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1. Introduction

Overview

This literature review informs the Independent Commission for Aid Impact’s (ICAI) assessment of the results of UK
aid to education, particularly for girls. The research questions and methodology for this literature review were
developed as part of the methodology for ICAI’s review (see ‘Assessing UK aid’s results in education: approach
paper’). The literature review should be read in conjunction with the main review, available on the ICAl website.

The literature review focuses on a list of specific topics relating to education in developing countries —
marginalised girls, children with disabilities and children affected by crisis and/or conflict — to inform the main
review. The literature review does not assess the results of UK aid to education, which the main review does.

The literature review is organised into six sections, including this introduction. The second section gives a
summary of the findings. The third section compares the UK with other donors to education. The fourth section
examines the common education system needs in developing countries as well as the needs of marginalised
groups around access to and achievement in education. The fifth section considers the evidence on ‘what works’
in aid to support decent education' in developing countries. It also considers lessons around ‘ways of working’ to
support decent education and the critiques of the different modalities the UK uses for its aid to education.
Furthermore, it examines what evidence has been collated/used by the Foreign, Commonwealth and
Development Office (FCDO) on ‘what works” in aid to education and how much this is in line with views in the
wider academic community. The final section examines the impacts of COVID-19 on education in developing
countries.

This literature review is not intended to be comprehensive. It focuses on a series of topics relevant to the overall
questions that guide the main ICAI review. It aims to provide an overview of available peer-reviewed and grey
literature on these topics without being a comprehensive review. Tertiary education and technical and vocational
education and training are out of scope.

2. Summary findings

How does the UK compare with other donors to education?

The UK is a major donor to education. The UK allocates more of its aid to basic education and to low-income
countries than other donors as a whole. It has been a major donor to education via multilateral organisations and
funds, particularly through the Global Partnership for Education (GPE) and the World Bank’s International
Development Association (IDA). The UK has had a particular focus on girls” education.

What are the common education system needs in developing countries?

Investment in education in developing countries is inadequate to support progress towards the Sustainable
Development Goals (from all sources, most importantly domestic financing). However, while more money is
needed, money will not be enough unless education systems are reformed. Teaching quality and learning are
constrained by inefficient implementation. Systems and employers often do not (or cannot) invest in teachers’
initial training and continuous professional development required to provide quality education and help children
learn effectively. Many teachers in developing countries lack motivation, related to poor working conditions.
Pedagogy techniques commonly remain ineffective and unable to respond to varying learning needs in a
classroom. Inadequate education policies are often a result of poorly informed decisions related to inadequate
data.

' Theterm ‘decent education” has been used by DFID/FCDO. DFID/FCDQ’s definition of ‘decent education” included children reached through
DFID/FCDO programmes where it was confident that: i) quality education was being provided; ii) education quality was being improved; or iii) there
was no alternative education provision (for example, emergency settings).




What are the needs of marginalised groups in developing countries around access to and
achievement in education?

The Department for International Development (DFID) and FCDO have targeted three marginalised groups in
their aid to education: marginalised girls, children with disabilities and children affected by crisis and/or conflict.

For marginalised girls, who experience disadvantages that intersect with gender, cost constraints can be an
important barrier to accessing education. These girls and their families continue to lack the means to afford safe
transport for long commutes, school fees or education materials. Hostile or unsupportive views from the
community can also be an important barrier to school enrolment for marginalised girls. Moreover, marginalised
girls often feel unsafe due to school-related gender-based violence, including physical and psychological
violence on their way to/from school and on the school premises. Girls also need proper menstrual hygiene
management facilities in schools to take full advantage of their learning opportunities. They also need school
curricula that address gender stereotypes and power inequalities.

Accessibility problems are an important barrier for children with disabilities, both within and outside school
infrastructure (for instance in their neighbourhoods and means of transport). Socio-cultural attitudes towards
children with disabilities can also be an important barrier to them accessing or succeeding in education. Children
with disabilities in developing countries often go to schools that lack an adapted curriculum and pedagogy. The
lack of robust data regarding the number of children with disabilities and their needs hinders action to meet these
needs.

Destruction of infrastructure and resources is often an important barrier in accessing education for children
affected by crisis and/or conflict. Even when school infrastructure has not been destroyed, going to school in
these contexts can be dangerous. Crises often lead to economic hardship and poverty is another major barrier to
education for children affected. In addition, some displaced families may lack documentation needed for their
children to access schools or education programmes or may not have the language skills to participate in schools
in new areas. Crisis and conflict may lead to families not wishing to invest in education if the perceived returns to
education decrease. Some children are recruited by the government in armies or by rebel factions. Crises affect
children’s health both physically and mentally, which can in turn affect their ability to access and succeed in
education.

What is the evidence on ‘what works’ in interventions for supporting decent education in
developing countries?

There are many areas where consensus is lacking around ‘what works’ in interventions for supporting
decent education in developing countries, in terms of both attendance and learning.

Although findings vary across contexts, the literature generally recognises that stand-alone material inputs are
unlikely to significantly improve learning in developing countries. Some improvements can be observed in school
enrolments and progression as a result of school infrastructural developments. More research is needed to
understand ‘what works’ in improving teaching practices. Studies on financial incentives and other support
directed towards teachers and conditional upon student performance have generated mixed results. Effective
school-based management (SBM) interventions can have positive effects on student participation and learning,
but can be less effective in highly disadvantaged areas.

There is a broad consensus in the literature that cash transfers to households, conditional on participation in
education, increase attendance but offer limited to no improvements in learning outcomes. Merit-based
scholarships can be effective in improving learning outcomes but can also increase inequalities. Providing
information to students and households on the expected returns to education in the labour market can
sometimes improve attendance and learning, but more research is needed to confirm this.

There is a growing body of literature focused on how to improve access to education and learning for girls
in particular. Some of this mirrors the more general research. It also suggests that reducing distances to schools
matters for girls” attendance, as does providing adequate sanitation and hygiene facilities and preventing school-
related gender-based violence. The evidence suggests that introducing gender-responsive pedagogy can
contribute to improving attendance and learning for girls.




There is a lack of evidence on ‘what works’ to support education for children with disabilities in developing
countries, hindered by the broad range of types of disability. There is a need for research in low-income
countries, as most studies come from richer countries. There is insufficient evidence on ‘what works’ in
promoting system-wide and school-level changes, rather than on improving the skills of individual children, or on
which approaches are most cost-effective.

The available literature on ‘what works’ in education for children affected by crisis and/or conflict is
relatively limited and is hindered by the diversity of contexts. For example, in some settings, community-
based schools can lower children’s exposure to insecurity and increase enrolment and learning. In some settings,
children are integrated into formal education systems where they have sought sanctuary, but there is insufficient
evidence around ‘what works’ in these circumstances. There are examples of successful interventions to support
the mental health of children affected by crisis and/or conflict.

