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FOREWORD

Education is a human right and an indisputable component of any development process. This
is true for the societal, cultural and economic level, but not less for the individual level. Educa-
tion is a decisive precondition for poverty reduction and sustainable development. Although
this knowledge is far from being new, in many countries around the world numerous children
and adults are still being excluded from access to education. Moreover, often the insufficient
quality of education has far reaching consequences.

In order to improve this situation, the international initiative Education for All has defined
the overall objective of granting basic education for all by the year 2015. To do so, the EFA
Declaration of 2000 has determined six specific goals in basic education. Education for All has
become, along side the UN-Millennium Goals, one of the main reference frameworks for both
international and Austrian development cooperation. However, annual monitoring has been
showing that achievement of the education goals by 2015 is uncertain.

Education has been one of the thematic priorities of the Austrian Research Foundation for
International Development (OFSE) since 1987, i.e. for exactly twenty years. Therefore, OFSE
considered it to be a matter of course to organise a conference seven years after the Dakar EFA
Declaration to discuss the initiative's progress and challenges. Other topics of the conference
were strategies and methods of implementation as well as experiences made so far. Last but
not least, the Austrian contribution to the EFA process was discussed.

The present volume gives above all an account of the conference key notes. These have been
revised by the authors after the conference. Unfortunately, the contribution on Skills devel-
opment and EFA could not be delivered in writing due to time constraints. The article “The
Education for All-Paradigm: A Human Right and Development Objective” intends to present
introductory remarks on the topic.

We would like to thank the authors for their readiness to contribute in writing to this volume.
We hope that this publication will help to foster a fruitful prosecution of the Austrian discus-
sion on Education for All.

Atiye Zauner

Research Director
Austrian Research Foundation for International Development
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EDUCATION FOR ALL: TIME FOR URGENT ACTION

Nicholas Burnett

In May 2007, UK Chancellor Gordon Brown, European Commissioner Louis Michel and World
Bank President Paul Wolfowitz convened a high-level meeting in Brussels to drum up financial
support for basic education. Although the event witnessed an impressive turnout of develop-
ment cooperation ministers from the European Union, not a single government put more
money on the table to improve basic education in the developing world.

Yet the call is urgent if governments are to keep the promises they made at the beginning of
the century. In 2000, at the World Education Forum in Dakar Senegal, 164 countries signed
up to six goals aimed at giving every child, youth and adult access to good quality education
by 2015. Specifically, the goals encompass a lifelong cycle of learning, namely:

1. To expand early childhood care and education, especially for the most vulnerable and
disadvantaged children;

2. To ensure that all children have access to and complete free and compulsory primary
education of good quality;

3. To ensure equitable access of all young people to appropriate learning and life skills
programmes;

4. To achieve a fifty per cent improvement in levels of adult literacy by 2015, especially for
women, and equitable access to basic and continuing education for all adults;

5. To eliminate gender disparities in primary and secondary education by 2005 and achieve
gender equality in education by 2015;

6. To improve all aspects of the quality of education so that recognized and measurable
learning outcomes are achieved by all, especially in literacy, numeracy and essential
life skills.

Donor nations also promised that “no countries seriously committed to education for all will
be thwarted in their achievement of this goal by a lack of resources”. As this article outlines,
while there has been progress in some areas since 2000, two stark figures suffice to darken
the picture: 77 million children remain out of school and 781 million adults — one in five — lack
the basic literacy skills essential to personal empowerment and wider development.

What is the significance of these goals?

There is nevertheless a solid international consensus around education’s crucial role, grounded
in both human rights and economic and social development. The Universal Declaration of
Human Rights (1948) affirmed that elementary education “shall be free and compulsory”
(Article 26). With 192 signatories, the 1989 Convention on the Rights of the Child (CRC) is
the most widely ratified human rights treaty in the world. As a legally binding instrument,
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the Convention marks the beginning of a new stage for children’s rights during which new
international standards need to be translated into domestic laws and practices. The CRC
emphasizes the right of all children to education and calls for primary education to be made
compulsory and available free to all (Article 28).

These treaties carry legal authority. Alongside them, governments have endorsed several impor-
tant political declarations over the past decades that carry political weight. The most relevant to
education are the Dakar Framework for Action and the UN Millennium Declaration, both dating
from 2000. The first commits governments to the set of time-bound targets cited above. The
eight Millennium Development Goals, aimed at halving poverty by 2015, encompass targets on
health, food security, the environment and education — specifically achieving universal primary
education and gender parity.

When countries comply with these goals, they are also acting in their own economic and
social interest. There is a powerful developmental case for achieving education for all. Study
after study demonstrates the positive impact of education on economic growth and poverty
reduction. Girls" education translates into lower fertility, later marriage and better health. An
educated woman is also more likely to send both her sons and daughters to school. Recent
research suggests that the cognitive skills required to make informed choices about the HIV/
AIDS risk are closely tied to levels of education.

In recent years, the “capability approach” has also gained ground, chiefly through the work of
Nobel Economics laureate Amartya Sen. A country’s economic success cannot be judged on
income growth alone. Development, argues Sen, is a process of expanding the real freedoms
that people enjoy and value. As such, a basic education has intrinsic value — education is a
constituent component of development. This is why extending learning opportunities to all
children, youth and adults is not only a right, but also a development imperative that enhances
people’s ability to make informed choices and to participate in their societies.

Where do we stand?

Time-bound targets like those set in Dakar require regular monitoring — both to assess progress
and to inform and influence policy. Each year since 2002, the Education for All Global Monitor-
ing Report has analysed progress towards the six goals and the levels of aid to basic educa-
tion, focusing on a specific theme in each edition. The publication, funded by eleven bilateral
donors and UNESCO, brings together an extensive body of evidence collected from research
institutions, consultations, academic literature and specially commissioned background papers.

The overall picture in 2007 is mixed. This article summarizes progress toward each of the six
Education for All goals and levels of international aid to education, and goes on to outline key
challenges for accelerating progress towards EFA.

1 Five reports published to date: 2007: Strong Foundations — Early Childhood Care and Education; 2006: Literacy
for Life; 2005: EFA: The Quality Imperative; 2003/4: Gender and EFA: The Leap to Equality; 2002: EFA: Is the
World on Track?

8 OFSE roimion 14



Early childhood care and education: foundation of learning

It is no coincidence that early childhood care and education (ECCE) is the first EFA goal. ECCE
can improve the well-being of young children especially in the developing world, where a child
has a four in ten chance of living in extreme poverty and 10.5 million children a year die from
preventable diseases before age five. If countries are serious about making primary education
universal by 2015, public policy must pay heed to what happens before a child walks through
the primary school door. ECCE contributes to other EFA goals (e.g. it improves performance
in the first years of primary school) and to the Millennium Development Goals, especially the
overarching objective of reducing poverty.

The Report finds that the youngest children are the most neglected: almost half the world’s
countries offer no formal programmes for children under age 3, a time of remarkable potential
and extreme vulnerability. At this age, interventions that combine health, nutrition and cognitive
stimulation can have a determining effect especially for children from highly disadvantaged
backgrounds.

Enrolment in pre-primary education has tripled since 1970 though coverage remains very low
in most of the developing world. Among developing regions, Latin America, the Caribbean
and the Pacific have the highest pre-primary gross enrolment ratios; far behind come East Asia,
South and West Asia, the Arab States and sub-Saharan Africa. With a few notable exceptions,
children from poorer and rural households and those socially excluded (e.g. lacking birth cer-
tificates) have significantly less access to ECCE than those from richer and urban households.
Yet they are the ones who could benefit relatively the most from ECCE programmes.

Universal primary education: fast progress in access to first grade

The encouraging news is that more and more children go to school every year. Primary school
enrolments increased most rapidly between 1999 and 2004 in two of the three regions furthest
from universal primary education: up 27% in sub-Saharan Africa and 19% in South and West
Asia, but by only 6% in the Arab States.

Over the same period, the number of primary school-age children not enrolled in school fell
by around 21 million to 77 million. This figure is still unacceptably high. Sub-Saharan Africa
and South and West Asia are home to more than three-quarters of these children, although
the latter region halved its number between 1999 and 2004 mainly due to reductions in India.
The global estimate, high though it is, understates the problem: data from household surveys
show that many children enrolled in school do not attend regularly. The children most likely to
be out of school or to drop out live in rural areas and come from the poorest households. Fees
remain the major barrier, especially for poorer families. In spite of human rights instruments
which commit states to provide free and compulsory education at primary level, school fees
continue to be levied in some 100 countries.

On average, a child whose mother has no education is twice as likely to be out of school as one
whose mother has some education, highlighting the relevance of gender-sensitive policies that
encourage girls’ access to school and offer literacy and life skills programmes to women.
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Gender: despite progress, the 2005 target missed

The 2005 target date for achieving gender parity in primary and secondary education has
been missed. Although two-thirds of countries have achieved gender parity in primary educa-
tion, disparities at the expense of girls remain significant at this level in many countries, often
those with the lowest enrolment ratios. Gaps are concentrated in the Arab States, South and
West Asia and sub-Saharan Africa, where overall about 90 girls are enrolled in primary school
for every 100 boys. For these three regions, gender parity in education is part of an overall
challenge involving dismantling of gender discrimination and of the economic and political
disadvantages confronting girls and women. Gender disparities in primary education often
stem from difficulties girls face in obtaining access to school, including the cost of education,
distance to school, language and ethnicity, social exclusion and the school environment. In
addition, girls face cultural barriers concerning their roles in the home and in society.

The picture is different at the secondary level: only one-third of the 177 countries with data
available have achieved gender parity. The disparities are however in favour of girls as often
as of boys. Failing to achieve gender parity in education is a major obstacle to development,
making girls more vulnerable to poverty, hunger and exploitation.

Learning and life skills

Essentially, EFA goal 3 is about providing learning opportunities to young people and adults
excluded from the formal system. A wide and diverse range of providers falls under the umbrella
of learning and life skills, rendering monitoring difficult. Some countries are making serious efforts
to track learning activities outside the formal system, but reliable data are difficult to obtain.

Literacy: a global scourge

Worldwide, 781 million adults — one in five — lack the basic literacy skills necessary to make
informed choices and to improve their livelihoods. Women constitute a majority of the world’s
illiterates: 64%. Adult literacy rates remain below 70% in South and West Asia, sub-Saharan
Africa and the Arab States. Three quarters of the world's illiterates live in just twelve countries.
In some (Burkina Faso, the Niger and Mali), the adult literacy rate is abysmally low —under 20%
— severely limiting opportunities for a majority of the adult population. On current trends, this
global figure will only decrease by about 100 million by 2015.

Illliteracy tends to prevail in low-income countries where severe poverty prevails. In Bangladesh,
Ethiopia, Ghana, India, Mozambique and Nepal, for example, where over 75% of the popula-
tion lives on less than US$2 per day, adult literacy rates are below 63% and the number of
adult illiterates exceeds 5 million in each country. llliteracy is higher among rural populations,
indigenous peoples, migrants and people with disabilities.

Conventional literacy data are inherently flawed because they rely on official national census
figures, based on indirect assessments. These assess literacy levels through self-declaration,
reporting by the household head or years of schooling completed. Alternative measures using
direct testing of literacy skills are gaining ground. These tests typically show that conventional
evaluation methods overstate literacy levels — in short, that the already unacceptable 781 mil-
lion adult illiterates in fact underestimates the true scale of the global problem.
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Educational quality: from access to success?

Too many children who start school fail to reach the last grade of primary — fewer than two-
thirds in half the countries of sub-Saharan Africa. Household poverty, the need for domestic
child labour, and the loss of parents from HIV/AIDS represents one side of the problem. The
other is the poor quality of teaching and learning, overcrowded classes, lack of learning ma-
terials, insufficient instructional time and inadequately trained teachers.

The number of students per teacher is frequently used as an indication of education quality.
Pupil-teacher ratios (PTRs) declined only slightly between 1999 and 2004. PTRs were higher
than 40:1 in about thirty countries, most in sub-Saharan Africa. In the Congo, Ethiopia and
Malawi, the norm is 70 pupils per teacher, a ratio that tends to be higher in countries where
enrolments are increasing.

Teacher recruitment and training are basic concerns: sub-Saharan Africa alone needs at least
1.6 million teachers to achieve universal primary education by 2015. In some African countries,
about 60% of teachers have no formal training. Furthermore, teacher earnings are often too
low to provide an acceptable standard of living. Countries that have achieved high learning
standards — the Republic of Korea and Cuba are two striking examples — have invested steadily
in the teaching profession.

Since the 1990s more and more governments have committed themselves to assessing student
learning, as witnessed by the steady growth in the number of national assessments. These are
meant to provide decision-makers with systematic information about the status of students’
learning outcomes and the extent to which students attain nationally defined standards or
proficiencies. Developing countries are also increasingly taking part in international and regional
assessments (examples include LLECE in Latin America, SACMEQ and PASEC in sub-Saharan
Africa, PILL in the Pacific Islands and PISA).

What are the greatest challenges?

Progress towards education for all requires a comprehensive and inclusive approach. Compre-
hensive means not just focusing on one or two goals (e.g. universal primary education) but
grasping the dynamic connections between different stages and ages of learning. Inclusive
means a systematic policy effort to reach marginalized children, youth and adults and to inte-
grate a gender-sensitive approach in all dimensions of education policy.

Many governments are not taking responsibility for the whole EFA agenda, especially adult
literacy and early childhood care and education. Urgent action is needed now on all fronts. If
all children are to complete their primary education by 2015, they must be enrolled in school by
2009 at the latest. One of the greatest challenges facing large numbers of developing countries
is both to expand education systems and to improve their quality. This involves implementing
policies that address why children — in particular girls — are denied their right to education, and
why learning achievement remains so low after several years in school.
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Access: incentives and promoting inclusion

Poorer countries need to enact policies that will make school free, accessible and safe for girls
and boys, whilst rich countries must live up to promises repeatedly made, and still not fulfilled,
to increase aid in support of these policies.

The decision to send a child to school is made in the home. Traditions, poverty and power-
sharing in the family can seal a girl’s fate. Early marriage, whether to lighten a family’s burden
or to secure a daughter’s future, often cuts schooling short. Conflict, HIV/AIDS, disability and
child labour practices put millions of children at an extreme disadvantage.

The overriding priority is to eliminate school fees. Countries that have done this in past years
(examples include Burundi, Cambodia, Kenya, Madagascar, Mozambique, Uganda, Viet Nam,
U.R. of Tanzania) have witnessed a surge in enrolments. In Kenya 1.2 million additional students
entered the school system after the measure took effect.

For children from the poorest families, removing fees may not suffice. Given the links between
low educational outcomes and poverty, providing financial incentives to families is an excellent
strategy to increase access for the marginalized. Scholarships, school-feeding programmes and
cash transfers to families to cover the foregone wage of a working child have a documented
impact on schooling. Brazil’s Bolsa Familia programme, for example, provides income support to
over five million children from poor families based on conditions such as school attendance. The
Baljothi programme in Andhra Pradesh, the state with the largest number of working children
in India, runs 250 schools (31,000 students) located in slums. The Gambia Girls’ Scholarship
Trust Fund provides full scholarships for tuition, books and examination fees to one-third of
girls in schools with low enrolment and to 10% of girls excelling in science, mathematics and
technology — more than 16,000 girls are taking part.

Quality: attention to teachers

Governments of low-income countries face difficult choices in their effort to expand access
and provide decent learning conditions. Much can be achieved, however, by making better
use of existing resources and focusing on several essential dimensions.

Investment in teachers is critical. Balancing time and money spent on initial training and on-the
job support for newly qualified teachers is a critical policy question. An increasing number of
countries are moving towards shorter and more school-based training. In Cuba all pre-service
training is school-based. Such a system requires enough schools to serve as training environ-
ments and enough teachers to act as mentors.

Attracting new teachers alone is a concern in many countries. A recent research project? on
teacher motivation in several countries of sub-Saharan Africa and South Asia concluded that
most school systems in low-income countries were faced with a teacher motivation crisis. The
study identified key strategies to increase teacher commitment, noting that good housing
with running water and electricity is probably the most cost-effective way to attract and retain
teachers in rural schools.

2 Bennell, P/Akyeampong, K. (2006). Is There a Teacher Motivation Crisis in sub-Saharan Africa and South Asia?
UK/Brighton. Knowledge and Skills for Development.
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Teachers are the most critical influence on learning but several other factors are important.
First, students are not spending enough time learning: the broadly agreed benchmark of 850-
1,000 hours of instruction per year for primary school pupils is not reached in many countries.
Second, the quality of learning materials strongly affects what teachers can do: national book
policies can encourage the development of local publishing and enable schools to choose
which books they use. Third, the choice of language of instruction used in school is of utmost
importance. About 20% of the world’s population has a “local language” as a mother tongue.
Initial instruction in the learner’s first language improves learning outcomes and reduces sub-
sequent grade repetition and dropout rates. Papua New Guinea, a linguistic mosaic of over
800 languages, uses more than 400 languages for initial instruction in schools.

Gender-sensitive policies in education and more broadly based gender reforms in society directly
improve the quality of education and its outcomes. Strategies to improve the quality of learning
must ensure that schools are places where stereotypes are undermined through gender-aware
curricula and teacher training. Locating schools closer to home, providing sanitary facilities,
and addressing the reality of gender-based violence are all investments that encourage parents
to send their daughters to school.

Targeting the poorest in early childhood care and education

Improving education quality does not happen in isolation. Early childhood care and education
programmes help with subsequent achievement in school. Literacy improves adults’ commitment
to their children’s education. Even in the context of tight budgets and competing priorities,
there is a very strong case for increasing investment in ECCE programmes.

Such programmes yield impressive educational and economic returns, especially for children from
poor families. Landmark studies in developed countries stand as proof while growing evidence
from developing countries also points to high benefit/cost ratios. ECCE must be recognized
as essential to children’s present welfare and future development. Ghana is expanding basic
education to include two years of kindergarten, partly in response to the number of children
living in deprivation. Policy at this level is particularly challenging because an integrated ap-
proach requires coordination — not only between ministries responsible for education, health,
social affairs and women — but also with private actors, non-governmental organizations and
communities themselves. Several African countries have ratified national ECCE policies that
adopt an integrated approach by addressing issues related to health, nutrition, water, sanita-
tion and child protection.

ECCE is not a luxury: it is a right and the foundation of subsequent learning. Such recognition
implies financing choices. Spending on pre-primary is less than 10% of public spending on
education as a whole. The burden often falls on parents. This untenable situation automati-
cally excludes children from the poorest families. In contexts where the private sector plays a
prominent role — as in sub-Saharan Africa, the Arab States, the Caribbean and East Asia — public
policy must ensure that regulations exist that apply to all settings.

The EFA early childhood goal places special emphasis on reaching the most disadvantaged
and vulnerable children. Developing a universal policy applicable to all children that clarifies
issues related to governance, curriculum, learning and quality assurance offers an overall
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national framework. But in the context of many developing countries, this policy may be best
implemented through a phased-in approach whereby resources are targeted towards the most
disadvantaged children, either geographically or by income group. India’s Integrated Child De-
velopment Services, for example, provides a package of services to some 23 million vulnerable
children under age 6 in city slums, tribal areas and remote regions.

Scaling up adult literacy programmes and building literate environments

Relatively few governments have coherent, long-term national literacy policies. Such policies
call for strong leadership in which central guidance and coordination is dovetailed with local
implementation and community ownership. Governments must clearly define responsibilities
for adult literacy, which is often diffused across several ministries. Partnerships are vital but are
all too often threatened by fragmentation or even competition. Finally, programmes themselves
must draw on good practice. A cardinal rule is to start with learners’ demands: why and what
are they interested in learning and in what language? Although the use of vernaculars in adult
programmes is pedagogically sound, learners often express demand for literacy in a regional
and/or national language. Are programmes sensitive to the reality of learners’ lives, to social
norms and the demands of agricultural cycles?

The status of literacy educators is cause for serious concern. Good educators are the crux of suc-
cess but they are paid little, lack job security, have few training opportunities and rarely benefit
from ongoing professional support. According to a survey of 67 programmes around the world
conducted for the Report by the Global Campaign for Education and Action Aid, most literacy
educators earn between one-fourth and one-half of a basic primary-school teacher’s salary.

The scaling up of adult literacy programmes requires a coordinated financing strategy. Budget-
ary allocations to literacy must increase, and not at the expense of investment in the quality
of schooling. Policy-makers need to come up with baseline figures for significantly expanding
national programmes by assessing the costs of training, development and printing of learning
materials, payment of literacy educators, start-up and operating expenses. Broad-brush work
commissioned by our report suggests that some US$26 billion is required from now to 2015
to enable more than 550 million people to complete a literacy programme of 400 hours.

Alongside the expansion of youth and learning programmes, the report makes a strong case
for broader policies to create literate environments — societies in which individuals are encour-
aged to use their literacy skills. Various comparative studies show positive correlations between
reading materials in the home and reading achievement at school. Many countries harness the
potential of the print and broadcast media to promote literacy, quite a few have developed
special publications to promote reading. Broader policies on book publishing, the media, access
to information, school textbooks and public libraries are building blocks for nurturing learning
and must feature in any comprehensive national literacy strategy.

Spending on education: domestic and international

The fact that a child in sub-Saharan Africa can expect to receive, on average, five to six fewer
years of schooling than one in Western Europe and the Americas is a clarion call for rich and
poor countries alike.
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Public spending on education increased as a share of GNP in about two-thirds of the countries
with data between 1999 and 2004. But it declined in forty-one countries, particularly in Latin
America and in South and West Asia. Spending on education remains inadequate in countries
with huge EFA challenges: the Niger and Pakistan, for example, spend less than 3% of GNP
on education. Financial resources should focus on key requirements for achieving EFA: more
and better trained teachers, incentives to teach in rural areas, inclusion policies and expansion
of ECCE and adult literacy programmes.

The international community must pull its weight if countries most in need are to expand
learning opportunities for the millions of children and adults deprived of basic education op-
portunities. These countries require predictable, long-term aid to carry through essential policy
reforms. Total aid to basic education in low-income countries almost doubled between 2000
and 2004 (from US$1.8 billion to US$3.4 billion at 2003 prices). As a share of aid to the whole
education sector in low-income countries, however, it remained constant at 54%. Half of all
bilateral donors allocate at least half of their aid to middle-income developing countries, and
almost half allocate less than one-quarter directly to basic education.

