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EXECUTIVE SUMMARY 

In what way do new approaches to international development cooperation, most notably sector-wide 
approaches, promote more sustainable development processes within the governance of the Yemeni 
education sector? This question has been central in this study facilitated by the Embassy of the Kingdom 
of the Netherlands in Sana�a, Yemen. In the context of a new era of international development in which 
participation and empowerment have become key words, sector-wide approaches are seen as a new ap-
proach that can increase the level of ownership and decrease the power of development agencies in or-
der to promote more sustainable and equitable development processes. 
 
The emphasis of ownership and self-reliance comes concurrently with an increasingly global governance 
agenda within education, reflected in among others the Millennium Development Goals and the World 
Conferences on Education for All. Globalization processes, multidimensional as they are, influence 
governance of nation states, and national education systems are similarly affected by it. In Yemen, a 
country that has throughout its history been under tremendous influence of various forms of globaliza-
tion, these processes have had their effect on the education system as well. It is against this background 
that a partnership between the Government of Yemen and development agencies has been set up 
around the national basic education development strategy. 
 
This study has focused on power relations within this partnership in the Yemeni education sector, 
which could be described as a sector-wide approach. In the field research, carried out in Yemen from 
15th September to 1st December 2006, observation, interviewing and collection of unobtrusive data were 
applied as research methods under the umbrella of critical ethnography. A critical approach has been 
adopted to understand the fundamental structural, discursive and ideological underpinnings that shape 
the processes behind the sector-wide approach in the Yemeni education sector. 
 
Following critical postcolonialism as the theoretical perspective of this study, ownership is understood as 
a Yemeni-centred understanding of development processes. In order to truly promote ownership, it is 
believed that Yemen should have the power to identify its own needs, instead of being directed by global 
education agendas or powerful players that promote a standardized education agenda. Therefore, an 
analysis of power relations is seen as essential in order to be able to answer the central question of this 
study. Steven Lukes� three-dimensional theory of power has been applied to analyze power relations in 
the partnership in the Yemeni education sector. 
 
Although the sector-wide approach aims to redistribute power away from development agencies in fa-
vour of national ownership, this study indicates that because of the partnership development agencies 
collectively have increasing power to affect national education policies. Whereas decision-making power 
may not have shifted, the partnership seems to imply increasing power of development agencies to pri-
oritize issues in the Yemeni education agenda, and to set ideological rules of what education is about. 
Since the partnership seems to be able to increasingly influence the governance of the Yemeni education 
sector, informed by a global framework that is for a large part influenced by the post-Washington Con-
sensus, it is concluded that sector-wide approaches do not lead to more sustainable development proc-
esses. 
 
With a new understanding of development processes that put a Yemeni understanding of development 
processes more at the centre, alternative visions of participation that affect current power relations and 
include other - national, local, alternative - voices are suggested to promote more sustainable and equita-
ble development processes. Finally, the conclusions are placed in a broader framework and suggestions 
for future research are made, emphasizing for example the influence of alternative globalization proc-
esses on the Yemeni education sector. 
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CHAPTER 1.  
INTRODUCTION 

 
Let us work in partnerships between rich and poor 

to improve the opportunities of all human beings to build better lives 
 

Kofi Annan, seventh Secretary-General of the United Nations (2005) 
 
 
Poverty reduction is of central concern to the world community. The international consensus to combat 
poverty in its multiple dimensions is reflected in the Millennium Development Goals, adopted at the 
start of the new millennium in 2000. They bring together the values of several world conferences in the 
1990s, to build better lives. As such they represent a global partnership where countries, rich and poor 
alike, are committed to working together, making the necessary changes and providing adequate re-
sources. Within this global partnership, key to achieving the Millennium Development Goals is owner-
ship, taking place on several levels, such as national governments, local governments and local commu-
nities. 
 
Partnership and ownership have thus become key words in a new era of international development. 
Through promoting participation and empowerment, the current principle development discourse ad-
dresses and critically reflects upon the development debate in the previous decades, softening the devel-

opment agenda by adopting a more human approach to development, emphasizing social development 
alongside economic development. 
 
A new approach within international development cooperation that reflects the importance of building 
ownership and self-reliance through partnerships in developing countries is the sector-wide approach. 
Partially in response to the oft-cited shortcomings of project approaches, the sector-wide approach aims 
to promote truly demand-driven aid programmes, and is supposed to strengthen the consistency and 
coherence of sector policies of governments in developing countries. It is characterized by long-term 
support to a complete sector, and aims to increase the level of ownership and decrease the power of 
donor organizations, and as a result promote more sustainable and equitable development processes. 
 
One such sector that sector-wide approaches could support is education. Globally, nationally and locally, 
education has come to play an essential role in development cooperation and has become a priority 
focus for both governments and development agencies. It is considered central to improving welfare and 
economic status by increasing access to employment and raising productivity (World Bank 2002). From 
a completely different perspective, Sen (1999) argues that denying the opportunity of education is im-
mediately contrary to the basic conditions of participatory freedom. As suggested by Kabeer (2000), edu-
cation can be a good policy to address social exclusion. Whichever the perspective, education is, almost 
unquestionably, seen as an essential aspect in reducing poverty and inequality. Among others, its rele-
vance is expressed in the Millennium Development Goals. Also, the last decades have seen several influ-
ential conferences on education, most notably the Jomtien and Dakar World Conferences on Education 
for All. These flagship conferences reflect an apparent worldwide consensus in education. 
 
One country in which the education sector has recently come to be supported by a sector-wide approach 
is Yemen. The approach in the Yemeni education sector is relatively new, and experiences from both 
development agencies as well as Yemeni institutions are yet unknown. As part of a broader project 
within the IS Academy of the Dutch Ministry of Foreign Affairs concerning quality of education, the 
Embassy of the Kingdom of the Netherlands in Sana�a has facilitated this study focusing on the sector-
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wide approach in the Yemeni education sector. The fieldwork for this study was conducted in Yemen 
from 15th September to 1st December 2006. By focusing on a partnership between development agencies 
and the central Government of Yemen, this study aims to investigate in what ways the sector-wide ap-
proach does indeed, as intended, promote more sustainable and equitable development processes. 

1.1.  Purpose of the study 

As final part of the Master�s Programme International Development Studies of the International School 
for Humanities and Social Sciences (ISHSS), this study attempts to gain insight in the way new ap-
proaches to international development cooperation, in particular sector-wide approaches, promote sus-
tainable development processes. Does the sector-wide approach decrease the power of development 
agencies? Does it indeed bring more self-reliance and ownership to the national or local level? 
 
At the same time that ownership and self-reliance are emphasized, there appears to be an increasingly 
global process of governance within education. The Millennium Development Goals, the need for part-
nerships, Education for All: all reflect an apparent global consensus. If education is increasingly globally 
governed, how does this relate to more ownership and self-reliance? Instead of taking the global consen-
sus for granted, this study therefore aims to critically investigate these questions and attempts to con-
tribute to the debate in globalization and education by looking at the specific case of the sector-wide 
approach in the Yemeni education sector. In an increasingly globalized world, does the sector-wide ap-
proach reshape governance within the Yemeni education sector? 
 
By using aspects of postcolonialism, a critical approach will be employed to see whether, in the context 
of globalization and an increasingly global governance agenda within education, sector-wide approaches 
do indeed promote more sustainable development processes. It does so mainly by focusing on power 
relations within the sector-wide approach. Partnerships, such as sector-wide approaches, are shaped by 
power relations. This study attempts to reveal those power relations, in order to offer a different perspec-
tive on partnerships in the Yemeni education sector. By doing so it attempts to offer new ways of under-
standing the realities of international development cooperation, for both academic knowledge and pol-
icy practice, in order to ultimately �improve the opportunities of all human beings to build better lives.� 

1.2.  Problem formulation 

The central question to be answered in this study is: 

In what way do new approaches to international development cooperation, most notably sector-
wide approaches, promote more sustainable development processes within the governance of 
the Yemeni education sector? 

 
The central question can be divided into several sub-questions, which will be answered implicitly in the 
study: 

- How can new approaches to international development cooperation (such as sector-wide ap-
proaches) be characterized? 

- Which actors are present in the Yemeni education sector, with which interests and identities 
and how can power relations between them be characterized? 

- To what extent do sector-wide approaches reshape power relations in the Yemeni education sec-
tor? 

- To what extent do power relations in the sector-wide approach affect governance of the Yemeni 
education sector? 

- What is the relationship between (new approaches to) international development cooperation 
and its inherent power relations on the one hand and (global) governance of education on the 
other? 
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1.3.  Relevance of the study 

By adopting a critical approach, this study aims to offer new insights, possibilities and policy directions, 
for both academic knowledge and policy practices, and by doing so it attempts to contribute to debates 
in education and international development. A unique opportunity to bridge the academic world and 
the policy field is offered by the IS Academy. Seen as a partnership between the Dutch Ministry of For-
eign Affairs and Dutch academic and knowledge institutions (such as the University of Amsterdam), the 
aim of the IS Academy is to foster cooperation between policymakers and researchers in the field of 
international cooperation and to maximize the impact of knowledge and research on the quality of de-
velopment cooperation. 
 
In the context of the IS Academy, this study indeed has relevance for development cooperation in prac-
tice and attempts to contribute to good policy in a number of ways. In the first place, recognizing that 
the sector-wide approach (SWAP) is supposed to eventually lead to a well-organized education sector in 
Yemen, and to enhance the full potential of the Yemeni people, this study may expose inherent obsta-
cles to the delivery of �effective� aid. By analyzing the SWAP in the Yemeni education sector, possible 
challenges might be tackled, which may lead to a different, maybe better, organization of development 
cooperation, which might eventually enhance education opportunities for all Yemenis. Related to this 
point is an observation made by the Dutch Policy and Operations Evaluation Department (IOB) (Van 
Niekerk 2006) in a report evaluating the Dutch transition from the project approach to the sector-wide 
approach that aid does not reach the poor. A central question related to the SWAP according to Van 
Niekerk (2006: 14) therefore is: how can aid to the SWAP increasingly be adjusted to regional and local 
levels? This study might make a modest contribution to this question. 
 
Taking these direct practical needs into account, there are broader and more complex processes within 
which these take place. Therefore, this study attempts to understand the fundamental structural, discur-
sive and ideological underpinnings that shape the processes behind the SWAP in the Yemeni education 
sector and the promotion (or obstruction) of more sustainable development processes. Within the tradi-
tion of critical research, this study will employ aspects of critical postcolonialism to contribute to the 
education and globalization debate, which until presently has been primarily theoretically constructed, 
and focused mainly on the influence of globalization on education in postcolonial sub-Saharan African 
states (e.g. Samoff 2004; Tikly 2001). By focusing on a specific case study in a very particular postcolo-
nial setting - the Yemeni education sector - this study will investigate whether the assumptions hold true 
in a different situation. To conclude, this study has relevance for policy makers and practitioners as well 
as academics, and as such can offer a critically informed yet policy-relevant approach, and contribute to 
discussion and dialogue between policymakers and researchers. 

1.4.  Conceptual framework and structure 

After the introduction, chapter 2 will set out the theoretical perspective which informs the entire thesis. 
The study is embedded in critical theory and employs aspects of critical postcolonialism. Methodologies 
and methods of data collection and data analysis applied within this subjective lens will also be discussed 
in this chapter. Chapter 3 on education and development discusses the conceptual framework of the 
study. In the context of global governance of education, different relevant concepts will be discussed and 
ongoing debates will be set out. Chapter 4 will shape the context of the research location and will pro-
vide some background on Yemen and its colonial and postcolonial history. Chapters 5 and 6 form the 
empirical part of the thesis. The partnership in the Yemeni education sector will be introduced in chap-
ter 5. This provides the context for analyzing power relations within the partnership, which subsequently 
will be done in chapter 6. Chapter 7 finally will draw conclusions and will discuss these in a broader 
perspective. Do new approaches to international development cooperation lead to more sustainable 
development processes? Limitations and reflections, and some recommendations for future research will 
be presented as well. 
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Figure 1.1 below shows the relationships between the different concepts in this study. It sets out the 
interrelationships between the different sections and the structure of this thesis schematically. 
 
 

 

Figure 1.1: Conceptual framework 
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CHAPTER 2.  
POSTCOLONIALISM: THE CRITICAL SUBJECTIVE LENS 

 
This is my truth 

Tell me yours 
 

Manic Street Preachers 
 
 
This chapter will provide a background on the philosophical and methodological approach behind the 
research. It describes the framework in which the entire study is embedded, and explains which research 
choices have been made. Critical postcolonialism, as a strand of critical theory, is the theoretical per-
spective informing the understanding of the world order in this study. After discussing critical postcolo-
nial theory in section 2.1, methodologies and methods applied within an umbrella of critical ethno-
graphic research will be set out in section 2.2. Section 2.3 presents the methods of data analysis. This 
chapter ends in section 2.4 with a reflection on the theoretical and methodological choices made. 

2.1.  Critical postcolonial theory 

In the education and globalization debate, an apparent global consensus on the importance of partner-
ships seems to be emerging. Instead of taking this consensus for granted, this study is concerned with 
the origins of it, will critically reflect on it, and attempts to understand how it manifests itself within the 
governance of the Yemeni education sector. This �standing apart from the prevailing order of the world 

and asking how that order came about� is what Cox (1996: 88) calls critical theory, as opposed to problem-

solving theory. 
 
Critical theory emerged as a response to mainstream positivist approaches to global political economy 
and (social) world order. Positivism claims that there is a truth that exists independent of knowledge and 
that reality is value-free, a-historical and cross-cultural (Crotty 1998). However, there may be different 
perspectives regarding the same object, phenomenon, or reality. Whereas positivist approaches aim to 
discover the objective truth and want to identify causal relationships in an objective world, post-positivist 
approaches hold that it is not possible to separate the subject from the object. Meaning is not a fixed 
independent reality that can be discovered, but is constructed by our knowledge of that reality (Fair-
clough 2005). Following this constructivist epistemology, empirical scientific research and normative 
enquiry cannot be distinguished. 
 
If meaning is constructed by our knowledge of reality, then those that are able to produce knowledge or 
shape how knowledge is presented can consequently construct an image of reality. Such a �particular 
way of representing some part of the (physical, social, psychological) world� is a definition of discourse 
given by Fairclough (2003: 17). Discourses differ in the way they advance a particular version of �the 
truth� about social events. What is said about the truth? What is not said? How are processes and rela-
tions, social actors, time and place of events represented? According to Foucault, knowledge and dis-
course are intimately related to power. Those that possess power can shape how knowledge is presented, 
and by doing so constructing a particular discourse. If there is an imbalance in power, a discourse can 
advance a socially constructed image of reality that becomes widely accepted or dominant and can con-
sequently reinforce the power of the already powerful. 
 
Since problem-solving theories do not question the origin, nature and development of historical 
structures, they contribute to the maintenance of existing social and power relations, including their 
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inherent inequalities. In contrast, critical theory attempts to challenge power relations that advance one 
particular version of the truth. For critical theory the role of science is to transform social structures and 
bring about social change. One of the basic assumptions lying beneath critical theory is that what is pre-
sented as facts cannot be isolated from ideology (Crotty 1998). Critical theory calls current ideology into 
question, challenges conventional social structures and tries to develop new ways of understanding 
(Crotty 1998). In this light, this study attempts to challenge inequality and tries to reveal power rela-
tions, especially since the sector-wide approach in its aim to promote more sustainable and equitable 
development processes attempts to change power structures in order to support ownership; which could 
be read as an understanding of development processes that is not necessarily based on the knowledge 
constructed by the powerful but essentially by the Yemenis themselves. 
 
But how to approach issues of inequality? Different branches of critical theory provide different answers 
to this question. Critical theory is not a homogenous theory and does include many different strands, 
such as dependency theory, feminism, neo-Gramscianism and postcolonialism, that in themselves have 
their own way of looking at �the truth.� Indeed, strands of critical theory can be distinguished by their 
underlying epistemology and ontology and all have their own particular discourse approach, their own 
way of explaining in which way images of reality are shaped. In the tradition of critical theory, one par-
ticular theory that contests dominant ways of looking at reality and offers a way of seeing things differ-
ently is provided by postcolonialism (Young 2003). 
 
Postcolonialism deals with many issues for societies that have undergone colonialism or been subject to 
colonial influence. It looks essentially at the relations between western and non-western people and their 
worlds. Worlds that are full of inequality, and always have been represented as being unequal. As Said 
(1978: 49) argues, the West is characterized as being �rational, peaceful, liberal, logical, capable of hold-

ing real values, without natural suspicion,� the non-West, or what Said terms the Orient, �none of these 
things.� Laden with �a will to power� (Kapoor 2002: 650), a will to �control, manipulate, even to incor-
porate, what is a manifestly different world� (Said 1978: 12), this inherently racist binary opposition 
between the West and the non-West has served as the basis for European imperialism. 
 
Although struggles against imperialism eventually did lead to independent sovereign states, postcolonial-
ism in a new way continues the anti-colonial struggles of the past (Young 2003). Postcolonialism essen-
tially focuses on the persistence of colonial forms of power, as a consequence of globalization, which is 
among others manifested in education (Tikly 2001). Indeed, development itself is legitimized based on a 
western view of progress and social change, rooted in European enlightenment (Tikly 2004). Postcoloni-
alism challenges dominant ways in which knowledge constructs and represents the Orient. It tries to 
highlight forms of resistance to western global hegemony, and emphasizes resistance to the dominant 
western way of looking at things, placing global relations in another perspective (Tikly 1999). In fact, 
postcolonialism suggests that �the colonies and postcolonies have influenced and penetrated the West� 
(Sylvester 1999: 712). It places the Orient, its hybrid identities, histories, and priorities at the centre and 
approaches them as subject as opposed to object. In Young�s (2003) words, postcolonialism turns the 
world upside down. 
 
Postcolonialism focuses on heterogeneity and ambivalence, embraces cultural diversity and centres 
around issues of race, culture, language and identity, or what Sayer (2001), referring to the critical theo-

rist Jürgen Habermas, terms lifeworld. However, in doing so, some forms of postcolonialism are criticized 
for having an understanding of reality that is created by rather free-floating perceptions. Thereby they do 
not adequately appreciate the role of historical and material processes in the creation of meaning, some-
thing Cox (1996) for example recognizes very well in his understanding of historical structure as a result 
of interaction between ideas, material capabilities and institutions. As a consequence, according to Sayer 
(2001), economic systems run the risk of being reduced to the lifeworld in which they are embedded, for 
example by approaching the western, individualistic, capitalist mode of economics merely culturally, and 
opposing it to non-western collective traditions where economic systems are part of social, political and 
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cultural life (Tikly 2004). Just as some critiques of postcolonialism assert that it avoids materialism, other 
strands of critical theory, such as branches of dependency theory, receive critique of limiting themselves 
to a mere economic analysis of social inequality (Kapoor 2002). 
 
Recognizing these critiques, Sayer (2001) suggests that in order to develop critical understanding of con-

temporary society, a critical cultural political economy needs to study both systems and lifeworld. Indeed, 
Sayer (2001: 690) states that the apparent opposition between systems and lifeworld is �not about two 
externally related phenomena, but about a difference between two things which are related.� Acknowl-
edging this fuzziness, Sayer (2001) argues that economic and cultural analysis should go together, rather 
than either exclusively focusing on economic analyses or reducing economic systems completely to social 
and cultural issues. In this light, this study therefore could be seen as being embedded in a theoretical 

perspective of critical postcolonialism, an approach that places the postcolonial subject at the centre and 
attempts to recognize the complex interrelationship between material structures and cultural relations. 
The critical discourse analysis that is applied within this perspective will be set out in section 2.3. First, 
informed by critical postcolonialism, the following section will set out the methodologies and methods 
that are employed in this study within an umbrella of critical ethnography. 

2.2.  Methodologies and methods: critical ethnography 

Just as sector-wide approaches emphasize ownership, this study aims to promote a Yemeni-centred un-
derstanding of development processes. To be able to interpret different perspectives, especially in an 
alien culture, taking the role of others is central, according to the research methodology of ethnography. 
However, enabling informants to express their own perspectives as such does not explain how and why 
these perspectives are developed. Indeed, conventional ethnography does not adequately address power 
relations inherent in any representation of reality and therefore does not contribute to developing new 
ways of understanding (Hart 2004). In order to overcome this critique, the research methodology in-
forming this study is critical ethnography, which critically examines informants� perspectives in the con-
text of a broader historical and structural analysis. Within the umbrella of critical ethnographic research, 
this section will discuss methodologies and methods applied in the field research. 
 
To be able to find out informants� perspectives and place their understandings against the background 
of broader historical materialism, a good research method is observation (Crotty 1998). Opposed to 
more directive forms of data collection such as structured interviews or questionnaires, observation as a 
non-directive method of data collection minimizes the risk of directing informants towards a certain 
perspective. Observation gives way to �get inside� the way people see the world. In order to do so, the 
field research for this study, facilitated by the Embassy of the Kingdom of the Netherlands (EKN), was 
conducted in Yemen, from 15th September to 1st December 2006. The majority of the research was car-
ried out in Yemen�s capital city Sana�a, and amongst the donor community and Yemeni government. 
Some additional research has been conducted at locations outside Sana�a. 
 
But how can we observe �new approaches to international development cooperation,� as stated in the 
central question of this study? Partnerships have been used as manifestation of new approaches to inter-

national development cooperation. As operationalization of partnerships, a key document (Partnership 

Declaration, see Annex 1) has been identified that represents partnerships in the Yemeni education sec-
tor. Of course, one key document cannot be representative for or generalizable to partnerships in gen-
eral. However, as a central component of a case study, it can be used as a - tentative - basis for new as-
sumptions and might, although in no ways generalizable, still make a modest contribution to the debate 
on partnerships and sector-wide approaches. 
 
Partners in the partnership have been identified as units of analysis for observation. Additionally, rele-
vant actors in the Yemeni education sector outside the partnership have been included in the research. 
The Embassy of the Kingdom of the Netherlands has been very helpful in providing access to actors, of 
which I am deeply grateful. Within the method of observation, both participant and outsider observa-
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tion were employed. As part of outsider observation, school visits, both inside and outside Sana�a, were 
made to get a sense of the education sector in Yemen, and to get a perspective from teachers and stu-
dents. For similar reasons, a visit to the University of Sana�a was made. 
 
As part of participant observation, a number of meetings were attended. Especially in the initial phase of 
the field research these meetings have been useful to introduce the research and to build rapport among 
prospective informants. Table 2.1 provides an overview of the meetings that were attended. In addition, 
representatives of agencies were approached to gain insights on their perspectives on the partnership. In 
a number of cases, the informants visited the Embassy of the Kingdom of the Netherlands. In all other 
cases visits to the informants were made. Informants in general are education experts and as such pri-
marily responsible for the education sector from the perspective of the agency they represent. Table 2.2 
on the following page gives an overview of the informants involved in the research. 
 

Meeting Date and venue of meeting 

A-staff (expatriate) meeting Bi-weekly, EKN, Sana�a 
Development cooperation meeting Bi-weekly, EKN, Sana�a 
Presentation Educational Quality Improvement Program (Equip1) 19-09-2006, Equip1 office, Sana�a 
BEDP management team meeting 24-09-2006, World Bank office, Sana�a 
Donor and Girls� Education Sector Meeting 03-10-2006, GTZ office, Sana�a 
Presentation Maastricht School of Management project 10-10-2006, EKN, Sana�a 
Donor group meeting 29-10-2006, GTZ office, Sana�a 
Conference on School Building Construction 11-11-2006, Hadda Hotel, Sana�a 
Introduction of 2007 budget of Ministry of Education 20-11-2006, The Education Research and 

Development Center, Sana�a 

Table 2.1: Meetings attended 
 
A possible element of participant observation is informal interviewing (Russell 1995) This method has 
been applied regularly, often prior to or following meetings, and, being based at the Embassy of the 
Kingdom of the Netherlands, obviously among embassy staff (such as the ambassador, head of develop-
ment cooperation, and experts on the sector-wide approach in various sectors). As final part of observa-
tion, a round table discussion was organized in the last week of the field work at the Embassy of the 
Kingdom of the Netherlands in Sana�a, for which all informants involved in the research were invited. 
For triangulation as well as reciprocity purposes, during this meeting preliminary findings were pre-
sented, followed by a number of strong statements, which, as intended, initiated a heated debate among 
participants, reflecting the different perspectives on partnerships in the Yemeni education sector. This 
last meeting therefore could also be seen in the light of a focus group discussion (Russell 1995). 
 
Observation was supplemented by unstructured and semi-structured interviewing to gain a deeper un-
derstanding of perspectives on partnerships. Especially unstructured, or ethnographic interviewing, was 
applied as the main mode of interviewing, to �get people to open up and let them express themselves in 
their own terms, and at their own pace� (Russell 1995: 209). An advantage of this method is that it is 
characterized by a minimum of control over the informant�s responses (Russell 1995). To have some 
basic guidance - as opposed to a checklist or formal interview guide - some issues were identified that 
operationalize the most relevant concepts in the study. A list of thematic issues which were focused on 
generally (though not too strictly) during both observation and interviewing is included in Annex 2. 
 
A total of twenty formal interviews were conducted, five of them with two education experts concur-
rently, the others on a one-by-one basis. All informants voluntarily participated in the research. Most of 
the interviews were conducted in English, two were in Dutch and two were in Arabic, for which inter-
preters were used. Informants took ample time for the interviews; on average the interviews lasted for 
about an hour. Before starting an interview, the background and purpose of the research and the re-
searcher were set out and the expected duration of the interview was indicated. Probing has been ap-
plied as a technique to stimulate an informant to produce more information (Russell 1995). 
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Informant Date and venue of visit 
 

Ministry of Education (MOE) 

 Technical assistant 08-10-2006, MOE technical office, Sana�a 

 Head of Technical Office 08-10-2006, MOE technical office, Sana�a 
 

Social Fund for Development (SFD) 

 Head of education unit 25-11-2006, SFD office, Sana�a 

 Programme officer 25-11-2006, SFD office, Sana�a 
 

Public Works Project (PWP) 

 Project director 30-10-2006, PWP office, Sana�a 
 

Schools and universities 

 School director, teachers, students 01-10-2006, Rabba�a al Dawia school, Sana�a 

 School director, teachers, students 02-10-2006, Al-Ghashmi school, Sana�a 

 School director, teachers, students 07-10-2006, 30 November school, Hababa 

 Dean of language faculty, teachers, students 18-11-2006, Sana�a University, Sana�a 
 

Parliament of Yemen, Islah party 

 Member of Parliament (MP) 27-11-2006, MP residence, Sana�a 
 

Government of the Federal Republic of Germany 

 Development counsellor, German embassy 21-11-2006, German embassy, Sana�a 

 Donor coordinator, GTZ 01-10-2006, EKN, Sana�a 

 Director, KfW 21-11-2006, KfW office, Sana�a 
 

United Kingdom, Department for International Development (DFID) 

 Senior education adviser 29-10-2006, EKN, Sana�a 

 Education adviser 03-10-2006, EKN, Sana�a 
 

Government of the Kingdom of the Netherlands 

 First secretary education, Dutch embassy 27-11-2006, EKN, Sana�a (date of formal interview) 

 Senior programme officer education 27-11-2006, EKN, Sana�a (date of formal interview) 

 Project coordinator, NPT 29-10-2006, NPT office (inside MOHE), Sana�a 
 

Government of the Republic of France 

 Cooperation attaché 12-11-2006, French embassy, Sana�a 
 

World Bank 

 Cluster leader education 26-11-2006, World Bank office, Sana�a 

 Education consultant 26-11-2006, World Bank office, Sana�a 
 

UNICEF 

 Head of education section 31-10-2006, UNICEF office, Sana�a 
 

World Food Programme (WFP) 

 Programme officer 14-11-2006, WFP office, Sana�a 
 

International Labour Organization (ILO) 

 Chief technical adviser 19-11-2006, ILO office (inside Ministry of Social Affairs and 
Labour), Sana�a 

 

Government of Japan 

 First secretary, Japanese embassy 28-10-2006, Japanese embassy, Sana�a 

 Coordinator, JICA 14-11-2006, JICA office, Sana�a 

Volunteer coordinator, JICA 14-11-2006, JICA office, Sana�a 
 

United States Agency for International Development (USAID) 

 Senior education adviser 26-11-2006, American embassy, Sana�a 

 Senior education adviser 26-11-2006, American embassy, Sana�a 
   

Table 2.2: Informants involved in the research 
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Recognizing that it will be rather easy to discover identities, anonymity could not be guaranteed. How-
ever, confidentiality and discretion in the use of data was assured. Recognizing the sensitivity of certain 
statements, identities have been replaced by random numbers when informants are quoted in this the-
sis, in order to reduce the possibility to identify their identities. However, in order to prevent obstruc-
tion of the argumentation in the analysis chapters, in certain cases a deliberate choice has been made to 
present the name of agencies in the discussion (though not with direct quotes), especially in the light of 
power relations as a focus point of this study. The researcher of course has full responsibility for the 
consequences of these choices, not only towards individual informants, but also towards their reality, 
the organizations they represent, the Yemeni state, the Embassy of the Kingdom of the Netherlands and 
the Dutch Ministry of Foreign Affairs. 
 
