Results (2204) and the Paris Declaration on Aid Effectiveness (2005). Given the high increase in new emerg-
ing development and global initiatives on aid effectives, the JAST highlights the need to for all aid assistance to
be integrated into the Government budget and Exchequer system. The JAST also promotes the ‘division of la-
bour’ in order to achieve optimal allocation of responsibilities and tasks both within the Government and Devel-
opment Partners based on the comparative advantage. Since the official signing in December 2006, JAST proc-
ess has attracted significant resources in support of various programmes and the impact has been felt across key
sectors such as health, agriculture and education.”
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monisation between EC support and national policies and strategies is found to be rather low.
This is the case e.g. for Somalia, where the ‘Evaluation on aid delivery to CSOs’ Country Re-
port for Somalia from 2008 found that as a result of its fragile state status, gaps, fragmentation
and limited capacities, extensive programme, sector or budget support approaches in the
education sector were not feasible for the time being. The example of Eritrea showed that due
to political difficulties in the country the funding provided by the EC over the evaluation period
consisted mostly of project funds.

2) Enabling factors

Apart from the financing modality, a number of other enabling factors emerge, which equally may not
so much ‘cause’ harmonisation, but contribute to a conducive environment in this regard:

e As one may expect, the various analyses show that where there are active donor co-
ordination mechanisms in place, whether related to the education sector specifically or to
co-operation in general, the degree of harmonisation with government policies is usually fairly
high and EC support to education is also clearly supporting the country’s PRSP or comparable
policy. Such co-ordination mechanisms include a broad range of ways-of-doing, from ad hoc
co-ordination to formalised donor working groups at the national and sectoral level, as well as
specific donor groups that meet to coordinate efforts under a joint programme.

e It appears that, where the education sector is seen as a priority by the partner govern-
ment, the EC has assisted the government in developing sector strategies in the light of which
donor assistance has the potential to become much more harmonised. Here, the example of
Tanzania demonstrates that the EC took a leading role in supporting the development by the
Government of sector strategies for key co-operation sectors such as education, agriculture
and transport. The EC has been praised for this role in Tanzania and for its substantial contri-
bution to harmonised education strategies. The same applies to several other countries includ-
ing India where the EC played a key role in harmonising procedures leading to pooled funding
using common national arrangements for Sarva Shiksha Abhiyan.

e The development or existence of a sector strategy has usually led to enhanced donor har-
monisation, as donors have a common basis with which they align their own strategies, and
actively work on harmonisation via sector working groups or similar. This, according to the
CSEs analysed, has been the case in Vietnam, for example, where the EC’s membership of
the Partnerships Group for Aid Effectiveness (PGAE) as well as active participation in sector
working groups, especially on education, has led to highly harmonised policies by the major
development partners. It is interesting to note that the EC’s approach to poverty reduction
does not always match partner government strategies. In Ghana, the EC, together with the
other development partners, helped to re-orientate Ghana’s development strategy (still called
GPRS - Growth and Poverty Reduction Strategy) to a more pro-poor social orientation. In
2005, the EC was actively involved in 14 sector working groups including education and PFM
and the Donor Consultative Group holding quarterly ‘mini CG’ (Consultative Group) meetings
on general co-ordination issues, which is also a major incentive to harmonisation.

e The CSE analysis also highlights that the transparency of financial affairs by both sides went
a long way towards ensuring harmonised dialogue and thus harmonised education strategies.
By way of illustration, development partners in Vietnam showed that financial transparency
was key to a well-functioning SBS, which was considered to not necessarily have been the
case with the GoV and thus led to education SBS being less effective than had been hoped.
Likewise, the Indonesian CSE found the degree of harmonisation to be lacking up to 2007,
due to Indonesia not having met all the Public Finance Management (PFM) requirements. The
EC played a catalytic role here in harmonising, leading to an SBS type approach being opera-
tional now.

And finally, the desk review gave ample insight into the role played by the EC in enhancing joint
and harmonised education strategies in becoming operational. A few examples only are:

e In Uganda, partnership principles were adopted which, as a guiding principle, has contributed
substantially to joint and harmonised education assistance strategies. This is affirmed by the
ECA report, which states that the EC has contributed with other budget support donors and
the Government of Uganda (GoU) to the establishment of a new Joint Assessment Framework
(JAF) for the three years 2008-9, 2009-10 and 2010-2011, which was signed at the time of the
ECA mission in October 2009. Moreover, the EC has also taken steps to strengthen its capac-
ity for dialogue on health and education in the context of the new MDG contract by recruiting a
contract agent (expatriate economist) with expertise in these areas. All this is reflected in the
specific objectives of the CSP NIP 2008-2013, which are “to contribute to the national policy
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and strategy’s specific goals as laid out in the JAF Part Il and Ill, with particular attention given
to targets and policy actions related to the areas of Education, Health and Public Finance
Management’. Still, there are problems to overcome related to inconsistencies between donor
agency procedures.

¢ In the Dominican Republic, the field mission revealed that the overall EC approach to support
the Dominican Republic has been guided by an increasing emphasis on harmonisation with
other donors. In the identification and formulation of the Programa de Apoyo Presupuestario
Sectorial para la Educacion (PAPSE 1) and of the GBS support (prepared in 2003 and 2006
respectively) the EC made a very concerted effort”’ to include and involve all other develop-
ment partners, particularly the EU Member States active in the education field. Best Practices
developed in PAPSE | are gradually being mainstreamed into other donors’ intervention mo-
dalities such as the WB, whose Development Policy Loan (2009)* has put the disbursement
process under the responsibility of GoDR (Ministry of Finance) and adopted a mix of fixed and
variable tranches on the basis of indicators much similar to those of EC GBS. Also, the Inter-
American Development Bank (IADB) CLIP Loan® that has funded the implementation of the
2000-2012 Plan for Education Management by adopting modalities much more related to na-
tional procedures than in the past.

e In Nicaragua, the Government of Nicaragua (GoN) (with a group of 4 donors including the EC)
formulated its own National Plan of harmonisation and alignment of international co-operation
which was adopted by the Government and donors in November 2005. The CSE found that
the education sector is the most advanced component in relation to harmonisation and co-
ordination as well as on alignment with GoN policies.

o As for Pakistan, while above the country was cited as an example of relatively low harmonisa-
tion, the CSP 2007-2013, in an annex, indicates that the EC is pro-actively encouraging the
development of an EU roadmap for donor harmonisation in Pakistan, in close co-operation
with the U.K., the Netherlands and Germany. All of these are active members of the estab-
lished sub-group on donor harmonisation under the Donor Poverty Reduction Working Group.
Both groups are co-chaired by the EC which is a sign of the EUD’s commitment to playing a
leading role in donor alignment and harmonisation.

1.3 JC13: The EC has ensured the overall coherence of its education support
This JC attempts to tackle the following questions:

e |s there coherence between EC political and development responses (particularly conflict pre-
vention strategies in difficult partnerships)? And between the different (financial) instruments
available for promoting education (e.g. EDF or budget lines)?

e Are attempts made to ensure coherence with other relevant EU policies?

The only other EU policies of major possible relevance in relation to support to basic and secondary
education for third countries are the EC education policy as managed by EC Directorate on Education
and Culture (DG EAC), as well as trade policy, possibly affecting child labour and thus impacting on
school attendance and enrolment.

1.3.1 1-131: The DGs dealing with education have an operational working relationship in de-
signing education-related strategies and programmes

The relationship between the various DGs, directly related to development within the EC (essentially
EC Directorate on Development (DG DEV), EuropeAid Co-operation Office (DG AIDCO) and EC Di-
rectorate for External Relations (DG RELEX)) is defined in the Inter-service Agreement of 2001. Pro-
gramming is not concentrated in one branch; DG DEV does it for ACP countries, while DG RELEX is

# PAPSE Il Formulation Document 1000x1000 Hacia escuelas efectivas- Propuesta de proyecto 2009

22 World Bank DPC (Development Policy Loan) on PASS (Performance and Accountability of Social Sector that
has adopted four inter-related objectives: a) to enhance the performance of social sectors to promote human capi-
tal b) to improve budget management to support the performance of these social sector; c) to support the gradual
introduction of Performance Agreements in social sectors; and b) to enhance transparency and accountability to
users in social sectors. See: WB/IBRD First Development Policy Loan on Performance And Accountability Of So-
cial Sectors (PASS) — Report 50512/DO 2009

% This loan supports the 1000x1000 Plan of Action (see 20) aimed at: a) recover of school time to comply with
school calendar and b) support to all education stakeholders to implement actions to promote quality of education.
See: IADB Loan Contract 2293/0OC/DR Resolucién DE-008/10
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in charge of all other developing regions with which the EU has co-operation agreements; DG AIDCO
is in charge of monitoring implementation, which, in turn, has been deconcentrated to the EUD level
since 2003. Furthermore, the oQSG (office Quality Support Group of EuropeAid) may play an active
role in the preparation and design of interventions, including as just one example cited during the field
visits, the Sindh Education Plan Support Programme.

Interviews and the literature review yield an overall picture of some reasonable level of communication
and co-operation between the DGs directly involved in education support to third countries on issues
related to design, but also implementation, i.e. between DG DEV and DG RELEX on one side and DG
AIDCO on the other. While this holds true for the situation in 2009/10, it is impossible to establish a
kind of comprehensive snapshot for earlier years, due to the fact that numerous stakeholders have
been replaced. Also in this context, it has to be noted that before 2005, thematic sections had been
attached to each Directorate within DG AIDCO (e.g. the education team dealing with ACP countries
was staffed with about 10 people), thus certainly allowing for closer follow up of individual countries as
this is the case now for the only unit responsible for education (E3), with only five people to cover all
regions. At the same time, staff dealing with education in EUDs has been increased.

With regard to EC support to the FTI, the following sharing of work is implemented between DG DEV
and DG AIDCO; DG DEV has the policy lead, and is co-ordinating with DG AIDCO C4 (Centralised
operations for ACP countries), E3 (Social and human development and migration), and F3 (Investing
in People). Participation in FTI steering committees is also shared between these units. DG RELEX
seems to be involved only when it comes to questions of FTI support to a country. On the other hand,
consultation seems to take place between DG AIDCO and EUDs whenever a Catalytic Fund (CF) pro-
posal is to be dealt with, communication streams being directly established between these two parties,
while DG RELEX is rather just being informed of such processes.

In relation to the financing instrument “Investing in People”, that only started being implemented after
the end of the period under evaluation, DG DEV is responsible for the multi-annual programming while
DG AIDCO F3 is in charge of implementation. Inter-service consultation related to the annual pro-
gramming exercises seems to be made mainly between DG AIDCO on the one hand and DG DEV
and DG RELEX on the other, with the EC Humanitarian Aid Department (ECHO) and DG EAC just
being consulted.

Co-operation with DG EAC only seems to have started in recent years, DG EAC having created a unit
on “international relations”. However, co-operation efforts have mainly focused on higher education up
until now.

Unfortunately, for the present, it is not yet clear, to what extent the creation of the External Action Ser-
vice will have an effect on the division of roles between various DGs in relation to education sector
support.

1.3.2 1-132: Coherence between the EC political and development responses (e.g. conflict
prevention strategies and in difficult partnerships)

The desk review did provide some information with regard to fragile post conflict and conflict states but
also some interesting views related to coherence were derived from emerging economies and other
countries. Regarding fragile states:

e In Eritrea, EDF 9 allocations concentrated on post-conflict rehabilitation, peace building and
conflict prevention. Following a mid-term review of programmes and a request by GSE to de-
velopment partners for support to their ESDP, funds were shifted towards more development-
oriented activities with a total allocation of € 53 million committed for EC Support to the Educa-
tion Sector in Eritrea.

e In the Occupied Palestinian Territory, the different financial instruments used to promote edu-
cation seem to be coherent. Since the outbreak of the second Intifada, the EC oriented its as-
sistance towards direct financial support to the PA budget, while at the same time assisting
the PA in preparing itself for statehood. ECHO has also been active, responding to short-term
humanitarian needs of the Palestinian people through NGO implemented projects. In 2006
and 2007, a large part of EC assistance was channelled through the Temporary International
Mechanism (TIM) for direct assistance to the Palestinian people.

e In Pakistan, the EC carried out work in Khyber Pakhtunkhwa Province in partnership with oth-
ers, especially in Swat and Malakand. In spite of risks and insurgencies the emergency sup-
port continued. The EC’s strategy in Pakistan is now changing from a combination of human
development in the education sector and trade development and the promotion of business
and institutional links, to rural development and education and especially to addressing the in-
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terface between those two sectors; moreover, greater importance is given to capacity building
activities.

e In Somalia, EC-funded interventions are guided by the EC Strategy for the Implementation of
Special Aid to Somalia 2002-2007(SISAS) with the dual objective of contributing to poverty al-
leviation and promoting a more peaceful, equitable and democratic society. Support is mainly
channelled through CSOs.

Interesting approaches towards coherence can be noted in emerging economies in Asia, e.g. in India,
where the CSP 2007-2013 emphasised that, given India’s changed status as a rapidly growing emerg-
ing economy, the need for development assistance will gradually decrease leading to a dual approach
of focusing on making development more inclusive, in line with the MDGs and deepening and widen-
ing structural reforms in order to improve the investment climate, boost productivity and accelerate
growth.

1.3.3 1-133: Coherence between the different (financial) instruments available for promoting
education

Based upon the information from the inventory, it is clear that during the evaluation period, support to
the education sector in third countries was primarily provided through geographic budget lines, related
to the following instruments:

o During the earlier period of the evaluation: various rounds of the EDF, ALA, MEDA, and Tech-
nical Assistance to the Commonwealth of Independent States (TACIS);

¢ In the later phase through the new instruments of the DCI and European Neighbourhood Policy
Instrument (ENPI) in addition to the EDF.

The financial contributions under these geographical budget lines cover approximately 90% of the total
amount contracted for the education sector analysed in the inventory. The remaining 10% are from
thematic budget lines. And among the thematic budget lines, more than 90% came through the NGO
co-financing budget lines (PVD & ED). Other thematic budget lines with minor contributions to educa-
tion support are those on rehabilitation/refugees, the EIDHR (European Instrument for Democracy and
Human Rights), Decentralised co-operation and an older budget line on ‘Education’, among others.
The following table presents the figures in terms of total commitments per budget line, based on inven-
tory data.

Table 5: Total commitments related to education support through various budget lines (2000-
2007)
Domain (budget line) Sum of com- Domain (budget line) Sum of commitments in
mitments in € (2000-2007)
€ (2000-2007)
European Development 766,155,686 | Human rights & Democracy 6,059,287
Fund
Asia 660,743,360 | Education 5,700,000
Mediterranean 411,591,846 | Neighbourhood — Mediterranean 5,091,667
& Eastern Europe
Latin America 317,911,628 | NGO Co-financing (ED) 1,346,291
NGO co-financing (PVD) 127,048,157 | Decentralised cooperation 1,006,451
TACIS 68,171,204 | Bananas 845,879
South Africa 40,638,230 | Health 803,467
Development — Education 26,600,000 | Food Security 682,220
Development — Mediterra- 26,480,000 | Drugs 176,633
nean
Rehabilitation/Refugees 15,563,357 | Development - Other non state ac- 5,700
tors and local authorities
Development — Asia 10,859,696
Grand Total 2,493,480,758

Source: Inventory database

In addition, substantial support to education-related efforts has been made via ECHO. However, since
the activities of ECHO fall outside the scope of the evaluation, they are not discussed here. There
surely are several cases in which coherence between emergency support and development aid in the
education sector were achieved. One example of this is Liberia, as emerged from the ECA analysis; in
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recognition of the limitations of emergency programmes24 (no EC funded humanitarian activities aimed
at the education sector), the EC concluded the € 12 million ECSEL support in October 2006. ECSEL
was built on other EC-led emergency activities carried out in the framework on the United Nations
Development Programmes (UNDP) Disarmament, Demobilisation, Reinsertion and Reintegration
(DDRR) programme and ECHQO’s humanitarian aid operations. It was to provide “a bridge for widening
the scope of emergency education to all children without exception”.

Following the period covered by the inventory, additional thematic budget lines may have been
employed to support education, including ‘Investing in People’. The focus of the thematic programme
is on six different areas of action: health, knowledge and skills, culture, employment and social
cohesion, gender equality, youth and children. The area under which support to education falls, is
“access to knowledge and skills,” in which measures are taken to support national programmes
consist mainly in:

e supporting low-income countries for the development of successful education policies;
e promoting reciprocal learning via international exchanges of experience and good practice;

e promoting transnational university cooperation and the mobility of students and researchers at
the international level,

e developing a broader framework for monitoring and data assessment;
e promoting schooling for marginalised and vulnerable children.

Since the main instrument employed for education support outside the geographic instruments is that
of NGO co-financing, most of the already limited qualitative data gathered on this indicator relates to
the coherence between bilateral programming (funded via geographic instruments) and funding to and
support through NGOs.

In order to assess coherence between the geographic instruments (as expressed in bilateral and
regional programming), the CSP analysis took a special look at the extent and kind of reference to
NGO/Non-State Actors (NSA) involvement in education support. Six CSPs relating to the period 2000-
2007 indicate the involvement of NSAs in the education sector while the rest of the CSPs remains
silent in that regard, or just provide a general indication about their potential involvement without
specifying the sector. In general, NSAs and respectively NGOs, seem to be increasingly used in areas
where there is a lack of public service provision and where sector support has been combined with
project support, such as in Pakistan, Somalia, Vietnam, Indonesia, India and Argentina (see also EQs
2-4). The CSP for Jamaica relating to the period 2008-2013 recognises the importance of NSAs under
the Cotonou Agreement, and the Argentinean CSP also relating to the same period mentions that the
involvement by civil society in the education sector would be one of the priorities of EC support in the
future, but this intention is not really reflected in the NIP itself.

The lack of emphasis on NSA channelled interventions in the CSPs and NIPs is not surprising, given
the fact that such channelling is not part of bilateral co-operation programming, but is usually centrally
managed from Brussels. Unfortunately, at times, the gap between bilateral, i.e. devolved management
and central management can have negative consequences on the coherence of EC support to
education. For example, the field visit to South Africa revealed that staff in the EUD were of the view
that any coherence of their support to the NGO/NSA sector with that to Government would have been
entirely coincidental. Much of the support to NGOs originated from Brussels and they were funded via
thematic budget lines, and were not conceptualised in consultation with the EUD. While many of these
initiatives seemed worthy in and of themselves, such as the Salesian Youth Capacity Building Project,
there certainly was no complementarity with the work of the EUD. However, the EUD made all efforts
to learn from these NGO projects, obtaining insights into professional issues and gaining perspectives
on implementation conditions on the ground. These insights have provided some information and
enriched the overall understanding of the sector and were valuable in deepening the nature of
dialogue with partners in Government.

Just as for the CSPs, only in three ECA reports (Namibia, Burkina Faso and Tanzania) were NSAs
specifically discussed. However, even in these cases, not much is said about coherence with the
overall country programme and thus with the geographic instruments. However, in some instances,
these projects can be seen as supportive towards enhancing accountability (see also EQ7), for in-
stance in Burkina Faso, where NSAs have been involved in policy dialogue and the implementation of

% The EC earmarked considerable amounts, according to the ECHO web-site for humanitarian aid some € 96
million since 2003 between 2003-2008 and continues to provide humanitarian aid in Liberia, including food, sani-
tation and health services (mainly through ECHO).
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interventions directly financed by the government. According to the ECA report, NSAs are part of the
“cadre de partenarial pour I'’éducation”. Through thematic budget lines, the EC finances NGO projects
in the education sector, especially in the area of non-formal education. According to the ECA report,
this is a complementary source of information for the EUD other than information provided from the
government.

However, there are further positive examples of coherence between sector support funded through
geographic instruments, and the channelling of support through NGO projects. For example, as the
focus group discussion revealed, in Cambodia in complementarity to the SBS, the EC has continu-
ously supported NGOs and community-based organisations (CBOs), to fill the gaps in the implementa-
tion of governmental policies, especially in remote provinces.

Another way in which the EC can work with NSAs in coherence with larger education sector support
programmes or even budget support, is to provide them with assistance to take on a ‘watchdog’ role.
For example, in Ecuador, the EUD stressed that besides the PFM annual report, which is part of the
duties related to budget support, the EUD also financed a civil society surveillance project which
seemed to be very successful®®. The project had the objective of collecting, commenting on and pub-
lishing the achievements made within the education sector programme, with the result that “the Minis-
try of Education feels that this action is a part of its own account rendering system.” Yet, this project
was probably not financed through the NGO co-financing budget line, but rather through the relevant
geographic instrument.

1.3.4 1-134: Coherence of EC responses to the different actors in the education arena (central
and local governments, parliaments, NSAs, others), at both national and regional levels

While the CSE desk review did not provide any information related to this indicator, it can be derived
from the CSP analysis that the different responses in terms of the actors involved in the education
sector vary from country to country depending on the context. Generally speaking, EC responses spe-
cific to the education sector focus on three levels:

1. interventions at central government level linked to national education policies and pro-
grammes,

interventions at the local government level, and

3. interventions at various sub-national levels (at times regional, or focussed on specific popula-
tion groups) through the co-financing of NSAs.

The analysis of CSPs shows that for the first level of response (support for the central government
level) the EC aims at enhancing basic education through the funding of and policy dialogue around
national education sector programmes. 100% of the CSPs relating to the period 2000-2007 and on-
wards show that, whenever possible, EC responses try to incorporate three dimensions (political, ad-
ministrative and fiscal) at central and local level of national governments to effectively manage their
resources. The EC intends to do this through:

e participating in policy dialogue and negotiations on education sector reforms (central level);
e assisting in public finance management and institutional reforms (central level);

e ensuring technical capacity support from de-concentrated services for improved and co-
ordinated service delivery (local level); and

e supporting fiscal decentralisation and capacities to manage own resources at the local level.

For the second level of response (interventions at the local government level): four CSPs relating
to the period 2008-2013 (Vietnam, Tanzania, Uganda and Argentina) provide examples of specific
responses through (i) capacity building of the local governments and (ii) improvement of the
infrastructure and teacher training. The results of the focus group discussion provide further examples
of countries in which the local government level is addressed: Cambodia, Papua New Guinea and Fiji
provided or plan to provide TA at the decentralised levels. The Cambodian approach is worth
highlighting in particular. In order to accompany the decentralisation process in the education sector,
TA support in the future will be directed towards the sub-national level, in particular towards the
provincial and district levels. The aim is to strengthen the capacities of these bodies that are supposed
to manage and allocate funds themselves.

% Project under the decision 19030: “Civil society surveillance programme accompanying the SBS”, € 300.000,
covering 83% of the project budget. Awarded on internal EUD Ecuador grant procedures.
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For the third level of response (interventions through the co-financing of NSAs), the situation is
discussed above under indicator O.

Taking all of the above into account, it is evident that the EC engages at a variety of levels, to varying
degrees. One example of a coherent strategy at various levels, may be that of Papua New Guinea, as
emerged during the focus group discussion, covering TA at several levels of the decentralised system,
i.e. from capacity building at the central ministries, all the way down to capacity building in decentral-
ised school management and leadership within the local communities. Twelve CSPs out of the 23
analysed, indicate that EC support is to be provided through the Ministry of Education. Moreover, the
MTR for Vietnam mentions that Technical Assistance has also been utilised for the Ministry of Finance
and the Ministry of Planning aimed at capacity building and the development and implementation of
management and planning tools. As for Nicaragua, the CSP relating to the period 2007-2013 notes
that the involvement of other institutes and administrations would be one of the priorities for the future
strategy of the EC in the education sector, but no other details are given.

When considering both the national and regional level interventions, 90% of the CSPs relating to the
period 2000-2007 and onwards, show that the EC has tried to achieve coherence with regional pro-
gramming in developing the response strategy at the national level. Only one CSP (Ghana) notes that
the EC regional and national strategy links do not appear well-identified and exploited.

The analysis of the CSPs further indicates that the EC bilateral programming can be characterised by
balanced policy approaches in various regions, according to the different needs and sector perform-
ance of every country. However, EC education support at the regional level appears to be focused on
promoting higher education, with basic education only playing a very minor role — which seems justi-
fied given that basic education policies are defined and implemented at national levels, while for
higher education the need to harmonise and co-ordinate approaches across countries might be
higher. This is valid for all regions, with varying programmes being implemented related to higher edu-
cation such as Asia-Link*®, Erasmus Mundus External Co-operation Window (EMECW)*, TEMPUS?,
ALFA*® ALBAN* and Mercado Comun del Sur (Mercosur).*

Overall, related to the question if the EC has ensured the overall coherence of its education support,
the following can be summarised; attempts have been made to ensure coherence between the EC’s
political and developmental responses related to education, especially in fragile/failed states. The
same applies to responding to different needs at different levels of intervention. Working relationships
have been established between most of the parties involved within the EC dealing with education, but
the level of their operationality may vary.

% The Asia Link was set up by the European Commission in 2002 to promote regional and multi-lateral network-
ing between higher education institutions in Europe and developing countries in Asia. The programme aimed to
develop new and existing partnerships between European and Asian universities.

" The European Commission is funding the Erasmus Mundus Partnerships (Action 2) programme, formerly
known as Erasmus Mundus External Co-operation Window (EMECW). Its main objective is to promote individual
mobility of students, professors and researchers, with a view to promoting understanding between people world-
W|de as well as contributing to fostering sustalnable development and reform in line with the Millennium Goals.

8 Launched in 1990 and still ongoing in its 4" round, TEMPUS is the European Union’s programme that supports
the modernisation of higher education in the Partner Countries of Eastern Europe, Central Asia, the Western Bal-
kans and the Mediterranean region, mainly through university co-operation projects. TEMPUS is managed by the
Education, Audiovisual and Culture Executive Agency (EACEA), while the formal responsibility for supervising the
activities of the Tempus Programme lies with two departments of the European Commission EuropeAid Co-
Operation Office and Directorate-General for Enlargement.

2 ALFA (Américe Latina — Formacion Académica) is a programme between higher education institutions of the
European Union and Latin America. Since 1994, ALFA has aimed to improve the quality, relevance and accessi-
b|I|ty of higher education in LA and contributes to the process of regional integration in LA.

% AlRan was a programme of the European Union to reinforce the co-operation in the field of higher education
between the EU and Latin America. Al3an ended in December 2006, and a new co-operation programme in the
field of higher education scholarships, between the EU and LA has been established within the framework of
Erasmus Mundus.

* The EC supports higher education within the framework of regional support to the Mercosur.
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2 EQ2-access: To what extent has EC support to education con-
tributed to improving access to basic education?

This EQ highlights the problems faced in many partner countries to ensure access for all and gender
equity in basic education, and shows how EC support is assisting these countries in addressing the
problems. The study: “Millennium Development Goals at Midpoint: Where do we stand and where do
we need to go?"* notes that progress has been good on gender equity in primary and secondary en-
rolments in all regions. Yet, Sub-Saharan Africa and fragile states® still lag behind considerably. Ac-
cording to the study, not one country in Sub-Saharan Africa is on track to meet the goal at this stage,
although access to and participation in primary education has sharply increased since the Dakar Con-
ference in 2000.

The fact remains that millions of children are still out of school. Progression through primary grades
and school completion remains an important concern. The Bourguignon (2008) study* notes that the
poorest regions, South Asia and Sub-Saharan Africa, are still seriously off-track in terms of primary
completion rates. Focusing on MDG 2 and 3 only, and studying trends to assess what has been
achieved, this report substantiates these findings with more in-depth insight into the 23 sample coun-
tries.

The question focuses on the degree to which the EC's strong support for the international policy
framework has yielded tangible results, in terms of partner countries having made visible progress in
achieving Education for All Initiative (EFA) targets 2 and 5 and MDG goals 2 and 3.

EFA

EFA Goal 2: Ensure that by 2015 all children, particularly girls, children in difficult circumstances, and
those belonging to ethnic minorities, have access to and are able to complete primary education that
is free, compulsory and of good quality.

EFA Goal 5: Eliminating gender disparities in primary and secondary education by 2005, and achiev-
ing 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.

MDG

GOAL 2: ACHIEVE UNIVERSAL PRIMARY EDUCATION

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

GOAL 3: PROMOTE GENDER EQUALITY AND EMPOWER WOMEN

Eliminate gender disparity in primary and secondary education, preferably by 2005, and in all levels of
education no later than 2015.

Enrolment and completion in primary (formal and non-formal) education, with a strong emphasis on
equity, is addressed. The question incorporates traditional dimensions of access, including the over-
coming of obstacles to access. The regulatory framework is an important dimension for non-
discriminatory provision of basic education for all. In highlighting access, and constraints to access,
the question will incorporate legal dimensions, including regulations on compulsory and free primary
education. However, it will not cover a full range of pro-poor policies and the financing of and public
expenditure issues on education, which will be dealt with in EQ 6 on service delivery and resourcing.
In addition, this question is complemented by EQ 3, dealing with transition to secondary level (both
lower and upper). In this way, the expanded view of basic education covering primary and lower sec-
ondary education is covered, as well as the consequences of higher primary enrolment - in line with
MDG 2 - for the progression of students to secondary education.

%2 This September 2008 study was written within the framework of the joint initiative “Mobilising European Re-
search for Development Policies for the European Commission”, by Bourguignon et al. It is a background docu-
ment for the European Report on Development.

* The study applies an extended World Bank definition of fragile states. This report classifies fragile/failed states
in a more restricted way. Hence, among the sample countries, Eritrea and Somalia, Pakistan and Occupied Pal-
estinian Territory are classified as fragile/failed states.

3 Bourguignon et al. (2008): Millennium Development Goals at Midpoint: Where do we stand and where do we
need to go?
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Apart from focusing on EFA and MDG progress, the country sample will compare countries at different
stages of economic development in different regions, and will include “least developed” countries and
“fragile states”. Strengthening and supporting fragile states has been an emerging priority on the EFA
agenda since 2000.

The answer to this EQ is thus built on the following JCs:

e JC21: All children access and complete a full course of primary schooling - (MDG 2 and EFA
2)

e JC22: Gender parity in enrolment to primary, lower secondary and upper secondary education
- (MDG 3 and EFA 5)

e JC23: Primary schooling is compulsory and free of costs to all pupils

e JC24: Provisions to enhance access to education by disadvantaged groups

2.1 Some general trends related to MDG 2 and MDG 3

Progress towards universal primary enrolment has accelerated since the Dakar Conference. Sub-
Saharan Africa has made particularly impressive strides, with many governments increasing the prior-
ity attached to basic education. However, the impact of these achievements has been reduced by a
continuing high rate of pupils dropping out of primary education, compounded by a low quality of pro-
vision. There are also very large disparities linked to disability, location and income. Africa is not on
track to achieve MDG 2 (universal primary completion) or MDG3 (gender equality).*

MDG in Asia and Central Asia®* notes that more than 600 million people, or two-thirds of the world’s
poor, live in Asia, and that Asia and Central Asia comprise many Least Developed Countries (LDCs)
and low income (LC) countries (e.g. Afghanistan, Bangladesh, Burma/Myamar, Cambodia, Laos, Ne-
pal, Kyrgyzstan and Tajikistan). The document indicates the following particular concerns on MDG:

e MDG 2 (primary education):

o Primary school completion rates throughout the region, especially in South and South-
East Asia. These rates have not yielded improved literacy and sufficient basic educa-
tion skills (see EQ5). They are mainly caused by poverty, overall poor education qual-
ity and drop-outs (see EQ 4)

e MDG 3 (gender equality)
o Gender parity in secondary (see EQ3) and tertiary education

There has been impressive progress towards gender parity at primary and secondary levels. Yet many
countries failed to achieve the goal of parity by 2005. Countries in South Asia and Sub-Saharan Africa
feature strongly in this group. Gender gaps in education are often reinforced by other indicators of dis-
advantage, such as poverty and ethnicity. However, according to the EFA Global Monitoring Report
(GMR) 2009, country experience suggests that parity can be achieved if there is strong national com-
mitment accompanied by policies targeting the main constraints.

A defining feature of the EFA agenda is that it treats the six goals as part of a single comprehensive,
integrated framework. In this respect, the Dakar Framework is far broader than the Millennium Devel-
opment Goal framework, which addresses only UPE and gender parity.*” EFA also is clearer on im-
proving quality of education, so that recognised and measurable learning outcomes are achieved by
all, especially in literacy, numeracy and essential life skills. The evaluation seeks to address the issue
of complementarity between access, completion and learning outcomes (EQ5).

This is in line with the Commission Staff Working Document, “More and Better Education in Develop-
ing Countries®, which emphasises the broader agenda of access linked to quality and skills develop-
ment as follows: “Supporting basic education means improving quality and developing effective ways
to measure and monitor improvements, as well as widening access to basic education to deliver
MDGs 2 and 3. But this must not be at the expense of adequate policy and resource engagement with

% See e.g. EU-Africa Millennium Development Goal (MDG) Partnership ((2009): Priority Action Plan 4: Education,
Current State of Education in Africa

Delivering as one Asia-Pacific Regional MDG Road map 2008-2015, multi-donor report (2008)
http://www.mdgasiapacific.org/delivering-as-one
" Annex IV in Volume I depicts all EFA goals and indicators, and the MDG targets and indicators related to edu-
cation, attempting to show how they fit together, and overlap.
%8 European Commission (2010): Commission Staff Working Document: More and Better Education in Developing
Countries. SEC(2010)121 final, Brussels, February 4, 2010.
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other subsectors. Joint co-operation and working on a whole sector approach, which starts with early
childhood development and embraces lifelong learning and strengthens links between education and
the world of work, should be reinforced.”

Another Commission Staff Working Document, “Progress made on the Millennium Development Goals
and key challenges for the road ahead” (2010), stresses that MDG 3 on gender equality is a neces-
sary prerequisite for substantially progressing on all MDGs. It also notes solid progress made, as well
as strong constraints remaining, and asks for particular attention to be paid to the situation in
failed/fragile states.

2.2 JC21: All children access and complete a full course of primary schooling
- (MDG 2) and (EFA 2): General trends and trends related to analysed
countries

221 MDG2A: Ensuring that by 2015, children everywhere, boys and girls alike, will be able
to complete a full course of primary schooling

This section presents general trends and identifies trends related to UPE/MDG2A/EFA2 obijectives,
targets and indicators in the countries analysed in the desk study, in-depth in the field study, through
ECA Audits in six African countries, and highlighted in the video conferences.

The following figure depicts progress towards meeting the primary education target of MDG2A. Re-
gional differences become apparent:

e Seventeen of 24 countries in Latin America and the Caribbean, 13 of 18 countries in Europe
and Central Asia, and 12 of 14 countries in East Asia and the Pacific (for which data exist)
have already met or are on track to meet the target.

o Other regions have shown little progress: three of five countries in South Asia and 33 of 36
countries in Sub-Saharan Africa are not on track. Fragile states also lag behind; only three of
22 countries for which data is available have achieved the target.

It should be emphasised that several developing countries, especially the poorest and most vulner-
able, do not report MDG 2 and 3 related data on regular intervals. The United Nations (UN) MDG Re-
port 2010 reveals that although progress has been made, the global financial crisis has had a harsh
impact on progress. Without a major push forward, many of the MDG targets are likely to be missed in
most regions and in most countries.

Figure 4: Proportion of countries on track to meet the primary education target

MDG 2 FIGURE 2 Proportion of countries on track to meet
the primary education target
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Source: World Bank (2009): Global Monitoring Report 2009,
http://dx.doi.org/10.1596/978-0-8213-7859-5 F7
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The analysis focused on the 23 desk countries, and some Sub-Saharan countries covered by recent
ECA reports on education or GBS. It provides the following picture related to MDG 2 - Targets for uni-
versal primary education:

1) UPE has been accomplished in: Botswana, Dominican Republic, South Africa, Jordan, Mo-
rocco, Tunisia, and Tajikistan (by 2007)

e In Botswana, in 2004, the primary Net Enrolment Ratio (NER) (6-12 year olds) was 89.5%,
while the NER for 7-13 year olds was 98.5%. The latest figures from the “flash reporting” pre-
sented at the homepage of the Ministry of Education and Skills Development show a decline
of the NER for 7-13 year olds to 92.9%. In formal education, the high level of enrolment
(around 90%) has been maintained, but an annual increase of 1% (as demanded by the SPSP
indicator) has not always been achieved.

e In the Dominican Republic, according to the Statistic Department of Secretaria de Estado para
Educacion (SEE -State Secretariat for Education), in 2007-2008 the NER in primary education
was 92.3%, compared to 94% in 2002, while the Gross Enrolment Rate (GER) is 119.2%,
compared to 104% in 2002*. The difference reflects the high percentage of over-age students
enrolled in Dominican basic schools (Source: Country Note).

e According to an Organisation for Economic Co-operation & Development (OECD) study®,
“South Africa can be said to be close to achieving universal basic education (96.6 % enrol-
ment for 7-15 year-olds in 2003), with almost all children of school-going age entering school
and the majority reaching the end of grade 9. Access to basic education has not been one of
the key challenges confronting education in South Africa. Certainly during the period under re-
view in this evaluation, South Africa was able to guarantee school places to all children wish-
ing to access education.”

e In Tunisia, the NER in primary education was already very high before the Dakar Conference.
For the six years of primary education, the NER was 96.7% in 1997-1998. It reached 97.3% in
2001-2002, and has been stable since. Access to the first grade of primary is close to 99.2%
(Source: Country Note).

e In Tajikistan, the poorest country in the Commonwealth of Independent States (CIS) region
with the lowest human development index rating (122 out of 177), MDG targets are being
achieved. After falling to roughly 80% in 1993, the primary enrolment rate in 2007 is again
near universal, with a gender parity index of 0.99.*'

2) UPE partially accomplished in: India, Indonesia, Vietnham, Jamaica, Mozambique and Na-
mibia
e In Jamaica, the primary NER decreased between 1999 and 2007, from 89 to 85%.

o Despite the fact that the Government of the Republic of Namibia consistently spent close to a
quarter of its total expenditure on education, the education outcomes are modest. With regard
to MDG 2, Namibia scores well when compared with most other African countries. However,
the available overall indicators show mixed results. They demonstrate decreasing trends in
enrolment and survival rates since 2005. Although recent data suggest that access to primary
education improved in 2008, the reliability of the underlying data is questionable, as stated by
ECA. The MDG targets for 2015 will be difficult for Namibia to reach.

e In Mozambique, according to Ministry of Education data, the average primary NER was 95.5%
in 2007, a considerable increase compared to 2003 (69.4%). The data also shows that, in
some provinces, girls outscore boys in school performance.

e In Tanzania, according to the CSP 2008-2013, MDG2 on universal primary education has al-
ready been achieved. However, according to the ECA audit, this is not the case, and the error
was also highlighted by EuropeAid in the inter-service consultation on the CSP/NIP, but was
not corrected in the final version of the CSP. The CSP referred to a primary school enrolment
rate of 91% in 2006. According to the ECA audit, the fulfilment of MDG 2 is at risk in Tanzania.

e In Uganda, according to the Uganda Bureau of Statistics, the NER increased from 84% in 2000
to 93% in 2007, followed by a slight decrease.

% UNESCO Institute for Statistics
‘0 OECD (2008): Review of National Policies for Education. Paris. The study referred to is “Department of Educa-
tion (2006): Ministerial Committee on Literacy Final Report, Pretoria”

ETI Catalytic Fund (2009): Tajikistan: Summary Documentation. Rome, Italy, November 2009
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e In India, access and enrolment nationwide has generally improved for almost all groups, with
continued gender, caste and tribal disparities that are only gradually being reduced at a slow
rate. Between 1992 and 1998, NER for children aged 5 to 10 increased from 68% to 82% na-
tionally. In addition, the number of out-of-school children aged between 6 and 14 declined
from 39 million in 1999 to 25 million in 2003. Enrolment further grew to 90% in 2007.

e Indonesia is well on track to meet basic education MDG targets, with key indicators showing
that primary NER is 90.9%. However, there still exist substantial regional disparities in per-
formance on these key education indicators*

e In Cambodia, the primary NER was 87% in 2001. It has been increasing over the last few years
and, given past trends, Cambodia is likely to reach its target of 100% NER by 2010.*

3) UPE not accomplished in: Burkina Faso, Ghana, Niger, Bangladesh, Eritrea, Somalia, Liberia
and Pakistan

o The ECA Audit states that, despite the progress achieved, the MDGs and EFA goals are far
from being reached in Burkina Faso, in view of the financial, material and human resources
required. The Government of Burkina Faso indicates that the target of a 100% rate for enrol-
ment and completion in primary education could only been reached in 2020.

