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Preface
Life skills education is an important vehicle to equip young people to negotiate and mediate challenges
and risks in their lives, and to enable productive participation in society. UNICEF is an advocate for
life skills education (LSE), and has been a source of support for life skills education programmes in
many countries. A global evaluation was commissioned by the UNICEF Evaluation Office to assess
the relevance, coverage, efficiency, effectiveness and sustainability of LSE initiatives, and to consider
UNICEF’s role and additionality in support of the programmes. The evaluation also examined the situation
of a range of countries with respect to accepted knowledge about the content, standards and benchmarks
for successful LSE programmes, both in schools and in non-formal education settings.
Conducted by Education for Change (EfC), the evaluation was executed in four phases: (i) a literature
review of key concepts, trends and issues around life skills education; (ii) a review of country
documentation on LSE from 40 UNICEF Country Offices; (iii) field-based case studies in Armenia,
Barbados, Jordan, Kenya, Malawi, Mozambique and Myanmar; and, (iv) a Delphi survey as a way to
validate evaluate findings among UNICEF Country Office staff, UNICEF national partners and other
professionals involved in LSE.
The evaluation found that LSE programmes are relevant in that they were introduced in each country as
part of national responses to identified priorities, and are thus closely aligned to national and sectoral
policies and plans. There is evidence to credit LSE programmes for developing relevant knowledge,
skills and attitudes among learners, both in thematic risk areas and general psychosocial skills.
However, apart from traditional examinations in which knowledge acquisition tends to dominate, there
is no commensurate effort in systematic monitoring and evaluation at the system level or at the level
of the individual learner. Also, there is evidence of the influence of social norms (both supportive and
constraining) on the design, implementation and outcomes of life skills education at all levels, yet few
LSE interventions have undertaken detailed analyses of social norms to understand their impact, or have
explicitly recognized and found appropriate ways to address them.
The evaluation found that UNICEF has been one of the central players in bringing life skills education
onto the agendas of government ministries and partners at the policy and programming levels, and has
acted as an innovator in the promotion and introduction of new ideas and approaches around life skills
education. In many cases it has successfully supported the development of national ownership and
capacity of life skills education through strong partnerships, and taken the opportunity to introduce life
skills education within a broader reform approach aimed at improving the quality of education. However,
opportunities to enhance UNICEF’s LSE programming through better coordination and integration of life
skills education and child-friendly schools programming are yet to be exploited. UNICEF also has an
important role to play in identifying and developing more effective assessment tools and strategies for
measuring life skills education outcomes that can be realistically integrated into school systems and nonformal interventions.
On behalf of the Evaluation Office, I would like to express our appreciation to John Woods for his
leadership of the evaluation, and to the evaluation team consisting of Laetitita Antonowicz, Julie
Carpenter, David Clarke, Patricia Daniel, Barbara Fletcher, Jake Grout-Smith, Sophie Tanner Felisa
Tibbits and Maureen Wang’ati. We would also like to express our gratitude to our colleagues in UNICEF
headquarters - Changu Mannathoko, Anna Maria Hoffmann, Sear Kariuki and Susan Kasedde and
Elaine King – and to colleagues in the UNICEF Country Offices in Armenia, Barbados, Jordan, Kenya,
Malawi, Mozambique and Myanmar as well as to their government partners for the part they played
during field visits. I would also like to extend my sincere thanks to my colleagues in the Evaluation Office
who managed the evaluation: Kathleen Letshabo (Evaluation Specialist, Education) and Ashley Wax
(Evaluation Specialist).
Colin Kirk
Director
Evaluation Office
UNICEF
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Executive Summary
The evaluation
This is the report of the Global Evaluation of Life
Skills Education commissioned by the UNICEF
Evaluation Office. The aims of the evaluation were
to consider life skills education (LSE) initiatives and
assess them for relevance, coverage, efficiency,
effectiveness and sustainability and to consider
UNICEF’s role and additionality in support of them,
recognizing that UNICEF has been an advocate for
life skills education and a source of support in many
countries. The evaluation was also tasked with
identifying lessons and making recommendations
for UNICEF and partners.

Methodology
The evaluation was guided by an evaluation
framework prepared in consultation with UNICEF
during inception, which informed the four phases
of this evaluation:
•

International literature review of key
concepts, trends and issues around LSE;

•

Review of country documentation on LSE
from 40 UNICEF Country Offices;

•

Country case studies in Armenia,
Barbados, Jordan, Kenya, Malawi,
Mozambique and Myanmar; and

•

A Delphi survey on findings and ways
forward among UNICEF Country Office
staff, UNICEF national partners and other
professionals involved in LSE.

Life skills concepts, trends and
critical issues
Throughout the past two decades life skills
education has come to be seen as important for
young people to negotiate and mediate challenges
and risks and enable productive participation in
society. However, there is no common definition
of ‘life skills’ and although the World Health
Organization and others have given definitions,
the concept is elastic and includes a range of skills
and knowledge. Important in its conception are the
personal, interpersonal and cognitive psychosocial
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skills that enable people to interact appropriately,
manage their own emotional states and make
decisions and choices for an active, safe and
productive life.
These skills are considered to be universally
applicable and generic but certain psychosocial
life skills have been identified as especially
relevant for dealing with specific risks, particularly
around HIV prevention, sexual and reproductive
health and, increasingly, issues of citizenship
and disaster risk reduction. It is largely through
such thematic areas that life skills education has
been introduced, creating nationally prioritized
sets of ‘content-specific’ life skills delivered in
combination with relevant knowledge. Much of
the literature pertains to these content-specific
life skills initiatives and shows how the term has
been applied to make the links to rights and to
environmental education.
UNICEF has taken a major role in supporting the
introduction of life skills education both within
country initiatives and globally by producing
guidance and standards documents.
Life skills education has been introduced in
different ways in formal schools: as a new subject
or integrated to various degrees within the
teaching practice and content of other subjects.
In some cases it is offered as an extra or cocurricular provision. The psychosocial aims of life
skills education require a conceptualization of the
curriculum that includes not only knowledge and
skills but also behaviour, attitudes and values. This
has been a driver to use more participatory and
interactive teaching and learning methodologies
in the delivery of life skills education. These are
difficult changes in traditional education systems.
Life skills education seeks outcomes of changed
attitudes and behaviour, and has highlighted the
need for new forms of monitoring and assessment
able to capture attitudinal and behavioural change.
This need has remained largely unmet.

Findings of this evaluation
Life skills education programme relevance:
LSE programmes have generally been introduced

as part of national responses to identified
priorities, and are thus closely aligned to national
and sectoral policies and plans. Evidence from
learners, parents and teachers confirms the
general relevance of these priorities to the lives
of learners. However, there appear to be few
opportunities for the meaningful and systematic
participation of learners’ voices in designing
interventions that take account of their different
contexts, needs and interests.
In the implementation of interventions, there is
potential for such opportunities through effective
participatory methodologies; yet systemic
constraints in education systems and resources
limit the realization of these opportunities. There
is therefore a lack of differentiation and adaptation
in the delivery of life skills education to different
children in specific contexts, particularly to
vulnerable and marginalized groups.
There is evidence of the impact of social norms
(both supportive and constraining) on the design,
implementation and outcomes of life skills
education at all levels. Conservative social norms
can seriously limit children’s access to reliable
knowledge of sexual and reproductive health, yet
few LSE interventions have undertaken detailed
analyses of social norms to understand their
impact, or have explicitly recognized and found
appropriate ways to address them.
Coverage: Intended coverage is growing as life
skills education becomes integrated into national
education systems and curricula. Implementation,
however, is variable. Evidence from schools
suggests that life skills education has a tendency
to be squeezed out in the context of teacher
shortages, overcrowded curricula, limited
teaching material, and the focus on traditional
examinations, of which life skills education
is rarely a part. There is limited support and
professional development structures for teachers
of life skills education.
Curricula are generally perceived to be age
appropriate and incremental through the education
system. However, there is still a significant gap
at the pre-primary level, and insufficient attention
has been paid to the issue of the appropriateness
and relevance of curricula for learners enrolled in
classes for which they are over-aged.
Content and delivery of life skills education is
often restricted in its capacity to move beyond
knowledge and into the development of
psychosocial skills, attitudes and behaviours.

This is particularly apparent in the treatment of
gender relations through life skills education,
where awareness of gender inequalities
and gendered roles may be raised, but
opportunities and conducive environments
(both in and beyond the classroom) to
challenge and develop alternative gender
relations and gendered identities are limited.
Beyond the school system, data are limited and
there is rarely a clear picture of life skills education
coverage. This is compounded by the fact that,
in the non-formal sector, life skills education
is largely in the hands of non-governmental
organizations and other – generally small scale
– providers with little coordination, reporting or
quality assurance mechanisms.
Efficiency: The use of standards and benchmarks
in LSE programmes is limited and there are
significant gaps in the monitoring and evaluation
of LSE outcomes, particularly of attitudes and
behaviours. This presents considerable difficulties
in analysing inputs against identified outcomes.
Life skills education suffers from the systemic
resource constraints of many education systems in
terms of human resources, teaching and learning
materials, curriculum time, school capacities, etc.
Through external support, such as that provided
by UNICEF, the introduction of life skills education
has often been accompanied by sufficient and
high-quality materials, but these have been
difficult to sustain in scaling up interventions or to
distribute effectively at national levels.
There is a particular challenge in developing
sufficient human resources (both in terms of
numbers and quality) for life skills education
delivery. Many programmes have specific teacher
training components and, increasingly, this
includes both in-service and pre-service training.
Yet despite this, the demand for further training
remains extremely high among teachers, with
indications that existing training is not adequately
addressing important elements for life skills
education delivery, such as the psychosocial skills
and attitudes of teachers themselves.
There are increasingly strong national coordination
mechanisms for LSE interventions within the
formal education system but few structures
or systems to ensure the coordination and
complementarity of non-formal LSE interventions
across the non-formal sector or with formal
education programmes.
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Effectiveness: There is strong evidence of LSE
developing relevant knowledge, skills and attitudes
among learners, both in thematic risk areas and
general psychosocial skills. Life skills education
is having an impact, but there is little systematic
monitoring and evaluation serving either individual
learners or the national system. Little assessment
is done beyond traditional examinations in which
knowledge acquisition tends to dominate.

has acted as an innovator in the promotion
and introduction of new ideas and approaches
around life skills education. In many cases it
has successfully supported the development
of national ownership and capacity of life skills
education through strong partnerships, and taken
the opportunity to introduce life skills education
within a broader reform approach aimed at
improving the quality of education.

There is a considerable gap between quality
standards in design and the realities of
implementation, particularly in the dependence
on participatory methodologies for the effective
delivery of LSE. In addition, issues such as
inadequate teachers and insufficient teacher
training, class size and lack of resources hamper
the use of such methodologies.

UNICEF has developed a comparative advantage
and expertise in providing and sourcing technical
expertise for design and development of
curriculum and teaching materials, in teacher
training for life skills education, and in providing
initial and ongoing financial support for the
introduction and expansion of life skills education
into education systems.

There is considerable overlap and opportunities
for mutually supportive programming between
life skills education and child-friendly schools
approaches. However, there is surprisingly little
coordination of these programmes at any level.

There are opportunities for enhancing UNICEF’s
LSE programming, however, through better
coordination and integration of life skills education
and child-friendly schools interventions at
international and national levels. UNICEF also
has an important role to play in identifying and
developing more effective assessment tools and
strategies for life skills education LSE outcomes
that can be realistically integrated into school
systems and non-formal interventions.

LSE is bringing major changes to curricula and to
classroom practices and, in some cases, is seen
as a vanguard for wider change. These sorts of
changes will take time and it is necessary for the
actors to adopt a long-term view.
Sustainability: There appears to be increasingly
visible political recognition of life skills education,
with inclusion in relevant policies, plans and
strategies of governments and the agendas
of donors and implementing partners. The
institutionalization of life skills education beyond
these documents is more mixed, however, with
gaps in the institutionalization of implementation
and monitoring functions. LSE interventions are
also still reliant on external resources.
There are good examples of advocacy and
engaging public debate around life skills education
and to support the behavioural LSE outcomes
of learners beyond the school environment.
Mechanisms to guide and advocate for the
integration of life skills education into national
agendas and plans are in place, and operational
within formal education systems in many
countries, but there is a considerable way to go in
this regard in the non-formal sector and in linking
together the formal and non-formal sectors.
UNICEF additionality: UNICEF has been one of
the central players in bringing life skills education
onto the agendas of government ministries and
partners at policy and programming levels, and
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Main recommendations
The evaluation recognizes the importance of life
skills education in promoting psychosocial skills
as a necessary part of learning and addressing
the important risks facing children. To strengthen
life skills education, several recommendations are
made, including:

International policy
1.

UNICEF and partners should take a lead
in developing the taxonomy of the learning
outcomes of LSE interventions that includes
both the psychosocial skills and the
knowledge associated with the major themes.

2.

UNICEF should develop standards for
expected results and outcomes at individual,
school and national levels. UNICEF should
seek to establish a result/outcome framework
for life skills education in its target countries.

3.

UNICEF should consider integrating life
skills education into the child-friendly schools
programming strategy, child-friendly schools

being the vehicle to carry UNICEF’s rights
mandate into education.

National planning
4.

5.

UNICEF should develop guidelines for
understanding and addressing social norms
and religious contexts that are likely to affect
implementation, and advice on how advocacy
should proceed within that context.
It is recommended that guidance on
participation – particularly of parents and
of community groups, which recognize and
address the potential tensions between
life skills education aims and practices
and social norms – be strengthened
to support practitioners to mediate
concerns and deliver life skills education
that addresses children’s needs.

6.

UNICEF should recognize and support
national plans to build capacity at institutional,
organizational and personal levels to lead
and support life skills education.

7.

UNICEF should support the use of better
data on the changing context and possible
impact of life skills education.

8.

It is recommended that in design and
implementation, and particularly in going
to scale, the opportunities for children to
influence the content and methodology of life
skills education be prioritized, from national to
institutional levels.

9.

The integration of life skills education into
the formal education system has expanded
its reach significantly, but there has been
limited attention to how this integration can
accommodate the needs and interests of
the most vulnerable and excluded groups
of learners. It is recommended that specific
emphasis be placed on identifying and
addressing the needs of these groups in
curricula and learning materials.

and evaluation processes and tools for
life skills education among those partners
implementing non-formal interventions.

Implementation
12. UNICEF needs to build on the experience
gained in LSE curriculum development to
support national curricula that are more childfriendly, focused on equity and meet the real
life needs of all children.
13. It is recommended that life skills education
knowledge content should, wherever
possible, be integrated within the school
curriculum so that it is not perceived as
an add-on that contributes to curriculum
overload but as a core curriculum component
that can be assessed within the standard
assessment processes.
14. UNICEF should develop clear guidelines
on life skills education assessment that
can support the integration of effective life
skills education assessment into education
systems, schools and classrooms.
15. UNICEF should continue its valuable support
for institutionalizing school-based HIV
education and sexual and reproductive health
life skills education in generalized epidemics
so that it includes HIV and stigma prevention
among young vulnerable populations in
concentrated epidemics.

An analytical framework for LSE
16. UNICEF country and regional offices
engaged with LSE programming should
review their existing progress on LSE
systematically, and make use of an analytical
framework that asks about critical elements of
design and implementation. A draft analytical
framework is presented.

10. Non-formal LSE interventions are playing
an important role in reaching out-of-school
children and to a holistic approach. It is
recommended that support be given to
improving coordination for non-formal LSE
interventions at national and local levels.
11. UNICEF should support national plans to
integrate quality assurance, monitoring
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Resumen Ejecutivo
La evaluación
Este es el informe de la Evaluación general
de la educación sobre aptitudes para la vida
activa encargado por la Oficina de Evaluación
de UNICEF. El objetivo de la evaluación era
considerar las iniciativas de educación sobre
aptitudes para la vida activa y evaluarlas para
determinar su pertinencia, cobertura, eficiencia,
eficacia y sostenibilidad, y analizar cuál es el
papel del UNICEF y qué añade en apoyo a las
mismas, reconociendo que UNICEF ha sido un
promotor de la educación sobre aptitudes para
la vida activa y una fuente de apoyo en muchos
países. La evaluación también se encargó
de determinar posibles lecciones y formular
recomendaciones para UNICEF y sus aliados.

Metodología
La evaluación se basó en un marco de evaluación
preparado en consulta con UNICEF durante el
comienzo de su realización, en el que se basaron
las cuatro fases de la evaluación:

xii

•

Examen de los principales conceptos,
tendencias y cuestiones en torno
la educación sobre aptitudes para
la vida activa en las publicaciones
internacionales;

•

Examen de la documentación de país
acerca de la educación sobre aptitudes
para la vida activa en 40 oficinas de país
de UNICEF;

•

Estudios monográficos de Armenia,
Barbados, Jordania, Kenya, Malawi,
Mozambique y Myanmar; y

•

Una encuesta Delphi sobre conclusiones
y maneras de seguir adelante dirigida
al personal de las Oficinas de País
de UNICEF, los aliados nacionales
de UNICEF y otros profesionales
involucrados en la educación sobre
aptitudes para la vida activa.
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Conceptos, tendencias y
cuestiones importantes de la
educación sobre aptitudes para
la vida activa
A lo largo de las últimas dos décadas, la
educación sobre aptitudes para la vida activa
se ha llegado a considerar como un elemento
importante para los jóvenes a la hora de
negociar y mediar desafíos y riesgos, y facilitar
una participación productiva en la sociedad.
Sin embargo, no existe una definición común
de “aptitudes para la vida activa” y aunque la
Organización Mundial de la Salud y otros han
elaborado definiciones, el concepto es elástico e
incluye una serie de aptitudes y conocimientos.
Importantes en su concepción son las aptitudes
psicosociales personales, interpersonales y
cognitivas que permiten a las personas interactuar
apropiadamente, controlar sus propios estados
emocionales y tomar decisiones y opciones para
una vida activa, productiva y segura.
Estas aptitudes se consideran genéricas y de
aplicación universal, pero ciertas aptitudes
psicosociales para la vida activa han sido
consideradas como especialmente pertinentes
para abordar riesgos específicos, en particular en
torno a la prevención del VIH, la salud sexual y de
la reproducción y, cada vez más, las cuestiones
relacionadas con el civismo y la reducción del
riesgo de desastres. La educación sobre aptitudes
para la vida activa se ha incorporado en gran
parte a través de estas esferas temáticas, creando
conjuntos de aptitudes para la vida activa con
un “contenido específico” que tienen carácter
prioritario a escala nacional y se ofrecen en
combinación con los conocimientos pertinentes.
Gran parte de la literatura especializada se refiere
a estas iniciativas de preparación para la vida
activa con contenidos específicos y muestra cómo
el término se ha aplicado para establecer enlaces
a los derechos y a la educación medioambiental.
UNICEF ha asumido un papel importante en el
apoyo a la introducción de la educación sobre
aptitudes para la vida activa, tanto en el marco de

las iniciativas de los países como a nivel mundial,
mediante la producción de documentos de
orientación y normas.
La educación sobre aptitudes para la vida activa
se ha incorporado de forma diferente en las
escuelas oficiales: como una nueva disciplina
o integrada en diversos grados en la práctica
docente y el contenido de otras asignaturas. En
algunos casos se ofrece como una disciplina
adicional o paralela al plan de estudios. Los
objetivos psicosociales de la educación sobre
aptitudes para la vida activa requieren una
conceptualización del plan de estudios que
incluya no sólo conocimientos y aptitudes, sino
también comportamientos, actitudes y valores.
Esto ha servido para impulsar la utilización de
metodologías de enseñanza y aprendizaje más
participativas e interactivas en la instrucción de
la educación sobre aptitudes para la vida activa.
Esto supone un cambio difícil para los sistemas
educativos tradicionales.
La educación sobre aptitudes para la vida activa
busca como resultado un cambio de actitud
y comportamiento, y ha puesto de relieve la
necesidad de nuevas formas de seguimiento y
evaluación capaces de reflejar dicho cambio de
actitud y de comportamiento. Esta necesidad no
se ha abordado hasta la fecha.

Los resultados de esta
evaluación
Pertinencia del programa de educación sobre
aptitudes para la vida activa: Los programas
de educación sobre aptitudes para la vida activa
han sido incorporados en general como parte
de las respuestas nacionales a una serie de
prioridades determinadas y están estrechamente
alineados con las políticas y los planes nacionales
y sectoriales. Las pruebas obtenidas de los
alumnos, los padres y los maestros confirman la
importancia general de estas prioridades en la
vida de los alumnos. Sin embargo, parece que
hay pocas oportunidades para la participación
significativa y sistemática de los alumnos y la
consideración de sus opiniones en el diseño
de intervenciones que tengan en cuenta los
diferentes contextos, necesidades e intereses.
En la ejecución de las intervenciones, existe el
potencial de estas oportunidades a través de
metodologías participativas eficaces; sin embargo,
las limitaciones sistémicas de los sistemas y los

recursos educativos menoscaban la realización
de estas oportunidades. Por tanto, existe una falta
de diferenciación y adaptación en la prestación
de educación sobre aptitudes para la vida activa
a niños diferentes en contextos específicos, en
particular de los grupos vulnerables y marginados.
Existen pruebas que reflejan las repercusiones
de las normas sociales (tanto de apoyo como
de restricción) en el diseño, la ejecución y los
resultados de la educación sobre aptitudes para
la vida activa a todos los niveles. Las normas
sociales conservadoras puede limitar gravemente
el acceso de los niños a un conocimiento fiable
de la salud sexual y reproductiva, y sin embargo,
pocas intervenciones de educación sobre
aptitudes para la vida activa han emprendido
un análisis detallado de las normas sociales
para comprender sus consecuencias, o las han
reconocido explícitamente y han encontrado los
medios adecuados para hacerles frente.
Cobertura: La cobertura prevista es cada
vez mayor a medida que la educación sobre
aptitudes para la vida activa se integra en los
sistemas nacionales de enseñanza y en los
planes de estudio. La ejecución, sin embargo,
es variable. La evidencia de las escuelas
sugiere que hay una tendencia a limitar la
educación sobre aptitudes para la vida activa
debido a la escasez de profesores, unos
planes de estudio sobrecargados, materiales
de enseñanza limitados, y el enfoque en los
exámenes tradicionales, de los cuales pocas
veces la educación sobre aptitudes para la vida
activa forma parte. El apoyo y las estructuras
de desarrollo profesional para los maestros de
educación para la vida activa son limitados.
Por lo general, se percibe que los planes de
estudio son apropiados para la edad y graduales
en el contexto de todo el sistema educativo.
Sin embargo, todavía existe una brecha
significativa en el nivel preprimario, y se ha
prestado insuficiente atención a la cuestión de la
idoneidad y pertinencia de los programas para
los estudiantes inscritos en clases que no se
corresponden con su edad.
A menudo se restringe el contenido y la
prestación de educación sobre aptitudes
para la vida activa en su capacidad de ir más
allá del conocimiento y abordar el desarrollo
de aptitudes, actitudes y comportamientos
psicosociales. Esto es particularmente evidente
en el tratamiento de las relaciones de género a
través de la educación sobre aptitudes para la
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vida activa, en cuyo marco se podrían plantear
la concienciación sobre las desigualdades de
género y las funciones de género, pero las
oportunidades y entornos favorables (tanto
dentro como fuera del aula) para poner en tela
de juicio y establecer relaciones de género e
identidades de género alternativas son limitadas.
Más allá del sistema escolar, los datos son
limitados y rara vez hay una idea clara de la
cobertura de la educación sobre aptitudes para
la vida activa. Esto se ve agravado por el hecho
de que, en el sector no oficial, la educación
para la vida está en gran parte en manos de
las organizaciones no gubernamentales y otros
proveedores –generalmente a escala reducida–
con escasa coordinación, presentación de
informes o mecanismos de garantía de calidad.
Eficiencia: El uso de normas y puntos de
referencia en los programas de educación
sobre aptitudes para la vida activa es limitado y
existen importantes lagunas en la supervisión
y evaluación de los resultados de la educación
sobre aptitudes para la vida activa, en particular
de las actitudes y comportamientos. Esto presenta
dificultades considerables en el análisis de los
aportes frente a los resultados identificados.
La educación para la vida activa sufre de
las limitaciones de recursos sistémicos de
muchos sistemas educativos en lo que se
refiere a recursos humanos, material didáctico
y pedagógico, tiempo de los planes de estudio,
capacidades escolares, etc. Por medio del apoyo
externo, como el que proporciona UNICEF, la
introducción de la educación sobre aptitudes para
la vida activa ha estado a menudo acompañada
de suficientes materiales de alta calidad, pero su
sostenibilidad en las intervenciones ha resultado
difícil o ha sido complicado distribuirlos con
eficacia a nivel nacional.
Hay un desafío particular en el desarrollo de
los recursos humanos suficientes (tanto en
términos de cantidad como de calidad) para
la prestación de educación sobre aptitudes
para la vida activa. Muchos programas tienen
componentes específicos de formación del
profesorado y, cada vez más, esto incluye tanto
capacitación en el empleo como formación
previa al servicio. A pesar de esto, la demanda
de una capacitación más amplia sigue siendo
extremadamente alta entre los docentes, y hay
indicaciones de que en la formación actual
no se abordan adecuadamente importantes
elementos de la prestación de educación para
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la vida, tales como las aptitudes psicosociales
y las actitudes de los propios maestros.
Existen mecanismos nacionales de coordinación
cada vez más sólidos para las intervenciones de
educación sobre aptitudes para la vida activa en el
sistema educativo oficial, pero pocas estructuras
o sistemas que garanticen la coordinación y la
complementariedad de las intervenciones en
materia de educación no oficial sobre aptitudes
para la vida activa en el sector no estructurado o
con programas de educación oficial.
Eficacia: Hay una firme evidencia de que
la educación sobre aptitudes para la vida
activa desarrolla conocimientos, aptitudes y
actitudes en los alumnos, tanto en las esferas
de riesgo temáticas como en las competencias
generales psicosociales. Esta educación está
teniendo consecuencias, pero el seguimiento
y la evaluación sistemáticos que sirvan o bien
al alumno o al sistema nacional son escasos.
La evaluación es incompleta más allá de los
exámenes tradicionales en los que tiende a
dominar la adquisición de conocimientos.
Existe una brecha considerable entre las normas
de calidad a nivel de diseño y las realidades a
nivel de ejecución, en particular con respecto a
la dependencia de metodologías participativas
para la prestación eficaz de la educación
sobre aptitudes para la vida activa. Además,
temas como la insuficiencia de profesores y la
capacitación de profesores, el tamaño insuficiente
de las clases y la falta de recursos impiden el uso
de estas metodologías.
Hay una considerable superposición y al
mismo tiempo existen oportunidades para una
programación que se apoye mutuamente entre la
educación sobre aptitudes para una vida activa
y los enfoques de las escuelas amigas de la
infancia. Sin embargo, la coordinación de estos
programas en cualquier nivel es escasa.
La educación sobre aptitudes para la vida activa
está produciendo grandes cambios en los planes
de estudio y las prácticas en el aula y, en algunos
casos, se considera como la vanguardia para un
cambio más amplio. Este tipo de cambios tomará
tiempo y es necesario que las partes interesadas
adopten una visión a un mayor largo plazo.
Sostenibilidad: Parece que hay un
reconocimiento político cada vez más visible de
la educación sobre aptitudes para la vida activa,
que está siendo incluida en las políticas, los

planes y las estrategias de los gobiernos y los
programas de los donantes y los aliados en la
ejecución. Sin embargo, la institucionalización
de la educación para la vida activa más allá
de estos documentos es más desigual, con
deficiencias en la institucionalización de la
aplicación y de las funciones de supervisión.
Las intervenciones de educación sobre
aptitudes para la vida activa también siguen
dependiendo de los recursos externos.
Hay buenos ejemplos de actividades de
promoción y debate público que se llevan a
cabo en torno a la educación para la vida activa
y para apoyar los resultados en materia de
comportamiento de la educación sobre aptitudes
para la vida activa de los alumnos fuera del
entorno escolar. Los mecanismos para orientar
y promover la integración de la educación
para la vida activa en las agendas y los planes
nacionales están en marcha y son operativas
en los sistemas educativos oficiales de muchos
países, pero hay un largo camino por recorrer
en este sentido en el sector no oficial y en la
vinculación de los sectores oficial y no oficial.
Aporte adicional de UNICEF: UNICEF ha sido
uno de los actores principales en la inclusión de
la educación para la vida activa en las agendas
de los ministerios gubernamentales y los aliados
a nivel de políticas y de programación, y ha
actuado como un innovador en la promoción e
introducción de nuevas ideas y enfoques en torno
a este tipo de educación. En muchos casos se ha
apoyado con éxito el sentimiento de propiedad
nacional y la capacidad de enseñanza de
aptitudes para la vida activa a través de alianzas
sólidas, y ha aprovechado la oportunidad de
introducir la educación de aptitudes para la vida
activa en un enfoque más amplio de reformas
destinadas a mejorar la calidad de la educación.
UNICEF ha obtenido una ventaja comparativa y
una especialización en la prestación y obtención
de fuentes de conocimiento técnicos para el
diseño y la elaboración de materiales para
los planes de estudio y para la enseñanza,
en la formación docente para la prestación de
educación para la vida activa, y en la prestación
de apoyo financiero inicial y continuo para la
introducción y ampliación de la educación para la
vida activa en los sistemas educativos.
Sin embargo, existen oportunidades para mejorar
la programación de UNICEF en materia de
educación sobre aptitudes para la vida activa, a
través de una mejor coordinación e integración

de esta educación y las intervenciones de
las escuelas amigas de la infancia a nivel
internacional y nacional. UNICEF también
tiene un papel importante que desempeñar en
la identificación y desarrollo de herramientas
de evaluación y estrategias más eficaces para
los resultados de la educación sobre aptitudes
para la vida activa que se pueden integrar de
forma realista en los sistemas escolares y las
intervenciones no oficiales.

Principales recomendaciones
La evaluación reconoce la importancia de la
educación sobre aptitudes para la vida activa en
la promoción de aptitudes psicosociales como
parte necesaria del aprendizaje y de hacer frente
a los importantes riesgos que afrontan los niños.
Para fortalecer la educación sobre aptitudes para
la vida activa se presentan a continuación varias
recomendaciones, entre ellas:

Política internacional
1.

UNICEF y sus aliados deberían tomar la
iniciativa en el desarrollo de la taxonomía
de los resultados de aprendizaje de
las intervenciones de la educación
sobre aptitudes para la vida activa, que
incluye tanto las aptitudes psicosociales
como los conocimientos asociados
a los temas más importantes.

2.

UNICEF debería elaborar normas para los
resultados previstos a nivel individual, de
escuela y nacional. UNICEF debería tratar
de establecer un marco de resultados/
efectos de educación para la vida activa en
los países seleccionados.

3.

UNICEF debe considerar la integración de la
educación para la vida activa en la estrategia
de programación para las escuelas amigas
de la infancia, ya que estas escuelas son el
vehículo para aplicar el mandato del UNICEF
en materia de derechos a la educación.

Planificación nacional
4.

UNICEF debería elaborar directrices
para comprender y abordar las normas
sociales y los contextos religiosos que
puedan afectar a la ejecución, y orientar
sobre cómo debe llevarse a cabo la
promoción dentro de ese contexto.
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5.

6.

Se recomienda que la orientación sobre la
participación –en particular de los padres y
de los grupos comunitarios, que reconocen
y abordan las posibles tensiones entre los
objetivos de la educación sobre aptitudes
para la vida activa y las prácticas educativas
y las normas sociales– se fortalezca para
apoyar a los profesionales en la mediación de
las preocupaciones y ofrecer una educación
sobre aptitudes para la vida activa que aborde
las necesidades de los niños.
UNICEF debería reconocer y apoyar los
planes nacionales de fomento de la capacidad
a nivel institucional, organizativo y personal
para dirigir y apoyar la educación sobre
aptitudes para la vida activa.

7.

UNICEF debe apoyar el uso de mejores datos
sobre la evolución del contexto y el posible
impacto de la educación sobre aptitudes para
la vida activa.

8.

Se recomienda que en el diseño y la
ejecución, y en particular en la ampliación
de la escala, se conceda prioridad a las
oportunidades de los niños para influir en el
contenido y la metodología de la enseñanza
sobre aptitudes para la vida activa, desde el
plano nacional hasta el institucional.

9.

La integración de la educación para la vida
en el sistema educativo oficial ha ampliado
su alcance de manera significativa, pero
se ha prestado poca atención a cómo
esta integración puede adaptarse a las
necesidades e intereses de los grupos más
vulnerables y excluidos de los que provienen
los alumnos. Se recomienda hacer un
hincapié especial en identificar y atender las
necesidades de estos grupos en los planes
de estudio y los materiales de aprendizaje.

10. Las intervenciones no oficiales de educación
sobre aptitudes para la vida activa están
desempeñando un papel importante para
llegar a los niños desescolarizados y en
la elaboración de un enfoque holístico. Se
recomienda que se preste apoyo a la mejora
de la coordinación de las intervenciones de
educación no oficial sobre aptitudes para la
vida activa a nivel nacional y local.
11. UNICEF debe apoyar los planes nacionales
para integrar los procesos de control de
calidad, seguimiento y evaluación y las
herramientas para la educación sobre
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aptitudes para la vida activa entre los aliados
que ejecutan intervenciones no oficiales.

Ejecución
12. UNICEF tiene que basarse en las
experiencias obtenidas en la preparación
de los planes de estudio para la educación
sobre aptitudes para la vida activa con el fin
de apoyar unos planes de estudio nacionales
que sean más amigos de la infancia, estén
centrados en la equidad y satisfagan las
necesidades vitales reales de todos los niños.
13. Se recomienda que el contenido en materia
de conocimiento de la educación sobre
aptitudes para la vida activa, siempre
que sea posible, se integre en el plan de
estudios de la escuela para que no se
perciba como un suplemento que contribuye
a la sobrecarga del plan de estudios,
sino como un componente educativo
básico que se puede evaluar mediante
los procesos generales de evaluación.
14. UNICEF debería elaborar directrices claras
acerca de la evaluación de la educación
sobre aptitudes para la vida activa que
puedan apoyar la integración de la evaluación
eficaz de la educación sobre aptitudes para
la vida activa en los sistemas educativos, las
escuelas y las aulas.
15. UNICEF debería continuar su valioso apoyo
a la institucionalización de la educación
sobre el VIH y la educación de aptitudes
sobre la vida sexual y reproductiva basadas
en la escuela durante las epidemias
generalizadas, de manera que incluya la
prevención del VIH y del estigma entre los
jóvenes de las poblaciones vulnerables
durante epidemias concentradas.

Un marco analítico para la educación
sobre aptitudes para la vida activa
16. Las oficinas de país y regionales de UNICEF
que participan en la programación de
educación sobre aptitudes para la vida activa
deben revisar sistemáticamente su progreso
actual en este tipo de educación, y hacer
uso de un marco analítico que incluya un
cuestionamiento de los elementos esenciales
en la concepción y la ejecución. Se presenta
un proyecto de marco analítico.

Résumé Analytique
L’évaluation
Il s’agit d’une évaluation mondiale des cours
de préparation à la vie active réalisée à la
demande du Bureau de l’évaluation de l’UNICEF.
Cette évaluation avait pour but d’examiner les
initiatives en matière de préparation à la vie
active et d’évaluer leur pertinence, couverture,
coût-efficacité, efficacité et durabilité, et aussi
d’évaluer le rôle de l’UNICEF et la valeur ajoutée
qu’il représente, reconnaissant que l’UNICEF a
plaidé en faveur de la préparation à la vie active
et soutenu ces activités dans de nombreux pays.
L’évaluation était aussi un moyen d’identifier les
leçons à tirer et de faire des recommandations à
l’UNICEF et à ses partenaires.

Méthodologie
L’évaluation s’est inscrite dans un cadre préparé
dès le début de l’activité en consultation avec
l’UNICEF, et qui a sous-tendu les quatre phases
de cette évaluation :
•

Examen de la documentation
internationale portant sur les principaux
concepts, tendances et questions se
rapportant à la préparation à la vie
active ;

•

Examen de la documentation au niveau
des pays sur la préparation à la vie
active dans 40 bureaux de pays ;

•

Études de cas en Arménie, à la
Barbade, en Jordanie, au Kenya,
au Malawi, au Mozambique et au
Myanmar ;

•

Enquête Delphi sur les conclusions
et les mesures que devront adopter
les fonctionnaires des bureaux de
pays de l’UNICEF, les partenaires
nationaux de l’UNICEF et d’autres
professionnels responsables de
la préparation à la vie active.

Préparation à la vie active :
concepts, tendances et
problèmes critiques
Au cours des deux dernières décennies,
on a jugé que la préparation à la vie active
était importante pour aider les jeunes à faire
face aux défis et aux risques de la vie et
leur permettre de participer activement à la
société. Cependant, il n’existe pas de définition
universelle de ce qu’on entend par « préparation
à la vie active » et, malgré les définitions
données par, notamment, l’Organisation
mondiale de la santé, le concept est vague et
englobe tout un éventail de compétences et
de connaissances. Les aptitudes personnelles,
les relations humaines et les compétences
psychosociales cognitives qui permettent aux
êtres humains d’avoir des rapports appropriés,
de gérer leurs émotions, ainsi que de prendre
des décisions et de faire des choix pour une
vie active, sans danger et productive sont
des éléments importants de ce concept.
On estime que ces compétences sont générales
et universellement applicables, bien que
certaines aptitudes psychosociales aient été
jugées particulièrement importantes pour faire
face à des risques spécifiques, en particulier
dans le cadre de la prévention du VIH, de la
santé sexuelle et procréative et, de plus en
plus, des questions liées à la citoyenneté et
à la réduction des risques de catastrophe.
La préparation à la vie active s’appuie
largement sur ces domaines thématiques,
créant un ensemble d’aptitudes pratiques
au contenu spécifique, prioritaires au niveau
national, dont l’enseignement se conjugue
avec d’autres connaissances pertinentes.
Les travaux portent surtout sur des initiatives
de préparation à la vie active au contenu
spécifique et montrent comment l’expression
a été utilisée pour tisser des liens avec les
droits et l’éducation environnementale.
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L’UNICEF a joué un rôle essentiel en soutenant
l’introduction de cette matière dans les initiatives
tant nationales que mondiales grâce à la
publication de documents normatifs et directifs.
Les cours de préparation à la vie active ont été
introduits de diverses manières dans les écoles
: en tant que nouvelles matières ou en les
intégrant à divers degrés dans l’enseignement
général et dans d’autres matières. Dans
certains cas, ces cours étaient proposés dans
le cadre du programme extrascolaire ou se
sont conjugués avec le programme scolaire.
Les objectifs psychosociaux de la préparation
à la vie active exigent une conceptualisation du
programme scolaire qui englobe non seulement
les connaissances et les compétences, mais
également les comportements, les attitudes
et les valeurs. Ce concept est à la base des
méthodologies d’enseignement et d’apprentissage
davantage axées sur la participation, ainsi que sur
un enseignement et un apprentissage interactifs.
Ce sont des changements difficiles à introduire
dans les systèmes d’enseignement traditionnels.
La préparation à la vie active s’efforce d’obtenir
des changements d’attitude et de comportement,
et elle a prouvé la nécessité d’adopter de
nouvelles formes de suivi et d’évaluation
susceptibles de capter cette évolution. Cette
nécessité a rarement été satisfaite.

Conclusions de l’évaluation
Pertinence des programmes de préparation à
la vie active : Les programmes de préparation
à la vie active ont généralement été introduits
dans le cadre des mesures prises au niveau
national visant à atteindre des priorités identifiées
; ils sont donc compatibles avec les politiques
et plans sectoriels nationaux. Les élèves, les
parents et les enseignants confirment que ces
priorités s’appliquent à l’évidence au style de
vie des apprenants. Toutefois, il semble que les
possibilités de participation réelle et systématique
des apprenants à la conception d’interventions
qui tiennent compte de leurs différents contextes,
besoins et intérêts soient limitées.
Lors de la mise en œuvre d’interventions, il est
possible de renforcer ces possibilités grâce à
des méthodes participatives dont l’efficacité
a été prouvée ; cependant, des contraintes
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systémiques dans les systèmes éducatifs et les
ressources limitent ces possibilités. On constate
donc que les cours de préparation à la vie active
ne sont souvent pas réellement adaptés à des
enfants vivant dans des contextes spécifiques, en
particulier les groupes vulnérables et marginalisés.
L’impact des normes sociales (qu’elles soient
favorables ou contraignantes) est visible lors
de la conception, de la mise en œuvre et des
résultats des cours de préparation à la vie active
à tous les niveaux. Certaines normes sociales
conservatives peuvent limiter considérablement
l’accès des enfants à des informations fiables
en matière de santé sexuelle et procréative
et pourtant rares sont les interventions qui
comportent des analyses détaillées de ces
normes pour comprendre leur impact, ou
qui sont assorties de mesures reconnues et
appropriées permettant de les combattre.
Couverture : La couverture s’élargit à mesure
que la préparation à la vie active est intégrée
dans les systèmes éducatifs et les programmes
d’étude nationaux. La mise en œuvre est toutefois
variable. Il semblerait qu’au niveau des écoles,
la préparation à la vie active soit peu à peu
délaissée à cause de la pénurie d’enseignants, de
programmes d’étude trop chargés, de matériels
d’enseignement limités et parce qu’on accorde la
priorité aux examens traditionnels, dont les cours
de préparation à la vie active font rarement partie.
Le soutien et les structures de perfectionnement
professionnel sont limités pour les enseignants
responsables de cette matière.
Il semble que les programmes sont adaptés à
l’âge et progressifs dans l’ensemble du système
éducatif. Toutefois, il existe toujours des lacunes
importantes au niveau pré-primaire, et on accorde
toujours une attention insuffisante à la pertinence
des programmes destinés à des apprenants qui
ont accumulé un retard scolaire.
La substance des cours et la méthode
d’enseignement font que les connaissances ne
se transforment pas toujours en compétences,
attitudes et comportements psychosociaux.
On le constate en particulier dans le traitement
des relations hommes-femmes où les cours de
préparation à la vie active se limitent souvent à
parler des inégalités et des rôles des deux sexes,
mais rarement des possibilités de les remettre en
question (tant à l’école qu’à l’extérieur) et d’établir
de nouveaux types de relations et d’identités.

En dehors des systèmes scolaires, les données
sont limitées et il est difficile d’obtenir des
informations précises sur la couverture de
ce type d’apprentissage. À cette difficulté
vient s’ajouter le fait que dans le secteur
informel, la préparation à la vie active est
souvent entre les mains d’organisations,
non gouvernementales et autres, agissant à
petite échelle et ne disposant pas toujours de
mécanismes de coordination, d’établissement
de rapports et de garantie de qualité.
Coût-efficacité : L’utilisation de normes et de
jalons dans les programmes de préparation à la
vie active est limitée et des lacunes importantes
existent en matière de suivi et d’évaluation
de cet enseignement, particulièrement au
niveau des attitudes et des comportements.
Il est donc difficile d’analyser les apports
par rapport aux résultats identifiés.
La préparation à la vie active souffre de la pénurie
systémique de ressources qui touche plusieurs
systèmes éducatifs : manque de ressources
humaines, de matériel d’enseignement et
d’apprentissage, de temps pour le programme
d’étude, de capacités au sein de l’école, etc.
Grâce aux soutiens extérieurs, comme celui de
l’UNICEF, le matériel mis à disposition pour cet
enseignement est généralement suffisant et de
bonne qualité, mais il s’est avéré difficile d’élargir
les interventions et de les répartir efficacement
aux niveaux nationaux.
Il s’est avéré particulièrement difficile de renforcer
les ressources humaines (tant les effectifs que
la qualité) pour la préparation à la vie active. De
nombreux programmes possèdent des modules
spécifiques de formation des enseignants, tant
en cours d’emploi que lors de leur formation
initiale. Pourtant, la demande de formation reste
extrêmement élevée chez les enseignants, ce qui
permet de penser que les formations existantes
ne traitent pas de certains aspects importants
de la préparation à la vie active, tels que les
compétences psychosociales et les attitudes des
enseignants eux-mêmes.
Il existe des mécanismes nationaux de
coordination de plus en plus solides pour ces
interventions au sein des systèmes éducatifs
officiels, mais peu de structures ou de systèmes
garantissant la coordination et la complémentarité
des interventions menées dans le cadre des
programmes éducatifs officiels et non officiels.

Efficacité : Il apparaît que la préparation à la
vie active permet aux apprenants d’acquérir des
connaissances, des compétences et de nouvelles
attitudes, tant dans les domaines thématiques
à risque qu’en matière de compétences
psychosociales générales. La préparation à la
vie active a un impact réel, mais il est rare de
trouver des systèmes de suivi et d’évaluation
systématiques s’appliquant soit aux apprenants
individuels, soit au système national. Peu de
vérifications sont faites en dehors des examens
traditionnels où l’acquisition de connaissances
tend à dominer toute autre considération.
On constate des différences considérables
entre les normes de qualité au niveau de
la conception et les réalités de la mise en
œuvre, surtout en ce qui concerne le recours
à des méthodologies participatives à des fins
de transfert efficace des connaissances. Par
ailleurs, certains problèmes, comme le manque
de formation et de capacités des enseignants,
la taille des classes et la pénurie de ressources,
entravent l’utilisation de ces méthodologies.
On constate des chevauchements et des
possibilités de synergies considérables entre
les activités de préparation à la vie active et les
écoles amies des enfants. Il est donc surprenant
de constater un manque de coordination entre ces
programmes à tous les niveaux.
La préparation à la vie active apporte des
changements considérables aux programmes et
pratiques scolaires et, dans certains cas, elle est
considérée comme une méthode préconisatrice
de changements plus profonds. Ces changements
prendront du temps et les acteurs doivent adopter
une perspective à long terme.
Durabilité : Le bien-fondé de la préparation
à la vie active est de plus en plus reconnu
au niveau politique, et cette matière figure
aujourd’hui dans les politiques, plans et stratégies
gouvernementaux appropriés, ainsi que dans les
programmes des donateurs et agents d’exécution.
L’institutionnalisation de la préparation à la vie
active en dehors de ces documents est toutefois
moins systématique, avec des lacunes en matière
d’institutionnalisation des fonctions de mise en
œuvre et de suivi. Les interventions dépendent
aussi de la disponibilité de ressources extérieures.
Il existe de bons exemples de sensibilisation et
de débats publics sur le thème de la préparation
à la vie active, ainsi que de soutien à l’évolution
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des comportements des apprenants en dehors du
milieu scolaire. Les mécanismes visant à guider
et favoriser l’intégration de la préparation à la vie
active dans les programmes et plans nationaux
existent et sont opérationnels dans les systèmes
éducatifs de nombreux pays, mais il reste encore
beaucoup à faire dans le secteur informel, et il
faudrait aussi tresser des liens entre les secteurs
formel et informel.
Valeur ajoutée de l’UNICEF : L’UNICEF a
joué un rôle de premier plan en encourageant
l’intégration des cours de préparation à la
vie active aux programmes des ministères et
de ses partenaires aux niveaux politiques et
programmatiques ; il s’est aussi efforcé de
promouvoir de manière créative de nouvelles
idées et méthodes pour les cours de préparation
à la vie active. Dans de nombreux cas, il
a soutenu avec succès l’intégration et le
renforcement des capacités au niveau national
en établissant des partenariats vigoureux, et en
saisissant l’occasion d’introduire la préparation
à la vie active dans les réformes ayant pour
but d’améliorer la qualité de l’éducation.
L’UNICEF possède des compétences et
avantages comparatifs en matière d’expertise
technique à des fins de conception et d’élaboration
de programmes scolaires et matériels
d’enseignement, de formation des enseignants
à la préparation à la vie active, et d’apport initial
et à long terme d’un soutien financier pour
l’introduction et l’élargissement de la préparation
à la vie active dans les systèmes éducatifs.
Il est toutefois possible de renforcer la
programmation de la préparation à la vie
active au sein de l’UNICEF en améliorant la
coordination et l’intégration de ces interventions
et de celles des écoles amies des enfants aux
niveaux international et national. L’UNICEF
a aussi un rôle important à jouer en termes
d’identification et d’élaboration d’outils
d’évaluation plus efficaces et de stratégies
susceptibles d’être intégrées dans les systèmes
scolaires et interventions non formelles.

Recommandations principales
L’évaluation a permis de noter l’importance de
la préparation à la vie active ; elle promeut des
compétences psychosociales comme élément
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nécessaire de l’apprentissage et permet de
faire face aux risques importants auxquels sont
exposés les enfants. Pour renforcer la préparation
à la vie active, quelques recommandations ont été
faites, notamment :

Politique internationale
1.

L’UNICEF et ses partenaires montreront la
voie et mettront au point la taxonomie des
résultats des interventions de préparation à la
vie active qui englobent tant les compétences
psychosociales que les connaissances
associées aux thèmes principaux.

2.

L’UNICEF fixera des normes concernant
les résultats attendus aux niveaux
individuel, scolaire et national. L’UNICEF
cherchera à établir un cadre de résultats/
réussite pour la préparation à la vie
active dans les pays qu’il cible.

3.

L’UNICEF envisagera d’intégrer la
préparation à la vie active dans la stratégie de
programmation des écoles amies des enfants,
puisque ces écoles sont le vecteur qui
introduit le mandat de l’UNICEF en matière de
droits dans l’éducation.

Planification au niveau national
4.

L’UNICEF créera des lignes directrices
permettant de comprendre les normes
sociales et les contextes religieux qui risquent
d’entraver la mise en œuvre dans le but de
les contrecarrer, et donnera des conseils sur
la sensibilisation compte tenu de ce contexte.

5.

Il est recommandé de renforcer les directives
relatives à la participation – particulièrement
des parents et des groupes communautaires,
compte tenu des tensions possibles entre les
buts de la préparation à la vie active et les
pratiques et normes sociales – afin d’aider les
enseignants à calmer les préoccupations et
à préparer les enfants à la vie active, compte
tenu de leurs besoins.

6.

L’UNICEF prendra connaissance et
soutiendra les plans nationaux de
renforcement des capacités aux niveaux
institutionnel, organisationnel et personnel
afin de diriger et soutenir la préparation à la
vie active.

7.

L’UNICEF soutiendra l’utilisation de
données plus précises sur un contexte en
pleine évolution et l’impact possible de la
préparation à la vie active.

8.

Il est recommandé, lors de la conception,
de la mise en œuvre, et surtout de
l’élargissement des initiatives, de permettre
en priorité aux enfants d’avoir une influence
sur le contenu de la préparation à la vie
active et sur la méthodologie utilisée, du
niveau national au niveau institutionnel.

9.

L’intégration de la préparation à la vie
active dans le système éducatif officiel s’est
considérablement améliorée, mais on a
accordé peu d’attention à la manière dont
cette intégration répond aux besoins et sert
les intérêts des groupes d’apprenants les
plus vulnérables et les plus marginalisés.
Il est recommandé de s’attacher
spécifiquement à identifier les besoins
de ces groupes et d’y répondre dans les
programmes et matériels d’apprentissage.

10. Les interventions non formelles jouent un
rôle important en atteignant les enfants non
scolarisés et en favorisant une démarche
globale. Il est recommandé de soutenir la
coordination des interventions non formelles
de préparation à la vie active aux niveaux
national et local.

surcharge de travail, mais comme faisant
partie intégrante du programme scolaire
et susceptible d’être évalué grâce aux
mécanismes habituels.
14. L’UNICEF élaborera des directives claires
relatives à l’évaluation des cours de
préparation à la vie active susceptibles
de soutenir l’intégration d’une évaluation
efficace de cette matière dans les systèmes
éducatifs, les écoles et les salles de classe.
15. L’UNICEF continuera à apporter un soutien
précieux à l’institutionnalisation de la
prévention du VIH dans les écoles, ainsi
qu’aux informations pratiques sur la santé
sexuelle et procréative lors des épidémies
généralisées afin d’inclure la prévention du
VIH et de l’exclusion des populations de
jeunes vulnérables.

Un cadre analytique pour la préparation
à la vie active
Les bureaux de pays et régionaux de l’UNICEF
contribuant à la programmation des cours
de préparation à la vie active examineront
systématiquement les progrès accomplis dans
ce secteur, et s’appuieront sur un cadre
analytique reprenant les éléments critiques du
concept et de sa mise en œuvre. Voir le projet
de cadre analytique.

11. L’UNICEF soutiendra les plans nationaux
visant à intégrer une assurance de qualité,
les mécanismes de suivi et d’évaluation et
des outils de préparation à la vie active chez
ses partenaires qui mettent en œuvre des
interventions informelles.

Mise en œuvre
12. L’UNICEF s’appuiera sur l’expérience
acquise lors de l’élaboration du
programme de préparation à la vie
active pour promouvoir des programmes
nationaux mieux adaptés aux enfants,
axés sur l’équité et répondant aux
besoins réels de tous les enfants.
13. Il est recommandé que les connaissances
préparant les enfants à la vie active soient,
dans la mesure du possible, intégrées au
programme scolaire de façon à ce qu’on ne
considère pas cet enseignement comme une
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1	Introduction
programmes targeting in-school children
with extra-curricular activities delivered
through school clubs and/or communitybased organizations, and non-formal
programmes designed for out-of-school
populations to mitigate perceived risk
and/or address specialized instances of
vulnerability;

1.1	UNICEF Global Life Skills
Education Evaluation
1.1.1	Purpose and scope of the
evaluation
This report presents the findings of the Global
Life Skills Education Evaluation, commissioned
by UNICEF to evaluate its support to establish
sustainable and evidence-based life skills
education (LSE) programmes.
As per the terms of reference (ToR), the
evaluation has the specific purpose of:
•

examining where countries are with
respect to accepted knowledge
about components of successful LSE
programmes at formal and non-formal
levels;

•

assessing whether LSE programmes
are implemented from a rights-based
perspective, and make additional effort to
include the most at risk and/or vulnerable
young people; and

•

examining the added value of UNICEF
investments in LSE programmes in terms
of their relevance, coverage, efficiency,
effectiveness and sustainability.

The scope of the evaluation laid out in the ToR
covers:
•

Ministry of Education (MoE) sector
responses: The national education
system response to HIV and AIDS;
national education policy and sector
plans; formal school curricula for
primary- and secondary-level education;
pre-service teacher training curricula;
inspections; and examinations;

•

Formal intervention in schools: Formal
school-based LSE programmes serving
children and youth of pre-primary to
secondary school age;

•

Extra-curricular and non-formal
interventions: A selection of LSE

•

Skills focus: The focus on psychosocial
capabilities for using knowledge (critical
thinking, problem-solving), for being
decisive and resilient (decision-making,
motivation, resilience), and for living
together (communication, empathy);

•

Thematic focus: The relevance of
themes chosen in curricula (such as
health promotion and disease prevention;
environmental protection and disaster
risk reduction (DRR); social and
emotional learning and psychosocial
support; human rights, citizenship and
social cohesion; and livelihoods and
financial literacy) within specific country
contexts; and

•

Implementation focus: Implementation
levels and capacity, efficiency of
implementation methods and enabling
learning environments.