Finally, because �the temptation should be avoided to use only observational or oral data as the primary 
source� (Gray 2004: 327), unobtrusive data were collected as a supplementary source to gain perspectives 
on partnerships in the Yemeni education sector. Unobtrusive data collected include minutes of meet-
ings, evaluation reports, progress reports, background documents, fact sheets, etc. A list of the most 
relevant unobtrusive and secondary data sources used is included in the reference list. 
 
Data collected during both outsider and participant observation have been reported in specific and de-
tailed field notes, which not only contains findings, but also some personal reflections. During school 
visits some photographs were made, which allows the detailed recording of facts (Gray 2004). To obtain 
a permanent record of primary data, a digital voice recorder was used during most interviews, when 
informants did not specifically object to this. To be fully concentrated on the informant, note taking was 
kept to a minimum during the interview itself. Detailed notes however were taken afterwards, while 
listening back to the recorded interviews, and relevant parts of the interviews have been transcribed and 
stored in an interview report. Field notes, diaries, voice records and other collected data are stored in a 
safe place and are used only for the purpose of this research and will not be made available to anyone 
who is not directly involved in the study. A copy of the final report of the study will be distributed 
among all informants, which will at the same time advance issues of reciprocity. 
 
An advantage of using multiple methods is that it enables triangulation (O�Leary 2004). Within ethno-

graphic research, according to Tesch (1994) triangulation is the best way to improve reliability (in: 
O�Leary 2004: 22). Although reliability in social studies may not be possible, the research process and 
inherent subjectivities were aimed to be as much as possible justified, systematic, and well-documented 

(O�Leary 2004), which builds strong dependability. Because the chosen methods try to get an insider�s 

perspective of informants, the findings will be very close to reality, that is, their reality. Indeed, according 

to Mouton (2001), one of the strengths of ethnographic research is high construct validity, or, recogniz-

ing that multiple truths may exist, authenticity. One of the limitations of ethnographic research is the 

lack of generalizability (Mouton 2001). Therefore, in order for the findings of the study to be transferable 
to other situations or cases, the research context and methods have been tried to be described in detail, 

which will also improve replicability. To summarize, figure 2.1 visualizes the perspectives applied and 
methodologies and methods used in this study. 
 

 

Figure 2.1: Perspectives applied and methodologies and methods used (following Crotty 1998) 

Epistemology 

 

Critical 

constructivism 

Theoretical 

perspective 

Critical 

postcolonialism 

Methodology 

 

Critical 

ethnography 

Methods 

Observation 

Interviewing 

Unobtrusive data 



UNVEILING PARTNERSHIPS 

- 16 - 

2.3.  Power analysis 

This study attempts to answer whether sector-wide approaches lead to more sustainable and equitable 
development processes within the governance of the Yemeni education sector. This implies ownership, 
which could be described as an understanding of development processes that is essentially constructed 
by the Yemenis themselves. Such an understanding is constructed by knowledge, and knowledge is 
shaped by power, as was argued in section 2.1. Therefore, in order to see to what extent ownership can 
actually be achieved by the SWAP, this study will, in the context of critical postcolonialism, attempt to 
analyze power relations within the SWAP. This section will briefly discuss power as a concept, and set 
out the way power analysis is applied in this study, in the light of critical discourse analysis. 
 
Power is a multifaceted concept, which may manifest itself in many different ways. Power implies the 
capacity to control and the ability to make or influence outcomes. This can be expressed very visibly, for 
example through the use of military power. It can also be expressed in relatively hidden conflicts, for 
example through the production of texts. In this regard, critical discourse analysis is often used to un-
derstand the relationship between language and power (Janks 2000). Language, or texts, can affect 
knowledge, belief, attitudes, values, actions, social relations, and the material world, and as such are 
related to the production of meaning (Fairclough 2003). According to critical theory, this production of 
meaning is shaped by ideology, and can also sustain or change ideologies. 
 
The relation between meaning and ideology is essentially mediated by power relations. The way this 
works can be seen on various levels and in different ways, for example in global governance. The inva-
sion of Iraq is an example in which one understanding of reality (that freedom was threatened) was, 
through the use of military power, imposed on Iraqi society to set up new governance structures.1 It also 
happens less visibly, for example through the influence of texts or reports produced by powerful organi-
zations (such as the World Bank�s World Development Reports) that promote certain �truths� about 
what �good governance� should entail. 
 
To analyze the link between power and global governance, this study has applied power analysis. Accord-
ing to Guzzini (1993), any intentional attempt to set new institutional frames for actors� capabilities 
must be integrated into power analysis. For a deeper analysis of power relations in the Yemeni education 
sector, the collected data have been located in Steven Lukes� (1974) three-dimensional theory of power. 

The first dimension of power, decision-making power, is the most obvious and visible form of power. It 
reveals concrete, observable behaviour and focuses on the analysis of observable conflicts over concrete 
issues (Béland 2006). 
 
Rather than dealing with who makes decisions, which is revealed by the first dimension of power, the 

second dimension of power, which could be labelled agenda-setting power, deals with who actually defines 
the agenda around which those decisions are to be made (Dale 2005). It is an effective form of power, 
because in setting the agenda, it determines around which issues decisions are to be made, and which 
issues decisions are not to be taken about. It reveals the power that prevents potentially controversial 

issues from generating observable conflicts (Béland 2006). Therefore, this dimension is also called non-

decision-making power. 
 

The third and most important dimension of power, ideological power, is the ability to determine �the 
rules of the game� (Dale 2005: 131) in which agendas are set. It focuses on hidden forces that systemati-
cally rule out potential conflicts of interest before they can be voiced (Guzzini 1993). This dimension 
not only constrains agendas, but also influences people�s wishes, thoughts and minds in such a way that 
they accept a dominant discourse and act in the interests of the producers of this discourse - the power-

ful - out of their own free will. Van Dijk (1993: 250) in this regard talks about hegemony. 

                                                      
1 See Lehmann (2005) for an interesting analysis of the way media in U.S. and Germany produced different images 
of reality and how meaning and ideologies are mediated by power relations prior to the invasion in Iraq. 
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This last notion might suggest that there can never be a genuine convergence of interests between the 
powerful and those subject to their power. However, as Lukes and Haglund (2005) state, convergence of 
interests does not necessarily depend on power relations. Interests of actors could of course correspond 
contingently. In order to address this, Lukes and Haglund (2005: 60) hold that �if power either favours 
or does not disfavour the interests of the powerful and either favours or disfavours the interests of those 
subject to their power,� the interests of the powerful may have been taken over and become institution-
alized. The historical and material processes of the way interests have developed and have become insti-
tutionalized may therefore be relevant to analyze in order to be able to say whether a convergence of 
interests is a matter of hegemony or contingency. 
 
Furthermore, as Guzzini (1993) argues, influencing decisions (and non-decisions) not only occurs delib-
erately, but also unintentionally, for example when agents are unaware of their capacities and their con-
sequences. Actions can have unintended and sometimes unconscious effects. Similarly, expressions of 
power do not necessarily entail bad intentions; they can bring about certain consequences, for better or 
worse, and intended as well as unintended. In order to make a distinction, Dowding (2006) suggests to 
delimit the third dimension of power to intentional influencing. Again, however, without an analysis of 
historical and material processes it will be hard to judge whether power expressions are intentional or 
not. 
 
Lukes� power dimensions operate at various levels and in many areas, one of them being global govern-
ance of education. For example, whereas decisions around national education systems may be taken at a 
national level and the agenda may similarly be set at a national level, the framework in which the agenda 
is set and decisions are made may be determined at a different scale (Dale 2005). Especially in the light 
of ideological power, critical discourse analysis holds that ideologies or dominant discourses can be ana-
lyzed through, among others, textual analysis. In this light, following Dale (2005), critical educational 
policy analysis has been employed in this study to give explanation of processes in the governance of the 

Yemeni education sector. The focus in this analysis has been on processes within the governance of edu-

cation, rather than on outcomes of these processes. The processes behind educational policies are ex-
plored rather than the content of the policies themselves. 
 
In order to identify ideological representations, some aspects of Fairclough�s (2003) textual approach to 
critical discourse analysis have been employed. Texts (such as field notes, interview reports and unobtru-
sive data) have been analyzed to clarify the way they contribute to knowledge and as such to meaning 
and understandings of reality. Since collected data consist of large bodies of text, they have, following 
Gray (2004), first of all been reduced and codified. Obtained data have been disaggregated into smaller 
units, reflecting broadly power relations within the Yemeni government, power relations within the 
donor community, and power relations between the Yemeni government and development agencies. 
Within these broad categorized groups, recurrent themes have been identified and relationships, con-

trasts and similarities within and between categories have been underlined, reflecting generally corpus 

analysis, to investigate distinctive patterns of co-occurrence or collocation between keywords and other 
words (Fairclough 2003). 
 
Subsequently, the classified themes within the categorized groups have been located in Lukes� dimen-
sions of power. These have broadly been placed against the (ideological) background of producers of 
these texts, taking account of their institutional position and interests. Data have also been analyzed on 
the intention, meaning and context of statements, the use of words, underlying assumptions, etc. This is 
obviously open to diverse interpretations. Therefore, it should be noted that in this thesis one interpre-
tation is given, thereby neglecting a multiplicity of alternative interpretations. Other people will have 
different interpretations of exactly the same texts or words. Finally, following critical theory, categories 
have been integrated in an attempt to offer a different perspective on partnerships in the Yemeni educa-
tion sector. By placing it in a broader context, it will try to contribute to new ways of understanding 
realities of international development cooperation. 
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2.4.  Limitations and reflections 

Following the aim of sector-wide approaches to support ownership and promote more sustainable and 
equitable development processes, this study attempts to challenge inequality and tries to reveal power 
relations in the partnership in the Yemeni education sector, in the light of a critical postcolonial 
aproach. Taking on critical postcolonialism as the theoretical perspective unavoidably implies subjectiv-
ity. As was argued earlier, meaning is constructed by knowledge of reality, and different people may con-
struct meaning in different ways, even in relation to the same phenomenon. Since this study is inevitably 
biased by the understanding and knowledge of reality and, consequently, the subjectivity of the re-
searcher, there cannot be something like �objective� social research. However, embedded in critical post-
colonialism is a critical reflexivity that attempts at an honest interpretation of events, and in this sense I 
hope in this study to give a different perspective on partnerships in the Yemeni education sector in or-
der to promote more sustainable and equitable development processes. 
 
Being inevitably subjective, the analysis applied in this study will necessarily be limited, incomplete and 
partial. It is considered impossible to tell everything there is to say about an issue; not only for practical 
reasons, but also because the way that this is presented is shaped by the interest, skills, knowledge, access 
and possibility and luck of the researcher. Inherent in any research and especially in a Master�s thesis is 
that certain research choices have to be made. This selectivity affects at least a number of important 
issues, such as research design, representation, and research period. Although I hope that the choices 
made are reasonably justified in this chapter, a number of limitations are worth mentioning. 
 
Within the research design, a great deal of subjective choices has been made, such as the choice to apply 
critical postcolonial theory, critical ethnography, and power analysis. The choices for these approaches 
have been explained earlier. Noteworthy to state here is that these choices reflect only one out of many 
possible approaches, and similarly focus on one out of many possible social events. The specific contri-
bution of especially critical postcolonial theory for the purposes and implications of this study will be 
discussed in more detail in chapter 7. 
 
Similar to the theoretical perspective and underlying methodology, also the individual methods and 
operationalization of relevant concepts are selective and subjective. For example, within the method of 
interviewing, by choosing to ask certain questions, other questions that may be considered at least as 
pertinent and relevant are not being asked. This applies equally to the presentation of collected data, in 
which for example choices had to be made about which quotes to show, but also in which context, and 
how statements were to be interpreted. 
 
In the same vein, a choice had to be made to use certain terms; as such, unavoidably within social stud-
ies, the research itself can be analyzed and located discursively. For instance, non-Yemeni actors in the 

education sector are identified as development agencies, rather than for instance development partners, do-

nors, or western agencies. In the same vein, low-income states will prevail over developing countries or Third 

World countries. In this section, the West and the Orient were chosen rather than for example North and 

South, or rather than choosing a non-binary distinction. Indeed, using such terms presumes polarization, 
even though hybridity and cultural diversity, essential within postcolonial theory, are recognized and it is 

acknowledged that such a thing as the West or the Orient does not exist. Although the use of such terms 
in itself cannot be neutral, the intention was to prevent bringing certain connotations with the terms 
used, and at the same time to be as consistent as possible. 
 
With regards to issues of representation, most informants involved in the research are representatives 
from development agencies, as has been shown in table 2.2. Moreover, representatives from Yemeni 
agencies, mostly government officials, can be identified as being elites, rather than reflecting diverse 
Yemeni voices. This implies major constraints in terms of being representative for the Yemeni education 
sector in its entirety, or, for that matter, new forms of international development cooperation in general. 
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The reasons for involving mainly western and elite informants are mainly of a practical kind. The re-
search, which investigated power relations inherent in partnerships in the Yemeni education sector, was 
facilitated by the Embassy of the Kingdom of the Netherlands. The embassy proved to be a very useful 
gatekeeper in providing access to development agencies and government officials - relevant actors in the 
governance of the Yemeni education sector. Due to time constraints and because of the possibility to get 
access to development agencies and government officials, the choice has been made to mainly focus on 
these actors instead of including more non-western and non-elite voices in the research, although some 
�local� voices have been included, for example through school visits. Moreover, a number of weeks of the 
limited research period were during Ramadan, which made it difficult to schedule more meetings, inter-
views and field visits during these weeks. 
 
An additional practical reason for this choice is a language issue. Conducting research as a non-Arabic 
speaking westerner in Yemen, an Arabic-speaking country, hinders the involvement of non-English 
speaking informants (an Arabic language course proved insufficient to close this language barrier). All 
representatives from development agencies and most government officials did speak English. However, 
in some situations where informants did not master the English language, expressing their minds proved 
to be difficult. In a number of cases, translators have been used. However, this did bring new challenges 
of interpretation and communication, even though a good working relationship with the translators and 
familiarity with the research topic was maintained. 
 
Finally, a number of ethical issues are considered important to mention. Doing social research is an 
active reciprocal process in which relationships are developed. Having spent almost three months at the 
Embassy of the Kingdom of the Netherlands, I have built good personal relationships with colleagues at 
the embassy. Similarly, good relationships have been developed with informants who were all very open 
to participate voluntarily in the research and devoted a lot of their scarce time for it, willing to address 
any issue, and helpful for any support. Furthermore, these people are very good-willing benevolent de-
velopment practitioners, that all have the best intentions for the Yemeni education sector. 
 
To give informants an idea of the way their perspectives are interpreted in this thesis and the way they 
contributed to this study, a copy of the thesis will be distributed, which however in no ways compensates 
for my personal gains, not only in terms of data collected, but also in terms of academic recognition, 
intellectual knowledge, practical experience, and future career opportunities. 
 
Against this background, it may seem awkward that this thesis is an attempt to critically analyze practices 
of development cooperation. In doing so, this thesis is critical of development practices of informants 
with whom relationships have been developed, which may potentially be emotionally or psychologically 
harmful. To minimize this risk, I have tried to act in a sensitive way and be respectful to informants, 
both during the field research and in this thesis. Besides, confidentiality and discretion in the use of 
data is assured and identities of informants have, as much as possible, been replaced by random num-
bers. 
 
Recognizing the overall purpose of the thesis to offer new ways of understanding realities of interna-
tional development cooperation in order to contribute to sustainable and equitable development proc-
esses, I hope that the thesis will be read in such a way. As such, I hope that the mutual aim of the thesis 
and of the development practices of informants will be an opening point for a wider dialogue on reali-
ties within the Yemeni education sector, in order to ultimately work towards more sustainable and equi-
table support of the Yemeni education sector. 
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CHAPTER 3.  
ONE WORLD: EDUCATION AND DEVELOPMENT 

 
All the little ants are marching 

Red and black antennas waving 
They all do it the same 

They all do it the same way 
 

Dave Matthews Band - Ants marching 
 
 
This chapter presents the theoretical background of the research. It will discuss ongoing debates and will 
form the conceptual framework of the thesis. Section 3.1 introduces the concept of globalization. This is 
followed by section 3.2 on international development cooperation. A newly emerged paradigm in this 
field, the post-Washington Consensus, will be discussed in section 3.3. Section 3.4 examines the sector-
wide approach, a new approach to international development cooperation which has gained wide sup-
port in recent years. Section 3.5 finally presents debates going on in the field of education, and sets out 
the way globalization can affect the governance of education. 

3.1.  Globalization 

Globalization brings the potential to reduce poverty (World Bank 2002). At the same time it is acknowl-
edged that it can potentially lead to further marginalization and impoverishment as well (DFID 2000). 
Globalization indeed produces winners and losers. In what way do new approaches to international 
development cooperation ensure that the Yemeni education sector will become a winner of globaliza-
tion? For an understanding of the way that globalization might affect education, it will be useful to have 
an understanding of the concept of globalization itself. 
 
Globalization is seen as a multidimensional process, which affects economic power, state power and 
political power and involves distinctive political, cultural, economic and technological aspects in social 
life. Held, McGrew, Goldblatt and Perraton (1999) distinguish three broad accounts of globalization: 
the hyperglobalist, sceptical and transformationalist thesis. Hyperglobalists characterize globalization as a 
new global marketplace in which �distinctively new forms of global culture, governance and of civil soci-
ety� (Tikly 2001: 153) are associated with the end of state power. For the sceptics the nation state re-
mains very powerful, especially within regional blocs that segment the international economy. The trans-
formationalists finally see globalization as a process in which state power transforms, and where states try 
to adapt to a more interconnected but highly uncertain world. 
 
Although globalization does not imply the end of nation states, it does affect governance of states, or in 
the words of Dale (1999: 2) �both the content and form of at least some of the policy making procedures 
and outcomes of all states.� Consequently, there has been a decrease in the capacity of nation states to 
develop policy independently. Accordingly, Held et al. (1999: 425) characterize the contemporary post-
war globalization phase as �a worldwide system of nation-states, overlaid by multilateral, regional and 
global systems of regulation and governance.� 
 
Robertson et al. (2006) identify the United Nations (UN) and the Bretton Woods institutions (Interna-
tional Monetary Fund (IMF) and World Bank) as multilateral structures in the centre of global govern-
ance, and distinguish the Organization for Economic and Cooperative Development (OECD) and 
World Trade Organization (WTO) as increasingly powerful multilateral agencies. Regional organiza-
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tions, as has been argued by Dale and Robertson (2002), play an increasingly important role in globaliza-
tion processes, as could be exemplified by the effects of the European Union (EU) or the Cooperation 
Council for the Arab States of the Gulf (GCC), not only on member states, but also on potential new 
members, such as Turkey in the case of the EU or Yemen in the case of the GCC. Dominant regional 
blocs that have emerged since the 1990s center around the US, the EU, and Japan. Finally, significant 
players in globalization processes are international non-governmental organizations (NGOs) and multi-
national or transnational corporations (TNCs). 
 
All these players have their own agenda in globalization processes. The WTO, the IMF and the World 
Bank for example generally are fierce promoters of empowerment of the market with a minimal role for 
the state, while most of the UN organizations support the need of public intervention to ensure basic 
needs and human rights (Tikly 2004). The different regional blocs, too, have different levels of interac-
tion and integration. As Dale (2000) points out, they could to some extent be seen as competitors, by 
seeking the control and orientation of international trade most favourable to them. In the same regard, 
Dale and Robertson (2002) specify the nature of differences between three regional organizations (EU, 
the North American Free Trade Agreement (NAFTA), and the Asia Pacific Economic Cooperation 
(APEC)) and the ways that they have affected education. 
 
However, at the same time, since the end of the Cold War, a global economy that includes all nations of 
the world seems to have emerged, bound by the capitalist system (Dale 2000). Although different agen-
das may be there, players in globalization processes are ultimately dependent on the existence of a world 
that advances the collective interests rather than one that advances individual interests at the expense of 
others (Dale 2000). Indeed, as Dale (1999) explains, the point of constructing supranational organiza-
tions was not to weaken the power of the already powerful states, but to strengthen their ability to re-
spond collectively to forces that none of them could control individually any longer. 
 
This has led to the creation of new forms of global governance that entail unprecedented influence 
(Dale 2000). Collectively, the international community can use its power to determine national policies, 
through setting the rules of the game and the transnational agendas to which all nation-states will re-

spond. Where supranational players collectively have this power, Amin (2004) talks about collective impe-

rialism, meaning the collective promotion of neo-liberal globalization by the US, EU, and Japan, in 
which the US clearly have a hegemonic role, defending common interests military if necessary. While 

the term imperialism certainly entails a negative connotation since it implies control over the economic, 
social, political and cultural life of other countries, it doesn�t in itself have to be introducing negative 
policies. For example, in the context of this study, whereas pushing basic education might be the right 
thing to do, this study is more concerned with the process behind it: why is basic education, as opposed 
to others forms of education, being prioritized, and by whom? 
 
Low-income countries often stand in the middle of globalization processes and the sometimes contra-
dicting agendas of supranational players (Mundy 1998). However, acknowledging the fragility of post-
colonial states in the context of international relations, Tikly (2001: 165) argues that most low-income 
states are �much more susceptible to global forces than those of wealthier countries.� The �incorpora-
tion of low-income countries and regions that were previously subject to older forms of European impe-
rialism into a new regime of global governance� is what Tikly (2004: 173), drawing on the broader analy-

sis of the critical geographer David Harvey (2003), has termed new imperialism. It is a specifically western 
liberal view on governance, which involves making populations �economically useful and politically 
docile in relation to dominant global interests� (Tikly 2004: 174). 
 
While a US-led neo-liberal form of governance may well be currently dominant, this does not preclude 
the emergence of alternative forms of globalization (for better or worse) in other parts of the world stage 
and composed of different social forces, for example China, the rise of the anti-globalization movement 
linking transnational social movements and resurgent nationalisms in Latin America (Novelli 2004). A 
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significant conceptualization of globalization that has become more influential, especially in the context 
of this study, is socio-political Islam. According to Bin Sayeed (1995: 22), socio-political Islam, to be 
distinguished from Islamic fundamentalism, can be characterized as �Islamic resurgence for the purpose 
of establishing an alternative social and political system that would challenge western control over the 
Muslim lands and resources of the Middle East.� Islamic resistance to western dominance has been ar-
ticulated not only in political or economic terms, but also in major ways in cultural and religious terms. 
Indeed, Islam gives people and society authenticity, identity, dignity, and manhood. Because Islam is 
considered to be a political religion with an ideology, such an ideology should, according to many Mus-
lims, form the basis of governance of society as a whole (Bin Sayeed 1995). 
 
The recognition of the resurgence of political Islam underlines the multidimensional nature of processes 
of globalization. Multifaceted as globalization is, it clearly affects many aspects in social life. Globaliza-
tion clearly opens up opportunities for development. The way international development cooperation 
has evolved since the end of the Second World War will be discussed in the next section. 

3.2.  International development cooperation 

The end of the Second World War, which had weakened European colonial powers, marked the begin-
ning of extensive decolonization. It was in this post-war era that development studies took shape. The 
United States had emerged as the new global power (Sylvester 1999), and in his inaugural speech Presi-
dent Truman introduced the term �development�: 
 

We must embark on a bold new program for making the benefits of our scientific advances and industrial 

progress available for the improvement and growth of underdeveloped areas. [�] The old imperialism - ex-

ploitation for foreign profit - has no place in our plans. What we envisage is a program of development 

based on the concepts of democratic fair dealing (Truman 1949). 
 
The new development discourse implied an evolutionary modernization process of economic and social 
progress in colonial and postcolonial states (Robertson et al. 2006). Low-income or �underdeveloped� 
areas could become �developed� through a process of �westernization� (Tikly 2004: 181). Modernization 
theory encouraged economic growth, monitored by the state, which would gradually reach the entire 
population through �trickle down� effects (Hewitt 2000: 293). GNP growth became globally accepted as 
the key indicator of �development� (Tikly 2004). 
 
Modernization theory had important implications for education, which was seen as driving force behind 
economic growth. The justification for this was provided by human capital theory, which sees education 
as �fundamental in the development of the �necessary� technical and cultural skills needed for economic 
development� (Robertson et al. 2006: 12). In the light of the Cold War, education was also seen as an 
instrument to influence policies and expand the liberal world economy and global capitalism, which led 
to a massive increase in development aid and gradual expansion of formal education (Robertson et al. 
2006). 
 
In the 1970s, a belief coming from Latin America that many postcolonial states were not �taking off� the 
way they should according to modernization theory challenged dominant development thinking. The 
new development paradigm that emerged was the neo-Marxist theory of dependency (Sylvester 1999). 
Dependency theory sought explanation for slow progress and poverty in postcolonial states in unequal 
economic power relations. Colonial exploitation of resources, land, and labour and the creation by im-
perialists of parasitic elites formed the basis for what some dependency theorists called the �development 
of underdevelopment� (Sylvester 1999: 706). Modernization theory, according to dependency theorists, 
did not address these issues of colonialism and imperialism (Robertson et al. 2006). 
 
The demise of colonialism did not end these unequal power relations. On the contrary, they were 
enlarged precisely because of the imbalance in the world economy (Hewitt 2000), in which �developed� 
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states (the centre) controlled �underdeveloped� states (the periphery). Following critique on the assump-
tions of human capital theory, education systems were seen by some as contributing to this power imbal-
ance (Robertson et al. 2006). The critique on unequal economic power relations formed the basis for 
the United Nations Group of 77 appeal for a New International Economic Order (NIEO) (Sylvester 
1999). 
 
However, neither the NIEO nor dependency theory itself fundamentally challenged the belief in mod-
ernization (Tikly 2004). Development was still seen as a process of economic growth, with a central role 
for the state. However, with the exception of some Asian economies, neither modernization theory nor 
dependency theory brought sustained economic progress (Sylvester 1999). On the contrary. Oil sur-
pluses in the 1970s had encouraged debt-led growth in many low-income states. Subsequent continually 
rising interest rates and repayment obligations brought many states into severe debt crises in the 1980s 
(Hewitt 2000) and threatened the international trade and banking system (Sylvester 1999). 
 
The way out of these crises marked a radical paradigm shift in development, moving from (bureaucratic) 
states to markets as the central mechanism to create the necessary conditions for low-income states to 
enter the global economy (Bonal 2002). Interventions by international financial agencies, particularly 
the World Bank and the IMF, �ultra-rationalist advocates of public sector reform, economic structural 
adjustment, and good governance� (Sylvester 1999: 707), denoted the birth of neo-liberalism as the 
�universal panacea to crisis� (Hewitt 2000: 301). 
 
The neo-liberal policies developed by the World Bank and the IMF provided the basis for what William-

son (1993) coined the Washington Consensus. The role of the state was reduced to generate the necessary 
conditions for a market-led economy, among others through privatization and deregulation of markets, 
trade liberalization, export-led growth and promoting foreign direct investment (Tikly 2004). In order to 
implement the Washington Consensus, Structural Adjustment Programmes (SAPs) were imposed on 
low-income states by the World Bank and the IMF through loan conditionalities (Bonal 2002). Condi-
tionality clauses thus became the key mechanism to globalize neo-liberal economic policies (Robertson et 
al. 2006). 
 
