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 Preface 

This report presents one of the outputs of part of the Evaluation of Sida’s Support to 
Education: Lessons Learned from 20 years and five countries, commissioned by 
Sida’s Unit for Policy Support (see Terms of Reference -ToR, Annex 1). In May 
2021 Sida contracted Nordic Consulting Group to undertake an evaluation of twenty 
years of Swedish support to the education sector, with a specific focus on the impact 
and sustainability of this support.  The outputs for this assignment include a 
comprehensive report that brings together the totality of the findings based on a 
general review and case study data from this case study (Cambodia), as well as from 
case studies on the experiences in Afghanistan, Bangladesh, Bolivia, and Tanzania. 
The main report includes a dashboard that permits users to review statistics relevant 
to the case study countries, and a summary video that presents the main findings of 
the evaluation.   
The evaluation team consisted of a core team composed of Ananda S. Millard, PhD 
(Team Leader), May Pettigrew, PhD, Matti Tedre, PhD, Anka Kitunzi, PhD, and 
Suzana Zivkovic (Team Members), and Dolf Noppen and Zehra Kačapor Džihić, as 
Quality Assurer. In addition, for each country study the team also included a national 
expert; for Cambodia, this role was filled by Loeurt To. This report has been 
professionally proofread by Nicole Harris.   
The team wishes to extend its special thanks to Sida for entrusting NCG with this 
assignment, and specifically to all respondents who agreed to share their views, 
experiences and perspectives.  Without their invaluable insights this assignment 
would not have been possible.   
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 Executive Summary 

INTRODUCTION 
This report examines the Cambodian experience relevant to the support provided by 
Sida to said country’s education sector over the last 20 years (2001-2020). This 
document has resulted from the data collected from, and on, Cambodia, as part of the 
evaluation of Sida support to the education sector.  

METHODOLOGY 
A Diagnostic Theory Based Evaluation Approach has inspired the overall evaluation.  
Theories identified were sourced through an Outcome Harvesting inspired approach 
and tested through Process Tracing, and supported through the use of Most 
Significant Change.  The overall assignment was anchored on Utilisation Focused 
Evaluation and Human Rights Based Approach principles. This approach has allowed 
respondents to isolate and attribute results to Sida’s contribution, which in turn 
allowed for the identification of more specific and nuanced results focused on specific 
aspects of the education sector.    
A range of documentation, including statistical data from both Sida and the Ministry 
of Education, Youth and Sport (MoEYS) in Cambodia were reviewed.  In addition, 
32 persons were interviewed, 7 focus groups were conducted which, combined, 
included 26 persons, and 392 parents of school age children were surveyed. All 
findings in this report have been triangulated. 
The assignment faced a number of challenges and limitations mainly related to the 
COVID-19 pandemic.  As a result, there was limited access to groups of stakeholders, 
such as children, as well as to teachers and parents; there were also limitations to 
observing school facilities, due to significant movement restrictions imposed by the 
pandemic and, critically, schools were closed during the data collection period.  

BACKGROUND AND CONTEXT 
The establishment of the current education system in Cambodia started after the fall 
of the Khmer Rouge. Although the country has had education systems previously, the 
Khmer Rouge Regime dismantled these completely.   The current system is overseen 
by the MoEYS. 
Sida has provided support to the Cambodian education sector for far longer than the 
20 years under review.  Throughout its engagement in the education sector in 
Cambodia, the underlying objective has been to strengthen the education system.    
Although, over the last 20 years, Sida has held 99 contracts in total and has provided 
funding to multilaterals, NGOs and civil society organisations, as well as to Swedish 
government agencies, and public-private partnerships, the majority of the funding 
provided has been to or through UNICEF.  Since 2011, considerable funding has been 
channelled through the Capacity Development Partnership Fund (CDPF), which has 
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worked alongside the MoEYS to strengthen the ministry’s systems and the capacity 
housed within the ministry’s domain.  Efforts have been made to improve the policy, 
strategic and planning framework; capacity development efforts have also been made 
to strengthen the capacity of teachers and managers at multiple levels.  Efforts 
through CDPF have also focused attention on vulnerable groups, including 
minorities, persons with disabilities and girls. Since 2013 Sida has also funded the 
School Improvement Grant (SIG) (2013-2017) and the School Improvement Fund 
(SIF) (2018-2021).  These grants were born from discussion with other partners (the 
EU, World Bank and UNICEF) and the MoEYS.  The focus of these funds was on 
implementation, while CDPF provided the capacity development support required.  In 
addition, Sida has also funded a number of smaller interventions focused more 
specifically on very targeted issues, such as education for ethnic minorities, support to 
persons with disabilities, and access to employment after high school. The hallmark 
of these efforts is that, although bilateral in nature, they were designed to contribute 
to the strengthening of the MoEYS’ capacity to address these critical issues over time.  

