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Executive summary
This paper sets out how the UK, through the Department for International Development (DFID) works to
improve education in some of the poorest countries in the world.1 A good education is a human right, a
global public good and a necessary ingredient for economic development and poverty reduction. Education
enables people to live healthier and more productive lives, allowing them to fulfil their own potential as well
as to strengthen and contribute to open, inclusive and economically vibrant societies.
For education to maximise its transformational potential, children need not only to be in school but also
learning. The world, however, is facing a learning crisis; too many children in school are learning little or
nothing at all and there are still too many who have never been to school, or do not complete the primary
cycle. Progress on getting children into school shows what sustained national and international investment
can achieve but clearly more needs to be done, and done differently, to ensure all girls and boys can access
a quality education and learn. This includes addressing underlying causes of disadvantage, including gender
disparities, geographic isolation, disability, ethnic and linguistic disadvantages.
The UK is facing up to the challenge and providing global leadership on delivering value for money,
developing new partnerships across the public–private spectrum, using new technology and building
evidence on new approaches and aid modalities with partner governments.
In line with the Millennium Development Goals (MDGs) and the goals of Education For All, the UK
government is helping ensure that every girl and every boy can access, and complete, a good quality basic
education (primary plus lower secondary). Between 2010 and 2015, DFID is supporting 11 million girls and
boys in school, especially in fragile and conflict affected states, with up to 1 million more of the most
marginalised girls supported through the Girls’ Education Challenge.
A focus on learning runs throughout DFID’s work in education. The UK approach combines strengthening
national education systems to ensure better provision for improved learning; improving accountability to
citizens and taxpayers for results; and improving what happens in classrooms. There is no single technical
fix to guarantee improved learning outcomes for every child. Affecting change in learning outcomes can take
time but a focus on learning does provide a clear measurable indicator of education quality and impact.
DFID’s education programme is flexible and well aligned to fragile states and countries furthest from
meeting the education MDGs. Of the 57 million children out of school, 35 million are in DFID education
priority countries; sixteen of these countries are considered to be affected by fragility. DFID is focusing its
investment in education on what makes most difference, using the best available evidence, responding to
context, and working alongside governments, multilateral and non-state partners. To maximise impact, DFID
education teams work across sectors, including health, nutrition, governance and social development.
DFID is also working with partners and supporting a selected number of investments in early childhood,
upper secondary, skills and higher education to build evidence about what works and the types and
combinations of investments that deliver the best results for poor children and young people.
Education is an essential part of responding to current and future challenges from demographic and climate
change and to rising inequalities both within and between countries. The UK is committed to the principle, in
the High Level Panel Report, that no-one should be left behind as we focus our education work increasingly
on the most vulnerable and marginalised, including children with disabilities. Getting all girls and boys
through a full cycle of education and learning are challenges both today and for the future. The UK
government is committed to ensure that education can deliver its full poverty reduction potential.
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1. Why invest in education
Why is education important for development?
Education is fundamental to development. It is both a human right and an investment for sustainable
development.2 Education enables people to live healthier and more productive lives: a path to maximise
individual potential, extend freedoms, build capabilities and open up opportunities.3 The benefits of
education for girls and women are particularly strong. Evidence highlights that for education to enhance
economic growth, children must be both in school and learning.4 Learning propels the transformational
potential of education to contribute to better governance, more peace and democracy, political stability and
the rule of law.5 Taken together, evidence suggests that a quality education can enable people to shape,
strengthen and contribute to the building blocks of open economies and open societies. Education is also an
essential part of responding to current and future challenges, from demographic and climate change, to
rising inequalities within and between countries.

Which education investments matter most?
The world is facing a global learning crisis. Too many children in school are learning little or nothing at all
and there are still too many who have never been to school. The progress over the past decade in getting
children into school shows what sustained national and international investment can achieve, but clearly
more needs to be done - and done differently - to ensure all girls and boys are not just in school but
learning.
Out of school, not learning
57 million children are out of school today, down from 108 million in 1999.6 At least 250 million children
cannot read or count, even if they have spent 4 years in school.7

Learning at the centre
Learning is a vital and measurable dimension of a quality education. Achieving basic literacy and numeracy
skills as well as developing other non-cognitive skills (critical thinking, problem-solving) are components of a
rounded education.8 Despite significant improvements in the measurement of education over the past 10
years, robust evidence on what works to improve learning remains limited by a lack of good measures,
available data and sound research and evaluation. The Learning Framework in Figure 1 presents the
multiple and inter-related elements that impact on learning, based both on DFID’s own research and
experience and available international evidence.9
Learning is at the centre of the framework and at the heart of DFID’s approach. Assessment of
learning is vital to inform parents, children and policymakers about the state of learning within the system
and for governments and DFID to know if their investments are making a difference and providing value for
money.10 Equally important is assessment for learning, to improve teaching and to allow students to be
aware of their own strengths and weaknesses.11
Strong and accountable education systems matter.12 A good education system continually strives for
increasing levels of educational excellence; assures and drives up standards; is responsive and transparent;
and includes processes for identifying and addressing corruption. Rigorous evidence at the systems level in
education is limited but suggests that capacity to formulate policy, set standards, and manage human and
financial resources are all important. Good governance with strong public financial management and
effective systems for managing teachers - including the recruitment, training and deployment of good
teachers - are all features of effective education systems.13 Investing at system level enables education
reforms to build on pockets of good practice and ensure irreversible gains in learning.
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Figure 1
The Learning Framework

Improving learning requires good teachers and great classroom practices. Children who are in school
learn too little each year; many of those who manage to complete primary school, do so without gaining the
foundation skills of reading, writing and numeracy, let alone being prepared to face the challenges of the
21st century. More teachers are needed, and these must be competent in addressing the learning needs of
their students and in making good use of appropriate and affordable learning and teaching materials.
Teaching practice needs to be consistent with the current evidence-based theory on how children acquire
and improve reading skills. This includes giving enough time to direct instruction and reading practice to
allow students to make strong progress and for students to be able to learn to read in a language they
understand well.14
Learning is driven by the school environment and shaped by the students’ home background.
Effective school leadership includes using assessment and related data to drive improvement: to have
teachers who turn up regularly and on time; and to involve the local community in the life of the school and
their children’s learning. A low literacy environment and a lack of parental support for learning affect a child’s
readiness for school and ability to remain in school and learn. Three overlapping constraints are at the root
of these challenges – poverty, nutritional deficiencies and inadequate early learning opportunities.15 Globally
over 200 million children under-5 are failing to reach their true cognitive development potential and 165
million are stunted.16
Education policy involves political considerations which can influence wider development
outcomes. In most countries, the government is responsible for the leadership and policy framework for
education, regardless of whether schools are run by public or non-state providers. Decisions made about
who has access to good quality education, as well as the language(s) of instruction, and the curricula are
major factors in this process. An understanding of context is important to ensure that DFID support is
appropriate. Understanding the relationship between political and economic processes in a particular setting
- including sensitivity to the causes of conflict - can provide more nuanced understandings of the underlying
institutional dynamics and their impact on opportunities to learn.17
5

Access, quality and equity all matter
Many children out of school are marginalised and hard to reach; nearly half live in fragile and conflictaffected states. Marginalisation affects children right through the education system, from early childhood to
university level. Education policies have often failed to address underlying causes such as gender
disparities, geographic isolation, disability, caste, religion, ethnic and linguistic disadvantages. This in turn
can exacerbate inequity in societies and undermine state- and peace-building.18
The reasons for children being out of school – and the solutions - vary. In countries with large numbers of
children out of school, strategies may need to focus on removing specific barriers to access and
encouraging the demand for quality education services through advocacy. A focus on learning for all,
however, is a good starting point and centrepiece for any strategy to get children into school.