¢ In Ghana, NER increased from 60% in 1999 to 73% in 2007.

o Niger is one of the countries where schooling and literacy rates are among the lowest in the
world. However, the efforts of national authorities, with the support of development partners
(including EC), contributed to improving access to primary education. Despite that progress,
the education MDGs and EFA goals are far from being achieved. The accelerated develop-
ment and poverty reduction strategy has emphasised the difficulty for the Government of Niger
to ensure the objective of primary education for all by 2015. The targets set by the 9" EDF for
performance indicators in basic education have not been reached. The ECA report considers
the education system in Niger inefficient, while funding for the education sector is insufficient
in view of the financial resources required to achieve the education MDG.

e The Country Note for Bangladesh stated the following: Despite constraints of poverty and a
sizeable population, Bangladesh has achieved remarkable success in the field of literacy and
primary education, even though it is acknowledged that is unlikely to meet its MDGs/EFA
goals by 2015. In order to ensure that by 2015 all children, particularly girls, children in difficult
circumstances and those belonging to ethnic minorities, have access to completely free pri-
mary education of good quality, the government of Bangladesh has set targets indicator-wise
with GER at 100.3%, NER 83%, dropout rate at 25%, completion rate 75%.

e The CSP 2008-2013 for Nicaragua mentions substantial progress towards the MDGs in the
education sector, except related to the adult literacy rate. It also notes that there are some
components for which the MDG has no indicators, such as the quality and relevance of teach-
ing, but which constitute a serious problem in the country.

4) Failed/fragile states

Failed/fragile states are lagging far behind in meeting MDG targets. The Commission Staff Working
Document “More and Better Education in Developing Countries” stresses that according to the “Coun-
cil Conclusions on an EU Response to Situations of Fragility”*, activities within the framework of the forthcom-
ing EU Action Plan on situations of fragility and conflict could be used to design more effective support
for education. For the failed/fragile states that are part of the sample countries, progress can be sum-
marised as follows:

e FEritrea’s MDG Report notes that the achievement of universal primary education by 2015
would be extremely difficult, even if the financial resources were readily available. A DfID Key

*2 MoNE (2007): EFA Mid-Decade Assessment
*3 Millennium Development Goals Report, 2003, Ministry of Planning, Kingdom of Cambodia

** Council of the European Union (2007): Council Conclusions on a EU response to situations of fragility. 2831st
External Relations Council meeting Brussels, 19-20 November 2007.
http://www.consilium.europa.eu/uedocs/cms_Data/docs/pressdata/en/gena/97177.pdf. See also the plan: Euro-
pean Commission (2010): Communication from the Commission to the European Parliament, the Council, the
European Economic and Social Committee, and the Committee of the Regions. A twelve-point EU action plan in
support of the Millennium Development Goals. COM(2010)159 final.
http://ec.europa.eu/development/icenter/repository/COMM_COM_ 2010 0159 MDG_EN.PDF
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Fact Sheet on Progress towards Millennium Development Goals states that primary school
enrolment rose from 14% in 1991 to 49% in 2002, but has since fallen to 42% in 2007.

e In Pakistan, even though much progress has been made in improving MDG2-related indicators,
the constraints to achieving UPE are such that the MDG and EFA targets will not be met by
2015. When looking at the figures in the following table, it is clear that the Government of
Pakistan is off-track in terms of meeting MDG goals and targets. Survival rate to grade 5 can
be seen as a proxy indicator for the Primary Completion Rate (PCR).

Table 6: Pakistan: MDG 2A related indicators
Indicator Pakistan
2001-02 2005-06

GER in Primary Education 71 84
NER in Primary Education 57 66
Survival rate to Grade 5 57 72
Source: adapted from EFA Mid-Decade Assessment Report
MOE GOP 2008

e In Somalia, education indicators remain extremely low — at the bottom of African rankings, and
among the worst in the world. The primary GER was only 22% in 2003-04, but when com-
pared to a GER of about 12% in 1988, there are signs of improvement.*

e In Liberia, emergency support to the education sector has focused primarily on improving ac-
cess to educational opportunities. According to the 2007 Core Welfare Indicators Question-
naire, the primary NER was estimated at 37%.%

¢ In the Occupied Palestinian Territory, the NER decreased sharply following the outbreak of the
second Intifada from 1997 in 1999, falling to 73% in 2007.

Apart from fragility and low income levels, specific reference should be made to highly populated
countries with huge school-aged populations, and hence additional complexities and enormous re-
source requirements to meet MDG targets. The sample countries of the evaluation include four out of
the nine so-called E-9 countries: Bangladesh, India, Indonesia and Pakistan. It was noticed that in all
these countries substantial gains were made in getting children into school. Given the sheer size of
school-aged populations in these countries, progress made has been gigantic in terms of the reach-
out of the school system between 2000 and 2007.

2.2.2 1-211: Apparent/Gross Intake Rate

Apparent Gross intake Gross intake rate (GIR) to grade 1 is the number of new entrants (total, male, female)
rate to grade 1 in the first grade of primary education, regardless of age, expressed as a percentage
of the population (total, male, female) of theoretical entrance age to primary education.
(Data Source: United Nations Educational, Scientific and Cultural Organization
(UNESCO) Institute for Statistics)

The GIR/AIR (Apparent intake rate) is a frequently used indicator for assessing the degree to which
new entrants are coming into the primary education system, and hence contribute to the NER increas-
ing, or whether the gaps in enrolment of new entrants indicate that the school system is still not capa-
ble of reaching out to school-aged children, and hence an increase in out-of-school youth. A high AIR
indicates in general a high degree of access to primary education. As this calculation includes all new
entrants to first grade, including over-aged and under-aged children entering primary school for the
first time, the AIR can be more than 100%. The GIR/AIR in many countries is being used as one of the
key education indicators for variable tranche release in EC-supported GBS.

The number of children entering primary school has climbed sharply since Dakar. In 2006, just over
135 million children stepped through a classroom door for the first time — an increase of about 5 million
over the level in 1999. The developing country GIR, which registers the number of new entrants re-
gardless of age, has increased by about 8% over the period, with the Arab States, South and West
Asia, and Sub-Saharan Africa registering the biggest increases. Some regions have seen their intake
levels stagnate or even decline, as in East Asia and the Pacific, Latin America, and North America and
Western Europe. This typically reflects a combination of demographic change and a better match be-

4 EU-Norway Somalia Joint Strategy Paper, 2008-2013

“ United Nations Development Assistance Framework Liberia 2008-2012: Consolidating Peace and national Re-
covery for Sustainable Development
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tween school starting age and progression through the system in countries that started with high
GIRs".

The GIR/AIR is difficult to interpret, and in fact will remain around 100% within countries and regions
with well-established systems of free and compulsory basic education with clearly set entry age in first
grade primary. Here, pre-primary often being integrated into the basic education system incorporates
the so-called under-aged and greatly reduces over-aged children from entering, as they in general
(with the exception of very low primary school readiness) enter at primary school age. The AIR trends
by region (see also Annex 23) do not yield insightful information as they are based on averages.

¢ In Sub-Saharan Africa, the GIR/AIR increased between 2002 and 2004, from 100 to 110, with
an overrepresentation of boys among new entrants. The figures show that, overall, the school
system is capable of incorporating the school-aged population. The share of the primary
school entry age population in the first grade entrants cannot be distilled. It is clear, though,
that the GIR/AIR by country will show marked differences, and that the school systems are still
enrolling under-aged and over-aged children.

e In Latin America and the Caribbean, the GIR stabilised between 2000 and 2003, at 117 and
115 respectively.

e In South Asia, the GIR consolidated at around 130 between 2000 and 2004, with an overrep-
resentation of boys (136 versus 125).

Pre-primary education is perceived as lowering the threshold to primary education, but also decreas-
ing the GIR because of providing opportunities for schooling to children not having school entry age.
When pre-primary education is not part of the formal system and is being in a limited way catered for
through private provisions, parents may use the school as a “parking place” for children who are not
yet of school age.

Overall, there are marked differences in provision for pre-primary education and their utilisation. In
general, LDCs, especially in Sub-Saharan African and fragile states, have low pre-primary GERs,
while medium income countries, European Neighbourhood, Latin American and Caribbean coun-
tries have more provision, and hence higher pre-primary enrolment rates. For example, there are low
pre-primary enrolment rates in Niger (2% pre-primary GER) and Burkina Faso (16%), but much higher
pre-primary enrolment rates in Ghana (60%), Vietnam (42%) and Dominican Republic (33%).

e In Bangladesh, there is an informal early childhood education in formal schools. Over the pe-
riod of 2004-2008, BRAC operated in 24,750 pre-primary schools (with 700,425 students), of
which 4,500 schools were EC funded and had an enrolment of about 135,000 students.

e In Pakistan, pre-primary or early childhood education (ECE) has informally been in operation
for the last few decades in the public school system, in so-called “Kachi” classes, but is not
formally recognised. Rising demand for pre-primary schooling from the population has led the
Government of Pakistan to recognise ECE as an integral part of the school system, with a cur-
riculum in existence, but with trained teachers and provisions often lacking. In the school year
2006-07, the total enrolment of ECE in all institutions of the country was more than 7.5 million,
with more than 1 million in the Sindh province.

e In the Dominican Republic, starting from the school year 2007-08, it became law that all five-
year-old children, boys and girls alike, must have access to quality pre-primary schooling. Ac-
cording to the Ley General de Educacién (General Law of Education), pre-school education in
its last year is mandatory and begins at the age of five. To achieve this goal, the government
has promoted the creation and implementation of “Jardines de Infancia” (kindergartens)
throughout the country. As a consequence, pre-school education (initial level) has increased
by almost 40% in the last decade, compared to 1991, when only 16.2% of children were en-
rolled at this level. Although progress has been made, enrolments are still low compared to
other Latin American countries — below the 60% average for 2002, with a gross enrolment rate
of 34% for the same year (EdStats - World Bank, 2007).

However, within the Strategic Plan for Dominican Republic Educational Development48, five
priorities were presented — the first one on equity and democracy (promoting early childhood

*" UNESCO (2009): EFA Global Monitoring Report 2009, p. 56

“8 State Secretariat for Education (SEE) 2002 Plan Estratégico de Desarrollo de la Educacion Dominicana 2003-
2012.
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care and universal access to primary education). The new pre-school enrolment rate for 2007-
08 was 35.48%.

e In South Africa, the EC provided support to the audit of Early Childhood Development (ECD)
provision, the results of which the government and all other stakeholders in the subsector util-
ised in the development and roll-out of a new national strategy for ECD. ECD falls under the
White Paper of 2001, which aims to achieve the full participation of five-year-olds in grade R
education by 2010, as well as improve quality, curricula and educator development

The following table shows Gross Intake Rates to grade 1 for the desk study countries.

Table 7: Gross intake rate to grade 1 (2000 and 2007, sample countries)
Country Name YR2000 YR2007
F M T F M T
Asia
Bangladesh 99 | 97| 98
India 111 | 129 | 121 | 124 | 132 | 128
Indonesia 111 | 119 | 115 | 125 | 131 | 128
Tajikistan 93| 99| 96 | 101 | 106 | 104
Vietnam 104 | 108 | 106
Sub-Saharan Africa
Botswana 114 | 117 | 116
Burkina Faso 39 54 | 47 78 89 84
Ghana 88| 90| 89 | 113 | 110 | 111
Mozambique 103 | 119 | 111 | 154 | 164 | 159
Niger 36| 52| 44| 58| 72| 65
South Africa 94 | 100 | 97 | 104 | 112 | 108
Tanzania 85| 90| 87 | 105 | 107 | 106
Uganda 173 | 173 | 173 | 150 | 149 | 150
Caribbean
Dominican Republic 119 | 130 | 125 | 121 | 128 | 124
Jamaica 9% | 96| 96 | 86 | 90| 88
European Neighbourhood countries
Tunisia 103 | 103 | 103 | 105 | 104 | 104
Russian Federation 94 98
Latin America
Argentina 110 | 110 | 110
Nicaragua 137 | 145 | 141 | 161 | 173 | 167
Fragile/failed states
Eritrea 58 | 72| 65| 40| 46| 43
Somalia
Pakistan 71 96 | 112 | 105
Occupied Palestinian Territory 108 [ 109 | 109 | 79 | 80| 79

F= Female; M = Male; T = Total
Source: World Bank Edstats

The following regional trends can be observed with regard to the GIR for the desk study countries:

e Sub-Saharan Africa: Trends of increasing AIR/GIR (see Annex 23) after 2000 are noticed in
most Sub-Saharan African countries. Even though the number of new entrants in primary
schools has greatly increased, statistics for Niger (an increase from 44 in 2000 to 65 in 2007)
and Burkina Faso (47 to 84) still clearly revealed the non-capture of substantial groups of pri-
mary school-aged children among new entrants. The extremely high AIR/GIR prevailing in
2007 in Uganda (150) and Mozambique (159) indicate that large proportions of under-aged
and over-aged youth are among new entrants (as well as possible repeaters when the net in-
take ratio (NIR) is not adjusted for those). An extremely high GIR can be seen as a measure
of system low efficiency and the wastage of scarce investments. In Eritrea, the NIR remains
extremely low and decreased from 65 in 2000 to 43 in 2007. In other African countries, the
GIR stabilises at the 100-110 level, which is quite acceptable in terms of reaching the larger
proportion of school-aged children, with the inclusion of only a small proportion of under-aged
and over-aged pupils. The ECA Audit Burkina Faso indicated that the GIR almost doubled be-
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tween 2001 and 2007, increasing from 46.9% to 85.7%. In 2008, it fell by 80%, partially due to
the fact that statistics for 2008 were already based on the General Census of the population in
2006. The decennial plan for the development of basic education (PDDEB*) plans to increase
the GIR to 88% by 2010 and 100% by 2015. However, according to the ECA audit, these ob-
jectives seem unrealistic, given the performance of 2008. Furthermore, they contradict the
education policy letter, which plans 100% access to primary education only by 2020.

The ECA Audit for Niger notes large discrepancies between rural and urban areas. In 2007,
the GIR for primary school was 58% in rural areas and 98% in urban areas. Taking into ac-
count the fact that 83% of the population lives in rural areas, this difference is even more sig-
nificant. The GIR in the first year of school increased from 49.8% in 2001-2002 to 65% in
2006-2007.

e Asia: According to the table above, the GIR decreases and stabilises at 98 in Bangladesh, with
girls slightly over-represented (99 versus 97) among new entrants In Pakistan, the GIR stabi-
lises at 105, with an over-representation of boys (112 versus 96). In both India and Indonesia,
the GIR increased to 128 in 2007, indicating that systems are still accommodating substantial
numbers of under-aged and over-aged pupils at primary school entry, with boys somewhat
over-represented in both countries. Tajikistan has a stable GIR around 100.

e European Neighbourhood countries: In Tunisia, the GIR remains stable at around 104, while
in the Occupied Palestinian Territory, in line with decreased overall enrolments, the GIR
dropped from 109 in 2000 to 79 in 2007. The Russian Federation has stable GIRs of around
100.

e Latin America: The pattern in Latin America and the Caribbean is stable, with only Nicaragua
having an extremely high GIR (169 in 2007). This indicates a high share of under-aged and
over-aged children, and possible repeaters, among the new entrants in primary schools.

2.2.3 1-212: Net Enrolment Ratio in primary education & Gross Enrolment Ratio in primary
education

The NER is one of the most robust instruments for measuring how far away a country is from achiev-
ing UPE. It captures the share of primary school-aged children officially enrolled in school. Countries
that consistently register NERs of around 97% or more have effectively achieved UPE, since it means
that all children of the appropriate age are in primary school and are likely to complete the cycle.

The GER indicates a high degree of participation, whether the pupils belong to the official age group
or not. A GER value approaching or exceeding 100% indicates that the country is, in principle, able to
accommodate all of its primary school-aged population, but it does not indicate the proportion of that
population actually enrolled. In order to achieve UPE, the number of under-aged and over-aged pupils
would need to decline in order to free places for pupils in the official primary school age group.

The NER or GER or both key indicators are used as a basis for performance measurement related to
access and retention in joint reviews and sector assessments. It is a standard education sector indica-
tor for variable tranche releases in the framework of GBS and SBS. Sometimes, partner countries are
in favour of using GER, rather than NER, because of perceived lower reliability of NER, given uncer-
tainty about the accuracy of age-specific population projections. The gap between GER and NER has
to be clarified in terms of repeaters, and over-aged and under-aged children, especially in cases of
high GIR/AIR.

According to the EFA GMR 2009, the following general trends can be observed related to the NER:

o As intake rates have risen, so has overall enrolment. Sub-Saharan Africa and South Asia ac-
counted for the bulk of the increase, with enrolment in the former increasing by 30% and in the
latter by 25% between 2000 and 2007. Elsewhere, total enrolment fell slightly, due partly to
declining school-age populations.

e During the 1990s, Sub-Saharan Africa’s NER increased at an average of 0.3% a year, to 56%
at the end of the decade. In 2007, it stood at 73% — an average annual increase of around
2%, or six times the rate of the pre-Dakar decade. Several countries in Sub-Saharan Africa
have registered some particularly impressive progress, For example, Burkina Faso and Tan-
zania have moved since 2000 from NERs of between 36% and 54% to 54% and 88% respec-
tively. Starting from an even lower baseline, Niger has doubled its NER, reaching 45%. Ghana

“9 Plan décennal de développement de I'éducation de base
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increased its NER from 63 to 73 in 2007, and Mozambique from 56 to 80 in 2008. NER was
sluggish in Eritrea, with a slight increase at a very low level from 38 in 2000 to 43 in 2007.
Based on trends in NERSs, it can be seen that of the 10 Sub-Saharan African countries cov-
ered in the desk study, only South Africa, Botswana and Uganda are making continued and
consistent progress to accommodate MDG 2 and 3 targets.

e South Asia has also recorded an impressive increase in NER, from 76% to 86%. The sharp
rise of enrolment rates, despite rapid population growth, reflects the higher priority being at-
tached to primary education in many countries. These achievements confirm that rapid pro-
gress towards UPE is possible, even under difficult circumstances. With high population
growth, the school system has to at least cope with age-specific population growth, e.g. 3%, in
order to consolidate the NER. However, the NER in Pakistan grew at a slow pace, from 57 in
2001 to 66 in 2007, with a strong persisting gender disparity (73 for males, 59 for girls). In the
other two E9 countries, Indonesia and India, the NER increased to 95 and 90 respectively,
with good progress having been made towards attaining gender parity, and well on track to
meeting the MDG targets.

e Tunisia is well on track to meet MDG targets and has managed reaching gender parity. Post-
intifadas, the overall NER in the Occupied Palestinian Territory has decreased to 73.

The policies behind increases in NER vary by country, but, according to the EFA GMR 2009, some
consistent features emerge:

e In several countries across Sub-Saharan Africa — including Ethiopia, Kenya, Lesotho, Tanza-
nia and Zambia — the elimination of school fees has propelled enrolment rates upwards (see
box).

e International aid partnerships have played an important role in some of the best performing
countries, including Ethiopia, Nepal and Tanzania. Consistent and predictable financial sup-
port for nationally-owned strategies has made an important difference.

Box 5: UPE in Tanzania

A strong partnership of government, donors (including the EC) and civil society has been instrumental in the rapid
improvement in access to and completion of primary education in the United Republic of Tanzania since Dakar. In
2001, the government abolished primary school fees and launched a programme to simultaneously improve ac-
cess and quality at the primary level. The main components of the programme were:

e Increased spending on education, with a focus on primary education. Public education spending in-
creased from 3% of Gross Domestic Product (GDP) in 2000 to 4.5% in 2005.

e  School construction and rehabilitation through school development grants. Between 2002 and 2004,
about 30,000 new classrooms were built.

e Introduction of double shifts. Splitting shifts of pupils made it possible to accommodate the large, rapid
enrolment increases after fee abolition.

e Recruitment of teachers and upgrading of current staff. An additional 32,000 primary school teachers
were recruited between 2002 and 2004.

e Introduction of school capitation grants. At school level, grants have paid for teaching and learning mate-
rials, including textbooks, to help defray school operating expenses and to support teachers’ professional
development.

Between 1999 and 2006, the number of out-of-school children of primary school age decreased dramatically, from
over 3 million to under 150,000. The primary NER went from 50% in 1999, before the programme, to 98% in
2006. Completion rates also improved rapidly, partly due to improved teacher training and increased availability of
teaching and learning materials. With the introduction of school capitation grants, non-salary spending at school
level increased from just 4% of the primary education budget to 27% in 2004. This significantly improved the
availability of teaching and learning materials in schools, although pupil/textbook ratios remain high.

Source: EFA GMR 2009

Table 8: Gross enrolment rate (%) in primary education (2000 and 2007, sample countries)
Country Name YR2000 YR2007
F M T F M T

Asia

Bangladesh 97 | 9N 94

India 86 | 102 94 [ 111 | 115 | 113

Indonesia 111 | 115 | 113 | 118 | 123 | 121

Tajikistan 95 | 102 98 98 | 102 | 100

Vietnam 104 | 109 | 106
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Country Name YR2000 YR2007
F M T F M T

Sub-Saharan Africa
Botswana 106 | 106 | 106
Burkina Faso 37| 52| 45| 61 73 | 67
Ghana 81 86| 83| 99| 100 | 99
Mozambique 64| 85| 75| 102 | 118 | 110
Niger 26| 38| 32| 45| 61 53
South Africa 103 | 109 | 106 | 103 | 106 | 105
Tanzania 68| 69| 68| 109 | 110 | 110
Uganda 124 | 131 | 127 | 118 | 117 | 117
Caribbean
Dominican Republic 109 | 112 | 110 | 105 | 112 | 108
Jamaica 9% | 96| 96 | 89 | 91 90
European Neighbourhood countries
Tunisia 112 | 118 | 115 | 106 | 109 | 108
Russian Federation 105 | 107 | 106 | 97 | 97 | 97
Latin America
Argentina 114 | 116 | 115
Nicaragua 101 | 100 | 101 | 115 | 118 | 116
Fragile/failed states
Eritrea 52| 63| 58 | 52| 62| 57
Somalia 154 | 26 21
Pakistan 56| 82| 69| 76| 93| 85
Occupied Palestinian Territory 108 | 108 | 108 | 80 | 80 | 80

F= Female; M = Male; T = Total

Source: World Bank Edstats
F= Female; M = Male; T = Total
Source: World Bank Edstats

Table 9: Net enrolment rate (%) in primary education (2000 and 2007, sample countries)
Country Name YR2000 YR2007

F M T F | M| T
Asia
Bangladesh
India 72 86 79 (88|91 90
Indonesia 93 96 94 95
Tajikistan 92 [ 100 | 96 | 95 | 99 | 97
Vietnam 95
Sub-Saharan Africa
Botswana 84 81 83
Burkina Faso 30 42 36 |49 | 59 | 54
Ghana 62 64 63 |84 | 83 | 84
Mozambique 50 62 56 | 40 | 45 | 43
Niger 22 31 27 |72 | 73| 73
South Africa 90 90 90 | 88 | 87 | 87
Tanzania 54 52 53
Uganda 38 | 51 | 45
Caribbean
Dominican Republic 81 81 81 | 84 | 83 | 84
Jamaica 92 92 92 (84 | 86 | 85
European Neighbourhood countries
Tunisia 95 97 96 | 98 | 97 | 98
Russian Federation
Latin America
Argentina
Nicaragua 79 78 79 | 96 | 96 | 96
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Country Name YR2000 YR2007
F M T F | M| T
Fragile/failed states
Eritrea 35 41 38 |40 | 45 | 43
Somalia
Pakistan 48* | 67* | 57* | 59 | 73 | 66
Occupied Palestinian Territory 96 96 96 |73 | 73|73

F= Female; M = Male; T = Total
Source: World Bank Edstats

Except for *:= Govt. of Pakistan, Ministry of Education (2008): Education
For I, Mid Decade Assessment Pakistan, Country Report 2008

With reference to the desk country sample (and including the additional countries covered by ECA re-
ports in Africa), the following trends can be observed from the tables, with regard to GER in relation-
ship to NER:

e In Sub-Saharan Africa, the GER increased from 80% in 2000 to 96% in 2007. However, the
discrepancy between GER and NER shows an increase in the same period from 21% to 23%.
This would indicate that the system is catering for large amounts of over-aged children and
repeaters. Strangely, low enrolment countries such as Niger and Burkina Faso have a low dif-
ference between GER and NER.

In Niger, according to the ECA Audit, the GER increased from 37% to 54% between 2001 and
2007, which is below the objective of 61% set by the first phase of the PDDE (2003-2007).
Progress also remains slow in terms of disparities between urban and rural areas, where the
GER rose from 41.7% to 57.1% between 2001-2002 and 2006-2007. In 2005/2006, the global
GER was 54% (with a target by 57%), while the GER in rural areas was 52% (with a target set
at 54%). The performance was weak concerning primary education, with GER increasing on
average by 2% per year between 2004 and 2006. Moreover, disparities between regions are
significant. In 2006, there was a 15-point gap between the region scoring the highest GER
(58%) and the one with the lowest (43%).

The GER is stabilising in South Africa and Botswana, and decreasing in Uganda, which may
indicate a relatively larger share of school-aged population in enrolment.

According to data from the ECA audit of Tanzania, the primary NER increased from 59% in
2000 to 97.3% in 2006-2007 and then decreased slightly to 95.9% in 2008. The high enrol-
ment rates have to be seen in the context of increasing drop-out rates, which, in 2009, almost
reached the level of 2003.

In Namibia, although the ECA report notes that recent data suggest that access to primary
education improved in 2008 (with NER reaching 97.4%, compared to 92.3% the previous
year).

In Uganda, according to the ECA Audit, the NER (E1) was predicted to increase from the 2004
baseline of 88.7% by 1.6% to a target of 90.3% in 2005, but then by only a further 0.3% to a
target of 90.6% in 2006.

In the Dominican Republic from 1991-92 to 2001-02, the GER in the first cycle of basic educa-
tion (grades 1-4) increased from 91% to 138% and the GER for the second cycle (grades 5-8)
increased from 42% to 90%. According to the Statistic Department of SEE, in 2007-2008 the
NER in primary education was 92.3%, compared to 94% in 2002, while the GER was 119.2%,
compared to 104% in 2002%. The difference reflects the high percentage of over-aged stu-
dents enrolled in Dominican basic school.

e In South Asia, the GER increased from 90% to 108% between 2000 and 2007, with the differ-
ence between GER and NER stabilising at around 22%, Similar to Sub-Saharan Africa, in
South Asia as a whole the system still incorporates a large amount of especially over-aged
pupils. In Indonesia, the GER-NER gap is stabilising, while it is increasing in Pakistan and In-
dia.

In order to ensure that, by 2015, all children — particularly girls, children in difficult circum-
stances and those belonging to ethnic minorities — have access to free primary education of

%0 UNESCO Institute for Statistics
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good quality, the government of Bangladesh has set indicator targets, with GER at 100.3%,
NER 83%, dropout rate at 25%, completion rate 75% and quality achievement at 30%. Ac-
cording to the Bangladesh Primary Education annual report 2009, both main participation indi-
cators appear to have increased strongly between 2005 and 2006, modestly between 2006
and 2007, and fell back to 2006 levels in 2008.

In India, amid increasing enrolment, the discrepancy between GER and NER remains the
same. The GER increased between 2000 and 2007 from 94% to 113%, while the NER in-
creased from 72% to 90%.

In Indonesia, the discrepancy between GER and NER is increasing, with a stable NER and an
increasing GER.

In Tajikistan, with a relatively high NER, the discrepancy with the GER is small.

As for Latin America, in Nicaragua there is a big difference of 20% between the GER and the
NER, indicating a large share of over-aged pupils. In line with the high GIR/AIR, this discrep-
ancy appears likely to persist.

In Tunisia, the discrepancy between GER and NER is stabilising or slightly decreasing. In Tu-

nisia, the GER was far above 100% from 1999 (116%), and the subsequent decline (108% in
2007) is a consequence of efficiency improvements that took place between 1999 and 2007,
due to a reduction of repetition rates. The 2007 NER can be considered as having reached
universal access to primary education — namely, 98% for girls and 97% for boys.

In fragile states, patterns of enrolment are strongly influenced by conflict and post-conflict re-

covery, as well as by major emergencies. This is the case for Liberia, Somalia, Eritrea and
Pakistan. During a period of civil disturbance or war, schooling may effectively come to a
standstill, and during post-conflict periods the GER may skyrocket due to over-aged enrol-
ment. In Liberia, the civil war between 1989 and 2003 depleted education systems and provi-
sions. After 2003, enrolment levels quickly recovered, but enrolment was dominated by over-
aged children. The primary GER increased from 25.4% in 19995 to 94.2% in 2006. In contrast,
the primary NER decreased between 2000 and 2006 from 66.2% to 39.5%"

Pakistan, as stated in the Country Note, was hit by two major natural disasters. In 2000, more
than a million people were affected by a severe drought in Baluchistan and Sindh, and in Oc-
tober 2005, a severe earthquake hit Azad Kashmir, affecting Gilgit Balistan and the North
Western Frontier Province, with a death toll of 79,000 and causing severe damage to infra-
structure. About 10,000 schools and educational institutions were totally or partially damaged,
873 teachers died, and many were severely injured. Apart from the effect of these calamities,
additional factors influencing school enrolment are the emergence and strengthening of the
Pakistani Taliban, the situation across the Afghan border, and the tense border situation with
India. However, progress could still be seen in the NER, rising from 57% in 2001 to 66% in
2007, with an increasing discrepancy between GER and NER (GER increasing from 69% to
85%).

In Eritrea, the GER consolidated between 2000 and 2007 at 58% and 57%, while the NER in-
creased from 38% to 43%.

2.2.4 1-213: Primary Completion Rate (PCR)

Primary Primary completion rate is the total number of students (total, male, female) regardless of age in
completion the last grade of primary school, minus the number of repeaters (total, male, female) in that

rate grade, divided by the (total, male, female) number of children of official graduation age. Note that

when repetition rates are high, this indicator is not always a reliable measure of primary comple-
tion. (Data Source: UNESCO Institute for Statistics)

Primary Completion Rate addresses MDG 2 target 3 — “ensure that by 2015, children everywhere,
boys and girls alike, will be able to complete a full course of primary schooling”. The PCR covers as-
pects of cohort survival rate. It does not cover graduation rate, but is often used as a reasonable
proxy. It should be noted that the PCR can have values above 100%, based on late entry and grade
repetition. It also means that, in interpreting low PCRs, these factors should be taken into considera-
tion. When there is a big difference in GER and NER based on a large share of over-aged students
enrolled, this will equally inflate the PCR. There is a strong correlation between a low NER and a low
PCR, and a low PCR may be partly based on low retention/high drop-out.

*" Eurotrends (2009): Study on Governance Challenges for Education in fragile Situations; Liberia Country Report,

pp.6
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According to UNESCO Institute for Statistics (UIS) data for 2002/03, the PCR is below 40% in 10
countries, all in Sub-Saharan Africa, among which Eritrea, Liberia and Niger. The UIS* also states that
lower PCRs are observed in Eastern and Southern Africa (59.5%), West and Central Africa (64.8%),
the Middle East and North Africa (75.4%), South Asia (81.6%). The study notes that the biggest gen-
der disparity exists in West and Central Africa, where the PCR of boys is 14.6 % above that of girls.
Eastern and Southern Africa (7.6%), the Middle East and North Africa (7.5%) and South Asia (7.6%)
also have gaps in gender disparity. Latin America and the Caribbean are the only regions where girls
are more likely to complete primary education than boys.

PCRs appeared to be rising in most states — apart from fragile states — over the evaluation period, but
not as steeply as the enrolment rates. Global patterns show that completion rates are on a slow but
steady increase. Worldwide, the PCR went from 82% in the year 2000 up to 88% in 2007%.

It should be noted that progress on completion rates must be viewed together with the results under
gender parity for a given country — which are described below.

Table 10: Primary completion rate (2000 and 2007, sample countries)

Country Name YR2000 YR2007
F M T F M T

Asia
Bangladesh 61 58 | 59
India 64| 80| 72| 92| 95| 94
Indonesia 107 | 109 | 108
Tajikistan 90 [100 | 95| 93| 97| 95
Vietnam 94 | 98| 96
Sub-Saharan Africa
Botswana 93 | 89| 91
Burkina Faso 21 29| 25| 30| 38| 34
Ghana 73| 82| 78
Mozambique 125 | 197 | 161 39| 53| 46
Niger 144 | 21 | 179 | 3 47 | 39
South Africa 88| 86| 87| 8| 86| 86
Tanzania 81 84 83
Uganda
Caribbean
Dominican Republic 79 72| 75| 90| 86| 88
Jamaica 90 | 85| 87| 90| 88| 89
European Neighbourhood countries
Tunisia 88 | 89| 88| 102 | 103 | 102
Russian Federation 94 94
Latin America
Argentina 102 | 98 | 100
Nicaragua 70| 62| 66| 78| 71 75
Fragile/failed states
Eritrea 33| 40| 36| 41 53 | 47
Somalia
Pakistan 54 | 67 | 60
Occupied Palestinian Territory 104 | 102 | 103 83 83 83

F= Female; M = Male; T = Total
Source: World Bank Edstats

With regard to the country sample taken, the following trends in PCR can be observed from the table
(the EC’s possible contribution to these is discussed later):

%2 UNESCO Institute for Statistics (UIS) (2005): Global Education Digest 2005, Montreal.

*3 No worldwide figures available for 2008.
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e Asia: In Bangladesh, despite rather scarce and limited data, it appears that PCR remained
low at 58% in 2006, with girls’ completion higher than boys (+5%). On the other hand, India
has made significant progress — especially during recent years — and PCR stood at 94% in
2007. Also, Indonesia has an extremely high primary completion rate of 108%, indicating repe-
tition and over-aged pupils in school population, in line with a high GER.

Although no recent data exists for Vietnam, consistently high rates can be observed from
2000, with a GIR to the last grade of primary at 100% in 2007.

In Tajikistan, PCR has remained constantly high at 95% in 2007 (the same as 2000).

e ACP-countries/Sub-Saharan Africa: Botswana is among the countries with an increase in
PCR, from 91% in 2000 to 99% in 2006, with girls over-represented in the group completing
education (+6%).

Burkina Faso’s PCR is low, but increased from 25% in 2000 to 35% in 2007, with boys over-
represented by 8% (data from WB Edstats). In this context, the ECA Audit also noted that the
PCR in Burkina Faso significantly increased between 1997 and 2007 (from 28% to 42%*), but
it is still at a low level. In Mozambique, according to official statistics, the aggregate first level
(Grade 5) PCR increased significantly from 38.7% in 2003 to 72.6% in 2007. Comparing the
aggregate completion index between boys (80%) and girls (65.1%), there is a significant gap.
However, there has been an effort towards the reduction of gender gaps, despite the differ-
ences still prevailing. Comparing results by province, there is a high rate of completion in
Maputo City (121.8%) and a low one (60%) in Zambézia Province.

In the Dominican Republic, the PCR remains high at 88%, with on over-representation of girls
(+4%). The Country Note states that through policy actions following initiatives of the Inter-
American Development Bank®, and the special World Bank programme for basic education,
the Dominican Republic made significant gains in internal efficiency. The report indicates that,
according to cohort analysis, of every 100 children who enter formal education, only 75%
complete grade 4, 63% complete grade 6, and only 52% complete eight years of basic educa-
tion. The situation is worse in rural areas, where most education centres do not reach grade
6.%° PCRs continue to be low, and children who are not finishing basic education come mostly
from poor populations in urban and rural settings. As in other countries in the region, poverty
has a direct impact on completion by discouraging enrolment, timely entrance and perma-
nency in schools (World Bank 2005%). Some policies and strategies aimed at overcoming
these problems and addressing the needs of the poor at primary level have been pushed for-
ward successfully in the Dominican Republic.

In Ghana, there is a trend towards increase in PCR (78% in 2007), with girls lagging behind (-
9%);

e For Liberia, the ECA Audit noticed that a national school census from 2006/07 showed that
only 15% of students in the first year of primary school were of the right age (6-7 years old),
while half the students were 11-20 years old.

e In Jamaica, the PCR remains high (89% in 2007), with girls slightly over-represented.

e For Mozambique, as with enrolment data, completion data is poor and difficult to interpret ade-
quately. PCR in 2007 was 46%, with girls lagging far behind (-14%).

e In Niger, as referred to in the Country Note, PCR remained persistently low at 39% in 2007,
with girls badly lagging behind (-16%). Even though access to education has improved, the
ECA Audit notes that a significant proportion of children in Niger do not finish primary school.
The primary completion rate increased from 25.6% to 41.7% between 2001-02 and 2006-07,
but it still at the lowest level compared to the other countries analysed. With regard to the EC
contribution, the PCR has been selected as one of the indicators (E6) of the education com-
ponent of PPARP (2006-08). The performances remained far below targets, with a PCR of
36% in 2005 compared to an objective of 50% in 2005, and a PCR of 40% in 2006 compared
to an objective set at 43%.

* There is a considerable difference in the figures stemming from these two sources.
% Primary level Multi-phase for equity Program- IADB 2005

% Oficina Nacional del Presupuesto (ONAPRES)

% World Bank (2005): Central America Education Strategy. An agenda for Action. World Bank Publications, Was-
hington.
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o South Africa shows a PCR decreasing from 95% in 2003 to 86% in 2007. The Country Note in-
dicates that the proportion of pupils starting Grade 1 and who reach Grade 7 translates into an
indicator termed “survival rate to grade 7”. This rate is high, even though measured at the age
of 18 (GER-related). In this instance, completion rate is used as a proxy for survival rate, since
a cohort analysis of Grade 1 learners who have reached Grade 7 is not possible, given the
data currently available. According to the survey undertaken by the statistical office, 98% of all
18-year-old children had completed Grade 7 and above in 2006. This reflects an increase of
close to 2% since 2004.

e In Tanzania, data is sparse, but there is still a remarkable increase in PCR - from 55% in 2001
to 83% in 2007. According to ECA audit data, the PCR (Standard VIl exam pass rate) in-
creased from 22% in 2000 to 54.2% in 2006, and then decreased to 52.7% in 2007. The ratio
between the number of students starting school and those passing Standard VIl decreased
from 70% in 2000 to 62.4% in 2008.

e In Uganda, as in Tanzania, data is sparse and incomplete data, but the PCR appears to have
remained low at 55% in 2005, with girls lagging behind (-6%). The ECA Audit notes that the ot
EDF GBS programme included the ‘Completion Rate P7’ as an indicator for education. The
Completion Rate (E2) indicator was targeted to rise by only 1% to 63% in 2005, although there
had been a 6% rise from 2003 to 2004. A larger increase of 4% was then targeted for 2006.
With regard to the first variable tranche, the audit noted that for ‘Completion Rate — P7’, the
Ugandan government reported a 63% completion rate, which exactly met the target.

In Burkina Faso, it should be noted that social indicators have improved greatly, with a sudden
and inexplicable jump in PCR from 34.1% in 2005 to 36.4% in 2007 and then up to an aston-
ishing 51.2% in 2008. Improvements in completion rates are supposed to point towards im-
provements in school system quality and efficiency, but the CSE questioned this leap in rates.
World Bank statistics for Burkina Faso do not paint the same picture for 2008, with figures of
only 38%, which could imply that figures in the CSE for 2008 were provisional and needed to
be corrected. Burkina Faso does not look likely to meet the MDGs, but there is still a positive
trend in the key education statistics.