The complete ToR is presented as Annex 1.

1.1.2	Terminology used in this
document
This evaluation has considered interventions
that are called ‘life skills’. However, there is a
complex landscape of activities and associated
terminology, which is not used consistently
across all actors or countries. For consistency the
following terms are used in this document:
Life skills: Refers to a large group of
psychosocial and interpersonal skills that
can help people make informed decisions,
communicate effectively, and develop coping
and self-management skills that may help lead a
healthy and productive life.1

	United Nations Children’s Fund, ‘Life Skills: Definition of terms’, web page, <www.unicef.org/lifeskills/index_7308.html>, accessed July 2011.
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Life skills education: Refers to educational
interventions that seek to address the above
areas.
Life skills-based education: Is a combination
of learning experiences that aim to develop not
only knowledge and attitudes, but also skills (i.e.,
life skills) that are needed to make decisions
and take positive actions to change behaviours
and environments.2 Life skills-based education
(LSBE) is used in this document when there is
explicit integration of life skills elements into a
specific thematic area (such as HIV prevention)
in order to enhance the delivery and acquisition
of knowledge, attitudes and skills in this area.

Annexes to this report include the evaluation
terms of reference (Annex 1); the a more
detailed discussion of the methodology of the
evaluation, including the evaluation framework
(Annex 2); a list of people consulted during
the case studies (Annex 3); and, a proposed
analytical framework for review of existing
LSE programmes, emanating from one of
the recommendations of the evaluation
(Recommendation 6.2.4).

Livelihood skills: Refers to income generation
and may include technical/vocational skills
(carpentry, sewing, computer programming),
job-seeking skills such as interviewing, business
management skills, entrepreneurial skills, and
skills to manage money.3
The report uses life skills education (as the most
general term that includes the definitions used
internationally and discussed in section 3.1.

1.1.3	Structure of the report
Chapter 2 provides a brief overview of the
methodology and tools used in conducting this
evaluation, as well as limitations and challenges
encountered. A more detailed discussion of the
methodology is presented as Annex 2.
Discussions from the literature review are
presented in chapter 3.
Chapter 4 contains overviews of the country
context and background to the LSE programmes
in each of the case study countries.
In Chapter 5, findings, issues and conclusions
from the documentation review and the case
studies are presented according to the criteria of
the evaluation framework. Recommendations,
including an analytical framework for LSE, are
presented in chapter 6.

2

2

	Ibid. This definition is drawn from UNICEF’s definition of ‘kills-based health education’, as ‘life skills-based education’ is defined as “a
term often used almost interchangeably with skills-based health education” apart from content, which, in addition to health, includes, for
example, “life skills-based literacy and numeracy, or life skills-based peace education, or human rights.”
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	Ibid.
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2	methodology of the Evaluation
2.1

Overview

An evaluation framework was prepared in
consultation with UNICEF during the inception
phase. This informed the four phases of this
evaluation:
•

Literature review;

•

Analysis of country documents;

•

Country case studies; and,

•

Delphi survey on findings and ways
forward.

The following sections give a brief account of the
methodology used in each of these components of
the evaluation. A full account of the methodology is
presented in Annex 2 of this report.

2.2

Life skills literature review

An analysis of the existing literature on life skills
and LSE was undertaken to provide a framework
and context. A wide range of documents and data
was sourced through consultation with UNICEF
and other agencies, Web searches and reference
to bibliographies in retrieved documents. The
review was organized according to the enquiry
framework for this evaluation, led by a senior
member of the consultant team. The review
sought to identify the theoretical underpinnings
and debates around life skills, the direction of its
development, main actors and the challenges and
opportunities of LSE in practice. A list of documents
consulted in this literature review is presented at
the end of this report.

2.3	Country documentation
review
Seventy countries were identified in UNICEF’s
2007 stocktaking exercise as having a national
intervention for LSE. The relevant UNICEF Country

Offices (COs) were approached by UNICEF
headquarters with a request for documents
regarding the LSE policy and practice within their
country, and 40 COs responded between February
and April 2011. A variety of documents was
received: Most COs provided curriculum outlines
and teaching manuals/resources, but there were
also a small number of government, UNICEF and
other donor and non-governmental organization
(NGO) programme documents, reports and
evaluations.
Country document sets were supplemented
by additional materials provided by UNICEF
headquarters and the Eastern and Southern Africa
Regional Office (ESARO); the United Nations
General Assembly Special Session (on HIV and
AIDS) (UNGASS) country progress reports,4
where available; education planning and policy
documents sourced from the United Nations
Educational, Scientific and Cultural Organization
(UNESCO)/International Institute for Educational
Planning (IIEP) Planipolis website;5 and through
keyword Web searches.6
Each set of country-specific documents was
reviewed, with key characteristics and issues
recorded by country using an online data collection
instrument (covering contexts, policy, coverage,
content and aims, and quality of implementation)
and a narrative summary report (covering issues
of relevance, coverage, efficiency, effectiveness,
sustainability and UNICEF additionality). All
instruments and summary reports were collated
and analysed, with the overall findings presented
alongside the findings from the literature review in
an interim evaluation report. The findings from this
country documentation review are also available
through a Web-based report.

2.4	Country case studies
Seven country case studies were undertaken in
order to explore issues of LSE policy, programming
and practice in more depth, and were informed

4

	Joint United Nations Programme on HIV/AIDS, ‘Progress Reporting Submitted by Country’, Web page, UNAIDS, 2010,
<www.unaids.org/en/Dataanalysis/Monitoringcountryprogress/2010Progressreportssubmittedbycountries/>, accessed July 2011.

5

	United Nations Educational, Scientific and Cultural Organization and International Institute for Educational Planning, ‘Planipolis Education
Portal’, Web portal, UNESCO and IIEP, 2011, <http://planipolis.iiep.unesco.org/>, accessed July 2011.

6

	A full list of documents and sources is available on request. Send request to <s.tanner@efc.co.uk>.
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by findings of the literature review and country
documentation review. The case studies involved
two tracks of countries: the first track covering a
range of thematic concerns of LSE beyond HIV
and AIDS; and the second track consisting of
two countries from southern Africa with hyperendemic HIV scenarios, and a strong HIV and
AIDS focus within existing LSE programmes.

The selection of the seven countries was made
by UNICEF headquarters in discussion with
COs and the evaluation team, and comprised:
Armenia, Barbados, Kenya, Jordan and Myanmar
(track 1), and Malawi and Mozambique (track 2).
Demographic, education and HIV indicators are
compared across case study countries in Table 6.

Table 1: Case study consultations
Armenia
Schools
visited

Barbados

Jordan

Kenya

Malawi

Mozambique

Primary

-

3

-

6

6

10

Junior Secondary

9*

-

-

2

-

-

Senior Secondary

3*

6

2**

1

6

-

Rural

5

5

-

1

6

4

Urban

7

4

2

8

6

5

Non-formal
initiatives
(interviews
and site
visits)

2

11

3

5

1

3

Region/
province
covered

Tavoush

National

Amman

Nairobi
Coast

Zomba

Maputo

Dedza

Sofala

School
location

Numbers
interviewed

Lori
Syunik

Rift Valley

Nkhata Bay

Gaza

National-level MoE

7

4

6

10

5

5

Other relevant
ministries or
agencies

8

2

-

2

7

3

Teacher training
institutions

2

-

-

14

12

9

Implementing
partners and NGOs

8

8

1

6

12

21

District government
officials

1

-

7

-

1

5

Head/deputy head
teachers

13

9

3

11

12

10

Teachers

44

31

15

52

52

45***

Focus-group
students (male)

56

49

-

91

113

108

Focus-group
students (female)

59

58

-

95

126

108

Most Significant
Change (MSC)
(male)

30

26

-

27

33

33

MSC (female)

30

24

-

27

36

34

Parents/guardians

57

37

-

35

86

35

Myanmar is not included in this table, as the case study was carried out as desk research based on available documentation.
* Armenian junior secondary schools include all primary and junior secondary grades, and senior secondary schools include all primary, junior and
senior secondary grades.
** In Jordan, the two school consultations consisted of a discussion with the principal and lead LSE teacher from each school. Both schools included
primary, junior and senior secondary school classes.
*** This number includes eight activistas.
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The case studies in Armenia, Barbados, Kenya,
Malawi and Mozambique lasted between four to
six weeks and were undertaken by teams of one
international consultant from the core evaluation
team and two to four national consultants. The
case study in each country comprised:
•

•

One week of national-level interviews
undertaken by the international
consultant and lead national consultants
with relevant government officials, United
Nations agency staff, NGOs, teacher
training institutions and other national
bodies.
Field visits to up to four schools in three
districts of the country (a total of between
9 and 12 schools were visited in each
country).

The districts and schools visited were identified
in advance, in consultation with the UNICEF
CO, with consideration to geographical location,
socio-economic context, cultural differences,
varying types of school (private, public, religious,
etc.) and coverage of LSE interventions. Each
school visit lasted two days and included:
individual interviews and completing a school
characteristics questionnaire with the principal/
head teacher; focus group or individual interviews
with teachers; single-sex focus group discussions
with students (boys and girls); individual
interviews with boy and girl students to collect
MSC stories; and a focus group of students’
parents. Where non-formal LSE interventions or
other appropriate organizations were present at
the district level, the evaluation team also sought
interviews with programme staff and participants.
Individual reports were prepared from each
school visit and compiled with the findings from
the national-level interviews into a single national
report for each country.
In Jordan, a more limited set of activities
was undertaken for the case study by one
international consultant. This was due to the
fact that UNICEF had recently undertaken
an extensive formative evaluation of the
implementation of LSE with the support of
the MoE and therefore a significant body
of relevant school-level data was already
available. The international consultant was
given access to the findings from this evaluation
(which involved extensive interviews and
surveys with school principals, supervisors and

teachers, and classroom observations), and
supplemented this with national-level interviews,
and two focus groups with supervisors and
teachers. Due to internal restrictions and the
availability of respondents, the Myanmar case
study was undertaken remotely through a
desk review of the extensive documentation
available on the LSE programmes.

2.5	Delphi survey
Towards the end of the country case studies,
a Delphi survey was initiated in the form of
two rounds of short online questionnaires. The
first round of the survey asked respondents for
their reactions to some of the broad emerging
findings and issues from the literature and
country documentation review and case
studies. The second round of the survey was
designed to explore in more detail some of
the divergences in the first-round responses
and to gather respondents’ opinions and
thoughts on emerging recommendations from
the evaluation. Both rounds of the survey
were sent to all 70 COs included in the initial
request for documentation in the country
documentation review phase, as well as to
UNICEF partners in the case study countries
and other international senior professionals
involved in LSE as identified by the evaluation
team. The results of this survey have fed into the
conclusions and recommendations of this report.

2.6

Limitations

The countries invited to submit documents for the
Phase 1 documentation review, and the selected
case study countries, were from those that were
reported in the earlier stocktaking as having
national provision for LSE. This focused attention
on countries that have included LSE in the formal
schooling system, and limited the opportunity to
consider different strategies and modalities, or
early geographically limited pilots.
The response to requests for country documents
in Phase 1 was too low to support generalization
from those findings. There has been a particularly
low response from countries in mainland Latin
America; possible reasons for this are discussed
in Annex 2. The range of documents that were
available for the Phase 1 review (in either paper
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or electronic form) was limited, underlining
the challenges of document management and
archiving in country operations and limiting the
evidence base for Phase 1.
The selection of case study countries for Phase
2 was by negotiation between the countries and
UNICEF headquarters. All countries agreed to
take part so the selection was not random.
The case study methodology is based on an
extended visit to a relatively small sample of
schools, which provided opportunities for collecting
and validating the qualitative data. However,
it provides no basis for statistical inference.
Selection criteria for the field visit institutions were
intended to assure coverage of different contexts,
but were not intended to create a properly
representative or stratified sample. In all countries
the UNICEF CO played some part in the selection.
The evaluation did not attempt to assess overall
efficiency of LSE, due to the lack of financial data
and insufficient information and monitoring of
measurable programme outcomes against.
The evaluation took evidence of behaviour
change from current students and their parents
working within the school. It was not able to
gather evidence from beneficiaries in later life
to assess longer-term impacts and outcomes of
LSE, although changing high-risk behaviour is
particularly relevant to young people post-school.

6
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3	Review of life skills concepts and
trends
Over the past two decades life skills education
has come to be seen as integral to preparing
young people and adults to negotiate and
mediate everyday challenges and risks and
enable productive participation in society. It has
also come to be seen as an important contributor
to the quality of education, through an approach
that emphasizes the acquisition of competencies;
content that is relevant to everyday life; and the
use of teaching and learning methods to develop
skills and promote cooperative learning.
International and national political commitments
have been made to LSE, with its inclusion in key
global documents, such as the Dakar Framework
for Action on Education for All (EFA) and the
UNGASS Declaration of Commitment on HIV and
AIDS, in the agendas of multilateral agencies
such as the World Health Organization (WHO)
and UNICEF, and in the national sectoral policies
and strategies of many countries. This has led to
the rapid expansion of LSE initiatives, with a very
wide spectrum of content, scale, approaches and
goals that show the challenge of defining and
operationalizing a concept as broad, complex and
multifaceted as life skills.

3.1	Defining life skills
Clarity of definition facilitates common
understanding of what life skills are, how
they may be acquired and how they might
be assessed. The term ‘life skills’ has gained
currency in the fields of health, education and
social policy, yet remains without a full and
widely accepted definition. It has the virtue of

linking personal and social skills to the realities
of everyday life, but suffers because it is difficult,
and potentially contentious, to determine which
skills are relevant for life and which are not. As
the WHO states: “Skills that can be said to be
life skills are innumerable, and the nature and
definition of life skills are likely to differ across
cultures and settings.”7 The concept is thus highly
elastic and has been stretched to embrace a very
wide range of skills. This is problematic because,
if all skills are relevant for life, the concept has
little utility. In addition, there have been difficulties
in translating the concept across languages, with
additional elements or interpretations appearing
in different language-speaking areas.8
Much of the discourse has centred on a range
of psychosocial skills, drawing on research in
the social sciences, psychology and the ‘new
sociology of childhood’ that point towards their
importance to our protection and well-being and
our ability to live productive, meaningful and
fulfilling lives.9 In combination with communication
skills, these enable people to interact
appropriately and manage their own emotional
states. With the support of relevant knowledge
they are seen as instrumental in enabling us to
negotiate and protect ourselves from a multitude
of risky environments and behaviours. They have
also become a focus for supporting vulnerable
populations whose exposure to such risks is
particularly high.
In recent years the field has attracted the
interest of economists trying to identify ways
to reduce poverty and redress socio-economic
inequalities.10 A recent World Bank multi-country

7

World Health Organization, Life Skills Education in Schools, WHO Programme on Mental Health, WHO, 1997.

8

See Annex 2 for a brief discussion of the issues of ‘life skills’ in Latin America.

9

See, for example, Ben-Arieh, A., and L. Frones, ‘Indicators of Children’s Well Being: What should be measured and why’, in Social
Indicators Research, vol. 84, no. 3, 2007, pp. 249–50; Camfield, L., N. Streuli and M. Woodhead, ‘What’s the Use of ‘Well-Being’ in
Contexts of Child Poverty? Approaches to research, monitoring and children’s participation’, International Journal of Children’s Rights,
vol. 17, no. 1, 2009, pp. 65–109; Dercon, S., and P. Krishnan, ‘Poverty and the Psychosocial Competencies of Children: Evidence from
the young lives sample in four developing countries’, Children, Youth and Environments, vol. 19, no. 2, 2009, pp. 138–163; Bandura, A.,
‘Social Cognitive Theory: An agentic perspective’, Annual Review of Psychology, vol. 52, 2001, pp. 1–26; Krishnan, P., and S. Krutikova,
‘Skills Formation in Bombay’s Slums: Can non-cognitive skills be raised? Evidence from poor neighbourhoods in urban India’, Cambridge
Working Papers in Economics no. 1010, 2010.

10

 arayan, D., et al., Moving Out of Poverty Volume 2: Success from the bottom up, World Bank, 2009; Cunha, F., and J. Heckman,
N
‘Investing in Our Young People’, NBER Working Paper no. 16201, 2010; Carneiro, P., C. Crawford and A. Goodman, ‘The Impact of Early
Cognitive and Non-Cognitive Skills on Later Outcomes’, Discussion Paper 92, Centre for the Economics of Education, 2007.
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study, for example, found that psychosocial
competencies, emotively referred to as ‘power
within’, and including resilience, personal agency
and self-confidence, can help a person move up
and out of poverty.11 Empowerment programmes
for youth along these lines have demonstrated
short-term gains in self-esteem and aspiration,
but whether effects are sustained for the longer
term within the wider socio-economic context
remains to be determined. Further links have
also been made to employment potential and
workforce development, which is increasingly
being seen as not simply the acquisition of
technical skills, but also the social capacity to work
productively, including interpersonal, cooperation,
communication and creative skills, particularly in
the context of ever more flexible and technological
labour markets.12

decision-making and the capacity to make
appropriate behavioural choices for a healthier
life. A clear application is in the area of substance
abuse, where ‘life skills’ has become part of the
vocabulary in alcohol education. The concept
was broadened by WHO, which stated that life
skills “may be defined as abilities for adaptive and
positive behaviour that enable individuals to deal
effectively with the demands and challenges of
everyday life.”14 The crux of the problem, though, is
in clearly identifying or categorizing those abilities
from a broad range of positive and desirable
attitudinal and behavioural outcomes.
From the mental health perspective, WHO initially
identified five basic areas of life skills that are
“relevant across cultures.”15 They are:

Despite this increasing focus on the importance of
a broad category of psychosocial skills in a range
of different sectors, the task of identifying and
prioritizing specific psychosocial skills into a clearly
defined and delineated body of life skills remains a
significant challenge for educators.
It must be noted that there are other terms in
use that cover similar types of skills, such as
‘social and emotional learning’, ‘personal and
interpersonal education’ and ‘character building’.

3.1.1	Attempts to define core ‘life
skills’

Decision-making and problem-solving;

•

Creative thinking and critical thinking;

•

Communication and interpersonal skills;

•

Self-awareness and empathy; and

•

Coping with emotions and coping with
stress.

A similar classification has been undertaken
in education settings by the United Statesbased Collaborative for Academic, Social and
Emotional Learning (CASEL), which aims
to promote children’s success in school and
life. CASEL has identified five core groups
of social and emotional competencies:16

In order to better understand the term ‘life skills’
it is helpful to investigate its origin. An early
mention is in the 1986 Ottawa Charter for Health
Promotion, which stated under the rubric of
‘personal skills’ that health promotion “supports
personal and social development through providing
information, education for health, and enhancing
life skills. By so doing, it increases the options
available to people to exercise more control over
their own health and over their environments,
and to make choices conducive to health.”13
This links ‘life skills’ with responsible personal
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•

•

Self-awareness – accurately assessing
one’s feelings, interests, values and
strengths;

•

Self management – regulating one’s
emotions to handle stress, and controlling
impulses;

•

Social awareness – being able to take the
perspective of and empathize with others;

•

Relationship skills – establishing and
maintaining healthy and rewarding
relationships, resisting inappropriate social
pressure, and resolving conflict; and

11

Narayan, D., et al., Moving out of Poverty Volume 2, World Bank, 2009.

12

See, for example, World Bank, School and Work: Does the eastern Caribbean education system adequately prepare youth for
the global economy?, World Bank, 2007.

13

World Health Organization, Ottawa Charter for Health Promotion, <www.who.int/hpr/NPH/docs/ottawa_charter_hp.pdf>, WHO, 1986.

14

World Health Organization, Life Skills Education in Schools, WHO Programme on Mental Health, WHO, 1997.

15

World Health Organization, Partners in Life Skills Education: Conclusions from a United Nations Iinter-agency meeting, WHO, 1999.

16

Collaborative for Academic, Social and Emotional Learning, ‘Skills and Competencies’, web page, 2000–2011,
<http://casel.org/why-it-matters/what-is-sel/skills-competencies/>, accessed July 2011.
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•

Responsible decision-making – making
decisions based on appropriate social
norms, respect for others, and applying
decision-making skills to academic and
social situations.

These two categorizations overlap and involve
both personal and social (interpersonal) domains
of behaviour.
A further set of psychosocial skills categories
has been identified for early childhood
development (ECD), which include: preacademic skills; motor and physical skills;
self-expression, including through arts and
crafts, music and dance; language skills,
including communication skills; social skills
such as sharing and cooperation, respect for
others and understanding others’ feelings; selfsufficiency skills, including responsibility of
self-care and belongings; and self-assessment
skills, including developing self-confidence.17
In its recent efforts to develop a guiding framework
for life skills education, UNICEF has consolidated
the various sets of core life skills drawn up by
United Nations agencies and other organizations,
such as CASEL, under three broad categories of
‘generic life skills’:18
•

Cognitive – critical thinking and problemsolving skills for responsible decisionmaking;

•

Personal – skills for awareness and drive
and for self management; and

•

Interpersonal – skills for communication,
negotiation, cooperation and teamwork,
and for inclusion, empathy and advocacy.

While there has been convergence on what the
broad groups of core psychosocial skills might
be, there is no definitive list or categorization
of the skills involved and how they might relate
to one another. By their very nature such skills
are largely intangible and difficult to isolate from
the complex web of interactions and contextual
factors that can contribute to their development,
usage and impact. They are thus difficult

to define and very difficult to measure, and
indicators and assessment tools for psychosocial
competency acquisition and development
have proved particularly challenging.19
Questions also remain around the conceptual
boundaries of life skills beyond psychosocial skills.
The World Declaration on EFA (1990), for example,
states that “literacy is a necessary skill in itself
and the foundation of other life skills.”20 Literacy
is a primary tool for accessing information about,
reflecting on, and acting in the world21 through
which content messages, including about safe
sex, substance abuse, environmental protection
and emergency measures, are accessed and
transmitted. Literacy skills are necessary for
educational advancement, for investigation
(research) and for using modern information and
communication technologies (ICT). However,
within the literature of life skills education, where
literacy is discussed it is largely viewed as a
parallel aspect of quality education rather than
an integral life skill itself; UNICEF’s ‘Life Skills
Learning and Teaching: Principles, concepts and
standards’, for instance, states that “alongside
literacy and numeracy, life skills are essential
learning outcomes of quality education.”22
Within these broad conceptualizations of life
skills there is thus a need for further clarity about
the boundaries between different categories of
skills, as well as a greater understanding of their
interrelationships and development, so as to create
a common understanding.

3.1.2	Generic and content-specific
life skills
The types of psychosocial skills that have
been discussed are usually considered to be
universally relevant and applicable to all individuals
(implicitly taken as independent of social and
cultural contexts) to enable them to deal with
the challenges they face, and to participate fully
and productively in society. They are considered
generic and empowering in their own right.

17

Pollitt, E., ‘Forecasting the Developmental Impact of Early Childhood Programs’, World Bank, 1998.

18

United Nations Children’s Fund, Life Skills Learning and Teaching: Principles, concepts and standards, UNICEF, 2010.

19

Pollitt, E., ‘Forecasting the Developmental Impact of Early Childhood Programs’, World Bank, 1998.

20

United Nations Educational, Scientific and Cultural Organization, World Declaration on Education for All and Framework for Action to Meet
Basic Learning Needs, UNESCO, 1990.

21

Freire, P., Pedagogy of the Oppressed, 1970.

22
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CH 3: Review of Life Skills Concepts and Trends

9

A number of other areas of study that may have
been absent from formal schooling but have been
recognized as important have become associated
with life skills in educational interventions,
including, for example, citizenship, personal
health, human rights and equality. Knowledge in
these areas can also be considered as universally
applicable to both developed and developing
countries and to all social classes and cultures.
However, LSE has also developed as part
of the response to specific challenges and
risks, including those of the HIV pandemic, as
well as conflict and substance abuse. Certain
psychosocial life skills have been seen as
particularly relevant to dealing with such risks,
creating prioritized sets of ‘content-specific’ life
skills to address particular thematic areas.23 In
practice they are often delivered in combination
with relevant knowledge, as seen in the many LSE
initiatives addressing sexual and reproductive
health, particularly HIV and AIDS, that seek to
develop boys’ and girls’ knowledge of areas
such as puberty and of HIV transmission and
prevention, alongside the skills for boys and girls
to avoid risky sexual activity, increase their selfesteem and self-efficacy, and to respect the rights
of those living with and affected by HIV.
The various risks and challenges faced by an
individual in relation to these identified thematic
areas are dependent on their sociocultural
norms; environmental, socio-economic and
political contexts; age; gender; and individual
circumstances. Thematic LSE, therefore, needs to
reflect these contextual and individual differences,
not just in the knowledge content but in the
psychosocial skills that are identified as most
effective in utilizing that knowledge for positive
behaviour development in relation to the thematic
risks, and how those can best be developed
within a context their attitudinal and behavioural
development pathways.24
There is therefore a very complex mix of aims
within LSE practice, but a common organizing
principle is to distinguish between the generic
and content-specific or thematic approaches. In
practice they are rarely independent and content-

10

specific areas provide the most relevant vehicle for
developing generic skills (see examples in Table
2). However, the complexities of this relationship
and the range of aims under the heading ‘life
skills’ confuses the concept at different levels of
planning and implementation: One review in Africa
stated that “the concept of Life Skills education is
still difficult to grasp in program documents, and
the term ‘Life Skills’ remains imprecise and even
unclear to most actors.”25

Table 2: Examples of how life skills may
be used for different topics26
Topics
Sexual and
reproductive
health and
HIV and AIDS
prevention

How generic life skills may be
used
• Communication skills: Students
can observe and practice ways to
effectively express a desire to not
have sex
• Critical-thinking skills: Students
can observe and practice ways to
analyse myths and misconceptions
about HIV and AIDS, gender
roles and body image that are
perpetuated by the media
• Skills for managing stress: Students
can observe and practice ways
to seek services for help with
reproductive and sexual health
issues

Alcohol,
tobacco and
other drugs

• Advocacy skills: Students can
observe and practice ways to
generate local support for tobaccofree schools and public buildings
• Negotiation/refusal skills: Students
can observe and practice ways to
resist a friend’s request to chew or
smoke tobacco without losing face
or friends

Violence
prevention
or peace
education

• Skills for managing stress: Students
can observe and practice ways to
identify and implement peaceful
ways to resolve conflict
• Decision-making skills: Students
can observe and practice ways to
understand the roles of aggressor,
victim and bystander.

23

 ee, for example, World Health Organization, Skills for Health: Skills-based health education including life skills – An important component
S
of a child friendly/health promoting school, WHO, Geneva, 2003, pp. 10–12.

24
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25
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Information Centre Technical Paper no. 119, 2003.
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3.2	The development of life
skills
An increasing body of evidence points towards
the importance of early childhood experiences
in the development of an individual’s life skills
and attitudes.27 In particular, home and family
environment has been identified as an important
factor in establishing the foundations for
skills, attitudes and values relating to society.
Importantly, the family environment can be
significantly affected by factors such as the level
of life skills and education of parents, the nature
of family relationships and communication within
the family, and levels of household poverty and
material considerations that restrict access to
information and experiences.
Similarly, the social norms of the wider community,
and the social structures in which children
observe, experience, test and internalize those
norms, influence the development of relevant skills
and behaviours. For example, prevailing religious
and cultural attitudes and conventions (e.g.,
reluctance to acknowledge or discuss sexuality
and sexual activity among the young or genderunequal practices) can restrict the opportunities to
develop empowered and responsible behaviours
around these issues. Also, where violence and
discrimination is endemic at home and in the
community, children are more likely to see this
as acceptable behaviour and to imitate it.28 Such
children later find difficulty recognizing these
issues as negative norms, and may need more
opportunity to learn about, discuss and reflect on
alternative patterns of behaviour. Socio-economic
characteristics of the community and wider context
can also influence aspirations concerning wellbeing, employment and life chances.29

The importance of early childhood experiences
in the development of psychosocial skills and
behaviours, as well as cognitive skills, has
attracted much attention to the potential of
early childhood care and education (ECCE)
interventions.30 Existing research (largely from
developed country contexts) suggests that, while
home environments have the most influence on
development, ECCE interventions of sufficient
quality can have considerable impact on
psychological development (as well as physical,
mental and cognitive development), particularly
for disadvantaged children.31 Indeed, a strong
economic case has been put forward for such
programmes on the basis that intervention in early
childhood to overcome inequality and unequal
life chances is more effective and efficient than
tackling these inequalities later in life.32 Equally,
however, the research points to the importance in
having close links to children’s home and social
contexts and the need for continuing support
through primary and secondary education so
that the benefits of early interventions can be
sustained into later life.
The implications for LSE programming is the
extension of at least the psychosocial skills
aspects of interventions into the early childhood
sector, and the need for a holistic approach to LSE
that links across school, home and community.
However, there are clearly age-related issues
concerning some of the thematic areas through
which LSE has been promoted, such as HIV
prevention and sexual and reproductive health.
As these thematic concerns have often been the
primary vehicle for the introduction of LSE,33 the
focus of programmes has largely remained on
primary and secondary education (or on children
of those ages).

27
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As well as thematic content, however, a focus
on primary and secondary education levels in
LSE interventions reflects another important
stream of work relating to adolescence and
life skills development. Although the concept
of adolescence varies between cultures, the
physical changes that occur during puberty
are universal, alongside the construction
of one’s identity, including sexual identity.
Adolescence is a particularly intense period of
change for individuals, not only biologically but
also psychologically and socially; it is a period
when problem-solving, abstract and logical
thinking, introspection, rationalization and moral
development become more sophisticated and
social interactions become more complex.34
This process is critical to how young people will
respond to risky situations and challenges, and
increases the importance of opportunities for
dialogue and supportive environments in which
to navigate and make sense of these changes.
Children living with increased risks and with more
limited support in their home and community may
be even more in need of these opportunities.

3.3

Life skills in education

The Dakar Framework for Action on EFA includes
life skills in two of the six goals: with regard to the
learning needs of young people (Goal 3) and the
essential learning outcomes of quality education
(Goal 6). The rationale for including life skills is
that:
Young people, especially adolescent girls,
face risks and threats that limit learning
opportunities and challenge education
systems. These include exploitative
labour, the lack of employment, conflict
and violence, drug abuse, school-age
pregnancy and HIV and AIDS. Youth-friendly
programmes must be made available to
provide the information, skills, counselling
and services needed to protect them from
these risk.35 
It is asserted that “all young people and adults
must be given the opportunity to gain the
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knowledge and develop the values, attitudes
and skills that will enable them to develop their
capacities to work, to participate fully in their
society, to take control of their own lives and to
continue learning.”36 For some children these
opportunities will be more limited because of their
circumstances of marginalization and need.
With no real consensus on what specific skills
are incorporated under the term ‘life skills’, it is
not surprising that there is no accepted definition
of LSE, which has created difficulties in tracking
progress on the relevant EFA goals, a theme
that is regularly raised in the annual EFA Global
Monitoring Report.
It may be argued that the generic psychosocial
skills identified by UNICEF are a universal and
fundamental aim of quality education, and thus
the responsibility of all teachers and schools.
Elements of a quality education system such as
the interactions between individuals, participatory
and active teaching and learning methodologies
and school environments all support the
development of such skills. CASEL research
suggests that a focus on such elements have
indirect and direct impact on student learning
and school success,37 classroom and school
interventions that make the learning environment
safer, more caring, better managed and more
participatory, and that enhance students’ social
competences, have been shown to increase
student attachment to school. In turn, students
who are more engaged and attached to school
have better attendance and higher graduation
rates, as well as higher grades and standardized
tests scores. The research indicates that
attachment to school and to pro-social teachers
and peers increases the likelihood of students
behaving in pro-social ways themselves and
decreases the prevalence of high-risk behaviours.
Creating more caring and psychologically safe
classroom environments also improves a variety
of students’ social and emotional skills. In
supportive atmospheres, for example, students
feel more comfortable approaching and interacting
with teachers and peers, strengthening their
relationship skills. Unfortunately such elements of

34
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a quality education system are often missing or
severely constrained, and in LSE the psychosocial
skills elements have become primarily linked
to thematic content to address priorities such
as HIV and AIDS, human rights and disaster
preparedness.
The development of life skills is presented in
the Dakar Framework for Action on EFA as a
critical element in quality education, both as an
educational objective in its own right and for
content-related skills to support programmes
on HIV and AIDS and enhance learners’ health
and personal safety.38 While this duality of focus
on both generic and content-related life skills is
present in the broad framework and rationale
for LSE, existing evidence of implementation
indicates that LSE has been largely driven by
specific content areas with related content-specific
life skills.39
The introduction, emphasis and combination of
content areas within national and sub-national
education systems vary according to the identified
social, economic and environmental priorities, but
the most prominent are discussed below.

3.3.1	Life skills-based health
education
Health is a primary concern for all nations and
relates to several Millennium Development Goals
(MDGs) – clean water, sanitation and hygiene;
maternal and infant mortality; and control of HIV,
sexually transmitted infections (STIs) and other
preventable diseases such as malaria. Ill health
contributes to poor attendance, performance and
completion of basic schooling. In all nations there
are additional concerns, such as substance abuse
and risky sexual behaviour, which may contribute
to crime and violence.

Health education has long been a focus of
programmes in both developed and developing
countries, with the emphasis largely on the
provision of information. This approach has
evolved in response to growing understanding of
how social, family and peer influences, individual
experience and social norms can affect the
development of skills, attitudes and behaviours
related to health.40 Since the early 1990s a
growing body of evidence has indicated that
improving access to information may increase
knowledge, but is not sufficient in itself to alter
behaviours affecting health risks.41 Achieving
behavioural change requires programmes to
complement knowledge with a simultaneous
focus on relevant attitudes and life skills, such as
negotiation and refusal, communication and critical
thinking that can help individuals navigate through
interactions and influences and build positive
health behaviours.42
For a number of prominent health issues, such as
HIV prevention, nutrition, sexual and reproductive
health (SRH), early pregnancy, reducing
infections, violence, and substance abuse,
life skills-based health education has become
internationally recognized and promoted. The
FRESH (Focusing Resources on Effective School
Health) framework drawn up by WHO, UNICEF,
UNESCO and the World Bank in 2000 in support
of EFA, for example, identifies skills-based health
education as one of the four core elements to be
implemented simultaneously for effective school
health programming, alongside health-related
school policies, safe water and sanitation, and
school-based health and nutrition services.43
The most comprehensive guidance on such
skills-based health education was issued by
WHO in 2003 in collaboration with a wide range
of partners, including UNICEF.44 It is defined as
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an approach to creating or maintaining healthy
lifestyles and conditions through the development
of knowledge, attitudes and especially skills, using
a variety of learning experiences with an emphasis
on participatory methods. This may provide the
opportunity for young people to be exposed to
different scenarios and explore different choices, to
understand what influences them, what is in their
best interests and how they can make their own
decisions to protect and enhance their own and
others’ health.45

3.3.2	Life skills-based education for
HIV prevention
Perhaps the most prominent and widespread driver
of life skills-based health education, and LSE more
generally, has been in response to HIV and AIDS,
reflecting the priority that this issue has received
in many developing countries. LSBE for HIV
prevention was identified as a key component in
the international response framework for HIV and
AIDS in the late 1990s by the Joint United Nations
Programme on HIV/AIDS (UNAIDS).46 This was
further recognized in the UNGASS Declaration of
Commitment on HIV and AIDS in 2001 with a core
national indicator for assessing the coverage of
school-based LSE for HIV prevention (Indicator
11). Regular national reporting on progress in
developing life skills-based HIV education has
been provided through the biannual UNGASS
Country Progress Reports.47
LSBE for HIV prevention draws heavily on the
aforementioned WHO Skills for Health approach.
WHO provided technical guidance for preventing
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HIV within the framework of Health Promoting
Schools in 1999, in which LSBE is cited among the
range of responses advocated.48 More recently,
comprehensive technical guidance on education
sector responses to HIV and AIDS has been
drafted by UNESCO through the Global Initiative
on Education and HIV and AIDS (EDUCAIDS).49
From this guidance, LSBE approaches are to be
included in the curricula for all epidemic scenarios.
The UNAIDS Interagency Task Team on Education
has also played an important role in promoting life
skills-based HIV education. The team has enabled
consensus to be developed on the education
response to HIV through various publications that
cover issues including HIV prevention, treatment
education, HIV mainstreaming in education, impact
mitigation, protection and care of orphans and
vulnerable children, and responding to stigma and
discrimination. A systematic review of the evidence
from developing countries on effectiveness in
preventing HIV among young people, undertaken
by the UNAIDS Interagency Task Team on HIV and
Young People,50 concluded that there is sufficient
evidence to support widespread implementation
of school-based interventions, incorporating 17
characteristics of effective programmes derived
from research results (see section 3.5.1 below).51
This evidence has informed the development of
guidelines on sexuality education by UNESCO
(2009) with support from UNAIDS, the United
Nations Population Fund (UNFPA), UNICEF
and WHO, which include the rationale52 and
recommended topics and learning objectives.53
Sexuality education is an evolving paradigm for
addressing HIV and SRH health education. It builds

45

See, for example, the modules for ‘Sexuality and Sexual Health’ and ‘Self and Interpersonal Relations’ in UNICEF, CARICOM and EDC,
Health and Family Life Education: Regional curriculum framework for ages 9–14, 2008.

46

Joint United Nations Programme on HIV/AIDS, Learning and Teaching about AIDS at School, UNAIDS Best Practice Collection, 1997;
Joint United Nations Programme on HIV/AIDS, Impact of HIV and Sexual Health Education on the Sexual Behaviour of Young People: A
review update, UNAIDS Best Practice Collection, 1997.
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See <www.unaids.org/en/dataanalysis/monitoringcountryprogress/2010progressreportssubmittedbycountries/> for the current 2010
country progress reports (88 countries have reported on this indicator in 2010) ; and Joint United Nations Programme on HIV/AIDS,
Securing the Future Today: Strategic information on HIV and young people, UNAIDS, 2011.
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World Health Organization, Preventing HIV/AIDS/STI and Related Discrimination: An important responsibility of health promoting schools,
WHO, 1999.
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United Nations Educational, Scientific and Cultural Organization, Practical Guidelines for Supporting EDUCAIDS Implementation (Draft),
UNESCO, 2010.
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Joint United Nations Programme on HIV/AIDS Interagency Task Team on Young People, Preventing HIV/AIDS in Young People: A
systematic review of the evidence from developing countries, UNAIDS, 2006.
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Kirby, D., A. Obasi and B. Laris, ‘The Effectiveness of Sex Education Interventions in Schools in Developing Countries’, in Preventing HIV/
AIDS in Young People, UNAIDS Task Team on Young People, 2006, pp. 103–150.
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United Nations Educational, Scientific and Cultural Organization, International Technical Guidance on Sexuality Education: Volume 1 –
The rationale for sexuality education, UNESCO, 2009.
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United Nations Educational, Scientific and Cultural Organization, International Technical Guidance on Sexuality Education: Volume 2 –
Topics and learning objectives, UNESCO, 2009.
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on the evidence from HIV education and retains
an emphasis on LSBE. While the terminology
is not accepted by all countries, there is a
pronounced shift towards a more holistic approach
to education concerning sexual issues, including
SRH and population. Both the ‘Planeando Tu Vida’
programme developed by the Mexican Institute
for Research on Family and Population (IMIFAP)
and used extensively in Latin America,54 and the
Sexuality Information and Education Council of the
United States (SIECUS) curricula are often cited
examples of this.
The perceived role of the education sector in
preventing HIV has changed internationally
during the past decade. In all contexts, there
is a now a priority on identifying populations
that are most at risk and targeting them with
interventions. In low and concentrated epidemics
(<1 per cent of the 15–49 age group infected),
these are typically injecting drug users, men
who have sex with men, and female sex workers
and their clients. These are not typical profiles
of the school population. Thus, a strong focus
on most-at-risk populations tends to reduce
focus on school-based HIV prevention.
For HIV prevention in Asia, it was proposed by
UNICEF, UNESCO and UNFPA in 200855 that
adolescents and young people engaging in
high-risk behaviours should be the main priority;
followed by adolescents and young people who
are more vulnerable to start engaging in highrisk behaviours. For this second priority group,
which includes young migrants, young people
living on the street and out-of-school young
people, a wider, less HIV-specific approach was
recommended, focused on improving the safety
of their direct environment. This could be, for
example, by providing safe spaces to stay and
education or vocational training opportunities.
HIV-related messages could be mainstreamed and
integrated into wider social support programmes.
A large majority of people in the age group up
to 24 years old are at low risk and low levels
of vulnerability to HIV infection: many are in
the younger age groups. It was proposed that
HIV prevention information and skills for them

54

55

should be considered only after the first groups
have been sufficiently covered, or if prevention
information and skills can be integrated at low
or no cost – for example, as part of broader
adolescent reproductive health programmes. For
the large majority of young people – who are living
in very low HIV prevalence areas, do not have
risk behaviours, live in relatively stable families,
work and/or attend school – HIV- and AIDS-related
awareness messages could be integrated into
school curricula at low or no cost. Responses that
are integrated in the community (i.e., youth union
activities, scouts, and youth clubs) or via the mass
media could be considered as part of a wider
package of ‘adolescent health and development’.
In generalized epidemics (>1 per cent HIV
prevalence in the 15–49 age group), particularly
those in East and Southern Africa, there remains
a strong case for school-based HIV prevention
education as a component of the national
response. For example, a meta-analysis revealed
that among 22 studies of school-based prevention
education programmes in low- and middle-income
countries, 16 were determined by WHO and
others to significantly delay sex, reduce frequency
of sex, reduce number of partners, increase use
of condoms or contraceptives, and decrease
frequency of unprotected sex.56 In another metaanalysis of 30 studies in developing countries,
peer education interventions were significantly
associated with increased HIV knowledge,
reduced equipment sharing among injection
drug users, and increased condom use, but peer
education programmes had a non-significant effect
on STIs; the meta-analysis indicates that peer
education programmes in developing countries
are moderately effective at improving behavioural
outcomes but show no significant impact on
biological outcomes.57 Further research is needed
to establish effective methods of evaluating
effectiveness and attributing causality.
Moreover, there are limits to the impact LSE
can have on prevention, particularly where
children and young people are living in high-risk
environments. A recent randomized control trial
suggests that cash transfers to schoolgirls based

Pick, S., ‘Sexuality and Life Skills Education: A multi-strategy intervention in Mexico’, American Psychologist, vol. 58, no. 3, 2003, pp.
230–234. 55 
 nited Nations Children’s Fund; United Nations Educational, Scientific and Cultural Organization; and United Nations Population Fund,
U
‘Responding to the HIV Prevention Needs of Adolescents and Young People in Asia: Towards (cost-) effective policies and programmes’,
Bangkok, 2008.
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Global HIV Prevention Working Group, ‘Behavior Change and HIV Prevention: (Re) Considerations for the 21st century’, 2008.
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Medley, A., et al., Effectiveness of Peer Education Interventions for HIV Prevention in Developing Countries: A systematic review and
meta-analysis, 2009
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on their attendance meant they were less likely
to be infected with HIV, to have an older male
partner, and to have sexual intercourse once
per week.58 There is also evidence that simply
attending school and reaching a higher level of
education reduces the risk of HIV infection.59 This
underlines the need for outreach to marginalized
children and young people who are not attending
formal school.

3.3.3	Human rights, citizenship and
social cohesion
Both the Universal Declaration of Human Rights
and the Convention on the Rights of the Child
(CRC) identify explicit and fundamental roles for
education in the promotion and respect for human
rights, tolerance and peace (see Figure 1).

The emphasis here is not only on factual
awareness of rights and identifying where these
are exploited or restricted, but how individuals’
and groups’ attitudes and behaviours towards
these rights and values are internalized and
enacted through interactions with one another.
The development of inter- and intra-personal
skills60 that enable individuals to avoid potentially
abusive or exploitative relationships, cooperate
with others and resolve conflict peacefully have
thus become a pillar in educational responses to
rights commitments.61
Of course, the challenges to the protection and
promotion of rights, the types of rights abuses
and exploitation experienced by different
sections of society, and the potential avenues
and priorities for acknowledging and claiming
rights are dependent on the specific cultural,

Figure 1: T
 he links between human rights and education in international rights
documents
Universal Declaration of Human Rights, article 26(2):
Education shall be directed to the full development of the human personality, and for the strengthening of
respect for human rights and fundamental freedoms. It shall promote understanding, tolerance and friendship
between all nations, racial or religious groups, and shall further the activities of the United Nations for the
maintenance of peace.
Convention on the Rights of the Child (1989), article 29:
States Parties agree that the education of the child shall be directed to:
(a) The development of the child’s personality, talents and mental and physical abilities to their fullest level;
(b) The development of respect for human rights and fundamental freedoms, and for the principles
enshrined in the Charter of the United Nations;
(c) The development of respect for the child’s parents, his or her own cultural identify, language and values,
for the national values of the country in which the child is living, the country from which he or she may
originate, and for civilizations different from his or her own;
(d) T
 he preparation of the child for responsible life in a free society, in the spirit of understanding, peace,
tolerance, equality of sexes and friendship among all peoples, ethnic, national and religious groups and
persons of indigenous origin;.
(e) The development of respect for the natural environment.
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Baird, S.J., Garfein, et al., ‘Effect of a Cash Transfer Programme for Schooling on Prevalence of HIV and Herpes Simplex Type 2 in
Malawi: A cluster randomised trial’, The Lancet, Early Online Publication, 2012.
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Global Campaign for Education, ‘Learning to Survive: How education for all would save millions of young people from HIV/AIDS’, 2004.
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 hese skills include inclusion, active listening, communication, cooperation, negotiation, mediation, advocacy, self-awareness, empathy
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and problem-solving, according to the International Institute for Educational Planning and the United Nations Educational, Scientific
and Cultural Organization, ‘Education for Life Skills: Peace, human rights and citizenship’, in Guidebook for Planning Education in
Emergencies and Reconstruction, International Institute for Educational Planning and United Nations Educational, Scientific and Cultural
Organization, 2006.
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Sinclair, M., Learning To Live Together: Building skills, values and attitudes for the twenty-first century, United Nations Educational,
Scientific and Cultural Organization International Bureau of Education; and United Nations Educational, Scientific and Cultural
Organization International Bureau of Education and GTZ, Learning to Live Together: Design, monitoring and evaluation of education for
life skills, citizenship, peace and human rights, UNESCO IBE and GTZ, 2008.
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social, political and economic context. A wide
array of different thematic programmes has
thus emerged in response to varying contexts,
carrying forward different emphases and
combinations of life skills considered relevant
to the focus of the programme. In a recent
guidance document on education for life skills,
citizenship, peace and human rights, Deutsche
Gesellschaft für Internationale Zusammenarbei
(GIZ) and UNESCO identified a number of
broad trends among these programmes.62
•

In conflict-affected areas the focus
has been on the promotion of conflict
resolution and peace education to
enhance the understanding between
groups and facilitate reconciliation and
peace-building;

•

In post-conflict and fragile contexts, peace
education and social cohesion may form
the basis for the rebuilding of societies and
national identities that promote tolerance,
mutual understanding and respect for
diversity, as well as the basis to avoid a
recurrence of conflict;

•

For countries with a history of human
rights abuses and oppression, the focus
may be on stressing human rights,
toleration and respect for diversity;

•

Where populations have suffered from
political repression, an emphasis on
democratic citizenship, participation and
civil society is often apparent;

•

Countries with a history of widespread
corruption and weak rule of law have
stressed the values, behaviours and skills
required for good governance;

•

In societies at peace there has been
an emphasis on the need to enhance
constructive and active citizenship among
young people;

•

Where there are specific concerns
regarding interpersonal pressures on youth
that contribute to vulnerability to violence,
drug abuse, HIV infection, etc., responses
incorporate a more specific focus on life

skills to reduce risky behaviours among
young people (as discussed in the
previous sections).
Recent efforts by the UNESCO International
Bureau of Education, in collaboration with GTZ
(now GIZ) have attempted to draw these various
types of programmes together under the broad
term Learning to Live Together.63 The guide
that has been produced under this title, while
recognizing the different thematic emphases of
such programmes, provides a stronger framework
to reflect the cross-cutting focus on interpersonal
relations and behaviours, and the LSBE
components that seek to support or shape these in
certain ways.64

3.3.4	Disaster risk reduction and
environmental protection
The role of education to prepare children to
manage their response to disasters and to take
a role in the preparedness and resilience of their
communities has emerged as a concern over
recent years, with several interventions and
projects focusing on children’s role in DRR.65 It is a
thematic area that also recognizes the importance
of a range of skills in communication, critical
thinking and awareness. UNICEF has incorporated
this strongly in its 2010 document addressing
principles, concepts and standards for LSE,
stating: “by addressing these concerns across the
emergency spectrum (preparedness, response,
recovery and development) life skills education
can contribute to averting future emergencies
as well as promoting individual and community
resilience and mitigating impact in the aftermath of
an emergency.”66
The DRR discourse, in connection with climate
change issues, particularly adaptation and
mitigation, incorporates the growing awareness
of environmental threats to agriculture, water
and land stability. Climate change, the study of
environmental science and the impact of human
behaviours on the environment, at the global or
local levels, have been introduced into school
curricula in different modalities, including as part of
some LSE initiatives.
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Ibid.
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Ibid; and Sinclair, M., Learning To Live Together, 2004.
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See, for example, Plan International and World Vision, Children on the Frontline: Children and young people in disaster risk reduction,
2009; and Save the Children, Child-led disaster risk reduction: A practical guide’, 2008.
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United Nations Children’s Fund, Life Skills Learning and Teaching: Principles, concepts and standards, UNICEF, 2010, p.10.
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3.4	UNICEF and life skills
education
UNICEF has had a significant role in LSE
development and initiatives at both national and
international levels. A global stocktaking exercise
in 2006/07 to assess progress in LSE at country
levels found 156 countries with UNICEF-supported
LSE activities, of which 145 had integrated LSE
into the curriculum at primary and/or secondary
levels, and 70 had made LSE a compulsory
subject.67 It is evident from the range of different
thematic areas under which these LSE activities
have been introduced across countries and
regions, that UNICEF-supported LSE activities
reflect both the adaptation of LSBE to local
priorities and the difficulties involved in defining
and shaping a specific LSE concept across such
a broad range of different programmes. This
is further supported by the global evaluation of
UNICEF’s CFS initiative (2009), which found
considerable variation in how LSE was being
implemented in different countries.68

Table 3: T
 hematic areas of LSE
interventions from the 2007
UNICEF stocktaking exercise
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Region

Main thematic focus where
life skills-based education
has been incorporated

Central and Eastern
Europe and the
Commonwealth of
Independent States

HIV and AIDS, the
environment, health, hygiene,
conflict, drugs, emergencies,
rights, citizenship, and others

East Asia and the
Pacific Islands

Health, HIV and AIDS and drug
use

Eastern and
Southern Africa

HIV and AIDS, peace
education, and gender

Middle East and
North Africa

HIV and AIDS, peace
education, gender

South Asia

Environment, peace-building,
gender, reproductive health
and rights, HIV and AIDS, and
drug use

Americas and the
Caribbean

HIV and AIDS, violence,
gender

Western and Central
Africa

HIV and AIDS, peace
education, gender

Building on the stocktaking exercise, and in
collaboration with a wide range of partners, in
2010 UNICEF attempted to establish principles,
concepts and standards for LSE.69 A list of relevant
theoretical frameworks was drawn up, but not
discussed in detail in relation to the acquisition of
life skills. These include behaviourism, cognitivism,
constructivism, humanism, social learning theory,
problem-behaviour theory, social convention theory
and outcomes-based learning. While there is
conceptual overlap among these theories, there is
also some significant divergence in perspectives.
This suggests that LSE currently lacks a clearly
articulated and empirically evidenced theory of
learning in institutional settings, and that the
opportunity to analyse and put forward a clearer
relationship between life skills and learning theory
(or theories) was not realized in this exercise.
UNICEF does, however, have important existing
frameworks, most notably CFS, that are closely
aligned to LSE, which have the potential to
reinforce and mutually support the development of
holistic and rights-based approaches to LSE.

3.4.1	Life skills, child-friendly
schools and human rightsbased approaches
UNICEF has elaborated strategies and programme
materials that are associated with CFS as well as
the integration of a human rights-based approach
(HRBA) to education for all. These approaches are
complementary and, to some extent, overlapping,
with the main aims and tenets of LSE.
UNICEF’s CFS framework (which is presented in
the life skills section of its main website70) sets out
child-centred approaches to the organization of
teaching and learning in order to promote quality
education for all children in schools. The CFS
framework operationalizes the substantive right to
education ensured by international human rights
standards. The CFS framework also transforms
into guidelines the primary pillars of the CRC,
which are survival and development, nondiscrimination, participation and the best interest
of the child.
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United Nations Children’s Fund, ‘Stocktaking of Life Skills-Based Education’, UNICEF Occasional Paper, 2007.
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United Nations Children’s Fund, ‘Life Skills: Child-friendly schools’, web page, 2006, http://www.unicef.org/lifeskills/index_7260.html,
accessed July 2011.
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Figure 2: Qualities of a rights-based, child-friendly school71
1. Reflects and realizes the rights of every child – cooperates with other partners to promote and monitor the
well-being and rights of all children; defends and protects all children from abuse and harm (as a sanctuary), both
inside and outside the school.
2. Sees and understands the whole child, in a broad context – is concerned with what happens to children
before they enter the system (e.g., their readiness for school in terms of health and nutritional status, social and
linguistic skills), and once they have left the classroom – back in their homes, the community and the workplace.
3. Is child-centred – encourages participation, creativity, self-esteem and psychosocial well-being; promotes a
structured, child-centred curriculum and teaching-learning methods appropriate to the child’s developmental level,
abilities and learning style; and considers the needs of children over the needs of the other actors in the system.
4. Is gender sensitive and girl-friendly – promotes parity in the enrolment and achievement of girls and boys;
reduces constraints to gender equity and eliminates gender stereotypes; provides facilities, curricula and learning
processes that are welcoming to girls.
5. Promotes quality learning outcomes – encourages children to think critically, ask questions, express their
opinions and learn how to learn; helps children master the essential enabling skills of writing, reading, speaking,
listening and mathematics, and the general knowledge and skills required for living in the new century – including
useful traditional knowledge and the values of peace, democracy and the acceptance of diversity.
6. Provides education based on the reality of children’s lives – ensures that curricular content responds to
the learning needs of individual children as well as to the general objectives of the education system and the local
context and traditional knowledge of families and the community.
7. Is flexible and responds to diversity – meets differing circumstances and needs of children (e.g., as
determined by gender, culture, social class and ability level).
8. Acts to ensure inclusion, respect and equality of opportunity for all children – does not stereotype,
exclude or discriminate on the basis of difference.