Getting girls in school and learning is right and smart
Significant progress has been made since 2000 on getting girls in school but challenges remain. 31 million
girls of primary school age have never been to school.19 Analysis suggests that 70% of these girls come
from the most disadvantaged communities and face multiple types of disadvantage.20 Yet an extra year of
primary schooling for girls can increase their wages by up to 20%, most of which is likely to be reinvested in
her family and community.21
Rural girls from the poorest families are locked out of education
In 10 countries, at least half of poor, rural girls have never been to school.22 In some regions of Afghanistan,
Nigeria and Somalia, attendance at primary school can differ by up to 60% between poor rural girls and the
general population.23
These stark statistics illustrate a devastating impact on the life potential of the individual girl. They are also a
disaster for development. Investing in girls and women is both the right and the smart thing to do. There is
strong evidence that girls who stay in school longer marry later, have higher incomes and have fewer
children. These children are less likely to die in infancy and more likely to go to school than children of
women with less schooling. It is estimated that half the reduction in deaths of children under-5 over the last
4 decades can be attributed to basic education for girls.24 In India, the states with more women in work have
seen faster economic growth and the largest reductions in poverty.25

Education is a life-long process
The critical years for a child’s survival, optimal growth and successful development are from before birth
through the transition to primary school.26 Supporting young children born into poverty during these early
years can significantly improve equality of opportunities.27 Investment in early childhood, however, is made
more effective when followed up with investments in primary and secondary school years and beyond.28
A quality basic education builds on early years’ support by equipping children with the foundation skills of
literacy and numeracy. These make possible a lifetime of good health, successful learning and future labour
market success. Foundation skills alone, however, are unlikely to be enough to ensure young people can
fulfil their potential in today’s fast changing world. Transferable and, in some cases, specialist technical and
vocational skills need to be added through secondary education, skills’ training and higher education.29
Global trends point to increasing demand for, and returns from, investment in higher levels of education. 30
They also indicate a need for targeted approaches that reflect the stage and nature of a country’s
development and the changing role of aid. The impact of educational as well as broader human capital
investments is cumulative.31
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2. What the UK government is
doing
To sharpen the UK’s contribution to development, a focus on learning drives DFID investment in education.
Together with a continued commitment to the Millennium Development Goals (MDGs) as well as the
broader Education For All goals, the UK government is focused on 3 core priorities:
1. to improve learning
2. to reach all children, especially those in fragile states
3. to keep girls in school, helping the most marginalised girls stay in school and learning for longer
To maximise impact and encourage ownership, the UK approach is to strengthen national education
systems and support local education reform. Within each priority, the UK is providing global leadership on
delivering value for money, developing new partnerships across the public–private spectrum, using new
technology and building evidence on new approaches and aid modalities. DFID investment prioritises basic
education32 but looks too at selected investments in early childhood, upper secondary, skills and higher
education.
DFID’s bilateral programme is well aligned to fragile states and
countries furthest from meeting the education MDGs. Of the
57 million children out of school, 35 million are in DFID
education priority countries;33 16 of these countries are
considered to be fragile states.34 DFID’s approach in each of
its 21 bilateral programmes reflects the elements highlighted in
the Learning Framework and responds to context from fragile
and conflict-affected states to stable and vibrant economies.

Headline results
Between 2011-12 and 2014-15,
DFID will support 11 million girls and
boys in school and a further 1 million
of the most marginalised girls.

Core priorities
Improving learning
Central to all DFID programmes is a focus on learning, both in and out of school and at all levels of the
system. Reading a simple text with understanding is a foundation skill for all subsequent learning.35 This is
why DFID emphasises improved early grade reading in particular and is committed to monitor the number of
DFID supported countries showing improvement in the proportion of children who can read with sufficient
fluency for comprehension in early grades.
The UK recognises the centrality of teachers to learning and invests in improving teaching practice across
its education programmes. This includes supporting the provision of sufficient numbers of skilled teachers
who are motivated to turn up on time, can act as role models and use teaching techniques based on the
best available evidence of what works to improve learning.
In Malawi student to teacher ratios of over 150 to 1 stem from chronic teacher shortages. DFID has
supported a new teacher training college that will increase the number of newly qualified and competent
teachers by 300 each year (50% of whom will be female). In India, DFID is supporting the UK Open
University and Indian partners to deliver high quality support materials into the hands of one million
classroom teachers by harnessing the power of the internet and mobile phone technologies.
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Good quality and relevant learning and teaching materials
aid teaching and learning. The UK government is
pioneering work on improving the value for money of
textbooks. In Rwanda, giving schools responsibility to
order books and paying publishers only on delivery led to
a huge increase in the number of books actually reaching
students. In South Sudan, DFID is funding 9.6 million
textbooks to improve learning for 2 million children. Their
provision will not only attract more children to school but
also support teachers, many of whom are untrained.
In Pakistan and East Africa,36 DFID is supporting
household surveys which provide valuable data on
learning outcomes and immediate feedback to parents,
including guidance on how best to support their children’s
learning in the home environment. The surveys in Pakistan
have stimulated momentum for change in teaching
practice and in Tanzania have been instrumental in
focusing media, community and high level government policy
debate on learning.

Using mobile technology to drive
school improvement
Accountability can improve school
performance and learning outcomes. An
innovative programme in Mozambique
will provide real-time data and feedback
to head teachers and communities
using mobile phone and internet
technology to monitor and report on
teacher attendance. Using text
messaging to report on teacher
attendance, CU@School (as the
initiative is known) will strengthen
dialogue between communities, schools
and government and directly impact on
children’s opportunity to learn.

Through the Education Sector Support Programme in Nigeria (ESSPIN), and related governance
programmes, the UK is supporting 6 states and federal agencies to improve schools and kickstart learning in
areas with very low performance. An estimated 1.23 million children are benefitting from direct support to
3,700 schools. A survey conducted in July 2012 found that teaching and learning conditions in these schools
are stronger than schools in a control group.37 Significant gains in learning outcomes can be slow to
achieve, but children in supported schools stand every chance of achieving more in both literacy and
numeracy.

