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Preamble

This report has been prepared by a team from LtNSCentre for International Education at
Oslo University College (LINS). LINS staff involvethcluded Karen Brit Feldberg, Titus
Tenga, Robert Smith and Roald Skoelv (LINS Centader).

Sources of information have been mainly documergarough the official websites of the
organisations included in the survey. Some follgweuestions were put directly to staff of
selected development agencies by telephone or téefaee. However, it should be
emphasised that the views expressed in this reporain those of the authors and do not
necessarily reflect the positions of the variougrages including GTZ and the German
Ministry for Economic Cooperation and Development.

LINS would like to thank the GTZ sector program post-primary education and primarily
the German Ministry of Economic Development and @&ation (BMZ) for the opportunity
to examine this important area of assistance ta@atdthn in Southern Saharan Africa. We
express the hope that our findings will prove ukstduhe future development cooperation in
upper basic / lower secondary education in Africa.

Roald Skoelv
LINS Centre Leader
Oslo, January 14, 2008
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Executive Summary

This summary descriptive paper provides an overnaéwlonor assistance to post-primary
education (PPE) in Sub-Saharan Africa ($$@#cused on lower secondary educatimased

on available documents and information. Commissiobg GTZ on behalf of the German
Ministry for Economic Cooperation and Developmerg study describes support strategies
and possible implementation arrangements in SSAtcdes by multi- and bilateral donors
and development agencies. Some selected countmpdes will give some more detailed
information on the actual activities in country.

The report states, as a general finding, that vewy strategies or plans were found to be
detailed, but aranore general with expressions of good intentionisis Tunderlines the
concern stated in the last Global Monitoring Re@@®8that secondary education has not
been given enough attention.The growing number of young people leaving primary
education and finding neither jobs nor admissiosgicondary education may create a socially
explosive situation. In addition this situation megents a huge waste of human resources,
because these young people are not given the gigdit contribute to the development of
their countries.

More specifically the Report indicates that:

* There has been a major expansion of primary edaucatnce Jomtien and Dakar; this
has led to increased demand in post-primary edugagispecially in lower secondary
education

« Around 70% of the group of youth eligible for sedary education post-primary age-
group in SSA remains out of school

* Following international agreements, children unither age of 16 should not enter the
labour market in general

e The number of students in need of admission torstny education in SSA is the
highest ever. This age group also has the higlese of the total population in SSA
ever. After completing their education this youth to take care of the future
development in their societies and countries, shguwhe importance of the education
being offered to this group.

* The key arguments in favour of expanded secondiugation are:
o The social pressure to absorb graduates from pyieducation,

o The demand for improved education in civic vallée,and employment
skills,

o The high demand for trained teachers, e.g. forckeducation,

o The need to reduce inequities caused by the lackeobndary school
opportunities

o The need to repair social and psychological damiaggost-conflict
situations

* Lower secondary education as an integral part ofprdsory basic education should
be seen as the terminal stage of formal educatiombst pupils

e Consolidation of quality, access and equity shdagdensured at the basic education
level before expansion of upper secondary education



Quality and relevance should be improved throughemmelevant curricula related to
life-skills and employment skills

For SSA it would be most appropriate to combinenary and lower secondary
education into a comprehensive basic educatioansetollowed by upper secondary
offers

According to a study made by deputy director Frasedaillods at IIEP, learning
from the experiences of OECD and Asian countrieghinhelp African countries to
‘leap-frog’ the development process

There is a strong demand for political reformsetaly designed and implemented, to
achieve improved balanced and equitable accesstmdary education

Strong, long-term government policies in combinatiwith realistic planning are
essential for successful post-primary educationvipian, including devolved
leadership and the integration of civil society &@O/INGO initiatives

The current financing post-primary education prionis is neither sufficient nor
sustainable, thus special attention to financirguihbe given:

o0 Increased funding by the various stakeholders
o Changed and adjusted funding modalities
o Expansion of the number of funding partners

Alternatives to traditional classroom-based secpndaducation as well as
decentralised management and administration shimutkplored

Bilateral agency support for post-primary educatisnmainly at general political
level. Only through general budget support or etlomasector budget support may
some donor funding find its way into secondary edion. Except for GTZ and AfDB
none of the agencies surveyed has specific propggbsogrammes for the support of
secondary education.

Many agencies plan to expand their support to postary education, this may
mainly be through budget support or through NGOG/D$

Some donors have agreed in principle that, whetm@acountries prepare new sector
plans for education including post-primary provisidhe support provided can be
utilised for activities of the whole sector

The World Bank’s initiatives in highlighting postimary education as a major area of
concern has influenced the bilateral agencies deraily

In multi- and bilateral funding for secondary edima the following goals figure
prominently:

o Educational provisions incl. life and employmenitisk
o Prevention of HIV/AIDS,

o Poverty reduction and equal opportunities

o0 Reliefin and prevention of post-conflict situaitso

Some agencies see support to post-primary educasiaontributing to larger social
and political goals such as good governance, emviemtal improvement and longer



term solutions to the challenges facing women aris, gulnerable groups and fragile
states in general.

* Implicitly or explicitly, life-skills and employmednskills are seen as an important
outcome rather than academic schooling; differeadiaapproaches are however
identified for lower and upper secondary phases.

* The World Bank publication referred to in 5.1.5nmsuarises the key principles likely
to be embraced by most development partners imefutu

(0]

Lower secondary education to become the termirsesbf compulsory
basic education programs, its concepts must beuaragd diverse in order
to meet the needs of the students and prepare ftirefiature life (chapters
1 and 2).

Upper Secondary education to become the post-camputerminal stage
of general education, unique and diverse in itsr@gghes to prepare
students for various continuous education possdsl(chapters 1 and 2).

Expanding equitable access and improving qualitgrisure relevance are
the twin challenges of secondary education worléwahapters 3 and 4).

In the knowledge-based society, changing work pagtare leading to new
approaches in the way curricular knowledge is $etecorganized and
sequenced (chapter 5).

Qualified and motivated secondary school teachees caucial to the
success of reforms of secondary education (chépter

Multiple sources of funding and efficiency-enhamcimeasures should be
considered to cover the significant financial inwesnts required to expand
access and improve the quality of secondary educé&thapter 7).

Traditional modes of state intervention and pubtianagement strategies
need to be reformed in order to promote deliveriiigh-quality secondary
education services (chapter 8).

« ADEA’s work in the sub-sector (see 5.4.below) gisovides guidelines and avenues
for SSA countries and their development partners



1 Introduction

1.1 The reason for concern

Secondary education (lower and upper) is at the dfudll education systems, strategically
placed between primary and tertiary education/vonat training levels. Despite this fact
secondary level has for decades been ignored angimaksed. This was stated in the first
World BankSecondary Education in Afri¢8EIA) conference in 2003The broad approach
of post-primary education is now attracting incregs attention by governments in
developing countries and multi- and bilateral agen@like. The marginalisation of post-
primary education, especially secondary educasanast acute in SSA, where at the moment
the gross enrolment rate stands at 32 %.

This study, initiated by GTZ on behalf of the BM@daconducted by LINS, is to highlight the
existing approaches and initiatives towards therawgment of secondary, in particular lower
secondary education opportunities in the prograht®oors and development agencies.

1.2 Terms of reference of the study

1. On behalf of the Federal Ministry for Economic Cemgiion and Development/BMZ,
the GTZ is implementing a Sector Project for Paostpry Education. The Sector
Project is envisaged to focus on the developmestrafegies, concepts and instruments
to support post-primary education, with a focusidmca.

2. The specific objective of the Study is to colleelyiew and validate relevant data from
multilateral and bilateral donors and developmegenaies pertinent to the Sector
Project's focus with special regard to their suppatrategies and possible
implementation arrangements. The Study is to ba asepart of the overall interest in
supporting post-primary education initiatives ahdwdd assist in aligning activities with
initiatives of other partners and donors (such asrliVBank SEIA or the ADEA-
Working Group on Post-primary Education) in orderatvoid overlapping of work. It
will be a summary descriptive paper based on theumentation available and
information provided.

3. The Study will be carried out as a desk study.illta@ntain:

* Review strategies of multilateral and bilateral reges and development agencies
on post-primary education (status and promineneetos paper or position paper
available; determine the correlation within the @ation and training sub-sectors;
kinds of support strategies)

* Describe and analyse the organisational setup astitutional provisions
regarding post-primary education in each of theod@gencies (human resource
base; funding, i.e. allocation per sub-sector; asgkss the share)

» Describe current activities (programmes, projecf)development agencies to
support post-primary education

» Specify how the strengthening of post-primary etiooawill be operationalised
and implemented, currently and/or in later years da integral part of sector
support strategies, a single project or specifiegy@amme)

» |dentify trends in supporting the post-primary eabimn sub-sector (extent,
components)

! SEIA conferences: (http://www.worldbank.org/afiége



2 Description of educational levels

The structure of the education system differs betweountries, both regarding duration and
naming of the different levels. In this study wealslgo in line with the proxy definitions
given by UNESCO under ISCED. The figure below illustrates common components of
many education systems

Post-secondary/
Non-tertiary

Level

Level 0 Level 1 Level 2 Level 3 Age:

Age: Age: Age: Age: From 18

From 3 From 6/7 From 12 From 15

_ Lower
Pre- Primary secondary Upper -
school Lower Upper secondary _yTer.tlar / _
basic basic Universities/

University College
Level
Age:
From 18

Pre-primary education is defined as starting frgm a.

Primary, or lower basic, is defined as 6 yearstoélg beginning at age 6-7 as the start of
systematic learning.

Lower secondary, or upper basic, is defined aditta stage of 9 years of basic education,
from age 12-13 up to age 15-16. Teachers at thisl kghould be qualified for diversified
subject teaching. This stage can be divided intm 2 sub-programs, leading to academic or
vocational training or to the world of work.

From upper secondary level entry qualifications @guested. Upper secondary is defined
from age 15-16 up to age 18-19. More qualified heas and diversified teaching are
required, with 3 or 4 sub-programs, one leadingtextiary education, one to technical
education and vocational training, one to postsdaoy level 4 and the last to the labour
market.

Tertiary education, or higher education, has twel first and second stage and the doctoral
level.

% ISCED: (http://www.unesco.org/education/informatisfisunesco/doc/isced_1997.htm)
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3. Upper basic/lower secondary education

3.1 Introduction

This study focuses on children and youth betweéh3la@nd 15/16 years, thus ISCED level 2.
According to ISCED this level is usually called lewsecondaryjunior secondaryupper
primaryor upper basic educatipdepending on the system. Also junior or middhhschool

is used where the higher secondary level is cdlighd school. In some countries compulsory
education has been, or is being extended to niaesyehanging the system from 6/7 to 9
years of compulsory basic education.

At this stage teaching is more diversified, witladieers qualified for subject teaching. In
some countries this level is organised in 2 orr@ashs. One stream qualifies for higher
secondary and the following tertiary education, skeeond for vocational or technical post-
primary education and the third for the labour nearklowever, in most SSA countries upper
basic/lower secondary education is poorly develogmad only one stream is functioning for
the education of elites or most favoured groupse rend of some northern countries is to
move towards one integrated stream of general édaca

Since non-formal literacy work and basic maths prots reach out to adults above school-
going age, these groups should also have accessrte kind of lower secondary education.
They will therefore be included in this report aseget group for lower secondary education,
to reach a level equalling that of 9 years of baslgcation.

Provision of lower secondary education includeshbibte government public system and
many private providers. Although the governmengxpected to be the main provider, the
situation demands a wide range of provision systenee included to cover the full scope of
secondary education.

3.2 Overview of the situation

From the year 2000, when Education for All (EFAfd@he Millennium Development Goals
(MDG) were given priority, the expansion in primaggucation has been substantial, with
increased enrolment rates and thus increased nuafb&udents passing through primary
education. The Global Monitoring Report 2008 stdleg the net enrolment rate (NER) for
primary education for SSA had increased from 57n%d999 to 70 % in 2005. This has
resulted in a huge increase in the demand for adoepost-primary educatioim 1990 the
gross enrolment rate (GER) for secondary educatias 19 % for SSA and less than 7 % in
many countries, among them Tanzania. In 2005, wherworld GER was 66 %, the GER
for SSA had changed to 32 %, still far behind #tleo regions.

The table below show gross enrolment ratios (GEBR}€&condary education in SSA, divided
by gender in lower and upper secondary level. Thisidn indicates a slightly better situation
in lower than in upper secondary, but the pressus&rongest on the lower level.

Sub-Saharan Africa

Lower secondary Upper secondary Total secondary
education education education

GER (%) 2005 GER (%) 2005 GER (%) 2005

Total | M F Total M F Total M F

38 43 34 24 27 21 32 35 28

Source: GMR 2008
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This is the challenging situation we are facinglicating that over 2/3 of the age group is not
continuing school after primary education. Althoubbre might be some private options, and
a number of young people may find opportunitievacational or non-formal training, the
number of out-of-school young people is disturbiRarticipation patterns are also heavily
skewed according to wealth, geography and gendeéhildren in rural areas, from poor
families and disadvantaged groups, and girls miuae boys are most likely not to attend or
to drop out of school and be unable to achieve sacte secondary education. There is a
strong demand for political reforms that are cdhgfdesigned and managed to work towards
more balanced and equitable access to secondacgtesiu

On the financing side Lewin (2004jescribes secondary education as the poor cousin,
receiving only 15 % of total public spending on eahion, in some of the poorest countries
under 10 %. This is also the case with partner ihgh@joing mainly to the primary and
tertiary levels. In Norwegian bilateral assistattas is illustrated by the fact that although 15,

1 % was devoted to education in 2004, only 0, 984 allocated to secondary education.

To be able to finance the needs in secondary educdioth increased funding, changed
patterns of funding and expanding the number ahpas will be necessary.

The situation is not new. A historical study sugpdrby ADEA-WGESA describes how
many of the new states in SSA in 1960-70 went thinoftundamental reforms of mass
education, with the aim of increasing access andtyedn basic education. The education
systems had difficulties absorbing the large numlzdrchildren in the schools and quality
decreased considerably. The further consequencehatshe increased number of students
coming out of the mass education reforms floodedegy poorly prepared and planned
secondary level. Existing financial, human and mateneans were far from adequate. Many
adjustments, initiatives and relief measures weker. But the consequence was a further
decrease in the quality of education with discoumggeffects on students, parents and
politicians. Throughout the 1980s the educationesys in many SSA countries went through
a period of deep decline that severely disruptedathole education system.

With primary education now given priority, it is a@g timely to give the demands for

secondary education including both lower and ugeeondary education, more support. In

ADEA’s Newsletter of 2004, referring to the situatiin secondary education in Africa, it is

stated that, “The time for reform is now”. Now thge group of secondary education has the

highest share of the total population ever. Theythe ones who will take care of the future

development in their societies, showing the impar¢aof the education being offered to this
roup.

3.3 Main concerns
During the last five years many concerns for seaonéducation have been raised and many

statements confirm this concern, from ADEA, UNESCEPR, the World Bank, AfDB,
bilateral donors and many governments in the devwedpworld.

Norway for example responded to this concern bgbdishing a Norwegian Post-primary
Education Fund (NPEF). At the launch seminar int&aper 2006 the main topics included:

* Post-Primary education in Africa with focus on Setary Education:
Overview of the situation, policy choices and difeas

» Challenges in Post-Primary education in Africa:
Academic versus vocational - relevance to the neesgsciety

® ADEA Newsletter 2004
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* Policy choices in secondary education:

Can the experience from OECD and Nordic countriesige useful lessons?
» Example from an OECD country:

Korea’s 60-year experience in aligning secondangcation

to national priorities for social and economic pess
» Policy choices in secondary education in Africa:

Challenges seen from different perspectives in fucan country

The seminar included interesting presentationsdasclissions, and these have been used as
sources of information for the present study. Tbeudnentation from the seminar is available
on the internet.

3.4 Nine key arguments for post-primary education

The key arguments for post primary education piesebelow come out of the concerns
raised by agencies and governments.

1. Improved access to primary education in SSA resuoliacreased pressure on the
lower secondary education level to provide adequat@pportunities.

2. Transition to the lower and upper secondary edocdgvels is essential for general
development in society, but it also serves as amntive to school children for the
completion of primary education and as an expressibthe quality of primary
education, for qualifying enough teachers, doctecgntists etc.

3. Young people out of school can easily become aathte society. Following
international agreements, children under the ag&6o$hould not be expected to go
into the labour market in general. It is importantlower and upper secondary
education to further promote positive social arwcovalues.

4. It is important to reach young people to prevemthier spreading ofllV/AIDS with
information on consequences of choice of sexualawelr. Also tolerance and
caretaking for those affected by the pandemic jsoirtant.