9. Promotes mental and physical health – provides emotional support, encourage healthy behaviours and
practices, and guarantees a hygienic, safe, secure and joyful environment.
10. Provides education that is affordable and accessible – especially to children and families most at risk.

11. Enhances teacher capacity, morale, commitment and status – ensures that its teachers have sufficient
pre-service training, in-service support and professional development, status and income.
12. Is family focused – attempts to work with and strengthen families, and helps children, parents and teachers
establish harmonious, collaborative partnerships.
13. Is community-based – strengthens school governance through a decentralized, community-based approach;
encourages parents, local government, community organizations and other institutions of civil society to participate
in the management as well as the financing of education; and promotes community partnerships and networks
focused on the rights and well-being of children.

UNICEF’s language around the CFS framework
suggests that it considers this to be the ‘solution’
to the integration of the rights-based approach to
programming – which is being promoted throughout
the United Nations system as well as with
development agencies. To support the technical
and practical implementation of this approach, the
manual on CFS was co-produced by UNICEF and
United for Children in 2009.
Earlier in 2007, UNICEF co-produced with
UNESCO ‘A Human Rights-Based Approach to

Education for All: A framework for the realization
of children’s right to education and rights
within education’.72 This resource reflected
more closely the core, universal principles of
the HRBA developed in accordance with the
Common Understanding document of the United
Nations.73 The HRBA places special emphasis
on the inclusion of human rights standards and
human rights values in programme planning and
implementation processes. These human rights
values include: non-discrimination and equality;

71

Adapted from United Nations Children’s Fund, Child-Friendly Schools Manual, UNICEF, 2009.
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United Nations Children’s Fund and United Nations Educational, Scientific and Cultural Organization, A Human Rights-Based Approach
to Education, UNICEF and UNESCO, 2007.
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United Nations Development Group, ‘The UN Statement of Common Understanding on Human Rights-Based Approaches to
Development Cooperation and Programming’, web page, 2003, available at <http://hrbaportal.org/?page_id=2127>.
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being replaced by UNICEF with ‘school positive
behaviour management programming’, which
carries with it an element of student compliance
rather than promoting children’s rights.74

participation and inclusion; and accountability.
HRBA-reflective programming also prioritizes
working with the most vulnerable populations.
HRBA emphasizes the empowerment of rights
holders to know and claim their rights and
the capacity development of duty bearers
to fulfil their obligations. HRBA requires that
all programming be carried out in a manner
that is mindful of state commitments to
international human rights treaties, such as the
CRC, which implies that both rights holders
(children and their parents) and duty bearers
(parents, teachers, school staff and educational
planners) be informed of such standards.
Active participation and empowerment of young
people can be seen as fundamental to LSE,
which, again, may challenge traditional views and
educational cultures. For example, the term ‘childfriendly schooling’ was rejected by the teaching
force in Barbados as undermining teachers’ rights,

CFS strategies have similar characteristics with
LSE programmes, and indeed, the qualities
of a child friendly school (Figure 2) have
aspects of LSE in many areas, for example:
social and linguistic skills; the encouragement
of participation, creativity, self-esteem and
psychosocial well-being; the encouragement of
critical thinking, asking questions and expressing
opinions; and the encouragement of encouraging
healthy behaviours and practices and the
guaranteeing of a hygienic, safe, secure and joyful
environment. However, despite these significant
overlaps in principles and implementation aims,
there has been no attempt to integrate or develop
practical guidance on how these two key UNICEF
concerns might work more coherently together.

Table 4: Intervention logic
Logic chain

Goals

Young people adopt safer and more
positive behaviours that reduce risks
to their health and life chances

1. Outcomes to goals
• Peer, family and societal norms do not undermine positive
behaviours
• LSE reaches a critical mass of students

Outcomes

Students gain and sustain:
• Knowledge to avoid risks
• Skills and self-esteem that
empower them in risk situations
• Positive attitudes to managing
risk in their life

2. Output to outcomes
• Knowledge and skills are perceived as relevant by students
• Complementarity of knowledge and other skills
• Classroom practices build self-esteem and psycho-social
skills
• School environment contributes to personal development

Outputs

LSE teaching:
• Covers psychosocial skills
• Includes relevant knowledge
• Is age appropriate
• Has appropriate materials
• Reaches critical numbers of
students

3. Inputs to outputs
• Inputs (teachers, teaching and learning materials) reach
the schools
• Teachers are personally and professionally equipped to
deliver psychosocial skills and sensitive subject knowledge
• Curriculum time is adequate to cover curriculum
• Curriculum is relevant to students’ needs and psychological
readiness
• Participatory methodologies can be introduced despite
systemic constraints in education sector
• Supportive school leadership and management

Inputs

Teachers: Selection, training and
deployment
Curriculum
• Knowledge
• Skills
Curriculum time
Teaching and learning materials
• Classroom activities

74
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Assumptions (numbers 1–3 correlate with numbered
arrows in Figure 3)

Level

United Nations Children’s Fund, ‘Terms of Reference Evaluation of the Impact Of the Child-Friendly School Approach In the Eastern
Caribbean’ UNICEF, 2011.
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Figure 3: Intervention logic

Positive behaviour to reduce risk
1

1

Risk

1

Constraining peer, family and social
norms, structural and contextual
limitations.

Goal
Attitudes
Knowledge

Outcomes

Skills
2

2

2

Specific needs of vulnerable groups,
unsupported school environment,
constraining peer, family and
societal norms.

LSE teaching
3

Outputs

Inputs

Overcrowded classrooms, insufficient
teacher numbers, untrained teachers,
low student enrolment/completion,
unsupportive school leadership

Materials, teachers, curriculum

3.5	Implementation of life skills
education
3.5.1 Logic of interventions
The intervention logic is explicit in most countries,
essentially as shown in Table 4, which also shows
some of the assumptions of the logic chain.
These are less explicitly stated and suggest areas
where implementation may threaten the results
chain. These risks are elaborated in the analytical
framework (Figure 3).

3.5.2	Design of interventions
On the national scale, reviews of LSE
interventions highlight the need for political

commitment and coordination from a range
of ministries, donor agencies and other
regional and national programmes.75 Where
the LSE initiative incorporates national
political priorities it is reasonable to assume
that political and wider public commitment
can be mobilized. This was the case in many
countries of sub-Saharan Africa where LSE
developed in response to the HIV pandemic.
Evidence confirms the positive effect of the
involvement of national leadership from the
planning stages, advocating to and listening
to communities and contributing to building
commitment and priority for LSE programmes,
particularly in the face of cultural sensitivities
around issues such as sexual and reproductive
health.76 This is critical to sustainability and
improving the relevance of programmes.
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National-level leadership, however, must be
supported at a local level through the involvement
of students, parents and the wider community
at all stages of the programme. As mentioned
above, the development of appropriate life skills
and behaviours is influenced by social and cultural
influences, both inside and, more significantly,
outside the classroom. Strong linkages to families
and wider communities are thus important to
build a supportive and conducive environment
for school-based interventions and to ensure
relevance, sustainability and effectiveness.77 The
WHO Skills for Health document also recognizes
the importance of coherent and coordinated
approaches, incorporating related school initiatives
such as school health programmes, and based on
contextual lessons from pilot projects that can be
scaled to national levels.78
Reviews of programme evaluations79 suggest
at least 14 hours of teaching is needed per
academic year for LSE-focused HIV prevention
interventions, although some intense programmes
have used small groups, and subsequent booster
sessions to sustain outcomes. These reviews
also note the importance of focusing on clear and
articulated behavioural goals, providing medically
accurate information, personalizing and continually
reinforcing key messages, and introducing
practical skills and examples for dealing with
social pressures or specific situations. The need
for programmes to be age appropriate and
relevant to the learner’s situation is emphasized.
The UNAIDS Interagency Task Team on HIV
and Young People has undertaken a systematic
review of the evidence from developing countries
on preventing HIV among young people.80 Citing
strong evidence that school-based life skills-based
programmes have reduced sexual risk behaviour
and increased HIV and AIDS-related knowledge,
it identified 17 characteristics of effective
programmes (Table 5).
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Out-of-school youth are targeted by a wide
range of non-formal interventions, which is an
area of primary concern for many developing
countries reflecting social and economic
problems and risks to national development.
This is compounded by low enrolment and
attendance at secondary level, where young
people who are entering adolescence are missing
LSE opportunities. Marginalized or vulnerable
groups are, by definition, difficult to involve in
appropriate educational provisions, and nonformal interventions seek to meet this challenge
where formal schooling has not. However, LSE
interventions targeting out-of-school youth “are
still sporadic and based on NGOs’ goodwill.”82
Non-formal interventions and programmes often
fall outside any established LSE supervision
and coordination mechanisms at national and
even local levels, being outside the government
support system.83 Innovative activity may be
taking place in these contexts, but keeping track
of these activities and monitoring their outputs and
outcomes remains a very significant challenge.

3.5.3 Life skills and curriculum
LSE reflects a shift in the conceptualization of the
curriculum as it broadens the range and nature of
competencies to include not only knowledge and
skills but also behaviour, attitudes and values.
The point of departure in UNICEF guidance84 on
developing the LSE curriculum is identifying and
achieving agreement on learning outcomes, with
clear impact goals. The second stage is to develop
objectives in order to achieve the goals identified.
This is to be done through a process that includes
an analysis of risk and protective factors, prior
knowledge and aptitudes. The third step involves
the translation of these goals and objectives into
measurable learning outcomes. This reflects
a ‘product approach’ to the curriculum, which
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Table 5: Characteristics of effective curriculum-based programmes81
Developing the curriculum

Content

Implementation

1. Involve multiple people with different
backgrounds in theory, research and
sex/ HIV education.

Curriculum goals and objectives

1. Secure at least minimal
support from appropriate
authorities, such as ministries
of health, school districts or
community organizations.

2. Assess relevant needs and assets of
target group.

2. Focus narrowly on specific
behaviours leading to these
health goals (such as abstaining
from sex or using condoms or
other contraceptives); give clear
messages about these behaviours;
and address situations that might
lead to them and how to avoid them.

2. Select educators with desired
characteristics, train them, and
provide monitoring, supervision
and support.

3. Use a logic model approach to
develop the curriculum that specifies
the health goals, the behaviours
affecting those health goals, the risk
and protective factors affecting those
behaviours, and the activities addressing
those risks and protective factors.

3. Address multiple sexualpsychosocial risk and protective
factors affecting sexual behaviours
(such as knowledge, perceived
risks, values, attitudes, perceived
norms and self-efficacy).

3. If needed, implement activities
to recruit and retain youths
and overcome barriers to their
involvement (for example,
publicize the programme, offer
food or obtain consent from
youths or parents).

4. Design activities consistent with
community values and available
resources (such as staff time, staff skills,
facility space and supplies).

4. Create a safe social environment
in which youths can participate.

4. Implement virtually all activities
as designed.

5. Pilot-test the programme.

5. Include multiple activities to
change each of the targeted risk
and protective factors.

1. Focus on clear health goals,
such as the prevention of STIs and
HIV and/or pregnancy.

6. Use instructionally sound
teaching methods that actively
involve participants, that help
participants personalize the
information and that are designed
to change each group of risk and
protective factors.
7. Use activities, instructional
methods and behavioural messages
that are appropriate to the culture,
developmental age and sexual
experience of the participants.

8. Cover topics in a logical
sequence.
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derives from the work of Tyler85 and sets out four
principles:
•

Define the purposes of the curriculum;

•

Define the educational experiences
related to the purposes;

•

Define the organization of these
experiences; and

•

Define the evaluation of the purposes.

In this curriculum model, carefully predetermined
objectives lead to the appropriate selection of
content to be taught, as well as teaching methods
to meet the needs of learners and the capabilities
of teachers. The product approach is usually
discipline- or theme-based. It is a model that has
been influential and is widely used in education
systems where there is a shortage of adequately
trained teachers. Its merits include a systematic
and transparent approach, but care must be
exercised to avoid an overly prescriptive attitude
towards the learning outcomes.
A contrasting approach to the curriculum is a
‘process approach’, which emphasizes activities
and the very process of learning, including critical
thinking and reflection.86 It involves student choice
control, and content may be negotiated. While
this approach appears to be more congruent with
the aims of LSE, in terms of curriculum design
(and pedagogy), it is challenging, especially in
developing countries with limited resources and
professional capacity.
Different curriculum modalities are taken to
deliver LSE: it may be integrated into the
curriculum, be included as a stand-alone subject,
or offered as a co-curricular activity. An integrated
approach infuses life skills across the curriculum
or delivers specific topics and content through
carrier subjects, such as science and sport. As a
stand-alone subject, topics may include a range
of psychosocial skills and thematic content, for
example: interpersonal relations, health, sex
education and HIV prevention, and environmental
protection.87 The integrated approach may be
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seen as more efficient in many ways; however,
UNICEF has highlighted that with some content
areas, especially HIV prevention, there is a risk
that subject teachers are inadequately equipped
in their own knowledge, attitudes and skills to
teach effectively and with confidence.88
The information, attitudes and skills that comprise
the programme content need to be relevant to
the health-related risks and protective behaviours
of learners.89 Successful programmes have
a planned and sequenced curriculum across
primary and secondary school, incrementally
adjusted to the age and stage of the learner.90
Senderowitz and Kirby list the following standards
for curriculum content and approach in relation to
HIV and sex education:
•

Incorporate a means to assure a safe
environment for participating and
learning;

•

Focus on clear health goals in
determining curriculum content, approach
and activities;

•

Focus on specific behaviours that lead to
or prevent unintended pregnancy, STIs
and HIV;

•

Address multiple risk and protective
factors affecting sexual behaviours;

•

Include multiple activities to change each
of the targeted risk and protective factors;

•

Incorporate instructionally sound and
participatory approaches;

•

Use activities, messages and methods
that are appropriate to the culture, age
and sexual experience of targeted
populations;

•

Address gender issues and sensitivities
in both the content and teaching
approach;

•

Cover topics in a logical sequence; and

•

Present information that is scientifically
and medically accurate.

85

Tyler, R.W., Basic Principles of Curriculum and Instruction, 1949.

86

Stenhouse, L., Process Model of the Curriculum, 1974.

87

See, for example, CARICOM and UNICEF (2005), Curriculum Framework for Health and Family Life Skills.

88

United Nations Children’s Fund, ‘Life skills: The case against integration’, web page, available at <www.unicef.org/lifeskills/index_8761.
html>, accessed July 2011.

89

World Health Organization, Skills for Health, WHO, 2003.

90

 iendrebéogo G., S. Meijer and G. Engleberg, ‘Life Skills and HIV Education Curricula in Africa’, 2003; Senderowitz, J., and D. Kirby,
T
‘Standards for Curriculum-Based Reproductive Health and HIV Education Programs’, 2006.

Global Evaluation of Life Skills Education Programmes

As the UNICEF stocktaking report highlights,91
LSE cannot be described in terms of curriculum
content only. There is a ‘hidden curriculum’ that
can either support or undermine the goals of
LSBE and is a powerful determinant of what
young people learn and do. The experiences,
interactions and environmental context to which
learners are exposed within the school contribute
to this ‘hidden curriculum’. CFS recognizes many
of these aspects and is a crucial UNICEF strategy
that articulates these considerations.

willing to develop) and demonstrate the same
range of effective life skills as their students are
intended to learn. Teachers need to be able to
withhold judgement and listen to different opinions,
gaining the trust of their students so that they feel
comfortable expressing themselves, knowing that
what they discuss remains confidential. Teachers
also need to be able to continue to re-examine
their own attitudes and values, developing an
awareness and objectivity of life issues in specific
sociocultural contexts.95

There is a danger of failing to recognize the
structures and outside influences affecting young
people, and the knowledge, vulnerabilities and
assets they bring into the classroom.92

In addition, proposed methods for assessment
of learning outcomes96 also show a variety of
approaches, many of which differ from traditional
methods and need additional support to equip
teachers with the relevant formative and
summative assessment skills:

3.5.4 Life skills and pedagogy
It is frequently stated, including in UNICEF
guidance,93 that LSE involves the use of interactive
and participatory teaching and learning methods,
and experiential and activity-centred pedagogy.
Examples of interactive learning activities include:
class discussion, brainstorming, role play, games
and simulations, case studies, debate and
storytelling. This range of activities also helps to
develop life skills,94 and is closely related to selfexpression, promotion of emotional intelligence,
empathy, interpersonal communication,
cooperation, negotiation, examining or analysing
different perspectives, constructive argument and
problem-solving. At the same time the activities
are used to explore and develop content-related
knowledge, attitudes and skills. They bring new
information into the classroom for young people to
engage with, as well as enable them to draw on
their own experiences.
Using these methods, teachers are facilitators of
learning and important actors in the environments
for young learners, acting as role models and
encouraging and empowering the students
they work with. The implication is that teachers
of LSE themselves must be equipped with (or

•

Knowledge: e.g., multiple-choice
questions or poems, essays, posters;

•

Attitudes: through scalar attitude
measurement tools, open-ended
questions and closed questions;

•

Skills: through close-ended questions,
role plays and simulations, case study
analysis, checklists;

•

Behavioural intent: through close-ended
questions, case studies, simulations,
checklists, etc.

Thus there are implications for the identification
and recruitment of suitable teachers to deliver
LSE,97 and for professional support and training,
both at pre-service and at in-service/continuous
professional development level.98
As with the hidden curriculum, pedagogy in
schools is influenced by a range of factors. Based
on research in relation to quality education and
EFA in Indian schools, for example, Alexander
identifies a framework for pedagogy as ideas,
and as practice. Pedagogy as ideas includes:
“‘enabling’ ideas (on students, learning, teaching
and curriculum), ‘formalising’ ideas (on policy and
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schooling) and ‘locating’ ideas (on culture, self,
and identity).” Pedagogy as practice includes
“the teaching act itself (comprising task, activity,
interaction, judgement), the form that teaching
typically takes (lesson), and the contextual and
policy frame (space and resources, student
organisation, time, curriculum, routine, rule and
ritual) within which the act of teaching is set.”99
Thus it is likely that, given the traditional, didactic
approach to teaching and learning in many
developing countries, the pedagogy required for
effective LSE will be difficult for individual teachers
to develop and apply. It is likely to challenge, and
be undermined by, prevailing and entrenched
approaches. A more focused and defined
pedagogical framework for learning and teaching
is therefore suggested as the starting point of any
educational process, with clarity about which skills
should be taught as life skills, why these skills are
chosen, and how they should be taught.100

3.6	Monitoring and evaluation
of life skills education
At an international level, the monitoring and
evaluation (M&E) of LSE has largely been
confined to issues of quantitative coverage under
the thematic area of HIV and AIDS through the
UNGASS indicator 11: “The percentage of schools
that provided life skills-based HIV education in
the last academic year.”101 In the last national
reporting round against the UNGASS (HIV and
AIDS) indicators in 2010, 88 countries provided
data against indicator 11 using the latest data
available and these reports presented a significant
degree of variation within and across regions.102
UNGASS has recognized some difficulties in
the interpretation and comparability of indicator

99
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11 due to different contexts of enrolment.103
Further limitations have also been raised
around its validity, with one recent international
non-governmental organization (INGO) report
suggesting that the wide variations in coverage
reflect confusion among countries regarding the
definition of what LSE covers, and the broad
range of data sources used, ranging from national
demographic and health surveys to small scale
evaluations of pilot projects.104 This report also
states that:
First, the results are biased as they depend
on self-reporting and, second, it gives no
indication of how many teachers have been
trained, the proportion of students who
have been taught life skills or the format this
teaching has taken. Uganda, for example,
has reported that 100% of their schools are
teaching life skills, while Kenya recently
reported 5%.105
While some of this criticism is somewhat
misplaced with respect to indicator 11 (UNGASS
stress in their own reporting that indicator 11 is
“a measure of coverage. The quality of education
provided may differ by country and over time”106),
it does reflect some of the wider gaps in the M&E
of LSE interventions across all thematic areas,
relating to both the quality of implementation and
the impact of LSE on young people’s skills and
behaviours.107 Even with this caveat the UNGASS
reporting assumes that all LSE covers HIV and
AIDS, and so is relevant to their concerns.

3.6.1	Challenges of measuring the
effectiveness of LSE
Challenges of measuring the effectiveness of
LSE arise, in part, from the lack of an agreed
definition,108 but also from the difficulty of
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measuring not only knowledge, but skills,
attitudes and (most challengingly) behaviours.109
These are complex and abstract outcomes,
as opposed to basic skills110 for which there
is more experience of assessment.
Life skills are not static but evolving, with
a dependence on family and gender; any
measure therefore needs to “take into account
disparities in social background, gender and
the labour market, as well as national and
international cultural variations.”111 Measuring
the effectiveness of LSE necessitates identified
measurable outcomes – the skills, attitudes,
values and behaviour, with appropriate
process indicators. Moreover, monitoring
and assessment has to be able to assess all
the areas as well as the LSE methodology
– the context as well as the outputs.112
In addition to measuring behaviour through
individual achievements, indicators should also be
holistic and take into account values such as living
together; respect for and tolerance of differences
and diversity; active participation in community,
group, work and social life; living and working
in dignity; and making informed decisions. Few
tools or frameworks exist, however, that are able
to capture and meaningfully evaluate progress in
such areas. This is consistently highlighted as one
of the key weaknesses in LSE programming, with
very little evidence of systematic M&E at national
or local levels.113

3.6.2	Life skills standards,
benchmarks and indicators
UNICEF guidelines
UNICEF has developed comprehensive guidelines
for M&E processes for CFS114 as well as
developing standards and benchmarks for LSE. In
the Life Skills Learning and Teaching: Principles,
concepts and standards document, UNICEF
109

110

suggests that continuous assessment is one of
the most effective ways of measuring long-term
LSE, or the pre/post-test model of assessment for
short-term programmes. Programme evaluation is
also mentioned as a way to measure how learning
is applied. The standards (Figure 4), which are
broken down into benchmarks, give a framework
for creating indicators that measure process and
aid in the design of effective programmes.

Figure 4: Quality standards for LSE115
Standard 1. O
 utcomes: LSE is needs-based
(that is, child-centred)
Standard 2. Assessment: Life skills learning is
results-based;
Standard 3. Activities: Life skills learning is
knowledge, attitudes and skillsbased;
Standard 4. T
 eaching: Teachers are trained on
methods and psychosocial support;
Standard 5. L
 earning environment: Life skills
education is provided in protective
and enabling environments with
access to community services.

An issue with monitoring and evaluating LSE is
the perceived difficulty of assessing individual
behaviour change. While this is the ultimate
goal of LSE, UNICEF’s 2010 guidelines assert
that behaviour objectives “are not the best
measure of success in life skills education.”
Instead, it is suggested that the best methods
for assessing LSE are the learning outcomes.116
While some general examples of methods to
assess these learning outcomes are suggested,
there is little clear guidance as to how LSE
assessment can be integrated systematically
into national assessment systems, including
school-based assessments, in line with the
increasing integration of LSE into national
curriculum frameworks and education systems.
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Further UNICEF guidance on assessment,
specifically for skills-based health education with
a focus on HIV prevention, can be found in a
2003 publication.117 This suggests strategies to
assess progress in classroom activities for HIV
and AIDS prevention, providing practical tools
and examples for assessing knowledge, attitude,
skill and behavioural objectives. The introduction
acknowledges the difficulty of assessing behaviour
outcomes, but posits that teachers should be
aware of strategies to do so, as “this is the ultimate
goal of HIV and AIDS prevention education.”
Prior to this document, UNICEF produced
Program Evaluation: Life skills-based education
measures and indicators,118 which lists possible,
general indicators for evaluating programmes
under the following categories: individuals –
behavioural indicators, attitude and knowledge;
and process – HIV and AIDS curriculum, LSE
process and approach.
The UNICEF website also provides a brief
overview of indicators, giving examples of
process and outcome indicators for immediate
and medium/long-term evaluations at the
programme level, for teachers/facilitators and
for participants. Examples of outcome indicators
cover three levels: session/classroom level
(knowledge, attitudes, skills), behavioural level
(behaviour), and social health epidemiology
level (health and social outcomes).119

Other sources
There are very few M&E guidelines or frameworks
that have been developed with a focus on life skills
specifically. Where life skills are touched upon, it
is largely through guidance for the evaluation of
thematic programmes that incorporate contentspecific life skills (such as HIV and AIDS), and
provides only general suggestions with limited
consideration of the practicalities and challenges
for their operationalization.

117
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UNESCO has produced a guide on designing,
M&E of the life skills-related programmes of
Learning to Live Together.120 The first half
discusses methods for creating objectives,
implementing positive and effective teaching and
learning processes, evaluating textbooks and
curricula, and determining the characteristics
of programmes. The M&E section provides
guidance for field-level programmes, schoollevel programmes, and teacher training and
professional development. This includes outlining
methods of M&E, participatory processes, how
to develop indicators, data requirements and
collection and analysis of findings.
The Inter-Agency Network for Education in
Emergencies (INEE) minimum standards
(Figure 5) highlight the importance of
community participation in M&E. They also
specify that the monitoring of learners should
take place during and after a course has
been completed and give examples of what
monitoring should measure, include the
awareness and application of key life skills.121
The FRESH M&E Framework for School Health
Interventions122 identifies possible ways of
measuring the level of effective LSE through the
following checklist:
•

Life skills concepts and themes are
addressed in the national curricula for
primary and secondary schools;

•

Life skills concepts and themes
are explicitly assessed in national
examination systems at various levels
of education;

•

Life skills concepts and themes are
addressed in the pre-service teacher
training curricula;

•

Percentage of learners that have
received life skills education in the past
academic year;
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Figure 5: INEE Minimum Standards

Foundational Standards

Community Participation

Coordination

Analysis

Standard 1
Participation

Standard 2
Resources

Standard 1
Coordination

Standard 1
Assessment

Community
members participate
actively,
transparently, and
without
discrimination in
analysis, planning,
design,
implementation,
monitoring and
evaluation of
education
responses.

Community
resources are
identified, mobilised
and used to
implement
age-appropriate
learning
opportunities.

Coordination
mechanisms for
education are in
place and support
stakeholders
working to ensure
access to and
continuity of quality
education.

Timely education
assessments of the
emergency situation
are conducted in a
holistic, transparent
and participatory
manner.

•

Percentage of teachers having received
in-service training in life skills education in
the past academic year;

•

Percentage of women and men, 15–49
years old, who had more than one partner
in the past 12 months who used a condom
during their last sexual intercourse;

•

Current school attendance among
orphans and non-orphans, 5–17 years old;

•

The thematic indicators break down
LSBE further, but the focus continues to
be on process, outputs and quantifiable
data, rather than on outcomes in terms of
behavioural change or attitudes.

A number of these indicators are problematic
in the context of very loose definitions of what
life skills ‘concepts and themes’ involve, limited
understanding of how they are developed and can
best be supported in schools, a lack of available
assessment tools and often poor data collection

123

Standard 2
Response
Strategies
Inclusive education
response strategies
include a clear
description of the
context, barriers to
the right to
education and
strategies to
overcome those
barriers.

Standard 3
Monitoring

Standard 4
Evaluation

Regular monitoring
of education
response activities
and the evolving
learning needs of
the affected
population is carried
out.

Systematic and
impartial evaluations
improve education
response activities
and enhance
accountability.

and analysis systems for education in general, and
for LSE in particular.
Webb and Elliott also outline process and
outcome indicators for school-based HIV and
AIDS programmes for young people.123 The
process indicators are similar to those above
– proportion of teachers trained, number and
relevance of resources received, percentage of
time given in the curriculum, etc. The suggested
aim of the list of possible short-term/intermediate
outcome indicators is to reflect the acceptance
of (and reaction to) the project; the perception
of the materials and methods used; the level
of participation and dialogue; and the nature
of communication links outside the classroom.
Longer-term outcome and impact indicators
suggested include age of first intercourse,
number of lifetime partners, frequency of
intercourse over past year and frequency of
condom use. In a similar exercise for peer and
outreach education, the example of looking at

Webb, D., and L. Elliott, Learning to Live: Monitoring and evaluating HIV/AIDS programmes for young people, Joint United Nations
Programme on HIV/AIDS and United Kingdom’s Department for International Development, 2002.
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stigmatization of people living with HIV and AIDS
was considered, and the following outcome
indicators identified to be measured through
pre- and post-intervention questionnaires:
•

The willingness to talk to a people living
with HIV and AIDS (PLHIV);

•

The willingness to share a meal with a
PLHIV;

•

The willingness of an individual to take
care of a family member with AIDS;

•

The willingness of an individual to take
care of a community member with AIDS;

•

The right of an individual to keep their HIV
status a secret;

•

Willingness of personal disclosure of HIV
status;

•

Agreement that PLHIVs should be able to
work;

•

Willingness to take care of ‘AIDS
orphans’;

•

Desire to see PLHIV isolated;

•

Percentage of people considering children
are at risk of HIV infection;

•

Percentage of adults believing that
children should be educated about sexual
health and HIV and AIDS; and

•

Percentage of people believing that PLHIV
can look healthy.

Once again this general guidance presents
serious problems not only in the capacity of
existing systems to provide adequate and
accurate data on indicators, but also in the
limitations of the tools available that can provide
anything more than a superficial indication of
attitudes and behaviours and fail to engage with
the complexities of behavioural change.
Such guidance as can be found on monitoring
and evaluating LSE, drawn largely from thematic
frameworks such as those mentioned above, are
thus limited in their capacity to provide holistic
or realistic frameworks and tools for engaging
with the outcomes of LSE, particularly around
longer-term outcomes of behavioural change.
In this context, UNICEF’s contribution in its
Life Skills Learning and Teaching: Principles,
concepts and standards document is a valuable
and useful starting point in beginning to
establish LSE-specific standards, benchmarks
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and indicators, but much more is required to
engage systematically with the complexities of
monitoring and evaluating LSE outcomes and
to provide practical guidance and tools for LSE
programmers and implementers to measure their
effectiveness and feedback into programmatic
design and implementation modalities.

4.	Case study country contexts
Seven country case studies were undertaken
in this evaluation. This chapter presents brief
contextual information about each of the countries
and their LSE programmes.

Table 6 provides an overview of demographic,
education and HIV indicators for each country,
which is followed by individual country
descriptions. Findings from the case studies are
presented in chapter 5.

Table 6: Demographic, education and HIV indicator data for case study countries
Indicator

Armenia

Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

Population (million)*

3.1

0.26

6.1

38.8

14.8

22.4

49.6

HDI rank**

86

47

95

143

171

184

149

GER primary (%)*

104 (M)

No data

97 (M)

113 (M)

119 (M)

121 (M)

117 (M)

97 (F)

110 (F)

122 (F)

107 (F)

117 (F)

89 (M)

81 (M)

88 (M)

82 (M)

No data

90 (F)

82 (F)

93 (F)

77 (F)

106 (F)
NER primary (%)*

83 (M)

No data

86 (F)
Out-of-school
primary-aged
children*

8000

No data

53,000

1,088,000

235,000

863,000

No data

GER secondary (%)*

86 (M)

No data

87 (M)

61 (M)

32 (M)

24 (M)

53

90 (F)

56 (F)

27 (F)

18 (F)

80 (M)

50 (M)

26 (M)

6 (M)

49 (M)

84 (F)

48 (F)

24 (F)

6 (F)

50 (F)

90 (F)
NER secondary (%)*

83 (M)

No data

88 (F)
Out-of-school
adolescents*

24,000

No data

39,000

No data

98,000

448,000

1,193,000

Estimated HIV
prevalence (% of
ages 15–49)***

0.1

1.4

No data

6.3

11

11.5

0.6

% schools that
provided life skillsbased HIV education
in the past academic
year***

No data

41 (2007)

No data

100
(2009)

No data

No data

100 (2007)

% young women and
men aged 15–24
who correctly identify
ways of preventing
the sexual
transmission of HIV
and who reject major
misconceptions***

15 (M)

52 (M)

No data

47 (M)

36 (M)

34 (M)

47 (M)

23 (F)

49 (F)

34 (F)

24 (F)

36 (F)

48 (F)

(2005
DHS)

(2009
survey)

(2003
DHS)

(2005
DHS)

(2009 DHS)

(2007
survey)

85 (2009)

HDI: Human Development Index; GER: Gross enrolment rate; NER: Net enrolment rate; DHS: Demographic and Health Surveys
* Data from UNESCO EFA Global Monitoring Report, 2011.
** Data from UNDP Human Development Report, 2011.
*** Data from UNAIDS Report on the Global AIDS Epidemic, 2010.
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4.1	Armenia
4.1.1	Country and education context
Armenia, a former Soviet Republic, is a
middle-income country rated 86 on the Human
Development
Index (HDI), with a gross national income (GNI)
per capita of US$5,450.124 It has a population
of 3.1 million, of which 71 per cent are between
15–64 years old.125
There were 823 registered cases of HIV between
1988 and 2009, 73 per cent of which were males,
and 1.9 per cent of which were children. Some
60 per cent of the HIV-infected individuals belong
to the age group of 25–39. More than 34 per
cent of all of the HIV registered cases and 44 per
cent of the AIDS cases have been diagnosed
within the past two years – which is associated
with the increased diagnostic capacities and
accessibility to HIV testing. The main modes
of HIV transmission are through heterosexual
practices (50.2 per cent) and injecting drug use
(41 per cent). In addition, there are also registered
cases of HIV transmission through homosexual
practices, as well as mother-to-child HIV
transmission and through blood transfusions.126
Armenia is on track to achieve the EFA goals. In
primary education, gross enrolment rate (GER)
is 105 per cent and net enrolment rate (NER)
is 84.5 per cent. An estimated 8,000 primaryaged children are out of school. Secondary
enrolment rates are also fairly high: GER is 88
per cent and NER is 84.5 per cent.127 Slightly
more girls are enrolled than boys at both levels.
However, absenteeism, repetition and drop-out
rates in refugee and minority-populated areas are
twice the national average,128 and there is a low
transition to high school.

124

125
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Other challenges that remain in the education
system include limited access to preschool
education, due to poverty or a lack of facilities in
communities. There is a weak inclusion system
for children dropping out of school.129 There is low
public expenditure on education, and most of the
budget funds are allocated to teachers’ salaries,
resulting in deteriorating infrastructures and
provision of teaching and learning materials,130
and schools are particularly limited in their
capacity to include all children, such as those
with special needs. Internal and external systems
and mechanisms for quality evaluation are not
yet established. There are questions around
the efficiency of teacher training programmes,
particularly in regard to modern teaching methods,
and systems of professional development of
teachers are lacking.
However, the Government of Armenia is
committed to reforming the education system,
and transition to 12-year schooling is currently
underway. Public acceptance of education reform
remains a challenge: there is a lack of awareness
among parents, teachers, school principals,
children and public in general of the objectives
of the reform, causing misunderstanding and
misinterpretation.131

4.1.2 Background to LSE
LSE was first mooted in Armenia in the mid-1990s,
among wider education reforms to modernizing
the Soviet-era curriculum. There was an interest
in providing an education that recognized
individuality and difference. Since 1994 the
Ministry of Education and Science (MES) has
endorsed LSE.
Substantial UNICEF support began in 1997 in
partnership with the MES working through the
National Institute for Education (NIE). The Life

World Bank, ‘GNI per Capita, PPP (current international $)’, web page, World Bank, 2010, <http://data.worldbank.org/indicator/
NY.GNP.PCAP.PP.CD>, accessed November 2011.
 entral Intelligence Agency, ‘World Fact Book: Armenia’, web page, <https://www.cia.gov/library/publications/the-world-factbook/geos/
C
am.html>, CIA, 2009, accessed November 2011.

126

Joint United Nations Programme on HIV/AIDS, UNGASS Country Progress Report Armenia 2010, UNAIDS, 2010.

127

United Nations Educational, Scientific and Cultural Organization, EFA Global Monitoring Report: 2011, UNESCO, 2011.

128

United Nations Children’s Fund, web page, UNICEF Armenia, <www.unicef.org/armenia/education.html>, accessed November 2011.

129

Ministry of Science and Education, Republic of Armenia, ‘State Program of Education Development in the Republic of Armenia
2011–2015: Draft addendum to the law of the Republic of Armenia’, 2011.

130

United Nations Children’s Fund Armenia, web page, UNICEF Armenia, <www.unicef.org/armenia/education.html>, accessed
November 2011.

131

Ibid.

Global Evaluation of Life Skills Education Programmes

Skills Project was introduced as a stand-alone
subject in 16 pilot schools for Grades 1–7, which
aimed to build upon a range of psychosocial
skills and with an explicit and strong commitment
to an interactive learning methodology. A Core
Team of Armenian educators was established
at the beginning of the project, who were
trained and worked closely with international
technical assistance, and the framework for
the life skills curriculum was developed. The
stand-alone project was implemented with
significant resources and support. In 2000, the
project expanded to incorporate a further 100
schools and training of 192 teachers. LSE was
gaining status in the MES, and had an improved
recognition among an initially sceptical public.
The project was later scaled up to 400 schools
and expanded to include Grades 8 and 9, based
on positive evaluations of the projects’ impact on
both teachers and children.
In 2008 the MES moved LSE from a stand-alone
project to an integrated modality in national
curricula and standards to be taught in all
schools nationally. There are ongoing challenges
of sustaining adequate levels of resource and
support (particularly in teacher professional
development) to maintain the effectiveness and
quality of LSBE during this scale-up. UNICEF
continues to providing funding and support.
LSE focuses on four broad themes: Myself,
Relationships, Community and Environment.
The Life Skills curriculum framework consists
of lessons, and accompanying teachers’
manuals, for Grades 1–7 on such topics as
personal health and safety, presentation of
self, communication skills, conflict resolution,
respect, rights and responsibilities, environmental
awareness and protection, and preparation
for emergencies. Life Skills emphasizes
the use of interactive teaching and learning
methodologies that encourage the active
participation of the pupil in the learning process.
LSE is integrated into Natural Sciences in
primary school – the life skills element of which
is the topic ‘Me and the surrounding world’.
The national curriculum outlines that LSE is

represented from Grades 5–9 in Natural Sciences
and Social Sciences. UNICEF has supported
the development and printing of new teaching
manuals and guidelines, including the Teachers’
Manual on Integration of life skills into core
school subjects.

4.2

Barbados

4.2.1	Country and education context
Barbados is the most developed country in
the Caribbean region, ranking number 47
out of 187 countries on the 2011 HDI. The
majority of students graduate from secondary
schools with Caribbean Examination Council
(CXC) Certificates, and the expected years of
schooling for children under 7 years old are
13.4.132 Education institutions are generally wellequipped. The health-care system of Barbados is
ranked among the best in the region.
The incidence rate of HIV among the adult
population is estimated at 1.4 per cent. In 2008,
156 people were newly diagnosed with HIV;
during this time there were 93 newly diagnosed
AIDS cases and 37 HIV-related deaths (total
population is c.255,000). All three categories of
surveillance were dominated by male cases. The
number of deaths among people with HIV in 2008
decreased by 26 per cent compared with the
number of HIV-related deaths in 2007, and this is
an ongoing trend.133
Levels of domestic violence are a matter of
government concern, and deaths by violence
(including killing of women and children)
are high. The incidence of transactional sex
involving children within families and among
young people has also been documented by
UNICEF/United Nations Development Fund
for Women (UNIFEM).134 An estimated 20
per cent of young people have sex before
age 16 and the rate of teenage pregnancy
continues to be troubling, especially as it is
linked with poor health and poverty.135
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Barbados has been a regional and international
champion for issues critical to small states,
for example, hosting the First Global
Conference on the Sustainable Development
of Small Island Developing States in 1994
and chairing the Small Vulnerable Economies
Group at the World Trade Organization.
The country is politically stable and provides
an attractive environment for foreign business
interests. Three quarters of gross domestic
product (GDP) and 80 per cent of exports
are attributed to services.136 Barbados has a
formal social partnership, bringing government,
the private sector and trade unions together
to address national economic challenges.
Unemployment is relatively high (10.5 per
cent, according to a 2003 estimate).137 Current
environmental issues include pollution of coastal
waters, traffic congestion, soil erosion and illegal
solid waste disposal. Barbados is also one of
many Caribbean transhipment points for narcotics
bound for Europe and the United States.
As a member of the Caribbean Community
(CARICOM), Barbados follows the regional
education system, including a Common Entrance
Examination at age 11, for transfer to secondary
school, and the regional examination system,
the Caribbean Certificate of Secondary Level
Competence (CCSLC), at age 16. The UNICEF
East Caribbean Office is based in Bridgetown,
Barbados, providing support and development
for the nine countries in the sub-region, including
Barbados. Some of this support is countryspecific and some is sub-regional, with each
country benefiting from a collective approach.

4.2.2 Background to LSE
LSE in the school curriculum in Barbados follows
the regional (Caribbean) curriculum framework for
Health and Family Life Education (HFLE), which
was developed with support from the UNICEF
East Caribbean Office and the Pan-American
Health Organization and endorsed by the regional
economic organization, CARICOM, in 1996. This
regional approach aims to address shared or
similar challenges facing young people across the
Caribbean, as identified in a series of situational
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analyses: poverty, youth unemployment, natural
disasters, prostitution (particularly in relation to
the growth of tourism), drug and alcohol abuse,
violence and crime, gender inequality, high-risk
sexual behaviour and the threat of HIV and AIDS.
The aim is thus to promote regional development,
identity and cooperation, preparing young people
to become “ideal Caribbean citizens” (as defined
by CARICOM heads of government in 1997138),
as well as enhancing their capacity to contribute
to national development.
The UNICEF East Caribbean Office has
played an important role in the development
of HFLE, acting as coordinator for the whole
regional initiative. The curriculum has been
subject to an ongoing regional process of
development, evaluation and revision, and
participation of stakeholders (teachers and
students). It is now available for ages 5 to 16.
UNICEF East Caribbean has supported the
development of regional teacher training for
HFLE, in collaboration with CARICOM and with
technical support from the US-based Education
Development Centre, including modules for initial
teacher training.
Barbados is one of 14 Caribbean countries
implementing HFLE using the CARICOM
framework. There is a national policy for HFLE
in Barbados, which has been institutionalized
as part of the core curriculum for primary and
secondary schools (up to Form 3) since 2000. Its
continuing importance is highlighted in the new
draft 10-year educational strategy.
The HFLE curriculum includes four themes:
1) self and interpersonal relations; 2) sexuality
and sexual health; 3) healthy eating and fitness;
and 4) managing the environment. It is intended
to be delivered as a stand-alone subject and
part of the core curriculum. It addresses and
challenges social norms and behaviours,
providing young people with options for
positive behaviour, as well as encouraging the
development of self-esteem, confidence and skills
to make their own, informed choices. Since 2007,
LSE has been integrated in some of the subjects
that form part of the regional CXC CCSLC.
The CCSLC is followed by students across the
Caribbean at Form 3 and above.
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School-based LSE through HFLE is
complemented with a range of non-formal
interventions, organized by both governmental
and non-governmental agencies. The Youth
Development Service, with Youth Commissioners
in 32 districts, works at the community level to
engage youth (from ages 9 to 19) in a range
of activities. Experts from a range of agencies
visit primary and secondary schools to deliver
topics such as sexuality and HIV and AIDS, and
substance abuse. A number of extra-curricular
clubs such as Scouts, Guides, Cadets and 4H are
popular and contribute to life skills development.
LSE is provided by government departments
and NGOs (supported by UNICEF) in non-formal
settings for young prostitute mothers, the United
Gay and Lesbian Association of Barbados,
teenage mothers, behaviourally challenging or
delinquent youth, and children in residential care.

4.3	Jordan
4.3.1	Country and education context
The Hashemite Kingdom of Jordan is a lowermiddle-income country and a constitutional
monarchy on the road to guided democracy,
though still characterized by centralized decisionmaking and low political participation of women,
youth and populations in the periphery.139
Since the 1970s, GDP has steadily increased and
poverty has declined. Jordan has a very youthful
population, with a median age of 20.8 years in the
2004 census, nearly half of these female.140
Jordan is on track to achieve most of the MDGs.
The Kingdom is party to more international human
rights treaties than other countries in the region.141
Basic education is compulsory through to
Grade 10 (age 16), after which Jordanian youth
have the option to attend academic secondary
education, vocational secondary education or
applied secondary education. In the 2007/08

academic year, there were a total of 5,639
schools, 61 per cent of which were government
schools, 36 per cent of which were private
schools, and 3 of which were schools run by
the United Nations Relief and Works Agency
(UNRWA) (the latter for Palestinian refugees).142
A UNFPA/Population Council study carried out in
2007 indicated that for youth between the ages
of 15–19, the percentage of those not attending
school – identified according to gender and
urban/rural location – ranged from of 10 per cent
rural males to 18 per cent of urban females. The
statistics for non-attendance for ages 6 to 17 were
lower, ranging from 6.3 per cent of girls from the
south to 9 per cent of boys in the central region.143
There is nearly universal access to health services
and yet:
general and reproductive health services
are not adequately geared to deal
with the needs of adolescents. Health
awareness is low among both boys and
girls, particularly on reproductive health
issues, as they have limited access to
information and education about healthy
life styles. They have inadequate access
to sports and physical exercise, and
there is growing concern about obesity,
increasing smoking and deaths among
children caused by traffic accidents.144
A range of vulnerable groups among youth
have been identified in Jordan, including
young female adolescents who were domestic
workers, migrants from rural communities in
search of work and education, girls fleeing
a forced marriage, children living without
parental care, children in labour, children being
abused, child drug users, Palestinian and
Iraqi refugee children, and children living with
HIV and AIDS.145 Jordan has a population of
6.1 million, and in 2006, 32.8 per cent of the
national population were registered Palestinian
refugees. Additionally, there were between
half a million and 1 million displaced Iraqis.
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Official figures in relation to HIV and AIDS
remain very low – only 17 cases were reported
for children below the age of 15 between 1986
and 2002. HIV and AIDS prevention, therefore,
appears to be a low priority for LSBE providers.
In 2003, an integrated comprehensive twophase project for educational reform, Education
Reform for the Knowledge Economy (ERfKE),
was developed. The first phase of the ERfKE
programme set out in detail the intentions for
reform of early, basic and secondary schooling
within an extensive and inclusive framework, and
the second focused on transformation of education
programmes and practices to achieve learning
outputs that comply with a knowledge economy.

4.3.2 Background to LSE
UNICEF began its LSE work supporting basic
life skills programming within the non-formal
education sector and extra-curricular activities in
1999, particularly in regard to LSE training and
teaching materials, and has continued to provide
support to the work of organizations carrying out
LSBE in the non-formal education sector.
In the formal education sector, as part of the
MoE’s ERfKE project, it was decided that LSBE
was to be integrated into the Jordanian curricula
as a critical part of the ERfKE’s objectives.
UNICEF has worked in close partnership
with the Ministry in this integration, providing
technical assistance and expertise to plan and
guide the implementation. A Technical Team,
consisting of the directorates of curriculum and
textbooks, training and general education, and
a Core Team, including supervisors from the
field, physical education (PE) and pre-vocational
education (PVE) teachers, and members of
the MoE, were established, and the Core
Team undertook initial training. Participation in
the Technical Team across Ministry directives
at the highest levels was significant, and a
devoted Core Team of practitioners remain
involved in the initiative to this day.

36

After a rapid needs assessment to obtain a more
realistic picture of the needs of Jordanian students
and what LSBE could contribute, it was decided
that LSBE would be integrated into carrier subjects
– PE and PVE – rather than established as a
separate subject. Separate, supplementary LSBEspecific materials were developed for PE Grades
1–10, while in PVE the integration of LSBE
themes in both the curricula and learning materials
was recently completed, and in-service training
of PE and PVE teachers has been carried out for
several years. Themes include public safety, first
aid, anti-smoking/anti-drugs, volunteerism, and
information technology and the economy.
The introduction of LSBE is taking place in an
environment in which political leaders are taking
action to ensure and promote the economic
development of the previous decades.

4.4	Kenya
4.4.1	Country and education context
The population of Kenya is 41 million, of which
42 per cent are 14 years or younger.146 According
to World Bank data, 45.9 per cent of the
population live below the national poverty line.147
Kenya is ranked 143 in the 2011 HDI, and GNI per
capita is US$1,630.148
Free primary education was introduced in
Kenya in January 2003, and resulted in a huge
rise in enrolment, particularly in urban centres.
This had impacts on quality, as the system was
unprepared to meet this demand, and resources
became extremely overstretched – resulting in
overcrowded classrooms, high pupil to teacher
ratios, lack of teaching and learning materials,
etc. Primary GER is 113 per cent for males and
110 per cent for females; NER is 81 per cent for
males and 82 per cent for females – suggesting
entry into primary school is often delayed.149 An
estimated 1,088,000 children are out of school.150
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The estimated number of people living with HIV
is between 1.3 million and 1.6 million, and new
infections were estimated at 100,000 in 2009 for
adults (15 years and older). The HIV Prevention
Response and Modes of Transmission Analysis
(2009) recorded that the largest proportion of new
infections occur from heterosexual sex within a
union or regular partnership (44 per cent), casual
heterosexual sex accounted for 20 per cent of new
infections, prisoners and men who have sex with
men contribute about 15 per cent of new infections
and injecting drug use accounts for 3.8 per cent.151
Women are significantly more likely to be infected
than men.
Other sexual and reproductive health issues are
a major concern for young people. Research has
found young people have sex at an early age, it is
often unprotected, and there are high rates of early
pregnancy.152 The 2009 Kenya DHS reports that
17.7 per cent of young women aged 15 to 19 either
already had a child or were pregnant.
In 1999, the Government of Kenya declared HIV
and AIDS as a national disaster, and in 2000 it put
in place a comprehensive multi-sector strategy.
Drawing from the national HIV and AIDS strategy,
the MoE put in place the Kenya Education Sector
Support Programme, a sector-wide support
programme, incorporating HIV and AIDS, for
implementation of all its education programmes.153

4.4.2 Background to LSE
The introduction of LSE in Kenya dates back to
1999, when the Government of Kenya declared
HIV and AIDS a national disaster. As part of the
measures to tackle the pandemic, HIV and AIDS
education, incorporating elements of LSE, was
introduced into the school syllabus. Elements of
LSE were further infused into other subjects, such
as religious education, social studies and biology,
throughout subsequent years.
In 2006, however, the Life Skills Stakeholders’
Forum reached a consensus on the need for LSE
to be taught as a stand-alone subject in both

primary and secondary schools across Kenya, in
response to increasing recognition that LSE could
bridge the gap between students’ knowledge and
behaviour regarding HIV prevention. The Kenyan
Institute of Education (KIE) led a situational
analysis that supported the importance of LSE
and confirmed the consensus around the need
for a consistency in LSE teaching, which a standalone subject offered. With significant support
and assistance from UNICEF, the KIE developed
curricula and materials for the new subject that
was to be taught in one session per week in both
primary and secondary schools.
The LSE syllabus was rolled out in 2008, focusing
on the three main areas of knowing and living
with one’s own self, knowing and living with
others, and making effective decisions. The
KIE definition in the 2008 syllabus aligns with
the World Health Organization definition. LSE
is a non-examinable subject, and the mode
of delivery requires a different pedagogical
approach and a ‘paradigm shift’ in teaching
practice and attitudes of teachers, pupils, the
school management and parents. Elements of
LSE have received further emphasis through the
reactivation of Peace Education in some areas
following the post-election violence in 2007/08.
The LSE lesson was to be substituted for
one PE lesson per week at all class levels,
so as not to overburden students with the
additional class time from an additional subject.
The MoE has provided guidelines on how
LSE should be implemented, stating that it
should be taught for one lesson a week in all
classes in primary and secondary schools.
LSE in Kenya aims to develop, nurture and
promote 13 ‘Core Living Values’ (i.e., cooperation,
simplicity, tolerance, respect, peace, freedom, unity,
love, honesty, responsibility, humility, happiness
and integrity), which were identified in consultation
with religious organizations. Sexuality education
is covered in LSE lessons, though not exclusively
– this is integrated into subjects such as science,
social studies and religious studies.
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4.5	Malawi
4.5.1	Country and education context
The 2011 HDI rank of Malawi is 171 out of 187
countries. About 90 per cent of the population
was living on under US$2 per day throughout the
period 2000–2007, and 74 per cent was living
on under US$1.25 during the same period. The
population of Malawi is 14.8 million, 45 per cent
of which are 14 years old or younger.154
The HIV prevalence rate among the 15 to 49 age
group slightly decreased, from 14 per cent in 2005
to 12.3 per cent in 2007.155 The latest data from
Malawi’s DHS estimate the prevalence rate at
10.9 per cent for 2010.156 The prevalence rate
is higher in urban than rural areas. In 2008 the
prevalence rate was higher in the Southern region
(above 15 per cent) than in the Central region.
The Northern region had a prevalence rate below
10 per cent at that time. The prevalence rate is
higher for women and girls (females 15–49 years
old had a 12.9 per cent prevalence rate in 2010
against 8.1 per cent males, and females 15–19
years old were at 4.2 per cent, with males in that
same age category at 1.3 per cent), and higher in
pregnant women 15–19 years old than in pregnant
women 15–24 years old.
Young people (from 7 to 24 years old) and girls
(and women within the childbearing age group
of 13–49 years) have been social group targets
throughout the years in the battle against the
spread of HIV and AIDS.157 Tackling behaviour
change within these two key groups has been a
priority for the national response to HIV and AIDS.
It is recognized that youths’ needs are different
than the needs of children and adults, and that
needs vary depending on the age group. In 2003,
69 per cent of young people reported having
multiple sexual partners.
School fees were abolished in 1994 in Malawi.
In 2008, the expected school life in the country
was 8.9 years (9.0 for boys and 8.8 for girls).158
More girls than boys are enrolled in primary
schooling (91 per cent NER – 88 per cent for
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males and 93 per cent for females), and two
thirds of the estimated 235,000 out-of-school
children of primary school age are boys. Despite
a high NER, the retention rate to Grade 5 was
only 43 per cent in 2007, and it was only 36 per
cent to the last grade (Standard 8 in Malawi).
The overall cohort completion rate was low in
2007 (18 per cent), with a significant gender
difference to the detriment of girls (22 per cent
for boys and 14 per cent for girls). Although girls
are more likely to be enrolled in schools, they are
less likely to complete their primary schooling,
or to transit to secondary education (75 per
cent of transition for girls, compared with 79 per
cent for boys in 2007). The GER for secondary
(2008) was 29 per cent (32 per cent for boys
and 27 per cent for girls), with a significant loss
between lower and upper secondary, which were
at 51 per cent and 17 per cent, respectively.
Resource issues constrain the education sector,
with huge class sizes, a shortage of classrooms
and infrastructure, unsafe learning environments
and lack of teaching and learning materials.
Teachers often lack motivation because of poor
salaries, lack of housing and other incentives, and
are in particularly short supply in rural areas.