It is crucial for aid to be better coordinated and used effectively to help countries better manage
key education reforms. The Fast Track Initiative provides an important coordinating mechanism
for donor agencies but has not yet led to a global compact for achieving universal primary
education. External funding requirements for EFA are now estimated at US$11 billion per year,
over three times the current level of aid.

Alongside the expansion of primary education, donors must reassess the place of early child-
hood care and education and literacy in their policies — in most cases, there is minimal attention
to these two fields — and in discussions with governments.

Political will to keep the promises

Education for All is a foundation for personal, social and economic development. There has
been progress since 2000 particularly at the primary level, testifying to the fact that much can
be accomplished when countries and the international community join forces in concerted
action. Nothing can be done without political commitment at the highest level — the belief
that a country’s greatest potential lies with its people and the knowledge and opportunities
they have to make choices and contribute to their societies. Failing the youngest generation
today not only violates their rights, it also sows the seeds of deeper poverty and inequalities
tomorrow. This is why the time for action is now. As Nelson Mandela recently stated speaking
about the right to education, “promises to children should never be broken”.

Nicholas Burnett, an economist with extensive experience in the fields of education and human
development, has been director of the EFA Global Monitoring Report Team since October 2004.

Links:

http://www.efareport.unesco.org
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THE EDUCATION FOR ALL-PARADIGM:
A HUMAN RIGHT AND DEVELOPMENT OBJECTIVE

Margarita Langthaler

Introductory remarks on education and development

Education has always been considered a central pillar of development. Both, developing coun-
tries and development agencies have attributed major significance to education throughout
the development process. This is particularly true for many newly independent countries in
Sub-Saharan Africa and Asia, which in the 1960s saw education as one of the major means
not only for their economic development, but also for the making of their nations in a post-
colonial and even more so in an anti-colonial sense. Education was thus conceived in a very
broad sense as the key to an overall development and emancipation process, both for the newly
established societies and for their single individuals. In Latin America, where most colonies had
gained independence a century earlier, a similar education reform drive was experienced in the
context of popular movements against dictatorships and social inequality, the most important
being the “educacion popular” movement inspired by Paulo Freire.

However, unlike what anti-colonial independence movements and subsequently the newly
established governments intended, independence did not so much bring about a major break
in what used to be the colonial education systems. To the contrary, due to lack of means,
capacities and not least the political will of the former colonial powers, education concepts
different to the inherited colonial education could not be implemented or did not survive for
long. What indeed took place was a major expansion of education at all levels (Bray 1997).

Hence, despite many attempts to “indigenise” and socialise education, the eventually predomi-
nant approach in most developing countries can best be described as a technocratic concep-
tion of education reform. This also applies to the main patterns of development cooperation
in education throughout the 1960s and 1970s. However, the economic crisis of the 1980s
and the IFIs" structural adjustment programmes put an end to either education reform, be it
quantitative or qualitative. Heavy cuts in education budgets led to sharply falling enrolment
rates and subsequently to the fragmentation of education systems.

Education for All: From Jomtien to Dakar

Against the background of the 1980s’ severe education crisis in developing countries, the global
initiative on Education for All (EFA) was launched at the World Conference on Education for
All, held 1990 in Jomtien, Thailand. The international community agreed to strive commonly
for the achievement of six goals in basic education until the year 2000.

The World Conference in Jomtien constituted both the continuity of earlier international
education conferences as well as a major break in the then prevailing technocratic conception
of education reform and educational cooperation. Calling for “meeting the basic learning
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needs”, the conference asserted a new and holistic approach to education based on the
universal human right to education. This approach shifted the focus from teachers to learners
and their learning needs. It, moreover, advocated an integrated conception of basic education
needs comprising “both essential learning tools (such as literacy, oral expression, numeracy,
and problem solving) and the basic learning content (such as knowledge, skills, values, and
attitudes) required by human beings to be able to survive, to develop their full capacities, to
live and work in dignity, to participate fully in development, to improve the quality of their
lives, to make informed decisions, and to continue learning.” (UNESCO 1990:7)

This integrated conception included different education levels such as early childhood care
and education, primary schooling, vocational education and adult literacy as well as differ-
ent forms of education such as formal, non-formal and informal education. Furthermore, it
underlined the interdependence of education and overall societal structures making the case
for the notion of “learning societies”.

Eventually, the conference in Jomtien agreed on an “expanded vision of education” calling for
expansion at all levels: Expansion in the provision of education, in the concepts of education
and educational cooperation, in methods of learning and teaching, in education systems, in
resources for education and last but not least in partnerships for education.

However, while the post-Jomtien decade saw improvements in primary schooling enrolment
rates, progress relating to the other five EFA goals was lagging behind or even absent. The
biggest challenges were seen in the quality of education and in the participation in educa-
tion of women and girls. This led to a renewal of the international commitment at the World
Education Forum, held 2000 in Dakar, which slightly reformulated the goals and determined
the year 2015 for their achievement.

Critics' claim that Dakar has led to a pragmatic rather than the necessary educationally in-
novative approach. Due to the disappointment of a certain educational enthusiasm nurtured
in Jomtien, the Dakar-agenda made the case for more serious and measurable commitments,
but, as Torres (2001) states, did not bring about the required reflection on renewed educational
methods. Furthermore, it is questioned that in Dakar responsibility for the achievement of the
goals was left with developing countries while no quantifiable commitments for aid levels to
education were determined for developed countries.

Finally, according to these critical voices, Dakar has not succeeded in detaining or even revers-
ing the process of narrowing down the holistic and integrated EFA agenda to one single goal,
universal primary education (UPE). The Dakar-EFA goals and action plan do indeed encompass
early childhood care, adult literacy, skills development and technical and vocational education
and training. Some observers, however, claim that in comparison to the Jomtien-goals the
goals agreed upon in Dakar are formulated in a narrower sense (Torres 2001). Nevertheless,
what has really brought about the reduction of the “expanded vision of education”, was not
so much the Dakar-agenda itself, but the practice of development cooperation, which will be
discussed in more detail below.

1 For a critical debate on EFA see Brock-Utne 2000, Tomasevski 2003 and Torres 1999, 2001 and 2004.
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It is, however, worth noting that in the Dakar Framework for Action education is acknowl-
edged as a human right, whereas in Jomtien this was done only implicitly. Finally, the main
achievement of the World Education Forum in Dakar may be seen in a substantive increase of
attention at the highest political level.

Education for All and development cooperation

Seven years after Dakar, monitoring of the EFA process shows significant, but not sufficient
progress, the main improvements having been made in primary schooling?. While this might
be due to manifold reasons, it is a matter of fact that development cooperation in the field of
education has in practice focused on UPE and not on the whole EFA agenda. This was already
true for the decade after 1990; however, the increasing influence of the MDG agenda in the
international development discourse after 2000 has undoubtedly contributed to the narrowing
down of the EFA agenda. Only recently and in the context of the MDG mid term review aware-
ness has been growing that the lack of capacities in key fields such as health requires more
holistic educational strategies. This, however, brings attention mainly back to higher education
and partially to vocational education and training. It is a moot question whether other not less
important educational fields such as adult literacy will equally receive increased attention.

Besides the predominance of the MDG agenda, there are, however, other factors to be con-
sidered. The general tendency to increase harmonisation of donor practice and coordination
with developing countries, though doubtlessly constructive in terms of overcoming fragmen-
tation and duplication of donor activities, has on the other hand led to a standardisation of
methods, instruments and strategies. The main instrument in educational cooperation, the Fast
Track Initiative, serves by definition the purpose of accelerating progress towards the MDG of
universal primary education. It does not include the remaining five EFA goals.

Donor harmonisation has increased the influence of major donors like the World Bank not
only in terms of aid volume, but also in terms of policy making. Due to the World Bank’s de
facto policy leadership role, the weight of educational concepts based on the human capital
theory, although heavily criticised since the 1980s, has in practice not diminished. The hu-
man capital theory conceives education from a purely economic point of view omitting the
fact that education has many more and differing functions for both societies and individuals.
Hence, by applying the criteria of investment banking to education pedagogic criteria tend
to be overlooked, as discussed below. Furthermore, following the human capital theory, the
World Bank urged developing countries in the 1980s to design education policy on the basis of
rate of return assessments on investment in different education levels. This has led to serious
distortions in the developing countries” education systems which are tangible until now.

Likewise, the increasingly standardised development discourse makes the case for the introduc-
tion of results based and efficiency oriented instruments in education. While this might help
to overcome administrative and managerial shortcomings in education systems, a number
of researchers point to the risk of losing the intrinsic pedagogical dimension of education?.

2 For a detailed debate on the current status of the EFA initiative see the article by N. Burnett, EFA Global
Monitoring Report Team, in this book.

3 See Brock-Utne 2000, Hickling-Hudson 2002, Klees 2002, Samoff 2005.
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Samoff (2005) stresses that “internal efficiency” is a term borrowed from manufacturing. Yet,
the production metaphor is of little value to education since it is not designed to conceive the
very nature of education, i.e. the interactive learning process in which learners, unlike manu-
factured items, are active participants.

It is worth noting that in the current educational discourse a number of innovative instruments
and strategies, like learner centred teaching and learning methods, are being advocated. The
World Bank itself recommends similar methods in its strategy papers. While this may be positive
from a didactical point of view, it should not be overlooked that most frequently these elements
are part of general education strategies designed on the basis of purely or primarily economic
criteria. Hence, pedagogical innovation originally conceived to serve learners’ empowerment
is being reshaped in order to enhance the economic applicability of education. While results
may be positive in some aspects, in practice, the scope of education is being reduced where
not deemed profitable. This might apply to educational subjects, fields of knowledge, espe-
cially local knowledge or even groups of learners. Ultimately, the introduction of pedagogi-
cally innovative elements into economically-oriented education strategies does not resolve the
problems of equal access or growing social disparities in education nor does it comply with a
holistic vision of education.

On the socio-political side, instruments like PRSPs and sector wide approaches have intended
to link education reforms to underlying poverty reduction strategies and overall development
processes. The results picture here is mixed. Quality of the education sector plans or the edu-
cation component in PRSPs is varying (Caillods/Hallack 2004). Most frequently, plans do not
consider the whole EFA agenda, but focus on UPE and sometimes one or two of the other
goals. Recently, however, there are efforts in many countries to extend sector plans beyond UPE.
Generally speaking, so called programme based approaches have helped to significantly increase
enrolment rates and budget spending on primary schooling in developing countries.

On the other hand, these approaches raise the question of ownership — a key element of the
current development discourse. In fact, development countries’ national sovereignty in education
has definitely not increased throughout recent years. While global trends like growing trade in
educational services have had their role to play in this matter, the IFls" macroeconomic condi-
tionalities as well as manifold donor influence on policy making have not helped either.

Hence, paradoxically and contrary to the rights-based rhetoric, a paradigm shift has taken place
in educational cooperation since the EFA conference in Jomtien. As Tomasevski (2003:101)
points out “The 1990s will be remembered for having converted education from a human
right into a development objective”. While denying basic human rights is to be considered
a violation with potentially far-reaching consequences, objectives can be achieved or missed
without further implications.

Largely, the main patterns of educational cooperation point to the fact that one and a half
decades after Jomtien it is still a basically technocratic approach which determines education
policy and the educational aid discourse.
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Education for All and the global commoditisation of education

Globalisation, despite having aggravated marginalisation and exclusion for many, though not
for all developing countries, is a rather neglected topic in the international aid discourse.
The globalised society claims to be substantially a knowledge based society where access to
knowledge has become one if not the major capital asset.

In this context, the global trend to commoditise education is of major importance, but again
rather overlooked in the current development debate. Two phenomena are of interest in this
respect: the growing trade in educational services on the one hand; on the other, the introduc-
tion of market mechanisms also in those sectors of public education which have not yet been
reorganised as a commodity.

Until now, mainly rich countries like the USA, the United Kingdom and Australia have been able
to profit from international trade in education in financial terms (Bashir 2007). This equals a
flow of resources from the South to the North. Besides the economic aspect, trade in education
tends to distort education systems in developing countries. While private investment in some
educational branches and geographic areas rises, others deemed not equally profitable remain
under public responsibility. Where states suffer from chronic lack of resources, this means less
educational offer and lower educational quality for those who cannot afford to pay for private
education. Despite a lack of detailed studies, there are serious concerns about increasing social
disparities in education due to commoditisation of education.

While trade in educational services is mostly related to higher and continuing adult education,
the increasing introduction of market mechanisms in public education also impacts basic and
primary education. Besides the above mentioned trend to use economic criteria in education
policy to the detriment of pedagogical thinking, this potentially results in increasing social
disparities in the education system.

Generally speaking, commoditisation and trade liberalisation imply to confer a lot of decision
making to markets which traditionally used to fall under the competency of the state. As a
result, national sovereignty in education tends to be further limited. This is a particularly serious
concern for small developing countries and LDCs, which in most cases do not have sufficient
administrative capacity to defend their national education systems from the commercial interests
of big international providers. Hence, the global trend to commoditise education contributes
to further marginalise developing countries in the global knowledge economy and tends to
decrease their access to knowledge.

In terms of the EFA agenda, this trend is reflective of contradicting phenomena which, how-
ever, do not receive sufficient attention in the international discourse. While EFA is based on
the conception of education as a human right and calls for universalised access with specific
attention to excluded groups, the global trend to commoditise education impacts the general
conditions of economic development and political decision making thus hampering national
governments in fulfilling their commitments.

This becomes particularly apparent in the issue of school fees. School fee abolition in primary
education is widely considered to be key for ensuring access to education especially for girls
and children from poor families. However, major donors such as the World Bank do not
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recommend school fee abolition for post-primary education levels. Consequently, social selection
in education is simply relocated to post-primary levels. Moreover, macroeconomic policy recom-
mendations and conditionalities by IFls in many cases call for ceilings in public spending and
therefore contribute to tighten public education budgets. Consequently, developing countries,
even if governments are willing to implement the EFA agenda, lack the necessary resources
to employ sufficient teachers and supply public education particularly in those areas where
access to education is most limited. Non-state education providers, even if not commercially
motivated, can rarely operate without resorting to direct or indirect user fees.

In practice, overall economic, political and social conditions as well as global trends such as
the commoditisation of education substantially determine the design of education policies in
developing countries. Mostly, this is to the detriment of the EFA agenda.

Mid-term since Dakar: What are the lessons?

The seven years since Dakar have brought about further and significant quantitative improve-
ments. Interestingly, in comparing the main outcomes of recent EFA monitoring with the
assessments preceding the World Education Forum in Dakar, it becomes apparent that the
patterns in challenges seem to not have substantially changed over time. In a necessary gen-
eralising view, still today the main challenges lie in the quality of education as well as in equity
of participation.

This, in turn, leads back to very basic considerations on the relation between education and
development. Firstly, the issue of education quality again puts into question the prevailing prag-
matic or technocratic conception of education and, even more so, of development cooperation
in the field of education. Indeed, the quality of education is currently high on the agenda of
both developing countries as well as bi- and multilateral donor agencies. Nevertheless, recent
years have shown that achieving quality is not primarily a question of mainstreaming current
economic thinking on efficiency and effectiveness in education policy. To the contrary, what
seems to be of urgent and utmost importance is to go beyond the current technocratic con-
ception towards re-orienting the international education debate on the basis of pedagogical
and socio-political criteria. This, however, requires the absence of a utilitarian approach which
recommends participative and learner-centred methods in order to ultimately enhance the
economic applicability of education. Pedagogical renewal implies to refocus on a holistic ap-
proach where education is seen first and foremost in the context of human empowerment.

Equally urgent is the adoption of a truly systemic approach that conceives education systems
as a whole giving due consideration to the complex and interdependent relations between
the single levels and forms of education.

Secondly, the constant patterns of educational challenges call anew to reflect on the inter-
relation between education and overall structures of societies. Here, the assumption that
education automatically contributes to development and poverty reduction is being put into
question. If conditions are not favourable, education can have little or no effect in terms of
economic development. It can, as mentioned above, maintain or even increase social and
gender disparities. It can perpetuate discrimination and exclusion. In terms of a globalised
society, it can conserve and deepen the global division of labour and global power relations.
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What appears essential, therefore, is the question of what kind of education is desired, by
whom and how it is connected to an overall development strategy.

This refers to the above considerations on educational quality in a pedagogical, but even more
s0 in a socio-political sense. Education, as King et al. (2007) put it, needs to be seen as part of
a broader transformation. The question remains whether “such a transformation is likely to
be fuelled by the universal primary education, poverty reduction and millennium development
goals model” (King et al 2007:355).

Conclusion

Currently, a broader conception of education reform processes and of aid to education is
emerging in the international development discourse. This is, undoubtedly, a positive trend.
However, these reshaped education efforts should not be limited to a debate on aid alloca-
tion across education levels. In fact, it would be desirable that the international debate on
education be extended beyond the current prevailing technocratic approach. A question of
utmost importance, though rather neglected, is how global trends such as the commoditisa-
tion of education and more generally global patterns of exclusion and marginalisation impact
national ownership of developing countries in designing their education policies. To this end,
a reflection on whether and if so to what extent current patterns in educational cooperation
help or hinder these tendencies should be included in the framework of the international
education debate.

Eventually, the key question appears to be how to strengthen the EFA paradigm elaborated
at Jomtien in the context of the current international development discourse. As a matter of
fact, the EFA paradigm does not only stand for a rights-based approach of granting the ac-
complishment of the human right of education for all. It moreover advocates the importance of
an integrated and holistic conception of basic education laying the foundation for any lifelong
learning process. This integrated vision based on a complex understanding of the interrelations
between different levels and forms of education as well as the necessary interaction with overall
societal conditions is what constitutes the intrinsic EFA paradigm.

In this context, it seems inevitable to face a number of emerging contradictions which the
international debate has been trying to avoid so far. Firstly, the contradiction between the
rights-based approach inherent to EFA and economically oriented educational conceptions
arises. Here, there is an apparent need to strengthen the conception of education not only
being a fundamental human right, but also a public good.

Secondly, this leads to the necessity of globalising the debate on EFA to a greater extent than
this has been done so far. In fact, despite claims of having achieved the objective of educa-
tion for all, exclusion and social disparities in education are rising in rich countries. Thus, the
question is whether current transformation strategies of rich countries’ education systems do
really constitute a valid model for developing countries. Here again, the key aspect is whether
or not education shall be conceived primarily if not exclusively in terms of its economic em-
ployability.
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Thirdly, the debate should not refrain from confronting an increasingly apparent contradiction
within the EFA initiative itself arising from the differing conceptions of EFA being a development
objective on the one side, and being a fundamental human right on the other. In fact, the EFA
paradigm advocates a complex and integrated vision of education on the basis of education
as a human right, whereas the EFA goals, in their very nature as narrowly formulated targets,
have to some extent contributed to water down the EFA agenda to a rather pragmatic educa-
tion reform process limited to universal primary education.

Margarita Langthaler is currently research assistant with the Austrian Research Foundation
for International Development (OFSE) in the field of education and educational cooperation
with developing countries.
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EDUCATION FOR ALL - FAST TRACK INITIATIVE: A BETTER WAY TO
ACHIEVE THE EDUCATION GOALS?

Desmond Bermingham

Education for All — Fast Track Initiative

The Education for All — Fast Track Initiative (EFA-FTI) is a global partnership created to help
low income countries achieve the Education for All and the education Millennium Develop-
ment Goals (MDGs), in particular that of giving every child — boys and girls alike — the chance
to complete a good quality primary education. The FTI is supported by over 30 bilateral and
multilateral donor agencies and has provided financial and technical support to over 60 de-
veloping countries around the world. Table 1 below lists the donor countries that are currently
supporting the FTl and Table 2 outlines the countries that have completed the FTl endorsement
process and those that are expected to do so in 2007 and 2008.

Table 1. Donor Countries Supporting the FTI

AFDB Finland Netherlands UNDP

ADB France New Zealand United Kingdom
Australia Germany Norway UNAIDS

Austria Greece Portugal UNESCO
Belgium IADB Russia UNICEF

Canada Ireland Spain USA

Denmark ltaly Sweden The World Bank
E%rr(Tijr)r?iasgion Japan Switzerland

The Austrian government is not currently providing direct support to the FTI but it does have
education programmes in several FTI countries, such as Burkina Faso and Nicaragua.
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Table 2. Countries with an Endorsed Sector Plan and Estimated Schedule of Endorse-

ments

Endorsed Countries (31) Countries pending | Countries expect-

2002 Burkina Faso Mauritania Central African Rep. Angola
Guinea Nicaragua Bangladesh Bolivia
Guyana Niger Bhutan Congo DRC
Honduras Burundi Eritrea

2003 The Gambia Vietnam Chad Guinea-Bissau
Mozambique Yemen Congo, Rep. India

2004 Ghana Ethiopia Georgia Indonesia

2005 Kenya Moldova Haiti Lao PDR
Lesotho Tajikistan Kiribati Malawi
Madagascar Timor Leste Papua New Guinea Nigeria

2006 Albania Mali Sao Tome e Principe Pakistan
Cambodia Mongolia Solomon Islands Sri Lanka
Cameroon Rwanda Tonga Tanzania
Djibouti Senegal Vanuatu Togo
Kyrgyz Rep. Zambia Uganda

2007 Benin Liberia
Sierra Leone

Promoting aid effectiveness in education

The FTI model advocates a new way for donors, developing countries and non-government
organisations to work together to achieve the education goals. It is built on a compact or
informal contract between the donors and the countries they support. Developing countries
are asked to prepare plans for the expansion of the education sector including budgets and
measures to build local capacity. Countries are encouraged to prepare these plans in consulta-
tion with local stakeholders including parents, teachers and non government organisations
supporting the education sector and to link them to the broader poverty reduction or national
development strategies. Lastly, governments are required to provide targets to help to monitor
and measure progress towards the goal of universal primary completion by 2015.