In Mozambique, by contrast, World Bank statistics show that PCR rose from 46% in 2007 to
59% the following year, demonstrating that large increases are possible.

o European Neighbourhood countries: Tunisia’s records show PCR further increasing from
88% in 2000 to 102% in 2007, with gender parity in PCR. This is in line with the overall
achievements in access and retention. For Russia, sparse and scattered data did not allow for
trends to be identified, but PCR stabilised at 94 in 2007.

o Latin America: Argentina’s PCR was optimal and steady at a level of 100% between 2000 and
2006, with slight over-representation of girls (+2%). In contrast, the PCR for Nicaragua was
75% in 2007 (compared to 96% in Latin America as a whole), rising to 75% in 2007%. Nicara-
gua is, comparatively, an exceptionally worse-off case in Latin America, as education indica-
tors in the country are well below the Latin American average and most organisations are
pessimistic about Nicaragua achieving the MDGs on time. The CSE data showed that Nicara-
gua’s rate improved marginally (from 73% in 2006 to 75% in 2007%), while World Bank data
showed the level in 2000 to have been 66%, so a considerable degree of progress has been
made.

o Failed/fragile states: In line with the limited progress in meeting MDG 2 goals, problems re-
lated to the proportion of pupils completing primary education are considerable, except for the
Occupied Palestinian Territory:

o0 Eritrea: Within a very low PCR, there was nevertheless an increase from 33% in 2000
to 47% in 2007. Girls are lagging behind (-12%).

o Occupied Palestinian Territory: Corresponding with the decreased NER, the PCR de-
creased from 103% in 2000 to 83% in 2007, with gender parity.

0 Pakistan: PCR remains low at 60%, with 13% more boys completing than girls.

%8 According to UNESCO statistics.
%9 UNESCO statistics.
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o0 Somalia: The conflict situation is complicated by more than 60% of the Somali popula-
tion being nomadic® and rural-based, which also causes problems for the coverage of
education services. Approximately 400,000- 700,000 people are internally displaced,
and Somalia has some 400,000 refugees. Due to the conflict, no major indicator data
for Somalia is available from UNESCO statistics.

It should be emphasised that this study restricted analysis on PCR to nationwide data, which is not so
revealing or detailed.

It is important also to note that survival to the last grade is not the same as completion of the last
grade. Many children reaching the final grade are unable to negotiate the last hurdle and complete the
full primary cycle. And when there is a big difference between the GER and NER, over-aged children
in particular may “inflate” completion. PCR merely indicates enrolment in the last grade of primary,
even though seen as a proxy for primary graduation, and does not provide insight into the level of nu-
meracy, literacy and life skills mastered by students. In order to get that essential insight, the EQs on
quality and basic education skills will have to be taken into consideration.

The relationship between enrolment and completion is not clear cut. In general, increased access ul-
timately enhances increased completion. In that sense, EC support to access — including construction
and rehabilitation of schools and support to pro-poor policies removing barriers to poor children enroll-
ing — has no doubt contributed to completion. However, there are many more intervening variables in
support of completion, including grade promotion policies, relevant curricula, and child-friendly ap-
proaches and learning environments. Primary school completion with a minimum or adequate pack-
age of learning and skills is even more complex to achieve (see EQ 4).

According to the EFA GMR 2009, the rate of progress to UPE is a function of advances - or setbacks
- on two fronts: enrolment and completion. To this could be added retention of students versus drop-
out due both to economic reasons (fees and charges and opportunity costs) and to lack of relevance
of education to adult life and gainful employment. Enrolment is important, but completing a full cycle of
primary education is a necessary, though far from sufficient, condition for achieving the level of learn-
ing needed to equip children with the skills they need.

Experience since Dakar strongly demonstrates that past trends do not dictate destiny. For example,
countries such as Mozambique and Tanzania have moved a long way since 1999, with a dramatically
increased primary net enrolment, although with more mixed progress on improving survival to the last
grade.

2.2.5 Reliability of data

The most serious obstacle to effective monitoring and evaluation of progress towards MDG targets is
the shortage of up-to-date statistics. However, identification of the best performance indicators is es-
sential to ensure that there is a sound basis for using them for disbursement purposes within the
framework of, for example, SBS or GBS. In assessing adequate reliability of data, Ministries of Educa-
tion and their Education Management Information Systems play a role, as well as the national statis-
tics system. Population censuses are often outdated and incomplete, yet are still the main basis for
projections of population growth, as well as school-aged population. Nationwide trends seem to be
more reliable than disaggregations by region. There may be different rates of population growth
across the regions.

In all field study countries, population census data is out of date. (For example, the latest census in
Pakistan was conducted in 1998). In many cases, integrated household surveys are being organised
to complement the demographic data base.

As enrolment rates affect financial allocations, reliability issues are vital as enrolment figures may
be inflated in order to obtain further funding. Furthermore, enrolment does not necessarily mean at-
tendance. For example, in India there was around 90% enrolment in 2007, but attendance was only
72.7%"'.

In Nicaragua, it was demonstrated that there can be a margin of error between 10% and 30% in the
figures related to total enrolment rate, and the related CSE notes that in such a case it might be a risk
to base the release of the variable tranche of GBS on such figures. In Botswana, there appeared to be

g0 Winnefeld, Manfred (2007) SWAps in FS. ACP — Health & Education Workshop, Brussels, Nov. 2007, Sector
Wide Approaches in Fragile States? The Case of Somalia. Presentation by EU Delegation Nairobi, Somalia Op-
erations p. 6

51 Source: CSE India
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a loss of 20% of pupils over the course of the primary cycle, so it was determined that better monitor-
ing needed to be employed, and the completion of the primary school cycle was made an indicator for
the SBS for the EDF10 funding period.

Also, the ECA Audits referred to several reliability problems related to data and its interpretation:

e Burkina Faso: The ECA report notes that indicators on access to primary education might have
been inaccurate. Indeed, the 2006 Census showed that the population had grown at a rate of
3.1% per year, and that the actual population in 2006 was at least 600,000 higher (including
460,000 children of school age) than the forecasts. It should also be noted that the number of
pupils in schools that are not official and recognised, including madrasas, is only estimated
and might create another distortion affecting access indicators.

e Tanzania: The CSP 2008-2013 states that Tanzania has already achieved MDG2 on UPE.
However, according to the ECA audit, this is not the case. The error was also highlighted by
EuropeAid in the inter-service consultation on the CSP/NIP, but was not corrected in the final
version of the CSP, which referred to a primary NER of 91% in 2006. According to the ECA
audit, the fulfiiment of the MDG 2 is at risk in Tanzania. It should be noted that, according to
the ECA report, a World Bank-commissioned study found a 20% difference in NERs when
comparing household survey and administrative data. The development partners and Gov-
ernment of Tanzania anticipate that a planned annual survey will help to improve the quality of
the data.

e Uganda: The 9" EDF GBS programme included the Completion Rate P7 as an indicator for
education. The Completion Rate (E2) indicator was targeted to rise by only 1% to 63% in
2005, whereas there had been a 6% rise from 2003 to 2004. A larger increase of 4% was then
targeted for 2006. With regard to the first variable tranche, the government of Uganda re-
ported a 63% completion rate, which exactly met the target. But the government acknowl-
edged that the figure of 63% had been based on population projections going back to the
1991 census, and that using the more recent 2002 census — which showed that previous
population figures were underestimated — would result in completion rate of only 51%. It nev-
ertheless argued that as the target was also based on the 1991 census, the full payment
should be made, and the EC accepted this approach. This case illustrates the fragility of per-
formance indicators based on population projections. Concerning the second tranche, the au-
dit states for E2 that a new target rate of 50% introduced by the government, and agreed to by
the EUD, which was actually below the reported 51% achieved in 2004-05. Nevertheless, the
2005-06 outcome was still below the new target at 48%. This result is in line with widespread
concerns over the quality of primary education in Uganda since the establishment of Universal
Primary Education. In this case, the government provided only a very brief commentary on the
reasons for not achieving the target. The EUD stated that this issue had been subject to sub-
stantial dialogue between it and other development partners and the government of Uganda.

o Liberia: ECA auditors noted some apparent discrepancies between data presented in the EFA
GMR and data used in the EC’s draft MTR - for example, related to the primary NER. The
EC’s data stems from UNDP’s latest MDG progress report, the Ministry of Planning and Eco-
nomic Affairs’ “Liberia's Progress Towards the Millennium Development Goals, 2008”, the
2004 MDG Report on Liberia, and the World Development Indicators database. The data from
these latter sources suggests that there was a positive trend in primary NERs between 1989
and 2007. But, as mentioned above, the data in the EFA Global Monitoring Report 2010 sug-
gests that there had been a negative trend between 1999 and 2007. Moreover, there are large
discrepancies in the actual values presented for 2007 - for example, the primary NER is 31%
according to the Global Monitoring Report, but 37.3 % in the most recent UNDP study, which
has been used for the draft MTR.

2.2.6 Conclusions on enrolment and completion

By the end of the evaluation, it appeared that access to primary education was no longer the greatest
concern, with most countries reviewed having NERs of over 80%, apart from Ghana, Burkina Faso,
Niger, Bangladesh and the failed/fragile states Eritrea, Pakistan, Somalia and the Occupied Palestin-
ian Territory®™®. However, countries that have not succeeded in reaching out to 15% or more of the
school-aged population will face big problems in meeting MDG 2.

62 See UNESCO Institute for Statistcs for 2007 data per country and region:

http://stats.uis.unesco.org/unesco/TableViewer/document.aspx?Reportld=198&IF _Language=eng. Occupied Pal-
estinian Territory referred to by UNESCO as Palestinian Autonomous Territories.
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The Commission Staff Working Document on MDGs (2010) noted encouraging progress on MDG 2,
with enrolment in primary education reaching 88% in 2007- up from 83% in 2000. Major break-
throughs have been achieved in Sub-Saharan Africa, where enrolment increased by 15% from 2000 to
2007, and Southern Asia, where it rose by 11% over the same period, but large gaps still remain in
access to education and completion rates.* The Staff Working Document argues for a special focus
on fragile countries. Using the Country Policy and Institutional Assessment (CPIA) classification, the
last World Bank Global Monitoring Report (2009) also shows clearly that MDG performance has so far
been much lower in fragile and conflict-affected countries. *

It should be noted that the level of development is positively correlated with MDG 2 achievements.
Ghana is an exception, but that may relate to demographic and linguistic characteristics.

In terms of the economic development level, the Botswana CSE noted that the improvements in en-
rolment rates were not as high as was hoped for a medium human development. However, it should
be noted that, according to the CSEs, all countries that demonstrated good results on enrolment rates
- namely, Botswana, India, Nicaragua, Tanzania, Indonesia and Vietnam — are categorised as of me-
dium human development. It could be argued that LDCs such as Burkina Faso and Niger, classified as
countries of low human development, will probably find it easier to make more progress on enrolment
than a country that is nearing 100% enrolment rates, such as Indonesia (90.9%), as achieving the last
few percentage points can be far harder than further down the scale.

There seem to exist four broad patterns that can be identified using international data. It locates coun-
tries on the basis of their NER and survival rates to the last grade of primary school.

1. Low enrolment, low survival: this group has the furthest to travel to arrive at UPE. It comprises
20 countries, with all but three of them in Sub-Saharan Africa.

2. Low enrolment, high survival: only a small group of countries fit into this category. It includes
the Occupied Palestinian Territory, but in this case political aspects have played a dominant
role.

3. High enrolment, low survival: this category covers 21 countries, in Sub-Saharan Africa, in
Latin America and in East Asia.

4. High enrolment, high survival: this group includes a diverse range of countries that have
achieved or are close to achieving UPE.

Countries in groups 1 and 3 face overlapping but distinctive challenges. For group 1, the twin priorities
are to increase enrolment rapidly while improving retention levels. To varying degrees, countries in
group 3 have succeeded in raising NER levels, but face problems in survival. For example, Nicaragua
has achieved NERs of 90% and above, but fewer than half of those who enrol survive to the last grade
of primary school.

2.2.7 EC contribution towards achieving MDG2 and EFA2

Data analysis has yielded a great deal of information on improvements in trends towards universal ac-
cess to primary education. The MDG goal of all children accessing and completing a full course of
primary schooling has already been reached in a few countries. Moreover, there are strong discrepan-
cies between the regions, with Sub-Saharan Africa, apart from a few countries and fragile states still
having a long way to go, Asian countries apart from Bangladesh among the sample countries and
Tunisia and Tajikistan are well on track to achieving universal primary education (UPE) in terms of net
enrolment rates (UNESCO classifies UPE at 95% net enrolment rate).

In its examination of EC support for the building of schools, the evaluation team found strong evidence
that this has had a direct impact on getting more children into schools.

From the desk analysis, underpinned by the field visits to six selected countries, the analysis of ECA
reports and the EUD survey, it appears that EC support during the period under evaluation has helped
partner countries to progress towards MDG2. This has been through a variety of means, with varied
efforts and successes in the countries supported:

e The EC has played a major role in contributing — often in close co-operation with development
partners — to partner country programmes in support of their commitment to achieving MDG2

o3 Among the video conference countries, these countries are: Ethiopia, Madagascar, Papua New Guinea.

% Commission Staff Working Document; Progress made on the Millennium Development Goals and key chal-
lenges for the road ahead. SEC (2010)418 final, pp.5,6

% Commission Staff Working Document (2010) ibid. pp.7-8
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and EFA2 targets. Without EC support, especially least developed countries would not have
made this progress towards achieving MDG 2. Reference can be made to Niger and Burkina
Faso but also to fragile states like Eritrea and Somalia.

e EC support has helped to plug gaps in enrolment, through strengthening the capacity of educa-
tion systems to enrol and retain students, including the construction and rehabilitation of
schools and classrooms, thus contributing to partner country governments’ efforts embodied in
PRSPs, MDG plans and education sector strategic plans to provide access to primary educa-
tion to all school-aged children. Substantial EC support was given to most partner govern-
ments through financing education system engineering, school construction and rehabilitation,
and improving monitoring and supervision systems, including South Africa, Tanzania, Uganda,
Bangladesh and the Dominican Republic. In fragile states, EC support combined physical in-
frastructure development and rehabilitation with system reengineering.

e EC support to physical infrastructure development in low coverage areas, usually by means of
project support, has, in a number of cases, been very helpful and successful - for example, in
Eritrea and Northern Pakistan, by arranging for school construction and rehabilitation in areas
where insufficient schools were available, or in Chitral, by establishing the first higher secon-
dary school for girls.

o At present, through sector support, SBS and, indirectly, GBS, EC support is contributing to im-
proving access to basic education®. This is substantiated by improved and sustained access-
related indicators in the programmes being analysed. However, the reliability of these indica-
tors is sometimes questionable because of unreliable demographic data - including on
school-aged populations — that is based on sometimes outdated and unreliable population
censuses and extrapolations based on assumptions about population growth.

e The EC provided education support to countries in post-emergency and post-conflict periods
through physical infrastructure development and rehabilitation and education system re-
engineering. This type of assistance was provided in Liberia, Somalia, Eritrea and Pakistan.

e Apart from the shift towards budget support, education sector support increasingly mobilises
Multi-Donor Trust Funds, especially where large civil work components are involved.

This perception is complemented by the results of the EUD survey (see Annex 3): Overall, the an-
swers from the EUDs reflect a perception of EC support as having been helpful to enhancing access
to basic education, and, in the majority of cases, having been cost-effective, with an impact in
line with the size of the EC contribution.” Some examples of how EC support succeeded to ad-
dress access to basic education, and underpinning the statements made, are outlined below.

2.2.7.1 Asian countries

Bangladesh has seen greatly improved access, assisted by EC support to both non-formal and formal
education. The NGO BRAC supported by the EC in a donor consortium co-ordinated through EC fund-
ing (Donor Liaison Office) succeeded in reaching out to more than 1 million children, (66% females)
through the NFPE. The EC is also supporting the Government of Bangladesh’s main objectives in at-
taining Education for All and ensuring quality education to all eligible children through improving and
supporting equitable access to beneficiaries — including vulnerable groups and children with special
needs — through P Il, the second Primary Education Development Programme. The following box pro-
vides a snapshot of the EC’s support and role in helping to increase access to basic education in
Bangladesh.

% As the emphasis has been moving towards partnership and government ownership of reforms, it becomes
more difficult to attribute these improvements directly to EC support.

" The majority of the EUD responses related to the EC's contribution to improving access to basic education,
which was scored as “to a medium extent” by six out of 18 respondents. The second largest group of respondents
(five) scored it as “to a low extent”, and the third largest group (four) scored it as “to a high extent. The “mediums”
were Ghana, Mozambique (GBS countries), Tunisia (SBS country), Tajikistan, Occupied Palestinian Territory and
Argentina. The “highs” were all countries with SBS or other forms of sector support (Bangladesh, India, Nicaragua
and Tanzania), plus partly also GBS, while the “lows” included fragile states such as Pakistan (SBS) and Eritrea,
as well as Botswana (SBS), South Africa and Vietnam (GBS). No progress observed was indicated by Indonesia,
probably due to the fact that support only substantially started in 2007.
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Box 6: Bangladesh: EC support and role towards increasing access to basic education

Second Primary Education Development Programme (PEDP II)
EC contribution: € 105 million

Duration: 14.05.2004 to 31.12.2009 (extended up to 30.6.2011)
Status: completed and ongoing

PEDP Il has been undertaken as a subsector programme approach (as against project approach) cover-
ing the whole of formal primary education in the country. Its coverage includes all government primary
schools, registered non-government primary schools and community schools — a total of about 65,000
schools. The programme aims at assisting the government to (i) improve the quality of teaching-learning,
and raise student achievement; (ii) increase access to schooling for the disadvantaged; and (iii)
strengthen planning and management of primary education, including establishing a national monitoring
and evaluation system for primary education.

The EC provides support to PEDP Il to achieve Bangladesh’s development goals of Universal Primary
Education and the “Vision 2021 Eradication of Adult Literacy”, towards a national basic education frame-
work, targeted at socially disadvantaged children and their parents and guardians. EC specific support
aims at providing grant funding in order to assist the Government of Bangladesh in the effective imple-
mentation of the subsector-wide PEDP Il in all the districts of the country, and to assist the efforts of the
government to improve the quality of primary education.

Results Achieved

The November 2009 PEDP |l Rapid Assessment and Stock Taking Report states that primary education
enrolment rates are likely to be met — although enrolment rates from the poorest sectors of the population
are still very low. However, universal completion of primary education will probably not be achieved by
2015.

Programme 2: Non-Formal Primary Education Programme

Project Implementers: BRAC

Duration: December 2006 to December 2012 (EC support: € 28.3 million)

Programme Objectives

The overall objective of the Non-Formal Primary Education Programme (NFPE Il - 2000 to 2004) was to
contribute to poverty alleviation through access to non-formal primary education for those children tradi-
tionally outside formal schooling. The project purpose was therefore the provision of an improved full
range primary curriculum via the operation of 34,000 BRAC schools throughout the country, covering
more than one million children.

Results Achieved

The BRAC Education Programme (BEP) has reached more than 1 million children, of whom 66% are
girls. Other products of the project, such as libraries and adolescents’ reading centres, are regularly fre-
quented and contribute to a new culture of self-organised learning. There has been improved develop-
ment of the human resource base through training of female teachers, many of whom would not have had
other job opportunities or had access to formal or informal training. Training courses for secondary teach-
ers have significantly increased their knowledge and skills, but this will need to be passed on in the class-
room to produce better results by students at secondary level.

Source: Country Note Bangladesh

In Cambodia, EC support in the form of SBS was focused on the Ministry of Education. As indicated
during the video-conference, the support was directed in particular towards the design and implemen-
tation of its policies — for example, the Education Sector Strategic Plan. Another specific target of the
2007 SBS was the extension of non-formal education, which is a topic especially important in remote
and rural areas in which indigenous people live. Overall, according to the EUD, EC support in Cambo-
dia has contributed to improving access and quality, but the overall quality must still be described as
poor.

India made significant progress in access and enrolment nationwide for almost all groups through a
strategy aimed at providing access for all children to primary education or its equivalent non-formal
education. This Government of India challenge was supported by the EC as follows: support within the
framework of a donor consortium with the Netherlands Government, DfID and World Bank, the DPEP
1994-2002 and its successor the Sector Policy Support Programme “Sarva Shiksha Abhiyan”, India
“National Programme for Universal Elementary Education” (2001-2008) applying pooled funding with
DfID and International Development Association (IDA) aiming to ensure that all children complete
eight years of elementary schooling by 2010. DPEP may have been instrumental in substantially re-
ducing dropout rates among students and in improving completion rates.®

&8 Jyotsa Jalan and Jelena Glinskaya (2003): Improving primary school education in India: An impact assessment
of DPEP-Phase 1
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Box 7: India: EC support and role to primary and elementary and non-formal education®

When examining enrolment in DPEP states and districts, it should be noted that some 52 million chil-
dren were enrolled (2001) in DPEP schools, with 1.1 million teachers.

DPEP | was expected to create 470,000 student places Some of these places stemmed from the re-
building of dilapidated classrooms and schools, accounting for about 4% of the enrolment at project
commencement. The other half was meant for increases in enrolment that would reduce disparities with
regard to gender and caste. Student places created through the construction of additional classrooms
and schools in project districts were about 400,000, close to the target level. Total enrolment in DPEP |
states has increased by about 285,000 or about 6%. Based on the Education Management Information
System (EMIS) data collected from 1996, overall enrolment has increased for all categories of students.
Growth rate of girls’ enrolment was 7%. Substantial gains are represented in the index of gender equity
(proportion of girls enrolled relative to the population) and the share of girls enrolled compared to boys.
About 95% of the districts have reached the DPEP goal of 95% index of gender equity, and the propor-
tion of girls to boys increased from 45.6% to 47.8% over the project period. Scheduled Casts’ enrolment
increased by 6% and Scheduled Tribes’ by 26%. When enrolment in the DPEP | states over the project
period is considered, there seems to have been an increase until mid-project, and then a slight decrease
towards the end of the project in some states.

Sarva Shiksha Abhiyan also puts a substantial focus on enrolment, and recent reports suggest that the
enrolment drive has been accelerated in recent years, with nearly universal enrolment in terms of chil-
dren being in school and there being schools in every habitation. Expansion of access for children of all
groups and habitations has been achieved primarily through building new schools, expanding existing
schools by adding classrooms, and by spreading the net of Education Guarantee Schemes (EGS) and
alternative school centres. PESLE 1998-2007 through the Aga Khan Foundation, focuses on drawing in
marginalised groups and keeping them in the system. PESLE’s partner NGOs reached more than one
million children through a total of 68 core project schools (run by the NGOs) and 1,621 government
schools.

Sources: World Bank Completion Report of DPEP 1

Indonesia has made substantial improvements on all education indicators, but regional disparities still
exist. With over 56 million students enrolled and around 3.3 million teachers in more than 316,000
schools, Indonesia’s education system is the fourth largest in the world. EC support in the period un-
der evaluation concerned only two components of a Basic Education Sector Capacity Support Pro-
gramme, one implemented by ADB and the second implemented by UNICEF on Mainstreaming Good
Practices. which just had started. Hence, EC supporting access at national level cannot be expected.
However, looking at the end of the period under evaluation, in the latest CSP, the EC strategy for ba-
sic education focuses on assisting the Government of Indonesia in enhancing conditions for pro-
grammed, co-ordinated approaches to education sector support, including assisting in the creation of
adequate conditions for decentralised basic education delivery. BE-SCSP1, component 1, incorpo-
rates at activity level the review of existing sector partnerships. The same project was to assess the
feasibility of SWAP and prepare an indicative road map for SWAP readiness, including capacity de-
velopment and financing. This has been successful, given recently signed Education Sector Support
Programme (ESSP) that will support key policies and strategies in the government's new Renstra
2010-2014 (the country’s Strategic Plan for education) to ensure nationwide access to, quality of, and
good governance in basic education services. The EC sector budget support, with an initial contribu-
tion of € 180 million over 2010-12, will be complemented by an AusAlID targeted programme.

2.2.7.2 ACP-countries/Sub-Saharan Africa

Botswana has almost achieved universal primary education, with education being a focal area in all
EDFs (from EDF 7) under the heading of Human Resources Development. Sectoral budget support
under the EDF9 “Education and Training Sector Policy Support Programme” (E&T SPSP, € 42.3 mil-
lion) fosters a more holistic approach to the development of human resources in Botswana, and ex-
panding equitable access to quality education and training, with special — though not exclusive — em-
phasis on primary and secondary levels.

In Niger and Burkina Faso, the EC approach is comparable: the GBS includes an education pillar re-
lated to FTI.

e Burkina Faso: The EC is providing support to the government in implementing a Ten-year Ba-
sic Education Development Plan (PDDEB) since 2002, aiming generally at achieving, by 2010,
a gross enrolment rate of 70% and literacy rate of 40%. This support is modest compared to
indirect funding through GBS, insofar as € 314 million has been allocated, part of which has

%9 See World Bank Completion Report of DPEP 1; IDA making education work
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an education focus. It is not clear, though, how indirect funding supported the government in
its enrolment drive.

The ECA Audit refers to the final evaluation report of Basic Sector Education Support Pro-
gramme (PASEB), which, with regard to EC contribution to enrolment, signals a positive evo-
lution of the GIR in the intervention area of the programme during its duration (1999-2004).
The report indicates that this evolution is above national average. It also refers to a positive
evolution of the GER in the intervention area of the programme during its duration (1999-
2004). The PCR was an indicator of the ABRP (Budget Support for Poverty Reduction) 2005-
2008 under the 9" EDF. Data shows that the performance is higher than objectives: the PCR
increased from 32% in 2004 (compared to an objective set at 28.8%) to 36.4% in 2006 (com-
pared to a target of 35%).

Niger. EC support to Niger related to MDG2 has been modest; the realisation of a national
school map for primary education and support to an NGO, Handicap International, for promot-
ing access to school for physically handicapped children in the Niamey area. It was intended
to favour the enrolment of about 2,500 handicapped children in the capital’s regular schools.
Education is not a focal sector for EC support. Before the FTI programme in 2003, which
linked to the EC in a co-ordinated intervention with other donors, EC education support was
oriented towards specific objectives, sometimes not included in the national education policy
document of the government. However, General Budget Support has contributed, through
education access and enrolment indicators, to improvements in these indicators, as shown in
the following box based on the Country Note and the ECA Audit.

Niger: EC support to basic education through GBS and project support

During the first phase of the PDDE programme (2003-07), it was expected to increase the GER in pri-

mary from 41.7% in 2002-03 to 57% in 2006-07 and to 61% in 2007-08. According to the ECA audit, the
results of the first phase of PDDE are satisfactory in terms of access to basic education, thanks to mas-
sive recruitment of contract teachers. As a matter of fact, the pace of increase has been slower, and the
2007-08 GER was only 57%, not 61%. In addition, the rural GER was lower than expected (52% instead
of 54%), and regional disparities have remained at a relatively high level (ranging from 43% in the least

efficient region to 58% in the most effective one — a 15% difference.

Between 2000 and 2008, the number of primary pupils increased from 656,589 to 1,554,270 (+137%),
and the number of primary teachers from 15,682 to 34,339 (+119%)™. The funding of such a rapid in-
crease of primary education would not have been possible with domestic fiscal resources only, and GBS
has been a major tool for effectively supporting education expansion. The EC is a key contributor to
GBS, by far the most active among donors in Niger

With the PDDE, the major challenge for Niger was the recruitment of large contingents of new teachers,
generating additional recurrent costs every year, which implied a yearly growth of the education budget
higher than that of domestic fiscal revenues. In this context, GBS can be seen as a powerful tool for as-
sisting the government to implement the expansion of school supply to accommodate the needs of the
school-age population.

There is not a consensus on the solutions to be introduced for enhancing parents’ willingness to enrol
their children. In the ECA report, it is argued that a school more in line with pupils’ rural environment
would be more appropriate to fit parents’ expectations. This is precisely what the Programme de Soutien
a I'Education de Base (SOUTEBA) project was experimenting with (utilisation of national languages and
introduction of productive activities close to local traditions), but this view is disputed. According to the
ECA audit, the SOUTEBA programme had a positive impact on access level and the GER increased by
34% on average between 2004 and 2008 (compared to a target set at 30%).

Two variable tranches of € 4 million and € 5.5 million were dependent on six education indicators: two
budget-related ones (the level of execution of the budget, and the level of budget allocation to educa-
tion); and four indicators linked to education performances (GER in primary, GER for girls, GER in total
areas, and PCR. For each of the indicators, there is an associated amount determining the level of the
variable tranche; for instance, if the expected GER in primary is reached, then € 1 million will be dis-
bursed. For budget execution, it was not included in the first variable tranche of € 4 million, but has been
introduced in the second one of € 5.5 million for a specific contribution of € 0.75 million.

Source: Country Note Niger

South Africa: Providing access to basic schooling was not regarded as a key priority for either the
government or for donors and development partners. EC support in the years under review was
mainly targeted at assisting the government with addressing the vast backlogs and gaps /disparities in
educational provision. This emphasis on infrastructure development to accommodate imbalances in
provisions in South Africa is shown in EC support described in the following box. Successes, however,
have rather been limited: both the School Infrastructure Support Programme (SISP) and the school

7 Banque Mondiale (2009): Niger RESEN, 2009, version provisoire.
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infrastructure component in the ESSP (€ 27 million from 1998 to 2003) would have made some contri-
bution to addressing these backlogs, however minimally. The earlier school infrastructure component
in the Eastern Cape (under ESSP) appears to have been relatively successful, apart from some ad-
ministrative issues arising from the changes in the list of selected schools. As a result of mid-stream
modality changes and complexities of procurement, the larger SISP was significantly less successful,
with € 40 million of the initial € 66 million eventually de-committed. This resulted in only 27 of the tar-
geted 150 schools being completed, and only 18,000 learners benefiting, instead of the 100,000 en-
visaged.

Box 5: South Africa: EC support and role towards increasing access to basic education

The School Infrastructure Support Programme

Budget: € 66 million; later, € 40 million was de-committed

Financing Agreement: EC: December 2003, and by GoSA in March 2004
Duration: March 2004 to February 2009

Status: Completed

Obijectives:
e To contribute towards the reduction in the backlog in school infrastructure in specific school districts in
the Eastern Cape, KwaZulu Natal and Limpopo Provinces.

e To extend, renovate and refurbish facilities at 150 schools, with additional facilities to cater for the
needs of the community and vulnerable learners.

e Build considerable capacity to enable schools and their management structures to maintain the facili-
ties.

o To develop infrastructural management systems at national and provincial levels.
Results

By the end of the programme in February 2009, the SISP had improved 27 schools through the construction of
new facilities, renovation of existing facilities, provision of furniture and other moveable assets, through social
facilitation to building community ownership, and through training for staff and SGB in maintenance. The pro-
gramme has also provided advisory support, with respect to capacity building and systems development, to the
National Department of Education, and Provincial Departments of Education (in Limpopo, KwaZulu Natal and
Eastern Cape). A 2009 evaluation revealed that efficiency, effectiveness and impact has been severely com-
promised by the de-commitment of € 40 million. Instead of benefiting 100,000 learners, the SISP improved fa-
cilities at 27 schools and impacted positively on the lives of about 18,000 learners.

Education Sector Support Programme
Budget: € 28 million,

Financing Agreement: Signed in 1998
Duration: 1998 to 2002

Status: Completed

Despite its name, this project is not to be confused with the Primary Education Sector Policy Support pro-
gramme, which was launched in 2009. The ESSP had three distinct component: 1) education capac-ity build-
ing; 2) financial support to tertiary education; 3) education infrastructure. The support took the form of re-
sources to fund additional priority elements of the public education budget that the gov-ernment and the prov-
inces would otherwise have to forego, due to overall budgetary restrictions. The programme assisted the De-
partment of Education (DoE) in capacity building (support for the implementation of the SA Schools Act - Fi-
nance and Governance), financial support to tertiary education (bursaries administered through TEFSA - Ter-
tiary Education Fund of SA) and the upgrading of identified primary and secondary educational facilities
in the Eastern Cape. These support initiatives were proposed because of their priority in the education sector.
They are given special emphasis in the various existing education policy documents and the Reconstruction
and Development (RDP) White Paper.

The duration of the ESSP was scheduled to be 15 months from January 1998; the Financing Agree-ment was
signed on 26 May, 1998. This meant that implementation could only be scheduled to be 15 months after 26
May, 1998. An extension to the implementation period was granted until 31 December, 2000, and extended
again by a further 22 months to 31 December, 2002. A specific monitoring and reporting system based on de-
tailed work plans was foreseen in the Financing Agreement. The EC contribution to the ESSP was grant financ-
ing, initially to the amount of €23 million. After the mid-term review, an increase of € 4.6 million was granted to
finance the rehabilitation of 94 schools damaged by tornadoes. The implementing agency of the ESSP was the
National Department of Education, in collaboration with the Department of State Expenditure and the relevant
Provincial Departments of Education.

The programme was both evaluated and audited in 2003, highlighting the following issues:

e Project preparation was defective in a number of ways, particularly in terms of the mix of diverse pro-
jects under one programme, the unrealistic nature of the time frames specified in the Financial
Agreement, and certain elements of inflexibility in the project design. This is also a recurrent theme in
most other EC projects in the country.

e The programme intervention was highly relevant to the policy challenges in South African education.
General efficiency in systems and procedures was acceptable, with important exceptions. Communi-
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cation and approval procedures were slow, and communication and reporting protocols were, in some
instances, not followed. Efficiency in the school building component was poor, with significant devia-
tions from agreements.

e In terms of the various purposes of the three discrete interventions that constituted the ESSP, the
programme was, on the whole, effective.

e The impact of the support provided to National Student Financial Aid Scheme (NSFAS) is very posi-
tively assessed. It is more difficult to assess the impact of the support for the implementation of South
African Schools Act (SASA) because project monitoring was weak at the district and school levels.
However, the national Norms and Standards for School Funding (NSSF) were implemented in all
provinces, with greater or lesser degrees of success. As key data on school-related outcomes was not
obtained in the course of the school building intervention, the impact of this component of the ESSP is
assessed indirectly, based on local and international literature, which shows that learning outcomes
are positively affected by the condition of school buildings. It may be reasonably assumed that the in-
tervention in the Eastern Cape is no exception in this regard.

e Financial management and monitoring of the ESSP proved to be an additional burden on government
capacity. Overall efficiency in financial management and monitoring was compromised by the break-
down of the key oversight structure. Nevertheless, the close administrative and financial monitoring by
the DOE of the SASA intervention, and financial management of the support for NSFAS, were exem-
plary.

e The freezing of ESSP funds as a result of deviations from the agreements in the Eastern Cape school
building programme affected the programme as a whole. The audit (Deloitte and Touche) of the ESSP
found no serious financial irregularities.

e The NSFAS was a highly sustainable and replicable programme. The intervention in support of the
implementation of SASA was sustainable and replicable, as evidenced even today (2010).

In sum, the ESSP had very successful elements (NSFAS and the NSSF) that were piloted / scaled up, enabled
by EC funding, and thee programmes are still used in 2010. However, it also had serious challenges arising
from, for example, the school building programme, which was financed as a form of sector budget support to
Eastern Cape. Due to changed priorities in the selection of schools, the EC chose to freeze payments, and the
experience may have made the EC reluctant to promote the sector budget support. Hence, the next time the
EC provided support to school building (under SISP), the modality was a hybrid between project and budget
support — but, unfortunately, again with damaging consequences in terms of implementation efficiency and
effectiveness.

Source: Country Note South Africa

Tanzania: The education system is characterised by low retention rates and large regional disparities,
as well as late school entries. EC support has been provided to the first operational subsector pro-
gramme, ESDP. The programme under the 8" EDF intended to support the Government of Tanzania
in its objectives of expanding enrolment, increasing the capacity of the primary education system to
absorb an increased number of pupils and simultaneously provide better quality education (project
purpose), and support in its access component aimed at contributing to the decentralised implementa-
tion of the programme through the construction of classrooms. The PEDP review of 2004 noticed that
much had been achieved between 2001 and 2004. Schools were much better places to study in.
PEDP has been successful in ensuring that funding has reached school level, in increasing numbers
of classrooms constructed, textbooks procured and teachers trained. The MoEC publication on Basic
Statistics in Education for 2004 indicates that both gross and net enrolments have expanded substan-
tially — between 2001 and 2004, the GER rose from 85.4% to 106.3%.

Uganda: From 2000-01, EC support was through earmarked sector budget support (Support to Uni-
versal Primary Education — SUPE 2001-05), while a stronger focus on education was given in EC’s
Poverty Alleviation Budget Support programmes PABS 4 (2001-03) and PABS (2005-10) in EDF 8
and 9. The Government of Uganda, with concerted and co-ordinated donor support, has sustainably
organised a system that accommodated 7.2 million pupils, involving 127,000 teachers in 85,000 class-
rooms, and all on an equitable basis.””. SUPE arranged for 23,541 classrooms (+ 39%) to be built

During EDF 10, Uganda qualified as one of nine countries for an MDG contract. This contract was
proposed by the EC to Uganda because of its good track record in reducing the number of poor
among its population, from more than half in 1992 to less than a third in 2006. The ECA Audit referred
to the 9" EDF GBS programme with education indicators; ‘Net Enrolment Ratio and completion Rate
in primary education’. Overall, the picture related to the EC’s contribution is considered as mixed. Most
certainly, according to the report and confirmed by the EUD survey™, the EC - through its support to

" Ex-post ROM Report, SUPE, April 2007

2 The sole respondent of all EUDs indicating “to a very high extent” to the question on “EC’s contribution to im-
proving access” was the EUD Uganda. The EUD noted the fact that the EC was the lead donor for education be-
tween 2000 and 2001 and that the EC represented “the face” of other donors in relation to policy dialogue and
appeared to play the role of the most important education donor during the evaluation period.
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Education Sector Investment Plan (ESIP), education sector Medium-Term Expenditure Framework
(MTEF) and strengthening the capacity of the government for pro-poor policy development and im-
plementation, including education service delivery — has helped the government to maintain the mo-
mentum related to primary enrolment, which had started with the launch of UPE in 1997. It also as-
sisted in keeping costs for all pupils as low as possible - through, for example, school capitation
grants. While the achievements related to improved access — even though consolidating rather than
growing — are positive, the picture is far from positive with regard to completion.

Ghana: The EC has supported various GBS (total: € 182 million), currently through the MDBS. Accord-
ing to the Overseas Development Institute — Ghana Center for Democratic Development (ODI-CDD™)
MDBS evaluation of 2007, access to education services in Ghana has improved significantly over the
lifetime of the MDBS. A key factor in the expanded utilisation of primary education services, in particu-
lar in the more disadvantaged areas, has been the implementation of the Capitation Grants Scheme
and the abolition of levies. Effectively, it has now made public primary schooling free for all and has
been a major boost to enrolment rates. Alongside the improvements in enrolments, the report also
highlights that there is evidence that disparities across regions and between genders have reduced.
Improvements do not cover all indicators, but nevertheless show strongly favourable trends: In the pe-
riod 2003/04-2005/06, there was a significant narrowing of the disparity in primary Gross Enrolment
Ratios between the 40 most deprived districts and other districts. It has been suggested that “top-ups”
should be provided to the scheme so as to give higher per pupil allocations to schools with lower
numbers (where unit costs are necessarily higher), to schools where girls are significantly under-
represented, and to schools in disadvantaged districts, with a view to addressing disparities in educa-
tion provision more effectively. The overall scheme seems to have proved its efficiency as a mecha-
nism for transferring resources directly to schools, so such adjustments ought to be relatively easy to
institute, subject to the availability of budgetary resources. Moreover, the School Feeding Programme
has also had an impact on improving access for poorer learners. Originally targeted at one school in
each region (10 schools overall), then at one school in each district (138 schools), in 2007 it had ex-
panded to five schools in each district and was strictly targeted towards primary schools in the most
deprived areas.