5. Post-primary education is essential for the develu of civic values like
participation in democratic activities.

6. Post-primary education is fundamental émonomic growth and poverty reduction
Skills and knowledge are needed in a world withddpchnological changes and are
essential for competing in the world economy.

7. Post-primary schooling is a major determinant opeason’s life chances When
access is limited, inequity persists.

8. Strong and dedicated education seg@olicies andpolitical will to implement these
policies is fundamental to secure equal opportesuiti

9. Investment in post-primary education is especialtyportant in post-conflict
situations. Education may have therapeutic effects besid@tbeésion of basic skills
and knowledge to generations shut off from schgdtiy conflict. Demobilized militia
and former child soldiers will be especially imgort to reach.

3.5 Can experience from other parts of the world beseful for Africa?
During discussions on secondary education in Afsigggestions have been made regarding
learning from experiences in OECD countries anthf@outh and East Asia.

“Lessons learned can provide a chance to leapfargAffrica. Africa must
try to achieve over a shorter period of time wiwtkk more than 100 years

4 LINS: (http://www.lins.no)
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in Europe. Some tough decisions must be takengihditeyond financial
resources; on content, changing behaviour, changtegching and
management practices...
Contexts are differing in many ways and expansidnsecondary
education took more than 50 years after compulbasic was established
in OECD. This is not possible for Africa. Economahange is
accelerating, technology is spreading fast. Stile possibility for Africa
to take part in and earn from these changes lighéncompetence of their
people.”

(Francoise Caillods)

South Asia and East Asia have experiences withnglzecy education that also might be worth
looking into:

“In East Asia the growth in post-primary educatioame alongside faster
economic growth. In South Asia, population growthd aexpanding
primary enrolment generated demand for expansioseitondary. But in
all countries national governments have taken thallenge of making
lower secondary schooling compulsory. A faster ghovhas been
supported by measured steps to increase acces®tbggstargets for
growth and increased demand.
“The need is strong for clear national policies disated to improving the
provision of secondary education in ways that pn¢wmequal access and
favour the most needed. It is necessary to targetciiic areas and
compensate specific groups with direct transferstead of subsidizing
schools”
“To reach the un-reached will require alternativeodels. Merely looking
within the formal school walls is not enough. Iniecessary to break the
intergenerational spiral of low or no education Baching out-of-school
youth through non-formal education. Alternative e®of delivery tend to
have lower per student costs than conventional @sh@ven while
providing access to populations and areas that #&pically more
expensive to serve.”

( R. Govindd)

® Francoise Caillods, IIEP — UNESCO at the NPEF samin September 2006
5 R. Govinda, NIEPA at the NPEF seminar in Septerabé6
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4 Key Policy Areas in Secondary Education

Based on studies of the available sources of irtion the following chapter presents the
main policy areas that seem to be commonly acceggt@shportant.

4.1 Goals and functions of secondary education

It is generally agreed that secondary educatidiisie number of functions in society, but is
largely looked upon as a direct preparation for leympent, self-employment or access to
further formal education. In general, lower secopdazhool should not be seen as a terminal
stage of schooling as is presently the case in roaaowptries. This phase should be accessible
to all young people. Upper secondary education lshalso, as a response to the needs in
society, be available to the majority of young deop

Expansion must be done in stages, and basic edocatbmposed of primary and lower
secondary education, must be consolidated to pedwagic general citizenship education.
Quality is of utmost importance, leading to susdigrowth and knowledge that can form a
basis for lifelong learning. Quality also meansdaon to the needs of the individual so as
to develop each student’s potential.

4.2 Structure of secondary education systems

The overall trend is to recommend that lower seaon@ducation should be included as the
upper part of basic education and made compulsery eontinuation of primary education,
aiming at consolidating basic skills and life skillpreferably without streaming into
specialisations. To prepare students well for dfel for future learning an extended basic
education is necessary. Low quality at primary lexdgls urgency to this need. Streaming or
parallel systems, with one general stream leadinigigher education, another to vocational
training and a third to the labour market is waragdinst, as inequity in access can then be
maintained and strengthened.

At upper secondary the trend is to divide studémts streams, with one stream for general
education, preparing for the tertiary level, anotfa technical and vocational training,
leading to higher qualifications for the world obsk and further training as the needs in the
workplace evolve. A third stream should preparedtly for the labour market. At the upper
secondary level entry qualifications are usualtyuiesd.

The different characteristics of lower and uppesoselary are fundamental. They demand
different discussions of policies and financing m®dn how to expand the system and
facilitate learning.

Caillods (NPEF 2006) presents the following modida developed countries:

* The Nordic modeintegrates primary and lower secondary levelsauth
diversification.

» The English modeahtegrates lower secondary and upper secondaejslev

* The_German moddliversifies lower secondary education

* The US modehas a continuous integration from primary to upgeondary level.

Caillods suggests that the Nordic model would bstraseful for SSA to follow, as it follows

up an overall trend towards comprehensive loweorsgary education, with efforts to smooth
the transition from primary to lower secondarythe Nordic model all students are usually
kept in the same school, sometimes in the same.cl@dthough teachers are specialised
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subject teachers they usually teach several sgbpatl should have many contact hours
together with the students, and follow them up elps

The structures and systems of upper secondary golucary from country to country. But a
growing trend is to delay student specialisatiofil uhe later years of the upper secondary
level.

4.3 The capacity of the system — expanding access

With reference to the key concerns raised in pditabove, it is obvious that there needs to
be a steady increase in access to both lower apdrigecondary education in SSA in the
coming decades. Access relies on some key factors:

» Clear policies and plans in sector-wide approacfuesextension of secondary
education level, with decentralisation of respoifisigs to regional and/or local levels

» Strategic planning of school locations (school niag)pto ensure equitable access for
all citizens

* Parental and community commitment to the supportneiv schools, especially
financial support

* Available funds to invest in new school buildingslaquipment

e Capacity in the education system to enter intoreatd with builders, to monitor and
follow up the construction and the financial mamagat of infrastructure, both from a
financial and technical point of view

» Capacity to administer a larger system

» Avalilability of teachers and head teachers

e Opportunities beyond the school for employmentf sshployment or tertiary
education

4.4 Quality and relevance — curriculum reforms

Curriculum must be based on the situation in thenty, the choice of system and its main
functions. In general it is important that what sliobe learnt (the intended curriculum) is
relevant to the local context and world of workrthRer, it is equally important to develop
competence to respond to change and to train fangds in society and in working
conditions.

At the lower secondary level education should nyaombvide basic learning skills, including
life skills, in contrast to specialized or vocatbrraining and preparation for the world of
work. The number of subjects can vary from 7 todrg the trend is to combine and reduce
the number of subjects. A continuing and compuldmagic education structure will more
easily be able to combine grades and subjectsndetecy has been to overload curricula with
new elements. This should be warned against anflras possible, be solved by reducing
less important elements before adding new. A molistic approach could help to reduce the
number of elements and release pressure in thigwum.

At upper secondary education it is important tdude vocational training and skills training.

Also at lower secondary level it is important tarstdeveloping some pre-vocational skills
since for many years to come lower secondary eturcatill be the final stage of education

for many children. Of special concern are the metmidren in rural areas where 70% of the
population in developing countries lives, and wheasic food production is the main source
of living. They are among the poorest and theythee most neglected when it comes to
education. For these groups topics about agriaileind rural life must be included in the
curriculum and made relevant to the world of warkhe area.
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Students must be prepared for rapid changes indemising society in a globalising world.
Bregman (ADEA Newsletter 2004) focuses on the reedour subject areas of knowledge
and skills: Science and Mathematics; Social lifd &eo-world skills; ICT and technology;
and Language and Communication. Without disagreiiiy this, Govinda also reminds us

of the concern to develop a curriculum fosteringpeet for and preservation of cultural
traditions and indigenous values and ways of life.

More and more importance is also given to the iowi of generic skills and process skills
(communication, problem solving, creative thinkimgalytical skills, team work, learning to
learn, use of information etc.). The content shaalder these three main objectives:

* Knowledge and skills in the traditional subjectasme

e Teaching and learning of personal skills and [Kkdis

» Teaching and learning of values

To improve quality the need is first and foremasptofessionalize teachers. Recruitment of
qualified teachers for all levels demands expansibrihe whole post-primary education

system. Here maybe is the main bottleneck to ekipgna quality based system within a
reasonable time-scale and with the available firhmesources.

It is generally agreed that good teachers are itapbfor quality, but what it takes to become
a good teacher is more debatable. Training of tractlemands time and money. Arguments
for quality are from time to time mixed with the shi to reduce costs. It should be stated
clearly that adequately trained teachers for altiobn in all schools at all levels is a goal that
needs to be set and achieved within a defined limé Equally important is to value good
results and good teaching practices that have loeseloped by informal providers of
education outside the government system.

Besides training, teachers’ motivation is most intgoat for their work performance, and for

teachers’ motivation working conditions are impatteSalaries create the main costs in the
system. Still teacher’s salaries are often®lodithough in poor societies this is a situation
teachers share with most of the population, itmpartant to accept and work for a salary
level and working conditions that enable teachef®tus fully on their job as teachers.

Also important is teachers’ involvement in decisionaking processes, curriculum
development and school improvements through deslesgd management systems. Teachers
should have the autonomy to innovate, develop arattipe new teaching methods.
Relevance and dedication are key words in quatitycation. Motivation and familiarity with
the life situation in the area are important aspectddition to pedagogical training. Content
has already been mentioned under curriculum. kapally changing society relevant content
is linked to the situation in the area and to thapidly changing world of work, locally,
nationally and globally. In rural areas aspectgwhl life and basic competence on food
production must be included in the schools prograBwth at lower and upper secondary
levels the content must be adjusted to these regdtie same time as they also prepare for the

" See NPEF seminar report, op.cit.

® The use of such tools as the per capita annual & ¥Pmeans of comparing teachers’ salaries wittagee
national incomes is misleading as high levels afgpty in many societies skew such statistics. Tamd
problem confronted by many countries is the repreitt and retention of teachers at the secondaey Vevere
salaries and conditions in the private sector ammsch more attractive.
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changes that probably will lead the majority of ggupeople to seek work in other sectors in
the economy and/or take up self employment.

Standards and systems for assessment and monitbenigarning achievements should be
developed, as part of a system of quality assura@eality demands are in many ways linked
closely to issues of management and accountabgdalicy and finance, and will be further
discussed under these headings.

4.5 Political commitment —policy choices and longetm development of the sub sector

“The national political leadership must decide dnosg, longer term and
dedicated policies for secondary education andoWlup with finances,
plans and actions to implement these policies.nglsj consolidated and
coordinated set of targets for post-primary edumatis needed”

(S. Sumrd

Many actors and levels are involved in secondancation and a main hurdle to efficiency
and effectiveness is the lack of, or weak coopemasind coordination between them. Often
many ministries and directorates are involved ia #ector, with unclear responsibilities
between them. Donors, both multilateral and bidtbave in the Paris Declaration agreed to
harmonise their support under country leadershipthis has proved to be difficult and is not
always happening on the ground. NGOs, both intemnak and local, are also involved, often
with their own agendas. Finally, private entermisad local stakeholders are important
actors also with their varied agendas. All thisuiegs a strong national leadership conducted
in ways that do not restrict important contribusorA critical policy issue is also the
devolving of more responsibility and decision makpower to local levels, to schools and to
local stakeholders to create more involvement amitoin-up change processes. Two-way
information and communication streams are equatiyartant to include and align all levels
of the system in a process of change and improvemen

4.6 Financing

In SSA countries, average spending on educationngasased from 3, 9 % of GDP in 1999
to 5 % in 2005. (GMR 2008). Of this amount aroudf lvas spent on the primary level and
less than % on secondary education by 2001 (MiJaEA Newsletter 2004). If universal
access to lower secondary education is to be asthidvingat calculates the education sector
will require 6, 2 % of GDP and secondary level 5(viidre than the current share of public
expenditures. (SEIA Synthesis Report, 2007) Atgmesinit costs in secondary education are
much higher than in primary education. Howeveragrariations in unit costs for secondary
education are found between countries. One reamohigh unit costs is inefficient use of
resources. Still, if participation is to increasests will have to increase to unsustainable
levels given the present financial situation of 8®A countries. It is therefore evident that
financing is far from sustainable and financialexgp must be given much more concern

In general it is argued that secondary educatiaulshbe planned by the state and financed
by the public sector at all levels. Still, the @& sector provides a substantial part of
secondary education and most of the vocationahitrgiin many countries. A partnership
between the private and the public sector will ¢f@e continue to be necessary, both for
financial and quality reasons. Lower and upper seéany education will have different
financing needs and should be discussed separ#tébyver secondary is to be included in

°(S. Sumra, Haki Elimu at the NPEF seminar Septer26@6).
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basic education and kept general, unit costs \ilhiore comparable to primary level costs,
since vocational education and skills training Wil less emphasised. As a general rule this
should also be part of the public education provisi

How private financing and private firms should naiet and take part in vocational training is
the subject of intense debate. It is argued thabacbased vocational training is expensive,
and that training should depend on labour marketlgelt is also argued that generic skills
will be more relevant for future work than low gixalocational subjects that often are out of
step with labour market realities. This report feesi mainly on lower secondary education.
Financial needs and cooperation arrangements betihee private and public sectors will
therefore not be so important to discuss here adthdhe positive aspects and the need for
cooperation should be taken into account.

Govindd® claims that there is rapid, almost uncontrollegyamsion of self-financing private
schools in many developing countries. In the pstoo®untries this could be an issue for
concern. He claims that the government should takgr responsibility for expansion in
order to ensure that scarce public resources ldhefireally needy and, at the same time,
private resources are attracted to public educaGavinda also suggests exploring additional
ways of expansion of educational provision tharddmug of classrooms and appointment of
teachers. ICT can be an important tool and a supgé to both formal and informal
education provision as it has the potential tomeatt and change almost every dimension of
school provision and might be able to do this iaagrer ways than the traditional approach.

4.7 Management and administration — the governanadssues

Decentralisation has become a common practise iICDEountries. This path is now
followed in many SSA countries. However, how deraigation is practised varies
substantially between the different countries. Tin@n rationale for decentralization is to
make public services more available to all peopla country, with improved efficiency and
quality. In many countries teacher managementfimaghcial management are decentralised
to local government or local level administratiétre-service training of teachers is usually
kept as a centralised issue, while in-service iingims often handed over to the local levels.
Issues and funding which are mainly kept at thetraésed level include the curriculum
framework and standards, monitoring and qualityie@sse and examinations.

A common experience is that decentralisation wdrdtier when the central government is
strong with well formulated policies, and where tiasks that can most appropriately be
carried out at the central level are kept centedlizavhile at the same time tasks and decision
making authority are decentralized when appropriake division of responsibility between
the centre and the periphery is determined by loralmstances and no standard patterns
have emerged. For example, teachers’ salary pagmealy be determined centrally but
disbursed locally; the curriculum may be laid dovemtrally with certain elements developed
and implemented locally. The emerging trend istli@r central ministry to determine policies,
standards and procedures but the region or districhplement according to agreed criteria.

19 See NPEF seminar report, op.cit.
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5 Bilateral Agencies — policy and programmes for tB promotion of
education with special focus on lower secondary edation

This section of the report provides an overviewsefected development partners’ policies
regarding support to secondary education. In eade @ brief overview is given of the
general development assistance policy of the agemd/ then where available, specific
information on the educational implications of fh@icy are discussed.

5.1 Canada — Canadian International Development Agey (CIDA)
General organisational setup and policy framework

Canadian CIDA was established in 1968 to administer bulk of Canada’s official
development assistance. It focuses largely ondsdhtid to a group of countries which have
shown that they can use aid effectively. Key poliegas for CIDA are poverty reduction,
democratic governance, private sector developnmesaith, basic education, equality between
men and women and environmental sustainability. agency falls under the Minister of
International Cooperation and is headed by a PReasidupported by an Executive Vice-
President and a corporate secretariat. The agemsyahfurther 12 branches covering
geographical and thematic areas. The agency’s heaggs are in Quebec but there are
regional offices established across Canada. Thacggeorks closely with other federal
departments, Canadian organizations, internatiaggncies and partner countries in the
South.

CIDA states that education is the single best dgmknt investment a country can make. It
contributes to better health, higher incomes, anmmleased participation in community life.
These social and economic returns have been priovee particularly high when girls are
educated.

The world community has been committed to achiewingzersal primary education since
1990. The eight millennium development goals (MDGgyeed by the UN Assembly in 2000
identify some of the main causes of extreme poviertpday’s world. Two of the MDGs —
universal primary education and reducing the gengigp at all levels of education—
underscore the importance of this issue and theitapce of educating girls. In the light of
this international trend, Canada, a world leadechitd-centred, girl-friendly education, has
identified basic education as a program prioritigisTis also clearly reflected in the resources
spent on education as a whole, and on basic eduocatihin this allocation.