KEY FINDINGS 
EQ 1: Has Sida’s support to education generated high-level effects in terms of 
positive or negative, intended or unintended effects? (impact)  
The data collected during this study shows that Sida’s support has generated high-
level effects (systems). This is specifically evidenced by the four manifestations of 
positive impact detailed below. 
Impact 1: Sida’s support to the MoEYS directly (and indirectly, through other actors) 
contributed to the expansion of education facilities available to poor populations in 
Cambodia; as a result, primary school access in rural areas has increased. 
Impact 2: Sida, through its support to UNICEF (and through UNICEF to CARE), has 
facilitated the development of a multilingual education system that has been 
integrated into the MoEYS system and can be expanded nationwide. This effort has 
allowed an increasing number of poor children from ethnic minorities to secure 
access to education. 
Impact 3: Sida, through its support to MoEYS and the National Institute for Special 
Education and the Department for Special Education, through UNICEF, to Krousar 
Thmey, has enabled considerable progress in the way the needs of children with 
disabilities are addressed within the school system. 
Impact 4: Sida has contributed to improving access to employment opportunities for 
children and youth who finish high school.  
In addition, some results to which Sida has contributed have not yet generated high-
level impact but deserve mention -- specifically, Sida’s support to the monitoring and 
evaluation capacity of the MoEYS, and Sida efforts to reduce corruption within the 
school system by supporting a direct payment approach whereby salaries for teachers 
and school budgets are sent to the relevant party directly.  Lastly, there is some 
evidence that the work with persons with disabilities, and with ethnic minorities, 
contributes to the social integration of those involved and can lead to stronger 
capabilities for rights’ claiming and recognition of these individuals within society.  
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Despite the progress made there have been some notable challenges, particularly 
related to how a donor such as Sida can share its knowledge and experiences while 
not being prescriptive (conditionality).  Along the same lines were the challenges 
encountered when supporting a system that is as vast and complex as the education 
system in Cambodia. 
KEQ 2: Which groups living in poverty have been affected by Sida’s support to 
education and in what way? (Particular attention to be paid to marginalised and 
vulnerable groups) (impact)  
The data collected during this study shows that Sida support has benefited groups 
living in poverty in Cambodia. Specifically: 
Some of the support has focused on rural populations, which are known to be more 
disadvantaged.  In addition, Sida has specifically championed ethnic minorities and 
persons with disabilities.  Both groups are recognised as particularly vulnerable.  
Ethnic minorities whose mother tongue is not Khmer have more limited opportunities 
to access education and to engage in society more fully.  Thus, they are considered 
particularly vulnerable.  Sida supported this group at a systemic level and more 
specifically through the development of educational material that can enable this 
population to benefit from education and enter the educational system.  This support 
has included the development and testing of multilingual education using two distinct 
modalities, one of which was more comprehensive and was anchored on the children 
friend school concepts, and a second one which has been based on introducing 
multilingual education into the existing education system. 
Persons with disabilities have more limited opportunities to access education and to 
engage in society more fully.  Thus, they are considered particularly vulnerable.  Sida 
supported this group generally, at a systemic level; it also provided more specific 
support to persons who are sight and hearing impaired.  The general support has 
served to enable the expansion of responsibilities at the MoEYS in relation to persons 
with disabilities.  More specifically, assistance has included the development of 
curricula and training for teachers to improve their ability to respond to the needs of 
children with disabilities or to improve their skills as special needs teachers.  
KEQ 3: Which factors have constituted conditions for sustainable and resilient 
results of Sida’s support to education? (sustainability)  
The data collected during this evaluation shows that Sida support has led to 
sustainability at four levels: replication, consolidation, sectoral sustainability and 
societal sustainability.  
Replication:  There are several initiatives that have been tried and tested and which, 
with continued financial support, can be replicated.  These include the continued use 
of materials provided to special education schools, the CARE-supported model for 
multilingual education, the Counselling and Career Guidance model developed and 
tested by Finn Church Aid, and the Academy for Culinary Arts – Cambodia (ACAC). 
Consolidation:  Of the models that can be replicated, the approach to multilingual 
education (CARE), as well as the counselling and guidance approach (Finn Church 
Aid), are in the process of being integrated into the purview of the MoEYS. A third 
effort that deserves this categorisation is the incorporation of access ramps to school 
facilities. 
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Sectoral transformation: Sectoral transformation is not yet fully visible, but it is in the 
making and there are signs of progress. Examples include the development of plans 
and strategies that are foundational for the way the MoEYS operates, the integration 
of schools for sight and hearing impaired persons within the MoEYS, as well as the 
integration of the multilingual education concept and acceptance of its merit.  Once 
fully operational, the professionalisation of the Monitoring Unit within the MoEYS, 
as well as the counselling and guidance system, should also be categories considered 
as constituting a sustainable change to the sector. ACAC is also in the process of 
transition at this stage.  Once the ownership of the academy and its funding are fully 
transferred, it will constitute a sustainable sectoral transformation.  
Social transformation: The expansion of access to education has changed the way 
society is able to understand education. The direct transfer of salaries and school 
resources to teachers and schools also deserves mention, as do the key opportunities 
for minority groups and persons with disabilities to gain considerably from the 
education provided -- specifically, to develop their own sense of self and identify 
more strongly their contribution to society.  If/when this impact materialises, it may 
also lead to a clear social transformation in terms of how persons from these groups 
are perceived by society at large. The role played by society in relation to education, 
perception of the value of education, is also critical here. 
KEQ 4: Has Sida’s support to education helped education in partner countries 
live up to the demands of gender equality and fundamental human rights? To 
what degree have other stakeholders in the partner countries’ education sector 
taken on gender equality and human rights? (sustainability)  
Sida has played an important role in supporting compliance with the fundamental 
human rights of all primary school children in Cambodia, particularly children from 
minority groups or those with physical disabilities. Sida has also consistently 
supported gender equality in education. Specifically: 
Ethnic minorities: The support for children from minority groups who have been 
traditionally excluded from the educational process. Some of this support has also 
included gender sensitive pedagogy. 
Persons with physical disabilities:  The support for children with disabilities -- 
particularly, but not exclusively, those with hearing and sight impairment -- has 
helped ensure that children with these disabilities have access to quality education. 
The support provided to ensure that children with movement disabilities access 
education has also been important.  
Gender inclusion: Sida has supported and served to ensure that gender inclusion, on 
an equal basis, was not overlooked. Progress has been made, including in some 
aspects of gender construction. Unfortunately, despite progress made, gender equality 
remains a challenge. 