In addition to the more detailed information and analysis above, some issues raised by the participants
in the video conferences highlight interesting aspects related to EC support aimed at enhancing ac-
cess to basic education:

e In Madagascar, although EC financial support to the education sector was only indirect through
GBS, the EUD emphasised that the support has contributed to increased access to basic edu-
cation, but had to neglect quality aspects in order to tackle the most problematic issue - ac-
cess to education for all, due to a significant increase in school-aged children. This underpins
our analysis regarding GBS access indicators triggering access — for example, for Ghana,
Burkina Faso and Niger.

e On the other hand, during the period under evaluation, project support was the only modality
being applied in Fiji and Papua New Guinea, with an emphasis on access. The EUD Fiji indi-
cated that EC support mainly upgraded existing school facilities (for example, through the pro-
vision of solar lighting) and helped provide better access to remote schools (through the pro-
vision of boats and vehicles to district officers). These are examples of where the project mo-
dality is used for enhancing access, as was frequently the case prior to 2000.

In the Dominican Republic, as confirmed by the Country Note, EC support has helped by increasing
budgetary resources available for innovation and investments, and in the specific case of reconstruc-
tion of schools in the Eastern Region, by providing school access to highly disadvantaged children.
Moreover, Sector Budget Support provided by the EC and the Technical Assistance (TA) provided
with the implementation of PAPSE have contributed to increasing access by substantially increasing
financial resources invested in education and allowing for the provision of added value to national in-
vestments. In fact, the resources mobilised by the EC have been invested 100% in innovation and the
upgrading of the education system. No evaluation is currently available, but goals measured by indica-
tors appear to have been substantially attained.

The following boxes provide snapshots regarding EC support towards increasing access to basic edu-
cation in the Dominican Republic.

> oDI (2007): Joint Evaluation of Multi-Donor Budget Support to Ghana, London 2007.
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Box 5: Dominican Republic: EC support towards increasing access to basic education - pro-
Jects

Project 1: Schools Reconstruction Programme

Budget: € 7.2 million

Financing Agreement: signed 20 January, 2000. Commission; GoDR 4 April, 2000

Duration: 1 January, 2000 planned to 17 October 2001; actual to 1 June, 2005

Status: Completed

The Reconstruction of Schools for basic education was designed to contribute to the social development
of the Dominican Republic, by means of supporting the government’s efforts to restore — in a sustain-
able manner - the functioning of basic education in the sub-regions of San Pedro de Macoris and Hi-
guey.

Access-related project objectives:

The rebuilding of 220 classrooms, able to serve better as shelters in case of emergencies;

The educational equipment and materials of 513 classrooms that was lost during the disaster.
Reconstruction of Schools in the Eastern Region (Phase II).

Budget € 1,960,000

Financing Agreement: signed 20" January 2000 by EC; GoDR 4" April2000

Duration: 1°t Jan 2000 planned 17" Oct 2001, actual to 1% Jun 2005

The Project was designed and is being implemented to contribute to the social development of the Do-
minican Republic in the field of education, with the aim of reducing the existing gap in basic education

facilities among rural and urban communities in marginalised rural and semi-urban areas, thus contribut-
ing to poverty reduction.

Project objectives:

The expected project results are the completion of civil works and handing over to the Government of 30
school buildings that could not be finalised under the previous Project of Reconstruction of Schools for
Basic Education and Increase of Disaster Preparedness in the Regions of San Pedro de Macoris and
Higuey (eastern part of the Dominican Republic) (8 ACP DO 013)

Activities were directly linked with construction works related to completion of the buildings.

Results achieved by the projects:

In the field of reconstruction, it cannot be said that EC support has worked properly. In fact, the school
reconstruction projects, both in the first phase (8 ACP 13 DO) and in the second phase (9 ACP DO), can
be characterised by several problems related to low quality of project design, incorrect technical deci-
sions, and, for the latter, by problems related to the aid modality (project support) that has produced a
duplication in structures and several delays in implementation. However, some 100 schools have been
built under the two projects.74

Source: Country Note
Box 6: Dominican Republic: EC support towards increasing access to basic education - SBS

SBS Support PAPSE Support Programme to Sector Policy in Education 2007-2010 (Sector
Budget Support)

Budget € 48.2 million, plus € 15.3 million from FLEX utility

Financing Agreement: signed March 2003

Duration: 1 January 2007 planned 31 December, 2009; actual to 31 December, 2010
Status: ongoing (last year)

Objectives:

The main objective of this programme is to improve the access of all to a basic education of recognised
and sustainable quality, while developing the efficiency and effectiveness of the sector conceived as a
multi-institutional system closely related to the national efforts of social and economic development.

The programme was aimed at achieving notable improvements in the basic education schooling level
achieved by cohorts of the corresponding age groups.

Among the EC support objectives and approach are eight results, one of which is directly related to ac-
cess: Result I: Progress towards the achievement of 2015 goal (MDG) on improved net completion rate
of basic education for the corresponding class of age (children from 6 to 14 years old) and improved
associated repetition, drop out and pupil/teacher ratios. The implementation modalities are those of Sec-
tor Budget Support Policy-centralised management. The management of the SBS is based on untar-
geted Sector Budget Support modalities. The disbursements take place every year over the duration of
the implementation period.

Source: Country Note

™ This is in sharp contrast to the Multiphase Programme for Equality in Basic Education funded by the IDB. It is
based on rural education, access and equality in marginal areas, improvement of the education management, and
a fund for innovations in education. Under this programme, 136 schools have been built, most of them in rural and
isolated areas and in marginalised communities where schooling opportunities were previously very scarce.
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2.2.7.3 European Neighbourhood countries

Tunisia has an excellent track record on primary education. The GER was far above 100% from 1999
(116%), and the subsequent decline (108% in 2007) is a consequence of efficiency improvements that
took place between 1999 and 2007, leading to a reduction of repetition rates. The 2007 net enrolment
rate can be considered as having reached universal access to primary education — namely, 98% for
girls and 97% for boys. The EC supported the reform for basic education, but that concentrated on
quality rather than access, given the high performance in terms of access.

The basic objectives of access to basic education were achieved in Tunisia before the Dakar confer-
ence. The basic education support of the EC (SBS) was mostly oriented towards quality improve-
ments. However, as highlighted by the country note, some specific components of the support were
dedicated to vulnerable children, whose access and retention has improved during the course of the
support — namely, children living in remote rural areas, pupils from low socio-economic background,
and children with physical handicaps.

Some important issues related to access were highlighted by the EUDs Morocco and Jordan during
the video conferences:

e Morocco: The EC support to the education sector contributed very significantly only in those
regions in which the support was focused, while it contributed only to a small proportion of the
overall sector budget. It can therefore not be classified as significant. In this context, it is inter-
esting to note that, in some focus regions, the EC programmes have been particular signifi-
cant and were taken as an example for the 2008 emergency education plan of the Moroccan
government.

e Jordan: The EC support has improved the quality in the education sector (primary and secon-
dary education), as access is (apart from a few exceptions) not a problem and coverage rate
is almost universal.

2.2.7.4 Latin America

Nicaragua has experienced slow but steady progress on enrolment rates and, according to official sta-
tistics, is achieving MDG2 goals. Figures show that the GER is very high, indicating over-aged children
in the system, and there is doubt about the reliability of population age data used as a basis for calcu-
lating NER and GER. At Central American level, Porta and Laguna (2006) identify Nicaragua as the
country of the region with the second greatest educational inequality. EC support to education in the
early period under review is characterised by the project approach, among which was mainly support
in the aftermath of Hurricane Mitch. From 2004, SBS in support of PAPSE (Programa de Apoyo a las
Politicas del Sector Educativo y Descentralisacion — Education Sector Policy Programme and its De-
centralisation) was given. The main objective of this support was to provide technical and financial as-
sistance to the government in order to support an education policy with more equity, and improved
quality standards to help eradicate one of the main problems that causes poverty and prevents the
development of the country. The emphasis was on policy development and quality, given that access
had been reasonably achieved.

From the video conference, the following additional insights were obtained on EC support to access
and enrolment in Ecuador and Paraguay:.

e Paraguay: The main focus in the education sector during the three years of GBS™ was to im-
prove the enrolment of the third cycle of basic education in 66 districts with the highest level
of poverty. Actions financed were, for example, the renovation of schools and school facili-
ties. For the Sector Budget Support Programme of 20097, the emphasis has shifted towards
quality issues.

e Ecuador. The SBS that started after 2007”” was mainly focused on access and coverage is-
sues. It was “an informed decision to focus more according to the needs on access and cov-
erage in the 1* phase of the SBS to the education sector’.

2.2.7.5 Fragile States

Eritrea has persistent low enrolment figures. EC support to basic education concentrated in EDF 7, 8
and 9 on construction and rehabilitation of schools through projects and assistance to NGOs. The EC

7 ‘Programa de apoyo presupuestario a la lucha contra la pobreza focalizada‘, ALA/2006/018-053

76 € 54 million, SBS to Paraguay, 2008
" j.e. after the period under evaluation.
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education sector horizon significantly changed in 2006, when a large commitment of € 53 million was
made to support the ESDP. The largest component focuses on improved access to education by con-
structing and equipping educational infrastructures.

In Somalia, the GER in primary education is very low, according to UNICEF, with figures for 2005-06
reaching 30%, and with a significant difference between boys (36%) and girls (24%). Education is cur-
rently a key sector for the EC. Historically, the EC, UNICEF and UNESCO have been supporting the
education sector since the outbreak of the civil war in Somalia. EC Somalia has been funding interna-
tional NGOs to assist local communities through the rehabilitation of their schools, as well as with the
overall management and operation of the schools. EC support to basic education is linked to plans
from 2008 onwards to expand the educational system in all three zones, focusing on access and eq-
uity. The EC plans to commit € 30 million for the sector-wide approach for Somalia. The proposed in-
tervention has three major results, focusing on: (i) capacity building; (ii) access and relevance; (iii)
pedagogical skills of teachers.

Pakistan can be seen as a good example of an appropriate EC response to conditions of political in-
stability, insecurity and natural disasters. The CSPs and NIPs strongly advocate assistance to the gov-
ernment in its efforts to accommodate MDG2 targets through ensuring access and quality primary
education for all, especially girls and those living in remote rural and disadvantaged areas. All EC
education interventions include components related to access and equity, as well as indicators that
include physical infrastructure development/rehabilitation. Monitoring and evaluation reports provide
clear indications that EC support has resulted in tangible impacts on access and enrolment. The fol-
lowing box provides a snapshot regarding the EC’s support and role towards increasing access to ba-
sic education in Pakistan.

Box 9: Pakistan: Overview of EC support and achievements related to access to education

Sindh Education Plan Support Programme (SEPSP)
Education Plan Support Programme

Budget: € 33 million. Remainder (June 2009): € 23.5 million (€ 9.5 million - first year tranche release paid Sep-
tember. 2008)

Financing Agreement: signed 12/12/06 by EC; 22/12/06 by Government of Pakistan (GoP)
Duration: 22 December, 2006 to 31 December, 2011
Status: Ongoing

The overall objective of the SEPSP is poverty alleviation in Sindh Province through accelerating progress and
reforms in achieving EFA goals. The purpose of the SEPSP is improved capacity at school, district and provin-
cial level to deliver quality elementary education services in an equitable way.

There are four pillars of the reform:
e Pillar 1 — Improving fiscal sustainability and effectiveness of public expenditure
e Pillar 2 — Improving education sector management.
e Pillar 3 — Improving access to quality schooling.

e Pillar 4 — Improving the quality of teaching and student learning, Northern Pakistan Education Pro-
gramme (NPEP)

Results:

In its first year of operation, the EC SEPSP faced delays in approving the first tranche release, but neverthe-
less assisted in establishing conditions for improving access and retention in general and to rural girls in par-
ticular. This has happened through its access and retention related DLIs/sub-programmes: district TOP; im-
proving efficiency and quality of school rehabilitation; stipends for girls in public schools; public-private partner-
ship in education; and leveraging the private sector to extend service delivery to underserved areas.

The sub-programmes in their totality aim at creating an environment conducive to the achievement of outcome
indicators: NER primary, primary school completion rate, and female-male ratio in rural Sindh. Targets for
2008-09 up to 2011-12 have been established and their achievement is being monitored through the WB/EC’s
JRMs.

Northern Pakistan Education Programme (NPEP)

Budget: € 19.306 million

Financing Agreement: March 2003 (by Aga Khan Foundation) and February 2003 (by EuropeAid)

Duration: May 2003 to May 2008

Status: Closed

Objectives:

To improve the access, quality and sustainability of education for in-school and out-of-school children and fe-
males, with increased gender equity and the participation of communities in Northern Areas and Chitral, and to
contribute, through these activities, to the socio-economic development of the region.

Results:

The TA Monitoring final report gave a solid overview of programme results related to major indicators and re-
sult areas.
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Major indicators:

Enrolment is up by 27.2% in the Northern Areas and by 36.2% in Chitral over the project period. This is higher
than the Logframe target of 25%. The increase added about 2% to the net enrolment rate In the areas covered
by the project.

Earthquake Emergency Assistance Project (EEAP)

Budget: € 30 million (EC contribution makes up 46.77% approx. of estimated. total of € 64.140 million)
Financing Agreement: Signed in December 2006

Implementing Agency: ADB

Duration: January 2007 to December 2009

Status: Closed

Objectives:

The education sector component (ESC) under the EEAP of ADB has the objective of re-establishing the social
infrastructures and related facilities to facilitate early recovery and rehabilitation of the affected population in
AJK by providing for their most needed primary and middle education requirements.

Results achieved:

The results were fairly poor in the end, with only nine out of 309 schools having been handed over (by Novem-
ber 2009), and the preparatory process of community mobilisation has only been completed in 165 School
Management Committees (SMCs).

Pakistan Education Programme in the Earthquake-Affected districts of NWFP and AJK

Budget: € 10 million (EC contribution makes up 21.45% approx. of estimated total of € 46.618 million)
Financing Agreement: Signed in August 2006

Implementing Agency: UNICEF

Duration: August 2006 to August 2009

Status: Running. Project extended for one year

Objectives:

Re-establishing delivery of existing basic services and strengthening and enhancing that delivery in ways that
extend the reach of services to marginalised and vulnerable groups/communities in affected districts, especially
to girls.

Expected Results:

400,000 primary and middle school children in school before the earthquake have been re-enrolled in school.
Approximately 30% of the children not enrolled before the earthquake are enrolled, including from marginalised
groups.

Results achieved:

By August 2009, in relation to Component 1, only 95 of the planned 500 permanent schools had been com-
pleted, 100 were under construction, and a further 45 were in various stages of site identification, tendering and
contract award. Also, 169 pre-fabricated schools had been completed and handed over to the beneficiaries.
The original target had been revised to build 240 permanent schools and 285 transitional schools, taking the
overall number of schools to be reconstructed to 525.

Source: Pakistan Country Note

2.3 JC22: Gender parity in enrolment to primary, lower secondary and upper
secondary education - (MDG 3) and (EFA 5)

Gender parity index GPI, gross enrolment ratio in primary and secondary education is the ratio of the fe-
(GPI), gross enrolment | male-to-male values of the gross enrolment ratio in primary and secondary educa-
ratio in primary and tion. A GPI of 1 indicates parity between sexes. (Data Source: UNESCO Institute of
secondary education Statistics)

GPI, gross enrolment GPI, gross enrolment in primary education is the ratio of the female-to-male values of
ratio in primary educa- | the gross enrolment ratio in primary education. A GPI of 1 indicates parity between
tion sexes. (Data Source: UNESCO Institute of Statistics)

GPI, gross enrolment GPI, gross enrolment in secondary education is the ratio of the female-to-male val-
ratio in secondary edu- | ues of the gross enrolment ratio in secondary education. A GPI of 1 indicates parity
cation between sexes. (Data Source: UNESCO Institute of Statistics)

This JC complements JC21 in the sense that it looks in more detail at the issue of gender parity for
most of the aforementioned indicators. It tries to capture the GPI for primary education and lower sec-
ondary education separately, and also considers information regarding upper secondary, as and when
data is available.

MDG 3-Gender Equality

Target 3.A: Eliminate gender disparity in primary and secondary education, preferably by 2005, and in
all levels of education no later than 2015.

Gender parity in education is so central to achievement of all MDGs that it was the only area for which
an earlier target date was set. UNICEF Progress for Children (2005) stresses that eliminating gender
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disparity is clearly a stepping stone towards the broader goal of education for all. This is reconfirmed
by the Commission Staff Working Document (2010), Progress Made on the Millennium Development
Goals and Key Challenges for the Road Ahead, stressing that “increased emphasis on equity and so-
cial justice is linked to MDG progress”, and adding: “Addressing gender equality and women's em-
powerment and marginalised groups by adopting a human rights-based approach to the MDGs also
addresses the social and structural barriers to progress on the MDGs. National capacities should be
built for disaggregated data collection.”

It noted that girls’ education has been expanding over the last decade. The Commission Staff Working
Document (2010, p.19) reveals that the gender gap is slowly closing in school enrolment in the devel-
oping world: “The NER for girls in primary school (as a proportion of boys’ NER) improved from a
global average of 88% in 1991 to 97% in 2006. However, completion rates are lower. In Sub-Saharan
Africa, school completion rates were as low as 55% for girls and 65% for boys in 2006.” This pattern is
confirmed by data analysed within the framework of this evaluation and originating from World Bank

EdStats, ECA reports, and data collected in the field visit countries.

According to the World Bank’s Global Monitoring Report 2009, the goal of gender parity in primary and
secondary education has seen relatively good progress and is expected to be achieved at the global
level”™. Almost two-thirds of developing countries reached gender parity at primary school level by
2005, and the MDG 3 target of achieving gender parity in primary and secondary education can be
met by 2015. However, Sub-Saharan Africa is likely to fall short, even though it is making notable pro-
gress™.

The following figure depicts the ratio of female-to-male enrolment for 2006, at primary, secondary and
tertiary levels. At a more specific level, and according to the WB’s GMR 2009:

e Overall, most progress in achieving gender parity has been made at the primary level.

e FEast Asia, the Pacific, Europe and Central Asia, Latin America and the Caribbean have made
fairly good progress at all education levels.

e FEast Asia, the Pacific and Europe and Central Asia are close to reaching the gender parity
target for all education levels.

e The Latin America and Caribbean region is well on track to achieve the target at the primary
level, but gender bias against boys is apparent at the secondary (and tertiary levels).

o Regions with higher primary and secondary gender parity ratios have exhibited better per-
formance at the tertiary level. South Asia and Sub-Saharan Africa lag behind at all levels for
this target, particularly at the tertiary level.

Figure 5: Ratio of female-to-male enrolment for 2006
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Source: World Bank (2009): Global Monitoring Report 2009, http.//dx.doi.org/10.1596/978-0-8213-7859-5 F11

Looking into regional trends towards achieving MDG3, the following table again clearly shows that al-
most half of the Sub-Saharan African countries are off track, or even seriously off track. It should be

"® World Bank (2009): Global Monitoring Report 2009, p. 3
" World Bank (2009): Global Monitoring Report 2009, p. 19
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noted that combining primary and secondary education for some countries masks gender bias at ei-
ther the primary or secondary level of education. This progress assessment also does not take into
account the gender bias for boys, but male under-enrolment is a concern in many countries, especially
at secondary level.

Table 11: MDGS3: Proportion of countries on track to achieve gender parity in education (pri-
mary and secondary)
EAP ECA LAC MNA SAS SSA FS

13 17 25 7 5 14 6
On track 2 1 0 3 1 6 5
Off track 1 3 2 0 0 3 1

1 0 0 2 14 10
No data 6 3 2 1 1 10 12
Source: World Bank (2009): Global Monitoring Report 2009, http.//dx.doi.org/10.1596/978-0-8213-7859-5 F12
EAP East Asia & Pacific MNA Middle East & North Africa
ECA Europe & Central Asia SAS South Asia
LAC Latin America & Caribbean SSA Sub-Saharan Africa
Figure 6: Gender parity, primary and secondary, by percentage of countries
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Source: World Bank (2009): Global Monitoring Report 2009, http.//dx.doi.org/10.1596/978-0-8213-7859-5 F12

Under JC 21, trends in enrolment and primary completion have been presented both aggregated and
disaggregated for males and females. For all desk study countries, progress towards gender parity
was described.

For those countries where the MDG had not met the targets in 2005 (Ghana, Mozambique, Bangla-
desh, India, Pakistan), the CSPs for the period 2008-13 of Mozambique, Bangladesh and Pakistan
reconfirm that MDG goals 2 and 3 will be very difficult to achieve unless extra efforts are made and/or
there is a drastic change in the government’s approach to social development. For India, the CSP
2008-13 confirms that the national government has already launched the Sarva Shiksha Abhiyan
(Education for All) programme, which provides a comprehensive policy and budgetary framework for
achieving these goals. Sarva Shiksha Abhiyan is supported by the EC, DfID and the World Bank, and
takes important steps towards accommodating the MDG targets, giving rise to substantial improve-
ments in moving towards accommodating MDG3. In Mozambique, according to Ministry of Education
(MEC) data, there was, still in 2007, a slight variation between boys (97.1%) and girls (93, 1%) in pri-
mary enrolment. Ghana is now judged to be on track to achieving MDG3 targets in primary enrolment
by 2015.

Failed/fragile states are lagging far behind in meeting MDG3 targets. For those failed/fragile states
among the desk study countries, progress can be summarised as follows:

e Eritrea: A DfID Key Fact Sheet on Progress towards Millennium Development Goals notes that,
since 1999, the gender parity index in education has remained stable at around 0.8, meaning
that a higher proportion of school-aged boys are in primary school than school-aged girls. This
is below the Sub-Saharan African average, and the inequality is greater at the secondary level.
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e Liberia: The gender gap in education is showing progress in the early grades, but the gap in-
creases at successive levels, especially at lower secondary.®

e Pakistan: Great difficulties will be faced in meeting MDG3 unless there is a significant reduction
in gender gaps, with policy measures established specifically addressing gender inequalities.®

e Somalia: The GER in primary education is very low, according to UNICEF, with figures for
2005-066 reaching 30%, and with a significant variation between boys (36%) and girls (24%).

2.3.1 1-221: Ratio of girls to boys in primary and secondary education / GPI

The following table shows the GPI for primary and secondary education for the desk study countries.

Table 12: Gender Parity Index in primary and secondary education (2000 and 2007, desk study
countries)
YR2000 YR2007
Primary | Secondary | Primary | Secondary
Asia
Bangladesh 1.02 1.07 1.05
India 0.84 0.71 0.97 0.86
Indonesia 0.97 0.95 0.96 1.00
Tajikistan 0.93 0.86 0.96 0.84
Vietnam 0.95 0.91
Sub-Saharan Africa
Botswana 1.00 1.05 0.98* 1.06*
Burkina Faso 0.71 0.66 0.84 0.73
Ghana 0.93 0.82 0.99 0.88
Mozambique 0.75 0.63 0.87 0.73
Niger 0.69 0.60 0.74 0.61
South Africa 0.95 0.96 1.05
Tanzania 0.99 0.98
Uganda 0.94 0.77 1.01 0.83
Latin America
Argentina 0.98 1.05 0.98* 1.12*
Nicaragua 1.01 1.17 0.98 1.13
Caribbean
Dominican Republic 0.97 1.23 0.94 1.20
Jamaica 1.00 0.97 1.04
European Neighbourhood countries
Tunisia 0.95 1.06 0.97 1.10*
Russian Federation 0.99 1.00 0.98
Fragile States
Eritrea 0.82 0.69 0.83 0.71
Somalia 0.59
Pakistan 0.68 0.82 0.76
Occupied Palestinian Territory 1.00 1.00 1.06

Source: World Bank Edstats
Note: When 2007 data was not available, 2006 data was used, indicated with an asterisk

With regard to the issue of gender parity, and based on statistics and information originating from edu-
cation country profiles (see, for example, Country Notes), the following complements what has already
been said above: There is an overall trend towards gender parity in primary education, but there are
still large gaps to overcome in terms of gender parity in secondary education. Most countries in the
sample have reached gender parity in primary education, with the exception of Burkina Faso, Niger
and possibly Mozambique. All fragile states are lagging behind in terms of primary schooling gender
parity, apart from the Occupied Palestinian Territory.

8 United Nations Development Assistance Framework Liberia 2008-2012

8 Memorandum to the DCI Committee Annual Action Programme covering the programming documents CSP and
MIP for Development Co-operation Instrument for Pakistan for 2007.
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Even though improvements have been made with relation to gender parity in secondary education,
within much lower gross enrolment rates, the gender parity pattern looks bleak in most Sub-Saharan
African countries, apart from Botswana and South Africa. Despite obvious improvements, data ana-
lysed also shows that girls are still disadvantaged and are over-represented in the group of out-of
school children and in those dropping out.

In Asia, there is overall progress in both primary and secondary GPI, with Indonesia and Bangladesh
nearing or having achieved gender parity in primary and secondary education. Bangladesh, according
to the PRSP, has successfully achieved gender parity in primary and secondary education. In the for-
mal primary sector, government has a high success in achieving gender parity, with increasing enrol-
ment of girls in primary schools.

India has made strong progress. The IDA report, Making Elementary Education Work, claims that
throughout Sub-Saharan Africa, universal access was almost achieved in 2008, with more than 98%
of children having a primary school within reach of home, and many states either approaching the
level of universal primary enrolment or having already achieved it.

On the other hand, Vietnam has problems in reaching out to the 10% of girls not enrolled, and Tajiki-
stan is showing a slight decrease in GPI for secondary education. Especially girls from the lowest
quintile and in remote poor areas do not enrol; girls make up about 70% of primary school dropouts
and non-attendants (see CSE Vietnam).

In Sub-Saharan Africa, gender parity is following patterns corresponding to the scale of socio-
economic development, with medium development economies Botswana and South Africa having
achieved gender parity in primary and secondary education. In 2001, South Africa had a GPI of 1.00,
ranging from 0.95 for primary and 1.10 for secondary schooling, indicating that boys constitute the ma-
jority of those dropping out in the higher grades. By 2007, the situation had not changed much, with a
GPI at 1.01, ranging from 0.98 for primary and 1.10 for secondary. It should be noted that the Gov-
ernment of South Africa has established a programme directed at girls, the Girls Education Movement
(GEM), which aims to enhance the experience of girls in schools and ensure sustained access and
retention of girls in schools.*

Ghana has made solid progress and has achieved gender parity in primary education. This is also the
case in Uganda and Tanzania, although there are still backlogs in secondary education parity. The
PEDP review report (2004) underscores the importance of widening access to primary education to
increase overall gross and net enrolment of girls and boys.

The low human development status of Burkina Faso and Niger is reflected in low gender parity scores
both in primary and secondary education, even though much progress has been made. A comparable
pattern applies to Mozambique, which shows huge gender disparities in access to education, with
43% of pupils being female in 2003 for the first level of primary education and 40% for the second
level.

Latin America and Caribbean countries have reached gender parity in secondary and virtually also in
primary education. According to the County Note, the gender structure of enrolment in the Dominican
Republic favours boys over girls, regardless of the geographical region they inhabit. For the year
2008-09, the school attendance rate of the population of children aged 6-17 reached 85% for girls and
89.2% for boys, with gender parity at 0.94 - that is, for every 100 boys in the age range 6-17 attending
school, there were 94 girls.

As for European Neighbourhood countries, both in Tunisia and the Russian Federation gender par-
ity is being achieved. In Tunisia, not only has gender parity been achieved at primary level (which was
already the case at the beginning of the millennium), but also girls’ participation at the subsequent lev-
els is higher than that of boys, with 66% of girls having access to secondary education (64% for boys),
and 25% having access to higher education (21% for boys). In this respect, Tunisia has a gender
composition close to that of many European countries, where girls show a higher level of cognitive
performances.

Even though progress is noted, the gender parity pattern for fragile states looks bleak:

e Countries with high inequality levels due to social or political unrest and low human develop-
ment status, such as Eritrea (62% for males and 52% for females in 2007), still demonstrate a
fairly high discrepancy between female and male enrolment levels

e In Liberia, the gender gap in education is narrowing in the early grades, but the gap increases
at successive levels, especially at lower secondary, when more girls than boys drop out. Fe-

8 South Africa Country Note
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male teachers constitute 12% of those teaching in primary education and 4.7% of teachers in
lower secondary education®.

e In Somalia, gender parity rates are weak, with enrolment gender parity rates for pri-
mary/secondary schools at only 0.55%. Girls often have to leave school before completing, due
to marriage or financial reasons. Gender parity will be a major challenge for Somalia, espe-
cially in view of the large nomadic population.

e Pakistan still has a long way to go to achieve gender parity in primary and lower secondary
education, even though, in comparison with 2000, substantial progress has been made. In
2005-06, the share of female participation in primary education stood at 43% and in secondary
education at 58%. At the national level, gender parity in female teachers was not achieved
(36.25% female teachers in primary schools).

From the analysis made®, the issue of discrepancies between urban and rural and between in-
country regions in terms of gender parity appeared to emerge as one of the most decisive issues
for most countries. For example:

o Asia:

o In Vietnam, problems were identified in the Northern Uplands, and so special projects
were launched to address the minorities and disadvantaged groups living in these re-
gions (see JC24 for more on disadvantaged groups);

o In Indonesia, gender parity has been reached in Java and urban areas, but the coun-
try faces constraints in backward regions in the Eastern areas. At junior secondary
level, the net enrolment rate in the poorest poverty quintile in 2005 was around 50%,
compared to 70% in the richest quintile;

o In India, amid robust achievements related to enhancing access, strong regional dis-
crepancies are noted, and sometimes coincide with discrepancies between districts
within states and blocks within districts, with regard to enrolment of girls, scheduled
castes (SC) and minority tribes (ST).

o Sub-Saharan Africa:

o In Botswana, there is generally good parity across all levels, but rural areas appear to
be faring less well than urban or semi-urban areas.

o In Ghana, girls’ enrolment is still an important issue in the three regions of the north -
particularly in the Northern Region, where junior secondary schools are few and far
between - but girls’ enrolment and gender parity show more significant improvement
in these areas, compared with the national average.

o In Mozambique, official government statistics on education show an important reduc-
tion, compared to 2003, in the gender gaps among the provinces. However, comple-
tion rates vary considerably, with a high rate of completion in Maputo City (121.8%)
and a much lower one (60%) in Zambézia Province®.

e In Latin America, there is evidence in Nicaragua of disparities in access to education in terms
of the area of residence (to the detriment of rural areas), and even more so according to the
socio-economic standing of families.

o In fragile/failed states, at the education district level in Liberia the enrolment of girls is alarm-
ingly low in Central Kpanyan (Sinoe County), with only 51 girls enrolled for every 100 boys. On
the other hand, in the Greater Monrovia education district, there are 105 girls enrolled for
every 100 boys. In general, the enrolment rate of girls in many of the education districts is wor-

rying.

8 Government of Liberia, Ministry of Education (2009): A system in transition. The 2007/08 National School Cen-
sus Report

8 Eurotrends (2009), Country Report for Somalia, ‘Study on Governance Challenges for Education in Fragile
Situations’, p. 10.

8 Especially from the analysis of EC CSEs and from the country notes

% See: http:/mz.one.un.org/eng/What-we-do/MDG-2-Achieve-Universal-Education
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2.3.2 1-222: Gross Enrolment Ratio (GER) in primary and secondary education

GER in primary and secondary education is presented in the following two tables. When interpreting
GER for secondary education, it should be stressed that the data relates to secondary education as a
whole, with no distinction made between lower and upper secondary education.

Table 13: Gross enrolment rate (%) in primary education (2000 and 2007, sample countries)

Country Name YR2000 YR2007
F M T F M T

World 95 [ 103 | 99 | 104 | 108 | 106
Europe & Central Asia 99 | 103 | 101 97 | 99| 98
Middle East & North Africa 93 (104 | 98 | 104 | 107 | 106
Sub-Saharan Africa 74| 87| 80| 92| 101 96
South Asia 82| 98| 90 | 105 | 110 | 108
East Asia & Pacific 111 | 110 | 111
Latin America & Caribbean 119 | 123 | 121 | 115 | 119 | 117
Asia
Bangladesh 97 | 91 94
India 86 | 102 | 94 | 111 | 115 | 113
Indonesia 111 | 115 | 113 | 118 | 123 | 121
Tajikistan 95 (102 | 98 | 98 | 102 | 100
Vietnam 104 | 109 | 106
Sub-Saharan Africa
Botswana 106 | 106 | 106
Burkina Faso 37 52 | 45 61 73 67
Ghana 81 86| 83| 99| 100 | 99
Mozambique 64 | 8 | 75| 102 | 118 | 110
Niger 26 | 38| 32| 45| 61 53
Somalia 154 | 26 21
South Africa 103 | 109 | 106 | 103 | 106 | 105
Tanzania 68 69 | 68| 109 | 110 | 110
Uganda 124 | 131 | 127 | 118 | 117 | 117
Caribbean
Dominican Republic 109 | 112 | 110 | 105 | 112 | 108
Jamaica 9% | 96| 96 | 89 | 91 90
Latin America
Argentina 114 | 116 | 115
Nicaragua 101 | 100 | 101 | 115 | 118 | 116
European Neighbourhood countries
Tunisia 112 | 118 | 115 | 106 | 109 | 108
Russian Federation 105 | 107 | 106 | 97 | 97 | 97
Fragile/failed states
Eritrea 52 63 58 52 62 57
Somalia 154 | 26 21
Pakistan 56 | 82| 69| 76| 93| 85
Occupied Palestinian Territory 108 | 108 | 108 | 80 | 80 | 80

F=Female; M = Male; T = Total
Source: World Bank Edstats
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Gross Enrolment Rate in lower secondary education by gender 2000 and 2007 (sam-
ple countries)

Country Name YR2000 YR2007
FIM|T F M T

ASIA
Bangladesh 44 | 44 | 44 | 45 | 43 | 44
India 38 | 54|46 | 52 | 61 57
Indonesia 55 (58|56 | 76 | 76 | 76
Tajikistan 68 |80 |74 | 76 | 91 84
Vietnam 62 | 68 | 65
Sub-Saharan Africa
Botswana 78 | 74 | 76 | 82* | 78* | 80"
Burkina Faso 8 |13 10| 13 | 18 16
Ghana 36 |44 |40 | 49 | 56 | 53
Mozambique 518 |6 |15 | 21 18
Niger 5|18 |7 8 13 | 11
South Africa 90 (81|86 | 97 | 93 | 95
Tanzania
Uganda 14 (18 |16 | 21 | 25 | 23
Latin America
Argentina 90 | 86 | 88 | 90* | 80* | 85*
Nicaragua 57149 |53 | 73 | 65 | 69
Caribbean
Dominican Republic 64 |52 |58 | 83 | 69 | 76
Jamaica 88 |86 |87 | 92 | 88 | 90
European Neighbourhood countries
Tunisia 78 | 74 | 76 | 91* | 83 | 90
Russian Federation 83 | 85 | 84
Fragile States
Eritrea 20|29 | 25| 28 | 40 | 34
Somalia
Pakistan 28 | 37 | 32
Occupied Palestinian Territory 85 (80|82 | 95 | 90 | 92

Source: World Bank Edstats

Note: 60 was taken as the threshold. No data available for countries
where no figures are depicted.

The following trends can be observed:

e In Asia, large progress has been made overall in the primary GER of all countries, but much
effort is still required to universalise secondary education for girls. Secondary education GER
for women in Bangladesh stagnates in 2007 - in comparison to 2000 - at the low level of 45.
The rate increases strongly in Indonesia to 76 for boys and girls, while in India and Tajikistan
discrepancies remain in enrolment between boys and girls.

(o]

In Bangladesh, the Sixth Five-Year Plan (2003-08) includes the target of increasing
participation of girls, through stipend programmes, in all levels of secondary educa-
tion. The introduction of free education for girls up to Grade 10 and the provision of fi-
nancial assistance for girls in rural areas have accelerated enrolment and improved
the completion rate of girls, both at primary and secondary levels of education. Girls’
enrolment consistently increased between 1985 and 2000, from 37% to over 50%.
Since 2001, the gender gap has been closing. In 2005, the number of enrolled girls
stood at 8.1 million out of the total of 16.2 million (Directorate of Primary Education
(DPE) Baseline data of 2005).The survival rate of girls (56.1%) was higher than for
boys (51.7%). (see Country Note);

In India in particular, access to education for girls and rural children has been im-
proved, albeit from a very low starting point. A decreasing gender gap in enrolment
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can be observed, with NER for girls in 2007 at 88 - only 3 per cent lower than for
boys;

o In Indonesia, the ESR¥ confirmed that enrolment expansion closed the gap between
male and female students and across income groups at the primary level. Income eg-
uity and gender gaps remain an issue at junior and senior secondary levels.

e In Sub-Saharan Africa, primary GER for girls is above 100 - consolidating in South Africa
and Botswana, and high and increasing in Ghana. It is increasing strongly at solid levels in
Mozambique and Tanzania. In Burkina Faso and Niger, it is also strongly increasing, but still
remains at an unacceptably low level. It is, however, declining from relatively high levels in
Uganda. GER secondary for girls has shown much less progress in most Sub-Saharan Africa
countries. Only in South Africa and Botswana has GER for both girls and boys increased, from
the already high levels in 2000 - leading in 2007 to proportionally more girls than boys being
enrolled in both countries. Ghana increased its GER from 40% in 2000 to 53% in 2007, with
girls being under-represented (49). In all other countries, the extended view of basic education
has not materialised in general, and certainly not for girls, with Uganda having a girls’ GER of
21 at secondary level and Niger having a rate of only 8.

The following box illustrates the magnitude of the problem, and some of its reasons, for two
Sub-Saharan African countries that are considerably lagging behind with regard to GER in
secondary education.

Box 10: Developments related to GER in secondary education in Burkina Faso and Niger

In Burkina Faso, according to the PDDEB data, the gaps between the GIR, as well as the GER for girls, com-
pared to the global rates have decreased from 6.6% in 2001 to 2.7% in 2008 for the GIR and from 6.5% to 3.6%
for the GER over the same period. However, these gaps have increased in the PDDEB’s 20 priority provinces,
from 11.7% in 2001 to 17.8% in 2008 for the GIR and from 15.2% to 16.6% for the GER. Disparities between
boys and girls are more significant in terms of drop-out/completion rates of primary education than in the rate of
access to primary education. This is particularly the case in rural areas, where drop-out rates from primary educa-
tion are significantly higher for girls than boys, although the primary completion rate for girls was only 12% in
2007. According to UIS, the GER for girls in primary education increased from 36% to 68% between 1999 and
2008. The GER for girls in secondary education increased from 7% to 16% over the same period. The final
evaluation report of PASEB states that the girls’ GER is far below national average.

In Niger, the GER for girls increased from 33.3% to 51.1% between 2001-002 and 2007-08, compared to a global
increase from 41.7% to 62.8% over the same period. However, GER disparities between girls and boys are
strong. In 2005-06, the GER was 44% for girls and 63% for boys. A constant 19-point gender gap has been noted
over the entire period. The first phase of PDDE (2003-07) targeted an increase in the proportion of girls enrolled
in basic cycle 1, from 39.8% in 2002 to 43% in 2007, as well as the GER for girls from 33.3% in 2002 to 56% in
2007. In this first phase, only € 81,000 was actually spent for the promotion of girls’ enrolment, which represents
7% of the planned budget. This situation shows the difficulty of introducing gender components into educational
policies in Niger, both for the Government and DPs. The resources initially planned for this component, even if
they had been consumed, would certainly not have produced a significant impact, because they were insufficient
to affect the various constraints to girls’ access to education. According to UIS, the GER for girls in primary edu-
cation increased from 24% to 51% between 1999 and 2008. The GER for girls in secondary education increased
from 5% to 8% over the same period.