In education, the turn to neo-liberal policies implied a renewed central role for human capital theory, 
and subsequently a commitment to a rates-of-return analysis which prioritized primary education in 
national education systems and put Universal Primary Education (UPE) high on the agenda (Robertson 
et al. 2006). Education, specifically basic literacy, had a role to play in making countries globally com-
petitive (Tikly 2001). The reduction of the role of the state resulted among others in a focus on decen-
tralization across all sectors and an emphasis on the efficacy of privatization, particularly, but not exclu-
sively, in higher education (Robertson et al. 2006). This obviously affected the ability of states to priori-
tize and strategize education, and restricted the scope of policy choices, shifting governance of education 
from the national to the multilateral, regional and global level (Bonal 2002). SAPs, during the 1980s, 
resulted among others in cuts in government expenditure, the use of user fees also for primary and sec-
ondary education, a reduction in secondary and tertiary education enrolment rates, a rise of private costs 
and increased educational inequalities in the access to post-compulsory education (Bonal 2002; Tikly 
2004). Such inequalities often result in differences in employment, occupation, income, residence and 
social class (Robertson et al. 2006). 
 
Focus on structural adjustment and debt repayments at the expense of investment in social sectors, such 
as education or health, led to a growing criticism of the Washington Consensus (Robertson et al. 2006). 
In the 1980s, Latin American and African states that had embarked on SAPs went through hard eco-
nomic recessions (Robertson et al. 2006). SAPs, it was argued, failed to reduce and in many cases in-
creased poverty and inequality (Bonal 2002; Gore 2000). It was this kind of criticism that led to a new 
agenda, known as the post-Washington Consensus, which will be addressed in the following section. 
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3.3.  Post-Washington Consensus 

During the 1980s and early 1990s economic growth was seen as an aim in itself. The �blind faith in 
untrammelled market forces as a way out of poverty� (Tikly 2004: 179) however did not bring the de-
sired results. The collapse of the Soviet Union, the end of the Cold War and the apparent victory of 
capitalism over communism marked the shift to a new worldwide consensus. A remarkable emergence 
of civil society organizations and an increasing awareness of social and political issues formed the basis 
for several UN summits that characterized the development debate in the 1990s, the values of which 
were brought together in the Millennium Development Goals (MDGs). 
 
Since the MDGs, as a framework, are to achieve sustainable growth and focus on human development 
(UNDP 2003), this implied a shift from a purely economic vision of development and a �narrow focus 
on re-engagement with global economy through trade-related measures� (Hoogvelt 2001: 175) of the 
previous decade to a more human approach of development. Poverty was identified as a multidimen-
sional concept. To address the critique on the Washington Consensus, a new paradigm emerged in the 
1990s that �should seek to achieve broader objectives - embracing a focus on the living standards of 
people and the promotion of equitable, sustainable and democratic development� (Gore 2000: 799). 
The post-Washington Consensus identified the importance of �social capital� as a necessary condition 
for �human capital� (Tikly 2004: 180). According to Stiglitz (2002), social and economic development 
were seen as the means to achieve human development (in: Robertson et al. 2006: 23). 
 
The post-Washington Consensus did not bring a radical break from the Washington Consensus. State 
interventionism was restricted to rectify market imperfections (Bonal 2002). Neo-liberal economic poli-
cies remained key to development and poverty reduction (Robertson et al. 2006). However, it was ar-
gued that internal factors, such as �poor governments, corruption, secrecy, inefficient policymaking, lack 
of accountability, and disregard for the law� (Robertson et al. 2006: 35) caused the failure of the Wash-
ington Consensus. In this regard, the World Bank concluded that �development assistance is effective 
only in aid-receiving developing countries that possess good institutions and/or implement good poli-
cies� and �it simply does not pay to give aid to countries with bad governance� (Hout 2004: 595). 
 
The good governance agenda inherent in the post-Washington Consensus was defined in terms of the 
qualities that, earlier, were dominant elements of the market-oriented Washington Consensus (Hout 
2004), including �an efficient public service; an independent judicial system and legal framework to 
enforce contracts; the accountable administration of public funds; an independent public auditor, re-
sponsible to a representative legislature; respect for the law and human rights at all levels of government; 
a pluralistic institutional structure, and a free press� (Leftwich 1993: 610). Similarly, democracy was seen 
as an essential condition for development and economic growth (Robertson et al. 2006). In short, the 
post-Washington Consensus links the promotion of pro-market policies to the implementation of a 
political reform agenda (Hout 2004). 
 
The good governance agenda has been placed in a new light since September 11th, 2001. The subse-
quent �war on terror� initiated a new debate about the link between security and development. Do the 
two fields necessarily complement each other and are they therefore inseparably linked, or are they 
worlds apart? In the light of the good governance agenda, a consensus, at least among major western 
powers (US, EU, OECD) seems to have emerged that security and development should be merged as 
necessary condition to bring democracy (Robertson et al. 2006). But what is exactly the relationship 
between security and development? Following Picciotto (2005), three broad approaches can be distin-
guished, each of which likely leads to different developmental and educational policy interventions. 
 
In one approach, the merging of security and development is oriented towards addressing cultural ob-
stacles and differences between civilizations that are seen as the key driver of insecurity. Interventions by 
agencies might be more directed at changing perceptions than reducing inequalities or promoting cul-
tural diversity. In this light, the �war on terror� - like the Cold war - might polarize rather than promote 
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cultural diversity, as has been argued by Huntington (1993). A different argument in this debate states 
that a merging of the two fields is necessary to address issues of social exclusion, marginalisation and 
inequality, which, proponents of this argument hold, is a result of the exclusion of large parts of the 
world from the benefits of (economic) globalization and is a basis for insecurity (Robertson et al. 2006). 
A third approach to the debate, approaching conflicts as resulting from a drive for self-enrichment, 
holds that security can only be addressed by closing off financial channels that drive these conflicts. The 
cessation of external support to Palestine since Hamas took office following their victory in the 2006 
elections can be seen in this light. Regardless which position is taken, the post-September 11 environ-
ment might reorganize the world order achieved in the post-Washington Consensus and reflected in the 
Millennium Development Goals, and as such affects approaches to international development coopera-
tion in practice. 
 
Linked to the good governance agenda was the emergence of civil society as a third power between states 
and markets (Robertson et al. 2006). The idea was that change should not be imposed from outside but 
it required ownership, participation, partnership and consensus building (Gore 2000). Participation, 
empowerment and partnership were introduced as key words that would bring �dialogue and democrati-
sation in the process of exploring, designing and implementing policies� (Bonal 2002: 14). 
 
Stakeholders were also supposed to participate in the development of Poverty Reduction Strategy Papers 
(PRSPs). PRSPs, proposed by the IMF and World Bank, replaced SAPs as a condition for low-income 
states to receive aid for structural and macroeconomic policy (Van Lindert and Verkoren 2003), and 
incorporated not only economic but also political reforms (Robertson et al. 2006). To meet growing 
criticism about the �authoritarian character that shaped SAPs� (Bonal 2002: 14), PRSPs are �prepared 
by governments in low-income countries through a participatory process involving domestic stakeholders 
and external development partners, including the IMF and the World Bank� (IMF 2005). 
 
In support of PRSPs, sector-wide approaches have been devised as an important mechanism to promote 
truly demand-driven aid programmes (Maxwell 2003). The sector-wide approach is supposed to 
strengthen the consistency and coherence of development policies of governments in low-income states, 
to facilitate disbursement procedures, to improve accountability and to support ownership (Van Lindert 
and Verkoren 2003). The next section will discuss the concept of sector-wide approaches as new ap-
proach to international development cooperation in more detail. 
 
In conclusion, it could be said that although the post-Washington Consensus has changed the �language 
of economic development� (Bonal 2002: 16), it does not bring a new agenda in international develop-
ment. As has been the case since the birth of the discipline at the end of the Second World War, the 
paradigm of development that has been promoted �has provided the principal means by which the West 
has come to understand and hence control the non-West� (Tikly 2004: 173). What is missing in this 
neo-liberal conception of development is a cultural explanation of inequality and poverty. Whether sec-
tor-wide approaches, aimed to promote self-reliance and ownership through partnerships, will be able to 
change this picture will be elaborated on next. 

3.4.  Sector-wide approach 

The importance of building ownership, capacity and self-reliance in low-income states is reflected in 
changes in aid modalities, most notably towards sector-wide approaches (King 2004). The aim of sector-
wide approaches (SWAPs) is to increase the level of ownership and to decrease the power of donor or-
ganizations in order to guarantee sustainability of development activities (De Regt 2003). SWAPs see 
greater donor co-ordination around a national policy strategy. In line with the post-Washington Con-
sensus, SWAPs emphasize the importance of involving civil society in policymaking. They are seen as a 
way to be both more effective and more partnership-oriented (King and McGrath 2000). 
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The origins of the SWAP come from an increasing belief from both international agencies and national 
governments that the project assistance mode, dominant during the 1970s and 1980s, has failed, and 
led to fragmentation of effort and inefficient use of international aid (Buchert 2000). Development 
processes in those decades were generally organized through specific activities within relatively discrete 
development projects. In such a project assistance mode, the scope and outcomes of activities were pre-
determined and implementation followed a well-laid plan. However, benefits of the project-based ap-
proach often disappeared soon after the project itself. Activities were confined to a specified geographi-
cal area, limiting the impact of development projects (Jagannathan and Karikorpi 2000). Furthermore, 
overlap and duplication of projects led to relatively high transaction costs, and sometimes competition 
between agencies. In the words of Lind and McNab (2000: 425), �supply-driven and uncoordinated 
project assistance by multiple funding and technical assistance agencies has led to wasteful duplication 
of efforts and fragmentation of the education and other sectors.� 
 
To meet critique that the project-assistance mode was too supply-driven, non-participatory, and unsus-
tainable, in the 1990s SWAPs emerged as a response to global changes and lessons learnt from earlier 
decades of development cooperation. In the context of the �New Poverty Agenda� (Maxwell 2003), repre-
senting the paradigm shift in international development cooperation described in the previous section, 
the SWAP emphasizes terms such as cooperation and coordination, participation and empowerment. 
 
SWAPs are thought to be able to coordinate a whole range of donor funds around an agreed set of na-
tionally owned policies for a particular sector, such as education. Such an integrated approach, reflecting 
a holistic understanding of a whole sector, demands much greater ownership of policy processes than 
before (King 2004). Following the rhetoric, recipient governments should own the agenda, which im-
plies �a serious degree of responsibility for implementing and maintaining the agenda� (King 2004: 4). 
According to Samoff (2004), a clear statement of policy and programmatic objectives by the government 
commonly becomes the framework within which external support is to be organized. SWAPs are thus 
seen as a way to restructure foreign assistance to strengthen the national role (Samoff 2004). 
 
There seems to be a consensus that ownership is best to be reached through partnerships, coordinated 
by national authorities, which implies explicit leadership by the national government in development 
processes. Partnerships stress reciprocity as a means to transform the traditional donor-recipient rela-
tionship. They entail common objectives among key partners and better harmonization of agency con-
tributions (Lind and McNab 2000). According to King and McGrath (2000: 14), partnerships, as a 
�concept of the new development cooperation discourse� benefit local ownership, include civil society, 
and better adjust donors to local procedures. Besides, partnerships are seen as promoting transparency 
and dialogue (King and McGrath 2000). 
 
SWAPs actively promote the participation of non-natives in the processes of domestic public policy for-
mulation, seeing these non-native partners as legitimate stakeholders in national policy-making. The 
increasing participation of such stakeholders is reframed as being a necessary, democratic element of the 
good governance process, bringing accountability and transparency to government affairs. Any actor that 
chooses to voice and act on the international agendas becomes accepted as a legitimate stakeholder and 
gains access to significant decision-making power and authority within the new governance frameworks 
(Kuder 2005). The question is whether this is effective representation (Gaventa 2004). How legitimate is 
it that partners, usually unelected non-natives, are increasingly participating in the governance spaces 
and activities of making public sector policy decisions? How does this go hand in hand with accountabil-
ity and transparency, especially domestic accountability, not only at formal levels to national parlia-
ments, but also at local levels to the poor and their communities? 
 
At the same time, there is the issue of accountability towards the agencies. SWAPs are a long-term proc-
ess aimed at development of knowledge and at institutional change, which cannot result in immediate 
and tangible outcomes (Gustafsson 1999). However, at the same time there is a desire from many people 
to see results, not in the last place by parliaments and taxpayers in the countries funding the agencies. 



UNVEILING PARTNERSHIPS 

- 27 - 

This becomes increasingly difficult within SWAPs, especially when resources are distributed in pooled 
sectoral funding or through direct budgetary support, financing modalities within SWAPs that, although 
sharply debated, according to some characterize SWAPs (Samoff 2004). For reasons of accountability, 
not only budgetary support or basket funding, but even SWAPs in general are debated by some agencies. 
Accountability and transparency, both domestic and external, remain very challenging issues, and the 
significant dilemma of transparency and accountability versus ownership and long-term partnerships 
seems difficult to resolve by SWAPs. 
 
Partnerships implicitly assume that there will be little or no conflict over vision among donors; between 
donors and governments; and between government and civil society. Consensus is seen as easy to 
achieve. However, partnerships are not neutral. They are shaped by power relations, that help to shape 
the boundaries of partnerships; what is possible within them, and who may enter, with which identities, 
discourses and interests (Gaventa 2004). Following King and McGrath (2000), there does not appear to 
be any balancing southern consensus on either the desirability or detail of partnerships. This discourse 
appears very naïve about the policy process and the impact upon it of power, conflict and ideology (King 
and McGrath 2000). For example, when disagreements occur between parties in a partnership, it is of-
ten the one with the greater economic, political and expert power that is more likely to have the upper 
hand (Buchert 2000). It is not without reason that Klees (2002) entitled his critical examination of the 

rhetoric and reality surrounding partnerships A SAP in SWAP�s clothing. 
 
Because of power imbalances new partnerships cannot simply be created. Not only do power imbalances 
exist between partners, also within agencies there are power and knowledge imbalances. Starting up 
partnerships is one thing, bringing them into practice implies considerable change in agency practices 
that are usually difficult to accomplish. Not only because of practical considerations, also �organisational 
cultures and opposing mindsets mean that the new ways of thinking and doing are not dominant� (King 
and McGrath 2000). 
 
According to King and McGrath (2000), donors increasingly speak with a single voice. This leads to 
concerns about the extent to which SWAPs can actually lead to greater national control over policy. If 
we may believe Klees (1999: 14), the SWAP �makes donor power even more monolithic.� Of course, 
states do not have to accept SWAPs. However, dominated groups often are persuaded, by whatever 
means, that dominance is �natural� or otherwise legitimate (Van Dijk 1993: 250). A very powerful means 
in this regard is access to resources: �the South is forced to play the new game to get resources� (Klees 
1999: 15). Indeed, �one outcome of increased international aid co-ordination has been the practice of 
tying fund dispersal to national policies that mimic the international development agenda� (Kuder 
2005: 174). 
 
If donor agencies truly aim for ownership, they will have to listen to the needs and aspirations of others 
and come to a dialogue without their minds already made up about what they will fund (King and 
McGrath 2000). Tying aid directly to specific policies or policy components gives external stakeholders a 
powerful means of ensuring compliance with international development agendas (Kuder 2005). Not 
surprisingly therefore, King and McGrath (2000: 10) appropriately question whether a partnership is 
�primarily about the South signing up to a set of non-negotiable policies or is it primarily about a proc-
ess designed to strengthen cooperation in order to promote development, without seeking to define this 
too closely?� A �partnership with a prior agenda� (King and McGrath 2000: 10) is not a true partnership 
and will not open the door to full ownership. Partnerships, then, �may imply yet another episode in 
which the powerful talk to themselves� (Odora Hoppers 1999: 24). 
 
Terms such as �partnership� and �ownership� have gained a great deal of attention in recent years, from 
governments, from donor agencies, and from academics. SWAPs are a significant manifestation of this 
apparent consensus on the importance of partnerships and ownership. The SWAP and its key elements 
of sector-wide scope, a clear strategy framework, national leadership and ownership, common implemen-
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tation, pooling of resources and partnership, is supposed to increase the efficiency, effectiveness and 
sustainability of international support (Asturias, Grigsby and Oltheten 2000). However, a significant risk 
of SWAPs is that a great deal of power could be shifting in favour of donors and global agendas. The 
next section will discuss what these global agendas for education actually entail, and will set out through 
which mechanisms education can be governed globally. 

3.5.  Global governance of education 

National education systems are affected by globalization processes. As was argued in the previous sec-
tion, the sector-wide approach can be seen as an instrument that promotes global agendas for education. 
This section will describe characteristics of the global education agenda and will explain how globaliza-
tion processes could actually affect national education policies. 
 
One of the rationales behind the global agenda in education is a rates-of-return analysis, which stresses 
the high social benefit and central role for education in poverty reduction. This rationale led to an em-
phasis on primary education, with specific attention to the elimination of gender disparities in access to 
primary schooling (Robertson et al. 2006). In the light of the post-Washington Consensus, the global 
collective responsibility for this is particularly expressed in the Education for All and Millennium Devel-
opment Goals, not just for the purpose of economic development but also as a universal human right 
(Robertson et al. 2006). 
 
The World Conference on Education for All in Jomtien in 1990 was sponsored by UNICEF, 
UNESCO, the World Bank, and the United Nations Development Programme (UNDP), although 
UNDP at the time had no education policy yet (Chabbott 1998). The framework for the conference was 
provided by the World Bank, which, according to Wolfensohn (1996) wants to present itself as the 
Knowledge Bank. As such, it has become the provider of the dominant discourse on education and 
development (Robertson et al. 2006). Although the conference covered several aspects of education, 
such as early childhood education, adult literacy, primary schooling, and skills development (UNESCO 
2004), �it was already clear even before the Conference was over that its two most influential agency 
sponsors, the World Bank and UNICEF, had made public that they would principally be supporting 
primary schooling� (King 2004: 5). 
 
The narrowing of the original Jomtien agenda of Education for All (EFA) to Schooling for All was one 
of the first steps in the determination of a global education agenda. King (2004) sets out the way this 
agenda has been distributed globally. The focus - agreed on by the OECD�s Development Assistance 
Committee (DAC) - was on just two of the most easily quantifiable education targets - Universal Primary 
Education (UPE) by 2015, and the elimination of gender disparity in primary and secondary education 
by 2005. UPE and gender equity have later been manifested, first in International Development Targets 
(IDTs), and later in Millennium Development Goals (MDGs). However, the MDGs themselves still have 
nothing to say about education above the basic level (King 2004). Although more recently education 
quality has appeared more prominently on the global education agenda, this has concentrated mainly on 
inputs; such as class sizes, textbooks and teachers, and measured by outputs such as examinations 
(Samoff 2005). The process of learning in between seems to be forgotten in the global education agenda. 
 
As Chabbott (1998: 211) argues, world conferences, such as the World Conference on Education for 
All, became a standard way to promote a common world educational framework. A universal set of 
norms, ideas and values that inform and shape the very nature of states as well as their policies is central 
to Common World Educational Culture (CWEC), a broad theory of the effect of globalization on edu-
cation (Dale 2000). This theory, highly standardized and universalistic in character, holds that suprana-
tional norms and culture, as opposed to national factors, shape education and explain curricular homo-
geneity across the world. This universal culture is informed by values of western modernity, and empha-
sizes rationality, progress, individualism, and justice (Dale 2000: 430). 
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However, standardization of education might undermine the role of cultural capital in the reproduction 
of social structure (Robertson, Bonal and Dale 2002). As Kuder (2005: 178) rightfully questions, �do 
children, often crowded in classrooms with few or no textbooks and still with ill-trained and poorly mo-
tivated teachers, benefit from a globally centralised approach to ensuring universal access to a particular 
level of western-style schooling?� Samoff (2005: 4) holds that learning has no standard model: �there are 
not and there cannot be best practices. Ultimately, �best� is always local� However, Dale (2000: 440) 
states that �while matters such as the place and value of a national curriculum have traditionally been 
largely determined at a national level, responses to them are becoming increasingly framed by agendas 
set by the global political economy rather than locally perceived problems.� But if there is no universal 
culture that informs national education systems, how can the apparent global homogeneity be ex-
plained? 
 
In contrast to a Common World Educational Culture, Dale (2000) describes a Globally Structured 
Agenda for Education (GSAE). Rather than attempting to demonstrate a universal culture that informs 
education systems, this theory attempts to understand and explain the effects on education of globaliza-
tion, which is seen as �a set of political-economic arrangements for the organization of the global econ-
omy, driven by the need to maintain the capitalist system rather than by any set of values� (Dale 2000: 
430). Indeed, Chabbott (2007: 72) argues that CWEC, informed by western positivist science, is not �the 
best conceivable� culture, but simply presently dominating public discourse, especially at the interna-
tional level. For example, Bonal (2002) demonstrates that the World Bank, an important carrier of 
CWEC, currently is the largest funder of education in the world. International organizations conse-
quently have become major actors in the determination of national education agendas (Dale 2000). 
 
But how does this actually work? The effects of globalization may not necessarily be observed when look-
ing in a Yemeni classroom. Carnoy (2000) explains that the effects are among others expressed through 
educational policies implemented at the national level in the context of a globalized economy. Although 
decision-making may happen at the national level, new forms of governance transfer the power over 
these decisions to the supranational level (Bonal 2002). Globalization does not directly affect education; 
it is mediated by national patterns and structures. In a detailed overview, Dale (1999) discusses eight 
mechanisms mediating globalization, which he distinguishes on the basis of nine characteristics, one of 
them being dimensions of power, after Lukes� (1974) theory of power (see section 2.3). 
 

Of particular relevance for the purposes of this study is harmonization, in which sector-wide approaches 
seem to fit. For example, in terms of the characteristics described by Dale (1999), a sector-wide approach 
is formally voluntarily accepted by recipient states. The process could also be identified as being explicit, 
as opposed to for example �behind the back� of recipient states. This is especially recognizable in the way 
the sector-wide approach can be introduced, namely through a process of collective agreement (such as a 
Partnership Declaration). Indeed, a sector-wide approach normally is collectively initiated. As has been 
argued in the previous section, through sector-wide approaches, partners in a partnership increasingly 
participate in governance areas. In terms of power dimensions, sector-wide approaches may not only 
affect decision-making power, but also agenda-setting power and ideological power. As such, the sector-
wide approach could be identified as an effective mechanism that mediates globalization. 
 
Sector-wide approaches seem to promote participation of non-native partners in governance of educa-
tion. However, sector-wide approaches conceptually also emphasize the importance of involving civil 
society in policy-making. Al-Iriyani (1987: 387) for example underlines the need for a greater emphasis 
on cultural aspects of local populations, arguing that standardization might eventually lead to �disinte-
gration and tensions based on a lack of knowledge and on prejudice.� Can global governance of educa-
tion go hand in hand with the inclusion of local voices? 
 
Decentralization in this regard is often named as a mechanism that empowers local levels. However, 
decentralization is a highly ambiguous concept. Explanations of it run from free-market ideologies to 
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reduce the role of the state and promote school competitiveness, improve efficiency and quality of edu-
cation to participation and empowerment rationales that aim to bring decision-making closer to the 
people (Carnoy 2000; Foster 2000; Robertson et al. 2006; UNDP 2003). To clarify on the concept, Bray 
(1999) makes a useful distinction between functional and territorial decentralization. The former is seen 
as delegating decision-making to lower levels, �a shift in the distribution of powers between various au-
thorities that operate in parallel� (Bray 1999: 208). The latter, implying a shift in authority, is defined as 
�a redistribution of control among the different geographic tiers of government, such as nations, 
states/provinces, districts, and schools� (Bray 1999: 209). Irrespective of the way decentralization is de-

scribed, it is, in the words of Carnoy (2000: 58; emphasis in original), �a form of restructuring that can 
have positive effects on educational productivity.� 
 
Whether through decentralization or not, if global governance of education is to go hand in hand with 
local ownership and inclusion of civil society, Tikly (2001) argues that indigenous governance structures 
should be supported, and included in partnerships, such as sector-wide approaches. However, as long as 
sector-wide approaches are shaped by imbalanced power relations, the concept of globalization that in-
forms national education systems might be primarily supportive of the global agenda for education, as 
set out above. In what ways the sector-wide approach as a mechanism that mediates globalization re-
shapes governance of the Yemeni education sector will be the central issue that will be discussed in the 
following chapters. To contextualize this discussion, the next chapter will present a short background on 
Yemen. 
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CHAPTER 4.  
YEMEN: A SHORT BACKGROUND 

 
The bull and the bear are marking their territories 

They're leading the blind with their international glories 
 

R.E.M. - Daysleeper 
 
 
The region currently known as the Republic of Yemen is a Middle-Eastern state situated on the south-
western corner of the Arabian Peninsula (see figure 4.1). This chapter will provide some background to 
this Arabic-speaking and predominantly Islamic country. After an overview in section 4.1 of Yemen�s 
colonial history and its relationships with the outside world, section 4.2 will present the reform agenda 
that Yemen embarked on in the 1990s and locate this in the light of international development coop-
eration. The chapter will finish with a section on education in Yemen. 
 
 

 

Figure 4.1: Map of Yemen 

4.1.  From colonization to unification 

Following postcolonial theory, the colonial history of a country should form the context of a meaningful 
analysis of the current status. Therefore, a brief overview of Yemeni colonial history will be given in this 
section. Yemen is not comparable with any other low-income state; it has never fully been colonized by 
one country. However, the exposure to and influence of foreign powers has been tremendous through-
out its history, and remains visible until the present day. 
 
In ancient times, geographical location and favourable natural conditions played an important role in 
population settlement and the development of civilisations in the south-western corner of the Arabian 
Peninsula. In this region now known as Yemen, city-states controlled trade, especially in commodities 
such as frankincense and myrrh, and later coffee and spices. Traditional Indian Ocean-Mediterranean 
trade went by sea from India to the Arabian Peninsula and from there via ancient overland routes along 
the western coastal range of the Peninsula. Since the beginning of the 15th century various European 
and Middle Eastern powers tried to participate in the lucrative trade. The ancient land route north was 
gradually abandoned in favour of the (Red) sea route (Wenner 1987). 
 



UNVEILING PARTNERSHIPS 

- 32 - 

After the British invasion of Aden in 1839, military and administrative expansion to neighbouring sul-
tanates, sheikhdoms and emirates brought the southern and eastern parts of Yemen under British colo-
nial rule. In 1872, after a series of invasions the Ottoman Turks occupied the western and northern 
parts of Yemen. The British and Ottoman colonisation marked the initial steps which formally divided 
the south-western corner of the Arabian Peninsula - already fragmented by divisions between earlier pre-
capitalist rulers and tribal chiefs - into two distinct political entities, North and South Yemen (Halliday 
1987). 
 
In North Yemen, there was substantial resistance to the Ottoman occupation, organized by Imam Mo-
hammed and his son Imam Yahya. When the Turks were forced to withdraw at the end of the First 
World War, the rule shifted to Yahya (Halliday 1987). In order to keep the country free of foreign inter-

ference, Yahya introduced an autarkic political economy (Wenner 1987). In 1948, a group of the Free 

Yemenis movement, opposing the Imamate regime and calling for reforms in social and political life - not 
surprisingly mainly supported by �those elements of the population which were most intimately con-
nected with the foreign economy� (Wenner 1987: 328) - killed Yahya. Their uprising was defeated by 
Yahya�s son Imam Ahmad; an uprising in 1955 and other attempts were also crushed. On the death of 
Imam Ahmad, the opposition, encouraged by Egypt, seized power through a military coup in September 
1962, and proclaimed the Yemen Arab Republic (Halliday 1987: 445). 
 
