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Education and training play an important role in our developing societies with 

regards to qualitative transformation of human resources, essential to the growth of 

our countries. It is in this light that there was a peer review in Congo resulting from 

an agreement reached on 7 August 2013 between the Ministry of Primary, Secondary 

Education and  Literacy  (MEPSA) and the Association for the Development of 

Education in Africa (ADEA). 

The objective of this review is to help the Republic of Congo improve its policies and 

practices for the development of Quality Education and Quality Training For All. The  

review targeted programs initiated within the framework of Education for All (EFA) 

and the Mellinium Devlopment Goals (MDGs) as well as those concerned with the 

training of teachers, inspectors and literacy tutors to provide qualified human 

resources for these programs.   

The present review  document is  a follow-up to the self-assessment report approved 

by the  MEPSA executives on 25 July 2014.  

The Peer Review exercise aimed at building the capacities of  education system 

managers. It is an important tool for good governance in Education. Therefore, I 

would like to thank and congratulate all those who contributed to the success of this 

great and inspiring undertaking. 

I wish that Congo will make the most of it. 

 

 
Hellot Matson MAMPOUYA 

 

Ministry of Primary,Secondary Education and  Literacy  

 

 

 

Foreword  
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Peer review in Congo was conducted within the framework of an agreement 

between the Congo's Ministry of Primary, Secondary Education and Literacy 

(MEPSA) and the Association for the Development of Education in Africa (ADEA). 

On behalf of this Association and of its Working Group, WGNFE, I would like to 

express my warm gratitude to the Congolese Ministers, their Senior Staff and the 

different stakeholders met in the field as they have been an invaluable source of 

information, support and inspiration to this exercise. Their information has been an 

invaluable contribution to the success of this peer review.  

It is also an opportunity to reiterate our thanks to the ADEA Bureau of African 

Ministers for its enlightened support and guidance. ADEA's gratitude also goes to 

UNDP and to South Korea, through "Education Without Borders", for their technical 

and financial support. Thanks to them, it was possible to implement a tangible, 

genuine, and useful South-South Cooperation. 

This review intended to examine Congo's achievements as part of its efforts to 

improve the quality of Basic Education, in accordance with the "Nouvelle Esperance1" 

and "Les chemins d’Avenir2” visions delineated by the country’s leadership. Particular 

attention was paid to the country's efforts to achieve EFA Goals, the MDGs and the 

training of teachers and supervisors. 

The self-assessment was carried out by knowledgeable and dedicated national peers 

among which were Prof.  Samuel MAWETE and Prof. Fidèle MIALOUNDAMA, as 

well as the Cabinet Director who dedicated much of his time to this undertaking 

despite his heavy schedule. A team of international experts from Burkina Faso, South 

Korea, Guinea, Mali and Senegal, under the technical supervision of Minister 

Mamadou NDOYE, joined a team of national experts to implement the review. The 

two initiated a rich, professional and collegial dialogue. They explored the Congolese 

Education system achievements and, together, they suggested realistic and feasible 

recommendations. We are indebted to them for their commitment and effectiveness. 

                                                           
1
 “Nouvelle Esperance” would stand for a “New Hope” in English  

2
 “Les Chemins d’Avenir”  could be translated as  “Path to the Future”  in English 
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On behalf of the two peer teams I would like to give a special thank you to the ADEA 

Executive Secretariat and to the ADEA Working Group on Non Formal Education 

(WGNFE) for their substantive logistical and administrative support. A special 

recognition goes to successive executive secretaries that steered up the whole 

process. Thank you Dr. Richard SACK, Minister Mamadou N'DOYE, Mr. Jean Marie 

Ahlin BYLL-CATARIA and Ms. Oley DIBBA-WADDA. 
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Senior Education Specialist, 
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A review of the Congo basic education was conducted by a national and an 

international team, with the support of ADEA. This was made possible thanks to 

major partners including South Korea and the UNDP. The reviewers were assigned 

to identify and analyze the achievements made by the country as part of the 

enhancement of the quality of its basic education, in accordance with the "Nouvelle 

vision" and the "Chemin d’Avenir". Particular attention had to be paid to the efforts 

made to attain EFA Goals and the MDGs. The training of primary school teachers 

and supervisors should also be a priority in this review.  

Documents used for such review included the Congo official documents, the self-

assessment report compiled by the national team, and data collected during the 

international peers field visit. Thanks to this documentation and to the dedication of 

the reviewers it was possible to carry out a full assessment of the system 

performances and to develop useful recommendations to improve the current 

situation. 

Key findings 

The review noted that: (1) the return of peace, (2) a strong political will to support 

education, (3) a relatively sound financial situation, (4) the will to address learning 

needs of underprivileged groups, (5) a commitment to decentralize the education 

system and (6) an attempt to reform learning programs by introducing and 

reinforcing the use of ITC in school were the key factors that have contributed to the 

development of education in the country. However, significant and enduring 

challenges still impede the Congolese system efficiency and effectiveness. Owing to 

these factors, Congo may not be able to meet the 2015 deadlines3 .  

Actually:  

 In kindergarten a real progress was achieved although the gross enrolment rate 

increased by only 14% in 2011-12. This is lower than the objectives of the country and 

the African average; 
                                                           
3
 This report was first drafted before the February 2015 Kigali Conference where all African countries met to 

assess their progress toward the EFA goals. During this gathering Congo confirmed the conclusions reached by 

the Peer review.  

Synopsis 
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 In primary education substantial progress was made in terms of access, with a 

net enrolment rate (NER) around 93% in 2011-12. However, this tremendous result 

was produced by the Private sector. In addition, repetition rates are still very high in 

primary education and drop-outs even higher than at the continental level;  

 Regarding the first cycle of secondary education (Grade 7 to Grade 10), 

universalization was set as a target. Unfortunately, the Gross Enrolment Rate at this 

level could not go beyond 65% in  2011-2012; 

 Regarding Adult Education (15 years +), the literacy rate was estimated at 83% in 

2011-2012. Unfortunately, the majority of programs concerning this segment of the 

Congolese population have stagnated; 

 Concerning Gender Parity Index, the situation at the primary level is generally 

acceptable. However, it is a cause for concern at the secondary level with an estimated 

rate of -0.90%; 

 With regards to the Quality of Education, various studies, including that of 

PASEC, indicate that learning is low and that the repetition rate is very high. Field 

trips and interviews during peer reviews confirmed these trends.  

 

The main reasons of poor achievements listed above are to be found in: (1) the 

enduring impact of the civil war, (2)  insufficient and underused teaching staff, (3) a 

national program which has not properly addressed the issue of the unemployed 

graduates, (4) the difficulty of the system to effectively address the emerging needs 

of the Youth (5) limited decentralization as far as management practices are 

concerned, (6) a teacher recruitment system based on quotas, which significantly 

limit the absorption of graduates from teacher training institutions and (7) 

Government financial arbitrations that too often rule against Education.  

Regarding the latter, the reviewers noted that, in the last ten ye0ars (1994-2014), the 

Congolese economy has been alternating ups and downs, although, generally 

speaking, the country’s economy is sound and the state of public finances has been 

improving over the years. Overall, the Congolese economic growth has not been 

sufficiently strong and inclusive to help resolve all education challenges.  

The Congo education, like in other African countries, relies on both domestic 

resources and support from its partners. In 2010, the proportion of the Congolese 
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national budget allocated for education stood at 12%. The percentage of the same 

budget allocated to MEPSA stood at 7.6% during the 2007-2011 time periods.  

In the annual budgetary allocations, the principle of free education, enshrined in the 

Congolese 2002 Constitution, was operationalized by a Presidential Decree in 2007.  

Key recommendations 

After an analysis of successes and failures of the Congolese education system, the 

peers made a number of recommendations including:  

1. Restructure basic education in order to have a continuum that covers the 

entire basic education sector (from pre-primary to post primary in both the 

formal and the non-formal sub-sectors); 

2. Develop a diversified system of education to meet the various needs of 

learners; 

3. Design a new competence-based curriculum necessary for a harmonious 

integration into the world of work and which leaves space for pre-

professionalization; 

4. Rethink the issue of equity in such a way as to ensure a balance between 

rural and urban zones on the one hand and among provinces on the other 

hand;   

5. Intensify inclusive education and programs targeting the education needs 

of the underprivileged, notably the indigenous population; 

6. Take firm initiatives to reduce grade repetition within primary education 

and drop out in the secondary education sector;  

7. Regulate the private sector in such a way as to preserve better social 

equity; 

8. Recruit and train more teachers and school administrators; 

9. Improve human resource management in such a way as to arrive at an 

equitable distribution of teaching, supervisory and administrative staff 

for schools; 

10. Rethink programs for the training of teachers in order to align them with 

primary education needs and to better articulate pre-service and in-service 

trainings;  

11. Improve the funding of education programs by intensifying allocations 

and efficiency in spending; 

12. Improve governance through effective decentralization and add more 

weight to the education system at the community level and in schools; 
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13. Organize study trips in order to share good practices existing in other 

countries, notably with regards to the designing of a pre- and post primary 

continuum, matching formal and non-formal education and seeking 

innovative literacy practices;  

14. Support the move to introduce and generalize the use of ITCs at all levels 

of administration and teaching. As a matter of fact, the above 

recommendations should stimulate changes by bringing about the 

introduction and intensification of the use of ICT both for school 

administration and in the teaching and learning processes. South Korea 

would support such an initiative. 

Implementing these recommendations should help address recurrent challenges, 

and significantly enhance the Congolese Educational system performances. 
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Introduction 

Congo subscribed to the Millennium Development Goals (MDGs) and the Education 

For All (EFA) goals since the Dakar Framework for Action became formalized in 

2000. The implementation of this Framework for Action in the case of Congo has 

been marked by difficulties in certain areas of the education development sector. In 

fact, all latest studies on the functioning of the education system revealed significant 

dysfunctions in student participation, internal efficiency, learning conditions and 

relevance of knowledge imparted and received. The diagnostic made by the World 

Bank (2010)1, following the National Education System Status Report (RESEN), noted 

some progress achieved in the sector in the past years, and weaknesses in the 

functioning of services offered and overall structural difficulties. The results 

presented in this report highlight the main constraints that weigh on the performance 

of the system. They also constitute a framework for suggestion of relevant strategies 

for years to come.  

The trends observed in the system, as far as completion and retention are concerned, 

are paradoxical: between the 2006-2007 and 2010-2011 academic years, junior 

secondary school completion increased slightly and high school completion 

increased considerably; meanwhile primary education suffered a slowdown. In fact, 

the completion rate dropped from 89.30% to 85.32% in primary education as, in 

junior Secondary education it moved up from 45.95% to 48.29%, and in high schools 

from 8.45% to 20.83.  

The retention rate dropped from 95.81% to 72.52% in primary education and rose 

from 77.14% to 93.75% in secondary education. It also increased from 43.81% to 

87.82% in high school (MEPSA/DEPS: 2012)2. At the primary level, the completion 

and retention rates are not conducive to the attainment of the EFA goals.  

Concerning gender parity, despite the fact that progress had been achieved between 

2007 and 2011, more effort is needed. Indeed, girl/boy parity slightly increased from 

0.92% to 0.95% at the primary level, from 0.81% to 0.93% at the secondary level, and 

from 0.60% to 0.69% in high schools.  

It is within this overall context that the Congolese Government chose the following 

actions hoping to attain the MDGs by 2015:  
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-  (i) improve primary cycle completion rate in order to attain 100% universal 

completion rate in 20154;  

-  (ii) significantly improve student retention before completion, as a 

prerequisite for universal completion, particularly by ensuring school 

continuity during the six years of learning ; 

- (iii) reduce repetition;  

- (iv) improve the quality of teaching;  

- (v) improve girls’ retention rate within the school system;  

- (vi) substantially improve teachers’ conditions;  

- (vii) adapt the school map to regional requirements;  

- (viii) provide incentives to promote the training of young girls in sectors 

where they are less represented ;  

- (ix) Improve collection and processing of school statistical data.  

 

 

 
2003 and 2011 reforms encouraged access through particular attention on school infrastructure; 

Above, on the left the old school buildings and, on the right, the new ones 

                                                           
4
 1 The Congolese Educational system, diagnostic aimed at revitalization in a more 

favorable macroeconomic context. See for more details the World Bank Working 

document, No. 183, Washington DC. 
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In the section below hindrances that prevent from achieving the EFA goals and 

MDGs are reviewed, especially as it regards institutional development, financing and 

pedagogy. 

A. Achievements made by the Congolese educational system as it concerns 

EFA Goals and MDGs  

Significant actions aimed at achieving the EFA goals and the MDGs have been 

undertaken within the framework of the Interim Poverty Reduction Strategy.  From 

2006 onwards, these actions were consolidated thanks to the launching of the 

National MDG Achievement Plan. This resulted in a national consensus on the 

various MDG targets. It also permitted to clearly delineate intervention priorities. 

As part of efforts to develop primary education, several initiatives were 

implemented, notably: 

- effective free access to primary education, 

- free distribution of textbooks, 

- recruitment of over ten thousand teachers at the primary level since 2002, 

corresponding to an average of one thousand teachers each year, 

- Implementation of a major program for constructing and equipping 

classrooms. 

- Universal Primary School Completion 

The 2nd goal of the Dakar Framework of Action is stated as follows: "ensuring that by 

2015 all children, particularly girls, children in difficult circumstances and those belonging to 

ethnic minorities, have access to and complete, free and compulsory primary education of 

good quality;. 

 Achieving Universal Primary School Completion (UPC) is undoubtedly considered 

as one of the most highly strategic EFA Goals and MDGs. From Jomtien (1990) to 

Dakar (2000) the EFA challenge is at the center of education policies in Sub-Saharan 

Africa. Achieving the EFA Goals is tied to UPC, because, as Sedel suggests (ADEA, 

2005: 34): "to achieve the Education For All goals, it is particularly important to ensure that: 

all children are educated; all children complete the primary cycle; and that primary education 

provides basic skills to the educated children". The future of education is, at least, 
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determined by UPC. In fact, "when a large proportion of children do not complete primary 

education, the productivity of the active population, the possibilities of development based on 

knowledge and the reservoir of human capital in which the society and the economy can be 

derived, are fundamentally constrained". (Bruns and al., 2003: 40) 

 

Table1: Global EFA goals and Education MDGs  

EFA goals (Dakar Forum 2000) Millenium Development Goals 

Expanding and improving comprehensive early 

childhood care and education, especially for the most 

vulnerable and disadvantaged children 

 

Ensuring that by 2015 all children, particularly girls, 

children in difficult circumstances  and those belonging 

to ethnic minorities, have access to and complete, free 

and compulsory primary education of good quality 

Ensuring that by 2015, children 

no matter where they live, girls 

and boys alike, could benefit 

from a comprehensive primary 

education.  

Ensuring that the learning needs of all young people 

and adults are met through equitable access to 

appropriate learning and life-skills programs 

 

Achieving a 50 per cent improvement in levels of adult 

literacy by 2015, especially for women, and equitable 

access to basic and continuous education for all adults. 

 

Eliminating gender disparities in primary and 

secondary education by 2005, and achieving gender 

equality in education by 2015, with a focus on ensuring 

girls’ full and equal access to and achievement in basic 

education of good quality. 

Eliminating gender disparities 

in primary and secondary 

education if possible by 2005 

and at all levels of education 

before by 2005.  

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. 
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Latest Progress towards achieving UPC  

 An assessment of UPC based on the Gross Enrolment Ratio (GER)  

School coverage observed between 2002 and 2012 shows the overall capacity of the 

system to receive all school-age children, with yearly trends that go beyond 100%, 

although a slight fall is noted at the end of the period. These trends however lead to a 

high repetition rate which stands around 20%. 

 

Figure 1: Changes in GER in primary education (2005-2012) 

 

Source: MEPSA/DEPS 2011-2012 Statistical yearbook. 

 

 Assessment based on completion rates 

Gross enrolment ratios are important in assessing coverage, but tend to conceal some 

weaknesses of the system. It is generally advised to go further by examining the 

completion rates.  

The Completion Rate at the primary cycle increased unevenly between 2005 and 

2012. It constantly stood between 70% and 80%, with a significant surge in 2007 

(90%), followed by a steady slowdown below 80% over three consecutive years (from 

2008 to 2010) and then to 80% in 2012. This means that 20% of individuals have never 

had access to complete primary education. Changes observed in the Completion 

Rates is a key reason for not achieving the targeted 100% UPC goal 
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Figure 2: Changes in the Completion rate (CR) in primary education (2006-2012) 

 
Source: MEPSA/DEPS 2011-2012 Statistical yearbook. 

 

 

 A comparative perspective from a gender parity standpoint 

The UPC goal lays emphasis on gender parity. The issue is all the more crucial since 

achieving gender equality is difficult; sexual violence, school environments plagued with 

insecurity and poor sanitary conditions have a disproportionate impact on girls self-esteem, 

on their participation in class and on their retention capacity". (UNESCO, 2008). 

  

Table 2- School Enrollment (2011-2012). 

Level of education 
Total 

number 
Boys  Girls % of girls 

 Parity 

index  

Primary 734 493 356 221 378 272       51.50       1.06 

 

 

 

           Secondary general 

education 

     

1st Cycle 230 959 117 410 113 549 49.16 0.97 

      

      

2nd cycle  73 955 46 410  27 545 37.24 0.59 

      

            Source: Data aggregated by authors based on the 2011-2012 Statistical yearbooks, MEPSA/DEPS. 