Are there any lessons around ‘ways of working’ to support decent education in developing
countries?

Different ways of working are appropriate for aid to education in different contexts, such as the stage of
development within the country.

There are growing calls to adopt ‘systems thinking’ to improve children’s learning. Systems thinking requires
attention from practitioners and researchers to whether programme designs are coherent with the education
systems in which they are embedded, and whether systems are coherent with learning outcomes.

What are the critiques of the different modalities the UK uses for its aid to education?

The literature is inconclusive on whether either bilateral or multilateral aid is more effective overall. It notes
areas of strengths and weaknesses for bilateral and multilateral aid, which can differ according to whose
perspective is taken.

What evidence has been collated/used by FCDO on ‘what works’ in aid to education and how
much is this in line with views in a wider education academic community?

DFID/FCDO has invested heavily in evidence as a public good and to support the designs of their
programmes. Some of the conclusions that DFID/FCDO has drawn are not relevant for all contexts or groups.
Moreover, some of the evidence that DFID/FCDO has generated has not yet been synthesised to make it readily
usable by policymakers.

What has been the impact of COVID-19 on education in developing countries?

There is growing evidence showing widespread negative impacts of COVID-19 on educational reach and
quality. COVID-19 has exacerbated existing educational inequalities.

3. Comparison of the UK with other donors to education

The UK is a major donor to education. Official development assistance (ODA) for education stood at an all-time
high of $14.6 billion in 2019 (Donor Tracker, 2022). However, education has lost ground as a donor priority
(UNESCO, 2022a). In 2019, the share of total development assistance going to education was 7.4%. In 2019, the
top donors were Germany, France, the US, the UK, and Japan (Donor Tracker, 2022). These figures include
scholarships and other costs of students from ODA-recipient countries studying in donor countries, which are
high in Germany and France. When excluding these costs, Germany still remains the largest donor, followed by
the US, the UK, Japan and France (Donor Tracker, 2022).

The UK spends a higher proportion of its aid to education on basic education than donors as a whole. Donor
investments focus on post-secondary education, rather than basic education. On average, 42% of donor
countries” education ODA was allocated to this sector in 2015, driven in large part by spending on scholarships
and other costs for students from developing countries studying in donor countries. In contrast, Organisation for
Economic Co-operation and Development (OECD) donor countries allocated only 26% of their bilateral
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education ODA in 2015 to basic education (GPE, 2017). The bulk of the United States’ education aid (84%) is
allocated to basic education, while the UK allocated just half of its education aid to basic education (UNESCO,
2022b). The UK was the third-largest donor to basic education in 2015, after the US and the World Bank (UNESCO,
2017).

The UK spends a higher proportion of its aid to education on low-income countries than donors as a whole.
Low-income countries receive a relatively low proportion of aid to education. Low-income countries received
only 31% of aid to education in 2018 (UNESCO, 2022a). Overall, in 2018, funding from the US and the World Bank,
and to a lesser extent the UK, dominated aid flows to basic education in sub-Saharan Africa, while flows from
other bilateral donors were low (UNESCO, 2022b). The countries in which DFID/FCDO spent the most on basic
education during this period through its country offices included Pakistan, Nigeria, Tanzania, Syria, Ethiopia and
Bangladesh.?

The UK has been a major donor to education via multilateral organisations and funds. UK aid to education via
core contributions to multilaterals was an estimated £1.3 billion between 2015 and 2019 (FCDO, 2021a). The UK has
been the largest donor to GPE since it began in 2004. It planned to spend £434 million through GPE over two
phases starting in 2015 (£210 million between 2015 and 2018 and £224 million between 2018 and 2021). The UK has
been the biggest contributor to Education Cannot Wait (ECW). It plans to spend £120 million through ECW over
two phases starting in 2015 (£30 million between 2016 and 2017 and £90 million between 2019 and 2023).2 IDA is
the part of the World Bank that helps the world’s poorest countries. It aims to reduce poverty by providing zero-
to low-interest loans and grants for programmes that boost economic growth, reduce inequalities and improve
people’s living conditions. The UK has been the largest donor to IDA over the review period. It periodically
provides core contributions to IDA - for 2017 to 2020, this was a grant equivalent value of £2.9 billion. Over the
review period, about 8% of IDA aid was for education (Akmal et al., 2021).

The UK has had a particular focus on girls” education (DFID, 2013a; The Conservative Party, 2015; DFID, 2018;
FCDO, 2021b). Much of DFID/FCDQ’s education programming has had specific objectives for girls” education, and
some has targeted groups of girls who are marginalised in education because of the way that gender can interact
with other forms of disadvantage, such as poverty or disability. Most notably, DFID/FCDO has spent £565 million
through the centrally managed Girls’ Education Challenge over the review period, which aims to support
marginalised girls to gain an education.*

4.Education needs in developing countries

Education system needs

According to Article 26 of the Universal Declaration of Human Rights, “everyone has the right to education”
(United Nations, 1948, p. 7), to which FCDO (2021c) adds “[education] is essential for gender equality, lasting
poverty reduction, and building prosperous, resilient economies and peaceful, stable societies”. However, many
children remain outside of school. Of the 787 million children of primary school age in the world, 58.4 million
continue to be outside of school — more than 50% of which are in low-income countries in sub-Saharan Africa and
South Asia (UNESCO, 2019). Although school enrolment is often used to assess education outcomes, a growing
body of research has focused on exploring whether those in school are receiving quality education. Results from
the ‘Lost Potential Tracker’ created by the Global Partnership for Education (GPE) show that this is not
consistently the case: since the Sustainable Development Goals (SDGs) were established in 2015, over 400 million
children remain without basic literacy skills, despite going to school (Khattri and Bourne, 2021). This section
presents common education system needs in developing countries according to the literature.

Investment in education is inadequate to support progress towards SDGs. Disparities in spending on
education per child or young person between rich and poor countries are large and have continued to widen
(World Bank and UNESCO, 2021). In 2018-19, public education spending in high-income countries was 4.7% of

2 Based on analysis of data provided to ICAI by FCDO.
See the FCDO’s Development Tracker website pages for its support to Education Cannot Wait, link and link.
4 See the FCDO'’s Development Tracker website pages for the Girls’ Education Challenge, link and link.
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https://devtracker.fcdo.gov.uk/projects/GB-1-202372/summary
https://devtracker.fcdo.gov.uk/projects/GB-COH-03580586-GEC-GECT/summary

GDP, compared to 3.5% in low-income countries (World Bank and UNESCO, 2021; Lewin, 2020a). According to the
Global Education Monitoring Report in 2015, education spending in low- and lower-middle-income countries
would need to increase from 3.5% to 6.3% of GDP before 2030 to ensure that pre-primary, primary and secondary
education are delivered universally (World Bank and UNESCO, 2021). As expressed by the Education Finance
Watch, this is unlikely to be adequately tackled as current levels of government spending in education in low- and
lower-middle-income countries continue to fall short of the levels required to achieve the improved quality of
and access to education envisaged by the SDGs (World Bank and UNESCO, 2021). Since the onset of the COVID-19
pandemic, two-thirds of low- and lower-middle-income countries have decreased their education budgets
(World Bank and UNESCO, 2021). Aid for education has increased by 21% over the last ten years, reaching its
highest recorded level of $ 15.9 billion in 2019 (World Bank and UNESCO, 2021). However, the amount of aid is
relatively small compared to what is spent on education by governments and households in developing countries.