Assistance to lower secondary education

Of bilateral spending in 2004-05, 9, 3 % was alleddo education, with only 0, 9 % going to

secondary education (Statistical Report on ODA 2P0d5 table L, p. 35). The resources
spent on supporting education as a whole, wasaserefrom 2004-05 to 2006-07, from 9, 3
% to 13, 9 %, a formidable increase of 50 %. Wheshgport to secondary education is more
or less than 0, 9 % is yet too early to tell, as Statistical Report on ODA 2005-2006 is not
yet available on the CIDA website.
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CIDA Aid Budget Breakdown by Priority
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The main conclusion is that CIDA is consistent iwirgy priority to basic education under the
MDGs, which is also reflected in the plans for 208@condary education is not part of the
MDG framework, except for the gender equality refere in MDG 3, for gender equality in

primary and secondary education to be reached 0§.28s we now know that target was not
achieved by 2005.

The planned breakdown of current programming fod&22007 shows a continued strong
support for basic education by 15.7 % being alleddb this sector. There is little doubt that
Canada at this stage sees its role as supportnyllPG on primary education as being the
central target within education, and that for aiqtical purposes Canada has neither a strong
policy, nor is it spending much resources in suppbsecondary education.

5.2 Denmark — Danish International Development Agety (Danida)
General organisational setup and policy framework

Denmark’s development agency Danida falls undercthretrol of the Ministry of Foreign
Affairs. Sub-Saharan Africa is the main recipiehDanish aid, accounting for around 60% of
bilateral assistance to the Danish program cowntrigoverty reduction remains the
fundamental challenge for Danish development cadjmer. At the same time, Danish
development policy is recognised as a central atedyral part of Danish foreign and security
policy, hence the location of Danida within the B&nMinistry of Foreign Affairs. (Danish
Development Policy, 2006)

‘Africa — Development and Security’ (2005-2009)te title of Danida’s policy framework
document, indicating immediately where the agem®sshe priorities. The central message is
that the Danish Government feels that it can cbate to development in Africa by ‘creating
better coherence between our efforts for peacenao@ growth and development'.

In summary Danish policy requires foreign policesd development, trade and security
policies to interact and mutually reinforce eacheotto support development in Africa in the
best manner possible. A poverty-oriented developnpaticy is essential for Africa and
approximately two-thirds of Denmark’s bilateral istmnce will go to Africa and to the work
of multilaterals also focusing on Africa.
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In general the Africa policy is focused on thedaling six goals:

« Integration of Africa into the global economy
* Promotion of business development in Africa
* Peace and stability as pre-conditions for develognmeAfrica
« The ‘Regions of Origin’ initiative in Africa to bstrengthened as a response to refugee
problems
¢ Human rights and democracy in Africa
* Health, education, water and a sustainable enviemirfor the most impoverished
Africans
These goals have been formulated in the light efWiN's Millennium Declaration and the
MDGs (2000), the launching of the Doha round of W&O (2001), the launching of the
NEPAD reform initiative (2001), the pledge of theoMerrey summit concerning better
governance (2002) and the World Summit on Sust&rabvelopment (2002).

The thrust of Danish development policy is therefolear and offers echoes of World Bank
thinking in that more focus is given to the enapliconditions of peace, stability and
economic growth as a context for social developntiesnh direct support for the social sector
iIssues such as health and education.

In the section of the policy document devoted tonan development (page 25 ff) the
following statement gives an insight into Danidgisking on the social sector:

“An efficient, healthy and well-educated work forise paramount for
sustainable economic growth and poverty reductiime development of
human resources must — as emphasised in many Afdoantries’ own
policies and strategies — for that reason be atdbee of the development
process.”

The policy document goes on to state that targeteelstment in the social and economic
sectors will enable the poor to utilise their owsaurces in the best possible way and thereby
improve their living conditions. Water and saniati health and education are particularly
critical sub-sectors as far as women and girlscarecerned. Continued dialogue with the
World Bank and IMF will strengthen social sectorrlwavhich is again seen as supportive to
economic development and poverty reduction. Intergly enough Denmark’s policies
towards the HIV/AIDS pandemic focus very much oa fiealth sector for support rather than
emphasising the education and social developmeettsof the disease.

Education is dealt with in the policy document erntis of human resource development.
Important aspects from Danida’s point of view aomg-term solutions to educational

challenges, investment in girls’ education and viooally relevant forms of schooling. New

education programmes in Burkina Faso and Benirearmarked in the document as well as
the strengthening of national planning capacitiéscusing on the needs of vulnerable
children, encouraging inclusive education and othératives directed at children will be

integral parts of Danida’s development policy.

Assistance to lower secondary education

As other development partners, Danida is lookingiragt the pressure to invest in post-
primary education. The need to respond to the inphE&FA is growing and the agency is
working on suitable responses. Where Danida isadireengaged in budget support or
education sector support certain proportions ofdé#selopment assistance funding may be
channelled into post-primary or even tertiary. Bmme 18 months Denmark has been
supporting a modest initiative in Mozambique regagdTVET policy development and an
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exercise in equivalence for qualifications. Howearpresent there is no declared policy on
how post-primary education should be addressedenighasis for the time being remains on
EFA and the MDGs although the arguments regardiegpbverty impact of diversified post-
primary education and training are being re-exachimgthe agency.

5.3 Germany — Federal Ministry for Economic Cooperéon and Development

General organisational setup and policy framework
Four main principles guide the German Federal Guwent in their development
cooperation: poverty reduction, promoting equitataiens of globalisation, building peace
and environmental protection. Within this policyaritework a key task is to promote
education as a human right, because:
* Education is fundamental to a functioning democr&oapwledge is as prerequiste for
participation in democratic processes, educatidrarces self-confidence,
* Education is a prerequisite for poverty reductimmotigh economic growth,
* Education has a positive impact on the societyutinamproved health and nutrition,
environmental awareness etc.

The German Federal Government’s commitment in the&ion sector is geared towards the
internationally agreed targets of the MillenniumvBlepment Goals (MDG) and the Dakar
EFA Framework for Action. Germany is also committedsupporting the EFA Fast Track
Initiative. Policy statements emphasise that edoicas a priority area.11 Since the early
1990s, primary education has therefore played a ta#g in Germany's international
cooperation in education and research with patoantries. This also includes out of school
youth and adult education aimed at promoting ldgrakills. Germany is one of the few
donors actively contributing to the primary ands®tary education sector as well as to the
development of vocational training and higher etinca

The German strategy for implementing the MDG israsf in the “Program of Action 2015 *.
"Realising human rights" including the right to edtion and gender equity is one of ten
priority areas. Further priority areas of actioniebhinvolve the promotion of education are
"Boosting the economy and enhancing the activeigyaation of the poor”, “Ensuring the
participation of the poor in social, political aretonomic life and strengthening god
governance” as well as “Guaranteeing basic soceliges and strengthening social
protection”. The Program of Action 2015 identifiegyher public spending to benefit the
poor, especially in the health and education secteith a particular focus on measures
intended to increase school enrolment of girls.

The responsibility for implementing these policies with the Federal Ministry of Economic
Cooperation and Development (BMZ). They work thiouthe German Development
Cooperation (GTZ), the German Development Seniiel}), the KIW Development Bank,
INWENt Capacity Building International and otherr@an NGO’s. Each agency has its
specific responsibilities and expertise. Dependingountry partners, the needs and focus of
the activities are either carried out individuatilyjointly by the respective agencies through
sector wide approaches, programs, individual ptejdmasket funding, budget support or also
silent partnerships.

" see e.g. Action Plan 2015: http://bmz.de/en/principles/aims/programme2015/index.html or the
Education Sector Concept (2004)
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In 2006, Germany allocated 1.1 billion euros toghemotion of education which amounts to
15.5% of the German bilateral ODA. However, 717lionl euros were used to cover tuition
fees for students from developing countries stuglym Germany. Furthermore, 36 million
euros were assigned to tertiary education and 9Romieuros to support technical and
vocational training in partner countries.

Assistance to lower secondary education

In 2006, 68.5 million euros were earmarked for dalucation and 58.5 million euros for
general education reform measures like supportidigcaion policy and administration,
teacher training and research. Some support foel@gcondary education is included here
since basic education based on many countries itiefi® covers primary and lower
secondary education. Yet specific support to loared upper secondary education usually
amounts to less than 10 million euros. In 2006, énew, it added up to 66 million euros due
to measures of the Ministry of Foreign Affairs drgAfghanistan.

German Development Cooperation (GTZ)

General Organisational setup and policy framework

The federally owned German Development Cooperd{®IZ) primarily carries out activities
on behalf of the German Federal Ministry for Ecomor@ooperation and Development
(BMZ) to achieving its development-policy objecvesTZ also operates on behalf of other
German ministries, the governments of other coestand international clients, such as the
European Commission, the United Nations and theldBank, as well as on behalf of
private enterprises. In addition, GTZ cooperateth wiolitical foundations, the two major
Christian churches and numerous NGOs at natiorthlraarnational level, including German
Agro Action, the largest German NGO, and the Wo@dnservation Union (IUCN).
Cooperation with the private sector is becomingeasingly important. In the past five years
GTZ launched some 300 Public-Private PartnershiPjrojects (i.e. joint projects between
private sector companies and GTZ) in over 60 caemthroughout the world.

Using synergies for mutual benefit is the mottoibeGTZ’s growing strategic alliances with

external partners from all areas of society. To romp networking and efficiency of

cooperation at the European level, the GTZ joini@moEuropean partners to form EUNIDA,
the European Network of Implementing Developmenterdges. Currently, the network

covers the UK, Luxembourg, Belgium, France and Gayn The network seeks to use its
services to mobilise the specific competences wiingh member organisations and their
national governments have developed for cooperatitinthe European Union.

In the field of education, GTZ on behalf of BMZ ommitted to promoting learning
potentials and building basic qualifications fdellong learning. Holistic demand-driven and
needs-based education systems are to ensure deszibpof appropriate and relevant
competencies, knowledge and values at all levelsarhing. With its broad approach, GTZ
assists in preparing human resources to participasacial and economic development as
well as innovation through their following Units:

e Education policy advisory services

» Post-primary Education focusing on secondary edtutat

» Technical and Vocational Education and Training

e ICT in technical and vocational education and iran

» Higher education and sciences

» Education and Conflict Transformation
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* Promotion of children and youth as a target grougeivelopment cooperation

GTZ on behalf of the BMZ concentrates its supportbasic education mainly on eight
countries (Afghanistan, Guinea, Honduras, YemenJaiia Mozambique, Pakistan and
Tajikistan). In addition, in further 55 countrieadic education projects and programmes are
supported to work towards achieving the human right"Education for All". GTZ
accompanies its partner countries through reforatgsses with work ranging from policy
and management advisory services, assistancedhnetettaining and curriculum development
to out-of-school education for special target goup

The general aim of GTZ activities in the basic edion sector is to strengthen educational
systems, and through this work contribute both gtaively and qualitatively to the
improvement of education in Africa, Asia and Lafimerica. Partner countries are supported
in improving the access of their populations to lidquébasic education. The appropriate
education concepts are developed to suit the specitication needs and potential of people
in urban as well as rural areas. Specific educatmcepts are further developed to suit the
potential of the most disadvantaged groups su@thasc minorities, girls or refugees.

In addition to advisory services in the formal eahion system, also non-formal education
approaches are supported. The aim is to fosteamlsess transition from basic education to
vocational training facilities, universities andugb-training schemes. Core activities include
the training and upgrading of teachers as welhastutional and policy advisory assistance in
ministries of education and their subordinate etlasaadministrations. In this way
comprehensive or regional innovations in the edoacat system can be supported at system
level. These activities are supplemented by codijperand coordination with civil society
organizations, supra-regional networks and intéwnat initiatives.

In future, the promotion of basic education andisriprevention are to be more closely
interwoven in development cooperation to enablédodm and young people learn to live
together in peace and to defend social cohesiois iShthe objective of the sector project
"Education and Conflict Transformation”, which GTiZas been conducting since the
beginning of 2004 on behalf of BMZ.

Assistance to lower secondary education

So far lower secondary education at country lesddding supported with some components
within basic education programs, e.g. integratiérife and prevocational skills in lower
secondary schools in Mosambique, “innovations micula” with “youth and entrepreneurial
skills” for children from class 1 to 9 in Guatematgeace education in primary and lower
secondary schools in Sri Lanka, non-formal basiecation programs for women in Senegal,
basic education for youth in post-conflict situasoin Sierra Leone, non-formal education
program for out of school children and youth in Bai.

In order to meet the existing and forseen upcoreimgrmous needs in secondary education
better than with some ristricted individual compatsein view programs the sector project on
Post-Primary Education has been set up. The spatgect is aiming at the development and
improvement of sector-integrated upper basic / towecondary and upper secondary
education approaches including modes of transhi&tween the various education levels. The
sector project documents and analyzes existing -rosiary education approaches

systematically. Based on results and needs guidandeassistance to partners in adopting,
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designing and implementing appropriate post-primaducation approaches as well as
incooperation of these approaches into their sgotmyrams are being provided.

Within this framework upper basic / lower secondaducation is being seen as the final
possibility to ensure quality within compulsory edtion offers and prepare children and
youth towards future live, training as well as et education. The sector project aims at:

* Inclusion of lower secondary education into comprysasic education

* Improved quality and relevance of results of basiacation

* Quality flexible curricula open for adjustmentdacal situations

« Improved promotion of individual talents and aspaas of pupils

* Improved equality of opportunity

» Civil society involvement to open possibilties a@operation and confidence in school

Beside those activities towards the improvemetidohal education offers also non-formal
education approaches are being targeted by thergecject. Out of school children and
youth should also receive adequate chances to nmkasic education and prepare for live,
vocational training or even re-integration into tbamal system.

German Development Service (DED)

General organisational setup and policy framework

The German Development Service is one of the IgaBuropean development services for
personnel cooperation. They place development werlethe request of governmental and
non-governmental organisations in partner counreshe basis of framework agreements.
Related to education, their contribution is maipisovision of competence and capacity
building. The organisation is owned jointly by tRederal Government of Germany and the
working group “Learning and Helping Overseas”. DEDinanced from the federal budget.

The DED is committed to the concept of life-longrieing and supports vocational training
systems which include formal and informal composeits services include organisational
development to public and private vocational tragninstitutes, teacher training, curriculum
development as well as the development of teachimg) learning material (including e-
learning platforms).

Assistance to lower secondary education

Due to their spefic mandat within the German dewalent cooperation the DED does not
directly support activities in lower secondary eaticm and rather concentrate on other areas.

KfW Development Bank (Kfw)

General organisational setup and policy framework

The KfW finances investments and accompanying dtnguservices in developing countries
(Financial Cooperation). It carries out its work leehalf of the German Federal Ministry for
Economic Cooperation and Development (BMZ). The Kb&avelopment Bank is committed
to the primary goal of German development coopamathamely to improve the economic
and social conditions of the people in developiogndries in a sustainable way.
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Within education, they provide financial supponverds constructing and equiping primary
and secondary schools, teacher training centregensgities and other educational facilities,
including provision of learning materials and teodks. Also the support of technical and
vocational training programmes is still an impottarea of funding within German Financial
Cooperation. Sector and cross-sector conceptshardrameworks for KW Development
Bank’s activities in the field of education.

Assistance to lower secondary education

With reference to the World Bank policy paper “Dieygnent and the Next Generation” from
2007, KfW will focus on the generation of 12 — Z2hy olds in developing countries and their
potential for development if they are given edwmatand competence. It is argued that this
group must be prioritized through investment inoselary and tertiary education. Beside
others activities in lower secondary education imén, Malawi, Indonesia, Yvory Coast,
Tanzania and Guatemala are being supported thraiffghent instruments.

INWEnNt — Capacity Building International

General organisational setup and policy framework

INWENt is a non-profit organisation with worldwidgerations dedicated to human resource
development, advanced training, and dialogue. IntMErcommissioned by the German
Federal Government, the German business sectorthan@erman Federal states and makes
an important contribution to equitable and sustamadevelopment. 60 percent of all
programmes are implemented at the request of thader&e Ministry for Economic
Cooperation and Development (BMZ). In addition, ggeanmes are conducted for other
German Federal ministries and in cooperation wigrn@n companies in public- private
partnership projects. On an international levelWEnt works together with the European
Union, the World Bank, the International MonetaynB, the World Trade Organisation, and
the United Nations.