For their part, donors assist in the preparation of the plans and they agree to provide long
term and predictable financial support during its implementation. Donors also commit to work
together to increase the effectiveness of aid provided to the education sector, for example,
by holding joint review missions, reducing special reporting requirements, and aligning their
support with the government’s own plans wherever possible. The majority of financing for the
education sector comes from the national budget even in very poor countries so it is particularly
important that donor financing is provided in line with national budget systems.

28 OFSE roimion 14



This joint government-donor approach is intended to put into practice the principles of col-
laboration and mutual accountability that were agreed at the Monterrey Conference on Fi-
nancing for Development in 2002 and, for donors, to help them to achieve progress towards
the targets for harmonisation, alignment and results agreed in the Paris Declaration on Aid

Effectiveness (OECD 2005).

Table 3. Paris Declaration: Indicators of Progress

OWNERSHIP TARGET FOR 2010
1 Partners have operational development At least 75% of partner countries have
strategies operational development strategies
ALIGNMENT TARGETS FOR 2010
Public fi ial t
2 | Reliable country systems (8) Public financial managemen
(b) Procurement
3 | Aid flows are aligned on national priorities | Halve the gap
. . 50% of technical co-operation flows are
4 | Strengthen capacity by coordinated support implemented
Percentage of donors using partner
54 | Use of country public financial management countries’ procurement systems
systems Percentage of aid flows (reduction in the %
of aid to the public sector)
Percentage of donors using partner
5b | Use of country procurement systems countries” procurement systems
yp y Percentage of aid flows (reduction in the %
of aid to the public sector)
6 Strengthen capacity — avoid parallel Reduce by two-thirds the stock of parallel
implementation structures PlUs
7 | Aid is more predictable Halve the gap
8 | Aid is untied Continued progress over time
HARMONIZATION TARGETS FOR 2010
9 Use of common arrangements or proce- 66 % of aid flows provided in context of
dures program based approaches
(a) 40% Qf donor missions to the field
10 | Encourage shared analysis are joint
(b) 66% of country analytic work is joint
MANAGING FOR RESULTS TARGET FOR 2010
11 | Results-oriented frameworks Reduce the gap by one-third
MUTUAL ACCOUNTABILITY TARGET FOR 2010
" All partner countries have mutual
12 Mutual accountability assessment reviews in place
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How does FTI work?

FTl is designed to support and strengthen the collaboration between governments and their
donor partners at the country level. It is a new approach for a global programme that is in-
tended to support the country level dialogue rather than undermine it. Decisions are made
in-country following extensive consultation and analysis of the education plans, taking full
account of the local context. The principle of country ownership in its broadest sense is at the
heart of the FTI.

To ensure that the education sector plan is linked to the broader financial and development
strategies of the country, the FTI requires that there is a Poverty Reduction Strategy (or equiva-
lent) in place and that this is reflected in the national budget or other medium term expendi-
ture frameworks. The FTI requires also that the government prepare a sector wide plan that
addresses the needs of all the education sub-sectors: early childhood education; secondary
education; and tertiary education; as well as primary. The plans should, however, reflect the
priority of achieving the universal primary education and gender parity goals.

The FTI does not ask countries to prepare separate plans for endorsement. The FTI process uses
the country’s own education sector plan and asks donors at the country level to endorse the
plan as a credible set of proposals to expand the education system. The appraisal of the plans
is done jointly in-country by the government, its NGO partners and the local donor group. The
FTI Secretariat is responsible for supporting this process and keeping the partnership informed
of developments country by country. At the end of the appraisal process, the donors sign a
joint endorsement letter confirming that the education plan is a reliable analysis of the needs of
the education sector and pledging their support over the period of the plan to supplement the
government's investments. Unless the other FTI partners raise any major objections, the country
is then considered to be a full FTI partner and eligible for further financial and technical support.

All partners are encouraged to use the FTI Indicative Framework in their assessment of the quality
of the education sector plan. This framework contains a set of benchmarks which have been
derived from over 30 low income countries which have demonstrated significant improvements
in their education systems (Bruns 2003). These benchmarks refer to key indicators of efficiency,
effectiveness and budgetary allocations such as pupil — teacher ratio; rates of repetition; class
size; and percentage of government budget dedicated to primary education. Obviously, the
actual figures in the education sector plans will vary widely according to local conditions, but
the indicative framework has proved to be an important part of the policy dialogue between
the donors and the government they are seeking to support.

The FTI emphasizes that the first choice for additional external financial support should be from
an increase in the donor programmes that are already present in country. If the local donors
are able to meet the financing needs identified in the plan, they are encouraged to provide
this directly as this is likely to be the most efficient mechanism for delivering additional aid.
This may include budget support, additional support from the World Bank and IDA, as well as
resources available as a result of debt relief.

If the government and in-country donors are unable to meet the full financing needs imme-
diately, there are also funds available directly through the FTI Catalytic Fund. This fund was
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originally designed as short term support for up to three years to bridge the gap while other
donors prepared their plans for long term support. However, experience has shown that donors
have been unable to meet the needs in many countries and in particular have been reluctant
to fill the gap when this would entail opening new country programmes. In response to this,
the donors supporting the Catalytic Fund have proposed an extension to allow support from
the Fund to continue after the initial three year period, subject to good performance and a
continuing financing need.

The FTI Catalytic Fund has pledges of approximately US$439 million for 2006/07 and US$334
million for 2007/08." This represents 10-15% of aid for basic education in low income countries
and makes the Catalytic Fund an important additional source of financing for the education
sector.

In the past year, the Catalytic Fund has proved particularly successful in disbursing financing
quickly to countries once they complete the endorsement process. For example, Kenya received
its first Catalytic Fund allocation of US$24.2 million just over six months after the first applica-
tion. In several cases, this has allowed the country to move ahead with the implementation
of its plan and has helped to maintain the momentum while other donors are finalizing the
arrangements for their longer term financing.

Table 4. FTI Catalytic Fund: Pledges and Commitments (US$ million)

Country | 20032004 | 2005 | 2006 | 2007 | 2008 | 2009 | 0o C:a’;‘r‘:"::;’f
Belgium 1.3 2.6 1.2 1.3 6.4 5.1
Canada 17 17 17
EC 403 202 202 80.7 403
France 6.5 6.5 774 2074 0
Ireland 15 45 1.8 19.2 37.0 6
italy 2.4 2.4 13 6.1 6.1
Nether 395 54.3 185 168 168 6148|  279.1
Norway 6 8.1 406 54.7 54.7
Russia 1 2 1 4 3
Spain 6 9 6.5 6.5 28 15
Sweden 5.3 10.4 15.7 15.7
UK 1201|1244 16.8 27035|  129.1

49.2 802|  439.4| 3342| 2317 1,15544| 5711

1 These figures were up to April 2007.
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In addition to programme support from the Catalytic Fund, countries can also receive support
from a smaller fund — the Education Programme Development Fund (EPDF) — which is designed
to provide technical assistance and support for capacity development and knowledge sharing
activities as well as helping countries in the preparation of their education sector plans. The
EPDF has pledges of just over US$80 million through to 2009 and has provided assistance to
over 50 countries including regional workshops in Africa, South East Asia and Latin America.

How is FTI managed?

The management and governance structure of FTI comprises three principle levels:

1. The full FTI Partnership consists of donors, developing country partners and NGOs, as well
as private sector and foundation partners. The FTI Partnership has met once every year since
its foundation in 2003, but decided in 2006 to meet every 2 years to accommodate the
larger number of partners and to hold regional education meetings in the intervening years.
The Partnership meeting is usually linked to the UNESCO EFA High Level Group meeting.

2. The FTI Steering Committee led by two donor agency co-chairs (in 2007 Germany and
the EC); the outgoing co-chair; a minister of education from a developing country; a rep-
resentative from the NGO community (Global Campaign for Education); plus the World
Bank, UNESCO and UNICEF as the principal multilateral agencies involved in education.
In 2007, the Steering Committee will be expanded to include four developing country
partners and three NGO partners.

3. The FTI Secretariat is housed in the World Bank and is accountable, through the Steering
Committee, to the FTI Partnership as a whole. The Secretariat is responsible for monitoring
and overseeing the day-to-day implementation of FTI activities and providing support to
the steering committee and the partnership meetings.

The World Bank was an important protagonist in the early stages of the FTI and continues
to have a leading role in the implementation of the programme. As well as being a leading
member of the FTI partnership, the World Bank is the trustee for the FTI funds, the principal
implementing agency and the host of the FTI Secretariat. The FTI derives substantial benefit
from its close relationship with the World Bank, in particular drawing on its legal, financial and
technical expertise and thereby removing the need to create separate administrative structures.
It is important to stress however that the FTI is not a World Bank initiative — it is a genuine
global partnership which derives much of its strength from the ownership and support of the
full range of partners.

The FTl is supported by a small Secretariat which is responsible for overseeing the implemen-
tation of FTI activities, including the FTI trust funds. The Secretariat acts as the contact point
on FTI for the local donor group as well as their government partners and is responsible for
ensuring that the decisions of the Partnership are implemented under the guidance of the
Steering Committee. The Secretariat also prepares annual status reports for the Partnership
and the trust fund strategy committees to enable them to monitor progress in FTI supported
countries and to make decisions on future allocations.
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Impact of the FTI

Since its launch in 2002, the FTI has had a significant impact on donor behavior in the education
sector at both the global and country level. All eleven of the first phase countries reported that
they had increased the number of joint missions in the education sector and several indicated
that they were using or intending to use pooled financial and technical resources (OECD 2006,).
These are important first steps in helping to increase the effective use of aid for the education
sector and reduce the burden on governments receiving that assistance.

The FTI has had also a significant positive impact on the education systems in the countries it
supports. Primary enrolments have increased in ten out of the eleven first phase countries, in
some cases by over 50%. Completion rates have also improved in most countries although
retaining children in school remains a challenge in several countries which continue to have
very high drop out rates, particularly for girls. There has, however, been a significant reduc-
tion in the gender gap at the primary level and several FTI countries have introduced targeted
interventions to increase the numbers of girls going to school.
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Many developing countries have already made historically unprecedented advances in expand-
ing their education systems and the political commitment on all sides to achieve the educa-
tion goals has never been stronger. There is an opportunity over the next two to three years
to build on this foundation and make a substantial step forward towards one of the most
achievable MDGs.

Achievements to date

EFA-FTl is helping to improve education outcomes in many FTl-endorsed countries. The number
of low-income countries whose education sector plans have been endorsed by FTI partners
has increased by about two and half times over the past two years. With its emphasis on aid
harmonization for added efficiency, the FTI Trust Funds (Catalytic Fund and EPDF) have lever-
aged additional external donor as well government funding for education. Table 6 below
demonstrates some of the achievements made over the past few years, in Catalytic Fund
beneficiary countries.

Table 6. Achievements made by Catalytic Fund beneficiary countries

Country Achievements

Kenya - 1.1 million children in pre-primary and primary schools in 29 targeted
districts and slums received mid-day meals
- 493,000 pupils in primary schools were immunised against tetanus

- 500,000 children were supported through the expanded school pro-
gramme, including health interventions such as de-worming and school
feeding programmes

Mauritania - Over 2,678 classrooms were built to accommodate approximately 133,900
children, with the FTI supporting the construction of 900

- Between 2002-2005, the average students/teacher ratio decreased from
42.5 to 40.3 and FTI resources were used to train approximately 10,772
teachers

- 3.1 million textbooks and over 800,000 teacher guides were provided to
schools, with approximately 850,000 textbooks and guides financed by
the FTI

Tajikistan - FTl resources will support the provision of methodological manuals and
textbooks at the national scale, which is expected to eliminate the short-
age of textbooks in the country

- FTl resources support the Republican Institute for In-Service Teacher Train-
ing (RIITT) in reviewing existing training modules and packages, in order
to use them to train teachers, principals and methodologists from 330
schools across the country

Yemen - FTl resources provided support in successfully constructing and equip-
ping 110 schools and 26 multi-grade classrooms, with added facilities
(i.e. boundary walls, toilets, ramps, and administration rooms) in order to
improve the school environment, particularly for girls

- FTI-supported activities have led to greater ownership of the schools
among community members
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Remaining Challenges

Despite this remarkable progress, many countries still have to overcome huge challenges if
they are going to achieve the education goals by 2015 or soon thereafter. These challenges
include not just increasing enrolment but also improving the quality of education that children
receive and ensuring that they acquire the knowledge and skills they will need to thrive in the
new economies of the 215t century.

The first challenge is financial. The UNESCO Global Monitoring Report for 2007 estimates that
an annual total of 9 billion dollars of aid will be needed to help the poorest countries achieve
the primary education goal. A similar increase will be needed from budgets of the countries
themselves in order to find places for the 70 million children who still do not have the chance
to go to school. The FTI provides a framework to mobilize these additional resources and to
increase the effectiveness of their use by ensuring that they are provided in a coherent way in
support of a single national education sector plan.

Mobilising additional finance will be a key challenge but it is only one of the constraints pre-
venting countries from making faster progress towards the education goals. The FTI partnership
stresses the importance of the four “gaps” that must be filled:

— the policy gap

- the data gap

— the capacity gap

— as well as, the finance gap.

Only by filling all four gaps will the goals be achieved.

Better policies will be needed which are suited to the local context and which propose practical
and affordable measures to improve the coverage, quality and efficiency of education provision
in developing countries. These will include policies to deal with the particular challenges of
educating children in rural communities; policies to encourage girls to attend school; policies
to improve the quality of education and to ensure that children are really learning; and specific
policies to reach children who face exclusion from the mainstream education system such as
disabled children or children from ethnic minority groups. FTI partners have established a special
fund — the EPDF — to help countries share knowledge and experience on policies that work.

FTI partners also acknowledged at an early stage, the importance of helping countries to col-
lect and use good quality data on all aspects of the education system. In helping to strengthen
government operations in this area, FTI works closely with agencies such as the UNESCO Insti-
tute of Statistics and the EFA Global Monitoring Report team. The FTI aims to add value to the
work of these partners by helping to increase the demand for good quality data, for example,
by requiring detailed analysis of the key indicators in the education sector plan at the country
level. The FTI also aims to make the data more widely available by using the national data to
monitor government and donor delivery of commitments against agreed indicators.

The final “gap” —the capacity gap —is possibly also the most important. Limited human resources
represent a major constraint for countries wishing to move ahead quickly in the expansion of
their education systems. Training and recruiting more teachers, education managers and public
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sector workers is a major challenge. A survey of FTI countries conducted in 2006 found that
this was a neglected area in many of the education sector plans. The German government has
made this a priority area for attention during its period as co-chair of the FTI and will convene
a major conference on capacity development in the education sector in October 2007.

The Future for the Education for All — Fast Track Initiative

In the five years since its foundation, the EFA-FTI has established itself as an important new
initiative to help countries to make faster progress towards the education goals. It is helping
to mobilize additional resources for education and to increase the effectiveness of the use of
all finance — domestic as well as external financing — for the education sector by improving
coordination and strengthening the focus on improving results (World Bank 2006b).

The World Bank’s progress report on the FTI notes that the initiative has had a significant
positive impact in its short life span but stresses that it faces many challenges as it expands
over the next few years.

These challenges will include the need to respond to the demands of the larger population
countries, most of which have not yet been endorsed. The progress report recommends that
the FTI partnership should include such countries in the next stage of the expansion. This may
involve operating at the state or provincial level in federal countries such as Nigeria and Pakistan
where financing for the basic education sector is a local responsibility.

Expansion to the larger countries will bring even greater urgency to the need to address the
second challenge — the absence of sufficient long term and predictable financing to enable
developing countries to implement their education plans (Rose 2005). As stated previously,
UNESCO estimates that up to US$9 billion in aid will be required to help countries to achieve
the universal primary education goal. Aid for basic education has more than doubled over the
past four years but at least a further doubling will be required over the next four years if this
target is to be reached. Recent research has shown that donors are not keeping their side of
the FTI compact by increasing the levels of long term predictable financing for the education
sector (Colclough 2005). A greater effort will be needed and a firm commitment to honour
the promises made in 2005 and 2006 to double the levels of aid provided to the poorest
countries of the world by 2010.

The third challenge for the FTI partnership will be to ensure that the increase in access to
education does not come at the cost of the quality of teaching and learning in schools. The
2006 evaluation report of the World Bank’s education programme concluded that the Bank
needed to strengthen the focus on the quality of education provision in its programmes and
particularly to analyse whether increased investment was bringing improvements in learning
outcomes (World Bank 2006a).

The importance of education quality has been recognised from the outset by the FTI partners?
and many countries have used FTI support to make improvements in their education system

2 For example, the FTI framework document states that the objective of the Initiative is: “Accelerating Progress
Towards a Quality Primary Education for All.” (Emphasis added.)
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which should help to improve the education children receive and increase the learning taking
place. These measures include steps to reduce class sizes, to increase the numbers of trained
teachers and to improve access to books and materials.

However, there is obviously still much to be done and the assessment reports cited by the IEG
report show that far too many children are leaving school without the basic skills they will
require to thrive in modern economies. This problem is of course not unique to low income
countries. Many industrialised nations face similar challenges in raising education achievement,
particularly as education systems are expanded beyond the traditional elite to meet the needs
of all citizens. Providing a good quality education for all children requires additional investment
in teachers, curricula and materials and effective monitoring to link support to results. The FTI
provides a framework for helping to make this happen in a more coherent and sustainable
way than has ever been available before.

The FTI Partnership November 2006 meeting in Cairo committed all partners to work together
to support the expansion of the FTI over the next two years and to take urgent measures to
strengthen the country level processes as well as mobilising additional resources and improve
the effectiveness of their use. There has been a steady increase in commitments to education
since the Cairo meeting and the G8 meeting in Germany in June 2007 committed the G8 to
helping to mobilize the additional US$500 million needed to meet the financing needs of the
current 31 FTI countries. It remains to be seen whether they are successful in doing so.

The FTI has put in place a mechanism to deliver effective assistance for the education sec-
tor — not just financial, but also technical and capacity building support — in an efficient way
which supports the country’s own plans to expand the education sector. The foundations are
now firmly in place. The challenge now will be to realise the huge potential of this important
initiative.

Desmond Bermingham has worked in the education sector as a teacher, teacher trainer, educa-
tion manager and senior education adviser in the UK and internationally. He took his position
as Head of the FTI Secretariat in June 2006. Prior to this, he was Head of the education sector
in the Department for International Development (DfID) in the UK.

Disclaimer: The views expressed in this article are those of the author and do not necessarily
represent the official policies of either the FTI Partnership or the World Bank.
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THE GLOBAL CAMPAIGN FOR EDUCATION: THE CONTRIBUTION OF
CIVIL SOCIETY ORGANISATIONS TO EDUCATION FOR ALL

Moira Leydon

The Global Campaign for Education is an international campaign which has as its fundamental
principle the concept of education as a human right. The Campaign represents a unique alliance
of international NGOs, teachers’ unions and child rights activists advocating for the right to
Education For All in the North, Africa, Asia and Latin America. The Campaign is best understood
as a “coalition of coalitions”, operating in over 150 countries worldwide. The Campaign is
now recognised as one of the biggest mobilisations of civil society globally and has emerged
as the most authoritative united civil society voice on education — a voice moreover which is
highly regarded by a range of global stakeholders.

The Coalition has its origins in already existing networks between development NGOs, labour
organisations, in particular the teacher unions, and international bodies. These bodies came
together in 1999 with the intention of going to the Education for All Conference in Dakar in
2000 with a common platform for action. The representative nature of the Campaign was
greatly strengthened by the subsequent entry of the Global March on Child Labour into the
coalition. In Dakar, the new coalition put forward a number of demands in relation to the
global initiative on education — many aspects of these demands were reflected in the final
communiqué and the twelve Dakar strategies. It is worth listing these strategies as they provide
a good overview of the operational framework within which the Global Campaign conducts
its work at international and national level.

The 12 Dakar Strategies 2000-2015

1. Mobilize strong national and international political commitment for education for all,
develop national action plans and enhance significantly investment in basic education.

2. Promote EFA policies within a sustainable and well-integrated sector framework clearly
linked to poverty elimination and development strategies.

3. Ensure the engagement and participation of civil society in the formulation, implementa-
tion and monitoring of strategies for educational development.

4. Develop responsive, participatory and accountable systems of educational governance
and management.

5. Meet the needs of education systems affected by conflict, natural calamities and instability
and conduct educational programmes in ways that promote mutual understanding, peace
and tolerance, and that help to prevent violence and conflict.

6. Implement integrated strategies for gender equality in education which recognize the
need for changes in attitudes, values and practices.

7. Implement as a matter of urgency education programmes and actions to combat the
HIV/AIDS pandemic.
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8. Create safe, healthy, inclusive and equitably resourced educational environments conducive
to excellence in learning, with clearly defined levels of achievement for all.

9. Enhance the status, morale and professionalism of teachers.
10. Harness new information and communication technologies to help achieve EFA goals.

11. Systematically monitor progress towards EFA goals and strategies at the national, regional
and international levels.

12. Build on existing mechanisms to accelerate progress towards education for all.

Principles and Demands of the Global Campaign for Education

The core principle informing the global campaign is the belief that education is a universal
human right and, as such, it is the responsibility of the State to ensure that this human right
is delivered to all citizens. The second principle informing the work of the Campaign is that
education is the key to reducing poverty and achieving sustainable development. The Cam-
paign believes that the goals of Education for All are achievable if political will and resources
are mobilized at national and international level.

The Campaign is driven by the conviction that quality education for all is achievable, and by
the concern for the immense costs of failure. The GCE believes that in an increasingly knowl-
edge-based economy, exclusion from education will translate into growing poverty, inequality
and deprivation. No country has reached sustained economic growth without achieving near
universal primary education. Education is a long-term investment with intergenerational ben-
efits. It helps individuals improve their opportunities for earning a living and increases their
productivity. Every year of schooling increases individual wages for both men and women by a
worldwide average of about 10%. Education offers an entry point for triggering longer-term
social, economic and political change, especially for the poorest families. It is one of the key
ingredients of democracy building, as universal literacy is essential for creating politically active
citizens and strong societies. Through education, children become more effective citizens, more
engaged and willing to advocate for theirs and others’ rights. Education provision can play a
crucial role in preventing fragile states from falling back into conflict and in helping them to
move towards greater stability.