Quality and access in Ethiopia
In 2007 the government of Ethiopia was shocked by low results in its sample based learning
assessment and launched a programme to improve the quality of education in all primary and
secondary schools. The aim is to improve learning, increase completion and reduce dropout rates,
reaching over 20 million children by 2017, almost half of whom are girls.
UK support to the first phase (2009 to 2013) helped to improve the training of teachers, increase nonsalary spending at school level, increase the availability of quality textbooks and build capacity for
planning, monitoring and evaluation. As a direct result of the funding:




more than 98% of the schools received grants and used them to fund school improvement
plans developed and agreed with school communities
the proportion of qualified primary teachers increased from 38% in 2009 to 56% in 2012
over 88 million high quality textbooks and teachers' guides were distributed to primary and
secondary schools

Initial results are promising. Completion rates in grade 5 improved from 69% in 2008 to 74% in 2012
and from 45% in 2008 to 52% in 2012 for grade 8. The 2011 national learning assessment showed
that deterioration in learning outcomes seen in previous years has been halted.
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Reaching all children
Securing improved learning and reaching the most marginalised means working in difficult environments
with new partners where delivery systems and governance structures may be weak; through both formal
and non-formal channels; targeting support to those who need it most, including children from
disadvantaged regions, poor home environments and children with disabilities. DFID adopts models which
are responsive to context and seeks to address underlying causes of disadvantage.
In post-conflict environments and fragile states, getting children back into school, and addressing out-ofschool youth, some of whom may have been child soldiers or refugees, helps to bring a sense of equity,
justice, and cohesion back into a fractured society.38 Many of these interventions are managed through nongovernmental organisations (NGOs) and faith-based organisations (FBOs). Evidence suggests that the
actual provision of education services and the quality of services can be more important than who provides
them. However it is important that the state has oversight and these non-state providers, where possible,
must work alongside or within state structures so as not to reduce state legitimacy.39 As the context changes
over time, it is important to help countries strike a balance between emergency provision, systems
development and capacity building of state institutions.
Collaborating with a range of partners from government to FBOs, NGOs and the private sector, DFID is
working in South Sudan to get at least 28,000 children back into school and learning, by constructing
schools and classrooms, distributing materials, and supporting a second chance education programme for
children who would otherwise not have access to formal education. A fast-track out-of-school literacy and
numeracy programme is also being run in Ghana, as a partnership between government and non-state
partners, targeting 120,000 children coming from the most deprived areas.
The re-building of Afghanistan’s education system post–2001 has seen some impressive results; sustaining
these will be crucial for longer term economic development. In 2001, fewer than 900,000 children were in
school (very few of them girls) and today there are around 5.8 million children who regularly attend school
(including 2.2 million girls). Rapid system expansion, however, has put pressure on the quality of education.
With DFID and World Bank technical and financial support, the Ministry of Education has designed
Afghanistan’s first national learning assessment to drive system and student improvement.40
In Zimbabwe, DFID is targeting children who come from difficult home environments. In 2012, DFID
supported 330,000 orphans and vulnerable children to attend school and learn, including children in special
schools. In Rwanda Innovations to get more children in school and learning are being piloted through an
Innovation Fund supporting 26 projects. Programming on inclusive education includes working with teachers
to use devices adapted to assist learning for children with special educational needs.41

Political leadership and data to drive change in Pakistan: The Punjab Roadmap
The UK government’s support to education in Pakistan focuses on actions that produce quick results
while supporting institutions to generate irreversible change in the long run.
With a population of over 90 million, Punjab is Pakistan’s largest province. There are an estimated 5.5
million children aged 6 to 16 out of primary and secondary school and for those in school, learning levels
are low. The DFID-funded Education Roadmap ensures that for the first time, senior political leaders are
engaged in monitoring progress on education reform in a systematic way, and delivers immediate and
tangible change in classrooms. The collection, analysis and use of data strengthens accountability and
enables the political leadership to drive reforms from the classroom up to province level.
Results to date include an increase in teachers being in school (up from 81% in 2010–11 to 92% in
December 2012). This equates to a further 34,000 teachers attending school each day. A similar trend is
reported in student attendance with an additional 770,000 children in school every day.
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Keeping girls in school
Getting girls into primary and secondary school and learning is important for the girls, their families, their
communities and ultimately their societies. Evidence demonstrates that educating girls increases their voice
in their communities, improves their ability to choose when to get married and how many children to have,
and gives them greater control over their assets, income and their own bodies.42 This is why the UK
government prioritises girls’ education with a focus on keeping girls in school, supporting them to learn, and
ensuring the critical transition from primary to secondary school – where we know the benefits are
maximised.43 Over 70% of DFID country education programmes have specific girls’ initiatives.
The UK’s flagship Girls’ Education Challenge (GEC) will deliver a step change in ensuring the barriers that
prevent girls from benefiting from education are removed. This includes contributing to education systems
and schools where teachers develop girls’ potential and self-belief; girls are safe from violence at school and
on the way there; and where doors are opened to future learning, employment and fulfilled adult lives. The
GEC is an ambitious and innovative programme, it is also the largest ever global fund dedicated to girls’
education.
These programmes will ensure that up to 1 million of the world’s poorest girls are in school and learning
well. The step change window supports individual projects that deliver significant and sustainable results
while the innovations’ pilot supports small scale projects to test new approaches. A strategic partnerships
programme aims to broker and support partnerships that bring global businesses together with non-profits
and local enterprises to deliver new products, new solutions and new ideas.
In 2013, 15 step change programmes were announced across 9 focus countries.44 In Sierra Leone, the GEC
aims to improve the learning outcomes of 40,000 marginalised girls. Seventy-six per cent of children with
disabilities are estimated to be out of school in Sierra Leone. The programme will therefore include activities
to mobilise communities to foster inclusion of girls and boys with disabilities, removing specific barriers to
access and providing a safe and secure learning environment.
In the Democratic Republic of Congo, the GEC programme ('VAS-Y Fille') will reach nearly 140,000 girls in
five provinces where girls’ enrolment, learning and completion are the lowest. Programme activities include
increasing parental financial capacity to support girls in primary education, improving girls’ reading and
maths skills through teacher training, tutoring and community reading programmes, and providing alternative
learning opportunities for out of school girls to complete primary education.
Other programmes in DFID’s priority countries are helping more girls to stay in school and learn through
bursaries, support for female teachers and improved infrastructure to provide safe and secure learning
environments.
In a programme in Pakistan’s Khyber Pakhtunkhwa province, girls receive 200 rupees (about £1.50) a
month, and a set of textbooks. In return they must attend school for at least 4 out of 5 days a week. As a
direct result of UK support, girls’ secondary enrolment increased by 13% in some of the province’s most
remote and rural districts. In Malawi, close to 9,000 bursaries were given out to secondary school girls in
2012–13 and teacher training for 700 women is underway. In Ghana10,000 girls have been provided
scholarships with a target of 70,000 to be reached by 2015. Evaluation components are built into these
bursary programmes to build on the existing evidence of what works to keep girls in school and learning.
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How we do it
Working with partners

Payment by Results

National partners
DFID works in partnership with national governments to
provide financial and technical support. The focus and
scope of this support varies with context. The UK works
through a mix of aid instruments: these include sector
budget support and more targeted investments to
partner governments; support to non-state actors; and
technical assistance and innovation funds. Sector
budget support can be effective in supporting the
development of education systems and sector plans but
may be less effective in tackling specific areas of
teaching practice. In some fragile and conflict-affected
states, where it may be more difficult to work through
government, DFID works through other national and
international partners.
Central to partnership work at the country level is the
DFID cadre of specialist education advisers who work at
both a political and technical level with governments and
other partners in-country. Advisers run and manage the
education programmes in each of the priority countries.
They work in cross sectoral teams and their role
includes providing policy and implementation advice to
partners; developing new programmes; and monitoring
the impact and value for money of DFID investments.
The number of education advisers in country has
increased from 20 in 2010 to 30 in 2012, reflecting the
increased importance that DFID places on high quality
technical advice.