  



20 
 

 

A typical school administration Office in Brazzaville, the Congolese capital  

Trends show that the participation of girls dropped from 51.50% at the primary level 

to 37.24% in the 2nd cycle of the secondary level. The higher the education level, the 

fewer girls there are. The participation of girls in the system has significantly 

improved since 2008. In fact, during that year (2008), gender parity stood at 0.92% at 

the primary level, 0.79% at the secondary level, and 0.48% in high school (MEPSA 

scorecard, 2010-2011). Although the number of girls in high school was only the half 

of their number in primary school in 2008, four years later that number was 

improved. In 2012, there was equal participation of both sexes at the primary level 

(slightly in favor of girls). A 0.97% rate in the 1st cycle of secondary school gives hope 

for a better future. With regards to the 2nd cycle, the challenges regarding gender 

parity still remain.  

 Retention throughout the system  

Retention rate refers to an education system's capacity to maintain all students 

admitted at the beginning of a given learning cycle until the end. Figures 2, 3 and 4 

illustrate this phenomenon.  
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Figures 3: Evolution of the retention rate in primary school  

Source: 2011-2012 Statistical yearbook, MEPSA/DEPS, 2013 

 

Figure 4: Evolution of the retention rate in secondary school (1st cycle) 

 
Sources: MEPSA 2010-2011 dashboard; 2011-2012 statistical yearbook, MEPSA/DEPS. 
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Figure 5: Evolution of the retention rate in the 2nd cycle (high school) 

 
Source: 2011-2012 Statistical Yearbook, MEPSA/DEPS. 

 

At all levels of the system, retention gives a rather highly contrasted picture. No 

specific confirmed trends appear. We have here a "broken" retention. 
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The situation of ethnic minorities  

The indigenous peoples, referred as 

Pygmies in some documents, have 

been long considered as second-class 

citizens. They are the most 

marginalized and vulnerable segment 

of the Congolese population. They are 

sometimes discriminated against and 

exploited for cheap labor. Because 

they live in the forest and in the 

outskirts of Bantu villages, they are 

not involved in the management of 

forestry and Community resources. 

Indigenous children still have low 

access to education. The Poverty 

Reduction Strategy Paper (PRSP), 

published in 2008, reports that results 

obtained at the end of the Knowledge, 

Attitudes and Practices (KAP) survey 

conducted among the indigenous 

population in 2006, show that more 

than 65% of adolescents are not 

educated. However, this situation has 

improved significantly among the 

indigenous population aged between 

10 and 13 (60% among boys and 45% 

among girls). The number of pygmies 

going to school during the 2007-2008 

academic year at the national level 

was 13,689 for the primary level (6,297 

girls), and 847 for the secondary level 

(333 girls).   This represents about 6% of the total number of students enrolled in 

primary and secondary schools. However, the Gender Parity Index (GPI) stands at 85 

and 65 respectively.  

P yg m i e s   in Congo 
In Central Africa, many Pygmy ethnic groups  still live 
mainly in the deep tropical forest spread between the 
two Congos, Gabon, Cameroon and the Central 
African Republic. In Congo, two main groups can be 
identified as the Babinga (North of the country) and the 
Babongos (South of the country). Others call them the 
"Akas", small forest people. Various other ethnic sub-
groups exist. They were originally nomad hunter-
gatherers, who adapted to forest life. Some reports 
hold that their small size (1.40 to 1.50 m at adulthood) 
is linked to an adaptation to their environment...  

   In Congo, Pygmies represent just 1% of the 
population, i.e. only about 40,000 individuals scattered 
throughout the territory. Many pygmies are sedentary 
during the rainy season living in the type of dwelling 
seen in Bihoua, and nomads in the dry season living in 
the forest igloo-like vegetable huts.  But sedentary life 
is increasingly becoming a permanent lifestyle, 
because of their cohabitation with the Bantu villagers, 
coupled with the disappearance of their culture and 
traditional forest dwelling…  In the Lékoumou region 
which hosts about 30% of pygmies in Congo, there are 
fifty villages where these people cohabitate. The 
Babongos of the Sibiti region speak different 
languages, including Bantu languages which they 
learned…  

On average, three-quarter of them have never gone to 
school. They are mainly employed by the Bantus as 
cheap labor in agricultural and forestry works...  

A law to protect Pygmies, prepared in 2004 by the 
Congolese government, was only enacted in 2011. A 
change in terminology, henceforth they are referred to 
as "indigenous people". But the loss of identity 
associated with alcoholism is rapidly growing, leading 
to a possible extinction of its people and cultures. The 
UNO is sounding the alarm, but applying the 
provisions of the law in the field is far from evident. 
The "Indigenous people" themselves are caught in a 
cruel dilemma between the traditional way of life and 
the attractions of modernity. 

Wikipédia Except_ Fabric's Blog  in Congo_ Published by  

Fabrice Moustic – in Art - culture - histoire 

 

http://voyage-congo.over-blog.com/article-pygmees-congo-lekoumou-109580791.html
http://voyage-congo.over-blog.com/tag/art%20-%20culture%20-%20histoire/
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The level of retention among pygmy learners is slow. In fact, of the 484 pygmy 

children registered in 1st grade in some Divisions (regions), like the Lekounou and 

Likouala, only 6 reach 5th grade, that is a retention rate of 1.22%.  

Non-enrollment of indigenous children is due to the distance between their homes 

and school and also to financial difficulties (physical and economic accessibility). 

Other factors include poor sensitization of parents to the importance of schooling 

and the burden of tradition. Nomadism, poverty, pygmies’ inability to adapt to the 

educational system, and lack of support are the key reasons for their dropping out of 

school.  

Initiatives have been taken by the State and its partners to accelerate the enrollment 

rhythm of indigenous children. The International Partnership for Human 

Development (IPHD) which is developing a school feeding program, free 

distribution of school kits, uniforms and textbooks, enrolled 1,300 indigenous 

children. The promotion rate to a higher grade stands at 90% and the drop-out rate is 

below 50%. Religious denominations through Caritas support the enrollment of 

indigenous children through the distribution of school kits. UNICEF also supports 

the enrollment of indigenous children through the distribution of school kits and 

vaccination. Measures to enroll the indigenous population carried out under the 

Congo/UNICEF project on "Basic Education and Equity", has facilitated the 

integration of 265 children out of the 1652 enrolled in public schools. In 2007, 4000 

school kits, made up of stationery and pairs of sandals, were distributed. The 

distribution was made with the involvement of other partners such as Caritas. 

Congo Government, in cooperation with the World Bank, has initiated an education 

program, the PRAEBASE5, which has a "Educational support component for Pygmy 

children". The innovation with this program is the establishment of a Technical 

Advisory Committee to support the enrollment of indigenous children in order to 

harmonize and coordinate the various stakeholders’ approaches. 

 

a. Adult Literacy 

 

Goal 4 of the Dakar Framework of Action is "improving by 50% levels of adult 

literacy, by 2015, especially as it concerns women and ensuring equitable access to 

basic and continuing education for all adults".    

                                                           
5
 The Basic Education Support Program 
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Literacy is considered as a fundamental right. It is the foundation for the EFA goals, 

poverty reduction and the extension of participation to social life (UNESCO, 2007)   

 

The team of national and international peers after a working session in Brazzaville  

If the number of centers, in absolute value, has increased, the number of facilitators   

has experienced an uneven pattern. The highest number was reached in 2004 and 

2007. The number of facilitators on its part has shown steady progress, reaching its 

peak in 2007, before dropping in 2008 and 2012. However, a few comments are 

needed. Concerning literacy centers, the number fell from 317 in 2007 to 299 in 2008 

because some centers were closed for renovation.  Regarding facilitators, the 

departure of some volunteers caused a fall from 633 in 2007 to 447 in 2008. The 

number of facilitators declined considerably between 2007 and 2008, dropping from 

13,772 to 8,906.  

The degree of literacy of a given group must be related to retention in primary 

school. After taking stock of the situation of literacy in Congo in the past few years, 

the reviewers addressed the issue of learning outcomes from a quantitative 

standpoint based on adult literacy retention. 
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Table 3 : Evolution of Literacy Structures  and Learners (2000-2012). 

 

Years Number of 

centers 

Facilitators Learners % of 

women 

   Total Women  

2000 65 153 2524 1409 55.82 

2001 82 106 3093 1835 59.33 

2002 109 282 4498 2556 56.83 

2003 86 220 3356 1932 57.57 

2004 160 556 6900 3763 54.54 

2005 179 254 7444 4292 57.27 

2006 176 449 8214 4814 58.60 

2007 317 633 13772 7470 54.24 

2008 299 447 9999 5950 59.50 

2012   8906 4746 53.28 

Source: Literacy department (DGEBA, MEPSA). 

Concerning this issue, the basic idea is that overall, primary education aims mainly 

but not exclusively to provide the enrolled pupils with a level of knowledge which 

will sustain their literacy till adulthood. As a rule, it is considered that the differences 

noticed between the countries reflect the difference in the quality of services offered. 

RESEN’s conclusions on this point show that the increase in the proportion of literate 

persons reflects the number of years of education, thus showing the importance of 

the time spent in school in the acquisition of reading skills. The results also show that 

the real takeoff takes place only after 5 years of schooling. In fact, after four years of 

schooling, only 27% of persons interviewed know how to read with or without any 

difficulty and only 4% can read fluently. For the same categories, this proportion 

slightly increases to 49% (about one in two adults) and 9% (about one in ten) 

respectively after five years of schooling. With six years of schooling, two out of three 

adults can read with or without difficulty.   

Overall, the end of the 1st cycle of secondary education (Grade 7 to 10) should be the 

target for achieving universal literacy retention in the case of Congo. In fact, 

according to the models developed with RESEN, no category in the population 

reached universal retention at the end of primary education. In the best scenarios, the 

percentage of adult literacy barely reaches 80% (for men in urban areas) after six 

years of schooling. The learner must reach the 10th year of schooling, and therefore 
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the end of the 1st cycle of secondary education, to be able to complete his/her basic 

education. Studies show that, after six years of schooling, a rural woman has about 

40% less chance to stay at school, than a man from an urban area.   

Analyses conducted by RESEN on Literacy retention in adulthood show that the 

variable with the greatest influence on literacy retention in adulthood is the number 

of years of studies. Therefore, with similar criteria (same number of years of 

education, same age, same place of residence), a man has more chances of achieving 

sustainable literacy than a woman. In the same way, urban learners have a slightly 

better retention than those from rural areas. These conclusions remind us that 

achieving goal 1 of the Dakar Framework of Action "develop and improve in all 

aspects early childhood care and education, particularly the most vulnerable and 

disadvantaged children" is a pressing need if we want to guarantee sustainable 

literacy of the population.    

b. Gender Parity and Equality  

Goal 5 relates to achieving gender parity and equality to "eliminate gender disparities in 

primary and secondary education by 2015 and achieve gender equality in education, by 

ensuring that girls have full and equal access to quality basic education ".   

In Congo, women account for more than half of the population. Therefore,  they are a 

significant socioeconomic and political potential. Actuality women are still 

marginalized in the management of public affairs. The PRSP (in its two versions 1 

and 2) has made gender one of the strategic areas of the national policy which is 

reflected by the goal stated as follows: "ensure that boys and girls have the same 

chances to access and continue school or training in a way that guarantees their 

performances and produce satisfying outcomes in every area of education" (gender 

policy).   

It can be noted that the gap between girls and boys is important in some cases. This is 

the case for the two basic indicators which are the RCR and the retention rate, in the 

context of achieving EFA goals. Here, the gap is 6 points in favor of boys with 

regards to the retention rate. Regarding completion, the gap between girls and boys 

in junior secondary school is reduced (less than 1 point in favor of boys), but an 11 

points gap in high school. It is important to stress that the gap that seems very large 

for the 2nd cycle of secondary school can be explained by the fact that at the end of 

junior secondary school, girls become victims of the school dropout phenomenon. 
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Table 4: Context and internal efficiency indicators (2011-2012 in %). 

 Gross enrolment ratio Completion rate Retention rate 

Primary Girls Boys Girls Boys Girls Boys 

124.29 117.09 84.42 76.81 76.20 82.26 

Secondary( 

1st cycle) 
Transition from primary 

to secondary education 

Access rate to 

secondary education 

1st cycle 

Completion rate 

Girls Boys Girls Boys Girls Boys 

75 80 52 60 54.32 55.51 

Secondary 

education 

2nd cycle 

Transition from 1st to 2nd 

Cycle 

Access to secondary 

education 2nd cycle 
Completion rate 

Girls Boys Girls Boys Girls boys 

29,1 40,3 28,33 37,74 15,84 26,84 

Source: 2011-2012 Statistical yearbook, MEPSA/DEPS, 2013. 

 

c. Quality of Education  

Goal 6 of the Dakar Framework of Action is expected to "improve all aspects of the 

quality of education in a spirit of excellence so that recognized and measurable learning 

outcomes are achieved by all, especially in Writing, Reading, Arithmetic and essential life 

skills". 

Enrolling all school-age children is great, but it is not enough. Education becomes 

meaningful only if learners actually have the possibility of learning, and the content 

of such learning is meaningful in their lives. The principle announced by UNESCO 

(2005) is shared by all education system analysts namely: "Education must enable 

children to fully utilize their potential in terms of cognitive, emotional and creative 

capacities". Achieving quality seems to be at the center of this approach. Credibility of 

education is assessed, among others, through the quality of the learning processes. 

Schubert suggests that "the global will to improve the quality of education is mainly 

motivated by student's inability to prove that they have achieved the level of education 

expected by their parents and Society" (ADEA, 2005: 57)  

In dealing with the concept of quality, it is generally considered that the classroom is 

the preferred context where quality is expressed through the work of teachers (the 

way they prepare and organize their work in class), students’ ability to learn (all 
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students are capable of learning), class management, and others. Ensuring quality 

should not mean encouraging a "disorganized teaching practice: where teachers and 

students are perpetually absent, the teacher lacks the required skills to ensure good education, 

the teacher does not follow a specific work plan, he just reads his book without using the 

board, gives few examples and exercises " (Caron and Ta Ngoc Chaû, 1998).  

Learning outcomes and the qualifications of the teaching staff will be examined in 

turn.  

 Learning Outcomes  

Learning outcomes are as important as assessment methods. However, the present 

study limits itself to the overall assessment of the production of the system without 

analyzing assessment procedures. 

With regard to learning, the use of data deriving from standardized tests (PASEC 

type) has the advantage of targeting progress made by students in a school year. This 

progress can be linked to the teaching conditions in each classroom/sample school 

(location, status, organization of the classroom/school, characteristics of the 

teacher/Principal) with in addition a monitoring of individual and family 

characteristics of each student concerned (age, sex, level of schooling of children, the 

wealth of the family). Results gotten from the tests also help to pinpoint the average 

acquisition level of students of a country as compared to the average level of 

students in other countries that have gone through the same tests. In the case of 

Congo, the results of the last standardized survey date back to 20091. Scores 

(calculated out of a total of 100) obtained by the pupils of the 2nd year in primary 

education tested at the beginning of the year in French and mathematics are 28.9 and 

48.6 respectively; against 44.3 and 45.2 at the end of the year.  

Concerning students in the 5th grade, scores in French and Mathematics at the 

beginning and end of the year were 34.2 and 43.5 respectively, against 34.2 and 35.8. 

On this point, PASEC report concludes that nearly 28% of pupils of the 2nd and 5th 

years suffer severe setback at school.   

Regarding school dropout, generally, the situation is characterized by high repetition 

rates. In fact, the average repetition rate in the primary school was 19.31% in 2010, 

25.75% in 2011, and 22.87% in 2012. In secondary and high schools, repetition rate in 
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2012 was 18.41% and 17.16% respectively. With regard to examination results, in 

2012, the success rate for BEPC6  was 53.68%, and for High School Diploma, 42.84%). 

 

 7Table 5: Distribution of primary education teaching staff by Department and status  

 

Department 

 

 

 

Number  

of 

teachers 

 

Women 

% 

 

Qualified 

teachers 

% 

 

Public 

service/Contract 

teachers 

 

Voluntary 

teachers 

 

Volunteer 

teachers 

Brazzaville 2013 80             87 98.85 1.15 0 

Pointe Noire 908 67            65 92.51 6.93 0.56 

Kouilou 274 72            62 80.29 19.34 0.37 

Niari 764          43    70 50 48.69 1.31 

Bouenza 957 28            51 59 39.70 1.25 

Lékoumou 360 30            45 60 40 0 

Pool 991 45             51 63.57 35.33 1.10 

Plateaux 658 36            48 64.43 34.19 1.38 

Cuvette 690 40             66 73.39 25.45 1.16 

Cuvette/Ouest 284 24             83 79.22 19.71 1.07 

Sangha 274 31            41 53.28 46.72 0 

Likouala 265 21            47 45.66 54.34 0 

Total 8438 51             68 72.37             26.82    0.81 

Source: Calculations by the national peer review team, based on the 2010-2011 Statistical yearbook, 

MEPSA/DEPS, 2012. 