Teaching quality and learning is constrained by system-level policies that often do not appropriately
support, manage or motivate teachers. Increases in spending per capita over the last ten years have not always
improved education outcomes. A recent study showed that average increases in per capita education spending
increased education outcomes by a relatively small amount (World Bank and UNESCO, 2021). System-level
policies often do not appropriately support, manage or motivate teachers, due to poorly backed public decisions
and clientelism (Huang et al., 2020). Clientelism in these contexts distorts education expenditure by prioritising
stakeholder interests over education goals: for instance, governments may provide employment to teachers and
build schools, but may not demand that these fulfil their responsibilities or invest in non-salary items necessary
for quality education, such as training, infrastructure maintenance or facilities. A rigorous review of the political
economy of education systems in developing countries (Kingdon et al., 2014) concludes that clientelism,
patronage and corruption are the three most intense political forces that push states to expand access to, rather
than improve quality of, education. The politics of patronage suggests that it is more convenient to expand
educational coverage, for example by building more schools or hiring more teachers, than to fix existing
inefficiencies within the system because the former involves spending on political actors whereas the latter may
involve reducing resources allocated to underperforming political stakeholders. Clientelism drives public teacher
employment expansion without demanding that these employees fulfil the responsibilities of their positions. The
literature shows that rent-seeking and exertion of political influence is also prevalent among teachers in a
patronage-based system where powerful politicians and bureaucrats oblige politically helpful teachers with
transfers of their choice, regardless of school need, which can negatively impact on the efficiency and equity of
teacher deployment.®

There is evidence that systems and employers often do not (or cannot) invest in teachers’ initial training and
continuous professional development required to provide quality education and help children learn
effectively. For example, according to a survey conducted by the World Bank (2021) in six countries in sub-
Saharan Africa, 84% of grade 4 teachers do not have the minimum required level of mastery of the curriculum
they teach, and only one in every ten teachers reqgularly checks for students’ understanding and provides
feedback, either due to lack of training on the need for this or demotivation. These outcomes are often fostered
by system-level policies that do not require the recruitment of teachers with adequate levels of education to
begin with, largely due to the challenge of finding sufficient teachers who have completed and achieved
adequate levels in school and low requirements of entry into teacher preparation programmes in developing
countries (World Bank, 2021; UIS, 2016; Shaw et al., 2017). This challenge becomes more daunting considering that
the UNESCO Institute for Statistics (UIS) anticipates almost 69 million new teachers will be needed to reach the
2030 education goals (UIS, 2016).6

5 Inanother example, Rosser et al. (2021) find that the origin of Indonesia’s ‘learning crisis’ is in the dominance of predatory political and bureaucratic
elites. As these groups are motivated by rent-seeking and nationalism, their strong influence on national education policies tends to harm the
greater public good: for instance, by encouraging the reduction of public funding for education, extracting from investments in the sector, or
fostering policies that train students to be loyal to the nation, state and religion, as opposed to promoting learning as assessed by international
standards.

¢ Goal 4 ‘Quality Education’ targets include ensuring that all girls and boys complete quality education, all learners acquire relevant knowledge and

technical skills, and the supply of qualified teachers increases (United Nations, 2020).




Many teachers in developing countries lack motivation. Analyses of the causes of the learning crisis in
developing countries often point to teachers. Many education systems fail to provide basic facilities for teachers
to perform and perform well, including professional preparation, teaching materials and appropriate living
conditions. Without decent professional working conditions, teachers are unlikely to be motivated and deliver
quality education (Evans and Yuan, 2018). As Burns and Guajardo (2016) note, poorly functioning educational
delivery systems, poor working conditions, a lack of resources, limited human capacity, weak accountability, low
salaries and poor management (including recruitment, selection, deployment, career advancement, motivation,
incentives and retention) drain the motivation of even the most committed teachers.”

Pedagogy techniques commonly remain ineffective and unable to respond to varying learning needs in a
classroom. In some developing countries, where class sizes can be large, resources scarce and training
misaligned, many teachers continue using a ‘lecturing” teaching style, where students are expected to follow,
copy or recite textbooks (Westbrook et al., 2013). In these cases, it becomes more challenging for teachers to
adapt instructions and address different needs and abilities of children in the classroom - a problem that is
particularly prevalent in developing countries, where initial preparation of children when they enter school is
highly varied (Damon et al., 2016). As a result, teachers often end up engaging with the few students who can
follow the class, ultimately neglecting the rest and reinforcing a system which is not inclusive (UNESCO, 2020a) —
a problem which is particularly alarming given the already low average of teaching hours per day due to high
teacher absence in some developing countries, particularly in sub-Saharan Africa (World Bank, 2021). A DFID-
funded review of studies on pedagogy techniques and curricula in developing countries further suggests that
effective practices — such as communication strategies that prioritise interaction — remain patchy. The reviewers
highlight a need “to improve teachers’ understanding and practices by a further shift towards students, their
backgrounds, experiences, and current and potential levels of learning, and a more critical understanding of how
the curriculum is aligned or not to students” (Westbrook et al., 2013, p. 64). The DFID-funded Young Lives
programme conducted large-scale school surveys across four countries (Ethiopia, India, Peru and Vietnam) and
identified situations where “curriculum pace” was not aligned with children’s learning progress, identifying a
“growing gulf between children’s difficulties mastering the most basic skills and the often quite rigid expectations
of school curricula and teaching” (Rossiter et al., 2018, p. 11).

Many commentators note that inadequate education policies are often a result of insufficient data for
education systems. Strengthening the statistical capacity of developing countries has been consistently
considered necessary to tackle existing data gaps in the education sector (Khattri and Bourne, 2021). Updated and
informed statistics are necessary to inform areas including equitable teacher allocation and to tackle corruption
in education expenditure (World Bank, 2021). Over time countries have made progress in their efforts, such as in
tracking data on student enrolment and teacher supply (Khattri and Bourne, 2021). However, most developing
countries continue to struggle to deliver: once data is collected, there is still a challenge in interpreting and
synthesising that data — particularly given the complexity of the education system issues at play. This makes it
difficult for developing countries to use increased data to make effective decisions on education (Tikly, 2020).