4.5.2	Background to the LSE
programme
LSE and Life Skills-based HIV Prevention are
two key governmental strategies in Malawi,
identified as such in most education and health
policies and strategic plans. The two main drivers
that have supported the development of LSE
in Malawi from the mid-1990s onward are: the
change in the Malawian political system, moving
from a one-party to a multi-party democracy in
the mid-1990s, which led to the recognition of the
need to educate responsible young citizens able
to participate in the social, economic and political
spheres of the country; and, responding to the HIV
and AIDS pandemic in 1991, the MoE identified
the need to introduce HIV and AIDS education
into schools. The Government of Malawi, and the
MoE in particular, has demonstrated a political will
to push the LSE agenda in formal and non-formal
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education despite some reluctance from religious
groups to address sexuality issues in schools.
HIV and AIDS education materials were
developed in the early 1990s. In 1996–1997, a
group of multi-stakeholders led by the MoE and
the Malawi Institute of Education (MIE) agreed
to revise the curriculum and the materials while
moving from a knowledge-based to a life skills
approach with the aim to influence behaviour
and attitudes. UNICEF was the main instigator
of the LSE approach at the time, which was
piloted before being progressively scaled up.
By 2004, LSE was a compulsory subject in
schools and with the curriculum reform and
the roll-out of the Primary Curriculum and
Assessment Reform (PCAR), LSE became a core
learning area in 2006. Syllabus and textbooks
were developed for the formal school system
at primary level in 2006–2007. Although the
reform of the secondary education curriculum
has not yet taken place, new textbooks were
also developed in 2007–2008 to respond to the
need for greater SRH education. In 2010, LSE
became an examinable subject, compulsory
for the end of primary and junior secondary
exams, and optional for senior secondary.
Between 2005 and 2010 the support of UNICEF
has accompanied the transition from the
introduction to LSE in schools to the national rollout of LSE through PCAR. UNICEF significantly
contributed to textbook printing and distribution,
training of teachers and awareness-raising. More
recent interventions have included capacity
development for better management of LSE and
support to assessment. UNICEF has also made
provision for LSE evaluations (in 2006 and 2011).
Throughout the period UNICEF has targeted
young people mostly through school and out-ofschool clubs, strengthening their management
capacity and increasingly putting children at the
centre of the work, through exchange between
clubs, the introduction of peer education and
youth-led mobilization campaigns. Guidance and
counselling has gradually been introduced. The

focus on SRH has intensified as well as the focus
on girls as a vulnerable group. Steps have been
taken to provide life skills training in youth centres
and to first-year students of higher education
institutions and colleges.

4.6	Mozambique
4.6.1	Country and educational context
Mozambique is a low-income economy, with GNI
per capita estimated at US$920 in 2010.159 In
2008, an estimated 60 per cent of the population
subsisted on less than US$1.25 a day.160 Despite
a successful transition to peace, years of steady
economic growth and a set of institutional
processes focused on development, Mozambique
continues to be one of the poorest countries in
the world, ranking 184 out of 187 on the 2011 HDI
and dependent on foreign assistance for more
than half of its annual budget. The population
of Mozambique is 22.9 million, with 46 per cent
younger than 15 years old.161
Mozambique is experiencing one of the
most severe HIV epidemics in the world and
presents the country with one its greatest
development challenges, which affect every
sector, including education. UNAIDS reported
that the HIV prevalence rate in Mozambique
for adults 15–49 years old in 2009 was 11.5
per cent. This represented an increase from
9.4 per cent since 2001.162 The future of the
epidemic depends to a great extent on efforts
to provide young people with the knowledge,
values and attitudes to prevent HIV transmission
and to deal with the long-term impacts of the
epidemic on the family and workforce.
School fees in primary education were abolished
in 2005, resulting in a substantial increase in
enrolments. ‘Access shock’ has resulted in issues
around the poor quality of education, challenging
teaching and learning environments (shift learning,
overcrowding, lack of infrastructure), extremely
limited availability of teaching and learning
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materials, teacher shortages and absenteeism,
and large numbers of untrained teachers. The
use of Portuguese as the language of instruction
can disadvantage pupils from cultural subgroups
and who speak different languages. There is no
basic framework for school quality standards, and
the lack of a consolidated system that defines
minimum educational requirements means that
neither teachers nor the community are clear on
the goals to be achieved for the schools.
Primary school completion rates are extremely
low, at 15 per cent. There is a significant disparity
between urban and rural primary completion
rates (30 per cent versus 7 per cent, respectively,
in 2008). Only 60 per cent of children reach the
last grade of primary school. For some groups of
children, the progress rate is significantly lower.
Girls, rural children and the poorest children are
more likely to fail to progress through the primary
education system. Children failing to progress
may be either repeating a grade (for Grades 2, 5
and 7) or dropping out of the education system,
at least temporarily. Being over-age in school
is common, particularly for girls and children in
rural areas: at 6 years old, 61 per cent of children
in rural areas were attending primary school
in 2008, compared with 73 per cent of urban
children; and in 2010, 69 per cent of girls started
school at the correct age.163
The education system has recognized that it
must address the severe national HIV epidemic
as part of its core business; however, the sector
faces many pressing problems and limited
capacity so that there is a risk that the HIV
response will be crowded out by other priorities.

4.6.2 Background to LSE
The basis of LSE interventions in Mozambique
has been a focus on tackling HIV and AIDS, but
over time this focus has expanded to incorporate
a number of other thematic elements, such
education sector response to HIV with clear
strategies. This included the introduction of
LSE into the formal basic education system in
order to contribute to HIV prevention among
young people. The primary education level
was identified as a crucial access point for HIV
prevention education programmes because
enrolment is high in these schools, enabling
widespread reach for LSE, and because of
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the importance of improving the knowledge of
children about HIV and AIDS before they become
sexually active and/or involved in high-risk
behaviours. HIV education has therefore been
integrated into the primary curriculum from Grade
5 and taught through a selected number of carrier
subjects, including moral and civic education
and natural sciences. The content includes
HIV prevention (modes of transmission and
prevention) and addressing HIV-related stigma
and discrimination.
At the secondary level, MINED has established
HIV information and ‘counselling corners’ in
schools across the country where adolescents
and youth attending school can obtain
information and counselling from peer educators
on HIV prevention, access to condoms and
referrals to youth-friendly health services. In
2008, MINED approved an Incentive Package
for school-based peer educators, including the
waiving of secondary school fees to encourage
and sustain these peer education programmes
within schools.
The formal education system, however, is
recognized as facing significant capacity
and quality challenges, including inadequate
infrastructure and poor learning environments,
and a severe shortage of trained and qualified
teachers. These systemic educational issues
inevitably limit the effectiveness of HIV education
delivery through integration into the formal
system, and thus to strengthen the approach
while the capacity of the education system
is developed, MINED complemented these
formal school efforts with co-curricular and
extra-curricular programmes. Pacote Basico
Habilidades para a Vida (Basic Package for
Life Skills) is an intervention oriented towards
ensuring that the problem of HIV and AIDS
has special attention within the school system,
supporting all teachers to accommodate the
theme in classes and activities. This programme
has its own organizational and financial structure
that orients its implementation and monitoring at
national, provincial and district levels. The Pacote
Basico has various components, which include
materials, training of teachers and coordination.
It is interactive in approach, as it has educative
games (jigsaw puzzles, cards, posters) and
textbooks with stories that teachers can use and
students can read and reflect on, focusing on
aspects such as HIV, gender, food and nutrition.

United Nations Children’s Fund, Child Poverty and Disparities in Mozambique, UNICEF Mozambique, Maputo, 2010.
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The second extra-curricular intervention is
the School Awareness Programme (SAP) first
implemented in Maputo in 1999 by the NGO
Kindlimuka, and integrated into MINED’s work plan
since 2005. The SAP was implemented under the
basic education programme of UNICEF’s Country
Programme Action Plan (2007–2009). The target
group for the programme is the 10 to 14 year age
group, and it initially covered all 11 provinces of
Mozambique but has since been scaled down to
focus on the 7 districts where UNICEF has CFS
initiatives (750 schools), in an effort to coordinate
and integrate these approaches in a focused
manner. The main strategy of the SAP is to support
the development of psychosocial skills to prevent
HIV among adolescents through extra-curricular
life skills sessions led by people living with HIV
and AIDS in HIV and AIDS school clubs. The SAP
is organized under a tripartite agreement between
MINED, UNICEF and RENSIDA – an umbrella
network of associations of people living with
HIV and AIDS. The programme is implemented
through RENSIDA and its 10 affiliate civil society
organizations (CSO), supported technically and
financially by UNICEF. A separate initiative, Os
Bradas, which has been establishing primary
school clubs and children’s radio clubs since 2007
in 20 districts, has been coordinated with the
SAP in order to create an enabling environment
at school and community levels and to provide
children with opportunities to discuss problems and
issues related to them and to complement other
ongoing HIV and AIDS initiatives.
Under MINED’s new sector strategic plan for
2012–2016 there are significant plans in place to
enhance the formal integration of life skills into the
education system, including the introduction of
HIV prevention education into pre-service teacher
training and the development of supervision and
monitoring guidelines for the life skills programme.

4.7	Myanmar
4.7.1	Country and education context
Myanmar has a population of 49.6 million, some
38 per cent of whom are children under as genderbased violence, alcohol and drugs. In 2003, the

Ministry of Education (MINED) developed an
evolving the age of 18.164 Approximately 69 per
cent of the population lives in rural areas.165 There
are some 135 ethnic groups with a similar number
of languages. The official language is Myanmar
and English is widely used. Such linguistic diversity
presents a significant challenge for ensuring
efficient and equitable education service delivery,
with children from minority ethnic groups having
to learn from the first year of primary school in a
second language.
Myanmar is a poor country in spite of its vast
natural resources. GDP per capita stood at US$179
in 2003166 and has increased to an estimated
US$469 in 2010. After decades of armed conflict
and relative isolation from and by the international
community, Myanmar is significantly lagging behind
its neighbours on most socio-economic indicators
on poverty, health and education, with a 2011 HDI
ranking of 149 out of 187.
Estimated HIV prevalence among the general
population has declined from 0.95 per cent in
2000 to 0.61 per cent in 2009. Infections are
concentrated in high-risk populations such as sex
workers and their clients, men who have sex with
men and injecting drug users. According to the
2010 UNAIDS report, 47 per cent of young people
15–24 years old were able to correctly identify
ways of preventing the sexual transmission of HIV
and reject major misconceptions around HIV and
AIDS.167 Children living with or affected by HIV may
be discriminated against in the education system
due to social stigma.
Education sector development in Myanmar has
been massively constrained by inadequate funding
and a lack of technical capacity. On current trends,
the country will not achieve Universal Primary
Education by 2015, with high levels of dropout
and low levels of age-appropriate completion. As a
consequence there are many children, perhaps as
many as 4 million, who have dropped out of school
before completing primary or lower secondary
education. The causes include the direct and
indirect costs of education, the poor quality of
education service delivery and inequitable share
of resources and outcomes with a strong bias to
urban communities.
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The HIV epidemic provided a strong case for life
skills-based HIV prevention education for young
people in and out of school, and prevalence rates
have dropped. Cyclone Nargis in 2008 revealed
the need for DRR in a country that faces many
risks of natural disaster. With much of the interethnic conflict entering truce conditions, there
is a need for peace-building skills. Child health
is a neglected policy area. The importance of
education for the world of work becomes an
ever more important thematic area that includes
traditional technical skills development as well as
soft social skills that are consistent with life skills
definitions. In summary, the need for LSE is likely
to evolve and there needs to be a process of
regular curriculum review to ensure that learning
objectives, content and methods keep abreast of
changing social and economic realities.

4.7.2 Background to LSE
UNICEF support for LSE has a long history in
Myanmar stretching back to 1993, initially to
address the emerging public health concern
regarding HIV. LSE was initially developed
through the School-Based Healthy Living and HIV
Prevention Programme (SHAPE) and Shape Plus,
which was developed for out-of-school children.
The programme incorporated a participatory
approach to curriculum development, and the
SHAPE teachers’ guide and students’ book
was approved by the MoE for use in primary
and secondary schools in 1997. Local teams
cascaded training to teachers and parent-teacher
associations (PTAs) wherever the programme was
introduced, and provided ongoing support.
There have been ongoing reviews and alterations
to the programme. Following a UNICEF review
in 2003, the MoE adopted SHAPE as the official
curriculum for LSBE. It evolved from a cocurricular activity into a school subject taught
in primary, middle and high schools that uses
student-centred, participatory teaching and
learning methods, and encourages students to
practice what they have learned at home and in
their communities.
The UNICEF Education Programme (2006–
2010) provided the implementation framework
for taking the revised primary curriculum (LSE
for HIV Prevention) to scale covering primary
schools in all 325 townships by 2010. From
2006 to 2010, more than 100,000 primary
school teachers, including those working in
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monastic schools and head teachers, had
been trained to implement the programme.
LSE has been introduced in the 20 education
colleges and two institutes of education as a
component of pre-service teacher training. The
geography departments are responsible for
mainstreaming LSE in teacher training. An afterhours peer education programme was put in place
to increase the effectiveness of training.
There are three programmes of LSE being
implemented in Myanmar at present, which all
have their foundations in SHAPE and SHAPE
Plus. The first programme is the introduction of
LSE into the primary school curriculum through
integration into social studies, a core subject in the
national curriculum. The primary curriculum, which
covers ages 5 to 9 years old, builds on the SHAPE
concept of healthy living and expands the content
for health promotion to include mental health.
The HIV component of LSE includes promotion
of prevention efforts and addresses stigma and
discrimination, and a separate category of social
skills is included. Thematic content on protecting
the environment and DRR is included only at the
secondary level.
The second programme is the national
secondary life skills curriculum, which was
revised and updated based on SHAPE material
as part of the UNICEF Education Programme
for 2006–2010. Secondary LSE differs from
that at primary level in that it constitutes a
national co-curricular subject rather than a
core subject in the national curriculum.
The third programme is the Expanded and
Continuous Education and Learning (EXCEL),
which constitutes a continuation of the SHAPE
Plus programme for out-of-school children. EXCEL
is a nine-month programme that uses a threepronged strategy: i) capacity building, ii) advocacy,
and iii) participation, and is implemented by
selected NGOs in a variety of settings, which
includes schools, homes, churches and temple
halls. The UNICEF Education Programme for
2006–-2010 set a target that EXCEL would reach
more than 70,000 children by 2010.

5.	Findings
This section addresses the questions and criteria
in the evaluation framework. It draws on findings
from the literature and country documentation
review and the country case studies to respond
to the issues of relevance, coverage, efficiency,
effectiveness, sustainability and UNICEF
additionality in LSE, according to the evaluation
criteria and indicators as shown in Annex 2.
Each criterion sub-section contains a table
comparing the case study countries against
the indicators for that criterion, using a ranking
system as follows:
t
tt
ttt

Low application
Moderate application
High application

Rankings were allocated based on the
assessment of the team of evaluators from
their findings during the case study research.
This ranking system is a tool for comparability
across countries and indicators within each
of the criteria. It is an absolute measure
of the LSE programmes examined in the
case studies against the qualitative criteria
outlined in the evaluation framework. It does
not, therefore, incorporate adjustments for
the different educational or social contexts
in which these programmes operate in the
different countries. More detailed comments
and analysis on these findings are in the
narrative that follows each table.

Summary of findings: Relevance
• Learners, parents and teachers have found the content and themes of LSE interventions relevant to the
pressures and challenges faced by learners.
• There is mixed evidence surrounding the consultation of learners, communities and teachers in LSE
interventions, but there is little evidence of systematic and meaningful participation of these groups in LSE
design and implementation.
• Opportunities for participation and learners’ voices in LSE implementation are often presented through
participatory methodologies and flexible curricula; however, the systemic constraints in education systems
are a barrier to meaningful participation approaches and the realization of these opportunities.
• Specific vulnerable groups are often identified in LSE policy and programme documentation in the formal
school system, but there is limited evidence of active identification and engagement of these groups, or
clearly articulated means and support structures for the adaptation or targeting of general LSE curricula
and teaching to these groups’ specific needs and interests.
• Social norms (both supportive and constraining) affect the design, implementation and outcomes of LSE
at all levels. There are few examples of detailed analysis of the social norms and LSE programming to
address constraining social norms.
• There is a fine balance to be struck between the engagement and participation of stakeholders to
strengthen the acceptability and reinforcement of LSE within and outside schools, and the compromise
and adjustment of LSE content to the prevailing social norms of those stakeholders that may be necessary
to gain their support.
• LSE is often part of national education sector policies, plans and curriculum frameworks and introduced
through thematic areas that are aligned with national priorities.
• There is frequent reference to LSE’s role in enhancing children’s awareness of their rights and how
to claim them, and contributing to children’s survival, development and protection, but there is mixed
evidence of CRC principles being carried through into implementation.
• Links between CFS and LSE are often made by stakeholders, especially at the school level, but at a
programmatic-level LSE and CFS have usually developed as separate interventions under UNICEF. There
is surprisingly little evidence of formal linkages or integration that exploit their common aims.
• Where LSE is established within the formal system of education, periodic reviews and evaluations have
been undertaken of content, materials and modalities, sometimes as part of national education curriculum
reviews. In non-formal interventions, there is little evidence of feedback and review.
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5.1	Relevance

•

LSE is relevant to the life and challenges
of all learners;

Key question: Are interventions resulting in
more positive behaviours by young people in
response to the life challenges that they face
within the national context?

•

Intervention recognizes and addresses
social norms and behaviours;

•

LSE addresses national needs;

•

LSE content and delivery embody the
CRC principles;

•

Intervention is aligned with international
commitments; and

•

There is opportunity to respond to
changing circumstances.

The Development Assistance Committee
(DAC) Principles for Evaluation of Development
Assistance define relevance as “the extent to
which the aid activity is suited to the priorities and
policies of the target group, recipient and donor.”168
With regard to the field of LSE, this is taken as the
alignment of LSE programmes with international
commitments, country needs and policies,
learners’ needs and vulnerabilities, and the ability
to adapt programmes to changing circumstances
and environments.
This section is presented according to the
following criteria, as specified under the relevance
section in the evaluation framework (Annex 2):

5.1.1	LSE is relevant to the life and
challenges of all learners
There is strong evidence from across LSE
programmes in the case study countries that
learners, parents and teachers have found
the content and themes of LSE interventions

Table 7: Relevance of LSEs to the life and challenges of all learners
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE is
relevant to
the life and
challenges of
all learnersa

Armenia

Criteria

t

ttt

ttt

t

ttt

t

ttt

tt

ttt

tt

tt

tt

t

ttt

M&E focuses on learners’ outcomes

t

tt

tt

t

tt

tt

ttt

Vulnerable groups and groups with specific
learning needs are identified and addressed
in the design

t

tt

tt

t

tt

t

ttt

Groups with specific learning needs
are identified and addressed in the
implementation

t

tt

t

t

tt

t

tt

M&E focuses on learners (inspection on
participation, and assessment on learning
outcomes in knowledge, attitudes and skills)

t

tt

tt

ttb

tt

ttt

Indicator

Learner voice in design
Learner voice in implementation

t Low application, tt Moderate application, ttt High application
a
For all countries: Despite relatively low ratings on the active participation of learners and identification and responding to the needs of specific
groups in design and implementation processes, respondents consistently reported that themes and content of LSE programmes were relevant
across all the case study countries.
b
Malawi has frameworks in place for assessment, but exams mainly focus on knowledge.
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relevant to the pressures and challenges
faced by learners. This evidence includes
both the thematic knowledge and the
psychosocial skills promoted by interventions.
In Malawi, for example, girls and boys identified
various strengths of the programme in relation
to their individual lives and their gender, such
as managing the physical changes entailed by
puberty, providing explanations and guidance
on moral decisions and risky behaviours, and
understanding the consequences of actions
(particularly boys).
In Barbados, student respondents testified to
the relevance of the curriculum, in particular
highlighting how their HFLE classes helped them
to manage peer pressure in relation to sexual
activity, drugs and alcohol, crime, and more
generally to develop greater confidence and
self-control in dealing with people and situations,
taking responsibility for their decisions and
considering the consequence of possible choices.
Similarly, in Armenia, students and parents
recognized the relevance of LSE both for
developing personal skills and for subject
knowledge, including nationally relevant
issues of sexual behaviours, health and
abuse of tobacco and alcohol. Respectful
behaviour, including on public transport, was
also identified by parents as relevant.
There is mixed evidence on the participation
of learners, communities and teachers in the
design and implementation of interventions.
Nonetheless there are some positive examples
of needs assessments and consultations
underpinning the selection of thematic areas
and the appropriateness of curricula and
learning materials. In Botswana, for example,
an extensive study and needs survey (Life
Skills for Posterity by 2016) provided the basis
for an age-appropriate curriculum for early
childhood, primary and secondary school
levels. In Barbados, the HFLE programme
has been based on in-depth situational
assessments of identified thematic areas, and
the curriculum has been repeatedly piloted,
assessed and revised with learner feedback on
content and delivery, while in Jordan the LSBE
programme began with consultative meetings
and discussions in every province, including
representation from different gender, socioeconomic and ethnic groups, and involved
piloting materials with teachers and students.

UNICEF’s role in promoting the participation of
learners, teachers and communities in these
exercises appears to have been critically
important in several cases, with partners in
Malawi and Jordan in particular noting that
UNICEF’s emphasis on participation has
established processes (if not necessarily
ensuring the quality) of consultation that the MoE
has continued.
However, documentation from many other
countries indicates that learner needs
assessment and stakeholder consultation and
participation (including learners, communities
and teachers) are not regularly included in
programme design and implementation. In
Lesotho, for example, a lack of consultation with
relevant stakeholders, particularly teachers,
has caused setbacks to implementation, while
in Zimbabwe, the MoE has specifically noted
the need for improvement in the participation of
young people in future programme design.
Where needs assessments and stakeholder
consultations have taken place there are also
questions regarding the consistency, coverage
and quality of stakeholders’ participation
throughout programmes. While a round of
consultations were undertaken at the start of
the LSE programme in Armenia, neither parents
nor learners have been formally consulted in
the evolution of the programme from a pilot
project to a national scale programme integrated
into curricula and standards. In Barbados,
caregivers and parents were not involved in
the design of HFLE and are often unaware of
what is being taught in schools. In Malawi, for a
recent exercise to gather learner feedback on
a draft textbook, learners were given only 20
minutes to look at the materials before being
asked for their feedback. The extent to which
such consultative exercises are able to nurture
active and meaningful participation from learners,
teachers and communities in the core design
of interventions (how different approaches will
relate to prevailing social norms and pressures,
the learning environment, etc., rather than just
the content) is unclear, with most being limited
largely to the selection of thematic areas and the
testing of learning materials.
In the implementation of LSE interventions the
opportunities for learners’ participation and voice
are more apparent, at least in intent. Participatory
methodologies are commonly promoted as
the means to deliver LSE both in and out of
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schools, and in a number of cases curricula
have been designed with sufficient flexibility to
allow teachers to adapt the selection of topics to
learners’ interests and needs. Some excellent
examples of adaptation, learner-led discussions
and topic selection were found across the case
study countries; in Jordan, for example, one of
the principal-teacher teams interviewed during
the site visit came from a school that serves a
large number of Palestinian immigrants/refugees.
This team provided numerous examples of how
they had integrated LSBE within their school,
emphasizing children’s rights and ways to
recognize and protect oneself from abuse. Other
examples of mechanisms for promoting learner
participation and asset-based approaches to
learning, such as student councils and peer
education, were noted in Kenya and Armenia.
Yet in each of these countries (and in many other
countries in the documentation review) significant
challenges existed for learners, teachers and
schools to take full advantage of opportunities
for learner participation. These challenges centre
largely on systemic difficulties of introducing
participatory approaches into traditional and
resource-constrained education systems.
In Armenia, the pressures on teachers’ time
and limited school resources were highlighted
as preventing teachers from implementing
the proposed interactive methodologies that
would enable children to influence the teaching
and coverage of LSE. Similarly, in Kenya and
Myanmar, the lack of learning materials, the
challenges of multigrade teaching (Myanmar),
and weaknesses in teacher training and teacher
support have been identified as significant
constraining factors in the effective roll-out of the
participatory methodologies seen as integral to
the teaching of LSE.
Experiences in Malawi and Mozambique also
point to the difficulties of balancing flexibility
of approach with consistency of coverage and
quality, albeit from very different perspectives.
In Malawi, both students and teachers reported
that teachers rarely consulted the learners or
strayed from the syllabus due to the pressures
that the introduction of LSE as an examinable
subject has placed on such flexibility: “We teach
for learners to pass exams so we follow the
syllabus. We only ask learners what topics are not
well understood to cover for revision purposes”
(primary school teacher). In Mozambique,
however, a different concern has been raised that
without effective supervision the wide-ranging
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and flexible content of the SAP, while potentially
supporting local relevance, has led to a highly
varied and inconsistent coverage of core content
that is selected by local implementers with little
input from parents, teachers or students. MINED
has acknowledged that there is a need for the
development of supervision and monitoring
guidelines for LSE and it will be part of 2012
priorities, but this is a problem affecting the whole
of the education sector.
While the relevance of LSE to specific vulnerable
groups is often recognized in programme and
policy documentation in the formal school system,
there is limited evidence of active identification
and engagement of these groups in consultation.
Nor are there clearly articulated means and
support structures for the adaptation or targeting
of general LSE curricula and teaching to the
specific needs of such groups. The LSE Teacher
Manuals in Malawi, for example, give only the
very general guidance to:
Adapt the activities for learners with
special educational needs. Observe
and record their performance. This
will help them assess the curriculum
with ease, develop their potential and
become independent citizens.
This lack of detailed guidance and support is of
particular concern, as LSE often covers a number
of highly sensitive issues that directly affect some
learners. Teachers, for example, have reported
challenges in teaching about HIV and AIDS to a
class including HIV-positive students:
One student is HIV positive in my class.
Sometimes when I am teaching about HIV
one learner may make careless comment
like ‘when one contracts HIV he/she may
die’. I crash these comments to protect the
HIV learner. This is a challenge. (Malawi
secondary school teacher)
Without the explicit integration of vulnerable
groups’ needs into LSE formal school
interventions, it has been left to extra-curricular
and out-of-school initiatives to provide targeted
support. For school-going children, girls’ clubs
have been a common mechanism used to
address gender issues (such as the Sister to
Sister approach in Malawi), while outside the
school, different groups are often targeted
through a wide range of separate initiatives.
In Barbados, for example, UNICEF supports
programmes for teenage mothers (implemented

by the Barbados Family Planning Association),
children in care (implemented by the Child Care
Board) and young delinquents (through the Youth
Service). In Myanmar, EXCEL is a rare example
of a single large-scale programme that targets
50,000 out-of-school adolescents through a ninemonth educational programme.169
Accessible, documented information about nonformal interventions is generally very limited, but
there are good examples of participatory needs
assessments and relevant programme design,
such as the Youth Development Programme
in Barbados, where the young people in each
community define which activities will bond them
together, and the use of peer education and
peer counselling in the Philippines, Zimbabwe
and Kenya. While such non-formal and extracurricular interventions fill in some of the gaps
left by the formal LSE programmes for specific
target groups, there are many concerns about the
coverage, effectiveness and sustainability of such
interventions (see below, particularly 5.2).

5.1.2	Intervention recognizes
and addresses social norms and
behaviours
There is evidence that learners, teachers and
communities have found LSE interventions
relevant to learners’ needs and challenges in

terms of the thematic areas and skills taught.
However, significant questions remain about the
extent to which LSE interventions have actively
acknowledged and engaged with social norms and
behaviours in their design and implementation.
LSE addresses pressing health and social issues
in many countries, usually working in areas
that are considered culturally, religiously and/or
politically sensitive. Social norms can therefore
have a powerful influence on how education on
these issues is perceived. Some interventions,
such as the HFLE in Barbados, have attempted
to explore this through situational assessments
at the start of the programme, but generally
there is little evidence of systematic, in-depth
analyses of the social norms (both positive
and constraining) that underpin the existing
situations around issues such as sexuality, HIV
prevalence or gender, nor strategies to engage
with the social norms during implementation.
The most obvious and frequently seen example
of this is the tension between constraining social
norms on the discussion of sex and sexuality
and their coverage in LSE. In Jordan, explicit
integration of gender and gender-based violence
as well as SRH issues into the LSE curriculum
was the focus of negotiations between UNICEF
and the MoE for three years, resulting in these
themes only being addressed in non-formal and
peer education initiatives.

Table 8: Relevance of LSEs to learners’ social norms and behaviours
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

Intervention
recognizes
and addresses
social norms and
behaviours

Armenia

Criteria

Supportive norms are identified and
analysed in the design

t

tt

t

tt

tt

t

tt

LSE builds on supportive norms

t

tt

t

tt

tt

t

tt

tt

tt

tt

t

tt

t

tt

t

tt

t

t

t

t

tt

Indicator

Constraining norms and attitudes are
identified and analysed in the design
LSE planning addresses such
constraints

t Low application, tt Moderate application, ttt High application

169

Recent data on out-of-school children in Myanmar is not available; however, DFID estimates that less than 50 per cent complete primary
school education.
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In Malawi, pressure from religious groups
and parents led to very restricted information
on condoms within the LSE curriculum. In
Mozambique, the 10-to-14-year-old age group
targeted by HIV prevention education in schools
is designated as not sexually active and thus the
education materials do not include information
on sexual modes of transmission; and similar
public debates and negotiations around the
suitability of sexual and reproductive content
have occurred in the Philippines, Armenia and
many other countries. These political dialogues
and negotiations have largely been reactive or
based on consultations leading to decisions
regarding content rather than pro-actively and
strategically engaging with these social norms
as part of the design and implementation of
LSE programmes. There is also a tension and
fine balance to be struck here between the
engagement and participation of stakeholders
in the design and implementation of LSE to
strengthen its acceptability and reinforce its
messages within and beyond the school, and the
compromise and adjustment of the programme
content to the prevailing social norms of these
stakeholders that may be necessary in order to
gain their support.
Clearly, some LSE interventions challenge
existing constraining social norms with explicit
inclusion of issues, such as the rights of women
and girls in family relationships in Armenia,
cultural practices that increase the spread of
HIV in Malawi, and issues of gender-based
violence in Mozambique introduced into LSE
education after a national survey based on focus
group discussions with primary school girls and
community representatives. There is anecdotal
evidence to suggest that in having to deal directly
with such topics some teachers and learners
are actively tackling their own and others’
constraining social norms around these issues.
However, while an important step, the inclusion
of a topic in school curricula does not necessarily
engage with the wider norms that influence
behaviours around critical issues, and may in fact
undermine the acceptability and appropriateness
of LSE in the eyes of communities, teachers
and learners. In Armenia, for example, there
has been controversy, playing out in the polity,
media and wider society, around the extent to
which LSE reflects ‘Armenian values’ given the
strong external support involved in the original
intervention design. This controversy appears
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to focus largely on the coverage of sexual
and reproductive health content, particularly
contraception, and the ages at which young
people are taught them.
In Malawi, some parents reported discomfort
and opposition with some of the issues being
taught in the LSE curriculum, with one father
commenting: “It is not acceptable to teach
children issues of sexual intercourse because
these are private issues which have to be known
by adults only,” and teachers also reported
receiving complaints from parents.
The implications of this lack of support for the
outcomes of LSE interventions are increasingly
recognized. As one UNICEF Mozambique staff
member commented:
Constraining norms (barriers) also need to be
tackled outside the school through non-formal
interventions. It’s important for school education
to continue, but it can only go so far before the
barriers begin to inhibit behaviour change.
This was backed up by some students in
Mozambique reporting that they had become
tired of hearing about HIV because “nothing
changes.” In both Mozambique and Barbados,
the lack of parental involvement in the LSE
programmes in schools was noted as a
weakness in providing the necessary support
to reinforce and internalize what students are
learning at school in the home.
In contrast, a number of programmes’ strong
links to communities and parents have been
identified as a critical success factor in providing
support and a conducive environment beyond
the school for learners and communities to
build on positive social norms and challenge
constraining ones. In Myanmar, for example,
the integral involvement of PTAs in LSE training
and school activities provided an important link
between LSE in the schools and awareness
and support in communities, while in Jordan the
involvement of parents in the initial programme
consultation was identified as an important
first step in engaging with communities, which
UNICEF is now taking forward in supporting
further development of PTAs in schools.
While the engagement of stakeholders
may involve compromises on the content of
programmes (such as gender-based violence
in Jordan), the process of their engagement

either directly in the programme or through
other avenues offers opportunities to start to
influence the constraining social norms that
necessitated those compromises. In Zimbabwe,
the inclusion of parents and communities in some
of the training and sensitization work carried out
around peer education and leadership on HIV
and AIDS strengthened the support and impact
the project has had, and in Belize the in-school
HFLE programme is complemented by initiatives
such as the Belize Red Cross’ Together we Can
primary prevention campaign, which works with
parents and communities and focuses on some
of the same issues covered in HFLE.
It is not only the impact of social norms outside
the school that must be considered in terms of
how they may limit or strengthen content and
constrain or support how learners can act on
what they have learned in LSE programmes. The
existing social norms that both the teachers and
learners bring into LSE programmes must also be
recognized and acknowledged within their design
and implementation.
In Mozambique, insufficient priority to gender
relations between girls and boys in the
classroom has allowed existing gender roles
to be perpetuated, with one female student
commenting that: “the men [in her class] tend
to provoke, insult and conquer us.” In Malawi,
while gender and gender-based violence issues
are explicitly addressed in the LSE curriculum,
the materials rarely encourage female and male
students to fully challenge their own attitudes and
behaviours on gender, and focus on ‘societal’ or
‘cultural’ factors rather than an exploration of how
gender plays out in students’ own homes and in
the school.
Anecdotal evidence from some students indicated
that elements of the content in LSE offended
them, with one student in Malawi commenting, “I
hate this subject because it is too sensitive and it
encourages the Western culture,” and a number
of parents also reporting that their children had
complained to them about the inappropriateness
of LSE (also in Malawi). At a more extreme
level, there is reported evidence from Armenia
that learners from some minority groups absent
themselves from LSE when it offends against
strong social norms within that minority group
concerning equality and sexual behaviour.

There are many examples of teachers expressing
continuing concern or discomfort in delivering
sensitive topics that challenge some of their preexisting attitudes. The perceived incompatibility of
LSE content with ‘Armenian values’, for instance,
was reported in a number of Armenian teachers’
responses, with one teacher freely admitted
to omitting topics (including the prevention of
sexually transmitted diseases and methods
of contraception) that she felt was unsuitable
for students. In Malawi, several teachers also
reported degrees of self-censure:
When teaching about AIDS prevention in
Life Skills we also draw on Bible knowledge
where we teach them that one should not
commit adultery or pre-marital sex because
it is against one of God’s commandments.
When discussing STIs where deeper
explanation is required we become tonguetied sometimes because of our cultural
backgrounds.
Many training programmes for teachers of
LSE do not appear to adequately address
these aspects, so that project evaluations in
many countries, including Guyana, Myanmar,
the Lao People’s Democratic Republic and
Zimbabwe note that while training might have
increased teachers’ knowledge and awareness
around sensitive topics such as HIV and AIDS
or sexuality, it had not tackled teachers’ own
sensitivities and behaviours.
There are some positive examples of efforts
to address this, such as in Myanmar, where a
peer education programme has been introduced
in pre-service training. Another example is the
partnership between Domasi Teacher Training
College and the NGO Theatre for a Change in
Malawi that uses participatory methods in LSE
training with trainee teachers, including selfassessment, journals, observation of role-played
situations and one-to-one discussions to achieve
recognition among trainers and trainees that, in
order to teach LSE effectively, one has to change
oneself first. However, such innovative approaches
appear to be rare among the very wide number of
LSE teacher training courses that exist.
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5.1.3 LSE addresses national needs
Table 9: Relevance of LSEs to national needs
Country

Criteria

Indicator

Armenia

Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE addresses
national needs

Policy for LSE references/aligns with
overarching national policy (Poverty
Reduction Strategy Papers, sector plans,
United Nations Development Assistance
Framework (UNDAF)/other joint strategies
in education, health, HIV and AIDS)

ttt

ttt

ttt

ttt

ttt

tt

tt

LSE design has involved relevant
stakeholder consultation (including
beneficiaries, caregivers, teachers, social/
health workers)

tt

ttt

ttt

tt

ttt

t

ttt

LSE design is based on assessment of
national needs

tt

ttt

ttt

tt

ttt

tt

tt

t

ttt

ttt

tt

tt

t

ttt

LSE addresses international commitments
to CRC

ttt

ttt

tt

ttt

ttt

ttt

ttt

LSE supports MDGs and EFA

ttt

tt

tt

tt

ttt

tt

ttt

LSE includes the thematic areas that
address global commitments

ttt

tt

tt

ttt

ttt

ttt

ttt

Stakeholder consultation during
implementation
Intervention is
aligned with
international
commitments

t Low application, tt Moderate application, ttt High application

Throughout the case study countries and in the
country documentation review, LSE is explicitly
mentioned in many national policy frameworks and
strategies (see Table 10) as part of the national
response to providing accessible, quality, relevant
education for all, and HIV and AIDS prevention,

and to raising awareness of, and empowering
children to claim, their rights to survival,
development and protection. Thus it can be
identified as an important part in many countries’
fulfilment of international commitments such as the
MDGs, EFA and CRC.

Table 10: LSE in national policies and plans
Policy or plan

Percent of countries mentioning LSE is explicitly
in policies or plans

Poverty Reduction Strategy

53.8%

National AIDS Policy

76.9%

National AIDS Plan

72.4%

National Education Policy

88.5%

National EFA Plan of Action

62.1%

National Education Plan

79.3%

National Youth Policy

30.8%*

* This low percentage may be explained by the absence of National Youth Policies in some of the countries included in the documentation review, or
their absence from the documentation sets for each country.
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Equally, the identified content and objectives
of LSE interventions can be linked to sectoral
and national policy goals in all the case study
countries, particularly around health and HIV and
AIDS. This indicates the extent to which LSE has
been driven as a response to a range of identified
national challenges.
The thematic areas covered by LSE programmes
have a focus on health-related issues (particularly

HIV and AIDS), but there is also significant
coverage of the areas of citizenship, human rights,
and child rights and participation (see Table 11).
Much lower rates of coverage were identified
for areas such as children’s access to justice,
combating sexual abuse and exploitation, and
interculturality, and across all components of the
theme of DRR.
Where DRR is present as a focus within LSE

Table 11: Thematic areas in LSE interventions
Themes covered by LSE programmes

% of country sample
covering the theme

Health themes
Health promotion, disease prevention

88%

HIV and AIDS and sexual/reproductive health

100%

Healthy lifestyle, nutrition, hygiene and safe behaviour

85%

Social and emotional learning and psychosocial support

82%

Drug and alcohol abuse prevention

85%

Sport, art and recreation

33%

Learning to live together themes
Violence prevention/addressing antisocial behaviour, including violence and bullying

71%

Peace education/conflict resolution

61%

Human rights, citizenship and social responsibility

77%

Moral and civic values

55%

Gender relations; gender equality

74%

Interculturality; multicultural society; identity, equity, rights of indigenous peoples and
ethnic minorities; social cohesion; antiracism

42%

Disaster risk reduction themes
Disaster risk reduction

40.7%

Sustainable human development

48.1%

Environmental rights

48.1%

Conservation of natural resources

40.7%

Personal empowerment themes
Participation/rights of children and young people

89.7%

Livelihoods (generic skills) and financial literacy

62.1%

Combating sexual abuse and exploitation

44.8%

Access to justice

13.8%
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programmes, this is usually in response to a
specific need and experience – in the Maldives,
for example, DRR and environmental issues are
a part of the post-tsunami programmes. However,
it was noted that DRR was not a part of the LSE
curriculum in a number of countries where such
a theme might be expected to be covered, such
as: Afghanistan, Bangladesh, Eritrea, Ethiopia,
Jamaica, Malawi, Namibia, Nigeria, Rwanda,
Tajikistan, Togo and Zimbabwe. While specific
information and analysis on this point was
lacking in the country documentation for many
of these countries, it may be that long-standing
interventions around DRR (both in and out of
schools) have not yet been integrated with more
recent LSE interventions, such as the public and
school education activities in Jamaica around
hurricane risks.
As noted in the previous sections, however,
this alignment with formally identified national
needs has not been supported with rigorous
and participatory needs assessments
and consultations in all countries. Where
significant issues of social and cultural
sensitivity have arisen, there has also been

an exclusion of topics, such as gender and
gender-based violence in Jordan, condom
usage in Malawi, and sexual modes of
HIV transmission in Mozambique.

5.1.4	LSE content and delivery
embody CRC principles
There is frequent reference in LSE
documentation to the intention of LSE to
enhance children’s awareness of their rights and
how to claim them, and contribute to children’s
survival, development and protection. An explicit
focus on rights forms an important strand
in the aims and content of many of the LSE
interventions and curricula across the countries
reviewed (for example, Armenia, Lesotho,
Mozambique and Romania). Equally, however,
many LSE interventions do not make specific
reference to the CRC or use the language
of rights (e.g., Barbados, Malawi, Barbados,
Myanmar) although the principles of the CRC
are embodied in the content, particularly in
regard to non-discrimination (in terms of gender,
HIV status, orphans and vulnerable children,

Table 12: Relevance of LSEs in modeling CRC principles
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE content
and delivery
embody CRC
principles

Armenia

Criteria

Non-discrimination

ttt

ttt

tt

ttt

ttt

ttt

ttt

The best interests of the child

ttt

ttt

ttt

ttt

ttt

ttt

ttt

The right to life, survival and development

ttt

ttt

tt

ttt

ttt

ttt

ttt

t

ttt

ttt

t

ttt

t

ttt

tt

tt

t

tt

tt

tt

tt

Specific learning needs taken into account

t

tt

t

t

tt

t

tt

Factors leading to educational
disadvantaged catered for

t

tt

t

t

tt

t

tt

Indicator

Learner participation in design
Knowledge of human rights and related
responsibilities

t Low application, tt Moderate application, ttt High application
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disability, ethnicity, etc.) and the right to survival
and development through the identification and
protection against risky practices and behaviours.
An interesting example of the negotiation and
perceptions around the language of rights comes
from Barbados, where parents and teachers felt
that an overemphasis on child rights results in
‘adult abuse’ through children taking advantage
of their rights. One parent commented:
The issue with child rights is a ticklish
one because although I agree that you
should teach the children their rights; I
think we should start focussing more on
the child’s responsibilities.
In terms of delivery, participatory methodologies
are very often an integral aspect of LSE
interventions, providing the potential space and
opportunity for active child participation in LSE
lessons. Other mechanisms, such as student
councils in Armenia, Kenya and Jordan, also offer
mechanisms for children’s voices in decisionmaking at school levels. In practice, however,
there are many constraints to the effective
implementation and fulfilment of this potential.

In all case study countries, when discussing
issues of child rights in the delivery of LSE,
respondents frequently referred to CFS initiatives
and the way that they embody and deliver on
CRC principles. There is an obvious identification
at school level of the overlap between the types
of environments, behaviours and attitudes being
promoted within LSE, and those being pursued
through whole school CFS interventions. Despite
recognition of the mutually supportive aspects
of these two initiatives both from school and
UNICEF respondents, at a programmatic level
LSE and CFS have generally developed as
separate interventions under UNICEF, and there
is surprisingly little evidence of formal linkages or
integration between the two programmes.

5.1.5	There is opportunity to respond
to changing circumstances
In many of the countries reviewed, LSE has a
relatively long and varied history, often beginning
in the early to mid-1990s and having undergone
a number of thematic and modality adaptations,
mirroring the shifting emphasis of governments,
NGOs and donors. A strong common thread is

Table 13: Relevance of LSEs to changing needs and programme priorities
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

There is
opportunity
to respond
to changing
circumstances

Armenia

Criteria

There is review and feedback process

tt

ttt

tt

t

ttt

tt

ttt

There is focus on the process of
developing life skills in participation with
learners

tt

ttt

tt

t

tt

t

tt

Design has been adapted in the past

tt

ttt

tt

tt

ttt

tt

ttt

Indicator

t Low application, tt Moderate application, ttt High application
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the focus on HIV and AIDS, which has been the
most prominent driving force of LSE, especially
in sub-Saharan Africa. But shifting focuses
in other areas have also picked up LSBE
interventions. In Romania, for example, the
focus of UNICEF-supported LSE interventions
has gradually expanded with elements that
are linked to specific UNICEF programmes
in HIV, child protection and, more recently,
inclusion (especially of Roma populations).
Where LSE is established within the formal
system of education, periodic reviews and
evaluations have been undertaken of content,
materials and modalities, often stimulated
and supported by UNICEF and sometimes as
part of national education curriculum reviews.
The quality and systematic nature of the M&E
frameworks underpinning these reviews vary
considerably; for example, in the Caribbean
countries, including Barbados, the HFLE
curriculum is in a constant state of evolution and
subject to regular M&E and revision on a (sub-)
regional level, and at the national level, the MoE
in Barbados is now concluding a stocktaking of
HFLE that will include data on school councils.
In Malawi, LSE curriculum and materials reviews
have led to the expansion of SRH themes in
recently developed materials, an emphasis on
peer counselling, an increased focus on the
identification of risky behaviours and protective
factors in different situations, and a focus on girlspecific materials/approaches (e.g., the UNICEF
Sister to Sister Life Skills Plus programme).
In Mozambique, the monitoring framework
involves an annual review undertaken by the
MoE to gather feedback from provincial-level
coordinators and activistas carrying out extracurricular LSE activities within schools. However,
there are no monitoring and feedback systems
in place for the integrated curricula programme
in either Mozambique or Kenya, nor are there
systematic reviews of LSE.
In non-formal interventions, evidence of formal
feedback and reviewing processes is extremely
limited. The evidence from Barbados appears
to be typical of the situation for many nonformal programmes, where informal verbal
feedback from young people and observation
of their participation, activities and behaviour
may underpin changes in future programmes,
but this process appears to be organic rather
than planned or explicit. Again, UNICEF
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has been instrumental in supporting the few
examples of evaluations and reviews that have
been undertaken in the non-formal sector,
and research such as UNICEF’s “Are they
listening?” in Barbados seeks to provide more
systematic feedback of the impact on young
people regarding media messages about sexual
behaviour and HIV and AIDS, which could inform
future programme design and implementation.
Where review processes are in place, both in the
formal and non-formal sectors, there appears to
be a focus on operational aspects and outputs
of the programmes (scale of teacher training,
materials distributed and used, content areas
covered, etc.). There is far less evidence of these
review processes engaging with or responding to
changes in context and issues surrounding LSE
programmes, such as the shifting social norms
in which they are operating or the differentiated
needs of different groups within the classroom,
school and community. This mirrors weaknesses
noted above in initial needs assessments, namely
engagement with social norms and monitoring
and evaluation of programme outcomes.

5.1.6	Issues and conclusions: Relevance
To national and local priorities
LSE needs to reflect the wide range of children’s circumstances and identify and tackle changing risks
to young people. It should be able to respond to local contexts and priorities. Integration within a national
curriculum, especially when linked to national examinations, can limit the options in responding to
changing priorities.

To children’s needs
LSE is important as an attempt to introduce learning (of knowledge and skills) that is relevant to young
people’s needs and empowers them as they grow and become adults. An educational initiative intended
to empower children contrasts with traditional aims to form children as productive members of society
and contributors to national development: LSE is at its essence ‘child-centred’. Participatory learning also
encourages asset-based approaches, in which children and young people bring their own knowledge and
skills. This is especially relevant in peer learning environments.
LSE sets the challenging educational aim to change high-risk behaviours. In its conceptualization, LSE
has recognized the importance of psychosocial skills to this end. In most cases, LSE has entered schools
in a mix with priority themes, most commonly HIV and AIDS in response to growing prevalence of HIV
infections. The mix can work well and there are good reasons to mix knowledge (for example, of condom
use) with personal skills (for example, to negotiate sexual encounters) to build a relevant and rounded
learning experience.
Given the child-oriented philosophy of LSE, the involvement of UNICEF and the timing of most LSE
interventions, the relative scarcity of active rights-based approaches to LSE programmes is disappointing
and weakens the relevance of LSE to the real needs expressed by children, and its responsiveness to
change.
The children’s voice has been too rarely heard in programme design, even where UNICEF has taken a
lead role. There are gaps in such consultation in some countries and the necessity of listening to young
people in areas that are so intimately concerned with their lives is apparent.

LSE and social norms
The tension between LSE, which seeks to empower and inform children and conservative social norms,
is almost universal. LSE has been the subject of heated public debate in the mass media in many
countries, with a political discourse to negotiate compromises that maintain the support of, for example,
influential social or religious leaders. This is a proper process in which UNICEF and other partners can
play a role in advocacy and information. However, if the intervention is perceived mainly as owned by
foreign agencies,
it can fuel negative attitudes and norms.
Social norms have a more immediate effect on the delivery of LSE when teachers censor or steer
curriculum delivery. Teachers introduce religious and moral imperatives for positive behaviours and
there is a risk of children receiving partial or confusing information when it is mediated by teachers with
their own beliefs, which may be compounded (or challenged) by the norms prevalent in a child’s own
household and community.
The tension between children’s rights and those social norms that limit knowledge and personal options is
a strong part of LSE interventions. The right of children to agency over their lives and honest information
is at risk in the compromises made to accommodate social norms and political and societal ‘buy-in’. At
the same time, without support for LSE interventions and content both within and beyond the school, the
effectiveness and sustainability of interventions is at risk. The process of engagement and participation
of stakeholders therefore requires a strategic and delicate balance to be maintained, but analysis and
planning of interventions is rarely based on an analysis of the relevant social norms (both supportive and
constraining), the political economy around them and strategies to preserve LSE within these realities.
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5.2	Coverage
Key question: Is LSE reaching all students,
providing then with adequate learning
opportunities differentiated as necessary to
their different needs and circumstances?
Coverage is the extent to which a target group,
population or set of institutions has access to or
is benefiting from an intervention. This is usually
measured as the number of the benefiting target
groups divided by the number in the population.
Beyond this quantitative measure, however, it is
important to look at the more nuanced, qualitative
measure of ‘effective coverage’ that assesses
the extent to which the intervention meets quality
standards for those that are able to access it.
This section is presented according to the
following criteria, as specified under the coverage
section in the evaluation framework (Annex 2):

•

LSE intervention reaches all intended
groups: geographical, socio-economic,
ethnic and language groups that are
marginalized;

•

LSE intervention is adapted to the needs
and circumstances of beneficiaries,
including marginalized, vulnerable and atrisk groups;

•

LSE (or complementary initiatives)
addresses out-of-school children;

•

LSE interventions are targeted at ages
or groups appropriately for knowledge,
attitudes, skills and behaviour change;

•

LSE interventions are gender sensitive and
inclusive; and

•

Resources reach all points of delivery.

Summary of findings: Coverage
• LSE is intended to have wide coverage in many countries, often by its inclusion in formal schooling, but
implementation at the school level rarely matches intentions because of lack of teachers, low priority for
LSE by both teachers and students, and a shortage of materials.
• Where LSE has been integrated into the school curriculum, delivery in schools includes all learners
regardless of socio-economic, ethnic, linguistic or other differences. Formal LSE can only be as inclusive
as the school system.
• There has been little differentiation of content or approach at the classroom level to cater to the specific
needs or interests among learners. There is limited data on out-of-school and other marginalized groups,
and outreach of LSE to these groups is largely the responsibility of NGOs typically in small-scale and
fragmented, non-formal provisions.
• In many countries there is a wide range of non-formal LSE interventions. The data are limited but
coverage, quality and targeting of such interventions is variable within and across countries.
• School-based LSE interventions initially tend to focus on the primary level, with junior and senior secondary
levels being incorporated over time.
• There is very little evidence of active LSE initiatives at the early childhood/pre-primary level.
• LSE curricula that have been developed are age-appropriate and incremental, although there have been
debates and negotiations around the age appropriateness for younger learners, principally related to sex
and sexuality.
• There has been little attention to the issue of delivering an appropriate LSE curriculum for students enrolled
in classes for which they are over-aged.
• LSE interventions vary considerably in the extent to which they address issues of gender in either design
or implementation, but in many cases there is little in-depth coverage of gender and power relations, or
opportunities to challenge and transform gendered identities for both girls and boys.
• Girls and boys are rarely separated for LSE classes, due to resources constraints.
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5.2.1	LSE intervention reaches all
intended groups
The most extensive global data on basic coverage
of LSE across the formal school system come
from the UNGASS national reporting on indicator
11 (the percentage of schools that provided life
skills-based HIV education in the past academic
year). The 2010–2011 data sets from this indicator
show a large number of countries unable to
provide up-to-date figures, and where data are
available there is a huge variation in coverage
rates within and across regions.170 The 2010
UNGASS data suggest that 100 per cent of
schools are covered in 11 countries, and data are
not available for 30 countries. However, as noted
in section 3.6.1 above, there are several major
limitations to these data in providing an accurate
picture of LSE coverage in schools, particularly
regarding the ‘effective coverage’ of LSE.
Among the countries reviewed in the
documentation review, almost half were offering

LSE interventions on a national level, and
almost 40 per cent of LSE interventions were
reported to be in the course of scaling up to a
national level. No data were available for 44 per
cent of the countries reviewed on the estimated
percentages of schools implementing LSE.
However, in some countries (including Angola,
Botswana, Eritrea, Ghana, Jordan, Lesotho
and South Africa) it is documented as being
81–100 per cent of schools. The divergence
between statistics is noted in some cases –
such as Zimbabwe, where UNGASS reported
100 per cent of schools teaching life skills, while
the UNICEF evaluation noted that less than
5 per cent of primary and no secondary schools
were implementing it. This figure can only
give an indication, therefore, and even where
statistics are thought to be accurate, the extent
to which intended national coverage is reflected
in schools ‘on the ground’ was questioned in
many cases – see 4.6.2 regarding resources
reaching all points of delivery, for example.