There are many institutional constraints to overcome in order to achieve equal opportunity for girls to go to school
and receive an education of quality. According to the ECA report, in addition to the economic causes (the oppor-
tunity cost of girls’ work), girls’ under-enrolment is mainly explained by socio-cultural causes, including:

e the promotion of women's reproductive role and early marriage;

e strong inequalities in the division of labour, and gender stereotypes at family level;

e the bad perception communities have of schools (uprooting, acculturation, etc);

e alow representation of women in decision-making bodies, because of their social status.
Some other institutional factors have also a negative impact on girls’ enrolment, such as:

e the co-existence of several types of rights, with the pre-eminence of customary and Muslim laws on con-
stitutional law, which limits the effects of the principle of equality in national legislation and in interna-
tional texts ratified by Niger;

e lack of structures in high school - e.g. boarding schools for girls from rural areas;
e the low number or even absence of female teachers in rural areas;

o the weak knowledge, within national capacity, about the tools related to gender and the need to take
them into account in policy formulation.

Source: Country Note Niger, ECA Burkina Faso, 2010

¥ MONE (2004): Education in Indonesia; Managing the Transition to Decentralisation, Education Sector Review,
Jakarta.
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0 In Ghana, junior secondary school (JSS) enrolment growth increased by 8.60% be-
tween 2001-02 and 2003-04. JSS enrolment growth for girl students has been posi-
tive, with increases of 4.39% in 2003-04 and 9.67% over the period 2001-02 to 2003-
04. However, these increases failed to match an increase in male enrolment of 9.99%
over the two-year period. As a result, the JSS Gender Parity Indicator fell marginally
from 0.886 to 0.883.

o In Tanzania, at secondary level, where enrolment had been very low, a major im-
provement has taken place, with rates doubling. GER for 2000 was 7.1%, but by 2006
had risen to 14.8%. There is close to parity of female teachers in primary, while in
secondary there was an improvement from 28.2% to 34.9%.

e In Latin America and the Caribbean, the female GER for primary and secondary is increas-
ing, but decreasing for boys, leading in Argentina, Nicaragua, Dominican Republic and Ja-
maica to an over-representation of girls in secondary education. In the Dominican Republic,
according to the Country Note, enrolment favours boys over girls, regardless of the geo-
graphical region they inhabit. For the year 2008-09, the school attendance rate of the popula-
tion of 6-17 year olds reached 85.0% for girls and 89.2% for boys, with gender parity is 0.94 -
that is, for every 100 boys in that age range 6-17 attending school, there are 94 girls. In gen-
eral, no significant differences were found between educational regions, since they have more
or less homogeneous layers of population and this makes the net attendance rates in primary
school similar.

o As for European Neighbourhood countries, Tunisia and the Russian Federation have
achieved education for all and gender parity in primary education. In secondary education,
Tunisia can boast of remarkable achievements, with a total secondary GER of 90%, and girls
slightly over-represented. The Russian Federation has an overall GER secondary of 84%, with
boys being slightly over-represented. According to the Country Note for Tunisia, the ratios of
girls to boys in primary and secondary education reached the parity objective at the beginning
of the new millennium. As girls perform better in the course of lower secondary, they are sig-
nificantly more represented than boys in upper secondary.

o All fragile states have made progress in providing access to primary education for all children
in general, and for girls in particular. The situation in Somalia and Eritrea is alarming, with ex-
tremely low levels of enrolment in primary education. Pakistan and Liberia have better track
records with regard to access of girls to primary education, even though girls are lagging be-
hind compared with boys. Girls’ access to secondary education is extremely low in all fragile
states covered in this evaluation, and within these low GERs there is a strong over-
representation of boys.

According to the Country Note, Pakistan has made good progress in terms of increasing pri-
mary and secondary GER, as well as progress towards achieving gender parity in primary
education. According to the figures, females are over-represented in secondary education
(58% in 2005-06), although the participation rate in secondary education is still very low, and
girls are under-represented in primary education (43%)%. In Liberia, the gender gap in secon-
dary school attendance is particularly high in rural areas, with a low 6% net attendance ratio
for females and 13% for males. In urban areas, this gap is much smaller (29% and 32% re-
spectively).®

2.3.3 EC Contribution

From the desk analysis, underpinned by the field visits to six selected countries and the analysis of
ECA reports, it appears that the EC has played a catalytic role and sometimes has provided direct
support in contributing — often in close co-operation with development partners — to partner country
programmes in support of their commitment to achieving MDG3 targets.

Given the fact that EC education policies and strategies can be labelled pro-poor and gender-
sensitive, EC support has assisted partner country governments in strengthening strategies and re-
source allocation mechanisms in gender-fair ways. That is the case where existing gender equality
policies are considered to be high (Botswana) and where the EC has assisted in strengthening strate-
gies contributing to better gender parity in enrolment. Where there was limited consideration of gender

8 Adapted from tables of the EFA Mid-Decade Assessment Report MOE GOP 2008

8 Presentation by the Hon Minister Jerolinmek Piah, Ministry of Gender and Development, Govt. of Liberia, Janu-
ary 26, 2009
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issues in education policy, the EC has contributed, through policy dialogue, to an enhanced main-
streaming of gender issues in primary education (Tanzania). In most countries, access indicators in
variable tranches for budget support are systematically disaggregated by gender.

In countries where higher inequality levels exist, such as India, Bangladesh and Vietnam, especially
among the poor due to caste/ethnicity issues, EC support has targeted improving the situation for
women and the poorest segments in society. All of the aforementioned Asian countries analysed have
integrated gender as a cross-cutting issue into programme design and implementation, and also pro-
duce gender disaggregated data. Moreover, they targeted the increase of girls in primary education.

Where there are cultural constraints, sometimes as a result of ethnic or religious beliefs or prejudices,
EC support has tried to remove these barriers by mobilising NGO resources - in India, through the
Aga Khan Foundation (PESLE) in Pakistan, through the Northern Pakistan Education Project; and
through BRAC in the Non-Formal Education Programme in Bangladesh. Also, in Somalia, NGOs were
used as a vehicle to enhance equity considerations in basic education.

The mobilisation of NGOs for targeted support was also highlighted in the survey by the EUDs in India
and Bangladesh (the results of which were later mainstreamed in Sarva Shiksha Abhiyan), including
major education programmes targeting excluded castes. The Nicaragua EUD mentioned the use of
gender disaggregated data to monitor social improvement under sector budget support, encouraged
by the budget support group of donors from 2005.

Enhancing training and deployment of female teachers is benefiting from EC support through the
PROMOTE project in Bangladesh, but efforts were also made within the framework of the budget sup-
port to the government of Sindh province in Pakistan.

Examples are outlined or further elaborated below:

2.3.3.1 Asian countries

The Bangladesh CSE (2003), which covers only an early part of the period under evaluation, already
showed that non-formal primary education support funded by the EC had increased girls’ enrolment
rates. EC support to projects implemented by NGOs was focused on efforts to assist areas of low en-
rolment. A BRAC report states that with the “support of donors, education has been provided to the
most marginalised and the hardest-to-reach segments of society” (BRAC 2004-2009). BRAC alone
helped 1.3 million children to graduate during 2004-09, of which 66% were girls. Moreover, in the for-
mal primary sector, the government has a high success rate in achieving gender parity, with increas-
ing enrolment of girls in primary schools.

The EC contribution through BRAC (2001-04) contributed significantly towards achieving gender parity
in the recruitment of female teachers. PRIME® (Primary Initiative in Mainstreaming Education) was
initiated by BRAC during 2001-04 with the additional funding of EC support, and with the objectives of
developing the capacity of primary school teachers in the formal system, mobilising communities and
operating pre-schools. This support contributed to sensitising government to the need establish
government-NGO partnerships for school capacity building, thereby facilitating access to education.
This is a real contribution in establishing a strong linkage with government. It also suggests that the
government has recognised the significance of NGOs’ role in the effective provision of education for
the disadvantaged group.

Another example of how EC support in Bangladesh helped to address gender-related issues is
PROMOTE, a project with an EC contribution of € 28.82 million, implemented between July 1996 and
December 2005.The main objective of PROMOTE was to motivate, train and employ female teachers
in rural secondary education. About 5,000 female secondary teachers were trained and employed,
while 11 resource centres and 162 hostels for female secondary teachers were set up. When the pro-
ject ended in 2005, the EC continued, up to 2009, the support to teachers for permanent posts with
salary subventions up to 2009. The aim of PROMOTE was to facilitate a more gender-sensitive, equi-
table society by promoting girl-friendly secondary schools (See Bangladesh Country Note).

In India, the main support mechanisms in education over the evaluation period have been the DPEP
and the Sarva Shiksha Abhiyan Programme, and both were strong mechanisms for enhancing gender
equity in primary and elementary education. The DPEP was designed to help achieve the objective of
Universal Elementary Education (UEE), outlined within the policy framework of the revised National
Policy on Education 1986 (as updated in 1992) and the Programme of Action 1992. The purpose of

% PRIME (Primary Initiative in Mainstreaming Education) was launched to improve NFPE’s relationship and co-
operation with government in primary education; 16,000 pre-primary schools were opened under this component
in order to facilitate enrolment in government primary schools.
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the Sarva Shiksha Abhiyan programme is an improved and sustainable UEE system with adequate
facilities for eight years of elementary schooling of satisfactory quality, the provision of alternative
schooling facilities in unserved habitations, effective pedagogical interventions to make school “attrac-
tive”, and the provision of adequate and context-specific initiatives to promote equity by targeting the
most deprived children. Sarva Shiksha Abhiyan’s MDG3-related aims were to bridge all gender and
social category gaps at primary stage by 2007, and at elementary level by 2010.

The CSE India emphasised that DPEP support had produced barely any changes in gender inequality
levels in EC-supported districts, with Jyotsa Jalan and Jelena GIinskaya91 (2003) claiming a virtual
absence of any programme impact on female children. However, substantial progress towards gender
parity has been made under Sarva Shiksha Abhiyan. This is also confirmed by the Commission Staff
Working Document (2010, pp.21): “Two specialised schemes for girls, concentrating on educationally
disadvantaged 'blocks', have helped to accelerate girls’ enrolment and participation. As a result, the
gender parity index rose from 0.90 in 2003-04 to 0.94 in 2008-09 at primary level and from 0.82 and
0.91 at upper primary level over the same period. The percentage of girls out of school has declined
from 7.9% (2005) to 4.6 % (2009). Particularly noteworthy is the progress made by some of the more
challenging states. Rajasthan, for example, reduced the gender gap from 17% in 2001 to 10% in
2008-09. The policy of moving towards a 50% share of female teachers has now ensured that 74% of
all schools have at least one female teacher. Over 563% of all schools now have separate toilets for
girls.”

Apart from the two major programmes, the Programme for the Enrichment of School Level Education
(PESLE), implemented between 1999 and 2007 through the Aga Khan Foundation with an EC budget
of € 11 million, aimed to expand educational opportunities to girls through a number of actions - for
example, community awareness and programmes for adolescent girls, the Mother Teachers, and gen-
der-sensitive staff. From a PESLE ROM analysis, it appears that, despite the enrolment of over 50%
female children in the PESLE sub-projects, there is still work to be done in making communities aware
of the importance of women’s participation.

While EC support to both Bangladesh and India had strong components related to MDG3, in EC sup-
port in Indonesia did not specifically focus on this aspect.

Overall in Asia, two out of four sample countries benefited specifically from EC support to assist part-
ner governments to accommodate MDG3. Bangladesh and India are benefiting from major EC support
to education, partly with a focus also on enhancing gender equality. EC support through major sector
support programmes - in India through DPEP, proceeding into the SBS to Sarva Shiksha Abhiyan,
and in Bangladesh through PEDP - combined with major support to NGOs reaching out to hard-to-
reach groups with many out-of-school girls, has assisted in partly removing barriers to girls’ enrolment
in primary and secondary education in these countries. Through PROMOTE, EC support has helped
to increase female enrolment and retention in secondary education through training and salary support
to female teachers.

2.3.3.2 ACP Countries
Sub-Saharan Africa

In South Africa, access and gender equity has not been a major educational challenge in the evalua-
tion period, and the EC — according to the findings of the field visit — has correctly not made any sub-
stantial efforts in this area.

The Botswana CSE (2009) indicates that, in the area of gender parity, EC support has helped main-
tain and improve the already high degree of gender equality at all levels of the education and training
system. Moreover, it emphasises that equity issues in formal schooling are regularly discussed in pol-
icy dialogue, and some indicators of the SBS have been changed accordingly. According to the report,
the EC helps to identify problem areas and to develop strategies to overcome these problems — for
example, in vocational training or in female senior secondary school drop-out. On gender equality, the
CSE notes that EC support has helped maintain and improve the already high degree levels in the
education and training system. However, problems of equity seem to exist in the geographical sense,
with remote areas disadvantaged in relation to urban and semi-urban areas.

Mozambique has benefited from GBS along the lines of the Action Plan for the Reduction of Absolute
Poverty (PARPA) (poverty reduction strategy). The EC supports a result-oriented budget support strat-

o Jyotsa Jalan and Jelena Glinskaya (2003): Improving primary school education in India: An impact assessment
of DPEP-Phase 1
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egy - in particular, in health, education and public finance management (i.e. variable tranches) — and
now Mozambique is benefiting from an MDG contract. Education is not a focal sector, but the EC,
within the social sector, concentrates on health. PARPA’s main objectives in the education sector are
to expand access, to improve quality and efficiency, and to reduce costs.

Education-related result indicators relate to the adult literacy rate, rural women literacy rate, and GER
in primary and junior secondary. The GER result indicator is not disaggregated by sex.” From the data
available, it is not possible to identify the effect of PARPA on gender equality in primary education.

In Tanzania, EC support to education covered:

e € 25 million, under EDFS8, to the Primary Education Development Plan, from 2002 to 2006,
PEDP being the first subsector programme of the ESDP;

e under EDF9, untargeted sector budget support amounting to € 42 million, and Poverty Reduc-
tion Budget Support (PRSB) from 2002 to 2006 amounting to € 114 million, and to € 57 million
from 2006 to 2008;

e under EDF10 and MDG contract.

According to the ECA Audit, equal access for girls and boys has almost been achieved in Tanzania.
The girl/boy ratio in secondary education was an indicator of the Poverty Reduction Budget Support
Programme 2006-2008 (PRBS03) (9th EDF). The data available for 2006-07 shows a performance
(87.8%) slightly below the target (90%). It should be noted that the EC contributed an amount of €
0.88 million to the Project “Civil Society Action for Girls’ Education in Tanzania” with Camfed
(200810).This small-scale project might have an impact at local level. However, according to the ECA
audit, no detailed analysis has been done as the project is only at the beginning of its second year of
implementation.

The comparison between expected and achieved results of the Support to Education Sector Reform
Programme 2006-10 (9th EDF) shows that the indicator for gender equity in primary education - the
“percentage of girls passing Primary School Leavers exam” — did not meet the target in 2008-09, with
a performance of 45% compared to an objective of 65%. A review of monitoring and evaluation mate-
rial in the CSE of 2005 shows that equity issues were generally not covered. For instance, the evalua-
tion of PEDP does not address the issue, although available data indicates that less favoured regions
may have suffered more than others from decreasing quality. On gender issues, Tanzania suffers from
high drop-out rates for girls. Gender issues were thus given priority attention, and actively main-
streamed in the case of pooled support to primary education.

EC support of the education sector in Tanzania under EDF8 covered support to PEDP. The overall
objective of the 8" EDF was to support government efforts in implementing ESDP and PEDP in par-
ticular. The support aimed at improving equitable access to quality basic education for all, and subse-
quently reducing poverty. The PEDP review report (2004) underlines the importance of widening ac-
cess to primary education to increase overall gross and net enrolment of girls and boys. The govern-
ment report (by the MoEC) on Basic Statistics in Education for 2004 indicates that gross and net en-
rolments both have expanded substantially during the last five years — that is, under the implementa-
tion period of PEDP. The ratio shows a significant upward trend both for girls and boys.

As the key objective of EC support is “Increased gender-balanced equitable access to higher quality
basic education” (see CSP/NIP p 32), and the majority of the objectives contained within the PRSP
and PEDP are focused on equality by gender and poverty status, then it is fair to say that gender
equality is high on the education agenda of both the EC support and the Government of Tanzania ob-
jectives. It is difficult to attribute the impact of PEDP and untargeted budget support directly to the EC,
given the partnership principle involved in such an endeavour, but it is obvious that the EC support -
in its co-ordination, dialogue and implementation role — has significantly influenced the agenda of the
government with regard to gender equity and in removing discrepancies and barriers.

In Burkina Faso, support to education is basically based on two instruments: support for sector pro-
grammes (75%) and support to projects (25%) The total amount for the 2000-07 period is about € 13
million — less than € 2 million per year. In fact, the main aid modality via which the EC has supported
education development during the period is GBS, insofar as € 314 million has been allocated, of which
a significant share is utilised by the Ministry of Education. If one makes a conservative assumption
that 20% of GBS goes to education, this represents € 63 million, which is four times the combined size
of other modalities.

%2 CSP Mozambique 2001-2007
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According to the PDDEB data, the gaps between the GIR and the GER for girls, compared to the
global rates, have decreased from 6.6% in 2001 to 2.7% in 2008 for the GIR and from 6.5% to 3.6%
for the GER during the same period. However, these gaps have increased in the PDDEB'’s 20 priority
provinces, from 11.7% in 2001 to 17.8% in 2008 for the GIR and from 15.2% to 16.6% for the GER.
Disparities between boys and girls are even more significant in terms of drop-out/completion rates of
primary education than in the rate of access to primary education. This is particularly the case in rural
areas, where drop-out rates from primary education are significantly higher for girls than boys, al-
though the primary completion rate for girls was only 12% in 2007. According to UIS, the GER for girls
in primary education increased from 36% to 68% between 1999 and 2008. The GER for girls in sec-
ondary education increased from 7% to 16% during the same period. The final evaluation report of
PASEB states that the girls’ GER is far below national average.

Given these trends, the assumption of GBS having contributed to improving indicators in the education
sector (through variable tranche disbursements) is not substantiated, as the GER and GIR are wors-
ening in the priority provinces. It is also not specified in the ECA report, even though, based on the
PDDEB data, full disbursement does not seem likely.

In Niger, education is not a focal sector. Papas V, the fifth structural adjustment programme of EC
support, covered two education indicators — an increase of access to primary education, and an im-
proved gender parity index. Both education indicators were associated with the disbursement of € 3.3
million (out of a total of € 13.2 million for the whole variable tranche). The two subsequent GBS Multi-
Annual Programmes of Support to Poverty alleviation (PPARP) covered four variable tranche-related
indicators, including one linked to MDG3 GER for girls. The other indicators are not gender-
disaggregated.

Gender parity used to be a serious issue in Niger. As specified in the Country Note, there are still far
fewer girls than boys in education, with a ratio way below 1 in all levels of the education system. How-
ever, there are some encouraging changes. Data provided in Rapport d’Etat sur le Systéme Educatif
National (RESEN), and reproduced in the table below, indicates that access to grade 1 is improving,
from 0.78 in 2004 to 0.87 in 2008, although girls’ retention rate in primary education has declined
slightly compared with that of boys (from 0.86 to 0.84), meaning that parents’ perception of school
benefits for girls is still questionable. The “opportunity costs” of girls’ education are higher than that of
boys, and, as can be seen for secondary education, these costs increase in line with the age of girls:
transition to lower secondary has deteriorated (from 0.97 to 0.90), as has retention (from 0.95 to 0.88).
It is even worse in upper secondary, where the GPI has declined from 0.54 to 0.43. The higher the
grade, the larger the gap between girls and boys. And the situation is not improving — with the notice-
able and encouraging exceptions of access to grade 1 and PCR in primary. These two indicators have
improved because the capacity of the system to accommodate more children has been enhanced by a
higher level of public resources generated by donors, who have been active in GBS for covering rap-
idly increasing recurrent costs. EC GBS is clearly one of the key instruments for successfully imple-
menting this policy. However, the effect of EC support (through variable tranches being disbursed) on
improving the GPI is not absolutely clear, although it can be assumed.

Moreover, the SOUTEBA project also had a positive impact on the GER (even though below target).
The girls’ enrolment rate in the intervention area remained at about 41% between 2004-2005 and
2008-2009. The project targeted an increase of 5% over this period (2004-2009). This performance is
lower than national average.

In Namibia, according to the ECA report®, available indicators demonstrate significant achievements
in the reduction of gender disparities in education. Still it is noted that, following the ECA’s preliminary
findings, equitable access to education is seen within the government primarily in relation to secon-
dary and higher education. However, the 10™ EDF preparation phase seems to have promoted gov-
ernment acceptance of the need to embark on the development of equitable systems, such as school
profiling.

The EC support through dialogues has placed equity issues higher on the agenda and has brought a
refocus on MDGs 2 and 3 by shifting emphasis towards pre-primary and primary education.

In Uganda, the EC support (SBS) to Universal Primary Education (2001-05) contributed to the im-
provement in the quality of, and equitable access to, primary education within the policy framework of
Universal Primary Education and decentralisation, as articulated in the ESIP. Moreover, PABS 4 and 5
was initiated to support the objectives of the Poverty Eradication Action Plan (PEAP) and its related
reform programme. GBS programmes had fixed and variable tranche releases based on the achieve-

% European Court of Auditors (2009): Audit of EC development assistance for education, Mission to Namibia 12 -
26 September 2009; Statement of preliminary findings.

Thematic global evaluation of European Commission support to the education sector in partner countries
(Including basic and secondary education); Final Report Volume lla; December 2010; Particip GmbH



68

ment of performance targets for selected indicators in the education and health sectors. The PABS 5
indicators are all gender disaggregated and cover NER primary, PCR and GER secondary.

The EC GBS impact related to MDG3 would be measurable if the performance-related variable
tranche disbursement reached the Ministry of Education. If this was the case, then the ministry would
channel this amount through to ESSP, trying to accommodate the remaining constraints related to ac-
cess by focusing on increasing and improving equitable access to quality primary education through
improving equity in the participation of girls. In this context, however, the ECA Audit Uganda noted:
“The programme was divided 50% to 50% between fixed and variable tranches, and € 1.9 million was
to be paid for the achievement of the annual target set for each of the 11 performance indicators.
There is no analysis in the financing documentation of how far this amount would be likely to have an
incentive effect on the national authorities and no analysis of how the payment amount for each target
compared with the increased budgetary resources needed to achieve that target. It is open to question
how far there was an incentive effect for the health and education ministries since there was no direct

link between the variable tranche disbursements and the budget allocations of these ministries.”

Overall, when looking at ACP Sub-Saharan African countries, EC support to education, focusing on
gender issues, has been tangible and significant in Tanzania, in terms of shaping gender issues in dia-
logue with partner governments and development partners, as reflected in this key priority in all coun-
tries where education is a focal country. Influence on the policy agenda related to gender and equity
issues is strongly apparent in Botswana and Namibia. While there is a trend away from sector pro-
grammes to General Budget Support, culminating, beyond the scope of this evaluation, in the MDG
Contract, evidence is scarce for gender-disaggregated variable tranche release indicators yielding
disbursements to education ministries in support of accommodating MDGS3. It is not a general practice
that access-related education indicators for variable tranche release are disaggregated, which makes
it even more difficult to follow the chain of performance, disbursement and implications in terms of bet-
ter performance.

Caribbean

In the Dominican Republic, EC support in the evaluation period covered project support and both SBS
and GBS. According to the findings of the Country Note, the increase in resources, along with the
technical support for better management of the system, has contributed to increasing school access,
in synergy with the support provided by other development partners — mainly IADB for school con-
struction. This is supposed to have had an effect on the improvement of the GPI for girls, but no EC
support has been specifically earmarked for such. As in the GBS, there are no clear access education
indicators linked to variable tranche disbursement, so there is no base by which to measure any effect
of GBS on factors enhancing and sustaining MDG3.

Latin America

In Nicaragua, the PAPSE Financing Agreement was signed in 2004, having been prepared following
the Sectoral Policy Support Program framework of the EC and with a view to having an effect on pov-
erty reduction through investment in human capital. The main objective of this support is to provide
technical and financial assistance to the Government of Nicaragua in order to support an education
policy with more equity and improved quality standards to help eradicate one of the main problems
that causes poverty and prevents the development of the country. On gender parity issues in enrol-
ment, the Nicaragua CSE finds that there are no noticeable differences in levels of female and male
adult literacy, nor in women'’s access to education.

2.3.3.3 European Neighbourhood countries

In Tunisia, EC support has not specifically targeted girls, but, following the analysis made by the
Country Note, has contributed to the increase of the transition rates (TR) to lower secondary and up-
per secondary by supporting the government policy of reducing repetition and drop-out rates in pri-
mary education, within the framework of its SBS support to basic education.

2.3.3.4 Fragile States

In Eritrea, equity and gender parity issues have been adequately taken into consideration during pro-
ject design of EC support to education in Eritrea, linked to ESDP. In order to reduce disparities, the
Ministry of Education fulfils a co-ordinating role for all donors, prioritising new construction works in
such a way that more equal opportunities can be achieved.

In Somalia, the EC has allocated more than € 20 million to projects in the education and training sec-
tor under the 8™ and 9" EDF The overarching strategic orientation has been to make a substantial
contribution to the fight against poverty by improving participation levels, particularly of girls/women in
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primary and basic education, while addressing quality challenges and direct impacts through pre-
service and on-the-job teacher training. According to the video conference discussions, the specific
focus of EC support has been on gender balance - for example, on the improvement of female
teacher rates. However, gender parity rates are weak, with enrolment GPIs for primary/secondary
schools only 0.55%. Girls often have to leave school before completing, due to marriage or financial
reasons. It is clear that gender parity will be a major challenge for Somalia, especially in view of the
country’s large nomadic population.

In Liberia, the ECA report indicates a negative trend between 1999 and 2007 related to gender parity.
However, it should be noted that this contradicts a conclusion drawn in the Global Monitoring Report
2010%, where Liberia is presented as a country that has improved gender parity, but where participa-
tion deteriorated between 1999 and 2007. The ECA audit noted that “few of the observed changes in
education outcomes can be attributed (even partially) to ECSEL®.

In Pakistan, it should be noted that all EC interventions have a focus on eliminating gender disparities,
and that programming documents deal adequately with this issue. The following box provides a snap-
shot of the EC’s support and role towards increasing gender parity in Pakistan.

Box 3: Pakistan: EC contribution towards increasing gender parity

The Northern Pakistan Education Programme focused on increasing gender equality and community participa-
tion in the Northern Areas. The programme succeeded in arranging for girls to constitute 64% of overall enrol-
ment, and in ensuring a strong progression rate of girls to secondary education through Community High Schools
in areas where no girls’ secondary schools previously existed. In its teacher training programme, preference was
given to female candidates, leading to 52% of the trained teachers being female.

This is in marked contrast to the share of female teachers in Sindh province.” While females constitute only
31.5% of the total of 138,007 teachers, they constitute a large majority among teachers in Karachi (68.3% of the
total of 27,742 teachers). Urban-rural discrepancies in gender parity among teachers are striking; for example, the
Kashmore district has a female teacher share of only 14.1%. Preference is given by the Government of Sindh to
females in teacher recruitment within the framework of the Merit and Need-Based Teacher Recruitment Scheme,
part of EC Budget support. However, deployment in certain areas is highly complex and remains cumbersome.
The Sindh Budget Support (BS) plan enabled the government of Sindh to launch two girls-stipend schemes,

reaching out to 260,000 girls receiving stipends of Rs 1,000 per year, as well as a differential stipends programme
in 15 low-transition Talukas® (Rs 2,400).%

Source: Pakistan Country Note

Overall, EC support to fragile states has been strongly demand-driven, and one of these demands
has been to assist partner governments in increasing access to primary and secondary education for
girls. This was especially the case in Pakistan, where - via a Multi-Donor Trust Fund (MDTF) through
SBS, in close association with a World Bank investment programme, and through the involvement of
Aga Khan in a girl-focused project in highly traditional societies in the Northern region — progress re-
lated to gender parity issues has been achieved or is in the process of being achieved. In fragile
states, although sometimes under rather difficult circumstances, it appears that a variety of modalities
and channels can still be used successfully, including SBS if conditions allow.

2.4 JC23: Primary schooling is compulsory and free of costs to all pupils

Primary schooling and gender equality are basic human rights. Hence, partner governments and their
development partners make efforts to secure primary education for all school-aged children, both boys
and girls. These rights need to be protected through legislation, provisions for accessible schools, and
sanctions for not sending children to schools. This is the pattern in the industrialised world, yet even
though the right of children to education is almost universally accepted, it is still one of the human
rights most violated. The overriding cause of this violation stems not from parents, but from govern-
ments not providing education opportunities everywhere, at no cost or at affordable cost, to all chil-
dren, including very poor ones.

% Eurotrends (2009), Country Report for Somalia, ‘Study on Governance Challenges for Education in Fragile
Situations’, p. 10.

% Global Monitoring Report 2010, p. 66

% |n Liberia, the main EC interventions supporting the Education Sector are: i) EC Support to Education in Liberia
(ECSEL), which is a Project (2006 —2010) under the 9" EDF amounting € 12 million; ii) the Budget Support for
Meiﬁ:roeconomic Stabilisation (BSMS) (2009-2011), which is a General Budget Support of € 20.2 million under the
10" EDF.

7 Source: SEMIS Census 2007-2008

% Sub-districts

%n 2009-10, the stipends were increased to 2,400 and 3,600 respectively.
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All the sample countries in this evaluation — plus Namibia and Liberia, which have been the subject of
a recent ECA audit — have made provisions for compulsory primary schooling or beyond. However,
this does not mean that compulsory education is free of costs to parents. Apart from fees, the costs of
textbooks, contributions to school development and additional tuition, uniforms, food, and opportunity
costs for children not participating in gainful activities make education of their children unaffordable for
poor parents. In many countries, the problem occurs of illegal fees being charged. This is sometimes
revealed by Public Expenditure Tracking Surveys (PETS). However, by applying a rights-based ap-
proach, at least parents are now becoming more aware of their rights — and hence of the illegal nature
of these fees.'®

The Commission Staff Working Document (2010, p.18) stressed that more needs to be done to re-
move the barriers to access and to make education more inclusive. Within countries, children from the
richest households are up to five times more likely to be enrolled in school than those from the poor-
est." Hence, non-enrolment is linked to poverty, while education is seen as the best investment in
development both at micro level (individuals and families) and macro level (societies).

As indicated in EQ1, EC support is generally linked to partner country PRSPs or comparable mecha-
nisms, and usually also includes issues of ensuring a pro-poor emphasis on access to basic educa-
tion, through assisting partner governments by removing barriers to enrolment and retention for poorer
segments of the population. In general, the EC has supported pro-poor education system reform
strategies, which may include focus on enhancing enrolment of the lowest quintile, free text book pro-
visions, support to the operational budget of primary schools, stipends for girls, and enhancing the es-
tablishment and operation of SMCs and Parent Teacher Associations (PTAs). The outcomes of these
combined measures should be manifested in higher enrolment, retention and completion rates (JC
21), gender parity (JC 22), and increased provisions for enhancing access by disadvantaged groups
(JC24). LDCs are not capable of affording compulsory education that is free of costs to parents.
Hence, budgetary provisions have to be made with increased allocations for non-salary costs of
teachers (EQ6).

The following table provides an overview on the years of compulsory education in the sample desk
study countries. Usually, compulsory education is stipulated in national documents such as Constitu-
tions (Burkina Faso, Indonesia, Pakistan) and Education Acts (Ghana, Jamaica), usually having been
in force for more than 10 years. As can be seen, the duration of compulsory schooling varies consid-
erably between the countries, ranging from five to 11 years, with the countries that are ranked rela-
tively high on the Human Development Index (HDI) usually being those with higher duration of 10
years or more.

Table 15: Duration of compulsory education in the desk study countries
YR YR YR YR YR YR YR YR YR
Country Name 2000 | 2001 | 2002 | 2003 | 2004 | 2005 | 2006 | 2007 | 2008
Bangladesh 5 5 ) 5 ) 5 5 5 5
India 9 9 9 9 9 9 9 9 9
Indonesia 9 9 9 9 9 9 9 9
Tajikistan 9 9 9 9 9 9 9 9 .
Vietnam 9 9 9 9 9 9 9 9 9
Botswana 10 10 10 10 10 10 10 10 .
Burkina Faso 10 10 10 10 10 10 10 11 11
Ghana 9 9 9 9 9 9 9 9 9
Mozambique 7 7 .. 7 7 7 7 7 7
Niger 6 6 6 6 6 6 6 6
South Africa 9 9 9 9 9 9 9 9 .
Tanzania 7 7 7 7 7 7 7 7 7
Uganda 7 7 7 7 7 7 7 7
Argentina 10 10 10 10 10 10 10 10
Nicaragua 6 6 6 6 6 6
Dominican Republic 9 9 9 9 9 9 9 9 9
Jamaica 6 6 6 6 6 6 6 6

1% £Q 7 deals with issues related to increasing accountability at the school and community level, such as School

Management Committees (SMCs) and Parent Teacher Associations (PTAs).
191 EFA Global Monitoring report, 2010, UNESCO, www.efareport.unesco.org
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YR YR YR YR YR YR YR YR YR
Country Name 2000 | 2001 | 2002 | 2003 | 2004 | 2005 | 2006 | 2007 | 2008

Tunisia 11 11 11 11 11 11 11 11

Russian Federation 10 10 10 10 10 10 10 10

Eritrea 8 8 8 8 8 8 8 8

Somalia 8 8 8 8 8 8 8 8 .
Pakistan 5 5 5 5 5 5 5 5 5
Occupied Palestinian Territory | 10 10 10 10 10 10 10 10

Source: World Bank Edstats

In general, investments in education are based on requirements for more qualified and employable
graduates — for which good basic and secondary education establishes a foundation — as the basis for
broad-based, high-productive economic growth. In principle, as highlighted in the EC’s intervention
logic, arranging for compulsory and free basic education for all should, combined with increased pro-
poor funding, lead to more qualified graduates, which will help to fuel economic growth. However,
while LDCs may stipulate compulsory and sometimes free primary education for all, they do not have
the means to arrange for the necessary infrastructure and trained teachers, and cannot afford re-
source allocations in line with education sector requirements (see EQ 6).

In several countries, policies have been enacted to abolish school fees, and this seems to have had a
big impact on enrolment and retention rates, especially in Sub-Saharan African countries.'” However,
as referred to below, this has often led to dramatic increases in class sizes and unacceptable quality
compromises, which can only be addressed if they are part of a sustainable national education strat-
egy/plan — as is the case in EFA-FTI, under which education plans are being prepared.

241 1-231: Compulsory (and free) primary education enacted

Most governments today are committed to providing universal access to basic education, which in-
cludes lower secondary as well as primary education. It follows, therefore, that universal basic educa-
tion requires completion of primary school and a successful transition to lower secondary. Enforce-
ment of compulsory schooling laws and elimination of primary school leaving examinations are just
two of the measures being taken to improve transition rates. All developed countries, some countries
in transition and most countries in Latin America and the Caribbean, and in East Asia and the Pa-
cific, consider primary and lower secondary education part of compulsory schooling (EFA GMR 2009).
Prolonging compulsory schooling has increased access to, and participation in, secondary education.

The Commission Staff Working Document (2010, p.18) notes that measures to increase access by
abolishing primary school fees have rapidly increased the numbers of children in school. Malawi
(1994), Uganda (1997), Tanzania (2001) and Kenya (2003) have taken this step, enabling more than
one million extra children in each country to enrol in primary school. However, governments have
found that they cannot sustain such high levels of enrolment and at the same time provide education
of sufficient quality. Enrolment levels in general have thus subsequently fallen (for example, Uganda
84% in 1997 to 76% in 2000; Malawi 98% in 1999 to 91% 2006'®. However, the example of Botswana
demonstrates that even if primary education is not compulsory and free, high enrolment rates can still
be achieved'™.

In a fragile state, and in a post-war situation, the Government of Liberia introduced free and compul-
sory primary education nationwide. For the 2007-08 academic year, the Ministry of Education provided
instructional materials and free uniforms to primary school students in two of the country’s most re-
mote and disadvantaged counties. In those regions, schools were overburdened by the number of
students — many of those registered being over-aged students who had fallen behind in their educa-
tion due to the war.

24.2 1-232: School fees and other charges abolished

In many Sub-Saharan African countries, governments have shown strong political commitment and
made universal primary education an absolute priority, most notably by abolishing school fees and
other charges. The following table provides an overview of countries with charges in primary schools.

192 See also World Bank, UNICEF (2009): Abolishing School Fees in Africa. Lessons from Ethiopia, Ghana,
Kenya, Malawi and Mozambique.
19 See also World Bank, UNICEF (2009): Abolishing School Fees in Africa. Lessons from Ethiopia, Ghana,
t(ognya, Malawi, and Mozambique.

See CSE Botswana 2009.
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Table 16: Sample countries with charges in primary school by region (2006)
Sub-Saharan Af- Eastern Europe Asia Middle East and Latin America
rica and Central Asia North Africa
Burkina Faso Russia Indonesia Tunisia Dominican Republic
Eritrea Tajikistan Pakistan Nicaragua
Ghana Vietham
Mozambique
Niger

Governments roll-

Governments roll-

Externally- funded

ing back charges: ing back charges: education:
South Africa Bangladesh Palestine
Tanzania India

Uganda

Source: Tomasevski, Katarina (2006): The State of the Right to Education Worldwide. Free or Fee: 2006 Global
Report

Among the sample of countries selected for this evaluation, some are in the process of rolling-back
charges in primary school (e.g. Tanzania). Public funding, which is needed to offset these charges, is
the key bottleneck and most countries have moved gradually, often by investing a part of debt relief
into making education freer. Such public funds have routinely exceeded all previous estimates be-
cause huge numbers of children have shown up at school once an announcement has been made
that education would be free. The enrolment explosions triggered by announcements of free education
have shown how big a barrier the fees, charges and other financial contributions are for poor children,
who are the vast majority in all African countries.

e« Compulsory primary education is fully within the realm of partner government responsibility. EC
support to partner countries linked to this domain is within sectoral support, SBS and, indirectly,
through GBS promoting pro-poor policies and strategies within PRSPs, with resource alloca-
tions. This is visible through costed measures within MTEFs aimed at decreasing costs so that
poor families can enrol their children in primary and secondary education. School capitation
grants and stipends are among the measures within EC programmes of support to the primary
and secondary education sector (especially in Pakistan, Tanzania and Bangladesh).

¢ However, in general, and apart from the abolishment of fees with EC support in Tanzania and
India stipulated in the FAs for PEDP (Tanzania) and Sarva Shjksha Abhiyan (/ndia), it is com-
plex to monitor impacts on enrolment and retention of pro-poor measures aimed at enrolling
those who are not reached because of high costs and opportunity costs of schooling their chil-
dren. First, the target group is invisible in statistics, hence the spill-over effect to those not
really belonging to the target group may be high; second, there is a need for a comprehensive
set of measures, which may include filling the gaps in school provision or provisions for girls’
schools, as well as measures aimed at making the education system inclusive (see JC 24).
Donors cannot specifically identify the items they fund within the programme they support -
hence the achievements made under EC-supported programmes should be considered as im-
pacts of joint efforts between the government and the development partners in the education
sector. Therefore, the impact of EC support can be assessed only in the general and specific
context of the impacts of such programmes. Moreover, as the impact of pro-poor measures -
especially on the lowest quintile — is difficult to assess, this also applies to EC support. Never-
theless, EC support has contributed to bringing out-of-school children (back) into school — for
example, through support to non-formal education (/India, Pakistan, Bangladesh), through as-
sisting in removing poverty-linked barriers by such measures as girls’ stipends (Pakistan), or,
most importantly, through GBS providing resources to governments allowing fiscal space to ca-
ter for education in rural areas, such as in Niger.

