Chapter 2

Progress towards the goals

This chapter takes stock of progress towards the Dakar goals: to what extent are countries, regions and the world on track to achieve the goals set at the World Education Forum in Dakar? The first six sections of this chapter will address the six goals separately, while the final section attempts to assess progress in a more general sense.

It is not possible to report on detailed progress made since the Dakar Forum in 2000, because the most recent year for which data are available is the school year starting in 1999.
 Moreover, few quantitative indicators are available regarding early childhood care and education (Goal 1); none can be used to assess developments regarding life skills (Goal 3); and indicators to monitor education quality (Goal 6) are often proxies of quality, or are available for only limited groups of countries. Accordingly, the analysis presented on the three latter goals will be predominantly qualitative in nature.

A more quantitative assessment of developments is possible for the goals of universal primary education (Goal 2), literacy (Goal 4) and gender (Goal 5). It is on the basis of indicators regarding these goals that the final section of this chapter will develop a methodology to assess overall progress.

Goal 1

Early childhood care and education

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

Both the World Declaration on Education for All (Jomtien, 1990) and the Dakar Framework for Action (2000) have underscored the importance of early childhood care and education (ECCE) as part of a comprehensive approach to achieving EFA.

Learning begins at birth. Throughout the world there is growing understanding that the period from birth to the start of primary education is a critical formative stage for the growth and development of children. The learning outcomes – norms and values, knowledge, skills – of primary education are stronger when learning occurs in the years preceding precedes regular schooling. There is also evidence that early learning improves the child’s chances of enjoying good health, of finding work later in life, of social inclusion and of being less likely to commit crime.

The benefits of early childhood care and education

ECCE has a strong and positive impact on further learning, in primary education and beyond. In the Brazilian PROAPE project, it was found that the total costs of schooling – including the early learning programme itself, for pupils up to Grade 2 of primary education, was 11% lower for those who participated in ECCE than for those children who did not. In this and other programmes, drop-out and grade repetition in primary education turned out to be lower as well (Myers, 1992). Similar outcomes were found for the Integrated Child Development Service in India, a project serving 32 million children (Young, 2002).

The benefits of ECCE and of the more successful learning experiences that flow from it contribute to higher income, less dependency on welfare, and better health and hence lower health-care costs. Projects that are well known for their monitoring of these externalities are the Perry Preschool, Head Start and Early Head Start programmes in the United States of America. The Perry Preschool, targeting low-income Afro-American families, revealed a sevenfold return on the initial investment in the programme (Myers, 1992). Researchers found that an annual public investment of 18 million Swiss francs in a project in Zurich, Switzerland, is offset by at least 29 million Swiss Francs in terms of additional tax revenues alone (Bennett, forthcoming).

In addition to this evidence, there is a growing body of knowledge resulting from recent developments in brain research that supports ECCE policies. The notion of ‘sensitive periods’, in which certain things are best learned, has been sharpened. It appears that there are very specific and sometimes brief periods in which the developing brain is particularly fit to learn certain tasks. These tasks themselves have also been broken down (for example, language acquisition consists of a multitude of sub-tasks with differing sensitive periods) (OECD, 2002). After, or before, these periods, it is not impossible to learn the same tasks (Bruer, 1999), but it would require greater efforts and more resources. In general, these research outcomes point towards intensifying structured learning experiences during ages earlier than those that have usually been the subject of most education policies.

A diverse area of learning

ECCE is a highly diverse area of learning (UNESCO, 2000d). In very broad terms, early childhood learning opportunities range from formal pre-school, integrated in the national education system, via kindergartens and other centres where care, play and education go hand in hand, to include more informal, often home-based activities.

The diversity in ECCE provision can be understood through its historical development. The pattern of ECCE development in industrialized countries shows that it was expanded after universal primary schooling had been achieved. This is not to say that ECCE was perceived to be less important from an educational point of view, but that priority in terms of resource allocation was given first to primary schooling. However, some regions and countries have a long-standing tradition in ECCE. In Eastern Europe and Latin America, relatively high proportions of young children attend various forms of pre-school or other care.

For a long time, ECCE was a privilege enjoyed by those living and holding jobs in urban areas, who were able to have their young children cared for and educated, and this pattern remains strong. Private provision dominates in this respect. But increasingly, ECCE is also identified as a potentially effective strategy for the social inclusion of children – and often their mothers, too – in disadvantaged areas or situations. Where the resources to address the needs of these groups are scarce, these strategies often result in informal ECCE activities. In developing countries, these activities, which are often home-based, may be rooted in indigenous traditions of child raising. More institutionalized forms of provision can be found in a number of countries that have made a conscious choice to facilitate universal access to ECCE, the most institutionalized form being a pre-school that is an integral part of the regular education system.

However, for most countries around the world, this field is a relatively new and uncharted area of learning. The challenge is to develop strategies – formal and informal – that respond to specific socio-cultural and economic contexts, in countries where governments are constrained in their ability to find resources for ECCE.

Data and indicators

Data about ECCE are in their infancy at both national and international level. This hinders policy development and the assessment of global progress. Data collection and monitoring are rendered more complex by the diversity of ECCE provision; it is much easier to collect data on attendance in government pre-schools than on participation in community-run or family-based arrangements. Five Asian countries – Cambodia, Kazakhstan, Kyrgyzstan, Tajikistan and Viet Nam – are cooperating with international organizations and the Consultative Group on ECCE to identify and describe types of ECCE and develop common indicators. Figure 2.1 features the various main categories of this type of education by age group, and illustrates how data collection could spread from the ‘easy’ fields (government-provided ECCE for ages 3–6) to the more difficult ones. Box 2.1 describes in more detail a programme in Brazil to establish the facts before developing education policy.

Box 2.1. Putting the data system before policy development in Brazil

Most ECCE policies focus on expanding and improving access to pre-primary care and education for children aged 3 and older. Many education ministries are, however, aware of the difficulties of reaching even this age group through the formal system and are exploring non-formal alternatives. Some are also developing plans to include children under age 3 as well.

The experience of the Ministry of Education in Brazil suggests that the problem in developing a more comprehensive ECCE policy may reside not so much in a lack of willingness but, in large part, in the limited data systems of education ministries.

In 1996, day-care centres (ages 0–3) and pre-schools (ages 4–6) in Brazil were integrated under the Ministry of Education. One of the first steps in implementing this broader mandate was to collect data on these services. In 1997, the ministry’s annual school census included data on day-care centres linked to schools. In 2000, the ministry conducted a nationwide survey to collect baseline data on early childhood education, the first of its kind carried out by the ministry. Significantly, the survey covered day-care centres as well as pre-schools.

The data on day-care centres were incomplete, because the survey could not map all centres across the country. However, even this partial baseline data helped the ministry embrace the entire 0–6 age range within its policy planning. The ministry acknowledged that the data played an important role in this process. Before carrying out the survey, the ministry revised legal guidelines for early childhood institutions, which helped register and accredit day-care centres as well as other services that had been outside the orbit of government administration. Thanks to this exercise, day-care centres could be surveyed and eventually included in the Ministry’s national policy purview of Early Childhood.

The Brazilian experience may not be unique, but it illustrates two important points. First, the Ministry sought to develop a comprehensive data set covering the 0–6 age group before embarking on policy development. Notably, it was among the first tasks it undertook upon being given its expanded mandate. Second, it paid attention to the system development for identifying and recognizing the day-care centres before proceeding to collect data on them.

This policy prioritization is noteworthy because, more often than not, early childhood policies are developed without the support of sound data. Whether or not such an improved data system will eventually lead to a comprehensive policy plan on access in the case of Brazil remains to be seen. But, already, the approach seems to have worked to the extent that the Ministry sought to include early childhood beyond pre-primary education, and thereby brought this earlier age group and related services into the policy discussion.

Source: UNESCO (2002d).

Patterns of provision

Using the rough typology of formal, centre- and home-based provision, it is clear that the first type, generally administered by government at national or local level, usually provides the best participation statistics. The information on participation in centre-based ECCE varies widely, and the home-based activities are almost a ‘black box’ (see also the Goal 3 section of this chapter, below, on learning programmes for youth and adults, where a similar problem exists). This fact should be kept in mind when interpreting Table 2.1, which provides figures on participation in early learning for a number of developing countries, with, for most countries, an indication of the number of hours per week.

Bahrein, Lesotho, Mongolia, the Republic of Moldova, Suriname, and Trinidad and Tobago all have participation rates higher than 20% for the age group (36–59 months), and programme duration of 20
hours or more per week.

Table 4 in the Annex provides data on ECCE participation – also by sex – for a much larger number of countries, but with no indication of the duration of programmes. The figures could refer to programmes of just a few hours per week, and just a few weeks per year, so it should therefore be treated with the utmost caution. Table 2.2, derived from Annex Table 4, features countries in developing regions that stand out for their relatively high levels of participation in ECCE.

Developing countries with particularly high levels of attendance, notably 75% or higher, are Barbados, Cuba, Jamaica, Mauritius, Mexico, Paraguay and Thailand. Of these countries, Cuba is the benchmark; it has achieved universal early childhood education.

However, in twenty countries – three quarters of which are found in sub-Saharan Africa – ECCE gross enrolment rates are under 5%. And many other countries are not doing much better; more than half of the countries are below GER level of 50%, as Figure 2.2 indicates.

Access to early childhood services is unequal for various social groups. As already indicated, the chances of enrolling in early childhood activities are greater for children living in urban areas with parents who hold jobs. The educational attainment of the mother also makes a difference. Three countries, however – Albania, Bolivia and Suriname – managed to attract more children from the poorest homes than from the richest households.

With regard to gender, there does not seem to be the level of disparities associated with primary and secondary education. As Tables 2.2 (and Table 4 in the Annex) illustrate, as many girls attend ECCE as boys in many countries. In Western and Central Africa, boys attend slightly more, whereas girls are in the majority, and perhaps more markedly, in Asian, and Eastern and Southern African countries.

Trends in participation in ECCE

To assess progress in ECCE since the World Education Forum in Dakar (2000) is not yet possible. Data at macro-level are no more recent than 1999. It is, however, possible to compare these with the data for 1990. Annex Table 4 reveals that marked changes are taking place in a number of countries, for the better and for the worse. Table 2.3 contains a selection from Annex Table 4, this time highlighting countries with growth in enrolment of 25% or more.

Once again, these figures must be treated with caution. Nevertheless, three general observations can be made on the basis of Table 2.3 and Annex Table 2.1. First, the table suggests that developing and developed countries alike are expanding ECCE provision. In both parts of the world there are countries with a rich tradition in ECCE, and others that are catching up. Secondly, in a number of countries in Eastern Europe and Asia, enrolment in ECCE is falling. Thirdly, a number of countries, mostly in sub-Saharan Africa, combine low enrolment rates with a lack of progress. This is the case for Burkina Faso, Congo, Djibouti, Ethiopia, Niger, Senegal and Togo.

Goal 2

Universal primary education

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

In the half-century that has passed since the Universal Declaration of Human Rights established education as a fundamental right for all, many countries have achieved the goal of universal primary education (UPE), or have made substantial progress towards doing so. Some countries have proven that this is possible despite difficult economic circumstances, natural disaster or a history of conflict. Yet more than 100 million children in the world are still deprived of access to primary education, while a number of countries are clearly not on track to achieve its universal provision. Some have actually been moving away from it. Nearly all out-of-school children live in developing countries, and a majority of them are girls.

Enrolment in primary education

Enrolment rates are key indicators of the extent to which the education system manages to serve all children. The gross enrolment ratio (GER) expresses the number of pupils at a given level of schooling – regardless of their age – as a proportion of the number of children in the relevant age group. The GER can be higher than 100% if children begin their first grade when they are older (or younger) than the official starting age, or if there is grade repetition. Both of these phenomena lead to over-age enrolment, particularly in the higher grades.

Figure 2.3 compares GERs across major world regions, over the decade 1990–1999. During the economic difficulties of the 1980s, the rate of expansion of school systems had slowed as compared with the previous two decades. This was particularly so for primary schooling, and especially in Africa, where primary enrolment growth fell below the rate of growth of population, and where, in a number of countries, enrolments actually declined in absolute terms. Figure 2.3 indicates mixed progress during the 1990s, although in some parts of the world, rapid enrolment growth appears to have resumed. GERs have expanded strongly in South and West Asia, the Arab States and North Africa, and in Latin America and the Caribbean. In the latter region, GERs were already greater than 100 in 1990 and rose to a mean level of 126 by the end of the decade. On the other hand progress in sub-Saharan Africa and Central Asia remained slow, while total enrolments fell in some of the countries of Central and Eastern Europe. The declines in GERs for East Asia and the Pacific, and for North America and Western Europe suggest a reduction in the number of pupils who are beyond the official school age in those regions, although without reliable data on net ratios for the earlier period, this cannot yet be demonstrated. As regards developing countries, although their average GER is now close to 100, the regional variations can be starkly seen, with Latin America and the Caribbean having a 50% higher GER than sub-Saharan Africa.

