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The�Education�2030�Incheon�Declaration�and�Framework�for�Action�specifes�that�the�mandate�of�the�

Global Education Monitoring Report�is�to�be�‘the�mechanism�for�monitoring�and�reporting�on�SDG�4�and�

on�education�in�the�other�SDGs’�with�the�responsibility�to�‘report�on�the�implementation�of�national�and�

international�strategies�to�help�hold�all�relevant�partners�to�account�for�their�commitments�as�part�of�the�

overall�SDG�follow-up�and�review’.�It�is�prepared�by�an�independent�team�hosted�by�UNESCO.�

The�designations�employed�and�the�presentation�of�the�material�in�this�publication�do�not�imply�the�

expression�of�any�opinion�whatsoever�on�the�part�of�UNESCO�concerning�the�legal�status�of�any�country,�

territory,�city�or�area,�or�of�its�authorities,�or�concerning�the�delimitation�of�its�frontiers�or�boundaries.�

The�Global Education Monitoring Report team�is�responsible�for�the�choice�and�the�presentation�of�the�facts�

contained�in�this�book�and�for�the�opinions�expressed�therein,�which�are�not�necessarily�those�of�UNESCO�

and�do�not�commit�the�Organization.�Overall�responsibility�for�the�views�and�opinions�expressed�in�the�

Report�is�taken�by�its�Director.�

This�publication�can�be�referenced�as:�UNESCO.�2018.�Global Education Monitoring Report 2019: 
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Foreword�
People�have�always�moved�from�one�place�to�another,�some�seeking�better�opportunities,�some�feeing�danger.�

These�movements�can�have�a�great�impact�on�education�systems.�The�2019�edition�of�the�Global Education 

Monitoring Report�is�the�frst�of�its�kind�to�explore�these�issues�in-depth�across�all�parts�of�the�world.�

The�Report�is�timely,�as�the�international�community�fnalizes�two�important�international�pacts:�the�Global�

Compact�for�Safe,�Orderly�and�Regular�Migration,�and�the�Global�Compact�on�Refugees.�These�unprecedented�

agreements�–�coupled�with�the�international�education�commitments�encapsulated�in�the�fourth�United�Nations�

Sustainable�Development�Goal�(SDG)�–�highlight�the�need�to�address�education�for�migrants�and�the�displaced.�

This�GEM�Report�is�an�essential�reference�for�policy-makers�responsible�for�fulflling�our�ambitions.�

Currently,�laws�and�policies�are�failing�migrant�and�refugee�children�by�negating�their�rights�and�ignoring�their�

needs.�Migrants,�refugees�and�internally�displaced�people�are�some�of�the�most�vulnerable�people�in�the�world,�

and�include�those�living�in�slums,�those�moving�with�the�seasons�to�eke�out�a�living�and�children�in�detention.�

Yet�they�are�often�outright�denied�entry�into�the�schools�that�provide�them�with�a�safe�haven�and�the�promise�of�

a�better�future.�

Ignoring�the�education�of�migrants�squanders�a�great�deal�of�human�potential.�Sometimes�simple�paperwork,�

lack�of�data�or�bureaucratic�and�uncoordinated�systems�mean�many�people�fall�through�administrative�cracks.�

Yet�investing�in�the�education�of�the�highly�talented�and�driven�migrants�and�refugees�can�boost�development�

and�economic�growth�not�only�in�host�countries�but�also�countries�of�origin.�

Provision�of�education�in�itself�is�not�sufcient.�The�school�environment�needs�to�adapt�to�and�support�the�

specifc�needs�of�those�on�the�move.�Placing�immigrants�and�refugees�in�the�same�schools�with�host�populations�

is�an�important�starting�point�to�building�social�cohesion.�However,�the�way�and�the�language�in�which�lessons�

are�taught,�as�well�as�discrimination,�can�drive�them�away.�

Well-trained�teachers�are�vital�for�ensuring�the�inclusion�of�immigrant�and�refugee�pupils�but�they�too�need�support�

in�order�to�manage�multilingual,�multicultural�classes,�often�including�students�with�psychosocial�needs.�

A�well-designed�curriculum�that�promotes�diversity,�that�provides�critical�skills�and�that�challenges�prejudices�

is�also�vital,�and�can�have�a�positive�ripple�efect�beyond�the�classroom�walls.�Sometimes�textbooks�include�

outdated�depictions�of�migrations�and�undermine�eforts�towards�inclusion.�Many�curricula�are�also�not�fexible�

enough�to�work�around�the�lifestyles�of�those�perpetually�on�the�move.�

Expanding�provision�and�ensuring�inclusion�require�investment,�which�many�host�countries�cannot�meet�alone.�

Humanitarian�aid�is�currently�not�meeting�children’s�needs,�as�it�is�often�limited�and�unpredictable.�The�new�

Education�Cannot�Wait�fund�is�an�important�mechanism�for�reaching�some�of�the�most�vulnerable.�

The�message�of�this�Report�is�clear:�Investing�in�the�education�of�those�on�the�move�is�the�diference�between�

laying�a�path�to�frustration�and�unrest,�and�laying�a�path�to�cohesion�and�peace.�

Audrey�Azoulay�

Director-General�of�UNESCO�
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Foreword�
The�2019 Global Education Monitoring Report�has�been�brought�together�by�a�team�of�international�migrants.�Four�of�

its�members�are�children�of�refugees.�They�don’t�deny�that�people�look�at�migration�–�and�migrants�–�from�diferent�

viewpoints.�Their�research�demonstrates�the�extent�to�which�education�can�help�open�up�those�perspectives�and�bring�

greater�opportunities�for�all.�

For�migrants,�refugees�and�host�communities,�there�is�the�known�and�the�unknown.�All�that�some�people�know,�however,�

is�deprivation�and�the�need�to�escape�from�it;�they�don’t�know�whether�there�will�be�opportunity�at�the�other�end.�In�

recipient�communities,�people�may�not�know�whether�and�how�their�new�neighbours,�wearing�diferent�clothes,�having�

diferent�customs,�and�speaking�with�a�diferent�accent,�will�change�their�lives.�

Migration�is�characterized�by�both�order�and�disorder.�Societies�often�strive�to�manage�population�movements�but�

nonetheless�may�face�unpredictable�infows.�Such�movements�may�create�new�divisions,�while�others�have�demonstrably�

benefted�both�source�and�destination�countries.�

In�migration�fows,�we�see�both�will�and�coercion.�Some�people�move�proactively�to�work�and�study�while�others�are�forced�

to�fee�persecution�and�threats�to�their�livelihoods.�Recipient�communities�and�politicians�may�argue�interminably�whether�those�

who�arrive�are�pushed�or�pushing,�legal�or�illegal,�a�boon�or�a�threat,�or�an�asset�or�a�burden.�

There�is�both�welcoming�and�rejection.�Some�people�adjust�to�their�new�environment�while�others�cannot.�There�are�those�

who�want�to�help�and�those�who�want�to�exclude.�

Thus,�around�the�world,�we�see�migration�and�displacement�stirring�great�passions.�Yet�there�are�decisions�to�make.�Migration�

requires�responses.�We�can�raise�barriers,�or�we�can�reach�out�to�the�other�side�–�to�build�trust,�to�include,�to�reassure.�

At�the�global�level,�the�United�Nations�has�worked�to�bring�nations�together�around�durable�solutions�to�migration�and�

displacement�challenges.�During�the�UN�Summit�on�Refugees�and�Migrants�in�2016,�I�called�for�investing�in�confict�

prevention,�mediation,�good�governance,�the�rule�of�law�and�inclusive�economic�growth.�I�also�drew�attention�to�the�need�

for�expanding�access�to�basic�services�to�migrants�to�tackle�inequalities.�

This�Report�takes�that�last�point�further�by�reminding�us�that�providing�education�is�not�only�a�moral�obligation�of�those�

in�charge�of�it,�but�also�is�a�practical�solution�to�many�of�the�ripples�caused�by�moving�populations.�It�must�be,�and�should�

always�have�been,�a�key�part�of�the�response�to�migration�and�displacement�–�an�idea�whose�time�has�come,�as�the�texts�

of�the�two�global�compacts�for�migrants�and�refugees�show.�

For�those�denied�education,�marginalization�and�frustration�may�be�the�result.�When�taught�wrongly,�education�may�

distort�history�and�lead�to�misunderstanding.�

But,�as�the�Report�shows�us�in�the�form�of�so�many�uplifting�examples�from�Canada,�Chad,�Colombia,�Ireland,�Lebanon,�

the�Philippines,�Turkey�and�Uganda,�education�can�also�be�a�bridge.�It�can�bring�out�the�best�in�people,�and�lead�to�

stereotypes,�prejudices�and�discrimination�being�discarded�for�critical�thinking,�solidarity�and�openness.�It�can�ofer�a�helping�

hand�to�those�who�have�sufered�and�a�springboard�to�those�who�desperately�need�opportunity.�

This�Report�points�directly�to�a�major�challenge:�How�can�teachers�be�supported�to�practise�inclusion?�It�ofers�

us�fascinating�insights�into�humanity�and�the�age-old�phenomenon�of�migration.�I�invite�you�to�consider�its�

recommendations�and�to�act�on�them.�

The�Right�Honourable�Helen�Clark�

Chair�of�the�GEM�Report�Advisory�Board�
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Executive�summary�

Leave no one behind. This� is�among�the�most��

�����aspirational�global�commitments�of��the�

United�Nations�2030�Agenda�for�Sustainable�Development.��

Migration�and�displacement�are�two�global�challenges�

the�agenda�needs�to�address�in�achieving�the�

17�Sustainable�Development�Goals�(SDGs),�including�

SDG�4:�‘Ensure�inclusive�and�equitable�quality�education�

and�promote�lifelong�learning�opportunities�for�all’.�

Migration and displacement interact with education in 

many ways. �These�links�afect�those�who�move,�those�

who�stay�and�those�who�host�immigrants,�refugees�or��

other�displaced�populations.�Internal�migration�mainly�

afects�many�rapidly�urbanizing�middle�income�countries,�

such�as�China,�where�more�than�one�in�three�rural�children�

are�left�behind�by�migrating�parents.�International�

migration�mainly�afects�high�income�countries,�where�

immigrants�make�up�at�least�15%�of��the�student�

population�in�half�of�schools.�It�also�afects�sending�

countries:�More�than�one�in�four��witness�at�least�one-ffth�

of��their�skilled�nationals�emigrating.�Displacement�mainly�

afects�low�income�countries,�which�host�10%�of��the�

global�population�but�20%�of��the�global�refugee�

population,�often�in�their�most�educationally�deprived�

areas.�More�than�half�of��those�forcibly�displaced�are�

under�age�18.�

Migration and displacement afect education.�They�

require�systems�to�accommodate�those�who�move�

and�those�left�behind.�Countries�are�challenged�to�

fulfl�the�international�commitment�to�respect�the�

right�to�education�for�all.�They�must�often�act�quickly,�

under�severe�constraints�or�even�opposition�from�some�

constituencies.�They�need�to�address�the�needs�of��those�

cramming�into�slums,�living�nomadically�or�awaiting�

refugee�status.�Teachers�have�to�deal�with�multilingual�

classrooms�and�traumas�afecting�displaced�students.�

Qualifcations�and�prior�learning�need�to�be�recognized�to�

make�the�most�of�migrants’�and�refugees’�skills.�

education also afects migration and displacement. �

It�is�a�major�driver�in�the�decision�to�migrate.�

Domestically,�those�with�tertiary�education�are�twice�

as�likely�to�migrate�as�those�with�primary�education;�

internationally,�they�are�fve�times�as�likely.�Education�

afects�not�only�migrants’�attitudes,�aspirations�and�

beliefs�but�also�those�of��their�hosts.�Increased�classroom�

diversity�brings�both�challenges�and�opportunities�

to�learn�from�other�cultures�and�experiences.�

Appropriate�education�content�can�help�citizens�

critically�process�information�and�promote�cohesive�

societies;�inappropriate�content�can�spread�negative,�

partial,�exclusive�or�dismissive�notions�of�immigrants�

and�refugees.�

COUNtrIeS are INCLUDING IMMIGraNtS aND  

reFUGeeS IN NatIONaL eDUCatION SYSteMS 

Governments have taken increasingly �bold steps to 

assume education responsibilities previously�provided�

for�only�in�international�agreements.�In�recent�years,�

the�world�has�moved�towards�including�immigrants�and�

refugees�in�national�education�systems.�Exclusionary�

practices�are�being�abandoned�as�a�result�of�forward-

looking�decisions,�political�pragmatism�and�international�

solidarity.�Countries�party�to�the�2018�Global�Compact�

for�Safe,�Orderly�and�Regular�Migration�and�the�Global�

Compact�on�Refugees,�which�extensively�refer��to�

education,�recognize�education�as�an�opportunity.�

historically, assimilation was the norm in most high 

income countries hosting foreign workers�in�the�post-war��

period.�Among�21�high�income�countries,�Australia�and�

Canada�had�adopted�multiculturalism�in�their�curricula�

by�1980.�By�2010,�it�had�been�adopted�in�Finland,�Ireland,�

New�Zealand�and�Sweden�as�well,�and�partly�adopted�in�

over�two-thirds�of�the�countries.�

historically, most governments also provided parallel 

education to refugees,�but�such�systems�usually�

lacked�qualifed�teachers,�examinations�were�not�

certifable,�and�funding�risked�being�cut�at�short�notice.�

Rather��than�keeping�the�hope�of�return�alive,�parallel�

education�during�protracted�displacement�diminished�

the�chance�of�a�meaningful�life�in�frst�countries�of��

asylum.�Today,�however,�countries�such�as�Chad,�the�

Islamic�Republic�of�Iran�and�Turkey�shoulder�substantial�

costs�to�ensure�that�Sudanese,�Afghan,�Syrian�and�

other�refugees�attend�school�alongside�nationals.�In�the�
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2017�Djibouti�Declaration�on�Regional�Refugee�Education,�

seven�education�ministers�from�eastern�Africa�committed�

to�the�inclusion�of�education�for�refugees�and�returnees�

into�sector�plans�by�2020.�Uganda�has�already�fulflled�

the�promise.�

education for the internally displaced is vulnerable 

to intractable conficts. �Colombia,�with�the�world’s�

second-largest�internally�displaced�population,�sufers�

the�continued�operation�of�armed�groups.�Yet,�for��the�

past�15�years,�it�has�taken�measures�to�ensure�displaced�

children�are�treated�preferentially�in�terms�of�access�

to�education.�

Internal migration is also challenging inclusion in 

education.�Rural�migrant�workers�constitute�21%�of��the�

Chinese�population�following�the�largest�wave�of�internal�

migration�in�recent�history.�Residence�permit�restrictions�

introduced�in�an�attempt�to�control�the�fows�led�the�

majority�of�migrant�children�in�cities�including�Beijing�to�

attend�unauthorized�migrant�schools�of�lower�quality.�

Since�2006,�the�government�has�progressively�revised�the�

system,�requiring�local�authorities�to�provide�education�

to�migrant�children,�abolishing�public�school�fees�for��

them�and�decoupling�registered�residence�from�access�

to�education�for�migrants.�In�India,�the�2009�Right�to�

Education�Act�legally�obliged�local�authorities�to�admit�

migrant�children,�while�national�guidelines�recommend�

fexible�admission,�seasonal�hostels,�transport�support,�

mobile�education�volunteers�and�improved�coordination�

between�states�and�districts.�

MaJOr BarrIerS tO eDUCatION FOr  

IMMIGraNtS aND reFUGeeS perSISt 

Immigrants may be nominally included but practically 

excluded. �They�may�be�kept�in�preparatory�classes�

too�long,�for�instance.�In�Austria’s�Styria�state,�children�

above�age�15�not�deemed�ready�for�secondary�school�

are�not�entitled�to�attend�and,�after�assessment,�are�

transferred�to�special�courses.�Some�countries�separate�

students�with�lower�academic�ability,�often�those�with�

immigrant�backgrounds,�into�less�demanding�tracks,�

which�compromises�subsequent�opportunities.�Moroccan�

and�Turkish�second-generation�immigrant�students�in�

Amsterdam�were�fve�time�as�likely�as�natives�to�enter��

lower�secondary�vocational�tracks�at�age�12.�Tracking�

starts�as�young�as�age�10�in�Germany.�In�addition,�

immigrants�tend�to�be�concentrated�in�specifc�

neighbourhoods�and�in�schools�with�lower�academic�

standards�and�performance�levels,�which�negatively�

afects�their�education�achievement.�Segregation�is�

exacerbated�when�native�students�move�to�wealthier��

neighbourhoods�or��their�families�evade�policies�to�

maintain�a�diverse�student�body.�

Barriers to immigrant education may persist 

despite eforts towards inclusion.�In�South�Africa,�

education�legislation�guarantees�the�right�to�education�

for�all�children�irrespective�of�migration�or�legal�status,�

but�immigration�legislation�prevents�undocumented�

migrants�from�enrolling.�School�gatekeepers�may�insist�

on�complete�documentation,�believing�the�law�requires�

it,�as�with�Central�Asian�immigrants�in�the�Russian�

Federation.�In�the�United�States,�anti-immigration�

raids�led�to�surges�in�dropout�among�children�of��

undocumented�immigrants�wary�of�deportation,�

whereas�an�earlier�policy�providing�deportation�

protection�had�increased�secondary�school�completion.�

Immigrant children may advance relative to peers in 

home countries but lag behind peers in host countries. �

In�the�United�States,�children�of�immigrants�from�eight�

Latin�American�and�Caribbean�countries�had�1.4�more�

years�of�education,�on�average,�than�those�who�had�

not�emigrated.�Yet�their�attainment�and�achievement�

often�lagged�behind�those�of�host�country�peers.�In�the�

European�Union,�twice�as�many�foreign-born�youth�as�

natives�left�school�early�in�2017.�In�2015,�in�Organisation�

for�Economic�Co-operation�and�Development�countries,�

frst-generation�immigrants�were�32%�less�likely�

and�second-generation�immigrants�15%�less�likely�

than�natives�to�attain�basic�profciency�in�reading,�

mathematics�and�science.�The�point�in�the�life�cycle�at�

which�people�ponder�or�undertake�migration�is�a�key�

determinant�of��their�education�investment,�interruption,�

experience�and�outcomes.�In�the�United�States,�

40%�of�Mexican�immigrants�who�arrived�at�age�7�did�not�

complete�secondary�school,�compared�with�70%�of��those�

who�arrived�at�age�14.�

asylum-seeking children and youth are detained in 

many countries, often with limited or no access to 

education,�including�in�Australia,�Indonesia,�Malaysia,�

Mexico,�Nauru�and�Thailand.�In�Hungary,�asylum-seeking�

families�with�children,�and�unaccompanied�children�

above�age�14,�stay�in�one�of��two�transit�zones�without�

access�to�education,�except�that�provided�by�civil�

society�organizations�(CSOs),�while�their�applications�

are�processed.�
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the degree and evolution of refugee inclusion in 

national education vary across displacement contexts,�

afected�by�geography,�history,�resources�and�capacity.�

Concentration�of�refugees�in�remote�camps,�as�in�Kenya,�

may�result�in�only�partial�inclusion�and�geographical�

separation.�Resources�can�be�a�key�constraint:�

Lebanon�and�Jordan,�with�the�most�refugees�per�capita,�

have�adopted�double-shift�education,�producing�temporal�

separation.�In�several�contexts,�refugees�continue�to�be�

educated�in�separate,�non-formal�community-based�

or�private�schools,�the�largest�recent�displacement�

of�Rohingya�feeing�Myanmar�for�Bangladesh�being�

a�prominent�case.�Such�schools�may�be�initiated�and�

supported�by�international�organizations�or�refugees�and�

local�communities�themselves,�and�may�or�may�not�be�

certifed.�In�Pakistan,�the�primary�net�enrolment�rate�of�

Afghan�refugee�girls�was�half�that�of�boys�and�less�than�

half�the�primary�attendance�rate�for�girls�in�Afghanistan.�

refugee education remains underfunded.�Although�the�

two�main�databases�are�inconclusive,�this�report�

estimates�that�US$800�million�was�spent�on�refugee�

education�in�2016,�split�roughly�equally�between�

humanitarian�and�development�aid.�That�is�only�about�

one-third�of�the�most�recently�estimated�funding�gap.�

If�the�international�community�employed�humanitarian�

aid�only,�the�share�to�education�would�have�to�increase�

tenfold�to�meet�refugees’�education�needs.�

Improving refugee education funding requires 

bridging humanitarian and development aid�in�line�

with�commitments�in�the�New�York�Declaration�

for�Refugees�and�Migrants.�Implementation�of�the�

Comprehensive�Refugee�Response�Framework�since�

2016�to�operationalize�these�commitments�in�15�countries�

is�generating�useful�lessons,�although�the�withdrawal�

of�the�United�Republic�of�Tanzania�has�drawn�attention�

to�improvements�still�required.�The�Education�Cannot�

Wait�fund�for�emergencies,�and�its�potential�to�mobilize�

new,�predictable,�multiyear�funds,�should�support�closer�

cooperation�between�humanitarian�and�development�

actors�and�the�inclusion�of�refugees�in�national�

education�systems.�

 

 

eDUCatION IMprOVeMeNtS CaN heLp 

MIGraNtS aND reFUGeeS FULLY reaLIZe 

theIr pOteNtIaL 

Curricula and textbooks often include outdated 

depictions of migration and displacement,�despite�broad�

public�support�for�change�in�some�contexts:�81%�of�

respondents�in�EU�countries�agreed�school�materials�

should�cover�ethnic�diversity.�By�not�addressing�

diversity�in�education,�countries�ignore�its�power�to�

promote�social�inclusion�and�cohesion.�A�global�analysis�

showed�that�social�science�textbook�coverage�of�

confict�prevention�and�resolution�–�e.g.�discussion�of�

domestic�or�international�trials,�truth�commissions�and�

economic�reparations�–�was�low�at�around�10%�of�texts�in�

2000–2011.�

teachers afected by migration and displacement are 

inadequately prepared to�carry�out�the�more�complex�

tasks�this�entails,�such�as�managing�multilingual�

classrooms�and�helping�children�needing�psychosocial�

support.�In�six�European�countries,�half�of�teachers�

felt�there�was�insufcient�support�to�manage�diversity�

in�the�classroom;�in�the�Syrian�Arab�Republic,�73%�of�

teachers�surveyed�had�no�training�on�providing�children�

with�psychosocial�support.�Teacher�recruitment�and�

management�policies�often�react�too�slowly�to�emerging�

needs.�Germany�needs�an�additional�42,000�teachers�

and�educators,�Turkey�needs�80,000�teachers�and�

Uganda�needs�7,000�primary�teachers�to�teach�all�

current�refugees.�

Schools with high immigrant and refugee populations 

need targeted resources to support struggling 

learners.�Only�a�handful�of�high�income�countries�

explicitly�consider�migration�status�in�school�budgets.�

Other�dimensions�of�disadvantage,�including�the�

neighbourhood�deprivation�and�limited�language�

profciency�often�associated�with�these�students,�

typically�trigger�higher�per-student�funding�in�schools�

with�higher�concentrations.�

adult migrant and refugee education needs are often 

neglected.�Non-formal�education�programmes�can�be�

critical�for�strengthening�a�sense�of�belonging,�and�much�

rests�on�municipal�initiatives.�Literacy�skills�support�

social�and�intercultural�communication�and�physical,�

social�and�economic�well-being,�but�signifcant�barriers�

limit�access�to�and�success�in�adult�language�programmes�

in�some�countries.�A�2016�survey�of�asylum-seekers�in�

Germany�showed�that�34%�were�literate�in�a�Latin�script,�

51%�were�literate�in�another�script�and�15%�were�illiterate.�

Yet�the�latter�were�the�least�likely�to�attend�a�literacy�or�

language�course.�

Financial literacy can protect migrants and help 

households make the most of remittances.�Remittances�

increased�education�spending�by�over�35%�in�18�countries�

in�Africa�and�Asia�and�by�over�50%�in�Latin�America.�
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Reducing transaction costs to 3%, from the current global 

average of 7.1%, could provide an additional US$1 billion 

for education every year.

Recognition of qualifications and prior learning can 

ease entry into labour markets, especially concerning 

professional qualifications. If migrants and refugees lack 

access to employment that uses their skills, they are 

unlikely to develop them further. Existing mechanisms are 

often fragmented or too complex to meet immigrants’ 

and refugees’ needs and end up underutilized. Countries 

also must harmonize tertiary education standards and 

quality assurance mechanisms to recognize academic 

qualifications at the bilateral, regional or global level. 

Adopting the Global Convention on the Recognition of 

Higher Education Qualifications, expected in 2019, will 

be key.

The two new compacts on migrants and refugees 

recognize education’s role and set objectives aligned 

with the global commitment to leave no one behind. 

This report makes seven recommendations that support 

implementation of the compacts:

■ Protect the right to education of migrants and 

displaced people

■ Include migrants and displaced people in national 

education systems

■ Understand and plan for the education needs of 

migrants and displaced people

■ Represent migration and displacement histories in 

education accurately to challenge prejudices

■ Prepare teachers of migrants and refugees to address 

diversity and hardship

■ Harness the potential of migrants and 

displaced people

■ Support education needs of migrants and displaced 

people in humanitarian and development aid.

THE INTERNATIONAL COMMUNITY IS HONING 

ITS SDG 4 MONITORING TOOLS

SDG 4 not only sets an ambitious education agenda 

but also poses the challenge of monitoring targets 

that include multiple learning outcomes, inequality 

dimensions and curricular content. While some criticize 

the monitoring framework as too ambitious, its key role 

is to be formative, drawing countries’ attention to core 

issues absent before 2015. It should trigger investment 

in robust national monitoring mechanisms of education 

equity, inclusion and quality. Several initiatives by 

countries, CSOs and multilateral institutions ensure 

the education sector is well placed to report at the first 

formal review of SDG 4 at the 2019 High-Level Political 

Forum. The following are a few highlights based on the 

most recent available data.

 ■ TARGET 4.1: 

Primary and secondary education. Completion rates 

in 2013–2017, which can serve as a baseline for the SDG 

period, were 85% for primary, 73% for lower secondary 

and 49% for upper secondary education. This report 

proposes a new method to synthesize completion 

rate estimates from multiple sources. Progress has 

been made towards defining minimum proficiency in 

reading and mathematics. Regardless of the form this 

definition takes, results from selected middle income 

countries taking part in the Progress in International 

Reading Literacy Study in 2001–2016 show that 

progress will be slow. While the percentage of grade 

4 students who met the low benchmark in 2015 varied 

from 22% in South Africa to 86% in Georgia, the 

average progress has been about one percentage 

point per year.

 ■ TARGET 4.2: 

Early childhood. In 2017, about 70% of children 

participated in organized learning one year before the 

o�cial primary school entry age. While consensus on 

a common measure of early childhood development 

may prove hard to reach, it is important for countries 

to invest in strong national systems for monitoring 

cognitive, linguistic, physical and social-emotional 

development.
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■ tarGet 4.3: 

technical, vocational, tertiary and adult education.�

The�tertiary�gross�enrolment�ratio�reached�38%�in�2017.�

There�is�growing�consensus�on�ensuring�that�the�global�

indicator�captures�all�adult�education�opportunities,�

work�or�non-work�related,�formal�or�non-formal.�

■ tarGet 4.4: 

Skills for work.�Only�a�handful�of�upper�middle�income�

countries�report�on�information�and�communications�

technology�skills,�but�the�available�data�indicate�just�

one�in�three�adults�employs�elementary�skills,�such�as�

copying�and�pasting�or�attaching�fles�to�emails.�

■ tarGet 4.5: 

equity.�In�many�low�and�middle�income�countries,�

rural�students�have�half�the�chance�–�and�often�much�

less�–�of�completing�upper�secondary�school,�compared�

with�urban�peers.�Estimates�may�need�to�be�reassessed�

in�view�of�new�defnitions�of�urban�areas�being�

developed�by�the�international�community.�

■ tarGet 4.6: 

Literacy and numeracy.�The�latest�global�literacy�

rate�estimate,�86%,�indicates�750�million�adults�are�

illiterate.�There�are�almost�40%�more�illiterates�aged�

65�and�above�than�illiterate�youth.�In�relative�terms,�the�

elderly�are�more�likely�to�be�isolated�illiterates,�living�in�

households�with�no�literate�members,�in�richer�than�in�

poorer�countries.�

■ tarGet 4.7: 

Sustainable development and global citizenship.�

Between�the�ffth�and�sixth�consultations�on�the�

1974�UNESCO�Recommendation,�the�percentage�of��

countries�adopting�its�principles�in�student�assessment�

rose�from�just�under�50%�to�almost�85%.�Yet�only�21%�

of�countries�reported�that�teaching�hours�dedicated�to�

the�principles�were�‘fully�sufcient’.�

■ tarGet 4.a: 

education facilities and learning environments.�In�2016,��

two-thirds�of�schools�had�basic�drinking�water,�two-thirds��

had�basic�sanitation�and�half�had�basic�hygiene�services.�

In�2013–2017,�there�were�over�12,700�attacks�on�education,��

harming�over�21,000�students�and�education�personnel.�

■ tarGet 4.b: 

Scholarships.�The�volume�of�scholarships�funded�by�

aid�programmes�has�been�stagnant�since�2010�at�

US$1.2�billion.�In�2017,�there�were�5.1�million�mobile�

students,�corresponding�to�an�estimated�outbound�

mobility�ratio�of�2.3%,�up�from�2%�in�2012.�

�■ tarGet 4.c: 

teachers.�Using�national�defnitions,�85%�of�primary�

school�teachers�globally�were�trained�in�2017,�a�decline�

of�1.5�percentage�points�since�2013.�The�rate�is�lowest�

in�sub-Saharan�Africa,�where�the�pupil/trained�teacher�

ratio�is�60:1.�

�  ■ eDUCatION IN the Other SDGS: 

Decent work, cities, police and justice.�Education�afects�

other�SDGs,�notably�through�professional�capacity�

development.�Lack�of�trained�social�workers,�urban�

planners,�law�enforcement�ofcers,�judges�and�other�

legal�professionals�jeopardizes�progress�towards�the�

respective�goals�and�targets.�

�  ■ FINaNCe: 

An�estimated�US$4.7�trillion�is�spent�on�education�

worldwide�annually:�US$3�trillion�(65%)�in�high�income�

countries�and�US$22�billion�(0.5%)�in�low�income�

countries.�Governments�account�for�79%�of�total�

spending�and�households�for�20%.�Aid�to�education,�

despite�reaching�a�high�in�2016,�accounts�for�12%�of�

total�education�spending�in�low�income�countries�and�

2%�in�lower�middle�income�countries.�

To meet even the most basic 

education needs of children in crises 

would require the share of education 

in humanitarian aid to... 

increase

times10
xxi 



Burundian�refugee,�Nigirabarya,�31,�is�head�teacher��

at�Hope�Secondary�School�in�Nduta�refugee�camp,�

Tanzania.�Hope�is�the�only�secondary�school�in�the�

camp.�Its�walls�are�crumbling�and�there�is�a�shortage�of��

teachers.�‘We�don’t�have�a�lab�for�the�science�students�or��

any�textbooks.�One�good�thing�is�that�we�have�qualifed�

teachers�but�we�need�at�least�15�more.�’

CREDIT: �Georgina�Goodwin/UNHCR�
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1 

Introduction�

The 2019 Global�Education�Monitoring�report’s specifc fndings and 

practical recommendations on education and migration will make an important 

contribution to the implementation of the Global Compact for Safe, Orderly 

and Regular Migration, which will be formally adopted by member states at an 

intergovernmental conference in Marrakesh on 10 December 2018. The report 

brings the agenda of the Global Compact and that of SDG 4 closer together and 

creates clarity for countries now tasked with transforming words into policy and 

policy into reality. 

The objectives of the Global Compact for Migration echo many of the targets 

in the fourth Sustainable Development Goal and give renewed emphasis to the 

principles of non-discrimination and inclusion, recognizing that efective access to 

education for migrant children is a fundamental human right. Education is also 

a critical path to integration into society and the best investment in sustainable 

development. It provides migrant children with opportunities for their own 

advancement as well as a chance to contribute both to their country of residence 

and, in many cases, eventually also to their country of origin. 

Louise�Arbour,�Special�Representative�of�the�United�Nations�

Secretary-General�for�International�Migration�

Education is a human right and a transformational force for poverty eradication, 

sustainability and peace. People on the move, whether for work or education, 

and whether voluntarily or forced, do not leave their right to education behind. 

The 2019 Global�Education�Monitoring�report underscores the huge potential 

and opportunities of ensuring that migrants and displaced persons have access 

to quality education. 

António�Guterres,�Secretary-General�of�the�United�Nations�

1 
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K E Y M E S SAG E S  

Migration�is�‘an�expression�of�the�human�aspiration�for�safety,�dignity�and�a�better�future’�

but�also�‘a�source�of�divisions�within�and�between�States�and�societies’.�

Migration�and�displacement�can�affect�education,�requiring�systems�to�accommodate�those�

who�move�and�those�left�behind�–�but�also�those�with�migrant�backgrounds�who�do�not�speak�

the�language�of�instruction�at�home.�

Education�can�also�affect�migration�and�displacement.�It�is�a�major�driver�in�the�decision�to�

migrate.�It�is�also�key�to�providing�citizens�with�critical�understanding,�promoting�cohesive�

societies�and�fighting�prejudice,�stereotypes�and�discrimination.�

About�1�in�8�people�are�internal�migrants,�living�outside�the�region�where�they�were�born.�

About�1�in�30�are�international�migrants,�almost�two-thirds�of�them�in�high�income�countries.�

And�about�1�in�80�are�displaced�by�conflict�or�natural�disaster,�9�in�10�of�whom�live�in�low�and�

middle�income�countries.�

To�address�the�challenges�of�migration�and�displacement,�all�193�UN�member�states�signed�

the�New�York�Declaration�for�Refugees�and�Migrants�in�September�2016�to�strengthen�and�

refine�responsibility-sharing�mechanisms.�The�declaration�set�in�motion�processes�for�two�

global�compacts.�

The�Global�Compact�for�Safe,�Orderly�and�Regular�Migration�conveys�a�generally�positive�

message�of�education�as�an�opportunity�to�make�the�most�of�migratory�flows�and�addresses�

a�wide�range�of�issues�related�to�access�to�education,�education�beyond�schooling�and�

skills�recognition.�

The�Global�Compact�on�Refugees�renews�the�commitments�made�in�the�1951�United�Nations�

Convention�Relating�to�the�Status�of�Refugees�but�goes�further�to�promote�inclusion�of�

refugees�in�national�education�systems,�calling�for�more�coherent�planning�in�crises�and�

protracted�displacement.�

This�report�looks�at�migration�and�displacement�through�the�eyes�of�teachers�and�education�

administrators�faced�with�the�reality�of�diverse�classrooms,�schoolyards,�communities,�

labour�markets�and�societies.�It�aims�to�answer�two�questions:�

■ How�do�population�movements�afect�education�access�and�quality?�

What�are�the�implications�for�individual�migrants�and�refugees?�

■ How�can�education�make�a�diference�in�the�lives�of�people�who�move�and�

in�the�communities�receiving�them?�

CHAPTER 1 �|�IntroductIon�2 
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the�framework:�Migration�and�displacement�interact��

with�education�in�multiple,�often�mutual�ways�...........................................................�4�

the�context:�the�world�is�starting�to�address�the�education�needs��

of�moving�and�hosting�populations�..................................................................................�6�

the�contents:�Guide�to�the�report�.....................................................................................�9�

P
owerful,�moving�stories�of�migration�and�

displacement�occur��around�the�world.�People�wave�

goodbye�to�families�in�train�stations,�setting�of�for��

factory�or�mine�jobs�in�faraway�cities�and�countries�with�

a�promise�to�return.�Caravans�of�people�fee�persecution,�

leaving�burned�homes�behind.�People�sell�their�precious�

few�possessions�for�a�boat�ticket�to�a�new�place,�

determined�to�succeed.�People�watch�their�children�grow��

up�speaking�a�diferent�language;�wait�anxiously�for�news�

of�loved�ones�attempting�risky�passage�over�mountains�

and�seas;�save�to�send�children�to�study�in�the�city�or��

overseas;�gratefully�receive�a�wire�transfer�from�a�cousin�

or�a�friend;�are�detained�with�no�information�on�what�

will�happen�to�them�next;�sleep�roughly�for�months,�

moving�from�one�odd�job�to�another;�fnd�a�warm,�

welcoming�place,�or�sufer�discrimination�and�humiliation,�

in�foreign�communities.�Some�migrating�people�never�had�

it�so�good�and�never�look�back;�others�fnd�themselves�

unable�to�adapt�to�a�diferent�culture�and�feel�nostalgic�

the�rest�of��their�lives.�

these�stories�of�ambition,�hope,�fear,�anticipation,�

ingenuity,�fulflment,�sacrifce,�courage,�perseverance�

and�distress�remind�us�that�‘[m]igration�is�an�expression�

of��the�human�aspiration�for�dignity,�safety�and�a�better��

future.�It�is�part�of��the�social�fabric,�part�of�our��very�

make-up�as�a�human�family’�(united�nations,�2013).�

Yet�migration�and�displacement�are�‘also�a�source�of��

divisions�within�and�between�States�and�societies�…�

In�recent�years,�large�movements�of�desperate�people,�

including�both�migrants�and�refugees,�have�cast�a�shadow��

over��the�broader�benefts�of�migration’�(united�nations,�

2017,�p.�2).�

While�there�is�shared�responsibility�for��the�common�

destiny�formally�endorsed�in�the�2030�Agenda�for��

Sustainable�development,�migration�and�displacement�

continue�to�elicit�some�negative�responses�in�modern�

societies.�these�are�exploited�by�opportunists�who�

see�beneft�in�building�walls,�not�bridges.�It�is�here�that�

education’s�role�to�‘promote�understanding,�tolerance�and��

friendship�among�all�nations,�racial�or�religious�groups’,�

a�key�commitment�in�the�universal�declaration�of�Human�

rights,�takes�centre�stage,�and�it�is�the�focus�of��this�report.��

the�report�looks�at�migration�and�displacement�

through�the�eyes�of��teachers�and�education�

administrators�faced�with�the�reality�of�diverse�

classrooms,�schoolyards,�communities,�labour�markets�

and�societies.�Education�systems�around�the�world�

are�united�in�the�commitment�to�achieve�the�fourth�

Sustainable�development�Goal�(SdG)��–��‘Ensure�

inclusive�and�equitable�quality�education�and�promote��

lifelong�learning�opportunities�for�all’�–�and�to�leave��

no�one�behind.�For�all�students�to�fulfl�their�promise,��

systems�need�to�adjust�to�their�needs�irrespective�of��their��

backgrounds.�Education�systems�also�need�to�respond��

to��societies’�need�to�be�resilient�and�adapt�to�migration�

and�displacement�–�a�challenge�afecting�countries�with�

large�or�small�migrant�and�refugee�populations.�

Education’s�role�to�‘promote�understanding,�

tolerance�and�friendship�among�all�nations,�racial�

or�religious�groups’�is�the�focus�of�this�report�
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THE FRAMEWORK: MIGRATION  

AND DISPLACEMENT INTERACT  

WITH EDUCATION IN MULTIPLE,  

OFTEN MUTUAL WAYS 

Migration�and�displacement�interact�with�education�

through�intricate�two-way�relationships�that�afect�those�

who�move,�those�who�stay,�those�who�host�migrants�and�

refugees�and�those�who�may�do�so�(Table�1.1).�the�point�

in�the�life�cycle�at�which�people�ponder�or�undertake�

migration�is�a�key�determinant�of�education�investment,�

interruption,�experience�and�outcome.�Children�migrating�

from�areas�with�lower�levels�of�education�development�

may�gain�access�to�opportunities�otherwise�unavailable.�

Yet�migrant�students’�attainment�and�achievement�often�

lag�behind�those�of��their�host�country�peers�(Box�1.1).�

Migration�and�displacement�can�profoundly�afect�

education,�requiring�systems�to�accommodate�those�who�

move�and�those�left�behind.�Countries�need�to�recognize�

migrants’�and�refugees’�right�to�education�in�law�and�

fulfl�this�right�in�practice.�they�need�to�tailor�education�

for�those�cramming�into�slums,�living�nomadically�or�

awaiting�refugee�status.�Education�systems�need�to�be�

inclusive�and�fulfl�the�commitment�to�equity,�which�cuts�

across�the�2030�Agenda.�teachers�need�to�be�prepared�

to�deal�with�diversity�and�the�trauma�associated�with�

migration�and,�especially,�displacement.�recognition�of�

qualifcations�and�prior�learning�should�be�modernized�

to�make�the�most�of�migrants’�and�refugees’�skills,�

which�contribute�greatly�to�long-term�prosperity.�

Migration�and�displacement�can�

profoundly�affect�education,�requiring�

systems�to�accommodate�those�who�

move�and�those�left�behind�

Education�also�profoundly�afects�migration�and�

displacement�–�both�their�volume�and�how�they�are�

perceived.�Education�is�a�major�driver�in�the�decision�to�

migrate,�fuelling�the�search�for�a�better�life.�It�afects�

migrants’�attitudes,�aspirations�and�beliefs,�and�the�

extent�to�which�they�develop�a�sense�of�belonging�in�

BOX 1.1 :  

Education is both a strength and a vulnerability for populations on the move 

This�report�covers�all�types�of�population�movement�(Figure 1.1).�The�largest�but�most�neglected�is�internal�migration.�On�average,�1�out�of�8�people�

lives�outside�the�region�or�province�where�they�were�born.�While�many�internal�movements�have�innocuous�consequences,�some�–�particularly�in�

rapidly�urbanizing�low�and�middle�income�countries�–�have�serious�effects�on�the�educational�opportunities�of�those�moving�and�those�left�behind.�

Access�to�education�at�destination�may�be�constrained�due�to�deliberate�administrative�rules�or�simple�neglect.�

On�average,�about�1�out�of�30�people�lives�in�a�country�other�than�the�one�where�they�were�born.�Almost�two-thirds�are�in�high�income�countries,�

which�explains�the�political�prominence�of�the�issue�in�those�countries.�International�migrants�are�more�likely�to�be�of�working�age�and,�therefore,�

older�than�the�population�in�destination�countries.�While�most�move�to�work,�the�extent�to�which�their�skills�are�recognized,�utilized�and�rewarded�is�

a�key�factor�in�the�extent�to�which�they�succeed.�But�many�move�for�education,�which�several�measures�can�facilitate.�Their�migration�also�affects�

descendants,�in�the�next�generation�if�not�beyond.�

Some�1�out�of�80�people�are�displaced�within�or�across�borders�by�conflict�or�natural�disasters,�with�the�number�having�risen�rapidly�in�recent�years.�

Nine�out of�ten�of�the�displaced�live�in�low�and�middle�income�countries.�Delivering�education�for�displaced�people�is�part�of�restoring�their�sense�

of�normalcy,�structure�and�hope,�but�it�can�be�challenging,�conditioned�by�the�unique�social,�economic�and�political�contexts�of�displacement.�

Education�needs�to�help�these�populations�cope�with�protracted�displacement�and�prepare�them�for�a�variety�of�futures.�

Definitions�for�various�categories�of�people�on�the�move�are�meant�to�establish�clear�criteria�that�ensure�respect�for�their�rights.�Yet�even�apparently�

clear-cut�categories�are�less�so�in�practice.�In�defining�international�migrants,�for�instance,�some�countries�and�organizations�base�nationality�on�

descent,�others�on�place�of�birth.�Some�categories�provoke�considerable�controversy;�fierce�political�arguments�erupt�over�whether�people�migrate�

willingly�to�seek�a�better�future�or�are�forcibly�displaced�by�human-caused�or�natural�disasters.�Host�communities�may�interrogate�migrants’�and�

refugees’�motivation�(e.g.�whether�for�work�or�education),�legality�(e.g.�whether�documented)�or�responsibility�(e.g.�whether�victims�of�a�crisis).�

Such�arguments�can�divert�focus�from�migrants’�and�refugees’�well-being.�

Note:�See�glossary�for�definitions�of�concepts�related�to�migration�and�displacement.�
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 FIGURE 1.1 :  

People�move�for�a�variety�of�reasons�

1 

Internal migrants�move�within�a�country,�

usually�in�one�direction,�from�village�to�

town,�but�also�on�circular�routes,�following�

their�livelihoods.�

In�India,�many�children,�such�as�Subhdeep,�leave�school�for��

three�to�four�months�each�year�to�help�their�families�pick�

cotton.�It�is�difficult�to�keep�up�when�they�return,�and�many�

children�drop�out.�

International migrants�move�across�

country�borders�to�work,�either�with�

authorization�from�the�host�country�…�

Sofia’s�parents�migrated�from�Morocco.�She�grew�up�in�

France�but�also�feels�strong�links�to�Morocco.�Both�countries�

feel�like�home�to�her.�

…�or�without�the�documents�required�under��

immigration�laws�and�rules�to�enter,�reside�

or�work�abroad.�

Aide�stands�outside�her�wooden�house�in�the�Camilo�Daza�

barrio�of�Cúcuta,�Colombia,�with�her�four�children,�who�came�

with�her�from�Venezuela.�She�has�no�access�to�health�care�or��

education�for�them,�as�they�are�undocumented.�

Some�young�people�move�across�

borders�to�pursue�further�studies�in�a�

foreign�university.�

Khadidja,�an�Algerian�medical�school�graduate,�went�to�

France�to�fine-tune�her�skills�because�of�the�country’s�

reputation�for�medical�education.�

Internally displaced people�are�forced�to�

move�within�their�country,�remaining�under��

the�protection�of�their�government.�

Mbuyu,�from�Tanganyika�province,�Democratic�Republic�

of�the�Congo,�has�not�been�to�school�for�two�years.�He�is�

among�those�displaced�by�ethnic�conflict�that�has�entailed�

fierce�clashes,�extortion,�plundering,�property�destruction,�

torture,�murder,�arbitrary�arrest,�forced�labour,�forced�

marriage�and�rape.�

Asylum-seekers�are�those�whose�requests�

to�seek�refuge�from�persecution�in�another��

country�need�to�be�processed.�

These�young�men�are�among�the�many�asylum-seekers�

from�Afghanistan,�Iraq�and�the�Syrian�Arab�Republic�who�

sleep�rough�around�Budapest’s�railway�stations.�

If�successful�in�their�requests,�asylum-

seekers�obtain�refugee�status,�which�

protects�them�and�provides�rights�under��

international�conventions.�

Vinda�sits�with�her�mother�Hamrin�and�two�sisters�in�their��

home�in�a�camp�in�Iraq.�Originally�from�Qamishli,�Syrian�Arab�

Republic,�the�family�fled�the�war�four�years�ago.�Her�father��

works�outside�the�camp.�Vinda�hopes�to�become�a�teacher.�

Note:�See�glossary�for�definitions�of�concepts�related�to�migration�and�displacement.�

Photo credits (top to bottom):�oskar�Kollberg/Save�the�Children,�dominic�Egan,�Paul�Smith/unHCr,�roméo�Balancourt/IoM,�Colin�delfosse/unHCr,�� �

Andras�Hajdu/unHCr�and�Claire�thomas/unHCr.�

5 



�

�

�

� �

 TABLE 1.1 :  

Selected�examples�of�the�relationship�between�education�and�migration/displacement�

1 

Effects of migration/displacement on education Effects of education on migration/displacement 

Origin�� Migrants� •  Migration�leads�to�education�provision�challenges�in�slums.��

•  Education�systems�need�to�adjust�to�the�needs�of�populations�moving��
in�seasonal�or�circular�patterns.�

•  The�more�educated�are�more�likely�to�migr� ate.�

Left�behind� •  Migration�depopulates�rural�areas�and�challenges�education�provision.�

•  Remittances�affect�education�in�origin�communities.�

•  Parent�absence�affects�children�left�behind.�

•  Emigration�prospects�disincentivize�investment�in�educa� tion.�

•  New�programmes�prepare�aspiring�migrants.�

•  Emigration�of�the�educated�has�consequences�for��
development�of�affected�areas,�e.g.�through�brain�dr� ain.�

Destination�� Immigrants�and��
refugees�

•  Educational�attainment�and�achievement�of�immigrants�and�their��
children�usually�lag�behind�natives.�

•  Refugees�need�to�be�included�in�national�education�sys� tems.�

•  Refugees’�right�to�education�needs�to�be�ensured.�

•  Migrants�tend�to�be�overqualified,�their�skills�not�fully��
recognized�or�utilized,�and�their�livelihoods�altered.�

•  Internationalization�of�tertiary�education�prompts��
student�mobility.�

Natives� •  Diversity�in�classrooms�requires�better-prepared�teachers,�targeted��
programmes�to�support�new�arrivals�and�prevent�segregation,�and��
disaggregated�data.�

•  Formal�and�non-formal�education�can�build�resilient��
societies�and�reduce�prejudices�and�discrimina� tion.�

Source:�GEM�report�team�based�on�Fargues�(2017).�

their�destination.�Increased�diversity�in�classrooms�brings�

challenges,�including�for�natives�(especially�the�poor�and�

marginalized),�but�it�also�ofers�opportunities�to�learn�

from�other�cultures�and�experiences.�Curricula�sensitive�

to�addressing�negative�attitudes�towards�immigrants�and�

refugees�are�needed�more�than�ever.�

With�migration�and�displacement�becoming�hot�political�

topics,�education�is�key�to�providing�citizens�with�a�critical�

understanding�of�the�issues�involved.�It�can�support�

the�processing�of�information�and�promote�cohesive�

societies,�which�are�especially�important�in�a�globalized�

world.�Yet�education�should�go�well�beyond�tolerance,�

which�can�mask�indiference;�it�is�a�critical�tool�in�fghting�

prejudice,�stereotypes�and�discrimination.�If�poorly�

designed,�education�systems�can�promulgate�negative,�

partial,�exclusive�or�dismissive�portrayals�of�immigrants�

and�refugees.�

THE CONTEXT: THE WORLD IS  

STARTING TO ADDRESS THE  

EDUCATION NEEDS OF MOVING  

AND HOSTING POPULATIONS 

Migration�is�one�of�the�key�positive�mobilizing�

forces�in�human�history�and�development,�and�the�

principle�that�refugees�should�not�be�sent�back�to�

places�where�their�lives�or�freedoms�are�threatened�

is�a�foundation�of�international�law.�Yet�migration�

and�displacement�also�pose�challenges�at�the�local,�

national�and�international�levels.�to�address�them�

requires�mobilizing�resources�and�coordinating�actions.�

In�September�2016,�all�193�un�member�states�signed�

the�new�York�declaration�for�refugees�and�Migrants�to�

strengthen�and�refne�responsibility-sharing�mechanisms�

(united�nations,�2016).�
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the�declaration�set�in�motion�processes�for�two�global�

compacts:�one�on�migrants,�the�other�on�refugees.�

the�country-led�Global�Compact�for�Safe,�orderly�and�

regular�Migration�has�been�heavily�contested�and�is�at�

constant�risk�of�derailment�by�threats�of�withdrawal,�

including�by�the�united�States.�the�Global�Compact�

on�refugees,�led�by�the�ofce�of�the�united�nations�

High�Commissioner�for�refugees�(unHCr),�faced�fewer�

challenges�but�also�saw�withdrawals�from�its�operational�

component,�the�Comprehensive�refugee�response�

Framework.�the�fnal�drafts�of�both�compacts,�released�

in�mid-2018,�outline�key�commitments�on�education.�

EDUCATION IN THE GLOBAL COMPACT FOR  

SAFE, ORDERLY  AND REGULAR MIGRATION 

Including�education�in�the�migration�agenda�is�novel,�

despite�education�being�a�core�aspect�of�migrants’�

realities.�For�instance,�the�International�organization�

for�Migration,�which�became�a�un�agency�in�2016�

following�the�new�York�declaration,�has�not�had�an�

education�strategy�or�specialized�expertise.�Instead,�

it�has�responded�over�six�decades�to�a�large�variety�

of�project-related�intervention�requests,�ranging�

from�covering�school�transport�costs�and�supporting�

vocational�education�programmes�in�sending�countries�

to�training�border�ofcials�(Sanz,�2018).�

It�may�not�be�surprising�that�a�systematic�approach�is�

lacking�on�such�complex,�diverse�and�contested�terrain.�

However,�the�migration�compact’s�fnal�draft�text�puts�most�

issues�addressed�in�this�report�on�the�agenda�(Table�1.2).�

It�conveys�a�generally�positive�message�of�education�as�

an�opportunity�to�make�the�most�of�migratory�fows.�

A�paragraph�under�objective�15�on�access�to�basic�services�

captures�education;�paragraphs�under�objectives�16�and�

17�refer�to�education�beyond�schooling.�Emphasis�is�given�

to�skills�recognition,�outlined�in�detail�under�objective�18.�

What�the�compact’s�commitments�on�education�

will�accomplish�is�unknown,�since�it�is�non-binding.�

this�report�aims�to�support�countries�in�implementing�

the�commitments.�

this�report�aims�to�support�countries�

in�implementing�the�education�

commitments�in�the�Global�Compact�

for�Safe,�orderly�and�regular�Migration�

Implementation�success�also�depends�on�the�

mechanisms�set�up�to�assess�progress.�Starting�in�2022,�

an�International�Migration�review�Forum,�to�take�place�

every�four�years,�will�be�aligned�with�the�High-Level�

Political�Forum,�the�apex�mechanism�for�global�SdG�

follow-up�and�review.�

EDUCATION IN THE GLOBAL COMPACT  

ON REFUGEES  

While�the�right�to�education�is�guaranteed�by�a�series�

of�human�rights�treaties,�including�the�Convention�on�

the�rights�of�the�Child,�refugees’�right�to�education�

in�host�countries�was�already�guaranteed�in�the�1951�

united�nations�Convention�relating�to�the�Status�of�

refugees,�later�expanded�with�a�1967�protocol�that�

removed�time�and�geographical�restrictions.�

the�145�parties�to�the�convention�and�146�parties�to�the�

protocol�have�committed�to�refugees�receiving�‘the�same�

treatment�as�is�accorded�to�nationals�with�respect�

to�elementary�education’.�they�should�also�receive�

‘treatment�as�favourable�as�possible,�and,�in�any�event,�

not�less�favourable�than�that�accorded�to�aliens�generally�

in�the�same�circumstances�with�respect�to�education�

other�than�elementary�education�and,�in�particular,�

as�regards�access�to�studies,�the�recognition�of�foreign�

school�certifcates,�diplomas�and�degrees,�the�remission�

of�fees�and�charges�and�the�award�of�scholarships’�

(Art.�22).�

In�addition,�un�General�Assembly�resolution�no.�302�(IV)�

of�8�december�1949�addressed�Palestinian�refugees’�right�

to�education.�unHCr�and�the�united�nations�relief�and�

Works�Agency�for�Palestine�refugees�in�the�near�East�

are�responsible,�with�host�governments,�for�ensuring�this�

right�is�fulflled.�

While�the�1951�convention�has�protected�refugees�

and�provided�access�to�services,�including�education,�

for�nearly�70�years,�its�core�principle�of�shared�

responsibility�has�not�been�sufciently�respected�

(türk�and�Garlick,�2016).�the�need�to�renew�the�

commitment�with�a�clearer�support�framework�led�to�the�

Global�Compact�on�refugees,�whose�fnal�draft�dedicates�

two�paragraphs�to�education,�focusing�on�fnancing�

to�support�specifc�policies�(Table�1.3).�It�makes�clear�

the�duty�of�countries�to�improve�access�to�education�

and�develop�policies�on�refugees’�inclusion�in�national�

education�systems,�which�is�considered�best�practice�

in�the�unHCr�Education�Strategy�2012–2016.�
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 TABLE 1.2:  

Selected�education�related�excerpts�from�the�Global�Compact�for�Safe,�Orderly�and�Regular�Migration�
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Objectives and commitments Actions 

OBJECTIVE 2. 
Minimize�the�adverse�drivers�and�structural�factors�that�compel�people�to�leave�their�country�
of�origin�

18.� We�commit�to�create�conducive�…�conditions�for�people�to�lead�peaceful,�productive�and�
sustainable�lives�in�their�own�country.�

e)� Invest�in�human�capital�development�by�promoting�entrepreneurship,�education,�vocational�training�and�skills�
development�programmes�and�partnerships�…�with�a�view�to�reducing�youth�unemployment,�avoiding�brain�
drain�and�optimizing�brain�gain�in�countries�of�origin.�

OBJECTIVE 15. 
Provide�access�to�basic�services�for�migrants�

31.�� We�commit�to�ensure�that�all�migrants,�regardless�of�their�migration�status,�can�exercise��
their�human�rights�through�safe�access�to�basic�services.�

f)�� Provide�inclusive�and�equitable�quality�education�to�migrant�children�and�youth,�as�well�as�facilitate�access��
to�lifelong�learning�opportunities,�including�by�strengthening�the�capacities�of�education�systems�and��
by�facilitating�non-discriminatory�access�to�early�childhood�development,�formal�schooling,�non-formal��
education�programmes�for�children�for�whom�the�formal�system�is�inaccessible,�on-the-job�and�v� ocational��
training,�technical�education,�and�language�training,�as�well�as�by�fostering�partnerships�with�all�stakeholders��
that�can�support�this�endeavour.�

OBJECTIVE 16. 
Empower�migrants�and�societies�to�realize�full�inclusion�and�social�cohesion�

32.� We�commit�to�foster�inclusive�and�cohesive�societies�by�empowering�migrants�to�become�
active�members�of�society�and�promoting�the�reciprocal�engagement�of�receiving�
communities�and�migrants�in�the�exercise�of�their�rights�and�obligations�towards�each�other.�

i)� Promote�school�environments�that�are�welcoming�and�safe,�and�support�the�aspirations�of�migrant�children�
by�enhancing�relationships�within�the�school�community,�incorporating�evidence-based�information�about�
migration�in�education�curricula,�and�dedicating�targeted�resources�to�schools�with�a�high�concentration�
of�migrant�children�for�integration�activities�in�order�to�promote�respect�for�diversity�and�inclusion,�and�to�
prevent�all�forms�discrimination,�including�racism,�xenophobia�and�intolerance.�

OBJECTIVE 17. 
Eliminate�all�forms�of�discrimination�and�promote�evidence-based�public�discourse�to�shape�
perceptions�of�migration�

33.� We�commit�to�eliminate�all�forms�of�discrimination,�condemn�and�counter�expressions,�
acts�and�manifestations�of�racism,�racial�discrimination,�violence,�xenophobia�and�related�
intolerance�against�all�migrants.�

c)� Promote�independent,�objective�and�quality�reporting�of�media�outlets�…�including�by�sensitizing�and�
educating�media�professionals�on�migration-related�issues�and�terminology.�

g)� Engage�migrants,�political,�religious�and�community�leaders,�as�well�as�educators�and�service�providers�to�
detect�and�prevent�incidences�of�intolerance,�racism,�xenophobia,�and�other�forms�of�discrimination�against�
migrants�and�diasporas�and�support�activities�in�local�communities�to�promote�mutual�respect.�

OBJECTIVE 18. 
Invest�in�skills�development�and�facilitate�mutual�recognition�of�skills,�qualifcations�
and�competences�

34.� We�commit�to�invest�in�innovative�solutions�that�facilitate�mutual�recognition�of�skills,�
qualifcations�and�competences�of�migrant�workers�at�all�skills�levels.�

a)� Develop�standards�and�guidelines�for�the�mutual�recognition�of�foreign�qualifcations�and�non-formally�
acquired�skills.�

b)� Promote�transparency�of�certifcations�and�compatibility�of�National�Qualifcations�Frameworks.�

c)� Conclude�…�mutual�recognition�agreements.�

e)� Build�global�skills�partnerships�amongst�countries�that�strengthen�training�capacities�of�national�authorities�…�
with�a�view�to�preparing�trainees�for�employability.�

g)� Engage�in�bilateral�partnerships�…�that�promote�skills�development,�mobility�and�circulation,�such�as�student�
exchange�programmes,�scholarships,�professional�exchange�programmes�and�trainee-�or�apprenticeships.�

j)� Develop�and�promote�innovative�ways�to�mutually�recognize�and�assess�formally�and�informally�
acquired�skills.�

OBJECTIVE 20. 
Promote�faster,�safer�and�cheaper�transfer�of�remittances�and�foster�fnancial�inclusion�
of�migrants�

36.� We�commit�to�promote�faster,�safer�and�cheaper�remittances�by�further�developing�existing�
conducive�policy�and�regulatory�environments.�

f)� Provide�accessible�information�on�remittance�transfer�costs�by�provider�and�channel,�such�as�comparison�
websites,�in�order�to�increase�the�transparency�and�competition�on�the�remittance�transfer�market,�
and�promote�fnancial�literacy�and�inclusion�of�migrants�and�their�families�through�education�and�training.�

Source: �united�nations�(2018a).�� �

 TABLE 1.3:  

Education�related�excerpts�from�the�Global�Compact�on�Refugees�

68.� In�line�with�national�education�laws,�policies�and�planning,�and�in�support�of�host�countries,�States�and�relevant�stakeholders�will�contribute�resources�and�expertise�to�expand�and�enhance�the�quality�and�
inclusiveness�of�national�education�systems�to�facilitate�access�by�refugee�and�host�community�children�(both�boys�and�girls),�adolescents�and�youth�to�primary,�secondary�and�tertiary�education.�More�direct�
fnancial�support�and�special�eforts�will�be�mobilized�to�minimize�the�time�refugee�boys�and�girls�spend�out�of�education,�ideally�a�maximum�of�three�months�after�arrival.�

69.� Depending�on�the�context,�additional�support�could�be�contributed�to�expand�educational�facilities�(including�for�early�childhood�development,�and�technical�or�vocational�training)�and�teaching�capacities�
(including�support�for,�as�appropriate,�refugees�and�members�of�host�communities�who�are�or�could�be�engaged�as�teachers,�in�line�with�national�laws�and�policies).�Additional�areas�for�support�include�eforts�to�
meet�the�specifc�education�needs�of�refugees�(including�through�“safe�schools”�and�innovative�methods�such�as�online�education)�and�overcome�obstacles�to�their�enrolment�and�attendance,�including�through�
fexible�certifed�learning�programmes,�especially�for�girls,�as�well�persons�with�disabilities�and�psychosocial�trauma.�Support�will�be�provided�for�the�development�and�implementation�of�national�education�
sector�plans�that�include�refugees.�Support�will�also�be�provided�where�needed�to�facilitate�recognition�of�equivalency�of�academic,�professional�and�vocational�qualifcations.�

Source: united�nations�(2018b).�
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the�Global�Compact�on�refugees�makes�

clear��the�duty�of�countries�to�develop�

policies�on�refugees’�inclusion�in�national�

education�systems�

the�Comprehensive�refugee�response�Framework�

process,�originally�Annex�I�to�the�new�York�declaration,�

further�provides�a�practical�approach�to�fulflling�

obligations�and�sharing�costs.�Its�pilot�implementation�

has�focused�on�more�coherent�planning�in�crises�

and�protracted�displacements�in�selected�countries�

hosting�refugees.�

THE CONTENTS:  

GUIDE T O THE   REPORT 

the�2019�Global Education Monitoring Report�reviews�global�

evidence�on�migration,�displacement�and�education�and�

aims�to�answer�the�following�questions:�

■ How�do�population�movements�afect�access�to�and��

quality�of�education?�What�are�the�implications�for��

individual�migrants�and�refugees?�

■ How�can�education�make�a�diference�in�the�lives��

of�people�who�move�and�in�the�communities��

receiving�them?�

In�the�thematic�part�of�the�report,�Chapters�2�to�4�discuss�

how�three�types�of�population�movement�(internal�

migration,�international�migration�and�displacement)�

afect�education�access,�quality�and�inclusiveness.�

the�three�chapters�ask�whether�education�outcomes�

of�migrants�or�refugees�difer�from�those�of�natives,�

why�gaps�emerge�and�what�the�main�barriers�to�provision�

of�good-quality,�inclusive�education�are.�Chapter�5�

discusses�how�education�can�afect�the�lives�of�those�who�

move�and�those�who�host.�Chapter�6�focuses�on�mobility�

of�international�students�and�professionals,�and�the�

recognition�of�their�skills�and�qualifcations.�

the�monitoring�part�of�the�report,�Chapters�

7�to�19,�serves�two�purposes.�First,�it�reviews�

performance�on�international�education�targets.�

Second,�most�chapters�complement�the�thematic�

part�with�targeted�data�and�policy�focus�sections�

relating�to�migration�and�displacement�issues�(Table�1.4).�

An�introduction�(Chapter�7)�provides�three�brief�reviews:�

developments�in�the�SdG�4�monitoring�framework�over�

the�past�year,�a�summary�of�progress�in�the�Education�

for�All�era�(2000–2015)�and�the�fnal�information�for�2015�

on�the�key�indicators,�and�an�overview�of�challenges�

in�monitoring�education�for�migrants�and�refugees.�

Chapters�8�to�17�address�the�seven�targets�and�three�

means�of�implementation.�Chapter�18�reviews�the�role�

of�education�in�three�other�SdGs:�decent�work�(SdG�8),�

cities�(SdG�10)�and�peace�and�justice�(SdG�16).�Chapter�19�

looks�at�public,�external�and�household�fnance.�

Chapter�20�concludes�by�synthesizing�key�evidence�

and�ofering�recommendations,�primarily�targeted�

at�governments.�
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 TABLE 1.4:  

Guide�to�migration�and�displacement�themes�throughout�the�report�

Internal�migration�

Thematic part Monitoring part 

Chapter�2� Data�focus�12.1:�Education�in�slums�

Data�focus�15.2:�Boarding�schools�

Policy�focus�8.1:�Right�to�education�

Policy�focus�11.1:�Financial�education�for�migrants�

Policy�focus�13.1:�Adult�literacy�programmes�for�migrants�

Policy�focus�17.1:�Teacher�migration�

Data�focus�19.1:�Immigrant�taxes�and�education�budgets�

Policy�focus�19.1:�Targeting�of�schools�with�immigrant�s� tudents�

Policy�focus�19.2:�Use�of�aid�to�control�migration�

Policy�focus�19.4:�Remittances�

International�migration� Chapter�3�

Chapter�4� Policy�focus�9.1:�Early�childhood�education�for�refugees�

Policy�focus�10.1:�Higher�education�for�refugees�

Policy�focus�12.1:�Education�for�refugees�with�disabilities�

Policy�focus�15.1:�Technology�for�refugee�education�

Policy�focus�19.3:�Humanitarian�aid�

Diversity� Chapter�5� Data�focus�14.1:�International�Civic�and�Citizenship�Study�

Policy�focus�14.1:�Prevention�of�violent�extremism�

Displacement�

Mobility�of�students��
and�pr� ofessionals�

Chapter�6� Policy�focus�10.2:�Technical/vocational�education�for��migrants�

Policy�focus�16.1:�Scholarships�for�mobility�in�Europe�and�� Asia�
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Caption

CHAPTER 2 �|�Internal�mIgratIon

Zie�is�an�11-year-old�boy�in�grade�5�who�has�lived�at�a�boarding�school�

in�Weishan�county,�People’s�Republic�of�China,�since�he�was�9.�

He�sees�his�parents,�who�work�in�Dali,�at�least�three�times�per�year.�

If�he�could�change�anything�about�the�school,�he�would�improve�the�

equipment�in�the�classrooms�and�the�conditions�for�eating.�

CREDIT: �Louise�Dyring�Mbae/Save�the�Children�
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Chapter Title

CHAPTER  

22 

Internal�migration�

Migration�is�a�complex�phenomenon,�more�complex�in�large�cities.�

This�is�why�local�governments�must�work�permanently�to�promote�

citizenship�and�combat�discrimination.�

Education�is�essential�to�stimulate�migrants’�sociocultural�inclusion,�

autonomy�and�access�to�the�formal�labour�market.�In�São�Paulo,�

migrants�have�their�citizens’�rights�recognized,�with�an�equal�right�to�

school�enrolment�and�participation�in�educational�projects.�

Bruno�Covas,�Mayor�of�São�Paolo�
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K E Y M E S SAG E S  

Internal�migration�peaks�among�those�in�their�20s,�who�often�migrate�to�learn�new�skills�or�make�

the�most�of�those�already�acquired.�In�Thailand,�21%�of�youth�said�they�migrated�for�education.�

People�with�a�primary�education�are�twice�as�likely�to�migrate�as�those�with�no�education�at�

all;�those�with�secondary�schooling�are�three�times�as�likely�and�those�with�tertiary�four�times�

as�likely.�

Rural�migrants�can�improve�their�education�attainment�when�they�move�to�cities,�but�this�

is�not�a�hard�and�fast�rule.�In�Brazil’s�Northeast�region,�25%�of�those�who�migrated�during�

secondary�school�went�from�being�regular�to�irregular�students,�compared�with�11%�of�those�

who�stayed�behind.�

To�curb�rural�to�urban�migration,�many�countries�made�it�harder�for�migrants�to�enter�school.�

In�China,�residence�restrictions�led�to�unauthorized�migrant�schools.�Since�2006,�the�government�

has�made�major�reforms�to�ease�these�restrictions�and�provide�public�education�to�all�migrants,�

but�challenges�remain�–�migrant�children�have�to�provide�five�different�certificates�to�enrol�

in�schools�in�Beijing.�

Children�whom�migrating�parents�leave�behind�may�benefit�from�stability�and�remittances�

but�their�education�and�well-being�often�suffer.�In�Cambodia,�children�left�behind,�especially�girls,�

were�more�likely�to�drop�out�of�school.�

Children�of�seasonal�workers�are�often�denied�their�right�to�education.�About�80%�of�temporary�

migrant�children�in�seven�Indian�cities�lacked�access�to�education�near�work�sites.�

The�education�needs�of�nomads�and�pastoralists�are�not�served�by�traditional�school�systems�

whose�curricula�and�schedules�do�not�fit�their�way�of�life.�School�spot�checks�in�remote�areas�

of�Somalia�indicated�high�seasonal�fluctuation�in�attendance:�50%�more�children�were�in�school�

in�May�than�in�November�and�December�at�the�end�of�the�dry�season.�

Many�countries�have�closed�or�consolidated�rural�schools�due�to�rural�to�urban�migration�

or�reduced�fertility�rates.�The�number�of�rural�schools�in�the�Russian�Federation�fell�from�

45,000�to�fewer�than�26,000�between�2000�and�2015.�In�reducing�costs�to�improve�efficiency,�

governments�must�also�recognize�the�important�social�role�schools�play�in�communities.�

Rural�migrants�in�low�and�middle�income�countries�often�settle�in�slums,�which�suffer�from�

a�chronic�lack�of�access�to�school.�In�Dhaka,�Bangladesh,�only�about�one-quarter�of�slums�

were�estimated�to�have�a�government�school.�
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F
aced�with�dramatic�headlines�on�international�

migrants�and�refugees,�it�is�easy�to�forget�that�

internal�migration�accounts�for��the�majority�of�population�

movements.�rural�to�urban�migration�is�a�particularly�

salient�phenomenon�in�low�and�middle�income�countries,�

leading�to�higher�levels�of�urbanization.�Declining�rur� al�

populations�are�also�observed,�primarily�in�richer��

countries�(UnDeSa,�2014).�among�a�variety�of�possible�

movements,�permanent�or��temporary,�between�or��

within�urban�and�rural�areas,�it�is�rural�to�urban�fows�and�

seasonal�or�circular�fows�that�tend�to�pose�the�biggest�

challenges�for�education�systems.�

education�is�a�key�factor�in�all�these�movements.�

Higher�levels�of�education�increase�aspirations�for�

opportunities�outside�rural�areas.�education�is�also�a�goal�

of�migration,�with�young�people�seeking�skills�converging�

on�urban�centres�ofering�opportunities�for�secondary�

education�and�above.�education�provision�needs�to�

accommodate�the�large�fows�out�of�rural�and�into�urban�

areas.�education�systems�should�also�respond�to�the�

needs�of�migrant�children,�who�face�various�adjustment�

challenges,�depending�on�their�background�and�cultural�

and�social�ties�with�the�destination.�

this�chapter�looks�at�the�interrelationship�between�

internal�migration�and�education.�It�discusses�access�to�

diferent�levels�of�education,�the�quality�and�relevance�

of�education�provided,�and�policy�eforts�and�results,�

including�teaching�policy�and�practice.�It�examines�

the�education�status�of�various�groups�of�migrants,�

particularly�those�facing�barriers,�and�considers�

education�planning�challenges�resulting�from�population�

movements,�whether�in�depopulated�rural�areas�or�

burgeoning�slums.�

ONE IN EIGHT PEOPLE LIVE  

OUTSIDE THE REGION WHERE  

THEY WERE BORN  

a�dynamic�process,�internal�migration�is�difcult�to�

quantify�with�precision,�especially�in�an�increasingly�

mobile�world.�Determining�comparable�trends�across�

countries�is�hindered�by�defciencies�in�data�sources�

and�diferences�in�national�defnitions.�Countries�defne�

rural�administrative�boundaries,�size�of�geographic�units�

across�which�moves�are�recorded,�and�reference�periods�

diferently.�Circular�or�seasonal�movements�are�least�

easily�captured.�

In�2005,�according�to�census�data,�763�million�people,�or�

12%�of�the�global�population,�lived�outside�the�region�of�

their�birth�(Bell�and�Charles-edwards,�2013).�In�2011–2012,�

according�to�gallup�data,�381�million�adults,�or�8%�of�

the�global�adult�population,�had�moved�between�

regions�in�the�previous�fve�years�(esipova�et�al.,�2013).�

In�61�countries�with�comparable�data,�as�much�as�20%�of�

the�population�had�changed�place�of�residence�over�the�

previous�fve�years�(Bernard�et�al.,�2018).�

major�rural�to�urban�migration�accompanied�the�

economic�growth�of�the�19th�to�mid-20th�century�in�most�

of�today’s�high�income�countries.�as�countries�transition�

to�urbanized,�ageing�societies,�these�movements�have�

subsided�(Champion�et�al.,�2017).�today,�the�largest�

internal�population�movements�occur�in�low�and�middle�

income�countries,�particularly�China�and�India.�In�2016,�

about�77�million�Chinese�migrant�workers�moved�to�

fnd�work�in�another�province,�93�million�moved�within�

their�province,�and�112�million�short-distance�migrants�

worked�in�cities�close�to�their�regions�(Hannum�et�al.,�



In�2016,�about�77�million�Chinese�migr� ant�

workers�moved�to�find�work�in�another��

province�and�93�million�mo� ved�within�

their��province

2018).�In�India,�in� ter-state�migration�rates�doubled�

between�2001�and�2011�(World�economic�Forum,�2017).�

an�estimated�9�million�migrated�between�states�annually�

from�2011�to�2016�(India�ministry�of�Finance,�2017).�

rural�to�urban�migration�has�played�a�relatively�smaller��

role�in�urban�population�growth�in�sub-Saharan�africa�(De�

Brauw�et�al.,�2014).�Yet�it�still�has�major�implications�for��

population�redistribution�in�some�countries�and�makes�

urban�development�planning�challenging�(mberu�et�al.,�

2017).�In�nigeria,�a�2010�survey�revealed�that�23%�o� f��the�

population�had�changed�area�of�residence�for�at�least�

6�mon� ths�within�the�previous�10�years,�with�about�60%�o� f��

internal�migrants�living�in�urban�areas.�In�7�out�of�36�

states,�including�abia�and�lagos,�migrants�constituted�

more�than�two-ffths�of�the�population�(Isiugo-abanihe�

and�Iom�nigeria,�2016).��

new�data�sources�provide�more�granular�information�

on�internal�migration�patterns.�Facebook�data�have�

been�used�to�study�coordinated�migration,�defned�as�at�

least�20%�of��the�population�of�one�city�having�moved�to�

another�(Hofeitner�et�al.,�2013).�an�analysis�of�1.5�million�

people’s�mobile�phone�records�over�four�years�showed�

high�levels�of��temporary�and�circular�migration�in�rwanda�

undetected�by�government�surveys�(Blumenstock,�2012).�

migration�rates�vary�by�age�and�among�countries.�

In�53�c� � ountries�with�data�on�long-distance�migration,�

the�median�age�at�peak�migration�was�23,�the�range�

varied�from�19.5�in�Belarus�to�30�in�Spain,�and�the�

median�migration�intensity�rate�was�3.2%�(Figure�2.1a).�

the�bulk�o� f�Indonesian�migrants,�for�instance,�were�aged�

20�to�24,�and�1�out�of�10�moved�between�districts�in�

2010–2015�(Figure�2.1b).�From�an�education�perspective,�

migration�afects�relatively�few�primary�school-age�

children�and�slightly�more�secondary�school-age�youth.�

It�mostly�afects�those�who�may�be�migrating�for�post-

secondary�educa� tion.�

��

�

2 

FIGURE 2.1 :  

Most�people�who�migrate�internally�do�so�in�their�20s�

a. Internal migration intensity rate and age at peak, 

 selected countries by region, latest available year 
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Note:��the�figure�refers�to�long-distance�migration.�
Source:�Bernard�et�al.�(2018).�

b. Internal migration intensity rate by age and destination, 

Indonesia, ��������� 
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GEM�StatLink:�http://bit.ly/fig2_1�
Source:��muhidin�(2018).�
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EDUCATION PLAYS A KEY ROLE IN  

THE DECISION TO MIGRATE 

education�of�better�quality�in�urban�areas�is�a�prominent�

reason�for�migration�among�younger�people.�In�thailand,�

21%�of�youth�said�they�migrated�for�education�

(Figure�2.2a).�among�adults,�family�and�employment�

motivate�migration�more�than�education.�Still,�9%�of�

Colombian�and�8%�of�Iranian�adults�have�migrated�for�

education�(Figure�2.2b).�

a�longitudinal�analysis�based�on�the�Young�lives�study�

found�that�between�one-third�and�one-half�of�youth�aged�

15�to�19�in�ethiopia,�India,�Peru�and�Viet�nam�migrated�at�

least�once�between�2009�and�2013.�the�major�migration�

streams�were�rural�to�rural�in�ethiopia�and�India,�urban�to�

urban�in�Peru�and�rural�to�urban�in�Viet�nam.�education�

was�the�main�reason,�except�for�Indian�girls,�with�the�

more�educated�more�likely�to�migrate�for�further�

education�(gavonel,�2017).�

Internal�migration�for�higher�education�is�linked�to�

variations�in�afordability�and�quality.�In�Sweden,�analysis�

of�data�from�15�cohorts�shows�that�high-performing�

secondary�school�students�are�more�likely�to�attend�top�

universities,�which�are�predominantly�located�in�urban�

areas�(ahlin�et�al.,�2017).�In�the�United�States,�almost�

400,000�out�of�1.5�million�recent�secondary�graduates�

moved�out�of�state�for�tertiary�education�in�2014�(Strayer,�

2016;�United�States�Doe,�2015).�

the�more�educated�are�more�likely�to�relocate�on�the�

prospect�of�higher�returns�on�their�education�(World�

Bank,�2009).�Preferences�and�aspirations�as�a�result�

of�education�also�prompt�people�to�leave�rural�areas�

irrespective�of�the�earning�potential�migration�may�

provide�(UnDP,�2009).�across�53�countries,�the�probability�

of�migration�efectively�doubled�among�those�with�

primary�education,�tripled�among�those�with�secondary�

and�quadrupled�among�those�with�tertiary,�compared�

with�those�with�no�education�(Bernard�et�al.,�2018)�

(Figure�2.3).�

In�most�countries,�rural�to�urban�migrants�are�more�

educated�than�those�who�stay�in�rural�areas,�especially�

in�countries�with�low�average�education�levels.�In�guinea,�

mali�and�Senegal,�rural�to�urban�migrants�have�four�times�

as�many�years�of�schooling�as�those�who�stay�behind;�

in�Chile�and�Jamaica,�they�have�1.6�and�1.2�times�as�many,�

respectively�(Bernard�et�al.,�2018).�

migration�by�the�highly�educated�redistributes�

human�capital�within�countries�(Faggian�et�al.,�2017).�

In�germany�and�Italy,�migration�by�university�graduates�

increased�regional�labour�market�disparities�(Fratesi�

and�Percoco,�2014;�granato�et�al.,�2015).�In�Brazil,�

patterns�of�mobility�vary�by�education.�among�the�less�

educated,�migration�itself�and�the�distances�travelled�have�

declined�since�the�mid-1980s,�while�the�more�educated�

travel�farther,�especially�to�state�capitals�(Figure�2.4).�

 FIGURE 2.2:  

Education�is�an�important�reason�for�internal�migration�among�youth�

Reasons�for�internal�migration,�selected�countries,�latest�available�year�

a. Youth aged �� to �� 
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b. Adults aged �� and above 
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Sources:�Bernard�et�al.�(2018),�based�on�IPUmS�database.�
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FIGURE 2.3: 

The�more�educated�are�more�likely�to�migrate�

Migration�intensity�rate�by�education,�selected�countries,�five-year�intervals,�1999–2010�
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GEM�StatLink:�http://bit.ly/fig2_3�
Source:�Bernard�et�al.�(2018).�

FIGURE 2.4: 

In�Brazil,�more�educated�people�migrate�more�and�farther�

Net�migration�between�pairs�of�Brazilian�microregions,�1986–1991�and�2005–2010�

a. Migrants with less than four years of schooling b.  Migrants who completed secondary education 
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MIGRATION IMPROVES  

EDUCATION OUTCOMES FOR SOME  

BUT  NOT ALL 

rural�to�urban�migration�can�increase�educational�

attainment�in�countries�where�access�to�education�in�

rural�areas�is�very�low.�among�a�group�born�in�selected�

rural�districts�in�Indonesia,�those�who�migrated�to�a�city�

as�children�attained�three�more�years�of�schooling�than�

those�who�did�not�(resosudarmo�and�Suryadarma,�2014).�

an�analysis�in�the�2015�Education�for��All�Global�Monitoring�

Report�showed�that,�given�the�large�urban–rural�gap�

in�primary�attainment�rates�in�sub-Saharan�africa,�the�

increase�in�the�percentage�of�people�living�in�urban�areas�

would�alone�have�raised�the�average�primary�attainment�

rate�by�1.5�percentage�points�between�2000�and�2010�

(UneSCo,�2015).�

Yet�expectations�are�not�always�met,�and�some�migrant�

children�may�not�enjoy�the�same�education�outcomes�as�

their�peers.�an�analysis�for�this�report�of�longitudinal�data�

from�2007�to�2015�in�Brazil�showed�that�15%�of�students�

born�between�1993�and�2009�had�migrated�at�least�once.�

among�adolescents�born�in�2000/01�in�the�northeast�

region,�those�who�migrated�during�secondary�school�

had�worse�progression�rates�than�those�who�stayed:�

25%�went�from�being�regular�to�irregular�students,�

compared�with�11%�of�non-migrants.�For�most�migrants,�

moving�to�locations�with�better�schools,�such�as�minas�

gerais�state�or�São�Paulo,�did�not�improve�their�education�

progression�(rigotti�and�Hadad,�2018).�In�Italy,�analysis�of�

internal�migration�from�southern�to�northern�provinces�

found�that�migrant�children,�especially�boys,�had�a�higher�

probability�of�early�dropout�(aina�et�al.,�2015).�In�turkey,�

internal�migration�between�the�1990�and�2000�censuses�

reduced�the�lower�and�upper�secondary�completion�

rates�of�those�who�were�already�residing�in�an�area,�

especially�among�youth�of�low�socio-economic�status�

(Berker,�2009).�

educational�opportunities�of�children�afected�by�internal�

migration�–�whether�migrant�or�left�behind�–�may�be�

compromised�for�several�reasons,�from�precarious�legal�

status�to�poverty.�Unaccompanied�children�may�work�in�

situations�of�extreme�vulnerability.�governments�may�

not�uphold�the�right�to�education.�Biases�and�stereotypes�

may�reduce�the�quality�of�education�and�overall�

well-being�of�migrant�children.�

Those with
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In�many�countries,�fears�of�unsustainable�urbanization�

and�rural–urban�imbalances�have�prompted�policies�to�

curb�such�migration.�In�2015,�79%�of�the�190�countries�

with�data�responded�that,�over�the�previous�fve�years,�

they�had�instituted�population�policies�to�reduce�rural�to�

urban�migration�or�to�decentralize�large�urban�centres�

(UnDeSa,�2017).�While�the�tendency�is�to�provide�

incentives,�in�the�strictest�cases�where�explicit�controls�

are�imposed�and�public�service�provision�is�linked�to�

residence�and�legal�status,�migrants’�access�to�education�

can�be�afected.�

China’s�hukou�registration�system,�established�in�the�1950s�

to�limit�population�mobility,�classifed�residents�as�rural�or�

urban�and�linked�access�to�services�to�the�registered�place�

of�birth.�many�reforms�have�since�weakened�these�barriers;�

however,�education�access�and�quality�disadvantages�for�

migrants�persist�(Hannum�et�al.,�2018).�

Viet�nam’s�ho-khau�system�similarly�restricted�

migrants’�access�to�public�education,�and�poor�rural�

to�urban�migrants�moved�to�areas�underserved�by�

public�schools�(Cameron,�2012).�recent�reforms�aim�to�

abolish�restrictions�(Huy,�2017),�but�the�legacy�of�past�

policies�still�disadvantages�migrants�with�temporary�

status.�Data�from�the�2015�Household�registration�

Survey�showed�that�89%�of�youth�aged�15�to�17�with�

permanent�status�were�enrolled�in�upper�secondary�

school,�compared�with�30%�of�those�with�temporary�

status�(World�Bank�and�Viet�nam�academy�of�Social�

Sciences,�2016).�

 

 

Migration controls in China have eased, but their 

efects persist 

Urbanization�in�China�started�in�the�1980s,�and�rural�

migrant�workers�now�constitute�21%�of�the�population.�

Census�and�mid-censal�survey�data�from�1990,�2000�and�

2005�showed�that�migrant�children�were�signifcantly�less�

likely�to�be�enrolled�in�school�than�non-migrant�children�or�

those�left�behind�(Wu�and�Zhang,�2015).�In�the�early�2000s,�

due�to�residence�permit�restrictions,�more�than�half�of�

migrant�children�attended�unauthorized�migrant�schools�in�

Beijing�that�were�considered�of�lower�quality�and�lacking�in�

qualifed�teachers�and�infrastructure�(Han,�2004).�

Since�then,�the�hukou�has�undergone�signifcant�revision.�

the�government�required�local�authorities�to�provide�

education�to�migrant�children�in�2006�and�abolished�

public�school�fees�for�rural�migrant�children�in�2008�

(UneSCo,�2015).�a�major�2014�reform�sought�to�establish�

a�national�resident�registration�system�and�decouple�

registered�residence�and�access�to�services.�the�State�

Council�approved�a�document�in�2016�asking�all�but�

the�largest�cities�to�ease�restrictions�and�allow�college�

graduates,�skilled�workers�and�overseas�returnees�to�

obtain�urban�hukou�(China�Daily,�2016).�

However,�barriers�to�education�persist�for�migrants.�

Public�schools�can�use�paperwork�to�limit�access.�

In�Beijing,�migrants�must�provide�fve�certifcates�to�

be�eligible�for�schooling:�temporary�resident�permit,�

proof�of�Beijing�residence,�proof�of�Beijing�employment,�

all�household�member� s’�

hukou�certifcates�and�

attestation�of��the�lack�

of�a�qualifed�guardian�

in�the�home�town�(Zhou�

and�Cheung,�2017).

Some�educa� tion�bureaux�

impose�additional�

requirements�for�public�

school�admission�(tsang,�

In�Beijing,�migrants�

must�provide�

five�certificates�

to�be�eligible�

for��schooling�

2018).�In�Shanghai,�schools�may�reject�migrant�children�

through�admission�tests�and�other�strategies�to�maintain�

their�academic�reputation,�or�segregate�migrants�in�

lower-status�classrooms�(Yiu,�2018).�migrant�youth�

have�also�tended�to�be�relegated�to�vocational�schools�

(ling,�2015).�

the�legacy�of�past�restrictions�on�migrants�remains.�

Until�recently,�strict�hukou�rules�meant�all�students�had�

to�take�secondary�and�tertiary�entrance�examinations�

where�they�were�registered.�rural�migrants�thus�were�

ineligible�to�sit�examinations�in�their�cities�of�residence,�

and�curricular�diferences�made�it�harder�to�do�well�in�

their�hukou�areas�(Zhou�and�Cheung,�2017).�

Parents�frequently�complain�about�teacher�quality�in�

migrant�schools�(goodburn,�2015;�Ye,�2016).�teachers’�

views�of�migrant�youth,�moreover,�may�afect�education�

quality.�analysis�for�this�report�based�on�the�2014�

Child�Well-Being�Survey�in�Shanghai�showed�that�

teachers�were�more�likely�to�perceive�migrant�youth�as�

struggling�in�language�class,�even�after�controlling�for�

academic�performance.�they�also�had�less�favourable�

perceptions�of�migrant�youth�behaviour�and�of�migrant�

parents�(Cherng,�2018).�Discriminatory�attitudes�could�

be�attributed�partly�to�policy.�Some�teachers�felt�

that�investing�in�migrant�children’s�learning�was�not�

worthwhile,�since�they�used�to�be�barred�from�public�high�

school�in�Shanghai�(Yiu,�2014).�
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Policies�vary�among�cities,�afecting�teachers’�working�

conditions.�In�Beijing,�interviews�with�civil�society�

experts�suggested�that�only�one-third�of�the�estimated�

140�migrant�schools�were�legal�in�2012.�teachers�sufer�

lower�pay�and�lack�of�job�security�due�to�schools’�illegal�

status.�In�guangzhou,�the�number�of�working�hours�of�

migrant�school�teachers�is�monitored,�but�teachers�have�

to�collect�various�fees,�and�some�are�expected�to�meet�

student�recruitment�quotas�(Friedman,�2017).�

CHILDREN LEFT BEHIND FACE PARTICULAR  

EDUCATION CHALLENGES 

migration�also�afects�the�millions�of�children�left�behind�

with�one�parent�or�other�family�members.�they�may�

beneft�from�stability�and�remittances,�but�their�

education,�psychological�development�and�well-being�

often�sufer.�the�efects�have�been�most�studied�in�

asian�countries,�especially�China.�

an�analysis�of�600�households�in�Cambodia�showed�that�

children�left�behind,�especially�girls,�were�more�likely�to�drop�

out�(Vutha�et�al.,�2014).�In�India�and�Viet�nam,�cognitive�ability�

test�scores�were�lower�among�children�aged�5�to�8�whose�

parents�had�migrated,�especially�long�term,�when�parent�

communication�was�scarce�(nguyen,�2016).�a�separate�

survey�found�that�Vietnamese�labour�migrant�children�left�

behind�had�signifcantly�more�mental�health�challenges,�

negative�emotional�symptoms�and�peer�relationship�

problems�than�other�children�(Van�luot�and�Dat,�2017).�

Educational opportunities of children left behind in China 

are often at risk 

the�number�of�Chinese�migrant�workers�who�left�their�

families�behind�increased�by�20�million�to�132�million�

between�2008�and�2014�(Figure�2.5a).�Between�2005�

and�2010,�the�number�of�children�left�behind�grew�from�

59�million�to�61�million,�of�whom�23�million�were�under�

age�5�(Figure�2.5b).�the�China�Family�Development�Report�

2015�estimated�the�percentage�of�left-behind�rural�

children�at�35%�(Yan,�2015).�another�estimate�suggested�

that�9�million�rural�children�under�age�16�lived�without�

both�parents�in�2016;�of�these,�8�million�lived�with�

grandparents�(Hannum�et�al.,�2018).�a�non-government�

organization�(ngo)�survey�in�rural�areas�of�six�provinces�

found�that�over�9�million�children�had�not�met�with�their�

parents�once�in�a�year�(Hong’e,�2015).�a�migrant�population�

survey�found�that�44%�of�children�lived�without�one�

parent�in�2016�in�anhui,�Henan�and�Sichuan�provinces,�

key�sources�of�migrant�workers�(Hannum�et�al.,�2018).�

evidence�on�migration’s�efect�on�the�education�and�

well-being�of�children�left�behind�is�mixed.�a�study�of�

13,000�students�in�130�rural�primary�schools�in�ethnic�

minority�areas�of�north-western�China�found�that�

it�had�a�positive�impact�on�academic�performance,�

especially�among�underperforming�students�(Bai�et�al.,�

2018).�another�study�found�that�left-behind�adolescents�

performed�on�a�par�with�their�peers,�motivated�by�a�belief�

that�their�parents�migrated�primarily�to�beneft�their�

education�(Hu,�2017).�

�FIGURE�2.5: �

Chinese�migrant�workers�are�leaving�their�younger�children�behind�

a. Migrant workers by children’s residence status, 
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Yet�a�rural�household�survey�showed�that�parent�

migration�had�a�signifcant�negative�impact�on�education�

outcomes,�which�was�somewhat�alleviated�by�parents’�

return,�especially�among�secondary�students�and�

girls�(liu�et�al.,�2018).�

new��analysis�for��this�

report�based�on�the�

China�education�Panel�

Survey�found�that�

children�with�absent�

mothers�had�lower��

grades�in�mathematics,�

Chinese�and�english.��

Children��with�one�or�both�

parents�absent�exhibited�more�symptoms�of�depression�

than�those�with�present�parents.�longitudinal�data�

analysis�from�rural�gansu�province�(2000�and�2015)�found�

that�children�with�absent�fathers�had�0.4�fewer�years�of�

education�(Hannum�et�al.,�2018).�

In�China,�children�

with�absent�mothers�

had�lower�grades�

in�mathematics,�

Chinese�and�english�

a�systematic�review�of�studies�among�left-behind�

children�in�China�found�that�they�had�lower�self-concept�

and�more�mental�health�problems�than�children�overall�

(Wang�et�al.,�2015).�teachers�of�left-behind�children�often�

lack�the�resources,�understanding�or�opportunity�to�

communicate�to�family�or�guardians�the�need�for�them�to�

provide�adequate�support�and�attention�(Jingzhong�and�

lu,�2011).�the�scale�of�the�issue�garners�signifcant�media�

attention,�focused�on�major�issues�such�as�boarding�

school�abuses�and�a�rise�in�numbers�of�rural�juvenile�

ofenders�(The�Economist,�2015).�

to�address�the�challenge,�in�February�2016,�the�

State�Council�issued�a�directive�on�a�policy,�involving�

27�ministries�and�departments,�regarding�provision�of�

care�for�left-behind�children.�the�ministries�of�civil��

afairs,�education�and�public�security�led�an�investigation�

into�the�situation�of�the�left-behind�children,�and��

26�provinces�had�implemented�the�new�policy�by�the��

end�of�2016.�Yunnan�province�determined�that,�by�2017,��

80%�of�primary�and�100%�of�lower�secondary�students�

left�behind�should�be�enrolled�in�boarding�schools,�and��

all�schools�should�have�at�least�one�psychological�

counsellor�(Hannum�et�al.,�2018).�

In�november�2016,�eight�ministries�issued�a�special�

action,�which,�among�other�directives,�called�on�local�

governments�to�urge�parents�to�appoint�a�guardian�

accepting�responsibility�for�left-behind�children�and�help�

prevent�dropout�by�requiring�primary�and�secondary�

schools�to�track�attendance�vigilantly.�Children�without�

parents�or�guardians�receive�care�from�relevant�aid�

administration�and�welfare�agencies.�In�october�2017,�the�

ministry�of�Civil�afairs�announced�the�ofcial�launch�of�a�

national�left-Behind�Children�Information�management�

System�(Hannum�et�al.,�2018).�

Boarding�schools�have�been�a�key�part�of�the�strategy�

in�dealing�with�children�left�behind�(Data�focus�15.2).�

this�approach�can�work.�a�longitudinal�study�of�junior�

secondary�schools�in�fve�provinces�in�western�China�

compared�the�mathematics�and�Chinese�test�scores�of�

students�who�began�to�board�at�school�between�2006�

and�2008�with�those�of�students�who�were�not�boarding.�

Students�who�started�to�board�had�lower�scores�in�

the�beginning�of�the�period�but�two�years�later�were�

performing�better�than�their�non-boarding�peers�(Beijing�

normal�University,�2009).�But�often,�boarding�schools�

tend�to�be�understafed�and�underequipped.�a�recent�

analysis�showed�that�boarding�school�students�in�59�rural�

counties�in�5�provinces�had�worse�nutrition,�health�and�

education�outcomes�than�non-boarding�students�(Wang�

et�al.,�2016).�management�training�for�administrative�staf�

needs�to�be�strengthened�to�improve�child�welfare.�

Community�centres�and�clubs�could�be�an�alternative�

strategy�since�these�are�run�with�the�support�of�highly�

dedicated�volunteers,�even�in�resource-poor�communities.�

the�limited�evidence�suggests�that�they�beneft�the�

psychosocial�well-being�of�left-behind�children�(Hannum�

et�al.,�2018).�

SEASONAL LABOUR MIGRATION AFFECTS  

EDUCATIONAL OPPORTUNITIES 

Seasonal�labour�migration�is�a�survival�strategy�for�

poor�rural�populations�around�the�world.�In�Bangladesh,�

more�than�2.6�million�rural�migrant�workers�are��

employed�in�construction�outside�the�agricultural�

seasons�in�2010�(reza,�2016).�Seasonal�migration�can�

disrupt�education�and�expose�children�to�child�labour�

and�workplace�hazards.�they�are�often�treated�as�an�

additional�workforce�and�may�have�to�leave�school�to�

work�(Bengtsson�and�Dyer,�2017).�

on�some�commercial�farms�in�South�africa,�children�had�

to�work�in�order�to�live�with�their�migrant�parents.�a�lack�

of�accessible,�afordable�day�care�in�rural�areas�meant�

younger�children�were�brought�to�the�felds�and�exposed�

to�the�same�workplace�hazards�as�their�older�siblings�and�

parents�(Van�de�glind,�2010).�In�turkey,�a�study�of�children�

aged�6�to�14�participating�in�seasonal�agricultural�migration�
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Boarding�schools�for�migrant�children�need�to�be�well�staffed�and�equipped,�with�

adequate�emphasis�on�psychosocial�support�and�engagement�with�the�community�

in�2010/11�found�that,�while�97%�were�in�school,��

73%�started�school�at�a�late�age,�and�they�were�absent��

59�out�of�180�school�days�(Development�Workshop,�2012).�

In�thailand,�partnerships�among�ngos,�civil�society�

organizations�(CSos)�and�real�estate�or�construction�

companies�aim�to�support�migrant�children�in�

construction�site�camps.�narai�Property�Co.�ltd�partnered�

with�the�Foundation�for�the�Better�life�of�Children�to�

ensure�non-formal�education�in�its�camps.�Since�2016,�

the�company�has�provided�a�mobile�school�and�team�of�

teachers�who�rotate�among�seven�camps�(UnICeF�and�

Baan�Dek�Foundation,�2017).�

In�Cambodia,�women�working�in�the�garment�industry�

have�low�levels�of�literacy.�In�collaboration�with�the�

factories,�ngos�and�UneSCo,�the�government�developed�

a�factory�literacy�programme�which�delivered�textbooks,�

teachers’�guides�and�teacher�training�for�literacy�classes.�

the�programme�was�rolled�out�to�11�factories�in�2017,�

with�a�planned�expansion�to�14�additional�factories�in�

2018�(no�et�al.,�2016).�

 

India has made numerous attempts at educating children 

of seasonal workers 

In�India,�10.7�million�children�aged�6�to�14�lived�in�

rural�households�with�a�seasonal�migrant�in�2013.�

about�28%�of�youth�aged�15�to�19�in�these�households�

were�illiterate�or�had�not�completed�primary�school,�

compared�with�18%�of�the�cohort�overall�(Chandrasekhar�

and�Bhattacharya,�2018).�about�80%�of�seasonal�migrant�

children�in�seven�Indian�cities�lacked�access�to�education�

near�work�sites,�and�40%�worked,�experiencing�abuse�and�

exploitation�(aide�et�action�et�al.,�2015).�

the�construction�sector�absorbs�the�majority�of�short-

term�migrants.�a�survey�in�Punjab�state�of�3,000�brick�

kiln�workers�in�2015/16�found�that�60%�were�inter-state�

migrants.�Between�65%�and�80%�of�all�children�aged�5�to�

14�living�at�the�kilns�worked�there�seven�to�nine�hours�per�

day.�about�77%�of�kiln�workers�reported�lack�of�access�to�

early�childhood�or�primary�education�for�their�children�

(anti-Slavery�International�and�Volunteers�for�Social�

Justice,�2017).�

For�over�40�years,�ngos�have�helped�establish�mobile�

crèches�in�various�cities,�targeting�construction�workers’�

children�and�trying�to�engage�governments�and�

companies�in�the�process�(Bajaj�and�gupta,�2013).�an�ngo�

reported�using�the�1996�Building�and�other�Construction�

Workers�act�to�advocate�

for�crèches�on�construction�

sites.�Some�integrated�

programmes�include�

nutrition,�health�and�hygiene,

education,�and�community�

engagement�and�advocacy�

supports�(UneSCo,�2013).�

In�India,�ngos�

have�helped�

establish�mobile�

crèches�for�over��

40�year� s�in�various�

cities,�targeting�

construction��

workers’�children�

recent�national�government�

initiatives�recognize�seasonal�

migrant�issues.�Under��the�

2009�right�to�education�

act,�local�authorities�are�

legally�obliged�to�admit�migrant�children.�national-level�

guidelines�include�recommendations�to�allow�fexible�

admission,�develop�seasonal�hostels,�provide�transport�

and�mobile�education�volunteers,�and�improve�

coordination�between�sending�and�receiving�states�and�

districts�(Chandrasekhar�and�Bhattacharya,�2018).�

However,�there�are�many�implementation�challenges.�

a�pilot�programme�run�at�brick�kiln�work�sites�in�three�

areas�of��rajasthan�state�in�2010–2011�assigned�out-

of-school�children�unique�identifcation�numbers�to�

track�their�progress.�the�programme�did�not�improve�

learning�substantially.�teachers�on�the�sites�cited�culture,�

language,�lifestyle,�cleanliness�and�clothing�as�major��

barriers�between�them�and�the�kiln�labour�community.�

teacher�and�student�absenteeism�was�rampant�due�to�

the�poor��teaching�and�learning�conditions�and�the�need�

for�students�to�work�at�the�kilns�(reed,�2012).�

most�proactive�state�interventions�focus�on�keeping�

children�in�home�communities�rather�than�addressing�the�

challenges�seasonal�migrant�children�face.�gujarat�state�

established�seasonal�boarding�schools�for�migrant�

children,�provided�education�for�out-of-school�children�

and�collaborated�with�CSos�to�enhance�online�tracking�of�
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migrant�children.�In�maharashtra�state,�seasonal�migrants�

were�unwilling�to�leave�children�in�boarding�schools.�

the�state�government�then�developed�alternative�

community-based�arrangements.�Village�authorities�

(gram�panchayats)�engaged�local�volunteers�to�provide�

after-school�psychosocial�support�to�left-behind�children.�

odisha�state�assumed�responsibility�for�seasonal�hostels�

set�up�by�the�learning�and�migration�Program�of�the�

american�India�Foundation,�an�ngo.�It�also�signed�a�

memorandum�of�understanding�with�andhra�Pradesh�

state�in�2012�to�encourage�collaboration�and�improve�

migrant�well-being.�tamil�nadu�state�provided�textbooks�

in�other�languages�to�migrant�children�(Chandrasekhar�

and�Bhattacharya,�2018).�

CHILD DOMESTIC WORKERS ARE AMONG  

THE MOST  VULNERABLE TO EXCLUSION  

FROM EDUCA TION 

many�rural�children�work�as�domestic�help�in�urban�

households.�they�are�among�the�most�vulnerable�to�

non-attendance�at�school,�although�estimates�are�scarce.�

In�2012,�around�17.2�million�children�aged�5�to�17�were�in�

paid�or�unpaid�domestic�work�in�an�employer’s�home;�

two-thirds�were�girls�(Ilo,�2017b).�

In�Indonesia,�about�59%�of�child�domestic�workers�in�

Jakarta�and�other�metropolitan�areas�were�girls�from�

rural�areas.�more�than�half�had�primary�education�only;�

a�further�26%�dropped�out�at�grade�7�or�8�(Patunru�and�

Kusumaningrum,�2013).�In�Peru,�over�95%�of�domestic�

workers�were�women,�and�most�were�rural�to�urban�

migrants�who�migrated�at�a�young�age.�ethnographic�

research�from�lima�noted�that�young�girls�viewed�

domestic�work�as�a�way�to�leave�rural�areas�and�continue�

education.�However,�workload�often�prevents�the�latter,�

limiting�future�employment�prospects�(alaluusua,�2017).�

In�ethiopia,�a�study�of�nearly�5,300�out-of-school�girls�

from�six�regions�found�that�on�average,�they�migrated�

unaccompanied�at�age�14.�Few�attended�school�after�

moving;�most�entered�paid�employment,�domestic�work�

being�the�most�accessible�(erulkar�et�al.,�2017).�

Fostering�is�a�common�strategy�in�many�african�

countries.�Parent�migration�is�one�reason�for�fostering�

children�out;�education�is�a�common�reason�for�fostering�

children�in�(Beck�et�al.,�2015;�marazyan,�2015).�nearly�10%�

of�Senegalese�children�were�foster�children,�with�a�clear�

gender�disparity.�Boys�were�more�likely�to�be�sent�to�

households�placing�greater�emphasis�on�education,�

ending�up�more�educated�than�their�siblings.�girls�were�

almost�four�times�more�likely�to�help�with�host�household�

chores�and�were�less�likely�to�be�hosted�for�education�

reasons�(Beck�et�al.,�2015).�

Protecting�these�children�calls�for�free,�high-quality�

public�education�and�social�protection,�along�with�early�

interventions�to�curb�child�labour�or�prevent�entry�into�

hazardous�work�(Ilo,�2015,�2017a).�trained�teachers�can�

also�help�protect�child�domestic�workers’�education�

rights.�anti-Slavery�International,�an�ngo,�developed�

focused�teacher�education�programmes�in�Peru�and�India,�

and�in�the�Philippines,�established�regular�school�visits�to�

raise�teacher�awareness�and�school-based�liaison�ofcers�

for�child�domestic�workers�(anti-Slavery�International,�

2013).�In�collaboration�with�the�International�labour�

organization,�a�trade�union�in�the�United�republic�of�

tanzania�set�up�child�labour�committees�in�villages�as�

watchdogs�for�children�recruited�into�domestic�labour�

(Ilo,�2013,�2017b).�

NOMAD AND PASTORALIST EDUCATION NEEDS  

ARE NOT ADDRESSED 

mobility�is�an�intrinsic�part�of�life�for�many�nomads�and�

pastoralists,�who�depend�on�livestock.�Interventions�

should�recognize�their�needs�and�improve�education’s�

relevance�to�nomadic�lifestyles�and�new�realities.�It�is�

difcult�to�determine�the�number�of�people�practising�

pastoralism,�as�they�tend�to�be�undercounted�in�

household�surveys�and�censuses�(randall,�2015).�

one�estimate�claims�that�there�are�at�least�200�million�

pastoralists�globally�(Davies�and�Hagelberg,�2014).�

their�education�situation�is�dire.�In�2015�in�Somalia,�

only�16%�of�nomadic�and�pastoralist�children�over�age�6�

were�enrolled�–�less�than�half�the�national�average�–�and�

only�12%�of�adult�nomads�were�literate,�compared�with�

the�national�average�of�40%�(Figure�2.6).�

about�1,000�households�were�tracked�in�remote�rural�

areas�of�the�Somali�autonomous�regions�of�galmudug�

and�Puntland�and�federal�member�state�of�Somaliland�

between�2013�and�2016.�School�spot�checks�indicated�

In�2015,�only�16%�of�nomadic�and�

pastoralist�children�over�age�6�were�

enrolled�in�Somalia,�less�than�half��

the�national�average�
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high�seasonal�fuctuation�in�student�numbers:�

50%�more�children�were�in�school�in�may�than�in�

november-December�at�the�end�of�the�dry�season�

(JBS�International,�2017).�

migrating�students�struggle�to�develop�literacy�and�

numeracy�skills�at�the�same�pace�as�their�peers.�

to�help�pastoralist�children�catch�up�after�long�

absences,�a�project�in�Somalia�worked�with�teachers�

and�local�education�ofcials�on�specifc�skills�gaps,�

connecting�numeracy�to�fnancial�literacy�and�

business�development�and�developing�leadership�

skills.�It�has�rolled�out�in�150�primary�schools�

in�galmudug,�Puntland�and�Somaliland�(Care�

International,�2016).�

there�were�108�mobile�schools�in�South�Sudan�in�

2013,�serving�between�4,000�and�12,000�students.�

In�addition,�the�South�Sudan�Interactive�radio�

Instruction�programme,�implemented�between�

2004�and�2012,�produced�480�30-minute�lessons�

for�students�in�grades�1�to�4�and�reached�over�

400,000�children�(Forcier�Consulting,�2016).�

For�nomadic�herder�families�in�mongolia,�

which�represent�30%�of�the�total�population,�

children�benefted�from�a�system�of�boarding�

schools�that�has�come�under�pressure�in�recent�

years�(Box�2.1).�

�

�

FIGURE�2.6: �

Pastoralist�populations�in�Somalia�have�very�low�

enrolment�and�literacy�rates�

Enrolment�rate�(aged�6�to�17)�and�adult�literacy�rate,�

national�average�and�pastoralists,�2015�

� 

�
 

� 

� 

� 

� 

Nat˝onaˇ 
average 

Maˇe 
pastoraˇ˝sts 

Femaˇe 
pastoraˇ˝sts 

� 
Enroˇment rate Aduˇt ˇ˝tera�y rate 

GEM�StatLink:�http://bit.ly/fig2_6�
Source:�Somalia�ministry�of��education,�Culture�and�Higher��
education�(2017a).�

BOX 2.1 :   

Nomadic pastoralists are adjusting to changing conditions in Mongolia 

Until 1990, Mongolia had a well-functioning system of boarding 

schools that catered to the highly scattered nomadic population 

(Steiner-Khamsi and Stolpe, 2005). In recent years, drought, 

overgrazing, natural resource degradation, livestock privatization 

and job opportunities in the mining sector have affected nomadic 

life, prompting migration to cities. Between 2012 and 2016, 

enrolment declined by 14% in soum schools, which serve sparsely 

populated administrative units with an average population 

between 1,500 and 3,000 people. By contrast, it increased by 

25% in schools in the capital city, Ulaanbaatar, some of which 

introduced a third shift. 

Approximately 10,000 6-year-olds from herder families entered 

grade 1, out of which 2,000 stayed in dormitories. Among 

pastoralist families, there is a growing tendency for mothers 

to stay with their children in the soum centres, away from 

fathers and the rest of the family who herd. A recent policy is 

to provide free access to school dormitories for herder children. 

In 2016/17, 72% of the 35,000 children in dormitories were herder 

children. However, some dormitories have poor heating, water 

and sanitation. 

In 2013, the average mathematics score at the end of grade 5 

was 64% in Ulaanbaatar schools and 50% in soum  schools. Apart 

from basic skills, nomadic knowledge does not receive significant 

attention in curricula. While the curricula have flexibility to 

introduce locally relevant content and skills, in practice, there is 

little effort to make the curriculum relevant for nomadic lifestyles 

and political support may be favouring farming over herding 

(Batkhuyag and Dondogdulam, 2018). 
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many�countries�with�signifcant�nomadic�or�pastoralist�

populations�have�dedicated�government�departments,�

commissions�or�councils,�such�as�the�federal�Special�

Directorate�in�ethiopia,�the�national�Council�for�

nomadic�education�in�Kenya,�the�nomadic�education�

Commission�in�nigeria�and�the�Department�of�education�

for�nomads�in�Sudan.�afghanistan’s�2004�Constitution�

recognizes�nomads’�right�to�education�(Bengtsson�and�

Dyer,�2017).�In�Somalia�and�its�federal�member�state�of�

Somaliland,�pastoralist�education�features�prominently�

in�the�latest�education�Sector�Strategy�Plans�(Somalia�

ministry�of�education�Culture�and�Higher�education,�

2017b;�Somaliland�ministry�of�education�and�Higher�

Studies,�2017).�

among�strategies�to�deal�with�seasonality,�boarding�

schools�have�been�successful�in�retaining�pastoralist�

learners,�including�girls,�in�ethiopia,�western�India�and�

oman�(Bengtsson�and�Dyer,�2017).�mobile�schools,�

for�the�most�part,�are�limited�in�scale�due�to�their�

costs.�In�turkana�county,�Kenya,�mobile�schools�were�

highly�dependent�on�availability�of�water�and�food,�

with�attendance�dropping�signifcantly�when�these�

could�not�be�ensured�(ngugi,�2016).�

most�education�systems�are�not�adapted�to�seasonal�

movements.�rigid�school�calendars�are�a�barrier�for�

pastoralist�children�who�cannot�adjust�their�mobility�

needs.�Pastoralist�learners�also�challenge�traditional�

teaching.�teachers�may�be�reluctant�to�re-enrol�

temporarily�absent�children�or�feel�that�taking�extra�

measures�goes�beyond�their�responsibility�(Cofey,�2013).�

a�network�of�schools,�any�of�which�could�be�exited�and�

entered�at�any�time,�might�be�a�viable�solution�but�

would�require�an�efcient�and�efective�tracking�system�

to�share�progression�information�among�schools.�In�

ethiopia,�migrant�communities�shared�information�about�

their�moves�via�a�network�card.�a�migration�register,�

combined�with�a�learning�register�or�card�that�travels�with�

the�africa�educational�trust�operates�

in�42�pastoralist�communities�in�

Somalia�and�helps�train�community�

educators�to�accompany�learners�

the�child�and�tracks�progression�until�completion�of�lower�

secondary,�could�help�pass�information�among�schools�

(Bengtsson�and�Dyer,�2017).�

Some�countries�have�made�teachers�more�mobile.�

a�teacher�from�the�community�moves�with�pastoralists�

to�deliver�Koranic�education�in�the�duksi�school�serving�

pastoralists�in�ethiopia,�Kenya�and�Somalia�(Bengtsson�

and�Dyer,�2017).�the�africa�educational�trust�helps�

train�community�educators�to�accompany�learners�in�

42�pastoralist�communities�of�Somalia,�although�the�

training�does�not�necessarily�lead�to�ofcial�teacher�

qualifcations�(africa�education�trust,�2017).�In�ethiopia’s�

mobile�camel�library�system,�a�teacher�guides�learners�

in�reading,�and�a�herder�supervises�the�programme�

(Bengtsson�and�Dyer,�2017).�

Nomad and pastoralist education should be more relevant 

education�for�nomadic�populations�should�recognize�

and�value�their�way�of�life.�Uganda’s�alternative�basic�

education�system�runs�mobile�schools�for�children�in�

cattle�camps.�taught�in�the�local�language,�classes�focus�

on�numeracy,�literacy,�and�livestock�production�and�

health�(Forcier�Consulting,�2016).�But�even�alternative�

basic�education,�often�considered�a�solution�to�nomadic�

education,�is�not�universally�accepted.�a�study�in�

Samburu�county,�Kenya,�found�that�80%�of�respondents�

did�not�think�available�alternatives�appropriately�

accommodated�mobility�(lanyasunya�et�al.,�2012).�

analysis�from�three�semi-arid�counties�in�Kenya�

found�that�schools�did�not�teach�subjects�relevant�to�

pastoralist�livelihoods.�Curricula�were�often�incompatible�

with�children’s�languages�and�experiences�and�did�not�

include�community�traditions.�In�Wajir�county,�among�

pastoralists,�only�27%�of�primary�school-age�children�and�

9%�of�secondary�school-age�adolescents�were�enrolled�

in�2014.�Instead,�they�attended�pastoralist�or�religious�

schools,�which�parents�deemed�more�relevant�and�

accessible�(Scott-Villiers�et�al.,�2015).�the�issue�of�secular�

vs�religious�schools�is�key�to�the�challenge�of�the�almajiri,�

a�large�group�of�itinerant�children�in�northern�nigeria�

(Box�2.2).�

limited�employment�prospects�factor�into�decisions�to�

continue�schooling.�Fishing�provides�income-generating�

opportunities�for�a�migrant�community�in�ghana,�

which�increases�the�risk�that�children�drop�out�of�school�

(ananga,�2013).�In�the�United�republic�of�tanzania,�

pastoralists�perceived�formal�education�as�entailing�

lower�benefts�and�higher�costs�than�did�other�wealthier�
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households.�Children�of�farmers�were�over��twice�as�

likely�as�pastoralist�children�to�progress�to�fee-charging�

secondary�schools,�and�children�of�business�owners�

almost�six�times�as�likely�(Hedges�et�al.,�2016).�

Vocational�education�can�be�particularly�relevant�to�

pastoralists,�especially�agricultural�skills�for�a�nomadic�

lifestyle.�the�Food�and�agriculture�organization�of��

the�United�nations�(Fao)�has�worked�with�nomadic�

communities�on�pastoralist�feld�schools�in�Djibouti,�

ethiopia,�Kenya,�South�Sudan�and�Uganda�since�

2012.�Courses�focus�on�farming-related�skills�aimed�

at�increasing�livestock�management�efciency�and�

mitigating�climate�change�efects�such�as�drought,�

which�plague�� the�region�and�greatly�afect�pastoralists�

(Fao,�2013).�In�South�Sudan,�the�Fao�is�collaborating�with�

UneSCo��to�help�the�government�provide�mobile�learning�

opportunities�for�pastoralist�communities,�including�

formal�curriculum�which�includes�livestock�management�

and�livelihoods�diversifcation�training�(Fao,�2018).�

 INDIGENOUS GROUPS STRUGGLE TO PRESERVE 

THEIR IDENTITIES IN CITIES 

In�much�of�the�world,�education�systems�not�only�

failed�to�provide�relevant�education�to�indigenous�

populations�but�focused�instead�on�forcing�assimilation�

through�schooling.�australia,�Canada,�new�Zealand,�

the�russian�Federation�and�the�United�States,�among�

other�countries,�separated�indigenous�children�from�

their�communities�and�placed�them�in�boarding�schools,�

where�they�were�often�subject�to�mental�and�physical�

abuse,�prohibited�from�learning�or�speaking�their�native�

languages,�and�prepared�for�manual�or�domestic�work�

(eCoSoC,�2010).�

today,�this�legacy�is�compounded�by�poverty�and�

migration�to�urban�areas,�which�often�implies�further�

cultural�erosion,�language�loss�and�discrimination.�

Urban�indigenous�populations�encounter�a�policy�bias�

that�associates�indigeneity�with�rurality�or�remoteness.�

regulatory�frameworks�on�indigenous�rights�make�little�

or�no�reference�to�indigenous�people�living�in�cities,�

increasing�their�chances�of�being�politically�invisible�

(Brand�et�al.,�2016).�

In�new�Zealand,�the�1950s�and�1960s�māori�internal�

migration�to�cities�was�rapid,�encouraged�by�the�

government�to�boost�the�workforce�(Kukutai,�2011).�

the�share�of�māori�living�in�urban�areas,�which�in�1926�

was�16%,�grew�to�62%�in�1966�and�85%�in�2006.�only�

Vocational�education�can�be�particularly�

relevant�to�pastoralists,�especially�

agricultural�skills�for�a�nomadic�lifestyle�

BOX 2.2:   

Integrating religious and secular education for 

almajiri children in northern Nigeria 

As part of its nomadic education policy, the federal and state 

governments in northern Nigeria have introduced several 

initiatives over the years to improve access for mobile 

populations, such as mobile schools and collapsible classrooms, 

canoes and boats for migrant fishing communities, and improved 

infrastructure and technology aids (Okonkwo and Ibrahim, 2014). 

However, the main challenge remains tackling the socio-economic 

challenges that sustain the almajiri system. 

The almajiri are migrant ‘pupils of Islamic knowledge’ (Taiwo, 

2013, p. 67) who migrate from their rural homes to urban areas 

in northern Nigeria and follow an itinerant religious teacher who 

delivers Koranic education. In the almajiri system, a teacher can be 

responsible for up to 100 students, predominantly poor boys who 

often end up on the street begging for alms (Hoechner, 2018). 

Nomadic pastoralists, in particular, favour the almajiri Koranic 

system over formal education as more relevant to the needs of 

their society. 

A federal task force identified the integration of Koranic education 

into basic education programmes as key to revitalizing almajiri 

education. Between 2010 and 2013, the government invested 

in 117 model almajiri schools in 26 out of 36 states (Olaniran, 

2018). However, integration may not be achieved if parents have 

concerns about the quality of formal secular schools (Antoninis, 

2014). This is a common problem across western Africa 

(d’Aiglepierre and Bauer, 2018). It requires efforts to increase the 

demand and gain the trust of students, parents and teachers who 

prefer the existing non-formal education system. 

In Kano state, an intervention that targeted 700 traditional 

teachers focused on collaborating with them to select those 

teachers who would teach non-religious subjects. In addition, 

to engage the community, the intervention also offered school 

meals, farm inputs and cash transfers at a small scale. About 70% 

of the original cohort passed the junior secondary transition exam 

(ESSPIN, 2014). 
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26%�of�māori�could�speak�the�māori�language�by�1960,�

prompting�a�call�for�culturally�relevant�and�bilingual�

māori�education,�which�was�included�in�a�1988�royal�

Commission�report�(eCoSoC,�2010;�ryks�et�al.,�2014).�

Yet�the�2013�census�showed�that�only�21%�of�māori�could�

hold�a�conversation�about�everyday�things�in�māori�

(new�Zealand�ministry�of�Social�Development,�2016).�

In�some�countries,�schools�have�incorporated�indigenous�

culture.�In�australia,�parents�appreciated�an�urban�

primary�school,�with�almost�25%�indigenous�students,�

embedding�indigenous�knowledge�and�introducing�

indigenous�symbols,�such�as�fags,�artwork�and�maps�

(Baxter�and�meyers,�2016).�over�50%�of�Canada’s�

indigenous�people�live�in�cities.�analyses�of�urban�

aboriginal�populations�showed�the�importance�of�

education�in�improving�their�quality�of�life�and�found�

that�incorporating�culturally�appropriate�curricula�and�

practices,�including�aboriginal�languages,�ceremonies�

and�elder�participation,�mattered�for�early�childhood�

education�outcomes�(Beaton�and�mcDonell,�2014;�

Findlay�et�al.,�2014).�

While�urban�indigenous�students�in�latin�america�

typically�outperform�their�rural�peers,�completing�

secondary�at�a�rate�3.6�times�higher,�they�lag�behind�

urban�non-indigenous�students.�In�mexico,�54%�of�

indigenous�people�live�in�cities�(World�Bank,�2016).�

Intercultural,�bilingual�education�is�a�major�initiative�to�

reduce�exclusion�but�is�not�systematically�implemented.�

Indigenous�parents�perceive�primary�schools�as�viewing�

their�identity�negatively.�Younger�generations�in�cities�are�

signifcantly�less�likely�to�speak�indigenous�languages�in�

ecuador,�mexico�and�Peru�(Del�Popolo�et�al.,�2007).�

Chile’s�mapuche�have�pushed�for�education�rights,�

especially�during�school�protests�in�2006.�In�2010,�

indigenous�languages�were�incorporated�into�the�ofcial�

curricula�in�schools�with�over�50%�indigenous�enrolment,�

which�were�more�likely�to�be�found�in�rural�than�in�urban�

areas.�In�2013,�this�was�extended�to�schools�with�at�least�

20%�indigenous�enrolment�but�as�a�voluntary�initiative�

(Webb�and�radclife,�2013).�teachers�in�an�intercultural�

and�bilingual�pre-school�felt�that,�in�addition�to�learning�

the�language,�they�needed�more�cultural�knowledge�

and�frst-hand�experience�with�indigenous�communities�

(Becerra-lubies�and�Fones,�2016).�

MIGRATION CHALLENGES  

EDUCATION PLANNERS IN  

VILLAGES AND CITIES 

migration�afects�education�planning,�with�both�rural�

depopulation�and�unplanned�urban�and�peri-urban�

growth�posing�challenges.�Ingenuity,�local�initiative�

and�fexibility�are�needed�to�address�the�negative�

consequences�of�such�demographic�pressures�on�children,�

parents�and�communities.�

 DEPOPULATION PROMPTS CONSOLIDATION 

OF SMALL RURAL SCHOOLS 

rural�depopulation�has�implications�for�small�rural�

schools.�education�planners�must�balance�efcient�

resource�allocation�with�the�welfare�of�small�

communities.�england�(United�Kingdom)�had�more�than�

2,000�schools�with�fewer�than�100�students�in�2018�

(United�Kingdom�Department�of�education,�2018),�while�

9%�of�primary�and�17%�of�secondary�government-funded�

spaces�were�unflled�in�2017�(United�Kingdom�education�

and�Skills�Funding�agency,�2017).�In�France,�the�number�

of�kindergartens�and�elementary�schools�fell�by�about�

17,500,�or�25%,�between�1980�and�2016�(France�ministry�

of�education,�2017).�

Between�one-quarter�and�one-third�of�primary�and�

lower�secondary�schools�in�norway�and�Sweden�with�

fewer�than�100�students�closed�between�2006�and�2017;�

even�so,�about�30%�of�public�schools�still�have�fewer�than��

100�students�(Figure�2.7)�(oeCD,�2015).�Finland�closed��

or�consolidated�almost�80%�of�schools�with�fewer�than�

50�students�–�more�than��

1,600�schools�in�all�–�between�

1990�and�2015�(autti�and��

Hyry-Beihammer,�2014;�

Statistics�Finland,�2017).�

rural�schools�

in�the�russian�

Federation�fell�

from�45,000�

to�fewer�than�

26,000�between�

2000�and�2015�

Urbanization�and�reduced�

fertility�present�similar��

challenges�in�many�middle

income�countries.�the�

number�of�rural�schools�in�

the�russian�Federation�fell�

from�45,000�to�fewer�than�

26,000�between�2000�and�2015�(goble,�2017).�In�China,�

the�number�of�rural�primary�schools�decreased�by�

52%�between�2000�and�2010.�on�average,�63�primary,�
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 FIGURE 2.7:  

Nordic�countries�have�consolidated�schools�substantially�

Number of schools and small schools, Norway and Sweden, 

2006–2017 
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(2018).�
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30�teaching�and�3�junior�high�schools�close�daily�(rao�

and�Jingzhong,�2016).�In�India,�school-age�population�

forecasts�will�push�governments�to�reconsider�outdated�

distance-based�norms�for�school�construction�(Siddhu�et�

al.,�2015).�

Small-class�schools�in�Kazakhstan�constituted�half�of�all�

schools�but�enrolled�only�11%�of�students�in�2013–2014�

(Pons�et�al.,�2015).�almost�half�of�thailand’s�30,000�

schools�had�120�students�or�fewer�as�of�2011�(Buaraphan,�

2013),�and�close�to�30%�had�average�class�sizes�of�fewer�

than�10�students�(oeCD�and�UneSCo,�2016).�

School consolidation requires consultations and 

governance reforms 

In�considering�consolidation�to�reduce�costs�and�improve�

efciency,�governments�must�recognize�the�important�

social�role�schools�play�in�communities.�Funding�staf��

and�maintenance�for�a�handful�of�students�may�not�

be�sustainable.�Small�schools�may�not�attract�qualifed�

teachers�for�adequately�diverse�learning.�Yet�small�

schools�ofer�closer�interpersonal�interactions�among�

teachers,�parents�and�students.�analysis�of�2015�

Programme�for�International�Student�assessment�

data�showed�that�students�from�smaller�schools�had�

fewer�discipline,�tardiness�and�absenteeism�issues�

(oeCD,�2016b).�Consolidations�in�the�United�States�have�

disrupted�community�life�without�yielding�signifcant�cost�

or�performance�benefts�(ares�abalde,�2014).�

Successful�consolidation�requires�careful�consideration.�

the�Scottish�Schools�Consultation�act�introduced�a�

consultation�process,�before�school�closures,�involving�

parents,�students,�parent�councils,�church�and�other��

community�bodies,�teaching�staf�and�trade�unions.�

a�school�would�close�only�if��there�were�sufcient�

explanations�and�no�viable�alternative�(education�

Scotland,�2015).�Between�2010�and�2012,�about�two-thirds�

of��european�countries�engaged�in�school�consolidation�

(european�Commission�et�al.,�2013).�Some�countries�

instead�accepted�the�high�cost�of�sustaining�small�

rural�schools�delivering�education�of�quality;�in�others,�

geographical�isolation�made�further�consolidation�

impossible�(ares�abalde,�2014).�

Consolidation�costs�should�also�be�taken�into�account.�

In��austria,�municipalities�closing�schools�compensate�the�

regions�absorbing�them�(nusche�et�al.,�2016).�In�estonia,�

municipalities�closing�lower�secondary�schools�receive�

funding�for�at�least�a�few�years,�local�governments�

consolidating�upper�secondary�schools�are�eligible�for��

special�grants,�and�the�national�government�covers�

student�transport�(Santiago�et�al.,�2016).�lithuania’s�ne� w��

education�law�made�municipalities�responsible�for��

optimizing�the�network�of�schools.�Central�authorities�

provided�data,�analysis,�recommendations�and�guidelines�

to�support�the�consolidation�process.�the�government�

developed�priority�measures�to�preserve�small�rural�

primary�schools�and�provided�safe�transport�with�

hundreds�of�new�buses�(Shewbridge�et�al.,�2016).�

the�Scottish�Schools�Consultation�act�

introduced�a�consultation�process�before�

school�closures,�involving�parents,�students,�

parent�councils,�church�and�other�community�

bodies,�teaching�staff�and�trade�unions�
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Networks help keep rural schools vibrant 

one�policy�that�can�keep�rural�schools�vibrant�is�to�

encourage�them�to�share�resources�and�learn�from�

each�other.�a�district�school�board�in�ontario,�Canada,�

made�e-learning�widely�available�to�ensure�that�all�

students�could�complete�secondary�education�(ontario�

ministry�of�education,�2017).�Quebec,�Canada,�strives�

to�sustain�‘last�village�schools’�and�create�a�network�

to�revitalize�and�professionalize�small�rural�schools�

(ares�abalde,�2014).�Chile�has�374�micro-centres�for�

rural�teachers�to�meet�and�discuss�common�challenges�

(Santiago�et�al.,�2017).�rural�schools�in�Catalonia,�Spain,�

are�part�of�rural�education�

zones�and�share�teachers�for��

some�courses,�such�as�foreign�

language�and�music�(ares�

abalde,�2014).�

Chile�has�374�

micro-centres�

for��rural�teachers�

to�meet�and�

discuss�common�

challenges�

In�the�republic�of�Korea,�

population�decline�in�the�

1980s�and�1990s�led�to�a�

recommendation�that�all�

schools�with�fewer�than�

180�students�be�closed.�

those�remaining�frequently�organized�into�hubs�of�

two�to�four�schools,�with�one�managing�education�

programmes�and�facilities.�major�investments�were�

made�to�modernize�facilities,�develop�excellent�rural�

high�schools,�fnancially�support�rural�schools�and�

facilitate�public�boarding�schools�(ares�abalde,�2014).�

In�China,�governments,�schools�and�communities�have�

responded�in�various�ways�to�support�small�rural�schools�

(Box�2.3).�

Some�schools�switch�to�multigrade�teaching,�although�

teacher�preparedness�is�a�challenge.�In�mountainous�

areas�of�austria�and�Switzerland,�small�schools�organize�

multigrade�classrooms�to�cope�with�low�enrolment.�

teachers�report�isolated�work�environments�and�lack�of�

training.�nevertheless,�teachers�in�Vorarlberg,�austria,�

reported�support�from�strong�small�rural�school�networks�

(raggl,�2015).�

 MIGRANTS IN SLUMS HAVE FEWER 

EDUCATIONAL OPPORTUNITIES 

the�arrival�of�migrants�in�cities�often�leads�to�residential�

segregation�characterized�by�gated�communities,�private�

security�and�private�transport.�Slums�are�the�most�

visible�manifestation�in�low�and�middle�income�countries.�

large�slums�typically�include�a�mix�of�new�arrivals,�

long-term�migrants�and�non-migrants.�In�2006,�it�was�

estimated�that�every�day,�between�100�and�300�families�

in�search�of�work�arrive�in�mumbai,�India,�often�ending�up�

in�slums�(agarwal,�2014).�overcrowding�can�lead�to�social�

tensions�between�new�arrivals�and�long-time�migrants�

By 2030 
there will be 

80 million 
more children in slums 
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BOX 2.3:   

A variety of approaches support small rural schools in China 

Rapid consolidation in China has challenged rural schools’ ability to 

provide high-quality education. In 2015, the government equalized 

rural and urban public funding per student, effectively raising 

rural school funding. However, an administration system whereby 

counties allocate funding and staff quotas to school districts, led by 

central schools in towns (xiangzhen), often turns village schools into 

passive recipients. 

Since 2011, the government has engaged in major renovation and 

upgrading for small rural school facilities, officially recognized as 

needing special attention. A free lunch programme was launched in 

2012 to improve nutrition for poor students. 

Policies to raise teaching quality in rural areas include various 

placement and exchange programmes. The 2006 Special Teaching 

Post Plan for Rural Schools recruited university graduates to work for 

three years in rural schools in central and western China, particularly 

in remote regions with minority populations. In 2015, about 90% of 

teachers stayed in their posts after the work term (OECD, 2016a). 

In some school districts in Gansu and Hunan provinces, small rural 

schools coordinate class schedules so teachers can teach at different 

schools on different days. 

In some cases, NGOs, local communities and schools themselves 

have increased resources and established resource sharing networks. 

In 2014, Lizhou district, Sichuan province, established the first local 

small school consortium. Other consortiums have emerged since 

in Puyang, Henan province; in Pingliang, Gansu province; and in 

Danzhou, Hainan province, sharing teachers, developing courses 

collectively and providing financial resources. 

The Chinese Rural Small School Association, now with more than 

800 member schools, was initiated in 2015 to provide teacher 

education and online courses for small rural schools and to advocate 

for policies tailored to the most disadvantaged rural schools. The 

association also increased small rural schools’ public media presence 

(Han et al., 2018). 

with�distinct�networks�and�backgrounds,�as�observed�in�

the�Philippines�(Baker�et�al.,�2017).�an�analysis�of�three�

Indian�cities�also�found�that�new�migrants�were�the�most�

marginalized,�regardless�of�social�or�religious�background,�

due�to�lack�of�documentation�and�tensions�with�older�

migrants�(Sahoo,�2016).�

While�the�share�of�the�urban�population�in�developing�

countries�living�in�slums�decreased�from�39%�in�2000�to�

30%�in�2014,�the�slum�population�continued�to�grow�and�

is�estimated�at�at�least�800�million�(Un�Habitat,�2016c).�

Using�data�on�slum,�school-age�and�urban�populations�

and�projections,�the�gem�report�estimates�that�there�

could�be�80�million�more�children�in�slums�in�2030�

than�in�2015.�Slum�settlement�quality,�legal�status�and�

basic�service�provision�vary�widely�among�and�within�

countries,�but�hundreds�of�millions�of�slum�dwellers�lack�

basic�services,�including�public�education�(Un�Habitat,�

2016c)�(Data�focus�12.1).�In�2009,�the�secondary�school�

attendance�rate�in�Bangladeshi�slums�was�18%,�compared�

with�53%�in�urban�areas.�the�primary�school�attendance�

rate�was�55%�in�the�slums�of�Delhi,�India,�in�2004–2005�

but�90%�in�the�city�as�a�whole�(UnICeF,�2012).�

education�trajectories�for�some�slum-dwelling�migrants�

nonetheless�improve�over�time,�with�a�positive�impact�

on�their�lifetime�opportunities.�longitudinal�analysis�

in�rio�de�Janeiro,�Brazil,�found�some�movement�out�of�

favelas�as�families’�education�and�employment�prospects�

improved�(Perlman,�2010).�longitudinal�data�from�two�

informal�settlements�in�nairobi,�Kenya,�found�that��

96%�of�children�aged�6�to�14�who�migrated�for�schooling�

were�in�school,�compared�with�60%�of�those�who�

migrated�for�better�jobs�(abuya,�2018).�

Improving education access and quality in slums has  

not been a priority 

although�education�is�mentioned�in�inclusive�urban�

development�frameworks,�it�is�usually�not�a�priority�

in�urbanism�debates,�which�focus�on�housing,�water�

and�sanitation�(United�nations�task�team,�2015).�

a�‘slum�household’�is�one�deprived�of�one�or�more�of�the�

following:�improved�water�source,�improved�sanitation�

facilities,�sufcient�living�area,�housing�durability�and�

tenure�security;�education�does�not�make�the�list��

(Un�Habitat,�2003,�2016b).�Securing�tenure�and�

establishing�rights�are�key�steps�towards�education�
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provision,�but�an�explicit�focus�on�education�is�also�

needed.�the�2016�India�Habitat�III�National�Report�promised�

an�inclusive�urban�agenda�with�universal�provision�of�

basic�services,�including�education�(India�ministry�of�

Housing�and�Urban�Poverty�alleviation,�2016).�

more�than�40%�of�migrants�and�other�residents�in�two�informal�settlements�

in�nairobi�were�enrolled�in�private�schools�between�2003�and�2010�

�

Slum�property�rights�questions�thwart�investment�

in�education�

governments�are�often�reluctant�to�invest�in�education�

infrastructure�in�slums�because�their�inhabitants�settled�

on�land�they�did�not�own.�lack�of�public�investment�limits�

the�availability�of�schools.�a�slum�settlement�survey�in�

Dhaka,�Bangladesh,�showed�that�there�were�fewer�than�

300�government�primary�schools�in�slums,�and�only�

about�one-quarter�of�slums�were�estimated�to�have�a�

government�school�in�2007.�about�15%�of�children�aged�

6�to�14�were�out�of�school�and�engaged�in�full-time�work,�

primarily�in�the�garment�sector�(Quattri�and�Watkins,�

2016).�Informal�and�densely�populated�areas�of�Cairo�are�

underserved�in�terms�of�the�number�of�public�schools�

within�walking�distance�(taDamUn,�2015).�

after�decades�of�failed�attempts�to�dismantle�slums�

or�relocate�them�outside�the�city�centre,�countries�

are�focusing�on�upgrading�them�to�integrate�their�

populations�into�the�fabric�of�the�city�(Un�Habitat,�2016a,�

2016c;�UneSCo,�2016b).�

Inclusive�housing�policies�

can�have�a�positive�impact�

on�education�outcomes.�

In�argentina,�access�to�

land�titling�was�associated�

with�long-term�education�

improvement�(galiani�and�

Schargrodsky,�2010).�an�

impact�evaluation�of��the�

rio�de�Janeiro�Favela-Bairro�II�slum�upgrade�programme�

found�a�small�but�signifcant�positive�impact�on�day�care�

and�school�attendance�(Álvarez�et�al.,�2011).�

In�argentina,�access�

to�land�titling�was�

associated�with�

long-term�education�

improvement�

Upgrade�programmes�increasingly�use�participatory�

approaches.�Innovative�participatory�approaches�

to�count�slums�and�enhance�slum�dweller�visibility�

to�infuence�policy�could�improve�education�access.�

Johannesburg,�South�africa,�set�up�a�migrant�advisory�

�

�

Council,�migrant�advisory�Panel�and�migration�Unit�

for�this�purpose�(South�african�Cities�network,�2016).�

results�of�such�initiatives�for�education�access�and�

quality�are�not�yet�well�documented�(Shack/Slum�

Dwellers�International,�2018).�

Social�policies�can�support�slum�populations,�

but�registration�problems�persist�

Social�protection�programmes�targeted�at�the�urban�

poor�and�slum�dwellers�can�help�improve�migrant�

living�conditions�and,�indirectly,�access�to�education.�

However,�rigid�registration�and�documentation�

requirements�often�hinder�migrant�participation�

(Hopkins�et�al.,�2016).�eligibility�for�benefts�under�the�

mumbai�Slum�areas�act�required�proof�of�residence�

prior�to�1�January�1995�and�slum�recognition�by�the�city�

government�(Subbaraman�et�al.,�2012).�

Urban�social�protection�programmes�are�less�common�

than�rural�ones�but�are�growing�in�number.�expanding�

social�protection�to�urban�areas�is�often�cumbersome,�

as�many�urban�poor�are�seasonal�or�temporary�migrants.�

new�migrants�may�be�less�politically�visible�and�thus�less�

able�to�improve�their�access�to�safety�nets.�In�Kenya,�the�

urban�social�protection�programme�required�national�

identifcation,�thus�excluding�the�5%�of�preselected�

slum�dwellers�who�were�refugees,�unable�to�prove�

Kenyan�nationality�or�from�child-headed�households�

(gentilini,�2015).�

Private�providers�fll�the�gap�in�education�provision�

in�slums�

the�lack�of�sufcient�government�schools�in�slums�has�

led�to�provision�by�ngos�(BraC,�2017;�Jagannathan,�2001)�

and�private�actors.�School�mapping�exercises�have�shown�

the�extent�to�which�slum�dwellers�use�non-government�

schools�in�cities�such�as�Kampala,�Uganda;�lagos,�nigeria;�

lahore,�Pakistan;�and�nairobi,�Kenya�(UneSCo,�2015,�

2016b).�the�proportion�of�private�schools�in�four�low�

income�areas�of�Kampala�was�94%,�and�they�accounted�

for�84%�of�pre-primary�to�secondary�enrolment�(Härmä�

et�al.,�2017).�more�than�40%�of�migrants�and�other�

residents�in�two�informal�settlements�in�nairobi�were�

enrolled�in�private�schools�between�2003�and�2010�

(abuya,�2018).�
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although�often�the�only�option,�these�schools�may�not�

meet�minimum�standards�and�are�poorly�regulated.�

Schools�in�slums�tend�to�employ�untrained�educators�

or�para-teachers.�an�initiative�to�raise�teacher�quality�

in�nairobi�slums�focused�on�training�teacher�advisory�

Centre�coaches�and�tutors�and�providing�them�with�

guides�and�textbooks.�an�evaluation�showed�that�student�

literacy�outcomes�improved,�particularly�where�the�coach�

to�teacher�ratio�was�high�(Piper�and�Zuilkowski,�2015).�

technology�also�bridges�the�education�gap�in�some�

slums.�Jaago�(‘wake�up’),�an�award-winning�initiative�

operating�in�13�schools�and�an�orphanage�in�Bangladesh,�

provides�online�learning�to�refugees�and�children�in�slums,�

including�internal�migrants.�It�started�delivering�lessons�

over�messaging�and�video�services�but�now�connects�

teachers�in�Dhaka�with�learners�through�an�interactive�

tool�(UneSCo,�2016a).�

CONCLUSION 

governments,�particularly�in�middle�income�countries,�

must�improve�the�education�situation�of�internal�

migrants,�who�account�for�a�signifcant�proportion�

of�hard-to-reach,�out-of-school�children.�Data�on�

migrant�numbers�and�education�status�are�lacking.�

addressing�undercounting�will�improve�the�visibility�of�

slum�populations,�seasonal�migrants,�and�nomads�and�

pastoralists�so�as�to�ensure�that�eventually�all�individuals�

of�all�ages�enjoy�the�right�to�education.�

Planning�needs�to�integrate�internal�migration�

patterns�and�challenges,�with�a�focus�on�reducing�

legal,�administrative�and�fnancial�barriers�to�education�

provision.�Innovative�approaches,�such�as�fexible�

calendars�and�migrant�tracking,�and�development�of�

teacher�capacity�should�be�prioritized.�While�boarding�

schools�often�facilitate�mobility,�their�conditions�need�

adequate�attention.�Inclusive�education�requires�ensuring�

that�migrants�receive�relevant�skills�and�education�from�

qualifed�teachers�in�non-discriminatory�environments.�

more�broadly,�social�protection,�urban�inclusion�and�

livelihood�programmes�need�to�integrate�education�

needs�and�demands�into�their�eforts�to�support�the�

most�marginalized.�
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Children at a protest against a proposed 

fCREDederITal cr:  ackdown on illegal immigration in 

Los Angeles, California, United States. 

CREDIT:  Krista Kennel l/Shutterstock.com 
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International 
migration 

Many�of�us�realize�there�is�a�strong�link�between�international�migration�

and�education.�At�times,�however,�we�have�been�forced�to�rely�on�scant�

and�scattered�evidence�of�this�complex�relationship.�The�contribution�

set�out�in�this�report�brings�together�the�existing�evidence�on�migration�

and�education�to�paint�a�picture�of�incredible�opportunity�as�well�as�

point�to�where�and�why�educational�disadvantage�can�occur.�It�provides�

the�analytical�cornerstone�to�help�guide�our�decisions�on�education�

in�a�range�of�migration�contexts�–�and�this�at�a�time�in�which�the�

international�community�is�striving�to�meet�the�SDGs�and�maximize�

the�signifcant�benefts�of�migration�globally.�

William Lacy Swing,1 Director General of the 

International Or ganization for Migration 

1� Iom�Director��general�from�1�october�2008�to�30�September�2018�
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K E Y M E S SAG E S  

The number of international migrants increased from 93 million in 1960 to 258 million in 2017. 

Their share of the population fell from 3.1% in 1960 to 2.7% in 1990 before reaching 3.4% in 2017. 

In OECD countries, the share of first- and second-generation immigrant students increased from 

9.4% to 12.5% between 2006 and 2015. In addition, 8.9% of the population were natives of mixed 

heritage and 1.8% were returning students born abroad. 

The more educated are more likely to emigrate. Global emigration rates were 5.4% for those with 

tertiary education, 1.8% for those with secondary and 1.1% for those with primary. 

Immigrants tend to be more educated than their hosts. In Brazil and Canada, there is at least a 

20 percentage point gap between immigrants and natives with tertiary education. 

Migrants often find their education constrained by legal, administrative or linguistic barriers. 

In 2017, twice as many foreign-born youth as natives left school early in the European Union. 

Age at migration is a major determinant of education needs, opportunities, trajectories 

and outcomes. In the United States, 40% of Mexican immigrants who arrived at age 7 did not 

complete secondary school, compared with 70% of those who arrived at age 14. 

Educational gaps between immigrants and natives tend to persist across generations. 

In Belgium, there is a 17 percentage point gap between second-generation immigrants and 

natives who stopped education at the lower secondary level. 

Migrants’ education attainment and learning improve faster than those of people left behind. 

In the United States, children of emigrants from Colombia had 2.3 more years of education, 

on average, than children of those who did not emigrate. 

In many countries, including Australia and Malaysia, undocumented immigrants and 

unaccompanied children in detention often have limited or no access to education. 

Lack of language proficiency is an education disadvantage. In 2012, an average of about 53% 

of low-literacy first-generation immigrant students in 23 high income countries received 

remedial courses, from 13% in Slovenia to almost 80% in Finland. 

Separating low achievers from the most talented disadvantages immigrant students. 

In Linz, Austria, where tracking starts at age 10, students with immigrant backgrounds were 

16 percentage points less likely than natives to choose an academic track in grade 5. 
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M
ovements�of�people�across�borders�have�become�

more�diverse�and�complex�in�recent�years,�with�

an�increasing�impact�on�educational�opportunities�and�

education�systems.�

even�when�people�move�for�better�work�and�life�

opportunities,�as�distinct�from�being�forcibly�displaced�

(Chapter 4),�they�also�almost�always�face�adjustment�

costs,�which�bear�on�their�ability�to�invest�in�education�

or�use�their�skills.�access�to�and�beneft�from�education�

may�be�constrained�for�legal�or�administrative�reasons�

or�compromised�by�linguistic�barriers�or�discrimination.�

lack�of�robust�and�transparent�mechanisms�to�recognize�

prior�learning�and�credentials�can�obstruct�use�of�skills.�

even�in�more�advanced�receiving�education�systems,�

immigrants�and,�to�a�lesser�extent,�people�with�immigrant�

backgrounds�often�lag�behind�their�peers,�although�they�

may�attain�more�education�and�skills�than�they�would�

have�at�home.�

education�systems�also�bear�adjustment�costs�in�

accommodating�new�arrivals.�as�the�main�opportunity�

to�get�to�know�and�respect�immigrants�and�people�

with�immigrant�backgrounds,�schools�play�a�lead�

role�in�an�inclusive�society,�but�increasing�diversity�

presents�challenges�for�teachers,�students�and�

parents.�While�the�global�Compact�for�Safe�and�regular�

migration�positions�international�migration�as�a�shared�

responsibility,�education�is�not�prominent�on�the�agenda�

(United�nations,�2018).�the�role�of�teachers�and�the�fght�

against�school�segregation�deserve�wider�recognition.�

this�chapter�describes�the�scale�and�diversity�of�

international�migration�and�illustrates�how�it�interacts�

with�educational�opportunities,�attainment�and�

achievement.�the�chapter�highlights�disadvantages�faced�

by�immigrants�and�refects�on�policies�and�practices�that�

can�expand�access�to�education.�Subsequent�chapters�

address�other�aspects�of�the�migration–education�nexus,�

in�particular�how�improving�the�quality�of�education�can�

help�societies�become�more�resilient�to�migratory�fows�

(Chapter 5)�and�what�actions�facilitate�the�mobility�of�the�

highly�skilled�(Chapter 6).�

INTERNATIONAL MIGRATION  

AFFECTS ALL  REGIONS 

the�number�of�international�migrants�increased�by�

more�than�two�and�a�half�times,�from�93�million�in�1960�

to�241�million�in�2015�(Figure 3.1a).�However,�contrary�

to�popular�perceptions,�the�percentage�of�international�

migrants�in�the�population�has�remained�fairly�constant.�

It�fell�from�3.1%�in�1960�to�2.7%�in�1990�and�has�been�

increasing�since�2000�to�reach�3.3%�in�2015�(World�Bank,�

2018)�(Figure 3.1b).�

the�United�nations�estimates�that�the�number�of�

international�migrants�increased�to�258�million�in�2017,�

or�3.4%�of�the�global�population.�of�those,�64%�reside�

in�high�income�countries.�Unlike�low�and�middle�income�

People�with�immigrant�backgrounds�often�

lag�behind�their�peers,�although�they�may�

attain�more�education�and�skills�than�they�

would�have�at�home�



 FIGURE 3.1 :  

The intensity of international migration has increased slightly since 2000 

International�migrants,�1960–2015�
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GEM�StatLink:�http://bit.ly/fig3_1��

Source:�World�Bank�(2018).�

countries,�where�the�share�of�migrants�in�the�population�

has�remained�constant�and�low�at�about�1.5%,�the�share�

in�high�income�countries�increased�from�10%�in�2000�to�

14%�in�2017.�In�gulf�states,�such�as�Kuwait,�Qatar�and�the�

United�arab�emirates,�migrants�are�the�majority�group�

(United�nations�Department�for�economic�and�Social�

afairs,�2017b).�

Immigration�rates�are�two�to�three�times�above�the�

global�average�in�countries�as�diverse�as�Costa�rica,�

Côte�d’Ivoire,�malaysia�and�South�africa�(Iom,�2017;�

United�nations�Department�for�economic�and�Social�

afairs,�2017b).�about�40,000�out�of�470,000�primary�

school�children�in�Costa�rica�are�immigrants,�mainly�

from�nicaragua�(Iom,�2018).�Immigrants�as�a�share�of�the�

total�population�fell�in�Côte�d’Ivoire,�from�12%�in�2000�

to�9%�in�2017,�which�was�still�the�highest�in�sub‑Saharan�

africa�outside�oil‑rich�and�small�states.�more�than�

half�were�from�Burkina�Faso�in�2012�(teye�et�al.,�2015).�

Immigrants,�chiefy�from�Bangladesh,�Indonesia,�

myanmar�and�the�Philippines,�make�up�15%�of�malaysia’s�

labour�force.�their�remittances�increased�fvefold�

between�2006�and�2015�(endo�et�al.,�2017).�as�of�

2015,�4�million�people�in�South�africa,�or�7%�of�the�

population,�were�born�abroad:�three�out�of�four�came�

from�neighbouring�countries,�especially�lesotho,�

mozambique�and�Zimbabwe�(Crush�et�al.,�2015).�

Conversely,�countries�with�emigration�rates�exceeding�

5%�of�the�population�are�located�in�the�Balkans�(albania�

and�Bosnia�and�Herzegovina),�the�Caribbean�(guyana�

and�Jamaica),�the�Caucasus�(armenia�and�georgia),�

Central�asia�(Kyrgyzstan�and�tajikistan)�and�Central�america�

(el�Salvador�and�nicaragua).�Countries�with�lower�

emigration�rates�but�high�absolute�numbers�of�emigrants�

include�nepal,�the�Philippines�and�Sri�lanka�(Iom,�2017).�

Important�migration�corridors�are�eastern�europe�

to�western�europe;�northern�africa�to�southern�

europe;�and�southern�asia�to�the�gulf.�mexico�to�the�

United�States�is�the�largest�corridor�in�absolute�terms,�

with�12.7�million�migrants�in�2017�(Figure 3.2).�

there�are�also�lesser�known�fows�for�which�current,�

accurate�estimates�are�difcult.�In�some�cases,��

social�media�ofers�innovative�and�alternative�data�

sources�(Zagheni�et�al.,�2017).�an�increasing�number�

of�sub‑Saharan�african�migrants�aiming�to�settle�in�

europe�remain�in�transit�countries,�such�as�morocco�

(mourji�et�al.,�2016).�Haitians�have�emigrated�to�Chile�

(Pavez‑Soto�and�Chan,�2018).�Venezuelans�have�emigrated�

to�neighbouring�non‑Spanish‑speaking�countries,�as�well�

as�Brazil�(mahlke�and�Yamamoto,�2017)�and�trinidad�and�

tobago�(nakhid�and�Welch,�2017).�
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 FIGURE 3.2:  

Large migration corridors exist throughout the world 

Number�of�international�migrants�from�a�single�origin�country�living�in�a�single�destination�country,�selected�migration�corridors,�2017�
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GEM�StatLink:�http://bit.ly/fig3_2�

Source:�United�nations�Department�for�economic�and�Social�affairs�(2017b).�

overall,�migrants�are�older�than�the�general�population.�

In�2017,�14%�of�international�migrants�were�under�age�20,�

a�much�lower�percentage�than�the�general�population�

(Figure 3.3)�or�among�those�forcibly�displaced�(Chapter 4).�

migration�afects�the�educational�opportunities�of�both�

migrants�and�their�children.�analysis�of�Programme�for��

International�Student�assessment�(PISa)�data�suggested�

that,�in�the�majority�of��organisation�for��economic�

Co‑operation�and�Development�(oeCD)�countries,�at�least�

one�out�of�fve�15‑year‑old�students�were�immigrants�

or�had�immigrant�backgrounds�in�2015�(oeCD,�2016)�

(Figure 3.4).�on�average,�5.4%�were�frst‑generation�

immigrants,�7.1%�were�second‑generation�immigrants,�

8.9%�were�natives�of�mixed�heritage�and�1.8%�were�

returning�students�born�abroad.�the�share�of�frst‑ and�

 FIGURE 3.3:  

Migrants tend to be older than the general population 

Distribution�of�international�migrant�and�global�population�by�age,�2017�
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 FIGURE 3.4:  

In most OECD countries, at least one out of five 15-year-old students were immigrants or had immigrant backgrounds 

Distribution�of�15-year-old�students�by�type�of�immigrant�background,�selected�countries,�2015�
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second‑generation�immigrant�students�increased�from�

9.4%�to�12.5%�between�2006�and�2015.�It�exceeds�30%�

in�Canada�and�Switzerland.�an�estimate�for��this�report�

shows�that,�in�high�income�countries,�in�52%�o� � f�secondary�

schools�at�least�15%�of�students�have�immigrant�

backgrounds.�

MIGRATION INFLUENCES – AND IS  

INFLUENCED BY – EDUCATION 

In�terms�of�educational�attainment�and�achievement,�

understanding�migration’s�impact�involves�comparing�

those�who�do�and�do�not�migrate,�while�acknowledging�

they�difer�in�more�than�the�decision�to�migrate.�

the�other�key�comparison�is�between�immigrants�and�

natives,�who�similarly�difer�in�more�than�migration�

status.�For�instance,�immigrants�tend�to�live�in�poorer�

areas�served�by�lower‑quality�schools,�contributing�to�

their�lower�education�attainment�and�skills�acquisition.�

 

 

EDUCATION INCREASES THE PROBABILITY 

OF MIGRATING 

migrants�are�not�a�random�population.�they�difer��

from�the�general�population�in�characteristics�both�

easily�observed�(e.g.�education)�and�harder��to�observe�

(e.g.��motivation),�both�of��which�infuence�migration.�

the�more�educated�are�more�likely�to�emigrate,�

being�be� tter�able�to�gather�information,�respond�to�

economic�opportunities,�utilize�transferable�skills�and�

fnance�emigration.�In�2000,�global�emigration�rates�

were�5.4%�among�� those�with�tertiary�education,�1.8%�for��

secondary�and�1.1%�for�primary�(Docquier�and�marfouk,�
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2006).�US�immigrants’�educational�attainment�was�

higher��than�the�average�for�31�of�32�sending�countries�

(Feliciano,�2005).�

Selective�immigration�policies�in�some�countries�produce�

notable�diferences�in�education�status�between�

immigrants�and�native�populations.�In�2008–2012,�41%�of��

US�immigrants�from�africa�had�at�least�a�bachelor’s�degree,��

compared�to�28%�of�other�immigrants.�those�from�nigeria��

(61%),�South�africa�(57%),�Kenya�(47%)�and�ghana�(35%)�

were�among�the�most�educated�(gambino�et�al.,�2014).�

Where�immigrants�are�less�educated�than�natives,�it�is�

because�they�come�from�poorer�neighbouring�countries�

with�lower�average�educational�attainment,�e.g.�albania�

to�greece,�Haiti�to�the�Dominican�republic�and�nicaragua�

to�Costa�rica�(Figure 3.5).�Immigrant�populations�can�

also�be�heterogeneous�in�this�respect.�In�South�africa,�

more�immigrants�than�natives�have�completed�tertiary�

(a�gap�of�seven�percentage�points)�but�also�more�have�no�

formal�education�at�all�(a�gap�of��three�percentage�points)�

(Fauvelle‑aymar,�2014).�

Immigrants’�educational�attainment�at�time�of�

emigration�also�varies�by�the�conditions�under�which�

they�cross�borders.�For�instance,�US�immigrants�from�

el�Salvador,�Haiti,�mexico�and�nicaragua�without�proper�

documentation�had�more�education,�on�average,�than�those�

who�came�on�temporary�contracts.�Both�had�less�education�

than�those�who�became�legal�residents�(Figure 3.6).�

the�relationship�between�education�and�migration�also�

depends�on�what�job�opportunities�exist�and�how�low,�

middle�and�high�skills�are�rewarded�in�the�country�of�

origin�and�the�country�of�destination�(Docquier�and�

Deuster,�2018;�tani,�2018).�

In�2000,�global�emigration�rates�were��

5.4%�among�those�with�tertiary�education,�

1.8%�for�secondary�and�1.1%�for�primary�

 FIGURE 3.5:  

Immigrants tend to be more educated than natives 

Gap�between�immigrants�and�natives�in�share�of�people�with�tertiary�education,�

selected�countries,�2009–2015�
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 FIGURE 3.6:  

US immigrants from Latin America and the Caribbean who  

lacked documents had more education than those who came on  

temporary contracts 

Years�of�education,�by�documentation�used�during�last�visit�to�the�United�States,�

immigrants�from�selected�Latin�American�and�Caribbean�countries�
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GEM�StatLink:�http://bit.ly/fig3_6��

Source:�gem�r� eport�team�analysis�based�on�latin�american�migration�Project�and�mexican��

migration�Project�data.�

 MIGRATION AFFECTS THE EDUCATION OF 

THOSE LEFT BEHIND 

3 

migrants�often�leave�children�behind.�In�some�Caribbean�

countries,�between�10%�and�20%�of�all�children�are�left�

behind�(Dillon�and�Walsh,�2012).�an�estimated�12%�to�17%�

of��the�Kyrgyz�population�are�migrant�workers,�with�many�

parents�unwilling�or��unable�to�take�their��children�with�
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them�(FIDH,�2016).�an�estimated�1.5�million�to�3�million�

children�in�the�Philippines,�one�of��the�largest�sources�of��

international�migrant�workers,�have�a�parent�living�abroad�

(Cortes,�2015).�

the�efect�of�migration�on�left‑behind�children’s��

education��depends�on�context.�remittances�may�relax�

fnancial�constraints�that�impede�access�to�education�

(Policy focus 19.4).�Yet�efects�may�be�nil�or�negative�

if��(a)��remittances�are�small�and�children�must�work,��

(b)��absences��reduce�parent�supervision�and�monitoring�

of�school�performance�or�(c)�prospects�of�lucrative�work�

for�less�educated�migrants�reduce�the�incentive�to�stay�

in�school.��

given�these�diferent�contexts,�studies�have�shown�a�

range�of�results.�In�the�Philippines,�school�attendance�

increased�and�child�labour�decreased�in�households�

with�international�migrants�(Yang,�2008).�In�tajikistan,�

efects�on�school�a� ttendance�were�negative�(Dietz�et�al.,�

2015).�In�mexico,�the�likelihood�of�left‑behind�children�

completing�secondary�increased�by�12�percentage�points�

if�mothers�had�migrated�(miranda,�2011).�mexican�girls�

also�completed�more�years�of�school�if�fathers�migrated�

to�the�United�States,�but�not�if��they�migrated�within�

mexico�(antman,�2012).�By�contrast,�in�guatemala,�

enrolment�was�37�percentage�points�lower�if�fathers�

migrated�internationally�(Davis�and�Brazil,�2016).�

Immigrants�often�leave�education�early.�In�2017,�19%�o� f��

foreign‑born�people�aged�18�to�24�in�the�european�

Union�had�left�school�early,�compared�to�10%�of�natives�

(eurostat,�2017).�the�early�school�leaver�rate�in�Spain�was�

32%�among�the�foreign‑born�and�16%�among�natives�

(Figure 3.7).�only�Ireland,�the�netherlands�and�the�

United�Kingdom�had�lower�rates�among�the�foreign‑born.�

age�at�migration�is�a�major�determinant�of�education��

needs,��opportunities,�trajectories�and�outcomes�(oeCD,��

2018;��van��ours�and�Veenman,�2006).�Whether�one�

enters�the�host�system�at�the�beginning,�middle�or�end�

of�compulsory�education�greatly�afects�outcomes.�

For��instance,�26%�of�boys�who�emigrated�from�the�former��

Soviet��Union��to��Israel��at�age�16�to�18�dropped�out�before�

completing�secondary�school,�compared�to�13%�of��those�

who�emigrated�at�age�6�to�9�(Cohen�goldner�and�epstein,�

2014).�In�the�United�States,�40%�of��mexican�immigrants�

who�arrived�at�age�7�did�not�complete�secondary�school,�

compared�to�70%�of��those�who�arrived�at�age�14�(Beck�et�

al.,�2012).�

  MIGRANTS PAY AN EDUCATION PRICE IN 

DESTINATION COUNTRIES 

Immigrant�students�in�oeCD�countries�are�nearly�twice�

as�likely�as�natives�to�repeat�a�grade�(oeCD,�2015,�2018).�

analysis�for��this�report�based�on�the�2007–2013�Panels�

In the European Union 

2x as many 
foreign-born 

students as natives 

left school early in 2017 
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d’élèves�(Student�Panel�Survey)�in�France�showed�that�

15%�of�children�of�French�parents�repeated�at�least�

one�secondary�grade,�compared�to�32%�of�children�of�

immigrants�from�turkey�and�33%�of�children�of�immigrants�

from�mali.�the�probability�of�children�of�Vietnamese�

immigrants�repeating�was�just�6%�(Ichou,�2018)�

(Figure 3.8).�First‑generation�immigrant�students�in�Spain�

were�almost�twice�as�likely�to�repeat�a�primary�grade�as�

natives�(gonzalez‑Betancor�and�lopez‑Puig,�2016).�

 FIGURE 3.7:  

Immigrants are more likely than natives to leave school early 

Early�leaver�rate�from�education�and�training�among�youth�aged�18�to�24,�selected�European�countries,�2017�
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GEM�StatLink:�http://bit.ly/fig3_7��

Source:�eurostat�(2017).�

 FIGURE 3.8:  

In France, students with immigrant backgrounds were 

more likely than natives to repeat a secondary grade 

Share�of�children�who�repeated�at�least�one�secondary�grade,�

by�parents’�place�of�birth,�France,�2007–2013�
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Source:�Ichou�(2018).�

3 

Educational attainment gaps can span generations 

education�gaps�between�natives�and�those�with�

immigrant�backgrounds�persist�in�most�countries,�

but�there�are�signifcant�exceptions,�factors�

accounting�for�the�gap�and�evidence�of�catching�up.�

overall,�second‑generation�immigrants�are�more�

likely�than�natives�to�stop�their�education�at�the�lower�

secondary�level.�there�is�a�17�percentage�point�gap�in�

Belgium,�falling�to�4�percentage�points�after�accounting�

for�parental�education�(oeCD,�2017).�

a�comparison�of�second‑generation�turkish�immigrants�

across�six�countries�showed�the�compounding�efect�
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of�institutional�factors�on�the�probability�of�accessing�

tertiary�education.�In�France�and�Sweden,�37%�and�32%�

attended�tertiary�education�because�they�accessed�

pre‑primary�education�early,�were�tracked�into�ability�

streams�late�in�secondary�education�and,�even�when�

tracked�into�lower�ability�streams,�were�not�prevented�

from�accessing�tertiary�education.�By�contrast,�in�austria�

and�germany,�where�the�above�factors�were�not�in�place,�

only�15%�and�5%�accessed�higher�education�(Crul,�2013).�

one�explanation�of�smaller�gaps�in�some�outcomes�–�

the�probability�of�an�academic�track,�for�instance�–�is�that�

migrants�were�positively�selected,�i.e.�they�had�higher�

education�levels�than�their�peers�in�origin�countries.�

this�is�possibly,�but�not�exclusively,�the�result�of�selective�

immigration�policies�in�destination�countries.�In�england�

(United�Kingdom),�immigrants�from�countries�such�

as�China,�India�and�Pakistan�were�positively�selected�

(van�de�Werforst�and�Heath,�2018).�

Immigrants’�educational�attainment�improves�over�time�

relative�to�that�of�natives.�one�measure�of�progress�

is�the�percentage�of�immigrants�who�achieve�a�higher�

In�the�United�States,�the�secondary�

graduation�rate�among�third‑generation�

mexican�americans�was�only�slightly��

below�that�of�non‑Hispanic�whites�

education�level�than�their�parents.�an�analysis�of��

11�c� ountries�showed�that�second‑generation�immigrants�

were�more�educationally�mobile�than�natives,�although,�

for�most�countries,�the�low�education�of�immigrant�

parents�explained�this�efect�(oberdabernig�and�

Schneebaum,�2017).�

estimating�the�speed�with�which�immigrants�beyond�

the�second�generation�catch�up�with�natives�encounters�

the�problem�of�measuring�immigrant�background�with�

accuracy.�a�study�in�the�United�States�that�addressed�

this�challenge�showed�that�the�secondary�graduation�

rate�among�third‑generation�mexican�americans�was�only�

slightly�below�that�of��non‑Hispanic�whites.�there�were�

signifcant�gains�in�years�of�schooling,�college�attendance�

and�bachelor’s�degree�completion�between�second‑ and�

third‑generation�mexican�americans�(Duncan�et�al.,�2017).�

 

Migrants’ education status improves faster than that 

of those left behind 

assessing�migrants’�trajectories�relative�to�those�

left�behind�requires�specialized,�high‑quality�data.�

Since��1982,�the�me� xican�migration�Project�has�covered��

mexico–United��States�migration�in�161�communities�

and�about�27,000�households,�4%�of��which�are�in�the�

United�States.�the�latin�american�migration�Project�has�

collected�information�on�migration�to�the�United�States�

from�10�c� ountries�in�latin�america�and�the�Caribbean�

since�1998.�Children�of�emigrants�had�1.4�more�years�

of�education,�on�average,�than�children�of��those�who�

had�not�emigrated,�except�in�el�Salvador�and�mexico�

(Figure 3.9).�

 FIGURE 3.9:  

Children of Latin American migrants attained more education than children 

of those who stayed 

Gap�in�years�of�education�between�children�in�migrating�and�non-migrating�

households,�selected�Latin�American�countries�
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GEM�StatLink:�http://bit.ly/fig3_9�

Source:�gem�r� eport�team�analysis�based�on�latin�american�migration�Project�and�mexican��

migration�Project�data.�

While�the�education�attainment�efect�for�individual�

migrants�may�be�large�as�they�move�from�countries�with�

lower�average�schooling�levels�to�countries�with�higher��

levels,�the�global�efect�is�much�smaller��than�might�be�

expected.�new�research�for��this�report�shows�that�the�

share�of�post‑secondary�attainment�will�increase�by�less�

than�0.1�percentage�points�among�adults�and�by�about�

0.2�percentage�points�among�youth�by�2050.�this�small�

efect�is�a�reminder��that�migration�rates�are�low�and�that�
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few�migrants�arrive�young�enough�for��their�education�

trajectory�to�change�a�lot.�moreover,�migrants�tend�to�

come�from�households�with�education�attainment�that�is�

higher��than�average�in�the�origin�country�(IIaSa,�2018).�

 

Academic profciency rates are lower for immigrants 

than for natives 

�

attainment�is�not�the�only�outcome�of�interest.��

among�15‑year‑old�students,�49%�of�frst‑generation��

and�61%�of�second‑generation�immigrants�attained�at�

least�level�2�profciency�in�reading,�mathematics�and�

science�on�the�2015�PISa,�compared�to�72%�of�native�

students�(oeCD,�2018).�among�the�oeCD�countries�for��

which�2006�and�2015�PISa�results�can�be�compared,�

level�2�profciency�increased�by�seven�percentage�points�

among�second‑generation�immigrants�but�decreased�

by�three�percentage�points�among�frst‑generation�

immigrants�(Figure 3.10).�

lower�socio‑economic�status�explains�about�20%�

of��the�immigrant�learning�gap�in�the�oeCD�–�up�to�

50%�in�some�c� � ountries.�the�diference�in�the�percentage�

of�students�who�achieved�minimum�profciency�in�

reading,�mathematics�and�science�in�the�2015�PISa��

falls�from�24��to�13�per� centage�points�in�France�and�

from�22�to�12�poin� � ts�in�greece�after�accounting�for��

socio‑economic�status�(� oeCD,�2018).�

 FIGURE 3.10:  

Second-generation academic proficiency has improved 

over time in OECD countries 

Percentage�of�first-�and�second-generation�immigrant�students�

aged�15�achieving�PISA�level�2�proficiency,�selected�countries,�

2006�and�2015�
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Source:�gem�report�team�analysis�using�PISa�data.�

IMMIGRATION AND CITIZENSHIP  

POLICIES HAMPER ACCESS  

TO SCHOOL   

the�right�to�education�is�enshrined�in�the�Universal�

Declaration�of�Human�rights�(article�26)�and�the�

United�nations�Convention�on�the�rights�of��the�

Child�(article�28).�the�International�Convention�on�

the�Protection�of��the�rights�of��all�migrant�Workers�

and�members�of��their�Families�also�recognizes�the�

right�to�education�for�immigrant�children�irrespective�

of��their��ofcial��migrant��status�(article�30),�although��

only�one�out�of�four�countries,�almost��all��of��which��are��

immigrant‑sending,�have�ratifed�it�to�date�(oHCHr,�

2018).�In�pr� actice,�restrictive�immigration�policies,�

inconsistencies�among�laws�and�heavy�host�country�

documentation�requirements�may�prevent�fulflment�

of��this�right�(Policy focus 8.1).�
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of��the�11�million�unauthorized�immigrants�in�the�

United�States,�two‑thirds�had�lived�there�for�at�least�

10�year� s�(Krogstad�et�al.,�2017).�It�is�estimated�that�

7%�o� f��all�children�in�the�country�are�born�to�unauthorized�

immigrants�(Capps�et�al.,�2016).�In�some�cases,�the�threat�

of�deportation�keeps�children�out�of�school.�In�February�

2017,�absenteeism�in�the�las�Cruces,�new��mexico,�

school�district�increased�by�60%�after�an�immigration�

raid�(las�Cruces�Public�Schools,�2017).�the�school�board�

subsequently�amended�its�policy,�mandating�schools�to�

stop�collecting�student�immigration�status�information�

and�reject�federal�Immigration�and�Customs�enforcement�

agent�requests�for�access�to�school�grounds�without�

judicial�warrant�(alba�Soular,�2017).�In�april�2018,�20%�of��

Hispanic�students�in�Hamblen�County,�tennessee,�missed�

school�following�another�immigration�raid�(Scown,�2018).�

all�states�except�alabama,�georgia�and�South�Carolina�

allow�undocumented�students�to�enrol�in�higher�education.��

However,�in�such�cases�many�public�colleges�and�

universities�charge�even�long‑time�state�residents�out‑of‑

state�tuition�fees�(golash‑Boza�and�merlin,�2016).�attempts��

have�been�made�to�provide�residency�under�certain�

conditions�which�have�an�impact�on�education�(Box 3.1).�

morocco’s�law�no.�4�of�2000�limited�access�to�

education�exclusively�to�moroccan�children,�but�the�

2011�Constitution�recognized�the�right�to�education�

of�all�children,�and�a�2013�ministry�of�education�

circular�extended�access�to�children�from�sub‑Saharan�

african�countries�but�no�others.�Still,�some�document�

requirements�may�be�difcult�to�meet�(Caritas�maroc,�

2015;�Qassemy�et�al.,�2014).�For�instance,�the�Casablanca�

regional�academy�of�education�and�training�requires�

medical�certifcates,�especially�from�ebola‑afected�

countries,�for�enrolment�(Caritas�maroc,�2015;�Qassemy�

et�al.,�2014).�about�7,500�migrant�children�were�enrolled�

in�public�schools�in�2015–2016�(Le�Matin,�2015).�However,�

a�non‑government�organization�estimated�that�less�than�

half�of�the�8‑ to�17‑year‑olds�received�in�its�Casablanca,�

rabat�and�tangier�centres�attended�school�in�2014�

(Caritas�maroc,�2015).�

Undocumented�immigrants�are�vulnerable�to�frequent�

changes�in�policies�towards�them,�which�afect�the�

education�of�their�children.�In�thailand,�although�a�

‘person’�in�the�1999�education�act�was�defned�as�

someone�with�state‑issued�documents,�undocumented�

migrants�could�attend�thai�schools�after�a�2005�Cabinet�

resolution�granted�equal�per�capita�funding�for�both�

native�and�immigrant�students�and�all�students�were�

entitled�to�a�certifcate�on�completing�their�studies,�

regardless�of�identity�documents.�But�as�monitoring�

of�school�decisions�is�weak,�many�school�leaders�have�

resisted�admitting�immigrant�students�citing�the�cost�

of�providing�them�with�education�and�their�higher�

rate�of�dropout�(nawarat,�2017).�moreover,�frequent�

crackdowns�on�undocumented�workers�have�negative�

consequences.�In�the�tak�province,�which�neighbours�

myanmar,�most�immigrant�teachers�lacked�residency�

documents.�Undocumented�immigrant�parents�were�less�

likely�to�send�their�children�to�schools�for�fear�of�being�

arrested�(The�Nation,�2017).�

BOX 3.1 :  

The United States has yet to address obstacles to 

undocumented immigrants and their education 

The�Development,�Relief,�and�Education�for Alien�Minors�(DREAM)�

Act�refers�to�successive�legislative�proposals�to�grant�residency�to�

undocumented�young�people�who�arrived�before�age�18.�The�first�

was�introduced�in�2001;�none�have�passed�(American�Immigration�

Council,�2018).�

In�2012,�the�Obama�administration�introduced�the�Deferred�

Action�for�Childhood�Arrivals�(DACA)�programme.�Targeting�those�

undocumented�youth�who�arrived�as�children,�it�provided�

renewable�two�year�protection�from�deportation�and�eligibility�for�a�

work�permit,�under�conditions�including�current�school�attendance�

or�a�secondary�certificate.�About�700,000�out�of�the�1.3�million�

people�eligible�had�applied�by�May�2018.�Almost�80%�were�Mexican;�

overall,�92%�were�Latin�American�(MPI,�2018).�

Immigration�policies�that�offer�young�undocumented�migrants�

a�long-term�perspective�can�encourage�investment�in�education.�

DACA�increased�secondary�graduation�rates�by�an�estimated�

15%�as�eligible�immigrants�sought�to�meet�the�conditions�(Kuka�

et�al.,�2018).�However,�given�that�the�programme�provided�an�

incentive�not�only�to�complete�secondary�school�but�also�to�work,�

the�effects�on�post-secondary�attendance�and�completion�were�

more�nuanced.�Undocumented�students�must�choose�between�

full-time�post-secondary�education�or�dropping�out�to�work.�One�

study�found�that�DACA�recipient�dropout�rates�at�four�year�colleges�

may�have�increased�by�over�14�percentage�points.�No�such�effect�

was�observed�at�community�colleges,�where�flexible�courses�can�

accommodate�working�students�(Hsin�and�Ortega,�2018).�
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In�Chile,�the�number�of�Haitian�immigrants�increased�

from�less�than�5,000�in�2010�to�105,000�in�2017,�as�laws�

allowed�immigrants�from�the�region�to�get�visas�on�the�

border�and�then�apply�for�work�permits�(Charles,�2018b).�

Haitians�have�been�subject�to�racist�remarks�in�public�and�

through�social�media�according�to�the�national�Institute�

for�Human�rights�(InDH,�2018).�With�68%�of�Chileans�

wanting�stricter�immigration�controls,�a�new�immigration�

law�was�introduced�in�april�2018�to�regularize�existing�

immigrants�but�also�tighten�work�permit�criteria�(Charles,�

2018a;�the�economist,�2018).�While�the�2008�Presidential�

Directive�no.�9�defned�Chile�as�a�welcoming�country�

that�would�provide�public�education�to�all�children,�

regardless�of�migration�status,�the�provision�of�education�

has�been�at�the�discretion�of�local�government�ofcials�

(reveco,�2018).�

UNACCOMPANIED MIGRANT MINORS ARE 

PARTICULARLY VULNERABLE 

globally,�the�number�of�unaccompanied�minors�increased�

nearly�fvefold�from�66,000�in�2010–2011�to�300,000�

in�2015–2016�(UnICeF,�2017).�they�are�particularly�

mobile,�difcult�to�count�and�vulnerable�to�exploitation�

and�abuse,�while�their�education�needs�are�frequently�

unmet.�In�France,�unaccompanied�minors�cannot�attend�

school�until�they�receive�child�protection�care,�a�process�

which�can�take�a�very�long�time�(France�Human�rights�

Defender,�2016).�

Unaccompanied�minors�are�increasingly�held�in�

detention�centres,�where�they�often�lack�access�to�

education.�about�50,000�children�from�el�Salvador,�

guatemala,�Honduras�and�mexico�were�stopped�at�the�

US�border�on�average�every�year�between�2013�and�

2017�(United�States�Customs�and�Border�Protection,�

2018).�In�the�United�States,�paediatric�and�mental�health�

professionals�visiting�family�detention�centres�reported�

that�education�services�were�inadequate�(linton�et�

al.,�2017).�In�mexico,�35,000�minors,�more�than�half�

unaccompanied,�were�held�in�detention�centres�without�

organized�education�besides�ad�hoc�activities�with�a�

limited�education�component,�such�as�craft�sessions�

and�religious�discussions�(HrW,�2016).�

a�general�problem�is�keeping�unaccompanied�minors�

in�school,�even�with�legislation�and�policies�to�move�

them�out�of�detention�swiftly�and�protect�their�right�

to�education,�as�in�Italy�(Box 3.2).�older�children�tend�to�

be�placed�in�special�programmes,�which�may�increase�

the�risk�of�dropout.�In�germany,�more�than�60%�of�

unaccompanied�minors�under�age�16�attended�a�regular�

school�in�2017,�while�about�30%�attended�special�classes�

for�newly�arrived�students.�By�contrast,�almost�85%�of�

those�over�age�16�attended�special�classes�(tangermann�

and�Hofmeyer‑Zlotnik,�2018).�

BOX 3.2:   

Italy takes measures to provide education to 

unaccompanied and undocumented migrant minors 

About�73%�of�86,000�minors�who�arrived�in�Italy�in�2011–2016�

were�unaccompanied.�Of�those�who�arrived�in�2016,�most�(92%)�

were�boys,�of�whom�82%�were�aged�16�or�17�(Ruffini�and�D’Addio,�

2018).�Since�2015,�reception�of�unaccompanied�children�has�been�

organized�in�Primary�and�Secondary�Reception�Centres.�Only�the�

latter�provide�education,�and�they�depend�largely�on�regional�

funds.�Large�inflows�into�Primary�Reception�Centres�may�prolong�

constraint�on�access�to�education�for�many�(Grigt,�2017).�

Law�No.�47�of�2017�enhanced�support�and�protection�for�

unaccompanied�and�separated�minors�and�strengthened�some�

of�their�rights,�including�the�right�to�education�at�all�levels.�It�

halved�the�maximum�time�unaccompanied�minors�could�spend�

in�Primary�Reception�Centres,�from�60�days�to�30,�and�sped�

up�the�identification�procedure�to�no�more�than�10�days.�Law�

No.�142�of�2015�aimed�to�integrate�all�children�in�schools�and�

granted�unaccompanied�or�undocumented�minors�access�to�

Italian�language�classes.�Those�without�residence�or�identification�

documents�could�enrol�with�a�self-declaration.�However,�only�a�

minority�of�unaccompanied�minors�regularly�attend�school�and�

appear�in�the�official�statistics�(Italy�MIUR,�2017b).�

STATELESS PEOPLE FACE EDUCATION BARRIERS 

It�is�estimated�that�10�million�people�worldwide�are�

stateless,�lacking�a�recognized�nationality.�For�some,��

this�is�due�to�past�or�current�migration.�about��

700,000�live�in�Côte�d’Ivoire,�brought�as�labourers��

from�neighbouring�countries�in�colonial�times.�access��

to�primary�school�requires�proof�of�nationality,�although�

schools’�goodwill�may�overcome�this�barrier�in�practice�

(UnHCr,�2015).�Secondary�and�tertiary�enrolment�

requires�birth�certifcates,�identity�cards�and�residence�

permits�(nonnenmacher�and�Yonemura,�2018).�

In�malaysia’s�Sabah�state,�children�of�Filipino�and�

Indonesian�migrants�are�identifed�as�orang�asing�

(foreigner)�on�birth�certifcates�and�cannot�attend�

public�school�(lynch,�2008).�Haitians�in�the�
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Dominican�republic�(Box 3.3),�nubians�in�Kenya�and�

the�bidoon�(without�nationality)�in�Bahrain,�Kuwait,�

Saudi�arabia�and�the�United�arab�emirates�also�face�

difculty�accessing�education�services�due�to�uncertainty�

surrounding�their�nationality�(Institute�on�Statelessness�

and�Inclusion,�2017).�

BOX 3.3:   

Stateless Haitians do not fully enjoy the right to education in the 

Dominican Republic 

Immigrants�make�up�5.6%�of�the�Dominican�Republic�population,�88.5%�being�Haitians�

(Dominican�Republic�National�Statistical�Office,�2018).�Administrative�and�judicial�means�

have�been�used�to�denationalize�them�and�deport�them�to�Haiti.�In�particular,�Law�No.�285�

of�2004�and�Constitutional�Court�decision�168�of�2013�stripped�nationality�from�thousands,�

many�of�whom�had�been�registered�properly�at�birth�and�possessed�national�identity�

cards�(cédula),�voter�cards�or�passports.�Central�Electoral�Board�decisions�had�similar�

consequences�(IACHR,�2015).�Law�No.�169�of�2014�attempted�to�address�international�

criticism,�which�promised�to�restore�citizenship�to�certain�groups,�but�has�yet�to�resolve�

the�issue�(Mordecai�et�al.,�2017).�

Faced�with�documentation�barriers,�many�children�are�excluded�from�education.�A�2012�

national�immigrant�survey�showed�that�the�primary�net�attendance�rate�of�children�aged��

6�to�13�was�52%�among�those�born�in�Haiti,�79%�among�those�born�in�the�Dominican�

Republic�to�immigrant�parents�and�82%�among�those�born�in�other�countries�(Dominican�

Republic�National�Statistical�Office,�2013).�Even�when�they�manage�to�get�enrolled,�

progression�is�difficult.�Haitian�immigrants�require�proof�of�nationality�to�register�in�the�

national�database�and�sit�national�examinations�for�secondary�admission.�Even�if�they�

overcome�those�barriers,�schools�may�ask�students�who�have�reached�age�18�for�a�copy�

of�their�national�identity�card,�which�in�practice�often�means�they�cannot�graduate.�

Knowing�they�may�be�unable�to�obtain�a�diploma,�many�children�disengage�from�education�

(Georgetown�Law�Human�Rights�Institute,�2014).�

EDUCATION POLICIES CAN  

SUPPORT  MIGRANTS’ ACCESS  

TO SCHOOL  

In�addition�to�immigration�policies,�governments�have�a�

wide�range�of�education�policy�tools�to�promote�access�

to�schooling�for�immigrants.�the�migrant�Integration�

Policy�Index,�a�research�project�that�assesses�the�extent�

to�which�policies�in�38�mostly�high�income�countries�meet�

international�standards�for�promoting�socio‑economic�and�

civic�integration,�has�included�education�as�one�of�its�policy�

areas�of�focus�since�its�third�edition�in�2011.�It�examines�

whether�governments�sufciently�encourage�children�of�

immigrants�to�achieve�and�develop�on�a�par�with�children�

of�natives.�one�of�its�four��dimensions�assesses�whether�

immigrant�children�and�their�teachers�are�‘entitled�to�have�

their�specifc�needs�addressed�in�school’�(Huddleston�et�al.,�

2015).�In�2015,�eastern�and�southern�european�countries�

ranked�lowest�on�this�dimension;�nordic�countries�and�

the�United�States�ranked�highest�(Figure 3.11).�

the�remainder�of�this�section�assesses�three�education�

policy�areas�that�are�key�for�access:�early�childhood�

education;�language�support�programmes�for�children;�

and�policies�related�to�streaming,�selection�and�

segregation.�Subsequent�chapters�cover�other�education�

policies,�notably�those�focused�on�education�quality�

(curricula,�teaching�and�learning�materials,�and�teacher�

preparedness:�Chapter 5),�technical�and�vocational�

education�(Policy focus 10.2),�fnancial�education�

(Policy focus 11.1),�language�support�programmes�for�

adults�(Policy focus 13.1)�and�school�fund�to�address�

immigrant�needs�(Policy focus 19.1).�

 

 

IMMIGRANT PARTICIPATION IN EARLY 

CHILDHOOD PROGRAMMES MUST BE 

PRIORITIZED 

Providing�early�childhood�care�and�education�to�immigrant��

children�is�an�essential�foundation.�on�average,�15‑year‑

old��immigrants�who�attended�pre‑primary�education�

scored�49�points�higher�in�reading�on�the�2012�PISa��than�

those�who�did�no� t,�a�gap��

corresponding�to�more��

than�one�year�of�school��

(oeCD,�2015).�In�austria�

and�germany,�immigrants’�

pre‑school�attendance�

increased�the�probability�

of�an�academic�track�in�

secondary�school�(Crul�et�

al.,�2012).