CONCLUSIONS 
This case study has sought to explore the degree to which support to the education 
sector in Cambodia has had impact and/or been sustainable and the degree to which 
these results have been, or will be, able to support the reduction of multidimensional 
poverty and increase gender equality. 
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What this evaluation and earlier literature confirm is that education is foundational for 
any effort to address multidimensional poverty.  Education is necessary, but 
insufficient, to reduce multidimensional poverty; likewise, the education of both girls 
and boys is necessary, but insufficient, to achieve gender equality.  
What this means is that support to education is foundational, but other sectors need 
support as well in order to secure high-level gains more generally. 

LESSONS LEARNED (FULL FORMAT) 
The experience from Cambodia provides a number of important lessons: 
Quality:  Ensuring education is high quality is a critical step to making use of the 
provision of education.  The gains from good quality education can be considerable, 
while low quality in education can lead to disenchantment amongst the general 
population.  However, quality is harder to secure than access to education facilities.  
Therefore, it is important to ensure that quality is a clear agenda item and that efforts 
to ensure high quality are effectively supported from the start as their ability to yield 
results will take time.  
Conditionalities and capitalising on lessons learned:  Sida aims to place 
proportionally more attention on ownership than on conditionalities.  Finding a 
middle ground between conditions and effectively sharing experiences from other 
contexts can be important.  In Cambodia there has been an important dialogue with 
the MoEYS throughout, but some of the evidence suggests that, at times, this 
dialogue has been insufficient to make sure that lessons learned by Sida elsewhere 
benefit the Cambodian system fully.  While there cannot be any hard and fast rule 
about how this can be done, it is important to keep in mind, in order to ensure that 
Sida, as a donor, also serves as a conduit to usher in progress/existing knowledge in a 
more systematic way.  
Commitment of use: The experience shows that having pilots which are tested outside 
the Ministry and subsequently become integrated into ministry work is an important 
way to secure progress and ensure that this progress is sustained and scaled up.  The 
experience also shows that having a clear pathway from input to impact is important.  
Instances where this was not done -- for example, the monitoring department at the 
Ministry -- have showed less clear results.  In the latter instance, having a clearer path 
on how the Ministry intended to materialise the input and make active use of it could 
have helped to enable the capitalisation on the support provided.  
Spheres of influence:  Critically, Sida cannot control the dynamics or systems outside 
the recipient of funds.  In the case of Cambodia, this means that support to education 
will not be able to attain all its objectives if focused only on entities which engage in 
education exclusively. Indeed, the conduct of other efforts in the labour sector, for 
example, are critical to ensuring that gains in education yield the expected results (re: 
multidimensional poverty, gender equality).  Thus, Sida must either accept the 
limitations of its support, or ensure that it supports a far wider set of themes and that 
these are clearly and carefully articulated in order to support systems change, not at 
the education level alone, but at the poverty reduction and gender equality level 
where education is only one, albeit very important, cog in the machine.  In Cambodia 
Sida has worked in a wider range of issues, including gender, anti-corruption, and 
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general administration, in an effort to ensure that its work on education fits within a 
broader change supporting landscape. 