Nevertheless, the population-weighted means shown in Figure 2.3 hide very considerable disparities in enrolment rates between countries. Figure 2.4 shows that the range of variation is particularly wide in sub-Saharan Africa, in the Arab States and in Latin America. The median values in the figure show that, in most cases, the GER of the country in the middle of the range is close to 100. However, there is a four- to five-fold difference between the GERs in the top and bottom ranking countries of sub-Saharan Africa, and of the Arab States and North Africa, where a number of countries with extremely low enrolment ratios are to be found.

Table 2.4 provides an overview of the distribution of GERs at country level. The concentration of enrolment ratios less than 70 in sub-Saharan Africa stands out. However, many countries from all regions have GERs greater than 100. As indicated earlier, their frequency indicates the presence of over-age children in school arising partly from late enrolment, but particularly from high rates of grade repetition. In some countries, grade repetition is absent by regulation, while in others it occurs only to a moderate extent. However, in some cases the number of children repeating grades represents a serious drain on the capacity of the system. In such cases, repeaters are often occupying places that could otherwise be taken by children at present out-of-school.

The net enrolment ratio (NER) takes account of the age structure of those enrolled by excluding all those children who are older or younger than the officially school-eligible age group from the numerator of the ratio. Thus, by definition, it cannot exceed 100%. Figure 2.5 shows NERs in 1999/2000, by development status and region.

It should be noted that no major region, not even those that include the more industrialized countries, achieves average net ratios of 100. In Latin America and the Caribbean, in North America and Western Europe, and to a lesser extent in East Asia and the Pacific, the NER is close to, but still less than 100. The gaps in these regions are attributed partly to forms of exclusion from education that are difficult to avoid, such as illness or incapacity, partly to some children being educated by their parents, and partly to some primary-age children being enrolled in pre-primary and secondary programmes. Nevertheless, in some regions there are also increasing problems related to social exclusion.

The latter seems true for some parts of Central and Eastern Europe, where a rich tradition of education has been threatened by economic decline and erosion of social capital. On average, the NER in Central and Eastern Europe is only slightly higher than the NER of developing countries as a group, while the NER for countries in transition – encompassing a larger area than Central and Eastern Europe – is even lower. Within the developing world, the Arab States and the countries of South and West Asia have NERs close to 80%, although both regions have serious gender gaps (see discussion under Goal 5).

Very serious enrolment problems occur in the Arab States and, in particular, in sub-Saharan Africa (where NERs are, on average, less than 60%). Although there have been reporting problems for these data, in these regions net enrolments appear to have either faltered or scarcely increased during the 1990s. Where average enrolment rates are low – given that they are often much lower in the most problematic sub-regions – going to school can become an exception rather than the norm. Figure 2.6 shows the variation of NERs, which is wide, particularly in the above two regions. Table 2.5 also indicates the heavy concentration of countries with NERs less than 70 in sub-Saharan Africa (18 of the 25 cases) and, to a lesser extent, in the Arab States. In some of these countries only a minority of children attend school, and of those who do, many live in a home environment where support for learning is lacking, and in communities which have great difficulty in sustaining their schools in quantitative and qualitative respects.

Enrolment vs. attendance

One problem in assessing participation in primary education is that official statistics (the basis for calculating GER and NER) include only the numbers of children who are formally registered as pupils, even though it is not certain that they actually attend school. Information on attendance rates is needed to analyse this issue. However, most information available on these indicators is gathered through household surveys, and not on a regular basis (Huebler and Loaizia, 2002). Table 2.6 shows such results for 40 African countries, and compares these data with the NERs for 25 of them. It indicates that the estimates of attendance are usually lower – and in some cases much lower – than the NER statistics, based upon enrolment data supplied by governments. Seventeen of the 25 household survey attendance rate estimates shown in the table are lower than the corresponding NER estimates – on average by 14%. Clearly this questions the reality of enrolment statistics in a good number of countries, where many pupils may register at the beginning of the year, but do not subsequently attend on a regular basis.

Access to primary schooling

It will be clear from the foregoing that the characteristics of children who enter the first grade of primary schooling have a very important influence upon the size of the system and upon its age characteristics. They also provide one important influence upon the differences that emerge between GERs and NERs. If children enrol in school late, and do not drop out of school, they will emerge as being over-age in the higher grades.

Figure 2.7 shows the gross intake rate (GIR) for 101 countries in 1999. The GIR expresses the total number of children entering school in a certain year regardless of their age, as a proportion of the total number of children in the country who are at the official entry age. The GIR can be higher than 100% if older children enter (in theory, but predominantly not in practice, this is also true of younger children). In 1999, some 59 countries had a GIR greater than 100%.

A comparison between Figure 2.7, which shows the variation in GIR, and Figure 2.4, which shows the variation in GER, points to two distinct phenomena. In Central and Eastern Europe and in North America and Western Europe, GIRs fall within a narrow band. This means that schools in these regions take in children at the proper age. However, the variation in GERs shown in Figure 2.4 for these regions is wider, because grade repetition and drops out are influencing enrolment to different degrees in the various countries. Latin America and the Caribbean also have greater variation in GERs than in GIRs, while the reverse is the case for South and West Asia.

The net intake rate (NIR) adjusts for the age of children entering school. The NIR is defined as the number of children entering school at the official entry age as a proportion of the total number of children of that age in the population. Figure 2.8 shows that countries where a high proportion of entrants are admitted at the official school entry age also tend to have high NERs, and vice versa. The ways in which over-age entry and repetition interact to produce large gaps between the GER and the NER are indicated in Table 2.7. Of those countries with more than a thirty-point GER-NER gap, most had a high intake of children who were outside the official entrance age (GIR-NIR gap), a large proportion of over-age children enrolled, and a relatively high proportion of repeaters. Clearly, if one of the criteria for UPE is that of achieving NERs at or close to 100, only those countries with high net intake rates will be able to achieve the goal.

Survival in school

The school survival rate is the proportion of a cohort of pupils enrolling in Grade 1 who stay in school up to a given higher grade. The survival rate to Grade 5 is particularly relevant, since the successful completion of at least four years of primary education is considered an important threshold. The indicator measures early drop-out. It tells us about children who leave school before reaching Grade 5, and who may subsequently relapse into illiteracy.

Figure 2.9 shows the relationship between GIR and survival to Grade 5. It indicates that those countries with very high rates of over-age enrolment in Grade 1 tend to have high rates of drop-out before Grade 5. Some countries, such as Uganda and Equatorial Guinea, having survival rates of 45% and 16%, respectively, illustrate how education systems with large numbers of over-age entrants have difficulty in keeping children enrolled. Problematic in a different way are systems which have high survival rates, but which – like those in Djibouti, Burkina Faso and Niger – serve only a small proportion of the age group. There is, however, a strong concentration of countries with GIRs between 80% and 120% having survival rates of between 75 and 100%. Again, it seems that the age of entry is influential in helping to secure some of the important intended outcomes from the schooling process.

Out-of-school children

The number of out-of-school children, as well as the trend towards it, depend both on the level of the NER and the size of the school-age population. Thus, regions like South and West Asia and sub-Saharan Africa still see their numbers of out-school-children growing, even where NERs are rising, because of the continued impact of high rates of population growth. There were 115.4 million children out of school worldwide in 1999 (a slight increase on the previous year’s estimate of 113.6 million).
 An estimated 56% of them, in both years, were girls; 94% of these children were living in developing countries. Least developed countries alone accounted for over one-third of this share, while 47% of out-of-school children were concentrated in the 9 high population (E-9) countries. Figure 2.10 shows their distribution across regions, which indicates that just over one-third of the children were in sub-Saharan Africa, with a further third being in South and West Asia.

Compulsory schooling

As the wording of the goal suggests, it seems straightforward to expect that a government that genuinely expected to provide sufficient school places for all, and intended that these should be fully utilized, would introduce legislation to make schooling compulsory for the relevant age group. In fact, such legislation is widespread, typically stipulating both the minimum duration of school attendance in years and the ages during which it should occur. Table 2.8 shows that, during recent decades its incidence has substantially increased. In 1965, 80% of all independent countries had passed such legislation; by the year 2000, even though the number of independent nation-states had increased sharply, fully 91% of all independent countries had passed compulsory school legislation. One region – Central Europe and the former Soviet Union – fell back from complete coverage in the last few years of the century. This was a reflection of the number of new states that were established during the 1990s, and the volume of new legislation that this required. The region is expected to move back towards 100% over the next few years.

Elsewhere, progress was steady and strong. In Latin America and the Caribbean, and in Western Europe and North America, all countries have had compulsory schooling laws in effect throughout the period under consideration, including newly independent ones. In the Middle East and North African region, and in Asia, the percentage of countries with such legislation increased from 70% to 80%–85%. Especially noteworthy is the impressive expansion of compulsory schooling in sub-Saharan Africa. While in 1965 just over half (54%) of the 24 independent countries had laws compelling school attendance, by 2000 some 90% of the 48 independent countries had instituted such legislation.

Among those countries having passed compulsory attendance laws considerable national differences are apparent in the number of years children are required to attend school. In some countries this is as few as 4 or 5 years, while in others the legislation mandates as many as 12 to 13 years. Table 2.9 shows that the global mean duration of compulsory education has, over the past 35 years, increased by 1 year: from 7.2 in 1965 (n = 86) to 8.2 in 2000 (n = 169). Increases are reflected in all world regions except sub-Saharan Africa. The latter may reflect the changing composition of countries from which the regional mean was calculated, or an inability of some countries in this region to mobilize the necessary financial resources. 

It will be noted that both the incidence of legislation and the length of attendance required are less in Africa and Asia than in Latin America. Moreover, its average duration in the industrialized countries, which all have compulsory schooling, is almost 10 years – much higher than elsewhere. The question arises therefore as to whether there is any relationship between the non-enactment of legislation and the incidence of low enrolment ratios caused by low demand for schooling. If so, the act of legislating could be expected to bring a pay-off in terms of increased enrolments. 

This question raises complicated issues about the interaction of the supply of and the demand for school places, which will not be fully explored here. However, what can be said is that a surprisingly large number of countries with low net enrolments have laws making primary- school attendance compulsory. For example, there are 31 countries with primary NERs less than 75% having such legislation.
 Twenty-one of these countries are in sub-Saharan Africa, and they include 6 countries where fewer than 40% of children in the primary-school age group were enrolled in 1999. Furthermore, Table 2.10 reveals the rather surprising fact that in sub-Saharan Africa and the East Asia/Pacific region, the 9 countries without compulsory schooling legislation have significantly higher net enrolments than those with it. Clearly, a number of countries have found that legislation was not decisive in achieving universal participation in schooling. Where large numbers of children do not attend school because there are insufficient places available, it is difficult for the law to insist that attendance should be compulsory for those who do not seek it. The evidence from industrialized countries suggests that compulsory schooling legislation does promote continued high levels of enrolment, once sufficient numbers of places are genuinely available. Where the coverage of school systems remains partial, such regulations may often be of little help.

Box 2.2. Measuring and monitoring UPE

The wording of some of the Dakar Framework goals can be interpreted in different ways, raising questions as to how progress should be monitored, and what should count as successful achievement. It is perhaps most marked in the case of the goal for universal primary schooling (UPE): ‘Ensuring that by 2015 all children, particularly girls, children in difficult circumstances and those belonging to ethnic minorities, have access to and complete, free and compulsory primary educatio of good quality’. The wording of the Millennium Development Goal for primary schooling is consistent with this, but more direct: ‘Ensure that, by 2015, children everywhere, boys and girls alike, will be able to complete a full course of primary schooling.’

The most demanding interpretation of both of these formulations – implied by their reference to completion – would be that, by 2015, all children in the relevant age-cohort should be enrolled in, and complete, the final year of primary schooling. This would require universal Grade 1 enrolment in 2009 (for six-year cycles), with neither drop-out nor repetition occurring as the cohort progressed up the primary system. It would also seem to require that in each subsequent year from 2009, the same enrolment parameters should apply. Otherwise, it would not be possible for all children to be enrolled in the year 2015 and to be able (in due course) to complete primary school. By 2015, under these circumstances, net (age-adjusted) completion rates, GERs and NERs would each be 100.