Within Social Development the focal areas for etiocaare Education Sector management
and “Quality of Education”. In order to succeedhwiEFA and, in particular FTI, it is vital
that ministries of education are able to producd armanage realistic budgets. A needs
analysis has indicated that in many cases appteptiaining for the staff of ministries of
education is necessary in order to ensure reatissting, rapid response if deviations from
the planned objectives are identified, and properdination with ministries of finance and
decentralised organisations. To this end, InWEnt ahe International Institute for
Educational Planning (UNESCO-IIEP), African pargiand the Ministry of Culture of Hesse
are currently developing practice-oriented pilatjpcts in Southern Africa.

Appropriate quality assurance systems are fundahenstruments in education policy.

INWENt is promoting the development and applicatadnthese systems with the help of
programmes to foster an international exchange xpegence and information between
networks, sector organisations and decision-makeisveloping countries. This can take the
form of conferences on the planning and use ofmatigonal comparative education studies.
IIEP is a major partner of INWERNt in this area.

Assistance to lower secondary education
INWENt is providing training for teachers and leets from partner countries in Germany on
various topics like education quality and educatldimancing.

27



5.4 Ireland — Irish Aid
General organisational setup and policy framework

Responsibility for Irish foreign policy, includiragssistance to developing countries, lies in the
first instance with the Minister for Foreign Affair However, particular responsibility for
policy on ODA is assigned to the Minster of State Overseas Development at the
Department of Foreign Affairs. The Development Garagion Directorate, a division of the
Department of Foreign Affairs, is responsible fdmanistering the Irish Aid Program. It also
coordinates ODA by other government departmentseS80% of Irish ODA goes to six
countries in Africa with a seventh, Malawi, dugdm them.

The overarching objective of Irish Aid is the retlon of poverty, inequality and exclusion in
developing countries. All of Irish Aid’s policiesnd activities are measured against their
contribution to the reduction of poverty and agtitie® progress they achieve towards the
development targets set by the international conitywufhe eight millennium development
goals (MDGs), underpin the poverty reduction pekcand activities of Irish Aid.

The causes of poverty cannot be addressed inimolahd are interwoven to such a degree
that a comprehensive, holistic and cross-sectqpiaach is crucial if real and sustainable
reductions in poverty are to be achieved. The MRB4d the specific targets set to enable
their achievement to be measured provide the contgthin which Irish Aid priority
functions are decided.

As far as Africa is concerned, Irish Aid concerdgmits work on six partner countries —
Ethiopia, Uganda, Tanzania, Zambia, Mozambiquelaastho. Irish Aid also has projects in
Zimbabwe and South Africa.

Assistance to lower secondary education

Irish Aid disburses its support to education maiigough budget support, education sector
and sub-sector support related to sector-wide progres. The issue arises of the tracking of
monies given in this way. It is through dialogughnihe partner government that Irish Aid
ensures that the focus on EFA and the poorestistar@ed. The case of Uganda, one of Irish
Aid’'s main partner countries is instructive. Witlhhet announcement by the Uganda
Government in January 2007 of free post-primary caton enormous pressure was
generated to develop policies and capacities tbwiiga the changed situation. Irish Aid was
heavily involved in the consequent dialogue, emigivas that the maintaining of quality
across the whole education sector was extremelwpritapt and that a renewed focus on one
sub-sector should not penalise others.

In brief it can be stated that Irish Aid as a likéded donor, has a growing interest in post-
primary education but avoids investment in spegificjects and programmes, preferring to
develop a dialogue with partner governments leadmgsector-wide support, especially
through budget support.

5.5 The Netherlands
General organisational setup and policy framework

The Dutch Foreign Ministry and its development carapion agency are fully committed to
the Millennium Development Goals. To this end parships are promoted with civil society
organisations, enterprises and knowledge instititesch and poor countries alike. In the
Netherlands development cooperation is not justasten for government but many people
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contribute in one way or another, as volunteerasodonors. The donation of funds to poorer
countries has been found insufficient and in laygesrs more emphasis has been placed on
political will, global market opportunities, peaard stability. The Dutch government plans to
exert influence in these areas through politicaanse by widening the scope of policy in the
fight against poverty and by ‘using to advantagenternational pioneering role’.

Each year the Netherlands allocates 0.8% of its GNPoverty reduction, of which 0.1%

goes to the environment. Half the funding goes tocA. Through a regional approach the
Netherlands contributes to conflict resolution e tHorn of Africa and the Great Lakes
regions. The Netherlands supports good governaniatives in 36 partner countries with a
focus on human rights and economic developmentwihicreases employment opportunities
and government revenue. Education, HIV/AIDS, watbg environment and reproductive
health are all prominent issues in Dutch develograssistance.

Development can only be successful if it is com@etad by economic and social growth.
The Netherlands gives special attention to womed ather vulnerable groups and is
particularly active in promoting basic educationaasey to development. Knowledge is seen
as the engine of social and economic progress stggsential for achieving the MDGs. The
Netherlands supports higher education and res@as#iected partner countries.

Basic education defined as accessible, good quadtigoling is crucial in fighting poverty. It

enables people to develop, to earn an income agditocontrol over their own lives and take
part in society. The Netherlands support countvidsch develop and implement serious
education plans, cooperating with international aoigations and civic society in the
Netherlands and abroad.

Currently the education division of the Dutch FgreMinistry is in the process of rethinking
its policy on post-primary education. On the coyngvel the education specialists are
already targeting part of the support to TVET seetcconcerning basic vocational skills.
Furthermore, lower secondary education is lookeahugs part of basic education. They see
the scope of basic education very much as coumtegific issue. In many cases, teacher
training is included in the basic education sestgrport. The Netherlands provides education
sector support, but make preferences to the prirteugl. For the time being they are in
discussion with other donors on how to include suppo secondary level and TVET. But
discussions have so far not been concluded. Alsbigher education support the discussion
has started. But a clear policy will still take &ro develop.

The higher education programme so far consisth@®fNetherlands Fellowship Programme
(NPF), the Netherlands Programme for the Instih&loStrengthening of Post-Secondary
Education and Training Capacity (NPT) and the Coafpen International Institutes
Programme (Sll). The NPT is a programme of northis@ooperation designed to use Dutch
expertise to strengthen institutions in the sotitte programme is managed by NUFFIC, the
Dutch organisation for international cooperatiotigher education.

Assistance to lower secondary education

The Netherlands commits 15% of its total developnaéth budget to the promotion of basic
education. However, the agency prefers to workuginothe sector-wide approach, which is
defined during the dialogue with the partner couniin Zambia, for example the sector runs
from kindergarten to the tertiary level so supporthe sector may by default include support
to secondary and other post-primary education. &leran obvious conflict here with the
15% principle which the agency is still trying tsolve. Officially, the Dutch have no policy
and therefore no budget for secondary educatioreldpment in Africa. But the move
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towards general budget support, and even sectogebuslpport, results in the anomaly
identified above.

Like many other agencies the Dutch are wrestlindp Wie issue of going for targeted support
or more general budget support. To add to the cexityl a parallel debate is going on
concerning what is meant by basic education antdgrowsary education. For those espousing
basic education as a 7 to 9 year cycle which iresdugkrimary education and addresses life-
skills then there is no need for a discussion wfelosecondary education. This sub-sector is
already covered. For those more comfortable withrttodel which sees lower secondary as
integral with or closely related to high schoolrihtbe basic education model is inadequate.
This debate is not confined to the development neast but includes also recipient
governments.

As with the other agencies contacted the Netheslatuks not promote specific projects or
programmes for post-primary education in the partoentries. A new policy paper is under
preparation to reflect the growing interest in pasinary educationand it is likely that the
Dutch will devote more of their educational aid gatto this sub-sector.

5.6 Norway
General organisational setup and policy framework

Norway’'s development agency, Norad, falls under ¢batrol of the Ministry of Foreign
Affairs but has its own Minister for Developmentdperation and its own administrative and
technical support structure. In bilateral work Nbkaorks through the Norwegian embassy in
7 main partner countries and 18 other partner cmstout contributes also substantially and
directly to the major multilaterals. The Norwegignlicy of development cooperation is
strongly committed to the Millenium Development @Goarhe main strategy has changed
from project support and integrated programs totosesupport and budget support.
Furthermore, Norway strongly supports harmonisatiamong donors and recipient
responsibility. The current white paper, “Fightimgpverty together” from 2003 cites
education as a main goal, and the previous edurcatrategy was entitled, “Education - Job
Number 1”. Support to education should reach 15 %etotal bilateral support. More recent
policy statements show a shift in emphasis from3200 the plans for 2007 the Norwegian
Government has given priority to five main areas:

e Peace, Human Rights and Humanitarian assistance

» Good governance and anti-corruption

* Women and equity

« Environment and Sustainable Development

* Energy and Oil

Within all these areas knowledge and competencefarederlying, basic importance.

Assistance to lower secondary education

Africa receives around 40 % of the Norwegian bila@t@ssistance. Five countries have been
the main cooperating partners, namely Mozambiquda®, Uganda, Tanzania, and Zambia.
However, Norway now intend to losen up their supporsome main countries and instead
support the region and be more flexible to whatppses or countries the support can be
given. Mozambique has been granted a longterm ¢onant of Norwegian assistance and
the four countries Malawi, Uganda, Tanzania, anchizia are under negotiation for the same.
In these countries allocations to social sectopsttpmake up around 50 % of the total sum.
Education support has mainly been directed towhessc education with a focus on quality
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education for all children. In 2004pproximately 15% of bilateral assistance went to
education, with 5, 1% directly to primary educatermd 5, 5 % directly to higher education.
Only 0, 9 % was given directly to secondary edwratshowing how limited the Norwegian
contribution has been to this part of the educasgstem. In 2006 the bilateral support to
education was 12 % and with multilateral suppoxluded, the assistance to education
amounted to something between 12 and 15 %. Attstsgem to be changing and secondary
education is expected to be given increased suppdine future, as concern for the situation
is growing.

The Norwegian Education Trust Fund for Africa (NBTiRat was launched in 1998 and
ended in 2006 was primarily directed to primary@dion and to strengthen the countries and
groups that were most at risk of not achieving ERETF was managed within the Africa
Region Human Development Department of the WorldkBdt was involved in financing
education sector programs and analytical work, @i&eantry-specific analytical work related
to EFA NETF has been involved in partnerships withltilaterals such as UNESCO,
UNICEF, COMED, ADEA and FAWE. Secondary educaticams hmainly been supported
through the SEIA studies and conferences (furtlescdbed in part 6.7 below). NETF will
continue as part of the international EducationgRrm Development Fund (EPDF) as
support under théTIl. A continuation of a Norwegian Fund was plannedaaseparate
Norwegian Post-primary Education Fund for AfricaP@®F) and launched in a seminar in
September 2006. This was a clear signal of the ecwweern for post-primary education and
30 million Norwegian kroner (5 million US$) was eaked for the Fund for 2006. In the time
after the launch other FTI partners have signaléerest in joining the NPEF, among them
the Netherlands. The final decision has theref@enkto include this fund in the EPDF and
extend EPDF to also provide support to secondawy lagher education planning and
programming. The intention is to establish a sdpat@ard to deal with post-primary
activities, but this has not been concluded yetwdg has released an additional 20 million
Norwegian kroner (3, 3 mill US $) for this partBiPDF for 2007.

Norway also gives substantial assistance throug®®@vith 30% of the education assistance
channelled through such organizations. Howeves, éissistance is mainly directed to basic
education. Norwegian secondary schools are coopgratith secondary schools in South
Africa and Zambia with support from Norad, and terwegian Missionary Council, SOS
Children’s Villages Norway and Atlas Alliance are upporting secondary
education/vocational training in Kenya, Malawi didzambique on a small scale.

5.7 Sweden — Swedish Development Agency (Sida)
General organisational setup and policy framework

Swedish Sida works on behalf of Sweden’s parlianagick government to reduce poverty in
the world. The agency has more than 120 partnentdes throughout the world but also
administers the Swedish contributions to the dguralent cooperation programs of the UN
and the EU. Projects are no longer the preferredenod operation and Sida works with some
1400 cooperating partners, some of whom are Swedish

In countries where Sweden supports educationalrgnagies, the emphasis is on support for
sector programmes that ensure the right to educddo all, especially girls. Institutional
cooperation and other strategic measures to rajg&cdy are often included as components in
this work.

Priority is given to primary education, but alsaiiceducation and non-formal education as
well as reforms and measures that enhance sustaiatapacity and quality of educational
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systems. Special attention is given to educatiomiidts and women, and how the educational
system can assist in preventing HIV/AIDS. One @f skarting points of such a policy renewal
is the reporPost-basic Education in Partner Countries (McNaB03. It was commissioned
as a contribution to Sida’s policy work in the diedf education. The background was that
little support had been given to post-basic edooatiuring the 1990s. Strategic issues
relating to post-basic education were, as a re&alihost dormant within Sida, as has indeed
been the case in many other agencies during thisdieln contrast, a lot of attention had
been given to basic education and to higher educatnd research.

Assistance to lower secondary education

In trying to fill this gap, the McNab paper placke traditional discourse on skill training
after primary education in a broader social anchenac context. It argues that the challenge
ahead for Sida is what can be done to improve yadiéficult life situation for young people.

Partner country priorities are “increasingly set muPoverty Reduction Strategy Papers. In
general there is a focus on basic education, with ibtention to give higher priority to
secondary education in a second phase. Educatfposguis often planned as sector wide
programmes (SWAps) but so far there are no SWAp¢hich Sida financing is spread across
all levels and types of education.”

In contacts with Sida it has been confirmed thatAlgency has no explicit policy on support
for secondary education, but there is an increagimgreness within the organization that a
new policy and stronger support will be neededsrondary education in SSA, precisely for
the reasons referred to in the introduction to thort: “The demand for access arises from
the growing number of students completing primacho®l and the potential social
consequences of having frustrated young peoplengetteither a place in secondary
education nor a job”. Sida spokespersons indicttadthere might soon be a need to start an
international process like EFA for secondary edoaasince it is obvious that the developing
countries will need considerable support to expamdi reform secondary education to handle
the challenges ahead.

5.8 Switzerland (Swiss Development Cooperation)
General organisational setup and policy framework

The Swiss Agency for Development and CooperatidDQSis located within the Federal
Department of Foreign Affairs. SDC is responsilde dverall coordination of development
activities across the Swiss Government agenciesnandtries. The agency employs some
550 people to carry out its activities in Switzadaand abroad, focusing on bilateral and
multilateral development cooperation, humanitaaahand cooperation with Eastern Europe.
Bilateral development cooperation is focused onpfidrity countries in Africa, Asia and
Latin America. Swiss development aid to educati®rconcentrated on seven countries in
West and Central Africa, four in Asia and two inskEan Europe. The African countries are
Benin, Burkina Faso, Cape Verde, Chad, DemocratjmuBlic of Congo, Mali, and Niger.

In these countries (and also in Haiti) Swiss Depelent Cooperation (SDC) is approaching
the linked challenges of education, health, theuna&tenvironment and administrative
decentralization with a broad-based approach.dtgsied that these issues cannot be handled
solely by school-aged children, even where theyehascess to a school. Other population
groups, including adolescents and young adultse hawe brought into the equation. Swiss
development assistance in the post-secondary fisdy be seen as somewhat modest,
focusing on relatively small scale piloting andemvientions for girls’ schooling in Benin and

a variety of adult basic education and literacyéats in a cluster of other African countries.
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However, certain key policies and principles focassful development aid to post-primary
education become apparent through the work of SDe. organization’s well documented
research policy indicates the principles which guatl aspects of SDC’s work —

* Acting in a sustainable manner

» Looking to future global challenges

* Working on a partnership basis

* Using impact as a measure of success

These principles are reflected in the thematic disdiplinary fields selected for support.
Crisis prevention, good governance, income germerand employment, sustainable use of
natural resources and increase in social justiedlsr five pillars of SDC work. Education is
subsumed within ‘increasing social justice’ andimked to employment, equity, vocational
training and empowerment initiatives. SDC is a carapively small actor in the development
aid arena but conforms to the agreed prioritiesnokt European development agencies. An
important issue is the extent to which SDC caniiseestment in post-primary education as a
critical factor in the achievement of change andettgoment in all five of the thematic areas
the agency has selected.

Assistance to lower secondary education

Assistance to lower secondary education seamsctesfon adult basic education and literacy
programs as well as supporting girls’ educationreHeourses for adult educators, adult
education and literacy programs and one girls g@ducarogram are being supported.