In Ethiopia and Rwanda, the UK is testing a
new form of giving aid where payments are
made based on independent verification of
results. Early indication suggests that
additional results on learning and
completion in education programmes are
being achieved. Impact evaluations are
being conducted to identify changes in
learning outcomes, to measure and explain
this new way of providing aid and to
examine any unintended consequences
(positive or negative).
In Ethiopia, DFID provides per pupil
payments for increases in the number of
students sitting and passing the grade 10
national examination. The payment is higher
for girls and students from disadvantaged
regions. After the first year, some regions
achieved additional results compared with
2010-11: over 6,000 additional students sat
the exam (of whom over half were girls) and
over 4,000 additional students passed.
In Rwanda, the UK provides a per pupil
payment for each additional child completing
an agreed level of education. Results show
more children completed primary and
secondary school in 2012 than in the
previous year.

International partners
The UK works with a range of international partners to tackle global education challenges, funding
international partners that represent good value for money in the pursuit of improved education results.
These include the 4 multilaterals judged in DFID’s 2011 Multilateral Aid Review as those that make the most
difference in education: the EU, the Global Partnership for Education, the World Bank, and UNICEF. The UK
also works with the UNESCO Institute of Statistics and the Education for All Global Monitoring Report; the
United Nations Girls’ Education Initiative (UNGEI); the Commonwealth; civil society; and, the private sector,
all of which have valuable contributions to make.
Through its partnership with the World Bank, DFID supports SABER (the Systems Approach for Better
Education Results), which uses evidence-based frameworks to highlight the policies and institutions that
matter most to promote learning for all children and youth. To date, 104 countries are applying SABER
instruments to inform policy and institutional reform. In Tanzania, an assessment of Early Childhood
Development (ECD) is providing a valuable input to support the government and development partners think
through policy options and prepare a costed, implementation plan on ECD.

11

DFID works with the United Nations to support its leadership and delivery in priority areas where the UN has
comparative advantage. In particular the UK supports UNESCO to achieve its global mandate of
championing Education For All. The UK also takes part in and supports a range of international education
initiatives to promote quality education and learning. These include the UN Secretary General’s Global
Education First Initiative, the Global Monitoring Report, the Learning Metrics Taskforce and the Programme
for International Student Assessment (PISA) for Development.

Global Partnership for Education
The Global Partnership for Education (GPE) is the only multilateral partnership focusing solely on education
from pre-primary to secondary. GPE works with 58 low-income countries, providing funding and/or technical
and policy advice.
Partnership support has helped to reduce out of school numbers in GPE countries, from one in three
children of primary school age in 2000, to one in five in 2009. In 2011, GPE funds helped train more than
110,000 teachers, deliver 18 million textbooks, and construct or restore almost 8,000 classrooms.
Supporting GPE helps meet DFID’s education objectives in several ways by:
 enabling DFID to support countries otherwise not reached45
 supporting DFID priorities, including a focus on learning outcomes, girls’ education, and working in
fragile states46
 playing a global role in advocating for education, coordinating partners and collating and
disseminating knowledge and evidence

Civil society
In addition to the Girls’ Education Challenge, DFID supports civil society through a range of strategic and
project funding mechanisms - both centrally and at country level - to strengthen voice and accountability;
advocate for pro-poor education reform; and to provide services directly, particularly in fragile and conflictaffected states.

Supporting civil society
The Programme Partnership Arrangements provide flexible strategic funding to leading international
Civil Society Organisations (CSOs) with the global reach to add value to DFID’s portfolio.
 Save the Children will reach 3 million girls and boys, women and men through their education
programmes with 360,000 more children enrolled in locally accredited formal and non-formal
primary education programmes by 2014
 Plan International will help 50,000 girls enrol for and complete lower secondary education and
support an additional 135,000 girls and boys to have a better learning experience by 2014
The Global Poverty Action Fund currently supports more than 100 projects of which 26% are
focused on improving the quality of and access to education.
 AbleChildAfrica is promoting inclusive education for 6,300 disabled children in Uganda
 Children in Crisis is improving access to and completion of quality primary education for 15,000
children in Sierra Leone
 Relief International is increasing enrolment and retention in primary school and improving the
quality of education for 17,500 children in Somalia
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Low-fee private schools
The UK strives to get the best possible outcomes for poor people and takes a pragmatic stance on how
services should be delivered. In some circumstances (parts of India, Kenya, Nigeria and Pakistan, for
example), this includes developing partnerships with low-fee private schools. DFID works with the private
sector in situations where the public sector is not sufficiently present (the slums of Nairobi for example) or
where state provision is so weak that the private sector has stepped in to fill the gap. Recognising that fees
are still a major barrier to access for the poor, DFID’s support includes voucher schemes that subsidise
access to low-fee private schools for the poorest.

Working with low-fee private schools
Nigeria
There are more than 12,000 private schools in Lagos (Nigeria), attended by more than 1.4 million children
(61% of primary school enrolment in Lagos) and employing 118,000 teachers.47 In response to this large
and rapidly expanding sector, DFID is planning a programme of support to develop a better and more
inclusive private education system that improves learning outcomes for children, especially from low-income
households. The programme will work with a range of different organisations, from government to banks and
mass media. It will have an emphasis on supporting the regulatory environment and research to establish a
sound evidence base for any future support.

Pakistan
In some areas of Pakistan’s Sindh province, nearly half of school enrolments are in private schools.
Supported by DFID, the Education Fund for Sindh is an innovative 3-year pilot programme working in
partnership with leading members of Pakistan’s business community. The Fund will provide vouchers to
parents of out of school children to attend low-fee private schools, facilitate private management of public
schools and support organisations able to supply quality, cost-effective education. Up to 200,000 poor out of
school children in urban and rural Sindh will be supported to achieve minimum standards in literacy and
numeracy.
Parents may choose to pay fees rather than opting for fee-free state alternatives for a number of possible
reasons. These include language of instruction, a belief that private schools are better quality and lack of
local provision. Emerging evidence suggests that learning outcomes in low-fee private schools, where they
exist, are relatively better than in the state sector, even though they may still be unacceptably low. 48 The
reasons for this need to be better understood together with consideration of what, if any, lessons can be
shared between the private and public sectors to improve both. Evaluation is therefore central to DFID’s
current work with low-fee private schools.
Education innovations, often driven by the non-state sector, are emerging in low- and middle-income
countries to meet the rising demand for education. However, there is little objective information on the scale,
scope, and, most importantly, on the learning impact on the poor of these innovations. The Center for
Education Innovations (CEI) is a DFID initiative to help policymakers, education providers, researchers,
and investors replicate and develop successful education models and approaches for poor people.
Launched in June 2013, CEI is an online global, public database that identifies and evaluates the most
promising education innovations from pre-school through to skills training. It also hosts research and
evidence on education innovations and brings together education funders through a virtual platform.49

Better evidence to invest in what works
DFID is committed to ensure that its investments in education are based on evidence of what works.
Evidence is central to the way that DFID identifies new opportunities and seeks to learn from ongoing
programming. Each new DFID investment requires a business case to be approved that includes an
assessment of the strength of existing evidence and the identification of gaps for new research and
evaluation.
13

Through its Research and Evidence Division, DFID commissions new research and works to turn good
research into practice. By late 2013, DFID will have completed rigorous literature reviews in 6 core areas
including non-state actors, literacy, political economy, and pedagogy (the science of teaching). Further
reviews planned include on disability, education in emergencies and education systems.
DFID is also conducting more and better impact evaluations. As part of this, DFID is supporting the Strategic
Impact Evaluation Fund (SIEF), managed by the World Bank, to conduct rigorous evaluations in basic
education and early childhood development (ECD). An impact evaluation of a small scale ECD intervention
was catalytic in building the government of Mozambique’s commitment to ECD. A larger impact evaluation
with SIEF support is now planned. This will measure the effectiveness of programmes that provide nutrition,
early child stimulation, and parenting information sessions to children and their families.