A second interpretation would be that all eligible children should be enrolled by 2015, and that they should all eventually complete – but not necessarily within the six-year period implied by the duration of the primary cycle. This would require NERs of 100, but it would allow the possibility of repetition (though not of drop-out). Thus, GERs could be greater than 100, and completion rates need not be 100, in net (age-specific) terms by 2015: it might, for example, take children seven or eight years to complete a six-year cycle, if repetition rates were high. On the other hand, if repetition rates were fairly evenly spread throughout the system, gross completion rates could be expected to be close to 100.

A third, and less demanding, interpretation of the goal would be that primary GERs should be at least 100 by 2015. This criterion has frequently been used in the past to indicate the attainment of UPE. It would indicate that a school system had the capacity to enrol all eligible children, and to allow them to complete, even if some school places were occupied by older children who had either enrolled late, or who were repeating a year. Thus, the capacity of the primary-school system to secure NERs and completion rates of 100% would be in place, but specific values for these parameters would not be not implied.

Finally, the least challenging interpretation would be that, from the year 2015, all children should be able to join and (subsequently) complete primary schooling. This would require universal Grade 1 enrolment in that year, with negligible drop out thereafter. It would carry no implications for the levels of either the GER or the NER in 2015. It would, however, mean that in each successive year the cohort with universal enrolment would increase by one grade. Six years later, the NER would be 100 and it would be equal to the completion rate at that time.

The indicators selected by the international community for the purpose of monitoring progress towards the Millennium Development Goal for primary education are the achievement of NERs of 99%, and Grade 4 completion rates of 99% by 2015. These conditions are closest to the second interpretation of the meaning of the goal, although they are not exactly consistent with it. The modal length of primary systems is six years, not four. So universal completion of four years by 2015 imposes the first or second interpretation of the goal (depending upon whether completion is measured in gross or net terms) for the first four years, but not for the last two. However, the requirement that NERs for the whole of primary schooling should be 99% in that year effectively means that completion rates in the final two years would also need to be at similar levels. It has recently been agreed that the UNESCO Institute for Statistics (UIS) will amend the existing indicator on cohort survival to Grade 5. Instead of expressing the number of children entering Grade 5 as a proportion of those who started four years earlier, they will be shown as a percentage of the population of Grade 5 age. It is intended to use this as a proxy indicator for gross completion rates. Thus, the indicators selected for the purpose of monitoring the goal effectively (albeit not quite literally) adopt the second interpretation of its meaning.

It is clear that no single statistic is adequate for monitoring the achievement of UPE. The completion rate focuses upon only one year of the primary school system. Thus variations in enrolment over the previous five years (of a six-year system) are ignored, and the statistic would fail to give warnings of enrolment decline in times of adversity. Equally, where expansion had been very rapid, both the capacity of the system and current enrolments in grades below the final year would be much higher than the completion rate could suggest. In such circumstances, therefore, the completion rate would provide a very conservative estimate of the coverage of the system. Although in one sense, time series information on the completion rate would provide a picture of the development of the primary system, it would do so with a five-year lag. Thus, it needs to be supplemented both by the GER, which indicates the capacity of the system and includes those pupils who are outside the primary school age-group, and by the NER, which is the only statistic which indicates the extent to which the target population is actually enrolled in school.

There are three other conditions associated with this goal, in its Dakar formulation. These are that primary schooling should be free, compulsory and of good quality. Interpretations of the last two of these are discussed under Goals 2 and 6. The interpretation of ‘free’ schooling is less straightforward than it might at first seem. Schooling costs often include fees, other direct costs, such as books and uniforms, and indirect costs, such as the loss of child-labour time, which are particularly important for many poorer families. Thus, while fees are only part of the schooling costs faced by households, removing them is usually taken to be a sufficient condition to make schooling free.

Goal 3

Learning needs of all young people and adults

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

The monitoring of this Dakar goal presents major conceptual and methodological challenges which this Report is in no position to address. Nevertheless, it is important to identify some of the issues to which future reports will need to respond.

By its very name education for all is not age specific. The World Education Forum was very clear that all young people and adults must be given the opportunity to gain the knowledge and develop the values, attitudes and skills that will enable them to develop their capacities to work, to participate fully in their societies, to take control of their own lives and to continue learning. This is Dakar’s interpretation of learning needs and life skills and defines a vast territory of educational activity.

It is a domain that is rarely encompassed by a single policy or managed by a unitary authority. It has numerous providers, many of them small and locally based, and it is characterized by a mix of formal, non-formal and informal provision. The new communication technologies are proving instrumental in expanding learning and opportunities and diversifying ways of learning. It is an area too where there is a rich conceptual debate, including on the meaning of life skills and in the search for meaningful indicators. And there is major overlap with the Dakar goal on literacy.

This Report takes a very preliminary look at the diversity of provision, and at the problems of measurement. It makes no attempt to resolve the conceptual challenges beyond noting that the meaning of life skills is open to a variety of interpretations (see for example Box 2.3). One approach is to define skills that should enable to people to live safer, healthier, and more economically and socially productive lives. The next section offers some examples in this regard.

Box 2.3. Visions of life skills, South and North

The Ministry of Education in Zimbabwe issued the following statement regarding the education for skills with which people should be provided: ‘[This is] an education which is holistic in nature, which equips an individual to live constructively and wholesomely in the community. The survival kit includes the development of interpersonal and social skills such as those related to health and civic education; functional literacy and numeracy skills; basic physical, technical, scientific, information and communication skills that will enable an individual to manage his/her social and physical environment and also co-exist in a global and competitive world.’

The Organisation for Economic Co-operation and Development (OECD) developed the following definition of ‘generic skills’ under the DeSeCo project:

· acting autonomously and reflectively (self-motivation, creativity and problem solving);

· using tools interactively (communication, physical dexterity and IT); and

· joining and functioning in socially heterogeneous groups.

In many industrialized countries, life skills refer to more generic cross cutting skills, such as communication, problem-solving and team working. Whereas these skills may be seen as universal, their elucidation and application in different societies is not as straightforward as some models may suggest.

A more powerful approach may be to build on the human capabilities argument set out in the previous chapter, conceiving the development of life skills (be they technical or generic) as the means of gaining access to resources that enhance the choices and freedoms which lead to a better life. In turn this implies a focus on people to whom learning opportunities are frequently denied: particularly the growing number of young people and adolescents for whom life chances are restricted by the lack or limited nature of their school education.

Box 2.4. Farmers’ schools in Asia

The Farmers’ Schools were first established in the 1980s as a way to disseminate good agricultural practices and correct use of pesticides. However, since that time their role has expanded to cover almost all of the domains covered by the term ’life skills’ and, in some places, they have now been designated Farmer Life Schools.

It was discovered that many of the life problems encountered by rural families could be explained in agricultural terms. For example, the use of pesticides to eliminate plant disease became a model for discussion of health awareness and the elimination of human diseases such as HIV/AIDS. The need for labour on the farm could be related to family planning issues.

In Cambodia, such an approach has been formalized as Human Eco-System Analysis (HESA). With this tool, farmers assess threats to their livelihood, and sort related influences into six categories: economy, health, education, social relations, culture and environment.

World Education, an NGO which has sponsored many of these farmers’ schools, has linked their curriculum to generic skills including literacy, oral fluency, self-confidence, leadership, critical thinking and problem-solving. Thus the Farmers’ schools demonstrate a clear strategy linking generic skills with a more operational application, all in a life skills framework.

Source: C. Shrestha, Sustainable and Transferable Learning Abilities: Building Experience from the Field, 
paper presented at Policy Dialogue on Adult and Lifelong Learning, Hyderabad, April 2002.

Learning programmes for youth and adults: a world of diversity

Learning programmes for young people and adults are characterized by diversity in the nature of their provision, organization and governance, by their terminology, and by their approach to monitoring and evaluation (Oxenham, 2000). Effective programmes are likely to respond to both the intellectual curiosity of the learner and to the demand for a better life.

A comparative study of Senegal, Guinea, Uganda and Kenya, found that adult education programmes are more likely to succeed if the acquisition of literacy is an integral part of activities designed to improve livelihoods, rather than the other way around (Oxenham et al, 2001) (see also Box 2.3). The participants, all poor, and most of them women from rural areas, needed clear, concrete and immediate reasons to enrol and persevere. Learning about credit and small-business management was more successful when access to credit was part of the programme. The lasting acquisition of newly won skills was demonstrated by the confidence of the participants and their willingness to take new initiatives to develop their cooperatives and their own livelihoods. In projects run by Pact in Nepal training for more sustainable livelihoods is also combined with social and political activity (World Bank, 2002e).

In a similar way, some programmes for the integration of immigrants into OECD countries, aim at bringing people quickly to the minimum literacy level required for a certain job, instead of beginning with extensive language training. Through frequent contacts with others and the immersion in work and society, the further acquisition of language skills is facilitated.

Better health is a significant trigger for learning. UNICEF has found that programmes designed to prevent and combat HIV/AIDS will be more effective when they are embedded in broad based programmes of personal and social development encompassing generic skills such as communi​cation, negotiation and other interpersonal skills; information gathering, critical thinking and decision making; self-awareness, coping, assertiveness and handling emotions.

Care for the environment is another avenue into learning, and here synergy with local knowledge is an important theme. Many communities possess valuable expertise and mechanisms for coping with local environments. Similarly, learners experience the changing environment first-hand, and build on knowledge that has accumulated for centuries.

In Fiji, an association of traditional healers, nurses, environmentalists and community educators are promoting the use of safe and effective traditional medicines and the conservation of medicinal plants. The goal is to preserve important knowledge and assets and develop new ways to generate income from old traditions. A Philippines project to develop sustainable fishing techniques is an example of how scientific knowledge merges with local know-how.

Gender and family life are themes where the learning of practical and generic skills goes hand in hand with the acquisition of literacy. A project in India (see Box 2.5) illustrates how raising women’s awareness of their disadvantages, educating them about their rights and helping them shape their own lives provides skills as practical as operating and maintaining water pumps, with a generic skill such as interacting with authorities, and with literacy.

Box 2.5. Empowering women in India

Mahila Samakhya aims to help poor rural women become more active in shaping their lives and environments. The programme is run by women activists and mechanics, and it combines literacy teaching with practical skills and training such as water pump maintenance.

Training women as hand-pump mechanics has helped them build confidence, increase mobility and break stereotypes. It has also increased their capacity to deal with authorities, demand basic necessities and information from authorities, and lobby government for change.

The programme has a community participation approach that starts with women’s experiences in their own communities and then gradually introduces them to basic education and literacy teaching. Thus instead of offering education and literacy as a cure for their problems, it begins by affirming women’s existing knowledge and skills; initiating a process of critical questioning and analysing with regard to issues such as survival or discrimination within the family; and promoting a new and active role for women in their communities.

The project is guided by the understanding that adult learning is not just about transferring skills, but also enabling women to use their skills and negotiate more effectively.

There is an important secondary function to programmes responding to the learning needs of women. Their level of education is a critical influence on the learning achievement of their children (see Goal 6 of this chapter, below, on education quality). Furthermore, programmes that address mothers and young children simultaneously have a positive impact on both, as is shown in Box 2.6 (below) and also under Goal 1, on early childhood care and education.

Box 2.6. Mother-child training programme in Turkey

This programme, which is being implemented in fifty provinces in Turkey, is intended to create a more literate family environment for both parents and children. Training for the mother consists in two different activities: one is designed to foster cognitive development of the child, and the other gives support to the mother in fostering the socio-emotional and personality development of the child.

The programme has been extended to include reproductive and family health, aiming not only to upgrade the pre-literacy and numeracy skills of the child, but also to increase the literacy of the mother. These goals, in turn, support a more functionally literate society.

The programme shows that there are effective ways besides formal education to shape individuals’ level of literacy and life skills. It also raises questions about the role of literacy environments and family literacy.

Programmes on family life typically address family planning, child care, adolescence, disease (especially HIV/AIDS) and death. Not unlike the Indian case, a programme in The Gambia targeting both women and girls sets these family issues in the wider context of the ability to make decisions independently (UNDP, 1998).

Monitoring progress

The monitoring of the Dakar goal at the national and international levels presents a a major set of methodological problems which are akin to those described in the section on early childhood care and education. First, there is a need to get a better of understanding of exactly what is taking place in terms of programme provision. A comprehensive picture of who is doing what in support of the learning needs of adults and young people requires well developed typologies that include coverage of programme theme, objectives, duration, frequency and delivery methods.

Second, data on participation is particularly important if access and opportunity is to be assessed. Household surveys are a potentially important source of information in this regard. Third, and much more challenging, are assessments of how learning outcomes impact on people’s lives and livelihoods. This requires an understanding of the knowledge that has been gained and the skills that have been learned. A study from Cambodia provides an interesting insight (see Box 2.7).