From the analysis made, including analysis of CSPs, the results of the field visits and the ECA Audits,
the following examples give some indication of how EC support has contributed to enhancing compul-
sory and free primary and basic education in the countries in country sample of this evaluation for
which the issue was relevant during the period under evaluation:

Asia

e In Bangladesh, primary education is, officially, free and compulsory as the Compulsory Primary
Education Act 1990 is still in force. However, “compulsory” provision has not been enforced
and is not “fully free” as students have to bear costs other than that of textbooks and tuition.
After the enactment of the Primary Education (Compulsory) Act 1990, the government created
the Compulsory Primary Education Implementation Monitoring Unit in 1991, headed by a Di-
rector-General with the responsibility of monitoring the compulsory primary education pro-
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gramme at the field level and conducting a survey to collect information on the number of pri-
mary school-aged children in the population and the number of children actually attending
school. The government also provides stipend to students, special stipends to poor female
students, costs towards uniforms for poor students, and educational materials. The fact that
primary education is not free and available everywhere to poor children is exemplified by the
large target population of sometimes ultra-poor children — often children reached through the
EC-supported BRAC NFE programme.

In India, ensuring compulsory and free education — even with the constitutional commitment -
is extremely complex, given state responsibility for primary/elementary education and some
160 million pupils enrolled. The National Policy of Education (1986) states: “It shall be ensured
that free and compulsory education of satisfactory quality is provided to all children up to 14
years of age before we enter the 20" century.” Clearly, this was not achieved. The Right of
Children to Free and Compulsory Education Act passed into law on April 1° 2010, having been
preceded by The Right to Education Act, which was passed in 2009." Both pieces of legisla-
tion were enacted during the lifetime of the Sarva Shiksha Abhiyan programme, co-funded by
the EC, in support of the government’s aims of reducing the number of out-of-school children
by at least 9 million, with an increase in enrolment as part of the process of universalising
elementary education. The 2010 Act stipulates that every child in the age range of 6-14 will be
provided with eight years of education in an age-appropriate classroom in the vicinity of
his/her neighbourhood. Any costs that prevent a child from accessing school will be borne by
the state, which shall have the responsibility of enrolling the child, as well as ensuring atten-
dance and completion of eight years of schooling. All private schools shall be required to enrol
children from weaker segments of the population and from disadvantaged communities in their
incoming classes to the extent of 25% of their enroliment, subsidised by the state at the rate of
the average per learner costs in government schools. The National Commission for Protection
of Child Rights (NCPR) has been mandated to monitor the implementation of this historic right.

Sub-Saharan Africa

In Namibia, according to the ECA Audit, while free schooling is guaranteed by the Constitution,

parents are required to contribute to the School Development Funds (SDF), which cover small
expenditure'®. The schools are financially dependent on the SDFs for such basic provision as
textbooks, materials, renovation, and even teachers, due to insufficient public funding. School
maintenance, which is primarily the responsibility of the Ministry of Works, is also suffering
from insufficient funding. In addition to this, students have to pay for uniforms and examina-
tions. All this seriously affects the poor areas, where the number of students whose parents
cannot afford to contribute to the SDF is high. These issues were not addressed in the financ-
ing agreement for the ESP under the 9" EDF, but have been raised in the course of the for-
mulation process and in the financing proposal for the Education Sector Policy Support Pro-
gramme (ESPSP) under the 10™ EDF. Moreover, the ESPSP report states: “Currently [i.e. in
2009], the EUD is trying to enhance its dialogue with the GRN [the Government of the Repub-
lic of Namibia] in the framework of the ESPSP formulation under the 10" EDF by seeking
ways for ETSIP to better align with EFA and MDG2 goals, and focusing more on equity issues
and primary education. One of the main challenges for the Delegation is to convince the GRN
to focus more on equity aspects (e.g. to provide true free schooling).”

In Niger, as confirmed by both the Country Note and the ECA Audit, difficulty is faced in making

primary schooling free of costs and in terms of the problem that schooling for children in rural
areas represents with regard to opportunity cost. Even though a school is said to be free, an
enrolled child meets expenditures. The enrolment of girls is particularly problematic. The fol-
lowing box presents some details about the issue of parents’ “willingness to pay”, and also
highlights that EC support via GBS may have been a relevant approach to help reduce cost of
schooling.

105

Right to Education Act 2009 and Right of Children to Free and Compulsory Education Act 2010. Information

issued by the Council for Secondary Education, ICBSE. See also TAP Sarva Shiksha Abhiyan.

106

In the schools visited by the audit team, the fee/contribution varied between 50 NAD in a primary school and

250 NAD in a secondary school.
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Box 11: Niger: Difficulties faced in implementing primary schooling free of costs

Compulsory and free education is not yet feasible in Niger. The amount and distribution of schools is still
not adequate as the present capacity can accommodate only two-thirds of the school-age population. In
addition, many parents are reluctant to send their children — particularly girls - to school due to the per-

ceived high opportunity costs of school attendance.

Private expenditure for education is low by international standards. The vast majority of pupils are en-
rolled in public schools, while about 3% are in private schools, which is one of the lowest percentages in
Sub-Saharan Africa. A survey carried out in 2005 on Niger households’ expenditure showed that educa-
tion expenditure represents 0.6% of families’ income - six times less than the regional average of 3.8%.
This survey has described the nature of education expenditure per pupil at different levels. For primary
education, the average private expenditure per year, including uniforms and school supplies, is only
2,707 CFA franc (CFAF) (€ 4), as the following table indicates.

Households’ expenditure per pupil per year (2006, in CFAF)

Variable Category Average expenditure
Gender Boy 1,492
Girl 4,586
Type of school Public 1,474
Private 34,984
Geographical setting Rural 1,32
Urban 8,427
Family income category | 40% lower income 1,594
40% intermediate income 3,944
20% higher income 8,705
Average 2,707
Source: RESEN,
(2010 draft version World Bank)

The level of private expenditure is quite low in public schools (about € 2) and rural schools (also about
€-2). There are significant differences by categories of income, the highest quintile spending 4-5 times
more than the lowest ones. That may explain partly why families are spending more for girls, as high
income families are more likely to send their girls to school than low income families.

It should also be mentioned that most families in rural areas, where 85% of the school-age population is
located, perceive the opportunity cost of education as being too high. This is the reason why the school
year finishes early — during the first half of June, when the rainy season starts — to allow children to par-
ticipate in agricultural work. The following school year starts quite late, more or less four months later,
when the cropping season has ended. This long “summer” interruption is also a reason for the low per-
formances of the school system.

One of the best ways of reducing parents’ resistance to school enrolment is to limit, as much as possi-
ble, the direct costs of education, through a free public supply, whereby fees are eliminated, private tu-
toring unnecessary, and school supplies are, as much as possible, provided by the school.

GBS provided by the EC may have enabled the government to cover these costs, and has there-
fore been a pertinent approach.

Source: Country Note Niger

e In Tanzania, the abolition of school fees in 2002 caused primary school enrolment to jump from
1.4 million to 3 million in 2004. The EC-supported PEDP has included the introduction of free
primary school education for all through the abolishment of school fees, alongside legislation
that prevents a school from turning away any pupil who is unable to cover the additional (hid-
den) costs, such as school uniforms. The CSP states that this was being surrounded by dia-
logue around a sector strategy for basic education, which was co-financed by the EC the
ESDP. According to Woods (2007)'”, since 2000 there has been a massive 72% increase in
enrolment (some 2.2 million additional learners between 2001 and 2004), largely due to the in-
troduction of free primary education. This has enabled the government to achieve its target of
universal access.

Latin America

e In Nicaragua, the CSE notes the negative consequences of school fees, which, together with
the indirect costs of schooling (such uniform, materials, shoes, lunch, etc.), have a damaging
effect on schoolchildren from poor backgrounds. In 2007, the government banned school fees.

European Neighbourhood countries

97 Woods, Eric (2007): Tanzania country case study. Country profile prepared for the Education for All Global
Monitoring Report 2008. Education for All by 2015: Will we make it? (2008/ED/EFA/MRT/PI/79)
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e In Tunisia, education from the age of 6 to 16 is free of charge, by law. Textbooks are bought by
parents, but the prices of textbooks in Tunisia are reasonably low, so the majority of families
are able to meet the cost. For the few families unable to afford the textbooks, there are sup-
port mechanisms, organised by parents’ associations, to provide free textbooks to needy fami-
lies. In rural areas, where the distance to school is too far to enable children to go back home
for lunch, there are canteens supported by the government and free of charge to parents. The
EC has actively supported the EPE policy (Ecoles a priorité éducative), which distributes addi-
tional resources to disadvantaged schools, in particular the free canteens (Country Note Tuni-
sia).

Fragile/failed states

e In Liberia, according to the ECA Audit, despite the introduction of free and compulsory primary
education, the Core Welfare Indicators Questionnaire (CWIQ) data of 2007 suggested that
parents are still paying considerable amounts of money for various fees and other “socially
mandatory” expenses - including primary school fees (23.9% of respondents) and uniforms
(18.6%). Given that the CWIQ also covered private schools, this is not surprising, but it re-
flects how socio-economic disparities continue to have an impact on access to primary educa-
tion. The Government of Liberia has spearheaded policy known as FACPEL (Free and Com-
pulsory Primary Education in Liberia). A paper was drafted outlining the means by which this
policy could be implemented, and the government adopted the policy in 2005. As a result, the
government introduced a school grants scheme in 2006-07 aimed at offsetting parental contri-
butions to fees. Reported coverage of the grants scheme in 2008-09 was around 750,000 stu-
dents in 2,870 schools, compared to 540,000 students in 2,122 schools reported in the 2007-
08 school census.

e In Pakistan, according to the Constitution (1973), primary education in is compulsory and free.
However, given the large number of out-of-school children, the relatively low NER, the uneven
distribution of resources, physical infrastructure and teachers, as well as the influence of pov-
erty on access and retention, in practice it can be stated that education is neither compulsory
nor free of costs in Pakistan. Through providing free textbooks and differential programmes of
stipends, the government is trying to decrease the poverty barrier to access and retention. The
EC’s SBS in Sindh province provides for stipends for girls to enhance enrolment and retention,
of especially rural girls in secondary education. The stipend is sent by post directly to the stu-
dent and covers costs that families would have found difficult to pay as an investment in the
future. A higher stipend is provided to girl students from particularly backward districts. Free
textbooks are also provided, and SMCs and PTAs are established and launched to ensure
proper school management and guard against illegal practices, including fee charging. Low-
cost private schooling in rural areas is a sub-programme of SEPSP to decrease the distance
between house and school, and hence the costs of schooling (see Country Note Pakistan).

In contrast to what is said above, the case of South Africa illustrates what might be possible in terms
of ensuring free education for all, at least in a middle income country. The EC did not play any signifi-
cant role in the promotion of free and compulsory primary schooling, and the developments and com-
mitments in this area are derived from the Government's own pro-poor agenda. According to the
Country Note, the question of providing support aimed at improved quality and equity in the provision
of primary schooling only arose prominently in the process leading up to the identification and formula-
tion of the SBS for primary schooling — that is, at the end of the period under evaluation.
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Box 12: South Africa: Efforts to ensure free education

Basic education, interpreted as the first nine years of schooling, has been compulsory since the promul-
gation of the SASA in 1996. According to SASA, school attendance is compulsory for all children be-
tween the ages of 7 and 15 (Grades 1 — 9). The earlier section of this goal referred to children aged 7-
13, as an appropriate age for primary school attendance. Here, we broaden the scope to examine
school attendance of those aged 7-15 years, However, education beyond primary school is becoming
essential in a modern economy, and thus it is important also to take into account children aged13-15.
Disadvantaged groups benefit from this policy, and the majority of learners can be said to belong to
these groups. Ethnic minorities, therefore, generally outperform the ethnic majority.

The Constitution and SASA do not, however, declare basic education to be free, but require the gov-
ernment to make provision free of charge progressively, as fiscal resources permit. In practice, this
meant that schools could levy fees in accordance with the affordability levels of the communities they
serviced. Schools in very poor communities were able to levy only nominal fees, while those servicing
wealthy communities levied significant levels of fees, enabling them to further widen the gap in the input
levels and quality of provision.

The South African government has undertaken a number of measures to improve access to primary
education. These include:

e A major drive to improve access of five-year-old children;

e The adoption of a policy on no-fee schools, which makes it possible for over 40% of learners
(5m) in 14,000 schools to attend without paying fees.

e The provision of free transport to learners who live far from schools. At present, more than
200,000 learners in the country benefit from this service. Budgets of provincial education de-
partments indicate an upward trend in allocations for the provision of transport for pupils. The
government is in the process of developing a policy on “Learner Transport”, which aims to
promote equity in the provision of transport for pupils across all provinces

e  The Primary School Nutrition Programme, provides one meal a day to primary school learners.
In addition to improving the health of learners, the nutrition programme encourages school at-
tendance. In 2006, about 6m learners (approximately 50%) benefited from the school nutrition
programme.
With the introduction of the policy of no-fee schools, the government has been progressively abolishing
fees for those schools serving the poorest communities. Currently, all schools serving the poorest 60%
of learners have been declared no-fee schools, with the government making up the shortfall with prefer-
ential financing to these institutions.

Source: Country Note South Africa

2.5 JC24: Provisions to enhance access to education by disadvantaged
groups

2.5.1 Global trends related to out-of-school children

According to the EFA GMR 2009, the UN MDG Report 2009 and the Commission Staff Working
Document on Progress made on the Millennium Development Goals and key challenges for the road
ahead (2010), large gaps still remain in access to education and completion rates. Significant inequali-
ties are based on gender, ethnicity, income, language or disabilities'®, and 72 million children of pri-
mary school age were not in school in 2007. Seven out of 10 such children out of school live in Sub-
Saharan Africa or South and West Asia. In Sub-Saharan Africa, two-thirds of them will probably never
enrol. A similar situation exists in Western Asia, where 64% of the 3 million children out of school are
girls. In 2007, girls accounted for 54% of the global out-of-school population. The issue of out-of-
school children, therefore, remains a major concern that is a long way from being resolved. The Com-
mission Staff Working Document, More and Better Education in Developing Countries, notes: “Chil-
dren out of school tend to be poor, from rural areas, and live in the most disadvantaged regions of
their country. Many of them are from minority ethnic groups, and those with disabilities are dispropor-
tionately affected. Half of all children out of school live in countries affected by conflict.”

However, viewed against the backdrop of the 1990s, when out of school numbers were rising in some
regions, progress has been solid:

e In Sub-Saharan Africa, the number of primary school-age children not in school has fallen by
10 million since 1999, even though the population in that age bracket has increased by 17 mil-
lion.

e Over the same period, South Asia has almost halved its out-of school population, from 37 mil-
lion to 18 million.

1% Seer also Staff Working Document (2010), pp.36

Thematic global evaluation of European Commission support to the education sector in partner countries
(Including basic and secondary education); Final Report Volume lla; December 2010; Particip GmbH



77

More than four out of five out-of school children live in rural areas, mostly in South Asia, and Sub-
Saharan Africa. The vast majority are poor, and many are the victims of a cross-generational transfer
of deprivation. Having a mother with no education doubles the probability of a child being out of
school. Measured in terms of its scale and impact on life chances, the problem of out-of-school chil-
dren represents a crucial human development challenge. Moreover, it represents an indictment of na-
tional and international policy failures. In an increasingly knowledge-based global economy, where
national and individual prosperity is linked more and more to education, 12% of the developing world’s
primary school-age population are not in school. In Sub-Saharan Africa, the share is almost one in
three (see EFA GMR 2009).

Partner countries are faced with the problem of keeping pace with the need to accommodate new en-
rolments as a result of demographic factors, and have to face even more complex challenges of
reaching out to marginalised groups characterised by: disability, non-mainstream language; culture
and ethnicity; low status assigned by mainstream society, such as scheduled castes and tribes; hard-
to-reach groups, such as street children and working children; children of nhomadic populations and
children of fishermen and other roving groups. The per unit cost of providing schooling to out-of-school
children is higher, given that sometimes new schools are required in remote areas, teachers with
knowledge of the local language need to be recruited and trained, and schools have to adopt different
schedules to meet requirements of working children or rural children to coincide with key periods, such
as harvesting. Economic and political conditions often play a role in partner government willingness to
reach out to hard-to-reach children and provide them with schooling opportunities. In general, this will
coincide with economic growth or plans for such growth, rather than in periods of economic hardship.

There is a negative correlation between poverty and schooling, with child labour inextricably linked to
poverty. Given high opportunity costs for education, poor working children are over-represented in the
out-of-school population. The Commission Staff Working Document, Combating Child Labour (2010),
stressed that child labour is also closely linked to social structures and access to education, in particu-
lar at primary levels. Global efforts to ensure education for all and the progressive elimination of child
labour are mutually supportive objectives. The cost of ending child labour by creating schools and re-
placing the lost income that children provide to their families would be around United States Dollar
(USD) 760 billion over next 20 years, but the benefits might be as much as seven times greater than
that figure when the gains of increased human capital are taken into consideration.’

In quantitative terms, the problem of unreached children is also significant, given that eight countries
(Nigeria, India, Pakistan, Ethiopia, Bangladesh, Kenya, Niger, Burkina Faso; EFA GMR 2009) each
have more than 1 million out-of-school children— and four in 10 children not in school live in these
countries. It is also important to acknowledge that, according to the EFA 2009 GMR, the post-1999
record of countries with large out-of-school populations is mixed. Some have failed to make a dent in
the numbers. This group includes Nigeria — with more out-of-school children than any other country —
along with Burkina Faso, Mali and Niger.

In other countries with large out-of-school populations in 1999, the picture is more encouraging. For
example, Bangladesh, Ethiopia, Ghana, Kenya, Nepal and particularly Tanzania have all been making
rapid progress towards UPE.

The following tables highlight the magnitude of the problem at global and regional level, as well as for
the sample countries of this evaluation.

1% The Commission Staff Working Document Combating Child Labour (2010)
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Table 17: Estimated number and percentage of out-of-school children by region, 1999 and
2006
1999 2006

Total % by % by Total % by %

(000) region female (000) region female
World 103,223 100 58 75,177 100 55
Developing countries 99,877 97 58 71,91 96 55
Developed countries 1,791 2 50 2,368 3 43
Countries in transition 1,555 2 51 899 1 49
Regions
Sub-Saharan Africa 45,021 44 54 35,156 47 54
Arab States 7,980 8 59 5,708 8 61
Central Asia 548 1 51 352 0,5 53
East Asia and the Pacific 6,079 6 51 9,535 13 49
East Asia 5,760 6 51 8,988 12 49
Pacific 318 0,3 54 546 1 52
South and West Asia 36,618 35 64 18,203 24 59
Latin America / Caribbean 3,522 3 54 2,631 3 47
Caribbean 493 0,5 50 617 1 51
Latin America 3,029 3 55 2,014 3 46
N. America / W. Europe 1,420 1 50 1,981 3 43
Central / Eastern Europe 2,036 2 59 1,611 2 52

Note: The UIS has revised out-of-school numbers using new United Nations Population Division estimates.
The revisions increased estimates of the number of out-of-school children, so figures for 1999 reported
here are higher than those in the 2008 Report (UNESCO, 277a).

Source: EFA GMR 2009, p.61, based on Annex, Statistical table 5.

Table 18: Estimated number of out-of-school children by country, 2000-2007 (totals), for sam-
ple countries
Country Name 2000 2006 2007
Asia
Bangladesh . 1,545.469 .
India 18,000,032 | 6,658,507 | 5,563,821
Indonesia 418,841 . 491,837
Tajikistan 23,020 18,843 16,884
Vietnam 449,787
Sub-Saharan Africa
Botswana 48,363 11,321 .
Burkina Faso 1,215,254 | 1,145,872 | 1,047,716
Ghana 1,114,236 | 1,155,036 918,255
Mozambique 1,493,236 987,653 .
Niger 1,319,953 | 1,256,255 | 1,264,901
South Africa 415,134 533,125 503,390
Tanzania 3,026,140 316,523 .
Uganda 283,364
Caribbean
Dominican Republic 220,560 244,878 174,905
Jamaica 23,207 49,823
Latin America
Argentina . . .
Nicaragua 144,217 67,806 19,255
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Country Name 2000 2006 2007
European Neighbourhood countries
Tunisia 39,096 7,873 6,563
Russian Federation

Fragile States

Eritrea 317,740 290,305 327,895
Somalia . . .
Pakistan .. | 7.969,433 | 7.173,323
Occupied Palestinian Territory 3,071 93,556 107,907

Source: World Bank Edstats

The table reveals that, in general, the problem of out-of-school children is linked to low economic de-
velopment within LDCs, where the primary GER is low and girls are under-represented among those
enrolled. This is clearly the case in Niger, Burkina Faso, Bangladesh, and probably in all fragile states
(although data is available only for Pakistan and Eritrea). Moreover, highly-populated countries (E9)
also face problems of accommodating large groups of out-of-school youth. They often have to cope
also with stratified populations with linguistic and cultural differences, which is the case in India, Indo-
nesia, Pakistan and Bangladesh.

According to the EFA GMR 2009, analysis of enrolment data by age suggests that around 31% of the
world’'s out-of-school population may eventually enrol as late entrants. A further 24% were previously
enrolled but dropped out. This means that nearly half the children currently out-of-school have never
had any formal education, and are unlikely to enrol unless new policies and additional incentives are
put in place. Here, too, according to the EFA GMR 2009, the regional variations are wide. In Sub-
Saharan Africa, about two-thirds of the out-of-school population is expected never to enrol. In South
and West Asia, a similar share has enrolled but dropped out. In Latin America and in East Asia, the
overwhelming majority of out-of-school children have entered late or dropped out early. As these con-
trasting experiences suggest, tackling the out-of-school problem requires policy responses that ad-
dress specific structures of disadvantage.

Gender also has a bearing on the profile of out-of-school children. In 2006, girls accounted for 55% of
the world’s out-of-school children. In addition, girls are far more likely than boys never to enrol. Glob-
ally, 53% of out-of-school girls have never been to school, compared with 36% of out-of-school boys.
In other words, just over half the girls who were not enrolled in school in 2006 had never been en-
rolled, and might never go to school without additional incentives being introduced. On the other hand,
25% of girls who are out of school may enter late — a lower share than for boys (38%) — and 22% have
dropped out (26% for boys). Significant regional and national differences characterise each of these
areas. For example, related to the sample countries:

e Girls’ limited access to school is of particular concern in Sub-Saharan Africa, where 72% of
those not in school have never been enrolled, compared with 55% for boys. The situation is
comparably problematic for almost all sample countries, except Botswana, Tanzania and
South Africa.

e Dropout seems to be the main reason children are not in school in South and West Asia (e.g.
Bangladesh, India and Pakistan), with boys particularly affected — 79% of out-of-school boys
in the region have dropped out, compared with 53% of girls. Girls’ access to school remains a
serious issue in India and Pakistan. These countries have very wide gender gaps in the out-of-
school population profile.

e In East Asia and in Latin America, most out-of-school children, but particularly boys, may
eventually enrol late — 88% of boys in East Asia and 76% in Latin America, compared with
67% and 71% of girls, respectively.

If the goal of UPE is to be achieved by 2015, many countries will have to strengthen their focus on out-
of-school children. There is more to UPE than just getting children into school; retention, completion
and learning outcomes are also critical. However, universal access is the first step, and this is an area
in which a strengthened commitment to equity seems to be vital.
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2.5.2 EC contribution to enhancing access to education by disadvantaged groups

2.5.21 1-241: Existence and implementation of inclusive education policies, strategies and
financing modalities; and 1-243: Existence of equivalency programmes for disadvan-
taged students in the formal and non-formal education sectors

Generally, a pro-poor approach is advocated by the EC, which seeks to pay more attention to groups
in society who are the most disadvantaged, such as people in rural or semi-rural districts — ethnic, so-
cial or cultural minorities, or those disadvantaged by, for example, Human Immuno-deficiency Virus
(HIV)-Aids. Such an approach is usually stressed in CSPs, but also in programme documents such as
programming missions™’, which give rise to EC support.”" Moreover, the issue of access to education
by disadvantaged groups is, for instance, also emphasised in the thematic programme Investing in
People', and specifically in the Fighting Child Labour programme, which is aimed at:

o promoting effective policy dialogue on the eradication of child labour;

e bringing victims of child labour, trafficking or (conflict) violence into full-time education and re-
integrating them into society;

e operating partnerships and networking between key stakeholders, in particular non-State ac-
tors and the private sector, and promoting corporate social responsibility in the area of child
labour;

¢ enhancing socio-economic safety nets for families and communities (social protection)'.

This is a reflection of the importance attached by the EC to combating children labour, but, given pov-
erty costs that include opportunity costs of children going to school and thus not being able to contrib-
ute to family income, working children constitute a sizeable group within the out-of-school population.

It should also be noted that the EU emphasis on combating child labour was reiterated in the Council
Conclusion on Child Labour, stressing that the promotion of the rights of the child constitutes an inte-
gral part of the EU’s human rights policy, and that the elimination of child labour is a legal obligation
based on international treaties and conventions."*

This section covers the following indicators through which EC support and effectiveness towards in-
creasing access to education by disadvantaged groups is being assessed.

o |-241: Existence and implementation of inclusive education policies, strategies and financing
modalities

o |-243: Existence of equivalency programmes for disadvantaged students in the formal and non-
formal education sector

Given the interrelated nature of these indicators, they are being dealt with in one single section.

As for equivalency programmes in general, these are non-formal education programmes to enable
children to re-enter basic formal education. Such programmes aim to create a flexible and child-
friendly “bridge”, especially for over-aged children who have dropped out of school or who never en-
rolled. NGOs have launched many projects to reach out to disadvantaged students through non-formal
education provisions. Increasingly, through pro-poor education sector reform, with its emphasis on
education for all and accommodation of MDG2 targets, strategies are being developed by govern-

"EC Programming mission, basic education Bangladesh 2001.

"E. g. PROMAN S.A. (2008): EC Sector Policy Support Programme (SPSP) - Targeted Budget Support to Pro-
poor Basic Education Reforms in Cambodia (KHD/AIDCO/2002/0405). Final Evaluation.

"2 Eor more information, see European Commission (2007): Investing in People: Strategy Paper for the Thematic
Programme 2007-2013. The strategy outlines that “girls and children from hard-to-reach groups make up the 77
million children still out of school... The thematic programme should therefore address this area (i.e. and supple-
ment the existing country action while also offering funding through global initiatives for direct action in countries
with the most critical indicators, where such thematic action can effectively yield positive results towards improv-
ing enrolment rates”.

The programme has a budget of € 541 million for 2007-2010, from which € 65 million (12% of the total) is for
“Education and Skills”. Funding is usually disbursed through Calls for Proposals. For global or strategic initiatives,
agreements are also signed with international organisations, such as UN agencies or the World Bank. The pro-
gramme is implemented through Annual Action Programmes (AAPs) based on the general indications provided by
the Thematic Strategy Paper and Multi-Annual Indicative Programme 2007-2010.
"3 Draft Commission Staff Working Document Combating Child Labour Brussels, SEC (2010)xxxx, pp.4,6 and 54
* Press Release, Council Conclusions on Child Labour; 3023 Foreign affairs council meeting Luxembourg, 14
June 2010.
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ments (e.g. Cambodia) for reach out to these groups. In some cases, reforms are concentrating on the
formal system, incorporating innovative methodologies and approaches developed by NGOs (/ndia),
or they put an emphasis on mainstreaming NGO non-formal education provisions (Bangladesh).

However, as shown by the examples below and by the overall analysis, it appears that the issue of
equivalency programmes is predominantly supported only by the EC in Asian countries'. In Africa,
there are hardly any large NGOs implementing a nationwide agenda of non-formal education — hence
they would be suitable for support by projects implemented by NGOs rather than by EC large-scale
programmes aimed at hard-to-reach children, as is the case in South Asia (India, Bangladesh and
Pakistan). Moreover, some NGO projects have been supported through thematic programmes or the
NGO programme, such as PVD.

Based on CSPs, CSEs and Country Notes, it appears that the EC, in its support programmes, has
made efforts to identify discrimination or under-provision and strategies to overcome these. These
sources appear to indicate that disadvantaged groups are being taken increasingly into account in
education policy and in monitoring in the countries analysed. Some examples may illustrate that the
issue is on the agenda, and that the EC, through various means, is trying to keep it high on the
agenda:

e In some cases, projects are designed specifically with disadvantaged groups in mind, such as
the NFPE BRAC programme in Bangladesh, whose medium-term strategy for 2004-2009 aims
to focus exclusively on the hard-to-reach and/or ultra poor children.

e In Cambodia, EC support through targeted Budget Support was focused on the Ministry of
Education. The support was directed in particular towards the design and implementation of its
policies — for example,. the Education Sector Strategic Plan or a policy on education for chil-
dren with disabilities (March 2008). According to the EUD, all policies are linked to inclusive
education, which, in Cambodia, covers people with disabilities, girls and indigenous communi-
ties (video conference'®).

e In India, the Technical and Administrative Provisions (TAP) of Sarva Shiksha Abhiyan indicated
that this programme fosters inclusive education, even in the case of children with severe dis-
abilities. Planning data for such an inclusive policy is based on data collected from a house-
hold census (in contrast to DPEP, which was school-based) of the educational status of chil-
dren from O to 14 years of age, combined with school mapping - both starting at the habitation
level, which is below the village level. Through this, out-of school children - including those
with disabilities, and those from SCs and STs — can be identified.

e In Vietnam, children from ethnic minorities and from remote areas have been supported
through the ‘School Attendance Programme for Ethnic Minority Children in Bac Ha’ and the
‘Early Childhood Development in Remote Mountainous Ethnic Minority Communities in North-
ern Vietnam’ projects.

e In Botswana, equity issues are regularly discussed (at policy level) and, according to the CSE,
there is now a higher degree of awareness about the problems of disadvantaged groups
among policy-makers. It seems that these dialogues have played a role in shifting partner
country agendas towards disadvantaged groups. Moreover, some of the sector support pro-
gramme indicators have been better formulated for the 10™ EDF - for example, with "regions
with the highest drop-out rates” being analysed as an indicator, rather than merely “primary
drop-out rates”. In relation to secondary drop-out rates, the indicators focus on the level of fe-
male drop-out.

e In Niger, the EC supported a project on access for children with disabilities to regular primary
schools in the Niamey area. There are about 160,000 children aged 3 to 12 in the Niamey
area, of which about 4,500 are have mental or physical handicaps. The main activity con-
ducted by the project is the sensitisation of all stakeholders — from education authorities at the

"% The fact that NFE and equivalency programmes play a rather prominent role in Asia, as compared to other

regions, is also underpinned by the results of the video conference: In Cambodia, a specific target of the 2007
SBS was the extension of non-formal education, which is a topic especially important in remote and rural areas in
which indigenous people live. There, according to the EUD, the EUD is working closely with NGOs and civil soci-
etg/ in order to improve access to remote schools.

116118 5ee also: PROMAN S.A. (2008): EC Sector Policy Support Programme (SPSP) - Targeted Budget Support
to Pro-poor Basic Education Reforms in Cambodia (KHD/AIDCO/2002/0405). Final Evaluation. LoC N°
2008/159650. Framework Contract Beneficiaries — Lot 9.

The € 15 million EC grant was to support the system of Priority Action Programmes (PAPs) that were considered
to be “pro-poor”.
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ministry level to inspectors, headmasters and parents. In addition, it is organising training ses-
sions for teachers to help them in the process of integrating pupils with handicaps into regular
class. Before the project, about 60% of the target population was already enrolled in the
schools of the Niamey area. The survey has estimated that a maximum of 80% could be in-
cluded - the remaining 20% being too severely affected for inclusive education. After two
years, the proportion has risen from 60% to 66% - slightly less than the expected objective.
The next step for the NGO is to extend the project to rural areas, where the problem of inclu-
sion of children with handicaps is more acute, with only 7% included in regular schools.

e In relation to children affected by HIV-Aids, the Tanzanian Primary Education Development
Programme includes a component targeted at children with special needs, such orphans and
Aids-affected pupils.

The effectiveness of programmes and activities targeting disadvantaged groups is difficult to assess
as, in numerous cases, they are part of an integrated sector support approach'. In several cases,
though complementary, parallel but complementary systems have been funded and implemented with
NGO support. For example:

e In Bangladesh, within PEDP, mainstreaming of BRAC NFP into the education system is fos-
tered, but equally the EC is supporting enrolment in the CHT.

o Vietnam was able to record significant impacts of EC-supported projects contributing to higher
enrolment rates in primary and junior secondary schools — for example with the projects tar-
geting the Northern Uplands. According to the CSE, the pro-poor approach of these projects
has lead to sustainable results in the form of newly-established schools, trained teachers,
available materials, as well as, most importantly, highly motivated students and parents.

o Similar results were noted in India, especially through Sarva Shiksha Abhiyan and complemen-
tary provisions being supported through the Aga Khan Foundation for PESLE.

The following table sheds more light on some cases of EC support that have had an impact on en-
hancing access to education by disadvantaged groups, be it through improved policies or through im-
plementing non-formal education programmes:

Table 19: Some examples of how EC support dealt with “inclusive education”

Country Examples of EC support to inclusive education

Bangladesh | In Bangladesh, the EC’s support to the non-formal sector served to target the poorest
and the most hard-to-reach people situated in riverine char (small islands), coastal areas,
haor (wetlands), tribal and hill districts. The support and intervention of non-governmental
groups in the non-formal primary subsector enabled children with little or no chance of
getting an education in school to become literate and to acquire life skills leading to en-
hanced personal development, as well as to occupational skills at a time when the formal
sector was struggling to cope and these children would have been left out of the educa-
tion system. BRAC alone helped 1.3 million children to be graduated during 2004-2009.
Of these, 66% were girls, and a total of 9,624 children with special needs and 19,150
ethnic children.""®

According to the CSE, at the beginning of the 2000s there was no evidence that BRAC
had actually reached the most vulnerable groups and the poorest in society. This
changed during the NFPE 3 programme (2001-04) and beyond, as stressed by a 2009
MTR. The team emphasised that the project was successful in meeting a pressing need
to provide children in difficult-to-reach areas (such as urban slums and Chittagong Hill
Tracts) with high quality education. The three NGOs implementing the project success-
fully opened and operated schools, and thereby reached 330,000 of the most vulnerable
children from poor households and ethnic minorities, and provided them with a full cycle
of primary education. A ROM mission in mid-2008 concluded that a significant number of
children without access to government-run schools had been provided with quality basic
education.

Vietnam The CSE for Vietham demonstrated that targeted EC-supported projects in areas with
large minority populations, such as the northern mountainous regions of Vietnam, can
generate very positive impacts on making primary education more inclusive for disadvan-
taged groups. Vietnam was also aided by the drawing up of an Issue Paper, together with
the SREM (Support to the Renovation of Education Management) project, on improving

"7 This is, for instance, also the case in Jordan, where the EC is the only SBS donor, and where, according to the

focus group results, EC focus has been on vulnerable groups in the education sector. According to the EUD, EC
support has made a real difference and added value.

"8 NFPE was implemented by two other NGOs apart from BRAC. They are SCF and DAM (selected through a
call for proposals).
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Country Examples of EC support to inclusive education

access and quality of primary education, in which minority concerns were made a priority
for action. Access to primary education for children from disadvantaged groups in North-
ern Vietnam had been boosted through “The School Attendance Programme for Ethnic
Minority Children in Bac Ha” and the “Early Childhood Development in Remote Moun-
tainous Ethnic Minority Communities in Northern Vietnam” (2003-07) projects. New
schools were built, teachers trained, school materials were obtained, and students and
parents were motivated by the pro-poor approach. Indeed, the project in remote moun-
tainous and ethnic minority communities has been such a success that it has been repli-
cated in other districts of Vietham.

Namibia In Namibia, according to the ECA report, shortcomings are greater in the poorest areas
of the country due to the current financing model, under which schools depend on paren-
tal contributions to the SDFs. In addition to the socio-economic disparities, considerable
inequities persist between the majority of pupils in urban areas on one side, and Or-
phans-Vulnerable Children (OVCs) and children belonging to the San minority on the
other side. Moreover, the difficulties in reaching the most disadvantaged children (or-
phans, vulnerable children, San children, and children living in remote areas), also with
EC support through ESP implementation, have been underlined by the ECA report.
Where regional statistics are available, they suggest that the provision of qualified teach-
ers, textbooks and school facilities is most difficult in the poor areas. The main effect of
the ESP contribution is that most of the legal and institutional framework has been now
set up to enable ETSIP activities to be implemented. Of importance are the Orphans and
Vulnerable policy, the revised Early Childhood Development Policy, the Textbook Policy,
and the Vocational Education Act. These policies, which present institutional and finan-
cial challenges, have to be implemented. However, ECA indicates that the lack of indica-
tors does not allow them to assess the improvements from the ESP in addressing ine-
qualities, such as social, ethnic or regional disparities. Available indicators are not suffi-
ciently disaggregated to allow the assessment of progress in the access to education and
of achievements of learners from low-income households and from disadvantaged
groups. ECA concludes that a major flaw in the ETSIP monitoring and evaluation system
is the fact that it lacks adequate information for pro-poor policy and decision making.
However, the need to develop disaggregated statistics to show access and achievement
levels of learners from low-income households and disadvantaged groups is highlighted
in ETSIP. The EMIS is currently being revisited to capture levels of disaggregation, nota-
bly in terms of orphans and vulnerable children.

South Af- In South Africa, the priority in the education sector has been overcoming the historical
rica disparities and addressing the educational provision for disadvantaged groups. In this
context, the most significant marker of disadvantage is that of poverty, with South Africa
currently having the worst income inequality in the world, as measured by the Gini coeffi-
cient. While there is significant overlap between poverty, rurality and race as markers of
poverty, there are no specifically disadvantaged ethnic groups or remote communities.
Poverty is concentrated in the rural and township communities of blacks, particularly
among black Africans. Disadvantage in the South African context is therefore a disadvan-
tage of the majority, as opposed to any special minority group. The work of the EC in the
education sector focused on supporting government efforts to address these inequalities,
disparities and backlogs in education service delivery. '

Tanzania Between 1999 and 2006, the number of out-of-school children of primary school age in
Tanzania decreased dramatically from over 3 million to under 150,000."° Based on the
sector strategies (ESDP, PEDP and Secondary Education Development Plan), as well as
on the studies prepared to support the 2006 Education Sector Review, the “Increased
equitable, pro-poor and pro-vulnerable educational services” constitutes one of the ex-
pected results pursued by the Support to Education Sector Reform Programme 2006-
2010 (9" EDF).

According to the ECA Audit, the proportion of children with disabilities attending primary
school (based on GER) slightly increased from 0.24% in 2006 to 0.29% in 2006-07
(0.33% for males and 0.24% for females). One of the Operational Targets of the National
Strategy for Growth and Reduction of Poverty (NSGRP)/ MKUKUTA is the “increased
proportion of orphans and other vulnerable children enrolled, attending and completing
primary education from 2% in 2000 to 30% in 2010”.

With a view to estimating the impact of the Education SBS allocation on disadvantaged
groups, the Poverty and Human Development Report 2009'*', as quoted by the ECA re-
port, provides a mitigated picture by stating: “Poor rural children have benefited from the
expansion of education, but the analysis of the Household Budget Survey data shows

19 Country Note South Africa

120 JRM 2009

121 Poverty and Human Development Report 2009, Research and Analysis Working Group, MKUKUTA Monitoring
System, Ministry of Finance and Economic Affairs, United Republic of Tanzania, December 2009
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Country Examples of EC support to inclusive education

that the least poor continue to benefit disproportionately from government spending in
education.”

With regard to direct support to disadvantaged groups, the EC contributed an amount of
€ 0.75 million to the project “Youth With Disabilities Community Programme” with Fida
International (2005 —2011) and € 0.24 million to the project “Promoting Access to Educa-
tion for Deaf Blind and Multiply Disabled Children in Tanzania” with Sense International.
According to ECA report, the project with Sense International supporting the access of
deaf-blind children has largely achieved the planned results. For ECA, the low proportion
of children with disabilities in primary schools demonstrates the particular need for such
activities, and the report insists that the results of this project might encourage the gov-
ernment to pay more attention to these groups at the national level.