Education makes for healthier households and smaller families, both of which have positive
implications for national growth, development and poverty reduction. Whereas in developed
countries home characteristics and levels of family wealth and social status are stronger de-
termining factors of achievement than schooling, in developing countries schooling is often
the determining factor of employment and success. Investment in girls’ education yields some
of the highest returns of all development investments, resulting in both private and social
benefits for individuals, families and society at large. Education can increase women's labour
force participation rates and earnings. It also creates intergenerational benefits. A mother’s
education is a significant variable affecting her children’s survival, as well as their educational
attainment and health status.
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This understanding of the inter-relationship between education and the achievement of all
other development goals is what underpins the work of the Campaign. Accordingly, the
Coalition at all times highlights the complementary nature of its work in relation to the core
Millennium Development Goals to:

— Reduce proportion of people living in poverty by half

— Achieve universal primary education

— Eliminate gender disparity in the classroom by 2005, all levels by 2015

— Reduce under 5 child mortality rate by two thirds

— Reduce maternal mortality rate by three quarters

— Reverse spread of infectious diseases — HIV/AIDS, malaria and other major diseases
— Ensure environmental sustainability

— Develop a global partnership for development

Accordingly, the demands of the Global Campaign are summarised as follows:

— That the international community and governments of the South take immediate action
to implement the Education for All goals and strategies agreed by 185 world govern-
ments at Dakar in April 2000;

— That governments involve citizens' groups, teachers and communities in developing
concrete plans of action for delivering and sustaining free, good quality public educa-
tion for all;

— That governments abolish fees and charges for public primary education, and increase
their own spending on adult, early childhood, primary and basic education, with priority
investments in schools and teachers serving the most disadvantaged groups;

— That the World Bank and rich Northern countries increase aid and debt relief for basic
education, and fund a Global Initiative to back national plans with speedy, coordinated
and predictable delivery of the additional resources needed;

— That civil society organizations work to hold their own governments and international
institutions accountable for upholding the right to education, and delivering on the
Education for All goals.

Organizational Structure of the Global Campaign for Education

The Global Campaign for Education has committed itself to achieve its mission with objectiv-
ity, transparency and accountability and to follow democratic norms and processes in all its
plans and actions. In its 2001 World Assembly, the GCE committed itself to the building of an
international movement, one with minimal bureaucracy and with a long-term commitment to
monitor the achievement of the EFA goals. At this meeting, it also agreed a constitution and
elected a Board to govern the Campaign. The Campaign is governed by members who meet
once every three years in a World Assembly to determine the future direction of the campaign.
The next World Assembly will take place in Brazil January 2008 and is open to all fully paid-up

OFSE riTioN 14 43



members. The Board is accountable to the members, and members are welcome to propose
new initiatives, actions and positions to the Board. The current President of the Campaign is
Mr President: Kailash Satyarthi (Global March Against Child Labour) and the Chairperson is
Mr Elie Jouen (Education International).

The strategic aims of the Campaign as adopted by its Board are to:

— Hold governments to account for promises made at Dakar

— Increase capacity of campaigning coalitions around the world but especially in poor
countries to advocate for specific policy changes to achieve EFA, including:
- Increased domestic expenditure on education, especially at primary level (20% of
budgets, 6% GDP)
- Transparency and accountability within education systems
- Rational policies to increase teacher supply and improve quality
- Abolition of user fees and other charges

— Demand rich countries increase ODA to basic education in poor countries (current gap
is at least US$5.6 billion and possibly as much as US$10 billion).

Members of the Campaign are engaged in a wide range of advocacy and campaigning work
at national level. The core activities of national coalitions focus on monitoring national govern-
ments' progress towards meeting their commitments to the goal of Education for All and on
advocacy work supporting the concept of the right to education as a universal human right.
To mark progress in achieving the Education for All goals, the Global Campaign declared the
last week in April each year as the “Global Week of Action for Education”. This annual event
has allowed for an extra-ordinary mobilisation of teachers and children in countries across the
world. Another innovative and strong campaigning tool developed by the Campaign is the
annual publication of the Big Book which provides graphic details of activities of the Coalitions
at national, regional and international level. Similarly, the Campaign also publishes an annual
“School Report” which monitors the manner in which the rich countries are meeting their
commitments to achieving the goals of Education for All.

Teachers in the Global Campaign for Education

Teachers and their representative organisations have played a leading role in the Global Cam-
paign for Education since its establishment. The international education secretariat — Educa-
tion International — was among the bodies which came together in 1999 to found the Global
Campaign. Teachers are central to securing the goal of education for all at local, national
and global level. There is a growing awareness of the complexity of the relationship between
the quality of the teaching force and the capacity of national governments to achieve edu-
cational goals, including that of universal access to basic education. It is at the early stage of
basic education that children’s attitudes to learning as well as their self-image as a learner
is formed. The greater the barriers to education which children have to overcome — pov-
erty, health status, child labour, sex discrimination, racial, religious and ethnic discrimination
— the greater the demands on the teacher. When the child’s first teacher is un-trained and
un-motivated, then the foundations for subsequent learning are already gravely impaired.
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Governments must therefore take pro-active measures to improve the quality of the teaching
profession by focusing on issues of recruitment, training, retention, pay and conditions of work.
Governments must also take into account the devastating effects of the HIV/AIDS pandemic
on the teaching profession and subsequent damage to the delivery of quality education pro-
grammes particularly in developing countries.

The Challenge of Non-Qualified Teachers

The trend for the employment of non-qualified teachers in many countries in Africa and Asia is
a major concern for the Global Campaign for Education. These “teachers” are also referred to
as non-contracted teachers, non-civil service teachers or “contractual teachers”. Contractual
teachers are frequently an expedient response to desperate situations of overflowing classrooms
and lack of qualified teachers. The employment of such teachers is already well-established in
West Africa but also in Asia — notably India and Cambodia — and Central America, Nicaragua
in particular. Their employment will, if anything, increase in the coming years as governments
seek to demonstrate some measure of progress towards achieving EFA goals. Accordingly meas-
ures must be developed to ensure that such teachers are enabled to “up-skill” and to receive
training which will enable them to meet minimum standards of competency and professional
orientation. In this regard, the Bamako Declaration (see Appendix 1) may provide a model for
moving forward on this complex question.

The Bamako conference on non-civil-service teachers co-hosted by the Association for the De-
velopment of Education in Africa, the World Bank, Education International and Mali’s Ministry
of Education from the 21 to the 23 November 2004 brought together the Ministers and
representatives of the Ministers for Education, Finance, Employment and the Civil Service with
the leaders of teaching unions and parents’ associations from 12 African countries. Representa-
tives of development agencies and civil society networks also took part in the works of the
conference. The extent of the problem of non-qualified teachers in these countries is presented
in Appendix 1, with over half of all primary teachers falling into the non-qualified category.

The Conference framed recommendations on the recruitment, training, employment conditions
and prospects of non-civil-service teachers that provide broad guidelines for minimum standards.

Quality of Teachers is Central

Teacher education is a core factor determining quality in the profession yet is largely ignored in
donor aid policies, national education policies and in governments’ attitudes to teachers and
their representative organisations. In particular, the quality of initial teacher education is fun-
damental and raises important questions in relation to recruitment policies. There is a need for
a sustained review of current strategies for initial teacher education and, of equal importance,
of measures to maintain and improve the quality of those teachers already in service in terms
of knowledge, skills and competences. Allied to such measures is the necessity to address the
issue of the availability of appropriate teaching and learning materials. These issues are made
all the more urgent and fundamental in the context of ongoing discussions in relation to trade
in educational services and inclusion of education under the GATS.
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Social Dialogue with Teachers

Most of the 55 million-plus teachers in the world are represented by, or consider themselves
to be represented by, teachers’ unions. While primarily concerned with teachers’ employ-
ment conditions, these organisations also have a deep knowledge and experience of almost
every aspect of the educational process. Teachers’ unions serve as the voice of the educators
in society and as such, should be involved in the education decision-making process. In far
too many countries, these organisations are not only excluded from the social dialogue on
education but are subjected to various degrees of political repression and restrictions on their
professional activities. It is possible and desirable that the dialogue between teachers’ repre-
sentative organisations and their governments be established. Teachers’ organisations can be
instrumental in establishing a climate of confidence in the profession and a positive attitude
to reforms in education policy. The Bamako model is particularly hopeful in this regard. Edu-
cation International, a co-organiser of the Conference, has a long-standing opposition to the
employment of non-qualified teachers. However, at its 2005 Biennial Congress, mindful of the
reality of teacher shortages in African states, declared that “in emergency situations, emer-
gency solutions must be found and implemented, as long as they are the result of negotiations
between governments, teacher unions and international financial agencies” . This pragmatic
approach assisted the hosting of the Bamako Conference which, by involving the key actors,
holds potential for progressive developments in relation to teacher quality and employment
in the poorest countries.

Future Challenges for the Global Campaign

As we move towards the half-way mark for the Education for All, a number of strategic chal-
lenges will require to be addressed by the Global Campaign. First among these is the need
to create a sense of urgency around the remaining timeframe for the achievement of Educa-
tion for All goals. Secondly, there is a need to strengthen the work of the national coalitions,
especially in many Asian and Middle Eastern countries. Thirdly, there is a need to strengthen
the work of the Coalitions in the rich countries and to ensure that coalitions are created and
remain vibrant throughout the developing world. Finally, there is the need to continue to work
at international level, in such agencies as the Fast Track Initiative (which the Campaign was
instrumental in establishing) and at the level of international and regional institutions where
key decisions are taken around investment issues and aid priorities.

Moira Leydon is the Assistant General Secretary with the Association of Secondary Teachers
of Ireland. In this role, she has responsibility for co-ordinating education policy, including con-
tinuing professional development, children’s rights and social policy. She represents the ASTI
at Educational International on educational issues. Moira Leydon is a founder member of the
Irish Coalition for the Global Campaign for Education.
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Appendix 1

Bamako conference on non-civil-service teachers

The Bamako conference on non-civil-service teachers co-hosted by the ADEA, the World Bank,
Education International and Mali's Ministry of Education from the 21 to the 23¥ November
2004 brought together the Ministers and representatives of the Ministers for Education, Finance,
Employment and the Civil Service with the leaders of teaching unions and parents’ associa-
tions from 12 countries: Benin, Burkina Faso, Cameroon, Congo, Guinea, Madagascar, Mali,
Mauritania, Niger, Senegal, Chad and Togo. Representatives of development agencies and civil
society networks — ACDI, AFD, AIF, ADB, ILO, CONFEMEN, Coopération Francaise, GTZ, IIEP,
ROCARE, UNICEF, UNESCO/IICBA, UQAM, ISSE/Guinea, Université Laval, CRIFPE — also took
part in the works of the conference.

The three days of discussions between these different actors, informed by factual data and
insights from research, gave an opportunity for wide-ranging and comprehensive exchanges
on the challenges involved in recruiting and inducting these new categories of “contractual”
teachers.

The findings were that:

— These experiences were taking place in transitional contexts, backed by the hope that
improvements in resources would enable the situation to moved on;

— These new teachers, who have had to be recruited by countries with limited resources
and huge educational provision needs, have helped make significant progress towards
education for all;

— But the disparities, especially in pay, created between different categories of teachers
bring social risks, too high a level of staff mobility, inequities, and frustration;

— More needs to be done about training for these teachers to address questions about
the process by which they gained their qualifications and performance standards.

For that reason the Conference, mindful of the wide range of national situations, framed
recommendations on the recruitment, training, employment conditions and prospects of non-
civil-service teachers within the following broad guidelines:
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— Ensure that the level — lower secondary matriculation certificate or above — as well as
the conditions of recruitment and test-based selection, guarantee the standards required
for a primary teacher post.

— Provide at least 6 months' initial training followed by a professional development plan
including in-service training and various forms of educational support targeted on in-
service needs.

— Offer a permanent contract including career planning, promotion opportunities, social
protection guarantees, rights, duties and disciplinary provisions in line with prevailing
legislation.

— Work out an equilibrium salary which both guarantees a decent standard of living and
is compatible with the country's resources and the obligation of equity, and hence
education for all.

— Find an accommodation between the different categories of teachers by standardizing
recruitment, initial training and in-service training, so as to progressively narrow the
gaps while providing exemptions that allow for current short-term constraints.

— Structure and regulate transition planning strategy on the basis of improvements in internal
and external resources so as to gradually bring the salaries of the different categories
into line, taking strict account of the vast staffing needs and financial sustainability with
a view to achieving universal, full primary education for all children.

— Promote the social recognition and merit of teaching personnel at both the national
and international levels.

Translating these recommendations into actions requires internal efforts to mobilize more
resources, use them more effectively and improve the budgets for the education sector, and
primary education in particular. The pledges given by the international community must also
be put into practice by an increase in outside assistance equal to the needs.

The participants welcomed the quality of the dialogue, the consensus-based results achieved,
and the unanimous undertaking given to work on the conditions for achieving quality education
for all in their countries. They gave special thanks to the organizers and the Mali government for
its generous hospitality. They concluded by urging the participants to take the dialogue initiated
back to their countries and further develop it there, involving all the stakeholders in it.

Bamako, 23 November 2004

The Conference
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Appendix 2

Teacher distribution and levels of pay for primary school teachers

Breakdown of teacher status (%)

Pay (units of GNP per capita)

Country State | N | paid by otate Employed NN 1 paid by
Employed Erigig;e " Parents Average Primary other Erigig;e " Parents
Teachers
Benin (2002) 54.7 16.4 29.0 5.2 5.7 3.9 2.1 1.3
Burkina Faso (2002) | 64.1 23.6 12.2 5.8 7.1 5.1 5.6 2.2
Cameroon (2002) 34.9 20.4 447 53 5.7 4.1 1.4 0.8
Congo (2003) 42.0 3.9 54.2 2.4 2.5 1.9 0.9 0.6
Ivory Coast (2001) | 87.3 0.0 12.7 4.8 5.0 3.0 - -
Guinea (2003) 30.9 38.9 30.1 3.4 3.5 2.7 1.9 1.2
Madagascar (2003) | 46.1 0.0 53.9 4.4 - - - 1.0
Mali (2000) 70.8 8.2 21.0 5.8 6.0 4.4 1.5 0.9
Niger (2003) 46.0 50.2 3.8 8.9 10.5 8.0 3.5 -
Senegal (2003) 43.6 41.5 15.0 5.7 6.2 4.9 2.6 -
Chad (2002) 32.5 0.0 67.5 8.2 9.6 7.1 - 2.3
Togo (2001) 35.0 30.5 34.6 6.4 7.8 5.4 3.3 1.3
Average 49.0 19.5 31.6 5.5 6.3 4.6 2.5 1.3
Data from the Bamako Conference, November 2004: courtesy of Education International
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MOTHER TONGUE-BASED EDUCATION: THE POST-COLONIAL AFRICAN
EXPERIENCE

Neville Alexander

Introduction’

Language medium policy is one of four or five pillars on which any educational edifice rests.
Indeed, in most educational contexts, it can be said to be the keystone on which success or
failure of the construction depends. However, because of the history of educational systems in
their European continent of origin, where the supposed monolingualism of the societies gave
rise to the perception that the relevant national language medium is a given, beyond questions
relating to the use of “dialect” or the “standard” orthography, little attention was paid to the
matter in the French, British and Portuguese metropolitan centres from which the educational
systems of the colonies derived. Of course, there were, and today there are many, exceptions
but for these three systems, this statement holds true. It is of more than casual interest to
remind ourselves that in the British colonies, mother tongue instruction in some, and even in
all, of the primary school years was practised and mostly encouraged by the missionaries in
order to facilitate initial literacy learning. However, as in the other colonial systems (French
and Portuguese), where the African languages were virtually ignored, all secondary schooling
where it did take place, was conducted in the language of the colonial overlords.

Between 1922, when the Phelps-Stoke Commission’s Report was tabled in Britain, and 1953, when
the report of a UNESCO meeting of specialists on the use of “vernacular languages” in education
became available, the pedagogical validity and desirability of mother tongue-based education
became established in educational theory?. At the same time, however, for all the reasons that are
usually given, it also became the orthodox view that secondary education had to take place in a
“language of wider communication” (LWC), i.e., in English, French or Portuguese. Even the instru-
mental notion of using literacy in the mother tongue as a stepping stone to achieving literacy in
the LWC was called into question. Thus, for example, Bamgbose (1976:16) cites Tiffen? as follows:

“More recently, however, doubts have arisen as to the value of the mother tongue policy.
Is there any point in educating children in the vernacular at the beginning if they have to
be educated in English after a few years anyway? Why not go straight for English? Teach-
ing a language as a subject, rather than using it as a medium, does not usually give the
necessary mastery. ... many educationists have come to believe that the answer to the
language problem in African schools lies in using English as a medium as early as possible,
if not right from the very beginning of a child's school career.”

1 This is a revised and expanded version of an address originally delivered at the Language Colloquium, which
was organized by the national Department of Education of South Africa on 31 July 2006 in Cape Town.

2 For an illuminating analysis of the genesis of modern educational systems in West Africa and the concomitant
and subsequent debates on medium of instruction, see Bamgbose 1976:9-16.

3 Tiffen, B.W. (1968). “Language and Education in Commonwealth Africa”. In: Dakin, J. et al (eds.), Language
in Education London, OUP, 84.
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This view was also adopted at the Commonwealth Conference on ‘The Teaching of English
as a Second Language’ held at Makerere, Uganda, in 1961, which recommended that English
“should be introduced as early as possible in the child’s school life”4.

Today, we know that this hegemony of English (French, etc.) is based on the “monolingual
habitus” which, as Gogolin (1994) has demonstrated, is the result of the peculiarities of the
development of the nation state in Western Europe. From the point of view of the African
colony and, even more poignantly, of the neo-colony, the irony lies in the fact that in the vast
majority of cases, the monolingual habitus is constituted psychologically around the hegemonic
position of the relevant European language, be it English, French or Portuguese, rather than,
as one would expect, around one or other of the relevant African languages. Much has been
written about the consequent social pathologies that have disfigured post-colonial African and
other societies®. Most recently, Probyn (2006:406) has once again ascertained the depress-
ing fact that her interviews with teachers as well as classroom observations in the Eastern
Cape Province:

“[...] confirmed other research findings in South Africa [...], namely that the language
of learning and teaching frequently creates a barrier to learning where it is not the learn-
ers’ home language. Teachers reported that learners had very little exposure to English
outside the classroom and so did not reach the 'threshold levels' [...] required to engage
meaningfully with the curriculum. This ‘L2 proficiency gap’ [...] is a problem for the ma-
jority of African learners in South Africa and indeed in other post-colonial countries that
have adopted a former colonial language as the medium of instruction in schools [...].
Despite these difficulties, teachers expressed a strong preference for English as LoLT, re-
flecting the powerful position of English relative to indigenous languages such as Xhosa."
(Emphasis added)

It is on the last statement of this well-known syndrome that | want to focus our attention for
a while. Before | do so, however, it is pertinent to point out that in Europe, the nation state
ideology itself has been placed in doubt because of all the processes associated with what,
for better or for worse, we refer to as “globalisation” with its attendant bloc formation, as in
the European Union, the African Union, and other such formations. In the present context,
it is especially the phenomenon of mass migration of people in search of work, better living
conditions or safety and security from political harassment that is most relevant. One of the
results of these mass movements of people has been the need for mother tongue education of
migrant children and other learners, which has led to major debates among educators, linguists
and other social scientists with regards to the effects of the inherited monolingual habitus.
These debates, which are, obviously, extremely relevant to the albeit fundamentally different
situations in most of Africa, have culminated in, among other things, the recent adoption by
the Parliamentary Assembly of the Council of Europe (CoE) of Recommendation 1740 (2006)
on 10 April 2006. In terms of this Recommendation, among other important propositions:

4 Bamgbose 1976:16.
5 Most trenchantly by Ngugi wa Thiong’o (1994).
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(6) The language which is the vehicle of instruction has a crucial role in that it is the
key to classroom communication and consequently to pupils” acquisition of knowledge.
A great deal of research has confirmed that types of education based on the mother tongue
significantly increase the chances of educational success and can even give better results.

Conversely,

(7)[...] alarge amount of research yields common results on one point: immediate schooling
of [...] (immigrant or regional minority) children in a language they do not know well, or
not at all, jeopardises their chances of academic success. Conversely, bilingual education
based on the mother tongue is the basis for long-term success. (Emphasis added)

This latter statement puts in a nutshell both the problem and the essential solution to the
language medium issue on the continent of Africa. Unsurprisingly, the authors of the most
recent comprehensive survey of language medium policy and practice in Africa arrive at exactly
the same conclusions. Among many similar statements, | cite the following:

“Comparative studies related to monolingual traditional schools which use official lan-
guages such as English and French, Spanish and Portuguese as Lol (Language of Instruction
N.A.) and bilingual schools which use the languages the pupils speak as well as the official
languages show that in general bilingual students tend to perform academically better
than their counterparts from traditional schools.” (ADEA 2006:92)

The Archimedean point

As | see it, if | may be allowed to formulate the issues as they affect the Republic of South
Africa®, the essential question from which all other issues derive is whether we are going to
move in the direction of a new educational system that is based on the mother tongues of
the learners, or remain stationary at the current system based on English and, decreasingly, on
Afrikaans. This is an eminently political question, one that has to do with our approach to some
of the fundamental questions of our society such as social transformation, democracy, economic
productivity and efficiency, diversity and intercultural understanding and tolerance.

To pre-empt any facile “criticism”, it is important that | state clearly up-front that, in principle,
any child or any learner can be taught effectively through the medium of any language that
s/he understands well enough for the purpose. In other words, there is nothing special about
being taught through the medium of the “mother tongue” except that for most children in
the world that is the language that they know best and in which all their powers of imagina-
tion, their creativity, their sense of complexity and, generally, their ability to think and play with
words find expression most effectively. We should also remember that for the young child, the
identity and empowerment issues implicit in the use of the mother tongue as the language of
learning and teaching, all other things being equal, are fundamental to successful learning and

6 Although most of the examples in this paper derive from or refer to post-apartheid South Africa, it in fact has
relevance for most of the continent, especially for the countries south of the Arabic zone. This is so because
the educational conditions in these countries are fundamentally similar in spite of superficial appearances.
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academic performance’. More pertinently, however, the political decision whether we should
invest further in “perfecting” an English L2- or L3- based system or in what we call so blithely a
“learner-centred” system based on the L1s of the learners, has to be addressed explicitly instead
of by default, since the latter situation, which is where we find ourselves currently, ultimately
does no more than reinforce the dominance of the English-knowing elite in our country.