Box 2.7. Assessing life skills in Cambodia

In 1999, the Government of Cambodia, UNDP and UNESCO Cambodia conducted a comprehensive literacy assessment of the country’s population aged 15 and over. One element of the assessment evaluated life skills, using three levels of achievement:

· basic: the ability to tell the time from a clock face;

· medium: the ability to understand the address on a letter, a bus schedule with prices, a television schedule, arrangements for a meeting, and identifying their province on a map;

· self-learning: awareness of how to prevent HIV/AIDS, and filling in a civil request for marriage.

Overall, 37% of respondents were classified as literate. Of those who were literate, 11% attained basic level, 64% reached medium level and 25% were considered self-learners. Separate results were not reported for the life skills element of the tests.

Source: Kingdom of Cambodia (2000).

The Cambodian survey is one example of international interest in the direct assessment of literacies and human competencies. In the industrialized world there are a growing number of international surveys designed to draw cross national comparisons, for example, the International Adult Literacy Study (IALS, data collection 1994-1998) and the Adult Literacy and Life Skills Study (ALLs, data collection in progress). A number of Latin American and Caribbean countries participate in ALLs. The first study addresses (functional) literacy among adults, whereas the latter also examines some generic skills. The IALS has proved to be very relevant for policy purposes. Since background characteristics of respondents are known, it is possible to trace the impact on competence of factors such as gender, social-economic status, work experience and, not least, education and training.

The application of skills assessments in countries where large numbers of people are working in the subsistence and informal sectors is a challenging task, given the highly contextual nature of most programmes. Cooperation on a regional basis, between countries with sufficient similarities, is one way forward. 

There is also a need to monitor the provision and management of programmes. With the support of UNESCO, and in collaboration with partner agencies, a number of pilot projects aimed at developing a non-formal education management information system (NFE-MIS) and the corresponding monitoring methodology are taking place in some countries (see Box 2.8, below). The strategy is to spread the basic NFE-MIS system to a growing number of countries and local districts, while building operational capacities and gathering feedback to improve methodology and tools. The UNESCO Institute for Statistics (UIS) will gather core NFE data from countries and disseminate NFE indicators for use in policy-making at both international and national levels.

Box 2.8. NFE-MIS Pilot Projects

UNESCO and local partners in Cambodia, India and the United Republic of Tanzania are developing and field-testing a set of international methodologies and software for establishing a Non-Formal Education Management Information System (NFE-MIS). The system is designed to collect, process and analyse data, produce and disseminate directories, and manage information at the national and sub-national levels. The system will be used to develop policies, plan and coordinate programmes, and inform and motivate potential learners.

A basic NFE-MIS technical package is being field-tested in the pilot countries. It includes: a general manual on NFE monitoring concepts and methodologies; a handbook for developing district-level monitoring; and a database demonstration software for use in advocacy and training, which can be eventually adapted and used in processing NFE monitoring information.

This innovative programme balances two related demands: the need for a practical, internationally applicable approach to NFE monitoring that generates meaningful and reliable information for use at the international and national levels; and the need for flexible methods and tools for managing information on NFE activities at the local level. By involving governmental agencies and NGOs in building a common NFE monitoring system and database, this programme helps build partnerships and civil society involvement that are the key principles of the Dakar Framework for Action.

Goal 4

Adult literacy

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

Both the World Conference on Education for All in Jomtien in 1990, and the World Education Forum in Dakar in 2000 firmly underlined the importance of literacy for the development of the individual and society. To be able to read, write and calculate has been acknowledged as a human right. These basic skills are needed to build and sustain a livelihood and to participate in society, and are a stimulus for further learning. However, in the decade following Jomtien, international attention and action focused heavily on getting children into school, and there is evidence that there has been a similar trend since Dakar. At a conceptual level over the same period, there has been considerable progress in the understanding of and attitudes towards adult literacy. Literacy is now understood as a structural phenomenon and a social practice (see Box 2.9). Similarly, where literacy used to be viewed only as an individual skill, it is now seen in the context of broader educational and socio-economic interventions. The task can be seen less as eradicating illiteracy and more as creating increasingly literate environments and learning societies.

Box 2.9. Literacy and ‘literacies’

Literacy is no longer seen as a singular concept, but rather as plural ‘literacies’. These literacies differ according to purpose, context, use, script, language and institutional framework. As individuals we all use multiple literacies – for example, for work, for personal matters, in different languages, and so on. Within any community there will be a range of literacies – understanding what these are and how they are structured is important for negotiating whether and how literacy might be acquired.

Literacy, as communication involving the use of text, is now understood as one of a number of communication practices which societies adopt to meet their needs. As such, it functions alongside orality, mass media, electronic forms of communication and so on. Both in the industrialized and developing world literacy as a communication practice also serves the purposes of livelihood; in fact literacy is almost always embedded in other purposes – social, cultural, economic, religious. Thus literacy is frequently acquired alongside other life skills, as was noted in the previous section, and enhances them.

Situations vary greatly in the proportion of the use of literacy as a communication practice from one context to another – which is why the old hard and fast distinction between literate and illiterate is breaking down. The focus today is on the spectrum of literacy practices in the broader context of communication, on how far people participate in such practices and on what opportunities they do and do not obtain through such participation. This understanding affects the use of terms. In this section ‘illiterate’ and ‘illiteracy’ are used in the technical sense of a low use of literacy, often expressed as a percentage of the population not able to interact adequately with their wider society through literacy. These terms say nothing about communities’ or individuals’ ability to engage in other kinds of communication practice, nor do they imply the pejorative connotations with which those terms have often been associated in the past.

This section will look primarily at the development of adult literacy at the macro-level: global, regional and national. It will address literacy as an outcome of learning, rather than focus on literacy programmes. Some examples of current literacy work will be given, and the section will end with a consideration of literacy assessment.

Development of adult literacy

Although there are no widely available data on literacy that are more recent than 1999/2000, it is possible for a fair number of indicators to assess progress from 1990–1999. This permits rudimentary projections – not forecasts – of the situation in 2015, under the artificial assumption that policies and contexts do not change. Differences in the ways in which countries gather data on literacy mean that caution is needed in the interpretation of the indicators.

The macro-level assessment will show principally that promoting literacy against the backdrop of population growth is like rowing against the current: possible but challenging. In all regions, the literate population is projected to grow in relative terms, even though the pace of growth is not yet sufficient to meet the goal of a 50% improvement by 2015. In the least developed countries, absolute numbers of illiterates might even rise, which urges immediate action. However, a significant number of countries demonstrates that meeting this Dakar goal is feasible.

Global level

Figure 2.11 charts the development of the proportion of literate men and women (over age 15) of the adult world population. It shows that progress is undeniable but slow.

Past decades saw steady growth of the literate share of the adult world population from roughly 70% in 1980, 75% in 1990 to 80% in 2000. But a closer look tells us that there is a slightly slackening pace, so acceleration is needed to meet the Dakar goal. Halving the illiteracy problem at global level by 2015 would mean a further growth to 90%, where the actual result would be 85%, assuming that policies and contexts do not change.

In absolute numbers, the gains appear even more modest. In 1980 the world numbered approximately 870 million illiterates. This number grew to 880 million in 1990, as the reduction of illiteracy did not keep pace with population growth. Around 2000 it was down to roughly 860 million. At this pace, the figure for 2015 would be around 800 million, which would be far above the target.

Figure 2.12 illustrates how population growth (broken down by sex) and the promotion of literacy interact.

Finally, figures 2.11 and 2.12 both show that illiteracy at world level is much more widespread among women than among men. In 2000, close to two-thirds of all illiterates were female, and the gap is closing exasperatingly slowly.

Regional level

In Figure 2.13 the world trend in the adult literacy rate is broken down for developing regions and shows that sub-Saharan Africa, the Arab States and North Africa, and South and West Asia have come a long way, starting from an adult literacy rate of 40% in 1980. These regions made immense progress, all the more so in light their high rate of population growth. In absolute numbers, illiteracy increased in all three regions during the 1990s. And together they accounted for 65% of the world’s illiterate population in 1990. That figure increased to 70% in 2000, and it will move towards 80% in 2015. Adult literacy rates in these regions now hardly reach 60%. An acceleration will be needed to avoid a level of only 65%–75% literacy in 2015 – the target is 75%–80%.

The curves for East Asia and Pacific, and especially for Latin America and the Caribbean, reveal another problem: the closer countries approach the goal of universal literacy, the more difficult it is to reach and educate the final groups of marginalized people. And the resources needed to include them in literacy programmes tend to rise accordingly. So in these regions, too, we observe a slackening pace.

Within all regions, literacy rates are higher among men than among women, although the gap is tending to close in all cases, as is shown in Figure 2.14.

Literacy by development status

Figure 2.15 once again shows the world trend in adult literacy broken down for development status in this case: least developed, developing, and developed countries and countries in transition. The data are also separated by gender.

Not surprisingly, the problems appear to be most pronounced in the least developed countries, where there is also high population growth. It is here in particular that the relative numbers of illiterates are decreasing, and even at a fairly steep rate, but this decrease is combined with increasing absolute numbers of illiterates. The absolute numbers of illiterates in least developed countries rose from 165 million in 1990 to 185 million in 2000, and are heading towards a level of 207 million in 2015, if trends in adult literacy acquisition and population growth do not change.

Box 2.10. Regional collaboration moves literacy forward in Caribbean

Cuba’s Literacy and Mass Communication Media project received an honourable mention for the King Sejong Literacy Prize – a UNESCO literacy award – in 2002 for cooperation with neighbouring country Haiti. The project was the joint collaboration of Cuba’s Ministries of Education, and Youth and Sports, together with Haiti’s Ministry of National Education. At Haiti’s request Cuba signed an agreement to help tackle the huge literacy challenge in that country. Only an estimated 8% of girls and boys complete secondary school. This South-South collaboration builds on Cuba’s own experience in increasing literacy rates.

Radio – a way to reach many

Radio has been used in many countries to bring literacy and development information to places where more formal face-to-face teaching methods are not possible. However, this project did not take use of radio for granted. Surveys were carried out to find out where the radios were located, who listened to them and at what times, as well as establishing literacy and schooling rates. The key issue of power supply was also investigated. Owing to the lack of full national coverage, some areas of Haiti could not use a radio-based approach – here monitors used cassette recordings.

Once the feasibility was established, a small pilot project was carried out to test the materials. These consisted principally of a learners’ guide and a monitors’ handbook, using Creole, the local language.

Training – the key

In order to be sustainable, literacy work requires a heavy investment in training. Trainers of trainers must be available, as well as adequately trained administrators and managerial staff.

Cuba’s main contribution was organizing training in all aspects of the project. This included not only monitors in communes and neighbourhoods, but also survey researchers, coordinators and supervisors. Radio was used in the training of monitors, along with written materials.

Outputs

The goals of this project were nothing less than raising the literacy rate across the whole country, with a clear emphasis on bringing literacy provision to where the people are, whatever their socio-cultural or physical environment. Since the start of the collaborative project in 2000, the outputs by December 2001 were as follows:

· 6,250 people reached with literacy provision;

· 
publication of 300,000 copies the of learners’ guide Apraun;

· 
publication of 10,000 copies of the monitors’ guide Anseye;

· 
recording of 52 radio classes for reading, writing and numeracy;

· training of more than 10,000 monitors;

· design of 62 radio classes for teaching French as a second language; and

· 
preparation of learners’ and monitors’ handbooks for French as a second language.

Source: UNESCO (2002d).

National level

A systematic overview of the state of affairs and developments in individual countries requires some form of categorization. In Table 2.11, countries are grouped in terms of their adult literacy rate: <50%, 50-70%, 70-90% and 90-100%. The groupings show the results for both 2000 and for the projected score in 2015, assuming once again that policy and context does not change for the country.

It can be observed from Table 2.11 that a substantial proportion of the countries is projected to ‘graduate’ to a higher category in the efforts towards the Dakar deadline. This concerns the countries in the cells headed by Benin, Algeria and Albania. The situation is worrisome for the Comoros, Egypt, Eritrea, India and Liberia, and in particular for Burkina Faso, Mali, Mauritania and Niger. In these countries, no major improvement is expected while literacy levels are at present below 70% or even 50%. In fact, the phenomenon of rising absolute numbers of illiterates is likely to persist in these – and some other – countries.

According to the Dakar goal, countries should achieve a 50% improvement in levels of adult literacy by 2015. In other words, the literacy gap that existed in 2000 should be halved. The final section of this chapter examines which countries have been making the progress needed to do so in the past decade.

Another indication of country problems is to determine which countries have the largest absolute numbers of illiterates (although this is of course mediated by the size of the population). Figure 2.16 shows the shares in the world illiterate population of the nine countries with the highest numbers of illiterates. All but one (Ethiopia) belong to the E-9 group of high population countries.