In South Yemen in the meantime, Aden benefited from the substantial increase in shipping that re-
sulted from the opening of the Suez Canal. Being part of Great Britain�s imperial communications, 
Aden became an important commercial zone in the Middle East. Although the British government in 
1963 formally established the Federation of South Arabia, the hinterland had almost no economic or 
strategic importance to them. The contrast between rural and urban areas was massive. Especially after 
the proclamation of the Republic in North Yemen, the Federation came under increasing challenge 
from a nationalist movement, the National Liberation Front, which began guerrilla warfare in 1963. In 
1967, the British forces withdrew and granted independence, handing over control of South Yemen to 
the National Liberation Front (Halliday 1987). 
 
The proclamation in North Yemen of the Yemen Arab Republic (YAR) took place in a complicated 
situation. The Egyptian president Nasser, in his attempt to create a united Arab nation, strongly sup-
ported the new regime. Saudi Arabia on the other hand was alarmed at the new republican order and 
the Egyptian support for it and decided to support the royalist forces of the former Imamate. Egypt 
countered this move by sending more help and troops. The civil war soon grew into a conflict with in-
ternational repercussions, in the light of the Cold War. With Great Britain refusing to recognise the 
YAR, the �impression remained that all the progressive Arab countries and socialist states were on the 
side of the Republic, while the conservative Arab monarchies and the western states tended to side with 
the royalists� (Al-Aini 1987: 470). 
 
The conflict seemed to be resolved in 1967. Egypt was plagued with meagre resources and Egyptian 
troops apparently could not function successfully in guerrilla warfare. �Yemen turned out to be Nasser�s 
Vietnam� (Bin Sayeed 1995: 44). An agreement made at the Khartoum conference of August 1967 
compensating Egypt for their losses in the Arab-Israeli war would not have been possible without Nasser 
agreeing to withdraw his troops from Yemen (Bin Sayeed 1995). Although a compromise between royal-
ists and republicans in 1970 ended the war, conflicts within the government and between it and tribal 
forces continued to aggravate the fragile political situation. After a period of violence and unrest in 
which two successive heads of state were assassinated, the situation stabilized with the installation of 
President Ali Abdullah Saleh in 1978 (Dresch 2000). 
 
Independence in South Yemen was followed by a long economic crisis. Cessation of British budgetary 
support, the withdrawal of British forces from Aden and the closure of the Suez Canal after the Arab-
Israeli war resulted in substantial reductions in public expenditure. The economic crisis was accompa-
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nied by political conflicts. A radical faction in the National Liberation Front that demanded more far-
reaching social reforms and an alliance with the Soviet bloc captured power in 1969. In 1970, socialism 
was introduced as the state system. The People�s Democratic Republic of Yemen (PDRY) was born (Hal-
liday 1987). 
 
Although factional differences continued to divide the PDRY, the new socialist regime, supported by the 
Soviet Union and China, assisted opposition movements, particularly in the YAR. While the PDRY was 
involved in the assassination of political leaders in the YAR, opponents of the PDRY, acting from North 
Yemen and Saudi Arabia and supported by the US, sought to overthrow the socialist regime, which 
resulted in a number of clashes between North and South Yemen and with Saudi Arabia. The Cold War 
hence compounded the already existing division between North and South Yemen and the differing 
outcomes of their revolutions (Halliday 1987). It is therefore not surprising that the conflicts came to an 

end through the effects of perestroika in the Soviet Union (Enders, Williams, Choueiri, Sobolev and 
Walliser 2002). Indeed, as in Germany, the end of the Cold War marked the foundation of a unified 
Yemeni state. 
 
Despite ideological differences and continuous conflicts between North and South Yemen, �a common 
history, ties of culture and literature, interrelated revolutions and common position as poor republics in 
a peninsula of oil-rich monarchies� (Halliday 1987: 465) have been a driving force behind Yemeni unity. 
After a number of previous attempts, unification finally occurred in 1990. It did however not go very 
smoothly. Unification merged two sovereign states with mismatched population sizes, territory, econo-
mies and political systems that each received equal weight in the new joint government (Enders et al. 
2002). 
 
The outbreak of the Gulf crisis a few months after unification challenged the fragile situation. Yemen�s 
negative vote against a US-sponsored UN Security Council resolution to militarily oust Iraq from Ku-
wait (Solomon 2003) resulted in the forced return of some three quarter of a million Yemeni migrants 
working in Saudi Arabia. The almost immediate loss of remittances and official assistance from the Gulf 
States and the United States jeopardized stability in the newly unified state. In this light, an attempt at 
separation by fractions of the former PDRY leadership eventually led to a civil war in 1994. The war 
ended a few months later with the military defeat of the separatists and Yemeni unification was recon-
firmed. A new constitution providing for a multiparty democracy, a free press, and an essentially market-
based economic system formed the basis for economic reforms (Enders et al. 2002). 

4.2.  The reform agenda: post-Washington Consensus 

As was shown in the previous section, the Gulf crisis in 1990 and the subsequent civil war in 1994 had 
contributed to a politically and economically unstable situation. In order to recover from this, Yemen in 
1995 adopted an economic reform programme, supported by the IMF, the World Bank and other in-
ternational agencies. This chapter will provide a background to the reform agenda, which - in the light 
of the post-Washington Consensus - is essentially neo-liberal in its economic and social prescriptions 
and more recently has focussed strongly on good governance. 
 
The Yemeni economy, traditionally based on agriculture, initially got a boost through the discovery of 
oil reserves in commercial quantities. The development of this sector, although in no ways comparable 
to other Gulf states, made the economy heavily dependent on oil, and vulnerable to fluctuations in oil 
prices. To enhance growth of the non-oil economy, Yemen implemented an economic reform pro-
gramme aimed at transforming the economy into a market-based system (Enders et al. 2002). Through 
the first Five Year Plan (1996-2000), a programme of macroeconomic adjustment and structural reform 
was introduced, with support from the World Bank and the IMF. Policymaking prioritized restoration 
of macroeconomic stability through fiscal measures such as reform of the exchange rate system, liberali-
zation of most interest rates and huge foreign debt; activating the private sector and encouraging (for-
eign) investment. Trade reforms, deregulation, liberalization, and privatization of public enterprises in 
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various sectors were important parts of the reform programme (Enders et al. 2002). In the process of 
policymaking, neo-liberalism reigned supreme. 
 
To remove obstacles to economic growth, reform of the judicial system and governance were more re-
cently included as important elements of the reform agenda (Enders et al. 2002). In the second Five 
Year Plan (2001-2006), economic and - more than ever - social development were identified as essential 
issues. This inherently post-Washington Consensus agenda was the basis for the Yemeni Poverty Reduc-
tion Strategy Paper (PRSP), embarked upon in 2002 (Republic of Yemen 2002a). In this PRSP poverty is 
understood as a multi-dimensional concept; it mentions among others food poverty, human poverty and 
environmental poverty. Some indicators of poverty and characteristics related to it are presented in table 
4.1. 
 

Poverty indicator Female Male Total 

Life expectancy at birth (years) 62.9 58.9 61.1 

Infant mortality (for every 1,000) 65.0 85.0 67.8 

Child mortality (< 5 years) (for every 1,000) 97.0 112.0 94.1 

Maternal mortality (for every 100,000) 351.0  351.0 

Fertility 5.9  5.9 

Illiteracy (15 years and older) 73.5 31.2 55.7 

Enrolment in basic education (%) 43.9 77.2 62.0 

Health coverage (% of total population)   50.0 

Electricity coverage (% of total population)   30.0 

Access to safe water (% of total population)   40.0 

Table 4.1: Poverty indicators in Yemen (Republic of Yemen 2002a) 
 
Due to insufficient domestic resources, Yemen has become dependent on external support in order to 
finance and implement the PRSP: �Yemen has substantially depended on the assistance of donor coun-
tries and agencies in supporting its development efforts during the last decades� (Republic of Yemen 
2002a: 99). Development assistance is relatively low in comparison to other low-income states, particu-
larly in sub-Saharan Africa. However, especially as oil revenues fall, Yemen will likely become more aid-
dependent, which will expectedly reinforce the role of external agencies. An illustration of the leverage 
invoked by aid-dependency is the recent support by the Yemeni government of the �war on terror� and 
its strategic alliance with the US, possibly to prevent consequences of the Yemeni reaction after the 1990 
Gulf crisis, especially since Yemen has reputedly been a safe haven for terrorists.2 Noteworthy in this 
regard is the relatively high amount of military expenditure in Yemen�s budget, especially in comparison 
to external aid, of which Dresch (2000) provides a striking example. Shortly after a conference in which 
$50 million had been released, Yemen spent $500 million on arms. Therefore, Dresch (2000: 212) 
holds: �[Yemen] is extremely poor, but how poor the government may be is hard to judge and those 
attached to government seem extremely prosperous.� 
 
Of the external agencies active in Yemen, the IMF, World Bank and Arab agencies predominate in con-
ditional loans; Germany, Japan, the Netherlands and US are the largest bilateral donors. Objectives and 
priorities in general include poverty reduction, economic development, security, and democratisation. 
Recognizing the not always mutually consistent objectives, especially western agencies increasingly focus 
on coordination and, more recently, sector-wide approaches. The education sector is an example of this. 
After a short overview of the Yemeni education sector in the next section, the following chapters will 
analyze partnerships in the Yemeni education sector. 

                                                      
2 http://www.usaid.gov/locations/asia_near_east/countries/yemen/yemen.html (last accessed 6 March 2007). 

http://www.usaid.gov/locations/asia_near_east/countries/yemen/yemen.html
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4.3.  The Yemeni education sector 

A key priority in the Yemeni PRSP is education, �the key and driver for economic development and 
social progress, besides representing the sinew of sustainable human development� (Republic of Yemen 
2002a: 76). According to this PRSP, the educational strategy focuses on the priority of the following 
four basic approaches (Republic of Yemen 2002a: 76): 

1. improvement of the educational environment 
2. improvement of the management of the sector and the orientation towards decentralization 
3. priority to basic education 
4. focus on the education of girls, which in turn will raise the overall enrolment rate. 

 
To specify the priority of education, policies and programs have been developed for three educational 
sub-sectors: basic education, vocational training and technical education, and higher education. These 
three sub-sectors each have their own ministry within the Government of Yemen. In accordance with 

the third approach mentioned above, in 2002 the Basic Education Development Strategy (BEDS) was com-
pleted, which was the basis for the Yemeni application for participation in the Education For All initia-
tive. 
 
The development of the education sector in Yemen should be seen in the light of the colonial history. 
Islam is seen as an important driver for the early establishment of educational opportunities and schools 
in Yemen (Al-Iriyani 1987). Until unification, Islamic education was widespread (Al-Shami 2006). In 
North Yemen, during the Ottoman occupation and the following Imamate, Islamic education was the 
formal system of education, although schools beyond the level of village Quranic schools were not wide-
spread. In South Yemen, formal education was scarce as well, with less than 1,000 pupils enrolled in 
government schools, and another 2,000 elsewhere. A consequence of this was that a growing number of 
students went abroad for their education, mainly to Lebanon and Egypt (Dresch 2000). 
 
After the 1962 revolution formal education expanded rapidly in North Yemen with massive Egyptian 
support including the provision of a relatively large number of teachers and teaching materials (Al-
Iriyani 1987), at the expense of Islamic schools (Al-Shami 2006). Although enrolment rates had im-
proved considerably in schools as well as at the University of Sana�a, and schools had �mushroomed 
across the country� (Weiter 1987: 420), teachers employed were mainly from other Arab countries, with 
the share of non-Yemeni teachers reaching over 85 percent in 1982/83 (Al-Iriyani 1987). 
 
In comparison to North Yemen, South Yemen achieved even more respectable improvements in educa-
tion. Enrolment rates of ten-year-olds in schools by 1976-7 in North Yemen were claimed to be 30 per-
cent, in South Yemen it was said to be 60 percent. Similarly, literacy rates at the end of the 1970s in 
North Yemen were around 20 percent; in South Yemen this was reportedly 40 percent (Dresch 2000). 
In socialist South Yemen, education was considered important in order to build a new culture that 
would be, according to the 1974 family law, �the basis of creating a new awareness, a new mentality, � 
burnishing in people�s awareness and sentiment new spiritual values and the project of building the new 
person� (in: Dresch 2000: 140). 
 
In the 1980s, an Islamic resurgence appeared to be taking place in North Yemen. Encouraged and sup-
ported by Saudi funding in addition to a large share of public funds from the education budget, a Minis-
ter of Education in 1983 had established institutes that were growing rapidly in number, and by 1996 
claimed to have a total of 330,000 students. Of these students, 12,600 were said to be trained as teacher 
to instruct the next generation, which was four times as much as public governmental teacher training 
institutions (Dresch 2000). The institutes, widely considered as religious schools, were controversial 
because of their ability to shape public discourse, and for example had become notorious for opposing 
the right of women to act in politics, often purported by female members of such groups (Dresch 2000). 
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After unification and especially since the embarking of the reform programme in 1996, education has 
received considerable attention. Education was seen as important to develop and modernize the country 
(De Regt 2003). Spending on education increased from 3.6 percent of GDP in 1996 to 7.4 percent in 
1999, the largest share of which is for wages and salaries (Enders et al. 2002). Numerous schools were 
built and teachers trained to expand the education sector, often with the financial and technical support 
of development agencies and (Arab) countries (De Regt 2003). The idea that education is indeed seen as 
a key priority seems to be supported by the teacher�s law issued in 1998 that granted a 100 percent wage 
increase for teachers (Enders et al. 2002). Besides, with 53 percent of total civil service in 1998, educa-
tion is the sector which employs most civil servants (Enders et al. 2002). 
 
Despite these efforts and the considerable attention education receives, a number of statistics provided 
by the UNESCO Institute for Statistics (2005) demonstrated in table 4.2 suggest that there are still 
enormous challenges in the Yemeni education sector. In addition to these statistics, De Regt (2003) 
states that the education system has favoured males and urban areas. Al-Amri, Annuzaili and Al-Deram 
(2003) report that economic, social and cultural factors as well as inadequate provisioning of educational 
facilities and the poor state of classrooms and school buildings account for low access to education. The 
quality of education, they state, is also deficient. Pedagogy in a typical school in Yemen is said to be 
dominated by rote memorization of facts and fails to develop student�s capacities and capabilities. Learn-
ing materials tend to be insufficiently relevant to children�s environmental contexts and are gender bi-
ased (Al-Amri, Annuzaili and Al-Deram 2003). 
 

Participation in education (2004)  Female Male Total 

Pre-primary gross enrolment rate (%) 1 1 1 
Primary gross enrolment rate (%) 72 102 87 
Primary net enrolment rate (%) 63 87 75 
Secondary gross enrolment rate (%) 31 64 48 
Tertiary gross enrolment rate (%) 5 14 9 

Literacy rates (1990) 

Adult (15+) (%) 35.6 63.7 50.0 
Youth (15-24) (%) 55.3 77.3 66.6 

Progression and completion in education (2004) 

School life expectancy ISCED 1-6 (years)   9 
Percentage of repeaters, primary (%)   4 
Survival rate to grade 5 (%)   73 
Gross intake ratio to last grade of primary (%)   62 

Resources for education (2004) 

Pupil / teacher ratio (primary)   30 
Public expenditure on education:    
     as % of GDP   9.6 

     as % of total government expenditure   32.8 

Table 4.2: Yemeni education statistics 3 
 
Whereas encouraging literacy has been the main aim of the government since the 1962 revolution (Al-
Basha 1987), the current PRSP has included girls� education as an important focus: �The teaching of 
girls is an important factor in the improvement of the maternal and infant health and nutritional condi-
tions and in the reduction of the rate of fertility, aside from its role in bringing about social change in 
the position of women in the society� (Republic of Yemen 2002a: 76). More recently, the influence of 
the �war on terror� in the Yemeni education agenda has been exemplified by the decline in and greater 
government control over Quranic schools (Al-Shami 2006). 
 

                                                      
3 http://www.uis.unesco.org/profiles/EN/EDU/countryProfile_en.aspx?code=8850 (last accessed 14th May 2007) 

http://www.uis.unesco.org/profiles/EN/EDU/countryProfile_en.aspx?code=8850
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As has become clear in this chapter, various globalization processes have heavily influenced contempo-
rary Yemeni society, and geopolitical events, most notably the Cold War, the Arab-Israeli war and the 
Gulf crisis have played a major role in the Yemeni history. The revolutions in Yemen marked liberation 
struggles against Ottoman and British colonial dominance with two ideologically different outcomes. 
North Yemen initially introduced a conservative Islamic Imamate, and after the 1962 revolution, influ-
enced by Arab nationalism, became a more open Islamic republic. South Yemen, under the influence of 
the Soviet-Union, adopted a socialist state. After unification Yemen embarked on an essentially neo-
liberal reform programme. It is in this atypical complex context that the following chapters will analyze 
the influence of globalization in the Yemeni education sector, by looking at the partnership that has 
been created in order to support Yemen in building on and expanding its education sector and meeting 
the challenges it faces. 



UNVEILING PARTNERSHIPS 

- 38 - 

CHAPTER 5.  
PARTNERSHIPS IN THE YEMENI EDUCATION SECTOR 

 
Don't walk behind me; I may not lead 

Don't walk in front of me; I may not follow 
Just walk beside me and be my friend 

 
Albert Camus 

 
 
In the Yemeni education sector a partnership has been set up between the Government of Yemen and 
development agencies, manifested by a Partnership Declaration. This chapter will introduce the relevant 
actors in this partnership, and provide the context for analyzing power relations, which will be done in 
the subsequent chapter. First, section 5.1 will introduce the central Government of Yemen, followed by 
section 5.2 on decentralization. Section 5.3 will introduce the development agencies that are partners in 
the partnership, and will also give an overview of actors missing in the partnership. Section 5.4 finally 
will provide a short background on the partnership and the Partnership Declaration itself, and assess 
whether it actually represents a sector-wide approach. 

5.1.  Central government 

There are three different ministries directly dealing with education in Yemen: the Ministry of Educa-
tion, the Ministry of Higher Education and Scientific Research, and the Ministry of Vocational Training 
and Technical Education. Other ministries indirectly dealing with education are the Ministry of Fi-
nance, the Ministry of Planning and International Cooperation, and the Ministry of Civil Service and 
Local Administration. Implementing agencies dealing with education employed by the government are 
the Social Fund for Development and the Public Works Project. How do all these institutions talk to 
each other? 
 
The Ministry of Planning and International Cooperation (MOPIC) is the major contact ministry for 

external agencies. Among others, MOPIC has set up the AHA-unit (Aid Harmonization and Alignment 
Unit), to promote aid effectiveness between development agencies and government. Besides, MOPIC is 
the principle ministry responsible for social and economic plans, such as the Poverty Reduction Strategy 
Paper (PRSP). Although MOPIC is as such a crucial ministry, the impression - at least among develop-

ment agencies - is that it is a weak link in the chain: �the Ministry of Planning is good in paying lip-service to 

the donors� but internally �floors one, two and three are not talking to each other. Everyone defends his own inter-

ests; there is no coordination at all� (informant #18). Even in coordination with other ministries, the im-
pression is similar: 
 

There is also a very big gap between the Ministry of Planning, which is the major contact of the interna-

tional donors, and the line ministries. And they don�t talk. Because of power relations. Something like the 

Poverty Reduction Plan is something that was written by the Ministry of Planning and with not that much 

involvement - from what I understood - of the other ministries. [�] Strategizing and planning is a matter of 

also controlling information, and if the Ministry of Planning is centralizing all the information and plan-

ning activities and coordinating and having discussions, it�s a very hard process. And also it�s a process that 

makes you share your power. [�] This is also one of the major problems that I see in the functioning of the 

whole government. Links between ministries (informant #9). 
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Although MOPIC might be centralizing all information and planning activities, another ministry that 
plays a crucial role in the economic and social development of Yemen is the Ministry of Finance (MOF). 
In the higher education sub-sector for example, individual universities directly deal with MOF for their 
budgets. In practice this means that universities hardly have anything to do with the Ministry of Higher 
Education and Scientific Research (MOHE) and act rather autonomously. Although there is a central 
Higher Education Strategy, in practice this is said to have no implications for universities because the 
strategy does not include financials. The impression is that the ministry does not lead the universities, 

but instead primarily focuses on fellowships. Indeed, �the Ministry of Higher Education is often called the 

Ministry of Fellowships� (informant #7). 
 
Autonomous universities may sound nice. However, since the universities are also responsible for 
teacher training, this autonomy has implications for other education sub-sectors. If for example the Min-
istry of Education (MOE), responsible for the basic education sub-sector, plans to reform the teacher 
training programme, it has to talk to each university separately instead of talking to MOHE. Conse-

quently, what often happens is short workshops for current teachers, so-called in-service teacher trainings. 
However, if teachers only receive training for three days, this raises issues of whether they are actually 
qualified to teach. 
 
This illustration exemplifies that education sub-sectors are clearly interrelated. However, at present it is 
felt that the separate ministries dealing with education are not really integrated, and in fact hardly talk to 
each other. Although there are many education strategies, such as the Basic Education Development 
Strategy, a Secondary Education Strategy, a Higher Education Strategy, and a Vocational Education 

Strategy, it seems that the strategies do not speak well to each other: �There are a lot of linkages but these 

things have not been thought through� (informant #21). 
 
Although the different strategies do not seem to seem to speak well to each other, this does not mean 
that there is a complete reluctance to have a more holistic approach to the education system. However, 
this is not an issue individual ministries can tackle; it is an issue for the Yemeni cabinet. Indeed, an 
attempt in 1999 by a commission led by MOE to integrate the three sub-sectors of education into one, 
eventually did not progress for political reasons. Reasons for this can, among others, be provided by 
power structures. As one informant illustrated: 
 

If for example in the case of Yemen the Ministry of Higher Education will be merged with the Ministry of 

Education, it would mean that the power to allocate fellowships as an example would come to the minister 

of education. And the minister of higher education, his post will be deleted and his offices as well, that will 

have implications. So that are big systemic issues, but also issues of power and clinging to power (infor-
mant #7). 

 
Compared to the other ministries, MOE is the biggest of the three. MOE is responsible for both primary 
and secondary education. Basic education in Yemen generally comprises the age category of 6-14 years, 
containing six years of formal primary education and three years of lower secondary education. MOE is 
also responsible for (three years of) upper secondary education. Not only is MOE the largest employer in 
Yemen with 260,000 employees (including many teachers), it also receives 20 percent of the national 
budget, indicating the high importance given to education by the Yemeni government. 
 
MOE is made up of a number of sectors, among them Technical Office, Projects, and Girls� Education. 
For implementation, MOE makes among others use of the Social Fund for Development (SFD) and, for 
school construction, the Public Works Project (PWP). SFD, established in 1997 with support of the 
World Bank, can be seen as a semi-government organization with a relatively large degree of autonomy. 
It is headed by the prime minister, and board members represent key ministries, NGOs, and the private 
sector. SFD is funded by the Government of Yemen as well as various development agencies (such as the 
Arab Fund, DFID, the Netherlands, and the World Bank). PWP, established in 1996, also with support 
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of the World Bank, is headed by the Minister of Planning and International Cooperation, and is simi-
larly funded by both the Government of Yemen and development agencies. 
 
In general, MOE is seen as a strong ministry with a good and committed minister and dedicated civil 
servants. However, just as the Yemeni education system as a whole, also MOE itself is not seen as an 
entity with a coherent vision and coordination. Some sector leaders - deputy ministers - are seen as 
strong, others, such as the Girls� Education deputy minister, have a weaker image. As one informant 

said: �Also in the ministry there are of course individuals. There are egos, they are always there� (informant #22). 
Obviously, these internal power relations affect the governance of the Yemeni education sector. 
 
This section has tried to paint a brief picture of the central government in the governance of the Yemeni 
education sector. Power relations within the central government, not only between different ministries 
but also within a single ministry, make the situation a very complex one. However, the focus of this 
study has mainly been on power relations between the Government of Yemen and development agen-
cies. Together with practical motivations (see section 2.4), this is a reason that internal power relations 
remain underexposed in this study, and, recognizing its importance, do deserve significant attention in 
future research. Also, recognizing the complexity and ambiguity of the internal situation, it should be 
noted that reference to the Yemeni government and individual ministries in this study should be taken 
with caution. Since this is based on the perspectives of only two key individual within MOE and a num-
ber of outsiders, this will clearly paint a limited picture of the complex situation as a whole. 

5.2.  Decentralization 

In their aim to promote ownership, sector-wide approaches also emphasize the importance of involving 
civil society in policy-making, as was argued in section 3.4. One of the mechanisms named in this regard 
is decentralization, which among others is concerned with a reduction of the role of the central govern-
ment in education and promotion of empowerment and participation to put decision-making closer to 
local levels. Although the main focus of this study is on power relation at the central level, and within 
that especially on power relations between the central government and development agencies, this sec-
tion will briefly explore decentralization processes, in order to give a tentative idea of how internal 
power relations affect and shape the governance of the Yemeni education sector also outside the central 
level. 
 
In formal basic education, the single most important institute is the school. How is the school level in-

volved in the governance of the education sector? Through what Bray (1999) would call functional decen-
tralization, MOE delegates responsibility to its offices in the districts and the governorates of Yemen. 
Individual schools do not have much responsibility. Planning, implementation, monitoring and evalua-
tion and budgeting is all done outside the school level. Besides, the government, distributed through 
District and Governorate Education Offices, provides schools with teachers, learning materials and a 
national curriculum. 
 
Observations during school visits and interviews with teachers and school managers demonstrated that 
distribution of learning materials and provision of teachers are some of the challenges schools face. Illus-
trating this, one informant explained how a Policy of Replacement came into effect in 2005. This policy 
implies that every foreign teacher whose contract runs out has to be replaced by a Yemeni teacher. Since 
schools in Yemen used to have a considerable number of teachers from abroad, and contracts are nor-
mally given for the duration of one year, this policy affected the schools heavily. Unfortunately the 
schools themselves had not been consulted prior to the decision. Consequently, many schools face even 
more shortages of teachers as a consequence of this policy. 
 
Many schools however are quite inventive in dealing with challenges. For example, some schools have 
established good relationships with development agencies or the private sector and ask for support, for 
example to pay for buildings (such as Yemen Mobile, see figure 5.1). Other schools make use of the local 
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community, for example local businessmen that fund school buildings or communities that help in con-
structing the buildings (such as the classroom in the mountain village Hababa, see figure 5.1), but also 
for employment of cleaners, guards, and volunteer teachers from the community. Such contacts, either 
with development agencies, private sector or local communities, are often established by school manag-

ers. Indeed, strong school management could �establish relationships to raise the level of education� (infor-
mant #13). 
 

 

Figure 5.1: A classroom in Hababa (right) and Yemen Mobile support for a computer room in Sana�a (left) 
 
To give local levels more authority, Yemen introduced a Local Administration Law, which delegates 

responsibility to local communities. Bray (1999) would describe this as territorial decentralization. For 
example SFD and PWP try to follow territorial decentralization. These organizations receive requests 
directly from communities and have these requests approved by local councils. Whereas local councils 
currently are appointed, shortly after his re-election the Yemeni President announced that in the future 
local councils will be elected,4 which implies a reinforcement of local authority. 
 
Although authority is shifting to decentralized levels, this does until present not imply that financial 
responsibility is shifting as well. There is as of yet no basic foundation for local levels to generate their 
own funds. This ambiguity raises important issues of responsibility, and often leads to conflicts between 
the local authority and the District and Governorate Education Offices. Schools often stand in the mid-

dle of this. Indeed, one informant asked �why should the Ministry of Education build schools if the local coun-

cil has the responsibility to do so?� (informant #18). There is a clear ambiguity between functional and terri-
torial decentralization in Yemen. In practice, this might mean that central levels have more decision-
making power than could be expected based on decentralization processes that have been introduced. 
 
A manifestation of this ambiguity is provided in a research conducted by an independent consultant, 
which was presented at a conference on school building construction in Sana�a. Because coordination in 
school building construction was said to be very weak - or, in the words of a participant in the meeting: 

�Everybody is responsible, and in the end no one is responsible� - the research recommended to establish a co-
ordination unit on school building construction, of which MOE should be in charge. However, many of 
the participants did not agree with this, saying not only that such a mechanism already existed, but also 
that the proposed unit was too top-down rather than bottom-up. 
 