It is also a fact that in the vast majority of educational systems outside Africa south of the Sa-
hara, virtually all primary, and most secondary and tertiary, education takes place in the mother
tongue or in a language that is prevalent in the immediate community. Another way of saying
this is that the educational systems of most countries outside of sub-Saharan Africa are based
on the mother tongue and not on some second or even foreign language. It is, therefore,
questionable whether in a subtractive or transitional bilingual educational practice®, which
is what most African countries have, it is meaningful to speak of a “mother tongue-based”
system when the children are compelled by law or by apparently inflexible custom to switch
from the mother tongue as medium to a foreign language (English, French or Portuguese)
after two or three years of L1-medium schooling.

If we accept as “normal” the use of the L1 or mother tongue as the medium of learning and
teaching, it is evident that in post-colonial Africa and post-apartheid South Africa, the prevalent
system in most countries approximates one that is known in the scholarly literature as an “early-
exit” model. At present, with a few notable exceptions, “late-exit” or late-transition systems
do not exist in any sub-Saharan African state, except for some segments of the populations
of Ethiopia and South Africa. Practices that approximate this model have been attempted at
various times and places on the continent, usually for relatively short periods of time®.

In this context, we should note the ultimate irony once again that in post-apartheid South
Africa, the only children who enjoy the advantages of mother tongue education from the cradle
to the university and beyond are L1-users of (Standard) English and (Standard) Afrikaans, i.e.,
by and large children from the very same groups who were privileged in this domain as well
as in all the others during the apartheid era. By thus continuing to add value to the linguistic
capital these children bring with them when they enter the system as it is structured today,
both class and racial divisions albeit unintentionally are deepened.

7 In order not to complicate matters too much “mother tongue” should in certain contexts be taken to mean
“the language of the immediate community” or any other language with which the learner is very familiar.
The Council of Europe (CoE) seems to accept the definition of mother tongue as referring to “a child’s principal
language (or one of his/her principal languages) at the time of his/her first contact with the official education
system, i.e., at the age of four or five”. (See point no. 11 of the “Explanatory Memorandum”, which is ap-
pended to Resolution 1740 (2006) of the Parliamentary Assembly of the Council of Europe.

8 Additive bilingual education refers to a system where the mother tongue (L1) is used as the language of teaching
and learning, if possible throughout the entire educational career of the learner. Where this is not possible, the
mother tongue should be taught as a subject for the entire period and never be displaced by the additional
language(s). A subtractive practice denotes the opposite situation, i.e. where the mother tongue is eventually
displaced by the second, usually a dominant, language. In most European and North American countries, this
is the mainstream practice with respect to the languages of immigrant minorities. It is a practice based on the
assumptions of an assimilationist political and economic strategy. Paradoxically, of course, a similar situation
obtains in most African educational systems. Transitional bilingual educational models give more value and
acknowledgement to the home language of the learners but has the same ultimate assimilationist goals as
the subtractive models. Early exit models (in the North American context) allow for a maximum of two years
of mother tongue medium, whereas late exit models make allowance for the use of the mother tongue as a
medium for a period of up to six, sometimes even eight, years.

9 See p.56 below.
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Causal weight of language medium policy

Language medium policy and practice in and of themselves are a necessary but not a sufficient
explanation for poor academic performance. There are many other factors that are part of the
total causality. Of these, socio-economic status, teaching methods and parental involvement
are probably the most important.

Ludi (2006:6-7), in a briefing paper for the discussion in the Parliamentary Assembly of the
CoE that led to the adoption of Recommendation 1740 (2006), analyses the conditions of
successful education with special reference to the language of learning and teaching and cites
all the advantages that are so well known to bilingual education specialists. Unsurprisingly, he
arrives at the conclusion that:

“[...] education by submersion in the dominant language has the worst educational results
both academically and linguistically and often results in failure. Conversely, bilingual educa-
tion based on the mother tongue provides the basis for long-term success.” (Ludi 2006:7).

In the present context, it is pertinent to point out that he arrives at this conclusion by basing
himself to a large extent on the reasoning and evidence provided by African scholars, among
others Professor Ayo Bamgbose. In a sense, the wheel has turned full circle. The internationality
and mutually enriching and supportive character of the debate and of the clusters of scholars
involved in the related research becomes manifest when Ludi (2006:6) writes that “[...] (these)
(African N.A.) research findings can easily be extrapolated and applied to Europe”.

Equally interesting and relevant is his apparent support for a suggestion, derived mainly from
research done in Latin American countries, that “[...] educating children from minority, indigenous
and tribal groups in the dominant language, rather than in their mother tongue, perpetuates
poverty” (Ludi 2006:7). This finding confirms the axiomatic proposition that national language
policy is an integral aspect of public policy. As such, language policy and a fortiori language in
education and language medium policy cannot be treated in isolation from the rest of social
policy. To put it differently: any temptation to reduce the grave issues of language policy in
education to mere technical questions that can be remedied without reference to the general
objectives of state policy is doomed to lead to avoidable frustration and disillusionment. It is
clear, that the use of the language(s) that workers understand best (usually some variant of
the “mother tongue”) will enhance communication and, therefore, efficiency and productiv-
ity. In this connection, a policy of functional multilingualism in the workplace in multilingual
countries has to be explored in more detail in the next decade. In the South African context,
the nation building and identity aspects of the language issue loom large and will continue
to do so for decades to come. It is taken as virtually axiomatic in the new South Africa that
trilingual citizens are one of the preconditions for bridging the inherited cultural divisions in
the population. The new generations will be able, via the learning of other South African
languages at school and elsewhere, to communicate with one another much more easily than
their parents and grandparents are able to do at present.

10 Research in this direction has been initiated in different national and regional contexts. In southern Africa, a
recent example is Deumert et al 2005.
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Recent research in South Africa has taken the matter further in that besides establishing an
irrefutable correlation between L1-medium teaching, learning and assessment on the one hand
and high levels of success in the school-leaving (matric) examinations on the other hand (October
2002), a step has been taken towards arriving at an idea of the relative causal significance of
the language medium factor. The work of Simkins and Patterson on learner performance led
them to conclude, among other things, that:

“[...] social and economic variables at the individual household level do not play an enor-
mous role in determining performance, with the exception of the language variables. Pupils
whose home language is an African language are at a considerable disadvantage in the
language of instruction by the time they reach Grade 11'" if the language of instruction
is never spoken at home. This can be offset somewhat if the language of instruction is
spoken sometimes at home and it can be offset considerably if the language of instruction
is spoken often at home.” (Simkins/Patterson 2005:33)

They go on to assert that competence in the language of instruction is crucial for perform-
ance in Mathematics. “Every extra per cent earned in the language test is associated with
an addition of one-sixth of a per cent in the mathematics test in Grade 9 and one-third of a
percent in Grade 11" (Simkins/Patterson 2005:34).'? It is clear that more refined work with
much larger samples in this direction will help to move the political decision-makers towards
systemic transformation from L2- or L3- to L1-based education in Africa. In South Africa, specifi-
cally, there can be little doubt that it is this kind of work, together with the shocking results of
systemic evaluations at Grade 3 and Grade 6 levels in 2004 and the depressing annual TIMSS
results that have helped to foreground the language medium issue and, more generally, the
importance of language across the curriculum approaches.

Mother tongue-based bilingual education (MTBBE) in Africa, 1960-2006

If we confine ourselves to the primary schools for the moment and on the assumption of L1-
medium schooling for the entire period of the 6 to 8 years of such schooling, with the exception
of Somalia under Siaad Barre, the first phase (pre-1979)' of apartheid South Africa’s tribalised
education and the partial exceptions of Tanzania and Ethiopia, not a single African country
south of the Sahara had a mother tongue-based system. If we include secondary schools in
the educational system, with the exception of Somalia when it was a functional state', not a
single African country, taken as a whole, can be said to have enjoyed mother tongue based
education in this period.

The first conference on Education for All (EFA) held at Jomtien in Thailand in 1990, from
which such optimistic signals were beamed forth into the world and where the importance of

11 In South Africa, the school-leaving (matriculation) examination is taken at Grade 12.

12 However dubious such number-crunching might be, the authors have grappled with a large measure of suc-
cess with the issue of relative weighting of causal factors, which October (2002:77) had been forced to leave
in abeyance. Their statistical methods for weighting the effects of different relevant variables are explained
in Chapter 3 of the study.

13 See Heugh 2002.
14 And the white community in apartheid South Africa.
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mother tongue education was implicitly rather than explicitly placed on the agenda, gave rise
to a formal re-think on the part of many governments on the continent, culminating in the
adoption at the Dakar 2000 follow-up EFA conference to Jomtien of the Dakar Framework for
Action which incorporated, among others, the Framework for Action in Sub-Saharan Africa
which had been adopted by the Regional Conference on Education for All for Sub-Saharan
Africa meeting in Johannesburg on 6-10 December 1999. In that document, there is the explicit
recommendation to the African states “to use mother tongue as the medium of instruction”,
since this had been shown to be one of a menu of good practices. As a result, most confer-
ences involving African ministers of education since then have to one degree or another given
attention to this systemic question. If we take the history of post-colonial Africa as our point
of reference, it will be seen that the efforts of some governments, universities, NGOs and
community-based initiatives, starting with the Language Plan of Action for Africa in 1986 up
to the most recent “stocktaking” conference of Ministers held at Libreville, Gabon (in March
2006) have ever more pointedly placed on the agenda of all African governments the need to
examine the issue of mother tongue and bilingual education as a matter of urgency.

In this connection, it needs to be said clearly that if such re-examination were to remain a
superficial reformist exercise — and there is a real danger in many countries that this is what
will happen — a historic opportunity would have been missed to place African education once
and for all on a path that has at the very least the possibility of arriving at the desired destina-
tion of success for the vast majority of learners. This is a destination that only the children of
the elite strata and a pitifully small number of poorer children arrive at currently. Africa, in the
words of the former director of the UNESCO Regional Office for Africa, “[...] still remained
at the bottom of the educational league table at the end of the decade [of the 1990s N.A ],
while the gap in educational performance between Africa and the rest of the world widened
further during the period” (Obanya 2002:8).

As suggested above, only two African states (Ethiopia and Tanzania), other than English- and
Afrikaans-speaking South Africa, can be said to have anything approximating a mother tongue-
based primary school system. It ought not to surprise us, therefore, that these are also the
countries (in South Africa’s case, the sections of the population) that have the highest levels
of literacy. Zimbabwe is still a possible exception here, although literacy rates seem to have
deteriorated in recent years.

Since 1990, a few states deriving from the former French and Portuguese African empires have
explored in so-called experimental schools the use of mother tongues for varying periods up
to three or four years of primary schooling. Of these, the Republic of Mali appears to have
moved faster and further than any of the others. Innovative work is also being undertaken in
experimental schools in Burkina Faso (see Alidou/Brock-Utne 2006). Judging by Ludi's (2006:6)
description of these experimental schools, | would place the Burkina project somewhere on a
continuum between weak (subtractive or transitional) and strong (additive) bilingual educational
practice. According to him, these schools:

“[...] were developed by the Ministry of Basic Education and Literacy (MBEL) in 1994,
with the technical and financial support of the Oeuvre Suisse d'Entraide Ouvriere (OSEO).
Bilingual schools have a five-year programme instead of the classic six and reconcile chil-
dren’s “knowledge, know-how and interpersonal skills”. In a bilingual school the pupil’s
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mother tongue is used 90% of the time in the first year, the remaining 10% of the time
being in French. After that, French is gradually introduced and by the fifth and final year is
used in 90% of teaching activities as compared with 10% for the national language. The
results have been spectacular. At the June 2002 session, children in bilingual education
who had spent five years at school instead of the usual six had a success rate of 85.02%
compared with the national average of 61.82%. From an initial two Moore-French classes
in 1994, bilingual education now has 41 experimental bilingual schools in seven national
languages plus French in ten of the thirteen regions of Burkina Faso.”

In all of these cases, there appears to be a definite move towards the introduction and prolifera-
tion of MTBBE in the primary schools. However, none of them has as yet considered extending
the process into the secondary phase.

On the other hand, as Heugh (2006) has pointed out, in some of the former British colonies,
where there had been practices tending towards a late transition approach, there has been
a regression into subtractive, early transition approaches, notably in Malawi, Botswana, Swa-
ziland, Zimbabwe and Namibia. In fact the introduction of three years of MTE is understood
by many as a positive step and considered to be mother tongue based education. The value
of these subtractive approaches is that they begin to produce the necessary conditions and
materials. However there is a real danger of such subtractive or weak models of bilingual
education appearing ultimately to “prove” the failure of MTE, because children are not able
to get enough English by Grade 4. The three years are therefore perceived to be of little use,
and the arguments for English as soon as possible seem more persuasive.

In summary, therefore, the Republic of Guinea, under Sekou Touré, Tanzania', Ethiopia (for
the Amharic-speaking population), Somalia until its implosion and Madagascar under Ratsiraka
constituted the few exceptions on the continent north of the Limpopo. In these countries,
government supported what we would now describe as additive approaches to bilingualism or
mother tongue-based primary (and even secondary) school systems. With the episodic excep-
tion of Somalia, none of these states carried the policy through to tertiary education, where
English or French remained the only language of tuition. In post-Mengistu Ethiopia, mother
tongue-medium has been extended to some of the non-Amharic language communities, but
only Oromifa and Tigrinya have as yet gone beyond the sixth year of primary schooling.

Reasons for the uneven success

Lack of political will. This portmanteau term conceals more than it reveals. If one assumes that
most political representatives both reflect and respond to what they perceive as “the will of the
people” and that their own vision or lack of it is a significant determinant of what “the people”
want, it is obvious that at one level, we are dealing with a vicious circle which, in principle, can
be turned into a virtuous circle by the simple expedient of informing the relevant politicians
properly with respect to the real effects of the policies they are promoting or implementing.

15 This applies to Tanzania if we take MTE to include, as stated earlier, the language of the immediate com-
munity. Kiswahili can be said to be such a language for the vast majority of the people, even though there
are undoubted resentments about the neglect of most of the local languages as languages of teaching.
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However, matters become more complex when we consider the (mostly unconscious) effects
of vested interest and of the proverbial bureaucratic inertia, since the people concerned will
slip from one “reason” to another in order to justify their complicity in the retention of the
status quo.'® Most often, the essentially spurious reason of “the costs of multilingualism” is
pulled out as the joker in the pack. The in-principle response to this argument is as simple
as it is in the case of all matters of social transformation. That is to say, we need a two-track
strategy. In the short-term we have to formulate and implement a set of compensatory meas-
ures calculated to deal with the legacy of the past and to ensure that the existing system is
maintained and improved without, however, deepening the divide between privileged and
marginalized. These reformist measures, properly so called, would, for example, include the
upgrading of teachers’ second language skills, the provision of bilingual dictionaries etc. In the
long term, however, it is essential that we commit ourselves to, among other things, large-scale
investment in translation and creative writing programmes, so that appropriate materials are
produced and available at all levels of the system'’, as well as to radically different programmes
of teacher education and professional development that are geared to producing competent
practitioners for a MTBBE system.

Next to political will, the language attitudes of “the people” and the imperatives of democratic
practice can be taken to be genuinely important reasons for the failure on the part of the
political leadership to promote and implement what is so obviously the appropriate language
education policy, instead of the counter-intuitive practices we have at the moment. Again, this
is the hen-and-egg situation. If we show that African languages, like all other languages, can be
used in powerful ways and that they have market value, the attitudes and behaviour of people
will change rapidly, as they have done in countries such as Malaysia, Philippines and elsewhere,
without any notion of depriving people of access to English or other internationally relevant
languages such as French and Mandarin Chinese. Again, therefore, what is required is leadership
with vision, one that includes the notion of a bilingual educational system based on the mother
tongues of the learners and affording optimal access to other African and international languages.

Other arguments are of a purely technical nature and are automatically addressed once the
decision to make the unavoidable initial large-scale investments in the language infrastructure
has been taken. Thus, the training of teachers — the other critical element for success — the
development of the necessary standardised terminological registers in the local, i.e. national,
languages and the promotion of a culture of reading in these languages follow as day follows
night. Experience from many parts of the world, including that of countries such as Tanzania
and Somalia, demonstrate repeatedly that this process has an inescapable logic. Moreover, the
global expertise in corpus development is ready to hand. It can be called upon to assist us, since
language development is the same in principle and amenable to technology and knowledge
transfer to a very high degree.

16 In the sociology of language, these phenomena are best explained in terms of the theses of Pierre Bourdieu and oth-
ers with respect to “cultural capital” and the “profits of distinction”. For more detail on this, see Alexander 2005.

17 Of course, the more bi- or multilingual proficiency graduates from high schools attain, the less the need for
translation of reference works for use at tertiary level. The experience of Afrikaans in this regard is invaluable
as a guide to what we may expect and which errors we should avoid. The experience of the Rivers Readers
Project in Nigeria, even though it had many problems of distribution, demonstrates that it is possible to reduce
costs of producing materials in many languages (see Bamgbose 1976:14-15). There are many other studies
that refute the “costs of multilingualism” argument.
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Making MTBBE work in Africa

Although there have been, and still are'®, some experiments and research and development pilot
projects that set out to explore the optimal modalities of what, for the sake of convenience, |
shall refer to as MTBBE, in this section, | shall merely summarise the most important findings
derived from a study of all of these projects but use as a point of reference mainly the experi-
ence of two longitudinal studies, i.e. the Six-Year Primary Project (SYPP) at St. Stephen’s ‘A’
Primary School at Modakeke, Ile-Ife in Nigeria (1970-1975) and the Six-Year Biliteracy Project
(SYBP) at Battswood Primary School in Wynberg, Cape Town in South Africa (1998-2003), in
spite of the difference of scale and approach between the two.

The original intention of the SYPP was to demonstrate the superiority of learning in the
mother tongue for six years as opposed to merely three years. The SYBP, on the other hand,
aimed to raise the status of isiXhosa in the classroom and to demonstrate that reading and
writing can be acquired simultaneously in two languages under appropriate conditions. Both
of these in fact confirm the international research on simultaneous and successive biliteracy
learning. Some of the relevant findings are mentioned below:

— Political will and professional commitment are a precondition for success. In the SYPP in
lle-Ife in Nigeria, this condition was met more than adequately, at least for the duration
of the project. At Battswood, on the other hand, the Western Cape Education Depart-
ment (WCED) from the very beginning, while it tolerated the experiment, did nothing
to support and to continue it. Few members of staff, besides those that were directly
involved or affected by the intervention, were really committed to it and the school
management did not appear to have the energy, the interest or the vision to ensure that
there was a generally tolerant and conducive climate, although, it must be stressed, no
deliberate obstacles were placed in the way of the researchers and teachers concerned.
Solid backing from the provincial authorities and keen participation in and leadership
from the school managements are without any doubt critical elements of success.

— Parental involvement and acceptance of the rationale and the effectiveness of the inter-
vention are essential for inspiring the children. If there is tension between what is being
done at school and what parents expect their children to be doing there, the resultant
contradictions will lead to inevitable failure. Hence, advocacy before and during the
initial processes is indispensable.

— Professional training of the relevant, indeed all of the staff is the pivot of such a pro-
gramme. While we ought to be able to take it for granted that any teacher should be
able to teach his or her material in the mother tongue, in Africa, this is not so. Teacher
education and professional development in the languages of the former colonial powers
and the related absence of developed registers and of learning and teaching materials
in the African languages give rise to the absurd and alienating question we have been
confronted with so often in interactions with our in-service students: How does one teach
in the mother tongue? Again, this condition was met adequately in the SYPP because
of careful planning and research design and, crucially, because of support from the top
of the state or provincial system. In the SYBP, because of the fact that a single stream

18 Obanya (2002:20) refers brutally to pilot projects in some African countries that “have lasted indefinitely”!

60 OFSE roimion 14



was involved, i.e. not the whole cohort, and because of the intensive ethnographic
approach to the research, mentorship with respect to both of the teachers involved
proved to be exceptionally effective. In this connection, the methodological and con-
textual differences between the two projects are important but not contradictory; they
are in fact complementary. A combination of well qualified, English proficient teachers
that can serve as foreign, or second, language models, and well trained L1-speakers
of the local language(s), working in tandem (in SYBP the modality was that of team
teaching, whereas in SYPP, the specialist teachers of English in the first phase of the
project taught English as an additional language) is the optimal requirement. In general,
however, in the words of Adebisi Afolayan (1976:120), one of those who drove the
SYPP in Nigeria: "The experience emphasizes the necessity for initial training of high
quality personnel — teachers, course designers, textbook writers, Ministry of Education
officials and teacher trainers — if the wide-scale adoption of an African language as the
medium of education is to be successful”.

— The development of relevant learning and teaching materials is not a major problem,
especially if forward planning is well executed. While much commitment is required from
teachers, under proper leadership and with reinforcement from the positive results, the
anticipated hard work is lightened considerably. Creating teams of expert or specialist
creative materials developers that will make such materials attractive and exciting for
young children is a goal that we should set ourselves to realise within the next few
years. Private sector buy-in in this area is considered to be essential under current condi-
tions in most countries (see especially Komarek 1997). It is also important to note that
without appropriate training of the staff in the use of these materials, much time and
resources will be wasted. Terminology development, making appropriate bilingual and
monolingual dictionaries and translating classical texts in the content subjects as well
as inserting relevant indigenous knowledge into the curriculum are all part and parcel
of the challenge of developing the materials we are referring to here.