Needs of marginalised groups

This section reviews the literature on the particular needs of FCDO’s target marginalised groups,” aiming to
understand how education needs differ for these groups and identify the barriers these children face in accessing
and succeeding in education.

Needs of marginalised girls

In its five-year plan for global action on girls” education, FCDO (2021c) clarifies that: “challenges differ for different
groups of girls, but around the world, girls who are poor, disabled or live on the margins contend with the most”.
This section refers to these girls who experience disadvantages that intersect with gender.

Cost constraints are an important barrier to accessing education for marginalised girls, who continue to lack
the means to afford safe transport for long commutes, school fees or education materials. According to the

7 The Education For All Global Monitoring Report (UNESCO, 2010, p. 135) “Reaching the marginalised”, defined marginalisation in education as a form
of “acute and persistent disadvantage rooted in underlying social inequalities”.




Global Education Monitoring (GEM) Report, primary school attendance is consistently lower among the poorest
girls in rural areas in low- and middle-income countries, including Cameroon, Guinea, Pakistan and Yemen
(Antoninis et al., 2020, p. 8). Particularly after the COVID-19 pandemic, when families required greater support at
home due to losing jobs or access to vital health services, school-related costs have become a primary barrier to
enrolment, with school and examination fees making up the largest costs to be assumed (UNESCO, 2020b).
Additionally, when low household income intersects with certain cultural traditions, economic necessity often
leads to parents prioritising male education over that of females (Benavot et al., 2015). Studies demonstrate how,
when school fees are a sizeable burden to a family and marriage means a qirl’s learning potential is transferred to
the husband’s family, educating a daughter is not seen as cost-efficient. In some states in India, this is the case not
only because marginalised girls” work life will be ‘unproductive’ as it is mainly constrained to the household, but
also because a higher dowry for educated girls would make it more difficult to find suitable husbands (King and
Winthrop, 2015; Arun, 2017; Ray et al., 2020; Kaul, 2018).

Hostile or unsupportive views from the community continue to be an important barrier to school enrolment
for marginalised girls. Given that girls tend to spend more time on domestic work, they are often unable to
complete homework or attend school. Even when cost constraints are relieved through scholarships or proximity
to schools, girls are often pushed away from school activities (GPE, 2014). For instance, a household survey
conducted across 65 countries by GPE demonstrates how girls continue to undertake more extensive and
intensive household chores than boys, to a total of 20 hours a week, which severely impacts their school
attendance (GPE, 2014). Prolonged over time, these dynamics also run the risk of reducing professional
aspirations for girls in the long term (King and Winthrop, 2015).

Marginalised girls often feel unsafe due to school-related gender-based violence (SRGBV), including
physical and psychological violence on their way to/from school and on the school premises. Lack of school
provision close to students’ homes affects all girls in developing countries, who have to travel long distances to
school, cross dangerous areas and become subject to high risks of gender-based violence, including sexual
assault and rape. However, levels of vulnerability are even greater for marginalised girls (Griffiths et al., 2015).
Increased remoteness and lack of financial support to afford safe transport means that they may have fewer
options for safe transport or supervisory support, may be coerced into sex with older men on commutes to pay
for fees, and be further bullied for belonging to minority ethnic groups (Parkes et al., 2016; Pankhurst et al., 2016).
These circumstances are likely to worsen physical/mental health and school performance, and lead to qirls
dropping out of school (Herat and Deligiorgis, 2015). The psychological impact of SRGBV has been seen to
impede learning (Parkes et al., 2016).

There is strong evidence that girls need proper menstrual hygiene management (MHM) facilities in schools
to take full advantage of their learning opportunities. Inadequate water and sanitation, disposal facilities for
menstrual materials and soap to wash menstrual materials are common barriers that schoolgirls face to
experiencing safe, hygienic and dignified menstruation (Sommer et al., 2021). Inadequate MHM facilities not only
contribute to creating gender-discriminatory school environments that foster pervasive menstruation-related
stigma and anxiety/shame around menstrual accidents, but they also force girls to miss hours/days of school due
to their menstruation, making it more difficult for them to participate and engage in the classroom as equals and
maximise their potential (GPE, 2014; Alam et al., 2017; Chinyama et al., 2019). A UNICEF (2009) study in India,
Nepal, Bangladesh and Bhutan reported how “existing facilities were such that it embarrassed the girls, offering
them no privacy and dignity”, an issue which persists as girls get older, and which also affects the retention of
female teachers. In a study of 600 girls in Delhi, 65% of adolescent girls reported missing class tests due to poor
MHM at school and menstrual embarrassment (Vashisht et al., 2018). Schools in developing countries continue to
lack the gender-specific infrastructure required to create adequate physical environments and build social
support to mitigate the challenges faced by girls around managing menstruation in school settings (Parkes et al.,
2016).

Marginalised girls need school curricula that address gender stereotypes and power inequalities. Several
studies identify the need for school training programmes that specifically address and transform gendered power
imbalances to prevent violence and empower girls (Sperling and Winthrop, 2016). Marginalised girls need a
curriculum that not only fosters their critical thinking about how gender norms or power manifest, but also




provides instructions on how to handle harassment, acknowledging their power to improve their sexual and
reproductive health and thereby encouraging them to remain in school for longer (Haberland, 2015).

Needs of children with disabilities

Accessibility problems are an important barrier for children with disabilities, both within and outside school
(for instance in their neighbourhoods and means of transport). If the school infrastructure is not accessible for
children with physical disabilities — including, for example, lack of ramps, wide doors, moveable furniture, or wide
windows for children with impaired vision — they are not able to attend school, even though they may be enrolled
(GPE, 2018). Exclusion from the formal education system due to inaccessibility problems makes children with
disabilities even more vulnerable: not only are they missing out on education opportunities, but they are also
excluded from critical child survival initiatives, which are often implemented through education programmes in
schools (Trani et al., 2011). Accessibility problems often arise outside of the school: many children with disabilities
live in rural/remote areas and cannot go to school because public transport is not adapted to their needs.
Problems with education opportunities and outcomes for children with disabilities are further intensified when
they intersect with other inequalities associated with gender, ethnicity, poverty and location (Singal, Lynch and
Johansson, 2019).