Young Lives study
The UK supports the Young Lives study; a longitudinal and multidimensional study of childhood
poverty, following the lives of 12,000 children over 15 years in Ethiopia, India, Peru and Vietnam.
Young Lives is generating new knowledge about the relationships between early childhood, schooling,
poverty and inequality and about what works in education policy to improve learning and life-chances.
Some highlights from the research findings to date:


early childhood care and education (ECCE) can reduce inequalities in later learning outcomes
although this depends on how equitably ECCE provision is distributed. Evidence from Ethiopia
and Andhra Pradesh in India underline the need for well-planned, resourced and regulated
ECCE programmes that target the least advantaged groups directly



as children progress through schooling systems the amount they learn diverges with the most
significant gaps in maths and literacy being between country education systems and with
inequality being higher in the poorer performing systems. Learning is strong in Vietnam and
weaker, especially at later ages, in India and Ethiopia



recent education policies in Vietnam set out to improve learning in disadvantaged areas
specifically, including through subsidies for full-day schooling and raising school resources to
minimum levels for all. Progress in maths and literacy is relatively equitable and school quality
is not strongly linked to pupils’ backgrounds, by contrast with other countries in the study

Better data to ensure value for money
UK resources stretch further in the contexts where DFID invests - it can cost as little as 1% of the per child
cost in England to support a child through a year of primary school in sub-Saharan Africa. Such
comparatively low costs, however, do not guarantee value for money, not least when learning levels are low.
The aim for DFID is to ensure the greatest impact of every pound spent. In order to maintain a consistent
focus on value for money, DFID continually strengthens its capacity to monitor and make use of measures
of economy, efficiency and effectiveness in its education work.
DFID is collecting data on key education indicators in its priority countries as well as strengthening the
capacity of country systems to monitor measures of education quality, including learning outcomes. DFID
now has full data coverage for learning outcomes, survival (or completion) rates, the unit cost per child per
year, teacher salaries and textbooks in 18 of its 21 priority countries. The cost of classroom construction, for
example, ranges from $1,400 in Ethiopia to $30,400 in South Sudan, where years of conflict have
dramatically increased the cost of materials and the mobility of skilled personnel. In DFID’s three remaining
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education priority countries - Afghanistan, Burma and DRC – measures are in place to obtain and use data
on key education indicators by 2015.
DFID is using this information in two important ways. First to compare costs across providers and to procure
services at the best price; and secondly, in dialogue with partner governments to ensure value for money is
a key consideration across the sector as a whole. The increased availability of more and better data on a
range of indicators has enabled DFID to provide better advice to partner governments on allocating budgets,
and improving the distribution of resources, and to achieve substantial cost savings in DFID’s spend. In
Ghana, for instance, increased information on teacher training costs and evidence around the use of
community teaching assistants has been used in national policy dialogue. Also, new ways of providing
teacher training have lowered costs by 40%, offering potential savings of £32 million for the 8,000 teachers
that will be trained with DFID support.
Measures of cost are not the only relevant information required in maintaining a focus on delivering value for
money. DFID is working with governments and civil society organisations to rapidly improve data on the
efficiency and effectiveness of education systems, including data on school completion, teacher and pupil
attendance and, most critically, learning outcomes. The Punjab Roadmap is one example of how data can
be used to drive improvement.
DFID’s pioneering use of value for money measures in the education sector is driving the economy,
efficiency and effectiveness of both its own investments and investments by the countries it supports. DFID
has published written memoranda to the UK Public Accounts Committee in 2011 and 201250 which
demonstrate the recent progress made in monitoring value for money and results data for key education
indicators.
DFID is using this growing body of high-quality data to improve the governance of education systems,
combat corruption and strengthen financial management. The UK will suspend funds when there is any
evidence of misuse. This is critical, not only to safeguard UK assets, but to improve the efficiency and
effectiveness of all resources, to strengthen accountability between service provider and consumer, and to
drive up standards. DFID is supporting public expenditure improvements across a range of its programmes
including the implementation of public expenditure tracking surveys.
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3. 2015 and beyond
The UK recognises that a focus only on basic education (primary plus lower secondary) is not always
enough. The balance of spend, by phase of education, must be based on an assessment of need and where
value for money is greatest, with consideration of the demographic, economic and labour market trends, and
capacity within the education system.
As the UK looks to 2015 and beyond, DFID is working with new partners and supporting a selected number
of investments, through bilateral and global programmes, in early childhood, upper secondary, skills and
higher education as well as exploring how technology can be appropriately harnessed to drive improved
learning. The aim is to build evidence about what works and the types of investments that deliver the best
results for poor children.

Early childhood
Data from multiple countries show that poor children who do not have access to quality early childhood
development (ECD) interventions are denied access to nutritional benefits, play and learning opportunities
and social support that improve their school readiness. Long term, they are more likely to have low
productivity and income as adults, to provide poor care for their children, and to contribute to the
transmission of poverty from one generation to the next.51 The UK delivers a well-developed set of
interventions and commitments that contribute to ECD in health, nutrition, water, sanitation and hygiene.
In education, DFID is involved in a range of research and considering where and how best to do more.
Whilst the evidence is increasingly strong on impact, the capacity and resources needed to implement costeffective, sustainable and quality programmes that reach the poorest (where the benefits are arguably
higher) remain concerns.52
In Burma, the UK is supporting both the Myanmar Education Consortium and UNICEF to enable 50,000
children to access quality pre-school education (3 to 5 year olds) delivered mainly by NGOs. DFID support
has also helped develop a national early childhood development policy. Through the organisation BRAC in
Bangladesh, DFID is supporting 1.2 million children through pre-primary school. This school readiness
programme serves 5 to 6 year old children enhancing their learning potential and easing their transition to
primary school.

Upper secondary education and skills
Worldwide 200 million people, most of them young, are unemployed.53 The youth bulge in many low income
countries is growing and fast outpacing job creation. Many young people have neither the foundation nor the
transferable and technical skills that will secure them work and careers and fuel their countries’
economies.54
Research suggests that skills systems in low income countries are not demand led and do not meet labour
market needs.55 The UK is working with bilateral and multilateral partners to focus effort and resources to
address the growing priority of youth employment and the link between skills’ training and jobs. DFID is
prioritising two areas: partnerships between government and the private sector to improve access to quality
skills provision for poor people and the development of innovative approaches to meet the skills’ needs of
poor countries. Through Systems Approach for Better Education Results (SABER), DFID is working with the
World Bank to improve the regulatory environment of private provision of education and skills in subSaharan Africa and South Asia. The Centre for Education Innovations (CEI) profiles innovative models and
approaches to non-state skills’ provision for the poor.
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Planning is underway for new skills and employment programmes in several DFID priority countries. In
Bangladesh, for example, a new initiative will train approximately 65,000 people for semi-skilled employment
in the garment and construction sectors. It will work with private training providers and create incentives for
employers to work collaboratively to support training. In Nepal, DFID is working with the Swiss Development
Agency and the World Bank to improve the living conditions of economically and socially disadvantaged
youth. DFID’s support to the multi-donor Employment Fund (EF) programme is providing skills training and
job placements for 35,000 young people (60% women). The EF is also building the capacities of private
training and employment service providers to analyse and respond to labour markets and to support
graduates to establish their own businesses.