Providing�early�

childhood�care�

and�education�to�

immigrant�children�

is�an�essential�

foundation�

Yet�immigrant�children�tend�

to�have�lower�access�to�

preschool�than�native�children.�In�Hessen�state,�germany,�

27%�of�children�under�age�3�with�immigrant�backgrounds�

attended�child�care�centres,�compared�with�44%�of�natives�

(Hessen�ministry�of�Justice�for�Integration�and�europe,�

2013).�In�Basel,�Switzerland,�children�with�immigrant�

backgrounds,�who�stood�to�beneft�most�from�contact�with�

german‑speaking�children,�were�least�likely�to�access�early�

childhood�care�and�education�outside�the�family�(Keller�and�

grob,�2010).�In�the�United�States,�pre‑school�enrolment�of�

undocumented�3‑�and�4‑year‑olds�lagged�behind�that�of�both�

documented�immigrants�and�natives�(Capps�et�al.,�2016).�
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 FIGURE 3.11 :  

Countries vary in targeting the needs of immigrant children, parents  

and teachers 

Migrant�Integration�Policy�Index:�targeting�in�education�dimension,�2015�
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GEM�StatLink:�http://bit.ly/fig3_11�

Note:�the�targeting�dimension�consists�of�five�indicators:�(a)�access�to�advice�and�guidance�

on�the�education�system�(information�in�immigrant�origin�languages;�resource�persons�

and�centres;�interpretation�services);�(b)�support�to�learn�language�of�instruction�(in�

pre‑primary�and�compulsory�education�using�second‑language�learning�standards);�(c)�

monitoring�of�immigrant�students;�(d)�targeting�of�immigrant�students�(through�guidance,�

such�as�teaching�assistance�or�homework�support,�and�financial�resources);�and�(e)�teacher�

education�programmes�(pre‑�and�in‑service)�that�address�immigrant�learning�needs�and�

teacher�expectations�of�immigrant�students.�

Source:�Huddleston�et�al.�(2015).�

Various�interventions�have�sought�to�expand�access.�

In�Italy,�municipalities�often�prioritize�legal�residents�

over�undocumented�ones�for�access�to�nursery�school,�

although�many�cities,�including�milan�and�turin,��

have�opened�the�door��to�undocumented�migrants’�

children.�Family‑run�nursery�schools�set�up�by�

immigrants�provide�afordable�day�care�irrespective��

of�documentation�status�(rufni�and�D’addio,�

2018).�Serbia’s�pre‑school�education�law�allows�even�

undocumented�foreign‑born�children�to�enrol�in��

pre‑school,�or�schools�delivering�the�preparatory��

pre‑school�programme,�under��the�same�conditions��

and�rules�as�nationals�(right�to�education�Initiative,��

2018).�municipal�authorities�in�Sweden�have�to�inform�

newly�arrived�families�of��their�pre‑school�and�school�

education�rights.�Pre‑school�curricula�should�also��

provide�opportunities�for�non‑Swedish‑speaking�children�

to�develop�their�frst�language�(Skolverket,�2018).�

other�countries�are�more�prescriptive.�a�2017�Danish�law��

requires�3‑year‑old�children�of�immigrants�not�attending�

pre‑school�to�take�a�language�test.�those��insufciently�

profcient�in�Danish�are�required�to�attend�pre‑school�

and�receive�additional�language�training.�Social�benefts�

are�withheld�from�parents�who�do�not�participate�

(CPH�P� ost,�2017).��

 LANGUAGE SUPPORT PROGRAMMES ARE KEY 

IN IMMIGRANT EDUCATION 
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lack�of�language�profciency�is�an�education�

disadvantage.�Profciency�facilitates�socialization,�

relationship‑building�and�a�sense�of�belonging.�lack�of��

profciency�increases�the�risk�of�discrimination,�bullying�

and�low�self‑esteem�(oeCD,�2018).�

about�60%�of�frst‑generation�and�41%�of�second‑

generation�immigrant�students�in�oeCD�countries�in�

the�2015�PISa�did�not�speak�the�assessment�language�

at�home.�In�these�countries,�non‑native�speakers�were�

1.5��times�more�at�risk�of�not�reaching�PISa�profciency�

level�two�in�mathematics,�reading�and�science�than�

native�speakers.�above‑average�gaps�between�native�and�

non‑native�speakers�emerged�in�reading�in�Finland�and�

Italy�and�in�mathematics�in�germany�and�Switzerland�

(oeCD,�2015,�2018).�

about�60%�of�first‑generation�and��

41%�of�second‑generation�immigrant�

students�in�the�2015�PISa�did�not�speak��

the�assessment�language�at�home�

In�oeCD�countries,�new�arrivals�are�often�mainstreamed�

into�classes�matching�their�age�and�are�ofered�language�

support,�although�only�one‑third�of�countries�assess�

language�skills�on�arrival.�In�2012,�an�estimated�53%,�

on�average,�of�low‑literacy�frst‑generation�immigrant�

students�were�in�extra�out‑of‑school�literacy�courses�

in�23�countries,�from�13%�in�Slovenia�to�almost�80%�in�

Finland�and�Sweden�(Figure 3.12).�
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 FIGURE 3.12:  

Half of immigrants receive language support in OECD countries, on average 

Percentage�of�low-literacy�first-generation�students�in�remedial�courses,�selected�

high�income�countries,�2012�
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Source:�Huddleston�et�al.�(2015).�
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In�europe,�the�duration�of�language�preparatory�classes�

for�newly�arrived�migrants�for�primary�and�lower�

secondary�education�varies,�from�one�year�or�one�school�

year�in�Belgium,�France�and�lithuania�to�two�years�in�

Cyprus,�Denmark�and�norway,�three�years�in�latvia�

and�four�years�in�greece�

(european�Commission/�

eaCea/eurydice,�2017).�

Classes�also�vary�by�mode�

of�delivery,�as�examples�

from�four��european�

countries�sugges� t.�

Countries�should�

provide�remedial�

language�and�

other�facilitating�

programmes�for��

immigrants�
germany�has�several�models�

of��the�Willkommensklasse�

(‘Welcome�class’).�apart�from�

state‑level�variation,�schools�

also�adjust�overall�models�to�their�circumstances.�Classes�

difer�by�their�focus�on�language�vs�subject�learning�and�

by�the�phasing�of�transfer�to�a�regular�class.�But�the�

principal�diference�is�between�segregation�or�inclusion�

of�newly�arrived�immigrants�in�regular�classes�(ahrenholz�

et�al.,�2016).�In�the�case�of�unaccompanied�minors,�

Saarland�has�special�language�classes�for�unaccompanied�

minors�(tangermann,�2018).�the�quality�of�language�

support�programmes�is�afected�by�heterogeneity�of�

skills�in�the�classroom,�diferent�arrival�times�of�students�

during�the�school�year,�the�existence�of�whole‑day�

schools�(where�such�language�support�activities�are�best�

provided)�and�inequalities�between�urban�and�rural�areas.�

In�the�netherlands,�in�primary�education,�municipalities�

request�school�boards�to�set�up�reception�classes�in�

regular�schools�to�prepare�immigrants�for�participation�in�

regular�classes�within�one�year,�although�some�students�

may�begin�attending�regular�classes�part�time.�there�are�

almost�200�such�classes.�In�some�cases,�especially�in�rural�

areas,�immigrants�are�enrolled�in�regular�schools�from�the�

beginning.�In�secondary�education,�reception�classes�are�

organized�at�the�national�level,�although�schools�vary�in�

the�maximum�age�they�accept�(16�or�18)�and�the�duration�

of�the�classes�(one�to�three�years)�(le�Pichon�et�al.,�2016).�

Spain�has�three�main�models.�In�temporary�classrooms,�

students�attend�during�part�of��the�school�day,�the�time�

decreasing�as�language�skills�progress.�In�language�

immersion�classrooms,�students�stay�for�a�great�part�

if�not�the�entire�day�before�they�can�join�a�regular��

classroom,�where�they�can�receive�additional�support.�

madrid’s�aulas�de�enlace�(‘link�classrooms’)�is�an�

example�of��this�model.�the�fnancial�crisis�decreased�

immigration�rates�and�cut�budgets,�which�led�to�a�

reduction�in�the�number�of��these�classes�by�70%�between�

2006�and�2015�(Silió,�2015).�Intercultural�classrooms�

extend�the�focus�beyond�language,�establishing�links�

between�families�and�schools�(rodríguez‑Izquierdo�and�

Darmody,�2017).�While�r� egions�tend�to�follow�one�of��

the�three�models,�there�is�considerable�fexibility.�In��the�

autonomous�community�of��andalusia,�in�addition�to�

temporary�classrooms�during�school�hours,�there�ar� e�

language�support�programmes�for�immigrants�during�

extracurricular�activities�and�a�distance�training�

programme�(Junta�de�andalucìa,�2018).�

Sweden�has�a�language�Introduction�Programme�for�

newly�arrived�immigrant�students�over�age�15�attending�

upper�secondary�school.�only�about�9%�of�those�

who�started�the�programme�in�2011�completed�upper�

secondary�school�with�a�diploma�or�certifcate�(Skoverket,�

2016).�these�preparatory�classes�have�since�been�
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regulated.�they�cannot�exceed�two�years,�and�placement�

is�partial,�with�some�activities�provided�in�mainstream�

classes.�Sweden�has�developed�materials�to�help�map�

students’�experience�and�knowledge�in�both�home�

language�and�Swedish.�In�2016,�36,000�students�were�

attending�the�programme�(Bunar,�2017).�

outside�europe,�the�government�of�Canada�provides�

continuous�support�in�language�of�instruction.�

Courses�use�es� tablished�second‑language�learning�

standards�with�specialized�and�certifed�teachers.�a�public�

body�monitors�curricular�standards.�Some�provinces,�

including�alberta,�nova�Scotia,�and�ontario,�have�similar��

requirements�(Huddleston�et�al.,�2015).�the�number��

of�immigrants�requiring�language�support�in�Japan�

increased�by�18%�between�2014�and�2016�but�there�is�

still�a�shortage�of��teachers�who�are�trained�in�Japanese�

language�education�and�related�felds.�of�60�cities�and�

prefectures�designated�to�foster��the�progression�of��

immigrant�students�to�secondary�education,�30�provided�

special�measures�for�entrance�examinations�allowing�

extended�examination�time,�reading�aids�to�help�with�the�

pronunciation�of�Chinese�characters,�use�of�a�dictionary�

or�fewer�examination�subjects�(tokunaga,�2018).�

 

 

STREAMING, SELECTION AND SEGREGATION 

COMPOUND IMMIGRANT EDUCATION 

CHALLENGES 

the�tendency�for��

immigrants�to�

attend�lower‑quality�

classrooms�and�schools�

has�a�critical�efect�

on�their��progress.�

low��achievers�may�be�

streamed�away�from�

academic�courses�

and�into�technical�or��

vocational�tracks�at�

key�transition�points,�

or�immigrant�communities�may�be�concentrated�in�

poorer�neighbourhoods�with�disadvantaged�schools.�

Do�not�separate�

immigrant�students�

from�others,�either�in�

different�education�

tracks�or�different�

schools�

Early ability-based selection mechanisms disadvantage 

immigrant students 

many�countries�separate�low�achievers�into�less�

demanding�tracks.�ability�sorting�leads�to�inequality�and�

a�stronger�association�between�social�background�and�

student�results.�While�vocational�training�can�motivate�

disadvantaged�students�put�of�by�more�academic�tracks,�

it�may�compromise�subsequent�opportunities�for�students�

with�immigrant�backgrounds.�In�Italy,�59%�of�immigrant�

graduates�from�general�secondary�school�transitioned�to�

university,�compared�to�33%�of�professional�school�and�

13%�of�technical�school�graduates�(Italy�mIUr,�2018).�

tracking�starts�as�young�as�age�10�in�austria�and�germany��

(Box 3.4).�In�linz,�austria,�students�with�immigrant�

backgrounds�are�16�percentage�points�less�likely�than�

natives�to�choose�an�academic�track�in�grade�5�(Schneeweis,��

BOX 3.4:   

Parents and schools have resisted school desegregation in Berlin 

Before�the�large�refugee�influx�in�2015–2016,�Germany�experienced�several�waves�of�

immigration,�notably�the�arrival�of�guest�workers�in�the�1960s�and�1970s.�In�2014/15,�

31%�of�students�had�immigrant�backgrounds�(Gönsch�et�al.,�2016).�

German�states’�secondary�school�admission�policies�vary�but�include�early�selection.�

Historically,�and�currently�in�the�five�largest�states,�students�are�channelled�into�three�

school�types:�Hauptschule,�Realschule�and�Gymnasium,�the�latter�being�the�most�selective.�

Gradually,�several�states�have�been�introducing�a�comprehensive�school,�the�Gesamtschule.�

This�reform�is�thought�to�have�contributed�to�the�decline�in�the�immigrant–native�learning�

achievement�gap�between�2000�and�2015,�which�still�remains�above�the�OECD�average�

(Davoli�and�Entorf,�2018).�As�of�2014,�immigrants�were�still�under-represented�in�Gymnasien 

(26%)�and�over-represented�in�Hauptschulen�(48%),�while�half�of�all�children�of�immigrants�in�

Hauptschulen�left�school�without�a�certificate�or�apprenticeship�(Gönsch�et�al.,�2016).�

In�Berlin,�the�share�of�students�with�an�immigrant�background�was�37%�in�2014/15,�higher�than�

the�national�average.�Already�in�1982,�the�Berlin�state�parliament�had�recommended�that�the�

share�of�foreign�students�in�classrooms�should�not�exceed�50%.�At�that�time,�classes�entirely�

of�foreign�students�were�common.�By�1989,�55%�of�immigrant�students�in�Hauptschulen 

were�in�such�classes,�which�were�formally�abolished�in�1995�(Glenn�and�de�Jong,�1996).�

However,�segregation�continues�in�both�primary�and�secondary�education.�An�analysis�

of�108�primary�school�catchment�areas�in�four�districts�showed�that�one�out�of�five�schools�

enrolled�twice�as�many�students�with�immigrant�backgrounds�than�lived�in�the�area.�This�is�

a�consequence�of�parents�circumventing�official�primary�school�assignment,�and�schools�

offering�ways,�such�as�separate�classes�based�on�parent�choice�of�religious�or�foreign�

language�instruction,�to�attract�native�students�and�better�teachers�(Fincke�and�Lange,�

2012;�Open�Society�Justice�Initiative,�2013).�

Following�other�states,�Berlin�introduced�Sekundarschule�in�2010/11,�integrating��

Hauptschule,�Realschule�and�Gesamtschule,�to�promote�ethnic�diversity�in�secondary�

education�(Morris-Lange�et�al.,�2013).�It�maintained�the�Gymnasien,�which�selected�

60%�of�their�students,�with�an�extra�10%�reserved�for�siblings,�leaving�30%�selected�by�

lottery�(Basteck�et�al.,�2015).�Yet�other�constraints�–�e.g.�only�one-third�of�all�Sekundarschulen 

offered�classes�needed�to�prepare�for�the�final�Abitur�university�entrance�examination�–�

limited�the�effectiveness�of�the�reform.�In�2017/18,�some�Sekundarschulen�student�bodies�

were�still�100%�non-German�mother�tongue�(Sekundarschulen�Berlin,�2018).�
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2015).�In�amsterdam,�the�netherlands,�9%�of�moroccan�and�

11%�of�turkish�second‑generation�immigrant�students�

entered�vocational�tracks�in�lower�secondary�at�age�12�in�

2007/08,�compared�to�2%�of�natives�(Crul�et�al.,�2012).�

early�tracking�in�the�transition�to�secondary�school�

particularly�disadvantages�male�students�with�

immigrant�backgrounds.�In�germany,�they�were�seven�

percentage�points�more�likely�than�their�native�peers�

to�receive�a�recommendation�for�the�lowest�track�

and�seven�percentage�points�less�likely�to�receive�a�

recommendation�for�the�highest�track,�after�controlling�

for�test�scores�in�reading�and�mathematics�(lüdemann�

and�Schwerdt,�2013).�

Some�countries�keep�immigrant�and�native�students�

separate,�e.g.�by�extending�the�duration�of�preparatory�

classes.�this�occurs�above�a�certain�age,�usually�the�

compulsory�schooling�age�limit.�In�austria’s�Styria�

state,�children�above�age�15�who�are�deemed�not�ready�

for�secondary�are�not�entitled�to�attend�school�and,�

after�assessment,�are�transferred�to�special�courses�

(Fra,�2017).�

Segregation compounds migrant education challenges 

Immigrants�tend�to�be�concentrated�in�specifc�

neighbourhoods,�usually�suburban.�Immigrant�students�

often�end�up�segregated�from�natives�in�schools�with�

lower�academic�standards�and�performance�levels,�

which�negatively�afects�their�educational�achievement�

(entorf�and�lauk,�2008;�rangvid,�2007).�Immigrants�

attending�schools�with�a�majority�of�native�students�also�

have�higher�education�aspirations,�even�if�these�efects�

are�often�mediated�by�their�socio‑economic�status�or�

the�socio‑economic�context�of�the�school�(minello�and�

Barban,�2012;�Van�Houtte�and�Stevens,�2010).�

most�european�countries�exhibit�segregation.�In�France,�

analysis�of�the�2007�Student�Panel�Survey�found�that�

immigrants�were�more�likely�to�be�in�classes�of�over�

15%�immigrant�composition.�In�particular,�this�was�the�

case�for�17%�of�frst‑generation�immigrants,�12%�of�

second‑generation�immigrants,�5%�of�children�of�

mixed�heritage�and�2%�of�natives�(Fougère�et�al.,�2017).�

In�germany’s�Hessen�state,�about�41%�of�children�

who�did�not�speak�german�at�home�attended�child�

care�centres�where�at�least�half�the�children�did�not�

speak�german�at�home�(Hessen�ministry�of�Justice�for�

Integration�and�europe,�2013).�non‑native�speakers�in�the�

United�Kingdom�were�more�likely�to�attend�school�with�

disadvantaged�native�speakers�(geay�et�al.,�2013).�

Segregation�is�exacerbated�by�native�students�moving�

to�wealthier�neighbourhoods,�for�instance�in�Denmark�

(rangvid,�2007)�and�the�netherlands�(ohinata�and�van�

ours,�2013).�In�the�United�States,�for�every�four�new�

non‑english�speakers�in�public�secondary�education,�

one�native�student�switched�to�private�school�(Betts�

and�Fairlie,�2003).�School�choice�has�increased�ethnic�

polarization�of�schools�in�australia�(al‑deen�and�

Windle,�2017).�

In�some�cases,�there�is�a�negative�correlation�between�

share�of�immigrants�and�education�outcomes�of�natives,�

usually�the�most�disadvantaged.�In�Denmark,�there�was�

a�negative�but�small�efect�of�immigrant�concentration�

on�the�reading�and�mathematics�performance�of�natives�

(Jensen�and�rasmussen,�2011).�In�Israel,�having�immigrant�

classmates�in�primary�decreased�the�probability�of�

the�most�disadvantaged�native�students�passing�the�

upper�secondary�matriculation�examination�(gould�et�

al.,�2009).�In�Italy,�immigrant�student�concentration�in�

the�classroom�was�found�to�lower�natives’�test�scores�

in�reading�and�mathematics�by�2%�(Ballatore�et�al.,�

2015).�In�norway,�a�10�percentage�point�increase�in�

the�share�of�immigrants�in�a�school�was�associated�

with�a�3�percentage�point�increase�in�native�dropout�

(Hardoy�and�Schøne,�2013).�In�the�netherlands,�there�

was�no�efect�on�natives’�achievement�when�immigrant�

classmates�had�been�in�the�country�for�some�years,�but�

higher�shares�of�recent�immigrants�were�associated�with�

lower�natives’�language�test�scores,�especially�among�

natives�with�low�parental�education�(Bossavie,�

2017a,�2017b).�

 

Countries use diferent tools to combat segregation, 

with mixed success 

Countries�have�tried�diferent�ways�to�mitigate�the�efects�

of�residential�segregation�(Brunello�and�De�Paola,�2017).�

In�Wallonia,�Belgium,�three�laws�were�enacted�between�

2007�and�2010,�the�short‑lived�second�of�which�favoured�

a�lottery�system�for�school�assignment.�With�the�current�

law�primarily�based�on�proximity,�the�only�tools�to�

limit�residential�segregation�efects�are�partnerships�

between�more�and�less�disadvantaged�schools�and�a�

quota�for�students�with�low�socio‑economic�backgrounds�

(ryelandt,�2013).�France�reformed�the�carte�scolaire�system�

of�school�assignment�in�2007�to�increase�diversity�by�

improving�management�of�catchment�area�boundaries�

and�derogations.�However,�in�marseille,�the�percentage�

of�frst�grade�lower�secondary�students�enrolled�in�other�

than�their�neighbourhood�public�school�increased�from�

43%�in�2006�to�46%�in�2013,�reaching�up�to�67%�in�certain�
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Italy�set�a�classroom�maximum�of�

30%�first‑generation�‘foreign‑born’�

students�to�limit�segregation�

neighbourhoods,�in�part�as�middle‑class�parents�switched�

their�children�to�private�schools�(audren�et�al.,�2016).�

In�Italy,�a�2010�circular�set�a�classroom�maximum�of�

30%�frst‑generation,�‘foreign‑born’�students�(Santerini,�

2010).�Derogations�were�granted�if,�for�instance,�

they�spoke�Italian�or�if�the�classroom�composition�

was�already�above�the�limit.�In�the�emilia�romagna�

region,�13%�of�schools�and�25%�of�pre‑schools�applied�

for�derogations�in�2017.�In�practice,�17%�of�primary�

classrooms�exceeded�the�limit�(Italy�mIUr,�2017a).�

CONCLUSION 

International�migration�is�a�global�phenomenon,�

with�major�economic,�social�and�cultural�implications.�

education�is�a�driver�of�migratory�fows�but�is�also�

signifcantly�afected�by�movement�of�people.�

Depending�on�the�context,�migration�can�be�a�bridge�

to�improve�the�education�status�of�children�and�youth�

from�low�and�middle�income�countries.�While�they�may�

struggle�and�fall�behind�native�peers,�most�eventually�

catch�up,�fulflling�the�dream�of�a�better�life.�

nevertheless,�many�immigrant�children�and�youth�face�

several�serious�obstacles�that�exclude�them�from�national�

education�systems�and�prevent�them�from�making�

the�most�of�opportunities�in�their�new�environment.�

Some�countries�do�not�ofer�all�children�and�youth�

the�same�rights�to�education,�especially�if�they�do�not�

possess�the�necessary�documents.�governments�need�

to�remove�barriers�related�to�access�(especially�to�early�

childhood�education�and�education�past�the�compulsory�

school�age),�language�profciency,�grouping�by�ability�

and�segregation.�

Schools�in�many�countries�have�reception�protocols�

for�new�arrivals�and�may�vary�teaching�materials�and�

make�them�more�accessible�from�a�linguistic�point�

of�view.�However,�they�often�adopt�an�emergency�

response�perspective�in�compensating�for�immigrant�

students’�defcits.�Separate�schooling�for�long�periods,�

for�instance,�may�accentuate�defcits�and�disadvantage.�

governments�should�replace�such�approaches�with�

structural�interventions�that�make�inclusion�efective.�

Such�interventions�concern�not�only�immigrant�children�

but�also�school�organization,�families�and�institutional�

actors�responsible�for�education.�Chapter�5�explores�these�

interventions�further,�as�well�as�those�outside�schools�

involving�children,�young�people�and�adults.�
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Displacement 

This report provides a compelling rationale for the emphasis on education 

in the Global Compact on Refugees and the imperative of including 

refugees in national education systems and Education Sector Plans. 

The New York Declaration calls for urgent collaboration among a range of  

actors to support the work of governments to include refugees in national 

education systems, and ensure that communities hosting refugees receive 

adequate and sustained development funding – essential to achieving 

the SDGs. 

Young people who stay in school have vital opportunities to develop their  

minds and their capacities for community-building, civic participation 

and leadership.  

Together  we can make this a reality. The time to act is now. 

Filippo Grandi, UN High Commissioner for Refugees 
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K E Y M E S SAG E S  

There are 87 million displaced people in the world: 25 million refugees, 3 million asylum-seekers, 

40 million internally displaced due to conflict and 19 million displaced due to natural disasters. 

Their vulnerability is exacerbated when they are deprived of education. 

More than half of all refugees are under the age of 18. At least 4 million refugee children 

and youth aged 5 to 17 were out of school in 2017. 

In many conflict-affected countries, refugees and internally displaced people strain 

already struggling education systems. Refugees from South Sudan in Uganda settle in the poor 

West Nile subregion, where the secondary net attendance rate was 9% in 2016 – less than half 

the national rate. 

Natural disasters can also cause displacement that disrupts education, even if the consequences 

are relatively short-lived. In Bangladesh, disasters such as storms and floods damage 900 schools 

each year, on average. 

Consensus has gradually emerged that refugee education should not be provided in 

parallel systems that lack qualified teachers, do not offer certified examinations and risk having 

their funding cut at short notice. But geography, history, resources and capacity affect the 

degree of refugees’ inclusion in national systems. 

The Ethiopia Refugee Proclamation gives refugees access to national schools and host children 

access to refugee schools. The Islamic Republic of Iran decreed in 2015 that schools should accept 

all Afghan children, regardless of documentation. Turkey plans to move all Syrian refugee children 

to public schools by 2020. 

Despite a commitment to inclusion, some countries’ refugees are geographically separated 

because they settle in remote areas, as in Kenya, or temporally separated because 

resource constraints make a second shift necessary, as in Lebanon. 

Chad included refugees in its temporary education plan in 2013 to address issues such as 

language of instruction, recognition of diplomas and the threat of loss of culture and 

national identity. It converted 108 refugee schools into regular public schools in 2018. 

Alternative education programmes help children whose education was interrupted by 

displacement. An accelerated learning programme in Dadaab camp, Kenya, which condensed 

the national eight-year curriculum into four years, increased access for refugee boys. 

Major displacement poses challenges for teacher recruitment, retention and training. 

If all refugees enrolled, Turkey would need 80,000 additional teachers, Germany would need 

42,000 teachers and educators, and Uganda would need 7,000 additional primary teachers. 
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T
he�education�2030�Framework�for��action�recognized�

that�‘natural�disasters,�pandemics�and�conficts,�and�

the�resulting�internal�and�cross-border�displacement,�

can�leave�entire�generations�traumatized,�uneducated�

and�unprepared�to�contribute�to�the�social�and�economic�

recovery�of��their�country�or�region’�(UnesCO,�2015).�

the�number�of�displaced�people�was�estimated�at�

87.3�million�in�late�2017�–�the�highest�level�since�the�end�of��

the�second�World�War.�It�consists�of��two�broad�categories:�

those�who�crossed�an�international�border�seeking�

protection�from�confict�and�persecution�(25.4�million�

refugees�and�3.1�million�asylum-seekers)�and�internally�

displaced�people�(IDps;�about�58.8�million�people).�Of��

the�latter,�40�million�were�displaced�due�to�confict�and�

violence,�while�18.8�million�were�forced�to�move,�albeit�for��

shorter�durations,�as�a�result�of�natural�disasters�(IDmC,�

2018c;�UnHCR,�2018d).�the�estimate�does�not�include�

those�forced�to�move�due�to�slow-onset�disasters�related�

to�climate�change�pressure�on�livelihoods�or�displacement�

due�to�large-scale�development�projects�(Behrman�and�

Kent,�2018;�Ionesco�et�al.,�2016).�

Displaced�people�tend�to�come�from�some�of�the�world’s�

poorest�and�least�served�areas,�and�their�vulnerability�is�

further�exacerbated�when�displacement�deprives�them�

of�education.�the�education�2030�Framework�for�action�

summed�up�the�purposes�education�should�serve�in�such�

contexts�when�it�emphasized�that�education�should�be�

‘immediately�protective,�providing�life-saving�knowledge�

and�skills�and�psychosocial�support�to�those�afected�

by�crisis’.�It�called�upon�countries�to�‘develop�inclusive,�

responsive�and�

resilient�education�

systems’�to�meet�

their�needs�(UnesCO,�

2015).�But�the�

position�of�refugees�

who�rely�on�host�

countries�to�extend�

international�rights�

to�education�is�

not�identical�to�those�of��people�displaced�within�their��

home�countries�and�whose�governments�bear�specifc�

responsibilities�to�fulfl�their�citizens’�rights.�

the�vulnerability�of��

forcibly�displaced�people�

is�further�exacerbated�

when�they�are�deprived�

of�an�education�

In�the�case�of�refugees,�as�part�of�the�september�2016�

new�York�Declaration,�all�United�nations�(Un)�

member�states�committed�‘to�provide�quality�

primary�and�secondary�education�in�safe�learning�

environments�…�within�a�few�months�of�the�initial�

displacement’.�Countries�have�since�worked�out�

responsibility-sharing�arrangements�in�refugee�responses�

as�part�of�the�Global�Compact�on�Refugees,�which�further�

commits�them�to�‘contribute�resources�and�expertise�

to�expand�and�enhance�the�quality�and�inclusiveness�



of�national�education�systems’�for�both�refugee�and�

host�populations.�these�arrangements�are�being�piloted�

among�the�15�countries�where�the�Comprehensive�

Refugee�Response�Framework�(CRRF)�is�being�rolled�out.�

Following�a�review�of�displacement�situations�and�the�

efects�on�education,�this�chapter�turns�to�the�core�

issue�of�providing�inclusive�education�for�refugees:��

the�extent�to�which�they�are�included�in�national�

education�systems,�together�with�the�challenges�and�

opportunities�in�policy�and�practice�for�ensuring�that�this�

education�is�relevant�and�responsive.�selected�additional�

important�issues�related�to�refugee�education�are�

addressed�in�the�monitoring�part�of�the�report,�including�

early�childhood�care�and�education�(Policy focus 9.1),�

tertiary�education�(Policy focus 10.1),�displaced�people�

with�disabilities�(Policy focus 12.1),�the�role�of�technology�

(Policy focus 15.1)�and�the�efectiveness�of�humanitarian�

aid�(Policy focus 19.3).�the�chapter�concludes�with�

discussions�of�education�for�the�internally�displaced��

and�those�displaced�by�natural�disasters.�

DISPLACED POPULATIONS  

ARE CONCENTRATED IN A  

FEW  COUNTRIES 

at�the�end�of�2017,�seven�countries�hosted�51%�of��the�

world’s�19.9�million�refugees,�excluding�palestinian�

refugees.�turkey�hosted�the�most�(3.5�million).�In�addition,�

5.4�million�palestinian�refugees�lived�in�four�countries.�

In��total,�low�and�middle�income�countries�hosted�

about�89%�of�refugees�(UnHCR,�2018c;�UnRWa,�2017b)��

(Figure 4.1a).�

two�aspects�of�the�global�refugee�population�composition�

are�particularly�important.�First,�about�52%�are�under�

age�18.�second,�about�39%�of�refugees�with�available�

at�the�end�of�2017,�six�countries�hosted�

61%�of�the�world’s�40�million�people�

internally�displaced�due�to�conflict�

 FIGURE 4.1 :  

Refugees and internally displaced people are concentrated in a few countries 
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accommodation�data�live�in�managed,�self-settled,�

or�transit�camps�or�collective�centres�(UnHCR,�2018c),�

mostly�in�sub-saharan�africa�in�places�such�as�Bidibidi�

in�Uganda�(about�285,000�refugees�from�south�sudan),�

Dadaab�in�Kenya�(about�235,000,�mainly�from�somalia),�

Dollo�ado�in�ethiopia�(about�209,000,�mainly�from�

somalia)�and�Kakuma�in�Kenya�(about�148,000,�mainly�

from�somalia�and�south�sudan),�as�well�as�in�Kutupalong�

in�Bangladesh�(about�600,000�refugees�from�myanmar)�

(UnHCR,�2017b,�2017c,�2018b,�2018e).�most�refugees�live�in�

individual�accommodation�in�urban�areas�(UnHCR,�2018c)�

where�they�seek�security,�anonymity,�job�opportunities�

and�better�access�to�services.�

the�numbers�given�above�do�not�include�people�who�have�

fed�to�countries�that�are�not�party�to�the�1951�R� efugee�

Convention�and�its�1967�protocol�or��that�do�not�

consider��that�certain�conditions�constitute�persecution.�

In�may�2015,�lebanon�instructed�the�Ofce�o� f��the�

Un�High�Commissioner�for�Refugees�(UnHCR)�to�stop�

the�registration�of��syrian�refugees,�who�had�r� eached�

1.2�million�by�that�point.�around�500,000�syrians�who�

were�never�registered�by�UnHCR�are�excluded�from�

the�new�residency�policy�in�march�2017�that�waived�

residency�fees�for�refugees�registered�by�UnHCR�

(Janmyr,�2018).�In�2015,�� tunisia�ofcially�hosted�fewer��

than�1,000�refugees�(UnHCR,�2016a),�even�though�

some�1�million�libyans�had�fed�there�from�the�civil�war��

(Karasapan,�2015).��

at�the�end�of�2017,�six�countries�hosted�61%�of��the�world’s�

40�million�people�internally�displaced�due�to�confict.�

the�syrian�arab�Republic�leads�the�list�with�6.8�million,�

including�2.9�million�newly�displaced�in�2017.�numbers�of��

new�IDps�also�surged�in�2017�in�the�Democratic�Republic�

of��the�Congo,�Iraq�and�south�sudan.�In�addition,�of��the�

18.8�million�people�internally�displaced�due�to�natural�

disasters,�68%�lived�in�six�countries,�led�by�China�with�

4.5�million.�such�displacement�tends�to�be�temporary�

(IDmC,�2018c)�(Figure 4.1b).�

the�Internal�Displacement�monitoring�Centre�(IDmC)�of�

the�norwegian�Refugee�Council�has�a�comprehensive�

monitoring�platform�displaying�information�about�

reports�of�confict�or�natural�disasters,�which�aid�

in�estimating�numbers�of�IDps.�a�machine�learning�

tool�reads,�flters�and�analyses�news�and�Un�or�

non-government�reports�and�extracts�information,�

which�is�then�validated�(IDmC,�2018d).�While�many�of�the�

sources�are�familiar,�non-traditional�data�sources,�such�as�

satellite�imagery�and�social�media�data,�are�also�used�

(IDmC,�2018c).�non-traditional�sources�can�circumvent�

security�concerns�and�registration�systems�that�hamper�

easy�identifcation�of�the�displaced�in�many�contexts.�

self-identifcation�may�be�very�biased,�as�many�of�

the�displaced�do�not�want�to�be�identifed�for�fear�of�

persecution�(Baal�and�Ronkainen,�2017).�

DISPLACEMENT  REDUCES ACCESS  

TO EDUCATION 

estimating�the�number�of�displaced�people�is�complex,�

as�their�movement�is�unpredictable�and�takes�place�in�

challenging�circumstances.�estimating�their�education�

status�is�even�more�complex�due�to�missing�information.�

In�the�case�of�asylum-seekers,�it�is�very�difcult�to�track�

whether�children,�some�of�whom�end�up�detained,�have�

access�to�education�

(Box 4.1).�In�the�case�

of�refugees,�while�it�is�

easier��to�report�on�school�

enrolment�of�refugees�in�

camps,�enrolment�data�

of�registered�refugees�

in�urban�areas�are�also�

frequently�available.�

It�is�difcult�to�collect�

information�on�the�

education�status�of��the�

It�is�very�difficult�

to�track�whether��

asylum-seeking�

children,�some�of��

whom�end�up�being�

detained,�have�

access�to�education�

58%�of�refugees�living�in�urban�areas.�Few�countries�

identify�refugee�status�in�school�censuses�explicitly.�

turkey,�where�93%�of�syrian�refugees�live�outside�

camps�(UnHCR,�2018c),�is�an�exception.�the�government�

supplemented�its�education�management�information�

system�(emIs)�in�public�schools�with�a�parallel�system�for�

‘foreign�students’,�which�monitors�temporary�education�

centres.�after�a�policy�was�introduced�to�include�these�

centres�in�the�national�education�system,�the�primary�

net�enrolment�ratio�of�syrian�students�increased�from�

25%�in�2014�to�83%�in�2017.�However,�their�secondary�

net�enrolment�rate�rose�much�less,�from�16%�to�22%�

(arik�akyuz,�2018;�UnHCR,�2018i).�

Overall,�UnHCR�estimates�that�61%�of�refugee�children�

were�enrolled�in�primary�school�and�23%�of�refugee�

adolescents�in�secondary�school�in�2017.�In�low�income�

countries,�the�ratio�was�below�50%�in�primary�and�just�

11%�in�secondary�education�(Figure 4.2).�about�4�million�

5-�to�17-year-old�refugees�were�out�of�school�in�2017�

(UnHCR,�2018g).�
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BOX 4.1 :   

Regulations around asylum can also impact access to education 

Asylum-seeking children and youth are detained in many countries, including 

Australia, Indonesia, Malaysia, Mexico, Nauru and Thailand, often with limited or 

no access to education. Thailand’s immigration laws permit unlimited detention 

for asylum-seekers from Myanmar, Pakistan and Somalia, impairing access to 

education (Save the Children, 2017). 

The EU Reception Conditions Directive obliges EU countries to grant asylum-

seekers access to the education systems ‘under similar conditions as nationals’ no 

more than three months after their application (Art. 14). In practice, children and 

youth often wait months or years to attend school. When border checkpoints closed 

on the so-called Balkan route in March 2016, thousands of families were detained 

in transit centres without basic services, including education. 

While the Netherlands, Poland and Slovakia provide education irrespective of 

length of stay, in Austria, Bulgaria, Denmark, Finland, France, parts of Germany, 

Greece and Hungary, children in immigration detention had no access to any 

form of education, on the grounds of short length or exceptional nature of 

stay (FRA, 2017). In Hungary, all asylum-seeking families with children, and 

unaccompanied children above age 14, have to stay in one of two transit zones 

on the border with Serbia while their applications are processed. Children in these 

transit zones have no access to education except that provided by civil society 

organizations (Bakonyi et al., 2017). 

Asylum-seeking children’s entitlements are not fully enshrined in law in all five Nordic 

countries. In Iceland, the process is not determined in the Compulsory School Act 

but is instead subject to negotiation between the Directorate of Immigration and 

municipalities. Generally, across these countries, municipalities can have varying 

time-frames and interpretations of their obligations (UNICEF, 2018). 

 FIGURE 4.2:  

Only 11% of refugee adolescents in low income countries 

are enrolled in secondary school 

Percentage of 5- to 17-year-old refugees enrolled by level of 

education, 2017 
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Source:�UnHCR�(2018g).�

about�4�million�5-�to�17-year-old�

refugees�were�out�of�school�in�2017�

Diferences�in�refugee�enrolment�rates�can�be�

considerable�within�countries.�In�2016,�the�secondary�

gross�enrolment�ratio�for�refugees�in�ethiopia�varied�

among�districts�from�1%�in�samara�to�47%�in�Jijiga�

(UnHCR,�2016b).�Gender�gaps,�for�instance�among�afghan�

refugees�in�pakistan,�can�be�very�wide�(Box 4.2).�

Refugees�are�often�from�very�vulnerable�communities�

that�lacked�education�prior�to�displacement.�a�study�of�

2,400�people�granted�permanent�humanitarian�visas�

between�may�and�november�2013�in�australia�showed�

that�23%�of�females�and�17%�of�males�were�illiterate�in�

their�language�on�arrival�(marshall,�2015).�In�Chad,�among�

6-�to�14-year-old�refugees�from�the�Central�african�

Republic,�nigeria�and�sudan,�3�out�of�10�were�illiterate�

(UnHCR�and�WFp,�2017).�

Refugees�often�arrive�in�underserved�areas�of�host�

countries,�stretching�already�limited�resources.�

For�instance,�refugees�from�south�sudan�in�Uganda,�

who�represent�over�70%�of�the�total,�settle�in�the��

poor�West�nile�subregion�(UnHCR,�2018h),�where��

the�secondary�net�attendance�rate�was�9%�in�2016�–�

less�than�half�the�national�rate�(UBOs�and�ICF,�2018).�
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BOX 4.2:   

Forty years on, Afghan refugees do not receive adequate education in Pakistan 

The first wave of  Afghan refugees arrived in Pakistan  

with the Soviet invasion in 1979. The number peaked at  

3.3 million in 1989, but 1.4 million w ere still registered in 2017, 

of whom 0.5 million w ere aged 5 to 18 (UNHCR, 2018c, 2018f). 

An es timated 1 million other Afghans living in Pakistan are 

unregistered (HRW, 2017). 

Pakistan is not a signatory of the 1951 Refugee Convention, 

but its constitution, as amended in 2010, guarantees the 

right to free, compulsory education for all children aged 5 to 

16, with no discrimination between citizens and foreigners. 

In pr actice, Afghan refugees have access to a range of schools, 

largely outside the public domain: private (from low-cost to 

elite); madrasas, which are free and provide food and boarding; 

community-based schools; and non-formal schools.  

In addition, UNHCR-managed refugee schools cater to  

57,000 Afghan students in 52 refugee villages in Khyber  

Pakhtunkhwa province but have limited funding and struggle 

to hire and retain qualified teachers (Nicolle, 2018; NRC and 

UNHCR, 2015). Refugee schools use the Afghan curriculum 

in preparation for return and reintegration into the Afghan 

education system, despite protracted displacement having 

led to a second generation of  Afghan refugees in Pakistan 

(UNHCR, 2018j). 

Yet access to education for refugees, especially girls, is extremely low. 

A 2011 survey identifying refugee status put the Afghan refugee 

primary net enrolment rate at 29%, less than half the national rate 

in Pakistan of 71%. The primary net enrolment rate for refugee girls 

(18%) was not only half the rate for boys (39%) (Figure 4.3) but even 

less than half the primary attendance rate for girls in Afghanistan 

in the same year. Only 5% of Afghan refugees attended secondary 

school (UNHCR, 2016c). 

A legacy of girls’ low education access is an 8% literacy rate among 

female refugees (UNHCR, 2016c), compared with 33% among 

Afghan refugees overall in Pakistan and Pakistan’s national average 

of 57% (Nicolle, 2018). A vicious circle arises: sociocultural traditions 

demand that adolescent girls can be taught only by women, but 

there are very few female teachers (NRC and UNHCR, 2015). 

�

�

�

�

�

 

 

  

     

 

 

 FIGURE 4.3:  

Fewer than one out of five Afghan refugee girls 

were enrolled in primary school in Pakistan 

�

 

  

�

 

Net primary enrolment rate, Afghan refugees and 

national average, by gender, Pakistan, 2011 
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Source: nicolle�(2018).�

Data on the quality of refugee education are scarce 

the�very�few�data�sources�that�assess�quality�and�

learning�outcomes�often�paint�a�bleak�picture�of�refugee�

education.�In�Kenyan�refugee�camps,�schools�must�

comply�with�ministry�of�education�minimum�standards�

and�registration�guidelines�for�alternative�provision�of�

basic�education�and�training.�Yet�average�pupil/teacher�

ratios�were�very�high�in�Dadaab�refugee�camp,�especially�

in�pre-primary�(120:1)�and�primary�(56:1).�Only�8%�of�

primary�teachers�were�certifed�national�teachers,�and�

6�out�of�10�refugee�teachers�were�untrained.�On�average,�

In�Dadaab�refugee�camp,�only�8%�of�

primary�teachers�were�certified�national�

teachers,�and�6�out�of�10�refugee�

teachers�were�untrained�

six�students�shared�a�desk,�and�four�shared�a�textbook�in�

english,�mathematics,�science�and�social�studies�(Women�

educational�Researchers�of�Kenya,�2017).�
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A citizen-led assessment in the four Ugandan districts 

with the largest numbers of refugees in 2016 showed 

that they faced worse school and living conditions than 

natives. The average pupil/teacher ratio was twice as high 

in schools inside refugee settlements (113:1) as in those 

outside (57:1), as was the share of families living on one 

meal per day (28% vs 13%). Despite these conditions, 

learning outcomes, albeit very low, did not vary much 

among grade 5 students: in Yumbe district, which hosted 

the largest number of refugees, 30% of refugees and  

32% of natives had grade 2 reading skills (Uwezo, 2018).

TRACKING EDUCATION TRAJECTORIES OF THE 

INTERNALLY DISPLACED IS DIFFICULT

Internal displacement, whether due to conflict or natural 

disasters, has a negative impact on education. In many 

conflict-a�ected countries, internal displacement has put 

a huge strain on already struggling education systems. 

In north-eastern Nigeria, as of late 2017, there were 

1.6 million IDPs, including an estimated 700,000 

school-age children, as a result of violent attacks on 

civilians by Boko Haram, which began in 2009 (UNOCHA, 

2017b). Boko Haram has destroyed nearly 1,000 

schools and displaced 19,000 teachers (HRW, 2016). 

Reports indicated it had killed almost 2,300 teachers 

by 2017 (UNOCHA, 2017a). The latest education needs 

assessment found that out of 260 school sites, 28% had 

been damaged by bullets, shells or shrapnel, 20% had 

been deliberately set on fire, 32% had been looted and 

29% had armed groups or military in close proximity. 

Ongoing safety concerns, coupled with teacher salaries 

that do not cover even basic expenses and delays in 

payment, perpetuate a shortage of qualified teachers. 

Most of those who remain work on a voluntary basis 

(Igbinedion et al., 2017).

The IDMC estimated that there are 2.6 million IDPs in 

Iraq as of late 2017 (IDMC, 2018a). About one-third are 

registered as living in formal camps. In July 2017, formal 

education attendance rates were 68%, 73% and 76% 

in Ninewa, Anbar and Erbil governorates, respectively. 

However, in some IDP camps, the rate was as low as 5%. 

Attendance rates increased with age: 54% for ages 6 to 11, 

57% for ages 12 to 14 and 70% for ages 15 to 17 (CCCM 

Cluster and REACH, 2017). 

In Yemen, as of December 2017, 5% of school-age children 

are internally displaced (GCPEA, 2018). The impact of 

extensive internal displacement on education has been 

compounded by schools being the public buildings most 

frequently used to shelter IDPs (Al-Sabahi and Motahar, 

2017). In general, internal displacement places education 

systems under strain, as in Ukraine (Box 4.3).

Natural disasters can also cause displacement that 

disrupts education, even if the consequences are  

short-lived compared with conflict-related displacement. 

In Bangladesh, earthquakes, storms, floods and rising sea 

level damage 900 schools each year, on average (Save the 

Children, 2015). A household and school survey around 

the time of the 2004 flood collected detailed information 

on its e�ects. Singling out the e�ects of a particular flood, 

BOX 4.3: 

Conflict has displaced millions in Ukraine, affecting 

their education

According to UNHCR, there are 1.8 million IDPs in Ukraine as of 

January 2018 (UNHCR, 2018d). Conflict has heavily affected education 

infrastructure: 280 education institutions in Donetsk and Luhansk 

regions had been damaged by October 2015 (UNICEF, 2016). In the 

cities of Dnipro, Kharkiv, Kiev and Zaporizhzhia, which host the most 

IDPs, education institutions faced challenges such as shortage 

of classroom space and lack of resources to provide food and 

transport. While grass-roots volunteer organizations, civil society 

and host communities responded to IDPs’ immediate needs, 

poverty reduced the likelihood of youth attending upper secondary 

and tertiary education. IDP households earned 30% below the 

subsistence level set by the Ministry of Social Policy (IOM, 2017). 

Government responses included creating additional pre-school and 

secondary places, moving 18 state universities from the east of the 

country and Crimea, and simplifying IDP admission and transfer 

procedures (Right to Protection et al., 2017). Under legislation 

passed in May 2015, the government partly or fully covered tuition 

for registered IDPs below age 23 and provided other incentives, 

such as long-term education loans and free textbooks and internet 

access (COE, 2016). A 2016 circular of the Cabinet of Ministers 

approved a unified IDP information database under the Ministry of 

Social Policy to shed light on the needs of displaced populations 

(Right to Protection et al., 2017).

The 2018 Humanitarian Response Plan focuses on actions to 

address the effects of trauma, stress and violence through 

psychosocial services, after-school sessions, life skills learning 

and conflict-sensitive education. It also involves strengthening the 

Ministry of Education’s capacity to recognize the certification of all 

students whose education was interrupted (UNOCHA, 2017c).
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compared�with�foods�

in�an�average�year,�

is�difcult.�� about�19%��

of��households�were�

fooded�for�an�average�

of�seven�days.�

While�30%�o� f�schools�

closed�at�some�point�

because�of�fooding,�

about�15%�closed�for�two�weeks�or�more.�afected�schools�

were�closed�an�average�of�seven�days�more�than�in�the�

previous�year.�On�days�afected�schools�were�open,�

attendance�was�one-third�lower�(FmRp,�2005).�

In�Bangladesh,�

earthquakes,�storms,�

floods�and�rising�sea�

level�damage��

900�schools�each�year�

On�average,�the�philippines�sufers�20�typhoons�each��

year�and�is�at�high�risk�for��volcanic�eruptions,�earthquakes��

and�landslides�(save�the�Children,�2015).�after��typhoon��

Haiyan�in�november�2013,�12,400�classrooms�and�2,000��

day�care�centres�needed�repair,�and�4,400�classrooms��

and�500�day�care�centres�needed�replacement.�tents�and�� �

tarpaulins�were�distributed�for�more�than�2,000�temporary��

learning�spaces,�and�learning�materials�were�provided�to��

435,000�children�aged�3�to�17�(education�Cluster,�2014).��

Investment�in�robust�infrastructure�can�make�a�diference.��

typhoon-resistant�schools�equipped�with�teaching�and��

learning�materials�led�to�an�estimated�average�increase�of��

0.3�years�of�education�(Cas,�2016).�

REFUGEES NEED TO BE INCLUDED  

IN NATIONAL EDUCATION SYSTEMS 

Faced�with�crises,�most�governments�did�not�provide�

education�for�refugees.�this�was�left�to�the�international�

humanitarian�sector,�which�refexively�set�up�parallel�

systems�for�refugees.�provision�refected�the�home�

country�system.�However,�c� onsensus�has�gradually�

emerged�that�this�is�not�a�sustainable�solution.�

Displacement�is�often�protracted,�parallel�systems�

usually�lack�qualifed�teachers,�examinations�are�not�

certifable,�and�funding�risks�being�cut�at�short�notice.�

parallel�educa� tion,�therefore,�diminishes�the�chance�

refugees�are�included�and�lead�meaningful�lives�in�their��

frst�countries�of�asylum,�where�their�protection�has�

been�guar� anteed.1�

the�2012–2016�UnHCR�Global�education�strategy�

urged�countries�for�the�frst�time�to�ofer�refugee�

children�access�to�accredited�and�certifed�learning�

1.�� this�section�draws�on�Dryden-peterson�et�al.�(2018).�

opportunities�to�enable�continuity�in�education�(UnHCR,�

2012).�the�long-term�benefts�of�such�a�move�can�be�

considerable�for�both�host�governments�and�refugees.�

the�objective�is�to�include�refugees�fully�in�the�national�

education�system,�studying�in�the�same�classroom�

with�natives�after�a�short�period�of�accelerated�classes,�

depending�on�prior�access,�literacy�and�language,�to�

prepare�them�for�entry�at�appropriate�age-for-grade�

levels.�the�degree�of�refugee�inclusion�varies�across�

displacement�contexts.�Geography,�history,�resource�

availability�and�system�capacity�all�afect�the�evolving�

nature�of�inclusion.�

In�some�cases,�the�move�towards�inclusion�has�been�

gradual,�following�developments�on�the�ground�

and��an��increasing�understanding�of��the�potential��

benefts.��turkey��(with�an�afected�population�of��

3.8�million�–�the�lar� gest�in�the��world��–��mainly��from�

the�syrian�arab�Republic2)���decided��to�include�all�syrian�

refugee�children�in�the�national�education��system��over��

the�next�three�years�and�phase�out�separate�provision��

(Box 4.4).��this�r� esponse�provides�useful�insights��into�t� he��

education�policy�choices�governments�make�in�response�

to�large-scale�refugee�movements�and�transitioning�

from�short-term,�immediate�solutions�to�more�

institutionalized,�systemic�and�sustainable�approaches�in�

protracted�refugee�situations.�In�other�cases,�government�

commitment�has�been�intermittent,�as�in�the�Islamic�

Republic�of�Iran�(with�an�afected�population�of�1�million,�

mainly�from�afghanistan),�where�a�policy�of�inclusion�

has�experienced�occasional�setbacks�over�a�period�of��

four��decades�(Box 4.5).�

ethiopia�(with�an�afected�population�of�900,000,�mostly�

from�somalia�and�south�sudan)�runs�primarily�parallel�

refugee�schools.�However,�these�follow�the�national�

curriculum,�at�least�from�grade�5�and�up�(UnHCR,�2015c),�

and�the�ethiopia�Refugee�proclamation�allows�refugees�

to�access�national�schools�and�host�children�to�access�

refugee�schools.�the�government�is�working�to�formalize�

refugee�inclusion�in�the�national�education�system�

further.�Responding�to�a�request�from�the�administration�

for�Refugee�and�Returnee�afairs,�which�is�responsible�

for�refugee�education,�the�state�minister�for�General�

education�issued�a�circular�to�all�Regional�education�

Board�directors�identifying�areas�for�collaboration�on�

refugee�education,�including�curricula�and�textbooks,�

student�assessment,�teacher�education�and�school�

2.�� statistics�in�parentheses�are�based�on�UnHCR�(2018c).�they�refer��to�end�2017�

and�include�refugees,�people�in�refugee-like�situations�and�asylum-seekers�

whose�cases�are�pending.�
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BOX 4.4: 

Turkey has committed to including Syrian children in its education system

As of 2018, Turkey hosts 3.5 million refugees, 1 million of whom 

are school-age (UNHCR, 2018c). The first Syrian refugees crossed 

into Turkey in April 2011. Between 2013 and 2018, the share of 

Syrians living outside camps increased from 64% to 93% (AFAD, 

2013; 3RP, 2018). As the refugee population increased and spread 

beyond camps, philanthropists, non-government organizations 

(NGOs) and faith-based organizations established informal 

schools, staffed by volunteer teachers, which offered instruction 

in Arabic and used a modified Syrian curriculum. They were largely 

unregulated, operated outside the national system and had very 

limited quality assurance and standardization of certification at 

the end of grades 9 and 12. 

In late 2014, the Ministry of National Education established a 

regulatory framework for these temporary education centres 

(TECs). Syrian families could choose enrolment in TECs or 

public schools (Turkey Ministry of National Education, 2014). 

Education provision, data management and regulation of 

organizations supporting TECs were further standardized in the 

following two years, and TECs not meeting regulations were 

closed. In August 2016, the government announced that all Syrian 

children would be integrated into the national education system. 

It is estimated that, of Syrian children attending school, the 

share of those enrolled in TECs fell from 83% in 2014/15 to 37% 

in 2017/18. It is expected that the remaining 318 TECs will close by 

2020 (Figure 4.4).

The government mandated all TECs offer 15 hours of Turkish 

language instruction per week to prepare students for transition 

to Turkish schools. Inclusion also has serious implications for 

school infrastructure and teacher preparation. The process has 

been supported by Promoting Integration of Syrian Children  

to the Turkish Education System, a project that received  

EUR 300 million as part of the European Union’s EUR 3 billion 

Facility for Refugees in Turkey (Delegation of the European Union 

in Turkey, 2017). Two-fifths financed school construction; the rest 

was allocated to Turkish and Arabic language courses, catch-up 

education and remedial classes, free school transport, education 

materials, an examination system, guidance and counselling, 

training of 15,000 teachers and hiring of administrative personnel 

(Arik Akyuz, 2018).

Part of the resources also funded a communication strategy, 

including a website, TV spots, short films and other tools to 

raise awareness about educational opportunities open to Syrian 

children (Arik Akyuz, 2018). Parents need to understand what their 

rights are and how to enrol their children. However, even if they 

are aware of their rights, some refugee communities may resist 

inclusion in national education systems, not consenting to their 

children being educated in a language they themselves do not 

understand (Dallal, 2016).

FIGURE 4.4: 

No Syrian refugee children will attend temporary 

education centres in Turkey by 2020

Distribution of enrolled Syrian refugee children in Turkey 

by school type
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BOX 4.5:   

Attitudes towards including Afghan refugees in the Iranian education system have been variable 

Data on the enrolment of registered and undocumented Afghan 

refugees in the Islamic Republic of Iran are scant. However, the little 

evidence that exists suggests that they have had better access to 

education than Afghan refugees who fled to Pakistan (Box 4.2), 

with primary enrolment more than twice as high (Nicolle, 2018). 

When Afghan refugees first arrived in the 1980s, the government 

targeted awareness-raising campaigns, featuring education as a right 

and an obligation for all children. While refugees who settled in camps 

(less than 10% at the time) attended schools there (WFP et al., 2016), 

those who settled in urban areas attended public schools alongside 

Iranian peers free of charge (Hoodfar, 2010). 

The continued influx of Afghans seeking protection from the civil war 

and the Taliban in the 1990s resulted in a decision to halt provision of 

indefinite legal residence permits (HRW, 2013). Moreover, a regulation 

instructed Afghan refugees to enrol only in schools in the city where 

their residency documentation had been issued, affecting those who 

had since moved within the country (Hoodfar, 2007). Undocumented 

Afghans were unable to use public services legally, although many 

schools still allowed them to enrol. A temporary easing occurred in 

2001–2004, when another regulation allowed undocumented Afghans 

to return to school (Tousi and Kiamanesh, 2010). In response to their 

intermittent exclusion, some Afghan communities formed informal 

schools, which the government initially condoned. Later, many of 

these unregistered schools were shut down (Squire, 2000). 

In 2004, a new directive banned enrolment of undocumented Afghan 

children and instructed the Ministry of Education to collect fees from 

Afghan refugee students. The directive also banned Afghan students 

from enrolling in pre-university centre courses, a prerequisite for 

applying to the university entrance examination, effectively blocking 

access to Iranian tertiary institutions (Nicolle, 2018). Regulations 

issued in 2012 requiring Afghan students to renounce refugee status 

and obtain an Afghan passport and visa further complicated access to 

university education (HRW, 2013). 

In May 2015, the Supreme Leader decreed that schools should 

accept all Afghan children, regardless of documentation. In April 

2016, a government directive created an educational support card for 

undocumented Afghan children, protecting them from deportation 

during their studies and permitting all Afghan students to enrol up to 

the secondary diploma, although school fees are still charged (Nicolle, 

2018). The directive was linked to an increase in public school enrolment 

of undocumented children by 51,000 in 2016 (Zolfaghari, 2016). 

inspection.�Joint�eforts�are�under�way�to�programme�

humanitarian�and�development�aid�interventions�

(UnHCR,�2017d).�an�education�Cannot�Wait�fund�grant�

supports�refugee�

education�planning�

and�management�in�

selected�districts�at�

the�regional�and�school�

levels�(eCW,�2018).�

In�ethiopia,�the�

government�is�working�

to�formalize�refugee�

inclusion�in�the�

national�education�

system�further�

Rwanda�(with�an�

afected�population�of��

170,000�people,�mostly�

from�Burundi�and�the�

Democratic�Republic�of�the�Congo)�pledged�in�2016�to�

include�18,000�refugee�children�in�primary�schools�and�

35,000�adolescents�in�secondary�schools,�eliminating�the�

need�for�parallel�camp-based�provision�(United�nations,�

2016).�Between�2016�and�2017,�the�refugee�enrolment�

rate�increased�from�54%�to�80%�in�primary�and�from�34%�

to�73%�in�secondary�schools.�Rwanda�joined�the�CRRF�in�

February�2018�(CRRF,�2018b).�

there�are�several�cases�where,�despite�a�commitment�

to�inclusion,�this�is�not�fully�achieved.�Refugees�may�be�

included�in�the�national�system,�sharing�host�curriculum,�

assessment�and�language�of�instruction,�but�with�some�

degree�of�segregation.�partial�inclusion�may�result�from�

concentration�of�refugees�in�distinct�locations,�such�as�

camps,�producing�geographical�separation.�In�Kenya�

(with�an�afected�population�of�490,000,�mainly�from�

somalia�and�south�sudan),�schools�in�the�two�largest�

refugee�camps�are�registered�with�the�ministry�of�

education.�students�study�the�national�curriculum�and�

take�national�qualifying�examinations,�but�distance�from�

local�schools�means�there�are�few�if�any�local�students.�

Resources�can�be�a�key�constraint.�lebanon�and�Jordan�

(with�afected�populations�of�1�million�and�730,000,�

respectively)�have�the�highest�number�of�refugees�per�
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capita in the world. They have adopted double-shift 

systems, with one group attending in the morning and 

another in the afternoon, producing temporal separation. 

In 2016, 160 of Lebanon’s 1,350 public schools operated a 

morning shift largely attended by Lebanese children and 

an afternoon shift mostly attended by Syrian refugees. 

The same teachers often teach both shifts and report 

being overworked (Dryden-Peterson and Adelman, 2016). 

Jordan also sought to accommodate the growing Syrian 

refugee population with double-shift schools. Children in 

these schools receive fewer hours of instruction than 

those in public schools on a regular schedule (Culbertson 

and Constant, 2015; HRW, 2016).

Even countries with more resources can face practical 

challenges in delivering education to refugees through 

the national system. It requires e�ective planning and 

coordination, as has been well documented in Greece 

(with an a�ected population of 80,000, mainly from 

Afghanistan, Iraq and the Syrian Arab Republic) (Box 4.6).

In several contexts, education for refugees continues 

to be in separate, non-formal community-based or 

BOX 4.7: 

Burundian refugees are not included in the 

Tanzanian education system

Most Burundian refugees in the United Republic of Tanzania live in 

three camps in the Kigoma region that are governed by the Ministry 

of Home Affairs. UNHCR coordinates their education, funding two 

international NGOs, the International Rescue Committee and Caritas, 

to deliver formal schooling. National policy separates refugee education 

from the national system, and refugee education is not funded by 

the government or development partners (Dalrymple, 2018).

In 2017, with the support of UNHCR and UNICEF, the Ministry of 

Education, Science and Technology developed a National Strategy on 

Inclusive Education 2018–2021, which included objectives and targets 

for refugee students, seemingly putting aside the previous parallel 

approach. This followed the government’s decision to be one of the 

first countries to implement the CRRF (Dalrymple, 2018). However, 

the United Republic of Tanzania’s withdrawal from the CRRF process 

in January 2018 makes it unclear whether a shift to include refugees 

will proceed (ReliefWeb, 2018). Lack of financial support from 

international donors is a key reason for the withdrawal, highlighting 

the importance of global responsibility-sharing in the face of an 

issue largely affecting the poorest parts of the world (Betts, 2018).

BOX 4.6: 

Multiple challenges have affected inclusion of refugees in the 

Greek education system

In 2015–2016, over 1 million people entered and transited through Greece. Following 

an agreement between the European Union and Turkey in March 2016 and the 

closure of borders to other European countries, an estimated 20,000 children 

remained in the country. Three-quarters live on the mainland, either in camps, 

urban accommodations or unaccompanied children shelters; the remaining quarter 

lives on five islands, often exceeding the maximum stay in overcrowded camps.

In August 2016, a government-sponsored committee proposed a refugee  

education action plan and the establishment of an implementation unit at the 

Ministry of Education, Research and Religious Affairs. There have been two main 

types of formal education provision since 2016/17 on the mainland. First, some 

children attend regular schools – most of them located in zones of education 

priority – with existing reception classes serving immigrant children. Second, 

new reception classes for refugee children living in open accommodation sites 

were established in nearby schools. Children attend an afternoon shift and follow a 

special programme of Greek, English, information technology, mathematics, music 

and physical education. Refugee education coordinators serve as liaisons between 

the refugee and school communities (Greece Ministry of Education Research and 

Religious Affairs, 2017). 

An evaluation of the first year of implementation noted that the goal of introducing 

normalcy was achieved but also recognized weaknesses. Not having been selected 

on the basis of prior experience in intercultural education or teaching Greek as 

a second language, teachers were often unprepared, and few undertook available 

training programmes. Parent participation and provision of information to families 

were also limited. There was also active opposition from some local communities, 

although municipalities played a positive role in diffusing tensions (Anagnostou  

and Nikolova, 2017). 

As of the end of the 2017/18 school year, an estimated 62% of children aged 5 to 

17 living in urban accommodations and unaccompanied children shelters were 

registered in formal education, ranging from 76% of 5- to 6-year-olds to 42% of  

16- to 17-year-olds, although no dropout rate estimates are available (UNHCR, 

2018a). The government introduced legislation in June 2018 that formalizes the 

refugee education structures and introduces stricter criteria for teacher recruitment 

(Greece Government Official Gazette, 2018).

However, insufficient provision on the five islands remains a problem. A recent 

report found that, while camps are identification sites conceived for very 

provisional stays, the prolonged stay meant the lack of will to establish the same 
structures as on the mainland was no longer justifiable. It noted that lack of 

vaccinations had been used to justify exclusion from the few reception classes. 

The government opened pre-schools in all but the biggest site in early 2018 and 

announced it would open reception classes to serve children from all sites for the 

first time in 2018/19  (Human Rights Watch, 2018). 
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private�schools,�as�with�Burundian�refugees�in�the�United�

Republic�of�tanzania�(with�an�afected�population�of�

350,000)�(Box 4.7)�or�Karen�refugees�from�myanmar�

in�thailand�(with�an�afected�population�of�110,000)�

(Box 4.8).�such�schools�may�be�initiated�and�supported�

by�international�organizations�or�by�refugees�and�local�

communities�themselves.�they�may�or�may�not�be�

certifed.�the�parallel�education�system�for�palestinian�

refugees�is�a�unique�case�(Box 4.9).�

BOX 4.8:   

Karen refugee education in Thailand is mostly 

delivered in separate schools 

The Myanmar government and the Karen National Union (KNU), 

an organization of the country’s third-largest ethnic group, were 

in conflict since Myanmar’s independence in 1948 over ethnic 

rights and identity, self-governance and natural resources. 

Democratization began in 2011, and a ceasefire agreement was 

signed in 2012, although sporadic clashes continue. An estimated 

100,000 people still live in nine refugee camps just across the Thai 

border (Zaw, 2018). Refugee children attend 64 schools, which 

follow the curriculum of the Karen Education Department affiliated 

with the KNU (Shiohata, 2018). Thai public schools are not an option 

for refugees. The Karen generally lack a Thai identity card, and their 

prior education is not recognized (Dare, 2015). 

The democratization process in Myanmar has had a strong 

education reform component. Following a Comprehensive 

Education Sector Review, an Education Promotion Implementation 

Committee drafted a National Education Bill in 2014, which 

encourages instruction in ethnic languages alongside Burmese  

and could help address one of the factors behind the conflict 

(Shiohata, 2018). Teaching Karen as a subject will extend to  

grade 4 in Bago Region in 2018/19 (Karen News, 2018) and continues 

to expand in Ayeyarwady Region (Khalain, 2018), both of which 

have Karen populations. The government is gradually recruiting 

minority-language teaching assistants, offering volunteers a small 

salary in December 2017 and considering promoting those with 

bachelor’s degrees to permanent positions (Phyu, 2018). 

Using minority languages in public schools could encourage 

refugees to return to Myanmar, but the challenge remains 

ensuring returnees benefit. According to the 2015 Demographic 

and Health Survey, the primary completion rate in Myanmar was 

81%. However, in Kayin State, where the Karen constitute the 

majority, it was 68%, with 60% of boys completing. The secondary 

completion rate was 15% nationwide but 13% in Kayin State, with 

just 8% of boys completing. 

BOX 4.9:   

An established parallel system – the UNRWA approach 

to education for Palestinian refugees 

The United Nations Relief and Works Agency for Palestine Refugees 

in the Near East (UNRWA) has provided accredited basic education for 

Palestinian refugees for close to 70 years, in partnership with UNESCO. 

It currently provides free basic education to some 526,000 refugee 

children in 711 schools across the West Bank and Gaza, Jordan, Lebanon 

and the Syrian Arab Republic (UNRWA, 2018b). The agency also operates 

eight vocational training centres for over 7,000 refugee youth and two 

education-science faculties providing degree-level teacher education 

for over 1,800 refugees (UNRWA, 2017b). This comprehensive parallel 

education system encompasses all aspects of education, from curriculum 

to inclusive education practices and teacher professional development. 

UNRWA students have outperformed those in public schools in 

Jordan, the West Bank and Gaza by an entire year’s worth of schooling 

(Abdul-Hamid et al., 2016). 

A parallel refugee education system requires alignment and close 

cooperation with host governments to ensure the smooth transition of 

students into the national system, including recognition and accreditation 

of their qualifications. While UNRWA, as a UN agency, has operational 

independence, it aligns with many aspects of host government education 

systems, such as curricula, examinations and timetabling. This is in line 

with good practice for refugee education (UNHCR, 2015b). 

In a protracted refugee context, with multiple crises in the past seven 

decades, this system has built resilience, allowing it to adapt in times 

of emergency. In 2011, UNRWA embarked on a systemic, agency-wide 

education reform with an innovative programme, Education in 

Emergencies, which emphasizes continuously strengthening education 

staff capacity to deliver quality education, building a community of 

practice in the school and fostering close links with parents and the 

community (UNRWA, 2017a). 

The average cost of the UNRWA education programme is US$826 per 

child per year. The primary source of funding is voluntary contributions 

from UN member states. For the past 10 years, however, these have 

not kept pace with needs stemming from an increasingly unstable 

context. Between 2011 and 2016, 44% of all UNRWA schools were ‘directly 

impacted by armed conflict and violence, either causing physical damage 

to the schools or significantly disrupting education services’ (UNRWA, 

2016). In 2017, the United States contributed the equivalent of 25% of the 

programme and 32% of the total budget of UNRWA (UNRWA, 2018a). In 

August 2018, the United States announced it would cease its support to 

UNRWA (BBC, 2018). While other donors have either brought forward or 

pledged to increase their contributions, this financial instability poses a 

threat to the continuous delivery of education and other services. 
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SEVERAL OBSTACLES TO INCLUSION  

NEED TO BE OVERCOME 

Faced�with�the�pressures�of�displacement�but�united�by�

a�commitment�to�include�displaced�students�in�national�

education�systems,�governments�and�their�partners�

need�to�develop�fexible�plans�to�ensure�coordination�

and�coherence.�efective�planning�can�promote�safety,�

resilience�and�social�cohesion.�planning�challenges��

emerge�at�the�domestic�and,�especially,�the�international�

levels,�where�there�is�an�acute�need�to�bridge�the�

international�humanitarian�and�development�aid�

budgets�(Policy focus 19.3).�Concerns�include�varying�

planning�horizons,�with�development�donors�able�

to�provide�multi-year�funding,�and�varying�planning�

architectures,�with�humanitarian�donors�often�invisible�

in�education�sector�plans.�plans�need�to�recognize�issues�

related�to�displacement,�including�lack�of�documents,�

limited�language�profciency,�education�interruptions�

and�poverty.�

 

 

THE PRESSURES OF DISPLACEMENT ON 

EDUCATION CALL FOR DATA AND PLANNING 

the�difculties�related�to�inclusion�are�most�acutely�

felt�in�contexts�where�education�systems�are�already�

weak.�the�UnesCO�International�Institute�for�educational�

planning�has�developed�guidance�on�transitional�

education�plans�(teps)�until�a�full�education�sector�plan�

is�developed.�Whereas�a�full�plan�takes�years�to�develop,�

a�tep�generally�takes�less�than�12�months�and�focuses�

on�immediate�needs�(Gpe�and�UnesCO-IIep,�2016).�

Between�2011�and�2017,�Global�partnership�for�education�

supported�11�teps�(Gpe,�2016).�

Chad�(with�an�afected�population�of�410,000,�mainly�

from�the�Central�african�Republic�and�sudan)�became�

the�frst�country�to�include�refugees�in�its�tep�in�2013.�

a�participatory�assessment,�conducted�in�12�camps,�raised�

three�concerns�from�sudanese�refugees�with�respect�to�

the�transition�to�the�Chadian�national�education�system:�

the�change�of�language�of�instruction,�recognition�of�

diplomas�issued�in�Chad�upon�return�to�sudan,�and�the�

threat�of�loss�of�nationality,�culture,�religion�and�national�

identity�(UnHCR,�2015a).�these�concerns�were�taken�

into�account�in�the�plan.�Chad�subsequently�accessed�

Us$7�million�of�its�agreed�Global�partnership�for�education�

allocation�in�2015�for�an�emergency�programme�covering�

school�lunches,�school�construction�and�pedagogical�

materials�(Gpe,�2016).�In�2018,�the�government�converted�

108�schools�in�19�camps�and�refugee�sites�into�regular�

public�schools�(CRRF,�2018a).�

the�Uganda�education�Response�plan�for�Refugees�

and�Host�Communities,�announced�in�2018,�is�a�

unique�example�that�addresses�education�needs�in�

34�refugee-hosting�sub-counties�in�12�districts.�It�brought�

together�development�and�humanitarian�aid�partners�and�

will�reach�just�over�675,000�refugee�and�host�students�

per�year,�at�a�cost�of�Us$395�million�over�3.5�years�

(Uganda�ministry�of�education�and�sports,�2018).�

In�December�2017,�in�the�Djibouti�Declaration�on�Regional�

Refugee�education,�the�education�ministers�of�Djibouti,�

ethiopia,�Kenya,�somalia,�south�sudan,�sudan�and�

Uganda�committed�to�‘integrate�education�for�refugees�

and�returnees�into�national�education�sector�plans�by�

2020’�(IGaD,�2017b).�the�annex�includes�examples�of�

possible�actions,�such�as�establishing�minimum�learning�

standards�for�refugees�and�returnees,�integrating�

refugees�into�the�national�emIs�and�establishing�a�

regional�committee�for�monitoring�implementation�of�

plans�(IGaD,�2017a).�

to�plan�refugee�education,�countries�need�to�improve�

their�emIs.�Chad�developed�an�integrated�system,�which�

includes�data�collection�forms�for�each�camp,�covering�

pre-primary�to�tertiary�education�and�non-formal�

literacy�programmes.�this�has�improved�the�quality�of�

data�available,�ensuring�harmonized�data�collection,�

entry,�compilation�and�sharing�(UnesCO,�2016).�

Jordan’s�ministry�of�education�has�also�integrated�

the�education�status�of�refugee�children�in�an�emIs�

platform�(Jordan�ministry�of�planning�and�International�

Cooperation,�2018).�south�sudan�merged�UnHCR�data�

collection�with�the�national�emIs�to�identify�schools�

at�risk.�the�General�education�strategic�plan�uses�the�

information�to�concentrate�support�in�regions�most�in�

need�(Gpe�and�UnesCO-IIep,�2016).�

plans�need�to�recognize�issues�related�to�displacement,�including�lack�of��

documents,�limited�language�proficiency,�education�interruptions�and�poverty�
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Refugees�frequently�lack�documentation,�such�as�birth�

certifcates,�school-leaving�certifcates�and�diplomas,�

which�makes�inclusion�in�national�education�systems�

more�difcult.�Constraints�on�education�in�destination�

countries�vary,�as�experienced�by�syrian�refugees.�

Until�recently,�Jordan�required�refugees�living�outside�

camps�to�register�with�the�ministry�of�Interior�and�obtain�

‘service�cards’�for�access�to�schools.�Obtaining�a�service�

card�requires�a�birth�certifcate.�Refugees�who�fed�

without�their��birth�

certifcates�or�who�

had�not�registered�

the�births�of��their��

children�during�

displacement�were�

ineligible�(Human�

Rights�Watch,�2016).�

In�a�move�towards�

greater�fexibility��

Governments�must�

protect�refugees’�right�to�

education,�no�matter��their��

identification�documents�

or�residence�status�

in�late�2016,�the�ministry�of�education�began�allowing�

public�schools�to�enrol�children�without�cards.�

In�lebanon,�syrian�refugees�could�enter�secondary�school�

if�they�could�prove�refugee�status�and�had�completed�

primary�school�in�lebanon�or�the�syrian�arab�Republic.�

many�students�fed�without�proof�of�primary�certifcates,�

making�private�school�the�only�education�option,�if�they�

could�aford�it.�since�UnHCR�was�instructed�to�stop�

registering�refugees�in�may�2015,�it�has�been�harder�

for�syrians�without�refugee�status�to�access�school�

(Dryden-peterson�et�al.,�2018).�

the�government�of�turkey�relaxed�documentation�

requirements�for�syrians�wishing�to�enrol�in�tertiary�

education�and�provided�for�the�recognition�of�secondary�

graduation�certifcates�issued�by�syrian�authorities.�

the�ministry�of�national�education�also�made�special�

dispensation�for�those�who�had�completed�grade�12�in�

teCs�to�sit�for�ministry-administered�examinations�that�

conferred�certifcates�recognized�in�turkish�university�

applications�(Yavcan�and�el-Ghali,�2017).�

 MASTERING THE LOCAL LANGUAGE IS 

NECESSARY FOR REFUGEES TO FEEL INCLUDED 

lack�of�knowledge�of�the�language�of�instruction�or�

the�classroom�language�hinders�the�ability�of�refugee�

students�to�engage,�learn�and�communicate,�and�is�a�

barrier�to�being�included�in�national�education�systems,�

especially�for�older�children�and�youth.�In�Greece,�

language�difculty�was�the�main�reason�refugee�children�

stopped�attending�formal�education�(ReaCH�and�

UnICeF,�2017).�

In�the�early�2000s�in�Uganda,�refugees�from�the�

Democratic�Republic�of�the�Congo�were�automatically�

placed�in�lower�grades�because�they�lacked�english�

profciency.�However,�those�students�had�higher�

repetition�rates�even�when�they�had�mastered�

instructional�content.�placing�older�students�in�lower�

grades�overcrowds�classrooms�where�basic�literacy�skills�

are�attained,�places�pressure�on�what�are�usually�the�least�

qualifed�teachers�and�raises�protection�risks�for�younger�

children�(Dryden-peterson,�2006).�Burundian�refugees�in�

Rwanda�faced�the�same�challenge.�International�partners�

have�supported�a�comprehensive�orientation�course�

lasting�up�to�six�months,�which�includes�english�lessons.�

students�who�reach�the�right�level�can�join�public�schools.�

the�programme�has�teacher�education�and�mentorship�

elements�and�a�community�sensitization�campaign�to�

explain�the�transition�to�public�school�(UnICeF,�2015;�

Wachiaya,�2017).�

High�income�countries�have�more�resources�to�develop�

language�skills.�Refugees�granted�asylum�in�Germany�take�

a�compulsory�integration�course�(600�hours�of�language�

and�100�hours�on�German�law,�history,�culture�and�society)�

(Bundeszentrale�für�politische�Bildung,�2018).�In�Oslo,�

children�are�ofered�initial�welcome�classes�lasting�up�to�

two�years�before�being�included�in�the�national�education�

system�at�age-appropriate�levels�(eurocities,�2017).�

too�prolonged,�such�courses�can�push�refugees�out�of�the�

education�system.�moreover,�language�needs�extend�to�

non-verbal�practices�that�enable�understanding�of�host�

country�social�norms.�these�are�not�explicitly�taught�but�

learned�through�interaction�with�natives.�this�aspect�

of�linguistic�inclusion�is�largely�ignored�in�policy�

development�(Dryden-peterson�et�al.,�2018).�
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alternative�education�programmes�help�children�whose�

education�was�interrupted�by�displacement�(save�

the�Children�et�al.,�2017).�according�to�the�accelerated�

education�Working�Group,�which�brings�together�

Un�agencies�and�international�nGOs,�accelerated�

education�is�a�‘fexible,�age-appropriate�programme,�

run�in�an�accelerated�timeframe,�which�aims�to�provide�

access�to�education�for�disadvantaged,�over-age,�

out-of-school�children�and�youth’�and�‘equivalent,�

certifed�competencies�for�basic�education�using�efective�

teaching�and�learning�approaches�that�match�their�level�

of�cognitive�maturity’�(aeWG,�2018).�

accelerated�education�programmes�are�targeted�at�

students�aged�10�to�18�who�have�missed�at�least�one�

year�of�school,�condensing�curricula�into�a�shorter�period�

and�granting�certifcation�at�the�end.�Variations�include�

catch-up�programmes�for�students�who�have�missed�

less�than�a�year�of�school�to�help�them�re-enter�formal�

education;�remedial�programmes�for�students�who�are�in�

school�but�behind�the�expected�grade�level;�and�bridging�

programmes�for�students�whose�main�barrier�to�national�

education�is�language�profciency�(shah�et�al.,�2017).�

the�norwegian�Refugee�Council�implements�an�

accelerated�learning�programme�in�Dadaab�that�

condenses�Kenya’s�eight-year�curriculum�into�four�

years.�the�programme�is�responsive�to�student�needs,�

with�multiple�entry�and�exit�points.�at�the�end�of�each�

cycle,�students�can�re-enter�the�formal�system�at�a�

grade-appropriate�level�using�an�assessment�framework�

agreed�to�by�the�ministry�of�education�and�alternative�

education�partners.�a�review�showed�that�the�programme�

had�increased�access�for�refugee�boys,�although�less�

so�for�girls�(shah,�2015).�While�international�nGOs�tend�

the�norwegian�Refugee�Council�runs��

an�accelerated�learning�programme��

in�Dadaab,�which�condenses�Kenya’s�

eight-year�curriculum�into�four�years�

to�run�these�programmes,�education�ministries�should�

factor�standardized�fexible�programmes,�and�supporting�

capacity�development�and�material�deployment�

mechanisms,�into�their�sector�plans.�

 THE COST OF EDUCATION TO THE DISPLACED 

IS NOT LIMITED TO FEES 

Fees�and�other�education�costs�can�be�particularly�high�

for�refugees,�especially�when�their�freedom�of�movement�

and�right�to�work�are�constrained.�Humanitarian�aid�

subsidizes�school�transport:�in�Jordan,�Iraq�and�turkey,�

the�International�Organization�for�migration�and�UnICeF�

introduced�a�school�bus�service,�enabling�35,000�syrian�

children�to�attend�(Kompani,�2018).�

public�education�in�lebanon�is�nominally�fee-free,�but�

registration,�uniforms,�textbooks,�transport�and�school�

meals�can�make�it�unafordable�for�refugee�families.�

the�government�piloted�min�ila�(‘to�from')�with�UnICeF�

and�the�World�Food�programme,�ofering�cash�to�primary�

school�children�enrolled�in�the�afternoon�shift�to�cover�

transport�and�compensate�households�for�forgone�

income�when�children�attend�school�instead�of�working.�

While�enrolment�was�unafected,�attendance�in�pilot�

areas�increased�by�0.5�to�0.7�days�per�week,�or�about�

20%�relative�to�the�control�group�(de�Hoop�et�al.,�2018).�

In�turkey,�the�ministry�of�Family,�labour�and�social�

services;�the�ministry�of�national�education;�the�turkish�

Red�Crescent�society;�and�UnICeF�are�extending�the�

national�conditional�cash�transfer�programme�for�

education�to�syrian�and�other�refugees�with�support�

from�the�european�Commission,�norway�and�the�

United�states.�public�school,�teC�and�accelerated�learning�

programme�students�receive�Us$8�to�Us$13�per�month,�

depending�on�gender�and�grade,�conditional�on�regular�

attendance.�In�addition,�a�one-time�payment�of�Us$22�is�

planned�for�each�child�per�semester.�as�of�July�2018,�the�

programme�had�reached�368,000�children�and�anticipates�

reaching�450,000�by�July�2019�(arik�akyuz,�2018).�

In�Costa�Rica,�an�amendment�to�the�law�in�2017�ensures�

refugees�enjoy�equal�access�to�the�social�Development�

and�Family�allowance�trust�Fund�benefts,�which�include�

education�support�(UnHCR,�2017a).�
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TEACHERS ARE THE KEY TO  

SUCCESSFUL INCLUSION 

teachers�are�sometimes�the�only�resource�available�to�

students�in�displacement�settings,�when�classroom�space�

or�learning�materials�are�in�short�supply.�Yet�including�the�

displaced�in�national�education�systems�poses�challenges�

for�teacher�recruitment�and�retention.�a�proliferation�

of�unregulated,�substandard�and�short-term�teacher�

contracts�has�a�negative�efect�on�working�conditions.�

teachers�also�need�special�training�to�develop�teaching�

strategies�to�deal�with�overcrowded,�mixed-age�or�

multilingual�classrooms,�as�well�as�the�stress�and�trauma�

linked�with�displacement.3�

 DISPLACEMENT CONTEXTS EXACERBATE 

TEACHER MANAGEMENT ISSUES 

the�diversity�of�teacher�profles�and�qualifcations�in�

displacement�settings�has�important�implications�for�

teacher�management.�Displacement�intensifes�the�usual�

pressures�on�teacher�management�systems�in�terms�

of�availability,�fnancing�and�planning.�Coordination�of�

teacher�recruitment,�compensation�and�development�

is�often�further�compromised�in�fragile�contexts,�where�

multiple�humanitarian�and�development�aid�agencies�

operate�under�diferent�rules�(Kirk�and�Winthrop,�2013).�

Teacher shortages intensify in displacement contexts 

Global�data�on�teachers�in�refugee�education�are�not�

available.�mass�shortages,�especially�of�qualifed�teachers,�

3.�� this�section�is�based�on�mendenhall�et�al.�(2018).�

teachers�need�special�training�to�develop�

strategies�to�deal�with�overcrowded,�

mixed-age�or�multilingual�classrooms�

exist�across�displacement�settings,�both�at�the�onset��

of�crises�and�in�cases�of�protracted�displacement.�In�

turkey,�it�is�estimated�that�80,000�additional�teachers�

would�be�needed�if�all�school-age�syrians�were�to�

enrol�(sirkeci,�2017).�exacerbating�the�low�availability�of�

teachers�are�low�levels�of�education�among�afected�

populations,�remoteness�and�vulnerability�of�many�

teaching�posts,�language�of�instruction�issues,�denial�of�

refugees’�right�to�work,�and�non-recognition�of�refugee�

teacher�qualifcations�(mendenhall�et�al.,�2018).�

the�German�education�staf�union,�Gewerkschaft�

erziehung�und�Wissenschaft,�estimates�that�an�additional�

18,000�educators�and�24,000�teachers�are�needed,�at�an�

estimated�cost�of�eUR�3�billion�extra�per�year�(Vogel�

and�stock,�2017).�shortages�have�led�to�a�proliferation�

of�contract�or�voluntary�teachers,�who�have�variable�

qualifcations,�typically�work�on�short-term�arrangements�

with�no�job�security�and�earn�signifcantly�less�than�their�

counterparts�in�the�national�service.�Retired�teachers�

have�been�recalled,�and�‘lateral�entrants’�(teachers�with�

university�degrees�but�without�teacher�qualifcations)�

have�also�been�used�to�fll�the�gaps�(strauss,�2016;��

Vogel�and�stock,�2017).�
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To fill the teacher gap caused by the large-scale influx of refugees: 

Germany needs 
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80,000 
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Female�teachers�are�particularly�under-represented�in�displacement�settings,�largely�due�to�

safety�considerations�and�cultural�practices�

Uganda�will�require�an�extra�7,000�primary�school�

teachers�for�refugee�education,�according�to�its�education�

sector�plan�(Uganda�ministry�of�education�and�sports,�

2018).�payroll�allocations�per�district�would�need�to�

be�revised�to�deploy�more�teachers;�according�to�one�

estimate,�the�cost�of�primary�teacher�salaries�in�Uganda’s�

refugee�settlements�would�be�Us$15�million�over�the�next�

three�years.�an�additional�issue�is�that�south�sudanese�

refugee�teacher�qualifcations�remain�unrecognized,�even�

though�many�serve�as�classroom�assistants�(save�the�

Children,�2017).�

Female�teachers�are�particularly�under-represented�

in�displacement�settings,�largely�due�to�safety�

considerations�and�cultural�practices�biased�against�

women�(Reeves�Ring�and�West,�2015).�the�share�of�female�

primary�teachers�was�13%�in�Dadaab�camp,�Kenya,�in�2016�

and�18%�at�Dollo�ado�camp,�ethiopia,�in�2014�(UnHCR,�

2015c;�Women�educational�Researchers�of�Kenya,�2017).�

the�difculty�of�recruiting�qualifed�female�teachers�

is�compounded�by�an�inability�to�retain�them�in�areas�

experiencing�violence.�In�pakistan,�female�teachers�

displaced�by�violence�were�hesitant�to�return�to�work,�

fearing�for�their�security�where�militant�groups�target�

schools�(Ferris�and�Winthrop,�2011).�

 

Compensating teachers in displacement situations 

is challenging 

equitable�and�predictable�teacher�compensation�

underpins�sufcient�teacher�supply,�recruitment,�

retention,�motivation�and�well-being.�It�poses�a�critical�

challenge�for�national�teacher�services,�whose�budgets�

are�already�stretched,�as�well�as�for�humanitarian�

partners�whose�short-term,�emergency�funding�cycles�

are�incompatible�with�the�recurring�costs�of�teacher�

salaries�(Inee,�2009).�lack�of�sufcient�resources�to�pay�

teachers,�weak�auditing�mechanisms�to�track�teacher�pay,�

destruction�of�payroll�and�teacher�qualifcations�records,�

and�poorly�maintained�teacher�management�systems�are�

common�problems�(Dolan�et�al.,�2012).�

Volunteer�teachers�often�receive�small�stipends�or�

incentives�because�of�legal�restrictions�on�employment.�

Incentive�payment�scales�typically�do�not�account�for�

qualifcations,�experience�and�cost�of�living.�In�camps,�

teachers�may�earn�the�same�as�unskilled�workers�in�less�

demanding�jobs�(mendenhall�et�al.,�2018).�teacher�salaries�

often�need�to�be�supplemented�by�monetary�or�

non-monetary�community�initiatives�(Reeves�Ring�and�

West,�2015).�sharp�disparities�between�payment�of�

national�and�refugee�teachers�can�cause�tension.�

  MANY TEACHERS IN DISPLACEMENT SETTINGS 

LACK FORMAL TRAINING 

teachers�in�displacement�contexts�require�tailored�

professional�development�to�address�circumstances�

such�as�their�students’�fragmented�education�histories�

and�the�trauma�caused�by�confict,�displacement�and�

resettlement.�Instead,�they�often�teach�in�challenging�

conditions,�with�limited,�sporadic�support.�In�lebanon,�

55%�of�teachers�and�staf�had�participated�in�professional�

development�in�the�previous�two�years,�even�though�the�

presence�of�refugee�children�afected�their�daily�teaching�

(eI,�2017).�

In�many�crisis�contexts,�individuals�from�the�community,�

with�at�most�a�secondary�certifcate�and�only�their�own�

education�experiences�to�draw�on,�may�be�recruited�to�

teach.�their�entry�into�the�teaching�profession�is�often�

sudden�and�unforeseen,�their�desire�to�remain�teachers�

tentative�and�their�confdence�to�perform�their�duties�

low.�Yet�they�may�have�

other��valuable�traits�to�

contribute,�such�as�shared�

cultural�understanding�

with�their�learners�(Kirk�and�

Winthrop,�2013).�What�they�

need�is�appropriate�training�

for��the�circumstances,�as�

seen�in�Kenya’s�Kakuma�

73%�of�primary�

teachers�in�Kenya’s�

Kakuma�camp�are�

uncertified�

camp,�where�73%�of�

primary�teachers�are�uncertifed�(mendenhall�et�al.,�2018)�

(Box 4.10).�

educators�have�to�manage�multilingual�classrooms.��

In�Uganda,�instructional�content�is�translated��

within�the�classroom,�slowing�the�teaching�process�

(Dryden-peterson,�2015).�In�turkey,�teachers�appointed��

by�the�education�ministry�do�not�have�the�training�to�

teach�turkish�to�foreigners�(Coşkun�and�emin,�2016).�

european�Union-funded�30-hour�orientation�training��
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In�response�to�protracted�crises�in�the�region,�Chad�upscaled�refugee�teachers’�

qualifications�so�that�they�could�be�fully�certified�and�work�in�public�schools�

has�since�been�provided�to�6,200�contract�and�

8,800�public�school�teachers,�covering�areas�including�

confict�management,�teaching�methodologies,�guidance�

and�counselling�skills�(mendenhall�et�al.,�2018).�

In�high�income�countries,�such�as�Germany,�Italy,�spain�

and�sweden,�teachers�may�be�trained�and�certifed�but�

need�new�skills�to�address�the�needs�of�refugees�(Bunar�

et�al.,�2018).�education�policy�in�Germany�is�decentralized�

across�the�16�states,�and�refugee-specifc�responses�

vary�among�them,�depending�on�the�refugee�caseload,�

experience�with�migrant�students�and�local�policy�

orientation.�states�have�made�defnite,�if�mixed,�progress�

in�preparing�teachers�for�language�support.�Between�2012�

and�2015,�10�states�began�providing�explicit�content�for�

language�support,�although�only�6�had�made�language�

support�pedagogy�mandatory�by�2017�(Baumann,�2017).�

4 

BOX 4.10:   

Alternative approaches prepare underqualified primary teachers in Kakuma camp, Kenya 

Multiple approaches are used to support teachers in Kakuma,  

one of the world’s largest refugee camps. A formal approach is the 

teaching diploma and certificate programmes offered to refugees 

by Masinde Muliro University of Science and Technology, 

in partnership with UNHCR and the Lutheran World Federation. 

One academic programme confers a diploma in primary education, 

which refugee students (mostly full-time primary teachers) 

complete over the course of a year. The programme consists of 

foundational courses (e.g. curriculum studies) and subject-specific 

courses (e.g. social studies, science, life skills and peace education) 

(Mendenhall et al., 2018). 

The Training Pack for Primary School Teachers in Crisis Contexts, 

an open-source course developed by the Inter-Agency Network 

for Education in Emergencies’ Teachers in Crisis Contexts Sub-

Working Group, is a non-formal approach. It builds basic teaching 

skills for unqualified or underqualified teachers recruited to teach in 

emergency settings. The training materials cover the teacher’s role 

and well-being; child protection, well-being and inclusion; pedagogy; 

and curriculum and planning (INEE, 2017). A complementary coaching 

pack proposes a peer-to-peer approach through which teachers can 

seek support from one another, brainstorm solutions, set goals and 

celebrate their successes (Mendenhall et al., 2018). 

A team from Teachers College at Columbia University applied 

the pack in Kakuma, where over 80% of teachers are refugees. 

Until recently, newly recruited teachers, who had just finished 

secondary education, received little if any training. The team added 

a mobile mentoring component to help camp teachers connect 

with trained teachers and passionate educators around the world 

via WhatsApp. Teachers participated in a training workshop, peer 

coaching support through group discussions and classroom visits, 

and four to six months of mobile mentoring. Nearly 90% of primary 

teachers in Kakuma and the new Kalobeyei settlement nearby have 

been trained, alongside 30 national teachers (Mendenhall et al., 2018). 

However, the pack is not yet recognized or certified by the Kenyan 

education authorities. Moreover, coordination remains a persistent 

challenge, with multiple organizations working on similar professional 

development activities, leading to sporadic and discontinuous 

training experiences (Mendenhall et al., 2018). 

 

 

 

SOME COUNTRIES HELP REFUGEE TEACHERS 

GET CERTIFICATION AND RE‑ENTER 

THE PROFESSION 

One�solution�to�address�teacher�shortages�in�

displacement�contexts�is�to�include�refugee�teachers�

in�national�training�programmes.�Refugee�teachers�are�

generally�excluded:�they�may�be�denied�the�right�to�work�

or�strict�professional�regulations�may�prevent�them�from�

legally�joining�the�national�teaching�force.�even�when�

retraining�is�possible,�it�is�often�lengthy�and�costly,�

requiring�full-time�study�(mendenhall�et�al.,�2018).�

Chad�boasts�one�of�the�most�promising�examples�of�

professional�pathways�for�refugee�teachers.�In�response�

to�the�protracted�crises�in�the�Central�african�Republic�

and�sudan,�the�government,�with�support�from�national�

and�international�organizations,�made�refugee�schools�
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In�the�syrian�arab�Republic,�73%�of�teachers�had�no�training�in�

providing�psychosocial�support�for�children�in�their�classrooms�

use�a�Chadian�curriculum;�deployed�more�Chadian�

teachers�to�refugee�camps�to�teach�French,�civics�and�

geography;�and�upscaled�refugee�teachers’�qualifcations�

so�that�they�now�have�opportunities�to�be�fully�certifed�

by�the�Chadian�education�authorities�and�work�in�Chad’s�

public�schools�(UnHCR,�2015a).�

From�2012�to�2014,�98�refugee�teachers�from�the�

Central�african�Republic�participated�in�certifed�training�

through�the�Doba�training�College.�From�2012�to�2016,�

341�sudanese�refugee�teachers�were�also�certifed�by�the�

abéché�Bilingual�teacher�training�College�after�a�two-year�

teacher�education�course�ofered�during�the�summer�

months.�additional�cohorts�of�sudanese�teachers�are�

undergoing�training,�and�a�few�teachers�in�Djabal�camp�

are�working�as�temporary�teachers�in�Chadian�schools.�

the�governments�of�Chad�and�sudan�signed�a�joint�

agreement�with�UnesCO,�UnICeF�and�UnHCR�to�ensure�

that�certifcation�and�equivalency�are�recognized�when�

sudanese�teachers�return�home�(mendenhall�et�al.,�2018).�

there�are�also�initiatives�in�high�income�countries.�

the�Refugee�teacher�programme,�by�the�University�of�

potsdam�in�Germany,�enables�syrian�and�other�refugee�

teachers�to�return�to�the�classroom,�where�they�can�act�

as�bridge-builders�for�new�arrivals�in�German�schools.�

the�programme�supports�Germany’s�eforts�to�integrate�

refugees�and�asylum-seekers�into�the�workforce.�

the�11-month�course�consists�of�several�months�of�

intensive�German�language�and�teacher�education�and�

classroom�practice�in�school.�the�university�received�

more�than�700�applications�for�25�places�and�plans�

to�expand�access�(mendenhall�et�al.,�2018;�potsdam�

University,�2017).�In�sweden,�teachers’�unions�created�

a�guide�for�newly�arrived�teachers�who�want�to�stay�

in�the�profession.�It�explains�the�teaching�standards�in�

the�country�and�provides�information�about�relevant�

government�agencies�(Bunar�et�al.,�2018).�

  TEACHERS NEED SUPPORT TO RESPOND TO 

LEARNERS WITH TRAUMATIC EXPERIENCES 

Displaced�learners�have�often�had�traumatic�experiences�

of�violence�and�confict.�studies�in�high�income�countries�

have�reported�post-traumatic�stress�disorder�prevalence�

rates�ranging�from�10%�to�25%;�in�low�and�middle�income�

countries,�rates�as�high�as�75%�have�been�reported�

(Fazel,�2018).�a�review�of�34�studies�on�refugee�learning�

found�that,�in�addition�to�the�displacement�trauma,�

learners�face�several�risk�factors�in�their�new�learning�

environments,�including�parental�misunderstanding�

of�education�expectations,�stereotyping�and�low�

expectations�by�teachers,�bullying,�and�discrimination�

by�staf�or�peers.�these�experiences�can�result�in�mental�

health�problems�and�disruptive�behaviour,�which�hamper�

teaching�and�learning�(Graham�et�al.,�2016).�

In�the�absence�of�accessible�mental�health�services�for�

children,�schools�may�often�provide�the�only�access�to�

such�services.�Reviews�of�school-based�mental�health�

interventions�for�refugee�and�asylum-seeking�children�

diferentiate�between�two�types�of�intervention:�

those�based�on�creative�expression�through�art,�music�or�

drama�to�help�students�develop�social-emotional�skills,�

and�cognitive�behavioural�therapy,�which�can�deal�with�

past�experiences,�for�instance�through�verbal�processing,�

or�with�current�and�future�challenges,�for�instance�through�

self-soothing.�Cognitive�behavioural�therapy�techniques�

appear�to�have�had�positive�therapeutic�efects�(sullivan�

and�simonson,�2016;�tyrer�and�Fazel,�2014).�

However,�the�evidence�is�sparse�and�mainly�comes�from�

high�income�countries.�moreover,�such�interventions�

require�specially�trained�therapists�and�are�beyond�

teachers’�skills�and�responsibilities�(sullivan�and�

simonson,�2016).�In�most�cases,�teachers�lack�trauma�

and�mental�health�training.�In�the�syrian�arab�Republic,�

73%�of�teachers�surveyed�by�the�assistance�Coordination�

Unit,�an�nGO,�had�no�training�in�providing�psychosocial�

support�for�children�in�their�classrooms,�let�alone�self-care�

(mendenhall�et�al.,�2018).�

the�Guidelines�on�mental�Health�and�psychosocial�

support�in�emergency�settings�recommend�that�teachers�

can�provide�psychosocial�support�by�creating�a�safe�and�

supportive�environment�through�their�interactions�and�

specifc,�structured�psychosocial�activities�(IasC,�2007).�

teachers�can�maintain�relationships�with�students�and�
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their�families,�learn�their�histories,�observe�student�

behaviour�for�signs�of�distress�and�seek�help�from�

specialized�personnel,�such�as�trauma-trained�school�

psychologists�(sullivan�and�simonson,�2016).�For�that,�

they�need�continuous�professional�development,�for�

instance�in�constructive�classroom�management�or�use�of�

referral�mechanisms.�they�should�not,�however,�attempt�

to�conduct�therapy�with�students�(IasC,�2007).�

teachers�who�work�in�very�challenging�and�stressful�

environments�need�extra�support�themselves�to�deal�

with�difcult�working�conditions.�evidence�on�these�needs�

remains�very�limited�(Burde�et�al.,�2015).�

CONFLICT HAS SEVERE NEGATIVE  

IMPACTS ON THE EDUCATION OF  

THE INTERNALLY DISPLACED 

the�Un�Guiding�principles�on�Internal�Displacement�

state�that�everyone�has�the�right�to�education�and�

that�‘the�authorities�concerned�shall�ensure�that�such�

persons,�in�particular�displaced�children,�receive�education�

which�shall�be�free�and�compulsory�at�the�primary�level.�

education�should�respect�their�cultural�identity,�language�

and�religion’�(UnHCR,�1998).�However,�many�displacement�

crises�occur�in�some�of�the�poorest�countries,�which�have�

limited�capacity,�and�result�from�conficts�with�political�

dimensions.�these�factors�hamper�both�recognition�of�

the�problem�and�coordination�in�delivering�education.�

the�Kampala�Convention�(formally,�the�african�Union�

Convention�for�the�protection�and�assistance�of�

Internally�Displaced�persons�in�africa)�has�been�one�of�the�

strongest�attempts�to�recognize�IDp�rights.�Ratifed�by�27�

out�of�55�countries�as�of�June�2017�(african�Union,�2017),�

it�states�that�education�must�be�provided�to�IDps�‘to�

the�fullest�extent�practicable�and�with�the�least�possible�

delay’�(art.�9)�(african�Union,�2012).�However,�an�analysis�

of�its�implementation�noted�that�states�often�lacked�the�

human�and�fnancial�capacity�to�fulfl�their�protection�

obligations.�as�a�result,�IDps�often�relied�on�international�

humanitarian�assistance�(ICRC,�2016).�

 IDPS AND REFUGEES FACE SIMILAR 

EDUCATION CHALLENGES 

In�many�cases,�the�legal,�education�and�administrative�

responses�to�IDp�education�are�similar�to�those�

afecting�refugees.�

Colombia�has�the�world’s�second-largest�population�of�

IDps:�6.5�million�in�2017.�Displacement�continued�despite�

the�peace�process�begun�in�2012.�In�2015,�among�the�

11%�of�people�who�had�migrated�internally�during�

the�previous�fve�years,�6%�cited�violence�as�the�main�

reason.�the�proportion�exceeded�10%�in�the�Cauca,�

Chocó,�putumayo�and�Valle�del�Cauca�departments�

(Colombia�ministry�of�Health�and�social�protection�and�

profamilia,�2017).�During�the�frst�six�months�of�2018,�

about�45,000�students�and�more�than�2,000�teachers�

were�forced�to�suspend�classes�following�clashes�between�

armed�groups�in�the�norte�del�santander�department�

(norwegian�Refugee�Council,�2018).�the�government�has�

focused�on�the�legal�framework�to�protect�IDps.�In�2002,�

the�Constitutional�Court�instructed�municipal�education�

authorities�to�treat�displaced�children�preferentially�in�

terms�of�access�to�education.�In�2004,�after�more�than�

100�petitions,�the�court�further�declared�that�IDps’�

fundamental�rights,�including�to�education,�were�being�

violated�(espinosa,�2009).�While�the�legal�framework�

facilitates�identifying�IDps,�doing�so�in�practice�is�difcult�

in�urban�areas�(IDmC,�2015).�

Displacement�interrupts�the�education�of�many�

children�and�adolescents,�who�need�support�to�

re-enter�the�system.�afghanistan�had�1.3�million�IDps�

in�2017.�Children�in�Crisis,�an�nGO,�has�implemented�a�

community-based�accelerated�education�programme�to�

help�out-of-school�IDps�in�informal�settlements�in�and�

around�Kabul�to�complete�grade�6�and�transition�into�

the�formal�education�system.�However,�the�programme�

has�been�constrained�by�government�requirements�

for��alignment�with�

the�community-based�

education�policy,�which�

is�quite�prescriptive�on�

matters�of�timetabling,�

curriculum�and�rate�of��

acceleration�(Ghafar-

Kucher,�2018).�

Internally�displaced�

teachers�face�risks�

and�administrative�

hurdles�that�make�

collecting�salaries�

virtually�impossible� Internally�displaced�

teachers�also�face�

challenges.�they��often�

continue�under�home�district�management,�leading�to�

risks�and�administrative�hurdles�that�make�collecting�

salaries�virtually�impossible.�the�government�of�the�

syrian�arab�Republic�requires�teachers�to�return�to�

government-controlled�areas�to�collect�their�salaries�

every�month;�teachers�report�that�colleagues�making�
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the�journey�have�been�arrested�or�detained,�deterring�

others�from�attempting�(aCU,�2017).�

In�Iraq,�local�authorities�in�the�governorate�of�origin�run�

IDp�schools.�many�teachers�in�IDp�schools�managed�in�

the�ninewa�governorate,�for�instance,�had�not�received�

their�salaries�in�months�(Dorcas,�2016).�In�many�cases,�

diferent�education�partners�ofer�diferent�stipends,�

depending�on�their�budgets,�causing�tension�between�

partners�and�teachers.�In�Iraq,�44�partners�provide�

services�across�15�governorates�and�support�around�

5,200�teachers�with�stipends�or�incentives�(education�

Cluster,�2018).�poor�coordination�among�partners�has�led�

to�service�gaps,�pay�disparity�among�teacher�categories�

and�tension�among�partners.�the�education�Cluster�in�

erbil�recently�brought�partners�together�to�agree�on�

a�coordinated�incentive�scale,�with�standard�rates�for�

teachers�and�other�types�of�workers�(mendenhall�et�

al.,�2018).�

NATURAL DISASTERS AND CLIMATE  

CHANGE REQUIRE EDUCATION  

SYSTEMS TO BE PREPARED AND  

RESPONSIVE 

natural�disasters,�such�as�earthquakes�or�typhoons,��

place�education�systems�at�risk�of�loss�of�life,�

infrastructure�damage�and�displacement,�among��

other�threats.�ensuring�that�education�sector�plans�take�

such�risks�into�account�can�reduce�potential�impacts.�

Government�capacity�to�do�so�should�be�strengthened��

at�all�levels�so�that�education�services�are�as�little�

disrupted�as�possible�during�all�phases,�from�emergency�

response�to�recovery.�

In�2017,�the�United�nations�Ofce�for�International�

strategy�for�Disaster�Reduction�and�the�Global�alliance�

for�Disaster�Risk�Reduction�and�Resilience�in�the�

education�sector�launched�their�updated�Comprehensive�

the�three�pillars�of��the�Comprehensive�

school�safety�framework�are�safe�

learning�facilities,�school�disaster��

management,�and�risk�reduction�and�

resilience�education�

CHAPTER 4 �|�Displacement�

school�safety�framework.�Its�three�pillars�are�safe�

learning�facilities,�school�disaster�management,�and�risk�

reduction�and�resilience�education.�at�the�intersection�

of�the�three�are�multihazard�risk�assessment,�education�

sector�analysis,�and�child-centred�assessment�and�

planning�(UnIsDR�and�GaDRRRes,�2017).�

In�Bangladesh,�a�component�of�the�third�primary�

education�Development�program�focuses�on�

emergencies,�in�recognition�of�the�disaster�risks�

facing�the�country.�Its�purpose�is�to�carry�out�a�

recommendation�from�the�2011�local�Consultative�

Group�for�Disaster�emergency�Response:�to�develop�

a�‘framework�to�guide�integration�of�Disaster�Risk�

Reduction�and�education�in�emergencies�into�sector�

planning�and�implementation’�(Bangladesh�ministry�

of�primary�and�mass�education,�2015).�

many�pacifc�island�nations�recognize�climate�change�

as�a�cause�of�increasing�natural�disaster�risk�and�plan�

education�accordingly.�In�2011,�the�solomon�Islands�

issued�its�policy�statement�and�Guidelines�for�Disaster�

preparedness�and�education�in�emergency�situations.�

the�objective�is�for�students�to�continue�to�access�

safe�learning�environments�before,�during�and�after�

an�emergency,�ensuring�that�all�schools�identify�

temporary�learning�and�teaching�spaces.�to�maintain�

education�quality,�all�teachers�in�afected�areas�should�

be�trained�in�psychosocial�strategies�within�two�months�

of�the�disaster,�and�psychosocial�activities�should�be�

introduced�in�all�temporary�learning�spaces�and�schools�

within�six�weeks�(solomon�Islands�ministry�of�education�

and�Human�Resources�Division,�2011).�the�education�

strategic�Framework�2016–2030�suggests�that�the�

curriculum�should�introduce�‘awareness�about�climate,�

environmental,�disaster,�social�cohesion�and�social�

protection�risk�management�to�promote�adaptation,�

sustainability,�resilience�and�inclusion/equity’�(solomon�

Islands�ministry�of�education�and�Human�Resources�

Division,�2016).�

Within�a�few�decades,�climate�could�be�a�main�reason�

for�displacement.�‘environmental�refugee’�or�‘climate�

refugee’�defne�any�individuals�leaving�their�homes�due�

to�climate�change�efects,�such�as�sea�level�rise,�drought�

or�desertifcation,�although�the�terms�do�not�yet�carry�

legal�implications.�

to�reduce�their�vulnerability�to�climate�change,�

some�countries�are�already�considering�policy�responses.�

the�‘migration�with�dignity’�policy�is�part�of�the�
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government�of�Kiribati’s�long-term�nationwide�relocation�

strategy.�It�aims�to�raise�the�population’s�qualifcations,�

giving�them�tools�to�access�decent�work�opportunities�

abroad,�especially�in�potential�host�countries�with��

ageing�populations,�such�as�australia,�Japan�or�

new�Zealand,�where�there�will�be�a�need�for�skilled�

workers.�the�aUD$21�million�Kiribati-australia�nurses�

Initiative�(2006–2014)�ofered�Kiribati�students�

scholarships�to�acquire�skills�and�experience�at�Grifth�

University�in�Brisbane,�australia,�as�well�as�training�

opportunities�for�nurses�in�Kiribati,�and�provided�

programme�support�for�the�Kiribati�school�of�nursing.��

a�review�of�the�programme�found�low�cost-efectiveness�

and�suggested�broadening�the�range�of�occupations��

and�the�countries�covered�(shaw,�2014).�

CONCLUSION 

In�recent�years,�the�number�of�displaced�people�and�

the�average�duration�of�displacement�have�increased,�

reaching�the�highest�levels�since�the�second�World�

War.�these�trends�have�forced�a�radical�rethink�of�how�

best�to�deliver�education�to�afected�populations.�

a�key�lesson�for�refugees�specifcally�is�abandoning�the�

response�of�placing�them�in�separate�schools,�a�solution�

proven�unsustainable:�It�excludes�them�from�both�host�

communities�and�sustainable�livelihood�opportunities.�

ensuring�inclusion,�however,�is�not�straightforward�and�

can�be�afected�by�geography,�history,�resources�and�

capacity.�It�requires�governments�exert�considerable�

eforts�to�coordinate�authorities,�unify�procedures�

(from�data�collection�to�teacher�payroll),�engage�refugee�

and�host�communities�and�design�programmes�that�allow�

children�and�youth�whose�education�has�been�interrupted�

or�who�cannot�speak�the�language�of�instruction�to�

re-enter�the�education�system�at�an�appropriate�level.�

Further�complications�arise�for�IDps�and�those�afected�

by�natural�disasters.�

Responses�are�complex�to�plan�and�implement,�and�the�

role�of�international�partners�is,�therefore,�crucial.�

they�have�supported�countries�in�overcoming�challenges,�

from�preparing�teachers�to�lowering�cost�barriers�for�

refugee�families.�However,�they�too�have�a�record�of�

inefciency,�especially�in�bridging�short-term�emergency�

responses�with�long-term,�development-oriented�

planning�and�support.�the�new�York�Declaration,�

Comprehensive�Refugee�Response�Framework�and�Global�

Compact�on�Refugees�commitments�move�policy�in�this�

right�direction.�

education�for�refugee�and�displaced�children�and�youth�

is�critical�to�restore�a�sense�of�normalcy,�but�sharing�

host�curricula,�textbooks,�teachers�and�infrastructure�

is�only�a�frst�step�towards�inclusion�from�a�social�and�

cultural�perspective.�Direct�contact�alone�will�build�neither�

belonging�nor�social�cohesion.�this�is�only�possible�

through�full�inclusion�in�society,�starting�with�education�

(Chapter 5).�
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‘I�love�school,�efcharisto!’�says�7-year-old�

Roham�from�Tehran,�moments�before�

taking�the�bus�to�the�primary�school.�
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55 

Diversity�

It is the inherent duty of a school to challenge students’ perceptions 

through exposure and experience. Education is uniquely positioned 

to positively impact perception and acceptance of newcomers to 

our communities. Education equips students with the skills to think 

critically and to be open to diferent ways of thinking, being and doing. 

Communities that embrace culturally responsive education are more 

welcoming, more connected and, ultimately, safer. 

Mandy�Manning,�English�language�development�educator,�

2018�National�Teacher�of�the�Year�in�the�United�States�

Education and tolerance, with a child rights-based approach, go hand 

in hand. This chapter is an unequivocal and timely push for improved 

teacher education to prepare them for diversity, currently available in 

only a few countries. This is critical to ensure that the cultures of refugees, 

migrants and all marginalized groups are acknowledged and valued. 

David�Edwards,�General�Secretary�of�Education�International�
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K E Y M E S SAG E S  

Education�shapes�attitudes�towards�immigrants�and�refugees�by�providing�critical�skills�to�enable�

engagement�with�different�cultures.�It�also�provides�an�opportunity�for�students�to�engage�with�

immigrants�and�refugees�in�school�and�challenge�their�own�stereotypes.�

Immigrants�and�refugees�can�suffer�from�prejudice�and�discrimination�in�school,�which�hampers�

their�learning.�In�the�United�States,�children�from�non-English-speaking�households�are�often�

misdiagnosed�as�having�special�education�needs.�

Public�attitudes�can�affect�migrants’�and�refugees’�sense�of�belonging.�Research�in�the�

United�Kingdom�showed�that�recognition�by�native�peers�motivated�refugee�and�asylum-seeking�

adolescents�to�study�harder.�

The�more�educated�have�more�positive�attitudes�towards�immigration.�In�countries�taking�part�

in�the�2017�Migration�Acceptance�Index�survey,�53%�of�those�with�tertiary�education�wanted�

the�level�of�immigration�to�stay�the�same�or�increase�in�their�country,�compared�with�46%�of�

those�who�had�completed�secondary�and�39%�of�those�with�primary�education�or�less.�

Curricula�and�textbooks�increasingly�reflect�migration-related�issues�and�recognize�other�

cultures.�Among�21�high�income�countries,�only�Australia�and�Canada�included�multiculturalism�

in�curricula�in�1980.�By�2010,�it�was�fully�integrated�in�Finland,�Ireland,�New�Zealand�and�Sweden�

as�well,�and�somewhat�on�the�agenda�in�over�two-thirds�of�the�countries.�

Critical�thinking�skills�and�room�to�explore�sensitive�issues�in�an�inclusive�and�non-discriminatory�

way�can�help�break�down�cultural�barriers.�Generation�Global,�a�safe�online�space�for�interaction�

among�individuals�from�different�cultures,�which�reached�over�230,000�students�in�20�countries,�

had�a�positive�impact�on�student�open-mindedness�to�others.�

Teachers�often�feel�they�lack�support�and�are�ill-prepared�to�teach�in�diverse,�multilingual,�

multicultural�classrooms�and�to�provide�psychosocial�support.�In�six�European�countries,�

52%�of�teachers�felt�they�had�insufficient�support�for�managing�diversity.�

Diversity�of�teachers�is�associated�with�minority�students’�achievement,�self-esteem�and�

sense�of�safety.�Yet�in�France,�only�individuals�with�French,�EU�or�European�Economic�Area�

nationality�can�take�teaching�examinations.�

Awareness-raising�about�migration�and�displacement�can�bridge�cultural�differences�in�societies.�

There�Is�a�Place�for�Everyone,�an�awareness�campaign�in�São�Paulo,�Brazil,�promoted�the�rights�

of�immigrants.�
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Immigrants�and�refugees�are�subject�to�stereotypes,�prejudice��

and�discrimination�................................................................................................................... 79�

education�infuences�attitudes�towards�immigrants�and�refugees�................82�

Inclusion�should�be�at�the�centre�of�education�policies�and�systems�............84�

Non-formal�education�is�a�critical�but�neglected�aspect�of�building��

resilient�societies�.......................................................................................................................91�

Conclusion�...................................................................................................................................93�

M
igration�and�displacement�can�challenge�

education�systems.�At�the�same�time,�education�

plays�a�critical�role�in�shaping�the�experience�of�both�

in�at�least�three�respects.�Good-quality�education�

can�help�immigrants�and�refugees�adjust�to�new��

environments,�reducing�the�psychological�toll�of�change�

and�strengthening�their�sense�of�belonging�in�the�

host�community.�

An�education�that�

includes�the�historical�

and�contemporary�

dimensions�of�migration�

and�displacement�

can�infuence�

native�students’�

perceptions�and�help�

them�appreciate�

commonalities�and�

value�diferences.�

Formal�and�non-formal�

education�can�increase�

public�understanding,�amending�discriminatory�attitudes�

and�increasing�social�openness,�tolerance�and�resilience.�

re-examine�what�

and�how�education�is�

being�taught�to�build�

inclusive�societies�

and�help�people�live�

together,�not�just�

be�toler� ant�

education�that�values�diversity�is�important�for�all�

countries,�no�matter�their�migration�history�or�present�

circumstances.�education’s�role�and�responsibility�go�

beyond�building�tolerant�societies,�which�may�passively�

accept�but�not�necessarily�embrace�diferences,�to�

building�inclusive�societies�that�appreciate�and�respect�

diferences�and�provide�high-quality�education�for�all.�

education’s�transformative�functions�require�change�

on�all�levels,�from�individual�students�and�teachers�to�

national�policy�frameworks.�Curricula�and�textbooks�need�

to�be�adapted,�and�education�systems�need�to�invest�

heavily�in�preparing�teachers�to�address�diversity,�both�

to�facilitate�individual�learning�and�to�foster�a�welcoming�

and�more�understanding�community.�

this�chapter�discusses�immigrants’�and�refugees’�

vulnerability�to�social�bias�and�exclusion,�and�education’s�

role�in�shaping�attitudes�on�migration.�Higher�levels�of�

educational�attainment�can�promote�appreciation�of�

migrants’�positive�contributions�and�reduce�anxiety�

about�the�consequences�of�migration.�education�systems�

adopt�various�approaches�to�inclusion,�and�their�success�

supports�migrants’�and�refugees’�identities,�self-

confdence�and�sense�of�belonging.�education�policies�

should�strive�to�facilitate�inclusive,�human�rights-based�

pedagogy�delivered�consistently�across�education�levels�

and�through�diverse�modalities.�

IMMIGRANTS AND REFUGEES  

ARE SUBJECT  TO STEREOTYPES,  

PREJUDICE AND DISCRIMINATION 

vast�diferences�in�historical,�cultural�and�socio-economic�

contexts�make�it�difcult�to�compare�immigrants’�and�

refugees’�situations�across�countries,�but�several�analyses�

demonstrate�that�host�populations�are�not�always�

positively�disposed�towards�immigrants�and�refugees.�
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In�a�globalized�world,�where�interacting�with�people�of�

diverse�backgrounds�is�increasingly�the�norm,�many�still�

evaluate�others�based�on�perceptions�of�group�identity�

rather�than�on�personal�qualities.�this�puts�immigrants�

and�refugees�at�risk�of�discrimination�and�exclusion,�and�

of�being�seen�in�stereotypical�or�prejudiced�ways�(Box�5.1).�

BOX 5.1 :   

 

Stereotypes, prejudices and discrimination affect immigrants 

and refugees 

Stereotypes�are�beliefs�about�individuals�or�groups�that�are�often�overgeneralized,�

inaccurate�and�resistant�to�change.�For�instance,�teachers�might�have�stereotypical�views�of�

how�immigrants�from�certain�countries�look�or�behave�and�expect�all�individuals�with�such�

backgrounds�to�act�and�behave�the�same�way,�without�any�knowledge�of�them.�

Prejudice�broadly�refers�to�unjustifiable�negative�evaluations�of�and�feelings�towards�a�

group�and�its�individual�members.�For�instance,�parents�of�non-migrant�children�may�feel,�

without�evidence,�that�immigrant�or�refugee�students�are�slow�to�learn�and�threaten�their�

children’s�progress.�

Discrimination,�on�the�other�hand,�denotes�unjustifiable�negative�behaviour�towards�a�group�

or�its�members.�This�can�happen�at�the�individual�level,�as�when�peers�never�pick�immigrant�

or�refugee�students�as�teammates,�or�the�institutional�level,�when�policies�block�immigrant�or�

refugee�access�to�school�by�making�immigrant�registration�a�condition�of�enrolment.�

These�concepts�have�evolved�over�time.�Some�researchers�use�‘modern’�prejudice�and�

discrimination�to�describe�attitudes�and�behaviours�that�are�biased�but�can�be�unexamined,�

unconscious�and�relatively�ambivalent,�as�opposed�to�outright�hostile,�overt�prejudice�or�

discrimination�(Cunningham�et�al.,�2004;�Lin�et�al.,�2005).�Both�forms�coexist�in�today’s�

societies�(Swim�et�al.,�2003)�and�are�commonly�called�racism�when�racially�based�and�

xenophobia�when�based�on�national�origin.�

Brain�imaging�shows�that�individuals�are�very�quick�to�classify�faces,�that�they�process�faces�

differently�to�other�images,�and�that�they�judge�social�groups�(e.g.�linked�to�ethnicity�

and�religion)�based�on�very�little�information.�This�can�result�in�classifying�immigrants�

and�refugees�as�‘the�other’,�particularly�if�they�visibly�differ�from�the�host�population.�Such�

stereotypes�or�prejudices�can�lead�to�discriminatory�behaviour�(Kawakami�et�al.,�2017;�

Murray�and�Marx,�2013).�Immigrant�and�refugee�groups,�with�less�social�power�than�the�host�

population,�are�thus�less�able�to�prevent�such�effects�(Major�et�al.,�2002).�

PREJUDICE AND DISCRIMINATION AT  SCHOOL  

HAMPER IMMIGRANT  AND REFUGEE LEARNING 

even�where�migration�and�education�policies�protect�

the�right�to�education,�prejudice�and�discriminatory�

practices�in�schools�can�keep�immigrant�and�refugee�

In�south�Africa,�schools�were�trapped�between�right-

to-education�policies�and�the�2002�Immigration�Act,�

which�barred�schools�from�admitting�anyone�without�a�

south�African�birth�certifcate.�the�lack�of�clear�policy�was�

compounded�by�teachers’�prejudice�and�discrimination�

against�Zimbabwean�immigrants.�students�taunted�

immigrants�with�xenophobic�remarks�(Crush�and�

tawodzera,�2014).�

In�the�United�states,�structural�discrimination�against�

students�from�immigrant�families�takes�several�forms.�

Lack�of�bilingual�programmes�puts�young�children�from�

non-english-speaking�households�at�a�disadvantage.�

they�are�often�misdiagnosed�as�having�special�education�

needs,�partly�due�to�literacy�tests�that�are�not�in�their�

home�language�(Adair,�2015).�Immigrant�parents�may�

not�feel�as�welcome�to�engage�with�schools�as�native-

born�parents�and�feel�they�have�little�infuence�on�

how�their�children�are�treated�or�taught�in�schools.�

such�discrimination�can�be�intentional�or�unintentional�

and�stem�from�factors�including�lack�of�connection�with�

immigrant�communities,�inadequate�teacher�education�

and�a�testing�culture�focused�on�narrow�learning�metrics�

(Adair�et�al.,�2012).�

students’�needs�from�being�met.�especially�during�crises,�

when�anxiety�and�uncertainty�are�heightened,�people�

may�align�themselves�with�those�with�whom�they�most�

closely�identify,�developing�stereotypical�and�prejudiced�

perceptions�of�immigrants�or�refugees�that�lead�to�

discrimination�(Brader�et�al.,�2008).�

In�the�United�states,�children�from��

non-english-speaking�households�are�often�

misdiagnosed�as�having�special�education�

needs,�based�partly�on�literacy�tests�biased�

against�them�

PUBLIC ATTITUDES CAN SHAPE MIGRANTS’  

SELF-PERCEPTION AND WELL-BEING 

Public�attitudes�matter�because�they�afect�migrants’�and�

refugees’�sense�of�identity�and�belonging,�their�well-being�

and�their�chances�of�settling�successfully.�Migrants�and�

refugees�perceive�themselves,�in�part,�according�to�how�

they�are�perceived�or�labelled�(epstein�and�Heizler,�2015).�
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Interaction with native perceptions and institutional norms 

play a major role (Barrett et al., 2013; La Barbera, 2015).

In general, surveys find that refugees tend to be viewed 

more positively than asylum-seekers or immigrants, 

especially if the latter are undocumented (Dempster and 

Hargrave, 2017; Murray and Marx, 2013). The 2016 

Refugees Welcome Survey showed that 73% of people in 

27 countries strongly or somewhat agreed that people 

should be able to take refuge in other countries to escape 

war or persecution. Some 80% would accept refugees 

into their country or city, 30% into their neighbourhood 

and 10% into their home (Amnesty International, 2016). 

However, another survey in 11 countries found that, 

while most individuals felt compassion for refugees, 

they were concerned about the impact on security or 

the economy (TENT, 2016). There was more sympathy 

and trust towards Syrian refugees in Germany, but it 

did not result in more willingness to interact with them 

(Stöhr and Wichardt, 2016).

As for migrants’ own perspective, analysis of the 2014 

World Values Survey for this report showed that they 

were less likely than natives to see themselves as 

belonging to the host country in 34 out of 43 countries. 

In some, including Bahrain and Kyrgyzstan, more than 

10% of migrants felt like outsiders and disconnected 

from a global, national or local community. Stereotypical 

or prejudiced media portrayals a�ect both native 

perceptions and migrant or refugee self-perceptions 

(Box 5.2).

There is a clear negative relationship between immigrants’ 

and refugees’ perception of discrimination and their 

well-being. In a meta-analysis of 328 studies, perceived 

discrimination was associated with depression, anxiety and 

lower self-esteem. The e�ect was greater for disadvantaged 

groups and children, and in experimental studies (Schmitt et 

al., 2014). A study in Greece following more than 500 mostly 

male 13-year-old students with migrant backgrounds over 

two years found that native students’ attitudes a�ected 

immigrant students’ well-being. Immigrant students were 

more likely to perceive little discrimination if they felt liked 

by natives, even if they perceived discrimination against 

them as a group (Reitz et al., 2015).

BOX 5.2: 

The media often portray immigrants and refugees negatively

Migration-related media stories often stereotype, using general categories and imprecise 

terminology and omitting immigrant or refugee voices. Generalizations in the media can 

reinforce impressions that immigrants will behave consistently in any situation. German 

undergraduates exposed to news articles using general language (e.g. ‘an immigrant 

broke into a house’) were more likely to believe immigrants would be involved in criminal 

behaviour than those exposed to more specific terms (e.g. ‘an 18-year-old immigrant from 

an identified country broke into the home of an identified celebrity and stole a computer’) 

(Geschke et al., 2010). Prejudiced visual representations can also sway attitudes. Canadians 

exposed to editorial cartoons depicting immigrants as disease spreaders were more likely 

to perceive them as sources of disease, leading to dehumanization and, ultimately, negative 

views on open immigration policies (Esses et al., 2013).

Media coverage of issues related to migration and displacement is increasingly negative 

and polarizing (SOM, 2012). In 2015, the editor of the Czech Republic’s largest newspaper 

instructed reporters to present immigrants and refugees as a threat (Howden, 2016). In 

Norway, 71% of migration-related media stories in 2009 focused on problems (Islam in 

Europe, 2010). Media in the United Kingdom often portray immigrants and refugees as 

a threat to culture, security and the welfare system (Dempster and Hargrave, 2017; Esses 

et al., 2017). In 2010, media coverage of a ship containing 492 Sri Lankan Tamils that was 

intercepted off the west coast of Canada was predominately negative, suggesting their 

refugee claims were bogus. A poll found that 63% of Canadians wanted the ship turned 

back, and a bill was introduced to make the country’s refugee system stricter (Esses et 

al., 2013).

Education can mediate negative portrayals of immigrants and refugees by teaching 

political knowledge and critical thinking skills to aid in deciphering fact from fiction. Studies 

showed that less informed individuals were more likely to draw on media messages in 

forming their beliefs (Meltzer et al., 2017) and more susceptible to stereotyping messages 

(Huber and Lapinski, 2006). In the period after the 11 September attacks in New York, the more 

educated in Germany maintained relatively positive attitudes towards immigrants, while the 

less educated shifted sharply to more negative views  (Schüller, 2012).

The more educated appear better able to identify misrepresentation. In Switzerland, more 

education was associated with a more critical evaluation of immigrant information on 

political posters (Matthes and Marquart, 2013). In a survey following the 2016 United States 

presidential election, the more educated were more likely to distinguish correctly between 

real and fake social media stories (Allcott and Gentzkow, 2017).

  

Adolescent refugees in Uganda found that 

linguistic differences led to discrimination 

and meant they were more likely to 

withdraw from school

 

Small scale, qualitative research in the United Kingdom 

showed that refugee and asylum-seeking adolescents 

found recognition by native peers motivating for building 
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friendships,�seeking�psychological�help�and�studying�

harder�(Fazel,�2015).�By�contrast,�adolescent�Congolese�

and�somali�refugees�in�Uganda�found�that�linguistic�

diferences�made�friendships�more�difcult�and�led�

to�discrimination�that�diminished�their�well-being�and�

self-worth.�As�a�result,�they�were�more�likely�to�withdraw�

from�school,�turn�towards�harmful�connections�and�join�

gangs�(stark�et�al.,�2015).�

EDUCATION INFLUENCES  

ATTITUDES TOWARDS  

IMMIGRANTS AND REFUGEES 

stereotypical,�narrow�portrayals�of�immigrants�and�

refugees�in�schools�can�have�detrimental�efects�on�

inclusion.�systems�open�to�all�learners�can�help�build�

societies�that�welcome�diversity�and�in�which�immigrants�

and�refugees�are�engaged�citizens.�

  

 

EDUCATIONAL ATTAINMENT IS LINKED 

TO MORE POSITIVE ATTITUDES TOWARDS 

IMMIGRATION 

In�general,�educational�attainment�is�associated�with�

more�positive�attitudes�towards�immigrants.�Interaction�

with�immigrants�and�refugees�in�school�helps�increase�

familiarity�with�and�trust�in�people�from�other�cultures�

(Gundelach,�2014).�

students�can�learn�

skills�to�overcome�

fear�of��the�unknown,�

engage�constructively�

with�diferent�cultures�

and�avoid�simplistic�

overgeneralization.�

More�educated�people�

were�less�ethnocentric,�

placed�more�value�on�

cultural�diversity�and�

viewed�immigration’s�

economic�impact�more�

positively�(Hainmueller�and�Hopkins,�2014).�In�countries�

taking�part�in�the�2017�Migration�Acceptance�Index�

survey,�53%�of�individuals�with�tertiary�education�wanted�

the�same�or�increased�levels�of�immigration,�compared�

with�46%�of�those�with�secondary�and�39%�of�those�with�

primary�education�or�less�(esipova�et�al.,�2015).�

students�can�learn�

skills�to�overcome�

fear�of��the�unknown,�

engage�constructively�

with�different�cultures�

and�avoid�simplistic�

overgeneralization�

In�38�out�of�52�countries�in�the�2014�World�values�

survey,�when�asked�to�pick�from�a�list�of�potential�

neighbours,�interviewees�with�tertiary�education�were�

more�tolerant�towards�immigrants�and�foreign�workers�

than�those�with�primary�education.�On�average,�those�

with�tertiary�were�two�percentage�points�more�tolerant�

than�those�with�secondary�(Figure�5.1a),�who�were�two�

percentage�points�more�tolerant�than�those�with�primary�

education�(Figure�5.1b).�In�four�out�of�fve�countries�where�

immigrants�were�at�least�10%�of�the�population,�the�more�

educated�were�more�tolerant.�

younger�people�tend�to�have�more�positive�attitudes�

towards�immigration�(Ford,�2012;�Winkler,�2015).�

Over�half�of�16-�to�34-year-olds�in�countries�participating�

in�the�2014�european�social�survey�favoured�granting�

access�to�migrants�from�poorer�countries,�compared�

with�about�35%�of�those�over�age�65.�Combining�age�

and�education�revealed�even�larger�gaps.�In�France�

and�slovenia,�nearly�80%�of�the�highly�educated�in�the�

youngest�cohort�approved�of�granting�access,�compared�

with�less�than�30%�of�the�less�educated�in�the�oldest�

cohort�(Heath�and�richards,�2016).�

the�association�between�education�and�inclusive�

attitudes�is�viewed�critically�by�those�who�believe�

that�people�who�are�more�tolerant�by�nature�

tend�to�pursue�more�education�or�that�the�more�

educated�are�in�jobs�not�threatened�by�immigration.�

However,�two�quasi-experimental�studies�using�european�

social�survey�data�suggest�that�education�does�produce�

positive�attitudes.�the�frst,�which�pooled�data�from�

12�countries,�found�that�an�extra�year�of�school�was�

associated�with�an�8�to�10�percentage�point�increase�in�the�

probability�of�holding�more�favourable�attitudes�towards�

immigrants�(d'Hombres�and�Nunziata,�2016).�the�second,�

which�focused�on�Denmark,�France,�the�Netherlands,�

sweden�and�the�United�Kingdom,�found�that�an�additional�

year�of�secondary�school�was�causally�linked�with�a�

Data�from�12�european�countries�found�

that�one�extra�year�of�school�was�

associated�with�an�8�to�10�percentage�point�

increase�in�the�probability�of�holding�more�

favourable�attitudes�towards�immigrants�
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 FIGURE 5.1 :  

More�education�is�associated�with�more�favourable�views�of�immigrants�

Percentage of individuals who would like to have immigrants/foreign workers as neighbours, 2014 
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b. Difference between individuals with secondary vs primary education 

a. Difference between individuals with tertiary vs secondary education 

GEM StatLink:�http://bit.ly/fig5_1�

Source: GeM�report�team�analysis�based�on�2014�World�values�survey.�
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5 

lower�probability�of�opposing�immigration,�believing�that�

immigration�reduces�quality�of�life�and�identifying�with�

anti-immigration�parties�(Cavaille�and�Marshall,�2018).�

INCLUSION SHOULD BE AT  

THE CENTRE OF EDUCA TION  

POLICIES AND SYSTEMS 

Addressing�diversity�is�at�the�heart�of�the�purpose�of�

education�but�generates�contrasting�perspectives�on�

which�approach�to�take.�each�approach�places�a�diferent�

value�on�migrant�and�refugee�culture,�infuencing�

attitudes�towards�

immigrants�as�well�as�their��

self-perception�and�sense�

of�belonging�(Table�5.1).
education�shapes�

attitudes�towards�

migrants,�as�well�as�

their�self-perception�

and�sense�of��

belonging�

Proponents�of��

assimilation�argue�that,�

rather�than�nurturing�

diference,�schools�

should�ensure�that�all�

students�are�profcient�

in�the�host�country’s�

ofcial�language�and�embrace�the�national�culture.�

yet�assimilation�can�entail�‘complete�erosion�of�diference�

between�immigrants�and�the�host�society,�and�strongly�

implies�the�hegemonic�role�of�the�host�nation’,�which�can�

be�detrimental�to�immigrants’�sense�of�identity�and�

lead�to�their�cultural�confusion�and�isolation�(King�and�

Lulle,�2016).�

 

�

TABLE 5.1 :  

Education�system�approaches�to�migrant�culture,�

with�degrees�of�migrant�self-perception�risk�

Assimilation 
Integration 

(multiculturalism) 
Inclusion 

(interculturalism) 

Aim� Migrant�culture�disappears,�
and�immigrants�adopt�host�

Parts�of�migrant�culture�
are�accepted�or�integrated,�

Migrant�culture�is�
celebrated,�as�cultural�

norms�and�values� and�migrants�are�more�
tolerated�or�respected�

diversity�is�valued�

Risk� Migrants�feel�excluded,�as� Migrants�feel�conficted,� Migrants�feel�more�
their�culture�is�treated�as� as�parts�of�their�culture�are� welcomed,�as�their�culture�
threatening� valued�over�others� is�seen�to�add�value�

Source:�GeM�report�team�analysis�based�on�King�and�Lulle�(2016)�and�

UNesCO�(2006).�

there�is�no�consensus�across�countries�on�use�of�

‘multicultural’�and�‘intercultural’�to�describe�national�

education�policies,�which�are�therefore�seldom�

diferentiated�in�research�literature.�However,�the�

UNESCO Guidelines on Intercultural Education makes�the�

distinction�by�arguing�that�‘[m]ulticultural�education�

uses�learning�about�other�cultures�…�to�produce�

acceptance’,�while�intercultural�education�strives�for�a�

‘way�of�living�together�in�multicultural�societies�through�

…�understanding�of,�respect�for�and�dialogue between�the�

diferent�cultural�groups’�(UNesCO,�2006).�

Opponents�of�multiculturalism,�thus�defned,�argue�

that�emphasizing�the�cultural�dimension�poses�a�risk�

of�ignoring�the�real�causes�of�discrimination�against�

immigrant�groups,�which�may�include�institutional�

racism.�By�contrast,�interculturalism�helps�students�

learn�not�only�about�other�cultures�but�about�structural�

barriers�in�host�countries�that�perpetuate�inequality.�

With�interculturalism,�respect�and�appreciation�of�

diferences�become�part�of�a�larger�education�project;�

the�paradigm�considers�diversity�the�norm�and�not�a�

special�situation.�

In�the�United�states,�multicultural�education�policies,�

such�as�bilingual�or�multilingual�instruction,�have�met�

active�pushback�(Kim�and�slapac,�2015).�By�contrast,�

there�is�increasing�focus�on�inclusion�and�social�cohesion�

in�europe,�especially�since�the�european�Commission’s�

First Annual Report on Migration and Integration in�2004,�

which�emphasized�the�skills�that�education�systems�

need�to�provide�to�foster�integration�(Faas�et�al.,�2014).�

still,�few�countries�have�specifc�policies�on�either�

multicultural�or�intercultural�education,�as�does�Ireland�

(Box�5.3).�

In�Italy,�a�1994�Ministry�of�Public�education�circular�on�

intercultural�dialogue�and�democratic�coexistence�defned�

operational�approaches�to�intercultural�education.�

these�highlighted�the�importance�of�a�climate�of�

openness�and�dialogue�in�schools,�teacher�commitment�

to�interculturalism�in�subject�teaching,�integration�in�

curricula�and�adoption�of�policies�targeting�the�needs�of�

students�with�immigrant�backgrounds�(santerini,�2010).�

Policies�in�some�countries�are�limited�to�integration�

eforts�that�start�by�labelling�groups,�with�immigrants�

expected�to�integrate�into�host�communities�that�need�

not�change�(erdal�and�Oeppen,�2013).�the�tendency�to�

operate�specifc�intercultural�schools�may�be�contrary�to�

inclusion.�Although�intercultural�schools�have�been�part�of�

domestic�law�in�Greece�since�1985,�they�have�been�parallel�

to�the�national�system�and�resisted�by�parents�of�native�

students�and�by�education�administrators�(Gropas�and�

CHAPTER 5 �|�Diversity�84 
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BOX 5.3:   

Ireland has developed an intercultural education policy 

As�it�transitioned�rapidly�from�a�country�of�emigrants�to�one�of�

immigrants,�Ireland�recognized�cultural�diversity�as�a�permanent�

reality�(Ireland�DOJE,�2017).�By�2015,�immigrant�children�represented�

15%�of�the�population�under�15�(Harte�et�al.,�2016).�

The�Intercultural�Education�Strategy�2010–2015,�released�after�

the�first�ministerial�statement�on�immigration�in�2008,�had�five�

goals:�(a)�a�whole-institution�approach;�(b)�capacity�development�

of�all�education�providers;�(c)�support�for�language�of�instruction�

proficiency�(funded�by�EUR�100�million�for�language�support�in�

schools�and�EUR�10�million�for�adult�courses),�while�recognizing�

the�importance�of�mother�tongue�in�acquiring�additional�language�

proficiency;�(d)�partnerships�among�schools,�parents�and�

communities;�and�(e)�data�and�monitoring.�A�portal�provided�access�

to�intercultural�materials�for�all�stakeholders�(Ireland�DOES,�2010).�

The�Development�and�Intercultural�Education�Project�supports�

pre-service�teacher�preparedness�for�intercultural�education,�

specifically�incorporating�human�rights�and�global�citizenship�into�

teaching�and�recognizing�the�importance�of�student�attitudes�(Ireland�

DOES,�2014).�The�2016�Education�(Admission�to�Schools)�Bill�removed�

some�access�barriers�for�immigrants,�banning�fees�and�wait�lists�

and�requiring�all�schools�to�publish�their�admissions�policies�(Ireland�

DOES,�2016).�Since�2003,�Ireland�has�added�additional�language�

options�for�the�secondary�leaving�certificate�examination.�In�2018,�it�

will�be�administered�in�18�EU�languages,�providing�greater�access�to�

higher�education�to�those�with�lower�proficiency�in�English�or�Irish�

(Ireland�State�Examinations�Commission,�2018).�

The�2017�national,�cross-departmental�Migrant�Integration�Strategy�

commits�to�monitoring�school�policies�to�assess�impact�on�immigrant�

enrolment;�encouraging�schools�to�support�parent�participation;�

and�taking�proactive�measures�to�attract�immigrants�into�teaching�

(Ireland�DOJE,�2017).�A�study�for�the�European�Parliament�recently�

recognized�that�Ireland�and�Sweden�had�the�strongest�monitoring�

and�assessment�frameworks�for�immigrant�education�in�Europe�

(Essomba�et�al.,�2017).�Throughout�its�transition,�among�European�

countries�Ireland�has�maintained�one�of�the�lowest�native–immigrant�

gaps�in�mathematics�scores�in�the�Programme�for�International�

Student�Assessment�(Harte�et�al.,�2016).�In�addition,�immigrants�and�

natives�aged�13�were�indistinguishable�in�three�well-being�measures�

related�to�happiness,�anxiety�and�self-criticism�(Smyth,�2015).�

Intercultural�schools�have�been�part�

of�domestic�law�in�Greece�since�1985,�

but�ha� ve�been�par� allel�to�the�national�

system�and�resisted�by�parents�and�

education�administrators�

triandafyllidou,�2011;�Palaiologou�and�Faas,�2012).�recent�

large�infuxes�of�immigrants�and�refugees�led�the�Ministry�

of�education,�research�and�religious�Afairs�to�revise�the�

law�in�2016�to�strengthen�the�links�of�intercultural�with�

mainstream�schools.�

education�is�subject�to�strong�political�infuences�that�

can�support�or�undermine�intercultural�education�policies�

at�the�national�or�local�level.�rising�political�sentiment�

against�immigration�and�in�favour�of�tightening�border�

controls�decreases�the�chances�of�implementing�an�

intercultural�education�policy.�In�the�Netherlands,�

deteriorating�attitudes�towards�immigrants�have�led�

to�an�integration�policy�focused�on�loyalty�to�Dutch�

society.�the�Ministry�of�education�has�adopted�a�more�

assimilationist�position,�replacing�intercultural�education�

with�citizenship�education,�compulsory�since�2006�

(Leeman�and�saharso,�2013).�

Another�dimension�in�the�development�of�immigrant�

students’�sense�of�belonging�is�the�operation�of�diaspora�

schools�that�maintain�links�with�the�country�of�origin.�

In�some�cases,�such�schools�may�be�managed�or�

coordinated�by�the�government�of�the�home�country,�

as�in�the�case�of�Poland�(Box�5.4).�Challenges�include�

the�development�of�appropriate�teaching�materials�and�

the�provision�of�trained�teachers.�Often,�communities�

establish�private�schools,�such�as�Filipinos�in�saudi�Arabia,�

Pakistanis�in�the�United�Arab�emirates�(Zakharia,�

2016),�Iranians�in�the�United�Kingdom�(Gholami,�2017)�

and�Brazilians�in�Japan�(Watanabe,�2010).�these�may�

be�teaching�curricula�from�the�home�country,�the�host�

country�or�hybrids.�Finally,�there�are�non-formal�

schools,�whose�aim�is�to�transmit�the�linguistic�and�

cultural�heritage�of�the�home�country�to�the�children�
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of�immigrants,�such�as�the�Latvian�community�in�

Melbourne,�Australia�(Gross,�2015),�or�the�Armenian�and�

Korean�communities�in�Montreal,�Canada�(Maguire,�2010).�

BOX 5.4:   

Poland maintains an extensive network of schools for its diaspora 

A�combination�of�historic�Polish�minorities�living�in�neighbouring�countries�and�

recent�emigration�means�that�more�than�1,000�education�institutions�across�almost�

60�countries�were�registered�in�the�database�of�Polish�diaspora�organizations�in�2018.�

Germany,�Lithuania,�Ukraine,�United�Kingdom�and�the�United�States�were�among�

countries�with�the�highest�number�of�such�institutions.�

These�schools�can�be�divided�into�three�categories:�those�which�follow�the�Polish�

education�system�and�are�financed�by�the�Polish�Ministry�of�Education,�in�cities�such�

as�Athens,�Moscow�and�Prague;�those�which�are�part�of�the�education�systems�of�other�

countries�and�where�Polish�might�be�offered�for�some�subjects;�and�Saturday�schools�run�

by�civil�society�groups�or�religious�organizations�(Lipińska�and�Seretny,�2011).�

The�Polish�Ministry�of�Education�has�also�created�the�Centre�for�the�Development�of�

Polish�Education�Abroad�(ORPEG)�whose�role�is�to�support�and�promote�the�learning�of�

Polish.�ORPEG�runs�schools�at�Poland’s�diplomatic�missions�in�37�countries.�It�coordinates�

the�assignment�of�Polish�teachers�to�work�abroad,�organizes�online�learning,�supports�

teacher�training�and�supplies�textbooks.�It�distributed�teaching�materials�for�about�

30,000�students�and�6,000�teachers�in�48�countries�between�2010�and�2016�(ORPEG,�

2017).�Starting�from�2017/18,�Polish�students�attending�ORPEG-led�programmes�are�no�

longer�required�to�take�the�oral�and�written�exams,�which�were�required�for�promotion�to�

the�next�class�(Poland�Ministry�of�Education,�2017).�

CURRICULA AND TEXTBOOKS ARE BECOMING  

MORE INCLUSIVE 

Curricula�and�textbooks�can�counter�stereotypes,�reduce�

prejudice,�mitigate�anxiety�towards�immigrants�and�

develop�immigrants’�sense�of�belonging�(van�Briel�et�al.,�

2016).�they�need�to�refect�diversity�to�help�teachers�

adopt�pedagogical�approaches�that�recognize�diverse�

ways�of�learning�and�help�schools�accommodate�multiple�

perspectives.�By�contrast,�inappropriate�textbook�images�

and�descriptions�can�make�students�from�diferent�

cultures�feel�excluded�or�misrepresented�and�are�more�

likely�to�frustrate�and�alienate�them�(Hintermann�et�al.,�

2014;�Weiner,�2018).�

In�the�22�countries�that�participated�in�the�2016�

International�Civic�and�Citizenship�education�survey,�

54%�of�grade�8�students�endorsed�equal�rights�for�all�

ethnic�groups.�Analysis�for�this�report�showed�that�

endorsing�these�rights�was�positively�associated�with�

learning�about�other�countries’�histories�in�12�countries�

and�with�open�classroom�discussions�in�18�countries�

(sandoval-Hernández�and�Miranda,�2018).�

More�countries�are�modifying�curricula�to�refect�growing�

social�diversity.�Among�21�high�income�countries�analysed�

for�a�policy�index�on�multiculturalism,�only�Australia�and�

Canada�included�multiculturalism�in�curricula�in�1980�

(Figure�5.2).�By�2010,�multiculturalism�was�somewhat�

on�the�agenda�in�over�two-thirds�of�countries�and�

fully�integrated�in�an�additional�four:�Finland,�Ireland,�

New�Zealand�and�sweden�(Westlake,�2011).�

 FIGURE 5.2:  

An�increasing�number�of�countries�include�multiculturalism�in�curricula�

Inclusion of multiculturalism in curricula in 21 high income countries, 1980–2010 

	

�� 

�� 

˜n˛˝uded 

� Part�a˝˝y �n˛˝uded 

Not �n˛˝uded 
� 

� 

� 
��� ��� ��� �� 

GEM StatLink: http://bit.ly/fig5_2�

Note: the�definition�of�multiculturalism�used�in�this�figure�resembles�more�closely�the��

definition�of�interculturalism�in�table�5.1.�

Source: Westlake�(2011).�

Curricula�and�textbooks�need�to�help�

teachers�adopt�pedagogical�approaches�that�

recognize�diverse�ways�of�learning�and�help�

schools�accommodate�multiple�perspectives�

A�related�and�extended�2015�study�showed�that�

27�out�of�38�predominantly�high�income�countries�

provided�intercultural�education�as�a�stand-alone�
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subject�or�integrated�it�into�the�curriculum.�Belgium,�

Canada,�Ireland,�Italy,�the�Netherlands,�sweden�and�the�

United�Kingdom�did��

both.�Denmark,�France,�

Hungary�and�Poland�did�

not�include�intercultural�

education,�or,�if��they�

did,�it�did�not�contain�

appreciation�of�cultural�

diversity�(Huddleston�

et�al.,�2015).��

In�europe,�81%�of��

people�surveyed�said�

that�school�lessons�

and�materials�should�

include�information�

on�ethnic�diversity�

Curriculum�reform�

depends�on�political�

support�and�consensus�among�social�groups.�Increased�

diversity�in�curricula�has�broad�public�support�in�europe:�

81%�of�respondents�in�the�2015�eurobarometer�agreed�

that�school�lessons�and�materials�should�include�

information�on�ethnic�diversity�(van�Briel�et�al.,�2016).�

Including�the�local�community�in�decisions�about�

curricular�content�can�also�infuence�the�implementation�

of�intercultural�education�policy.�In�Lisbon,�an�alternative�

inclusive�curriculum,�developed�with�parents�and�

students,�bridged�home�and�school�cultures�and�led�to�

more�positive,�trusting�views�of�schools�among�ffth-�and�

sixth-graders�(César�and�Oliveira,�2005).�

Recognizing other cultures in individual subjects 

diversifies education 

Multicultural�and�intercultural�values�can�be�incorporated�

into�individual�subjects.�While�history�curricula�have�

been�found�to�be�ethnocentric,�focused�on�national�

content�with�little�if�any�discussion�of�cultural�diversity,�

other�subjects�have�become�more�inclusive.�In�england�

(United�Kingdom),�the�multicultural�history�of�British�

identity�is�included�in�geography�and�citizenship.�

German�curricula�attempt�to�address�broader�diversity�

issues,�especially�in�geography�(Faas,�2011).�

An�analysis�of�12�countries’�textbooks�for�this�report�

found�that�all�countries�included�migrants�and�migration�

discussions�in�at�least�some�textbooks.�In�Ontario,�

Canada,�learning�about�migration�concepts�starts�in�

grade�2;�in�the�republic�of�Korea,�notions�of�multicultural�

society�start�in�grade�1.�However,�mentions�of�migration�

were�commonly�limited�to�historical�accounts�of�

settlement�and�ideas�of�nation-building�and�population�

expansion�(Opertti�et�al.,�2018).�

In�former�British�colonies,�the�treatment�of�migration�

and�colonialization�in�textbooks�evolved�over�the�latter�

half�of�the�20th�century.�In�Australia,�earlier�texts�focused�

on�how�the�19th-century�gold�rush�drew�immigrants�

from�europe,�but�more�contemporary�texts�question�

the�impact�on�Aboriginals�and�torres�strait�Islanders.�

In�Ontario,�Canada,�earlier�texts�focused�on�benefts�of�

european�immigration,�while�recent�texts�include�the�role�

of�First�Nations�in�the�development�of�Canadian�identity,�

and�how�they�were�afected�by�such�manifestations�

of�early�settlement�as�displacement�and�residential�

schools�(toulouse,�2018).�Multiculturalism�is�not�found�in�

earlier�Canadian�texts�but�features�more�prominently�in�

contemporary�versions,�including�in�a�recurrent�chapter�

section�titled�‘Identity�then�and�now’�(Opertti�et�al.,�2018).�

Modern�textbooks�continue�to�omit�contentious�

migration-related�issues.�Mexican�textbooks�do�not�

discuss�undocumented�migrants�and�the�relationship�

with�the�United�states.�In�south�Africa,�textbooks�

overlook�xenophobic�attitudes�and�discrimination�

against�immigrants�from�other�African�countries.�

In��the�United�Kingdom,��

immigration�from�former��

Commonwealth�countries,�

often�perceived�as�

controversial,�is�absent.�

Mexican�textbooks�

do�not�discuss�

undocumented�

migrants�and�the�

relationship�with�

the�United�states�

By�contrast,�recent�

Côte��d’Ivoire�textbooks�

discuss�refugees�and�

displacement,�which�were�

especially�prominent�after��

the�political�crisis�in�2002.�

Curriculum�frameworks�guide�teachers�through�rights-

based�education�starting�in�grade�3.�the�curriculum�uses�

case�studies�of�displaced�populations�and�emphasizes�

Article�2�of�the�United�Nations�Convention�on�the�rights�

of�the�Child,�applying�the�concept�of�non-discrimination�

to�refugee�children.�the�goal�is�to�develop�competences�

in�situations�related�to�child�rights�and�international�

humanitarian�law�(Opertti�et�al.,�2018).�

Curricula can be adapted locally to embrace diversity 

Central�governments�do�not�design�everything�taught�

in�schools;�adjustments�can�be�made�locally.�the�Alberta�

teachers’�Association,�in�partnership�with�the�Canadian�

Multicultural�education�Foundation,�has�produced�a�
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series�of�teaching�resources�to�support�immigrant�

and�refugee�instruction�and�learning�in�the�province�

(eI,�2017b).�the�resources�focus�on�specifc�groups,�

such�as�Karen,�somalis�and�south�sudanese.�

A�resource�on�the�Arab�community�introduces�Arab�

culture�and�discusses�myths�and�misconceptions�about�

Arabs�and�Muslims.�the�series�ofers�suggestions�

to�teachers�on�how�to�connect�with�immigrant�and�

refugee�parents�and�

communities�and�get�

to�know�students�

in�an�open�way.�

It��encourages�teachers�

to�understand�and�

include�the�cultural�and�

linguistic�diferences�in�

their�classrooms�and�

invite�students�to�share�

their�culture.�It�also�

ofers�guidelines�and�

a�list�of�resources�for��

strong�school�

leadership�can�help�

promote�intercultural�

competences�and�

culturally�responsive�

approaches�

districts�and�schools�(Canadian�Multicultural�education�

Foundation/Alberta�teachers’�Association,�2016).�

strong�school�leadership�can�help�promote�intercultural�

competences�and�culturally�responsive�approaches�in�

terms�of�curricular�content,�teaching�approaches�and�

school�culture�(Khalifa�et�al.,�2016).�In�the�United�states,�

in�places�where�school�leaders�value�diversity,�students�

are�more�likely�to�engage�in�intercultural�interaction�

(Pica-smith�and�Poynton,�2014).�Unfortunately,�not�

all�school�heads�are�aware�of�the�issues�or�motivated�

or�equipped�to�lead�the�development�of�intercultural�

understanding�in�their�schools.�In�Malaysia,�school�

leaders�who�were�asked�to�implement�an�intercultural�

programme�were�hampered�by�lack�of�guidance�from�

the�government�and�little�autonomy�for�adaptation�

(Malakolunthu,�2010).�

 

Teaching that incorporates intercultural competences 

and pedagogies fosters inclusion 

Appropriate,�efective�and�respectful�interaction�with�

immigrants�and�refugees�requires�cultural�competences,�

which�must�be�taught�(Barrett�et�al.,�2013).�Activities�that�

promote�openness�to�multiple�perspectives�need�to�be�

embedded�in�teaching�practices.�Freedom�to�explore�

sensitive�issues�in�an�inclusive�and�non-discriminatory�

way�is�essential�to�developing�critical�thinking�skills�

and�questioning�one’s�own�identity�and�how�beliefs�

are�constructed.�

One�method�uses�experiential�learning�through�real�or�

imagined�interactions.�In�a�quasi-experimental�study�

in�the�United�states,�undergraduates�who�partnered�

with�local�immigrant�and�refugee�families�developed�

signifcantly�higher�intercultural�skills�than�those�who�

completed�the�same�curriculum�without�the�community�

component�(De�Leon,�2014).�

studies�show�cooperative�learning’s�positive�efects�on�

classroom�interaction,�including�improved�intercultural�

relations,�acceptance�of�diference�and�reduced�prejudice.�

establishing�a�common�goal�is�the�most�important�factor�

in�cooperative�learning.�students�then�work�together,�

using�specifc�principles�to�structure�the�group’s�task,�

ultimately�maximizing�collective�learning�(van�Briel�et�

al.,�2016).�An�evaluation�of�a�problem-based�learning�unit�

in�Germany�that�had�secondary�school�students�refect�

on�critical�incidents�involving�cultural�misconceptions�

found�that�participants�had�improved�their�intercultural�

understanding�and�were�better�able�to�grasp�multiple�

viewpoints�(Busse�and�Krause,�2015).�

storytelling�and�role�play�or�simulations�are�other�ways�

to�encourage�open-mindedness.�Learners�develop�their�

stories�or�individual�biographies�then�re-create�them�from�

another�perspective,�which�requires�them�to�adopt�other�

identities.�the�process�can�help�students�see�potential�

diferences�(Barrett�et�al.,�2013).�

social�media�and�specialized�platforms�can�be�useful�

tools,�allowing�students�to�engage�in�virtual�or�face-

to-face�interactions�that�facilitate�intercultural�

understanding�(O’Dowd�and�Lewis,�2016).�Facebook�and�

skype�are�popular�platforms�used�in�classrooms�for�live�

videoconferencing�(thomé-Williams,�2016).�Generation�

Global,�formerly�Face�to�Faith,�is�a�safe�online�space�

for�dialogue�and�interaction�among�individuals�from�

diferent�cultures�and�faiths.�In�its�frst�seven�years,�

the�programme�reached�over�230,000�students�in�

20�c� ountries.�A�2017�review�found�a�positive�impact�on�

student�open-mindedness�and�attitudes�towards�people�

social�media�and�free�apps�can�

encourage�interaction�among�

individuals�from�different�cultures�

and�faiths�and�have�positive�impacts�

on�student�open-mindedness�
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from�other�cultures,�compared�with�non-users�(Doney�

and�Wegerif,�2017).�

Free�apps�have�also�been�shown�to�raise�awareness�

about�diversity.�everyday�racism�users�spend�a�week�

role-playing�as�a�Muslim�woman�or�an�Indian�student�

and�are�prompted�to�respond�to�encounters�with�racism.�

evaluations�found�that�users�had�greater�confdence�

in�responding�to�situations�of�racism,�with�60%�of�

students�speaking�up�against�racist�action�after�playing�

(All�together�Now,�2018;�van�Briel�et�al.,�2016)�.�

  

 

IN MOST COUNTRIES, TRAINING THAT 

PREPARES TEACHERS FOR DIVERSE 

CLASSROOMS IS NOT MANDATORY 

teachers�need�several�competences�to�teach�in�diverse�

classrooms�with�immigrants�and�refugees.�A�key�one�

is�preparedness�to�teach�students�not�profcient�in�the�

language�of�instruction�(Bunar�et�al.,�2018;�PPMI,�2017).�

A�report�on�teacher�education�for�diversity�in�europe�

emphasizes�improvement�in�three�domains.�the�frst�

involves�knowledge�of�legal�frameworks,�dimensions�

of�cultural�diversity�and�methods�to�address�diversity.�

the�second�concerns�teacher–student�and�teacher–�

parent�communications,�open-mindedness�and�respect�in�

the�school�community,�motivating�student�engagement�

and�dealing�with�conficts�to�prevent�marginalization.�

the�third�concerns�management�and�teaching:�addressing�

sociocultural�diversity�in�classrooms;�establishing�an�

inclusive,�safe�environment;�tailoring�teaching�to�student�

needs;�and�using�diverse�approaches�for�culturally�

sensitive�teaching�(PPMI,�2017).�

schools�and�teachers�need�to�see�home�cultures�

as�an�asset�and�strive�to�connect�school,�home�and�

community�cultures�(Gichuru�et�al.,�2015;�Wells�et�al.,�

2016).�teachers�should�also�refect�on�their�own�identity�

to�avoid�projecting�their�culture�or�reinforcing�dominant�

norms�(Kincheloe,�2011).�

teachers�often�feel�ill-prepared�or�-supported�in�teaching�

diverse�classrooms�(Adair�et�al.,�2012).�More�than�

two-thirds�of��teachers�interviewed�in�France,�Ireland,�Italy,�

Latvia,�spain�and�the�United�Kingdom�agreed�slightly,�

moderately�or�strongly�that�adapting�to�meet�the�needs�

of�immigrant�students�increased�workload�and�caused�

frustration:�52%�felt�there�was�insufcient�support�from�

management�for�managing�diversity�(Fine-Davis�and�

Faas,�2014).�

the�extent�to�which�teacher�education�programmes�

include�diversity�varies�by�country.�In�the�Netherlands,�

New�Zealand�and�Norway,�teacher�candidates�take�

mandatory�courses�in�supporting�students�from�diverse�

backgrounds.�Courses�in�the�Netherlands�include�training�

in�intercultural�education,�expectations�about�immigrants�

and�their�specifc�learning�needs,�and�knowledge�about�

cultural�diversity�and�its�implication�for�teaching�and�

learning.�similar�courses�are�absent�or�ofered�ad�hoc�in�

France,�Japan�and�spain�(OeCD,�2017).�Completing�such�

courses�in�initial�teacher�education�is�usually�optional�in�

europe�(van�Briel�et�al.,�2016).�

A�review�of�publicly�available�information�on�initial�

and�continuing�teacher�education�for�diversity�across�

49�countries�for�this�report�found�that�governments�

supervised,�ofered�or�funded�about�30�out�of�the�

105�identifed�programmes,�mainly�at�the�initial�stage.�

the�gap�in�teacher�preparedness�support�was�flled�by�

universities,�teachers’�unions,�and�non-government�

and�private�organizations.�About�63%�of�the�

government�programmes,�but�hardly�any�of�the�

others,�were�mandatory�(April�et�al.,�2018).�

Moreover,�programmes�emphasized�general�knowledge�

over�practical�pedagogy�(Figure�5.3).�About�80%�of�

programmes�included�a�focus�on�cross-cultural�

knowledge,�e.g.�overviews�of�education�systems,�

culture�and�art�around�the�world.�By�contrast,�

student-centred�pedagogical�approaches�included�the�

 FIGURE 5.3:  

Few�teacher�education�programmes�cover�immigrant�and�refugee�

students’�needs�

Percentage of teacher education programmes covering selected diversity 

competences, 2018 

Psy�hoso��a� �ntervent�ons 

nter�u�tura� and profess�ona� �ommun��at�on sk���s 

�u�tura��y respons�ve pedagog��a� approa�hes 

�u�tura� awareness and sens�t�v�ty 

Bas�� know�edge about other �u�tures 

˜ °˜ ˛˜ ˝˜ ˙˜ ˆ˜˜ 

ˇ 

GEM StatLink: http://bit.ly/fig5_3�

Note: Based�on�105�teacher�education�programmes�from�49�countries.�

Source: April�et�al.�(2018).�
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In�49�countries,�only�one�out�of�five�programmes�prepares�teachers�

to�anticipate�and�resolve�intercultural�conflicts�

theory�and�practice�of�teaching�in�diverse�classrooms,�

bringing�in�other�languages�and�cultures,�and�using�

diferentiated�instructional�strategies�to�meet�the�needs�

of�diverse�learners.�

some�74%�of�programmes�incorporated�cultural�

awareness�and�sensitivity�training,�including�

self-assessment�of�cultural�bias.�Among�the�more�

practical�pedagogical�categories,�59%�of�programmes�

had�culturally�responsive�approaches,�and�20%�included�

psychosocial�interventions,�suggesting�that�only�one�

out�of�fve�prepared�teachers�to�anticipate�and�resolve�

intercultural�conficts�or�be�familiar�with�psychological�

treatment�and�referral�options�for�students�in�need�

(April�et�al.,�2018).�

A�review�of�european�countries�found�little�evidence�

that�strategic�policies�on�diversity�training�were�in�place�

or�that�initial�teacher�education�programmes�helped�

teachers�develop�relevant�competences�(PPMI,�2017).�

A�review�of�45�multicultural�teacher�education�courses�in�

the�United�states�showed�that�16%�taught�conservative�

approaches,�assuming�cultural�divisions,�treating�cultures�

as�homogenous�groups�and�encouraging�assimilation.�

some�58%�taught�more�liberal�approaches,�focusing�

on�teaching�with�tolerance�and�cultural�sensitivity,�

teacher�self-refection,�and�development�of�knowledge�

and�necessary�pedagogical�skills.�About�29%�taught�

teachers�to�develop�critical�consciousness�by�explicitly�

identifying�entrenched�

barriers�to�equality,�

with�a�few�courses�

encouraging�them�

to�become�agents�of��

change�(Gorski,�2009).�

In�France,�only�4%�of��

teachers�had�training�

in�multicultural�or��

multilingual�education�
In-service�teachers�

also�need�continuing�

professional�development�to�meet�changing�education�

needs�in�a�globalized�world.�However,�the�2013�teaching�

and�Learning�International�survey�found�that�only�16%�

of�lower�secondary�teachers�in�34�education�systems�

had�undertaken�training�in�multicultural�or�multilingual�

education�in�the�preceding�year�(OeCD,�2014).�In�France�

and�Israel,�20%�of�lower�secondary�teachers�worked�in�

schools�where�more�than�10%�of�students�had�home�

languages�other�than�the�language�of�instruction.�

yet�only�4%�of�teachers�in�France�had�benefted�from�

professional�development�in�multicultural�or�multilingual�

education,�compared�with�20%�of�teachers�in�Israel�

(Figure�5.4).�

 

�

FIGURE 5.4:  

Teachers�in�countries�with�many�non-native�speakers�of�the�language�of�

instruction�seem�inadequately�prepared�

Prevalence of professional development in multicultural or multilingual education 

and of schools with medium or high concentration of students learning in a second 

language, lower secondary school teachers, 2013 
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GEM StatLink: http://bit.ly/fig5_4�

Note: Medium�concentration�=�11%�to�30%�second-language�students.�High�concentration�=�

more�than�30%�second-language�students.�

Source: smith�and�Persson�(2018).�
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Information�on�diversity�in�the�teaching�workforce�

is�limited,�and�comparisons�among�countries�are�

challenging�as�defnitions�of�immigrant�background�

difer.�teachers�with�immigrant�backgrounds�in�europe�

are�under-represented�relative�to�the�student�body�

composition,�particularly�in�countries�with�high�diversity.�

this�under-representation�is�fuelled�by�barriers�along�

the�career�path,�including�discriminatory�policies�on�

entering�the�profession.�In�France,�only�individuals�with�

French,�eU�or�� �european�

economic�Area�

nationality�can�take�

teaching�examinations�

(Donlevy�et�al.,�2016).�

Ireland�and�sweden�

recently�accelerated�

teacher�training�for��

migrant�and�refugee�

teachers�

those�who�obtain�

qualifcations�may�face�

hiring�barriers,�including�

prejudiced�evaluators�or��

school�selection�committees.�research�in�Dutch�schools�

found�that�perceptions�of�language�issues�or�religious�

diferences�as�risk�factors�were�associated�with�hiring�

native�candidates�over�immigrants,�even�given�similar�

skills�and�qualifcations.�Many�school�management�

boards�also�lack�diversity,�which�can�further�limit�

immigrant�teachers’�chances�of�employment�(van�den�

Berg�et�al.,�2011).�

One�way�to�increase�diversity�is�to�relax�requirements.�

Ireland�and�sweden�recently�accelerated�teacher�

education�for�immigrant�and�refugee�teachers�(eI,�2017a;�

Marino�Institute�of�education,�2018).�

there�are�few�studies�on�the�impact�of�teachers�with�

immigrant�backgrounds,�and�those�that�exist�may�not�

distinguish�between�frst-�and�subsequent-generation�

immigrants�or�between�immigrant�and�minority�

teachers.�some�evidence�indicates�that�teacher�diversity�

is�associated�with�immigrant�student�achievement,�

self-esteem�and�sense�of�safety�(King�and�Lulle,�2016).�

Immigrant�teachers�may�also�demonstrate�stronger�

empathy�for�immigrant�parents’�challenges�in�navigating�

a�new�culture�and�education�system,�although�they�are�

often�in�a�dilemma�as�their�cultural�knowledge�may�be�

at�odds�with�their�pedagogical�training�(Adair�et�al.,�2012).�

An�analysis�in�sweden�found�a�positive�relationship�

between�an�ethnically�diverse�teaching�workforce,�

measured�as�the�share�not�born�in�Nordic�countries,�

and�the�academic�achievement�of�students�not�born�in�

Nordic�countries�(Lindahl,�2007).�

Immigrant�and�minority�teachers�face�stigma�and�

stereotyping.�A�study�in�england�(United�Kingdom)�

found�that�31%�of�minority�teachers�faced�discrimination�

in�schools�(NAsUWt�and�runnymede�trust,�2017).�

some�Guyanese�and�south�African�teachers�in�the�

United�Kingdom�have�been�subject�to�racist�remarks�

and�discrimination�from�students�(Manik,�2014)�and�

xenophobic�attitudes�from�native�teachers�(Lashley,�

2018).�In�fve�Us�cities,�early�childhood�teachers�with�

migrant�backgrounds�often�felt�they�had�to�choose�

between�being�culturally�responsive�to�immigrant�

families�and�following�norms�to�be�seen�as�professionals.�

teachers�managed�by�presenting�themselves�diferently�

to�parents�and�peers,�code�switching,�changing�their�

demeanour�or�providing�slightly�diferent�versions�of�their�

beliefs�(Adair�et�al.,�2012).�

NON-FORMAL EDUCATION IS A  

CRITICAL BUT NEGLECTED ASPECT  

OF BUILDING RESILIENT SOCIETIES 

education�and�awareness-raising�about�migration�

and�displacement�issues�do�not�only�take�place�within�

school�walls.�Non-formal�education�has�many�forms�and�

purposes.�Unfortunately,�as�governments�are�rarely�the�

provider,�little�systematic�information�is�available.�

Community�centres�play�a�key�role.�A�turkish�

non-government�organization,�yuva�Association,�

uses�community�or�multipurpose�centres�for�language�

courses,�occupational�skills�workshops�and�psychosocial�

support�(Hanemann,�2018).�In�an�emerging�immigrant�

community�in�the�north-eastern�United�states,�

a�community�centre�was�established�to�help�unite�

people�of�diferent�cultures,�ofering�literacy�courses,�

after-school�help,�sport�team�activities,�community�

excursions�and�public�event�and�meeting�space.�

young�immigrant�clients�and�volunteers�stated�that�the�

centre�provided�a�trusted�space�where�they�felt�accepted�

(Brezicha�and�Hopkins,�2016).�
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Cultural�facilitators�or�brokers�(teachers,�instructional�

aides,�school�counsellors,�community�members)�can�

bridge�language�and�culture�diferences�between�

immigrant�and�host�communities.�those�with�

backgrounds�similar�to�

immigrant�students�are�

better��able�to�validate�

the�migration�experience.�

Cultural�br� okers�often�

ofer�translation�

services,�help�navigate�

the�education�system,�

educate�school�per� sonnel�

about�cultural�

practices�and�beliefs,�

help�par� ents�advocate�

for�their��children’s�

needs,�and�provide�other�practical�assistance,�such�as�

locating�language�classes�or�employment�opportunities�

(yohani,�2013).�

Cities�can�take�a�

lead�role�in�inclusion,�

running�awareness�

campaigns�against�

xenophobia,�

while�promoting�

immigrant�righ� ts�

In�england�(United�Kingdom),�volunteers�at�the�

West�end�refugee�service�support�refugees�and�

asylum-seekers�by�engaging�in�everyday�activities�

that�provide�space�for�informal�conversations�and�

acknowledge�the�multifaceted�lives�of�those�involved�

(Askins,�2015).�In�sweden,�the�municipality�of�Linköping�

trained�tutors�with�knowledge�of�somali�or�Arabic�to�act�

as�‘link�people’�for�the�Learning�together�programme.�

sharing�common�language�and�culture,�they�act�as�role�

models,�helping�foreign-born�parents�stay�motivated�and�

avoid�misunderstandings�(Hanemann,�2018).�

Cities�can�take�a�lead�role�in�inclusion.�education�against�

xenophobia,�programmes�for�employment�and�social�

welfare,�and�immigrant�advisory�committees�are�

common�city-led�eforts.�são�Paulo,�Brazil,�launched�an�

awareness�campaign�called�there�Is�a�Place�for�everyone�

in�são�Paulo�and,�in�the�autumn�of�2017,�established�the�

Municipal�Council�for�Migrants,�an�advisory�group�that�

incorporates�immigrants�into�local�political�life�and�

promotes�their�rights�(WeF,�2017).�

to�be�efective,�such�initiatives�should�closely�

involve�immigrant�communities.�In�saint�Petersburg,�

the�russian�Federation,�over�130�registered�

non-government�ethnocultural�alliances�work�on�

interethnic�relations�and�organize�activities�generally�

focused�on�education,�enlightenment,�culture�and�the�

media.�However,�there�are�few�close�interactions�with�

immigrant�communities.�tolerance�is�seen�as�a�goal�

in�itself,�rather�than�a�tool�for�social�cohesion,�and�the�

emphasis�is�on�demonstrating�cultural�diferences�among�

various�ethnic�groups�(Klimenko,�2014).�

Art,�community�events�and�sport�are�powerful�avenues�

of�non-formal�education.�In�January�2018,�as�part�of�the�

Lo�Que�Nos�Une�(What�Unites�Us)�initiative,�the�youth�

group�Madiba�held�a�flm�forum�highlighting�the�everyday�

reality�of�immigrants�in�Costa�rica,�including�a�post-flm�

conversation�with�the�young�refugee�and�immigrant�

organizers�(ret�International,�2018a,�2018b).�the�Migrant�

World�Film�Festival,�held�for�more�than�a�decade�in�

seoul,�provides�immigrants�with�an�opportunity�to�

showcase�their�work�and�discuss�cultural�diferences.�

the�remapping�the�Borders�festival�in�2017�included�

17�short�and�feature�flms�describing�experiences�of�

immigrants,�followed�by�a�round�table�with�members�of�

immigrant�worker�associations�(Kerry,�2017).�

Community�festivals�in�Norway�and�spain�encourage�

intercultural�exchange.�Oslo�extra�Large�(OXLO)�is�

an�integrated�campaign�that�is�part�of�the�municipal�

planning�strategy.�A�10-point�charter�recognizes�the�

equality�of�all�inhabitants�and�commits�to�tolerance�and�

mutual�respect.�As�part�of�the�annual�OXLO�week�event,�

municipalities�and�organizations�are�encouraged�to�plan�

intercultural�activities�and�a�Us$6,000�prize�is�awarded�

to�organizations�or�individuals�whose�extra�efort�helped�

make�Oslo�an�inclusive�city�(Maytree�Foundation,�2012;�

Oslo�Council,�2018).�the�annual�semana�Intercultural�

Festival�in�valladolid,�spain,�features�reoccurring�

events,�such�as�a�youth�concert,�activities�to�introduce�

newcomers�to�the�local�culture�and�a�day�devoted�to�

discussions�on�immigrant�issues,�as�during�the�you�Also�

Count!-themed�festival�in�2017�(City�Council�of�vallodolid,�

2017;�Maytree�Foundation,�2012).�

In�response�to�xenophobic�attacks�on�foreigners,�

the�Kaizer�Chiefs�football�team�relaunched�the�

#Africa4Life�social�media�campaign�during�south�Africa’s�

2017�anti-racism�week,�using�its�visibility�to�educate�the�

public�about�myths�that�immigrants�are�a�threat�and�

to�highlight�foreigners’�positive�contributions�(Kaizer�

Chiefs,�2017).�
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CONCLUSION 

ensuring�that�migrants�and�refugees�attend�and�

complete�school�is�only�the�frst�step�towards�inclusion.�

the�main�challenge�in�fully�including�these�students�in�

the�host�society�is�to�ofer�an�education�of�high�quality�

that�ensures�the�prevention�of�prejudices,�stereotypes�

and�discrimination.�National�education�systems�ofer�

diferent�models�but�there�has�been�a�trend�in�high�

income�countries�to�adopt�an�intercultural�education�

approach,�which�celebrates�migrant�and�refugee�cultures�

and�values�cultural�diversity.�

However,�a�shift�to�an�inclusive�education�system�has�

considerable�implications.�It�requires�a�strategy�that�

covers�a�large�range�of�interventions�from�curricula�and�

pedagogic�approaches�to�textbooks�and,�especially,�

teacher�preparation.�A�dialogue�is�needed�at�the�national�

level�over�how�to�open�the�classroom�environment�and�

make�migrants�and�refugees�feel�welcome,�as�they�juggle�

diferent�identities�and,�often,�live�under�the�pressure�

of�negative�public�attitudes�and�biased�media�coverage.�

Inevitably,�this�means�that�education�needs�to�extend�

beyond�the�school�walls�to�embrace�the�energy�of�the�

host�and�migrant�communities.�
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CHAPTER 6  | MOBILITY OF STUDENTS AND PROFESSIONALS  

K E Y M E S SAG E S

The internationalization of higher education concerns more countries than ever and has 

major implications for the flow and exchange of ideas and knowledge.

Students base decisions about where to pursue higher education on availability of a university 

place at home, the costs, and the relative quality of education at home and abroad. Half of 

all international students move to five English-speaking countries.

Universities recruit international students to diversify the student body and improve their 

global rankings, but the main driver is income-raising. In 2016, international students brought 

an estimated US$39.4 billion into the US economy.

The opportunity to gain work experience is a growing driver of student mobility. In 2011–2014, 

Indian student numbers fell by nearly 50% in the United Kingdom and increased by 70% 

in Australia after UK policy changes limited post-graduation work visas.

Governments often see student mobility as a way to foster closer ties with other countries. 

The US Fulbright Scholar Program supports about 8,000 people in over 160 countries each year. 

Some countries subsidize students’ studies abroad in disciplines relevant to national economic 

growth. The Brazil Scientific Mobility Program funded 101,000 tertiary students to study abroad 

in 2011–2016.

Internationally mobile university faculty integrate international, intercultural and comparative 

perspectives into the student experience. In 2016, 90% of US doctorate recipients in computer 

sciences and mathematics had temporary visas.

Regional qualification frameworks and transferable credits help student mobility, avoid 

wasting potential and contribute to employment and wage gains. UNESCO has drafted a 

Global Convention on the Recognition of Higher Education Qualifications for adoption in 2019.

Under the Global Compact for Safe, Orderly and Regular Migration, governments commit to 

facilitate recognition of skills, qualifications and competences. 

Emigration rates of the highly skilled are above 20% in about one-third of 174 countries, 

including Albania, Eritrea and Grenada. Such mobility can have adverse consequences for 

poorer countries, but these are tempered by the fact that the very prospect of emigration 

to prosperous regions spurs education investment in sending countries.