 

  Teachers' Qualification  

The diagnostic made within the RESEN highlighted the impact of the initial training 

of teachers. In fact, it showed that in primary education, teachers with a high school 

diploma or holding a university degree are more efficient than teachers with a lower 

level of education; and there is an additional 6 points likelihood that children whose 

teachers have an Advanced Level or more will succeed. Overall, basic training seems 

to have a positive effect on students learning. Let's examine the situation of teachers’ 

qualification in 2011 based on available data. 

                                                           
6 

 GCSE, in British Education System 
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Disparities will be analyzed from a qualification, status (civil servant/contract 

worker, voluntary worker/volunteer), and gender perspective. The first observation 

is that only 68% of active teaching staff is qualified. In this respect, Pointe Noire and 

Brazzaville are by far equipped with qualified teachers (87% and 65% respectively). 

The Cuvette Ouest region is second with 83%. Marginalized regions include the 

Lekoumou (45%), the Plateaux (48), the Sangha (41%) and the Likouala regions 

(47%). 

 

 

A Classroom in Brazzaville during a lively lesson 

The second observation is that volunteers are concentrated outside the major urban 

centers, even though Brazzaville and Pointe Noire employ 1.15% and 6.93% 

respectively. In nine cases out of twelve, the participation of volunteers / voluntary 

workers in education is between 54% in Likouala and 25% in the Cuvette regions. 

The third observation is that feminization is essentially an urban 

phenomenon. Brazzaville holds the record with 80% while Pointe Noire holds 67%. It 

should be noted that feminization does not appear to be a handicap to teachers’ 

productivity. Indeed, the World Bank (2010) revealed that, all other things being 

equal, women are more effective than men, in the same way volunteers and the 

voluntary workers are more effective than civil servants. 
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On average students taught by a female teacher are 2% more likely to succeed, and 

students taught by voluntary workers and volunteers are respectively 9% and 5% 

more likely to succeed than students taught by a civil servant. 

The trends highlighted in the training and qualification of teachers in Congo (World 

Bank, op. cit.), are clear. For example, teachers holding a High School Diploma or a 

BA8  are more effective than teachers with a lower academic level. It was observed 

that children whose teachers hold the High School Diploma or higher degree are 6 

points more likely to succeed. Initial training seems to have overall a positive impact 

on students’ learning, apart from teachers holding a teaching BAC. Overall, the 

average probability of success rises by 2.2 points when the proportion of trained 

teachers increases by 1%. In an international context where the decisive role of 

teachers in the delivery of quality education (professional development of the 

teacher, educational reform) is increasingly emphasized, there is reason to worry 

about this situation. Indeed, it is increasingly considered that education systems are 

facing far-reaching issues (diverse needs of learners: citizenship education, 

awareness against HIV/AIDS, etc.). It is in this sense that Bipoupout et al. (2008)1 

notes that among the factors that determine the challenges that may be faced by the 

school, the training of teachers is included. 

To conclude this point, boxes 6 and 7 present the trends related to reference elements 

for effective primary education. 

 

Data presented in the table below show that Congo was not in the right path to 

achieve its intended goals as it regards EFA. For example, concerning the Student-

Teacher ratio, the gap was 19 points; regarding the proportion of students in the 

Private Sector the gap was 23 points; for the Repetition Rate it was 9 points. 

 

 

 

 

1 Bipoupout, C. et coll.(2008), Train to change the school, Paris : Edicef / OIF. 

                                                           
8
 Bachelor of Art, equivalent to the ‚Licence‛ in the French School System or the GCE 

A Level in the British Education System 
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Table 6: Reference elements for effective and good quality primary education ( 

Source: Congo's position in 2011). 2005 statistics 

 

d. Early Childhood Care and Education (ECCE)  

Regarding Early Childhood Care and Education the Goal set by the Dakar 

Framework for Action is to "develop and improve all aspects of early childhood care 

and education, particularly the most vulnerable and disadvantaged children". 

ECCE is considered as a factor that would facilitate learning once the child gets in 

primary school. ECCE would contribute to his/her well-being; promote cognitive 

development, and facilitate his/her socialization. Acting on early childhood has a 

long term effect because nutrition and other care provided in early childhood will 

certainly have effects on the lifelong psychomotor development of the child. 

Variables 
Reference for 

2015  

Situation in 

the Congo 

Production of education  services 

   . Average salary of teachers (per capita GDP unit)  

   . Student-teacher ratio  

   . Current expenditure other than teachers’ salary  

     (% current expenditure) 

   . Average repetition rate (%) 

Financing of the system 

    . Government revenue (% of GDP) 

    . Current education expenditure (% of 

government revenue) 

    . Current expenditure for primary education     

(% current  education expenditure) 

    . Enrolment in the private sector (% total) 

 

3.5 

40 

33 

 

10 or less 

 

 

14 – 16 – 18  

 

20 

   

 50 % 

10 

 

1.8 

59 

        65.8 

 

19 

 

 

2.6 

 

12* 

    

25.8* 

33 
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Playground of a Congolese school at break time  

Many children, mindful of the low coverage rate at this level, do not go through 

preschool. Considering the last five years, it appears that the most significant 

increase was achieved between 2007 and 2008, with 15.79%. Since 2007, the gross 

enrollment rate at preschool has been constantly changing. The change was very 

significant between 2007 and 2008 (18.76%), followed by a 6.94% decline between 

2009 and 2010.  

Table 7: Key Parameters in Primary Education in the Congo Depending on EFA 

performance (2011). *measured in CFA F. 2005 statistics 

Variables  

Gross Enrollment rate (%) 123.28% 

Primary completion rate (%) 85.32% 

Government revenue, other than donations (% GDP) 2.6% 

Current  government expenditure on education  96,779* 

      In % of GDP 2.6% 

     In % of Government revenue 11.6% 

Current Government expenditure on primary education  13,118** 

      In % of GDP  

      In % of current Government expenditure on education  18%** 

Unit cost (% of GDP/inhabitant) 0.04** 

Average salary of teachers (Per capita GDP units) 1.8 

Student-teacher ratio  59 

Percentage of students in private schools  33% 

Average repetition rate (%) 19% 
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To support early childhood education, the MEPSA supported by UNICEF through 

the "Early Childhood Development" program, has been for more than two years, 

constructing community centers called "Early Childhood Development Complex". A 

total of 9 centers are operational with 456 students, including 285 girls. 

Constraints affecting early childhood development in the Congo are mainly due to 

the absence of relevant ECCE program aiming at ensuring that children are in good 

health and are well fed so that they are able to learn. The Demographic and Health 

study (DCAT-I, 2005) reached the conclusion that early childhood in Congo is still 

fragile. 

g. Addressing Learning Needs of Young People and Adults 

"Addressing learning needs of all young people and adults while ensuring equitable access to 

appropriate programs which have as objective knowledge and skills acquisition needed in daily 

life is an essentially qualitative goal and thus difficult to quantify. " 

In addressing young people and adults with special learning needs, it must be 

assumed that each learner is a specific case, with its own challenges. For instance 

cognitive needs, learning environment conducive to learning, teacher profile are 

different from one learner to another   etc.   

In Congo, data show the educational system is not well equipped to face such 

challenges and to deal with the diverse needs of young people and adults with 

special learning needs: too often the teaching strategies are inflexible; the program 

inadequate; the means insufficient or inappropriate. With respect to Goal 3 of the 

EFA framework, the core problem is that education is not viewed from the 

perspective of inclusion. Actually, strategies are not adapted to children who cannot 

learn normally; inclusive approaches are barely used; the implicit demands of 

learners who are at risk of exclusion are not fully taken into account because of the 

rigidity of the educational system. 

The literacy rate for 15-24 year-olds has increased by only 1.6 points in 6 years (from 

2005 to 2011). At this progress rate one cannot hope to achieve the target of 100% by 

2015, unless efforts are made to overcome the lack of funds and infrastructure as well 

as the lack of qualified staff. 

 In Congo, non-formal education is generally restricted to literacy and re-enrollment 

of dropout and non-schooled children. Re-enrollment consists of catching-up and 
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upgrading the level of out-of-school children and adolescents. The aim is to ensure 

their inclusion into the formal school system and professional training and/ or 

apprenticeship. 

The literacy sub-sector had a total of 300 literacy centers in 2010, which represent an 

increase when compared to the statistics collected in 2005 (179 literacy centers). 473 

facilitators are working in these centers, including 222 women (about 47% of the 

total).  

As a consequence, enrollment in literacy centers rose from 7,484 in 2005 to 9,802 in 

2010. During the same period, women’s participation in the staffing reached 56.3%.   

The re-enrollment experimented in Brazzaville, within the framework of the AREPA 

Project (literacy component), inspired the creation of other centers in the regions of 

Bouenza, La Cuvette, Niari, Pool, Kouilou and Pointe Noire.  This re-enrollment 

approach took into account the education of ‚indigenous children‛ in the non-formal 

basic education centers "ORA Schools"9 based in the Likouala and the Sangha 

regions.  

Currently, the re-enrollment program has a total number of 87 centers including 22 

ORA schools with a total enrolment of 5,824 learners, with a slightly dominant 

proportion of women (51%). 

To ensure smooth running of these centers, the Minister appoints, every year, a staff 

that is dedicated to teaching and to administering the learning processes. Re-

enrollment centers are established in public primary schools using the same facilities 

as the ORA schools. 

In the area of skill development (functional literacy), 512 out-of-school children have 

been integrated in workshops to be trained in small jobs. This training provides 

targeted skills to the beneficiary's needs for integration in the employment 

environment: Mechanics and driving, carpentry, sawmill, agro-pastoral farming, 

sewing, catering, food, building, etc. From 2000 to 2009, one thousand (1000) children 

were reintegrated into the formal system including 400 children from ORA schools. 

                                                           
9
 ORA stand for ‘Observing’ – ‘Thinking’ – ‘Acting’. It is a participative approach 

successfully implemented in Central Africa  
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B. Trends, Constraints and Challenges in the training of teachers and 

managerial staff. 

With the EFA Goals all children must be enrolled in school, and they must complete 

the primary cycle. Moreover, the system must provide the enrolled students with 

minimum Core skills (ADEA, 2005). Conditions must be fulfilled to achieve this 

challenge. The following section discusses this issue on two standpoints: (1) the 

training of teachers and managerial staff, and (2) constraints in achieving the EFA 

Goals and the MDGs. 

"L’Ecole des Trois Francs" in Brazzaville, is a reference school as it is one of the oldest in Congo 

 

1. Training Teachers and Supervisors 

a. Pre-service Training   

The education system in Congo organizes the pre-service training of teachers at three 

levels: 

- At University level: there are higher education institutions that train teachers 

for the 1st and 2nd cycles of secondary school; 

- At the secondary level, there are institutions that train mainly primary school 

teachers in areas such as sports and physical education, music and drawing; 

- At the post-secondary level, there are institutions that also train primary 

school teachers. 
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Two higher education institutions are responsible for the pre-service training of 

teachers of the 1st and 2nd cycles of Secondary Education. They include the Ecole 

Normale Supérieure (Higher Teachers Training School) (ENS) and the Higher 

Institute for Physical Education and Sports (ISEPS). These institutions are among the 

eleven institutions that make up the Marien NGOUABI University, the only public 

institution currently in charge of higher education in Congo. It can also be noted that 

these two institutions are all located in Brazzaville. 

Primary school teachers are trained in Teacher-training institutions. Admission into 

these is done through competitive examinations open to all girls and boys who hold 

a BEPC10 or a High School Diploma. Admission tests are organized under the 

responsibility of the Technical and Vocational Education and Competitive 

Examination Board (DECTP), which conducts, every year, registration campaigns for 

State Examinations and Entrance Examinations. The later, is designed for 

professionals in the public and private sectors who wish to move to upper ladders. 

Here, the classes are essentially retraining/refreshing courses which last 2 to 3 years 

and which leads to a National Diploma that authorize the holder to teach. In ENI this 

diploma is called ‚Certificat de Fin d’Etudes des Ecoles Normales‛11 , the CFEEN).  

See below a table on the number of teachers trained in Congo. 

 

Table 8: Summary of Graduates trained between 2009 and 2010 

 

            Year 

Schools 
2009 2010 2011 2012 2013 TOTAL 

ENI-Owando 36 63 36 51 64 250 

ENI-Dolisie 135 123 52 120 141 569 

ENI-Brazzaville 159 132 106 185 365 947 

Total (ENI) 332 318 194 356 570 1770 

Source: National Peer Review Team 

 

At the level of Secondary Education, 2,701 teachers were trained as shown in table 9; 

below. 

 

                                                           
10

 BEPC is the equivalent of the GCSE in British education system 

11
  Teacher Training School Certificate (CFEEN) 
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Table 9: Summary of Secondary School Graduates trained between 2006 et 2013  

 

Number of 

teachers 

2006 2007 2008 2009 2010 2011 2012 2013 Total 

Junior 

Secondary 

School 

61 53 115 72 75 128 135 265 1543 

High school 95 1E39 111 117 149 145 203 188 1158 

Total 156 192 226 189 224 273 338 453 2701 

Source: National Peer Review Team 

b. In-service Training  

The competence of the teaching staff is an important condition to the continuous 

quest for quality. It is within this context that the Ministry of Primary, Secondary 

Education and Literacy (MEPSA) implemented an in-service training program for 

teachers and managerial staff. Training activities were conducted within the strict 

framework of projects in partnership with non-national structures. In fact, since the 

early 2000s, several actions have been deployed in the area of in-service training of 

teachers, particularly in the implementation of the Basic Education and Literacy 

Development Support Project (AREPA) and the Support to Basic Education Project 

(PRAEBASE): 4,857 primary school teachers were trained under the PRAEBASE 

project in 2005 and 2006. Under the AREPA project, 1,130 teaching and supervisory 

as well as managerial staff were trained. 

These actions continued between 2010 and 2012, trainings were conducted by the 

network of regional education trainers. These networks are made up of inspectors, 

educational advisers and secondary school teachers. They were established in 2002 

by the National Institute for Pedagogical Research and Action (INRAP). The 

objectives set for these networks were:    

i) ensuring decentralization and improvement of training;  

ii) providing support to teams in school districts. The 180 network members have 

benefited from capacity building every year during the two phases of the 

PRAEBASE project. The training was provided to 1,697 voluntary primary 

school instructors, 8,254 elementary school teachers, 4,158 secondary 

school teachers, 2,548 head teachers, 945 inspectors and pedagogic 
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advisers. For each training, the following procedure was set up:i) 

identification of training needs, ii) development of training targets;  

iii) preparing training curriculum for primary and secondary school teachers. 

Such tools were developed with the collaboration of three MEPSA 

technical services, namely: l’Inspection Générale de l’Enseignement 

Primaire, Secondaire et de l’Alphabétisation (IGEPSA) (General 

Inspectorate of Primary and Secondary Education and Literacy), the 

Directorate of Continuous Education (DFC) and the Directorate General of 

Basic Education (DGEB). Overall, eighteen syllabuses and five competency 

frames of reference have been produced under the PRAEBASE project. 

The training of volunteer teachers is provided to a total of 2000 unqualified 

teachers. In fact, 1,697 were involved, that is a little above 85%. The training lasted 26 

days each year, from 2010 to 2012.  

Regarding teachers with a basic education certificate, 6,092 benefited from the 

training. The objective was to train 6,000 teachers. The achievement rate was at 36%; 

the overall number of certificate holders being 16,526 teachers for the 2011-2012 

academic year. 

Training of 1st cycle secondary school teachers focused on the following subjects: 

mathematics, physics, physical sciences, French, life and earth sciences, English, 

history and geography. 

The training of school principals was provided to 2,548 Principals on the estimated 

need of 2600 (i.e. a completion rate of 98%). A syllabus was developed whose content 

was based on pedagogical, socio-cultural and sports management; administrative 

and human resource management, financial management and school heritage as well 

as managing relationships with partners. 
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The « Sœur Marguerite » school is one of the learning structures that strive to include vocational training in the 

curriculum 

Supervisory staff included 532 inspectors and pedagogic advisers, among which 

were: heads of school districts (ICCS), inspectors in charge of pedagogic activities 

(ICAP) and the main pedagogic advisors (CPP). The training focused on classroom 

practices, monitoring, assessment, administrative management, supervision and 

training of recruited staff, volunteer teachers, i.e. about 17% on a total of 4,055 

workers trained in 2010 nationwide. 

c. Relevance of the Training Implemented  

Interviews conducted by the international peer reviewer team members revealed that 

beneficiaries of the training are satisfied with the training content. About 69.70% 

claimed that such training content met their expectations and 70% declared that the 

themes developed during the training were tailored to their needs. 

Efforts made as part of the in-service training of teachers and supervisors are 

enormous. However, it is useful to wonder about the effects of this training on 

beneficiaries. An assessment of the trainings was done in 2012 to mark the end of the 
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PRAEBASE12 project. The study covered 702 staff members, including regional 

network members, pedagogic inspectors and advisers, newly recruited teachers 

(10%). Teachers recognize the validity of trainings, which were beneficial to them 

(91.60%). Overall, the trainings enabled them to acquire necessary pedagogic 

information in a bid to be conversant with pedagogic tools (e.g. the horizontal 

progression sheet), to perfect the teaching of various disciplines. Concerning the 

progression sheet, the training succeeded in actually implementing the approach of 

presenting the horizontal progression sheet with its various parts. The effort made by 

trainers in terms of ownership and identification of general and specific objectives by 

the participants in the training, was noted. All training participants acknowledged 

that the trainers had demonstrated a mastery of their areas of specialty (74.40%). 