Another issue raised during the conference was that requests for school buildings often ended up in 
tribal issues, which was not properly addressed by the research. Tribal issues do indeed contribute to the 
difficulties in decentralization processes in Yemen and are another factor influencing the governance of 

education. For example, local leaders, sheikhs, are said to be powerful individuals, who can have a lot of 

                                                      
4 http://www.yementimes.com/article.shtml?i=988&p=front&a=1 (last accessed 6 March 2007). 
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decision-making power. For instance, promises for school buildings made by MOE to a local community 
are sometimes shifted in favour of another community because of the influence and interference of 
sheikhs. However, it is said to be very difficult to assess these power relations. 
 
As was argued in the last two sections, governance of the Yemeni education sector is affected by internal 
power relations; between ministries, within ministries, between ministries and education offices, be-
tween education offices and local communities, and even within and between local communities them-
selves. These power relations are influenced by many factors, including cultural issues, corruption, and 
institutional issues. Although decentralization could be named as a mechanism to empower local com-
munities, in many cases decentralized levels do not seem to have the power to affect governance of edu-
cation. This section has tried to argue that decentralization processes are not as easy as they seem to 
promote local ownership, among others because of these internal power relations. Following this short 
presentation of internal power relations, the remainder of this thesis will focus mainly on power rela-
tions at the central level between the Yemeni government and development agencies. To begin with, the 
following section will give a brief overview of development agencies active in the Yemeni education sec-
tor. 

5.3.  Development agencies 

The partnership in the Yemeni education sector is between the Yemeni government and development 
agencies. After having given a short background on Yemeni institutions at central and decentralized 
levels in the previous sections, this section will introduce bilateral and multilateral development agencies 
active in the partnership. In addition, actors active in the Yemeni education sector that are not present 
in the partnership, for example Middle Eastern agencies, are presented. 
 
Bilateral development agencies active in the partnership in the Yemeni education sector consist mainly 
of European countries: France, Germany, the Netherlands, and the United Kingdom. Besides these 
European countries, Japan and the United States are also active in the education sector. 
 
France, through the French Embassy in Sana�a, has a very small programme on education, which mainly 
supports NGOs and civil society through development projects. 
 
The German Embassy in Sana�a, which gets its mandate from the German Ministry of Economic Coop-
eration and Development, coordinates all German programmes in Yemen. The focus is on the MDGs. 
GTZ and KfW are German implementing agencies. GTZ mainly works through development projects. 
KfW as Germany�s implementing agency for financial cooperation, focuses mainly on construction and 
rehabilitation of schools, and as such is also involved in the Basic Education Development Programme 
(BEDP), a multi-donor project with the Netherlands, DFID, and the World Bank. 
 
The Netherlands, through the Netherlands Embassy in Sana�a, focus on assisting Yemen to achieve the 
MDGs and the Education for All (EFA) goals, mainly through supporting the development of sustain-
able systems, among them sector-wide approaches. The Netherlands Embassy does not implement pro-
grammes. It channels the bulk of its resources through BEDP. Additionally, the Netherlands support 
other agencies, such as UNICEF and SFD. Through Nuffic, the Dutch organization for international 
cooperation in higher education, the Netherlands fund a number of projects in post-secondary educa-
tion, under the Netherlands Programme for the Institutional Strengthening of Post-secondary Education 
and Training Capacity (NPT). The NPT coordination unit is housed inside the Ministry of Higher Edu-
cation and Scientific Research. 
 
The programme of the United Kingdom, through DFID, is similar to the Dutch approach. DFID sup-
ports basic education reforms and improved access to quality basic education, particularly for girls. It 
does not implement itself, but does support among others SFD. DFID is supportive of sector-wide ap-
proaches. DFID has a small team in Sana�a; its senior education adviser is based in London and comes 
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on missions to Yemen a couple of times per year. Therefore DFID closely cooperates with other agen-
cies, especially the Netherlands. 
 
Japan, through its embassy in Sana�a, prioritizes building of (high quality) schools. The Japanese imple-
menting agency JICA in Yemen currently supports one project on Girls� Education. 
 
The United States, through USAID, work directly with local communities. There is a relatively small 
women�s literacy programme, and a larger Basic Education Programme, under which a number of 
schools are renovated, and in those same schools teachers are trained, textbooks delivered, and parent 
councils established. The bigger agenda in which these development programmes fall is the war on ter-
ror: �Yemen is an important ally in the war on terrorism, and the U.S. government is committed to 
supporting the country in its efforts to eliminate terrorism. USAID supports those objectives by helping 
to meet basic needs in health, education, food and economic growth.�5 
 
The multilateral development agencies active in the Yemeni education sector all fall under the UN sys-
tem. Besides the World Bank, these are the United Nations Children�s Fund (UNICEF), the Interna-
tional Labour Organization (ILO) and the World Food Programme (WFP). UNICEF primarily focuses 
on quality of education, and in particular girls� education. Its main objective is to contribute to increas-
ing enrolment and completion rates of girls in basic education. UNICEF works both at the policy level 
as well as through implementation of programmes, and works in close cooperation with the govern-
ment, development agencies, NGOs, and civil society. ILO mainly focuses on non-formal education, and 
additionally supports women teachers. ILO is housed inside the Ministry of Social Affairs and Labour. 
WFP�s main objective is eradicating hunger. In education, the goal is to reduce the gender gap and re-
duce female dropout, which is done through distribution of take-home family rations to girls attending 
school as an incentive for parents to send their daughters to schools. 
 
The World Bank focuses mainly on access to basic education. In terms of financial support the World 
Bank is the biggest development agency in Yemen, and manages a big reform programme in basic educa-
tion, the Basic Education Development Programme (BEDP), jointly funded by the World Bank, KfW, 
the Netherlands, and DFID. The World Bank also assists the Government of Yemen in developing edu-
cation strategies, such as the Secondary Education Strategy and the Higher Education Strategy. 
 
Finally, a number of agencies have not been mentioned that nevertheless are active in the education 
sector and therefore worthwhile mentioning. Noteworthy in this regard are Middle Eastern agencies, 
private sector, international NGOs (Care International and Save the Children), local NGOs and civil 
society organizations (e.g. Saleh Foundation). Especially Middle Eastern agencies, such as the Saudi De-
velopment Fund, the Arab Fund for Socio-economic Development, the Islamic Development Bank, the 
OPEC Fund and Gulf states make significant financial contributions to Yemen, mainly consisting of 
loan agreements, and generally involving infrastructure projects. These agencies have however not been 
included in this research, because of time constraints, and, in the case of Middle Eastern agencies, be-
cause these agencies have no physical representation in Yemen. 
 
Compared to other low-income states, contributions of development agencies to the Yemeni education 
sector are relatively small. The educational budget consists for around 65-70 percent of wages and sala-
ries, the remaining share is expenditure on goods and services (including for example capacity building). 
Wages and salaries are completely financed by the Government of Yemen. Contributions of develop-
ment agencies (including grants, loans and credits) average 27 percent of the budget allocated to goods 
and services. No hard information is available on contributions from Middle Eastern agencies, which in 
itself is a noteworthy finding. However, their support is said to be around 50 percent of total external 
contributions. 

                                                      
5 http://www.usaid.gov/locations/asia_near_east/countries/yemen/yemen.html (last accessed 6 March 2007). 

http://www.usaid.gov/locations/asia_near_east/countries/yemen/yemen.html
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5.4.  Partnership Declaration 

The partnership in the Yemeni education sector is manifested by a Partnership Declaration between the 
Government of Yemen and development agencies for the implementation of the Basic Education De-
velopment Strategy (BEDS) (see Annex 1). BEDS has a very high political status in Yemen, especially 
since it has been prepared in a very participatory process, in which around 400 people, representing 
several Yemeni ministries, NGOs and civil society, have participated. 
 

Before the initiation of the partnership �there was not one single direction that people really agreed on explic-

itly� (informant #7). To tackle this issue, some development agencies (especially DFID and the Nether-
lands) therefore wanted to work with other development agencies. Almost at the same time, BEDS was 
formulated, which coincided with the Fast Track Initiative (FTI). Yemen could become eligible for FTI-
funding under the condition that there would be a credible education plan as well as a good donor co-
ordination mechanism that would endorse such a plan. Therefore, a partnership has been created and 
manifested by the Partnership Declaration. 
 
The establishment of the Partnership Declaration was seen as the first step toward cooperation and co-
ordination among the Government of Yemen and development agencies. Through the partnership, 
signatories, now �partners,� commit themselves jointly towards supporting BEDS. Article B6 of the Part-
nership Declaration expresses this key issue: 
 

Through this Partnership Declaration the signatories seek to forge much closer co-ordination between all the 

efforts undertaken to achieve the objectives as laid down in the BEDS. The objective of this Declaration is 

to harmonise strategies and align and effectively use all resources programmed for basic education, i.e. gov-

ernment and donor resources, in pursuit of these objectives. (Partnership Declaration 2004: article B6). 
 
The Partnership Declaration represents a partnership between the Government of Yemen (including 
Ministry of Education, Ministry of Finance, Ministry of Planning and International Cooperation and 
Ministry of Civil Service and Local Administration), SFD, PWP, bilateral agencies (France, Germany, 
The Netherlands and United Kingdom) and multilateral agencies (ILO, UNICEF, WFP and World 
Bank). Although the Partnership Declaration sets out roles of the Government of Yemen and of devel-
opment agencies, it is designed to be broad, so that every agency could subscribe to it. Of the bilateral 
and multilateral development agencies active in the education sector as presented in the preceding sec-
tion, Japan, USAID and other actors such as Middle Eastern agencies have not signed the Partnership 
Declaration, although Japan and especially USAID are - be it informally - part of the partnership, and try 
to coordinate their activities within this partnership. 
 
Recognizing that most development agencies active in the Yemeni education sector have subscribed to 
the Partnership Declaration and as such make tremendous efforts to coordinate their activities and work 

closely together, �donor coordination in Yemen is seen as an example and quoted as a success story� (informant 
#17). Besides, the partnership implies that development agencies subscribe to the strategy of MOE, the 
BEDS, and as such leadership from and ownership by the Yemeni government is promoted very much 

by all signatories. Not without reason one informant stated: �we see the partnership agreement as a very big 

success� (informant #27). 
 
Since the Partnership Declaration is seen as an important and necessary coordination instrument in the 
Yemeni education sector, could it also be identified as a representation of the sector-wide approach? 
Recognizing the encouragement of coordination and cooperation within the partnership and the impor-
tance of country ownership and leadership, the Partnership Declaration at least sets the frame for 
SWAP. SWAP however is a rather ambiguous concept, and there can be many interpretations of it. For 
example, when taking a literal definition of a sector-wide approach, this would involve the entire educa-
tion sector. However, the partnership is established around BEDS. Since the Partnership Declaration 
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focuses around basic education, it does not principally target the entire education sector. If there is a 

SWAP in the Yemeni education sector, the Partnership Declaration does not seem to reflect the sector-

wide approach. 
 

However, following article B8 of the Partnership Declaration, �the same principles of enhancing coherence 

and co-ordination are expected to apply also to the support of other EFA objectives (e.g. literacy, early childhood 

development).� Therefore, although the Partnership Declaration clearly reflects a focus on basic educa-
tion, the approach can be identified as supporting the broader Education for All objectives (which is 
also supported by article A2 of the Partnership Declaration). Whether this fits in definitions of the con-
cept of sector-wide approach is an issue that can be debated endlessly. What is of particular relevance for 
this study however is especially why basic education has been positioned as a focus point in the partner-
ship, without going into technical definitions of the sector-wide approach. This issue will be discussed in 
more detail in section 6.3. 
 

Another aspect of SWAP is the approach, understood as �a government-led process; a strategy for the sector as 

a whole; which was monitored; ideally the budget alongside it� (informant #27). In this context, one informant 
has provided the following definition of SWAP: 
 

Basically in order to support the sector-wide approach you are giving money to the ministry to make their 

own decisions on how they�re going to cut out those funds and you�re supporting them, you�re giving them 

technical support to make those decisions, or to develop certain parts of the whole sector (informant #3). 
 
Although not all informants agree with the funding aspect of this perspective, what is identified as an 

important aspect is the issue of ownership: government-led process or make their own decisions. Indeed, this is 

clearly stated in the Partnership Declaration: �This Partnership Declaration will guide the transition from 

separate projects in the education sector to the ultimate goal of jointly supporting a common programme� (Partner-
ship Declaration 2004: article B7; emphasis in original). 
 
Therefore, if the partnership in the Yemeni education sector is not a full sector-wide approach, then at 
least, by talking about transition, it illustrates it is currently on the way to a SWAP. In any case, the 
partnership can be regarded as a good example of new approaches to international development coop-
eration. Participation and empowerment seem to be important keywords; the Government of Yemen 
and development agencies are working together around a national strategy in order to support the Yem-
eni education sector. But to what extent is there consensus in the partnership? As has become clear in 
this chapter, there are various development agencies that each have their own approach and rationale 
for supporting the Yemeni education sector. Moreover, Yemeni government is affected by internal 
power relations, not only at the central level within and between ministries, but also at various other 
levels, for example between ministries and education offices, between education offices and local com-
munities, and within and between local communities. In this context, to what extent does the partner-
ship in which various institutions and identities with different interests come together, promote more 
sustainable development processes within the governance of the Yemeni education sector? In order to 
answer this question, power relations that shape boundaries of the partnership and what is possible 
within it will be discussed in the following chapter. 
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CHAPTER 6.  
POWER RELATIONS IN THE PARTNERSHIP 

 
Power to all our friends 

To the music that never ends 
To the people we want to be 
Baby, power to you and me 

 
Cliff Richards - Power to all our friends 

 
 
After having introduced the partnership and relevant actors in the Yemeni education sector, this chapter 
will assess power relations within the partnership. What is the role of the partnership in governing the 
Yemeni education sector? In what ways does it mediate globalization? What is the power of government 
agencies, and what is the role of development agencies? This chapter will place power relations in Lukes� 
dimensions of power. Sections 6.1 and 6.2 will respectively discuss decision-making power and agenda-
setting power. Ideological power will be examined in section 6.3 on basic education and section 6.4 on 
the reform agenda. Sections 6.5 and 6.6 finally will set out power relations between development agen-
cies. 

6.1.  Decision-making power 

In line with the concept of sector-wide approach, the Partnership Declaration �will guide the transition 

from separate projects in the education sector to the ultimate goal of jointly supporting a common programme follow-

ing the improved procedures of the Government of Yemen� (Partnership Declaration 2004: article B7; emphasis 
in original). As such, the Partnership Declaration stresses the issue of government ownership. Since the 
partnership has been introduced for the implementation of BEDS, it could be expected that this na-
tional strategy will provide the basis for this common programme. 
 
However, BEDS does not seem to provide the common programme itself. Although the process of draft-
ing the BEDS is seen as remarkable, the strategy itself has been criticized by development agencies as 
being not as professional as it could have been. BEDS is supposed to give the framework that shapes 
activities of all partners within the partnership. However, it is seen as such a broad strategy that any ac-
tivity that could be labelled as education could fit within BEDS. Therefore, the main function of the 
Partnership Declaration in its initial stage appeared to be to agree jointly on supporting the government 
strategy on reform in education. Operationalization of activities was yet another step, the guidance of 
which could not be provided by BEDS. 
 
To tackle this issue, a Medium Term Results Framework (MTRF) was prepared for the period 2006-
2010, in which the planning of BEDS was concretized. Recognizing its limited capacity, the Ministry of 
Education relies on implementing agencies for the implementation of this plan. This implies a role of 
the government to instruct implementing agencies, including development agencies, on their activities; 
it implies a leading role of the government in coordinating all activities to implement its strategies. In 
order for this to happen, regular coordination meetings are held, as an implementing mechanism of the 
Partnership Declaration (Partnership Declaration 2004: Annex I article 9). 
 

However, rather than (or, as the Partnership Declaration itself states, in advance of) being government-
led, these meetings are mainly attended by representatives from development agencies, and are similarly 

chaired by a donor coordinator, currently from GTZ. Most development agencies that have signed the 
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Partnership Declaration are represented by two individuals at the meetings, and also representatives of 
USAID, although not having signed the Partnership Declaration, do attend these meetings regularly. 
Yemeni government however is not strongly represented at coordination meetings. Often, only one or 
two key persons from the Ministry of Education are present. 
 

This suggests that development agencies have the power to make decisions within the partnership. But if 
development agencies are not directed by the government in these meetings, what then actually are they 
about? In practice, the coordination meetings are said to discuss which activities are undertaken by part-
ners, where and when. Coordination in this regard essentially means avoiding duplication. The coordi-
nation meetings primarily seem to be there to collect and share existing activities, instead of being used 
to align activities according to the government�s programme. Therefore, according to one informant, 

�certainly the donor meeting is donor-led, donor-driven� (informant #27). 
 
Instead of having government leadership, where development agencies follow the Yemeni government, 
the ministry, according to one informant, currently seems to welcome any kind of assistance, including 
rather isolated programmes. The Partnership Declaration does not seem to contest this, since according 
to article B9 any bilateral agreement will take precedence over the partnership, a protection which is 

rather important for some agencies. Although development agencies are �quite willing� to be directed by 

the Yemeni government, some of them are still implementing their own programmes, �because there has 

as of yet not been a strategy from the government which they could follow� (informant #26). Even the MTRF, 
the operationalization of BEDS, is by some seen as too ambitious to be able to effectively guide activities: 

�I think we all are just going to continue doing our own work, because we think that this is a joke� (informant 
#21). Although BEDS and MTRF give some guidance and direction to some development agencies, at 
the same time others continue to operationalize BEDS according to their own interpretation. There 
appears to be a lot of freedom for development agencies within the partnership to work according to 
their own approach. Consequently, the Partnership Declaration does not yet seem to guide the transi-
tion from projects to the joint support of a common programme. 
 
One explanation for this behaviour from the perspective of development agencies is lack of leadership 
within the Yemeni government. The partnership is by some informants identified as reflecting merely 

donor coordination, because from the side of the Ministry of Education there are very few people to co-
ordinate with the development agencies, which makes it difficult to have effective coordination. A newly 
formed coordination unit within the Ministry of Education might change this situation, although, ac-
cording to one informant, it has yet to be seen whether this unit will actually bring strong leadership in 
cooperation and coordination. 
 
The Ministry of Education, on the other hand, holds a different perspective. In fact, one informant 
states, strategies (such as BEDS and MTRF) are readily available, and programmes, such as a sector plan 
and a budget plan, are being prepared. Therefore, the lack of leadership within the Government of 

Yemen might only be perceived by development agencies. Although the Partnership Declaration has been 
an important first step toward cooperation and coordination between the Government of Yemen and 
development agencies and there is a lot of talk about harmonization and alignment, some development 

agencies are seen to be more concerned about their own projects, �rather than to leave the lead to the Minis-

try of Education� (informant #15). Some development agencies are believed to use the limited capacity 
and perceived lack of leadership of MOE as an excuse to retain to their own approach, instead of sup-
porting government ownership and leadership. 
 
Generalizing these observations, this difference in perspective appears to form the basis of the biggest 
concrete observable conflict between development agencies and the Yemeni government. The Ministry 
of Education would like to see a change in the approach of development agencies and a movement by 
development agencies away from projects because leadership and a clear strategy are at hand. Develop-
ment agencies, on the other hand, do not seem to interpret leadership and a clear strategy in the same 
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way, and because some perceive this as a lack of leadership, they do not yet feel to be in a position to 
move towards supporting a common programme where they are truly guided by the government. 
 
To conclude, the partnership that has been created, manifested by the Partnership Declaration and 
among others implemented through coordination meetings, is seen as a good step in coordination and 
cooperation and a start of a sector-wide approach. A sector-wide approach aims to decrease power of 
development agencies and increase government ownership. Either because of actual lack of leadership 
within the Yemeni government to direct development agencies or because of perceived lack of leader-
ship as an excuse to retain the project mode, the partnership has not (yet) observably shifted power rela-
tions in the governance of the Yemeni education sector. Although not unimportant, partnerships until 
now only seem to imply coordination among development agencies. Although there is a joint commit-
ment to support the national strategy, however broad, projects are - in general - not being abandoned, or 
guided by the Yemeni government. In terms of Lukes� first dimension of power, an analysis of concrete 
observable behaviour suggests that the sector-wide approach has not reshaped governance of the Yemeni 
education sector. 

6.2.  Agenda-setting 

The partnership, as has been argued in the previous section, at first sight does not imply a significant 
shift in power relations in the Yemeni education sector. Although development agencies have agreed to 
work around BEDS, this national strategy is seen as being so broad that any activity could fit within. 
Through coordination meetings, development agencies coordinate their own activities - that is, they 
attempt to avoid duplication - but their activities do not seem to be guided by the Yemeni government. 
Based on an analysis of Lukes� first dimension of power, it was concluded that the partnership has not 
affected decision-making power in the governance of the Yemeni education sector. Or is there more 
behind the partnership? To investigate this, the current section will go deeper a level and will investigate 
whether an analysis of Lukes� second dimension of power, agenda-setting power, does lead to different 
conclusions. 
 
Individually, development agencies can identify needs and place issues on the education agenda. For 
example, at the local level sometimes development agencies are said to be in a better position than the 
government to determine what is needed, and consequently put these issues on the educational agenda. 
As a result of the partnership, development agencies can also collectively influence the agenda. An illus-

tration of the collective power of development agencies is an issue of teacher training. As part of Reform 

and improvement of basic education programs in BEDS, one of the targeted results was the following: �By the 

end of 2003 issue Ministerial Resolution determining the minimal level of qualification required in new teachers of 

basic education with a Bachelor�s degree in Education� (Republic of Yemen 2002b: 64). One informant ar-
gued that because of this decree the pool of available teachers, especially female teachers, would be re-
duced. Therefore, this issue was discussed in the donor community, and subsequently debated with the 
minister, especially since denouncing the decree implied a change in the law. Development agencies 
collectively speaking with a single voice in this regard appears to be an effective instrument to put issues - 
in certain cases reflecting wider international experience - on the agenda. 
 
A second example of agenda-setting power as a result of the partnership is the establishment of a Joint 

Annual Review (JAR). To �review overall progress and set targets for implementation,� it was agreed that a JAR 
would be established (Partnership Declaration 2004: article D13e). The first JAR was held in May 2005; 

the second one, in which �the ministry was much more involved� (informant #28) in May 2006. As the same 

article in the Partnership Declaration states, the JAR �can advise on the direction of individual activities.� For 
example, as an outcome of the first JAR, the MTRF was designed, in which the Ministry of Education 
tried to include all activities of development agencies. 
 
Another example of priority-setting by development agencies as a result of the partnership which mani-

fests non-decision-making power is the so-called donor retreat. Because some development agencies did 
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not really see a clear goal in the partnership, a small group (GTZ, the Netherlands, the World Bank, and 
UNICEF) decided to identify priority themes. Three key priority areas were identified: teacher qualifica-
tion with a special focus on female teachers for rural areas; textbooks and curriculum; and community 
participation in education. These issues were consequently discussed with the wider development com-
munity during a donor retreat in August 2006, in which it was agreed that these three themes would be 
prioritized in every discussion with the ministry, and put forward constantly by all development agen-
cies. Development agencies hence are able to collectively prioritize issues on the Yemeni education 

agenda, and according to one informant, �as such I do see that the donor community is becoming more effec-

tive� (informant #22). 
 
A final issue that illustrates the collective power of development agencies is closeness of development 

agencies to the Yemeni government. This closeness is often characterized in a literal sense: �Yemen is very 

good in the sense that you can just walk into the Minister�s office and have a conversation. Here you can go to the 

Minister of Planning, you can go to Finance, you can go to Education, you can really talk about things� (infor-
mant #21). This open culture implies that it is easy to discuss any issue directly with the authorities. 
Moreover, some (representatives of) development agencies have their offices inside ministries. ILO for 
example is housed inside the Labour Section of the Ministry of Social Affairs and Labour. The donor 

coordinator has his office inside the Ministry of Education. Consequently, �the contact between the minis-

tries and the project implementing agencies is very tight on a day-to-day basis� (informant #28). Such an office of 
a development agency within the office of a ministry is a nice illustration of a partnership: government 
and development agency together in the same building, working for the same purpose of supporting the 
education sector. At the same time, it shows how close development agencies as a result of the partner-
ship actually can be to the Yemeni government, where the development agency could be seen as institu-
tionalized part of the governance system and as such could be able to influence policy. 
 
DFID even goes a step beyond. Although its senior education adviser is based in London and comes 
over on short missions to Sana�a only a couple of times per year, DFID has employed a consultant and 
seconded this education adviser to the Ministry of Education, to support the sector-wide approach and 
its establishment by the government. As such, it seems rather unclear whether this education adviser is 
actually representing DFID or MOE. Finally, an example of �closeness to the fire� is a large multi-donor 

project, the Basic Education Development Programme (BEDP), financed by the World Bank, the Nether-
lands, DFID and KfW and started within the partnership. Although BEDP is a major reform pro-
gramme of the Ministry of Education and the Minister of Education as chair of the Steering Committee 
is involved in all decisions, management of it is done by a Programme Administrative Unit (PAU) of the 
World Bank. In practice, according to one informant, this means that the World Bank is closely in-
volved in the design. 
 
An analysis of Lukes� second dimension of power reveals that as a consequence of the partnership, de-
velopment agencies increasingly seem to be able to place issues on the agenda around which decisions 
are to be made. Examples of this power dimension, such as the power to collectively prioritize issues that 
an individual or a number of development agencies have identified, as happened in the donor retreat, 
and (physical) closeness to the government suggest that the partnership helps as an instrument to deter-
mine which issues are on the agenda and which issues are not, or are not high on the agenda. Partner-
ships therefore apparently could be seen as an effective mechanism to advance the agenda of develop-
ment agencies, and hence mediate the global education agenda to the governance level of the Yemeni 
education sector. 

6.3.  The ideological framework: basic education 

As argued, the partnership could be seen as an effective mechanism to set priorities in the Yemeni edu-
cation agenda. In this section, Lukes� third dimension of power will be applied to analyze, in the words 
of Dale (2005: 131) �the rules of what education is about.� Therefore, it is essentially about the ideology 
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that, mediated through the partnership, influences the governance of the Yemeni education sector. Ba-
sic education provides a first �rule of the game� in which the agenda is set. 
 
The initiation of the partnership has positioned basic education, as opposed to other forms of educa-
tion, as the fundamental priority. This does not mean that other education sub-sectors do not receive 
attention. However, as a consequence of the partnership, the majority of resources - funds, human re-
sources, knowledge - are channelled to one particular sub-sector of education. And although the choice 
to prioritize basic education has deliberately been made by the Yemeni government (as stated among 

others in the PRSP), one informant clarified: �I think you have these donors that particularly meant that it 

started off with primary education� (informant #27). 
 
This seems to be supported by other informants. In the education and development field, there tends to 
be a general thinking both among development agencies and governments that basic education should 

be prioritized over other educational sub-sectors. Put simply, �basic education has been sexy� (informant 
#18). The Partnership Declaration indeed is informed essentially by the Education for All goals as the 
international frame of reference, and within this framework focuses first and foremost on basic educa-
tion, guided by the Fast Track Initiative (FTI) that supports the Millennium Development Goal of Uni-
versal Primary Education. Therefore, the global agenda, which prioritizes basic education, and specifi-
cally primary schooling, provides the framework for the partnership, which on its turn informs govern-
ance of the Yemeni education sector. 
 
However, even a focus on basic education exclusively has implications for other forms of education. For 
example, if students that have completed basic education are to continue their education, this will have 
consequences for the quality and quantity of other stages of education, such as (upper) secondary and 
higher education. Similarly, there is an issue of teacher training, which is normally provided by universi-
ties. Therefore, even if basic education is prioritized, this has major implication for other sub-sectors of 
education. 
 

If the partnership is to reflect a sector-wide approach, it appears to be exactly this issue of a more integra-

tive approach of education that should be tackled. Indeed, one informant explains, �the new catch-phrase 

is integration and sector-wide, so everybody, without really understanding what it means, wants to be involved in the 

entire education sector� (informant #21). Therefore, the Partnership Declaration states: 
 

Whereas the focus of this Partnership Declaration is on the implementation of BEDS, the same principles 

of enhancing coherence and co-ordination are expected to apply also to the support of other EFA objectives 

(e.g. literacy, early childhood development) for which strategies are to be developed (Partnership Declara-
tion 2004: article B8). 