Demand-side factors, including socio-cultural attitudes towards children with disabilities, are an important
barrier to them accessing or succeeding in education. Many cultures in developing countries marginalise
disabled children from society (GPE, 2018). Some studies claim that parents’ attitudes towards disability can be
one of the most defining factors of attendance: some parents may keep their child at home because of shame, an
internalised misconception of their ability to learn, or to protect them from abuse in schools (GPE, 2018).
Choruma (2007) states that it is not so much their impairments, but rather the common belief that they need to
be taken care of permanently that marginalises children with disabilities. However, stigma and attitudinal barriers
do not only appear in the family sphere: the attitudes of teachers and school authorities towards disability are also
important in determining children’s attendance. Indeed, GPE (2018) reported that children have been
discouraged from attending school due to discriminatory treatment from school staff, eventually leading to them
dropping out. Discrimination and physical abuse from other children in school can also strongly influence
enrolment: following a study in Uganda and Malawi, 84% of children with disabilities surveyed claimed to have
experienced some form of violence in the previous week (Kuper et al., 2016). According to the United Nations
Girls’ Education Initiative, this discrimination is often strongest against girls with disabilities, who face double
discrimination due to social norms and cultural bias around both gender and disability (Al-Ghaib et al., 2017).

Children with disabilities in developing countries often go to schools that lack an adapted curriculum and
pedagogy. Curriculum flexibility allows teachers to make the necessary modifications to ensure that content,
mode of delivery and measurement of achievement suit the needs of all students in the classroom (GPE, 2018). In
developing countries, education systems rarely modify curricula to meet the needs of disabled children, causing
many to lag behind or even drop out. In particular, few teachers are trained on inclusive teaching practices and
learning materials are not adapted to the learning needs of children with disabilities (Wodon et al., 2018; Wapling,
2016). In a summary of its research outputs, the DFID-funded Consortium for Research on Educational Access,
Transitions and Equity (CREATE) similarly notes that pedagogical approaches that suit disabled children are
crucial to effective teaching, but that mainstreaming of disability-specific pedagogies is often inconsistent
(CREATE, undated). Even when they are enrolled, children with disabilities are often excluded from learning as
they are not offered the individualised support and learning assistance they require (Papakosta, 2018). Despite the
widespread recognition that successful interventions commonly require a complementary focus on equipping
teachers with the tools necessary to provide tailored support and prevent discrimination, studies identify
insufficient teacher preparedness to deliver these outcomes (Singal 2016; Kuper et al., 2016).

There is a lack of robust data regarding the number of children with disabilities and their needs, hindering
action to meet these needs. Lack of data on children with disabilities at the community and school levels means
that it is difficult to inform evidence-based decision making and policy changes, monitor outcomes, or engage
families facing challenges with accessing education (GEM, 2017; Cappa and Castro, 2021). As measuring disability
is already complex, due to children developing at different speeds and with different variations in normal
development, several international organisations have supported countries to better and more systematically
measure/monitor the issue (UNICEF, 2013a). However, many developing countries lack the resources to
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implement these screening tools (Hayes et al., 2018). Croft (2013) asks whether a national survey of disability
prevalence is the best starting point to identify disability needs for children in developing countries and
concludes that the most pragmatic and ethical strategy is to focus on developing an understanding of existing
data, rather than focusing on collecting new data that might not be appropriately examined. Trani et al. (2019)
highlight the importance of addressing the entire range of disabilities equally.

Needs of children affected by crisis and/or conflict

Crises, conflicts and disasters create disruption in education settings through, for example, violence,
displacement and infrastructure damage (Burde et al., 2015; Ouili, 2017). Further research is needed to
disaggregate the different forms of crises affecting children (such as protracted conflict, natural disaster,
displacement) to better understand the context-dependent education needs of children and good practice
responses (Burde et al., 2019).

Destruction of infrastructure and resources is often an important barrier in accessing education for children
affected by crisis and/or conflict. Some of the most visible consequences of violent conflict are the destruction
of infrastructure and the disruption of public goods and services provision (Cervantes-Duarte and Fernandez-
Cano, 2016). In some cases, when infrastructure has been demolished and households/communities are displaced
into camps, education is also severely disrupted: the schools set up are disorganised, temporary, overcrowded
and often limited to primary education (Novelli and Higgins, 2016). Looking for schools outside of camps is often
not a possibility either due to restrictions of movement or insecurity. Although situations of displacement are
expected to be temporary, many can become protracted and last for decades, resulting in generations without
access to adequate, quality education (Novelli and Higgins, 2016; Watkins, 2013). Children in conflict zones often
have limited access to technology and so cannot rely on distance learning (Jones et al., 2021).

Even when school infrastructure has not been destroyed, going to school in these contexts can be
dangerous. Schools, teachers and students are sometimes targets of violent attacks in certain conflict-affected
settings as they are seen as symbols of state presence and leadership in the community (Justino, 2014). Attacks
on schools, teachers and students lead to heightened perceptions of fear and insecurity that often result in
parents removing their children from schools (Cervantes-Duarte and Fernandez-Cano, 2016). Heightened
perceptions of violence and insecurity may mean that it is difficult to recruit teachers in certain areas, affecting
teacher supply and the recovery of education systems in conflict-affected settings (Justino, 2016). Children in
conflict-affected contexts often prefer to stay at home or cannot focus on improving school attainment, if still
attending school (UNICEFb, 2013).

Poverty is another important barrier to education for children affected by crisis and/or conflict. Crises often
lead to considerable economic losses and severe cases of poverty and destitution, often resulting in parents
removing their children from school to start working and financially support the family or take over household
chores (Kechangia and Metaxas, 2021). Poverty is a particularly relevant barrier to education among the most
vulnerable populations in conflict - refugees and the internally displaced — as they have left their homes and jobs
and are often not able to afford the costs of uniforms, school fees, books and materials or transportation (UNICEF
and UlS, 2012).

Some displaced families may lack documentation needed for their children to access schools or education
programmes or may not have the language skills to participate in schools in new areas and may not be able to
afford language classes (MacLeod et al., 2020). Recent studies focus on language as a key barrier faced by
displaced children. In an update to their 2015 systematic review,® Burde et al. (2019) note that studies have
identified language as a barrier to quality learning in Syrian refugee students.

Crisis and conflict may lead to families not wishing to invest in education. The destruction of industries,
markets and infrastructure can mean that job opportunities for skilled labour become scarce. As returns to
education fall, the incentives to send children to school beyond primary level are considerably lowered (Santos,
2014).

&  Burde et al. (2015; 2019) offer the most comprehensive reviews to date on the available evidence on ‘what works’ for education in emergencies.




Some children are recruited by the government in armies or by rebel factions as child soldiers, porters,
messengers, cooks, or even providers of sexual services (Justino, 2014). Between 2005 and 2020, more than
93,000 children worldwide have been recruited and used in armed conflict, although the real number of child
soldiers is believed to be considerably higher (UNICEF, 2021). These children are not only removed from schools
and denied the opportunity to accumulate skills and knowledge, but they are also less likely to ever return to
school and subject to numerous traumatising events that will increase their likelihood of depression and social
withdrawal in the long term (Justino, 2016).