6
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Internationalization�of tertiary�education�takes�many�forms�........................... 97�

recognizing�academic�qualifcations�maximizes�the�benefts��

of�student�and�labour�mobility........................................................................................�101�

recognizing�professional�qualifcations�is�also�needed��
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I
n�an�increasingly�globalized�world,�young�people�study�

abroad�and�skilled�professionals�follow�employment�

opportunities�across�borders.�the�internationalization�

of��tertiary�education�requires�countries�to�harmonize�

their�systems.�It�also�brings�competition�among�

providers,�and�a�risk�o� f�commercial�and�other�interests�

overshadowing�academic�mission�and�values�(Iau,�2012).�

the�benefts�of�education�harmonization�and�professional�

mobility�necessitate�recognition�of�academic�and�

professional�qualifcations�across�countries.�at�the�same�

time,�the�potential�loss�of��talent�remains�a�concern�for��

poorer��countries.�

INTERNATIONALIZATION OF  

TERTIARY  EDUCATION TAKES  

MANY FORMS 

although�it�afects�a�minority�of�students�and�faculty,�

the�internationalization�of�tertiary�education�has�major�

implications�for�the�fow�and�exchange�of�ideas�and�

knowledge.�Internationalization�involves�the�mobility�

not�only�of�people�but�also�of�courses,�programmes�and�

institutions�afecting�education�at�home�and�abroad�

(altbach�and�Knight,�2007).1�

1�� �this�section�is�based�on�the�background�paper�by�bhandari�and�robles�(2018).�

STUDENT MOBILITY PATTERNS ARE CHANGING 

student�migration�for�full-�or�part-time�study�is�an�

increasingly�important�component�of�international�

skilled�migration,�although�international�statistics�do�not�

capture�part-time�fows�systematically�(Data�focus�16.1).�

Half�of�all�international�students�move�to�fve�

english-speaking�countries:�australia,�Canada,�

new�Zealand,�the�united�Kingdom�and�the�united�states.�

over�15%�of�students�in�australia,�new�Zealand�and�the�

united�Kingdom�are�international,�and�for�international�

doctoral�candidates,�the�share�is�over�30%.�However,�

recent�developments�

could�afect�the�

numbers�these�

countries�attract.�

the�united�Kingdom’s�

decision�to�leave�the�

european�union,�

coupled�with�student�

visa�restrictions�and�

rising�health�insurance�

International�tertiary�

mobility�has�major��

implications�for�the�

flow�and�exchange�of��

ideas�and�knowledge�

costs,�may�diminish�the�united�Kingdom’s�attractiveness�

as�a�destination.�recent�uncertainty�over��the�visa�regime�

in�the�united�states�may�explain�increased�international�

enrolment�in�Canada�(project�atlas,�2017).�

the�shares�of�international�students�in�france�and�

Germany�have�grown�to�8%�and�6%,�respectively,�

in�part�because�they�increasingly�ofer�postgraduate�

programmes�in�english�(brenn-White�and�van�rest,�

2012).�other�countries�have�recently�entered�the�market,�

including�China�with�10%�enrolment�in�2017�and�the�

russian�federation�with�6%�(project�atlas,�2017).�

three�out�of��the�fve�largest�sending�countries�in�2016�

were�in�asia:�China,�India�and�the�republic�of�Korea�

accounted�for�25%�of�all�outbound�mobility.�While�many�

students�travelled�to�Western�countries,�36%��of��the�

1.3�million�international�students�originating�in�eastern�
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Half�of�all�international�students�move�

to�five�english-speaking�countries,�while�

three�countries�in�asia�accounted�for��

25%�o� f�all�outbound�mobility�

asia�and�the�pacifc�stayed�in�the�region�in�2016�(Kuroda,�

2018).�europe�was�the�second-largest�sending�region�

at�23%�of�the�total�in�2016,�with�76%�of�the�0.9�million�

students�staying�in�the�region.�Intraregional�international�

students�accounted�for�35%�of�all�international�students�

in�the�region�(eurostat,�2016;�unesCo,�2017b).�

other�notable�mobility�patterns�include�sizeable�numbers�

of�african�students�in�france�and�latin�american�students�

in�spain,�due�to�shared�language�and�historical�ties.�

the�recent�trend�of�african�students�in�China�is�owing�

to�growing�economic�ties.�since�2000,�the�forum�on�

China-africa�Cooperation�has�been�providing�scholarships�

for�short-term�training�and�long-term�university�

studies�in�China�to�african�professionals�and�students.�

the�pledged�number�of�scholarships�has�increased�

from�30,000�in�2016–2018�to�50,000�in�2019–2021�

(benabdallah�and�robertson,�2018).�

 

Education quality considerations determine 

individual mobility 

overlapping�individual,�institutional�and�government�

factors�drive�student�mobility.�students�base�decisions�

on�where�to�pursue�tertiary�education�on�availability�of�

places�at�the�best�home�universities,�ability�to�pay�and�

relative�quality�of�education�at�home�and�abroad.�

In�some�large�sending�countries,�the�supply�of�places�

in�high-quality�institutions�has�not�met�demand.�

for�instance,�to�qualify�for�Chinese�tertiary�education,�

students�need�good�scores�on�the�highly�competitive�

university�entrance�examination,�the�gaokao.�

Candidates�from�rich�households�prepare�for�study�

abroad�in�case�they�do�not�pass�the�examination.�In�

2016,�nearly�170,000�were�enrolled�in�international�

curriculum�secondary�schools�in�China�(IeduChina,�

2016).�others�enrol�in�secondary�school�abroad,�also�

with�the�goal�of�preparing�for�foreign�universities.�In�

2015,�Chinese�students�enrolled�in�secondary�school�

numbered�more�than�43,000�in�the�united�states,�and�

they�have�a�large�presence�in�australia,�Canada�and�the�

united�Kingdom�(farrugia,�2014,�2017).�

three-quarters�of�nearly�16,000�young�people�in�

19�countries�rated�positively�the�quality�and�diversity�of�

tertiary�institutions�and�programmes�in�the�united�states�

(IIe,�2015).�Institutional�rankings�also�have�a�powerful�

infuence,�often�determining�student�admission�

preferences�and�eligibility�for�national�scholarship�

programmes�(Hazelkorn,�2015;�ICef�Monitor,�2017;�

redden,�2016;�Walcutt,�2016).�

 

Tertiary institutions need foreign students as a 

revenue source 

some�universities�recruit�international�students�to�

diversify�the�student�body,�provide�exposure�to�multiple�

cultures�and�languages,�and�improve�their�global�rankings.�

However,�the�main�driver�is�revenue.�In�2016,�international�

students�brought�an�estimated�us$39.4�billion�into�

the�us�economy�–�largely�in�living�expenses�and�

tuition�–�making�international�education�one�of�the�

top�export�industries.�other�countries�also�see�a�large�

economic�beneft,�including�australia�(us$24.7�billion),�

Canada�(us$15.5�billion)�and�the�united�Kingdom�

(us$31.9�billion)�(Global�afairs�Canada,�2017;�Maslen,�

2018;�universities�uK,�2017).�

In�several�asian�countries�with�declining�birth�rates�and�

ageing�populations,�the�tertiary�education�sector�is�

turning�to�international�students�to�keep�institutions�open�

(farrugia�and�bhandari,�2016).�Japan�aims�to�mitigate�low�

domestic�enrolment�by�attracting�international�students�

from�within�asia�and�farther�afeld�through�initiatives�such�

as�courses�and�programmes�taught�in�english�(Box�6.1).�

In�2010–2014,�the�number�of�international�students�

in�the�republic�of�Korea�stagnated�at�around�85,000.�

In�2015,�it�set�a�goal�of�200,000�international�students�

by�2023,�or�5%�o� f�all�

places.�scholarships,�

regulations�allowing�

universities�to�open�

international�departments��

or�programmes,�

expansion�of��english�

instruction,�and�incr� eased�

post-graduation�

employment�

opportunities�support�the�goal.�In�2017,�the�number�

of�international�students�increased�to�124,000�(ICef�

Monitor,�2018).�

In�2016,�international�

students�brought�

an�estimated�

us$39.4�billion�in� to�

the�us�economy�

Host-country�tertiary�education�expenditure�pays�of�

in�incoming�international�student�numbers.�a�study�

of�18�european�countries�showed�that�a�1%�increase�in�

CHAPTER 6 �|�Mobility�of�students�and�professionals�98 
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expenditure�per�student�led�to�an�average�2%�increase�

in�incoming�students�(Van�bouwel�and�Veugelers,�2009).�

an�additional�institution�in�the�top�200�of�the�academic�

ranking�of�World�universities,�known�as�shanghai�

ranking,�was�associated�with�a�11%�increase�in�incoming�

students�(Van�bouwel�and�Veugelers,�2013).�

BOX 6.1 :   

Japan has intensified efforts to internationalize 

tertiary education 

Tertiary�enrolment�in�Japan�is�projected�to�decrease�by�over�25%�

between�2018�and�2031�due�to�low�birth�rates.�Over�one-third�of�

private�universities�operate�below�capacity,�and�national�or�public�

universities�also�face�financial�difficulties.�Attracting�international�

students�has�been�one�strategy.�

After�reaching�its�100,000�International�Students�Plan�target�in�

2003,�the�Japanese�government�launched�a�new�drive�as�part�of�

its�Asian�Gateway�strategy,�implemented�through�the�Global�30�

project�(2009–2014).�Thirteen�universities�developed�degree�

programmes�in�English�and�enhanced�both�international�student�

support�and�inter-university�networks,�including�overseas�offices,�

for�sharing�education�resources.�Various�ministries�coordinated�

individual�stages,�from�admissions�to�graduate�employment.�

Now�the�Top�Global�University�Project�(2014–2023),�involving�

37�universities�split�into�2�tiers,�has�set�targets�for�shares�of�

international�full-time�faculty;�full-time�faculty�with�international�

degrees;�international�students;�Japanese�students�who�have�

studied�abroad�(including�those�under�inter-university�agreements);�

and�classes�conducted�in�a�foreign�language.�Amendments�to�the�

education�law�increase�university�presidents’�decision-making�

autonomy�in�supporting�the�objectives.�

Other Japanese�initiatives�include�bilateral�institutes�(e.g.�Egypt–�

Japan�University�of�Science�and�Technology,�Malaysia–Japan�

International�Institute�of�Technology,�Vietnam�Japan�University),�

and�a�new�project�for�collaborative�degree�programmes�with�

foreign�universities�(Kuroda,�2018).�

 Countries ofer work opportunities to attract students 

the�opportunity�to�gain�work�experience�is�a�growing�

driver�of�student�mobility.�policies�governing�students’�

ability�to�work�have�afected�international�student�

numbers,�including�in�Canada,�Germany,�new�Zealand,�

the�united�Kingdom�and�the�united�states.�In�2011–2014,�

Indian�student�numbers�in�the�united�Kingdom�fell�by�

nearly�50%�after�policy�changes�limited�post-graduation�

work�visas;�meanwhile,�their�numbers�rose�by�70%�in�

australia�and�37%�in�the�united�states�(project�atlas,�2016).�

In�18�european�countries,�a�1%�increase�in�

expenditure�per�student�led�to�an�average�

2%�increase�in�incoming�students�

In�the�united�states,�14%�of�the�more�than�1�million�

international�students�in�2016/17�benefted�from�optional�

practical�training�(opt),�a�temporary�post-graduation�work�

visa.�such�opportunities�are�infuential�drivers�of�mobility�

for�students�from�asian�countries,�including�China,�India�

and�nepal:�31%�of�Indian�students�had�opt�permits�in�

2016/17,�making�them�the�leading�participants.�While�an�

opt�extension�for�science,�technology,�engineering�and�

mathematics�(steM)�graduates�from�one�to�three�years�

accounts�for�some�of�the�recent�surge�in�participation,�

the�growing�number�willing�to�stay�for�longer�work�periods�

indicates�its�importance�for�many�students.�students�value�

the�ability�to�gain�practical�work�experience,�earn�money�

and�improve�their�prospects,�either�for�settling�in�the�

united�states�or�for�a�better�job�at�home.�

In�recent�years,�with�the�scale�of�knowledge-based�and�

innovation-driven�economies�increasing�worldwide,�some�

countries�try�not�only�to�bolster�international�students’�

enrolment�but�also�to�retain�them�in�their�labour�

markets.�In�China,�which�hosted�443,000�international�

students�in�2015/16,�programmes�in�beijing,�shanghai�

and�shenzhen�create�opportunities�for�international�

students�in�high-tech�and�e-commerce�courses�to�

transition�easily�into�the�workforce�to�address�local�skills�

gaps�(sharma,�2017).�Germany�ofers�degree�programmes�

with�minimal�fees�and�graduate�programmes�taught�in�

english,�and�gives�its�non-eu�graduates�18�months�to�fnd�

employment.�It�reached�its�enrolment�goal�–�350,000�by�

2020�–�three�years�early�(Kennedy,�2017;�nafe,�2017).�

In�China,�programmes�create�opportunities�

for�international�students�in�high-tech�and�

e-commerce�courses�to�transition�easily�into�

the�workforce�to�address�local�skills�gaps�
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Policies to increase student mobility take various forms 

Government�involvement�in�student�exchange�through�

bilateral�initiatives�serves�as�a�form�of�cultural�diplomacy�

and�development�aid�(teichler�et�al.,�2011).�the�fulbright�

scholar�program,�launched�in�1946�to�strengthen�ties�and�

build�cultural�understanding�between�the�united�states�

and�the�rest�of�the�world,�operates�through�a�partnership�

model:�49�bilateral�commissions,�along�with�embassies�in�

149�countries�without�such�commissions,�cooperate�with�

host�governments.�It�supports�about�8,000�students,�

scholars,�teachers�and�professionals�in�over�160�countries�

each�year�(bettie,�2015).�

under�the�bilateral�forum�on�Higher�education,�Innovation,�

and�research,�Mexico�established�proyecta�100,000�in�

2013,�with�the�goal�of�100,000�Mexican�students�studying�

in�the�united�states�and�50,000�us�students�studying�

in�Mexico.�the�united�states�launched�100,000�strong�in�

the�americas�in�2011,�with�the�goal�of�100,000�students�

moving�in�both�directions�between�the�united�states�and�

latin�america�(farrugia�and�Mahmoud,�2016).�

some�government�scholarships�are�a�form�of�

development�aid.�funded�by�the�european�development�

fund,�the�Intra-aCp�academic�Mobility�scheme,�

implemented�by�the�european�Commission�in�partnership�

with�the�africa,�Caribbean�and�pacifc�(aCp)�secretariat,�

provides�access�to�tertiary�education�for�aCp�students�

(european�Commission,�2018).�

Some sending countries sponsor study abroad 

Countries�may�subsidize�study�abroad�as�a�development�

strategy.�the�brazil�scientifc�Mobility�program,�known�in�

brazil�as�Ciência�sem�Fronteiras�(science�without�borders),�

operated�from�2011�to�2016�and�funded�101,000�tertiary�

students�to�study�abroad�in�disciplines�critical�to�brazil’s�

growth.�It�was�designed�to�

enable�degree�completion�in�

brazil�after�a�year�of�academic�

study�and�an�optional�summer��

internship�abroad�(Mcmanus�

and�nobre,�2017).�

brazil�funded�

101,000�tertiary�

students�to�

study�abroad�in�

disciplines�critical�

to�its�growth�

saudi�arabia�launched�the�

King�abdullah�scholarship�

program�in�2005�to�fund�

degrees�overseas.�saudi�

students�are�among�the�fve�largest�international�student�

groups�in�the�united�states.�due�to�declining�crude�oil�

prices,�it�was�reported�in�2016�that�there�would�be�budget�

cuts�and�restrictions�on�academic�eligibility�requirements,�

felds�of�study�and�eligible�universities�(Kottasova,�2016).�

not�all�governments�promote�study�abroad.�In�2009,�

algeria�sought�to�restrict�scholarships�for�study�abroad�

for�the�best�baccalaureate�graduates�(sawahl,�2009).�

at�one�point,�uganda�required�doctors�wishing�to�pursue�

studies�abroad�to�make�a�written�commitment�to�return�

(Karugaba,�2009).�

 FACULTY, COURSES, PROGRAMMES AND 

INSTITUTIONS ARE ALSO MOBILE 

Internationally�mobile�faculty�play�a�key�role�in�

internationalizing�tertiary�education.�they�can�integrate�

international,�intercultural�and�comparative�perspectives�

into�education�and�boost�institutions’�international�profles�

through�publications�and�projects�tied�to�their�networks�

(Knight,�2012).�Mobile�faculty�range�from�academics�

sought�by�elite�

research�universities�

to�those�hired�to�

address�local�shortages,��

along�with�‘transient’�

academics�who�continue��

academic�careers�in�

the�countries�where�

they�obtained�their��

doctorates�(rumbley�

almost�90%�of��us��

doctorate�recipients�

in�mathematics�and�

computer�sciences�had�

temporary�visas�in�2016�

and�de�Wit,�2017).�the�survey�of�earned�doctorates�in�the�

united�states,�the�country�that�hosts�the�most�transient�

academics,�suggests�that�international�faculty�constitute�

25%�of�new�academic�positions.�In�2016,�us�doctorate�

recipients�with�temporary�visas�and�defnite�employment�

commitments�varied�by�subject�area,�from�less�than��

60%�in�psychology�and�other�social�sciences�to�almost�

90%�in�mathematics�and�computer�science�(nsf,�2018).�

International�skilled�mobility�for�education�extends�

to�programmes�and�institutions.�Massive�open�online�

courses�(MooCs)�typically�provide�an�interactive�mix�

of�videos,�quizzes,�discussion�forums�and,�sometimes,�

peer-graded�assignments.�ofered�through�a�wide�range�

of�education�institutions�and�other�providers,�they�have�

surged�in�recent�years,�with�one�estimate�suggesting�

that�41�providers�had�reached�81�million�learners�in�2017,�

although�the�number�of�new�learners�had�stagnated�for�

the�frst�time�at�23�million�(shah,�2018).�
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limited�only�by�students’�connectivity�and�hardware�

(even�a�mobile�phone�will�do),�MooCs,�especially�those�

ofered�free,�can�expand�access�to�education,�particularly�

in�the�developing�world.�low�course�completion�is�a�

common�critique,�although�rates�vary�widely�among�

providers�and�courses,�and�also�depend�on�course�

characteristics.�for�instance,�a�review�of�Harvard�and�

MIt�online�courses�on�the�learning�platform�edX�showed�

that�the�median�certifcation�rate�was�just�8%,�but�for�

learners�who�paid,�it�was�60%�(Chuang�and�Ho,�2016).�new�

approaches�seek�to�address�the�prevalent�reasons�(e.g.�

difculty�engaging�with�instructors,�lack�of�peer�support),�

including�providing�host�country�support�locally�for�

distance�education�students�(Knight,�2016).�

ofshore,�cross-border�and�borderless�programmes�

also�enable�international�education�at�home�(HeGlobal,�

2016;�Knight,�2016).�a�study�involving�botswana,�China,�

Malaysia,�Mexico,�pakistan,�the�russian�federation,�

singapore,�south�africa,�the�united�arab�emirates�and�

Viet�nam�found�that�the�fexibility�of�transnational�

education�facilitated�coursework�and�degree�completion�

while�allowing�59%�of�students�to�remain�employed�

(british�Council,�2014).�branch�campuses�and,�more�

recently,�regional�education�hubs�(e.g.�Malaysia’s�

tertiary�education�sector;�the�Knowledge�Village�in�

dubai,�the�united�arab�emirates;�Qatar’s�education�City;�

singapore’s�Global�schoolhouse)�expand�international�

tertiary�education.�Hubs�involve�various�combinations�of�

domestic�institutions,�international�campuses�and�foreign�

partnerships�(dessof,�2012).�

Institutional�mobility�signifcantly�afects�domestic�and�

international�tertiary�education�alike.�traditional�student�

mobility�may�decline�as�international�students�choose�

home�country�branches.�at�the�same�time,�diverse�forms�

of�internationalization�may�continue�to�grow�rapidly,�

serving�more�students�with�varying�education�needs�

(bhandari�and�belyavina,�2012).�

RECOGNIZING ACADEMIC  

QUALIFICATIONS MAXIMIZES  

THE BENEFITS OF STUDENT  AND  

LABOUR MOBILITY 
to�facilitate�student�mobility,�countries�engage�in�

institution-building�and�complex�agreements,�such�as�

dual�and�joint�degree�programmes,�credit�transfers�and�

strategic�partnerships.�such�agreements�are�but�one�

step�towards�facilitating�greater�labour�mobility�through�

increased�attempts�to�harmonize�standards,�deepen�

quality�assurance�mechanisms�and�recognize�academic�

qualifcations�at�the�bilateral,�regional�or�global�level.�

traditionally,�countries�have�tried�to�tackle�the�issues�

of�student�mobility�and�recognition�of�qualifcations�

independently.�While�doing�so�is�costly,�some�countries�

continue�to�innovate.�establishing�legal�rights�to�

recognition�can�improve�uptake�and�efciency.�

In�2016,�austria�implemented�a�comprehensive�law�on�

recognition�of�foreign�qualifcations,�establishing�a�right�

to�assessment�of�all�levels�of�education�certifcates�

and�diplomas�(oeCd,�2017).�the�danish�agency�for�

universities�and�Internationalisation,�later�subsumed�

in�the�new�danish�agency�for�Higher�education,�was�a�

one-stop�shop�for�assessing�foreign�nationals’��

credentials.�assessments�of�an�advisory�or�binding��

nature�could�be�undertaken�on�demand�for�both�

employment�and�further�education.�according�to�a��

2010�report,�general��assessments�had�an�average�

processing�time�of�32.5�days,�with�89%�completed�in�less�

than�two�months.�a�user�satisfaction�survey�found�that�

assessments�had�a�positive�efect�on�employment�and�

education�outcomes�(IoM,�2013).�

Increasingly,�however,�countries�try�to�collaborate�

to�maximize�synergy.�the�introduction�of�common�

degree�standards,�quality�assurance,�qualifcation�

recognition�mechanisms�and�academic�mobility�exchange�

Countries�work�on�standards,�quality�assurance�mechanisms�and�qualification�

recognition�at�bilateral,�regional�or�global�level�to�facilitate�student�exchange�
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programmes�enabled�european�and�partner�countries�

to�establish�a�european�Higher�education�area�(eHea)�

in�2010.�this�was�the�culmination�of�the�bologna�process,�

begun�in�1999,�involving�the�european�Commission,�

the�Council�of�europe�and�representatives�of�tertiary�

education�institutions,�quality�assurance�agencies,�

students,�staf�and�employers.�Currently,�48�countries�

take�part.�the�latest�implementation�report�recognized�

that�policy�development�lagged�in�some�areas,�including�

quality�assurance�of�joint�programmes,�the�european�

Credit�transfer�and�accumulation�system,�and�the�

diploma�supplement,�a�document�providing�a�detailed�

description�of�study�components�and�learning�outcomes�

achieved�(european�Commission�et�al.,�2018).�

While�the�bologna�process�and�associated�reforms�

made�it�easier�to�recognize�qualifcations�among�eHea�

countries,�it�did�not�make�it�automatic.�the�Convention�

on�the�recognition�of�Qualifcations�concerning�Higher�

education�in�the�european�region�(lisbon�recognition�

Convention)�of�april�1997�legally�ensures�qualifcations�

recognition�among�participating�countries�(rauhvargers,�

2004).�as�of�august�2018,�54�countries�have�ratifed,�

including�7�outside�europe�(australia,�Canada,�Israel,�

Kazakhstan,�Kyrgyzstan,�new�Zealand�and�tajikistan)�

(Council�of�europe,�2018).�

Good�practice�and�common�understanding�of�recognition�

require�strong�country�involvement,�but�also�good�

information�systems,�to�turn�international�agreements�

into�national�law.�the�european�network�of�Information�

Centres�in�the�european�region/national�academic�

recognition�Information�Centres�in�the�european�union�

is�an�initiative�in�55�countries�to�improve�transparency�in�

international�recognition�procedures�through�information�

on�national�qualifcations.�

following�the�european�experience,�the�association�of�

southeast�asian�nations�(asean),�which�established�

the�asean�economic�Community�(aeC)�in�2015,�aims�to�

create�a�single�market�and�allow�the�free�fow�of�skilled�

labour.�It�receives�eu�technical�assistance�in�establishing�

a�qualifcations�reference�framework,�quality�assurance�

mechanism�and�credit�transfer�system.�It�also�aims�

to�introduce�an�academic�mobility�initiative�based�on�

lessons�from�the�erasmus+�programme�(Policy�focus�16.1).�

In�January�2018,�Japan�and�the�republic�of�Korea�

ratifed�the�2011�asia-pacifc�regional�Convention�on�

the�recognition�of�Qualifcations�in�Higher�education,�

which�came�into�force�as�a�result.�Japan�also�committed�

to�establishing�a�national�information�centre�(Mori,�2018).�

at�the�third�regional�Conference�on�Higher�education�in�

June�2018,�countries�in�latin�america�and�the�Caribbean�

agreed�to�proceed�

to�stronger�regional�

integration�in�tertiary�

education�(unesCo��

IesalC,�2018).�

In�africa,�issues�

with�university�

management,�

education�quality�

and�credit�transfer��

have�hindered�

students�wishing�to�

study�in�the�region�

In�africa,�issues�with�

university�management,�

education�quality�and�

credit�transfer��have�

hindered�students�

wishing�to�study�in�the�

region�(Woldegiorgis�

and�Knight,�2017).��

the�fve�countries�of�the�east�african�Community�

established�a�Common�Higher�education�area�in�2017�

to�develop�regional�standards,�guidelines�and�national�

commissions�and�councils.�students�will�be�able�to�enrol�

in�any�of�the�region’s�110�universities�without�a�special�

examination,�and�credits�will�be�transferable�(ligami,�2017;�

Waruru,�2017).�

With�the�aim�of�building�on�regional�conventions,�

unesCo�has�drafted�a�Global�Convention�on�the�

recognition�of�Higher�education�Qualifcations�for�

adoption�in�2019.�In�addition�to�developing�principles�for�

tertiary�qualifcations�recognition�across�regions,�it�aims�

to�provide�a�common�quality�assurance�framework.�

as�with�the�lisbon�convention,�parties�will�commit�

to�recognizing�foreign�qualifcations�(and�precursory�

qualifcations),�unless�a�substantial�diference�can�be�

proved.�they�will�also�have�to�establish�recognition�

authorities,�maintain�information�centres�to�provide�

relevant�and�timely�information�about�national�tertiary�

education�systems,�and�ofer�qualifcations�holders�the�

right�of�assessment�(unesCo,�2015,�2017a).�

RECOGNIZING PROFESSIONAL  

QUALIFICATIONS IS ALSO NEEDED  

TO MAXIMIZE THE BENEFITS  

OF M OBILITY 

recognition�of�professional�qualifcations,�like�that�of�

academic�qualifcations,�facilitates�and�maximizes�the�

benefts�of�skilled�labour�migration.�Immigrants�are�

often�economically�excluded�because�of�discrimination,�

limited�social�networks,�inadequate�language�skills�or�visa�

102 CHAPTER 6 �|�Mobility�of�students�and�professionals�
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restrictions (OECD, 2014). Limiting recognition of their 

qualifications is a further impediment, which immigrants 

often rate above language skills as a challenge 

(Eurostat, 2014).

Immigrants whose qualifications are not recognized  

may not be able to legally practice in regulated 

professions, such as teaching and nursing, and often 

occupy jobs that underutilize their skills. Over one-third 

of immigrants with tertiary education in countries 

of the Organisation for Economic Co-operation and 

Development (OECD) are overqualified for their jobs, 

compared with one-quarter of natives (OECD/European 

Union, 2015). 

Analysis for this report shows that only 30% of  

those with tertiary degrees gained outside  

Europe and Northern America work in high-skill 

occupations. Less  

than 15% reported 

their level of education 

matched their jobs, 

compared with almost 

70% among other 

immigrants who 

studied in the host 

country and nearly 

75% among natives.

While labour market 

outcomes between 

skilled migrants and natives tend to converge the  

longer migrants stay, parity can take years (Aleksynska 

and Tritah, 2013). Skilled African immigrants in Europe 

who did not upgrade their occupation in the first  

five to six years tended to persist in low-skill  

work (Castagnone et al., 2015). In non-STEM jobs,  

foreign-born workers in the United States took  

20 years or more to reach earnings parity with  

natives (Hanson and Slaughter, 2016).

Harmonized international rules and transparent 

procedures on qualifications recognition can  

facilitate international migration. The benefits of 

functional recognition systems can be substantial. 

Recognition in Germany increased the probability  

of immigrant employment by 45 percentage points  

and the hourly wage by 40% (Brücker et al., 2015; 

IOM, 2013). In the United States, forgone earnings of 

underemployed immigrant college graduates could 

represent US$10.2 billion in lost tax revenue annually 

(Batalova et al., 2016). The overqualification rate among 

immigrants in OECD countries whose qualifications are 

recognized is 10 percentage points lower, on average, 

than among those whose qualifications are not 

recognized, after accounting for the field of study and 

for the country where the qualifications were obtained 

(Bonfati et al., 2014).

QUALIFICATIONS RECOGNITION NEEDS TO  

BE SIMPLER AND MORE FLEXIBLE

Governments increasingly acknowledge the  

importance of recognizing skills and qualifications.  

Under the Global Compact for Safe, Orderly and  

Regular Migration, they commit to facilitate  

recognition of skills, qualifications and competences 

(United Nations, 2018). 

As such agreements require political coordination 

and common quality assurance standards, they are 

concentrated in rich, mostly European economies. 

Even there, a review of EU-funded validation  

projects found that only six explicitly mentioned 

immigrants in their overviews (Souto-Otero and 

Villalba-Garcia, 2015).

Recognition systems are often too underdeveloped  

or fragmented to meet immigrants’ needs  

(Cangiano, 2015; Lodigiani and Sarli, 2017). In a  

survey of 13 European countries, only a minority  

of highly educated migrants had applied for  

recognition (OECD, 2014). They may be unable or 

unwilling to invest the resources required by  

complex, time-consuming and costly processes 

(CEDEFOP, 2016; Hawthorne, 2013). Recognition  

systems usually identify competences, then validate 

them, requiring original certificates or evidence of 

attainment. Furthermore, the procedures and agencies 

involved in o
cial recognition and validation vary 

between regulated and non-regulated professions.

Identifying, documenting, assessing and certifying 

skills and competences involves multiple government 

departments and subnational authorities (CEDEFOP, 

2016). Recognition bodies are frequently unconnected 

from bodies responsible for integration and employment 

(OECD, 2014). Assessment agencies, licensing bodies 

and academic institutions can harmonize requirements 

and procedures, such as document verification, to 
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tertiary education in 

OECD countries are 

overqualified for their 
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reduce�the�need�to�submit�documents�to�multiple�

agencies.�Governments�can�ensure�agencies�abide�by�

fair,�transparent�procedures�and�adhere�to�best�practices.�

for�example,�ontario�(Canada)�introduced�a�‘fairness�

commissioner’�in�2007�to�ensure�fair�access�to�regulated�

professions�for�those�with�foreign�qualifcations�(owen�

and�lowe,�2008).�

In�2012,�Germany�passed�a�federal�law�to�streamline�

recognition.�foreign�nationals�can�gain�recognition�

regardless�of�residence�status�or�citizenship.�they�can�

make�a�legal�claim�for�recognition�and�receive�a�decision�

within�three�months.�professional�qualifcations�obtained�

abroad�are�checked�for�compatibility�with�German�

professional�requirements.�the�law�covers�around�

600�occupational�groups�(Kovacheva�and�Grewe,�2015).�

among�eforts�to�address�lack�of�transparency�and�

information�in�recognition�procedures,�internet�portals�

provide�concise,�easily�accessible�information�in�

foreign�languages�(IoM,�2013).�the�recognition�in�

Germany�website�and�app,�accessible�in�nine�languages,�

receive�more�than�1�million�visitors�per�year�(rietig,�2016).�

still,�coordination�within�a�highly�decentralized�system�

is�challenging.�established�in�2005,�Germany’s�IQ�

network�has�evolved�into�16�state�networks,�with�over�

70�counselling�centres,�which�help�applicants�through�the�

recognition�process�but�also�teach�intercultural�skills�to�

employment�ofce�and�job�centre�staf.�the�chambers�of�

commerce�and�industry�established�a�centre�for�foreign�

skills�approval,�IHK�fosa,�which�processes�applications�to�

all�its�members,�making�decisions�more�consistent�across�

states�and�professions�(rietig,�2016).�

partial�recognition�is�another�route�into�regulated�

professions�with�insufciently�harmonized�international�

standards�or�underdeveloped�quality�assurance.�

applicants�may�have�to�pass�an�examination,�work�under�

supervision�for�a�period�or�refrain�from�performing�certain�

functions.�the�Washington�accord�is�a�rare�example�of�

a�non-regional�multilateral�initiative�that�recognizes�

substantial�equivalence�in�professional�engineering�

qualifcations�but�gives�national�authorities�discretion�

to�mandate�extended�periods�of�partial�licensure�

(Hawthorne,�2013).�

While�immigrants�stand�to�beneft�considerably�

from�having�their�skills�validated,�they�do�not�make�

enough�use�of�the�available�processes.�some�countries�

have�developed�immigrant-specifc�validation�tools.�

an�austrian�project,�du�kannst�was�(‘you�have�skills’),�

targets�low-qualifed�immigrants,�enabling�even�

those�without�formal�education�to�sit�the�same�

examinations�as�general�vocational�students�and�obtain�

certifcation�(souto-otero�and�Villalba-Garcia,�2015).�

denmark’s�Competence�Card�allows�immigrants�to�

make�their�skills�more�visible�to�prospective�employers�

and�connects�them�with�labour�market�needs.�

professional,�linguistic�and�general�skills�are�assessed�

and�documented�electronically,�facilitating�job�search�or�

further�education�(oeCd,�2014).�

the�european�skills�passport�helps�eu�nationals�make�

their�skills�and�qualifcations�more�easily�understood�

throughout�europe.�It�consists�of�an�online�curriculum�

vitae,�to�which�ofcial�documents�can�be�attached,�

that�details�skills�and�lets�authorities,�education�

institutions�and�partner�organizations�attest�to�

skills�gained�during�education�and�work�experience.�

recently,�an�alternative�version�was�developed�for�

non-eu�nationals,�and�it�has�been�recommended�that�

a�similar�version�for�refugees,�developed�and�piloted�in�

norway,�should�be�expanded�across�europe�(Cedefop,�

2018;�european�Commission,�2017;�noKut,�2017)�

(Policy�focus�10.2).�

Mutual recognition of qualifcations in regulated 

professions is complicated 

legal�concerns�and�public�safety�issues�are�obstacles�in�

recognizing�professional�qualifcations.�yet�recognition�is�

in�the�public�interest,�allowing�immigrants�to�fll�vacancies�

in�the�health�and�education�sectors�instead�of�working�

outside�their�felds�(Girard�and�smith,�2012).�In�Canada,�

only�one-quarter�of�foreign-educated�immigrants�with�

relevant�qualifcations�were�working�in�a�regulated�

profession�(sumption�et�al.,�2013).�

one�of�the�few�examples�of�multilateral�automatic�

recognition�for�regulated�professions�is�the�european�

union’s�professional�Qualifcations�directive.�It�allows�

architects,�dentists,�doctors,�midwives,�nurses,�

pharmacists�and�veterinary�surgeons�who�hold�an�

approved�qualifcation�to�practise�in�any�member�state�

(sumption�et�al.,�2013).�However,�automatic�recognition�

establishing�and�maintaining�automatic�

recognition�agreements�such�as�those�

within�the�eu�requires�substantial�political�

commitment�and�resources�
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agreements,�such�as�those�within�the�european�union,�

involved�a�long�process�of�harmonizing�standards�

and�quality�assurance�mechanisms�and�an�even�

longer�process�of�economic�and�political�integration.�

establishing�and�maintaining�such�agreements�requires�

substantial�political�commitment�and�resources�

(IoM,�2013).�

Countries�may�reform�their�education�systems�and�

qualifcation�frameworks�to�conform�with�those�

of�other�countries�or�regions,�which�may�facilitate�

mutual�recognition�in�the�long�term.�India�is�working�

with�Germany�to�reform�the�technical�and�vocational�

education�and�training�system,�modelling�curricula�

and�training�on�the�German�approach�(desiderio�and�

Hooper,�2015).�the�republic�of�Moldova�is�introducing�

a�national�qualifcation�framework�modelled�on�the�

european�Qualifcations�framework�(republic�of�Moldova�

Government,�2017).�

a�few�agreements�allow�intra-regional�mobility�

through�regional�qualifcation�frameworks.�Within�

the�CarICoM�single�Market�and�economy,�qualifed�

people�in�the�Caribbean�can�move�and�work�freely�

with�a�Certifcate�of�recognition�of�CarICoM�skills�

Qualifcation.�While�university�graduates�can�obtain�

the�certifcate�on�the�basis�of�their�degrees,�selected�

professions,�including�nurses�and�teachers,�are�also�

eligible�if�they�meet�additional�requirements�(World�bank,�

2009)�(Policy�focus�17.1).�since�the�system�came�into�

efect�in�1996,�16,000�certifcates�have�been�issued�

(CarICoM,�2017).�

under�the�Common�Market�protocol�of�the�east�african�

Community,�partner�countries�commit�to�facilitating�the�

free�movement�of�service�providers�and,�where�necessary,�

harmonizing�and�mutually�recognizing�academic�

and�professional�qualifcations.�to�date,�this�includes�

accountants,�architects�and�engineers,�and�work�is�under�

way�to�recognize�lawyers�(Kago�and�Masinde,�2017).�

LOSS OF TALENT CAN BE  

DETRIMENTAL TO POORER  

COUNTRIES 

student�and�skilled�worker�mobility�and�the�associated�

loss�of�human�capital,�a�phenomenon�known�as�

brain�drain,�can�negatively�afect�poorer�countries.�

estimates�for�this�report�suggest�that�emigration�rates�of�

the�highly�skilled�are�above�20%�in�just�over�one-quarter�

of�174�countries,�including�Grenada�and�Guyana�in�the�

Caribbean,�albania�and�Malta�in�europe,�and�eritrea�and�

somalia�in�sub-saharan�africa�(deuster�and�docquier,�

2018)�(Figure�6.1).�

aid�in�the�form�of�scholarships�to�donor�country�

universities�can�exacerbate�this�trend,�as�students�do�

not�always�return.�aid�could�instead�support�students�or�

universities�in�the�region,�as�target�4.b�of�the�sustainable�

Just over one quarter of countries, including Grenada and Guyana, 
Albania and Malta, Eritrea and Somalia 

see at least 

20% 
of their 

highly skilled 
emigrate 
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 FIGURE 6.1 :  

In�several�countries,�more�than�one�out�of�five�highly�skilled�people�emigrate�

Skilled migration rates, selected countries, 2010 
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GEM�StatLink:�http://bit.ly/fig6_1�

Source:�deuster�and�docquier�(2018).�

development�Goals�specifes.�public�spending�can�also�be�

biased.�a�World�bank�estimate�based�on�country�studies�

from�2003–2008�found�that�about�18%�of�public�tertiary�

education�expenditure�

in�sub-saharan�africa�

went�to�scholarships�to�

support�study�abroad�

(World�bank,�2010).�

about�18%�of�public�

tertiary�expenditure�

in�sub-saharan�africa�

went�to�supporting�

students�abroad�

richer�countries�actively�

compete�for�skilled�

workers.�In�oeCd��

countries,�which��have�

experienced�signifcant�growth�in�skilled�worker�

immigration,�there�are�almost�twice�as�many�high-skilled�

immigrants�from�outside�member�countries�as�from�

within�(Kerr�et�al.,�2016).�fears�that�emigration�could�

impede�development�in�sending�countries�due�to�loss�of�

skills�even�led�to�a�proposal�to�introduce�an�emigration�

tax�in�the�1970s�(bhagwati�and�Hamada,�1974).�

However,�skilled�migration�is�also�increasingly�seen�as�

having�more�positive�efects�on�education�and�skills�for�

both�origin�and�destination�countries�than�previously�

thought.�remittances�can�beneft�sending�economies�

(Policy�focus�19.4).�and�the�very�prospect�of�skilled�

emigration�to�prosperous�regions�can�also�spur�education�

investment�in�sending�countries.�

research�for�this�report�on�the�efect�of�skilled�migration�

on�human�capital�accumulation�in�sending�countries�

provides�updated�estimates�that�account�for�these�

opposing�forces.�It�fnds�that�a�net�high-skilled�migration�

rate�of�14%�generates�the�highest�positive�efects�on�

human�capital�accumulation�and�continues�to�generate�

positive�efects�at�migration�rates�as�high�as�33%.�

further�generalizing�the�model�to�also�account�for�the�

characteristics�of�origin�and�destination�countries�as�well�

as�for�low-skilled�emigration�rates�shows�that�emigration�

prospects�generate�net�brain�gain�in�90�countries�and�net�

brain�loss�emerges�in�84�countries.�on�average,�the�net�

efect�is�small�in�low�income�and�middle�income�countries�

(deuster�and�docquier,�2018).�
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Return migrants can mitigate brain drain efects but 

need policy support 
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one�of�the�factors�that�can�mitigate�the�efects�of�brain�

drain�is�return�migration,�a�phenomenon�that�is�typically�

neglected�because�of�the�perception�that�migrants�leave�

with�no�intention�to�come�back.�However,�migrants�may�

return�deliberately�as�part�of�their�individual�migration�

strategies�or�following�incentives�that�governments�

in�origin�countries�provide�to�attract�talent�from�the�

diaspora�(agunias�and�newland,�2012).�Migrants�may�

also�return�involuntarily,�for�instance�when�they�are�

expelled�and�banned�from�re-entering�or�when�the�

economic�conditions�in�the�destination�countries�change,�

adversely�afecting�their�job�opportunities.�In�either�

case,�return�migrants�and�their�families�have�specifc�

education-related�needs,�which�are�often�not�met.�

first,�they�can�face�qualifcations�recognition�challenges.�

Governments�can�provide�advice�or�ofer�validation�and�

recognition�services�to�ease�their�reintegration�in�the�

labour�market.�the�republic�of�Korea’s�Happy�return�

programme�provides�skills�training�and�issues�career�

certifcates�(GfMd,�2013).�In�the�philippines,�under�the�

technical�education�and�skills�development�authority,�

six�agencies�oversaw�the�permanent�returning�overseas�

filipino�Workers�network,�while�davao�province’s�skills�

registration�database�linked�returnees�to�recognition�

services�and�prospective�employers�(Ilo,�2010).�

second,�return�migrants�tend�to�seek�self-employment�

opportunities�or�to�establish�a�business.�However,�

countries�fnd�it�challenging�to�adapt�their�skills�

development�policies�to�support�returnees’�needs�

(bardak,�2014)�(Box�6.2).�

BOX 6.2:   

 

Albania’s policies need to support entrepreneurship 

among returnees 

Albania�has�one�of�the�highest�emigration�rates.�In�2015,�an�estimated�2.9�million�

Albanians�lived�in�the�country�and�1.1�million�lived�abroad�(UNDESA,�2015,�2017).�

The�financial�crisis�in�Greece�and�Italy,�host�to�almost�80%�of Albanian�migrants,�

triggered�a�wave�of�returns.�A�survey�showed�that�70%�of�male�returnees�had�lost�

their�jobs�abroad�(IOM�and�INSTAT,�2013).�Between�2008�and�2014,�an�estimated�

150,000�to�180,000�Albanian�migrants�returned,�mostly�from�Greece�(Barjaba�

and�Barjaba,�2015).�

As�a�result,�the�Albanian�labour�force�expanded�by�5%�between�2011�and�2014.�

Analysis�of�labour�force�survey�data�shows�that�returnees�contributed�to�

an�increase�in�employment�rates�through�both�self-employment�and�hiring�

workers�for�new�businesses.�Returnees�are�more�likely�than�non-migrants�to�

set�up�businesses�and�bring�non-migrants�into�the�labour�force�(Hausmann�and�

Nedelkoska,�2017;�Piracha�and�Vadean,�2010).�

Vocational�centres�provide�entrepreneurship�education�options,�often�with�the�

support�of�development�partners�(Nikolovska,�2010).�In�2010,�the�government�of�

Albania�developed�a�five-year�reintegration�strategy,�strengthening�‘migration�

counters’�at�regional�labour�offices�to�refer�returnees�to�public�services,�including�

to�vocational�centres�(Albania�Government,�2010).�The�Employment�and�Skills�

Strategy�2014–2020�also�recognized�the�challenge�of�supporting�returnees�

(Albania�Ministry�of�Social�Welfare�and�Youth,�2014).�However,�in�2011–2015,�

just�800�returnees�accessed�migration�counters�for�professional�orientation�

(Vathi�and�Zajmi,�2017).�Expanding�this�service�at�the�municipality�level�would�

improve�access,�but�consistency�with�the�strategy�should�be�increased�(Gëdeshi�

and�Xhaferaj,�2016).�Moreover,�vocational�centres�may�not�be�the�most�suitable�

outlet�for�entrepreneurship�training�for�returnees.�

CONCLUSION 

the�internationalization�of�tertiary�education,�including�

the�movement�of�students,�academics,�courses�and�

institutions,�has�taken�various�forms�in�recent�years.�

Countries�compete�to�attract�larger�numbers�of�foreign�

students�who�are�the�source�of�valuable�income�

and�reputation�for�host�universities�and�countries.�

to�facilitate�student�mobility,�universities�increasingly�

embark�on�dual�and�joint�degree�programmes,�

credit�transfers�and�strategic�partnerships.�at�the�

same�time,�countries�harmonize�standards,�deepen�

quality�assurance�mechanisms�and�recognize�academic�

qualifcations�at�the�bilateral,�regional�or�global�level.�

recognition�of�professional�qualifcations�also�increases�

the�benefts�of�migration�for�skilled�workers.�those�whose�

qualifcations�are�not�recognized�are�less�likely�to�fnd�

skilled�work.�However,�recognition�mechanisms�are�

often�fragmented�or�complex�to�meet�immigrants’�

and�refugees’�needs�and�end�up�being�underutilized.�

they�need�to�be�made�cheaper�and�more�efcient�to�

overcome�a�key�obstacle�to�socio-economic�integration.�

the�loss�of�human�capital�associated�with�the�migration�

of�students�and�professionals�can�negatively�afect�

poorer�countries.�However,�the�prospect�of�emigration�

can�spur�individual�investment�in�education�and�skills�in�

sending�countries�and�mitigate�some�of�the�costs�of�brain�

drain.�education�systems�need�to�adjust�to�harness�the�

skills�of�return�migrants.�
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Mina (11 years old), grade 5, Boeung Kachang 

island, Koh Kong province, Cambodia. 

CREDIT:  Shal lendra Yashwant/Save the Children 
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K E Y M E S SAG E S  

As of 2018, there are four new indicators for measuring progress towards SDG 4, bringing the 

total number to 33 out of 43. 

2019 will be a key year for reporting on SDG 4, as the High-Level Political Forum on 

Sustainable Development will review SDG 4 for the first time. 

With data now available up until the end of 2015, there are two key findings on the 

Education for All era: 

■ Progress stalled in primary education completion after 2008, meaning goal 2 on universal 

primary completion was missed. 

■ There was a steady move towards gender parity in primary and secondary education, 

which was achieved in 2009, four years later than the target date of 2005. 

Migrant and displaced populations are heterogeneous in terms of identity, journeys and legal 

status. Migration and displacement flows can change rapidly and sampling frames may not keep 

up. Global monitoring of their education status will no doubt remain a patchwork of approaches 

for some time. 

Data on displaced populations tend to be collected in camps, where less than 40% of refugees 

and even fewer internally displaced people reside. 

Flexible approaches to collecting data on migrants and refugees should be considered. 

Examples include the Latin American Migration Project and the Refugees in the German 

Educational System study. 
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the Sdg 4 monitoring framework............................................................................111 

the Sdg 4 reporting framework............................................................................... 112 

data focus 7.1: Monitoring the education status of migrants  

and displaced populations presents numerous challenges......................... 116 

the monitoring framework supporting Sustainable 

development goal 4 (Sdg 4) on education is ambitious, 

even if some of the hardest questions of education 

development remain sidelined. Major eforts are under 

way to develop indicators, standards and tools to match 

this ambition, a process requiring close collaboration 

among international agencies, countries, funders 

and experts. 

In introducing the monitoring part of this report, 

this chapter frst reviews the status of the Sdg 4 

monitoring and reporting framework, touching 

on selected developments in its refnement and 

implementation; subsequent chapters take up specifc 

cases. Second, it takes stock of the education for 

all (eFa) era, 2000–2015. While the 2015 EFA Global 

Monitoring Report was dedicated to such an assessment, 

the full statistical picture across all goals and fnancial 

commitments has only just emerged (Box 7.1). 

third, it introduces education monitoring issues related to 

migration and displacement, a dimension that the overall 

Sdg monitoring framework has committed to follow 

closely but that is difcult to realize. 

Major efforts are under way to develop 

indicators, standards and tools to 

match the ambition of Sdg 4 

THE SDG 4 MONITORING  

FRAMEWORK 

In September 2017, the united nations general assembly 

adopted the un Statistical Commission’s list of 232 global 

indicators for monitoring the Sdgs, based on the work 

of its Inter-agency and expert group on Sdg Indicators 

(Iaeg-Sdgs). the Iaeg-Sdgs will carry out major reviews 

of the indicator framework in 2019 and 2024 for approval 

at commission sessions in 2020 and 2025. 

there are 11 global indicators for Sdg 4 – one per  

target, except target 4.2, which has two. the uneSCo  

Institute for Statistics (uIS) is the sole custodian 

agency for eight indicators and collaborates with the 

International telecommunication union (Itu) for  the 

target 4.4 indicator on information and communications 

technology. unICeF is the custodian agency for  target 

4.2 on early childhood development and the organisation 

for  economic Co-operation and development (oeCd) for  

target 4.b on scholarship aid. 

to complement the 11 global indicators, an annex to 

the education 2030 Framework for action proposed 

32 thematic indicators with broader coverage of the 

education agenda. the Sdg 4 monitoring framework thus 

consists of 43 indicators. While the thematic indicators 

are optional, countries need to provide reasons for opting 

out of reporting on them. 



     

 

 

 

  

 

 

 

 

 

  

  

 

 

  

 

 

  

 

  

 

  

 

 

 

 

 

 

7 

a three-tier classifcation, based on established 

methodology and data coverage, shows which indicators 

need further methodological work. two education 

indicators are currently identifed as tier I (‘established 

methodology ... and data regularly produced by 

countries’). Five are at tier II (‘established methodology ... 

but data are not regularly produced by countries’) 

and two at tier III (‘[n]o ... established methodology’). 

disparity indices for target 4.5 depend on the quality 

of the underlying indicators, resulting in a multi-tier 

classifcation, a status shared by 4.1.1 (Table 7.1). 

there are fve other education-related global indicators, 

focusing on prioritization of education and other social 

spending in national budgets; access to sexual and 

reproductive health education for adults; youth not 

in employment, education or training; mainstreaming 

of education for global citizenship and sustainable 

development; and climate change education. 

deliberations and investigation by the Iaeg-Sdgs since 

the initial proposal have led to classifcation revisions. 

the custodian agencies are responsible for refning tier 

III indicators. Subcomponents b) and c) of indicator 4.1.1 

have been raised to tier II. a process is under way to 

raise the classifcation of indicator 4.1.1a on early grades. 

Methodological concerns have led to the downgrading of 

indicator 4.2.1 to tier III, although the Iaeg-Sdgs has set 

up a group to implement a work plan for its improvement. 

Following implementation of the work plan for indicator 

4.7.1, a methodology was developed, based on country 

responses to the sixth consultation on implementation 

of the 1974 recommendation concerning education for 

International understanding, Co-operation and peace 

education relating to human rights and Fundamental 

Freedoms (Chapter 14). It served as the basis for a tier 

reclassifcation request to the Iaeg-Sdgs scheduled for 

november 2018. Indicators 4.a.1 (previously multi-tier I/II) 

and 4.c.1 are now tier II, refecting limited data availability. 

the uIS coordinates developments on most of the global 

indicators for which it is custodian, and on all remaining 

thematic indicators, through the technical Cooperation 

group on the Indicators for Sdg 4 – education 2030 

(tCg), which it convenes with uneSCo. the tCg consists 

of representatives from the Iaeg-Sdgs member states 

and selected international agencies and institutions. 

Its working groups, especially the one on indicator 

development, have advanced the defnitions of various 

thematic indicators. Starting with the 2018 data release, 

the uIS reports on four additional indicators: participation 

in adult literacy programmes (4.6.3), comprehensive 

sexuality education 

(4.7.2), school-based 

violence (4.a.2) and 

attacks in schools (4.a.3), 

bringing the total uIS is 

reporting on to 33 out of  

the 43 global and 

thematic Sdg 4 

indicators. Work 

continues or is about to 

begin on other thematic indicators, including language of 

instruction, distribution of resources and teacher 

professional development. 

the uneSCo Institute 

for Statistics reports 

on 33 of the 43 

global and thematic 

Sdg 4 indica tors 

two other entities convened by the uIS complement 

the work of the tCg. the global alliance to Monitor 

learning works on the technically more sophisticated 

learning outcome-related indicators, primarily on 

minimum profciency in reading and mathematics, 

adult literacy and digital literacy. It began inviting 

countries in late 2018, with the prospect of developing 

into part of the tCg structure. the Inter-agency group 

on education Inequality Indicators works on indicators 

based on data from household surveys but has not yet 

included countries. 

THE SDG 4 REPORTING  

FRAMEWORK 

the Sdg follow-up and review process culminates in 

the annual high-level political Forum on Sustainable 

development (hlpF). the forum provides political 

leadership, guidance and recommendations on 

implementation and follow-up; tracks progress; 

encourages elaboration of coherent policies informed by 

evidence, science and country experiences; and addresses 

new and emerging issues. 

the hlpF carries out thematic and goal progress 

reviews, which focus on a diferent theme and rotating 

set of Sdgs each year. education will frst be reviewed 

in 2019. an annual Sdg report provides the framework 

for hlpF reviews. the hlpF also receives voluntary 

national reviews, submissions from intergovernmental 

bodies and submissions from various ‘major groups and 

stakeholders’ representing civil society. 
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 TABLE 7.1 :  

SDG 4 and other education-related global indicators by custodian agency and classification tier 
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Indicator Custodian agency Tier 

SDG 4 

4.1.1 Proportion of children and young people 

(a) in grades 2/3; 

(b) at the end of primary; and 
(c) at the end of lower secondary 

achieving at least a minimum profciency level in (i) reading and (ii) mathematics, by sex 

UIS 

III 

II 

4.2.1 Proportion of children under 5 years of age who are developmentally on track in health, learning and psychosocial well-being, by sex UNICEF III 

4.2.2 Participation rate in organized learning (one year before the ofcial primary entry age), by sex UIS I 

4.3.1 Participation rate of youth and adults in formal and non-formal education and training in the previous 12 months, by sex UIS II 

4.4.1 Proportion of youth and adults with information and communications technology (ICT) skills, by type of skill UIS and ITU II 

4.5.1 Parity indices (female/male, rural/urban, bottom/top wealth quintile and others such as disability status, indigenous peoples and confict-afected, as data become 
available) for all education indicators on this list that can be disaggregated 

UIS 
I/II/III 

depending on indicator 

4.6.1 Proportion of population in a given age group achieving at least a fxed level of profciency in functional (a) literacy and (b) numeracy skills, by sex UIS II 

4.7.1 Extent to which (i) global citizenship education and (ii) education for sustainable development, including gender equality and human rights, are mainstreamed at all 
levels in (a) national education policies; (b) curricula; (c) teacher education; and (d) student assessment 

UIS III 

4.a.1 Proportion of schools with access to (a) electricity; (b) the Internet for pedagogical purposes; (c) computers for pedagogical purposes; (d) adapted infrastructure 
and materials for students with disabilities; (e) basic drinking water; (f) single-sex basic sanitation facilities; and (g) basic handwashing facilities (as per the WASH 
indicator defnitions) 

UIS II 

4.b.1 Volume of ofcial development assistance fows for scholarships by sector and type of study OECD I 

4.c.1 Proportion of teachers in (a) pre-primary; (b) primary; (c) lower secondary; and (d) upper secondary education who have received at least the minimum organized 
teacher training (e.g. pedagogical training) pre-service or in-service required for teaching at the relevant level in a given country 

UIS II 

Other SDGs 

1.a.2 Proportion of total government spending on essential services (education, health and social protection) ILO, UIS and WHO II 

5.6.2 Number of countries with laws and regulations that guarantee full and equal access to women and men aged 15 years and older to sexual and reproductive health 
care, information and education 

UNFPA III 

8.6.1 Proportion of youth (aged 15–24 years) not in education, employment or training ILO I 

12.8.1 Extent to which (i) global citizenship education and (ii) education for sustainable development (including climate change education) are mainstreamed in (a) national 
education policies; (b) curricula; (c) teacher education; and (d) student assessment 

UIS III 

13.3.1 Number of countries that have integrated mitigation, adaptation, impact reduction and early warning into primary, secondary and tertiary curricula UNFCCC and UIS III 

Notes: tier classifications are defined as follows: 

Tier 1: Indicator is conceptually clear, has an internationally established methodology and standards are available, and data are regularly produced by 

countries for at least 50 per cent of countries and of the population in every region where the indicator is relevant. 

Tier 2: Indicator is conceptually clear, has an internationally established methodology and standards are available, but data are not regularly produced 

by countries. 

Tier 3: no internationally established methodology or standards are yet available for the indicator, but methodology/standards are being (or will be) 

developed or tested. 

Source: Iaeg-Sdgs (2017). 

Since Sdg-wide reports may pay limited attention to 

education, the World education Forum, in its Incheon 

declaration, requested ‘an independent global education 

Monitoring report (geM report), hosted and published 

by uneSCo, as the mechanism for monitoring and 

reporting on the proposed Sdg 4 and on education in 

the other proposed Sdgs’ (uneSco, 2015a, para. 18, p. 11). 

In line with this mandate, Chapters 8 to 17 of this report 

review progress towards the seven targets (4.1 to 4.7) and 

three means of implementation (4.a to 4.c), Chapter 18 

discusses issues related to education in three other Sdgs, 

and Chapter 19 reviews education fnancing. 

education will be reviewed for the first time 

in the 2019 high-level political Forum 
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BOX 7.1 : 

Taking stock of achievements in the Education for All era, 2000–2015

The EFA Global Monitoring Report was established in 2001 to inform the 

international community on progress towards the EFA goals and on the 

monitoring framework, consisting of 18 indicators (UIS, 2001). The indicators 

overlapped with those of the Millennium Development Goal (MDG) 

monitoring framework. The final edition of the report, for 2015, presented at 

the World Education Forum in Incheon, Republic of Korea, assessed EFA 

achievements largely on the basis of 2012 data. The UIS, in collaboration 

with countries, is making a considerable effort to reduce the lag in education 

data by increasing the efficiency of the survey and data release schedule. 

The following updated assessment – based on UIS data, unless suggested 

otherwise – does not change the conclusion that progress during the EFA 

era, while significant, ultimately fell well short of reaching the targets.

Early childhood care and education

‘Goal 1. Expanding and improving comprehensive early childhood care and 

education, especially for the most vulnerable and disadvantaged children.’

• Insufficient consistent data was collected on participation in ‘early 

childhood development programmes’. But the pre-primary gross 

enrolment ratio increased from 32% in 2000 to 47% in 2015 (Indicator 1).

• Information on the percentage of new grade 1 entrants who attended 

‘some form of organized early childhood development programme’ was 

not systematically collected from administrative data, but evidence from 

31 low and middle income countries taking part in the UNICEF Multiple 

Indicator Cluster Survey 5 (2013–2015), which collected this information, 

suggested that the median ratio was 36% (Indicator 2).

Universal primary education

‘Goal 2. Ensuring that by 2015 all children, particularly girls, children in 

difficult circumstances and those belonging to ethnic minorities, have access 

to and complete free and compulsory primary education of good quality.’

• The gross intake ratio to grade 1 was constant at 106% in 2000 and 2015 

(Indicator 3).

• By contrast, the global average of the net intake rate to grade 1, first 

reported in 2005, increased from 65% to 69% by 2015 (Indicator 4).

• The primary gross enrolment ratio increased from 99% in 2000 to 103% 

in 2015 (Indicator 5).

• The primary net enrolment rate increased from 83% in 2000 to 89% 

in 2015, with the adjusted net enrolment rate – on which the out-of-

school children indicator is based – being two percentage points higher 

(Indicator 6/MDG indicator 2.1).

• The number of out-of-school children decreased from 101 million in 2000 

to 62 million in 2015. All the decline had been realized by 2008; progress 

stalled thereafter.

• The gross intake ratio to the last grade of primary school increased 

from 82% in 2000 to 90% in 2015. But using household surveys, 

the report estimated that almost 100 million children had not 

completed primary school.

Youth and adult skills

‘Goal 3. Ensuring that the learning needs of all young people and adults 

are met through equitable access to appropriate learning and life 

skills programmes.’

• No indicators were specified for this goal. The report regularly reported 

on the lower secondary gross enrolment ratio, on the assumption that 

this level of education was necessary to build foundation skills. The ratio 

increased from 72% in 2000 to 85% in 2015.

Adult literacy

‘Goal 4. Achieving a 50 per cent improvement in levels of adult literacy by 

2015, especially for women, and equitable access to basic and continuing 

education for all adults.’

• The youth literacy rate increased from 87% in 2000 to 91% in 2015. 

The number of illiterate youths fell from 144 million to 104 million 

(Indicator 16/MDG indicator 2.3).

• The adult literacy rate increased from 81% in 2000 to 86% in 2015. 

The number of illiterate adults fell from 786 million to 753 million 

(Indicator 17).

• The youth literacy gender parity index (GPI) increased from 0.93 in 2000 

to 0.97. The adult literacy GPI increased from 0.88 to 0.92 (Indicator 18).

Gender equality

‘Goal 5. Eliminating gender disparities in primary and secondary education 

by 2005, and achieving gender equality in education by 2015, with a focus on 

ensuring girls’ full and equal access to and achievement in basic education 

of good quality.’

• Using the gross enrolment ratio as the basis, the primary education 

GPI increased from 0.92 in 2000 to 0.95 in 2005 and 1.00 in 2015; 

the secondary education GPI increased from 0.92 in 2000 to 0.94 in 2005 

and 0.99 in 2015; and the tertiary education GPI increased from 0.99 in 

2000 to 1.05 in 2005 and 1.12 in 2015 (MDG indicator 3.1).

Quality of education

‘Goal 6. Improving all aspects of the quality of education and ensuring 

excellence of all so that recognized and measurable learning outcomes are 

achieved by all, especially in literacy, numeracy and essential life skills.’

• The percentage of primary teachers who had the required academic 

qualifications was 97% in 2015 in 94 countries with data (Indicator 9).

• The percentage of primary teachers whose training met national 

standards increased from 85% in 2000 to 93% in 2015. In 21 countries with 

data, less than 75% of primary school teachers were trained to national 

standards (Indicator 10).

• The primary pupil/teacher ratio declined from 26.3:1 in 2000 to 23.1:1 in 

2015. It declined in 81% out of the 151 countries with data (Indicator 11).

• The primary repetition rate fell from 5% in 2000 to 1.8% in 2015 

(Indicator 12).

• The survival rate to the last grade of primary school increased from 76% 

in 2000 to 80% in 2015 (Indicator 13/MDG indicator 2.2).



2019  • GLOBAL EDUCATION MONITORING REPORT 115

7

BOX 7.1  (CONTINUED): 

• No estimates were available for the coefficient of efficiency (intended 

number of pupil years needed for a cohort to complete the primary cycle 

as a percentage of the actual number of pupil years spent) (Indicator 14).

• A methodology for monitoring the percentage of children who reached 

grade 4 having mastered a set of nationally defined basic learning 

competences was not agreed upon during the EFA period. This indicator 

is almost identical to the global lead indicator for SDG 4, debated in recent 

years: a combination of the primary completion rate (SDG thematic 

indicator 4.1.4) and the proportion of students at the end of primary 

school reaching a minimum level of proficiency (SDG global indicator 

4.1.1b). The 2012 EFA Global Monitoring Report suggested that 62% of the 

cohort of primary school children had reached this level; a subsequent 

estimate by the UIS lowered the figure to 44% (Indicator 15).

Financing education

• The share of education in gross domestic product increased, from 

4.1% in 2000 to 4.8% in 2015 (Indicator 7).

• The share of education in total government expenditure changed little, 

from 13.6% in 2000 to 14% in 2015 (Indicator 8).

Overall, two key findings stand out. First, with respect to goal 2, after 

stagnant participation rates until 1997, the primary gross enrolment ratio, 

net enrolment rate and gross intake rate into the final grade picked up until 

2008, after which progress stalled (Figure 7.1a). By contrast, with respect to 

goal 5, although the target of parity by 2005 was not achieved, progress  

was continuous throughout the 1990s and 2000s, with the result that 

parity was reached in 2009 in primary and secondary education and had 

almost been achieved in youth literacy by 2015. However, gender disparity 

remained in adult literacy, where 63% of illiterates were female, and 

reversed in tertiary education, where males became less likely to participate 

(Figure 7.1b).

Monitoring the EFA goals showed that a midterm review might be too late 

to determine whether targets would be reached. Under the 2030 Agenda for 

Sustainable Development, there is more systematic thinking, not limited to 

education, on how to address this weakness.

The GEM Report endeavours to highlight cumulative progress against an 

‘on-track’ benchmark for selected indicators. For this purpose, children 

born between 2010 and 2014 may be considered the SDG generation. 

These years relate to key education milestones in an approximate but 

meaningful way. The oldest among this generation turned 5 in 2015, 

the last year before primary school entry age in many countries; in terms 

of the 2030 Agenda, they were expected to be in pre-primary education in 

the academic year at the start of the SDG period (2015–2030). The youngest 

turn 16 in 2030, potentially the latest age for timely completion of lower 

secondary schooling.

The SDG generation is thus bracketed by two educationally meaningful 

birth cohorts. This report largely relies on 2017 data, and the focus on 

the SDG generation is limited. A key question in the next few years will 

be how widespread primary school entry is in 2017–2019. If significant 

numbers of children in those entry cohorts do not start school, universal 

secondary completion by 2030 will be in grave danger; the world will be 

playing catch-up with SDG target 4.1 less than one-third of the way into 

the SDG period.

FIGURE 7.1 : 

Between 2000 and 2015, the world progressed steadily towards gender parity but not towards universal primary 

education completion

a. Selected primary education access, participation 
and completion indicators, 1990–2015
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Source: uIS database.
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DATA FOCUS 7.1: MONITORING THE  

EDUCATION STATUS OF MIGRANTS  

AND DISPLACED POPULATIONS  

PRESENTS NUMEROUS  

CHALLENGES 

one overarching principle of the 2030 agenda is to 

leave no one behind. Several population groups sufer 

disadvantages masked by outcome averages. the Sdg 

monitoring framework, therefore, explicitly focuses on 

disaggregation of indicators by various characteristics 

historically associated with disadvantage. target 4.5 and 

its global indicator do not list migration and displacement 

status among its examples. however, the 2030 agenda 

foundation document recognized their relevance and 

made it explicit in Sdg 17, target 17.18, which calls on 

donor countries to ‘enhance capacity-building support 

to developing countries … to increase signifcantly 

the availability of high-quality, timely and reliable 

data disaggregated by … migratory status … and 

other characteristics relevant in national contexts’ 

(united nations, 2015). 

Yet, as evidenced throughout this report, systematic data 

on the education status of migrants and refugees are 

patchy, including in otherwise data-rich countries. In the 

World bank’s Microdata Catalogue, as of mid-2018, 

over 2,000 out of almost 2,500 household surveys 

include information on education, but only around one 

out of seven of  those 

include migration, 

and only a small fr action 

of those include 

information on refugees 

and/or displacement 

(World bank, 2018b). 

Systematic data on 

the education status 

of migrants and 

refugees are patchy, 

including in otherwise 

data-rich countries even where 

administrative data, 

household surveys or  

learning assessments are available, they are frequently 

limited due to the small number of migrants sampled, 

responding and asked comparable and meaningful 

questions concerning their potentially complex migration 

and education backgrounds. the very education 

indicators measured may take on a diferent meaning 

when applied to migrants. does ‘literacy’ refer specifcally 

to host country language(s)? does literacy in a diferent 

script count? how are education qualifcations or learning 

achievements in origin countries mapped on destination 

country categories? 

 MIGRANT AND DISPLACED POPULATIONS ARE 

OFTEN NOT EVEN RECOGNIZED 

Central population registers can contain important 

information on population movements, especially 

concerning internal migration, but surveys are often 

necessary. Yet migrant households are mobile and 

less likely to be present for enumerator visits or 

interviews due to language barriers or legal concerns. 

Moreover, increasing the sample of the relatively few 

international migrants requires oversampling or add-on 

surveys targeting them. all approaches rely on including 

the relevant populations in sampling frames. 

as migration fows can change rapidly, sampling frames 

may not keep up. For example, estimates of the number 

of venezuelans who have left, in what has been called the 

‘fastest-escalating displacement of people across borders 

in latin american history’ can be very imprecise and 

requires a variety of sources to triangulate information 

(Freier and parent, 2018). the united nations has reported 

that 1.6 million people left the country since 2015 

(reliefWeb, 2018). In such circumstances, it is very difcult 

for receiving countries to adapt their data collection tools. 

the problem particularly afects displaced populations. 

data tend to be collected relatively systematically in 

refugee camps. however, less than 40% of refugees 

and even fewer internally displaced people (Idps) 

reside in camps or collective centres (unhCr, 2018). 

as camps often fall outside standard sampling frames, 

a key question is how to link their data with population 

register data. Idps may be excluded outright from 

data monitoring systems or not identifed. the Internal 

displacement Monitoring Centre estimates there are 

800,000 Idps in ukraine but recognizes that this fgure 

refects only those in government-controlled areas. 

alternative un estimates put the number at over 1 million 

(englund, 2018). 

 MIGRATION FLOWS TEND TO BE TOO COMPLEX 

AND HETEROGENEOUS TO MONITOR 

Migration and education are treated as statuses rather 

than processes in data collection. both migration and 

education histories need to be queried retrospectively 

to gain a full understanding. this can be a complex and 

expensive enterprise, but there have been noteworthy 

recent initiatives. In 2017, with support from the World 

bank, the euro asylum Seeker Survey randomly surveyed 

people in selected reception centres in greece and Italy 

in six languages (arabic, bambara, english, Farsi, French 

and tigrinya). the survey allowed comparisons among 
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asylum-seekers and with origin country populations. 

It used components of  the oeCd pr ogramme for  

the International assessment of  adult Competencies 

to assess literacy and numeracy skills (World bank, 

2018a). among asylum-seekers with primary education, 

only 50% o  f  those in greece and 41% of  those in Italy 

achieved the minimum profciency level in literacy 

(Figure 7.2). 

the sample was restricted to asylum-seekers in centres, 

thus excluding those living outside, earlier  waves of  

arrivals, unaccompanied minors and those who did not 

complete their journeys. even so, it found considerable 

heterogeneity, including signifcant variation in their  

journeys. between 20% and 25% of respondents 

were ‘secondary movers’, who had previously settled 

or  were born in other countries, such as the Islamic 

republic of Iran or in libya. respondents came from 

countries for  which asylum recognition rates ranged 

from less than 20% (such as Morocco, lebanon and 

South Sudan) to more than 90% (eritrea and the Syrian 

arab republic). three-quarters of  afghan spouses 

were together in centres, compared with less than 

10% o f eritreans. a signifcant minority appeared to 

have prepared for  the journey by enrolling in language 

or other courses. Self-reported skills were found to be 

consistent with the educational attainment and assessed 

profciency of recent migrants to european countries 

(World bank, 2018a).  

data on displaced populations tend to be 

collected in camps, where less than 40% 

of refugees reside 

 

 

FIGURE 7.2:  

Among asylum-seekers in Greece and Italy, about half of 

primary graduates lack minimum literacy skills 

Literacy proficiency levels by education attainment level and 

country of asylum, 2017 
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Source: World bank (2018a). 

 

 

FLEXIBLE APPROACHES TO SAMPLING 

MIGRANTS AND REFUGEES ARE NECESSARY 

BUT COSTLY 

ensuring inclusion of migrants and refugees in standard, 

general-purpose surveys is desirable but not always the 

best solution. In addition to the problem of targeting a 

sufciently large sample size, standard surveys do not 

capture the dynamism of migration. 

research-focused surveys have been used to answer 

questions linking sending and receiving communities. 

the Mexican Migration project has covered Mexico– 

uS migration since 1982 and provides information 

on years of schooling completed and remittance 

expenditure on education. as of mid-2017, it included 

161 communities and about 27,000 households, of 

which 4% were in the united States (Mexican Migration 

project, 2018). Similarly, the latin american Migration 

project has collected data since 1998 on migration 

to the united States from Colombia, Costa rica, 

the dominican republic, ecuador, el Salvador, 

guatemala, haiti, nicaragua, paraguay, peru and 

puerto rico (united States) (arp-nisen and Massey, 

2006). the Migrations between africa and europe 

project studies migration between three sub-Saharan 

african countries (the democratic republic of the 

Congo, ghana and Senegal) and europe, including 

return migration, circulation and transnational practices 

(beauchemin, 2012). 

general-purpose surveys can also be too infrequent 

to generate timely information in crisis situations, 

which afect collection of relevant education data even 

in countries with high administrative and statistical 

capacity. Important lessons were learned from rapid 

data collection using alternative, non-random sampling 

approaches among recent arrivals in austria and 

germany. Comparisons between the non-random 

samples, representative samples and ofcial data show 

that rapid assessments can be sufciently accurate to 

provide preliminary policy guidance. 
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germany carries out a longitudinal 

study, which collects data twice a year 

in five states and is complemented by a 

central register of non-national residents 

the displaced persons in austria Survey researched 

emergency accommodation sites that had no resident 

lists. Comparisons found a good match with ofcial 

statistics on the age and citizenship of asylum-seekers in 

austria. Subsequent data from the national employment 

service confrmed that respondents’ actual skills and 

qualifcations largely matched self-reported academic 

or vocational education. requiring school certifcates 

would have underestimated attainment (buber-ennser 

et al., 2016). 

refugees in the german educational System (regeS) 

is a longitudinal study begun in July 2016. It is funded 

by the Federal Ministry of education and research 

and conducted on behalf of the leibniz Institute for 

educational trajectories, which is also responsible for 

the german national educational panel Study. regeS 

is carried out in fve states and collects data twice per 

year. Focusing on education integration, it surveys 

teachers, social workers and volunteers, in addition to the 

2,400 main participants, aged 4 and up or 14 and up, and 

their parents (lIfbI, 2016). 

germany also maintains a central register of non-

national residents, including recognized refugees and 

asylum-seekers, which served as the sampling frame for 

a survey by the Federal employment agency, the Federal 

ofce for Migration and refugees and the german 

Socio-economic panel. because asylum-seekers enter the 

register only once their application is ofcially submitted, 

staggered samples were drawn up to mid-2016 to 

capture all arrivals in the three years prior to January 

2016. the survey is a panel study, with initial waves 

in 2016, 2017 and 2018. the frst wave covered 4,800 

adults in 3,500 households, with a response rate of 50%. 

an additional refreshment sample of 1,250 households 

was frst surveyed in 2017 (dIW, 2017). 

 

 

MEASUREMENT TOOLS NEED TO RECOGNIZE 

THE COMPLEXITY OF MIGRATION 

TRAJECTORIES 

education at time of survey is insufcient to understand 

the dynamics of education and migration. at a minimum, 

information is needed on whether qualifcations were 

obtained before or after arrival. Where respondents have 

to express education qualifcations in terms of host 

system categories, responses may be invalid and not 

comparable within or between countries. 

one approach to this challenge is to consolidate 

information on national school systems and credentials. 

an example that can be embedded into various 

questionnaires is the Computer-assisted Measurement 

and Coding of educational Qualifcations in Surveys 

(CaMCeS) module, developed by geSIS – leibniz Institute 

for the Social Sciences. It overcomes manual translation 

of qualifcation names by allowing respondents to report 

educational attainment in their own words and mapping 

the responses to the 1997 and 2011 International Standard 

Classifcation of education codes. Standardizing and 

automating data collection, coding and harmonization, 

together with better coverage of foreign, rare or outdated 

qualifcations, promises more accurate data. as of 

october 2017, CaMCeS contained some 2,100 education 

qualifcations and more than 1,000 alternative 

expressions, covering nearly all european countries and 

the origin countries of the largest migrant and refugee 

groups in germany (SerISS, 2018). 

existing instruments can also be adapted. even seemingly 

small wording changes in migration-related questions 

can afect responses. after a change to place of birth 

questions on the oeCd programme of International 

Student assessment (pISa) survey from ‘inside/ 

outside’ the assessment country to a list of countries, 

non-response to the item jumped from 1.7% to 

7.9% in germany but dropped from 5% to 0.4% in 

Japan (richardson and ali, 2014). While these are 

outliers, answers to questions that do not account 

for non-response can afect conclusions about the 

prevalence of various immigrant backgrounds. the 2018 

pISa will ask in detail whether students speak something 

other than the test language with various members of 

their families and social circles (oeCd and geMr, 2018). 
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the World bank is supporting adaptation of regular household surveys 

in africa and southern asia to embed questions particularly relevant to 

non-nationals, including refugees 

the World bank is supporting adaptation of regular 

household surveys in africa and southern asia to 

embed questions particularly relevant to non-nationals, 

including refugees, and integrating registers of the ofce 

of the united nations high Commissioner for refugees 

(unhCr) into sampling frames. this initiative builds on a 

successful adaptation of the 2017/18 Jordanian household 

expenditure and Income Survey (Carletto, 2018). 

 MIGRATION QUESTIONS ARE BEING FURTHER 

STANDARDIZED AND MAINSTREAMED 

recent initiatives seek to coordinate collection of data 

relating to education for migrants and the displaced. 

the International organization for Migration (IoM) is 

collaborating with unICeF, unhCr, eurostat and the 

oeCd to close data gaps that ‘leave migrant, refugee and 

displaced children in danger and without access to basic 

services’ (unICeF et al., 2018). the IoM’s global Migration 

data analysis Centre does not publish displacement-

specifc education data, but its displacement tracking 

Matrix, which includes education elements, is being 

improved and used in an increasing number of countries 

(englund, 2018). 

In March 2016, the un Statistical Commission supported 

the establishment of an expert group on refugee and Idp 

Statistics. With representation from 50 member states 

and concerned agencies, it is led by Statistics norway, 

eurostat and unhCr. Its draft recommendations 

include (a) collecting demographic data on refugees 

and persons with refugee backgrounds, (b) including 

refugees in national statistical systems (civil registration, 

administrative data, surveys, censuses) and (c) including 

indicators on living conditions, socio-economic factors 

and integration measures. It also recommends reporting 

on education for refugees, including participation in 

school and pre-school, as well as educational attainment, 

literacy and numeracy, years spent out of education 

between ages 5 and 16, host country language 

profciency and participation in language courses, 

and support received for integration into host school 

systems, in line with recognized best practice (un 

Statistical Commission, 2018). 

School censuses are rarely designed to cope with large 

movements of people. refugee education Management 

Information System is a free, open-source, web-based 

tool being developed by uneSCo and unhCr to help 

countries collect, compile, analyse and report refugee 

education data. It was initially tested and piloted in the 

united republic of tanzania in 2017 and rwanda in 2018. 

rollouts are under way in Kenya, South Sudan, Sudan and 

uganda, with at least 10 more countries to follow by early 

2019. It is intended not as a parallel system but rather 

integrated into or at least linked with national systems 

(unhCr, 2018). 

CONCLUSION 

the initiatives and innovative approaches described above 

are highly welcome and make important contributions to 

understanding the education of migrants and displaced 

people around the world. at the same time, they often 

serve to highlight monitoring complexities. Migrants and 

refugees are an extremely heterogeneous group in 

terms of identity, journeys and legal status. there is no 

one solution to the measurement challenges, and global 

monitoring of migration and education will no doubt 

remain a patchwork of approaches for some time. 
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Teacher and schoolchildren outside of  

their school centre in Honduras. 

CREDIT:  Save the Children 

K E Y M E S SAG E S  

There were 64 million out-of-school children of primary school age in 2017, which means their 

number stalled for a tenth year in a row. 

Using 2013–2017 data, completion rates were 85% for primary education, 73% for lower secondary 

and 49% for upper secondary. 

This GEM Report is proposing a new model to use survey and census data more efficiently to 

project completion rates to the most recent year. 

To achieve universal secondary school completion by 2030, all children need to enrol in primary 

school by 2018, yet the intake rate in low income countries was 73% in 2016. 

In total, 387 million or 56% of children of primary school age and 230 million or 61% of adolescents 

of lower secondary school age did not reach the minimum proficiency level in reading. A new 

proposal has been made for the minimum proficiency level for this indicator. 

Data over 15 years from a survey of grade 4 students’ reading skills, suggest that middle income 

countries have progressed towards meeting the minimum benchmark by about one percentage 

point per year, on average, which means they are not likely to meet the target by 2030. 

Citizen-led assessments and a new module in the UNICEF Multiple Indicator Cluster Surveys offer 

valuable insights into the learning achievements of children not in school. 

The rights granted by non-discrimination conventions do not guarantee migrant children’s 

right to education in practice. Rigid documentation requirements, whether legally required or 

arbitrarily imposed by local gatekeepers, can prevent access. 
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4.1 

TA R G E T  4 . 1  

Primary and secondary  
education 

By 2030, ensure that all girls and boys complete free, equitable and 

quality primary and secondary education leading to relevant and efective 

learning outcomes  

GLOBAL INDICATOR 

4.1.1 – Proportion of children and young people (a) in Grade 2 or 3; (b) at the end of primary 

education; and (c) at the end of lower secondary education achieving at least a minimum proficiency 

level in (i) reading and (ii) mathematics, by sex 

THEMATIC INDICATORS 

4.1.2 – Administration of a nationally-representative learning assessment (a) in Gr ade 2 or  3;  

(b)  at the end of primary education; and (c) at the end of lower secondary educ ation 

4.1.3 – Gross intake ratio to the last grade (primary education, lower secondary education) 

4.1.4 – Completion rate (primary education, lower secondary education, upper secondary education) 

4.1.5 – Out-of-school rate (primary education, lower secondary education, upper secondary education) 

4.1.6 – Percentage of children over-age for grade (primary education, lower secondary  education) 

4.1.7 – Number of years of (a) free and (b) compulsory primary and secondary education guaranteed 

in legal frameworks 
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Despite�the�sdG�4’s�decisive�turn�to�include�learning�

outcome�indicators,�the�international�community�

also�set�ambitious�targets�on�secondary�education�

participation�and�completion.�notwithstanding�these�

objectives,�the�EFA�goal�to�ensure�all�children�attend�

and�complete�primary�school�by�2015�was�not�attained.�

Vulnerable�populations�around�the�world,�including�

migrants�and�refugees,�continue�to�be�denied�the�very�

right�to�education�(Policy focus 8.1).�

Timely�entry�can�remain�below�100%�even�when�primary�

completion�is�universal,�as�in�upper�middle�and�high�

income�countries,�where�the�adjusted�net�intake�rate�has�

remained�constant�at�around�90%.�The�remaining�10%�

may�be�enrolled�in�pre-primary�schooling�or�enter�later.�

But�progress�in�low�income�countries�has�stalled�in�recent�

years�at�72%�(Figure 8.1).�To�achieve�universal�secondary�

school�completion�by�2030,�the�intake�rate�of��the�2018�

cohort�in�all�countries�needs�to�at�least�match�the�current�

intake�rates�of�middle�and�high�income�countries.�

 FIGURE 8.1 :  

Fewer than three out of four children begin school on time 

in low income countries 

Adjusted net intake rate to the first grade of primary school by 

country income group, 2000–2016 
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GEM StatLink:�http://bit.ly/fig8_1�

Source: uIs�database.�

The�number�of��those�out-of-school�has�also�stalled�since�

2008,�at�64�million�(9%)�for�children�of�primary�school�

age,�61�million�for�adolescents�of�lower�secondary�school�

age�(16%),�and�138�million�(36%)�for�youth�of�upper��

secondary�school�age�(Table 8.1).�The�total�out�of�school�

population�in�2017�was�262�million.�These�numbers�include�

those�who�miss�out�on�schooling�completely,�delay�entry�

or�drop�out.�With�the�stall�in�timely�entry�in�low�income�
countries,�no�decisive�drop�in�the�out-of-school�rate�can�

be�expected�in�the�coming�years.�overall,�the�out-of-

school�rates�remain�stubbornly�high�in�sub-saharan�

Africa.�since�2000� ,�the�region�has�accounted�for�an�

increasing�share�of�out-of-school�populations�(Figure 8.2).�
To�achieve�universal�secondary�school�

completion�by�2030,�all�children�need��

to�enrol�in�primary�school�by�2018,��

yet�the�intake�rate�in�low�income�

countries�was�73%�in�2016�

According�to�the�gross�intake�ratio�to�the�last�grade�of�

each�cycle,�which�relies�on�administrative�data,�90%�of�

children�reached�the�end�of�primary�education�in�2017.�

This�fgure�has�not�increased�since�2008.�About�76%�
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 TABLE 8.1 :  

Selected indicators on school participation, 2017 or most recent year 
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Out of school,
 2017 (%) 

Out of school, 
2017 (million) 

Primary 
Lower 

secondary 
Upper 

secondary Primary 
Lower 

secondary 
Upper 

secondary 

World 9 16 36 64 61 138 

Sub-Saharan Africa 21 36 57 34 27 36 

Northern Africa and Western Asia 10 14 32 6 4 9 

Central and Southern Asia 6 17 47 12 19 67 

Eastern and South-eastern Asia 4 9 19 7 8 16 

Oceania 9 4 23 0.4 0.1 0.4 

Latin America and the Caribbean 5 7 23 3 3 7 

Europe and Northern America 3 2 7 2 1 2 

Low income countries 20 36 60 24 21 27 

Lower middle income countries 10 18 45 31 31 87 

Upper middle income countries 4 7 21 7 8 21 

High income countries 3 2 6 2 1 3 

Source: �uIs�database.��

reached�the�end�of�lower�secondary�education.�

According��to�2013–2017�household�survey�data,�

completion�rates�were�85%�for�primary,�73%�for�lower��

secondary�and�49%�for�upper�secondary�education�

(Table 8.2).�one�reason�survey-based�completion�rate�

estimates�may�be�lower��than�gross�intake�ratios�is�

that�the�survey�data�were�conducted�on�average�a�few��

years�before�the�data�collected�by�school�censuses.�

This�report�proposes�a�new�method�to�correct�for��the�

issue�(Data f ocus 8.1).�

The�proposed�amendments�to�the�completion�rate�

estimates�could�be�combined�with�global�indicator��4.1.1,�

which�monitors�the�percentage�of�students�who�

achieve�minimum�profciency�in�learning�outcomes�at�

three�points�in�their�education�trajectory�but�ignores�

those�who�have�left�school�before�completing,�to�

describe�the�achievement�of��the�entire�cohort.�

since�2000,�sub-saharan�Africa�has�

accounted�for�an�increasing�share�of��

out-of-school�populations�

 FIGURE 8.2:  

Sub-Saharan Africa has a growing share of the global out-of-school population 

Distribution of out-of-school populations by region, 2000–2015 
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 TABLE 8.2:  

Selected indicators related to school completion, 2017 or most recent year 

  

�
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Completion rate, 2013–2017 
(%) 

Gross intake ratio to the last grade of cycle, 2017 
(%) 

Primary Lower secondary Upper secondary Primary Lower secondary 

World 85 73 49 90 76 

Sub-Saharan Africa 64 37 27 69 43 

Northern Africa and Western Asia 84 74 39 87 73 

Central and Southern Asia 89 77 40 96 82 

Eastern and South-eastern Asia 95 79 58 97 90 

Oceania … … … 94 78 

Latin America and the Caribbean 91 81 62 98 79 

Europe and Northern America 99 98 87 97 91 

Low income countries 59 32 18 66 41 

Lower middle income countries 85 71 41 93 77 

Upper middle income countries 96 84 60 95 87 

High income countries 99 97 86 98 92 

Note:�(…)�means�that�data�are�not�available.�

Sources: uIs�database�for�gross�intake�ratio�to�the�last�grade�based�on�administrative�data;�uIs�and�GEm�Report�team�calculations�for�

completion�rates�based�on�household�survey�data.�

With�respect�to�indicator�4.1.1,�the�main�new�results�to�be�

published�by�a�cross-national�school-based�learning�

assessment�in�the�past�year�were�those�of�the�Progress�in�

International�Reading�Literacy�study�(PIRLs),�which�

assesses�grade�4�students�(IEA,�2017).�The�survey�takes�

place�every�fve�years.�In�the�Islamic�Republic�of�Iran,�

the�percentage�of�grade�4�students�who�met�the�low�

benchmark�increased�

from�56%�in�2001�to�

65%�in�2016,�a�growth�

of��less�than�a�

percentage�point�per��

year.�some�countries,�

such�as�morocco�or��

oman,�improved�at�

a�r� ate�fve�times�faster��

between�2011�and�2016,�

which�could�bring�them�

within�reach�of��the�

target�by�2030.�

The�Progress�in�

International�Reading�

Literacy�study�(PIRLs),�

showed�improvements�

in�learning�in�some�

countries,�but�levels�

fell�in�others�

But�more�data�points�would�be�needed�to�confrm�if�such�

progress�rates�can�be�sustained.�other�countries,�such�as�

Azerbaijan�and�saudi�Arabia,�saw�the�share�of�students�

achieving�minimum�profciency�fall.�In�south�Africa,�

only�22%�of�grade�4�students�meet�the�minimum�level�

(Figure 8.3).�

Considering�that�a�proposal�was�put�forward�for�the�

PIRLs�low�benchmark�to�be�among�those�that�will�form�

the�international�benchmark�for�indicator�4.1.1b,�the�data�

are�a�stark�reminder�that�it�would�be�very�hard�to�meet�

the�target�by�2030.�

In�the�past�year,�the�unEsCo�Institute�for�statistics�

(uIs),�through�the�work�of�the�Global�Alliance�to�

monitor�Learning,�has�pursued�three�alternative�linking�

methodologies,�both�statistical�and�non-statistical�

strategies,�to�improve�the�comparability�of�diferent�

learning�achievement�data�sources�(uIs,�2018).�

First,�countries�that�took�part�in�more�than�one�

assessment�can�provide�entry�points�for�comparability.�

However,�assessments�vary�in�domains�assessed,�

age�range,�conditions�under�which�assessments�were�

taken�and,�not�least,�students�assessed.�To�address�

this�challenge,�a�new�initiative�in�2019�will�see�students�

from�about�three�countries�each�from�Latin�America�

(which�took�part�in�the�Third�Regional�Comparative�and�

Explanatory�study;�TERCE)�and�West�Africa�(which�took�

part�in�the�Programme�d’Analyse�des�systèmes�Educatifs�

de�la�ConFEmEn;�PAsEC)�sitting�both�for�the�new�rounds�

of�their�respective�surveys�and�for�an�IEA-administered�

survey,�like�PIRLs.�This�approach,�which�has�become�

informally�known�as�‘Rosetta�stone’,�will�enable�more�
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robust�comparisons�across�surveys,�which�cover�a�large�

part�of�the�world�(IEA,�2018).�

 FIGURE 8.3:  

Several countries are not on track to meet minimum 

learning benchmarks by 2030 

Percentage of grade 4 students above the PIRLS low 

benchmark, selected countries, 2001–2016 
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Note: selected�countries�include�those�where,�in�any�year,�fewer�than�

90%�of�students�were�above�the�low�benchmark.�

Source:�IEA�and�unEsCo�(2017).�

second,�linking�the�main�cross-national�assessments�

leaves�out�countries�that�do�not�take�part�but�would�like�

to�contribute�data�from�national�assessments�or�other�

sources�to�the�global�indicator�(Box 8.1�and�Box 8.2).�

An�extensive�development�programme�has�seen�the�

uIs,�with�the�support�of�technical�partners,�develop�a�

mapping�of�the�content�of�diferent�assessments�

and�a�reporting�scale.�The�next�stage�is�to�use�expert�

judgement�to�moderate�items�from�diferent�surveys�

and�assign�them�a�level�of�difculty�that�would�help�

interpret�the�profciency�level.�This�approach�is�also�being�

used�to�decide�how�minimum�profciency�levels�defned�

by�diferent�cross-national�assessments�(e.g.�the�PiRLs�

low�benchmark)�can�be�linked�to�defne�an�international�

minimum�profciency�level.�

Third,�in�the�meantime,�eforts�continue�to�link�the�

diferent�profciency�scales�into�a�common�standard�

using�statistical�techniques.�According�to�the�latest�

estimates,�387�million�or��

56%�o� f�children�of�primary�

school�age�did�not�reach�the�

minimum�profciency�level�in�

reading.�This�was�the�case�with�

81%�o� f�children�in�Central�and�

southern�Asia�and�87%�of��

children�in�sub-saharan�Africa�

but�only�7%�of�children�in�

Europe�and�northern�America.�

In�addition,�230�million�or��

61%�o� f�adolescents�of�lower��

387�million�or��

56%�of�children�

of�primary�school�

age�did�not�reach�

the�minimum�

proficiency�level�

in�reading�

secondary�school�age�did�not�reach�the�minimum�

profciency�level�in�reading.�similar��estimates�apply�for��

minimum�learning�profciency�in�mathematics�

(uIs,�2017b).��

DATA FOCUS 8.1: ESTIMATING  

COMPLETION RATES FOR THE  

EDUCATION 2030 AGENDA 

sdG�target�4.1�on�education�completion�and�target�4.5�

on�equal�access�increased�interest�in�using�household�

survey�or�census�data�to�monitor�education�indicators.�

Indeed,�there�is�no�alternative�for�some�indicators,�

such�as�completion�rates�for�specifc�population�groups,�

since�administrative�data�on�graduates�by�age�or�other�

population�characteristics�are�rarely�available.�

survey�data�bring�their�own�challenges.�most�surveys�

are�conducted�every�three�to�fve�years�and�the�results�

released�at�least�one�year�later,�generating�a�considerable�

time�lag.�

For�several�indicators,�multiple�surveys�are�available�

and�may�provide�conficting�information.�The�2016�

Global Education Monitoring Report�raised�the�question�
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of reconciling the di	erent sources, for instance the 

MICS and the Demographic and Health Survey (DHS), 

two of the main sources of such information (UNESCO, 

2016). Averaging estimates or fitting a simple trend to 

these estimates directly ignores relevant information. 

Some sources may systematically result in lower 

or higher estimates relative to others, reflecting 

di	erences in sampling frames or how questions are 

asked. Some sources may show greater variability due 

to small sample size or other, non-statistical issues that 

make them less reliable. Some respondents provide 

information retrospectively and the time that has lapsed 

increases the risk of errors that need to be corrected.

BOX 8.1 : 

Citizen-led assessments continue to evolve

Citizen-led and household-based assessments, as pioneered in 

India by the non-government organization Pratham almost 15 years 

ago, have offered valuable insights in measuring the learning 

achievement of different population groups, including those not 

in school. A recent longitudinal study in India showed that one out 

of three children who dropped out between grades 8 and 9 had 

been able to read a grade 2 level text compared with two-thirds 

of those who remained enrolled (ASER, 2018; Ramanujan and 

Deshpande, 2018).

The assessments continue to expand and develop conceptually. 

For the first time, a pilot citizen-led assessment was conducted in 

Afghanistan in 2018 (PAL Network, 2018). Under the umbrella of the 

People’s Action for Learning network, such assessments exist in 

13 countries and the UIS has recognized citizen-led assessments as 

a potentially valid data source for indicator 4.1.1a. 

While such assessments routinely target children up to age 16, 

a citizen-led assessment was organized for the first time in India 

sampling 14- to 18-year-olds (ASER, 2018). The survey aimed to 

assess the interaction between basic skills and real-life applications. 

In literacy, while 75% of participants demonstrated basic skills, 

just over half could correctly interpret instructions on a packet of 

oral rehydration solution. In numeracy, basic skills are insufficient 

even for activities involved in simple construction or service jobs. 

Between one-quarter and one-half of respondents who could divide 

two numbers could not calculate or tell time, measure lengths or 

add weights (Figure 8.4).

FIGURE 8.4: 

In India, even youth with basic numeracy skills cannot perform simple daily tasks needed at work

Percentage of 14- to 18-year-olds who can perform specific tasks, by level of numeracy proficiency, India, 2017

0 10 20 30 40 50 60 70 80 90 100

Measuring length (easy)

Telling time (hours and minutes)

Adding weights

Measuring length (hard)

Calculating time

%

Low

Medium

High

Level of proficiency

GEM StatLink: http://bit.ly/fig8_4

Note: The level of proficiency is defined as low if the respondent at most recognizes two-digit numbers, medium if the respondent can 

at most subtract two-digit numbers, and high if the respondent can at most divide a three-digit by a single-digit number. The task of 

measuring length is described as easy if an object was placed at the ‘0’ mark on the ruler and hard if it was placed elsewhere on the ruler.

Source: ASER (2018).

The international health community faced a similar 

challenge in measuring indicators based on multiple 

sources. The UN Inter-agency Group for Child Mortality 

Estimation adopted a consensus model to generate 

annual estimates for under 5 (Alkema and New, 2012) and 

neonatal mortality in each member state (Alexander and 

http://bit.ly/fig8_4
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Alkema,�2018).�The�united�nations�maternal�mortality�

Estimation�Inter-agency�Group�followed�a�similar�process�

(Alkema�et�al.,�2016).�

Although�a�sophisticated�solution,�ofering�valuable�

guidance�for�estimating�education�completion�

rates,�statistical�models�from�one�domain�should�

never�be�applied�blindly�to�another.�For�instance,�

even�high�levels�of�maternal�mortality�represent�a�

statistically�small�proportion�of�all�births.�By�contrast,�

completion�rates�range�from�near�zero�to�near�universal,�

especially�in�primary�or�among�specifc�populations.�

Likewise,�various�decisions�in�developing�the�health�

models�were�based�on�empirical�observations�of�patterns�

in�mortality,�which�is�not�relevant�for�completion�rates.�

Also�important,�the�availability�in�some�countries�of�

high-quality�administrative�data�registering�deaths�

provided�a�benchmark�against�which�surveys’�statistical�

bias�could�be�assessed;�no�equivalent�benchmark�is�

available�for�completion�rates.�

BOX 8.2:   

A new source of learning outcomes data – the MICS 6 foundational learning module 

The sixth round of the UNICEF Multiple Indicator Cluster Survey 

(MICS) includes, among other innovations, two relevant new modules, 

a child functioning module (Chapter 12 ) and a foundational learning 

module. The learning module aims to capture the literacy and 

numeracy skills of children aged 7 to 14, in line with global indicator  

4.1.1 (UNICEF, 2017). As of mid-2018, about 50 o f the surveys under the 

current MICS 6 round are expected to include the module.  

MICS randomly selects and directly assesses one child in each 

household. The reading assessment includes reading a story, 

three liter al comprehension questions and two inferential 

comprehension questions. To ensure relevance and cultural 

appropriateness, the vocabulary presented corresponds to a reading 

textbook of the country. The numeracy assessment includes 

number reading, number discrimination, addition, as well as pattern 

recognition and completion. The numeracy questions are based 

on the universal skills expected for that level. For both reading and 

numeracy, children have foundational skills when they can correctly 

answer all components of the corresponding assessmen t. 

The first two first reports of countries that signed up for the learning 

module were published in 2018. In the Democratic People’s Republic 

of Korea, about 95% of 7- to 14-year-olds have foundational reading 

skills, while 82% have foundational numeracy skills (CBS and UNICEF, 

2018). In Sierra Leone, the corresponding shares were 16% and 12% 

respectively. Only 39% of 7- to 14-year olds could read words in a 

story and just 34% could read numbers (Statistics Sierra Leone, 2018) 

(Figure 8.5). 

 FIGURE 8.5:  

Only one in six children in Sierra Leone had foundational literacy skills 

Percentage of 7- to 14-year-olds with foundational reading and numeracy skills, Sierra Leone, 2017 

°˜˜ a. Reading b. Numeracy 
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GEM StatLink:�http://bit.ly/fig8_5�

Source: statistics�sierra�Leone�(2018).�
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The�GEm�Report�is�proposing�a�new��

approach�to�estimate�completion�rates,�

using�a�model�that�reconciles�data�

from�multiple�surv� eys�

Based�on�these�considerations,�the�GEm�Report�team�

developed�a�similar�model�to�estimate�completion�rates,�

validated�the�results�and�provided�illustrative�estimates�

(unEsCo,�2018).�The�approach�presents�a�number�of��

potential�advantages.�Projecting�completion�rates�of��

older�cohorts�backwards�can�provide�a�long-term�view��

of��the�expansion�path�of�primary,�lower�secondary�and�

upper�secondary�completion�rates.�The�current�level�

of��the�indicator�can�be�estimated�with�a�short-term�

extrapolation�from�the�most�recent�data�using�all�

available�information.�A�plausible�current�estimate�can�

therefore�be�reported�even�if��the�last�survey�occurred�

some�years�ago,�which�addresses�a�key�criticism�of��

survey-based�estimates.�moreover,�there�is�no�need�to�

choose�among�conficting�fgures.�The�current�estimate�

is�mor� e�consistent�with�overall�patterns�and�trends�

across�da� ta�sources�instead�of�accepting�the�latest�

available�estimate�at�face�value.�

An�example�from�mali�combines�the�evidence�from�

fve�household�surveys�since�2001,�which�enables�the�

primary�completion�rate�to�be�estimated�all�the�way�

back�to�the�early�1980s�but�also�a�current�value�to�be�

projected�although�the�last�survey�was�carried�out�in�

2015,�when�the�completion�rate�was�estimated�at�49%.�

Two�projections�are�possible.�one�projects�the�completion�

rate�indicator,�which�is�defned�over��the�age�group�of��

15–17-year-olds;�it�estimates�that�the�completion�rate�

in�2018�� was�56%.�The�other�accounts�for�late�completion,�

beyond�the�age�of�15�and�16�years,�to�estimate�the�

completion�rate�for��the�cohort,�which�is�about�two�to�

three�percentage�points�higher�(Figure 8.6).�

 FIGURE 8.6:  

Primary completion rates have accelerated rapidly in Mali 

since the late 1990s 

Actual, fitted and projected primary completion rate, Mali, 

1983–2019 
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GEM StatLink:�http://bit.ly/fig8_6�

Source:�GEm�Report�team�calculations�based�on�five�different�

household�surveys.�

The�results�represent�a�frst�step�towards�a�consistent�

series�of�completion�rates�using�survey�data.�The�next�

step�is�recommending�the�method�to�the�Technical�

Cooperation�Group�as�the�basis�to�report�on�the�

completion�rate�thematic�indicator.�With�further��

refnements,�it�should�also�be�possible�to�calculate�

consistent�completion�rate�series�disaggregated�by�

some�individual�char� acteristics.�

The�results�could�also�be�used�to�improve�calculating�

the�percentage�of�all�children,�rather��than�just�students,�

who�mee� t�minimum�profciency�in�reading�and�

mathematics.�measurement�currently�combines�two�

components:�the�percentage�of�children�in�school�and�

the�percentage�of��those�achieving�minimum�levels�

on�an�assessment�(uIs,�2017a).�In�the�new�estimate,�

the�c� ompletion�rate,�showing�the�percentage�of�children�

who�reach�the�end�of�primary�or�lower�secondary,�would�

replace�the�frst�component.�

128 CHAPTER 8 �|�TARGET�4.1�–�PRimARy�And�sEcondARy�EducATion�

http://bit.ly/fig8_6


2019  • GLOBAL EDUCATION MONITORING REPORT

�

�

�

�

�

�

�

�

�

�

�

�

�

� �

�

�

�

�

� �

�

�

�

�

  

 

  

 

8 

despite�commitments�to�non-discrimination,�the�right�to�education�

is�often�conditional�on�citizenship�and/or�legal�residency�status�

POLICY FOCUS 8.1:  

RECOGNIZING THE RIGHT TO  

EDUCATION OF MIGRANTS,  

ASYLUM‑SEEKERS, REFUGEES AND  

STATELESS PERSONS  

Even�countries�ofering�at�least�nine�years�of�free,�

compulsory�education,�in�line�with�the�Education�

2030�Framework�for�Action,�do�not�necessarily�

extend�that�right�to�migrants�and�refugees,�either�in�

principle�or�in�practice.�despite�treaty�commitments�

to�non-discrimination,�making�the�right�to�education�

conditional�on�citizenship�and/or�legal�residency�

status�is�perhaps�the�most�common�explicit�exclusion�

in�constitutions�or�education�legislation.�Even�in�the�

absence�of�such�conditions,�many�migrants�are�prevented�

from�realizing�the�right�through�requirements�to�prove�

their�status�in�order�to�enrol.�Legal�provisions�explicitly�

prohibiting�discrimination�against�migrants�in�the�

education�sector�are�the�strongest�protection�against�

such�exclusion.�

 

 

THE PRINCIPLE OF NON‑DISCRIMINATION 

GUARANTEES THE RIGHT TO EDUCATION 

migrants,�internally�displaced�people,�refugees,�

asylum-seekers�and�stateless�persons�are�protected�

through�human�rights�principles�of�equality�and�

non-discrimination.�The�general�non-discrimination�

principle�is�afrmed�in�legally�binding�human�rights�

instruments�that�guarantee�the�right�to�education,�

including�the�Convention�on�the�Rights�of�the�Child;�

the�International�Covenant�on�Economic,�social�and�

Cultural�Rights;�the�Convention�on�the�Elimination�of�

All�Forms�of�Racial�discrimination;�and�the�unEsCo�

Convention�against�discrimination�in�Education.�

Although�legal�and�migration�status�have�not�been�

explicitly�included�in�the�language�of�these�treaties,�

the�Committee�on�Economic,�social�and�Cultural�Rights�

confrms�that�‘the�principle�of�non-discrimination�extends�

to�all�persons�of�school�age�residing�in�the�territory�of�

a�state�party,�including�non-nationals,�and�irrespective�

of�their�legal�status’�(CEsCR,�1999)�and�that�‘all�children�

within�a�state,�including�those�with�an�undocumented�

status,�have�a�right�to�receive�education’�(CEsCR,�2009).�

migration-specifc�international�treaties�confrm�migrants�

and�especially�refugees�as�rights�holders,�to�be�treated�

akin�to�nationals�in�education.�The�1951�Convention�

relating�to�the�status�of�Refugees�states�that�refugees�

should�have�the�same�benefts�as�nationals,�

including�recognition�of�foreign�education�credentials,�

and�fnancial�support�and�remission�of�fees�(Art.�22)�

(un�General�Assembly,�1951).�The�1954�Convention�

relating�to�the�status�of�stateless�Persons�maintains�

that�states�‘shall�accord�to�stateless�persons�the�same�

treatment�as�is�accorded�to�nationals�with�respect�to�

elementary�education’�(un�General�Assembly,�1954).�

such�references�specifcally�to�primary�education�refect�

a�time�when�secondary�education�was�rarely�a�right�even�

for�nationals.�However,�the�committee�overseeing�the�

International�Convention�on�the�Protection�of�the�Rights�

of�All�migrant�Workers�and�members�of�Their�Families�

clarifed�that�‘whenever�children�who�are�nationals�have�

access�to�free�secondary�education,�state�parties�must�

ensure�equal�access�

by�children�of�migrant�

workers,�irrespective�

of�their��migration�

status’�(Art.�75)��

(CmW,�2013).�

Although�all�countries�

have�ratified�an�

international�treaty�

that�includes�a�right�to�

education,�only�82%�of��

national�constitutions�

contain�the�provision�

The�plight�of��the�

Rohingya�highlights�

the�importance�

of�these�treaties.�

Bangladesh,�malaysia�

and�Thailand�have�not�

ratifed�key�treaty�commitments�to�non-discrimination.�

Without�this�legal�status�and�protection,�Rohingya�

children�are�often�denied�access�to�education.�due�to�

protracted�statelessness,�Rohingya�children�in�malaysia�

do�not�satisfy�state-funded�school�registration�

requirements;�those�who�do�cannot�sit�examinations�

granting�access�to�secondary�(RTEI,�2018).�
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 MIGRANTS ARE INCLUDED AND EXCLUDED IN 

NATIONAL LEGISLATION 

Although�all�countries�have�ratifed�an�international�treaty�

that�includes�a�right�to�education,�only�82%�of�national�

constitutions�contain�the�provision.�Even�then,�education�

rights�are�not�always�justiciable�or�legally�enforceable�

(RTE�Project,�2017).�moreover,�some�constitutions�limit�

the�right�to�education�to�citizens,�as�in�China�and�Greece,�

for�instance�(RTEI,�2018).�

In�some�countries,�laws�that�more�explicitly�deny�

rights�for�undocumented�migrants�may�undermine�a�

constitutional�right�to�education�(Chapter 3).�In�Europe,�

despite�constitutional�provisions�in�Bulgaria,�Finland,�

Hungary,�Latvia�and�Lithuania�establishing�a�right�

to�education,�other�laws�exclude�undocumented�

migrants.�In�south�Africa,�the�constitution�and�

national�education�legislation�guarantee�the�right�to�

education�for�all�children,�irrespective�of�migration�

or�legal�status.�However,�the�2002�Immigration�Act�

prevents�undocumented�migrants�from�enrolling.�

Provisional�registration�is�allowed�without�documents,�

but�this�rule�tends�to�be�ignored�(spreen�and�Vally,�2012).�

In�Cyprus�and�slovakia,�schools�are�obliged�to�report�

families�without�valid�documentation�to�immigration�

authorities.�In�the�netherlands,�specifc�legislation�

prevents�schools�checking�whether�migrants�have�regular�

status�until�they�are�age�18�(spencer�and�Hughes,�2015).�

The�Australian�Beneft�Entitlement�Act�links�access�

to�education�to�legal�residency�status,�contributing�

‘to�a�precarious�situation�for�undocumented�

migrants�and�rejected�asylum�seekers’�(CEsCR,�2017).�

Barbados’�Education�Act�‘limits�the�awards�of�bursaries,�

grants,�awards�and�scholarships’�even�when�migrant�

children�are�legal�residents�(CmW�and�CRC,�2017).�

Conversely,�legislation�that�expressly�afrms�the�

education�rights�of�migrants,�refugees�or�stateless�

populations�increases�the�likelihood�that�the�right�to�

education�will�be�fulflled.�For�instance,�according�to�the�

Russian�Federation’s�Constitution�(§43)�and�education�

law�(§78),�every�child�has�the�right�to�education.�

Foreign�citizens,�including�recognized�refugees,�

and�stateless�persons�enjoy�equal�rights�to�free�public�

pre-school,�primary�basic�and�general�secondary.�

Having�said�that,�stateless�children�are�often�unable�

to�obtain�primary�education�because�they�lack�the�

requested�documents�to�register�for�school�(RTEI,�2018).�

In�Argentina,�many�undocumented�migrants�became�

regular�through�the�2004�migration�law�and�subsequent�

Patria�Grande�programme�of�regularization�(Cortes,�2017).�

The�migration�law�states�that�‘under�no�circumstances�

shall�the�irregular�status�of�an�immigrant�prevent�his�or�

her�admission�as�a�student�to�an�educational�institution,�

whether�public�or�private,�national,�provincial�or�municipal,�

primary,�secondary,�tertiary�or�university’�(RTEI,�2018).�

The�national�Policy�for�Internally�displaced�Persons�

identifes�the�right�of�displaced�children�to�‘the�same�

access�to�education�as�children�elsewhere�in�uganda’.�

uganda’s�policy�further�requires�‘special�eforts’�to�ensure�

full�and�equal�participation�in�education�by�internally�

displaced�women�and�girls�(RTEI,�2018).�

  FULFILLING MIGRANTS’ RIGHT TO EDUCATION 

FACES IMPLEMENTATION OBSTACLES 

While�an�inclusive�legal�framework�is�important,�it�does�

not�necessarily�prevent�regional�or�local�discriminatory�

practices�in�many�countries.�school�heads�are�key�

gatekeepers,�deciding�

who�gets�through�

the�door.�Enrolment�

may�require�national�

identifcation�paper� s,�

proof�of�residency,�

birth�c� ertifcates�or�prior��

education�cr� edentials.�

Regional�or�local�

discriminatory�

practices�in�many�

countries�can�

contradict�inclusive�

legal�frameworks�
many�children�of��

migrants,�refugees�

and�asylum-seekers�lacking�documents�required�for�

enrolment�cannot�access�education�facilities�in�Egypt,�the�

Islamic�Republic�of�Iran,�Iraq,�Jordan,�Lebanon�and�Turkey�

(Equal�Rights�Trust,�2017).�

In�spain,�despite�constitutional�protection�and�Law�no.�2�

of�2009�explicitly�extending�the�right�to�education�to�all�

legal�and�illegal�migrants�and�asylum-seekers,�children�

have�been�denied�access�due�to�lack�of�a�valid�passport�

or�identity�card.�In�addition,�linking�the�right�to�education�

130 CHAPTER 8 �|�TARGET�4.1�–�PRimARy�And�sEcondARy�EducATion�
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to�participation�in�the�municipal�census�prevents�those�

without�legal�residency�in�the�corresponding�address�

from�realizing�their�right�to�education�(RTEI,�2018).�

In�the�Russian�Federation,�several�school�head�teachers�

and�local�authorities�interpreted�order�no.�32�of�the�

ministry�of�Education�of�2014�as�requiring�proof�of�legal�

right�to�residency�to�enrol�(Leech,�2017).�While�children�of�

regular�Kyrgyz�migrants�have�access�to�education�since�

Kyrgyzstan�acceded�to�the�Eurasian�Economic�union�

in�2015,�the�undocumented�majority�are�not�covered�

(FIdH,�2016).�school�ofcials�in�uzbekistan�also�often�

require�proof�of�residency,�a�passport�or�command�of�the�

national�language�before�enrolment�(RTEI,�2018).�

Requiring�birth�registration�or�national�education�

credentials�has�been�highlighted�as�discriminatory�

practice�by�the�Committee�on�migrant�Workers�and�the�

Committee�on�the�Rights�of�the�Child,�which�recommend�

that�‘states�should�put�in�place�adequate�measures�to�

recognize�the�child’s�former�education�by�acknowledging�

previously�obtained�school�certifcates�and/or�issuing�

new�certifcation�based�on�the�child’s�capacities�and�

capabilities’�(CmW�and�CRC,�2017).�

school�gatekeepers�insisting�on�complete�documentation�

before�enrolling�migrant�children�may�believe�the�

law�requires�them�to�do�so.�ofcial�clarifcation�

and�reassurance�can�be�helpful�in�overcoming�such�

misinterpretations.�

In�2014,�Italy�and�Turkey�clarifed�that�documentation�

was�not�obligatory�for�enrolment.�In�Italy,�guidelines�laid�

out�by�the�ministry�of�Education,�university�and�

Research�stated�that�no�child�should�be�barred�from�

enrolling�due�to�lack�of�residency�documentation�(RTEI,�

2018)�and�that�schools�are�not�required�to�inform�

immigration�authorities�(delvino�and�spencer,�2014).�

A�judgement�from�the�Italian�Council�of�state�clarifed�

that�those�without�a�residency�permit�may�continue�their�

education�beyond�age�18�to�complete�secondary�school�

(Italy�Council�of�state,�2014).�In�Turkey,�a�new�regulation�

removed�restrictions�requiring�syrian�children�to�produce�

a�Turkish�residency�permit�prior�to�enrolment.�

A�strong�national�legal�framework�may�further�provide�

formal�institutions�or�avenues�to�address�education�

rights�violations�by�gatekeepers�overstepping�their�

authority,�as�demonstrated�in�France�(Box 8.3).�

BOX 8.3:   

France provides legal remedies against violation of the 

right to education 

In France, mayors are responsible for pre-primary and primary school 

registration. Some have refused to register children unable to prove legal 

residency in the municipality. Doing so is in violation of French law, which 

clearly states that lack of residency is not grounds for restricted access. 

In 2016, a circular by the Ministry of Education highlights that enrolment of 

foreign pupils in a school, whatever their age, cannot be made conditional 

on the submission of a residence permit. A 2017 addition to the education 

code further states that the status and housing arrangement of families 

living in a municipality cannot be valid grounds to refuse admission 

(RTEI, 2018). 

Using this strong legal foundation, parents have various means of 

challenging discriminatory enrolment decisions. They can refer the case 

to the ombudsman, a non-jurisdictional, independent authority defending 

people’s rights. The ombudsman has the power of inquiry and intervention 

respecting discrimination in school registration. In 2017, the ombudsman 

reprimanded a mayor in the Hauts-de-Seine department for refusing to 

enrol a student on the basis of origin (France Human Rights Defender, 2017). 

Judicial appeal is another avenue. The courts have the power to reverse the 

decision or sanction the violating party. In 2016, a court in Lille ordered a 

commune a commune to enrol a child, subject to a daily fine of EUR 1,500 

(Administrative Tribunal of Lille, 2016). In 2016, the court fined the commune 

of Ris-Orangis for failing to register foreign Roma students (Administrative 

Tribunal of Versailles, 2016). 

CONCLUSION 

Legal,�structural�and�process�factors�can�deny�migrant�

children�the�right�to�education.�The�implicit�rights�

aforded�by�general�non-discrimination�provisions�

do�not�guarantee�their�right�to�education�in�practice.�

This�is�especially�true�where�national�legislation�explicitly�

excludes�non-citizens�or�undocumented�migrants�

from�education�rights.�Even�absent�such�explicit�

discrimination,�rigid�documentation�requirements,�

whether�legally�required�or�arbitrarily�imposed�by�

local�gatekeepers,�can�prevent�access.�only�legislation�

that�mandates�the�right�to�education�for�migrants,�

including�the�undocumented�and�stateless,�and�their�

right�to�non-compulsory�education�can�guarantee�these�

rights.�Additionally,�formal�avenues�allowing�parents�and�

community�members�to�respond�to�rights�violations�and�

seek�remediation�need�to�be�in�place.�

8 

131 



CHAPTER 9  | TARGET 4.2 – EARly childhood 132 

Caption

CREDIT:  

 

 

 

 

 

 

 

 

 

  

 

 

 

 

  

   

99 

Baytna brings children together at NRC 

community centre, Thessaloniki, Greece, 2018. 

At Baytna, children develop self-regulation, 

expression and agency through play, 

art and movement. 

CREDIT:  Refugee Trauma Initiative 

K E Y M E S SAG E S  

Globally, 69% of children attend organized learning one year before the official primary entry age, 

a rate that is slowly but steadily growing. 

The robustness of UNICEF’s Early Childhood Development Index is being reviewed. Data from the 

two latest rounds of surveys in seven countries show that improvement among 3- to 4-year-olds 

in literacy-numeracy, one of the four domains measured, was generally small. 

Relatively few countries show interest in assessing early childhood development in cross-national 

surveys. But low and middle income countries also struggle to develop national monitoring of 

school readiness: Only 8 of 34 countries reviewed had collected data on all four domains crucial 

to this target: cognitive, linguistic, physical and social-emotional. 

Globally, over one-sixth of the forcibly displaced are children under age 5, for whom the lack of 

adequate interventions and protective relationships can lead to long-term mental health, social 

and economic problems. Best practices for refugee children under the age of five should focus on 

families and caregivers, and adopt a multi-sectoral approach. 

A review of 26 active humanitarian and refugee response plans revealed that nearly half made 

no mention of learning or education for children under 5 and less than one-third specifically 

mentioned pre-primary education. 
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C H A P T E R  9  

4.2 

TA R G E T  4 . 2  

Early childhood 
By 2030, ensure that all girls and boys have access to quality early 

childhood development, care and pre-primary education so that 

they are ready for primary education  

GLOBAL INDICATOR 

4.2.1   – Proportion of children under 5 years of age who are developmentally on track in 

health, learning and psychosocial well-being, by sex 

4.2.2   – Participation rate in organized learning (one year before the ofcial primary entry 

age), by sex 

THEMATIC INDICATORS 

4.2.3   – Percentage of children under 5 years of age experiencing positive and stimulating 

home learning environments 

4.2.4 – Gross early childhood education enrolment ratio in (a) pre-primary education and 

(b) early childhood educational development 

4.2.5 – Number of years of (i) free and (ii) compulsory pre-primary education guaranteed 

in legal frameworks 
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data focus 9.1: Few countries have national systems  

to monitor school readiness ............................................................................................. 136 

Policy focus 9.1: Providing early childhood education  

and care for the displaced .................................................................................................. 138 

E
arly childhood education and care (ECEC) are 

crucial for cognitive and emotional development. 

They also serve an important protective function in 

traumatic crisis settings (Policy focus 9.1). Global indicator  

4.2.1 – ‘Proportion of children under 5 years of age who 

are developmentally on track in health, learning and 

psychosocial well-being, by sex’ – refects the focus on 

childhood development. By convention, and because 

UNICEF is the custodian agency, the indicator draws on 

the UNICEF Early Childhood development Index (ECdI). 

The index is based on 10 questions covering 4 domains: 

literacy-numeracy, physical state, social-emotional 

development and learning. 

The questions are included 

in the UNICEF Multiple 

Indicators Cluster Survey 

(MICS) and selected rounds 

of  the demographic and 

health Survey. 

Early childhood 

education and care 

serve an important 

protective function 

in traumatic crisis 

settings 
MICS 4 (2010–2012) frst 

deployed the current 

version of  the ECdI 

(UNICEF, 2017). data from 

both MICS 4 and MICS 5 (2013–2016) are available for 

several countries, allowing analysis of changes over 

time. Results suggest that, whereas development is 

uniformly high with respect to the physical and, to a 

lesser extent, learning domains, inequality between 

countries is greatest in social-emotional development 

and literacy-numeracy. Improvements in the highly 

unequal literacy-numeracy domain were generally small. 

They were largest in Belize (from 46% to 52.5%) and 

Mauritania (from 19% to 27%), but negative in Cameroon 

and Kazakhstan (Figure 9.1). 

Concerns about the ECdI’s robustness led the  

Inter-agency and Expert Group on SdG Indicators  

(IAEG-SdGs) to assign indicator 4.2.1 tier III status, 

requiring a work plan to improve its methodology.  

The UN Statistical Commission decided in 2017 to 

establish an Inter-agency and Expert Group on 

Early Childhood development as an advisory and 

coordination body, which will review UNICEF’s eforts 

to improve the ECdI. UNICEF has reviewed more than 

500 items in 10 early childhood development assessment 

studies (both indirect parent or teacher reports and 

direct child assessments). It has also carried out cognitive 

testing of a selected set of items in Bulgaria, India, 

Jamaica, Mexico, Uganda and the United States and has 

commissioned background papers on each domain and 

on methodological and psychometric aspects of the 

revised index. This work is expected to be completed 

in early 2019 (IAEG-SdGs, 2018). New items would be 

introduced from MICS 7 onwards. 

But MICS 6 has already introduced one change in 

early childhood development-related indicators, 

extending information on adult and parental 

engagement from children aged 3 to 4 to children 

aged 2 to 4. These questions inform thematic 

indicator 4.2.3 – ‘Percentage of children under 5 years 

experiencing positive and stimulating home learning 

environments’. An expert group led by UNICEF is 

developing model questions for other surveys, with a 

focus on ensuring they are globally applicable and 

account appropriately for cultural diversity. 

other surveys also measure parenting and home 

environment factors, such as the Programa Regional de 

Indicadores de desarrollo Infantil (PRIdI), or Regional 

134 CHAPTER 9  | TARGET 4.2 – EARly childhood 
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 FIGURE 9.1 :  

With the exception of literacy and numeracy, differences among countries in early childhood development  

domains are relatively small 
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Percentage of children aged 36 to 59 months who are developmentally on track, by domain, selected countries, 2010–2012 and 2013–2016 

GEM StatLink: http://bit.ly/fig9_1 

Note: The figure shows all countries with data in both the MICS 4 and MICS 5 rounds. 

Source: MICS country reports. 

Project on Child development Indicators, implemented 

in four latin American countries. It showed that 

the quality of adult–child interactions – whether 

parents played with, sang to or included children in 

conversations – had important consequences for 

development. The gap between children in the top and 

bottom nurturing environments in social-emotional 

development (Nicaragua and Peru) and in cognitive 

development (Costa Rica and Paraguay) grows as children 

become older. one factor was poverty, which increases 

parents’ stress and can compromise their ability to 

provide the necessary stimulation (Verdisco et al., 2015). 

Results of the organisation for Economic Co-operation 

and development’s International Early learning and 

Child Well-being Study will appear in 2019. The aim is to 

assess the cognitive and social-emotional development 

of 5- and 6-year-olds in institutional settings, such as 

early childhood education and care centres or schools. 

The study includes direct assessment of emergent 

literacy, emergent numeracy, self-regulation and social 

and emotional skills, together with questionnaires for 

parents and early childhood educators, as well as study 

administrator observations (oECd, 2018). 

however, relatively few countries are taking part. This 

is indicative of a general reluctance by high income 

countries to assess early learning skills in a comparative 

context. Survey-based measures are unlikely to lead to 

near-universal country coverage soon. At the same time, 

several countries do invest in system-wide monitoring 

of early childhood development and school readiness to 

identify need for interventions (Data focus 9.1). It should 

be noted that a key purpose of the SdG 4 monitoring 

framework, especially regarding outcome indicators, is to 

be formative. It should signal that education outcomes 

deserve attention and countries should invest in robust 

monitoring mechanisms. Whether diferent countries’ 
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data on outcomes can be linked is an issue to be tackled 

at a second stage, especially for complex notions like 

early childhood development. 

Currently, global indicator  4.2.2 – ‘Participation rate 

in organized learning (one year before the ofcial 

primary entry age), 

by sex’ – ranges from 

around 42% in lo w  

income to 93% in high 

income countries, 

with a global a verage of  

69% continuing a slowly 

but steadily increasing 

trend. By c ontrast, 

the pr e-primary 

education gross 

enrolment ratio, 

defned f or an education level that lasts as little as one 

year in some countries and as many as four in others, 

reached 50% in 2017 (Figure 9.2). 

Globally, 70% attend 

organised learning one 

year before the official 

primary entry age, a 

rate that is slowly but 

steadily growing 

While global indicator 4.2.1 monitors early childhood 

development outcomes through age 4, global indicator 

4.2.2, which refers to the year before entering primary 

education, monitors participation in early childhood 

education for children age 5 for countries with primary 

entry at age 6. But in one out of fve countries, 

where ofcial primary entry was at age 7 in 2017, 

no indicator monitors children age 5. This issue afects 

both developing and developed countries and potentially  

a signifcant number of children: a single-year child  

cohort is almost 5 million in Indonesia and exceeds  

1 million in Ethiopia, South Africa and the United  

Republic of Tanzania. 

 FIGURE 9.2:  

Seven out of ten children attend pre-school the year before 

entering primary education 

Participation rate in organized learning (one year before the 

official primary entry age) and pre-primary gross enrolment ratio, 

2000–2016 
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GEM StatLink: http://bit.ly/fig9_2 

Source: UIS database. 

DATA FOCUS 9.1: FEW COUNTRIES  

HAVE NATIONAL SYSTEMS TO  

MONITOR SCHOOL READINESS 

The IAEG-SdGs supports diversifcation of data  

sources, a notable shift from the Education for All  

era (2000–2015). Its broader focus, for instance  

regarding equity and learning, imposes relatively  

heavy requirements on countries. Arguably, ensuring  

that countries report to increase coverage may have to  

be emphasized, in some cases, more than ensuring 

perfect comparability. While some criticize the SdG 4 

monitoring framework as too ambitious, its key role 

is to be formative, drawing countries’ attention to core 

issues and exploring ways to collect relevant data. 

Global indicator 4.2.1 – ‘Proportion of children under 

5 years of age who are developmentally on track 

in health, learning and psychosocial well-being, 

by sex’ – is no exception. ‘School readiness’ and 

‘developmentally on track’ are elusive concepts, 

viewed diferently around the world. yet sourcing for the 

indicator has been limited to the MICS and current ECdI. 

UNICEF is testing a new, expanded set of questions and 

proposing an updated ECdI through a working group 

established by the IAEG-SdGs. 

Whatever the improvements to ECdI reliability and 

validity, countries may need more discretion to use 

existing school readiness measures that serve their 

needs and are compatible with institutional structures 

and cultural characteristics. Monitoring early childhood 

development should identify trends and the potential 

need for policy interventions and supportive measures, 

not serve as a high-stakes assessment that may exclude 

children who are not ‘ready’ (National Research Council 

136 CHAPTER 9  | TARGET 4.2 – EARly childhood 

http://bit.ly/fig9_2


2019  • GLOBAL EDUCATION MONITORING REPORT

 

  

 

 

9 

of  the National Academies, 2008). School readiness asks 

not only whether children are ready for school, but also 

whether schools are ready for children (UNICEF, 2012). 

‘School readiness’ and ‘developmentally 

on track’ are elusive concepts, viewed 

differently around the world 

While surveys are crucial for monitoring whether children 

beneft from ECEC, and for understanding the role of  

households and families in early childhood development, 

they are no replacement for national systems collecting 

comprehensive, annual, large-scale data on individual 

dimensions of early childhood development. yet such 

national systems are rare, including in high income 

countries (Anderson et al., 2017; Raikes, 2017). In some 

countries, there are fundamental objections to collecting 

and using outcomes data for young children (Bertram 

and Pascal, 2016). 

Instead, more commonly, countries have national 

frameworks and procedures for monitoring provider  

standards in terms of stafng, training, facilities and 

curricula, e.g. the 2013 National Early Childhood Care 

and Education Policy in India (Ministry of  Women and 

Child development, 2013; Paul, 2017). National early 

childhood development monitoring should also be 

distinguished from programme impact evaluations, 

such as  the National Reporting System component of  

the US head S tart pre-school programme, which aims 

to reduce education disadvantage among children from 

low-income families (Wortham, 2012). 

The World Bank’s Systems Approach for Better Education 

Results (SABER) has an early childhood development 

module that has assessed administrative systems’ 

data availability in the domains of cognitive, linguistic, 

physical and social-emotional development. only 8 out of  

34 c ountries collected data on all 4 domains (Figure 9.3). 

In addition,  the SABER score refects only the number of  

domains covered in some form, not how  the data were 

collected or  the availability of aggregated data at the 

national level. 

 FIGURE 9.3:  

Few countries collect data on all four domains of child 

development 

Countries by number of early childhood development domains  

included in their administrative data system, 2012–2017 
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GEM StatLink: http://bit.ly/fig9_3 

Note: The analysis is based on 34 low and middle income countries. 

Source: Based on SABER national reports. 

Bulgaria tracks and records child development across  

the four domains on a systematic schedule and, 

in pre-school, in relation to expected learning milestones. 

however, the data are not fully utilized to support 

early childhood development policies (World Bank, 

2013a). In Iraq, pre-school teachers record observational 

assessments of individual development, but the 

information was not analysed at a higher level (Adams 

and denboba, 2017). 

The programme Chile Crece Contigo (Chile Grows 

with you) represents best practice in early childhood 

development monitoring, tracking children 

‘comprehensively, with mechanisms to respond to their  

needs’, through multisector services (World Bank, 2013b). 

In fact, the results are used for strategic planning at the 

national level, even for children under age 3 (Bertram and 

Pascal, 2016). 

By contrast, the former  yugoslav Republic of Macedonia 

has maintained a child development portfolio for all 

children enrolled in early childhood centres since 2014. 

Teachers document development in relation to the 

national Early learning and development Standards 

framework. In addition to informing individualized 

pre-school instruction, the portfolio documents school 

readiness, smoothing transition to primary education 

(World Bank, 2015). 

South Africa’s 2014 National Curriculum Framework 

similarly mandates informal, observational assessments 

in six Early learning and development Areas (South Africa 

department of Basic Education, 2015). Assessments do 
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not assign marks or percentages but do record  

readiness for primary reception grade. Reports go to 

parents and schools prior to transition and are used  

for national monitoring. 

Jamaica’s approach builds on the 2010 Jamaica Early 

Childhood Curriculum Guide for 4- and 5-year-olds. 

Until recently, data collection relied on the Jamaica 

Survey of living Conditions, but a new Jamaica School 

Readiness Assessment, frst conducted nationally in 2016, 

reached almost 86% of 4-year-olds in nearly 88% of early 

childhood education centres in 2017 (The Early Childhood 

Commission, 2018). The main purpose is to close gaps in 

school readiness through individual interventions, but as 

implementation is centralized, the assessment may also 

inform national policy. 

POLICY FOCUS 9.1: PROVIDING  

EARLY CHILDHOOD EDUCATION  

AND CARE FOR THE DISPLACED 

Globally, children under age 5 make up 16%, or more than 

4 million, of the displaced (UNhCR, 2018a). Such adversity 

afects young children in the near and long term. 

Exposure to violence and the stress of dislocation 

can have devastating efects, particularly in the early 

years when the brain undergoes its most rapid period 

of development (Britto et al., 2017). Even children not 

victimized by physical violence can be traumatized by 

separation from family and home. Without adequate 

intervention and protective, caring relationships, 

displacement and confict can lead to a generation 

sufering long-term 

mental health, 

social and economic 

problems (Center on the  

developing Child, 2007;  

International Rescue 

Committee, 2017).1 

Interventions for  

refugee children  

under 5 should  

focus on families and 

caregivers and adopt a 

multisector approach 
Evidence on the positive 

efects of ECEC on life 

trajectories is large and 

growing (The Lancet, 

2016). Appropriate interventions, including early learning, 

are crucial for children in violent and unstable contexts 

who may otherwise lack stable, nurturing and enriching 

1  This section draws on a paper by Bouchane et al. (2018). 

environments. Interventions should focus on families 

and caregivers, build on existing platforms and adopt 

a multisector approach. The Nurturing Care Framework, 

launched in May 2018 by the World health organization 

and partners, is such an approach. It identifes fve 

components, of which one is the opportunity for 

early learning (Who et al., 2018). 

Among other signs of growing commitment, the  

2016 New york declaration for Refugees and Migrants 

(Art. 82) called on UN member states to support early 

childhood education for refugees (United Nations, 2016). 

In late 2017, the MacArthur Foundation announced a 

US$100 million grant to the Sesame Workshop and  

the International Rescue Committee (IRC) for early 

childhood development intervention in Iraq, Jordan, 

lebanon and the Syrian Arab Republic, the largest 

initiative of its kind in humanitarian response (MacArthur 

Foundation, 2017). yet the early learning needs of forcibly 

displaced young children are largely unmet in many 

displacement settings. 

 REFUGEE ACCESS TO EARLY CHILDHOOD 

EDUCATION AND CARE REMAINS LIMITED 

A study of nine upper middle and high income 

countries suggests that responses to the needs of 

young children among refugees and asylum-seekers 

have been ‘extraordinarily weak’, both in and out of 

reception centres. This refects the low priority national 

policy-makers give to such services and the difusion 

of responsibility for planning and delivery across 

government levels. Canada ofers some services for 

new arrivals, but only as child care for parents enrolled  

in publicly fnanced language courses. The Netherlands 

has no national policy to provide education to refugees 

below compulsory education age. Even in countries 

ofering services, providers are often ill-equipped to 

address refugee children’s cultural and linguistic  

diversity and trauma. In Sweden, non-native speakers 

in pre-school (23% of enrolment) have a legal right to 

develop their mother tongue, yet just 39% actually 

receive such support (Park et al., 2018). 

humanitarian and refugee response plans (hRPs and 

RRPs) evidence little commitment to early childhood 

development. A review of 26 active plans for this 

report from the perspective of the fve Nurturing 
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Nearly half of 26 active humanitarian 

and refugee response plans showed no 

mention of early learning needs 

Care Framework components revealed signifcant 

gaps. on average, the plans included one in six of the 

recommended elements of the early learning component. 

Nearly half made no mention of learning or education 

for children under 5, and less than one-third specifcally 

mentioned pre-primary education or ECEC, including 

Mali, South Sudan and the Syrian Arab Republic. only the 

Ukraine hRP mentioned early childhood recreation 

kits. over 40% of plans did not mention intervention 

components related to responsive caregiving. 

Slightly over one-third included children under 5 in a 

strategic objective (Bouchane et al., 2018) (Figure 9.4). 

 

 

FIGURE 9.4:  

Humanitarian and refugee response plans typically cover 

less than one in five of recommended elements in early 

learning interventions 

Coverage of recommended elements in selected domains in 

26 humanitarian and refugee response plans, 2017 
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GEM StatLink: http://bit.ly/fig9_4 

Note: The elements of the early learning component are: response to 

children’s communication through vocalizations, facial expressions 

and gestures; language stimulation through talking and singing; 

encouragement to explore objects with guidance from caregivers; 

caregiver–child play and reading and storytelling groups; mobile toy 

and book libraries; and quality day care and pre-primary education. 

Source: Bouchane et al. (2018). 

 NON-GOVERNMENT INITIATIVES 

DEMONSTRATE THAT DEMAND IS HIGH 

limited public ECEC activity means non-government 

organizations (NGos) often fll the gap. ECEC initiatives 

by the Jesuit Refugee Service (JRS) and Entreculturas 

reach thousands of refugee children in Chad, the Central 

African Republic, lebanon and South Sudan. little Ripples 

in Chad is a refugee-led, home-based early childhood 

programme initiated by iACT, an international NGo. 

Pilot implementation in 2013 trained teachers, 

incorporated play-based and social-emotional learning, 

and ofered a daily nutritious meal. The programme 

expanded to two refugee camps in northern Chad in 2017 

and has employed 84 refugee women. It reached almost 

3,500 children aged 3 to 5 in 2017 and was expected to 

reach 6,000 by the end of 2018. An evaluation showed 

that, after one year, the number of students able to 

count to fve or more went from 43% to 73% and those 

able to recite correctly at least the frst 10 letters of the 

alphabet grew from 45% to 83% (Bouchane et al., 2018; 

dallain and Scott, 2017). 

UNICEF and NGo partners deliver a range of services in 

Kenya’s Kakuma and Kalobeyei camps, including early 

childhood education. Teachers visit each household, 

picking up almost 900 young children to take part in a 

programme focused on education and play grounded in 

the arts. however, classrooms are overcrowded, with an 

average of 133 children (Steinberg, 2018). 

The IRC piloted the healing Classrooms pre-school 

teacher education programme for Congolese children in 

camps in Burundi and the United Republic of Tanzania. 

The programme was adapted in 2014 for lebanon, 

where it now serves 3,200 pre-school children and has 

trained 128 teachers. In each classroom, a lebanese IRC 

lead teacher pairs with a Syrian assistant teacher. After a 

four-month pilot, participating 3-year-olds showed 

improved motor skills, social-emotional skills, executive 

function and early literacy and numeracy, with the 

proportion meeting minimum profciency doubling from a 

baseline of about 15% (Bouchane et al., 2018; International 

Rescue Committee, 2016). 

In northern Myanmar, Children on the Edge and the  

local organizations Kachin development Group and 

Kachin Women’s Association developed an early 

childhood development programme whose curriculum 

attends to the physical and psychosocial needs of more 
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than 500 internally displaced children aged 3 to 6 in 

15 learning centres in 8 camps. An impact evaluation 

suggests that the programme has helped increase their 

confdence and positivity (Children on the Edge, 2015). 

In Turkey, although Syrian children can attend early 

childhood education in public schools, shortages of 

places and resources have led many NGos and 

international agencies to provide services. In June 2017, 

UNICEF-led initiatives enrolled 12,800 Syrians aged  

3 to 5. Some NGos (e.g. Mother Child Education 

Foundation, Support to life, Mavi Kalem Social Assistance 

and Solidarity, yuva Foundation) provide teacher 

education, education materials, home visits, psychosocial 

and mental health support, and learning  

and recreational activities. 

  GOVERNMENTS NEED TO STEP UP TO 

COORDINATE AND SCALE PROVISION 

With insufcient resources, non-state actors face 

challenges in scaling up programmes and managing  

high and increasing demand for pre-school services. 

Public interventions share some of these challenges,  

in addition to poor inter-agency coordination and 

a frequent lack of policy provisions specifc to early 

childhood education 

for  displaced childr en. 

Non-state actors face 

challenges in scaling 

up programmes and 

managing high and 

increasing demand for  

pre-school services 

Some countries 

have succeeded 

in establishing 

partnerships and 

operating with multiple 

local and NGo actors. 

In Belgium, the public 

ECEC agency for  the 

Flemish community set 

up centres in the Flanders and Brussels-Capital regions to 

provide a full range of services for families with children. 

The agency cooperates with the Belgian Federal Agency 

for the Reception of Asylum Seekers and the Red Cross, 

which manage the reception centres (Park et al., 2018). 

In the Central African Republic, UNICEF and Plan 

International, an NGo, initiated a project whose services 

were later scaled up. Based on needs assessments, 

interventions targeted children in confict-afected 

areas, including internally displaced people. Parenting 

sessions and teacher education emphasized early 

learning and child development. The two partners 

engaged with government to design a long-term support 

strategy, and early childhood services for children 

aged 3 to 6 have become an education transition plan 

priority. An interministerial committee meets regularly 

to coordinate NGo activities and reach out to other 

agencies (Consultative Group on Early Childhood Care and 

development, 2016). 

Ethiopia is expanding refugee education in line with 

one of nine pledges its government made in New york 

at the September 2016 leaders’ Summit on Refugees. 

Three out of fve refugee children aged 3 to 6 are 

supported in 80 early childhood centres in refugee camps 

and 150 private and public kindergartens in Addis Ababa 

(UNhCR, 2018b). 

Germany adopted a comprehensive plan for refugee and 

asylum-seeker education, partnering with subnational 

actors. Sprach-Kitas, launched by the Federal Ministry 

for Family Afairs, Senior Citizens, Women and 

youth, provides ECEC programmes with language-

focused support. The ministry plans to invest nearly 

EUR 400 million in 2017–2020 to expand the programme 

and staf (Park et al., 2018). 

Uganda is working with UNICEF and other partners to 

improve pre-school access. less than half of eligible 

children in refugee hosting districts had access in 

2017 (UNICEF, 2018). In line with the Comprehensive 

Refugee Response Framework, Uganda established 

policies and strategies to increase the number of 

certifed caregivers and centres providing good-quality 

integrated early childhood development services (Uganda 

Ministry of Education and Sports, 2018; UNhCR, 2018b, 

2018c). language of instruction and refugee teacher 

accreditation remain among the main challenges. 

CONCLUSION 

A key beneft of high-quality early childhood education 

is that it acts as a protection mechanism. This makes it 

all the more important for the displaced to enjoy access, 

with adequate infrastructure, appropriate materials, 

qualifed and trained teachers, and sufcient funding. 

A long-term perspective that fosters collaboration among 

families, communities and teachers is also needed. 
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Sound ECEC for the forcibly displaced is possible. 

despite policy and coordination challenges, public actors 

must play a central role in scaling up successful local or 

pilot initiatives. This can be encouraged by closing data 

collection gaps, monitoring and documenting initiative 

impact, involving communities in awareness-raising 

campaigns, and supporting advocacy, central and local 

capacity development and partnerships with a range 

of actors, including civil society and humanitarian 

actors. Countries with ECEC services in their national 

education plans are moving much faster than others. 

Government acknowledgement that, for all, ‘the frst 

priority is starting early – and staying the course over 

two decades of childhood’ (United Nations, 2018) is an 

important step in progress on the 2030 Agenda. 
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Ala (centre), 22, fed Daraa, the Syrian Arab Republic, in March 2013 with her family. They settled in 

Zaatari camp, Jordan. ‘Here in Jordan, I spent two years with no access to formal education. I hope 

to complete a Master’s degree and perhaps a PhD. But I am scared that I might have to stay in this 

camp, or that I will not be able to obtain fnancial support to complete my studies. 

CREDIT:  Antoine Tardy/UNHCR 

K E Y M E S SAG E S  

The new definition on adult participation in education and training covers formal and non-formal 

provision, as well as work and non-work-related opportunities. 

Questions in labour force surveys need to be standardized: addressing all youth and adults, not just 

the employed; employing a common reference period of the previous 12 months; and extending the 

scope beyond technical and vocational training. 

In middle income countries low annual participation rates in adult work-related education and training 

may be the norm. In Egypt, annual participation among skilled workers was 4%. 

The tertiary education gross enrolment ratio reached 38% in 2017; it exceeded 50% in upper middle 

countries for the first time in 2016. 

Tertiary education is least affordable in sub-Saharan Africa, where it exceeds 60% of average national 

income in most countries. 

In several middle income countries, the richest households are more likely to report receiving a 

scholarship. Countries that successfully targeted the poor included Colombia, which made loan terms 

more favourable for poor students, and Viet Nam which provides aid to ethnic minority students. 

Higher education for refugees increases their chances of employment and provides motivation to 

remain in school. A number of laudable initiatives exist, some involving the community, but only 1% 

of refugees participate in tertiary education. 

If migrants and refugees lack access to employment or decent jobs, they are unlikely to invest in 

developing their technical and vocational skills. Planners can help by recognizing prior non-formal and 

informal learning and providing career guidance to ease entry into labour markets. 
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TA R G E T  4 . 3  

Technical, vocational,  
tertiary and adult education 

By 2030, ensure equal access for all women and men to 

afordable and quality technical, vocational and tertiary 

education, including university  

GLOBAL INDICATOR 

4.3.1 – Participation rate of youth and adults in formal and non-formal 

education and training in the previous 12 months, by sex 

THEMATIC INDICATORS 

4.3.2   – Gross enrolment ratio for tertiary education by sex 

4.3.3 – Participation rate in technical-vocational programmes  

(15- to 24-year-olds) by sex 
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data�focus�10.1:�Aligning�labour�force�survey�questions�on��

adult�education�and�training�with�the�global�indicator�........................................�147�

data�focus�10.2:�defning�and�measuring�afordability��

of�higher�education�...............................................................................................................148�

Policy�focus�10.1:�ofering�tertiary�education�opportunities�to�refugees�......150�

Policy�focus�10.2:�Addressing�the�technical�and�vocational��

education�needs�of�migrants�and�refugees�...............................................................�153�

O
nly�targets�4.3�and�4.6�focus�on�the�SdG�4�

commitment�to�lifelong�learning�beyond�

compulsory�education.�Target�4� .3,�to�‘ensure�equal�access�

for�all�women�and�men�to�afordable�quality�technical,�

vocational�and�tertiary�education,�including�university’,�

covers�a�wide�range�of�age�groups�(youth�and�adults),�

types�of�education�provision�(formal�and�non-formal)�

and�education�purposes�(work�and�non-work).�As�a�result,�

it�is�difcult�to�defne�a�concise�monitoring�framework�

that�addresses�all�needs.�however,�some�steps�have�been�

taken�in�the�past�year��to�clarify�defnitions.�

Global�indicator�4.3.1�–�‘Participation�rate�of�youth�and�

adults�in�formal�and�non-formal�education�and�training�

in�the�previous�12�months,�by�sex’�–�aims�to�consolidate�

data�sources�(unESCo,�2017),�but�clear�guidance�on�what�

data�to�collect�has�been�missing.�

In�2018,�the�Technical�Cooperation�Group�(TCG)�on�

SdG�4�indicators�considered�a�recommendation�to�

adopt�a�wide�and�fexible�defnition�for�indicator�4.3.1�

to�encourage�countries�to�collect�information�on�adult�

education.�The�proposal�would�invite�countries�to�

add�a�fxed�set�of�concise�questions�to�existing�labour�

force�surveys�that�(a)�would�distinguish�formal�from�

non-formal�education;�(b)�under�non-formal�education,�

would�include�programmes�of�any�duration�and�would�

follow�the�European�union�Adult�Education�Survey�

classifcation,�which�covers�courses,�workshops�and�

seminars,�guided�on-the-job�training,�and�private�lessons;�

and�(c)�would�link�global�indicator�4.3.1�to�thematic�

In�2018,�a�wider�and�more�flexible�

definition�was�proposed�for�the�

global�indicator�in�target�4.3�covering�

formal�and�non-formal�education�

indicators�4.3.3�on�youth�participation�in�technical�and�

vocational�education�and�training�(TvET)�and�4.6.3�on�

participation�in�literacy�programmes.�

labour�force�surveys�as�the�main�vehicle�for�data�

collection�have�the�advantage�of�being�widely�and�

frequently�deployed,�but�standardizing�questions�

to�expand�the�number�of�countries�with�comparable�

data�will�not�be�easy.�As�previous�versions�of�the�

Global Education Monitoring Report�have�noted,�

such�standardization�remains�limited�outside�Europe.�

This�chapter�highlights�the�difculties�by�reviewing�three�

high-quality�surveys�in�northern�Africa�and�Western�Asia�

(Data focus 10.1).�

In�Europe,�two�such�sources�are�used�routinely.�The�Adult�

Education�Survey�is�aligned�with�the�proposed�defnition�

but�makes�data�available�every�fve�years;�2016�data�

will�be�available�in�late�2018.�The�labour�Force�Survey,�

focused�on�formal�education,�has�a�four�week�reference�

period�instead�of�12�months�and�makes�data�available�

annually�(Eurostat,�2017).�It�shows�that,�while�adult�

participation�rates�remain�stable,�on�average,�at�about�

144 CHAPTER 10 �|�TARGET�4.3�–�TEchnicAl,�vocATionAl,�TERTiARy�And�AdulT�EducATion�
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10%�to�11%,�trends�vary�by�country,�some�having�

been�afected�more�by�the�fnancial�crisis,�such�as�the�

united�Kingdom�(Figure 10.1).�
 FIGURE 10.1 :  

Participation in adult education in Europe has remained 

stable, but trends vary by country 

Adult participation rate in education and training during the 

previous four weeks, European Union and selected countries, 

2008–2017 

�� 

Sweden�	 

�� 

�	 

†
 

�� 
Un�ted K�ngdom 

European Un�on
�	 

ˆta�y 

Po�and 

	
�		� �		� �	�	 �	�� �	�� �	�� �	�� �	�� �	�� �	�� 

GEM StatLink:�http://bit.ly/fig10_1�

Source:�Eurostat�(2018).�

data�are�much�more�readily�available�for�formal�

education,�such�as�secondary-level�TvET.�The�share�

of�technical�and�vocational-track�secondary�enrolment�

is�relatively�stable.�Globally,�22%�of�upper�secondary�

students�are�in�technical�and�vocational�tracks,�

compared�with�2%�of�lower�secondary�students.�

Students�are�more�likely�male,�except�in�latin�America�

and�the�Caribbean�(Table 10.1).�

Global�participation�in�tertiary�education,�measured�by�

the�gross�enrolment�ratio,�continued�to�increase�rapidly�

in�many�countries,�reaching�38%�in�2017�(Table 10.2).�

It�exceeded�50%�in�upper�middle�income�countries�for�

the�frst�time�in�2016,�up�from�33%�in�2010.�Globally,�

20%�of�tertiary�students�are�enrolled�in�short-degree�

programmes�(International�Standard�Classifcation�of�

Education�[ISCEd]�5),�and�68%�for�bachelor’s�degrees�

(ISCEd�6).�The�latter�share�is�highest�in�low�and�lower�

middle�income�countries,�suggesting�that�part�of�the�

expansion�of�tertiary�education�in�richer�countries�

results�from�diversifcation�into�shorter�programmes.�

Female�students�are�under-represented�at�the�doctoral�

level�(ISCEd�8),�especially�in�low�income�countries.�

 TABLE 10.1 :  

Technical and vocational education participation indicators, 2017 

Region 

Lower secondary education Upper secondary education 

Technical 
and 

vocational 
enrolment 

(million) 

Share of 
females 
in TVET 

enrolment 
(%) 

Share of 
all lower 

secondary 
students 

(%) 

Technical 
and 

vocational 
enrolment 

(million) 

Share of 
females 
in TVET 

enrolment 
(%) 

Share of 
all lower 

secondary 
students 

(%) 

World 6 48 2 57 43 22 

Sub-Saharan Africa 0.7 35 2 3 43 13 

Northern Africa and Western Asia 0.6 22 2 6 45 30 

Central and Southern Asia 0 35 0 5 32 6 

Eastern and South-eastern Asia 0 34 0 23 43 36 

Oceania 0.3 35 14 0.8 40 45 

Latin America and the Caribbean 2 58 6 6 50 23 

Europe and Northern America 2 54 4 14 44 34 

Low income countries 0.2 33 1 2 41 15 

Lower middle income countries 0.9 34 1 13 39 12 

Upper middle income countries 2 55 2 29 44 33 

High income countries 2 48 4 13 44 28 

Source: uIS�database.�
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The�global�tertiary�education�gross�

enrolment�ratio�reached�38%�in�2017�

and�exceeded�50%�in�upper�middle�

countries�for�the�first�time�in�2016�

Social�attitudes�and�education�aspirations�are�one�

challenge�to�technical�and�vocational�secondary�

education�in�some�settings.�It�is�often�perceived�as�

less�academically�oriented�and,�therefore,�a�hindrance�

to�entering�tertiary�education�(Clement,�2014).�At�the�

aggregate�level,�however,�there�is�no�enrolment�trade-of:�

Since�2000,�tertiary�participation�has�grown�strongly�in�

almost�all�countries,�but�there�is�no�evident�relationship�

with�change�in�share�of�secondary�students�in�technical�

and�vocational-track�education�(Figure 10.2).�

Expanding�participation�in�TvET�and�tertiary�

education�provides�important�avenues�for�youth�and�

adults�to�advance�their�employment�opportunities.�

http://bit.ly/fig10_1


 FIGURE 10.2:  

Expanding tertiary education need not have a negative effect on technical and vocational secondary enrolment 

Change in the tertiary gross enrolment ratio, by change in the share of technical and vocational enrolment in secondary education, 2005 and 2015 
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GEM StatLink:�http://bit.ly/fig10_2�

Source: uIS�database.�

 TABLE 10.2:  

Tertiary education participation indicators, 2017 

Region 

Tertiary 
enrolment 

(million) 

Gross 
enrolment 

ratio (%) 

ISCED 5 ISCED 6 ISCED 7 ISCED 8 

Share of 
all tertiary 

students (%) 

Share of 
females 

(%) 

Share of 
all tertiary 

students (%) 

Share of 
females 

(%) 

Share of 
all tertiary 

students (%) 
Share of 

females (%) 

Share of 
all tertiary 

students (%) 

Share of 
females 

(%) 

World 221 38 20 52 68 51 11 53 1 45 

Sub-Saharan Africa 8 9 23 46 68 41 8 37 1 34 

Northern Africa and Western Asia 19 44 18 46 72 50 9 49 1 43 

Central and Southern Asia 44 25 3 38 83 47 14 50 1 42 

Eastern and South-eastern Asia 71 46 32 51 61 52 6 49 1 40 

Oceania 2 79 31 60 53 57 13 53 3 51 

Latin America and the Caribbean 27 51 12 57 82 56 5 55 1 51 

Europe and Northern America 50 77 22 55 56 54 20 57 3 48 

Low income countries 6 9 10 40 81 38 8 38 1 27 

Lower middle income countries 64 24 6 51 82 48 11 51 1 43 

Upper middle income countries 93 52 28 50 63 54 7 51 1 44 

High income countries 57 77 23 56 58 53 16 57 3 47 

Note:�ISCEd�=�International�Standard�Classification�of�Education,�which�includes�four�levels�of�tertiary�education:�short-cycle�(ISCEd�5),�bachelor’s�degree�(ISCEd�6),�

master’s�degree�or�equivalent�(ISCEd�7)�and�doctorate�or�equivalent�(ISCEd�8).�

Source: uIS�database.�
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however,�challenges�remain,�especially�in�terms�of�

cost.�how�afordability,�a�key�stipulation�of�target�4.3,�

should�be�defned�and�operationalized�needs�clarifcation�

(Data focus 10.2).�These�challenges,�which�include�

recognizing�prior�learning,�are�especially�important�for�

migrants�and�refugees,�investment�in�whose�skills�is�key�

to�integration�in�destination�countries�(Policy focus 10.1 

and�Policy focus 10.2).�

DATA FOCUS 10.1: ALIGNING  

LABOUR FORCE SURVEY  

QUESTIONS ON ADULT EDUCATION  

AND TRAINING WITH THE  

GLOBAL  INDICATOR 

The�TCG�made�concrete�recommendations�towards�

defning�global�indicator�4.3.1,�which�covers�the�

youth�and�adult�participation�rates�for�formal�and�

non-formal�education�and�training�in�the�previous�year.�

The�recommendations,�which�resemble�those�proposed�in�

the�2017/8�Global Education Monitoring Report,�suggest�the�

indicator�should�capture�all�education�opportunities,�

whether�or�not�work-related�or�formal.�

The�diversity�and�large�number�of�providers�make�

participant�surveys�preferable�to�administrative�data�to�

capture�such�opportunities.�The�TCG�proposed�questions�

in�line�with�the�Eu�Adult�Education�Survey:�during�the�

previous�12�months,�had�respondents�(a)�been�students�

or�apprentices�in�formal�education�or�training,�and�if�

so�at�what�level�most�recently;�and�(b)�participated,�

during�leisure�or�work�time,�in�any�of�four�non-formal�

activities�(course,�workshop�or�seminar,�guided�on-the-job�

training,�private�lesson)�with�the�intention�of�improving�

knowledge�or�skills�in�any�area�(including�hobbies).�

however,�the�ways�surveys�ask�questions�vary�

considerably,�so�few�are�compatible�with�the�

requirements�of�monitoring�indicator�4.3.1.�

Integrated�labour�Market�Surveys,�which�have�collected�

high-quality,�comparable,�nationally�representative�

data�in�Egypt�(four�rounds�between�1988�and�2012),�

Jordan�(2010)�and�Tunisia�(2014),�are�a�case�in�point.�

national�statistics�ofces,�in�collaboration�with�the�

Economic�Research�Forum,�a�regional�think�tank,�

followed�similar�methodology.�Each�round�sampled�

between�5,000�and�12,000�households,�and�the�last�

two�rounds�in�Egypt�(2006�and�2012)�followed�the�

same�households.1�

These�surveys�collected�vocational�or�job-related�training�

programme�participation�information�in�two�ways.�

The�most�recent�in�Egypt�and�Tunisia�asked�all�currently�

employed�people�whether�they�had�ever�taken�part�in�

vocational�or�job-related�training�programmes�outside�

formal�education.�Participation�proved�relatively�low:�

about�10%�in�both�countries.�

Second,�all�surveys�asked�employed�people�who�reported�

that�their�job�required�a�technical�skill�how�they�acquired�

it.�Response�options�were�a�not-so-clear�mix�of�provider�

and�type:�formal�education�(general�or�technical),�

vocational�training�programmes,�enterprise-based�

training,�language�courses,�computer�courses,�or�other.�

Participation�rates�were�higher,�from�22%�in�Tunisia�

to�29%�in�Jordan�(Figure 10.3).�The�question�related�to�

lifetime�participation,�so�it�is�not�surprising�that�the�

proportion�in�the�general�labour�force�was�lower�among�

youth�than�among�all�adults.�But�among�those�with�

technical�skills,�youth�reported�higher�participation,�

suggesting�that�pathways�to�acquisition�of�these�skills�

have�changed.�

To�relate�the�data�more�directly�to�the�indicator,�

two�approaches�can�be�used�to�estimate�annual�

participation.�The�frst�converts�the�lifetime�training�

participation�rate�into�an�annual�rate,�which�would�

suggest�less�than�2%�participation�per�year�for�

15- to�29-year-olds,�on�average,�in�Egypt�and�Tunisia.�

The�second�exploits�the�last�two�Egyptian�labour�market�

surveys’�panel�structure,�allowing�an�estimation�of�the�

proportion�of�those�who�changed�status�over�time�with�

respect�to�lifetime�participation.��

1�� �This�section�is�based�on�a�background�paper�by�Amer�(2018).�

The�diversity�and�large�number�of�providers�make�participant�surveys�

preferable�to�administrative�data�for��the�global�indicator�on�adult�education�
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FIGURE 10.3:  

Only 1 in 10 employed adults in Egypt and Tunisia had ever 

participated in training 

Youth and adult participation rate in training programmes 

outside formal education as a percentage of (a) all employed 

and (b) employed with technical skills, Egypt, Jordan and Tunisia, 

2010–2014 
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Among�employees�aged�15�� � to�64�with�technical�skills,�

23%�of��those�who�had�never�received�training�in�2006�

had�done�so�by�2012.�Ignoring��the�possibility�of�repeated�

participation,�this�puts�annual�participation�among�the�

skilled�in�the�range�of�4%.�

Methodological�challenges�limit�the�use�of��this�

family�of�surveys�for�informing�the�global�indicator.�

First,�the�tr� � aining�question�is�directed�only�to�the�

employed,�missing�other�participants�in�training�

(e.g.��the�unemployed�and�� those�outside�the�labour�force).�

Second,��they�ask�about�lifetime�participation,�not�that�

during�a�reference�period,�such�as�the�previous�12�mon� ths.�

Third,�they�refer��only�to�technical�and�vocational�

training,�missing�the�wider�range�of�programmes�within�

the�scope�of��the�indicator.�despite�these�limitations,�

evidence�sugges� ts�low�annual�participation�rates�in�the�

countries�concerned,�which�are�consistent�with�those�of��

poorer�European�countries.�

The�analysis�is�a�reminder��that�defning�the�global�

indicator�is�only�the�frst�step.�The�next�is�to�detail�how��

diferent�labour�force�and�related�surveys�ask�questions�

about�youth�and�adult�participation�in�education�and�

training.�Where�questions�diverge�considerably�from�

the�defnition,�countries�should�be�encouraged�to�

align�ques� tionnaires.�

DATA FOCUS 10.2: DEFINING AND  

MEASURING AFFORDABILITY OF   

HIGHER EDUCATION 

Governments�cannot�match�the�growing�demand�

for�higher�education�in�many�countries,�leading�to�an�

increasing�share�of�private�expenditure,�including�through�

fees�for�enrolment�in�the�growing�number�of�private�

institutions�(Johnstone�and�Marcucci,�2010).�Cost�sharing�

between�governments�and�households�can�be�efcient�

and�equitable�if��there�are�no�credit�constraints.�But�even�if��

returns�on�a�university�degree�make�private�expenditure�

worthwhile,�poorer�students�must�still�be�able�to�aford�it.�

Fees�or�other�charges�and�fnancial�support�must�be�

balanced�against�both�the�total�cost�to�the�learners�

and�their�ability�to�pay.�direct�costs�include�tuition,�

other��fees,�books,�materials,�transport�and�living�

expenses.�S� tudent�loans,�gr� ants,�subsidies�and�

scholarships�ofer�fnancial�support.�Afordability�may�be�

estimated�by�relating�net�cost�–�the�diference�between�

private�costs�and�fnancial�assistance�–�to�a�measure�

of�households’�ability�to�pay.�however,�few�countries�

have�sufciently�detailed�survey�data�to�provide�such�

information�(Murakami�and�Blom,�2008;�usher�and�

Medow,�2010).�

An�alternative,�based�on�aggregate�data,�is�estimating�

the�ratio�of�initial�household�expenditure�per��tertiary�

student,�provided�by�the�unESCo�Institute�for�Statistics,�

to�average�national�income,�reported�in�the�World�

Inequality�database.�This�afordability�index�can�be�

calculated�for�71�countries�across�regions�and�country�

income�groups.�By�this�measure,�tertiary�education�is�
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The�net�private�cost�per�student�exceeds�60%�of��the�average�national�

income�in�most�countries�with�data�in�sub-Saharan�Africa�

generally�most�afordable�in�Europe�and�least�afordable�

in�sub-Saharan�Africa,�where�the�net�private�cost�per�

student�exceeded�60%�of�the�average�national�income�in�

7�out�of�11�countries�with�data�and�reaches�around�300%�

in�Guinea�and�uganda�(Figure 10.4).�The�index�hovers�at�

around�100%�in�Burundi,�Cambodia,�and�nepal.�While�it�

is�near�30%�in�Indonesia,�Japan�and�viet�nam,�that�still�

represents�more�than�75%�of�a�poor�person’s�income,�

using�a�poverty�threshold�of�40%�of�the�average�national�

income�as�a�benchmark.�

 FIGURE 10.4:  

Tertiary education is least affordable in sub-Saharan Africa 

Ratio of household expenditure per tertiary education student to average national income, selected countries, 2006–2015 
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Targeted�student�fnancial�support�is�a�key�component�

of�national�and�international�education�interventions.�

For�instance,�grants,�scholarships,�loans,�and�targeted�

incentive�programmes�were�proposed�in�54%�of�

World�Bank�in�2013�(World�Bank,�2014).�yet�the�

efectiveness�of�targeting�in�reducing�the�net�cost�of�

tertiary�education�varies�substantially�among�countries.�

The�World�Bank’s�Skills�toward�Employment�and�

Productivity�(STEP)�surveys�provide�information�for�

11�low�and�middle�income�countries�on�whether�any�

household�member�received�a�government�scholarship�

during�the�past�12�months�(the�education�level�

supported�is�not�specifed).�

Analysis�for�this�report�shows�that,�contrary�to�

expectations,�households�in�the�bottom�asset�quintile�

in�several�countries�are�less�likely�to�report�receiving�a�

government�scholarship�than�those�in�the�top�quintile�

(conditional�on�current�tertiary�enrolment).�The�richest�

households�are�roughly�twice�as�likely�as�the�poorest�

to�receive�a�scholarship�in�China’s�yunnan�province�and�
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six�times�as�likely�in�the�Plurinational�State�of�Bolivia�

(Figure 10.5).�young�people�from�poorer�households�are�

less�likely�to�be�in�higher�education�at�all.�Analysis�for�

the�World�Inequality�database�on�Education�suggests�

that�1%�of�the�poorest�but�15%�of�the�richest�attended�

post-secondary�education�in�lower�middle�income�

countries�in�2011–2016.�Clearly�it�cannot�be�assumed�that�

scholarships�alone�signifcantly�ofset�the�disadvantage�

revealed�by�comparing�average�net�private�cost�to�the�

poverty�income�level.�

Comprehensive�policy�packages�may�be�more�

successful,�as�in�Colombia�and�viet�nam.�Colombia�

took�a�multipronged�approach�to�expand�access.�

Partnerships�among�tertiary�institutions,�local�authorities�

and�enterprises�sought�to�expand�tertiary�in�regions�with�

few�or�no�options.�Funding�for�ICETEX,�the�main�public�

student�loan�provider,�increased.�loan�terms�became�

more�favourable,�with�a�zero�interest�rate�for�low-income�

students�as�of�2011�and�easier�guarantor�requirements�

(Ferreyra�et�al.,�2017).�

viet�nam�introduced�policies�to�encourage�fee�deductions�

and�student�aid�programmes�benefting�poor�and�

ethnic�minority�students�in�the�mid-1990s.�In�2006,��

about�22%�o� � f�disadvantaged�university�students�

benefted�from�fee�deductions�of�up�to�50%�of��tuition.�

Since�2006,�ethnic�minority�s� tudents�have�received�

lump-sum�assistance�amounting�to�around�one-third�of��

overall�monthly�higher�education�costs.�Scholarships�for��

poor�students�were�raised�to�cover�full�tuition�as�of�2007�

(World�Bank,�2012).�

 FIGURE 10.5:  

In many countries, scholarships are not targeted to the poorest 

Percentage of households with at least one member in higher education 

that receive public scholarships at any level of schooling, by income 

quintile, 2011–2013 
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Note: The�surveys�sampled�urban�areas.�China�refers�to�the�province�of�yunnan.�

Source:�GEM�Report�team�analysis�based�on�World�Bank�STEP�survey�data.�

Poor�households�in�several�middle�income�countries�are�less�likely�than�

rich�households�to�receive�a�government�scholarship�

POLICY FOCUS 10.1: OFFERING  

TERTIARY EDUCATION  

OPPORTUNITIES TO REFUGEES 

Tertiary�education�opportunities�for�refugees�are�not�a�

luxury.�They�provide�young�refugees�and�their�families�

with�an�opportunity�for�increased�self-reliance�through�

gainful�employment.�The�prospect�of�participation�in�

tertiary�education�contributes�to�greater�primary�and�

secondary�enrolment�and�retention�(unhCR,�2015a).�

Tertiary�education�has�‘a�greater�potential�than�other��

levels�of�education�to�…�enhance�the�strategic�choices�

that�refugees�make’�(dryden-Peterson�and�Giles,�2010,�

p.��4)�and�to�nurture�a�generation�of�change-makers�who�

can�take�the�lead�in�identifying�sustainable�solutions�

to�refugee�situations.�yet�refugee�tertiary�education�

participation�is�estimated�at�just�1%�(unhCR,�2018)�and�

only�receives�coordinated�attention�once�displacement�

becomes�protracted�(Al-hawamdeh�and�El-Ghali,�2017).2�

2�� �This�section�draws�on�a�background�paper�by�Ferede�(2018).�
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only�1%�of�refugees�participate�in�tertiary�education�

Challenges�variously�highlighted�in�this�report�intersect�in�

tertiary�education:�recognizing�credentials�and�previous�

learning,�learning�host�languages,�and�overcoming�

prohibitive�costs.�In�protracted�refugee�contexts,�

tertiary�education�comes�at�the�end�of�cumulative�

education�disadvantages�that�prevent�many�from�

qualifying.�Moreover,�refugees’�tertiary�education�rights�

often�extend�to�non-discrimination�at�most.�

The�Syrian�crisis�throws�the�issue�into�stark�relief.�

historically,�displacement�afects�populations�with�low�

tertiary�education�participation,�but�up�to�one-ffth�of�

young�Syrians�had�access�prior�to�leaving.�The�proportion�

fell�precipitously�in�the�aftermath�of�the�war,�to�an�

estimated�5%�or�less,�prompting�calls�for�‘no�lost�

generation’�(European�Commission,�2016).�Even�in�as�

welcoming�and�familiar�an�environment�as�Jordan,�

challenges�are�manifold,�from�lack�of�academic�and�career�

counselling�to�lack�of�fnancial�support�(Al-hawamdeh�and�

El-Ghali,�2017).�

SCHOLARSHIPS CAN SUPPORT REFUGEES  

IN PLACE, IN THE REGION AND IN THE  

GLOBAL  NORTH 

displaced�populations�have�severely�limited�access�

to�tertiary�education.�The�lack�of�physical�access�in�or�

around�refugee�camps�motivated�technology-based�

initiatives.�The�ofce�of�the�united�nations�high�

Commissioner�for�Refugees�(unhCR)�and�the�

university�of�Geneva�co-lead�the�Connected�learning�

in�Crisis�Consortium,�which�provides�tertiary�education�

opportunities�in�confict,�crisis�and�displacement�

contexts�through�face-to-face�and�online�learning.�

Since�2012,�connected�learning�courses�have�reached�

over�7,000�students�from�refugee�and�host�communities�

(unhCR,�2018).�

International�tertiary�education�scholarships�for�refugees�

emerged�long�before�scholarships�became�part�of�the�

ofcial�global�development�agenda.�Among�the�largest�

and�best-known�programmes,�the�Albert�Einstein�German�

Academic�Refugee�Initiative�Fund�(dAFI)�has�supported�

refugees�with�scholarships�through�unhCR�since�1992.�

In�2016,�there�were�4,652�dAFI�recipients,�a�substantial�

expansion�from�2,321�in�2015.�Around�44%�were�female.�

dAFI�remains�a�fexible�programme�whose�geographical�

coverage�is�continuously�adjusted�to�refect�refugee�

movements�and�education�needs.�A�case�in�point�is�the�

Syrian�refugee�crisis,�refected�in�both�the�overall�

expansion�and�shifting�

geographical�coverage.�

In��2016,�Syrians�were�the�

single�largest�group�at�38%�of��

all�benefciaries�Currently,�

the�lar� gest�dAFI�programmes�

are�in�Turkey,�Ethiopia,�the�

Islamic�Republic�of�Iran�and�

lebanon�(unhCR,�2017).�

The�dAFI�

scholarships�run�

through�unhCR�

benefited�4,652�

recipients�in�2016,�

38%�of�which�

were�Syrians� other�scholarship�

programmes�support�

study�in�high�income�

countries.�Tertiary�education�is�increasingly�recognized�

as�an�alternative�or�complementary�pathway�to�a�safe�

host�country,�not�only�by�individuals�(Kirkegaard�and�

nat-George,�2016),�but�also�by�institutions,�such�as�the�

European�union,�which�ofcially�recognizes�refugee�

admission�through�scholarships�and�study�programmes�

as�a�protection�tool�(ERn+,�2017).�Canada�allows�private�

sponsorship�of�individual�refugees�who�apply�for�tertiary�

education�(Box 10.1).�

ACADEMICS ALSO NEED PROTECTION  

AND SUPPOR T 

Academics�are�as�much�a�part�of�tertiary�education�

as�students.�Scholars�at�Risk�(SAR),�a�programme�

established�in�2000�has�in�recent�years�provided�

sanctuary�and�assistance�to�more�than�300�academics�

a�year�who�need�protection,�arranging�temporary�

research�and�teaching�positions�at�institutions�in�its�

global�network.�In�2002,�it�partnered�with�the�Institute�

of�International�Education,�whose�Scholar�Rescue�Fund�

supports�some�benefciaries.�A�key�advocate�of�academic�

freedom,�SAR�also�investigates�and�speaks�out�against�
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BOX 10.1 :   

Canada adopts a broad-based sponsorship model for 

admitting refugees to tertiary education 

The Student Refugee Program (SRP) of the World University Service 

of Canada (WUSC) is a sponsorship agreement holder that supports 

university-based local committees in sponsoring refugees for  

resettlement and university study. Since 1978, it has allowed more than 

1,800 refugees from 39 countries to study at more than 80 c olleges and 

universities across Canada. 

A key to its success in integration and mobilization is that the 

endeavour is driven by students, faculty and staff. They raise 

awareness and funds, often through student union sponsorship levies; 

engage other students; and provide day-to-day social and academic 

support to SRP students. The programme has strict eligibility and 

selection criteria. Participants must be aged between 17 and 25; 

be recognized refugees in their country of asylum (except Lebanon); 

fulfil Canada’s eligibility, security and medical immigration criteria; 

and meet host university entrance requirements. As Canada’s Private 

Sponsorship of Refugees Program is an individual resettlement 

programme, participants must also be single and without dependents, 

with a few exceptions made for single mothers. 

Participants take language classes and computer training to prepare 

for entering Canada, and attend pre-departure orientation by the 

International Organization for Migration. WUSC staff or volunteers 

deliver additional orientation on life and study in Canada and a welcome 

pack. Before SRP students arrive, the local committees register them 

for classes and orientation; arrange housing and meal plans; buy them 

toiletries, school supplies and calling cards; and fill out applications for 

the permanent resident card, health card and social insurance number. 

Since they complete immigration checks before departure, refugee 

youth arrive as permanent residents, which carries eligibility to work 

and take out student loans, among many other rights. 

Participants typically reap considerable benefits, reflecting the intense 

investment of time and effort. Reports from refugee camp teachers 

suggest a potential multiplier effect, in which hopes of post-secondary 

education and eligibility for the highly competitive SRP are incentives 

for completing secondary school (WUSC, 2007). At the same time, 

the amount of personal assistance SRP beneficiaries receive is difficult 

to scale. 

In 2017/18, 160 refugee youth were sponsored, more than half of 

which originated in the Syrian Arab Republic. In addition, Lifeline Syria, 

a similar but more narrowly targeted network of Toronto-based 

universities also operating under the Private Sponsorship of Refugees 

Program, has sponsored 1,074 Syrians through 248 private sponsor 

groups as of September 2018 (Lifeline Syria, 2018). 

The�Scholars�at�Risk�programme�

provides�sanctuary�and�assistance�to�

more�than�300�academics�a�year��who�

need�protection�

attacks�on�tertiary�education�communities.�The�uK’s�

Council�for�At-Risk�Academics�(CARA)�is�a�SAR�partner�

that�provides�urgent�support�to�academics�forced�

into�exile�or,�particularly,�in�immediate�danger�in�home�

countries,�ofering�multiyear�packages�instead�of�

short�stipends.�

France�established�the�Programme�national�

d’aide�à�l’Accueil en Urgence des Scientifiques en Exil 

(‘national�programme�of�urgent�aid�and�hosting�

of�scientists�in�exile’,�or�PAuSE)�in�2017�on�the�

initiative�of�the�scientifc�and�research�community�

and�the�secretary�of�state�for�higher�education�and�

research.�It�supports�researchers�and�lecturers�from�

countries�whose�political�situation�prevents�them�

from�working�and�endangers�their�and�their�families’�

lives.�It�facilitates�sufciently�long�hosting�to�enable�

integration�into�the�French�environment�and�ensure�

research�continuity.�Tertiary�education�institutions�

and�research�organizations�receive�co-funding�grants.�

 INDIVIDUAL SUPPORT NEED NOT CAUSE 

WIDER BENEFITS TO BE OVERLOOKED 

Support�for�individual�students�and�academics�is�an�

end�in�itself.�yet,�since�it�only�reaches�a�small�fraction�

of�those�in�need�–�and�even�then,�care�must�be�

taken�to�‘do�no�harm’�(unhCR,�2015b)�–�providers�of�

individual�support�should�ensure�that�the�wider�

community�also�benefts.�

dAFI�scholarships,�which�are�not�designed�as�

a�pathway�to�high�income�country�residence,�

recognize�origin�communities�as�intended�

benefciaries�and�call�on�benefciaries�to�give�back�

to�these�communities.�Some�70%�of�Afghan�dAFI�

recipient�returnees�were�employed�in�sectors�relevant�

to�development�and�reconstruction�(Milton�and�

Barakat,�2016).�unfortunately,�only�8%�of�dAFI�

students�overall�were�enrolled�in�education�science�

or�teacher�training�in�2015,�even�though�demand�for�

teachers�is�high�and�growing�in�refugee�communities.�
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networks�supporting�refugee�academics,�in�addition�to�

ofering�individual�relief,�can�similarly�promote�capacity�

building.�In�2006,�CARA�launched�a�programme�aimed�

at�rebuilding�research�and�teaching�capacities�in�Iraq�by�

connecting�Iraqi�academics,�both�in�country�and�in�Jordan�

or�elsewhere,�with�counterparts�in�the�united�Kingdom.�

It�launched�a�second�regional�programme�in�2009�in�

response�to�an�increase�in�academics�feeing�Zimbabwe,�

ofering�grants�and�fellowships�for�vital�equipment�and�

supplies.�In�2012,�it�established�a�‘virtual�lecture�hall’�

at�the�university�of�Zimbabwe,�allowing�Zimbabwean�

academics�in�exile�and�others�to�connect�in�real�time.�

In�2016,�CARA�launched�a�programme�for�Syrian�

academics�displaced�in�lebanon�and�Turkey,�aimed�at�

allowing�them�to�develop�an�international�network�to�draw�

on�in�rebuilding�tertiary�education�once�it�is�safe�to�return�

to�the�Syrian�Arab�Republic.�In�a�pilot�phase,�workshops�

in�Turkey�on�academic�skills�development�and�English�

for�academic�purposes�laid�the�foundations�for�further�

collaboration.�uK�universities�hosted�the�frst�fellows�on�

short-term�research�visits.�In�late�2017,�the�programme�

launched�a�second�phase,�funded�primarily�by�an�open�

Society�Foundations�grant,�which�is�set�to�last�18�months.�

In�addition�to�workshops,�it�envisages�‘research�incubation�

visits’,�a�CARA-commissioned�research�project�and�a�

research�funding�initiative.�

CONCLUSION 

Few�students�and�academics�take�advantage�of�

dedicated�tertiary�education�scholarship�and�sponsorship�

programmes.�In�some�initiatives,�the�tertiary�education�

community�supports�displacement-aficted�peers,�

often�with�a�high�level�of�personal�engagement.�They�serve�

an�important�role�in�promoting�support�for�refugee�issues�

among�host�societies.�nevertheless,�tertiary�education�

needs�cannot�be�met�one�refugee�at�a�time;�

even�successful�initiatives’�reach�remains�limited.�

They�cannot�substitute�for�eforts�to�reduce�the�

structural�barriers�to�tertiary�education�opportunities�

that�hundreds�of�thousands�of�refugee�youth�face.�

POLICY FOCUS 10.2: ADDRESSING  

THE TECHNICAL AND VOCATIONAL  

EDUCATION NEEDS OF MIGRANTS  

AND REFUGEES 

TvET�programmes�can�facilitate�migrants’�and�refugees’�

adjustment�to�the�requirements�of�the�labour�market�in�

their�destination�country.�yet�two�concerns�afect�the�

design�of�TvET�programmes�for�migrants�and�refugees.�

First,�they�should�account�for�constraints�that�may�

lower�demand�by�the�displaced�for�skills�development.�

Second,�they�should�understand�and�recognize�skills�

migrants�and�refugees�bring�to�destination�countries�

before�matching�them�with�education�and�training�or�jobs.3�

 MANY BARRIERS PREVENT MIGRANTS AND 

REFUGEES FROM FURTHERING THEIR SKILLS 

vulnerability�and�limited�options�are�defning�

characteristics�of�migrants�and�refugees.�Their�right�to�

employment�may�be�restricted;�only�75�of�the�145�parties�

to�the�1951�Refugee�Convention�grant�refugees�the�right�

to�work�as�Articles�17–19�stipulate,�and�it�is�often�subject�

to�restrictions�(Zetter�and�Ruaudel,�2016).�Some�countries�

have�taken�steps�to�address�this�problem.�Between�2016�

and�mid-2018,�Jordan�issued�or�renewed�over�100,000�

work�permits�for�Syrian�refugees�(Ilo,�2018).�In�2016,�

Turkey�allow�600,000�Syrian�refugees�to�work�

(Karasapan,�2017).�Some�high�income�countries�have�

policies�to�distribute�refugees�across�their�territory�but�

employment�prospects�may�not�be�one�of�the�criteria�of�

dispersion�(oECd,�2016a).�

undocumented�migrants�and�asylum-seekers�may�not�

have�a�legal�right�to�work,�discouraging�participation�

especially�in�employer-based�vocational�training,�

as�employers�are�reluctant�to�hire�them�(oECd�and�

unhCR,�2018).�In�Ireland�and�lithuania,�the�undocumented�

have�no�access�to�the�labour�market�until�they�are�granted�

asylum�and�become�refugees.�In�the�united�Kingdom,�

asylum-seekers�wait�12�months�to�obtain�the�right�

3�� �This�section�is�partly�based�on�unESCo-unEvoC�and�university�of��

nottingham�(2018).�

TvET�programmes�for�the�displaced�should�account�for�constraints�

that�lower�their�demand�for�skills�development�and�recognise�the�

skills�they�already�have�
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to�work,�while�countries�including�Greece,�norway,�

Portugal�and�Sweden�grant�the�right�to�work�when�

individuals�claim�asylum�(European�Employment�Policy�

observatory,�2016).�

limits�on�the�‘network�of�contacts�and�trust�that�

usually�help�individuals�to�move�profciently�in�a�social�

environment’�(CEdEFoP,�2011,�p.�4)�may�mean�migrants�

and�refugees�lack�information�about�employment�

opportunities,�leading�to�initial�unemployment.�

Even�when�permitted�to�work,�migrants�often�end�up�

in�low-skill�jobs.�Initial�unemployment�and�precarious�

employment�in�jobs�not�matching�their�skills�lower�

the�return�to�migrants�on�investment�in�their�skills,�

especially�when�employers�exploit�the�vulnerable�who�

lack�documents.�Immigrants�in�France�were�half�as�likely�

as�natives�to�receive�training,�and�the�gap�was�greater�in�

occupations�with�high�immigrant�concentration:�In�the�

construction�sector,�7%�of�immigrant�workers�had�been�

trained,�compared�with�24%�of�natives�(Saf,�2014).�

language�barriers�may�discourage�migrants�and�refugees�

from�investing�in�skills�once�they�are�established�in�

the�labour�market.�In�Sweden,�translating�learning�

materials�into�various�languages�helped�lower�vocational�

training�course�dropout�rates.�Beyond�general�language�

courses,�Sweden�also�responded�to�the�need�for�

skills�development�programmes�for�migrants:�TvET�

institutions�developed�packages�to�accelerate�vocational�

language�profciency�by�integrating�language�tutoring�

into�vocational�education�and�training�specifc�to�a�

trade�or�industry�(unESCo-unEvoC�and�university�of�

nottingham,�2018,�2018).�

The�multitude�of�providers�and�entry�points�can�hinder�

TvET�participation.�Guidance�in�navigating�unfamiliar�

education�and�training�environments�in�the�host�country�

labour�markets�is�therefore�very�important.�A�programme�

for�refugees�in�Germany�delivers�intensive�vocational�

language�training�and�career�orientation,�aiming�to�fnd�

placements�for�10,000�young�refugees.�The�number�

of�youth�migration�services�for�12-�to�27-year-olds�

with�migrant�backgrounds�expanded�to�450�nationally,�

beneftting�110,000�people�in�2016.�Specifc�orientation�

and�counselling�services�were�targeted�at�young�people�

in�the�asylum�process.�Jugend�Stärken�im�Quartier�

(‘youth�get�stronger�in�the�neighbourhood’)�provides�

counselling�and�mentoring�to�the�hardest-to-reach�young�

people�in�177�local�authorities�(Germany�Federal�Ministry�

of�Education�and�Research,�2017a).�Sweden’s�Public�

Employment�Service�runs�an�introduction�programme�

to�assess�refugees’�labour�market�readiness�and�provide�

guidance�on�life�in�Sweden,�language�training�and�specifc�

vocational�training,�if�necessary�(oECd,�2016b).�

TvET�providers�and�public�employment�services�need�

to�connect�migrants�with�employers�to�help�them�

gain�work�experience�linked�with�previous�occupations.�

Internships�and�volunteering�can�build�the�social�capital�

necessary�for�employment�after�training�(CEdEFoP,�

2011).�Willkomenslotsen�(‘welcome�mentors’)�in�Germany�

support�small�and�medium-sized�enterprises�in�recruiting�

newly�arrived�skilled�workers,�including�refugees.�In�2016,�

150�trained�mentors�provided�services�in�100�local�

chambers�of�commerce�and�industry�and�placed�

3,441�refugees�in�training�or�employment�(Germany�

Federal�Ministry�of�Education�and�Research,�2017b).�

The�netherlands’�emphasis�on�lifelong�learning�and�

non-linear�education�trajectories�makes�TvET�responsive�

to�foreigner�integration�(desiderio,�2016).�

TvET�content�and�teaching�quality�can�increase�the�

chances�of�migrant�and�refugee�integration.�The�TvET�

programme�of�the�un�Relief�and�Works�Agency�for�

Palestine�Refugees�in�the�near�East�provides�practical�

training�to�7,200�Palestinian�youth�per�year�through�

8�training�centres.�In�Gaza,�trainees�achieved�higher�fnal�

examination�scores�than�the�national�average�(unRWA,�

2016).�The�programme�in�lebanon�has�one�centre,�

a�career�guidance�and�orientation�unit�and�employment�

service�centres.�It�is�fexible�in�subjects�ofered�and�course�

duration,�is�learner�centred,�ensures�strong�links�with�

employers�and�aligns�curricula�with�labour�market�needs.�

Several�countries�in�the�region�ofer�programmes�for�

Syrian�refugees�(Box 10.2).�

undocumented�migrants�and�asylum-seekers�may�not�have�a�legal�right�to�work,�

discouraging�participation�especially�in�employer-based�vocational�training�
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Mechanisms�to�recognize�academic�and�vocational�

or�professional�qualifcations�exist,�but�migrants�

and�refugees�are�unlikely�to�carry�qualifcations�and�

certifcates�with�them.�over�two-thirds�of�the�parties�

to�the�lisbon�Recognition�Convention�have�taken�few�

or�no�measures�to�implement�Art.�vII�on�recognizing�

refugee�qualifcations�that�cannot�be�fully�documented�

(unESCo�and�Council�of�Europe,�2016).�little�is�

known�about�the�efectiveness�of�experiments�with�

technology-based�approaches,�such�as�digital�credentials,�

in�skills�recognition�(unESCo,�2018).�

TvET�degrees�may�be�less�portable�than�academic�

degrees�because�of�TvET�systems’�variability.�

national�qualifcations�and�education�quality�frameworks�

to�measure�prior�learning�facilitate�the�process.�

however,�for�Syrian�refugees�in�Egypt,�Iraq,�Jordan,�

lebanon�and�Turkey,�no�learning�and�competence�

assessment�exists�besides�formal�national�education�

systems�and�ofcial,�non-formal�second-chance�

programmes�accredited�by�ministries�of�education�

(ETF,�2014).�

Where�refugees’�informal�learning�is�not�recognized,�validated�and�accredited,�it�compromises�

their�ability�to�gain�access�to�decent�work�or�further�education�and�training�

BOX 10.2:   

TVET programmes have been set up for Syrian refugees in neighbouring countries 

The Syrian crisis led to a number of TVET programmes for refugees. 