 
However, although the Partnership Declaration is informed by the global framework of Education for 
All, as of yet the partnership is still around basic education, as opposed to the education sector as a 
whole, and currently there is no coordination around other sub-sectors of education. A practical reason 
given for this imbalance is that there are different ministries dealing with education. As has been argued 
in section 5.1, these ministries do not seem to coordinate well. As long as the separate ministries are not 
talking to each other, it will remain difficult to have a more integrated approach. Development agencies 
indeed have to talk to each ministry separately, and consequently mainly cooperate with the Ministry of 

Education, because �if you look at the current functions and roles of the two other ministries, there is not much to 

communicate and to coordinate that really makes sense� (informant #7). 
 
Another argument given is that basic education is the only sub-sector where there is something to coor-

dinate, since most development agencies are active in basic education only. Although this is not entirely 
true, since for example the Netherlands and the World Bank support programmes in higher education, 
and ILO is active in non-formal education, the general choice of development agencies to focus on basic 
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education was deliberately made. If this focus of development agencies is the reason that there is a part-
nership around basic education only, then that could be seen as providing a rule of what education in 
Yemen is about. 
 
Indeed, the focus on basic education seems to be most of all an ideological and normative choice, as is 

illustrated by the following comment: �You have limited resources. Is it better to invest in a 5-years old girl or a 

50-years old woman?� (informant #9). Most development agencies seem to take the position that in Yemen 
the needs in basic education are so great that it is obvious that this is where the focus is: 
 

The fact is that too many children do not go to school and particularly girls, there is a big gap between boys 

and girls. Also if development cooperation is about poverty alleviation, and if we have a lot of statistics and 

information that a lot of the poorer people in this country have no access, no opportunity for schooling, then 

obviously, of course within the context of international agreements, but much more focused in Yemen on the 

actual situation, then it makes a lot of sense and I very much support it that we focus on basic education 

(informant #7). 
 
However, an issue that does not seem to be addressed explicitly in the Yemeni education sector, neither 
by the Yemeni government nor by development agencies, is the relevance of basic education with regards 
to poverty alleviation or gender equality. Obviously, basic education can contribute enormously to de-
velopment in this regard. However, it is not the exclusive solution; there are alternatives within educa-
tion that could address issues of poverty and inequality just as well, such as non-formal or vocational 
education. Questions that appear to remain unasked in the partnership relate to these issues. What is 
basic education actually leading to in Yemen? Is it really the best solution to reduce poverty? Does it 
contribute to relevant life skills? Without underestimating the contribution and value of basic educa-
tion, the importance of formal basic schooling as the principle means to reduce inequality seems to be 
unquestionably taken for granted. 
 
This normative ideological choice to prioritize basic education is similarly unquestionably supported by 
the Yemeni government. Although it is the ambition of the Ministry of Education to have a holistic plan 
for the entire education system in the country, the current prioritization of basic education is unlikely to 
be changed, since it is seen by MOE as a priority for Yemen, and basic education still contains many 
challenges to be resolved. Although the focus on basic education, however normative, can be justified by 
many very good arguments, it seems that in Yemen - as in many other countries - it brings about a rela-
tive negligence of other education sub-sectors, and of articulating necessary links with other sub-sectors 
of education. This is expressed in the share of basic education compared to other sub-sectors of educa-
tion in the national budget (20 percent for basic education compared to less than 1.5 percent for higher 
education), and similarly in contributions of development agencies. 
 
In the light of the global education agenda that prioritizes basic education, a concrete example that fits 
in this educational discourse is given by the issue of girls� education. Among others informed by the 
Millennium Development Goals, most development agencies, if not all, are focusing on girls� education. 
There are various reasons for this focus, running from a human rights approach and participatory free-
dom (Sen 1999) to a modernist discourse based on individualism (Tikly 2004), which seems to be an 

approach taken by one informant: �There is a problem with girls� education, and particularly girls are not able 

to contribute to the economy the way they are elsewhere. There are obvious reasons therefore for investment in educa-

tion� (informant #27). 
 
Whichever the underlying rationale, development agencies promoted a more cross-cutting approach 
throughout the Ministry of Education to support girls� education. Although not intended, this desire 
was institutionalized by the establishment of a Girls� Education Sector within MOE, which is however 
not seen as a strong sector with a strong deputy minister. In an attempt to build a better relationship 
with development agencies, a Girls� Education meeting was called by the deputy minister, in which de-
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velopment agencies had hoped to hear some concrete plans. Since this did not happen, representatives 
from development agencies posed many questions and made some suggestions. Exacerbated by transla-
tion issues, the deputy minister interpreted this rather offensively, as if development agencies sometimes 
know the problems better than the ministry itself, and therefore asserted that all activities related to 
girls� education undertaken by development agencies should go through the Girls� Education Sector in 
the ministry. 
 
This disagreement provides a manifest example where Lukes� dimensions of power come together. There 
is a clearly observable conflict over leadership, not only between development agencies and the Gov-
ernment of Yemen, but also internally in MOE, where the appointment of the deputy minister was dis-
puted. Secondly, an agenda-setting issue had become apparent where development agencies collectively 
raised suggestions in the hope that some concrete action would be taken by the Girls� Education Sector. 
There might have been different ideas on the role of the Sector within the system of MOE, of specific 
activities this Sector should undertake and under which framework. This might have contributed to 
misunderstandings that became visible during the meeting, in which issues over the agenda of the Sector 
and possible strategic directions were discussed. Therefore, this example could also be seen as a manifes-
tation of ideological power. Further examples of ideological power within the partnership in the context 
of a reform agenda are provided in the following section. 

6.4.  Whose reform agenda? 

A second manifestation of the ideological power to �change the rules of the game� is the reform agenda 
inherent in the partnership. In the light of the good governance agenda of the post-Washington Con-
sensus and the subsequent post-September 11 agenda, this section will deal with development and secu-
rity, cultural reform, and finally reform in the governance of education itself. 
 
Some informants have a rather backward idea of Yemen. The country is by some identified as being a 

very closed society, and according to others �it seems still Yemen in so many ways is so much at its birth. Ironi-

cally for a country that is so ancient. But it�s all about tribes, it�s all about regions, it�s not about a central govern-

ment that�s trying to establish a democracy� (informant #3). This idea seems to be supported by other infor-
mants: 
 

In essence, it is still a very tribal, feudal society. There are a lot of differences, and a very new society in 

terms of a so-called modern state, which is not a modern state, you have seen it with the elections. So there 

are willing people, good-willing people, but it�s not really one country in terms of one system, a modern state 

with democracy and with accountability (informant #7). 
 
However, at the same time Yemen is identified as the only country in the region that at least has a de-
mocratic system that, although it has its flaws, also has its good developments. Since Yemen is identified 
as the poorest country in a region that needs stability, a reason for many development agencies to be 
active in Yemen is to promote stability and build democracy. The post-September 11 environment has 
played an important role in this regard. Some agencies, such as DFID, JICA, and USAID that were not 
active in Yemen or had left the country because of the civil war in 1994 returned after September 11. 
One informant wonderfully acknowledged the normative ideology behind the post-September 11 
agenda: 
 

Democracy and governance is not just development. Let�s face it. If you are helping a country in democracy 

and governance, you can�t couch that that�s simply development. Because you�ve got a whole political atti-

tude. If you�re pushing a country toward democracy as opposed to socialism as opposed to� There is a po-

litical statement there (informant #3). 
 
An illustration of the democracy and governance agenda is provided by USAID, one of its most fervent 
supporters. USAID works in areas where they see democracy is at the greatest risk. Directly linking secu-



UNVEILING PARTNERSHIPS 

- 53 - 

rity and development, USAID supports economic growth, education and health, democracy and gov-
ernance, among others to reduce the risk of the birth or growth of madrassas or terrorist leanings. 
USAID works in concurrence with a request from the Yemeni government to support them in these 
areas. One interpretation of this request is that the Yemeni government has acknowledged and taken 
over the democracy and governance agenda. 
 
A second manifestation that argues that the Government of Yemen has taken over the good governance 
ideology is the modernization of education. In line with the idea that Yemeni society in general is only 
at its birth, also the education system in general is not seen as having a long tradition. Contrary to what 
has been described in section 4.3 on education in Yemen, according to some informants there was no 
education sector in Yemen until 1962. However, what in fact was not there was a �modern� formal 
schooling system that was equally accessible for all. Therefore, Yemen embarked on a modernization 

agenda in education, which is stated explicitly in BEDS: �The most important contemporary challenge facing 

the present and the future of the Yemen is determined in the development and modernization of education� (Repub-
lic of Yemen 2002b: 2). 
 
In this light, a concrete manifestation that fits in the discourse of education as modernization is given by 

BEDS, which is identified as a reform strategy: �It aims at reform and development of the basic education 

system to be able to prepare and build the individual to be a productive and effective element� (Republic of Yemen 
2002b: 7) The partnership is intended to support the government in obtaining its reform objectives, 
among others through capacity building in the administration, planning and management of education. 
A first example in this regard is the development of BEDS itself. A German team presented technical 
advice to the Yemeni side and facilitated in the formulation of the national strategy. The institutionali-
zation of external influence in the Yemeni national education strategy could be interpreted as a concrete 
example of global governance of the Yemeni education sector. Whatever the German input has been, 
one could wonder what the popular opinion would be if this was the other way around; if a Yemeni 
team contributed to the formulation of the German national education strategy. 
 

As was stated by one informant, �the donors also work together with the government to further develop the strat-

egy. This is the focal point around which the whole cooperation works� (informant #28). The further develop-
ment of this strategy, the establishment of MTRF as the operationalization of BEDS, is supported very 
actively by DFID�s education adviser who in effect holds a key position in the Ministry of Education. In 
the words of one informant: 
 

I think it�s completely DFID-led and [consultant]-led process, this whole MTRF, this whole annual work 

plan. Nobody in the government understands it. [�] Here it is one person, entire Ministry of Education de-

pendency on one individual. If he breaks his legs tomorrow and he is in the hospital for two weeks, the work 

will stall because they don�t know what to do from day to day (informant #21). 
 
A further example that suggests that the development of the MTRF indeed was informed by develop-
ment agencies is given by the statement that when the MTRF was designed, the ministry tried to get all 
activities of development agencies into it. Instead of directing the activities of development agencies, the 

operationalization of BEDS incorporated their activities, and now sees them as �a common goal� (infor-
mant #13). 
 
A final example of �capacity building� as a result of the partnership is given by BEDP. Although BEDP is 
a major reform programme of the Ministry of Education and its Steering Committee is chaired by the 
Minister and BEDP is consequently housed inside the ministry, the programme is managed by the 
World Bank. Being a multi-donor project that is jointly financed by the DFID, KfW, the Netherlands 
and the World Bank in a basket fund (which, simply said, is earmarked budget support), the fiduciary 
aspects are managed by a Programme Administrative Unit (PAU) on behalf of the government. In the-
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ory, BEDP is a government programme that is supported by joint external funding, and the PAU conse-
quently would be a government unit. 
 
However, since BEDP introduces many novel approaches to education, such as conditional cash trans-
fers, school level planning, a complete overhaul of the monitoring and evaluation system, revision of the 
curriculum, and introducing learning materials in every school, a lot of time and energy and involve-
ment from government as well as development agencies is required. Development agencies within BEDP 
not only are closely involved in the design of the activities, but are also said to be very closely involved in 

the actual implementation. Not surprisingly therefore, the PAU is also described as a Programme Imple-

mentation Unit (informant #17). 
 
Although BEDP is concerned with implementation, the process of BEDP itself is capacity building of 
the Ministry of Education. BEDP therefore aims to: 
 

Start small, be realistic and build everything on building capacity. So don�t just say: here is your project, we 

prepared it for you, now you run it and implement it. Support them, make a project which actually year 

from year from year puts in a little bit more capacity into the hands of the government, but you went there 

with them through and through (informant #21). 
 
This quote illustrates the good governance agenda behind the capacity building process of BEDP, in 
which development agencies slowly �teach� the Yemeni government how to run a programme. Therefore, 
BEDP could be seen as another manifest example that illustrates the ability to determine the rules of the 
game as a consequence of the partnership, and as such seems to be able to slowly reform the environ-
ment in which governance of the Yemeni education sector is taking place. 
 
A last issue in the light of ideological power is a language issue. Although in the Yemeni education sec-
tor in general most meetings and documents are in Arabic, within the partnership the core donor meet-
ings are in English. Although most if not all representatives of development agencies do speak this lan-
guage, within the Ministry of Education there are few people that understand or speak English. In most 
meetings there is someone who can translate, and most key documents are bilingual. However, transla-
tion undeniably brings new challenges and difficulties of interpretation and communication. This lan-
guage issue is obviously inherent in international development where you have to deal with people 
speaking different languages. However, the use of English as the prime language of communication 
within the donor meetings seems to be taken for granted, and might be an obstacle for these meetings to 
become government-led. However, an alternative will at least practically be difficult, since most represen-
tatives of development agencies do not speak Arabic, and English indeed is the most common global 
language. 
 
In conclusion, the last two sections have attempted to argue that the partnership has established a 
framework to set some ideological rules of what education in Yemen is about. Firstly, an analysis of 
Lukes� third dimension of power indicated that the partnership limits the focus in education to basic 
education. Secondly, through the partnership a reform agenda has been embarked on, which, in the 
light of the post-Washington Consensus and the post-September 11 environment, could be placed in a 
good governance agenda that determines some rules of how education should be governed. These ex-
amples could be seen as a demonstration of the way the partnership mediates globalization to the gov-
ernance of the Yemeni education sector. As such, the partnership could be identified as a mechanism 
that increasingly promotes global governance of education. Whether such a �global ideology� concerning 
development and education is really promoted with a single voice in the partnership will be assessed in 
the following section. 
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6.5.  Running the show 

The previous sections have analyzed power relations between the Government of Yemen and develop-
ment agencies, and have argued that the partnership has contributed to global governance of the Yem-
eni education sector. Through the partnership, development agencies collectively seem to have more 
power, especially to inform the agenda and provide ideological rules of what education is about. But 
among development agencies, is there actually a single voice, or are there powerful and less powerful 
agencies? 
 
A number of agencies could be identified as running the show. First of all, the formal donor coordina-
tor, which currently is GTZ, obviously has a leading role, and especially possesses agenda-setting power, 
since the chair formally sets and distributes the agenda. The donor coordination meetings are sometimes 

focused around a particular topic, and according to one informant �there is not a lot of room for bringing in 

another discussion� (informant #3). 
 
At first sight, the role of donor coordinator appears to be a powerful one. How did GTZ obtain this 

position? A first clarification for this is the limited capacity of many development agencies: �there are few 

agencies which have personnel which are experienced education people. And which also are willing to put time and 

effort in the role of donor coordinator� (informant #7). Following standard procedures of development agen-
cies, around 2005 many representatives dealing with education had left Yemen and been replaced by 
new staff; the Netherlands, France, USAID, World Bank and UNICEF had replaced or were in the 
process of replacing their education experts. As a consequence, it turned out that GTZ was the only 
development agency that was available and willing to take over the donor coordinator role from the 
Netherlands, who had been in the lead from 2002 to 2005. There was some resistance, because GTZ is 
an implementing agency, and, considering the sector-wide approach which aims to abandon a project 

mode, �as a coordinator you should be above all parties and not implementing activities� (informant #7). How-
ever, since there was not really an alternative, the candidature of GTZ was accepted, initially for a year, 
but prolonged for a second year. 
 
The Netherlands have taken on a deputy coordinator role. In practice, this implies a great degree of 
responsibility and, by absence of the donor coordinator, many opportunities to take the floor in meet-
ings and to influence the agenda. Most likely the Netherlands will succeed GTZ and re-obtain the formal 
coordinator role in the near future. The Netherlands, one of the first supporters and initiators of the 
Partnership Declaration and firm advocate of the SWAP, indeed do play a considerable role in the part-

nership. They are considered as a �change agent� both within the government and within development 

agencies (informant #15). Indeed: �The Netherlands have been really taking the lead and are one of the very few 

if not the only one - almost sad to say - that really puts this on top of the agenda to really work towards harmoniza-

tion, alignment and donor coordination, and is also ready to put time and effort in it� (informant #7). 
 
A third agency that, almost inherent to its nature, plays a major role in the partnership is the World 

Bank: �The World Bank has the reputation of being dominant. You know that, of course that is nothing new� 
(informant #22). The World Bank, although not having a formal leadership role in the partnership, 
manages BEDP, a big programme within the partnership. Apart from that, the World Bank is managing 

and coordinating many education programmes, or in the ironic words of one informant: �Every single 

activity that is coordinated, look at it: it�s being done through the Bank office� (informant #21). 
 
A final prominent agency that could be said to run the show is DFID. Although DFID only has a small 
team in Yemen and their senior education adviser is based in London instead of Sana�a, DFID has sec-
onded an education adviser to the Ministry of Education, who, as demonstrated before, in fact holds a 
key position within the ministry. So although DFID may not have a prominent role in the donor coor-
dination in itself, its role in governing the education sector appears to be considerable. Indeed, one in-

formant suggests: �they have an intention to lead the development activities here� (informant #14). 
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However, not every agency is too happy about this. One informant, expressing worries that the MTRF is 
too much led by DFID, fears that as a consequences there will be a serious lack of sustainability and 
ownership. Other informants have similar reservations with the DFID approach, which is seen as not a 
very transparent position. The approach is seen as a very ambiguous one. Where DFID on the hand 
promotes the SWAP very much, on the other hand in practice it has its own personalized technical assis-
tance seconded to the Ministry of Education in an important position. 
 
Although DFID apparently does not practice what it preaches, at least in theory it is very supportive of 
SWAPs. In contrast, from the side of Germany there is not even seen any real urgency to work towards a 
SWAP. From the German side, especially GTZ indeed is an implementing agency with its own devel-
opment projects, which are developed rather individually, as opposed to jointly developed in the part-
nership, let alone being guided by the Ministry of Education. This, too, seems to be very ambiguous, 
especially since GTZ has the formal donor coordinator role, and is therefore supposed to take a leading 
role in the transition from projects towards the joint support of a common programme led by the Gov-
ernment of Yemen. 

6.6.  Singing the SWAP tune 

There seems to be a relatively small group of powerful players within the development community. 
Some other agencies are not that active in the partnership, still others don�t come at all. And even if 
more representatives are present, it is usually the same people that take the floor, because they are more 
comfortable doing so. Explanations for this could be found in, among others, institutional and personal 
factors. 
 
France for example, an actor that has signed the Partnership Declaration, is hardly seen in the partner-
ship. A reason given for this is that France does not have much staff, and the coordination meetings are 
rather time-consuming. However, if the desire is to work towards SWAP, as expressed in the Partnership 

Declaration, �the implication is that agencies have to put time and effort and allocate time and effort for this im-

portant job� (informant #7). France however came to the conclusion that what was discussed during the 
coordination meetings was more on the policy level, where they do not have that much influence, since 
their cooperation is mainly going through non-governmental means and they are not a major contribu-
tor in the education sector. Therefore, in spite of having signed the Partnership Declaration, France 
doesn�t see the donor coordination as something pertinent and instead rather sticks to its own small 
projects instead of moving towards a sector-wide approach. 
 
In contrast to France, USAID, an agency that has not signed the Partnership Declaration, is much more 
visible in the partnership. USAID attends most if not all coordination meetings, and according to some 
partners the coordination with USAID might even be better than with some signatories of the Partner-

ship Declaration, because �they are more willing to listen, they are more willing to talk� (informant #21). 
However, USAID, just like for example Japan, has built-in systems that make it difficult for them to sign 
the Partnership Declaration for legal reasons. Moving towards a SWAP as a government-led process 
where a national strategy directs activities, ideally with budget-support alongside it (a desire which is 
reflected in article D15o of the Partnership Declaration) is hard for USAID to support, since their man-
date will not allow them to sign declarations that talk about basket funding, even if it only reflects a 
desire, such as in the article mentioned. Similar arguments are given by Japan for not being able to sign 

the Partnership Declaration. Therefore, �they just align in their own way. According to their projects as imple-

menting agencies� (informant #12). 
 
Mandates coming from headquarters obviously play a big role in this regard. No matter how willing 
representatives in Yemen are to coordinate and cooperate (and many individuals are very willing), the 
mandates given by national governments cannot be changed. This is valid for signatories as well as non- 
signatories, but for some agencies more than others. Germany for instance has a very centralized ap-
proach in development cooperation in which the agencies in Yemen cannot diverge much from their 
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mandates, whereas for example the Netherlands have a much more flexible and self-reliant approach. In 
any case: 
 

At present agencies continue to operate with respective mandates and the strategies which their respective 

governments give them. And they put funding to the components and priorities that their respective govern-

ments give them. Even when that priority is sector-wide approach, it is still their strategy of sector-wide ap-

proach (informant #26). 
 
A final issue with regard to power relations between development agencies in the partnership is the ab-
sence of Middle Eastern agencies, such as the Arab Development Fund, the Islamic Development Bank, 
the OPEC Fund and the Saudi Development Fund. The contributions of these agencies are said to be 
high; according to some informants more than fifty percent of development cooperation money is com-
ing from GCC countries. Although Middle Eastern agencies are mainly involved in school building 
construction and infrastructure, it is not exactly known what their agenda encompasses in the Yemeni 
education sector. 
 
There have been attempts to include Middle Eastern agencies in the partnership. However, a major ob-
stacle was that most Middle Eastern agencies are not physically present in Yemen; their offices are usu-
ally in their home countries. Therefore, coordination has been weak. However, the expectation and 
hope is that this will change in the coming years, especially after the Consultative Group Meeting in 
London in November 2006, a donor conference where pledges were committed for major contributions 
to Yemen by especially GCC countries and DFID. An expected increased presence of Middle Eastern 
agencies might consequently lead to better opportunities for coordination and cooperation. 
 
Until present, the partnership in the Yemeni education sector does not seem to have led to major re-
forms within development agencies, sometimes to the frustration of agencies that promote a sector-wide 
approach. Instead of having one common direction, there appear to be several different interpretations 
of what the Partnership Declaration implies. Although the development community itself looks some-
what fragmented with several objectives and interpretations of the SWAP and the implications of the 
Partnership Declaration, the partnership itself does seem to have led to a more influential development 
community as a collective, as has been argued in previous sections. Apparently, development agencies 
sing the SWAP tune in their own particular ways, but still want to be in the bigger boat to be able to 
have more influence on the governance of the Yemeni education sector, and as such become more effec-
tive in their approach of development cooperation. 
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CHAPTER 7.  
UNVEILING PARTNERSHIPS 

 
If you want to be understood� 

Listen 
 

Tagline for the film Babel (Alejandro González Iñárritu, 2006) 
 
 
This chapter will present and discuss the conclusions of the research based on the findings presented in 
the previous chapter. Section 7.1 will set out the conclusions, which will be elaborated on and put in a 
broader context in section 7.2. Section 7.3 finally will discuss limitations and reflections, and will sug-
gest some recommendations for future research. 

7.1.  Conclusions 

In what way do new approaches to international development cooperation promote more sustainable 
development processes within the governance of the Yemeni education sector? Based on the findings 
presented in the previous chapter this central question will be answered below. 
 
The sector-wide approach is identified in this research as an important new approach to international 
development cooperation. Through participation and empowerment as key words in a new era of inter-
national development cooperation, SWAPs aim to increase the level of ownership and decrease the 
power of development agencies and as a result promote more sustainable and equitable development 
processes. In the Yemeni education sector, an important step towards the sector-wide approach has been 
made by creating a partnership, manifested by a Partnership Declaration between the Government of 
Yemen and bilateral and multilateral development agencies. 
 
The partnership at first sight appears to have made a first good step in the direction of more sustainable 
development processes. It has been created as a mechanism for coordination, cooperation, harmoniza-
tion and alignment, in which the Yemeni government and development agencies together aim to sup-
port the Yemeni education sector. As such, participation as a key word in the new era of development 
cooperation seems to be supported. However, does the partnership also lead to more ownership, and 
does it empower the Yemeni government? In order to answer this question, power relations within the 
partnership have been analyzed, based on Lukes� dimensions of power relations. 
 
The partnership has as of yet not significantly shifted decision-making power. From the perspective of 
development agencies, this seems to be because of lack of leadership within the Yemeni government to 
direct the development agencies. From the perspective of the Government of Yemen the reason for this 
seems to be unwillingness of development agencies to abandon projects and move towards a common 
approach. An analysis of power relations between development agencies reveals that among others be-
cause of mandates given from headquarters some development agencies are unable to move towards a 
sector-wide approach. Development agencies still have the power to make their own decisions; this is not 
shaped or reformed by the partnership. Therefore, in terms of Lukes� first dimension of power, the sec-
tor-wide approach has not affected governance of the Yemeni education sector. 
 

Whereas the partnership has not reshaped decision-making power in the governance of the Yemeni 
education sector, it seems to have increased agenda-setting power of development agencies. Exemplified 
by among others the donor retreat, issues can more easily be prioritized collectively as a result of the 
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partnership. In the same vein, agencies are closer to the governance level and can consequently influence 
the agenda more easily. The partnership therefore appears to be an effective mechanism to prioritize 
issues in the Yemeni education agenda and hence increasingly globally govern the Yemeni education 
sector. 
 
Issues that are not only prioritized by development agencies in the education agenda but have also been 
identified by the Yemeni government as their own demonstrate ideological power as a result of the part-
nership. In this sense, basic education, most notably formal basic schooling, has been identified as the 
fundamental priority in the education sector as a whole, in line with the global education agenda. Simi-
larly mirroring this agenda, girls� education is institutionalized as an essential focus point. Furthermore, 
the Yemeni government has embarked on a reform agenda of modernization of education, which seems 
to be informed for a large part by the good governance agenda inherent in the post-Washington Con-
sensus. Finally, development agencies mostly support capacity building processes which promote the 
transfer of knowledge of powerful development agencies and consequently contribute to the under-
standing of reality of the powerful. As such the partnership seems to set ideological rules of how the 
Yemeni education sector should be governed. 
 
While these analyses suggest that the partnership has resulted in an increased influence of development 
agencies collectively, it does not appear to have fundamentally affected the approach of individual de-
velopment agencies. Each agency seems to interpret the Partnership Declaration in its own way and 
seems to have its own meaning of what a sector-wide approach entails. Although the partnership is cre-
ated for the implementation of BEDS and attempts to guide activities of development agencies in order 
to reach the educational objectives of the Yemeni government, it currently seems to be mainly influenc-
ing the governance processes in the Yemeni education sector. The priorities in the educational agenda, 
the educational objectives and strategies seem to be subject of the partnership, instead of giving the di-
rection within the partnership. Although the approach or the interpretation of the approach differs 
among development agencies, as a collective the partnership seems to be able to increasingly influence 
the governance of the Yemeni education sector, informed by a global framework that is for a large part 
influenced by the post-Washington Consensus and essentially its good governance agenda. 
 
As a consequence of the apparent increased collective power of development agencies, the partnership 
in the Yemeni education sector could be seen as an effective mechanism that mediates the western-
dominated global education agenda to the governance level of the Yemeni education sector. Recognizing 
that the governance of the Yemeni education sector is increasingly being influenced by factors that are 
dominant in the global education and development agenda which is fundamentally framed by the post-
Washington Consensus, an understanding of development processes and priorities within education 
essentially constructed by Yemenis themselves does not seem to be reinforced by the partnership. Rec-
ognizing that the Yemeni education sector is increasingly globally governed as a result of the partnership 
and its imbalanced power relations, the level of ownership has not increased. As a result of the partner-
ship, development agencies collectively seem to have increasing power to determine Yemeni education 
policies, through setting rules of the game and prioritizing a global agenda. Consequently, development 
processes do not seem to have become more sustainable and equitable as a result of the partnership in 
the Yemeni education sector. 
 