In the cluster of African countries mentioned, SI3Gupporting a program for the training of
adult education stafivho work in several disciplines such as healtlucation, literacy and
local development. A diploma course has been furadeduagadougou University with two
strands — adult education and development or fiextagogy’, a conceptual approach which
has been tested in Latin America and elsewhergp@&tifor such a program is designed to
facilitate local actors taking responsibility fasraplex changes in the provision of health and
education at the community level. Important amdreggsé provisions will be the mounting of
educational programs which go beyond literacy antheracy and take account of social,
cultural, economic and cultural realities in thengounities. This comprehensive concept for
basic education covers people of all ages. The mpr@sising challenges in the development
process such as HIV/AIDS, health in general and thwplications of increased
decentralization call for the mobilization and ealimn of out-of-school youth and adults,
hence the focus on the training of adult educators.

Burkina Faso, Cape Verde and Niger have been tiee tnain countries for SDC’s work in
adult basic education and literacy programs (ABHIh)e principles which have guided the
support include the search for a more egalitariaion of society and a political choice aimed
at guaranteeing universal access to educatiorelécting local partners SDC has drawn from
government and the private sector as well as th©MBO community. The end goal of
work in literacy and non-formal education has béea improvement of people’s living
conditions by instilling a sense of empowerment. Aesults-oriented approach to the
management of its programs has led SDC to focusapacity building as an important aspect
of support to local actors. Multi-level intervem® have characterized the approach of SDC,
engaging the whole chain of stakeholders from tbhdesnts to the teachers up to the level of
national decision-makers. The effectiveness ofrditg training has been enhanced by a
further focus on the post-literacy environment.
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The main lessons learned from SDC’s experienchdrthiree countries have been:

» A shared vision must be developed with the partrierslefine policies and
strategies

A non-formal system is built over time, requireexibility and extensive
situational knowledge and involves several levdlsnanagement. Dialogue and
synergy among stakeholders are essential

* Opportunity costs are a major constraint for pgréints, hence flexibility in
programming is crucial to success as is the orgdinizal capacity of providers

» Literacy training should not be seen as an endselifibut as a key factor in the
socio-economic, cultural and political developmehna country; for sustainability,
post-literacy activities are essential

Supporting the education of girls in Benm being implemented in Benin. Despite much
progress in educational development in Benin okiergast fifteen years, gender inequities
still exist at all levels. At primary level 57% bbys are enrolled but only 45% of girls; the
disparities are even greater at secondary anarngitgvels. The SDC program in Benin helps
girls in three northern communities to access s#@on schools and in a further five
communities in the same region girls are assistétl access to higher education. The
program is consistent with SDC'’s strategy and pegidor the promotion of gender equity. It
is also in line with Benin’s national strategy fooverty reduction as well as its 2005 policy
for the education sector which endorses positiv&cranination in favour of girls and
disadvantaged regions of Benin. The program fite & wider national strategy to reduce
gender and regional disparities in the trainingnnagement-level personnel capable of
fostering Benin’s decentralization process.

A local NGO (LARES) is piloting and implementing ethprogram with the following
initiatives: developing social dialogue with locebmmunities and other actors such as
parents’ and women’s associations, schools andetsities on the education of girls,
conducting political dialogue at local and natiolealels on the improvement of girls’ access
to schooling and providing pedagogical supportféonale pupils and students to enrich their
learning experience. In addition the girls recavaonthly allowance to cover enrolment and
school expenses. Health insurance is also paid for.

Close to 250 female pupils and students from disathged families have received at least
one year of support from the program since its ptioa in 2000. Success rates are high
(between 62% and 69% at university level compa@d3@% to 35% in other Benin
universities). The pedagogical support providedLBRES has contributed to the students’
understanding of decentralization processes, lasted students in their internship programs
and has generally raised levels of involvemenbaal development activities.

5.9 United Kingdom- Department of International Deelopment (DFID)
General organisational setup and policy framework

Britain’s DFID is a stand-alone ministry with a oadt-level Minister and a large bureaucracy
to manage the development budget. The agency mastigoough a number of reorganisations
and no longer groups its activities under the trawial headings of health, education,
agriculture and so on. In a briefing paper publisheJuly 2006, DFID noted the importance
of secondary, vocational and higher education teld@ment’. Among the points made by

'2 DFID Practice Paper, July 2006, 'The ImportancSefondary, Vocational and Higher Education to
Development’, London, DFID
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DFID is the importance of greater investment atealels of education if the MDGs are to be
reached. The agency reiterates its commitment tQ, EiSpecially for girls and for those
countries ‘off track’ in their efforts to reach tidillennium Development Goals. However,
DFID notes that investment is also needed in seanyntertiary and vocational education and
life-long learning skills if government and thevaie sector are to be successful in providing
basic services and promoting growth.

The sector wide approach is recommended by DFIBnaagppropriate strategy for achieving
these aims. Over the next ten years DFID will pidevt8.4 billion on education in developing
countries, encouraging their partners to distriduteling in a balanced way across all levels
of their education system#t the same time the UK government will encouragbker
development partners to increase their supporpdst-primary education while engaging in
dialogue with recipient governments and civil socie give more attention to this sub-
sector. Improved quality and effectiveness willdmEressed through the encouragement of
effective approaches, lesson learning and resednclparticular DFID will support the
African Union and NEPAD in producing plans to degehigher education and science and
technology in Africa. From its central funds DFIDillwdirectly support a number of
innovative post-primary programmes.

This revised approach to the needs of post-prineaiycation has arisen from a number of
influences and factors. The first of these is $sué of economic growth and employment.
The creation of a pool of qualified people with tkowledge and skills to contribute to

economic growth, to develop business, science acithblogy, to deliver basic services and
to become enlightened leaders cannot be achievibwtithe appropriate levels of training

and schooling. Countries also need to compete israrof globalisation. Governments are
also interested in expanding choices and incregsargonal and work-related skills, all of

which require higher levels of schooling than thereentary school.

The provision of secondary education also encosrai@dren to complete their primary
schooling. This is particularly true for girls. Maountries are experiencing this enhanced
demand due to the success of their EFA programifigs. success has brought with it a
demand for more teachers; it is estimated that illibmmore teachers will be required in
SSA by the year 2015 if universal primary educat®to be achieved. Secondary education
is a pre-requisite for the preparation of primachal teachers. The promotion of gender
equality and the empowerment of women are additidh2Gs. DFID’s strategy ‘Girls’
education: towards a better future for all’ (20@hphasises the importance of expanded
secondary and tertiary education as contributothdse goals. Increased primary enrolments
in Asia have led to increased enrolments of gitlssecondary school. The challenge of
HIV/AIDS must also be met through greater investimiansecondary and higher education.
The prevalence of infection among secondary puplsmany African countries is
considerably lower than among out-of-school gmlgarticular. In Uganda young people who
have been to secondary school are four timesiledg to be HIV positive.

DFID defines primary education as six years ofiahischooling and post-primary as the
education and training received after completiomprfary school. This includes secondary
and tertiary education, training for employmengfpssional development, life-long learning
and skills development. Basic education is now @ned by most of DFID’s partners to be
six years of primary schooling plus three yearguofor secondary schooling — a nine-year
cycle. DFID will continue to support the EFA movem@s a priority but will also provide
support for post-primary education through genbktalget support and education sector-wide
support, core funding of multilateral agencies,eaesh funding, support for capacity
development and innovative programmes at the raitiexel.
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It should be noted that 13 out of 17 DAC donorsegivore than 50% of their education aid to
post-basic education (of all aid identified by eatimn levels) although only a small
proportion of this goes to DFID’s priority counsieDFID prefers to use partner countries’
sector-wide plans as channels for support. In limgh the G8 Commitment and
recommendations from the Commission for Africa, DFlas encouraged the international
community to increase support for post-primary edioo in low-income countries. This
includes an estimated $5 billion a year more aigegoondary schooling and $0.5 billion a
year to tertiary education plus a further $3 hilliover ten years to develop centres of
excellence in science and technology.

Over the next ten years DFID will work with the emational community and partner
governments in the context of whole sector supioort

 Develop and implement ten year comprehensive eduehtplans to meet the
MDGs that include consideration of secondary, aeytand vocational education

» Support additional funding by the international coumity for post-primary
education with a particular initial emphasis onraased access to secondary
education for girls

* Encourage the integration of post-primary educaitibm poverty reduction planning
processes and encourage more equal allocationsofimees both within education
and across sectors in support of MDGs while comtitio give priority to primary
education in countries which are off-track

* Improve human resource planning and managementudimg the training,
deployment and retention of teachers in the cortegtblic sector reform

In addition DFID has announced a package of ivegtto support higher education, science
and technology in Africa.

Assistance to lower secondary education

As noted in the statement quoted above, DFID pseferwork through partner countries’
sector-wide programmes. However, there are exampede found of projects and
programmes specifically targeted at the post-pmyriavel also incl. the lower secondary
level. Foremost among these is the Girls’ EducaBarject launched in Nigeria in December
2004. This £26 million three-year project was efmirfinanced by DFID Nigeria and
implemented by UNICEF and Nigerian partners. Italge to eliminate gender disparity in
primary and secondary education preferably by 28@% to all levels of education by 2015.
The focus of the programme is at the state and gmaernment levels although UNESCO,
JICA, the World Bank and USAID are all making inpufThe project will also work with
non-governmental providers, especially with Islayaiygchools. In addition to school-related
activities the project will encourage girls’ attemte and retention by addressing such out-
of.-school issues as the provision of water souarektoilets, significant factors in hindering
girls’ attendance. Initially the project will covesix Northern states with an estimated
population of over 24 million. A significant feawrof the project is its ‘issues-based
approach’. Rather than building the capacity oésield institutions to deliver a better service
a much wider range of stakeholders will be engag#l, addressing the root constraints
which keep girls out of school. Building strongexcaeuntability between schools and their
local communities is another important aspect efitlitiative.

In general DFID avoids specific projects for poatyary education in its partner countries.
However, in Zambia, Mozambique and Rwanda some aunc sector money provided by
DFID is being used for physical rehabilitation @cendary schools and some seed funding
has been made available for curriculum renewalk A¢cent (January 2007) meeting of like-
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minded donors held in Amsterdam it was agreed ifmdéted post-primary activities should
be avoided and the sector-wide mechanisms usetbtess aspects of secondary education as
they arise. In the meantime a number of agenaietyding DFID and the Dutch, have begun
to prepare policy papers which will emphasise tleednfor deeper and more thorough
analysis of the challenges facing post primary degy TVET). In short, where new sector
plans involving secondary/post-primary developrnaeetbeing prepared by partner countries,
agencies like DFID are preparing to contributehient.

6 Multilateral Agencies — policy and programs in spport of lower
secondary education in Africa

6.1 African Development Bank (AfDB)

General organisational setup and policy framework

In line with its new strategic orientations andopities and with its operational guiding
principles, AfDB focuses on the following priorigreas of intervention at the country and
regional level to achieve its twin objectives oifratlating economic growth and reducing
poverty in the Regional Member Countries (RMCs).

At the country level, the focus is on agriculturedarural development; infrastructure,
comprising transport, power supply, communicatiwater supply and sanitation; education;
health; private sector development and good gowemaAt the regional level, the focus is on
economic cooperation and integration through cametihsupport for the New Partnership for
Africa’s Development (NEPAD), the African Peer RawiMechanism, and water initiatives.
As a cross cutting issue, it should be said tha AfDB is promoting sustainable

environmental management and gender equity.

On education, AfDB continues to focus support osidyasecondary, vocational and adult
education as well as higher education, sciencaexithology. In the area of basic education,
the Bank actively promotes the MDG of universahmaty education for all by the year 2015,
and particularly to redress the gender disparitgrimary school enrolment. For example, the
AfDB is progressively supporting the Education fdi-Fast Track Initiative (EFA-FTI) in
many countries, especially in Burkina Faso, Camer@inad, DRC, Mali, and Niger.

AfDB'’s education policies

At the policy level, a review of AfDB’s interventis in education over time provides a mixed
picture. Following the AfDB’s “An Approach Papereview of the Bank Assistance
Effectiveness in the education Sector (1975 - 2086¢ument, before 1986, that is between
1975 and 1985, AfDB did not have any articulatedicgofor the education sector. In this
period, an indicative classification of portfoli@gormed in 1984 shows that the education
projects addressed almost all levels of the foreaaication system as well as some level of
non-formal training. The general picture of edumatiending during this period is captured in
the table on the next page.
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Education Lending, 1975-1984 (%)

Level 1975-1979 1980 -1984 Total
Primary 20.5 20.6 20.6
Secondary 48,0 43.5 44.6
Higher 12.0 32.2 27.1
Non-formal 19.4 3.8 7.7

Source: AfDB Education Sector Policy, 1986, tahle 1

As indicated in the table, for the period 1975-1%&2ondary education was predominant
with 48% though it decreased during 1980-19843.5%. Primary education occupied the
second rank and was stable at 20.5% over the pedindhe other hand, higher education
increased from 12% during 1975-1979 to 32.2% durif®$0-1984 while Non-formal
education declined drastically from 19.4% to 3.8%my the same period.

It was in January 1986 that AfDB published itstfieslucation policy which focused on the
following concerns:

a) access and equity

b) quality and internal efficiency

c) relevance, utility and external efficiency
d) management, organisation and planning
e) education cost and financing.

It should also be noted that the 1986 policy plagesat emphasis on the early years of
schooling and accordingly, AfDB supported the depeient of the much-needed
infrastructure to help expand access to basic ¢dumcan Africa. However, even with the
1986 policy emphasis on primary education, assassofehe AfDB’s lending to education
shows that between 1975 and 1990, priority wasngitee secondary education including
general and vocational education, technical anchezatraining, accounting for 48.8% of the
total education portfolio. Since then, as a dimxisequence of the 1990 Jomtien Conference
on Education for All, basic education became pra@minby receiving 52.8% of the total
education lending. Another thing to note is thabwlB0% of the amount for education was
spent on hardware (civil works and constructiomniture and equipment) with relatively
little attention having paid to software componantsuding teacher training and provision of
educational materials and technical assistance.

In 2000, the 1986 policy was revised and a new AfDBducation Sector Policy was
launched. According to AfDB’s 2000 Education Sed®oticy, at the policy level, the lessons
learnt from the experiences on the implementatidhefirst policy were:

a) the AfDB’s education interventions failed to adogh integrated and balanced
approach to addressing both quantitative and quiakt aspects of education

b) AfDB neither paid due attention to co-ordination education projects with other
development activities at the community level, rgave adequate support to
programmes that target girls and women and otlsaddantaged groups

c) operations were often prepared with little or nasadtation with stakeholders and the
beneficiaries whose lives the schools were supfmsepact

d) issues of sustainability did not receive adequéeEnton as did the role of AfDB in
assisting countries in education sector programmmepromoting private sector and
regional education projects.
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At the same time, at the operational level, the Bifwojects were characterised by unrealistic
schedules, high cost due to long delays at diffeségges of project cycle, inadequate and
irregular supervision and weak database for mangogvaluations and impact studies.

Thus the Education Sector Policy 2000 was develapéihe with AfDB’s new thinking
which on one hand attached great deal of importémbeiman resource development leading
to poverty reduction. On the other hand, it wagune with the Millennium Development
Goals, especially those of universal primary edooaby 2015 and elimination of gender
disparity in primary and secondary education by520the revised policy, therefore, placed
greater emphasis on impact and sustainability afcational outcomeslt also emphasis
AfDB'’s increased involvement in policy formulatiaand implementation. Its financing is
guided by five principles:

a) a more holistic approach to education that consroagive priority to improved
access to basic education, while advocating dewatop of secondary, technical and
vocational, and tertiary education sub-sector

b) ownership, responsibility and control of operatitm$he countries’ governments

c) participatory approach in planning and implementabf projects

d) promotion of regional integration especially irvd®ping ‘centres of excellence’

e) support to non-profit and for-profit private segevhich engages in expanding access
to education.

To achieve these policy objectives, five strategitons have been defined:

a) Improving access to educational opportunity

b) improving equity in education

c) improving quality of instruction and output

d) improving management and planning capacities and
e) improving educational financing mechanism.

Based on the analysis of the most critical isstiesiocation in Africa and in order to assist in
the consolidation and expansion of qualitative esdiments of the past, AfDB defined three
main priority areas:

a) quality basic education for all including formaldanon-formal education;

b) provision of middle- and high-level skills that mves the expansion and quality
improvement of general secondary education, teehaitd vocational education and
training, and higher education;

c) organisation and management of the education sector

From 1975 to 2005, AfDB through its AfDB Group —aeaup of Africa Development Fund
(ADF), Africa Development Bank (AfDB) and Nigeriaust Fund (NTF) has approved 185
projects/programmes — including 24 studies — regor@sg 231 operations (loans and grants)
totalling UA 2.25 billion*® of which the concessional ADF window represents 3%, the
AfDB window 36, 6/ and the NTF resources 1, 1%gémeral terms, the education portfolio
is characterised by a seemingly steady increastégperiod 1975-1985 after which the trend
started to widely fluctuate with a maximum of UA 3193 million in 1993 and zero

'3 Unit of Account used by the AfDB in allocating funds, varying with the exchange rate,currently
valued at USD 1, 44
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commitment in 1994 and only UA 3.05 million in 1995is period corresponds almost to the
crisis AfDB faced in the early nineties to the ettthat by 1994-95 due to non-availability of
ADF resources, AfDB financed very few projects. Téaucation portfolio corresponds to
5.2% of AfDB’s total net lending for 1975-2005.