International partner support has been critical. In Turkey, the national 

employment agency is working with several international 

organizations to overcome the and administrative obstacles for 

making jobs accessible to Syrian refugees and to develop vocational 

training programmes (Kirişci et al., 2018). 

In Jordan, the Amaluna (‘our hope’) project partnered with the private 

sector to provide vulnerable Jordanian and Syrian 18- to 24-year-

olds with employment opportunities. It has so far reached about 

2,500 youth, of whom 1,500 have been interviewed and 537 enr olled. 

Of those, almost four out of five graduated, and one-third were 

employed. The next step is to scale up the programme to reach more 

than 30,000 vulnerable youth (UNICEF, 2018). The Norwegian Refugee 

Council offered courses to Syrian youth in tailoring, hairdressing, 

welding and computing. The three month courses include life skills, 

literacy and numeracy. More than 770 youth graduated in 2013–2015 

(UNICEF, 2015). 

UNICEF, the United Nations Development Programme, the European 

Union and the multidonor European Regional Development and 

Protection Programme fund the Makhzoumi Foundation vocational 

training programme. It works with UNHCR to offer eight week 

courses to refugees over age 14 in Lebanon, training about 

4,500 people, mostly women, annually. Subjects covered include 

information technology, languages, cosmetology, labour market 

orientation, entrepreneurial skills and cross-cultural communication. 

It teaches hands-on, practical knowledge, confers nationally 

recognized certificates and makes links with employers (ETF, 2017b). 

Evidence suggests the courses improved beneficiaries’ incomes and 

offered new career pathways. 

Since 2009, the Better Work Jordan programme has focused on 

improving the working and living conditions of immigrant workers 

in the garment industry, including by providing training, and has 

reached 65,000 workers in 73 factories. A unified contract agreed in 

2015 ensured the same recruitment and employment policies for all 

migrant workers and clarified their rights. Since 2016, the programme 

has overseen modifications to the contract to include coverage for 

refugees, coupled with the issuance of 2,000 work permits for Syrians 

(Better Work Jordan, 2016a, 2016b). 

The German Corporation for International Cooperation has supported 

the Water Wise Plumbers project in Jordan, which aims to reduce 

water losses in households, in line with the National Water Strategy, 

the National Employment Strategy and the Jordan Response Plan for 

the Syrian Arab Republic Crisis. It trains qualified plumbers, recruiting 

trainees particularly among Syrian refugees, with an emphasis on 

women. Graduates have created autonomous cooperatives that promise 

to make a long term contribution to social objectives (ETF, 2017a). 
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The�main�challenge�is�recognizing�prior�learning.�

Where�refugees’�informal�learning�is�not�recognized,�

validated�and�accredited,�it�compromises�their�ability�

to�gain�access�to�decent�work�or�further�education�and�

training�(Singh,�2018).�An�inventory�of�validation�shows�

that�migrants�and�refugees�are�under-represented�as�

target�groups�for�validation�of�non-formal�and�informal�

learning�(ETF,�2015).�

The�Council�of�Europe�partnered�with�Greece,�Italy,�

norway�and�the�united�Kingdom�for�a�European�

Qualifcations�Passport�for�Refugees,�which�provides�

an�assessment�of�post-secondary�qualifcations�based�

on�available�documentation�and�a�structured�interview.�

It�includes�information�on�work�experience�and�language�

profciency.�In�2017,�as�part�of�a�pilot�exercise�in�Greece,�

92�refugees�were�interviewed�and�73�were�issued�with�

a�qualifcations�passport.�Partners�in�Armenia,�Canada,�

France,�Germany�and�the�netherlands�are�to�join�a�second�

phase�(Council�of�Europe,�2018).�

under��the�Federal�Recognition�Act,�Germany�ofers�

opportunities�to�identify�and�evaluate�undocumented�

professional�and�occupational�competences�against�

the�German�reference�qualifcations�framework,�

e.g.��via�a�specialist�oral�examination�or��work�sample.�

Sixty�assessmen� ts�took�place�in�2012,�rising�to�

129�by�2015.�o� � ver�half��the�applications�by�Afghan,�

Albanian,�Iranian,�Iraqi,�Kosovan�and�Syrian�refugees�

in�this�period�resulted�in�full�equivalence.�Providing�

information�in�Arabic�and�introducing�a�multilingual�

recognition�app�in�2016�made�it�easier�for�refugees�to�

take�advantage�of��the�service.�Between�June�2015�and�

december��2016,�around�20,000�refugees�took�part�in�

recognition�consultations�(Germany�Federal�Ministry�of��

Education�and�Research,�2017a).��

In�2013,�norway�introduced�a�national�Recognition�

Procedure�for�Persons�without�verifable�documentation.�

Expert�committees�appointed�by�the�norwegian�Agency�

for�Quality�Assurance�in�Education�use�academic�

assessments,�take-home�assignments�and�mapping�of�

work�history.�An�applicant�survey�suggests�that�over�

half�the�refugees�whose�skills�were�recognized�in�2013�

either�found�a�related�job�or�entered�further�education�

(oECd,�2016b).�

Sweden�developed�an�upper�secondary�healthcare�

curriculum�for�refugees�working�as�healthcare�assistants.�

Prior�learning�relative�to�the�curriculum�is�assessed�

through�group�discussions�and�teacher�supervision,�

allowing�accelerated�access�to�an�upper�secondary�

diploma�(Andersson�and�Fejes,�2010).�

Intergovernmental�cooperation�can�also�facilitate�

recognition,�validation�and�accreditation.�The�Philippines’�

Technical�Education�and�Skills�development�Authority�

is�working�with�Gulf�states�and�hong�Kong,�China,�

to�develop�mutual�qualifcation�recognition�agreements�

for�emigrant�workers�and�has�been�carrying�out�testing�

and�certifcation�of�expatriates�in�situ�(de�la�Rama,�2018).�

 SOME COUNTRIES PREPARE EMIGRANTS TO 

WORK ABROAD 

Some�countries�with�high�emigration�invest�in�their�

nationals’�skills�to�ease�adjustment�to�new�environments�

and�make�the�most�of�a�potentially�valuable�source�of�

income�through�remittances.�Bangladesh,�the�Philippines�

and�Sri�lanka�combined�job-related�and�pre-departure�

vocational�training�with�longer�compulsory�programmes,�

often�involving�non-government�organizations,�

private�employment�agencies�and�trade�unions.�on�the�

receiving�side,�Canada�has�invested�in�immigrant�support�

programmes,�which�are�linked�to�acceptance�into�the�

country.�A�trend�of�immigration�information�websites�is�

increasing�among�destination�countries�(ETF,�2015).�

however,�even�well-organized�pre-departure�training�

may�not�end�up�being�used�abroad.�Bangladesh�dropped�

the�manufacturing�vocational�training�course�from�

an�Eu-funded�intervention�when�it�was�found�that�

Italy,�the�relevant�destination�country,�was�hiring�not�

on�pre-departure�training�or�skills�assessment�but�on�

employer�assessment�of�motivation�and�adaptation�

skills.�Chosen�migrants�then�received�intense�on-the-job�

training�(Charpin�and�Aiolf,�2011).�

In�the�Republic�of�Moldova,�external�donors�funded�numerous�

pre-departure�training�initiatives�for�potential�migrants�
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In�the�Republic�of�Moldova,�external�donors�funded�

numerous�pre-departure�training�initiatives�for�potential�

migrants�in�recent�years.�These�provided�general�

information�on�legal�migration�and�employment�

pathways�to�the�Eu,�on�the�one�hand,�and�on�the�risks�of�

illegal�migration�and�trafcking�on�the�other.�In�addition�

to�professional�training,�information�regarding�language,�

culture�and�society�is�emphasized.�however,�interest�in�

such�pre-departure�activities�was�limited�where�

orientation�and�training�were�not�linked�concretely�to�

actual�departure�and�employment�(ETF,�2015).�

CONCLUSION 

developing�migrants’�and�refugees’�technical�and�

vocational�skills�concerns�more�than�just�education�

planners.�If�they�lack�access�to�employment�or�to�

jobs�using�and�building�on�their�skills,�migrants�and�

refugees�are�unlikely�to�invest�in�further�development.�

Planners�can�help�by�recognizing�prior�non-formal�and�

informal�learning�and�providing�career�guidance�to�ease�

entry�into�labour�markets.�
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Every benefciary of a Cash for Work programme 

delivered by the International Organization 

for Migration has the opportunity to take 

literacy lessons for three months. 

CREDIT:  Amanda Nero/IOM 

K E Y M E S SAG E S  

Monitoring the global indicator on information and communications technology skills involves determining 

whether adults and youth have carried out any of nine activities. Data are scarce outside high income 

countries. In 15 upper middle income countries, only two of these activities were carried out by at least 

one‑third of adults: copying and pasting files and attaching files to emails. 

But monitoring these basic skills may be insufficiently informative because even simple technology 

solutions for low literacy users require intermediate skills. The challenge for monitoring higher order skills 

is defining them and finding a cost effective way to measure them. 

DigComp, the Digital Competence Framework for Citizens, first developed in 2013 for EU countries, has 

been adopted with small adjustments as a global framework for digital literacy skills. Given the huge range 

of digital literacy assessments, a review is needed to see which would be most relevant and cost effective. 

Monitoring social and emotional skills is challenging. The 2015 OECD Programme for International Student 

Assessment measured collaborative problem solving. An interesting result was that native students in 

schools with more immigrants performed better than those in schools with fewer immigrants in countries 

including Israel, Italy and Spain. 

Financial education can help protect migrants and refugees against scams and enable them to make the 

most of remittances. Indonesia’s national strategy on financial literacy provides prospective and actual 

migrants with training. Participants were more likely to make a budget and had almost twice the savings 

as a similar group that did not receive the training. 
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4.4 

TA R G E T  4 . 4  

Skills for work 
By 2030, substantially increase the number of youth and adults 

who have relevant skills, including technical and vocational skills, 

for employment, decent jobs and entrepreneurship 

GLOBAL INDICATOR 

4.4.1  – Percentage of youth/adults with information and communications technology 

(ICT) skills, by type of skill 

THEMATIC INDICATORS 

4.4.2  – Percentage of youth/adults who have achieved at least a minimum level of  

proficiency in digital literacy skills 

4.4.3  – Youth/adult educational attainment rates by age group, economic activity 

status, levels of education and programme orientation 
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Data focus 11.1: Defning and assessing digital and  

entrepreneurship competences ...................................................................................... 162 

Policy focus 11.1: Supporting migrants with fnancial education ..................... 165 

T
arget 4.4 has an impressive scope, as its aim is 

to encourage investment in the skills youth and 

adults need for  the world of  work. Yet its monitoring 

framework is underwhelming in its relative narrowness. 

Thematic indicator 4.4.3 on adult attainment is not, 

strictly speaking, a skills indicator. The other  two 

elements – an indirect measure of skills in information 

and communications technology (ICT) (global indicator  

4.4.1) and a direct measure of digital literacy skills 

(thematic indicator 4.4.2) – seem a very limited 

set of measures to monitor such a broad target. 

for  instance, among skills applicable to the world 

of  work, fnancial liter acy skills are key for inclusion, 

especially for migrants, yet no indicator captures those 

(Policy f ocus 11.1). 

DIGITAL LITERACY SKILLS ARE IMPORTANT  

BUT DIFFICULT  TO MONITOR DIRECTLY 

The ICT and digital literacy indicators are nonetheless 

innovative for an education monitoring framework. 

first, they aim to capture skills beyond literacy and 

numeracy. Second, they try to assess skills that are 

becoming almost universally important for the world of 

work; not many skills categories can claim to have such 

worldwide relevance. Third, they challenge governments 

to think how such skills can be acquired outside school. 

The global indicator on youth and adults with ICT skills 

draws on individuals reporting in household surveys 

whether they have carried out selected activities in 

the previous three months. The latest data from the 

International Telecommunication Union (ITU) show that 

copying and attaching fles to emails are the only skills 

that more than one in three respondents exercised 

in typical middle income countries, while the level 

was between 58% and 70% in the high income group 

(Figure 11.1). Programming remains a minority activity 

even in high income countries, however. 

Measuring the percentage of individuals who have 

applied a skill in the previous three months may 

underestimate the percentage who possess the skill 

but have not used it recently. The Programme for the 

International Assessment of Adult Competencies (PIAAC) 

survey of the organisation for Economic Co-operation 

and Development (oECD) collects information on the 

frequency of use of digital skills. while the reference 

period does not match up perfectly, as there is no 

category in PIAAC between ‘less than once a month’ and 

‘never’, these PIAAC fgures suggest that the number of 

rare users is fairly small (Table 11.1). 

Monitoring actual behaviour is more informative than 

simply examining difusion of technology. Mobile phones 

may be less ubiquitous in poor rural areas than is often 

assumed, especially after accounting for low utilization 

and engagement by many groups (Haenssgen, 2018). 

Engagement with technology may be best understood as 

a social phenomenon. Third parties are often involved in 

helping non-users take advantage of mobile technology. 

The level of engagement with specifc online services, 

such as facebook, refects many factors other than digital 

skills. A recent study noted, for instance, that the relative 

gender gap in facebook use is highly correlated with 

the gender gap in the ITU’s measure of internet access 

(fatehkia et al., 2018). Despite their methodological 

weaknesses, estimates based on online measures may 

eventually help fll gaps in data coverage across countries 

or between waves of more robust surveys. 

Just over one in three in upper middle 

income countries can copy and attach 

files to emails, rising to 58% and 70% 

respectively in high income countries 

160 CHAPTER 11  | TARGET 4.4 – SkillS foR woRk 
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 FIGURE 11.1 :  

ICT skills remain unequally distributed 

Percentage of adults who performed a computer-related activity in the 

previous three months, by country income group, 2014–2017 
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GEM StatLink: http://bit.ly/fig11_1 

Note: Medians for middle income countries are based on a small number of countries 

(5 lower middle income, 15 upper middle income). 

Source: ITU database. 

 TABLE 11.1 :  

Most people who ever use a digital skill do so frequently, especially at work 

Percentage of respondents who perform computer-related activities less than 

once per month among all those who ever perform them, selected countries, 

2011–2015 

At work Everyday life 

Use a 
spreadsheet 

Use a word 
processor 

Programme 
or write code 

Use a 
spreadsheet 

Use a word 
processor 

Programme 
or write code 

Chile 9 8 6 17 16 6 

Denmark 11 7 6 24 18 6 

Japan 10 13 6 23 28 5 

New Zealand 9 7 4 22 22 4 

Ireland 6 3 9 17 21 3 

Russian Fed. 12 8 4 22 20 5 

United States 9 7 5 23 21 5 

Source: GEM Report team analysis of oECD PIAAC data. 

A key question is whether the foundational digital skills 

captured by the global indicator represent a very low 

threshold. Digital solutions for improved livelihoods can 

include apps that enable community healthcare workers 

to register pregnant women with government services, 

allow people to make payment claims, provide farmers 

with small-business management tools, and so on. 

Mapping the skills required to use such tools showed 

that even solutions aimed at low-skilled and low-literacy 

users required intermediate rather than foundational 

digital skills (UNESCo, 2018). 

Thematic indicator 4.4.2 – ‘Percentage of youth/ 

adults who have achieved at least a minimum level of 

profciency in digital literacy skills’ – goes well beyond 

ability to use ICT equipment (fau and Moreau, 2018). 

An attempt was made recently, as part of the Global 

Alliance to Monitor learning process, to defne a global 

framework for digital literacy based on the Digital 

Competence framework for Citizens (DigComp), which 

was developed by the European Commission. Identifying 

tools to measure competences in this framework 

cost-efectively remains the greatest challenge for the 

target 4.4 monitoring agenda (Data focus 11.1). 

This initiative, which examined DigComp’s relevance 

outside Europe, identifed computational thinking 

as a skill not covered in the DigComp framework. 

Understood as the everyday application of  the 

algorithmic, computational nature of problem-solving 

involving digital technology, this skill is br oader  than 

programming and does not necessarily involve specifc 

computer languages (UIS, 2018). The 2018 International 

Computer and Information literacy Study includes a 

new optional assessment strand on computational 

thinking, defned as ‘the ability  to identify a problem, 

break it down into manageable steps, work out the 

important details or patterns, shape possible solutions, 

and present these solutions in a way that a computer, 

a human, or  both, can understand’ (IEA, 2017, p. 1). 

Results should help in under standing the relationship 

between computational thinking and other aspects of  

computer and information liter acy. 

A key question is whether the foundational digital skills captured by the 

global indicator represent a very low threshold given that even solutions 

for low-literacy users require intermediate skills 

161 

http://bit.ly/fig11_1


 

 

 

THERE ARE FEW ATTEMPTS AT 

CROSS‑NATIONAL MONITORING OF 

SOCIAL‑EMOTIONAL SKILLS 

 

 

 

 

 

  

 

 

 

  

 

 

 

 

 

 

 

  

 

  

 

11 

In outlining the scope and challenges of measuring 

progress towards target 4.4, the 2016 Global Education 

Monitoring Report discussed social-emotional skills, 

including perseverance, self-control and social skills. 

It described their importance for employment, as well 

as concerns about the monitoring challenges, such as 

reaching cross-cultural consensus on defnitions and 

operationalization. 

A recent review of Skills toward Employability and 

Productivity (STEP), a world Bank survey, confrms 

these concerns. Carried out in mostly urban areas of 

15 middle income countries, the survey has included 

questions on the so-called Big five personality traits: 

openness to experience, conscientiousness, emotional 

stability, extraversion and agreeableness. An analysis of 

the results called for caution in interpreting measures 

across cultures and for more research on how to adapt 

measures to studies in poorer countries (laajaj et 

al., 2018). 

The oECD is developing an international study to 

assess the social-emotional skills of 10- and 15-year-olds. 

The study will use a version of the Big five model, 

calling the traits open-mindedness, task performance, 

emotional regulation, engaging with others and 

collaboration. It will focus on selected cities and countries 

and release fndings in 2020 (Chernyshenko et al., 2018; 

oECD, 2017b). 

The 2015 oECD Programme for International Student 

Assessment measured collaborative problem-solving, 

defned as an individual’s capacity to ‘efectively engage 

in a process whereby two or more agents attempt 

to solve a problem by sharing the understanding and 

efort required to come to a solution and pooling their 

knowledge, skills and eforts to reach that solution’ 

(oECD, 2017a, p. 26). Among the 52 education systems 

that took part, those of Japan, the Republic of korea 

and Singapore scored the highest on average. In these 

countries, at least 10% of 15-year-old students also 

reached level 4, which means they could solve complex 

problems while ‘maintaining an awareness of group 

dynamics and ensuring that team members act in 

accordance with their agreed-upon roles’. 

The results also had implications for diversity in schools. 

Native students in schools with higher proportions of 

immigrant students performed better on collaborative 

problem-solving tasks than those in schools with fewer 

immigrants, controlling for their science performance 

(oECD, 2017a) (Figure 11.2). 

DATA FOCUS 11.1: DEFINING  

AND ASSESSING DIGITAL  

AND ENTREPRENEURSHIP  

COMPETENCES 

Monitoring SDG target 4.4 on how many youth and 

adult have ‘relevant skills … for employment, decent jobs 

and entrepreneurship’ is likely to entail signifcant 

challenges. few skills, other than literacy and numeracy, 

are sufciently relevant across diferent labour markets to 

be amenable to global monitoring. Moreover, success in 

the labour market requires a combination of skills in the 

right proportions. 

As the 2016 Global Education Monitoring Report noted, 

from a global comparison perspective, the focus should 

be on skills that apply in diverse labour markets, can be 

acquired through education and can be measured at low 

cost. Including ICT skills (global indicator 4.4.1) and digital 

literacy (thematic indicator 4.4.2) in the SDG 4 monitoring 

framework was appropriate, especially as these become 

increasingly relevant for employment and participation 

in social and political life. Yet monitoring digital literacy is 

difcult and could be costly, and there are no indicators 

on skills for entrepreneurship. Two recent European 

Commission initiatives have tried to defne and assess 

digital and entrepreneurship competences. 

from a global comparison perspective, the focus should be on skills  

that apply in diverse labour markets, can be acquired through education 

and can be measured at low cost 
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FIGURE 11.2:   

In most countries, mixed classrooms are better at collaborative problem‑solving 

Gap in average collaborative problem-solving score between the top and bottom quarter of schools in terms of proportion of 

immigrant students, 2015 
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GEM StatLink: http://bit.ly/fig11_2 

Note: These values account for students’ and schools’ socio-economic characteristics. 

Source: oECD (2017). 

  DEFINING A FRAMEWORK AND ASSESSING 

DIGITAL COMPETENCES 

 

 

 

 

   

 

 

 

  

 

 

 

  

 

The European Commission’s Joint Research Centre 

(JRC) developed DigComp in 2013. Now in its third 

edition (2.1), it covers fve areas (information and 

data literacy, communication and collaboration, 

digital content creation, safety, and problem solving) 

and 21 competences. Examples illustrate the eight levels 

of profciency; e.g. ability to identify portals that would 

help a job search corresponds to the lowest level of 

profciency in the competence of browsing, searching and 

fltering data, information and digital content 

(Carretero et al., 2017). 

As a comprehensive framework developed over several 

years in consultation with several countries, DigComp 

could serve as a global framework for indicator  

4.4.2. Under  the Global Alliance to Monitor  learning, 

the H ong kong University Centre for Information 

Technology in Education concluded that DigComp was a 

solid starting point for a digital literacy global framework 

but would beneft from two extensions: a base level of  

familiarity with digital devices, usually taken for granted 

in rich countries, and a wider set of career-related 

competences refecting the cultural, economic and 

technology settings of low and middle income countries, 

such as examples showing the increasing complexity 

of skills farmers would need, from making farming and 

trading decisions using a mobile phone service to buying 

and selling products using a smartphone app and building 

a data-driven irrigation system using moisture sensors 

linked to a laptop (UIS, 2018). 

It must also be determined whether an extended 

DigComp framework could be a solid basis for assessing 

and monitoring digital literacy skills. A mapping exercise 

under way within the Global Alliance to Monitor 

learning may provide answers. The huge range of 

digital literacy assessments worldwide vary by focus, 

purpose (admission, certifcation, training needs 

assessment, employment, etc.), target group, uptake, 

item development, reliability and validity, mode of 

delivery, cost, scalability and responsible authority 

(with private providers more closely involved than 

in literacy and numeracy skills assessments). 
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which assessment could realistically be scaled up, used in 

low and middle income countries and serve a global 

monitoring purpose is an important issue. 

Three potentially interesting models explicitly assess 

DigComp competences. while their purpose is formative, 

they could potentially be used for monitoring. 

Two c ome fr om the European Commission. The frst is 

a pilot study of 234 families that looked at digital skills 

of disadvantaged young people (European Commission, 

2018a). The second has been developed with reference 

to an extension of DigComp for education institutions. 

It is targeted at school leaders, teachers and students 

to help schools identify digital literacy strengths and 

weaknesses and build a school improvement strategy. 

It has gone  through a 2017 pilot phase with 67,000 users, 

and is to launch formally in late 2018. The aim, included in  

the European Union’s Digital Education Action Plan, is 

to reach 1 million users by the end of 2019 (European 

Commission, 2018b). 

The third example, Pix, is an online platform for  

assessment and certifcation of DigComp skills, 

managed by the french Ministry of National Education, 

Higher Education and Research and developed as 

a state-sponsored and state-managed start-up. 

Citizens would have free access to a digital skills 

assessment, diagnosis of strengths and weaknesses and 

recommendations of learning resources (Vie et al., 2017). 

In 2019/20, it  will be administered to every student in 

grades 8 to 12 (Pix, 2018). 

It is a key question which digital literacy assessment could be scaled up in low and 

middle income countries at realistic cost to serve a global monitoring purpose 

  DEFINING A FRAMEWORK AND ASSESSING 

ENTREPRENEURSHIP COMPETENCES 

Entrepreneurial skills encompass a range of competences, 

many of which are valuable outside starting a business 

and are, indeed, only one aspect of successful 

entrepreneurial activity (oDI, 2012). They involve 

transversal cognitive and practical skills and require 

action upon opportunities and ideas to generate fnancial, 

cultural or social value for others (Bacigalupo et al., 2016). 

The JRC developed the Entrepreneurship Competence 

framework (EntreComp) in 2016 as a common reference 

framework in response to the New Skills Agenda for 

Europe. It includes three areas (ideas and opportunities, 

resources, and ‘into action’) and 15 competences. 

like DigC omp, it defnes eight levels of profciency, 

explained through examples of learning outcomes, 

e.g. ability to carry out assigned tasks responsibly 

corresponds to the lowest level of profciency in the 

competence of  taking initiative (Bacigalupo et al., 2016). 

As with DigComp, the question is whether EntreComp 

competences can be assessed and monitored through 

existing surveys. The Global Entrepreneurship Monitor, 

which surveys adults in 54 countries, includes an indicator 

on ‘fear of failure as a barrier to starting a business’ 

(Global Entrepreneurship Monitor, 2018), which is 

addressed by three diferent competences in EntreComp. 

The world Bank’s STEP survey includes questions on 

grit, a personality trait that EntreComp addresses under 

‘motivation and perseverance’. However, these surveys 

are costly to administer, and skills, such as creativity and 

managing uncertainty, are difcult to measure. 

A mapping of a dozen self-assessment tools against 

the EntreComp competences showed some potential, 

but respondents would need incentives to take part 

in a self-assessment for it to yield sufcient data 

for diagnostic or policy inferences. Completing a 

test could, for instance, 

guide respondents to 

take up specifc training 

opportunities, placement 

in youth employment 

programmes, career  

counselling services or skill 

certifcation, according 

to their strengths and 

weaknesses. A  range of  

industries, professions and 

It is hard and 

costly to monitor  

entrepreneurship 

skills, which cover  

a diverse range of  

competences 

professionals routinely use self-assessment tools for 

accreditation, including health sector practitioners, 

managers and teachers. Promoting inclusion of 

EntreComp-based elements in such tools seems a 

plausible path to wide adoption. while the data would not 

represent the general population, they would be relevant 

for monitoring trends in competences such as ‘seeking 

advice on self-employment’ (Bacigalupo et al., 2016). 
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POLICY FOCUS 11.1:  

SUPPORTING MIGRANTS WITH  

FINANCIAL  EDUCATION 

financial literacy helps individuals better manage their 

economic circumstances and avoid fraud or fnancial 

exploitation. Migrants and refugees face particular 

vulnerabilities. financial and welfare systems in host 

communities, as well as abuse reporting mechanisms, 

may initially be opaque, 

especially to less educated 

newcomers. Migrants 

thus are vulnerable to 

exploitative contractual 

agreements, exorbitant 

recruitment fees, exploitative 

visa arrangements and 

outright scams. The 

consequences range from 

fnancial struggles to human 

trafcking or bonded labour  

(UNoDC, 2015). low  fnancial 

only around  

one-quarter to 

one-third of adults 

are financially 

literate in the 

top remittance-

receiving countries 

literacy is pervasive. only around one-quarter to 

one-third of adults are fnancially literate in the top 

remittance-receiving countries, a level considerably below 

those in all but the worst-performing remittance-sending 

countries (Figure 11.3). Among migrants, concepts such 

as interest compounding, infation and risk diversifcation 

are often not well understood (lusardi and Mitchell, 2014). 

A growing number of government and non-government 

fnancial education initiatives target migrants and 

refugees (Atkinson and Messy, 2013; GPfI, 2015). 

They aim to educate migrants on efcient approaches 

to managing remittances (Policy focus 19.4) as well as 

fnancial products and services beyond remittances. 

Some also focus on families left behind (oECD, 2016b). 

 FIGURE 11.3:  

There is a financial literacy gap between remittance‑sending and remittance‑receiving countries 

Percentage of financially literate adults, top remittance-sending and -receiving countries, 2015 
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GEM StatLink: http://bit.ly/fig11_3 

Note: Adults were defined as financially literate if they answered questions correctly on at least three out of four concepts for financial decision-making: basic 

numeracy, interest compounding, inflation and risk diversification. 

Sources: klapper et al. (2015) for financial literacy and world Bank (2018) for remittances. 

 FINANCIAL EDUCATION INITIATIVES CATER 

TO DIVERSE MIGRANT NEEDS 

like everyone, migrants stand to beneft from a sound 

understanding of fnancial products, such as current 

accounts, savings accounts and electronic payments, 

as well as from personal money management skills, 

such as knowing how to budget, track expenses, 

keep records and understand debt management and 

credit (interest calculation, principal outstanding, 

repayment prioritization) (Atkinson and Messy, 2015; 

oECD, 2016b). In terms of remittances, a fnancially 

literate migrant would, at a minimum, need to 

understand channels and compare cost components, 
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including exchange rates, fees and varying infation 

rates. More educated migrants typically exhibit higher 

than average entrepreneurship rates. financial literacy 

provides the foundation for more advanced and 

specialized skills, such as insurance and retirement 

planning, accounting and managing business investments 

and loans. 

Numerous global initiatives include a focus on migrants 

as part of broader agendas promoting fnancial inclusion, 

fnancial literacy and fnancial education in general. 

Examples include the oECD International Network on 

financial Education and the G20 Global Partnership 

for financial Inclusion subgroup on financial literacy 

and financial Consumer Protection. Several UN 

agencies and donors ofer training and fnancial literacy 

materials. for instance, the International fund for 

Agricultural Development (IfAD) has a financing facility 

for Remittances. Charitable foundations associated 

with the fnancial industry also engage in projects 

targeting migrants, for instance in Egypt (Attia and 

Engelhardt, 2016). 

financial education programmes for migrants often 

involve a combination of international, government, 

non-government and private-sector stakeholders. 

In China, a non-government fnancial education initiative 

for internal migrants by the Yunnan Institute of 

Development ofers a remittance record product as proof 

of creditworthiness to help farm families get access to 

microcredit. The institute also works with the IfAD facility 

to encourage community-based organizations to share 

good practice in fnancial literacy. These initiatives are 

complemented by door-to-door fnancial services and 

fnancial education in remote areas, where rural credit 

cooperatives, post ofces 

and other formal 

remittance channels are 

scarce (GPfI, 2015). 

Indonesia adopted 

the blueprint for a 

national strategy on 

financial literacy in 

2013, including for  

prospective migrants 

Indonesia adopted 

the blueprint for a 

national strategy on 

fnancial literacy in 

2013, using e vidence 

from a joint programme 

with the world Bank (Doi et al., 2012; GPfI, 2015). 

It provides prospective migrants with training focusing 

on moments when they may face big fnancial decisions. 

The pre-departure stage covers fnancial planning and 

basic fnancial products and services, such as savings 

 

 

and credit. During the migration stage, the focus is on 

remittances. Participation by not just migrants but also 

their families proved most efective. Migrants were more 

likely to make a budget and had almost twice the savings 

as a similar group that did not receive the training (world 

Bank, 2017b). 

Mexico’s financial Education Committee coordinates 

members’ fnancial education activities and programmes. 

The National Savings and financial Services Bank 

(BANSEfI), a social development bank focused on 

promoting fnancial inclusion, ofers fnancial education 

courses. The courses contain a module covering 

remittance types, choosing a fnancial product, 

managing use of remittances, and saving and investing 

money received. They also outline services provided in 

the United States by the Institute of Mexicans Abroad. 

BANSEfI reaches out to current migrants through its 

presence in consulates (oECD, 2018). 

Morocco hosts large communities of undocumented 

immigrants, mainly from sub-Saharan Africa. 

The Moroccan foundation for financial Education 

partnered with the International labour organization 

to set up fnancial education programmes for migrants. 

They conducted qualitative surveys before developing 

the training to ensure the toolkit met the needs of both 

migrants and their families (world Bank, 2017a). 

The International organization for Migration launched 

a joint initiative with MasterCard to support integration 

of migrants and refugees in Romania. one goal is to help 

them independently manage their resources through 

free, weekly fnancial literacy training at integration 

centres. Vulnerable groups, including children, women 

and persons with special needs, are prioritized for 

personalized assistance (IoM, 2018). 

FINANCIAL EDUCATION IS ONLY PART 

OF FINANCIAL INCLUSION 

Even with good literacy levels, migrants may be 

unfamiliar with fnancial terms and features of 

fnancial products. The Swedish financial Supervisory 

Authority, in a programme called Dina pengar och din 

ekonomi (‘your money, your fnances’) provides a flm, 

a brochure and other resources for teachers working with 

migrants on personal fnance. Modules cover Swedish 

economic terms and the Swedish banking and payment 

system, and clarify rights and obligations in the fnancial 

marketplace in plain language (oECD, 2016a). 
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The effectiveness of financial education is constrained by migrants’ lack of trust 

in financial institutions and concerns around risks of deportation from accessing 

financial services 

Migrants may not trust fnancial institutions, both at 

home and in host communities. Undocumented migrants 

and newly arrived refugees often worry that the 

information requested for access to fnancial services 

will be used to identify them and lead to deportation. 

Tax avoidance and security concerns may also contribute 

to mistrust. while such mistrust may be justifed, in other 

cases it is based on lack of understanding of immigration 

rules and the legal implications of providing information 

to third parties, or on rumours. Indeed, migrants and 

especially refugees may lack access to a peer network 

for advice on access to fnancial services. 

Another major barrier concerns the fnancial industry 

itself, which may lack relevant or culturally sensitive 

products for immigrants in host communities and 

families back home, have insufcient access points 

(e.g. branches) or ofer products with high fees and low 

fexibility. few fnancial products are sensitive to migrant 

women. Although remittance recipients are women, 

and they often face economic and social barriers to 

access to formal fnancial services, training design in the 

industry rarely refects women’s needs and constraints 

(GMG, 2017). lack of appropriate complaint channels is 

another key deterrent for migrants unfamiliar with their 

new settings and for families at home who may simply 

have no recourse if money is transferred incorrectly. 

It is unsurprising, therefore, that fnancial education 

initiatives alone are not necessarily efective. Evidence on 

fnancial education’s impact on migrants’ ultimate 

economic well-being is mixed and context-dependent. 

Much of it links fnancial literacy to poor or smart 

fnancial decisions, but fnancial education’s causal 

infuence is less clear (Entorf and Hou, 2018). A study of 

Indian migrants in Qatar found some small impact on 

fnancial decisions (Seshan and Yang, 2014). Studies in 

Australia and New Zealand found that fnancial literacy 

programmes did not signifcantly afect use of formal 

banking. In fiji, mobile telephones alone boosted 

fnancial literacy (Brown et al., 2014; Gibson et al., 2012). 

Meta-analyses have produced mixed evidence (fernandes 

et al., 2014). The most recent showed a small impact on 

the fnancial attitudes and behaviours of disadvantaged 

groups (kaiser and Menkhof, 2017). 

A common policy recommendation is to develop 

more targeted fnancial education for migrants, 

since diferent groups have diverse preferences and 

economic circumstances. when literacy levels are 

very low, short exposure to fnancial training may be 

insufcient to change behaviour (lusardi and Mitchell, 

2014). Exploring pedagogical approaches may establish 

whether some elements of fnancial literacy are better 

learned by doing (Michaud, 2017). Peer efects within 

families are important and should be incorporated into 

fnancial education programme design (Doi et al., 2012). 

In Sri lanka, a fnancial literacy programme tailors training 

to migrants, left-behind household members or returnees 

(Rosenberg, 2017). 

CONCLUSION 

Migrants and refugees face barriers to fnancial inclusion 

that are unrelated to fnancial literacy. Yet fnancial 

education can help protect them against scams and 

enable households to make the most of remittances. 

The need for fnancial education varies by the degree 

of migrants’ skills, by stage of migration and between 

migrants and dependents left behind. This diversity 

of needs is met by a wide range of actors engaged in 

fnancial education for migrants. Just navigating this 

supply-driven range of potential training providers may 

require some sophistication. 

National fnancial education strategies exist in large 

traditional sending countries in the middle income 

group. But there is scope in both sending and receiving 

countries to coordinate fnancial education for migrants 

at the national level and integrate it into general 

migration policy to avoid duplication and to reach all 

migrants. Successful initiatives involve migrants in 

their development, actively bring relevant information 

to households, provide such information at the time 

fnancial decisions are made, pay special attention to 

women and other disadvantaged groups, are integrated 

with fnancial and migration service provision, and are 

well-coordinated among stakeholders. 
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Masum,* a 12-year-old, came to Dhaka, Bangladesh, 

on his own two months ago. He attends a centre run by 

Save the Children’s partner organization, INCIDIN and 

funded by the IKEA Foundation, where children are given 

a chance to catch up on their education and staf try to 

connect them to schools. ‘I like the centre because I can 

play here and learn things. 

*Name has been changed. 

CREDIT:  Mats Lignel l/Save the Children 

K E Y M E S SAG E S  

While there is gender parity in enrolment globally, on average, up to secondary education, only 49% of 

countries had achieved parity at the lower secondary education level and only 24% in upper secondary. 

This is mainly due to enrolment disparities at the expense of boys in many countries. 

Considerable disparities exist in completion rates by location and wealth. But cross-categorizing cases 

by multiple dimensions (e.g. poor rural girls) often results in small sample sizes, which leads to greater 

imprecision in estimates for these groups. 

Rural students have half the chance of their urban peers to complete upper secondary in low and middle 

income countries. But new data suggesting that more than 80% of the population in Africa and Asia live in 

urban areas could mean urban-rural education inequalities are even higher. 

At least 800 million people live in slums worldwide. The little data that exist tend to show that education 

indicators in slums are poor. The out-of-school rate of primary school age children and secondary school 

age adolescents in Bangladesh was twice as high in slums as in other urban areas. 

New UNICEF Multiple Indicator Cluster Surveys data on disability showed that among children aged 5 to 

17 in Sierra Leone, 0.2% had difficulty seeing and 0.2% had difficulty hearing. Other functional difficulties 

varied considerably by age, making the data difficult to interpret. 

Empowering refugees with disabilities to exercise their voice and including them in mainstream programme 

design are essential to ensure their inclusion in education. 
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TA R G E T  4 . 5  

Equity 
By 2030, eliminate gender disparities in education and ensure 

equal access to all levels of education and vocational training for 

the vulnerable, including persons with disabilities, indigenous 

peoples and children in vulnerable situations 

GLOBAL INDICATOR 

4.5.1  – Parity indices (female/male, rural/urban, bottom/top  wealth quintile and 

others such as disability status, indigenous peoples and confict-afected, as data 

become available) for all education indicators on this list that c an be disaggregated 

THEMATIC INDICATORS 

4.5.2  – Percentage of students in primary education whose frst or home language is 

the language of instruction 

4.5.3  – Extent to which explicit formula-based policies reallocate education resources 

to disadvantaged populations 

4.5.4  – Education expenditure per student by level of education and source of funding 

4.5.5  – Percentage of total aid to education allocated to least developed countries 
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Data�focus�12.1:�Analysing�education�in�slums�remains�challenging�...............173�

Policy�focus�12.1:�Refugees�with�disabilities�need�support��

to�overcome�multiple�education�barriers�...................................................................�174�

A
chieving�equitable�education�systems�that�leave��

��no�one�behind,�which�are�at�the�core�of�SDG�4,�

require�paying�attention�to�disparity�in�education�

inputs,�processes�and�outcomes.�In�terms�of�enrolment,�

disparity�can�be�

estimated�through�

administrative�

data�for��the�gender��

dimension.�Globally

there�is�gender��

parity�in�enrolment,�

on�a� verage,�all�the�

way�up�to�secondary�

education.�Parity�has�also�been�achieved�on�average�in�

all�regions�in�primary�and�lower�secondary�education�

except�for�primary�education�in�sub-Saharan�Africa�(0.96).�

Regional�variation�is�much�larger�at�the�upper�secondary�

level,�where�the�adjusted�gender�parity�index�ranges�from��

0.82�in�sub-Saharan�Africa�to�1.12�in�Oceania.�Even�though�

parity�has�been�achieved�on�average�at�the�global�level,�

only�24%�of�countries�globally�reached�parity�(Table 12.1).�

Globally�there�is�gender��

parity�in�enrolment,�on�

average,�all�the�way�up�

to�secondary�education�

 TABLE 12.1 :  

Adjusted gender parity index of the gross enrolment ratio and percentage of countries that have achieved parity,  

by education level, 2017 

Pre-primary Primary Lower secondary Upper secondary Tertiary 

Adjusted 
gender 

parity index 

Countries at 
parity 

(%) 

Adjusted 
gender 

parity index 

Countries at 
parity 

(%) 

Adjusted 
gender 

parity index 

Countries at 
parity 

(%) 

Adjusted 
gender 

parity index 

Countries at 
parity 

(%) 

Adjusted 
gender 

parity index 

Countries at 
parity 

(%) 

World 1.00 59 0.99 62 0.99 49 1.02 24 1.16 6 

Sub-Saharan Africa 1.02 44 0.96 34 0.98 21 0.82 5 0.75 0 

Northern Africa and Western Asia 1.00 53 0.99 67 0.99 60 1.02 30 1.19 20 

Central and Southern Asia 0.97 38 1.00 57 0.99 50 0.99 46 0.89 7 

Eastern and South-eastern Asia 1.00 80 0.99 76 1.00 56 1.03 41  1.15 0 

Oceania 1.01 27 0.99 59 1.02 29 1.12 0 … … 

Latin America and the Caribbean 1.02 69 0.97 55 1.01 52 1.10 14 1.27 5 

Europe and Northern America 0.99 82 1.00 93 0.99 74 1.01 38 1.23 7 

Low income 1.02 30 0.97 35 0.96 10 0.75 10 0.54 0 

Lower middle income 1.00 62 0.98 50 1.00 36 0.99 24 1.04 11 

Upper middle income 1.01 59 0.99 68  1.01 61 1.06 23 1.20 3 

High income 1.00 76 1.00 85 0.99 68 1.03 33 1.27 7 

Note: The�adjusted�parity�index�is�symmetric�above�and�below�parity,�e.g.�if�attendance�is�80�girls�per�100�boys�in�one�country�and�80�boys�per�

100�girls�in�another�country,�the�two�index�values�are�symmetrical�around�1.�

Sources: uIS�database�and�GEM�Report�team�calculations.�

In�terms�of�completion,�disparity�needs�to�be�estimated�

through�household�surveys�for�the�gender�(female�vs�

male),�location�(rural�vs�urban)�and�wealth�(bottom�vs�top�

quintile)�dimensions.�While�school�completion�by�gender�

is�close�to�parity�in�the�average�country,�a�signifcant�

spread�remains�in�many�countries,�to�the�disadvantage�

of�either�girls�or�boys,�especially�in�secondary�education.�

With�respect�to�location�and�wealth,�countries�are�moving�
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towards�minimizing�disparity�in�primary�completion,�

but�disparity�in�secondary�completion�is�considerable.�

In�many�low�and�middle�income�countries,�rural�students�

have,�at�best,�around�half�the�chance�of�their�urban�peers�

to�complete�upper�secondary,�and�often�much�less�than�

that�(Figure 12.1).�

 FIGURE 12.1 :  

Many countries remain far from achieving location and wealth parity in school completion, especially in secondary education 

Gender, location and wealth adjusted parity index of completion rate, by education level, 2014–2017 
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In�many�low�and�middle�income�countries,�rural�students�have,�at�best,�around�half�the�

chance�of�their�urban�peers�to�complete�upper�secondary,�and�often�much�less�than�that�

While�the�various�types�of�disparity�discussed�here�are�

expressed�in�terms�of�the�parity�index,�which�is�singled�

out�in�the�SDG�monitoring�framework�for�monitoring�

equity,�there�are�numerous�ways�of�measuring�and�

interpreting�education�diferences�among�groups.�As�the�

2016�Global Education Monitoring Report showed,�various�

inequality�measures�may�give�seemingly�contradictory�

results.�A�new�Handbook on Measuring Equity in Education 

ofers�much-needed�conceptual�and�analytic�clarity�

regarding�many�aspects�of�equity�measurement�that�go�

beyond�the�SDG�indicator�framework.�It�distinguishes�

between�analyses�focused�on�whether�everyone�meets�

a�minimum�standard�or�experiences�the�same�condition�

and�analyses�of�whether�education�unfairly�depends�

on�some�background�characteristic,�depends�only�on�

salient�efort�or�ability,�or�actively�benefts�the�most�

disadvantaged�(uIS,�2018).�

The�handbook�also�illustrates�survey�limitations�in�

investigating�the�intersection�of�various�sources�of�

disadvantage.�Cross-categorizing�cases�by�multiple�

dimensions�often�results�in�small�sample�sizes,�

which�leads�to�greater�imprecision�in�estimates�for�these�

groups.�Analysis�of�household�surveys�over�2013–2017�

for�this�report�shows�how�uncertainty�increases,�as�more�

dimensions�are�added.�If�the�estimate�of�the�completion�

rate�for�the�poorest�is�80%�(single�dimension�–�wealth),�

then�the�actual�value�will�often�be�as�low�as�75%�or�as�

high�as�85%�(5�percentage�points).�But�if�the�estimate�

of�the�completion�rate�for�poor�rural�girls�is�50%�

(three�dimensions�–�sex,�location�and�wealth),�then�the�
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 FIGURE 12.2:  

Completion rate estimates for poor rural girls are less precise than those just for girls 

Precision of primary completion rate estimates, by number of intersecting dimensions, 2012–2017 
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GEM StatLink: http://bit.ly/fig12_2�

Note:�‘precision’�refers�to�estimated�standard�errors�of�the�completion�rate.�

Sources: GEM�Report�team�calculations�based�on�household�surveys�carried�out�in�2012–2017.�

actual�value�will�often�be�as�low�as�39%�or�as�high�as�

61%�(11�percentage�points).�In�the�least�precise�quarter��

of�estimates,�the�error��will�often�be�as�large�as�13�to�

24�per� centage�points�in�either�direction�(Figure 12.2).�

Another�key�limitation�of�disparity�measures�is�that�

location�and�wealth�are�based�on�national�defnitions.�

Moreover,�the�ofcial�defnition�of�an�urban�area�may�

not�refect�the�reality�in�many�fast-growing�countries�

(Box 12.1 and�Data focus 12.1).�

The�measurement�challenge�of�intersecting�sources�

of�disadvantage�arises�even�before�considering�other�

important�aspects,�such�as�disability�(Policy focus 12.1).�

While�global�indicator�4.5.1�specifes�disability�as�a�

disaggregation�category,�available�data�do�not�allow�yet�for�

internationally�comparable�results.�It�is�also�not�clear�that�a�

single�disability�parity�index�would�be�meaningful,�given�the�

diference�in�difculty�associated�with�various�impairments.�

The�sixth�round�of�the�uNICEF�Multiple�Indicator�

Cluster�Surveys�(MICS),�scheduled�to�be�conducted�

in�about�60�countries,�takes�a�step�towards�more�

comprehensive�international�data�by�including�a�child�

functioning�module.�It�approaches�disability�according�to�

functionality�and�aims�to�identify�children�experiencing,�

or�at�risk�of�experiencing,�limited�participation�in�an�

unaccommodating�environment�(uNICEF,�2017).�

Two�MICS�questionnaires�include�the�child�functioning�

module,�with�mothers�or�primary�caregivers�reporting�

functional�difculties�in�a�series�of�domains.�The�under�

age�5�questionnaire�covers�seeing,�hearing,�walking,�

fne�motor�skills,�communication,�learning,�playing�and�

controlling�behaviour.�The�age�5�to�17�questionnaire�

eliminates�fne�motor�skills�and�playing�and�adds�self-

care,�remembering,�concentrating,�accepting�change,�

making�friends,�anxiety�and�depression�(uNICEF,�2016).�

Results�from�one�of�the�frst�MICS�6�surveys�indicate�

that,�among�children�aged�5�to�17�in�Sierra�Leone,�0.2%�

had�difculty�seeing�and�0.2%�had�difculty�hearing.�

Other�functional�difculties�varied�considerably�by�age,�

making�them�difcult�to�interpret.�While�1.9%�of�5-�to�

9-year-olds�had�a�functional�difculty�in�the�domain�of�

self-care,�the�same�difculty�was�reported�for�just�0.1%�of�

15-�to�17-year-olds.�And�5.1%�of�5-�to�9-year-olds�but�only��

1.4%�of�15-�to�17-year-olds�had�difculty�walking.�
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Still, children experiencing di�culty walking were three 

times as likely not to attend school as those without such 

di�culty (Statistics Sierra Leone, 2018). 

In Sierra Leone, children experiencing 

difficulty walking were three times as  

likely not to attend school as those  

without such difficulty

BOX 12.1 : 

The definition of an urban area is much more fluid 

than commonly thought

Assessing rural disadvantage across countries depends crucially 

on comparable definitions of ‘rural’ and ‘urban’. Unfortunately, 

comparability is low. The share of labour engaged in agriculture, 

population size, population density, idiosyncratic national criteria or 

any combination of these may determine classification. Moreover, 

official classification may lag behind structural and population 

change. This can reflect the rapidity of the change or, in some cases, 

be deliberate, to avoid the statutory public service investment that 

comes with urban status.

At the 2016 UN Habitat III conference in Quito, a decision was 

made to develop a global, people-based definition of cities and 

settlements to aid in monitoring the SDGs; it will be submitted 

for endorsement by the UN Statistical Commission in 2019. 

A collaborative effort between the EU Joint Research Centre, 

the Food and Agriculture Organization of the United Nations, 

the Organisation for Economic Co-operation and Development 

and the World Bank compared administrative classifications of 

rural/urban status with a combination of remote sensing data on 

built-up areas and census information on population distribution 

(JRC, 2018).

One of the alternative definitions tested was the degree of 

urbanization model, which classifies three categories of 1 km2 grid 

cells: (a) urban centre (contiguous cells of at least 1,500 inhabitants 

per km2 and at least 50,000 inhabitants in total); (b) urban cluster 

(contiguous cells with at least 300 inhabitants per km2 and  

at least 5,000 inhabitants in total); (c) and rural area 

(below 300 inhabitants per km2 and other cells outside urban 

clusters and centres. Additional distinctions between municipality 

types, such as identification of commuting zones, are important 

for the SDG urban agenda but less salient for SDG 4 inequality 

measures (JRC, 2018). 

Atlas of the Human Planet 2016 set out preliminary results, and the 

2018 edition presents updated and refined results in the form of 

a new global city centre database. Strikingly, whereas national 

definitions suggest that less than half the population in Africa and 

Asia lives in urban areas, these new estimates suggest that more 

than 80% do (JRC, 2018).

This has important implications for monitoring education inequality 

between urban and rural areas. Current estimates of rural education 

outcomes may include a large number of locales that are de facto 

urban, masking the situation of truly rural areas. The population 

of unrecognized slums on the outskirts of cities in low and lower 

middle income countries may be even higher than currently 

estimated, creating still greater urgency around understanding the 

education situation in slums.

DATA FOCUS 12.1: ANALYSING 

EDUCATION IN SLUMS REMAINS 

CHALLENGING

It is estimated that at least 800 million people live in slums 

worldwide (UN Habitat, 2016). National definitions or 

estimation methodologies may result in underestimation. 

The census may have undercounted the population 

of Kibera, the largest slum in Nairobi, by at least 18%, 

a door-to-door household mapping exercise showed 

(Lucci et al., 2018).

While scarce, data tend to show that education indicators in 

slums are worse than in other urban areas. Two Nairobi slum 

surveys showed that the percentage of women with at least 

secondary education increased from 32% in 2000 to  

51% in 2012, but the city average was 68% (APHRC, 2014).

A government census of informal settlements and floating 

populations in Bangladesh showed that, between 1997 

and 2014, the number of slums increased from 3,000 

to 14,000, and the share of male slum dwellers with no 

schooling decreased from 79% to 26% (Bangladesh 

Bureau of Statistics, 2015). Yet analysis from the 2009 

MICS survey showed secondary attendance rates of 18% 

in slums, compared to 53% in urban areas and 48% in 

rural areas (UNICEF Bangladesh, 2010). Analysis of the 

2016 Child Well-Being Survey of Urban Areas confirmed 

that the out-of-school rate of primary-age children and 

secondary-age adolescents was twice as high in slums as 

in other urban areas (Figure 12.3).

Slum dwellers are particularly vulnerable to eviction, 

resettlement and upgrading, with implications for 

their education. A study of those displaced by the 

Sabarmati River Front Project, an urban beautification 

and infrastructure project in Ahmedabad, India, found 

  

 



that�about�18%�of�relocated�students�dropped�out,�and�

11%�had�lower�attendance.�Relocated�students�spent�

more�time�and�money�commuting�due�to�poor�transport�

links�(Bhatkal�et�al.,�2015).�

Education�in�slums�is�still�not�a�data�collection�priority.�

National�federations�of��the�SDI�network,�a�non-government��

organization�(NGO),�formerly�called�Shack/Slum�D� wellers�

International,�conducted�community-driven�data�collection��

in�thousands�of�slums�in�over�30�c� ountries�(Beukes,�

2015;�IIED,�2017).�Eforts�ha� ve�been�under��way�since�

2013�to�systematize�and�standardize�data�collection,�

while�k� eeping�it�fexible�enough�for�community�

enumerators�to��update�(Shack/Slum�Dwellers�International,��

2018).�However,�in�results�of�a�rapid�assessment�of�106��

informal��settlements��in�Western�Cape�Province,�South�

Africa,�for�instance,�only�about�one-fourth�provided�

information�on�the�percentage�of�children�attending�

school.�More�commonly,�education�data�were�limited�

to�distance�from�school.�One-third�of��the�settlements�

were�more�than�an�hour�away�from�a�secondary�school�

(Community�Organisation�Resource�Centre,�2016).�

A�study�of�education�access�in�seven�slums�in�Kenya�

concluded�that�lack�of�adequate�public�schools�led�

to�growth�in�private�schools�(Ngware�et�al.,�2013).�

Where�such�schools�are�not�registered,�education�activity�

in�slums�may�be�underestimated.�School�coordinates�

were�collected�as�part�of�an�open�mapping�project�in�

Kibera.�While�the�district�education�ofcer�estimated�about�

100�schools,�the�exercise�found�330.�The�data�alerted�

district�and�other�ofcials�to�the�extent�of�informal�

provision�and�supported�advocacy�for�government�

funding�for�more�schools�(Hagen,�2017).�The�Nairobi�urban�

Household�Survey�also�documents�growth�in�private�

participation.�In�two�informal�settlements,�the�percentage�

of�rural�to�urban�migrant�children�enrolled�in�low-fee�

private�schools�increased�by�ten�percentage�points�in�

seven�years,�reaching�67%�in�2010�(Abuya,�2018).�

There�is�a�need�to�collect�data�and�build�advocacy�

networks�to�promote�good-quality�education�in�slums.�

As�unplanned�urban�populations�grow�in�poorer�countries,�

a�systematic�handle�on�education�issues�in�slums�will�

eventually�infuence�government�policy,�which�so�far�has�

tended�to�ignore�informal�settlements.�

 FIGURE 12.3:  

In Bangladesh, education access, retention and outcomes are worse 

for children and young people living in slums 

Selected education indicators by urban location, Bangladesh, 2016 
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GEM StatLink:�http://bit.ly/fig12_3�

Note: The�figure�compares�populations�living�in�City�Corporations,�which�are�the�

largest�urban�areas.�

Source:�Bangladesh�Bureau�of�Statistics�and�uNICEF�Bangladesh�(2017).�

In�Bangladesh,�the�out-of-school�rate�of��

primary-age�children�and�secondary-age�

adolescents�was�twice�as�high�in�slums�as�

in�other�urban�areas�
POLICY FOCUS 12.1: REFUGEES  

WITH DISABILITIES NEED  

SUPPORT  TO OVERCOME MULTIPLE  

EDUCATION BARRIERS 

Access�to�education�is�often�difcult�for�children�with�

disabilities�in�many�low�and�middle�income�countries,�

more�so�if�they�are�forcibly�displaced.�Their�experience�

can�vary�enormously,�depending�frst�and�foremost�

on�the�extent�to�which�their�needs�are�identifed�and�

addressed.�Refugee�children�with�disabilities�stand�

to�beneft�from�international�legal�instruments�

that,�among�other�issues,�underscore�their�right�to�

education,�whatever�the�hardships�of�their�situation.�

The�uN�Committee�on�the�Rights�of�the�Child�adopted�a�

General�Comment�dealing�specifcally�with�children�with�

disabilities,�calling�for�them�to�be�given�high�priority�for�

special�assistance�(McCallum�and�Martin,�2013).1�

1� This�section�is�based�on�Smith-Khan�and�Crock�(2018).�
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The�Convention�on�the�Rights�of�Persons�with�Disabilities�

recognizes�that�impairment�alone�does�not�create�

disability�but,�rather,�it�is�the�failure�to�accommodate�

and�assist�that�‘disables’.�Such�failure�is�more�likely�in�

displacement�contexts,�which�are�often�therefore�more�

‘disabling’�(Crock�et�al.,�2017).�

uNHCR�now�integrates�the�Washington�Group�questions�into�a�

Vulnerability�Assessment�Framework,�which�promises�a�more�nuanced�

understanding�of�the�risks�faced�by�refugees�with�disabilities�

 EVIDENCE ON REFUGEES WITH DISABILITIES 

IS LACKING, BUT IMPROVING 
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The�protection�model�underlying�older�human�rights�

frameworks�encouraged�a�medicalized�approach�

to�disability�based�on�visual�identifcation,�medical�

assessment�or�volunteered�information,�with�priority�

given�to�treatable�impairments.�The�result�was,�

and�sometimes�still�is,�a�tendency�to�underestimate�

dramatically�the�nature�and�rate�of�disabilities.�

In�Indonesia�and�Malaysia,�identifcation�and�recording�

of�disability�data�by�the�ofce�of�the�united�Nations�

High�Commissioner�for�Refugees�(uNHCR)�and�its�

partners�in�2012�tended�to�be�minimal�and�ad�hoc,�largely�

relying�on�visual�identifcation�or�self-referral�and�using�

basic�categories�like�physical�and�mental�disability.�

By�contrast,�a�large-scale�2011�survey�among�1�million�

Afghans�living�in�Pakistan�asked�systematic�questions�

on�disability,�giving�greater�insight�into�variation�

among�people�with�disabilities,�including�their�access�to�

education.�However,�accompanying�assistance-needs�

questions�were�limited.�More�recent�mechanisms�that�

identify�and�evaluate�disability�in�displacement�may�

provide�suitable�models�for�organizations�seeking�to�

improve�inclusion.�Systematic,�functionality-based�

questions,�such�as�those�developed�by�the�Washington�

Group�on�Disability�Statistics,�increasingly�serve�as�a�

global�standard.�

In�Jordan,�Humanity�and�Inclusion,�an�NGO�formerly�

known�as�Handicap�International,�is�piloting�a�modifed�

version�of�the�Washington�Group�questions�and�developing�

related�training�materials�to�assist�humanitarian�

actors�(Humanity�and�Inclusion,�2018).�until�recently,�

uNHCR�disability-related�questions�were�limited,�e.g.�

combining�vision�and�hearing�impairment�into�one�

category�(Crock�et�al.,�2017).�Now�uNHCR�has�adopted�

the�Washington�Group�short�question�set�and�developed,�

with�its�partners,�the�Vulnerability�Assessment�Framework,�

which�integrates�disability�discrimination�with�other�

types�of�barriers,�stratifying�by�age�and�gender�(Women’s�

Refugee�Commission,�2017).�Such�initiatives�promise�a�

more�nuanced�understanding�of�the�multifaceted�risks�and�

possibilities�refugees�with�disabilities�face.�

 DISPLACED CHILDREN WITH DISABILITIES 

FACE OVERLAPPING BARRIERS 

Disability�is�not�a�monolithic�concept.�Experiences�can�

vary�widely�according�to�individual�impairment�and�

available�accommodation.�Context,�experiences�and�

personal�attributes�can�lead�to�very�diferent�outcomes�

(Ben-Moshe�and�Magaña,�2014).�The�above-mentioned�

survey�in�Pakistan�provides�insight�into�access�to�

education�and�literacy�by�type�of�functional�difculty.�

Those�with�difculty�seeing�were�most�likely�to�attend�

school�(52%),�while�those�with�self-care�difculties�

were�the�least�likely�(7.5%).�In�between�were�those�

with�difculty�speaking�(31%)�or�walking�(27%),�

trauma-originating�depression�or�confusion�(23%)�and�

cognitive�difculties�(21%)�(Smith-Khan�et�al.,�2015)�

(Figure 12.4).�

Suitable�schools�may�be�distant�and�appropriate�

transport�limited.�Education�facilities�for�refugees�

often�have�poor�physical�accessibility,�both�in�refugee�

settlements�and�urban�areas.�Improvised�learning�

centres�especially�may�be�opportunity�driven,�located�

in�neighbourhoods�with�poorly�maintained�roads�and�

footpaths�or�up�multiple�fights�of�stairs�with�no�lift.�

In�uganda,�which�grants�its�large�refugee�population�full�

access�to�public�education,�mainstream�schools�often�lack�

appropriate�facilities�and�staf�training�to�accommodate�

children�with�disabilities�(Refugee�Law�Project,�2014).�

Lack�of�physical�accessibility�is�not�the�only�major�

barrier�for�refugee�children�with�disabilities;�lack�of�

teacher�education�also�matters�(HelpAge�International�
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and�Handicap�International,�2014;�HRW,�2016).�NGO-run�

classes�may�likewise�lack�appropriate�training�for�their�

(often�volunteer)�education�facilitators�to�support�equal�

participation,�particularly�problematic�in�countries,��

such�as�Indonesia�and�Malaysia,�where�refugees�lack��

legal�status�and�rely�on�community�learning�centres�

(Smith-Khan�and�Crock,�2018).�

In�classrooms,�disability�among�refugees�can�be�hidden�

or�ignored.�Impairment�can�attract�social�stigma�or�

exacerbate�refugees’�fear�of�rejection�by�immigration�

or�government�authorities,�leading�parents�to�hide�

or�under-report�their�children’s�needs,�especially�

with�respect�to�girls.�Children�born�with�disabilities�

are�therefore�particularly�vulnerable�to�abuse�and�

abandonment.�

The�Convention�on�the�Rights�of�Persons�with�Disabilities�

defnition�of�disability�also�acknowledges�compounding�

difculties�associated�with�gender,�youth�and�extreme�

age,�language,�ethnicity�and�socio-economic�standing.�

Syrian�refugees�who�use�Syrian�Sign�Language�are�less�

likely�to�be�able�to�communicate�independently�and�

gain�access�to�information�in�Turkey�than�in�Jordan,�

whether�through�(mutually�comprehensible)�Jordanian�

Sign�Language�or�written�Arabic�(Hendriks,�2008).�

Moreover,�there�are�generally�few�or�no�specialized�

schools�in�displacement�locations.�Those�that�exist�have�

limited�places�and�so�typically�charge�fees.�Learning�

centre�teachers�in�Malaysia�observed�that�some�families�

of�limited�means�kept�children�with�disabilities�out�of�

school�in�favour�of�sending�their�siblings.�

Lack�of�access�to�specialized�facilities�also�means�lack�

of�access�to�assistive�technology.�Individuals�who�used�

assistive�technology�that�facilitated�inclusion�in�education�

before�displacement�may�not�have�been�able�to�take�it�

with�them.�The�mother�of�a�young�non-verbal�refugee�

explained�that�feeing�the�Syrian�Arab�Republic�for��Turkey�

meant�the�loss�of��the�computer�he�used�to�communicate,�

entertain�himself�and�engage�in�education�activities,�

causing�him�and�his�family�distress�and�stalling�his�

academic�progress�(Smith-Khan�and�Crock,�2018).�

Lack�of�physical�accessibility�is�not�the�only�major�barrier�for�refugee�

children�with�disabilities;�lack�of�teacher�education�also�matters�

 

 

FIGURE 12.4:  

The level of school attendance of Afghan refugees in Pakistan 

depends on the type of impairment 

 School attendance rate of young Afghan refugees aged 5 to 18, by type of 

functional difficulty, Pakistan, 2011 
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While�education�barriers�for�refugees�with�disabilities�are�

manifold,�they�need�not�be�insurmountable.�In�uganda,�

targeted�funding�for�refugees�with�disabilities�in�both�

settlement�and�urban�locations�has�been�allocated�

specifcally�to�vocational�training�and�income�generation.�

This�funding�has�also�helped�children�with�disabilities�

gain�access�to�education,�covering�the�cost�of�learning�

materials,�uniforms�and�boarding�fees.�While�this�

one-of�funding�undoubtedly�ameliorated�benefciary�

participation,�however,�broader�environmental�and�

circumstantial�barriers�persist.�

New�refugee�camps�increasingly�include�accessible�

infrastructure,�as�observed�in�various�ofces,�centres�

and�a�new�hospital�in�camps�in�Jordan,�for�instance�

(Smith-Khan�and�Crock,�2018).�In�addition,�provisions�

for�accessible�transport�are�necessary.�An�organization�
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providing�inclusive�theatre�workshops�in�Zaatari�camp,�

Jordan,�organizes�a�minibus�to�transport�children�across�

the�large�camp�to�facilitate�participation.�

Identifying�and�engaging�with�host�and�refugee�

communities’�existing�strengths�is�crucial.�

Bringing�together�representatives�of�Malaysian�disabled�

people’s�organizations�(DPOs)�with�refugee�community�

leaders�showed�that�

DPOs�were�largely�

unaware�of�refugees�in�

their�cities.�They�also�

had�little�knowledge�

of��the�conficts�and�

persecution�risks�in�

neighbouring�countries�

that�drove�refugees�to�

fee�to�Malaysia.�This�lack�

of�awareness,�along�with�

linguistic�barriers,�may�mean�missed�opportunities�to�

gain�practical�support�and�advocacy�from�local�groups,�

including�DPOs.�

Identifying�and�

engaging�with�

host�and�refugee�

communities’�existing�

strengths�is�crucial�

DPOs�in�uganda�have�a�strong�presence�in�civil�society�

and�recognition�within�the�government.�The�DPO�

umbrella�organization,�the�National�union�of�Disabled�

Persons�of�uganda,�undertakes�projects�aimed�at�

inclusion�of�refugees�with�disabilities�in�development�

activities.�For�example,�DPOs�engage�with�and�advise�a�

variety�of�refugee�and�development�agencies,�as�well�as�

assisting�refugees�with�disabilities�to�self-organize�and�

self-advocate�(NuDIPu,�2018).�The�ugandan�National�

Association�of�the�Deaf�runs�schools�in�areas�bordering�

two�refugee�settlements.�Two�refugee-focused�NGOs,�

the�Refugee�Law�Project�and�InterAid�uganda,�have�also�

been�key�in�building�refugees’�knowledge�about�disability�

rights�and�facilitating�the�formation�of�refugee�DPOs�

(Crock�et�al.,�2017).�

CONCLUSION 

While�research�and�data�on�disability�in�displacement�

remain�limited,�examples�of�good�practice�demonstrate�

that�collecting�high-quality�data�is�a�prerequisite�to�

designing�appropriate�strategies�to�improve�inclusion.�

Such�data�need�to�be�sufciently�detailed�to�recognize�

the�group’s�signifcant�heterogeneity.�Displacement�

context�–�whether�emergency,�transitory�or�

protracted�–�and�disability�type�afect�inclusion�

challenges.�In�all�cases,�failure�to�accommodate�and�assist�

turns�impairment�into�disability.�Empowering�refugees�

with�disabilities�to�exercise�their�voice�and�including�

them�in�mainstream�programme�design�are�essential�to�

ensure�their�inclusion�in�education.�It�is�likewise�crucial�to�

identify�existing�resources,�work�with�host�communities�

and�acknowledge�and�build�on�the�strengths�of�refugee�

communities,�including�members�with�disabilities.�
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Smiles of understanding from 

Mohammed Abdullah from Iraq (left) 

and Gholem Reza Ramazani from 

Afghanistan (right) as they learn 

media skills in Austria. 

CREDIT:  Stefanie J.  Steindl/UNHCR 

K E Y M E S SAG E S  

There were 750 million illiterate adults in 2017. The global adult literacy rate was 86% but 

only 65% in sub-Saharan Africa. 

The total number of illiterate young people fell from 144 million in 2000 to 102 million in 

2017. But the number of illiterates over age 65 is continuing to rise. In 2016, there were 40% 

more illiterate elderly than illiterate youth. 

Between 15% and 40% of illiterate people are isolated, living in households in which no 

member can read. In upper middle and high income countries, including Ecuador and 

Uruguay, isolated illiterates tend to be older and living in one- or two-person households. 

Literacy skills support social and intercultural communication and the social, physical and 

economic well-being of immigrants and refugees. 

Illiteracy in a first language makes it more difficult to gain literacy in a second: Those with 

no or little formal education can take up to eight times longer to acquire basic second 

language reading skills. 

Programmes and approaches vary by country. Since 2005, Norway has made it compulsory 

for newly arrived adult migrants and refugees to complete 600 hours of instruction in 

Norwegian and social studies. 

Language programmes should include migrant and refugee voices in planning and adapt to 

a range of populations, including through age- and workplace-specific activities. As part of 

an evaluation of its first refugee integration strategy, the Scottish government consulted 

with 700 refugees and asylum-seekers on the design of language and literacy courses. 
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TA R G E T  4 . 6  

Literacy and numeracy 
By 2030, ensure that all youth and a substantial proportion of adults, 

both men and women, achieve literacy and numeracy 

GLOBAL INDICATOR 

4.6.1  – Percentage of population in a given age group achieving at least a fix ed level of proficiency 

in functional (a) literacy and (b) numeracy skills, by sex 

THEMATIC INDICATORS 

4.6.2  – Youth/adult literacy rate 

4.6.3  – Participation rate of illiterate youth/adults in literacy programmes 
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A
dult�literacy�rates�continue�their�slow�increase.��

��In�2017� ,�the�global�rate�was�86%,�corresponding�to�

750�million�illiterate�adults.�Literacy�rates�range�from�

almost�65%�in�sub-Saharan�Africa�to�near�universal�

literacy�in�Europe�and�northern�America.�For�low�income�

countries,�the�average�female�rate�(53%)�still�trails�the�

male�rate�(68%)�by�some�16�percentage�points�(Table 13.1).�

Progress�in�youth�literacy�has�been�rapid�enough�in�

recent�years�to�lead�to�an�absolute�decline�in�illiterate�

youth�and�adults�below�age�65,�largely�driven�by�Asia.��

The�number�of�illiterate�youth�aged�15�to�24�has�declined�

in�northern�Africa�and�Western�Asia�but�remains�stagnant�

in�sub-Saharan�Africa.�The�number�of�illiterate�elderly,�

those�aged�65�and�above,�continues�to�grow�in�low�and�

lower�middle�income�countries�and�globally.�As�a�result,�

there�are�almost��

40%�more�illiterate�

elderly�than�illiterate�

youth�(Figure 13.1).�

The�global�literacy�

rate�was�86%�in�2017,�

ranging�from�65%�in�

sub-Saharan�Africa�to�

almost�100%�in�Europe�

and�north�America�

unlike�the�case�with�

youth�illiteracy,�

the�extent�to�which�

improvement�in�

schooling�will�lower��

illiteracy�among�the�

elderly�in�the�medium�term�is�largely�determined�by�

education�policies�predating�adoption�of�the�Education�

for�All�programme�in�1990.�Thus,�reducing�illiteracy�among�

the�elderly�and�realizing�their�lifelong�right�to�education�

will�require�targeted�programming�and�more�research�

 TABLE 13.1 :  

Youth and adult literacy indicators, 2000 and 2017 

Youth Adults 

Literacy rate Gender parity index 
Number of illiterate 

(million) Literacy rate Gender parity index 
Number of illiterate 

(million) 

2000 2017 2000 2017 2000 2017 2000 2017 2000 2017 2000 2017 

World 86.6 91.4 0.93 0.97 144 102 81.5 86.2 0.88 0.92 786 750 

Sub-Saharan Africa 65.9 75.4 0.84 0.90 44 48 56.0 64.6 0.71 0.79 157 200 

Western Asia and Northern Africa 85.4 89.6 0.89 0.96 10 9 71.3 80.5 0.76 0.86 65 66 

Central and Southern Asia 74.1 89.0 0.81 0.95 77 39 60.1 72.8 0.68 0.8 387 369 

Eastern and South-eastern Asia 98.1 98.8 0.99 1.00 6 4 91.4 95.8 0.92 0.97 125 74 

Latin America and the Caribbean 95.1 98.4 1.01 1.00 5 2 89.1 93.5 0.98 0.99 39 31 

Oceania … … … … … … … … … … … … 

Europe and Northern America 99.4 … 1.00 … 0.8 … 98.7 99.2 0.99 1.00 11 7 

Low income 58.2 72.9 0.81 0.90 34 36 50.7 60.6 0.69 0.77 115 148 

Lower middle income 78.7 89.1 0.86 0.96 97 59 66.7 76.4 0.75 0.84 495 486 

Upper middle income 97.3 98.2 0.99 1.00 10 7 90.5 95.0 0.93 0.97 158 104 

High income … … … … … … … … … … … … 

Source: uIS�database.�
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 FIGURE 13.1 :  

There are almost 40% more illiterate elderly than 

illiterate youth 

Number of illiterate youth and elderly, 2010–2016 
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GEM StatLink:�http://bit.ly/fig13_1�

Source: uIS�database.�

on�their�education�needs�in�poorer�countries.�Perhaps�

counterintuitively,�they�are�less�likely�than�younger�

illiterates�to�live�in�isolated�illiteracy�(without�at�least�one�

literate�household�member)�

(Data focus 13.1).�

The�number�of��

illiterate�elderly�

continues�to�grow�

Estimates�largely�

based�on�proxy�or�self-

reported�literacy,�or�on�

the�assumption�that�

primary�completion�entails�

literacy,�suggest�near�universal�literacy�in�high�income�

countries.�nevertheless,�such�countries�still�need�literacy�

programming,�for�instance�to�integrate�immigrants�

and�refugees�who�have�little�or�no�schooling,�or�who�

are�literate�in�other�than�Latin�script,�into�societies�

where�literacy�is�a�prerequisite�for�social�participation�

(Policy focus 13.1).�Even�among�native�populations�with�

universal�primary�schooling,�the�number�of�functionally�

illiterate�adults�is�often�considerable.�

The�SdG�agenda�was�supposed�to�usher�the�international�

community�into�a�new,�more�nuanced�approach�to�

functional�literacy�and�numeracy�skills�through�global�

indicator�4.6.1�–�‘Percentage�of�population�in�a�given�age�

group�achieving�at�least�a�fxed�level�of�profciency�in�

functional�(a)�literacy�and�(b)�numeracy�skills,�by�sex’.�

However,�the�challenge�of�collecting�such�data�cannot�be�

underestimated.�no�new�estimates�became�available�in�

2016.�The�three�main�cross-country�comparable�surveys�

that�collect�data�on�literacy�skills�–�the�Programme�for�

the�International�Assessment�of�Adult�Competencies�

(PIAAC)�of�the�Organisation�for�Economic�Co-operation�

and�development,�the�World�Bank’s�Skills�towards�

Employability�and�Productivity�surveys�and�the�Literacy�

Assessment�and�monitoring�Programme�(LAmP)�of�

the�unESCO�Institute�for�Statistics�(uIS)�–�carry�high�

fnancial,�technical�and�operational�costs,�especially�for�

poorer�countries.�

The�unESCO�Institute�for�Lifelong�Learning�is�currently�

coordinating�two�expert�groups�on�adult�literacy�and�

numeracy�in�the�framework�of�the�Global�Alliance�to�

monitor�Learning�(GAmL).�They�aim�to�defne�the�fxed�

profciency�level�countries�will�use�to�report�on�the�

global�indicator�and�to�develop�a�conceptual�model�

and�measurement�tools�consistent�with�the�PIAAC�

framework,�which�was�adopted�by�GAmL�in�2017�as�

the�framework�for�the�global�indicator.�A�key�issue�

is�measurement�below�the�minimum�level�on�the�

respective�PIAAC�scales,�which�are�too�high�to�serve�as�a�

minimal�threshold�at�the�global�level.�The�adaptation�or�

development�of�new�test�items�in�literacy�and�numeracy�

for�this�purpose�is�estimated�to�take�place�in�2019.�

Recently,�the�uIS�investigated�options�for�a�‘mini-LAmP’,�

a�short�literacy�survey.�It�considered�six�approaches:�

fewer�skill�domains;�purposeful�instead�of�random�

sampling;�the�addition�of�a�literacy�module�to�an�

existing�study�(e.g.�a�labour�force�survey);�fully�adaptive�

web-based�deployment;�focus�on�a�key�skills�threshold;�

and�decentralized�assessment�management.�The�uIS�

now�proposes�to�adapt�the�existing�LAmP�by�hosting�

short�modules�for�literacy�and�numeracy�electronically,�

to�expand�the�item�pool�as�appropriate�for�the�content�

framework,�and�to�produce�an�implementation�package�

countries�can�take�up�independently�for�use�in�household�

surveys,�subject�to�quality�assurance.�The�uIS�estimates�

that�a�mini-LAmP�could�be�set�up�within�6�months,�

with�implementation�periods�of�7�months�for�a�computer-

based�option�and�12�months�for�a�paper-and-pencil�

version�(uIS,�2018).�
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DATA FOCUS 13.1: DIVERSITY IN  

DISADVANTAGE – THE PHENOMENON  

OF ISOLATED ILLITERACY 

Complex�assessments�of�literacy,�such�as�LAmP�and�

PIAAC,�confrm�that�literacy�skills�cannot�be�adequately�

measured�by�arbitrarily�drawing�a�line�between�those�

who�can�and�cannot�read.�However,�more�conventional�

self-assessed�and�single-item�literacy�measures�have�

the�advantage�of�being�more�likely�to�be�administered�

in�surveys�that�collect�information�on�every�household�

member.�In�particular,�the�approach�can�help�identify�

the�extent�of�isolated�illiteracy:�households�in�which�no�

member�can�read.�

Isolated�illiterate�individuals�

are�signifcantly�more�

disadvantaged�than�proximate�

illiterate�individuals,�in�other��

words�those�who�beneft�from�

one�or�more�literate�household�

members�who�can�explain�to�

them�medication�instructions�

or�help�them�fll�out�ofcial�

About�15–40%�of��

illiterate�people�

come�from�

households�in�

which�no�member��

can�read�

forms.�Even�with�a�network�outside�the�family�aware�

someone�is�illiterate�and�able�to�ofer�support�(Riekmann�

et�al.,�2016),�isolated�illiterates�tend�to�have�worse�labour�

market�and�quality�of�life�outcomes�than�proximate�

illiterates�(Basu�et�al.,�2002;�maddox,�2007;�Iversen�and�

Palmer-Jones,�2008).�

Census�data�show�the�prevalence�of�isolated�illiteracy.��

The�degree�of�isolation�among�illiterates�is�between�

15%�and�40%.�Analysis�of�census�records�allowing�

comparisons�over�time�shows�that�isolated�illiteracy�

tends�to�decline�as�literacy�rates�increase�(Permanyer�

et�al.,�2013).�However,�the�relationship�may�not�be�linear,�

as�populations�age�and�household�composition�changes.�

Rates�of�isolated�illiteracy�tend�to�be�higher�among�

rural�residents�and�females.�yet�there�are�some�notable�

diferences�across�and�within�countries.�In�upper�middle�

and�high�income�countries�further�along�their�

demographic�transition,�with�more�older�people�living�

on�their�own,�isolated�illiterates�are�relatively�older�than�

proximate�illiterates.�Conversely,�in�low�and�lower�middle�

income�countries,�isolated�illiteracy�is�concentrated�

among�younger�people�(Figure 13.2).�

 FIGURE 13.2:  

Isolated illiterates are older than proximate illiterates in richer countries, but younger in poorer countries 

Ratio of isolated/proximate illiterates aged 15–29 to ages 60+, selected countries, 2010–2012 

R
at

�o
 

˙.˛ 

˙ 

˝.˛ 

˝ 

˜.˛ 

˜ 

‘so�ated ����terates 

Prox�mate ����terates 

‘n E°uador, more o�der peop�e ��ve a�one, 
so �so�ated ����tera�y �s �on�entrated 
re�at�ve�y among the e�der�y 

‘n Ghana, more o�der peop�e ��ve �n mu�t�generat�ona� 
househo�ds, so �so�ated ����tera�y �s �on�entrated 
re�at�ve�y among the young 

Uruguay E�uador �osta R��a Argent�na Braz�� Panama U. R. Tanzan�a Ghana Bang�adesh Zamb�a 

GEM StatLink:�http://bit.ly/fig13_2�

Source:�GEm�Report�team�analysis�based�on�IPumS�data.�
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One�explanation�is�that�younger�illiterates�are�more�

likely�to�be�from�lower�socio-economic�groups�than�older�

illiterates.�Household�composition�is�another�factor.�

Older�adults�tend�to�have�more�children�aged�10�to�14�with�

recent�schooling.�Adult�illiterates�aged�55�and�older�tend�

more�in�poorer�countries�to�reside�in�multigenerational�

extended�households�and�therefore�to�be�likelier�to�

live�with�younger,�more�educated�family.�By�contrast,�

illiterates�in�richer�countries�such�as�Greece�and�Portugal�

are�less�likely�to�live�in�such�households�and�more�likely�to�

be�isolated.�

Improved�schooling�of�younger�cohorts�alone�cannot�

relieve�illiteracy�isolation.�In�the�medium�term,�

children�and�youth�who�do�not�gain�literacy�in�school�

tend�to�be�clustered�in�illiterate�households.�In�the�long�

term,�older�illiterates�are�less�likely�to�be�living�with�

literate�children.�

There�is�no�substitute�for�targeting�literacy�interventions�

at�isolated�illiterates.�In�richer�countries,�the�target�should�

be�old�adults�living�in�one-�or�two-person�households.�

In�poorer�countries,�it�should�be�socio-economically�

marginalized,�often�rural�young�adults,�a�demographic�

group�that�literacy�programmes�do�not�sufciently�

address,�as�previous�Global Education Monitoring Reports 

have�shown.�young,�rural�adults�in�niger�are�much�less�

likely�to�have�participated�in�such�programmes�than�older�

urban�dwellers,�for�instance�(unESCO,�2016).�

POLICY FOCUS 13.1: LITERACY  AND  

LANGUAGE PROGRAMMES ARE ONE  

PILLAR OF INCLUSION FOR ADULT  

MIGRANTS AND REFUGEES 

migrants’�and�refugees’�literacy�varies�widely.�They�may�

not�be�able�to�read�any�language,�having�never�attended�

school,�attended�too�few�years�or�been�too�long�out�of�

practice.�They�may�have�no�knowledge�of�host�country�

languages.�A�2016�survey�of�asylum-seekers�in�Germany�

showed�that�34%�were�literate�in�a�Latin�script,�51%�were�

literate�in�another�script�and�15%�were�illiterate�(Scheible,�

2018).�yet,�the�latter�were�the�least�likely�to�be�attending�

a�literacy�course�(Figure 13.3).�

While�this�report�emphasizes�the�needs�of�school-age�

children�(Chapters 3�and�4),�the�language�challenges�of�

parents,�workers,�service�users�and�citizens�are�important.�

The�2009�Belém�Framework�for�Action�on�adult�learning,�

adopted�by�144�countries,�specifed�the�need�to�develop�

education�responses�for�migrants�and�refugees.�In�2015,�

the�unESCO�Recommendation�on�Adult�Learning�and�

Education�highlighted�the�need�to�enhance�access�

for�vulnerable�groups,�including�migrant�workers�and�

stateless�or�displaced�people�(unESCO�and�uIL,�2016).�

The�draft�Global�Compact�for�Safe,�Orderly�

and�Regular�migration�does�not�explicitly�

mention�adult�education�or�literacy�

Germany�introduced�subsidized�language�courses�

for�immigrants�in�2004�(Isphording,�2015).�In�Sweden,�

participants�receive�monetary�incentives�for�successful�

course�completion�(King�and�Lulle,�2016).�Still,�large-scale�

public�adult�literacy�programmes�targeted�at�migrants�

and�refugees�are�rare,�and�the�draft�Global�Compact�for�

Safe,�Orderly�and�Regular�migration�does�not�explicitly�

mention�adult�education�or�literacy.1�

 

 

FIGURE 13.3:  

In Germany, 15% of refugees are illiterate but are least likely to attend 

a literacy course 

Recent refugee arrivals in Germany, by literacy and participation in language 

courses, 2016 
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GEM StatLink:�http://bit.ly/fig13_3�

Source:�Scheible�(2018).�

 LITERACY HAS MANY BENEFITS FOR 

MIGRANTS AND REFUGEES 

Host�language�profciency�has�multiple�individual�

advantages.�Among�refugees�in�Germany,�good�German�

1�� This�section�is�based�on�a�background�paper�by�Hannemann�(2018).�
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speaking,�reading�and�writing�skills�were�associated�with�

a�19�percentage�point�higher�probability�of�employment�

and�18%�higher�wages�(Hanemann,�2018).�Transition�into�

employment�is�the�most�important�route�to�well-being�

and�a�sense�of�belonging�to�the�host�society�for�refugees�

(King�and�Lulle,�2016).�Refugees�in�South�Africa�cited�lack�

of�confdence�in�language�skills�as�a�reason�they�hesitated�

to�initiate�conversations�(Bacishoga�and�Johnston,�2013).�

Conversely,�low�language�profciency�may�have�negative�

consequences�for�health.�A�longitudinal�study�of�

immigrants�in�Canada�found�that�the�odds�of�those�with�

persistently�poor�language�profciency�self-identifying�

as�in�poor�health�were�two�to�three�times�higher�than�for�

immigrants�whose�language�abilities�were�persistently�

good,�after�controlling�for�selected�pre-migration�and�

post-migration�factors�(ng�et�al.,�2011).�

Fluency�goes�both�ways�in�terms�of�social�cohesion.�

Immigrants�and�refugees�need�to�know�host�languages;�

natives�need�to�appreciate�origin�languages.�In�Germany,�

interest�in�Arabic�language�courses�reportedly�increased�

following�the�infux�of�Syrian�and�Iraqi�refugees�

(Wierth,�2017).�

 HIGH INCOME HOST COUNTRIES OFFER 

DIFFERENTIATED LITERACY PROGRAMMES 

Learners�illiterate�in�any�language,�including�their�

mother�tongue,�require�special�consideration,�as�they�

are�particularly�challenged�in�learning�literacy�basics�and�

schooling�norms.�They�often�need�to�learn�the�basics�of�

written�text,�including�the�principle�that�words�symbolize�

spoken�language�and�how�words�are�organized�on�a�page.�

The�mechanics�of�writing�may�also�be�new.�

Recognizing�migrant�and�refugee�diversity,�programmes�

must�be�fexible.�Intensity,�content�and�timetable�should�

suit�individual�needs�and�contexts.�more�efective�literacy�

programmes�include�bridging�courses�that�facilitate�

transition�between�education�levels;�integrate�language,�

literacy�and�numeracy�with�life�skills�or�job�training;�

and�allow�learners�to�progress�at�their�own�pace.�

Those�with�no�or�little�formal�education�can�

take�up�to�eight�times�longer�to�reach�basic�

second�language�reading�

Illiteracy�in�a�frst�language�makes�it�more�difcult�and�

time-consuming�to�gain�literacy�in�a�second�(Benseman,�

2014).�One�estimate�suggests�that�those�with�no�or�little�

formal�education�can�take�up�to�eight�times�as�long�to�

acquire�basic�second-language�reading�skills�(Schellekens,�

2011).�In�Finland,�this�slow�learning�pace�means�the�

training�provided�may�be�too�short�for�illiterate�adults�

(malessa,�2018).�In�a�longitudinal�study�following�fve�

illiterate�female�migrants,�a�1,400-hour�language�and�

literacy�course�was�considered�insufcient�for�achieving�

functional�reading�skills�(Tammelin-Laine,�2014).�

The�slow�pace�can�frustrate�even�experienced�full-time�

teachers.�Among�identifed�skills�for�teachers�of�migrants�

are�ability�to�use�materials�that�capture�daily�challenges�

migrants�encounter�and�knowledge�of�methods�to�teach�

oral�language�skills�to�low-literacy�adults.�Teachers�also�

need�to�be�aware�of�how�frst-language�competence�

afects�literacy�development�in�a�second�language.�

As�part�of�a�project�called�European�Speakers�of�Other�

Languages:�Teaching�Adult�Immigrants�and�Training�

Teachers,�partner�organizations�in�nine�countries�are�

rolling�out�an�online�curriculum�for�teachers.�One�of�the�

six�skills�the�curriculum�aims�to�build�is�working�with�low-

literacy�learners.�modules�are�being�evaluated�through�a�

mix�of�before�and�after�tests,�classroom�discussions�and�

self-evaluations�(naeb�and�young-Scholten,�2017).�

Programmes�and�approaches,�which�vary�by�country,�

include�providing�additional�learning�hours�and�teaching,�

and�learning�in�mother�tongues�to�support�initial�literacy�

acquisition.�Australia’s�national�Adult�migrant�Education�

Program,�implemented�by�state-level�providers,�

ofers�young�migrants,�asylum-seekers�and�refugees�

510�hours�of�English�instruction,�to�be�completed�

within�fve�years.�Those�with�fewer�than�seven�years�

of�schooling�are�eligible�for�an�additional�400�hours�of�

language�courses�(Centre�for�multicultural�youth,�2013).�

The�AlfaZentrum�for�migrants�programme�in�Vienna�

ofers�multiple�levels�of�learner-oriented�literacy�

courses�for�beginners�to�more�advanced�speakers�of�

German.�Participants�have�a�voice�in�the�curriculum�and�

day-to-day�subjects�covered�in�class,�using�home�or�

workplace�materials�they�want�to�understand�rather�than�

standardized�textbooks.�Counselling�sessions�are�used�

in�place�of�tests�for�assessment�purposes.�These�help�

instructors�identify�the�skills,�knowledge�and�experiences�

migrants�have�acquired�and�provide�insights�to�improve�

the�programme�(Plutzar�and�Ritter,�2008).�
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Between�2009�and�2015,�the�uK�Skills�Funding�Agency�reduced�funding��

for�courses�in�English�as�a�second�language�by�more�than�50%�

In�Flanders,�Belgium,�centres�for�adult�basic�education�

for�low-educated�or�low-literacy�adults�cater�mostly�for�

immigrants.�One�course�specifcally�targets�illiterates�

(Choi�and�Ziegler,�2015).�In�2017,�new�German�legislation�

broadened�adult�learning�programmes,�with�diferent�

courses�for�those�with�and�without�literacy�in�their�

frst�language.�Additional�learning�hours�are�provided�

for�those�with�greater�literacy�needs�(Scheible,�2018).�

The�netherlands�ofers�separate�classes�for�low-literacy�

migrants�in�regional�training�centres,�with�the�goal�of�

greater�independence�in�everyday�life.�Curricula�are��

not�distinguished�by�frst-language�literacy�level�

(Grotlüschen�et�al.,�2016).�

Since�2005,�norway�has�made�it�compulsory�for�newly�

arrived�adult�migrants,�refugees�and�persons�granted�

humanitarian�protection�to�complete�600�hours�of�

instruction�in�norwegian�and�social�studies.�new�curricula�

in�2012�included�a�separate�module�for�illiterate�learners.�

The�importance�of�learning�literacy�in�migrants’�

most�familiar�language�became�apparent.�However,�

few�mother-tongue�speakers�had�teacher�qualifcations.��

An�increasing�number�of�adult�learning�centres�hire�the�

most�educated�migrant�learners�as�assistants�in�initial�

literacy�classes�to�bridge�language�difculties�between�

teachers�and�learners�(Sbertoli�and�Arnesen,�2014).�

The�Scottish�Qualifcations�Authority�added�a�bridging�

step,�Preparation�for�Learning,�in�January�2016.�Three�

literacy�units�in�English�for�Speakers�of�Other�Language�

are�geared�towards�refugees�and�asylum-seekers�without�

English�skills�or�with�little�literacy�in�their�mother�tongue�

(Scottish�Government,�2017).�

 

 

ADULTS SEEKING TO IMPROVE THEIR 

LITERACY ALSO FACE BARRIERS 

Some�countries�lack�programmes�for�migrants�and�

refugees�to�enhance�their�literacy.�Bangladesh�has�been�

reluctant�to�support�non-un�agencies�providing�language�

services�for�Rohingya�refugees�(Hanemann,�2018).�

Lack�of�funding�can�also�limit�programme�delivery,�

especially�if�government�resources�and�support�do�

not�align�with�policy.�For�instance,�while�migrants�are�

expected�to�learn�English�as�soon�as�they�enter�the�

united�Kingdom,�demand�greatly�outpaces�supply,�

with�some�language�centres�reporting�two��and�

three-year�wait�lists�(mcIntyre,�2017).�declining�fnancial�

support�may�be�driving�restrictions�in�supply.�Between�

2009�and�2015,�the�uK�Skills�Funding�Agency�reduced�

funding�for�courses�in�English�as�a�second�language�by�

more�than�50%�(Refugee�Action,�2016).�

Poverty,�security�concerns�and�cultural�issues�may�

prevent�or�dissuade�individuals,�especially�women,��

from�attending.�Cultural�expectations�with�respect�to�

child�care�responsibilities,�and�limited�family�support,��

also�hamper�participation�(Hanemann,�2018).�

Concentration�of�new�arrivals�in�ethnolinguistic�enclaves�

can�reduce�language�learning�by�limiting�exposure.�

negative�relationships�between�enclave�density�and�

language�acquisition�have�been�found�in�Australia,�

Canada,�Israel,�the�united�Kingdom�and�the�united�States�

(Isphording,�2015).�

The�temporary�nature�of�some�migration�can�reduce�

motivation�to�learn�a�new�language.�Expecting�to�stay�

longer�in�the�host�country�is�associated�with�increased�

likelihood�of�language�profciency.�Refugee�populations�

may�be�less�likely�than�immigrants�to�learn�host�

languages.�In�the�united�States,�58%�percent�of�refugees�

with�20�or�more�years�of�residency�were�still�classifed�at�

the�Limited�English�Profciency�level�(Capps�et�al.,�2015).�

Whether�immigrants�or�refugees�acquire�working�

profciency�in�host�languages�depends,�in�part,�on�the�

extent�to�which�these�languages�are�diferent�from�their�

mother�tongue�but�also�the�level�of�exposure�to�the�

language.�At�the�defense�Language�Institute�Foreign�

Language�Center�in�the�united�States,�total�instructional�

time�for�well-resourced�courses�with�isolated�immersion�

aiming�for�profciency�ranges�from�780�to�2,200�hours,�

depending�on�the�language.�However,�the�conditions�

are�not�replicable�(Benigno�et�al.,�2017).�Reaching�oral�

profciency�takes�an�estimated�three�to�fve�years,�while�

academic�profciency�can�take�up�to�seven�(demie,�2013;�

Hakuta�et�al.,�2000).�
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PROGRAMMES NEED TO BE ADAPTED TO 

MIGRANTS’ AND REFUGEES’ CONDITIONS 

For�language�programmes�to�overcome�challenges�

and�foster�profciency,�they�must�be�adaptable,�

culturally�sensitive�and�well�resourced.�To�guide�

organizations�providing�language�support,�the�Council�

of�Europe�published�a�toolkit�in�2017�focused�on�cultural�

awareness,�approaches�to�discovering�individual�learning�

needs�and�suggested�learning�activities,�including�

refection�and�scenarios�

on�real-life�communication�

� (Council�of�Europe,�2017).�Including�migrants

and�refugees�

in�planning�and�

instruction�is�one�

way�to�support�

programme�

adaptation�

Including�migrants�and�

refugees�in�planning�and�

instruction�is�one�way�

to�support�programme�

adaptation.�As�part�of�an�

evaluation�of�its�frst�refugee�

integration�strategy,�Scotland�

(united�Kingdom)�consulted�

with�700�refugees�and�

asylum-seekers�on�the�design�of�language�and�literacy�

courses,�with�the�result�that�additional�attention�was�paid�

to�those�in�the�very�early�stages�of�learning�English�and�

with�little�or�no�literacy�(Scottish�Government,�2018).�

new�Zealand�adopted�a�whole�of�government�

approach�to�improve�refugee�resettlement�

outcomes,�with�language�profciency�identifed�as�

one�of�fve�outcomes�necessary�for�self-sufciency,�

social�integration�and�independence.�In�2014/15,�

the�ministry�of�Education�and�the�Tertiary�Education�

Commission�consulted�with�former�and�current�refugees�

on�desirable�characteristics�of�and�barriers�to�courses.�

In�2015,�the�government�funded�47,000�participants�

in�English�for�Speakers�of�Other�Language�courses�

(new�Zealand�ministry�of�Business,�2017a,�2017b).�

Where�possible,�gaining�employment�is�a�priority�upon�

arrival.�Technical�and�vocational�education�programmes�

can�help�newcomers�acquire�skills�and�recognized�

credentials.�The�young�Adult�migrant�English�Course�

at�melbourne�Polytechnic�in�Australia�is�an�example�of�

a�sustainable,�tailored�local�programme.�It�ofers�three�

levels�of�language�courses�that�prepare�learners�to�

enter�the�mainstream�technical�and�further�education�

programme.�Funding�is�key�to�the�programme’s�

sustainability.�Being�central�to�the�institution’s�mission,�

the�programme�receives�recurrent�core�budget�funding,�

which�provides�stability�and�allows�the�course�to�take�

risks�and�attract�highly�skilled�staf�(ACTA,�2017).�

In�Germany,�integration�and�language�acquisition�are�

tied�to�workforce�participation.�In�an�efort�to�accelerate�

refugee�employment,�the�government�supports�a��

9�month�integration�course�consisting�of�60�hours�of�

cultural�orientation�and�600�hours�of�German�language�

instruction.�Refugees�with�at�least�B1�profciency,�

the�third�of�six�levels,�are�eligible�for�job-related�language�

training�courses.�In�2016,�the�government�funded�

100,000�places,�with�the�aim�of�enhancing�language�skills�

to�the�level�needed�to�graduate�from�vocational�training�

programmes.�However,�courses�are�often�overcrowded�

and�instructors�underpaid�and�underqualifed.�Pass�rates�

to�the�B1�level�are�below�60%�(Hanemann,�2018).�

In�an�efort�to�address�irregular�attendance�among�

displaced�people,�the�munich�Adult�Education�Centre�

piloted�Komm�Rein�(‘Come�In’),�a�project�providing�

geographical�information�and�promoting�intercultural�

awareness,�ensuring�newcomers�have�frst�encounters�

with�German�as�soon�as�they�arrive.�Formal�and�informal�

interaction�time�allows�participants�and�instructors�to�

adjust�lectures�on�a�near�daily�basis�to�accommodate�new�

attendees�(Hanemann,�2018).�While�such�programmes�

often�focus�on�migrant�or�refugee�youth,�some,�as�in�

Cabo�Verde,�attend�to�adults�(Box 13.1).�

BOX 13.1 :   

Cabo Verde has mixed vocational education and adult 

literacy for African migrants 

Over the past two decades, immigration to Cabo Verde, especially from 

western Africa, tripled. In 2014, two separate studies found that 12.5% of 

African migrants could not read or write, and 73% of immigrant workers lacked 

qualifications associated with vocational skills. In response, the departments 

of education and immigration, in partnership with the Platform of African 

Communities, immigrant associations and associated NGOs, developed 

and introduced Promotion of Literacy and Training of Immigrants of the 

African Communities Living in Cabo Verde in 2016/17. Running until 2020, the 

programme covers literacy, Portuguese language and vocational training, such 

as computer skills and carpentry. 

Although women’s attendance was affected by domestic responsibilities or 

lack of spousal permission, and learners faced difficulty combining work and 

studies, 98% of participants successfully completed the first year. Learners 

were better able to communicate in Portuguese and developed vocational 

skills, and African women felt more empowered having basic literacy and 

numeracy skills (Andrade, 2018). 
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Incentives�to�programme�providers�must�be�

carefully�considered.�For�instance,�the�focus�on�

performance-focused�outcomes�of�the�Workforce�

Investment�and�Opportunity�Act�in�the�united�States�

can�make�some�providers�risk�averse�and�more�likely�to�

exclude�low-literacy�immigrants,�giving�priority�to�those�

deemed�more�likely�to�make�progress.�This�ultimately�

slows�the�economic,�linguistic�and�social�integration�of�

the�most�disadvantaged�migrants�(Greenberg�et�al.,�2017).�

CONCLUSION 

Literacy�skills�support�social�and�intercultural�

communication�and�the�social,�physical�and�economic�

well-being�of�migrants�and�refugees.�However,�signifcant�

barriers�in�some�countries�limit�access�to�and�success�in�

adult�language�programmes.�Individuals�may�not�attend�

if�they�are�unmotivated,�do�not�believe�it�is�relevant�or�

feel�insecure�attending.�Efective�programmes�are�well�

resourced�and�culturally�sensitive.�Language�programmes�

should�include�migrant�and�refugee�voices�in�planning�

and�adapt�to�a�range�of�populations,�including�through�

age-�and�workplace-specifc�activities.�
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A young boy holding a globe. 

CREDIT:  ESB Professional/Shutterstock.com 

K E Y M E S SAG E S  

The number of countries reporting on the 1974 UNESCO Recommendation, the basis of the 

global indicator for this target, rose from 57 to 83 between the last two consultations. 

The Recommendation’s Guiding Principles, including human rights and fundamental freedoms, 

are only fully reflected in 17% of countries in in-service teacher education but in over 80% of 

countries in student assessment, up from just under half in the previous consultation. 

The IEA International Civic and Citizenship Study shows that 11 of the 18 countries for which 

a comparison could be made improved students’ civic knowledge scores between 2009 and 

2016. A special module in 14 European countries showed that 88% of grade 8 students agreed 

immigrants should have equal rights. 

Teaching materials may not fully tap education’s potential for peace. Globally, inclusion of 

conflict prevention and conflict resolution was low at around 10% of social science textbooks 

over 2000–2011. 

Pathways to violent extremism are complex and have multiple causes. High-quality, equitable 

education that increases respect for diversity can make a positive contribution, albeit only in the 

long term. An open classroom climate that accepts critical viewpoints needs to be embraced. 

Non-formal education in the form of media literacy, safe spaces for discussion, youth clubs 

and community centres can help people become critical media consumers, increase respect 

for diversity and ultimately reduce the risk of violent extremism. 
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C H A P T E R  1 4  

4.7 

TA R G E T  4 . 7  

Sustainable development  
and global citizenship 

By 2030, ensure that all learners acquire the knowledge and skills needed to promote 

sustainable development, including, among others, through education for sustainable 

development and sustainable lifestyles, human rights, gender equality, promotion of 

a culture of peace and non-violence, global citizenship and appreciation of cultural 

diversity and of culture’s contribution to sustainable development 

GLOBAL INDICATOR 

4.7.1  – Extent to which (i) global citizenship education and (ii) education for sustainable development, 

including gender equality and human rights, are mainstreamed at all levels in: (a) national education policies, 

(b) curricula, (c) teacher education and (d) student assessment 

THEMATIC INDICATORS 

4.7.2  – Percentage of schools that provide life skills-based HIV and sexuality education 

4.7.3  – Extent to which the framework on the World Programme on Human Rights Education is implemented 

nationally (as per the UNGA Resolution 59/113) 

4.7.4  – Percentage of students by age group (or education level) showing adequate understanding of issues relating 

to global citizenship and sustainability 

4.7.5  – Percentage of 15-year-old students showing proficiency in knowledge of environmental science and geoscience 
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data�focus�14.1:�Attitudes�towards�equality�and�diversity��

are�linked�to�school�processes�..........................................................................................191�

policy�focus�14.1:�Education’s�role�grows�in�eforts�to�prevent��

violent�extremism�.................................................................................................................. 193�

M
onitoring�progress�on�target�4.7,�with�its�unique�

and�novel�focus�on�the�content�and�purpose�of��

education,�remains�challenging�and�continues�to�evolve.�

Country�r� eporting�on�the�implementation�of��the�1974�

unESCo�Recommendation�concerning�Education�for��

International�understanding,�Co-operation�and�peace�

Education�relating�to�human�Rights�and�Fundamental�

Freedoms�provides�the�basis�for�global�indicator�4.7.1.�

The�number� �of�countries�that�responded�increased�from�

57�in�the�ffth�consultation�(2009–2012)�to�83�in�the�

sixth�consultation�(2013–2016).�preliminary�results�of��the�

sixth�consultation�are�now�available�at�the�regional�level,�

while�nego� tiations�continue�on�the�possibility�of�also�

providing�country-level�r� esults.�

Countries�report�on�the�extent�to�which�their�education�

systems�refect�the�Recommendation’s�Guiding�principles�

and�associated�topics�in�four�domains:�education�policies,�

curriculum,�teacher�education�and�student�assessments.�

Implementation�is�weakest�for�in-service�teacher�

education,�which�‘fully�refects’�the�recommendation�in�

17%�of�responding�countries.�The�most�rapid�changes�are�

observed�for�student�assessment,�with�over�four�in�fve�

countries�reporting�inclusion�of�the�Guiding�principles�in�

the�sixth�consultation,�up�from�just�under�half�in�the�ffth�

consultation.�While�reported�inclusion�of�the�principles�in�

some�form�is�practically�universal,�only�21%�of�countries�

reported�that�the�teaching�hours�dedicated�to�them�were�

‘fully�sufcient’�(Figure 14.1).�

The�seventh�consultation,�to�be�piloted�in�2020,�will�split�

the�curriculum�component�into�content�and�resources�

and�will�bring�further�improvement�to�make�the�case�

for�the�Inter-agency�and�Expert�Group�for�Sustainable�

development�Goal�Indicators�to�upgrade�the�global�

indicator�from�tier�III�to�tier�II.�

The�number�of�countries�reporting�on�the�

consultation�for�the�global�indicator�for�

target�4.7�increased�from�57�to�83�in�the�

latest�round�

The�sixth�consultation�covered�prevention�of�violent�

extremism,�where�the�role�of�education�is�increasingly�

considered�critical.�All�responding�countries�in�the�

Arab�States,�which�sufer�some�of�the�largest�numbers�

of�victims�of�confict,�included�the�topic�in�curricula,�

compared�with�between�36%�and�74%�of�countries�in�

other�regions.�Yet�there�are�limits�to�what�education�

can�be�expected�to�achieve�

in�terms�of�prevention�

(Policy f ocus 14.1).�All�countries�in�the�

Arab�States�cover��

prevention�of��

violent�extremism�

in�the�curricula�

The�report�on�the�sixth�

consultation�indicated�that�

assessment�relating�to�the�

Guiding�principles�prioritized�

knowledge�and�skills.�hence�

student-level�data�from�the�

IEA�International�Civic�and�Citizenship�Education�Study�

(ICCS)�ofer�an�important�complementary�perspective.�

Questions�in�the�2016�ICCS�provided�interesting�insights�

into�students’�values�and�attitudes,�especially�relating�

to�thematic�indicator�4.7.4�–�‘percentage�of�students�

by�age�group�(or�education�level)�showing�adequate�

understanding�of�issues�relating�to�global�citizenship�

and�sustainability’�(Data focus 14.1).�

The�2018�programme�for�International�Student�

Assessment�(pISA)�of��the�organisation�for�Economic�

Co-operation�and�development�contains�a�new�module�

on�‘global�competence’,�with�results�to�be�released�

in�late�2019.�It�includes�questions�relating�to�global�

citizenship,�similar�but�rarely�identical�to�ICCS�questions.�

The�pISA��survey�also�includes�assessment�of�cognitive�

and�social-emotional�skills�relating�to�open�and�

intercultural�communication,�alternative�perspectives,�

confict�resolution�and�adaptability�(oECd,�2018).��

190 CHAPTER 14 �|�TARGET�4.7�–�SuSTAinAblE�dEvElopmEnT� And�GlobAl�ciTizEnShip�
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 FIGURE 14.1 :  

Only 17% of countries fully reflect human rights and fundamental freedom principles in in-service teacher education 

Percentage of countries reflecting principles of the 1974 UNESCO Recommendation in their education policy, teacher education 

and curricula, 2012–2016 
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GEM StatLink:�http://bit.ly/fig14_1�

Source: unESCo�(2018).�

Around�half�the�55�countries�expected�to�take�up�

the�global�competence�module�will�also�take�up�the�

cognitive�skills�assessment.�

before�the�SdGs�were�fnalized,�the�un�major� �Group�

for�Children�and�Youth,�representing�civil�society�

organizations,�suggested�adding�universal�access�

to�comprehensive�sexuality�education�for�all�young�

people�as�a�standalone�SdG�4�target�(un�mGCY� ,�2015).�

Eventually,�thematic�indicator�4.7.2�–�‘percentage�of��

schools�that�provide�life�skills-based�hIv�and�sexuality�

education’�–�was�adopted.�Countries�have�been�invited�

to�include�questions�in�their�education�management�

information�systems�on�whether�schools�teach�

(a)��generic�life�skills,�(b)�se� xual�and�reproductive�health�

and�(c)�hIv�prevention.�data�can�be�gathered�through�

annual�school�censuses�or�school-based�surveys.�

Following�pilot�tests,�the�unESCo�Institute�for�Statistics�

country�survey�included�the�sexual�and�reproductive�

health�question�in�2017�and�covered�generic�life�skills�and�

hIv�prevention�in�2018.�Reported�data�will�aggregate�

head�teacher�responses�to�a�school�census�form.�

Questions�directed�at�students�as�benefciaries�would�

also�be�desirable,�however.�

DATA FOCUS 14.1: ATTITUDES  

TOWARDS EQUALITY AND  

DIVERSITY ARE LINKED TO  

SCHOOL PROCESSES 

Contrary�to�some�common�perceptions,�the�SdG�4�

agenda�not�only�puts�literacy�and�numeracy�indicators�

at�the�heart�of�the�education�debate�but�also�attempts�

to�introduce�indicators�on�a�broader�range�of�learning�

outcomes.�The�international�community�is�still�working�

on�the�operational�defnitions�of�these�indicators.�

In�practice,�the�discussions�are�determined�by�available�

comparable�information�rather�than�consensus�on�what�

should�be�monitored.�

The�ICCS,�which�assesses�grade�8�students,�is�the�

primary�source�of�data�for�comparable�citizenship-

related�learning�outcomes.�Following�the�frst�round�in�

2009,�the�second�round�in�24�countries�in�2016�aimed�to�

analyse�young�people’s�knowledge�and�understanding�of�

civics�and�citizenship,�and�related�attitudes,�perceptions�

and�activities�(Schulz�et�al.,�2017).�Although�not�designed�

with�target�4.7�in�mind,�it�informs�measurement�and�

monitoring�of�thematic�indicator�4.7.4.1�

1� This�section�draws�on�a�background�paper�by�Sandoval-hernández�

and�miranda�(2018).�
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Some�35%�of�students�scored�at�the�highest�of�fve�levels,�

being�able�to�make�connections�between�the�processes�

of�social�and�political�organization�and�infuence,�and�the�

legal�and�institutional�mechanisms�controlling�them.�

Some�13%�scored�no�more�than�level�d,�their�knowledge�

limited�to�recognizing�basic�features�of�democracy�and�

simple�examples�of�rules�and�laws.�out�of�the�18�countries�

for�which�a�comparison�could�be�made,�11�countries�

signifcantly�improved�scores�between�the�two�rounds,�

and�none�showed�signifcant�declines�(Schulz�et�al.,�2017).�

Five�questions�were�used�to�construct�an�index�of�the�

extent�to�which�students�endorsed�equal�rights�for�

all�groups�defned�by�ethnicity�or�race.�For�instance,�

57%�of�students�in�2016�strongly�agreed�that�all�ethnic�

and�racial�groups�‘should�have�an�equal�chance�to�get�

good�jobs’,�while�only�31%�strongly�agreed�that�members�

of�these�groups�‘should�be�encouraged�to�run�in�elections�

for�political�ofce’.�Country�scores�on�the�index�increased�

signifcantly�between�2009�and�2016.�Female�students,�

those�with�greater�interest�in�civics�and�political�matters�

and�those�with�greater�civics�knowledge�held�more�

positive�attitudes�(Schulz�et�al.,�2017).�

Some�35%�of�students�scored�at�

the�highest�of�five�levels�in�the�IEA�

International�Civic�and�Citizenship�Study�

Endorsing�equal�rights�was�positively�associated�

with�participation�in�school�activities�and�perceptions�

of�classroom�openness�in�most�countries,�and�with�

perceptions�of�student�interaction�quality�at�school�in�

half�the�countries.�An�analysis�using�2009�ICCS�data�

had�shown�that�students�who�perceived�the�classroom�

environment�as�open�and�valued�participation�in�school�

were�more�likely�to�endorse�equal�rights�for�all�ethnic�

groups�(Treviño�et�al.,�2018).�According�to�2016�data,�

in�at�least�half�the�countries,�students�who�endorsed�

equal�rights�for�all�groups�also�tended�to�believe�this�was�

good�for�democracy�(Figure 14.2).�

A�special�module�with�questions�on�immigration�was�

added�in�2016�in�the�14�European�countries�taking�part.�

overall,�a�large�majority�(88%)�agreed�or�strongly�agreed�

that�immigrants�should�have�equal�rights;�the�rates�varied�

from�76%�in�bulgaria�(where�attitudes�had�turned�more�

negative�since�2009)�to�94%�in�Sweden�(where�attitudes�

had�turned�more�positive).�levels�of�agreement�were�

lowest�(on�average�68%�across�countries)�on�whether��

immigrants�should�be�able�to�continue�to�speak�their�own�

language,�and�were�as�low�as�51%�in�the�netherlands�and�

58%�in�Flanders�(belgium)�(losito�et�al.,�2017).�

 FIGURE 14.2:  

Students who believe in equal rights for all ethnic groups also believe it is good for democracy 

Index of endorsement that (a) all ethnic or racial groups should enjoy equal rights and (b) equal rights for 

all ethnic or racial groups is good for democracy, selected education systems, 2016 
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Source:�Sandoval-hernández�and�miranda�(2018).�

192 CHAPTER 14 �|�TARGET�4.7�–�SuSTAinAblE�dEvElopmEnT� And�GlobAl�ciTizEnShip�

http://bit.ly/fig14_2


2019  • GLOBAL EDUCATION MONITORING REPORT

�

�

�

�

� �

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

�

� �

�

�

�

� � � � �

�

� �

 

 

 

 

 

 

 

 

�

POLICY FOCUS 14.1: EDUCATION’S  

ROLE GROWS IN EFFORTS TO  

PREVENT VIOLENT  EXTREMISM 

violent�extremism�has�been�defned�as�‘beliefs�and�

actions�of�people�who�support�or�use�violence�to�achieve�

ideological,�religious�or�political�goals’,�and�radicalization�

as�‘processes�by�which�a�person�adopts�extreme�views�or�

practices�to�the�point�of�legitimizing�the�use�of�violence’�

(unESCo,�2017a,�pp.�19,�20).�

Countering�violent�extremism�has�diverted�huge�amounts��

of�resources�for�intelligence,�preparation�and�investigation��

to�detect�and�prevent�terrorist�attacks.�In�some�regions,��

including�Europe,�indiscriminate�violent�attacks�are�a��

concern.�The�diversity�of��threats�has�increased�but�so�has��

the�range�of�responses�(Europol,�2018).�� �

preventing�violent�extremism�is�much�more�challenging�

precisely�because�the�roots�of�radicalization�are�diverse,�

and�its�drivers�have�multiple�layers.�prevention�is�seen�

nonetheless�as�a�necessary�frst�line�of�defence�against�

terrorism,�and�several�observers�argue�that�education�has�

a�key�role�in�policy�and�programme�design�(bhatia�and�

Ghanem,�2017).�

violent�extremism�threatens�the�2030�Agenda.��

Extremists��tend�to�turn�development�challenges,�such�as�� �

poverty,�into�instruments�to�achieve�their�goals�or��will��

even�exacerbate�the�challenges�as�a�tactic�to�create�a��

vicious�circle�of�marginalization,�particularly�afecting��

the�poorest�and�most�vulnerable�(united�nations,�2015).��

While�violent�extremism,�terrorist�attacks�and�state��

and�non-state�civilian�targeting�undoubtedly�directly��

cause�migration�and�displacement,�public�opinion�in��

high�income�countries�has�come�to�overemphasize�the��

reverse�–�that�migr� ation�is�associated�with�terrorism��

(Crabtree�and�Kluch,�2017).�This�is�despite�the�fact�that��

such�a�relationship�is�very�tenuous,�attacks�by�foreigners��

amount�to�a�fraction�of��those�by�nationals,�and�repressive��

measures�in�host�countries,�rather��than�migration�per�se,��

can�be�a�cause�of��violent�extremism�(dreher�et�al.,�2017).�

A�large�body�of�literature�has�emerged�on�the�dynamics�of�

radicalization,�highlighting�both�individual�and�structural�

drivers�(Table 14.1).�These�interact�in�complicated�ways;�

there�is�no�single�or�even�typical�path�to�radicalization.�

however,�in�principle,�education�can�afect�both�

radicalization�and�reactionary�responses.�

 TABLE 14.1 :  

Individual and structural drivers of radicalization 

Pull factors (individual) Push factors (structural) 

• Individual background (e.g. existential and  
spiritual search for identity, adolescent crisis,  
sense of mission, etc.) 

• Lack of socio-economic opportunities (poverty,  
corruption, unemployment, etc.) 

• Marginalization, structural discrimination 
• Identifcation with collective grievances  

and narratives of victimization, provoking  
powerful emo tions 

• Poor governance, violations of human rights,  
corrupt justice system 

• Prolonged and unresolved conficts • Misuse/distortion of beliefs, political ideologies,  
polarized and divisive views 

• Attraction to charismatic leadership, social  
communities, networks 

Sources: lelo�(2011);�unESCo�(2017a);�united�nations�(2015).�

EDUCATION IS KEY  TO PREVENTING  

VIOLENT  EXTREMISM, EVEN IF THE  

RELATIONSHIP IS C OMPLEX 

Exclusion�from�education�can�be�a�source�of�grievance�that�

provides�fertile�ground�for�radicalization.�The�collapse�of�

the�education�system�in�the�Syrian�Arab�Republic�during�

the�war�means�many�young�Syrians�fnd�it�impossible�

to�disengage�from�armed�groups�through�education.�

In�some�cases,�armed�groups�set�up�schools�based�on�

their�ideology.�Although�host�countries�have�taken�many�

steps�to�include�all�Syrian�refugee�children�and�youth�in�

their�education�systems,�lack�of�education�opportunities�

due�to�initial�discrimination�or�lack�of�documentation�

has�resulted�in�feelings�of�helplessness�and�desperation,�

increasing�young�people’s�vulnerability�to�exploitation�and�

radicalization�(International�Alert,�2016).�

Research�on�the�causal�relationship�between�

education�overall�and�violent�extremism�or�terrorism�is�

inconclusive�(Krueger�and�maleckova,�2003).�This�may�

refect�the�complexities�of�how�education�interacts�

with�other�individual�and�structural�drivers�and�their�

efects.�A�study�in�eight�Arab�countries�showed�that�

unemployment�increased�the�probability�of�radicalization�

only�among�the�more�educated;�disappointed�

expectations�of�improving�economic�standing�through�

education�increased�the�allure�of�violent�extremism�to�

address�grievances�(bhatia�and�Ghanem,�2017).�

Education�content�also�has�a�bearing.�Analysis�of��

extremists’�backgrounds�found�an�over-representation��

of�engineers�in�Islamist�and�right-wing�radicalized�circles��

and�of�social�scientists�in�left-wing�radicalized�circles,��

leading��to�a�theory�that�academic�disciplines�may�be��

proxies�for�individual�traits�that�make�some�education��

pathways�more�likely�to�lead�to�selective�recruitment��

(Gambetta�and�hertog,�2016).�That�is,�rather��than��

education�level,�what�education�means�in�specifc�contexts��

may�trigger�specifc�radicalization�paths.�
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14 

despite�such�intricacies,�the�un�Secretary-General’s�

report�on�the�plan�of�Action�to�prevent�violent�

Extremism�emphasized�the�mitigating�role�education�

can�play�by�promoting�respect�for�diversity,�peace�and�

economic�advancement�as�bufers�against�radicalization�

(united�nations,�2015).�A�study�of�17�sub-Saharan�African�

countries�identifed�education�as�one�of�4�cornerstones�

of�a�strategy�against�violent�extremism�(lelo,�2011).�

Indeed,�violent�extremists�often�see�education�as�a�threat�

and�target�schools,�as�in�the�boko�haram�attacks�in�

nigeria�in�April�2014�and�the�al-Shabaab�killing�of�Kenyan�

students�in�April�2015�(united�nations,�2015).�

 

  

 

EDUCATION POLICIES CAN EXPLORE 

MORE OPTIONS FOR PREVENTING 

VIOLENT EXTREMISM 

Results�from�the�sixth�consultation�on�implementation�

of�the�unESCo�1974�Recommendation�showed�that�

60%�of�participating�countries,�including�all�participating�

Arab�states,�had�given�increased�emphasis�to�its�Guiding�

principles�in�national�curricula�in�the�previous�fve�years.�

The�principles�include�‘understanding�and�respect�for�all�

peoples,�their�cultures,�civilizations,�values�and�ways�of�life’�

and�‘Readiness�on�the�part�of�the�individual�to�participate�

in�solving�the�problems�of�his�community,�his�country�and�

the�world�at�large’�(unESCo,�2018b).�

however,�teaching�materials�may�not�match�stated�

curricular�priorities.�A�global�analysis�shows�that�

the�inclusion�of�themes�on�confict�prevention�and�

confict�resolution,�such�as�domestic�or�international�

trials,�truth�commissions�and�economic�reparations,�

was�low�at�around�10%�of�social�science�textbooks�over�

2000–2011.�Coverage�was�highest�in�Asia�and�the�pacifc�

on�confict�prevention�and�in�Africa�and�latin�America�

and�the�Caribbean�on�confict�resolution�at�around�15%�

(bromley�et�al.,�2016).�

Teachers have a critical role 

Teachers�can�play�an�important�role�in�fostering�tolerant�

and�critical�attitudes.�however,�preventing�radicalization�

is�a�sensitive�task.�Without�adequate�preparation,�

teacher�eforts�may�be�inefcient�or�counterproductive�

(unESCo,�2016).�The�principles�of�democracy,�citizenship,�

human�rights�and�cultural�diversity�must�be�consistently�

applied.�drawing�teachers�from�a�particular�social�group�

The�inclusion�of�conflict�prevention�and�

conflict�resolution�was�low�at�around�10%��

of�social�science�textbooks�over�2000–2011�

can�reinforce�social�inequality�and�division�(InEE,�2017).�

Inefective�pedagogical�methods,�such�as�rote�learning,�

do�not�promote�social�inclusion�or�build�resilience�to�

extremism�(unESCo,�2016).�

A�review�of�32�case�studies�worldwide�showed�that�

peer-to-peer�learning,�experiential�learning,�teamwork,�

role�playing�and�approaches�stimulating�critical�thinking,�

such�as�open�discussions,�were�most�efective�at�

encouraging�cognitive,�social-emotional�and�behavioural�

changes�in�support�of�a�culture�of�peace.�Selective�

support�for�individuals�at�risk,�e.g.�home�visits�to�students�

reported�to�engage�in�aggression,�also�proved�efective�

(unESCo,�2018a).�

Some�policies�aimed�at�curtailing�violent�extremism�have�

been�criticized�as�unduly�limiting�personal�freedoms,�such�

as�freedom�of�speech�and�expression�in�education,�in�

the�pursuit�of�security�(unESCo,�2017a).�The�uS�Federal�

bureau�of�Investigation’s�guidance�on�preventing�violent�

extremism�and�the�united�Kingdom’s�prevent�policy�

could�be�interpreted�as�impinging�on�schools’�role�as�

places�for�open�discussion�and�inquiry,�and�increasing�law�

enforcement�involvement�in�education.�There�is�also�lack�

of�evidence�of�their�efectiveness�(patel�and�Koushik,�2017).�

 Non-formal education ofers alternative ways to prevent 

violent extremism 

Schools�can�be�convenient�sites�for�violent�extremism�

prevention�initiatives�involving�stakeholders�outside�

education.�An�initiative�to�prevent�violent�extremism�

among�moro�youth�in�the�southern�philippines�aims�to�

empower�Christian�and�muslim�youth�by�giving�them�

safe�spaces�in�schools�and�universities�to�discuss�their�

grievances�without�fear�of�repercussions.�The�private�

sector�provides�mentors�and�resources�for�youth-led�

advocacy�initiatives�(International�Alert�philippines�

programme/mindanao�business�Council,�2018).�

Some�programmes�use�victims’�voices�to�make�topics�

more�relevant�and�salient�to�students.�In�Indonesia,�

The�un�Secretary-General’s�report�on�the�plan�of��Action�to�prevent�

violent�Extremism�emphasized�the�mitigating�role�education�can�play�

194 CHAPTER 14 �|�TARGET�4.7�–�SuSTAinAblE�dEvElopmEnT� And�GlobAl�ciTizEnShip�
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Without�adequate�preparation,�

teachers’�efforts�to�foster�tolerant�

and�critical�attitudes�may�be�

inefficient�or�counterproductive�

the�International�Centre�for�Counter-Terrorism�has�been�

involved�in�victims�voices�of�the�Alliance�for�a�peaceful�

Indonesia,�which�uses�bomb�attack�survivors’�stories�for�

advocacy�with�secondary�school�students�in�vulnerable�

areas.�The�project�also�aims�to�advocate�in�prisons�to�

raise�awareness�among�prisoners�and�staf�who�might�

underestimate�the�threat�of�violent�extremism�(ICCT,�2018).�

The�processes�of�violent�extremism�are�not�gender�

neutral.�violent�extremist�and�terrorist�groups�often�

target�women�and�girls�for�gender-based�violence,�

including�abductions,�forced�marriages,�sexual�violence�

and�attacks�on�gender�activists�(GCTF,�2014).�Thus,�gender-

sensitive�strategies�for�education�against�violent�

extremism�should�engage�women�and�examine�their�

roles.�Germany’s�Expert�Center�on�Gender�and�Right-Wing�

Extremism�focuses�on�countering�racist,�anti-Semitic�and�

radical�attitudes.�It�trains�kindergarten�teachers,�members�

of�youth�clubs�and�community�centres,�and�other�civil�

society�actors�on�using�gender-sensitive�approaches�and�

democratic�principles.�It�also�ofers�training�sessions�for�

journalists,�who�are�key�infuencers�(RAn,�2018)�(Box 14.1).�

Women�can�lead�such�education�initiatives.�For�20�years,�

the�women’s�organization�pakistan�Initiative�for�mothers�

and�newborns�in�Khyber�pakhtunkhwa�province�taught�

mediation�and�confict�transformation�skills�to�35,000�

youth�and�2,000�women�(Women�Without�borders,��

2010).�by�contrast,�approaches�that�focus�on�women��

only�as�mothers�and�wives�might�lead�to�seeing�women��

as�responsible�if�children�or�husbands�become�radicalized��

(Giscard�d’Estaing,�2017).�

Gender-sensitive�strategies�for�education�

against�violent�extremism�should�engage�

women�and�examine�their�roles�

CONCLUSION 

pathways�to�violent�extremism�are�complex�and�

have�multiple�causes.�only�a�small�minority�of�people�

experiencing�identifed�contributing�factors�actually�

take�the�path�of�violent�extremism.�high-quality,�

equitable�education�can�make�a�positive�contribution�

although�it�is�a�long-term�process�whose�efects�cannot�

be�immediate�(mirahmadi�et�al.,�2015).�While�expectations�

about�what�formal�education�can�achieve�directly�should�

be�tempered,�its�potential�contribution�to�peaceful�

societies�needs�to�be�further�pursued�along�three�paths�

(davies,�2009).�First,�education�should�increase�respect�

for�diversity�(Chapter 5).�Second,�confict�prevention,�

resolution�without�resort�to�violence�and�reconciliation�

need�to�be�systematically�introduced�in�learning�materials.�

Third,�an�open�classroom�climate�that�accepts�critical�

viewpoints�needs�to�be�embraced.�nor�does�education�end�

with�schooling.�multiple�opportunities�exist�for�preventing�

violent�extremism�through�non-formal�means�that�

actively�involve�communities.�

BOX 14.1 :   

 Building media literacy can offset media and social media’s negative influences 

When the media channel discriminatory views, it can increase 

marginalized communities’ vulnerability. The media in many European 

countries disproportionately portray migrants in general and Muslims 

in particular in relation to social issues, such as rising unemployment 

and criminality, pandering to racist stereotypes. Extremist right-wing 

websites spread fabricated sensationalist reports on social media, 

largely unconstrained by legal or policy measures (ENAR, 2017). 

Developing journalists’ capacities is important for raising awareness 

about radicalization and the role of the media (UNESCO, 2017b). 

Conversely, building media literacy skills allows citizens to be 

responsible, critical media consumers and producers (Kellner and Share, 

2007). This involves teaching people to examine alternative narratives 

from credible sources, and empowering students to build their own 

narratives and evidence-based learning. Educational approaches 

promoting these skills are part of building a culture of democracy 

and inclusion. 

Serbia’s School without Violence programme provides web resources 

on violence, hate speech and discrimination; a platform to share 

experiences; and teacher training on digital violence prevention and 

media literacy (European Commission, 2016). In the United Kingdom, 

a cr eative design agency, with support from local government funding, 

created ‘digital disruption’ workshops aimed at protecting vulnerable 

youth from violent extremist propaganda online. Teams of experts 

worked with youth to investigate the ways online misinformation 

affected them and their peers, and create videos promoting critical 

thinking when engaging with internet content (Briggs and Feve, 2013). 
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A fghter from the Central African Republic Patriotic 

Movement, a Seleka group, who are based next 

to two schools. All schools in the town are closed 

because fghters often occupy the buildings. 

CREDIT:  Edouard Dropsy/HRW 

K E Y M E S SAG E S  

Globally, 69% of schools have drinking water, 66% sanitation and 53% hygiene on at least a 

basic service level. A review of 71 national education management information systems showed 

that only 6% of their questionnaires included soap availability, the key factor of a basic hygiene 

service level. 

The number of countries legally banning corporal punishment in schools increased to 131, up from 

122 at the end of 2014. 

A review harmonizing data from six international surveys covering 145 countries estimated that 

almost 39% of boys and 36% of girls aged 11 to 15 reported being victims of bullying. 

Too little is known about numbers of boarding students, living conditions in boarding schools 

or the effects of boarding on student well-being and school success. In Uganda, about 15% of 

primary and lower secondary school students and 40% in upper secondary school board. 

There were over 12,700 attacks on education in 2013–2017, harming over 21,000 students and 

education personnel and affecting 28 countries. The measure does not include school shootings 

by lone gunmen or attacks by criminal gangs, which are a scourge in some education systems. 

The scalability, speed, mobility and portability of technology make it a suitable option for 

educating displaced people. But initiatives tend to provide content that is incompatible with 

national curricula in host countries. International organizations that support such partnerships 

need to ensure that they serve inclusion of refugees in national education systems. 
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4.a 

TA R G E T  4 . a 

Education facilities  
and learning en  vironments 

Build and upgrade education facilities that are child, disability 

and gender sensitive and provide safe, non-violent, inclusive and 

efective learning environments for all 

GLOBAL INDICATOR 

4.a.1 – Pr oportion of schools with access to: (a) electricity; (b) In ternet for pedagogical 

purposes; (c) computers for pedagogical purposes; (d) adapted in frastructure and 

materials for students with disabilities; (e) basic drinking water; (f) single-sex  

basic sanitation facilities; and (g) basic handwashing facilities (as per the WASH 

indicator  defnitions) 

THEMATIC INDICATORS 

4.a.2  – Percentage of students experiencing bullying, corporal punishment, harassment, 

violence, sexual discrimination and abuse 

4.a.3  – Number of attacks on students, personnel and institutions 
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T
he provision of ‘child, disability and gender sensitive’ 

education facilities and ‘safe, non-violent, inclusive 

and efective learning environments for all’ is a challenge 

in many countries. Agenda 2030 includes a range of  

facility- and environment-related indicators. While they 

seem straightforward, they highlight challenges in 

monitoring even basic infrastructure conditions. 

MONITORING THE QUALITY OF EDUCATION  

FACILITIES IS NOT CLEAR-CUT 

The World Health organization/unICEf Joint monitoring 

Programme (JmP) has monitored household access to 

water, sanitation and hygiene since 1990. It produced 

consolidated estimates for schools in 2008 and 2013 

(unICEf, 2015), using diverse sources and methodologies. 

defnitions of adequate sanitation facilities in schools 

were often inconsistent across countries and data 

sources. many data sets were not representative of all 

school types in a country. Global fgures for handwashing 

facilities could not be estimated at all. 

In 2016, the JmP convened an expert group to defne 

harmonized criteria and indicators based on global norms 

and standards and refecting information available in 

existing national and cross-national surveys. In 2018, 

it published service quality descriptors building on prior 

classifcations (assessed as ‘improved’ or ‘unimproved’) 

and introducing additional criteria (unICEf and WHo, 

2018) (Table 15.1). 

Globally, two-thirds of schools had 

basic water  services, two-thirds had 

basic sanitation services and half had 

basic hygiene services 

 TABLE 15.1 :  

Descriptors for monitoring water, sanitation and hygiene service quality  

in schools 

Service level Drinking water Sanitation Hygiene 

Basic Drinking water from an 
improved source, and water 
available at the school at the 
time of the survey 

Improved sanitation facilities 
at the school that are single-
sex and usable (available, 
functional and private) at the 
time of the survey 

Handwashing facilities with 
water and soap available at 
the school at the time of 
the survey 

Limited Drinking water from an 
improved source, but water 
unavailable at the school at the 
time of the survey 

Improved sanitation facilities 
at the school that are either 
not single-sex or not usable at 
the time of the survey 

Handwashing facilities with 
water but no soap available 
at the school at the time of 
the survey 

None Drinking water from an 
unimproved source or no water 
source at the school 

Unimproved sanitation 
facilities or no sanitation 
facilities at the school 

No handwashing facilities 
available or no water 
available at the school 

Source: unICEf and WHo (2018). 

The report put together sufcient data to provide a 

comprehensive harmonized global baseline for  target 

4.a. national information was available in 92 countries 

for basic drinking water services in schools, 101 countries 

for sanitation and 81 for hygiene, while 68 countries 

had baseline estimates for all three. Globally, two-thirds 

of schools had basic water services, two-thirds had 

basic sanitation services and half had basic hygiene 

services (Figure 15.1). Although provision of each tends 

to be correlated at the country level, there is no fxed 

relationship. In Jordan, 93% of schools have basic drinking 

water, but only 33% have basic sanitation. In lebanon, 

almost 93% have basic sanitation, but only 59% have 

basic drinking water. In Palestine, both facilities are 

ofered at the basic level in around 80% of schools. 

Primary schools tend to have lower service quality than 

secondary schools. very few countries had data for 

pre-schools, and only a minority distinguished between 

urban and rural schools. Eforts continue to include 

a core and expanded set of school census questions 

(unICEf and WHo, 2018). A review of 71 national 

education management information systems showed 
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Globally, 52% of  

primary schools 

and 67% of lower  

secondary schools 

had electricity in 2016 

that few included 

these questions. 

for  instance, only 6% of  

questionnaires included 

soap availability, 

the decisiv e factor  

between limited and 

basic handwashing 

facilities (JmP, 2017). 

Electricity, another key aspect of a good-quality learning 

environment, is also lacking in poorer countries. Globally, 

52% of primary schools and 67% of lower secondary schools  

had electricity in 2016. The respective shares were 17% 

and 35% in low income countries. one factor making 

accurate monitoring difcult is the highly unpredictable 

nature of electricity supply. Access to electricity and 

the internet can be particularly important in temporary 

education settings, on which refugees often rely. Its absence  

can be doubly damaging, as technology, used efectively,  

can compensate for some disadvantages (Policy focus 15.1). 

one aspect of infrastructure that existing data do 

not capture is living conditions in boarding schools. 

more generally, little is known about the percentage of 

students who board, although it is particularly high in 

some countries (Box 15.1). 

 

 

FIGURE 15.1 :  

Fewer than 7 out of 10 schools have drinking water at a 

basic service level 

Distribution of drinking water, sanitation and hygiene in schools,  

by servic e level, 2016 
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GEM StatLink: http://bit.ly/fig15_1 

Note: numbers are rounded and may not sum to 100%. 

Source: unICEf and WHo (2018). 

FEW  ASPECTS OF SAFETY  AND INCLUSIVENESS  

IN LEARNING ENVIRONMENTS ARE  

MONITORED GLOBALLY 

There are so many aspects of safety and inclusiveness 

to monitor that any attempt to be systematic inevitably 

appears incomplete. freedom from armed attacks, 

unfortunately sufered by too many schools, is the 

very minimum. monitoring safety and inclusiveness is a 

feature of the sdG 4 framework, and there are constant 

eforts to improve methodology (Data focus 15.2). 

The unEsCo Global Status Report on School Violence and 

Bullying noted signifcant gaps in available data and 

evidence (unEsCo, 2017). The number of countries legally 

banning corporal punishment in schools has increased 

to 131, up from 122 at the end of 2014 (Global Initiative to 

End All Corporal Punishment of Children, 2018). data on 

prevalence of corporal punishment are infrequent, but in 

some countries where the practice is illegal, including 

Cameroon and Trinidad and Tobago, experiences of abuse 

are nearly universal among students (Gershof, 2017). 

The number of countries legally banning 

corporal punishment in schools has increased 

to 131, up from 122 at the end of 2014 

Concepts such as bullying lack standard global defnitions, 

and surveys vary in target age groups, reference periods, 

phrasing and forms of violence included (unEsCo, 2017). 

An expert group under the auspices of the Technical 

Cooperation Group has made recommendations on 

how to address the methodological challenges to 

ease reporting on the thematic indicator on bullying 

(unEsCo, 2018a). 

Another study tried to address the methodological 

diferences, and the risk of surveys systematically 

under- or overestimating the prevalence of bullying, 

by harmonizing data from six international surveys 

covering 145 countries. It estimated that almost 39% of 

boys and 36% of girls aged 11 to 15 reported being victims 
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of bullying. After a series of adjustments, the study 

assigned three levels of risk of bullying in countries 

(low, medium and high); 28% of countries with data were 

at the high risk category (Richardson and Fen Hiu, 2018).

The Global Working Group to End School-Related  

Gender-Based Violence has developed minimum 

standards and a monitoring framework for an approach 

to prevention that includes indicators not only on 

prevalence but also on processes (i.e. whole-school 

approach) and drivers (UNGEI, 2018). Disaggregation of 

bullying data is limited by data availability for dimensions 

other than gender – and even in this case evidence is 

lacking on bullying related to sexual orientation or  

gender non-conformity.

BOX 15.1 : 

Data on boarding students are very limited

There is no international definition of boarding students. 

Standard household surveys usually cover household members 

who spend the night under the same roof and eat meals together. 

Like other institutional settings, such as barracks, hospitals and 

prisons, boarding schools are typically excluded from household 

sampling, making it difficult to know whether boarding children 

are captured.

A 2008 review of 30 surveys had found that only 2 included 

questions about boarding students (EPDC, 2009). The UNICEF 

Multiple Indicator Cluster Survey asks respondents to identify 

children ‘living with a relative, staying in a boarding school, 

been given up for adoption, or may be grown-up children who 

have left home’. Recent Demographic and Health Surveys in 

Ghana and Rwanda listed boarding school attendance as a distinct 

category. But other data that may also be important, such as 

distance or time travelled to school, are typically not available.

National surveys in the United Republic of Tanzania and Uganda 

have included more detailed questions on boarding. The Tanzanian 

survey includes boarding children in the household roster but ascertains only whether the school is a boarding school, not whether the child is 

boarding (many boarding schools also enrol day students). The Ugandan survey queries both the type of school and the incidence of boarding. 

The share of enrolled boarding students is between 10% and 20% up to age 13, rising continuously to 40% in the final years of upper secondary 

education, with little difference between boys and girls (Figure 15.2).

Too little is known about living conditions in boarding schools or the effects of boarding school attendance on personal well-being and school 

success. Conflicting conclusions have been reached in China, where a large school merging programme began in the early 2000s that led to a 

dramatic increase in number of boarders (Chapter 2). But a recent study found a negative impact on academic performance and welfare indicators 

of boarding students, such as nutrition (Wang et al., 2016). Negative effects can also be observed in rich countries. In France, a policy experiment 

that randomly allocated disadvantaged students to boarding schools showed that the experience was disruptive and that only a subset of students 

started doing better academically after two years (Behaghel et al., 2017).

FIGURE 15.2: 

In Uganda, 40% of 17-year-old students are boarders

Percentage of students who are boarders, by age, Uganda, 2013
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GEM StatLink: http://bit.ly/fig15_2 

Source: GEM Report team analysis based on the 2013 Uganda National 

Panel Survey.

DATA FOCUS 15.1: ATTACKS ARE A 

SCOURGE ON EDUCATION SYSTEMS

Schools are often damaged or targeted during violent 

conflict. Recognizing this challenge, the international 

education community added an indicator on attacks to 

the SDG 4 thematic monitoring framework and approved 

the Global Coalition to Protect Education from Attack 

(GCPEA) as the source for information, making it the first 

http://bit.ly/fig15_2
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non-ofcial source endorsed in an international education 

monitoring framework. 

The GCPEA Education Under Attack 2018 report is  

the fourth in a series, following editions in 2007,  

2010 and 2014. In response to the 2007 report, 

produced by unEsCo, the GCPEA was established in 

2010 by organizations from the felds of education in 

emergencies, protection and international human rights 

concerned about attacks in countries afected by confict 

and insecurity. A steering committee of civil society and 

un organizations governs the coalition. 

According to the report, there 

were over 12,700 attacks  

on education in 2013–2017,  

harming over 21,000 s tudents  

and education personnel. 

Reported inciden ts included 

physical attacks or  threats of  

attacks on schools, students, 

Attacks on 

schools affected 

28 countries in 

2013–2017 

teachers and other education personnel; military use 

of schools and universities; child recruitment or sexual 

violence by armed parties at or in transit to or from 

school or university; and attacks on higher education. 

In total, 28 countries were classifed into three levels 

by number of incidents and/or number of students or 

education personnel harmed (GCPEA, 2018) (Table 15.2). 

The GCPEA compiles data from three main sources: 

(a)  reports published by un agencies, development and 

humanitarian non-government organizations (nGos), 

human rights organizations, government bodies and 

think tanks; (b) a Google-based news media search in 

multiple languages, supported by the university of  

maryland’s Global Terrorism database; and (c) direct 

outreach to international and national organization staf  

in the 28 countries afected. Partly because the sources 

are diverse, access to country data may change over  

time; the 2014 report criteria would have led to 13 more 

countries being classifed as afected. 

lack of disaggregation by incident type poses additional 

interpretation challenges. While school shelling is 

clear-cut, other types – military recruitment of minors 

at school, for instance – rely on international treaty 

legalities. In particular, the optional Protocol to the 

Convention on the Rights of the Child on the Involvement 

of Children in Armed Confict bans under-18 recruitment 

by armed rebel groups but not by government armies. 

 TABLE 15.2:  

Affected countries by number of incidents of attacks on 

education, military use of facilities or students and education 

personnel harmed, 2013–2017 

Very heavily affected  
(1,000 or more) 

Heavily affected  
(500–999) 

Affected  
(20–499) 

D. R. Congo 
Egypt 

Israel and Palestine 
Nigeria 

Philippines 
South Sudan 

Syrian Arab Republic 
Turkey 
Yemen 

Afghanistan 
India 
Iraq 

Pakistan 
Somalia 
Sudan 

Ukraine 
Venezuela, B. R. 

Bangladesh 
Burundi 

Cameroon 
Central African Republic 

Colombia 
Ethiopia 

Kenya 
Libya 
Mali 

Myanmar 
Thailand 

Source: GCPEA (2018). 

Yielding to a small number of countries that opposed a 

categorical ban on under-18 recruitment, the protocol 

specifes that states will take all feasible measures to 

prevent children in their armed forces from directly 

participating in hostilities (oHCHR, 2000). 

A more detailed breakdown of incidents by type would 

support a nuanced interpretation of comparisons, 

among countries both on and of the list and over time, 

in terms of whether attacks are becoming more or less 

severe. Because the GCPEA’s mandate is to monitor 

confict-afected fragile states and attacks by armed 

groups, certain types of attack are not captured. Yet any 

student attacked or killed at school was indisputably not 

in a ‘safe, non-violent’ environment in the sense of sdG 

target 4.a., and the implied monitoring gap is large. 

school shootings by lone gunmen, notoriously frequent in 

the united states, are not included, even if the shooter was 

ideologically motivated. Although such shooters sometimes 

have ties to militant organizations, these incidents do 

not meet criteria for armed confict at the national and 

international levels. By conservative estimates, since the 

1999 Columbine shooting, at least 187,000 students in  

193 schools in the country have experienced a school 

shooting (Cox and Rich, 2018). 

Attacks by criminal gangs similarly fall outside the GCPEA’s 

mandate and are therefore not reported on systematically, 

although the line between violent organized crime and 

armed confict is unclear when on the scale reached in 

Central America. The 2018 report therefore featured 

a supplementary account on criminal violence in 
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El salvador, Guatemala and Honduras, even though such 

attacks do not systematically enter its data collection. 

 

 

POLICY FOCUS 15.1: TECHNOLOGY 

CAN SUPPORT EDUCATION FOR 

DISPLACED PEOPLE 

forced displacement often overwhelms education 

systems that are already weak and unable to absorb 

large infuxes of people rapidly. Even in protracted 

displacement 

situations, complex 

settings limit 

displaced people’s 

access to formal or  

non-formal education 

of good quality. 

These constraints 

have motivated a 

search for alternative 

solutions for their  

education needs. 

some challenges to 

refugee education are 

well met by advantages 

of technology-based 

solutions, such as 

scalability, speed, 

mobility and portability 

some challenges are well met by advantages promised 

by technology-based solutions, namely scalability, speed, 

mobility (the technology can reach displaced people) and 

portability (displaced people can carry the technology). 

Well-designed programmes can be distributed widely to 

anyone with a connected device, such as a smartphone or 

tablet (Figure 15.3). 

digital solutions can often build on existing infrastructure 

and be downloaded and disseminated rapidly at minimal 

marginal cost. Part of the challenge of providing displaced 

people with education is that they are often on the 

move, usually because it can take months to reach their 

intended destinations. 

Thus the potential for technology to enhance existing 

learning environments or create virtual learning 

environments is gaining increased attention from actors 

in the technology, humanitarian and education felds. 

While technology solutions address a range of challenges 

in education, this section discusses selected examples 

related to efective learning environments, in line with 

the intentions of target 4.a. All are characterized by the 

presence of non-government actors.1 

1 This section draws on a recent review of technology solutions for refugees by 

unEsCo (2018c). 

 FIGURE 15.3:  

Four out of ten refugee households have access to smartphones 

Mobile network coverage and household mobile phone ownership, by type, global and refugee populations, 2014–2015 
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Source: unHCR (2018). 
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curricula and the inclusion of refugees in national education systems 
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Education for refugees and internally displaced 

people has to address the disruptions caused by 

displacement and the need for tailor-made education 

systems, at least in the early stages of an emergency. 

Technology solutions can compensate for lack of 

standard resources. 

The Instant network schools programme, a joint 

initiative of the ofce of the un High Commissioner 

for Refugees (unHCR) and vodafone, reaches more 

than 40,000 students and 600 teachers in 20 primary 

and secondary schools in the democratic Republic of 

the Congo, Kenya, south sudan and the united Republic 

of Tanzania; the objective is to reach more than 

60,000 students in 2018 (safaricom, 2017). It equips 

them with internet through a satellite or mobile network 

connection, electricity through solar-powered batteries 

and a backup generator, and dynamic digital content 

through preloaded and online resources, connecting 

remote and isolated communities with the rest of 

the world. Preliminary data from an evaluation in 

Kenya pointed at a three percentage point increase in 

attendance rates and a 36% increase in the participation 

rate for primary school certifcate examinations 

(vodafone foundation, 2017). 

despite indications of positive results, a challenge of 

such interventions is aligning preloaded and online 

resources with national curricula. As interventions are 

led by technology frms, there is a tendency to put 

more emphasis on the technical aspect of installing 

a platform than on decisions related to content, 

where actors operate in parallel. A platform available 

through Instant network schools is the Remote Area 

Community Hotspot for Education and learning 

(RACHEl), a portable server developed by the nGo World 

Possible. It ofers access to Wikipedia, Khan Academy 

modules and health information packages, among other 

resources, which can be retrieved and loaded onto mobile 

devices. Khan Academy modules have been used of-line 

by unICEf in its Raspberry Pi for learning initiative for 

refugees in lebanon, as well as in the Khan Academy’s 

own KA lite initiative. 

The key question is how these supplementary resources, 

which appear in several, often overlapping, forms, can be 

linked efectively to curricula, especially given eforts 

to include refugees in national education systems. 

new generations of these platforms, including RACHEl, 

are introducing learning management system and 

content alignment options to respond to this criticism. 

Two examples of e-learning resources from the 

syrian refugee crisis have explicitly attempted to align 

with national curricula. Tabshoura (‘Chalk’), provided 

jointly by the nGo lebanese Alternative learning, 

two international nGos and a university education 

faculty, has developed online resources for pre-schools in 

Arabic, English and french, building on moodle, a learning 

management system. Work focused from the outset on 

developing resources aligned with the 2015 lebanese 

curriculum by grade, subject and project. Teachers created 

activities suitable for both an interactive platform 

and meeting the curricular learning objectives. The 

activities were translated, edited, validated, adapted and 

digitized, and have been used with syrian refugees as a 

supplementary resource (fahed and Albina, 2016). 

launched in 2012, nafam (‘We understand’) is a free 

online education website with video content relevant to 

students from pre-primary to upper secondary. In addition 

to ofering its own original videos, it encourages teachers, 

students and parents to create videos, which make up 

one-third of the more than 10,000 videos. These cover 

over 75% of the Egyptian national curriculum, sorted 

by grade and subject. The business model is based 

on online advertising and private-sector partnerships. 

originally intended to help families that relied on expensive 

supplementary private tuition, it expanded to include 

1,000 videos covering about 35% of the syrian curriculum. 

They have been used as a supplementary resource by 

the Rumie Initiative’s learn syria, which provides tablets 

preloaded with education materials to syrian refugees 

in Jordan and Turkey, including e-textbooks from the 

syrian Education Commission (GBC, 2016; Rumie, 2018; 

Wimpenny et al., 2016). 
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Technology cannot replace participation in formal schooling and most technology-

based interventions work only as complementary or interim solutions 

Another potential technology contribution involves 

important areas not included in curricula, such as 

psychosocial support. The nGo libraries Without 

Borders, with unHCR, developed the Ideas Box. It has an 

education component that follows the usual approach of 

third-party content not aligned with curricula, but also 

includes additional information and cultural resources. 

These range from books and flms to cameras and graphic 

design software. The aim is to create a community space 

that enriches the experience of isolated communities. 

A qualitative evaluation of its deployment in two Burundi 

camps hosting Congolese refugees showed a positive 

impact in measures of resilience (lachal, 2015). 

In lebanon and Jordan, the International Rescue 

Committee (IRC), in its vroom programme, adapted 

a model developed for low-income families in 

the united states. It uses videos and animation, 

delivered through WhatsApp and facebook, to provide 

parenting techniques in the form of games and advice. 

These are combined with parenting skills sessions 

and home visits to get to the most difcult-to-reach 

families. An impact assessment suggested that parents 

who received science-based messages were more 

likely than those who received the parent-focused 

text to click on the link and watch the associated video 

(Wilton et al., 2017). 

  TECHNOLOGY CAN REACH OUT FASTER 

TO TEACHERS 

most programmes, such as Instant network schools, 

come with support to teacher professional development 

programmes. some technology-based programmes focus 

directly on teacher professional development, including 

the teacher mentoring programme in Kakuma, Kenya 

(Chapter 4). 

With funding by the us Bureau of Population, Refugees, 

and migration, the IRC developed the Connect to learn 

initiative, targeting 160 syrian refugee teachers at domiz 

refugee camp schools in dohuk province, Iraq. Ericsson 

provided hardware and software, and AsiaCall supported 

the internet connection. The initiative gave teachers 

access to custom-made training materials and let them 

connect with peers to share experiences. The objective 

was to prepare teachers to implement Healing 

Classrooms, which focuses on providing psychosocial 

support to children afected by confict through a 

compassionate classroom environment and instructional 

videos. The professional development programme 

focused on transforming technology tools into education 

resources (GIZ, 2016). 

In nigeria, a unEsCo teacher education project, 

in association with nokia, showed that teachers valued 

phone-based practice and professional guidance. 

short messages sent every day over a year helped 

primary teachers plan lessons, ask stimulating 

questions, prompt refective responses and assess 

students in English language and literacy classes. 

An evaluation showed that the approach, which reached 

70,000 teachers, helped develop professional capacities 

and bring teachers closer together in a network 

(unEsCo, 2018b). 

CONCLUSION 

Technology is increasingly used to support student 

learning and help train teachers in emergency contexts 

with limited availability of teaching and learning 

tools. A survey of 144 non-state actors engaged in 

education for syrian refugees found that 49% were 

engaged in developing and distributing technological 

education innovations (menashy and Zakharia, 

2017). many general-purpose technology tools, 

notably mobile phones, are ubiquitous even in refugee 

camps and prove useful and popular in communities 

afected by displacement, including for education. 

still, technology-based approaches have their challenges. 

They typically require high upfront investment, 

and not all groups have access to adequate electricity 

and connectivity. As with technology interventions in 

much of the world, impact evaluations often involve 

implementing organizations, with the result that a 

robust, objective research basis is lacking (Tauson and 

stannard, 2018). 

Two issues raise the main questions. A striking feature 

is that most initiatives provide content prepared for 
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very diferent learning contexts than those in which 

refugees generally fnd themselves. despite attempts 

to adapt content, compatibility with host national 

education systems is the exception. This poses a risk for 

international organizations that support such initiatives 

and also adopt the principle of inclusion of refugees in 

national education systems, as they have a responsibility 

to work with governments, which are absent from 

such interventions. It is important to recognize that 

technology cannot replace participation in formal 

schooling and that most technology-based interventions 

can work as complementary or interim solutions. 

second, many initiatives involve private-sector 

technology frms. Their motivation combines 

philanthropy and proft considerations, the latter 

ranging from brand image and innovation testing 

to, in some cases, entry into new markets. 

International organizations, which sometimes 

support such partnerships with few strings attached, 

are responsible for ensuring that they are well 

coordinated and serve the ultimate aim of including 

refugees in national education systems. 
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US$1.2�billion.�

Globally,�2.3%�of�tertiary�education�students�were�internationally�mobile�in�2017,�compared�to�

2%�in�2012,�equivalent�to�5.1�million�mobile�students.�

EU�countries�have�committed�to�ensure�that�by�2020�at�least�20%�of�graduates�experience�

part�of�their�studies�abroad,�spending�3�months�or�more�or�obtaining�at�least�15�credits�in�other�

countries.�But�non-EU�destination�countries�do�not�all�report�back�on�students’�achievements�or�

credits,�which�hampers�monitoring.�New�estimates�for�2016�suggested�the�outward�mobility�was�

10.7%,�well�below�the�target.�

After�almost�30�years�of�accumulated�experience,�evaluations�of�the�flagship�Erasmus�student�

exchange�programme�suggest�a�positive�effect�on�employment�and�career�opportunities,�

albeit�with�some�concerns�on�equity.�Credit�transfer,�qualification�framework�and�quality�

assurance�mechanisms�support�mobility�in�Europe;�replicating�them�in�aspiring�regions,�

such�as�South� eastern�Asia,�will�require�strong�commitment.�
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C H A P T E R  1 6  

4.b 

TA R G E T 4 . b 

Scholarships�
By 2020, substantially expand globally the number of 

scholarships available to developing countries, in particular least 

developed countries, small island developing States and African 

countries, for enrolment in higher education, including vocational 

training and information and communications technology, 

technical, engineering and scientifc programmes, in developed 

countries and other developing countries 

GLOBAL�INDICATOR�

4.b.1�– Volume of ofcial development assistance fows for scholarships, by sector and 

type of study 

THEMATIC�INDICATOR�

4.b.2� – Number of higher education scholarships awarded, by benefciary country 
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Data�focus�16.1:�Measuring�student�mobility�in�Europe�and�beyond...........209�

policy�focus�16.1:�Mobile�students,�mobile�policies?��

Academic�exchange�programmes�in�Europe�and Asia�...........................................211�

As�the�past�two�Global Education Monitoring Reports 

have�noted,�there�are�various�interpretations�of�what�

target�4.b�is�trying�to�achieve,�making�it�difcult�if�not�

impossible�to�clearly�identify�who�is�accountable�for�

achieving�it.�Interpretation�aside,�the�global�indicator�is�

insufciently�informative�of�global�progress,�relative�to�

achieving�the�target.�Focusing�on�‘[v]olume�of�ofcial�

development�assistance�fows�for�scholarships’�can�be�

misleading.�First,�volume�of�aid�reveals�nothing�about�

recipient�numbers.�Second,�not�all�countries�disburse�

the�bulk�of�their�scholarship�programmes�through�

aid;�in�fact,�programmes�funded�by�other�sources,�

especially�universities,�may�dwarf�ofcial�government�

scholarships.�Third,�among�countries�that�do�use�their�

aid�budgets�to�fund�scholarship�programmes,�at�least�

one‑third�of�scholarship�aid�cannot�be�assigned�to�

recipient�countries,�even�though�identifying�recipients’�

origins�is�a�key�part�of�the�target.�

To�the�extent�that�scholarship�aid�volume�illuminates�a�

trend,�evidence�shows�that�the�trend�has�been�stagnant,�

with�total�ofcial�fows�for�scholarships�remaining�

at�US$1.2�billion�in�2016,�the�same�level�as�in�2010.�

Beyond�scholarships,�donor�countries�also�disbursed�

US$1.9�billion�in�imputed�costs,�i.e.�the�costs�incurred�

by�donor�countries’�higher��

education�institutions�when�

they�receive�students�from�

developing�countries.�
The�volume�of��

scholarships�

funded�by�aid�

programmes�has�

been�stagnant�

since�2010�at�

US$1.2�billion�

Even�if�information�on�the�

number�of�scholarships�were�

available,�it�would�need�to�be�

compared�with�the�volume�

of international�student�

mobility.�Globally,�the�median�

outbound�mobility�ratio�

was�6%�in�2017.�however,�

this�refects�a�relatively�large�number�of�small�countries�

with�high�mobility�ratios.�Since�mobility�is�lower�in�

large�countries,�the�global�outbound�mobility�ratio�was�

estimated�at�2.3%,�corresponding�to�5.1�million�mobile�

students,�up�from�2%�in�2012.�While�an�increasing�share�

of�internationally�mobile�students�move�outside�their�

home�regions,�the�share�of�intra‑regional�mobility�can�be�

large.�Most�internationally�mobile�students�from�Europe�

stay�within�the�region,�their�mobility�actively�promoted�

through�the�European�Union�(EU)�Erasmus+�programme,�

an�initiative�South‑eastern�Asia�is�seeking�to�emulate�

(Policy�focus�16.1).�

The�target�aims�not�only�to�make�tertiary�education�

more�afordable�for�nationals�of�‘developing�countries,�

in�particular�least�developed�countries,�small�island�

developing�States�and�African�countries’�who�are�

academically�prepared�but�lack�fnancial�means�to�study�

abroad,�but�also�to�provide�opportunities�not�available�

in�home�countries.�Many�students�from�small�countries�

move�to�pursue�specialized�courses�that�in�large�countries�

would�only�necessitate�moving�to�another�city�or�

province,�a�diference�evidenced�by�the�strong�negative�

relationship�between�country�size�and�outbound�mobility�

ratio�(Figure�16.1).�

outbound�mobility�is�also�negatively�related�to�overall�

tertiary�participation�across�income�groups�(Figure�16.2).�

If�tertiary�students�disproportionally�come�from�wealthy�

households�that�are�also�more�likely�to�send�their�children�

to�study�abroad,�the�mobility�ratio�will�fall�as�systems�

expand�and�less�advantaged�students�gain�access�to�

tertiary�education.�however,�the�negative�slope�is�steeper�

than�that.�part�of�the�explanation�may�be�that�a�larger�

tertiary�education�system�is�associated�with�increased�

diversifcation�of�programmes,�which�increases�the�

likelihood�of�students�fnding�what�they�need�at�home.�

These�statistics�refer�to�enrolment.�Measuring�how�many�

nationals�graduate�from�tertiary�education�institutions�

abroad�has�distinct�challenges.�Notwithstanding�a�

concerted�efort�in�the�European�Union,�few�countries�

collect�such�statistics�systematically�(Data�focus�16.1).�

208 CHAPTER 16 �|�TARGET�4.b�–�ScholARShipS�
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 FIGURE 16.1 :  

Students�from�small�countries�are�more�likely�to�study�abroad�

Relationship between outbound mobility ratio and population, 2016 
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GEM StatLink:�http://bit.ly/fig16_1�

Source:�UIS�database.�

DATA FOCUS 16.1: MEASURING  

STUDENT MOBILITY IN EUROPE  

AND BEYOND 

Despite�the�focus�on�the�internationalization�of�tertiary�

education,�monitoring�developments�is�hampered�by�

data�gaps�that�stymie�even�countries�with�concrete�

policy�objectives�in�this�feld.�For�instance,�promoting�

student�mobility�is�a�centrepiece�of�the�EU�tertiary�

education�strategy�and�overall�Education�and�Training�

2020�framework.�In�2011,�the�Council�of�Ministers�

of�Education,�Youth,�Culture�and�Sport�agreed�that�

on�average�at�least�20%�of�tertiary�graduates�in�

the�European�Union�should�have�experienced�part�

of�their�studies�and�training�abroad,�including�work�

placements.�This�learning�Mobility�in�higher�Education�

2020�(lMhE2020)�benchmark�was�to�spend�at�least�

3�months�abroad�or�obtain�a�minimum�of�15�credits�in�

the�European�Credit�Transfer�and�Accumulation�System�

(ECTS).�A�similar�indicator�and�benchmark�were�defned�

for�vocational�education�and�training.�

The�benchmark�difers�from�international�student�

mobility�data�available�at�the�time.�previously,�

EU�credit�mobility�data�related�to�the�European�Union’s�

own�programmes,�such�as�Erasmus+,�and�referred�to�

enrolment.�The�UNESCo‑oECD‑Eurostat�education�

data�initiative�also�collected�student�mobility�data�in�

the�1990s�exclusively�on�enrolment.�The�lMhE2020�

benchmark�relates�to�graduation�and�requires�data�on�

both�‘credit�mobility’�and�‘degree�mobility’,�which�come�

from�diferent�sources,�refecting�their�diferent�nature.�

Credit�mobility�is�temporary�by�defnition,�with�students�

completing�their�degrees�at�home�institutions;�

therefore,�home�institutions,�typically�in�graduates’�

countries�of�origin,�provide�data�on�graduates’�credit�

mobility�experience.�For�the�purposes�of�the�benchmark,�

In�2011,�the�European�Union�agreed�that�on�average�at�least�20%�of��tertiary�

graduates�should�have�experienced�part�of��their�studies�and�training�abroad�
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 FIGURE 16.2:  

Lower�tertiary�education�opportunities�at�home�are�associated�

with�more�students�seeking�opportunities�to�study�abroad�

Relationship between outbound mobility ratio and gross enrolment 

ratio, 2016 
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a�graduate’s�country�of�origin�is�defned�as�the�country�

where�he�or�she�completed�upper�secondary.�Until�2016,�

countries�could�instead�base�their�reported�data�on�

their�national�defnition,�even�if�it�used�residence�or�

citizenship�to�defne�graduates’�country�of�origin.�

Since�2016,�however,�countries�have�reported�best�

available�estimates,�with�country�of�prior�education�

preferred�over�residence�or�citizenship.�

In�the�case�of�degree�mobility,�some�students�leave�

their�countries�of�origin�and�enrol�in�a�full�degree�

programme�abroad.�EU�countries�generally�have�no�

means�of�knowing�who�among�their�upper�secondary�

graduates�goes�on�to�graduate�from�tertiary�education�in�

another�country.�This�is�especially�true�for�third‑country�

nationals.�hence�data�on�degree‑mobile�graduates�must�

be�collected�and�reported�by�the�destination�countries�in�

which�degrees�are�obtained.�

Since�EU�secondary�graduates�are�potentially�globally�

mobile,�the�quality�of�the�European�Union’s�lMhE2020�

outward�mobility�benchmark�relies�on�information�

provided�by�other�countries.�For�EU�member�states,�

reporting�for�the�benchmark�became�mandatory�in�2015.�

While�non‑EU�countries�in�the�European�higher�Education�

Area�are�under�no�obligation,�they�have�an�incentive�to�

cooperate�so�the�benchmark�can�be�reported�for�them,�

too.�For�other�countries,�compliance�is�voluntary.�

Global�data�collection�mechanisms�were�put�in�place�

as�part�of�UNESCo‑oECD‑Eurostat�data�collection�in�

2014.�This�initiative�captures�mainly�administrative�

information,�using�a�new�methodological�manual�on�

learning�mobility�and�data�collection.�Country�coverage�

need�not�be�truly�global�to�obtain�reliable�estimates�

for�the�benchmark,�since�EU�degree‑mobile�graduates�

are�highly�concentrated�in�relatively�few�destinations�

outside�the�European�Union.�The�intention�is�to�cover�

countries�accounting�for�95%�of�global�EU�student�degree�

mobility.�So�far,�Australia,�Brazil,�Canada,�Chile,�Colombia,�

Israel,�New�Zealand�and�the�Russian�Federation�have�

provided�the�necessary�data.�Achieving�a�better�coverage�

would�require�data�from�the�United�States.�China,�India,�

Japan,�Mexico�and�the�Republic�of�Korea�are�other�main�

destinations�currently�missed.�

Degree�mobility�rates�were�frst�estimated�for�2013.�

They�were�far�below�the�20%�target,�although�they�

probably�underestimated�outward�mobility�due�to�the�

incomplete�coverage�of�destination�countries.�Even�so,�

it�is�evident�that�outward�mobility�is�substantial�in�many�

European�countries�(Figure�16.3).�
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 FIGURE 16.3:  

In�Europe,�student�mobility�increases�with�the�level�of�study�

Outward degree mobility rate by International Standard Classification of Education level, selected European countries, 2013 
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GEM StatLink:�http://bit.ly/fig16_3�

Note:�ISCED�=�International�Standard�Classification�of�Education,�including:�bachelor’s�degree�(ISCED�6);�master’s�degree�or�equivalent�(ISCED�7);�and�doctoral�

degree�or�equivalent�(ISCED�8).�

Source:�Flisi�et�al.�(2015).�

New�estimates�published�for�2016�calculate�both�degree�

and�credit�mobility�rates�for�the�frst�time.�They�suggest�

that�the�outward�mobility�rate�was�10.7%,�consisting�

of�a�credit�mobility�rate�of�7.6%�and�a�degree�mobility�

rate�of�3.1%.�The�degree�mobility�progressed�from�2.5%�

at�the�bachelor’s�level�to�4.3%�at�the�master’s�level�and�

8.4%�at�the�doctoral�level.�By�contrast,�credit�mobility�

was�highest�at�the�master’s�

level�(10.4%)�(Flisi�and�Sánchez‑

Barrioluengo,�2018).�In�2016,�

the�outward�

mobility�rate�

was�10.7%�

The�shift�in�monitoring�tertiary�

mobility�by�graduation�rather��

than�enrolment�is�a�noteworthy�

experiment.�The�EU�exercise�

demonstrates�data�collection�

challenges.�Nevertheless,�the�wider�international�

community�should�assume,�despite�the�target�4.b�

wording,�that�the�ultimate�aim�of�scholarships�is�

to�increase�opportunities�for�mobile�students�from�

developing�countries�not�only�to�enrol�in�tertiary�

abroad�but�also�to�graduate.�

POLICY FOCUS 16.1: MOBILE  

STUDENTS, MOBILE POLICIES?  

ACADEMIC EXCHANGE  

PROGRAMMES IN EUROPE  

AND A SIA 

Enrolling�in�a�tertiary�education�programme�abroad�

can�be�administratively�challenging�and�may�seem�

difcult�to�justify�for�the�sake�of�one�or�two�semesters.�

Institutionalized�programmes�can�greatly�support�

short‑term�student�mobility.�While�many�institutions�

maintain�bilateral�relationships�with�partners�abroad,�

institutionalizing�mobility�at�the�regional�level�greatly�

expands�opportunities.�

The�largest�and�most�prominent�programme�is�the�

European�Community�Action�Scheme�for�the�Mobility�

of�University�Students,�or�Erasmus,�introduced�in�

1987.�participants�study�for�3�to�12�months�in�another�

European�country,�and�home�institutions�count�these�

courses�towards�their�degrees.�
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Erasmus�is�the�largest�student�

exchange�programme�in�the�world�

Under�the�Erasmus�Charter�for�higher�Education,�

receiving�institutions�provide�all�necessary�student�

support,�including�exemption�from�fees�for�tuition,�

registration,�examination,�and�laboratory�and�library�

access.�Students�may�receive�a�travel�and�subsistence�

grant�of�up�to�EUR�350�per�month,�depending�on�living�

costs�(European�Commission,�2018b).�The�programme,�

known�as�Erasmus+�since�2014,�now�covers�education�

and�training,�youth�and�sport,�academic�staf�and�a�

student�loan�guarantee�facility.�The�budget�increased�

from�EUR�9�billion�for�2007–2013�to�EUR�14.8�billion�for�

2014–2020�(European�Commission,�2018a).�The�most�

substantial�part�of�the�budget�is�promotion�of�a�

‘European�dimension’�in�education�and�training�(78%)�

and,�within�this�strand,�higher�education�(33%�of�the�total)�

(European�Commission,�2018a).�Funding�of�Erasmus+�

is�scheduled�to�double�to�EUR�30�billion�for�2021–2027�

(ICEF�Monitor,�2018).�

During�the�frst�three�years�of�Erasmus+,�student�

and�staf�mobility�increased�to�1�million�participants,�

mostly�undergraduates.�Some�3,900�higher�education�

institutions�were�awarded�mobility�grants�in�2016�alone�

(European�Commission,�2017).�The�average�cost�was�

estimated�at�EUR�1,500�per�participant,�or�around�EUR�15�

per�participant�per�day�(European�Commission,�2018a).�

  THERE ARE SEVERAL WAYS TO EVALUATE 

ERASMUS’ EFFECTIVENESS 

Evaluating�the�success�of�Erasmus‑supported�student�

mobility�needs�to�take�both�system�outputs�and�

individual�outcomes�into�account.�

At�the�system�level,�Erasmus�triggered�the�development�

of�what�is�now�called�the�ECTS,�which�recognizes�

workload�and�achieved�learning�outcomes�based�on�

comparable�quality�assurance�standards�(European�

Commission,�2015).�Since�its�creation�in�1989,�the�ECTS�

has�been�applied�to�all�modes�of�delivery,�as�well�as�

to�non‑formal�and�informal�learning�contexts�outside�

universities.�All�Erasmus+�students�receive�formal�

recognition�of�participation.�In�addition,�80%�receive�full�

and�15%�partial�academic�recognition�of�their�learning�

outcomes.�Recognition�is�also�strong�in�vocational�

education�and�training�programmes�(88%�of�learning�

outcomes)�(European�Commission,�2018a).�

At�the�individual�level,�Erasmus’�aim�has�been�to�

enhance�participants’�skills,�employability�and�

intercultural�awareness,�providing�opportunities�to�

explore�European�values�and�citizen�identity�with�the�

aim�of�promoting�social�cohesion.�Around�9�out�of�

10�participants�reported�that�it�increased�their�resilience,�

open‑mindedness,�curiosity,�readiness�to�take�on�

new�challenges,�tolerance�towards�others’�values�and�

behaviours,�and�ability�to�cooperate�with�diverse�people�

(European�Commission,�2014).�Although�diferences�

between�Erasmus�alumni�and�non‑mobile�students�are�

small,�students�who�studied�abroad�had�more�positive�

attitudes�towards�immigration�and�minorities�(European�

Commission,�2018a).�The�proportion�of�Erasmus�alumni�

pursuing�further�education�or�professional�training�as�

their�main�activity�5�to�10�years�after�graduation�was�

more�than�twice�as�high�(9%)�as�among�non‑participants�

(4%)�(European�Commission,�2016).�

however,�one�should�not�interpret�such�fndings�

uncritically.�It�is�important�to�evaluate�the�impact�

of�participation�on�such�outcomes,�controlling�for�

potentially�unobserved�diferences�between�participants�

and�non‑participants�(hauschildt�et�al.,�2015;�Schnepf�

et�al.,�2017).�For�instance,�participants�may�come�

from�more�privileged�backgrounds,�which�would�

improve�their�future�education�and�employment�

chances�regardless�of�the�mobility�experience.�In�the�

United�Kingdom,�about�4.4%�of�students�from�high�

socio‑economic�backgrounds�participated�in�Erasmus�in�

2015/16�compared�with�2.8%�from�low�socio‑economic�

backgrounds.�This�gap�has�increased�over�time�(Schnepf,�

2018).�Nevertheless,�good‑quality�data�from�Italy�and�

the�United�Kingdom�indicate�that�European�student�

mobility�positively�afected�employability�(Schnepf�and�

D’hombres,�2018).�

Selectivity�reduces�the�potential�of�student�mobility�

to�develop�a�European�identity.�Even�before�leaving�

to�study�abroad,�participants�are�highly�educated�and�

display�a�more�positive�relationship�towards�Europe�

than�non‑participants�(Kuhn,�2012).�Some�studies�have�

drawn�attention�to�other�nuances�that�limit�efectiveness.�

Erasmus�students�tend�to�mingle�with�other�participants,�

especially�those�of�their�nationality,�and�have�limited�

high‑quality�interaction�with�native�students�(Sigalas,�
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2010).�Driving�factors�of�student�mobility,�such�as�

language�similarity�and�spatial�proximity,�mean�that�

many�student�mobility�fows�are�concentrated�in�

particular�countries�(Balá��et�al.,�2018).�
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Erasmus’�success�has�inspired�recent�attempts�to�adapt�

European�experiences�and�practices�in�South‑eastern�

Asia.�In�2015,�the�Association�of�Southeast�Asian�

Nations�(ASEAN)�and�the�European�Union�launched�the�

EU�Support�to�higher�Education�in�the�ASEAN�Region�

(ShARE)�project�to�harmonize�regional�tertiary�education�

systems�and�build�an�intra‑ASEAN�student�mobility�

programme�funding�400�scholarships�across�32�public�

and�private�universities�(Rasplus,�2018).�

Greater�harmonization�and�mobility�require�coordination�

among�government�departments,�quality‑assurance�

agencies,�regional�organizations�(including�the�Southeast�

Asian�Ministers�of�Education�organization’s�Regional�

Center�for�higher�Education�and�Development)�and�the�

ASEAN�University�Network.�Three�credit�transfer�systems�

coexisted,�and�students,�academics�and�administrative�

staf�have�had�little�confdence�that�studies�abroad�

would�be�recognized�(ShARE,�2016;�Yavaprabhas,�2014).�

Systems�needed�to�identify�tools�to�compare�student�

outcomes�efectively,�following�accumulated�practices�

and�experiences�of�the�Bologna�process,�instead�of�simply�

calculating�credit�points�(Yonezawa�et�al.,�2014).�

Despite�progress�in�establishing�qualifcation,�

mutual�recognition,�quality�assurance�and�credit�transfer�

frameworks,�a�regional�higher�education�area�is�still�at�

a�very�early�stage�of�implementation.�only�7%�of�total�

ASEAN�outbound�student�mobility�is�within�the�region�

and�most�students�prefer�to�study�in�Malaysia,�Singapore,�

Thailand�and�Viet�Nam.�Cultural�and�geographic�proximity�

play�a�role.�Indonesians�tend�to�study�in�Malaysia,�

for�instance�(Chao,�2017).�lack�of�rich�student‑level�data�

currently�hinders�better�understanding�of�mobility�

patterns,�so�ShARE�plans�to�improve�data�quality�to�

manage�mobility�(ShARE,�2017).�

The�success�of�student�mobility�in�Europe�owes�much�

to�close�ties�and�established�political�cooperation�

mechanisms�between�countries.�Such�mechanisms�are�

still�being�developed�in�much�of�Asia.�Inter‑institutional�

agreements�may�therefore�be�an�alternative�driver�

of�integration.�Collective�Action�for�Mobility�program�

of�University�Students�(CAMpUS�Asia),�an�exchange�

programme�funded�by�the�Japanese�Ministry�of�

Education,�Culture,�Sports,�Science�and�Technology,�

aims�to�establish�a�network�of�universities�with�China�

and�the�Republic�of�Korea�to�improve�competitiveness�in�

the�international�academic�market�and�develop�leaders�

(Chun,�2016).�

CONCLUSION 

After�almost�30�years�of�accumulated�experience,�

stakeholders�in�EU�member�states�recognize�the�benefts�

of�mobility�and�the�signifcance�of�harmonization�

to�support�it.�Evaluations�of�the�fagship�Erasmus�

programme�suggest�a�positive�efect�on�employment�

and�career�opportunities.�Many�important�structures�

are�in�place�in�the�European�higher�Education�Area�to�

facilitate�mobility,�including�diploma�supplements,�the�

European�Qualifcations�Framework,�quality‑assurance�

registries�and�networks,�the�ECTS�and�coordination�of�

academic�calendars.�Replicating�these�structures�in�other�

regions�will�require�strong�political�will�and�commitment,�

but�the�eforts�in�South‑eastern�Asia�represent�a�

promising�example.�

Despite�progress�in�establishing�qualification,�mutual�recognition,�quality�assurance�

and�credit�transfer�frameworks,�a�higher�education�area�in�South‑eastern�Asia�is�still�

at�a�very�early�stage�of�implementation�
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Ekhlas is a refugee who was forced to fee 

the outbreak of civil war in Sudan with her 

mother, father and three younger brothers 

in 2003 and who has become an English 

Language Learner teacher in Portland, Maine. 

CREDIT:  Heather Perry/UNHCR 

K E Y M E S SAG E S  

Internationally comparable data on teacher indicators remain surprisingly scarce. Relatively few  

countries report even a basic headcount of teachers, and that does not take teaching hours,  

teachers in administr ative positions and other complexities into account. 

Using national definitions, 85% of primary teachers globally were trained in 2017, a decline of  

1.5  percentage points since 2013. Only 64% of primary teachers were trained in sub-Saharan Africa,  

where some countries’ ability to maintain entry standards while recruiting teachers at high rates is  

stretched. In Niger, 13% of primary teachers were newly recruited in 2013, one of the highest rates,  

but only 37% of them were trained. 

Only 51% of countries have the minimum data to estimate teacher attrition rates. Moreover,  

available da ta are not always straightforward to interpret. They may refer only to public schools,  

as in U  ganda, or may cover regions without accounting for cross-regional mobility, as in Brazil. 

Caution is needed in interpreting attrition estimates. Monitoring individual teachers in Australia,  

revealed that 83% of those who left returned within two years, at least half of them from paid leave. 

International teacher migration can improve teacher access to professional development  

opportunities and host countries’ teaching force diversity. But it can also result in sending systems  

and migrating teachers suffering losses. Regulations and monitoring of recruitment, hiring and  

working conditions are needed to protect them. 
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C H A P T E R  1 7  

4.c 

TA R G E T  4 . c  

Teachers 
By 2030, substantially increase the supply of qualifed teachers, including 

through international cooperation for teacher training in developing countries, 

especially least developed countries and small island developing States 

GLOBAL INDICATOR 

4.c.1 – Pr oportion of teachers in: (a) pre-primary education; (b) primary education; (c) lower secondary 

education; and (d) upper secondary education who have received at least the minimum organized 

teacher training (e.g. pedagogical training) pre-service or in-service required for teaching at the relevant 

level in a given country 

THEMATIC INDICATORS 

4.c.2  – Pupil-trained teacher ratio by education level 

4.c.3  – Percentage of teachers qualifed according to national standards by level and type of institution 

4.c.4  – Pupil-qualifed teacher ratio by education level 

4.c.5 – Average teacher salary relative to other professions requiring a comparable level of qualifcation 

4.c.6 – Teacher attrition rate by education level 

4.c.7  – Percentage of teachers who received in-service training in the last 12 months by type of training 
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Data�focus�17.1:�Teacher�attrition�is�hard�to�estimate�accurately�.....................217�

Policy�focus�17.1:�Teacher�migration�brings�benefts�and�risks�.......................... 219�

G
athering�internationally�comparable�data�on�

teacher‑related�indicators�for��sDG�4�remains�

surprisingly�challenging.�Even�using�the�most�basic�

defnition�of�pupil/teacher�ratio�–�a�headcount�of��

the�number�of��teachers,�which�does�not�account�

for�actual�number�of��teaching�hours,�teachers�in�

non‑teaching�administrative�positions�and�numerous�

other�complexities�–�relatively�few�countries�are�

able�to�generate�the�relevant�data,�especially�for��

secondary�educa� tion.�

Using�national�defnitions,�85%�of�primary�teachers�globally�

were�trained�in�2017,�a�decline�of�1.5�percentage�points�

since�2013.�The�indicator�is�lowest�in�sub‑saharan�Africa�

(64%)�and�southern�Asia�(71%).�There�is�no�global�average�

of�the�percentage�of�trained�teachers�at�the�secondary�

education�level,�but�there�are�data�for�some�regions,�

such�as�sub‑saharan�Africa�(50%)�and�Latin�America�and�

the�Caribbean�(80%),�where�the�respective�pupil/trained�

teacher�ratios�were�43:1�and�21:1�(Table 17.1).�

While�available�fgures�on�pupil/trained�teacher�ratios�

in�secondary�education�appear�low�in�the�few�regions�

and�subregions�for�which�data�are�available,�except�

in�sub‑saharan�Africa,�secondary�enrolment�must�

grow�dramatically�in�many�countries�to�reach�sDG�4.�

What�happens�when�recruitment�of�trained�teachers�fails�

to�keep�pace�with�enrolment�is�evident�at�the�primary�

level.�In�sub‑saharan�Africa,�while�some�countries�recruit�

teachers�at�high�rates,�doing�so�can�stretch�their�ability�

to�maintain�entry�standards�as�long�as�teacher�education�

capacity�remains�limited.�In�Niger,�where�13%�of�primary�

teachers�were�newly�recruited�in�2013,�only�37%�of�these�

 TABLE 17.1 :  

Selected trained and qualified teacher indicators by education 

level, 2017 or latest available year 

Region 

Trained teachers
 (%) 

Pupil/trained 
teacher ratio 

Pupil/qualified 
teacher ratio 

P
ri

m
ar

y

Se
co

nd
ar

y

P
ri

m
ar

y

Se
co

nd
ar

y

P
ri

m
ar

y

Se
co

nd
ar

y
 

World 85 … 28 … 26 18 

Sub-Saharan Africa 64 50 60 43 53 29 

Northern Africa and Western Asia 84 … 23 … 21 15 

Northern Africa 84 78 27 21 24 17 

Central and Southern Asia 72 … 48 … 38 … 

Central Asia 99 96 22 10 22 10 

Eastern and South-eastern Asia … … … … 19 16 

South-eastern Asia 97 94 19 19 21 19 

Latin America and the Caribbean 89 80 24 21 … … 

Oceania … … … … … … 

Europe and Northern America … … … … … … 

Low income 74 … 53 … 49 … 

Lower middle income 76 … 39 … 34 24 

Upper middle income … … … … 20 15 

High income … … … … … … 

Note:�Ratios�calculated�on�the�basis�of�teacher�headcounts.�
Source:�UIs�database.�

were�trained.�Angola,�Benin,�Malawi�and�Mali�had�high�

expansion�rates�of�the�primary�teaching�force�but�less�

than�half�the�new�recruits�were�trained.�By�contrast,�

at�relatively�high�rates�of�expansion,�all�new�recruits�were�

trained�in�Burkina�Faso,�Chad,�Congo�and�Côte�d’Ivoire�

(Figure 17.1).�

Using�national�definitions,�85%�of�primary�teachers�globally�were�

trained�in�2017,�a�decline�of�1.5�percentage�points�since�2013�
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 FIGURE 17.1 :  

Teacher education standards are difficult to maintain 

with higher recruitment rates 

Rate of new teacher recruitment and percentage of trained 

teachers, primary education, selected sub-Saharan African 

countries, 2010–2014 
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�GEM StatLink:�http://bit.ly/fig17_1�
Source:�UIs�database.�

high�recruitment�rates�do�not�always�indicate�education�

expansion;�they�may�also�be�necessary�to�replace�

teachers�who�are�leaving.�Although�reliable�data�on�

attrition�are�patchy,�some�estimates,�especially�in�

high�income�countries,�suggest�high�attrition�rates�

among�new�teachers.�Other�evidence�implies�that�

most�teachers�who�appear�to�leave�do�so�for�family�

reasons�and�return�to�the�profession�within�two�years�

(Data focus 17.1).�

Teachers�who�migrate�to�take�up�positions�in�richer�

countries�are�a�distinct�phenomenon�that�plagues�

many�smaller�and�poorer�countries.�On�the�other�

hand,�not�all�demand�for�trained�teachers�has�to�be�

flled�by�increasing�the�number�of�teachers�being�

trained;�trained�teachers�can�be�recruited�from�abroad,�

although�challenges�with�qualifcation�recognition�and�

exploitation�after�moving�are�rife�(Policy focus 17.1).�

There�is�little�comparable�evidence�on�teachers’�

international�experiences�and�attitudes�towards�

diversity.�An�expected�addition�to�the�sDG�4�knowledge�

base�is�a�module�on�equity�and�diversity�in�the�2018�

Teaching�and�Learning�International�survey�(TALIs),�

which�covers�49�education�systems.�It�is�run�by�

the�Organisation�for�Economic�Co‑operation�and�

Development�(OECD),�which�expects�to�make�results�

available�in�mid‑2019.�The�module�collects�information�

on�how�much�time�teachers�have�spent�abroad,�

whether�it�was�for�professional�purposes,�how�the�

experience�shaped�their�teaching�in�a�culturally�diverse�

environment,�how�confdent�they�feel�teaching�students�

from�diverse�backgrounds,�and�what�practices�they�

use.�A�question�on�teachers’�country�of�birth�was�made�

optional;�only�Alberta�(Canada),�New�Zealand�and�

the�United�states�chose�to�include�it.�Although�a�few�

countries�opted�out,�TALIs�also�includes�questions�on�

multiculturalism,�which�ofer�an�opportunity�to�compare�

teacher�perspectives�with�those�of�students,�which�

are�collected�through�the�2018�OECD�Programme�for�

International�student�Assessment�global�competence�

module�and�the�IEA�International�Civic�and�Citizenship�

study�(Le�Donné,�2018).�

DATA FOCUS 17.1:  

TEACHER  ATTRITION IS HARD  

TO ES TIMATE ACCURATELY 

The�recommendation�to�include�the�teacher�attrition�

rate�as�a�thematic�indicator�in�the�sDG�4�monitoring�

framework�was�based�on�the�belief�that�attrition�

might�refect�low�motivation.�Reducing�avoidable�

teacher�attrition�might�prove�more�feasible�and�

cost‑efective�than�attempting�to�increase�teacher�

education�massively.�

Only�51%�of�countries�have�the�minimum�data�to�

estimate�attrition�rates:�current�year�data�on�total�

teachers�and�new��teachers�

and�previous�year�data�on�

total�teachers.�Availability�

is�low�even�in�high�income�

and�otherwise�data‑rich�

countries�(UIs,�2016).