It can be noted that the expected changes in the percentages between 2000 and 2015 are limited, except for China. Of the nine countries, China and Indonesia are projected to meet the Dakar goal and approach universal literacy; the latter also holds for Brazil.

Box 2.11. Literacy for women and girls in Pakistan

With a female literacy rate of only 28%, Pakistan faces a huge challenge in providing education for all. The Bunyad Literacy Community Council (BLCC), an NGO based in Lahore, has been adapted by the Pakistan Literacy Commission for the promotion of non-formal education in Pakistan. In 2002 BLCC won one of the two King Sejong Literacy Prizes (given by UNESCO) in recognition for its pioneering efforts and innovative approaches. Over the nine years since BLCC started, in 1993, it has developed 2,808 non-formal education centres in 1,886 villages. Partnership is one of its fundamental principles, putting decision-making power into the hands of local village and family committees.

The programme focuses especially on girls and young women who are excluded from education. Many of them work in the carpet and football-stitching industries as child labour. The programme has had significant success in bringing children, boys as well as girls, out of child labour into education.

BLCC works with the community from the outset, well before the start of any teaching. Staff work with existing NGOs, undertake consciousness-raising and motivation work and stimulate interest at village level in starting a non-formal education centre. Only after a local woman has been selected as teacher, local village and family committees have been formed and thirty children have been selected does the teaching begin. Materials are prepared which focus on health and hygiene, reproductive health issues and environmental issues.

BLCC’s three general objectives are:

· 
to utilize non-formal channels to increase women’s participation and reduce drop-out rates at the primary level;

· 
to provide social protection to working children and rehabilitate them; and

· 
to be the springboard for social development activities in the rural communities.

A programme of such size requires careful management. At village level, the teacher and committees are responsible, but at higher levels a system of centres and groups of centres has been devised. A total of 78,776 learners have participated in the programme, about 75% of them girls and women.

Source: UNESCO (2002i).

Youth literacy

One of the most powerful drivers for the eradication of illiteracy is, of course, the expansion of primary education. As Figure 2.17 illustrates, youth literacy rates are well above adult literacy rates, and it is just a matter of time before the two finally converge.

In the light of this figure there are, however, three important reasons not to assume that adult literacy will simply fade away as schooling expands.

· First, as the figure shows, even youth literacy is not projected to become universal by 2015, because there is no guarantee that the goal of universal primary education will be achieved in the upcoming years. Too many children miss out on school, and too many who do attend school do not become literate. Furthermore, the gender gap for youth literacy will close only slowly. In fact, there were 140 million illiterate young people in the world in 2000 (86 million of these were female), whereas this figure only drops to 107 million by 2015 (67 million female) at the current rate of growth in access to basic education.

· Second, the gains in the quality of education for which the Dakar goal is aiming will need to be fully realized if the numbers of adult illiterates are not to be swollen by school-leavers and school drop-outs, for whom the system has failed to provide an adequate level of literacy.

· Third, if policies do not address youth and adult literacy simultaneously, many school children will grow up in a home situation where illiteracy is still the norm. Policies will be ineffective – and indeed cynical – if they do not address adult literacy. Even if huge strides are made in child and youth literacy, it would not be right to consider the present adult illiterates as a problem that will simply fade away in time.

Literacy assessment

There is broad agreement that improving the assessment of literacy – both indicators and methods – is a priority in the implementation of the Dakar goals, and in the forthcoming United Nations Literacy Decade (2003–2012), which will be an integral part of EFA efforts. As the Dakar Framework directs, assessment should track not only the increase in numbers and percentage of literate people, but also the graduation of literate people into higher levels and additional practices of literacy (e.g. languages, life skills, health and nutrition, technologies, science, etc.).

With the spread of interest in conducting literacy surveys that actually test and measure the literacy level of the population, UNESCO, in collaboration with the World Bank and other partner agencies and expert networks, is currently exploring how best to support such literacy measurement initiatives. At the national and international levels, this implies the identification of typical literacy scales, practices and criteria, and ways and means to apply them in national contexts and local environments so that the resulting literacy indicators can be meaningfully understood by stakeholders ranging from policy makers to the general public. Today most countries use a ‘functional definition’ of literacy in national assessments – one that captures the ability of people to use literacy to carry out everyday tasks. However, these common tasks vary according to local context, culture and requirements, which may not make the results strictly comparable between one place and another.

It has been proposed that work to improve literacy assessment should draw upon the latest advances in measurement theories, practices and experiences, such as those of the IALS, and should at the same time take full account of diverse cultural and linguistic contexts in making literacy assessments meaningful and cost-effective for implementation in developing countries. Projects such as the Literacy Assessment Practices project (see Box 2.12) suggest that, while the individual indicators used in national literacy assessments (see Box 2.13) may be culturally sensitive, it might be possible to find a common framework for indicators, or at least a common international approach to literacy assessment.

Box 2.12. Improving literacy assessment in developing countries

The Literacy Assessment Practices (LAP) project examined how literacy rates are determined in countries with the world’s largest illiterate populations (India, China, Nigeria and Mexico).

The goal was to come up with a set of assessment guidelines to help developing countries improve data collection and analysis in practical, cost-effective ways to help decision-makers both in the field and at the national level. Currently, they lack essential information about whether or not participants in literacy and non-formal education programmes are learning what is taught, and about how well they are learning to apply new knowledge and skills to their life goals and to solving problems of daily life.

Most countries, industrialized and developing, have been accustomed to relying on surrogate or proxy measures for literacy, such as the assumption that any person with five or eight or more years of schooling can be considered literate. This practice has possibly given inaccurate and misleading results.

The LAP approach holds that learning achievement is a critical and often missing component in measuring, monitoring and developing literacy initiatives. LAP suggests that by combining actual learning achievement data with other forms of data, much stronger and more credible statements can be made about ‘what works’ in literacy learning, instruction and impact.

The most typical method of gathering national data on literacy is through the national census. Other methods include household surveys, post-census sample enumeration, special literacy surveys and programme evaluation. LAP focuses on household surveys because they are cost-effective while providing a number of advantages. They gather adequate information, make direct measures of literacy skills, permit greater focus on local culture and context, are accessible to the non-expert user, and provide baseline data on learner skills and the learner’s community.

The LAP study described three major components to survey design: assessment instruments for literacy skills; a separate instrument to measure attitudes, values and life skills; and collection of background variables that allow analysis of, for example, literacy skills by gender, as well as information about literacy determinants.

A major lesson learned from the LAP country case studies is that literacy assessment practices have a great deal in common at the national level in each country. However, the LAP study also found that there are few, if any, commonplace assessment practices that would stand up today to expert scrutiny.

Source: University of Pennsylvania, International Literacy Institute, 2002.

Box 2.13. The first national literacy survey in the Lao People’s Democratic Republic

When the EFA 2000 Assessment showed that the Lao People’s Democratic Republic had weak information and insufficient data on literacy, the government set out to conduct its first nation-wide literacy survey. Lao National Literacy Survey (LNLS) developed by the Ministry of Education got underway in November 2000, with technical assistance from UNESCO and funding from UNICEF. Its objectives were to: 

· 
attain reliable estimates of literacy rates by gender, age group, major ethnic group, region and urban-rural population;

· test and estimate functional literacy rates;

· 
build capacity of the education ministry through on-the-job training to set up, use, maintain and monitor databases for literacy, and conduct future surveys; and 

· 
provide in-depth analysis of the results and findings for future literacy programmes and interventions, and for EFA national plan preparation.

The survey measured both the reported literacy rate and the tested literacy rate. A literate person was defined as one who can read and write simple sentences in Lao and perform simple arithmetic calculation.

The first part of the survey consisted of interviews with 8,100 respondents, mostly heads of households. The reported literacy rate was assessed by asking whether each household member aged 6 and above could read, write and perform simple calculations.

The second part of the survey was a functional literacy test given to randomly selected household members aged 15–59 who were reported as literate, and had a maximum education level of incomplete lower secondary. The in-depth interview conducted separate tests for reading, writing, numeracy and visual literacy. Each test had five questions, ranging from simple to difficult. If a question could not be answered, the test was ended.

The results of the survey have not yet been published. But it is already apparent that the initial design of a literacy survey, especially costing and scheduling, should be carefully considered. Also, consensus among users regarding the objectives, expected outcomes and limitations of the survey is essential at the design stage.

Source: UNESCO-Bangkok (2002).

Goal 5

Gender equality

. . . eliminating gender disparities in primary and secondary education by 2005, and achieving gender equality in education by 2015, with a focus on ensuring girls’ full and equal access to and achievement in basic education of good quality . . .

Education is a fundamental right for all, including for girls and women. Yet, despite significant progress, they are still less educated and more likely to be illiterate than men in many countries. Poverty is, of course, a significant factor in this situation. However, this inequality must also be explained in the light of the status of women in a number of societies.

Gender equality, including in education, is a condition for development, and awareness of the gender dimension and action to promote gender equality have grown at the international level. Indeed, after decades of intense debate, the world has reached consensus that no country’s development can be judged satisfactory if women do not fully participate in community life, in society and in work. This consensus was reaffirmed at several global conferences such as the Fourth World Conference on Women in Beijing (1995), the World Summit for Children (1990), and in education, the World Conference on Education for All in Jomtien (1990) and the World Education Forum in Dakar (2002). Gender equality became one of the eight United Nations Millennium Development Goals at the Millennium Summit of world heads of state in New York in 2000.

Growing awareness of the importance of gender equality is also visible at the country level. Thus, throughout the 1990s, following the Jomtien Conference, innovative programmes were launched by many governments in collaboration with international organizations and NGOs, and incentives were put in place to encourage girls’ participation in education. Scholarships or free access for girls, improved school environments, and incentives to increase the share of female teachers are among the most frequent initiatives.

This section will examine progress on this Dakar goal throughout the past decade and will focus on gender parity in primary and secondary education, with a concluding discussion about the gender balance among teachers.

Box 2.14. National actions to narrow the gender gap

Pakistan. All primary schools will be co-educational, and all new primary schools are required to have ratios of 60 girls to 40 boys, and proportions of 70% women teachers to 30% men teachers. Where the number of women teachers is inadequate, age and qualification requirements for them will be relaxed. Special incentives, e.g. monetary incentives, will be used to attract and retain female teachers in rural areas and under-served regions of the country.

Benin. School fees for girls will be eliminated in public primary schools in rural areas. A campaign to sensitize parents on gender issues in education will be conducted through the media.

Mauritania. An overall strategy with an integrated socio-economic, cultural and institutional approach has been developed to improve girls’ participation in education. Incentives include reducing the distance children have to travel to school, increasing the number of women teachers, establishing scholarships for girls, and increasing the number of school canteens.

Niger. The 1998 orientation law stipulates: ‘The State is committed to identify and remove sociocultural barriers, pedagogical hurdles and other obstacles which hinder the full development of girls and women in the learning process.’

Sources: Benin, Mauritania and Pakistan, see EFA 2000 Assessment country reports; Niger, see Abdelkader (2001).

Enrolment in primary education

Disparities between girls and boys start with access to primary school. In fact, prior to this level of education, in early childhood care and education (ECCE) programmes, there are few gender disparities in most countries as revealed by data on ECCE programmes under Goal 1 of this chapter. Poverty is an important element that contributes to this situation. In the poorer countries that are most affected, opportunity costs increase as children get older and become a source of income and labour for their parents. In social and cultural contexts not favourable to women, girls are more affected by this phenomenon than boys, because they are most often required to help families with household and agricultural chores and to care for younger siblings, or for elderly or sick family members. Further research will be needed to elucidate questions about the links between ECCE and the primary level. Could ECCE be an important phase in which to address gender issues? Do girls who participate in ECCE have a better chance of going on to primary school?

Caution is needed when comparing GER data from 1990/91 and 1999/2000, both because of the adoption of the revised International Standard Classification of Education (ISCED 1997) by the UNESCO Institute of Statistics, and because of the use of different sets of the United Nations population estimates (1998 for 1990 indicators and 2000 for the 1999 indicators). Nevertheless, certain trends over the 1990s can be identified.

Global level

At the global level, the slowing in primary enrolment during the 1990s affected boys more than girls. Girls’ GER increased by more than 3 percentage points, from 93.1% in 1990 to 96.5% in 1999, while the boys’ rate fell slightly from 105.5% to 104% (Table 2.12). Improvement in girls’ enrolment worldwide is due mainly to trends in developing countries where the gender parity enrolment index (GPI: ratio between girls’ and boys’ rates) went from 0.86 to 0.92 while the situation has hardly changed in industrialized countries, where both sexes enjoy the same learning opportunities.