A preliminary analysis of the current AfDB portfolishows that support went mainly to
Technical and Vocational Training (35.3%), followdsy Primary Education (26.6%),
Secondary education (20.3), Higher Education (10,3%eracy and non-formal education
(5.9%), Skills Development (1.6%). Two things arerth mentioning here. First, despite the
EFA and MDGs goals, AfDB’s education sector finagcidid not increase significantly.
Overall, contrary to the World Bank, AfDB’s lendimqgprtfolio did not experience any shift
toward the social sector during the 1990s. SecAfidB’s operations’ objectives have shifted
over time from the provision of infrastructure tooma institutional support. Infrastructure
represented 82.9% during 1975-1986 period, 78.4%987-1999 and 55.1% for 2000-2005.

Finally, it is important to mention that AfDB hassf recently, in July 2007, launched a new
“Strategy for Higher Education, Science and Tecbgpl(HEST)”. Specifically, the strategy
IS intended to

a) support the national and regional Centres of Egoek
b) build infrastructures for HEST
c) link HEST and the Productive sector of the society.

Crucial for our discussion is the Strategy’s redtign of the importance of mathematics and
science teaching at other levels of the educatigstem, in particular, at primary and
secondary level. AfDB therefore will assist couedriin reforming their education systems
with a view to promoting more mathematics, sciese technology learning in schools.

Similarly, the Strategy recognises that technical @ocational training is an important driver
in skills development and in fostering sciencehtetogy and innovation, in particular in the
application, adaptation and use of technologiesrtier to appropriately address the issues
related to skills building at all levels of the edtion system, AfDB is intending to undertake
studies to deepen its knowledge on linkages betwesployment, youth and skills
development and subsequently this study will leagroposals on a strategic orientation for
technical and vocational training, which will beepented in a separate strategy. It goes
without saying that all this will have a direct sagjuence on interventions in the field of post-
primary education.

Assistance to post-primary education incl. loweroselary education

AfDB does not seem to have a separate policy dontirapecifically for post-primary

education. However, through its approved guideliioeghe utilization of sector support and
general budget support, part of AfDB’s educatiopput trickles down to other educational
sub-sectors such as secondary education as weltlasical and vocational training in Africa.

Its contemporary interventions in the education-settor are guided by the following key
objectives:

* Improving access to integrated basic educationutitroenhanced management of
schools, improving school infrastructure and theviremment, as well as
strengthening the quality of teachers, as in thadCEducation Sector Support 1V
Project, the Cape Verde Education Sector InstiaticGupport Project, and the DRC
Education Sector Support Project
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* Increasing access to quality secondary educatimmeasing the intake capacity, and
improving the equity, like in the cases of Djiboktiucation Il Strengthening Project
and the Eritrea Education Sector Development Prrojec

e Assisting in establishing Open, Distance and e+hiegr (ODel) capacity
development centres and connectivity provision &tcA Virtual University (AVU)
partner institutions to support teacher trainingl atevelopment programs and to
mainstream gender issues, as in the AVU Suppojée€tro

6.2 African Union (AU)

General organisational setup and policy framework

The African Union has 53 member states and wadledtad in 1999 to accelerate the

process of integration on the African continent amédress social, economic and political
problems jointly. The main objectives of the Afmc&nion are e.g. to promote unity and

solidarity among African States, to coordinate amdnsify cooperation for development and

to promote African common positions on issues ¢ériest to the continent and its people.
Therefore, the African Union has established ddiférdepartments and comittees dealing
with issues like politics, peace and security,asfructure and energy as well as economic,
social and cultural affairs.

In recognition of the importance of education, thesembly of Heads of State and
Government of the African Union adopted a decismltaunch a Second Decade of Education
for Africa, and endorsed the Framework for Actidmatt had been adopted by African
Ministers of Education. The Plan of Action for tBecond Decade of Education for Africa
has been prepared by Africansder the lead of the Committee and MinisteriateBu of the
Conference of African Ministers of Education (COME) for the benefit of the entire
African continent and its people. To achieve thaalg the Plan of Action (2006-2015)
identifies seven priority areas for educationaledlegment of Africa. These are:

» Gender and Culture

* Education management information systems

* Teacher development

» Tertiary education

* Technical and vocational education and trainingJuding education in difficult
situations

* Curriculum and teaching and learning materials

* Quality management

Assistance to post-primary education incl. loweroselary education

Accordingly, in its Plan of Action for the Secon@&ade of Education (2006 — 2015), the AU
does not explicitlynention or focus lower secondary education. Yetesaiits content is
covered in the recognition ¢he importance of TVET as a means of empoweridg/iduals

to take control of their lives and recommends tfogesthe integration of vocational training
into the general education system. The AU alsogeizes the fact that vast numbers of
young people are outside the formal school systenad consequently recommends the
integration of non-formal learning methodologiesd diteracy programmes into national
TVET programmes. It is within this framework thatJAhas developed a new strategy to
revitalize TVET in Africa with the vision to posiin TVET as a tool for empowering the
peoples of Africa, especially the youth, for susadle livelihoods and the socio-economic
development of the continent. Given this visiorg thain goal of the strategy is described as
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follows: “Promote skills acquisition through competency-bas®ihing with proficiency
testing for employment, sustainable livelihoods eegponsible citizenship

6.3 Association for the Development of Education iAfrica (ADEA)

General organisational setup and policy framework

In 1995 the association "Donors to African Eduadtizvas renamed in “Association for the
Development of Education in Africa (ADEA)”. ADEA bame a network of African
education ministers, multi- and bilateral partreens some NGO's.

The network fosters the development of effectiveicadion policies based on African
leadership and ownership, it serves as a platf@meducational professionals, practitioners
and researchers and encourages partnerships be#fieean ministries and development
agencies, thus promotes reforms of education ircafr

ADEA is governed by a Steering Committee, composktdelected African Ministers of
Education, representatives of many of the multisdtand bilateral development agencies and
some non-governmental organisations. The Africamistiers of Education sitting on the
Steering Committee also form the Office of Ministéw enble dialogue and consultation. The
ADEA secretariat based within IIEP in Paris faeiléds day to day work and activities. It will
be moved to the African Development Bank in Tunighie near future.

The Biennial Meetings on Education in Africa, whighite nearly 500 participants, serve as
the most significant educational events for theic&in region. Ministers of Education from

sub-Saharan Africa, bilateral and multilateral depment agencies, experts from Ministries
and universities, as well as representatives froh society are invited to participate in the

Biennial Meetings.

Assistance to post-primary education incl. loweoselary education

The ADEA Steering Committee decided to have poistigry education as the main theme
for the ADEA Biennale 2008. Post-Primary Educatisndentified as one of the greatest
challenges facing education systems in Africa.

In November 2004 the ADEA Steering Committee sean@d hoc Working Group on Post-
primary Education (WGPPE). Principal focus was a@tomdary education and skills
development. Later a holistic approach was adopteelgrating issues of post-primary
education in a broad context.

A WGPPE meeting was held in December 2006 in Rarts a working definition of Post-

Primary Education suggested and discussed. Hergnanary of completed and on-going
studies conducted by ADEA’s main partners on PPE wdroduced. In line with the

preparation for the Biennial 2008 on post-primaduaation the main thematic lines and
complementary studies to be undertaken for presentaere presented.

The following post-primary education issues weresaa for discussion in line with the
progress made towards Universal Primary Educatigkfican countries:

Post-primary education

* How to assume responsibility for the continuing aation of millions of children
within the age group 11-167?

* Should the obligation to extend schooling be preslids a core curriculum (general
education) or be diversified by disciplinary anccabonal streams?

* What approach would meet the needs of both masasmpn and requirements for
quality and equity?
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Secondary education

* Have the costs and benefits of secondary educhiem analyzed in comparison
with those of primary education in the African cext®

* What secondary education models should be promwmtedfrica that are best
adapted to the needs and resources of the vamjuaiisns?

* What curriculum reforms are necessary to respondifferent tensions between
needs at local level and international standar@$wéen general education and
development of vocational skills, between a commwane and separate streams?

* How can education be taken to scale or democratizbdut lowering standards?

* How should questions about financing and costspipeoached?

* How can latent resources in the educational systethsociety be mobilized; how
can schools be made more efficient and unit cesisaed in order to implement
sustainable financing for secondary education?

* How can a framework of effective policies similar that for universal primary
education be drawn up?

Skills development

* What are the possibilities for mass developmerskdfs within basic education? In
the primary and/or the post-primary phase? Who thee actors that should be
involved?

» What African policies and practices have proveédaiVe in this area?

* What factors and conditions would make policies emsrccessful?

* How can the quality of training be ensured alonghwis suitability for meeting
current and future development needs in Africa?

* How to build a credible system for evaluating sl|

* What are the sources of financing?

« How can the existing structures be brought up tte deith global educational
practice?

Finally the Biennale 2008 on post-primary educatrah address three major areas within
this general theme:
» The extension of basic education to include loveeosdary education;

* Technical and Vocational Education and Training ETY and labour markets in
urban and rural settings; and

* The articulation between upper secondary and higtecation.

6.4 European Union (EU)
General organisational setup and policy framework

The European Union is an association of currenflf{@ropean states. It forms a unique body
whose member states have set up common institufi@dave the power to make decisions
on matters of joint interest at European level. @ima of the EU is to facilitate cooperation
among its member states and to promote unity watithe same time preserving the diverse
habits and customs of the different countries. Thhe EU has the sovereignty to make
decisions in different areas like e.g. freedomusgcand justice, economic and social affairs,
environmental protection as well as peace andldgtaiihe EU promotes fair rules for world
trade and to provide humanitarian assistance atidaaideveloping countries around the
world.
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Assistance to post-primary education incl. lowaoselary education

Going through the key documents, describing theskpjport to development in Africa, two
clear trends are observed in the education sector:

1. A renewed commitment to supporting African courgtrie achieving the MDGs on
education

2. A clear recognition that more attention needs tgilven to post primary education as
many African countries seem to be achieving the M@ education toward 2015.

These trends are expressed in the following doctsnen

“Accelerate the achievement of the Education Targeft the MDGs.”
(P. 26 First Action Plan (2008-2010 for the Implertation of the Africa-
EU Strategic Partnership)

“Moreover, partners insist on the urgent need t@sgthen not only basic
education but entire education systems, at alll&eV€Declaration after
the joint EU —Africa summit Portugal December 2009)

“Investing in minds.To stimulate a coherent and strategic approach, the
EU should increasingly support primary educatiorrotigh sectoral
budget support. At the same time, the EU should@tigducation, access
to knowledge and transfer of know-how as a lifelpraress going beyond
primary education: from secondary and higher toatamnal education.”
(Communication from The Commission To The Counaid AThe
European Parliament. Investing in people. Commuioca on the
thematic programme for human and social developrardtthe financial
perspectives for 2007-2018age 13)

“With developing countries making substantial pregs towards the
primary education MDG, it is becoming increasinglportant to pay
attention to other levels and types of educatiod ansure a holistic and
coherent approach. Secondary education and vocaltieducation and
training are the key to ensuring employability, antproved capacity in
higher education is crucial for meeting all MDGs(Review of the
Development Co-operation Policies and Programmedhef European
Community. Organisation for Economic Co-operatiord &evelopment,
Development Assistance Committee Memorandum preépdme the
European Commission 2007 page 73)

“Scale up education and vocational training in @l sectors, in
particular through the creation of schools/workskhdp provide adequate
training to young professionals and workers, inedir response to local,
national and external labour market needs” (Theids-EU Strategic
Partnership. A Joint Africa-EU Strategy)

Although these are indications that the EU is gadlglushifting its support to post-basic

education in Africa, since the main instrument $mpport are sector budget support and
thematic programs, where education is part of then&h Development group, only further

studies of actual programs at the country level grite more detailed insight into how this

policy change was implemented on the ground.
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6.5 Food and Agriculture Organisation (FAO)
General organisational setup and policy framework

The Food and Agricultural Organization, a specaliXJN agency, was established in 1945 to
lead international efforts to combat world hundeserves as a forum where all nations can
discuss issues related to agriculture, forestiefig and food and debate how to ensure food
security and good nutrition for all. A special fgclies on developing rural areas as these are
the homes of most of the world’s poor and hungrgpie FAQO’s main activities include
acting as_a knowledge network, sharing expertisegnicultural policy, legislation and
national strategies to achieve sustainable devedapmand alleviate hunger, providing a
platform for nations where they can meet and natmtabout major food and agriculture
issues and bringing knowledge to its field projestsund the world.

Assistance to post-primary education incl. loweroselary education

The reality of the many school dropouts and ousatfeol children in Africa make FAO’s

concept of Education for Rural Peoplé important to mention here. Poverty afflicts 1.2
billion people in the world. 70% of these - 840 Irait individuals - live in the rural areas of

developing countries. In addition to these peopley constitute the immense majority of the
world’s 780 million illiterate people, about 72 foh children worldwide do not attend

school. Considering that approximately 70% of thelsdédren live in rural areas, education
for rural people deserves special attention. ltukhamot simply be moulded on the urban
model, but rather take into consideration the gmecharacteristics of each situation. Since
the reality in Africa is that for these rural peslgriculture will remain their preoccupation
for many years to come, agricultural education &haronstitute the main agenda for
education reforms for the rural people in Africa.

Against this background, a quick survey of secop@aucation in Africa, at least up to 2002,
reveals that in East Africa, at secondary schoweéllethere are several examples where
agriculture is an examination subject and, alont wther science subjects, is providing the
foundation for secondary school students who wastudy agriculture at the tertiary level. In
West Africa, the study of agriculture in regulacsedary schools is very limited and clearly
is an issue that needs to be addressed as p#& oftional and regional educational policy.
Also alarming is that the study of agriculture la¢ torimary or lower secondary education
level generally is severely limited in Africa. lmree instances, school gardens have been
promoted, but agriculture in general is not taugghta subject at primary or lower secondary
education level. Rural students drop out of sclab@ very high rate. In many cases as many
as 90% will not go beyond primary or lower secogdaducation level. Therefore, if they are
to study agriculture in a school setting, it wiye to be at the primary or lower secondary
education level. The farming population, whichhie backbone of Africa’s economic growth
and food security, comes from the rural youth. Tigality should necessarily inform the
debate on how African countries structure theipeetive education systems, especially at the
basic and lower secondary education levels. If adsguy basic education was extended to
lower secondary level, big groups could be reach#d agriculture education that could
improve food production and hence reduce povertiierarea.

In short, what matters most for the developmenifoica is the capability of rural people to
be efficient producers. There is little doubt teabnomic and social development of Africa,
and the benefits that accrue from it, such as invgmonutrition and health, require an
educated populace. No country has become develapibdut well-educated people and a
strong agricultural base that provides food segue need to appreciate that good
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education systems will not solve all of the probdedout they are a prerequisite for sustained
agricultural production and economic developmemfinca.

There are a large number of programmes for youtreotly in operation in different African
countries. However, FAO acknowledges that in alnatistases, the programmes reach only a
small percentage of their audience. In most coesitithe major programmes are conducted
through the Ministries of Agriculture, Forestry, Wdtion, Manpower and Community
development. In addition, a large number of nonegomental agencies throughout Africa
are involved in youth work such as Young Farmerisl dH clubs, Scouts, religious, and
community development organisations.

Examples of rural youth programmes and projectdewelopment programmes include the
following:

» Formal education with a rural development biassdme countries of the region,
school curricula at the elementary and secondavgl lbave been modified to
include practical agriculture, handicrafts, homeremmics and population education.

* Non-formal education programmes for out-of-schoolith. Generally these are
introduced as special training programmes in ldgranprovement, leadership
development, vocational and productive skills tragn youth cooperatives, and
population education. Most countries of the regn@ve some experience of these
programmes, though often on a small scale.

* Income generating projects that allow individuais groups to build on the training
received, with supervision through youth group\atiéis and credit facilities.

* Provision of rural services that include youth amdficiaries. These services may
include supervised credit for young farmers andalryouth, making available
learning and production resources, health careerréation activities.

* Organized community development programmes thatlecige and satisfy the
energies and aspirations of rural youth. Reforestatommunity development and
community agricultural shows are examples.