Moreover,�available�data�are�

not�always�straightforward�

to�in� terpret.�

Only�51%�of��

countries�have�the�

minimum�data�to�

estimate�teacher��

attrition�rates�

Accurate�estimates�require�personnel�data�that�assign�

identifcation�numbers�so�individuals�can�be�traced�as�
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they�qualify,�enter,�exit�and�re‑enter�the�profession.�Data�

should�distinguish�among�diferent�entrants,�including�re‑

entrants,�and�leavers�(Table 17.2).�Teacher�trajectories�are�

often�not�linear.�A�fve�year�tracer�study�of�a�small�sample�

of�swedish�teachers�found�that�many�left�temporarily,�

some�motivated�by�the�desire�to�re‑enter�with�enhanced�

teaching�skills�(Lindqvist�et�al.,�2014).�

such�personnel�data�should�be�integrated�at�the�national�

level.�school�districts�can�typically�only�estimate�

turnover�from�teachers’�current�location�and�cannot�

follow�those�moving�outside�a�jurisdiction�(Macdonald,�

1999).�Unfortunately,�much�research�on�determinants�

of�teacher�retention�sufers�from�this�limitation,�

including�longitudinal�studies�from�the�United�states�at�

the�state�level�(Boyd�et�al.,�2008;�Plecki�et�al.,�2017)�or�

district�level�(Nicotera�et�al.,�2017).�

In�Brazil,�teachers�are�registered�at�the�municipal�and�

state�levels,�but�there�is�no�aggregate�information�about�

attrition�rates�at�the�federal�level.�The�National�Institute�

for�Educational�studies�and�Research,�the�research�arm�

of�the�Ministry�of�Education,�collects�information�on�

teacher�numbers�annually�but�does�not�have�access�to�

the�number�of�new�entrants�at�the�national�level.�It�also�

collects�information�on�the�regularity�of�the�teaching�

staf,�but�that�indicator�is�calculated�on�teacher�tenure�

at�the�school�level,�taking�fve�year�periods�as�the�unit�of�

analysis�(INEP,�2018).�

A�similar�problem�appears�in�countries�with�diversifed�

provision.�Available�data�may�account�for�attrition�in�

public�schools�but�not�in�private�or�unrecognized�schools.�

A�large�share�of��the�workforce�may�consist�of�contract�

teachers�but�attrition�data�refer�only�to�civil�servants.�

In�Uganda,�where�both�issues�are�present,�data�from�

the�education�management�information�system�(EMIs)�

capture�only�public�schools�and�suggest�low�attrition�

rates:�4%�for�primary�and�5%�for�secondary�teachers�

(UNEsCO,�2014).��

Attrition�estimates�are�also�afected�by�how��

part‑time�and�multigrade�teachers�are�classifed,�

whether��transitions�in�arrangements�are�captured�

as�attrition,�and�ho� w�extended�maternity�leave�is�

categorized.�specifc�inf� ormation�should�be�recorded�to�

make�results�relevant�both�for�understanding�potential�

efects�of�policies�and�for�planning�human�resources�

(e.g.��distinguishing�types�of��termination,�such�as�

retirement,�long‑term�leave�or�layof)�(Finster,�2015).��

In�U� ganda,�among�teachers�who�exited,�25%�had�died�

or�retired�(due�to�age�or�illness),�21%�had�resigned,�

 TABLE 17.2:  

Yearly dynamics of teacher leaving and entry or re-entry 

Ret˝red Left Other reason 
Poo� of 

qua�˝f˝ed tea�hers 

Graduates of 
tea�her edu�at˝on 

programmes 

New re�ru˝ts Stayed Re�entrants 

Last year’s tea�her workfor�e 

Source:�Based�on�OECD�(2005).�
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15%�had�been�dismissed�and�10%�had�been�� transferred�to�

non‑teaching�posts;�no�cause�was�established�for��the�rest�

(UNEsCO,�2014).�

some�administrative�data�sources�ofer�good�insights�

into�why�teachers�leave�schools�or�the�profession.�

Research�from�Chile,�sweden�and�the�United�states�found�

higher�attrition�among�teachers�who�are�less�experienced;�

more�qualifed�and,�therefore,�more�employable�

elsewhere;�placed�in�more�challenging�or�rural�schools;�

inadequately�paid;�or�on�short‑term�contracts�(Ávalos�and�

Valenzuela,�2016;�Borman�and�Dowling,�2008;�Lindqvist�

et�al.,�2014).�

some�countries�conduct�specialized�surveys.�

Chile’s�L� ongitudinal�Teacher��survey�was�linked�with�

other�data�sources�to�generate�valuable�insights�

(Cabezas�et�al.,�2011).�surveys�that�are�not�specifc�

to�education�or��teachers�can�also�provide�valuable�

information�on�attrition�and�aspects�of�job�satisfaction.�

Longitudinal�da� ta�from�the�household,�Income�and�

Labour�Dynamics�in�Australia�survey�over�2001–2013�

showed�that�14%�o� f��teachers�left�the�profession�each�

year,�on�average.�Allowing�for�moves�between�education�

levels,�attrition��was�20%�for�primary�and�18%�for��

secondary�teachers.�But�mos� t�teachers�who�left�returned,�

83%��within�two�years.�At�least�half�of��those�were�on�paid�

leave,�suggesting�maternity�leave�(Jha�and�Ryan,�2017).�

Policy‑makers�are�particularly�concerned�about�retaining�

newly�qualifed�teachers�(UNEsCO,�2009).�Attrition��tends�

to�be�higher�in�the�frst�few�years�than�in�mid‑career��

(Goldring�et�al.,�2014).�however,�newly�qualifed�r� etention�

estimates�vary�by�information�source.�In��the�Netherlands,�

the�estimates�difered,�for�instance,�between�studies�

based�on�samples�of�university�teacher�education�

graduates�and�those�based�on�government�website�

information�on�entrants�into�teacher�education.�

A��comparison�of��these�diferent�sources�suggested�an�

attrition�rate�of�12%–13%�fve�years�after�graduation�as�

the�most�reliable�estimate,�which�is�much�lower��than�

that�reported�in�other�high�income�countries�(den�Brok�

et�al.,�2017).�But�it�is�consistent�with�other�recent�studies�

arguing�that�the�attrition�of�newly�qualifed�teachers�is�

not�well�understood�(Weldon,�2018).�

Despite�the�importance�of�estimating�teacher�attrition�

rates,�available�sources�of�information�tend�to�be�either�

insufciently�comprehensive�in�their�coverage�of�the�

teacher�labour�market�(e.g.�across�levels�or�sectors)�

or�insufciently�detailed�in�monitoring�individuals�over�

time.�Both�factors�suggest�that�reported�attrition�rates�

may�be�overestimated.�

Available�data�tend�to�be�insufficiently�

comprehensive�or�insufficiently�detailed�

to�monitor��teacher�attrition�accurately�

POLICY FOCUS 17.1:  

TEACHER MI GRATION BRINGS  

BENEFITS AND RISKS 

Teacher�migration�has�drawn�considerably�less�research�

than�the�migration�of�other�skilled�professionals,�such�as�

nurses,�doctors�and�engineers.�Like�many�of�these�

professions,�teaching�is�typically�regulated,�subject�to�

specifc,�often�rigid,�qualifcation�requirements�that�difer�

by�jurisdiction.�such�obstacles�have�not�deterred�

hundreds�of�thousands�of�teachers�from�migrating�

between�countries.�The�size�of��

some�fows�causes�teacher��

shortages�for�sending�countries.��some�teacher��

migratory�flows�

cause�shortages�

for�sending�

countries�

Like�other�migrants,�teachers�

may�be�motivated�by�a�mix�

of�economic�and�other�push�

and�pull�factors.�In�south�

Africa,�teachers’�perceptions�of��

relative�deprivation�was�a�main�

reason�to�migrate�to�the�United�Kingdom�(Manik,�2014).�

Political�instability,�discrimination,�and�poor�training�

facilities�and�working�conditions�are�other�factors�that�

contribute�to�teacher�migration�(Ridge�et�al.,�2017).�

Lack�of�modern�infrastructure,�scarcity�of�teaching�

materials�and�inadequate�research�equipment�push�

Nigerian�academics,�for�instance,�to�seek�work�abroad�

(IOM,�2014).�

 TEACHING IS A REGULATED PROFESSION IN 

MANY COUNTRIES 

Many�countries�regulate�the�teaching�profession.�specifc�

authorities�assess�and�recognize�competences�and�

qualifcations,�and�gatekeeping�mechanisms�limit�access�

to�teaching�positions�to�those�with�country‑specifc�
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Many�countries�limit�access�to�teaching�positions�to�

those�with�country‑specific�professional�qualifications�

professional�qualifcations.�In�sweden,�teachers,�including�

pre‑school�teachers,�must�be�registered�with�the�

National�Agency�for�Education,�which�issues�a�qualifed�

teacher�status�certifcation�(skolverket,�2018).�

It�may�not�be�possible�to�complete�the�process�to�

be�recognized�as�a�qualifed�teacher�before�moving.�

In�Australia,�the�qualifcation�recognition�process�must�be�

completed�onshore,�and�English�language�is�mandatory�

(IOM,�2013).�In�Quebec,�Canada,�the�French�language�

test�required�for�access�to�the�profession�is�a�barrier�to�

many�migrant�teachers�(Niyubahwe�et�al.,�2013).�A�review�

of�teachers�migrating�to�Australia,�Germany,�Israel,�

New�Zealand,�south�Africa,�the�United�Kingdom�and�the�

United�states�showed�that�qualifcation�recognition�was�a�

major�challenge�(Bense,�2016).�

Immigrants’�under‑representation�among�teachers�may�

refect�such�barriers.�Even�in�Australia,�which�actively�

recruits�skilled�migrants�and�where�27%�of�the�population�

was�born�overseas,�immigrants�made�up�16%�of�primary�

teachers�and�19%�of�secondary�teachers�in�2013�

(McKenzie�et�al.,�2014).�Recruitment�regulations�may�

mean�that�uncoordinated�or�ad�hoc�teacher�migration�

fails�to�provide�access�to�the�labour�market�abroad.�

Only�47%�of�migrant�Zimbabwean�teachers�in�south�

Africa�were�working�in�the�sector�(Crush�et�al.,�2012).�

  

 

MANY TEACHERS MIGRATE BETWEEN 

GLOBAL SOUTH AND NORTH 

Migrant�teachers�may�be�recruited�through�bilateral�

processes�or�recruitment�agencies,�or�simply�be�

employed�as�individuals�who�come�to�a�country�

independently,�often�ending�up�in�temporary�positions.�

According�to�the�Database�on�Immigrants�in�OECD�and�

non‑OECD�Countries�(DIOC),�Canada,�Germany,�the�

United�Kingdom�and�the�United�states�have�among�

the�largest�numbers�of�immigrant�teachers.�There�

were�almost�195,000�migrant�teachers�in�Canada,�

with�India,�the�United�Kingdom�and�the�United�states�

as�top�sending�countries.�In�the�United�states,�there�

were�at�least�143,000,�an�analysis�of�2010�DIOC�data�

by�the�Global Education Monitoring Report�team�showed.�

Overall,�8%�of�teachers�were�born�abroad�(startz,�2017).�

Teacher�qualifcation�regulations�often�relate�to�language�

skills;�thus�many�large�fows�are�between�countries�with�

linguistic�and�cultural�commonalities.�Teachers�from�

other�English‑speaking�countries,�in�particular�the�

United�Kingdom,�are�among�the�largest�groups�in�

Australian�schools,�while�Australians�are�well�represented�

in�the�UK�teaching�force.�Teachers�from�Egypt�and�other�

Arab�countries�played�a�key�role�in�scaling�up�education�

systems�in�the�period�after�the�discovery�of�oil�in�the�

Gulf�states.�This�example�also�illustrates�how�exposed�

immigrant�teachers�are�to�the�vagaries�of�immigration�or�

education�policies�(Box 17.1).�

Migration�based�on�language�fuency�includes�the�

relatively�recent�trend�of�hiring�international�native�English�

speakers.�In�hong�Kong,�China,�the�Native‑speaking�

English�Teacher�scheme�aimed�to�enhance�English�

language�learning�through�exposure�to�native�anglophone�

teachers.�similar�programmes�place�native‑speaking�

language�instructors�in�public�primary�and�secondary�

schools�in�many�European�countries�(European�

Commission,�2017a).�

International�private�schools�also�work�to�attract�teachers�

from�abroad.�There�were�8,000�private�English‑language�

schools�worldwide�in�2016,�and�their�number�is�projected�

to�double�by�2025�(OFsTED�and�Wilshaw,�2016).�In�2015,�

18,000�teachers�left�the�United�Kingdom,�and�about�

100,000�British�teachers�worked�abroad�in�international�

schools�full‑time�during�that�school�year,�making�the�

United�Kingdom�the�world’s�biggest�‘exporter’�of�teachers�

(Wilshaw,�2016).�

Teacher�qualification�regulations�often�
relate�to�language�skills;�thus�many�
large�flows�are�between�countries�with�
linguistic�and�cultural�commonalities�
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BOX 17.1 : 

Arab teacher migration to the Gulf States has 

evolved over two generations

Education systems in countries of the Gulf Cooperation Council 

(GCC) expanded dramatically from the mid-20th century with the 

discovery of oil and gas. Although these countries had no teacher 

training programmes until the 1960s, they could offer high 

salaries, attracting teachers from other Arab countries to scale up 

their systems (Kapiszewski, 2006; Ridge et al., 2017).

Initially, recruitment was via government-to-government circular 

labour migration programmes. Over time, formal opportunities 

declined as many GCC education ministries stopped requesting 

teachers through these programmes. Arab teachers continued to 

move to GCC countries, however, seeking jobs independently or 

through employment agencies (Ridge et al., 2017).

Arab teachers in GCC countries faced numerous challenges, 

both economic and non-economic. Working conditions were 

often unstable and long-term contracts lacking. Teachers often 

supplemented their salaries by tutoring. A study of grade 12 

students in the United Arab Emirates found that 65% received 

private tutoring by mostly male tutors, 65% of whom came from 

Egypt and 29% from other Arab countries (Farah, 2011).

Expatriate Arab teachers maintained a strong presence until 

relatively recently. In Qatar, they made up about 87% of teachers 

in government schools in 2013. In the United Arab Emirates, 90% 

of teachers in government boys’ schools and 20% in girls’ schools 

were expatriate Arabs in 2010/11. However, in that academic year 

the Abu Dhabi Education Council instituted a new curriculum 

model to introduce English as the language of instruction by 

2030 (Ridge et al., 2017). This policy initiative reflected rapid 

cultural changes. In a survey of Arab youth aged 18 to 24, 

two-thirds of respondents in GCC countries reported speaking 

more English than Standard Arabic in their daily lives (Arab Youth 

Survey, 2017).

Egyptian and Jordanian teachers in Emirati schools are being 

replaced by English-speaking recruits, largely from high income 

countries, who are hired under much more favourable terms 

and afforded generous benefits. By contrast, Jordanian Emirati 

teachers reported wage discrimination and absence of support 

(EI, 2016).

TEACHER MIGRATION CAN CREATE SHORTAGES 

IN SENDING COUNTRIES

Partly as a result of teacher migration, the 

United Kingdom is experiencing its own shortages. 

Recruiting teachers from Jamaica and South Africa 

creates a global domino e
ect. To alleviate its shortages, 

South Africa recruits teachers from abroad, especially 

Zimbabwe (Figure 17.2). With 35,000 teachers leaving 

Zimbabwe for Botswana, South Africa and the 

United Kingdom during the crisis years in the 2000s, 

the Zimbabwe education system was seriously a
ected 

(de Villiers and Weda, 2017).

FIGURE 17.2: 

Two out of three migrant teachers in South Africa came 

from Zimbabwe

Migrant teachers by sending country, South Africa, 2010

61%

9%

7%

5%

4%

14%

Zimbabwe Ghana Nigeria Lesotho D. R. Congo Others

GEM StatLink: http://bit.ly/fig17_2 

Note: ‘Others’ includes India, Eswatini , Uganda, the United 

Kingdom and Zambia.

Source: Keevy et al. (2014).

Caribbean countries have experienced high teacher 

emigration in recent decades, not least due to active 

recruitment e
orts from the United Kingdom and the 

United States. Facing shortages in public schools in 

the early 2000s, the New York City Board of Education 

increased international recruitment, attracting hundreds 

of teachers from the Caribbean, particularly Jamaica 

http://bit.ly/fig17_2
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and�Barbados�(Penson�and�Yonemura,�2012):�350�came�

from�Jamaica�in�2001�alone�(hadley�Dunn,�2013).�

For�small�island�states,�even�relatively�few�emigrating�

teachers�can�create�signifcant�shortages�(Bense,�2016).�

The�loss�for�sending�countries�can�be�considerable,�both�

in�terms�of�their�investment�in�the�training�and�education�

of�these�professionals�and�for�the�education�system�as�

a�whole.�hard‑to‑replace�mathematics,�physics,�science�

and�computer�science�teachers�are�the�most�prone�to�

move�abroad.�These�are�ofcially�recognized�as�shortage�

occupations�in�many�European�countries,�including�the�

United�Kingdom�(United�Kingdom�Government,�2016);�

as�such,�they�are�less�constrained�by�requirements�

for�preferential�recruitment�of�European�Economic�

Area�citizens.�

 INTERNATIONAL AGREEMENTS HELP 

REGULATE TEACHER MIGRATION 

such�developments�have�led�to�international�initiatives�

recognizing�sending�countries’�interest�in�preventing�the�

critical�loss�of�highly�skilled�teachers.�The�Commonwealth�

Teacher�Recruitment�Protocol�(CTRP)�responded�to�

small�Caribbean�countries’�concern�that�they�were�

losing�their�teaching�force�to�targeted�recruitment�

drives.�Commonwealth�education�ministers�adopted�

the�CTRP�in�2004�to�‘balance�the�rights�of�teachers�to�

migrate�internationally�against�the�need�to�protect�

the�integrity�of�national�education�systems,�and�to�

prevent�the�exploitation�of�the�scarce�human�resources�

of�poor�countries’�(Commonwealth�Consortium�for�

Education,�2015).�

UNEsCO,�the�International�Labour�Organization�and�

other�international�bodies�have�acknowledged�the�

protocol�(UNEsCO/Commonwealth�secretariat,�2012).�

however,�as�it�is�a�non‑binding�code�of�conduct�for�

countries,�it�does�not�constrain�individual�teachers�who�

wish�to�migrate.�Indeed,�a�survey�of�134�fnal‑year�teacher�

students�in�south�Africa�found�that�91%�were�not�even�

aware�of�the�CTRP;�around�one‑third�of�the�students�

wished�to�teach�outside�south�Africa�within�fve�years�

(de�Villiers,�2017).�

Other�regional�agreements�on�teacher�migration�may�

refect�a�need�for�international�coordination�regarding�

access�to�the�profession.�The�European�Qualifcations�

Framework�was�created�to�help�ensure�a�collective�

understanding�of�core�competences,�including�those�of�

teachers,�and�to�regulate�which�additional�qualifcation�

requirements�could�legally�be�imposed�on�European�

nationals�who�trained�as�teachers�in�a�member�country�

and�wished�to�exercise�their�freedom�of�movement�for�

workers�in�the�European�Union.�In�addition,�Erasmus+�

programmes�support�short‑term�international�teacher�

exchanges�(European�Commission,�2017b).�

 

  

 

PRIVATE AND ONLINE RECRUITMENT 

AGENCIES ARE NOT WELL MONITORED 

OR REGULATED 

International�teacher�recruitment�is�a�lucrative�

business�that�attracts�commercial�agencies.�In�an�

Education�International�survey,�64%�of�respondents�

with�experience�as�migrant�teachers�reported�using�an�

agency.�Nearly�one‑quarter�reported�paying�a�placement�

fee:�less�than�Us$1,000�in�most�cases,�but�some�paid�

Us$10,000�or�more.�While�a�majority�would�recommend�

the�agency�they�used,�one�out�of�fve�would�not�use�

the�same�agency�again�

or�were�unsure�they�

would�recommend�it�

due�to�concerns�about�

harassment,�high�fees�

and�lack�of��transparency�

(EI,�2014).�

Almost�two‑thirds�

of�teacher��migrants�

surveyed�in�2014�

reported�using�an�

agency�to�secure�a�

position�abroad� Indeed,�recruitment�

practices�are�usually�not�

closely�regulated.�A��review��

of�the�websites�of�43�United�Kingdom‑based�agencies�

showed�that�many�did�not�provide�enough�or�sufciently�

relevant�information�about�working�conditions�(de�Villiers�

and�Books,�2009),�prompting�calls�for�both�sending�and�

receiving�countries�to�register�recruiters�(EI,�2014).�

CONCLUSION 

International�teacher�migration�can�bring�about�many�

positive�changes.�Like�other�migrants,�teachers�may�

have�better�lives�and�gain�access�to�professional�

development�opportunities.�host�countries�may�increase�

their�teaching�force�diversity.�But�teacher�migration�

also�carries�risks�for�individuals�and�education�systems.�

Appropriate�regulations�and�agreements�are�needed�to�

ensure�that�sending�systems�do�not�sufer�unsustainable�

losses�that�ultimately�damage�student�learning.�
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Regulations�and�monitoring�of�recruitment,�hiring�and�

working�conditions�are�needed�to�ensure�that�migrant�

teachers�have�adequate�information�to�make�informed�

decisions,�are�hired�in�the�schools�and�on�the�conditions�

promised,�and�receive�targeted�support�to�fulfl�their�

potential�and�develop�professionally.�Both�national�and�

international�regulatory�and�monitoring�systems�need�to�

be�involved�to�make�the�process�fair�and�benefcial�to�all.�
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Esther, a nurse at Dispensaire St. Paul de 

Moulines in Grand’Anse Department of Haiti, 

counsels women about family planning. 

CREDIT:  Reginald Louissaint Jr./Save the Children 

K E Y M E S SAG E S  

To achieve SDG 8 on decent work, many countries need to recruit and train social workers, 

who are at the forefront of dealing with rights violations. Yet in 2014 there were 116,000 people 

per government social worker in Nepal. China formalized social work in the late 1980s, and more 

than 250 universities now offer social work programmes. The national target is 230,000 new 

social workers by 2020. 

To achieve SDG 10 on cities and sustainable urbanization in informal settlements, it is important 

to address the acute shortage of urban planning professionals in Asia and Africa. There is only 

one urban planner for every 200,000 people in Kenya and for every 400,000 people in India. 

United Cities and Local Government, the main global network of local government actors, 

coordinates peer learning exchanges, engagement with universities and resource materials to 

support city administrator capacity. 

To achieve SDG 16 on peaceful societies, better education and training are needed for  

(a)  law  enforcement officers, to help build trust and limit the use of force, and (b) the judiciary,  

to mee t the needs of the estimated 4 billion people globally who lack access to justice.  

Average polic e officer training takes 130 weeks in Germany but 19 weeks in the United States –  

less time than many tr ade jobs require. 
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CHAPTER  

18 

Education in  
the other SDGs –  

a focus on decent work,  
cities, police and justice 
(Global indicators from goals other than SDG 4 that are education-related) 

GLOBAL INDICATORS 

1.a.2  – Proportion of total government spending on essential services (education, health and 

social pr otection) 

5.6.2  – Number of countries with laws and regulations that guarantee women aged 15–49 years 

access to sexual and reproductive health care, information and education 

8.6.1  – Proportion of youth (aged 15–24 years) not in education, employment or training 

12.8.1  – Extent to which (i) global citizenship education and (ii) education for sustainable development 

(including climate change education) are mainstreamed in (a) national education policies; (b) curricula; 

(c) teacher education; and (d) student assessment 

13.3.1 – Number  of countries that have integrated mitigation, adaptation, impact reduction and early 

warning into primary, secondary and tertiary curricula 
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Education�is�integral�to�decent�work,�sustainable�urban�development��

and�social�cohesion�...............................................................................................................226�

Education�helps�build�professional�capacity�.............................................................227�

D
espite�education’s�role�in�achieving�the�other��

16�SdGs,�� there�are�only�fve�education-related�global��

indicators�outside�SdG�4.�this�chapter�discusses�education��

components�of�SdG�8�(decent�work�and�economic��

growth),�SdG�11�(sustainable�cities�and�communities)��

and�SdG�16�(peac� e,�justice�and�strong�institutions),��

along��with�education’s�role�in�their�achievement�through��

the�development�of�national�capacity.��

EDUCATION IS INTEGRAL  TO  

DECENT WORK, SUSTAINABLE  

URBAN DEVELOPMENT AND  

SOCIAL COHESION 

Education�afects�practically�all�aspects�of�sustainable�

development,�including�the�three�interconnected�goals�

discussed�in�this�chapter.�this�section�highlights�selected�

recent�fndings�that�indicate�the�rich�variety�of�linkages.�

Education�has�implications�for�the�SdG�8�target�to�

eliminate�child�labour,�although�the�efect�of�education�

interventions�is�poorly�studied�and�sometimes�

counterintuitive.�In�Burkina�faso,�boys�who�did�not�have�

a�sister�increased�their�workforce�participation�with�

greater�access�to�schools,�possibly�because�of�shortened�

school�commutes�(dammert�et�al.,�2018).�despite�the�

recognized�need�to�protect�children�from�exploitation,�

there�is�continued�disagreement�about�whether�all�forms�

of�economic�activity�by�minors�are�harmful�and�should�be�

banned,�and�how�to�exempt�apprenticeships�and�on-the-

job�training�that�do�not�confict�with�schooling�(aufseeser�

et�al.,�2018).�

the�impact�of�employers’�education�on�the�supply�of�

decent�jobs�is�rarely�researched.�In�Italy,�university�

graduates�are�less�likely�to�hire�workers�on�temporary�

contracts�(Ghignoni�et�al.,�2018).�further�research�is�

needed,�including�in�low�and�middle�income�countries,�on�

how�education�afects�management�practices�and�paying�

more�than�minimum�wage.�

decent�work�includes�a�fair�income,�which�is�partly�

determined�by�factors�including�housing�afordability,�

an�SdG�11�target.�In�many�cities,�unskilled,�semi-skilled�

and�poorly�paid�skilled�occupations�no�longer�make�it�

possible�to�live�within�a�reasonable�commute�of�urban�

centres.�the�resulting�occupational�segregation�is�

exacerbated�when�real�or�perceived�diferences�in�school�

quality�drive�location�decisions�and�wide�variation�in�

neighbourhood�housing�costs.�the�increase�in�school�

choice�has�increased�the�probability�of�gentrifcation�

especially�in�racially�isolated�communities�in�the�

united�States�(pearman�and�Swain,�2017).�

while�gentrifcation�is�generally�detrimental�to�equity,�

it�can�under�some�circumstances�create�an�opportunity�

for�diversity�in�schools.�In�high�income�countries,�highly�

educated,�relatively�afuent�young�families�moving�to�

city�centres�rather�than�suburbs�may�reduce�segregation,�

as�long�as�long-term�lower-income�residents�are�not�

displaced�and�new�arrivals�use�public�schools�(Mordechay�

and�ayscue,�2018).�Socio-economically�diverse�schools�

may�also�infuence�urban�development.�

one�of�the�SdG�8�targets�on�decent�work�that�has�a�clear�link�

with�education�is�the�elimination�of�child�labour�
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In�the�united�States,�students�from�richer��

neighbourhoods,�and�those�attending�with�richer��

peers,�enjoy�better�education�outcomes.�Yet�a�

recent�study�poin� ts�out�that�school�quality�in�

poorer�neighbourhoods�does�not�explain�education�

disadvantage.�rather,�poor� er��neighbourhoods�infuence�

school�quality.�Improving�education�outcomes�

requires�concentrating�eforts�on�urban�development,�

e.g.��environmental�health�hazards�and�local�violent�crime�

(wodtke�and�parbst,�2017).�

research�on�education�in�emergencies�highlights�

the�need�for�safe�spaces�protected�from�violence.�

this�dimension�of�peaceful�societies�is�refected�in�three�

SdG�16�targets�and�target�4.a.�lower�levels�of�public�

safety�increase�the�incentive�to�acquire�skills�to�protect�

oneself�or�harm�others,�and�reduce�the�incentive�to�

invest�in�education.�the�benefts�of�schooling�can�be�fully�

realized�only�when�accompanied�by�investment�in�public�

safety�(Cruz,�2017).�

a�peaceful�society�is�characterized�not�only�by�freedom�

from�violence�but�also�by�tolerance�of�diversity,�

a�dimension�in�which�education�has�played�a�key�role�for�

centuries.�In�the�united�kingdom,�universities�have�had�

spillover�efects,�increasing�support�for�women’s�and�

minorities’�rights�among�those�who�live�in�proximity�to�a�

university,�regardless�of�their�education�level.�the�current�

geographical�distribution�of�universities�correlates�with�

exposure�to�ethnic�and�religious�diversity�in�medieval�

times,�suggesting�education�and�tolerance�co-evolved�

(fielding,�2018).�

however,�there�are�rising�concerns�about�education’s�

ability�to�engender�liberal�attitudes�that�disseminate�

throughout�society.�while�education�has�been�one�of�

the�strongest�predictors�of�voting�against�nationalist�or�

populist�parties�or�candidates,�the�more�educated�are�

becoming�less�immune�to�populist�political�messages.�

In�the�netherlands,�prejudice�against�ethnic�minorities�

rose�in�1985–2011,�especially�among�the�highly�educated,�

ofsetting�gains�from�the�expansion�of�education�during�

this�period�(thijs�et�al.,�2018).�

Globally,�education�is�a�preventive�factor�in�corruption,�a�

phenomenon�at�odds�with�peaceful�and�just�societies.�In�

a�recent�systematic�analysis�of�36�potential�determinants�

of�corruption�across�123�countries,�the�lack�of�primary�

education�emerged�as�one�of�the�strongest�predictors�

of�corruption�in�developing�countries�(Jetter�and�

parmeter,�2018).�

EDUCATION HELPS BUILD  

PROFESSIONAL CAPACITY 

well-educated�professionals�are�crucial�to�achieving�goals�

in�every�area�of�sustainable�development.�one�way�of�

examining�education’s�contribution�to�other�SdGs�is�to�

look�at�how�it�helps�build�professional�capacity.�

 … AMONG SOCIAL WORKERS 

achieving�ambitious�SdG�8�targets�related�to�decent�work�

(target�8.5),�forced�labour�and�human�trafcking�(target�

8.7)�and�labour�rights�protection�for��vulnerable�groups,�

such�as�migrant�workers�(target�8.8),�r� equires�developing�

the�capacity�of�those�who�ensure�the�w� ell-being�of��

individuals�and�families�at�risk.��alongside�health�� workers�

and�law�and�order�personnel,�social�workers�are�at�the�

forefront�of�dealing�with�rights�violations�among�the�

most�vulnerable.���

recent�eforts�by�the�Global�Social�Service�workforce�

alliance�fll�a�considerable�data�gap�on�social�workers�

in�low�and�middle�income�countries�and�highlight�

wide�inequality�among�countries.�In�2014,�there�were�

116,000�people�per�government�social�worker�in�nepal,�

compared�with�3,000�in�the�republic�of�Moldova�

(Figure 18.1).�

Social�workers�often�receive�inadequate�training.�In�an�

assessment�of�Ethiopia’s�public�social�service�workforce,�

60%�of�providers�reported�lacking�relevant�education,�

and�almost�all�interviewees�expressed�a�need�for�more�

training�to�perform�their�jobs�(Intrahealth�International,�

2013).�a�review�of�13�western�and�central�african�countries�

noted�the�lack�of�a�legal�framework�and�poor�adaptation�

of�training�to�local�realities�as�major�shortcomings�

(Canavera�et�al.,�2014).�a�review�of�degree�programmes�

in�13�low�and�middle�income�countries�in�asia,�eastern�

Europe�and�sub-Saharan�africa�argued�that�a�lack�of�

master’s�programmes�limited�the�instructor�pool�and�the�

profession’s�planning�ability�at�the�system�level�(Global�

Social�Service�workforce�alliance,�2015).�

Countries�need�to�recruit�and�train�more�

social�workers,�who�are�at�the�forefront�

of�dealing�with�rights�violations�among�

the�most�vulnerable�
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 FIGURE 18.1 :  

Poorer countries have too few social workers to implement ambitious policies 

Population per government social worker, selected low and middle income countries, 2011–2014 
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GEM StatLink:�http://bit.ly/fig18_1�

Notes:�Country�definitions�of�social�workers�vary.�data�for�Benin,�Burkina�faso,�Cameroon,�Côte�d’Ivoire,�Ghana,�niger,�nigeria,�Senegal�and�

Sierra�leone�are�from�2011.�data�for�the�other�countries�are�from�2014.�

Sources:�Canavera�et�al.�(2014);�Global�Social�Service�workforce�alliance�(2015).�

Many�countries�have�made�eforts�to�strengthen�and�

diversify�the�profession.�China�formalized�social�work�

in�the�late�1980s,�and�more�than�250�universities�now�

ofer�social�work�programmes.�the�national�target�is�

230,000�new�social�workers�by�2020�(roby,�2016).�

In�South�africa,�the�number�of�social�workers�increased�

by�70%�between�2010�and�2015�(Global�Social�

Service�workforce�alliance,�2016).�the�Children’s�act,�

which�required�formalization�of�kinship-based�care�

arrangements,�facilitated�this�expansion,�occasioning�

the�development�of�norms�and�standards�that�gave�the�

department�of�Social�development�leverage�with�the�

national�treasury�in�budget�requests.�a�special�unit�of�the�

department�uses�national�data�collection,�international�

household�surveys�and�community�consultations�to�

identify�service�needs.�Consistent�with�a�plan�to�increase�

child�and�youth�care�workers�from�800�to�10,000�by�

2018,�more�than�5,500�had�been�trained�by�May�2016�

(roby,�2016).�Between�2010�and�2015,�expert�respondents�

in�eight�sub-Saharan�african�countries�noted�an�intention�

to�align�education�and�training�with�workforce�planning�

and�expand�the�workforce�overall�(Global�Social�Service�

workforce�alliance,�2016).�

… AMONG URBAN PLANNERS 

More�than�half�the�world’s�people�live�in�cities.�

Improving�city�planning�and�service�delivery�in�line�

with�SdG�targets�11.1–11.3�is�critical�for�improving�

informal�settlements�and�anticipating�the�projected�

increase�in�urbanization.�It�requires�capacity�building�

for�strong�urban�planning�institutions�and�well-trained�

professionals�who�can�deliver�on�the�new�urban�agenda�

(un�habitat,�2016a).�

Many�countries�face�an�acute�shortage�of�planning�

professionals.�In�India,�only�21�universities�ofer�

postgraduate�town�planning�programmes;�only�5�ofer�

them�at�the�undergraduate�level.�as�a�result,�the�country�

had�only�about�4,500�qualifed�town�and�country�

planners,�the�2011�census�showed.�In�the�same�year,�the�

government�estimated�needing�300,000�town�and�

country�planners�by�2031�for�city�development�plans�
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(Meshram�and�Meshram,�2016).��Several�african�countries,�

including�Ghana�and�nigeria,�face�an�even�larger��

gap,�intensifed�by�projected�

high�urbanization�rates�

(Figure 18.2).India�estimates�

needing�300,000�

town�and�country�

planners�by�2031�

academic�planning�

programmes�need�to�

integrate�physical,�social�

and�environmental�planning�

better,�including�recognizing�

the�importance�of�planning�for�education�provision.�

a�review�of�institutions�accredited�by�India’s�Institute�

of��town�planners�found�that�many�planning�students�

lacked�exposure�to�town�and�city�problems.�they�were�

unfamiliar��with�the�functioning�of�urban�development�

institutions,�had�limited�contact�with�slums�and�urban�

infrastructure�projects,�and�were�not�up�to�date�on�

urban�development�programmes�and�technical�tools,�

leaving�them�ill-prepared�to�take�up�planning�jobs�upon�

graduation�(Meshram�and�Meshram,�2016).�

the�african�association�of�planning�Schools�

collaborated�with�the�university�of�Zambia�to�introduce�

a�postgraduate�degree�in�spatial�planning�in�2013.�

It�emphasizes�informality,�climate�change,�access�to�land�

and�partnerships�around�urbanization�challenges,�and�is�

considered�the�frst�in�africa�to�incorporate�informality�

issues�fully�(watson�and�agbola,�2013).�as�part�of�a�needs�

assessments�for�strategic�urban�planning�in�60�cities,�

the�Mozambique�case�study�noted�that�municipal�

professionals’�capacity�to�build�their�own�plans�was�

so�limited�that�the�service�had�to�be�contracted�out.�

Malawi�and�namibia�also�demonstrated�limited�local�

planning�skills�and�coordination�with�central�authorities.�

the�assessment�called�for�academic�institutions�

to�improve�local�ofcials’�planning�capacity�and�to�

encourage�and�support�networking�(uClG,�2010).�

By�contrast,�China’s�government�invested�in�over�

10�institutions�to�provide�training�to�city�ofcials.�

Singapore�provides�budgets�for�100�hours�of�training�per�

year�for�all�public�ofcers.�they�also�receive�individualized�

guidance�and�leadership�development�opportunities�

(Bouton�et�al.,�2013).�

united�Cities�and�local�Government,�the�main�global�peer�

network�of�local�government�actors,�coordinates�peer�

learning�exchanges,�localization�of�the�sustainable�

development�agenda,�engagement�with�universities�

to�build�capacity,�and�knowledge�management.�

activities,�networking�opportunities�and�resource�

materials�support�city�administrators’�capacities�

(friedemann,�2016;�uClG�and�learning�uClG,�2018).�

 FIGURE 18.2:  

There are too few urban planners in Africa and Asia 

Number of urban planners per 100,000 people and urbanization rates, 

selected countries, 2011 
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GEM StatLink:�http://bit.ly/fig18_2�

Note: data�are�from�2011�for�number�of�planners�and�2014�for�urbanization�rate.�

Sources: undESa�(2014);�un�habitat�(2016b).�

… AMONG LAW ENFORCEMENT OFFICERS 

law�enforcement�strongly�afects�the�‘justice�for�all’�and�

institutional�accountability�called�for�by�SdG�16�(oECd�

and�open�Society�foundations,�2016).�although�police�

maintain�public�safety,�police�brutality�and�corruption�

remain�major�problems�that�especially�afect�the�most�

disadvantaged.�Improving�police�education�requirements�

and�training�to�build�trust�and�reduce�bias�and�the�use�of�

force�are�important�the�world�over.�

police�violence�in�the�united�States�has�made�headline�

news,�notably�shootings�involving�unarmed�african�

american�men,�leading�to�the�Black�lives�Matter�

movement.�the�debate�highlights�dramatic�diferences�

in�police�education�and�training�globally.�average�training�

takes�130�weeks�in�Germany�but�19�weeks�in�the�

united�States�–�less�time�than�many�trade�jobs�require.�

Moreover,�in�response�to�reduced�applications�for�police�

force�vacancies,�many�local�police�departments�in�the�
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united�States�have�decreased�education�requirements.�

only�1%�of�all�police�departments�require�a�four-year�

university�degree,�and�15%�require�a�two-year�degree�

(danby,�2017;�Yan,�2016).�

Yet�education�can�improve�police�performance.�

ofcers�with�a�university�degree�in�the�united�States�

were�less�likely�to�use�force�(rydberg�and�terrill,�2010).�

ofcers�with�higher�education�were�likelier�to�have�better�

attitudes�in�policing�in�australia�and�Europe.�But�they�

were�less�interested�in�protecting�the�rights�of�citizens�in�

India�(paterson,�2011).�

Mexico,�with�the�world’s�fourth-largest�police�force,�

has�improved�police�education.�In�the�1990s,�there�

were�41�academies�for�over�2,000�departments,�and�

most�police�received�no�formal�training.�only�14�of�the�

academies�required�a�lower�secondary�certifcate�for�

admission,�and�most�preventive�police�had�primary�

schooling�at�most.�Successive�governments�have�

emphasized�the�development�of�federal,�state�and�

municipal�government�capacity�and�recognized�the�need�

to�increase�law�enforcement�professionalism�through�

better�selection�and�recruitment,�improved�training,�

better�remuneration�and�improved�operational�

procedures�(Sabet,�2010).�

Many�countries�collaborate�with�international�agencies�

or�donors�to�enhance�police�professional�capacity.�

the�International�organization�for�Migration�trained�

more�than�3,000�policewomen�across�Indonesia�on�

woman�and�child�protection,�human�trafcking�and�

people�smuggling�(IoM�Indonesia,�2016).�In�South-eastern�

asia,�the�united�nations�has�focused�on�improving�

enforcement�capacity�by�training�trainers�to�tackle�child�

sexual�exploitation�in�the�region�(unodC,�2013).�

Better�education�and�training�is�needed�

for�law�enforcement�officers�to�achieve�

SdG�16�on�justice�for�all�

Several�countries�have�made�their�own�eforts�to�curb�

police�corruption.�Singapore�has�had�a�very�efective�

Corrupt�practices�Investigation�Bureau,�which�is�

considered�a�model�for�other�countries.�But�in�1999,�

following�a�corruption�scandal�involving�police�ofcers,�

the�Singapore�police�academy�had�to�take�further�

action.�It�introduced�a�value-focused�training�course,�

which�included�a�40-hour�programme,�based�on�case�

studies,�to�further�increase�resistance�to�corruption�

(pyman�et�al.,�2012).�

Community�policing�seeks�to�build�trust�through�a�more�

service-oriented�approach.�In�2016,�Bulgaria�began�training�

ofcers�in�multi-ethnic�communities�or�neighbourhoods�

on�working�with�vulnerable�groups.�recruiting�and�

training�ofcers�to�engage�respectfully�with�migrants�

and�refugees�have�taken�on�more�urgency�with�the�

recent�infux,�spurring�new�initiatives.�the�helsinki�police�

department�launched�a�campaign�in�2016�to�recruit�young�

migrants�to�the�force,�which�slightly�boosted�their�number�

(Eufra,�2017).�

… AND THE JUDICIARY 

Since�2003,�the�un�Surveys�on�Crime�trends�and�the�

operations�of�Criminal�Justice�Systems�have�tracked�

numbers�of�judges�and�magistrates,�which�vary�widely�

by�country.�In�2013,�nigeria�had�69�professional�judges�

or�magistrates�for�a�population�of�over�170�million,�

or�0.04�per�100,000�people,�compared�with�1.2�in�kenya�

and�4.3�in�South�africa�(unodC�Statistics,�2017).�

Judicial�education�is�a�cornerstone�of�legal�systems�and�of�

reforms�to�strengthen�particular�aspects�of�them�(world�

Bank,�2003).�the�un�ofce�on�drugs�and�Crime�(unodC)�

has�developed�a�resource�guide�on�strengthening�

judicial�integrity�and�capacity.�It�recommends�a�focus�

on�practical�training�in�legal�education,�including�social�

skills,�and�developing�accessible�continued�professional�

training�for�judges.�legal�training�typically�lasts�three�

to�fve�years,�but�becoming�a�judge�does�not�always�

require�a�law�degree,�even�in�high�income�countries.�

Some�countries�provide�substantial�initial�professional�

training�once�judges�are�selected.�after�passing�

judicial�entrance�examinations,�new�judges�in�france�

receive�31�months�of�training�in�dedicated�schools.�

Ghana�and�Jordan�are�among�countries�with�schools�

providing�continuing�education�for�judges�(unodC,�2011).�
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legal�capacity�building�is�needed�to�meet�the�needs�of�the�estimated�

4�billion�people�globally�who�lack�access�to�justice�

the�un�development�programme�(undp)�supports�a�

variety�of�legal�and�justice�reform�projects,�which�often�

include�a�capacity-building�component.�In�2016,�12�judges�

and�prosecutors�from�remote�areas�of�Guinea-Bissau�

received�training�in�Brazil�on�organized�crime�and�human�

and�drug�trafcking�(undp,�2017).�a�unESCo�programme�

has�provided�judicial�training�on�the�legal�principles�and�

precedents�of�freedom�of�information�and�expression�to�

over�600�judges�and�legal�professionals�in�african�and�

latin�american�countries�since�2014,�and�10�times�as�

many�have�undertaken�online�programmes�(orme,�2018).�

Since�2014,�unodC�and�undp�have�systematically�

collected�data�on�access�to�and�delivery�of�legal�services.�

In�terms�of�qualifcations,�73%�of�68�countries�with�data�

require�lawyers�to�show�proof�of�passing�a�professional�

examination,�and�4%�require�paralegals�to�complete�

a�government-accredited�training�course.�But�about�

20%�of�responding�countries�noted�major�lawyer�

shortages�in�rural�areas�(unodC,�2016).�there�is�also�

inequity�in�legal�knowledge�by�location,�including�in�

high�income�countries.�In�the�uS�state�of�new�York,�

all�384�city�court�judges,�but�only�39%�of�town�and�

village�justices,�were�lawyers�in�2017�(new�York�State�

Commission�on�Judicial�Conduct,�2017).�

overall,�it�is�estimated�that�4�billion�people�lack�access�

to�justice.�Initiatives�to�improve�the�situation�often�

involve�civil�society�organizations�(CSos).�a�judicial�

reform�in�Ecuador,�supported�by�the�world�Bank,�

awarded�grants�to�CSos�for�a�variety�of�justice-related�

work,�with�strong�rates�of�case�resolution.�another�CSo�

project,�a�240-hour�programme�to�train�150�lawyers�in�

legal�assistance,�gained�Ministry�of�Education�recognition�

as�a�professional�credential�(Maru,�2009).�

CSos�providing�legal�education�for�grass-roots�

legal�advocates�have�extended�their�networks.�

namati,�a�global�network�of�120�grass-roots�justice�

institutions,�provides�training�and�supplies�to�front-line�

legal�advocates.�It�builds�on�early�successes�in�

Sierra�leone,�where�community�paralegal�services�have�

scaled�up�rapidly�in�the�past�decade�through�a�coalition�of�

national�partners.�paralegals�trained�through�namati�have�

helped�thousands�of�stateless�people�in�Bangladesh�and�

kenya�apply�for�legal�identity�documents�(namati,�2014).�

CONCLUSION 

the�Global Education Monitoring Reports�have�elaborated�

on�the�interactions�between�education�and�other�

SdGs�and�the�need�to�review�them�on�a�regular�basis.�

the�agenda�is�vast,�and�these�reports�can�look�at�only�

a�limited�number�of�goals�at�a�time.�this�year�it�focuses�

on�decent�work,�cities,�police�and�justice,�doing�so�from�

two�angles.�first,�it�reviewed�selected�examples�that�

showcase�the�richness�of�reciprocal�efects�and�serve�

as�a�reminder�of�education’s�key�role�or,�in�some�cases,�

of�missed�opportunities.�Second,�it�showed�multiple�

ways�through�which�education�and�training�build�the�

professional�capacity�of�those�entrusted�with�the�

achievement�of�other�goals,�in�this�case�social�workers,�

urban�planners,�police�and�judicial�ofcers.�the�message�

remains�clear:�Capacity�development�through�education�

needs�to�be�at�the�centre�of�the�2030�agenda�for�

Sustainable�development.�
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These�Syrian�refugee�children�used�

International�Organization�for�Migration�(IOM)�

transportation�to�access�this�school,�which�is�

far�away�from�their�camp.�

CREDIT: �Muse�Mohammed/IOM�
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It is our moral duty to give hope to millions of children afected by crises. 

Education in emergencies is therefore a top priority for the European Union 

and for me personally. The European Union’s investment has grown sharply 

in recent years and will reach 10% of the EU humanitarian aid budget in 

2019. I encourage all donors to increase their contribution. My wish is to see 

every child learning, in a safe space under all circumstances, receiving rapid 

support so that their education is not impacted when crises hit. I can only 

commend and support UNESCO’s and all our education partners’ emphasis 

on this cause. 

Christos�Stylianides,�European�Commissioner�for�

Humanitarian�Aid�and�Crisis�Management�

The 2019 GEM Report lays bare what is at stake if we fail to mobilize 

humanitarian funding for education in emergencies and protracted crisis. 

It provides an insightful analysis in support of advocacy, policy and aid 

reform eforts towards more equitable investment in education in conficts 

and disasters. The funding challenge is a chief obstacle to achieving the right 

to education in crises. The 2019 GEM report reminds us that education must 

be given priority, as it is the foundation for efective humanitarian assistance 

and its linkage to sustainable development investments. 

Yasmine�Sherif,�Director�of�Education�Cannot�Wait�

233233 
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K E Y M E S SAG E S  

Globally,�governments�account�for�79%�of�total�spending,�households�for�20%�and�donors�for�

0.3%�(12%�in�low�income�countries).�

Of�all�money�spent�on�education,�just�0.5%�is�spent�in�low�income�countries.�

In�2017,�median�public�education�spending�was�4.4%�of�GDP�and�14.1%�of�total�public�spending.�

The�fiscal�consequences�of�immigration,�including�the�cost�of�immigrant�education,�were�modest�

at�±1%�of�GDP.�

Few�countries�explicitly�recognize�migrant�status�in�formula-based�allocation�of�funds�to�schools.�

More�address�their�needs�indirectly�by�considering�student�language�or�socio-economic�status.�

In�2016,�aid�to�education�reached�its�highest�level�since�records�began�at�US$13.4�billion.�

Multilateral�development�banks,�such�as�the�World�Bank,�have�been�reducing�the�share�of�

education�in�their�loans�to�middle�income�countries.�A�proposal�for�an�International�Financing�

Facility�for�Education�aims�to�address�this�issue,�but�loans�would�need�to�be�equity-oriented.�

Policy-makers�should�not�hold�high�expectations�on�the�role�aid�can�play�in�controlling�migration.�

Humanitarian�and�development�aid�provided�about�US$800�million�for�refugee�education�in�2016,�

but�without�joint�planning.�

The�Education�Cannot�Wait�fund�set�up�in�2016�is�indicative�of�recent�efforts�to�bridge�

humanitarian�and�development�aid.�

Remittances�increased�education�spending�by�up�to�35%�in�18�countries�in�sub-Saharan�Africa,�

Central�and�Southern�Asia�and�South-eastern�Asia.�Lowering�the�cost�of�remitting�from�7.1%�to�

the�SDG�10.c�target�of�3%�would�provide�households�with�an�extra�US$1�billion�a�year�to�spend�

on�education.�
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Public�expenditure�.................................................................................................................235�

Data�focus�19.1:�The�fscal�impact�of�immigration�and��

immigrant�education�is�often�exaggerated�...............................................................238�

Policy�focus�19.1:�Funding�schools�where�immigrant�students��

are�concentrated�....................................................................................................................239�

aid�expenditure�.......................................................................................................................242�

Policy�focus�19.2:�Using�aid�as�a�tool�to�manage�migration�..............................�246�

Policy�focus�19.3:�a turning�point�in�the�fnancing�of�refugee�education�....... 248�

Household�expenditure�......................................................................................................�254�

Policy�focus�19.4:�Remittances�boost�household�education�spending�........257�

A
chieving�the�education�targets�has�a�price�tag.�

The�Global Education Monitoring Report �estimated�that�

the�annual�total�cost�of�universal�pre-primary,�primary�

and�secondary�education�in�low�and�lower�middle�income�

countries�would�be�US$340�billion�between�2015�and�

2030,�or�6.3%�of�gross�domestic�product�(GDP)�(UneSCO,�

2015b).�Thus,�close�attention�to�spending�levels�is�needed,�

especially�in�countries�(a)�whose�governments�chronically�

underinvest�in�education,�(b)�which�do�not�receive�a�fair��

share�of�external�assistance�and�(c)�where�households�

contribute�too�large�a�share�of��the�total�cost�of�education.�

This�chapter�is�accordingly�structured�along�the�lines�of�

the�three�main�sources�of�education�fnancing:�

governments,�donors�and�households.�analysis�for�this�

report�estimates�annual�spending�on�education�at�

US$4.7�trillion�w� orldwide.�

Of�that,�US$3�trillion�

(65%�o� f��the�total)�is�spent�

in�high�income�countries�

and�US$22�billion�(0� .5%�of��

the�total)�in�low�income�

countries,�even�though�the�

two�groups�have�a�roughly�

equal�number�of�school-

age�children�(Figure�19.1a).�Governments�account�for�

79.3%�of�total�spending�and�households�for�20.4%.�Donors�

account�for�12%�of�total�education�expenditure�in�low�

income�countries�and�2%�in�lower�middle�income�

countries�(Figure�19.1b).�

Only�0.5%�of�the�

global�spending�on�

education�is�in�low�

income�countries�

PUBLIC EXPENDITURE 

as�part�of�SDG�target�1.a,�which�focuses�on�‘mobilization�

of�resources�…�to�end�poverty�in�all�its�dimensions’,�global�

indicator�1.a.2�calls�for�monitoring�government�spending�

on�education,�health�and�social�protection,�with�specifc�

reference�to�the�share�of�education�in�public�expenditure.�

However,�no�explicit�education�expenditure�target�is�

specifed,�respecting�countries’�prerogative�to�adjust�

spending�priorities�according�to�their�needs.�

Instead,�it�is�the�education�2030�Framework�for�action�

that�endorses�two�key�benchmarks�for�public�fnancing�of�

education�(UneSCO,�2015a):�

■ allocating�at�least�4%�to�6%�of�GDP�to�education,�and/or�

■ allocating�at�least�15%�to�20%�of�public�expenditure�

to�education.�

Globally,�the�median�public�education�expenditure�was�

4.4%�of�GDP�in�2017,�with�regional�averages�ranging�

from�3.4%�in�eastern�and�South-eastern�asia�to�5.1%�in�

Latin�america�and�the�Caribbean.�There�is�no�pattern�

in�expenditure�as�per�capita�income�rises.�High�income�

countries�spend�0.9�percentage�points�of�GDP�more�than�

low�income�countries,�but�lower�middle�income�countries�

spend�0.3�percentage�points�more�than�upper�middle�

income�countries.�The�global�median�share�of�total�public�

expenditure�dedicated�to�education�was�14.1%,�and�the�

regions�ranged�from�11.6%�in�europe�and�northern�america�

to�18%�in�Latin�america�and�the�Caribbean�(Table�19.1).�
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 FIGURE 19.1 :  

Governments�account�for�four�out�of�five�dollars�spent�on�education�

a. Total spending on education, by country income 

group and financing source, 	��� or latest year 
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b. Distribution of total spending on education, 

by country income group and financing source, 

��� or latest year 
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GEM StatLink:�http://bit.ly/fig19_1�

Note: The�analysis�rests�on�three�bases:�(a)�for�countries�without�public�expenditure�data,�amounts�were�imputed�from�GDP,�public�

expenditure�as�a�share�of�GDP�and�the�average�share�of�public�expenditure�allocated�to�education�in�the�respective�country�income�

group;�(b)�60%�of�aid�expenditure�is�considered�reflected�in�public�budgets�(therefore�subtracted�from�government�expenditure),�with�the�

remaining�40%�allocated�through�other�channels;�and�(c)�the�household�share�in�total�education�expenditure�is�estimated�at�18%�in�high�

income�countries,�25%�in�middle�income�countries�and�33%�in�low�income�countries.�

Source:�GeM�Report�team�analysis�based�on�the�UIS�(government�and�household)�and�CRS�(donor)�databases.�

 TABLE 19.1 :  

Public�education�expenditure�by�country�income�group�and�region,�2017�or�most�recent�year�

Per student 
(constant 2015 PPP US$) 

As share 
of GDP (%) 

As share 
of total public 

expenditure (%) 
Primary 

education 
Number of illiterate 

(millions) 
Tertiary 

education 

World 4.4 14.1 2,028 2,716 4,322 

Sub-Saharan Africa 4.1 16.5 268 476 2,485 

Western Asia and Northern Africa 3.8 12.3 4,392 4,911 5,150 

Central and Southern Asia 3.9 15.7 764 1,048 1,951 

Eastern and South-eastern Asia 3.4 13.5 2,645 7,700 6,165 

Latin America and the Caribbean 5.1 18.0 1,800 2,287 2,517 

Oceania 4.7 14.1 … … … 

Europe and Northern America 4.8 11.6 7,416 7,890 8,621 

Low income 4.0 16.1 194 276 1,675 

Lower middle income 4.4 16.4 985 1,104 2,029 

Upper middle income 4.1 13.9 2,155 2,498 3,185 

High income 4.9 12.9 7,990 8,955 10,801 

Notes:�PPP�=�purchasing�power�parity.�estimates�are�medians,�reported�if�at�least�50%�of�countries�in�a�group�have�data.�

Source:�GeM�Report�team�calculations�based�on�UIS�data.�
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In�total,�43�out�of�148�countries�did�not�meet�either��

benchmark�(Figure�19.2).�They�include�countries�in�all�

income�levels�(from�the�poorest,�such�as�Chad,�to�the�

richest,�such�as�Qatar)�and�all�regions�(e.g.�Haiti,�Japan,�

Jordan,�namibia,�Pakistan�and�Romania).�

 FIGURE 19.2:  

At�least�43�countries�did�not�meet�either�education�financing�

benchmark�

Public education expenditure as a share of GDP and of total public 

expenditure, countries below both benchmarks, 2017 or most recent year
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GEM StatLink:�http://bit.ly/fig19_2�

Note:�South�Sudan�spent�less�than�1%�of�GDP�and�1%�of�public�expenditure�on�

education.�

Source:�UIS�database.�

although�education�is�prioritized�more�in�poorer��

countries,�with�the�median�share�of�public�expenditure�

dedicated�to�education�consistently�in�excess�of��the�

15%��threshold�in�low�and�lower�middle�income�countries,�

a�few�have�not�met�this�benchmark.�among�them,�

Cambodia,�the�Democratic�Republic�of��the�Congo,�Guinea�

and�Uganda�pledged�to�increase�their�domestic�spending�

at�the�third�Global�Partnership�for��education�fnancing�

conference�in�2018�(Figure�19.3).�

 FIGURE 19.3:  

Countries�that�underspend�have�committed�to�increase�the�share�

they�devote�to�education�

Public education expenditure as a share of total public expenditure, 

selected countries, before and after the pledge made at the 2018 Global 

Partnership for Education financing conference 
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In�2016,�the�average�share�of��public�education�expenditure�

dedicated�to�primary�education�was�35%,�with�regional�

shares�ranging�from�47%�in�low�income�to�26%�in�high�

income�countries.�The�global�average�of��total�education�

spending�for�secondary�education�was�34%,�and�regional�

averages�ran�from�26%�in�low�income�to�38%�in�lower��

middle�income�countries.�This�pattern�is�explained�by�the�

relatively�higher�share�of�adolescents�and�youth�in�richer��

countries�who�remain�in�school�and�complete�secondary�

education�(Figure�19.4).�

There�are�regional�variations�in�the�level�of�spending�

per�student.�Sub-Saharan�africa�spent�nearly�10�times�

more�per�student�in�tertiary�education�(US$2,485)�than�

in�primary�education�(US$268)�in�2017.�The�ratio�was�

2.5��times�in�Central�and�Southern�asia.�Countries�in�

europe�and�northern�america�spent�almost�the�same�

amount�per�primary,�secondary�and�tertiary�student.�

High�inc� ome�countries�spent�more�than�6�times�as�much�

per��tertiary�student�as�low�income�countries,�but�32�times�

as�much�in�secondary�education�and�41�times�as�much�in�

primary�education.�

The�calculation�of�per-student�spending�is�a�simple�

division�between�total�spending�and�total�enrolment�

at�each�education�level.�In�practice,�many�governments�

often�make�eforts�to�distribute�spending�to�schools�

and�students�that�have�more�needs�so�as�to�promote�

the�principle�of�equitable�education.�Formulas�are�being�

developed�to�take�into�account�characteristics�that�

contribute�to�disadvantage�and�to�allocate�resources�

accordingly.�One�potential�characteristic�is�the�

concentration�of�immigrants�in�a�school�or�school�district;�

in�such�cases,�more�resources�to�address�their�needs�for��

preparatory�language�classes�or�other�support�may�be�

called�for�(Policy�focus�19.1).�
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 FIGURE 19.4:  

The�richer�a�country,�the�smaller�a�budget�share�it�devotes�to�primary�education�
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Distribution of public expenditure on education by level, 2010 and 2016 
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GEM StatLink:�http://bit.ly/fig19_4�

Note:�Shares�are�defined�over�the�part�of�the�expenditure�that�could�be�assigned�to�an�education�level.�

Source:�UIS�database.�

a�high�share�of�immigrants�in�the�school�population�

is�considered�a�potential�burden�for�government�

budgets�and�is�a�subject�of�considerable�debate�in�

many�host�countries.�However,�the�overall�fscal�efects�

of�immigration�are�relatively�small,�not�least�because�

immigrants�also�make�a�contribution�to�national�

economies�(Data�focus�19.1).�

DATA FOCUS 19.1: THE FISCAL  

IMPACT OF IMMIGRATION AND  

IMMIGRANT EDUCATION IS  

OFTEN EXA GGERATED 

Public�debate�on�immigration�often�focuses�on�the�

potentially�negative�impact�on�host�community�welfare.�

Simple�approaches�to�net�economic�contribution�compare�

migrant�household�tax�and�social�security�contributions�

with�government�spending�on�migrants�in�a�given�year.�

education�factors�into�such�calculations.�

In�terms�of�government�revenue,�a�greater�proportion�

of�migrants�than�natives�are�of�working�age�and�thus�

expected�to�contribute�to�public�cofers.�Yet�immigrants�

typically�generate�less�revenue�because�they�are�

disadvantaged�in�the�labour�market.�although�their�

likelihood�of�employment�and�level�of�taxable�earned�

income�rise�with�education�level,�the�net�contribution�

increases�much�less�with�educational�attainment�among�

immigrants�than�among�natives,�as�those�with�higher�

skills�are�more�likely�to�hold�lower-skill,�lower-paying�jobs.�

They�may�also�work�informally�more�often�(OeCD,�2009).�

From�a�government�expenditure�viewpoint,�migrants�

are�more�likely�to�depend�on�social�benefts�and�use�

public�services,�such�as�education.�High�income�countries�

often�have�information�on�average�expenditure�per�

student,�but�educating�immigrants�may�deviate�from�the�

average,�e.g.�due�to�additional�expenditure�for�language�

instruction.�On�the�other�hand,�immigrants�cost�less�

overall,�as�they�are�often�under-represented�in�tertiary�

education,�which�is�more�expensive�(OeCD,�2013).�
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From�a�long-term�perspective,�immigrants�typically�have�a�clearly�positive�net�

present�value�of�expected�lifetime�tax�and�social�security�contributions�

Fiscal�impact�varies�by�government�level�and�time-frame.�

While�income�tax�and�social�security�contributions�often�

accrue�at�the�national�level,�a�signifcant�component�of�

education�funding�is�local.�Immigrant�households’�net�

contribution�may�be�positive�for�the�central�government�

and�negative�for�state�and�local�jurisdictions,�as�in�the�

United�States�(Kandel,�2011).�additionally,�while�educating�

immigrants�may�appear�as�a�cost�in�a�given�year,�it�is�

better�understood�as�an�investment�over�their�lifetimes.�

From�this�long-term�perspective,�immigrants�typically�

have�a�clearly�positive�net�present�value�of�expected�

lifetime�tax�and�social�security�contributions�(national�

academies�of�Sciences,�engineering�and�Medicine,�2017).�

Refugees�tend�to�cost�more�than�immigrants,�who�are�

more�likely�to�be�working-age�adults�responding�to�

labour�demand.�Sizeable�refugee�infows�may�require�

considerable,�if�time-limited,�expenditure�on�basic�needs,�

language�training�and�other�integration�measures.�

an�analysis�of�the�economic�impact�of�the�large-scale�

refugee�infux�in�Germany�showed�that,�after�short-

term�costs�of�0.5%�to�1.5%�of�GDP,�the�positive�efects�

were�forecast�to�outweigh�the�costs�within�3�to�10�

years,�depending�on�the�scenario.�This�fnding�held�

even�under�the�most�pessimistic�assumption,�that�their�

unemployment�would�remain�above�50%�for�10�years�and�

never�drop�below�35%,�and�that�their�productivity�would�

never�exceed�two-thirds�of�the�average�productivity�of�

German�workers�(Fratzscher�and�Junker,�2015).�

Overall,�the�fscal�consequences�of�immigration�are�

relatively�modest.�a�survey�of�studies�that�used�a�

wide�range�of�methods�to�estimate�immigrants’�net�

contribution�in�Organisation�of�economic�Co-operation�

and�Development�(OeCD)�countries�showed�that�both�

positive�and�negative�estimates�were�typically�within�

1%�of�GDP�(OeCD,�2013).�This�range�held�across�UK�

migrant�categories�(e.g.�those�from�inside�and�outside�the�

european�economic�area)�(Vargas-Silva,�2017).�The�fscal�

impact�of�education�for�migrants�is,�surprisingly,�minor.�

Contrary�to�perceptions,�immigrant�education’s�indirect�

efect�on�employment�outweighs�its�direct�efect�

on�expenditure,�at�least�in�most�european�countries�

(Boeri,�2010).�

Immigrants’�net�economic�impact�depends�in�complex�

ways�on�their�education�profle,�their�labour�participation�

(conditional�on�their�education)�and�their�children’s�

participation�in�education.�Measuring�the�impact�

therefore�presents�a�formidable�challenge,�subject�to�

diferent�modelling�assumptions.�However,�regardless�of�

approach,�immigration’s�overall�fscal�impact�is�relatively�

minor,�contrary�to�what�lively�debate�may�suggest.�

POLICY FOCUS 19.1: FUNDING  

SCHOOLS WHERE IMMIGRANT  

STUDENTS ARE CONCENTRATED 

In�many�countries,�budgets�are�tied�to�number�of�

students�enrolled.�although�this�allocation�criterion�

is�simple�and�transparent,�it�ignores�other�measures�

of�need.�a�thematic�indicator�under�SDG�target�4.5�

on�equity,�which�tries�to�capture�the�extent�to�which�

school�funding�policies�explicitly�allocate�resources�to�

disadvantaged�populations,�recognizes�the�need�to�take�

other�school�characteristics�into�account.�

Schools�with�high�numbers�of�immigrant�or�refugee�

students�are�more�likely�to�have�higher�funding�needs.�

These�students�may�face�language�barriers�and�usually�

come�from�a�poorer�socio-economic�background�than�

natives.�They�also�often�have�lower�learning�achievement,�

even�after�accounting�for�socio-economic�background�

(OeCD,�2012),�and�are�more�likely�to�repeat�or�drop�out.�

Some�fnancing�policies�recognize�the�higher�needs�of�

schools�supporting�migrant�and�refugee�students.�

  FEW COUNTRIES EXPLICITLY TARGET SCHOOLS 

WITH IMMIGRANT STUDENTS 

among�other�aims,�formula-based�funding�allocates�

additional�resources�to�schools�characterized�by�

factors�associated�with�disadvantage�to�increase�equity�

(Fazekas,�2012).�These�include�school�location,�local�

government�size�and�revenue-raising�capacity,�student�

ethnic�and�cultural�background,�and�special�education�

needs.�Formula-based�funding�recognizes�the�fact�that�

per-student�costs�to�reach�given�results�are�higher�for�

disadvantaged�children�(OeCD,�2017).�
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additional�funding�for�schools�with�migrants�would�

support�measures�addressing�language�barriers�and�

other�challenges�in�order�to�improve�their�academic�

performance.�There�are�a�few�examples�of�programmes�

that�incorporate�migrants�as�an�explicit�factor�in�school�

funding�(Sugarman�et�al.,�2016).�In�Lithuania,�schools�

receive�an�additional�20%�for�each�national�minority�

student�and�30%�for�each�immigrant�student�in�their�

frst�school�year�in�the�country.�The�extra�funds�support�

integration�classes,�bilingual�education,�Lithuanian�

as�a�second�language�and�mother�tongue�instruction�

(essomba�et�al.,�2017).�

In�the�United�States,�the�Department�of�education�has�

allocated�funds�to�the�Migrant�education�Program�(Title�I,�

Part�C)�since�1966.�States’�access�to�the�funds�is�through�

a�formula�based�on�state�migrant�student�count�and�

state�per-student�expenditure.�In�2015/16,�states�and�

local�entities�provided�services�to�about�310,000�eligible�

students�who�are�the�children�of�internal�migrant�

workers.�about�US$374�million�is�allocated�each�year,�

intended�for�education�and�support,�including�teachers�

trained�to�address�migrants’�needs�(United�States�

Department�of�education,�2018b).�

explicitly�including�migration�status�as�a�factor�in�school�

funding�formulas�is�the�exception.�a�review�of�11�countries�

in�the�asia-Pacifc�region�did�not�identify�a�single�

example�(UneSCO,�2013).�nor�does�an�earlier�World�Bank�

publication�mention�migration�in�its�discussion�of�formula�

funding�for�secondary�education�in�eastern�asia�and�

Latin�america�(di�Gropello,�2006).�

Migrant�and�refugee�students�may�trigger�additional�

funding�indirectly,�however.�Characteristics�that�formulas�

do�recognize�are�often�directly�or�contingently�associated�

with�migration.�For�instance,�funding�may�follow�low�

profciency�in�language�of�instruction�or�socio-economic�

deprivation�at�the�neighbourhood�level,�both�common�

among�immigrants.�

Some�countries�have�revised�their�funding�formulas�

to�remove�immigration�status�in�favour�of�associated�

factors.�In�Flanders,�Belgium,�the�government�grants�

additional�funding�with�reference�to�low�socio-economic�

status,�low�education�performance,�language�spoken�

at�home�and�low�education�of�mothers�(OeCD,�2015).�

In�2007,�Israel�removed�immigration�status�as�a�funding�

factor�and�introduced�a�new�formula�that�gives�a�

weight�of�40%�to�parent�education�(Bendavid-Hadar�

and�Ziderman,�2010).�The�netherlands�has�reduced�the�

importance�of�ethnic�background�as�a�criterion�and�

removed�the�migration�factor.�The�formula�focuses�

instead�on�parent�education�in�primary�and�number�of�

students�in�deprived�areas�in�secondary�(OeCD,�2017).�

england�(United�Kingdom)�is�introducing�a�new�national�

funding�formula�that�will�be�fully�rolled�out�in�the�school�

year�2020/21�(Whittaker,�2018).�It�abolishes�specifc�

funding�for�migrants�and�employs�14�factors,�grouped�in�

3�levels,�alongside�cost�adjustment�depending�on�location.�

One�of�these�levels,�which�accounts�for�18%�of�allocation,�

compensates�for�disadvantages�students�face.�

 

�

FIGURE 19.5:  

About�18%�of�school�funding�in�England�will�compensate�

for�disadvantage�

Prem˙ses

Depr˙vat˙on 

Low pr˙or 
atta˙nment 

Lump 
sum 

Bas˙� per�student fund˙ng 

˙ˆ˛ 

S�hoo���eve� fund˙ng 
˝˛ 

Prem˙ses 

Add˙t˙ona� needs 
fund˙ng 

˜°˛ 

Factors in the national funding formula being introduced 

in England 

GEM StatLink:�http://bit.ly/fig19_5�

Source:�United�Kingdom�Department�of�education�(2017).�

The�formula�recognizes�three�major�disadvantages.�

‘Deprivation’�refects�the�share�of�students�eligible�for�

school�meals�and�is�captured�by�an�index,�which�measures�

the�proportion�of�children�whose�families�receive�tax�

credits�(9.1%�of�total�spending).�‘Low�prior�attainment’�

refects�the�share�of�those�who�do�not�achieve�expected�

levels�in�national�assessments�on�entry�into�primary�and�
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at�age�10�or�11�(7.4%�of�total�spending).�Schools�will�receive�

additional�funds�according�to�the�share�of�students�who�

speak�english�as�a�second�language.�This�information�is�

captured�in�the�school�census,�which�reports�individual�

english�language�profciency�using�a�fve-point�scale,�

from�‘new�to�english’�to�‘fuent’�(1.2%�of�total�spending)�

(United�Kingdom�Department�of�education,�2017)�

(Figure�19.5).�

Beyond�basic�funding�formulas,�additional�resources�

to�support�migrant�and�refugee�students�are�often�

available�to�schools.�In�Denmark�and�norway,�the�

initial�lump�sum�grant�from�central�government�to�

municipalities�accounts�for�certain�demographic�

characteristics,�such�as�an�index�of�the�socio-economic�

structure�of�municipalities�(Denmark)�and�the�share�

of�immigrant�children�in�municipalities�(norway).�

However,�municipalities�have�complete�discretion�in�

allocation�to�schools.�Denmark’s�national�government�

introduced�school�and�home�counsellors�over�2008–2013�

to�strengthen�cooperation�between�immigrant�families�

and�schools�(Ravn,�2009).�In�Switzerland,�the�Zurich�

canton�government�has�been�targeting�schools�with�

high�immigrant�student�populations,�devoting�funds�to�

language�and�other�support�(Box�19.1).�

Some�countries�target�specifc�support�for�language�

programmes�outside�funding�formulas.�In�Bulgaria,�

the�2016�law�on�schools�and�pre-schools�introduced�

additional�Bulgarian�language�classes�for�various�groups,�

including�immigrant�students.�In�Italy,�any�school�that�

wishes�to�access�funding�for�language�support�must�

apply�through�an�annual�call�for�bids.�Slovenia’s�Ministry�

of�education�allocates�funds�for�more�than�35�hours�of�

Slovene�language�classes�per�school�year�(essomba�et�al.,�

2017).�The�US�english�Language�acquisition�programme�

allocates�about�US$740�million�a�year�to�states�in�

formula�grants�based�on�share�of�learners�of�english�as�

a�second�language�and�recent�immigrant�students�(U.�S.�

Department�of�education,�2018a,�2018b).�

additional�support�targets�teachers,�who�may�have�

trouble�connecting�with�immigrant�students�and�families�

and�respond�by�lowering�education�and�disciplinary�

standards,�or�not�respond�at�all�(european�Parliament,�

2016).�Germany�funds�programmes�to�recruit�and�

mentor�teachers�with�immigrant�backgrounds�who�

can�then�support�immigrant�students�and�be�cultural�

intermediaries�with�staf�(Germany�Federal�Ofce�for�

Migrants�and�Refugees,�2011).�

BOX 19.1 :   

Zurich has legislated targeted funding for schools with 
high immigrant student populations 

Education authorities in the Swiss canton of Zurich first granted 

permission to conduct Heimatliche Sprache und Kulture (HSK, ‘Home 

Language and Culture’) courses on public primary school premises in 

1966, initially outside of school hours. In 1972, schools were allowed to 

integrate them into the regular timetable, and from 1982 grades for the 

courses could be entered into students’ report cards (Zurich Education 

Department, 2011b). The option to offer such courses was later opened 

to non-state bodies, and by 2015 there were over 27 recognized 

providers. These represent major languages, such as Arabic, Chinese, 

Russian and Spanish, but also smaller ones with sizeable communities 

in the canton, including Albanian and Kurdish. Around one-quarter of 

all children in the canton whose home language is not German benefit 

from the HSK courses each year (Zurich Education Department, 2016). 

To gain recognition and access to public schools in the HSK programme, 

providers must be non-profit, non-partisan and non-denominational, 

and follow a curriculum aligned with the HSK curricular framework. 

Initially, curricula reflected an assumption that HSK classes prepared 

students for an eventual return to and reintegration in their countries 

of origin. This gave way to a focus on integration into Swiss society, 

intercultural skills and promotion of bilingualism. HSK teachers must be 

trained and qualified, and demonstrate intermediate German language 

proficiency (Zurich Education Department, 2011b). Guidance is provided 

on best practices in fully integrating HSK classes and teachers into 

the school community. Regular and HSK teachers are encouraged to 

discuss individual students’ needs and progress, contribute jointly to 

project learning and promote parental involvement (Zurich Education 

Department, 2011a). 

Schools may receive additional support for such activities in the 

canton’s Quality in Multicultural Schools programme, which provides 

participating schools with an average of CHF 40,000 per year for 

activities in the focal areas of language and parental engagement in 

pre-school, as well as writing at all levels. These activities, known as 

HSKplus, are intended to further language development, academic 

outcomes and integration. The programme was first introduced at a 

pilot stage in 1996 but in 2006 it was adopted in law. It now reaches 

120 schools, or one-quarter of all schools in the canton, where at least 

40% of students have an immigrant background (Roos, 2017). Schools 

organize their own activities with support from a team providing 

coordination, networking, advice, intervention frameworks and best 

practices. For example, writing support focuses on writing strategies 

and fundamental skills while taking aspects of writing as a social 

practice into account (Zurich Education Department, 2014). 
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Identifying�and�responding�to�migrant�students’�needs,�

and�making�budgets,�services�and�supplementary�

funding�available�to�schools,�require�a�measure�of�local�

autonomy.�Local�school�administrators�have�discretion�

to�allocate�supplementary�funding�for�immigrant�

education�in�7�out�of�the�16�German�federal�states�

(OeCD,�2017).�all�US�states�have�school�guidelines�to�

determine�student�eligibility�for�additional�funding�

and�monitor�their�progress�(California�Department�of�

education,�2018;�Oregon�Department�of�education,�2018).�

However,�in�some�cases,�there�are�concerns�about�the�

efectiveness�of�targeting.�In�the�US�state�of�new�Jersey,�

about�half�of�annual�supplementary�funding�makes�up�

for�a�lack�of�local�funding�rather�than�targeting�identifed�

students�(Farrie�et�al.,�2015).�

Support�linked�to�migrant�and�refugee�students�may�

overlook�structural�school�and�administration�challenges.�

Migrants�and�refugees�with�lower�education�tend�to�

cluster�in�neighbourhoods�with�already�poorly�stafed�

schools.�Increased�demand�for�language�teachers�and�

social-emotional�support�staf�is�difcult�to�meet�in�the�

short�term�(Scholten�et�al.,�2017).�attracting�teachers�to�

schools�in�need�may�require�higher�salaries�and�better�

working�conditions�(essomba�et�al.,�2017).�Such�incentives�

are�difcult�to�provide�outside�the�regular�school�budget.�

Moreover,�political�decisions�can�signifcantly�afect�

ad�hoc�funding�or�extrabudgetary�support�for�specifc�

programmes.�For�instance,�discussion�of�reorganizing�

the�US�Ofce�of�elementary�and�Secondary�education�

has�consequences�for�migrant-related�programmes�

(Klein,�2018).�

CONCLUSION 

Formula-based�funding�is�a�means�of�helping�schools�

carry�the�higher�cost�of�educating�students�from�

disadvantaged�groups.�Only�a�handful�of�high�income�

countries�explicitly�consider�migration�status�a�factor�

for�school�budgets;�other�dimensions�of�disadvantage�

typically�trigger�higher�per-student�funding�in�schools�

with�concentrations�of�immigrants�and�refugees,�

including�neighbourhood�deprivation�and�limited�

language�profciency,�which�often�characterize�migrant�

status.�To�what�extent�schools�use�these�resources�to�

address�migrant�students’�specifc�challenges,�such�as�

need�for�psychosocial�support,�is�unclear.�

AID EXPENDITURE 

The�SDGs�set�an�ambitious�target�for�the�international�

community.�The�challenge�is�daunting�even�when�we�

consider�just�one�of�the�targets:�By�2030,�all�young�

people�should�be�completing�a�secondary�education�

of�good�quality.�Over�2013–2017,�49%�of�young�people,�

on�average,�completed�secondary�school.�More�fnancing�

is�needed�but�cannot�come�only�from�the�most�

challenged�countries;�international�solidarity�is�called�

for.�In�2015,�the�EFA Global Monitoring Report�estimated�

that�an�annual�funding�gap�of�at�least�US$39�billion�per�

year�between�2015�and�2030�in�low�and�lower�middle�

income�countries�could�be�flled�if�all�OeCD�Development�

assistance�Committee�(DaC)�donors�and�selected�

non-DaC�donors�allocated�0.7%�of�gross�national�

income�(GnI)�to�aid�and�10%�of�their�aid�portfolios�to�basic�

and�secondary�education�(UneSCO,�2015b).�

  AID TO EDUCATION REACHED A RECORD 

HIGH IN 2016 

aid�to�education�in�2016�reached�its�highest�level�

since�the�establishment�of�disbursement�records�

in�2002�(Figure�19.6).�From�2015�to�2016,�aid�to�

education�grew�by�US$1.5�billion,�or�13%�in�real�terms,�

to�US$13.4�billion.�an�increase�in�aid�to�basic�education�

accounted�for�two-thirds�of�this�growth.�after�nearly�

a�decade�of�stagnation,�basic�education�aid�rose�by�

17%,�from�US$5.1�billion�in�2015�to�US$6�billion�in�2016,�

the�largest�absolute�increase�since�records�began.�aid�to�

secondary�and�post-secondary�education�also�increased,�

but�by�a�smaller�amount,�with�the�result�that�the�share�

of�basic�education�also�reached�its�highest�level�at�45%.�

The�share�of�education�in�total�ofcial�development�

assistance�(ODa),�excluding�debt�relief,�increased�for�

the�frst�time�since�2009,�rising�from�6.9%�in�2015�to�

7.6%�in�2016.�

aid�disbursements�to�basic�education�have�increased,�but�

they�are�still�not�allocated�to�the�countries�most�in�need.�

Thematic�indicator�4.5.5�focuses�on�the�percentage�of�aid�

allocated�to�the�poorest�countries,�which�can�be�defned�

as�those�classifed�by�the�World�Bank�as�low�income�

countries�or�by�the�United�nations�as�least�developed�

countries.�The�share�of�basic�education�aid�to�low�income�

countries�fell�from�36%�in�2002�to�22%�in�2016.�The�share�

allocated�to�least�developed�countries�exhibits�a�similar�

long-term�trend.�While�it�increased�from�31%�in�2015�to�

34%�in�2016,�it�is�still�well�below�the�2004�peak�of�47%�

(Figure�19.7).�
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 FIGURE 19.6:  

Aid�to�education�reached�a�record�high�in�2016�

Total aid to education disbursements, by education level, 2002–2016 
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GEM StatLink:�http://bit.ly/fig19_6�

Source:�GeM�Report�team�analysis�based�on�OeCD�CRS�(2018).�

 FIGURE 19.7:  

The�share�of�aid�to�education�going�to�the�poorest�countries�is�trending�downward�

a. Share of low income countries and least developed countries 

in total aid to education and to basic education disbursements, 
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GEM StatLink:�http://bit.ly/fig19_7�

Source:�GeM�Report�team�analysis�based�on�OeCD�CRS�(2018).�
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The�2015�addis�ababa�action�agenda�recognized�the�

importance�of�multistakeholder�partnerships�in�external�

fnancing.�In�the�case�of�education,�there�have�been�

recent�developments�in�the�international�architecture�

of�three�partnerships.�In�February�2018,�the�Global�

Partnership�for�education�(GPe)�secured�pledges�to�

replenish�its�fund�for�2018–2020.�education�Cannot�Wait�

(eCW)�is�consolidating�its�position�as�a�focal�point�for�

education�fnancing�in�emergencies.�and�the�International�

Commission�on�Financing�Global�education�Opportunity�

(education�Commission)�continues�building�the�case�for�

an�International�Finance�Facility�for�education�(IFFed).�

The�momentum�behind�these�three�mechanisms�

underlines�the�resurgence�in�interest�in�prioritizing�

education�in�international�development�cooperation.�

External fnancing for education in lower middle income 

countries needs to increase 

Much�progress�could�be�made�towards�bridging�the�

fnancing�gap�in�low�income�countries�by�reforming�

current�aid�allocations�to�(a)�redirect�more�aid�to�basic�

and�secondary�education�and�(b)�target�low�income�

countries�specifcally.�However,�this�would�still�leave�open�

a�large�part�of�the�fnancing�gap�for�achieving�SDG�4�

targets�in�lower�middle�income�countries.�aid�to�these�

countries�tends�to�fall�faster�than�their�tax�revenues�rise.�

In�2015,�among�10�low�income�countries�with�data,�

the�median�tax/GDP�ratio�was�15.2%,�while�the�net�ODa/�

GnI�ratio�was�9.7%.�By�contrast,�the�respective�fgures�in�

30�lo� wer�middle�income�

countries�were�16%�and�3.2%.�

a�key�question�is�how��to�

expand�external�education�

funding�to�lower�middle�

income�countries.�

aid�to�lower�middle�

income�countries�

tends�to�fall�faster��

than�their�tax�

revenues�rise� The�GPe�has�been�efectively�

targeting�the�world’s�

poorest�countries.�In�2016,��

it�disbursed�US$351�million�to�low�income�countries,�

out�of�total�disbursements�of�US$497�million.�at�its�third�

fnancing�conference�in�Dakar�in�February�2018,�pledges�

worth�US$2.3�billion�were�made�to�replenish�the�fund�for�

2018–2020,�which�will�further�strengthen�its�position�as�

the�main�multilateral�fnancing�institution�for�education�

in�low�income�countries.�It�could�expand�its�active�

portfolio�of�partner�countries�from�44�to�65.�However,�

as�it�fell�short�of�its�replenishment�target�of�US$3.1�billion,�

expanding�to�more�lower�middle�income�countries�to�

reach�its�declared�objective�of�89�partners�could�spread�

its�activities�too�thinly.�Lower�middle�income�countries�

are�eligible�to�apply�for�the�GPe�Multiplier,�a�tool�approved�

in�2017�that�aims�to�leverage�resources:�For�every�

US$3�in�new�external�resources�a�government�raises�for�

education,�it�receives�US$1�from�the�GPe�Multiplier�to�

support�its�plan.�The�initial�US$100�million�programme�is�

set�to�expand�to�US$300�million�by�2020�but�this�is�still�

well�below�what�is�needed.�

eCW,�the�second�multilateral�fnancing�institution�

established�in�recent�years,�focuses�on�education�in�

emergencies.�It�ofers�a�pooled�fund�for�governments,�

non-government�organizations�(nGOs)�and�donors.�

In�addition�to�ensuring�greater�and�more�fexible�

fnancing,�it�aims�to�improve�collaboration�and�

coordination�between�humanitarian�and�development�

actors,�encourage�national�ownership�of�programmes�

and�foster�a�cross-sector�approach,�addressing�both�

immediate�and�long-term�needs.�although�it�covers�

middle�income�countries,�its�mandate�is�specifc�to�crises�

and�emergencies�and�would�only�partly�address�needs�

for�system-wide�interventions.�eCW�exceeded�its�2017�

funding�targets�by�US$20�million�and�in�2018�received�

pledges,�among�others,�of�US$46�million�from�Denmark�

and�US$17.5�million�from�the�netherlands,�in�its�efort�to�

raise�US$285�million�in�2018–2019.�

Deliberations continue on a new education fnance facility 

for middle income countries 

It�was�this�need�to�fund�education�expansion�in�lower�

middle�income�countries�that�led�the�education�

Commission�to�propose�forming�the�IFFed�(education�

Commission,�2017).�The�planned�fnancing�mechanism�

would�generate�additional�resources�through�multilateral�

development�banks:�the�african�Development�Bank,�

asian�Development�Bank,�Inter-american�Development�

Bank,�european�Bank�for�Reconstruction�and�

Development,�and�World�Bank.�

aid�is�often�seen�as�a�single�transfer�of�resources�to�

developing�countries.�In�practice,�it�is�diverse,�using�a�

range�of�modes,�instruments�and�channels�and�arriving�

in�two�main�forms:�grants,�or�loans�at�concessional�

terms.�Low�income�countries�received�81%�of�total�aid�

and�79%�of�total�aid�to�education�as�grants�in�2016.�

By�contrast,�lower�middle�income�countries�received�a�

larger�proportion�of�education�aid�as�concessional�loans,�

although�the�share�of�loans�is�lower�for�education�(35%)�

than�for�total�aid�(40%)�(Figure�19.8).�
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World�Bank�loans�to�

education,�for�instance,�

come�through�two�

mechanisms.�

The�In� ternational�

Development�

association�(IDa)�

provides�loans�with�

Low�income�countries�

received�79%�of��total�

aid�to�education�as�

grants�in�2016�

concessional�terms�(i.e.�extended�terms,�long�grace�

periods,�below-market�interest�rates)�to�75�countries�with�

limited�access�to�private�fnancial�markets.�These�include�

all�the�low�income�countries,�many�small�island�

developing�states,�and�selected�lower�middle�income�

countries,�including�nigeria�and�Pakistan�(known�as�blend�

countries,�because�they�can�also�borrow�on�non-

concessional�terms).�The�International�Bank�for��

Reconstruction�and�Development�(IBRD)�lends�mostly�to�

middle�income�countries�on�non-concessional�terms.�

The�IFFed�proposal�recognizes�that�multilateral��

development�bank�lending�for�education�in�lower��

middle�income�countries,�whether�concessional�or��

non-concessional,�remains�low.�For�instance,�the�median��

share�of�education�between�2002�and�2017�was�10.5%�f� or��

IDa�loans�and�6.4%�for�IBRD�loans.�Moreover,��the�share�for��

education�in�IBRD�loans�fell�from�8.2%�in�2012�to�4.7%�in�� �

2017,�when�the�total�amount�of�loans�for�education�was��

just�under�US$1.1�billion,�compared�with�US$4.4�billion��

for��the�energy�and�extractive�industries�(Figure�19.9).��

 FIGURE 19.8:  

Loans�are�a�considerable�part�of�official�development�

assistance,�even�in�education�

Share of ODA disbursements and other official flows by type 

of aid, 2016 
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FIGURE 19.9:  

A�low�and�declining�share�of�World�Bank�non-concessional�loans�goes�to�education�

Share of total IDA and IBRD lending, education vs energy and extractives, 2002–2017 
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Potential�donors�to�IFFed�and�the�multilateral�development�banks�have�

expressed�a�very�wide�range�of�views�on�issues�such�as�the�emphasis�on�

equity�or�the�prominence�of�results-based�allocation�mechanisms�

nor�is�the�World�Bank�unique�among�multilateral�

development�banks�in�fnding�it�challenging�to�provide�

loans�for�education.�

The�key�IFFed�objective�is�to�invite�donors�to�

provide�(a)�guarantees�(or�other�forms�of�contingent�

commitments)�to�help�insure�the�portfolio�and�increase�

the�capacity�of�multilateral�development�banks�to�expand�

lending�to�education;�and�(b)�grants�to�blend�with�loans�

to�lower�their�cost�and�make�them�more�attractive�to�

borrowing�countries�(education�Commission,�2018).�The�

proposal�was�noted�at�the�G20�Hamburg�Summit�in�

november�2017;�the�Un�Secretary-General�made�a�strong�

appeal�for�the�international�community�to�support�it�in�

May�2018;�and�multilateral�development�banks�gave�their�

backing�at�the�Un�General�assembly�in�September�2018.�

In�the�coming�months,�intensive�negotiations�are�

expected�to�clarify�the�nature�of�the�institutional�

set-up,�level�of�donor�commitment�and�governance�

arrangements,�which�would�put�the�multilateral�

development�banks�at�the�centre.�The�new�entity�

would�need�to�be�rated�by�credit�agencies.�In�addition,�

a�process�would�need�to�be�established�to�demonstrate�

that�IFFed�loans�are�additional�and�would�not�have�

been�granted�otherwise.�Demonstrating�that�they�are�

additional�and�better�targeted�than�current�loans�may�

require�a�larger�secretariat�than�is�currently�envisaged.�

Finally,�clarity�with�respect�to�the�potential�focus�of�the�

loans�is�needed,�as�potential�donors�and�the�multilateral�

development�banks�have�expressed�a�very�wide,�if�not�

internally�inconsistent,�range�of�views�on�issues�such�as�

the�emphasis�on�equity�or�the�prominence�of�results-

based�allocation�mechanisms.�

One�pertinent�question�is�whether�IFFed�funding�would�

count�as�ODa.�IDa�loans,�for�example,�are�considered�

ODa�while�IBRD�loans�are�classed�as�‘other�ofcial�

fows’.�according�to�the�current�OeCD�defnition,�to�be�

considered�ODa,�a�loan�must�have�a�grant�element�of�at�

least�25%,�be�calculated�at�a�discount�rate�of�10%,�and�

be�‘concessional�in�character’.�a�new�defnition�of�ODa�

will�come�into�efect�in�early�2019�by�which�only�loans�

with�a�grant�element�of�at�least�45%�will�be�reported�

as�ODa�for�low�income�and�least�developed�countries.�

Loans�to�lower�middle�income�countries�will�need�to�

have�a�grant�element�of�at�least�15%�to�be�reported�as�

ODa.�In�addition,�only�grants�and�the�‘grant�portion’�

of�concessional�loans�will�be�considered�ODa,�in�contrast�

to�the�current�defnition,�whereby�the�face�value�of�

both�grants�and�loans�is�counted�as�ODa�(OeCD,�2015).�

By�these�defnitions,�the�grant�element�of�IFFed�funding�

would�be�recorded�as�aid,�and�the�loan�element�as�other�

ofcial�fows.�

With�increasing�interest�in�diferent�funding�mechanisms,�

one�of�the�challenges�going�forward�will�be�to�ensure�

coordination�to�avoid�duplication�and�fragmentation�into�

parallel,�vertical�structures�in�diferent�institutions.�

POLICY FOCUS 19.2: USING AID AS  

A TOOL TO MANAGE MIGRATION 

Migrant�and�refugee�infows�are�a�politically�sensitive�

issue�in�many�countries�and�are�often�accompanied�

by�calls�to�control�them�and�to�discourage�low-skilled�

migrants�or�preferentially�admit�high-skilled�ones.�

Such�policies�often�stimulate�irregular�migration�and�

discourage�circular�mobility�instead�of�controlling�

immigration�(de�Haas,�2007).�Thus�there�have�been�calls�

for�a�more�strategic�emphasis�on�tackling�the�causes�of�

migration�at�points�of�departure.�

The�idea�that�external�assistance,�especially�in�education,�

can�reduce�migration�has�found�some�support�in�

academic�and�policy�circles.�evidence�on�the�relationship�

between�aid�and�controlling�migration�or�preventing�

displacement�is�nuanced�and�context-dependent,�but�the�

core�idea�is�that�increasing�disposable�income�in�origin�

countries�reduces�a�key�incentive�for�emigration�(Lanati�

and�Thiele,�2017).�

The�surge�of�migrants�crossing�the�Mediterranean�in�

2015�prompted�eU�member�states�to�agree�a�european�

agenda�on�Migration.�One�pillar�is�cooperation�with�
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third�countries,�focusing�on�‘addressing�the�root�causes�

behind�irregular�migration�in�non-eU�countries’,�as�well�

as�on�combating�smuggling�and�trafcking.�aligned�with�

this�broader�strategy,�the�pooled�emergency�Trust�

Fund�for�africa�was�established�in�late�2015�to�sustain�

eU�migration�policies�in�26�countries�in�the�Sahel,�

Lake�Chad�area,�Horn�of�africa�and�northern�africa.�

The�fund�has�since�grown�from�an�initial�eUR�1.8�billion�to�

around�eUR�3�billion�to�fnance�projects�on�employment�

opportunities,�food�and�nutrition,�confict�prevention�and�

migration�management�(Fanjul,�2018).�

Some�countries’�aid�policies�have�explicitly�or�implicitly�

related�to�migration�prevention�by�supporting�sending�

countries’�economies.�In�Spain,�a�1%�increase�in�the�

immigrant�population�from�a�particular�origin�country�has�

been�associated�with�an�18%�increase�in�the�probability�

of�its�being�a�Spanish�aid�recipient�and�a�0.05%�increase�

in�the�amount�of�Spanish�aid�(Vázquez�and�Sobrao,�

2016).�The�volume�of�asylum-seekers�and�refugees�was�

found�to�positively�afect�the�aid�allocations�of�austria,�

norway�and�the�United�States�towards�sending�countries�

(Czaika�and�Mayer,�2011).�a�study�of�migration�fows�

from�210�origin�countries�and�territories�to�22�donor�

(and�destination)�countries�showed�that�the�countries�

sending�large�numbers�of�migrants�receive�the�largest�

amount�of�foreign�aid.�For�the�median�origin�country�in�

the�study,�each�additional�immigrant�to�an�OeCD�country�

was�associated�with�US$242�higher�foreign�aid�to�the�

origin�country�(Bermeo�and�Leblang,�2015).�

There�are�two�arguments�countering�the�logic�of�using�aid�

to�prevent�migration.�First,�higher�income�relaxes�poorer�

families’�budget�constraints,�allowing�them�to�invest�

more�in�migrating.�national�and�cross-national�evidence�

supports�this�argument.�analysis�of�Mexico’s�conditional�

cash�transfer�programme�Oportunidades�showed�that�

availability�of�a�guaranteed�stream�of�extra�disposable�

income�made�migration�more�afordable�for�poor�families�

(angelucci,�2015).�a�study�of�77�low�and�middle�income�

countries�found�a�strong�positive�link�between�growth�in�

aid�and�migration�levels�(Lucas,�2005).�Second,�bilateral�

aid�may�encourage�migration�because�it�provides�greater�

access�to�information�about�donor�countries�and�lowers�

migrants’�costs�(Berthélemy�et�al.,�2009).�

Indeed,�positive�correlation�has�been�established�between�

income�and�migration�at�lower�levels�and�negative�

correlation�at�higher�levels�of�GDP�per�capita�(Dao�et�al.,�

2016).�a�synthesis�of�the�literature�estimated�that�the�

total�income�efect�on�migration�remained�positive�under�

per�capita�income�of�PPP�US$8,000�to�US$10,000,�

a�threshold�many�countries�are�far�from�reaching�

(Clemens�and�Postel,�2018).�attempts�to�accelerate�the�

process�dramatically�

through�aid�are�implausible.��

Raising�gr� owth�by�

one�per� centage�point�

per��year�in�the�average�

recipient�country�would�

require�aid�of��the�order�of��

10%�of�GDP�(Clemens�et�

al.,�2012).

There�is�positive�

correlation�

between�income�

and�migration�at�

lower�levels�and�

negative�correlation�

at�higher�levels�of��

GDP�per�capita�

Some�studies�suggest�

that�migration�depends�on�

specifc�contexts�such�as�

wealth�inequality�(Bazzi,�

2017).�analysis�of�a�25-year�longitudinal�data�set�found�

that�aid�supporting�better�governance�or�rural�over�urban�

development�was�associated�with�reduced�migration�

(Gamso�and�Yuldashev,�2018a,�2018b).�nevertheless,�

a�study�of�28�donor�(and�destination)�countries�and�

136�aid-receiving�(and�origin)�countries�over�1995–2014�

found�a�consistently�negative�efect�of�aid�on�migration,�

which�authors�attribute�to�their�use�of�data�on�migration�

fows�rather�than�migration�stocks�(Lanati�and�Thiele,�

2017).�However,�a�study�focused�on�aid’s�efect�specifcally�

on�infows�of�refugees�from�141�origin�countries�over�

1976–2013�found�that�aid�reduced�refugee�numbers�

only�under�exceptional�circumstances�of�high�shares�of�

humanitarian�aid�(Dreher�et�al.,�2018).�

Education has a mediating role in the  

aid–migration relationship 

The�role�of�education�aid,�particularly�regarding�

migration,�is�very�difcult�to�distinguish�due�to�its�

relatively�small�size.�To�the�extent�that�aid�for�education�

helps�reduce�emigration,�it�is�unlikely�to�do�so�quickly.�

Moreover,�the�pursuit�of�short-term�impact�undermines�

the�long-term�intention�of�external�interventions�in�the�

education�sector�(Riddell�and�niño-Zarazua,�2016).�

education�can�nevertheless�have�an�important�

mediating�role�in�migration�for�both�origin�and�

destination�countries.�a�study�of�trends�in�migration�

from�northern�africa�to�OeCD�countries�suggested�

that�to�the�extent�aid�increased�incomes�in�origin�

countries�it�could�act�as�a�push�factor�for�migrants�with�

low�education.�Otherwise,�demographic�characteristics�

of�the�destination�country,�population�density,�

urban�population�growth,�age�dependency�ratios�and�
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returns�to�education�in�destination�countries�were�much�

more�important�in�determining�migration�rates�(Gubert�

and�nordman,�2009).�

Satisfaction�with�local�public�services,�including�schools,�

may�afect�migration�intentions�more�than�wealth�factors�

(Dustmann�and�Okatenko,�2014).�an�analysis�of�187�origin�

countries�suggested�that�bilateral�aid�promoted�skilled�

migration.�By�contrast,�total�aid�increased�unskilled�

migration.�Moreover,�unskilled�migrants�are�attracted�by�

more�redistributive�welfare�states,�while�skilled�migrants�

are�attracted�by�those�ofering�better�opportunities�and�

greater�expected�earnings�(Berthélemy�et�al.,�2009).�

a�study�of�123�countries�found�that,�in�poorer�origin�

countries,�microeconomic�factors�explained�25%�of�

the�increase�in�emigration.�By�contrast,�one-third�was�

attributed�to�changing�network�sizes,�and�between�

one-third�and�one-half�to�the�changing�skills�composition�

of�working-age�populations�(Dao�et�al.,�2016).�

CONCLUSION 

arguably,�evidence�on�the�relationship�between�aid�

and�migration�is�far�from�conclusive.�While�the�results�

are�sensitive�to�the�choice�of�estimation�method�

or�data,�aid�policy-makers�need�to�be�cautious�in�

placing�high�expectations�on�the�role�aid�can�play�

in�controlling�migration.�The�volume�of�migration�

fows�is�determined�by�a�myriad�of�factors�aid�cannot�

control.�However,�investment�in�education-focused�

development�and�humanitarian�aid�can�positively�afect�

both�the�drivers�and�the�consequences�of�migration�and�

displacement,�as�is�demonstrated�throughout�this�report.�

POLICY FOCUS 19.3: A  TURNING  

POINT IN THE FINANCING OF  

REFUGEE EDUCATION 

ensuring�that�refugee�children�are�in�school�not�only�

restores�a�much-needed�sense�of�normality�but�also�

represents�a�crucial,�if�seriously�underappreciated,�

investment.�It�can�address�causes�of�disputes�and�help�

rebuild�what�was�lost,�sowing�the�seeds�of�peace�and�

reconciliation�–�all�the�more�important�in�protracted�

crises.�not�attending�to�education�may�simply�shift�the�

problem�to�subsequent�generations.�

as�recently�as�2015,�a�review�of�13�donors�showed�that�

none�had�a�humanitarian,�let�alone�refugee,�education�

strategy�or�policy�(nRC�and�Save�the�Children,�2015).�

However,�there�has�since�been�stronger�support�for�giving�

education�in�emergencies�and�refugee�education�greater�

priority,�within�a�broader�efort�to�improve�the�efciency�

and�efectiveness�of�humanitarian�aid.�

The�frst-ever�World�Humanitarian�Summit�in�May�2016�

was�a�turning�point,�including�for�education.�Its�aim�was�

to�fnd�ways�to�deliver�on�the�fve�core�‘responsibilities’�

of�the�agenda�for�Humanity�put�forward�in�February�

2016�by�the�Un�Secretary-General�(United�nations,�2016).�

Under�the�third�responsibility,�to�‘leave�no�one�behind’,�

which�it�shares�with�the�2030�agenda�for�Sustainable�

Development,�partners�were�called�upon�to�ensure�that,�

by�2030,�‘all�children�in�crises,�whether�in�confict�zones�or�

displaced,�have�access�to�quality�education�and�learning�

opportunities,�because�the�international�community�

prioritizes�and�mobilizes�resources�to�support�them’�

(OCHa,�2017,�p.�50).�

The�summit�gave�rise�to�or�strengthened�20�initiatives.�

among�them,�the�establishment�of�the�eCW�fund�was�the�

clearest�sign�of�a�renewed�commitment�to�education�in�

emergencies.�Others�included�the�Grand�Bargain�initiative,�

which�involved�a�set�of�efciency-increasing�proposals�

(Metcalfe-Hough�and�Poole,�2018),�and�the�new�Way�of�

Working�initiative,�intended�to�strengthen�collaboration�in�

analysis,�planning�and�fnancing�between�humanitarian�

and�development�aid,�

including�through�a�Joint�

Steering�Committee�on�

Humanitarian�and�

Development�Collaboration�

(OCHa,�2018).�

The�establishment��

of��the�eCW�fund�

gave�a�clear�sign�

of�a�renewed�

commitment�

to�education�in�

emergencies�

Indeed,�humanitarian�

assistance�is�not�even�the�

main,�let�alone�the�only,�

source�of�funding�for��

fulflling�refugees’�education�

needs.�But�it�is�crucial�to�improve�the�efectiveness�of�

humanitarian�aid�to�education�and�link�its�planning�more�

strongly�to�the�two�larger�pools�of�funding:�development�

aid�and�public�expenditure.�To�prompt�a�discussion�of�the�

broader�planning�and�fnancing�challenges�facing�refugee�

education,�this�section�provides�an�overview�of�resources�

the�international�community�has�made�available�to�

support�refugee�education.�

Estimates of refugee education funding needs vary widely 

a�study�of�the�cost�of�education�in�emergencies�for�

the�World�Humanitarian�Summit�by�the�Overseas�
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To meet even the most basic 
education needs of children 
in crises would require the  
share of education in 
humanitarian aid to... 

... incr

10
ease 

times 

Development�Institute�estimated�that�75�million�children�

aged�3�to�18�in�35�countries�would�need�urgent�support.�

Using�assumptions�for�classroom�construction,�teacher�

education�and�pay,�school�supplies�and�student�retention,�

using�a�markup�proposed�in�the�EFA Global Monitoring 

Report�costing�models,�the�study�estimated�an�average�

cost�per�child�of�US$156.�accounting�for�potential�

government�funding�left�a�US$8.5�billion�funding�gap,�

or�US$113�per�child,�to�be�covered�by�the�international�

community�(ODI,�2016).�

Two�observations�can�be�made.�First,�US$113�per�

child�is�considerably�higher�than�the�levels�of�

humanitarian�aid�currently�disbursed�on�education.�

The�Global�Humanitarian�Overview�2018�contends�

that�‘humanitarians�needed�only�$232�per�person�for�

comprehensive,�year-long,�multisector�humanitarian�

assistance’�in�2017�(OCHa,�2018,�p.�13).�as�education�

receives�only�2%�of�this�comprehensive�package,�and�

Save�the�Children�estimated�that�

there�was�a�US$2.4�billion�annual�

funding�gap�for�refugee�education�

school-age�children�represent�half�the�population�served,�

per-student�spending�would�need�to�increase�at�least�

tenfold,�and�education�would�take�up�20%�of�total�

humanitarian�aid,�assuming�refugee�education�needs�

were�to�be�covered�exclusively�by�humanitarian�aid.�

Second,�US$156�per�student�is�close�to�the�cost�of�

primary�education�in�low�income�countries�but�far�

below�that�of�secondary�education�in�middle�income�

countries,�such�as�Lebanon�(US$894)�and�Turkey�

(US$2,618),�which�host�the�bulk�of�Syrian�refugee�

children.�a�more�recent�study�by�Save�the�Children,�

an�international�nGO,�estimated�the�cost�of�refugee�

education�at�US$575�per�child,�with�US$320�to�be�covered�

by�the�international�community.�This�translates�into�a�

fnancing�gap�of�US$2.4�billion�per�year�for�7.5�million�

refugee�children�aged�3�to�18�(Save�the�Children,�2018).�

The�eCW�resource�mobilization�targets�have�been�

informed�by�these�analyses.�Within�a�15-year�horizon,��

its�medium-term�target�is�to�raise�US$1.8�billion�per�

year�by�2021�to�reach�8.9�million�children�(down�from�

an�earlier�estimate�of�13.6�million�children)�(eCW,�2018a),�

which�translates�into�US$202�per�child,�a�level�that�is�

much�higher�than,�for�instance,�the�US$8�per�primary�

student�currently�allocated�in�development�aid�in�

sub-Saharan�africa.�
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It is difcult to track humanitarian and development aid 

to refugee education 

Despite�the�importance�of�international�fnancing�for�

refugee�education,�tracking�it�is�not�straightforward.�

Two�international�databases�provide�information:�

The�Un�Ofce�for�the�Coordination�of�Humanitarian�

afairs�(OCHa)�maintains�the�Financial�Tracking�

Service�(FTS),�while�the�OeCD�DaC�Creditor�Reporting�

System�(CRS)�provides�data�on�humanitarian�as�well�as�

development�assistance.�

The�FTS�is�a�voluntary�mechanism,�used�by�all�

humanitarian�donors�and�implementing�agencies,��

that�tracks�response�plans�and�appeals.�Data�are�

continuously�updated,�providing�a�snapshot�of�the�

current�funding�situation�relative�to�a�given�appeal�

and�thus�serving�the�needs�of�governments,�donors�

and�humanitarian�actors�making�timely�strategic�and�

operational�decisions.�The�FTS�collects�information�on�

(a)�total�humanitarian�assistance,�(b)�the�subset�that�is�

directed�at�Un-coordinated�appeals�and�(c)�humanitarian�

assistance�by�sector.�

FTS�data�reveal�three�key�facts�about�humanitarian�

assistance�to�education.�Global�humanitarian�funding�to�

education�has�increased�rapidly,�from�US$135�million�in�

2012�to�US$451�million�in�2017,�of�which�US$301�million�

addressed�Un-coordinated�humanitarian�response�plans�

(Figure�19.10a).�Despite�the�tripling�of�humanitarian�

assistance,�the�share�for�education�in�total�humanitarian�

aid�has�remained�constant,�reaching�2.1%�in�2017,�

far�below�requirements�and�the�indicative�target�of�

allocating�at�least�4%�of�humanitarian�aid�to�education�

(Figure�19.10b).�Furthermore,�education�continues�to�be�

one�of�the�sectors�with�the�lowest�percentage�of�funding�

requirements�met�(36%�in�2017),�well�below�the�average�

(60%)�(Figure�19.11).�

The�data�have�two�key�weaknesses�for�the�purpose�of�

monitoring�refugee�education.�First,�42%�of�total�funding�

for�appeals�in�2017�was�not�assigned�to�specifc�sectors�

but�was�in�the�multisector�category,�shared�among�

sectors�or�unspecifed;�therefore,�the�above�number�

could�underestimate�the�amount�of�humanitarian�aid�

going�to�education,�including�for�refugees.�Second,�as��

the�data�do�not�distinguish�among�interventions,�it�is�

not�clear�which�part�refers�to�refugees,�so�the�above�

number�could�overestimate�the�amount�disbursed�for�

refugee�education.�

education�has�continued�to�be�one�of�the�

sectors�with�the�lowest�percentage�of�

funding�requirements�funded�(36%�in�2017)�

The�CRS�database�has�the�advantage�of�putting�

humanitarian�and�development�aid�on�the�same�platform.�

But�it�breaks�down�OeCD�DaC�members’�humanitarian�

aid�into�just�three�categories�(material�relief�assistance�

and�services,�emergency�food�aid,�and�relief�coordination)�

and�not�by�type�of�humanitarian�emergency�or�by�sector,�

such�as�education.�The�latter�will�change�from�2019,�with�

respect�to�data�referring�to�2017,�when�DaC�is�to�update�

its�humanitarian�assistance�codes�and�include�one�for�

education�in�emergencies.�

For�the�time�being,�though,�in�the�absence�of�project�

markers,�estimating�the�amount�spent�on�refugee�

education�requires�manual�analysis�of�the�FTS�and�CRS�

databases,�project�by�project.�To�give�an�indication�of�

the�challenges,�the�2016�German-funded�projects�in�

the�Syrian�arab�Republic�for�‘improvement�of�access�to�

education�for�students�in�Western�aleppo�countryside’�

(US$1.1�million)�can�be�classifed�as�fully�education-related,�

whereas�estimating�the�education�share�of�UnICeF�

Syria’s�support�for�‘strengthening�of�resilience,�education�

and�child�protection’�(US$12.2�million)�requires�making�

assumptions�and�soliciting�further�information�from�

implementation�agencies�that�may�not�use�the�same�

classifcation�criteria.�In�addition,�difering�defnitions�of�

humanitarian�assistance�and�volumes�reported�mean�the�

FTS�and�CRS�do�not�match.�

an�analysis�of�the�CRS�database�for�this�report�showed�

that�US$425�million�was�disbursed�for�refugee�education�

through�225�humanitarian�aid�projects�in�2016.�But�

the�CRS�database�also�

provides�information�on�

ofcial�development�

assistance�on�education.�

The�analysis�showed�that�a�

considerable,�and�less-

recognized,�amount�of��

development�aid�also�

funds�refugee�education,�

amounting�in�2016�to�

US$425�million�was�

disbursed�through�

225�humanitarian�aid�

projects�in�2016�on�

refugee�education�

US$840�million.�about�US$453�million�was�disbursed�

through�the�United�nations�Relief�and�Works�agency�for�

Palestine�Refugees�in�the�near�east�(UnRWa)�for�
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 FIGURE 19.10:  

Humanitarian�aid�to�education�increased�for�the�fourth�year�in�a�row�

Selected statistics related to humanitarian aid to education, 2000–2017 

a. Humanitarian aid to education 
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GEM StatLink:�http://bit.ly/fig19_10��

Source:�Un�OCHa�FTS�database.�

FIGURE 19.11 :  

Education�has�not�been�receiving�the�requested�humanitarian�funding�

Share of UN-coordinated appeal requests funded 
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GEM StatLink:�http://bit.ly/fig19_11�

Note: �The�FTS�database�was�accessed�at�the�end�of�May�2018.�FTS�data�may��

fluctuate�sligh� tly�depending�on�the�date�of�access.�

Source:�Un�OCHa�FTS�database.�

 FIGURE 19.12:  

Refugee�education�is�funded�by�both�humanitarian�and�

development�assistance�

Aid to refugee education disbursements, by source of aid, 

2014–2016 
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Source:�GeM�Report�analysis�of��the�CRS�database.�
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Palestine�refugees,�while�US$387�million�was�targeted�at�

other�refugee�groups�(Figure�19.12).�excluding�Palestine�

refugees,�this�means�refugee�education�received�just�over�

US$800�million�in�2016,�representing�about�one-third�of�

the�annual�external�fnancing�gap�of�US$2.4�billion�

identifed�by�Save�the�Children.�

There�are�three�solutions�for�flling�the�gap.�Donors�could�

continue�to�increase�their�humanitarian�aid�allocations,�

holding�the�share�of�education�constant.�This�is�what�has�

driven�the�increase�in�aid�to�education�in�emergencies�

since�2012.�CRS�data�indicate�the�volume�of�total�

humanitarian�emergency�aid�increased�from�US$9.1�billion�

in�2012�to�US$22.3�billion�in�2016.�adding�reconstruction,�

disaster�prevention�and,�particularly,�costs�for�refugees�

in�donor�countries,�total�expenditure�almost�tripled,�

from�US$14.5�to�US$40.9�billion.�However,�continuing�

the�increase�of�humanitarian�aid�is�not�a�sustainable�

solution,�and�the�rise�is�more�likely�to�mainly�refect�the�

consequences�of�the�Syrian�crisis.�

The�new��eU�policy�framework�increased�

the�share�of�education�in�emergencies�

and�protracted�crises�to�10%�of�its�overall�

humanitarian�aid�budget�in�2019�

Donors�could�prioritize�education�within�humanitarian�aid,�

given�how�low�education’s�share�has�been.�In�May�2018,�

a�new�eU�policy�framework�increased�the�share�of�

education�in�emergencies�and�protracted�crises�to�10%�

of�the�overall�humanitarian�aid�budget�in�2019,�compared�

with�1%�in�2015.�eU�institutions�collectively�allocated�

US$2.2�billion�to�humanitarian�assistance�in�2017�(european�

Commission,�2018).�The�FTS�database�shows�that�the�

share�of�education�in�the�Syria�regional�refugee�and�

resilience�plan�also�increased,�from�2.4%�in�2015�to�7.4%�in�

2016,�and�remained�above�the�average�at�6%�in�2017.�

By�contrast,�eCW�has�set�a�modest�target�of�raising�

education’s�share�of�humanitarian�aid�from�4%�(excluding�

the�large�segment�of�humanitarian�aid�not�allocated�to�

sectors)�to�5.4%�by�2021.�This�suggests�there�are�limits�

to�the�potential�for�increasing�education’s�share�of�

humanitarian�aid�(eCW,�2018c).�

accordingly,�the�third�solution�would�be�to�tap�more�

into�development�aid�budgets�for�refugee�education.�

For�instance,�since�2013,�the�GPe�has�made�its�support�

to�countries�afected�by�fragility�and�confict�more�

fexible�to�respond�to�emergencies.�It�allows�them�to�

develop�interim�education�sector�plans�and�receive�up�

to�20%�of�their�indicative�GPe�allocation�within�no�more�

than�eight�weeks.�The�Central�african�Republic,�Chad,�

Somalia�and�Yemen�have�used�this�facility�(GPe,�2018).�

In�april�2016,�the�GPe�and�UnHCR�agreed�to�strengthen�

country-level�cooperation�to�improve�education�for�

refugees�and�host�communities.�This�includes�the�

participation�of�humanitarian�actors�in�Local�education�

Groups,�a�coordination�mechanism�hitherto�available�for�

development�actors�(UnHCR,�2016).�

Multilateral�development�banks�play�an�increasingly�

important�role�in�fnancing�emergency�responses�beyond�

the�humanitarian�aid�architecture.�The�World�Bank�

established�a�Global�Crisis�Risk�Management�Platform�in�

2016�to�coordinate�its�diverse�fnancing�tools.�It�created�

a�US$2�billion�fnancing�tool,�the�IDa18�Regional�

Sub-Window�for�Refugees�and�Host�Communities,�

to�help�the�poorest�countries�manage�refugee�crises.�

For�middle�income�countries,�it�established�the�Global�

Concessional�Financing�Facility,�frst�tested�in�Jordan�

and�Lebanon�in�2016.�each�US$1�in�grants�is�leveraged�

to�create�about�US$4�in�concessional�fnancing,�and�the�

facility�also�ofers�improved�coordination.�By�mid-2017,�

it�had�raised�US$372�million�in�pledges�and�had�approved�

US$193�million�for�implementation.�none�had�been�

allocated�for�education�yet,�although�it�is�within�the�

facility’s�scope�(World�Bank,�2016,�2017a,�2017b).�

Joint planning of humanitarian and development aid is 

key to refugee education 

The�key�to�increasing�the�volume,�efectiveness�and�

efciency�of�support�to�refugee�education�is�engagement�

of�development�actors�to�invest�in�education�systems�to�

beneft�both�refugee�and�host�communities.�This�is�an�area�

of�investment�that�is�crucial�for�the�inclusion�of�refugees�

in�national�education�systems�but�in�which�humanitarian�

actors�had�not�specialized�due�to�their�short-term�focus.�

Most�Un-coordinated�humanitarian�responses�provide�

short-term�relief,�lasting�a�year�or�less.�Multiyear�appeals�

for�protracted�crises�have�been�underfunded,�despite�

90%�of�humanitarian�response�plans�being�active�

for�at�least�three�years�(UneSCO,�2015c).�Lack�of�

continuity�and�predictability�impedes�transition�from�

aftermath�to�recovery�and�development.�Conversely,�

national�education�plans�have�not�historically�focused�

on�resilience�or�displacement.�They�have�not�engaged�

with�humanitarian�agencies,�and�data�collection�has�not�

prioritized�aspects�that�would�be�useful�in�an�immediate�

crisis�response.�
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education�is�becoming�a�standard�element�in�humanitarian�response�plans:�

89%�of�appeals�included�an�education�component�in�2017�

The�move�towards�better�articulation�between�

humanitarian�and�development�aid�is�showcased�by�

eCW’s�Multi-Year�Resilience�fnancing�instrument�for��

interventions�active�up�to�3�or�4�years,�complementing�its�

more�traditional�First�emergency�Response�instrument�

for�interventions�active�up�to�12�months.�The�Multi-Year��

Resilience�window�comes�in�response�to�calls�for�joint�

planning�between�humanitarian�and�development�actors,�

in�other��words�for�combining�short-term�humanitarian�

education�planning�with�more�structural�concerns�(e.g.�

fnancing,�decentralization,�capacity-building�and�system-

wide�reforms),�refected�in�development-oriented�sector��

planning�tools.�Uganda�is�one�of��the�few�countries�to�

have�put�all�actors�around�the�table�and�prioritize�such�a�

plan�(Box�19.2).�Its�plan�is�to�be�supported�by�a�Multi-Year��

Resilience�programme.�Similar�eforts�are�under��way�in�

afghanistan,�Bangladesh�and�Palestine�(eCW,�2018b).�

It�is�not�only�multilateral�mechanisms�that�can�help�bridge��

the�humanitarian-development�divide.�Individual�donor� s��

also�need�to�demonstrate�their�commitment.�australia,�

Canada,�norway�and�the�United�Kingdom�report�shifts�to��

joint�fnancing�through�humanitarian�and�development�

budgets�–�but�also�through�peacebuilding�cooperation�

(aviles,�2017),�an�example�of��the�so-called�triple�nexus.�

Switzerland�has�brought�humanitarian�and�development��

assistance�strategies�under�one�framework�(OCHa�and�

UnDP,�2018).�The�european�Union�has�developed�Joint�

Humanitarian�and�Development�Frameworks�as�a�basis�for��

planning�and�programming�(european�Commission,�2017).�

In�June�2018,�at�the�G7�Summit�in�Charlevoix,�Canada,�

four�members�(Canada,�Germany,�Japan�and�the�

United�Kingdom),�together�with�the�european�Union�

and�World�Bank,�pledged�US$2.9�billion�for��the�following�

three�to�fve�years�‘in�education�for��women�and�girls�in�

crisis�and�confict�situations’�(Canada�Ofce�of��the�Prime�

Minister,�2018).�a��test�case�will�be�how��the�commitment�

will�be�met�while�ensuring�that�the�humanitarian�and�

development�contributions�are�linked.�

BOX 19.2:   

Uganda provides a model multistakeholder approach for humanitarian education response 

Uganda hosts the largest number of refugees in Africa: 1.38 million, primarily from Burundi, the Democratic Republic of the Congo and South Sudan 

(UNHCR, 2017). The 2006 Refugee Act and 2010 Refugee Regulations provide for refugee students to learn alongside nationals. In practice, most refugees 

attend geographically separate schools, having settled where few nationals reside. National and international processes converged to produce an education 

sector plan for the 12 districts where most refugees live. 

The country’s second National Development Plan is committed to promoting socio-economic development of refugees and host communities in refugee-

hosting areas. The Office of the Prime Minister is to develop and implement a Refugee Settlement Transformative Agenda enabling districts to provide for 

refugees. The Education Sector Strategic Plan (2017–2020) includes an objective to develop and implement response programmes for refugees and host 

communities in the districts concerned. 

The government, with the support of development and humanitarian partners, drafted and approved a Refugee and Host Community Education Response 

Plan in May 2018, allocating US$395 million over three years (to the end of June 2021) to reach about 675,000 refugee and host community students per 

year. It is a rare example of an in-depth plan that bridges humanitarian and development actors (Uganda Ministry of Education and Sports, 2018). 

The Education Response Plan is the type of national response that two processes have tried to catalyse through planning on joint education for refugees 

that builds on existing initiatives and policies: the Comprehensive Refugee Response Framework, launched with the New York Declaration in September 

2016 to support countries embracing a whole-of-society approach to address refugee crises; and ECW, which brought government and non-government 

partners to the table and supported plan preparation. 
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Multisector planning of humanitarian aid is also 

important to strengthen refugee education 

education�was�long�absent�from�humanitarian�needs�

assessments.�among�27�assessments�reviewed�a�few�

years�ago,�none�covered�education�in�depth.�There�was�

limited�focus�on�data�and�results,�incomplete�coverage�

of�diferent�education�levels�and�bias�towards�access�

over�quality�(Winthrop�and�Matsui,�2013).�For�instance,�

71%�of�the�2014�Sudan�appeal�funding�for�education�

was�for�school�feeding�programmes�(UneSCO,�2015c).�

While�a�focus�on�access�or�school�feeding�is�to�be�

expected,�given�the�pressures�under�which�assessments�

are�carried�out,�it�is�insufcient�in�protracted�crises.�

Plans�should�be�based�not�on�the�activities�organizations�

are�used�to�but�on�those�that�contribute�to�inclusive�and�

equitable�education�of�good�quality.�

The�Global�education�Cluster,�a�coordination�mechanism�

set�up�in�2007�to�strengthen�preparedness�and�capacity�

to�respond�to�emergencies,�established�guidelines�for�

joint�needs�assessments�(Global�education�Cluster,�2010).�

Following�concerns�that�they�were�being�used�too�little�

for�planning�(ODI,�2016),�the�cluster�is�working�to�improve�

its�guidance�on�needs�assessments�and�country-level�

strategies.�education�is�becoming�a�standard�element�in�

humanitarian�response�plans:�89%�of�appeals�included�an�

education�component�in�2017�(eCW,�2018b).�

education�should�be�key�in�multisector�humanitarian�

intervention�plans.�For�instance,�education�programmes�

should�collaborate�with�shelter,�because�school-to-house�

proximity�determines�access,�attendance�and�learning;�

with�child�protection,�because�planning�safe�spaces�is�a�

prerequisite�of�safe�schooling;�and�with�water,�sanitation�

and�nutrition,�because�there�are�advantages�to�delivering�

such�services�in�schools.�More�generally,�schools�are�

important�pillars�of�community�infrastructure�and�

catalysts�for�social�progress,�as�the�Rohingya�crisis�in�

Bangladesh�suggests.�That�being�said,�while�multisector�

planning�helped�ensure�greater�inclusion�of�education�in�

the�humanitarian�response,�it�did�not�ensure�inclusion�

of�the�Rohingya�in�the�Bangladesh�education�system�

(Box�19.3).�

Conclusion 

Following�years�of�eforts�to�improve�the�level,�

efectiveness�and�efciency�of�humanitarian�aid,�the�

World�Humanitarian�Summit�was�a�turning�point�and�

also�helped�draw�attention�to�education�in�emergencies,�

including�for�refugees.�education�is�a�test�case�of�the�

commitment�made�in�the�agenda�for�Humanity�to�bridge�

the�humanitarian-development�divide,�as�it�straddles�

sudden-onset�emergencies,�recovery�and�development.�

Humanitarian�and�development�actors�need�to�work�

together�to�address�the�inclusion�of�refugees�in�national�

education�systems.�education�also�needs�to�be�better�

incorporated�in�multisector�programming,�given�the�great�

potential�for�synergy.�

For�that�reason,�improving�the�quality�of�needs�

assessments,�carrying�out�joint�planning�that�bridges�the�

humanitarian–development�divide�and�identifying�the�

right�fnancing�instruments�are�issues�of�high�priority.�

Improving�the�tracking�of�humanitarian�and�development�

fnancing�for�refugee�education�will�also�be�important�to�

monitor�progress�in�coming�years.�

HOUSEHOLD EXPENDITURE 

Households�constitute�a�signifcant�yet�underappreciated�

source�of�education�spending.�even�where�primary�and�

secondary�education�are�provided�free�of�charge,�families�still�

incur�education-related�costs.�Some�costs,�such�as�

those�for�textbooks,�supplies�and�transport,�are�found�

in�most�countries.�But�others,�including�informal�fees,�

private�school�tuition�and�supplementary�private�tuition,�

refect�weaknesses�of�particular�public�education�systems�

and�can�have�grave�consequences�for�equitable�distribution�

of�educational�opportunities.�The�SDG�4�monitoring�

framework�has�helped�highlight�this�threat�to�equity�through�

thematic�indicator�4.5.4:�‘education�expenditure�per�

student�by�level�of�education�and�source�of�funding’.�

Lack�of�data�on�household�contributions�had�long�

restricted�analysis�of�education�expenditure�to�that�

provided�by�government�and�aid.�The�UIS�frst�released�

household�data�in�2017,�although�coverage�remains�

limited.�There�are�91�countries�with�any�data�since�

2000,�while�only�48�have�data�for�2014–2016,�of�which�

28�are�high�income,�18�are�middle�income�and�2�are�low�

income�(ethiopia�and�Uganda).�In�addition,�household�

budget,�income�and�expenditure�surveys�do�not�provide�

sufciently�detailed�questions�on�spending�by�individual�

or�by�level�and�type�of�education�attended.�

Still,�available�evidence�suggests�households�may�carry�

a�large�share�of�total�education�expenditure�in�some�

low�and�middle�income�countries.�The�contribution�of�

households�ranges�from�0.1%�of�GDP�in�Georgia�to�3.9%�

in�Uganda,�where�they�account�for�63%�of�the�country’s�

total�education�spending.�In�high�income�countries,�

for�which�more�data�are�available,�household�expenditure�
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BOX 19.3:   

In the Rohingya crisis in Bangladesh, joint sector planning helped deliver education, if not inclusion 

Between late August 2017 and early May 2018, about 713,000 Rohingya refugees arrived in Cox’s Bazar district, Bangladesh, fleeing targeted 

violence in Rakhine state, Myanmar. Over 90% live in spontaneous, makeshift settlements or host communities in over 1,600 locations in Cox’s 

Bazar, a district close to the Myanmar border. On the humanitarian side, a Strategic Executive Group guides the Inter-Sectoral Coordination Group. 

UNICEF and Save the Children lead education sector activities, reflecting cluster architecture, although a national cluster has not been activated. 

A Ministry of Foreign Affairs national task force leads coordination (Karamperidou et al., 2018). 

Unlike in other crises, education was included from the first stage of relief response, and education service delivery began very quickly. From 

September 2017, UNICEF, in cooperation with three local implementing partners (BRAC, Community Development Centre and Dhaka Ahsania 

Mission), established temporary learning centres, providing early education to children aged 4 to 6 and non-formal basic education to those aged 6 

to 14. There were more than 1,000 such centres in camps and makeshift settlements by the end of April 2018. 

Several factors contributed to the quick response. UNICEF was active in the area when the emergency began in October 2016, with 87,000 Rohingya 

fleeing to Bangladesh. One advantage of its presence was that it had funds for initial education response, although 92% of the education sector’s 

US$26 million requirement was not met in 2017 while the food security sector exceeded its target. Well-established NGOs in Bangladesh meant 

strong partners were ready to be mobilized on the ground. 

Moreover, the Bangladesh government had come a long way in changing its approach. For decades, it refused to recognize most of the Rohingya 

who had been in the country since 1978 as refugees. It was reluctant to address their education needs, did not accept international assistance and 

even dismantled centres set up by humanitarian organizations, and was sensitive about language of instruction. But in 2016, it revised its Strategy 

for Myanmar Refugees and Undocumented Myanmar Nationals, listing education as an intervention area for the first time. This encouraged 

humanitarian efforts and sensitized local authorities before the massive influx began. 

Strong cooperation between education and other sectors on the ground led to multiple examples of integrated service delivery, using learning 

centres as entry points for non-education interventions. A micronutrient fortification programme and vaccinations were delivered at the  

centres, which provided health teams with easy access to children in the overcrowded camps. Learning centres also delivered health 

communications and a curriculum module about open defecation, handwashing and safe drinking water. Later, water, sanitation and hygiene 

facilities were built at the centres. 

However, lack of coordination meant learning centres were sometimes empty, as alternative, non-education interventions competed for children’s 

time. Planners in such instances had lacked sufficient understanding of cultural context and sensitivities. During an action week of interventions 

to identify and treat acute malnutrition, which mothers had to attend with their youngest children, older siblings brought younger siblings instead 

because women were expected to stay at home. Inter-agency coordination failures also occurred due to such factors as ineffective communication 

and high staff turnover (Karamperidou et al., 2018). 

accounts�for�less�than�1%�of�GDP�in�most�cases.�The�

range�runs�from�0.1%�of�GDP�in�estonia�to�1.6%�in�Japan,�

where�households�account�for�31%�of�total�education�

spending�(Figure�19.13).�

Total�education�expenditure�

is�the�sum�of�government�

expenditure�and�household�

expenditure�on�education.�

Household�spending�accounts�

for�a�signifcant�share�in�some�

middle�income�countries,��

including�el�Salvador�(50%),�

Indonesia�(49%)�and�Peru�

In�el�Salvador,�

households�

contributed�50%�

of�total�education�

expenditure�

(45%).�The�situation�is�again�more�favourable�for�

households�in�the�28�high�income�countries�with�data,�

at�an�average�share�of�14%.�

Tertiary�education�accounted�for�30%�of�total�household�

education�spending,�on�average,�in�the�34�countries�

with�data,�but�the�share�was�over�50%�in�Chile�and�the�

Republic�of�Korea,�almost�70%�in�Latvia�and�Lithuania�

and�74%�in�the�United�States.�among�middle�income�

countries,�tertiary�education�absorbed�over�70%�of�total�

expenditure�in�Mongolia�and�Ukraine�(Figure�19.14).�

In�general,�where�data�are�available�over�time,�household�

expenditure�tends�not�to�change�drastically�from�year�
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 FIGURE 19.13:  

Household�education�spending�is�considerable�in�some�low�and�middle�income�countries�

Education expenditure as a percentage of GDP by source of funds and country income group, selected countries, 2013–2017 
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 FIGURE 19.14:  

About�30%�of�household�education�spending�goes�to�tertiary�education�

19 

Household education expenditure by level of education, 2016 or most recent year 
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to�year,�as�patterns�of�such�spending�are�relatively�fxed.�

However,�changes�do�happen.�First,�public�policy�can�

play�a�role.�In�Chile,�in�the�mid-2000s,�massive�student�

protests�began�pressuring�the�government�to�resume�

responsibilities�it�had�abdicated�for�education�fnancing.�

Between�2005�and�2015,�the�household�share�of�total�

education�spending�fell�from�45%�to�20%,�converging�

towards�the�average�global�distribution�of�total�costs�

exemplifed�by�Mexico�(Figure�19.15).�

 FIGURE 19.15:  

Distribution�of�total�education�costs�between�

government�and�households�changed�rapidly�in�Chile�

Education expenditure as a percentage of GDP by source of 

funds, Chile and Mexico, 2005–2016 
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Second,�as�disposable�incomes�increase,�households�

often�decide�to�invest�more�in�education.�In�some�

countries,�the�growth�rate�of�remittances�has�been�

rapid,�and�anticipated�decreases�in�the�cost�of�remitting�

could�have�a�positive�efect�on�education�spending�

(Policy�focus�19.4).�

Lack�of�information�sources�is�not�limited�to�low�and�

middle�income�countries.�Lack�of�data�means�the�level�

of�private�spending�may�also�be�underestimated�in�high�

income�countries�(OeCD,�2011).�Some�have�attempted�

to�diversify�sources.�Statistics�Canada�combines�

information�from�fve�surveys�to�estimate�household�

spending�on�primary�and�secondary�education:�Survey�of�

Uniform�Financial�System�–�School�Boards,�elementary–�

Secondary�education�Survey,�Survey�of�Federal�

Government�expenditures�in�Support�of�education,�

Survey�of�Financial�Statistics�of�Private�elementary�

and�Secondary�Schools,�and�Provincial�expenditures�

on�education�in�Reform�and�Correctional�Institutions.�

Between�surveys,�Statistics�Canada�makes�estimates�

based�on�previous�years.�The�Financial�Information�

of�Universities�and�Colleges�Survey�and�the�Survey�

of�Federal�Government�expenditures�in�Support�of�

education�provide�information�on�the�tertiary�level�

(Statistics�Canada,�2015,�2017).�

POLICY FOCUS 19.4:  

REMITTANCES BOOS T HOUSEHOLD  

EDUCATION SPEND ING 

Internal�and�international�migrants�support�family�

or�community�members�by�remitting�earnings.�It�is�a�

key�motivation�for�migration,�and�remittances�are�a�

substantial�income�source�for�many�in�africa,�asia�and�

Latin�america.�Views�difer�on�whether�remittances�help�

or�hinder�household�investment�in�education�as�well�as�

on�what�education�efects�remittances�have.�analysis�is�

therefore�crucial.�To�the�extent�that�remittances�boost�

private�education�spending,�current�eforts�to�lower�

remitting�costs�could�have�a�substantial�efect�on�the�

lives�of�children�left�behind.�

  

  

REMITTANCES ARE A CONSIDERABLE PART 

OF HOUSEHOLD INCOME IN MANY LOW AND 

MIDDLE INCOME COUNTRIES 

Globally,�households�received�US$613�billion�in�

international�remittances�in�2017,�a�fow�far�higher�than�

ofcial�development�aid.�Of�this,�US$466�billion�went�

to�households�in�low�and�middle�income�countries,�

three�times�the�volume�of�ofcial�development�

assistance.�In�absolute�terms,�India�(US$69�billion),�

China�(US$64�billion),�the�Philippines�(US$33�billion),�

Mexico�(US$31�billion)�and�nigeria�(US$22�billion)�received�

the�largest�amounts.�The�countries�receiving�the�most�

in�remittances�as�a�percentage�of�GDP�were�Kyrgyzstan�

(35%),�Tonga�(33%),�Tajikistan�(31%),�Haiti�(29%),�nepal�

(29%)�and�Liberia�(27%)�(World�Bank,�2018a).�
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Internal�remittances�are�more�likely�to�be�transferred�

through�informal�channels,�making�robust�estimates�

slightly�more�difcult�(Castaldo�et�al.,�2012).�

Household�surveys�supply�some�estimates.�In�China,�

which�had�some�

287�million�internal�

migrants�in�2017�

(Xuequan,�2018),�

almost�half� �of�rural�

households�surveyed�in�

2007�received�

remittances,�which�

constituted�21%�of��

household�income.�

For�households�in�the�bottom�25%�of�pre-transfer�

income,�remittances�constituted�60%�of�household�

income�(Démurger�and�Wang,�2016).�

In�China,�almost�half��

of�rural�households�

received�remittances,�

which�constituted�21%�

of�household�income�

  

 

IN THEORY, REMITTANCES MAY INCREASE OR 

DECREASE HOUSEHOLD EDUCATION SPENDING 

extra�income�increases�household�spending�across�the�

board.�But�whether�it�increases�education�spending�

depends�on�context.�education�competes�with�other�

categories,�e.g.�increased�consumption�and�investment�

in�land,�housing�or�capital�goods.�Families�difer�in�

perceptions�of�education�as�a�consumption�or�investment�

good.�Moreover,�economic�theory�contends�households�

that�perceive�extra�income�as�temporary�spend�relatively�

more�on�investment�than�consumption�(adams�and�

Cuecuecha,�2010).�In�addition�to�the�positive�income�

efect�and�lifting�of�budget�constraints,�more�diversifed�

income�provides�an�insurance�efect,�reducing�the�risk�of�

cutting�education�expenditure�in�response�to�economic�

shocks�(Yang�and�Choi,�2007).�

Migration�is�often�a�collective�decision,�involving�

extended�family,�adding�layers�to�how�remittances�

shape�education�in�origin�households�(azam�and�Gubert,�

2006).�Migration�changes�household�composition�and�

decision-making,�which�may�negatively�afect�schooling.�

Children�may�be�required�to�replace�the�migrant’s�

labour,�take�up�household�chores�or�care�for�siblings.�

and�since�migration�is�costly,�remittances�may�not�fow�

immediately,�so�an�initial�loss�of�income�can�constrain�

education�expenditure.�The�absence�of�one�or�both�

parents�and�their�input�may�also�hamper�education.�

Remittances�may�foster�a�‘culture�of�migration’,�

with�adverse�efects�on�children’s�education.�

In�communities�with�high�international�migration,�

transnational�movement�becomes�a�norm�(Kandel�

and�Massey,�2002),�and�remittances�signal�earning�

opportunities�abroad�(Mansour�et�al.,�2011).�Where�low-�or�

semi-skilled�migration�is�feasible�and�generates�relatively�

high�returns,�it�may�incentivize�early�school-leaving,�

especially�if�destination�labour�markets�do�not�recognize�

and�reward�origin-country�educational�achievement.�

By�contrast,�successful�migration�that�is�seen�to�require�

higher�education�levels�may�raise�education�aspirations�

and�motivate�investment�of�time�and�efort.�

 IN PRACTICE, REMITTANCES POSITIVELY 

AFFECT EDUCATION SPENDING 

Recipient�households�in�Guatemala�and�in�Lima,�

Peru,�almost�tripled�education�spending�(adams�

and�Cuecuecha,�2010;�Loveday�and�Molina,�2006).�

International�remittance�recipient�households�in�

rural�India�spent�17%�more�on�education�compared�

with�households�that�do�not�receive�any�remittances�

(Parida�et�al.,�2015).�In�Morocco,�remittances�amounted�

to�17%�of�both�rural�and�urban�household�education�

spending�in�2003–2007�(Ibourk�and�Bensaïd,�2014).�

Families�of�Filipino�workers�in�the�Republic�of�Korea�

tripled�their�health�and�education�spending�(Clemens�and�

Tiongson,�2017).�In�Jordan,�however,�low-skilled�migration�

led�to�lower�investment�in�young�people’s�education�

(Mansour�et�al.,�2011).�

Outcomes�can�difer�by�gender.�an�analysis�of�overseas�

Filipino�workers�showed�that,�on�average,�women�earned�

less�than�men�and�sent�a�lower�proportion�of�earnings�

home�(Semyonov�and�Gorodzeisky,�2006).�With�respect�

to�remittance�use,�male-headed�households�in�rural�

Morocco�were�less�likely�to�invest�in�girls’�than�in�boys’�

International�remittances�increased�education�spending�by�35%�in�18�countries�in�

sub-Saharan�africa�and�Central,�Southern�and�South-eastern�asia�and�by�53%�in�

7�countries�in�Latin�america�on�average�
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education�(Bouoiyour�et�al.,�2016).�Remittance-receiving�

households�headed�by�women�tended�to�spend�more�on�

education�(Ratha�et�al.,�2011).�

a�meta-analysis�for��this�report�examined�73�high-quality,�

peer-reviewed�articles�covering�30�countries.�It�used�

the�partial�correlation�coefcient�as�a�measure�of��

remittances’�efect�on�household�education�expenditure,�

taking�other�factors�infuencing�such�expenditure�

into�ac� count.�

The�analysis�confrmed�the�importance�of�remittances�to�

education�spending�decisions.�International�remittances�

increased�education�spending�by�35%,�on�average,�in�a�

set�of�studies�on�18�countries�in�sub-Saharan�africa�and�

Central,�Southern�and�South-eastern�asia�(Figure�19.16).�

The�efect�was�even�larger�in�Latin�america�(53%),�

where�household�educa� tion�expenditure�tends�to�be�high,�

but�closer��to�zero�in�eastern�europe,�where�household�

education�expenditure�tends�to�be�low.�The�efect�of��

internal�remittances�was�lower�but�still�positive�for��the�

majority�of�countries�reviewed.�For�example,�it�was�19%�in�

18�countries�in�sub-Saharan�africa�and�Central,�Southern�

and�South-eastern�asia�(askarov�and�Doucouliagos,�2018).�

Results�by�gender�did�not�confrm�signifcant�diferences�

in�remitting�behaviour�or�remittance�use,�but�the�number��

of�studies�was�too�small�for��the�efects�to�be�r� obust.�

 FIGURE 19.16:  

On�average,�international�remittances�increase�education�

spending�in�low�and�middle�income�countries�

� � � � �
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�
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Lowering the cost for migrants to send money home 

from7.1% to3% 
would provide 

US$1billion 
for education 

Percentage change in education expenditure arising from remittances 
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GEM StatLink:�http://bit.ly/fig19_16�

Notes: The�bars�show�the�weighted�averages�of�the�effect�of�the�incidence�of�

a�household�receiving�remittances�on�education�spending.�The�box�shows�the�

range�of�the�95%�confidence�interval.�‘all�other’�combines�countries�in�sub-

Saharan�africa�and�Central,�Southern�and�South-eastern�asia.�

Source: askarov�and�Doucouliagos�(2018).�
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Reducing remittance costs can raise education spending 

Despite�new�technology,�such�as�mobile�payments�and�

prepaid�bank�cards,�high�commissions�and�other�transfer�

fees�along�many�remittance�corridors�discourage�use�

of�formal�channels�in�favour�of�more�efcient�informal�

and�in-kind�transfers,�as�evidence�from�Fiji�and�Tonga�

has�shown�(Brown�et�al.,�2014).�The�volume�of�informal�

remittances�was�estimated�at�between�35%�and�75%�that�

of�formal�remittances�(Freund�and�Spatafora,�2005).�

The�global�average�cost�of�remitting�is�7.1%,�although�

averages�do�not�refect�the�wide�variation�by�delivery�

channel�and�by�country.�Traditional�banks�cost�the�

most,�averaging�10.6%.�Costs�vary�by�destination,�

from�5.2%�(Southern�asia)�to�9.4%�(sub-Saharan�

africa)�(World�Bank,�2018b).�Many�corridors�in�africa�

carry�fees�of�over�20%�(Watkins�and�Quattri,�2014).�

Several�organizations,�including�the�african�Development�

Bank,�have�called�for�increased�competition�in�the�

international�money�transfer�market�(Bourenane�

et�al.,�2011).�

The�charges�far�exceed�SDG�target�10.c,�which�aims�for�

migrant�remittance�costs�reduced�to�less�than�3%�on�

average�and�not�exceeding�5%�for�any�corridor.�Based�

on�the�estimated�US$613�billion�in�global�remittances�in�

2017,�reducing�costs�from�7.1%�to�3%�would�translate�into�

savings�of�more�than�US$25�billion�annually.�

Despite�recent�progress,�an�accurate�global�picture�of�

household�expenditure�on�education�is�yet�to�emerge.�

an�analysis�of�15�sub-Saharan�african�countries�estimated�

the�share�of�total�household�spending�on�education�

at�4.2%�(Foko�et�al.,�2012);�a�study�of�12�Latin�american�

countries�found�3.4%�(acerenza�and�Gandelman,�2017).�

Taking�4%�as�a�starting�point,�lowering�remittance�

costs�would�allow�households�to�spend�an�additional�

US$1�billion�on�education�per�year.�This�may�be�an�

underestimate,�since�remittances�are�more�likely�to�be�

spent�on�education,�as�the�previous�analysis�showed.�

This�estimate�assumes�saved�transaction�fees�

translate�one-to-one�into�additional�remittances.�

In�practice,�remittances�might�adjust�more�or�less�

strongly.�How�the�reduction�in�costs�is�shared�

between�senders�and�receivers�is�an�open�question.�

Moreover,�estimates�take�into�account�only�the�efect�

of�additional�remittances�that�would�reach�recipients,�

but�remittances�might�increase�with�lower�costs�(Gibson�

et�al.,�2007).�Lower�costs�might�also�appear�to�increase�

fows�as�migrants�switched�from�unrecorded�informal�

transmission�channels�to�formal�ones.�

 EFFECTS OF REMITTANCES ON ENROLMENT, 

COMPLETION AND LEARNING ARE MIXED 

Ultimately,�education�expenditure�is�a�means�to�an�

end.�Several�studies�suggest�that�remittances’�overall�

efects�on�education�outcomes�are�positive.�In�the�

Dominican�Republic,�remittances�increased�the�likelihood�

of�attendance�among�those�aged�6�to�17�(amuedo-

Dorantes�and�Pozo,�2010).�In�the�Philippines,�a�10%�

increase�in�international�remittances�reduced�unpaid�

child�labour�by�more�than�three�hours�per�week�(Yang,�

2005).�In�Morocco,�children�in�households�that�received�

remittances�were�11�percentage�points�more�likely�to�be�

attending�school�than�in�those�that�did�not�(Ibourk�and�

Bensaïd,�2014).�

efects�also�difer�by�gender.�In�Jordan,�remittances�

had�a�positive�impact�on�post-compulsory�education�

attendance�only�among�young�males�(Mansour�et�

al.,�2011).�a�study�in�rural�southern�Morocco�showed�

that�remittances�increased�school�attendance�only�for�

boys�(Bouoiyour�et�al.,�2016).�In�nepal,�remittances’�

efect�on�retention�was�three�times�greater�for�boys�

than�for�girls�aged�5�to�10�(Bansak�and�Chezum,�2009).�

Conversely,�a�US$11�increase�in�monthly�remittance�led�

to�a�one�percentage�point�increase�in�the�enrolment�

rate�of�students�aged�10�to�17�in�ecuador,�although�

the�efect�was�signifcant�only�for�girls�(Calero�et�al.,�

2009).�Mexican�fathers’�migration�to�the�United�States�

was�associated�with�an�increase�of�around�0.7�years�

in�educational�attainment�for�girls�but�not�for�boys�

(antman,�2012).�

Positive�fndings�may�refect�particularly�selective�

migration�corridors�or�contexts�with�low�enrolment�to�

start�with.�Remittances�had�no�efect�on�enrolment�

among�children�aged�11�to�17�in�el�Salvador�(after�

accounting�for�household�wealth)�(acosta,�2006),�younger�

children�in�the�Dominican�Republic�(amuedo-Dorantes�

and�Pozo,�2010)�or�those�aged�6�to�18�in�Viet�nam�

(nguyen�and�nguyen,�2015).�

There�are�also�harmful�efects�concerning�well-established�

low-skill�migration�corridors.�International�remittances�

were�associated�with�a�large�decrease�in�enrolment�in�

Guatemala,�especially�among�boys,�even�though�those�

enrolled�performed�better�as�a�result�of�remittances�
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(Davis�and�Brazil,�2016).�Left-behind�students�in�

rural�Mexico�receiving�remittances�had�poorer�

education�outcomes�(McKenzie�and�Rapoport,�2006),�

including�lower�cognitive�development�in�young�children�

(Powers,�2011).�analysis�of�Latin�american�Migration�

Project�data�in�Lima�suggested�that�the�risk�of�education�

disruption�increased�with�migration.�not�accounting�for�

household�characteristics�that�determine�the�decision�

to�migrate�would�have�led�to�the�opposite�conclusion�

(Robles�and�Oropesa,�2011).�

CONCLUSION 

The�efects�of�remittances�on�private�education�spending�

vary�widely�by�migration�corridor,�the�characteristics�

of�senders�and�receivers,�and�the�measures�used.�

Yet�a�meta-analysis�for�this�report�shows�that�

remittances,�especially�international,�increase�education�

spending�at�home.�The�SDG�target�of�lowering�remitting�

costs�could�increase�household�education�spending�

in�low�and�middle�income�countries�by�US$1�billion�

per�year.�However,�evidence�of�a�positive�relationship�

between�higher�education�spending�due�to�remittances�

and�improved�education�outcomes�is�less�robust.�

More�information�on�how�additional�income�is�spent�and�

to�what�extent�it�correlates�with�completion�and�learning�

is�required.�
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Oinofyta centre, Greece, in 2016. 
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monitoring sdG 4 holds great promise for education systems –  

but international coordination mechanisms need support .............................. 264 

migration and displacement are a test case for 

international cooperation – and for the role of education ................................ 266 

How should governments approach the education aspects of 

migration and displacement? ...........................................................................................267 

T
he 2030 agenda for  sustainable development has 

placed education at the centre of debates on planet, 

people, prosperity, peace, partnerships and the future 

of humanity. this report has noted two areas where 

progress is under  way but where stronger commitment 

is needed.  

First, it has drawn attention to the slow but undeniable 

progress in monitoring sdG 4. the monitoring 

framework has the potential to play a formative role 

that can transform education systems and help them 

tackle equity, inclusion and quality challenges. But for 

this potential to be fully realized, the international 

mechanisms supporting the framework need to 

be strengthened to help provide clearer guidance 

to countries. 

second, it has highlighted the role of education in 

managing migration and displacement challenges, 

especially in view of two global compacts on migrants 

and refugees being agreed in late 2018. this concluding 

chapter summarizes key recommendations that can help 

get countries on the right track regarding implementation 

of the education aspects of these compacts. 

MONITORING SDG 4 HOLDS  

GREAT PROMISE FOR EDUCATION  

SYSTEMS – BUT INTERNATIONAL  

COORDINATION MECHANISMS  

NEED SUPPORT 

By raising questions on equity, inclusion and quality, 

the 2030 agenda has also challenged the education 

monitoring eforts, which the Global Education Monitoring 

Report is aiming to support. three years after consensus 

was reached on the education 2030 Framework for 

action, countries, civil society and international partners 

are investing in pinning down defnitions, improving 

methodologies and collecting information. 

the international agreement around sdG 4 and its 

monitoring arrangements has succeeded in shifting the 

debate in education. For instance, this year the report 

has drawn attention to issues such as the slow annual 

progress towards universal achievement of a minimum 

level of profciency in reading; the low percentage of 

adults participating in any form of education and training 

in middle income countries; and the high number of 
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attacks on schools and education personnel, according to 

information collected by a non-government organization. 

that these issues, not on the global education agenda 

just a few years ago, are now being raised is a testament 

to eforts on all fronts. 

this report notes another signifcant development that 

has gradually taken place since 2015. the foundations 

of a cooperation mechanism in international education 

monitoring are being set. the technical Cooperation 

Group (tCG) on sdG 4 – education 2030 Indicators, co-

convened by the unesCo Institute for statistics (uIs) and 

unesCo, is becoming a forum for countries to voice their 

experience, preferences and concerns on how progress 

towards sdG 4 should be measured. It got of to a slow 

start, as it takes time for countries and international 

agencies to fnd a common language that links the 

national, regional and global levels. logistical, capacity 

and resource constraints get in the way. But this is an 

opportunity that should not be missed. 

this report makes fve recommendations calling on the 

sdG – education 2030 steering Committee, unesCo, 

development partners and countries to make the tCG 

a stronger forum to support the monitoring of the 

international education agenda: 

■ Strengthen country representation and voice. 

so far, not all countries represented in the tCG have 

been active participants. and yet, as the 2017/8 

Global Education Monitoring Report noted, to improve 

accountability, ‘countries need to build their capacity 

for stronger representation’ at the level ‘where 

problems are framed, priorities identifed and 

solutions devised’. 

■ Ensure each country has two permanent TCG 

contact points. the current structure of the tCG 

refects the Inter-agency and expert Group on sdG 

Indicators rotating membership, with 28 countries 

being represented. Yet, due to the costs associated 

with coordination, few countries manage to 

represent their region well. the risk is that other 

countries are left without sufcient information 

to infuence the agenda, and precious momentum 

is lost. each country, whether a tCG member or 

not, should have two tCG contact points ex ofcio, 

which currently is not the case: one each from the 

ministry of education (with responsibility for planning 

or monitoring and evaluation) and the national 

statistical agency (with responsibility for social 

statistics), as a step to further institutionalize the 

process and create a global community of interest. 

■ Improve the coherence of the international education 

monitoring coordination mechanisms. In addition to 

the tCG, there are two other related uIs-convened 

groups. the Global alliance to monitor learning 

has focused on learning outcome indicators and 

has recently invited countries to take part in its 

proceedings in addition to experts. the Inter-agency 

Group on education Inequality Indicators has focused 

on equity and survey-based indicators. But diferent 

groups on closely related topics make it more difcult 

for countries with fewer resources and weaker 

capacities to engage. streamlining the architecture 

would help keep all eyes focused on the objective of 

improved monitoring of education 2030. 

■ Engage regional organizations more. Given the 

difculty of bridging national and global levels, 

regional organizations with education agendas can 

be important intermediaries to support national 

policy-makers. a mapping of the regional education 

monitoring frameworks and their alignment 

with the sdG 4 framework has been a step in 

the right direction. But the inclusion of regional 

organizations in the tCG, which has already begun, 

could be strengthened. 

■ Invest resources. setting standards and infuencing 

policy decisions is a core goal of international 

organizations but is often not high enough on 

funders’ agendas. as the 2017/8 Global Education 

Monitoring Report noted, there is a tendency for 

allocation decisions to prioritize quick results, 

a common faw of results-based approaches. 

the international community should not 

underestimate the importance of long-term results. 

unesCo should put greater priority on the funding of 

the international education monitoring coordination 

mechanisms it convenes. donor agencies should 

give greater priority to a global public good such 

as the tCG, not just in rhetoric but also in practice. 

they should also refer to the tCG process and its 

identifcation of sdG 4 data gaps to target their 

capacity development and data collection activities 

accordingly. some initial guidance on the costing and 

main gaps of the agenda led by the uIs can inform 

these resource allocation decisions. the tCG is a key 

tool for minimizing the scope for fragmentation in 

data collection and reporting. 
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although important methodological developments 

in measuring key aspects of the education 2030 

agenda are under way, such as completion rates 

and learning outcomes, important gaps remain. 

examples abound. Without an international standard 

classifcation of teachers, current measures of qualifed 

and trained teachers are inadequate, as Chapter 17 

showed. despite progress on defning adult education 

participation, as Chapter 10 showed, the work on 

data collection is only beginning; lifelong learning 

opportunities represent half of the sdG 4 formulation but 

receive only a fraction of global attention. the process of 

monitoring target 4.7, for some the heart of the agenda, 

requires a larger mobilization of eforts; to this point, 

country-specifc measures on sustainable development 

and global citizenship cannot be reported. the list is 

long. But a good start would be to strengthen the main 

institutional arrangement set up to develop the sdG 4 

monitoring framework. 

MIGRATION AND DISPLACEMENT  

ARE A  TEST CASE FOR  

INTERNATIONAL COOPERATION –   

AND FOR THE ROLE OF EDUCATION 

the 2030 agenda for sustainable development is 

inextricably linked with the commitment to leave no 

one behind. Transforming our World, the foundation 

document of the agenda, includes ‘refugees and 

internally displaced persons and migrants’ among 

those ‘who are vulnerable [and] must be empowered’. 

one of the vulnerabilities – but also one of the 

strengths – of migrant and displaced people is education. 

as the un secretary-General puts it in his endorsement 

of this report: ‘People on the move, whether for work or 

education, and whether voluntarily or forced, do not leave 

their right to education behind.’ 

the report took the broadest defnitions of migration 

and displacement, covering any population movement 

that had an infuence on education. It touched upon the 

challenges of internal migration, whether rural to urban 

or circular, whether afecting those leaving or those 

left behind. It looked at issues as diverse as boarding 

students’ well-being, mobile schools at work sites, 

restrictions on school access and rural school closures. 

International migration has been a growing phenomenon. 

First-generation immigrants are estimated at 14% of 

the population in high income countries. estimates for 

this report suggest that the combined frst and second 

generations of children with migrant background in 

these countries increased from 15% in the mid-2000s to 

18%, or 36 million, in the mid-2010s, and at current rates 

could reach 22% by 2030. their chances are afected by 

unequal access to early childhood education, large gaps 

in attainment and achievement compared with students 

without migrant background, curricula that do not 

sufciently support critical thinking, and the intractable 

issue of school segregation. 

migration of people for education and professional 

advancement is another growing trend. student mobility 

is growing alongside the internationalization of tertiary 

education. Concerns that poorer countries may lose 

skilled people to richer countries are somewhat allayed 

by young people investing more in their education 

as the prospect of emigration provides them with 

an incentive. But eforts to make the most of such 

movements require governments and tertiary education 

institutions to coordinate on quality assurance and 

qualifcation recognition. 

the report also looked at the plight of the rapidly growing 

number of people who are displaced, whether by confict 

or natural disaster, inside or across borders. rates of 

access to education for the displaced are among the 

world’s lowest, and not only because such crises often 

occur in some of the poorest places. In the two years 

since the signing of the new York declaration on migrants 

and refugees in september 2016, a striking 1.5 billion days 

of refugee education have been lost. the quality of 

educational opportunities for these populations is 

afected by remoteness, language obstacles, unqualifed 

teachers and lack of resources, often combined with 

sheer lack of experience in responding to sudden infuxes 

of people feeing their country. 

and yet this report has not only listed problems. It has 

also collected evidence from all over the world about 

changes of heart. Governments are rapidly embracing 

the inclusion of refugees in their education systems. 

among the top 10 countries hosting refugees, only one, 

Bangladesh, has so far excluded them from its national 

education system, while another one, Pakistan, has 

had an ambivalent stance. But even there, one of 

the provinces, Balochistan, includes refugees in its 

education plan. 

lebanon, which hosts the highest number of refugees per 

capita in the world, doubled its capacity and has opened 

its schools to 214,000 students, compared with a school 
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cohort of about 750,000 before the crisis. It waived 

documentation requirements and completion certifcates 

to allow syrian students to sit national examinations 

and created non-formal opportunities to help children 

catch up. 

Chad planned for the inclusion of sudanese refugees in 

its education system and took steps to recognize the 

qualifcations not only of students but also of teachers, 

helping them integrate into the national teacher 

workforce. uganda, which hosts the largest number 

of refugees in sub-saharan africa, recently completed 

a three-year plan to include refugees in schools in its 

12 most afected districts. turkey, which hosts the world’s 

largest number of refugees, has committed to include all 

syrian refugees in its national education system by 2020 

and has already included them in its social protection 

system, ensuring they beneft from a conditional cash 

transfer programme that was previously available only 

to nationals. 

the inclusion of immigrants takes a variety of forms. 

Canada, which has the largest percentage of frst- and 

second-generation immigrants among the seven richest 

industrialized countries, takes pride in its multicultural 

heritage, elevating it to a constitutional principle. It has 

amended its history textbooks, and children can learn 

about migration from grade 2. Ireland, which transformed 

in the space of less than a generation from a country 

of emigrants to the country with the european union’s 

largest percentage of frst-generation immigrants in 

school, boasts a cross-departmental immigrant strategy 

where education features prominently. It also ensured 

that an intercultural education strategy received 

generous funding in the middle of a deep fnancial crisis. 

this is remarkable, given the common tendency during 

crises to blame immigration for a raft of social and 

economic problems. 

migration and displacement are charged political 

issues. this is because they are usually intertwined 

with multiple layers of cultural, historical, social and 

economic complications. It is not uncommon to 

observe policy-makers taking decisions under 

pressure in response to voices against immigration, 

sometimes echoed in the media. these tend to ignore 

the fact that migration has been one of the major drivers 

of development. In that sense, education for migrants 

and refugees is not only a matter of appealing to a basic 

human right. It also has operational and instrumental 

dimensions. the cost of excluding these populations can 

be huge in terms of people not fulflling their potential 

and increased social tensions. 

HOW SHOULD GOVERNMENTS  

APPROACH THE EDUCATION  

ASPECTS OF MIGRATION AND  

DISPLACEMENT? 

this report calls on governments to address the 

education needs of migrant and displaced populations, 

and those of their children, with the same attention they 

give to host populations. 

 

Protect the right to education of migrants and 

displaced people 

the principle of non-discrimination in education is 

recognized in international conventions. discriminatory 

barriers, such as birth certifcate requirements, should be 

explicitly prohibited in national law. existing regulations 

should have no loopholes or grey areas left open to 

interpretation by individual local or school-level ofcers. 

Governments must protect migrants’ and refugees’ right 

to education irrespective of identifcation documents or 

residence status and apply laws without exception. 

respecting the right to education must go 

beyond legislation and administrative process. 

national authorities should mount awareness-raising 

campaigns to inform migrant and displaced families 

of their rights and of school registration processes. 

Planning authorities should ensure that public schools are 

within reach of informal settlements and slums and that 

they are not neglected in urban regeneration plans. 

Include migrants and displaced people in the national 

education system 

some education systems treat immigrants and refugees 

as temporary or transient populations, diferent from 

natives. this is wrong; it impedes their academic progress, 

socialization and future opportunities, and undermines 

progress towards diverse, cohesive societies. Public policy 

must include them in all levels of national education. 

Inclusion of immigrants has several dimensions. 

While a ne  w language of instruction necessitates 

preparatory classes, students should be separated as 

little as possible from their native peers. education 

systems should not channel students with lower  

achievement, among whom immigrants are over-

represented, into diferent tracks. Given the geographical 

concentration of immigrant students in many countries, 

education planners should use methods such as 

transport subsidies and random school assignment 

to ensure residential segregation does not result in 

education segregation. 
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Governments need to make sure that refugees’ 

education is interrupted as little as possible. 

While exceptional circumstances – e.g. physical isolation 

of refugee communities or host system capacity 

constraints – may prevent full inclusion, governments 

need to minimize time spent in schools not following 

the national curriculum or not progressing towards 

recognized certifcates, as such time compromises 

education trajectories. 

 Understand and plan for the education needs of 

migrants and displaced people 

Countries with large immigrant and refugee infows need 

to capture data on these populations in management 

information systems to plan and budget accordingly. 

Providing school places or work opportunities for 

migrants and refugees is only the frst step to inclusion. 

school environments have to adapt to and support 

students’ needs. those transitioning to a new language 

of instruction need bridging programmes with qualifed 

teachers. those whose education was interrupted will 

beneft from accelerated education programmes enabling 

them to catch up and re-enter school at the appropriate 

level. refugee inclusion in education will be more likely to 

succeed if it extends to social protection programmes to 

allow refugees to beneft, for instance, from conditional 

cash transfers that cover hidden school costs. In the 

case of internal migrants, notably children of nomads 

or seasonal workers, governments should consider 

fexible school calendars, education tracking systems and 

curricula relevant to their livelihoods. 

adults need support to develop their competences 

through technical and vocational education and 

training and to overcome constraints, such as low-skill 

occupations or high training costs, that discourage 

their investment in skills. they need fnancial education 

programmes so they can manage their economic 

circumstances, make the most of remittances and 

avoid fraud or fnancial exploitation. non-formal 

education programmes, which can be ofered at the local 

government level, can supplement eforts to strengthen 

social cohesion. 

Represent migration and displacement histories in 

education accurately to challenge prejudices 

Building inclusive societies and helping people 

live together requires more than tolerance. 

Governments must review education content and 

delivery, adapting curricula and rethinking textbooks to 

refect history and current diversity. education content 

needs to bring to the fore migration’s contribution to 

wealth and prosperity. It also needs to recognize the 

causes of tension and confict, as well as the legacy of 

migrations that displaced or marginalized populations. 

Pedagogical approaches should promote openness to 

multiple perspectives, foster the values of living together, 

and appreciate the benefts of diversity. they should 

challenge prejudices and develop critical thinking skills so 

learners can overcome uncertainties in interacting with 

other cultures and resist negative media portrayals of 

immigrants and refugees. Governments need to draw 

from the positive experiences of intercultural education. 

Prepare teachers of migrants and displaced people to 

address diversity and hardship 

teachers need support to become agents of change in 

school environments increasingly shaped by migration 

and displacement. 

Current teacher education programmes addressing 

migration tend to be ad hoc and not part of the main 

curricula. Governments need to invest in initial and 

ongoing teacher education that builds core competences 

and ability to manage diverse, multilingual and 

multicultural contexts, which also afect native students. 

raise awareness of all teachers about migration 

and displacement, not just those who teach diverse 

classrooms. aspiring and practising teachers and school 

leaders should be given the tools to confront stereotypes, 

prejudices and discrimination in the classroom, 

the schoolyard and the community, and to strengthen 

immigrant and refugee students’ self-esteem and sense 

of belonging. 

teachers in displacement contexts also need to be 

sensitive to the particular difculties displaced students 

and parents face, and reach out to their communities. 

While teachers are not counsellors, they can be trained 

to recognize stress and trauma and refer those in need to 

specialists. If there are no specialists, teachers should be 

prepared to serve as some families’ only access to such 

services. teachers of refugees and displaced teachers 

sufer additional stress themselves. management policies 

need to recognize and relieve the extreme hardships 

under which some teachers work; regulate and ensure 

equality among types of teaching professionals to 

maintain morale; and invest in professional development. 
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Harness the potential of migrants and displaced people 

migrants and refugees possess skills that can help 

transform not only their and their families’ lives but also 

both host and home economies and societies, whether 

they return or support from a distance. using this 

potential requires simpler, cheaper and more transparent 

and fexible mechanisms to recognize academic 

qualifcations and professional skills (including those of 

teachers) and to account for prior learning that was not 

validated or certifed. 

Countries need to follow up on Global Compact for 

safe, orderly and regular migration commitments 

regarding mutual qualifcation recognition, and to 

conclude negotiations under the Global Convention 

on the recognition of Higher education Qualifcations 

so it can be adopted in 2019. assessment agencies, 

licensing bodies and academic institutions should 

harmonize requirements and procedures at the bilateral, 

regional and global levels, working with governments 

and regional and international organizations. Common 

degree standards, quality assurance mechanisms 

and academic exchange programmes can support 

qualifcation recognition. 

Support education needs of migrants and displaced 

people in humanitarian and development aid 

While two-thirds of international migrants are destined 

for high income countries, 9 out of 10 refugees are hosted 

by low and middle income countries, which r equire 

support from international partners. meeting needs 

would require a tenfold increase in the share of  

education in humanitarian aid. a more sustainable 

solution is for  the international community to fulfl the 

Global Compact on refugees and the Comprehensive 

refugee response Framework commitment to link 

humanitarian and development aid from the early stages 

of a crisis, supporting inclusive education delivery for  

refugee and host populations. education should be 

included in response design, especially as regards early 

childhood education and care. It should also be part of  

a holistic package of solutions involving other sectors, 

e.g. shelter, nutrition, water, sanitation and social 

protection. donors need  to refect these reforms in their  

humanitarian interventions. using the momentum of  

the education Cannot Wait fund, they need to develop 

need-assessment capacity and join up planning to bridge 

the humanitarian-development divide and catalyse 

predictable multiyear funding. 
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Thousands of refugees moved before the 

rains which hit South Sudan. The school is 

extremely popular with the refugee children 

and their parents. Many said they had no 

access to education in their home villages. 

CREDIT:  T.  Irwin/UNHCR 
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Statistical tables 

The�statistical�tables�are�organized�by�each�of��the�seven�

SDG�4�targets�and�three�means�of�implementation�

rather��than�by�education�level�(from�pre-primary�to�

tertiary).�In�addition,�Table�1�presents�basic�information�

on�demographic�and�education�system�characteristics�

as�well�as�on�domestic�education�fnance,�which�is�a�key�

means�of�implementation�recognized�in�the�Education�

2030�Framework�for��Action.�

The�SDG�4�monitoring�framework�consists�of��

43�in� ternationally�comparable�indicators.�Of��these,�

11�ar� e�considered�global�indicators�and�32�are�considered�

thematic�indicators.1��All�are�listed�in�Table I.1,�which�also�

identifes�those�indicators�reported�by�the�UNESCO�

Institute�for�Statistics�(UIS)�in�2018.2�While�aligned�with�

the�SDG�4�monitoring�framework,�the�statistical�tables�

also�include�other�indicators,�such�as�transition�from�

primary�to�secondary�education�and�student�mobility.�

METHODOLOGICAL NOTES 

Most�data�in�the�statistical�tables�come�from�the�UIS.�

Where�the�statistical�tables�include�data�from�other��

sources,�these�are�mentioned�in�footnotes.�The�most�

recent�UIS�data�on�pupils,�students,�teachers�and�

education�expenditure�presented�in�the�tables�are�

from�the�September�2018�education�data�release�and�

refer��to�the�school�or�fnancial�year�ending�in�2017.3��

They�are�based�on�results�reported�to�and�processed�

by�the�UIS�before�July�2018.�These�statistics�refer��to�

1�� �The�Inter-agency�and�Expert�Group�on�SDG�Indicators�proposed�the�11�SDG�4��

global�indicators.�The�UN�Statistical�Commission�adopted�them�at�its�48th�

session�in�March�2017,�and�the�UN�Economic�and�Social�Council�adopted�them�

in�June�2017.�

2�� The�Technical�Advisory�Group�on�post-2015�education�indicators�originally�

proposed�the�43�indicators.�The�Technical�Cooperation�Group�(TCG),�whose�

secretariat�is�at�the�UIS,�endorsed�them,�with�some�changes�to�monitor��

progress�towards�the�SDG�4�targets.�During�its�meeting�in�Dubai�in�January�

2018,�the�TCG�agreed�UIS�would�report�on�33�indicators�in�2018.�Several�

indicators,�including�some�of��those�for��which�UIS�is�currently�reporting�data,�

are�at�varying�stages�of�methodological�development.�

3�� �This�means�2016/17�for�countries�with�a�school�year��that�overlaps�two�

calendar�years,�and�2017�for��those�with�a�calendar�school�year.�

formal�education,�both�public�and�private,�by�level�of�

education.�The�statistical�tables�list�209�countries�and�

territories,�all�of�which�are�UNESCO�member�states�or�

associate�members.�Most�report�their�data�to�the�UIS�

using�standard�questionnaires�issued�by�the�UIS�itself.�

For�49�countries,�education�data�are�collected�by�the�UIS�

via�the�UIS/OECD/Eurostat�(UOE)�questionnaires.4�

POPULATION DATA 

The�population-related�indicators�used�in�the�statistical�

tables,�including�enrolment�ratios,�number�of�out-of-

school�children,�adolescents�and�youth,�and�number��

of�youth�and�adults,�are�based�on�the�2017�revision�of��

population�estimates�produced�by�the�UN�Population�

Division�(UNPD).�Because�of�possible�diferences�between�

national�population�estimates�and�those�of��the�United�

Nations,�these�indicators�may�difer�from�those�published�

by�individual�countries�or�by�other�organizations.5��In�the�

2017�revision,�the�UNPD�does�not�provide�population�data�

by�single�years�of�age�for�countries�with�total�population�

of�less�than�90,000.�For��these�countries,�as�well�as�

some�special�cases,�population�estimates�are�derived�

from�Eurostat�(Demographic�Statistics),�the�Secretariat�

of��the�Pacifc�Community�(Statistics�and�Demography�

Programme)�or�national�statistical�ofces.�

ISCED CLASSIFICATION 

Education�data�reported�to�the�UIS�are�in�conformity�with�

the�International�Standard�Classifcation�of�Education�

(ISCED),�revised�in�2011.�Countries�may�have�their�own�

defnitions�of�education�levels�that�do�not�correspond�

to�ISCED�2011.�Diferences�between�nationally�and�

internationally�reported�education�statistics�may�be�due�

4�� �The�countries�concerned�are�most�European�countries,�non-European�OECD�

members�and�a�changing�set�of�other�countries.�The�most�recent�reference�

year�for�education�fnance�for�UOE�countries�is�that�ending�in�2016.�

5�� �Where�obvious�inconsistencies�exist�between�enrolment�reported�by�countries�

and�the�UN�population�data,�the�UIS�may�decide�not�to�calculate�or�publish�

enrolment�ratios�for�some�or�all�levels�of�education.�
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to�the�use�of�nationally�defned�education�levels�rather��

than�the�ISCED�level,�in�addition�to�the�population�issue�

raised�above.�

ESTIMATES AND MISSING DATA 

Regarding�statistics�produced�by�the�UIS,�both�observed�

and�estimated�education�data�are�presented�throughout�

the�statistical�tables.�The�latter�are�marked�with�subscript�

(i).�Wherever�possible,�the�UIS�encourages�countries�to�

make�their�own�estimates.�Where�this�does�not�happen,�

the�UIS�may�make�its�own�estimates�if�sufcient�

supplementary�information�is�available.�Gaps�in�the�tables�

may�arise�where�data�submitted�by�a�country�are�found�

to�be�inconsistent.�The�UIS�makes�every�attempt�to�

resolve�such�problems�with�the�countries�concerned�but�

reserves�the�fnal�decision�on�omitting�data�it�regards�as�

problematic.�If�information�for�the�year�ending�in�2017�is�

not�available,�data�for�earlier�years�are�used.�Such�cases�

are�indicated�by�footnotes.�

AGGREGATES 

Figures�representing�regional�and�other�aggregates�are�

either�sums,�the�percentage�of�countries�meeting�some�

condition,�medians�or�weighted�averages,�as�indicated�in�

the�tables,�depending�on�the�indicator.�Weighted�averages�

take�into�account�the�relative�size�of�the�relevant�

population�of�each�country,�or�more�generally�of�the�

denominator�in�case�of�indicators�that�are�ratios.�

The�aggregates�are�derived�from�both�published�data�and�

imputed�values,�for�countries�for�which�no�recent�data�or�

reliable�publishable�data�are�available.�Aggregates�marked�

with�(i)�in�the�tables�are�based�on�incomplete�country�

coverage�of�reliable�data�(between�33%�and�60%�of�the�

population�[or�aggregate�denominator�value]�of�a�given�

region�or�country�grouping).�GEM�Report�calculated�sums�

are�fagged�for�incomplete�coverage�if�less�than�95%�

of�the�population�of�a�given�region�or�country�income�

group�is�represented�among�the�countries�for�which�data�

are�available.�

 REGIONAL AND COUNTRY INCOME GROUPS 

In�terms�of�regional�groups,�the�statistical�tables�use�the�

SDG�regional�classifcation�of�the�UN�Statistical�Division�

(UNSD),�with�some�adjustments.�The�UNSD�classifcation�

includes�all�territories,�whether�independent�national�

entities�or�parts�of�bigger�entities.�However,�the�list�of�

countries�presented�in�the�statistical�tables�includes�

only�full�UNESCO�member�states�and�associate�

members,�as�well�as�Bermuda�and�Turks�and�Caicos�

Islands,�non-member�states�that�were�included�in�the�

Education�for�All�statistical�tables.�The�UIS�does�not�

collect�data�for�the�Faroe�Islands,�so�this�territory�is�

not�included�in�the�GEM�Report�despite�its�status�as�a�

UNESCO�associate�member.�In�terms�of�country�income�

groups,�the�statistical�tables�use�the�World�Bank�groups,�

which�are�updated�every�1�July.�

  SYMBOLS USED IN THE STATISTICAL TABLES 

±n� Reference�year�difers�(e.g.�-2:�reference�year�2015�

instead�of�2017).�

i� Estimate�and/or�partial�coverage�

- Magnitude�nil�or�negligible�

…� Data�not�available�or�category�not�applicable�

Notes�by�indicator�(Table I.2),�footnotes�to�the�tables�and�

a�glossary�provide�additional�help�to�interpret�the�data.�
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TABLE I.1:�SDG�4�monitoring�framework�indicators�

Indicator 
UIS reported 

in 2018 

Target 4.1 

4.1.1 
Proportion of children and young people (a) in Grade 2 or 3; (b) at the end of primary education; and (c) at the end of lower secondary education achieving at least a minimum profciency level in 
(i) reading and (ii) mathematics, by sex 

Yes 

4.1.2 Administration of a nationally-representative learning assessment (a) in Grade 2 or 3; (b) at the end of primary education; and (c) at the end of lower secondary education Yes 

4.1.3 Gross intake ratio to the last grade (primary education, lower secondary education) Yes 

4.1.4 Completion rate (primary education, lower secondary education, upper secondary education) Yes 

4.1.5 Out-of-school rate (primary education, lower secondary education, upper secondary education) Yes 

4.1.6 Percentage of children over-age for grade (primary education, lower secondary education) Yes 

4.1.7 Number of years of (a) free and (b) compulsory primary and secondary education guaranteed in legal frameworks Yes 

Target 4.2 

4.2.1 Proportion of children under 5 years of age who are developmentally on track in health, learning and psychosocial well-being, by sex Yes 

4.2.2 Participation rate in organized learning (one year before the ofcial primary entry age), by sex Yes 

4.2.3 Percentage of children under 5 years experiencing positive and stimulating home learning environments No 

4.2.4 Gross early childhood education enrolment ratio in (a) pre-primary education and (b) and early childhood educational development Yes 

4.2.5 Number of years of (a) free and (b) compulsory pre-primary education guaranteed in legal frameworks Yes 

Target 4.3 

4.3.1 Participation rate of youth and adults in formal and non-formal education and training in the previous 12 months, by sex Yes 

4.3.2 Gross enrolment ratio for tertiary education by sex Yes 

4.3.3 Participation rate in technical-vocational programmes (15- to 24-year-olds) by sex Yes 

Target 4.4 

4.4.1 Proportion of youth and adults with information and communications technology (ICT) skills, by type of skill Yes 

4.4.2 Percentage of youth/adults who have achieved at least a minimum level of profciency in digital literacy skills No 

4.4.3 Youth/adult educational attainment rates by age group, economic activity status, levels of education and programme orientation Yes 

Target 4.5 

4.5.1 
Parity indices (female/male, rural/urban, bottom/top wealth quintile and others such as disability status, indigenous peoples and confict-afected, as data become available) for all education 
indicators on this list that can be disaggregated 

Yes 

4.5.2 Percentage of students in primary education whose frst or home language is the language of instruction No 

4.5.3 Extent to which explicit formula-based policies reallocate education resources to disadvantaged populations No 

4.5.4 Education expenditure per student by level of education and source of funding Yes 

4.5.5 Percentage of total aid to education allocated to least developed countries Yes 

Target 4.6 

4.6.1 Percentage of population in a given age group achieving at least a fxed level of profciency in functional (a) literacy and (b) numeracy skills, by sex Yes 

4.6.2 Youth/adult literacy rate Yes 

4.6.3 Participation rate of illiterate youth/adults in literacy programmes Yes 

Target 4.7 

4.7.1 
Extent to which (i) global citizenship education and (ii) education for sustainable development, including gender equality and human rights, are mainstreamed at all levels in: (a) national education 
policies, (b) curricula, (c) teacher education and (d) student assessment 

No 

4.7.2 Percentage of schools that provide life skills-based HIV and sexuality education Yes 

4.7.3 Extent to which the framework on the World Programme on Human Rights Education is implemented nationally (as per the UNGA Resolution 59/113) No 

4.7.4 Percentage of students by age group (or education level) showing adequate understanding of issues relating to global citizenship and sustainability No 

4.7.5 Percentage of 15-year-old students showing profciency in knowledge of environmental science and geoscience No 

Target 4.a 

4.a.1 
Proportion of schools with access to: (a) electricity; (b) Internet for pedagogical purposes; (c) computers for pedagogical purposes; (d) adapted infrastructure and materials for students with 
disabilities; (e) basic drinking water; (f) single-sex basic sanitation facilities; and (g) basic handwashing facilities (as per the WASH indicator defnitions) 

Yes 

4.a.2 Percentage of students experiencing bullying, corporal punishment, harassment, violence, sexual discrimination and abuse Yes 

4.a.3 Number of attacks on students, personnel and institutions Yes 

Target 4.b 

4.b.1 Volume of ofcial development assistance fows for scholarships by sector and type of study Yes 

4.b.2 Number of higher education scholarships awarded by benefciary country No 

Target 4.c 

4.c.1 
Proportion of teachers in: (a) pre-primary education; (b) primary education; (c) lower secondary education; and (d) upper secondary education who have received at least the minimum organized 
teacher training (e.g., pedagogical training) pre-service or in-service required for teaching at the relevant level in a given country, by sex 

Yes 

4.c.2 Pupil-trained teacher ratio by education level Yes 

4.c.3 Proportion of teachers qualifed according to national standards by education level and type of institution Yes 

4.c.4 Pupil-qualifed teacher ratio by education level Yes 

4.c.5 Average teacher salary relative to other professions requiring a comparable level of qualifcation No 

4.c.6 Teacher attrition rate by education level Yes 

4.c.7 Percentage of teachers who received in-service training in the last 12 months by type of training No 

Notes:�Global�indicators�are�highlighted�in�grey.�UNGA�=�UN�General�Assembly;�WASH�=�water,�sanitation�and�hygiene.�

Source:�UIS.�
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TABLE I.2:�Notes�on�indicators�in�the�statistical�tables�

Indicator 
Notes 

Table 1 

A Compulsory education by level 

Number of years during which children are legally obliged to attend school. 