Table 14: Coverage of LSEs interventions in each participating country
Country
Jordan

Kenya

Malawi

Mozambique

Myanmar

The number of
beneficiaries as
percentage of the
age populationa

Barbados

LSE
intervention
reaches all
intended
groups:
geographical,
socioeconomic,
ethnic,
language
groups that are
marginalized

Indicator

Armenia

Criteria

100%
(P&JS)

100%
(P&SS)

100%
(P&SS)

100%
(P&SS)

100%
(P)

100%
(P)

100%
(P)
100%
(JS)

100%
(JS)
27.5%
(SS)

Number of targeted
learners who
access the LSE
opportunityb

Lack of
data

80% (P)
100%
(SS)c

Lack of
data

Lack of
data

Lack of
data

Lack of
data

Lack of
data

t Low application, tt Moderate application, ttt High application
P = Primary school; JS = Junior secondary school; SS = Senior secondary school
a The data entered here relate to the proportion of students in school who should be covered by LSE programmes, according to official curricula
and implementation guidelines. There is insufficient data on out-of-school children and non-formal LSE interventions to estimate total numbers of
beneficiary populations receiving LSE programmes.
b No national-level data are available for six of the seven case study countries. However, visits to the small sample of schools strongly suggest that
official rates of coverage are significantly higher than the reality in schools, except in Malawi, where LSE is an examinable subject.
c These figures are taken from an MoE survey in 2009 that revealed that 19.4 per cent of public primary schools struggled to adhere to
the life skills syllabus.
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The data situation for non-formal interventions
is extremely poor. Many interventions have set
targets of numbers of participants and trainees to
be reached within the time frame of the project,
but due to a lack of accurate and detailed data
on specific groups of marginalized and/or out-ofschool children at national and local levels, it is
very difficult to establish the scale and reach of
these interventions in relation to the needs.
In nearly all cases, reviewers found that
programmes were aimed at both male and female
students in the formal programme, and for the
most part also in non-formal programmes, though
these tend to have more of a female focus. In
Bangladesh, for example, certain out-of-school
programmes aim for a participation rate of 60
per cent for girls, and in Togo there is a focus on
women and girls outside the school programmes.

5.2.2	LSE intervention is adapted to
the needs and circumstances
of beneficiaries, including
marginalized, vulnerable and
at-risk groups
Where LSE has been formally integrated into the
school curriculum, LSE lessons are supposed to
include all learners in the class, regardless of socioeconomic, ethnic, linguistic or other differences.
There has been little differentiation of content or
approach to cater for specific needs or interests in
any of the case study countries within the formal
system. In Armenia, this has led to children from
minority groups absenting themselves where
content conflicts with religious norms.

In Mozambique, the MoE states that LSE
programmes should be inclusive, particularly in
terms of orphans and vulnerable children and
children with special needs, and as a result no
specific content or adaptation has been designed
for these groups because of concerns about
‘branding’ them as different and thus reinforcing
stigma and negative attitudes towards them.
In Barbados, the school curriculum in general does
not appear to be adapted to any particular needs,
apart from one-off, school-initiated interventions.
In Malawi, the case study investigations found that
those least likely to receive LSE in formal schools
were children from rural areas with inadequate
numbers of teachers, children with a disability,
children in special schools for young offenders
and street children.
In some instances a flexibility in the curriculum
and the use of interactive, participatory
methodologies has enabled teachers to adapt
to the specific needs of their learners, but the
reported challenges of implementing participatory
approaches in LSE (or other subjects), such as
lack of resources, large class sizes, inadequate
classrooms, lack of teacher training, and the lack
of supervision and support structures in schools
for teachers have also been noted by teachers in
Armenia, Jordan, Kenya and Malawi as limiting
their capacity to respond to learners’ specific
needs and interests.
The country documentation review found some
evidence of specifically targeted groups in design:
In seven cases, street children were specifically
identified in the design of LSE interventions,

Table 15: Inclusion of all learners in LSE interventions, including vulnerable and
at-risk groups
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE intervention is
adapted to the needs
and circumstances of
beneficiaries, including
marginalized, vulnerable
and at-risk groups

Armenia

Criteria

Strategies to identify and target
groups, including at-risk groups

t

tt

t

t

t

t

tt

Adaptation of LSE to needs

t

tt

tt

t

t

t

tt

Indicator

t Low application, tt Moderate application, ttt High application
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in 18 poor children and in 16 orphans and
vulnerable children (there is some overlap
between these). Other vulnerable groups that
were targeted were identified as follows:
•

Persons with special needs or disabilities
(Armenia, Burundi, Togo);

•

Working children, especially those
carrying out hazardous or exploitative
work (Bangladesh);

•

Minority ethnic groups (Guyana,
Romania);

•

Children in the juvenile justice system
(South Africa);

•

Displaced and refugee children (Burundi,
Côte d’Ivoire);

•

Child soldiers (Democratic Republic of
Congo);

•

Migrant populations/children of seasonal
workers (Belize);

•

People living with HIV (Jamaica).

Children with disabilities or special needs, those
marginalized by minority languages and those
living in deprived areas are often identified or
mentioned in policy documents and ministry
initiatives. There is little specific detail, however,
on how these children are to be included or how
their needs are met in terms of LSE teaching and
learning. There was also little evidence of this in
the case study countries.

Non-formal programmes that run alongside formal
schooling often play a vital role in addressing
the specific needs of vulnerable groups. In
Barbados, where numbers of out-of-school
children are estimated to be very low,171 the
Youth Development Programme has run life
skills workshops with young prostitute mothers
and with the United Gays and Lesbians Against
AIDS Barbados; the Barbados Family Planning
Association provides LSE in support of teenage
mothers; and government programmes to support
behaviourally challenging or delinquent youth
include the Youth Service, the Government
Industrial School and the Edna Nicholls Out-ofSchool Programme (for short-term suspensions).
The Childcare Board, also supported by UNICEF,
includes LSE for children in residential care.

5.2.3	LSE (or complementary
initiatives) addresses out-ofschool children
While much attention has been placed on
the introduction of LSE through formal school
systems, in many countries there are still
significant numbers of children that remain outside
schools, either having never enrolled, dropped
out of school or not made the transition between
different levels of schooling.
There is evidence that LSE does reach out-ofschool children through non-formal provisions: In

Table 16: Coverage of out-of-school children in LSE initiatives
Country
Kenya

Malawi

Mozambique

Myanmar

Attendance of out-of-school
learners at LSE

Jordan

LSE (or complementary
Specific actions to reach
initiatives) address out-of- out-of-school children
school children

Barbados

Indicator

Armenia

Criteria

tt

N/Aa

tt

t

tt

t

ttt

No
data

N/Aa

No
datab

No
data

No
data

No
data

No
data

t Low application, tt Moderate application, ttt High application
a
The population of out-of-school children in Barbados is estimated to be very low.
b
One non-formal initiative, the Community Development Committees in Palestinian refugee camps, reported an estimated 950 adolescents involved
in their peer education courses annually.
171

No data are available for school enrolment in Barbados in the EFA Global Monitoring Report 2011, but the UNESCO Institute for
Statistics notes a primary GER of 114 per cent and secondary GER of 101 per cent for 2009.
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28 countries reviewed, LSE is said to be targeting
out-of-school children, either through work in
non-formal centres, or by schools working to
improve inclusion and outreach. In many cases,
out-of-school initiatives are locally driven and
small scale, and therefore it is difficult to access
information on their coverage.
In Jordan, UNICEF began its work supporting
basic life skills programming within the nonformal education sector and extra-curricular
activities in 1999 through cooperation with a
partner (the Princess Basma Youth Resource
Centre), and UNICEF continues to support the
work of organizations carrying out LSE in the
non-formal education sector. One example of this
is UNICEF support to Community Development
Committees, which are implementing non-formal
education work in Palestinian refugee camps with
youth between the ages of 12 and 17 (although
other marginalized youth are also targeted).
They have permanent programmes that focus
on women, persons with disabilities and youths,
all of which integrate elements of LSE. The
original Basic Life Skills Manual developed by
UNICEF in its work with youth has also become
widely used, with its focus on training young
peer educators who then bring together other
youth to identify and carry out initiatives within
their community. Most of the young people
trained have focused their activities on schools,
addressing topics such as school bullying, peer
mediation and cleaning up the environment.
In Malawi, the Ministry of Youth coordinates
projects for out-of-school children and estimates
that around 6,000 youth networks are in place
across the country delivering LSE. However, as
the Ministry of Youth does not have the capacity
or the M&E systems in place to monitor these
groups, it is impossible to say how many young
people they are reaching.
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that have later registered with the Government of
Kenya and received its support. However, there
does not appear to be a consistent approach to
LSE in these centres.
The data on such interventions are extremely
limited and where they exist, the coverage,
quality and targeting of such interventions is
seen to be very variable within and across
countries. A major challenge in this sector is
that many of these interventions are operating
in a context of poor or non-existent data on
target groups in the first place, and, as in
Malawi, there is often a significant lack of data
collection and analysis capacity at all levels
with which to remedy this situation, either
nationally or through individual interventions.
Due to a lack of data on the numbers of outof-school children in Myanmar, and weak data
capacity among the implementing NGOs, for
example, it is not possible to say what level of
coverage the EXCEL programme has.
In Jordan, the International Youth Foundation
has recently undertaken a mapping exercise
of LSE providers in non-formal education, and
found many active youth centres run by NGOs
and government agencies across the country,
but also found very mixed reviews of the quality
and sustainability of the youth programmes being
delivered, including their infrastructure, staffing
and materials.
There is little evidence of linking non-formal
education programmes for out-of-school
youth into national LSE frameworks and
sharing materials and professional resources.
Non-formal activities are usually treated
separately, distinct from formal interventions,
in programme development, evaluations,
supporting organizations and approaches.

In Myanmar, the well-designed and coordinated
EXCEL programme is a rare example of a
national-level LSE intervention targeting 50,000
out-of-school children with a common curriculum
and format that is delivered by different NGOs
across the country.

5.2.4	LSE interventions are targeted at
ages or groups appropriately for
the knowledge, attitudes, skills
and behaviour change

In Kenya, there is evidence of government
and UNICEF support to non-formal centres
that incorporate elements of LSE, such as the
Christian Industrial Training College and Mabwok,
which act as compensation programmes for young
people and adults who have missed education.
These centres tend to be community initiatives

The trajectory of school-based LSE interventions
is similar across many countries, with an initial
focus at the primary level, and junior and senior
secondary levels becoming incorporated over
time. There is very little evidence in either the
case study countries or the documentation
review of active LSE initiatives at the early
childhood or pre-primary level (although in a

Global Evaluation of Life Skills Education Programmes

Table 17: Targeting of LSE interventions towards different ages groups
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE interventions are
targeted at ages or groups
appropriately for knowledge,
attitudes, skills and
behaviour change

Armenia

Criteria

Interventions start with
young learners

ttt

ttt

ttt

ttt

ttt

ttt

ttt

Curriculum and delivery are
age-aware

ttt

ttt

ttt

tt

tt

tt

ttt

Indicator

t Low application, tt Moderate application, ttt High application

number of countries’ policies, LSE is officially
meant to span pre-primary to secondary
levels). One exception is Jamaica, where a
national early childhood HFLE curriculum has
been developed, delivered and assessed.
In all of the case study countries, and in many
of those covered by the documentation review,
the LSE curricula that have been developed
appear to be age appropriate and incremental,
with the technical assistance of UNICEF cited
by stakeholders in all case study countries
as contributing to the quality of this materialsdevelopment process. However, debates and
negotiations on the age appropriateness of the
content for younger learners in some countries,
principally related to issues of sex and sexuality,
can result in aspects of the curriculum being
compromised or excluded altogether. In Malawi,
for example, parents, religious schools and
independent schools voiced concern over
condom-related information, resulting in it being
kept to a minimum in the LSE materials, and
concerns are on-going. In all primary schools
visited in the country, parents expressed concerns
about the relevance to their children of the sex
and sexuality content of LSE, particularly when
the children were younger than 10 years old.
However, parents in Barbados were in favour of
introducing sex education at an earlier age (that is,
at primary level, before the onset of puberty).
There has been much less attention given,
however, to the issue of appropriate curriculum
for students enrolled in classes for which they are
over-aged. In Malawi, there are a large number
of over-aged students in primary schools and it is
likely that teenagers are not accessing information
that would be relevant to their age and level of

maturity, particularly as they are about to become,
or already are, sexually active. None of the
primary schools visited organized LSE teaching
by age and maturity to reflect the age difference of
their learners. Similar concerns about the needs
of over-aged students were noted in Kenya and
Mozambique, where decisions on not including
sexual modes of HIV transmission in the formal
school curriculum because the official age group
for the targeted classes (10 to 14 years old) are
not deemed to be sexually active, ignore the large
numbers of over-aged students enrolled who may
already be sexually active and would benefit from
such information.

5.2.5	LSE interventions are gender
sensitive and inclusive
While in 74 per cent of countries reviewed, gender
equality or gender relations are incorporated into
the themes of LSE (see Table 11), the extent
to which LSE interventions directly or indirectly
address issues of gender in either design or
implementation varies considerably.
The case studies revealed the complexities of this
and perhaps the differences in interpreting these
aspects. In Jordan, explicit reference to gender
awareness and gender-based violence has been
excluded from the curriculum due to cultural
sensitivities. In Barbados, the HFLE curriculum
does not directly address issues of gender
inequalities, gender-based violence, sexual abuse,
sexual orientation and concepts of masculinity,
although these issues reportedly arise in class
discussions and in supplementary materials used
by some teachers.
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Table 18: LSE interventions are inclusive of boys and girls
Country
Kenya

Malawi

Mozambique

Myanmar

Implementation reflects design
or has local adaptation to gender
issues (e.g., separate sessions if
necessary)

Jordan

LSE interventions are Design of LSE intervention
gender sensitive and addresses gender contexts
inclusive

Barbados

Indicator

Armenia

Criteria

tt

tt

t

tt

tt

tt

tt

t

tt

t

t

t

t

tt

t Low application, tt Moderate application, ttt High application

In Malawi, gender and sexuality are addressed
in the textbooks in multiple topics, such as
interpersonal relationships, HIV and AIDS
and entrepreneurship. However, textbooks
tend to overemphasize the vulnerability of
women and girls, at the risk of reinforcing
stereotypes, and power relationships
between men and women and older and
younger children are barely articulated.
In terms of gender-sensitive delivery, there
was a mixture of experiences. In Barbados,
some schools reported delivering sexual and
reproductive health topics in single-sex groups,
which some students stated that they preferred,
the boys not wanting to raise certain issues
in front of girls, while girls found boys tend to
dominate discussions (and vice versa). In other
schools, classes were kept mixed, with students
saying they didn’t mind mixed classes, as “we
need to know what’s going on with them as
well.” Some teachers capitalize on the strength
of the mixed gender classes to address some
gender issues in relation to mixed ethnicity, for
example, where there are students from some
minority background (Muslim community) who
are socialized differently and may not deal with
topics on interacting between the sexes. This
provides a key opportunity to hear, for example,
female perceptions and feelings. Decisions about
separating girls and boys for even part of the time
also depend on the availability of teachers; in
another school teachers explained there was not
enough classroom space.

62

Global Evaluation of Life Skills Education Programmes

In Armenia, there is no provision for separate
sessions for boys and girls with a teacher of
the same sex, although many young people,
particularly girls, reported that they would have
favoured separate sessions for the more sensitive
area and almost all teachers of the ‘healthy
living’ topic also expressed the need for separate
sessions with a teacher of the same sex.
Similarly, in Kenya, in the mixed schools visited,
boys and girls were rarely separated for LSE
classes, except for the occasional topic. In one
primary school, based in an Islamic community,
this was particularly noted, with both male and
female students stating that they would prefer to
be separated for this class.
In Malawi, teachers and students confirmed
that LSE classes were always mixed in primary
and secondary and that boys and girls were
never addressed differently for LSE (with the
exception maybe of some group work). Teachers
reported feeling at ease about addressing both
sexes simultaneously and students, in particular
at secondary school, and confirmed liking the
approach, stating that it was an opportunity to
better understand the opposite sex. The extent to
which this setting may intimidate some learners
who want to ask specific questions is not clear.
The lack of gender-specific provision of LSE in
most countries may, therefore, provide a unique
opportunity for boys and girls to get insights
into each others’ feelings and perceptions, but
it might also inhibit in-depth discussions on

specific topics. The evaluation did not find any
example of flexible or modular LSE structures or
delivery that could accommodate and balance
these two different needs. Furthermore, there
were no instances in the country case studies of
systematic needs assessment with gender audits
being undertaken in preparation for any of the
LSE programmes, which would have been an
opportunity to consult young people.

5.2.6	Resources reach all points of
delivery
Provision of human resources for LSE reflects
patterns in the wider education sector: in
rural areas, there are likely to be lower rates
of enrolment and completion, higher rates
of over-age children and a higher chance of
teacher shortages. In Malawi, it was noted
that children in rural areas are less likely to
be exposed to LSE teaching because of the
teacher shortage, while in Myanmar, it was
noted that urban areas have larger classes,
making participatory teaching methods more
challenging. In Kenya, rural schools appear
to benefit less from training initiatives.
There is evidence that though coverage
indicators are high at the national level, the
coverage is not as high as the policy and
curriculum documents may imply. The modality
by which LSE is taught in formal schools varies
enormously: Sixteen of the countries in the
document review use a stand-alone curriculum,
against 26 countries where it is infused into the
curriculum and 20 where it is taught through

co-curricula (there is some overlap, as many
countries use more than one modality to teach
LSE). In all seven case study countries, LSE is
now a formal, compulsory part of the national
curriculum at primary level , either through a
specific stand-alone subject (as in Barbados and
Malawi) or integrated into other subjects (such as
PE in Armenia and Jordan).
The amount of time dedicated to LSE in each
of these contexts is variable, from at least
three forty-minute periods per week in primary
schools in Malawi, and one or two 40-minute
HFLE sessions per week in primary schools in
Barbados, to a one-hour session per week in
Kenya, and an unspecified allocation within PE
classes in Jordan (see Table 20). In Mozambique
the LSE model integrates LSE across the
curriculum; this means it is very difficult to
ascertain what is being taught, by whom and
how often, and there is no mechanism in place
to monitor the uptake of LSE within schools,
although the extra-curricular activities of SAP are
reported in activistas’ quarterly reports. Plans
are in place to improve this situation through the
inclusion of LSE in pre-service teacher training
programmes and the development of supervision
and monitoring guidelines for LSE within schools,
although the effectiveness of these will depend to
a very large degree on the existing capacities of
the school supervision system.
LSE lessons are often optional or displaced by
higher priority subjects. In Namibia, for example,
LSE is mandatory in the schools but optional for
learners, and in Zambia, all schools should in
theory be offering LSE as it is part of the national

Table 19: Resources for LSE interventions reach all points of delivery
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

Resources reach all
points of delivery

Indicator

Armenia

Criteria

Equitable allocation of resources,
including teachers, across the target
area

tt

tt

tt

t

tt

t

tt

t

tt

tt

t

tt

t

t

Resources allow intended LSE
delivery
t Low application, tt Moderate application, ttt High application
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curriculum but the estimate is that only 60 per
cent of schools are implementing it.
In Eritrea, which has recognized LSE as key to
HIV and AIDS prevention education, a recent
programme evaluation indicates significant
systematic problems, with LSE being taught
irregularly or not at all by teachers who have
not been trained, dropping off the curriculum
when personnel is a challenge, and not being
taught through the participatory methodologies
that were intended. Issues that were identified
across countries as influencing lower coverage
rates include a lack of teacher and school
time, the low priority placed on LSE in the
curriculum by both teachers and students (with
it rarely being a core, examinable subject),
and a shortage of materials and trained
teachers. The ethos and status of LSE in
schools is threatened by such shortcomings
in the absence of leadership within schools.
These findings were supported by the country
case studies. In Malawi, evidence from the
school visits and stakeholder interviews indicates
that the vast majority of primary schools were
teaching LSE (except for some of the more
remote schools with acute teacher shortages, or
private schools outside the national curriculum).
The decision to make LSE an examinable
subject appears to have been a critical factor
in enforcing uptake of the subject in primary
schools. Anecdotal evidence also suggests
that a similar rise in coverage is occurring at
the junior secondary level with its introduction
as an examinable subject, while coverage
remains relatively low in the upper secondary
level, where LSE is optional for learners.
In Barbados, HFLE has widespread coverage
in primary and secondary schools, and there
are also examples of additional integration of
LSE topics into other school subjects or extracurricular initiatives. However, it was noted that
HFLE classes were particularly susceptible to
cancellation or displacement; one secondary
teacher commented that she had only managed
to take 2 of the 11 HFLE classes in the previous
term and another primary teacher noted that
the 2 timetabled weekly classes of HFLE were
rarely both taught. Issues that were indicated to
contribute to this situation concerned insufficient
teachers’ time, teachers’ discomfort in teaching
some of the HFLE topics, and a lack of dedicated
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HFLE teaching rooms (with some lessons taking
place in offices or other inappropriate spaces)
but also the tendency for the school to ‘drop’
HFLE classes for other activities (e.g., extended
assemblies, sports, tests, etc.).
The displacement or cancellation of LSE is a
more significant issue in both Kenya and Jordan.
The level of LSE teaching in primary schools in
Kenya appears to be largely dependent on the
individual teacher. Some teachers commented
that they preferred to use the LSE lesson time to
catch up on the syllabus for examinable subjects,
as this would help to improve the mean score
at examinations; others choose not to teach it
if they had not been trained or it made them
feel uncomfortable. In one school, LSE was not
even timetabled as a stand-alone subject, while
in another the Standard 8 students were not
receiving LSE lessons due to exam pressures.
In Jordan, LSE elements were designed in
such a way that teachers could choose those
that were most relevant for their students, and
with LSE being integrated into PE classes,
anecdotal evidence suggests that some
teachers wanted to preserve time for play for
their students rather than address LSE topics in
these classes. The extent to which LSE topics
are covered, then, may be extremely variable
between schools and teachers. Furthermore,
PE has a relatively low status among other
subjects, and tends to be the first class to be cut
during times when teachers or administrators
need to find time to address other needs.
Further discussion about the provisions of
teaching and learning materials, human capacity
and curriculum time are presented in presented in
Section 5.3.

Table 20: Curriculum modality and allocated time for formal school-based LSE, case
study countries
Issues around curriculum time

Integrated into the curriculum (PE) since
2008; previously stand-alone subject
with small number of pilot schools; nonexaminable

Between 30 minutes and
1 hour a week

Loss of sports time (LSE is
integrated into PE); teacher selfcensorship: omitting sensitive
aspects of the curriculum

Barbados

Stand-alone subject as part of core
curriculum; some additional elements
integrated into other subjects
(particularly at primary level); nonexaminable

One 40-minute lesson
per week (some schools
2 lessons/week)

HFLE classes are especially
susceptible to cancellation or
displacement; some students liable
to miss the class because they
don’t see its relevance

Integrated into PE and PVE curriculum;
non-examinable

Estimated 10–25 minutes Teachers ‘pick and choose’ lessons
in 45 minute PE lesson
– may not cover foundational
(once per week)
learning; PE lessons have a low
status: likely to be displaced for
higher priority curriculum areas;
Loss of students’ ‘play time’

Stand-alone subject, compulsory,
non-examined, some extra-curricular
activities; some integration of LSE
aspects into other subjects;

Scheduled for one hour
a week

Teachers often use time to teach
higher priority, examinable subjects
– the results of which they and
the students are judged on some
teachers avoid teaching it if they
are untrained or feel uncomfortable
with the content

Stand-alone, examinable subject;
compulsory at primary and junior
secondary, optional in senior secondary;
optional extra-curricular activities

40 minutes: usually 5–6
periods per week in
primary grades 4, 5, 6;
2–3 periods in secondary

Appears to be taught for the times
allocated, as designed

LSE is integrated across the curriculum
in primary, but there are no specific
curriculum standards and nonexaminable; extra-curricular school
programme, delivered by activistas
(from PLHIV associations)

Integrated: unknown, as
across various subjects;
extra-curricular: 40
minutes, twice weekly

Extra-curricular: when sessions
take place may depend on the
availability of the activistas, rather
than school timetabling; challenge
of monitoring time spent on life
skills content in integrated teaching

Primary school: integrated in social
studies (core subject); secondary:
compulsory co-curricular, currently
rolling out to full national coverage (by
2015); non-examinable

Primary: 35 minutes
taught 2–3 times a week

Focus on compulsory subjects that
require examination

Jordan

Time allocated to LSE

Armenia

Modality

Kenya
Malawi
Mozambique
Myanmar
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5.2.7	Issues and conclusions: Coverage
Reaching all children
LSE has become a national-level formal school provision and it is a major achievement to
liberate curriculum space against competing demands. However, there is evidence of LSE being
‘squeezed out’ by examinations subjects, or being offered in a diluted form because teachers lack
confidence, support and capacity.
There is little evidence that the acquisition of psychosocial skills through LSE is perceived as
integral to learning and achievement.
National school systems may not be the best way to target young people at most risk, selfevidently if they are out of school. Provision for such children in the non-formal sector, outside
national planning and targeting mechanisms, is ad hoc and with inadequate assurance of quality.

Marginalized children
LSE within the national formal system is only as effective as that system in reaching marginalized
children. Where there is low secondary enrolment, many older children and adolescents will miss
LSE at a time when it is particularly relevant to their lives: marginalized groups are less likely to
attend secondary schooling. Non-formal provision reaches some groups of marginalized children,
but with ad hoc coverage. The lack of access to LSE is a critical issue: marginalized groups are,
by definition, more vulnerable to risky environments and behaviours, and therefore the importance
of the knowledge and tools of LSE is raised.

An age-related curriculum
Most countries have developed a spiral and age-related curriculum for LSE, particularly with
respect to the thematic content. Age-related approaches to psychosocial skills tend to identify
personal skills that serve thematic areas rather than children’s and adolescents’ psychology. In
many countries, age differences conspire with individual differences so that any class is likely to
include children at very different levels of maturity.
Many countries introduce LSE in primary schools to reach more students before they reach
adolescence. Increasing secondary enrolment allows a more age-appropriate curriculum relevant
to maturing students.
There is little explicitly identified LSE programming within ECCE, yet psychosocial skills are
developed young and a main stated purpose of ECCE is to help children develop personally
and socially.

Gender
Boys and girls are equally included in LSE coverage. Gender-aware assessment of needs,
gender-aware understanding of psychosocial health and skills and gendered provision is not
common. SRH and the challenges of adolescence are so central to LSE, which suggests the need
for gender-aware design and delivery.

Inclusivity
LSE has provided a means to develop respect in relation to others and there is evidence of boys’
increasing respect for girls, and some of attitude change towards people with disabilities and
people living with HIV. LSE can contribute to a culture of inclusion.
SRH is often a core concern of LSE, so challenging stereotypes and developing respectful and
empathetic relationships between the sexes has a high priority. LSE seems more focused and
successful in addressing femininities than masculinities. In some cases, LSE may benefit from
the option of working in single sex groups, with a teacher of the same sex: students expressed
this preference. Too rarely does LSE address the specific needs of, or develop positive attitudes
towards, people with different sexual orientations.
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5.3 	Efficiency
Key question: Is LSE delivered in ways that
make good use of resources to deliver and
maintain quality learning?
Through the efficiency of LSE, the study aims to
assess whether LSE programmes are planned
and implemented in ways that are coherent
and recommended for effectiveness. The
DAC Principles for Evaluation of Development
Assistance suggest the following criterion for
assessing programme efficiency: Efficiency
measures the outputs – qualitative and
quantitative – in relation to the inputs.

This section is presented according to the
following criteria, as specified under the efficiency
section in the evaluation framework (Annex 2):
•

LSE intervention makes good use of
available resources;

•

Resources have been adequate;

•

LSE is of acceptable quality for the
resources provided; and

•

LSE interventions are complementary
and coordinated.

Summary of findings: Efficiency
• There is wide variation in the priority given to LSE resources. Resource constraints were cited by
respondents as the most limiting factor to successful implementation across the countries reviewed.
• In some countries, materials exist, but there is a problem of distribution, and school visits revealed that
resources do not reach all intended points of delivery.
• Resources that are often available and of high quality during project-supported initial phases/pilots are
difficult to sustain on scaling up.
• There is a particular challenge in developing human resources for LSE – both of identifying suitable
teachers and of identifying and developing the necessary professional and personal qualities for effective
LSE delivery.
• There is a strong demand for additional teacher training and support, but there is limited evidence of
approaches to teachers’ engagement and professional development that effectively address the specific
demands of LSE delivery beyond knowledge content.
• Effective LSE delivery is commonly seen as dependent on the introduction of participatory teaching and
learning methodologies, but significant challenges exist to the implementation of such methodologies in
the context of resource constrained systems and more traditional didactic modes of delivery.
• UNICEF support has played an important part in resource development, particularly in the supply and
distribution of material, and in teacher training.
• The development and use of standards and benchmarks in LSE programmes appears to be very limited,
and most evaluations tend to focus on tangible outputs rather than outcomes. There is no evidence of
inspection or supervision materials and guidelines for LSE in any of the country documentation received.
• Many countries have introduced national steering committees or advisory groups to strengthen LSE
coordination, but it is often unclear whether these coordinating bodies are largely just forums for
operational harmonization or whether they have the capacity and capability to provide detailed input and
guidance on LSE design and implementation.
• There are few structures or systems to ensure the coordination and complementarity of non-formal LSE
interventions across the non-formal sector or with formal education programmes.
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5.3.1	LSE intervention makes good
use of available resources, and
resources have been adequate
In many countries, the education sector is
resource constrained across the board, in terms
of teachers, teaching and learning materials,
curriculum time, class sizes, etc. Given this
background, there is a wide variation in the priority
given to LSE resources. Resource constraints
were cited by respondents as the most limiting
factor to successful implementation across the
countries in the document review.

Teaching and learning materials
In some countries, materials exist, but there
is a problem with distribution, and school
visits revealed that resources do not reach
all points of delivery as they are intended. In
Mozambique, the Basic Package Programme
(Pacote Basico) supplies school kits for HIV, a
resource of educational materials and activities
for use in intra- and extra-curricular activities in
primary, which is also expected to train teachers
in life skills teaching methodologies. However,
schools visited during the case study commonly
reported that they had not received them, or had
insufficient or incomplete kits. In one province,
it was reported that the distribution system had

failed to take into account new schools recently
constructed and kits had therefore been split
up to provide some materials to these new
schools, compounding the issue of adequate
resource availability for some schools.
In Kenya, the book-to-pupil ratio should be 1:2,
according to Free Primary Education practice;
however, in many of the schools visited, pupils
do not have LSE activity books and rely on notes
from their teachers. In some cases, primary and
secondary school teachers had neither the LSE
syllabus nor the teacher’s handbooks, and had to
rely on their own personal resources.
There is evidence that resources are often
available and of high quality during projectsupported initial phases or pilots, but are difficult
to sustain upon scaling up. In Armenia, the initial
stand-alone project had many attributes of a
development or pilot project, including the level
of resources considered necessary to facilitate
and to encourage the intended changes in
teaching practice. This included careful selection
of appropriate and willing teachers, extensive
training and support for these teachers, improved
classroom spaces, and adequate printing of
classroom and teacher materials. The resourcing
for this period, which was supported by UNICEF
with external technical assistance, professional
development/training, and printing of classroom

Table 21: Adequacy and availability of resources for LSE interventions
Country
Jordan

Kenya

Malawi

Mozambique

Myanmar

Resources have
been adequate

Barbados

The LSE intervention
makes good use of
available resources

Armenia

Criteria

LSE intervention has reached
targets to plan, in timely manner

tt

ttt

ttt

tt

ttt

tt

ttt

Necessary resources for the LSE
have been provided, including
personnel, material, professional
development

t

tt

tt

t

tt

tt

tt

Resourcing has been transparent
and within reasonable limit

tt

tt

tt

t

tt

t

tt

Resources have been distributed as
intended

tt

tt

tt

tt

ttt

tt

ttt

t

tt

t

t

tt

t

tt

Indicator

LSE schools/centres have
resources to deliver
t Low application, tt Moderate application, ttt High application
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and teacher materials, was consistent with the
wider aim of establishing and demonstrating a
successful innovation in both methodology and
content within an extremely traditional educational
context. Since the integration into national
systems, the available resourcing has been

proportionately less to meet national coverage:
The range of different types of classroom materials
is no longer available, and there is evidence of the
sort of resource constraints that affect much of the
education system.

Table 22: Efficiency of teaching and learning materials, case study countries
Country

Materials available

Distribution

Armenia

Pilot project produced high-quality materials;
several stakeholders argue that the new
textbooks for integrated curriculum do not
capture the lessons learned from the standalone work; age appropriateness of sex
and sexuality content for 13–14-year-olds
questioned by some

Textbooks are published and distributed
through national education system, but the
allocation and availability in schools is varied;
high-quality materials from previous pilot
project highly desirable in schools, but very
limited numbers available

Barbados

Materials produced by UNICEF are of good
quality, attractive and appropriate, and promote
learner-centred interaction; good-quality
commercial material is being produced at
regional level

Student workbooks are generally not
available in schools; tend to rely on print-offs/
photocopies

Jordan

For PE, a separate Activities Manual based
on LSBE developed; the PVE subject has
LSBE activities integrated within the core
teacher manuals as well as the pupil textbooks;
textbooks have been reviewed and revised to
good quality standards

A recent study found that 82 per cent of
teachers had received LSBE Activities Manual
for PE, but no UNRWA schools reported
receiving them

Kenya

UNICEF supported design; participatory
activities in designing materials to ensure
appropriateness; good-quality materials
produced with UNICEF support

Low textbook-to-pupil ratio, despite the 1:2
ratio policy – pupils often rely only on notes
from teachers; in some primary and secondary
schools visited, teachers neither had the LSE
syllabus nor the teacher’s handbooks

Malawi

Stakeholder participation in the development
of curriculum and textbooks for LSE; textbooks
regularly reviewed and updated and are of
good quality; LSE jargon in textbooks criticized

Official (education management information
systems) EMIS data record significant
improvements in student: textbook ratios
for LSE since 2005 to 1:2 or 1:1; however,
schools visited reported ratios of 1:8 and
some secondary schools reported having no
textbooks except for one for the teacher

Mozambique

In formal school curriculum, HIV prevention
content been integrated into materials, but
does not appear to be a spiral curriculum and
knowledge-focused subject; basic package
(Pacote Basico) of materials developed for
intra- and extra-curricular LSE activities in
primary schools

Significant shortage of Pacote Basico materials
in schools; some schools receiving incomplete
sets of the materials; lack of textbooks a
sector-wide problem

Myanmar

Teaching/learning materials have been
developed for primary and secondary
education and are of high quality; UNICEF
inputs on textbooks, etc., are being
progressively replaced by MoE inputs

The use of resources/supplies has been
carefully monitored during the most recent
UNICEF Education Programme; there appears
to be little scope for misuse or supply of
unnecessary items
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Teacher selection and training
Few references were found in the review
of documents as to how LSE teachers are
identified, in terms of the types of expertise and
experience they need. Again, the two distinctive
phases in Armenia highlight challenges around
teacher identification. Teachers in the standalone project were actively chosen by external
consultants, selected because of supportive
attitudes towards educational change and
relevant personal skills to teach LSE using
active methodology. For the national roll-out
of the integrated subject, all schools were
required to identify two teachers, and, as the
new curriculum maps the main modules of LSE
into the PE time allocation, principals offer LSE
teaching to PE teachers in nearly all cases –
even where other subject teachers had been
selected and trained during the stand-alone
project. There has been no guidance to principals
on the personal characteristics that might be
appropriate for the LSE teaching, although some
principals acknowledged their importance.
Similarly, school visits in Kenya confirmed that
teachers in charge of LSE are often selected
because they have the lowest workload,
regardless of their qualifications, experience or
training on the subject.
The extra-curricular SAP in Mozambique relies
on activistas (volunteers) to run the sessions.
Activistas are selected by associations of people
living with HIV to promote healthy behaviour and
prevent the transmission of STIs and HIV through
extra-curricular activities with school students. The
activistas are provided with training and support
that equips them with practical knowledge and
participatory methods, and increased capacity to
plan, implement, monitor and evaluate actions for
the prevention of STIs and HIV, while promoting
positive attitudes and reducing stigma. Activistas’
schedules of activities within schools are
supposed to be developed jointly with the local
education authorities and the directors of schools,
but in practice the use of activistas is not always
effective; schools visited during the case study
reported either irregular attendance by activistas
to schools, or arrival during school teaching hours,
with a lack of coordination and collaboration with
directors and teachers of schools reported in a
number of cases. The fact that they are not trained
teachers can also be seen as a challenge.
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Providing in-service training to existing teachers
is a high cost and timely exercise. Cascade
training is a common way of ensuring wide
teacher training coverage for a low cost. In
Kenya, the KIE-trained LSE master trainers
who went out to train teachers at the provincial
level. In Malawi, UNICEF and other partners
supported a similar cascade model, and in
Mozambique the strategy is to train one teacher
for every four teachers, who are then supposed
to replicate their training at the school level.
However, a number of evaluations have
highlighted the limitations of cascade training
for LSE with a loss of knowledge on technical
topics such as HIV, and also loss in confidence
and flexibility of trainers at the bottom of the
chain to engage in the challenges of teaching
LSE in schools. Although this cascade training
programme was expanded in Malawi, as it
provides a cost-effective approach, it has
increasingly been replaced by pre-service training
on LSE, which is now a compulsory subject
for trainee teachers. Similarly, in Mozambique,
plans are in place to pilot the introduction of LSE
elements (particularly around HIV prevention)
into pre-service teacher training from 2012 to
replace the cascade training model. In Kenya,
due to lack of funds, the cascade training process
stalled and less than half the intended amount
of teachers (who would become master trainers
in their school) have been trained. In Myanmar,
a conscious decision was made to move away
from traditional cascade models of training and
instead a permanent Core Team was established,
which was seen as critical to ensuring high-quality
training in the first instance, and to reinforcing
quality over time.
Pre-service training on LSE is a way of ensuring
sustainability and increased coverage in a more
cost-effective way. UNICEF has shifted its support
from in-service to pre-service training in Malawi
for this reason and, to date, all teacher training
colleges provide LSE as a learning area in primary
teacher pre-service training. In Myanmar, LSE has
been introduced in the 20 education colleges and
two institutes of education as a component of preservice teacher training, and an after-hours peer
education programme was put in place to increase
the effectiveness of training.
There is a strong demand for additional
teacher training, but there is limited evidence

of approaches to teachers’ engagement and
professional development that address the
specific demands of LSE. The inadequacy of
the modalities and content of teacher training
is a common criticism, suggesting that training
is missing key aspects for teachers to aid
delivery, or that there are teachers enrolled
into LSE who are unsuitable candidates.
Where psychosocial support for students goes
alongside the LSE intervention, for example, the
necessary support and qualifications for this are
difficult to provide. In Zimbabwe, participatory
approaches and child-centred learning are
encouraged in pre-service training, but teachers
continue to report insufficient confidence and
knowledge to implement in the classroom,
particularly around counselling, participatory
methodologies and gender-sensitive issues.

an opportunity for discussion – a significant
change from the rote-learning model being used in
classrooms throughout Myanmar. Supervision and
inspection systems are critical in supporting such
shifts in teaching approaches, but in many cases
LSE has not been explicitly integrated into existing
supervision and inspection frameworks, or where it
has, it suffers from wider systemic capacity issues
that supervision and inspection systems face,
such as poorly trained and inadequate staffing,
limited mobility and accessibility to all schools, and
poor reporting and follow-up systems.

A promising example of thorough training is
evident in the East Caribbean, where UNICEF
has worked closely with CARICOM, the University
of the West Indies and national teacher training
colleges to develop teacher training curricula for
the region with the intention of standardizing the
quality of LSE teachers, their level of thematic
knowledge and their pedagogical approach. In
Barbados, UNICEF and the MES organize highquality professional development and in-service
training through regular meetings and workshops
for guidance counsellors as well as the oneyear (part-time) certificate course in HFLE at
the University of the West Indies Open Campus.
However, training opportunities are not available
for all HFLE teachers, particularly those teaching
HFLE part-time in addition to their normal subject
or class teaching duties, and there is some
inequity apparent within and between schools in
who receives support to access this training.
The challenge of introducing or encouraging
a new or unconventional method of teaching
is present in many countries, and until such
participatory methodologies are firmly entrenched
within the teaching profession, LSE will struggle.
In Myanmar, SHAPE was introduced in the late
1990s (which has now evolved into the primary
school LSE curriculum). As school teachers were
unfamiliar with participatory teaching approaches,
the teacher’s guide was developed in such a way
as to enable the teacher to learn how to teach
while using the guidebook. The activities in the
teacher’s guide are aimed at improving critical
thinking and questioning skills, and at providing
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Table 23: Efficiency of teacher deployment, case study countries

Armenia
Barbados
Jordan
Kenya
Malawi
Mozambique
Myanmar

72

Selection

Training

Supervision and inspection

No guidance on teacher selection,
usually PE teachers deliver LSE
(though other teachers may
be trained and have gained
experience in stand-alone project)

Since integration of LSE, training
through residential workshops;
insufficient resource to conduct
these on a national scale; no preservice LSE-specific training

Absence of any internal and
external supervision or inspection
for LSE; inspection procedures
focus on financial and operational
matters

HFLE certification for teachers
at secondary level – but often
not enough teachers have this
in a school and other teachers
(not HFLE-specialists) fill in as
part-time HFLE teachers; in
primary schools most teachers are
responsible for delivery of HFLE

Ongoing training for guidance
counsellors; one-year, part-time
(in-service) HFLE Certificate, but
inequity of access to this; many
HFLE teachers (especially parttime) not had training; little training
on HFLE for primary-school
teachers

There is no comprehensive
inspection or supervision of HFLE
teaching; single national HFLE
Coordinator who undertakes
support visits to schools when
time allows

Integrated into carrier subjects –
so PE and PVE teachers teach
LSE

In-service training led by
LSBE Core Team; 66 per cent
of teachers in public schools
received in-service training in
2009 survey (MoE report 100 per
cent); plans for pre-service being
discussed

PVE and PE supervisors trained
on LSBE; some evidence
of implementation by some
supervisors, but inconsistent;
ongoing discussion on potential
assessment methods for LSBE

No specific selection procedure
in place; some teachers
selected because they have
lowest workload, regardless of
qualifications, experience or
training

Cascade training approach since
2008/09 with target of 30,000
teachers trained – only 10,000
so far and high turnover among
trained teachers; some training
offered by NGOs and other
partners; no pre-service training

No regular external inspection
and supervision for LSE; however,
some internal systems in urban
schools

Identification of teachers for
LSE uses established criteria: In
primary school, teachers all teach
LSE; in secondary, social science
or religious education teachers
tend to be selected

Initially through cascade training;
ongoing in-service training of
secondary-school LSE teachers;
new shift to pre-service training;
all primary teacher training
colleges offer LSE but not part
of secondary school pre-service
training (except Domasi College);
many teachers still inadequately
trained

LSE is included in the inspection
framework as any other subject.

SAP relies on ‘volunteer’ activistas
from PLHIV associations to
run the sessions; the in-school
programme is integrated across
various subjects and teachers

Systemic issue of inadequate
general teacher training; LSE
training not integrated in preservice course (planned for 2012);
in-service training through Pacote
Basico using cascade model –
target of one teacher trained for
every four teachers

Sector-wide inadequacies in
supervision and inspection;
no LSE-specific supervision;
guidelines for school club but no
monitoring of their implementation
and appear to be poorly followed

Formal: all teachers as taught
across subjects; out-of-school
programme: NGOs select
facilitators

Establishment of a permanent
Core Team; by 2010, 70 per cent
of primary-school teachers had
been trained; also incorporated
into pre-service teacher training

Operational guidelines are in
place; availability of support and
supervision appears to be very
limited; in EXCEL programme,
NGOs supervise facilitators
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Table 24: Resources are providing LSE interventions of acceptable quality
Country

Criteria

Indicator

Armenia

Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE is of acceptable
quality for the
resources provided

Implementation standards and
benchmarks are in place and being
used

tt

tt

tt

t

tt

tt

t

There is inspection/ supervision of
LSE according to the standards

t

t

tt

t

tt

t

t

t Low application, tt Moderate application, ttt High application

5.3.2	LSE is of acceptable quality for
the resources provided
The document review found little evidence
of efficiency in the countries reviewed, and
it has generally not been an aspect that has
been considered. The development and use of
standards and benchmarks in LSE programmes
appear to be very limited, and most evaluations
tend to focus on tangible outputs (numbers of
people trained, materials printed, etc.). Case
studies further highlighted the lack of benchmarks,
standards or indicators by which to measure
progress, or evidence that monitoring of quality or
evaluation of outcomes was taking place.
There is no evidence of inspection or supervision
materials and guidelines for LSE in any of the
country documentation received. Only in South
Africa was evidence found that teachers and
facilitators are assessed in their delivery of LSE
and in only 11 countries was there evidence that
LSE is part of a supervisory system.
The case studies found significant challenges
to effective supervision in the education system
generally, and in regard to LSE they are not
mandated to assess quality or delivery. In
Armenia, for example, the inspection and
supervision procedures maintain their traditional
focus on compliance, particularly in financial and
operational matters.

In Jordan, national interviews suggested that
some PE supervisors have incorporated LSBErelated criteria in their reports, which have been
accredited by the MoE, but it is unclear how this
might be rolled out.
In Malawi, LSE is included in the inspection
framework as any other subject, and in
Mozambique plans are in place to develop
LSE supervision and monitoring guidelines, but
their implementation will face existing capacity
constraints within the wider supervision system.
The MoE has also established standards for
school clubs, including SAP, but it is too early to
say how useful these are in terms of supporting
good-quality school club practices. Much will
depend on the quality of school leadership in
taking this forward successfully.

5.3.3

 SE interventions are
L
complementary and coordinated

Coordination seeks to fit LSE into other
educational activities and ensure complementarity
and commonality across different interventions.
Many countries have introduced national steering
committees or advisory groups to strengthen
LSE coordination, but the effectiveness of such
mechanisms is variable and it is often unclear
whether these coordinating bodies are largely
just forums for operational harmonization or
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whether they have the capacity and capability
to provide leadership, input and guidance
on LSE design and implementation.
Early efforts were made in Malawi to coordinate
LSE interventions, and a National Steering
Committee for LSE was set up while LSE was
being integrated in the curriculum reform.
However, the committee has become inactive and
has not met for several years.
In Jordan, a Technical Team and a Core Team
were set up to coordinate the design and
implementation of LSE. The Technical Team
comprised five members from the directorates of
curriculum and textbooks, training and general
education in addition to UNICEF and their role was
to provide technical guidance and oversight to the
process of integration of LSBE into the curricula.
The Core Team had 20–25 members, including
supervisors from the field, PE and PVE teachers,
and members of the MoE, and led the actual
process of integration, including the elaboration
of the LSBE framework, integration of LSBE
within the carrier subjects selected and training of
teachers and principals.

In Armenia, however, there is a systemic
disconnect between pre-service provision at the
pedagogical university and the in-service activities
of the National Institute of Education, which is a
potential barrier to coordination and cooperation
across institutions. There is no evidence that MoE
or UNICEF has considered and addressed the
institutional relationships between the concerned
agencies and partners or their complementarities
and need for coordination.
Cross-sector approaches between the education
and health sector, or education and social
services, exist at the national level in about half
of the countries reviewed. In Barbados, there
are strong national-level links between the HFLE
Coordinator, HIV and AIDS Coordinator (MoE)
and Youth Development Programme (Ministry of
Family, Culture, Sports and Youth).
There seems to be little effort to ensure
coordination and inclusion of groups outside
the formal system. There is evidence of ad hoc
cooperation between local NGOs, communitybased organizations and health organizations
at the school level in Kenya and Barbados,

Table 25: LSE interventions are well coordinated and complementary
Country
Armenia

Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

Criteria

tt

ttt

ttt

t

ttt

tt

ttt

tt

ttt

ttt

tt

ttt

tt

ttt

tt

ttt

ttt

tt

tt

ttt

ttt

The strengths of different partners/
modalities are stated and reflected
upon

t

tt

tt

t

tt

t

tt

The interventions take into account
social norms in society

t

tt

tt

tt

tt

t

tt

Indicator

LSE interventions are LSE interventions are
complementary and
complementary and coordinated
coordinated
There is an effective point of
coordination for LSE thematic
issues
The intervention develops
partnerships with other actors,
including local NGOs

t Low application, tt Moderate application, ttt High application
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but little formalized coordination at the national
level. With regard to HIV, there is a legitimate
government concern and responsibility to ensure
that it protects children and that interventions from
NGOs are legitimate and with approved content,
both in and out of school. In Armenia, NGOs are
expected to register with the MoE, allowing for
authorization and support. Similarly, in Malawi, the
MoE now requires NGOs to submit their materials
and activities in advance for approval, to minimize
conflicting messages to students.
However, as well as providing better regulation
and quality checks on contributions to life skills
education by NGOs and other partners, there are
some examples of UNICEF and governments
recognizing the role of NGO partners in
extending the provision of LSE in both formal
and non-formal contexts and working towards
greater complementarity of these initiatives. The
Mozambique example demonstrates how NGOs
can complement poorly resourced government
initiatives for the delivery and coverage of
LSE. The implementing partner of the School
Awareness Programme is RENSIDA, the National
Network of Associations of People Living with
HIV/AIDS, which works through 10 affiliate local
associations to deliver the programme. In Jordan,
the work being done in the formal schooling
sector is being complemented to some degree
by non-formal LSBE interventions being carried
out by NGOs and CSOs with out-of-school and
marginalized youth. The mapping exercise of
non-formal LSBE players being undertaken by
the International Youth Foundation will provide
a clearer picture of non-formal provision and
the complementarities with existing government
initiatives. Coordination and complementarity
between United Nations agencies is evident. In all
countries, United Nations agencies are engaged,
with UNICEF, UNFPA and UNAIDS most often
mentioned. UNICEF support normally aligns with
UNDAF and in this area there is strong evidence
of complementarity and using the strengths of
different United Nations agencies. In Malawi
and Mozambique, for example, the division of
work between UNICEF (primary) and UNFPA
(secondary) has been fruitful.

In the CARICOM states, there is regional
coordination, and UNICEF is a key partner in
the HFLE regional group, which consists of
key partners and technical experts. Across
the United Nations agencies involved, overlap
and complementarity is explicitly addressed;
in sexuality education, for example, UNESCO,
UNICEF and UNFPA had all carried out
consultations and met to look at how these, taken
together, could provide a comprehensive approach
– and which agency would take responsibility for
which aspect.
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5.3.3	Issues and conclusions: Efficiency
Teachers
The main cost resource for LSE is teaching staff and their professional preparation.
LSE demands personal and professional attributes that are difficult to develop through existing systems
of teacher selection and training: these include empathy with children, classroom management for
collaborative learning, and understanding of children’s psychology and development. Sensitive thematic
areas of LSE demand confidence, sound knowledge and sensitivity, and may make demands on LSE
teachers, similar to a counselling role, which they are not equipped to provide.
Where there are systemic shortcomings in teacher management, qualification and professionalism, LSE is
making huge demands. The selection, preparation and deployment of suitable teachers is a challenge for
all systems, but the impact on LSE, which seeks to establish new teaching paradigms with new content, is a
risk to efficiency, effectiveness and sustainability.
Professional development of teachers has relied on initial training courses, often of good quality and well
resourced (in planning and materials, etc.). However, too often critical elements required of LSE teachers
are missing from this training (the development of their own psychosocial skills or the engagement with
social norms, for example), and has lacked follow-up and institutionalized arrangements for ongoing
monitoring and support.
LSE teachers have no professional ‘identity’ as specialists with specific job descriptions, and their training
and experience with LSE has not been formally recognized in career development. This risks reducing the
status of LSE and losing teachers of LSE if they move schools or simply decide to revert to their original
subject (and may not be replaced in the LSE programme).

Resources: Materials
UNICEF has often contributed to the initial input of materials, within pilots and to support training.
Sustaining resource provision is problematic, especially where original materials were expensive. There is
no consensus as to how much material resource is needed. Some programmes provided a wide range of
games and activities to stimulate students in the pilot phase, which proved financially unsustainable, while
others relied simply on teacher’s guides.
Children need access to honest information and may better engage with sensitive subjects through age
appropriate reference books, which could be more efficient.

Acceptable outputs for the resources
The outcomes of LSE are variable, and there is no basis to assess the efficiency of implementation.
Children are benefiting from LSE, developing psychosocial skills and acquiring useful knowledge. The
relative importance of each element in influencing attitudinal and behaviour change is not clear.
Different curriculum modalities and approaches offer some gains in reducing the cost of resourcing:
LSE teaching is spread across the existing teaching force and subject knowledge can be integrated
within existing texts. However, the impact of curriculum modalities on the development of psychosocial
skills is unclear.

Coordination and complementarity
Within the United Nations system, coordination and complementarity between United Nations agencies in
individual countries seems to have been effective and useful (particularly between UNICEF and UNFPA),
and UNICEF has been instrumental in developing stronger national coordination mechanisms for LSE
alongside Ministries of Education and other partners to improve the efficiency of formal school inputs into
LSE. There are, however, significant gaps when one moves beyond the formal school setting. In the context
of the broad array of aims and objectives that can be incorporated under the concept of LSE, and given that
non-formal interventions are often, by their nature, smaller scale, more flexible and able to target specific
groups, the LSE non-formal sector is highly fragmented. While some attempts are being made to map this
landscape (an important first step), there is a significant need for coordination mechanisms to be developed
that can maximize the complementarities and efficient use of resources between non-formal interventions,
and provide a more consistent and holistic approach to life skills across both formal and non-formal sectors.
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5.4	Effectiveness

•

LSE is delivered to quality
standards (as per UNICEF 2010);

Key question: Is LSE delivering the intended
outcomes and impacts for learners?

•

LSE intervention logic is explicit
and robust;

Effectiveness focuses on whether programmes
stipulate plausible and feasible pathways to
achieving results as represented in the results
framework and programme activities, and whether
efforts are in place to monitor implementation and
measure intended outcomes.

•

There is a method and resources
to monitor and to evaluate outcomes;

•

LSE intended learning outcomes
are clearly stated;

•

LSE intended learning outcomes
are substantially achieved; and

This section is presented according to the following
criteria, as specified under the effectiveness section
in the evaluation framework (Annex 2):

•

LSE behavioural outcomes are
demonstrated in life outside school/centre.

Summary of findings: Effectiveness
• LSE is delivering significant individual changes and relevant knowledge, skills and attitudes among
learners, both in the thematic risk areas and psychosocial skills. However:
• There is a gap between quality standards in design and in implementation.
• In the design of LSE programmes there is a strong dependence on participatory and child-centred methods
for effective delivery. Yet methodologies face significant challenges, for lack of training and support or
constraints in the school and wider education system.
• Delivering topics that are considered sensitive makes new demands on teachers and requires significant
training and support structures.
• There is little coordination of LSE with other initiatives (e.g., CFS) to improve methodological approaches.
• There is a lack of a clear and consistent definition of LSE, not only for consistency across countries but
also within national documentation. In many countries the term has expanded to embrace a wide range of
offerings that reflect new national priorities.
• There is little evidence of systematic monitoring and evaluation of LSE or of relevant indicators (particularly
around attitudes and behaviours) being defined. There are no examples of LSE monitoring and evaluation
linking to longitudinal surveys or to wider national statistics of, for example, HIV prevalence.
• There is little formal or systematic evidence available on the achievement of attitudinal and behavioural
outcomes, either in or out of school. Teachers’ and students’ perceptions and observations are often used
to evidence changing attitudes, especially in relationships, and parents’ comments on changing behaviours
and attitudes are included in some cases.
• Little assessment is done beyond examinations in any country, so knowledge acquisition tends to
dominate. Where evaluations are conducted, most show an improvement in knowledge.
• Evidence suggests the following positive outcomes of LSE: improved knowledge about HIV and AIDS,
particularly methods of transmission; changes in attitude towards marginalized groups; shift in perceptions
and stereotypes about girls and boys; improvements in personal hygiene; reduction in peer pressures and
societal influences on unhealthy behaviours; increased learner confidence; improved relationships with
family; positive impact on teachers, particularly increased assertiveness and self-confidence; increased
participation; and increased awareness of the environment and how to care for the world around them.
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5.4.1	LSE is delivered to quality
standards

study countries, aspects of the standards are
evident in both the design and implementation of
LSE programmes to varying extents (Table 27).