The training was based on material (syllabus) drawn from different areas. On this 

point, it was noted that the syllabuses contributed undeniably during these trainings 

because they helped to build a consensus between the trainers and teachers in 

training around the teaching/learning materials. Overall, the training content was 

approved by the participants (81.60%), and was selected based on the training 

objectives (66.40%). The reliability of teaching provided was also underlined 

(71%). Ultimately, participants agreed that the training helped to strengthen their 

teaching practice (77%). 

d. Effects of the Training on the Beneficiaries 

The effects will be analyzed from the availability of teaching materials and the 

trainees’ capacity to manage the teaching/learning process. The focus will be on: i) 

the use of the curricula or syllabi, ii) the use of the pedagogical sheets, iii) the 

teaching itself, iv) the assessment of student’s achievements. 

Regarding the curricula, all teachers possess this tool that is required to design the 

monthly schedules. The training had planned a theme on the ownership of these 

curricula.  

                                                           
12

 "The external assessment Consultation Report for the implementation of the 

training program realized in 2010" (from February 22 to March 22), by J. MPEMBA, 

PRAEBASE Consultant. 
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The assessment report shows that monthly planning based on the curricula is not 

well mastered. The interviews suggest that school supervisors (inspectors and 

pedagogic advisors) should invest more in supporting teachers. 

Concerning the use of the pedagogical sheets, some teachers face difficulties in 

formulating operational objectives, and a large number show inability to use the 

sheet itself. It is not unusual that a teacher after preparing the sheet properly is 

unable, during the presentation of the lesson, to follow the plan which he/she 

designed in the sheet. 

Concerning class management, the use of the pedagogical sheets seems rather 

inconsistent. Although efforts by some teachers are remarkable, cases of poor or non-

use of the lesson plans were identified during the field visits. It is also worth noting 

that, in some cases observed by the reviewers, operational goals and learning 

activities do not match with the teaching/ learning strategies utilized by teachers in 

the classroom. 

In terms of assessment, given the realities observed in the field, teachers clearly 

identify assessment items, but exploiting the different findings obtained following 

this assessment for possible remedial instruction, is a real bottleneck. In fact, 

recurring remarks have focused on the difficulties encountered in assimilating 

assessment techniques during lessons. For these reasons, predicting and preparing 

remedial exercises is a difficult task for teachers.   

Finally, on the training process, it appeared that there was no training plan drafted 

with well formalized actions. These were mainly focused on teaching the subject 

matter, ownership of the curricula, dismissing all other important dimensions that 

rose with in-service training situations. 

The findings based on the training of teachers and supervisors showed a 

contradictory picture. 

Concerning the progress made, the following can be noted: 

- the information system set for disseminating school curricula and pedagogic 

innovations is good; 

- institutional demand is effectively translated into teacher training activities; 

- teamwork is promoted;  

- changes and innovation are promoted; 
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- methodological training related to learning acquisition and social skills is 

rather good. 

Concerning the challenges ahead, the following could be noted: 

- the way training is organized does not promote participatory activities, i.e. 

finding ways to improve teaching skills through a common reflection between 

teachers of the same subject matter and between teachers and students. What 

is applied is what is provided for, in advance in the syllabus; 

- usually, training of adults appeals, among others, to their responsibility. This 

has not been the case with the way teacher training is implemented; 

- training does not promote teacher autonomy with a view to helping them 

better manage the teaching/learning process; 

- teaching of subject matters needs to be improved; 

- contents of such subject matters (mathematics, French, life and earth sciences) 

need to be strengthened; 

-  existence of content-based classroom practice is a reality, but a theoretical 

contribution to general contents which is required to better ensure the act of 

teaching (contribution to child psychology, sociology of education, etc.) must 

be strengthened; 

- absence of an attempt to apply an assistance theory in psychology, for 

example, interview exercises for supporting low achievers psychological 

methods are not used to help tutoring students in need 

 

C. Opportunities and Constraints in Achieving EFA goals and MDG  

To address the enduring challenges encountered with achieving the EFA Goals and 

the MDGs, a research methodology was used based on the premise that those 

involved directly or indirectly in the management of Education are better placed to 

talk about such a complex issue. For this reason, the sample selected comprised 

Executives working in Ministries in charge of Education. This included: 

 15 Executives from the Ministry of Primary, and Secondary Education and 

Literacy;  

 1 Senior Officer from the Ministry of Technical Education and Vocational 

Training, Skills Development and Employment;  

 3 Executives from the Ministry of Higher Education; 
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 8 Regional school district inspectors (CBCI) and; 

 4 Technical and financial partners (UNICEF, World Bank, AFD, UNESCO). 

Given the limited number of subjects studied, both qualitative and 

quantitative methods were used in data collection in order to analyze the 

relationships between different variables that could explain the obstacles that 

hinder the achievement of EFA Goals and the MDG related to education. 

As the process unfolds it was noted that Executives from the Ministry of Higher 

Education did not have sufficient information to document achievements made with 

EFA Goals and the MDGs, therefore, their inputs were not considered. Actually, this 

suggests a lack of partnership between Pre-university Education and the Higher 

Education.  

Structuring of Interviews 

The research questions were structured around the following topics  

- Progress made in achieving MDGs and EFA Goals (Q2, Q4, Q6, Q12, Q13); 

- Constraints, challenges and bottlenecks impeding the realization of the MDGs 

(Q5, Q7 and Q 10). 

 

Korean and Malian International peers interviewing the Principal of a school in Brazzaville  
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1. Overview of Progress towards Achieving the EFA Goals and MDGs  

a. In Primary Education: 

Regardless of the category of respondents, the progress made in Access to Primary 

Education is mentioned in such areas as GER (Gross Enrollment Rate), GRR (Gross 

Retention Rate), NER (Net Enrollment Rates) and CR (Completion Rate). Figure 5 

illustrates this trend. It appears that coverage is mentioned in almost 40% of cases, 

against 22% with regards to free education, and 5% for other categories (free 

textbooks, enrollment of ethnic minorities, eliminating gender disparities). 

 

Table 10: Progress made in achieving EFA goals and MDGs (in terms of number) 

 Administration ICCS Partners 

Coverage 21 14 4 

Free education 2   

Pre-school Development  2   

Free textbooks 1 1  

Enrollment of ethnic 

minorities 

2 1  

Eliminating gender 

disparities 

1   

Total 29 16 4 

Source : National Peer Team 

 

Figure 6: Progress made in achieving EFA goals and MDGs (in %) 

 
Source: National Peer team survey, March 2014. 

It should be noted that all technical and financial partners identify Access as a first 

priority. The Executives of the Ministry mention Access in 72% of cases, and school 

district heads do so in 78% of cases. It can be concluded that progress in terms of 

Access is the key element to achieve progress in achieving universal primary 

education. This overall situation was made possible thanks to the political will in 
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implementing some policy options, including the recruitment of teachers, 

construction of schools and support from technical and financial partners. 

b. Policy Options that are Conducive to the Achievement of EFA Goals and 

the MDGs 

Policy options that contributed to the achievement of EFA Goals and the MDGs 

include the construction and rehabilitation of school infrastructure (particularly 

classrooms), capacity building undertaking for teachers, the implementation of free 

enrollment, the distribution of textbooks and the recruitment of new teachers. Table 

11 below shows the main trends for the different categories of interventions. 

Table 11: Policy Options that contribute to the achievement of EFA Goals and the MDGs  

 Administration ICCS Partners 

Construction and 

rehabilitation 

Capacity building for 

teachers 

Free enrolment and 

textbooks 

Recruitment of teachers 

School canteens 

Partnership 

Others13 

7 

7 

11 

 

4 

3 

3 

7 

4 

7 

 

9 

 

3 

2 

3 

5 

4 

- 

 

3 

 

3 

3 

3 

1 

Total  39 33 17 
Source: National Peer team Survey, March 2014. 

Free enrollment and distribution of textbooks appear to be a strong option in the 

policy towards achieving EFA Goals. Whatever the category of interviewees, this 

action was mentioned first (28% of cases among the senior officers of the Ministry, 

27% with school inspectors and School District supervisors14 and 17% with partners. 

                                                           
13

 This category includes several aspects raised a few times: enrollment of indigenous 

children (1 time), equal opportunities (1 time), compulsory schooling (2 times), etc. 

Considering this dimension in the analysis, could bias it 

14
 Circonscriptions Scolaires (ICCS) 
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Next is capacity building for teachers, construction and rehabilitation of school 

infrastructure, teacher recruitment, and partnership development. 

Two poles are highlighted in this table: i) strengthening institutional capacity by 

addressing the issue of teachers, materialized by capacity building and recruitment, 

as well as the construction and rehabilitation of school infrastructure, ii) support 

actions through the construction of school canteens, free enrollment and distribution 

of textbooks. Figure 6 below explicitly illustrates this. 

Figure 7: Main Education policy options that contribute to EFA Goals and the MDGs  

 
Source: March 2014 survey from the National Peer Team. 

 

c. Major Constraints, Challenges and bottlenecks  

What is highlighted in the last national monitoring report on progress towards 

achieving MDGs is clear enough as it concerns the magnitude of the challenges to 

meet in order to achieve EFA Goals and the MDGs. In essence, the report 

underscores that "analyzing the progress of MDG indicators in Congo in this 3rd 

national monitoring report on the progress towards the MDGs in Congo conclude 

that despite progress in some MDG targets, it will be difficult for the country to 

achieve most MDGs by the 2015 deadline if substantial and focused efforts are not 

made to remove some obstacles to the achievement of these goals. In particular, the 
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poverty rate remained high in 2011, hovering around 46.5%.This rate is higher in 

rural areas (74%).  

 
International peers and the School District Supervisors during an interview of a teacher at «Sœur Marguerite» 

School  

d. Policy Options that do not Contribute to the Achievement of EFA Goals 

and the MDGs 

Talking of policy options in this context is misleading as the term "option" must be 

understood as an explicit (conscious) or implied (unconscious) action in the 

monitoring of the education system. One may rather talk about factors which did not 

play the expected facilitating role in the achievement of EFA Goals and the MDGs. 

There are several factors which hampered the achievement of EFA Goals and the 

MDGs, namely: shortage of teachers, poorly trained teachers, inadequate and 

precarious educational facilities, poor working conditions of teachers and pupils and 

poor distribution of teachers amongst the various schools. 
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Table 12: Factors Hindering the Achievement of EFA Goals and the MDGs 

 Administration ICCS Partners 

Shortage of teachers 

Inadequate and precarious educational 

facilities 

Poorly trained teachers 

Poor working conditions of teachers 

and pupils  

Poor distribution of teachers among 

the various schools 

Inequity in relation to school access  

5 

5 

 

4 

3 

 

- 

 

3 

4 

- 

 

- 

3 

 

3 

4 

- 

 

- 

- 

 

4 

 

- 

Source: The 2014 national Peer’s study 

 

On a scale of 1 to 5, it emerges that according to all the categories of respondents, the 

shortage of teachers is the main hindering factor (5 points for Ministry Officials, 5 

points for School District Managers and partners). Next, are the poor working 

conditions. It is important to note that partners put the poor distribution of teachers 

amongst schools on the same level of constraint as the shortage of teachers. This 

makes sense because the two factors are related. In addition, among ministry officials 

3 points out of 5 is allotted to the issue on inequalities. 

The issue of teacher’s assignment is one of the most pervasive institutional obstacles. 

It is at the heart of the system's performance. Therefore, it is analyzed in depth in the 

following. 

 

 The Distribution of Teachers in Schools  

 

Table13: Evolution of the Overall Provision of Basic Education (Public Sector, 2007-2011) 

Academic 

Year 
Number of Schools 

Number of 

Classes 
Teachers Pupils 

2006-2007 1854 4223 4728 404101 

2007-2008 1867 4947 5955 408961 

2008-2009 1878 4364 5301 434170 

2009-2010 1885 4484 7877 453016 

2010-2011 1885 7839 8338 490578 

Source: 2007-2008 statistical Yearbook, DEPS/MEPSA. 
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The overall situation highlights the following trends: (i) the Pupil-Teacher Ratio have 

improved. It moved from 1 teacher for every 161 pupils to 1 for every 101 pupils in 

five years; (ii) the teacher/class ratio also improved from 0.51 teachers for 1 class to 

0.82 for 1 class at the end of the period. In spite of the improvement in the 

student/pupil ratio, a lot still needs to be done. 

Table 14: Factors Indicating the Size of Schools and Organization of Teaching, Public 

Sector (2011) 

 

Regions Teachers/school Teachers/class Classes/school Pupils/teacher Pupils/class Pupils/ 

Brazzaville 17.21 1.61 10.67 58.88 94.97 1012.97 

Pointe Noire 11.64 1.43 8.14 69.38 99.21 807.67 

Kouilou 2.58 0.82 3.14 75.30 61.95 194.63 

Niari 3.50 0.98 3.57 56.58 55.56 198.29 

Bouenza 4.93 0.92 5.66 59.75 54.93 294.74 

Lékoumou 4.09 1.20 3.40 46.69 56.22 191.01 

Pool 2.90 0.99 2.92 46.15 45.80 133.67 

Plateaux 2.60 0.90 2.89 59.74 53.70 155.38 

Cuvette 3.15 0.89 3.53 43.57 38.89 137.26 

Cuvette-

Ouest 
2.33 0.59 3.98 59.61 34.78 138.28 

Likouala 2.22 0.62 3.57 127.91 79.52 283.57 

Sangha 4.15 1.31 3.17 45.30 59.38 188.05 

Total 4.42 1.06 4.16 58.84 62.58 260.25 

Source: These data were obtained from the authors' calculations based on the 2010-2011 Statistical 

Yearbook, 2012 MEPSA/DEPS 

 

A "cyber Lab" under construction in a teachers' training school 
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In spite of the development of information and communication technologies, the old 

habit of direct and personal contact between teachers and pupils, especially in 

primary education is still the way. "In fact, the teacher has an important role in the 

organization and orchestration of teaching resources and aids, for the greater good of 

education‛(Williams 1979: 14). Teaching conditions in the country must therefore be 

standardized in the various schools for better efficiency and equity) and teachers 

made available to all schools and other education centers regardless of their location 

in the country. On this basis, the number of pupils enrolled in a school must strictly 

correspond to the resources and number of teachers available in that school. In other 

words, schools that have enrolled the same number of pupils must have the same 

number of teachers and schools recruiting the same number of teachers must enroll 

approximately the same number of pupils. 

 

 

A discussion among international peers (up front, right) in a schoolyard where the End-of-the-Year Examination 

sheets are compiled (the blue containers on the left). 

The data inside table 8 shows that the number of teachers per school varies from 

more than 17 in Brazzaville to more than 2 in Likouala; Pointe Noire has more than 

11.  The size of classes and schools reduces as one moves away from urban areas 

(Brazzaville and Pointe Noire, mainly). This can result in situations where some 

schools are tiny in size and enroll very few pupils, often in multiple grade class type, 

while others are overloaded. On all targeted indicators (the trends are below the 
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national average), three school districts are in a precarious situation: the Likouala, the 

Lekoumou and the Kouilou regions. The Kouilou and Niara regions which have 

approximately the same number of pupils (a difference of three pupils) do not have 

the same number of teachers on average (2.58 against 3.50). This situation affects the 

pupil/teacher ratio which is 75 and 56 respectively, i.e., a difference of 20 points. In 

the Department of Niari, the number of teachers seems to exceed the number of 

pupils. 

In large cities such as Brazzaville and Pointe Noire, some schools have enrolled more 

than 1000 pupils (the national average stood at 272 in 2011). This situation 

undoubtedly poses management and discipline problems. In the other Regions 

(which can be considered as rural areas), the situation is different: considering that 

the schools are generally small, teachers are obliged to serve as both administrators 

and teachers. 

The issue of teacher staffing in Congo has been analyzed (World Bank 2010) based on 

data from the 2004-2005 school year. The analysis revealed that the assignment of 

teachers in primary schools is not related to the number of pupils in these schools but 

to a "other factors". The modalities for assigning teachers to schools do not seem 

rational; the value of the determining coefficient R2 as calculated for the 2004/05 

school year was 0.62. This means that about 38% (1- 0.62) of the phenomenon does 

not obey to the number of pupils in schools. 

 

 Factors Related to School Organisation 

 

 Multi-Grade Classes in Primary School: 

The continuous existence of multi-grade classes remains one of the current trends in 

primary school. 

As the table below illustrates, the multi-grade class system has been practiced over 

the years. In the primary cycle, the proportion of multi-grade classes rose from 

38.85% to 41.86% (public sector) during the observation period. In the private sector 

on the other hand, this proportion dropped from 8.14% to 6.29%. The structural 

divide is closely linked to the departmental dimension. The School Districts that are 

mostly affected by the multi-grade class system are above the national average.  
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They include: Cuvette (52.26%), Kouilou (59.15%), Lékoumou (62.54%), Likouala 

(66.90%), Niari (46.27%), and Pool (56.57%).15   

Table 15: Evolution of Mono-Grade and Multi-Grade Classes by Level and Sector 

(2007-2011). 