Concluding remarks

Two relevant models of effective school education emerge from a study of post-colonial practice.
The first of these is the “normal” system of mother tongue medium education where additional
languages (such as English) are taught as subjects by specialist L2 teachers. This is at present
non-existent and probably unattainable within the foreseeable future in any African country
except for the case of Afrikaans in South Africa. The second is the MTBBE system where after
six to eight years of mother tongue medium, there is a gradual shift to one or other variant of
a dual medium model, in which the relevant international language would normally feature as
a complementary language of teaching. Most likely to move in this direction are the Tanzanian
Kiswahili- and the Ethiopian provincial systems, especially in respect of Amharic, Oromifa and
Tigrinya. The language policy implementation plan of the WCED is also capable of moving
in this direction. A breakthrough in any one country is likely to have knock-on effects in the
sub-region concerned and, eventually, impact on the continent as a whole.

For departments of education to agree to roll out such pilot programmes, meticulous docu-
mentation and costing of the entire process and project have to be undertaken by people who
are sensitive to language issues. Our experience, in line with research done by many scholars
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in different parts of the world, has shown that, generally speaking, the financial costs of such
programmes are much less than most people imagine and that, if we turn the question inside-
out, the economic and social costs of the existing English-mainly and English-only practices
are incomparably higher.

Besides the existing Kiswahili-based primary school system in Tanzania and the evolving six
to eight years MTBBE in Ethiopia referred to above and, possibly, the intended extension of
the Malian experimental schools’ curriculum into what we refer to as the intermediate and
senior primary phases, the implementation plan of the Western Cape Education Department
(WCED) in South Africa, which is based on the official language in education policy of the
country, is the only government-supported additive strategy on the continent at present. It is
the culmination of a long process that goes back to before 1994. | believe that this “Language
Transformation Plan” is one of the most hopeful programmes of its kind; it is being planned
very carefully and democratically and is trying to include all relevant stakeholders. There can
be no doubt that it will be watched by many, ardent supporters and sceptics alike. As in some
of the experimental schools referred to above, it is to be hoped that the success of the WCED
plan will once and for all impress on political and cultural leadership the critical importance of
a carefully planned, appropriate language medium policy and practice for the realisation of
the educational potential of all our learners.

Finally, it has to be emphasised once again that basing the educational system on the mother
tongues of the learners is essential but not sufficient. In modern industrial societies, one of
the central objectives of the educational system is to teach the population to read, write and
calculate at different levels of complexity. To the extent that MTBBE is a more effective system
for ensuring the realisation of this objective than are the current L2-based systems, it should
be scrutinised critically and introduced across the continent.

Neville Alexander is currently Director of the Project for the Study of Alternative Education in
South Africa (PRAESA), which is a Research Unit in the Faculty of Humanities at the University
of Cape Town. Since 1994, PRAESA has focused on language policy in education with special
reference to multilingual education and first-language medium.

62 OFSE roimion 14



Bibliography

ADEA/GTZIUIE (Eds.) (2006). Optimizing Learning and Education in Africa — the Lanquage Fac-
tor. A Stock-taking Research on Mother Tongue and Bilingual Education in Sub-Saharan
Africa. Working Document (Draft). Paris/Association for the Development of Education
in Africa.

Afolayan, A. (1976). The Six-Year Primary Project in Nigeria, In: Bamgbose, A. (Ed.): Mother
Tongue Education. The West African Experience, 113-134.

Alexander, N. (2005). The African Renaissance and the African Academy of Languages. De-
velopments around the African Academy of Languages and their significance for applied
language studies, In: Alexander, N. (Ed.). The Intellectualisation of African Languages. The
African Academy of Languages and the Implementation of the Language Plan of Action
for Africa. Cape Town/PRAESA.

Alidou, H./B. Brock-Utne (2006). Experience 1 — Teaching practices — Teaching in a familiar
language, In: ADEA et al: Optimizing Learning and Education..., 85-100.

Bamgbose, A. (Ed.) (1976). Mother Tongue Education. The West African Experience. London
and Paris/Hodder and Stoughton and The Unesco Press.

Bloch, C./N. Alexander (2003). Aluta Continua: The Relevance of the Continua of Biliteracy to
South African Multilingual Schools, 91-121. In: Hornberger, N. (Ed.) Continua of Biliteracy:
An Ecological Framework for Educational Policy, Research, and Practice in Multilingual
Settings. Clevedon/Multilingual Matters Ltd.

Council of Europe, Parliamentary Assembly. Document 10837, 7 February 2006. The place of moth-
er tongue in school education. Report of the Committee on Culture, Science and Education.
http.//assembly.coe.int/Documents/WorkingDocs/Doc06/eDOC10837.htm!

Deumert, A./B. Inder/P Maitra (2005). Language, Informal Networks and Social Protection:
Evidence from a Sample of Migrants in Cape Town, South Africa. Journal of Global Social
Policy 5, 303-328.

Gogolin, I. (1994). Der monolinguale Habitus der multilingualen Schule. Minster and New
York/Waxmann.

Heugh, K. (2002). Revisiting Bilingual Education in and for South Africa. PRAESA Occasional
Papers No. 9. Cape Town/PRAESA, UCT.

Heugh, K. (2006). Theory and practice — Language education models in Africa: research, de-
sign, decision-making, and outcomes. In: ADEA et al. Optimizing Learning and Education
..., 56-84.

Komarek, K. (1997). Mother Tongue Education in Sub-Saharan Countries. Conceptual and
Strategic Considerations. Eschborn/GTZ.

OFSE riTioN 14 63



Ladi, G. (2006). Considerations on the place of mother tongue in schools. Appendix to Council
of Europe, Parliamentary Assembly. Document 10837, 7 February 2006. The place of mother
tongue in school education. Report of the Committee on Culture, Science and Education.
http.//assembly.coe.int/Documents/WorkingDocs/Doc06/eDOC10837.html

Ngugi wa Thiong’o (1994). Decolonising the Mind. The Politics of Language in African Litera-
ture. London and Portsmouth/James Currey Ltd. and Heinemann.

Obanya, P (2002). Revitalizing Education in Africa. Lagos/Stirling-Horden Publishers (Nig.) Ltd.

October, M. (2002). Medium of Instruction and Its Effect on Matriculation Examination Results
for 2000 in Western Cape Secondary Schools. PRAESA Occasional Papers No. 11. Cape
Town/PRAESA.

Probyn, M. (2006). Language and learning science in South Africa. Language and Education,
20(5)391-414.

Simkins, C./A. Patterson (2005). Learner Performance in South Africa. Social and Economic
Determinants of Success in Language and Mathematics. Cape Town/HSRC Press.

Tiffen, B.W. (1968). “Language and Education in Commonwealth Africa”, In: Dakin, J. et al
(Eds.). Language in Education. London/OUP.

64 OFSE roimion 14



GENDER, EDUCATION AND EDUCATION FOR ALL IN SUB-SAHARAN
AFRICA: PROGRESS, CHALLENGES AND THE WAY FORWARD

Grace W. Bunyi

Introduction

The universal primary education goal (UPE) was first articulated at the World Conference on
Education for All in Jomtien, Thailand in 1990 where the world nations set themselves the year
2000 as the target date for attainment of UPE. At the 1996 mid-EFA decade meeting in Am-
man, Jordan, the education of girls was reported as having made ‘excruciatingly slow’ progress
especially in sub-Sahara Africa (SSA). The subsequent 2000 EFA Assessment in Dakar, Senegal
revealed that in many cases, little or no progress had been achieved in closing the gender gap.

Concerned about the very slow progress in the education of girls and women in the 1990s,
and recognising that attainment of the UPE goal would be difficult without paying particular
attention to the education and literacy of girls and women, in the 2000 Dakar Framework for
Action, the international community reaffirmed its commitment to the UPE goal which was refor-
mulated as education for all (EFA) by 2015 and articulated specific EFA gender goals as follows:

— Achieving a 50% improvement in levels of adult literacy by 2015, especially among
women, and equitable access to basic and continuing education for all adults;

— 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 quality basic education.

The EFA gender in education goals were reaffirmed by the 2000 Millennium Development Goals
(MDGs) 2 and 3. Goal Number 2 — achieve UPE — has the target to ensure that, by 2015, children
everywhere, boys and girls alike, will be able to complete a full course of primary schooling.
Goal Number 3 — promote gender equality and empower women, with the specific target to
eliminate gender disparity in primary and secondary education preferably by 2005, and in all
levels of education no later than 2015 — is particularly specific about gender.

EFA: Why Focus on the Education and Literacy for Girls and Women?

In SSA as in some other parts of the world, it is girls and women who have and continue to
suffer educational disadvantage in terms of lower access, retention and educational outcomes.
Further, at 61%", women's share of illiterate adults in SSA is considerably much higher than that
of men. Gender equity considerations therefore underscore the need to focus on the education
of girls and women except in cases where it is boys and men who are disadvantaged.

1 Unless otherwise indicated, statistics in this paper are taken from the UNESCO 2003/4 and 2006 EFA Global
Monitoring Reports (UNESCO 2003 & 2006). It should be noted that not all sub-Saharan Africa countries provided
data for the reports. The analysis in this paper is therefore based on data on countries that provided the data.
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In addition, several decades of research have demonstrated that educating girls has personal,
community and social benefits that make it an important investment for poverty reduction
and national development (Hyde 1999)2.

Education enhances personal and economic empowerment of individual women. With even
basic education, individual women enter the labour market and earn a living and financial
independence. On the other hand, personal empowerment and increased self-esteem are often
cited as important benefits accruing to women (and men) participants in literacy programmes
(UNESCO 2005).

At the family level, education and literacy for women have health and education benefits. For
example, research findings from a longitudinal study in Nicaragua, cited in the EFA Monitor-
ing Report (UNESCO 2005), showed that infant mortality was less by a statistically significant
amount among mothers who had participated in an adult literacy campaign than among those
who had not. The same report also cites corroborating research findings in Bolivia where it
is reported that women who had participated in basic education and literacy programmes
were more likely to seek medical help for themselves and their sick children, adopt preventive
health measures and have more knowledge about family planning methods. Further, because
they are better informed and have economic independence, educated women are in a better
position to protect themselves against HIV and AIDS and thus contribute to the reduction and
eventual elimination of the scourge.

On the other hand, educated women have better educated children — especially girls. This is
because they are more financially able to enrol their children in school and are empowered to
support the education of their children in such ways as helping them with their school assign-
ments and interacting with teachers about the children’s education.

At the community and larger society levels, educated women are able to participate in eco-
nomic and socio-political development. Through participation in the economic activities of their
societies as paid workers or as entrepreneurs, educated women contribute to greater national
productivity. Research findings also cited in the EFA Monitoring Report on literacy indicate that
educated and literate women are also better able to participate in the social and political proc-
esses of their communities. It is reported that literate women in Nigeria, for example, indicated
being confident enough to participate in community meetings, unlike illiterate women while
in Turkey, women who took part in literacy programmes voted more and participated more in
community organisations than did illiterate women (UNESCO 2005).

Important as the foregoing benefits of education and literacy for girls and women are, the
cardinal justification for focusing on the education of girls and women is the human rights
justification. Education is a basic human right enshrined in the 1948 declaration of human
rights. Girls, like boys, are entitled to good quality education of as high a level as they are
individually capable of attaining given their nation’s resources.

2 Available research literature has not separated the benefits of literacy per se from those of attending school
or participating in adult literacy programmes. Indeed, Robinson-Pant 2005 in UNESCO 2005 p.138 has ob-
served that there is a “tendency to conflate schooling, education, literacy and knowledge”. Unless indicated,
education and literacy are used synonymously in this paper.
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The year 2000 — the year of the EFA and the MDGs — provides a suitable baseline year for as-
sessing progress and analysing the challenges yet to be overcome in the education and literacy
of girls and women in SSA and elsewhere in the world. The following sub-section assesses
progress and challenges in the education and literacy of girls and women at the various levels
of education in SSA — early childhood care and education (ECCE), primary, secondary and
tertiary levels as well as in adult literacy programmes.

Improvements and Challenges in the Education and Literacy for Girls
and Women 2000-2004

Although improvements in the education and literacy of girls and women have been noted in
many countries of SSA, the attainment of the EFA and MDGs' gender in education goals and
targets continues to pose considerable challenges as girls’ disadvantage persists as regards
the key education indicators — enrolment, retention, and learning achievements at the various
levels of education but particularly in the higher rungs of the education ladder.

Early Childhood Care and Education

Governments have had a limited role in the ECCE sub-sector in most SSA countries. The
consequence is that ECCE remains a very small sub-sector of the education sector. Indeed,
enrolment in the pre-primary segment of ECCE attained a gross enrolment ratio (GER)® of only
12% in 2004. Since ECCE is largely the preserve of private providers in SSA, the majority of
children enrolled come from the socio-economically advantaged sub-groups of the society and
therefore there has been little gender difference. The female share of enrolment remained at
49% from 1999 to 2004.

All the same, the general low enrolment at ECCE means that the majority of children, particu-
larly of the poor rural communities, do not have access to ECCE. While lack of access to ECCE
is a problem for both boys and girls, it is particularly detrimental to the education of girls. For
one, availability of ECCE means that parents would enrol their young children in school. This
would free older girls of the responsibility of caring for their younger siblings thereby enabling
them to enrol in school. In addition, research has shown that participation in ECCE has more
positive impacts on the education of girls than on the education of boys (UNESCO 2006).

Primary level

On the whole, since 2000, considerable progress in education generally, and in the education
of girls in particular, has been made at the primary education level in SSA. Due to policies
such as elimination of school fees*, the primary education sub-sector has experienced a very

3 The gross enrolment ratio is the total enrolment in a specific level of education, regardless of age, expressed
as a percentage of the population in the official age group corresponding to this level.

4 Between 2000 and 2005, school fees were abolished as follows: in Lesotho — 2000, Tanzania — 2001, Zambia
—2002, Kenya — 2003, Madagascar — 2003, Benin — 2004, Mozambique — 2004 and Burundi — 2005.
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fast growth of 27% in enrolment. The combined boys and girls net enrolment ratio (NER)®
increased from 55% in 1999 to 65% in 2000 with the percentage of girls increasing from
45% t0 47%.

In the same period (1999-2004), the out-of-school children decreased from nearly 43.3 million to
about 38 million. Out-of-school girls decreased from about 23 million to about 18 million.

As Table 1 reveals, some progress towards closing the gender gap was also made in both the
GER and the NER with the gender parity index (GPI) decreasing from 0.85 to 0.89 and 0.89
to 0.93 respectively®.

Table 1: Progress in Closing the Primary Education Level Gender Gap 1999-2004

GER (%)
1999 2004
Males Females GPI Males Females GPI
85 72 0.85 96 85 0.89
NER (%)
58 52 0.89 67 63 0.93

In 1999, based on the GER, the NER or both, only 17 SSA countries had attained gender par-
ity as measured by GPI of between 0.97 and 1.03”. Between 1999 and 2004, an additional
three countries® attained gender parity making a total of 20 countries with gender parity at
the primary school level by 2004.

In addition, between 1999 and 2004, gender disparities in enrolment were reduced consider-
ably (by 0.10 GPI points and above) in seven countries with overall low enrolment and high
gender disparities®.

Further, some gains have been achieved in the survival rates of girls to Grade 5'°. Between 1999
and 2003, the survival rate for girls rose by 5.9 percentage points (from 68.7% to 74.6%) and
overtook that of the boys which dropped by 7 percentage points (from 78.1% to 71.1%).

5 The net enrolment ratio (NER) indicates enrolment of the official age group for a given level of education,
expressed as a percentage of the population in that age group.

6 The GPI measures the ratio of female-to-male value of a given indicator. The closer to 1 the GPI, the smaller
the gender disparity. GPI values of 1 and above indicate gender disparities in favour of girls.

7 Gender parity is considered to have been attained when the GPI falls between 0.97 and 1.03.The countries
with gender parity in 1999 were Botswana, Cape Verde, Gabon, Kenya, Lesotho, Madagascar, Malawi, Mau-
ritius, Namibia, Rwanda, Sao Tome, Seychelles, South Africa, Swaziland, Tanzania Zambia, and Zimbabwe.
Lesotho had significant gender disparities in favour of girls (GPI of 1.03 or above) based on either the GER
or the NER. Namibia and Tanzania had significant gender disparities (GPI higher than 1.03) in favour of boys
based on the NER.

8 The countries are Gambia, Ghana and Uganda.
9 The countries concerned are Benin, Equatorial Guinea, Ethiopia, the Gambia, Guinea, Mali and Mozambique.

10 Four years of primary education are often regarded as necessary for acquisition of literacy.
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However, despite the foregoing improvements in the education of girls at the primary school
level in SSA, the education of girls even at this level still faces considerable challenges.

In 2004, over 20 SSA countries had not attained gender parity for which the due date was
2000. In 17 of these countries, significant gender gaps (GPI of 0.90 and under) persist. Further,
of great concern is that between 1999 and 2004, gains already made in the education of girls
were lost in 11 countries'.

The girls” enrolment challenge is compounded by the fact that girls drop out of the education
system much more than boys due to a variety of reasons. In 2003, the girls’ drop-out rate at the
primary school level was 35% compared to 33% for boys. Girls’ drop-out rates were particularly
high in Chad - 72.4% (56.9% for boys), Guinea 30.2% (17.8% for boys) and Mali — 27.3%
(13.1% for boys). Gender disparities of over 10 percentage points in drop-out rates in favour
of boys were noted in another two countries — Eritrea 13.5% and Togo 10.1%.

The higher drop out rates for girls than for boys mean that fewer girls than boys remain in
primary school long enough to complete the cycle. In 2003, the rate of survival to the last
grade of the primary school for girls was 64.8% compared to 67.0% for boys.

Further, girls’ learning achievement is lower than that of the boys in many SSA countries'?.
National education statistics on terminal examinations from countries such as Kenya and
Zambia indicate that girls perform poorer than boys in these examinations. In Kenya’s end of
primary education level examination — the Kenya Certificate of Primary Education (KCPE), in
the five-year period between 2000 and 2004, boys performed better than girls in Mathemat-
ics, Science and social studies — Geography, History & Civics, while girls performed better than
boys only in languages — English and Kiswahili (Ministry of Education 2005).

The better performance of girls in languages in Kenya seems to corroborate the findings of the
Southern and Eastern African Consortium for Monitoring Educational Quality Il (SACMEQ II) region-
al learning achievement assessment in which reading tests were conducted in 14 countries' be-
tween 2000 and 2001. SACMEQ Il found that girls had an advantage over boys in reading in which
girls reached the higher reading level referred to in the survey as “desirable level” in six countries.

In Zambia, girls attained a pass rate of 50.7% in the Grade 9 examination compared to a pass
rate of 58.9% for the boys. In the Grade 12 examination, girls fared even worse attaining a
pass rate of only 50.8% compared to the boys’ rate of 61.4% (Republic of Zambia, Ministry of
Education 2006). In both Kenya and Zambia, results of terminal examinations are used to select
those students who will continue to the next level of education — the secondary school in the
case of Kenya's KCPE and upper basic and secondary school levels respectively, in the case of
the Grade 9 and Grade 12 examinations in the case of Zambia.The poor performance of girls in
these terminal examinations means that few of them transit into the next levels of education.

11 The countries were Botswana, Cape Verde, Congo, Eritrea, Kenya, Lesotho, Madagascar, Niger, South Af-
rica, Swaziland and Tanzania. However, Botswana, Lesotho, Madagascar, Niger, South Africa and Swaziland
sustained gender parity.

12 Assessment of progress in learning achievement over the EFA period in SSA is constrained by lack of regional
surveys of learning outcomes.

13 Botswana, Kenya, Lesotho, Malawi, Mauritius, Mozambique, Namibia, Seychelles, South Africa, Swaziland,
Tanzania, Uganda, Zambia and Zanzibar.
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Secondary Level

The fast growth experienced in the primary education sub-sector was not realised in the much
smaller secondary education sub-sector where there was only a small (3.5 percentage points)
increase in the boys’ and girls’ combined GER which increased from 26.5% in 2000 to 30%
in 2004. A slight progress in the education of girls at the secondary school level was notable
in SSA in the GER for girls which increased slightly by 2.2 percentage points from 23.8% in
2000 to 26% in 2004.

However, the education of girls at the secondary school level where gender disparities in enrol-
ment are wider and more widespread than at the primary school level continues to be a big
challenge in SSA. While 20 SSA countries had attained gender parity at the primary school
level by 2004, only 11 countries had done so at the secondary school level. Further, of great
concern is the fact that in SSA as a whole, with reference to both the GER and the NER, gender
disparities in enrolment actually increased between 2000 and 2004 as shown in Table 2.

Table 2: Increase in the Secondary Level Gender Gap 1999-2004

GER (%)
2000 2004
Males Females GPI Males Females GPI
29.1 23.8 0.82 34 26 0.78
NER (%)
23.4 22.8 0.97 26 21 0.81

In addition, in 2004, 24 countries had very wide gender disparities at the secondary school
level as reflected in significantly low GPIs of under 0.90. Countries like Togo and Guinea had
GPIs of 0.50 and 0.48 respectively' which means that fewer than 50 girls were enrolled in
secondary school level for every 100 boys.

Girls do not fare any better academically in secondary education in SSA. Reports on analysis of
end of secondary education examination results reveal that boys perform better than girls in
most of the subjects. For example, an analysis of the Kenya Certificate of Secondary Education
(KCSE) results over a five-year period (2000-2004) revealed that boys performed better than
girls generally but particularly in the highly valued subjects — English, Mathematics, Biology,
Physics and Chemistry (Ministry of Education 2005).

14 On the other hand, seven countries — Botswana, Cape Verde, Lesotho, Namibia, Sao Tome and Principe,
Seychelles and South Africa — had significant gender disparities (1.03 and above) in favour of girls.
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Tertiary Level

The biggest female enrolment challenge in SSA is at the tertiary level. The tertiary sub-sector in
SSA comprises a very small part of the education system and is characterized by extremely low
enrolment and wide gender disparities. In 1999, the GPI stood at 0.59 with female and male
GERs of 3% and 5% respectively. However, there was a slight improvement and by 2004 the GPI
had increased to 0.62 with female and male GERs increasing to 4% and 6% respectively'>.

In addition to the girls’ education challenges highlighted in the foregoing discussion, gender
inequities as regards access to valued curricula continues to be a major challenge in SSA
particularly at the secondary and university levels. Gender differences in access to science,
mathematics and technology (SMT) subjects and courses are huge. At the University of Nairobi
in Kenya, for example, the enrolment of females in computer science was only 14% of total
enrolment in the programme in the academic year 2004/2005 (Ngethe et al. 2005).