* The organization and guidance of rural youth fadership development, skills
training, service and production purposes. Thituhes the formation of youth clubs
such young farmers, 4-H, scouts and guides, reigyarganisations etc.

FAO maintains that considering the nature and éstisrof youth, much can be accomplished
through programmes of recognition for outstandirgpi@vements (in productive work,
leadership and service) of rural youth and younrghéais. With imagination, these types of
programmes can be carried out both at the localretidnal level with very little resource
allocation. Recognising the large number of ru@lti in each country, their varied needs,
interests, abilities and problems and the limitedources of governments and NGOs it
becomes evident that cooperation and collaboraimong ministries in government is a
necessity

6.6 United Nations Educational, Scientific and Culiral Organization (UNESCO)

General organisational setup and policy framework

UNESCO'’s goal is to promote international cooperathmong its member states in the fields
of education, science, culture and communicatiardal, UNESCO also actively supports
the Millenium Development Goals, especially theaening at achieving universal primary
education, improving environmental protection, figg against extreme poverty and
eliminating gender disparities.
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One of UNESCO'’s main missions is to promote edooadis a fundamental right, to improve
the quality of education and to stimulate experitagon, innovation and policy dialogue.
Within this context UNESCO's role in the Divisionrfthe Coordination of UN Priorities in
Education (ED/UNP) is to coordinate global actiamsl efforts in a number of areas of UN
priority, notably the pursuit of the EFA goals aheé focus on three key responsibilities — the
United Nations Literacy Decade (UNLD), the Unitechtidns Decade of Education for
Sustainable Development (DESD) and the area ofaaucand HIV & AIDS, including
EDUCAIDS, the UNAIDS, the Global Initiative on HI® AIDS and Education.

UNESCO also serves as a clearinghouse — for tlsemigation and sharing of information
and knowledge — while helping Member States to dodileir human and institutional
capacities in diverse fields. UNESCO leads the gl@uaucation for All movement, aiming to
meet the learning needs of all children, youth addlts by 2015. They produce and present
the annual Global Monitoring Reports on the progresade with regard to the Dakar
declaration and the MDGs.

The EFA Global Monitoring Report (GMR 2008) and PBsamary Education
A) Introduction

While the declaration of the high-level meetingdakar set no specific goals for secondary or
post-primary education this sub-sector still foraas important part of the overall EFA
agenda. The Millennium Development Goals includmedary and tertiary education within
the equality and gender parity targets and the resipa of primary education obviously
creates a demand for further schooling. The s@ffiinprimary schools and the administration
of education all require appropriately qualifiedadumates of post-primary education. The
provision of adequate numbers of secondary schiagkep is an incentive for completion of
basic education. The universalization of basic atlan to include at least lower secondary
schooling is the goal of three out of four governisesurveyed in the GMR. Labour markets
are also demanding higher levels of skills, tragnamd knowledge such as only post-primary
education can provide.

B) Expansion & Diversification of Secondary Eduoati

Demand for and participation in secondary educatsogrowing as more countries move
towards universal primary education (UPE). In 286Be 512 million children were enrolled
in secondary education world wide. This represantsncrease of 17% since 1999. Rises in
Sub-Saharan Africa (by 55%), South and West Asya2@$%), the Arab States (by 25%) and
East Asia (by 21%) were significant. Other partshaf world, including Central and Eastern
Europe, Central Asia and the Pacific, North Amergrad Western Europe have more
secondary than primary pupils enrolled. With thisgtitative expansion has come much
more diversification of what is offered at secorydavel. Few secondary level programs now
offer basic teacher training as an elective. Telaedeacation is much more professionalized
and takes place in specialized post-secondarytutietis. Few countries except the Arab
States include religious or theological educatibthes stage and fine arts and sports are less
emphasized. The most common pattern in secondangaédn is the comprehensive or
general program on the one hand and the specialige@nce/mathematics or
humanities/social science line of studies on themntSub-Saharan Africa still has a relatively
low net enrolment rate at secondary level (25%)maned to 80% plus in Central and Eastern
Europe. A number of African countries (Benin, Caower, Djibouti, Ethiopia, Guinea,
Mozambique and Uganda) have experienced averagabgrowth rates in enrolment above
10% between 1999 and 2005. Other countries mariagedhan 1%.
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Most countries make a distinction between lower apger secondary education. Lower
secondary is often compulsory, forming part of basiucation and taking place in the same
institution. The onset of upper secondary usuallyks a distinct change to a new institution,
is no longer compulsory and may provide diversekgaand programs and features more
specialized teaching. Worldwide the GMR shows a ereblment ratio of 79% in lower
secondary and 53% at upper secondary school. Thestadifferences in participation rates
were found in East Asia and the Pacific, Latin Aiceerand the Caribbean, and the Arab
States. In Sub-Saharan Africa compulsory lower séany education is found in fewer than
40% of countries surveyed and participation ratesasound the 38% level.

Secondary education often includes technical amati@nal education and training as well as
more general or academic programs. Worldwide ald®3% of the 512 million children
enrolled in secondary schools were following techhobr vocational courses. However, the
figures for enrolment in this type of course amdst in Sub-Saharan Africa at 6%.

The table below illustrates GER (%) trends sinc@919

Region Lower Sec. Lower Sec. Upper Sec. Upper Sec.
1999 2005 1999 2005

Developing 72 79 a7 53

Countries

Developed 102 104 98 99

Countries

Sub-Saharan | 28 38 19 24

Africa

Arab States 73 81 45 55

Central Asia 90 95 77 76

East Asia 80 93 45 54

Pacific 89 89 139 132

Latin America| 96 101 63 74

Source: EFA GMR 2008, page 59

As can be seen, Sub-Saharan Africa remains a l@ygback in the development of its post-
primary schooling.

The GMR makes a point of emphasizing the rise ipartance of post-primary schooling,

particularly for the donors. Investment in primagucation is thought to be at risk if the

focus switches to the secondary and tertiary leafough the importance of opportunities at
the post-primary level is recognized. The GMR smumldnote of warning that primary

education, especially where it encompasses adeitatly and where gender disparities and
inequities persist, should not be regarded assaihgsortant challenge. The dilemma is one of
balancing the legitimate demands of all sub-seabeslucation.

6.7 World Bank

General organisational setup and policy framework

The World Bank is an international organization ethconsists of five institutions: the
International Bank for Reconstruction and Developt{iBRD), the International
Development Association (IDA), the Internationah&mnce Corporation (IFC), the
Multilateral Investment Guarantee Agency (MIGA) ahd International Centre for the
Settlement of Investment Disputes (ICSID). All ingions are owned by the World Bank’s
185 member states and their common mission istiaceeglobal poverty. Therefore, the
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World Bank’s main tasks are to promote growth &abte economic opportunites and to
support poor people to take advantage of thesee ldia@cisely, it provides loans, credits and
grants to developing countries. It mainly suppgasernments’ efforts in the fields of
education, health, infrastructure, environmentatgxtion, and communications.

Assistance to post-primary education incl. loweoselary education

From the year 2000 the World Bank acknowledged thadr the last two decades, its
education strategy had given less attention to resny than to primary and tertiary
education. To mark a new awareness the WB doutdddriding to secondary education from
in FY 99 to FY 2000, to cover 13% of the total lemgdto the education sector in SSA.

In 2001 the Africa Region of the World Bank toole timitiative to establish The Secondary
Education in Africa Programme (SEIA). It was launched in a INESCO/BREDA
workshop in Mauritius in 2002 with the main aims ta

e Help to collect and summarize best practices fostasoable expansion and
improvement of secondary general, vocational acknieal education;

» Identify policy options for sustainable reforms;

* Provide a forum for discussion and partnership agretakeholders in SSA,

» Contribute to better donor coordination in suppdrsecondary education reforms.

Main partners in the work with SEIA have been therM/ Bank Institute, the World Bank
Africa Region, UNESCO, ADEA and BREDA. The SEIA dies, workshops and
conferences have been supported by bilateral TFustds (TF), such as the Norwegian
Education TF, the Irish Education TF, Dutch TF #melFrench and Japanese governments.

A paper entitled “A Regional Study of the Africaredgton in the World Bank”, by Jaap
Bregman and Steffi Stallmeister was developed ased uas the basis for conducting a
comprehensive pan-African study. Based on thisAS#dcided to conduct 6 main studies.
Finally 8 studies were conducted, presented ancusis®d in seminars and conferences in
2003 and 2004. The ADEA Newsletter for October-Delcer 2004 covers secondary
education in SSA in many articles with referencéh®SEIA studies.

In 2007 a final SEIA conference took place whersuenmary report: “At the Crossroads:
Choices for Secondary Education and Training in-Sabaran Africa” was presented.
Reference can be made to all the studies on SEWSsitess of the World Bank!

Although secondary education historically has beeglected in the financing of education
systems, the World Bank recognizes the criticad adl secondary education to the economic,
social and human capital development. Secondaryagidm has a vital role as the crucial link
between primary schooling, tertiary education dredlabour market. Its ability to connect the
different destinations and to take young people restbey want to go in life is more
important than ever before. In recognition of thike World Bank published in 2005:
“Expanding Opportunities and Building Competenciss Young People”. There a
comprehensive look at issues and policy optionséaondary education in the 21st century is
taken.

In 2005 the World Bank published a World Bank Adrigction Plan for all sectors in society
— to be implemented in 2006 — 2008. Here seconddugation and skills development is
identified as one of its priority areas. This plaas given a revision in 2007, now named
Africa Action Plan.

4 SEIA: (http://www.worldbank.org/afr/seia)
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Below a further presentation of the different cdmitions is following.

6.7.1 The first SEIA conference June 2003, In Kdmgdganda

The overall goal was to provide a forum for Sub&ah Africa countries to share and
discuss best practices in education reform.

Theobjectives of the conference were

* To contribute to a national strategy for a sustamapproach to improved Junior
and Senior Post-primary education in SSA

* To share the findings of the thematic studies @tlb-Saharan policy-makers and
educators and highlight international trends intfpognary education reform.

For the SEIA studies a process-oriented approadin, farums for discussion and policy
dialogue was designed to create ownership and cbment among educators and
government policy makers, and to create a demandrdioutput. Finally objectives of 8
thematic studies on secondary education in SSA deceled. They were intended to:
» Collect and summarize best practices and identi§yasnable development plans for
expanding and improving the quality, equity andcefhcy
* ldentify policy options for the development of sas¢gic agenda
* Make recommendations about how donor agencies eiser lwoordinate and support
education reform agendas

* Review best practices

Title of the 8 thematic studies:
* Access, Financing and Equity (Lewin 2006)
» Transition processes from primary to secondaryfeond secondary to tertiary (The
TRANSE Group, 2004)
» Governance, Management and Accountability (Glassnaaua Sullivan, 2006)
* Secondary School Teachers and School Principals, (Mrilkeen, Chapman and
DeJaeghere, 2004)

 The Link between Health and Social Issues at theoi@tary Level (Smith,
Nesbakken and Wirak, 2004)

* Relevance and Quality of Curricula, Learning andgessment (Van den Akker and
Ottevanger, 2006)

» Secondary Science, Mathematics and ICT (Ottevahgéieveld and Clegg, 2004)

* Gender issues in Africa’s secondary education emdihg (Sutherland, 2006)

All the studies are available at the World Bank Skkeb sites.
6.7.2 The second SEIA conference June 2004, in DSiemegal
The main themes of the second conference were:

» Costs and financial sustainability — Expanding Ascéo Junior and Senior Post-
primary education in SSA countries. Case studigShaina, Tanzania, Senegal, South
Africa

* Quality and Relevance of what is taught and whaadsned in post-primary education
in African Junior and Senior post-primary education

Country strategies for secondary education werekegbiout in cooperation with SEIA for
Madagascar, Mauritania, Nigeria, Rwanda and Tamazani

50



6.7.3 The third SEIA conference, 1. — 4. April, Z00h Accra, Ghana

The overall goal of the 3rd SEIA Regional Confeeemas to disseminate the key messages
from the SEIA Synthesis Report and to discuss thentty strategies for Secondary
Education and training.

The specific objectives were:

e Discuss with SSA policymakers issues and recomniamdarelating to the SEIA
Synthesis Report;

 Reach consensus with major stakeholders on prhcsitategic solutions for a
sustainable expansion of post-primary educationteiding in SSA countries in view
of economic growth targets;

* Improve harmonization of donor capacity building 8EIA quality and relevance in
view of (a) the renewed focus on Secondary Educatiod Training; and (b) the
effects of Education for All - Fast-Track Initia@(EFA-FTI).

Messages from the SEIA synthesis report 2007 aettiday’s African youth will live and
work in societies that are increasingly open anchatzatic, driven by technology, part of
global networks of production and trade and, peshayost importantly, undergoing rapid
social and economic change. The existing high sesondary education systems were
designed to educate a small elite; they will noaibke to provide a much greater proportion of
the SSA’s youth with an education that effectivphgpares them for work and for further
education and training in societies with labour kegs that increasingly demand advanced
knowledge and skills. In this environment, lineapa&nsion of existing systems is not an
option, especially not given the constraints on ligubesources available for secondary
education. Changes in cost, financing and curriedlathus be inevitable, but perhaps even
more important is the need to change the mentalefsodf schooling and education
governance that continue to dominate policy andtf@in African secondary education.

Meaningful expansion of secondary education mugidsed on the effective implementation
of quality improvement at the primary level. Thestgyn as currently financed and managed
will be unable to respond to the social demandskrondary places or the labour market
demand of growing economies for skilled people. @etimg claims on national budgets and
international assistance make it unlikely thatshare of secondary education in the national
education budget can be increased significantlyltidteral and bilateral development
agencies should include expanded support for thelolement of secondary education and
training in their priorities for support to the edtion sector, preferably in the context of
sector wide approaches and based on comprehersitoe development plans.

Sustained economic growth and participation in @bal, technology driven economy is

unlikely to happen unless a human capital threshealsl been reached. Competitiveness in
tomorrow’s economic environment will require an itgjoly accessible basic education of 8
or 9 years of acceptable quality and expanded, delgective and equitable, access to
opportunities for further education and training.

Secondary education does not contribute as effdgtio human capital development as it
could and should: student learning achievemenbug In rapidly growing economies the
number of graduates is insufficient to respondatmolir market demand and the per student
cost is high. It will be imperative for SSA coumesito develop strategies for secondary
education that respond effectively to national dmwament needs, are sustainable in the
constrained resource environment of most countbesthat also ensure equitable access and
deliver a service of acceptable quality.
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The main elements would be:

* Resource requirements consistent with the availadi®enal means;

« Content relevant to and evolving with national degenent opportunities;
* Emphasis on learning: no trade-off of quality foaqtity,

e Equitable access for the disadvantaged, espegialy

* Multiple delivery mechanisms;

* Increased school based management responsibititaecountability;

» Broadly conceived public-private-partnerships.

Governments will need to create an environment g/peblic and private resources combine
to effectively support secondary education develpmCurriculum reform is an essential
element of the transformation of secondary educdtiom an elite to a mass system. Finally,
flexibility and decentralization are the princigéments of management reforms.

6.7.4 The Africa Action Plans

In the Africa Action Plan, from September 200&hich covers all main sectors in
development assistance, the World Bank acknowledggsover the last two decades its
education strategy has given less attention tonsksy education than to primary and
tertiary. It was further stated that low and in¢gie access to post-primary education are
major barriers to human development, economic dr@amd poverty reduction.

Three main arguments for secondary education akitfievay between primary and tertiary
were presented:

« Demand from increased number of students completimgary schooling,

e The largest cohort of young people to make a diffee

e Economies need a more sophisticated labour force.

The twin challenges to be met are increasing acetbe same time as improving quality and
relevance. EFA policies place lower secondary etitutavithin the realm of compulsory
education. This means that policy choices mustifferent for lower secondary and upper
secondary educatioithis further demands a change from secondaryadducbeing attached
to and coupled with higher education.

Lower secondary education must be more coupled pritihhary education. The curriculum
must be less specialized and evolved closer towanidsary school arrangements. Teachers
in lower secondary education need to be trained ranclited more in the same way as
primary school teachers, with the same pedagopreatices.

In 2007 the Africa Action Plan has been revisebégsome more effective. The initial 14

themes have been consolidated into 8 “Flagship’iness lines. One of the programs is
“Build Skills for Competitiveness in a Global Econg’. It is stated that the broad based
success of the global partnership for primary etlocahas allowed the Bank to shift its

incremental focus towards post-primary educatiomerQthe past two years both African

policy makers and development partners have plapedter emphasis on post-primary
education and primary school completion. This métional focus, however, has not
translated into substantially scaled-up resourcessécondary or tertiary education at the
country level. ODA for secondary and higher educatieclined between 2003 and 2005. In
2005 ODA to secondary education received only Seydrof the total ODA for education in

SSA, down from 11 percent in 1999.