The following section will place these conclusions in a broader framework. It will elaborate on the awk-
ward relationship between partnership and ownership, a relation that is essentially shaped by power 
relations. In this light the particular relevance of critical postcolonialism for this study will be discussed 
as well, and based on these discussions alternative visions of participation will be suggested, in order to 
eventually contribute to more sustainable and equitable development processes. 
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7.2.  Discussion 

The previous section concluded that new approaches to international development cooperation, most 
notably sector-wide approaches, do not lead to more sustainable development processes in the govern-
ance of the Yemeni education sector, based on collective power of development agencies that hinders 
the promotion of more Yemeni ownership and instead advances a western-dominated global education 
agenda. These conclusions are based on a number of assumptions. They can be seen in a wider frame-
work, are subject to discussion and debate, and can themselves be a basis for wider debate about sector-
wide approaches. 
 
The sector-wide approach intends to increase the level of ownership and decrease the power of devel-
opment agencies, in order to promote more sustainable and equitable development processes. As has 
been argued in this study, in the Yemeni education sector the SWAP seems to lead to the opposite of 
what it intends to do. The partnership seems to be a reform mechanism that, by effectively mediating 
the global education agenda, implies more collective power of development agencies. As a consequence, 
features that characterize the post-Washington Consensus are promoted and eventually institutionalized 
within the governance of the Yemeni education sector. This conclusion does however not imply that the 
partnership in the Yemeni education sector deliberately intends to promote this framework. Creating 
more participatory processes as intended by SWAPs can have unintended and unconscious effects and 
consequences. 
 
Moreover, the global education agenda that seems to be promoted as a result of the partnership is not 
necessarily a bad education agenda. In fact, it can be argued that many features that are promoted will 
have a positive impact on the Yemeni education sector. For example, eventually more children will go to 
school and gender equity will be promoted; indeed a positive trend towards reaching the Millennium 
Development Goals. Therefore, one can argue that development processes have become more sustain-
able as a result of the partnership. They might indeed have become more sustainable if the global educa-
tion agenda is taken as the informative framework and if this is seen to be informed by a Common 
World Educational Culture. However, if an understanding of the effects of globalization on education is 
informed by a Globally Structured Agenda for Education, then the global framework is essentially seen 
as normative. If learning has no standard model and �best� is always local, then for example the MDGs 
in themselves do not signify ownership of development processes. 
 
This ambiguity underlines the subjectivity behind understanding realities. Whether or not development 
processes are seen as more sustainable as a result of the sector-wide approach depends on the ideological 
framework that informs the way someone looks at the world. Therefore, it is seen as essential to unlock 
the normative ideology that informs understandings of reality, and it is this notion that underlines the 
particular relevance of critical postcolonialism in this study. 
 
An important contribution of critical postcolonialism has been to put central an understanding of de-
velopment processes essentially shaped by Yemeni knowledge. An important element of promoting a 
Yemeni-centred understanding is to challenge dominant ways in which knowledge constructs images of 
reality. SWAPs conceptually intend to contribute to this. However, an analysis of power relations in the 
partnership suggests that it is knowledge created by the powerful that increasingly informs the govern-
ance of the Yemeni education sector and as such hinders the construction of a Yemeni-centred under-
standing. This is an important observation, because by revealing this, alternative conceptualizations of 
SWAPs can be suggested that do promote more ownership. 
 
Recognizing that imbalanced power relations hinder a truly Yemeni-centred understanding of develop-
ment processes, what would be a healthy way forward? How could a more Yemeni-centred understand-
ing of reality be promoted? If a partnership shaped by imbalanced power relations results in an increas-
ingly globally governed education sector, can there ever be ownership as long as (powerful) development 
agencies are active in such a partnership? Maybe development should be abandoned, and maybe it is 
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time to embark on an era of post-development. These concerns are recognized by Sylvester (1999: 703) 
when she states that �development studies does not tend to listen to subalterns and postcolonial studies 
does not tend to concern itself with whether the subaltern is eating.� Indeed, critique towards postcolo-
nialism often reflects that it does not adequately address issues of poverty, relating all problems to colo-
nialism and imperialism and instead romanticizing culture. 
 
This critique leads to a second important contribution of critical postcolonialism in this study. The un-
derstanding of critical postcolonialism in this study is not only concerned with �whether the subaltern is 
eating� but is most of all concerned with �what the subaltern is eating.� Conventional concepts of devel-
opment tend to promote one normative standardized worldview, based on a materialist understanding 
of reality. Some strands of postcolonialism, on the other hand, focus completely on cultural diversity, 
thereby emphasizing a free-floating understanding of reality. By taking on critical postcolonialism, this 
study recognizes the complex interrelationship between material structures and cultural relations and at 
the same time places the postcolonial subject at the centre. It is this understanding that also highlights 
that development should not be abandoned. In its fight against poverty and inequality, Yemen should 
therefore work in partnerships, also with development agencies. 
 
Although the importance of partnerships in promoting more sustainable development processes is rec-
ognized, partnerships currently seem to promote global governance of education, thereby prioritizing 
features that are dominant in the post-Washington Consensus. If participation and empowerment as key 
words in international development really are to make a difference, power relations will have to be taken 
into account. Therefore, what appears to be needed is alternative conceptualizations of partnerships that 
place the postcolonial subject more in the centre, give it more power and as such promote more sustain-
able development processes. Partnerships should not be used as a framework where the powerful talk to 
themselves, but where a true open dialogue is taking place; not where minds have been made up already, 
but where local interests as opposed to western-dominated global interests will prevail. 
 
Similarly, following Samoff (2004), such a partnership should not stop at cooperation and coordination 
between development agencies and government, especially not when the latter is understood as the cen-
tral ministry. Local communities and civil society are at least as important to be heard. To have more 
balanced partnerships, attempts that challenge the hegemony of western globalization and promote the 
voice of the subaltern should be embraced. In this light, Novelli (2004: 163) discusses a number of these 
�counter-hegemonic globalization movements� which together represent an emerging form of �alternative 
globalization� (Tikly 2004). 
 
Sector-wide approaches apparently are participatory approaches that promote ownership of development 
processes. In this study, critical postcolonialism has been important to unlock conventional understand-
ing of the relationship between partnership and ownership. Illustrated by the partnership in the Yemeni 
education sector, this study has argued that current conceptualizations of partnerships and sector-wide 
approaches construct an understanding of reality that advances global western-dominated interests 
through the operation of power and the knowledge of the powerful. A reconceptualization of partner-
ships that places the postcolonial subject more in the centre of the development debate might contribute 
to ownership in a sense of a Yemeni understanding of development processes. New ways of understand-
ing realities in the Yemeni education sector will hopefully form the basis for reflection on and debate 
about practices of development cooperation in general and sector-wide approaches in particular, in or-
der to ultimately promote more sustainable development processes. 

7.3.  Reflections and recommendations 

This study has attempted to see whether in the context of globalization the sector-wide approach leads to 
more ownership and consequently promotes more sustainable development processes within the gov-
ernance of the Yemeni education sector. Through an analysis of power relations, it tried to offer a dif-
ferent perspective on partnerships and consequently contribute to new ways of understanding realities of 
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international development cooperation. Critical postcolonialism was used in this study as the critical 
subjective lens to approach this topic. As indicated earlier, critical postcolonialism is unabashedly sub-
jective and normative. Therefore, this section will reflect on the approach taken on and place this in a 
wider perspective. Following these reflections and limitations, some suggestions for future research will 
be provided. 
 
Because of the collective power of development agencies, mainly manifested in agenda-setting and ideo-
logical dimensions of power, the partnership in the Yemeni education sector seems to lead to a global 
governance of education in which features of the post-Washington Consensus are promoted (although 
not necessarily intentionally). However, what is the real impact of the influence of this global agenda on 
the Yemeni education sector? 
 
Following an analysis of Lukes� dimensions of power, important features of the post-Washington Con-
sensus seem to be transferred to the level of the governance of the Yemeni education sector. Manifesta-
tions of this can be seen in for example the Yemeni desire of modernization of the education sector. 
Following Dowding (2006), the apparent acceptance by the Yemeni government of the hegemony of the 
post-Washington Consensus can be explained by a collective action problem inherent in Lukes� ideo-
logical power dimension. In the Yemeni case, this translates in the collectively dependent position of 
low-income states. Yemen, like many other low-income states, is dependent on external support, and 
consequently could be said to be �in competition� with other countries. 
 
Recognizing the selection criteria that many development agencies apply for providing support, it does 
not seem illogical to accept a certain degree of domination, expressed in embarking on an education 
agenda informed by the post-Washington Consensus. Indeed, since the Yemeni government knows 
under which framework and for which programmes and activities development agencies will provide 
support, it might emphasize programmes and activities that fall under this framework in order to receive 
support. An interesting question for future research therefore would be to explore whether the agenda 
that is embarked on as a consequence of the operation of power is really implemented in the way that 
development agencies intended. Does it lead to concrete targeted outcomes or is it used as an excuse to 
receive financial support which is subsequently subversively used for something else? For similar reasons, 
whereas this study has mainly focused on processes behind governance, it would also be good to analyze 
educational policies themselves, and analyze outcomes of policies. 
 
Critical postcolonialism places the postcolonial subject in the centre. In doing so, it runs the risk of 
painting an overly optimistic picture of the postcolonial subject. Besides, who actually is the postcolonial 
subject? The postcolonial subject is not a homogenous entity itself. This research has tried to understand 
the way that collective power of development agencies affects governance of the Yemeni education sec-
tor. The operation of elite power of course is also manifest at different levels. Within the governance 
structure of the Yemeni education sector, there are internal power relations that, for example, could 
construct dominance of the powerful central level. Whereas the focus of this study has mainly been on 
power relations between the central Yemeni government and development agencies, it will be an inter-
esting topic for future research to analyze internal power relations. 
 
In line with this, another important reflection is the assumption that (western) development agencies 
actually do have power in the governance of the Yemeni education sector. The understanding of the 
operation of power in this study has been based mainly on a western perception. By focusing on the 
partnership between the Government of Yemen and development agencies, it was assumed that this 
partnership would have a considerable effect on the governance of the Yemeni education sector in its 
entirety. Narrowed by my theoretical perspectives as described in this thesis, the access I had in the field 
research (also as a consequence of this narrow perspective), and most of all my own western mindset, 
this assumption obviously limits the focus and viewpoints of the study. 
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There are many factors that influence the Yemeni education sector. The partnership between the Gov-
ernment of Yemen and development agencies could be one factor. The complete power balance in the 
Yemeni education sector however is unknown. There are powerful players and processes that have not 
been included in this research. The Yemeni state itself, being most of all able to oversee all processes 
ongoing in Yemen, is most important to mention in this regard. The private sector is a second player 
that could have enormous power in the Yemeni education sector. Thirdly, what will the influence of 
rising global powers such as China be in Yemen? Finally, important to mention are Middle Eastern 
agencies and Arab states. Generally identified as important players in the Yemeni education sector, it is 
unknown what their agenda actually entails. In fact, this might be a major reason for traditional devel-
opment agencies to try to involve them in coordination. In this regard, the outcome of the Consultative 
Group Meeting in which both GCC countries and DFID have announced to massively increase their 
support to Yemen, is remarkable. 
 
As was shown earlier in this thesis, various processes of globalization have had a tremendous influence 
in Yemeni history. This study has focused on the hegemony of neo-liberal economic globalization on the 
governance of the Yemeni education sector. However, as was described, globalization is a multi-
dimensional process. What is the influence of other processes of globalization in the governance of the 
Yemeni education sector? The choice to focus on a partnership between the Government of Yemen and 
development agencies narrowed the perspective to also consider the influence of other processes. Power 

within the partnership might be imbalanced. However, what is the power of the partnership itself on 
governance of the Yemeni education sector? And most important, what is the influence of alternative 
globalization processes on the Yemeni education sector? These issues will be very relevant to investigate 
in future research. 



UNVEILING PARTNERSHIPS 

- 64 - 

REFERENCES 

AL-AINI, M. (1987). The September Revolution 1962 - Causes, Justification, Aims, Setbacks and Suc-

cesses, in: W. DAUM (ed.), Yemen: 3000 Years of Art and Civilisation in Arabia Felix, Innsbruck: 
Pinguin-Verlag and Frankfurt am Main: Umschau-Verlag, pp. 468-471. 

AL-AMRI, A., D. ANNUZAILI AND A. AL-DERAM (2003). Overview of the situation of children, women and 

ECD in Yemen, ECDVU-MENA, available at http://www.ecdvu.org/mena/pub.asp, last ac-
cessed 28th February 2007. 

AL-BASHA, A.Y. (1987). Women in Yemen - Past and Present, in: W. DAUM (ed.), Yemen: 3000 Years of 

Art and Civilisation in Arabia Felix, Innsbruck: Pinguin-Verlag and Frankfurt am Main: Umschau-
Verlag, pp. 392-395. 

AL-IRIYANI, H. (1987). School and Education - Formation and Development, in: W. DAUM (ed.), Yemen: 

3000 Years of Art and Civilisation in Arabia Felix, Innsbruck: Pinguin-Verlag and Frankfurt am 
Main: Umschau-Verlag, pp. 375-388. 

AL-SHAMI, A.A. (2006). Religious education in Yemen, Sana�a. 

AMIN, S. (2004). U.S. Imperialism, Europe, and the Middle East, Monthly Review, November 2004, pp. 
13-33. 

ASTURIAS, L., K. GRIGSBY AND T. OLTHETEN (2000). Mayan Participation in Educational reform in 

Guatemala: Changing the Policy Environment, Prospect, 30 (4), pp. 461-474. 

BÉLAND, D. (2006). Steven Lukes. Power: A Radical View, Second Edition, Canadian Journal of Sociology 

Online, July-August 2006, pp. 1-3. 

BIN SAYEED, K. (1995). Western Dominance and Political Islam: Challenge and Response, New York: State 
University of New York Press. 

BONAL, X. (2002). Plus ça change� The World Bank Global Education Policy and the Post-Washington 

Consensus, International Studies in Sociology of Education, 12 (1), pp. 3-21. 
BRAY, M. (1999). Control of Education: Issues and Tensions in Centralization and Decentralization, in 

Comparative Education: The Dialectic of the Global and the Local, Lanham, Maryland: Rowman & 
Littlefield Publishers, Inc., pp. 207-232. 

BUCHERT, L. (2000). Rethinking Educational Aid: From Project to Programme to Sector-Wide Support: 

Some Questions and Concerns, Prospects, 30 (4), pp. 405-408. 
CARNOY, M. (2000). Globalization and Educational Reform, in: N.P. STROMQUIST AND K. MONKMAN 

(eds.), Globalization and Education: Integration and Contestation Across Cultures, Lanham, MD: 
Rowman & Littlefield Publishers, pp. 43-60. 

CHABBOTT, C (1998). Constructing Educational Consensus: International Development Professionals 

and the World Conference on Education for All, International Journal of Educational Development, 
18 (3), pp. 207-218. 

 (2007). Carrot Soup, Magic Bullets, and Scientific Research for Education and Development, 

Comparative Education Review, 51 (1), pp. 71-94. 

COX, R.W. (1996). Approaches to World Order, Cambridge: Cambridge University Press. 

CROTTY, M. (1998). The Foundation of Social Research: Meaning and Perspectives in the Research Process, Lon-
don: Sage. 

DALE, R. (1999). Specifying globalization effects on national policy: a focus on the mechanisms, Journal 

of Education Policy, 14 (1), pp. 1-17. 

 (2000). Globalization and education: demonstrating a �common world educational culture� or 

locating a �globally structured educational agenda�?, Educational Theory, 50 (4), pp. 427-448. 

 (2005). Globalisation, knowledge economy and comparative education, Comparative Education, 
41 (2), pp. 117-149. 

 AND S.L. ROBERTSON (2002). The Varying Effects of Regional Organizations as Subjects of 

Globalization of Education, Comparative Education Review, 46 (1), pp. 10-36. 

http://www.ecdvu.org/mena/pub.asp,


UNVEILING PARTNERSHIPS 

- 65 - 

DE REGT, M.C. (2003). Pioneers or Pawns? Women Health Workers and the Politics of Development in Yemen, 
Amsterdam: Proefschrift Universiteit van Amsterdam. 

DFID (2000). Eliminating World Poverty: Making Globalisation Work for the Poor, White Paper on International 

Development, London: DFID, available at 
http://www.dfid.gov.uk/Pubs/files/whitepaper2000.pdf, last accessed 24th April 2007. 

DOWDING, K. (2006). Three-Dimensional Power: A Discussion of Steven Lukes� Power: A Radical View, 

Political Studies Review, 4 (2), pp. 136-145. 

DRESCH, P. (2000). A History of Modern Yemen, Cambridge: Cambridge University Press. 

ENDERS, K., S. WILLIAMS, N. CHOUEIRI, Y. SOBOLEV AND J. WALLISER (2002). Yemen in the 1990s: From 

Unification to Economic Reform, Washington, D.C.: International Monetary Fund. 

FAIRCLOUGH, N. (2003). Analysing Discourse: Textual analysis for social research, London: Routledge. 

 (2005). Discourse Analysis in Organization Studies: The Case for Critical Realism, Organization 

Studies, 26 (6), pp. 915-939. 

FOSTER, M. (2000). New Approaches to Development Cooperation: What can we learn from experience with 

implementing Sector Wide Approaches?, London: Overseas Development Institute, Centre for Aid 
and Public Expenditure, Working Paper 140. 

GAVENTA, J. (2004). Towards participatory governance: assessing the transformative possibilities, in: S. 

HICKEY AND G. MOHAN (eds.), Participation: from Tyranny to Transformation? Exploring new ap-

proaches to participation in development, London: Zed Books, pp. 25-41. 
GORE, C. (2000). The Rise and Fall of the Washington Consensus as a Paradigm for Developing Coun-

tries, World Development, 28 (5), pp. 789-804. 

GRAY, D.E. (2004).Collecting and analysing qualitative data in: Doing Research in the Real World, London: 
Sage, pp. 319-347. 

GUSTAFSSON, I. (1999). New partnership possibilities, Northern Policy Research Review and Advisory Net-

work on Education and Training (NORRAG), 25 (December), pp. 4-6. 

GUZZINI, S. (1993). Structural power: the limits of neorealist power analysis, International Organization, 
47 (3), pp. 443-478. 

HALLIDAY, F. (1987). The Yemens in the Twentieth Century, in: W. DAUM (ed.), Yemen: 3000 Years of 

Art and Civilisation in Arabia Felix, Innsbruck: Pinguin-Verlag and Frankfurt am Main: Umschau-
Verlag, pp. 445-465. 

HART, G. (2004). Geography and development: critical ethnographies, Progress in Human Geography, 28 
(1), pp. 91-100. 

HELD, D., A. MCGREW, D. GOLDBLATT AND J. PERRATON (1999). Global Transformations: politics, eco-

nomics, culture, Cambridge : Polity Press. 

HEWITT, T. (2000). Half a century of development, in: T. ALLEN AND A. THOMAS (eds.), Poverty and 

Development into the 21
st
 Century, Oxford: Oxford University Press, pp. 289-308. 

HOOGVELT, A. (2001). Globalization and the Postcolonial World: The New Political Economy of Development, 
London: Palgrave. 

HOUT, W. (2004). Political Regimes and Development Assistance: The Political Economy of Aid Selec-

tivity, Critical Asian Studies, 36 (4), pp. 591-613. 

HUNTINGTON, S. (1993). The Clash of Civilizations, Foreign Affairs, 72 (3), pp. 22-49. 

IMF (2005). Poverty Reduction Strategy Papers (PRSP): A Factsheet, New York: IMF, available at 
http://www.imf.org/external/np/exr/facts/prsp.htm, last accessed 27th February 2007. 

JAGANNATHAN, S. AND M. KARIKORPI (2000). EC-India collaboration in primary education: sector-wide 

approaches to development co-operation, Prospects, 30 (4), pp. 409-422. 
JANKS, H. (2000). Domination, Access, Diversity and Design: a synthesis for critical literacy education, 

Educational Review, 52 (2), pp. 175-186. 
JONES, A.M.E. (2005). Conflict, Development and Community Participation in Education: Pakistan and 

Yemen, Internationales Asienforum, 36 (3-4), pp. 289-310. 
KABEER. N. (2000). Social Exclusion, Poverty and Discrimination, towards an Analytical Framework, 

IDS Bulletin, Vol. 31 (4), 15 pages. 

http://www.dfid.gov.uk/Pubs/files/whitepaper2000.pdf,
http://www.imf.org/external/np/exr/facts/prsp.htm,


UNVEILING PARTNERSHIPS 

- 66 - 

KAPOOR, I. (2002). Capitalism, culture, agency: dependency versus postcolonial theory, Third World 

Quarterly, 23 (4), pp. 647-664. 

KING, K. (2004). Development Knowledge and the Global Policy Agenda. Whose Knowledge? Whose Policy?, Ge-
neva: United Nations Research Institute for Social Development. 

 AND S. MCGRATH (2000). Who is in the driving seat? Development cooperation and democracy, Edin-
burgh: University of Edinburgh. 

KLEES, S.J. (1999). The poverty of partnership without power, Northern Policy Research Review and Advisory 

Network on Education and Training (NORRAG), 25 (December), pp. 13-15. 

 (2002). World Bank Development Policy: A SAP in SWAPs Clothing, Current Issues in Compara-

tive Education, 3 (2), pp. 110-121. 

KUDER, J. (2005). UPE in Tanzania: SWAP-ing quality for quantity - again?, Globalisation, Societies and 

Education, 3 (2), pp. 165-181. 
LEHMANN, I.A. (2005). Exploring the Transatlantic Media Divide over Iraq: How and Why U.S. and 

German Media Differed in Reporting on UN Weapons Inspections in Iraq, 2002-2003, 

Press/Politics, 10 (1), pp. 63-89. 

LEFTWICH, A. (1993). Governance, democracy and development in the Third World, Third World Quar-

terly, 14 (3), pp. 605-624. 

LIND, A. AND C. MCNAB (2000). Sector-wide approach to education: views from Sida, Prospects, 30 (4), 
pp. 423-435. 

LUKES, S. (1974). Power: A Radical View, London: Macmillan. 

 AND L. HAGLUND (2005). Power and Luck, European Journal of Sociology, 46 (1), pp. 45-66. 

MAXWELL, S. (2003). Heaven or Hubris: Reflections on the New �New Poverty Agenda�, Development 

Policy Review, 21 (1), pp. 5-25. 
MILLIGAN, J.A. (2003). Teaching between the Cross and the Crescent Moon: Islamic Identity, Postcolo-

niality, and Public Education in the southern Philippines, Comparative Education Review, 47 (4), 
pp. 468-492. 

MOUTON, J. (2001). Research Design Map, in How to succeed in your Masters and Doctoral Studies: a South 

African Guide and Resource Book, Pretoria: Van Schaik Publishers, pp. 143-180. 

MUNDY, K. (1998). Educational Multilateralism and World (Dis)Order, Comparative Education Review, 
42 (4), pp. 448-478. 

NOVELLI, M. (2004). Globalisations, social movement unionism and new internationalisms: the role of 

strategic learning in the transformation of the Municipal Workers Union of EMCALI, Global-

isation, Societies and Education, 2 (2), pp. 161-190. 
ODORA HOPPERS (1999). The morning after midnight? Partnerships and paradigms for development 

cooperation in the 21st century, Northern Policy Research Review and Advisory Network on Education 

and Training (NORRAG), 25 (December), pp. 19-20. 
O�LAUGHLIN, B. (1998). Interpreting Institutional Discourses, in: A. THOMAS, J. CHATAWAY AND M. 

WUYTS (eds.), Finding Out Fast: Investigative Skills for Policy and Development, London: Sage, pp. 
107-126. 

O�LEARY, Z. (2004). Indicators of good research, in: The essential Guide to Doing Research, London: Sage. 

PICCIOTTO, R. (2005) Memorandum Submitted by Professor Robert Picciotto, International Development 
Dept at the House of Commons, available at 
http://www.publications.parliament.uk/pa/cm200405/cmselect/cmintdev/464/5031502.htm, 
last accessed 17th April 2007. 

REPUBLIC OF YEMEN (2002a). Poverty Reduction Strategy Paper 2003-2005, Sana�a: Government of Yemen. 
ROBERTSON, S.L., X. BONAL AND R. DALE (2002). GATS and the Education Service Industry: The Poli-

tics of Scale and Global Reterritorialization, Comparative Education Review, 46 (4), pp. 472-496. 

, M. NOVELLI, R. DALE, L. TIKLY, H. DACHI AND A. NDEBELA (2006). Education and Development 

in a Global Era (vol. II): ideas, actors and dynamics in the global governance of education. 

RUSSELL, B.H. (1995). Unstructured and Semistructured Interviewing, in Research Methods in Anthropol-

ogy, Qualitative and Quantitative Approaches, London: Altamira Press, pp. 208-235. 

http://www.publications.parliament.uk/pa/cm200405/cmselect/cmintdev/464/5031502.htm,


UNVEILING PARTNERSHIPS 

- 67 - 

SAID, E.W. (1978). Orientalism, London: Routledge & Kegan Paul. 
SAMOFF, J (2004). From funding projects to supporting sectors? Observation on the aid relationship in 

Burkina Faso, International Journal of Educational Development, 24 (2004), pp. 397-427. 

 (2005). Education Quality: Difficult Choices, Prepared for the expert meeting on Researching 
Quality of Education for All in the South: Main Research Issues and Current Gaps, 29-30 Au-
gust 2005, Amsterdam: University of Amsterdam. 

SAYER, A. (2001). For a Critical Cultural Political Economy, Antipode, 33 (4), pp. 687-708. 

SEN, A. (1999). The perspective of freedom, in: A. SEN, Development as Freedom, New York: Anchor 
Books. pp. 13-34. 

SOLOMON, N. (2003). Unilateral Power - By Any Other Name, The Humanist, pp. 42-44. 
SYLVESTER, C. (1999). Development studies and postcolonial studies: disparate tales of the �Third 

World�, Third World Quarterly, 20 (4), pp. 703-21. 

TIKLY, L. (1999). Postcolonialism and comparative education, International Review of Education, 45 (5/6), 
pp. 603-621. 

 (2001). Globalisation and Education in the Postcolonial World: towards a conceptual frame-

work, Comparative Education, 37 (2), pp. 151-171. 

 (2004). Education and the new imperialism, Comparative Education, 40 (2), pp. 173-198. 

TRUMAN, H.S. (1949). Inaugural Address of the President of the United States of America, 20th January 1949, 
Washington, available at http://www.bartleby.com/124/pres53.html, last accessed 1st March 
2007. 

UNDP (2003). Human Development Report 2003: Millennium Development Goals: A compact among nations to 

end human poverty, New York: UNDP. 

 (2004). Human Development Report 2004: Cultural liberty in today�s diverse world, New York: UNDP. 

UNESCO (2004). Education for All: The Quality Imperative. EFA Global Monitoring Report 2005, Paris: 
UNESCO. 

 INSTITUTE FOR STATISTICS (2005). Global Education Digest 2005. Comparing Education Statistics 

Across the World, Montreal: UNESCO Institute for Statistics. 

VAN DIJK, T.A. (1993). Principles of Critical Discourse Analysis, Discourse & Society, 4 (2), pp. 249-283. 
VAN LINDERT, P. AND O. VERKOREN (2003). Window on the Netherlands: Continuity and Change in 

Dutch Development Co-operation, Tijdschrift voor Economische en Sociale Geografie, 94 (3), pp. 
401-407. 

VAN NIEKERK, N.G.W. (2006). Van Projecthulp naar Sectorsteun: Evaluatie van de sectorale benadering 1998-

2005, Den Haag: Ministerie van Buitenlandse Zaken, IOB Evaluaties no. 301. 

WEITER, M. (1987). Development and Development Aid in Yemen, in: W. DAUM (ed.), Yemen: 3000 

Years of Art and Civilisation in Arabia Felix, Innsbruck: Pinguin-Verlag and Frankfurt am Main: 
Umschau-Verlag, pp. 419-423. 

WENNER, M.W. (1987). An Economic History of Yemen: 1500-1948, in: W. DAUM (ed.), Yemen: 3000 

Years of Art and Civilisation in Arabia Felix, Innsbruck: Pinguin-Verlag and Frankfurt am Main: 
Umschau-Verlag, pp. 322-329. 