All developing regions but one (Latin America and the Caribbean, where gender parity is almost a reality, GPI = 0.98) experienced improvement in girls’ enrolment. Despite this trend, disparities in favour of boys are still a general rule in South and West Asia, the Arab States and sub-Saharan Africa with GPIs of 0.84, 0.88 and 0.89 respectively in 1999.

Country level

Progress towards gender parity in enrolment was widespread during the 1990s. In nearly two-thirds of the ninety-two countries for which data were available, girls improved their situation in enrolment. Disparities eased in Guinea, Benin, Chad, the Gambia and Mali – these were among the countries with the highest disparities in 1990. Among the Arab States, substantial progress was registered in Mauritania, Morocco and the Sudan. Among countries of South and West Asia, Pakistan and Nepal experienced marked improvement (Figure 2.18).

Eleven countries experienced a decline in their GPI, but in some of these countries girls were in a favourable position compared with boys, and the GPI moved closer to the parity line. These countries are mostly in Latin American and the Caribbean (Colombia and Nicaragua), and in Southern Africa (Botswana, Namibia and Lesotho), or in the Pacific (Samoa).

In twenty-five countries, the GPI remained unchanged over the period. Most of them are in Latin America and the Caribbean and in Southern and Eastern Africa, where the gender parity index was already close to 1, with the exception of Ethiopia, Mozambique and Cameroon, where this indicator is still quite low (0.67, 0.75 and 0.85 respectively).

Despite the general trends towards gender parity, in many countries there remain strong disparities in favour of boys. This is the case in some countries in Central and West Africa and, to a lesser extent, in the Arab States. It is also the case in some Asian countries, especially in South and West Asia. Disparities are particularly high in Yemen, Chad, Central African Republic, Ethiopia, Guinea-Bissau, Niger, Benin, and Pakistan, where enrolment ratios for girls are two-thirds or less than those registered for boys. In most of these countries, the absolute gender gap (male minus female GER) exceeds 30 percentage points, and is as high as 43 points in Yemen and Pakistan. Quite obviously, these countries are not on track, and will probably not achieve the Dakar goal for gender in 2005, nor even in 2015, unless highly focused strategies in favour of girls are implemented.

Net enrolment and gender parity

Disparities between girls’ and boys’ enrolment in school are usually lower when only children of regular school age are taken into account (net enrolment ratios). The differences are slightly more significant in sub-Saharan African countries and the Arab States than in Latin America and the Caribbean, and in Asia. Thus it appears that although more boys are enrolled overall, they also make up the majority of the over-age pupils, mostly because they repeat grades more frequently than girls (see below).

Access issues

As regards disparities in access to school between girls and boys, the latest available data for gross intake rates for school year 1999/2000, revealed three scenarios.

· Disparities in access favour boys. Many countries fall into this category (see Figure 2.19 below). In some countries of Central and West Africa, as well as Ethiopia and Yemen, the gross intake rate for girls was less than three-quarters of the rate for boys.

· Gender parity. This pattern is found in many countries of Latin America and the Caribbean, in some Arab States and in the Asia and Pacific region.

· Disparities in access favour girls. In the Southern and Eastern Africa region, slight disparities in favour of girls are noted in Namibia, Lesotho, Malawi, Mauritius and Zambia. In the first two countries, this is explained mostly by the traditional role of boys in minding livestock. Gender imbalances in favour of girls are also observed in some Asian, Latin American and Caribbean countries, although this is not so pronounced as in other levels of education.

Learning process

Gender disparities, where they exist, concern not only access to school, but also differential progress with the learning process, including rates of primary school completion. The extent to which gender equality is maintained throughout the school cycle may be seen as part of the internal efficiency of the school system. Internal efficiency is measured here through percentage of repeaters and the proportion of pupils that reach Grade 5.

Repetition

In the majority of countries studied, boys repeat grades more than girls (Figure 2.20). The countries where girls repeat more than boys are almost all in sub-Saharan Africa, where overall repetition levels above 15% are not uncommon. Countries with higher girls’ repetition rates also tend to have the greatest disparities in favour of boys’ access and enrolment. Thus, here, girls not only have less access to school, but are also faced with more difficulties in the learning process. The need for girls to attend to domestic and other chores, the low expectations of girls’ performance in school on the part of parents and society, curriculum and pedagogical biases may be cited among possible factors determining this particular pattern in these countries.

Survival to Grade 5

As stated in the section on universal primary education (Goal 2, above), the survival rate to Grade 5 is an indicator of early drop-out, which is caused both by external and school-related factors such as high repetition rates.

In some countries girls suffer from a double inequity: they not only have less access to schooling in comparison with boys, but they are also more likely to drop out before they reach Grade 5. On the other hand, where gender disparities are less or do not exist in terms of access, they are also less or non-existent in terms of survival to Grade 5. Evidence from countries where data were available for the school year 1999/00 indicates the following facts (see Figure 2.21):

· In a number of countries in Latin America and the Caribbean, Southern Africa, Asia and the Arab States, boys are more likely to drop out of school than girls. Most of these countries are also those where access to schooling is in favour of girls.

· There is still, however, a significant number of countries where girls drop out more than boys, particularly so in countries where overall survival rates are low and gender disparities high. In most of these countries, girls not only have low access, but they also complete school less than boys.

· The overall evidence suggests that although boys are more likely to be enrolled in school, girls are more likely to stay there until Grade 5. This means that once girls are in school they tend to progress as well as, or better than boys.

Secondary education

There has been a significant increase in participation rates at secondary level since 1990. Figure 2.22 indicates that this was beneficial to girls, with a reduction in gender disparities being evident in most of the countries shown. In general, the following two observations can be made.

· Progress towards gender parity has been substantial in the Arab States, and in some sub-Saharan African countries, particularly in Comoros, the Gambia, Kenya, Niger and Rwanda. Disparities have narrowed substantially in South Asian countries.

· In countries where the gender gap favoured girls at the beginning of the decade, there has been a move to near-parity, with the exception of Mongolia, where the disparity in favour of girls has become more pronounced. In South Africa the positive balance in favour of girls dipped below the parity line; in view of the socio-political changes of the 1990s, this is a matter for concern, and will require close attention as the school system continues to undergo reform.

Disparities in primary education tend to be further amplified in secondary education: if the GPI for enrolment in primary education is below the parity line, the GPI for secondary is usually further below it; and if primary GPI is around or above the parity line, secondary GPI is often further above it.

GER data for 1999/2000 show that the lowest levels of secondary enrolment, especially for girls, are found in Central and West Africa – as is the case for primary education. The enrolment situation is more favourable to young women in countries of Southern and Eastern Africa, again as it is for other levels and aspects of education. In this sub-region, South Africa, Botswana and Mauritius have gross secondary enrolment ratios higher than 70%, similar to rates in regions where the development of secondary education is among the most advanced. On the other hand, the secondary GER for girls was less than 10% in Ethiopia, Burkina Faso, Chad, Niger and the United Republic of Tanzania (Table 2.13).

Teachers in primary education

Increasing the proportion of women teachers is itself a measure of gender equality, an integral part of improving women’s participation in all economic and social sectors. It is also a strategy used by many countries to facilitate girls’ access to education and to help improve their learning process. Therefore, it is important to analyse the percentage of female teachers by country, as well as the percentage of those who are trained in comparison with their male counterparts.

Figure 2.23 shows that, in most countries for which data are available, the proportion of women teachers increased over the period 1990/91 to 1999/00. Bahrain, Mauritania, Chad, Ethiopia, India, Nepal and Pakistan, where the proportion of female teachers was among the lowest in 1990, experienced the highest increases (30% and more) in relative terms. By contrast, substantial decreases (over 20%) seem to have occurred in Togo, Djibouti, the Gambia, Eritrea and Tuvalu, even though women represent far fewer than 50% of the total in some of these cases. On the other hand, moderate decreases or stability are observed in Latin America and the Caribbean, the region with the highest proportion of women teachers – three-quarters or more of teaching staff.

The figure also shows that the proportion of women among the teaching staff varied considerably from one world region to another in 1999.

· Sub-Saharan Africa has the highest number of countries where women represent less than half of the teaching staff – and the lowest shares of women teachers. All countries where fewer than one teacher in four is a women are in Central and West Africa, with the exception of Mozambique. The proportion of women teachers is as low as 10% in Chad and 13% in Togo. The highest values – women representing two out of three teachers or more – are found in Southern Africa.

· Primary teachers are predominantly women in Latin America and the Caribbean, with the exception of Haiti, where women represent only one-third of the total number of teachers.

· In the Arab States, women represent one-half or more of the teachers in two-thirds of the countries for which data are available, ranging from 20% in Yemen to 75% in Qatar.

· In Asia and the Pacific, there are wide variations with the lowest values in South Asian countries, higher values in East Asia and the Pacific, and the highest, almost 100%, in Central Asian countries.

Finally, as regards gender disparities in teacher training, the available data (Figure 2.24) show that in most cases there are more trained women than men teachers in primary education. However, there are notable exceptions from all regions in countries such as, Eritrea, Ethiopia, Malawi, Sierra Leone, Sudan, Trinidad and Tobago and in United Arab Emirates. In some of these countries, the percentage of all trained teachers (both men and women)is generally very low (Malawi, Sudan).

Examining education through a gender lens reveals not only the pervasiveness and the depth of gender disparity in schooling, but also how gender-orientated initiatives can become effective in a relatively short span of time. Most countries, thanks both to their own and to international efforts, have made progress in closing the gender gap in education in the decade between Jomtien and Dakar. The analysis of gender in education shows that gender equality is a broad societal issue, and it is plain that promoting gender equality in education is part of, and must be accompanied by measures to promote gender equality throughout society.

Paying attention to the plight of girls in terms of gender disparity also helps reveal areas and levels of education, regions and countries, where boys are at a disadvantage. In other words, a gender lens allows decision-makers at all levels – politicians, officials and parents – to see the circumstances, needs and potential of both girls and boys more clearly. The path to the Dakar goal of gender equality in education may be better built, not with gender-neutral approaches that flatten the learning environment, but with gender-fair measures that recognize and respond appropriately to the differences between girls and boys (and indeed among other subsectors of the population such as ethnic minorities and persons with disabilities). In this way, a gendered approach to education can bring benefits for all students.

Goal 6

Education quality

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

The Dakar Framework for Action gave new impetus to the promotion of quality in education, based on the consensus that expanding access to education will have a beneficial impact on individuals and on society only if the education is of good quality. Quality is a multi-faceted concept. It encompasses how learning is organized and managed, what the content of learning is, what level of learning is achieved, what it leads to in terms of outcomes, and what goes on in the learning environment. For example, if parents do not believe that what their children learn is relevant to life, they will not send their children to school even if the opportunity exists. This is all the more true if opportunity costs are high, if the school is far away, and if going or being there is not safe. Where the modes of delivery of adult learning are inappropriate or demotivating, or where adult educators are untrained or poorly trained, it is unlikely that adults will avail themselves of the educational offer.

It has frequently been thought that quality could be achieved only at the expense of increased access. It is clear that both quality and access must receive attention, and the one must not be sacrificed in a ‘trade-off’ against the other. Hence, it is as important to keep track of education quality as it is to monitor the expansion of education systems. At present, such monitoring is possible only to a limited extent. Systematic reporting on world progress in education quality since the Dakar forum is possible at present only by using two proxies of quality for which statistics are available: educational expenditure and the pupil-teacher ratio. These two indicators apply above all to primary education; indicators of quality for early childhood, life-skills learning programmes or adult literacy have not yet been adequately developed, as was indicated in the relevant sections of this chapter (above). Scarcity of data also means that this section will address only formal education, and only at primary level. Other proxy indicators in primary education, as well as direct assessment of learning outcomes, are available for limited and varying sets of countries. The objective of the process envisaged at Dakar was not to provide excellent education for some and poor quality schooling for the others, a situation that even developed countries avoid only with difficulty.

This Report cannot, therefore, present worldwide progress on education quality, nor is the information sufficient at this stage adequately to monitor changes in quality, whether positive or negative. However, on the basis of the data and material available, an image of education quality in developing countries can be outlined from various angles. First, then, the various indicators are put into perspective by means of a simple conceptual framework.

What is education quality?

Defining the quality of education is not easy. However, one framework which can help is shown in Table 2.14. In this input-process-output framework, the various stakeholders in education (learners, parents, teachers, communities, government) and the various levels (classroom, school, national policy) find their places. The framework can guide a step by step assessment of educational quality, which will follow after some general comments on Figure 2.14.

The arrows in the table indicate the directions in which input influences process, and in which process influences outcome. The body of knowledge regarding education has not yet reached the stage at which solid generalizations can be made about the strengths of these causal relations; this is due partly to contextual factors.