RECOMMENDATIONS ( IN FULL FORMAT) 
Recommendation 1: Sida future support ensures that quality of education garners 
critical support from the start, and that a clear pathway to ensure quality education is 
integrated into support mechanisms.  How quality is defined can be debated at the 
country level.   
Recommendation 2: Sida support the articulation between education and other 
sectors or efforts.  In order for education to contribute to the reduction of 
multidimensional poverty, education must be articulated with other forms of support 
and into the local context. The objective of education does not need to be that 
children secure an education from primary to university, but it must be that children 
secure knowledge that is valuable to them within their context whatever that may be.  
Aside from important basic skills such as reading, writing and basic arithmetic, 
children may need to secure an improved understanding of farming practices, 
conservation practices, skills for local employment opportunities, etc.  Indeed, how 
quality is defined can, and should, take into consideration what children need to learn 
in order to be able to reduce their own poverty and be fully able to contribute to 
society.   
Recommendation 3: Sida support to gender equality be more comprehensive.  An 
important step forward is supporting the equal participation of girls and boys. Sida, as 
an important actor promoting gender equality, should make use of its wealth of 
knowledge and experience in the sector to support more nuanced dialogue with 
countries receiving support, in order to identify ways that gender can be better 
mainstreamed into the sector.  This could include, for example, the introduction of 
gender elements/the importance of gender equality into the curricula, working with 
parents to make shifts in the way girls are seen within society, and/or the 
development of extracurricular activities that focus on improving gender equality, 
such as sports.    
Recommendation 4: Sida use its knowledge and experience from elsewhere and its 
strong standing in the Cambodian education sector to engage in an informative 
dialogue that can enable the Cambodian government to benefit from the experiences 
from other countries.  
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 1 Introduction 

1.1  INTRODUCTION 
This report examines the Cambodian experience relevant to the support provided by 
Sida to said country’s education sector over the last 20 years (2001-2020), with a 
specific focus on responding to four key evaluation questions (EQ)1  directed at issues 
of impact and sustainability2 (see Figure 1). This document has resulted from the data 
collected from, and on, Cambodia, as part of the evaluation of 20 years of Sida 
support to the Education Sector. This report is a stand-alone report in its own right; it 
is also a case study report, one that feeds into the overall evaluation of 20 years of 
Sida’s support to the education sector. The main focus of this report is on activities 
that fall under the purview of the Ministry of Education, Youth and Sport (MoEYS). 

1.2  OBJECTIVE 
This case study aimed to examine if, when, and how Sida support to the education 
sector in Cambodia over the last 20 years, with an emphasis on the last 10 years, has 
impacted and led to sustainable gains in relation to multidimensional poverty 
reduction and gender equality (e.g., improved/increased gender equality). Figure 1 
presents the four EQ as well as the overarching objectives of Sida support. This 
evaluation focuses on the if, when, and how that need to be asked in relation to the 
support provided and the direct results (i.e., impact and sustainability), as well as the 
relationship between direct results and overarching objectives of Sida support.3  
 
 

 
 

 
 
1 These evaluation questions were introduced in the ToR (see Annex1).  The EQs were formally agreed to in the Inception Report (see 
Annex Volume II).  The Inception Report examines in more depth how the questions are to be understood.  
2 Sida adheres to the OECD DAC definitions for these two criteria. Specificities about how these criteria are understood are further 
detailed in Section 1.4. 
3 This evaluation does not explore the relevance, effectiveness, efficiency or coherence, other key and recognised OECD DAC criteria, of 
the support provided. 