 

School Year Sector Primary 

  CPU * CM** 

2007 Public 4,223 3,041 

 Private 6,161 546 

 Total 10,384 3,587 

2011 Public 4793 3046 

 Private 6251 420 

 Total 11,044 3,466 

    

Source: 2007-2008 Statistical Yearbook, MEPSA/DEPS, Brazzaville: 2009:8. ; * mono-grade class ** 

multi-grade class 

 

 Management of the Teaching Staff 

There are four types of teachers in the system: certified teachers who are civil 

servants, contracted teachers who are not certified but are recruited on a temporary 

basis, community volunteers16 and voluntary workers who are recruited on 

individual basis to fill certain gaps. Besides these categories, there are "other officers" 

whose status is not well known. On this basis (Table 5), civil servants and contract 

staff make up 72.37%, volunteers 26.82% and voluntary workers 0.81% (an 

obsolescent category). Generally, the status of volunteers is precarious: they earn less 

than civil servants and hardly benefit from other social advantages. The type of 

contract which they are offered can be challenged at any time. 

 

 

                                                           
8
 Volunteers (also called Community teachers, are PTA paid teachers) 

15
 Data derived from the authors' calculations based on the 2010-2011 statistical yearbooks, MEPSA/DEPS. 

 
16

 Volunteers (also called Community teachers, are PTA paid teachers) 
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 Financial Aspects Related to equity and the Distribution of Resources  

With respect to equity, the World Bank (op. cit.) proposes a complementary analysis 

on the impact of the journey time between home and school on enrollments in the 

primary cycle. The study reveals that if the journey time is considered in isolation, it 

has no significant impact on the access to and completion of this cycle. However, 

when considered with the gender and wealth of the families, the results are 

interesting and highlight socio-economic disparities. In fact, a girl from a poor 

background and living more than 30 minutes away from school is 20% less likely to 

access school than a boy from a wealthy background living less than 30 minutes 

away from school. In addition, this gap widens when it comes to completing 

education. This same girl is less likely to complete primary education as compared to 

a child (girl or boy) belonging to 20% of the most wealthiest and living less than 30 

minutes away from school. 

Regarding the ownership of resources earmarked for education, the study conducted 

by the World Bank (op. cit.) reveals that from a theoretical cohort of 100 individuals, 

about 5 children did not attend school and therefore did not benefit from the public 

resources allocated to education. The 3 others, who dropped out of the system, after 

the first year of the primary cycle, only enjoyed 0.2% of public resources allocated to 

education. By the end, out of the 100 children recruited in the first year of primary 

education, about 5 will attend university (post-secondary education) and will have 

consumed 44% of the resources allocated to the system. 

In this same perspective, the postgraduate Congolese (10%) use more than half of 

public resources allocated to education (52%). This hoarding of public resources is 

also due to geographical and family income factors. For example, if a child comes 

from a wealthy background (the richest 20%) he/she would stay longer in the system 

than a child from a poor background. As a consequence He/ She would consume up 

to 5.5 times more resources than a child from the poorest 20% families. 

The respondents also mentioned funding difficulties. Indeed, on a scale of 1 to 4 

points, financing obstacles in terms of "low level of educational funding and difficulties in 

the disbursement of funds" are mentioned by Ministry Officers (4 points) and by ICCS 

(4 points). These funding problems are viewed as a real stumbling block. 
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D. Perspectives 

After the 2000 Dakar Conference, the Government took concrete actions in the 

education sector to revamp the education system and guarantee basic education to 

all children: abolition of school fees; provision of free textbooks; recruitment of more 

than 6 000 teachers between 2 002 and 2010; implementation of the Governmental 

program to build 581 new classrooms and provision of more than 11 000 seats for 

students, re-launching of activities relating to adult literacy and non-formal basic 

education at national level and the design of new curricula, which include HIV/AIDS 

and civics education.  

All these initiatives were undertaken with the aim to achieve EFA Goals and MDGs. 

Unfortunately; the results have fallen short of the objectives. MAPSA needs bolder 

initiatives to be able to meet its commitments toward EFA. Such initiatives would 

include: 

- continuing and strengthening teachers' training to improve the quality of 

education. A program for in-service training of 3000 teachers is under 

preparation. The design of training modules is also currently being carried 

out; 

- launching of a school mapping program to better understand why 27% of 

pupils are unable to complete primary education, to identify all school 

facilities and to prioritize interventions that must be taken to foster progress 

towards universal basic education; 

-  implementing early childhood programs to scale up community early 

learning centers in all departments; 

-  revitalizing  literacy and re-enrolment actions through substantial funding of 

the national programs in this sector; 

- speeding up  the  enrollment process of indigenous children; 

-  increasing the proportion of the budget earmarked for education. 
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Part Two: The international peers' report 

 

EFA / MDG and Teaching Related Program Achievements  
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A. Education in Congo 

In order to better understand today’s policies that govern the faith of Congolese 

Education, it is important to realize that it has gone through successive reform cycles 

that left their imprint in the system. First, a major reform is launched, followed by a 

phase of implementation that is more or less successful, which leads to fundamental 

questioning of the entire reform. From such assessment another reform emerges and 

the process starts again. Three of these cyclic phases have played a key role during 

the last two decades and they largely explain the current situation of the Congolese 

educational system.  

The first of such reform, which emerged after the collapse of the Socialist governance 

in the 90s, was characterized by a deliberate attempt to break away from the ‘political 

and cultural certainties of the Single Party’. Therefore, this reform was influenced by the 

Breton Wood’s institutions which introduced Structural Adjustment Plan and 

proposed major changes putting an emphasis on basic education.  

After several years of implementation, marked by hard choices, a second reform 

phase was introduced which fundamentally questioned Structural Adjustment? The 

prominent  policy decisions of this period include ‘the withdrawal of the bill that had 

lowered retirement age to 50,  unfreezing of career advancement, reclassification of public 

servant career paths, and the revision of their administrative situation with financial effects, 

and negotiation of union  agreements” to protect the right of workers including that of 

teachers etc. 

Meanwhile, the country faced a painful civil war which considerably slowed down 

Congo economic development and significantly disturbed the functioning of its 

educational system. The third phase of reforms which began at the end of this war, 

favored ‘national reconciliation’. A new strategy is written down with ‘the New Hope’ 

policy. This latter aimed at consolidating peace, establishing security and reinforcing 

the country’s stability. It was a twelve-prompt policy with Education becoming one 

of the priority areas with the domains of interest focusing on improving educational 

infrastructures in order to achieve the six EFA goals and to resolve the teacher 

availability issue.  

With respect to education a ‚New Hope‛ was developed in 2002 and introduced in 

the National Action Plan for Education for All, the NAP/EFA. 
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NAP/EFA is a pivotal document in Congo’s effort to improve its education and 

achieve the EFA objectives on time. It is centered on two strategic areas: a Diagnosis 

of education structured around the six EFA objectives and the Guiding Principles 

and Strategies to achieve such goals.  

The International peers and a Congolese manager discussing on the best strategy for introducing and 

strengthening ICTs in Congo education 

Two other important documents enriched the educational architecture of Congo in 

the mid-2000s and have, as a result, constituted an essential complement to 

NAP/EFA: The Basic Education Support Project (PRAEBASE) from 2005-2008 and the 

National Strategy of Education for the Indigenous Population of Congo (SNEPAC) 

from 2005-2009.   

PRAEBASE was centered on four important components, namely: 

1. capacity building with regard to management, planning and the formulation 

of educational policies;  

2. restoring school infrastructure;  

3. improving quality, and 

4. Addressing the dropout issue and schooling pygmy children.  

In the second document, SNEPAC deals with education for the Congolese 

Indigenous People. It focuses on nine- priority areas, namely: 
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1. improving legislation on education, 

2. improving the provision of education,  

3. building teachers’ capacities,  

4. improving  the management of decentralized/devolved school structures, to 

take into consideration the strategy objectives,  

5.  enhancing learning contents and materials,  

6.  developing non formal education,  

7. strengthening Information Communication and Advocacy programs for 

indigenous, education,  

8. establishing a national schooling support program and  

9. mobilizing partnerships.   

 

The principal of one of the best schools in the capital (on the left) and the Brazzaville School District 

Supervisor (on the right) during an interview 

Essentially, the strategy during this period was based on achieving EFA 

objectives and MDGs to which Congo had subscribed. Changes were introduced 

in three domains required to ‘modernize’ the system: Access to education for all 

Congolese, improving Quality and promoting Equity.  
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These guiding principles were translated into seven directives for action: 

(i) Enabling free access to primary education;  

(ii) producing and distributing free school manuals; 

(iii)  increasing the number of teachers through a massive recruitment;  

(iv) improving infrastructure through the construction of new classrooms and 

the renovation of existing ones,  

(v)   reinforcing school facilities;  

(vi) re-launching adult literacy program, re-enrollment and non-formal basic 

education programs to meet the needs of the under-privileged and  

(vii) improving the management of the teaching staff financed under the 

budget of the Ministry of Primary Education, Secondary Education and   

Literacy (MEPSA).  

The main Development Framework, known as "The New Hope" covers the 2002-2009 

period. When it ended, another was launched to complete the activities that were yet 

to be implemented. This one was written in a second initiative called "the Path to the 

Future" and would run from 2009 to 2016. The main objective was to foster the 

modernization and industrialization of Congo in order to have a prosperous and 

beautiful country with good living standards.    

"The Path to the Future" is divided into two main categories: modernizing and 

industrializing the country through twenty components of which education is one of 

the priority areas.  

This area is divided into 13 major domains including, improving the quality of 

teaching and learning, enhancing the value of the teaching profession, promoting 

adult and youth literacy and integrating Information and Communication 

Technology tools in education, amongst others in the education sector. 

In addition to these measures, which were remarkable by their potential to generate 

major changes and impact on the overall system, Decentralization was later 

introduced. The aim of this measure was to have "a local administration at the service of 

development ", as well as in the area of education. In theory at least (although not in 

practice), this Decentralization would grant more autonomy to local, communal and 

regional structures. 

All these socio-political transitions and their effects on education, largely explain the 

complexity and the compromises that characterize education-related policy options 

in Congo.   
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Today, Congo is facing a series of challenges among which are pressures from the 

youth, an unprecedented population growth and rapid urbanization. In Congo, like 

in most countries in Sub-Saharan Africa, the population is predominantly young.  In 

fact, 67.5% of the country's citizens were less than 29 years old and 44%, less than 15 

in 2012.  

 
An IT lab for a teachers' training school that will soon be available to student-teachers. 

Moreover, Congo has a mainly urban population (62%) which is concentrated in the 

two largest regions of the country, namely: Brazzaville, the political capital (1.4 

million inhabitants) and Pointe Noire, the economic capital (650,000 inhabitants).  

The spatial distribution of the Congolese population and the high fertility rate will in 

the long run pose major challenges to the education system: inadequate 

infrastructure, inequitable distribution of teachers across the country, digital gap 

between pupils of different areas and regions with regard to Information and 

Communication Technologies (ICT), overpopulated primary schools, etc.  

Fortunately, the economic situation is very encouraging; it has greatly improved 

since the internal conflicts came to an end and should enable the country to address 

these challenges without much difficulty. Most macro-economic indicators of Congo 

are very promising which indicates that the country is experiencing sustained and 

inclusive economic growth.  
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Congo is a middle-income country. Its Gross Domestic Product (GDP) was estimated 

at USD 14.1 billion in 2013 and GDP per inhabitant at about USD 4,000 that same 

year17. During the 2008-2013 periods, the average annual growth rate of the real GDP 

per capita was 1.4% for a population that increased at an average rate of 2.6% each 

year (PND PRGASP). During the same period, the savings rate in GDP percentage 

rose to 56.8% while the debt rate dropped to its lowest level from 23.8% of the GDP 

in 201218. In 2010, Congo's fiscal balance stood at 18.8% of the GDP while there had 

been a significant deficit in the budget in a recent past. 

 It is in such a context that the policies and practices that were employed by the 

country to optimize the opportunities and define strategies to address persistent 

challenges with a view to improving educational and training performances in 

Congo must be examined.  

Considering the guidelines that provide a framework for the review mission by the 

peers in Congo and which suggest that the review should focus on the performances 

against the EFA goals and the MDG with a special emphasis on the issue of teachers, 

there are three possible courses of actions today:  

1. complement efforts already expended as part of the achievement of the Education for 

All objectives (EFA) as well as the Millennium Development Goals (MDG) to 

promote quality basic education for all Congolese; 

2. review the strategies used to address the persistent challenge related to the teacher 

problem in Congo; and  

3. promote a renovated and modernized form of governance. 

These three options are discussed below according to a plan, which for every 

recommended strategy has two sections: one section summarizes the achievements 

thus far as well as the challenges that remain; the other section explores the policy 

and strategy options that must be set up to optimize these achievements and address 

the problems not yet solved. The section ends with an analysis of some factors and 

conditions required for successful implementation of the proposals in the Congolese 

context. 

The study was limited by some factors which conditioned the methodological 

choices and to some extent, the results.  

                                                           
17 See: National Development Program in Congo: Poverty Reduction Strategy Paper 

(NPD/PRSP) 

 
18

 (NPD/ PRGASP) 
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B. Background 

The peer review, especially the section on field visits by the international team, was 

done under some conditions which could have limited the scope of the product of 

the study if corrective measures had not been taken to mitigate the effects. There 

were five main limitations which called for a special attention during the preparation 

of the review and its implementation: 

1. Constitution of the Peer Review Team At this level, the review in Congo faced 

a dilemma already encountered during the steering phase: expertise against 

political legitimacy. On the one hand, there was the need to constitute a 

multidisciplinary team with members from different countries and evaluators 

with proven experience in the management of African education systems and 

on the other, there was the need to take into account the fact that these experts 

were not officially chosen by these systems and therefore were not entitled to 

speak on their behalf. To solve this dilemma, the first step was to carry out a 

first identification of experts from ADEA and WGNFE board of directors as 

well as those of other units which have a thorough mastery of the issue at an 

international level. Next, these names were submitted to Congo’s focal points 

in order to get opinions. At the end of the process, the final team comprised 

people with sufficiently recognized experience to properly conduct the study, 

proven scientific authority to be credible at the international level and a 

comprehensive representativeness to reflect all the countries working with 

ADEA and Congo. These experts came from Burkina Faso, Korea, Guinea, 

Mali and Senegal.  

2. Scope of the Investigation: Peer review can conduct a comprehensive or 

partial analysis of the system under consideration. The former has the 

advantage that most educational reforms have a holistic character which cuts 

across several intra-sectoral levels while its causes and consequences cut 

across several inter-sectoral levels and spread to other areas of national life 

such as finance, industry, science and technology, women, etc. Therefore, it 

would be logical to state that to obtain reliable conclusions, the review must 

not only cover the entire sector but cut across other sectors like finance, 

industry, science and technology, the employment market, amongst others, to 

carry out a proper evaluation of education performances to address the 

country's needs.  
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Yet, this review deliberately chose to conduct a targeted analysis to make good 

use of the available time (barely ten days) and focus immediately on the 

persistent challenges (EFA achievements and the training of teacher-

supervisors). To compensate for this "snapshot" feature, the review made an 

intensive use of data assembled as part of the self-assessment and other 

evaluations such as RESEN. 

3. Review versus Assessment: Peer review is a deliberate choice to conduct a 

review that breaks away from traditional ones. Countries like Congo have 

already undergone comprehensive evaluations which led to the production of 

very elaborate and informative reports. However, these reports which are 

often very technical and expressive are kept aside during important decision-

making processes because the various stakeholders hardly relate to them. 

Consequently, peer review attempts to adopt a different approach by closely 

involving national capacities and working in a language and form which is 

accessible to political decision-makers and users of recommendations made by 

the review. This means that decisions must mainly be based on qualitative 

data. Unfortunately, this comes with drawbacks especially with regard to the 

reliability and comparability of the data collected.  

The review in Congo tried to circumvent such limitation by conducting an in-

depth study of the quantitative data contained in previous reports, 

particularly the Status Report on the National Education System (RESEN) and 

the National Development Program in Congo (NDP), the latter covering the 

period 2012- 2016 and proposing an operationalization plan for the vision of 

the "The Path to the Future ". Within this framework, its first book "Poverty 

Reduction, Growth and Employment Strategy Paper" (PRGASP) was particularly 

helpful. 

Similarly, the review tried to make up for the weaknesses of the qualitative 

data using the data contained in the Strategy Paper for Growth, Employment and 

Poverty Reduction Strategy Paper (PRGASP) and the National Plan for the 

Millennium Development Goals (MDGs). 

4.  Availability, reliability and documentation: The mission faced serious 

challenge regarding the availability and reliability of data. Despite the 

requests made on several occasions, most of the documentation was difficult 

to obtain. And even when the documents were available, most of them 

happened to be outdated. According to reports dating back to 2004, no serious 
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demographic survey had been conducted so far. Because of this, we often 

resorted to using estimates that vary from one file to another.  

In fact, there is a great statistical vacuum that corresponds to the social conflict 

and the post-conflict periods in Congo. These facts pose an overall problem of 

reliability of the data made available to us. 

 

International peers meet with  a Headmaster of a Second Chance School specialized on  

« re-enrolling » children who had abandoned school during the civil war 

To remedy this situation, the review tried to use more recent documents, 

including statistical yearbooks produced by the statistics department of the 

Ministry. Unfortunately, they were difficult to use, especially regarding   

quality and readability of the statistics which are generally incomplete and not 

disaggregated according to the years, the nature and function of the different 

educational expenses and subsectors.  