Crises affect children’s health both physically and mentally (World Bank, 2018). Children affected by crisis
and/or conflict need education systems that are adjusted to their psychological circumstances. Exposure to
violent conflict and constant fear and insecurity mean that children experience elevated levels of stress at an early
age, which can have long-term effects on their cognitive abilities and result in limiting their school attendance
and performance (Justino, 2016). In addition to the poverty provoked by situations of conflict and crisis, poor
health and the loss of family members can severely impact school attendance (Evans and Miguel, 2007). Children
affected by conflict also often face adverse physical health shocks: malnourishment either due to mother stress
during pregnancy or because of lack of resources once born affects child development and educational
attainment by increasing the likelihood of facing illness and reducing concentration levels (Justino, 2016).
Children in these situations therefore require a curriculum and certain classroom practices that address
psychological trauma as well as healthcare attention to encourage them to continue learning despite their
vulnerable contexts (Novelli et al., 2014).

5. Evidence of ‘what works’ in aid to support decent education in
developing countries

The literature on aid to education includes numerous studies assessing the impact of individual interventions or
programme packages on school attendance and learning, the two most utilised indicators of success. As a result
of financial constraints in the sector, much research has also focused on assessing the cost-effectiveness of
education programmes (for example GEEAP, 2020). This section synthesises and discusses the available evidence
on ‘what works’ to improve children’s access to quality education across measures such as improving attendance,
enhancing learning outcomes and evaluating cost-effectiveness, with an added focus on the specific needs of
marginalised girls, children with disabilities and children affected by crisis and/or conflict.

Abstracting the available evidence on good practices from its local context is complicated due to the dependence
of programme designs on local needs and constraints (GEEAP, 2020; Gibbs et al., 2020). Given the heterogeneity
of programme structures, measures of effectiveness, frequency of follow-ups, and implementation contexts, the
evidence that emerges from the literature can be inconsistent (Evans and Popova, 2016). Despite contextual
disparities, combining several meta-analyses and systematic reviews produced on the topic (for example Conn,
2017; Glewwe and Muralidharan, 2016; Krishnaratne et al., 2013; McEwan, 2015; Snilstveit et al., 2015) allows for
some insight on general trends of good practice. However, as emphasised by Lewin (2020b), it is important to
note that interventions with the most evidence are often linked to long-standing, business-as-usual practices in
the sector. This section also discusses promising novel interventions, for which more research on effectiveness is
needed.

To make sense of the broad range of strategies deployed to support quality education, the analysis follows the
typology outlined below and adapted from Krishnaratne et al. (2013) and Masino and Nifio Zarazia (2016).

9 Supply-side interventions: these refer to investments in education inputs, commonly including the
provision of new schools and infrastructure, instructional materials, human resources, pedagogical
methods and school management systems (Krishnaratne et al., 2013).

i Demand-side interventions: these operate to incentivise households and students to utilise education
services either by reducing financial access barriers and maximising intermediate returns (such as
conditional cash transfers, scholarships, fee reductions) or providing households with information on
educational opportunities and the benefits of education (Glewwe and Muralidharan, 2016).
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Supply-side interventions

Although findings vary across contexts, the literature on aid to education generally converges in
recognising that stand-alone material inputs are unlikely to significantly improve learning in developing
countries. Instructional resources, such as textbooks, posters and chalkboards, can enhance students’ learning
experience and assist teachers in conducting lessons. Nevertheless, the systemic challenges rooted in education
delivery in developing countries, such as the misalignment between pedagogy, teacher training and curricula,
largely offset the potential contributions of additional material supplies (GEEAP, 2020). For example, through an
evaluation of a programme providing textbooks to randomly selected primary schools in rural Kenya, Glewwe et
al. (2009) find that the beneficial effects of additional resources on test scores are limited to previously high-
achieving students. The authors largely attribute this to the failure of centralised programmes to account for in-
class learning disparities.

Some improvements can be observed in school enrolments and progression as a result of infrastructural
developments. There are currently only a small number of studies focused on investigating the impact of new
schools and infrastructure on time in school and learning quality (Snilstveit et al., 2015). Despite the limited
evidence, the literature on the topic identifies promising effects of infrastructural developments on enrolments in
communities that previously lacked school facilities (Glewwe and Muralidharan, 2016). This is because minimising
physical access barriers can prevent students from incurring transportation costs and security threats when
travelling to school (Damon et al., 2016). In addition, as identified by the Global Education Evidence Advisory
Panel (GEEAP, 2020), alternative ways of reducing the distance travelled by students, such as setting up schools in
existing community structures, can contribute to similar gains at lower costs. There is also some evidence to
suggest that the positive outcomes of these programmes are replicated in terms of learning and progression,
specifically in circumstances where inadequate infrastructure would otherwise prevent children from attending
schools altogether (Glewwe and Muralidharan, 2016).

More detailed research is needed to assess ‘what works’ in the practical implementation of pedagogy,
including specific activities and facilitating factors (Westbrook et al., 2013). As a result of the modest impact
on learning quality of the interventions discussed so far, the literature on the topic suggests that education aid
should move beyond stand-alone investments in material inputs to address how these inputs are put into practice
(Glewwe and Muralidharan, 2016; Snilstveit et al., 2015). In this context, there is a significant body of literature on
pedagogical strategies that considers the interactions between students, teachers and learning materials to
inform and enhance the learning process. Increasingly, studies on pedagogy have encouraged a theoretical shift
towards ‘student-centred’ or ‘active learning’ approaches, emphasising the co-construction of knowledge by
teachers and students, as opposed to top-down, teacher-directed learning (Westbrook et al., 2013; Vavrus 2021).
Nevertheless, the ‘student-centred’ label is ill-defined in the literature, with studies referring to a wide range of
pedagogic packages and classroom activities, including group work, interactive demonstrations, student
questioning, and the use of local languages (Westbrook et al., 2013). According to Meyer and Gent (2016), schools
need to allow teachers to go beyond the curriculum to foster innovation in content and class delivery, support
development of content that is cognisant of resource constraints and local conditions (such as connectivity
limitations), and encourage the development of content that allows for the use of different languages to fully
improve effective learning. More research is currently needed to assess the effects of specific teaching practices
on student learning. For this reason, Westbrook et al. (2013) caution against devaluing teacher-directed
approaches (such as lecturing and rote learning), which may be needed to prepare for school and national
examinations, and instead encourage greater harmonisation between teaching practices, curricula and teacher
training.