1   I N T R O D U C T I O N  

 

14 
 

 
Figure 1 Scope of the assignment 
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1.3  KEY DEFINITIONS -  EDUCATION 
In this sub-section, the most important concepts relevant to the sector and to Sida 
support are presented and defined. 
Access to education: focuses on efforts made to enable individuals to engage in 
education activities. The concept of providing access to education, and the 
importance of enabling access to education facilities, is well codified within 
international legal standards. Indeed, the importance attributed to access to education 
dates back to the 1948 Declaration of Human Rights, which states that “Everyone has 
the right to education. Education shall be free, at least in the elementary and 
fundamental stages. Elementary education shall be compulsory. Technical and 
professional education shall be made generally available and higher education shall 
be equally accessible to all based on merit.”4 Moreover, unlike many other precepts, 
the importance of access to education appears to have been a concept that was 
uncontested during the discussions that led to the adoption of the Declaration.5 
However, it is critical to underline that, by and large, the consensus regarding access 
to education was limited to primary education.  
Facilitating access to education is relatively straightforward and calls for the 
commitment of resources for the construction and staffing of schools. In the context 
of Cambodia, access to education has come to mean the construction, and staffing, of 
school facilities within walking distance from the homes of children, thus allowing 
them to move safely and quickly between school and home.  
Quality of education: focuses on what is taught and how. Documents underlining the 
importance of access to education also included ideas about what education should 
include, focus on, and who should determine the type of education children should be 
given (see UN Declaration of Human Rights, 1948).6  The discussion on quality, 
often in relation to the Universal Declaration of Human Rights, has persisted, with 
different countries focusing their attention on different aspects of quality.  In 
Cambodia the MoEYS -- which is charged with managing the education sector -- has 
a very clear, detailed and comprehensive approach to defining what a quality 
education encompasses.  Their definition, detailed in multiple ministry documents, 
includes the development of curricula, the training of teachers, the management of 
schools, the engagement of parents and civil society actors.7 The Cambodian 
definition also includes reading ability, mathematical skills, as well as how pupils can 
engage as citizens in their communities, and how their abilities can contribute to 

 
 

 
 
4 United Nations. 1948. Declaration of Human Rights. Article 26 
5 UNESCO. 2000. The Writing of Article 26 of the Universal Declaration of Human Rights. Paris: UNESCO 
6 Ibid. 
7 See MoEYS. 2017. School Directors Standard. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport.  
MoEYS. 2019c. Cambodia Education Review Volume 3, no 2019.  Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. 2019f. New Generation School Operational Guidelines. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
 



1   I N T R O D U C T I O N  

 

16 
 

improving their livelihoods in a multidimensional way (i.e., socio-economically).8 In 
the context of this document, quality will be used to refer to both the holistic all-
encompassing definition, as well as the more elementary definition focused 
exclusively on basic reading and writing skills for the relevant grade.  Given the need 
to use two definitions for the same term, the text will differentiate and detail which of 
these definitions of quality is being applied.  
Management of education:  At a basic level, management of education can be 
understood to encompass the official architecture that is charged with managing the 
sector.  This most often includes a national level entity, such as a ministry -- in 
Cambodia, this is the MoEYS -- as well as the more localised management 
architecture handling the management of the schools themselves, along with 
principals, teachers, parents, and, in the case of Cambodia, School Support 
Committees (see Education Management).  In Cambodia, in addition to the MoEYS, 
there are a number of factors/actors that influence the effective management of the 
sector. These include the Ministry of Economy, which controls the national budget; 
the Ministry of Interior, which is responsible for hiring civil servants and hold the 
contracts for pre-school teachers without formal MoEYS training who work at 
community pre-schools9; and potentially also the governing political party. All these 
entities can influence the management of the education sector.  However, in the 
context of this report, management of education refers to the formal management 
architecture only.  
Although some elements are seemingly easier to address and show results more 
clearly than others, all three elements are intimately interrelated.  Both access and 
quality require an operational management structure.  

1.4    KEY DEFINITIONS – SIDA AND OECD DAC 
Development support by Sida pursues two key objectives: reduction of 
multidimensional poverty and gender equality.  Understanding these is critical to 
effectively situating the results of support to the education sector. Within the 
definitions below a direct link to the education sector has been made. 
Multidimensional Poverty:  Sida understands multidimensional poverty as including 
four critical dimensions: 

1. Resources:  This dimension focuses on access, or lack thereof, of the 
resources needed to meet basic human needs. These include both material and 
non-material resources. In the context of education, these resources can relate 

 
 

 
 
8 It is worth noting that the definition of quality in Cambodia, as understood and described by the MoEYS, is very well aligned with 
Sida’s own understanding of multidimensional poverty.  
See MoEYS. 2005. Policy for Curriculum Development 2005-2009. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. 2017. op, cit.  
MoEYS. 2019c. op.cit. 
Royal Government of Cambodia. 2002. Education for All: national plan 2003-2015. Phnom Penh, Cambodia 
MoEYS. 2019d. Cambodia’s Education Roadmap 2030. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
See also MoEYS. 2019f. op.cit. 
9 Rao, N., Pearson, V. 2009. Early Childhood Care and Education in Cambodia. ICEP 3, 13–26. https://doi.org/10.1007/2288-6729-3-1-
13. 
It is also noteworthy that at the district level school teachers can request a transfer to a government position under the domain of the 
Ministry of Interior.  

https://doi.org/10.1007/2288-6729-3-1-13
https://doi.org/10.1007/2288-6729-3-1-13
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to having an education and/or skills and may also cover being able to use that 
education and/or skill set to secure an improved income.  