In the light of this framework, significant differences have been noted between industrialized and developing countries. Everywhere, external factors such as parental income and educational background are important in learner achievement. Other factors, such as school materials and facilities, make little difference in industrialized countries, but are significant in developing countries. In the former, the variation in provision is much less than in the latter countries. Likewise, in developing countries, large in-country disparities occur as regards the pupil-teacher ratio, trained teachers, the availability of textbooks, and so on.

Input and context are the most ‘visible’ elements in this framework; process is the ‘black box’. In developing and industrialized countries alike, it is difficult to collect reliable and comparable information on what goes on in the classroom. Proxies, such as grade repetition, are often taken to reflect process quality, and the preparedness of teachers, both in terms of content and didactics, is of importance. As far as curriculum is concerned, we shall see that the intended parameters by which national policy steers the learning process do not always reflect reality.

It is important to distinguish three aspects of the outcomes:

· achievement: what students really learn;

· attainment: the number of students that actually meet the standards, by passing the exams and acquiring formal qualifications; and

· standards: the outcomes sought by society.

More easily measured, attainment data tend to dominate over achievement. It is important to note that in countries where attainment is high, achievement can actually be low and vice versa.

Inputs: financial and human resources

Of all possible input indicators, finance and human resources are the more readily available on a global scale, and they allow comparison by region. Figure 2.25 shows the evolution since 1975 of enrolment and public investment in primary education for five developing regions.

In South and West Asia, as well as in sub-Saharan Africa, the number of enrolled pupils almost doubled over the period in question, while the level of current expenditure, expressed in constant US$ for 1995, increased modestly. In contrast, enrolments remained fairly stable in Latin America and the Caribbean and in East Asia, whereas current expenditure increased at a much more rapid rate than in the other two regions. In fact, expenditure in East Asia grew as much, in absolute terms, in the period 1995—1997, as expenditure in sub-Saharan Africa did over the past 25 years.

The ‘diagonal’ patterns for sub-Saharan Africa and South and West Asia suggest that countries in these regions have been investing in quantity (the expansion of enrolment), while the ‘horizontal’ patterns of the other regions – where enrolment rates were higher to begin with – indicate the allocation of additional resources to reach higher levels of spending per pupil.

In sub-Saharan Africa and South and West Asia, expenditure has not kept pace with the growth of population and of the enrolment rate. In consequence, spending per pupil has declined in these regions.

In education, a relatively large proportion of expenditure is spent on human resources. Increases in expenditure thus tend to translate into higher numbers of teachers, although this increase can be offset by changes in the level of teacher salaries, which will be addressed below. Figure 2.26 shows, again for the five regions and for the period 1975–1997, the development of the pupil/teacher ratio against the backdrop of changes in expenditure.

In the Arab States, Eastern Asia and Oceania, and in Latin America and the Caribbean, the ratio has dropped from about 30 to 25 and stabilized at that level. In South Asia, there is recent indication of a downward trend for the pupil/teacher ratio, after rising from 40 to 45 in the years before. The reverse is the case for sub-Saharan Africa: a downward trend has recently been reversed into a rise towards approximately 40.

For a variety of reasons, the data in Figure 2.26 do not directly demonstrate developments in education quality. First of all, the pupil-teacher ratio varies widely among countries in the same region. For example, in Central and West Africa, the ratio varies from 30 in Sierra Leone to 94 in Mali, and in South and East Africa, from 15 in Seychelles to 63 in Malawi. Secondly, the pupil/teacher ratio is not the same as class size. Classes can be bigger than the ratio indicates, since not all of available teacher-time is spent on teaching. Classes can also be smaller, namely when one teacher has a workload of several classes which he or she teaches either consecutively or simultaneously. The latter practice – also referred to as multigrade teaching – can have a positive impact on learning outcomes; the former does not. Thirdly, there is no consensus about the relation between class size and the quality of teaching. There is a fair amount of agreement that reduction of class size has a positive impact on learning outcomes when the number of children per class is already very low, e.g. twenty or less. There is, however, conflicting evidence on whether the reduction has a significant and worthwhile impact on classes of between twenty and forty pupils. In fact, some Asian countries have had excellent results with classes of fifty children. But these outcomes are hardly relevant for countries where classes can be much larger still (Box 2.15).

Box 2.15. Not enough primary school teachers

EFA represents a broad range of goals, within which primary school teachers play a vital role. In 1999/2000 there were 25.5 million primary teachers worldwide, with widely varying qualifications and training. Estimates of the number of additional teachers required by 2015 vary from 15 to 35 million. In sub-Saharan Africa, without factoring in any improvements in efficiency or education quality, the number of additional primary teachers exceeds 3 million, including more than one million in Nigeria alone.

The issue here is not just a matter of numbers. The quality of teaching significantly affects pupil achievement, particularly in terms of teaching methods, subject-specific expertise, motivation and attitudes. In Brazil, only 3% of primary teachers in the states of Bahia or Para have tertiary-level training, compared to 42% in the state of São Paulo. In the United States, data suggest that in high-poverty areas, as many as half of all new teachers leave the profession in the first five years. In many countries attrition due to health reasons, such as HIV/AIDS, has an immediate and often dramatic impact. For example, in Zambia the estimated number of primary-school teachers who died from AIDS in 2000 was equal to 45% of all teachers trained that year.

For many countries, pupil-teacher ratios are already at very high levels. In the least developed countries (LDCs), the ratio is three times higher than in developed countries, while classes with 100 pupils are no exception. This suggests that further demand on teachers could be detrimental to teacher capacity and morale, resulting in diminished learning outcomes among pupils.

Source: Motivans (2002); UNESCO/ILO (2002).

As has already been mentioned, the relation between expenditure and absolute numbers of teachers is mediated by the salary of teachers, which is therefore an important policy lever. The general rule is that salaries that are too high bring costs for capacity, and salaries that are too low bring costs for quality. Recent research shows that the former tendency is very strong.

Figure 2.27 shows that the salary of primary teachers for a number of African countries varies widely: from 1.6 times GDP per capita, to 9.6 times, and that this affects gross enrolment. A marginal increase in teachers’ salary by one unit of per capita GDP implies, on average, a reduction of almost 5 percentage points in the gross enrolment ratio.

Higher teacher salaries – and hence the possibility of fewer teachers – also affect equity. Disadvantaged groups suffer the most from lack of capacity. For example, where salaries reach the level of approximately twice per capita GDP, the gender ratio – gross enrolment of girls over boys – averages about 10 percentage points less than when it is seven times per capita GDP.

Data on other inputs are not yet available on a cross-country basis to allow adequate monitoring of progress. Systematic data collection is needed, particularly for developing countries where school infrastructure and the school environment affect enrolment, gender equity and quality. Indicators could include the following:

· school infrastructure: distance to school,; student/classroom ratios, school libraries and other learning resources;

· health: availability of girls’ and boys’ toilet facilities, safe drinking water, status of student nutrition.

Process: indicators of system efficiency and curriculum

Grade repetition and drop-out are generally seen as signs of inefficiency in an education system. Where there is already limited capacity in an education system, a repeater is taking the place of another child that could otherwise have been enrolled.

In over half of the countries of sub-Saharan Africa, more than one pupil in ten repeats at least one grade in primary school. To a lesser extent this occurs is the Arab States, Latin America and the Caribbean. Grade repetition is rather low in Central Asia.

Interpretation of the phenomena of grade repetition and drop-out requires caution. High levels of repetition usually indicate system inefficiency, but they can also be a sign of severe testing and graduation practices. Likewise, high drop-out rates are sometimes the accepted consequence of a selective education system. By contrast, some countries have chosen automatic graduation and completion, partly on pedagogical grounds. What remains beyond doubt is that grade repetition is a problem for education systems with insufficient capacity.

Figure 2.28 focuses on the pattern of grade repetition through the school career in countries with particularly high levels of repetition. Covering only a few countries from different regions, the figure does not permit generalization. It serves merely to illustrate the point that grade repetition may remain high or be concentrated in the early grades, as is the case for the three countries to the right. Here, however, it may be at the expense of retention, since drop-out rates are known to be rather high in these three countries.

Another critical ingredient of process is the curriculum. A predominantly qualitative item, curriculum is difficult to compare over countries and regions. One can, however, single out some quantitative aspects, such as the number of teaching hours. Figure 2.29 shows, for a number of developing countries, the official number of teaching hours according to national standards, as well as the observed numbers of teaching hours. Again, the selection of countries allows no generalization, but Figure 2.29 does illustrate the wide variation in the expected number of hours between countries. Actual hours taught were always less, although differences were often not great.

Recent research has addressed the relationship between instructional time and other variables, such as economic indicators. Table 2.15 shows that in richer countries, pupils tend to receive more class teaching in primary schooling than pupils in lower-income countries, particularly in the lower grades. Taking all grades together, high-income countries allocate 400 more hours teaching time than those in the lowest income group.

Further systematic data for monitoring purposes might include:

· curriculum and pedagogy: textbook provision; use of languages and multilingual approaches; place of local knowledge; use of information technology; and

· training and research: teacher training statistics; numbers and output of educational research institutes.

Outcomes: assessment of student achievement

Three dimensions of education outcomes were distinguished in Table 2.14.

· standards: the desired outcomes;

· attainment: the numbers of students who formally meet the standards;

· achievement: what students really learn.

Clearly, there is a trade-off between the usefulness of these indicators. Standards may be easy to identify, but not very informative. Attainment tells us more, but is harder to measure. Most informative are surveys of student achievement, but they are complex, expensive and scarce.

In essence, surveys test reading, mathematics, science and generic skills (see the section on Goal 3 in this chapter, on life skills).

Since the background characteristic of the students, the schools and the environment are usually also reported, the measured differences in performance can be traced back to their probable causes.

The International Association for the Evaluation of Educational Achievement (IEA) has pioneered achievement surveys. Projects such as the Third International Mathematics and Science Study (TIMSS) and Progress in Reading Literacy Study (PIRLS) became very influential. IEA’s example has been followed both in developing countries where the Southern Africa Consortium for Monitoring Educational Quality (Sacmeq), Programme d’Analyse des Systemes Educatifs des pays de la CONFEMEN (Pasec), Monitoring Learning Achievement (MLA) and Laboratorio studies were conducted, and in developed countries where the OECD initiated the Programme for International Student Achievement (PISA) study.

Comparable studies regarding adult literacy have also been developed. Finally, a project is being conducted under the aegis of the European Union, in which regular school tests – in this case English as a second language – are made comparable over a number of countries. Taking a lower level of accuracy for granted, this procedure reduces the costs of data collection, and could be a promising model for developing regions.

The Sacmeq, Pasec, MLA and Laboratorio studies are not strictly comparable. They might never be so, because it is essential that achievement surveys correspond to the needs and characteristics of the country in question.

Thus, surveys are most relevant when fine-tuned to the specific policy questions and policy levers of participating countries (Ross et al., 1999). It follows that they do not provide an overall picture of progress regarding student achievement.

Within each region, however, surveys do provide crucial feedback to countries about their standing, about which countries are leading in certain respects, and about how they can learn from one another’s experience. Some general lessons appear to be the following.

· Some countries or sub-regions prove that good performance and excellence is possible, even with modest means.

· The tendency for girls to perform better than boys seems increasingly widely spread (Sacmeq, MLA, TIMSS, PISA).

· Student characteristics such as parental income and parental education level have a strong impact on learning outcomes (Figures 2.30 and 2.31). This is true for both developed and developing countries. In the latter, differences between urban and rural schools emerge strongly as well.

· In developing countries, school characteristics are still important. Some of these are illustrated in Figure 2.31. Shift-teaching needs to be used carefully if achievement is not to be impaired. Full availability of textbooks and other learning material, the possibility of extra instruction, and experienced teachers are far from omnipresent, and therefore make a difference to learning outcomes.

Is the world on track?
The preceding six sections of this chapter took stock of progress towards each of the six Dakar goals individually. For some goals, the indicators are sufficiently reliable to indicate which regions – and sometimes which countries – are on track in meeting the goal in question, and which regions or countries are at risk of failing to do so. However, this approach has not addressed the more general question that needs to be raised. To what extent is the world – all regions and countries combined – on track for achieving the six goals of the Dakar Framework for Action taken as a whole?
In an ideal statistical world a well-balanced composite indicator, or ‘Dakar-index’, would provide the answer. This index would incorporate numerous indicators, which would together cover all six goals, ranking regions and countries both in static (Are they close to or far way from the goal?) and in dynamic terms (Are they moving towards or away from the goal, and how quickly?). At present, however, it is not possible to construct such an index because the necessary range of statistics is not yet available from a sufficient number of countries. Nonetheless, this final section of the chapter will attempt to take the first step in measuring general progress.