While the UNICEF 2010 Quality Standards for
LSE were not explicitly used in any of the case

Table 26: LSE interventions are delivered effectively according to quality standards
Country
Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE is delivered to
quality standards (as per All the quality standards can be
seen in the implementation
UNICEF 2010)

Barbados

Indicator

Armenia

Criteria

tt

tt

tt

t

tt

t

tt

t Low application, tt Moderate application, ttt High application

Table 27: UNICEF Quality Standards (2010), by case study country

Armenia
Barbados

78

Standard 1:
OUTCOMES: LSE
is needs-based

Standard 2:
ASSESSMENT:
LSE is resultsbased

Standard 3:
ACTIVITIES:
LSE learning
is knowledge,
attitudes and
skills based

Standard 4:
TEACHING:
Teachers are
trained on
methods and
psychosocial
support

Standard 5:
LEARNING
ENVIRONMENTS:
LSE is provided
in protective/
enabling learning
environments

Aligns with
national priorities
and policies;
some national
consultation
for pilot, none
for integrated/
scaled-up course;
considered relevant
by learners,
teachers, parents

Outcomes
are explicit in
materials, and
include attitudes
and psychosocial
skills as well as
knowledge; no
evaluation of
learning, skills
acquisition
or behaviour
outcomes

Interactive methods
in design but limited
in implementation;
spiral curriculum;
age appropriate,
though some
concern regarding
SRH content; little
ongoing M&E; all
mixed classes for
all content

No guidance for
teacher selection;
limited in-service
training and no
coordination
with pre-service;
practices that
contribute to
psychosocial skills
have not been
explicated for
teachers; need for
more training

‘Friendly’ classroom
environments
developed for
stand-alone project,
but not on scaling
up; some schools
involved in CFS
initiatives, but no
formal link between
CFS/LSE

Aligns with
education and HIV
policies; situational
assessments;
curriculum piloted,
assessed and
revised; considered
relevant by
learners, teachers,
parents

Attainment targets
(primary level)
set for each class
and made clear
to learners; no
monitoring at
secondary level,
and assessment
inconsistent

Interactive methods
in design and
implementation;
age-appropriate
curriculum; classes
mixed except for
lessons on puberty;
M&E limited

High-quality inservice training
designed, but
not available to
all LSE teachers;
challenges of
teaching SRH
module without
appropriate training

Sector-wide
concern regarding
corporal
punishment in
schools, lack of
dialogue about
gender-based
violence and
resistance to CFS
concept; other
sector specialists
involved in LSE at
school level
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Table 27: UNICEF Quality Standards (2010), by case study country
Outcomes
clearly stated
performance rubric
and checklists to
measure behaviour,
but inconsistently
applied; no test/
exam

Interactive methods
used in design and
implementation,
but systematic
information limited;
curriculum is age
appropriate; girls
benefit from active
learning methods;
M&E inconsistent

In-service training
of teachers,
principals,
supervisors (though
not 100 per cent),
to help ensure
active learning
methods; evidence
of applying
methods learned in
training

Plans to scale
up a UNICEF
pilot training of
principals on
improving learning
environments;
AdolescentFriendly Centres
emphasize safety
and protection

Aligns with national
goals, response
to 2008 crisis;
no evidence of
learner voice in
design; curriculum
considered relevant
by learners,
teachers, parents

Outcomes are
clearly stated in the
syllabus and made
known to students;
not examined,
no outcomes
measurement

Challenge in using
non-traditional
teaching methods;
incremental
learning: curriculum
not appropriate
for over-age
learners; genders
rarely separated;
no monitoring or
evaluation

Cascade training
–low coverage in
training of trainers
phase; problems of
high staff turnover/
non-attendance; no
pre-service training

LSE implemented
within CFS
framework; schools/
LSE teachers are
reportedly a respite
from unsafe areas
(e.g., slums); some
school links with
community-based
organizations

Malawi

Highly relevant to
national priorities;
national learner
consultation at
design stage;
curriculum
considered relevant
by beneficiaries

Primary: outcomes
for skills, concepts
and knowledge,
and attitudes and
values; behavioural
objectives not
articulated or
measured; exams
test knowledge only

Resource
constraints limit
participatory
methodology;
curriculum not
appropriate for
over-age students;
genders always
mixed

In-service and
recently pre-service
training; questions
over quality:
trainers’ partial
understanding of
LSE, traditional
teaching practices;
need for head
teacher training

No explicit link
between LSE and
CFS/ safe learning
environments,
though some
NGOs work in this
area; corporal
punishment,
gender-based
violence still
present in some
schools

Mozambique

Aligns with HIV
and AIDS priorities;
little involvement of
learners/ teachers
in design, though
some school
directors are
engaged

Intended outcomes
not clearly
specified; little
guidance on
content – extremely
broad content in
extra-curricular;
lack of assessment

Pedagogy tends to
be didactic rather
than participatory;
curriculum not
appropriate for
over-age students;
gender issues in
class not being
addressed

Lack of
coordination
between teachers
and activistas; low
numbers trained on
LSE; no standards
or monitoring of
training quality

Sector-wide issues,
e.g., prevalence
of genderbased violence,
overcrowded
classes; extracurricular LSE
coordinated with
CFS in some
districts

Aligns with EFA
goals and other
national priorities;
long process
of curriculum
development,
including learner
participation;
considered relevant
by beneficiaries

Objectives are
clearly stated; weak
logic model in inschool programme,
stronger for out-ofschool programme;
assessment at
school level tests
knowledge only

Systems in place to
guide participatory
methodology,
though teacher
capacity challenges
remain; ageappropriate
curriculum; gendersensitive teaching
methodologies

Through in-service
cascade training,
and recently preservice teacher
training component;
materials seek to
address challenges
in new teaching
methods

CFS expanding, but
no formal link with
LSE. LSE seen as
contribution to safe
inclusive childfriendly learning
environments by
UNICEF and MoE.

Jordan

Integrated
into education
system; wide
consultations and
material piloting
with learners at
development stage;
considered relevant
by teachers

Kenya
Myanmar
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The UNICEF 2010 standards advocate teaching
activities that “make use of participatory
and skills-based methods allowing sufficient
opportunities to practice skills development,”172
and this reliance in design for participatory and
child-centred methods is seen as necessary
for the development of psychosocial skills. In
Malawi and Barbados, there was evidence from
learners that participatory activities were taking
place. Within the MoE in Jordan, many of those
interviewed foresaw that the methodological
approaches elaborated within the LSE efforts
would inform system-wide changes anticipated
in conjunction with the movement to outcomesbased learning. Yet in many countries, childcentred methodologies are not being used,
be it for lack of training and support or other
constraints in the school. In Eritrea, for example,
reports suggest that the use of participatory
methodologies has been very limited within
schools, and that teachers find it difficult to
adapt to and internalize the philosophy of life
skills.173 Challenges of large class sizes and
lack of structural support in delivering these
methodologies are also noted.
Teaching topics that are considered sensitive
create many difficulties and risks for delivery
of valid knowledge and skills, most obviously
about sex and sexuality. The documentation
review suggests that this is largely attributed
to insufficient teacher training conspiring with
cultural norms of the teachers themselves and
the community in which they work. In Malawi,
it is recognized that teachers’ personality
and understanding of child psychology has
a big impact on how they will be teaching
LSE. Some teachers felt very positive and
confirmed how they enjoyed the subject,
while others were very uncomfortable
when teaching about sex and sexuality.
In Barbados, the 2010 quality standards can be
seen in practice (although the standards are not
explicitly used), except with regard to training for
all HFLE teachers. Lack of training for teachers
is identified as particularly important with regard
to teaching the sexual health module with
confidence and success.
There is surprisingly little coordination of LSE
with other initiatives to improve methodological
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approaches. CFS and LSE, for example, may
both be in place and supported by UNICEF,
but work as separate interventions with no
structured or formal integration of the two.
Elements of the CFS framework are referenced
in documents from many countries, but it is not
clear how it has informed LSE interventions,
even with regard to safe learning environments.
In Angola, for example, there was no reference
made to CFS in any of the documents received
from UNICEF in the documentation review, yet
CFS is already operating and delivering LSE
in the country. In Malawi, UNICEF has recently
embarked in the promotion of CFS; however,
it seems that there are few linkages between
the two programmes. Similarly, in Myanmar, it
is noted that LSE and CFS need to be more
closely integrated.
There are exceptions: In Mozambique, SAP has
been reduced in scale to focus on integrating
it with the CFS approach for the improvement
of education through a multi-sectoral minimum
quality package in seven districts, and in
Barbados, HFLE is now being packaged as
a key element of the CFS approach. The
progress of these initiatives and their impact
on children’s outcomes may provide important
learning for more strategic approaches to crossprogrammatic coordination for UNICEF.

5.4.2	LSE intervention logic is
explicit and robust
The intervention logic for LSE in most countries
generally follows that presented in Table 4,
although explicit acknowledgment and
programming to address the assumptions of the
logic chain varies significantly across countries
and programmes.
The LSE curriculum framework design in
Armenia has a robust and clear logic that is
mediated for teachers and, to some extent for
students and parents. However, the logic of the
link between changing classroom practice and
the psychosocial empowerment of learners is
implicit, and assumed. In Barbados, the LSE
intervention logic is explicit and robust, deriving
from the CARICOM regional framework.

172

United Nations Children’s Fund, Life Skill Learning and Teaching: Principles, concepts and standards, UNICEF, 2010.

173

Including United Nations Children’s Fund, Assessment of UNICEF-Supported HIV and AIDS/Life Skills Education Programme in Eritrea,
UNICEF, 2009.
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Table 28: LSE interventions are logical, explicit and robust
Country

Criteria

Indicator

Armenia

Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE intervention logic is
explicit and robust

Clear description of design logic

tt

ttt

ttt

ttt

ttt

tt

ttt

t Low application, tt Moderate application, ttt High application

Reflecting findings from the wider literature,
a common theme across the country
documentation was the absence of a clear
and consistent definition of LSE, not only in
terms of consistency across the countries
but also within the national documentation.
In many countries, the term has expanded to
embrace a wide range of offerings that reflect
national priorities as they have been mediated
through consultation and/or advisory groups.
There are indications that issues of language
compound inconsistency, with the term carrying
different meanings in different linguistic areas. In
both Togo and Burundi, for example, competences
à la vie have strong links to more practical,
vocational skills instead of, or alongside, the
psychosocial skills associated with the term ‘life
skills’. The limited documentation in the sample
from mainland South America may also point to
differences in the language and discourse of life
skills in this region.
The majority (more than 85 per cent) of countries
reviewed deliver LSE in the national curriculum,

with a smaller number (about 20 per cent) having
LSE as part of the assessed curriculum (although
this does not always put LSE within the critical
transitional examinations). The country reviews
also show how LSE is often delivered as a ‘mixed
modality’, with elements integrated into the
‘mainstream’ subjects and other parts provided as
a special stand-alone or co-curricular offering that
provides time for different qualities of interaction,
such as personal counselling or work with singlesex groups. There are several reports of countries
moving towards curriculum integration, but they
are finding it difficult and are maintaining some
stand-alone offerings.

5.4.3	There is a method and resources
to monitor and to evaluate
outcomes
The four dimensions of learning to do, learning to
be, learning to know and learning to live together
are often described and mapped into curricula
and materials, but there is an overall weakness in
measuring these outcomes.

Table 29: Resources for LSE intervention are monitored, and outcomes are evaluated
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

There is a method
and resources to
monitor and to
evaluate outcomes

Armenia

Criteria

Monitoring and evaluation is in
place, underway

t

tt

tt

t

tt

tt

ttt

Results are being used

t

tt

tt

t

tt

t

tt

Indicator

t Low application, tt Moderate application, ttt High application
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There are no examples of LSE monitoring
and evaluation linking to longitudinal surveys
or to wider national statistics of, for example,
HIV prevalence, sexual behaviour or crime
rates. The document review found that one-off
evaluations of pilot or small-scale programmes
are especially weak in this regard, so there
is very little evidence of long-term change,
especially outside the school environment.
In the absence of such quantitative data, teachers’
perceptions and observations are often used
to evidence changing attitudes, especially in
relationships, and parents’ comments on changing
behaviours and attitudes are included in a few
cases. Evaluation tends to be ad hoc or oneoff project evaluations rather than ongoing, and
the lack of established baselines with which to
compare evaluation data makes impact very
difficult to establish. In many cases there was also
insufficient evidence to indicate that findings and
recommendations from evaluations have fed back
into programme design and implementation.
There is also little evidence of systematic M&E
frameworks in place for LSE, or of valid indicators
being defined to support it. There are even fewer
examples of such frameworks that incorporate a
focus on learner outcomes in terms of behaviour
and attitudes, as opposed to the inputs, outputs
and knowledge outcomes. Some of the difficulties
arise from systemic weaknesses in programme
M&E, such as poor data collection and analytical
capacity, and a lack of coordination and leadership
in M&E in education systems more widely.
In Malawi, one of the few examples where the LSE
design is results-based with clear behavioural,
attitudinal and skill outcomes to be measured,
there is supposed to be routine monitoring through
inspection reports, and several large evaluations
have taken place (in which UNICEF has been
involved). However, the MoE suffers from capacity
constraints in its M&E systems, which compound
the fact that there is no overall framework in
place for evaluating LSE and no mechanisms
to measure individual progress. The systems of
the Ministry of Youth, which manages non-formal
programmes, are reported to be even weaker in
terms of M&E, with only ad hoc activities being
undertaken in this regard for non-formal providers.
Conversely, in Myanmar, learning outcomes using
MSC methods are in place for the extra-curricular
EXCEL programme, but there is nothing in place
for formal education.
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Another significant issue is the lack of robust and
appropriate tools to monitor and evaluate changes
in learner behavioural outcomes. In Barbados,
some school-based assessment mechanisms
have been used by individual schools, but
teachers still express their concerns:
As we all know, it’s hard to grade attitudes
... We have some very smart children who
will give you all the right answers but that
does not necessarily mean that that child
translates it to behaviour.
How do we truly measure their
understanding of what we have taught?
In Malawi, most stakeholders recognize the
complexity of measuring behaviour or behavioural
intent, and from reported evidence it appears that
this provides a very good rationale for teachers
and professionals not to fully engage with the
issue and to only assess knowledge. This situation
has been exacerbated by the introduction of
LSE as an examinable subject in 2010, which
has reinforced exam-oriented, knowledge-based
teaching and learning.
In Jordan, it appears that stronger tools
have been developed, according to nationallevel interviews. The MoE has elaborated a
performance rubric and checklists within the
PVE teacher manual that teachers can use in
carrying out learner assessment. These tools
include the use of learner progress portfolios, as
well as observations of students and use of the
case study approach, which is seen as the most
effective way to measure behaviour. The extent
to which teachers have taken up these methods,
however, remains unclear.
The need for better tools to assess outcomes
at the personal, institutional and national levels
is identified, often as a work in progress. In
Bangladesh, data on non-formal education
delivery of LSE (overseen by the Bureau of
Non-Formal Education) contain numbers of
children reached in learning centres, but there
are no details on the quality of the programme
and assessment of students in the reports in
hand, although the EFA National Report for 2005
mentioned the importance of delineating ‘elements
of provision, participation and assessment’ in
relation to LSE in the non-formal sector. LSBE is in
the process of being integrated within secondary
school textbooks and, according to the UNICEF
stocktaking document update, assessment tools
will then be developed.

5.4.4	LSE intended learning outcomes
are clearly stated
Learning outcomes were found to be widely
stated in curriculum documents where they were
available, and were known and clearly stated by
case study respondents in Armenia, Barbados,
Jordan, Kenya and Malawi. In Mozambique,
though the curriculum contains specific objectives
in terms of student learning outcomes, contents
and basic competencies, learning objectives
are discipline-based and content-focused.

Behavioural outcomes were often not articulated
in documentation review and case study countries,
nor were the ways in which outcomes will be
achieved or measured.
In Myanmar, outcomes include psychosocial skills
as well as specific health-related knowledge.
However, a question remains as to whether
appropriate methods of assessing learning
outcomes are in place at the school level and
whether minimum standards have been set.

Table 30: Intended learning outcomes for LSE interventions are clearly stated
Country
Jordan

Kenya

Malawi

Mozambique

Myanmar

knowledge (including
thematic knowledge)
and skills

Barbados

LSE intended
learning outcomes
are clearly stated for
attitudes,

Armenia

Criteria

Command of critical knowledge

ttt

ttt

ttt

ttt

ttt

tt

ttt

Identified skills

ttt

ttt

ttt

ttt

ttt

tt

ttt

Caregivers and learners recognize
and can identify their changes in
these areas

ttt

ttt

N/Aa

ttt

ttt

tt

N/Ab

Indicator

t Low application, tt Moderate application, ttt High application
a
No direct data from caregivers and learners gathered in the Jordan case study, but teachers report changes in these areas.
b
No direct data gathered from caregivers and learners in the Myanmar case study, but data collected directly from participants in a previous
evaluation of the EXCEL programme show positive results.

5.4.5	LSE intended learning and
behavioural outcomes are
substantially achieved and
demonstrated in and beyond
school

create tension, as noted in Zimbabwe, where it is
recognized that though introducing an assessment
system would raise the status of the subject to
teachers and pupils, there is a difficulty in making
LSE exam-driven while trying to maintain the
psychosocial skills objectives of LSE.

In the majority of reviews, no formal or systematic
evidence is available on the achievement of
attitudinal and behavioural outcomes, either
in or out of school. LSE is not examined in
many countries, including Armenia, Barbados,
Kenya, Jordan, Mozambique or Myanmar,
where assessment is intended to be through a
student portfolio, though this is not carried out
systematically within or across schools.

Despite this lack of formal, ongoing assessments
of learner outcomes, individual evaluations
have taken place in some countries and these,
combined with focus-group discussions and MSC
story collection during case-study school visits,
provide evidence of positive outcomes of LSE,
particularly in formal settings. Evidence from the
school visits suggests that students, teachers
and parents perceive impressive and positive
outcomes regarding knowledge, skills, attitude and
behaviour, and while it is difficult to attribute all of
the changes to LSE, overwhelmingly students and
parents thought it was the main contributor.

The lack of school-based assessment tools
constrains the evaluation of students in LSE and,
as a result, what assessment is done is largely
focused on knowledge acquisition. This can
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Table 31: Intended learning and behavioural outcomes for LSE interventions are
substantially achieved
Country
Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE behavioural
outcomes are
achieved and
demonstrated in life
outside school/centre

Barbados

LSE intended
learning outcomes
are substantially
achieved for
attitudes, knowledge
(including thematic
knowledge) and skills

Armenia

Criteria

t

tt

tt

t

tt

t

tt

Command of critical knowledge

ttt

ttt

ttt

ttt

ttt

tt

N/Ab

Caregivers and learners recognize
and can identify their changes in
these areas

ttt

ttt

N/Aa

ttt

ttt

tt

N/Ab

Learners, caregivers identify
behaviour changes

tt

tt

tt

tt

tt

tt

tt

Secondary data on behaviours
show changes

No
data

tt

tt

No
data

tt

tt

tt

Indicator

Learners assessments

t Low application, tt Moderate application, ttt High application
a
No direct data from caregivers and learners gathered in the Jordan case study, but teachers report changes in these areas.
b
No direct data gathered from caregivers and learners in the Myanmar case study, but data collected directly from participants in a previous
evaluation of the EXCEL programme show positive results.

Sexual health and HIV and AIDS
Where evaluations are conducted, most show
an improvement in knowledge, but more limited
effects on attitudes and practices. In South Africa,
for example, a small-scale evaluation on the life
skills-based HIV and AIDS programme showed a
significant increase in student knowledge about
HIV and AIDS in the intervention group compared
with the control group, but no effects were found
on safe sex practices (condom use, early sexual
intercourse) or on measures of psychosocial
determinants of these practices (attitude and selfefficacy). In Zimbabwe, a substantial evaluation of
the UNICEF intervention was carried out in 2010,
the quantitative results of which suggest some
impact on learners’ and teachers’ behaviours
and attitudes, but the project ranked as having
‘serious deficiencies’ in achieving its outcomes.
An evaluation of the Life Skills for HIV and
AIDS Education programme in Cambodia in
2007 found that the programme had increased
knowledge on HIV and AIDS, STIs, alcohol and
drug use and SRH, as well as increased positive
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attitudes towards people living with HIV.174 In
Mozambique, short tests are taken before and
after SAP interventions, and in 2010 showed
that out of 1,305,736 children assessed on basic
knowledge and HIV attitudes at the end of the
programme, 80 per cent achieved the ‘pass’ mark,
indicating that students who were trained had
retained their knowledge levels regarding HIV and
AIDS, health and nutrition, hygiene, gender and
child rights, and on protection from vulnerability
such as violence. However, shifts in practices
and behaviours in these areas are not captured
through this test.
An increasing international drive towards
systematic data collection means that increasingly,
data are being gathered. Currently, the monitoring
of behavioural trends in generalized epidemics
relies heavily on DHS; however, there have been
large fluctuations in the values of sexual behaviour
indicators, probably because of changes in the
way questions are phrased. There is scepticism
about reliable data on sexual behaviour due to
misreporting or under-reporting sexual activities.175

174

World Education, Final Report: Life skills for HIV and AIDS education, 2007. Note that this example is from the wider literature review;
Cambodia was not a country included in the main document review or case study process.

175

Zaba, Basia, et al., ‘The Role of Behavioral Data in HIV Surveillance’, AIDS, vol. 19, supplement 2, May 2005, pp. S39–S52.
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Table 32: P
 ercent of 15-19 year olds reporting having had sexual intercourse by
the age of 15176
Females
Country
Kenya

Malawi

Mozambique

Year of survey

%

Males

Decline per
year

%

Decline per
year

0.27

31.7

0.51

1993

14.9

1998

15

2003

14.5

30.9

2000

16.5

29.1

2004

14.1

2006*

13.9

1997

28.6

2003

27.7

3.01

0.35

18
23.5
31.1

12.01

4.62

t Low application, tt Moderate application, ttt High application
*Results from multiple indicator cluster survey.

Table 33: P
 ercent of 15–24 year olds having sex with than one partner in the past 12
months using a condom during the last sex act177
Females
Country
Kenya
Malawi

Year of survey

%

1998

11.9

2003

9.1

2000

20.3

2004

19.9

The data in Table 32 and Table 33 are taken from
a study by the International Group on Analysis
of Trends in HIV Prevalence and Behaviours
in Young People in Countries most Affected by
HIV, and show some decline in high-risk sexual
activities, particularly in Malawi, but there is no
consistent pattern across countries and indicators.
It is not possible to trace the causality of changes
in sexual behaviour using current national-level
data, particularly in terms of the impact of LSE.
There is evidence of improved knowledge in
Malawi on HIV and AIDS awareness, but not
condom use. Students doubt that condoms will
always protect them from unwanted pregnancies
and from HIV. Many students at primary or
secondary schools have not seen a condom,
and only few can explain how to use a condom

Decline per
year
5.37
0.5

Males
%
40.6
52.1
26.8
34.5

Decline per
year
4.99
6.31

correctly. Evidence of increased knowledge of HIV
and AIDS and methods of transmission are also
evident in Armenia and Kenya.
In Mozambique, there is a heavy emphasis on
blades as a form of HIV transmission, which was
mentioned in a number of focus group discussions
and MSC stories as the primary cause of the
disease:
The traditional doctor used a razor to cut
my mother, now my mother has HIV. I now
know that with using dirty razors once you
can get HIV.
Information about the transmission and
consequences of the disease are often linked to
delaying sexual relationships:

176

 he International Group on Analysis of Trends in HIV Prevalence and Behaviours in Young People in Countries most Affected by
T
HIV (2010), ‘Trends in HIV Prevalence and Sexual Behaviour among Young People aged 15–24 Years in Countries Most affected
by HIV’, Sex Transm Infect, vol. 86, supplement 2, 2010. Data for case study countries available.
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Ibid.
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This lesson helped me to understand, that
it was prohibited to have sexual relationship
in such early age, as it can have difficult
consequences for both, boys and girls.
(Armenia, boy, Grade 9)
In class six, we go through adolescence; we
now know how to protect ourselves and not
to go far. (Kenya, girl, Class 6)
This links to the finding in Malawi that materials
and instruction of LSE tend to heavily emphasize
the shoulds and should nots in life, to the
detriment of genuine discussion about choices.
Students in Mozambique reported that they now
know that they should have sex only when they
are 18 years of age.
In the East Caribbean, a three-year monitoring
and evaluation project (2006/09) in selected
schools across four countries – Antigua, Barbados,
Grenada and St. Lucia – indicated that, after three
years of HFLE in the core curriculum, students’
knowledge about sexuality and sexual health had
increased and negative attitudes towards people
living with HIV had decreased. However, sexual
behaviour (that is, early sexual activity, under age
15) had not changed. Nevertheless, this project,
which collected qualitative data from both teachers
and students, suggested that HFLE lessons
were interesting and enjoyable, contributing to
youth self-empowerment and more constructive
relationships with teachers and parents.

Stigma and discrimination
There is evidence of a change in attitude towards
marginalized groups that usually suffer from
discrimination, particularly those with HIV and
AIDS, but in Kenya groups with learning difficulties
and autism were also mentioned. Some examples
from MSC stories include:
I have learned that persons may catch
HIV from sexual activity but persons can
also be born with it, so now I do not make
negative judgement on how they caught it…
We learned that we are more of a danger
to them than they are to us because if we
cough on them they can get sick. (Barbados,
boy, secondary)
I used to think people with AIDS were
cursed by God and people should not talk
to them but now I’ve changed. (Kenya, boy,
Class 8)
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We learnt that if some child has HIV and
AIDS we should not avoid playing with her/
him as the disease cannot be transmitted
during a play. (Armenia, girl, Grade 9)
I never played with people who were sick
or I thought had HIV. I did not use the same
towels, plate or spoon with them, not even
eating from the same plate. Now after I have
learned about stigma and discrimination
I know that I can hug a person with HIV.
(Mozambique, girl, primary)
There is evidence that learners pass these
messages on to family members:
I counsel my brothers not to discriminate
against people who suffer from HIV.
(Mozambique, girl, primary)
Parents have learned about homebased care for people living with
AIDS through their children. (Malawi,
father of a primary school student)
This suggests that elements of non-discrimination,
a guiding principle of the CRC, are being taught
to and understood by at least some children as a
result of LSE.

Gender equality
Perceptions and stereotypes about girls and boys
are often challenged, and relationships between
them improved:
Boys and girls are equally important; we
should respect girls. (Boy, Malawi, primary)
We are now free to relate with girls without
wanting to have sex with them. (Boy,
Malawi, secondary)
Now we can be brothers and sisters with
boys. (Girl, Malawi, secondary)
Girls’ shyness is reducing. They can easily
mix with boys. In the past chatting with boys
was seen as promiscuous behaviour. (Girl,
Malawi, secondary)
As the boys have more respect for the girls,
so the girls in turn have more respect for the
boys. (Boy, Barbados, secondary)
There were several stories from Armenia about
girls aspiring to traditional male jobs, and feeling

empowered to do so because of LSE. However,
in some situations, LSE teaching can reinforce
stereotypes and avoids engaging meaningfully
with gender power relations. The vulnerability of
girls and women is often emphasized, as is their
responsibility in avoiding gender-based violence:
We are considered to be weak because
we do not have the power to negotiate
safe sex. Due to poverty some girls enter
into relationships with men/boys just to get
money. We can easily be raped because
we are not as strong as men to defend
ourselves. (Malawi, girl, primary student)
I also learnt how to behave in the society
and how to resist bad influences. Boys learnt
about smoking, drugs and alcohol. Girls
learnt not to go out with boys alone, as it
might be dangerous. (Armenia, girl, Grade 9)
The ‘Healthy Living’ subject helped girls of
my class, and they became more careful in
the relationships with boys. (Armenia, boy,
Grade 9)
In Malawi, boys in four schools felt unfairly treated
in comparison with girls, who would always get the
preference of teachers over a fight or argument.
One girl also articulated the advantage she had
over boys due to her sex:
Girls are lucky; they have greater chance
of being selected. I feel that I am more
important than boys because of this. If a
girl and boy score the same points a girl will
be selected but not the boy. (Malawi, girl,
secondary)

Being healthy
Many of the discussions with learners in Malawi
and Mozambique indicated improvements in
personal hygiene. There is also an appreciation for
a better understanding of body changes:
When I started developing breasts I was
afraid and I only realised it was normal in life
skills lessons. (Malawi, girl, primary)
There are reports from learners, parents and
teachers of a reduction in peer pressure and
societal influences on unhealthy behaviours,
such as smoking, and drug and alcohol abuse.
Smoking is particularly cited in Armenian

stories as an area that is taught, and learners
decide not to smoke and/or influence friends
or peers about smoking. Sessions on drug
and alcohol abuse, often delivered by
specialist agencies, are also highlighted as
having an impact on youth in Barbados.

Confidence, teamwork and conflict
resolution
Many of the respondents acknowledged a change
in learners’ confidence and assertiveness, as well
as ability to manage certain situations.
In Barbados, the fact that learners joined extracurricular clubs is mentioned as both a sign
of positive behaviour change and a cause of
increased confidence, interest in activities and
friendships. Students in Barbados seem more
willing to discuss issues as a result of LSE, and
at primary level, even children as young as 5 are
able to articulate what they have learned:
Critical thinking helps you to think before
you speak. If you do not think before you
speak, you can say the wrong thing and get
into trouble. (Barbados, girl)
This increased confidence is also attributed to
improved academic performance and aspirations
– students in Armenia and Barbados talked about
succeeding in working life, and the importance of
education to achieve that.
Some students and teachers in Malawi discussed
the increased confidence in science subjects, and
one teacher cited the importance of LSE for very
poor children:
LSE sends the message that there is hope
for them. They feel that they can succeed
and achieve. (Malawi, Secondary School
Teacher)
Both boys and girls discuss their ability to manage
conflict, resolve problems without fighting and get
on better with peers and families as a result of LSE:
I get angry very easily. I used to fight friends,
especially girls. In a LSE class I learnt
that fighting signifies a lack of intelligence
and a lack of ability to amicably resolve
differences. It was during these lessons
that I learned about anger management
strategies. (Malawi, boy, primary)
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The HFLE programme has really changed
me from being very aggressive and really
lawless. In second form I used to slap the
younger boys across their heads and take
away their money but now I have cooled
down and stopped all that lawlessness.
(Barbados, boy, secondary)
In Kenya, incidents of violence, including
disruptive strikes leading to damage of school
property, have greatly decreased in the past
couple of years, and it appears that the
participatory approach to school management
(negotiation skills) has greatly contributed
towards this improved behaviour.
In Côte d’Ivoire, there is some evidence from
national evaluation workshops of children
influencing peers and changing their own
behaviours through their school clubs. Anecdotal
evidence provides examples of children putting
in to practice what they have learned, especially
with regard to conflict resolution, for example:
preventing the forced marriage of a refugee
girl; resolving a land-related conflict between
two families; and changing the behaviour of the
school bully.
Improved relationships with family, as well as
communicating messages learned during LSE
lessons, were commonly mentioned:
How I behave when my parents do not
allow me to have my way, that’s improved
and I know it has been a result of my HFLE
classes, which I look forward to every
Tuesday. Most of the time I realise that
when my parents do not allow me to do
certain things, it is for my good and I do not
get as upset as I used to. (Barbados, girl,
secondary)
In Armenia, caregivers identified changes
in their children that had been manifested
at home, in relationships with them, or with
the siblings and peers. There were a few
specific examples, including of young people
challenging peers (and family adults) about
unhealthy behaviours (tobacco and alcohol
abuse), taking greater personal responsibility
for their local environment and discussing
their rights with parents/caregivers.
However, learners do not always communicate
what they learn in LSE lessons to their
caregivers, particularly in relation to sexual
content. In Barbados, most learners indicated
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that they did not discuss what took place in these
classes with their parents because they were not
sure whether or not they would approve.
There are some reports that LSE has also had
a positive impact on teachers, both in terms
of increased knowledge and skills such as
assertiveness and self confidence. In Malawi,
stakeholders reported how teachers trained in
LSE have changed their attitudes vis-à-vis their
children and young people-adult relationships,
and Theatre for a Change research revealed that
teachers who took part in their LSE programme
were much more able to say no to unwanted sex
after the programme than at the outset.
In Kenya, several learners appreciated teachers’
changed attitudes: “teachers are open and tell
us how life is hard outside school”; “teachers are
open and talk to us like age-mates.”

Child rights, participation and HRBA
There is evidence that learners feel more
willing to speak up about issues and discuss
things with their teachers. In Malawi, there
is increased dialogue between students
and school management on specific issues
such as drugs, violence, going out, etc.
Boys and girls have become more open
to discuss issues of HIV and AIDS among
themselves, with teachers and parents.
In Kenya, teachers feel that learners have
confidence to speak up and address issues
or ask questions either directly or through
the suggestion box located within the school.
Learners also suggested they were aware of
child rights, including the right to food, health,
education, shelter, clothing and worship.
In Malawi, there is a widespread perception that
LSE has impacted positively on school discipline.
This is reported by head teachers and parents in
particular:
•

Reduction of the number of discipline
cases;

•

Most children have become less rude
to their teachers and other members of
society; and

•

Absenteeism has reduced greatly
because boys and girls place more
importance on education and think more
seriously about their future.

Environment
Many learners mention their increased awareness
of the environment and how to care for the world
around them, particularly in Armenia:
I remember a topic from ‘Life Skills’ related
to environment issue. There is a lack of
recycling bins in my village. After that lesson
I always drop the garbage in the bins.
(Armenia, boy, Grade 9)
I liked the topic about the environment; I
learned that everyone should care about
nature. I am unhappy about the gold mine
that was opened near my village, as it could
kill all fauna around. (Armenia, boy, Grade 7)
The school environment has also changed,
before there was no cleanliness, there was a

lot of papers in the school. Before we did not
care about the environment; now, we have
even planted trees. (Kenya, girl, Class 6)
Another Kenyan girl talks about the slum area
in which she lives, and how she approached the
Chief about the bad state of the environment
around them because of what she learned in the
health, sanitation and environment classes at
school. Following that, a community system for
cleaning the area was instigated.
An awareness of dangers in the environment
beyond the school is also apparent. In Barbados,
primary-level students are very aware of unsafe
situations and activities that could place them
in danger. In addition, they are able to outline
strategies to respond appropriately to potential
threats to health and life.

5.4.6	Issues and conclusions: Effectiveness
LSE is having an impact
There is limited M&E of the effectiveness of LSE beyond knowledge outcomes, but there is strong
anecdotal and reported evidence that LSE has an impact on individual learners’ lives. Learners,
parents and teachers identify significant individual changes or developments in relevant knowledge,
skills and attitudes among learners.
The aim must be to ensure that LSE is able to fulfil its full potential in this regard and that such
changes can be sustained.

Active teaching and learning
LSE interventions usually include a teaching methodology characterized by interaction, learner
autonomy and collaborations. These are characteristics that have proven difficult to introduce and that
are perceived by teachers and parents as less likely to lead to success in (traditional) examinations.
LSE has provided a vehicle for these methodologies. Indeed, in some countries, LSE is seen as a
driver for changing teaching. However, this is a burden that LSE cannot carry on its own, as an island
of active learning in a traditional school.

Assessment of student outcomes
Assessment (of the learners) for LSE is critical for it to be taken seriously as part of the school
curriculum and also to ensure that teachers can diagnose and respond to children’s needs, yet it
is extremely problematic.
Knowledge elements may be assessed, and this has been an argument for integrating LSE within
examinable curriculum subjects, but psychosocial skill aims are not assessed and much of the
community believes that they cannot, or, indeed, should not, be. Set against the widespread belief that
“what is not assessed is not taken seriously!” this produces a fault line in LSE, particularly at critical
assessment points, such as school transition.
Continue on page 104...
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... Continued from page 103
The intended psychosocial skill outcomes have not been crystallized into assessment methods
and instruments that would allow them to inform and record children’s skills and support needs.
Psychosocial skills – the critical heart of LSE – are not being measured.
An unanswered question concerns the impact of LSE on academic outcomes. Improved
psychosocial skills, it is argued, may directly contribute to study skills and cooperative
approaches to learning. Being able to navigate adolescence, with minimum setbacks, also
contributes through improved attendance and application. There is some anecdotal evidence
from teachers and parents, but the hypothesis that LSE contributes to success in school life
is untested.

Monitoring implementation
LSE has not generally been incorporated within national inspection or supervision systems, so
there is no external monitoring and those concerned have not received training and support to
understand LSE. Principals/head teachers have rarely been given any training or guidance to
provide for internal supervision and integration of LSE.

Evaluating outcomes and impacts
There are very weak systems for monitoring delivery and for evaluating outputs, outcomes and
impacts of LSE. For an intervention that is defined by its impact on behaviour there have been
too few attempts to measure the relevant behaviours and changes. This will require longitudinal
studies. However, evaluations of LSE projects/programmes identify knowledge and attitudinal
change, which are important and viable indicators of preconditions for behaviour change.

Is LSE a separate subject?
LSE as a stand-alone subject has developed as a response to specific challenges and as a
pragmatic way to address them in the medium term. However, it is the primary responsibility of
schools to develop children’s psychosocial skills and relevant knowledge. Self-worth, respect,
conflict resolution, etc., cannot be learned in isolation, but need to be at the heart of a school’s
culture, and approach to teaching and learning.
While, given due time and process, it has been possible to integrate new subject knowledge
into the formal curriculum, ‘whole-school approaches’ to developing and assessing psychosocial
skills are much less common, except where schools are actively pursuing a CFS approach.

It’s going to take time
By design, the evaluation sample is of countries that have pursued LSE on a national scale, have
introduced it into the national curriculum and are a long way along the path from a pilot project.
But, in all cases, LSE is bringing major changes to curricula and to classroom practices. In some
cases, LSE is seen as a vanguard for wider change, although there is no evidence of this on a
meaningful scale. These sorts of changes will take time, and it is necessary for the actors to take
a long view.
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5.5	Sustainability

sustainability section in the evaluation framework
(Annex 2):

Key question: Is LSE provision sustainable
and likely to be sustained?
This section on sustainability aims to determine if
LSE programmes are planned and implemented
in gender sensitive and sustainable ways through
the education system response (e.g., whether they
are reflected in plans, curricula, examinations, preservice teacher training efforts, and inspections).
This section is presented according to the
following criteria, as specified under the

•

LSE is institutionalized in the national
structures for education (formal, nonformal, school and teacher training
curricula, examinations/assessments,
inspections) and/or other sectors in a
coherent way;

•

Material and human resources for LSE are
committed; and

•

LSE has been recognized in public and
professional opinion.

Summary of findings: Sustainability
• There appears to be wide political support for LSE, with inclusion in policies, plans and strategies of
Ministries of Education, Ministries of Health and others.
• Less progress has been made in the institutionalization of LSE into implementation and monitoring systems
of education, such as supervision and inspection and examinations, affecting the perceived importance of LSE.
• Mechanisms to coordinate and guide LSE at national levels are present within formal education systems,
but rare in the non-formal sector.
• Issues of terminologies and definition appear to be important influences on the extent to which LSE is
institutionalized.
• Budget allocations exist in some countries for LSE, in line with the integration of the subject into national
policies, plans and curricular frameworks. Budgets are stretched in many countries, however, so the
financial support from United Nations agencies is often critical.
• There are widespread human resource concerns surrounding the capacity, confidence and skills of
teachers to deliver LSE.
• There are a number of examples of successful public awareness interventions around LSE in which
UNICEF has been an important player, but further efforts are needed to counter negative perceptions and
conservative norms

5.5.1	LSE is institutionalized in the
national structures for education
and/or other sectors in a
coherent way
There appears to be wide political support for LSE,
with its inclusion in policies, plans and strategies
of Ministries of Education, Ministries of Health
and others. Of the 27 countries for which policy
information was available, LSE is mentioned in
the national education policy and/or other policy

documents referring to education in 23 countries.
Inclusion in the UNDAF was noted in six countries.
There is also wide evidence of the
institutionalization of LSE within the curriculum
and resource provisions. UNICEF appears to be
working closely with and lobbying the appropriate
political and implementing agencies to this effect.
This can be complex: In the Philippines, although
there is a national policy regarding HIV and AIDS
prevention, implementation is weak due to the
devolved system of government, and UNICEF’s
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Table 34: L
 SE is institutionalized coherently in national structures for education and/or
other sectors
Country

Criteria

Indicator

Armenia

Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE is institutionalized
in the national
structures for education
(formal, non-formal,
school and teacher
training curricula,
examinations/
assessments,
inspections) and/
or other sectors in a
coherent way

LSE included in plans, budgets,
curriculum and assessment
procedures, teacher education,
teacher career structures, etc.

tt

tt

tt

tt

ttt

tt

tt

LSE recognized in plans of other
agencies/centres in ways that
are consistenta

tt

tt

tt

t

tt

t

t

t

tt

tt

t

tt

tt

t

Coherent oversight of LSE
provision across different
agencies and agreement on
roles

t Low application, tt Moderate application, ttt High application
a
While LSE has been institutionalized to some degree in the national curriculum of all case study countries, institutionalization into teacher
training systems and coordination with non-formal education varies significantly.

primary emphasis is on working with the local
government units to implement what is laid out in
the 1998 AIDS law and elsewhere. In contrast, in
Tajikistan, the MoE is introducing Healthy Lifestyles
Education, but this is not being scaled up or stated
as a priority for the Ministry yet, and is not included
in the Education Strategy Plan. This is perhaps
typical of an earlier stage of LSE development.
The case studies found that the policy and
curriculum interventions were largely backed
up by political will and commitment by
ministry and other stakeholders to sustain
LSE. In Malawi, LSE is now compulsory in
primary and junior secondary, optional in
upper secondary, examinable at all levels
(compulsory examination in primary, optional
in secondary), planned as any other subject at
ministry level, fully integrated in education and
HIV prevention policies and strategies, and
a compulsory subject in pre-service teacher
training colleges for primary teachers.
In Armenia, the inclusion of LSE into new
standards of education is seen by national
stakeholders as the most critical step in going
to scale and institutionalization of LSE into the
education system, and in Mozambique there are
plans to integrate LSE elements into pre-service
teacher training and develop supervision and
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monitoring guidelines for LSE to better embed
LSE within the formal education system.
In Jordan, LSBE is language that is being used
explicitly in national planning documents, and
there is a drive by the MoE to get LSBE into
projects and plans. As the second part of reform
rolls out, there is a chance that LSBE will be
introduced into further subjects (in addition to
PE); this further integration – and the effective
implementation of LSBE within the existing PE
and PVE classrooms – will depend on ongoing
training for new teachers and the delivery of
teaching and learning materials. There are plans
to strengthen the non-formal programme through
a mapping exercise and work with the Higher
Youth Council in the future. Commitment levels
remain high at the MoE, at least politically.
As mentioned in previous sections, while LSE
has been integrated into the policies and curricula
of education systems, less progress has been
made on the integration of LSE into supervision
and inspection and examinations, affecting its
perceived priority in implementation.
Active leadership and coordination mechanisms
have been seen in a number of countries (in
which UNICEF has played a key role) that have
led the way in institutionalizing LSE in education

at some levels, yet far fewer examples are seen
of this in the non-formal sector.
Issues of language and definition appear
to be important influences on the extent to
which LSE is institutionalized. In Togo, for
example, LSE is considered a separate concept
and is not used in the discourse in country
documents. There are, however, a number
of LSE-related elements that are included in
official plans, policies and curricula: health
and hygiene; education for peace; democracy
and human rights; HIV and AIDS education;
literacy; livelihood skills; and citizenship.

and the support provided by governments that
are in receipt of budget support or similar pooled
modalities.178 Within this limitation, reviewers
identified the sources of funding for LSE in the
countries concerned, which show the highest
frequency of support coming from national
Ministries of Education and UNICEF. A variety of
other agencies were found to play a role in LSE,
including UNAIDS, UNFPA, UNESCO and the
Global Fund.

5.5.2	Material and human resources
for LSE are committed

Budget allocations may exist in some countries
for LSE, in line with the integration of the subject
into national policies, plans and curricula
frameworks, but evidence for this is limited.
In the United Republic of Tanzania, a budget
line on HIV and AIDS and LSE is included in
the Education Strategy Development Plan
2008–2017, but challenges remain in the
education sector regarding equitable resource
allocation within primary and secondary
education, and it is likely that LSE provision
is subject to these same challenges.

Identification of funding support for LSE
interventions in the countries reviewed is
complicated, and the document review did not
attempt to untangle the funding of recurrent costs

In Afghanistan, amid ongoing challenges of fiscal
sustainability for education, no procurement or
cash management plans had been developed
in 2010, nor had any adjustments taken place to

Similarly, in Nigeria, skills-based health
education is in place, but it is not referred to
as LSE and is not included in the National
Education Strategic Plan.

Table 35: Material and human resources for LSE are committed for LSE interventions
Country

Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

Material and human
resources for LSE are
committed

Armenia

Criteria

Budget allocation, including
recurrent budgets, and
established posts in place

ttt

ttt

tt

t

ttt

tt

tt

Budget has been disbursed in
past three years

ttt

ttt

No
data

No
data

ttt

No
data

No
data

There are teachers/facilitators
in place and/or arrangements
for pre-service or in-service
professional development that
are adequate

t

tt

tt

t

ttt

tt

tt

Indicator

t Low application, tt Moderate application, ttt High application

178

In such modalities the contribution of other lenders/donors to specific actions is often less clear than that of UNICEF, which typically does
not work in that mode.
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the overall sequencing of the priority activities
in the MoE’s operational plan, indicating that
material and human resources had not yet been
committed to LSE.
With these issues around national budget
commitments, the financial support from United
Nations agencies is often critical.
The Malawi case is a strong example of moving
resource responsibility on to the MoE. LSE has
shifted from a project to a programme approach,
which is a greater guarantee for sustainability,
and it is now resourced through the sectorwide approaches, with complementary projects
in non-formal education in particular. In the
CARICOM countries, national ministries have
the main resource responsibility, with UNICEF
providing support in the form of in-service
training, materials development, monitoring and
evaluation and advocacy.
In Myanmar, LSE is sustainable in primary
education because it has been integrated into the
formal core curriculum. LSE is recognized by the
MoE as an important innovation in education, but
the non-formal programme, EXCEL, is currently
sustained only by ongoing external financing.
A budget has been disbursed for the past three
years in Armenia, with some UNICEF support,
to allow for materials and some in-service
training. There is also commitment to the human
resources required to deliver the integrated
curriculum subjects (teacher remuneration is
proportional to hours taught, so the integrated
LSE within the standard school timetable does
not add to personnel costs).
In Mozambique, the Pacote Basico (involving
cross-curricular materials and in-service training)
is supported through the Directorate of Special
Programmes in the MoE, with coordinators at
provincial and district levels, and a recurrent
budget line in the ministry’s budget. The SAP,
however, is completely dependent on external
funding, and it is unlikely that the MoE will
take on the larger expense of the costs of the
activistas. There are current plans to strengthen
the integration of LSE into the formal school
curriculum with improvements in pre-service
training and supervision and monitoring
guidelines, but there is a significant way to go to
ensuring the effectiveness of curricular delivery
within the context of a resource and capacity-
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constrained education system and, in the
meantime, SAP remains vulnerable to changes
in external funders’ commitment.
There are human resource concerns across
the board. LSE is likely to fall off the curriculum
when there is a lack of teachers, such as in
Swaziland, where high staff attrition due to AIDS
is identified as a challenge to teacher training
and development on LSE. As discussed in other
sections, training and motivation of teachers
remains a problem.
Resource limitations in Jordan resulted in
prioritizing scale-up with only PE teachers, in
terms of elaborating the teaching materials to
accompany the 2009 LSBE curriculum and
carrying out trainings with PE teachers in public
schools throughout the country. There are
plans to incorporate more active teaching and
learning approaches into pre-service training;
however, in-service workshops to encourage
these techniques in other subjects may remain
dependent on UNICEF funding.
In Malawi and Myanmar, LSE is incorporated
into pre-service training, which helps
ensure sustainability and demonstrates
institutionalization of the subject.

5.5.3	LSE has been recognized in
public and professional opinion
A number of examples of successful public
awareness interventions around LSE were found
in the document review. UNICEF’s involvement
in public awareness campaigns in Angola, for
example, attracted high-profile people and
good media coverage. In Belize, NGOs such
as the Belize Red Cross conduct campaigns
that work with parents and communities, and
the MoE which is eager to promote more of
this kind of activity, particularly with youth and
sports programmes. Guyana’s school-based
intervention is complemented by a variety of
other activities, including media about violence
against women, and workplace activity targeted
at military and paramilitary groups on HIV and
AIDS awareness. In some areas of Mozambique,
SAP has been coordinated with the Os Bradas
programme that has established radio clubs for
children and works to develop radio programmes
with local community radio stations where
children can discuss issues important to them.

Table 36: L
 SE interventions well received by professionals and the public
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

LSE has been
recognized in public
and professional
opinion

Indicator

Armenia

Criteria

There is public awareness of LSE
and its benefits

tt

tt

tt

tt

tt

tt

tt

tt

tt

tt

tt

tt

t

t

tt

tt

ttt

tt

tt

t

tt

There is: Press coverage
Political interest Support from
opinion makers (media, faith
leaders, community leaders, etc.)
There is a shared view of the
purpose of LSE

t Low application, tt Moderate application, ttt High application

According to UNGASS data, up to 80,000
people in Swaziland attend traditional annual
ceremonies to deliver life skills and HIV and AIDS
awareness-raising and education. The MoE in
Afghanistan has taken a leading role in advocacy
for the inclusion of LSE in the national curriculum,
assisting with the recognition of its value in public
and professional opinion and supported by a
UNICEF-funded ‘edutainment’ show broadcast
nationwide. UNICEF is also active in public
information campaigns in Namibia, through
initiatives such as sports for development, radio
programmes on HIV and AIDS and the Listen
Aloud ICT initiative.
In the Caribbean, HFLE events are to be
found regularly in the news and other media,
including blogs, but the consensus is that
a still higher profile is needed to obtain
full support from communities and leaders
and thereby strengthen sustainability.
In Barbados, government ministers actively
promote issues in the public sphere and LSE
issues are regularly found and discussed in the
national news, on national television and other
media. There is evidence of more localized press
coverage and community interaction around LSE
activities in specific schools. However, some
parents and church members have the perception

that LSE is solely about sex education and that
teaching young people about using condoms is
tantamount to promoting sexual activity rather
than the opposite. While LSE is supported by
many opinion makers, there are some church
leaders who find it difficult to support teaching
on sexuality and sexuality rights (particularly
with regard to sexual orientation) and HIV and
AIDS. UNICEF’s recent work with churches has
attempted to address this constraining factor.
In Malawi, LSE is a nationally recognized
strategy for students’ personal development,
increased citizenship and for HIV prevention.
LSE has the full support of parents, teachers
and other stakeholders, except when coming
to early teaching of sex and sexuality and the
promotion of condom use. The need for LSE
in the fight against HIV is widely recognized
and echoed in the press, on television and on
the radio, where a number of shows and soaps
specifically address the issue of HIV prevention
and LSE in schools. However, the evaluation
found little evidence of head teachers and
PTAs actively engaging in sensitizing parents,
or working with parents and children together.
The MoE expressed disappointment in the
lack of involvement of PTAs in awarenessraising and relaying messages about HIV
prevention to parents and communities.
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There are a handful of instances of community
and parental engagement in formal education. In
Zambia, formal education encourages children to
talk to their community, and there is subsequent
evidence that HIV and AIDS stigma has been
reduced. In Ghana, the HIV School ALERT
Model seeks to reach teachers, schools and the
community through its three-pillar approach, and
in South Africa, UNICEF supports community
participation in schools.
During the SHAPE period in Myanmar, PTAs were
considered critical links between communities and
schools. Training workshops took place with PTA
members, enhancing their knowledge and skills,

which was seen as an essential step towards
increasing the involvement of parents in SHAPE
activities in the community.
Evidence from some of the countries in the
document review (Burundi, the Democratic
Republic of the Congo, South Africa, Swaziland
and Togo) suggests that community engagement
in non-formal interventions is more prevalent
than in formal interventions, particularly for
out-of-school children or youths, orphans and
vulnerable children, perhaps in part because of
the involvement of civil society and faith-based
organizations in their implementation.

5.5.4	Issues and conclusions: Sustainability
LSE in national structures
The evaluation has considered countries that have taken different trajectories towards national
implementation. Important elements of institutionalization for sustainability are in place: LSE has
moved into the national curriculum; and operational funding for teachers and materials is replacing
project support.
Missing in many countries is institutionalization in other parts of the system, including pre-service training
and professional development, inspection and supervision, and the career structure of teachers. The
latter provides the opportunity to establish and regulate the attributes of teachers of LSE.

LSE resources are committed
Where LSE has been institutionalized in the curriculum resources have followed so that, for example,
posts or salary funding is committed and material resources are made available, albeit to the limited
level possible within strained budgets and capacity to develop and distribute resources.
There is a legitimate concern in the structural sustainability of teacher supply for LSE, which frequently
relies on those who volunteered in earlier projects or have been carried into this area as LSE has
become aligned with their subject area.

LSE has public and professional support
Sustainability is enhanced by strong demand from parents and their communities. In most cases,
the early work sought to raise awareness and address concerns: it created support and demand
within school communities. This is not always replicated in moving to scale and has led to
misunderstandings and tensions for teachers.
LSE will struggle to sustain an empowering and honest approach where social and religious
constructs are in opposition and manifest themselves strongly in the school community.
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5.6	UNICEF additionality

This section is presented according to the
following criteria, as specified under the UNICEF
additionality section in the evaluation framework
(Annex 2):

Key question: Has UNICEF contributed to LSE
that is of high quality and matches standards,
reaches intended learners and is making an
impact on their lives?
This section assesses the added value of UNICEF
investments in LSE. The UNICEF contribution may
be characterized, for example, through working
with or lobbying ministries; providing capacity
support for policy or implementation; pushing
the HRBA approach; providing/contributing to
materials and resources, and the professional
development of training of teachers; and level of
input at institutional or community level.