The review therefore opted to circumvent this problem by using at least five 

other documentary sources notably, self-assessment report, the accelerated 

growth strategy, data from the UNESCO Institute of Statistics, the EFA 2013-

2014 World report and the Country sheet of the World Bank.  
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Furthermore, the review conducted extensive interviews to collect a maximum 

of qualitative data that would make up for the shortfall in this type of data. 

Unfortunately, at this level, the problem of sampling cropped up. 

5. Sampling: The methodology was based on three essential steps: (1) firstly, 

documentation work, with particular emphasis on the review of the Congo 

self-assessment report; (2) field visit to collect as much information as possible 

at the base and discuss with national peers; and (3) a triangulation between 

the information collected during documentation work, those contained in the 

national report and the interviews. This process was intended to supplement 

the information contained in the self-assessment report and produce a first 

draft of the report which would be distributed, eventually amended and 

validated, If a part of this construction had not worked properly the whole 

process could have been affected. Meanwhile, for the specific case of 

interviews (step 2), it appears that for reasons of security and availability of 

those likely to be interviewed during the school holiday period, the Host Party 

thought it wise to limit visits in Brazzaville and its neighborhoods. Probably, 

some of the recommendations would have gained relevance if rural schools 

and decentralized services at provincial and local levels had been visited. The 

review tried to circumvent this problem by redesigning certain issues to the 

authorities of decentralized structures at the outskirts of Brazzaville. 

 

The results achieved by the review and the recommendations should be viewed 

through the prism that constitutes the limitations stated above, and the measures 

taken to mitigate their effects.  

The following section presents the findings and trends noted by the review regarding 

the achievements within the framework of the commitments made by Congo under 

EFA goals and MDGs. 
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 The two heads of the National and International team of peers taking notes during a field visit 

 

C. Revisiting programs related to EFA goals and MDGs  

 

1. Achieving the EFA goals and MDGs in Congo : a mixed balance sheet   

 

The measures taken in the wake of the civil war have had a considerable impact on 

the stabilization of the education system, but they may not be sufficient to achieve 

the EFA goals and MDGs (see section II of this report)11. 

In fact :  

a) In Kindergarten 

 

 At the pre-primary, though a remarkable progress has been made with regard 

to access, however:  

 

 The current performance which is at the neighborhood of 14% of GER remained 

below the African average and the target which was 70% ;  
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 Congolese preschool remained essentially an urban phenomenon and for a 

‘certain social class’. Preschool GER of highly urbanized regions like Pointe 

Noire (37.55%), Brazzaville (11.51%) and Plateaux (11.22%) far exceeds those of 

rural regions such as Lékoumou (2.59%), Bouenza (3.22%) and Likmala (3.41%). 

 

International peers in full session of reviewing information collected after a long day of interview 

 

b) In Primary Education 

 

In Primary Education, there was an extraordinary leap of the workforce. However: 

 

  This progress is essentially due to the expansion of private schools. In 1999 

barely 15% of students attended private schools; in 2011 already, this number 

had risen to 36%. This trend is mainly due to the good results recorded by 

private schools in national examinations. In 1999, success rate at the Primary 

Education Certificate (CEPE) was 64.3% in Government schools and above 

80% in Private schools. In the same year, for the Secondary Education 
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Diploma19 in British education system), the figures were 23.5% for 

Government schools against 49.4% for Private schools.20  

 

 Moreover, there exists significant imbalances between regions and between 

zones (rural, suburban and urban) hindered an equal opportunity to 

education for all Congolese children. The access rate at primary schools in 

rural areas for example, was estimated at 44.5% in 2009 against 84.7% in urban 

primary schools, a difference ranging from single to double. Consequently: 

Congo, like many other African countries, fails to achieve this specific "Last 

Quarter" that includes (1) girls, (2) youth from rural areas, (3) the poor, 

notably in the suburban zones of Brazzaville and Pointe Noire, (4) children 

with special needs, (5) ethnic and/or cultural minorities, (6) victims of  the 

Civil War that  devastated the country for a decade, and (7)others who have 

demonstrated lack of interest on conventional schooling, including formal 

education. 

 

 Among the consequences of the crisis is that of high repetition rate for all 

cycles and the difficulty to survive the last year of the primary cycle. In fact, 

the low success rate in national examinations in Government schools is a 

major challenge. Over 18% of primary pupils repeat their grades and among 

those who have the chance to continue, only 54.92% complete the first cycle of 

secondary education.  

 

c) Non-formal education 

 

 The situation is stagnating in non-formal education, which in Congo, is 

limited to the education of young people who do not attend school, school 

dropouts and those who have had delays in schooling. The re-enrollment 

programs have lost momentum and many of them only work with civil 

society organizations like the ORA schools. 

 

 As for the case of adult literacy (mainly dedicated in Congo to the 

disadvantaged groups, including "indigenous populations 12‛), measures were 

                                                           
19

 BEPC is equivalent to the GCSE in The British Educational System 

20
 As a reminder, this report was drafted before the Kigali Conference which drew the EFA 2000-2015 report and 

led to the same conclusions regarding the Congo education. 
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taken with regard to programs in favor of minority groups. But most of these 

programs are still formal in nature with a few adjustments to the target groups 

and contexts. The literacy rate increased from 80.4% to 83%, an increase of 

almost 3% from 1999-2012. 

 

 Furthermore, there is a very serious problem of updating literacy training 

related practices. Indeed, there are no courses in literacy training schools for 

teachers. Adult education courses are hardly taught in teachers’ training 

colleges. That is why we have inadequately prepared teachers for the difficult 

task of providing effective education within these groups that require special 

attention. 

 

 Quotas dedicated to literacy and non-formal education are notoriously low 

and have not changed since the 1970s. There is therefore a real difficulty to 

renew the pool of aged teachers. 

 Funding is insufficient and educational programs are of course, written and 

approved, but not implemented. In any case, the staff responsible for applying 

them does not seem to have a holistic approach. The links between the 

subsystems are not used, the non-formal and formal systems barely exist and 

the pre-vocational method is not included in the learners' training curriculum. 

 As for the informal sub-sector, it seems to be neglected by the education 

system, apparently because it is probably being taken care of elsewhere. 

 

d) Funding 

 

According to RESEN estimates in Congo, "the total expenditure borne by families in 2005 

stands around 15.4 billion FCFA, the latter mainly consisting of tutoring fees and financing 

costs for special classes. If we add to this amount the 65.9 billion of the State budget, we arrive 

at a total of current education spending of 80.1 billion. This amount is first of all, impressive. 

Unfortunately, it wrongly conceals the other negative aspects of funding education in 

Congo‛. The following aspects are worthy of note:  

 funding allocated for education by the Congolese Government is insufficient. 

In 2012, it represented only 12% of the national budget and 2.6% of GDP hence very 

far below the African average which is 4.7%.  
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 it is characterized by a steady decline in budgets allocated by Government to 

MEPSA. As indicated by the table below, it dropped from 8.1% in 2007 to 6.9% 

in 2011. This is in contradiction with the stated priorities for the sector, 

particularly as regards the achievement of EFA goals and MDGs. 

Table16: Budget allocation MEPSA 

years 2007  2008  2009  2010  2011  average  

%  
8.1  7.7  7.8  7.5  6.9  7.6  

Source: MEPSA PNA/EFA Budget allocation per sub-sector and per component (in millions of CFA F, 2002-2015). 

 

  It does not reflect the country's financing capacity. Indeed, African states with 

a lower GDP than Congo allocate more resources to the education sector. This 

is the case, for example, of Mali which in 2012 allocated about 4.5% of its GDP 

(US $ 12 billion) and 31% of its national budget to education. The reality is that 

in sub-Saharan Africa, the average Public expenditure on education in terms 

of the percentage of total public spending increased from 15.1% in 1999 to 18% 

in 2011, exceeding Congo with an additional 1/3.  

 Delays and bureaucracy impede the transfer of credit to the various schools. Such 

malfunction in credit transfer results in the low budget absorption rate of 

MEPSA. For example, during the 2012 budgetary year, the absorption rate of 

the recurrent budget of MEPSA was 44% while that of investment was 34%. 

Also, at the Brazzaville Higher Teacher’s Training School for example, the 

funds are most often transferred with delays exceeding six months, thus 

leaving very detrimental impacts on the smooth functioning of the school. 

 

 Weaknesses identified in the budgetary allocation to various structures and the 

effective and efficient management of State resources. Inter-sectoral and intra-

sectoral budgetary allocations are unfair and unbalanced. Indeed, 10% of the 

most educated Congolese have appropriated more than half of public 

resources devoted to education (52%).  

 



73 
 

 There has been uneven funding of MEPSA Free Education programs, from a year 

to the other, between 2007 and 2010. 

 The policy of free education increases pressure on the education budget. 

Therefore financing should have followed through by increasing the share of 

funds dedicated to such programs. Unfortunately this has not been the case.  

 

2. Some proposed solutions to improve performance relating to EFA objectives 

and MDGs 

 

The International peer review team identified and analyzed challenges that were 

observed in the considered sample. They compared the results of the observations 

with what is occurring in other African countries experiencing similar situations. 

From such process, they made a few propositions for remedy:  

The said proposals were submitted to colleagues of the national peer team and were 

discussed. It was found that in the three areas that shape education reforms in 

Congo, namely Access, Quality and Equity, there is room for improvement in 

policies and practices. Consequently, a number of proposals were made from the 

following perspectives:  

1) establish an education Continuum to incorporate (a) the three levels 

(preschool, primary and level 1 of secondary school), (b) the three types of 

education (formal, non-formal and informal), and (c) the theoretical and 

practical teaching profile both at the level of curriculum in the primary and in 

general and technical colleges. Such an approach would better take into 

account all Congolese children from  3 to 16 years of age;  

 

2) increase access to preschool, drawing inspiration from models that have 

proven successful elsewhere, notably Mali and Senegal;   

 

3) rethink the concept of Equity from the perspective of the right to education 

which is broader and which would better take into account those whose socio-

economic conditions may limit access to quality basic education. Beyond the 

issues of gender parity, it would be necessary in fact, to create a better balance 

between (1) the regions of the country, (2) zones (rural, suburban and urban) 

and (3) socioeconomic levels; It should also take into account people with 

special needs; 
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4) promote a supply policy that targets disadvantaged groups through better 

recognition of non-formal and informal programs. In this light, positive 

discriminatory and proactive measures can be considered to better manage the 

expansion of private schools and ensure greater equity among Congolese 

children. Among the strong measures to be taken, it would be necessary to 

consider the use of alternative formulas for access to basic education of the 

"Last Quarter" including all left out of traditional education systems; 

 

5) integrate the informal subsystem in the national educational system. It is a 

vibrant sub-sector and very vital for the economies and civil society of African 

cities. In a first phase, it would develop and validate a common set of valuable 

skills in training taking place in the informal sector. Then it would develop the 

recognition mechanisms of learning gained in the informal sector, all 

accompanied by training and retraining cycles for teachers of the informal 

sector having endogenous knowledge. A structure can be created at the 

national level to brainstorm on all these aspects;  

 

6) create conditions for transition from policy to practice by completing among 

others,  the battery of policy documents from repositories and other 

implementation files; 

 

7) rethink fundamentally  the Curriculum of the overall education and training 

system in a bid to :  

 better reflect on the proposed continuum, in a holistic approach centered 

on the mastery of 'skills' and not mere knowledge; 

 better reflect on the established decentralization. A common base can be 

considered and space provided for optional subjects to integrate the 

curriculum according to local socio-economic realities;   

 revise the evaluation system of learning in order to recognize and step up 

the value of all the achievements, regardless of the subsystem in which 

learning took place; 

 step up practical lessons, pre-vocational and other practices in the 

curriculum, geared towards more practice and less theory in the various 

cycles of primary school;  

  integrate the teaching of ethics and citizenship in all curricula;  

 effectively integrate courses on human rights, citizenship and peace; 
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 make the curriculum more responsive, more relevant and in strict 

compliance with the cultures, history and Congolese values. This requires, 

among others, the integration of endogenous African knowledge and 

expertise (including African languages) at the core of the curriculum;  

 

8) increase the national budget allocated to education by bringing it to 20% in 

accordance with the 2005 Algiers resolution of the Conference of Ministers of 

Education of the African Union Commission (COMEDAF) and international 

standards;  

 

9) increase the current proportion of 2.6% of GDP allocated to education, to 5% 

according to international standards;  

 

10)  improve the expenditure chain in the Ministry of Education by ensuring a 

better execution of MEPSA budget, reducing administrative bottlenecks and 

delays and diligently setting the deadlines for credits allocated to institutions 

to be disbursed; 

 

11)  sustain support for all students from 6-16 years in accordance with 

Congolese constitutional provisions for free education and teaching materials; 

 

12)  identify and implement innovative financing such as mining taxes, taxes on 

international financial transactions, taxes on airline tickets and tax credits;

  

13)  strengthen public-private partnership (PPP);  

 

14)  streamline funds for free education by improving the internal efficiency of the 

school in order to significantly reduce primary school repetition rate from 19 

to 8%. This will have a significant financial impact on the annual free 

education funds allocated to schools and teaching materials;  

 

15)  strengthen budget absorption capacity allocated to MEPSA by providing it 

with more human resources and better planning the implementation of its 

budget; 

16)  allocate a significant share of the education budget to the initial and in-

service training of teachers in post 2015; 
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17)  step up the use of new Information and Communication Technologies in 

educational and administrative processes of schools and training centers. The 

latter proposal is particularly important in Congo. We must fundamentally 

revisit not only the curriculum but also the learning practices in order to 

introduce and reinforce the use of information and communications 

technology in teaching and administrative processes as well as in teacher 

training. In this perspective, the MOOC approach, (open and online mass 

teaching) could be seriously considered. At the current stage, this would mean 

for Congo to assess: (1) existing infrastructure, (2) existing skills and attitudes 

to this technological revolution that challenges many convictions (3) the level 

of the use of ICT in public administration in general and in school 

administration in particular, (4) the use of ICT in teaching and learning, and 

teacher training, (5 ) the level of motivation of the system to scuttle some of its 

practices, to operate a complete change in paradigm and integrate ICT into its 

current practices, (6) the home and personal environment of learners in 

relation to ICT (use of the Internet by students outside of school, use of the 

Internet by teachers outside the school, whether computers and multimedia 

mobile phones are available or not, etc.). Overall these surveys will make an 

exact mapping of the ICT situation in Congo and help to take informed 

decisions about the introduction and spread of ICT in the process of both 

teaching and administration of the Congolese education system. The battery 

of proposals made by policy makers above is supplemented by those specific 

to the teacher issue and governance. 

 

  

Congolese school administration has an urgent need to reexamine and update itself in relation to new 

technologies. Here is the trend chart of a Head Teacher in a school on the periphery of Brazzaville 
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D. Revision of Teacher Challenge related strategies 

  

1) The teacher issue in Congo: Achievements and continuing challenges.  

The situation of teachers in Congo reflects the currents that underlie the country's 

education system. On the one hand it has been able to achieve solid progress and has 

all the more the merit given that the country suffered a painful and protracted civil 

war. On the other, there is a set of dysfunctions which result in slow progress 

towards the set objectives. 

The achievements are mainly due to the advantages which the country enjoys. There 

is first of all the strong political will that was maintained throughout the years, 

especially after the period of the civil conflict. This has materialized, among others, 

into bold initiatives between 2000 and now, the development of a battery of 

educational policy documents that guide strategies and infuse energy in the system, 

and two "Years of Education" during which the country was fully focused on 

educational and training issues.  

Antoine Ndinga Oba Teacher’s Training College is one of the most prestigious Congolese Teacher Training 

School 

Among the achievements, one should note the high level of enrollment that date 

back to the colonial era. This was generally maintained after Independence, and has 

placed Congo, for a long time, among the most educated countries of Africa.  
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The return of civil peace was also a major factor for the development of education in 

the country. In fact, given the level of existing educational infrastructure, it was 

relatively easy to return to the level before the war. 

Worthy of note is also the improved financial situation which may pave the way for 

real support for education and training programs in the country.  

However, despite these undeniable advantages that relatively quickened the return 

of the performance system to the level that existed before the war, the current level 

of progress is insufficient to achieve the EFA goals and MDGs. This is, in any case, 

not specific to Congo, because only 5 African countries seem to have a realistic 

chance of achieving the six EFA goals by 2015 (Seychelles, Botswana, Mauritius, 

South Africa, Cape Verde and only 12 have attained at least 4 of the 6 goals to this 

deadline). 

According to both documents consulted and interviews granted to the international 

peer review team, one of the main causes of such set back is the complex teacher 

issue. As explained in the previous section, there are certainly many outgoing 

cohorts of training schools for teachers who need, at most, a refresher course for 

those who have stayed too long without employment. But in general, the teacher 

policy is facing a series of challenges, relating to: (1) the nature of the initial training 

of primary and secondary teachers in relation to the actual requirements in the field, 

(2) recruitment strategies (3) the professional development policies for teachers, (4) 

teacher’s deployment and posting (5) staff management which turned-out to be 

increasingly complex with the advent of decentralization, and with some 

"arrangements" in assignments practice and the use of teachers and facilitators. 

 Regarding the nature of initial training of student teachers in relation to 

actual requirements in the field, 

The general issue is the inadequacy of profiles of the graduates of training schools for 

the tasks to be assigned to them, when they start exercising the teaching profession. 