The Bank has 42 projects/programs in 23 counthas support post-primary education and
research institutes, with commitments totalling @5fillion. The anticipated outcomes of
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Bank and partner efforts are to increase seconelangilment above the SSA average of 34%
in 2004 and to increase the share of undergradeatefied in science and technology.

Defined goals are:
e Eight countries increase secondary education emraliny 1% per year by 2009
« Eight countries increase the share of undergraderatg#led in science and technology

6.7.5 World Bank Publication “Expanding Opportugstiand building Competencies for
Young People: A new Agenda for Secondary Education”

This study was published in 2005 and explores theigsues facing secondary education in
the 21st century. It states that providing youngstath a dynamic education that takes them
from primary to tertiary education and beyond amat helps spur economic growth is surely
one of the best investments a country can makesiitlty underlines that this is particularly
true when secondary and higher education is eqashylable to all young people regardless
of gender, income, or ethnic group.

The paper identifies the main challenges as baingdrease access to secondary education
and, at the same time, to improve the quality atelvance of secondary education.

Based on surveys of education specialists arourdwtbrld, the paper presents policy
alternatives and options to assist policymakersdé@veloping countries and transition
economies as they expand, reform, and transforin seeondary education systems for a
better future.

The purpose and messages from the paper are:

e Secondary education has taken on a mission ofvits, @ne that has the policy
peculiarities of being at the same time terminal preparatory, compulsory and post-
compulsory, uniform and diverse (chapters 1 and 2).

* Expanding equitable access and improving qualitgrieure relevance are the twin
challenges of secondary education worldwide (chiafend 4).

* In the context of the knowledge society, changingrkwpatterns are leading to
radically new approaches in the way curricular kiealge is selected, organized, and
sequenced (chapter 5).

e Qualified and motivated secondary school teachees catical to the success of
reforms of secondary education (chapter 6).

« Multiple sources of funding and efficiency-enhamcmeasures should be considered
to cover the significant financial investments rieed to expand access and improve
the quality of secondary education (chapter 7).

« Traditional modes of state intervention and pubti@nagement strategies need to be
reformed in order to promote delivery of high-qtiasecondary education services
(chapter 8).

6.7.6 World Bank Assistance to lower secondary atiog

Over the past two decades the World Bank has atkedanding for secondary education
mainly in countries that have already achieved ensial access to primary schooling. The
Bank recommended cost recovery accompanied bytselescholarship schemes, and the
encouragement of private and community schoolsmprave quality and efficiency in
education through competition. Based on its exgmee in many countries, the World Bank
has advocated for a more holistic approach to skrgneducation, rather than one which
focuses on vocational education.
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In countries with high secondary education enrolisieiVorld Bank interventions have
focused on:

a) improving employability and productivity of schodéavers through support to
vocational secondary schools and

b) increasing country competitiveness by improving thality of general secondary
education to raise the overall productivity andn@ahility of the labour force.

In countries with low secondary education enrolmeérld Bank projects have focused on:

a) meeting specific shortages of educated manpowtTerpublic and private sectors by
raising secondary school completion rates and

b) improving the social conditions of the poor anduadg inequality by expanding
access to secondary education.

The World Bank is currently assisting 59 countueth the development of their secondary
education systems. Lending for secondary educatiaied US$3.68 billion between 1990
and 2006, with projection of US$219 million in néanding for 2007. Additional support for
secondary education efforts is included as patti@igeneral education lending each year.

The objectives of World Bank-supported secondanycation projects can be grouped into
Six categories:

Expansion of secondary education

Poverty and equity focus

Gender focus

Improvement of quality of secondary education

Rehabilitation of physical facilities

Improvement of efficiency and management in seconeducation

ouhwnNE

The World Bank collaborates with educational leadand international organizations
worldwide to promote the sharing of knowledge, agsl, policy analysis, and best practices
designed to strengthen access, quality, and equisgcondary education. The World Bank
works in partnership with a wide range of organaat including the following:

« UNESCO (United Nations Educational Scientific andilt@al Organization),
Secondary Education

« UNESCQO, International Bureau of Education

« UNESCO, International Institute of Educational Plg (IIEP)

+ OECD (Organization for Economic Cooperation and éeyment)

« European Training Foundation

« Department for International Development (DFID) UK

+ United Nations Children Fund (UNICEF), Secondarwéation and Gender Parity
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7 Country Examples

The following countries have been looked into byngsthe available documents at their
respective web sites. The main impression is tlatation is given priority, often reserving

up to 15 % of the total budget for education. Thanrsupport is for access and quality in
basic education, and for improvement of managerménihe education system. Support to
sector programs is much in use, and a variety sikdtafunding modalities are practiced. This
makes it more difficult to trace support to lowecsndary education, except where basic
education is expanded to nine years, thus incluldivwgr secondary education.

7.1 Tanzania

The Government of Tanzania (GoT) has adopted vaupalicies and strategies to address the
poverty, illiteracy and disease problems. The Nwtidevelopment Vision 2025, Tanzania
Joint Assistance Strategy (JAS), National StratégyGrowth and Reduction of Poverty
(NSGRP) all aim at improving the welfare of Tanzanfhe Education Sector Development
Program (ESDP), adopted in 1996/97, is an integeat of the overall poverty reduction
strategy in Tanzania. In the implementation of ESGBT has, first, embarked on a massive
restructuring of primary education through the RwiynEducation Development Programme
(PEDP) which formally took off in January 2002. éries of WB studies suggest that PEDP
has had a smooth operatiorand there was a need to expand the ESDP framelork
enhancing the capacity of secondary education pe @dgth increasing outputs from primary
education. Furthermore, it is acknowledged thatSkeondary Education Sector has a great
role in attaining the Vision 2025 education objeeti Thus, a comprehensive Secondary
Education Development Programme (SEDP) was prepar@dcember 2003 and launched in
April 2004. SEDP then is a logical implementatiotarp of the ESDP. SEDP will be
implemented in three five-year phases, beginnirtg thie first phase in 2004-2009.

The main objectives of SEDP are
a) Improvement of access
b) Equity improvement
c) Quality improvement
d) Management Reforms and Devolution of Authority
e) Education Management System improvement

The emphasis was clearly on expansion with a tarj2{000,000 students by 2005. In other
words, SEDP is, among other things, aiming at &sirgy transition rate from primary to
secondary school from 15 per cent to 21 per cetht@expand adult education programmes.

In Tanzania, the secondary education system cer#igtvo levels: The “O” level, forms 1-4
leading to a Certificate of Secondary Educationriixation (CSEE) qualification and the
“Advanced” level, forms 5-6 leading to an Advanc@drtificate of Secondary Education
(ACSE) qualification. Selection to join both levésshighly competitive, the Primary School
Leaving Examination PSLE and CSEE respectivelyhBotaminations therefore serve two
purposes, that of certification and selection. Séhavho pass ACSE are eligible to join
University and institutions of higher learning fdegrees and advanced Diplomas. In general

!> However, it should be noted that some critics (e.g. Haki Elimu) have suggested that the PEDP led to
massive enrolment increases but lowered quality in terms of lack of teachers and overcrowded
classrooms
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terms, the objectives for CSEE is consolidate armhden the scope of ideas, knowledge,
skills and concepts already acquired at primarycation level, while the objectives for
ACSE is to prepare students for tertiary, highescational, technical and professional
education and training and prepare students forwtbed of work. The objectives of the
secondary education sub-sector are described asolmate and broaden the scope of ideas,
knowledge, skills and concepts already acquiregriatary education level; prepare students
for tertiary, higher, vocational, technical andfpssional education and training and prepare
students for the world of work.

In the build-up towards SEDP a number of studieseve®@mmissioned, including Secondary
Education Master Plan (1996); Macro Economic Analysf Post Primary Education in
Tanzania (May, 2003); Secondary Education Sect@lysns (August, 2003) and Analysis of
the Labour Market Linkage and External EfficiendyPmst-Primary Education and Training
(November, 2003). Among other things, these stutkgealed that the secondary education
sector in Tanzania is one of the smallest in sute&a Africa, and constitutes of only about
6% of the secondary school going age grdtie rest of Sub-Saharan Africa, 25-30%).
Transition from primary school to secondary sche@round 25% (rest of Africa, 50-60%).

The study also revealed four categories of secgnsigrools ownership: government (9%),
community (51%), private (33%) and seminaries (7Phere are still some schools classified
as commercial; agricultural, technical or home @ctoics, although this classification was no
longer continued with the newly built schools, mostwwhich are unbiased, meaning there is
no subject specialization compared to the biasbdds, where there is subject specialization.
There are also significant gender and regionaerbfices, as well as overloaded (especially at
“O” level) and often theoretical and irrelevant icula which do not prepare students to the
contemporary world of work. With regard to the fical situation it can be said that
secondary education receives a relatively low sbatbe recurrent education sector budget -
6-7% - as compared to 19-20% allocated to ter@ay higher education. More significantly,
57% of the secondary education budget is allocdted teacher salaries and other
remunerations.

7.2 Zambia

Over the last few years, the focus has shifted feoproject approach towards the so called
sector-wide approach. Under the sector-wide apprcapport is provided to government
sectoral policies in a coherent and co-ordinatedirmeg together with other cooperating
partners. Since autumn 2002, both the GovernmenEZawhbia (GRZ) and cooperation
partners have been engaged in the so called “hazat@n process” which aims at enhancing
efficiency and effectiveness of development codpanathrough increased cooperation and
alignment amongst the actors involved. Cooperapariners are making serious efforts to
work in line with Zambian processes and procedurésy increasingly represent each other
and work through joint processes and programmesouliin the so called Joint Assistance
Strategy, GRZ and cooperating partners try to malise the number of active partners in the
different sectors. This process should lead todagaate presence of cooperating partners in
all sectors key to Zambia’s development.

The 8" National Development Plan 2006-2010 includes eiitutaas a priority sector for
poverty alleviation and economic growth. The Minysbf Education has developed a
Strategic Plan 2003-2007 that covers all sub-sgdtothe education system: early childhood,
basic schools, high schools, teacher training gelie universities and adult literacy. The
Strategic Plan is a successor of the Basic Edut&ud-Sector Investment Plan (BESSIP) in
the period 1999-2003.
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The Strategic Plan has four central themes:
» Access and equity in educational provision
* Quality of education
* Administration, financing and management of edwcati
» Mitigation of the impact of HIV/AIDS

The Strategic Plan works towards the achievemethefEducation for All (EFA) goals, as
agreed upon at the World Education Forum in Dakar2D00, and the Millenium
Development Goals. It aims to achieve universaksedo quality primary education and
gender equality for both boys and girls.

Zambia has seen a tremendous increase in accedsidation. NER has changed from 61 %
in 2001 to 95 % in 2005. (EDASSIST Zambia 2005)wdwer, the quality of education
remains a problem, and is probably affected in gatiege way by the large influx of pupils.
Only a third of the students in grade 5 attainrtheimum level in English and mathematics.
Quality improvement will therefore be the main pitip for the Ministry of Education.
Completion rates in 2005 were 81 % for grade 1uf,dmly 43 % for grade 1-9. The school
system is changed from 7 years to 9 years compulsasic education. But as completion
rates indicate grade 8 — 9 has a very low complette. The shift has not been finalised, and
many schools offer still only grade 1-7.

The Strategic Plan is supported by 14 bilateral @udtilateral donors within a sector-wide
approach that aims to reduce transaction costthteoMinistry of Education as well as the
donor agencies. 8 donors provide support througbramon pool account. Norway is the
biggest bilateral contributor, followed by the Netlands. Since 2006, the Netherlands and
Ireland are now chosen to be lead donors, repriegeihie group towards the government.

The involvement of NGOs in the sector is also intgat: The community schools movement
has enrolled almost 20% of all the basic schoalestts in Zambia. Thus they are contributing
substantially to the increased enrolment rate.

In 2004, the Dutch Embassy financed a severanckapacfor retired teachers and the
settling-in grant for newly recruited teachers, ethihe government was unable to cover. This
allowed the Ministry to recruit 7,700 new teachier2005. The lack of teachers, with a very
high pupil/teacher ratio must be a policy priorityimprove the quality of education for the

years to come.

Secondary education has a very weak position inethecation system. As in Tanzania a
problem has been that responsibility for secondaaycation is divided between many
ministries. Donor support to the strategic plan ki@erefore not reached responsibilities
outside the Ministry of Education. A new challenfyg the Ministry is to improve the
cooperation with other ministries to be able todiarthe responsibilities for the full education
sector.

The shift from 7 to 9 years compulsory basic edaopahas changed lower secondary into
upper basic education. A large number of schoadls affer grade 8-12. Enrolment in
secondary education has increased, but is stilvass GER 21, 5 % in 2004. The quality of
secondary education has gone down and the cumicthias not been revised during the last
30 years.
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7.3 Burkina Faso

Burkina Faso is among the countries with the loweesblment rate both in primary education
(57% in 2004), and in secondary education. GERwWer secondary was 20%, where the
average for SSA is 44 %. For upper secondary th®& @&s only 8 %. The situation is
worsened by enrolment gaps for urban and rurakaaed for gender.

Quality is low with a shortage of qualified teachea short instructional year, to large groups
of students and an irrelevant curriculum, mainlgpgaring for tertiary level more than the
world of work.

The World Bank supports the Government strategyhair efforts to increase access to
secondary level, with a special focus on lower sdaoy schools, improve quality, equity,
management and organisation of the secondary ednfistem.

The first phase of the program has had successifidtives and the second phase is fully
aligned with current poverty reduction policies.

The plans have the following objectives by 2009:

e To increase the GER in lower secondary from 22 %0%, and to increase survival
rate from 45 % to 60 %. The GER in the least cavelistricts should be increased
from 8 % to 13 %, and for girls from 17 % to 28 %.

e To improve quality through curriculum reform as e pre- and in-service teacher
training. Quality should also be improved througlpmort to school health and
HIV/AIDS prevention, evaluation and assessmentormftion and communication
technologies,

» Strengthening of institutions.

* Expanding vocational education and training throaghational policy on VET in
formal and non-formal education.

Pilot projects should be based on experience flwmabour market for appropriate training
programs in public-private partnerships

The work will be performed as part of a sector placooperation with other donors. It will
demand a management committee between involveditmés to improve harmonisation and
effectiveness.

8 Conclusions

In most cases secondary education is still treatedne unit in the policies and programmes
of the Ministries and Agencies. However, lower amper secondary education is usually
divided and operates as two distinct levels. Thigly has focussed on lower secondary
education and the needs to develop specific psliare support for this level, particularly as
it is becoming part of a compulsory basic educatorall.

This brief survey indicates the following:

e« The demand side in most Sub-Saharan African casis becoming more insistent
on the need for expanding post-primary education

* Lower secondary education should be part of conmpylsasic education, which then
comprises 9 — 10 years,

» Skills development and preparation for future liéeployment or self-employment
need to be given more attention in the planningeabndary education.
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The demand for post-primary education has beerukited by the ‘bulge’ of pupils
graduating from primary education, especially assalt of successful efforts towards
Primary Education for All

Following the World Bank’s lead, bilateral agencieave devoted most of their
support to primary education leaving the post-primavel deficient in most countries
under consideration

There has been little focus on the analysis andnotg for post-primary education
among the agencies reviewed and their partner deant

Once again following the World Bank’s lead, a numbkbilateral agencies are now
reviewing their policies towards post-primary anctr tertiary education and are in
the process of preparing policy papers to addiesset sub-sectors. The Secondary
Education in Africa (SEIA) initiative of the WorlBank has been a major contributor
to this renewed interest as well as the variougp@apers and publications produced
by the Bank since 2000.

The move towards general budget support and educséictor budget support has led
to cases where a bilateral agency, although comengtimarily to primary education
has in fact been supporting the wider brief of arga Ministry of Education, thus
funding post-primary education by default.

The consensus emerging from this brief survey as plost-primary education is now
finding its way onto the agenda of the developnmartners, but it is still far from
being at the stage where it can effectively andsturttially support the needs for long-
term and holistic planning and implementation afoswlary education programmes. A
key challenge will be the harmonisation of effatsl the focus on key issues relating
to the sub-sector, notably issues of curriculum asskssment, teacher education and
deployment, physical facilities and the managem&nthe education systems of
partner countries.

In the wake of the huge efforts made to achieve [EplAnners of post-primary
education must be more concerned with the issupr@fiding young people with
solid basic skills, knowledge and values to prepghem for future life as well as
employment and self-employment.

Given the suggestion that lower secondary shouldinbkided as part of basic
education, lower and upper secondary must be gieparate concerns both regarding
content and curriculum, organisation, financing arahagerial needs.
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