•

UNICEF support contributes to quality
design and implementation of LSE;

•

UNICEF support has worked to develop
national ownership and a basis for
sustained LSE in national education
contexts; and

•

UNICEF has taken account of evidence
and formative evaluation.

Summary of findings: Additionality
• UNICEF has a clear role as an innovator in LSE through the promotion of new ideas and supporting pilots.
• UNICEF has been an important player in engaging at the policy level, developing or supporting the
development of curricula and teaching materials, and lobbying for LSE.
• UNICEF has played an important role in designing, developing and disseminating curriculum and learning
materials.
• UNICEF plays a significant role on initiatives in education with its substantial inputs to LSE, CFS and
inclusive education, but greater efforts are required to define the relationships and coordination between
these areas of programming.
• There is evidence of the child rights agenda being promoted by UNICEF, but not necessarily linking or
integrating this with its LSE programmes.
• UNICEF support has worked to develop national ownership and has created a basis for sustained LSE.
• Where evaluations exist, UNICEF seems to respond to them. UNICEF has supported or initiated
evaluations in several contexts, and is often the only body doing so.

5.6.1	UNICEF support contributes
to quality design and
implementation of LSE
As shown by the examples cited in many of the
previous sections, the design and implementation
of LSE interventions often involves a complex
mix of relationships and roles between different
actors that has shifted and altered over time.
There is no ‘generic’ model of support or
development and it is often difficult to disentangle

the specific impacts and value that a single actor,
such as UNICEF, provides. Equally, it is hard
to attribute accountabilities for shortcomings
or separate weaknesses in approach or
implementation specific to that actor from
those of other partners or the wider systemic
challenges of education systems in which they
are operating.
However, according to both the documentation
review and the case study findings, UNICEF
has played an instrumental part in the design
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Table 37: UNICEF’s contribution to quality design and implementation of LSE
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

UNICEF support
contributes to
quality design and
implementation of LSE

Armenia

Criteria

UNICEF has provided inputs to
standards

tt

ttt

ttt

ttt

ttt

tt

ttt

UNICEF has engaged in policy
and design dialogue

ttt

ttt

ttt

ttt

ttt

ttt

ttt

tt

tt

tt

tt

tt

tt

tt

Indicator

UNICEF has promoted an HRBA
to LSE programme design and
implementationa

t Low application, tt Moderate application, ttt High application
a
Much of the support for this comes through UNICEF’s support to CFS, although these programmes are not directly linked to LSE in any case
study countries.

and implementation of LSE in most countries.
UNICEF inputs to standards are most visible
in curriculum design; designing, producing
and disseminating materials; teacher training;
access to international expertise and capacity
building; lobbying governments; supporting policy
frameworks; and advocating for participatory
teaching methodologies.
In the East Caribbean, UNICEF has a key role in
the ongoing development of the whole regional
HFLE curriculum, the teaching and learning
materials and the teacher training programmes,
as well as monitoring and evaluation projects and
acting as a regional advocate for HFLE. UNICEF
supports a range of co-curricular and non-formal
interventions with short-term grants and carries
out research on the effectiveness of these, for
example, on school clubs and student councils
and the response of young people to LSE-related
media campaigns.
In Jordan, UNICEF produced manuals for life
skills that are being used by various stakeholders
(including the Government of Jordan and NGOs).
UNICEF’s technical support to the Core Team
was also important in the development of the
main goals and key strategies for LSBE, and
in shepherding its transfer from the non-formal
education sector, where the programme was
initiated, to the formal school sector.
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The development of LSE programmes in
Myanmar was also strongly influenced by
UNICEF, whose national staff provided the
technical quality and commitment with the
support of the regional office (EAPRO) that was
important in pushing the introduction of LSE as
an innovation in primary, secondary and nonformal education. UNICEF technical and financial
contributions have been critically important and
valued by the MoE and local NGOs.
UNICEF has a clear role as an innovator in
LSE through the promotion of new ideas and
supporting pilots for them. Armenia is a good
example of this: UNICEF support contributed
to the high standard of design on the standalone project, which in turn contributed to
wider understanding of LSE. There are some
questions, however, about how initiatives
and pilots are taken on and scaled up by
governments, which typically have limited
resources and budget. While it is recognized
in Armenia that, in moving to integration and
national scale, some innovative and quality
elements of the earlier support were ‘rolled back’,
it is also acknowledged that UNICEF support
helped to develop national understandings
of LSE in the broadest sense. It provided the
MES with an example of good practice and
demonstrated the opportunities for change and

the relevance of LSE to Armenian students. Thus
the early work contributed to, or set the context
for, the policy dialogue in which UNICEF and its
United Nations partner agencies, notably UNFPA,
were engaged. The national-scale integrated
LSE is a result of that policy engagement.
In the case of Mozambique, UNICEF has
focused on developing extra-curricular life
skills activities through SAP in recognition of
the limitations that curricular delivery would
face due to systemic problems of poor quality
and inequitable primary education service
delivery. This is an innovative approach and it
remains to be seen how this will transition into
more formal integration within the system as
the education sector capacity is developed.
However, the extra-curricular approach still
faces a number of the same issues as curricular
integration, such as being perceived by some
as another burden on the limited capacity of
the school, and ensuring consistency and
quality in delivery at a national scale. UNICEF
technical expertise in analytical work on primary
education is strong. This needs to be drawn
on comprehensively with regard to developing
an exit strategy from SAP and for developing
better teaching and learning more generally.
In a number of countries, UNICEF has taken the
opportunity to introduce LSE within a broader
education reform approach that is aimed at
improving the quality of education – such as
alignment of LSE introduction with the PCAR
framework in Malawi.
Similarly, in Afghanistan, LSE was introduced
in order to support the comprehensive revision
of the primary and secondary curriculum and to
promote learner-centred pedagogy and enhance
learning outcomes.
Alignment with national priorities is also evident;
in Romania, for example, greater political will is
attached to programmes explicitly related to the
social integration of the Roma, which remains a
high political priority for the Government across
all sectors.
UNICEF has a significant input into education
systems through its substantial support for
LSE, CFS and inclusive education initiatives in
many countries. This gives it an important and
often leading role in supporting governments
and other development partners in the

improvement of education at national and local
levels, with significant opportunities to make
meaningful and lasting contributions through its
programmes. Given the overlap between such
initiatives, however, there is a risk of confusion
regarding UNICEF priorities and activities for its
partners and potentially missed opportunities in
maximizing the impacts of these complementary
initiatives. CFS, for example, is mentioned in
several countries as part of UNICEF’s strategy,
and it provides an overarching framework for
UNICEF’s education programme. However,
there was little evidence in the documentation
of attempts to formally link or integrate LSE into
existing CFS interventions or the CFS framework.
Similarly, in Malawi, UNICEF is recognized for
pushing the children’s rights agenda at policy
level and in implementation and it has recently
embarked in the promotion of CFS – yet there
seems to be few linkages between the two
programmes. In Myanmar, it is also noted that
LSE and CFS need to be more closely integrated.
In Burundi, UNICEF has contributed to the
development of national policies and plans on the
promotion of gender in education as part of an
overall strategy for development and change, as
well as supporting leadership courses for women
in decision-making positions and producing
school-based materials on gender. This clearly
complements LSBE efforts at the school level to
tackle gender-based violence and HIV and AIDS.
UNICEF support has played an important part in
resource development, particularly in supply and
distribution of materials, and in teacher training.
This was found in many country documentation
reviews and in all of the case studies. In Malawi,
UNICEF has been instrumental in introducing
the concept of LSE and in supporting the
development of several pilots. LSE became
compulsory in primary schools in 2004 and was
scaled up to all schools through the PCAR, of
which UNICEF was an associated partner. This
has provided an enabling structural environment
to conduct some activities at scale for UNICEF
(distribution of textbooks and teacher training).
With the set-up of the sector-wide approaches,
printing and regular training are now financed by
the pooled funding.
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5.6.2	UNICEF support has worked
to develop national ownership
and a basis for sustained LSE
in national education context
UNICEF support has worked to develop
national ownership and a basis for sustained
LSE in national education contexts. Ownership
is an elusive concept, however; the inclusion
of LSE in the planning and implementation
documents is evidence of ownership only where
they were produced by national systems with
limited external support, and were not seen as
conditions for financial assistance.
UNICEF has played an important role in lobbying
governments and working closely with ministries
to ensure that LSE is supported at the national
level. The assistance given to public information
campaigns has also played a key part in national
awareness and ownership (see section 5.5.3).
In Armenia, UNICEF (successfully) sought to
develop national ownership, working with the
highest levels of the MES and managing its
inputs through the relevant national agencies
(the NIE). There were controversies and
tensions around LSE and the relevance of the
international experience to Armenian society at

the outset, but disputes and debates allowed
concerns to be aired in appropriate ways prior
to the national acceptance of the integrated LSE
course. That there has been such controversy
around LSE’s introduction as an integrated
course contributes to an assessment of national
ownership – it has survived a robust examination
on the way. Although UNICEF had a high -profile
role in materials, training, professional and
policy support, and UNFPA worked to ensure
that the Healthy Living module is relevant to
the real needs of adolescent boys and girls, the
end product is very much owned by the Ministry
politically, and by the NIE professionally.
In Barbados, UNICEF’s contribution to
embedding HFLE within the national context is
recognized and there is clear national ownership
of HFLE in both policy and practice. Similarly,
in Malawi, UNICEF has provided technical
and financial support for the development
and institutionalization of LSE, and the MoE
recognizes that its contribution has been
significant in this respect. Although LSE used to
be donor-driven, it is now fully integrated into the
Ministry programme.

Table 38: UNICEF contribution to sustainability and national ownership of LSEs
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

UNICEF support has
worked to develop
national ownership and
a basis for sustained
LSE in national
education contexts

Armenia

Criteria

LSE is integrated into national
institutional and organizational
structures

ttt

ttt

ttt

tt

ttt

tt

tt

There are transitional
arrangements in place for any
fixed-term resource support

t

t

t

t

tt

t

t

Indicator

t Low application, tt Moderate application, ttt High application
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5.6.3	UNICEF has taken account of evidence and formative evaluation.
Table 39: UNICEF response to evidence from formative evaluations
Country
Barbados

Jordan

Kenya

Malawi

Mozambique

Myanmar

UNICEF has taken
account of evidence
and formative
evaluation

Indicator

Armenia

Criteria

Response to evaluation and review

ttt

ttt

ttt

tt

ttt

tt

ttt

UNICEF has collaborated in
evaluation/lesson learning
initiatives

ttt

ttt

ttt

tt

ttt

tt

ttt

t Low application, tt Moderate application, ttt High application

Where evaluations exist, UNICEF seems to
respond to them. UNICEF has supported or
initiated evaluations in several contexts and at
important moments in programme developments,
and is often the only body doing so.
In Armenia, for example, an important evaluation
in 2005 was undertaken that subsequently
informed the transition of the project pilot to
national integration. In Barbados, there is an
ongoing process of review and development
of the HFLE curriculum, as well as research
relating to non-formal interventions. In Myanmar,
programme development has reportedly been
strongly informed by UNICEF-supported M&E, and
in Malawi, UNICEF has consistently financed and
co-managed LSE evaluations with UNFPA. These
have played an important part in the development
and evolution of LSE programmes, and are
examples to be taken forward and expanded upon
in a sector where there is a paucity of quality M&E
approaches and systems.

learner outcomes and teacher training outcomes,
where there is little systematic evidence available
through current monitoring systems and
evaluations that demonstrate the effectiveness of
particular approaches in behavioural and practice
outcomes for both learners and teachers.

However, as mentioned in previous sections of
this report, improved indicators and a greater
emphasis on outcomes rather than outputs are
required generally across M&E activities in LSE
programmes, and UNICEF is constrained by the
same difficulties of capturing longer-term impacts
of LSE programmes with which it can inform future
development. This is especially the case with both
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5.6.4	Issues and conclusions: Effectiveness
Promoting quality in LSE
UNICEF has demonstrated a comparative advantage in its ability to provide quality technical
support to curriculum design and training (often from in-house staff), with capacity to engage in
policy dialogue and advocate for LSE. UNICEF has led partnerships (including other development
agencies and United Nations partners, such as UNFPA) in negotiations with national governments
and concerned agencies.
Technical inputs by UNICEF are of a high standard, with exemplary material and support in the first
instance, which contributes to engagement. The quality can be difficult to sustain when financing
shifts to the government.
UNICEF is often able to respond flexibly in ways that it can disburse funds (compared with the
government and other development partners). Such flexibility is appreciated by national partners, as
it allows them to respond to changing contexts and needs.
Evaluation of major initiatives remains too weak. There are few baselines of key indicators or support
for their assessment. A particular concern is that there is little evidence of UNICEF extending its
support to assessing the impact of its training.

LSE and CFS
LSE initiatives are sitting alongside CFS initiatives in many countries and this evaluation has
identified the extent to which they are mutually supportive. CFS, at its best, provides the means
to develop students’ psychosocial skills and a framework and rationale for much of the thematic
knowledge of LSE. This is confusing operationally, for example, where responsibility for the two
initiatives fall under different parts of MoE, but it suggests a way in which UNICEF might rationalize
support to LSE under the CFS programming strategy.

Developing national ownership
In most cases the bureaucracy and polity has taken control in planning national implementation, and,
even where UNICEF is providing technical or financial inputs, there is ownership and control vested
in the national agency concerned. However, the wider public perception is more complex and LSE
can be perceived as ‘foreign’, bringing an implied rejection of traditional local values. Such concern
has traction when LSE addresses sensitive concerns and challenges social norms.
UNICEF does not always demonstrate the capacity and concern for long-term engagement and
support for an initiative, such as LSE, that requires curriculum change, teacher development and
systemic structures. These require long-term engagement, beyond the point of national adoption.
A 10-year timescale is more appropriate to curriculum change than the more typical 3 to 5 years of
UNICEF (and most other agencies’) project cycles.

Promoting HRBA
LSE initiatives often include topics that relate to understanding people’s rights and the CRC.
However, many respondents felt that other UNICEF initiatives, notably the CFS strategy, are now
the main vehicle for raising awareness and acting to respond to children’s rights. CFS, unlike LSE,
engages the whole school, including the principal/head teacher, and has a more holistic and wideranging scope.
There is a recognized overlap between the aims of LSE and CFS as they relate to children
developing as rights-holders in the school setting. UNICEF has developed a portfolio of material
support to CFS and, in the best cases, CFS shows how these aims might be substantially delivered
and sustained within an empowering ‘child-friendly’ school culture.
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6. Summary and Recommendations
6.1	Validation of findings
Evaluation findings were validated using the
Delphi survey approach. The approach uses
responses to earlier surveys to form more
detailed questioning in subsequent surveys,
iterating towards more detailed conclusions. The
Delphi survey in this study was used as a tool
to illicit responses and reactions on emerging
findings and recommendations from a small
number of practitioners and experts in LSE,
rather than provide in-depth analysis of the
complexities of findings.
The survey was sent to 70 UNICEF COs (those
contacted for the document review) and other
experts in or practitioners of LSE (including other
United Nations organizations, academics, INGOs,
NGOs and Ministries of Education). Round 1
received 21 responses and Round 2 received 19
responses. The majority of the respondents were
from personnel of UNICEF COs. Questions were
closed, and kept deliberately short and targeted.
This document summarizes the responses to the
both rounds. Note that, as the survey received
a small response, it was not used as a finding in
itself but to inform the discussion on issues and
recommendations.

Though the results were divided, there was a
definite tendency towards the more practical
aspects of LSE – the thematic areas, the core
psychosocial skills to be developed – over
the theoretical, including relevance of the
concept, and understanding the development of
psychosocial skills. This suggests that a definition
of LSE needs to be relevant to practice and
implementation, not just to broader theories and
abstract concepts.

Developing psychosocial skills
Respondents generally agreed that psychosocial
can contribute positively to outcomes in the
school. When this was explored further, there
was a consensus that behavioural change is a
very important outcome of psychosocial skills.
Career prospects and academic performance,
however, were not rated highly in terms of
psychosocial skill outcomes, suggesting that
there isn’t a clear link between these areas and
developing psychosocial skills in schools.
Respondents were evenly split as to whether
psychosocial skills are most effectively developed
in school curricula through:
•

Using appropriate methods in teaching
the LSE knowledge content (such as
HIV/AIDS, health education, etc.); and

•

Activities specifically designed to develop
psychosocial skills.

6.1.1	Key findings
Defining LSE
In Round 1, there was a spread of opinion about
whether LSE was too broad a term to be useful,
and in Round 2 there was further divergence on
what should be prioritized in that definition, in
terms of:
•

The thematic areas it involves (e.g.,
health, HIV and AIDS, environment, etc.);

•

The core psychosocial skills to be
developed (e.g., self-management, interpersonal relations, etc.);

•

A clearer specification of the goals of
LSE;The relevance of the concept of LSE
to specific contexts and audiences; and

•

Stronger understanding of how
psychosocial skills are developed in
individuals.

This divided response suggests a difference of
opinion on the best way to develop psychosocial
skills in learners.

Comment from a respondent:
We use the term ‘behavioural change’ too
freely. Psychosocial skills are themselves micro
behaviours, the acquisition of which is almost
never assessed, we tend to want to jump to
the assessment of behavioural change without
first assessing whether young people have
the skills, knowledge and attitudes for change.
We also need to be clear that sometimes
behavioural change may not be the goal, but
behavioural development and/or behavioural
maintenance are.
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Coordination
Respondents agreed that LSE is relevant to all
children, but that there needs to be enhanced
coordination between formal and non-formal
interventions. A number of respondents stated
that there should be a focus on formal
interventions rather than trying to coordinate
non-formal provisions.
In Round 1, there was strong agreement with
the statement ‘UNICEF’s child-friendly school
provides a sound strategic framework for LSE’,
but only one respondent agreed that linkages and
dependencies between LSE and CFS are already
sufficiently in place. The majority of respondents
stated that these dependencies need to be
strengthened at primarily the programmatic level,
with a small minority (about 10 per cent) stating
they should be strengthened at international or
national levels.

Whole-school approach
There was strong agreement that psychosocial
skills are the concern of the whole school and
cannot be confined to one subject. When asked
how this was best achieved, all of the factors
were rated highly, suggesting that all aspects are
needed for a whole-school approach:
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Options in bullet 2, 3 and 4 scored the most
of these options, and option 8 – school-based
monitoring and assessment systems for outcomes
– was rated the least important.

‘Student-centred’ teaching methodologies
Answers from Round 1 suggested that LSE both
depends on and contributes to the development
of ‘student-centred’ teaching methodologies.
Round 2 respondents were asked how LSE’s
reliance on student-centred teaching methods can
best be reconciled with recognized constraints
of implementing student-centred methodologies
(class sizes, training, resources, etc.). A little
under 30 per cent of participants agreed with
the statements, “the successful implementation
of LSE is dependent on wider reforms of the
education system that support active teaching
and learning” and “LSE can drive school-level
changes in teaching,” and just under 25 per cent
agreed that “student-centred methodologies can
be used effectively in LSE lessons, independent of
the methodologies used in the rest of the school/
system.” Just over 15 per cent agreed that “LSE
can drive system-wide changes in teaching.”
This spread suggests there is not a consensus
on how to reconcile student-centred teaching
methodologies in LSE with recognized constraints
of teaching them, but that there is some level of
belief that LSE can have a positive impact on the
wider educational system.

•

Integrating psychosocial skills across the
taught curriculum (instead of being in
stand-alone subjects)

•

Developing the school culture to build selfconfidence and mutual respect

•

Using child-centred methodologies in all
subjects

•

Training all teachers in psychosocial skills
development and support

•

Understanding of child-centred
methodologies;

•

Training a number of selected teachers
as specialists in psychosocial skills
development and support

•

Specific training on psychosocial skills;

•

Ability to gain the respect of the school
community, including parents;

•

Training of head teachers in psychosocial
skills and LSE

•

Approachable and trusted by children;
and

•

Raising community and parent education
and awareness of psychosocial skills and
LSE

•

Ability to discuss sensitive issues openly
and honestly.

•

School-based monitoring and assessment
systems for outcomes of psychosocial
skills and LSE
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LSE teachers: Qualities and training
Respondents identified the main qualities that a
teacher needs as the following:

This demonstrates both the importance of training
on child-centred methods and psychosocial skills,
as well as aspects of the teachers’ personalities
– their own psychosocial skills. The ability to
maintain strong discipline, belief in established

social norms, being the same gender as the
student and being young (over being experienced)
were not selected by any respondents, though
some expressed that being experienced (over
being young) was quite important.
There was strong agreement in Round 1 with the
statement, “all teachers should receive training
about psychosocial skills.” When asked which
aspects pre- and in-service training should
address, overcoming teachers’ lack of confidence
and reluctance to teach sensitive topics was a
priority for the most respondents, followed by
teachers’ own psychosocial skills, their content
knowledge of LSE themes and student-centred
teaching methodologies. Interestingly, “ways
of assessing students’ psychosocial skills”
was chosen as a priority by significantly less
respondents than all of the other options.

Assessment and measuring outcomes
The majority of respondents felt that, to improve
implementation of LSE, it would be useful if LSE
was incorporated into the formal exam system,
and if some form of accreditation of LSE was
incorporated into the requirements for transition
between different educational levels (e.g., primary
into secondary education). The majority also
felt that there should be better tools to assess
behaviours, attitudes and values of students. In
addition, the majority, with only a few exceptions,
did not feel that exams would make LSE too
knowledge-based and exam driven.
Respondents were asked if there was enough
information on knowledge, skills, attitudes and
behaviour outcomes of LSE. The majority stated
that there is partial information on these four
outcome areas, but that there is more information
available on knowledge, and to some extent skills,
than behaviour and attitude.

6.2	Recommendations
The evaluation has found positive impact of
LSE on individual students and on students’
interactions in groups. There is evidence, including
first-hand evidence from children, teachers and
parents, that LSE has had a positive impact
on children’s self-esteem, self-awareness and
self-confidence. The attribution of nationallevel outcomes such as health, well-being and

social cohesion is difficult, but there is anecdotal
evidence from countries that have integrated
LSE into curricula which suggests that LSE has
contributed to increasing children’s knowledge
about health issues and helped them to identify
risky situations and be able to respond in ways
that mitigate the risks.
LSE provides a space in which to build the
knowledge and develop the skills that are most
pertinent to children’s lives, as well as empower
them to make positive life decisions. In most
cases, it is the only channel available to do so and
is of particular importance when children have no
other way to access honest and comprehensive
information, for example, about SRH. LSE has
increased understanding of the importance of
children’s psychosocial development and how it
can be nurtured appropriately at different ages.
LSE is, at its best, child-centred by design and
contributes to the children’s rights agenda.
LSE must develop within the education agenda to
exploit these opportunities, but needs support to
optimize and sustain the gains made so far. To this
end, the evaluation puts forward recommendations
under four themes as presented in the next
section.

6.2.1	International policy
Refining the definition of LSE
The terms associated with LSE have been
stretched beyond their useful limit and it is
recommended that UNICEF and partners
take a lead in developing the taxonomy of the
learning outcomes of LSE interventions that
includes both the psychosocial skills and the
knowledge associated with the major themes. The
taxonomy needs to provide a working definition,
including examples of how the psychosocial
skills manifest in practice and how LSE can
therefore be assessed, so that institutions, country
governments and strategic funders can prioritize
development and support.
To reduce the risk of the psychosocial skills
elements of LSE becoming marginalized, the
essential complementarities of psychosocial skills
and thematic knowledge need to be analysed
and made clearer to practitioners as necessary
elements of LSE that aim to change behaviour.
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In order to be useful the taxonomy must be
explicit about learning outcomes and intended
impacts and have widespread acceptance among
practitioners. It should involve those working in
different languages and educational cultures to
resolve some of the ambiguities that have arisen
from these contexts.

rights mandate into education and provides a
well-tested framework for psychosocial skills,
rights and health knowledge. CFS is at the heart
of UNICEF programming and it recognizes
the interdependencies and complementarities
between aspects of school life and the contribution
of psychosocial health to learning and school life.

Towards this end, it is suggested that UNICEF
establish working partnership with other concerned
agencies from the United Nations family and other
partners for a consultative process. The taxonomy
should be considered a preparatory work for the
next recommendation.

Conceptually, this recognizes that LSE’s aim of
empowering children to take control of their lives
is fundamental to CFS work towards realizing
children’s rights. It would also be more efficient to
combine LSE and CFS than to have two separate
streams of activity in support of formal education.
Psychosocial skills and health contribute to other
UNICEF agendas, including for child protection,
gender-based violence and maternal health. It
is recommended that UNICEF assess how LSE
might be mainstreamed in other areas.

Develop standards for goals and an
outcome framework at global and national
levels
It is recommended that UNICEF develop
standards for expected results and outcomes at
individual, school and national levels. UNICEF
should seek to establish a result/outcome
framework for LSE in its target countries. The
framework should, to the extent possible, be
developed jointly by UNICEF, the governments
and other partners. The framework should be child
rights-based and outline indicators at the individual
level, at school and community levels and at the
national level. It should focus on a range of skills,
attitudes and behaviours and not be limited to
thematic areas such as SRH and HIV prevention.
Partners could all report against the framework,
which would also be used (or part of it as relevant)
as the basis for M&E of LSE interventions. It
is recommended that results and outcomes be
included in the quality standards.
It is recommended that standards take a life-cycle
approach that will support the introduction of
relevant psychosocial skills for preschool children
and take account of children’s development. This
work might build on the taxonomy and be part of
the same process. It also needs to reconcile some
of the different perceptions and understandings
that have emerged and consider the essential
contributing factors for psychosocial development
and health.

The recommendation is predicated on the belief
that the essential aims of LSE are completely
consistent with and an essential part of the
aims of the CFS strategy and that, in many
ways, this is a natural union of two different
‘brands’. The way forward would include a
review of CFS guidelines that considered the
coverage of psychosocial well-being and the
concomitant skills and looked at where these
are supported across the CFS agenda.

Collection and dissemination of good
practice
LSE is understood, shaped and implemented
differently depending on contexts, focus and
partners involved. It is recommended that UNICEF
take pro-active steps to share good practices at
international and regional levels. This could be
done through a UNICEF web page where key
documents, best practices, curricula and manuals
would be uploaded and key issues summarized
and mediated within UNICEF concerns for
education, rights and protection.

6.2.2	National planning
A holistic approach

LSE and CFS
It is recommended that UNICEF consider
integrating LSE into the CFS programming
strategy: CFS is the vehicle to carry UNICEF’s
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Many of the challenges facing LSE replicate those
in the education sector as a whole, particularly
around resource constraints. LSE cannot be seen
in isolation, and cannot be sustained if it demands

considerably greater resource input than the rest
of the education sector. Planning for LSE needs
to assess and acknowledge constraints, and set
realistic, sustainable objectives for LSE without
compromising the commitment to development
of psychosocial skills in children and young
people. Maximizing linkages with other education
initiatives (CFS, whole-school approaches and
quality reforms) will help to meet this challenge.

Social norms
It is recommended that UNICEF develop
guidelines for understanding and addressing
social norms and religious contexts that are likely
to affect implementation, to raise awareness
of the barriers and risks arising and inform
advocacy. This could draw from anthropological
and sociological situation analysis that would: i)
articulate and contextualize power, gender, age
and group hierarchies in specific contexts, and ii)
identify positive and collective norms that could be
used as drivers for change.
International guidelines on the knowledge to which
children have a right would assist duty bearers to
deliver meaningful LSE even in contexts where
there are constraining social and religious norms.
A review of existing international and regional
rights instruments could be used as a basis for
such guidelines.

Participation
It is recommended that guidance on participation,
particularly of parents and of community groups
– which recognize and address the potential
tensions between LSE aims and practices and
social norms – be strengthened to support
practitioners to mediate concerns and deliver LSE
that addresses children’s needs. Guidance may
draw on successful practice.

Gender and adolescence
LSE can support constructive gender relations
and the development of positive masculinities,
femininities and sexualities. Both formal and
non-formal approaches to LSE need to consider
these themes in developing gender-sensitive and
gender-appropriate strategies that address both
girls’ and boys’ needs and concerns. Findings
revealed that in some cases, boys felt left out of
LSE-related topics, and this should be addressed

by engaging with boys’ groups and better
understanding their needs. With the priority of
sexual reproductive health and sexual behaviour
in LSE, more research is needed on the gender
dimensions of LSE delivery and outcomes.

Capacity development
It is recommended that UNICEF recognize
and support national plans to build capacity at
institutional, organizational and personal levels to
lead and support LSE. This will include technical
and advocacy support to institutionalization
within EMIS, planning and budget cycles and
professional development systems.

Data
UNICEF should support the use of better data
on the changing context and possible impact of
LSE. Better use of national data with longitudinal
studies is needed, suitably disaggregated, to
evidence change in attitude and risk behaviour.
UNICEF can bring technical expertise to data
collection or the re-use of existing national
data (for example, from the household or MICS
surveys) and reinforce the case for investment in
data collection and analysis.

Children’s voices
LSE is predicated on its relevance to children’s
lives, and it is important that it responds to
changing circumstances and reflects children’s
realities. It is recommended that in design and
implementation, and particularly in going to scale,
the opportunities for children to influence the
content and methodology of LSE be prioritized,
from national to institutional levels.
Teachers should receive guidance on how best
to respond to different learners’ priorities and
concerns within the LSE framework for their grade.
LSE curriculum and practice should provide the
opportunities and space for local-level adaptation
to respond to identified challenges and concerns
in response.

Vulnerable groups
The integration of LSE into the formal education
system has expanded its reach significantly.
However, there has been limited attention to how
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this integration can accommodate the needs and
interests of the most vulnerable and excluded
groups of learners. It is recommended that specific
emphasis be placed on identifying and addressing
the needs of these groups in curricula and
learning materials, and that more detailed practical
guidance and support be provided to teachers on
identifying and incorporating these needs in the
delivery of LSE in the classroom and in schools.
Non-formal LSE interventions are playing
an important role in the extension of LSE to
out-of-school children (including some of the
most vulnerable and excluded groups) and to
a holistic approach. It is recommended that
support be given to improving coordination for
non-formal LSE interventions at national and
local levels, with a more systematic approach to
the complementarity of school-based and nonformal LSE programmes. This includes support
for media and advocacy interventions to build
supportive norms for life skills development in
schools and wider society. It is recommended that
UNICEF support national plans to integrate quality
assurance, M&E processes and tools for LSE
among those partners implementing non-formal
interventions. Nationally, integration could be
progressed through joint events and adoption of
common standards.

6.2.3	Implementation
Curriculum
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While it is to be hoped that all teachers relate
to children in ways that help them develop
psychosocial skills (and it is recognized that a
negative school culture can undermine them),
it is recommended that psychosocial skills
elements of LSE need protected curriculum time
of approximately one hour a week. To counter
the tendencies for LSE time to be redirected
towards examinable subjects, it is recommended
that robust assessment of LSE achievements is
developed that could subsequently be included in
the criteria for student graduation and/or transition.

Assessment
A critical gap in effective LSE programming is
an understanding of how LSE and particularly
psychosocial skills outcomes can be assessed,
and developing appropriate tools with which to do
this within the constraints of existing education
systems. To this end, it is recommended that
UNICEF should work internationally to synthesize
experience of assessment of psychosocial skills
both for diagnostic purposes and for inclusion in
students’ formative and summative assessment.
It is further recommended that based on this
synthesis, UNICEF should develop clear
guidelines on LSE assessment that can support
the work of key institutions, such as teacher
training colleges and national examination boards,
in integrating effective LSE assessment into
education systems, schools and classrooms.

UNICEF needs to build on the experience gained
in LSE curriculum development to support
national curricula (including teacher education and
assessment reform) that are more child friendly,
focused on equity and meet the real life needs
of all children. UNICEF needs to position itself
more centrally on promoting pro-child and propoor curriculum reform rather than working at the
margins of existing curricular activities.

Teachers

Discussion about curriculum modalities has
occupied LSE practitioners working within the
practical constraints of curriculum time and
revision cycles. It is recommended that LSE
knowledge content should, wherever possible,
be integrated within the school curriculum so that
it is not perceived as an add-on that contributes
to curriculum overload but as a core curriculum
component that can be assessed within the
standard assessment processes.

Where LSE persists as a separate subject, it is
recommended that guidelines of qualifications, job
description, etc., be developed that regularize the
position and codify the required characteristics
and responsibilities. It is recommended that
elements of LSE be included in pre-service
teacher training for all teachers, building on the
central place of psychosocial skills in participatory
teaching and learning methods. UNICEF could
support this with technical inputs into the teacher-
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It is recommended that national standards-setting
documents address the professional development
of teachers for LSE delivery, incorporating their
understanding and development of psychosocial
skills both for themselves and for those they are
teaching, and addressing the diverse contexts in
which LSE will be delivered.

education curriculum and into the job descriptions
and career paths of LSE teachers.

6.2.4	Self-review of existing LSE
programmes

Whole-school approach

It is recommended that UNICEF country and
regional offices engaged with LSE programming
review their existing progress on LSE
systematically and make use of an analytical
framework that asks about critical elements of
design and implementation. Annex 4 presents an
indicative analytical framework that is proposed for
this purpose.

The arguments for a whole-school approach
to developing children’s psychosocial skills are
strong, although very dependent on the quality
of school leadership. LSE cannot be an island
of practice within the school and as such needs
to be considered integral to a school’s approach
to children’s development. At the same time,
the constraints need to be understood, as they
will constitute barriers to that development. It is
recommended that UNICEF include in standards
and support activities those which build the
competence and guidelines for all teachers
and education staff in a school to work in ways
that develop students’ psychosocial well-being
and skills. This links psychosocial development
to wider efforts around the introduction of
participatory teaching and learning methodologies,
including the CFS agenda, where it exists.

LSE and HIV
UNICEF has been an important partner in the
international response to HIV and AIDS and
one of the most significant agencies working
for children and young people on the spectrum
of educational responses to HIV and AIDS. It is
recommended that UNICEF continue its valuable
support for institutionalizing school-based HIV
and SRH LSE in generalized epidemics, and that
such programmes should include HIV and stigma
prevention among young vulnerable populations in
concentrated epidemics.

LSE in emergency situations
LSE has been increasingly formalized in partner
responses to emergencies and crises. The needs
of children in emergencies to develop psychosocial
attributes of resilience are recognized and LSE in
at-risk countries often includes DRR elements. It
is recommended that LSE standards learn lessons
from emergency situations and align with INEE
Minimum Standards.
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Global Evaluation of Life Skills Education Programmes

TERMS OF REFERENCE
A.

BACKGROUND

1.
UNICEF and a wide range of actors and/or partners have, throughout the past two decades or
so, embarked on efforts to deliver LSE programmes to empower in-school and out-of-school children
and young people for the challenges that they face as part of growing up. Life skills are determinants
of behaviour. They include psychosocial capabilities for using knowledge, such as critical thinking and
problem-solving; for being decisive and taking responsibility for life choices, such as decision-making;
for living together, such as communication and empathy; and for completing tasks, work and other
assignments, such as motivation and persistence. In line with education for sustainable development,
thematic areas covered by life skills education include health promotion and disease prevention,
environmental protection and disaster risk reduction, social and emotional learning and psychosocial
support, human rights, citizenship and social cohesion, as well as livelihoods and financial literacy.
2.
Life skills education aims to support the strengthening of skills that contribute to behaviours
believed to reduce risk and vulnerability and increase opportunities in life. As a result, it has received
significant attention and funding, mainly because of its importance to HIV prevention among adolescents,
as can be seen from the number of programmes focusing on this thematic area, but also because of its
contribution to quality education and as part of child-friendly schooling. The importance of life skills is
also acknowledged in two of the six EFA goals: ensuring that the learning needs of all young people and
adults are met through equitable access to appropriate learning and life skills programmes (Goal 3); and
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 (Goal 6).
3.
In 2007, a UNICEF stocktaking exercise revealed that life skills education programmes are
currently being implemented in approximately 70 countries, and that the number of countries in which
national education authorities are incorporating LSE in formal school curricula is growing. A majority of
countries start life skills education at the primary level, and in some cases, as early as at the pre-primary
level. In only a few of the countries, life skills education is included in the curricula in one of four ways: as
a stand-alone subject; integrated into one or two main carrier subjects; infused throughout the curriculum;
or in a blended approach that combines integration and infusion. In a majority of countries, school-level
interventions focus on short-term extra-curricular activities that are delivered only at the secondary level
and do not reach a critical mass of learners. Hence several reviews have converged on the observation
that the education sector has not sufficiently harnessed the strength of its core business of schooling to
provide long-term and structured interventions to the large groups of children that are in their system.
4.
For example, a 2009 evaluation of My Future, My Choice, a UNICEF supported extra-curricular
HIV prevention life skills programme in Namibia, found that only 8.2 per cent of secondary and combined
school students participate in the programme, and recommended that the programme be institutionalized
into the formal school curriculum. The evaluation also recommended that rather than offering the
programme at late adolescence as is presently the case, the programme be offered as a mandatory
subject to learners at the pre-adolescent or mid-adolescent stages, when they are less likely to be

179
WHO, UNICEF, UNESCO, World Bank, UNFPA, Education Development Center, Education International, Partnership for Child
Development, Skills for Health: An important entry point for health promoting/child-friendly schools, WHO, Geneva, 2004, <www.who.int/
school_youth_health/media/en/sch_skills4health_03.pdf>
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sexually active. Several other studiesi,ii,iii,iv indicate, however, that inclusion in the formal curriculum does
not necessarily ensure full implementation, and that intentional life skills learning outcomes should be
specified.v,vi They also delineate characteristics that are necessary for programmes to be effective.179,vii,viii
5.
Components that are necessary for successful LSE programmes have been analysed and used
to develop five overarching programmes standards, namely that (i) LSE programmes should be rightsand needs-based, paying attention to CRC principles and girls’ empowerment in particular; (ii) LSE
programmes should be results-based; (iii) life skills learning should comprise of knowledge, attitudes
and skills; (iv) life skills education should be provided in protective and enabling learning environments
with access to community services; and (v) that teachers should be trained on equity-oriented delivery
methods and provision of psychosocial support.
6.
While there is more understanding and appreciation of what the key elements of good LSE
programmes should be, how they should be structured and targeted, and what would be the realistic
and achievable outcomes, there has not been matching investments in monitoring and evaluation
of structured, long-term and sustained interventions that are delivered through the formal system,
or whether learning outcomes are achieved as a result of these efforts. For these reasons, a global
evaluation could bring new information on the implementation levels and quality characteristics of LSE
programmes and on the evaluation of results for children through a closer look at policy pronouncements
on life skills education, curriculum and programme analyses, as well as investigating if life skills learning
outcomes have been incorporated in assessment and examination systems.

B.	PURPOSE, OBJECTIVES AND OVERVIEW OF THE PROPOSED
EVALUATION
7.
The purpose of the proposed exercise is to conduct a global evaluation of UNICEF’s support to
establish sustainable and evidence-based LSE programmes. In particular, the evaluation will examine
where countries are with respect to accepted knowledge about components of successful LSE programmes
at formal and non-formal levels. The standards and benchmarks outlined in the UNICEF draft, Life Skills
Learning and Teaching: Principles, concepts and standards, will be used as a basis for the evaluation. The
evaluation will also assess whether LSE programmes are implemented from a right-based perspective, and
make additional efforts to include the most at-risk and/or vulnerable young people.
8.
In line with OECD/DAC criteria for evaluating development programmes,ix the evaluation will
also examine the added value of UNICEF investments in LSE programmes in terms of their relevance,
coverage, efficiency, effectiveness and sustainability. For the purpose of this evaluation, these terms will
be operationalized as follows:
•

Relevance – to determine whether programmes are consistent with beneficiaries’ requirements,
country needs, policy positions, and whether their design remains appropriate given everchanging circumstances. Relevance will also assess if the thematic coverage is in line with
international commitments and the MDGs, and will focus on sustainable development. For
instance, depending on the country needs, the evaluation will examine whether programmes
include issues of health promotion and disease prevention, environmental protection and disaster
risk reduction, social and emotional learning and psychosocial support, human rights, citizenship
and social cohesion, livelihoods and financial literacy;

•

Coverage – to determine whether programmes are implemented at scale, with desired levels of
dosage, and have reached the desired levels of participation from young people of school-going
age, and subgroups of excluded boys and girls who need a more targeted approach. Coverage
issues are critical in increasing the likelihood of achieving the stipulated results and/or impacts;

•

Efficiency – to determine whether LSE programmes are planned and implemented in ways
that are coherent and recommended for effectiveness. This includes assessments of whether
the standards and benchmarks are in place, meaningful partnerships have been created and
resources are deployed in a cost-effective manner;
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•

Effectiveness – to determine whether programmes stipulate plausible and feasible pathways to
achieving results as represented in the results framework and programme activities, and efforts
are in place to monitor implementation and measure intended outcomes; and

•

Sustainability – to determine if LSE programmes are planned and implemented in gendersensitive and sustainable ways through the education system response (e.g., whether they are
reflected in plans, curricula, examinations, pre-service teacher training efforts, and inspections).

9.
The evaluation will be executed in two phases. The first phase will be a desk study of national
efforts to examine the relevance, coverage and sustainability of programmes. This phase will focus on
upstream work with education authorities. Informed by the reviews from the first phase, Phase 2 of the
evaluation will examine programme coverage, efficiency and effectiveness, and implementation will be
sustainable beyond the period of UNICEF support, focusing on downstream work at the national, subnational and school levels where programmes are implemented. Phase 2 will be executed in two tracks,
the first being data collection on all LSE themes that are applicable to sample countries, except HIV and
AIDS, while the second track will include data on HIV and AIDS.

C.	SCOPE OF THE EVALUATION
10.
Ministry of Education sector responses. The evaluation will focus on the provision of life skills
education as a result of a national education system response to HIV and AIDS. The overarching picture
of the response (Phase I) will therefore be sought through analysis of national education policy and sector
plans, formal school curricula for primary and secondary level education, pre-service teacher training
curricula, inspections and examinations.
11.
Formal intervention in schools. Previous reviews have noted that the education sector has not
harnessed the strength and reach of its core business of schooling to ensure that LSE programmes are
well structured, institutionalized into the system, and reach a critical mass of in-school children. Hence
a significant amount of effort will be spent on formal school-based LSE programmes in place in 2005–
2010, targeting in-school and out-of-school programmes that serve children and youth of pre-primary to
secondary school age. The cut-off date of 2005 is to attempt to capture programmes that have benefited
from recent recommendations for successful programming.x,xi,xii
12.
Non-formal and extra-curricular interventions. A significant number of LSE programmes
are provided to in-school children as extra-curricular activities, delivered through school clubs and/
or community-based organizations. Other programmes are in the non-formal sector, designed for outof-school populations to mitigate perceived risk and/or address specialized instances of vulnerability.
Typically, the two forms of interventions have profoundly different reasons for being, strategies for
planning, barriers for implementation and effectiveness, and groups targeted. A selection of programmes
from these two categories will be included in the evaluation with the aim of examining their efficacy and
gleaning from them lessons that may be applicable for large-scale implementation.
13.
Skills focus. The evaluation will look at the focus on psychosocial capabilities for using
knowledge (critical thinking, problem-solving), for being decisive and resilient (decision-making,
motivation, resilience), and for living together (communication, empathy).
14.
Thematic focus. Life skills education thematic areas are in line with education for sustainable
development. They include health promotion and disease prevention; environmental protection and
disaster risk reduction; social and emotional learning and psychosocial support; human rights, citizenship
and social cohesion; livelihoods; and financial literacy. The selection of thematic areas and their relative
priority depends on the country’s situation with regard to prevalence of illnesses, violence and drug
use, and high levels of unemployment, as well as whether the country is prone to natural disasters,
or is experiencing an emergency from a conflict or disaster. Hence, the evaluation will examine the
relevance of themes chosen in curricula, and analyse these with regard to the contextual situation.
15.
Implementation focus. Low implementation rates, inefficient implementation methods, and/
or lack of enabling learning environments affect access to LSE programmes. These have also been
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identified as barriers for achieving results and outcomes for children. Where it is available, the evaluation
will access secondary data from school visits and/or inspections to evaluate implementation capacity.
16.
Unit of analysis. While a number of countries will participate in the evaluation, the unit of
analysis or ‘objects of study’ will be the specific life skills education and/or interventions within each
country. As part of the evaluation methodology, an analysis plan will specify a set of indicators and
outputs, and indicate how data will be organized, classified, compared and displayed relative to
evaluation questions.
17.
Attribution and contribution. While it is desirable to determine if UNICEF-supported LSE
programmes are being implemented, exhibit the characteristics known for effectiveness, are realistic in
form of expected results, and are achieving the desired outcomes, it is often difficult to attribute results to
only one source of inputs, actions or actors. A contribution approach will be taken, and the methodology
of the evaluation will stipulate, a priori, how the contribution analysis will be carried out.

D.	EVALUATION QUESTIONS/CRITERIA
18.
The first phase of the evaluation will focus on upstream work with education authorities.
Hence evaluation questions will address the relevance of the national programme as envisaged from
the perspective of the country, and in relation to the MDGs and other international commitments. The
questions will also address coverage and sustainability of national programmes. A non-exhaustive list
of questions include:
•

Policy level – Does the MOE have a national life skills education policy, strategy or framework?
Is it articulated or inferred from several documents? Does life skills education address important
needs as identified in situation analyses? Does formal life skills education address important
needs as shown by national commitments, policies and plans (relevance)? Is life skills learning
specifically mainstreamed or referred to in the education sector plan or strategy? Does the
life skills education policy, strategy or framework address out-of-school children and other
disadvantaged/vulnerable children?

•

School curricula – Is the role of formal life skills education interventions clearly articulated in
the country curriculum framework? What thematic areas do LSE programmes address? Is life
skills education provided at primary and/or secondary levels? Is life skills education mandatory
or optional? Are the objectives and expected learning outcomes of the life skills-based education
programmes well defined? Is life skills education provided as a stand-alone specific topic, part of
a main carrier subject or infused throughout the curriculum?

•

Pre-service teacher training curricula – Is life skills education part of nationally provided preservice teacher training for primary- and secondary-level teachers?

•

Assessments and monitoring and evaluation – Are life skills education learning outcomes
part of national examinations at the various levels? Are life skills education learning outcomes
part of guidance for assessment at the various levels (intended coverage)? What is the evidence
that LSE interventions are successful in achieving their intended outcomes and objectives? Have
process monitoring mechanisms and instruments been developed and used to collect data on
programme implementation and coverage?

19.
Focusing on downstream work at the national, sub-national and school levels where programmes
are implemented, the second phase of the evaluation will examine programme coverage, efficiency and
effectiveness, as well as whether implementation will be sustainable beyond the period of UNICEF support.
A non-exhaustive list of questions drawn from UNICEF for life skills education standards includes:
•

Are LSE programmes needs-based? – Did relevant gatekeepers, stakeholders and learners
participate in the development of life skills programmes? Has formative research been conducted
to identify risk and protective factors that influence the needs and assets of learners? Does
content reflect learning needs to reduce risk and vulnerability and increase opportunities?

•

Are LSE programmes results-based? – Do programmes identify behavioural
objectives that contribute to the overarching impact goals? Do programmes identify
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specific and measurable learning outcomes in the form of knowledge, attitudes
and skills and are developed in line with the behavioural objectives?

E.

•

Do LSE programmes follow sound pedagogical principles? – Do teaching activities reflect
established learning outcomes? Do teaching activities make use of participatory and skillsbuilding methods that allow sufficient opportunities to practice skills development? Are teaching
activities appropriate to a learner’s age, gender and experience? Are multiple teaching activities
structured in a logical and cumulative sequence to support reinforcement and internalization of
identified learning outcomes? Are learners informed about intended learning outcomes? Have
assessment mechanisms been developed to measure individual progress towards achievement
of the learning outcomes?

•

Are teachers trained on methods and psychosocial support? – Are teachers trained on
aligning instruction with learning outcomes and assessments? Are teachers trained on life
skills content areas and sensitive subjects? Are teachers trained on the use participatory
and experiential methods for learning and teaching? Does teacher training include
psychosocial support to address personal issues related to life skills education content?

•

Are LSE programmes delivered in protective and enabling learning environments with
access to community services? – Do all learners and staff feel safe, protected, connected and
valued in their learning environments? Were community service providers involved in planning of
interventions? Are life skills interventions coordinated to minimize risk and maximize protection
in learners’ lives? Is information collected and analysed to determine how characteristics of
the learning environment and social context are helping or hindering achievement of life skills
education objectives and goals?

•

Are LSE programmes being implemented as intended? – What, if any, are the
unintended barriers to efficiency of the LSE programme? What core programmatic
elements are missing, and are these being addressed by other actors and
initiatives? Are there outstanding gaps not being met at all? Have resources
been used effectively to deliver high-quality outputs, in a timely manner?

•

Is life skills learning being assessed? – What classroom assessment methods are used
for assessing student learning? How? What is the evidence that the LSE interventions are
successful in achieving their intended learning outcomes? What, if any, are the unintended
outcomes of the LSE programme?

OVERVIEW OF METHODOLOGY

20.
The evaluation will be executed in two phases. Phase 1 will be a desk study of all country
programmes with well-defined LSE programmes, and will focus on upstream work as well as examine
policies, school curricula, teacher training curricula, school inspections reports, examinations and any
other MoE documents that were developed in support of LSE programmes. Phase 2 will involve site visits
for data collection. This phase will focus on downstream work at the national, sub-national and school
levels where programmes are implemented, and will examine programme efficiency and effectiveness
according to participants, beneficiaries and stakeholders.
21.
Sampling strategy: In the first phase (the desk study) a census study of all countries with
some form of life skills-based education and/or HIV education programmes (approximately 70) will be
included. Within each country, all LSE programmes that are implemented in the formal school system
will be included, while a purposive sample of school-based extra-curricular programmes and non-formal
programmes for out-of-school children will be selected following pre-determined criteria.
22.
A purposive sample of six countries will be selected and invited to participate in Phase 2 –
two countries with hyper-endemic HIV scenarios, and four countries in each of the UNICEF administrative
regions. Within each country, a two-step sampling strategy involving programmes (Step 1) and
policymakers and programme participants/stakeholders (Step 2) will be used. In Step 1, all LSE
programmes that are implemented in the formal school system will be included, while a representative
sample of school-based extra-curricular programmes and non-formal programmes for out-of-school
children will be selected following pre-determined criteria.
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23.
In Step 2, all policymakers associated with national LSE programmes in relevant Ministries of
Education structures (planning units, curriculum development units, examinations boards, teacher training
institutions and inspection units) as well as officials from all agencies that provide funding for the national
LSE programmes will be targeted. A representative sample of all programme participants (learners,
teachers, administrators) and stakeholders associated with programmes will be selected; hence a
sampling framework that reflects a range of activities, beneficiaries and stakeholders will be articulated.
24.
Design: The evaluation study will be a mixed-methods design employing a combination
of qualitative and quantitative methods. Qualitative data will be obtained from multiple sources;
a desk review of documents, interviews with policymakers as key/elite informants, as well as
interviews and/or focus groups with important groups of beneficiaries. Data from qualitative
sources will be analysed, summarized and further processed through surveys. Where
opportunity presents itself, the evaluation methodology should also examine the possibility of
comparing perceptions of beneficiaries of LSE programmes with those of non-participants, on
the demand and utility of programmes. The evaluation will also conduct a secondary analysis
of existing quantitative data in the form of programme attendance registers, school inspection
data, and learning outcomes data such as assessment and/or examination results.
25.
Data collection – Phase 1: The desk review will be an important tool to assemble evidence
of work products, and a mapping of LSE programmes. The life skills education office at UNICEF
headquarters will avail some key documents for a systematic desk review. These will include programme
documents, presentations and reports of capacity-building workshops, and instructional manuals. Other
documents will be collected via country offices and will include education sector plans, education policy
documents, formal school and teacher training curricula guidance, examinations papers, inspection
guidance, etc.
26.
Data collection – Phase 2: Data collection will be conducted in two concurrent tracks. Track
one will comprise site visits and data collection in four countries (four from this list: Armenia, Cambodia,
Jordan, Myanmar, Nigeria and the United Republic of Tanzania) examining quality characteristics
covering broader thematic concerns of LSE programmes, but excluding HIV and AIDS. Track two will
be site visits to 2 of 10 Southern Africa countries with hyper-endemic HIV scenarios (tentatively Malawi
and Mozambique). Data collection will cover all thematic areas, as well as HIV and AIDS. In both tracks,
the evaluators will collect data that will enable them to describe the structure of the programmes,
analyse their quality, as well as assess the plausibility and feasibility of the pathways to achieving results
as represented in the results framework and programme activities. The evaluation will interact with
stakeholders and/or beneficiaries to assess their understanding of intended outcomes.
•

Primary data collection: Primary data – to be collected through interviews and focus groups,
self-administered surveys, direct observations and the Delphi survey – will add to the existing
knowledge about life skills-based education programmes and will be used to with key gauge
perceptions of stakeholders and end beneficiaries on their interactions with the programme
providers and the utility of the interventions. The evaluation should give prominence to voices of
children in general, and identified vulnerable sub-populations in particular.

•

Secondary analysis of existing data: The evaluation is expected to make some value judgement
on the effects of key select interventions by examining inputs and outputs. The source of
these data will be UNICEF databases, partner databases, as well MoE data sources. Where
comparisons are meaningful and data exist, the evaluation will employ comparisons of
beneficiaries and non-beneficiaries on a set of agreed programme outcomes.

27.
Data analysis: The evaluators will develop a data analysis that specifies a set of indicators
and outputs, and indicate how data will be organized, classified, compared and displayed relative to
evaluation questions.
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F.	EVALUATION RESPONSIBILITIES AND MANAGEMENT ARRANGEMENTS
28.
Reference Group: A reference group for the evaluation will be established at UNICEF
headquarters by the Evaluation Office, in consultation with the Education Section. Membership of the
Reference Group will be as follows:
	
Chair – Senior Advisor, Evaluation & Research (Evaluation Office, HQ)
UNICEF members – Global Education Chief (Education Section, HQ)
		Senior Adviser, Basic Education and Gender Equality (Eduction Section, HQ)
		Education Specialist, Life Skills Education and HIV (Education Section, HQ)
		Education Specialist, HIV and AIDS (Education Section, ESARO)
		HIV and AIDS Specialist (HIV and AIDS Section, HQ)
		Evaluation Specialist (Evaluation Office, HQ)
External members – to be determined
The Chair is responsible for oversight of the evaluation, with members advising on:
•

Finalizing the terms of reference at the conclusion of the inception phase

•

Approval of all evaluation design and methodology

•

Approval of all evaluation products, including the inception and final reports

•

Approval of post-evaluation management response, action plan and dissemination strategy

29.
The Evaluation Specialist (Education) in the UNICEF Evaluation Office in New York will be
responsible for the technical management of the evaluation according to the agreed ToR. She will provide
overall guidance to the evaluation team on UNICEF requirements and standards for evaluative work, as
well as contribute directly to the quality assurance of evaluation activities.
30.
The Education Specialist (Life Skills and HIV) in the Programme Division’s Education Section
in New York will be responsible for technical input to the Evaluation Specialist (Evaluation Office) on
UNICEF requirements and standards for LSE and school-based HIV prevention.
31.
The evaluation team will be responsible for the professional conduct of the evaluation in
accordance with the UN Evaluation Group Norms and Standards for Evaluation, and the UN Code of
Conduct for Evaluation. The team will be expected to perform the following tasks:
•

Work with relevant officials in the UNICEF HQ and UNICEF COs in selected countries to set up
management arrangements for data collection at the country level, design and facilitation of the
necessary meetings.