Higher education
Evidence suggests that higher education interventions offering the greatest developmental return are those
that build capacity at individual, departmental and institutional level.56 DFID’s higher education work is
channelled through global programmes, that:


establish partnerships between higher education institutions to improve the quality of teaching and
learning, research outputs and ability of Southern institutions to influence policy



support development research programmes that build Southern universities’ capacity for research
and research uptake, including in science and technology



build capacity of individuals through scholarships and professional training

From 2006 to 2013, DFID has supported 200 partnerships as part of the Development Partnerships in
Higher Education (DelPHE) programme. Of the 200 partnerships, 68 were multilateral, involving at least
three institutions and 22 were South-South partnerships, with no developed world partner involved. The
programme has operated by providing small amounts of seed funding to enable higher education institutions
to build partnerships with each other to facilitate joint research, develop new courses, network and
exchange ideas, deliver professional development, and improve the training of education and health
workers.
Looking to the future, DFID is establishing a Higher Education Taskforce. The Taskforce will bring together
leading higher education experts to advise on the best uses of development investment to build higher
education capabilities in DFID focus countries, with consideration of targeted, context-specific approaches.

Partnership for sustainable energy use in Nigeria
In 2010, a DelPHE funded partnership between Bayero University Kano (Nigeria) and the universities
of Bath and Birmingham (UK) was set up to advance knowledge on sustainable urbanisation and
domestic energy management to protect rural areas. As Nigeria’s population rises, its cities are
hungry for fuel to power homes, offices and factories. With over 9 million inhabitants, Kano is
Nigeria’s second largest city. Demand for fuel has become a huge concern for the area, with wood
fuel being the country’s most popular domestic energy source but its supply in such quantities
threatens the environment.
The partnership is providing a platform for key stakeholders in government, NGOs and academia to
work together on a project with valuable policy implications for sustainable urban planning and
natural resource management. At the end of its second year, the project is already achieving many of
its goals, providing up to date research to build on the existing evidence base and encourage ongoing debate sustainable energy use.
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Technology
The rapid pace of technological change has implications for teaching and learning at all levels of the system
that cannot be ignored; from the use of tablets and e-readers in schools to Massive Open Online Courses
(MOOCs) at tertiary level. Africa is now the world’s second largest mobile market by connections after Asia;
over the past five years, the number of mobile phone subscribers across Africa has grown by almost 20%
each year.57 Affordable information and communication technology has the potential to expand flexible
access to better, adaptable educational content, including better services for students with special education
needs.
Through English in Action in Bangladesh, DFID is supporting an English communicative skills development
project. Specially designed audio and video training modules and English lessons, downloaded onto low
cost phones, are being used by school teachers to improve their teaching. In addition, general English
courses are being accessed by over 25 million people from communities nationwide, with courses available
via all the major mobile phone networks and internet service providers.
DFID Pakistan’s innovation fund is supporting the use of technology to improve the quality of education.
Using a van equipped with generator and satellite, Tele Taleem travels to remote government schools to link
students via the internet with city-based maths teachers. An online assessment follows each lesson with
follow up two weeks later. Khan Academy videos that provide free, world-class mathematics and science
education are being translated into Urdu and adapted for use in classrooms and to develop teacher content
knowledge.

Future challenges
Demographic and climate change, rising inequalities on a global scale and getting all girls and boys through
a full cycle of education and learning are challenges both today and for the future. By 2050, most of DFID’s
bilateral partners in Africa will see their populations double, and in Tanzania, Uganda and Zambia they are
set to triple. In 11 of the world’s poorest countries, half the population will still be aged 23 or younger in
2050.58 Uneven progress towards the achievement of the MDGs both within and between countries reflects
the challenges raised by inequality. High levels of inequality between groups and individuals can blunt the
impact of growth on poverty reduction, slow progress on development outcomes and slow long term growth.
Climate change will affect the basic elements of life for people around the world – access to water, food
production, health, and the environment. There is still time to avoid the worst impacts if strong action is
taken now.
Education is an essential part of responding to these challenges. Learning is dynamic; the demand for
knowledge and skills changes over time and across context. The role and use of technology is part of this
story and the UK is positioning itself to understand how technology can best be harnessed to increase
learning opportunities for all. The challenge of getting all girls and boys through a full cycle of education and
learning demands sensitivity to education’s place in shifting economies and its role in building and
sustaining inclusive societies. The UK continues to drive forward approaches that are sensitive to both
global and local contexts. These approaches acknowledge the complexity of the issues that keep children
out of school, hinder their learning, and prevent them from converting educational outcomes into
opportunities that realise their rights, reduce inequality, and deliver education’s full poverty reduction
potential.
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Annexes
Annex 1

Results

DFID is committed to an ambitious set of results in the current spending review period (2011–12 to
2014–15). DFID works closely with its implementing partners to safeguard all UK education investments
against fraud, corruption and poor value for money.
DFID’s investment in basic education (primary and lower secondary) in some of the world’s poorest
countries is ensuring that:






more girls and boys can read with sufficient fluency in the early grades
190,000 teachers will be trained to support improved learning at all grades
11 million girls and boys will be supported in school, especially in fragile and conflict affected
states – 9 million in primary and 2 million in secondary (700,000 girls)
up to 1 million more of the poorest girls will be supported in school by working with the charitable
and private sector through the Girls’ Education Challenge
poor girls and boys will have increased access to school and improved educational outcomes,
including through low fee private schools in at least 4 countries

Beyond basic education, DFID is:





developing a new higher education partnership programme – increasing opportunities for UK and
global expertise to support higher education (HE) capacity building
supporting a taskforce on higher education to investigate the best use of development investment
to build HE capabilities in developing countries
designing new approaches to supporting skills development and higher education, working with
the private sector
supporting 750 to 800 commonwealth students per year with scholarships to pursue their
academic or professional development with UK universities and other institutions

Working across government with multilaterals, civil society and the private sector, DFID is:






working with the Departments for Education and for Business, Innovation and Skills to ensure
that the UK government’s collective work on international education lifts young people in
developing countries out of poverty, into work and contributes to their countries’ economic
growth
using DFID’s Board membership and funding of the Global Partnership for Education to secure
better education for girls and boys, particularly in fragile and conflict affected states
supporting non-state actors to develop and deliver innovative solutions to education for neglected
populations
working with DFID’s bilateral and multilateral partners to develop tools, measurement systems
and global institutions that promote excellence in education worldwide beyond 2015

DFID is generating new evidence, and maintaining and strengthening its own expertise and
professionalism, by:




expanding and strengthening support for education research and evaluation
evaluating innovation and exploring how technology can improve learning
strengthening DFID’s cadre of education advisers, and investing in continual professional
development
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Annex 2

DFID’s education research agenda

This annex summarises DFID’s approach to improving the evidence base in education to maximise our
education investments.