The available literature identifies varying magnitudes of impact associated with technology-enhanced
learning, mainly resulting from implementation and sustainability challenges caused by a lack of widespread
digital access in developing countries. An emerging body of literature is considering the promising potential of
computer-based instruction and other forms of technology-enabled learning to assist self-learning, enhance
student engagement, and offer tailored instructional support. The technology-enhanced programmes that have
been implemented so far are varied, spanning from relatively inexpensive interventions such as radio-
broadcasted instruction to the more costly provision of laptops and tablets for interactive instruction and at-
home learning (Glewwe and Muralidharan, 2016; Shah, 2011). Nevertheless, the available evidence from
developing countries identifies varying magnitudes of impact on student learning, as a result of immediate and
long-term challenges in mainstreaming education technology. Implementation challenges include a lack of basic
infrastructure, including the absence of stable electricity, internet connectivity and sufficient devices in schools
(UNESCO, 2015; UNESCO, 2021a). The sustainability of these interventions is hindered by a lack of continuous
professional training and resources to respond and adapt to rapidly changing technologies (Lim et al., 2018).
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Studies on financial incentives and other support directed towards teachers and conditional upon student
performance have generated mixed results. Numerous research studies state that having adequately trained
and supported teachers is essential for a strong education system and is also a major determinant of children’s
learning and well-being, with consequences for both their academic achievements and their longer-term social
and labour outcomes (World Bank, 2019; Snilstveit et al., 2017). Teacher absenteeism is a widespread issue in the
education systems of developing countries (Guerrero et al.,, 2012). Consequently, interventions have been
designed to address and incentivise teacher accountability. The most common of these involve linking teacher
pay to demonstrations of quality performance, commonly measured through improvements in students’ test
scores. Nevertheless, impact evaluations investigating bonus teacher pay have generated mixed results (Filmer et
al., 2020; Muralidharan and Sundararaman, 2011), largely due to difficulties in designing effective interventions
(GEEAP, 2020). For example, in a recent evaluation of performance-based incentives in Tanzanian secondary
schools, Filmer et al. (2020) find that improvements in learning outcomes are concentrated in previously high-
performing schools and among high-achieving students. A study by Glewwe and Muralidharan (2016) also
suggests that group incentives have also not generated significant improvements, largely as a result of free-riding
tendencies. This therefore suggests that more research is needed to identify and design programmes that reward
teacher accountability and promote equitable learning. There is limited evidence about how unconditional pay
increases affect the motivation and performance of incumbent teachers, and how this translates to student
learning. One research study found that doubling teacher salary in Indonesia had no effect on teacher
knowledge, student test scores or self-reported teacher attendance (de Ree et al., 2012).

Effective school-based management (SBM) interventions can have positive effects on student participation
and learning, but studies emphasise how highly disadvantaged areas commonly experience implementation
challenges as a result of limited decision-making capacity and power imbalances between communities and
teachers (Carr-Hill et al., 2018). SBM approaches operate through the decentralisation of decision-making
power and accountability for the management of schools to community-level committees in an effort to improve
responsiveness to contextual needs. Models of SBM differ across the range of decisions that can be devolved (for
example curricula, finance, teachers) and based on whom this responsibility is transferred to, commonly either
school personnel or community members (Carr-Hill et al., 2018). Through a systematic review of the available
literature, Carr-Hill et al. (2018) conclude that SBM programmes can have somewhat beneficial effects on teacher
and student attendance and a more robust positive impact on student learning, specifically when measured in the
long term. Nevertheless, several studies find that the decentralisation of school-based decisions is less likely to
generate these beneficial effects in highly disadvantaged communities, as a result of insufficient decision-making
preparedness and status relative to school personnel, making it difficult to impose decisions such as hiring and
firing staff (Carr-Hill et al., 2018; Damon et al., 2016; Glewwe and Muralidharan, 2016).

Demand-side interventions

Demand-side interventions are generally considered effective in increasing attendance (conditional cash
transfers, information campaigns) and, to a lesser extent, learning (merit-based scholarships) but vary
considerably in cost-effectiveness (Glewwe and Muralidharan, 2016). This category includes interventions
focused on reducing the costs for students and households (direct and indirect) of attending schools (for
example CCTs, fee reductions, scholarships), as well as interventions providing information on returns to
education as incentives for attendance.

There is a broad consensus in the literature that conditional cash transfers (CCTs) increase attendance but
offer limited to no improvements in learning outcomes (Bastagli et al., 2016; GEEAP, 2020; Khrishnaratne et
al., 2013). CCTs are one of the most implemented and researched demand-side programmes and consist of
regular household payments conditional upon recipients” actions. In aid to education, the delivery of CCTs is
commonly dependent on children being enrolled in school and attending reqularly (Glewwe and Muralidharan,
2016). Although the process of monitoring conditions can be expensive, unconditional cash transfers, operating
without conditionality, and cash transfers explicitly labelled as intended for children but unmonitored in practice,
are generally less effective (Bastagli et al., 2016; Damon et al., 2016).

Although studies suggest that merit-based scholarships can be effective in improving learning outcomes
through the provision of tangible returns to performance in schools, these interventions can also increase
inequalities by targeting previously high-performing students. Through a meta-analysis of the available
literature on merit-based scholarships for primary and secondary school students in developing countries,
Snilstveit et al. (2015) find promising improvements on test scores across subjects, despite heterogeneities in
effect sizes. Nevertheless, as emphasised by Herbaut and Geven (2019), scholarship programmes can exacerbate
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inequalities by rewarding previously high-achieving students. More research is therefore needed to assess ‘what
works’ in programme designs to promote impact and equity in learning, for example by exploring the
effectiveness of incorporating needs-based components in scholarship designs.

Providing information to students and households on the expected returns to education in the labour
market can sometimes improve attendance and learning, but more research is needed to confirm this. For
example, through a field experiment in Madagascar, Nguyen (2008) concludes that households lack reliable
information on the returns to education, but when this information is provided, they commonly act upon it with
positive consequences for both attendance and learning. Moreover, the attractiveness of these programmes is
further reinforced by very low implementation costs (GEEAP, 2020). However, there is currently only limited
evidence confirming the effects of these interventions on longer-term learning outcomes (Lewin, 2020b).

Interventions for marginalised girls

There is a large and growing body of literature focused on how to improve access to education and learning for
girls. This section addresses some of the previously discussed supply- and demand-side interventions that have
been examined in relation to gender (for example CCTs), together with a range of gender-specific interventions
such as gender-responsive pedagogy and the establishment of appropriate hygiene facilities and in-school
measures for gender-based violence prevention.

The literature suggests that reducing distances to schools matters for girls’ enrolments, especially for those
living in rural areas. For example, Burde and Linden (2013) find that village-based schools in rural Afghanistan
contributed to increasing qirls’ participation to the point of eliminating gender disparities in school attendance.
Similarly, Muralidharan and Prakash (2017) observe significant improvements in secondary school enrolments as a
result of a programme providing bicycles to girls living in rural communities. Moreover, the establishment of
community-based schools entails a greater degree of local monitoring and parental involvement, which
contributes to fostering a more trusted and safer environment for girls (Sperling and Winthrop, 2016).