2. Opportunities of choice: This dimension focuses on the ability of individuals 
to use their resources to move out of poverty. In the context of education, it 
would pertain to a person’s ability to use the education secured to escape 
poverty.  

3. Power and voice: This dimension focuses on the ability an individual has to 
articulate their concerns in an informed way, and to engage in informed 
decision-making. In relation to education, meeting the demands of this 
dimension requires an ability to understand rights and obligations, and one’s 
role within a broader context (e.g., socio-political-environmental).  

4. Human Security: This dimension focuses on security from physical, sexual 
and psychological violence. In relation to education, meeting the demands of 
this dimension requires a clear understanding of what constitutes violence 
and, importantly, what types of behaviour should not be accepted and how an 
individual may protect themselves from violence.  

Sida considers the aforementioned dimensions as being relevant to four specific 
development contexts: 

1. Economic and social context 
2. Political and institutional contexts 
3. Peace and conflict context 
4. Environmental context 

These contexts cover the totality of the social sphere, which, by extension, means that 
addressing multidimensional poverty requires that each dimension be met across all 
development contexts.10  
Gender equality: According to the 2019 Sida Gender Toolbox, gender equality “is 
achieved when women and men, girls and boys, have equal rights, life prospects and 
opportunities, and the power to shape their own lives and contribute to society.  
Gender equality …[requires] the fair and equitable distribution of power, influence 
and resources in everyday life and in society.”11   
In addition to the above critical definitions that underpin this assignment, there are a 
number of other definitions which are important to appropriately frame this report.   
Beneficiaries and end-beneficiaries: The support provided by Sida may or may not 
directly target the poorest populations.  However, the intent of the support is that the 
impact will be felt by the poorest populations (i.e., end-beneficiaries).  In this context 
it is important to distinguish between, for example, a recipient of funds or in-kind 
support, such as the MoEYS, and the poor population that stands to benefit from the 
support received by the Ministry. All are beneficiaries, but end-beneficiaries refer 

 
 

 
 
10 See: Sida. 2019a. Dimensions of Poverty. Poverty Tool Box. Stockholm: Sida 
11 Sida. 2019b. Gender Tool Box Brief.   Sida’s Work on gender Equality. Stockholm: Sida. 
https://cdn.sida.se/publications/files/sida662353en-sidas-work-for-gender-equality.pdf 
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only to the poorest populations which are expected to benefit from the higher-level 
effects (or impact) of the support provided. 
Impact: According to the OECD DAC, impact refers to “the extent to which the 
intervention has generated or is expected to generate significant positive or negative, 
intended or unintended, higher-level effects.”12  In this assignment, impact is 
understood as meaning the significant positive or negative effect that interventions 
funded directly or indirectly by Sida have had in relation to reducing 
multidimensional poverty and increasing gender equality amongst end-beneficiaries.  
Any significant effect that has not led to a change amongst the poor population (i.e., 
end-beneficiaries) will be considered an outcome (see Outcome), even if it is high-
level.  For example, changes at the institutional level which are sustained and 
necessary for developments that will (eventually) lead to meaningful change amongst 
poor populations is not considered impact, but rather as an outcome.    
Sustainability: According to the OECD DAC, sustainability refers to “the extent to 
which the net benefits of the intervention continue or are likely to continue.” 13  In 
this assignment, sustainability is understood as existing at different levels and as 
iterative rather than static (see Inception Report). Specifically:  

1. Replication: an intervention modality (project or programme) that is 
considered worthy of continuation, but for which the continuation of resources 
is required. 

2. Consolidation: intervention modality has been accepted, expanded, and can 
be maintained. 

3. Sectoral transformation: the sector has benefited from the experience, has 
adapted, and can continue to adapt as needs arise.  

4. Social transformation: the objectives pursued have been fully integrated into 
the broader system beyond the specific sector of intervention.14 

Output: the immediate results from an intervention that have the potential to lead to 
the attainment of an outcome. In this assignment, direct results of specific activities 
are outputs.  This includes, for example, the delivery of material (tangible outputs) or 
conduct of trainings (intangible outputs).  
Outcome: the intermediary result which is expected to lead to a specific impact. 
Outcomes pertain specifically to a known achievement and allow for a clear pathway 
towards an impact.   