Dominican | As reported in the Country Note, several steps have been taken by the Government of
Republic Dominican Republic to foster inclusive education with regard to girls and boys with spe-
cial needs. Furthermore, teachers have been trained with the aim of providing knowledge
and mainstreaming appropriate methodologies for improving learning opportunities for
the disadvantaged, and international agreement have been signed with Cuba, Spain and
UNESCO. The Strategic Plan for the Development of Education has established the
“Strengthening education for diversity” programme, aimed at promoting inclusion and
permanence in the education system of girls and boys at risk for cultural, economic, so-
cial and personal reasons. This programme is based on five strategies, including: the
promotion of strategic alliances with private and public institutions that work with vulner-
able layers of the population to provide integral attendance; the widening of coverage
and strengthening of the service offered by centres for special education; and the design
and implementation of action likely to allow schools to offer an effective response to vul-
nerable people.

Tunisia The analysis made by the Country Note for Tunisia shows that the country has moved
from a situation in which physically handicapped children were accommodated in special-
ised institutions to an “inclusive approach” policy whereby children with handicaps are
enrolled in regular schools. Under the EC support to basic education, a plan for making
school facilities appropriate for children with handicaps (for example, wheelchair users)
has been developed. Every year, 50 schools are rehabilitated to make them accessible to
handicapped children, at a cost of 1.2 million dinars (€ 635,000). In addition, specific ef-
forts have been carried out in deprived areas to meet the needs of schools that did not
have access to electricity, safe drinking water, or heating systems in winter. The EC has
supported a programme of equipment, by having set up a conditionality that has subse-
quently been considered as satisfactory. School conditions in remote rural areas have
therefore improved significantly.

Pakistan The CSPs and NIPs strongly advocate assistance to the Government of Pakistan in its
efforts to accommodate MDG2 targets through ensuring access and quality primary edu-
cation for all youth, especially girls and those living in rural remote and disadvantaged
areas. The Northern Areas and Chitral are regions with substantial amounts of special
target groups and out-of school-children. As analysed by the Country Note for Pakistan,
the Northern Pakistan Education Programme, implemented by the Aga Khan Education
Services, improved access, quality and sustainability of education for in-school and out-
of-school children, including girls. It resulted in increased gender equity and participation
of communities in the Northern Areas and Chitral. Moreover, the programme arranged for
NFE opportunities for some 22,486 mainly female and out-of-school children.

The case of India shows that sector support, followed by SBS with an emphasis on selective states
and backward districts, combined with project support to an NGO reaching out to hard-to-reach, as-
sisted the Government of India to break through thick separation walls between mainstream Hindu
groups and scheduled castes and tribes often living in remote areas.

Box 13: India: How EC support assisted the government of India in reaching out to disadvan-
taged out-of-school youth

In India, the lack of any external evaluation of EC support to DPEP proved detrimental to gaining insight
into the degree to which the scheme adopted the type of pro-poor approaches fostered by the EC, in-
cluding decreasing gender disparities, out reach to out-of-school children, and reaching out to scheduled
castes (SCs) and scheduled tribes (STs). As an analysis of project-related documents revealed'?,
mainstreaming NGO approaches was the main thrust of the EC-supported PESLE project: mainstream-
ing innovative, small-scale experiments carried out by NGOs into the larger government and other sys-
tems, with a particular focus on marginalised and disadvantaged children. Moreover, drawing in margin-
alised groups and keeping them in the system in order to achieve universal education targets, is one of
the key thrusts of the Sarva Shiksha Abhiyan programme. ROM monitoring reports indicate that the pro-
gramme has made considerable inroads in respect of collaboration with government, specifically in

122 ¢SP India 2002-2006; Final Evaluation PESLE
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those areas (urban and rural slums) that would normally remain untouched by government.

The EC supported DPEP/Sarva Shiksha Abhiyan in the state of Madhya Pradesh, which is one of the
largest states in India, with the largest share of disadvantaged minorities, with SC and ST populations
often living in small and sparsely-populated remote settlements. Here, the state government launched
the EGS, a community-centred and rights-based initiative to universalise primary education The scheme
guaranteed the provision of a teacher, teacher salaries and training, teaching and learning materials and
contingencies to start a school where there was a demand from a community without a primary school-
ing facility within 1 km of the community, provided that this demand came from 25 learners in the case of
tribal areas and 40 in the case of non-tribal areas. The Commission Staff Working Document (2010)
noted that the number of out-of-school children aged 6-14 was reduced from 25 million to 14 million be-
tween 2001 and 2006 in India as a whole, and the percentage of girls out-of-school declined from 7.9%
in 2005 to 4.6% in 2009. This was partly due to the investment of over € 3 billion in the DPEP and the
Sarva Shiksha Abhiyan education programme, to which the EC has contributed around € 350 million.

2.5.2.2 1-242: Flexible schooling for special target groups (e.g. nomadic groups, remote area
dwellers)

Special target groups such as nomads, fishermen, working children and remote area dwellers are of-
ten excluded from access to primary education because they cannot be traced or reached, because
they are mobile, or because scheduled timetables are not in line with their availability and require-
ments. Nomads constitute about 6% of the total population in Africa and are found in some 22 African
countries.

In the Dominican Republic, according to the Country Note, a study for IADB'# highlights that policies

aimed at increasing the flexibility of schooling intended to encourage students to return to school have
an important role in improving access. Policies such as providing three shifts (morning, afternoon and
evening), which is especially the case in rural areas, cause some problems, but do have the benefit of
enabling young people to continue to work while also attending school.

Analysis of data for the sample countries revealed only one example — in Somalia - where the EC in-
tended to focus on nomads as a special target group. The EU-Norway Somalia JSP for the period
2008-13 puts education among the strategic objectives: “Strengthen or establish the education institu-
tional frameworks for the delivery of accessible and good quality education for all Somalis, including
formal, non-formal and Islamic education. A sector-wide approach to education will aim to provide ac-
cess to broad-based education for all children and for adults who have missed out on education be-
cause of conflict, instability and inadequate or non-existent government institutions. Activities in this
sector will focus on improved delivery of basic formal and non-formal education for children and
adults. This will include literacy training, education support for nomadic groups, internally displaced
people, etc.”

Several strategies and pilot initiatives by projects implemented by NGOs are applied to these target
groups, including mobile schools, boarding schools, flexible timetables per day and year, and incen-
tives for teacher deployment. However, given the emphasis on sector support, it is up to the govern-
ment to focus amid scarce resources on these target groups and approaches.

123 Alvarez, Carola (2004): La educacion en la Republica Dominicana - logros y desafios pendientes. In “Serie de

Estudios Econdmicos y Sectoriales Washington: Inter-American Development Bank.
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3 EQ3-secondary: To what extent has EC support to education
contributed to improving transition to secondary level (both
lower and upper)?

Enrolment in primary education sharply increased between 2000 and 2007, but completion still lags
behind. Many children who have completed primary education still do not avail themselves of opportu-
nities to proceed to secondary education and acquire competencies that will later help them to find
gainful employment. Thus, the EFA’s view of Basic Education incorporates lower or junior secondary
education, and would constitute a minimum package of learning required to proceed to further educa-
tion or employment. As stated by World Conference Education for All (WCEFA) in 1990'*: "Every per-
son - child, youth and adult — shall be able to benefit from educational opportunities designed to meet
their basic learning needs.” In many countries, this expanded view of Basic Education has been
adopted under different terms — for example, elementary education in India, which constitutes the ex-
panded scope of Sarva Shiksha Abhiyan, compared to the District Primary Education project (DPEP).
The challenge is whether children everywhere can complete primary education of sufficient quality,
and whether they can continue learning in lower secondary education as a foundation for meeting their
basic learning needs. In many developing countries and in most Sub-Saharan African countries, these
challenges are far from being met.

The Commission Staff Working Document, “More and Better Education in Developing Countries”'®,
points out that achieving the MDG of Universal Primary Education is not sufficient, and that all children
need access to quality education at all levels. Primary education is no longer enough to ensure per-
sonal prosperity, and a balanced education sector is necessary for national growth.

This question assesses whether partner countries supported by the EC have moved towards EFA's
expanded view of Basic Education, indicated by the success of countries in improving transition rates
(internal efficiency) from Primary to Lower Secondary to achieve EFA. Given progress made in many
countries towards universalising primary education, the necessary policies, strategies and linked facili-
ties, staff and financial resources have to be generated to meet increasing demands of students for
further education. A focus on secondary education thus becomes an increasingly relevant issue and
demands specific attention in the context of the various implementation modalities of a Sector Policy
Support Programme.

The EQ also assesses transition from Lower (Junior) Secondary to Upper (Senior) Secondary (internal
efficiency), which is important when considering the linkage between education, skills acquisition and
employment (external efficiency). This external efficiency is central and relates to one of the most cru-
cial impacts of EC assistance to education, as incorporated in the intervention logic (see Annex 20). It
is well-described for Tunisia in the EU-Tunisia CSP 2007-13 and NIP 2007-10, which indicate that the
major problem identified in the education sector is linked to the employability of school leavers at all
levels. The document laments the fact that the gateways from general education to vocational and
technical tracks do not work properly, and accommodate too few candidates. Numerous attempts at
reform have been made in the past, but without significant success. EC support to basic education
had also aimed at improving the quality of secondary education, as Tunisia had already achieved the
objective of Education for All, as well as gender parity, by 2000.

In interpreting data, reference will be made to judgment criteria related to the capacity within the
school system to accommodate increased numbers of students. This has implications for financial,
infrastructural, human resourcing (e.g. teacher training and deployment) and equity (e.g. regional dis-
parities) issues, as well as strategies to increase places (e.g. double shifts). The answer to this EQ is
thus built on the following JCs:

e JC31: Internal Efficiency of the school cycle from Primary to Lower & Senior Secondary

e JC32: Capacity of secondary institutions to accommodate potential enrolments and to meet
expected rise in demand for enrolment (especially at lower secondary level)

124 World Conference Education for All (WCEFA), Jomtien, 1990
125 Commission Staff Working Document More and Better Education in Developing Countries, Sec (2010)121 final
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3.1 JC31: Internal Efficiency of the school cycle from Primary to Lower & Sen-
ior Secondary

Transition rate to sec- Transition rate to secondary refers to the number of new entrants to the first grade of
ondary education secondary education (general programmes only) in a given year, expressed as a per-
centage of the number of pupils enrolled in the final grade of primary education in the
previous year.

To measure internal efficiency, the “Transition Rate from Primary to Lower Secondary, and Upper” is
taken as a proxy indicator.

3.1.1 Internal efficiency trends related to lower secondary education

The Commission Staff Working Document on MDGs' notes that, at the current rate of progress, the
world in general is edging closer to universal primary education, but too slowly to meet the 2015 tar-
get. The Commission Staff Working Document. "More and Better Education in Developing Countries",
states that whereas the primary school completion gap between rich and poor countries has dimin-
ished, the gap in secondary education, in proportion to the population, has widened in the last 40
years.'” Reference is made to private participation in the financing of education infrastructure and ser-
vice provision, which is particularly the case in secondary education and higher education.™®

The problem of targeting secondary education is exacerbated by the fact that it has not featured
strongly in the educational agenda of developing countries™. The study notes, however, that this posi-
tion is beginning to change, particularly in those countries where near-universal primary school enrol-
ment is creating pressure at higher levels.

Worldwide, 85% of children in the last grade of primary school proceed to secondary schools. How-
ever, generally speaking, few children in Africa continue their education beyond the primary level.

As a general pattern, and in line with extended periods of compulsory schooling, basic education (in-
cluding lower secondary) is attained by the great majority of children in industrialised countries, East-
ern Europe and CIS, Latin America and the Caribbean and in the Middle East and North Africa.
Only two regions have transition rates below the regional average of 85%: Southern Africa (67.1%)
and West and Central Africa (52.4%). Transition to secondary education is done by boys and girls
alike (strong gender parity), whereas in South Asia a "survival of the fittest" pattern is found, with girls
under-represented among those completing primary education, but over-represented among those
progressing to secondary education. In West and Central Africa, girls are under-represented both in
enrolment and in progression to secondary, and are being kept in a situation of despair.

When interpreting the transition rate to secondary education, the PCR and the GER in lower secon-
dary education need to be considered. When transition rates are high, combined with a low PCR, this
means that the throughput from primary to lower secondary becomes very low. A second mode of
comparison is with the lower secondary GER. This illustrates the degree to which transition has sig-
nificantly boosted the demand for lower secondary education places, as indicated by a substantial in-
crease in the GER for lower secondary education.

The following table shows the link between students completing primary education (PCR), whether
they progress to lower secondary or not (transition rate — TR), and the implications in terms of gross
enrolment rate in lower secondary education (GER).

126 Commission Staff Working Document, Progress Made on the Millennium Development Goals and Challenges
for the Road Ahead, Sec (2010) 418 final

127 Reference is made to World Bank 2005, Expanding Opportunities and Building Competencies for Young Peo-
%Iee: A New Agenda for Secondary Education.

This need to mobilise all resources is also stressed for all MDGs by the Commission Staff Working Document
Progress made on the Millennium Development Goals, Sec (2010) 418: The scale of the challenge for attaining
MDGs requires mobilising the participation of all actors and all sources in complementary ways. While govern-
ments have primary responsibility for delivering MDG progress, private actors can complement public interven-
tions in designing, delivering and financing specific actions
129 Figueredo, Vivian and Anzalone, Stephen (2003): Alternative models for secondary education in developing
countries: Rationale and Realities. American Institutes for Research, January 2003.
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Table 20: Primary Completion Rate, Transition Rate to secondary education level, Gross En-
rolment Rate to lower secondary (in %, sample countries, 2000 and 2007)
Country Name Year 2000 Year 2007

PCR | TR | GER | PCR | TR | GER

ASIA

Bangladesh 59 60 | 58* | 95° | 62

India 72 | 88 | 62 94 | 86" | 76

Indonesia 98" | 77'| 71 | 108 | 99" | 93

Tajikistan 95 | 97 | 84 95 | 98" | 95

Vietnam 96 94 79

Sub-Saharan Africa

Botswana 91 | 95 | 88 | 99 91*

Burkina Faso 25 37 14 34 54 21

Ghana 66" 81 60 78 90 72

Mozambique 16 40 9 46 56 26

Niger 18 31 8 39 45 15

South Africa 87 93’ 97 86 93* 94

Tanzania 55" | 20 83

Uganda 58" | 38 | 20 59* | 28

Caribbean

Dominican Republic 75 89 63 88 90 81

Jamaica 87 96 93 89 94

Latin America

Argentina 100 | 81 | 103 | 100* 103*

Nicaragua 66 60 75 78

European Neighbourhood countries

Tunisia 88 74 | 103 | 102 116

Russian Federation 94 92 94 82

Fragile States

Eritrea 36 82 39 47 | 78° | 65

Somalia

Pakistan 74° | 322 | 60 | 73 | 45

Occupied Palestinian Territory 103 | 95 88 83 97* 98

' = Total in 2001, 2 = Total in 2003

% = Total in 2005; * = Total in 2006;

PCR = Primary Completion Rate, TR = Transition Rate, GER = Gross Enrolment Rate
Source: World Bank Edstats

From the table, the following can be derived:
Asia

In Asia, Bangladesh’s progression rate was surprisingly very high, at 95%, but the PCR was low, and
the GER of 62% indicates a lack of throughput to lower secondary. There has been a relatively rapid
expansion of secondary education since 2000, accompanied by a growth in enrolment of girls as a
result of social mobilisation, and incentives such as stipends and tuition waivers for rural girls.

In India, retention, completion and progression to lower secondary have significantly improved through
DPEP, supported by the EC, and especially through its successor, Sarva Shiksha Abhiyan, covering
elementary education and backed by making elementary education compulsory and free (see EQ2,
JC23). The PCR and transition rate have slightly decreased, but the GER gained a solid 14 points be-
tween 2000 and 2007.

Indonesia has made solid progress in retaining primary students, and almost all of them proceeding to
lower secondary. In 1994, Indonesia expanded its definition of basic education to include nine years of
primary and lower secondary education, and declared the ambitious target that all children aged 7-15
would receive basic education by 2004'°. This target was not achieved, but in 2007, Indonesia was
well on its way of universalising basic education for all.

%0 See Figueredo and Anzalone (2003)
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In these countries, the EC has participated in education sector support programmes that may have
contributed to those developments (see below). Tajikistan continues to have a very good transition
rate, at 98% in 2007, and continues with near universalisation of basic education, given high PCR and
lower secondary GER.

Sub-Saharan Africa

In Sub-Saharan Africa, Botswana, South Africa and Ghana combine a high transition rate with a high
PCR and solid enrolment in lower secondary education, exemplified by the GER. The trend in these
countries is moving towards the Asian countries represented in the desk study. Botswana and South
Africa are upper middle-income countries. Ghana, even though still being ranked as a low-income
country (IDA), has accelerated development at a good pace. EUD Botswana indicated in its reply to
the survey that secondary education constitutes a substantial slice of EC support to the education sec-
tor (22%). Interestingly, the CSE evaluation made the point that even though Botswana has very high
transition rates compared to most countries, recent findings hide the fact that nearly 20% of each co-
hort of primary school pupils is lost during the primary school cycle. There was some degree of ex-
perimentation with double shifts in order to increase the intake capacities of the existing secondary
schools, but this led to poor exam results.

There are also countries — such as Niger, Burkina Faso and Mozambique - that are a long way from
meeting the MDG2 target, replicating this pattern for lower secondary with low GER, combined with
still low PCR and low transition of the relatively few proceeding through primary education (even
though at improved levels in 2007, compared with 2000). While the PCR is low, progression to lower
secondary among those completing primary education is also low, leading to small numbers of pupils
at lower secondary education level, which is reflected by low GERs in Niger (15%), Burkina Faso
(21%) and Mozambique (26%). In Niger, according to the Country Note, the completion rate has not
improved since 2003-04. It is stable at the extremely low level of 9% and, consequently, the GER in
lower secondary education is also stable at the 16% level of 2005-06. The transition rate to lower sec-
ondary has slowly increased from 17% in 2001-02 to 23.9% in 2008-09. The pattern within these
countries is characterised by extremely high wastage, and hence low internal efficiency.

Even though Uganda has higher primary net and gross enrolments, the transition rate is still low, and
lower secondary GER (28%) has not made a significant leap forward compared with 2000 levels. Per-
formance of the rounds of the EC’s PABS 4 and PABS 5 in EDF 8 and 9, with indicators also related
to secondary education, appears to be at least far from optimal.

Caribbean

In the Caribbean, the transition rate from primary to secondary in the Dominican Republic (Country
Note) was 89.9% in 2008, compared with the 87.8% in 2002. This slight improvement over the period
under evaluation is the result of a steady increase in the rate until 2006 (up to a maximum of 95.8%)
and then a subsequent decline to the current rate. In the same way, the budgetary increase for school
equipment and learning materials, as well as the improvement in school management, has contributed
to improving the internal efficiency of the education sector and to increasing the positive transition
from primary to secondary.

Latin America

In Latin America, the transition rate data for Nicaragua was not available, but, in general, it lagged
behind the Latin American pattern, with a GER of 78% and a PCR of 75%, while for Argentina it may
be said that lower secondary for all has been achieved.

European Neighbourhood countries

In some countries, especially European Neighbourhood countries, strong moves forward have been
made in accommodating demand for secondary education. In Tunisia, transition to lower and upper
secondary levels is no longer limited by lack of facilities, as happened in the 1990s. The supply of
places at both levels is sufficient to accommodate all candidates. Overall, the secondary education
track record in the country is excellent, with a GER of 116 and a PCR of 102. The transition rate from
primary to lower secondary is about 87%, a high level by international standards, and one of the high-
est among countries at the same level of development. The 13% of pupils who do not have access to
the seventh grade are either enrolled in professional schools or drop out.

Fragile States

If the Eritrea statistics are reliable, then strong advances have been made, especially in lower secon-
dary GER - from 39% in 2000 to 65% in 2007. The PCR is still low (47%) but the progression to lower
secondary among those completing primary is relatively high. The reason for the rise in GER is un-
clear, unless it is caused by large numbers of delayed entrants as a result of lower secondary schools
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having been constructed. The Education Sector Development Programme (2005) states that over the
next five years the transition rate from middle school (Grade 8 leavers) to secondary education is sup-
posed to increase from 60% to almost 80%. The number of students enrolled in secondary education
is projected to increase by 66,750 (an increase of 96%), raising the gross enrolment ratio from 23% to
34%. The total enrolment of girls is expected to increase substantially, by 34,800 students over the
ESDP period. This will be sufficient to lift the female gross enrolment ratio from 16% to 30% - an in-
crease of 89%. Within total enrolment, even greater progress is expected in the enrolment of age-
appropriate females (age 15-18). The net enrolment ratio at secondary level is expected to more than
rise from 11% to 30% — an increase of 166%.

In Liberia, 102,642 students are enrolled in junior high schools (as against 539,887 in primary
schools). Junior high school enrolment is unevenly distributed across the education districts and coun-
ties, with more than half of all students enrolled in junior high schools found in Montserrado County.
Junior high schooling is officially for children aged 12 to 14, but almost 88% of children enrolled are
above the age of 14."" In Somalia, education is organised into four years of primary education and
four years of intermediate, followed by four years of secondary education. Secondary education shows
a GER of less than 2%, with under-representation and underperformance of girls.

Pakistan lags far behind, with low PCR and low transition leading to a GER of 65% — comparable with
Bangladesh. Transition rates in Pakistan from primary to lower secondary have slightly improved over
the period under evaluation

Considering all the intricacies of its situation, the Occupied Palestinian Territory is adequately fostering
the provision of secondary education.

3.1.2 Internal efficiency trends related to upper secondary education

Secondary education in general and upper secondary in particular play an important role in building up
a skilled work force. However, upper secondary education GER remains very low in low income
countries, Sub-Saharan Africa and South Asia, while high participation is noted in middle-income
countries. The country pattern observed in relation to transition to lower secondary, and hence pro-
gress made towards universalising basic education, seems to be strongly determined by the state of
economic development and the progress made towards achieving MDG2. This pattern is even
strengthened for enrolment in upper secondary, where middle-income countries have made progress,
while upper secondary in LDCs remains reserved for a privileged minority. Socio-economic status of
countries and, within poor countries, class and family income determine access to upper secondary as
a gateway to skill development and higher education. Poor countries, especially in Sub-Saharan Af-
rica, provide very limited access to upper secondary, with low GERs in countries such as Niger (4),
Burkina Faso (8) and Mozambique, while much greater participation is noted in middle-income coun-
tries such as South Africa (96), Botswana (64), and in Caribbean, Latin American and European
Neighbourhood countries.

Even though good cost calculations are lacking, it is understood that expanding upper secondary edu-
cation is much more expensive than lower secondary, which requires less specialised teachers and
classrooms.

From the figure below, the following trends can be distilled:

3" Government of Liberia, Ministry of Education (2008: A system in transition: The 2007/08 National School Cen-

sus Report.
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Figure 7: Gross Enrolment Rates in upper secondary education, 2000 and 2007 (sample coun-
tries)
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Source: World Bank Edstats
Asia

In Asia, Pakistan (23) and Bangladesh (31) particularly lag behind, and have consolidated between
2000 and 2007 rather than improved. Compared to upper secondary education in East Asian coun-
tries, India, while performing well at primary completion and transition to lower secondary (within ele-
mentary), lagged behind several of these countries in terms of upper secondary education GER (43),
including Indonesia (58).

Sub-Saharan Africa and Caribbean

In most Sub-Saharan African countries, upper-secondary education provision is characterised by a
low GER - hence, it is reserved for the "privileged minority". This applies very strongly to Niger, Burk-
ina Faso and Mozambique, and, to a lesser, extent Uganda. In Niger, the GER at senior secondary
level is as low as 3.4% and has not improved since 2003-04. The situation for senior secondary edu-
cation is clearly alarming.

In contrast, South Africa has a GER at senior secondary level of 96% - the highest among the desk
study countries — while most students in Botswana also proceed to upper levels of secondary educa-
tion. The Botswana CSE states that the transition rate from junior to senior secondary level has stead-
ily increased from 49% at the beginning of the National Development Plan (NDP9) in 2003 to 67% in
2008. The target was to increase the rate to 70% by the end of the plan in September 2008. Unfortu-
nately, according to data recorded in 2009, the transition rate is down to 57%. Ghana has made great
progress in almost doubling its GER from 17% to 32%.

In the Dominican Republic, the GER (74%) significantly increased between 2000 and 2007.
Latin America

Argentina’s track record is far less impressive in upper secondary (67%) than in lower secondary, and
it has a lower GER than Jamaica (84%). Progress in Nicaragua (55%) follows a sluggish pattern.

European Neighbourhood countries

Russian Federation scores well (87%), and Tunisia has made solid progress between 2000 and 2007
in expanding upper secondary enrolment (72%). The transition rate to senior secondary in Tunisia is

Thematic global evaluation of European Commission support to the education sector in partner countries
(Including basic and secondary education); Final Report Volume lla; December 2010; Particip GmbH



92

high, with about half of each generation having access to the 10" grade. There are enough places to
accommodate all eligible students, on the basis of a final exam that measures the prerequisites for
being able to follow the second cycle curriculum. It should be noted here that the pass rate of girls is
significantly higher than that of boys (parity index of 1.34).

Fragile States

Figures for Eritrea in the period under evaluation show an upper secondary GER significantly higher
than that of other LDC s in Sub-Saharan Africa.

In Liberia, 55,600 students are enrolled in senior high schools nationwide (as against 102,642 in lower
secondary). Together, Private and Mission Senior High Schools account for 67% of all enrolled stu-
dents."

In Somalia, the secondary education GER is extremely low (see under lower secondary). It is clear
that this is one of the consequences of the civil war at the beginning of the 1990s, which resulted in
the damaging or complete destruction of primary and secondary schools.

Pakistan (23%) lags behind, having only consolidated between 2000 and 2007. rather than improved.
As with lower secondary, the Occupied Palestinian Territory also scored well in upper secondary
(75%).

3.1.3 Trends in EC support to secondary education and contribution to improvements

EC support is demand-based and builds on the capacity of partner governments for ownership of their
own reform agenda. Hence, the partner country has to assign priority to secondary education as a
specific subsector or as part of a sector-wide approach, identifying access, quality and staffing re-
quirements, and costing these. Moreover, the partner country has to identify existing provision, includ-
ing private provision, and determine its role towards all providers (in terms of accreditation, quality
maintenance and monitoring).

Partner countries and the EC both face a dilemma as to whether to resolve the problem of
access and quality in primary education before placing secondary education on the agenda, or
to pursue both goals simultaneously. Given government ownership of reform and support, that
dilemma is particularly relevant to the EC, in terms of its role being to support government policies or
to encourage required shifts in emphasis towards basic education through dialogue.

In understanding trends in EC support to secondary education, some constraints — which may, in
some cases, be legacies of the past — have to be addressed:

e Changing definitions of secondary education: Increasingly countries are adopting the EFA
extended view and define basic education as primary education plus lower/junior secondary.
That is sometimes called elementary education, followed by secondary education, which
means upper secondary education in the commonly used definition. This has implications for
statistics. What is called secondary education in the context of this evaluation may in some
partner countries refer to a combination of basic education and secondary education.

o Capturing secondary education in Common Relex Information System (CRIS): Given the
extended scope of basic education, CRIS may under-estimate EC support to secondary edu-
cation under the ambiguous term of basic education. This will apply to sector support pro-
grammes with sector-wide approaches covering both primary and lower secondary, or primary
and lower and upper secondary.

o Capturing sub-sectoral allocations to lower secondary within sectoral budget support
and sector support programmes. It has proved difficult to get a clear insight into sub-
sectoral allocations, even though an MTEF should be the instrument for predicting resource
allocations for lower secondary. However, education budgets are complicated due to the
separation of salary from the recurrent budget (outside the MTEF).

e Capturing the effect that compliance to indicators related to secondary education-in
GBS has on the budget for secondary education programmes. In countries where secon-
dary education policies are operational, GBS may include indicators related to secondary edu-
cation as a basis for disbursement of part of the variable tranche. If there is compliance, then
disbursement may take place to the Ministry of Education, and subsequently to the unit or
programme for secondary education. Both these steps are difficult to monitor. That applies to
a much lesser extent to indicators related to variable tranche release in SBS programmes.

32 Government of Liberia, Ministry of Education (2008): A system in transition: The 2007/08 National School cen-

sus report
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« In many countries, the private sector is a strong actor in terms of secondary education
provision. The position of the EC vis-a-vis support of both public and private actors in educa-
tion delivery is not crystal clear.™

In countries with low primary enrolment and completion rates, partner governments — and hence EC
efforts, given the scarcity of resources — have mainly have concentrated on universalising primary
education. This is the case in almost all Sub-Saharan African countries, and also Ethiopia™.
Moreover, secondary education has traditionally been much less of a focal area for government
intervention, and much more of an arena for private provision, which may not cater for equity
considerations. Bangladesh is one of the countries where the private sector is almost dominating
secondary education (Bangladesh Country Note), and where the core issue facing secondary
education is one of governance. The vast majority (more than 95%) of secondary schools in
Bangladesh (including the Madrasah, Islamic religious schools), are private non-governmental
institutions. Secondary education is, therefore, a private sector business.

As can be deduced from the inventory data alone, EC support to secondary education has not
constituted a major focus of support in the period 2000-07. EC support to secondary education in the
sample countries is shown in the table below. Only four out of 23 sample countries benefit(ed) from
EC support geared directly only towards secondary education; the support to the SBS in Tunisia was
the only significant EC support, accounting for 97.5% of the total EC support to secondary education.
This support focuses especially on lower-income and middle-income countries, and where partner
countries have increasingly given priority to secondary education through moving towards a sector-
wide approach in education. In most cases, the support is small, both in absolute terms and in
proportion to the overall support that is the subject of this evaluation. Apart from Tunisia (SBS), only
Niger (support to a private secondary institution), Bangladesh (PROMOTE) and Russian Federation
received direct EC support to secondary education.

Overall, as highlighted in the inventory, the total EC support directly to secondary education only
amounts to €41.5 million, which is 2% of the total directed towards basic and secondary education
(3% for the sample countries), with most of that directed towards the secondary education SBS in Tu-
nisia. It should be noted that this SBS is the only one that could be identified, and that the figure men-
tioned does not include other forms of SBS and SPSPs where secondary education is only part of the
support. For instance, lower secondary education is often part of sector support programmes, and,
therefore, it is difficult to quantify specifically the share of EC support to secondary education in such a
situation. Similarly, it is also difficult to quantify exactly EC support to secondary education that is inte-
grated in support to sector programmes. Examination of logframes and TAPS during field visits did not
yield further insight into this. EC support to SWAps incorporating junior secondary as well as primary
education - for example, in India, Pakistan and Indonesia — has been noted. Even though EC alloca-
tions to secondary education in partner countries will be larger than the small direct support, the EC
contribution to secondary education is still very low, given higher enrolment and completion rates and
huge demands for investments and policies in many countries that are gradually shifting emphasis
from primary to secondary education.

133 COM(2002) 116 final says: “The importance attached to actors in the education sector also means that ac-
count has to be taken of the “private sector” of education which may in some countries make a major contribution
to the quantity and quality of education, especially outside the formal education system.” Also the Commission
Staff Working Document More and Better Education in Developing Countries, Sec (2010)121 final, is rather silent
in that regard.

See video conference where the EUD representatives expressed that “Due to the important need to support
primary education in Ethiopia, secondary education issues have not really been tackled. But the EUD is con-
vinced that secondary education will be indirectly concerned by the actions funded in the primary education sector
in the future.”
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Table 21: EC support (in €) to secondary education (2000-07), sample countries
Seconda Total scope
(S BT Educatiorrlrl of evaluat,i)on S

ASIA
Bangladesh 150,370 140,865,186 0.11%
Sub-Saharan Africa
Niger 458,336 9,372,679 4.89%
European Neighbourhood countries
Tunisia 29,889.624 69,684,099 42.89%
Russian Federation 153,100 6,815,430 2.25%
Total 30,651,431 | 1,133,150,477 3%

Source: Inventory

In a sense, the rather limited EC support to secondary education reflects partner governments’ often
relatively limited emphasis on secondary education. It seems that this issue is beginning to be ad-
dressed, as the following figures indicate. They reflect findings from the EUD survey expressing the
EUD’s perception of governments’ emphasis on secondary education issues in legal provisions and
policy statements, in their budget allocations to secondary education, but also in the role secondary
education plays in the framework of policy dialogue (for details see Annex 3). They confirm shifts in
the perception of secondary education between the two programming periods covered by this evalua-
tion.

Figure 8: Results of survey to EUDs: Perceptions on importance attributed by national gov-
ernments towards enhancing secondary education
Importance of secondary education in legal provisions Importance of secondary education in policy dialogue
and policy statements with EC and others
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Note: The question left open to respondents which "1 st year" they wanted to refer to, so the basis for the answer is

somewhat heterogeneous. However most of the answers (10 out of 18) refer to 2002, followed by 2003 (three out
of 18) — indicated in the table as 1% year of reference). The same applies to the second perlod of reference: most
answers refer to 2007 (9 out of 18), followed by 2008 (7 out of 18) — indicated in the table as 2™ year of refer-
ence).
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While the EUD survey stressed the role of the EC in encouraging sector dialogue as the most
important EC added value (Nicaragua, Uganda and Pakistan) with regard to support to secondary
education, and respondents rather indicated that the EC is not very active in the subsector of secon-
dary education (Vietnam, India and South Africa). This mixed perception should be put into perspec-
tive: several sector support programmes, such as in Botswana, Pakistan, India and Tunisia, have ap-
plied a sector-wide approach, extending provision, in /ndia, from primary to elementary education, thus
covering what is usually referred to as lower secondary. In Pakistan, the scope of the SEPSP ranges
from pre-primary to upper-secondary. In Botswana, sector policies have applied a SWAp-type ap-
proach, and basic and upper secondary education are within the realm of sector programmes.

As for EC support to secondary education through projects, only in exceptional cases — such as
Niger - has the EC provided direct support to secondary education; through the NGO co-financing
budget line, the EC supported a private secondary school in Niamey (Mariama college) with a large
female attendance'. This private school had been facing serious financial difficulties due to the with-
drawal of a former source of income. If closed, it would have created a deterioration of female partici-
pation at secondary level, but the EC contribution helped the school to survive. According to numerous
sources, Mariama appears to be the institution providing the best education opportunities for girls in
Niger.

However, from the analysis made, it appears that in cases where partner governments are giving pri-
ority to secondary education, SBS and GBS variable tranches will usually incorporate indicators
related to secondary education outputs/outcomes. Among the sample countries, Burkina Faso,
Dominican Republic, Ghana, Jamaica, Mozambique, Niger, Tanzania and Uganda have received GBS
with reference to the education sector (see also EQ9). In the release triggers for the flexible
tranches, the most typical performance indicator in the education sector is net primary school
enrolment rate, usually gender-disaggregated. PCR is also a typical indicator, but sometimes the
Transition Rate from Primary to Lower and Upper Secondary constitutes one of the performance tar-
gets of EC support and government programmes - as, for example, in Uganda and Tanzania.

When looking at the sample countries, it appears that those countries receiving substantial SBS
funds had rather a limited focus on secondary education, apart from Tunisia and countries that
have SWAp-like approaches, such as India and Pakistan:

e One of the sub-programmes (DLIs) in the Sindh SBS in Pakistan, called “Stipends for girls in
public schools”, is specifically aimed at enhancing enrolment of rural girls in secondary educa-
tion, with a higher stipend in poor backward Talukas (sub-districts). The effects are not yet
known, given that the sub-programme started only in 2007.

e In Tunisia, the EC has not specifically targeted girls in its support, but has contributed to the in-
crease of the TR to lower secondary and upper secondary by supporting the government pol-
icy of reducing repetition and drop-out rates in primary.

e In India, Jalan and Glinskaya (2005)" claim that EC support to DPEP has had a noticeable
impact on primary school completion and progression to secondary education. They state that
the average impact of DPEP 1 is the largest for “cohort progression”, suggesting that the pro-
gramme may have been instrumental in substantially reducing drop-out rates among students.
In 2005, the Gross Intake Rate to the last grade of primary education (being a quasi indicator
for primary completion) amounts to 94%, a figure that decreased slightly to 92% in 2007. A
similar pattern can be found in EC-supported DPEP districts, where the completion rate of
primary education increased by more than 6%, compared with only marginal improvement in
non-DPEP districts. Overall, EC support to the education sector not only enhanced PCR and
transition in India, but also benefited/junior secondary (termed elementary education).

As for GBS countries, the EUD in Uganda (EUD survey) pointed out that the EC was the first PABS
IV GBS partner to include secondary education indicators in relation to the release of variable
tranches, while Ghana also incorporated junior and senior secondary education targets in its MDBS.
Uganda is a good example of secondary education indicators being incorporated in the performance
indicators of GBS support - that is, in EC support to the Poverty Alleviation Budget Support pro-
gramme PABS5 (total of € 157 million for budget support between 2000 and 2007). The following box
shows some of the characteristics of the support and the role of secondary education-related indica-
tors (the P7 completion rate and the gross enrolment in secondary education):

135 Projet de lutte contre I'exclusion des filles dans I'enseignement secondaire en vue de leur intégration dans la

société nigérienne au college Mariama a Niamey.
% Jalan, J and E.Glinskaya (2005), Improving Primary School Education in India. An Impact Assessment of
DPEP |, Washington, DC, World Bank
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Box 14: Uganda: Poverty Alleviation Budgetary Support — PABS 5 (UG/7200/004) EDF 9:
The role of secondary education

Budget: € 87 million untargeted budget support (from 9" EDF), € 5 million institutional support

Financing Agreement signed on April 26, 2005 (Commission); June 23, 2005 (GoU)

Starting date: June 2005; End date: December 2010

Duration: three years covering the fiscal years 2004/05, 2005/06 and 2006/07

The GoU's main policy objectives are laid out in the revised PEAP, finalised in November 2004. The overall objec-
tive of the PEAP is to develop policies and allocate resources that will reduce poverty in Uganda from 38% in
1997 to 10% or less by 2015. PABS 5 supports the implementation of PEAP objectives and its reform pro-
gramme.

The revised PEAP has been articulated around five pillars, one of which is human development. Key priorities are
primary and secondary education — with a particular focus on quality, health outcomes, population growth, and
adult literacy. During recent years, GoU has been successful in expanding primary education and adult literacy.
This development has, however, strained the quality of the education system, as witnessed by disappointing pri-
mary education completion rates and the level of skills actually acquired by pupils.

The quality of the provision of post-primary education poses another challenge which PABS 5 aimed particularly
to focus on. Attention was given to better targeting of public expenditure for secondary education to the poor.
Supplementary capacity building was to be provided through (tracking) studies, evaluations and reviews, to be
agreed in the context of the sector working group (the EC could, for instance, finance an entire study agreed upon
by the sector working group). Furthermore, PABS 5 aimed at paying attention to any capacity building needs in
sectoral statistics.

Fixed tranches are linked to the implementation of the macro-economic framework, and variable tranches
are linked to performances in the health and education sectors and in the management of public finances.
For the release of the variable tranches, the assessment of performance indicators was supposed to take into
account the outcomes of the sector reviews. In that context, GoU was to provide an analysis of the results
achieved, pointing out any external factors that influenced the results.

A key aspect of PAB 5 is that, since 2003, donor budget support programmes are designed according to partner-
ship principles jointly developed by GoU and development partners. Sector Working Groups are active. After dis-
cussions with MoES and Education Funding Agency Group (EFAG) members, four education sector indicators
were selected:

e E1 Net Primary enrolment;

o E2 P7 Completion rate;

e E3 Primary pupil literacy and numeracy competence;

o E4 S1-S6 (secondary education gross enrolment rates).
The indicators and targets related to E2 are as follows:

Indicator Status | Status | Target | Target Proj

2003 2004 2005 006 2007

E2. Completion rate - P7 56% 62% 63% 67% 69%
Boys 66% 72% 67% 2% 74%
Girls 47% 54% 58% 63% 64%

In terms of performance indicators for flexible tranche release, there is in PABS 5 emphasis on quality and sec-
ondary education, which was not the case in earlier programmes (the performance indicators for variable tranche
release in PABS 5 related to secondary education are P7 “completion rate” and S1-S6 “secondary education
gross enrolment rates”).