WILLIAMSON, J. (1993). Democracy and the �Washington Consensus�, World Development, 21 (8), 
pp.1329-1336. 

WOLFE, P. (1997). History and Imperialism: A Century of Theory, from Marx to Postcolonialism, The 

American Historical Review, 102 (2), pp. 388-405. 

WOLFENSOHN, J.D. (1996). People and Development, Annual Meetings Address by the World Bank Presi-
dent, 1st October 1996, Washington: World Bank. 

WORLD BANK (2002). Globalization, Growth and Poverty: building an inclusive World Economy, Oxford Uni-
versity Press, pp. 1-22. 

YOUNG, R.J.C. (2003). Postcolonialism - A Very Short Introduction, Oxford: Oxford University Press. 

http://www.bartleby.com/124/pres53.html,


UNVEILING PARTNERSHIPS 

- 68 - 

Unobtrusive and secondary data sources 

 

AL-ASHWAL, A.M. (2006). Coordination Mechanism for School Building Construction: Final Report (Draft_2), 
Sana�a: Ministry of Education, Basic Education Development Project. 

AL-SEYANI, H. AND H. BERGMANN (2006). The Second Joint Annual Review of the Implementation of the 

National Basic Education Development Strategy (Educational Meeting), May 6 - 9, 2006: Notes on the 

implementation of Partnership Declaration between Government of Yemen and the donors concerning the 

implementation of the national basic education development strategy, Sana�a: Republic of Yemen, Min-
istry of Education. 

DEVELOPMENT PARTNERS IN EDUCATION (2006). Retreat, 27.08.2006: Report, Sana�a: Embassy of the 
Kingdom of the Netherlands. 

EMBASSY OF THE KINGDOM OF THE NETHERLANDS (2004). Fact Sheet Basic Education in Yemen, Sana�a: 
Embassy of the Kingdom of the Netherlands. 

 (2006a). Sana�a - Jaarverslag 2005 en jaarplan 2006, Sana�a: Embassy of the Kingdom of the Neth-
erlands. 

 (2006b). Education Sector 2006, Sana�a: Embassy of the Kingdom of the Netherlands. 

GOVERNMENT OF YEMEN (2002). Republic of Yemen: Education for All by 2015 - Fast Track Initiative Coun-

try Proposal, Sana�a: Government of Yemen: Ministry of Education. 

IVALO, M.A. (2006). Verslag CGM Jemen te Londen van 15 - 16 november 2006, The Hague: Ministry of 
Foreign Affairs (The Netherlands). 

POLICY PRACTICE, THE (2005). Drivers of Change: Republic of Yemen, Brighton: The Policy Practice. 

PROJECT ADMINISTRATION UNIT TEAM (2005). Basic Education Expansion Project, Fast Track Initia-

tive/Education For All, Basic Education Development Project: Progress Report June 2005, Sana�a: Pro-
ject Administration Unit Team. 

REPUBLIC OF YEMEN (2002b). National Basic Education Development Strategy, Sana�a: Republic of Yemen, 
Ministry of Education. 

 (2004). Partnership Declaration between the Government of Yemen and donors for the implementation of 

BEDS, Sana�a: Republic of Yemen. 

 (2006a). Partnership Declaration between the Government of Yemen and donors for the implementation of 

BEDS, Sana�a: Republic of Yemen. 

 (2006b). MoE Detailed Annual Work Plan for 2007, Sana�a: Republic of Yemen, Ministry of Edu-
cation. 

TECHNICAL TEAM FOR THE PREPARATION OF THE PROGRAM, THE (2004). Basic Education Development 

Program Appraisal Document: The Ministry of Education�s visions on the Basic Education Development 

Program, Sana�a: Republic of Yemen, Ministry of Education. 

UNICEF (2005). UNICEF Yemen Annual Report 2005, Sana�a: UNICEF. 

VAN ROEMBURG, R. (2005a). First Annual Joint Review of Implementation of the National Basic Education 

Development Strategy (Educational Meeting), May 2 - 4, 2005: Implementation of the Partnership Decla-

ration, Sana�a: Republic of Yemen, Ministry of Education. 

 (2005b). Towards full implementation of the partnership declaration in education: a proposal (draft), 
Sana�a: Embassy of the Kingdom of the Netherlands. 

 (2005c). Donor leadership note, Sana�a: Embassy of the Kingdom of the Netherlands. 

WORLD BANK (2006a). Yemen Pilot Public Expenditure Management and Tracking Survey (PEMT) in Basic 

Education (1
st
 through 9

th
 grades), Sana�a: the World Bank Group. 

 (2006b). Republic of Yemen: Sector Wide Approach (SWAp) In The Water Sector: Assessment of Readi-

ness and Opportunities, Sana�a: Water, Environment, Social and Rural Development Department, 
Middle East and North Africa Region, The World Bank. 



UNVEILING PARTNERSHIPS 

- 69 - 

Websites 
 
AHA unit 
http://www.ahaunityemen.org/2006new/default.asp?Sec=1&CATTypeID=9 
Last accessed 21st March 2007. 
 

Basic Education Development Project 
http://www.bedp-yemen.org/ 
Last accessed 1st March 2007. 
 

DFID | Country Profiles | Asia | Yemen 
http://www.dfid.gov.uk/countries/asia/yemen.asp 
Last accessed 21st March 2007. 
 

Ministry of Planning and International Cooperation 
http://www.mpic-yemen.org/2006/english/new_containt.asp?contantmain=10 
Last accessed 21st March 2007. 
 

Public Works Project - Yemen 
http://www.pwpyemen.org/ 
Last accessed 8th May 2007. 
 

Royal Netherlands Embassy - Yemen 
http://www.holland.com.ye/ 
Last accessed 21st March 2007. 
 

UNDP in Yemen 
http://www.undp.org.ye/ 
Last accessed 21st March 2007. 
 

UNESCO UIS 
http://www.uis.unesco.org/profiles/EN/EDU/countryProfile_en.aspx?code=8850 
Last accessed 14th May 2007. 
 

UNICEF - At a glance: Yemen 
http://www.unicef.org/infobycountry/yemen.html 
Last accessed 21st March 2007. 
 

USAID - Asia and the Near East - Countries - Yemen 
http://www.usaid.gov/locations/asia_near_east/countries/yemen/ 
Last accessed 21st March 2007. 
 

WFP - Where we work - Yemen 
http://www.wfp.org/country_brief/indexcountry.asp?region=6&section=9&sub_section=6&country=8
87 
Last accessed 21st March 2007. 
 

World Bank: Yemen 
http://web.worldbank.org/WBSITE/EXTERNAL/COUNTRIES/MENAEXT/YEMENEXTN/0,,men
uPK:310170~pagePK:141159~piPK:141110~theSitePK:310165,00.html 
Last accessed 21st March 2007. 
 

Yemen Consultative Group 
http://www.yemencg.org/index.asp?lang=en 
Last accessed 21st March 2007. 

http://www.ahaunityemen.org/2006new/default.asp?Sec=1&CATTypeID=9
http://www.bedp-yemen.org/
http://www.dfid.gov.uk/countries/asia/yemen.asp
http://www.mpic-yemen.org/2006/english/new_containt.asp?contantmain=10
http://www.pwpyemen.org/
http://www.holland.com.ye/
http://www.undp.org.ye/
http://www.uis.unesco.org/profiles/EN/EDU/countryProfile_en.aspx?code=8850
http://www.unicef.org/infobycountry/yemen.html
http://www.usaid.gov/locations/asia_near_east/countries/yemen/
http://www.wfp.org/country_brief/indexcountry.asp?region=6&section=9&sub_section=6&country=8
http://web.worldbank.org/WBSITE/EXTERNAL/COUNTRIES/MENAEXT/YEMENEXTN/0,,men
http://www.yemencg.org/index.asp?lang=en


UNVEILING PARTNERSHIPS 

- 70 - 

ANNEX 1.  
PARTNERSHIP DECLARATION 

between the Government of Yemen and donors 
for the implementation of BEDS 

 
 
A. Introduction 
 
1. The Government of Yemen (GoY) considers education to be fundamental to its development 

strategy, in particular to poverty reduction. Therefore, the Government has given high priority 
to the education sector. In 2002 the Ministry of Education (MOE) has completed its Basic Edu-
cation Development Strategy (BEDS) 2003-2015. 

 
2. Definitions: 

A. Education for All (EFA) is the overall international frame of reference, specifying six 
goals to be reached by 2015. The six EFA goals cover a broad definition of basic education, in-
cluding literacy and early childhood development. 
B. Basic Education Development Strategy (BEDS) is the national translation of the EFA 
goals, but limited only to a narrow definition of basic education. In Yemen the term basic edu-
cation is used for formal education for grades 1-9. I.e. BEDS does not cover literacy or non-
formal education. 
C. Fast Track Initiative (FTI) is an international instrument that is meant to support accel-
erated progress towards the MDG of universal primary completion by 2015, by offering an in-
dicative framework based on best practices. The FTI is a translation of the commitment made by 
the international community in Dakar in 2000, that no country with a good EFA plan should 
fail to implement it because of shortage of resources. Using this indicative framework Yemen 
has translated BEDS into a three year plan, with more specific choices and a focus on the first 
six years of education. Together with BEDS this plan is guiding efforts towards achieving the 
overall goals. 
When in this Declaration reference is made to the implementation of BEDS as the national 
strategy this refers to the long-term plan ánd its medium term translation (FTI). 

 
3. The BEDS objectives for Yemen are as follows: 
 

 Attain universal access and completion of grades 1 to 6 of basic education and 90% access 
for grades 1-9; 

 Increase female enrolment, especially in rural areas; 

 Substantially improve the quality of education results; 

 Strengthen management and institutional capacity at the local and national levels; 

 Enhance internal efficiency. 

It is understood that in order to achieve these objectives both reform and expansion are essential. 
 
4. In order to achieve the BEDS objectives, the support mechanism is structured into five pro-

grammes that will include complementary strategies to reduce current gaps that allow the com-
pletion of grade six by all boys and girls. These programmes will focus on access, internal effi-
ciency, equity, quality, and capacity building. 
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5. This is a Declaration of Partnership between the Government of Yemen, involving in particular 
the Ministries of Education, Finance, Planning and International Cooperation, Civil Service 
and Local Administration, the Social Fund for Development and the Public Works Programme 

on the one hand and the Governments of Germany, United Kingdom, The Netherlands, 
France, the World Bank, UNICEF, WFP, ILO on the other. 

 
B. Scope and objectives  
 
6. Through this Partnership Declaration the signatories seek to forge much closer co-ordination 

between all the efforts undertaken to achieve the objectives as laid down in the BEDS. The ob-
jective of this Declaration is to harmonise strategies and align and effectively use all resources 
programmed for basic education, i.e. government and donor resources, in pursuit of these ob-
jectives. 

 
7. This Partnership Declaration will guide the transition from separate projects in the education 

sector to the ultimate goal of jointly supporting a common programme following the improved 
procedures of the Government of Yemen. Once this latter stage comes within reach, a subse-
quent agreement that governs funding and other arrangements will be drawn up. Signatories to 
this current Declaration reserve the right not to be party to such a subsequent agreement. 

 
8. Whereas the focus of this Partnership Declaration is on the implementation of BEDS, the same 

principles of enhancing coherence and co-ordination are expected to apply also to the support 
of other EFA objectives (e.g. literacy, early childhood development) for which strategies are to be 
developed. 

 
9. This Partnership Declaration reflects a clear desire by all signatories to enhance co-operation. 

However, any legally binding agreements entered between the Government of Yemen and indi-
vidual donors or international organisations on a bilateral basis will be respected and the con-
tents therein take precedence over this Partnership Declaration. Signatories will refrain, as far as 
possible, from setting conditions in the bilateral arrangements which contradict or diverge from 
(the spirit of) this Partnership Declaration. 

 
C. Mechanisms for the implementation of BEDS 
 
10. It is planned that the implementation of BEDS will be overseen by an Inter-ministerial Steering 

Committee (ISC) and guided by a Technical Team (TT) that reports directly to the Minister of 
Education and the Inter-Ministerial Steering Committee. The tasks, position and composition 
of the steering committee and technical team are described in Annex I. Regular co-ordination 
with the donor community is one of the tasks of the TT. 

 
11. It is planned that the temporary Technical Team will guide the reform and expansion process 

but will not have implementation responsibilities. The actual activities in pursuit of the BEDS 
objectives will be the responsibility of the Ministry of Education where it concerns its core tasks 
and the responsibility of authorities and organisations at decentralised levels according to the 
delegation of authorities following Law 4 on Local Authority. 

 
12. The definition of the appropriate mandates and responsibilities of different government entities 

both at central and decentralised levels will be the subject of an institutional review. The out-
comes of this review will provide an important input for the capacity building interventions in 
the framework of BEDS. 
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D. Roles and responsibilities of the partners 
 
13. The GoY has the overall responsibility and accountability for the performance of the sub-sector, 

ensuring all activities in the basic education sub-sector are consistent with and contribute to the 
sector goals and priorities. Within this framework all signatories are prepared to: 

 
a) make available to other partners all information on all relevant interventions and work to 

ensure that there is no overlap between projects and activities; 
b) make every effort to streamline intervention mechanisms under the various programme 

components; 

c) contribute to the development and implementation of a unified system to monitor progress 
towards the BEDS and PRSP objectives (including indicators and means of verification); 

d) use the above-mentioned information system as the main source of education information 
and reduce demands for additional data.  

e) establish a joint annual review cycle to review overall progress and set targets for implemen-
tation. This joint annual review will take place in April of each year so as to allow for the 
outcomes of the review to be used in the planning for the following calendar year. Whereas 
the joint annual review can advise on the direction of individual activities to better meet the 
harmonisation6 objective, the review has no formal authority to approve or disapprove pro-
ject plans. 

 
14. The Government of Yemen will facilitate the successful implementation of the BEDS and to 

that end is prepared to: 
 

f) draw up annual education plans and budgets at the district, governorate and national levels 
in accordance with and in clear support of the BEDS objectives and make them available to 
all partners; 

g) show how activities funded under the GoY annual education budget and donors� invest-
ments mutually reinforcement the achievement of BEDS goals; 

h) share with donors the approved education budget and provide any clarification needed; 
i) disburse the full amount of funds approved by parliament for the annual education budget 

and provide semi-annual progress reports on budget execution in the education sector, link-
ing budgets with performance; 

j) provide schools with workable budgets; 
k) provide in advance of the joint annual review a report on the progress made in the previous 

year set against the original targets. This report should include and reflect the results of all 
interventions in support of BEDS objectives; 

l) take the lead and participate at the appropriate level in the joint annual reviews. 
 
15. Donor partners on their part are prepared to: 
 

m) commit themselves to aligning their project activities within sector goals and priorities; 
n) inform the GoY and other donors on the purpose and level of their funding as far as their 

own planning and budgeting cycles allow during the annual programme review. Donors will 
strive to make available general three year funding goals and more precise annual forecasts 
by activity and geographic area; 

                                                      
6 Donor harmonisation is defined as the alignment of operational procedures between donors and recipient gov-
ernments as well as between donors so as to reduce transaction costs and make ODA delivery and disbursements 
more flexible, taking into account national development needs and objectives under the ownership of the recipient 
country. This definition has been taken from para 43 of the Monterrey Consensus (March 2002). 
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o) work towards harmonisation in terms of content of activities, procedures and funding 
channels. Where possible donors will pool their funding or co-finance activities so as to re-
duce transaction costs for the GoY; 

p) report annually to the GoY on the steps taken and results achieved on their part in terms of 
the harmonisation of procedures; 

q) make efforts to raise additional resources to accelerate BEDS implementation, provided this 
need is clearly identified in credible plans, with due attention to efficiency of expenditure, 
absorption capacity, mobilisation of domestic resources and longer term budgetary consid-
erations; 

r) ensure that the results of the interventions under their supervision will be communicated in 
time to the GoY as an input for the annual monitoring report; 

s) co-ordinate the timing and content of incoming missions and where possible reduce the 
number of (review) missions, in favour of the joint annual review; 

t) co-ordinate on the composition of the joint annual review team so that all required exper-
tise is included while keeping the size of the review team down to a workable number; 

u) promote the optimal use of technical advisory services, whether in a project or programme 
context, by ensuring that such services benefit overall sector development and that duplica-
tion is avoided. This can be achieved by sharing the Terms of Reference prior to the de-
ployment of technical advisors and by creating opportunities for other partners to be briefed 
and debriefed. The Technical Team shall function as the focal point for such technical advi-
sory services. 

 
E. Final provisions 
 
16. This Partnership Declaration will be valid as from the date of the last signature by the parties 

listed hereunder. It is in principle valid for a period of two years and the Signatories will review 
annually the implementation, application and effectiveness of the procedures outlined in this 
Declaration. 

 
17. Any modification of the terms and provisions of this Declaration will only be effective if agreed 

in writing by all Signatories. 
 
18. Upon a new donor�s written request and written acceptance of the terms and conditions of this 

Declaration, the Ministry of Education may authorise in writing as an annex to this Declaration, 
a donor to become a Signatory. The Ministry will promptly inform the other Signatories and 
furnish them with a copy of the letter of acceptance. 

 
19. Each Signatory reserves the right to withdraw from this Declaration by giving the Ministry of 

Education three months� written notice. The Ministry will promptly inform the other Signato-
ries and furnish them with a copy of the letter of withdrawal. In case a Signatory intends to 
withdraw, this Signatory will call for a meeting to inform the other Signatories on this decision 
and to consult on the consequences for the National Program. 

 
 
 
 
Signed in Sana�a on 17 January 2004 
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Annex I 
 

IMPLEMENTATION MECHANISM BEDS 
 
 
This Annex to the Partnership Declaration describes the formation of the Inter-ministerial Steering 
Committee and the Technical Team for the Implementation of the Basic Education Development Strat-
egy. 
 
1. An Inter-ministerial Steering Committee (ISC) will be established to oversee the implementa-

tion of the National Basic Education Development Strategy and all the projects that support the 
achievement of its objectives. It will be chaired by the Minister of Education and will further-
more consist of the Vice-Minister of Education, the Deputy Ministers of Education, the Head of 
the Technical Office of the Ministry of Education, the Head of the BEDS Technical Team (dur-
ing the initial stages of BEDS implementation), the Director of the Educational Research and 
Development Centre, the Director of the Literacy and Adult Education Organisation, perma-
nent representatives of the Ministry of Finance, the Ministry of Planning and International Co-
operation, the Ministry of Civil Service and Insurance, the Ministry of Local Administration, 
the Ministry of Higher Education and Scientific Research, the National Women�s Committee, 
the Social Fund for Development, the Public Works Programme, a donor representative (on ro-
tating basis) and three civil society representatives (teachers� representatives, Sha�biya Al 
Kheirya, Islah Charitable Society). 

 
2. The tasks of the ISC as a supportive and guiding committee are as follows: 

- Monitor the implementation of BEDS at both national and local levels to detect any bottle-
necks early and suggest swift remedial action; 

- Ensure the effective use of all available resources in support of BEDS goals; 
- Ensure a coherent approach to the implementation of BEDS by: 

i. the sectors of Ministry of Education 
ii. MoE and other related Ministries 

iii. all donor agencies supporting the basic education sector. 
- Discuss and endorse annual progress reports and annual work programmes for BEDS 

 
3. The ISC shall meet quarterly. 
 
4. A Technical Team shall be established within the Ministry of Education to enhance co-

ordination during the initial stages of BEDS implementation. The small team shall report di-
rectly to the Minister and shall consist of full-time professionals, the number of which is to be 
determined on the basis of the tasks that need to be accomplished. 

 
5. The mandate of the Technical Team is to assist Ministry of Education Departments, other 

mandated organisations and donors in planning and managing the implementation process of 
BEDS at national and decentralised levels. The Technical Team has a technical advisory and fa-
cilitating role and will not perform any implementation, administrative or supervisory tasks that 
are the responsibility of the sectors of the Ministry. It will also not develop into a parallel struc-
ture for project implementation. 

 
6. More specifically, the Technical Team shall assume the following tasks: 

a. Assist the Planning Department of the Ministry of Education in ensuring that the annual 
plans of central, governorate and district level departments are compliant with the BEDS 
objectives and that they are properly costed; 
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b. Assist the Planning Department of the Ministry of Education in preparing for the ISC a 
costed annual strategic plan, including clear targets, for the implementation of BEDS based 
on these plans; 

c. Ensure optimal co-ordination between the sectors of the Ministry of Education and between 
Ministry of Education, the donors and civil society to implement the BEDS. To this end the 
Technical Team will: 
 Hold regular (bi-weekly) meetings with the MoE leadership (Minister, Vice-Minister and 

Deputy Ministers) to discuss progress in BEDS implementation; 
 Provide regular feedback to the PRSP Technical Committee through the MoE represen-

tative in this committee (after quarterly ISC meetings); 

 Hold regular (monthly) government-led meetings with the donor community; 
 Organise harmonisation meetings on strategies within the BEDS (see also point h); 

d. Ensure close co-ordination with the relevant departments of the Ministries of Finance, Civil 
Service, Local Administration, Higher Education as well as SFD and PWP and any project 
which is not under the direct responsibility of the Ministry in support of implementation of 
BEDS; 

e. Co-ordinate, facilitate and assist the Steering Committee and Departments of the Ministry 
to monitor the technical support to capacity building of the MoE as well as the education 
offices in the governorates and districts in the field of planning, implementation, monitor-
ing and evaluation in line with the educational needs in the various areas; 

f. Prepare a practical handbook/manual containing the methods for planning, implementa-
tion, monitoring and evaluation in the governorates and districts; 

g. Assist the Planning Department with the establishment and adoption of a comprehensive 
Education Management Information System so that at all levels education planners have ac-
curate data to guide their decisions; 

h. Organise task forces comprising those working in similar or related areas of BEDS at na-
tional or governorate/district levels to explore possibilities for improved harmonisation of 
interventions, including joint activities and the formulation of national standards; 

i. Prepare an overview of central and Governorate/District level budgeting cycles and the link 
between them be prepared by the MoE and MoF 

j. Develop an effective communication system within the governorates and between the gov-
ernorates and the Ministry; 

k. Assist the Planning Department of the Ministry of Education with the preparation of an-
nual progress reports and annual work programmes in preparation for the joint annual re-
view. The progress reports should reflect on the progress made vis-à-vis the annual plans; 

l. Participate in the joint annual review with the donor community; 
m. Prepare the agenda for and minutes of the meetings of the Inter-Ministerial Steering Com-

mittee, including any briefings on progress that may be required, and assist Ministry Man-
agers in taking prompt actions on the decisions reached in the meetings. 

 
7. The team members should all be available full-time, be result-oriented and good teamworkers. 

The team will be led by a head who has a proven ability to guide complex processes with multi-
ple stakeholders and foster a spirit of co-operation among actors who have diverse mandates. 
The following qualities and skills should be available within the team: 
- Knowledge of and practical experience with project and programme planning; 
- Knowledge of and practical experience with institutional development issues, including civil 

service reform; 
- Knowledge of and practical experience with decentralisation processes; 
- Experience with human resources development; 
- Knowledge of and experience with educational policy analysis and strategic planning at dif-

ferent levels; 
- Knowledge of and experience with promoting gender equality in education; 
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- Knowledge of and experience with educational statistics, including EMIS; 
- Knowledge of and experience with budgeting and financial management; 
- Documentation and information dissemination skills. 

 
8. The team will be a temporary structure to accelerate BEDS implementation. Its operations will 

be funded by a consortium of donors and the MoE. Their performance, the need for their con-
tinuity and, if so, the composition of the team will be reviewed annually. Contracts will be is-
sued for TT members for one year at a time. 

 
9. Donors will hold monthly co-ordination meetings among themselves in advance of the govern-

ment-led co-ordination meetings. These meetings will be called and chaired by a chairperson 
who will fulfil that role on a rotating basis (annually). 
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ANNEX 2.  
OBSERVATION AND INTERVIEW GUIDE 

As operationalization of the most relevant concepts in the study, this guide identifies issues that were 
focused on during observations, and that were covered during informal, unstructured and semi-
structured interviewing. The Partnership Declaration is used as a basis to discuss the SWAP in general. 
 
The Yemeni education sector 

- How is the education sector organized and structured? 
- What do schools look like (class sizes, teaching methods, gender relations, etc)? 
- What are focus points in the education agenda in Yemen (primary, secondary, quality of educa-

tion, gender issues, etc)? 
- Which kind of factors have priority (e.g. more measurable, quantitative goals)? 

 
The sector-wide approach in education in Yemen 

- What does the sector-wide approach mean to you? 
- In what phase of the SWAP is Yemen? What is the status of this particular phase? 
- What are steps to take next? What is the time schedule? How has this been constructed, by who 

and why exactly like that? 
- What is your experience with the SWAP so far? 
- What is your experience with the previous project-based approach? 
- Why has the project-based portfolio been abandoned?  
- What has changed since the switch to the SWAP, both positively and negatively?  
- Has the switch been successful? In what terms (effectiveness, efficiency, partnership-orientation, 

ownership, etc)? 
 
Partnerships 

- How would you define a partnership (e.g. reciprocal)? What is seen as an ideal partnership? 
- Do you consider the SWAP in education in Yemen to be a partnership? To what extent? 
- Are partnerships really what partners in the SWAP aim at? 

 
Partners 

- Who are the partners in the SWAP? 
- Which agencies are not participating in the SWAP, but are still important players in the educa-

tion sector in Yemen (e.g. USAID)? Why are they not participating in the SWAP? Which struc-
tures and channels do they use? 

- What are characteristics of each partner in the SWAP (e.g. in terms of size, location, organiza-
tional culture, dominant mindsets, background of people working there, powerful relations 
within agency, relations with external players (e.g. home governments), historical background, 
political economy, reasons for being in Yemen, historical relationship with Yemen)? 

- Do donors increasingly speak with a single voice within the SWAP? 
- Who speaks for whom (who speaks for SWAP, for Ministry, for civil society, etc)? 
- What is the agenda of each partner? 
- What are your ideologies on education? How would you visualize the education sector in Yemen 

in say 50 years? If you would have full power, what would you do in the education sector? 
- Are all agencies as supportive of EFA, or UPE, or any other target or goal within SWAP? 
- Is target setting in itself important? 
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Co-ordination and power relations 

- How is the SWAP co-ordinated? 
- How are relationships between partners organized? 
- How is communication between partners characterized? How do partners within the SWAP talk 

and listen to each other (e.g. meetings (how often), phone calls, emailing, lunch meetings, etc)? 
- How is the SWAP organized, in terms of (formal and informal) meetings, ways and frequency of 

communication, email, telephone? 
- Which partners are invited to which meetings? Who decides on that? On what bases? 
- Who are the main actors that formulate education policy, which partners predominantly take 

the lead in setting the agenda? 
- Are there any conflicts within and between agencies? What are they about? How are they ap-

proached, and how are they solved? 
- How much funding does each partner provide? Are there conditionalities attached to funding? 
- What is the amount of external aid in the government�s entire recurrent budget? And in the 

education sector? 
- How are funds channelled (pooled or basket funding, direct budget support)? 
- How does this relate to accountability and transparency? Do you have to show tangible results 

and show exactly what money is spent on? 
 
Ownership 

- How would you define (local) ownership? 
- Is ownership a key issue in the SWAP, and in the identified document? Where is it stated, in 

what terms? What does it mean in this context? 
- How can local ownership be reached? 
- What level of ownership is emphasized (e.g. ownership of policy-making and policy implementa-

tion by a central government, or ownership by local communities, of local schools, of parental 
bodies)? 

- What is the proportion between urban and rural focus (some say rural areas are not receiving as 
much attention in education in Yemen as urban areas. Is this true? Why? How comes? Why do 
people say so?) 

- To what extent do individual schools and local communities participate in developing a policy 
on education in Yemen and local (school) policies? 

 
Decentralization 

- Is decentralization an important issue in the SWAP (and in the identified document)? Why? 
Why not? What does it mean in this context? 

- Find different ideas on decentralization and what it should achieve. 
- How can decentralization as meant in this context be reached? 