 
 

 
 
12 See https://www.oecd.org/dac/evaluation/daccriteriaforevaluatingdevelopmentassistance.htm 
13 See https://www.oecd.org/dac/evaluation/daccriteriaforevaluatingdevelopmentassistance.htm 
14 Millard, A and T. Ling (2022). Draft title: Evaluating Sustainability- A multidimensional Model. Accepted for publication as a chapter 
in a forthcoming Interval book focusing on sustainability.  
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Figure 2 illustrates the relationship between the above-mentioned elements.  

 

1.5  REPORT COMPONENTS 
This report includes this introduction, which covers the scope of the assignment and 
key definitions.  The present section is followed by the Methodology section.  Given 
the complexity of the issue under review and the need for a robust approach to ensure 
the veracity of findings, the methodology used is a complex one made up of multiple 
approaches and tools.  In the interest of full transparency, and following the request of 
the client (Sida), the methodology section is considerably detailed, and hence long. 
Additional methodology support material is found in Annexes for those readers who 
wish to delve into the matter in more depth. For readers unfamiliar with different 
approaches and methodologies, the terms found in Sub-sections 1.4 may be critical to 
better understand the sections on findings. Section 3 introduces key contextual and 
historical factors as well as some critical contextual background of Sida’s support. 
Given that this evaluation does not explore (evaluation) questions related to the 

Figure 2 Relationship between different elements 

Input

• Sida provided system level support (SIF, SOF, CDPF)
• Sida provided support to specific projects through UNICEF (multilingual education, 

education for persons with disabilties, and others) and directly (Finn Church Aid, ACAC)

Output

• An activity conducted to support the education sector
• A product developed for the education sector
• A facility built to be used for the purpose of education/education-related activities

Outcome

• An initial result which may lead to impact in the education sector

Impact

• A longer term result that influences the reduction of multidimensional poverty
• A longer term result that influences the increase in gender equality

Sustainability

• The ability to sustain an impact 
• Can occur at different levels (dimensions)
• Depending on the dimension at which it occurs, the impact it will have
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OECD/DAC evaluation criteria of Relevance, Effectiveness, Efficiency, or 
Coherence, a discussion on the historical trajectory of the sector and the main 
interventions by Sida is found in this section.  While some of this information can be 
categorised as a “finding", it is included here to provide context to better understand 
the response to the 4 EQs required by the Terms of Reference, and agreed on in the 
Inception Report, which focus on Impact and Sustainability. Section 4 focuses on 
findings related to EQ 1 and 2, on Impact, while Section 5 focuses on findings 
relevant to EQ 3 and 4, on Sustainability.  Section 6 provides conclusions that are 
specifically relevant to the overarching objectives of Sida support, while sections 7 
and 8 introduce lessons learned and recommendations respectively.  
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2 Methodology  

This evaluation applies a robust methodology, the elements of which are presented in 
this section. 

2.1  OVERARCHING APPROACHES 
A Diagnostic Theory Based Evaluation Approach15 has inspired the overall 
evaluation and, by extension, this case study. This approach allows for the pursuit of 
the if, how and why line of inquiry. More specifically, a diagnostic approach seeks to 
interpret empirical observations to identify if/how the identified object is producing 
the observed phenomena.  In the context of this assignment, this process calls on the 
evaluation team to identify outcomes and explore what has led to these.  A theory-
based evaluation focuses on hypotheses and their testing in order to understand the 
true nature of a process or mechanism observed.  For this assignment, the theories 
identified were based on observations reported (outcomes). The implementation of 
this approach is based on the combined use of Outcome Harvesting (OH)16 which 
was tested to ensure that it is indeed a phenomenon that exists and merits testing, and 
then subjected to a process of identification of hypothesis (theory) that could explain 
the outcome observed. Process Tracing (PT)17 was used to systematically test 
(diagnostic) the outcomes and theories identified. The aforementioned process makes 
use of both qualitative and quantitative data in forming a qualitative assessment, 
through PT reasoning, of the likelihood of a result.  The different steps are further 
explored in Sub-section 2.3.   
In addition, at an overarching level, the principles embedded in the Utilisation 
Focused Evaluation (UFE) Approach18 were followed. This approach has been 
implemented in the following ways: 

1. The development of a detailed Inception Report, which was reviewed, and 
subsequently approved, by the reference group for the assignment (see Annex 
Volume 2). 