Content and teacher training practices in the secondary are not aligned with the 

curriculum implemented in primary schools and colleges. Training programs are 

developed without the effective participation of the beneficiary departments. Thus 

for example, the teacher training system is structured around the Competence Based 

Approach (CBA) while the courses in primary and secondary schools are still in the 

OPP (Pedagogy per Objective) approach. 
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Working session among peers in the office of the Director of the Higher Teacher’s Training College  

 

- Regarding recruitment strategies  

The BEPC and Baccalaureate level required for the recruitment of teachers trained in 

Primary Teacher’s Training College (ENI), is quite significant and is higher than 

many African countries with comparable characteristics. However, there are still 

some challenges: 

Contrary to the practice in some countries such as Burkina Faso where the candidates 

who pass the competitive entrance examination into teacher’s training schools are 

automatically recruited into the public service upon graduation, Congolese student 

teachers who pass the examination must sit in for another competitive entrance 

examination to be integrated into the public service. This practice puts many teachers 

on standby when there are overcrowded classrooms. Furthermore, this practice 

results in cohorts overlap. Indeed, it emerged from interviews that because of the 

weakness of annual commitments quotas, five or six cohorts of trained teachers may 

find themselves simultaneously in integration tests.  

Although many of these teachers handle classes in Private schools as temporary or 

permanent staff, the loss of some skills acquired during training is a situation which 

is detrimental to the quality of their services when they are subsequently employed. 
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Congo needs an annual growth of about 5% of the number of teachers trained from 

2011 to 2020 including more than 3.5% of newly trained teachers to achieve universal 

primary education by 202021.  

UIS (2013) observed that if Congo maintained an annual growth rate of primary 

school teachers above 6%, it would have covered the deficit by 2015. 

As for educational support, some inspectorates of primary education are not yet 

staffed with advisers and resident inspectors. Generally, existing staff are insufficient 

to ensure a close pedagogic supervision and the ongoing training as recommended in 

the PRAEBASE22 assessment documents. So there is need to step up the number staff 

members from an integrated perspective of strengthening the capacities of teachers 

through pre-vocational internships and educational activities within MEPSA 

institutions and County School System Headmasters. 

- Regarding policies on teachers’ professional development  

Overall, the current policies on professional development of teachers can be 

improved on. Indeed, the education system suffers from the absence of a policy 

framework document on the pre-service and in-service training of the teaching and 

supervisory staff. Moreover, the training program currently in use has not been 

reviewed and amended since the beginning of its implementation. It is therefore 

inappropriate to current requirements, both pedagogically and in content. Thus the 

disciplines taught at the primary level, such as life and earth sciences and new 

themes are nonexistent in ENI training programs. 

The ENI faculty which has a significant number of contract teachers consists 

essentially of high school teachers without any training or professional capacity. 

There is no trainers’ corps for ENIs. It was gathered from the interviews, that these 

teachers lack the skills needed to be in a teacher trainer posture. Their job would 

rather be mostly to teach high school students. The professional dimension of teacher 

training is thus reduced to its bare minimum, which, combined with the shift in 

content over existing curricula in schools, clearly shows a profile relatively 

unsuitable to the needs of MEPSA. 
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 Global Monitoring Report on EFA (2013/14) 

22 14 National Peers report (2014), PRAEBASE Assessment Report (2012)  
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Prof. Head Augustine Huh of South Korea and a peer review team member discussing with his 

counterpart Dr. Mohamed Cherif Diarra of Mali, during a field visit. 

 

The system suffers from the lack of skilled trainers in the domain of vocational 

training. It is also worth noting that a training system needs to be built for the 

supervisors of non-formal education, literacy facilitators and specialized educators. 

Effective professional development necessarily takes into account in-service training 

and practice. Although it has benefited from special programs in 2005 and 2006 

within the framework of PRAEBASE and AREPA projects that have led to significant 

results in terms of staff and teaching content. Thus, 4,857 primary teachers were 

trained under PRAEBASE, 1,130 teachers and supervising staff from AREPA were 

trained (see report of national peers and interviews). The lack of an in-service 

training offer is visible (the inadequacy of trained profiles in ENI and ENS).  

It appears from the interviews that there exists no national training reference based 

on the strategic and didactic orientations of the education policy. Such failures would 

have a significant cost, not only in terms of reducing the quality of learning but also 

in terms of investment needed to regain training swathes on entry into the 

profession. 
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 Regarding staff deployment strategies  

The Congolese education system is characterized by low equity in the distribution of 

teachers and limitations in the staff management system. This favors a weak equity 

in terms of resources allocated to schools and students' support: while 10 teachers are 

assigned to some schools of 400 students, others schools have only 2 teachers. Peers 

found cases of schools with one hundred students for 5 teachers, while others would 

have 1000 students for the same number of teachers. These situations help to increase 

the disparity in the quality of learning. The lower the rate of supervision the lower 

the quality of education provided.  

On the contrary, there is no statutory body (commission) to annually propose 

modalities for the deployment of teachers that takes into account the real needs of the 

schools and, depending on the region and specific situations that arise in the country 

(inclusive education, students profiles according to social groups and communities in 

particular). 

 Regarding staff management 

Some "agreements" in the transfer and use of teachers and facilitators is further 

compounded by decentralization.  

According to the assessments made, half of the teaching staff of the ministry in 

charge of primary education does not teach15. Data from the Ministry of Finance 

show that, only 16,000 teachers out of 22,000 are really on duty in MEPSA.  

Generally, three major challenges undermine staff management: (i) staff transfers 

that do not correspond to needs, resulting in a sharp disparity in number of teachers 

from one school to another and unrelated number of pupils; (ii) large numbers of 

teachers without teaching load in schools; (iii) the large number of teachers outside 

MEPSA but counted as part of the staff of that Ministry. 

The existence of seconded teachers to school administrations to perform the duties of 

a secretary, the phenomenon of ghost teachers (1,672) and of teachers identified as 

working in other ministries worsens the deficit in teachers within the department. 

According to the September, 18 2012 report, the Commission for the implementation 

of the law on the status of the local Government service, the deficit on MEPSA active 

teaching staff in respect to the (2011- 2012) academic year for example, has been 

estimated at 9,712 for primary teachers, 614 assistant preschool teachers, 3,636 college 

professors and 904 high school teachers, a total deficit of more than 14,000 teachers. 
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The most tangible result of this situation is the limitation on education and 

improving internal performance in schools where the 200 students enrolled in school 

study in conditions that defy the basic rules of pedagogy and class management 

This phenomenon is found especially in some rural areas and in suburban areas 

where teachers are reluctant to go and practice. On the contrary, in affluent 

neighborhoods we find classes of less than 40 students with experienced teachers. A 

study conducted by the World Bank quoted by national peers, indicates that in fact 

10% of the most educated Congolese own over 50% of public resources allocated to 

education23.  

These problems are serious. To address them, the first step would have been to 

redeploy staffs that saturate the school administration. But political, trade unions, 

social and other pressures make the task particularly difficult. 

Souvenir photo with of the peer teams and the Congolese Minister of Education  

 

Field visits and interviews showed that education policy makers and stakeholders in 

MEPSA have a deep understanding of the challenges the system faces, especially 

regarding teacher issues. 
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The proposals and recommendations discussed with them highlight the practical 

solutions that could improve the initial training, recruitment, deployment, in-service 

training and redeployment. Implementing such recommendations would contribute 

to achieve Congo goals of providing education to all Congolese youth between 6 and 

16 years old. 

 

2) Strategies to address the Congolese Teacher’s challenge 

Given the significant improvement in Congo's financial resources, the team thinks 

that Government should pay particular attention to the following proposals: 

  

a. Align teacher training programs on curriculum development with the methods 

used in school evaluation 

 

This recommendation requires:  

• the review of training programs for teachers in view of the current challenges 

of quality and relevance of education for children and young people 

(vocational skills); 

• the increase in the INRAP (National Institute of Applied Research in 

Pedagogy) staff in terms of specialists in the Departments in charge of  

development and revision of educational staff training programs;  

• the establishment of a permanent team of ENI skilled trainers (primary 

Teachers Training School); 

• strengthening the skills of existing teachers of the ENI (Primary Education 

Teacher Training Schools);  

• strengthening the supervisory system that care for internship for student;  

• Revitalize the training for literacy and non-formal education (NFE) 

components of the teacher training school curriculum, and re-enrollment.  

This would invigorate lifelong learning programs in adult literacy centers as 

well as programs dedicated to re-enrollment, to over-aged children with 

special needs, and to other educationally disadvantaged groups. 
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Introducing Pre-vocational education is a challenge that Congo must face in it’s strive to train 

students that later, could get employment. Here, equipment being used for labs, in a school near 

Brazzaville 

These recommendations should enable the effective implementation of activities that 

fits within "The Path for the Future" vision which provides for the promotion of "skills 

training in public and Private centers" ... the development of "learning from instructors and 

also within the company"..." literacy and the acquisition of basic scientific knowledge for the 

benefit of adolescents and non-literate adults. " 

b. Set up a national program for the pre-service and in-service training for all 

teaching and managerial staff at all levels. 

 

It should be recalled that in the Strategy Document for Growth, Employment and 

Poverty Reduction" (DSCERP), the activities as part of support strategies include 

stepping up the training of teaching and managerial staff. What is also clear in the 

document "the future path" as an activity within the scope of modernizing national 

education, "build the capacity of teachers and improve the quality of education" and that 

through the establishment of "a system of in-service training for all State employees" as 

stated in that document. 
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c. Establish a special program for the recruitment of trained teachers while 

constantly maintaining the current number of initial trainings in ENI and ENS in 

order to face the challenges of compulsory schooling and the need to improve 

enrollment indicators in pre-primary education. 

 

This recommendation requires that an argument be formulated and conducted 

based on the challenge of teacher deficit: 

•the existing schools in connection with the necessary staff reduction; 

• new schools, particularly as proposed in the post-2015 agenda, compulsory 

education for ten years and the low preschool enrollment level; 

  

d. Set up a personnel management system centered on actual school needs, 

particularly with regard to newly recruited staff; 

 

Implementing this recommendation would be accompanied by such measures as:  

 • a resumption of the identification process of personnel actually working in 

education; 

 the regularization of detachments and other temporary assignment positions 

that take away the teachers from the classroom; this would make it possible to 

know the actual number of available teachers and permit a more assertive 

advocacy for the increase of the number of teachers assigned to MEPSA;  

 taking stringent measures to reduce the teacher absenteeism, by giving 

incentives to teachers working in difficult conditions (large workforce, area of 

work ) and the withholding of teaching allowances for teachers who are no 

longer teaching. As such, a consensus should be reached on the different 

treatment that must exist between a teacher presents in the school but 

assigned to administrative tasks and a teacher ‚holding the chalk". 

 the setting up of a structure (e.g. technical committee) that would pull  

together stakeholders management and use of personnel, including 

representatives of such personnel, and having a significant leverage to make 

proposals to the competent authority and follow-up decisions. This would 

pave the way for equity in the management of teachers and lessen the 

pressures reported during the missions; 
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 drafting or updating the manuals organizing the functioning of such a 

structure, in order to provide a common approach at both the de-concentrated 

and decentralized levels. 

Congolese authorities pay particular attention to the management of staff and had 

already undertaken the identification process of MEPSA staff. Government plans to 

put in place a database at the Ministry of Public Service, which will "provide reliable 

and accurate data on the number of State employees, their distribution in administrative 

services and their professional categories "(see The Path to the Future " document).   

The recommendations made here are in tune with State concerns and could help to 

quickly resolve student management problems and significantly improve the quality 

of their learning.  

Everything must be crowned by the development of a policy framework document 

for the pre-service and in-service training within MEPSA in a bid to proceed with a 

careful planning of training needs, their funding and their proper execution.  

 

E. Promoting a renewed and modernized governance in Congo 

 

1. The challenges of  modernizing and decentralizing governance 

Like the other two areas addressed above, educational policies are meant for 

governance. The main problem is that of effectively putting such policies into 

practice. How to "modernize" the school administration in order to "promote values 

which favor development and to loosen the grip of societal structural, institutional, 

socioeconomic and physical constraints, which paralyze and jeopardize access to 

development24”  

To modernize the governance of the Congolese education system bold initiatives 

were needed in a number of departments. It was necessary to equip the education 

system with modern management tools and build capacity within the Department to 

enable a result-control method. That's why a component of PRAEBASE was 

dedicated to this purpose and a Directorate of Studies and Planning in charge of 

carrying out operations was established with the various related services (studies, 

                                                           
24

 An Excerpt from the Strategic framework 



88 
 

planning, statistics, etc.).  

 Specifically, measures were taken in six main departments:   

a.) A management and information system –SIG- was developed during the 

first and second phases of PRAEBASE which planned the setting up of a SIG 

at the central level and its deployment to DDEPSA. But SEDEL25 report on the 

evaluation of PRAEBASE shows that data collection is still one of the weak 

points of the system despite the support of a nearby computer company 

(SIMAC) and material support at the central and decentralized levels. The 

Statistical Yearbook is published averagely one year late, and several data are 

missing there, thereby limiting the control of the system.  

 

Interviews conducted as part of the peer review confirmed that the SIG would 

not work despite all the efforts made. The essential data will fail and those 

available are not reliable enough for effective planning of the system. 

Furthermore, collection tools themselves are not well controlled by agents, 

particularly at DDEPSA and from the base. 

  

b.) Decentralization, which was another dimension in the modernization 

process of the administration, was implemented, even though slowly. 

According to plans, preschool and primary education in particular was to be 

transferred to local authorities in 2013. But, in the opinion of those 

interviewed during the peer review, "if there is decentralization, it is limited 

exclusively to preschool and the primary, beyond these areas, there is nothing more to 

decentralize in the education system’’. 

SEDEL considers the prerogatives given to decentralized education structures 

(DDPSA) to be very limited. In fact, any contest to support the idea of the 

implementation of the decentralization policy has, to date, been very limited. 

The transition is slow due to passive resistance and, to some extent, the lack of 

understanding by some agents responsible for the implementation of the 

advantages of such a system. All this is further compounded by the delays in 

the provision of financial resources allocated to the decentralized structures. 

 

c.) Personnel management encountered serious challenges. Among the topics 

that came back most often in interviews, there was: (1) the issue of teacher 
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absenteeism that significantly weighs on the actual learning time, (2) tutoring 

that take away from the classroom the best teachers and encourage  iniquity 

for those who can afford private tutoring for their children, (3) the tough issue 

of teacher motivation  and ‚low and irregular‛ salaries, (4) the issue of 

integration of contract workers in the public service system and (5) the 

problem of quotas in recruitment. 

 

d.) The functioning of consultation frameworks can be improved.  All listed 

structures were to participate in the school management as part of a 

partnership process accepted by all. Each has its purpose, its organization and 

its functioning. The degree of the State's participation in these is based on the 

philosophy behind their creation. Among these structures, it is the 

management committees which seem to have better embraced the twists and 

turns of the new realities of governance in the country's education system 

characterized by the key measure of decentralization.  

According to some people who were interviewed during the mission of the 

international peers, management committees are a great opportunity. Good 

governance is progressively strengthened with their implementation in 

schools through the introduction of new management techniques, accounting 

and a better flow of information. They can improve local democracy and step 

up the involvement of the community in the life of schools and non-formal 

education as well as literacy centers. They would be hoping to participate in 

further integration in the development of basic social services. As such, they 

constitute a significant added value for decentralization.  

 

It should be noted that so far these structures have coexisted without much 

problem in the school space, each being confined to its role as defined in the 

enabling instrument. But with the advent of decentralization, the role of 

grassroots communities through their elected representatives will become 

increasingly important in the management of local affairs. The precedence in 

the management structures could change, which can disrupt the coexistence in 

the school environment if measures were taken as part of an appropriate 

forward planning of the new administrative environment.  

The transfer of financial resources projected through the implementation of 

decentralization will require greater skills in management. 
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e.) Funding being another challenge. The funds needed for education should be 

mobilized within the local or national context where competition is becoming 

increasingly fierce with the development projects on food security among 

others.  

 

f.) Malfunction noticed in public-private partnership. Order No. 550/CAB-

DGAS MENRSTET-establishing the legislative bodies in Government 

educational institutions in the Republic of Congo, traces essentially the 

attributes of this partnership. This Order relevantly categorizes private 

institutions that should benefit from State subsidies. The peer review found, 

however, that even if this partnership works generally well, malfunctions do 

exist. Circular No. 089/MEPSA-CAB-DCEPE relating to applications to set up 

and open private educational institutions, deals with one aspect of this 

malfunction and stresses that the private sector should be considered as a 

major stakeholder in the development of schools in Congo since its share can 

be assessed at 33%. 

The private sector is a great opportunity in a new context where an appropriate 

accompanying legislation can help it to better play its role. It must participate 

in the consolidation of these relations with the public sector by properly 

fulfilling its contract obligations with the State. Reviewing the Decree 

establishing this partnership along the lines of equity could ease the 

atmosphere of cooperation between the state and proponents of private 

education institutions. The State should, however, ensure that the valuation of 

the role of private schools does not contribute to create a fault line between 

social groups everywhere by promoting quality education able to give all 

children a fair chance to have access to all productive sectors. 