Adult literacy

In the period 1990 to 20046, the overall literacy rates in SSA registered a considerable growth
rising from 50% in 1990 to 61% in 2004. A considerable increase in the literacy rates for
women was achieved. Indeed, the literacy rates for women rose by 13 percentage points
(from 40% to 53%) compared to the 10 percentage points’ increase (from 60% to 70%) in
the literacy rates for men. The higher rise in female literacy rates led to a decrease in gender
disparity from GPI 0.67 to 0.77. Further, women’s literacy rates improved substantially — by
over 10 percentage points —in 9 countries'”.

However, while there is a higher rate of female participation in literacy programmes, women
continue to be over represented among the illiterates in SSA. With the exception of Lesotho,
women constitute over half of the illiterates in all SSA countries. In more than 12 countries,
women have less than 50% literacy rates. Five of these countries (Benin, Chad, Guinea, Mali
and Niger) have below 20% literacy rates for women.

The foregoing discussion has shown that some gains have been realised in the education and
literacy of girls and women in SSA particularly since the articulation of specific gender goals
and targets in the EFA Dakar Framework of Action and in the MDGs in 2000. The discussion
has also given a very general impression of the challenges to the education and literacy of
girls and women in SSA.

All the same, SSA is a huge geographical region characterised by topographical, socio-cul-
tural, economic and political diversities both across and within countries. Gender dispari-
ties are found across countries and between the different regions of individual countries.
While girls” participation in education might be at par with boys’ participation in some re-
gions of a given country, wide disparities are found between regions of the same country.

15 For detailed analyses of female participation in tertiary education in SSA, see Barry 1995, Bennett 2002,
Bunyi(a) 2004 and Onokala/Onwurah 2001.

16 These are years for which comparative data was accessible to the writer in the 2007 EFA Global Monitoring
Report (UNESCO 2006).

17 The countries are: Ethiopia, Madagascar, Malawi, Namibia, Niger, Rwanda, Senegal, Uganda and Tanzania.
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Within countries, participation of girls varies by rural-urban divide, socio-economic status,
ability/disability conditions of the learners, and socio-cultural backgrounds.

In Kenya, for example, while the high agricultural and high potential Central Province has gen-
der parity at the primary level with NERs of 81.8% and 81.4% for girls and boys respectively,
in the arid pastoral North Eastern Province, gender disparities are considerable with NERs of
14.9% and 23.6% for girls and boys respectively (Ministry of Education 2005). Disparities in
the participation of girls in the high and low potential regions of Kenya are much wider at the
university level. In the academic year 2004/2005, 85.5% of the female students admitted into
the University of Nairobi came from the high potential regions while no female student admitted
into the university in that academic year came from the arid regions (Ngethe et al 2005).

The Main Obstacles to the Achievement of Gender Parity and Equality
in Education

Considerable research attention has gone into identifying the barriers to girls’ education in SSA
and their underlying causes (Chege/Sifuna 2006; Colclough, Al-Samarrai/Tembon 2003; Kasente
2003; Kwesiga 2002; Kadzamira/Chibwana 2000; Odaga/Heneveld 1995 and Obura 1991).
The results of the research point to the fact that a combination of factors — economic, social,
the education system, and contextual such as HIV and AIDS and armed conflict — interacting in
complex ways negatively impact on the participation of girls and women in education in SSA.

Economic Factors

Endemic poverty in many SSA countries impacts on the education of girls in various ways. At the
national level, inadequate resources constrain governments in their efforts to provide education.
The result is that there are inadequate schools and girls more than boys get excluded. At the
family level, when inadequate financial resources dictate that a choice between educating a
son or a daughter be made, the decision is often made in favour of the son. Traditionally, sons
are seen as being more permanent in their parents’ homes since they are expected to inherit
the family land and other resources and to take care of their parents in their (the parents’)
old age. Daughters on the other hand are expected to marry and thereby leave their parents’
homes to go and live with their husbands and their families. Parents therefore consider a girls’
education to be more beneficial to her husband and his family than to themselves.

The high direct and indirect costs of schooling also act as a barrier to the education of girls.
While many countries in SSA have recently instituted free primary education policies, secondary
education is still not free in the great majority of countries. In addition, even when education is
tuition free, direct costs such as school uniforms and supplies, and indirect costs such as feeding
the children continue to overburden parents. For poor parents, there is also the opportunity
cost of education to consider. Sending children to school means the parents have to forgo the
income such children would have brought into the family by engaging in child labour.

Child labour is widespread in SSA which accounts for 32% of the world’s children engaged
in the practice. Child labour impinges on education especially for the girls. At the family level,
extreme poverty often dictates that children contribute to family income by working on the
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family land for example, undertaking paid employment or engaging in petty business such
as hawking. While both boys and girls might be required to undertake such work, girls are
also often withdrawn from school to provide domestic labour such as taking care of their
younger siblings and doing household chores and thus freeing their mothers to go out and
earn a livelihood.

Social-cultural factors

Throughout SSA, virtually all societies have social norms, values, beliefs, attitudes and practices
that militate against the education of girls. In many societies, there is less value put on the
education of girls than that of the boys. Indeed, many societies hold the belief that girls and
women are less intellectually endowed than boys and men especially in learning SMT subjects.
In addition, socio-cultural practices such as female genital mutilation (FGM) and other rites of
passage as well as early marriages and teenage pregnancies cause girls to drop out of school
prematurely. For example, reports indicate that each year, over 10,000 school girls become
pregnant in Kenya and in Zambia (Daily Nation June 19, 2002 and Republic of Zambia 2006
respectively). In yet other communities, parents are unwilling to send their daughters to school
for fear that education will corrupt their morals and cause them to engage in behaviours such
as premarital sex which could lead to pregnancy which would bring dishonour on their families.

Multiple gender roles for girls and women are another factor that constitutes a barrier to the
education of girls and women. Women and girls are responsible for virtually all domestic work
in addition to their out-of-the-home activities. Consequently, while boys are not expected to
help with domestic chores after school and are therefore able to concentrate on their school
assignments, girls are expected to assist their mothers with domestic chores leaving them little
time to do their school assignments. This often leads to girls being less engaged with their
school work thus registering poor school attendance and finally dropping out of school and/or
poor academic performance.

Further, owing to the unequal gender power relations in virtually all SSA societies, the sociali-
sation process is not an empowering experience for girls. Girls are not encouraged to have
high expectations of themselves or to view themselves as being capable of competing on an
equal footing with their male counterparts. More often than not, they are socialised to adopt
subservient norms and values and to play subservient roles to boys and men.

The education system

In SSA, the education system itself is in many ways not supportive of the education of girls.
For example, rather than serve as an agent for transforming gender roles and unequal gender
power relations, the school curriculum and teaching-learning materials serve to perpetuate
gender inequalities through not responding to the specific needs and interests of women and
girls and through the portrayal of girls and women in gender stereotypical roles and positions
(Obura 1991). Further, teaching-learning processes directed by teachers who are unaware of
gender issues and are not trained to address gender issues in their work marginalise girls and
fail to serve their learning needs.
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The quality and relevance of education also impact on the participation of girls in education.
Among the poor, where the outcomes of education have no demonstrable value either in terms
of useful skills or certificates the children can use to secure employment, parents do not see
the point of sending their children especially girls to school and keeping them there.

Often, male dominated school governance and management structures and processes as
well as guidance and counselling services fail to recognize and respond to the specific needs
of girls and boys. Gender insensitive school governors and managers often fail to effectively
implement gender responsive policies and thus derail the good intentions of the developers
of such policies.

Lack of female teachers acts as an inhibiting factor in the education of girls in two ways. For
one, parents especially in rural and conservative communities fear for the safety and security
of their daughters. They are therefore more hesitant to enrol their daughters in schools where
there are no female teachers. In addition, female teachers serve as positive role models for
girls. Where there are no female teachers to identify with, girls do not put the necessary effort
in their school work and therefore fail to do well. In some SSA countries and regions within
countries, there is an acute shortage of female teachers. In Benin, Chad and Togo, for example,
women make up only one-fifth or less of the primary teachers’ workforce. Since women tend
to have lower academic qualifications, than men, there are even fewer women teachers in
the higher levels of education.

The school environment itself is in many cases unfriendly to girls and women. In many countries,
poor rural and urban schools lack appropriate infrastructure and supplies such as separate
toilets/latrines for girls with sanitary materials disposal facilities and privacy, sanitary towels and
clean water supply. Girls with special learning needs suffer even more hardships in this regard.
On the other hand, lack of separate classrooms for adolescent girls and boys cause parents to
withdraw their daughters from school. In addition, gender-based violence and sexual harass-
ment inflicted on girls on their way to and from school by non-school people, and inside the
school by fellow students, teachers and other workers is rampant.

Rigid, one-fits-all education provision models that fail to take into account the peculiar needs
and lifestyles of communities such as pastoralists make it difficult for girls from such commu-
nities to participate in education (Leggett 2005). Obura (2002) has observed that expanding
conventional schooling in such communities has not yielded positive results.

Contextual factors

Armed Conflict — Many countries in SSA such as Burundi, the Democratic Republic of Congo
(DRQ), Eritrea, Ethiopia, Guinea, Liberia, Mozambique, Rwanda, Somalia, Sierra Leone and
Uganda are embroiled in conflict or are engaged in post-conflict re-construction. Armed con-
flict particularly disrupts the education of girls because they are targeted in campaigns of
gender-based violence particularly rape, mutilation, forced prostitution, forced pregnancy and
sexual slavery which also place them at greater risk of contracting HIV and AIDS. In addition,
in conflict situations, out of concern for their daughters’ safety and security, parents often
opt not to enrol their daughters in school especially when they have to walk long distances
to and from school.
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Another contextual barrier to the education of girls and women is HIV and AIDS which is
more prevalent in SSA than in other regions of the world. HIV and AIDS negatively impacts
on the education of girls in several ways. Firstly, for physiological reasons coupled with girls’
and women’s socio-economically determined subservient roles in sexual encounters, girls and
women are more vulnerable to HIV infection than boys and men. In some southern Africa
countries for example, infection rates among 15 - 19 years-old girls, often as a result of gen-
der-based violence, are four to seven times higher than those of boys (Human Rights Watch
2003). Secondly, girls are often withdrawn from school to take care of parents and other
relatives suffering from HIV and AIDS-related illnesses. Thirdly, HIV and AIDS-related illnesses
expenses take up financial resources that would otherwise have gone to education. As already
indicated, when families have inadequate resources to meet the educational costs of all their
children, it is the education of the girls that suffers.

Interventions to Increase the Participation of Girls in Education

In virtually all SSA countries, governments, local and international NGOs, faith based organi-
sations, communities and others have recognised the need to pay particular attention to the
education of girls and put in place interventions of one kind or another. The following para-
graphs highlight some such interventions.

Reduction of the cost of education to families — As already indicated, several countries in SSA
have instituted free primary education policies, which have resulted in exponential increases in
enrolments of both girls and boys. In Kenya, an estimated 1.3 million learners entered and/or
re-entered the primary education sub-sector when the free primary education programme was
introduced in January 2003. Other cost reduction measures include the abolition of school
uniforms and school levies and provision of school meals in communities living in extreme
poverty. The World Food Programme (WFP) for example, has school-feeding programmes in
Kenya and Zambia and in many other countries in SSA. In addition, girls specific bursaries and/
or scholarships have been used by governments and NGOs as a strategy for increasing girls’
access to education. The Forum for African Women Educationalists’ (FAWE) regional bursary
programme for needy girls, at the secondary and primary school levels, that is implemented
through the FAWE National Chapters, has to date enabled large numbers of girls to access
education by awarding them bursaries. Countries that are implementing this policy include
Guinea, Kenya and Zambia.

Affirmative Action (AA) policies — Owing to the barriers that girls encounter in their efforts to
get education discussed above, they often do not perform well enough to compete for scarce
secondary and tertiary places on an equal footing with boys. Consequently, AA policies that
enable more qualified girls’ transit to secondary or tertiary levels are in place in several countries.
In Zambia, girls are able to enter secondary schools at lower cut off points than boys while in
countries such as Ghana, Kenya, Uganda, Tanzania and Zimbabwe, girls are allowed to transit
from secondary to university at one or two points below the cut off point for boys.

Increasing the number of appropriately located schools — In countries with limited school places
generally or in some parts of the country, increasing the number of appropriately located schools
has been used to reduce the home/school distance so as to counter safety and security con-
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cerns. In some cases, small schools (referred to as “feeder schools” in Eritrea) are established
near communities to cater for the very young children who are then transferred to a larger
school when they are a little older — say after three years in the feeder school. Countries such
as Chad, Eritrea, Gambia, Malawi and Namibia have used this strategy.

Provision of boarding facilities — Providing boarding facilities for girls especially at the second-
ary school level has been found to be an effective strategy in increasing girls’ retention and
performance in Kenya for example. Countries that are implementing this strategy include Sierra
Leone, Tanzania and Zambia.

Provision of mobile schools — Many SSA countries have nomadic communities. Since such
communities do not stay in any one place long enough for children to go to school, providing
mobile schools has been found to be an effective strategy for increasing the enrolment of girls.
Kenya, Namibia and Nigeria have adopted the mobile school strategy of increasing access.

Community mobilisation and gender sensitisation — As indicated previously in this paper, socio-
cultural norms, beliefs, values, attitudes and practices that impinge on the education of girls
persist. Virtually all countries in SSA report on carrying out gender sensitisation and community
mobilisation activities for the education of girls through both government and NGO agencies
(Bunyi 2004b).

Gender responsive school environments initiatives — A good example of gender-responsive
school environments initiatives is the FAWE's centres of excellence initiative implemented through
FAWE's national chapters in countries such as Kenya, Rwanda, Senegal and Tanzania. The cen-
tres of excellence adopt a holistic approach to girls’ education by providing a comprehensive
package of strategies for addressing girls" education barriers. Important components of the
centres are: relevant and gender responsive curriculum and pedagogy; gender sensitive teach-
ers and school management, girls" empowerment, teaching/learning resources; guidance and
counselling; availability of bursaries; community mobilisation and gender sensitisation; adequate
girls’ friendly physical facilities; and monitoring and evaluation systems.

HIV and AIDS Initiatives — HIV and AIDS is a serious problem in SSA and as already indicated
impacts on the education of girls negatively. Diverse HIV and AIDS interventions have been
implemented in various countries in SSA. These include psycho-social life skills programmes,
counselling including peer counselling programmes, and integrating HIV and AIDS content
knowledge and skills in the formal curriculum.

Gender capacity building initiatives — Gender is a fairly new field of study and work in SSA.
There is therefore a serious shortage of people with the necessary knowledge and skills to de-
velop, implement, and monitor and evaluate gender policies and programmes. Many countries
therefore attempt to do gender training for the various actors in education including curriculum
developers, teachers, and education managers and governors.

Gender in education policies — Many SSA countries have put in place policies aimed at increasing
girls" participation in school. Such policies include the teenage mothers’ re-entry policy which
allows pregnant girls to return to the same or another school after delivery. Countries with the
re-entry policy include Botswana, Guinea, Kenya, Malawi and Zambia. In 2005, about 7,798
teenage mothers took advantage of the policy and re-entered the education system in Zambia.
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Other policies have sought to secure women’s participation in management and governance of
education by defining the male/female composition of governance and management bodies
and positions. At the same time some countries such as Kenya have developed comprehensive
gender policies for the education sector (Ministry of Education 2007).

Engendering school curricula and teaching-learning materials — Many countries have started
reviewing their curricula to make them more responsive to the specific gender needs and interests
of girls and boys. Some countries have also instituted review of teaching—learning materials
processes to remove gender stereotyping and to generally make the materials gender sensitive.

What Needs to be Done

The foregoing discussion of what has been done to address gender disparities in SSA suggests
that a lot has been done especially since the declaration of the EFA and MDG gender goals
and targets in the year 2000. While this is true to some extent, the enormity and complexity
of the girls’ education challenge calls for more and better action. It calls for continuous search
for innovative interventions. The following actions are recommended:

— Implementing policies and programmes that help reduce the costs of education at the
secondary school level;

— Construction of more schools especially at the secondary school level to cater for the
growing numbers of primary school graduates especially girls;

— Increasing access to tertiary education for girls to create a pool of women with high levels
of education who can take up decision making positions in education and elsewhere in
society and thus act as positive role models for girls and women;

— Provision of boarding facilities especially for girls to ensure they have sufficient time to
do their school work and improve on performance in national selection examinations;

— Instituting innovative measures to increase access and improve on the quality of edu-
cation for children from marginalised communities and groups such as the rural and
urban poor, those living in areas of particular topographical challenges, orphans and
vulnerable children and learners with special learning needs especially girls;

— Providing education as an integrated package that includes food, health, nutrition, and
water and sanitation to the very poor;

— Diversifying modes of education delivery to meet the needs of girls and women in dif-
ferent circumstances especially the marginalised girls and women;

— Provision of incentives for teachers in general, and more specifically for female teachers
to work in remote and difficult areas;

— Adoption of affirmative action policies for girls in admission to secondary and tertiary
institutions and in hiring;

— Collaboration among political leaders, local leaders, NGOs and faith-based organisations
in community gender sensitisation for transformation of socio-cultural beliefs, values,
attitudes and practices that inhibit the education of girls;

— Focusing on the equality goal and paying attention to the quality of education through
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integrating gender issues in the curriculum, increasing girls” access to and performance
in SMT, training teachers in gender responsive pedagogy, integrating HIV and AIDS
knowledge and skills in the curriculum, addressing gender-based violence and sexual
harassment and training school governors and managers on gender; and

— Developing and effectively implementing comprehensive gender in education policies
so as to ensure impact at the school level.

The list of possible actions to increase gender parity and equality in education is long. Many of
the interventions are already being implemented in various countries. What is critical is that the
interventions selected are based on a critical gender analysis of which girls (or boys) are most
affected and the particular challenges and obstacles they are experiencing. Further, gender
issues and challenges evolve over time, responding appropriately therefore calls for adapting
the strategy to fit the problem as needed.

Conclusion

The rationale for paying special attention to the education of girls and women in SSA is con-
vincing. The gender and education goals and targets are clear. However, the challenges are
enormous and the obstacles complex. A sufficient and appropriate response calls for commit-
ment at the highest levels of governments and other key providers of education. It also calls
for collaboration and partnership between various government ministries — education, health,
finance, justice and ministries responsible for children, youth and women affairs, the private
sector, donor agencies, faith-based organisations and communities.

Grace Bunyi is currently Senior Lecturer in Curriculum Studies at the School of Education, Keny-
atta University, in Nairobi, Kenya. She is an expert in gender and education and has conducted
numerous research studies, seminars and workshops with particular regard to policy issues.
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AUSTRIAN DEVELOPMENT COOPERATION IN THE EDUCATION SECTOR:
PRINCIPLES, GUIDELINES AND OBJECTIVES WITH REGARD TO
EDUCATION FOR ALL

Lydia Saadat

Overall objectives and guidelines of Austrian Development Cooperation

Austria’s Development Cooperation (ADC) activities are governed by a federal law (EZA-Gesetz
2002, revised 2003, BGBL 2003/65), which defines as general objectives the elimination of
poverty, maintenance of peace and human security and protection of the environment.

General principles of partner country ownership, respect of cultural diversity, gender equality
and consideration of the needs of children and handicapped persons are to guide Austria’s
Development Cooperation.

Austrian Development Cooperation in the Education Sector

Education has been a priority area for more than two decades. ADC's principles, objectives and
strategies in the education sector are set out in its Sector Policy “Educational Cooperation”
(last published in 2000) which is currently under review and will be updated in the light of
experiences and findings of the Education for All (EFA) and Millennium Development Goals
(MDG) review processes.

The updated Education Sector Guidelines will cover ADC's priority regions both in Southern
developing countries and in Eastern Europe. While ADC’s overall objectives equally apply to
both regions, a specific approach has to be developed for each of the regions taking account
of differences in historic conditions as well as future development directions. Based on the
colonial experience, many Least Developed Countries especially in Sub-Saharan Africa aim to
develop endogenous models in education in order to reach the Education for All goals. This
has been further emphasized by the current aspiration for an African Renaissance. In contrast,
for most Eastern European countries the primary challenge currently is the access to the Euro-
pean Union. Consequently, in educational terms Eastern European countries tend to seek full
harmonisation with EU education systems and models.

ADC is committed to the EFA-initiative and follows its holistic approach to education and
educational cooperation. Further important international reference frameworks are the MDGs
and the UN Decade Education for Sustainable Development.

Against this backdrop and in the context of the Paris Agenda on Aid Effectiveness, active par-
ticipation in relevant international bodies of policy dialogue and exchange of experiences is of
major importance to ADC. Among these the Association for the Development of Education in
Africa (ADEA) and the Meeting of the EU Education Experts have to be emphasised.
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Southern partner countries where ADC has noteworthy interventions in the education sector
are Cape Verde, Burkina Faso, Ethiopia, Uganda, Bhutan, the Palestinian Territories and Nicara-
gua. Furthermore, ADC supports education in South Eastern Europe and Moldova. Education
programmes cover basic education, vocational education and training as well as post-secondary
education, science and research.

Currently, the main challenges for ADC in the education sector are to prioritise its intervention
and to elaborate a precise profile. This has to be done in accordance with ADC’s objectives
and principles on the one hand, and based on lessons learned from the EFA and MDG review
process on the other. Major instruments in this process of prioritising will be self assessment
and evaluation of interventions, policies and strategies applied so far.

ADC'’s objectives in the education sector, as stated in its sector policy, comprise:

— Increased access to education for all, in particular for girls and women and other socially
disadvantaged groups;

— Quality development and assurance of educational programmes;

— Support of the reform processes and development programmes compiled by the partner
countries;

- Strengthening of democratic institutions in partner countries;
— Support of other sectors relevant to the development of ADC's partner countries;

— Narrowing of the North-South gap in science and research.

Important aspects of EFA for Austrian Development Cooperation

The conceptual basis of EFA advocating a holistic and inclusive approach to education is of
major importance to ADC. ADC is committed to the whole EFA agenda giving attention also to
the up to now rather neglected areas such as technical and vocational education and training,
skills development and adult literacy.