B Free years of education, by level 

Number of years during which children are legally guaranteed to attend school free of charge. 

C Ofcial primary school starting age 

The ofcial age at which students are expected to enter primary school. This is expressed in whole years, not accounting for cutof dates other than the beginning of the school year. The ofcial 

entrance age to a given programme or level is typically, but not always, the most common entrance age. 

D Duration of each education level 

Number of grades or years in a given level of education. 

E Ofcial school-age population by level 

Population of the age group ofcially corresponding to a given level of education, whether enrolled in school or not. 

F Total absolute enrolment by level 

Individuals ofcially registered in a given educational programme, or stage or module thereof, regardless of age. 

G Initial government expenditure on education as percentage of GDP 

Total general (local, regional and central, current and capital) initial government funding of education includes transfers paid (such as scholarships to students), but excludes transfers received, 

in this case international transfers to government for education (when foreign donors provide education sector budget support or other support integrated in the government budget). 

H Expenditure on education as percentage of total government expenditure 

Total general (local, regional and central) government expenditure on education (current, capital and transfers), expressed as a percentage of total general government expenditure on all sectors 

(including health, education, social services, etc.). It includes expenditure funded by transfers from international sources to government. 

I Initial government expenditure per pupil by level, in constant 2015 PPP US$ and as percentage of GDP per capita 

Total general (local, regional and central, current and capital) initial government funding of education per student, which includes transfers paid (such as scholarships to students), but excludes 

transfers received, in this case international transfers to government for education (when foreign donors provide education sector budget support or other support integrated in the 

government budget). 

J Initial household expenditure on education as percentage of GDP 

Total payments by households (pupils, students and their families) for educational institutions (such as tuition fees, exam and registration fees, contribution to parent-teacher associations or 

other school funds, and fees for canteen, boarding and transport) and purchases outside of educational institutions (such as for uniforms, textbooks, teaching materials or private classes). ‘Initial 

funding’ means that government transfers to households, such as scholarships and other fnancial aid for education, are subtracted from what is spent by households. 

Table 2 

A Out-of-school children, total number and as percentage of corresponding age group 

Children in the ofcial school age range who are not enrolled in either primary or secondary school. 

B Education completion rate by level 

Percentage of children aged three to fve years older than the ofcial age of entry into the last grade of an education level who have reached the last grade of that level. For example, the primary 

completion rate in a country with a six-year cycle where the ofcial age of entry into the last grade is 11 years is the percentage of 14- to 16-year-olds who have reached grade 6. 

C Percentage of pupils over-age for grade by level 

The percentage of pupils in each level of education whose age is two years or more above the intended age for their grade. 

D Gross enrolment ratio in primary education 

Total enrolment in primary education, regardless of age, expressed as a percentage of the population in the ofcial age group. It can exceed 100% because of early or late entry and/or 

grade repetition. 

E Primary adjusted net enrolment rate 

Enrolment of the ofcial age group for primary education either at that level or the levels above, expressed as a percentage of the population in that age group. 

F Gross intake ratio to last grade of primary education 

Total number of new entrants to the last grade of primary education, regardless of age, expressed as a percentage of the population at the ofcial school entrance age for that grade. 

G Efective transition from primary to lower secondary general education 

Number of new entrants to the frst grade of lower secondary education in the following year expressed as a percentage of the students enrolled in the last grade of primary education in the given 

year who do not repeat that grade the following year. 

H Lower secondary total net enrolment rate 

Number of pupils of the ofcial school age group for lower secondary education who are enrolled in any level of education, expressed as a percentage of the corresponding school age population. 

I Gross intake ratio to last grade of lower secondary education 

Total number of new entrants to the last grade of lower secondary education, regardless of age, expressed as a percentage of the population at the ofcial school entrance age for that grade. 

J Upper secondary total net enrolment rate 

Number of pupils of the ofcial school age group for upper secondary education who are enrolled in any level of education, expressed as a percentage of the corresponding school age population. 

K Administration of nationally representative learning assessment in early grades (grade 2 or 3), or fnal grade of primary or lower secondary 

The defnition includes any nationally representative, national or cross-national formative low-stakes learning assessment. 

L Percentage of students achieving at least a minimum profciency level in reading and mathematics 

The minimum profciency level in reading and mathematics is defned by each assessment. Data need to be interpreted with caution since the diferent assessments are not comparable. In the 

absence of assessments conducted in the proposed grade, surveys of student learning achievement in the grade below or above the proposed indicator grade are used as placeholders. 
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Table 3 

A Percentage of children aged 36 to 59 months who are developmentally on track in health, learning and psychosocial well-being 

The UNICEF Early Childhood Development Index (ECDI) is collected through the UNICEF Multiple Indicator Cluster Surveys (MICS) and is a measure of fulflment of developmental potential that 

assesses children aged 36 to 59 months in four domains: (a) literacy-numeracy, (b) physical development, (c) social-emotional development and (d) learning (ability to follow simple instructions, 

ability to occupy themselves independently). The percentage of children who are developmentally on track overall is the percentage of children on track in at least three of the four domains. 

(Source: UNICEF MICS.) 

B Under-5 moderate or severe stunting rate 

Proportion of children in a given age group whose height for their age is below minus two standard deviations from median height for age established by the National Center for Health Statistics 

and the World Health Organization (WHO). (Source: May 2018 UNICEF, WHO and World Bank Joint Child Malnutrition Estimates. Regional aggregates are weighted averages of statistical estimates 

for the reference year, not of the observed country values in the country table.) 

C Percentage of children aged 36 to 59 months experiencing positive and stimulating home learning environments 

Percentage of children 36 to 59 months old with whom an adult has engaged in four or more of the following activities to promote learning and school readiness in the previous three days: 

(a) reading books to the child, (b) telling stories to the child, (c) singing songs to the child, (d) taking the child outside the home, (e) playing with the child and (f) spending time with the child 

naming, counting or drawing things. (Source: UNICEF MICS.) 

D Percentage of children under 5 years living in households with three or more children’s books 

Percentage of children aged 0 to 59 months who have three or more books or picture books. (Source: UNICEF MICS.) 

E Gross early childhood education enrolment ratio in pre-primary education 

Total enrolment in pre-primary education, regardless of age, expressed as a percentage of the population in the ofcial age group. It can exceed 100% because of early or late entry. 

F Adjusted net enrolment rate one year before the ofcial primary school entry age 

Enrolment of children one year before ofcial primary school entry age in pre-primary or primary education, expressed as a percentage of the population in that age group. 

Table 4 

A Participation rate in adult education and training 

Participation rate of adults (aged 25 to 64) in formal or non-formal education and training in the last 12 months. 

B Percentage of youth enrolled in technical and vocational education 

Youth (aged 15 to 24) enrolled in technical and vocational education at ISCED levels 2 to 5, as a percentage of the total population of that age group. 

C Share of technical and vocational education in total enrolment by level 

Total number of students enrolled in vocational programmes at a given level of education, expressed as a percentage of the total number of students enrolled in all programmes (vocational and 

general) at that level. 

D Transition from upper secondary to tertiary education (ISCED levels 5, 6 and 7 combined) 

Gross transition ratio from secondary to tertiary education, based on students in all secondary programmes. 

E Gross entry ratio to frst tertiary programmes (ISCED levels 5 to 7) 

Students who, during the course of the reference school or academic year, enter a programme at a given level of education for the frst time, irrespective of whether the students enter the 

programme at the beginning or at an advanced stage. 

F Gross enrolment ratio in tertiary education 

Total enrolment in tertiary education, regardless of age, expressed as a percentage of the population in the fve-year age group above the ofcial graduation age from upper secondary. It can 

exceed 100% because of early or late entry and prolonged study. 

G Percentage of adults (15 and over) with specifc ICT skills 

Individuals are considered to have such skills if they have undertaken certain computer-related activities in the last three months: copying or moving a fle or folder; using copy and paste tools 

to duplicate or move information within a document; using basic arithmetic formulas in a spreadsheet; writing a computer program using a specialized programming language. (Sources: Eurostat 

database; ITU World Telecommunication/ICT Indicators database.) 

H Percentage of adults (25 and over) who have attained at least a given level of education 

Number of persons aged 25 and above by the highest level of education attained, expressed as a percentage of the total population in that age group. Primary refers to ISCED 1 or higher, lower 

secondary to ISCED 2 or higher, upper secondary to ISCED 3 or higher and post-secondary to ISCED 4 or higher. 

I Percentage of population of a given age group achieving at least a fxed level of profciency in functional literacy/numeracy skills 

The threshold level corresponds to level 2 on the Programme for the International Assessment of Adult Competencies scale. 

J 

K 

Youth (15 to 24)/Adult (15 and above) literacy rate 

and Number of youth (15 to 24)/adult (15 and above) illiterates 

Number of literate youth (15 to 24) and adults (15 and above), expressed as a percentage of the total population in that age group. Literacy data are for 2010–2016 and include both national 

observed data from censuses or household surveys and UIS estimates. The latter are based on the most recent national observed data and the Global Age-specifc Literacy Projections (GALP) 

model. As defnitions and methodologies used for data collection difer by country, data need to be used with caution. 

Table 5 

Adjusted gender parity index, by indicator 

The gender parity index (GPI) is the ratio of female to male values of a given indicator. If the female value is less than or equal to the male value, adjusted gender parity index (GPIA) = GPI. If the 

female value is greater than the male value, GPIA = 2 - 1/GPI. This ensures the GPIA is symmetrical around 1 and limited to a range between 0 and 2. A GPIA equal to 1 indicates parity between 

females and males. (Sources: UIS database; GEM Report team calculations based on national and international household surveys.) 

A Completion rate, by level 

B Percentage of students with minimum level of profciency at the end of given level 

C Youth and adult literacy rate 

D Percentage of adults (16 and over) achieving at least a fxed level of profciency in functional literacy and numeracy skills 

E Gross enrolment ratio, by level 

Location and wealth disparity 

The location parity index is the ratio of rural to urban values of a given indicator. The wealth parity index is the ratio of the poorest 20% to the richest 20% of values of a given indicator. 

F Completion rate, by level 

G Percentage of students with minimum level of profciency at the end of given level 
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Table 6 

A Inclusion in national curricula frameworks of issues relating to global citizenship and sustainable development 

Curricula referred to are for primary education, lower secondary education or both. The degree of inclusion of the issue in curricula is assessed as ‘Low’ if 1–2 of the 5 items are covered, ‘Medium’ 

if 3 are covered and ‘High’ if 4–5 are covered, while ‘None’ indicates no inclusion of any items. Aggregates refect the percentage of countries at ‘Medium’ or higher. (Source: UNESCO-IBE, 2016.) 

Key terms for ‘Gender equality’ are: (a) gender equality, (b) gender equity, (c) empowerment of girls/women, (d) gender sensitivity and (e) gender parity. 

Key terms for ‘Human rights’ are: (a) human rights, rights and responsibilities (children’s rights, cultural rights, indigenous rights, women’s rights, disability rights); (b) freedom (of expression, of 

speech, of press, of association or organization) and civil liberties; (c) social justice; (d) democracy/democratic rule, democratic values/principles; and (e) human rights education. 

Key terms for ‘Sustainable development’ are: (a) sustainable, sustainability, sustainable development; (b) economic sustainability, sustainable growth, sustainable production/consumption, 

green economy; (c) social sustainability (social cohesion and sustainability); (d) environmental sustainability/environmentally sustainable; (e) climate change/variability (global warming, carbon 

emissions/footprint); (f) renewable energy/fuels, alternative energy sources (solar, tidal, wind, wave, geothermal, biomass); (g) ecosystems, ecology (biodiversity, biosphere, biomes, loss of 

diversity); (h) waste management, recycling; (i) education for sustainable development, sustainability education, education for sustainability; and (j) environmental education/studies, education 

for the environment, education for environmental sustainability. 

Key terms for ‘Global citizenship’ are: (a) globalization; (b) global citizen(ship)/culture/identity/community; (c) global-local thinking, local-global act); (d) multicultural(ism)/intercultural(ism); 

(e) migration, immigration, mobility, movement of people; (f) global competition/competitiveness, globally competitive, international competitiveness; (g) global inequality/disparity; (h) national/ 

local citizenship/culture/identity/culture/heritage; global citizenship education; and (i) education for global citizenship. 

B Percentage of schools providing life skills-based HIV/AIDS education 

Percentage of lower secondary schools providing life skills-based HIV/AIDS education (all institutions). 

C Percentage of 15-year-old students performing at or above level 2 of profciency in scientifc literacy 

Scientifc literacy is defned as (a) scientifc knowledge and its use to identify questions, acquire new knowledge, explain scientifc phenomena and draw evidence-based conclusions about 

science-related issues; (b) understanding of the characteristic features of science as a form of human knowledge and enquiry; (c) awareness of how science and technology shape the material, 

intellectual and cultural environments; and (d) willingness to engage in science-related issues, and with the ideas of science, as a refective citizen. (Source: OECD PISA, 2015; TIMMS.) 

Percentage of students and youth with adequate understanding of HIV/AIDS and sexuality 

Youth (aged 15 to 24) who know at least two ways to prevent infection and reject at least three misconceptions. (Source: UNAIDS.) 

D Percentage of schools with basic drinking water, basic (single-sex) sanitation or toilets, and basic handwashing facilities 

Basic drinking water means drinking water from an improved source, and water available at the school at the time of the survey. Basic sanitation or toilets means improved sanitation facilities at 

the school that are single-sex and usable (available, functional and private) at the time of the survey. Basic handwashing facilities means handwashing facilities with water and soap available at the 

school at the time of the survey. (Source: UNICEF WASH in Schools, 2018.) 

E Percentage of primary schools with: 

Electricity 

Regularly and readily available sources of power that enable adequate and sustainable use of ICT infrastructure by pupils and teachers to support course delivery or independent teaching and 

learning needs. 

Internet used for pedagogical purposes 

Internet that is available for enhancing teaching and learning and is accessible by pupils irrespective of the device used. Access can be via a fxed narrowband, fxed broadband or mobile network. 

Computers 

Use of computers to support course delivery or independent teaching and learning needs, including to meet information needs for research purposes, develop presentations, perform hands-on 

exercises and experiments, share information and participate in online discussion forums for educational purposes. Desktops, laptops and tablets are covered by the defnition. 

F Percentage of public primary schools with access to adapted infrastructure and materials for students with disabilities 

Any built environment related to education facilities that are accessible to all users, including those with various types of disability, enabling everyone to gain access to and exit from them. 

Accessibility includes ease of independent approach, entry, evacuation and/or use of a building and its services and facilities (such as water and sanitation), by all of the building’s potential users 

with an assurance of individual health, safety and welfare during the course of their activities. 

G Level of bullying 

Harmonized classifcation of overall risk of bullying according to the UNICEF Innocenti Global Bullying Database, combining data from six international surveys on bullying prevalence among 

11- to 15-year-olds in 145 countries (Source: Richardson and Hiu, 2018; see Chapter 15.) 

H Level of attacks on students, teachers or institutions 

Categorical ranking of the extent to which a country is afected by violent attacks, threats or deliberate use of force in a given period (e.g. the last 12 months, a school year or a calendar year) 

directed against students, teachers and other personnel or against education buildings, materials and facilities, including transport. The indicator focuses on attacks carried out for political, 

military, ideological, sectarian, ethnic or religious reasons by armed forces or non-state armed groups. Five levels are captured: 

No incidents reported: No reports of attacks on education were identifed. 

Sporadic: Fewer than fve reported attacks, or fewer than fve students and education personnel harmed. 

Afected: 5–99 reported attacks on education or 5–99 students and education personnel harmed. 

Heavily afected: 100–199 reported attacks or 100–199 students and education personnel harmed. 

Very heavily afected: More than 200 reported attacks or more than 200 students and education personnel harmed. 

I Internationally mobile students, inbound and outbound numbers enrolled and mobility rates 

Number of students from abroad studying in a given country, expressed as a percentage of total tertiary enrolment in that country. 

Number of students from a given country studying abroad, expressed as a percentage of total tertiary enrolment in that country. 

J Volume of ofcial development assistance for scholarships 

Total gross disbursement of ofcial development assistance fows (all sectors) for scholarships (all levels). The sum of the values of regions and country income groups does not add up to the 

global total because some aid is not allocated by country. 

Imputed student costs 

Costs incurred by donor countries’ higher education institutions when they receive students from developing countries. 
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Table 7 

A Number of classroom teachers 

Persons employed full-time or part-time in an ofcial capacity to guide and direct the learning experience of pupils and students, irrespective of their qualifcations or the delivery mechanism, 

i.e. face-to-face and/or at a distance. This defnition excludes educational personnel who have no active teaching duties (e.g. headmasters, headmistresses or principals who do not teach) or who 

work occasionally or in a voluntary capacity in educational institutions. 

B Pupil/teacher ratio 

Average number of pupils per teacher at a given level of education, based on headcounts of both pupils and teachers. 

C Percentage of trained classroom teachers 

Trained teachers are defned as those who have received at least the minimum organized and recognized pre-service and in-service pedagogical training required to teach at a given level of 

education. Data are not collected for UOE countries. 

D Percentage of qualifed classroom teachers 

Qualifed teachers are defned as those who have the minimum academic qualifcation necessary to teach at a specifc level of education according to national standards. 

E Teacher attrition rate 

Number of teachers at a given level of education leaving the profession in a given school year, expressed as a percentage of teachers at that level and in that school year. 

F Relative teacher salary level 

Teacher salary relative to other professionals with equivalent academic qualifcation. Data refer to actual salaries of all teachers relative to earnings for full-time, full-year workers with tertiary 

education (ISCED 5 to 8). The indicator is defned as a ratio of salary, using annual average salaries (including bonuses and allowances) of teachers in public institutions relative to the wages 

of workers with similar educational attainment (weighted average) and to the wages of full-time, full-year workers aged 25 to 64 with tertiary education. Values for secondary education are 

GEM Report team calculations and represent averages of lower and upper secondary values weighted by the number of teachers at each level. 

Notes:�ITU�=�International�Telecommunication�Union;�PISA�=�Programme�for�International�Student�Assessment;�PPP�=�purchasing�power�parity.�

Source:�GEM�Report�team�drawing�on�UIS�and�other�definitions.�
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TABLE 1: Education system characteristics and education expenditure
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SDG indicator 4.2.5 4.1.7 4.2.5 4.1.7

Reference year 2017

Region % of countries Median Sum

World 22 73 45 50 6 3 6 3 3 352 717 771 583  ᵢ 177  ᵢ 746  ᵢ 591  ᵢ 221 ᵢ
                 

Sub-Saharan Africa 2 44 15 22 6 3 6 3 3 76 168 139 89  ᵢ 24  ᵢ 165  ᵢ 59  ᵢ 8  ᵢ
Northern Africa and Western Asia 12 88 33 62 6 3 6 3 3 24 54 56 42  ᵢ 8  ᵢ 55  ᵢ 45  ᵢ 19  ᵢ

Northern Africa - 83 17 33 6 2 6 3 3 10 27 24 20  ᵢ 4  ᵢ 27 20  ᵢ 7  ᵢ
Western Asia 17 89 39 72 6 3 6 3 3 15 27 31 22  ᵢ 4  ᵢ 27  ᵢ 26  ᵢ 12  ᵢ

Central and Southern Asia 7 64 50 46 6 3 5 4 3 103 189 254 175  ᵢ 25  ᵢ 210  ᵢ 183  ᵢ 44  ᵢ
Central Asia 20 100 100 40 7 4 4 5 2 6 5 8 6 2 5 8 1

Southern Asia - 44 22 50 6 2 5 3 4 97 184 246 169  ᵢ 23  ᵢ 205  ᵢ 175  ᵢ 42  ᵢ
Eastern and South-eastern Asia 22 72 31 31 6 3 6 3 3 81 175 170 154 65 180 149 71

Eastern Asia 29 100 43 43 6 3 6 3 3 57 110 107 99 49 112 96 52

South-eastern Asia 18 55 22 22 6 3 6 3 3 23 65 63 55 16 69 52 19

Oceania 18 59 55  ᵢ 64  ᵢ 6 2 6 4 3 1 4 4 3  ᵢ 1  ᵢ 4  ᵢ 4  ᵢ 2  ᵢ
Latin America and the Caribbean 56 83 70 62 6 2 6 3 2 28 60 67 54  ᵢ 21  ᵢ 65  ᵢ 64  ᵢ 27  ᵢ

Caribbean 27 82 50 61 5 2 6 3 2 2 4  ᵢ 4 3 1 3 2 1  ᵢ
Central America 100 86 86 43 6 3 6 3 2 10 19 19 16 6 19 17 5

South America 83 83 92 75 6 3 6 3 3 16 35 44 34 11 38 44 18

Europe and Northern America 24 93 57 62 6 3 6 3 3 39 67 81 65  ᵢ 33  ᵢ 68  ᵢ 86  ᵢ 50  ᵢ
Europe 23 93 54 59 6 3 5 4 3 26 39 53 41  ᵢ 24  ᵢ 40  ᵢ 59  ᵢ 29  ᵢ
Northern America 33 100 100 100 6 2 6 3 3 13 27 27 24  ᵢ 9  ᵢ 28  ᵢ 27  ᵢ 21  ᵢ

                 

Low income 3 41 26 19 6 3 6 3 3 59 118 102 65  ᵢ 13  ᵢ 118  ᵢ 42  ᵢ 6  ᵢ
Middle income 23 69 41 45 6 3 6 3 3 253 518 579 443  ᵢ 131  ᵢ 545  ᵢ 452  ᵢ 158  ᵢ

Lower middle 17 61 30 36 6 3 6 3 3 149 319 370 264  ᵢ 54  ᵢ 339  ᵢ 258  ᵢ 64  ᵢ
Upper middle 27 76 51 53 6 3 6 3 3 103 199 210 179 77 206 194  ᵢ 93  ᵢ

High income 32 91 58 68 6 3 6 3 3 40 81 89 74  ᵢ 33  ᵢ 83  ᵢ 97  ᵢ 57  ᵢ
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ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ

ᵢ ᵢ ᵢ
ᵢ ᵢ ᵢ ᵢ

ᵢ
ᵢ

ᵢ ᵢ ᵢ

ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ
ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ
ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ
ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ
ᵢ ᵢ ᵢ ᵢ

A Years of compulsory education, by level.

B Years of free education, by level.

C Official primary school starting age.

D Official duration of education levels in years.

E Official school-age population by level (million) (for tertiary: the five years following upper secondary).

F Total absolute enrolment by level (million).

G Initial government expenditure on education as % of gross domestic product (GDP).

H Government expenditure on education as % of total government expenditure.

I Initial government expenditure per pupil by level, in constant 2015 purchasing power parity US$ and as % of GDP per capita.

J Initial household expenditure on education as % of GDP.

Notes:  

Source: UIS unless noted otherwise. Data refer to school year ending in 2017 unless noted otherwise.  

Aggregates represent countries listed in the table with available data and may include estimates for countries with no recent data.

(-) Magnitude nil or negligible.

(…) Data not available or category not applicable. 

(± n) Reference year differs (e.g. -2: reference year 2015 instead of 2017).

(i) Estimate and/or partial coverage.
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Government education expenditure per pupil 
Pr

im
ar

y

2015 PPP US$ % of GDP per capita 

Se
co
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ar

y

Te
rt

ia
ry

1.a.2 4.5.4 

2017 
Pr

e-
pr

im
ar

y
Median 

4.4� 14.1� 1,126  ᵢ 2,028  ᵢ 2,716  ᵢ 4,322  ᵢ 12  ᵢ 16  ᵢ 20  ᵢ 30  ᵢ …�
Pr

im
ar

y
� � � � � � � � � � �

4.3� 16.5� 81  ᵢ 268�  ᵢ 476�  ᵢ 2,485  ᵢ 2  ᵢ 12� 19  ᵢ 85  ᵢ …�

3.8 ᵢ 12.3 ᵢ 1,203  ᵢ 4,392  ᵢ 4,911  ᵢ 5,150  ᵢ 11  ᵢ 15  ᵢ 18  ᵢ 22  ᵢ …�

…� …� - ᵢ 1,271  ᵢ 3,789  ᵢ 3,164  ᵢ - ᵢ 15  ᵢ 33  ᵢ
Se

co
nd

ar
y

 28  ᵢ …�

3.7� 11.7 ᵢ 3,962  ᵢ 6,458  ᵢ 5,243  ᵢ 5,456  ᵢ 13  ᵢ 15  ᵢ 18  ᵢ 22  ᵢ 1.0 ᵢ 
3.9� 15.7� 338� 764�  ᵢ 1,048� 1,951� 5� 10  ᵢ 13� 27� …�

5.8� 17.5� 1,019  ᵢ …� 3,268  ᵢ 557  ᵢ 28  ᵢ …� 28  ᵢ 10  ᵢ
Te

rt
ia

ry
 

 0.8 ᵢ 
3.8� 14.5� 52� 764� 696� 2,500� 1� 10� 11� 30� …�

3.4� 13.5� 1,226  ᵢ 2,645� 7,700  ᵢ 6,165� 5  ᵢ 13� 20  ᵢ 21� …�
 

H
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3.6 ᵢ 13.5 ᵢ 3,730  ᵢ 8,675  ᵢ 11,155  ᵢ 8,499� 14  ᵢ 15  ᵢ 29  ᵢ 19  ᵢ 0.4
  

ᵢ
ex

pe
nd

it
ur

e
 

3.3� 15.4� 489  ᵢ 1,303� 1,996  ᵢ 2,859  ᵢ 3� 9� 12  ᵢ 21� …�
(%

 o
f G

D
P)

 

4.7 ᵢ 14.1 ᵢ …� …� …� …� …� 13  ᵢ …� …� …�

5.1� 18.0 ᵢ 991  ᵢ 1,800  ᵢ 2,287  ᵢ 2,517  ᵢ 12  ᵢ 16  ᵢ 19  ᵢ 25  ᵢ …�

5.1 ᵢ 16.3 ᵢ …� 2,005  ᵢ 2,769  ᵢ …� 5  ᵢ 16  ᵢ 21  ᵢ …� …�

4.8� 20.4� 791  ᵢ 1,221� 1,130� 1,852� 13  ᵢ 16� 16� 38� 2.2 ᵢ 
5.2� 16.5� 1,619  ᵢ 1,582� 2,237� 3,217  ᵢ 15� 17� 18� 20  ᵢ 1.2 ᵢ 
4.8� 11.6� 5,761� 7,416� 7,890� 8,621� 18� 21� 23� 27� 0.4 ᵢ 
4.8� 11.6� 5,632� 6,881� 7,858� 7,948� 18� 22� 23� 27� 0.4 ᵢ 
3.2� 10.6� 6,522  ᵢ 9,447� 12,090  ᵢ 14,076� 15� 18� 17� 21� 1.2 ᵢ 

� � � � � � � � � � �

4.0� 16.1� 52  ᵢ 194�  ᵢ 276�  ᵢ 1,675  ᵢ 2  ᵢ 11  ᵢ 17  ᵢ 103  ᵢ …�

4.3� 15.6� 631  ᵢ 1,433  ᵢ 1,774  ᵢ 2,714  ᵢ 8  ᵢ 15  ᵢ 17  ᵢ 27  ᵢ …�

4.5� 16.4� 434  ᵢ 985�  ᵢ 1,104  ᵢ 2,029  ᵢ 8  ᵢ 13  ᵢ 17  ᵢ 37  ᵢ …�

4.1� 13.9� 991  ᵢ 2,155  ᵢ 2,498  ᵢ 3,185  ᵢ 7  ᵢ 16  ᵢ 17  ᵢ 23  ᵢ …�

4.9� 12.9� 5,311  ᵢ 7,990  ᵢ 8,955  ᵢ 10,801� 17� 19� 23� 26� 0.6 ᵢ 
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TABLE 1: Continued

EDUCATION SYSTEMS
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t  

Se
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nd
ar

y

Te
rt
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ry

SDG indicator 4.2.5 4.1.7 4.2.5 4.1.7

Reference year 2017

Sub-Saharan Africa

Angola - 6 - - 6 1 6 3 3 1 5₊₁ 4₊₁ 3₋₂ 1₋₁ 6₋₂ 2₋₁ 0.2₋₂

Benin - 6 - 6 6 2 6 4 3 1 2₊₁ 2₊₁ 1₋₁ 0.2₋₁ 2 1₋₁ 0.1₋₁

Botswana - - … … 6 3 7 3 2 0.2 0.3₊₁ 0.2₊₁ 0.2 -₋₃ 0.3₋₃ … 0.1

Burkina Faso - 11 - 10 6 3 6 4 3 2 3₊₁ 3₊₁ 2 0.1 3 1 0.1

Burundi -₋₁ -₋₁ … … 7 2 6 4 3 1 2₊₁ 2₊₁ 1 0.1 2 1 0.1

Cabo Verde - 10 - 8 6 3 6 3 3 - 0.1₊₁ 0.1₊₁ 0.1 - 0.1 0.1 -

Cameroon - 6 - 6 6 2 6 4 3 1 4₊₁ 4₊₁ 2₋₁ 1 4 2₋₁ 0.4₋₁

Central African Republic - 10 - 13 6 3 6 4 3 0.4 1₊₁ 1₊₁ 0.4₋₃ - 1₋₁ 0.1 …

Chad - 10 - 10 6 3 6 4 3 1 3₊₁ 3₊₁ 1₋₃ -₋₁ 2₋₁ 1₋₁ -₋₃ᵢ
Comoros - 6 - 6 6 3 6 4 3 0.1 0.1₊₁ 0.1₊₁ 0.1 - 0.1 0.1 -₋₃

Congo - 10 3 13 6 3 6 4 3 0.5 1₊₁ 1₊₁ 0.4₋₃ … … … -₋₄

Côte d’Ivoire -₋₁ 10₋₁ -₋₁ 10₋₁ 6 3 6 4 3 2 4₊₁ 4₊₁ 2₋₁ 0.2 4 2 0.2₋₁

D. R. Congo - 6 - 6 6 3 6 2 4 8 14₊₁ 11₊₁ 7₋₁ 0.3₋₂ 14₋₂ 5₋₂ 0.5₋₁

Djibouti - 10 2 12 6 2 5 4 3 - 0.1₊₁ 0.1₊₁ 0.1₋₃ - 0.1 0.1 …

Equat. Guinea - 6 - 6 7 3 6 4 2 0.1 0.2₊₁ 0.1₊₁ 0.1₋₃ -₋₂ 0.1₋₂ … …

Eritrea - 8 -₋₁ 8₋₁ 6 2 5 3 4 0.3 1₊₁ 1₊₁ 0.4₋₁ - 0.3 0.2 -₋₁

Eswatini - 7 - 7 6 3 7 3 2 0.1 0.2₊₁ 0.2₊₁ 0.2₋₂ … 0.2₋₁ 0.1₋₁ -₋₄

Ethiopia - 8 - 8 7 3 6 4 2 9 16₊₁ 15₊₁ 9₋₃ 3₋₂ 16₋₂ 5₋₂ 1₋₃

Gabon - 10 - 10 6 3 5 4 3 0.2 0.2₊₁ 0.3₊₁ 0.2₋₃ … … … …

Gambia - 9 - 9 7 4 6 3 3 0.3 0.3₊₁ 0.3₊₁ 0.2₋₃ 0.1 0.3 … …

Ghana 2 9 - 9 6 2 6 3 4 2 4₊₁ 4₊₁ 3 2 4 3 0.4

Guinea -₋₁ 6₋₁ -₋₁ 6₋₁ 7 3 6 4 3 1 2₊₁ 2₊₁ 1₋₃ … 2₋₁ 1₋₃ 0.1₋₃

Guinea-Bissau -₋₁ 9₋₁ … … 6 3 6 3 3 0.2 0.3₊₁ 0.2₊₁ 0.2₋₃ … … … …

Kenya - 12 - 12 6 3 6 2 4 4 8₊₁ 7₊₁ 5₋₁ 3₋₁ 8₋₁ … 1₋₁

Lesotho - 7 - 7 6 3 7 3 2 0.2 0.4₊₁ 0.2₊₁ 0.2₋₁ 0.1₋₁ 0.4 0.1 -₋₂

Liberia - 6 - 6 6 3 6 3 3 0.4 1₊₁ 1₊₁ 0.4₋₃ 1₋₁ 1₋₁ 0.2₋₁ …

Madagascar - 5 3 12 6 3 5 4 3 2 3₊₁ 4₊₁ 3₋₁ 1 5₋₁ 2 0.1₋₁

Malawi - 8 -₋₁ 8₋₁ 6 3 6 4 2 2 3₊₁ 3₊₁ 2₋₃ 1₋₂ 4 1 …

Mali - 9 4 12 7 4 6 3 3 2 3₊₁ 3₊₁ 2₋₂ 0.1 3 1 0.1₋₂

Mauritania - 9 3 13 6 3 6 4 3 0.4 1₊₁ 1₊₁ 0.4 -₋₂ 1 0.2 -

Mauritius - 11 - 13 5 2 6 3 4 - 0.1₊₁ 0.1₊₁ 0.1 - 0.1 0.1 -

Mozambique - - … … 6 3 7 3 2 3 6₊₁ 4₊₁ 3 … 6 1 0.2

Namibia - 7 -₋₁ 7₋₁ 7 2 7 3 2 0.1 0.4₊₁ 0.3₊₁ 0.3₋₁ - 0.5 … 0.1₋₁

Niger - - … … 7 3 6 4 3 2 4₊₁ 3₊₁ 2 0.2 3 1 0.1

Nigeria -₋₁ 9₋₁ - 9 6 1 6 3 3 6 32₊₁ 26₊₁ 16₋₃ … 26₋₁ 10₋₁ …

Rwanda - 6 - 9 7 3 6 3 3 1 2₊₁ 2₊₁ 1 0.2 3 1 0.1

Sao Tome and Principe - 6 - 6 6 3 6 3 3 - -₊₁ -₊₁ - -₋₁ - - -₋₂

Senegal - 11 - 11 6 3 6 4 3 1 3₊₁ 2₊₁ 1 0.2 2 1 0.2

Seychelles -₋₁ 10₋₁ - 11 6 2 6 3 4 - -₊₁ -₊₁ -₋₁ -₋₁ -₋₁ -₋₁ -₋₁

Sierra Leone - 9 - 9 6 3 6 3 4 1 1₊₁ 1₊₁ 1₋₃ 0.1 1 0.5 …

Somalia -₋₁ -₋₁ … … 6 3 6 2 4 1 3₊₁ 2₊₁ 1₋₃ … … … …

South Africa - 9 - 12 7 4 7 2 3 5 8₊₁ 5₊₁ 5₋₁ 1₋₁ 8₋₁ 5₋₁ 1₋₁

South Sudan -₋₁ 8₋₁ - 8 6 3 6 2 4 1 2₊₁ 2₊₁ 1₋₃ 0.1₋₂ 1₋₂ 0.2₋₂ …

Togo - 10 - 5 6 3 6 4 3 1 1₊₁ 1₊₁ 1 0.1 2 1 0.1

Uganda - 7 … … 6 3 7 4 2 4 9₊₁ 6₊₁ 4₋₃ 1 9 … 0.2₋₃

United Republic of Tanzania - 7 2 7 7 2 7 4 2 4 11₊₁ 8₊₁ 5₋₂ 2 9 2 0.2₋₁

Zambia -₋₁ 7₋₁ - 7 7 4 7 2 3 2 3₊₁ 2₊₁ 2₋₃ … 3₋₄ … …

Zimbabwe -₋₁ 7₋₁ … … 6 2 7 2 4 1 3₊₁ 2₊₁ 2₋₂ 0.4₋₄ 3₋₄ 1₋₄ 0.1₋₂

ᵢ ᵢ ᵢ

ᵢ ᵢ

ᵢ ᵢ

ᵢ ᵢ
ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ
ᵢ ᵢ

ᵢ ᵢ
ᵢ ᵢ

ᵢ ᵢ

ᵢ ᵢ
ᵢ ᵢ

ᵢ ᵢ

ᵢ ᵢ

ᵢ ᵢ ᵢ ᵢ

ᵢ ᵢ

ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ ᵢ
ᵢ

ᵢ ᵢ

ᵢ ᵢ
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1.a.2 4.5.4 

2017 

Pr
e-

pr
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y

…� …� …� …� …� …� …� …� …� …� …� AGO�

4.0₋₁ᵢ 18.8₋₁ᵢ 252₋₂� 194₋₂� 229₋₂� 1,544₋₂� 12₋₂� 9₋₂� 11₋₂� 73₋₂� 4.8₋₄ᵢ BEN�
Pr

im
ar

y
…� …� …� …� …� …� …� …� …� …� …� BWA�

4.1₋₂� 18.0₋₂� 13₋₂� 271₋₂� 293₋₂� 2,095₋₂� 1₋₂� 16₋₂� 17₋₂� 123₋₂� …� BFA�

4.3 ᵢ 19.9 ᵢ 2₋₄� 98₋₄� 236₋₄� 2,363₋₄� 0.3₋₄� 12₋₄� 28₋₄� 281₋₄� …� BDI�

5.2� 16.8� 84� 1,133� 1,338� 2,607� 1� 17� 20�
Se

co
nd

ar
y

39� …� CPV�

3.1 ᵢ 16.4 ᵢ …� …� …� 627₋₄� …� …� …� 19₋₄� …� CMR�

…� …� …� …� …� …� …� …� …� …� …� CAF�

2.9₋₄� 12.5₋₄� …� …� 377₋₄� …� …� …� 18₋₄� …�
Te

rt
ia

ry
 

…� TCD�

4.3₋₂� 15.3₋₂� 306₋₃� 264₋₃� 229₋₃� 671₋₃� 20₋₃� 17₋₃� 15₋₃� 44₋₃� …� COM�

4.6₋₂ᵢ 8.6₋₂ᵢ …� …� …� 5,124₋₄� …� …� …� 91₋₄� …� COG�
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4.4 ᵢ 18.7 ᵢ 782₋₂ᵢ 463₋₂ᵢ 811₋₂ᵢ 4,268₋₂ᵢ 23₋₂ᵢ 13₋₂ᵢ 23₋₂ᵢ 124₋₂ᵢ 2.3₋₂
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ᵢ CIV�

1.5 ᵢ 10.8 ᵢ -₋₂� 57₋₄� 42₋₄� 576₋₄� -₋₂� 7₋₄� 5₋₄� 73₋₄� …�
(%

 o
f G

D
P)

 
COD�

…� …� …� …� …� …� …� 38₋₁� 1₋₁� …� …� DJI�
CO

U
N

TR
Y 

CO
D

E 
…� …� …� …� …� …� …� …� …� …� …� GNQ�

…� …� …� …� …� …� …� …� …� …� …� ERI�

7.1₋₃� 24.9₋₃� …� 1,596₋₃� 2,736₋₃� 12,426₋₃� …� 19₋₃� 33₋₃� 150₋₃� …� SWZ�

4.7₋₂� 27.1₋₂� 53₋₂� 117₋₂� 250₋₂� 3,699₋₃� 4₋₂� 8₋₂� 17₋₂� 265₋₃� …� ETH�

2.7₋₃� 11.2₋₃� …� …� …� …� …� …� …� …� …� GAB�

3.1₋₁ᵢ 10.4₋₁ᵢ -₋₃� 199₋₃� …� …� -₋₃� 12₋₃� …� …� …� GMB�

4.5 ᵢ 20.2 ᵢ 92₋₃� 326₋₃� 1,078₋₃� 3,082₋₃� 2₋₃� 8₋₃� 26₋₃� 75₋₃� …� GHA�

2.2� 14.4� …� 144₋₁� 161₋₃� 1,754₋₃� …� 7₋₁� 9₋₃� 95₋₃� …� GIN�

1.1₋₄� 16.2₋₄� …� …� …� …� …� …� …� …� …� GNB�

5.2 ᵢ 16.9 ᵢ 40₋₂� 313₋₂� …� 2,184₋₂� 1₋₂� 11₋₂� …� 75₋₂� …� KEN�

6.4₊₁� …� …� 649₊₁� 940₊₁� …� …� 22₊₁� 31₊₁� …� …� LSO�

3.8 ᵢ 7.0 ᵢ …� …� …� …� …� …� …� …� …� LBR�

2.6₋₂ᵢ 17.0₋₂ᵢ …� …� …� 564₋₁� …� …� …� 38₋₁� …� MDG�

4.0 ᵢ 14.3 ᵢ -₋₁� 98₋₁� 289₋₁� …� -₋₁� 9₋₁� 25₋₁� …� …� MWI�

3.8₋₂� 18.2₋₂� 41₋₂� 272₋₂� 467₋₂� 3,373₋₂� 2₋₂� 13₋₂� 23₋₂� 165₋₂� …� MLI�

2.6₋₁ᵢ 9.3₋₁ᵢ -₋₄� 400₋₁� 557₋₁� 3,764₋₁� -₋₄� 11₋₁� 15₋₁� 99₋₁� …� MRT�

5.0� 19.9� 570� 3,243� 6,588� 2,009� 3� 16� 32� 10� …� MUS�

5.5₋₄� 19.0₋₄� …� 141₋₄ᵢ 484₋₄ᵢ 1,597₋₄� …� 13₋₄ᵢ 44₋₄ᵢ 145₋₄� …� MOZ�

3.1₋₃� 7.6₋₃� …� …� …� 8,119₋₃� …� …� …� 79₋₃� -₋₃� NAM�

4.5 ᵢ 16.6 ᵢ 574₋₂� 214₋₂� 621₋₂� 2,937₋₂� 59₋₂� 22₋₂� 64₋₂� 304₋₂� …� NER�

…� …� …� …� …� …� …� …� …� …� …� NGA�

3.2 ᵢ 11.1 ᵢ 311₋₁ᵢ 102₋₁ᵢ 693₋₁ᵢ 1,897₋₂ᵢ 17₋₁ᵢ 6₋₁ᵢ 38₋₁ᵢ 111₋₂ᵢ …� RWA�

5.1₋₁� 16.0₋₁� 379₋₃� 359₋₃� 258₋₃� 1,267₋₃� 12₋₃� 12₋₃� 8₋₃� 41₋₃� 0.2₋₃ᵢ STP�

6.2 ᵢ 21.6 ᵢ 52₋₁� 398₋₁� 386₋₁� 4,831₋₁� 2₋₁� 16₋₁� 15₋₁� 191₋₁� …� SEN�

4.4₋₁� 11.7₋₁� 3,305₋₁� 3,875₋₁� 4,176₋₁� 19,298₋₁� 12₋₁� 14₋₁� 15₋₁� 71₋₁� -₋₁� SYC�

4.6� 19.8� - 71� 213� …� - 5� 14� …� …� SLE�

…� …� …� …� …� …� …� …� …� …� …� SOM�

6.1� 18.7� 819� 2,281� 2,529� 6,053� 6� 18� 20� 47� …� ZAF�

1.0� 1.0� …� …� …� …� 0.4₋₁� 5₋₁� 13₋₁� …� …� SSD�

5.1₋₁� 16.0₋₁� 77₋₂� 243₋₁� …� 1,179� 5₋₂� 16₋₁� …� 77� …� TGO�

2.6 ᵢ 12.1 ᵢ -₋₃� 100₋₃� …� …� -₋₃� 6₋₃� …� …� 3.9₋₃� UGA�

3.5₋₃� 17.3₋₃� 241₋₃� 250₋₃� …� …� 10₋₃� 10₋₃� …� …� …� TZA�

…� …� …� …� …� …� …� …� …� …� …� ZMB�

7.5₋₃� 30.0₋₃� 122₋₄� 401₋₄� 637₋₄� 4,621₋₄� 6₋₄� 20₋₄� 31₋₄� 225₋₄� …� ZWE�
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SDG indicator 4.2.5 4.1.7 4.2.5 4.1.7 

Reference year 2017 

Northern Africa and Western Asia 

Algeria� - 10� 1� 12� 6� 1� 5� 4� 3� 1� 4₊₁� 4₊₁� 3� …� 4� …� 2�

Armenia� - 12� 3� 12� 6� 3� 4� 5� 3� 0.1� 0.2₊₁� 0.3₊₁� 0.2� 0.1� 0.2� 0.2₋₂� 0.1�

Azerbaijan� 1� 9� 3� 11� 6� 3� 4� 5� 3� 1 ᵢ 1 ᵢ 1 ᵢ 1 ᵢ 0.2� 1� 1� 0.2�

Bahrain� - 9� - 12� 6� 3� 6� 3� 3� 0.1� 0.1₊₁� 0.1₊₁� 0.1� - 0.1� 0.1� -

Cyprus� 1� 9� 1� 12� 6� 3� 6� 3� 3� -ᵢ 0.1 ᵢ 0.1 ᵢ 0.1₋₂ᵢ -₋₂� 0.1₋₂� 0.1₋₂� -₋₂�

Egypt� - 12� - 12� 6� 2� 6� 3� 3� 5� 12₊₁� 11₊₁� 8₋₁� 1� 12� 9� 3₋₁�

Georgia� - 9� - 12� 6� 3� 6� 3� 3� 0.2� 0.3₊₁� 0.3₊₁� 0.3� …� 0.3� 0.3� 0.1�

Iraq� - 9� - 12� 6� 2� 6� 3� 3� 2� 6₊₁� 5₊₁� 3₋₂� …� …� …� …�

Israel� 1₋₁� 12₋₁� 1₋₁� 12₋₁� 6� 3� 6� 3� 3� 0.5� 1₊₁� 1₊₁� 1₋₁� 1₋₁� 1₋₁� 1₋₁� 0.4₋₁�

Jordan� - 10� - 10� 6� 2� 6� 4� 2� …� …� 1₊₁� 1� 0.1� 1� 1� 0.3�

Kuwait� - 9� - 12� 6� 2� 5� 4� 3� 0.1� 0.3₊₁� 0.3₊₁� 0.2� 0.1� 0.3� 0.3₋₂� 0.1₋₄�

Lebanon� - 10� - 10� 6� 3� 6� 3� 3� 0.3� 1₊₁� 1₊₁� 1� 0.2� 1� 0.4� 0.2�

Libya� -₋₁� 9₋₁� -₋₂� 9₋₂� 6� 2� 6� 3� 3� 0.2� 1₊₁� 1₊₁� 1₋₃� …� …� …� …�

Morocco� - 9� - 9� 6� 2� 6� 3� 3� 1� 4₊₁� 4₊₁� 3� 1� 4� 3� 1�

Oman� - - - 12� 6� 2� 6� 3� 3� 0.1� 0.4₊₁� 0.3₊₁� 0.3₋₁� 0.1� 0.4� 0.3� 0.1₋₁�

Palestine� - 10� 1� 12� 6� 2� 4� 6� 2� 0.3� 1₊₁� 1₊₁� 1� 0.1� 0.5� 1� 0.2�

Qatar� - 9� - 9� 6� 3� 6� 3� 3� 0.1� 0.1₊₁� 0.1₊₁� 0.2� - 0.1� 0.1� -

Saudi�Arabia� -₋₁� 9₋₁� -₋₁� 12₋₁� 6� 3� 6� 3� 3� 2� 3₊₁� 3₊₁� 2₋₁� 0.4₋₁� 4₋₁� 3₋₃ᵢ 2₋₁�

Sudan� -₋₁� 8₋₁� -₋₃� 11₋₂� 6� 2� 6� 2� 3� 2� 6₊₁� 5₊₁� 4₋₂� 1₋₁� 5₋₁� 2₋₁� 1₋₂�

Syrian�Arab�Republic� - 9� 3� 12� 6� 3� 6� 3� 3� 1� 3₊₁� 3₊₁� 2₋₁� 0.1₋₄� 2₋₄� 2₋₄� 1₋₁�

Tunisia� -₋₁� 9₋₁� -₋₁� 11₋₁� 6� 3� 6� 3� 4� 1� 1₊₁� 1₊₁� 1� 0.3₋₁� 1₋₁� 1₋₁� 0.3�

Turkey� - 12� 3� 12� 6� 3� 4� 4� 4� 4� 5₊₁� 11₊₁� 6₋₁� 1₋₁� 5₋₁� 11₋₁� 7₋₁�

United�Arab�Emirates� -₋₁� 6₋₁� -₋₁� 12₋₁� 6� 2� 5� 4� 3� 0.2� 0.5₊₁� 1₊₁� 0.4₋₁� 0.2₋₁� 0.5₋₁� 0.4₋₁� 0.2₋₁�

Yemen� -₋₁� 9₋₁� -₋₁� 9₋₁� 6� 3� 6� 3� 3� 2� 4₊₁� 4₊₁� 3₋₃� -₋₁� 4₋₁� 2₋₁� …�

Central and Southern Asia 

Afghanistan� - 9� 1� 12� 7� 1� 6� 3� 3� 1� 6₊₁� 5₊₁� 3₋₂� …� 6� 3� 0.3₋₃�

Bangladesh� -₊₁� 5₊₁� 1₊₁� …� 6� 3� 5� 3� 4� 9� 16� 23� 16� 4� 17� 15� 3�

Bhutan� - - - 11� 6� 2� 7� 4� 2� - 0.1₊₁� 0.1₊₁� 0.1₋₃� - 0.1� 0.1� -₋₄�

India� -₋₁� 8₋₁� -₋₁� 8₋₁� 6� 3� 5� 3� 4� 74� 126₊₁� 177₊₁� 120₋₁� 10₋₁� 146₋₁� 132₋₁� 32₋₁�

Iran,�Islamic�Republic�of� - 9� - 9� 6� 1� 6� 2� 4� 1� 8₊₁� 6₊₁� 6� 1₋₂� 8₋₂� 6₋₂� 4₋₁�

Kazakhstan� - 9� 4� 11� 7� 4� 4� 5� 2� 2� 1₊₁� 2₊₁� 1� 1� 1� 2� 1�

Kyrgyzstan� 1� 9� 4� 11� 7� 4� 4� 5� 2� 1� 0.5₊₁� 1₊₁� 1� 0.2� 1� 1� 0.2�

Maldives� - - - 12� 6� 3� 7� 3� 2� - -₊₁� -₊₁� -₋₃� - - …� -₋₃�

Nepal� - - - 8� 5� 2� 5� 3� 4� 1₊₁� 3₊₁� 5₊₁� 3� 1� 4� 3 ᵢ 0.4�

Pakistan� - 12� - 12� 5� 2� 5� 3� 4� 10� 23₊₁� 28₊₁� 19� 8� 22� 13� 2�

Sri�Lanka� - 11� - 13� 5� 1� 5� 4� 4� 0.3� 2₊₁� 3₊₁� 2� 0.3₋₁� 2� 3� 0.3�

Tajikistan� - 9� 4� 11� 7� 4� 4� 5� 2� 1� 1₊₁� 1₊₁� 1� 0.1� 1� 1₋₄� 0.3�

Turkmenistan� -₋₁� 12₋₁� 3₋₁� 12₋₁� 6� 3� 4� 6� 2� 0.4� 0.4₊₁� 1₊₁� 1₋₃� 0.2₋₃� 0.4₋₃� 1₋₃� -₋₃�

Uzbekistan� - 12� 4� 12� 7� 4� 4� 5� 3� 3� 2₊₁� 4₊₁� 3� 1� 2� 4� 0.3�

Eastern and South-eastern Asia 

Brunei�Darussalam� - 9� …� …� 6� 3� 6� 2� 5� - -₊₁� -₊₁� - - - - -

Cambodia� - - - 9� 6� 3� 6� 3� 3� 1� 2₊₁� 2₊₁� 2� 0.2� 2� …� 0.2�

China� - 9� - 9� 6� 3� 6� 3� 3� 51� 99₊₁� 94₊₁� 87� 44� 100� 83� 44�

DPR�Korea� 1₊₁� 11₊₁� 1₊₁� 11₊₁� 6� 2� 5� 3� 3� 1₊₁� 2₊₁� 2₊₁� 2₊₁� …� 2₊₁� 2₋₂� 1₊₁�

Hong�Kong,�China� - 9� - 12� 6� 3� 6� 3� 3� 0.2� 0.3₊₁� 0.3₊₁� 0.4� 0.2� 0.4� 0.4� 0.3�

Indonesia� - 9� - 12� 7� 2� 6� 3� 3� 10� 28₊₁� 28₊₁� 22� 6� 29� 24� 8�

Japan� - 9� - 9� 6� 3� 6� 3� 3� 3� 7₊₁� 7₊₁� 6₋₁� 3₋₁� 7₋₁� 7₋₁� 4₋₁�

Lao�PDR� - 5� - 5� 6� 3� 5� 4� 3� 0.5� 1₊₁� 1₊₁� 1� 0.2� 1� 1� 0.1�

Macao,�China� 1� 9� 3� 12� 6� 3� 6� 3� 3� - -₊₁� -₊₁� - - - - -

Malaysia� - 6� - 11� 6� 2� 6� 3� 3� 1₊₁� 3₊₁� 3₊₁� 3₊₁� 1� 3� 3� 1�

Mongolia� - 12� - 12� 6� 4� 5� 4� 3� 0.3� 0.3₊₁� 0.3₊₁� 0.2� 0.2� 0.3� …� 0.2�

Myanmar� - 5� - 5� 5� 2� 5� 4� 2� 2� 5₊₁� 6₊₁� 5� 0.2� 5� 4� 1�

Philippines� 1� 10� 1� 10� 6� 1� 6� 3� 1� 2� 13₊₁� 8₊₁� 10� 2₋₁� 14₋₁� 7₋₁� 4�

Republic�of�Korea� - 9� 3� 9� 6� 3� 6� 3� 3� 1� 3₊₁� 3₊₁� 3₋₁� 1₋₁� 3₋₁� 3₋₁� 3₋₁�

Singapore� - 6� …� …� 6� 3� 6� 2� 2� 0.1₋₁ᵢ 0.2₋₁ᵢ 0.2₋₁ᵢ 0.2₋₁ᵢ …� 0.2₋₁� 0.2₋₁� 0.2₋₁�

Thailand� - 9� - 12� 6� 3� 6� 3� 3� 2� 5₊₁� 5₊₁� 5� 2� 5� 6� 2₋₁�

Timor-Leste� - 9� - 9� 6� 3� 6� 3� 3� 0.1� 0.2₊₁� 0.2₊₁� 0.1₋₃� - 0.2� 0.1� …�

Viet�Nam� 1� 9� 1� 5� 6� 3� 5� 4� 3� 5� 7₊₁� 9₊₁� 8� 4� 8� …� 2₋₁�

TABLE 1:�Continued�

282 ANNEX �|�STATISTICAL�TABLES�–�TABLE�1�
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1.a.2 4.5.4 

2017 
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…� …� - …� …� …� - …� …� …� …� DZA�

2.8₋₁� 10.2₋₁� 1,289₋₁� 979₋₁� 1,235₋₃� 848₋₁� 15₋₁� 11₋₁� 15₋₃� 10₋₁� …� ARM�

2.9₋₁� 8.2₋₁� 4,370₋₁� …� 3,765₋₁� 3,972₋₁� 26₋₁� …� 22₋₁� 23₋₁� 1.0₋₁� AZE�
Pr

im
ar

y

2.7₋₁� 7.5₋₁� …� 5,222₋₂� 8,190₋₂� 9,742₋₄� …� 11₋₂� 18₋₂� 21₋₄� 1.1₋₁� BHR�

6.4₋₂� 16.3₋₂� 3,962₋₂� 10,149₋₂� 12,420₋₂� 9,229₋₂� 13₋₂� 32₋₂� 39₋₂� 29₋₂� 1.4₋₂� CYP�

…� …� 1,117� 1,085� 1,520� …� 10� 10� 14� …� …� EGY�
Se

co
nd

ar
y

3.8� 13.0� …� …� …� 1,032� …� …� …� 10� 0.1� GEO�

…� …� …� …� …� …� …� …� …� …� …� IRQ�

5.9₋₂� 15.0₋₂� 4,599₋₂� 7,695₋₂� 6,721₋₂� 6,941₋₂� 13₋₂� 21₋₂� 19₋₂� 19₋₂� 1.2₋₂� ISR�
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rt
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ry
 

3.5� 11.7� 140� 1,179� 1,506� 2,024� 2� 13� 17� 23� …� JOR�

…� …� 13,364₋₃� 11,450₋₃� 13,773₋₃ᵢ …� 17₋₃� 15₋₃� 18₋₃ᵢ …� …� KWT�

2.5₋₄� 8.6₋₄� …� …� 891₋₄� 2,714₋₄� …� …� 6₋₄� 18₋₄�
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…� …� -₊₁� 1,457₋₄� …� -₊₁� -₊₁� 20₋₄� …� -₊₁� …� MAR�

6.7� 16.0� -₋₁� 12,361� 14,100� 18,033₋₁� -₋₁� 31� 35� 42₋₁� - OMN�
CO

U
N

TR
Y 

CO
D

E 
4.9� …� …� …� …� …� …� …� …� …� …� PSE�

2.9� 8.9� …� …� …� …� …� …� …� …� …� QAT�

…� …� …� …� …� …� …� …� …� …� …� SAU�

…� …� …� …� …� …� …� …� …� …� …� SDN�

…� …� …� …� …� …� …� …� …� …� …� SYR�

6.6₋₂� 22.9₋₂� …� …� 6,057₋₂� 6,328₋₂� …� …� 53₋₂� 55₋₂� …� TUN�

4.3₋₂� 12.8₋₂� …� 3,563₋₂� 2,865₋₂� 7,991₋₂� …� 14₋₂� 12₋₂� 32₋₂� 0.7₋₂� TUR�

…� …� …� …� …� …� …� …� …� …� …� ARE�

…� …� …� …� …� …� …� …� …� …� …� YEM�

3.9 ᵢ 15.7 ᵢ - 186� 205� 807₋₃� - 10� 11� 41₋₃� …� AFG�

1.5₋₁� 11.4₋₁� -₋₁� …� 360₋₁� 1,090₋₁� -₋₁� …� 10₋₁� 31₋₁� …� BGD�

7.1 ᵢ 24.0 ᵢ -₋₂� 1,031₋₃� 2,489₋₂� 4,067₋₃� -₋₂� 14₋₃� 32₋₂� 55₋₃� …� BTN�

3.8₋₄� 14.1₋₄� 533₋₄� 497₋₄� 855₋₄� 2,500₋₄� 10₋₄� 10₋₄� 17₋₄� 49₋₄� …� IND�

3.8� 20.0� 143₋₂� 1,363₋₂� 2,594₋₂� 3,185₋₁� 1₋₂� 8₋₂� 15₋₂� 18₋₁� …� IRN�

3.0₋₁� 13.9₋₁� 1,778₋₁� …� 5,295₋₁� 2,471₋₁� 7₋₁� …� 21₋₁� 10₋₁� 0.5₋₁� KAZ�

7.2 ᵢ 18.5 ᵢ 1,019₋₁� …� 1,240₋₁� 171₋₁� 29₋₁� …� 35₋₁� 5₋₁� 1.1₋₁� KGZ�

4.3₋₁� 11.1₋₁� 1,342₋₁� 2,291₋₁� …� 4,375₋₃� 9₋₁� 15₋₁� …� 30₋₃� …� MDV�

5.1 ᵢ 15.9 ᵢ 52₋₂� 311₋₂� 263₋₂ᵢ 607₋₂� 2₋₂� 13₋₂� 11₋₂ᵢ 25₋₂� …� NPL�

2.8� 13.8� 559₋₁� 473₋₁� 537₋₁� 1,431� 11₋₁� 10₋₁� 11₋₁� 28� …� PAK�

2.5� 14.5� -₋₁� 1,257� 1,292� 3,286� -₋₁� 10� 10� 26� …� LKA�

5.2₋₂� 16.4₋₂� 783₋₂� …� …� 557₋₂� 28₋₂� …� …� 20₋₂� …� TJK�

…� …� …� …� …� …� …� …� …� …� …� TKM�

6.4 ᵢ 19.2 ᵢ …� …� …� …� …� …� …� …� …� UZB�

4.4₋₁� 11.4₋₁� 806₋₁� 7,018₋₁� 18,700₋₁� 25,250₋₁� 1₋₁� 9₋₁� 24₋₁� 32₋₁� …� BRN�

1.6₋₃� 9.1₋₃� 99₋₃� 177₋₃� …� …� 3₋₃� 5₋₃� …� …� …� KHM�

…� …� …� …� …� …� …� …� …� …� …� CHN�

…� …� …� …� …� …� …� …� …� …� …� PRK�

3.3� 17.8� 3,956� 8,566� 12,726� 13,210� 7� 15� 22� 23� …� HKG�

3.6₋₂� 20.5₋₂� 293₋₃� 1,465₋₂� 1,161₋₂� 2,081₋₃� 3₋₃� 13₋₂� 11₋₂� 20₋₃� 3.4₋₂� IDN�

…� 9.1₋₁� 3,505₋₁� 8,785₋₁� 9,521₋₁� 8,499₋₁� …� …� …� …� …� JPN�

2.9₋₃� 12.2₋₃� 489₋₃� 522₋₃� 719₋₃� 1,167₋₃� 8₋₃� 9₋₃� 12₋₃� 20₋₃� …� LAO�

3.1₋₁� 13.5₋₁� …� …� 41,504₋₁� 24,134₋₁� …� …� 40₋₁� 23₋₁� 0.4₋₁� MAC�

4.8₋₁� 20.7₋₁� 1,482₋₁� 4,484₋₁� 5,879₋₁� 7,202₋₁� 5₋₁� 16₋₁� 22₋₁� 26₋₁� …� MYS�

3.8� 13.5� 1,705� 1,623� …� 393� 14� 13� …� 3� 0.2₋₂� MNG�

2.2� 10.2� …� …� …� …� 3� 8� 11� 17� …� MMR�

…� …� …� …� …� …� …� …� …� …� …� PHL�

5.3₋₂� …� 8,804₋₂� 10,204₋₂� 9,585₋₂� 5,128₋₂� 26₋₂� 30₋₂� 29₋₂� 15₋₂� 0.9₋₂� KOR�

2.9₋₄� 20.0₋₄� …� …� …� 17,094₋₄� …� …� …� 21₋₄� …� SGP�

4.1₋₄� 19.1₋₄� …� 3,667₋₄� 2,831₋₄� 2,859₋₄� …� 23₋₄� 18₋₄� 18₋₄� …� THA�

2.7₋₃� 6.7₋₃� 158₋₃� 574₋₃� 545₋₃� …� 2₋₃� 9₋₃� 8₋₃� …� …� TLS�

5.7₋₄� 18.5₋₄� 1,226₋₄� 1,140₋₄� …� 1,846₋₄� 23₋₄� 21₋₄� …� 34₋₄� 1.9₋₄� VNM�
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SDG indicator 4.2.5 4.1.7 4.2.5 4.1.7 

Reference year 2017 

Oceania 

Australia� - 10� 1� 13� 5� 1� 7� 4� 2� 0.3� 2₊₁� 2₊₁� 2₋₁� 1₋₁� 2₋₁� 3₋₁� 2₋₁�

Cook�Islands� - 12� 2� 13� 5� 2� 6� 4� 3� -ᵢ -₊₁ᵢ -₊₁ᵢ -₋₁ᵢ -₋₁� -₋₁� -₋₁� …�

Fiji� - - …� …� 6� 3� 6� 4� 3� 0.1� 0.1₊₁� 0.1₊₁� 0.1₋₁� …� 0.1₋₁� …� …�

Kiribati� - 9� - 9� 6� 3� 6� 3� 4� - -₊₁� -₊₁� -₋₃� …� - …� …�

Marshall�Islands� 1₋₁� 12₋₁� 1₋₁� 12₋₁� 6� 2� 6� 4� 2� - -₊₁� -₊₁� -₋₁� -₋₁� -₋₁� -₋₁� …�

Micronesia,�F.�S.� -₋₁� -₋₁� -₋₁� 8₋₁� 6� 3� 6� 2� 4� - -₊₁� -₊₁� -₋₃� -₋₂� -₋₂� …� …�

Nauru� 2₋₁� 12₋₁� 2₋₁� 12₋₁� 6� 3� 6� 4� 2� -ᵢ -₊₁ᵢ -₊₁ᵢ -₋₃ᵢ -₋₁� -₋₁� -₋₁� …�

New�Zealand� - 10� 2� 13� 5� 2� 6� 4� 3� 0.1� 0.4₊₁� 0.4₊₁� 0.3₋₁� 0.1₋₁� 0.4₋₁� 0.5₋₁� 0.3₋₁�

Niue� -₋₁� 11₋₁� 1₋₁� 12₋₁� 5� 1� 6� 4� 3� -ᵢ -₊₁ᵢ -₊₁ᵢ -₋₁ᵢ -₋₁� -₋₁� -₋₂� …�

Palau� -₋₁� 12₋₁� -₋₁� 12₋₁� 6� 3� 6� 2� 4� -ᵢ -₊₁ᵢ -₊₁ᵢ -₋₃ᵢ -₋₃� -₋₃� -₋₃� -₋₄�

Papua�New�Guinea� -₋₁� -₋₁� …� …� 7� 4� 6� 2� 4� 1� 1₊₁� 1₊₁� 1₋₃� 0.4₋₁� 1₋₁� 1₋₁� …�

Samoa� - 8� - 8� 5� 2� 6� 2� 5� - -₊₁� -₊₁� -₋₃� - - -₋₁� …�

Solomon�Is� -₋₁� -₋₁� …� …� 6� 3� 6� 3� 4� - 0.1₊₁� 0.1₊₁� 0.1₋₃� 0.1� 0.1� …� …�

Tokelau� -₋₁� 11₋₁� …� …� 5� 2� 6� 4� 3� -ᵢ -₊₁ᵢ -₊₁ᵢ -₋₃ᵢ -₋₁� -₋₁� -₋₁� …�

Tonga� 2₋₁� 13₋₁� -₋₁� 8₋₁� 6� 2� 6� 5� 2� - -₊₁� -₊₁� -₋₃� -₋₂� -₋₂� -₋₂� …�

Tuvalu� -₋₁� 8₋₁� …� …� 6� 3� 6� 4� 3� -ᵢ -₊₁ᵢ -₊₁ᵢ -₋₃ᵢ -₋₁� -₋₁� -₋₁� …�

Vanuatu� - - …� …� 6� 2� 6� 4� 3� - -₊₁� -₊₁� -₋₃� -₋₂� -₋₂� -₋₂� …�

Latin America and the Caribbean 

Anguilla� - 12� - 12� 5� 2� 7� 3� 2� …� …� …� …� …� …� …� …�

Antigua�and�Barbuda� - 11� - 11� 5� 2� 7� 3� 2� - -₊₁� -₊₁� -₋₂� -₋₂� -₋₂� -₋₂� …�

Argentina� 2� 12� 3� 12� 6� 3� 6� 3� 3� 2� 4₊₁� 4₊₁� 3₋₁� 2₋₁� 5₋₁� 5₋₁� 3₋₁�

Aruba� 2� 11� 1� 11� 6� 2� 6� 2� 3� - -₊₁� -₊₁� -₋₂� -₋₃� -₋₃� …� -₋₂�

Bahamas� - 12� 2₋₂� 12� 5� 2� 6� 3� 3� - -₊₁� -₊₁� -₋₂� -₋₁� -₋₁� -₋₁� …�

Barbados� - 11� 2� 11� 5� 2� 6� 3� 2� - -₊₁� -₊₁� -₋₂� - - - …�

Belize� - 8� 2� 12₋₂� 5� 2� 6� 4� 2� - -₊₁� -₊₁� - - 0.1� - -

Bolivia,�P.�S.� 2� 12� 2� 12� 6� 2� 6� 2� 4� 0.5� 1₊₁� 1₊₁� 1₋₂� 0.3� 1� 1� …�

Brazil� 2� 12� 2� 12� 6� 2� 5� 4� 3� 5₋₁ᵢ 14₋₁ᵢ 23₋₁ᵢ 16₋₁ᵢ 5₋₁� 16₋₁� 24₋₁� 8₋₁�

British�Virgin�Islands� - 12� - 12� 5� 2� 7� 3� 2� -₋₁ᵢ -₋₁ᵢ -₋₁ᵢ -₋₁ᵢ - - - -₋₁�

Cayman�Islands� 1� 11� 2� 12� 5� 2� 6� 3� 3� …� …� …� …� -₊₁� -₊₁� -₊₁� …�

Chile� 1� 12� 1� 12� 6� 3� 6� 2� 4� 1� 1₊₁� 2₊₁� 1₋₁� 1₋₁� 1₋₁� 2₋₁� 1₋₁�

Colombia� 1� 9� 3� 11� 6� 3� 5� 4� 2� 2� 4₊₁� 5₊₁� 4� …� 4� 5� 2�

Costa�Rica� 2� 11� 2� 11� 6� 2� 6� 3� 2� 0.1� 0.4₊₁� 0.4₊₁� 0.4� 0.1₋₁� 0.5₋₁� 0.5₋₁� 0.2�

Cuba� - 9� 3� 12� 6� 3� 6� 3� 3� 0.4� 1₊₁� 1₊₁� 1₋₁� 0.4� 1� 1� 0.2₋₁�

Curaçao� 2� 12� …� …� 6� 2� 6� 2� 4� - -₊₁� -₊₁� -₋₃� …� -₋₄� -₋₄� -₋₄�

Dominica� - 12� - 12� 5� 2� 7� 3� 2� - -₊₁� -₊₁� -₋₂� -₋₁� -₋₁� -₋₂� …�

Dominican�Republic� 3� 12� 3� 12� 6� 3� 6� 2� 4� 1� 1₊₁� 1₊₁� 1� 0.3₋₁� 1₋₁� 1₋₁� 1�

Ecuador� 3� 12� 3� 12� 6� 3� 6� 3� 3� 1� 2₊₁� 2₊₁� 1₋₁� 1� 2� 2� 1₋₂�

El�Salvador� 3� 9� 3� 12� 7� 3� 6� 3� 3� 0.3� 1₊₁� 1₊₁� 1₋₁� 0.2� 1� 1� 0.2₋₁�

Grenada� - 12� 2� 12� 5� 2� 7� 3� 2� - -₊₁� -₊₁� - - - - -

Guatemala� 1� 9� 3� 11� 7� 3� 6� 3� 2� 1� 2₊₁� 2₊₁� 2₋₂� 1₋₁� 2₋₁� 1₋₁� 0.4₋₂�

Guyana� - 6� - 6� 6� 3� 6� 3� 2� - 0.1₊₁� 0.1₊₁� 0.1₋₂� …� …� …� …�

Haiti� - 6� - 6� 6� 3� 6� 3� 4� 1� 1₊₁� 2₊₁� 1₋₂� …� …� …� …�

Honduras� 1� 11� 3� 11� 6� 3� 6� 3� 2� 1� 1₊₁� 1₊₁� 1₋₂� 0.2� 1� 1� 0.2₋₂�

Jamaica� - 6� …� …� 6� 3� 6� 3� 2� 0.1� …� 0.2₊₁� 0.3� 0.1� 0.2� 0.2� 0.1₋₂�

Mexico� 2� 12� 2� 12� 6� 3� 6� 3� 3� 7� 14₊₁� 14₊₁� 12₋₁� 5₋₁� 14₋₁� 14₋₁� 4₋₁�

Montserrat� - 12� - 12� 5� 2� 7� 3� 2� …� …� …� …� - - - …�

Nicaragua� 1� 6� - 9� 6� 3� 6� 3� 2� 0.4� 1₊₁� 1₊₁� 1₋₂� …� …� …� …�

Panama� 2� 9� 2� 12� 6� 2� 6� 3� 3� 0.2� 0.4₊₁� 0.4₊₁� 0.3₋₂� 0.1₋₁� 0.4₋₁� 0.3₋₁� 0.2₋₂�

Paraguay� 1� 12� 3� 12� 6� 3� 6� 3� 3� 0.4� 1₊₁� 1₊₁� 1₋₂� 0.2₋₁� 1₋₁� 1₋₁� …�

Peru� 3� 11� 3� 11� 6� 3� 6� 3� 2� 2� 4₊₁� 3₊₁� 3� 2� 4� 3� 2₋₁�

Saint�Kitts�and�Nevis� -₋₁� 12₋₁� -₋₁� 12₋₂� 5� 2� 7� 3� 2� …� …� …� …� -₋₁� -₋₁� -₋₁� -₋₂�

Saint�Lucia� - 10� - 10� 5� 2� 7� 3� 2� - …� -₊₁� - - - - -

Saint�Vincent/Grenadines� - 12� 2� 12� 5� 2� 7� 3� 2� - -₊₁� -₊₁� -₋₁� - - - …�

Sint�Maarten� 2� 11� 2� 11� 6� 3� 6� 2� 3� …� …� …� …� -₋₃� -₋₃� -₋₃� -₋₂�

Suriname� - 6� -₋₂� 6₋₂� 6� 2� 6� 4� 3� - 0.1₊₁� 0.1₊₁� -₋₂� - 0.1� 0.1₋₂� …�

Trinidad�and�Tobago� -₋₁� 6₋₁� …� …� 5� 2� 7� 3� 2� - 0.1₊₁� 0.1₊₁� 0.1₋₂� …� …� …� …�

Turks�and�Caicos�Islands� 2₋₁� 11₋₁� …� …� 6� 2� 6� 3� 2� …� …� …� …� -₋₂� -₋₂� -₋₂� -₋₂�

Uruguay� 2� 12� 2� 12� 6� 3� 6� 3� 3� 0.1� 0.3₊₁� 0.3₊₁� 0.3₋₂� 0.1₋₁� 0.3₋₁� 0.3₋₁� 0.1₋₂�

Venezuela,�B.�R.� 3� 11� 3� 12� 6� 3� 6� 3� 2� 2� 4₊₁� 3₊₁� 3₋₂� 1� 3� 2� …�

TABLE 1:�Continued�

284 ANNEX �|�STATISTICAL�TABLES�–�TABLE�1�
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4.0 11.8 3₋₂ 395₋₂ 613₋₂ … 0.1₋₂ 13₋₂ 21₋₂ … … VUT

… … … … … … … … … … … AIA

… … … … … … … … … … … ATG

5.6₋₁ 13.5₋₁ 2,504₋₁ 3,045₋₁ 4,319₋₁ 3,217₋₁ 13₋₁ 15₋₁ 22₋₁ 16₋₁ 0.8₋₁ ARG

6.1₋₂ 22.9₋₂ … … … … 13₋₃ 17₋₃ … 143₋₂ … ABW

… … … … … … … … … … … BHS

4.7 12.9 … 3,584₋₁ 4,842₋₁ … … 21₋₁ 28₋₁ … 1.6 BRB

7.1 21.7 1,345 1,338 2,237 2,517 16 16 27 30 -₋₁ BLZ

7.1₋₃ 16.8₋₃ 794₋₃ 1,582₋₃ 1,219₋₃ … 12₋₃ 23₋₃ 18₋₃ … … BOL

6.2₋₂ 16.2₋₂ … 3,163₋₂ 3,395₋₂ 5,211₋₂ … 20₋₂ 22₋₂ 33₋₂ … BRA

6.3₋₂ … … … … … 0.1₋₂ 9₋₂ 17₋₂ 49₋₂ … VGB

… … … … … … … … … … … CYM

5.4₋₁ 21.2₋₁ 4,051₋₁ 4,123₋₁ 4,166₋₁ 4,503₋₁ 18₋₁ 18₋₁ 18₋₁ 20₋₁ 1.2₋₂ CHL

4.4 15.3 … 2,549 2,466 2,301 … 18 17 16 2.3 COL

7.4 30.2 2,928₋₁ 4,001₋₁ 3,868₋₁ 6,439 18₋₁ 25₋₁ 24₋₁ 39 2.2₋₄ CRI

… … … … … … … … … … … CUB

4.9₋₄ … … … … … … 10₋₄ 23₋₄ 18₋₄ … CUW

3.4₋₂ 10.5₋₂ 303₋₂ 1,619₋₂ 2,076₋₂ … 3₋₂ 15₋₂ 19₋₂ … … DMA

… … 1,135₋₂ 2,410₋₁ 2,271₋₁ … 8₋₂ 16₋₁ 15₋₁ … … DOM

5.0₋₂ 12.8₋₂ 2,801₋₁ 1,038₋₁ 590₋₁ 6,004₋₂ 25₋₁ 9₋₁ 5₋₁ 52₋₂ … ECU

3.8₋₁ 16.1₋₁ 735₋₁ 1,221₋₁ 1,130₋₁ 826₋₁ 10₋₁ 16₋₁ 15₋₁ 11₋₁ 3.9₋₁ SLV

10.1₋₁ 42.8₋₁ 844₋₁ 6,662₋₁ 3,941₋₁ 1,631₋₁ 6₋₁ 48₋₁ 28₋₁ 12₋₁ … GRD

2.8 23.1 846₋₁ 870₋₁ 402₋₁ 1,402₋₂ 11₋₁ 11₋₁ 5₋₁ 18₋₂ … GTM

- - … … … … … … … … … GUY

2.4₋₁ 13.1₋₁ … … … … … … … … … HTI

6.0 21.7 692₋₄ 938₋₄ 890₋₄ 1,852₋₂ 16₋₄ 21₋₄ 20₋₄ 40₋₂ … HND

5.2 18.4 462 1,981 2,303 3,040₋₂ 5 23 27 36₋₂ … JAM

5.2₋₂ 19.0₋₂ … 2,569₋₂ 2,696₋₂ 6,485₋₂ … 15₋₂ 16₋₂ 38₋₂ 1.2₋₂ MEX

… … … … … … … … … … … MSR

4.3 17.9₋₁ … … … … … … … … … NIC

… … … … … … … … … … … PAN

4.5₋₁ 18.2₋₁ 1,381₋₁ 1,426₋₁ 1,463₋₁ … 15₋₁ 15₋₁ 15₋₁ … … PRY

3.9 18.1 1,619 1,542 1,991 1,364₋₁ 12 12 15 11₋₁ 3.1 PER

2.8₋₂ 8.6₋₂ 3,660₋₂ 1,519₋₂ 5,118₋₁ 1,699₋₂ 14₋₂ 6₋₂ 20₋₁ 7₋₂ … KNA

5.7₋₁ 22.4₋₁ 445₋₂ 1,440 3,236₋₁ … 3₋₂ 11 25₋₁ … … LCA

5.8 18.6 356₋₂ 2,028 2,269 … 3₋₂ 18 20 … … VCT

… … … … … … … … … … … SXM

… … … … … … … … … … … SUR

… … … … … … … … … … … TTO

3.3₋₂ 14.3₋₂ … … … … … … … … … TCA

… … … … … … … … … … … URY

… … … … … … 18₋₂ 19₋₂ 15₋₂ … … VEN
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SDG indicator 4.2.5 4.1.7 4.2.5 4.1.7 

Reference year 2017 

Europe and Northern America 

Albania� - 9� 3� 12� 6� 3� 5� 4� 3� 0.1� 0.2₊₁� 0.3₊₁� 0.2� 0.1� 0.2� 0.3� 0.1�

Andorra� - 11� - 10� 6� 3� 6� 4� 2� …� …� …� …� - - - -

Austria� 1� 12� 3� 12� 6� 3� 4� 4� 4� 0.2� 0.3₊₁� 1₊₁� 1₋₁� 0.3₋₁� 0.3₋₁� 1₋₁� 0.4₋₁�

Belarus� - 9� - 11� 6� 3� 4� 5� 2� 0.3� 0.4₊₁� 1₊₁� 0.5� 0.3� 0.4� 1� 0.4�

Belgium� - 12� 3� 12� 6� 3� 6� 2� 4� 0.4� 1₊₁� 1₊₁� 1₋₁� 0.5₋₁� 1₋₁� 1₋₁� 1₋₁�

Bermuda� - 13� 1� 13� 5� 1� 6� 3� 4� - -₊₁� -₊₁� - -₋₂� -₋₂� -₋₂� -₋₂�

Bosnia�and�Herzegovina� - 9� - 9� 6� 3� 5� 4� 4� …� …� …� …� - 0.2� 0.3� 0.1�

Bulgaria� 2� 9� 4� 12� 7� 4� 4� 4� 4� 0.3� 0.3₊₁� 0.5₊₁� 0.4₋₁� 0.2₋₁� 0.3₋₁� 0.5₋₁� 0.3₋₁�

Canada� - 10� 1� 12� 6� 2� 6� 3� 3� 1� 2₊₁� 2₊₁� 2₋₁� …� 2₋₁� 3₋₁� 2₋₁ᵢ 
Croatia� - 8� - 8� 7� 4� 4� 4� 4� 0.2� 0.2₊₁� 0.3₊₁� 0.2₋₁� 0.1₋₁� 0.2₋₁� 0.3₋₁� 0.2₋₁�

Czechia� - 9� - 13� 6� 3� 5� 4� 4� 0.3� 1₊₁� 1₊₁� 1₋₁� 0.4₋₁� 1₋₁� 1₋₁� 0.4₋₁�

Denmark� - 10� - 7� 6� 3� 7� 3� 3� 0.2� 0.5₊₁� 0.4₊₁� 0.4₋₁� 0.2₋₁� 0.5₋₁� 1₋₁� 0.3₋₁�

Estonia� - 9� 4� 12� 7� 4� 6� 3� 3� 0.1� 0.1₊₁� 0.1₊₁� 0.1₋₁� …� 0.1₋₁� 0.1₋₁� 0.1₋₁�

Finland� 1� 9� 1� 12� 7� 4� 6� 3� 3� 0.2� 0.4₊₁� 0.4₊₁� 0.3₋₁� 0.2₋₁� 0.4₋₁� 1₋₁� 0.3₋₁�

France� - 10� 3� 12� 6� 3� 5� 4� 3� 2 ᵢ 4 ᵢ 6 ᵢ 4₋₁ᵢ 3₋₁� 4₋₁� 6₋₁� 2₋₁�

Germany� - 13� - 13� 6� 3� 4� 6� 3� 2� 3₊₁� 7₊₁� 4₋₁� 2₋₁� 3₋₁� 7₋₁� 3₋₁�

Greece� - 9� 2� 12� 6� 3� 6� 3� 3� 0.3� 1₊₁� 1₊₁� 1₋₁� 0.2₋₁� 1₋₁� 1₋₁� 1₋₁�

Hungary� 3₋₁� 10₋₁� 3₋₁� 12₋₁� 7� 4� 4� 4� 4� 0.4� 0.4₊₁� 1₊₁� 1₋₁� 0.3₋₁� 0.4₋₁� 1₋₁� 0.3₋₁�

Iceland� - 10� …� …� 6� 3� 7� 3� 4� - -₊₁� -₊₁� -₋₁� -₋₁� -₋₁� -₋₁� -₋₁�

Ireland� -₋₁� 10₋₁� …� …� 5� 1� 8� 3� 2� 0.1 ᵢ 1 ᵢ 0.3 ᵢ 0.3₋₁ᵢ 0.1₋₁� 1₋₁� 0.4₋₁� 0.2₋₁�

Italy� -₋₁� 12₋₁� -₋₁� 8₋₁� 6� 3� 5� 3� 5� 2� 3₊₁� 4₊₁� 3₋₁� 2₋₁� 3₋₁� 5₋₁� 2₋₁�

Latvia� 2� 9� 4� 12� 7� 4� 6� 3� 3� 0.1 ᵢ 0.1 ᵢ 0.1 ᵢ 0.1₋₁ᵢ 0.1₋₁� 0.1₋₁� 0.1₋₁� 0.1₋₁�

Liechtenstein� 1₋₁� 8₋₁� …� …� 7� 2� 5� 4� 3� -ᵢ -ᵢ -ᵢ -₋₁ᵢ -₋₁� -₋₁� -₋₁� -₋₁�

Lithuania� -₋₁� 9₋₁� -₋₁� 11₋₁� 7� 4� 4� 6� 2� 0.1 ᵢ 0.1 ᵢ 0.2 ᵢ 0.2₋₁ᵢ 0.1₋₁� 0.1₋₁� 0.3₋₁� 0.1₋₁�

Luxembourg� 2� 10� 2� 13� 6� 3� 6� 3� 4� - -₊₁� -₊₁� -₋₁� -₋₁� -₋₁� -₋₁� -₋₁�

Malta� -₋₁� 11₋₁� 2₋₁� 13₋₁� 5� 2� 6� 3� 4� - -₊₁� -₊₁� -₋₁� -₋₁� -₋₁� -₋₁� -₋₁�

Monaco� - 11� 3� 12� 6� 3� 5� 4� 3� …� …� …� …� - - - -

Montenegro� - 9� - 9� 6� 3� 5� 4� 4� - -₊₁� 0.1₊₁� - - - 0.1� -

Netherlands� 1₋₁� 11₋₁� …� …� 6� 3� 6� 3� 3� 1� 1₊₁� 1₊₁� 1₋₁� 1₋₁� 1₋₁� 2₋₁� 1₋₁�

Norway� - 10� - 10� 6� 3� 7� 3� 3� 0.2� 0.4₊₁� 0.4₊₁� 0.3₋₁� 0.2₋₁� 0.4₋₁� 0.4₋₁� 0.3₋₁�

Poland� 1� 9� 4� 12� 7� 4� 6� 3� 3� 2� 2₊₁� 2₊₁� 2₋₁� 1₋₁� 2₋₁� 2₋₁� 2₋₁�

Portugal� -₋₁� 9₋₁� -₋₁� 9₋₁� 6� 3� 6� 3� 3� 0.3� 1₊₁� 1₊₁� 1₋₁� 0.3₋₁� 1₋₁� 1₋₁� 0.3₋₁�

Republic�of�Moldova� - 11� 4� 12� 7� 4� 4� 5� 2� 0.2 ᵢ 0.2 ᵢ 0.3 ᵢ 0.2 ᵢ 0.1� 0.1� 0.2� 0.1�

Romania� - 10� 3� 13� 6� 3� 5� 4� 4� 1� 1₊₁� 2₊₁� 1₋₁� 1₋₁� 1₋₁� 2₋₁� 1₋₁�

Russian�Federation� -₋₁� 11₋₁� 4₋₁� 11₋₁� 7� 4� 4� 5� 2� 7� 6₊₁� 10₊₁� 8₋₁� 6₋₁� 6₋₁� 10₋₁� 6₋₁�

San�Marino� -₋₁� 10₋₁� -₋₁� 13₋₁� 6� 3� 5� 3� 5� -ᵢ -ᵢ -ᵢ -₋₃ᵢ …� …� …� …�

Serbia� - 8� - 12� 7� 4� 4� 4� 4� 0.3 ᵢ 0.3 ᵢ 1 ᵢ 0.4 ᵢ 0.2� 0.3� 1� 0.3�

Slovakia� -₋₁� 10₋₁� 1₋₁� 13₋₁� 6� 3� 4� 5� 4� 0.2� 0.2₊₁� 0.5₊₁� 0.3₋₁� 0.2₋₁� 0.2₋₁� 0.4₋₁� 0.2₋₁�

Slovenia� - 9� - 9� 6� 3� 6� 3� 4� 0.1� 0.1₊₁� 0.1₊₁� 0.1₋₁� 0.1₋₁� 0.1₋₁� 0.1₋₁� 0.1₋₁�

Spain� - 10� 3� 10� 6� 3� 6� 3� 3� 1� 3₊₁� 3₊₁� 2₋₁� 1₋₁� 3₋₁� 3₋₁� 2₋₁�

Sweden� - 9� - 9� 7� 4� 6� 3� 3� 0.5� 1₊₁� 1₊₁� 1₋₁� 0.5₋₁� 1₋₁� 1₋₁� 0.4₋₁�

Switzerland� 2₋₁� 9₋₁� 2₋₁� 9₋₁� 7� 2� 6� 3� 4� 0.2� 0.5₊₁� 1₊₁� 1₋₁� 0.2₋₁� 0.5₋₁� 1₋₁� 0.3₋₁�

TFYR�Macedonia� -₋₁� 13₋₁� -₋₁� 13₋₁� 6� 3� 5� 4� 4� 0.1� 0.1₊₁� 0.2₊₁� 0.2₋₂� -₋₂� 0.1₋₂� 0.2₋₂� 0.1₋₂�

Ukraine� -₋₁� 11₋₁� -₋₁� 11₋₁� 6� 3� 4� 5� 2� 1₋₃� 2₋₃� 3₋₃� 3₋₃� 1� 2� 2� 2�

United�Kingdom� -₋₁� 11₋₁� 2₋₁� 13₋₁� 5� 2� 6� 3� 4� 2� 5₊₁� 5₊₁� 4₋₁� 2₋₁� 5₋₁� 8₋₁� 2₋₁�

United�States� 1� 12� 1� 12� 6� 3� 6� 3� 3� 12₋₁ᵢ 25₋₁ᵢ 25₋₁ᵢ 22₋₁ᵢ 9₋₁� 25₋₁� 25₋₁� 19₋₁�

TABLE 1:�Continued�
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2015 PPP US$ % of GDP per capita 
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1.a.2 4.5.4 

2017 
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2.2� 7.5� - 2,643� 510� 1,074� - 22� 4� 9� 2.1₋₁� ALB�

3.2� 19.0� …� …� …� …� 13� 13� 14� 24� …� AND�
Pr

im
ar

y
5.5₋₂� 10.7₋₂� 8,671₋₂� 11,567₋₂� 13,605₋₂� 17,938₋₂� 17₋₂� 23₋₂� 27₋₂� 36₋₂� 0.1₋₂� AUT�

4.8� 11.1� 5,915� …� 6,561� 3,297� 32� …� 36� 18� 0.2� BLR�

6.5₋₂� 12.2₋₂� 7,781₋₂� …� …� 14,677₋₂� 17₋₂� …� …� 32₋₂� 0.2₋₂� BEL�

1.5� 7.8� …� …� …� …� 18₋₂� 8₋₂� 12₋₂� 19₋₃� …� BMU�
Se

co
nd

ar
y

…� …� …� …� …� …� …� …� …� …� …� BIH�

4.0₋₄� 11.4₋₄� 5,424₋₄� 3,812₋₄� 3,705₋₄� 2,741₋₄� 32₋₄� 22₋₄� 22₋₄� 16₋₄� -₋₄� BGR�

…� …� …� 8,019₋₂� …� 16,709₋₁� …� 18₋₂� …� 37₋₁� …� CAN�
Te

rt
ia

ry
 

4.6₋₄� 9.5₋₄� …� …� …� 5,659₋₄� …� …� …� 26₋₄� …� HRV�

5.8₋₂� 13.9₋₂� 4,942₋₂� 5,003₋₂� 7,921₋₂� 7,025₋₂� 15₋₂� 15₋₂� 24₋₂� 21₋₂� 0.3₋₂� CZE�
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7.6₋₃� 13.8₋₃� 16,508₋₄� 12,087₋₃� 15,021₋₃� 20,806₋₃� 35₋₄� 25₋₃� 31₋₃� 43₋₃� …�
  

DNK�
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e

4.7₋₂� 13.0₋₂� 1,680₋₄� 5,138₋₂� 5,195₋₂� 9,642₋₂� 6₋₄� 18₋₂� 18₋₂� 34₋₂� 0.3₋₂� EST�
(%

 o
f G

D
P)

 

7.1₋₂� 12.5₋₂� 9,453₋₂� 9,269₋₂� 10,874₋₂� 14,536₋₂� 22₋₂� 22₋₂� 26₋₂� 35₋₂� …� FIN�
CO

U
N

TR
Y 

CO
D

E 
5.5₋₂� 9.7₋₂� 7,302₋₂� 7,115₋₂� 10,731₋₂� 13,373₋₂� 18₋₂� 18₋₂� 26₋₂� 33₋₂� 0.4₋₂� FRA�

4.8₋₂� 11.0₋₂� 7,951₋₂� 8,385₋₂� 11,016₋₂� 16,263₋₂� 17₋₂� 18₋₂� 23₋₂� 34₋₂� …� DEU�

…� …� 4,472₋₂� 5,247₋₂� 6,029₋₂� 2,456₋₂� 17₋₂� 20₋₂� 23₋₂� 9₋₂� …� GRC�

4.6₋₂� 9.2₋₂� 6,372₋₂� 4,890₋₂� 5,545₋₂� 5,564₋₂� 24₋₂� 19₋₂� 21₋₂� 21₋₂� …� HUN�

7.7₋₂� 18.2₋₂� 10,456₋₂� 11,087₋₂� 9,896₋₂� 12,053₋₂� 22₋₂� 23₋₂� 21₋₂� 25₋₂� 0.3₋₂� ISL�

3.7₋₂� 13.1₋₂� 3,050₋₂� 8,138₋₂� 11,293₋₂� 12,639₋₂� 4₋₂� 12₋₂� 16₋₂� 18₋₂� …� IRL�

4.1₋₂� 8.1₋₂� 6,552₋₂� 7,961₋₂� 8,390₋₂� 9,255₋₂� 18₋₂� 22₋₂� 23₋₂� 25₋₂� 0.7₋₂� ITA�

4.9₋₂� 14.1₋₂� 5,119₋₂� 6,472₋₂� 6,089₋₂� 5,864₋₂� 21₋₂� 26₋₂� 25₋₂� 24₋₂� 0.6₋₂� LVA�

…� …� …� …� …� …� …� …� …� …� …� LIE�

3.9₋₂� 12.3₋₂� 4,519₋₂� 5,274₋₂� 4,908₋₂� 5,331₋₂� 16₋₂� 18₋₂� 17₋₂� 19₋₂� 0.4₋₂� LTU�

3.9₋₂� 9.4₋₂� 19,721₋₂� 19,982₋₂� 19,697₋₂� 43,392₋₂� 19₋₂� 19₋₂� 19₋₂� 42₋₂� 0.1₋₂� LUX�

5.3₋₂� 13.2₋₂� 8,819₋₂� 8,261₋₂� 10,695₋₂� 16,081₋₂� 25₋₂� 23₋₂� 30₋₂� 45₋₂� 0.7₋₂� MLT�

1.4₋₁� 7.0� …� …� …� …� …� …� …� …� -₋₃� MCO�

…� …� …� …� …� …� …� …� …� …� …� MNE�

5.4₋₂� 12.0₋₂� 5,761₋₂� 8,412₋₂� 11,352₋₂� 16,522₋₂� 12₋₂� 17₋₂� 23₋₂� 33₋₂� -₋₂� NLD�

7.6₋₂� 15.7₋₂� 11,443₋₂� 13,275₋₂� 16,271₋₂� 23,037₋₂� 19₋₂� 22₋₂� 26₋₂� 37₋₂� …� NOR�

4.8₋₂� 11.6₋₂� 5,088₋₂� 6,289₋₂� 5,880₋₂� 7,476₋₂� 19₋₂� 24₋₂� 22₋₂� 28₋₂� 0.6₋₂� POL�

4.9₋₂� 10.1₋₂� 4,574₋₂� 6,648₋₂� 8,178₋₂� 7,821₋₂� 15₋₂� 23₋₂� 28₋₂� 26₋₂� 1.0₋₂� PRT�

6.6₋₁� 18.5₋₁� 2,027₋₁� 2,037₋₁� 1,901₋₁� 1,976₋₁� 38₋₁� 39₋₁� 36₋₁� 37₋₁� …� MDA�

3.1₋₂� 9.1₋₂� 2,535₋₂� 1,866₋₂� 3,492₋₂� 5,167₋₂� 12₋₂� 9₋₂� 16₋₂� 24₋₂� …� ROU�

3.8₋₂� 10.9₋₂� …� …� …� 4,629₋₂� …� …� …� 19₋₂� 0.3₋₂� RUS�

…� …� …� …� …� …� …� …� …� …� …� SMR�

3.9₋₁� 9.0₋₁� 187₋₂� 6,469₋₂� 1,647₋₂� 4,505₋₁� 1₋₂� 47₋₂� 12₋₂� 31₋₁� 0.9₋₁� SRB�

3.9₋₂� 10.3₋₂� 4,850₋₂� 6,130₋₂� 5,668₋₂� 7,908₋₂� 16₋₂� 21₋₂� 19₋₂� 27₋₂� 0.6₋₃� SVK�

4.8₋₂� 11.2₋₂� 5,923₋₂� 7,718₋₂� 7,512₋₂� 7,094₋₂� 19₋₂� 25₋₂� 24₋₂� 23₋₂� 0.7₋₂� SVN�

4.3₋₂� 9.8₋₂� 5,503₋₂� 6,022₋₂� 6,448₋₂� 7,988₋₂� 16₋₂� 17₋₂� 19₋₂� 23₋₂� 1.1₋₂� ESP�

7.6₋₂� 15.5₋₂� 13,459₋₂� 10,222₋₂� 11,301₋₂� 20,658₋₂� 28₋₂� 21₋₂� 24₋₂� 43₋₂� …� SWE�

5.1₋₂� 15.5₋₂� 12,619₋₂� 15,650₋₂� 15,578₋₂� 24,001₋₂� 20₋₂� 25₋₂� 24₋₂� 38₋₂� 0.2₋₂� CHE�

…� …� …� …� …� …� …� …� …� …� …� MKD�

5.0₋₁� 12.4₋₁� 2,680₋₁� 2,146₋₁� 2,095₋₁� 3,149₋₁� 33₋₁� 26₋₁� 26₋₁� 39₋₁� 0.8₋₁� UKR�

5.5₋₁� 13.9₋₁� 3,844₋₁� 10,636₋₁� 7,858₋₁� 15,262₋₁� 9₋₁� 26₋₁� 19₋₁� 37₋₁� 0.9₋₂� GBR�

5.0₋₃� 13.5₋₃� 6,522₋₂� 10,875₋₂� 12,090₋₃� 11,442₋₃� 12₋₂� 20₋₂� 23₋₃� 21₋₃� 1.2₋₃� USA�
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TABLE 2 :�SDG�4,�Target�4.1�–�Primary�and�secondary�education�

By�2030,�ensure�that�all�girls�and�boys�complete�free,�equitable�and�quality�primary�and�secondary�education��

leading�to�relevant�and�effective�learning�outcomes�
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SDG indicator: 4.1.5 
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4.1.4 4.1.6 4.1.3 4.1.3 
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2017 2017 

Region Sum Weighted average Weighted average 
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World 64 ᵢ 61 ᵢ 138 ᵢ 9 ᵢ 16 ᵢ 36 ᵢ 

se
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n
d
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y

85� 73� 49� 9 ᵢ 11 ᵢ 104 ᵢ 91 ᵢ 90 ᵢ 91₋₁ ᵢ 84 ᵢ 76 ᵢ 64 ᵢ 
� � � � � � � � � � � � � � � � � �

Sub-Saharan�Africa� 34 ᵢ 27 ᵢ 36 ᵢ 21 ᵢ 36 ᵢ 57 ᵢ 64� 37� 27� 19� 26� 98 ᵢ 79 ᵢ 69 ᵢ 75₋₁ ᵢ 64 ᵢ 43 ᵢ 43 ᵢ 
P
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m
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y

Northern�Africa�and�Western�Asia� 6 ᵢ 4 ᵢ 9 ᵢ 10 ᵢ 14 ᵢ 32 ᵢ 84 ᵢ 74 ᵢ 39 ᵢ 5 ᵢ 10 ᵢ 100 ᵢ 90 ᵢ 87 ᵢ 92₋₁ ᵢ 86 ᵢ 73 ᵢ 68 ᵢ 
Northern�Africa� 3� 1 ᵢ 4 ᵢ 11� 10 ᵢ 33 ᵢ 84� 69� 36� 5 ᵢ 15 ᵢ 101� 89� 89� 94₋₁� 90 ᵢ 70 ᵢ 67 ᵢ 
Western�Asia� 3 ᵢ 3 ᵢ 5 ᵢ 10 ᵢ 17 ᵢ 31 ᵢ 83 ᵢ 81

Lo
w

er
 

ᵢ 41 ᵢ 4� 5� 100 ᵢ 90 ᵢ 86 ᵢ 90₋₁ ᵢ 83 ᵢ 76 ᵢ 69 ᵢ 
Central�and�Southern�Asia� 12 ᵢ 19 ᵢ 67 ᵢ 6 ᵢ 17 ᵢ 47 ᵢ 89� 77�

se
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n
d
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y

40� 6� …� 111 ᵢ 94 ᵢ 96 ᵢ 91₋₁ ᵢ 83 ᵢ 82 ᵢ 53 ᵢ 
Central�Asia� 0.1� 0.3 ᵢ 1� 3� 5 ᵢ 18� 100 ᵢ 99 ᵢ …� 0.1� 0.2� 103� 97� 100� 99₋₁� 95 ᵢ 96� 82�

Southern�Asia� 12 ᵢ 18 ᵢ 67 ᵢ 6 ᵢ 17 ᵢ 48 ᵢ 89� 76� 40�
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6� …� 112 ᵢ 94 ᵢ 95 ᵢ 90₋₁ ᵢ 83 ᵢ 81 ᵢ 52 ᵢ 
Eastern�and�South-eastern�Asia� 7 ᵢ 8 ᵢ 16 ᵢ 4 ᵢ 9 ᵢ 19 ᵢ 95� 79� 58�

se
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y

5 ᵢ 10 ᵢ 103� 96 ᵢ 97 ᵢ 97₋₁ ᵢ 91 ᵢ 90 ᵢ 81 ᵢ 
Eastern�Asia� 3 ᵢ 4 ᵢ 9 ᵢ 3 ᵢ 7 ᵢ 16 ᵢ 97� 83� 61� …� …� 102� 97 ᵢ 96 ᵢ 100₋₁ ᵢ 93 ᵢ 93 ᵢ 84 ᵢ 
South-eastern�Asia� 3� 4 ᵢ 7� 5� 12 ᵢ 26� 90 ᵢ 69 ᵢ 48 ᵢ 5� 10� 106� 95� 100� 94₋₁� 88 ᵢ 84� 74�

P
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y
Oceania� 0.4 ᵢ 0.1 ᵢ 0.4 ᵢ 9 ᵢ 4 ᵢ 23 ᵢ …� …� …� 17� 10� 105 ᵢ 91 ᵢ 94 ᵢ 63₋₁ ᵢ 96 ᵢ 78 ᵢ 77 ᵢ 
Latin�America�and�the�Caribbean� 3 ᵢ 3 ᵢ 7 ᵢ 5 ᵢ 7 ᵢ 23 ᵢ 91� 81� 62� 7� 14� 108 ᵢ 95 ᵢ 98 ᵢ 95₋₁ ᵢ 93 ᵢ 79 ᵢ 77 ᵢ 

Caribbean� 0.2 ᵢ 0.1 ᵢ 0.3 ᵢ 9 ᵢ 7 ᵢ 22 ᵢ 93 ᵢ 90 ᵢ 65 ᵢ 10� 13�
Lo

w
er

 
103 ᵢ 91 ᵢ 93 ᵢ 94� 93 ᵢ 84 ᵢ 78 ᵢ 
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y

 
Central�America� 1� 1� 3� 4� 12� 35� 93� 79� 51� 5� 7� 103� 96� 97� 94� 88� 84� 65�

South�America� 2� 1� 3� 5 ᵢ …� …� 90� 82� 68� 7� 16� 108 ᵢ 95 ᵢ 98 ᵢ 98 ᵢ 95 ᵢ 83 ᵢ 83 ᵢ 
Europe�and�Northern�America� 2 ᵢ 1 ᵢ 2 ᵢ 3 ᵢ 2 ᵢ 7 ᵢ 99 ᵢ 98� 87� 2 ᵢ 3� 101 ᵢ 97 ᵢ 97 ᵢ 96₋₁ ᵢ 98 ᵢ 91 ᵢ 93 ᵢ 
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%

)
Europe� 1 ᵢ 1 ᵢ 2 ᵢ 2 ᵢ 2 ᵢ 7 ᵢ …� 97� 84� 0.5 ᵢ 2 ᵢ 101 ᵢ 98 ᵢ 97 ᵢ 98₋₁ ᵢ 98 ᵢ 90 ᵢ 93 ᵢ 
Northern�America� 1 ᵢ 0.1 ᵢ 1 ᵢ 4 ᵢ 1 ᵢ 5 ᵢ 99� 99� 92� 3� 4� 101 ᵢ 96 ᵢ …� …� 99 ᵢ …� 95 ᵢ 

� � � � � � � � � � � � � � � � � �
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%

)
Low�income� 24 ᵢ 21 ᵢ 27 ᵢ 20 ᵢ 36 ᵢ 60 ᵢ 59� 32� 18 ᵢ 24� 28� 100 ᵢ 80 ᵢ 66 ᵢ 77₋₁ ᵢ 64 ᵢ 41 ᵢ 40 ᵢ 
Middle�income� 38 ᵢ 39 ᵢ 108 ᵢ 7 ᵢ 14 ᵢ 37 ᵢ 89� 76� 48� 6 ᵢ 10 ᵢ 105 ᵢ 93 ᵢ 94 ᵢ 92₋₁ ᵢ 86 ᵢ 80 ᵢ 63 ᵢ 

Lower�middle� 31 ᵢ 31 ᵢ 87 ᵢ 10 ᵢ 18 ᵢ 45 ᵢ 85� 71� 41� 6� 9 ᵢ 106 ᵢ 90 ᵢ 93 ᵢ 89₋₁ ᵢ 82 ᵢ 77 ᵢ 55 ᵢ 
G

IR
 la

st
 p
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y

 (
%

)
Upper�middle� 7 ᵢ 8 ᵢ 21 ᵢ 4 ᵢ 7 ᵢ 21 ᵢ 96� 84� 60� 6 ᵢ 11 ᵢ 103� 96 ᵢ 95 ᵢ 98₋₁ ᵢ 93 ᵢ 87 ᵢ 79 ᵢ 

High�income� 2 ᵢ 1 ᵢ 3 ᵢ 3 ᵢ 2 ᵢ 6 ᵢ 99 ᵢ 97� 86� 2� 4� 103 ᵢ 97 ᵢ 98 ᵢ 96₋₁ ᵢ 98 ᵢ 92 ᵢ 94 ᵢ 
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A� Out-of-school�children,�total�number�(million)�and�out-of-school�rate�as�percentage�of��the�corresponding�age�group.�

B� Education�completion�rate�by�level,�most�recent�survey�year�during�2012–2016�[Source:�UIS�and�GEM�Report�analysis�of�household�surveys].�

C� Percentage�of�pupils�who�are�at�least�two�years�over-age�for��their�current�grade,�by�level.�

D� Gross�enrolment�ratio�(GER)�in�primary�education.�

E� Primary�adjusted�net�enrolment�rate�(NERA)�(%).�

F� Gross�intake�ratio�(GIR)�to�last�grade�of�primary�education�(%).�

G� Effective�transition�rate�from�primary�to�lower�secondary�general�education�(%).�

H� Lower�secondary�total�net�enrolment�rate�(NERT)�(%).�

I� Gross�intake�ratio�(GIR)�to�last�grade�of�lower�secondary�education�(%).�

J� Upper�secondary�total�net�enrolment�rate�(NERT)�(%).�

K� Administration�of�nationally�representative�learning�assessment�in�early�grades�(grade�2�or�3),�or�final�grade�of�primary�or�lower�secondary.�

L� Percentage�of�students�achieving�at�least�a�minimum�proficiency�level�in�reading�and�mathematics�

Notes: � �

Source:�UIS�unless�noted�otherwise.�Data�refer��to�school�year�ending�in�2017�unless�noted�otherwise.�� �

Aggregates�represent�countries�listed�in�the�table�with�available�data�and�may�include�estimates�for�countries�with�no�recent�data.�

(-)�Magnitude�nil�or�negligible.�

(…)�Data�not�available�or�category�not�applicable.��

(±�n)�Reference�year��differs�(e.g.�-2:�reference�year�2015�instead�of�2017).�

(i)�Estimate�and/or�partial�coverage.�
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4.1.2 4.1.1 

2017 

% of countries Weighted average 

85� 85� 93� 93� 91� 91� …� …� …� …� …� …�

71� 68� 93� 93� 95� 95� …� …� …� …� …� …�

80 ᵢ 86 ᵢ 79 ᵢ 79 ᵢ 93 ᵢ 100� …� …� …� …� …� …�

75� 67 ᵢ 50� 50� 100 ᵢ 100� …� …� …� …� …� …�

83 ᵢ 91 ᵢ 90 ᵢ 90 ᵢ 91 ᵢ 100� …� …� …� …� …� …�

100 ᵢ 100 ᵢ 100� 100� 88 ᵢ 89 ᵢ …� …� …� …� …� …�

…� …� 100� 100� …� …� …� …� …� …� …� …�

100� 100� 100� 100� 86� 88� …� …� …� …� …� …�

100 ᵢ 100� 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ …� …� …� …� …� …�

…� 100� 100 ᵢ 100 ᵢ 100� 100� …� …� …� …� …� …�

100� 100� 100� 100� 100 ᵢ 100 ᵢ …� …� …� …� …� …�

100� 100� 94� 94� …� …� …� …� …� …� …� …�

83� 84� 95� 95� 74� 74� …� …� …� …� …� …�

76� 78� 94� 94� 56� 56� …� …� …� …� …� …�

100� 100� 100� 100� 100� 100� …� …� …� …� …� …�

83� 83� 92� 92� 83� 83� …� …� …� …� …� …�

91 ᵢ 93 ᵢ 94� 94� 98� 98� …� …� …� …� …� …�

95 ᵢ 96 ᵢ 97� 97� 97� 97� …� …� …� …� …� …�

50� 67� 50� 50� 100� 100� …� …� …� …� …� …�

76� 72� 90� 90� 89� 89� …� …� …� …� …� …�

87� 87� 95� 96� 94� 96� …� …� …� …� …� …�

89� 89� 94� 94� 97 ᵢ 97 ᵢ …� …� …� …� …� …�

85� 85� 95� 98� 92� 95� …� …� …� …� …� …�

85 ᵢ 89� 92� 90� 90� 90� …� …� …� …� …� …�
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SDG indicator: 4.1.5 4.1.4 4.1.6 4.1.3 4.1.3 

Reference year: 2017 2017 

Sub-Saharan Africa 

Angola� …� …� …� …� …� …� 60₋₂� 36₋₂� 19₋₂� …� …� 113₋₂� …� …� …� …� …� …�

Benin� 0.1� 0.3₋₄� 0.4₋₄� 3� 34₋₄� 59₋₄� 54₋₃� 28₋₃� 10₋₃� 13� 30₋₂� 127� 97� 81₋₁� 84₋₂� 66₋₄� 46₋₁� 41₋₄�

Botswana� -₋₃� …� …� 10₋₃� …� …� …� …� …� 14₋₃� 33₋₃� 105₋₃� 90₋₃� 69₋₃� 99₋₄� …� 94₋₃� …�

Burkina�Faso� 1� 1 ᵢ 1 ᵢ 23� 47 ᵢ 67 ᵢ …� …� …� 24� 61� 94� 77� 64� 76₋₁� 53 ᵢ 37� 33 ᵢ 
Burundi� - 0.2� 0.4� 3� 29� 59� 53� 26� 12� 31₋₁� 65� 126� 97� 70� 76₋₁� 71� 41� 41�

Cabo�Verde� - - - 14� 20� 34� …� …� …� 10� 31� 96� 86� 81� 99₋₁� 80� 74� 66�

Cameroon� 0.2 ᵢ 1₋₁� 1₋₂� 5 ᵢ 35₋₁� 53₋₂� 74₋₃� 43₋₃� 16₋₃� 21� 28₋₂� 113� 95 ᵢ 70� 66₋₂� 65₋₁� 49₋₁� 47₋₂�

Central�African�Republic� …� …� …� …� …� …� …� …� …� …� …� 106₋₁� …� 42₋₁� …� …� 10₋₁� …�

Chad� …� …� …� …� …� …� 27₋₂� 14₋₂� 10₋₂� …� …� 88₋₁� …� 38₋₄� …� …� 17₋₄� …�

Comoros� - - - 16� 30� 56� …� …� …� 27� 48₋₃� 99� 84� 77� 93₋₄� 70� 48₋₃� 44�

Congo� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

ôC te�d'Ivoire� 0.4� 1� 1� 11� 42� 63� 57₋₁� 28₋₁� 16₋₁� 15� 33� 99� 89� 73� 92₋₁� 58� 47� 37�

D.�R.�Congo� …� …� …� …� …� …� 69₋₄� 53₋₄� 26₋₄� …� …� 108₋₂� …� 70₋₂� 95₋₄� …� 50₋₃� …�

Djibouti� - -₋₂� -₋₂� 41� 52₋₂� 69₋₂� …� …� …� 9� 25� 64� 59� 57� 84₋₁� 48₋₂� 44� 31₋₂�

Equat.�Guinea� 0.1₋₂� …� …� 56₋₂� …� …� …� …� …� 39₋₂� 49₋₂� 62₋₂� 44₋₂� 41₋₂� …� …� 24₋₂� …�

Eritrea� 0.4� 0.2� 0.3� 62� 57� 69� …� …� …� 32� 45� 49� 38� 45� 92₋₃� 43� 31� 31�

Eswatini� 0.1₋₁� -₋₂ ᵢ -₋₂ ᵢ 24₋₁� 13₋₂ ᵢ 27₋₂ ᵢ 70₋₃� 51₋₃� 32₋₃� 45₋₁� 70₋₁� 105₋₁� 76₋₁� 86₋₁� 99₋₂� 87₋₂ ᵢ 55₋₁� 73₋₂ ᵢ 
Ethiopia� 2₋₂ ᵢ 5₋₂ ᵢ 3₋₂ ᵢ 14₋₂ ᵢ 47₋₂ ᵢ 74₋₂ ᵢ 52₋₁� 21₋₁� 13₋₁� 22₋₂� 26₋₂� 102₋₂� 86₋₂ ᵢ 54₋₂� 91₋₃� 53₋₂ ᵢ 30₋₂� 26₋₂ ᵢ 
Gabon� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Gambia� 0.1� …� …� 21� …� …� 62₋₄� 48₋₄� 30₋₄� 27� 35� 97� 79� 70₋₁� 94₋₄� …� 63₋₃� …�

Ghana� 1� 0.2� 1� 15� 11� 37� 66₋₃� 52₋₃� 20₋₃� 33� 43� 105� 85� 95� 93₋₁� 89� 75� 63�

Guinea� 0.4₋₁� 1₋₃� 0.5₋₃� 21₋₁� 50₋₃� 67₋₃� …� …� …� 16₋₁� 30₋₁� 92₋₁� 79₋₁� 61₋₁� 69₋₄� 50₋₃� 36₋₃� 33₋₃�

Guinea-Bissau� …� …� …� …� …� …� 29₋₃� 17₋₃� 7₋₃� …� …� …� …� …� …� …� …� …�

Kenya� …� …� …� …� …� …� 84₋₃� 71₋₃� 42₋₃� …� …� 105₋₁� …� 102₋₁� 99₋₂� …� 81₋₁� …�

Lesotho� 0.1� -₋₁� -₋₁� 18� 25₋₁� 43₋₁� 65₋₃� 27₋₃� 11₋₃� 30� 50� 105� 82� 79₋₁� 88₋₂� 75₋₁� 43� 57₋₁�

Liberia� 0.5₋₁� 0.1₋₁� 0.1₋₁� 63₋₁� 32₋₁� 36₋₁� 34₋₄� 26₋₄� 13₋₄� 86₋₃� 82₋₃� 94₋₁� 37₋₁� 59₋₃� 79₋₃� 68₋₁� 37₋₃� 64₋₁�

Madagascar� …� …� …� …� …� …� …� …� …� …� 54� 144₋₁� …� 68₋₁� 73₋₂� …� 37� …�

Malawi� …� 0.4₋₁ ᵢ 0.5₋₁ ᵢ …� 24₋₁ ᵢ 62₋₁ ᵢ 47₋₂� 22₋₂� 14₋₂� 36₋₂� 44₋₄ ᵢ 140� …� 77₋₃� 74₋₄� 76₋₁ ᵢ 20₋₄� 38₋₁ ᵢ 
Mali� 1� 1� 1� 33� 55� 72� 48₋₂� 28₋₂� 16₋₂� 11� 17� 80� 67� 50� 78₋₁� 45� 30� 28�

Mauritania� 0.2� 0.2� 0.2� 23� 44� 73� 53₋₂� 36₋₂� 16₋₂� 36� 48� 95� 77� 68� 66₋₁� 56� 35� 27�

Mauritius� - - ᵢ - ᵢ 4� 6₋₁� 18 ᵢ …� …� …� 1� 6� 102� 96� 98� 88₋₁� 96 ᵢ 84� 82 ᵢ 
Mozambique� 1� 1₋₂� 1₋₂� 12� 44₋₂� 70₋₂� …� …� …� 40� 47� 105� 88� 46� 74₋₂� 56₋₂� 23� 30₋₂�

Namibia� - …� …� 2� …� …� 83₋₄� 56₋₄� 37₋₄� 26� 48� 119� 98� 78� 92₋₄� …� 70� …�

Niger� 1� 1� 1� 33� 65� 86� …� …� …� 5� 23� 75� 67� 73� 55₋₁� 35� 18� 14�

Nigeria� …� …� …� …� …� …� 68₋₄� 52₋₄� 50₋₄� -₋₃� -₋₃� 85₋₁� …� …� 90₋₄� …� …� …�

Rwanda� 0.1� …� …� 6� …� …� 54₋₂� 28₋₂� 18₋₂� 40� 46� 133� 94� 76� 82₋₁� …� 37� …�

Sao�Tome�and�Principe� - -₋₂� -₋₂ ᵢ 3� 9₋₂� 19₋₂ ᵢ 83₋₃� 34₋₃� 8₋₃� 15� 43� 110� 97� 87� 97₋₁� 91₋₂� 74� 81₋₂ ᵢ 
Senegal� 1� 1� 1� 25� 49� 63� 50₋₂� 22₋₂� 9₋₂� 7� 10� 84� 75� 60� 73₋₁� 51� 37� 37�

Seychelles� …� …� -₋₂� …� …� 4₋₂� …� …� …� 0.3₋₁� 0.3₋₁� 113₋₁� …� 127₋₁� 97₋₂� …� 125₋₁� 96₋₂�

Sierra�Leone� -₋₁� 0.2� 0.4� 1₋₁� 40� 62� 67₋₄� 40₋₄� 20₋₄� 16� 35� 121� 99₋₁� 68� 88₋₁� 60� 50� 38�

Somalia� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

South�Africa� 1₋₂ ᵢ …� 1₋₂ ᵢ 8₋₂ ᵢ …� 17₋₂ ᵢ …� …� …� 9₋₁ ᵢ 22₋₁� 102₋₁� 92₋₂ ᵢ 82₋₁ ᵢ 96₋₂� …� 75₋₁� 83₋₂ ᵢ 
South�Sudan� 1₋₂ ᵢ 0.3₋₂ ᵢ 1₋₂ ᵢ 68₋₂ ᵢ 60₋₂ ᵢ 68₋₂ ᵢ …� …� …� 77₋₂� 91₋₂� 67₋₂� 32₋₂ ᵢ …� …� 40₋₂ ᵢ …� 32₋₂ ᵢ 
Togo� 0.1� 0.2� 0.3� 8� 22� 56� 61₋₃� 24₋₃� 15₋₃� 23� 33� 123� 92� 91� 83₋₁� 78� 46� 44�

Uganda� 1₋₄� …� …� 9₋₄� …� …� 44₋₁� 26₋₁� 18₋₁� 34� 48� 99� 91₋₄� 51� 59₋₁� …� 26� …�

�United�Republic�of�Tanzania� 2 ᵢ …� …� 20 ᵢ …� …� 80₋₂� 29₋₂� 8₋₂� 9₋₁� 18₋₁� 85� 80 ᵢ 58₋₁� …� …� 29₋₁� …�

Zambia� 0.4₋₄� …� …� 12₋₄� …� …�

�Zimbabwe� 0.4₋₄� 0.1₋₄� 1₋₄� 15₋₄� 10₋₄� 53₋₄�

75₋₄� 51₋₄� 28₋₄� 28₋₄� 29₋₄�

88₋₂� 73₋₂� 13₋₂� 23₋₄� 26₋₄�

102₋₄� 88₋₄� 79₋₄� 87₋₄� …�

99₋₄� 85₋₄� 89₋₄� 86₋₃� 90₋₄�

53₋₄� …�

65₋₄� 47₋₄�
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4.1.2  4.1.1 
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2017 

Yes� …� …� …� …� …� …� …� …� …� …� …� AGO�
M

at
h

em
at

ic
s

Yes� Yes� Yes� Yes� Yes� Yes� 10₋₃� 34₋₃� 52₋₃� 40₋₃� …� …� BEN�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� 66� 66� 79� 80� BWA�
R

ea
d

in
g

Yes� Yes� Yes� Yes� Yes� Yes� 35₋₃� 59₋₃� 57₋₃� 59₋₃� …� …� BFA�

Yes� Yes� Yes� Yes� Yes� Yes� 79₋₃� 97₋₃� 56₋₃� 87₋₃� …� …� BDI�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� CPV�
M

at
h

em
at

ic
s

Yes� Yes� Yes� Yes� Yes� Yes� 30₋₃� 55₋₃� 49₋₃� 35₋₃� …� …� CMR�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� CAF�

Yes� Yes� Yes� Yes� Yes� Yes� 18₋₃� 48₋₃� 16₋₃� 19₋₃� …� …� TCD�
R

ea
d

in
g

…� …� …� …� …� …� …� …� …� …� …� …� COM�

Yes� Yes� Yes� Yes� Yes� Yes� 38₋₃� 71₋₃� 41₋₃� 29₋₃� …� …� COG�

Yes� Yes� Yes� Yes� Yes� Yes� 17₋₃� 34₋₃� 48₋₃� 27₋₃� …� …� CIV�
M

at
h

em
at

ic
s 

Yes� Yes� Yes� Yes� No� No� …� …� …� …� …� …� COD�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� DJI�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� GNQ�
C

O
U

N
T

R
Y

 C
O

D
E

 
No� No� No� No� Yes� Yes� …� …� …� …� …� …� ERI�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� SWZ�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� ETH�

…� …� …� …� …� …� …� …� …� …� …� …� GAB�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� GMB�

Yes� Yes� Yes� Yes� Yes� Yes� 71₋₁� 55₋₁� 72₋₁� 61₋₄� …� …� GHA�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� GIN�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� GNB�

Yes� Yes� Yes� Yes� Yes� Yes� 60₋₁� 71₋₁� 80₋₂� 77₋₂� …� …� KEN�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� LSO�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� LBR�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� MDG�

No� No� Yes� Yes� No� No� …� …� …� …� …� …� MWI�

Yes� Yes� Yes� Yes� Yes� Yes� 2₋₁� 3₋₁� 12₋₁� 13₋₁� …� …� MLI�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� MRT�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� MUS�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� MOZ�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� NAM�

Yes� Yes� Yes� Yes� Yes� Yes� 10₋₃� 28₋₃� 8₋₃� 8₋₃� …� …� NER�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� NGA�

…� …� Yes� Yes� …� …� …� …� …� …� …� …� RWA�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� STP�

Yes� Yes� Yes� Yes� Yes� Yes� 68� 67� 61₋₃� 59₋₃� 42₋₁� 16₋₁� SEN�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� SYC�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� SLE�

Yes� No� No� No� Yes� Yes� …� …� …� …� …� …� SOM�

Yes� Yes� Yes� Yes� Yes� Yes� 84₋₃� 39₋₂� 92₋₃� 71₋₃� 84₋₃� 34₋₂� ZAF�

Yes� Yes� No� No� Yes� Yes� …� …� …� …� …� …� SSD�

Yes� Yes� Yes� Yes� Yes� Yes� 20₋₃� 41₋₃� 38₋₃� 48₋₃� …� …� TGO�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� 52₋₂� 53₋₂� …� …� UGA�

Yes� Yes� Yes� Yes� Yes� Yes� 56₋₂� 35₋₂� …� …� …� …� TZA�

Yes� Yes� Yes� Yes� Yes� Yes� 1₋₃� 9₋₃� …� …� …� …� ZMB�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� ZWE�
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SDG indicator: 4.1.5 4.1.4 4.1.6 4.1.3 4.1.3 

Reference year: 2017 2017 

Northern Africa and Western Asia 

Algeria� - …� …� 1� …� …� 94₋₄� 57₋₄� 29₋₄� 6� 24� 112� 99� 106� 99₋₂� …� 79₋₁� …�

Armenia� - - ᵢ …� 8� 7 ᵢ …� 99₋₁� 97₋₁� 65₋₁� 0.4� 1� 94� 92� 92� 98₋₁� 93 ᵢ 89� …�

Azerbaijan� - ᵢ - ᵢ - ᵢ 6 ᵢ 0.4 ᵢ 2 ᵢ …� …� …� 4� 3� 103 ᵢ 94 ᵢ 107 ᵢ 98₋₁� 100 ᵢ 88 ᵢ 98 ᵢ 
Bahrain� - - - 1� 1� 6� …� …� …� 1� 4� 101� 99� 101� 99₋₁� 99� 97� 94�

Cyprus� -₋₂ ᵢ -₋₂ ᵢ -₋₂ ᵢ 2₋₂ ᵢ 2₋₂ ᵢ 5₋₂ ᵢ …� 99₋₃� 93₋₃� 0.4₋₂� 2₋₂� 99₋₂ ᵢ 98₋₂ ᵢ 97₋₂ ᵢ 99₋₃� 98₋₂ ᵢ 98₋₂ ᵢ 95₋₂ ᵢ 
Egypt� 0.2� 0.4� 1� 1� 8� 24� 91₋₃� 80₋₃� 42₋₃� 2 ᵢ 4 ᵢ 105� 99� 95� 94₋₁� 92� 81� 76�

Georgia� - -₋₂� - 1� 1₋₂� 6� …� 99₋₄� 96₋₄� 1� 2� 103� 99� 117� 100₋₁� 99₋₂� 107� 94�

Iraq� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Israel� -₋₁� -₋₃� -₋₁� 3₋₁� 0.2₋₃� 2₋₁� …� …� …� 0.4₋₁� 1₋₁� 104₋₁� 97₋₁� 102₋₁� 100₋₂� 100₋₃� 101₋₁� 98₋₁�

Jordan� …� 0.2� 0.2� …� 28� 50� …� …� …� 1� 3� …� …� …� 99₋₁� 72� 61� 50�

Kuwait� - -₋₂� -₋₂� 7� 7₋₂� 18₋₂� …� …� …� 2� 4� 97� 93� 97� 97₋₁� 93₋₂� 90� 82₋₂�

Lebanon� 0.1� …� …� 11� …� …� …� …� …� 9� 12� 93� 89� 74� 98₋₁� …� 52� …�

Libya� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Morocco� 0.1� 0.2� 1� 3� 11� 29� …� …� …� 16� 32� 112� 97� 93� 90₋₁� 89� 65� 71�

Oman� - - - 1� 2� 12� …� …� …� 1� 8� 107� 99� 108� 98₋₁� 98� 100� 88�

Palestine� - 0.1� 0.1� 6� 10� 35� 99₋₃� 86₋₃� 62₋₃� 1� 2� 95� 94� 96� 99₋₁� 90� 78� 65�

Qatar� - - - 1� 11� 32� …� …� …� 1� 5� 104� 99� 96� 99₋₁� 89� 83� 68�

Saudi�Arabia� 0.1₋₃ ᵢ -₋₄ ᵢ 0.1₋₃ ᵢ 3₋₃ ᵢ 3₋₄ ᵢ 8₋₃ ᵢ …� …� …� 5₋₁� 10₋₁� 116₋₁� 97₋₃ ᵢ 114₋₁� 91₋₂� 97₋₄ ᵢ 116₋₁� 92₋₃ ᵢ 
Sudan� 3₋₁ ᵢ …� …� 40₋₁ ᵢ …� …� 65₋₃� 51₋₃� 31₋₃� …� …� 76₋₁� 60₋₁ ᵢ 60₋₁� 92₋₂� …� 50₋₁� …�

Syrian�Arab�Republic� 1₋₄� 1₋₄� 1₋₄� 33₋₄� 43₋₄� 67₋₄� …� …� …� 5₋₄� 8₋₄� 76₋₄� 67₋₄� 66₋₄� …� 57₋₄� 50₋₄� 33₋₄�

Tunisia� -₋₄� …� …� 0.4₋₄� …� …� …� …� …� 4₋₁� 15₋₁� 115₋₁� 100₋₄� 103₋₂� 89₋₃� …� 71₋₂� …�

Turkey� 0.3₋₁� 1₋₁� 1₋₁� 6₋₁� 10₋₁� 16₋₁� …� …� …� 2₋₂� 3₋₁� 101₋₁� 94₋₁� 92₋₂� 100₋₂� 90₋₁� …� 84₋₁�

United�Arab�Emirates� -₋₁� -₋₁� -₋₁� 3₋₁� 1₋₁� 16₋₁� …� …� …� 2₋₂� 4₋₃� 111₋₁� 97₋₁� 105₋₂� 100₋₄� 99₋₁� 82₋₃� 84₋₁�

Yemen� 1₋₁� 1₋₁� 1₋₁� 17₋₁� 29₋₁� 57₋₁� 62₋₄� 46₋₄� 31₋₄� 9₋₁� 11₋₁� 92₋₁� 83₋₁� 72₋₁� 84₋₄� 71₋₁� 53₋₁� 43₋₁�

Central and Southern Asia 

Afghanistan� …� …� …� …� …� …� 55₋₂� 37₋₂� 23₋₂� …� 11� 104� …� …� …� …� 54� …�

Bangladesh� 1� 1� 5 ᵢ 5� 10� 38 ᵢ 80₋₃� 55₋₃� 19₋₃� 11� 4� 111� 95� 119� 88₋₃� 90� 78� 62 ᵢ 
Bhutan� - - - 18� 15� 31� …� …� …� 14� 35� 93� 82� 95� 100₋₁� 85� 80� 69�

India� 3₋₄ ᵢ 11₋₄ ᵢ 47₋₄ ᵢ 2₋₄ ᵢ 15₋₄ ᵢ 48₋₄ ᵢ 92₋₂� 81₋₂� 43₋₂� 5₋₄� …� 115₋₁� 98₋₄ ᵢ 96₋₁� 91₋₂� 85₋₄ ᵢ 86₋₁� 52₋₄ ᵢ 
Iran,�Islamic�Republic�of� -₋₂� 0.1₋₂� 2₋₂ ᵢ 1₋₂� 2₋₂� 35₋₂ ᵢ …� …� …� 2₋₂� 3₋₂� 109₋₂� 99₋₂� 102₋₂� …� 98₋₂� 94₋₂� 65₋₂ ᵢ 
Kazakhstan� - -₋₄� - 1� 0.3₋₄� 2� 100₋₂� 100₋₂� 94₋₂� 0.1� 0.3� 108� 99� 109� 99₋₁� 100₋₄� 110� 98�

Kyrgyzstan� - - 0.1� 1� 0.2� 28� 99₋₃� 96₋₃� 81₋₃� 0.3� 0.5� 108� 99� 104� 99₋₁� 100� 96� 72�

Maldives� - …� …� 0.5� …� …� …� …� …� 0.3� 11� 102� 100� 95� 99₋₁� …� 104� …�

Nepal� 0.2� 0.2� 1� 5� 11� 26� 73₋₁� 63₋₁� …� 37� 43� 134� 95� 113� 82₋₁� 89� 89� 74�

Pakistan� 5 ᵢ 6� 10� 24 ᵢ 46� 62� …� …� …� …� - 96� 76 ᵢ 71₋₁� 86₋₂� 54� 53� 38�

Sri�Lanka� - - 0.3� 1� 2� 19� …� …� …� 1� 1� 102� 99� 102� 100₋₁� 98� 96� 81�

Tajikistan� - …� …� 1� …� …� …� …� …� - - 99� 99� 92� 99₋₁� …� 94� …�

Turkmenistan� …� …� …� …� …� …� 100₋₁� 100₋₁� 96₋₁� …� …� 88₋₃� …� …� …� …� …� …�

Uzbekistan� - 0.1� 0.3� 1� 4� 16� …� …� …� 0.1� 0.2� 103� 99� 98� 99₋₁� 96� 91� 84�

Eastern and South-eastern Asia 

Brunei�Darussalam� - -₋₃� - 4� 2₋₃� 18� …� …� …� 1� 3� 105� 96� 107� 100₋₁� 98₋₃� 102� 82�

Cambodia� 0.2� 0.1₋₂ ᵢ …� 9� 13₋₂ ᵢ …� 72₋₃� 41₋₃� 21₋₃� 20� 23� 108� 91� 90� 87₋₁� 87₋₂ ᵢ 54� …�

China� …� …� …� …� …� …� 97₋₃� 83₋₃� 61₋₃� …� …� 102� …� 100₋₄� …� …� 102₋₄� …�

DPR�Korea� …� 0.1₋₂� 0.1₋₂� …� 8₋₂� 11₋₂� …� …� …� …� …� 88₊₁� …� …� …� 92₋₂� …� 89₋₂�

Hong�Kong,�China� …� - ᵢ - ᵢ …� 1 ᵢ 4 ᵢ …� …� …� 2 ᵢ 7 ᵢ …� …� …� 100₋₁� 99 ᵢ 104� 96 ᵢ 
Indonesia� 2� 2₋₃ ᵢ 2� 7� 12₋₃ ᵢ 15� …� …� …� 0.5₋₁� 8₋₂� 103� 93� 99� 91₋₁� 88₋₃ ᵢ 90� 85�

Japan� 0.1₋₁� -₋₁� 0.1₋₁� 2₋₁� 0.1₋₁� 3₋₁� …� …� …� …� …� 98₋₁� 98₋₁� 100₋₁� 100₋₂� 100₋₁� 103₋₁� 97₋₁�

Lao�PDR� 0.1� 0.1� 0.2� 7� 22� 38� …� …� …� 14� 29� 107� 93� 102� 88₋₁� 78� 70� 62�

Macao,�China� - - - 1� 2� 15� …� …� …� 2� 15� 106� 99� 105� 100₋₁� 98� 103� 85�

Malaysia� - 0.2� 1� 1� 12� 37� …� …� …� - - 103� 99� 99� 91₋₁� 88� 85� 63�

Mongolia� - ᵢ …� …� 1 ᵢ …� …� 98₋₃� 89₋₃� 63₋₃� 1� …� 104� 99 ᵢ 93� 99₋₁� …� …� …�

Myanmar� 0.1� 1� 1� 2� 24� 46� 83₋₁� 44₋₁� 17₋₁� 11� 12� 113� 98� 96� 93₋₁� 76� 61� 54�

Philippines� 1₋₁� 0.5₋₁� 0.4₋₂� 5₋₁� 7₋₁� 20₋₂� 87₋₄� 71₋₄� 67₋₄� 13₋₁� 23₋₁� 111₋₁� 95₋₁� 104₋₁� 97₋₂� 93₋₁� 86₋₁� 80₋₂�

Republic�of�Korea� 0.1₋₁� 0.1₋₁� -₋₁� 3₋₁� 6₋₁� 0.1₋₁� …� …� …� 0.2₋₁� 0.3₋₁� 97₋₁� 97₋₁� 96₋₁� 100₋₂� 94₋₁� 101₋₁� 100₋₁�

Singapore� -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ 0.1₋₁ ᵢ 0.1₋₁ ᵢ 0.1₋₁ ᵢ …� …� …� 0.3₋₁� 4₋₁� 101₋₁ ᵢ 100₋₁ ᵢ 100₋₁ ᵢ …� 100₋₁ ᵢ 107₋₁ ᵢ 100₋₁ ᵢ 
Thailand� …� 0.3� 1₋₂ ᵢ …� 11� 21₋₂ ᵢ 99₋₄� 85₋₄� 56₋₄� …� 7� 100� …� 93� 97₋₁� 89� 78� 79₋₂ ᵢ 
Timor-Leste� - - - 19� 13� 28�

Viet�Nam� 0.1₋₄ ᵢ …� …� 2₋₄ ᵢ …� …�

80₋₁� 66₋₁� 52₋₁� 26₋₁� 43₋₁�

97₋₃� 83₋₃� 55₋₃� 1₋₁� 1₋₁�

101� 81� 95₋₁� 94₋₂� 87�

108� 98₋₄ ᵢ 105₋₁� 100₋₂� …�

80₋₁� 72�

88₋₁� …�
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4.1.2  4.1.1 
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2017 

No� No� No� No� Yes� Yes� …� …� …� …� 21₋₂� 19₋₂� DZA�
M

at
h

em
at

ic
s

No� No� No� Yes� No� …� …� …� …� 95� …� …� ARM�

…� …� Yes� Yes� …� …� …� …� …� …� …� …� AZE�

Yes� Yes� Yes� Yes� Yes� Yes� …� 72₋₂� …� …� …� 75₋₂� BHR�
R

ea
d

in
g

Yes� Yes� Yes� No� Yes� Yes� …� 93₋₂� …� …� 64₋₂� …� CYP�

Yes� …� No� No� …� Yes� 5₋₄� …� …� …� …� 47₋₂� EGY�

…� Yes� …� …� Yes� Yes� …� 78₋₂� …� …� 48₋₂� 43₋₂� GEO�
M

at
h

em
at

ic
s

…� …� …� …� …� …� …� …� …� …� …� …� IRQ�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� 73₋₂� 68₋₂� ISR�

Yes� Yes� …� …� Yes� Yes� …� 50₋₂� …� …� 54₋₂� 45₋₂� JOR�
R

ea
d

in
g

…� Yes� …� …� …� Yes� …� 33₋₂� …� …� …� 45₋₂� KWT�

…� …� …� …� Yes� Yes� …� …� …� …� 30₋₂� 71₋₂� LBN�

…� …� …� …� …� …� …� …� …� …� …� …� LBY�
M

at
h

em
at

ic
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Yes� Yes� Yes� Yes� Yes� Yes� …� 41₋₂� …� …� …� 41₋₂� MAR�

…� Yes� Yes� Yes� Yes� Yes� …� 61₋₂� …� …� …� 52₋₂� OMN�

…� …� …� …� …� …� …� …� …� …� …� …� PSE�
C

O
U

N
T

R
Y

 C
O

D
E

 
…� Yes� Yes� Yes� Yes� Yes� …� 64₋₂� …� …� 48₋₂� 64₋₂� QAT�

…� Yes� Yes� Yes� …� Yes� …� 43₋₂� …� …� …� 34₋₂� SAU�

Yes� Yes� …� …� …� …� …� …� …� …� …� …� SDN�

…� …� …� …� …� …� …� …� …� …� …� …� SYR�

…� …� Yes� Yes� Yes� Yes� …� …� …� …� 28₋₂� 25₋₂� TUN�

…� …� Yes� Yes� Yes� Yes� …� …� …� 81₋₂� 60₋₂� 70₋₂� TUR�

Yes� Yes� Yes� Yes� Yes� Yes� …� 70₋₂� …� …� 60₋₂� 74₋₂� ARE�

…� …� …� …� …� …� …� …� …� …� …� …� YEM�

Yes� Yes� Yes� Yes� No� No� …� …� …� …� …� …� AFG�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� BGD�

Yes� Yes� …� …� Yes� Yes� …� …� …� …� 33₋₂� 51₋₄� BTN�

Yes� Yes� Yes� Yes� Yes� Yes� 25₋₁� 28₋₁� …� …� …� …� IND�

…� Yes� …� …� …� Yes� …� 65₋₂� …� …� …� 63₋₂� IRN�

…� …� Yes� Yes� Yes� Yes� …� …� …� 96₋₂� 59₋₂� 91₋₂� KAZ�

…� …� Yes� Yes� …� …� …� …� 36₋₃� 35₋₃� …� …� KGZ�

…� …� Yes� Yes� …� …� …� …� …� …� …� …� MDV�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� NPL�

Yes� Yes� Yes� Yes� Yes� Yes� 17₋₁� 14₋₁� 52₋₁� 48₋₁� 73₋₃� 68₋₃� PAK�

Yes� Yes� …� …� Yes� Yes� …� …� …� …� …� …� LKA�

…� …� Yes� Yes� …� …� …� …� …� …� …� …� TJK�

…� …� …� …� …� …� …� …� …� …� …� …� TKM�

…� …� Yes� Yes� …� …� …� …� …� …� …� …� UZB�

Yes� Yes� …� …� …� …� …� …� …� …� …� …� BRN�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� 38� 17� KHM�

Yes� Yes� …� …� Yes� Yes� 82₋₁� 85₋₂� …� …� 80₋₁� 79₋₂� CHN�

Yes� Yes� …� …� …� …� 94� 83� …� …� …� …� PRK�

…� Yes� …� …� Yes� Yes� …� 100₋₂� …� …� 91₋₂� 91₋₂� HKG�

Yes� Yes� …� …� Yes� Yes� …� 49₋₂� …� …� 45₋₂� 31₋₂� IDN�

…� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� JPN�

Yes� Yes� Yes� Yes� …� …� 83₋₃� 46₋₃� …� …� …� …� LAO�

…� …� …� …� Yes� Yes� …� …� …� …� 88₋₂� 93₋₂� MAC�

Yes� Yes� Yes� Yes� Yes� Yes� 86� 71� 88� 47� 73� 42� MYS�

…� …� Yes� Yes� …� …� …� …� …� …� …� …� MNG�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� MMR�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� PHL�

…� Yes� Yes� Yes� Yes� Yes� …� 100₋₂� …� …� 86₋₂� 85₋₂� KOR�

…� Yes� Yes� Yes� Yes� Yes� …� 99₋₂� …� …� 89₋₂� 99₋₂� SGP�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� 50₋₂� 46₋₂� THA�

…� …� …� …� …� …� …� …� …� …� …� …� TLS�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� 86₋₂� 81₋₂� VNM�
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SDG indicator: 4.1.5 4.1.4 4.1.6 4.1.3 4.1.3 

Reference year: 2017 2017 

Oceania 

Australia� 0.1₋₁� -₋₁� -₋₁� 3₋₁� 1₋₁� 1₋₁� …� …� …� 0.2₋₁� 2₋₁� 101₋₁� 97₋₁� …� …� 99₋₁� …� 99₋₁�

Cook�Islands� -₋₂ ᵢ -₋₁ ᵢ -₋₁ ᵢ 4₋₂ ᵢ 0.3₋₁ ᵢ 34₋₁ ᵢ …� …� …� 0.3₋₁� 0.2₋₁� 108₋₁ ᵢ 96₋₂ ᵢ 109₋₁ ᵢ 100₋₂� 100₋₁ ᵢ 94₋₁ ᵢ 66₋₁ ᵢ 
Fiji� -₋₁� …� …� 0.1₋₁� …� …� …� …� …� 2₋₁� 4₋₁� 105₋₁� 100₋₁� 103₋₁� 98₋₂� …� 97₋₁� …�

Kiribati� - …� …� 3� …� …� …� …� …� 2� 10� 100� 97� 100₋₁� 96₋₂� …� 93₋₁� …�

Marshall�Islands� -₋₁� -₋₁ ᵢ -₋₁ ᵢ 21₋₁� 23₋₁ ᵢ 34₋₁ ᵢ …� …� …� 11₋₁� 23₋₁� 89₋₁� 79₋₁� 77₋₁� …� 77₋₁ ᵢ …� 66₋₁ ᵢ 
Micronesia,�F.�S.� -₋₂� -₋₃� …� 16₋₂� 18₋₃� …� …� …� …� -₋₂� -₋₂� 96₋₂� 84₋₂� …� …� 82₋₃� …� …�

Nauru� -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ 16₋₁ ᵢ 18₋₁ ᵢ 58₋₁ ᵢ …� …� …� 0.3₋₁� -₋₁� 107₋₁ ᵢ 84₋₁ ᵢ 120₋₁ ᵢ …� 82₋₁ ᵢ …� 42₋₁ ᵢ 
New�Zealand� -₋₁� -₋₁� -₋₁� 1₋₁� 2₋₁� 4₋₁� …� …� …� 0.2₋₁� 0.3₋₁� 99₋₁� 99₋₁� …� …� 98₋₁� …� 96₋₁�

Niue� …� …� …� …� …� …� …� …� …� -₋₁� 2₋₂� 129₋₁ ᵢ …� 112₋₁ ᵢ 77₋₃� …� 112₋₂ ᵢ …�

Palau� -₋₃ ᵢ …� -₋₄ ᵢ 1₋₃ ᵢ …� 2₋₄ ᵢ …� …� …� 14₋₃� 15₋₃� 115₋₃ ᵢ 99₋₃ ᵢ 96₋₃ ᵢ 97₋₄� …� 105₋₃ ᵢ 98₋₄ ᵢ 
Papua�New�Guinea� 0.3₋₁� -₋₁� 0.3₋₁� 22₋₁� 12₋₁� 44₋₁� …� …� …� 47₋₁� 50₋₁� 112₋₁� 78₋₁� 79₋₁� …� 88₋₁� 64₋₁� 56₋₁�

Samoa� - -₋₁� -₋₁� 4� 2₋₁� 19₋₁� …� …� …� 7� 9� 109� 96� 101� 97₋₁� 98₋₁� 100� 81₋₁�

Solomon�Is� - …� …� 30� …� …� …� …� …� 74� 74� 114� 70� 87� 91₋₁� …� 71� …�

Tokelau� -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ 8₋₁ ᵢ 1₋₁ ᵢ 70₋₁ ᵢ …� …� …� 2₋₁� 12₋₁� 102₋₁ ᵢ 92₋₁ ᵢ …� …� 99₋₁ ᵢ …� 30₋₁ ᵢ 
Tonga� -₋₂� -₋₂� -₋₂� 0.1₋₂� 11₋₂� 43₋₂� …� …� …� 0.2₋₂� 2₋₂� 107₋₂� 100₋₂� 111₋₄� …� 89₋₂� …� 57₋₂�

Tuvalu� -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ 3₋₁ ᵢ 11₋₁ ᵢ 53₋₁ ᵢ …� …� …� 0.2₋₁� 1₋₁� 107₋₁ ᵢ 97₋₁ ᵢ 104₋₁ ᵢ 94₋₂� 89₋₁ ᵢ 75₋₁ ᵢ 47₋₁ ᵢ 
Vanuatu� -₋₂� -₋₂� -₋₂� 13₋₂� 1₋₂� 44₋₂� …� …� …� …� 47₋₄� 120₋₂� 87₋₂� 94₋₄� …� 99₋₂� 53₋₄� 56₋₂�

Latin America and the Caribbean 

…� …� …� …� …� …� …�Anguilla� …� …� …� …� …� …� …� …� …� …� …�

Antigua�and�Barbuda� -₋₂� -₋₂� -₋₂� 19₋₂� 14₋₂� 30₋₂� …� …� …� 4₋₂� 18₋₂� 88₋₂� 81₋₂� 77₋₂� …� 86₋₂� 83₋₂� 70₋₂�

Argentina� -₋₁� -₋₁ ᵢ 0.2₋₁ ᵢ 1₋₁� 1₋₁ ᵢ 9₋₁ ᵢ …� …� …� 3₋₁� 14₋₁� 109₋₁� 99₋₁� 102₋₁� 99₋₂� 99₋₁ ᵢ 88₋₁� 91₋₁ ᵢ 
Aruba� -₋₃ ᵢ …� …� 1₋₃ ᵢ …� …� …� …� …� 9₋₃� 31₋₃� 117₋₃� 99₋₃ ᵢ 101₋₃� …� …� 99₋₃� …�

Bahamas� -₋₁� -₋₁� -₋₁� 12₋₁� 8₋₁� 13₋₁� …� …� …� 5₋₁� …� 95₋₁� 88₋₁� 99₋₁� …� 92₋₁� …� 87₋₁�

Barbados� - - - 10� 2� 4� …� …� …� 0.1� 2� 92� 90� …� …� 98� …� 96�

Belize� - - - 1� 11� 36� 96₋₁� 61₋₁� 49₋₁� 8� 16� 113� 99� 103� 95₋₁� 89� 67� 64�

Bolivia,�P.�S.� 0.1� 0.1� 0.2� 7� 13� 18� 96₋₄� 92₋₄� 80₋₄� 5� 14� 99� 93� 93� 97₋₁� 87� 84� 82�

Brazil� 0.4₋₁ ᵢ 0.5₋₁ ᵢ 2₋₁ ᵢ 3₋₁ ᵢ 4₋₁ ᵢ 17₋₁ ᵢ 85₋₂� 82₋₂� 63₋₂� 8₋₁� 18₋₁� 114₋₁ ᵢ 97₋₁ ᵢ …� …� 96₋₁ ᵢ …� 83₋₁ ᵢ 
British�Virgin�Islands� …� …� …� …� …� …� …� …� …� 4� 18� 96₋₁ ᵢ …� 81₋₁ ᵢ 98₋₂� …� 110₋₁ ᵢ …�

Cayman�Islands� …� …� …� …� …� …� …� …� …� 0.2₊₁� 0.4₊₁� …� …� …� …� …� …� …�

Chile� 0.1₋₁� -₋₁� 0.1₋₁� 7₋₁� 7₋₁� 7₋₁� 99₋₂� 98₋₂� 87₋₂� 5₋₁� 9₋₁� 100₋₁� 93₋₁� 93₋₁� 98₋₂� 93₋₁� 92₋₁� 93₋₁�

Colombia� 0.2� 0.2� 0.3� 6� 6� 16� 92₋₂� 76₋₂� 73₋₂� 14� 22� 113� 94� 105� 98₋₃� 94� 76� 84�

Costa�Rica� -₋₁� -₋₁� -₋₁� 3₋₁� 5₋₁� 11₋₁� 95₋₃� 67₋₃� 55₋₃� 6₋₁� 25₋₁� 110₋₁� 97₋₁� 96₋₁� 85₋₂� 95₋₁� 57₋₁� 89₋₁�

Cuba� - - 0.1� 3� 0.2� 19� 100₋₃� 98₋₃� 86₋₃� 0.4� 1� 102� 97� 92� 99₋₁� 100� 96� 81�

Curaçao� …� …� …� …� …� …� …� …� …� …� …� 173₋₄� …� …� …� …� …� …�

Dominica� -₋₁� -₋₂� -₋₁� 2₋₁� 1₋₂� 10₋₁� …� …� …� 5₋₁� 14₋₁� 112₋₁� 98₋₁� 118₋₁� 96₋₃� 99₋₂� 97₋₂� 90₋₁�

Dominican�Republic� 0.2₋₁� -₋₁� 0.2₋₁� 12₋₁� 8₋₁� 24₋₁� 89₋₄� 82₋₄� 55₋₄� 17₋₁� 22₋₁� 102₋₁� 88₋₁� 93₋₁� 93₋₂� 92₋₁� 77₋₁� 76₋₁�

Ecuador� - - 0.2� 2� 1� 17� 97₋₄� 86₋₄� 66₋₄� 4� 9� 104� 98� 105� 99₋₁� 99� 104� 83�

El�Salvador� 0.1� 0.1� 0.1� 19� 17� 37� 88₋₃� 72₋₃� 54₋₃� 15� 20� 97� 81� 91� 92₋₁� 83� 78� 63�

Grenada� -₋₁� - - 3₋₁� 14� 14� …� …� …� 2� 8� 102� 97₋₁� 106� 88₋₁� 86� 90� 86�

Guatemala� 0.3₋₁� 0.4₋₁� 0.4₋₁� 13₋₁� 31₋₁� 52₋₁� 78₋₂� 48₋₂� 35₋₂� 17₋₁� 27₋₁� 101₋₁� 87₋₁� 79₋₁� 89₋₂� 69₋₁� 63₋₁� 48₋₁�

Guyana� …� …� …� …� …� …� 98₋₃� 84₋₃� 56₋₃� …� …� …� …� …� …� …� …� …�

Haiti� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Honduras� 0.2� 0.2� 0.3� 16� 36� 51� 83₋₄� 52₋₄� 42₋₄� 12� 33₋₂� 95� 84� 85� 71₋₂� 64� 47₋₁� 49�

Jamaica� …� - - …� 19� 22� …� …� …� 1� 4� …� …� …� 95₋₁� 81� 86� 78�

Mexico� 0.1₋₁� 0.5₋₁� 2₋₁� 1₋₁� 7₋₁� 32₋₁� 96₋₁� 88₋₁� 53₋₁� 2₋₁� 3₋₁� 104₋₁� 99₋₁� 101₋₁� 96₋₂� 93₋₁� 92₋₁� 68₋₁�

Montserrat� …� …� …� …� …� …� …� …� …� - 1� …� …� …� …� …� …� …�

Nicaragua� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Panama� 0.1₋₂� -₋₂� 0.1₋₂� 12₋₂� 10₋₂� 33₋₂� 94₋₃� 78₋₃� 59₋₃� 10₋₂� …� 93₋₁� 88₋₂� 97₋₃� 100₋₄� 90₋₂� …� 67₋₂�

Paraguay� 0.2₋₁� 0.1₋₁� 0.1₋₁� 21₋₁� 17₋₁� 31₋₁� 88₋₁� 78₋₁� 59₋₁� 14₋₁� 14₋₁� 91₋₁� 79₋₁� 89₋₁� …� 83₋₁� 64₋₁� 69₋₁�

Peru� - …� …� 1� …� …� 96₋₃� 87₋₃� 82₋₃� 5� 8� 102� 99� 95� 94₋₁� 96� 87� 74�

Saint�Kitts�and�Nevis� …� …� …� …� …� …� …� …� …� 1₋₁� 2₋₁� …� …� …� 99₋₂� …� …� …�

Saint�Lucia� …� - - …� 12� 21� …� …� …� 1� 2� …� …� …� 97₋₁� 88� 90� 79�

Saint�Vincent/Grenadines� - - - 2� 2� 12� …� …� …� 1� 15� 103� 98� 90� 95₋₁� 98� 102� 88�

Sint�Maarten� …� …� …� …� …� …� …� …� …� 15₋₃� 18₋₃� …� …� …� …� …� …� …�

Suriname� - -₋₂� -₋₂� 2� 13₋₂� 38₋₂� …� …� …� 18� 36� 131� 98� 100� 65₋₁� 87₋₂� 48� 62₋₂�

Trinidad�and�Tobago� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Turks�and�Caicos�Islands� …� …� …� …� …� …� …� …� …� 1₋₂� 3₋₂� …� …� …� …� …� …� …�

Uruguay� -₋₁� -₋₁� -₋₁� 2₋₁� 1₋₁� 20₋₁�

Venezuela,�B.�R.� 0.5� 0.3� 0.3� 14� 18� 28�

97₋₃� 69₋₃� 40₋₃� 4₋₁� 13₋₁�

95₋₄� 79₋₄� 71₋₄� 8� 12�

105₋₁� 98₋₁� 102₋₁� …� 99₋₁�

93� 86� 89� 99₋₁� 82�

…� 80₋₁�

72� 72�
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2017 

Yes� Yes� Yes� Yes� Yes� Yes� 95� 96� 94� 95� 82₋₂� 78₋₂� AUS�
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Yes� Yes� Yes� Yes� No� No� …� …� …� …� …� …� COK�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� FJI�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� KIR�
R
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g

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� MHL�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� FSM�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� NRU�
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Yes� Yes� No� No� Yes� Yes� 76₋₂� 84₋₂� …� …� 83₋₂� 78₋₂� NZL�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� NIU�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� PLW�
R
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d
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g

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� PNG�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� WSM�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� SLB�
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Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� TKL�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� TON�

Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� TUV�
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Yes� Yes� Yes� Yes� …� …� …� …� …� …� …� …� VUT�

Yes� Yes� Yes� Yes� No� No� 59₋₂� 38₋₂� 76₋₂� 67₋₂� …� …� AIA�

Yes� Yes� Yes� Yes� No� No� 38₋₂� 46₋₂� 50₋₂� 78₋₂� …� …� ATG�

Yes� Yes� Yes� Yes� Yes� Yes� 62₋₁� 63₋₁� 67₋₁� 59₋₁� 62₋₁� 38₋₁� ARG�

No� No� No� No� No� No� …� …� …� …� …� …� ABW�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� BHS�

Yes� Yes� Yes� Yes� No� No� …� …� 87₋₁� 60₋₁� …� …� BRB�

No� No� Yes� Yes� No� No� …� …� …� …� …� …� BLZ�

No� No� No� No� No� No� …� …� …� …� …� …� BOL�

Yes� Yes� Yes� Yes� Yes� Yes� 78₋₁� 77₋₁� 97₋₂� 100₋₂� 49₋₂� 30₋₂� BRA�

…� …� …� …� …� …� …� …� …� …� …� …� VGB�

No� No� Yes� Yes� No� No� …� …� 59₋₁� 52₋₁� …� …� CYM�

Yes� Yes� Yes� Yes� Yes� Yes� 70� 63� 94₋₄� 98₋₄� 72₋₂� 63₋₂� CHL�

Yes� Yes� Yes� Yes� Yes� Yes� 82� 82� 87� 57� 89� 79� COL�

Yes� Yes� Yes� Yes� Yes� Yes� 89₋₄� 84₋₄� 94₋₄� 95₋₄� 60₋₂� 38₋₂� CRI�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� CUB�

…� …� …� …� …� …� …� …� …� …� …� …� CUW�

Yes� Yes� Yes� Yes� Yes� Yes� 81₋₂� 50₋₂� …� …� …� …� DMA�

Yes� Yes� Yes� Yes� Yes� Yes� 46₋₄� 28₋₄� 65₋₄� 63₋₄� 28₋₂� 9₋₂� DOM�

Yes� Yes� Yes� Yes� Yes� Yes� 75₋₁� 78₋₁� 68₋₁� 64₋₁� 72₋₁� 43₋₁� ECU�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� SLV�

Yes� Yes� Yes� Yes� No� No� 54₋₂� 43₋₂� 66₋₂� 57₋₂� …� …� GRD�

Yes� Yes� Yes� Yes� Yes� Yes� 50₋₃� 40₋₃� 40₋₃� 44₋₃� 15₋₄� 18₋₄� GTM�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� GUY�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� HTI�

Yes� Yes� Yes� Yes� Yes� Yes� 93₋₁� 92₋₁� 84₋₁� 77₋₁� 89₋₁� 61₋₁� HND�

Yes� Yes� Yes� Yes� Yes� Yes� 86₋₃� 14₋₂� …� …� 64₋₁� 77₋₁� JAM�

Yes� Yes� Yes� Yes� Yes� Yes� 78₋₄� 78₋₄� 50₋₂� 40₋₂� 66� 35� MEX�

Yes� Yes� Yes� Yes� …� …� 57₋₂� 54₋₂� 70₋₂� 81₋₂� …� …� MSR�

Yes� Yes� Yes� Yes� Yes� Yes� 63₋₄� 45₋₄� 76₋₄� 77₋₄� …� …� NIC�

Yes� Yes� Yes� Yes� Yes� Yes� 68₋₄� 54₋₄� 77₋₄� 74₋₄� …� …� PAN�

Yes� Yes� Yes� Yes� Yes� Yes� 71₋₂� 72₋₂� 69₋₂� 69₋₂� 68₋₂� 68₋₂� PRY�

Yes� Yes� Yes� Yes� Yes� Yes� 94₋₁� 71₋₁� 82₋₄� 88₋₄� 42₋₁� 28₋₁� PER�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� KNA�

Yes� Yes� Yes� Yes� …� …� 68₋₂� 62₋₂� 62₋₂� 46₋₂� …� …� LCA�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� VCT�

…� …� …� …� …� …� …� …� …� …� …� …� SXM�

…� …� …� …� …� …� …� …� …� …� …� …� SUR�

…� Yes� Yes� Yes� Yes� Yes� …� …� 76� 63� 58₋₂� 48₋₂� TTO�

No� No� Yes� Yes� No� No� …� …� 70₋₂� …� …� …� TCA�

Yes� Yes� Yes� Yes� Yes� Yes� 81₋₄� 75₋₄� 90₋₄� 94₋₄� 61₋₂� 48₋₂� URY�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� …� …� VEN�
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SDG indicator: 4.1.5 4.1.4 4.1.6 4.1.3 4.1.3 

Reference year: 2017 2017 

Europe and Northern America 

Albania� - - - 3� 1� 17� …� …� …� 2� 3� 110� 97� 107� 98₋₁� 99� 91� 83�

Andorra� …� …� …� …� …� …� …� …� …� 2� 8� …� …� …� …� …� …� …�

Austria� …� -₋₁� -₋₁� …� 0.3₋₁� 8₋₁� …� 99₋₃� 88₋₃� …� 7₋₁� 102₋₁� …� 100₋₁� 100₋₂� 100₋₁� 97₋₁� 92₋₁�

Belarus� - - - 4� 1� 1� …� …� …� 1� 1� 102� 96� 101� 98₋₁� 99� 103� 99�

Belgium� -₋₁� -₋₁� -₋₁� 1₋₁� 3₋₁� 1₋₁� …� 92₋₃� 86₋₃� 1₋₁� 7₋₁� 103₋₁� 99₋₁� …� …� 97₋₁� 94₋₁� 99₋₁�

Bermuda� …� …� …� …� …� …� …� …� …� -₋₂� -₋₂� 90₋₂� …� 81₋₂� 51₋₃� …� 80₋₂� …�

Bosnia�and�Herzegovina� …� …� …� …� …� …� …� …� …� 1� 1� …� …� …� 99₋₁� …� …� …�

Bulgaria� -₋₁� -₋₁� -₋₁� 7₋₁� 7₋₁� 10₋₁� …� 93₋₃� 80₋₃� 1₋₁� 6₋₁� 95₋₁� 93₋₁� 95₋₁� 99₋₂� 93₋₁� 48₋₁� 90₋₁�

Canada� -₋₁� -₋₂� 0.1₋₁ ᵢ -₋₁� 0.1₋₂� 8₋₁ ᵢ …� …� …� …� …� 101₋₁� 100₋₁� …� …� 100₋₂� …� 92₋₁ ᵢ 
Croatia� -₋₁� -₋₁� -₋₁� 2₋₁� 1₋₁� 14₋₁� …� 99₋₃� 95₋₃� 0.3₋₁� 2₋₁� 95₋₁� 98₋₁� 98₋₁� 99₋₂� 99₋₁� 92₋₁� 86₋₁�

Czechia� …� -₋₁� -₋₁� …� 0.1₋₁� 2₋₁� …� 99₋₃� 94₋₃� …� 5₋₁� 100₋₁� …� 97₋₁� 100₋₂� 100₋₁� 97₋₁� 98₋₁�

Denmark� -₋₁� -₋₁� -₋₁� 1₋₁� 1₋₁� 12₋₁� …� 99₋₃� 82₋₃� 0.3₋₁� 1₋₁� 102₋₁� 99₋₁� 104₋₁� 100₋₂� 99₋₁� 99₋₁� 88₋₁�

Estonia� -₋₁� -₋₁� -₋₁� 6₋₁� 0.5₋₁� 4₋₁� …� 98₋₃� 83₋₃� 1₋₁� 4₋₁� 97₋₁� 94₋₁� 96₋₁� 100₋₂� 100₋₁� 108₋₁� 96₋₁�

Finland� -₋₁� -₋₁� -₋₁� 1₋₁� 1₋₁� 4₋₁� …� 100₋₃� 89₋₃� …� …� 100₋₁� 99₋₁� 101₋₁� 100₋₂� 99₋₁� 100₋₁� 96₋₁�

France� -₋₁ ᵢ 0.1₋₁ ᵢ 0.1₋₁ ᵢ 1₋₁ ᵢ 2₋₁ ᵢ 6₋₁ ᵢ …� 99₋₃� 86₋₃� …� 1₋₁� 102₋₁ ᵢ 99₋₁ ᵢ …� …� 98₋₁ ᵢ 98₋₁ ᵢ 94₋₁ ᵢ 
Germany� -₋₁ ᵢ …� …� 0.2₋₁ ᵢ …� …� …� 92₋₃� 80₋₃� …� …� 103₋₁� 100₋₁ ᵢ 99₋₁� 100₋₂� …� 58₋₁� …�

Greece� -₋₁� -₋₁� -₋₁� 7₋₁� 7₋₁� 10₋₁� …� 99₋₃� 93₋₃� 1₋₁� 4₋₁� 94₋₁� 93₋₁� 94₋₁� 97₋₂� 93₋₁� 90₋₁� 90₋₁�

Hungary� -₋₁� -₋₁� -₋₁� 3₋₁� 4₋₁� 12₋₁� …� 99₋₃� 86₋₃� 1₋₁� 3₋₁� 102₋₁� 97₋₁� 99₋₁� 100₋₂� 96₋₁� 93₋₁� 88₋₁�

Iceland� -₋₁� -₋₁� -₋₁� 0.5₋₁� 0.1₋₁� 16₋₁� …� 100₋₃� 70₋₃� -₋₁� -₋₁� 100₋₁� 100₋₁� …� …� 100₋₁� …� 84₋₁�

Ireland� -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ 0.4₋₁ ᵢ 0.5₋₁ ᵢ …� 97₋₃� 94₋₃� -₋₁� 0.2₋₁� 101₋₁ ᵢ 100₋₁ ᵢ …� …� 100₋₁ ᵢ 99₋₁ ᵢ 100₋₁ ᵢ 
Italy� -₋₁� -₋₁� 0.1₋₁� 1₋₁� 0.3₋₁� 5₋₁� …� 99₋₃� 83₋₃� 0.4₋₁� 2₋₁� 100₋₁� 99₋₁� 99₋₁� 100₋₂� 100₋₁� 100₋₁� 95₋₁�

Latvia� -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ 3₋₁ ᵢ 2₋₁ ᵢ 4₋₁ ᵢ …� 99₋₃� 84₋₃� 1₋₁� 4₋₁� 99₋₁ ᵢ 97₋₁ ᵢ 98₋₁ ᵢ 99₋₂� 98₋₁ ᵢ 96₋₁ ᵢ 96₋₁ ᵢ 
Liechtenstein� -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ 1₋₁ ᵢ 5₋₁ ᵢ 13₋₁ ᵢ …� …� …� 0.1₋₁� 1₋₁� 105₋₁ ᵢ 99₋₁ ᵢ 100₋₁ ᵢ 93₋₂� 95₋₁ ᵢ 86₋₁ ᵢ 87₋₁ ᵢ 
Lithuania� -₋₁ ᵢ -₋₁ ᵢ -₋₁ ᵢ 0.3₋₁ ᵢ 0.1₋₁ ᵢ 4₋₁ ᵢ …� 98₋₃� 89₋₃� 0.4₋₁� 3₋₁� 103₋₁ ᵢ 100₋₁ ᵢ 102₋₁ ᵢ 100₋₂� 100₋₁ ᵢ 101₋₁ ᵢ 96₋₁ ᵢ 
Luxembourg� -₋₁� -₋₁� -₋₁� 1₋₁� 5₋₁� 18₋₁� …� 90₋₃� 69₋₃� 2₋₁� 8₋₁� 101₋₁� 99₋₁� 79₋₁� …� 95₋₁� 99₋₁� 82₋₁�

Malta� -₋₁� -₋₁� -₋₁� 2₋₁� 1₋₁� 13₋₁� …� …� …� 0.2₋₁� 1₋₁� 105₋₁� 98₋₁� 102₋₁� 99₋₂� 99₋₁� 100₋₁� 87₋₁�

Monaco� …� …� …� …� …� …� …� …� …� 0.4� 1� …� …� …� …� …� …� …�

Montenegro� - - - 4� 4� 14� 100₋₄� 99₋₄� 84₋₄� 2� 1� 98� 96� 90� 100₋₁� 96� 99� 86�

Netherlands� …� -₋₁� -₋₁� …� 1₋₁� 0.1₋₁� …� 94₋₃� 79₋₃� …� …� 103₋₁� …� …� …� 99₋₁� …� 100₋₁�

Norway� -₋₁� -₋₁� -₋₁� 0.2₋₁� 0.5₋₁� 8₋₁� …� 99₋₃� 78₋₃� -₋₁� -₋₁� 100₋₁� 100₋₁� 101₋₁� 100₋₂� 100₋₁� 101₋₁� 92₋₁�

Poland� 0.1₋₁� 0.1₋₁� 0.1₋₁� 4₋₁� 5₋₁� 8₋₁� …� 98₋₃� 92₋₃� …� …� 110₋₁� 96₋₁� 100₋₁� 100₋₂� 95₋₁� 95₋₁� 92₋₁�

Portugal� -₋₁� -₋₁� -₋₁� 4₋₁� 1₋₁� 2₋₁� …� 94₋₃� 65₋₃� …� …� 105₋₁� 96₋₁� …� …� 99₋₁� …� 98₋₁�

Republic�of�Moldova� - ᵢ - ᵢ - ᵢ 10 ᵢ 15 ᵢ 35 ᵢ …� …� …� 0.4� 1� 91 ᵢ 90 ᵢ 90 ᵢ 98₋₁� 85 ᵢ 82 ᵢ 65 ᵢ 
Romania� 0.1₋₁� 0.1₋₁ ᵢ 0.2₋₁� 10₋₁� 9₋₁ ᵢ 23₋₁� …� 96₋₃� 81₋₃� …� 4₋₁� 89₋₁� 90₋₁� 92₋₁� 100₋₂� 91₋₁ ᵢ 86₋₁� 77₋₁�

Russian�Federation� 0.1₋₁ ᵢ 0.1₋₁ ᵢ 0.3₋₃ ᵢ 2₋₁ ᵢ 1₋₁ ᵢ 10₋₃ ᵢ 100₋₄� 99₋₄� 87₋₄� …� …� 102₋₁� 98₋₁ ᵢ 98₋₁� 100₋₂� 99₋₁ ᵢ 99₋₁� 90₋₃ ᵢ 
San�Marino� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Serbia� - ᵢ - ᵢ - ᵢ 1 ᵢ 2 ᵢ 11 ᵢ 99₋₃� 98₋₃� 76₋₃� 1� 1� 100 ᵢ 99 ᵢ 99 ᵢ 100₋₁� 98 ᵢ 95 ᵢ 89 ᵢ 
Slovakia� …� -₋₁� -₋₁� …� 5₋₁� 10₋₁� …� 100₋₃� 92₋₃� …� …� 98₋₁� …� 93₋₁� 99₋₃� 95₋₁� 87₋₂� 90₋₁�

Slovenia� -₋₁� -₋₁� -₋₁� 2₋₁� 2₋₁� 5₋₁� …� 100₋₃� 93₋₃� 1₋₁� 1₋₁� 99₋₁� 98₋₁� 97₋₁� 99₋₂� 98₋₁� 96₋₁� 95₋₁�

Spain� -₋₁� -₋₁� -₋₁� 1₋₁� 0.4₋₁� 1₋₁� …� 93₋₃� 67₋₃� 0.2₋₁� 9₋₁� 104₋₁� 99₋₁� 97₋₁� 99₋₂� 100₋₁� 92₋₁� 99₋₁�

Sweden� -₋₁� -₋₂� -₋₁� 0.4₋₁� 0.2₋₂� 1₋₁� …� 100₋₃� 93₋₃� 0.1₋₁� 0.3₋₁� 125₋₁� 100₋₁� 105₋₁� 100₋₂� 100₋₂� 108₋₁� 99₋₁�

Switzerland� -₋₁� -₋₁� 0.1₋₁� 0.2₋₁� 0.4₋₁� 18₋₁� …� 99₋₃� 79₋₃� 0.2₋₁� 1₋₁� 104₋₁� 100₋₁� 97₋₁� 100₋₂� 100₋₁� 98₋₁� 82₋₁�

TFYR�Macedonia� -₋₂� …� …� 8₋₂� …� …� …� …� …� 0.5₋₂� …� 94₋₂� 92₋₂� 91₋₂� 100₋₃ ᵢ …� 88₋₂ ᵢ …�

Ukraine� 0.1₋₃� 0.1₋₃ ᵢ -₋₃ ᵢ 7₋₃� 3₋₃ ᵢ 5₋₃ ᵢ 100₋₄� 99₋₄� 95₋₄� 1� 1� 100₋₃� 93₋₃� 103₋₃� 100₋₁� 97₋₃ ᵢ 95₋₃� 95₋₃ ᵢ 
United�Kingdom� -₋₁� -₋₁� 0.1₋₁� 0.2₋₁� 0.1₋₁� 2₋₁�

United�States� 1₋₁ ᵢ 0.3₋₃ ᵢ 1₋₃ ᵢ 4₋₁ ᵢ 2₋₃ ᵢ 7₋₃ ᵢ 
…� 100₋₃� 83₋₃� -₋₁� -₋₁� 101₋₁� 100₋₁� 101₋₁� …� 100₋₁�

99₋₄� 99₋₄� 92₋₄� 3₋₁� 4₋₁� 101₋₁ ᵢ 96₋₁ ᵢ …� …� 99₋₁ ᵢ 
…� 98₋₁�

…� 95₋₁ ᵢ 

296 ANNEX �|�STATISTICAL�TABLES�–�TABLE�2�
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 Administration of nationally representative  Achieving minimum proficiency   
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4.1.2  4.1.1 
R

ea
d

in
g

2017 

Yes� Yes� Yes� Yes� Yes� Yes� 86₋₃� …� 95₋₁� 97₋₁� 25₋₂� 23₋₂� ALB�
M

at
h

em
at

ic
s

No� No� No� No� No� No� …� …� …� …� …� …� AND�

…� …� Yes� Yes� Yes� Yes� …� …� …� …� 77₋₂� 78₋₂� AUT�
R

ea
d

in
g

…� …� Yes� Yes� Yes� …� …� …� …� …� …� …� BLR�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� 80₋₂� 80₋₂� BEL�

No� No� Yes� Yes� Yes� Yes� …� …� …� …� …� …� BMU�
M

at
h

em
at

ic
s

…� …� …� …� …� …� …� …� …� …� …� …� BIH�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� 92₋₂� 59₋₂� 58₋₂� BGR�

…� Yes� …� …� Yes� Yes� …� …� …� …� 89₋₂� 86₋₂� CAN�
R

ea
d

in
g

…� …� Yes� Yes� Yes� Yes� …� …� …� 93₋₂� 80₋₂� 68₋₂� HRV�

…� Yes� …� …� Yes� Yes� …� 96₋₂� …� …� 78₋₂� 78₋₂� CZE�

Yes� Yes� Yes� Yes� Yes� Yes� …� 96₋₂� …� …� 85₋₂� 86₋₂� DNK�
M

at
h

em
at

ic
s 

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� 89₋₂� 89₋₂� EST�

Yes� Yes� Yes� Yes� Yes� Yes� …� 97₋₂� …� …� 89₋₂� 86₋₂� FIN�

Yes� Yes� Yes� Yes� Yes� Yes� …� 87₋₂� …� …� 79₋₂� 77₋₂� FRA�
C

O
U

N
T

R
Y

 C
O

D
E

 
Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� 96₋₂� 84₋₂� 83₋₂� DEU�

…� …� …� …� Yes� Yes� …� …� …� …� 73₋₂� 64₋₂� GRC�

…� …� Yes� Yes� Yes� Yes� …� …� …� 92₋₂� 73₋₂� 88₋₂� HUN�

…� …� Yes� Yes� Yes� Yes� …� …� …� …� 78₋₂� 76₋₂� ISL�

Yes� Yes� Yes� Yes� Yes� Yes� …� 97₋₁� …� …� 90₋₂� 94₋₁� IRL�

Yes� Yes� Yes� Yes� Yes� Yes� …� 93₋₂� …� …� 79₋₂� 89₋₂� ITA�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� 82₋₂� 79₋₂� LVA�

…� …� …� …� Yes� Yes� …� …� …� …� …� …� LIE�

…� …� Yes� Yes� Yes� Yes� …� …� 92� 99� 75₋₂� 75₋₂� LTU�

Yes� Yes� …� …� Yes� Yes� …� …� …� …� 74₋₂� 74₋₂� LUX�

Yes� Yes� …� …� Yes� Yes� …� …� …� …� 64₋₂� 84₋₁� MLT�

…� …� …� …� …� …� …� …� …� …� …� …� MCO�

Yes� Yes� …� …� Yes� Yes� …� …� …� …� 58₋₂� 48₋₂� MNE�

Yes� Yes� Yes� Yes� Yes� Yes� …� 99₋₂� …� …� 82₋₂� 83₋₂� NLD�

Yes� Yes� Yes� Yes� Yes� Yes� …� 98₋₂� …� …� 85₋₂� 83₋₂� NOR�

…� Yes� Yes� Yes� Yes� Yes� …� 96₋₂� …� …� 86₋₂� 83₋₂� POL�

…� Yes� Yes� Yes� Yes� Yes� …� 97₋₂� …� …� 83₋₂� 76₋₂� PRT�

…� …� …� …� Yes� Yes� …� …� …� …� 54₋₂� 50₋₂� MDA�

…� …� …� …� Yes� Yes� …� …� …� …� 61₋₂� 60₋₂� ROU�

…� …� Yes� Yes� Yes� Yes� …� …� …� 98₋₂� 84₋₂� 81₋₂� RUS�

…� …� …� …� …� …� …� …� …� …� …� …� SMR�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� 91₋₂� …� …� SRB�

…� …� Yes� Yes� Yes� Yes� …� …� …� 88₋₂� 68₋₂� 72₋₂� SVK�

Yes� Yes� Yes� Yes� Yes� Yes� …� 95₋₂� …� …� 85₋₂� 84₋₂� SVN�

…� Yes� Yes� Yes� Yes� Yes� …� 93₋₂� …� …� 84₋₂� 78₋₂� ESP�

Yes� Yes� Yes� Yes� Yes� Yes� …� 95₋₂� …� …� 82₋₂� 79₋₂� SWE�

…� …� …� …� Yes� Yes� …� …� …� …� 80₋₂� 84₋₂� CHE�

…� …� …� …� Yes� Yes� …� …� …� …� 29₋₂� 30₋₂� MKD�

…� …� …� …� …� …� …� …� …� …� …� …� UKR�

Yes� Yes� Yes� Yes� Yes� Yes� …� …� …� …� 82₋₂� 78₋₂� GBR�

Yes� Yes� No� No� Yes� Yes� 69₋₂� 95₋₂� …� …� 81₋₂� 71₋₂� USA�



�
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TABLE 3 :�SDG�4,�Target�4.2�–�Early�childhood�

By�2030,�ensure�that�all�girls�and�boys�have�access�to�quality�early�childhood�development,��

care�and�pre�primary�education�so�that�they�are�ready�for�primary�education�

A B C D E F 

Children under 5 
developmentally on 

track (%) 
Under-5 

stunting (%) 
Stimulating home 
environment (%) 

Children under 5 
with 3+ children's 

books (%) 
GER 

pre-primary (%) 

NERA one year 
before primary 

entry (%) 

SDG indicator: 4.2.1 4.2.3 4.2.4 4.2.2 

Reference year: 2017 

Region Weighted average 

World …� 22� …� …� 50 ᵢ 69 ᵢ 

Sub-Saharan�Africa� 61 ᵢ 33� …� …� 32 ᵢ 42₋₁ᵢ 
Northern�Africa�and�Western�Asia� …� 16� …� …� 32 ᵢ 52 ᵢ 

Northern�Africa� …� 17� …� 5 ᵢ 41 ᵢ 57 ᵢ 
Western�Asia� …� 15� …� …� 25 ᵢ 48 ᵢ 

Central�and�Southern�Asia� …� 32� …� …� 25 ᵢ …�

Central�Asia� 85 ᵢ 12� 84 ᵢ 45 ᵢ 35� 56�

Southern�Asia� …� 33� …� …� 24 ᵢ …�

Eastern�and�South-eastern�Asia� …� 13� …� …� 81� 87 ᵢ 
Eastern�Asia� …� 5� …� …� 86� …�

South-eastern�Asia� …� 26� 67 ᵢ 26 ᵢ 68� 91�

Oceania� …� …� …� …� 79 ᵢ 83 ᵢ 
Latin�America�and�the�Caribbean� …� 10� …� …� 74 ᵢ 95 ᵢ 

Caribbean� 86 ᵢ 8� 69 ᵢ 24 ᵢ 68 ᵢ 87 ᵢ 
Central�America� 82� 14� 75� 34� 65� 94�

South�America� …� 8� …� …� 83 ᵢ 94 ᵢ 
Europe�and�Northern�America� …� …� …� …� 85 ᵢ 95 ᵢ 

Europe� …� …� …� …� 92 ᵢ 96 ᵢ 
Northern�America� …� 2� …� …� 71 ᵢ 93 ᵢ 

Low�income� 61 ᵢ 35� …� …� 22 ᵢ 42 ᵢ 
Middle�income� …� 22� …� …� 52 ᵢ …�

Lower�middle� …� 32� …� …� 36 ᵢ …�

Upper�middle� …� 6� …� …� 75� 83 ᵢ 
High�income� …� 3� …� …� 83 ᵢ 93 ᵢ 

A� Percentage�of�children�aged�36�to�59�months�who�are�developmentally�on�track�in�health,�learning�and�psychosocial�well-being�� �

(UNICEF�Early�Childhood�Development�Index�[ECDI])�[Source:�MICS�country�reports].�

B� Under-5�moderate�or�severe�stunting�rate�(%)�[Source:�UNICEF,�WHO,�World�Bank�Joint�Child�Malnutrition�Estimates�(JME)].��

(Regional�aggregates�are�weighted�averages�of�statistical�JME�estimates�for��the�reference�year,�not�of��the�observed�country�values�in�the�country�table.)�

C� Percentage�of�children�aged�36�to�59�months�experiencing�positive�and�stimulating�home�learning�environments�[Source:�MICS�country�reports].�

D� Percentage�of�children�under�age�5�living�in�households�with�three�or�more�children's�books�[Source:�MICS�country�reports].�

E� Gross�enrolment�ratio�(GER)�in�pre-primary�education.�

F� Adjusted�net�enrolment�rate�(NERA)�one�year�before�the�official�primary�school�entry�age.�

Notes: � �

Source:�UIS�unless�noted�otherwise.�Data�refer��to�school�year�ending�in�2017�unless�noted�otherwise.�� �

Aggregates�represent�countries�listed�in�the�table�with�available�data�and�may�include�estimates�for�countries�with�no�recent�data.�

(-)�Magnitude�nil�or�negligible.�

(…)�Data�not�available�or�category�not�applicable.��

(±�n)�Reference�year��differs�(e.g.�-2:�reference�year�2015�instead�of�2017).�

(i)�Estimate�and/or�partial�coverage.�
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Children under 5 
developmentally on 

track (%) 
Under-5 

stunting (%) 
Stimulating home 
environment (%) 

Children under 5 
with 3+ children's 

books (%) 
GER 

pre-primary (%) 

NERA one year 
before primary 

entry (%) 