 

The great challenge for the State is to provide better investments to the 

education system to remain the main promoter of development. It is observed 

that the consultation structures are of great value to the education system. As 

such, they should be encouraged to persevere in their school support actions, 

particularly in seeking funding locally, nationally and internationally. In the 

context of decentralization they can exploit the bonanza of the twinning 

cooperation between the Congolese towns and municipalities in the countries 

of the North to find additional ways to fund schooling. 
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Int

International peers visiting a school that combines General Education and Training for Job 

 

2. Proposed  Remedies For a Renovated Governance in Congolese Education  

 

Given all of these realities, the members of the peer review made the following 

proposals to meet the challenge of effectively modernizing governance within the 

Congolese education system: 

  

a.) Making decentralization effective by developing and applying the enabling 

instruments and empowering the decentralized structures; 

 

b.) Fundamentally reviewing the functioning of the structures against a 

backdrop of decentralization requirements decided by the country and the 

need to strengthen control mechanisms and coordination of the education 

sector. Such a decision would have implications at several levels. It would be 

necessary to :  

 decentralize the public service so as to bring the burden of personnel 

management at the territorial level,  

 reframe the work of central services around their sovereign mission 

which must be those of (1) designing, (2) coordinating, (3) controlling 
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and monitoring the implementation of policies into a new 

decentralization context, 

 establish an information system and operational management for better 

planning of the Department's activities, better coordination between 

different levels and better performance monitoring, 

 strengthen consultation frameworks in schools to make them more 

effective in the context of de-concentration and decentralization, 

 encourage communities to become more involved in the mobilization 

around the school and in all directions in research funding especially in 

innovative financing, 

 revitalize public-private partnership through the development of 

consensual tender specifications;   

c.) Ensure the rigorous management of the teaching corps in order to combat 

absenteeism, " inducement " of the best teachers to go for tutoring rather than 

teaching in regular classes, ‚ghost teachers‛ etc.;  

d.) Review the teacher wage grid so as to make it fairer, stimulating, clear and 

simple. A balance must be struck between insufficient remuneration that 

discourages teachers and budget realism that dictates Government policies. 

Alongside these financial incentives, consider other forms of motivation 

through attractive career plans, the sale of plots at affordable prices for the 

average teacher, honorary distinctions attesting the gratitude of the fatherland 

to teachers, easing recruitment quotas to lessen their burden, the return of 

teachers to using the 'chalk'  which is what blocks the school administration; 

e.) Set up an ad-hoc committee to reflect on innovative sources of funding for 

the Congolese education system.  Pending the findings and recommendations 

of such a group, it would be wise to revise the Decree instituting the 

partnership between the public and private sectors bearing in mind greater 

equity. 

The continuous and effective follow up of the priority action plan of the 

Ministry which will focus on improving learning conditions, increasing the 

education offer, and improving school governance in order to give the 

education sector the means to play a key role in the country's socio-cultural 

and economic development.   
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F. Funding education in Congo: Education For All and the Millennium 

Development Goals: Current Situation and Prospects 

1. Who Funds education in Congo?  

In accordance with Constitutional provisions of the Republic of Congo, funding 

education is part and parcel of the sovereign functions of the State.  However, other 

stakeholders in the education system such as councils, Technical and Financial 

Partners (TFP) and the private sector equally play a leading role in its funding. 

From 2002 when NAP/EFA and the MDGs were launched to 2010, the percentage of 

the national budget allocated to the entire education sector increased from 9% to 

12%, corresponding to a 3% progression over this period with an average annual 

growth rate of 0.33%.   The effort made by the Congolese State in the education sector 

is still insufficient and way below expectations given the enormous challenges facing 

the sector. 

Households and councils bear a significant part of the education service costs 

through parent teacher associations.  Their role is felt in the purchase of school 

equipment and materials, transport, uniforms as well as the construction of school 

infrastructure, especially labor cost and costs for out-of-school remedial lessons.  

Unfortunately, this main support is not always well quantified in that; there is very 

little reliable statistical data apart from surveys carried out in households. They were 

yearly longitudinal, in-depth and comparative analysis on the contribution of 

households and communities to education funding and covered the life time of the 

EFA and MDGs plans (2000-2015).  Meanwhile, it is important to highlight two facts: 

(i) According to RESEN (Status Report on the Congolese Education System)  

produced in 2007,  the contribution of Congolese households in funding education, 

as revealed by the Congolese survey of households (ECOM), was estimated at about 

CFA F 15 billion in 2005.  This amount was made up of mainly  school fees and fees 

for special lessons (RESEN, 2007); (ii)The MDG budget plan shows a projected global 

contribution from households and communities of about CFA F 91 billion for the 

plan over the 2005-2015 period (Plan MDG, 2002).     

Similarly, there has been no complete and reliable statistical data in Congo on the 

total amount of contributions of the TFP to  education funding in general and EFA 

and MDGs in particular, for a long period.  The funds they allocate are of two types: 

subventions and loans. The contribution of bilateral and multilateral partners to the 

funding of education in Congo added up to CFA F 367.348.475 for 2009-2010, 
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corresponding to 3.34% of public spending on education in Congo (DPES, 2009).  The 

main education partners are: the International Partnership for Human Development 

(IPHD), the World Bank which mobilized a significant part of the PRAEBASE 

funding, the French Development Agency (AFD), the United Nations Educational 

Scientific and Cultural Organization (UNESCO), the United Nations International 

Children's Emergency Fund (UNICEF), and the World Food Program (WFP).  

Finally, the contribution of the private sector to education funding in Congo was 

direct yet quite limited.  In most cases it concerned direct sponsorship of school 

activities in the area of sports, arts and culture without any real impact on teaching 

and learning.  

2. Draft Budget for NAP/EPT and the MDG Plan for 2002-2015   

The table below presents the summary of the EFA budget for Congo per sub-sector 

and per component. It stood at about CFA F 690 billion, CFA F 587 which was 

allocated to the primary sub-sector alone corresponding to 85.2% of the total amount 

estimated. To ease the implementation of NAP/EFA, MEPSA elaborated an estimated 

long-term budget devoid of secured funds to finance the plan at the time it was 

started in 2002. There was need to seek funding in order to handle this situation, 

given the difficulties Congo had to face during that period.  

 

Table 17: NAP/EFA Budget Distribution by MEPSA per sub-sector and per 

component (in millions of CFA F, 2002-2015)  

Source: NAP/EFA 

 

SUB-SECTOR ACCESS QUALITY MANAGEMENT 
POST-

LITERACY 

EXTERNAL 

EFFICIENCY 
TOTAL 

Early childhood 

development 
62,575 5,200 1,080 

  
68,855 

Primary education 97,423 486,825 3,150 
  

587,398 

Non formal education 3,750 5,600 2,000 4,800 
 

16,150 

Education of girls in 

primary education 
1,975 1,720 290 

  
3,985 

Skills Development 

for Youth and Adults 
9,450 2,360 725 

 
750 13,285 

Total Budget for the 

EFA National Action 

Plan (in millions CFA 

F) 

175,173 501,705 7,245 4,800 750 689,673 
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Debriefing Session to the Represntatives of Congo Government by the peer reviewers 

 

3. Funding the MDGs  

The Congolese Authorities, in 2005 elaborated an MDG draft long term budget (2005-

2015). Like that of the EFA plan, it is clear that given the targets for 2015, funding for 

the educational sector necessitated a significant financial cost. The financial cost to 

achieve MDG 2 (UPE) was estimated at CFA F 515.7 billion throughout the MDG 

period as presented in the Table below. Over the 2005-2009 periods, the financial 

need stood at CFA F 111 billion (corresponding to an annual average of 27.8 billion) 

and over the 2010-2015 periods, it was 404.4 billion, corresponding to a yearly 

average of 67.3 billion. To achieve MDG 2, the Congolese State had to maintain the 

average annual funding at CFA F 47.8 billion corresponding to an annual increase in 

spending on education of 30% between 2005 and 2015. The financial contribution of 

stakeholders in education was estimated at 47.7 billion over the 2005-2009 period and 

at 43.2 billion over the 2010-2015 period, representing a total contribution estimated 

at 91 billion (MDG Plan for 2005).  

As for MDG 3 (promote gender and empower women), attaining this objective 

required a mobilization of about CFA F 12 billion for the 2005-2009 period 

(corresponding to an annual average of CFA F 2.4 billion) and 31.75 billion for the 



96 
 

2010-2015 period, (corresponding to an annual average cost of CFA F 5.23 billion), 

amounting to a total budget of CFA F 53.75 as shown on Table 11 (Budgetary 

estimates for MDG 2 and MDG 3, 2005-2015). The total estimates of State contribution 

to MDG 2 and MDG 3 stands at CFA F 569 billion.  If the contributions of 

stakeholders in the sector are added to it, the total cost would stand at CFA F 660 

billion. It is noteworthy that very little data and documents exist on the results of the 

mobilization of resources by the Congolese State for the plan as well as the execution 

of its estimated long term budget from 2005 till date.  It is necessary to carry out more 

research on this important funding component to complete MDG funding analyses  

 

Table 18: MDG2 and MDG3 Budgetary estimate for Congo for the 2005-2015 periods 

In Millions CFA F 

 

Period  MDG 2 MDG 3 

MDG 2 

annual 

average 

Contribution 

Of 

Stakeholders 

MDG 3 

annual 

average 

Total 

2005-2009 111,300 12,000 27,800 47,700 2,400  

2010-2015 404,400 31,750 64,700 43,300 5,230  

Total 515,700 53,750  91,000  660,000 

Source: Adapted by the author based on the Achievement of MDGs in Congo: Indicators and Costs. 
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Thanks to the outstanding dedication of the Ministers of education and their staff; 

ADEA; and partners particularly, Korea and the UNDP, the performance review on 

0the Congolese education system was conducted in excellent conditions.  

In Congo, the mandate was to examine the achievements of the education system in 

view of improving the quality of education in accordance with the "The Path to the 

Future" and "The New Hope" visions. Particular attention had to be paid to the 

country's efforts towards (1) attaining the EFA objectives/MDG and (2) training 

teachers and head teachers of schools in order to meet national needs.  

The processes resulted in the following: 

The review noted that: (1) a return to peace, coupled with; (2) a strong political will 

to support education; (3) a healthy financial situation; (4) a will to meet the learning 

needs of the disadvantaged groups; (5) a commitment to decentralize the education 

system and (6) an attempt to reform education programs by introducing ICTs and 

other innovations are all very positive factors that support efforts to develop 

education in the Congo. 

Nonetheless, Congo may not be able to achieve the EFA and MDG objectives26. As a 

matter of fact, in kindergarten, tremendous progress has been accomplished though 

it is still below the African average. With regards to access to primary education, 

there were equally great achievements, although mostly by the private sector.  

Moreover, the repetition rates are still very high in the primary education and school 

dropout rates are higher than the continental average.  

In the non-formal sector, programs that concern illiterate youth and adults are 

stagnating. 

The main reasons for this poor performance are found in: (1) the impact of the civil 

war, (2) insufficient teaching staff and (3) a national program that does not 
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 As noted earlier this peer review report was first drafted by the end of 2014. It conclusions prefigured those 

of the country presented in Kigali in February 2015.  

Part Three: CONGO PEER REVIEW 

MAJOR RECOMMENDATIONS 
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adequately take into account recent education needs and the issue of graduate 

employability. 

After careful analysis of both successes and poor performances, the peers formulated 

the following recommendations:  

 

Recommendation 1 

Restructure basic education in order to have a continuum that covers the entire basic 

education sector (from pre-primary to post primary in both the formal and the non 

formal sub-sectors); 

Recommendation 2 

Develop a diversified system of education to meet the various needs of learners; 

Recommendation 3 

Design a new competence-based curriculum necessary for a harmonious integration 

into the world of work and which leaves space for pre-professionalization; 

Recommendation 4 

Rethink the issue of equity in such a way as to ensure a balance between rural and 

urban zones on the one hand and among provinces on the other hand;   

Recommendation 5 

Intensify inclusive education and programs targeting the education needs of the 

underprivileged, notably the indigenous population; 

Recommendation 6 

Take firm initiatives to reduce grade repetition within primary education and drop 

out in the secondary education sector;    

Recommendation 7 

Regulate the private sector in such a way as to preserve better social equity; 

Recommendation 8 

Recruit and train more teachers and school administrators; 

Recommendation 9 

Improve human resource management in such a way as to arrive at an equitable 

distribution of teaching, supervisory and administrative staff for schools; 
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Recommendation 10 

Rethink programs for the training of teachers in order to align them with primary 

education needs and to better articulate pre-service and in-service trainings;  

Recommendation 11 

Improve the funding of education programs by intensifying allocations and 

efficiency in spending; 

Recommendation 12 

Improve governance through effective decentralization and add more weight to the 

education system at the community level and in schools; 

Recommendation 13 

Organize study trips in order to share good practices existing in other countries, 

notably with regards to the designing of a pre- and post primary continuum, 

matching formal and non-formal education and seeking innovative literacy practices;  

Recommendation 14 

Support the move to introduce and generalize the use of ITCs at all levels of 

administration and teaching. As a matter of fact, the above recommendations 

should stimulate changes by bringing about the introduction and intensification of 

the use of ICT both for school administration and in the teaching and learning 

processes.  South Korea would support such an initiative. 

 

The above recommendations, made at the completion of the peer review in Congo 

are within a peculiar context of achieving a "Path to the Future" sequel to "The New 

Hope" in a country undergoing restructuring.  Many of the proposals made by the 

peers take into account this delicate situation which is further compounded by the 

genuine ambition of an entire country. They are inspired by available 

documentation, field observations with a relatively limited sample, interviews done 

mostly in Brazzaville and experiences lived by peers in their own countries. They 

have the value of simple propositions due to all these reasons. The suggestions that 

would have retained the kind attention of the Congolese authorities will be tested on 

the field and executed with at least a few precautions as prerequisites. Members of 

the two peer review teams have the feeling that these recommendations, once they 

are implemented, would have a positive influence on the development of education 

in this emerging country.  
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Some of these "prerequisites" would have to do with: 

a. proceeding gradually on the basis of the progressive implementation Plan; 

 

b. paying close attention to transitional phases, within the educational system 

between the various levels, notably as it regards the move from primary to 

secondary education. The general tendency usually is to focus on such levels 

to the detriment of the transitional phases which have a huge potential to 

create disruptive tensions. For instance, students who have graduated from 

primary education through a successful ‚Certificat d’Etudes Primaires 

Elémentaires‛ examination - and who seek to continue their education at 

Secondary education level is a very sensitive issue  and can easily mobilize 

parents, the media and other civil society partners in favor or against 

projected ongoing reforms; 

 

c. setting for a preparatory period for the administration of the entire reform 

process.  envisage pilot programs to ‚test the waters‛, examine conditions for 

adaptation and overlaying the proposed changes and provide indicators for a 

successful implementation; 

 

d. making fundamental choices for the training and recycling of teachers: should 

training focus on subjects (for teachers of grammar schools) or should it be 

general (for the teaching of primary school children)? What would be the 

entry and exit profiles for training schools? What to consider when revising 

programs for the training of student teachers and student facilitators of non-

formal education in ENI and elsewhere; (What will be duration for the 

training? etc); 

 

e. training necessary supervisors, upstream. This is needed to ease 

implementation; 

 

f. mobilizing sufficient resources: notably financial resources are an essential 

element in the reforms. Several propositions have been presented above on 

how to find innovative funding and regularly monitor this key sector whose 

resources are so important that an entire section has been dedicated to it in 

this report and; 
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g. taking time to ‚speed-up slowly‛ i.e., waiting for all the parties (including  (1) 

the general public, (2) technical and financial partners, (3) Social partners 

particularly parent teacher associations and syndicates) to accept these 

initiatives, own the content of the proposed changes as well as the process 

needed to get where it should.  

The history of educative reforms in Congo and in Africa in general shows that only 

those who take these precautions succeeded. These have managed to go on and have 

influenced the systems positively.  
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Annex 2: Summary of the Terms of Reference 

 

Mandate of the peer review mission  

The peer review was initiated several years ago by ADEA on the recommendation of 

its Bureau of African Ministers. This was brought about by the exceptional potential 

of the approach with regards to experience sharing and support to the African 

education systems on the one hand and ADEA on the other.  

To countries, it will have to propose education policy options to Ministers of 

National Education. These options have the capacity to improve the performance of 

education systems and are considered as being realistic because they are derived 

from actual conditions on the field.  It will equally ease ownership through national 

frameworks, promote leadership centered on issues related the future of children in 

countries and strengthen capacities through practice.   

To ADEA, it was a means to promote inter country policy dialogue, strengthen the 

network of African experts and boost South-South cooperation.  

Consequently, the approach proposed a win-win partnership which was pleasing 

both to countries and the Association. That explains why Congo endorsed it by 

soliciting that a peer review be conducted and requested that it focuses on education 

quality; given that the country had identified several persisting challenges.  This 

work will focus on two areas: (1) the country's achievement of the EFA goals and 

MDGs and (2) training of teachers/literacy tutors and supervisors for the primary. All 

of this will have to be done within the framework of the "New Hope" and the "The Path 

to the Future".  

After profound diagnosis, the review had to formulate practical and reliable 

education policy proposals in order to improve access, learning quality, equity, and 

governance. 

The five-pronged review opens with a preparatory phase, followed by a national 

self-assessment phase itself complemented by a visit from international peers.  

This report presents the results of this process.  
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