International leadership on education research
DFID’s comparative advantage in education research
DFID is committed to be a global leader in commissioning rigorous education research. The global
education research community has a challenge and an opportunity - to find solutions that ensure that
remaining out-of-school children receive an education and all children improve their learning. Research
needs to draw effectively on approaches and methods across a range of disciplines. Qualitative and
quantitative data are needed to understand the causal connections between educational inputs and
learning, and identify what will work to address the problems identified.
DFID and its bilateral and multilateral partners established a Global Research Working Group in
December 2012.59 The purpose is to create more and better co-ordination and collaboration in research.
The group is mapping research expertise and donor activity, to ensure each partner works to its
comparative advantage. New partnerships are being built across academic institutions and with the
growing number of private foundations.
Whenever DFID commissions research it ensures that it is available publicly and used to inform policy
and practice.

Commissioning research in education
Evidence products
Between now and 2017, DFID will work to support the systematic production of evidence on each
dimension of the learning framework (see Figure 1, page 5). DFID will enhance understanding of what
works and the types of investment that deliver the best results for poor children across the subsectors –
from early childhood, through primary, secondary and on to tertiary education.

Joint programmes of research
DFID works closely with colleagues across the UK government to support the expansion of UK research
overseas; in particular with the Department for Business Innovation & Skills on higher education, and
exploring links with the Department for Education on early childhood research. As new partnerships
develop, enhanced standards of methodological rigour help transform the reliability and validity of data in
DFID countries.
UK research councils have decades of experience in commissioning robust research. DFID will capitalise
on their interest in cross-disciplinary research and explore the potential of Economic and Social Research
Council (ESRC) to launch a new call on education systems and learning outcomes. DFID will also work to
commission work on accountability reforms and their impacts on education quality and post-primary
education, which will be an issue of growing importance over the next decade.
DFID has been invited to join the Education Funders Network and is exploring collaborations with
Children’s Investment Fund Foundation, Hewlett and Aga Khan Foundations.

20

Country-led research
The UK government’s focus on evidence has resulted in a significant number of new country-led
evidence initiatives. Where the evidence for interventions is not strong enough, country programmes are
encouraged to undertake rigorous evaluations of programmes. The approach is to support government
and non-state partners to build a robust national evidence base. Examples underway include evaluation
of innovative initiatives such as school vouchers in Pakistan and new teaching practices in Ghana.

Longitudinal research
There has been limited longitudinal research following children over their life-course to understand the
dynamics that affect student access and learning over time. Recently, there has been a growing focus on
experimental and quasi-experimental approaches to measuring the effectiveness of education
interventions, but these tend to examine immediate outcomes and impacts. Further longitudinal research,
such as how early interventions affect children’s subsequent learning and development; or how different
school systems reproduce inequalities (or promote equity), could have a significant impact on policy.
DFID is building a greater understanding of the trajectory and transitions of students through the
schooling cycle, of policies and programmes that influence participation and learning at key
developmental stages (e.g. early learning, early adolescence and later adolescence) and of the longerterm dynamics and benefits of education, including impact on intergenerational poverty. In 2014 a
longitudinal survey in up to 4 countries will examine girls’ education as part of the Girls’ Education
Challenge. A key outcome will be identification of effective tools and service-delivery models for equitable
education in developing countries. DFID is exploring possible support for an innovative programme of
research to improving adolescent girls’ lives through delivering combined health, education, financial and
social interventions, asking whether combined programmes are more effective than individual
interventions.

Building our technical expertise
DFID’s professional education cadre is its greatest asset. The UK continues to invest in the professional
development of DFID education advisers to commission, use and deploy evidence effectively in policy
and practice. Professional development is available to DFID staff and increasingly to its country partners,
on a range of skills, including: critical appraisal; measuring the strength of evidence; research methods;
and impact evaluations. This step change in investment in research skills and application will be reflected
in the quality of evidence generated and applied over the next decade.
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Annex 3
Country

Afghanistan

Bangladesh

Burma

Democratic
Republic of
Congo (DRC)

Ethiopia

Ghana

India

Kenya

Overview of DFID country education programmes
Snapshot of activities

60

DFID is supporting the expansion and quality improvement of the national education system
through the Multi-Donor Afghanistan Reconstruction Trust Fund (ARTF). There is a focus on
learning, access, girls’ education, government capacity development, and community
engagement in schools. An example of this support is DFID’s work with the World Bank to
provide technical expertise to Afghanistan’s Ministry of Education to design the country’s first
national learning assessment. The Girls’ Education Challenge complements ARTF by taking to
scale innovative community based schools for girls in rural and insecure areas.
In Bangladesh the Primary Education Development Programme is focusing on providing
underprivileged children with quality general and technical education, skills’ development,
employment support, and rights’ awareness. A programme is also underway to deliver English
language skills through mobile devices, improved teacher training and adult learning.
In Burma, DFID’s education programmes improve access to, and the quality of, primary
education in the public, monastic and community sectors and areas administered by ethnic
minority groups. DFID supports 120,000 primary school children through teacher and
educational management training and by providing textbooks and equipment to pupils and
teachers. DFID also supports communities to build and run early childhood services, benefiting
87,000 children, and is supporting the government to conduct a comprehensive education sector
review.
A number of projects are building up the DRC’s education system from a very basic level, as the
country continues to suffer from the effects of conflict and fragility. For example, a community
driven reconstruction programme (‘Tuungane’) and a water and sanitation programme (‘Village
et Ecole Assaini’) are contributing to the rebuilding of DRC’s education infrastructure. DFID is
also developing a new bilateral education programme which will include a focus on innovative
approaches to reducing the number of out of school children in DRC.
DFID supports government efforts to improve access, quality and access to primary and
secondary schooling through a combination of the Promotion of Basic Services Programme,
which mainly funds teacher salaries, and the General Education Quality Improvement
Programme, which finances non salary quality improvement inputs. Complementary education
programmes include improved access to quality education through a peace-building programme
in the Somali region and strategic technical support to the Ministry of Education. School incentive
programmes, including free school material provision are keeping girls at risk of early marriage in
school in the Amhara region.
DFID Ghana aims to improve the quality of school education alongside improved access,
particularly in basic education (grades 1-8), especially for children from marginalised groups.
DFID supports the government to strengthen its public financial management system and
provide teacher and educational management training, textbooks and scholarships for junior and
senior secondary girls.
DFID India’s programmes support systemic reform of the education system through a varied
range of innovative projects. For example, a teacher education project will reach over 1 million
teachers, using classroom-focused instructional materials collaboratively produced by the Open
University and Indian specialists, and distributed using the internet and mass media. DFID also
offers targeted support for Indian states lagging behind in learning outcomes to ensure the
opportunity to remain in education through the secondary stage.
DFID invests in Kenya to improve equitable access to meaningful learning. Programmes include
support to improved water sanitation and hygiene and the provision of conditional and
unconditional cash transfers to 3,000 of the poorest households in Kenya to support them to
enrol and keep their children in school and learning. Evidence from this project is expected to
inform social protection programmes in Kenya and beyond.
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Country