Central to the EFA process is the idea of partnership. This includes shared commitment to the
EFA goals by developed and developing countries as well as enhanced cooperation with civil
society. ADC follows this partnership idea.

Annual EFA monitoring has confirmed that the EFA goals will not be reached without special
attention to the gender aspect and educational inclusion of poor, underprivileged and margin-
alised groups. ADC joins this commitment to a focus on gender equality and special support
to groups most in need.

ADC's strategic guidelines and principles

ADC applies the following methodological guidelines and principles:

— ADC’s interventions follow a targeted approach based on the partner country’s or region’s
specific requirements. In this sense, they aim to strengthen self-sustaining educational
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structures in the partner countries based on a balanced and holistic approach. In line
with the EFA and MDG goals, support to basic education has to be emphasized.

— ADC’s interventions seek complementarity with other donors’ and development part-
ners’ activities in partner countries. This means, for instance, to complement a partner
country’s effort in primary education with targeted interventions in fields such as basic
vocational training, skills development or through non-formal education interventions.
Support for these rather neglected areas helps to assure permeability and transition
between different levels of education.

— Following the Paris Declaration and the European Consensus, coordination between
donors, harmonisation of procedures and partnership through dialogue with partner
countries’ governments and civil society are fundamental. Consequently and in line with
EFA principles, ADC seeks to support decentralization efforts in education, to strengthen
partnerships with education stakeholders such as communities, teachers’ and parents’
associations and to support civil society organisations involved in education.

— Sustainability of programmes through capacity development and country ownership is
crucial. Programmes should ensure a multiplier effect on similar programmes and de-
velopment processes. They should target the strengthening of self-sustaining problem
solving capacities in the partner countries. This includes fostering participatory approaches
in management and administrative structures in partner countries’ education sectors.

— To enhance efficiency, ADC's programmes follow an integrated approach compris-
ing quality ensurance, partner country ownership (i.e. partnership principles of the
EFA process), dialogue with all development partners and alignment with other ADC
priority interventions. Further important aspects are the support of regional networks
and North-South and South-South cooperations as well as to alumni associations and
networks. ADC also aims at strengthening regional centres of excellence.

— ADC aims to strengthen education in its supporting function and as a cross-cutting issue
to support the attainment of the MDGs.

— ADC applies a gender-sensitive approach throughout all stages of programme planning,
implementation and evaluation. Consideration of the special needs of girls and women
in the curriculum, teaching methods and materials as well as in the choice of teachers
is equally important.

— ADC supports partner countries in their efforts to strengthen mother tongue teaching
and the application of local languages and contents in the education system.

— ADC gives special attention to neglected and marginalised groups. In line with the
conceptual foundations of the EFA process and in particular its inclusive concept of
education, ADC aims at strengthening inclusive approaches to education ensuring the
access of neglected and marginalised groups.

— ADC closely follows the development of new approaches and instruments in educational
cooperation such as SWAps or the FTl and envisages their application in order to achieve
ADC's objectives.
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In order to contribute to enabling and supporting environments for the attainment of EFA and
MDG goals in developed countries, ADC seeks to raise awareness among Austrian stakeholders
in education, science, research and the private sector where appropriate and to foster their
development potential.

Lydia Saadat, Federal Ministry for European and International Affairs, Department for Devel-
opment Cooperation: Desk for Planning and Programming for Asia, Middle East, Central and
Latin America (BMeiA VII.5.b)
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THE CONTRIBUTION OF THE AUSTRIAN DEVELOPMENT COOPERATI-
ON TO EDUCATION FOR ALL

Elisabeth Férg

Introductory remarks

Education constitutes one of the priority sectors of the Austrian Development Cooperation (ADC).
In the years 2000-2006 between 11 and 13 Million Euro were spent on education annually.
This is a share of 15% t017% of the entire bilateral programme and project aid budget.

Programmes and projects at all educational levels are financed, with a traditional focus on
higher education. On average, ADC spends about 60% on post-secondary education, 20%
on secondary education including vocational education and training, 10% on basic education
and 10% on measures with unspecified level.

Activities in the field of primary and basic education are supported through NGO co-financing.
The main criterion for co-financing is that the projects are complementary to the policy, practice
and capacity of partner countries; also long-term programmatic support has to be proved. Key
aspects of the projects are, for example, access of minorities and indigenous groups to educa-
tion, education in mother tongue, education for refugees, literacy programmes for adults and
especially for women in remote areas, as well as pre-primary education. Particularly in Central
America, ADC supports a number of NGO projects in these fields through co-financing.

Although one has to say that the Austrian contribution to the EFA goals is rather low, the
most essential input is made in the area of Technical Vocational Education and Training (TVET),
according to EFA goal 3 “Ensuring that the learning needs of all young people and adults are
met through equitable access to appropriate learning and life skills programmes”.

TVET in South Eastern Europe

In South Eastern Europe the ADC supports two regional reform programmes, one in the field
of tourism, the other one in the field of business administration.

The overall objective of the TOURREG programme is to improve the quality of tourism education
and to strengthen the capacity of tourism schools to respond to the needs of the labour market
in their region. There is a high potential of a sustainable tourism and regional development in
South Eastern Europe that will create jobs and income in the region. This development is only
feasible with well-trained and highly qualified human resources. The programme includes the
introduction of skills oriented training, the development of new curricula, teacher training and
train the trainer modules, adaptation of teaching and training materials, school management
trainings and quality assurance.

The second programme called ECO NET uses the methodological approach of training firms
in the area of secondary business education. The training firm is a practical-orientated teach-
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ing method — a model of a company in which the processes of a real enterprise can be made
transparent for the learning process. Key qualifications such as entrepreneurship, the ability
to work in teams, flexibility, the ability to cope with stress, decision-making, resolve conflicts
and intercultural sensitivity are encouraged and trained in a simulated business world with real
domestic and foreign partners. This approach should be introduced as a sustainable model
and teaching method for the future in the educational system.

TVET in Burkina Faso

In Burkina Faso, Technical Vocational Education and Training is one of the three priority sec-
tors in the country alongside rural development and private sector development. The three
main goals as defined in the country programme are reform/professionalisation of the formal
technical education, standardisation of non-formal vocational education and support in the
design of a programme-based approach in TVET. One of the challenges is the lack of a coherent
national policy in the field of TVET. Until now, Austria has supported educational reforms by
means of projects; at the same time the formulation of a national policy and the preparation
of a programme-based approach is endorsed.

Key components of these projects are:

— Reform of the curricula in the formal technical education system (such as electronics,
electro mechanics, computer applications, tailoring);

— Further training of the teaching staff;

— Enhancement of the links between the schools and the world of work (practical training,
placements in enterprises);

— Strengthening the management of the schools;

— Formation of TVET teachers (for technical and vocational schools; this takes place in
Morocco and Senegal; there is no teacher training college in Burkina);

— Recognition of apprenticeships, appreciation of non-formal vocational education and
training;

— Development of standardized curricula for vocational training/apprenticeships (such as
plumber, electro-technics, dying and weaving, hospitality industry).

As to the results in this sector, one can say that a high number of trained and qualified staff in
the private sector as well as in the governmental institutions have been trained with Austrian
support, e.g. two-thirds of all the teaching staff at technical and vocational schools. Support has
also been given to the creation of technical schools. Not only equipment and teaching materials
have been improved, but also new approaches in teaching and didactics have been introduced.
In some training centres for non-formal education Burkinabe languages are used.

There are, however, clear indicators that the project approach does not ensure satisfactory
synergies and coherence. To a large extent, the projects have not reached the most disadvan-
taged target groups, e.g. children and young people without or with only some years of basic
education. It has turned out to be essential to adopt a national policy and long-term reform
plan for post-primary education — including TVET.
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For the year 2007 the shift to a programme-based approach has priority. This includes the
phasing out of projects with weak ownership and a low level of sustainability as evaluations
have shown. It is also envisaged to put a stronger emphasis on non-formal education. The links
between TVET on the one hand and basic education and general secondary education on the
other hand will be strengthened. In cooperation with the Ministry of Basic Education, local
communities and international donors Austria has started to support a programme called EFORD
— Education et Formation pour un Développement Endogéne. The principle of this approach
is child centred, a more active and practical curriculum is taught in the mother tongues of the
learners. Finally, an evaluation of the country program is carried out which will also provide a
basis for the future enhancements of the sector.

Elisabeth Férg, Austrian Development Agency, Department for Quality Assurance and Knowl-
edge Management, is in charge of ADA’s programmes and projects in education.

Collaboration with this article by Jean-Martin Coulibaly, Austrian Development Agency Coor-
dination Office Ougadougou, Burkina Faso.
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THE CONTRIBUTION BY THE AUSTRIAN MINISTRY FOR EDUCATION,
THE ARTS AND CULTURE TO EDUCATION FOR ALL

Christine Stromberger

Austria and the Ministry of Education, Arts and Culture appreciates that UNESCO at the last
General Conference in October 2005 reconfirmed that Education for All remains a top prior-
ity for the organisation and the member states. This is a global commitment to provide basic
education for all children, youth and adults.

Austria does not have a sector-wide education development plan; the relevant issues are cov-
ered by national education policies. Within the United Nations Literacy Decade 2003-2012 a
stock taking of projects and activities at the national level related to the issue of Education for
All has been carried out. Concerning projects at the international level, Austria‘s possibilities
are rather limited, but nevertheless it was possible to support some important projects. The
Austrian Ministry of Education and the UNESCO Commission have committed themselves to
implementing the goals of the UN Decade of Education for Sustainable Development 2005-
2014, and to support the language policy project “Linguistic Diversity and Literacy in a global
Perspective: A comparative look at practice in Europe and Africa 2004-2006".

National projects related to EFA

The Ministry is committing itself to the principle of equal opportunities, and this should not be
just a statement but aim to providing conditions and possibilities for everybody to learn and
to acquire knowledge, from early childhood to adult age. Although the situation in Austria is
undoubtedly better than in many other member states of the UNESCO, we cannot pretend
that there are no problems left in reaching equal opportunities in education for all.

A selection of projects to reach this goal

Reading fluency (LESEFIT)

This project was launched as a result of the PISA (Programme for International Student Assess-
ment) assessment for Austria. In the assessment of 2000, it was concluded that while 34%
of the 15-year-olds in Austria have good to excellent reading skills, well over 40% do not or
hardly read voluntarily and another 14% are poor to very poor readers.

Aims of this project are:
— Development of standards for reading promotion and didactics;
— Individual promotion of reading skills;
— To teach reading in all school subjects in order to root it as a basic skill in today’s media society;
— To engage reading enjoyment and motivation;
— Development of standards, which will pave the way for the long-term future.
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E-Learning: eFIT

With eFit Austria responds to the European Action Plan and ensures a new access to teach-
ing, learning, research and culture to all those living and working in Austria in line with the
demands of today’s knowledge-based society. eFit Austria enables individuals to make optimum
and responsible use of the new information and communication technologies. eFit provides a
comprehensive tool kit for the use of modern information and communication technologies in
education, science and culture. It enables individuals across the board to make optimum and
responsible use of the new information and communication technologies.

A selection of measures:

- eEducation: deals with the integration of new media into the general and vocational
system of education with the objective of a systematic improvement of quality and
enhanced access to education.

— eScience: focuses the use of IT in teaching, learning, as well as on research in science
and at Fachhochschule colleges.

— eTraining: pursues the strategy of developing and implementing modern learning and
communication techniques with the help of IT for life-long learning.

— eCulture: intends to explore, preserve and access Austria‘s cultural and scientific heritage
with modern information technologies.

Political Education

With the goal to promote the active involvement of all individuals in political, civil, social and
cultural life, general measures in this field are:

— Develop curricula, materials, training and service offers related to Political Education;

— Plan and coordinate projects and teaching materials as well as measures for in-service
teacher training;

— Cooperate with European institutions in the field of Citizenship Education.

Language Policy

Austria’s language policy covers three institutional instruments:

— European Centre for Modern Languages (ECML) set up to implement language-policy meas-
ures within the framework of the Council of Europe and to disseminate innovations in the
field of language learning. The current programme of work (2004-2007) is devoted to “Lan-
guages for social cohesion. Language education in a multilingual and multicultural Europe.”

— Austrian Language Competence Centre (Osterreichisches Sprachenkompetenzzentrum),
a specialized institution for innovative language learning.

— Austrian Language Committee (Osterreichisches Sprachenkomitee) set up to support
the Ministry and prolong the dynamics generated in the European Year of Languages
by the creation of appropriate structures and bring about long-term sustainability.

90 OFSE roimion 14



Adult education

The goal of this department in the ministry is to finance literacy programmes within the
framework of the objective-3 programme of the European Union providing second-chance
courses. A literacy network was set up and the Federal Institute for Adult Education launched
a training programme for literacy teachers.

Gender

Gender based discrimination remains one of the most intractable obstacles towards EFA,
without overcoming this, EFA cannot be achieved. Surely, there is a difference in the extent
of discrimination of girls and women; in some parts of the world girls and women are less
discriminated than in other parts, and usually their status and situation is better in cities than
in rural areas. But all countries — including Austria — still have to undertake serious measures
in this field to eliminate discrimination.

In 1995, the Austrian Federal Minister signed a basic decree on ”Education for Gender Equality
as a principle of instruction”. Since then, this principle has been gradually integrated in the
curricula of the different school types and the didactic principle of “purposeful co-education”
has been embedded in the curricula.

The aim of gender-sensitive instruction is to ensure equal learning opportunities for both
sexes and the development of their skills. A relevant Action Plan Gender Mainstreaming and
Gender-Sensitive Education has been implemented

Projects at the international level

“Linguistic Diversity and Literacy in a global perspective. A comparative
look at practice in Europe and Africa”

In the UN Millennium Development Goals an obvious link is identified between education and
the fight against poverty. Literacy in the mother tongue as well as teacher training are crucial
factors in achieving the goals set for the UN Literacy Decade 2003-2012.

With this in mind, the Ministry and the Austrian Commission for UNESCO have committed
themselves to support this language-policy project in cooperation with the Council of Europe’s
various partners in Africa. African institutions such as the African Academy of Languages
(ACALAN) and the African Union (AU) stress the importance of using African languages as
media and/or co-media of instruction.

The project Linguistic Diversity and Literacy falls within the framework of the UN Literacy Dec-
ade 2003-2012 and supports first language instruction, bi- and multilingual education and
linguistic diversity in general as a means to promote social cohesion and intercultural dialogue
and understanding.
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Aims and objectives are to:

— Raise awareness;

— Stimulate and encourage research on this issue;

— Foster an intercultural dialogue;

— Exchange experience and developments between Europe and Africa.

Since 2003 Austria supports three regional sub-projects in South Africa and in Cameroon,
and we will continue to support at least two projects within the follow-up of the work carried
out so far:

PRAESA - Project for the Study of Alternative Education in South Africa

The aim is to develop materials for the promotion of early literacy in the establishment of a
culture of reading in South Africa.

It has been decided that the ministry will support the ongoing work on this project however
this time it will be carried out in Austria. The Austrian Phonogram Archive is in possession of
extensive material of historic recordings from African countries. From the point of view of our
African partners this material would be of enormous importance for their continuous work
with African stories.

AFRIC AVENIR

In short this is about story telling in African languages, organised in the form of the traditional
“African palaver” to raise awareness in the population for the necessity of mother tongue
teaching.

Also in this case the ministry is in position to finance the next phase of this work, the transla-
tion of African stories into several local languages.

NACALCO - The National Association of Cameroonian Language Committees

The aim is to strengthen the capacity of a local Reference Community Radio in Cameroon.

By the means of local and community radios the teaching of mother tongue languages should
be reinforced.

In the context of these projects several meetings were held in Austria and also in Africa dur-
ing the last few years. As a contribution to the “Year of African Languages” proclaimed by
the African Union, in October 2006 the Ministry of Education together with the University of
Vienna Department for African Studies organised a Symposium under the motto “Africa — a
Mosaic of Languages”.

International and Austrian experts in language, education and culture studies met in Vienna
for an exchange of experience with their European colleagues and for the purpose of discuss-
ing prospective joint activities
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The Symposium comprised a whole range of activities and initiatives in which different aspects
of the "“African Languages” theme were addressed with a view to throwing new light on their
social, historical and cultural contexts.

International cooperation and encounters facilitated by events such as the Vienna symposium
are designed to strengthen the African forces in their ambitious work.

Language is an invaluable tool in any learning process, in communication, in socio-economic
development, in the advancement of equality, democracy and human rights. Since tasks of
such magnitude can only be dealt with by mobilising the greatest possible number of national
and international forces, it may be assumed that the Symposium in Vienna has made an im-
portant contribution.

Christine Stromberger, Ministry for Education, Arts and Culture, Department for International
Relations.

Links:

http://www.ecml.at
http://www.acalan.org
http://www.africavenir.com
http://www.univie.ac.at/afrikanistik

http://www.bmukk.gv.at
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CONFERENCE ON EDUCATION FOR ALL

6th February 2007

Conference Programme:

9.00:

9.15:

9.45:

10.00:

10.30:
10.45:

11.15:

11.45:
12.15:

14.00:

15.00:

15.30:

16.00:

Conference opening
Margarita Langthaler, OFSE

Key note 1: Where does EFA stand today
(progress to date, achievements and challenges)?
Anna Haas, EFA Global Monitoring Report Team

Questions and discussion

Key note 2: How can developed countries best contribute to the achievement of
the EFA goals? Which role does the FTI play? Which strategies and instruments
are being applied?

Desmond Bermingham, FTI Head of Secretariat

Questions and discussion
Coffee break

Key note 3: What is the role of civil society and NGOs in EFA?
Moira Leydon, Global Campaign for Education

Questions and discussion
Lunch break

Lessons of experience — reflections on important themes in EFA:

- Mother-tongue teaching (Neville Alexander, University Cape Town)

- Literacy and gender (Grace Bunyi, Women Educational Researchers of Kenya)

- Skills development (David Atchoarena, International Institute for Educational Planning,
Paris)

Questions and discussion

Prospects: The Austrian contribution to EFA:

Lydia Saadat (Federal Ministry for European and International Affairs), Elisabeth
Forg (Austrian Development Agency), Christine Stromberger (Federal Ministry for
Education, the Arts and Culture)

Closure

A conference by: Austrian Research Foundation for International Development (OFSE)

In cooperation with:

Federal Ministry for European and International Affairs, Austrian Development Agency
(ADA), Federal Ministry for Education, Science and Culture, Austrian Commission for
UNESCO
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ACRONYMS

AA Affirmative Action

ACALAN African Academy of Languages

ACDI Agence Canadienne de Développement (Canadian International Develop-
ment Agency)

ADB Asian Development Bank

ADC Austrian Development Cooperation

ADEA Association for the Development of Education in Africa

AFD Agence Francaise de Développement (French Development Agency)

AFDB African Development Bank

AIF Agence Intergouvernementale de la Francophonie (French Speaking
Nations Agency)

AU African Union

CoE Council of Europe

CRC Convention on the Rights of the Child

CONFEMEN Conférence des Ministres d’Education des Pays ayant le Francais en
Partage (Conference of Education Ministers of Francophone Countries)

CRIFPE Centre de Recherche Interuniversitaire sur la Formation et la Profession
Enseignante (Centre for Inter-University Research on Teachers’ Training
and the Teaching Profession)

EC European Commission

ECCE Early Childhood Care and Education

EFA Education for All

EFA-FTI Education for All — Fast Track Initiative

EPDF Education Programme Development Fund

FAWE Forum for African Women Educationalists

FTI Fast Track Initiative

GATS General Agreement on Trade in Services

GDP Gross Domestic Product

GER Gross Enrolment Ratio

GNP Gross National Product

GPI Gender Parity Index

GTzZ Deutsche Gesellschaft fur Technische Zusammenarbeit (German Society
for Technical Cooperation)

IADB Inter-American Development Bank
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IDA

International Development Association

IEG Independent Evaluation Group

IFls International Financial Institutions

IEP International Institute for Educational Planning

ILO International Labour Organization

ISSE Institut Supérieur des Sciences de I'Education (Higher Institute for
Educational Sciences)

L1 First Language

L2 Second Language

L3 Third Language

LDCs Least Developed Countries

LLECE Laboratorio Latinoamericano de Evaluacion de la Calidad de la Educacion
(Latin American Laboratory for the Assessment of Quality in Educational)

Lol Language of Instruction

LoLT Language of Learning and Teaching

LwWcC Language of Wider Communication

MDGs Millennium Development Goals

MTBBE Mother tongue-based bilingual education

MTE Mother tongue education

NER Net Enrolment Ratio

NGO Non-governmental Organisation

ODA Official Development Assistance

OFSE Osterreichische Forschungsstiftung fir Internationale Entwicklung
(Austrian Research Foundation for International Development)

PASEC Programme d’Analyse des Systemes Educatifs de la CONFEMEN
(Programme of Analysis of Education Systems for Francophone Countries)

PILL Pacific Islands Literacy Levels

PISA Programme for International Student Assessment

PIU Project Implementation Unit

PRAESA Project for the Study of Alternative Education in South Africa

PRSPs Poverty Reduction Strategy Papers

PTRs Pupil-Teacher Ratios

ROCARE Réseau Ouest et Centre Africain de Recherche en Education (Educational
Research Network for West and Central Africa)

SAQMEC Southern Africa Consortium for Monitoring Educational Quality
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SMT Science, Mathematics and Technology

SSA Sub-Saharan Africa

SWAps Sector-wide Approaches

SYBP Six-Year Biliteracy Project

TIMMS Trends in Mathematics and Science Study

SYPP Six-Year Primary Project

TVET Technical and Vocational Education and Training

WCED Western Cape Education Department

UK United Kingdom

UNAIDS Joint United Nations Programme on HIV/Aids

UNDP United Nations Development Programme

UNESCO United Nations Educational, Scientific and Cultural Organization
UNESCO IICBA  UNESCO International Institute for Capacity Building in Africa
UNICEF United Nations Children’s Fund

UPE Universal Primary Education

UQAM Université du Québec a Montréal

WCED Western Cape Education Department
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