Reference is made in ESSP to the launch of Universal Secondary Education (USE) in February 2007, which sub-
sequently increased the P7 to S1 transition rate from 22% to 46.9%.

The PABS 5 performance indicator on secondary education for variable tranche release is:

Indicator Status | Status | Target | Target | Proj

2003 2004 2005 006 2007

E4. Gross enrolment ratio in secondary education 18% 22% 23% 25% 27%
Boys 20% 24% 25% 27% 30%
Girls 17% 20% 21% 23% 25%

It should be noted that the EC, as a member of the EFAG, is indirectly contributing to improving transition to sec-
ondary education, and the ESSP has given priority to secondary education at both lower and upper levels.

Source: Analysis from CRIS documents and data

The incorporation of secondary education in the performance indicators for PABS 5 is in line with the
new emphasis on secondary education in the ESSP and increased resource allocation within the edu-
cation MTEF. Reference is made in the ESSP to the launch in February 2007 of USE, which subse-
quently increased the P7 to S1 transition rate from 22% to 46.9%. However, Uganda still has a long
way to go in terms of achieving USE.
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Table 22: Uganda: Poverty Alleviation Budgetary Support: Tranches related to education
Programme Total Out of which | % education
(€) education
sector (€)

PABS 5
First tranche (fixed) 15,000,000 - 0
Second tranche (fixed) 14,250,000 - 0
Third tranche (variable) 21,750,000 5,437,500 25%
Fourth tranche (fixed) 14,250,000 - 0
Fifth tranche (variable) 21,750,000 5,437,500 25%
Sub-Total PABS 5 87,000,000 10,875,000 12.5%
Total 160,500,000 23,125,000 14.4%

Source: PABS 5 documents

Tanzania is another example secondary education indicators being included in the EC’s GBS support.
According to the ESPR (Education Sector Performance Report) 2008/09, the transition/pass rate from
Standard VII (Final year of primary school) to Form | (First year of secondary school) increased from
21% to 67.5% between 2000 and 2006-07. However, it has been decreasing since 2006, and the
MKUKUTA target of 60% for 2010 is at risk. The same rate constitutes one of the indicators used for
the December 2008 disbursement within the framework of the Education component of Poverty Re-
duction Budget Support Programme 2006-08 (PRBS03 - o EDF). According to the figures provided
in the latest payment file for PRBS03, the TR increased from 49.3% in 2005 to 60.3% in 2006/07,
compared to a target set at 54% for 2006. It should be noted that this value is not the same as in
JESR137-09, where it is 67.5%, as mentioned above.'®

In contrast to these two countries, in Burkina Faso, 23 indicators in the Framework of ABRP 2005-08
concern basic education only. According to the ECA audit, these indicators allow for a quantitative
monitoring of access to primary education and reduction of gender disparities. Nevertheless, they are
insufficient for the monitoring of education quality, in particular in relation to the transition to secondary
education.

In sum, with regard to the EC's contribution to improving transition to secondary education
(both lower and upper), there is a stress on medium human development countries with secondary
education policies and strategies. A second categoy is support to removing barriers to female partici-
pation in secondary education. This is the case in the PROMOTE project, which included training, re-
cruiting and sustaining female teachers for secondary education, but also in some NGO-implemented
projects — such as the Northern Education project in Pakistan arranging for higher secondary educa-
tion for girls in Chitral. A third type of support is linked to sector support programmes incorporating
lower secondary education, but the degree to which EC funds are targeted at lower secondary is not
always sufficiently clear, given the varying definitions of secondary education. This applies, for exam-
ple, to Botswana, Indonesia, India and Pakistan. Moreover, GBS with flexible tranche release indica-
tors on PCR and transition to secondary education are implemented in, among others, Tanzania and
Uganda, but the effect on secondary education budgets is difficult to substantiate. '*

The survey of EUDs also covered their perception of the EC’s contribution to improving transition to
secondary education, which is depicted in the following figure:

187 Joint Education Sector Review

138 |n the framework of the MDG contract (10‘h EDF), the Transition Rate from Standard VIl to Form | equally con-
stitutes one of the performance targets for education for release of MDG-based tranche.

3% Another category is support to secondary school construction and rehabilitation, especially in fragile states in
post-conflict or post-emergency situations (Somalia, Liberia, Eritrea, Pakistan). However, this focused mainly on
primary/basic level. See also section 4.4.1.
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Figure 9: Results of survey to EUDs: Rating of the EC's contribution to improving transition to
secondary education (both lower and upper)

Improving transition to secondary education (both
lower and upper)
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Source: EUD survey

The EUD survey confirms the rather mixed pattern of contribution indicated in the above exam-
ples. Responses were fairly mixed, with four of the 18 EUDs (22.2%) giving ratings of high and me-
dium, and five respondents giving a “low” score. Compared to EC contribution to “access”, this scoring
is less positive, thus corroborating the fact that less emphasis has been put on “completion” and “tran-
sition”. Among the "low" respondents, several EUDs (Botswana, India and Pakistan) indicated that the
focus of EC support to transition to secondary education has recently started to emerge.

It should be noted that the “high” group included Tanzania, Uganda, Nicaragua (both GBS and SBS
support), which all having secondary education indicators in their GBS frameworks, as well as Tunisia,
the only country with the SBS support specifically to secondary education™. Tanzania and Uganda
also confirmed the importance of GBS/SBS and sector dialogue in turning the attention of all con-
cerned towards secondary education (see also EQ8).

Interestingly, Botswana, India, Pakistan — countries receiving SBS or other sector support — and the
Occupied Palestinian Territory all indicated “to a low extent” for this question. The focus of EC support
had not really been on secondary education issues, and started emerging only quite recently in India
and Pakistan. The EUDs Eritrea and Indonesia confirmed that EC support had not focused on secon-
dary education in the period under evaluation.

3.2 JC32: Capacity of secondary institutions to accommodate potential en-
rolments and to meet expected rise in demand for enrolment (especially at
lower secondary level)

Increased access to primary education will remain limited in most countries, unless secondary educa-
tion simultaneously increases accommodation of primary school leavers, thus better preparing young
people for life and for gainful employment. An increase in those completing primary school and willing
to continue schooling has to be matched by provisions in terms of secondary schools in different parts
of the country, trained secondary school teachers, textbooks and learning materials. All this provides a
great challenge to partner countries assisted by development agencies to cater for an adequate finan-
cial resource base and setting up systems for planning, managing and delivering secondary educa-
tion. This is an "ideal" typical agenda that is not in touch with present conditions and constraints.

In view of the scarcity of funds, aggravated by the global economic crisis impinging on partner coun-
tries' capacity for revenue generation, poor partner countries in particular are extremely handicapped
in effectively implementing an agenda based on consolidating progress made in meeting the MDG2
agenda, and may be faced with problems reaching to out-of-school children. The Commission Staff
Working Document on Making Education Better notes that, due to increasing access to education and
demographic changes, quality education for all is beyond the budgetary capabilities of many develop-
ing countries. Mobilisation of more diversified sources of financing would help to increase relevant na-

0 The medium respondents included two GBS recipients (Ghana and Vietnam), one recipient of sector support

(Bangladesh) and one country which receives neither (Argentina), together thus re-confirming that focus of sup-
port in these countries was not on secondary education.
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tional budgets. Moreover, investment in educating their children at secondary level often constitutes a
burden for households, especially poor ones, given that secondary education (unlike primary educa-
tion) is not free and is often provided by private education institutions. The Commission Staff Working
Document paints a gloomy picture. The provision of quality basic and post-basic education is severely
constrained in the context of current levels of resources devoted to education. Add to this the fact that
the economic effects of the global financial crisis of 2008 are now beginning to translate into lower
education budgets, lower levels of aid and less ability on the part of poor people to subsidise educa-
tion, and it quickly becomes obvious that, for some decades to come, many developing countries will
not have the economic capacity to guarantee, or sustain, access to quality basic and post-basic edu-
cation for all.

The following two indicators are used to assess partner countries' capacity to meet pre-conditions and
budgetary requirements for facilitating progression from primary to lower secondary, and EC support in
that regard:

e [-321: Provisions and budget allocations made to allow for increased access to secondary edu-
cation;

o [|-322: Capacity of secondary institutions to enrol possible entrants, measured by, for example,
the number of places in relation to primary graduates

As they are very much inter-related, this section deals jointly with the two criteria.

It is estimated that at least USD 16 billion of additional aid is required annually to finance UPE, early
childhood programmes and literacy in low income countries. Much more is required if all EFA goals
are to be met (EFA GMR 2010).

The share of public expenditure for primary and secondary education is the proportion of the recurrent
and capital government budget (domestic resources) for education allocated to primary or secondary
education. The table below shows the relevant data for the years 2000 and 2007. In order to properly
interpret trends in the share of education budgets allocated to different subsectors, two other sets of
financial indicators should also be covered:

e The total public expenditure on education as a percentage of the GDP: In 1996, The
Delors Report set a benchmark of 6% of GDP for spending on education. However (see EQ
6), only Botswana (8%) and Tunisia (7%) are meeting this budgetary norm. Most countries
spent 3% of their GDP on education. Of course, the capacity of middle-income countries is
much higher — hence, 5% of GDP in Mozambique implies a much more restricted capacity for
service delivery than a similar percentage for South Africa, Eritrea and the Dominican Repub-
lic.

Given that budgetary allocations to education are not meeting the requirements, it is clear that
poor countries in particular cannot shift funding for primary to the secondary subsector. Within
their constrained budgets, the education budget does not meet even the needs of the primary
subsector alone.

e The total public expenditures on education as a percentage of total government expen-
ditures: As a general guideline/norm, 18% has been set for education expenditure as a per-
centage of government spending. Pakistan and the Dominican Republic (both 11%) score low,
while Argentina (14%) and Bangladesh (16%) are also below the benchmark of 18%.

These indicators, as well as the table below, will be interpreted and described in the framework of
EQ6, dealing with education system service delivery and resourcing. Moreover, EQ6 will provide in-
sight into public expenditure per student (percentage of per capita GDP) for primary and secondary
subsectors.
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Table 23: Share of public expenditure for primary and secondary education (% of total public
education expenditure), sample countries
Country Name Year 2000 Year 2007
Primary | Secondary | Primary | Secondary
ASIA
Bangladesh 46 36 46 41
India 38 40 35* 43*
Sub-Saharan Africa
Botswana 28 44
Burkina Faso 59 16
Ghana 317 39°
Mozambique 58° 29°
Niger 49’ 24" 69° 22°
South Africa 46 31 42 33
Latin America
Argentina 36 36 35° 40°
Caribbean
Dominican Republic 55' 59
Jamaica 31" 34 37 35
European Neighbourhood countries
Tunisia 33 45 34° 42°
Fragile States
Eritrea 27" 31" 20°

Sample countries for which no data were available have been omitted from the list
'= figure in 2001; 2= figure in 2005; = figure in 2006
Source: World Bank Edstats

Interpreting the share of public expenditure for primary and secondary education is quite complex.
EQ6 also deals with per capita expenditures for primary, secondary and higher education. The final
figures depend on budget formulas applied. This may be per student (input) budgeting or per output
budgeting. In general though, the allocation to primary and secondary is influenced by the enrolment
and completion rate of primary education and those willing to progress to secondary education (sub-
ject to secondary education at reasonable cost being available). When partner countries are still far
from achieving universalisation of primary education, they have to cope with population attrition, as
well as reaching out-of-school population. This puts a high claim on budgetary allocations for primary
education, and hence a lower share is left for secondary education. In general, increasing the share of
secondary education budget allocations can best be reached by reallocating from higher education
budgets — especially in poor countries with low student numbers, and hence high per capita expendi-
tures. In a pro-poor sector-wide reform strategy, such a resource shift would have to be justified by
equity considerations.

In general, most countries, especially poor ones, have given priority to primary education, thus con-
suming the maijority of the budget for education and neglecting secondary education, leaving a gap for
the private sector. Private education is, in most cases, not government regulated, and hence does not
cater for equity and pro-poor considerations in its provisions. In many countries, “primary education as
a share of total expenditures” has increased steadily. Public expenditure per student in secondary
education is generally higher than per primary student, which makes large-scale secondary education
provision beyond the reach of most poor countries. However, systematic data across the sample study
countries could not be compiled, given the scarcity of data (see table). Moreover, the high prevalence
of private provision influences this figure.

In general, the following remarks can be made:

o From the time series available, the following countries show an increase in the share for sec-
ondary education between 2000 and 2007: Bangladesh, India, South Africa, Argentina and
Jamaica. In these countries, there is, in general, a decrease or a consolidation in the share of
public expenditures for primary education, with the exception of Jamaica.

e In Bangladesh, India, Argentina and Tunisia, the share of public expenditure for secondary
education is at the remarkable level of 40% or higher. As indicated in the Country Note, in
Bangladesh there has been a relatively rapid expansion of secondary education since 2000,
accompanied by a rise in girls' enrolment of girls as a result of social mobilisation and incen-
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tives such as stipends and tuition waivers for rural girls to improve their access and retention
in secondary schools (through the Secondary School Female Stipend Programme, with four
separate components involving ADB, World Bank and the Norwegian Agency for Development
Cooperation (NORAD) and the EC).

o In fragile/failed states, with no data available on the indicator, it should be noted that the
Government of Pakistan is supporting access and retention for girls in middle and secondary
schools through stipends and free textbook provision up to grade 10.™

While data availability is rather sketchy, some sample countries appear to have put more emphasis in
recent years on secondary education, as expressed in the budget. All of these countries rank as me-
dium human development countries, according to the HDI.

Regarding the “Capacity of secondary institutions to enrol possible entrants”, the case of Botswana
highlights the difficulties that might be faced when trying to increase the intake capacity of secondary
schools. According to the CSE, experiments with the introduction of double shifting in order to in-
crease the intake capacity of existing secondary schools have led to disappointing exam results. A
survey (October 2006) undertaken on schools operating a double shift system noted that there is dif-
ference between Community Junior Secondary schools (CJSS) and Senior Secondary schools moving
to a double shift system. For CJSS schools, it is because of the demand for places in schools by a
community; for Senior Secondary schools, it is because of a deliberate policy effort to increase the
number of students continuing education beyond CJSS and attending Senior Secondary. Schools op-
erating a double shift system reported that they were unable to cope with the increased numbers of
pupils, and therefore saw a consequent decline in national examination results.

As for the EC contribution to possible changes regarding the enrolment capacities of secondary
institutions, the evaluation found a broad variety of situations, which, overall, can be characterised as
focusing on middle-income countries or fast-growing economies, or focusing on removing gender-
related barriers to secondary education enrolment. In all cases, a policy framework for secondary edu-
cation has to be in place. Many studies have observed the existence of uneven distribution of secon-
dary education opportunities between poor and non-poor regions, especially in rural and remote ar-
eas. This situation of big disparities can be seen as a general characteristic observed in almost all
countries, including Tunisia and Dominican Republic and all countries in Sub-Saharan Africa. Where
secondary education is part of a sector-wide approach, and where a secondary education pol-
icy/strategic plan has been made, EMIS data on lower and upper secondary education provision
(schools, colleges) and enrolment by district can be generated. In Pakistan, in Sindh province, this is
being done with EC TA support, by combining data from the Annual School Survey with Geographical
Information System (GIS) data.

EC support has so far not significantly focused on strengthening the capacity for delivering pro-poor
secondary education, and the role of such support in EC sector support is still small. However, with
the small investments within particular country contexts, the support has been cost-effective:

Asia

In Bangladesh, the EC supported PROMOTE (€ 28.82 million, 1996-2005), a programme to motivate,
train and employ female teachers in Rural Secondary Education. The project ended in 2005, but the
EC continued support to teachers in permanent posts with salary subventions, up to 2009. The aim of
PROMOTE was to facilitate a more gender-sensitive equitable society by promoting girl-friendly sec-
ondary schools. Some 5,000 female secondary teachers were trained and employed, and 11 Re-
source Centres and 162 hostels for female secondary teachers set up. Overall, by stepping into a key
area affecting quality, access and retention of girls in secondary education, EC support has played a
direct role in enhancing girls' enrolment in secondary education, and also has contributed to creating a
changed mindset among potential female teachers and society as a whole. This is also perceived by
the responses from EUD Bangladesh on the survey, where the EUD highlights the significant role
the EC has played in increasing the number of female teachers and increasing their qualifica-
tions in secondary schools. This, according to the EUD, has encouraged more gender parity and a
more favourable environment for girls continuing their education.

1 2004/05 data originating from Secondary Education in Pakistan; Key issues, challenges and reform frame-

work, by Tahseen Sayd, Lead Education Specialists, SASHD, World Bank. Regional Conference on Education,
Training and Knowledge Economy in south Asia, New Delhi, September 14-15, 2006.
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Box 15: Bangladesh: Enhancing secondary education by promoting girl-friendly schools
(PROMOTE)

In Bangladesh, there has been a relatively rapid expansion of secondary education since 2000, accompanied by
a growth in enrolment of girls as a result of social mobilisation and incentives such as stipends and tuition waivers
for rural girls. There was an increase in girl enrolment from 33% in 1998 to 45% on a net basis for girls aged 11-
15, and girls' enrolment surged by 11% (50.6% for girls versus 39.6% for boys).

The 2003 CSE report found that the continuation rate for girls who were graduates of the NFPE system was
higher than for boys, and a BRAC Research and Education Division study found that, by June 2002, 55% of their
graduates were carrying on their schooling at the secondary level, while 73% were continuing from the monitored
control group. This was a better transition rate than those achieved by students within the formal primary school
system However, CAMPE (Campaign for Popular Education) undertook a baseline survey in 2005 of female
achievements and noted the high drop-out rates for girls (over 50% between grades 6-10) and that exam results
for girls were poor, with only half of the candidates passing the Senior Secondary Certificate (SSC) examination
“even after they have survived the gauntlet from class 6 to 10 and the ‘test’ examination in class 10”.

The study identified that the expansion of the secondary system had aggravated problems of quality, which were
indicated by high rates of drop-outs and failures in public exams. One of the deficiencies identified concerned the
poor quality of teachers’ skills and capabilities. The problems in secondary education during the period of 2000-07
were manifold and demanded the attention of development partners just as much as in primary education. As the
survey report noted: “Attention to poverty reduction, emphasised in the PRS, has brought out in sharp relief the
high degree of inequity in respect of access and participation in education. Maintaining acceptable quality in edu-
cation is a simultaneous concern, since access to education without guarantee of a minimum level of quality is
meaningless.”

The EC’s support in this sector had been limited as its support was focused on primary education, rather than on
‘Basic’ education, but the EC did provide support in one key area which affected quality through the
PROMOTE programme (1996-2005). The overall objective of PROMOTE was fully aligned with MDG goals — that
is, to progress towards a more gender-sensitive society through more girl-friendly secondary schools. The Project
Purpose was also within the EC’s focus on quality education in terms of "quality and gender sensitivity of teaching
in rural secondary schools". The project encouraged the employment of women teachers, undertook a recruitment
campaign and provided annual salary subventions, provided safe accommodation for them, provided training
through 11 Teacher Training Colleges to upgrade the use of improved teaching methods, and distributed teaching
aids.

However, while the EC’s contribution at the secondary level is considered to have been minimal in comparison to
its focus on primary, the EC’s PROMOTE project complemented project initiatives of the government and other
development partners in secondary education: Secondary Education Sector Improvement Project (SESIP) sup-
ported by ADB; the Secondary School Female Stipend Programme, with four separate components involving
ADB, World Bank and NORAD; and the English Language Training Improvement project (ELTIP), supported by
DfID.

It is noted that the possibility of a second phase, as put forward in the ex-post evaluation (July 2008)", was not
taken up, despite this being a “chance to move forward to address current needs” and to capitalise on the learning
and investment it had already made with systems that were in place or being formulated. This included a new
Basic Education curriculum, strengthened government teacher training centres, a recruitment strategy using sub-
stitute and additional teachers, school refurbishment grants, SMC awareness training and follow-up monitoring.

)142

Source: Country Note Bangladesh
Sub-Saharan Africa and Caribbean

In Ghana, the EC supported various GBS (total: € 182 million), currently through the MDBS. According
to the ODI-CDD MDBS evaluation of 2007, access to education services in Ghana has improved sig-
nificantly over the lifetime of the MDBS, and especially in 2005 and 2006. This may still not be enough
to meet the Education Strategic Plan target of Universal Basic Completion by 2015, but the authors of
the evaluation emphasise that the MDBS instrument has contributed to improved access. The total
gross enrolment rate in Junior Secondary Schools reached 72.8% in 2004/05. exceeding its target of
68.30%. While increases in enrolments at the Senior Secondary School and tertiary levels have also
been substantial, the increase in pupil numbers in primary and junior secondary schools has meant
that some critical inputs are stretched beyond capacity. Significant overcrowding has resulted in class-
rooms, accelerating the deterioration of existing facilities. In some areas, enrolment in 2005/06 in-
creased at a slower rate as parents encountered other constraints in sending children to school - such
shortages in seating places, lack of toilet and drinking water facilities, and uncommitted teachers.
Overall, and according to the evaluation report, the rate of increase in enrolments has simply been
too fast for education sector inputs to keep up.

On the other hand, provisions in Niger for developing secondary education have been extremely lim-
ited. Senior secondary education capacity has not increased in the period under investigation, which
explains the low and declining GER at this level. Junior secondary has been modestly developed,

142 Eggen, E & Byrne, P (2008): Ex-Post Evaluation of PROMOTE: Programme to Motivate, Train and Employ
Female Teachers in Rural Secondary Schools. July 2008
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mostly due to local initiatives in which influential politicians have been actively involved in the setting
up of new junior secondary schools with local resources — most of the time, “paillotes” (huts), in which
available resources are below minimum standards. However, the EC has not provided any specific
support related to secondary education, nor have the various tranche indicators of the different GBS
included such indicators.

South Africa, in contrast, and as indicated by the Country Note, does not have a real problem in the
provision of secondary school places or in absorbing the throughput from primary schooling. While
some of the school infrastructure might be in a state of disrepair, and there may be serious questions
about the capacity and commitment of many of the teachers, some form of school provision is gener-
ally available for all potential candidates seeking enrolment. While there is a significant residual back-
log in classroom construction, this relates largely to replacing dilapidated and unacceptable infrastruc-
ture with improved facilities, as opposed to the construction of new schools where no provision is cur-
rently available. The Country Note further assesses that both the SISP and the school infrastructure
component in the ESSP would have made some contribution to addressing these backlogs, however
minimally. The earlier school infrastructure component in the Eastern Cape (under ESSP) appears to
have been relatively successful. However, as a result of mid-stream modality changes and complexi-
ties of procurement, the larger SISP was significantly less successful, with € 40 million of the initial €
66 million eventually decommitted. This resulted in only 27 of the targeted 150 schools being com-
pleted. However, the degree to which SISP covered both primary and secondary schools is not clear.

In the Dominican Republic, according to the Country Note, the issue of increasing capacity of secon-
dary institutions played a minor role in donor support until 2006-07. The same applies to EC support,
due to the fact that the support was focused mainly at the general education system level and on pri-
mary education. However, starting from 2009, several investments have been made to increase cov-
erage and facilitate access to secondary education, among which is the EC PAPSE Il SBS.™®

European Neighbourhood countries

In Tunisia, according to the Country Note, there are sufficient schools with sufficient capacity to ac-
commodate all children entering junior and senior secondary education. There are actually more
places than the number of children to accommodate, as new generations tend to be smaller as a re-
sult of a rapid demographic transition since 2000. As a consequence, class size is on the decline. In
addition, for regional equity reasons, the creation of new schools in deprived regions was accelerated
by the government. The EC support has actively promoted geographical equity and the link between
education and the world of work.

%3 1ts specific objective is to provide quality education for all, by addressing the low performance of the educa-

tional system and achieving a deep long-term reform. It will be based on a system of indicators related to access,
equity and quality, as well as education management, and is scheduled to start in 2011.
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Box 16: Tunisia: EC support to secondary education

Project Authority: Ministry of Education
Budget: € 30 million
Contract signed: 2005. End Date: 2009

Secondary education was reformed under the Law of 2002 called “Loi d’Orientation de 'Education et de
I'Enseignement Scolaire”. As for basic education, the law is supposed to put the student at the centre. An action
plan for the period 2002-07 was adopted, the main objective of which was to improve both the linkages between
secondary education and TVET and higher education and to improve the employability of graduates. The EC
SBS was aimed at supporting the implementation of the reform as required by the law. The support was pro-
vided between 2006 and 2008, and aimed at improving secondary education performance (grades 10-12), with a
view to closing the gap between Tunisian education and the best international standards. In addition, the grant
supported the diversification of strands after grade 9, in order to improve the capacity of students to find a job if
they leave the school system or to be better prepared to enter higher education if they continue. It had four com-
ponents: (i) improve pedagogical methods and tools, and open new tracks better related to other levels (TVET
and higher education), as well as with labour market requirements; (ii) Introduce information and communication
technologies on a large scale; (iii) improve the professional competencies of teachers; (iv) improve the man-
agement of the sector and promote more inter-regional equity through decentralisation.

In order to introduce appropriate incentives to the MoE for implementing the specific objective of the reform, the
support was divided into two parts, a fixed tranche and a variable tranche, whose amount was to be determined
by the achievement of 10 indicators — which have not been fully completed, and have led to a reduction of the
final variable tranche by about € 2 million (out of € 30 million).

The SBS was perfectly in line with the government policy and took into consideration both the Law of July 2002
and the presidential programme “L’Ecole de Demain” (The School of Tomorrow) for the period 2002-07. How-
ever, it appears that this policy has overestimated the capacity of general secondary education to prepare
school leavers for the job market, and underestimated the merits of TVET for such a role. In fact, the govern-
ment has recently recognised the necessity to develop more actively the TVET sector and has launched an am-
bitious development plan for the Period 2010-16, during which the percentage of a cohort oriented towards
TVET would rise from the present low level of 5% to 50% by 2014.

An evaluation took place in 2008, with mixed results, in particular in the domain of TA mobilisation.

Source: Country Note Tunisia

Fragile/failed states

In Eritrea, in accordance with overall sectoral priorities, the ESDP features the following four pillars:
basic education and literacy; secondary education; TVET; and institutional capacity building. Secon-
dary education, seen as an important means of supplying educated and trainable graduates, occupies
a central and pivotal place in the future development of the country. The objectives of ESDP are: in-
creased access through the construction of 800 classrooms, targeting underserved areas; an increase
in the number of qualified teachers; a reduction in repetition rates; and a reduction in costs through
innovative designs and use of local materials.

In Pakistan, the government has no focus on secondary education reform. Only about 25% of primary
school enrolments proceed to middle schools. Private sector enrolment in middle schools is 29%. Cur-
riculum content is weak, and there are big discrepancies between urban and rural areas in terms of
secondary education facilities.

In the EC-supported Sindh SBS, the annual school surveys in Sindh, combined with information from
the GIS, indicate that adequate allocation of schools and resources by district for middle and higher
secondary can be identified. EC TA is assisting in adequately linking the District Education Manage-
ment Information System (DEMIS) and Secondary Education Management Information System
(SEMIS) to GIS. The discrepancies are particularly apparent between districts in the Greater Karachi
area and rural districts.

In no other fragile/failed state in the sample country did secondary education support play a role.

3.3 Overall assessment

While good achievements have been noted on universalising primary education enrolment, completion
and transition to secondary education still lags behind. There is a strong gap, which is increasing
rather than decreasing, between access to secondary education in least developed countries and frag-
ile states and middle-income countries, and within countries between urban and rural areas - in fact,
between the rich and the poor. This divide impinges on the possibility of achieving the extended view
of basic education covering, in general, primary and lower secondary education, and providing young
people with a minimum package of learning as a basis for skill development, further learning or for
gainful activities. This divide is further aggravated for upper secondary education, which in poor coun-
tries and fragile states is reserved for a small elite group. The transition from primary to secondary is
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low, and hence there is a low internal efficiency and an even lower external efficiency, given the fact
that the linkage between education and work is hardly touched upon.

EC support, based on demand from partner country governments, tends to match support with PRSP,
which may focus on achievement of MDG2, and hence on primary education alone. Support to pri-
mary education still constitutes almost the entire EC support, leaving its support to secondary educa-
tion at 3% of the overall education sector support. The secondary education support concentrates
mainly on middle-income countries proceeding towards SWAps, including lower and sometimes upper
secondary education. This applies, for instance, to EC SBS support to the modernisation of secondary
education in Tunisia. EC support indirectly reaches lower secondary through SBS support to elemen-
tary education in the framework of Sarva Shiksha Abhiyam in India and the Sindh Education Plan
Support Programme in Pakistan, covering, among other things, stipends for girls in secondary educa-
tion and support to private low-cost education in rural areas. Bangladesh has benefited from support
to remove one of the barriers to secondary education for girls — the shortage of female secondary
education teachers. This has had a tangible impact on girls' enrolment in secondary education.

The EC also supported secondary school construction and rehabilitation in fragile states in post-
conflict or post-emergency situations (Liberia, Somalia, Eritrea and Pakistan), as well as in other coun-
tries such as the Dominican Republic, South Africa, Tanzania and Uganda. Through dialogue where
education is a focal sector, the EC has assisted partner countries in shaping equitable secondary edu-
cation policies (e.g. Botswana). Indirectly, through education sector variable tranche release indicators
such as transition rate to secondary and PCR, the EC may have supported education budgets ear-
marked for secondary education in countries such as Uganda and Tanzania. It is, however, not clear
whether funds released upon compliance with indicators do reach the education department in gen-
eral, and the secondary education unit in particular.

Still more EC funds for secondary education may have reached partner countries than have been
identified in this evaluation. It may be complex to determine EC subventions to secondary education,
given the differing definitions of what constitutes secondary education, and the fact that, in many coun-
tries, lower secondary comes under the category of basic education. It is also difficult to determine
sub-sectoral allocations to lower secondary within sectoral budget support and sector support pro-
grammes following a SWAp. Finally, it proved almost impossible in this evaluation to determine the
effect of compliance with indicators related to secondary education in GBS on the budget for secon-
dary education.

In conclusion, the EC contribution to secondary education has been small, but, where given,
has been influential. Secondary education is indirectly targeted in sector policy support programmes
where support to basic education has been implemented. EC support to such programmes paved the
way to further support to partner countries, complementing priority resource allocations to basic edu-
cation with support to secondary education. '** The move towards secondary education has been pre-
pared in several EC supported SPSPs in mid-income countries during the period under evaluation, but
leading to implementation mainly after the period under evaluation. However, in least developed coun-
tries, given limited resources, the EC faces the same dilemma as those partner countries: either to
maintain a strong focus in terms of resource allocations to pro-poor support to MDG2 or to diversify
more in line with the extended view of basic education.

" In India, the Government launched in March 2009 a Nation-Wide Centrally Sponsored Scheme (CSS),
Rashtriya Madhyamik Shiksha Abhiyan (RMSA) focusing on secondary education for 14-18 years old. A formula-
tion mission for EC support to this new initiative is being planned in 2010.
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4 EQ4-quality: To what extent has EC support to education con-
tributed to improving the quality of education?

The EQ focuses on the quality of education. It also addresses strategies to enhance the quality of
learning and teaching. Globally, substantial achievements have been made in accommodating gaps in
access related issues. However, good quality is essential if investments in education are to yield a
high rate of return in terms of poverty reduction and sustainable economic and social development.

EFA 2 stresses that all children, particularly girls, children in difficult circumstances and those belong-
ing to ethnic minorities should be able to complete primary education of good quality. The Dakar
Framework of Action presents an expanded definition of quality which is quite difficult to achieve in the
context of societies faced with austerity. Parameters of quality are desirable characteristics of learners
(healthy, motivated students), processes (competent teachers using active pedagogies), content (rele-
vant curricula) and systems (good governance and equitable resource allocation). Qualified teachers,
effective teaching methods and well-trained school leaders are key determinants of effective schools
and learning.

Box 17: What is quality about? What does it require?

One of the most important requirements for sustained progress towards better quality in education is an im-
proved learning environment, encompassing physical school infrastructure, the learning process and the inter-
action between children and teachers.

Low achievement levels are often associated with a poor school environment. The fact that the most marginalized
children often attend the poorest-quality schools adds to their learning disadvantages. Moreover, urban-rural di-
vides figure prominently in school quality disparities. Improving learning in such environments would require redis-
tributing resources towards poorer areas. The pupil/textbook ratio is a significant measure of education quality.
Many classrooms in developing countries, especially in poor and rural areas, possess only one textbook, typically
kept by the teacher. A number of studies highlight the positive role of appropriate textbooks'. Moreover, an
evaluation of Ghana’s basic education system found that improvements in mathematics and English test scores
146

from 1988 to 2003 had been brought about in part through increased availability of textbooks'.

The longer children spend in school over the course of a year, the greater their opportunity to master the cur-
riculum and achieve learning objectives. The official number of teaching hours varies considerably by country, but
time spent on effective learning is what matters for achievement. In effective classrooms, about 80% of class time
is spent on learning — a benchmark that many schools in developing countries fail to meet'’. Student and teacher
absenteeism further reduces learning time (see also I-716). Better monitoring, improved teacher incentives and
targeted support for students struggling to attend regularly can all increase learning time and performance.
Overcrowding of classrooms has led many countries to operate double-shift systems in schools. These offer
potential efficiency gains in terms of the number of children covered, but the gains sometimes come at a price, as
for instance the example of Botswana shows (see 1-311), which led to poor exam results. While additional class-
rooms can be built to accommodate a single-shift system, the question is whether building classrooms is as cost-
effective in improving learning as other investments, such as providing more teaching and learning materials.
Creating conditions that enable children to remain in school, ensuring that teachers actually attend and organizing
the school day to devote more time to learning are all low-cost options with potentially high returns.

Teachers are the single most important education resource in any country. What students achieve in school is
heavily influenced by classroom practices and teachers’ skills. In many countries, shortages of trained teachers
remain a major barrier to achieving the desired education outcomes, especially among marginalized groups.
Increased enrolment since 1999 has gone hand in hand with an increase in the recruitment of primary teachers.
Many countries in Sub-Saharan Africa — including Burkina Faso and Niger - have more than doubled the teacher
workforce, improving the pupil/teacher ratio. Urban-rural differences create another layer of inequality. More-
over, trained teachers are often concentrated in urban areas. Whereas 60% of teachers in the Ugandan capital,
Kampala, are trained, the figure falls to 11% in the rural district of Yumbe.

To some degree, such deployment patterns reflect self-perpetuating processes of selection and inbuilt disadvan-
tage. Trained teachers are more likely to choose to work in urban areas, especially in systems where their remu-
neration is linked to parental contributions

Concerns over living in remote and unfamiliar rural communities can also play a role. Such factors play a part in a

%% Scheerens, J. (2004): Review of school and instructional effectiveness research. Background paper for EFA

Global Monitoring Report 2005; Boissiere, M. (2004): Determinants of Primary Education Outcomes in Developing
Countries. Washington, DC, World Bank, Operations Evaluation Department. (Background paper for evaluation of
World Bank support to primary education.)

%8 White, H. (2004): Books, Buildings, and Learning Outcomes: An Impact Evaluation of World Bank Support to
Basic Education in Ghana. Washington, DC, World Bank.

7 Abadzi, H. (2006): Efficient Learning for the Poor: Insights from the Frontier of Cognitive Neuroscience. Wash-
ington, DC, World Bank. (Directions in Development.)
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preference towards female teachers in urban areas in many countries. In Uganda, the share of female teachers

in urban primary schools is about 60%, compared with 15% to 35% in rural areas'*®.

In addition to increasing recruitment to achieve universal primary education, governments have to replace teach-
ers expected to retire or leave their posts before 2015. Taking into account the need to replace teachers drives up
the regional and global recruitment numbers: An additional 8.4 million primary teachers will have to be recruited
and trained worldwide to replace existing teachers expected to retire or leave their posts before 2015. Nearly a
quarter of these teachers — around 2.1 million — will be needed in East Asia and the Pacific. South and West Asia
account for 19% and Sub-Saharan Africa for another 15% of the additional recruitment needed to replace teach-
ers leaving their posts by 2015.

Teacher salaries are a contentious issue in many countries. Governments face an obvious dilemma: how to in-
crease teacher recruitment without creating unsustainable budget pressures.

Initial training and professional development are also crucial to morale and effective teaching. In many coun-
tries, initial training is not good enough to develop the necessary skills. To make matters worse, many teachers
do not even receive initial training. In Mozambique, Mulkeen and Chen (2008)" found that 41% of primary school
teachers were untrained. Moreover, in-service training, which is vital to build on initial skills, is also poorly devel-
oped in many low-income countries.

Source: EFA GMR 2010, and others

COM (2002)116 acknowledges already the need to focus on quality — “The stress must be placed as
much on the quality as the quantity of education”, also emphasising that developing countries will have
to improve the efficiency and quality of their education systems. It stresses that even though some
countries have succeeded in significantly increasing school attendance rates, still considerable prob-
lems remain as to the quality of education. It also refers to the external evaluation of Community Aid to
ACP countries (2000) which shows that very substantial efforts still need to be made from the point of
view of the impact and quality of education aid. The EC stresses that without quality, demand for edu-
cation slackens and drop-out rates increase. Girls are especially responsive to education quality. Cen-
tral to quality is an improvement of the status and training of school teachers and principals, as well as
an adequate teacher/student ratio, which is a priority area of EC support.

”

The 2010 Commission Staff Working Document “More and Better Education in Developing Countries
notes the interrelatedness of factors involving quality; there are a number of particular factors which
are seen as important contributors to quality. These include government capacity to develop and im-
plement policy, an enabling school environment, a relevant curriculum, good teachers using an agreed
pedagogy of ideas and practice, school leadership, community engagement and accountability. A
child’s home situation also has a significant impact. Improved quality in education relies therefore not
only on the education system but also on progress against all of the MDGs — on poverty, access to
school, gender sensitivity, maternal health and the absence of disease, access to safe water and sani-
tation and a healthy, sustainable physical environment.™

The answer to this EQ is built on the following JCs:
o JCA41: Availability of strategies and resources to enhance quality of learning and teaching
o JC42: Quality related efficiency measures
o JC43: Qualifications and competencies of teachers and school leaders enhanced

e JC44: Provisions made to ensure minimum quality education for children in difficult circum-
stances and ethnic minorities

4.1 JCA41: Availability of strategies and resources to enhance quality of learn-
ing and teaching

Quality of education can be captured through a variety of indicators such as decreased drop-out and
higher retention rates. The capacity of the school system to effectively reach out to children in difficult
circumstances, who often are largely represented in the group out-of-school youth and have higher
drop-out rates, is a major concern in that context. Another possible proxy indicator for quality is the
pupil/teacher ratio (PTR). It should be stressed that devising proper strategies which yield short-
term effects as well as the measurement of improved quality is highly complex.

148 Mulkeen, A. (2009): Teachers in Anglophone Africa. Issues in Teacher Supply, Training and Management.
Based on Case. Studies in Eritrea, The Gambia, Lesotho, Liberia, Malawi, Uganda, Zambia and Zanzibar. Wash-
ington, DC, World Bank., Africa Region, Human Development.

%7 Mulkeen, A. and Chen, D. (eds) (2008): Teachers for Rural Schools: Experiences in Lesotho, Malawi, Mozam-
bigue, Tanzania, and Uganda. Washington, DC, World Bank. (Africa Human Development Series.)

%% Commission Staff Working Document — More and Better Education in developing Countries, p.9.
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As stated by COM (2002) 116, increased access needs to be matched by improved quality to ensure
higher completion rates with better learning outcomes and subsequent higher transition rates to sec-
ondary education, required to provide learners with a minimum basic education package. The issue is
how partner countries can simultaneously meet requirements for universalising primary education and
enhance the quality for their increased number enrolled under conditions of austerity. It may very well
be that partner countries supported by the EC in trying to address access were faced with both the
consequences of the need to meet MDG 2 goals and the constraints in meeting quality requirements.
Access without corresponding quality measures yields investments which are neither efficient nor cost-
effective.

The evaluation team assessed the de