•

Develop and review data collection tools, including questionnaires, interview questions and
protocols;

•

Data collection and data processing;

•

After formulating the initial findings, develop Delphi survey and execute it to obtain additional data
that will ensure that the global perspective are represented in the evaluation; and

•

Ensuring that the evaluation manager (Evaluation Specialist in New York) is regularly informed of
the progress of the evaluation and possible causes of delays and issues to resolve.

G.	EVALUATION PRODUCTS
32.
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•

The inception report

•

Integration into the final report of the analysis perspectives from the Delphi survey;

•

Dissemination workshop to consider initial evaluation results;

•

PowerPoint files for the presentation of final reports; and

•

Final evaluation reports, according to the UNICEF house style and UNICEF standards for
evaluation reports.

33.
Inception report: The inception report will be used to confirm a common understanding of the
description of what is being evaluated, the logic or theory of the LSE programmes are supposed to function,
including outputs, expected outcomes and their interrelationships. The report will include, inter alia:
Evaluation purpose and scope – a clear statement of the objectives of the evaluation and the main
aspects of the evaluation;
Evaluation criteria and questions – questions to be answered by the evaluation, and the criteria that
will be used to assess performance, including questions that address critical human rights and gender
equality issues;
Evaluation methodology – expanding on the methodology section in the ToR, a sampling plan, a
description of data collection methods and data sources (including a rationale for their selection), draft
data collection instruments, a discussion on reliability and validity of the evaluation, and a discussion on
the limitations of the methodology. This section should include instruments to assess relevant human
rights and gender equality aspects;
Evaluation matrix and analysis plan – a mapping that identifies evaluation questions, how they will
be answered through the selected methods, and a data analysis plan, a proposed structure for the
final report;
Evaluation work plan and timeline – a revised work and travel plan; and
Resources requirements – detailed budget for the evaluation, tied to evaluation activities, work
plans and deliverables.
The inception report will be 15–20 pages, and will be presented at a formal meeting of the Reference
Group.
34.
Desk review report: This will include a complete synthesis of relevant literature, a mapping
of programmes in 70 countries, according to the agreed criteria, and additional insights into executing
Phase 2 of the evaluation, including an evidence-based confirmation of the selection of countries.
35.

Evaluation report: The final evaluation report will include:
•

An analysis of concepts, trends and critical issues in life skills-based education, detailing
implications for successful implementation;

•

An assessment of UNICEF’s mandate, strengths and weaknesses relating to UNICEF’s strategic
and programmatic choices for LSE programmes against a set of agreed evaluation criteria; and

•

An analytical framework that UNICEF can apply to improve the effectiveness of its support
for and engagement with life skills-based education programmes, at the country level, and an
assessment of the role of the regional and global offices in support of the programmes.

The report will be derived from the findings of the evaluation, recommendations on the improvement
of LSE programmes, the extent of UNICEF’s engagement, and how it should relate with the education
systems, governments and other actors. It will not exceed 120 pages, including the executive summary
and annexes. Annexes will include the ToR, description of methodology, list of background materials
used, list of people interviewed, PowerPoint presentations and workshop materials. All evaluation
products will be prepared in English.
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36.
Desired competencies for evaluation team: Evaluation consultants must each must offer the
following demonstrated experience, knowledge and competencies:
•

Exceptional technical knowledge and experience of evaluation concepts and approaches and
capacity to execute a multi-country evaluation effort;

•

Good knowledge in life skills-based education, knowledge and evaluation experience in the
education sector;

•

Facilitation skills, particularly design of stakeholder consultations exercises;

•

Strong quantitative and qualitative data collection and analysis skills;

•

Excellent language and communication skills in English and one other United Nations language

•

Demonstrated report-writing skills, in English; and

•

Computer literacy in Word, Excel and PowerPoint.

The evaluation team must have experience working cross-culturally in development, and demonstrated
capacity in managing evaluation projects and teams.

i

Health and Family Life Education (HFLE).

ii

HIV and AIDS response of the education sector in the nine hyper-endemic countries in Southern Africa.

iii 	Osher, Dwyer, et al., ‘Strengthening Social and Emotional Learning in UNICEF’s Child-Friendly Schools in East Asia and the Pacific’,
UNICEF East Asia and Pacific Regional Office, 2007.
iv 	 United Nations Children’s Fund, Child Friendly Schools Programming: Global evaluation final report, UNICEF, New York, 2009.
v 	Osher, Dwyer, ‘Strengthening Social and Emotional Learning in UNICEF’s Child-Friendly Schools in East Asia and the Pacific’, UNICEF
East Asia and Pacific Regional Office, 2007.
vi 	 United Nations Children’s Fund, Child Friendly Schools Programming: Global evaluation final report, UNICEF, New York, 2009.
vii 	Senderowitz, Judith, and Douglas Kirby, ‘Standards for Curriculum-Based Reproductive Health and HIV Education Programs’, Family
Health International/YouthNet, Arlington, Virginia, 2006.
viii 	Adapted from the Collaborative for Academic, Social and Emotional Leaarning (CASEL), available at <www.casel.org/downloads/
Safe%20and%20Sound/1A_Safe_&_Sound.pdf>.
ix 	 OECD-DAC, 2002.
x 	WHO, UNICEF, UNESCO, World Bank, UNFPA, Education Development Center, Education International, Partnership for Child
Development, Skills for Health: An important entry point for health promoting/child-friendly schools’, WHO, Geneva, 2004, www.who.int/
school_youth_health/media/en/sch_skills4health_03.pdf.
xi 	Kirby, Douglas, B.A. Laris and Lori Rolleri, ‘Sex and HIV Education Programs for Youth: Their impact and important characteristics’,
ETR, Santa Cruz, Calif., 2006.
xii 	Joint United Nations Programme on HIV/AIDS Inter-agency Task Team on Young People, Preventing HIV/AIDS in Young People: A
systematic review of the evidence from developing countries preventing HIV/AIDS in young people, WHO, Geneva, 2006.

128

Global Evaluation of Life Skills Education Programmes

Annex 2.	Description of methodology
Evaluation framework
At the start of the evaluation an evaluation framework was drawn up in consultation with UNICEF, covering
the areas of relevance, coverage, efficiency, effectiveness, sustainability and UNICEF additionality in LSE
programmes.180 This framework informed all activities in the evaluation to ensure commonality of approach,
comparability of findings and consistency throughout the various phases of the evaluation:

Relevance (of design)
Key question: Are LSE interventions resulting in more positive behaviours by young people in response
to the life challenges that they face, within the national context?

Criteria: Relevance
Criteria
LSE is relevant to the
life and challenges of all
learners

Indicators
Learner voice in design
Learner voice in implementation
Monitoring and evaluation focuses on learners’ outcomes
Vulnerable groups and groups with specific learning needs are identified and addressed
in the design
Groups with specific learning needs are identified and addressed in the implementation
Monitoring and evaluation focuses on learners (inspection on participation, and
assessment on learning outcomes in knowledge, attitudes and skills)

Intervention recognizes
and addresses social
norms and behaviours

Supportive norms are identified and analysed in the design
LSE builds on supportive norms
Constraining norms and attitudes are identified and analysed in the design
LSE planning addresses such constraints

LSE addresses national
needs

Policy for LSE references/aligns with overarching national policy (PRSP, sector plans,
UNDAF/other joint strategies in education, health, HIV/AIDS)
LSE design has involved relevant stakeholder consultation (including beneficiaries,
caregivers, teachers, social/health workers)
LSE design is based on assessment of national needs
Stakeholder consultation during implementation

LSE content and delivery
embody CRC principles

Non-discrimination
The best interests of the child
The right to life, survival and development
Learner participation in design
Knowledge of human rights and related responsibilities
Specific learning needs taken into account
Factors leading to educational disadvantaged catered for

Intervention is aligned
with international
commitments

LSE addresses international commitments to CRC

There is opportunity to
respond to changing
circumstances

There is a review and feedback process

180

LSE supports MDGs and EFA
LSE includes the thematic areas that address global commitments
There is a focus on the process of developing life skills in participation with learners
Design has been adapted in the past

Aligning with the OECD/DAC criteria for evaluating development programmes.
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Questions: Relevance
National/Intervention
1.1
Strategies
and policies

Institutional

Learner

How is LSE mediated
to caregivers and the
community?

Is the design based on learner
consultation and need?

Does the design accord with
quality standards in UNICEF
2010?

Is LSE adapted to
learners needs in the
local context?

Is LSE delivered age
appropriately?

Is curriculum, assessment, etc.,
in accord with policy intentions?

Does the school/centre
encourage learner
participation in LSE
delivery?

Does LSE policy reflect CRC
and international commitments?
Is policy addressing national
need?

Is there opportunity to respond
to local, individual needs?

What assessments have been
undertaken to inform policy,
planning and programming?
Does it take account of social
norms?
Does LSE programme planning
reflect a human rights-based
approach?
Does LSE address important
needs as identified in national
situation analyses?
Is there a non-formal education
policy that addresses LSE?
1.2
Practices

1.3
Results
(outcomes
or impacts)

Is LSE results-based?
What are the national
indicators?
Has LSE had national outcome/
impact?
Is impact analysis disaggregated
by gender, vulnerable groups,
geography?
Is there change in the national
outcome indicators?
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How are outcomes and
behavioural impact
assessed?

Is it delivered in ways that
respect learners’ rights and
encourages knowledge of one’s
rights and the rights of others?
Do programmes address the
status quo of gender relations
as regards to who has control
over contraception in sexual
encounters (female behaviour
vs. male behaviour)?
Do learners find the LSE
relevant to their lives and their
challenges?
Have they changed relevant
behaviours?
Do they have related
understandings and personal
skills?

Coverage
Key question: Is LSE reaching all students, providing them with adequate learning opportunities
differentiated as necessary to their different needs and circumstances?

Criteria: Coverage
Criteria

Indicators

LSE intervention reaches all intended groups:
geographical, socio-economic, ethnic,
language groups that are marginalized

The number of beneficiaries as percentage of the age population

LSE intervention is adapted to the needs
and circumstances of beneficiaries, including
marginalized, vulnerable and at-risk groups

Strategies to identify and target groups, including at-risk groups

LSE (or complementary initiatives) address
out-of-school children

Specific actions to reach out-of-school children

LSE interventions are targeted at ages or
groups appropriately for the knowledge,
attitudes, skills and behaviour change

Interventions start with young learners

LSE interventions are gender sensitive and
inclusive

Design of LSE intervention addresses gender contexts

Resources reach all points of delivery

Equitable allocation of resources, including teachers, across the
target area

Number of targeted learners who access the LSE opportunity

Adaptation of LSE to needs

Attendance of out-of-school learners at LSE
Curriculum and delivery are age-aware

Implementation reflects design or has local adaptation to gender
issues (e.g., separate sessions if necessary)

Resources allow intended LSE delivery

Questions: Coverage
National
2.1
Strategies
and policies

Is LSE policy national and inclusive?
How is LSE defined in the policy?
Does it recognize and address
relevant differences between groups of
beneficiaries?
Are at-risk groups identified and
addressed?

2.2
Practices

Institutional
Do institutions have
strategies to ensure all
learners benefit from
LSE intervention?
Do they address
caregivers, mediating
LSE and any concerns?

Is LSE included in the national plan for
education?

Are all learners
included?

Are learners able to adapt to
their own contexts and needs?

Is LSE included in the national curriculum
framework?

Is there any outreach to
out-of-school learners?

Are gender differences
respected in the LSE delivery?
Are learners empowered
to learn about the CRC,
especially in reference to
the rights of children who
are members of vulnerable
groups?

What thematic areas does the LSE
address?
Is LSE compulsory or optional?
Is there differentiation for different groups?
Are there sufficient resources for
coverage? (T&L, staff, etc.)
2.3
Results
(outcomes
or impacts)

Child

Do all (targeted) children receive the LSE
as intended?

Do all learners receive
LSE as planned?

Do all learners complete the
LSE course? If not, why not?

Has there been impact on targeted groups?
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Efficiency
Key question: Is LSE delivered in ways that make good use of resources to deliver and maintain quality
learning?

Criteria: Efficiency
Criteria

Indicators

The LSE intervention makes good use of
available resources.

LSE intervention has reached targets to plan, in timely manner
Necessary resources for the LSE have been provided, including
personnel, material, professional development, etc.
Resourcing has been transparent and within reasonable limit

Resources have been adequate

Resources have been distributed as intended
LSE schools/centres have resources to deliver

LSE is of acceptable quality for the resources
provided

Implementation standards and benchmarks are in place and being
used
There is inspection/supervision of LSE according to the standards

LSE interventions are complementary and
coordinated

LSE interventions are complementary and coordinated
There is an effective point of coordination for LSE thematic issues
The intervention develops partnerships with other actors, including
local NGOs
The strengths of different partners/modalities are stated and reflected
upon
The interventions take into account social norms in society

Questions: Efficiency
National
3.1
Strategies
and policies

Does LSE have an adequate national
budget?

Do schools/centres have to
provide local resources?

Is there adequate coordination of LSE
activity?

Does LSE adopt good
pedagogical practices as
understood by the school/
centre?

Are different modes of delivery used,
building on strengths?
3.2
Practices

Institutional

Was the intervention rolled out in a timely
manner?
Is there inspection against standards and
benchmarks?

Does the school/centre seek
to embed aspects of LSE
in other areas, so that they
complement extra-curricular
offerings?
Does the school/centre work
with local bodies (health,
social, NGOs, CSOs) to
deliver LSE?

3.3
ßResults
(outcomes
or impacts)
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Do different modalities (curriculum, extra,
embedded, etc.) have different costs?
Are there standards and benchmarks?
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Are there working
partnerships with other
concerned agencies (e.g.,
health providers, etc.)?

Child

Effectiveness (of delivery)
Key question: Is LSE delivering the intended outcomes and impacts for learners?

Criteria: Effectiveness
Criteria

Indicators

LSE is delivered to quality
standards (as per UNICEF 2010)

All of the quality standards can be seen in the implementation

LSE intervention logic is explicit and Clear description of design logic
robust
There is a method and resources to
monitor and evaluate outcomes

Monitoring and evaluation is in place, underway

LSE-intended learning outcomes
are clearly stated, including
thematic knowledge skills

Command of critical knowledge

Results are being used
Identified skills
Caregivers and learners recognize and can identify changes in these areas

LSE-intended learning outcomes
Learner assessments
are substantially achieved, including Command of critical knowledge
thematic knowledge skills
Caregivers and learners recognize and can identify changes in these areas
LSE behavioural outcomes are
achieved and demonstrated in life
outside school/centre

Learners and caregivers identify behaviour changes
Secondary data on behaviours show changes

Questions: Effectiveness
National
4.1
Strategies
and policies

4.2
Practices

Does strategy define required
outcomes?

Institutional

Child

Can delivery modalities be modified
for effectiveness?

Has policy identified different
delivery modalities, agencies and
their relative strengths?
Is LSE within the national preservice training for (all) teachers?

Are teaching and learning materials
available?

Learners are involved in
assessing behaviours?

Are in-service opportunities
available for teachers or LSE
facilitators?

How many hours are there for LSE?

Do learners identify good
teaching practice?

Is there feedback and adaptation in
practice?
Is there national assessment that
addresses LSE?

What methods are used?
How does the school/centre/
programme measure effectiveness?

Is the learning
environment suitable?

Is there relevant internal assessment?

How is LSE delivered? Are there
complementary modalities?
How are different delivery modalities
Are teachers/facilitators appropriately
for LSE used to complement each
trained?
other?

4.3
Results
(outcomes
or impacts)

Is there national evidence of
intended outcomes, e.g., behaviour
change by relevant areas/groups?

Are there changed behaviours, skills
that affect other parts of school/centre
life (i.e., is there evidence that LS
psychosocial and other skills change
approach to other school institutional
activities)?
Are there other unintended outcomes
(+ve or -ve) identified for the school/
centre?

Has there been learning
of knowledge and skills?
Has there been learning
leading to appropriate and
adaptive behaviours?
Can learning be
generalized?
Are there unintended
outcomes (+ve or -ve)
identified for individuals?
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Sustainability
Key question: Is LSE provision sustainable and likely to be sustained?

Criteria: Sustainability
Criteria

Indicators

LSE is institutionalized in the national
structures for education (formal, non-formal,
school and teacher training curricula,
examinations/assessments, inspections) and/
or other sectors, in a coherent way

LSE included in plans, budgets, curriculum and assessment
procedures, teacher education, and teacher career structures, etc.

Material and human resources for LSE are
committed

Budget allocation, including recurrent budgets, and established posts
in place

LSE recognized in plans of other agencies/centres in ways that are
consistent
Coherent oversight of LSE provision across different agencies and
agreement on roles

Budget has been disbursed in past three years
There are teachers/facilitators in place and/or arrangements for preservice or in-service professional development that are adequate
LSE has been recognized in public and
professional opinion

There is public awareness of LSE and its benefits
There is:
Press coverage
Political interest
Support from opinion makers (media, faith leaders, community
leaders, etc.)
There is a shared view of the purpose of LSE

Questions: Sustainability
National
5.1
Strategies
and policies

Is there national policy covering LSE?
Does it cover all providers and interested
parties?
Is there financing, etc., support sustaining?

Institutional

Child

Is LSE properly
integrated into school
planning, resourcing,
etc.?

Are the institutional structures for curricula,
assessment and PDT in place?
Is there information system (EMIS) that
includes LSE?
5.2
Practices

Is LSE part of mainstream provision?

5.3
Results
(outcomes
or impacts)

Are the benefits of LSE recognized by the
profession, the public and the polity?

Is LSE recognized in teachers’ terms and
conditions?

Are LSE outcomes reported for EFA (Goal
3) and UNGASS (Indicator 11)?

Is LSE seen as
Are learners finding LSE
contributing to the value useful?
of the school/centre?
Are caregivers supportive?
Do parents and
community recognize
benefits and
behavioural change,
etc.?
Is there a shared view
of LSE among the
school community?
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Do children recognize and
value the benefits of skills,
knowledge and behavioural
change, etc.?
Do learners recognize that
LSE helps them to know and
support their human rights and
the rights of others?

UNICEF additionality
Key question: Has UNICEF contributed to LSE that is of high quality and matches standards, reaches
intended learners and is making an impact on their lives?

Criteria: UNICEF additionality
Criteria

Indicators

UNICEF support contributes to quality design
and implementation of LSE

UNICEF has provided inputs to standards
UNICEF has engaged in policy and design dialogue
UNICEF has promoted an HRBA to LSE programme design and
implementation

UNICEF support has worked to develop
national ownership and basis for sustained
LSE in national education context

LSE is integrated into national institutional and organizational
structure

UNICEF has taken account of evidence and
formative evaluation

Response to evaluation and review

There are transitional arrangements in place for any fixed-term
resource support
UNICEF has collaborated in evaluation/lesson learning initiatives

Questions: UNICEF additionality
National
6.1
Strategies
and policies

Institutional

Child

How has UNICEF contributed to
policy discourse?
Is UNICEF’s international
experience mediated into national
policy?
Has there been support to capacity
for policymaking or implementation?
Has UNICEF worked within the
development partnership groups?
Has UNICEF successfully conveyed
and supported an HRBA with its
partner groups?

6.2
Practices

Has UNICEF taken active role in
implementation?
-Resources/materials
-Professional development
-etc.

6.3
Results
(outcomes
or impacts)

Has UNICEF support led to
development of institutional,
organizational and personal
capacities for LSE?

Has UNICEF been
engaged at the institutional
implementation level?

Do practices align with
HRBA and CFS standards
approaches?

In what ways?

Do they recognize and
actively address 4As (or AQR)
standards?

How has this contributed to
institutional strengthening
and ownership?
Are schools/centres
working in ways that reflect
UNICEF standards?

Has UNICEF supported evaluation
and impact analysis?
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Literature review
To provide a framework and context for the UNICEF CO documentation review, an analysis of the existing
literature on life skills and LSE was undertaken. A wide range of documents and data were sourced
through consultation with UNICEF and other agencies, the existing knowledge of the consultant team
members, keyword Web searches and reference to bibliographies in retrieved documents. The review of
literature was guided by the evaluation framework, and led by a senior member of the consultant team.
The review sought to identify the theoretical underpinnings and debates around life skills, as well as the
trends, main actors and challenges and opportunities of LSE in policy and practice. A list documents
consulted are presented in the section on references and background materials.

Country documentation review
The selection of countries
As described in the inception report, 70 countries were identified in UNICEF’s 2007 stocktaking exercise
as having a national intervention for LSE. The relevant 70 UNICEF COs were approached by UNICEF
headquarters with a request for documents: 40 responded between February and April 2011. Six
countries were reviewed collectively as the East Caribbean, as the majority of documents received
were based on the regional CARICOM approach to design and implementation, which received regional
support from UNICEF.

Documents requested and received
Each UNICEF CO was asked by letter to provide documents about LSE policy and practice, specifically:
•

Education sector plans, where these incorporate the LSE intervention;

•

Agreements with any funding and/or implementation partners;

•

Education policy documents;

•

School curricula, curriculum guidance and learning materials covering life skills or corresponding
thematic areas;

•

Public examination papers for life skills and/or other tools used to assess pupils;

•

Teachers’ professional development arrangements (pre-service or in-service) and curricula that
reflect LSE;

•

Inspection and/or supervision arrangements and guidance; and

•

Reports on implementation (e.g., UNICEF annual reports, annual reports to donors, evaluation
reports, etc.).

There was also a more open request for other material that would inform the main evaluation questions or
provide relevant context.
A range of between 2 and 29 documents per country were received, totalling 661 documents. The
majority were in English, but documents were also received in Dari, French, KiSwahili, Portuguese and
Romanian. There was a wide variety of documents: most COs provided curriculum outlines and teaching
manuals/resources, but there were also a small number of government, UNICEF and other donor and
NGO programme documents, reports and evaluations.
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Joint United Nations Programme on HIV/AIDS, ‘Progress Reporting Submitted by Country’, web page, 2010, <www.unaids.org/en/
Dataanalysis/Monitoringcountryprogress/2010Progressreportssubmittedbycountries/>, accessed July 2011.
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UNESCO/IIEP, ‘Planipolis Education Portal’, web portal, 2011, <http://planipolis.iiep.unesco.org/>, accessed July 2011.
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A full list of documents and sources is available on request. Send request to <s.tanner@efc.co.uk>.
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Country document sets were supplemented by UNGASS country progress reports181 where available,
and education planning and policy documents sourced from the UNESCO/IIEP Planipolis website.182
Further international and internal documents, including the country reports from the 2007 stocktaking
exercise, were provided by UNICEF headquarters and the Eastern and Southern Africa Regional Office.
Documents were also obtained from other stakeholders through keyword Web searches on ‘life skills’, ‘life
skills education’, ‘life skills-based education’ and country names, and through reference to bibliographies
in other retrieved documents.183 The documents are outlined in more detail in the section on references
and background materials.

Assessment instruments
Country documents were catalogued by a member of the consultant team. Documents were then
distributed through an online shared folder (DropBox), and members of the team allocated to countries
depending on their regional and language expertise. The results of each country documentation review
were recorded using two instruments: an online data collection questionnaire (hosted by Survey Monkey)
and a narrative report.
The online data collection questionnaire was developed for the review exercise using the
characteristics matrix in the inception report, covering contexts, policy, coverage (access and
modality), content and aims, and quality of implementation. This tool helped to ensure that
common information was collected for every country and consistency was maintained across the
reviewing team. The limitations and gaps in information were taken into account throughout this
process, and reviewers were able to input free text comments for clarification where necessary.
The narrative report allowed a more in-depth, qualitative summary of LSE in each country according to
the documentation available. The template was based on the evaluation criteria and questions, including
sections on relevance, coverage, efficiency, effectiveness, sustainability and UNICEF additionality.
Data from the online questionnaire were collated, downloaded and reviewed, and the narrative reports
were assessed for common and recurring themes and issues, to inform the contexts and findings of an
interim evaluation report.

Limitations
Documents covering 39 countries were received in time for the review, varying in number, categories of
document and coverage of relevant issues for each country. Other UNICEF COs either failed to respond
or promised documents that did not arrive or arrived too late for inclusion in the review. A number of
UNICEF COs commented on the difficulties in finding and submitting copies of documents, especially
electronic copies. The resulting incomplete and inconsistent nature of the documentation received is
recognized as a limitation to the findings of the country documentation review phase, and was taken into
consideration throughout the instrument design and reviewing process.
Country-specific materials were only received from those COs that chose to respond to requests and
follow-up from UNICEF headquarters. In this respect, the sample is essentially self-selected and at risk of
over-representing countries in which the UNICEF CO takes a positive view of the LSE interventions and
its own role.

184

Documentation received from the UNICEF Eastern Caribbean Office incorporated references to initiatives in Belize and Guatemala,
and with the addition of further independently sourced documents, reviews could be undertaken for these two countries.

185

 he linguistic issues are perhaps reflected by the fact that of the five mainland Latin American countries that satisfy the stocktaking
T
criteria, Belize and Guyana have English as their official language, while large communities in Nicaragua and Panama also speak English.

Annexes

137

Latin America
There are only five mainland Latin American countries that satisfy the criteria used in the stocktaking
exercise (Belize, Guatemala, Guyana, Nicaragua and Panama), and no documentation was
received from mainland Latin American COs for the purposes of this review.184 An independent
search of documentation from Latin American countries was undertaken to explore this
anomaly further, and it is our understanding that there are important initiatives in this region that
incorporate elements of LSE but that the philosophy, language and discourse have developed
differently so that interventions may have escaped identification during stocktaking.185
The term ‘life skills education’ does not appear to be part of the discourse in Latin America, either within
UNICEF documentation or within national or regional education plans. ‘Life skills’ are at times mentioned
(aptitudes/competencias/habilidades para la vida, or less frequently educación practica para la vida), but
it is not necessarily clear what they refer to. Also noted is the lack of case studies from Latin America on
the main UNICEF LSE web pages, although the Caribbean/CARICOM Health and Family Life Education
programme is showcased.
However, components of the broad overall LSE curriculum are certainly present in the region and in
UNICEF specific activities. It should be noted that in some countries in the region de facto LSE initiatives
do not come under the remit of UNICEF and thus are absent from UNICEF summary reports (and the
UNICEF website). One notable example is the Integrated Sexual Education Strategy in Guatemala, which
is led by UNFPA.186 Some interesting LSE interventions, therefore, may be omitted from the review.

Phase 1 document review: Overview of received documents
Some 661 documents were received from 40 countries for the document review process, between 2
and 29 documents for each country. Country documents were primarily sourced from UNICEF COs, but
also from wider document searches (see Methodology, Annex 2). Below is a brief overview of the types
of curriculum documents, policy and planning documents and evaluations that were reviewed for each
country.187 Curriculum documents, including teaching materials, were mostly sourced through the UNICEF
COs and written by the MoE, sometimes with co-authoring by UNICEF.

Curriculum documents received
Document type

No. of countries

Curriculum guidelines for teachers and schools

6

Curriculum frameworks

11

Manuals and guidebooks for teacher trainers

5

Facilitators’ and teachers’ guides, manuals and materials

22

Worksheets, pupils’ and students’ textbooks and supplementary books

9

Few national policy and planning documents were received from UNICEF COs, but this limited sample
was supplemented through reports, assessments and frameworks sourced through other means. These
documents were mostly authored by national governments, UNICEF or another United Nations partner.
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Guatemala Ministerio de Educación and UNFPA, ‘Estrategia de Educación Integral en Sexualidad’,2010.
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A full list of documents and sources is available on request. Send request to <s.tanner@efc.co.uk>.
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Policy and planning documents received
Document type

No. of countries

UNICEF CO and government annual reports and progress reports

18

International reports (such as UNGASS, Human Development Reports, EFA reports)

36

Education policies, laws and acts

22

Education plans, strategies, frameworks and plans

35

UNICEF stocktaking documents

23

A small number of evaluation and assessment documents were received from the UNICEF COs, written
by national governments or UNICEF.

Evaluation documents received
Document type

No. of countries

Assessment of programmes/projects: findings and reports

8

Assessment of programmes/projects: strategies and guidelines

2

Evaluations

9

M&E guidelines, indicators

2

Situation analyses

5

List of countries included in the document review, by region
Country
ROSA

Namibia

TACRO

Afghanistan

Rwanda

Barbados

Bangladesh

South Africa

Belize

Maldives

Swaziland

Dominica

United Republic of Tanzania

Grenada

EAPRO

Uganda

Guyana

Lao People’s Democratic Republic

Zambia

Jamaica

Mongolia

Zimbabwe

St. Kitts and Nevis

Philippines

St. Lucia
WCARO

St. Vincent and the Grenadines

ESARO

Angola

Botswana

Congo

CEE/CIS

Burundi

Côte d’Ivoire

Armenia

Eritrea

Ghana

Romania

Ethiopia

Nigeria

Tajikistan

Lesotho

Togo

Malawi

MENA

Mozambique

Jordan
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Country case studies
Informed by the issues and findings that emerged from the literature review and country documentation
review, the country case studies aimed to:
•

Identify all LSE interventions in the formal school system in the country, capturing their
characteristics as per the evaluation framework;

•

Identify a representative sample of non-formal LSE (such as school-based extra-curricular and
non-formal programmes for out-of-school children) capturing their characteristics as per the
evaluation framework;

•

Describe the policy processes and role of UNICEF and other agencies in the design and
implementation of LSE in the country;

•

Assess the implementation, results (outcomes and impacts) of LSE programmes on beneficiaries;

•

Identify possible complementarities with other interventions and opportunities affecting the target
beneficiaries;

•

Assess how UNICEF’s support and national implementations of LSE are aligned with policy
or guidance of other agencies, including government, development partners, United Nations
agencies and (I)NGOs; and

•

Country case studies will seek to answer questions as per the evaluation framework.

Country selection
The case study countries were selected by UNICEF in consultation with the consultant team. Two sets of
case study types were required in accordance with the evaluation ToR: the first set involving general LSE
programmes (Track 1); and the second set in countries with hyper-endemic HIV and AIDS scenarios and
LSE programmes that have a specific HIV and AIDS thematic focus (Track 2). The selection of countries
took into consideration representation of UNICEF geographical regions and countries in which UNICEF
has actively supported LSE.
The countries selected were Armenia, Barbados, Jordan, Kenya and Myanmar (Track 1), and Malawi and
Mozambique (Track 2).
Both Jordan and Myanmar were unable to host the full field visit proposed for the case studies during
the evaluation time frame due to internal restrictions, the availability of respondents and, in the case of
Jordan, a recent similar LSE-related evaluation involving very similar respondents to those proposed for
this evaluation. Both countries were therefore treated as special case studies with a more limited set of
activities (see below).

Case study methodology
Case study teams
For each country case study one member of the core consultant team for the evaluation was appointed
the lead international consultant for that country. In addition to the international consultant a team of 2–4
national consultants were subcontracted for each country (except for Jordan and Myanmar – see below).
These national consultants were selected on the basis of their experience and knowledge of the national
education sector and LSE interventions in the country, and their social research experience, particularly
in regard to working with children. Due to the sensitive nature of some of the issues and topics covered
under LSE interventions, an equal gender balance within the national consultant teams was also
maintained to enable single-sex student focus group discussions to be facilitated by a consultant of the
same sex.
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For Jordan, as field activities were restricted to national-level interviews and some focus groups
of school-level staff in the capital, no national consultant team was recruited. The case study was
undertaken by one international consultant from the Core Team who had worked in Jordan previously.
For Myanmar, the case study involved a desk-based review of the extensive
programme documentation and literature, and was undertaken by an international
consultant from the Core Team who had worked in the area previously.

National-level consultations
In each country the case study began with a week of national-level interviews undertaken by the
international consultant and lead national consultants. Respondents were identified in consultation with
the UNICEF CO and the framework of potential case study respondents listed below in order to cover
policymakers and programmers associated with national LSE in Ministries of Education structures, as
well as officials from other ministries and agencies that provide funding or programming for national
LSE interventions. These national-level interviews across all case studies were guided by a common
interview guideline for each type of respondent, based on the questions of the evaluation framework.

District-level consultations
To complement and build on the national context and frameworks explored through the national
consultations, a round of district consultations was undertaken to look at the realities of LSE
programming on the ground. In consultation with the UNICEF CO and subject to the national situation
in each country, each case study was to cover three districts/provinces of the country, visiting up to four
schools and relevant non-formal programmes in each of these three districts/provinces.

Framework for case study national consultations
Who

Method

Duration

Education Ministry:
Planning unit
Curriculum development
Examination board
Inspection
Teacher training
HIV/AIDS personnel (if present)
Other health education/counselling unit

Individual interviews (led by
international consultant)

1–2 hours per
interview

Other relevant ministries, departments or agencies:
Health
Social welfare
Family/women
Youth/children
HIV/AIDS
(UNICEF to advise those with responsibilities and interest)

Individual interviews (led by
international consultant)

1–1.5 hours per
interview

UNICEF relevant staff

Individual or joint interview
(led by international
consultant)

1–2 hours per
interview

Other funding agencies

Individual interviews (led by
international consultant)

1 hour per interview

Implementing partners, NGOs/CSOs working at national
level

Individual interviews (led by
international consultant)

1–1.5 hours per
interview

EFA coalition
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The selection of the districts/provinces to be covered was guided by criteria of:
•

Geography (urban, rural)

•

Socio-economic differences

•

Cultural characteristics

•

Coverage of the LSE intervention(s)

The schools to be visited were selected to include representatives of all formal LSE intervention(s)
that have benefited from UNICEF support since 2005. To the extent possible, the sample was also
to ensure coverage of the ages and other characteristics of the target students and of the schools.
Between 9 and 12 schools were visited in
each case study, alongside relevant district/province-level government services (education, health, etc.)
and NGOs or other non-formal LSE providers. These were identified in advance in consultation with
UNICEF and according to the framework for district consultations below:

Framework for case study national consultations
Who

Method

Duration

School/NFE programme
Key school and community stakeholders (e.g.,
school director, SMC reps, PTA reps, communitybased organizations)

Principal/head

Meeting: Explain purpose of visit,
determine who we will be talking
to and confirm permission for
interviewing children
Institution questionnaire (might
be distributed and completed
beforehand)

1 hour

1.5 hours

Individual interview
LSE teachers/facilitators
Learners as a group

Individual students

Joint interview

1–1.5 hours

Focus group

2 groups (separate
M&F),

Knowledge, skills and attitudes
MSC
Attitudes and behaviours

1–1.5 hours each
Individual interviews
(maximum 3 males and
3 females)
Each 45 minutes–1 hour
1 group

Parent/carer group

Group interview

Local health services
(where appropriate/relevant)

Individual or joint interview

1 hour

Local NGO or non-formal providers (where they
support LSE)

Individual or joint interview

1–1.5 hours

1–1.5 hours

As detailed in this framework, within each school a range of different stakeholders were to be consulted
through a number of different methods, with two days allocated for each school visit. For the principals/
head teachers and non-formal education managers, interview guidelines were prepared for use across
all case studies from the relevant questions in the evaluation framework. An institutional questionnaire
was also prepared (one for schools and one for non-formal education interventions) to be able to
gather the basic characteristics of the school and LSE interventions in areas of coverage (access),

142

Global Evaluation of Life Skills Education Programmes

curriculum and modality, content and aims, and quality of implementation. The responses to these
questionnaires were recorded on paper and then entered into an online format (Survey Monkey).
Interview and focus group discussion guidelines were also prepared for each of the other stakeholder
groups (teachers, learners and parents/caregivers), developed from the relevant evaluation framework
questions and adapted to each group.
In addition, MSC stories were collected with up to three individual male learners and three individual
female learners following MSC guidelines. MSC allows for significant change stories to be collected and
categorized even in the absence of baseline data; considering the beneficiary’s viewpoint on LSE benefits
and challenges, which are not predetermined in advance. This method is potentially useful for identifying
unexpected and unplanned benefits of UNICEF’s LSE interventions, as well as for providing information
on the context and challenges of UNICEF’s work in this area in each target country.
Given the sensitivity of some topics commonly covered in LSE regarding personal and sensitive issues
such as sex and sexuality, all focus group discussions and MSC discussions with learners were undertaken
in single-sex groups and with a consultant of the same sex. Introductory letters adapted to young people
explaining the evaluation and its aims were also distributed to all those participating in the discussions.

Case study implementation
A comprehensive case study toolkit was prepared for use across all of the case studies. This included:
•

The evaluation framework;

•

List of respondents at national and district levels, consultation methods to be used and indicative
time allocation for each group;

•

Interview and focus-group guidelines for each stakeholder group of respondents at national and
district/school levels;

•

Institutional questionnaire for schools and non-formal education interventions;

•

MSC methodology and guidelines;

•

Introductory letters for respondents, including specialized introduction for young people; and

•

Reporting templates.

As well as leading the national-level consultations, the international consultant for each case study
also held a one-day training session with the national consultant team on the toolkit and the tools to be
used for the district consultations, and worked with the national consultants to make any adaptations
required for specific country contexts. The international consultant then accompanied the whole
national consultant team on the first and/or second school visits to ensure consistency of approach and
understanding among the team and make any further adjustments to local contexts required. The national
consultant team then continued with the district-level consultations for a further three to four weeks.

Reporting
An institutional report was submitted by the national consultant team for each school visited,
incorporating findings from all stakeholder consultations. From these institutional reports, the institutional
questionnaires and the national-level consultations, the international consultant prepared a summary
case study report in consultation with the national consultant team.

Limitations
The selection of case study countries for Phase 2 was by negotiation and involved the countries and
UNICEF headquarters. As all case studies agreed to take part, there is a risk that the sample is of those
that are confident of the quality of their LSE work.
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The case study methodology is based on an extended visit to a relatively small sample of schools,
which provided opportunities for collecting and validating the qualitative data. However, it provides
no basis for statistical inference. Selection criteria for the field visit institutions were intended to
assure coverage of different contexts, but were not intended to create a properly representative
or stratified sample. In all countries, the UNICEF CO played some part in the selection.
The evaluation took evidence of behaviour change from current students and their parents. It was
not able to gather evidence from beneficiaries of LSE in later life to assess longer-term impacts and
outcomes of LSE.

Delphi survey
Towards the end of the country case studies, a Delphi survey was initiated in the form of two rounds of
short online questionnaires.
The first round of the survey was developed around the broad emerging findings and principle issues
raised from the literature and country documentation review and the country case studies. It asked
respondents their reactions to a series of statements around these issues and findings on a five-point
Likert scale.
The responses to this first round were analysed to identify commonalities and divergences between
respondents’ answers, and how far their answers confirmed the emerging findings of the evaluation.
From this analysis the second round of the survey was prepared to explore in more detail some
of the divergences in first-round responses and to gather respondents’ opinions and thoughts on
emerging recommendations. The results were similarly analysed and have fed into the conclusions and
recommendations of this report.
Both rounds of the survey were sent to all 70 UNICEF COs included in the initial request for
documentation in the country documentation review phase of the evaluation. In addition to this, the
survey was also sent to UNICEF partners in the case study countries and to other international senior
professionals involved in LSE identified by the consultant team.
In both rounds of the survey there were 19 respondents from those invited to participate, chiefly from
UNICEF COs, but with a small representation from other multilateral organizations, INGOs, NGOs and
government agencies. Findings from the Delphi survey are summarized in Chapter 6 as part of validation
of evaluation findings.
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Annex 3.

People interviewed

During the six in-country case studies undertaken for this evaluation, a wide range of stakeholders were
consulted through individual interviews and focus group discussions at national, district, school and
community levels:
Country

National stakeholders
Ministry of Education: Deputy Minister; Leading Expert –
LSE; Head of Monitoring and Developmental Projects; Head
of General Education Department; Inspection Unit, Deputy
Director of State Education Inspection; Head of Curriculum and
Assessment, Centre for Education Reforms

Armenia

Lori Marpetaran Education
Department: Head of Department;
Arabkir Medical Centre: Head
of Child and Adolescent Health
Institution Unit

National Institute of Education: Four Experts, Director, former Schools:
Director, Head of Preschool and Elementary Unit, Head of
Visits to 12 primary and secondary
Upbringing and Extra-curricular Education Unit
schools incorporating:
Yerevan State Linguistic University: Lecturer of Pedagogy
• Interview with Principal or his/her
Armenian Centre of Health and Education: psychologist and
delegate
textbook author
• Individual interviews with three
Armenian State Pedagogical University: Lecturer
male and three female students
UNICEF: Armenia Representative; UNICEF headquarters
• Focus group discussion with a
Evaluation Specialist
group of 6–12 male students
UNFPA: Head of Office
and with a group of 6–12 female
students
Oxfam: ‘Future Generations’
Bridge of Hope: Director
AIDS Centre: Director
Armenian Red Cross Society
For Family and Health Pan Armenian Association
Ministry of Education: HFLE Coordinator; Deputy Chief of
Education (Planning, Development and Research); Deputy
Chief of Education (Schools); HIV Coordinator; Senior
Education Officer (Secondary); Education Officer (Primary)
Ministry of Family, Culture, Sport and Youth: Senior
Administrator, Coordinator of Parent Education & Support
Programme; Senior Programme Officer
UNICEF: Deputy Representative; Communications for
Development Specialist; HIV/AIDS and Adolescent Specialist
UN Women East Caribbean: Regional Programme Director

Barbados

District/Local stakeholders

CARICOM: Programme Manager for Human Resource
Development

• Focus group discussion with
HFLE teachers
• Focus group with parents of
students
Schools:
Visits to six secondary schools and
three primary schools incorporating:
• Interview with Principal or his/her
delegate
• Individual interviews with three
male and three female students
• Focus group discussion with a
group of 6–12 male students
and with a group of 6–12 female
students

Barbados Family Planning: Deputy Manager

• Focus group discussion with
HFLE teachers

Seven Day Adventist Church Conference, Barbados and
Dominica: Family Life Director, Counsellor

• Focus group with parents of
students

MFCSY: Youth Development Programme Director and Youth
Commissioners; Youth Service Counsellor and Programme
Coordinator
National Council for Substance Abuse, Life Education
Centre: Manager; Drug Education Officer; LEC Coordinator
Edna Nicholls Centre: Programme Coordinator; Counsellors
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Country

National stakeholders
Ministry of Education: Education Secretary; Peace Education
Officer; Director of Secondary and Tertiary Education; Director
of Quality Assurance and Standards; Deputy Director of Quality
Assurance and Standards; Assistant Deputy Director of Quality
Assurance and Standards; Senior Assistant Director in charge
of Non-Formal Education; Director of Basic Education; Director
of Field and Other Services; Director of Policy and Planning

Schools:

Ministry of Local Government: Street Family Rehabilitation

• Individual interviews with three
male and three female students

Department of Youth Development: Youth Affairs Officer
UNICEF: Youth and Adolescent Development Specialist
(Secondary); Education Specialist (Primary); HIV/AIDS
Specialist
UNESCO
USAID
Kenya

District/Local stakeholders

Kenya Institute of Education: Senior Deputy Director
E-Learning; Senior Deputy Director Media and Extension
Services; 2 other officers; Senior Assistant Director of Cross
Cutting Issues; Ag. Senior Deputy Director of Curriculum
and Research Services; Senior Assistant Director Early
Childhood Development; Senior Assistant Director of Basic
Education; Director of Basic Education; Director Basic
Education (Humanities); Assistant Director of Basic Education
(Geography); Senior Assistant Director of Basic Education
(NFE); Deputy Director of Research and Evaluation; Senior
Assistant Director of Research and Evaluation

Visits to eight primary schools
(including two Kindergarten) and
two secondary schools involving:
• Interview with Principal or his/her
delegate

• Focus group discussion with a
group of 6–12 male students
and with a group of 6–12 female
students
• Focus group discussion with
teachers
• Focus group with parents of
students
Visit to Christian Industrial Training
Centre Mombasa, involving focus
group with teacher trainees and with
parents of teacher trainees

Safaricom: Manager
Talent Academy: CEO
Life Skills Promoters: Programme Manager
HIV Free Generation: Manager
I Choose Life Africa: Manager
NPI: Manager

Jordan

Ministry of Education: Director of Curriculum and Textbooks;
Coordinator for Pre-vocational Education, Expert on Curriculum
and Professional Education and Coordinator of the Project
on Integrating Learning Life Skills in School Curriculum;
Director of Curriculum; Former Secretary General; Director
of Examinations; Managing Director of Training Department;
Director of Educational Affairs; Head of Supervision

Four Pre-Vocational Education
Supervisors

UNICEF: Adolescent Specialist and Coordinator of LSBE
Project

Two Principal/PVE Teacher teams
from one private girls school and
one public boys school

Princess Basma Youth Resource Centre: Director
Community Development Committees: Project Manager
International Youth Foundation: Independent Consultant
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One ICT Supervisor
Schools:
Seven PVE teachers
Seven PE teachers

Country

National stakeholders
Ministry of Education: Director of Department of Inspectorate;
Principal Education Officer, Basic Education Division; Officer for
School Health, Nutrition and HIV; Secondary Education Officer;
Department of Inspectorate Officer

YONECO: Nkhata Bay District
Coordinator

Ministry of Youth: Two officers

Schools:

UNICEF: LSE Officer; Chief of Education

Education Department: Zomba
Urban

UNFPA: Coordinator for LSE

Visits to six secondary schools and
six primary schools involving:

National AIDS Commission: HIV Prevention Officer; Acting.
Head of Behaviour Change Interventions

• Interview with Principal or his/her
delegate

Malawi Institute of Education: Three Officers

• Individual interviews with three
male and three female students

Malawi National Examination Board: Chair, Executive Board
Member and LSE Officer
Malawi

District/Local stakeholders

Association of Christian Educators in Malawi: Director;
Officer
Teachers Living Positively: Assistant
Civil Society Coalition for Quality Basic Education: M&E
Officer
Independent Schools Association: Director
BRIDGES Project: Coordinator

• Focus group discussion with a
group of 6–12 male students
and with a group of 6–12 female
students
• Focus group discussion with
teachers
• Focus group with parents of
students

Theatre for a Change: Director
Domasi College of Education: Head of Life Skills Department;
Theatre for a Change Coordinator
St. Joseph Teacher Training College: Theatre for a Change
Trainee Peer Facilitator; 4 lecturers
SAFE: Executive Director; ‘Why Wait?’ Programme Coordinator
Chancellor College: Sister to Sister Evaluator
Ministry of Education: Department of Primary Education;
Head of Department of Special Programmes; Curriculum
Development; University of Pedagogy

Ministry of Education: Provincial
HIV Coordinators of Maputo, Sofala
and Gaza

UNICEF: Knowledge Management Specialist; two Education
Specialists; Communication for Development Specialist; Senior
Social Policy Specialist; Chief of Education

Community Radio ‘Acordos de
Paz’: Nhamatanda staff

UNESCO
WHO
UNAIDS
Teacher Training Institute, Maputo
Teacher Training Institute, Beira: Six teacher trainers
Mozambique

Associacao Reconstruindo a Esperanca (ARES): Project
Manager; Consultant
ADPP Mozambique: Official Partnerships officer
RENSIDA: Project Manager
International Child Development Programmes: Consultant
Plan International: Learning Coordinator
Radio Mozambique ‘Mundo Sem Segredo’: Member of
Coordination team for the radio programme

Association Khulupira:
Coordinator of Nhamatanda District
Community Radio of Chibuto:
Provincial Coordinator
Schools:
Visits to six primary schools
involving:
• Interview with Principal or his/her
delegate
• Individual interviews with three
male and three female students
• Focus group discussion with a
group of 6–12 male students
and with a group of 6–12 female
students (including those
students involved with PLWHA
organizations)
• Focus group discussion with
teachers
• Focus group with parents of
students
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Annex 4.	Indicative Analytical Framework
An analytical framework for LSE
Recommendation 6.2.4 stipulates that UNICEF country and regional offices engaged with LSE
programming review their existing progress on LSE systematically and make use of an analytical
framework that asks about critical elements of design and implementation. An analytical framework is
proposed in the table below.

Analytical framework
Question

How to know

What to do

What are the power, age,
gender and group hierarchies
in the society and in
communities?

• Reports with a focus on gender,
sexual and reproductive health,
rights, etc.

• In-depth situation analysis that
would include anthropological and
sociological components

What are the common
understanding and perceptions
of children and adolescent girls
and boys?

• Recognition of different stages in
childhood and adolescence

• Analysis of social and cultural
perceptions of childhood and
adolescence for boys and girls

What are the legal frameworks
in place with regard to
children’s and adolescent’s
rights?

• Ratification of international and
regional rights instruments

Context

• Recognition and understanding of
boundaries and needs of children
and adolescent boys and girls

• Review existing legislation for state
and other duty bearers’ obligations

• Domestication of international
instruments
• Children code or equivalent

Programme
Is there political commitment
at relevant levels and
communities?

• Integration of LSE into national sector • Work with MoE on explicit integration
policies and plans
of LSE into education policy and
plans
• Curriculum
• Cross-ministry joint initiatives

Is the programme part of a
wider framework?

• Curriculum reform underway

Does the initiative recognize
the social norms around issues
of sensitivity and the positive
norms LSE could build on?

• Has there been an initial analysis
of social norms pertaining to LSErelated topics (supportive and
constraining norms)?

• New HIV response strategy

• Are relevant opinion-formers
identified at different levels?
• Has engagement with opinionformers, etc., been integrated into the
programme intervention?
Are other agencies and
ministries working coherently?

• Presence of formal coordination
structures at ministry and national
levels
• Common approaches, curricula

• Make explicit the links between LSE
and quality education systems
• Surveys of attitudes
• Focus groups around issues
• Analysis of supportive social norms
and actors
• Integration of this analysis
into programme design and
implementation
• Identify and map agencies, in both
formal and non-formal sectors
• Coordination of meetings,
agreements on approach and scope
of each agency
• Quality standards across LSE
delivery modalities (formal and nonformal)
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Analytical framework (continued)
Is there an M&E plan that looks
at high-level outcomes and
impacts?

• M&E with indicators and measures at
outcome and impact levels

• Identify relevant indicators
• Baseline and plan for monitoring,
including appropriate assessment
tools
• Look at national data, e.g., on health
outcomes and behaviours

Has the programme identified
at-risk groups?

• Analysis of at-risk groups and
approaches to out-of-school children
and others

• Survey at-risk groups and coordinate
with existing agencies working with
such groups

How are at-risk groups of
children currently being
reached by LSE provisions?

• Mapping of partners and existing LSE • Participatory needs assessments
programmes
• Integration of children’s participation
• Plan for LSE to identified groups
in programme design and
implementation
• Enhance coordination and
complementarity between existing
interventions
• Mapping the overlaps of CFS and
LSE interventions at national,
regional and school levels

• Establish institutionalized
coordination mechanisms between
CFS and LSE programming

• Levels of coordination and
communication between the
programmes and personnel

• Integration of LSE and CFS into a
common framework of whole-school
approaches

Are psychosocial skills included
in the curriculum (formal,
informal)?

• Curriculum documents clear about
psychosocial skills

• Curriculum renewal with psychosocial skills

Has the curriculum been fieldtested and revised according
to parent, teacher and student
feedback?

• Reports and curriculum review

• Review curriculum delivery

Does the curriculum address
information gaps for young
people?

• Needs assessment has been
conducted

• Regular reviews of curriculum content
against changing needs

• Curriculum covers a core including
SRH, rights, gender relations

• Ensure consistency of messaging
and content across different
interventions through coordination
mechanisms

Is the curriculum delivered
through varied modalities?

• Formal and informal provision

• Build complementarity of different
provisions at school and community
levels

Are the mutually supportive
elements of LSE and CFS
being realized?

Curriculum

Is LSE delivered as a wholeschool approach?

Does the curriculum include
relevant assessment
strategies?

• Opportunities for exchange between
schools/students and the outside
world (communities, professionals)
• Participatory methodologies

• Sustained support and professional
development for teachers

• Training of head teachers

• Integration with CFS strategies

• Combination of classroom extracurricular activities

• Enhancing support and training for
head teachers

• School-based assessment

• Identifying and developing tools for
school-based assessments

• Formative and summative

• Support to the integration of LSE into
supervision and inspection systems

• Classroom and school-based

• Support relevant forms of
assessment for knowledge, skills,
attitudes and behaviours
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Analytical framework (continued)
Is the approach age-related
and age-addressing?

• Psychosocial skills are
developmentally appropriate
• Young children are addressed

• Work with missing phases
• Psychosocial skills for younger
children as the generic skills set

• ECD covered

• Differentiation of delivery in multi-age
classes

Are there measurable
outcomes of LSE and ways to
measure them?

• Skills and knowledge outcomes are
listed

• Specify the required outcomes

Are there data about the
relevant behaviours?

• National data sets

• There are tools to asses them that
have been tested

• Develop in-school measures

• Conduct a baseline

• Baseline

Teachers
Are there criteria for selecting
teachers?

• Identified qualities and professional
needs and experience for LSE

• Work with partners to identify
characteristics required and develop
job descriptions where appropriate

Is there a gender balance?

• Gender elements in criteria

• Link to government strategies for
teacher recruitment

Do teachers have adequate
support?

• Systems for mentoring, supervision,
etc.

• Support the integration of LSE into
supervision and inspection systems

• In-service training

• Integrate LSE into career structures
and support systems

• Principal/head teachers have a role
in support

Does it address pre-service
teacher education for all
teachers?

• LSE coverage in pre-service teacher
education

• Review the effectiveness of existing
in-service and pre-service training
provision against the needs of LSE
teachers
• Work with providers and pre-service
curriculum

Education institutions
How will LSE be supported by
the whole school

• School-wide guidelines and approach • Prepare whole-school guidelines for
psychosocial skills
• School-wide professional
development and support

• Train senior management
• Coordinate with CFS

Is there open engagement with
the parents and community?

• Forums and consultations on LSE
and issues

• Guidelines and consultative tools

• Interventions of external resource
persons
• Opportunities for children to engage
with communities/professionals
Will students have a voice?

Are materials in place?

• Are there forums?

• Guidelines on participation of children

• Are children helped to contribute?

• Establish forums at national, subnational and school levels

• Schools have materials to teach LSE

• Develop capacity of national partners
in LSE material development

• Factual references
• Activities, etc.
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• Support resource budgets for LSE