SDG indicator: 4.2.1 4.2.3 4.2.4 4.2.2 

Reference year: 2017 

Sub-Saharan Africa 

Angola� …� 38₋₁� …� …� 81₋₁� 66₋₁ᵢ AGO�

Benin� 61₋₃� 34₋₃� 28₋₃� 1₋₃� 25₋₁� 88₋₁� BEN�

Botswana� …� …� …� …� 20₋₃� 34₋₃ᵢ BWA�

Burkina�Faso� …� 27₋₁� …� …� 4� 17� BFA�

Burundi� …� 56₋₁� …� …� 14� 42� BDI�

Cabo�Verde� …� …� …� …� 71� 80� CPV�

Cameroon� 61₋₃� 32₋₃� 44₋₃� 4₋₃� 37� 46 ᵢ CMR�

Central�African�Republic� …� …� …� …� 3� …� CAF�

Chad� 33₋₂� 40₋₂� 47₋₂� 1₋₂� 1₋₁� …� TCD�

Comoros� …� …� …� …� 20� 39� COM�

Congo� 61₋₂� 21₋₂� 59₋₂� 3₋₂� …� …� COG�

Côte�d'Ivoire� 63₋₁� 22₋₁� …� …� 8� 22� CIV�

D.�R.�Congo� 66₋₃� 43₋₄� 52₋₃� 1₋₃� 4₋₂� …� COD�

Djibouti� …� …� …� …� 7� 7� DJI�

Equat.�Guinea� …� …� …� …� 43₋₂� 44₋₂� GNQ�

Eritrea� …� …� …� …� 15� 17� ERI�

Eswatini� 65₋₃� 26₋₃� 39₋₃� 6₋₃� …� …� SWZ�

Ethiopia� …� 38₋₁� …� …� 30₋₂� 38₋₂� ETH�

Gabon� …� …� …� …� …� …� GAB�

Gambia� …� 25₋₄� …� …� 39� …� GMB�

Ghana� …� 19₋₃� …� …� 115� 81� GHA�

Guinea� 49₋₁� 32₋₁� …� …� …� 41₋₁� GIN�

Guinea-Bissau� 61₋₃� 28₋₃� 34₋₃� -₋₃� …� …� GNB�

Kenya� …� 26₋₃� …� …� 77₋₁� …� KEN�

Lesotho� …� 33₋₃� …� …� 33₋₁� 36₋₁� LSO�

Liberia� …� 32₋₄� …� …� 157₋₁� 88₋₁� LBR�

Madagascar� …� …� …� …� 38� …� MDG�

Malawi� 60₋₃� 37₋₂� 29₋₃� 1₋₃� 81₋₂� …� MWI�

Mali� 62₋₂� 30₋₂� 55₋₂� 0.3₋₂� 5� 50� MLI�

Mauritania� 60₋₂� 28₋₂� 44₋₂� 1₋₂� 10₋₂� …� MRT�

Mauritius� …� …� …� …� 101� 91� MUS�

Mozambique� …� …� …� …� …� …� MOZ�

Namibia� …� 23₋₄� …� …� 33� 67� NAM�

Niger� …� 42₋₁� …� …� 8� 22� NER�

Nigeria� 61� 44₋₁� …� …� …� …� NGA�

Rwanda� 63₋₂� 38₋₂� 48₋₂� 1₋₂� 21� 42� RWA�

Sao�Tome�and�Principe� 54₋₃� 17₋₃� 63₋₃� 6₋₃� 51₋₁� 54₋₂� STP�

Senegal� …� 17₋₁� …� …� 16� 19� SEN�

Seychelles� …� …� …� …� 103₋₁� 97₋₁� SYC�

Sierra�Leone� …� 38₋₄� …� …� 12� 36� SLE�

Somalia� …� …� …� …� …� …� SOM�

South�Africa� …� 27₋₁� …� …� 25₋₁� …� ZAF�

South�Sudan� …� …� …� …� 10₋₂� 19₋₂ᵢ SSD�

Togo� 51₋₃� 28₋₃� 25₋₃� 1₋₃� 21� …� TGO�

Uganda� 65₋₁� 29₋₁� …� …� 14� …� UGA�

United�Republic�of�Tanzania� …� 34₋₂� …� …� 42� 52� TZA�

Zambia� …� 40₋₄� …� …� …� …� ZMB�

Zimbabwe� 62₋₃� 27₋₂� 43₋₃� 3₋₃� 42₋₄� 36₋₄� ZWE�
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Reference year: 2017 

Northern Africa and Western Asia 

Algeria� 70₋₄� …� 78₋₄� 10₋₄� …� …� DZA�

Armenia� …� 9₋₁� …� …� 52� …� ARM�

Azerbaijan� …� 18₋₄� …� …� 36 ᵢ 61 ᵢ AZE�

Bahrain� …� …� …� …� 55� 77� BHR�

Cyprus� …� …� …� …� 80₋₂ᵢ 95₋₂ᵢ CYP�

Egypt� …� 22₋₃� …� …� 29� 38� EGY�

Georgia� 88₋₂� …� 83₋₂� 58₋₂� …� …� GEO�

Iraq� …� …� …� …� …� …� IRQ�

Israel� …� …� …� …� 111₋₁� 100₋₁� ISR�

Jordan� …� …� …� …� …� …� JOR�

Kuwait� …� 5₋₂� …� …� 65� 76� KWT�

Lebanon� …� …� …� …� 85� 96� LBN�

Libya� …� …� …� …� …� …� LBY�

Morocco� …� …� …� …� 54� 54 ᵢ MAR�

Oman� 68₋₃� 14₋₃� 81₋₃� 25₋₃� 54� 83� OMN�

Palestine� 72₋₃� 7₋₃� 78₋₃� 20₋₃� 54� 62� PSE�

Qatar� …� …� …� …� 61� 93� QAT�

Saudi�Arabia� …� …� …� …� 25₋₁� 50₋₁� SAU�

Sudan� …� 38₋₃� …� 2₋₃� 45₋₁� …� SDN�

Syrian�Arab�Republic� …� …� …� …� 6₋₄� 39₋₄� SYR�

Tunisia� …� …� …� …� 44₋₁� …� TUN�

Turkey� …� 10₋₄� …� …� 30₋₁� 66₋₁� TUR�

United�Arab�Emirates� …� …� …� …� 82₋₁� 88₋₄ᵢ ARE�

Yemen� …� 46₋₄� …� …� 2₋₁� 4₋₄� YEM�

Central and Southern Asia 

Afghanistan� …� 41₋₄� …� …� …� …� AFG�

Bangladesh� 64₋₄� 36₋₃� 78₋₄� 9₋₄� 40� …� BGD�

Bhutan� …� …� …� …� 25� …� BTN�

India� …� 38₋₂� …� …� 13₋₁� …� IND�

Iran,�Islamic�Republic�of� …� …� …� …� 51₋₂� 47₋₂� IRN�

Kazakhstan� 86₋₂� 8₋₂� 86₋₂� 51₋₂� 54� 90₋₁� KAZ�

Kyrgyzstan� 78₋₃� 13₋₃� 72₋₃� 27₋₃� 39� 95� KGZ�

Maldives� …� …� …� …� 91� 98� MDV�

Nepal� 64₋₃� 36₋₁� 67₋₃� 5₋₃� 86� 85� NPL�

Pakistan� …� …� …� …� 80� …� PAK�

Sri�Lanka� …� 17₋₁� …� …� 94₋₁� …� LKA�

Tajikistan� …� …� …� …� 10� 13� TJK�

Turkmenistan� 91₋₁� 12₋₂� 94₋₁� 48₋₁� 58₋₃� …� TKM�

Uzbekistan� …� …� …� …� 27� 37� UZB�

Eastern and South-eastern Asia 

Brunei�Darussalam� …� …� …� …� 69� 95� BRN�

Cambodia� 68₋₃� 32₋₃� 59₋₃� 4₋₃� 22� …� KHM�

China� …� 8₋₄� …� …� 86� …� CHN�

DPR�Korea� …� …� …� …� …� …� PRK�

Hong�Kong,�China� …� …� …� …� 107� 100 ᵢ HKG�

Indonesia� …� 36₋₄� …� …� 62� 97� IDN�

Japan� …� …� …� …� 87₋₁� …� JPN�

Lao�PDR� …� …� …� …� 43� 63� LAO�

Macao,�China� …� …� …� …� 96� 94� MAC�

Malaysia� …� 21₋₁� 25₋₁� 56₋₁� 97� 99₋₂� MYS�

Mongolia� 76₋₄� 11₋₄� 55₋₄� 33₋₄� 87� 96� MNG�

Myanmar� …� 29₋₁� 54₋₁� 4₋₁� 10� …� MMR�

Philippines� …� 33₋₂� …� …� 96₋₁� 80₋₁� PHL�

Republic�of�Korea� …� …� …� …� 98₋₁� 96₋₁� KOR�

Singapore� …� …� …� …� …� …� SGP�

Thailand� 91₋₁� 10₋₁� 93₋₁� 41₋₁� 74� 97� THA�

Timor-Leste� …� 50₋₄� …� …� 18� 33� TLS�

Viet�Nam� 89₋₃� 25₋₂� 76₋₃� 26₋₃� 95� 99� VNM�
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Reference year: 2017 

Oceania 

Australia� …� …� …� …� 169₋₁� 91₋₁� AUS�

Cook�Islands� …� …� …� …� 106₋₁ᵢ 99₋₁ᵢ COK�

Fiji� …� …� …� …� …� …� FJI�

Kiribati� …� …� …� …� …� …� KIR�

Marshall�Islands� …� …� …� …� 40₋₁� 66₋₁� MHL�

Micronesia,�F.�S.� …� …� …� …� 33₋₂� 76₋₂� FSM�

Nauru� …� …� …� …� 69₋₁ᵢ 75₋₁ᵢ NRU�

New�Zealand� …� …� …� …� 92₋₁� 92₋₁� NZL�

Niue� …� …� …� …� 172₋₁ᵢ 56₋₂ᵢ NIU�

Palau� …� …� …� …� 75₋₃ᵢ 90₋₃ᵢ PLW�

Papua�New�Guinea� …� …� …� …� 44₋₁� 74₋₁� PNG�

Samoa� …� 5₋₃� …� …� 51� 37� WSM�

Solomon�Is� …� 32₋₂� …� …� 111� 65₋₂� SLB�

Tokelau� …� …� …� …� 121₋₁ᵢ 88₋₁ᵢ TKL�

Tonga� …� …� …� …� 42₋₂� …� TON�

Tuvalu� …� …� …� …� 107₋₁ᵢ 97₋₁ᵢ TUV�

Vanuatu� …� 28₋₄� …� …� 102₋₂� …� VUT�

Latin America and the Caribbean 

Anguilla� …� …� …� …� …� …� AIA�

Antigua�and�Barbuda� …� …� …� …� 86₋₂� 96₋₂� ATG�

Argentina� …� …� …� …� 75₋₁� 99₋₁� ARG�

Aruba� …� …� …� …� 106₋₃� 100₋₃� ABW�

Bahamas� …� …� …� …� 32₋₁� …� BHS�

Barbados� …� …� …� …� 79� 90� BRB�

Belize� 82₋₂� 15₋₂� 88₋₂� 44₋₂� 48� 84� BLZ�

Bolivia,�P.�S.� …� 16₋₁� …� …� 75� 92� BOL�

Brazil� …� …� …� …� 96₋₁ᵢ 97₋₁ᵢ BRA�

British�Virgin�Islands� …� …� …� …� 77₋₁ᵢ 84₋₁ᵢ VGB�

Cayman�Islands� …� …� …� …� …� …� CYM�

Chile� …� 2₋₃� …� …� 85₋₁� 97₋₁� CHL�

Colombia� …� …� …� …� …� 87� COL�

Costa�Rica� …� …� …� …� 78₋₁� 89₋₁� CRI�

Cuba� 89₋₃� …� 89₋₃� 48₋₃� 101� 100� CUB�

Curaçao� …� …� …� …� …� …� CUW�

Dominica� …� …� …� …� 84₋₁� 71₋₂� DMA�

Dominican�Republic� 84₋₃� 7₋₄� 58₋₃� 10₋₃� 44₋₁� 77₋₁� DOM�

Ecuador� …� 24₋₃� …� …� 72� 98� ECU�

El�Salvador� 81₋₃� 14₋₃� 59₋₃� 18₋₃� 65� 81� SLV�

Grenada� …� …� …� …� 92� 84� GRD�

Guatemala� …� 46₋₂� …� …� 45₋₁� 78₋₁� GTM�

Guyana� 86₋₃� 12₋₃� 87₋₃� 47₋₃� …� …� GUY�

Haiti� …� …� …� …� …� …� HTI�

Honduras� …� …� …� …� 43� 82� HND�

Jamaica� …� 6₋₃� …� …� 82� 96� JAM�

Mexico� 82₋₂� 12₋₂� 76₋₂� 35₋₂� 71₋₁� 99₋₁� MEX�

Montserrat� …� …� …� …� …� …� MSR�

Nicaragua� …� …� …� …� …� …� NIC�

Panama� 80₋₄� …� 74₋₄� 26₋₄� 61₋₁� 73₋₁ᵢ PAN�

Paraguay� 82₋₁� 6₋₁� …� …� 45₋₁� 71₋₁� PRY�

Peru� …� 13₋₁� …� …� 89� 96� PER�

Saint�Kitts�and�Nevis� …� …� …� …� …� …� KNA�

Saint�Lucia� …� …� …� …� 82� 96� LCA�

Saint�Vincent/Grenadines� …� …� …� …� 103� 94� VCT�

Sint�Maarten� …� …� …� …� …� …� SXM�

Suriname� …� …� …� …� 101� 97� SUR�

Trinidad�and�Tobago� …� …� …� …� …� …� TTO�

Turks�and�Caicos�Islands� …� …� …� …� …� …� TCA�

Uruguay� 87₋₄� …� 93₋₄� 59₋₄� 91₋₁� 97₋₁� URY�

Venezuela,�B.�R.� …� …� …� …� 67� 82� VEN�
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Europe and Northern America 

Albania� …� …� …� …� 83� 89₋₂� ALB�

Andorra� …� …� …� …� …� …� AND�

Austria� …� …� …� …� 104₋₁� 99₋₁� AUT�

Belarus� …� …� …� …� 99� 97� BLR�

Belgium� …� …� …� …� 116₋₁� 100₋₁� BEL�

Bermuda� …� …� …� …� 62₋₂� …� BMU�

Bosnia�and�Herzegovina� …� …� …� …� …� …� BIH�

Bulgaria� …� …� …� …� 81₋₁� 95₋₁� BGR�

Canada� …� …� …� …� …� …� CAN�

Croatia� …� …� …� …� 63₋₁� 95₋₁� HRV�

Czechia� …� …� …� …� 105₋₁� 92₋₁� CZE�

Denmark� …� …� …� …� 96₋₁� 98₋₁� DNK�

Estonia� …� …� …� …� …� 91₋₁� EST�

Finland� …� …� …� …� 83₋₁� 99₋₁� FIN�

France� …� …� …� …� 105₋₁ᵢ 100₋₁ᵢ FRA�

Germany� …� …� …� …� 108₋₁� …� DEU�

Greece� …� …� …� …� 46₋₁� 89₋₁� GRC�

Hungary� …� …� …� …� 82₋₁� 91₋₁� HUN�

Iceland� …� …� …� …� 95₋₁� 99₋₁� ISL�

Ireland� …� …� …� …� 116₋₁ᵢ 98₋₁ᵢ IRL�

Italy� …� …� …� …� 98₋₁� 98₋₁� ITA�

Latvia� …� …� …� …� 95₋₁ᵢ 97₋₁ᵢ LVA�

Liechtenstein� …� …� …� …� 103₋₁ᵢ 100₋₁ᵢ LIE�

Lithuania� …� …� …� …� 87₋₁ᵢ 99₋₁ᵢ LTU�

Luxembourg� …� …� …� …� 93₋₁� 99₋₁� LUX�

Malta� …� …� …� …� 112₋₁� 98₋₁� MLT�

Monaco� …� …� …� …� …� …� MCO�

Montenegro� 94₋₄� 9₋₄� 98₋₄� 73₋₄� 62� 69� MNE�

Netherlands� …� …� …� …� 95₋₁� 99₋₁� NLD�

Norway� …� …� …� …� 96₋₁� 98₋₁� NOR�

Poland� …� …� …� …� 70₋₁� 100₋₁� POL�

Portugal� …� …� …� …� 93₋₁� 100₋₁� PRT�

Republic�of�Moldova� …� …� …� …� 86 ᵢ 94 ᵢ MDA�

Romania� …� …� …� …� 87₋₁� 88₋₁� ROU�

Russian�Federation� …� …� …� …� 89₋₁� 96₋₁� RUS�

San�Marino� …� …� …� …� …� …� SMR�

Serbia� 95₋₃� 6₋₃� 96₋₃� 72₋₃� 61 ᵢ 97 ᵢ SRB�

Slovakia� …� …� …� …� 93₋₁� 82₋₁� SVK�

Slovenia� …� …� …� …� 92₋₁� 95₋₁� SVN�

Spain� …� …� …� …� 95₋₁� 96₋₁� ESP�

Sweden� …� …� …� …� 94₋₁� 99₋₁� SWE�

Switzerland� …� …� …� …� 105₋₁� 100₋₁� CHE�

TFYR�Macedonia� …� …� …� …� 36₋₂� 44₋₂� MKD�

Ukraine� …� …� …� …� 84₋₄� …� UKR�

United�Kingdom� …� …� …� …� 111₋₁� 100₋₁� GBR�

United�States� …� …� …� …� 72₋₁ᵢ 91₋₁ᵢ USA�
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TABLE 4: �

SDG�4,�Target�4.3�–�Technical,�vocational,�tertiary��
and�adult�education��

By�2030,�ensure�equal�access�for�all�women�and�men�to��

affordable�and�quality�technical,�vocational�and�tertiary��

education,�including�univ� ersity�
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SDG indicator: 4.3.1 4.3.3 4.3.2 

Reference year: 2017 

Region Weighted average 

World …� 4 ᵢ 11 ᵢ 93 ᵢ 49 ᵢ 38 ᵢ 
      

Sub-Saharan�Africa� …� 1 ᵢ 6 ᵢ …� …� 9 ᵢ 
Northern�Africa�and�Western�Asia� …� 8 ᵢ 14 ᵢ 95 ᵢ 53� 44 ᵢ 

Northern�Africa� …� 7 ᵢ 14 ᵢ 61� 37� 34 ᵢ 
Western�Asia� 24 ᵢ 9 ᵢ 14 ᵢ 129 ᵢ 72 ᵢ 54 ᵢ 

Central�and�Southern�Asia� …� 1 ᵢ 3 ᵢ 118� 42� 25 ᵢ 
Central�Asia� …� 14� 21� 19� 26� 23�

Southern�Asia� …� 1 ᵢ 2 ᵢ 121� 42� 25 ᵢ 
Eastern�and�South-eastern�Asia� …� 2 ᵢ 16� 74� 60� 46�

Eastern�Asia� …� 1 ᵢ 18� 80� 68� 53�

South-eastern�Asia� …� 5 ᵢ 12� 56 ᵢ 39� 34�

Oceania� …� 13 ᵢ 29 ᵢ …� …� 79 ᵢ 
Latin�America�and�the�Caribbean� …� 6 ᵢ 12 ᵢ 88 ᵢ 49 ᵢ 51 ᵢ 

Caribbean� …� 6 ᵢ 15 ᵢ 89 ᵢ …� 45 ᵢ 
Central�America� …� 11� 27� 72� 34� 34�

South�America� …� 5 ᵢ 8� …� …� 60 ᵢ 
Europe�and�Northern�America� 43 ᵢ 10 ᵢ 18 ᵢ 74 ᵢ 62 ᵢ 77 ᵢ 

Europe� 43 ᵢ 17 ᵢ 26 ᵢ 80 ᵢ 70 ᵢ 71 ᵢ 
Northern�America� …� …� …� 64� …� 87 ᵢ 

      
Low�income� …� 1 ᵢ 5 ᵢ …� 11 ᵢ 9 ᵢ 
Middle�income� …� 3 ᵢ 10 ᵢ 98� 49� 36 ᵢ 

Lower�middle� …� 2 ᵢ 5 ᵢ 105 ᵢ 38� 24 ᵢ 
Upper�middle� …� 4 ᵢ 16 ᵢ 86� 64� 52 ᵢ 

High�income� 46 ᵢ 9 ᵢ 16 ᵢ 76 ᵢ 66 ᵢ 77 ᵢ 

SDG�4,�Target�4.4�–�Skills�for��work� 

By�2030,�substantially�increase�the�number�of�youth��

and�adults�who�have�relevant�skills,�including�technical��

and�vocational�skills,�for�employment,�decent�jobs��

and�en� trepreneurship�

G H 

% of adults 25+   
% of adults 15+ with ICT skills having attained at least 

4.4.1 4.4.3 

2017 

Weighted average 

…� …� …� …� …� …� …�
       
…� …� …� …� …� …� …�

22 ᵢ 14 ᵢ 3 ᵢ 82 ᵢ 60 ᵢ 45 ᵢ 23 ᵢ 
16� 6� 2� …� …� …� …�

…� 26 ᵢ 4 ᵢ 83� 61� 45� 24�

…� …� …� …� …� …� …�

…� …� …� 100 ᵢ 99 ᵢ 90 ᵢ 54 ᵢ 
 

C
o
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y

 &
…�

 
p
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te
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h
in

…� …� …� …� …� …�

…�
d

o
cu

m
en

t
…� …� …� …� …� …�

…� …� …� …� …� …� …�

…�
 

U
se

…� 5 ᵢ 80� 52� 41� 17 ᵢ 
…� …�

fo
rm

u
la

 in
 

…� 100� 94� 75� 46�

…� …�
sp

re
ad

sh
ee

t
…� 80� 58� 43� 17�

…� …� …� …� …� …� …�

…� 28�
 

W
ri

te
9� 77� 55� 32� 15�

26 ᵢ 16 ᵢ 3 ᵢ 
co

m
p

u
te

r 
81� 59� 47� 18�

p
ro

g
ra

m
53 ᵢ 35 ᵢ …� …� …� …� …�

53� 35� …� …� …� …� …�

…� …� …� 99� 96� 89� 44�
       

P
ri

m
ar

y

…� …� …� …� …� …� …�

…� …� …� …� …� …� …�

…� …� …� …� …� …� …�
Lo

w
er

 
…� …� …� …� …� …� …�

se
co

n
d

ar
y

…� …� …� …� …� …� …�

U
p

p
er

 
se

co
n

d
ar

y

P
o

st
-

se
co

n
d

ar
y

 

A� Participation�rate�of�adults�(25�to�64)�in�formal�or�non-formal�education�and�training�in�the�last�12�months�(%)�[Source:�Eurostat].�

B� Percentage�of�youth�(15�to�24)�enrolled�in�technical�and�vocational�education�and�training�(TVET)�programmes�(ISCED�levels�2�to�5)�(%).�

C� Share�of��technical�and�vocational�education�and�training�(TVET)�in�total�secondary�enrolment�(%).�

D� Gross�transition�ratio�from�secondary�(all�programmes)�to�tertiary�education�(ISCED�levels�5�to�7).�

E� Gross�entry�ratio�to�first�tertiary�programmes�(ISCED�levels�5�to�7).�

F� Gross�enrolment�ratio�(GER)�in�tertiary�education.�

G� Percentage�of�adults�(15�and�over)�with�specific�information�and�communications�technology�(ICT)�skills�[Source:�International�Telecommunication�Union�(ITU)].�

H� Percentage�of�adults�(25�and�over)�who�have�attained�at�least�a�given�level�of�education.�

I� Percentage�of�population�of�a�given�age�group�achieving�at�least�a�fixed�level�of�proficiency�in�functional�literacy�and�numeracy�skills.�

J� Literacy�rate,�among�youth�(15�to�24)�and�adults�(15�and�above).�

K� Number�of�youth�and�adult�illiterates,�and�percentage�female.�

Notes: � �

Source:�UIS�unless�noted�otherwise.�Data�refer��to�(school�year�ending�in)�year�2017�unless�noted�otherwise.�� �

Aggregates�include�countries�listed�in�the�table�with�available�data�and�may�include�estimations�for�countries�with�no�recent�data.�

(-)�Magnitude�nil�or�negligible.�

(…)�Data�not�available�or�category�not�applicable.��

(±�n)�Reference�year��differs�(e.g.�-2:�reference�year�2015�instead�of�2017).�

(i)�Estimate�and/or�partial�coverage.�
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�

SDG�4,�Target�4.6�–�Literacy�and�numeracy� 

By�2030,�ensure�that�all�youth�and�a�substantial�proportion�of�

adults,�both�men�and�women,�achieve�literacy�and�numeracy�

Yo
u

th

A
d

u
lt

s

Yo
u

th

I 

% achieving proficiency in 
A

d
u

lt
s

Literacy Numeracy 

J 

Literacy rate (%) 

Yo
u

th

A
d

u
lt

s

K 

Illiterates 

% female Number (000,000) 

Yo
u

th

A
d

u
lt

s

Yo
u

th

A
d

u
lt

s 

4.6.1 4.6.2 

2017 

Weighted average Sum 

…� …� …� …� 91₋₁� 86₋₁� 57₋₁� 63₋₁� 102₋₁� 750₋₁�

…� …� …� …� 75₋₁� 65₋₁� 57₋₁� 61₋₁� 48₋₁� 200₋₁�

…� …� …� …� 90₋₁� 81₋₁� 58₋₁� 64₋₁� 9₋₁� 66₋₁�

…� …� …� …� 90₋₁� 74₋₁� 53₋₁� 65₋₁� 4₋₁� 40₋₁�

… 56 ᵢ … 51 ᵢ 89₋₁� 86₋₁� 62₋₁� 64₋₁� 5₋₁� 26₋₁�

…� …� …� …� 89₋₁� 73₋₁� 57₋₁� 64₋₁� 39₋₁� 369₋₁�

…� …� …� …� 100₋₁� 100₋₁� 49₋₁� 67₋₁� -₋₁� 0.1₋₁�

…� …� …� …� 89₋₁� 72₋₁� 57₋₁� 64₋₁� 39₋₁� 369₋₁�

…� …� …� …� 99₋₁� 96₋₁� 49₋₁� 69₋₁� 4₋₁� 74₋₁�

…� …� …� …� 100₋₁� 97₋₁� 50₋₁� 74₋₁� 1₋₁� 42₋₁�

…� …� …� …� 97₋₁� 93₋₁� 49₋₁� 63₋₁� 3₋₁� 33₋₁�

…� …� …� …� …� …� …� …� …� …�

…� …� …� …� 98₋₁� 94₋₁� 43₋₁� 55₋₁� 2₋₁� 31₋₁�

…� …� …� …� …� …� …� …� …� …�

…� …� …� …� 98� 93� 49� 61� 0.5 ᵢ 8 ᵢ 
…� …� …� …� 99� 94� 36� 53� 1� 19�

…� …� …� …� 100₋₂ᵢ 99₋₁ᵢ 50₋₂ᵢ 58₋₁ᵢ 0.4₋₂ᵢ 7₋₁ᵢ 
…� …� …� …� 100₋₁ᵢ 99₋₁ᵢ 46₋₁ᵢ 63₋₁ᵢ 0.2₋₁ᵢ 4₋₁ᵢ 
…� …� …� …� …� …� …� …� …� …�

…� …� …� …� 73₋₁� 61₋₁� 57₋₁� 61₋₁� 36₋₁� 148₋₁�

…� …� …� …� 93₋₁� 86₋₁� 57₋₁� 64₋₁� 66₋₁� 590₋₁�

…� …� …� …� 89₋₁� 76₋₁� 57₋₁� 63₋₁� 59₋₁� 486₋₁�

…� …� …� …� 98₋₁� 95₋₁� 52₋₁� 66₋₁� 7₋₁� 104₋₁�

…� …� …� …� …� …� 44 ᵢ 61 ᵢ …� …�
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ed
u

ca
ti

o
n

 &
 t

ra
in

in
 g

% of adults 15+ with ICT skills having attained at least 

(%
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y
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th

 e
n

ro
ll

ed
in

 T
V
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SDG indicator: 4.3.1 4.3.3 4.3.2 4.4.1 4.4.3 

Reference year: 
T

V
E

T
 s

h
ar

e 
o

f 
2017 2017 

se
co

n
d

ar
y

 e
n

ro
lm

en
t 

Sub-Saharan Africa 
(%

)

Angola� …� …� 14₋₁� …� 10₋₂� 9₋₂� …� …� …� 44₋₃� 29₋₃� 16₋₃� 3₋₃�

Benin� …� 1₋₁� 3₋₁�
Tr

an
si

ti
o

n
 f

ro
m

 u
p

p
er

 
…� …� 13₋₁� …� …� …� …� …� …� …�

Botswana� …� …� …� …�
se

co
n

d
ar

y
 t

o
 t

er
ti

ar
y 

42₋₃� 23� 31₋₃� 20₋₃� 5₋₃� …� …� …� …�
(%

)
Burkina�Faso� …� 1� 3� 46₋₁� 13� 6� …� …� …� …� 8₋₃� 3₋₃� -₋₃�

Burundi� …� 3� 10� 9� 2� 6� …� …� …� 11₋₃� 6₋₃� 3₋₃� 1₋₃�

Cabo�Verde� …� 1� 3� 75� 30�
 

G
ro

ss
 e

n
tr

y
 r

at
io

 
22� …� …� …� 52₋₂� 29₋₂� 20₋₂� 12₋₂�

Cameroon� …� 7₋₁� 22₋₁� …� …�
in

to
 t

er
ti

ar
y

 (
%

)
19₋₁� …� …� …� …� …� …� …�

Central�African�Republic� …� …� 4� …� …� …� …� …� …� …� …� …� …�

Chad� …� …� 1₋₁� …� …� 3₋₃ᵢ …� …� …� …� …� …� …�

Comoros� …� - 1� …� 13₋₃� 9₋₃�
G

E
R

 t
er

ti
ar

y
 (

%
) 

…� …� …� …� …� …� …�

Congo� …� …� …� …� …� 9₋₄� …� …� …� …� …� …� …�

C te�d'Ivoire� …� 2� 6� …� …� 9₋₁� …� …� …� 35₋₃� 21₋₃� 11₋₃� 5₋₃�

D.�R.�Congo� …� …� 19₋₂� …� 10₋₁� 7₋₁� …� …� …� 64₋₁� 51₋₁� 27₋₁� 9₋₁�

Djibouti� …� …� 6� …� …� …�
 

C
o

p
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…� …� …� …� …� …� …�

 
p

as
te
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it

h
in

Equat.�Guinea� …� …� …� …� …� …� …� …� …� …� …� …� …�
d

o
cu

m
en

t
Eritrea� …� 0.3� 1� 18₋₁� 3₋₁� 2₋₁� …� …� …� …� …� …� …�

Eswatini� …� -₋₂� 4₋₁� …� …� 5₋₄� …� …� …� …� …� …� …�
U

se
 

Ethiopia� …� 2₋₂ᵢ 7₋₂� …� …� 8₋₃� …� …� …� …� …� …� …�
 

fo
rm

u
la

 in
Gabon� …� …� …� …� …� …� …� …� …� …� …� …� …�

sp
re

ad
sh

ee
t

Gambia� …� …� …� …� …� …� …� …� …� …� …� …� …�

Ghana� …� 1₋₁� 2� 37� 18� 16� …� …� …� …� …� …� …�
W

ri
te

 
Guinea� …� 1₋₃� 4₋₃� …� 18₋₃� 11₋₃� …� …� …� …� …� …� …�

co
m

p
u

te
r 

Guinea-Bissau� …� …� …� …� …� …� …� …� …�
p

ro
g

ra
m

…� …� …� …�

Kenya� …� …� …� …� …� 12₋₁� …� …� …� …� …� …� …�

Lesotho� …� 1₋₂ᵢ 2� …� 12₋₃� 9₋₂� …� …� …� …� …� …� …�

Liberia� …� …� …� …� …� …� …� …� …� …�
P

ri
m

ar
y

…� …� …�

Madagascar� …� 1� 2� 80₋₁� 8₋₁� 5₋₁� …� …� …� …� …� …� …�

Malawi� …� - …� …� …� …� …� …� …� …� …� …� …�

Mali� …� 4� 13� …� …� 5₋₂� …� …� …� 13₋₁� 8₋₁� 6₋₁� 5₋₁�
Lo

w
er

 
Mauritania� …� 0.3� 1� …� 6� 5� …� …� …� …� …� …� …�

se
co

n
d

ar
y

Mauritius� …� 1� 12� …� …� 39� …� …� …� …� …� …� …�

Mozambique� …� 1₋₂� 9� 45₋₁� 9� 7� …� …� …� 36₋₂� 17₋₂� 9₋₂� 2₋₂�

Namibia� …� …� …� …� 26₋₁� 21₋₁� …� …� …� …� …� …� …�
U

p
p

er
 

Niger� …� 1� 7� …� 3� 4� …� …� …� …� …� …�
se

co
n

d
ar

y
…�

Nigeria� …� …� …� …� …� …� …� …� …� …� …� …� …�

Rwanda� …� …� 13� 28� 7� 8� …� …� …� 33₋₃� 12₋₃� 8₋₃� 3₋₃�

Sao�Tome�and�Principe� …� 4₋₂ᵢ 6� …� …� 13₋₂� …� …� …� …� …� …� …�
P

o
st

-

Senegal� …� - 3� …� …� 11� …� …� …� 22� 18� 11� 10�
se

co
n

d
ar

y
 

Seychelles� …� 2₋₁� 3₋₁� 16₋₁� 44₋₁� 21₋₁� …� …� …� …� …� …� …�

Sierra�Leone� …� …� …� …� …� …� …� …� …� …� …� …� …�

Somalia� …� …� …� …� …� …� …� …� …� …� …� …� …�

South�Africa� …� 2₋₂� 7₋₁� …� …� 20₋₁� …� …� …� 82₋₂� 77₋₂� 65₋₂� 15₋₂�

South�Sudan� …� …� …� …� …� …� …� …� …� …� …� …� …�

Togo� …� 3� 6� …� …� 13� …� …� …� …� …� …� …�

Uganda� …� …� …� …� …� 5₋₃� …� …� …� …� …� …� …�

�United�Republic�of�Tanzania� …� 0.1� 0.4� …� …� 4₋₂� …� …� …� …� …� …� …�

Zambia� …� …� …� …� …� …� …� …� …� …� …� …� …�

Zimbabwe�� …� -₋₄� …� …� 8₋₄� 8₋₂� 4₋₃� 2₋₃� 1₋₃� 76₋₃� 59₋₃� 15₋₃� 13₋₃�
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Yo
u

th

I J K 

% achieving proficiency in Illiterates 

A
d

u
lt

s
Literacy Numeracy Literacy rate (%) % female Number (000,000) 

Yo
u

th

4.6.1 4.6.2 

2017 
A

d
u

lt
s

…� …� …� …� 77₋₃� 66₋₃� 67₋₃� 71₋₃� 1₋₃� 5₋₃� AGO�

…� …� …� …� …� …� …� …� …� …� BEN�
Yo

u
th

…� …� …� …� 98₋₃ᵢ 88₋₃ᵢ 13₋₃ᵢ 47₋₃ᵢ -₋₃ᵢ 0.2₋₃ᵢ BWA�

…� …� …� …� 50₋₃� 35₋₃� 56₋₃� 58₋₃� 2₋₃� 6₋₃� BFA�

…� …� …� …� 80₋₃� 62₋₃� 64₋₃� 61₋₃� 0.4₋₃� 2₋₃� BDI�

…� …� …� …� 98₋₂� 87₋₂� 34₋₂� 69₋₂� -₋₂� -₋₂� CPV�
A

d
u

lt
s

…� …� …� …� …� …� …� …� …� …� CMR�

…� …� …� …� …� …� …� …� …� …� CAF�

…� …� …� …� 31₋₁� 22₋₁� 56₋₁� 56₋₁� 2₋₁� 6₋₁� TCD�

…� …� …� …� …� …� …� …� …� …� COM�
Yo

u
th

…� …� …� …� …� …� …� …� …� …� COG�

…� …� …� …� 53₋₃� 44₋₃� 56₋₃� 55₋₃� 2₋₃� 7₋₃� CIV�

…� …� …� …� 85₋₁� 77₋₁� 69₋₁� 75₋₁� 2₋₁� 10₋₁� COD�

…� …� …� …� …� …� …� …� …� …� DJI�
A

d
u

lt
s

…� …� …� …� 98₋₃ᵢ 95₋₃ᵢ 32₋₃ᵢ 67₋₃ᵢ -₋₃ᵢ -₋₃ᵢ GNQ�

…� …� …� …� …� …� …� …� …� …� ERI�

…� …� …� …� …� …� …� …� …� …� SWZ�

…� …� …� …� …� …� …� …� …� …� ETH�
Yo

u
th

…� …� …� …� …� …� …� …� …� …� GAB�

…� …� …� …� 61₋₄ᵢ 42₋₄ᵢ 57₋₄ᵢ 59₋₄ᵢ 0.1₋₄ᵢ 1₋₄ᵢ GMB�

…� …� …� …� …� …� …� …� …� …� GHA�

…� …� …� …� 46₋₃� 32₋₃� 59₋₃� 58₋₃� 1₋₃� 5₋₃� GIN�
A

d
u

lt
s 

…� …� …� …� 60₋₃ᵢ 46₋₃ᵢ 64₋₃ᵢ 66₋₃ᵢ 0.1₋₃ᵢ 1₋₃ᵢ GNB�

…� …� …� …� 87₋₃ᵢ 79₋₃ᵢ 51₋₃ᵢ 62₋₃ᵢ 1₋₃ᵢ 6₋₃ᵢ KEN�
C

O
U

N
T

R
Y

 C
O

D
E

 
…� …� …� …� 87₋₃ᵢ 77₋₃ᵢ 23₋₃ᵢ 34₋₃ᵢ 0.1₋₃ᵢ 0.3₋₃ᵢ LSO�

…� …� …� …� …� …� …� …� …� …� LBR�

…� …� …� …� …� …� …� …� …� …� MDG�

…� …� …� …� 73₋₂ᵢ 62₋₂ᵢ 49₋₂ᵢ 61₋₂ᵢ 1₋₂ᵢ 4₋₂ᵢ MWI�

…� …� …� …� 49₋₂� 33₋₂� 60₋₂� 59₋₂� 2₋₂� 6₋₂� MLI�

…� …� …� …� …� …� …� …� …� …� MRT�

…� …� …� …� …� 93₋₁� …� 67₋₁� …� 0.1₋₁� MUS�

…� …� …� …� 71₋₂� 56₋₂� 64₋₂� 68₋₂� 2₋₂� 7₋₂� MOZ�

…� …� …� …� …� …� …� …� …� …� NAM�

…� …� …� …� …� …� …� …� …� …� NER�

…� …� …� …� …� …� …� …� …� …� NGA�

…� …� …� …� 85₋₃� 71₋₃� 47₋₃� 60₋₃� 0.3₋₃� 2₋₃� RWA�

…� …� …� …� …� …� …� …� …� …� STP�

…� …� …� …� 69� 52� 60� 65� 1� 4� SEN�

…� …� …� …� …� …� …� …� …� …� SYC�

…� …� …� …� 57₋₄ᵢ 32₋₄ᵢ 59₋₄ᵢ 57₋₄ᵢ 1₋₄ᵢ 3₋₄ᵢ SLE�

…� …� …� …� …� …� …� …� …� …� SOM�

…� …� …� …� 99₋₂� 94₋₂� 37₋₂� 60₋₂� 0.1₋₂� 2₋₂� ZAF�

…� …� …� …� …� …� …� …� …� …� SSD�

…� …� …� …� 84₋₂� 64₋₂� 68₋₂� 69₋₂� 0.2₋₂� 2₋₂� TGO�

…� …� …� …� …� …� …� …� …� …� UGA�

…� …� …� …� 86₋₂� 78₋₂� 54₋₂� 63₋₂� 1₋₂� 6₋₂� TZA�

…� …� …� …� …� …� …� …� …� …� ZMB�

…� …� …� …� 90₋₃ᵢ 89₋₃ᵢ 36₋₃ᵢ 54₋₃ᵢ 0.3₋₃ᵢ 1₋₃ᵢ ZWE�
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in

g
% of adults 15+ with ICT skills having attained at least 

(%
)

 
%

 o
f 

y
o

u
th

 e
n

ro
ll

ed
in

 T
V

E
T

SDG indicator: 4.3.1 4.3.3 4.3.2 4.4.1 4.4.3 

Reference year: 
T

V
E

T
 s

h
ar

e 
o

f 
2017 2017 

se
co

n
d

ar
y

 e
n

ro
lm

en
t 

Northern Africa and Western Asia 
(%

)

Algeria� …� …� …� 34₋₃� 32₋₃� 48� …� …� …� …� …� …� …�

Armenia� …� …� 11₋₂�
 

129�
Tr

an
si

ti
o

n
 f

ro
m

 u
p

p
er

91� 52� …� …� …� 99₋₂� 97₋₂� 92₋₂� 51₋₂�

Azerbaijan� …� 11 ᵢ 18� …�
se

co
n

d
ar

y
 t

o
 t

er
ti

ar
y 

33₋₂ᵢ 27 ᵢ 57₋₁� 19₋₁� 1₋₁� 98₋₁� 96₋₁� 89₋₁� 30₋₁�
(%

)
Bahrain� …� 3� 7� 74� 61� 46� 56₋₁� 49₋₁� 14₋₁� 63₋₁� 53₋₁� 42₋₁� 18₋₁�

Cyprus� 48₋₁� 6₋₂ᵢ 8₋₂� …� …� 60₋₂ᵢ 43₋₁� 21₋₁� 3� 95₋₁� 80₋₁� 71₋₁� 38₋₁�

Egypt� …� 11� 22� 49₋₃� 32₋₃�
 

G
ro

ss
 e

n
tr

y
 r

at
io

 
34₋₁� 9₋₂� 2₋₂� 1₋₂� …� …� …� …�

Georgia� …� 2� 4� …� …�
in

to
 t

er
ti

ar
y

 (
%

)
58� 22� 7� 1� 99₋₁� 98₋₁� 93₋₁� 51₋₁�

Iraq� …� …� …� …� …� …� …� …� …� 79₋₄� 44₋₄� 30₋₄� 20₋₄�

Israel� 53₋₂� 16₋₁� 20₋₁� 70₋₂� …� 64₋₁� …� …� …� 96₋₂� 89₋₂� 81₋₂� 47₋₂�

Jordan� …� 1� 3� …� …� 32�
G

E
R

 t
er

ti
ar

y
 (

%
) 

…� …� …� …� …� …� …�

Kuwait� …� -₋₂� 2₋₂� …� …� 33₋₄� …� …� …� 62� 56� 31� 17�

Lebanon� …� …� 16� …� …� 38� …� …� …� …� …� …� …�

Libya� …� …� …� …� …� …� …� …� …� …� …� …� …�

Morocco� …� 3� 8� 124� 53� 34� 44₋₁�
 

C
o

p
y

 &
19₋₁� 5₋₁� …� …� …� …�

 
p

as
te

 w
it

h
in

Oman� …� - - 81₋₁� 61₋₁� 45₋₁� …� …� …� 84₋₂� 66₋₂� 50₋₂� 21₋₂�
d

o
cu

m
en

t
Palestine� …� 0.4� 1� 83� 52� 42� 30₋₃� 17₋₃� …� 94₋₁� 61₋₁� 40₋₁� 24₋₁�

Qatar� …� 0.2� 1� 48� 27� 16� 34₋₂� 32₋₂� 6₋₂� 87₋₁� 67₋₁� 41₋₁� 24₋₁�
U

se
 

Saudi�Arabia� …� 2₋₃ᵢ 5₋₃ᵢ …� 74₋₂� 67₋₁� …� …� …� 81₋₄� 67₋₄� 49₋₄� 26₋₄�
 

fo
rm

u
la

 in
Sudan� …� …� 1₋₁� …� …� 17₋₂� 4₋₁� 2₋₁� 2₋₁� …� …� …� …�

sp
re

ad
sh

ee
t

Syrian�Arab�Republic� …� 2₋₄� 5₋₄� …� 32₋₂� 39₋₁� …� …� …� …� …� …� …�

Tunisia� …� …� 9₋₁� 87₋₄� 38� 32� …� …� …� 74₋₁� 45₋₁� 45₋₁� 15₋₁�
W

ri
te

 
Turkey� 21₋₁� 26₋₁� 25₋₁� 138₋₃� 92₋₃� 104₋₁� …� 26₋₁� 3� 81₋₁� 54₋₁� 34₋₁� 17₋₁�

co
m

p
u

te
r 

United�Arab�Emirates� …� 1₋₁� 2₋₁� 77₋₁� 50₋₁� …� 61₋₁� 34₋₁� 11₋₁�
p

ro
g

ra
m

83₋₁� 71₋₁� 53₋₁� 43₋₁�

Yemen� …� -₋₁� 0.3₋₁� …� …� …� …� …� …� …� …� …� …�

Central and Southern Asia 
P

ri
m

ar
y

Afghanistan� …� 1� 1� 41₋₃� 15₋₃� 8₋₃� …� …� …� …� …� …� …�

Bangladesh� …� 1� 4� …� …� 18� …� …� …� 56₋₁� 42₋₁� 29₋₁� 14₋₁�

Bhutan� …� - 2� …� …� 11₋₄� …� …� …� …� …� …� …�

India� …� …� 1₋₁� 125₋₁� 42₋₁� 27₋₁� …� …� …� …� …�
Lo

w
er

 
…� …�

se
co

n
d

ar
y

Iran,�Islamic�Republic�of� …� 6₋₂� 15₋₂� …� 70₋₁� 69₋₁� 18₋₂� 2₋₂� 1₋₂� …� 70₋₁� 48₋₁� 23₋₁�

Kazakhstan� …� 8� 11� 52� 83� 50� 18� 45� 6� …� …� …� …�

Kyrgyzstan� …� 5� 8� …� …� 44� …� …� …� …� …� …� …�

Maldives� …� …� …� …� …� 14₋₃� …� …� …� …� …� …�
U

p
p

er
 

…�
se

co
n

d
ar

y
Nepal� …� - …� …� …� 12� …� …� …� …� …� …� …�

Pakistan� …� 1� 3� …� …� 10� 5₋₁� 2₋₁� 2₋₁� 50₋₁� 37₋₁� 28₋₁� 9₋₁�

Sri�Lanka� …� 3� 3� 18� 25� 19� …� …� …� …� 82₋₁� 62₋₁� …�
P

o
st

-
Tajikistan� …� …� 1₋₄� - - 31� …� …� …� 100� 95� 81� 23�

se
co

n
d

ar
y

 
Turkmenistan� …� …� 8₋₃� …� …� 8₋₃� …� …� …� …� …� …� …�

Uzbekistan� …� 23� 35� 12� 10� 9� …� …� …� 100₋₁� 100₋₁� 93₋₁� 63₋₁�

Eastern and South-eastern Asia 

Brunei�Darussalam� …� 6� 10� …� …� 33� 68₋₁� 25₋₁� 17₋₁� …� …� …� …�

Cambodia� …� …� …� …� …� 13� …� …� …� …� 54₋₂� 40₋₂� …�

China� …� …� 19� 80� 67� 51� …� …� …� …� …� …� …�

DPR�Korea� …� -₋₂� …� …� …� 27₊₁� …� …� …� …� …� …� …�

Hong�Kong,�China� …� 1 ᵢ 2� …� …� 74� …� …� …� 95₋₂� 78₋₂� 62₋₂� 28₋₂�

Indonesia� …� 11� 19� 38� 25� 36� …� …� 4₊₁� 80₋₁� 44₋₁� 34₋₁� 9₋₁�

Japan� …� …� 11₋₁� …� 81₋₁� 64₋₁� …� …� …� …� …� …� …�

Lao�PDR� …� 0.4� 1� 60₋₁� 27� 16� …� …� …� …� …� …� …�

Macao,�China� …� 1� 4� …� …� 85� …� …� …� 90₋₁� 73₋₁� 52₋₁� 26₋₁�

Malaysia� …� 6� 13� …� 38� 42� 79� 36� 11� 94₋₁� 74₋₁� 58₋₁� 21₋₁�

Mongolia� …� 6� …� 131₋₂� 91₋₂� 65� …� …� …� …� …� …� …�

Myanmar� …� 0.1� 0.1� …� …� 16� …� …� …� …� …� …� …�

Philippines� …� -₋₂� …� …� …� 35� …� …� …� 84₋₄� 70₋₄� 58₋₄� 33₋₄�

Republic�of�Korea� …� 15₋₁� 10₋₁� …� …� 94₋₁� …� 61₋₁� 4₋₁� 96₋₂� 86₋₂� 76₋₂� 40₋₂�

Singapore� 57₋₂� -₋₁ᵢ …� …� …� 84₋₁ᵢ 73� 55� 9� 86₋₁� 80₋₁� 71₋₁� 53₋₁�

Thailand� …� 6₋₂� 10� 117₋₂� 76₋₂� 49₋₁� 5₋₃� …� …� 66₋₁� 45₋₁� 33₋₁� …�

Timor-Leste� …� 4� 8� …� …� …� …� …� …� …� …� …� …�

Viet�Nam� …� …� …� 111� 58� 28₋₁� …� …� …� …� …� …� …�

308 ANNEX �|�STATISTICAL�TABLES�–�TABLE�4�
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Yo
u

th

I J K 

% achieving proficiency in Illiterates 

A
d

u
lt

s
Literacy Numeracy Literacy rate (%) % female Number (000,000) 

Yo
u

th

4.6.1 4.6.2 

2017 
A

d
u

lt
s

…� …� …� …� …� …� …� …� …� …� DZA�

…� …� …� …� …� …� …� …� …� …� ARM�
Yo

u
th

…� …� …� …� 100₋₁� 100₋₁� 67₋₁� 69₋₁� -₋₁� -₋₁� AZE�

…� …� …� …� …� …� …� …� …� …� BHR�

…� …� …� …� …� …� …� …� …� …� CYP�

…� …� …� …� 94� 81� 58� 65� 1� 12� EGY�
A

d
u

lt
s

…� …� …� …� 100₋₃� 100₋₃� 44₋₃� 63₋₃� -₋₃� -₋₃� GEO�

…� …� …� …� 52₋₄� 44₋₄� 53₋₄� 57₋₄� 3₋₄� 11₋₄� IRQ�

78₋₂� 73₋₂� 70₋₂� 69₋₂� …� …� …� …� …� …� ISR�

…� …� …� …� …� …� …� …� …� …� JOR�
Yo

u
th

…� …� …� …� 99� 96� 30� 52� - 0.1� KWT�

…� …� …� …� …� …� …� …� …� …� LBN�

…� …� …� …� …� …� …� …� …� …� LBY�

…� …� …� …� …� …� …� …� …� …� MAR�
A

d
u

lt
s

…� …� …� …� 99� 96� 30� 52� - 0.1� OMN�

…� …� …� …� 99₋₁� 97₋₁� 55₋₁� 77₋₁� -₋₁� 0.1₋₁� PSE�

…� …� …� …� …� …� …� …� …� …� QAT�

…� …� …� …� 99₋₄� 94₋₄� 54₋₄� 64₋₄� -₋₄� 1₋₄� SAU�
Yo

u
th

…� …� …� …� …� …� …� …� …� …� SDN�

…� …� …� …� …� …� …� …� …� …� SYR�

…� …� …� …� 96₋₃� 79₋₃� 55₋₃� 68₋₃� 0.1₋₃� 2₋₃� TUN�

63₋₂� 54₋₂� 60₋₂� 50₋₂� 100₋₁� 96₋₁� 81₋₁� 85₋₁� -₋₁� 2₋₁� TUR�
A

d
u

lt
s 

…� …� …� …� …� …� …� …� …� …� ARE�

…� …� …� …� …� …� …� …� …� …� YEM�
C

O
U

N
T

R
Y

 C
O

D
E

 

…� …� …� …� …� …� …� …� …� …� AFG�

…� …� …� …� 93� 73� 39� 55� 2� 32� BGD�

…� …� …� …� …� …� …� …� …� …� BTN�

…� …� …� …� …� …� …� …� …� …� IND�

…� …� …� …� 98₋₁� 86₋₁� 53₋₁� 66₋₁� 0.2₋₁� 9₋₁� IRN�

…� …� …� …� …� …� …� …� …� …� KAZ�

…� …� …� …� …� …� …� …� …� …� KGZ�

…� …� …� …� 99₋₃� 99₋₃� 32₋₃� 39₋₃� -₋₃� -₋₃� MDV�

…� …� …� …� …� …� …� …� …� …� NPL�

…� …� …� …� 73₋₃� 57₋₃� 62₋₃� 63₋₃� 10₋₃� 52₋₃� PAK�

…� …� …� …� 99� 92� 37� 59� - 1� LKA�

…� …� …� …� 100₋₃ᵢ 100₋₃ᵢ 41₋₃ᵢ 63₋₃ᵢ -₋₃ᵢ -₋₃ᵢ TJK�

…� …� …� …� 100₋₃ᵢ 100₋₃ᵢ 30₋₃ᵢ 63₋₃ᵢ -₋₃ᵢ -₋₃ᵢ TKM�

…� …� …� …� 100₋₁� 100₋₁� 49₋₁� 81₋₁� -₋₁� -₋₁� UZB�

…� …� …� …� …� …� …� …� …� …� BRN�

…� …� …� …� 92₋₂� 81₋₂� 47₋₂� 67₋₂� 0.2₋₂� 2₋₂� KHM�

…� …� …� …� …� …� …� …� …� …� CHN�

…� …� …� …� …� …� …� …� …� …� PRK�

…� …� …� …� …� …� …� …� …� …� HKG�

…� …� …� …� 100₋₁� 95₋₁� 51₋₁� 69₋₁� 0.1₋₁� 9₋₁� IDN�

…� …� …� …� …� …� …� …� …� …� JPN�

…� …� …� …� 92₋₂� 85₋₂� 62₋₂� 68₋₂� 0.1₋₂� 1₋₂� LAO�

…� …� …� …� 100₋₁� 97₋₁� 32₋₁� 75₋₁� -₋₁� -₋₁� MAC�

…� …� …� …� …� …� …� …� …� …� MYS�

…� …� …� …� …� …� …� …� …� …� MNG�

…� …� …� …� 85₋₁ᵢ 76₋₁ᵢ 51₋₁ᵢ 60₋₁ᵢ 1₋₁ᵢ 9₋₁ᵢ MMR�

…� …� …� …� 98₋₄� 96₋₄� 31₋₄� 45₋₄� 0.4₋₄� 2₋₄� PHL�

…� …� …� …� …� …� …� …� …� …� KOR�

92₋₂� 74₋₂� 90₋₂� 72₋₂� 100₋₁� 97₋₁� 40₋₁� 79₋₁� -₋₁� 0.1₋₁� SGP�

…� …� …� …� 98₋₂� 93₋₂� 45₋₂� 64₋₂� 0.2₋₂� 4₋₂� THA�

…� …� …� …� …� …� …� …� …� …� TLS�

…� …� …� …� …� …� …� …� …� …� VNM�
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V
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SDG indicator: 4.3.1 4.3.3 4.3.2 4.4.1 4.4.3 

Reference year: 
T

V
E

T
 s

h
ar

e 
o

f 
2017 2017 

se
co

n
d

ar
y

 e
n

ro
lm

en
t 

Oceania 
(%

)

Australia� …� 22₋₁� 37₋₁� …� …� 122₋₁� …� …� …� 100₋₂� 93₋₁� 76₋₁� 46₋₁�

Cook�Islands� …� -₋₁ᵢ …�
Tr

an
si

ti
o

n
 f

ro
m

 u
p

p
er

 
…� …� …� …� …� …� …� …� …� …�

Fiji� …� …� …� …�
se

co
n

d
ar

y
 t

o
 t

er
ti

ar
y 

…� …� …� …� …� …� …� …� …�
(%

)
Kiribati� …� …� …� …� …� …� …� …� …� …� …� …� …�

Marshall�Islands� …� 1₋₁� 2₋₁� …� …� …� …� …� …� …� …� …� …�

Micronesia,�F.�S.� …� …� …� …� …�
 

G
ro

ss
 e

n
tr

y
 r

at
io

 
…� …� …� …� …� …� …� …�

Nauru� …� -₋₁ᵢ …� …� …�
in

to
 t

er
ti

ar
y

 (
%

)
…� …� …� …� …� …� …� …�

New�Zealand� 67₋₂� 5₋₁� 15₋₁� 73₋₁� 93₋₁� 82₋₁� …� …� …� 100₋₁� 100₋₁� 70₋₁� 46₋₁�

Niue� …� -₋₂ᵢ …� …� …� …� …� …� …� …� …� …� …�

Palau� …� -₋₃ᵢ …� …� …� 64₋₄
G

E
R

 t
er

ti
ar

y
 (

%
) 

ᵢ …� …� …� 99₋₄� 97₋₄� 88₋₄� …�

Papua�New�Guinea� …� 2₋₁� 9₋₁� …� …� …� …� …� …� …� …� …� …�

Samoa� …� -₋₁� …� …� …� …� …� …� …� …� …� …� …�

Solomon�Is� …� …� …� …� …� …� …� …� …� …� …� …� …�

Tokelau� …� -₋₁ᵢ …� …� …� …�
 

C
o

p
y

 &
…� …� …� …� …� …� …�

 
p

as
te

 w
it

h
in

Tonga� …� 2₋₂� 3₋₂� …� …� …� …� …� …� …� …� …� …�
d

o
cu

m
en

t
Tuvalu� …� 2₋₁ᵢ 3₋₁� …� …� …� …� …� …� …� …� …� …�

Vanuatu� …� 1₋₂� 2₋₂� …� …� …� …� …� …� …� …� …� …�
U

se
 

Latin America and the Caribbean 
 

fo
rm

u
la

 in
sp

re
ad

sh
ee

t
Anguilla� …� …� …� …� …� …� …� …� …� …� …� …� …�

Antigua�and�Barbuda� …� 1₋₂� 3₋₂� …� …� …� …� …� …� …� …� …� …�

Argentina� …� -₋₁� …� 146₋₁� 95₋₁� 89₋₁� …� …�
W

ri
te

 
…� 92₋₁� 55₋₁� …� 19₋₁�

co
m

p
u

te
r 

Aruba� …� …� …� …� 11₋₂� 15₋₂� 54� 45� 5� …� …� …� …�
p

ro
g

ra
m

Bahamas� …� -₋₁� …� …� …� …� …� …� …� …� …� …� …�

Barbados� …� - …� …� …� …� …� …� …� …� …� …� …�

Belize� …� 3� 8� 44� 22� 25� …� …� …� …� …� …� …�
P

ri
m

ar
y

Bolivia,�P.�S.� …� 30� 65� …� …� …� …� …� …� 72₋₂� 59₋₂� 43₋₂� 24₋₂�

Brazil� …� 4₋₁ᵢ 4₋₁� …� …� 50₋₁ᵢ 23₋₂� 13₋₂� 3₋₂� 78₋₂� 58₋₂� 44₋₂� 14₋₂�

British�Virgin�Islands� …� 1₋₁ᵢ 4� …� …� 41₋₁ᵢ …� …� …� …� …� …� …�

Cayman�Islands� …� …� …� …� …� …� …� …� …� 99₋₂� 95₋₂�
Lo

w
er

 
90₋₂� 55₋₂�

se
co

n
d

ar
y

Chile� 47₋₂� 18₋₁� 20₋₁� 101₋₃� 88₋₃� 90₋₁� …� …� …� 87₋₂� 79₋₂� 57₋₂� 20₋₂�

Colombia� …� 4� 8� 65� …� 60� 38₋₁� 27₋₁� …� 77₋₁� 52₋₁� 47₋₁� 20₋₁�

Costa�Rica� …� 8₋₁� 24₋₁� …� …� 56� …� …� …� 81₋₁� 53₋₁� 38₋₁� 21₋₁�

Cuba� …� 12� 25� 43₋₁� 26₋₁� 34₋₁� …� …� …� …� …� …�
U

p
p

er
 

…�
se

co
n

d
ar

y
Curaçao� …� …� 72₋₄� …� …� 21₋₄� …� …� …� …� …� …� …�

Dominica� …� -₋₁� -₋₂� …� …� …� …� …� …� …� …� …� …�

Dominican�Republic� …� 2₋₁� 5₋₁� 140₋₁� …� 58� 22₋₂� 11₋₂� 7₋₂� 67₋₂� 57₋₂� 35₋₂� 12₋₂�
P

o
st

-
Ecuador� …� 9� 15� …� …� 46₋₂� …� …� …� 83₋₁� 52₋₁� 42₋₁� 13₋₁�

se
co

n
d

ar
y

 
El�Salvador� …� 7� 18� 34₋₁� 20₋₁� 28₋₁� …� …� …� 56₋₄� 41₋₄� 27₋₄� 10₋₄�

Grenada� …� - …� 60₋₁� 45₋₁� 94� …� …� …� …� …� …� …�

Guatemala� …� 8₋₁� 24₋₁� …� …� 21₋₂� …� …� …� 62₋₃� 37₋₃� 27₋₃� 10₋₃�

Guyana� …� …� …� …� …� …� …� …� …� …� …� …� …�

Haiti� …� …� …� …� …� …� …� …� …� …� …� …� …�

Honduras� …� 10� 39� …� 16₋₄� 21₋₂� …� …� …� 61₋₁� 34₋₁� 25₋₁� 11₋₁�

Jamaica� …� - …� …� …� 27₋₂� 16₋₂� 4₋₂� 1₋₂� …� …� …� …�

Mexico� …� 12₋₁� 28₋₁� 73₋₃� 36₋₃� 37₋₁� …� 28� 9� 80₋₁� 60₋₁� 33₋₁� 15₋₁�

Montserrat� …� - …� …� …� …� …� …� …� …� …� …� …�

Nicaragua� …� …� …� …� …� …� …� …� …� …� …� …� …�

Panama� …� …� 16₋₁� …� …� 47₋₂� …� …� …� …� …� …� …�

Paraguay� …� 5₋₁� 16₋₁� …� …� …� …� …� …� 75₋₁� 48₋₁� 37₋₁� 14₋₁�

Peru� …� 1� 2� …� …� 70₋₁� …� …� …� 81₋₂� 62₋₂� 56₋₂� 21₋₂�

Saint�Kitts�and�Nevis� …� -₋₁� …� 97₋₂� …� …� …� …� …� …� …� …� …�

Saint�Lucia� …� 0.4� 1� …� …� 20� …� …� …� …� 46₋₄� 40₋₄� 15₋₄�

Saint�Vincent/Grenadines� …� - - …� …� …� …� …� …� …� …� …� …�

Sint�Maarten� …� …� 59₋₃� 8₋₃� …� …� …� …� …� …� …� …� …�

Suriname� …� 19₋₂� 41₋₂� …� …� …� …� …� …� …� …� …� …�

Trinidad�and�Tobago� …� …� …� …� …� …� …� …� …� …� …� …� …�

Turks�and�Caicos�Islands� …� -₋₂� …� …� …� …� …� …� …� …� …� …� …�

Uruguay� …� 10₋₁� 22₋₁� …� …� 56₋₂� …� …� …� 90₋₁� 55₋₁� 29₋₁� 12₋₁�

Venezuela,�B.�R.� …� 2₋₂� 5� …� …� …� …� …� …� 93₋₁� 74₋₁� 62₋₁� 35₋₁�
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Yo
u

th

I J K 

% achieving proficiency in Illiterates 

A
d

u
lt

s
Literacy Numeracy Literacy rate (%) % female Number (000,000) 

Yo
u

th

4.6.1 4.6.2 

2017 
A

d
u

lt
s

…� …� …� …� …� …� …� …� …� …� AUS�

…� …� …� …� …� …� …� …� …� …� COK�
Yo

u
th

…� …� …� …� …� …� …� …� …� …� FJI�

…� …� …� …� …� …� …� …� …� …� KIR�

…� …� …� …� …� …� …� …� …� …� MHL�

…� …� …� …� …� …� …� …� …� …� FSM�
A

d
u

lt
s

…� …� …� …� …� …� …� …� …� …� NRU�

89₋₂� 88₋₂� 80₋₂� 81₋₂� …� …� …� …� …� …� NZL�

…� …� …� …� …� …� …� …� …� …� NIU�

…� …� …� …� 99₋₂� 97₋₂� 28₋₂ᵢ 50₋₂ᵢ -₋₂ᵢ -₋₂ᵢ PLW�
Yo

u
th

…� …� …� …� …� …� …� …� …� …� PNG�

…� …� …� …� …� …� …� …� …� …� WSM�

…� …� …� …� …� …� …� …� …� …� SLB�

…� …� …� …� …� …� …� …� …� …� TKL�
A

d
u

lt
s

…� …� …� …� …� …� …� …� …� …� TON�

…� …� …� …� …� …� …� …� …� …� TUV�

…� …� …� …� 95₋₃ᵢ 85₋₃ᵢ 47₋₃ᵢ 55₋₃ᵢ -₋₃ᵢ -₋₃ᵢ VUT�

Yo
u

th

…� …� …� …� …� …� …� …� …� …� AIA�

…� …� …� …� …� 99₋₂� …� 29₋₂� …� -₋₂� ATG�

…� …� …� …� 100₋₁ᵢ 99₋₁ᵢ 37₋₁ᵢ 51₋₁ᵢ -₋₁ᵢ 0.3₋₁
A

d
u

lt
s 

ᵢ ARG�

…� …� …� …� …� …� …� …� …� …� ABW�

…� …� …� …� …� …� …� …� …� …� BHS�

…� …� …� …� 100₋₃ᵢ 100₋₃ᵢ 55₋₃ᵢ 53₋₃ᵢ -₋₃ᵢ -₋₃ᵢ BRB�
C

O
U

N
T

R
Y

 C
O

D
E

 

…� …� …� …� …� …� …� …� …� …� BLZ�

…� …� …� …� 99₋₂� 92₋₂� 49₋₂� 77₋₂� -₋₂� 1₋₂� BOL�

…� …� …� …� 99₋₂� 92₋₂� 31₋₂� 49₋₂� 0.4₋₂� 13₋₂� BRA�

…� …� …� …� …� …� …� …� -₊₁� -₊₁� VGB�

…� …� …� …� …� …� …� …� …� …� CYM�

61₋₂� 47₋₂� 47₋₂� 38₋₂� 99₋₂� 97₋₂� 42₋₂� 53₋₂� -₋₂� 0.4₋₂� CHL�

…� …� …� …� 99₋₁� 95₋₁� 36₋₁� 49₋₁� 0.1₋₁� 2₋₁� COL�

…� …� …� …� …� …� …� …� …� …� CRI�

…� …� …� …� …� …� …� …� …� …� CUB�

…� …� …� …� …� …� …� …� …� …� CUW�

…� …� …� …� …� …� …� …� …� …� DMA�

…� …� …� …� 99₋₁� 94₋₁� 48₋₁� 51₋₁� -₋₁� 0.5₋₁� DOM�

…� …� …� …� 99₋₁� 94₋₁� 45₋₁� 60₋₁� -₋₁� 1₋₁� ECU�

…� …� …� …� 98₋₁� 88₋₁� 44₋₁� 63₋₁� -₋₁� 1₋₁� SLV�

…� …� …� …� 99₋₃ᵢ 99₋₃ᵢ 32₋₃ᵢ 50₋₃ᵢ -₋₃ᵢ -₋₃ᵢ GRD�

…� …� …� …� 94₋₃� 81₋₃� 59₋₃� 66₋₃� 0.2₋₃� 2₋₃� GTM�

…� …� …� …� 97₋₃ᵢ 86₋₃ᵢ 43₋₃ᵢ 52₋₃ᵢ -₋₃ᵢ 0.1₋₃ᵢ GUY�

…� …� …� …� …� …� …� …� …� …� HTI�

…� …� …� …� 96₋₁� 89₋₁� 35₋₁� 51₋₁� 0.1₋₁� 1₋₁� HND�

…� …� …� …� 96₋₃ᵢ 88₋₃ᵢ 16₋₃ᵢ 31₋₃ᵢ -₋₃ᵢ 0.3₋₃ᵢ JAM�

…� …� …� …� 99₋₁� 95₋₁� 44₋₁� 60₋₁� 0.2₋₁� 5₋₁� MEX�

…� …� …� …� …� …� …� …� …� …� MSR�

…� …� …� …� …� …� …� …� …� …� NIC�

…� …� …� …� …� …� …� …� …� …� PAN�

…� …� …� …� 98₋₁� 95₋₁� 41₋₁� 57₋₁� -₋₁� 0.3₋₁� PRY�

…� …� …� …� 99₋₁� 94₋₁� 58₋₁� 76₋₁� 0.1₋₁� 1₋₁� PER�

…� …� …� …� …� …� …� …� …� …� KNA�

…� …� …� …� …� …� …� …� …� …� LCA�

…� …� …� …� …� …� …� …� …� …� VCT�

…� …� …� …� …� …� …� …� …� …� SXM�

…� …� …� …� …� …� …� …� …� …� SUR�

…� …� …� …� …� …� …� …� …� …� TTO�

…� …� …� …� …� …� …� …� …� …� TCA�

…� …� …� …� 99� 99� 31� 39� - - URY�

…� …� …� …� 99₋₁� 97₋₁� 36₋₁� 49₋₁� 0.1₋₁� 1₋₁� VEN�
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% of adults 15+ with ICT skills having attained at least 
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V
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T
 s

h
ar

e 
o

f 
2017 2017 

se
co

n
d

ar
y

 e
n

ro
lm

en
t 

Europe and Northern America 
(%

)

Albania� 9₋₁� 5� 9� 65� 46� 57� …� …� …� …� …� …� …�

Andorra� …� …� 10�
Tr

an
si

ti
o

n
 f

ro
m

 u
p

p
er

 
36� …� …� …� …� 6� 97₋₁� 72₋₁� 47₋₁� 32₋₁�

Austria� 60₋₁� 28₋₁� 35₋₁� 77₋₁�
se

co
n

d
ar

y
 t

o
 t

er
ti

ar
y 

76₋₁� 83₋₁� 63₋₁� 45₋₁� 6₋₁� …� 99₋₃� 79₋₁� 29₋₁�
(%

)
Belarus� …� 8� 13� 77₋₄� 84₋₄� 87� …� …� …� …� …� …� …�

Belgium� 45₋₁� 25₋₁� 46₋₁� 71₋₂� 69₋₂� 76₋₁� 65₋₁� 44₋₁� 9₋₁� 96₋₁� 85₋₁� 67₋₁� 34₋₁�

Bermuda� …� -₋₁� …� …� 35�
 

G
ro

ss
 e

n
tr

y
 r

at
io

 
24₋₂� …� …� …� …� …� …� …�

Bosnia�and�Herzegovina� 9₋₁� …� 38� 61� …�
in

to
 t

er
ti

ar
y

 (
%

)
…� …� …� …� 84₋₁� 81₋₁� 62₋₁� 12₋₁�

Bulgaria� 25₋₁� 15₋₁� 29₋₁� 108₋₂� 77₋₂� 71₋₁� 26₋₁� 14₋₁� 1� 100₋₁� 95₋₁� 76₋₁� …�

Canada� …� …� 5₋₁� …� …� 67₋₁ᵢ …� …� …� …� …� …� …�

Croatia� 32₋₁� 23₋₁� 40₋₁� …� …� 67₋₁�
G

E
R

 t
er

ti
ar

y
 (

%
) 

42� 32� 5� …� …� …� …�

Czechia� 46₋₁� 25₋₁� 37₋₁� 86₋₂� 68₋₂� 64₋₁� 56� 41� 4� 100₋₁� 100₋₁� 90₋₁� 20₋₁�

Denmark� 50₋₁� 13₋₁� 23₋₁� 78₋₁� 85₋₃� 81₋₁� 68₋₁� 60₋₁� 14₋₁� …� 92₋₁� 78₋₁� 36₋₁�

Estonia� 44₋₁� 12₋₁� 21₋₁� …� …� 71₋₁� 55₋₁� 44₋₁� 8� …� …� 87₋₁� …�

Finland� 54₋₁� 22₋₁� 48₋₁� 39₋₁� 60₋₁� 87₋₁� 69₋₁�
 

C
o

p
y

 &
47₋₁� 8₋₁� …� …� 74₋₂� 35₋₂�

 
p

as
te

 w
it

h
in

France� 51₋₁� 19₋₁ᵢ 18₋₁� …� …� 64₋₁ᵢ 53₋₁� 40₋₁� 5₋₁� 98₋₁� 84₋₁� 70₋₁� 30₋₁�
d

o
cu

m
en

t
Germany� 52₋₁� …� 19₋₁� 74₋₁� 64₋₁� 68₋₁� 62₋₁� 38₋₁� 6₋₁� 100₋₁� 97₋₁� 83₋₁� 36₋₁�

Greece� 17₋₁� 12₋₁� 16₋₁� 68₋₁� …� 126₋₁� 52₋₁� 41₋₁� 9₋₁� 91₋₁� 65₋₁� 55₋₁� 27₋₁�
U

se
 

Hungary� 56₋₁� 13₋₁� 12₋₁� 52₋₁ᵢ 42₋₁ᵢ 48₋₁� 51₋₁� 36₋₁� 3₋₁� 100₋₁� 97₋₁� 76₋₁� 29₋₁�
 

fo
rm

u
la

 in
Iceland� …� 10₋₁� 21₋₁� …� 73₋₂� 74₋₁� 80₋₃� 69₋₃� 18₋₃� …� …� …� …�

sp
re

ad
sh

ee
t

Ireland� …� 8₋₁ᵢ …� …� …� 78₋₁ᵢ 42₋₁� 26₋₁� 4₋₁� …� 86� 71� 43�

Italy� 42₋₁� 23₋₁� 34₋₁� 73₋₂� 68₋₂� 63₋₁� 42₋₁� 31₋₁� 4₋₁� 95₋₂� 78₋₂� 49₋₂� 15₋₂�
W

ri
te

 
Latvia� 48₋₁� 16₋₁ᵢ 20₋₁� …� …� 81₋₁ᵢ 46₋₁� 31� 2� 100₋₂� 100₋₁� 89₋₁� 39₋₁�

co
m

p
u

te
r 

Liechtenstein� …� 25₋₁ᵢ 35₋₁� 52₋₂� 59₋₂ᵢ 35₋₁ᵢ …� …� …�
p

ro
g

ra
m

…� …� …� …�

Lithuania� 28₋₁� 9₋₁ᵢ 10₋₁� 97₋₁� 84₋₁ᵢ 71₋₁ᵢ 45₋₁� 41� 4� 99₋₁� 95₋₁� 86₋₁� 53₋₁�

Luxembourg� 48₋₁� 23₋₁� 33₋₁� 42₋₁� 29₋₂� 20₋₁� 83₋₁� 68₋₁� 11₋₁� …� 100₋₂� 80₋₃� 69₋₂�

Malta� 36₋₁� 11₋₁� 9₋₁� 46₋₁� 62₋₁� 49₋₁� 44₋₁� 82� 7� 99₋₁�
P

ri
m

ar
y

78₋₁� 38₋₁� 25₋₁�

Monaco� …� …� 10� 53� …� …� …� …� …� …� …� …� …�

Montenegro� …� 22� 33� …� …� 58� …� 32� 2₋₁� …� …� …� …�

Netherlands� 64₋₁� 22₋₁� 36₋₁� 57₋₁� 65₋₁� 80₋₁� 70₋₁� 51₋₁� 8₋₁� 99₋₁� 90₋₁� 70₋₁� 32₋₁�
Lo

w
er

 
Norway� 60₋₁� 18₋₁� 29₋₁� 71₋₁� 76₋₁� 81₋₁� 68₋₁� 85₊₁� 10₋₁� 100₋₁� 99₋₁� 78₋₁� 39₋₁�

se
co

n
d

ar
y

Poland� 26₋₁� 19₋₁� 28₋₁� 90₋₁� 76₋₂� 67₋₁� 41₋₁� 28₋₁� 3� 99₋₁� 85₋₁� 85₋₁� 28₋₁�

Portugal� 46₋₁� 17₋₁� 26₋₁� 76₋₁� 62₋₁� 63₋₁� 48₋₁� 36₋₁� 6₋₁� 91₋₁� 54₋₁� 37₋₁� 20₋₁�

Republic�of�Moldova� …� 7 ᵢ 14� …� …� 41 ᵢ …� …� …� 99₋₂� 96₋₂� 75₋₂� …�
U

p
p

er
 

Romania� 7₋₁� …� 28₋₁� 114₋₁� 82₋₁� 48₋₁� 21₋₁� 13₋₁� 2� 99₋₁� 90₋₁� 66₋₁�
se

co
n

d
ar

y
18₋₁�

Russian�Federation� …� 14₋₃ᵢ 16₋₁� …� …� 82₋₁� …� 23₋₁� 1₋₁� …� …� …� …�

San�Marino� …� …� …� …� …� …� …� …� …� …� …� …� …�

Serbia� 20₋₁� 24 ᵢ 35� 113₋₁� 97₋₁ᵢ 66 ᵢ …� 34� 6� 97₋₁� 89₋₁� 71₋₁� 23₋₁�
P

o
st

-

Slovakia� 46₋₁� 22₋₁� 32₋₁� 77₋₂� 57₋₂� 48₋₁� 51₋₁� 50� 5� 100₋₁� 99₋₁� 87₋₁� 21₋₁�
se

co
n

d
ar

y
 

Slovenia� 46₋₁� 34₋₁� 45₋₁� 71₋₁� 74₋₁� 78₋₁� 54₋₁� 42₋₁� 5₋₁� 100₋₁� 98₋₁� 82₋₁� 27₋₁�

Spain� 43₋₁� 15₋₁� 18₋₁� 82₋₁� 81₋₁� 91₋₁� 52₋₁� 37₋₁� 7� 91₋₁� 76₋₁� 49₋₁� 30₋₁�

Sweden� 64₋₁� 12₋₁� 22₋₁� 105₋₁� 67₋₁� 64₋₁� 66₋₁� 51� 12� 100₋₁� 91₋₁� 76₋₁� 38₋₁�

Switzerland� 69₋₁� 23₋₁� 37₋₁� 77₋₁� 87₋₂� 58₋₁� …� …� 9� …� 97₋₁� 85₋₁� …�

TFYR�Macedonia� 13₋₁� …� 30₋₂� 88₋₃� 70₋₃� 41₋₂� 32₋₁� 21₋₁� 3₋₁� …� …� …� …�

Ukraine� …� 4₋₃� 8� 146 ᵢ …� 83₋₃� …� …� …� …� …� …� …�

United�Kingdom� …� 22₋₁� 46₋₁� …� 63₋₃� 59₋₁� 62₋₁� 47₋₁� 8₋₁� 100₋₃� 100₋₃� 75₋₃� 39₋₃�

United�States� …� …� …� 64₋₂� 53₋₂ᵢ 89₋₁ᵢ …� …� …� 99₋₁� 96₋₁� 89₋₁� 44₋₁�
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Yo
u

th

I J K 

% achieving proficiency in Illiterates 

A
d

u
lt

s
Literacy Numeracy Literacy rate (%) % female Number (000,000) 

Yo
u

th

4.6.1 4.6.2 

2017 
A

d
u

lt
s

…� …� …� …� …� …� …� …� …� …� ALB�

…� …� …� …� …� …� …� …� …� …� AND�
Yo

u
th

…� …� …� …� …� …� …� …� …� …� AUT�

…� …� …� …� …� …� …� …� …� …� BLR�

…� …� …� …� …� …� …� …� …� …� BEL�

…� …� …� …� …� …� …� …� …� …� BMU�
A

d
u

lt
s

…� …� …� …� 100₋₄� 97₋₄� 48₋₄� 87₋₄� -₋₄� 0.1₋₄� BIH�

…� …� …� …� …� …� …� …� …� …� BGR�

…� …� …� …� …� …� …� …� …� …� CAN�

…� …� …� …� …� …� …� …� …� …� HRV�
Yo

u
th

…� …� …� …� …� …� …� …� …� …� CZE�

…� …� …� …� …� …� …� …� …� …� DNK�

…� …� …� …� …� …� …� …� …� …� EST�

…� …� …� …� …� …� …� …� …� …� FIN�
A

d
u

lt
s

…� …� …� …� …� …� …� …� …� …� FRA�

…� …� …� …� …� …� …� …� …� …� DEU�

77₋₂� 73₋₂� 73₋₂� 71₋₂� …� …� …� …� …� …� GRC�

…� …� …� …� 99₋₃ᵢ 99₋₃ᵢ 42₋₃ᵢ 55₋₃ᵢ -₋₃ᵢ 0.1₋₃ᵢ HUN�
Yo

u
th

…� …� …� …� …� …� …� …� …� …� ISL�

…� …� …� …� …� …� …� …� …� …� IRL�

…� …� …� …� …� …� …� …� …� …� ITA�

…� …� …� …� …� …� …� …� …� …� LVA�
A

d
u

lt
s 

…� …� …� …� …� …� …� …� -₊₁� -₊₁� LIE�

92₋₂� 85₋₂� 90₋₂� 83₋₂� …� …� …� …� …� …� LTU�
C

O
U

N
T

R
Y

 C
O

D
E

 
…� …� …� …� …� …� …� …� …� …� LUX�

…� …� …� …� …� …� …� …� …� …� MLT�

…� …� …� …� …� …� …� …� …� …� MCO�

…� …� …� …� …� …� …� …� …� …� MNE�

…� …� …� …� …� …� …� …� …� …� NLD�

…� …� …� …� …� …� …� …� …� …� NOR�

…� …� …� …� …� …� …� …� …� …� POL�

…� …� …� …� …� …� …� …� …� …� PRT�

…� …� …� …� …� …� …� …� …� …� MDA�

…� …� …� …� …� …� …� …� …� …� ROU�

…� …� …� …� …� …� …� …� …� …� RUS�

…� …� …� …� …� …� …� …� -₊₁� -₊₁� SMR�

…� …� …� …� 100₋₁� 99₋₁� 48₋₁� 79₋₁� -₋₁� 0.1₋₁� SRB�

…� …� …� …� …� …� …� …� …� …� SVK�

88₋₂� 75₋₂� 86₋₂� 74₋₂� 100₋₃ᵢ 100₋₃ᵢ 31₋₃ᵢ 57₋₃ᵢ -₋₃ᵢ -₋₃ᵢ SVN�

…� …� …� …� 100₋₁� 98₋₁� 51₋₁� 68₋₁� -₋₁� 1₋₁� ESP�

…� …� …� …� …� …� …� …� …� …� SWE�

…� …� …� …� …� …� …� …� …� …� CHE�

…� …� …� …� …� …� …� …� …� …� MKD�

…� …� …� …� …� …� …� …� …� …� UKR�

…� …� …� …� …� …� …� …� …� …� GBR�

…� …� …� …� …� …� …� …� …� …� USA�



�

TABLE 5:�SDG�4,�Target�4.5�–�Equity��

By�2030,�eliminate�gender�disparities�in�education�and�ensure�equal�access�at�all�levels�of�education�and�vocational�training�

for�the�vulnerable,�including�persons�with�disabilities,�indigenous�peoples�and�children�in�vulnerable�situations�

GENDER 

A B C D E 

GPIA in minimum proficiency 

GPIA in    End of lower GPIA in    GPIA in adult 

P
ri

m
ar

y 

Lo
w

er
 

se
co

n
d

ar
y

U
p

p
er

 
completion End of primary secondary literacy rate proficiency GPIA in gross enrolment ratio 

se
co

n
d

ar
y

R
ea

d
in

g

SDG indicator: 
 M

at
h

em
at

ic
s

4.5.1 

Reference year: 2017 

Region Median 

R
ea

d
in

g
World 1.01 ᵢ 1.00 ᵢ 1.03 ᵢ …� …� 1.12 ᵢ 1.01 ᵢ 1.00 ᵢ 0.96 ᵢ …� …� 1.00� 0.99� 1.01� 1.16�

               
Sub-Saharan�Africa� 1.02 ᵢ 0.86 ᵢ 0.77 ᵢ …� …� …� …� 0.88 ᵢ 0.75 ᵢ …� …� 1.02� 0.96� 0.95� 0.75�

 M
at

h
em

at
ic

s
Northern�Africa�and�Western�Asia� …� 1.02 ᵢ 1.05 ᵢ …� …� 1.30 ᵢ 1.08 ᵢ 1.00 ᵢ 0.95 ᵢ …� …� 1.00� 0.99� 1.00� 1.19�

Northern�Africa� 1.01 ᵢ 1.02 ᵢ 0.96 ᵢ …� …� 1.37 ᵢ 1.04� 0.98 ᵢ 0.85 ᵢ …� …� 0.99� 0.95� 0.98� 1.02�

Western�Asia� …� 0.99 ᵢ 1.07 ᵢ …� …� 1.30 ᵢ 1.10 ᵢ 1.00 ᵢ 0.96 ᵢ …� …� 1.00� 1.00� 1.01� 1.22�
Yo

u
th

Central�and�Southern�Asia� 1.00 ᵢ 1.00 ᵢ 0.94 ᵢ …� …� …� …� 1.00 ᵢ 0.99 ᵢ …� …� 0.97� 1.00� 1.00� 0.89�

Central�Asia� 1.00 ᵢ 1.00 ᵢ 1.03 ᵢ …� …� …� …� 1.00 ᵢ 1.00 ᵢ …� …� 0.97� 0.99� 0.99� 0.75�

Southern�Asia� 1.00 ᵢ 0.96 ᵢ 0.82 ᵢ …� …� …� …� 1.00 ᵢ 0.93 ᵢ …� …� 0.98� 1.00� 1.03� 0.91�

Eastern�and�South-eastern�Asia� 1.02 ᵢ 1.08 ᵢ 1.15 ᵢ …� …� 1.12 ᵢ 1.04 ᵢ 1.00 ᵢ 0.96
A

d
u

lt
s

ᵢ …� …� 1.00� 0.99� 1.01� 1.15�

Eastern�Asia� …� …� …� …� …� 1.09 ᵢ 1.02 ᵢ …� …� …� …� 1.00� 1.00� 1.00� 1.10�

South-eastern�Asia� 1.07 ᵢ 1.08 ᵢ 1.15 ᵢ …� …� 1.24 ᵢ 1.05 ᵢ 1.00 ᵢ 0.96 ᵢ …� …� 1.02� 0.98� 1.03� 1.17�

Oceania� …� …� …� …� …� …� …� …� …� …�
Li

te
ra

cy
…� 1.01� 0.99� 1.05� …�

Latin�America�and�the�Caribbean� 1.01 ᵢ 1.09 ᵢ 1.11 ᵢ 1.06 ᵢ 0.99 ᵢ …� …� 1.01 ᵢ 1.00 ᵢ …� …� 1.02� 0.97� 1.04� 1.27 ᵢ 
Caribbean� …� …� …� …� …� …� …� …� …� …� …� 1.03 ᵢ 0.97 ᵢ 1.05 ᵢ …�

Central�America� 1.01� 1.06� 1.10� 1.07� 0.97� …� …� 1.00 ᵢ 0.97 ᵢ …� …�
N

u
m

er
ac

y
1.02� 0.99� 1.04� 1.18�

South�America� 1.02� 1.10� 1.12� 1.04� 0.99� 1.10 ᵢ 0.88 ᵢ 1.01� 1.00� …� …� 1.01� 0.97� 1.04� 1.14 ᵢ 
Europe�and�Northern�America� …� 1.00� 1.04� …� …� 1.11� 1.00� …� …� …� …� 0.99� 1.00� 0.99� 1.23�

Europe� …� 1.00� 1.04� …� …� 1.11� 1.00� …� …� …� …� 0.99�
P

re
-p

ri
m

ar
y

1.00� 0.99� 1.22�

Northern�America� 1.00 ᵢ 1.00 ᵢ 1.03 ᵢ …� …� 1.08� 0.99� …� …� …� …� 0.92� 1.00� 1.01� 1.26�
               

Low�income� 0.97 ᵢ 0.80 ᵢ 0.69 ᵢ …� …� …� …� 0.85 ᵢ 0.65 ᵢ …� …� 1.02� 0.97� 0.91� 0.54�
P

ri
m

ar
y

Middle�income� 1.01 ᵢ 1.02 ᵢ 1.03 ᵢ …� …� …� …� 1.00 ᵢ 0.97 ᵢ …� …� 1.01� 0.99� 1.01� 1.17�

Lower�middle� 1.01 ᵢ 1.02 ᵢ 1.00 ᵢ …� …� …� …� 1.00 ᵢ 0.92 ᵢ …� …� 1.00� 0.98� 0.99� 1.04�

Upper�middle� 1.01 ᵢ 1.04 ᵢ 1.06 ᵢ …� …� 1.17 ᵢ 1.01 ᵢ 1.00 ᵢ 0.98 ᵢ …� …� 1.01� 0.99� 1.03� 1.20�
Se

co
n

d
ar

y
High�income� …� 1.00 ᵢ 1.05 ᵢ …� …� 1.11 ᵢ 1.00� …� …� …� …� 1.00� 1.00� 1.01� 1.27�

Te
rt

ia
ry

 

�

�

A� Adjusted�gender�parity�index�(GPIA)�in�school�completion�rate�by�level.�

B� Adjusted�gender�parity�index�(GPIA)�in�percentage�of�students�with�minimum�level�of�proficiency�at�the�end�of�given�level.�

C� Adjusted�gender�parity�index�(GPIA)�in�youth�and�adult�literacy�rate.�

D� Adjusted�gender�parity�index�(GPIA)�in�percentage�of�adults�aged�16�and�over�achieving�at�least�a�fixed�level�of�proficiency�in�functional�literacy�and�numeracy�skills.�

E� Adjusted�gender�parity�index�(GPIA)�in�gross�enrolment�ratio�by�level.�

F� Adjusted�parity�index�for�location�(rural-urban)�and�wealth�(poorest�to�richest�quintile)�in�school�completion�by�level.�

G� Adjusted�parity�index�for��wealth�(poorest�to�richest�quintile)�in�achievement�of�minimum�proficiency.�

Notes: � �

Source:�UIS�and�GEM�Report�analysis�of�household�surveys.�Data�refer��to�school�year�ending�in�2017�unless�noted�otherwise.�� �

Aggregates�represent�countries�listed�in�the�table�with�available�data�and�may�include�estimates�for�countries�with�no�recent�data.�

(-)�Magnitude�nil�or�negligible.�

(…)�Data�not�available�or�category�not�applicable.��

(±�n)�Reference�year��differs�(e.g.�-2:�reference�year�2015�instead�of�2017).�

(i)�Estimate�and/or�partial�coverage.�
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LOCATION/WEALTH 

F G 

 Disparity in  
primary completion 

Disparity in   Disparity in   
lower secondary completion upper secondary completion Wealth disparity in minimum proficiency 

Lo
ca

ti
o

n

W
ea

lt
h

Adjusted parity  % of poorest   Adjusted parity % of poorest  Adjusted parity   % of poorest End of lower  
M

index completing index completing index completing End of primary secondary 

F Lo
ca

ti
o

n
4.5.1 

2017 

Median 
W

ea
lt

h

0.88 ᵢ 0.76 ᵢ 67 ᵢ 76 ᵢ 0.86 ᵢ 0.72 ᵢ 63 ᵢ 72 ᵢ 0.68 ᵢ 0.37 ᵢ 27 ᵢ 33 ᵢ …� …� 0.67 ᵢ 0.65 ᵢ 
                

0.67 ᵢ 0.45 ᵢ 33 ᵢ 34 ᵢ 0.42 ᵢ 0.15 ᵢ 14
M

ᵢ 5 ᵢ 0.26 ᵢ 0.05 ᵢ 2 ᵢ 1 ᵢ …� …� …� …�

…� …� …� …� 0.95 ᵢ 0.81 ᵢ 70 ᵢ 75 ᵢ 0.68 ᵢ 0.37 ᵢ 27 ᵢ 27 ᵢ …� …� 0.60 ᵢ 0.55 ᵢ 
0.96 ᵢ 0.87 ᵢ 87 ᵢ 86 ᵢ 0.76 ᵢ 0.49 ᵢ 30 ᵢ 47 ᵢ 0.60 ᵢ 0.33 ᵢ 14 ᵢ 22 ᵢ …� …� 0.47 ᵢ 0.52�

…� …� …� …� 0.97 ᵢ 0.88 ᵢ 86 ᵢ 88
F

ᵢ 0.83 ᵢ 0.63 ᵢ 41 ᵢ 58 ᵢ …� …� 0.61 ᵢ 0.55 ᵢ 
0.99 ᵢ 0.82 ᵢ 81 ᵢ 80 ᵢ 0.94 ᵢ 0.62 ᵢ 62 ᵢ 56 ᵢ 0.81 ᵢ 0.58 ᵢ 48 ᵢ 47 ᵢ …� …� …� …�

1.00 ᵢ 1.00 ᵢ 100 ᵢ 100 ᵢ 1.00 ᵢ 0.99 ᵢ 99 ᵢ 99 ᵢ 0.96 ᵢ 0.91 ᵢ 86 ᵢ 89 ᵢ …� …� …� …�

0.90 ᵢ 0.75 ᵢ 65 ᵢ 68 ᵢ 0.84 ᵢ 0.50 ᵢ 44 ᵢ 38 ᵢ 0.61 ᵢ 0.18 ᵢ 18 ᵢ 4 ᵢ …� …� …� …�
Lo

ca
ti

o
n

0.96 ᵢ 0.81 ᵢ 77 ᵢ 86 ᵢ 0.81 ᵢ 0.52 ᵢ 45 ᵢ 60 ᵢ 0.58 ᵢ 0.24 ᵢ 17 ᵢ 29 ᵢ …� …� 0.79 ᵢ 0.78 ᵢ 
…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.87 ᵢ 0.85 ᵢ 

0.93 ᵢ 0.69 ᵢ 61 ᵢ 73 ᵢ 0.74 ᵢ 0.40 ᵢ 31 ᵢ 45 ᵢ 0.58 ᵢ 0.23 ᵢ 17 ᵢ 22 ᵢ …� …� 0.58 ᵢ 0.72 ᵢ 
W

ea
lt

h
…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

0.95 ᵢ 0.92 ᵢ 88 ᵢ 92 ᵢ 0.81 ᵢ 0.62 ᵢ 55 ᵢ 63 ᵢ 0.66 ᵢ 0.35 ᵢ 30 ᵢ 30 ᵢ 0.82 ᵢ 0.90 ᵢ …� …�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�
M

0.92� 0.86� 83� 86� 0.76� 0.56� 51� 51� 0.55� 0.30� 24� 25� 0.86� 0.91� …� …�

0.97� 0.92� 90� 94� 0.83� 0.73� 61� 75� 0.68� 0.44� 36� 43� 0.88� 0.86� 0.56 ᵢ 0.39 ᵢ 
…� …� …� …� 1.00� 0.99� 98� 98� 0.96� 0.83� 75� 81� …� …� 0.76� 0.70�

F
…� …� …� …� 1.00� 0.99� 98� 99� 0.96� 0.83� 75� 81� …� …� 0.74� 0.70�

…� 0.98 ᵢ 98 ᵢ 98 ᵢ …� 0.98 ᵢ 98 ᵢ 98 ᵢ …� 0.88 ᵢ 84 ᵢ 87 ᵢ …� …� 0.82� 0.72�
                

0.67 ᵢ 0.44 ᵢ 33 ᵢ 30 ᵢ 0.39 ᵢ 0.17 ᵢ 12 ᵢ 5 ᵢ 0.23 ᵢ 0.05 ᵢ 2 ᵢ 1 ᵢ …�
R

ea
d

in
g

…� …� …�

0.95 ᵢ 0.84 ᵢ 80 ᵢ 85 ᵢ 0.86 ᵢ 0.62 ᵢ 53 ᵢ 56 ᵢ 0.63 ᵢ 0.32 ᵢ 19 ᵢ 25 ᵢ …� …� …� …�

0.88 ᵢ 0.69 ᵢ 58 ᵢ 65 ᵢ 0.70 ᵢ 0.37 ᵢ 29 ᵢ 30 ᵢ 0.50 ᵢ 0.17 ᵢ 14 ᵢ 9 ᵢ …� …� …� …�

0.99 ᵢ 0.92 ᵢ 91 ᵢ 94 ᵢ 0.91 ᵢ 0.79 ᵢ 74 ᵢ 76 ᵢ 0.71 ᵢ 0.43 ᵢ 38 ᵢ 41 ᵢ …� …�
 M

at
h

em
at

ic
s

0.56 ᵢ 0.53 ᵢ 
…� …� …� …� 1.00 ᵢ 0.99 ᵢ 98 ᵢ 98 ᵢ 0.97 ᵢ 0.83 ᵢ 75 ᵢ 82 ᵢ …� …� 0.76 ᵢ 0.70�

R
ea

d
in

g

 M
at

h
em

at
ic

s 



�

TABLE 5:�Continued�

GENDER 

A B C D E 

GPIA in minimum proficiency 

GPIA in   End of lower   GPIA in   GPIA in adult 

ô

 
P

ri
m

ar
y

completion End of primary secondary literacy rate proficiency GPIA in gross enrolment ratio 
Lo

w
er

 
se

co
n

d
ar

y

 
U

p
p

er
se

co
n

d
ar

y

SDG indicator: 4.5.1 

Reference year: 
R

ea
d

in
g

2017 

Sub-Saharan Africa 

Angola� 0.89₋₂� 0.76₋₂� 0.64₋₂� …� …� …� …� 0.83₋₃� 0.67₋₃� …� …� 0.88₋₁� 0.86₋₂� 0.63₋₁� 0.77₋₂�
 M

at
he

m
at

ic
s

Benin� 0.83₋₃� 0.51₋₃� 0.46₋₃� 0.97₋₃� 1.00₋₃� …� …� …� …� …� …� 1.04₋₁� 0.94� 0.76₋₁� 0.43₋₁�

Botswana� …� …� …� …� …� 1.19� 1.11� 1.03₋₃ᵢ 1.02₋₃ᵢ …� …� 1.03₋₃� 0.97₋₃� …� 1.29�

Burkina�Faso� …� …� …� 0.96₋₃� 0.90₋₃� …� …� 0.77₋₃� 0.59₋₃� …� …� 0.99� 0.98� 0.97� 0.52�
R

ea
d

in
g

Burundi� 1.16� 0.80� 0.84� 1.18₋₃� 1.11₋₃� …� …� 0.88₋₃� 0.78₋₃� …� …� 1.02� 1.00� 1.02� 0.43�

Cabo�Verde� …� …� …� …� …� …� …� 1.01₋₂� 0.89₋₂� …� …� 1.02� 0.93� 1.09� 1.31�

Cameroon� 0.97₋₃� 0.90₋₃� 0.78₋₃� 1.15₋₃� 1.06₋₃� …� …� …� …� …� …� 1.02� 0.90� 0.86₋₁� 0.79₋₁�
 M

at
he

m
at

ic
s

Central�African�Republic� …� …� …� …� …� …� …� …� …� …� …� 1.03� 0.76₋₁� 0.66� …�

Chad� 0.78₋₂� 0.55₋₂� 0.37₋₂� 0.78₋₃� 0.64₋₃� …� …� 0.55₋₁� 0.45₋₁� …� …� 0.93₋₁� 0.78₋₁� 0.46₋₁� 0.20₋₃ᵢ 
Comoros� …� …� …� …� …� …� …� …� …� …� …� 1.03� 0.96� 1.06� 0.81₋₃�

Yo
u

th
Congo� …� …� …� 1.10₋₃� 0.90₋₃� …� …� …� …� …� …� …� …� …� 0.75₋₄�

C te�d'Ivoire� 0.88₋₁� 0.62₋₁� 0.82₋₁� 1.05₋₃� 0.79₋₃� …� …� 0.80₋₃� 0.73₋₃� …� …� 1.01� 0.91� 0.75� 0.70₋₁�

D.�R.�Congo� 0.93₋₄� 0.84₋₄� 0.70₋₄� …� …� …� …� 0.88₋₁� 0.75₋₁� …� …� 1.07₋₂� 0.99₋₂� 0.64₋₂� 0.56₋₁�
A

d
u

lt
s

Djibouti� …� …� …� …� …� …� …� …� …� …� …� 0.99� 0.89� 0.83� …�

Equat.�Guinea� …� …� …� …� …� …� …� 1.01₋₃ᵢ 0.95₋₃ᵢ …� …� 1.02₋₂� 0.99₋₂� …� …�

Eritrea� …� …� …� …� …� …� …� …� …� …� …� 0.98� 0.86� 0.90� 0.71₋₁�
Li

te
ra

cy
Eswatini� 1.17₋₃� 1.13₋₃� 1.07₋₃� …� …� …� …� …� …� …� …� …� 0.92₋₁� 0.98₋₁� 1.04₋₄�

Ethiopia� 1.01₋₁� 0.96₋₁� 1.11₋₁� …� …� …� …� …� …� …� …� 0.95₋₂� 0.91₋₂� 0.96₋₂� 0.48₋₃�

Gabon� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�
N

u
m

er
ac

y
Gambia� 0.94₋₄� 0.96₋₄� 0.85₋₄� …� …� …� …� 0.85₋₄ᵢ 0.65₋₄ᵢ …� …� 1.07� 1.08� …� …�

Ghana� 1.05₋₃� 1.00₋₃� 1.02₋₃� 1.00₋₁� 0.94₋₄� …� …� …� …� …� …� 1.02� 1.01� 0.97� 0.72�

Guinea� …� …� …� …� …� …� …� 0.65₋₃� 0.50₋₃� …� …� …� 0.82₋₁� 0.66₋₃� 0.45₋₃�

Guinea-Bissau� 0.80₋₃� 0.69₋₃� 0.52₋₃� …� …� …� …� ᵢ0.70₋₃  ᵢ0.50₋₃  …� …�
P

re
-p

ri
m

ar
y

…� …� …� …�

Kenya� 1.06₋₃� 1.12₋₃� 0.85₋₃� 1.06₋₂� 1.03₋₂� …� …� 0.99₋₃ᵢ 0.88₋₃ᵢ …� …� 0.98₋₁� 1.00₋₁� …� 0.70₋₁�

Lesotho� 1.33₋₃� 1.46₋₃� 1.32₋₃� …� …� …� …� 1.15₋₃ᵢ 1.20₋₃ᵢ …� …� 1.05₋₁� 0.97� 1.26� 1.34₋₂�

Liberia� 0.90₋₄� 0.80₋₄� 0.53₋₄� …� …� …� …� …� …� …� …� 1.01₋₁� 0.92₋₁�
P

ri
m

ar
y

0.78₋₁� …�

Madagascar� …� …� …� …� …� …� …� …� …� …� …� 1.09� 1.00₋₁� 1.01� 0.92₋₁�

Malawi� 1.18₋₂� 0.92₋₂� 0.84₋₂� …� …� …� …� 1.01₋₂ᵢ 0.79₋₂ᵢ …� …� 1.01₋₂� 1.03� 0.94� …�

Mali� 0.84₋₂� 0.75₋₂� 0.60₋₂� 0.93₋₁� 1.02₋₁� …� …� 0.65₋₂� 0.49₋₂� …� …� 1.06� 0.89� 0.81�
Se

co
n

d
ar

y
0.42₋₂�

Mauritania� 0.86₋₂� 0.73₋₂� 0.57₋₂� …� …� …� …� …� …� …� …� 1.21₋₂� 1.05� 0.96� 0.50�

Mauritius� …� …� …� …� …� …� …� …� 0.95₋₁� …� …� 1.00� 1.02� 1.07� 1.22�

Mozambique� …� …� …� …� …� …� …� 0.79₋₂� 0.61₋₂� …� …� …� 0.93� 0.91� 0.81�
Te

rt
ia

ry
 

Namibia� 1.11₋₄� 1.23₋₄� 1.10₋₄� …� …� …� …� …� …� …� …� 1.05� 0.97� …� 1.43₋₁�

Niger� …� …� …� 0.85₋₃� 0.67₋₃� …� …� …� …� …� …� 1.05� 0.87� 0.73� 0.43�

Nigeria� 0.93₋₄� 0.75₋₄� 0.75₋₄� …� …� …� …� …� …� …� …� …� 0.94₋₁� 0.90₋₁� …�

Rwanda� 1.22₋₂� 1.16₋₂� 0.84₋₂� …� …� …� …� 1.03₋₃� 0.87₋₃� …� …� 1.03� 0.99� 1.11� 0.88�

Sao�Tome�and�Principe� 1.07₋₃� 1.08₋₃� 1.43₋₃� …� …� …� …� …� …� …� …� 1.08₋₁� 0.96� 1.13� 1.03₋₂�

Senegal� 1.02₋₂� 0.65₋₂� 0.67₋₂� 0.97₋₁� 1.02₋₁� …� …� 0.84� 0.61� …� …� 1.11� 1.14� 1.08� 0.61�

Seychelles� …� …� …� …� …� …� …� …� …� …� …� 1.04₋₁� 0.99₋₁� 1.06₋₁� 1.46₋₁�

Sierra�Leone� 1.05₋₄� 0.66₋₄� 0.74₋₄� …� …� …� …� 0.79₋₄ᵢ 0.60₋₄ᵢ …� …� 1.09� 1.01� 0.95� …�

Somalia� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

South�Africa� …� …� …� …� …� …� 1.08₋₂� 1.01₋₂� 0.98₋₂� …� …� 1.00₋₁� 0.96₋₁� 1.08₋₁� 1.29₋₁�

South�Sudan� …� …� …� …� …� …� …� …� …� …� …� 0.95₋₂� 0.71₋₂� 0.54₋₂� …�

Togo� 0.89₋₃� 0.64₋₃� 0.49₋₃� 1.10₋₃� 0.95₋₃� …� …� 0.87₋₂� 0.66₋₂� …� …� 1.04� 0.95� 0.73� 0.45�

Uganda� 1.07₋₁� 0.87₋₁� 0.79₋₁� 1.01₋₂� 0.85₋₂� …� …� …� …� …� …� 1.04� 1.03� …� 0.78₋₃�

�United�Republic�of Tanzania� 1.10₋₂� 0.86₋₂� 0.69₋₂� …� …� …� …� 0.97₋₂� 0.88₋₂� …� …� 1.01� 1.02� 1.01� 0.51₋₂�

Zambia� 1.03₋₄� 0.88₋₄� 0.68₋₄� …� …� …� …� …� …� …� …� …� 1.01₋₄� …� …�

Zimbabwe�� 1.03₋₂� 1.01₋₂� 0.77₋₂� …� …� …� …� 1.06₋₃ᵢ 0.99₋₃ᵢ …� …� 1.02₋₄� 0.98₋₄� 0.98₋₄� 0.90₋₂�
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LOCATION/WEALTH 

F G 

 Disparity in  
primary completion 

 Disparity in  Disparity in   
lower secondary completion upper secondary completion Wealth disparity in minimum proficiency 

Lo
ca

ti
o

n

W
ea

lt
h

Adjusted parity   % of poorest  Adjusted parity % of poorest  Adjusted parity   % of poorest End of lower  
index completing index completing index completing End of primary secondary 

M F
4.5.1 

2017 

Lo
ca

ti
o

n

0.37₋₂� 0.21₋₂� 21₋₂� 16₋₂� 0.20₋₂� 0.06₋₂� 5₋₂� 3₋₂� 0.15₋₂� 0.03₋₂� 2₋₂� 1₋₂� …� …� …� …� AGO�

0.68₋₃� 0.35₋₃� 33₋₃� 20₋₃� 0.47₋₃� 0.15₋₃� 14₋₃� 1₋₃� 0.12₋₃� 0.02₋₃� 2₋₃� -₋₃� 0.48₋₃� 0.51₋₃� …� …� BEN�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.64₋₂� BWA�
W

ea
lt

h

…� …� …� …� …� …� …� …� …� …� …� …� 0.70₋₃� 0.78₋₃� …� …� BFA�

0.69� 0.45� 24� 37� 0.49� 0.20� 14� 4� 0.23� 0.05� 3� - 0.82₋₃� 0.99₋₃� …� …� BDI�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� CPV�
M

0.70₋₃� 0.37₋₃� 46₋₃� 27₋₃� 0.36₋₃� 0.15₋₃� 19₋₃� 4₋₃� 0.13₋₃� 0.01₋₃� 1₋₃� -₋₃� 0.28₋₃� 0.22₋₃� …� …� CMR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� CAF�

0.35₋₂� 0.27₋₂� 19₋₂� 12₋₂� 0.15₋₂� 0.12₋₂� 8₋₂� 2₋₂� 0.08₋₂� 0.02₋₂� 2₋₂� -₋₂� 0.49₋₃� 0.60₋₃� …� …� TCD�
F

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� COM�

…� …� …� …� …� …� …� …� …� …� …� …� 0.23₋₃� 0.35₋₃� …� …� COG�

0.56₋₁� 0.32₋₁� 30₋₁� 16₋₁� 0.27₋₁� 0.08₋₁� 8₋₁� 2₋₁� 0.13₋₁� 0.04₋₁� 4₋₁� -₋₁� 0.45₋₃� 0.46₋₃� …� …� CIV�
Lo

ca
ti

o
n

0.67₋₄� 0.53₋₄� 55₋₄� 42₋₄� 0.50₋₄� 0.32₋₄� 34₋₄� 21₋₄� 0.29₋₄� 0.12₋₄� 10₋₄� 4₋₄� …� …� …� …� COD�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� DJI�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� GNQ�
W

ea
lt

h

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� ERI�

0.77₋₃� 0.59₋₃� 50₋₃� 56₋₃� 0.66₋₃� 0.32₋₃� 26₋₃� 24₋₃� 0.63₋₃� 0.21₋₃� 11₋₃� 13₋₃� …� …� …� …� SWZ�

0.52₋₁� 0.35₋₁� 28₋₁� 28₋₁� 0.20₋₁� 0.08₋₁� 3₋₁� 5₋₁� 0.13₋₁� 0.04₋₁� 1₋₁� 2₋₁� …� …� …� …� ETH�
M

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� GAB�

0.61₋₄� 0.57₋₄� 54₋₄� 44₋₄� 0.42₋₄� 0.36₋₄� 29₋₄� 25₋₄� 0.33₋₄� 0.24₋₄� 15₋₄� 8₋₄� …� …� …� …� GMB�

0.75₋₃� 0.51₋₃� 42₋₃� 43₋₃� 0.61₋₃� 0.36₋₃� 28₋₃� 26₋₃� 0.42₋₃� 0.10₋₃� 7₋₃� 2₋₃� …� …� …� …� GHA�
F

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� GIN�

0.23₋₃� 0.13₋₃� 8₋₃� 7₋₃� 0.22₋₃� 0.09₋₃� 5₋₃� 1₋₃� 0.14₋₃� 0.12₋₃� 4₋₃� -₋₃� …� …� …� …� GNB�

0.88₋₃� 0.65₋₃� 61₋₃� 65₋₃� 0.78₋₃� 0.45₋₃� 41₋₃� 43₋₃� 0.52₋₃� 0.16₋₃� 17₋₃� 7₋₃� 0.80₋₂� 0.79₋₂� …� …� KEN�
R

ea
d

in
g

0.73₋₃� 0.54₋₃� 28₋₃� 62₋₃� 0.49₋₃� 0.14₋₃� 5₋₃� 10₋₃� 0.26₋₃� 0.01₋₃� -₋₃� 1₋₃� …� …� …� …� LSO�

0.35₋₄� 0.19₋₄� 11₋₄� 11₋₄� 0.19₋₄� 0.07₋₄� 5₋₄� 2₋₄� 0.20₋₄� 0.05₋₄� 2₋₄� 1₋₄� …� …� …� …� LBR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MDG�
 M

at
he

m
at

ic
s

0.58₋₂� 0.35₋₂� 22₋₂� 29₋₂� 0.31₋₂� 0.11₋₂� 7₋₂� 5₋₂� 0.28₋₂� 0.07₋₂� 4₋₂� 2₋₂� …� …� …� …� MWI�

0.54₋₂� 0.25₋₂� 23₋₂� 15₋₂� 0.36₋₂� 0.09₋₂� 8₋₂� 2₋₂� 0.23₋₂� 0.03₋₂� 2₋₂� 0.2₋₂� 0.47₋₁� 0.88₋₁� …� …� MLI�

0.58₋₂� 0.32₋₂� 34₋₂� 21₋₂� 0.52₋₂� 0.26₋₂� 16₋₂� 15₋₂� 0.35₋₂� 0.13₋₂� 6₋₂� 3₋₂� …� …� …� …� MRT�
R

ea
d

in
g

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MUS�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MOZ�

0.84₋₄� 0.72₋₄� 59₋₄� 80₋₄� 0.45₋₄� 0.27₋₄� 22₋₄� 24₋₄� 0.41₋₄� 0.11₋₄� 8₋₄� 7₋₄� …� …� …� …� NAM�
 M

at
he

m
at

ic
s 

…� …� …� …� …� …� …� …� …� …� …� …� 0.09₋₃� 0.14₋₃� …� …� NER�

0.62₋₄� 0.22₋₄� 27₋₄� 14₋₄� 0.49₋₄� 0.12₋₄� 18₋₄� 4₋₄� 0.48₋₄� 0.09₋₄� 14₋₄� 2₋₄� …� …� …� …� NGA�

0.76₋₂� 0.48₋₂� 26₋₂� 38₋₂� 0.49₋₂� 0.24₋₂� 11₋₂� 12₋₂� 0.30₋₂� 0.08₋₂� 2₋₂� 4₋₂� …� …� …� …� RWA�
C

O
U

N
T

R
Y

 C
O

D
E

 

0.90₋₃� 0.75₋₃� 70₋₃� 73₋₃� 0.86₋₃� 0.17₋₃� 9₋₃� 10₋₃� 0.63₋₃� 0.07₋₃� -₋₃� 5₋₃� …� …� …� …� STP�

0.60₋₂� 0.44₋₂� 33₋₂� 28₋₂� 0.40₋₂� 0.21₋₂� 14₋₂� 5₋₂� 0.13₋₂� 0.03₋₂� 1₋₂� -₋₂� 0.46₋₁� 0.74₋₁� …� …� SEN�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SYC�

0.66₋₄� 0.50₋₄� 41₋₄� 47₋₄� 0.37₋₄� 0.21₋₄� 21₋₄� 10₋₄� 0.13₋₄� 0.04₋₄� 2₋₄� 1₋₄� …� …� …� …� SLE�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SOM�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.39₋₂� ZAF�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SSD�

0.67₋₃� 0.48₋₃� 46₋₃� 34₋₃� 0.29₋₃� 0.11₋₃� 7₋₃� 2₋₃� 0.14₋₃� 0.03₋₃� 2₋₃� -₋₃� 0.31₋₃� 0.48₋₃� …� …� TGO�

0.59₋₁� 0.26₋₁� 20₋₁� 17₋₁� 0.38₋₁� 0.12₋₁� 10₋₁� 4₋₁� 0.34₋₁� 0.07₋₁� 3₋₁� 3₋₁� …� …� …� …� UGA�

0.83₋₂� 0.64₋₂� 54₋₂� 67₋₂� 0.35₋₂� 0.12₋₂� 9₋₂� 5₋₂� 0.26₋₂� 0.01₋₂� 0.4₋₂� -₋₂� …� …� …� …� TZA�

0.72₋₄� 0.47₋₄� 43₋₄� 45₋₄� 0.45₋₄� 0.22₋₄� 23₋₄� 15₋₄� 0.27₋₄� 0.02₋₄� 3₋₄� 0.4₋₄� …� …� …� …� ZMB�

0.88₋₂� 0.76₋₂� 73₋₂� 76₋₂� 0.68₋₂� 0.42₋₂� 40₋₂� 39₋₂� 0.16₋₂� 0.02₋₂� 2₋₂� -₋₂� …� …� …� …� ZWE�
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Northern Africa and Western Asia 

End of primary secondary 
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Algeria� 1.01₋₄� 1.25₋₄� 1.41₋₄� …� …� 1.46₋₂� 1.16₋₂� …� …� …� …� …� 0.95� …� 1.33�

Armenia� 1.00₋₁� 1.05₋₁� 1.25₋₁� …� 1.01� …� …� …� …� …� …� 1.09� 1.00� 1.05₋₂� 1.22�

Azerbaijan� …� …� …� …� …� …� …� 1.00₋₁� 1.00₋₁� …� …� 1.00 ᵢ 1.02 ᵢ 1.01 ᵢ 1.13 ᵢ 
Bahrain� …� …� …� …� …� …� 1.13₋₂� …� …� …� …� 0.99� 1.00� 1.01� 1.49�

Cyprus� …� 0.99₋₃� 1.10₋₃� …� …� 1.29₋₂� …� …� …� …� …� 0.99₋₂ᵢ 1.00₋₂ᵢ 0.99₋₂ᵢ 1.26₋₂ᵢ 
Egypt� 1.01₋₃� 1.02₋₃� 0.96₋₃� …� …� …� 1.08₋₂� 0.98� 0.87� …� …� 0.99� 1.00� 0.98� 1.02₋₁�

Georgia� …� 1.00₋₄� 1.00₋₄� …� …� 1.39₋₂� 1.13₋₂� 1.00₋₃� 1.00₋₃� …� …� …� 1.01� 1.02� 1.12�

Iraq� …� …� …� …� …� …� …� 0.85₋₄� 0.72₋₄� …� …� …� …� …� …�

Israel� …� …� …� …� …� 1.13₋₂� 1.00₋₂� …� …� 1.01₋₂� 0.92₋₂� 1.00₋₁� 1.01₋₁� 1.02₋₁� 1.29₋₁�

Jordan� …� …� …� …� …� 1.47₋₂� 1.16₋₂� …� …� …� …� …� …� 1.03� 1.13�

Kuwait� …� …� …� …� …� …� 1.07₋₂� 1.00� 0.98� …� …� 1.00� 1.00� 1.07₋₂� 1.46₋₄�

Lebanon� …� …� …� …� …� 1.11₋₂� 0.97₋₂� …� …� …� …� 0.96� 0.92� 0.99� 1.14₋₃�

Libya� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Morocco� …� …� …� …� …� …� 1.00₋₂� …� …� …� …� 0.83� 0.95� 0.89� 0.97�

Oman� …� …� …� …� …� …� 1.23₋₂� 1.00� 0.96� …� …� 1.05� 1.03� 0.97� 1.45₋₁�

Palestine� 1.01₋₃� 1.14₋₃� 1.28₋₃� …� …� …� …� 1.00₋₁� 0.97₋₁� …� …� 1.00� 1.00� 1.09� 1.38�

Qatar� …� …� …� …� …� 1.33₋₂� 1.06₋₂� …� …� …� …� 1.03� 0.99� 1.20� 1.87�

Saudi�Arabia� …� …� …� …� …� …� 1.15₋₂� 1.00₋₄� 0.95₋₄� …� …� 0.99₋₁� 0.98₋₁� 0.77₋₃ᵢ 1.00₋₁�

Sudan� 0.97₋₃� 1.02₋₃� 0.83₋₃� …� …� …� …� …� …� …� …� 1.05₋₁� 0.94₋₁� 0.98₋₁� 1.02₋₂�

Syrian�Arab�Republic� …� …� …� …� …� …� …� …� …� …� …� 0.96₋₄� 0.97₋₄� 1.00₋₄� 1.16₋₁�

Tunisia� …� …� …� …� …� 1.28₋₂� 0.87₋₂� 0.99₋₃� 0.84₋₃� …� …� 1.00₋₁� 0.97₋₁� 1.10₋₁� 1.44�

Turkey� …� …� …� …� 1.01₋₂� 1.18₋₂� 1.03₋₂� 1.00₋₁� 0.95₋₁� 0.87₋₂� 0.71₋₂� 0.95₋₁� 0.99₋₁� 0.98₋₁� 0.87₋₁�

United�Arab�Emirates� …� …� …� …� …� 1.31₋₂� 1.10₋₂� …� …� …� …� 1.07₋₁� 0.97₋₁� 0.94₋₁� …�

Yemen� 0.78₋₄� 0.73₋₄� 0.64₋₄� …� …� …� …� …� …� …� …� 0.90₋₁� 0.87₋₁� 0.73₋₁� …�

Central and Southern Asia 

Afghanistan� 0.56₋₂� 0.49₋₂� 0.46₋₂� …� …� …� …� …� …� …� …� …� 0.69� 0.57� 0.28₋₃�

Bangladesh� 1.11₋₃� 1.02₋₃� 0.82₋₃� …� …� …� …� 1.03� 0.93� …� …� 1.03� 1.07� 1.15� 0.70�

Bhutan� …� …� …� …� …� …� …� …� …� …� …� 1.06� 1.00� 1.09� 0.74₋₄�

India� 1.00₋₂� 0.96₋₂� 0.85₋₂� 1.03₋₁� 0.91₋₁� …� …� …� …� …� …� 0.94₋₁� 1.14₋₁� 1.02₋₁� 1.00₋₁�

Iran,�Islamic�Republic�of� …� …� …� …� …� …� 1.05₋₂� 1.00₋₁� 0.89₋₁� …� …� 0.97₋₂� 1.05₋₂� 1.00₋₂� 0.91₋₁�

Kazakhstan� 1.00₋₂� 1.00₋₂� 1.02₋₂� …� 1.00₋₂� 1.13₋₂� 1.02₋₂� …� …� …� …� 1.01� 1.02� 1.01� 1.21�

Kyrgyzstan� 1.00₋₃� 1.02₋₃� 1.03₋₃� …� …� …� …� …� …� …� …� 1.01� 0.99� 1.00� 1.20�

Maldives� …� …� …� …� …� …� …� 1.00₋₃� 1.00₋₃� …� …� 1.00� 1.00� …� 1.51₋₃�

Nepal� 0.99₋₁� 0.97₋₁� …� …� …� …� …� …� …� …� …� 0.94� 1.06� 1.10 ᵢ 1.10�

Pakistan� …� …� …� 1.04₋₁� 1.03₋₁� …� …� 0.82₋₃� 0.64₋₃� …� …� 0.87� 0.86� 0.81� 0.87�

Sri�Lanka� …� …� …� …� …� …� …� 1.01� 0.98� …� …� 0.99₋₁� 0.99� 1.05� 1.34�

Tajikistan� …� …� …� …� …� …� …� 1.00₋₃ᵢ 1.00₋₃ᵢ …� …� 0.86� 0.99� 0.90₋₄� 0.75�

Turkmenistan� 1.00₋₁� 1.00₋₁� 1.03₋₁� …� …� …� …� 1.00₋₃ᵢ 1.00₋₃ᵢ …� …� 0.97₋₃� 0.98₋₃� 0.96₋₃� 0.64₋₃�

Uzbekistan� …� …� …� …� …� …� …� 1.00₋₁� 1.00₋₁� …� …� 0.96� 0.98� 0.99� 0.61�

Eastern and South-eastern Asia  

Brunei�Darussalam� …� …� …� …� …� …� …� …� …� …� …� 1.03� 0.99� 1.02� 1.36�

Cambodia� 1.12₋₃� 0.96₋₃� 0.97₋₃� …� …� 1.30� 1.22� 1.01₋₂� 0.87₋₂� …� …� 1.04� 0.98� …� 0.87�

China� 1.02₋₃� 1.13₋₃� 1.02₋₃� …� …� 1.06₋₂� 1.00₋₂� …� …� …� …� 1.01� 1.01� 1.02₋₄� 1.17�

DPR�Korea� …� …� …� …� …� …� …� …� …� …� …� …� 1.00₊₁� 1.01₋₂� 0.51₊₁�

Hong�Kong,�China� …� …� …� …� …� 1.07₋₂� 1.02₋₂� …� …� …� …� 0.99� …� 0.96� 1.10�

Indonesia� …� …� …� …� …� 1.26₋₂� 1.06₋₂� 1.00₋₁� 0.96₋₁� …� …� 0.89� 0.96� 1.03� 1.11�

Japan� …� …� …� …� …� …� …� …� …� …� …� …� 1.00₋₁� 1.01₋₁� 0.95₋₁�

Lao�PDR� …� …� …� …� …� …� …� 0.96₋₂� 0.88₋₂� …� …� 1.03� 0.97� 0.93� 1.05�

Macao,�China� …� …� …� …� …� 1.10₋₂� 1.03₋₂� 1.00₋₁� 0.97₋₁� …� …� 0.98� 0.99� 1.00� 1.23�

Malaysia� …� …� …� …� …� 1.22₋₂� 1.06₋₂� …� …� …� …� 1.04� 1.01� 1.05� 1.15�

Mongolia� 1.01₋₃� 1.05₋₃� 1.26₋₃� …� …� …� …� …� …� …� …� 1.00� 0.98� …� 1.30�

Myanmar� 1.03₋₁� 1.03₋₁� 1.33₋₁� …� …� …� …� 0.99₋₁ᵢ 0.90₋₁ᵢ …� …� 1.01� 0.95� 1.09� 1.32�

Philippines� 1.12₋₄� 1.25₋₄� 1.22₋₄� …� …� …� …� 1.01₋₄� 1.01₋₄� …� …� 0.99₋₁� 0.97₋₁� 1.09₋₁� 1.24�

Republic�of�Korea� …� …� …� …� …� 1.12₋₂� 1.06₋₂� …� …� …� …� 1.00₋₁� 1.00₋₁� 1.00₋₁� 0.78₋₁�

Singapore� …� …� …� …� …� 1.06₋₂� 1.01₋₂� 1.00₋₁� 0.97₋₁� 0.96₋₂� 0.93₋₂� …� 1.00₋₁ᵢ 0.99₋₁ᵢ 1.14₋₁ᵢ 
Thailand� 1.01₋₄� 1.10₋₄� 1.13₋₄� …� …� 1.28₋₂� 1.03₋₂� 1.00₋₂� 0.96₋₂� …� …� 0.99� 1.00� 0.96� 1.29₋₁�

Timor-Leste� 1.10₋₁� 1.10₋₁� 1.10₋₁� …� …� …� …� …� …� …� …� 1.02� 0.97� 1.08� …�

Viet�Nam� 1.01₋₃� 1.06₋₃� 1.17₋₃� …� …� 1.11₋₂� 1.04₋₂� …� …� …� …� 0.98� 1.00� …� 1.19₋₁�
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LOCATION/WEALTH 
Lo

ca
ti

o
n

 
F G 

 Disparity in   Disparity in  Disparity in   
primary completion lower secondary completion upper secondary completion Wealth disparity in minimum proficiency 

W
ea

lt
h

 
Adjusted parity   % of poorest  Adjusted parity % of poorest  Adjusted parity   % of poorest End of lower  

index completing index completing index completing End of primary secondary 

M F
4.5.1 

2017 

Lo
ca

ti
o

n
 

0.96₋₄� 0.87₋₄� 87₋₄� 86₋₄� 0.76₋₄� 0.49₋₄� 30₋₄� 47₋₄� 0.68₋₄� 0.33₋₄� 12₋₄� 22₋₄� …� …� 0.61₋₂� 0.49₋₂� DZA�

1.00₋₁� 0.99₋₁� 99₋₁� 99₋₁� 0.96₋₁� 0.93₋₁� 85₋₁� 99₋₁� 0.68₋₁� 0.64₋₁� 45₋₁� 55₋₁� …� …� …� …� ARM�

…� …� …� …� …� …�
W

ea
lt

h
 

…� …� …� …� …� …� …� …� …� …� AZE�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.76₋₂� BHR�

…� …� …� …� 1.01₋₃� 0.96₋₃� 100₋₃� 92₋₃� 1.02₋₃� 0.93₋₃� 78₋₃� 99₋₃� …� …� 0.67₋₂� …� CYP�

0.97₋₃� 0.89₋₃� 87₋₃� 87₋₃� 0.89₋₃� 0.74₋₃� 70₋₃�
M

71₋₃� 0.60₋₃� 0.37₋₃� 27₋₃� 27₋₃� …� …� …� 0.55₋₂� EGY�

…� …� …� …� 0.99₋₄� 0.99₋₄� 100₋₄� 96₋₄� 0.98₋₄� 0.89₋₄� 85₋₄� 92₋₄� …� …� 0.45₋₂� 0.37₋₂� GEO�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� IRQ�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.68₋₂� 0.60₋₂� ISR�
F

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.59₋₂� 0.48₋₂� JOR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.54₋₂� KWT�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.24₋₂� 0.72₋₂� LBN�

…� …� …� …� …� …� …� …� …�
Lo

ca
ti

o
n

 
…� …� …� …� …� …� …� LBY�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.60₋₂� MAR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.64₋₂� OMN�

1.00₋₃� 0.99₋₃� 98₋₃� 100₋₃� 1.03₋₃� 0.82₋₃� 69₋₃� 84₋₃� 1.04₋₃� 0.63₋₃�
W

ea
lt

h
 

37₋₃� 62₋₃� …� …� …� …� PSE�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.59₋₂� 0.46₋₂� QAT�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.47₋₂� SAU�

0.71₋₃� 0.45₋₃� 45₋₃� 41₋₃� 0.61₋₃� 0.30₋₃� 29₋₃� 23₋₃� 0.45₋₃� 0.16₋₃� 14₋₃� 8₋₃� …� …� …� …� SDN�
M

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SYR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.34₋₂� 0.31₋₂� TUN�

…� …� …� …� …� …� …� …� …� …� …� …� …� 0.62₋₂� 0.62₋₂� 0.55₋₂� TUR�
F 

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.66₋₂� 0.65₋₂� ARE�

0.72₋₄� 0.39₋₄� 47₋₄� 20₋₄� 0.60₋₄� 0.29₋₄� 31₋₄� 9₋₄� 0.50₋₄� 0.18₋₄� 17₋₄� 4₋₄� …� …� …� …� YEM�

R
ea

d
in

g
 

0.67₋₂� 0.58₋₂� 57₋₂� 31₋₂� 0.54₋₂� 0.42₋₂� 38₋₂� 13₋₂� 0.42₋₂� 0.26₋₂� 20₋₂� 4₋₂� …� …� …� …� AFG�

0.99₋₃� 0.70₋₃� 57₋₃� 68₋₃� 0.94₋₃� 0.40₋₃� 30₋₃� 27₋₃� 0.61₋₃� 0.10₋₃� 4₋₃� 3₋₃� …� …� …� …� BGD�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� BTN�
 M

at
he

m
at

ic
s 

0.97₋₂� 0.82₋₂� 81₋₂� 80₋₂� 0.92₋₂� 0.62₋₂� 62₋₂� 56₋₂� 0.65₋₂� 0.18₋₂� 18₋₂� 9₋₂� 0.51₋₁� 0.50₋₁� …� …� IND�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.53₋₂� IRN�

1.00₋₂� 1.00₋₂� 100₋₂� 100₋₂� 1.00₋₂� 0.99₋₂� 100₋₂� 99₋₂� 0.96₋₂� 0.90₋₂� 88₋₂� 89₋₂� …� 0.95₋₂� 0.67₋₂� 0.90₋₂� KAZ�

1.00₋₃� 0.98₋₃� 98₋₃� 98₋₃� 0.95₋₃� 0.92₋₃� 91₋₃� 92₋₃� 0.96₋₃� 0.91₋₃� 77₋₃� 85₋₃� …� …� …�
R

ea
d

in
g

 
…� KGZ�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MDV�

0.83₋₁� 0.80₋₁� 73₋₁� 69₋₁� 0.77₋₁� 0.57₋₁� 50₋₁� 50₋₁� …� …� …� …� …� …� …� …� NPL�

…� …� …� …� …� …� …� …� …� …� …� …� 0.72₋₁� 0.72₋₁� …� …�
 M

at
he

m
at

ic
s 

PAK�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� LKA�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� TJK�

1.00₋₁� 1.00₋₁� 100₋₁� 100₋₁� 1.00₋₁� 1.00₋₁� 99₋₁� 100₋₁� 1.01₋₁� 0.94₋₁� 86₋₁� 95₋₁� …� …� …� …� TKM�
C

O
U

N
T

R
Y

 C
O

D
E

 

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� UZB�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� BRN�

0.83₋₃� 0.52₋₃� 42₋₃� 54₋₃� 0.53₋₃� 0.26₋₃� 15₋₃� 19₋₃� 0.31₋₃� 0.09₋₃� 5₋₃� 4₋₃� …� …� …� …� KHM�

0.99₋₃� 0.97₋₃� 94₋₃� 98₋₃� 0.88₋₃� 0.93₋₃� 74₋₃� 85₋₃� 0.70₋₃� 0.79₋₃� 59₋₃� 63₋₃� …� …� 0.61₋₂� 0.71₋₂� CHN�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� PRK�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.91₋₂� 0.91₋₂� HKG�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.44₋₂� 0.29₋₂� IDN�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� JPN�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� LAO�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.93₋₂� 0.96₋₂� MAC�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.53₋₂� 0.72₋₂� MYS�

0.98₋₃� 0.96₋₃� 94₋₃� 96₋₃� 0.77₋₃� 0.67₋₃� 63₋₃� 72₋₃� 0.45₋₃� 0.24₋₃� 13₋₃� 33₋₃� …� …� …� …� MNG�

0.91₋₁� 0.70₋₁� 64₋₁� 65₋₁� 0.47₋₁� 0.18₋₁� 18₋₁� 9₋₁� 0.31₋₁� 0.04₋₁� 1₋₁� 2₋₁� …� …� …� …� MMR�

0.95₋₄� 0.69₋₄� 58₋₄� 80₋₄� 0.86₋₄� 0.43₋₄� 29₋₄� 55₋₄� 0.81₋₄� 0.32₋₄� 23₋₄� 38₋₄� …� …� …� …� PHL�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.83₋₂� 0.79₋₂� KOR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.79₋₂� 0.97₋₂� SGP�

1.00₋₄� 0.99₋₄� 97₋₄� 99₋₄� 0.98₋₄� 0.80₋₄� 69₋₄� 85₋₄� 0.78₋₄� 0.37₋₄� 23₋₄� 41₋₄� …� …� 0.58₋₂� 0.60₋₂� THA�

0.82₋₁� 0.62₋₁� 57₋₁� 63₋₁� 0.63₋₁� 0.37₋₁� 33₋₁� 35₋₁� 0.48₋₁� 0.23₋₁� 18₋₁� 20₋₁� …� …� …� …� TLS�

0.98₋₃� 0.92₋₃� 89₋₃� 91₋₃� 0.91₋₃� 0.62₋₃� 57₋₃� 64₋₃� 0.68₋₃� 0.22₋₃� 16₋₃� 25₋₃� …� …� 0.84₋₂� 0.78₋₂� VNM�
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SDG indicator: 4.5.1 

Reference year: 2017 

Oceania 

Australia� …� …� …� 1.04� 1.02� 1.11₋₂� 1.00₋₂� …� …� …� …� 0.96₋₁� 1.00₋₁� 0.87₋₁� 1.30₋₁�

Cook�Islands� …� …� …� …� …� …� …� …� …� …� …� 1.04₋₁ᵢ 0.94₋₁ᵢ 1.06₋₁ᵢ …�

Fiji� …� …� …� …� …� …� …� …� …� …� …� …� 0.99₋₁� …� …�

Kiribati� …� …� …� …� …� …� …� …� …� …� …� …� 1.06� …� …�

Marshall�Islands� …� …� …� …� …� …� …� …� …� …� …� 0.93₋₁� 1.02₋₁� 1.09₋₁� …�

Micronesia,�F.�S.� …� …� …� …� …� …� …� …� …� …� …� 0.92₋₂� 1.00₋₂� …� …�

Nauru� …� …� …� …� …� …� …� …� …� …� …� 1.04₋₁ᵢ 1.03₋₁ᵢ 1.03₋₁ᵢ …�

New�Zealand� …� …� …� …� …� 1.11₋₂� 1.00₋₂� …� …� 1.01₋₂� 0.95₋₂� 1.01₋₁� 1.01₋₁� 1.06₋₁� 1.29₋₁�

Niue� …� …� …� …� …� …� …� …� …� …� …� 1.06₋₁ᵢ 0.95₋₁ᵢ 1.09₋₂ᵢ …�

Palau� …� …� …� …� …� …� …� 1.01₋₂� 1.00₋₂� …� …� 1.08₋₃ᵢ 0.96₋₃ᵢ 1.05₋₃ᵢ 1.35₋₄ᵢ 
Papua�New�Guinea� …� …� …� …� …� …� …� …� …� …� …� 0.99₋₁� 0.91₋₁� 0.73₋₁� …�

Samoa� …� …� …� …� …� …� …� …� …� …� …� 1.11� 1.00� 1.09₋₁� …�

Solomon�Is� …� …� …� …� …� …� …� …� …� …� …� 1.02� 0.99� …� …�

Tokelau� …� …� …� …� …� …� …� …� …� …� …� 0.90₋₁ᵢ 0.88₋₁ᵢ 1.02₋₁ᵢ …�

Tonga� …� …� …� …� …� …� …� …� …� …� …� 1.01₋₂� 0.97₋₂� 1.05₋₂� …�

Tuvalu� …� …� …� …� …� …� …� …� …� …� …� 1.04₋₁ᵢ 0.97₋₁ᵢ 1.20₋₁ᵢ …�

Vanuatu� …� …� …� …� …� …� …� 1.01₋₃ᵢ 0.97₋₃ᵢ …� …� 0.97₋₂� 0.98₋₂� 1.05₋₂� …�

Latin America and the Caribbean 

Anguilla� …� …� …� 1.22₋₂� 1.23₋₂� …� …� …� …� …� …� …� …� …� …�

Antigua�and�Barbuda� …� …� …� 1.33₋₂� 1.14₋₂� …� …� …� 1.01₋₂� …� …� 0.98₋₂� 0.94₋₂� 1.02₋₂� …�

Argentina� …� …� …� 1.10₋₁� 0.95₋₁� 1.10₋₁� 0.86₋₁� 1.00₋₁ᵢ 1.00₋₁ᵢ …� …� 1.01₋₁� 1.00₋₁� 1.04₋₁� 1.40₋₁�

Aruba� …� …� …� …� …� …� …� …� …� …� …� 0.98₋₃� 0.97₋₃� …� 1.56₋₂�

Bahamas� …� …� …� …� …� …� …� …� …� …� …� 1.07₋₁� 1.05₋₁� 1.06₋₁� …�

Barbados� …� …� …� …� …� …� …� 1.00₋₃ᵢ 1.00₋₃ᵢ …� …� 1.04� 0.98� 1.04� …�

Belize� 1.01₋₁� 1.15₋₁� 1.06₋₁� …� …� …� …� …� …� …� …� 1.05� 0.95� 1.05� 1.38�

Bolivia,�P.�S.� 1.00₋₄� 1.01₋₄� 0.98₋₄� …� …� …� …� 1.00₋₂� 0.92₋₂� …� …� 1.00� 0.98� 0.97� …�

Brazil� 1.09₋₂� 1.10₋₂� 1.19₋₂� 1.04₋₄� 0.99₋₄� 1.17₋₂� 0.79₋₂� 1.01₋₂� 1.01₋₂� …� …� 1.05₋₁ᵢ 0.97₋₁ᵢ 1.05₋₁ᵢ 1.28₋₁ᵢ 
British�Virgin�Islands� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Cayman�Islands� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Chile� 1.00₋₂� 1.01₋₂� 1.05₋₂� 1.03₋₄� 1.00₋₄� 1.07₋₂� 0.88₋₂� 1.00₋₂� 1.00₋₂� 0.90₋₂� 0.70₋₂� 0.98₋₁� 0.97₋₁� 1.01₋₁� 1.12₋₁�

Colombia� 1.04₋₂� 1.10₋₂� 1.12₋₂� 1.02� 0.98� 1.02� 0.96� 1.01₋₁� 1.01₋₁� …� …� …� 0.97� 1.05� 1.14�

Costa�Rica� 1.01₋₃� 1.12₋₃� 1.19₋₃� 1.02₋₄� 1.01₋₄� 1.12₋₂� 0.76₋₂� …� …� …� …� 1.00₋₁� 1.01₋₁� 1.05₋₁� 1.21�

Cuba� 1.00₋₃� 1.01₋₃� 1.01₋₃� …� …� …� …� …� …� …� …� 1.00� 0.95� 1.02� 1.29₋₁�

Curaçao� …� …� …� …� …� …� …� …� …� …� …� …� 0.96₋₄� 1.08₋₄� 1.56₋₄�

Dominica� …� …� …� …� …� …� …� …� …� …� …� 1.03₋₁� 0.97₋₁� 0.99₋₂� …�

Dominican�Republic� 1.09₋₄� 1.11₋₄� 1.26₋₄� 1.12₋₄� 0.99₋₄� 1.31₋₂� 0.95₋₂� 1.00₋₁� 1.00₋₁� …� …� 1.04₋₁� 0.92₋₁� 1.09₋₁� 1.44�

Ecuador� 1.00₋₄� 1.03₋₄� 1.06₋₄� 1.05₋₁� 1.00₋₁� 1.06₋₁� 0.93₋₁� 1.00₋₁� 0.98₋₁� …� …� 1.05� 1.01� 1.03� 1.14₋₂�

El�Salvador� 1.04₋₃� 1.02₋₃� 1.09₋₃� …� …� …� …� 1.01₋₁� 0.96₋₁� …� …� 1.01� 0.97� 0.99� 1.11₋₁�

Grenada� …� …� …� …� …� …� …� 1.01₋₃ᵢ 1.00₋₃ᵢ …� …� 1.06� 0.95� 1.05� 1.19�

Guatemala� 0.95₋₂� 0.87₋₂� 0.91₋₂� 1.12₋₃� 0.91₋₃� …� …� 0.98₋₃� 0.88₋₃� …� …� 1.02₋₁� 0.97₋₁� 0.95₋₁� 1.15₋₂�

Guyana� 1.03₋₃� 1.11₋₃� 1.24₋₃� …� …� …� …� 1.01₋₃ᵢ 0.99₋₃ᵢ …� …� …� …� …� …�

Haiti� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Honduras� 1.06₋₄� 1.25₋₄� 1.38₋₄� 1.06₋₄� 0.94₋₄� …� …� 1.02₋₁� 1.00₋₁� …� …� 1.01� 1.00� 1.12� 1.27₋₂�

Jamaica� …� …� …� …� …� …� …� 1.05₋₃ᵢ 1.10₋₃ᵢ …� …� 1.01� …� 1.06� 1.42₋₂�

Mexico� 1.00₋₁� 0.99₋₁� 0.98₋₁� 1.22₋₂� 1.06₋₂� 1.15₋₂� 0.90₋₂� 1.00₋₁� 0.98₋₁� …� …� 1.02₋₁� 1.01₋₁� 1.08₋₁� 1.02₋₁�

Montserrat� …� …� …� 1.00₋₂� 1.36₋₂� …� …� …� …� …� …� …� …� …� …�

Nicaragua� …� …� …� 1.04₋₄� 0.95₋₄� …� …� …� …� …� …� …� …� …� …�

Panama� 1.01₋₃� 1.09₋₃� 1.11₋₃� 1.08₋₄� 0.98₋₄� …� …� …� …� …� …� 1.03₋₁� 0.98₋₁� 1.03₋₁� 1.36₋₂�

Paraguay� 1.09₋₁� 1.09₋₁� 1.12₋₁� 1.08₋₄� 1.02₋₄� …� …� 1.01₋₁� 0.98₋₁� …� …� 1.01₋₁� 0.96₋₁� 1.05₋₁� …�

Peru� 1.01₋₃� 1.02₋₃� 1.01₋₃� 0.98₋₄� 0.94₋₄� 1.10₋₁� 0.88₋₁� 1.00₋₁� 0.94₋₁� …� …� 1.01� 1.00� 1.00� 1.11₋₁�

Saint�Kitts�and�Nevis� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Saint�Lucia� …� …� …� 1.15₋₂� 1.04₋₂� …� …� …� …� …� …� 1.07� …� 1.01� 1.50�

Saint�Vincent/Grenadines� …� …� …� …� …� …� …� …� …� …� …� 1.04� 0.98� 0.96� …�

Sint�Maarten� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Suriname� …� …� …� …� …� …� …� …� …� …� …� 1.01� 1.01� 1.24₋₂� …�

Trinidad�and�Tobago� …� …� …� …� …� 1.28₋₂� 1.16₋₂� …� …� …� …� …� …� …� …�

Turks�and�Caicos�Islands� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Uruguay� 1.02₋₃� 1.16₋₃� 1.28₋₃� 1.05₋₄� 0.96₋₄� 1.16₋₂� 0.89₋₂� 1.01� 1.01� …� …� 1.02₋₁� 0.98₋₁� …� …�

Venezuela,�B.�R.� 1.03₋₄� 1.12₋₄� 1.13₋₄� …� …� …� …� 1.01₋₁� 1.00₋₁� …� …� 1.01� 0.97� 1.07� …�
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LOCATION/WEALTH 

F G 

 Disparity in  
primary completion 

 Disparity in  Disparity in   
lower secondary completion upper secondary completion Wealth disparity in minimum proficiency 

Lo
ca

ti
o

n
 

W
ea

lt
h

 
Adjusted parity   % of poorest  Adjusted parity % of poorest  Adjusted parity   % of poorest End of lower  

index completing index completing index completing End of primary secondary 

M F
4.5.1 

2017 

Lo
ca

ti
o

n
 

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.76₋₂� 0.71₋₂� AUS�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� COK�

…� …� …� …� …� …�
W

ea
lt

h
 

…� …� …� …� …� …� …� …� …� …� FJI�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� KIR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MHL�

…� …� …� …� …� …� …�
M

…� …� …� …� …� …� …� …� …� FSM�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� NRU�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.77₋₂� 0.70₋₂� NZL�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� NIU�
F 

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� PLW�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� PNG�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� WSM�

…� …� …� …� …� …� …� …� …�
Lo

ca
ti

o
n

 
…� …� …� …� …� …� …� SLB�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� TKL�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� TON�

…� …� …� …� …� …� …� …� …� …�
W

ea
lt

h
 

…� …� …� …� …� …� TUV�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� VUT�

…� …� …� …� …� …� …� …� …� …� …�
M

…� …� …� …� …� AIA�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� ATG�

…� …� …� …� …� …� …� …� …� …� …� …� 0.64₋₁� 0.59₋₁� 0.56₋₁� 0.31₋₁� ARG�

…� …� …� …� …� …� …� …� …� …� …� …�
F

…� …� …� …� ABW�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� BHS�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� BRB�

0.99₋₁� 0.92₋₁� 88₋₁� 94₋₁� 0.68₋₁� 0.38₋₁� 23₋₁� 44₋₁� 0.69₋₁� 0.25₋₁� 16₋₁� 21₋₁� …� …� …� …� BLZ�
R

ea
d

in
g

 
0.96₋₄� 0.95₋₄� 90₋₄� 94₋₄� 0.87₋₄� 0.84₋₄� 79₋₄� 82₋₄� 0.59₋₄� 0.63₋₄� 55₋₄� 58₋₄� …� …� …� …� BOL�

0.88₋₂� 0.78₋₂� 69₋₂� 82₋₂� 0.81₋₂� 0.70₋₂� 61₋₂� 75₋₂� 0.66₋₂� 0.44₋₂� 33₋₂� 43₋₂� 1.09₋₄� 1.07₋₄� 0.51₋₂� 0.27₋₂� BRA�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� VGB�
 M

at
he

m
at

ic
s 

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� CYM�

1.00₋₂� 0.99₋₂� 98₋₂� 99₋₂� 1.00₋₂� 0.97₋₂� 97₋₂� 98₋₂� 0.90₋₂� 0.76₋₂� 70₋₂� 77₋₂� 0.95₋₄� 0.97₋₄� 0.62₋₂� 0.53₋₂� CHL�

0.90₋₂� 0.84₋₂� 79₋₂� 85₋₂� 0.69₋₂� 0.54₋₂� 47₋₂� 55₋₂� 0.58₋₂� 0.41₋₂� 36₋₂� 41₋₂� 0.81� 0.50� 1.36� 0.68� COL�

0.97₋₃� 0.92₋₃� 90₋₃� 91₋₃� 0.80₋₃� 0.55₋₃� 49₋₃� 52₋₃� 0.65₋₃� 0.43₋₃� 34₋₃� 39₋₃� 0.90₋₄� 0.90₋₄� 0.51₋₂�
R

ea
d

in
g

 
0.36₋₂� CRI�

1.01₋₃� …� …� …� 1.00₋₃� …� …� …� 0.94₋₃� …� …� …� …� …� …� …� CUB�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� CUW�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�
 M

at
he

m
at

ic
s 

DMA�

0.92₋₄� 0.76₋₄� 69₋₄� 81₋₄� 0.92₋₄� 0.64₋₄� 53₋₄� 69₋₄� 0.73₋₄� 0.24₋₄� 19₋₄� 22₋₄� 0.60₋₄� 0.69₋₄� 0.26₋₂� 0.13₋₂� DOM�

0.98₋₄� 0.98₋₄� 95₋₄� 98₋₄� 0.86₋₄� 0.87₋₄� 81₋₄� 80₋₄� 0.63₋₄� 0.60₋₄� 47₋₄� 50₋₄� 0.61₋₁� 0.76₋₁� 0.70₋₁� 0.81₋₁� ECU�

0.92₋₃� 0.84₋₃� 78₋₃� 82₋₃� 0.74₋₃� 0.56₋₃� 53₋₃� 49₋₃� 0.55₋₃� 0.34₋₃� 27₋₃� 29₋₃� …� …� …� …� SLV�
C

O
U

N
T

R
Y

 C
O

D
E

 

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� GRD�

0.83₋₂� 0.58₋₂� 58₋₂� 54₋₂� 0.55₋₂� 0.17₋₂� 21₋₂� 10₋₂� 0.43₋₂� 0.06₋₂� 7₋₂� 3₋₂� 0.73₋₄� 0.83₋₄� …� …� GTM�

1.01₋₃� 0.95₋₃� 91₋₃� 97₋₃� 0.90₋₃� 0.73₋₃� 58₋₃� 77₋₃� 0.80₋₃� 0.33₋₃� 20₋₃� 31₋₃� …� …� …� …� GUY�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� HTI�

0.85₋₄� 0.77₋₄� 70₋₄� 75₋₄� 0.60₋₄� 0.37₋₄� 26₋₄� 32₋₄� 0.43₋₄� 0.21₋₄� 13₋₄� 16₋₄� 1.32₋₄� 1.05₋₄� …� …� HND�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� JAM�

1.00₋₁� 0.92₋₁� 89₋₁� 94₋₁� 0.91₋₁� 0.76₋₁� 75₋₁� 76₋₁� 0.71₋₁� 0.36₋₁� 38₋₁� 25₋₁� 0.82₋₄� 0.93₋₄� 0.53₋₂� 0.48₋₂� MEX�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MSR�

…� …� …� …� …� …� …� …� …� …� …� …� 1.65₋₄� 1.49₋₄� …� …� NIC�

0.93₋₃� 0.88₋₃� 87₋₃� 89₋₃� 0.77₋₃� 0.61₋₃� 57₋₃� 57₋₃� 0.55₋₃� 0.26₋₃� 20₋₃� 25₋₃� 0.60₋₄� 0.63₋₄� …� …� PAN�

0.92₋₁� 0.76₋₁� 66₋₁� 86₋₁� 0.76₋₁� 0.48₋₁� 45₋₁� 49₋₁� 0.56₋₁� 0.20₋₁� 17₋₁� 20₋₁� 0.59₋₄� 0.65₋₄� …� …� PRY�

0.94₋₃� 0.92₋₃� 91₋₃� 92₋₃� 0.81₋₃� 0.76₋₃� 74₋₃� 73₋₃� 0.75₋₃� 0.63₋₃� 61₋₃� 59₋₃� 1.46₋₄� 1.23₋₄� 0.20₋₂� 0.19₋₂� PER�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� KNA�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� LCA�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� VCT�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SXM�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SUR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.60₋₂� 0.51₋₂� TTO�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� TCA�

1.01₋₃� 0.96₋₃� 93₋₃� 97₋₃� 0.84₋₃� 0.50₋₃� 39₋₃� 54₋₃� 0.71₋₃� 0.21₋₃� 11₋₃� 20₋₃� 1.04₋₄� 1.04₋₄� 0.53₋₂� 0.39₋₂� URY�

…� 0.92₋₄� 89₋₄� 93₋₄� …� 0.80₋₄� 64₋₄� 76₋₄� …� 0.69₋₄� 54₋₄� 62₋₄� …� …� …� …� VEN�
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TABLE 5:�Continued�

GENDER 

A B C D E 

GPIA in minimum proficiency 
 

P
ri

m
ar

y

GPIA in   End of lower   GPIA in   GPIA in adult 
completion End of primary secondary literacy rate proficiency GPIA in gross enrolment ratio 

Lo
w

er
 

se
co

n
d

ar
y

 
U

p
p

er
se

co
n

d
ar

y

SDG indicator: 4.5.1 

Reference year: 
R

ea
d

in
g

2017 

Europe and Northern America 

Albania� …� …� …� …� …� …� 1.09₋₂� …� …� …� …� 0.99� 0.97� 0.94� 1.37�
 M

at
he

m
at

ic
s

Andorra� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Austria� …� 0.98₋₃� 1.01₋₃� …� …� 1.08₋₂� 0.93₋₂� …� …� …� …� 1.00₋₁� 0.99₋₁� 0.96₋₁� 1.16₋₁�

Belarus� …� …� …� …� …� …� …� …� …� …� …� 0.96� 1.00� 0.98� 1.20�
R

ea
d

in
g

Belgium� …� 1.03₋₃� 0.99₋₃� …� …� 1.06₋₂� 0.97₋₂� …� …� …� …� 1.00₋₁� 1.00₋₁� 1.11₋₁� 1.23₋₁�

Bermuda� …� …� …� …� …� …� …� …� …� …� …� 0.84₋₂� 0.98₋₂� 1.10₋₂� 1.57₋₂�

Bosnia�and�Herzegovina� …� …� …� …� …� …� …� 1.00₋₄� 0.96₋₄� …� …� …� …� …� …�
 M

at
he

m
at

ic
s

Bulgaria� …� 1.01₋₃� 0.90₋₃� …� 1.01₋₂� 1.26₋₂� 1.05₋₂� …� …� …� …� 0.99₋₁� 0.99₋₁� 0.97₋₁� 1.20₋₁�

Canada� …� …� …� …� …� 1.07₋₂� 0.99₋₂� …� …� …� …� …� 1.00₋₁� 1.01₋₁� 1.25₋₁ᵢ 
Croatia� …� 1.02₋₃� 0.98₋₃� …� 0.99₋₂� 1.12₋₂� 0.94₋₂� …� …� …� …� 0.96₋₁� 1.01₋₁� 1.04₋₁� 1.27₋₁�

Yo
u

th
Czechia� …� 1.00₋₃� 1.00₋₃� …� …� 1.12₋₂� 1.01₋₂� …� …� …� …� 0.97₋₁� 1.01₋₁� 1.01₋₁� 1.29₋₁�

Denmark� …� 1.01₋₃� 1.08₋₃� …� …� 1.07₋₂� 0.98₋₂� …� …� …� …� 0.99₋₁� 0.99₋₁� 1.03₋₁� 1.27₋₁�

Estonia� …� 1.01₋₃� 1.10₋₃� …� …� 1.08₋₂� 1.02₋₂� …� …� …� …� …� 1.00₋₁� 1.01₋₁� 1.34₋₁�
A

d
u

lt
s

Finland� …� 1.00₋₃� 1.08₋₃� …� …� 1.11₋₂� 1.05₋₂� …� …� …� …� 1.00₋₁� 1.00₋₁� 1.09₋₁� 1.16₋₁�

France� …� 1.01₋₃� 1.12₋₃� …� …� 1.11₋₂� 1.01₋₂� …� …� …� …� 1.00₋₁ᵢ 0.99₋₁ᵢ 1.01₋₁ᵢ 1.19₋₁ᵢ 
Germany� …� 0.99₋₃� 1.03₋₃� …� 1.00₋₂� 1.06₋₂� 0.95₋₂� …� …� …� …� 0.99₋₁� 0.99₋₁� 0.95₋₁� 1.00₋₁�

Li
te

ra
cy

Greece� …� 0.98₋₃� 0.99₋₃� …� …� 1.19₋₂� 1.03₋₂� …� …� 1.05₋₂� 0.94₋₂� 1.01₋₁� 1.00₋₁� 0.94₋₁� 0.98₋₁�

Hungary� …� 1.00₋₃� 0.95₋₃� …� 1.00₋₂� 1.11₋₂� 0.97₋₂� 1.00₋₃ᵢ 1.00₋₃ᵢ …� …� 0.96₋₁� 1.00₋₁� 0.99₋₁� 1.20₋₁�

Iceland� …� 1.00₋₃� 1.29₋₃� …� …� 1.16₋₂� 1.02₋₂� …� …� …� …� 1.02₋₁� 1.00₋₁� 1.00₋₁� 1.47₋₁�
N

u
m

er
ac

y
Ireland� …� 1.03₋₃� 1.03₋₃� …� …� 1.05₋₂� 1.00₋₁� …� …� …� …� 0.98₋₁ᵢ 0.99₋₁ᵢ 1.03₋₁ᵢ 1.10₋₁ᵢ 
Italy� …� 1.00₋₃� 1.09₋₃� …� …� 1.07₋₂� 0.99₋₂� …� …� …� …� 0.97₋₁� 1.00₋₁� 0.98₋₁� 1.25₋₁�

Latvia� …� 1.02₋₃� 1.05₋₃� …� …� 1.15₋₂� 1.04₋₂� …� …� …� …� 0.99₋₁ᵢ 1.00₋₁ᵢ 0.98₋₁ᵢ 1.35₋₁ᵢ 
Liechtenstein� …� …� …� …� …� …� …� …� …� …� …�

P
re

-p
ri

m
ar

y
ᵢ1.05₋₁  ᵢ0.96₋₁  ᵢ0.78₋₁  0.55₋₁ᵢ 

Lithuania� …� 0.99₋₃� 1.05₋₃� …� 1.01₋₂� 1.17₋₂� 1.03₋₂� …� …� 1.01₋₂� 0.99₋₂� 1.00₋₁ᵢ 1.00₋₁ᵢ 0.96₋₁ᵢ 1.27₋₁ᵢ 
Luxembourg� …� 1.04₋₃� 1.07₋₃� …� …� 1.09₋₂� 0.98₋₂� …� …� …� …� 0.97₋₁� 1.00₋₁� 1.03₋₁� 1.10₋₁�

Malta� …� 1.02₋₃� 1.05₋₃� …� …� 1.21₋₂� 1.03₋₁� …� …� …� …� 1.03₋₁� 1.04₋₁�
P

ri
m

ar
y

1.04₋₁� 1.27₋₁�

Monaco� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Montenegro� 1.00₋₄� 1.01₋₄� 1.04₋₄� …� …� 1.22₋₂� 0.99₋₂� …� …� …� …� 0.98� 0.99� 1.00� 1.22�

Netherlands� …� 0.98₋₃� 1.21₋₃� …� …� 1.08₋₂� 1.01₋₂� …� …� …� …� 1.00₋₁� 1.00₋₁� 1.02₋₁�
Se

co
n

d
ar

y
1.11₋₁�

Norway� …� 0.99₋₃� 1.11₋₃� …� …� 1.12₋₂� 1.04₋₂� …� …� …� …� 1.00₋₁� 1.00₋₁� 0.97₋₁� 1.32₋₁�

Poland� …� 1.03₋₃� 1.04₋₃� …� …� 1.11₋₂� 0.97₋₂� …� …� …� …� 0.97₋₁� 1.01₋₁� 0.97₋₁� 1.34₋₁�

Portugal� …� 0.98₋₃� 1.21₋₃� …� …� 1.07₋₂� 0.99₋₂� …� …� …� …� 0.98₋₁� 0.96₋₁� 0.97₋₁� 1.10₋₁�
Te

rt
ia

ry
 

Republic�of�Moldova� …� …� …� …� …� 1.33₋₂� 1.02₋₂� …� …� …� …� 0.99 ᵢ 1.00 ᵢ 0.99 ᵢ 1.23 ᵢ 
Romania� …� 1.02₋₃� 1.01₋₃� …� …� 1.10₋₂� 1.00₋₂� …� …� …� …� 1.00₋₁� 0.99₋₁� 0.99₋₁� 1.19₋₁�

Russian�Federation� 1.00₋₄� 1.00₋₄� 1.00₋₄� …� 1.00₋₂� 1.10₋₂� 0.99₋₂� …� …� …� …� 0.98₋₁� 1.00₋₁� 0.99₋₁� 1.16₋₁�

San�Marino� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …�

Serbia� 1.00₋₃� 1.00₋₃� 1.15₋₃� …� 1.04₋₂� …� …� 1.00₋₁� 0.99₋₁� …� …� 1.00 ᵢ 1.00 ᵢ 1.01 ᵢ 1.26 ᵢ 
Slovakia� …� 1.00₋₃� 1.01₋₃� …� 0.97₋₂� 1.18₋₂� 1.00₋₂� …� …� …� …� 0.98₋₁� 0.99₋₁� 1.01₋₁� 1.34₋₁�

Slovenia� …� 1.00₋₃� 1.04₋₃� …� …� 1.13₋₂� 1.00₋₂� 1.00₋₃ᵢ 1.00₋₃ᵢ 1.02₋₂� 0.98₋₂� 0.97₋₁� 1.00₋₁� 1.02₋₁� 1.30₋₁�

Spain� …� 1.00₋₃� 1.19₋₃� …� …� 1.08₋₂� 0.96₋₂� 1.00₋₁� 0.99₋₁� …� …� 1.00₋₁� 1.01₋₁� 1.01₋₁� 1.16₋₁�

Sweden� …� 0.99₋₃� 1.02₋₃� …� …� 1.14₋₂� 1.03₋₂� …� …� …� …� 1.00₋₁� 1.03₋₁� 1.11₋₁� 1.35₋₁�

Switzerland� …� 0.99₋₃� 0.94₋₃� …� …� 1.11₋₂� 0.99₋₂� …� …� …� …� 0.99₋₁� 0.99₋₁� 0.96₋₁� 1.02₋₁�

TFYR�Macedonia� …� …� …� …� …� 1.42₋₂� 1.06₋₂� …� …� …� …� 0.99₋₂� 1.00₋₂� 0.98₋₂� 1.20₋₂�

Ukraine� 0.99₋₄� 1.00₋₄� 0.99₋₄� …� …� …� …� …� …� …� …� 0.97₋₄� 1.02₋₃� 0.98₋₃� 1.13₋₃�

United�Kingdom� …� 1.00₋₃� 1.06₋₃� …� …� 1.07₋₂� 0.97₋₂� …� …� …� …� 1.00₋₁� 1.00₋₁� 1.10₋₁� 1.26₋₁�

United�States� 1.00₋₄� 1.00₋₄� 1.03₋₄� …� …� 1.09₋₂� 0.98₋₂� …� …� …� …� 1.00₋₁ᵢ 1.00₋₁ᵢ 0.99₋₁ᵢ 1.26₋₁ᵢ 
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 Disparity in  
primary completion 

LOCATION/WEALTH 

F 

 Disparity in  Disparity in   
lower secondary completion upper secondary completion 

G 

Wealth disparity in minimum proficiency 

Lo
ca

ti
o

n

W
ea

lt
h

Adjusted parity   % of poorest  Adjusted parity % of poorest  Adjusted parity   % of poorest End of lower  
index completing index completing index completing End of primary secondary 

M F
4.5.1 

2017 

Lo
ca

ti
o

n

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� ALB�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� AND�

…� …� …� …� 1.02₋₃� 0.94₋₃� 98₋₃� 90₋₃� 1.06₋₃� 0.79₋₃� 64₋₃� 80₋₃� …� …� 0.70₋₂� 0.70₋₂� AUT�
W

ea
lt

h

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� BLR�

…� …� …� …� 1.03₋₃� 0.84₋₃� 76₋₃� 89₋₃� 0.99₋₃� 0.78₋₃� 74₋₃� 77₋₃� …� …� 0.71₋₂� 0.69₋₂� BEL�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� BMU�
M

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� BIH�

…� …� …� …� 0.93₋₃� 0.79₋₃� 79₋₃� 79₋₃� 0.78₋₃� 0.41₋₃� 50₋₃� 33₋₃� …� 0.81₋₂� 0.43₋₂� 0.47₋₂� BGR�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.86₋₂� 0.82₋₂� CAN�
F

…� …� …� …� 1.03₋₃� 0.99₋₃� 98₋₃� 100₋₃� 0.97₋₃� 0.94₋₃� 93₋₃� 89₋₃� …� 0.84₋₂� 0.77₋₂� 0.66₋₂� HRV�

…� …� …� …� 1.00₋₃� 1.00₋₃� 100₋₃� 100₋₃� 1.03₋₃� 0.90₋₃� 91₋₃� 85₋₃� …� …� 0.66₋₂� 0.64₋₂� CZE�

…� …� …� …� 1.00₋₃� 1.00₋₃� 99₋₃� 100₋₃� 0.77₋₃� 0.94₋₃� 78₋₃� 86₋₃� …� …� 0.81₋₂� 0.82₋₂� DNK�
Lo

ca
ti

o
n

…� …� …� …� 1.01₋₃� 1.00₋₃� 97₋₃� 97₋₃� 0.88₋₃� 0.76₋₃� 63₋₃� 80₋₃� …� …� 0.89₋₂� 0.84₋₂� EST�

…� …� …� …� 1.00₋₃� 1.00₋₃� 100₋₃� 100₋₃� 1.02₋₃� 0.98₋₃� 84₋₃� 88₋₃� …� …� 0.85₋₂� 0.81₋₂� FIN�

…� …� …� …� 0.99₋₃� 0.97₋₃� 96₋₃� 98₋₃� 1.02₋₃� 0.83₋₃� 72₋₃� 85₋₃� …� …� 0.66₋₂� 0.62₋₂� FRA�
W

ea
lt

h

…� …� …� …� 1.00₋₃� 0.96₋₃� 89₋₃� 94₋₃� 1.03₋₃� 0.83₋₃� 75₋₃� 77₋₃� …� 0.94₋₂� 0.80₋₂� 0.76₋₂� DEU�

…� …� …� …� 0.99₋₃� 0.99₋₃� 100₋₃� 97₋₃� 0.94₋₃� 0.83₋₃� 85₋₃� 81₋₃� …� …� 0.64₋₂� 0.60₋₂� GRC�

…� …� …� …� 0.99₋₃� 0.96₋₃� 97₋₃� 95₋₃� 0.96₋₃� 0.70₋₃� 68₋₃� 65₋₃� …� 0.72₋₂� 0.55₋₂� 0.63₋₂� HUN�
M

…� …� …� …� 1.00₋₃� 1.00₋₃� 100₋₃� 100₋₃� 0.89₋₃� 1.04₋₃� 54₋₃� 88₋₃� …� …� 0.82₋₂� 0.78₋₂� ISL�

…� …� …� …� 0.98₋₃� 1.00₋₃� 94₋₃� 98₋₃� 0.97₋₃� 0.93₋₃� 92₋₃� 95₋₃� …� …� 0.85₋₂� 0.83₋₁� IRL�

…� …� …� …� 1.00₋₃� 0.99₋₃� 98₋₃� 98₋₃� 0.96₋₃� 0.83₋₃� 68₋₃� 83₋₃� …� …� 0.70₋₂� 0.76₋₂� ITA�
F

…� …� …� …� 0.98₋₃� 0.95₋₃� 91₋₃� 99₋₃� 0.87₋₃� 0.73₋₃� 75₋₃� 80₋₄� …� …� 0.80₋₂� 0.74₋₂� LVA�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� LIE�

…� …� …� …� 1.00₋₃� 1.03₋₃� 98₋₃� 100₋₃� 0.92₋₃� 0.95₋₃� 89₋₃� …� …� 0.90₋₂� 0.70₋₂� 0.68₋₂� LTU�
R

ea
d

in
g

…� …� …� …� 1.06₋₃� 0.85₋₃� 78₋₃� 88₋₃� 1.11₋₃� 0.59₋₃� 54₋₃� 47₋₃� …� …� 0.60₋₂� 0.61₋₂� LUX�

…� …� …� …� …� 0.99₋₃� 97₋₃� 100₋₃� …� 0.73₋₃� …� …� …� …� 0.60₋₂� 0.70₋₁� MLT�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MCO�
 M

at
he

m
at

ic
s

1.00₋₄� 0.99₋₄� 100₋₄� 99₋₄� 1.01₋₄� 0.96₋₄� 94₋₄� 98₋₄� 0.86₋₄� 0.66₋₄� 58₋₄� 63₋₄� …� …� 0.65₋₂� 0.60₋₂� MNE�

…� …� …� …� …� 0.95₋₃� 94₋₃� 92₋₃� …� 0.94₋₃� 76₋₃� 88₋₃� …� …� 0.77₋₂� 0.77₋₂� NLD�

…� …� …� …� 1.00₋₃� 0.99₋₃� 99₋₃� 99₋₃� 1.14₋₃� 0.93₋₃� 75₋₃� 82₋₃� …� …� 0.85₋₂� 0.80₋₂� NOR�
R

ea
d

in
g

…� …� …� …� 1.00₋₃� 0.97₋₃� 92₋₃� 99₋₃� 0.97₋₃� 0.85₋₃� 78₋₃� 91₋₃� …� …� 0.79₋₂� 0.76₋₂� POL�

…� …� …� …� 1.00₋₃� 0.87₋₃� 87₋₃� 88₋₃� 0.98₋₃� 0.49₋₃� 40₋₃� 46₋₃� …� …� 0.76₋₂� 0.67₋₂� PRT�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.48₋₂� 0.48₋₂� MDA�
 M

at
he

m
at

ic
s 

…� …� …� …� 0.95₋₃� 0.91₋₃� 90₋₃� 92₋₃� 0.84₋₃� 0.62₋₃� 62₋₃� 60₋₃� …� …� 0.54₋₂� 0.51₋₂� ROU�

0.99₋₄� 1.00₋₄� 100₋₄� 100₋₄� 1.01₋₄� 1.01₋₄� 100₋₄� 100₋₄� 0.89₋₄� 0.92₋₄� 90₋₄� 80₋₄� …� 0.96₋₂� 0.85₋₂� 0.84₋₂� RUS�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SMR�
C

O
U

N
T

R
Y

 C
O

D
E

 

0.99₋₃� 0.96₋₃� 95₋₃� 97₋₃� 1.00₋₃� 0.91₋₃� 94₋₃� 86₋₃� 0.86₋₃� 0.49₋₃� 44₋₃� 47₋₃� …� 0.76₋₂� …� …� SRB�

…� …� …� …� 1.00₋₃� 1.00₋₃� 100₋₃� 99₋₃� 1.02₋₃� 0.80₋₃� 74₋₃� 78₋₃� …� 0.64₋₂� 0.57₋₂� 0.61₋₂� SVK�

…� …� …� …� …� 1.00₋₃� 100₋₃� 100₋₃� …� 0.90₋₃� 85₋₃� 87₋₃� …� …� 0.81₋₂� 0.80₋₂� SVN�

…� …� …� …� 1.02₋₃� 0.91₋₃� 89₋₃� 87₋₃� 0.91₋₃� 0.48₋₃� 46₋₃� 47₋₃� …� …� 0.77₋₂� 0.68₋₂� ESP�

…� …� …� …� 1.00₋₃� 1.02₋₃� 100₋₃� 99₋₃� 0.96₋₃� 0.93₋₃� 89₋₃� 93₋₃� …� …� 0.78₋₂� 0.73₋₂� SWE�

…� …� …� …� 1.00₋₃� 1.00₋₃� 100₋₃� 100₋₃� 1.19₋₃� 0.64₋₃� 62₋₃� 57₋₃� …� …� 0.73₋₂� 0.78₋₂� CHE�

…� …� …� …� …� …� …� …� …� …� …� …� …� …� 0.46₋₂� 0.40₋₂� MKD�

1.00₋₄� 1.00₋₄� 100₋₄� 100₋₄� 1.00₋₄� 0.99₋₄� 99₋₄� 100₋₄� 0.93₋₄� 0.85₋₄� 84₋₄� 85₋₄� …� …� …� …� UKR�

…� …� …� …� 1.00₋₃� 1.00₋₃� 100₋₃� 100₋₃� 0.96₋₃� 0.95₋₃� 80₋₃� 85₋₃� …� …� 0.81₋₂� 0.75₋₂� GBR�

…� 0.98₋₄� 98₋₄� 98₋₄� …� 0.98₋₄� 98₋₄� 98₋₄� …� 0.88₋₄� 84₋₄� 87₋₄� …� …� 0.78₋₂� 0.62₋₂� USA�
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TABLE 6: �

SDG�4,�Target�4.7�–�Education�for�sustainable�development�and�global�citizenship��

By�2030,�ensure�that�all�learners�acquire�the�knowledge�and�skills�needed�to�promote�sustainable�development,�including,�

among�others,�through�education�for�sustainable�development�and�sustainable�lifestyles,�human�rights,�gender�equality,�

promotion�of�a�culture�of�peace�and�non�violence,�global�citizenship�and�appreciation�of�cultural�diversity�and�of�culture's�

contribution�to�sustainable�development�
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SDG indicator: 4.7.1 4.7.2 4.7.5 4.7.4 

Reference year: 2015 2017 

Region % of countries Median 

World 14 ᵢ 60 ᵢ 43 ᵢ 9 ᵢ …� …� …�

Sub-Saharan�Africa� …� …� …� …� …� …� 29 ᵢ 
Northern�Africa�and�Western�Asia� …� …� …� …� …� …� …�

Northern�Africa� …� …� …� …� -ᵢ …� …�

Western�Asia� …� …� …� …� …� …� …�

Central�and�Southern�Asia� 33 ᵢ 67 ᵢ 50 ᵢ 33 ᵢ …� …� …�

Central�Asia� …� …� …� …� …� …� …�

Southern�Asia� 33� 67� 50� 33� 100 ᵢ …� …�

Eastern�and�South-eastern�Asia� -ᵢ 29 ᵢ 29 ᵢ -ᵢ …� …� …�

Eastern�Asia� …� …� …� …� …� …� …�

South-eastern�Asia� -ᵢ 20 ᵢ 20 ᵢ -ᵢ …� …� 28 ᵢ 
Oceania� 9 ᵢ 36 ᵢ 64 ᵢ 18 ᵢ …� …� …�

Latin�America�and�the�Caribbean� 17 ᵢ 78 ᵢ 44 ᵢ 11 ᵢ …� …� …�

Caribbean� …� …� …� …� …� …� …�

Central�America� 33� 100� 83� 17� …� …� …�

South�America� 12� 75� 25� - …� …� …�

Europe�and�Northern�America� 7 ᵢ 67 ᵢ 40 ᵢ 7 ᵢ …� …� …�

Europe� 7 ᵢ 67 ᵢ 40 ᵢ 7 ᵢ …� …� …�

Northern�America� …� …� …� …� 100 ᵢ …� …�

Low�income� …� …� …� …� …� …� 26 ᵢ 
Middle�income� 17 ᵢ 66 ᵢ 44 ᵢ 12 ᵢ …� …� …�

Lower�middle� 22 ᵢ 44 ᵢ 39 ᵢ 6 ᵢ …� …� …�

Upper�middle� 13 ᵢ 83 ᵢ 48 ᵢ 17 ᵢ …� …� …�

High�income� 4 ᵢ 64 ᵢ 48 ᵢ 4 ᵢ …� …� …�

A� Inclusion�in�national�curricula�frameworks�of�issues�relating�to�global�citizenship�and�sustainable�development�[Source:�UNESCO-IBE,�2016].�

B� Percentage�of�schools�providing�life�skills-based�HIV/AIDS�education�[Source:�UNAIDS].�

C� Percentage�of�students�and�youth�with�adequate�understanding�of�issues�relating�to�global�citizenship�and�sustainable�development�[Sources:�OECD�(PISA�2015�Annex�B1);�TIMMS;�UNAIDS].�

D� Percentage�of�schools�with�basic�drinking�water,�water,�sanitation�and�hygiene�(WASH)�facilities�(basic�drinking�water,�basic�[single-sex]�sanitation�or��toilets,�and�basic�handwashing��

facilities)�[Source: �WHO�and�UNICEF�Joint�Monitoring�Programme].�

E� Percentage�of�primary�schools�with�Information�and�Communications�Technology�(ICT)�(electricity,�computers�or�internet)�used�for�pedagogical�purposes.�

F� Percentage�of�public�primary�schools�with�access�to�adapted�infrastructure�and�materials�for�students�with�disabilities.�

G� Level�of�bullying�[Source:�UNICEF].��

H� Level�of�attacks�on�students,�teachers�or�institutions�[Source:�Global�Coalition�to�Protect�Education�from�Attack].��

I� Internationally�mobile�students,�inbound�and�outbound�numbers�enrolled�(thousand)�and�inbound�and�outbound�mobility�rates�(as�a�percentage�of��total�tertiary�enrolment�in�the�c� ountry).�

J� Volume�of�official�development�assistance�flows�(all�sectors)�for�scholarships�(all�levels)�and�imputed�student�costs,�total�gross�disbursements�(million�constant�2016�US$).��

Region�totals�include�flows�unallocated�to�specific�countries.�World�total�includes�flows�unallocated�to�specific�countries�or�regions.�

Notes: � �

Source:�UIS�unless�noted�otherwise.�Data�refer��to�school�year�ending�in�2017�unless�noted�otherwise.�� �

Aggregates�represent�countries�listed�in�the�table�with�available�data�and�may�include�estimates�for�countries�with�no�recent�data.�

(-)�Magnitude�nil�or�negligible.�

(…)�Data�not�available�or�category�not�applicable.��

(±�n)�Reference�year��differs�(e.g.�-2:�reference�year�2015�instead�of�2017).�

(i)�Estimate�and/or�partial�coverage.�
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SDG�4,�Means�of�implementation�4.a�–�Education�facilities�and��
learning�environments�� �

By�2030,�build�and�upgrade�education�facilities�that�are�child,�disability�and�gender��

sensitive�and�provide�safe,�non�violent,�inclusive�and�effective�learning�environments�
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SDG indicator: 4.a.1 4.a.2 4.a.3 

Reference year: 2017 

Region Median 

World 88 ᵢ 85 ᵢ 99 ᵢ 100 ᵢ 85 ᵢ 94 ᵢ …� …� …�

Sub-Saharan�Africa� 53 ᵢ 48 ᵢ …� 28� …� 14 ᵢ …� …� …�

Northern�Africa�and�Western�Asia� 92 ᵢ 99 ᵢ 99 ᵢ 100 ᵢ 73 ᵢ 91 ᵢ …� …� …�

Northern�Africa� 82 ᵢ 99� 99 ᵢ 100 ᵢ 58 ᵢ 88 ᵢ …� …� …�

Western�Asia� 93 ᵢ 96 ᵢ 100 ᵢ 100 ᵢ 85 ᵢ 94 ᵢ …� …� …�

Central�and�Southern�Asia� 69 ᵢ 74 ᵢ …� 92 ᵢ 45 ᵢ 35 ᵢ …� …� …�

Central�Asia� 84 ᵢ 68 ᵢ 58 ᵢ 100 ᵢ 66 ᵢ 93 ᵢ 9 ᵢ …� …�

Southern�Asia� 59 ᵢ 74 ᵢ …� 67� 45 ᵢ 18 ᵢ …� …� …�

Eastern�and�South-eastern�Asia� 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ 99 ᵢ 99 ᵢ …� …� …�

Eastern�Asia� 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ 99� 99 ᵢ …� …� …�

South-eastern�Asia� 71 ᵢ 39 ᵢ 46 ᵢ 93 ᵢ …� …� …� …� …�

Oceania� 88 ᵢ 81 ᵢ 61 ᵢ 99 ᵢ 26 ᵢ 33 ᵢ 2 ᵢ …� …�

Latin�America�and�the�Caribbean� 83 ᵢ 82 ᵢ …� 99 ᵢ 39 ᵢ 81 ᵢ …� …� …�

Caribbean� …� …� …� 100 ᵢ 100 ᵢ 100 ᵢ …� …� …�

Central�America� 82 ᵢ 75� …� 97 ᵢ 22� 30 ᵢ 28 ᵢ …� …�

South�America� 72 ᵢ 77� …� 96 ᵢ 38 ᵢ 70 ᵢ …� …� …�

Europe�and�Northern�America� 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ …� …� …�

Europe� 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ …� …� …�

Northern�America� 100 ᵢ 100 ᵢ 100 ᵢ 100� 100� 100� 100 ᵢ …� …�

Low�income� 43 ᵢ 47 ᵢ 21 ᵢ 19 ᵢ …� …� …� …� …�

Middle�income� 76 ᵢ 76 ᵢ 61 ᵢ 95 ᵢ 43 ᵢ 67 ᵢ …� …� …�

Lower�middle� 70 ᵢ 68 ᵢ 43 ᵢ 87 ᵢ 45 ᵢ 41 ᵢ …� …� …�

Upper�middle� 86 ᵢ 83 ᵢ 83 ᵢ 99 ᵢ 39 ᵢ 93 ᵢ …� …� …�

High�income� 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ 100 ᵢ …� …� …�

SDG�4,�Means�of�implementation�� �
4.b�–�Scholarships�� �

By�2020,�substantially�expand�globally��

the�number�of�scholarships�available�to��

developing�c� ountries�
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tertiary students 

Mobility Number 
rate (%) (000) 
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4.b.1 

2017 2016 

Median Sum 

4 ᵢ 6� 5,085 ᵢ 5,085 ᵢ 1,231� 1,940�

2 ᵢ 6� 137 ᵢ 374� 121� 282�

4� 7� 468 ᵢ 598� 138� 529�

2� 2� 86 ᵢ 147� 74� 310�

5� 8� 382 ᵢ 451� 64� 219�

0.4 ᵢ 8� 98 ᵢ 769� 80� 267�

1� 12� 32� 200� 17� 22�

0.3 ᵢ 7� 67 ᵢ 569� 63� 246�

2� 3� 613� 1,346� 178� 410�

3� 3� 414� 1,059� 26� 305�

1 ᵢ 3� 199� 288� 152� 105�

…� …� 397 ᵢ 31� 56� 2�

2 ᵢ 2 ᵢ 176 ᵢ 310� 63� 171�

…� 13 ᵢ …� 36� 6� 8�

1 ᵢ 2� 18 ᵢ 56� 8� 38�

0.4 ᵢ 2� 110 ᵢ 218� 48� 125�

7� 6� 3,196 ᵢ 1,071� 74� 161�

7� 6� 2,034 ᵢ 946� 74� 161�

12� 3� 1,161 ᵢ 125� …� …�

1 ᵢ 6� 82₋₂ᵢ 326� 95� 210�

2 ᵢ 6� 1,212 ᵢ 2,950� 539� 1,593�

1 ᵢ 5� 250 ᵢ 1,140� 373� 734�

3 ᵢ 6� 962 ᵢ 1,809� 165� 859�

8� 5� 3,800 ᵢ 1,224� 7� 18�
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SDG indicator: 4.7.1 4.7.2 4.7.5 4.7.4 

Reference year: 2015 2017 

Sub-Saharan Africa 

Angola� …� …� …� …� …� …� …�

Benin� …� …� …� …� …� …� …�

Botswana� …� …� …� …� …� …� …�

Burkina�Faso� …� …� …� …� -₋₁� …� …�

Burundi� …� …� …� …� 100� …� …�

Cabo�Verde� …� …� …� …� 100� …� …�

Cameroon� …� …� …� …� …� …� …�

Central�African�Republic� …� …� …� …� …� …� …�

Chad� …� …� …� …� …� …� 13₋₂�

Comoros� …� …� …� …� …� …� …�

Congo� …� …� …� …� …� …� …�

Côte�d'Ivoire� Low� High� Low� Low� …� …� …�

D.�R.�Congo� None� Low� Low� Low� -₋₂� …� 20₋₃�

Djibouti� Low� None� Low� Low� …� …� …�

Equat.�Guinea� …� …� …� …� …� …� …�

Eritrea� …� …� …� …� …� …� …�

Eswatini� …� …� …� …� 97₋₁� …� …�

Ethiopia� …� …� …� …� …� …� …�

Gabon� …� …� …� …� …� …� …�

Gambia� Low� High� Medium� Low� …� …� 29₋₄�

Ghana� Low� Low� Low� Low� …� …� 22₋₃�

Guinea� …� …� …� …� …� …� …�

Guinea-Bissau� …� …� …� …� …� …� 22₋₄�

Kenya� …� …� …� …� …� …� 60₋₃�

Lesotho� Medium� High� Low� Low� …� …� 36₋₃�

Liberia� …� …� …� …� …� …� 34₋₄�

Madagascar� …� …� …� …� …� …� 24₋₂�

Malawi� …� …� …� …� …� …� 79₋₂�

Mali� …� …� …� …� …� …� 26₋₄�

Mauritania� …� …� …� …� …� …� 58₋₁�

Mauritius� Low� High� High� Low� …� …� 32₋₃�

Mozambique� …� …� …� …� …� …� …�

Namibia� Low� Medium� Medium� Low� …� …� 58₋₄�

Niger� Low� None� Low� None� 100₋₁� …� 22₋₁�

Nigeria� …� …� …� …� …� …� 24₋₄�

Rwanda� Medium� None� Medium� Low� 100₋₁ᵢ …� …�

Sao�Tome�and�Principe� …� …� …� …� 100� …� …�

Senegal� …� …� …� …� 62� …� 28₋₁�

Seychelles� Low� High� Low� Low� 79₋₁� …� …�

Sierra�Leone� …� …� …� …� 43� …� 29₋₄�

Somalia� …� …� …� …� …� …� …�

South�Africa� None� High� Low� None� …� …� …�

South�Sudan� Medium� High� Low� None� …� …� …�

Togo� …� …� …� …� …� …� 26₋₃�

Uganda� …� …� …� …� …� …� …�

United�Republic�of�Tanzania� Low� Low� None� Low� …� …� …�

Zambia� Medium� Low� Medium� Low� …� …� 44₋₃�

Zimbabwe� …� …� …� …� …� …� 46₋₂�

326 ANNEX �|�STATISTICAL�TABLES�–�TABLE�6�
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SDG indicator: 4.a.1 4.a.2 4.a.3 4.b.1 

Reference year: 2017 2017 2016 

El
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tr
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Sub-Saharan Africa 

Angola� …� …� …� 22₋₁� 3₋₁� 7₋₁� …� …� Afected₋₁� …� 5₋₂ᵢ …� 13 ᵢ 2� 2� AGO�

Benin� …� …� …� 21₋₁� …� …� …� …� …� 8₋₁� 5₋₁� 11₋₁� 6 ᵢ 3� 10� BEN�
In

te
rn

et
Botswana� …� …� …� …� …� …� …� …� …� 3� 6 ᵢ 1� 3 ᵢ 1� 0.1� BWA�

Burkina�Faso� 53₋₁ᵢ 70₋₁ᵢ 18₋₁ᵢ 18� -₋₁� -₋₁� 2� …� Afected� 3₋₄� 5 ᵢ …� 6 ᵢ 1� 6� BFA�

Burundi� 42₋₁ᵢ 48₋₁ᵢ 19₋₁ᵢ 9� - - …� …� Sporadic� 3� 4 ᵢ 2� 3 ᵢ 1� 2� BDI�
C

om
pu
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rs

Cabo�Verde� …� …� …� 76� 9� 41� …� …� …� 1� 28 ᵢ 0.1� 3 ᵢ 1� 7� CPV�

Cameroon� 34₋₁ᵢ …� …� 25� …� …� …� …� Afected� …� 6₋₁� …� 25 ᵢ 8� 65� CMR�

Central�African�Republic� 16₋₁ᵢ …� …� 4₋₁� …� …�
%
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d 
…� …� Afected� …� …� …� 2 ᵢ 1� 2� CAF�

Chad� 23₋₁ᵢ …� …� …� …� …� …�
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…� None₋₁� …� 14₋₃ᵢ …� 7 ᵢ 1� 3� TCD�
fo

r 
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 w
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sa

bi
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Comoros� …� …� …� 41� 8� 31� …� …� …� -₋₃� 79₋₃ᵢ -₋₃� 6 ᵢ 5� 5� COM�

Congo� …� …� …� …� …� …� …� …� …� 1₋₄� 24₋₄ᵢ 0.3₋₄� 10 ᵢ 4� 9� COG�

C te�d'Ivoire� …� …� …� 30� …� …� …� …�
Le
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Sporadic� 2₋₁� 6₋₁� 4₋₁� 12 ᵢ 4� 18� CIV�

D.�R.�Congo� …� …� …� 9₋₂� -₋₂� -₋₂� -₋₂� …� Very�heavy� 0.4₋₁� 2₋₁� 2₋₁� 10 ᵢ 4� 4� COD�

Djibouti� …� …� …� 95� …� …� …� …� …� …� …� …� 2 ᵢ 1� 4� DJI�
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Equat.�Guinea� …� …� …� …� …� …� …� …� …� …� …� …� 1 ᵢ 0.1� 0.2� GNQ�

ed
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Eritrea� …� …� …� 29� …� …� …� …� …� …� 19₋₁� …� 2 ᵢ 2� 1� ERI�

Eswatini� …� …� …� 100₋₁� 16₋₁� 15₋₁� 12₋₁� …� None� 1₋₄� 35₋₄ᵢ -₋₄� 3 ᵢ 1� 0.1� SWZ�

Ethiopia� …� …� 6₋₁ᵢ …� …� …� …� Medium₋₄� Sporadic� …� 1₋₃ᵢ …� 7 ᵢ 6� 5� ETH�

Gabon� …� …� …� …� …� …� …� …� …� …� …� …� 7 ᵢ 2� 13� GAB�

Gambia� …� 82₋₁ᵢ …� 36� …� 100� …� …� …� …�
In

bo
un

d
…� …� 2 ᵢ 1� 0.2� GMB�

Ghana� …� …� …� 74� …� …� …� …� …� 3� 3 ᵢ 13� 13 ᵢ 6� 6� GHA�

Guinea� 10₋₁ᵢ …� …� 14₋₁� -₋₁� -₋₁� …� …� …� …� 6₋₃ᵢ …� 9 ᵢ 3� 15� GIN�

Guinea-Bissau� …� …� …� …� …� …� …� …� …� …� …�
O

ut
bo

un
d

…� 3 ᵢ 1� 2� GNB�

Kenya� …� …� …� 83₋₁� …� …� …� …� Heavy� 1₋₁� 3₋₁� 5₋₁� 14 ᵢ 5� 6� KEN�

Lesotho� …� …� …� 12₋₄� …� …� …� …� …� 0.3₋₂� 13₋₂ᵢ 0.1₋₂� 3 ᵢ 0.4� 0.1� LSO�

Liberia� 42₋₁ᵢ 43₋₁ᵢ 50₋₁ᵢ 2₋₁� …� 0.3₋₁� 0.4₋₁� …� Sporadic₋₁� …� …� …�
In

bo
un

d
1 ᵢ 0.4� 0.1� LBR�

Madagascar� …� …� …� 9� …� …� …� …� …� 2₋₁� 4₋₁� 2₋₁� 5 ᵢ 3� 9� MDG�

Malawi� …� 70₋₁ᵢ …� 24� …� …� …� …� Afected₋₁� …� …� …� 2 ᵢ 1� 0.3� MWI�

Mali� …� 20₋₁ᵢ …� 16� …� …� …� …� Afected� 1₋₂� 10₋₂ᵢ 1₋₂� 9 ᵢ
O

ut
bo

un
d

3� 10� MLI�

Mauritania� …� 27₋₁ᵢ …� 28� …� 14� …� …� …� 1� 24 ᵢ 0.3� 5 ᵢ 1� 4� MRT�

Mauritius� 100₋₁ᵢ 100₋₁ᵢ …� 100� 35� 100� 31� …� …� 5� 19 ᵢ 2� 7 ᵢ 1� 5� MUS�

Mozambique� …� 48₋₁ᵢ 15₋₁ᵢ …� …� …� …� …� None₋₁� 0.3� 1 ᵢ 1� 3 ᵢ 3�
Sc

ho
la

rs
hi

ps
2� MOZ�

Namibia� 76₋₁ᵢ 46₋₁ᵢ 20₋₁ᵢ 71� …� …� …� High₋₄� …� 7₋₁� 9₋₁� 4₋₁� 5 ᵢ 1� 1� NAM�

Niger� …� 21₋₁ᵢ 14₋₁ᵢ 5� -₋₁� 2� -₋₁� …� Sporadic� 4� 7 ᵢ 3� 4 ᵢ 1� 3� NER�

Nigeria� …� …� …� …� …� …� …� …� Afected� …� …� …� 89 ᵢ 4� 12�
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Rwanda� 44₋₁ᵢ 88₋₁ᵢ 48₋₁ᵢ 56� 25� 69� 18� …� …� 2� 6 ᵢ 1� 5 ᵢ 3� 3� RWA�

Sao�Tome�and�Principe� …� 76₋₁ᵢ …� 87� …� 59� …� …� …� …� 32₋₂ᵢ …� 1 ᵢ 0.5� 1� STP�

Senegal� 32₋₁ᵢ …� 22₋₁ᵢ 37� 17� 28� …� …� None₋₁� 8� 8 ᵢ 14� 12 ᵢ 4� 31� SEN�
C

O
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N
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Y 
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E 

Seychelles� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 96₋₁� 100₋₁� 7₋₁� …� …� -₋₁� 41₋₁� -₋₁� 1 ᵢ 0.4� 0.2� SYC�

Sierra�Leone� 62₋₁ᵢ 12₋₁ᵢ …� 4� 0.3� 3� 5� …� Sporadic� …� …� …� 1 ᵢ 0.3� 0.3� SLE�

Somalia� …� …� …� …� …� …� …� …� Heavy� …� …� …� 5 ᵢ 0.2� 0.4� SOM�

South�Africa� 78₋₁ᵢ …� …� …� …� …� …� High₋₄� Sporadic₋₁� 4₋₁� 1₋₁� 45₋₁� 8 ᵢ 8� 2� ZAF�

South�Sudan� …� …� …� …� …� …� …� …� Very�heavy� …� …� …� 1 ᵢ 0.4� 0.1� SSD�

Togo� …� 23₋₁ᵢ …� 24� …� …� …� …� Afected₋₁� …� 6 ᵢ …� 6 ᵢ 1� 7� TGO�

Uganda� 69₋₁ᵢ 79₋₁ᵢ 37₋₁ᵢ …� …� …� …� …� Sporadic₋₁� …� 3₋₃ᵢ …� 5 ᵢ 4� 1� UGA�

�United�Republic�of�Tanzania� …� 47₋₁ᵢ 22₋₁ᵢ 85₋₁� …� …� …� …� Afected₋₁� …� 4₋₁� …� 7 ᵢ 5� 2� TZA�

Zambia� 79₋₁ᵢ 66₋₁ᵢ 54₋₁ᵢ …� …� …� …� …� …� …� …� …� 5 ᵢ 2� 0.3� ZMB�

Zimbabwe� 64₋₁ᵢ …� …� …� …� …� …� …� Afected₋₁� 0.5₋₂� 13₋₂ᵢ 1₋₂� 18 ᵢ 1� 1� ZWE�
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Northern Africa and Western Asia 

Algeria� …� …� …� …� - 29₋₂� …�
%
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f 

sc
ho

ol
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Armenia� None� Medium� Low� Low� …�
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…� 39₋₁�

Azerbaijan� None� Medium� None� Low� …�
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…� …�

Bahrain� …� …� …� …� …� 73₋₂� …�

Cyprus� …� …� …� …� …� 58₋₂�
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ie
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…�

Egypt� …� …� …� …� -₋₁� 42₋₂� …�

Georgia� …� …� …� …� …� 49₋₂� …�

Iraq� Low� High� Medium� Low� …� …� …�
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Israel� …� …� …� …� …� 69₋₂� …�

Jordan� …� …� …� …� …� 50₋₂� …�

Kuwait� …� …� …� …� …� 49₋₂� …�

Lebanon� …� …� …� …� …� 37₋₂� …�

Libya� …� …� …� …� …� …� …�

Morocco� …� …� …� …� …� 47₋₂� 22₋₄�

Oman� …� …� …� …� …� 72₋₂� …�

Palestine� None� Low� Low� Low� …� …� …�

Qatar� Low� Medium� Medium� Low� 100� 50₋₂� …�

Saudi�Arabia� …� …� …� …� …� 49₋₂� …�

Sudan� …� …� …� …� …� …� …�

Syrian�Arab�Republic� …� …� …� …� …� …� …�

Tunisia� …� …� …� …� …� 34₋₂� …�

Turkey� …� …� …� …� …� 56₋₂� …�

United�Arab�Emirates� …� …� …� …� …� 58₋₂� …�

Yemen� …� …� …� …� …� …� …�

Central and Southern Asia  

Afghanistan� None� Low� Low� Low� …� …� 12₋₂�

Bangladesh� …� …� …� …� - …� …�

Bhutan� Medium� Low� Medium� Medium� …� …� …�

India� Low� High� High� Low� …� …� …�

Iran,�Islamic�Republic�of� …� …� …� …� …� 73₋₂� …�

Kazakhstan� …� …� …� …� …� 72₋₂� …�

Kyrgyzstan� …� …� …� …� 100� …� …�

Maldives� None� Medium� Medium� Low� 100� …� …�

Nepal� Medium� Medium� Low� Medium� …� …� …�

Pakistan� Low� High� Low� Low� …� …� 4₋₄�

Sri�Lanka� …� …� …� …� 100� …� …�

Tajikistan� …� …� …� …� …� …� …�

Turkmenistan� …� …� …� …� …� …� …�

Uzbekistan� …� …� …� …� …� …� …�

Eastern and South-eastern Asia 

Brunei�Darussalam� None� Low� None� Low� …� …� …�

Cambodia� …� …� …� …� …� …� 40₋₃�

China� …� …� …� …� …� 84₋₂� …�

DPR�Korea� …� …� …� …� …� …� …�

Hong�Kong,�China� Low� Medium� Medium� Low� 95 ᵢ 91₋₂� …�

Indonesia� Low� Low� None� None� …� 44₋₂� …�

Japan� …� …� …� …� …� 90₋₂� …�

Lao�PDR� …� …� …� …� …� …� …�

Macao,�China� …� …� …� …� …� 92₋₂� …�

Malaysia� …� …� …� …� 100� 66₋₂� 41₋₂�

Mongolia� …� …� …� …� …� …� …�

Myanmar� None� Low� Low� Low� …� …� 17₋₂�

Philippines� None� None� None� None� …� …� 15₋₄�

Republic�of�Korea� Low� Low� Low� Low� …� 86₋₂� …�

Singapore� …� …� …� …� …� 90₋₂� …�

Thailand� Low� Medium� Medium� Low� …� 53₋₂� …�

Timor-Leste� …� …� …� …� …� …� …�

Viet�Nam� …� …� …� …� …� 94₋₂� …�
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 Internationally mobile  
 Official 

tertiary students 
 development 

B
as

ic
 d

ri
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in
g 

 % of schools with WASH  % of schools with ICT for  Mobility   Number  assistance,   
w

at
er

facilities pedagogical purposes rate (%) (000) in US$ (000,000) 

B
as

ic
 s

an
it

at
io

n 
or

 t
oi

le
ts

B
as

ic
 

ha
nd

w
as

hi
ng

 
SDG indicator: 4.a.1 4.a.2 4.a.3 4.b.1 

Reference year: 2017 2017 2016 

El
ec

tr
ic

it
y 

Northern Africa and Western Asia 

Algeria� 93₋₁ᵢ 99₋₁ᵢ 99₋₁ᵢ …� …� …� …� Low₋₄� None₋₁� 1� 1 ᵢ 9� 22 ᵢ 15� 77� DZA�

Armenia� …� …� …� …� …� …� …� …� Sporadic₋₁� 4� 8 ᵢ 5� 8 ᵢ 3� 7� ARM�
In

te
rn

et
Azerbaijan� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 53� 94� …� …� Sporadic₋₁� 2� 21 ᵢ 4� 43 ᵢ 2� 7� AZE�

Bahrain� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 100� 100� 100� …� Sporadic₋₁� 13� 13 ᵢ 6� 6 ᵢ …� …� BHR�

Cyprus� …� …� …� …� …� …� …� …� …� 18₋₂� 69₋₂ᵢ 7₋₂� 16 ᵢ …� …� CYP�
C

om
pu

te
rs

Egypt� …� 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 48₋₁� 88� …� …� Afected� 2₋₁� 1₋₁� 51₋₁� 32 ᵢ 14� 33� EGY�

Georgia� 74₋₁ᵢ 60₋₁ᵢ 12₋₁ᵢ 100� 100� 100� …� …� None₋₁� 6� 7 ᵢ 8� 11 ᵢ 3� 15� GEO�

Iraq� …� …� …� …� …� …�
%

 o
f 

sc
ho

ol
s 

w
it

h 
ad

ap
te

d 
…� …� Heavy� …� …� …� 31 ᵢ 4� 8� IRQ�

Israel� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 85₋₁ᵢ 85₋₁ᵢ …�
in

fr
as

tr
uc

tu
re

 a
nd

 m
at

er
ia

ls
 

Medium₋₄� Sporadic� 3₋₃� 4₋₁� …� 14 ᵢ …� …� ISR�
fo

r 
st

ud
en

ts
 w

it
h 

di
sa

bi
li

ti
es

Jordan� 93₋₁ᵢ 33₋₁ᵢ …� 100� 67� 67� …� …� None₋₁� 14� 8 ᵢ 40� 24 ᵢ 5� 12� JOR�

Kuwait� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ …� …� …� …� …� …� …� 20₋₄ᵢ …� 22 ᵢ …� …� KWT�

Lebanon� 59₋₁ᵢ 93₋₁ᵢ 36₋₁ᵢ …� …� …� …� …�
Le

ve
l o

f 
bu

ll
yi

ng
Sporadic� 9� 7 ᵢ 20� 16 ᵢ 3� 25� LBN�

Libya� …� 95₋₁ᵢ 13₋₁ᵢ …� …� …� …� …� Afected� …� …� …� 12 ᵢ 0.4� 5� LBY�

Morocco� 82₋₁ᵢ 70₋₁ᵢ …� 95� 79� 77� 17� …� …� 2� 5 ᵢ 20� 48 ᵢ 19� 126� MAR�
 

Le
ve

l o
f 

at
ta

ck
s 

on
Oman� 92₋₁ᵢ …� …� …� …� …� …� …� …� 3₋₁� 13₋₁� 4₋₁� 16 ᵢ …� …� OMN�

ed
uc

at
io

n 
Palestine� 80₋₁ᵢ 81₋₁ᵢ 23₋₁ᵢ 100� 57� 76� 31� …� Very�heavy� - 11 ᵢ - 25 ᵢ 5� 14� PSE�

Qatar� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 100� 100� 100� …� …� 35� 20 ᵢ 11� 6 ᵢ …� …� QAT�

Saudi�Arabia� …� …� …� …� …� …� …� …� Sporadic� 5₋₁� 6₋₁� 80₋₁� 89 ᵢ …� …� SAU�

Sudan� …� …� …� …� …� …� …� …� Afected� …� 2₋₂ᵢ …� 13 ᵢ 2� 3� SDN�

Syrian�Arab�Republic� …� …� …� …� …� …� …� …� Heavy� …�
In

bo
un

d
7₋₁� …� 45 ᵢ 15� 47� SYR�

Tunisia� 70₋₁ᵢ 100₋₁ᵢ …� 100₋₁� 58₋₁� 96₋₁� …� …� …� 2� 7 ᵢ 6� 20 ᵢ 13� 67� TUN�

Turkey� …� …� …� …� …� …� …� High₋₄� Very�heavy� 1₋₁� 1₋₁� 88₋₁� 44 ᵢ 16� 69� TUR�

United�Arab�Emirates� …� …� …� …� …� …� …� …� None₋₁� 49₋₁� 7₋₁�
O

ut
bo

un
d

77₋₁� 12 ᵢ …� …� ARE�

Yemen� 36₋₁ᵢ 25₋₁ᵢ 8₋₁ᵢ …� …� …� …� …� Very�heavy� …� …� …� 24 ᵢ 3� 14� YEM�

Central and Southern Asia  
In

bo
un

d
Afghanistan� …� …� …� 21� …� …� …� …� Very�heavy� -₋₃� 7₋₃ᵢ -₋₃� 29 ᵢ 9� 5� AFG�

Bangladesh� 74₋₁ᵢ 59₋₁ᵢ 44₋₁ᵢ 43₋₁� 4₋₁� 18₋₁� …� …� Sporadic� …� 2 ᵢ …� 56 ᵢ 9� 18� BGD�

Bhutan� 59₋₁ᵢ 76₋₁ᵢ …� 87₋₂� 45₋₂� 14₋₂� …� …� …� …� 42₋₄ᵢ …� 4 ᵢ 3� 0.2� BTN�
O

ut
bo

un
d

India� 69₋₁ᵢ 73₋₁ᵢ 54₋₁ᵢ 47₋₁� …� 10₋₁� 64₋₁� …� Very�heavy� 0.1₋₁� 1₋₁� 45₋₁� 306 ᵢ 11� 112� IND�

Iran,�Islamic�Republic�of� …� …� …� …� …� …� …� …� Sporadic₋₁� 0.4₋₁� 1₋₁� 19₋₁� 50 ᵢ 6� 67� IRN�

Kazakhstan� …� …� …� …� …� …� 4� …� …� 2� 14 ᵢ 14� 90 ᵢ 4� 10� KAZ�
Sc

ho
la

rs
hi

ps
Kyrgyzstan� …� …� …� 100� 41� 89� …� …� …� 6� 5 ᵢ 15� 12 ᵢ 4� 4� KGZ�

Maldives� …� …� …� 100� 100� 100� 100� …� …� …� 39₋₃ᵢ …� 3 ᵢ 3� 0.1� MDV�

Nepal� 47₋₁ᵢ …� …� …� …� …� …� High₋₄� Sporadic� …� 13 ᵢ …� 49 ᵢ 4� 12�
 

Im
pu

te
d

NPL�

Pakistan� 58₋₁ᵢ …� …� …� …� …� …� …� Heavy� …� 3 ᵢ …� 52 ᵢ 12� 31�
st

ud
en

t 
co

st
s 

PAK�

Sri�Lanka� …� 100₋₁ᵢ …� 97� …� 35� …� …� None₋₁� 0.5� 7 ᵢ 1� 19 ᵢ 7� 2� LKA�

Tajikistan� 79₋₁ᵢ 44₋₁ᵢ 26₋₁ᵢ …� …� …� …� …� …� 1� 8 ᵢ 2� 21 ᵢ 2� 1� TJK�
C

O
U

N
TR

Y 
C

O
D

E 
Turkmenistan� …� …� …� …� …� …� …� …� …� 0.2₋₃� 107₋₃ᵢ 0.1₋₃� 45 ᵢ 1� 1� TKM�

Uzbekistan� 90₋₁ᵢ 92₋₁ᵢ 90₋₁ᵢ 100� 91� 97� 13� …� …� 0.2� 12 ᵢ 1� 33 ᵢ 4� 6� UZB�

Eastern and South-eastern Asia 

Brunei�Darussalam� …� …� …� …� …� …� …� Medium₋₃� …� 4� 31 ᵢ 0.4� 4 ᵢ …� …� BRN�

Cambodia� …� 39₋₁ᵢ 41₋₁ᵢ …� …� …� …� Medium₋₄� …� …� 3 ᵢ …� 5 ᵢ 12� 3� KHM�

China� …� …� …� …� 93� 94� …� …� None� 0.4� 2 ᵢ 157� 869 ᵢ 17� 299� CHN�

DPR�Korea� …� …� …� …� …� …� …� …� …� …� 0.3₋₂ᵢ …� 2 ᵢ 0.1� 0.4� PRK�

Hong�Kong,�China� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 99 ᵢ 99 ᵢ 96 ᵢ …� …� 11� 12 ᵢ 34� 37 ᵢ …� …� HKG�

Indonesia� 66₋₁ᵢ 34₋₁ᵢ 42₋₁ᵢ 93� …� 32� …� …� Afected₋₁� 0.1� 1 ᵢ 6� 45 ᵢ 55� 34� IDN�

Japan� …� …� …� …� …� …� …� …� …� 4₋₁� 1₋₁� 143₋₁� 32 ᵢ …� …� JPN�

Lao�PDR� …� …� …� 37₋₁� …� …� …� …� …� 0.4� 4 ᵢ 0.5� 5 ᵢ 11� 0.5� LAO�

Macao,�China� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 100� 100� 60� …� …� 45� 8 ᵢ 15� 3 ᵢ …� …� MAC�

Malaysia� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 100� 100� 98₋₁� …� None₋₁� 8� 5 ᵢ 101� 64 ᵢ 1� 11� MYS�

Mongolia� 74₋₁ᵢ 63₋₁ᵢ 41₋₁ᵢ …� 71₋₁� …� …� Medium₋₄� …� 1� 6 ᵢ 2� 10 ᵢ 8� 5� MNG�

Myanmar� 71₋₁ᵢ …� …� 27� 0.2� 1� …� …� Afected� …� 1 ᵢ …� 8 ᵢ 12� 1� MMR�

Philippines� 50₋₁ᵢ 39₋₁ᵢ 46₋₁ᵢ …� …� …� …� …� Very�heavy� …� 0.5 ᵢ …� 17 ᵢ 13� 2� PHL�

Republic�of�Korea� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� Low₋₄� …� 2₋₁� 3₋₁� 62₋₁� 105 ᵢ …� …� KOR�

Singapore� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� …� …� …� …� …� 27₋₁� 13₋₁� 53₋₁� 25 ᵢ …� …� SGP�

Thailand� …� …� …� …� …� …� …� …� Afected� 1₋₁� 1₋₁� 32₋₁� 30 ᵢ 3� 8� THA�

Timor-Leste� …� …� …� …� …� …� …� …� …� …� …� …� 2 ᵢ 7� 2� TLS�

Viet�Nam� …� …� …� …� …� …� …� Medium₋₄� None₋₁� 0.2₋₁� 4₋₁� 6₋₁� 82 ᵢ 37� 44� VNM�
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SDG indicator: 4.7.1 4.7.2 4.7.5 4.7.4 

Reference year: 2015 2017 

Oceania 

Australia� Low� High� Medium� Medium� …� 82₋₂� …�

Cook�Islands� None� Low� Low� Low� 32₋₁� …� …�

Fiji� None� Medium� Medium� Low� …� …� …�

Kiribati� Low� None� Low� None� …� …� …�

Marshall�Islands� …� …� …� …� …� …� …�

Micronesia,�F.�S.� None� Low� Low� Low� …� …� …�

Nauru� None� None� Low� Low� 50₋₁� …� …�

New�Zealand� None� Low� Medium� Low� …� 83₋₂� …�

Niue� …� …� …� …� 100₋₁� …� …�

Palau� …� …� …� …� …� …� …�

Papua�New�Guinea� Low� Medium� Medium� Low� …� …� …�

Samoa� None� Low� Medium� None� - …� …�

Solomon�Is� …� …� …� …� - …� …�

Tokelau� Low� Low� Medium� None� …� …� …�

Tonga� …� …� …� …� …� …� …�

Tuvalu� Medium� Medium� High� Medium� …� …� …�

Vanuatu� …� …� …� …� …� …� …�

Latin America and the Caribbean 

Anguilla� …� …� …� …� …� …� …�

Antigua�and�Barbuda� …� …� …� …� …� …� …�

Argentina� None� Low� None� Low� …� 60₋₂� …�

Aruba� …� …� …� …� …� …� …�

Bahamas� …� …� …� …� …� …� 4₋₃�

Barbados� …� …� …� …� …� …� 46₋₃�

Belize� Low� Low� Low� None� …� …� 76₋₃�

Bolivia,�P.�S.� …� …� …� …� …� …� …�

Brazil� None� High� Low� Low� …� 43₋₂� …�

British�Virgin�Islands� …� …� …� …� …� …� …�

Cayman�Islands� …� …� …� …� 100₊₁� …� …�

Chile� Low� High� Medium� Low� …� 65₋₂� …�

Colombia� …� …� …� …� …� 51₋₂� 30₋₂�

Costa�Rica� …� …� …� …� 74₋₁� 54₋₂� …�

Cuba� …� …� …� …� …� …� …�

Curaçao� …� …� …� …� …� …� …�

Dominica� Low� Medium� Low� Low� 100₋₁� …� …�

Dominican�Republic� Low� Medium� Medium� Medium� …� 14₋₂� 43₋₄�

Ecuador� …� …� …� …� …� …� …�

El�Salvador� Low� High� Medium� Low� …� …� 36₋₃�

Grenada� Low� Low� Low� Low� 100� …� …�

Guatemala� Medium� High� Medium� Medium� …� …� 22₋₂�

Guyana� …� …� …� …� …� …� …�

Haiti� None� Low� None� Low� …� …� …�

Honduras� Low� High� Medium� Low� …� …� …�

Jamaica� …� …� …� …� …� …� …�

Mexico� Low� High� Low� Low� …� 52₋₂� …�

Montserrat� …� …� …� …� …� …� …�

Nicaragua� Medium� High� Medium� Low� …� …� …�

Panama� Low� Medium� Medium� Low� …� …� …�

Paraguay� High� Medium� Low� Low� …� …� …�

Peru� Low� High� Medium� Low� …� 42₋₂� 75₋₁�

Saint�Kitts�and�Nevis� …� …� …� …� …� …� …�

Saint�Lucia� …� …� …� …� …� …� …�

Saint�Vincent/Grenadines� …� …� …� …� 100� …� …�

Sint�Maarten� …� …� …� …� …� …� …�

Suriname� …� …� …� …� …� …� …�

Trinidad�and�Tobago� …� …� …� …� …� 54₋₂� …�

Turks�and�Caicos�Islands� …� …� …� …� …� …� …�

Uruguay� Low� High� Low� Low� 100₋₁� 59₋₂� …�

Venezuela,�B.�R.� None� High� Low� Low� …� …� …�

330 ANNEX �|�STATISTICAL�TABLES�–�TABLE�6�



2019  • GLOBAL EDUCATION MONITORING REPORT 331 

D E F G H I J 

 Internationally mobile  
 Official 

tertiary students 
 development 

B
as

ic
 d

ri
nk

in
g 

 % of schools with WASH  % of schools with ICT for  Mobility   Number  assistance,   
w

at
er

facilities pedagogical purposes rate (%) (000) in US$ (000,000) 
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ng

 
SDG indicator: 4.a.1 4.a.2 4.a.3 4.b.1 

Reference year: 2017 2017 2016 

El
ec

tr
ic

it
y 

Oceania 

Australia� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� …� …� 17₋₁� 1₋₁� 336₋₁� 13 ᵢ …� …� AUS�

Cook�Islands� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� 4₋₁� …� …� …� …� …� 0.2 ᵢ 0.5� …� COK�

Fiji� 88₋₁ᵢ 76₋₁ᵢ 61₋₁ᵢ 98₋₁� …�
In

te
rn

et
…� …� …� …� …� …� …� 1 ᵢ 5� 0.1� FJI�

Kiribati� …� …� …� …� …� …� …� …� …� …� …� …� 1 ᵢ 3� - KIR�

Marshall�Islands� 3₋₁ᵢ 27₋₁ᵢ 36₋₁ᵢ 54₋₁� 26₋₁� 22₋₁� 21₋₁� …� …� …� …� …� 0.2 ᵢ 0.1� …� MHL�

Micronesia,�F.�S.� …� …� …� …� …� …�
C

om
pu

te
rs

…� …� …� …� …� …� 0.2 ᵢ 0.2� - FSM�

Nauru� …� 86₋₁ᵢ …� 67₋₁� -₋₁� 33₋₁� -₋₁� …� …� …� …� …� 0.2 ᵢ 1� …� NRU�

New�Zealand� …� …� …� …� …� …� …� …� …� 20₋₁� 2₋₁� 54₋₁� 6 ᵢ …� …� NZL�
%

 o
f 

sc
ho

ol
s 

w
it

h 
ad

ap
te

d 
Niue� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� 100₋₁� …� …� …� …� …� -ᵢ 0.3� …� NIU�

in
fr

as
tr

uc
tu

re
 a

nd
 m

at
er

ia
ls

 
Palau� …� …� …� …� …� …� …�

fo
r 

st
ud

en
ts

 w
it

h 
di

sa
bi

li
ti

es
…� …� …� 4₋₄ᵢ …� -ᵢ 0.1� - PLW�

Papua�New�Guinea� 47₋₁ᵢ 45₋₁ᵢ 10₋₁ᵢ …� …� …� …� …� Afected₋₁� …� …� …� 2 ᵢ 27� - PNG�

Samoa� …� …� …� 100� 14� 14� - …� …� …� …� …� 1 ᵢ 6� - WSM�
Le

ve
l o

f 
bu

ll
yi

ng
Solomon�Is� 17₋₁ᵢ 27₋₁ᵢ 17₋₁ᵢ 50� - - - …� …� …� …� …� 3 ᵢ 5� - SLB�

Tokelau� …� …� …� …� …� …� …� …� …� …� …� …� 0.1 ᵢ 0.1� …� TKL�

Tonga� …� …� …� …� …� …� …� …� …� …� …� …� 1 ᵢ 2� …� TON�
 

Le
ve

l o
f 

at
ta

ck
s 

on
Tuvalu� …� …� …� …� …� …� …� Medium₋₄� …� …� …� …� 0.5 ᵢ 2� …� TUV�

ed
uc

at
io

n 
Vanuatu� …� …� …� …� …� …� …� …� …� …� …� …� 2 ᵢ 3� 2� VUT�

Latin America and the Caribbean 

Anguilla� …� …� …� …� …� …� …� …� …� …� …� …� 0.1 ᵢ …� …� AIA�

Antigua�and�Barbuda� …� …� …� …� …� …� …� …� …� …� …� …� 1 ᵢ - - ATG�
In

bo
un

d
Argentina� …� 77₋₁ᵢ …� 96₋₁� 38₋₁� 62₋₁� …� High₋₄� …� 2₋₁� 0.3₋₁� 76₋₁� 8 ᵢ 2� 7� ARG�

Aruba� …� …� …� …� …� …� …� …� …� 28₋₂� 14₋₂ᵢ 0.3₋₂� 0.2 ᵢ …� …� ABW�

Bahamas� …� …� …� …� …� …� …� Medium₋₄� …� …� …� …� 3 ᵢ …� …� BHS�
O

ut
bo

un
d

Barbados� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� …� …� …� …� …� …� …� …� 1 ᵢ …� …� BRB�

Belize� 76₋₁ᵢ 49₋₁ᵢ 66₋₁ᵢ …� …� …� …� …� …� …� 9 ᵢ …� 1 ᵢ - - BLZ�

Bolivia,�P.�S.� …� …� …� …� …� …� …� …� …� …� …� …� 19 ᵢ 2� 3� BOL�

Brazil� …� 84₋₁ᵢ 61₋₁ᵢ …� …� …� …� Medium₋₄� Sporadic₋₁� 0.2₋₁� 1₋₁� 20₋₁�
In

bo
un

d
53 ᵢ 12� 50� BRA�

British�Virgin�Islands� …� …� …� 100� 100� 89� 63� …� …� 17₋₁� 43₋₁� 0.1₋₁� 0.3 ᵢ …� …� VGB�

Cayman�Islands� …� …� …� 100₊₁� 100₊₁� 100₊₁� 100₊₁� …� …� …� …� …� 0.5 ᵢ …� …� CYM�

Chile� …� 96₋₁ᵢ …� …� …� …� …� Low₋₄� Afected₋₁� 0.4₋₁� 1₋₁� 5₋₁� 14 ᵢ 3� 9� CHL�
O

ut
bo

un
d

Colombia� 55₋₁ᵢ 61₋₁ᵢ …� 96� 39� 93� …� High₋₄� Afected� 0.2� 1 ᵢ 5� 37 ᵢ 5� 30� COL�

Costa�Rica� 82₋₁ᵢ 70₋₁ᵢ 70₋₁ᵢ 97₋₁� 22₋₁� 45₋₁� 60₋₁� Low₋₄� …� 1� 1 ᵢ 3� 3 ᵢ 1� 3� CRI�

Cuba� …� …� …� …� …� …� …� …� …� …� 1₋₁� …� 2 ᵢ 1� 1� CUB�
Sc

ho
la

rs
hi

ps
Curaçao� …� …� …� …� …� …� …� …� …� …� 2₋₄ᵢ …� 0.2 ᵢ …� …� CUW�

Dominica� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� 2₋₁� …� …� …� …� …� 1 ᵢ 0.2� 0.2� DMA�

Dominican�Republic� …� 90₋₁ᵢ …� …� 23₋₁� …� …� High₋₄� …� 2� 1 ᵢ 10� 4 ᵢ 0.4� 1� DOM�
 

Im
pu

te
d

Ecuador� 50₋₁ᵢ 83₋₁ᵢ 87₋₁ᵢ 75� 37� 73� …� High₋₄� None� 1₋₂� 3₋₂ᵢ 5₋₂� 19 ᵢ 2� 7�
st

ud
en

t 
co

st
s 

ECU�

El�Salvador� 84₋₁ᵢ …� …� 98� 36� 55� 28� Medium₋₄� …� 0.4₋₁� 2₋₁� 1₋₁� 4 ᵢ 0.5� 2� SLV�

Grenada� 100₋₁ᵢ …� 100₋₁ᵢ 100� 100� 100� …� …� …� 72� 5 ᵢ 7� 1 ᵢ 0.1� - GRD�
C

O
U

N
TR

Y 
C

O
D

E 
Guatemala� …� 76₋₁ᵢ …� …� 9₋₁� 12₋₁� …� Low₋₄� …� …� 1₋₂ᵢ …� 3 ᵢ 1� 2� GTM�

Guyana� 71₋₁ᵢ 17₋₁ᵢ …� …� …� …� …� …� …� …� …� …� 2 ᵢ 0.4� 0.1� GUY�

Haiti� …� …� …� …� …� …� …� …� None₋₁� …� …� …� 10 ᵢ 3� 5� HTI�

Honduras� 59₋₁ᵢ 82₋₁ᵢ 12₋₁ᵢ 48₋₁� 16₋₁� 16₋₁� 5₋₁� Medium₋₄� …� 1₋₂� 2₋₂ᵢ 1₋₂� 5 ᵢ 0.5� 1� HND�

Jamaica� 83₋₁ᵢ 83₋₁ᵢ 83₋₁ᵢ 94� 84� 33� 12� …� …� …� 6₋₂ᵢ …� 5 ᵢ 0.4� 0.4� JAM�

Mexico� …� 75₋₁ᵢ …� …� 39₋₁� …� …� Low₋₄� …� 0.3₋₁� 1₋₁� 13₋₁� 34 ᵢ 4� 30� MEX�

Montserrat� …� …� …� 100₋₁� 100₋₁� 100₋₁� …� …� …� …� …� …� -ᵢ …� …� MSR�

Nicaragua� …� 43₋₁ᵢ …� …� …� …� …� Medium₋₄� …� …� …� …� 4 ᵢ 1� 1� NIC�

Panama� …� 82₋₁ᵢ …� …� …� …� …� Medium₋₄� …� …� 2₋₂ᵢ …� 3 ᵢ 0.3� 1� PAN�

Paraguay� …� 77₋₁ᵢ …� 94₋₁� 5₋₁� 5₋₁� …� Medium₋₄� …� …� …� …� 12 ᵢ 1� 1� PRY�

Peru� 73₋₁ᵢ 68₋₁ᵢ …� 76� 38� 67� 19� High₋₄� …� …� 2₋₁� …� 31 ᵢ 2� 11� PER�

Saint�Kitts�and�Nevis� 84₋₁ᵢ …� 84₋₁ᵢ 100₋₁� …� …� …� …� …� 73₋₃� 13₋₂ᵢ …� 1 ᵢ …� …� KNA�

Saint�Lucia� 99₋₁ᵢ 99₋₁ᵢ 99₋₁ᵢ 99� 99� 99� …� …� …� 15� 31 ᵢ 0.5� 1 ᵢ 0.2� 0.1� LCA�

Saint�Vincent/Grenadines� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 100� 100� 100� …� …� …� …� …� 1 ᵢ 0.1� - VCT�

Sint�Maarten� …� …� …� …� …� …� …� …� …� 36₋₂� 48₋₂ᵢ 0.1₋₂� 0.1 ᵢ …� …� SXM�

Suriname� …� …� …� …� …� …� …� …� …� …� …� …� 1 ᵢ 1� 0.1� SUR�

Trinidad�and�Tobago� …� …� …� …� …� …� …� …� …� …� …� …� 4 ᵢ …� …� TTO�

Turks�and�Caicos�Islands� …� …� …� …� …� …� …� …� …� …� 53₋₂ᵢ …� 0.2 ᵢ …� …� TCA�

Uruguay� …� 83₋₁ᵢ …� 100₋₁� 100₋₁� 100₋₁� 100₋₁� Low₋₄� …� …� 3₋₂ᵢ …� 5 ᵢ 0.4� 1� URY�

Venezuela,�B.�R.� 98₋₁ᵢ 90₋₁ᵢ …� 99₋₁� …� …� …� …� Very�heavy� …� …� …� 18 ᵢ 1� 7� VEN�
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SDG indicator: 4.7.1 4.7.2 4.7.5 4.7.4 

Reference year: 2015 2017 

Europe and Northern America 

Albania� …� …� …� …� …� 58₋₂� …�

Andorra� …� …� …� …� 100� …� …�

Austria� …� …� …� …� …� 79₋₂� …�

Belarus� …� …� …� …� …� …� …�

Belgium� None� Medium� Low� Low� …� 80₋₂� …�

Bermuda� …� …� …� …� 100₋₁� …� …�

Bosnia�and�Herzegovina� …� …� …� …� …� …� …�

Bulgaria� …� …� …� …� …� 62₋₂� 19₋₁�

Canada� …� …� …� …� …� 89₋₂� …�

Croatia� Low� Medium� Medium� Low� …� 75₋₂� …�

Czechia� …� …� …� …� …� 79₋₂� …�

Denmark� …� …� …� …� …� 84₋₂� …�

Estonia� Low� High� Medium� Low� …� 91₋₂� …�

Finland� …� …� …� …� 100₋₁� 89₋₂� …�

France� Low� Medium� Medium� Low� …� 78₋₂� …�

Germany� …� …� …� …� …� 83₋₂� …�

Greece� …� …� …� …� …� 67₋₂� …�

Hungary� Low� Low� Low� Low� …� 74₋₂� …�

Iceland� Low� High� Medium� Low� …� 75₋₂� …�

Ireland� Low� Low� Low� Low� …� 85₋₂� …�

Italy� …� …� …� …� …� 77₋₂� …�

Latvia� …� …� …� …� …� 83₋₂� …�

Liechtenstein� …� …� …� …� …� …� …�

Lithuania� Low� Low� Low� Low� …� 75₋₂� 71₋₃�

Luxembourg� High� Low� None� Low� …� 74₋₂� …�

Malta� None� High� Low� Low� …� 67₋₂� …�

Monaco� …� …� …� …� 100� …� …�

Montenegro� …� …� …� …� …� 49₋₂� …�

Netherlands� …� …� …� …� …� 81₋₂� …�

Norway� None� Medium� Low� Low� …� 81₋₂� …�

Poland� …� …� …� …� …� 84₋₂� …�

Portugal� None� Medium� Medium� Low� …� 83₋₂� …�

Republic�of�Moldova� …� …� …� …� 100� 58₋₂� …�

Romania� …� …� …� …� …� 61₋₂� …�

Russian�Federation� …� …� …� …� …� 82₋₂� …�

San�Marino� …� …� …� …� …� …� …�

Serbia� Low� High� Low� Medium� …� …� …�

Slovakia� …� …� …� …� …� 69₋₂� …�

Slovenia� …� …� …� …� …� 85₋₂� …�

Spain� …� …� …� …� …� 82₋₂� …�

Sweden� Low� High� High� Low� …� 78₋₂� …�

Switzerland� …� …� …� …� …� 82₋₂� …�

TFYR�Macedonia� …� …� …� …� …� 37₋₂� …�

Ukraine� …� …� …� …� …� …� 23₋₃�

United�Kingdom� None� Low� Low� None� …� 83₋₂� …�

United�States� …� …� …� …� …� 80₋₂� …�

332 ANNEX �|�STATISTICAL�TABLES�–�TABLE�6�



2019  • GLOBAL EDUCATION MONITORING REPORT 333 

D E F G H I J 

 Internationally mobile  
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 d
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 % of schools with WASH  % of schools with ICT for  Mobility   Number  assistance,   
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SDG indicator: 4.a.1 4.a.2 4.a.3 4.b.1 

Reference year: 2017 2017 2016 

El
ec

tr
ic

it
y 

Europe and Northern America 

Albania� …� …� …� …� …� …� …� …� …� 2� 12 ᵢ 2� 17 ᵢ 3� 17� ALB�

Andorra� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 100� 100� 100� …� …� 31� 239 ᵢ 0.2� 1 ᵢ …� …� AND�
In

te
rn

et
Austria� …� …� …� …� …� …� …� …� …� 16₋₁� 4₋₁� 70₋₁� 18 ᵢ …� …� AUT�

Belarus� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 100� 100� …� …� None₋₁� 4� 6 ᵢ 18� 26 ᵢ 7� 16� BLR�

Belgium� 100₋₁ᵢ …� 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� …� …� 12₋₁� 3₋₁� 61₋₁� 14 ᵢ …� …� BEL�
C

om
pu

te
rs

Bermuda� …� …� …� 100₋₁� 100₋₁� 100₋₁� 100₋₁� …� …� 18₋₂� 176₋₂ᵢ 0.2₋₂� 2 ᵢ …� …� BMU�

Bosnia�and�Herzegovina� …� …� …� …� …� …� …� …� …� 7� 12 ᵢ 7� 12 ᵢ 2� 26� BIH�

Bulgaria� …� …� …� …� …� …�
%

 o
f 

sc
ho

ol
s 

w
it

h 
ad

ap
te

d 
…� …� …� 5₋₁� 9₋₁� 12₋₁� 24 ᵢ …� …� BGR�

Canada� …� …� …� …� …� …� …�
in

fr
as

tr
uc

tu
re

 a
nd

 m
at

er
ia

ls
 

…� …� 12₋₁ᵢ 3₋₁ᵢ 189₋₁ᵢ 50 ᵢ …� …� CAN�
fo

r 
st

ud
en

ts
 w

it
h 

di
sa

bi
li

ti
es

Croatia� 51₋₁ᵢ 34₋₁ᵢ 26₋₁ᵢ …� …� …� …� …� …� 0.4₋₁� 6₋₁� 1₋₁� 9 ᵢ …� …� HRV�

Czechia� …� …� …� …� …� …� …� …� …� 12₋₁� 3₋₁� 43₋₁� 13 ᵢ …� …� CZE�

Denmark� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� …�
Le

ve
l o

f 
bu

ll
yi

ng
…� 11₋₁� 2₋₁� 34₋₁� 5 ᵢ …� …� DNK�

Estonia� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� Medium₋₄� …� 7₋₁� 8₋₁� 3₋₁� 4 ᵢ …� …� EST�

Finland� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� 100₋₁� …� …� 8₋₁� 3₋₁� 23₋₁� 10 ᵢ …� …� FIN�
 

Le
ve

l o
f 

at
ta

ck
s 

on
France� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� 100₋₁� …� …� 10₋₁� 4₋₁� 245₋₁� 91 ᵢ …� …� FRA�

ed
uc

at
io

n 
Germany� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� …� …� …� Low₋₄� …� 8₋₁� 4₋₁� 245₋₁� 119 ᵢ …� …� DEU�

Greece� …� …� …� …� …� …� …� …� Sporadic� 3₋₁� 5₋₁� 24₋₁� 36 ᵢ …� …� GRC�

Hungary� 100₋₁ᵢ 92₋₁ᵢ 99₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� …� …� 9₋₁� 4₋₁� 26₋₁� 12 ᵢ …� …� HUN�

Iceland� …� …� …� …� …� …� …� …� …� 7₋₁� 14₋₁� 1₋₁� 3 ᵢ …� …� ISL�

Ireland� …� …� …� …� …� …� …� …� None₋₁� 8₋₁�
In

bo
un

d
7₋₁� 18₋₁� 15 ᵢ …� …� IRL�

Italy� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 70₋₁ᵢ …� …� …� …� 5₋₁� 4₋₁� 93₋₁� 65 ᵢ …� …� ITA�

Latvia� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� 18₋₁� …� …� 8₋₁� 7₋₁� 6₋₁� 6 ᵢ …� …� LVA�

Liechtenstein� …� …� …� …� …� …� …� …� …� 89₋₁� 132₋₁�
O

ut
bo

un
d

1₋₁� 1 ᵢ …� …� LIE�

Lithuania� …� …� …� …� …� …� …� …� …� 4₋₁� 8₋₁� 5₋₁� 11 ᵢ …� …� LTU�

Luxembourg� …� …� …� …� …� …� …� …� …� 47₋₁� 147₋₁� 3₋₁� 10 ᵢ …� …� LUX�

Malta� …� …� …� …� …� …� …� High₋₄� …� 8₋₁� 8₋₁� 1₋₁�
In

bo
un

d
1 ᵢ …� …� MLT�

Monaco� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100� 100� 100� 100� …� …� 0.3� 44 ᵢ - 0.4 ᵢ …� …� MCO�

Montenegro� …� …� …� …� …� …� …� …� …� …� 20 ᵢ …� 5 ᵢ 0.3� 2� MNE�

Netherlands� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� …� …� 11₋₁� 2₋₁� 90₋₁� 17
O

ut
bo

un
d

ᵢ …� …� NLD�

Norway� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� Medium₋₄� …� 4₋₁� 7₋₁� 11₋₁� 19 ᵢ …� …� NOR�

Poland� …� …� …� 100₋₁� 100₋₁� 100₋₁� …� Medium₋₄� …� 3₋₁� 2₋₁� 55₋₁� 25 ᵢ …� …� POL�

Portugal� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� …� …� 5₋₂� 4₋₁� …� 13 ᵢ …�
Sc

ho
la

rs
hi

ps
…� PRT�

Republic�of�Moldova� 100₋₁ᵢ 94₋₁ᵢ 100₋₁ᵢ 100� 85� 100� 100� …� …� 4� 21 ᵢ 4� 20 ᵢ 20� 7� MDA�

Romania� …� …� …� …� …� …� …� High₋₄� …� 5₋₁� 6₋₁� 26₋₁� 34 ᵢ …� …� ROU�

Russian�Federation� …� …� …� …� …� …� …� …� Afected� 4₋₁� 1₋₁� 244₋₁� 57 ᵢ …� …�
 

Im
pu

te
d

RUS�
st

ud
en

t 
co

st
s 

San�Marino� …� …� …� …� …� …� …� …� …� …� …� …� 1 ᵢ …� …� SMR�

Serbia� 72₋₁ᵢ 74₋₁ᵢ 73₋₁ᵢ …� …� …� …� …� …� 4� 6 ᵢ 12� 15 ᵢ 8� 20� SRB�

Slovakia� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁ᵢ 100₋₁ᵢ 14₋₁ᵢ …� …� 6₋₁� 19₋₁� 10₋₁� 32 ᵢ …� …� SVK�
C

O
U

N
TR

Y 
C

O
D

E 

Slovenia� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� …� …� 3₋₁� 3₋₁� 3₋₁� 3 ᵢ …� …� SVN�

Spain� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁ᵢ 100₋₁� …� Medium₋₄� None₋₁� 3₋₁� 2₋₁� 53₋₁� 38 ᵢ …� …� ESP�

Sweden� …� …� …� …� …� …� …� …� Sporadic₋₁� 7₋₁� 4₋₁� 28₋₁� 17 ᵢ …� …� SWE�

Switzerland� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₁� 100₋₁� 100₋₁� …� …� …� 18₋₁� 4₋₁� 52₋₁� 13 ᵢ …� …� CHE�

TFYR�Macedonia� …� …� …� …� …� …� …� …� …� 3₋₂� 8₋₂ᵢ 2₋₂� 5 ᵢ 1� 8� MKD�

Ukraine� …� …� 83₋₁ᵢ 100� 48� 78� 63� …� Heavy� 3� 5 ᵢ 53� 77 ᵢ 11� 65� UKR�

United�Kingdom� …� …� …� …� …� …� …� …� Sporadic� 18₋₁� 1₋₁� 432₋₁� 34 ᵢ …� …� GBR�

United�States� 100₋₁ᵢ 100₋₁ᵢ 100₋₁ᵢ 100₋₂ᵢ 100₋₂ᵢ 100₋₂ᵢ …� …� …� 5₋₁� 0.4₋₁� 971₋₁� 73 ᵢ …� …� USA�
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TABLE 7:�SDG�4,�Means�of��implementation�4.c�–�Teachers�� �

By�2030,�substantially�increase�the�supply�of�qualified�teachers,�including�through�international�cooperation�for�

teacher�training�in�developing�countries,�especially�least�developed�countries�and�small�island�developing�States�

Pre-primary Primary Secondary 

A B C D E F A B C D E F A B C D E F 

C
la

ss
ro

o
m

te
ac

h
er

s 
(0

0
0

)

P
u

p
il

/t
ea

ch
er

ra
ti

o

 %
 o

f 
tr

ai
n

ed
cl

as
sr

o
o

m
te

ac
h

er
s

%
 o

f 
q

u
al

if
ie

d
cl

as
sr

o
o

m
te

ac
h

er
s

Te
ac

h
er

at
tr

it
io

n
 r

at
e

(%
)

R
el

at
iv

e 
te

ac
h

er
sa

la
ry

 le
ve

l

C
la

ss
ro

o
m

te
ac

h
er

s 
(0

0
0

)

P
u

p
il

/t
ea

ch
er

ra
ti

o

 %
 o

f 
tr

ai
n

ed
cl

as
sr

o
o

m
te

ac
h

er
s

%
 o

f 
q

u
al

if
ie

d
cl

as
sr

o
o

m
te

ac
h

er
s

Te
ac

h
er

at
tr

it
io

n
 r

at
e

(%
)

R
el

at
iv

e 
te

ac
h

er
sa

la
ry

 le
ve

l

C
la

ss
ro

o
m

te
ac

h
er

s 
(0

0
0

)

P
u

p
il

/t
ea

ch
er

ra
ti

o

 %
 o

f 
tr

ai
n

ed
cl

as
sr

o
o

m
te

ac
h

er
s

%
 o

f 
q

u
al

if
ie

d
cl

as
sr

o
o

m
te

ac
h

er
s

Te
ac

h
er

at
tr

it
io

n
 r

at
e

(%
)

R
el

at
iv

e 
te

ac
h

er
sa

la
ry

 le
ve

l 

SDG indicator: 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 

Reference year: 2017 2017 2017 

Region Sum Median Sum Median Sum Median 

World 10,020 ᵢ 16� 84 ᵢ 95 ᵢ …� …� 31,573 ᵢ 19� 92 ᵢ 99 ᵢ …� …� 34,555 ᵢ 13� 87 ᵢ 96 ᵢ …� …�

Sub-Saharan�Africa� 720 ᵢ 23� 54 ᵢ 72� …� …� 4,280 ᵢ 39� 82� 94� 9 ᵢ …� 2,731 ᵢ 22� 73 ᵢ 80 ᵢ …� …�

Northern�Africa�and�Western�Asia� 413 ᵢ 16� 94 ᵢ 98 ᵢ …� …� 2,798 ᵢ 15� 100 ᵢ 100 ᵢ …� …� 3,068 ᵢ 10 ᵢ 100 ᵢ 100 ᵢ …� …�

Northern�Africa� 174 ᵢ 25 ᵢ 88 ᵢ 100 ᵢ …� …� 1,197� 24� 100� 100� …� …� 1,218� 18 ᵢ 84 ᵢ 100 ᵢ …� …�

Western�Asia� 239 ᵢ 16� 94 ᵢ 94 ᵢ …� …� 1,601 ᵢ 12� 100 ᵢ 100 ᵢ …� …� 1,832₋₁ᵢ 10� 100 ᵢ 100 ᵢ …� …�

Central�and�Southern�Asia� 1,276₋₁ᵢ 12 ᵢ 99 ᵢ 96 ᵢ …� …� 6,170 ᵢ 25� 96� 97� 2 ᵢ …� 7,278 ᵢ 17� 98 ᵢ 100 ᵢ …� …�

Central�Asia� 179 ᵢ 11 ᵢ 100 ᵢ 100 ᵢ …� …� 252� 22� 99� 98� 4 ᵢ …� 840� 10 ᵢ 98 ᵢ 100 ᵢ …� …�

Southern�Asia� 1,097₋₁ᵢ 18 ᵢ 89 ᵢ 92 ᵢ …� …� 5,919 ᵢ 30� 88� 95� 2� …� 6,438 ᵢ 24� 94 ᵢ 96 ᵢ …� …�

Eastern�and�South-eastern�Asia� 3,649� 18� 99 ᵢ 99 ᵢ …� …� 10,386� 16� 99� 100� 2 ᵢ …� 10,165� 14� 97 ᵢ 100� 3 ᵢ …�

Eastern�Asia� 2,687� 18� …� 96 ᵢ …� …� 6,740� 16� 98 ᵢ 100� 2 ᵢ …� 7,309� 12� 97 ᵢ 100� 3 ᵢ …�

South-eastern�Asia� 962� 18� 98 ᵢ 99� …� …� 3,646� 18� 99� 100� 2 ᵢ …� 2,856� 17� 96 ᵢ 99� …� …�

Oceania� 57 ᵢ 14� 83 ᵢ 100 ᵢ …� …� 203 ᵢ 20� 90 ᵢ 100 ᵢ …� …� 55 ᵢ 16 ᵢ …� 84 ᵢ …� …�

Latin�America�and�the�Caribbean� 1,035 ᵢ 16 ᵢ 76 ᵢ 95 ᵢ …� …� 3,010 ᵢ 17� 90 ᵢ 100 ᵢ …� …� 3,887 ᵢ 14� 77 ᵢ 98 ᵢ …� …�

Caribbean� 17 ᵢ 11 ᵢ 71 ᵢ 97 ᵢ …� …� 177� 14� 89� 100 ᵢ …� …� 153� 11� 73� 98� …� …�

Central�America� 229� 19� 89� 98 ᵢ …� …� 769� 24� 96 ᵢ 97 ᵢ 4 ᵢ …� 1,059� 15� 90 ᵢ 99 ᵢ …� …�

South�America� 505 ᵢ 20 ᵢ 88 ᵢ …� …� …� 1,437� 19� 88 ᵢ …� …� …� 2,022 ᵢ 19 ᵢ 74 ᵢ …� …� …�

Europe�and�Northern�America� 2,794 ᵢ 12� …� …� …� 0.68 ᵢ 4,725 ᵢ 13� …� …� …� 0.80 ᵢ 7,213 ᵢ 10� …� …� …� 0.93 ᵢ 
Europe� 2,144 ᵢ 12� …� …� …� 0.69 ᵢ 2,827 ᵢ 13� …� …� …� 0.81 ᵢ 5,387 ᵢ 10� …� …� …� 0.93 ᵢ 
Northern�America� 642₋₁ᵢ 11� 100 ᵢ 100 ᵢ …� 0.62 ᵢ 1,864₋₁ᵢ 12� 100 ᵢ 100 ᵢ …� 0.63 ᵢ 1,822₋₁ᵢ 11� 100 ᵢ 99 ᵢ …� 0.67 ᵢ 

Low�income� 371� 25� 47 ᵢ 69� …� …� 3,000 ᵢ 40� 80� 95� …� …� 1,929 ᵢ 22� 66 ᵢ 84 ᵢ …� …�

Middle�income� 7,340 ᵢ 17� 90 ᵢ 94 ᵢ …� …� 22,688 ᵢ 22� 95 ᵢ 99 ᵢ …� …� 25,058 ᵢ 16� 93 ᵢ 96 ᵢ …� …�

Lower�middle� 2,735 ᵢ 20� 93 ᵢ 96 ᵢ …� …� 11,582 ᵢ 27� 94� 96� 4 ᵢ …� 11,414 ᵢ 20� 93 ᵢ 92 ᵢ …� …�

Upper�middle� 4,606� 15� 88 ᵢ 94 ᵢ …� …� 11,106� 18� 97 ᵢ 100 ᵢ …� …� 13,644 ᵢ 13� 89 ᵢ 97 ᵢ …� …�

High�income� 2,309 ᵢ 13� …� …� …� …� 5,884 ᵢ 12� …� …� …� 0.82 ᵢ 7,567 ᵢ 10� …� …� …� …�

A� Number�of�classroom�teachers.�

B� Pupil/teacher�ratio,�headcount�basis.�

C� Percentage�of��teachers�who�have�received�at�least�the�minimum�organized�and�recognized�pre-service�and�in-service�pedagogical�training�required�to�teach�at�a�given�level�of�education.�

D� Percentage�of��teachers�qualified�according�to�national�standards.�

E� Teacher�attrition�rate�(%).�

F� Ratio�of�actual�teacher�salaries�to�comparable�workers�[Sources:�OECD;�for�secondary:�GEM�Report�weighted�average�of�OECD�lower�secondary�and�upper�secondary�data].�

Notes: � �

Source:�UIS�unless�noted�otherwise.�Data�refer��to�school�year�ending�in�2017�unless�noted�otherwise.�� �

Aggregates�represent�countries�listed�in�the�table�with�available�data�and�may�include�estimates�for�countries�with�no�recent�data.�

(-)�Magnitude�nil�or�negligible.�

(…)�Data�not�available�or�category�not�applicable.��

(±�n)�Reference�year��differs�(e.g.�-2:�reference�year�2015��instead�of�2017).�

(i)�Estimate�and/or�partial�coverage.�

334 ANNEX �|�STATISTICAL�TABLES�–�TABLE�7�
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TABLE 7:�Continued�� �
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SDG indicator: 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 

Reference year: 2017 2017 2017 

Sub-Saharan Africa 

Angola� 12₋₁� …� …� 72₋₁� …� …� 96₋₁� 50₋₂� …� 63₋₁� 15₋₁� …� 76₋₁� 27₋₁� 51₋₂� 52₋₁� …� …� AGO�

Benin� 8₋₁� 19₋₁� 26₋₁� 100₋₁� …� …� 52� 44� 68� 100� 13� …� 90₋₁� 11₋₁� 18₋₁� 69₋₁� …� …� BEN�

Botswana� 2₋₄ᵢ 12₋₄ᵢ 55₋₄ᵢ 55₋₄ᵢ …� …� 15₋₄� 23₋₄� 99₋₄� 99₋₄� …� …� …� …� …� …� …� …� BWA�

Burkina�Faso� 4� 18� 34� 71� 4₋₁� …� 75� 41� 86� 96� 6� …� 50� 23� 58� 99� 8� …� BFA�

Burundi� 3� 32� 100� 69₋₃� 18₋₁� …� 43� 50� 100� 100� 11₋₁� …� 24� 28� 100� 57� -₋₁� …� BDI�

Cabo�Verde� 1� 18� 29� 29� …� …� 3� 21� 93� 99� 2� …� 4� 16� 94� 91� 4� …� CPV�

Cameroon� 26� 21� 67� 61� …� …� 98� 45� 81� 73� 9� …� 115₋₁� 19₋₁� 54₋₁� 54₋₁ᵢ …� …� CMR�

Central�African�Republic� 0.3₋₁� …� …� 100₋₁� …� …� 10₋₁� 83₋₁� …� 100₋₁� …� …� 4� 32� 45₋₁� 55₋₁� …� …� CAF�

Chad� 0.4₋₄� …� 52₋₄� …� …� …� 39₋₁� 57₋₁� 65₋₄� …� …� …� 19₋₁� 28₋₁� 53₋₄� …� …� …� TCD�

Comoros� 1� 20� 56� 44� …� …� 6� 19� 51� 49� …� …� 13� 5� 86� …� …� …� COM�

Congo� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� COG�

Côte�d'Ivoire� 8� 23� 100� 100� …� …� 89� 42� 100� 100� 3� …� 72� 26� 100₋₁� 100� …� …� CIV�

D.�R.�Congo� 15₋₂� 23₋₂� 21₋₂� 100₋₃� …� …� 415₋₂� 33₋₂� 95₋₃� 95₋₂� …� …� 324₋₂� 14₋₂� 24₋₃� 100₋₃� …� …� COD�

Djibouti� 0.1₋₁� 29₋₁� …� 100₋₁� …� …� 2� 30� 100₋₂� 100� 3� …� 3� 23� 100₋₂� 100� …� …� DJI�

Equat.�Guinea� 2₋₂� 17₋₂� 89₋₂� 8₋₂� …� …� 4₋₂� 23₋₂� 37₋₂� 61₋₂� …� …� …� …� …� …� …� …� GNQ�

Eritrea� 2� 29� 40� 50₋₄� 4� …� 9� 39� 41� 89� …� …� 7� 37� 83₋₄� 84� …� …� ERI�

Eswatini� …� …� …� …� …� …� 9₋₁� 27₋₁� 70₋₁� 71₋₁� …� …� 7₋₁� 16₋₁� 73₋₂� 73₋₁� …� …� SWZ�

Ethiopia� 23� …� …� 100� …� …� …� …� …� …� …� …� …� …� …� …� …� …� ETH�

Gabon� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� GAB�

Gambia� 3� 35� 69� 69� …� …� 9� 39� 88� 88� …� …� 7� …� 95� 95� …� …� GMB�

Ghana� 61� 29� 46₋₂� 46₋₂� …� …� 161� 27� 55� 55� …� …� 163� 16� 76� 76� …� …� GHA�

Guinea� …� …� …� …� …� …� 38₋₁� 47₋₁� 75₋₁� 92₋₁� 22₋₁� …� …� …� …� …� …� …� GIN�

Guinea-Bissau� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� GNB�

Kenya� 111₋₁� 29₋₁� 82₋₃� 82₋₃� …� …� 267₋₂ᵢ 31₋₂ᵢ …� …� …� …� 199₋₂ᵢ …� …� …� …� …� KEN�

Lesotho� 3₋₁� 18₋₁� 100₋₂� 100₋₂� …� …� 11� 33� 87₋₁� 83₋₁� …� …� 5� 25� 89₋₁� 91₋₁� …� …� LSO�

Liberia� 13₋₁� 48₋₁� …� 47₋₁� …� …� 26₋₁� 27₋₁� 47₋₂� 56₋₁� …� …� 15₋₁� 15₋₁� 62₋₂� 55₋₁� …� …� LBR�

Madagascar� 36� 23� 10₋₁� 100� …� …� 120� 41₋₁� 15� 100� …� …� 77� 20� 21� 86� …� …� MDG�

Malawi� 32₋₂� 42₋₂� …� 100₋₂� …� …� 71� 62� 91₋₄ᵢ 94� …� …� 14� 70� 66₋₄ᵢ 57� …� …� MWI�

Mali� 6� 20� …� …� …� …� 66� 38� …� …� …� …� 58� 17� …� …� …� …� MLI�

Mauritania� 2₋₂� 19₋₂� …� …� …� …� 17₋₁� 36₋₁� 85₋₁� …� 11₋₁� …� 9� 24� 97� …� …� …� MRT�

Mauritius� …� 13₋₁� 100₋₁� 100₋₁� 8₋₂ᵢ …� 5� 18� 100� 100� 8� …� 10� 13� 55� 100� 5� …� MUS�

Mozambique� …� …� …� …� …� …� 117� 52� 97� 100� …� …� 33� 37� 85₋₂ᵢ 91₋₂ᵢ …� …� MOZ�

Namibia� 1� 38� …� 100� …� …� …� …� …� …� …� …� 11� …� …� …� …� …� NAM�

Niger� 6� 28� 95� 95� 23� …� 76� 36� 66� 95� - …� 26� 30� 11� 100� 12� …� NER�

Nigeria� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� NGA�

Rwanda� 7� 32� 43� 85� 1� …� 44� 58� 93� 98� 2� …� 30� 20� 58� 80� 5� …� RWA�

Sao�Tome�and�Principe� …� 13₋₂� 28₋₂� -₋₂� …� …� 1� 31� 27� …� …� …� 1₋₁� 25₋₁� 36₋₂� 26₋₂� …� …� STP�

Senegal� 11� 22� 37� 100� …� …� 65� 33� 75� 100� -₋₂� …� 57� 19� 77₋₁ᵢ 76₋₂� …� …� SEN�

Seychelles� 0.2₋₁� 17₋₁� 86₋₁� 91₋₁� …� …� 1₋₁� 14₋₁� 83₋₁� 98₋₁� 9₋₁� …� 1₋₁� 12₋₁� 89₋₁� 99₋₁� 3₋₁� …� SYC�

Sierra�Leone� 6� 14� 37� 21� …� …� 38� 39� 54₋₂� 52₋₄� 11� …� …� 22₋₁� 70₋₂� 37₋₁� …� …� SLE�

Somalia� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SOM�

South�Africa� …� 30₋₃ᵢ …� …� …� …� 249₋₂� 30₋₂� …� …� …� …� 192₋₁� 27₋₁� 100₋₁� 80₋₂� …� …� ZAF�

South�Sudan� 3₋₂� 35₋₂� …� 87₋₂� …� …� 27₋₂ᵢ 47₋₂ᵢ …� 84₋₂ᵢ …� …� 6₋₂ᵢ 27₋₂ᵢ …� 64₋₂ᵢ …� …� SSD�

Togo� 5� 29� 63₋₂� 28₋₂� …� …� 38� 40� 73₋₂� 33₋₂� 14₋₃� …� …� …� …� …� …� …� TGO�

Uganda� 28� 22� 60� 40� …� …� 207� 43� 80� 20� …� …� 64₋₃� …� …� 85₋₃� …� …� UGA�

United�Republic�of�Tanzania� 13� 114� 50₋₁� 52� …� …� 198� 47� 99₋₁� 97� …� …� 112� 17� …� 93� …� …� TZA�

Zambia� …� …� …� …� …� …� 64₋₄ᵢ 48₋₄ᵢ …� 66₋₄ᵢ …� …� …� …� …� …� …� …� ZMB�

Zimbabwe� 10₋₄� 37₋₄� 27₋₄� 25₋₄� …� …� 73₋₄� 36₋₄� 86₋₄� 74₋₄� …� …� 43₋₄� 22₋₄� 73₋₄� 49₋₄� …� …� ZWE�
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SDG indicator: 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 

Reference year: 2017 2017 2017 

Northern Africa and Western Asia 

Algeria� …� …� …� …� …� …� 177� 24� 100₋₂� 100� …� …� …� …� …� …� …� …� DZA�

Armenia� 8� 8� 82� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� ARM�

Azerbaijan� 12� 15� 88� 94� …� …� 39� 15� 98� 100� …� …� 127� 7� …� 100� …� …� AZE�

Bahrain� 2� 14� 52� 63� …� …� 9� 12� 84� 96� …� …� 10� 10� 85� 97� …� …� BHR�

Cyprus� 2₋₁� 13₋₂� …� …� …� …� 5₋₁� 12₋₂� …� …� …� …� 7₋₁� 10₋₂� …� …� …� …� CYP�

Egypt� 50� 26� 77₋₁� 100₋₁� …� …� 511� 24� 74₋₁� 100₋₁� …� …� 588� 15� 67₋₁� 100₋₁� …� …� EGY�

Georgia� …� …� …� …� …� …� 33� 9� …� …� …� …� 37� 7� …� …� …� …� GEO�

Iraq� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� IRQ�

Israel� …� …� …� …� …� 0.84₋₁� 74₋₁� 12₋₁� …� …� …� 0.88₋₁� …� …� …� …� …� …� ISR�

Jordan� 7� 18� 100� 100� 3� …� 53� 21� 100� 100� 11� …� 67� 11� 100� 100� …� …� JOR�

Kuwait� 9� 9� 75₋₂� 74₋₂� …� …� 31� 9� 79₋₂� 77₋₂� …� …� 44� 8₋₂� …� …� …� …� KWT�

Lebanon� 15� 16� …� …� …� …� 40� 12� …� …� …� …� 51� 8� …� …� …� …� LBN�

Libya� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� LBY�

Morocco� …� …� …� …� …� …� 150� 28� 100� 100� 4� …� 140� 20� 100� 100� …� …� MAR�

Oman� 3� 23� 100� 100� …� …� 38� 10� 100� 100� …� …� 30� 10� 100� 100� …� …� OMN�

Palestine� 9� 17� 100� - 6₋₁� …� 19� 25� 100� 63� 6� …� 37� 20� 100� 50� 5� …� PSE�

Qatar� 3� 14� …� 100� 10� …� 12� 12� …� 100� 7� …� 10� 10� …� 100� 6� …� QAT�

Saudi�Arabia� 40₋₁� 11₋₁� 100₋₁� 100₋₁� …� …� 320₋₁� 12₋₁� 100₋₁� 100₋₁� …� …� 312₋₃� 11₋₃ᵢ 100₋₃� 100₋₃� …� …� SAU�

Sudan� 40₋₁� 25₋₁� …� 96₋₃� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SDN�

Syrian�Arab�Republic� 5₋₄� 16₋₄� 35₋₄� 47₋₄� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SYR�

Tunisia� 16₋₁� 15₋₁� 100₋₁� 100₋₂� …� …� 70₋₁� 16₋₁� 100₋₁� 97₋₂� …� …� …� …� …� …� …� …� TUN�

Turkey� 68₋₂� 17₋₂� …� …� …� 0.80₋₁� 295₋₂� 18₋₂� …� …� …� 0.80₋₁� 594₋₂� 18₋₂� …� …� …� 0.80₋₁ᵢ TUR�

United�Arab�Emirates� 5₋₁� 29₋₁� 100₋₁� 100₋₁� …� …� 19₋₁� 25₋₁� 100₋₁� 100₋₁� …� …� 46₋₁� 10₋₁� 100₋₁� 100₋₁� …� …� ARE�

Yemen� 1₋₁� 26₋₁� …� 54₋₁� …� …� 145₋₁� 27₋₁� …� 59₋₁� …� …� …� …� …� …� …� …� YEM�

Central and Southern Asia 

Afghanistan� …� …� …� …� …� …� 144� 44� …� …� …� …� 75� 39� …� …� …� …� AFG�

Bangladesh� …� …� …� …� …� …� 574� 30� 50 ᵢ 100� 5₋₁� …� 451� 34� 66� 100� 1� …� BGD�

Bhutan� 1� 11� 100� 100� …� …� 3� 35� 100� 100� 2� …� 7� 11� 100� 100� …� …� BTN�

India� 461₋₂� 20₋₂� …� …� …� …� 4,140₋₁� 35₋₁� 70₋₁� 88₋₁� 12₋₁� …� 4,639₋₁� 28₋₁� …� …� …� …� IND�

Iran,�Islamic�Republic�of� …� …� …� …� …� …� 286₋₂� 27₋₂� 100₋₂� 100₋₂� …� …� 336₋₂� 17₋₂� 100₋₂� 96₋₂� …� …� IRN�

Kazakhstan� …� 9₋₃� 100₋₃� 100₋₃� …� …� 65� 21� 100� 100� 7� …� 268� 7� 100� 100� …� …� KAZ�

Kyrgyzstan� …� …� …� …� …� …� 20� 25� 95� 74� …� …� 63� 10� 85� …� …� …� KGZ�

Maldives� 1� 16� 88� 81₋₂� 8� …� 4� 10� 90� 83₋₂� 0.4� …� …� …� …� …� …� …� MDV�

Nepal� 48� 20� 89� 92� - …� 198� 21� 97� 95� - …� 116 ᵢ 29 ᵢ 89 ᵢ 88 ᵢ …� …� NPL�

Pakistan� …� …� …� …� …� …� 484� 45� 82₋₂� …� …� …� 646 ᵢ 19 ᵢ …� …� …� …� PAK�

Sri�Lanka� …� …� …� …� …� …� 76� 23� 85� 86� 1� …� 150₋₁� 17₋₁� …� 83₋₁� …� …� LKA�

Tajikistan� 8� 11� 100₋₁� 57� …� …� 35� 22� 100� 97� …� …� …� …� …� …� …� …� TJK�

Turkmenistan� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� TKM�

Uzbekistan� 60� 12� 98� 100� 1₋₁� …� 113� 21� 99� 100� 2₋₁� …� 377� 10� 98� 100� 3₋₁� …� UZB�

Eastern and South-eastern Asia 

Brunei�Darussalam� 1� 16� 59� 100� 9� …� 4� 10� 85� 100� 4� …� 5� 9� 90� 91� 7� …� BRN�

Cambodia� 7� 34� 100� 100� …� …� 51� 42� 100� 100� …� …� …� …� …� …� …� …� KHM�

China� 2,444� 18� …� 90� …� …� 6,046� 17� …� 96� 1� …� 6,267� 13� …� 93� 2� …� CHN�

DPR�Korea� …� …� …� …� …� …� 74₊₁� 20₊₁� …� 100₊₁� …� …� 124₊₁� 17₋₂� …� 100₊₁� …� …� PRK�

Hong�Kong,�China� …� …� …� …� …� …� 26� 14� 97� 100� 2� …� 31� 12� 97� 100� 3₋₁ᵢ …� HKG�

Indonesia� 464� 13� …� 60� …� …� 1,827� 16� …� 83� 7₋₃� …� 1,586� 15� …� 93� …� …� IDN�

Japan� 105₋₁� 27₋₁� …� …� …� …� 415₋₁� 16₋₁� …� …� …� …� 638₋₁� 11₋₁� …� …� …� …� JPN�

Lao�PDR� 11� 18� 90� 42� 1� …� 36� 22� 97� 90� 2� …� 37 ᵢ 18 ᵢ 96 ᵢ 81 ᵢ …� …� LAO�

Macao,�China� 1� 15� 99� 100� …� …� 2� 14� 98� 100� 1₋₂� …� 3� 10� 91� 100� 3� …� MAC�

Malaysia� 65� 15� 91� 100� …� …� 265� 12� 99� 100� 2� …� 231� 12� 95� 100� …� …� MYS�

Mongolia� 7� 33� 100� 96� …� …� 10� 30� 100₋₁� 99� 2� …� 22� …� 98� 98� 6� …� MNG�

Myanmar� 9� 19� 98� 100� …� …� 234� 23� 98₋₁� 96� …� …� 150� 26� 93� 97� …� …� MMR�

Philippines� 63₋₁� 34₋₁� 100₋₁� 96₋₁� 19₋₁� …� 493₋₁� 29₋₁� 100₋₁� 100₋₁� 1₋₁� …� 314₋₁� 24₋₁� 100₋₁� 100₋₁� 2₋₂� …� PHL�

Republic�of�Korea� 99₋₁� 13₋₁� …� …� …� …� 164₋₁� 16₋₁� …� …� …� …� 233₋₁� 14₋₁� …� …� …� …� KOR�

Singapore� …� …� …� …� …� …� 16₋₁� 15₋₁� 99₋₁ᵢ 100₋₁� …� …� 15₋₁� 12₋₁� 99₋₁ᵢ 100₋₁� …� …� SGP�

Thailand� …� …� …� …� …� …� 305� 16� 100� 100� …� …� 262� 24� 100� 100� …� …� THA�

Timor-Leste� 1� 33� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� TLS�

Viet�Nam� 251� 18� 99� 99� …� …� 397� 20� 100� 100� …� …� …� …� …� …� …� …� VNM�
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SDG indicator: 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 

Reference year: 2017 2017 2017 

Oceania 

Australia� …� …� …� …� …� 0.92₋₁� …� …� …� …� …� 0.93₋₁� …� …� …� …� …� …� AUS�

Cook�Islands� -₋₁� 16₋₁� 78₋₁� 84₋₂� …� …� 0.1₋₁� 17₋₁� 95₋₁� 100₋₂� …� …� 0.1₋₁� 16₋₁� 98₋₂� 98₋₂� …� …� COK�

Fiji� …� …� …� …� …� …� 6₋₁� 20₋₁� 90₋₁� 100₋₁� …� …� …� …� …� …� …� …� FJI�

Kiribati� …� …� …� …� …� …� 1� 25� 73₋₁� 100� …� …� …� …� …� …� …� …� KIR�

Marshall�Islands� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MHL�

Micronesia,�F.�S.� …� …� …� …� …� …� 1₋₂ᵢ 20₋₂ᵢ …� …� …� …� …� …� …� …� …� …� FSM�

Nauru� -₋₁� 22₋₁� 100₋₁� 100₋₁� …� …� -₋₁� 40₋₁� 100₋₁� 100₋₁� …� …� -₋₁� 25₋₁� …� 89₋₃� …� …� NRU�

New�Zealand� 14₋₂� 8₋₂� …� …� …� …� 26₋₁� 15₋₁� …� …� …� 0.85₋₁� 35₋₁� 14₋₁� …� …� …� 0.90₋₁ᵢ NZL�

Niue� -₋₁� 6₋₁� 100₋₁� 100₋₁� -₋₁� …� -₋₁� 15₋₁� 92₋₁� 100₋₁� …� …� -₋₂� 8₋₂� 100₋₂� 100₋₂� …� …� NIU�

Palau� -₋₃� 18₋₃� …� 100₋₃� …� …� …� …� …� …� …� …� …� …� …� …� …� …� PLW�

Papua�New�Guinea� 9₋₁� 42₋₁� …� …� …� …� 36₋₁� 36₋₁� …� …� …� …� 15₋₁� 34₋₁� …� …� …� …� PNG�

Samoa� 0.4� 13� 100� 100₋₁� …� …� …� …� …� …� …� …� 1₋₁� 28₋₁� …� …� …� …� WSM�

Solomon�Is� 2� 26� 59₋₃� 26� …� …� 4� 26� 74� 78� 2� …� 2₋₂� …� 76₋₂� 84₋₂� …� …� SLB�

Tokelau� -₋₁� 4₋₁� 42₋₁� …� …� …� -₋₁� 12₋₁� 67₋₁� …� …� …� …� …� …� …� …� …� TKL�

Tonga� 0.2₋₂� 11₋₂� …� …� …� …� 1₋₂� 22₋₂� 92₋₂� 92₋₂� …� …� 1₋₂� 15₋₂� 59₋₂� 80₋₂� …� …� TON�

Tuvalu� 0.1₋₁� 11₋₁� 88₋₁� 100₋₃� …� …� 0.1₋₁� 17₋₁� 77₋₁� 62₋₂� …� …� 0.1₋₁� 8₋₁� 46₋₁� 60₋₂� …� …� TUV�

Vanuatu� 1₋₂� 16₋₂� 46₋₂� 52₋₂� …� …� 2₋₂� 27₋₂� …� 72₋₂� …� …� 1₋₂� 21₋₂� …� 79₋₂� …� …� VUT�

Latin America and the Caribbean 

Anguilla� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� AIA�

Antigua�and�Barbuda� 0.4₋₂� 8₋₂� 65₋₂� 100₋₂� …� …� 1₋₂� 14₋₂� 65₋₂� 100₋₂� …� …� 1₋₂� 11₋₂� 73₋₂� 94₋₂� …� …� ATG�

Argentina� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� ARG�

Aruba� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� ABW�

Bahamas� 0.2₋₁� 23₋₁� 76₋₁� 100₋₁� …� …� 2₋₁� 19₋₁� 90₋₁� 100₋₁� …� …� 2₋₁� 12₋₁� 85₋₁� 98₋₁� …� …� BHS�

Barbados� 0.3� 16� 73� 100� …� …� 1� 14� 80� 100� …� …� 1� 18� 47� 100� …� …� BRB�

Belize� 0.5� 16� 45₋₁� 55₋₁� …� …� 3� 20� 73₋₁� …� …� …� 2� 17� 54₋₁� 46₋₁� …� …� BLZ�

Bolivia,�P.�S.� 11� 33� 92� …� …� …� 73� 19� 58� …� …� …� 60� 21� 57� …� …� …� BOL�

Brazil� 304₋₁� 17₋₁� …� …� …� …� 793₋₁� 20₋₁� …� …� …� …� 1,418₋₁� 17₋₁� …� …� …� …� BRA�

British�Virgin�Islands� …� 8₋₁� …� …� …� …� 0.3� 12� 92� 92� …� …� 0.3� 9� 86� 86� …� …� VGB�

Cayman�Islands� …� …� …� …� …� …� 0.3₊₁� 16₊₁� 100₊₁� 100₊₁� …� …� 0.3₊₁� 11₊₁� 100₊₁� 100₊₁� …� …� CYM�

Chile� 23₋₂� 27₋₂� …� …� …� 0.84₋₂� 80₋₂� 18₋₂� …� …� …� 0.80₋₂� 80₋₂� 19₋₂� …� …� …� 0.86₋₂ᵢ CHL�

Colombia� 51₋₃� …� 97₋₃� 94₋₃� …� …� 184� 24� 95� 100� …� …� 184� 26� 98� 100� …� …� COL�

Costa�Rica� 9₋₁� 12₋₁� 89₋₁� 97₋₁� 2₋₁� …� 40₋₁� 12₋₁� 94₋₁� 97₋₁� 1₋₁� …� 36₋₁� 13₋₁� 96₋₁� 99₋₁� …� …� CRI�

Cuba� …� …� …� …� …� …� 83� 9� 100� 76� …� …� 86� 9� 100� 77� …� …� CUB�

Curaçao� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� CUW�

Dominica� 0.1₋₁� 11₋₁� 19₋₁� 39₋₁� …� …� 1₋₁� 13₋₁� 66₋₁� 100₋₁� …� …� 1₋₁� 11₋₂� 49₋₁� 52₋₁� …� …� DMA�

Dominican�Republic� 15₋₁� 19₋₁� …� 82₋₁� …� …� 69₋₁� 19₋₁� …� 87₋₁� …� …� 42₋₂� 22₋₂� …� 83₋₂� …� …� DOM�

Ecuador� 32� 21� 83� …� 12� …� 78� 25� 82� …� 13� …� 88� 22� 74� …� 11� …� ECU�

El�Salvador� 8� 27� 94� 100� 7₋₁� …� 24� 28� 95� 100� 9� …� 19� 28� 93� 100� 7� …� SLV�

Grenada� 0.3� 12� 37� 36₋₁� 2� …� 1� 16� 64� 100� 5� …� 1� 12� 45� 100� 5₋₁� …� GRD�

Guatemala� …� …� …� …� …� …� 108₋₁� 22₋₁� …� …� …� …� 98₋₁� 12₋₁� …� …� …� …� GTM�

Guyana� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� GUY�

Haiti� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� HTI�

Honduras� 12₋₁� 19₋₁� 51₋₄� 51₋₄� …� …� 44� 26� …� …� 4₋₁� …� 39� 17� …� …� …� …� HND�

Jamaica� …� 11₋₁� 75₋₂� 94₋₁� …� …� 11� 22� 96₋₁� 100₋₁� 3� …� 13� 15� 100� 100� 16₋₁� …� JAM�

Mexico� 193₋₁� 25₋₁� 85₋₁� …� …� …� 535₋₁� 27₋₁� 97₋₁� …� …� …� 842₋₁� 16₋₁� 87₋₁� …� …� …� MEX�

Montserrat� - 8� 82� …� - …� - 15� 77₋₁� 43� - …� - 9� 72� 100� 9� …� MSR�

Nicaragua� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� NIC�

Panama� 6₋₁� 15₋₁� 100₋₁� 100₋₁� …� …� 19₋₁� 21₋₁� 99₋₁� 90₋₁� …� …� 24₋₁� 15₋₁� 60₋₁� 84₋₁� …� …� PAN�

Paraguay� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� PRY�

Peru� 84� 19� …� …� …� …� 198� 18� 97� 87� 18₋₂� …� 190� 15� 89₋₁ᵢ 80� 20₋₂� …� PER�

Saint�Kitts�and�Nevis� …� 11₋₂� …� 100₋₂� …� …� 0.4₋₁� 14₋₁� 72₋₁� 99₋₁� 14₋₂� …� 1₋₁� 8₋₁� 62₋₁� 100₋₁� 5₋₂� …� KNA�

Saint�Lucia� …� 6₋₁� 70₋₃� …� …� …� 1� 15� 89� 100� …� …� 1� 11� 71� 100� …� …� LCA�

Saint�Vincent/Grenadines� 0.5� 8� 14₋₄� …� …� …� 1� 14� 84₋₂� 22� …� …� 1� 14� 58₋₂� 51� …� …� VCT�

Sint�Maarten� …� …� …� …� …� …� …� …� …� …� …� …� 0.4₋₃� 8₋₃� …� 93₋₃� …� …� SXM�

Suriname� 1� 29� 99� …� …� …� 5� 15� 98� …� …� …� 3� 12₋₂� 81₋₁� 57� …� …� SUR�

Trinidad�and�Tobago� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� TTO�

Turks�and�Caicos�Islands� …� …� …� …� …� …� 0.3₋₃� 9₋₃� 89₋₃� …� …� …� 0.2₋₂� 10₋₂� 98₋₂� 98₋₂� …� …� TCA�

Uruguay� …� …� …� …� …� …� 28₋₁� 11₋₁� 100₋₁� 100₋₁� …� …� …� …� …� …� …� …� URY�

Venezuela,�B.�R.� … …� … … …� …� … …� … … …� …� … …� … … …� …� VEN�
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SDG indicator: 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 4.c.1 4.c.3 4.c.6 4.c.5 

Reference year: 2017 2017 2017 

Europe and Northern America 

Albania� 5� 17� …� 84� …� …� 10� 18� …� 84� …� …� 24� 12� …� 97� …� …� ALB�

Andorra� 0.2� 14� 100� 100� 6� …� 0.4� 10� 100� 100� 7� …� 1� 8� 100� 100� 8� …� AND�

Austria� 23₋₁� 11₋₁� …� …� …� …� 32₋₁� 10₋₁� …� …� …� 0.76₋₁� 73₋₁� 9₋₁� …� …� …� 0.93₋₁ᵢ AUT�

Belarus� 44� 8� 92� 44� 2� …� 22� 19� 100� 100� 4� …� 79� 8� 94� 100� …� …� BLR�

Belgium� 36₋₁� 13₋₁� …� …� …� …� 71₋₁� 11₋₁� …� …� …� …� 131₋₁� 9₋₁� …� …� …� …� BEL�

Bermuda� 0.1₋₁� 9₋₃� 100₋₁� 100₋₁� …� …� 0.4₋₁� 10₋₂� 100₋₁� 100₋₁� …� …� 1₋₁� 6₋₂� 100₋₁� 99₋₁� …� …� BMU�

Bosnia�and�Herzegovina� 1� 14� …� …� …� …� 9� 17� …� …� …� …� 27� 9� …� …� …� …� BIH�

Bulgaria� 19₋₁� 12₋₁� …� …� …� …� 15₋₁� 18₋₁� …� …� …� …� 39₋₁� 13₋₁� …� …� …� …� BGR�

Canada� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� CAN�

Croatia� 9₋₁� 13₋₁� …� …� …� …� 12₋₁� 14₋₁� …� …� …� …� 52₋₁� 7₋₁� …� …� …� …� HRV�

Czechia� …� 14₋₄� …� …� …� 0.52₋₂� …� 19₋₄� …� …� …� 0.61₋₂� …� 12₋₄� …� …� …� …� CZE�

Denmark� …� …� …� …� …� 0.68₋₁� 44₋₃� 11₋₃� …� …� …� 0.82₋₁� 49₋₃� 11₋₃� …� …� …� …� DNK�

Estonia� …� …� …� …� …� 0.62₋₁� 7₋₁� 11₋₁� …� …� …� 0.91₋₁� 9₋₁� 9₋₁� …� …� …� 0.91₋₁ᵢ EST�

Finland� 18₋₁� 12₋₁� …� …� …� 0.66₋₂� 27₋₁� 13₋₁� …� …� …� 0.89₋₂� 41₋₁� 13₋₁� …� …� …� 1.05₋₂ᵢ FIN�

France� 126₋₄� 20₋₄� …� …� …� 0.78₋₃� 229₋₄� 18₋₄� …� …� …� 0.76₋₃� 457₋₄� 13₋₄� …� …� …� 0.94₋₃ᵢ FRA�

Germany� 316₋₁� 7₋₁� …� …� …� …� 238₋₁� 12₋₁� …� …� …� 0.90₋₁� 589₋₁� 12₋₁� …� …� …� 1.01₋₁ᵢ DEU�

Greece� 15₋₁� 11₋₁� …� …� …� 1.06₋₁� 70₋₁� 9₋₁� …� …� …� 1.06₋₁� 79₋₁� 8₋₁� …� …� …� 1.15₋₁ᵢ GRC�

Hungary� 26₋₁� 12₋₁� …� …� …� 0.66₋₁� 37₋₁� 11₋₁� …� …� …� 0.70₋₁� 81₋₁� 10₋₁� …� …� …� 0.72₋₁ᵢ HUN�

Iceland� 3₋₂� 5₋₂� …� …� …� …� 3₋₂� 10₋₂� …� …� …� …� …� …� …� …� …� …� ISL�

Ireland� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� IRL�

Italy� 133₋₁� 12₋₁� …� …� …� 0.68₋₃� 255₋₁� 11₋₁� …� …� …� 0.68₋₃� 457₋₁� 10₋₁� …� …� …� 0.71₋₃ᵢ ITA�

Latvia� 8₋₁� 10₋₁� …� …� …� 0.79₋₁� 11₋₁� 11₋₁� …� …� …� 0.80₋₁� 14₋₁� 8₋₁� …� …� …� 1.04₋₁ᵢ LVA�

Liechtenstein� 0.1₋₁� 8₋₁� …� …� …� …� 0.3₋₁� 8₋₁� …� …� …� …� 0.3₋₁� 10₋₁� …� …� …� …� LIE�

Lithuania� 11₋₁� 9₋₁� …� …� …� 0.95₋₃� 8₋₁� 13₋₁� …� …� …� 0.95₋₃� 33₋₁� 8₋₁� …� …� …� 0.95₋₃ᵢ LTU�

Luxembourg� 2₋₁� 10₋₁� …� …� …� 1.80₋₁� 4₋₁� 8₋₁� …� …� …� 1.80₋₁� 5₋₁� 9₋₁� …� …� …� 2.02₋₁ᵢ LUX�

Malta� 1₋₁� 12₋₁� …� …� …� …� 2₋₁� 13₋₁� …� …� …� …� 4₋₁� 7₋₁� …� …� …� …� MLT�

Monaco� 0.1� 19� …� …� 7� …� 0.2� 10� …� …� …� …� 0.4 ᵢ 9 ᵢ …� …� …� …� MCO�

Montenegro� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� MNE�

Netherlands� 32₋₁� 16₋₁� …� …� …� 0.73₋₃� 102₋₁� 12₋₁� …� …� …� 0.73₋₃� 112₋₁� 14₋₁� …� …� …� …� NLD�

Norway� 18₋₁� 10₋₁� …� …� …� 0.67₋₁� 49₋₁� 9₋₁� …� …� …� 0.75₋₁� 51₋₁� 9₋₁� …� …� …� …� NOR�

Poland� 92₋₁� 12₋₁� …� …� …� 0.68₋₁� 229₋₁� 11₋₁� …� …� …� 0.79₋₁� 268₋₁� 9₋₁� …� …� …� 0.81₋₁ᵢ POL�

Portugal� 15₋₁� 17₋₁� …� …� …� 1.50₋₁� 50₋₁� 13₋₁� …� …� …� 1.38₋₁� 79₋₁� 10₋₁� …� …� …� 1.41₋₁ᵢ PRT�

Republic�of�Moldova� 10� 13� 90� …� …� …� 8� 18� 99� …� …� …� 23� 10� 98� …� …� …� MDA�

Romania� 35₋₁� 15₋₁� …� …� …� …� 49₋₁� 19₋₁� …� …� …� …� 125₋₁� 12₋₁� …� …� …� …� ROU�

Russian�Federation� …� …� …� …� …� …� 301₋₁� 21₋₁� …� …� …� …� …� …� …� …� …� …� RUS�

San�Marino� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� …� SMR�

Serbia� 14� 12� …� 100� …� …� 19� 14� …� 100� …� …� 67� 8� …� 100� …� …� SRB�

Slovakia� 13₋₂� 12₋₂� …� …� …� 0.48₋₁� 14₋₂� 15₋₂� …� …� …� 0.64₋₁� 41₋₂� 11₋₂� …� …� …� 0.64₋₁ᵢ SVK�

Slovenia� 7₋₁� 9₋₁� …� …� …� 0.69₋₁� 9₋₁� 14₋₁� …� …� …� 0.87₋₁� 15₋₁� 10₋₁� …� …� …� 0.91₋₁ᵢ SVN�

Spain� 100₋₁� 14₋₁� …� …� …� …� 233₋₁� 13₋₁� …� …� …� …� 287₋₁� 12₋₁� …� …� …� …� ESP�

Sweden� 81₋₁� 6₋₁� …� …� …� 0.76₋₁� 67₋₁� 12₋₁� …� …� …� 0.86₋₁� 66₋₁� 13₋₁� …� …� …� 0.90₋₁ᵢ SWE�

Switzerland� 15₋₁� 12₋₁� …� …� …� …� 49₋₁� 10₋₁� …� …� …� …� 62₋₁� 10₋₁� …� …� …� …� CHE�

TFYR�Macedonia� …� …� …� …� …� …� 8₋₂� 14₋₂� …� …� …� …� 18₋₂� 9₋₂� …� …� …� …� MKD�

Ukraine� …� …� …� …� …� …� 127� 13� 87� 84₋₄� …� …� 324� 7� …� …� …� …� UKR�

United�Kingdom� 25₋₁� 73₋₁� …� …� …� …� 314₋₁� 15₋₁� …� …� …� …� 393₋₁� 19₋₁� …� …� …� …� GBR�

United�States� 629₋₂� 14₋₂� …� …� …� 0.62₋₁� 1,714₋₂� 14₋₂� …� …� …� 0.63₋₁� 1,661₋₂� 15₋₂� …� …� …� 0.67₋₁ᵢ USA�
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Naika, 7 years old, takes part in the Healing and 

Education Through the Arts (HEART) programme 

in Haiti, which provides psychosocial support 

to children who survived Hurricane Matthew. 

The school where the programme is run was 

rebuilt by Save the Children. 

CREDIT:  Ray-ginald Louissaint Jr./Save the Children 
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Aid tables 

INTRODUCTION 

Two types of aid are presented in the following 

three tables. 

First, data on ofcial development assistance (ODA) are 

derived from the International Development Statistics 

(IDS) database of the Organisation for Economic 

Co‑operation and Development (OECD). The IDS database 

records information provided annually by all members 

of the OECD Development Assistance Committee (DAC), 

as well as a growing number of non‑DAC donors. Figures 

for net ODA come from the DAC database, while those for 

gross ODA and aid to education come from the Creditor 

Reporting System (CRS), a database of individual projects. 

Figures in the DAC and CRS databases are expressed in 

constant 2016 US dollars. The DAC and CRS databases are 

available at www.oecd.org/dac/stats/idsonline.htm. 

ODA includes grants and loans that (a) are undertaken 

by the ofcial sector, (b) have promotion of economic 

development and welfare as their main objective and 

(c) are at concessional fnancial terms (if a loan, having 

a grant element of at least 25%). In addition to fnancial 

fows, technical cooperation is included in aid; see  

www.oecd.org/dac/fnancing‑sustainable‑development/ 

development‑fnance‑data/dac‑glossary.htm#ODA. 

Second, data on humanitarian assistance come from 

the Financial Tracking Service (FTS) of the UN Ofce 

for the Coordination of Humanitarian Afairs (OCHA). 

The FTS aims to present a complete picture of all 

international humanitarian funding fows and collects 

fnancial contributions from government donors, 

UN‑administered funds, UN agencies, non‑government 

organizations (NGOs) and other humanitarian actors and 

partners, including in the private sector. The database 

is continuously updated to monitor whether the 

requirements of humanitarian response plans are fulflled. 

Figures in the FTS database are expressed in current 

US dollars. The FTS is available at fts.unocha.org. 

AID RECIPIENTS AND DONORS 

The DAC list of ODA recipients consists of all low and 

middle income countries, based on the World Bank 

income classifcation, other than members of the 

G8 or European Union (EU). For further information, 

see www.oecd.org/development/fnancing‑sustainable‑

development/development‑fnance‑standards/ 

historyofdaclistsofaidrecipientcountries.htm. 

Bilateral donors are countries that provide development 

assistance directly to recipient countries. Most are DAC 

members. Bilateral donors also contribute substantially 

to the fnancing of multilateral donors through 

contributions recorded as multilateral ODA. 

Multilateral donors are international institutions with 

government membership that conduct many or all of 

their activities supporting development and aid recipient 

countries. They include multilateral development 

banks (e.g. World Bank, regional development banks), 

UN agencies and regional groupings (e.g. certain EU 

and Arab agencies). When a bilateral donor contracts 

a multilateral donor to deliver a programme, this 

is recorded as a bilateral fow. A contribution by a 

DAC member to an agency is deemed a multilateral fow 

if it is pooled with other contributions and disbursed at 

the discretion of the agency to fund its own programmes 

and running costs. 

For a list of bilateral and multilateral donors, see the 

‘Donors’ worksheet at www.oecd.org/dac/fnancing‑

sustainable‑development/development‑fnance‑

standards/DAC‑CRS‑CODES.xls. 

http://www.oecd.org/dac/stats/idsonline.htm
https://fts.unocha.org/
http://www.oecd.org/development/financing-sustainable-development/development-finance-standards/historyofdaclistsofaidrecipientcountries.htm
http://www.oecd.org/development/financing-sustainable-development/development-finance-standards/historyofdaclistsofaidrecipientcountries.htm
http://www.oecd.org/development/financing-sustainable-development/development-finance-standards/historyofdaclistsofaidrecipientcountries.htm
http://www.oecd.org/dac/financing-sustainable-development/development-finance-standards/DAC-CRS-CODES.xls
http://www.oecd.org/dac/financing-sustainable-development/development-finance-standards/DAC-CRS-CODES.xls
http://www.oecd.org/dac/financing-sustainable-development/development-finance-standards/DAC-CRS-CODES.xls
www.oecd.org/dac/financing-sustainable-development
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TABLE 1: DEVELOPMENT  AND  

HUMANITARIAN ASSISTANCE 

Total ODA: Includes bilateral and multilateral aid for all 

sectors, as well as aid that is not allocated by sector, 

such as general budget support and debt relief. 

Total ODA from bilateral donors is bilateral aid only, while 

aid as a percentage of gross national income (GNI) is 

bilateral and multilateral ODA. 

Total humanitarian assistance: Everything reported to the 

FTS by public and private donors, UN agencies, UN funds, 

NGOs and others. 

UN-coordinated appeals: A subset of international 

humanitarian assistance, which refers to all humanitarian 

response plans and appeals coordinated by OCHA or 

the ofce of the UN High Commissioner for Refugees, 

including strategic response plans, humanitarian 

response plans, fash appeals and regional refugee 

response plans. For defnitions, see Chapter 5 of the 

Global Humanitarian Assistance Report 2018, devinit.org/ 

wp‑content/uploads/2018/06/GHA‑Report‑2018.pdf. 

TABLES 2 AND 3: DEVELOPMENT  

ASSISTANCE TO EDUCATION BY  

DONOR AND BY RECIPIENT 

Total aid to education: Direct aid to education plus 20% of 

general budget support (aid provided to governments 

without being earmarked for specifc projects or sectors) 

to represent the estimated 15% to 25% of budget support 

that typically benefts the education sector. 

Total aid to basic education: Direct aid to basic education 

plus 10% of general budget support, plus 50% of 

‘education, level unspecifed’. 

Total aid to secondary education: Direct aid to secondary 

education plus 5% of general budget support, plus 25% of 

‘education, level unspecifed’. 

Total aid to post-secondary education: Direct aid to post‑

secondary education plus 5% of general budget support, 

plus 25% of ‘education, level unspecifed’. 

Direct aid to education: Aid to education reported in the 

CRS database as direct allocations to the education 

sector. It is the total of direct aid, as defned by DAC, to: 

■ Basic education, defned by DAC as covering primary 

education, basic life skills for youth and adults, and 

early childhood education 

■ Secondary education, both general secondary 

education and vocational training 

■ Post-secondary education, including advanced 

technical and managerial training 

■ Education, level unspecifed, which refers to any 

activity that cannot be attributed solely to the 

development of a particular level of education, 

such as education research and teacher training. 

General education programme support is often 

reported within this subcategory. 

Total aid per capita: It is calculated dividing the total aid 

(i)  to basic education by the number of primary school 

age children and (ii) to secondary education by the 

number of secondary school age adolescents. 

http://devinit.org/wp-content/uploads/2018/06/GHA-Report-2018.pdf
http://devinit.org/wp-content/uploads/2018/06/GHA-Report-2018.pdf
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TABLE 1: Development and humanitarian assistance 

OFFICIAL DEVELOPMENT ASSISTANCE (ODA) HUMANITARIAN ASSISTANCE 

Total ODA net disbursements US$ millions 

Constant 2016 US$ millions % of gross national income (GNI) 
Total 

humanitarian 
assistance 

UN-coordinated 
appeals 

2005 2015 2016 2017* 2005 2015 2016 2017* 2017** 2017** 

Australia�

Austria�

Belgium�

1,855�

1,333�

1,381�

2,758�

789�

1,126�

2,290�

986�

1,425�

2,209�

564�

1,223�

0.25�

0.52�

0.53�

0.29�

0.35�

0.42�

0.27�

0.42�

0.50�

0.23�

0.30�

0.45�

252�

47�

189�

112�

19�

104�

Canada� 3,099� 2,884� 2,661� 2,960� 0.34� 0.28� 0.26� 0.26� 634� 401�

Czechia�

Denmark�

Estonia***�

73�

1,444�

3�

71�

1,878�

15�

71�

1,654�

19�

75�

1,613�

19�

0.11�

0.81�

0.08�

0.12�

0.85�

0.15�

0.14�

0.75�

0.19�

0.13�

0.72�

0.17�

7�

419�

5�

4�

187�

2�

Finland� 658� 702� 638� 505� 0.46� 0.55� 0.44� 0.41� 98� 40�

France� 7,343� 5,161� 5,642� 6,362� 0.47� 0.37� 0.38� 0.43� 234� 117�

Germany� 7,694� 14,257� 19,636� 18,783� 0.36� 0.52� 0.70� 0.66� 2,649� 1,814�

Greece� 200� 71� 159� 86� 0.17� 0.12� 0.19� 0.16� 0� 0�

Hungary***� 40� 47� 55� 37� 0.11� 0.13� 0.17� 0.11� 1� 1�

Iceland�

Ireland�

Italy�

Japan�

Kazakhstan***�

19�

448�

2,360�

10,111�

…�

35�

426�

1,838�

6,876�

34�

48�

427�

2,420�

7,048�

13�

52�

449�

2,825�

8,354�

…�

0.18�

0.42�

0.29�

0.28�

…�

0.24�

0.32�

0.22�

0.20�

0.02�

0.28�

0.32�

0.27�

0.20�

0.02�

0.29�

0.30�

0.29�

0.23�

…�

4�

130�

190�

672�

0�

2�

61�

65�

447�

…�

Kuwait***� 233� 303� 1,048� …� …� …� …� …� 0� 55�

Lithuania***� 2� 10� 14� 13� 0.06� 0.12� 0.14� 0.13� 0� 0�

Luxembourg� 219� 258� 275� 298� 0.79� 0.95� 1.00� 1.00� 28� 14�

Netherlands�

New�Zealand�

Norway�

Poland�

Portugal�

3,720�

281�

2,122�

49�

226�

4,175�

364�

3,139�

96�

148�

3,158�

361�

3,451�

149�

125�

3,438�

342�

2,988�

204�

109�

0.82�

0.27�

0.94�

0.07�

0.21�

0.75�

0.27�

1.05�

0.10�

0.16�

0.65�

0.25�

1.12�

0.15�

0.17�

0.60�

0.23�

0.99�

0.13�

0.18�

272�

24�

506�

21�

0�

91�

3�

310�

14�

…�

Republic�of�Korea� 499� 1,458� 1,548� 1,541� 0.10� 0.14� 0.16� 0.14� 62� 49�

Romania***� …� 33� 109� …� …� 0.09� 0.15� …� 0� 0�

Slovakia� 39� 17� 26� 29� …� 0.10� 0.12� 0.12� 1� 1�

Slovenia� 15� 25� 28� 24� 0.11� 0.15� 0.19� 0.16� 1� 0�

Spain� 1,848� 354� 2,597� 791� 0.27� 0.12� 0.35� 0.19� 55� 22�

Sweden� 2,403� 4,832� 3,452� 3,673� 0.94� 1.40� 0.94� 1.01� 565� 303�

Switzerland� 1,878� 2,649� 2,773� 2,279� 0.42� 0.51� 0.53� 0.46� 452� 129�

United�Arab�Emirates***�

United�Kingdom�

United�States�

545�

7,477�

30,985�

4,334�

10,557�

26,994�

4,171�

11,517�

28,535�

4,364�

11,502�

29,757�

…�

0.47�

0.23�

1.18�

0.70�

0.17�

1.21�

0.70�

0.19�

1.31�

0.70�

0.18�

291�

1,850�

6,515�

2�

1,326�

4,868�

TOTAL bilaterals**** 92,809 110,543 116,192 117,304 0.32 0.30 0.32 0.31 17,041 10,866 

African�Development�Bank�

African�Development�Fund�

178�

913�

123�

2,050�

160�

2,029�

84�

…�

3�

…�

Arab�Fund�for�Economic�and�Social�Development� …� 54� 48� …� …�

Asian�Development�Bank�Special�Funds� 920� 1,440� 1,375� …� …�

EU�Institutions� 8,922� 13,610� 16,832� 3,069� 1,914�

Arab�Bank�for�Economic�Development�in�Africa�(BADEA)� 58� 71� …� …� …�

Climate�Investment�Funds� …� 409� 51� …� …�

World�Bank�(International�Development�Association)�

Inter-American�Development�Bank�Special�Fund�

International�Monetary�Fund�(Concessional�Trust�Funds)�

OPEC�Fund�for�International�Development�

UN�Development�Programme�

7,292�

248�

-282�

63�

427�

10,011�

1,897�

501�

169�

419�

8,105�

746�

-129�

236�

377�

174�

…�

…�

2�

1�

102�

…�

…�

1�

1�

UNICEF� 761� 1,389� 1,440� 111� 85�

UN�Peacebuilding�Fund� …� 70� 47� …� 1�

UN�Relief�and�Works�Agency�for�Palestine�Refugees� 375� 768� 717� …� 14�

World�Food�Programme�

Global�Fund�

GAVI�

Global�Environment�Facility�

World�Health�Organization�

594�

1,078�

…�

509�

…�

285�

3,159�

1,718�

810�

661�

306�

3,547�

1,339�

851�

534�

…�

9�

…�

…�

…�

1�

7�

…�

…�

…�

TOTAL multilaterals**** 23,869 41,766 40,819 3,638 2,725 

TOTAL 116,678 152,228 157,011 21,475 14,220 

Sources: OECD‑DAC, DAC and CRS databases (2018) for  total ODA and ODA as % of GNI; UN Office for  the Coordination of Humanitarian Affairs Financial Tracking Service (FTS) (2018)  

for international humanitarian assistance and UN‑coordinated appeals.  

* Preliminary data  

** FTS data are based on the US dollar exchange rate at the time of  the donor country decision.  

*** Estonia, Hungary, Kazakhstan, Kuwait, Lithuania, Romania and the United Arab Emirates are not members of  the Development Assistance Committee (DAC) but are included in  

its Creditor Reporting System (CRS) database.  

**** Total ODA includes ODA from other bilaterals and multilaterals not listed above. Total humanitarian assistance includes humanitarian assistance from other bilaterals,  

multilaterals and private foundations not listed above.   

(…) indicates that data are not available. 

Total ODA from DAC donors is bilateral ODA only (from both DAC and non‑DAC members) while ODA as % of GNI includes multilateral ODA. 

ODA as a share of GNI among bilateral donors refers to DAC members only. 



344 ANNEX  | AID TABLES

TABLE 2: Development assistance to education by donor

TOTAL AID DIRECT AID

Constant 2016 US$ millions Constant 2016 US$ millions

Education Basic education Secondary education
Post-secondary 

education Education Basic education Secondary education
Post-secondary 

education

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016

Australia 108 218 61 139 25 30 22 48 107 217 40 93 14 7 12 25

Austria 101 144 4 9 4 9 93 127 101 144 2 0 3 4 92 122

Belgium 103 86 24 25 15 40 65 21 102 86 15 15 11 35 60 16

Canada 182 209 128 116 29 50 25 43 172 207 101 73 16 29 12 21

Czechia ... 8 ... 1 ... 1 … 6 ... 8 ... 0 ... 1 ... 5

Denmark 50 58 32 34 9 9 10 15 40 56 16 17 1 0 2 6

Estonia* ... 2 ... 0 ... 0 … 1 ... 2 ... ... ... 0 ... 1

Finland ... 46 ... 33 ... 8 … 5 ... 46 ... 27 ... 5 ... 2

France 1,183 1,168 70 98 22 217 1,091 852 1,171 1,133 45 50 10 193 1,078 828

Germany 1,277 1,987 101 344 134 326 1,042 1,316 1,265 1,986 73 205 119 257 1,028 1,247

Greece 37 1 6 1 3 0 28 0 37 1 0 ... 0 ... 26 0

Hungary* ... 24 ... 0 ... 0 … 24 ... 24 ... ... ... ... ... 24

Iceland ... 1 ... 1 ... 0 … 0 ... 1 ... 1 ... ... ... ...

Ireland 58 34 36 15 11 9 11 9 54 34 20 7 3 5 4 5

Italy 73 98 31 41 16 21 26 35 68 98 1 24 1 13 12 26

Japan 832 710 195 233 102 127 535 351 795 559 109 59 59 40 492 264

Kazakhstan* ... ... ... ... ... ... … … ... ... ... ... ... ... ... ...

Kuwait* ... 44 ... 22 ... 11 … 11 ... 44 ... ... ... ... ... ...

Lithuania* ... 2 ... 0 ... 0 … 1 ... 2 ... ... ... 0 ... 1

Luxembourg 34 51 15 13 13 36 6 2 34 51 3 12 7 35 0 1

Netherlands 339 110 198 15 34 20 107 75 306 110 139 13 4 19 77 74

New Zealand 49 72 19 18 6 7 24 47 42 67 15 14 4 5 22 45

Norway 217 384 141 298 26 29 50 57 200 379 104 261 8 10 31 39

Poland ... 38 ... 5 ... 2 … 31 ... 38 ... 1 ... 0 ... 29

Portugal 68 48 11 11 9 10 48 26 66 48 4 0 6 5 44 21

Republic of Korea ... 241 ... 56 ... 81 … 104 ... 241 ... 32 ... 69 ... 92

Romania* ... 28 ... 2 ... 2 … 24 ... 28 ... 0 ... 1 ... 23

Slovakia ... 5 ... 1 ... 1 … 2 ... 5 ... 0 ... 1 ... 2

Slovenia ... 7 ... 0 ... 0 … 7 ... 7 ... ... ... 0 ... 7

Spain 216 50 82 21 55 17 79 13 214 50 56 8 41 11 66 6

Sweden 142 120 69 67 27 14 46 39 121 120 22 43 3 2 23 28

Switzerland 59 123 17 50 22 57 20 16 59 119 5 41 16 53 14 11

United Arab Emirates* ... 641 ... 298 ... 154 … 190 ... 152 ... 11 ... 10 ... 46

United Kingdom 359 1,322 283 825 38 241 37 256 261 1,306 211 615 2 136 1 152

United States 709 1,489 522 1,218 99 26 88 245 598 1,488 396 1,175 35 5 25 224

TOTAL bilaterals** 6,195 9,571 2,043 4,012 696 1,559 3,455 4,000 5,814 8,857 1,377 2,800 363 952 3,122 3,394

African Development Bank ... 2 ... 0 ... 0 … 1 ... 2 ... ... ... ... ... 1

African Development Fund 92 154 49 24 22 50 21 81 62 128 7 ... 1 38 0 69

Arab Fund for Economic and Social 
Development 

... 5 ... 0 ... 0 … 5 ... 5 ... ... ... 0 ... 4

Asian Development Bank Special Funds ... 322 ... 71 ... 204 … 47 ... 322 ... 20 ... 179 ... 22

EU Institutions 731 1,134 379 493 143 246 209 396 536 1,003 246 235 77 117 142 267

Arab Bank for Economic Development 
in Africa

... ... ... ... … ... … … ... ... ... ... ... ... ... ...

Climate Investment Funds ... ... ... ... … ... … … ... ... ... ... ... ... ... ...

World Bank (International Development 
Association)

1,194 1,413 794 729 176 427 225 256 1,194 1,411 627 507 92 316 141 145

Inter-American Development Bank 
Special Fund

... 52 ... 31 ... 4 … 17 ... 52 ... 25 ... 1 ... 14

International Monetary Fund (Concessional 
Trust Funds)

128 188 64 94 32 47 32 47 ... ... ... ... ... ... ... ...

OPEC Fund for International Development ... 19 ... 8 ... 6 … 5 ... 19 ... 1 ... 3 ... 2

UN Development Programme 4 2 1 1 2 0 1 0 4 ... 0 ... 1 ... 0 ...

UNICEF 73 87 72 54 1 18 0 16 73 87 72 21 1 1 0 ...

UN Peacebuilding Fund ... 0 ... 0 ... ... … … ... 0 ... 0 ... ... ... ...

UN Relief and Works Agency for Palestine 
Refugees

234 453 234 453 ... ... … … 234 453 234 453 ... ... ... ...

World Food Programme ... 21 ... 21 ... 0 … 0 ... 21 ... 21 ... ... ... ...

TOTAL multilaterals** 2,456 3,865 1,593 1,985 376 1,006 487 874 2,103 3,515 1,186 1,290 173 658 283 527

TOTAL 8,651 13,435 3,636 5,997 1,072 2,564 3,942 4,874 7,917 12,373 2,563 4,089 536 1,611 3,406 3,921

Source: OECD‑DAC, CRS database (2018).

* Estonia, Hungary, Kazakhstan, Kuwait, Lithuania, Romania and the United Arab Emirates are not part of the Development Assistance Committee (DAC) but are included in its Creditor 

Reporting System (CRS) database. 

** The total includes official development assistance (ODA) from other bilaterals and multilaterals not listed above. 

(…) indicates that data are not available.

All data represent gross disbursements. The share of ODA disbursed to the education sector is a percentage of gross ODA disbursements as reported in the CRS statistical tables. Total 

ODA figures in Table 1 represent net disbursements as reported in the DAC statistical tables. 

Aid from France, New Zealand and the United Kingdom includes funds disbursed to overseas territories.
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SHARE IN TOTAL ODA 

% 

Education Basic education Secondary education 

2005 2016 2005 2016 2005 2016 

6� 10� 57� 64� 23� 14�

8� 15� 4� 6� 4� 6�

7� 6� 23� 29� 14� 46�

6� 8� 70� 55� 16� 24�

...� 11� …� 9� ...� 17�

3� 4� 63� 59� 18� 15�

...� 11� …� 21� ...� 12�

...� 7� …� 72� ...� 17�

16� 21� 6� 8� 2� 19�

17� 10� 8� 17� 10� 16�

18� 1� 15� 50� 8� 25�

...� 44� …� 1� ...� 0�

...� 3� …� 94� ...� 3�

13� 8� 62� 45� 18� 27�

3� 4� 43� 42� 21� 22�

8� 10� 23� 33� 12� 18�

...� ...� …� …� ...� …�

...� 4� …� 50� ...� 25�

...� 14� …� 22� ...� 13�

16� 19� 44� 26� 38� 70�

9� 3� 58� 13� 10� 18�

17� 20� 39� 25� 12� 10�

10� 11� 65� 78� 12� 8�

...� 26� …� 14� ...� 6�

30� 38� 16� 23� 14� 21�

...� 16� …� 23� ...� 34�

...� 26� …� 7� ...� 7�

...� 19� …� 21� ...� 29�

...� 25� …� 2� ...� 5�

12� 2� 38� 41� 25� 34�

6� 3� 49� 56� 19� 12�

3� 4� 29� 41� 38� 47�

...� 15� …� 46� ...� 24�

5� 11� 79� 62� 11� 18�

2� 5� 74� 82� 14� 2�

7 8 33 42 11 16 

...� 1� …� 17� …� 9�

10� 8� 53� 15� 24� 32�

...� 11� …� 6� …� 4�

...� 23� …� 22� …� 63�

8� 7� 52� 43� 20� 22�

...� ...� …� …� …� …�

...� ...� …� …� …� …�

16� 17� 66� 52� 15� 30�

...� 7� …� 60� …� 8�

-45� -145� 50� 50� 25� 25�

...� 8� …� 41� …� 33�

1� 0� 32� 50� 50� 25�

10� 6� 99� 61� 1� 20�

...� 0� …� 100� …� …�

62� 63� 100� 100� …� …�

...� 7� …� 100� …� 0�

10 9 65 51 15 26 

7 9 42 45 12 19 
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TABLE 3: Development assistance to education by recipient 

TOTAL AID  TOTAL AID PER CAPITA 

Constant 2016 US$ millions Constant 2016 US$ 

Education Basic education Secondary education 
 Post-secondary 

education  Basic education Secondary education 

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 

 Sub-Saharan Africa  2,413  3,046   1,153  1,423  367   763  894  859  10 9 4 6 

Unallocated within the region  30   92  9  37  5  16   16   40  … … … … 

Angola ��36 ��21 ��20 �9� 4� 6� �11 �7� 9� 2� 1� 1�

Benin ��57 ��40 ��24 ��15 �7� �11 ��26 ��15 �18� �9� 6� 6�

Botswana� 6� 3� 1� 2� 1� 1� 4� 1� 3� 5� 4� 3�

Burkina�Faso ��84 ��91 ��46 ��42 ��14 ��28 ��24 ��20 �21� ��13 �7� 9�

Burundi� �33 �15 �17 5� 7� 5� �10� 5� �13 �3� 6� 3�

Cabo�Verde ��47 ��17 ��10 �3� 6� 5� �31 ��10 ��132 ��42 ��80 ��70�

Cameroon� ��118 ��100 ��15 �12 5� �12 �99� �77� 5� 3� 2� 3�

Central�African�Republic ��10 ��20 �3� 8� 0� 5� 6� 7� 5� �11 �1� 7�

Chad� ��31 ��41 ��17 ��20 5� �10� 9� �11� �10 �8� 3� 4�

Comoros �8� �15 �0� 2� 0� 2� 7� �11 �5� �17 �2� �18�

Congo� ��29 ��17 �5� �2� 3� �2� �21� �13� �10 �3� 6� 3�

ôC te�d'Ivoire ��35 ��55 �5� �19 �1� 7� �29 ��29 �2� 5� 0� 2�

D.�R.�Congo� ��63 ��97 �28 �47 �12 �32 �22� �19� 3� 4� 2� 3�

Djibouti ��30 ��20 ��13 �5� 0� 5� �17 ��10 ��115 ��53 �3� �34�

Equat.�Guinea� �8� �1� �5� �0� �1� �1� 2� 1� �58 �2� �13 �4�

Eritrea ��19 �6� �12 �1� 4� 0� 3� 4� �25 �1� 6� 1�

Eswatini� 1� 6� 0� 4� 0� 1� 0� 0� 2� �19 �1� 5�

Ethiopia ��93 �314� ��42 ��194 ��19 �71� ��33 ��48 �3� �12 �2� 5�

Gabon� �25 �19 2� 1� 0� 3� �22� �15� �11 �3� 1� �12

Gambia �6� 9� 5� 4� 0� 1� 1� 3� �22 ��12 �2� 5�

Ghana� ��129 ��178 �81 �58 �12 �86 �36� �35� �25 ��14 �4� �21

Guinea ��51 ��55 ��33 ��23 �4� 8� �13 ��24 �22� ��12 �3� 4�

Guinea-Bissau� �7� ��17 �3� ��10 �1� �2� 4� 5� �12 ��36 �4� 7�

Kenya ��80 �100� ��42 ��48 ��16 �16� ��21 ��37 �7� 6� 3� 2�

Lesotho� �15 �8� �12 �5� 2� 2� 1� 1� �32 ��14 ��10 �7�

Liberia �3� �83 �3� �59 �0� �11 �0� �13 �5� �80 �1� �17�

Madagascar� ��81 �55 ��35 �22 �10 �14 �37� �20� �13 �7� 3� 3�

Malawi ��66 �106� ��33 ��64 ��23 �17� ��11 ��26 �14� ��21 ��12 �7�

Mali� ��112 ��112 ��65 ��64 ��18 ��22 �29� �26� �32 ��21 ��11 �9�

Mauritania ��26 ��19 �9� 3� 2� 9� �16 �7� �18 �5� 4� �14�

Mauritius� ��15 ��15 �0� �3� �0� �4� �15� 8� 2� �34 �1� �33

Mozambique ��169 ��170 ��99 ��105 ��25 �38� ��45 ��26 �24� ��18 ��11 �11��

Namibia� ��11 ��16 9� 4� 1� 7� 1� 5� �25 ��10 �3� �27

Niger ��56 ��97 ��37 ��50 �7� �32 ��11 ��15 �17� ��14 �4� �10�

Nigeria� ��70 �155� �45 �68 �11 �40 �13� �47� 2� 2� 1� 2�

Rwanda ��58 ��89 ��28 ��48 ��12 ��18 ��18 ��22 �21� ��26 �9� �12�

Sao�Tome�and�Principe� �6� �4� �1� �1� �1� �1� 4� 2� �61 ��32 ��28 �52�

Senegal ��119 ��140 ��33 ��52 ��18 ��27 ��68 ��61 �18� ��21 ��10 �12��

Seychelles� 1� 3� 0� 1� 0� 1� 0� 1� �22 ��156 ��10 �66�

Sierra�Leone ��32 ��52 ��18 ��21 �8� �25 �6� 6� �21 ��17 ��10 ��21�

Somalia� 5� �62 3� �34 1� �16 1� �12� 2� �14 �1� 8�

South�Africa ��85 ��63 ��43 ��22 ��14 ��15 ��28 ��26 �6� 3� 3� 3�

South�Sudan� -�� ��81 -�� ��63 -�� �8� -�� 9� -�� �32 �- �� 5�

�United�Republic�of�Tanzania ��162 ��179 ��89 ��85 ��32 ��70 ��40 ��24 �12� �8� 6� �10�

Togo� �17 ��22 2� �4� 0� 7� �14� �10� 3� 3� 0� 6�

Uganda ��146 ��98 ��81 ��33 ��29 ��30 ��36 ��35 �13� �4� 7� 5�

Zambia� ��113� ��43� �67� �26� �22� �10� �25� 7� �28 �8� �16 �5�

�Zimbabwe ��10 ��25 �3� �15 �1� 6� 5� 4� 1� 5� 1� 3�
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DIRECT AID SHARE 

Constant 2016 US$ millions % 

Education Basic education Secondary education 
Post-secondary 

education Education in total ODA 
Basic education in total 

aid to education 
Secondary education in 

total aid to education 

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016

 2,007  2,727  679  926  130  515  656  611  8 7  48  47  15  25 

29  88  0 25  1 10  12  34  2 4 29  40  18  17

�35 �21 �13 �4� 0� 3� 7� 4� 8� 10 �58 �42 �12 �27

�47 �37 �13 �12 �2� 9� 21 �14 �15 �8� 42 �37 �13 �26

�6� 3� 0� 1� 1� 0� 4� 1� 11 �4� 13 �49 �16 �17

�61 �68 �24 �23 �3� 19 �13 �11 �11 �9� 55 �47 �16 �31

�19 �14 �4� 3� 1� 4� 3� 3� 9� 2� 50 �36 �22 �33

�44 �15 �1� 1� 2� 4� 27 �8� 27 �15 �21 �16 �13 �28

�115 �100 �11 �10 �3� 10 �97 �76 �27 �13 �12 �12 �4� 11

�8� 6� 2� 1� 0� 1� 6� 3� 10 �4� 32 �41 �5� 26

�25 �15 �9� 5� 1� 3� 5� 4� 7� 7� 55 �49 �15 �24

�8� 15 �0� 1� - 2� 7� 11 �34 �28 �6� 13 �2� 14

�27 �17 �3� 2� 2� 2� 20 �13 �2� 20 �18 �13 �10 �11

�35 �44 �4� 9� 1� 2� 29 �24 �37 �9� 14 �34 �3� 13

�52 �97 �7� 35 �2� 26 �12 �12 �3� 5� 45 �48 �20 �33

�30 �14 �13 �1� - 3� 16 �8� 39 �11 �44 �25 �1� 23

�8� 1� 3� 0� 0� 0� 1� 0� 22 �21 �58 �24 �15 �35

�14 �6� 9� 0� 3� 0� 1� 4� 5� 9� 63 �17 �22 �8�

1� 6� 0� 4� 0� 1� 0� 0� 2� 4� 53 �79 �19 �14

�81 �314 �21 �139 �8� 44 �22 �21 �4� 8� 45 �62 �20 �23

�24 �19 �2� 0� 0� 3� 22 �15 �48 �45 �9� 3� 1� 17

�6� 9� 4� 1� 0� 0� 0� 2� 10 �9� 82 �46 �6� 15

�100 �131 �65 �25 �4� 69 �28 �19 �11 �14 �63 �32 �10 �48

�51 �41 �32 �13 �4� 3� 13 �19 �24 �10 �65 �42 �9� 15

�7� 15 �2� 7� 1� 0� 4� 4� 10 �8� 36 �60 �8� 9�

47 �100 �23 �43 �7� 13 �12 �34 �10 �5� 53 �48 �20 �16

�15 �7� 10 �3� 2� 1� 1� 0� 22 �7� 76 �62 �16 �23

�3� 71 �2� 41 �0� 2� 0� 4� 1� 10 �83 �71 �8� 13

�72 �42 �16 �8� 0� 7� 27 �12 �8� 9� 43 �40 �12 �25

�48 �91 �17 �47 �15 �9� 3� 17 �11 �9� 50 �60 �34 �16

�94 �86 �38 �43 �5� 12 �15 �16 �15 �9� 58 �57 �16 �20

�26 �19 �8� 1� 1� 8� 16 �6� 13 �7� 33 �18 �6� 46

�15 �10 �0� 1� 0� 3� 15 �6� 43 �36 �1� 21 �1� 28

�129 �165 �58 �75 �5� 23 �25 �12 �12 �11 �58 �62 �15 �23

�11 �16 �9� 3� 1� 7� 1� 4� 9� 10 �84 �25 �6� 45

�42 �78 �25 �29 �1� 21 �5� 4� 10 �10 �66 �52 �13 �33

�69 �155 �41 �38 �9� 24 �11 �32 �1� 6� 65 �44 �16 �26

�37 �69 �13 �35 �4� 12 �11 �16 �10 �8� 48 �54 �20 �21

�5� 4� 1� 1� 0� 1� 4� 2� 17 �9� 26 �24 �9� 32

�114 �128 �20 �37 �12 �19 �61 �54 �16 �19 �28 �37 �15 �19

�1� 3� - 0� 0� 0� 0� 0� 4� 45 �29 �48 �17 �20

�15 �33 �10 �10 �3� 19 �1� 1� 9� 8� 58 �41 �24 �47

�5� 58 �2� 12 �0� 5� 0� 1� 2� 5� 65 �55 �18 �26

�85 �51 �27 �8� 7� 8� 20 �19 �12 �5� 50 �35 �17 �24

�- 81 �- 49 �- 1� - 2� …� 5� …� 78 �…� 11

�88 �179 �38 �63 �6� 59 �15 �14 �10 �8� 55 �47 �20 �39

�17 �18 �2� 1� 0� 6� 14 �9� 19 �13 �14 �19 �1� 33

�131 �98 �43 �26 �10 �26 �18 �31 �11 �6� 55 �34 �20 �31

�95 �43 �32 �17 �5� 5� 7� 3� 9� 4� 59 �61 �19 �22

�10 �25 �1� 13 �0� 6� 5� 3� 2� 4� 33 �59 �11 �26�
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TABLE 3: Continued 

TOTAL AID  TOTAL AID PER CAPITA 

Constant 2016 US$ millions Constant 2016 US$ 

Education Basic education Secondary education 
 Post-secondary 

education  Basic education Secondary education 

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 

 Northern Africa and Western Asia   1,680  2,835   582   1,391   191   420   908   1,024   12   35  4 9 

Unallocated within the region  6  98  2  74  2 1 1  22  … … … … 

Algeria� �164 �106 4� 1� 4� 3� �156 �101 1� 0� 1� 1�

Armenia �17� ��26 �5� 6� 3� 5� 8� �15 ��37 ��35 �9� �19�

Azerbaijan� ��11 ��13 3� 1� 2� 1� �7� ��11 5� 2� 1� 1�

Bahrain �- �� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

Cyprus� �- �� �- �� -�� -�� -�� -�� -�� �- �� -�� -�� -�� -��

Egypt �93� ��495 ��43 ��230 �13� ��103 ��37 �163� �4� �20 �1� �10�

Georgia� �47 �50 �11 �13 6� 6� �30 �31 �28 �45 �15 �23

Iraq �131� ��82 ��88 ��37 ��32 ��17 ��11 ��28 ��21 �- 9� -

Israel� �- �� �- �� �- �� �- �� -�� -�� �- �� �- �� �- �� �- �� �- �� �- ��

Jordan ��152 �370� ��102 ��265 ��16 ��24 ��34 ��81 �- - �22 ��21�

Kuwait� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

Lebanon ��96 ��235 �35� ��145 �6� �44 �54� ��45 ��76 ��266 ��13 ��69�

Libya� 7� �11 0� 5� 0� 0� 7� 6� 0� - 0� -

Morocco ��291 ��280 ��22 ��43 ��18 �74� ��251 �163� �6� �11 �5� �21�

Oman� 1� �- �� 0� -�� 0� -�� 0� -�� 0� -�� 1� -��

Palestine �- �� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

Qatar� 5� -�� 1� -�� 2� -�� 2� -�� 0� -�� 1� -��

Saudi�Arabia ��43 ��18 ��20 �6� 8� 4� �16 �8� 4� - 2� -

Sudan� �67 �118 �19 �52 2� 5� �45 �61 �10 �18 1� 2�

Syrian�Arab�Republic ��124 ��141 �7� �24 �20� ��24 ��97 ��93 �7� �24 ��14 ��21�

Tunisia� ��169 ��240 �25� ��69 �29 �56 ��114 �115� �4� ��13 4� 5�

Turkey �- �� -�� -�� -�� -�� -�� -�� -�� …� -�� -�� -��

United�Arab�Emirates� ��205� ��400� ��159� ��338� ��22� ��24� �23�� ��38� �363� ��691� �30� �27�

Yemen ��53 �153� ��35 �81� �5� �28 ��13 ��44 �10� ��19 �1� 7�

 Central and Southern Asia  1,663  2,561   1,126  1,218  173   640  364  704  6 6 1 3 

Unallocated within the region 4  13 0 2 1 2 4 8 … … … … 

Afghanistan ��212 ��245 ��181 ��107 ��13 ��44 ��18 ��94 �43� ��18 �4� 8�

Bangladesh� �242 ��599 �167 �367 �38 �161 �37 �71 �10 �23 2� 7�

Bhutan ��12 �1� 4� 0� 4� 0� 4� 1� �38 �5� �39 �2�

India� ��724 ��621 ��575 ��288 ��31 ��146 ��118 �187� �5� �2� 0� 1�

Iran,�Islamic�Republic�of ��54 ��76 �1� 1� 2� 0� �52 ��74 �0� 0� 0� 0�

Kazakhstan� ��10 ��30 �2� �5� �1� �3� �8� ��22 2� 5� 0� 2�

Kyrgyzstan ��12 ��47 �4� �20 �2� �15 �7� �12 �8� �45 �3� �22�

Maldives� �7� �3� 3� 1� 3� 1� 1� �1� �52 �29 �65 �22

Nepal ��46 �139� ��29 ��72 �4� �35 ��13 ��31 �8� �23 �1� 8�

Pakistan� �241 �644 �135 �305 �44 �177 �62 �162 �7� ��14 �2� �6�

Sri�Lanka ��52 �103� ��13 ��37 ��12 �43� ��27 ��23 �8� �22 �5� �16�

Tajikistan� ��16 ��15 ��10 �7� �3� �4� �3� �4� �14 ��10 2� 3�

Turkmenistan �2� 3� 0� 0� 0� 1� 2� 2� 1� 1� 0� 2�

Uzbekistan� ��29� ��23� �2� 4� �16� 8� �11� �11� �1� �2� 3� 2�

 Eastern and South-eastern Asia  1,297  1,427   199   360  100   309  999  758  1 2 0 2 

Unallocated within the region  1 6 1 3 0 0 1 3 … … … … 

Brunei�Darussalam� -�� -�� -�� - -�� -�� -�� -�� -�� -�� -�� -��

Cambodia ��39 �108� ��18 ��46 �4� �31 ��17 ��31 �9� �24 �2� �17�

China� �727 �476 �27 �32 �14 �89 �686 �355 0� 0� 0� 1�

DPR�Korea �1� 1� 0� 0� 0� 0� 1� 1� 0� 0� 0� 0�

Hong�Kong,�China� �- �� �- �� �- �� �- �� �- �� �- �� �- �� �- �� …� -�� -�� -��

Indonesia ��136 ��198 ��44 ��71 ��23 ��34 ��70 ��93 �2� 3� 1� 1�

Republic�of�Korea� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

Lao�PDR ��28 ��80 ��13 ��46 �4� �21 ��11 ��13 �16� ��61 �4� �21�

Macao,�China� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

Malaysia ��20 ��32 �2� 2� 2� 1� �16 ��29 �1� 1� 1� 0�

Mongolia� �34 �44 8� �11 1� �11 �25 �22 �30 �41 3� �37

Myanmar ��12 �135� �4� �60 �0� �36 �8� �39 �1� �12 �0� 6�

Philippines� ��66 ��65 �25 ��36 �22 �6� ��18 ��23 �2� �3� 3� �1�

Singapore �- �� -�� -�� -�� -�� -�� -�� -�� …� -�� …� -��

Thailand� ��44 ��32 �3� ��10 �2� 5� ��39 ��18 1� 2� 0� 1�

Timor-Leste ��24 ��30 ��11 ��10 �5� �11 �8� 8� �55 ��49 ��38 ��60

Viet�Nam� ��165� ��219� �43� ��33� �21� �63� ��101� �123�� 5� 5� 2� 7�



2019  • GLOBAL EDUCATION MONITORING REPORT 349 

 
 

 
 

 

            

       

� � � � � �

� � � � � � �

� � � � �

�� �� �� �� �� �� �� ��

�� �� �� �� �� �� �� ��

� � � � � � � � � � �

� � � � � � � � � �

� � � � � � � � � �

�� �� �� �� �� �� �� ��

� � � � � � � � � � �

�� �� �� �� �� �� �� ��

� � � � � � � � � � � �

� �� �� �� � �

� � � � � � � � � � � �

�� �� �� �� �� �

�� �� �� �� �� �� �� ��

�� �� �� �� � � �

� � � � � �

� � � � � � � � �

� � � � � � � � � � �

� � � � � � � � � � � �

�� �� �� �� �� �� �� ��

� � � � � � � � � � �

� � � � � � � � � �

       

    

� � � � � � � � �

� � � � � � � � � � � � � �

� � � � � �

� � � � � � � � � � � � �

� � � � � �

� � � � � �

� � � � � � �

� � � � �

� � � � � � � � � � � �

� � � � � � � � � � � � �

� � � � � � � � � � � �

� � � � �

�� � � � �

� � � � � � � � �

       

    

�� �� �� �� �� �� �� ��

� � � � � � � � � � � �

� � � � � � � � � �

�� �� �

�� �� �� �� �� �� �� ��

� � � � � � � � � � � � �

�� �� �� �� �� �� �� ��

� � � � � � � � � � �

�� �� �� �� �� �� �� ��

� � � � � � �

� � � � � � � � � �
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� � � � � � � � � � �

DIRECT AID SHARE 

Constant 2016 US$ millions % 

Education Basic education Secondary education 
Post-secondary 

education Education in total ODA 
Basic education in total 

aid to education 
Secondary education in 

total aid to education 

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016

 1,551  2,311  459  933  130  191  846  795  5 9 35  49  11  15

 6 98  2 73  2 1 1 21  0 10  43  76  37  1 

164 �106 �3� 0� 4� 3� 155 �101 �46 �67 �3� 1� 3� 3�

13 �26 �2� 4� 2� 5� 7� 15 �9� 8� 29 �21 �21 �20

�7� 13 �1� 0� 0� 0� 5� 11 �5� 17 �28 �8� 14 �5�

- - - - - - - - …� …� …� …� …� …�

- - - - - - - - …� …� …� …� …� …�

93 �162 �35 �42 �9� 9� 33 �68 �8� 23 �46 �46 �14 �21

�37 �50 �4� 4� 3� 2� 27 �27 �15 �11 �23 �26 �13 �12

�131 �34 �87 �8� 32 �3� 10 �13 �1� 4� 67 �45 �25 �21

�- - - - - - - - …� …� …� …� …� …�

95 �352 �73 �228 �1� 6� 19 �62 �19 �14 �67 �72 �11 �7�

- - - - - - - - …� …� …� …� …� …�

96 �235 �32 �137 �5� 40 �52 �41 �39 �21 �37 �62 �7� 19

�7� 11 �- 5� - - 7� 6� 29 �6� 1� 44 �0� 0�

291 �277 �17 �30 �16 �68 �249 �157 �38 �14 �7� 15 �6� 27

�1� - - - 0� - 0� - 4� …� 3� …� 35 �…�

- - - - - - - - …� …� …� …� …� …�

5� - 0� - 1� - 2� - 19 �…� 12 �…� 37 �…�

30 �18 �6� 4� 1� 3� 9� 7� 2� 2� 46 �34 �17 �22

�67 �118 �19 �47 �2� 2� 45 �58 �88 �1� 29 �44 �4� 4�

114 �136 �1� 5� 17 �14 �94 �83 �34 �22 �6� 17 �16 �17

�169 �240 �15 �3� 24 �23 �109 �82 �41 �7� 15 �29 �17 �23

�- - - - - - - - …� …� …� …� …� …�

172 �390 �128 �314 �7� 12 �8� 26 �19 �17 �78 �85 �11 �6�

53 �47 �34 �27 �4� 1� 13 �17 �17 �8� 67 �53 �9� 18

 1,568  2,509  964  890  92 476  283  540  14  16  68  48  10  25 

5 13  0 2 1 2 4 8 1 3 2 15  26  19

�203 �244 �165 �90 �5� 35 �9� 86 �7� 6� 86 �44 �6� 18

�221 �599 �133 �305 �21 �130 �20 �40 �17 �24 �69 �61 �16 �27

�12 �1� 3� 0� 3� 0� 3� 0� 12 �2� 36 �39 �32 �14

�724 �621 �568 �239 �28 �122 �114 �163 �38 �23 �79 �46 �4� 24

�54 �76 �1� 0� 1� 0� 51 �74 �51 �65 �1� 1� 3� 0�

10 �30 �1� 0� 0� 0� 8� 19 �4� 49 �16 �18 �5� 9�

8� 42 �1� 10 �1� 10 �5� 7� 4� 9� 30 �42 �17 �32

�7� 3� 1� 0� 2� 0� 0� 1� 8� 12 �38 �39 �41 �19

�43 �128 �25 �49 �2� 24 �11 �20 �10 �13 �63 �52 �9� 25

�192 �627 �52 �167 �2� 108 �20 �93 �14 �22 �56 �47 �18 �27

�51 �85 �8� 21 �10 �34 �24 �15 �4� 28 �26 �36 �23 �41

�8� 15 �5� 5� 0� 2� 1� 3� 6� 5� 62 �48 �17 �24

�2� 3� 0� 0� - 1� 2� 2� 6� 10 �14 �12 �0� 36

�29 �23 �1� 1� 16 �6� 11 �10 �16 �5� 8� 18 �55 �33

 1,252  1,422  127  180  64 219  963  668  15  24  15  25 8  22 

1 6 1 3 - 0 1 3 0 3 52  42  0 4 

- - - - - - - - …� …� …� …� …� …�

39 �107 �13 �26 �2� 21 �15 �20 �7� 15 �46 �43 �11 �29

�727 �476 �20 �4� 11 �75 �682 �341 �40� -60 �4� 7� 2� 19

�1� 1� 0� 0� - - 1� 1� 2� 1� 4� 31 �0� 4�

- - - - - - - - …� …� …� …� …� …�

117 �198 �24 �25 �13 �11 �60 �70 �5� -179 �32 �36 �17 �17

�- - - - - - - - …� …� …� …� …� …�

28 �80 �10 �41 �3� 18 �9� 11 �9� 20 �47 �58 �15 �26

�- - - - - - - - …� …� …� …� …� …�

20 �32 �0� 0� 1� 0� 15 �29 �65� -62 �9� 5� 10 �3�

33 �44 �6� 7� 0� 10 �24 �20 �15 �13 �23 �24 �3� 26

�12 �135 �4� 24 �0� 18 �7� 21 �8� 9� 34 �45 �3� 27

�66 �65 �22 �28 �21 �2� 16 �19 �11 �23 �39 �55 �34 �9�

- - - - - - - - …� …� …� …� …� …�

44 �32 �1� 5� 1� 3� 37 �15� -30 �14 �7� 30 �5� 16

�22 �30 �8� 3� 4� 8� 6� 5� 12 �13 �46 �35 �23 �38

�141 �215 �19 �13 �9� 53 �89 �113 �8� 8� 26 �15 �13 �29�
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TABLE 3: Continued 

TOTAL AID  TOTAL AID PER CAPITA 

Constant 2016 US$ millions Constant 2016 US$ 

Education Basic education Secondary education 
 Post-secondary 

education  Basic education Secondary education 

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 

 Oceania   203  235  92  100  49  49  62  86  27  24  15  14 

Unallocated within the region 7  57 3  21 2  14 3  22 … … … … 

Cook�Islands �4� 6� 0� 1� 2� 4� 1� 1� �231 ��490 �938� ��1,913�

Fiji� �22� �17� �10� 5� 5� 2� 8� �9� �101� �52� �46 �19

Kiribati �6� �10 �1� 5� 3� 0� 2� 5� �51 ��321 ��230 ��25�

Marshall�Islands� �15� 3� 8� 2� 4� 1� 4� 1� ��1,090� �200� ��585 ��101

Micronesia,�F.�S. ��34 �9� �17 �6� 8� 2� 9� 2� - - …� …�

Nauru� 0� 3� 0� 0� 0� 3� 0� 0� �34� �212� ��19 �2,078�

Niue �4� 1� 2� 1� 1� 0� 1� 1� ��10,950 ��3,894 ��3,458 ��2,237�

Palau� 3� 1� 2� 0� 1� 0� 1� 0� ��1,041� �260� �336� �66�

Papua�New�Guinea ��51 ��61 ��29 ��29 �8� �13 ��14 ��19 �31� ��21 ��10 �13��

Samoa� �14� �14� 1� 5� 7� 2� 6� 8� �52� �156� ��231 ��60

Solomon�Is ��15 ��18 ��11 �8� 1� 3� 3� 8� �144 ��81 ��15 �30��

Tokelau� 4� 3� 2� 2� 1� 1� 1� 1� ��10,354� ��10,713� ��3,959 ��3,989

Tonga �8� 7� 4� 4� 1� 0� 3� 3� �270 ��261 ��91 �17�

Tuvalu� 4� 2� 1� 0� 1� 1� 2� 1� �854� �231� �390�� ��562�

Vanuatu ��12 ��22 �2� �12 �5� 3� 5� 6� �63 �- �159 �-

 Latin America and the Caribbean   577  757   217   286  111   138   250  333  4 6 2 3 

Unallocated within the region 9  37 5 6 1 5 3  26 … … … … 

Anguilla �0� -�� 0� -�� 0� -�� 0� -�� - …� - …�

Antigua�and�Barbuda� -�� 0� -�� 0� 0� 0� 0� �0� -�� 4� �28 3�

Argentina ��20 ��24 �2� 4� 3� 6� �15 ��14 �0� 1� 1� 1�

Aruba� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� �- �� -��

Bahamas �- �� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

Barbados� 0� -�� 0� -�� 0� -�� 0� -�� 1� -�� 8� -��

Belize �1� 1� 0� 1� 0� 0� 0� 0� 8� �14 �2� 4�

Bolivia,�P.�S.� �53� �36� �25� 6� �13� 9� �15 �21 �19� 4� �11 7�

Brazil ��52 ��99 �8� �15 �5� �11 ��40 ��73 �1� - 0� -

British�Virgin�Islands� -�� -�� -�� -�� -�� -�� �- �� �- �� -�� -�� �- �� -��

Cayman�Islands �- �� -�� -�� -�� -�� -�� -�� -�� …� …� …� …�

Chile� �16� �25� 1� 4� 1� 5� �13 �16 1� 3� 1� 3�

Colombia ��36 ��61 �4� �10 �6� �11 ��27 ��40 �1� 3� 1� 2�

Costa�Rica� 4� �12� 1� 3� 0� 4� �3� �5� 1� 8� 1� �10

Cuba �5� 4� 0� 1� 1� 1� 4� 3� 0� 1� 1� 1�

Dominica� 1� 2� 0� 1� 0� 0� 1� 1� �49� �99� �39 �61�

Dominican�Republic ��13 ��21 �5� �13 �6� 2� 2� 5� 5� �11 �5� 2�

Ecuador� �19� �23� 3� 8� 6� 5� 9� �10 2� 4� �4� �3�

El�Salvador ��12 ��24 �6� 8� 3� 5� 4� �10 �7� �12 �4� 7�

Grenada� �14� 1� �12� 1� 1� 0� 0� �0� �814� �43� �111 �30

Guatemala ��27 ��39 ��16 ��27 �3� 6� 8� 6� 7� �12 �2� 3�

Guyana� �13� 7� 7� 1� 4� 1� 3� 5� �58� �16� ��47 �6�

Haiti ��29 �113� ��14 ��76 �4� �19 ��11 ��19 �10� ��53 �2� �12�

Honduras� �60� �44� �39� �36� �11� 6� �10 2� �34� �30� ��12 6�

Jamaica ��13 �7� �12 �3� 0� 3� 1� 1� - - 1� �13�

Mexico� �32� �50� 2� 5� 2� 6� ��28 �39 0� 0� �0� 0�

Montserrat �4� 0� 2� 0� 1� 0� 1� 0� ��4,012 �- ��3,424 �-

Nicaragua� �60� �50� �27� �30� �18� �16� ��15 �4� �35� �41� �28 �26

Panama �5� 5� 1� 2� 1� 0� 3� 2� 2� 5� 4� 1�

Paraguay� 9� 8� 4� 3� 2� 3� �2� 2� 5� 4� �3� �4�

Peru ��46 ��44 ��15 ��17 ��12 �9� �19 ��17 �4� 5� 4� 3�

Saint�Kitts�and�Nevis� 0� -�� 0� -�� 0� -�� 0� -�� - …� - …�

Saint�Lucia �2� 1� 1� 0� 1� 0� 0� 0� �26 �- �52 �9�

Saint�Vincent/Grenadines� 1� 0� 0� 0� 0� 0� 0� 0� �22� 7� �43 4�

Suriname �4� 3� 1� 1� 0� 0� 2� 2� �18 ��14 �6� 4�

Trinidad�and�Tobago� 1� -�� 0� -�� 0� -�� 1� -�� 0� -�� �0� -��

Turks�and�Caicos�Islands �- �� -�� 0� -�� -�� -�� -�� -�� - …� …� …�

Uruguay� 5� 5� 0� 1� 2� 2� 2� 2� 1� 5� 7� 7�

Venezuela,�B.�R. ��13 ��11 �3� 1� 2� 2� 8� 8� 1� 0� 1� 1�
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DIRECT AID SHARE 

Constant 2016 US$ millions % 

Education Basic education Secondary education 
Post-secondary 

education Education in total ODA 
Basic education in total 

aid to education 
Secondary education in 

total aid to education 

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016

 190  226  34  43  20  20  33  58  15  14  45  43  24  21 

7 57  3 13  1 10  2 18  3 18  42  37  23  24

�4� 5� 0� - 2� 3� 1� 1� 42 �32 �11 �15 �55 �67

�22 �17 �0� 1� 0� 0� 3� 7� 30 �14 �44 �32 �22 �12

�6� 10 �0� 5� 3� 0� 2� 5� 19 �17 �13 �49 �52 �4�

15 �3� 0� 0� 0� - 0� 0� 23 �27 �49 �53 �26 �22

�34 �8� 0� 2� 0� - 0� 0� 27 �18 �50 �61 �25 �19

�0� 3� - 0� - 2� 0� 0� 2� 15 �28 �10 �14 �77

�1� 0� 0� 0� - 0� 0� 0� 14 �11 �48 �41 �22 �25

�1� 1� 0� 0� 0� - 0� 0� 13 �4� 53 �54 �23 �13

�51 �61 �17 �3� 2� 1� 9� 7� 15 �11 �56 �47 �15 �22

�14 �14 �0� 2� 6� 0� 5� 6� 29 �16 �11 �33 �48 �13

�11 �18 �9� 2� 0� 0� 2� 5� 6� 10 �72 �42 �7� 16

�0� 1� - 0� - 0� 0� - 19 �24 �46 �56 �23 �24

�8� 7� 2� 4� 0� 0� 2� 2� 23 �9� 50 �59 �15 �4�

3� 2� 0� 0� - 1� 1� 1� 35 �10 �34 �12 �16 �31

�12 �19 �1� 10 �5� 3� 4� 6� 25 �17 �17 �54 �44 �16

 551  740  126  204  66  97 204  291  9 7  38  38  19  18 

9 37  3 4 0 4 2 24  5 7 53  18  12  13

�0� - - - 0� - - - 1� …� 11 �…� 84 �…�

0� 0� - - 0� - 0� 0� - 197 �…� 39 �…� 19

�20 �24 �1� 0� 3� 4� 14 �12 �20 �902 �9� 17 �16 �24

�- - - - - - - - …� …� …� …� …� …�

- - - - - - - - …� …� …� …� …� …�

0� - - - 0� - 0� - -11 �…� 7� …� 62 �…�

1� 1� 0� 0� 0� 0� 0� 0� 5� 3� 61 �60 �15 �16

�53 �36 �8� 3� 5� 7� 7� 19 �8� 5� 47 �17 �25 �26

�52 �99 �3� 2� 3� 5� 38 �66 �27 �15 �14 �15 �9� 11

�- - - - - - - - …� …� …� …� …� …�

- - - - - - - - …� …� …� …� …� …�

16 �25 �0� 0� 1� 3� 13 �14 �9� 14 �7� 16 �8� 20

�36 �61 �3� 6� 5� 9� 26 �38 �5� 6� 10 �16 �16 �18

�4� 12 �0� 2� 0� 3� 3� 4� 15 �12 �18 �29 �9� 32

�5� 4� 0� 0� 1� 0� 4� 3� 6� 0� 8� 12 �13 �13

�1� 1� - 0� 0� - 0� 0� 6� 20 �33 �38 �19 �19

�13 �21 �5� 12 �5� 2� 1� 5� 16 �12 �43 �64 �43 �10

�19 �23 �2� 5� 6� 3� 9� 9� 7� 9� 17 �34 �33 �20

�12 �24 �3� 7� 1� 5� 2� 9� 6� 18 �49 �35 �23 �23

�13 �0� 12 �- 1� - 0� 0� 25 �14 �87 �48 �10 �24

�27 �39 �14 �24 �2� 4� 7� 5� 10 �15 �58 �69 �13 �15

�5� 7� 2� 1� 2� 0� 0� 5� 8� 11 �50 �19 �29 �7�

29 �98 �7� 56 �0� 9� 7� 9� 6� 11 �50 �67 �13 �16

�56 �44 �25 �33 �4� 5� 3� 1� 8� 11 �66 �81 �18 �14

�13 �7� 11 �3� 0� 3� 0� 1� 30 �28 �92 �44 �2� 44

�32 �50 �2� 1� 1� 4� 27 �37 �14 �6� 7� 11 �5� 12

�0� 0� - - - - - - 14 �0� 50 �50 �25 �25

�55 �50 �10 �27 �9� 14 �6� 2� 7� 12 �45 �61 �30 �32

�5� 5� 0� 2� 1� 0� 2� 2� 21 �20 �14 �47 �30 �8�

9� 8� 3� 2� 1� 3� 2� 1� 16 �9� 50 �40 �24 �39

�43 �44 �8� 12 �9� 7� 16 �14 �9� 14 �32 �40 �27 �21

�0� - - - - - 0� - 10 �…� 45 �…� 23 �…�

2� 1� 0� - 1� - 0� 0� 17 �6� 30 �31 �47 �16

�1� 0� 0� - 0� - 0� 0� 13 �2� 32 �38 �46 �19

�4� 3� 0� 0� - 0� 2� 1� 8� 16 �31 �31 �11 �10

�1� - - - 0� - 1� - -43 �…� 2� …� 6� …�

0� - 0� - - - - - - …� …� …� …� …�

5� 5� 0� 0� 2� 1� 2� 1� 26 �28 �8� 26 �47 �39

�13 �11 �3� 0� 1� 2� 8� 8� 24 �26 �23 �10 �13 �19�
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TABLE 3: Continued 

TOTAL AID  TOTAL AID PER CAPITA 

Constant 2016 US$ millions Constant 2016 US$ 

Education Basic education Secondary education 
 Post-secondary 

education  Basic education Secondary education 

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 

 Europe and Northern America   266  470  33  104  28  68  207  298  1 2 0 1 

Unallocated within the region  7  37  1 2 4 2 1  34  … … … … 

Albania ��33 ��30 �7� 5� 4� 4� �22 ��21 �29� ��28 �8� �12�

Belarus ��17 ��31 �0� 4� 0� 1� �17 ��26 �1� 9� 0� 2�

Bermuda �- �� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

Bosnia�and�Herzegovina ��37 ��35 �5� 4� 3� 2� �30 ��30 �- - …� …�

Croatia ��16 �- �� 1� -�� 0� -�� �15 �- �� 3� -�� 1� -��

Malta �- �� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

Republic�of�Moldova ��10 ��56 �1� 8� 0� �18 �9� �30 �4� - 0� -

Montenegro �- �� 4� 1� 1� 0� 0� -�� 3� �30 ��15 �6� 5�

Serbia ��56 ��89 ��11 ��30 ��10 ��18 ��35 ��41 �36� ��109 ��13 �32��

Slovenia �- �� -�� -�� -�� -�� -�� -�� -�� -�� -�� -�� -��

TFYR�Macedonia ��22 ��13 �5� 3� 4� 0� �13 ��10 �45� ��26 ��13 �2�

Ukraine ��68 �175� �1� �49 �2� �22 ��65 ��103 �0� - 0� -

Unallocated by region or country   549   2,104 235 1,115 53 177 260 812  … … … … 

Low�income�countries� 1,920� 2,873� 1,047� 1,486� 289� 651� 584� 735 �13� ��14� 4� 7�

Lower�middle�income�countries� 3,701� 5,540� 1,795� 2,441� 465� 1,295� 1,442� 1,804 �6� 8� 1� 3�

Upper�middle�income�countries� 2,294� 2,499� 508� 787� 226� 382� 1,562� 1,330 �2� 4� 1� 2�

High�income�countries� 72� 62� 7� 13� 12� 14� 53� 35 �0� 0� 0� 0�

Unallocated by income 661 2,462 278 1,269 81 223 301 970  … … … … 

Least�developed�countries� 2,442� 3,833� 1,365� 2,016� 379� 932� 698� 885 �12� ��14� 4� 8�

Sub-Saharan�Africa �2,413� ��3,046 ��1,153 �1,423� �367� ��763 ��894 �859� �10� �9� 4� 6�

Northern�Africa�and�Western�Asia �1,680� ��2,835 ��582 �1,391� �191� ��420 ��908 ��1,024 �12� ��35 �4� 9�

Central�and�Southern�Asia �1,663� ��2,561 ��1,126 �1,218� �173� ��640 ��364 �704� �6� 6� 1� 3�

Eastern�and�South-eastern�Asia �1,297� ��1,427 ��199 ��360 �100� ��309 ��999 �758� �1� 2� 0� 2�

Oceania ��203 ��235 ��92 ��100 ��49 �49� ��62 ��86 �27� ��24 ��15 �14��

Latin�America�and�the�Caribbean ��577 ��757 ��217 ��286 �111� ��138 ��250 �333� �4� 6� 2� 3�

Europe�and�Northern�America ��266 ��470 ��33 ��104 ��28 �68� ��207 ��298 �1� 2� 0� 1�

Unallocated by region or country   549   2,104   235   1,115   53   177   260  812  … … … … 

 TOTAL  8,648   13,435   3,636   5,997   1,072   2,564   3,942   4,874  6 9 1 4 

Source: OECD‑DAC, CRS database (2018).   

(…) indicates that data are not available. (‑) represents a nil value.   

The country groupings by level of income are as defined by the World Bank but include only countries shown in the table. They are based on the list of countries by  

income group as revised in July 2018.   

All data represent gross disbursements.   
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DIRECT AID SHARE 

Constant 2016 US$ millions % 

Education Basic education Secondary education 
Post-secondary  

 education Education in total ODA 
Basic education in total  

 aid to education 
Secondary education in  

total aid to education 

2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016 2005 2016

 251  347  11  18  17  25  196   255  7  11  12  22  11  15 

7  37  -   0 4 1 1  33  1 4  18  5  63  4 

�30 ��29 �2� 2� 2� 2� �19 ��20 ��10 ��18 ��21 ��16 ��13 ��12

��17 ��31 �0� 1� 0� 0� �16 ��24 ��27� �-138 �2� �12 �1� 5�

-�� -�� -�� -�� -�� -�� -�� -�� …� …� …� …� …� …�

�33 ��35 �1� 1� 1� 1� �28 ��28 �6� 8� �12 ��10 �8� 6�

�16 �- �� -�� -�� 0� -�� �15 �- �� �12 �…� 4� …� 2� …�

-�� -�� -�� -�� -�� -�� -�� -�� …� …� …� …� …� …�

�10 ��53 �0� 2� 0� �16 �9� �27 �6� �17 �7� �14 �2� �33

�1� 4� 1� 0� 0� 0� -�� 3� -�� 4� …� �16 �…� 8�

�50 ��49 �3� 2� 6� 4� �31 ��28 �5� �14 ��20 ��33 ��17 ��20

�- �� -�� -�� -�� -�� -�� -�� -�� …� …� …� …� …� …�

�19 ��13 �3� 2� 2� 0� �12 ��10 �9� 8� �24 ��22 ��16 �3�

�68 ��95 �0� 6� 2� 1� �65 ��82 ��15 ��11 �1� �28 �3� �13�

547 2,091   163   896 17 67 224 702 3 4   43   53   10  8 

1,587� 2,508� 669� 1,006� 100� 411� 395� 495� 10� 9� 55� 52� 15� 23�

3,411� 4,991� 1,361� 1,566� 248� 857� 1,225� 1,366� 12� 13� 48� 44� 13� 23�

2,201� 2,371� 359� 497� 151� 237� 1,487� 1,185� 7� 14� 22� 31� 10� 15�

70� 62� 2� 3� 9� 9� 50� 30� 24� 28� 10� 21� 16� 22�

649 2,440 172 1,018 28 97 248 845 2 4 42 52 12 9 

2,070� 3,452� 896� 1,383� 145� 615� 463� 568� 10� 11� 56� 53� 16� 24

��2,007 ��2,727 ��679 ��926 ��130 ��515 ��656 ��611� 8� 7� 48� 47� 15� 25

��1,551 ��2,311 ��459 ��933 ��130 ��191 ��846 ��795� 5� 9� 35� 49� 11� 15

��1,568 ��2,509 ��964 ��890 ��92 ��476 �283� ��540� 14� 16� 68� 48� 10� 25

��1,252 ��1,422 ��127 ��180 ��64 ��219 �963� ��668� 15� 24� 15� 25� 8� 22

��190 ��226 ��34 ��43 ��20 ��20 ��33 ��58� 15� 14� 45� 43� 24� 21

��551 ��740 ��126 ��204 ��66 ��97 �204� ��291� 9� 7� 38� 38� 19� 18

��251 ��347 ��11 ��18 ��17 ��25 �196� ��255� 7� 11� 12� 22� 11� 15

  547   2,091   163   896   17   67   224   702 3 4 43 53 10 8

  7,917   12,373  2,563   4,089   536   1,611   3,406   3,921 7 9 42 45 12 19 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

Glossary 

Adjusted net enrolment ratio (ANER). Enrolment of 

the ofcial age group for a given level of education 

either at that level or the levels above, expressed as a 

percentage of the population in that age group. 

Adult educational attainment rate. Number of persons 

aged 25 and above by the highest level of education 

attained, expressed as a percentage of the total 

population in that age group. 

Adult literacy rate. Number of literate persons aged 15 

and above, expressed as a percentage of the total 

population in that age group. 

Child or under-5 mortality rate. Probability of dying 

between birth and the ffth birthday, expressed per 

1,000 live births. 

Completion rate by level. Percentage of children aged 

three to fve years older than the ofcial age of entry 

into the last grade of an education level who have 

reached the last grade of that level. For example, the 

primary attainment rate in a country with a 6-year 

cycle where the ofcial age of entry into the last grade 

is 11 years is the percentage of 14- to 16-year-olds who 

have reached grade 6. 

Confict-afected country. For a given year, any country 

with 1,000 or more battle-related deaths (including 

fatalities among civilians and military actors) 

over the preceding 10-year period and/or more than 

200 battle-related deaths in any one year over the 

preceding 3-year period, according to the Uppsala 

Confict Data Program Battle-related Deaths Dataset. 

Constant price. Price of a particular item adjusted to 

remove the overall efect of general price changes 

(inflation) since a given baseline year. 

Early childhood education and care (ECEC). services 

and programmes that support children’s survival, 

growth, development and learning – including health, 

nutrition and hygiene, and cognitive, social, emotional 

and physical development – from birth to entry into 

primary school. 

Early Childhood Development Index (ECDI). Index of 

fulflment of developmental potential that assesses 

children aged 36 to 59 months in four domains: 

literacy-numeracy, and physical, social-emotional, and 

cognitive development. The information is collected 

through the UNICEF Multiple Indicator Cluster 

surveys. a child is ‘on track’ overall if they are ‘on track’ 

in at least three of the four domains. 

Education levels according to the International Standard 

Classifcation of Education (ISCED), which is the 

classifcation system designed to serve as an 

instrument for assembling, compiling and presenting 

comparable indicators and statistics of education 

both within countries and internationally. The system, 

introduced in 1976, was revised in 1997 and 2011. 

■  Pre-primary education (ISCED level 0).  

Programmes at the initial stage of organized  

instruction, primarily designed to introduce  

very young children, aged at least 3 years, to a  

school-type environment and provide a bridge  

between home and school. Variously referred to  

as infant education, nursery education, pre-school  

education, kindergarten or early childhood  

education, such programmes are the more formal  

component of ECEC. Upon completion of  these  

programmes, children continue their education at  

IsCED 1 (primary education). 

■  Primary education (ISCED level 1). Programmes  

generally designed to give pupils a sound basic  

education in reading, writing and mathematics,  

and an elementary understanding of subjects  

such as his tory, geography, natural sciences,  

social scienc es, art and music. 
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■  Secondary education (ISCED levels 2 and 3).  

Programmes made up of  two stages: lower and  

upper secondary. lower secondary education  

(IsCED 2) is generally designed to continue  

the basic programmes of  the primary level but  

the teaching is typically more subject-focused,  

requiring more specialized teachers for each  

subject area. The end of  this level often coincides  

with the end of compulsory education. In upper  

secondary education (IsCED 3), the fnal stage of  

secondary education in most countries, instruction  

is often organized even more along subject lines  

and teachers typically need a higher or more  

subject-specifc qualifcation than at IsCED level 2. 

■  Post-secondary non-tertiary education (ISCED  

level 4). It provides learning experiences building on  

secondary education, preparing for labour market  

entry as well as tertiary education. 

■  Tertiary education (ISCED levels 5–8). It builds on  

secondary education, providing learning activities  

in specialized felds of education. It aims at learning  

at a high level of complexity and specialization.  

It comprises: 

■  level 5: short-cycle tertiary education,  

often designed to provide participants with  

professional knowledge, skills and competences.  

It is practically based, occupationally  

specifc and prepares students to enter  the  

labour market. 

■  level 6: Bachelor’s, often designed to provide  

participants with intermediate academic and/or  

professional knowledge, skills and competences,  

leading to a frst degree or equivalent  

qualifcation. 

■  level 7: Master’s or equivalent level, often  

designed to provide participants with advanced  

academic and/or professional knowledge,  

skills and c ompetences, leading to a second  

degree or equivalent qualifcation. 

■  level 8: Doctoral or equivalent level,  

designed primarily  to lead to an advanced  

research qualifcation. 

Education for Sustainable Development (ESD). 

a type of education that aims to enable learners to 

constructively and creatively address present and 

future global challenges and create more sustainable 

and resilient societies. 

Global Citizenship Education (GCED). a type of education 

that aims to empower learners to assume active roles 

to face and resolve global challenges and to become 

proactive contributors to a more peaceful, tolerant, 

inclusive and secure world. 

Gross domestic product (GDP). The value of all fnal 

goods and services produced in a country in one year. 

Gross enrolment ratio (GER). Total enrolment in a specifc 

level of education, regardless of age, expressed as a 

percentage of the population in the ofcial age group 

corresponding to this level of education. The GEr can 

exceed 100% because of early or late entry and/or 

grade repetition. 

Gross intake rate (GIR). Total number of new entrants to 

a given grade of primary education, regardless of age, 

expressed as a percentage of the population at the 

ofcial school entrance age for that grade. 

Gross national income (GNI). The value of all fnal goods 

and services produced in a country in one year 

(gross domestic product) plus income that residents 

have received from abroad, minus income claimed by 

non-residents. 

Information and communications technology (ICT) skills. 

Individuals are considered to have such skills if they 

have undertaken certain computer-related activities 

in the last three months: copying or moving a fle 

or folder; using copy and paste tools to duplicate or 

move information within a document; sending emails 

with attached fles (e.g. document, picture, video); 

using basic arithmetic formulas in a spreadsheet; 

connecting and installing new devices (e.g. a modem, 

camera, printer); fnding, downloading, installing and 

confguring software; creating electronic presentations 

with presentation software (including text, images, 

sound, video or charts); transferring fles between a 

computer and other devices; and writing a computer 

program using a specialized programming language. 

Literacy. according to UNEsCo’s 1958 defnition, the term 

refers to the ability of an individual to read and write 

with understanding a simple short statement related 

to his/her everyday life. The concept of literacy has 

since evolved to embrace several skill domains, each 

conceived on a scale of diferent mastery levels and 

serving diferent purposes. 



 

 

 

 

 

 

 

  

 

 

 

 

 

  

 

 

 

 

  

 

  

  

  

 

  

 

  

 

 

 

 

 

 

 

Net attendance rate (NAR). Number of pupils in the 

ofcial age group for a given level of education who 

attend school at that level, expressed as a percentage 

of the population in that age group. 

Net enrolment rate (NER). Enrolment of the ofcial age 

group for a given level of education, expressed as a 

percentage of the population in that age group. 

New entrants. Pupils entering a given level of education 

for the frst time; the diference between enrolment 

and repeaters in the frst grade of the level. 

Never been to school rate. Percentage of children aged 

three to fve years older than the ofcial entrance age 

into primary education who have never been to school. 

For example, in a country where the ofcial entrance 

age is 6 years, the indicator is calculated over the age 

group 9 to 11 years. 

Out-of-school adolescents and youth. Those of lower or 

upper secondary school age who are not enrolled in 

primary, secondary, post-secondary non-tertiary or 

tertiary education. 

Out-of-school children. Children in the ofcial primary 

school age range who are not enrolled in either 

primary or secondary school. 

Over-age for grade rate. The percentage of pupils in each 

level of education (primary, lower secondary and upper 

secondary) who are two years or more above the 

intended age for their grade. 

Parity index. It is a measure of inequality defned as 

the ratio of the values of an education indicator of 

two population groups. Typically, the numerator 

is the value of the disadvantaged group and the 

denominator is the value of the advantaged group. 

an index value between 0.97 and 1.03 indicates parity. 

a value below 0.97 indicates disparity in favour of the 

advantaged group. a GPI above 1.03 indicates disparity 

in favour of the disadvantaged group. an adjusted 

parity index is symmetrical around 1 and limited to a 

range between 0 and 2. Groups can be defned by: 

■ Gender. ratio of female to male values of a 

given indicator. 

■ location. ratio of rural to urban values of a 

given indicator. 

■  Wealth/income. ratio of the poorest 20% to the 

richest 20% of a given indicator. 

Private institutions. Institutions that are not operated 

by public authorities but are controlled and managed, 

whether for proft or not, by private bodies such as 

non-government organizations, religious bodies, 

special interest groups, foundations or business 

enterprises. 

Public expenditure on education. Total current and 

capital expenditure on education by local, regional 

and national governments, including municipalities. 

Household contributions are excluded. The term 

covers public expenditure for both public and private 

institutions. 

Pupil/teacher ratio (PTR). average number of pupils per 

teacher at a specifc level of education. 

Pupil/qualifed teacher ratio. average number of pupils 

per qualifed teacher at a specifc level of education. 

Pupil/trained teacher ratio (PTTR). average number 

of pupils per trained teacher at a specifc level 

of education. 

Purchasing power parity (PPP). an exchange rate 

adjustment that accounts for price diferences 

between countries, allowing international comparisons 

of real output and income. 

Qualifed teacher. Teacher who has the minimum 

academic qualifcation necessary to teach at a specifc 

level of education in a given country. 

School age population. Population of the age group 

ofcially corresponding to a given level of education, 

whether enrolled in school or not. 

Skills. Non-innate capabilities that can be learned and 

transmitted, and have economic or social benefts to 

both individuals and their societies. 

Stunting rate. Proportion of children in a given age group 

whose height for their age is between two and three 

standard deviations below the reference median 

established by the National Center for Health statistics 

and the World Health organization. 
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Teacher attrition rate. Number of teachers at a given level 

of education leaving the profession in a given school 

year, expressed as a percentage of teachers at that 

level and in that school year. 

Technical and vocational education and training (TVET). 

Programmes designed mainly to prepare students for 

direct entry into a particular occupation or trade (or 

class of occupations or trades). 

Total net enrolment rate. Number of pupils of the 

ofcial school age group for a given level of education 

who are enrolled in any level of education (primary, 

secondary, post-secondary or tertiary education), 

expressed as a percentage of the corresponding school 

age population. 

Trained teacher. Teacher who has fulflled at least the 

minimum organized teacher-training requirements 

(pre-service or in-service) to teach a specifc level of 

education according to the relevant national policy 

or law. 

Transition rate to secondary education. Number of new 

entrants to the frst grade of secondary education 

in a given year, expressed as a percentage of the 

number of pupils who were enrolled in the fnal 

grade of primary education in the previous year and 

who do not repeat that grade the following year. 

The indicator measures transition to secondary 

general education only. 

Youth literacy rate. Number of literate persons aged 15 to 

24, expressed as a percentage of the total population 

in that age group. 

MIGRATION AND DISPLACEMENT  TERMS 

Accreditation. Process by which an ofcially approved 

body, on the basis of assessment of learning 

outcomes and/or competences according to specifed 

purposes and methods, awards qualifcations 

(certificates, diplomas or titles), or grants equivalences, 

credit units or exemptions, or issues documents such 

as portfolios of competences. 

Assimilation. adaptation of one ethnic or social 

group – usually a minority – to the culture of 

another. assimilation involves the subsuming of 

language, traditions, values, mores, behaviour or even 

fundamental vital interests. 

Asylum-seeker. a person who seeks safety from 

persecution or serious harm in a country other than 

his or her own and awaits a decision on the application 

for refugee status under relevant international and 

national instruments. 

Brain drain. Emigration of (highly) skilled individuals from 

the country of origin. 

Brain gain. Immigration of (highly) skilled individuals to a 

destination country. also called reverse brain drain. 

Certifcation. The formal acknowledgement of successful 

achievement of a defned set of outcomes. 

Citizenship. The status of being a citizen of the country in 

which one was born or naturalized, to which one owes 

allegiance and by which one is entitled to be protected, 

assuming one has not renounced or lost this status. 

Deportation. The action by a state, in the exercise of 

its sovereignty, of removing a non-national from its 

territory after refusal of admission or termination of 

permission to remain. 

Detention. restriction on freedom of movement, usually 

through enforced confnement, by government 

authorities. 

Discrimination. a failure to treat persons equally when 

no reasonable distinction can be found between those 

favoured and those not favoured. 



  

 

 

 

 

  

 

  

 

  

  

 

 

 

 

 

 

  

 

 

  

 

 

 

  

  

 

Displacement. Forced removal/fight of a person from 

his/her home or country, often as a result of armed 

confict or natural disaster. 

Emigration. The act of leaving one country with a view to 

settling in another. 

First-generation immigrant. a foreign-born person who 

has relocated in a new country. 

Foreign-born. someone born abroad, including 

naturalized citizens and children born abroad to 

nationals. 

High-skilled migration. Migration of people having a 

university degree or extensive/equivalent experience in 

a given feld. 

Immigration. a process by which non-nationals move to a 

country for the purpose of settlement. 

Immigration status. status a migrant is accorded under 

the immigration law of the host country. 

Infux. a continuous arrival of large numbers of 

non-nationals in a country. 

Interculturalism. Existence and equitable interaction 

of diverse cultures and possibility of generating 

shared cultural expressions through dialogue and 

mutual respect. 

Internal migration. Movement of people to a new area 

within a country to establish residence. 

Internally displaced people. People forced/obliged to fee 

or leave their homes or places of habitual residence, 

in particular as a result, or in order to avoid the efects, 

of armed confict, generalized violence, human rights 

violations or natural or human-made disasters, 

who have not crossed an internationally recognized 

national border. 

International migrant. a person who changes his/her 

country of usual residence. short-term migrants are 

those who have done so for at least 3 but fewer than 

12 months; long-term migrants are those who have 

done so for at least one year. (Not all countries use 

this definition in practice.) 

International migration. Movement of people across one 

or more national borders to settle in another country. 

Irregular migration. Migration outside the regulatory 

norms of the sending, transit and receiving countries. 

Migrant. at the international level, no universally 

accepted defnition exists. The term is usually 

understood to cover all cases where a person has 

taken freely a decision to migrate without an external 

compelling factor; it therefore applies to persons, 

and family members, moving to another country or 

region to better their material or social conditions 

and improve their or their family’s prospects. 

The United Nations defnes migrant as an individual 

who has resided abroad for more than one year 

irrespective of the causes and the means of migration. 

Migration. The movement of a person or group of 

persons across a national border or within a country. 

Mixed heritage. Used to describe a native-born person 

with one foreign-born and one native-born parent. 

Multiculturalism. Culturally diverse nature of human 

society referring not only to elements of ethnic or 

national culture, but also linguistic, religious and 

socio-economic diversity. 

National. Person who is a citizen of a given country. 

Nationality. legal bond between an individual 

and a nation, acquired by birth, adoption, 

marriage or descent. 

Native. Belonging to a particular place or country 

by birth. 

Nomads. People who travel from place to place to fnd 

fresh pasture for their animals or other means of 

livelihood and have no permanent home. 

Pastoralists. People whose primary occupation is the 

raising of livestock. 

People with a migrant background. People who are either 

immigrants or foreign born or have at least one parent 

who is an immigrant or a foreigner. 
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Reception centre. a facility lodging asylum-seekers or 

migrants in an irregular situation, upon arrival in a 

receiving country, while their status is determined. 

Recognition. ofcial acknowledgement of skills and 

competences by awarding qualifcations (certificate, 

diploma, title); granting equivalence, credit units 

or waivers; or validating gained skills and/or 

competences. 

Recognition of prior learning. Identifying, documenting, 

assessing and certifying (mainly) non-formal and 

informal learning outcomes according to standards 

used in formal education and training. 

Refugee. one who, owing to a well-founded fear of 

persecution for reasons of race, religion, nationality, 

political opinion or membership of a particular group, 

is outside the country of one’s nationality and cannot 

or, owing to such fear, will not seek the protection of 

that country. 

Remittances. Money earned or acquired by migrants 

transferred back to their country or community 

of origin. 

Return. The act or process of going back to a country or 

place of departure. 

Returning foreign-born student. Foreign-born student 

with at least one native-born parent 

Seasonal worker. a migrant whose work is dependent 

on seasonal conditions and performed only part of 

the year. 

Second-generation immigrant. Person whose parents are 

immigrants. 

Stateless person. Person who is not considered a national 

by any country under its laws. 

Unaccompanied minor. Person under the age of legal 

responsibility without a parent, guardian or other adult 

responsible for them. 

Undocumented migrant. see Irregular migration. 

Validation. Process involving structured assessment, 

evaluation, documentation and recognition of a 

person’s knowledge and competences, independently 

of how it is acquired. 



 

 

 

  

 

  

 

 

 

 

 

 

 

 

  

 

 

 

Abbreviations 

AIDs Acquired immunodefciency syndrome 

AseAn Association of southeast Asian nations 

Aser Annual status of education report (India) 

CCt Conditional cash transfer 

CrrF Comprehensive refugee response Framework 

Crs Creditor reporting system (oeCD) 

Cso Civil society organization 

CtrP Commonwealth teacher recruitment Protocol 

DAC Development Assistance Committee (oeCD) 

DACA Deferred Action for Childhood Arrivals (Us) 

DHs Demographic and Health survey 

DigComp Digital Competence Framework for Citizens 

DPo Disabled people’s organization 

DIoC Database on Immigrants in oeCD and non-oeCD Countries 

eCDI early Childhood Development Index 

eCeC early childhood education and care 

eCW education Cannot Wait 

eFA education for All 

eHeA european Higher education Area 

eI education International 

eMIs education management information system 

eU european Union 

eurostat statistical ofce of the european Union 

FAo Food and Agriculture organization of the United nations 

Fts Financial tracking service (oCHA) 

GAML Global Alliance to Monitor Learning 

GCC Gulf Cooperation Council 

GCPeA Global Coalition to Protect education from Attack 

GDP Gross domestic product 

GeM report Global Education Monitoring Report 

Ger Gross enrolment ratio 

GnI Gross national income 
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GPe Global Partnership for education 

GPI Gender parity index 

HIv Human immunodefciency virus 

HLPF High-level Political Forum on sustainable Development 

HrP Humanitarian response plan 

HsK Heimatliche sprache und Kulture (‘home language and culture’, Zurich) 

IAeG-sDGs Inter-agency and expert Group on sDG Indicators 

IALs International Adult Literacy survey 

Ibe International bureau of education (UnesCo) 

IbrD International bank for reconstruction and Development (World bank) 

ICCs International Civics and Citizen survey 

ICt Information and communications technology 

IDA International Development Association (World bank) 

IDMC Internal Displacement Monitoring Centre (norwegian refugee Council) 

IDP Internally displaced person 

IeA International Association for the evaluation of educational Achievement 

IFAD International Fund for Agricultural Development 

IFFed International Finance Facility for education (proposed) 

IIeP International Institute for educational Planning (UnesCo) 

ILo International Labour ofce/organization 

IMF International Monetary Fund 

IoM International organization for Migration 

IrC International rescue Committee 

IsCeD International standard Classifcation of education 

ItU International telecommunication Union 

JMP Joint Monitoring Programme (WHo/UnICeF) 

JrC Joint research Centre (eU) 

LAMP Literacy Assessment and Monitoring Programme (UIs) 

LMHe2020 Learning Mobility in Higher education 2020 

MDG Millennium Development Goal 

MICs Multiple Indicator Cluster survey 

MooC Massive open online course 

ner net enrolment rate 

nGo non-government organization 

oCHA ofce for the Coordination of Humanitarian Afairs (Un) 

oDA ofcial development assistance 

oeCD organisation for economic Co-operation and Development 

oHCHr ofce of the United nations High Commissioner for Human rights 

PIAAC Programme for the International Assessment of Adult Competencies (oeCD) 



 

 

 

 

 

 

 

 

  

 

 

 

 

 

PIrLs Progress in International reading Literacy study 

PIsA Programme for International student Assessment (oeCD) 

PPP Purchasing power parity 

rACHeL remote Area Community Hotspot for  education and Learning 

r&D research and development 

rrP refugee response plan 

sAber  systems Approach for  better  education results (World bank) 

sAr scholars at risk 

sDG sustainable Development Goal 

sHAre support to Higher  education in the AseAn r egion (eU) 

srP student refugee Program (Canada) 

steP skills toward employment and Productivity (World bank) 

tALIs teaching and Learning International survey (oeCD) 

tCG technical Cooperation Group 

teC temporary education centre (turkey) 

teP transitional education plan 

tIMss trends in International Mathematics and science study 

tvet technical and vocational education and training 

UIL UnesCo Institute for Lifelong Learning 

UIs UnesCo Institute for statistics 

UK United Kingdom 

Un United nations 

UnAIDs Joint United nations Programme on HIv/AIDs 

UnDP United nations Development Programme 

UnesCo United nations educational, scientifc and Cultural organization 

UnGeI United nations Girls’ education Initiative 

UnHCr United nations High Commissioner for refugees 

UnICeF United nations Children’s Fund 

UnoDC United nations ofce on Drugs and Crime 

UnPD United nations Population Division 

UnrWA United nations relief and Works Agency for Palestine refugees in the near  east 

UnsC United nations statistical Commission 

Uoe  UIs/oeCD/eurostat 

Us  United states 

WAsH Water, sanitation and hygiene 

WeF World education Forum 

WFP  World Food Programme (United nations) 

WHo  World Health organization (United nations) 

WUsC World University service of Canada 
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Migration, displacement 
and education: 
B U I L D I N G  B R I D G E S ,  N O T   W A L L S  

The 2019 Global Education Monitoring Report examines the education 

impact of migration and displacement across all population movements: 

within and across borders, voluntary and forced, for employment and 

education. It also reviews progress on education in the 2030 Agenda for 

Sustainable Development. 

In view of increasing diversity, the report analyses how education can build 

inclusive societies and help people move beyond tolerance and learn to live 

together. Education provided equally builds bridges; unequal provision raises 

walls between migrants and refugees and their host communities. 

Two new global compacts on migrants and refugees recognize education’s 

role and set objectives aligned with the global commitment to leave no one 

behind. This report is a vital toolkit for these compacts. It covers policy issues 

that address seasonal migrants, rural school consolidation, intercultural 

curricula, refugee inclusion in national education systems and elimination 

of segregation, qualifcations recognition, targeting of school funding, 

more efective humanitarian education aid and teacher preparedness for 

diverse classrooms in emergency, protracted and “new normal” contexts. 

The report calls on countries to see education as a tool to manage migration 

and displacement and an opportunity for those needing one. 

Education is a human right and a transformational force for poverty eradication, 

sustainability and peace. People on the move, whether for work or education, 

and whether voluntarily or forced, do not leave their right to education behind. 

The 2019 Global Education Monitoring Report underscores the huge potential 

and opportunities of ensuring that migrants and displaced persons have access 

to quality education. 

António�Guterres,�United�Nations�Secretary-General�

This report brings together the 

existing evidence on migration 

and education to paint a picture 

of incredible opportunity, as well 

as points to where and why 

educational disadvantage can 

occur. And this at a time in which 

the international community is 

striving to meet the SDGs and 

maximize the significant benefits 

of migration globally. 

William�Lacy�Swing,�International��
Organization�for�Migration��
Director�General�(1�October�2008�
to� 30�September�2018)�

This report provides a compelling 

rationale for the emphasis on 

education in the Global Compact 

on Refugees and the imperative 

of including refugees in national 

education systems and Education 

Sector Plans. 

Filippo�Grandi,�United�Nations�
High�Commissioner�for�Refugees�
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