After the methodology has been presented, three of the six Dakar goals, namely universal primary education (UPE), adult literacy and gender equality, will be addressed. The section will conclude with an overall assessment of the world’s progress towards meeting them.

Methodology

The methodology is based essentially upon the following observations. Any country occupies a certain position in relation to each of the Dakar goals: it may have reached the goal already, or be close to it or far away; this will be called the static dimension. Any country is also located in a certain trajectory in relation to each goal, moving towards it or away from it; this is termed the dynamic dimension. The two dimensions are integrated and compared on the basis of explicit criteria, forming a matrix of four quadrants (see Figure 2.32). Countries that have already achieved the goal are not included in the matrix.

Some countries will – in relation to a certain goal – find themselves in Quadrant II: ‘Countries close to the goal(s) and moving closer’. This quadrant is labelled: ‘High chance of achieving the goal(s)’. Other countries are far from the goal and moving away from it. They have been placed in Quadrant IV, labelled ‘Serious risk of not achieving the goal(s)’. Quandrant I comprises countries that are at risk of not achieving the goal(s) (close to the goal but moving away from it). Finally, Quandrant III consists of those with low chance of achieving the goal(s) (far from the goal but moving towards it).

Finally, the separate matrices are consolidated into one. This allows generalizations concerning the progress still to be made towards the goals in a more general sense. Observations and calculations can be made – at global and regional level – about the total numbers of countries (and their populations) where chances are high for achieving the goals (or countries that have already done so); those that show insufficient progress; and those seriously at risk of not achieving the goals.

At present, three of the goals – universal primary education (UPE), adult literacy and gender parity – have indicators making it possible to compare country progress. In principle, comparisons would also be possible for early childhood care and education (ECCE). However, the data are at present only partial and are insufficiently meaningful to be useful, since attendance on a weekly basis varies – between countries – from just a few hours to a full school week. For the goal of life skills, no quantitative indicator whatsoever is available; and for education quality indicators are either proxies of quality (funding; pupil/teacher ratio) or available for only small sets of countries (surveys of student achievement).

Data for the years 1990 and 1999 are used whenever possible.
 Additionally, data from the EFA 2000 Assessment have been used to increase the number of countries available, especially for the primary NER, where coverage of countries in the Statistical Annex is too low.
 By consequence, 176 countries are included in the analysis, representing 90% of all countries worldwide and 98% of world population. It should, however, be noted that information for some of these countries is not available for all three indicators.

Universal primary education

The exercise to analyse progress towards the goal of universal primary education (UPE) has been based on country net enrolment ratios (NER). First, the criteria according to which countries are considered as having achieved the goal, being close to the goal, or being far from it, must be determined. For the purpose of this comparison, countries with NERs higher than 95% are considered to have achieved the goal. As indicated above, few countries achieve NERs of 100%, and caution must be used as regards reporting errors. Table 2.16 shows the countries that have reached the goal according to this criterion.

The NER value of 80% was utilized to divide countries into two groups: close to the goal and farther away. Figure 2.33 shows the position in the matrix of the seventy-eight countries (for which data were available) whose NERs fell below 95%.

It can be seen from Figure 2.33 that forty-one countries are close to the goal. Including the fifty that have already achieved it (Table 2.16), this group comprises a total of ninety-one countries, or 70% of all the countries included in this exercise. However, twenty of the countries close to the goal are moving away from it. Although it should be emphasized that even a small move in the wrong direction places a country in this category, the fact remains that this group of countries has not made progress over the past decade. Thus, only seventy-one countries – just over half of the total – have either achieved the goal or stand a strong chance of doing so.

From Figure 2.33 it can also be seen that the countries far from the goal are mainly in the Arab States and North Africa, but especially in sub-Saharan Africa. The sample contains thirty sub-Saharan countries; twenty-two are still far from the goal, and for eleven of them, the distance from the goal has risen in recent years. Latin America as a whole is much nearer to the goal than other developing regions.

There are unfortunately no data for four of the E-9 countries. For the other five, two have achieved the goal – Brazil and Mexico – and two more are close to the goal – China and Bangladesh. Nigeria is far from the goal, and some data suggest that it has moved even further away from it during the 1990s.

Adult literacy

For the present analysis, countries with an adult literacy rate of 95% or higher are considered as having reached the goal. The demarcation line between ‘close to the goal’ and ‘far from the goal’ was set as adult literacy rate of 70%. The countries that had achieved the goal of adult literacy by 2000 are listed in Table 2.17; it will be observed that fewer than 30% of the countries included in this exercise are on the list. There are no countries from sub-Saharan or North Africa and the Arab States. By contrast, a fairly high percentage of countries in Central and Eastern European countries, have reached the goal. Unfortunately, only a few countries in Western European and North America were included in this exercise.

To determine the dynamic dimension in adult literacy comparisons, a slightly different methodology was necessary. Almost all countries reduced their illiteracy rates from 1990–2000 to some degree, so there would be no point in distinguishing between movement towards or away from the goal. Neither can the target for 2015 – halving the literacy gap by that date – provide the line of demarcation. This means that, for a country with a literacy rate of 60%, the target for 2015 would be a rate of 80%, while for a country with a rate of 80%, the target would be 90%. In other words, the target rate varies from country to country. The rate of progress has thus been used as the criterion for dynamic dimension in this exercise. It can been seen that all countries have progressed, but some countries are progressing rapidly enough to reach the target in 2015. These countries are labelled ‘fast performers’. Countries that will not reach their targets at their current pace are labelled ‘slow performers’. Figure 2.34 shows the results of the exercise for adult literacy.

Fifty-seven countries are close to the goal; with the thirty-eight countries that have achieved the goal (Table 2.17) they compose a group of ninety-five countries, i.e. 70% of all countries included in the exercise. However, there is noticeable imbalance between fast- and slow-performing countries. Among countries close to the goal, thirty-nine are slow performers against eighteen fast performers, while among countries far from the goal, there are no fast performers at all. This indicates serious stagnation, and the regions most in trouble are, once again, sub-Saharan Africa (twenty-three countries in Quadrant IV), the Arab States and North Africa (eight) and South Asia (four). Five of the E-9 countries are in this group: India, Pakistan, Bangladesh, Egypt and Nigeria. The high number of illiterates in these countries as a percentage of the world total has been emphasized earlier in this Report.

In Quadrant I – close to the goal but performing slowly – there are three E-9 countries: Brazil, Mexico and China. The other countries are mostly from sub-Saharan Africa and the Arab States and North Africa. It is, however, encouraging that there are some sub-Saharan and North African countries to be found in Quadrant II, with a high chance of achieving the goal.

Gender equality

The gender equality goal explicitly targets both primary and secondary education, but insufficient data are at present available for the latter. For primary education, countries are considered to have achieved the goal if their gender parity index (GPI) is between 0.97 and 1.03. Table 2.18 lists these countries. More than half of the countries in this exercise have achieved the goal of gender parity, while the disparities between the regions are less marked than for the two other goals examined in this section. Sub-Saharan Africa and the Arab States and North Africa nevertheless lag somewhat behind.

The dividing line for determining proximity or distance from the goal has been set at GPI of 90%. Figure 2.35 presents the dynamic dimension of results for gender parity.

As has already been indicated in the section in this chapter on Goal 5, significant gender gaps occur in the Arab States and North Africa and in South and West Asia. In sub-Saharan Africa, half of the countries remain far from the goal and one quarter are moving away from it.

Some conclusions about overall progress worldwide

The consolidation of the calculations concerning the three goals was carried out using the following ‘credit-point’ system.

Score
Points

Goal achieved
3

Score in quadrant 2
2

Score in quadrant 1 or 3
1

Score in quadrant 4
0

missing value
Average of both other values

Sixty-six countries have values for only two of the three goals. Excluding these countries from the exercise would have seriously narrowed the basis for the calculation in the final analysis, and they were thus included on the assumption that their missing values were equal to the averages of the other two values.

The highest attainable score would be 9 (all goals achieved); a score of 0 indicates that all three scores fall into Quadrant III. Countries can be categorized as follows:

· 6–9 points: has achieved all three goals, or has a high chance of doing so;

· 3–5 points: at least one goal is likely to be missed;

· 0–2 points: there is serious risk that none of the three goals will be achieved.

Table 2.19 presents the results of calculating Dakar goal achievement by region, based on this method.

Finally, progress across regions was analysed. Figure 2.36 presents – by region and for the world – the numbers of countries with a high chance of achieving the goal or having already done so (green bars); the numbers of countries with insufficient progress (yellow bars); and the numbers of countries seriously at risk of not achieving the goals (red bars).

Figure 2.37 indicates the population distribution – by region and worldwide – on the same basis.

The results of this analysis indicate that the world is not yet on track.

In terms of numbers of countries (Figure 2.36), more than half have either reached the goal or will probably do so (83 out of 154 countries). But in terms of numbers of people (Figure 2.37), a quite different picture emerges. Of the E-9 countries, only Mexico is very close to the goals (two achieved), while Brazil has a high chance of achieving them. For Bangladesh, China, Egypt and Indonesia, at least one goal is likely to be missed, and India and Pakistan run a high risk of not achieving the goals.

Almost one-third of world population lives in countries where achieving the goals set out in the Dakar Framework for Action will remain a dream unless strong and concerted effort is made to reverse the observed trends. Countries in the regions of South and West Asia, sub-Saharan Africa and the Arab States and North Africa are hardly even moving in the right direction at present, and there is a high risk that they will not be able to achieve the goals by 2015. The populous countries in East Asia and Pacific are making some progress, but will not achieve the goal without intensified effort.

Countries in North America and Western Europe have all reached the goals or are close to them. By contrast, in Central and Eastern Europe, a rich educational tradition is being threatened. For Latin America and the Caribbean, finally, the Dakar goals seem within reach.

There are many countries proving to the world that it is really possible to bring education systems to maturity within a relatively short time span. These successful cases – and they are to be found in all regions worldwide – can serve as sources of inspiration for other developing countries and for the world community. Chapter 4 will attempt to quantify the efforts needed for this leap forward to be made.

� We refer here to the annual administrative data collected by the UNESCO Institute for Statistics. Other information is available to monitor progress for particular countries and goals, but it is very partial in nature.


� It should be noted that the quality – availability, coverage and reliability – of some data is less than satisfactory. When particular caution should be exercised in interpreting data used in this chapter, the reader’s attention will be drawn to this fact.


� These estimates are based on school enrolments as reported by countries, together with the United Nations 2000 revised population estimates for the relevant national age groups.


� The thirty-one countries are as follows: Angola, Benin, Burkina Faso, Burundi, Central African Republic, Chad, Comoros, Côte d’Ivoire, Croatia, Djibouti, Eritrea, Ethiopia, , Guinea, Guinea-Bissau, Haiti, India, Islamic Republic of Iran, Kiribati, Kuwait, Lesotho, Madagascar, Mali, Morocco, Mozambique, Niger, Nigeria, Senegal, Sudan, United Republic of Tanzania, Yugoslavia and Zambia.


� This approach is used as an organizing framework for the discussion, and not as a definitive model of school quality. Other approaches exist which are equally valid.


� Data for these two years are not strictly comparable. Those for 1990 have yet to be revised using United Nations 2000 population data, and there are also issues related to the International Standard Classification of Education (ISCED) used in each case. The comparability problem is particularly important in those countries where the variation between both years has been small. In these cases, most of the variation results from the different population projections used, rather than from differences in the variables.


� Those countries where data were taken from the EFA 2000 Assessment are for the earliest and latest year available in the 1990s.


� Table 6 in the Statistical Annex has no data for most of the OECD Member States; nor is there data in the EFA 2000 Assessment for these countries.


� The imbalance between fast and slow performers – 18 versus 79 – could be explained here by the relatively ‘severe’ criterion of sufficient/insufficient progress in cutting the literacy gap in half. In order to test the sensitivity of the results with respect to the choice of the criterion, the exercise has been repeated using a less severe cut-off point, namely 75% of the progress needed for halving the literacy gap. The two figures below show the differences in outcomes. 


Sufficient/insufficient progress needed to halve the gap (as in Figure 2.34): 


39	18


40	0


More/less than 75% of the progress needed to halve the gap (alternative calculation): 


13	44


36	4


It readily appears that the outcomes for the countries close to the goal are sensitive to the choice of criterion. But the outcomes for the countries far from the goal are hardly sensitive. The conclusion remains that these countries are in serious trouble.


� Because of the linkages between the three goals, this is a plausible assumption: high NER values will imply high GPIs and, if sustained over time, higher values for adult literacy.