Adequate in-school sanitation and hygiene facilities can contribute to increasing girls’ time in school.
Kazianga et al. (2014) observe that sanitation facilities, including separate female latrines and in-school access to
clean water, contributed to significantly increasing girls” attendance in rural villages in Burkina Faso. Similarly,
Dolan et al. (2014) find that menstrual hygiene management interventions implemented through the
dissemination of puberty information and the distribution of sanitary pads to menstruating students increased
attendance levels and assisted girls in overcoming feelings of insecurity and shame.

Programmes that lower the financial barriers encountered by households in sending girls to school (such as
CCTs, fee reductions, free uniforms) have significant potential to reduce gender disparities in attendance
(Sperling and Winthrop, 2016). Consistent with previously discussed findings, a substantial body of literature finds
that CCTs significantly improve girls” attendance but have limited effects on learning outcomes (see, for example,
Bastagli et al., 2015). Therefore, to strengthen long-term quality learning, CCTs should be complemented by
programmes that more stringently address learning progression (Sperling and Winthrop, 2016). Other forms of
in-kind assistance, such as fee reductions and free uniforms, have also been positively associated with improved
attendance rates of girls from disadvantaged backgrounds. For example, three different studies conducted across
the past two decades in Kenya all find significant reductions in girls’ absenteeism and dropout rates as a result of
the provision of free school uniforms (Duflo, 2014; Evans et al., 2008; Mutegi, 2018).

The available evidence suggests that interventions focused on mainstreaming gender-responsive pedagogy
through teacher and student training can contribute to increasing time in school and maximising learning
for girls (Unterhalter et al., 2014). Through a systematic review on ‘what works’ to improve girls education,
Unterhalter et al. (2014) emphasise that interventions focused on teacher education can assist girls” participation
and performance in schools through improved teaching practices and attitudes towards inclusiveness. Although
there are only a few studies assessing the effects of gender sensitivity training on girls” education outcomes (see,
for example, Haberland, 2015), the current literature suggests that these interventions can nevertheless generate
positive changes in awareness levels relating to girls” well-being within school communities (Sperling and
Winthrop, 2016).

Supporting girls’ education also requires preventing all forms of school-related gender-based violence.
Practitioners and academics have identified the need for whole-school approaches that establish effective
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reporting and referral mechanisms, promote curricula that challenge harmful gender-based norms, and equip
education personnel with the tools to prevent and address all forms of physical, sexual and psychological violence
against girls (Sperling and Winthrop, 2016; UNESCO and UN Women, 2016). In line with this, Parkes and Henslop
(2013) identified some improvements in girls” knowledge and use of reporting mechanisms as a result of a multi-
dimensional intervention including girls” clubs, community dialogue, and teacher training. Nevertheless, further
research is needed to assess promising approaches to reducing the vulnerabilities of female students, including
the effectiveness of gender sensitisation programmes, school-based clubs and teacher training materials
(Unterhalter et al., 2014).

Interventions for children with disabilities

There is a lack of evidence on ‘what works’ to support education for children with disabilities in developing
countries. This “leaves important questions about how and where to best invest unanswered” (Singal, 2016, p.
181). A review conducted on inclusive and special education approaches in developing countries (Price, 2018)
found that a number of meta-analyses have recently been conducted on inclusive education.? They all conclude
that more and better-quality studies are needed, especially in developing countries. A recent evidence
assessment concluded that there were no areas of strong evidence given the lack of consistency in intervention
implementation or outcome measurement, and the overall low quality of the studies carried out. It also noted
that it is difficult to generalise successful interventions due to the wide range of disabilities surveyed by the
literature (Kuper et al., 2018). This assessment concluded that there is “promising” evidence that interventions
can be effective in improving the educational skills of primary school-aged children with disabilities, and that
school-level changes can be impactful. In particular, there was consistent evidence that specific interventions (for
example. computer-based interventions, visual strategies, modified teaching approaches) can improve children’s
learning skills. The assessment also found that school-level interventions (inclusive teacher training, violence
prevention) worked to improve teachers’ preparedness to educate children with disabilities, and reduced
violence perpetrated against children with disabilities. Evidence was “insufficient” on ‘what works’ to improve
educational outcomes in secondary education (Kuper et al., 2018). Commentators also note “gaps” that occur
when “the international standards for disability and inclusive education developed for Northern contexts are
applied without consideration of local contexts in the global South” (Kalyanpur, 2016, p. 20; Kamenopoulou,
2018).

There is a need to expand research towards low-income countries, as most studies on ‘what works’ for
people with disabilities come from richer countries (Saran, White and Kuper, 2020; Bakhshi et al., 2013).

There is currently insufficient research focusing on ‘what works’ in promoting system-wide and school-level
changes, rather than on improving the skills of individual children (Kuper et al., 2018; The Impact Initiative,
2018). Studies on school-level programmes have shown that these interventions can have positive effects for
children with disabilities. Carew et al. (2018) show that an inclusive education intervention in Kenya increased
teacher preparedness to teach children with disabilities. A qualitative study — also based in Kenya — concludes
that barriers to education for disabled children can be reduced through the development of multi-sector
approaches to support families with disabled children, government incentives to schools so that they introduce
inclusive practices, and the adoption of co-teaching practices (Elder, Payne and Oswago, 2021).

There is little evidence on which approaches are most cost-effective. Bakshi et al. (2013) mapped existing
evidence about the impact of initiatives that provide education for children with disabilities and their cost-
effectiveness. They found that, although some studies provided estimates of the expenditures, they did not
identify any cost analyses that compare various approaches to educating children with disabilities. Similarly, the
evidence assessment by Kuper et al. (2018) found that cost-effectiveness analyses were lacking.

There is little understanding about how technology can best support education for children with disabilities
in developing countries. A systematic literature review aimed to establish the categories of EdTech that may be
appropriate to support the learning of children with disabilities in developing countries (Lynch et al., 2021). It
found that there is little understanding of how, when, and what type of technology should be introduced into the

¢ These include those by Dyssegaard and Larsen (2013), Hayes and Bulat (2017), Kuper et al. (2018), Oh-Young and Filler (2015), Okyere et al. (2018),
Szumski et al. (2017) and the European Agency for Special Needs and Inclusive Education (2018).
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learning process in order to respond to the specific needs of children with disabilities. Many of the studies are still
at an early stage with little projection of how they can be scaled up in regions where there is reduced access to
power, a lack of technological expertise, or a lack of dedicated funding streams.

Interventions for children affected by crisis and/or conflict

The available literature on ‘what works’ in education in emergencies and for children affected by crisis and
conflict is relatively limited (Burde et al., 2019).

Aid organisations have tested several ‘alternative education’ practices to address the specific needs of

crisis- 1
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