Malawi

Mozambique

Nepal

Nigeria

Occupied
Palestinian
Territory

Pakistan

Rwanda

Sierra Leone

South Sudan

Snapshot of activities
DFID Malawi’s focus is on working with the government of Malawi and development partners to
implement the Malawi Education Sector Implementation Plan efficiently and with a focus on
learning. This includes support for direct grants to schools and an Open and Distance Learning
programme for new teachers. DFID also funds a programme to increase the number of girls
completing primary and secondary education.
In Mozambique, targeted DFID programmes promote increased accountability of schools to
citizens. Plans are also underway to support the education of vulnerable children through
demand side interventions. This programme will undergo a rigorous impact evaluation,
providing invaluable evidence to support the nature of future programmes focusing on
marginalised groups.
DFID Nepal aims to improve the quality of school education alongside improved access,
particularly in basic education (grades 1-8), especially for children from marginalised groups.
DFID supports classroom construction and rehabilitation, teacher and educational
management training, textbooks and scholarships for girls and excluded groups.
In Nigeria, a new teacher development programme to train primary and junior secondary
teachers in maths, science and technology in six states is starting in 2013. A girls’ education
programme is helping remove barriers to girls’ education, using conditional cash transfers,
advocacy work with traditional leaders, parents and Islamic teachers, and female teacher
scholarships.
DFID funds the United Nations Relief and Works Agency to provide basic education services to
Palestinian refugees. A state building and service delivery grant to the Palestinian Authority
aims to improve the Palestinian Authority's management of its financial systems and to provide
better access to services for the Palestinian public.
DFID Pakistan has a large and diverse education portfolio. Programmes include sector support
underpinned by the Roadmap approach, a media and advocacy campaign to encourage
parents to demand better quality education from their politicians and an innovation fund to
engage a range of stakeholders in education, including the private sector and social
enterprises. Examples of approaches being supported include the amplification of ParentTeacher Association voices to district and provincial level decision makers, making education
budgets more effective and efficient through effective dissemination of budget allocations.
DFID Rwanda is supporting government to expand access and improve the quality of basic
education. As co-chair of the education sector in Rwanda, DFID is working with the Ministry of
Education to strengthen education planning and the decentralised delivery of education
services. A results compact, designed as a component of sector budget support, rewards
increases in student completion at primary and secondary level. Innovation for Education is
supporting 26 grantees to pilot new ideas to improve the quality of education, whilst a capacity
development fund is used to build the skills of education sector staff to deliver the National
Education Sector Strategic Plan.
Through the Improving Schooling in Sierra Leone programme and complementary
interventions, 500,000 students will be supported to achieve better learning outcomes.
1,450,000 children will benefit from having their learning assessed through a standardised test
which teachers can use to monitor and improve progress and 514,286 children and their
families will benefit from more effective monitoring which holds schools accountable. DFID
Sierra Leone uses an integrated approach to education and development, supporting nutrition
interventions such as the School Feeding programme which will extend to 110,000 children
and their families in the poorest chiefdoms across the country.
DFID South Sudan is supporting government in improving access to alternative education with
a focus on literacy and livelihood skills for children, youth and adults out of mainstream
education. A number of interventions are underway, including the provision of textbooks for
primary and alternative education which will support learning and reduce drop out. A girls’
education programme uses information technology to increase access, retention, and learning
for girls in primary and secondary school.
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Country

Snapshot of activities

Tanzania

The education portfolio is being diversified with a major new programme to complement
general and education sector budget support with the Education Quality Improvement
Programme starting in mid-2013. It includes a major English Language Training component
that is improving teachers’ communications skills and delivering a foundation course in
English to over 400,000 new secondary students annually. DFID Tanzania also supports civil
society organisations and partners such as UWEZO to gather data on child literacy an
numeracy rates to advocate for reforms.

Uganda

The focus of DFID support in Uganda is to increase the number of primary school drop outs
able to return to education. 8,000 children were supported to return to school in 2011-12.
Through UN Programmes in 2012, DFID supported 1,649 children to return to school.

Zambia

Zimbabwe

The Education Sector Support programme blends sector budget support, technical
assistance and active policy dialogue to support the Zambian government’s financial and
related service delivery systems. The programme’s focus is on strengthening effectiveness
down to school level to improve the learning and teaching environment and the participation
of girls and vulnerable groups.
DFID’s education portfolio in Zimbabwe supports improvements in both access and quality.
The 4-year Education Transition Fund II encompasses a range of objectives including
developing a national system of school improvement grants. DFID also supports the Basic
Education Assistance Module, which ensures access to primary education for 338,000
orphans and vulnerable children through payment of fees. In 2012, DFID funded Camfed for
a 4 year period to provide bursaries and support to 24,000 girls to remain in secondary
education.
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End Notes

1

The paper is aimed at a range of professional colleagues working in education, governance, health, nutrition and
other areas of development across different organisations and countries. The paper stops short of being a full
education strategy and so does not contain new policy or a full reflection of the whole of the UK government’s
education investments in developing countries.
The paper re-affirms the UK’s contribution to education in developing countries and responds to recent reports by the
National Audit Office, the Independent Commission for Aid Impact and the Global Campaign for Education. The paper
explains why and how DFID invests in education and the results the UK is committed to achieve in the period 2010 to
2015. It describes the approach that underlies the commitments and activities already articulated in the UK
government’s overall aid strategy - UK aid: changing lives, delivering results – and DFID’s Strategic Vision for Girls and
Women.
2

The Universal Declaration of Human Rights (1948) and the United Nations Convention on the Rights of the Child
(1989) recognise a child’s right to an education.
Some evidence suggests that countries with better educated female populations are more capable of adapting to
environmental change (Blankespoor, B., Dasgupta, S., Laplante, B., & Wheeler, D. (2010). “Adaptation to climate
extremes in developing countries: the role of education”, World Bank Policy Research Working Paper Series.
3

Households with more education are better able to cope with economic shocks and more able to take advantage of
new opportunities. Frankenberg, E., Smith, J. and Thomas, D. (2003). “Economic Shocks, Wealth, and Welfare”, The
Journal of Human Resources 38 (2): 280–321; and Corbacho, A., Garcia-Escribano, M., and Inchauste, G. (2007).
“Argentina: Macroeconomic Crisis and Household Vulnerability”, Review of Development Economics, 11 (1): 92–106.
4

Hawkes, D., & Ugur, M. (2012). “Evidence on the Relationship Between Education, Skills and Economic Growth in
Low-income Countries”, Evidence for Policy and Practice Information and Co-ordinating Centre (EPPI-Centre)
Hanushek, E., & Woessmann, L (2008) “The Role of Cognitive Skills in Economic Development.” Journal of Economic
Literature 46 (3): 607–68
5

There is a range of evidence from robust experimental single country studies to macro-level cross-country
correlations on the relationship between education and open economies and open societies. This includes education’s
role in helping citizens co-ordinate to develop institutions (Blattman, Hartman, Blair, 2012), influencing demand and
respect for property rights (Jakiela et al., 2010) and amplifying the economic impact of stronger property rights and
trade openness (Hanushek & Woessmann, 2008).
Studies have identified a positive correlation between higher education and good governance (Brannelly, Lewis,
Ndaruhutse, 2011). There are direct correlations between education and democracy, political stability, rule of law,
fertility change and improved health of workers evidenced in a range of single country studies including (Humphreys &
Weinstein, 2008).
The causal evidence on the relationship between education and institutions is contested, see for example: (La Porta,
Lopez-de-Silanes, Shleifer et al., 1998); (Glaeser et. al., 2004); (Acemoglu, Robinson, Johnson, 2001)
Acemoglu, D., Robinson, J.A. (2001). “A theory of political transitions”. American Economic Review 91, 938–963.
Blattman, C.; Hartman, A. & Blair, R. (2012) “Building institutions at the micro-level: Results from a field experiment in
property dispute and conflict resolution”
Brannelly, L., Lewis, L., & Ndaruhutse, S. (2011). “Learning and Leadership: Exploring the linkages between higher
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