2. An open discussion regarding the plan for data collection in Cambodia with the main 
stakeholder locally: the Sida education expert at the Embassy in Cambodia.  This 
process included a discussion on the methodology and on respondents that would be 

 
 

 
 
15 Befani, Barbara. 2020. Quality of quality: A diagnostic approach to qualitative evaluation. Sage: Evaluations Journal. 
16 Wilson-Grau-Ricardo. 2018.  Outcome Harvesting: Principles, Steps and Evaluation Application.  Charlotte, NC: IAP 
See https://www.betterevaluation.org/en/plan/approach/outcome_harvesting 
https://outcomeharvesting.net 
17 Collier, David. 2011.  Understanding process Tracing. Political Science and Politics 44, No4:823-30 
see also: https://www.intrac.org/wpcms/wp-content/uploads/2017/01/Process-tracing.pdf 
See also: https://www.researchgate.net/publication/322266946_Straws-in-the-
wind_Hoops_and_Smoking_Guns_What_can_Process_Tracing_Offer_to_Impact_Evaluation 
18 Quinn-Patton, Michael. 2008. Utilization Focused Evaluation (ed 4th). London: Sage 
See also: https://www.intrac.org/wpcms/wp-content/uploads/2017/01/Utilisation-focused-evaluation.pdf 
https://www.betterevaluation.org/en/plan/approach/utilization_focused_evaluation 

https://www.betterevaluation.org/en/plan/approach/outcome_harvesting
https://www.intrac.org/wpcms/wp-content/uploads/2017/01/Process-tracing.pdf
https://www.intrac.org/wpcms/wp-content/uploads/2017/01/Utilisation-focused-evaluation.pdf
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targeted, specifically in regard to their relevance and ability to provide reliable 
information. 

3. The data collected, and the preliminary findings, were discussed informally with the 
Embassy prior to the submission of the draft report and subsequently with the 
representative for the Evaluation at Sida, the Sida evaluation department’s focal point 
for this assignment, and with the Swedish Embassy’s education expert.   

4. Lastly, comments to a first draft of the report have been addressed in this document to 
ensure that the focus of the report meets the needs of key stakeholders and, crucially, 
is of value to Sida.   
The overall evaluation is also underpinned by the Human Rights-Based Approach 
(HRBA).19  In practical terms, at the case study level, the following principles have 
been applied whenever possible: normativity, participation, non-discrimination, 
accountability, and transparency.20 Specifically, the participation principle has 
suffered because of COVID-19. As is noted in Section 2.6, the pandemic has 
prevented the active engagement of key stakeholders, specifically end-beneficiaries. 
While this is regrettable, the conditions in Cambodia at the time of data collection, 
and the duty of care the consultants have in relation to respondents, did not allow for 
in-person data collection, leading to the exclusion of certain respondent categories.  

2.2  GENDER AND CONFLICT SENSITIVITY 
Gender inclusivity and mainstreaming has been a key tenet of design and conduct of 
the evaluation.  Gender has influenced both how data has been analysed, specifically 
exploring gender disparity in the experiences of end-beneficiaries, as well as how 
data has been collected.  Where possible, without compromising findings, the views 
of both women and men have been sought (see Section 2.4).   
The evaluation has also considered conflict sensitivity, which, as with gender, has 
been examined both in relation to data collection and in relation to Sida support. In 
relation to data collection, the principal concern has been ensuring that the 
assignment itself did not generate conflicts that could negatively impact any 
respondent or end-beneficiaries.   
In relation to the education sector and support to Cambodia specifically the following 
issues have been considered: 

• Conflict between the support provided and the ability to absorb the support 
received.  

• Contextual issues such as corruption, which Sida considers as a structural 
issue related to conflict.21 

• Concerns regarding divergent perspectives about the objective of the support 
as seen by Sida, on the one hand, and the interpretation of the support as 

 
 

 
 
19 See https://unsdg.un.org/2030-agenda/universal-values/human-rights-based-approach 
20 See https://www.sida.se/en/for-partners/methods-materials/human-rights-based-approach 
21 Sida. 2016. Manual for Conflict Analysis. Stockholm: Sida. Page 10.  See: https://cdn.sida.se/publications/files/sida4334en-manual-for-
conflict-analysis.pdf   
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understood by the recipient (perspective of the grantee), on the other.22  (See 
Inception Report, Annex 2, Section 1.4).  

2.3  APPROACHES TO DATA COLLECTION, 
ANALYSIS AND PROCESSING 

2.3.1 Approaches to data collection and analysis23 
In relation to data collection, management and analysis, this case study has been 
inspired by several complementary approaches.  Specifically, OH,24 PT and most 
significant change stories (MSC).25 Given the complexity of the subject under 
evaluation and the need for robust verifiable data collection, management and 
analysis processes, the above-mentioned approaches have been adapted to fit the 
demands of this assignment. Specifically, these approaches have been adapted to fit 
the needs of the evaluation in an effort to strengthen the reliability of the results 
presented (triangulation of findings through process).  The objective has not been to 
adapt the evaluation to the method, but rather the method to the demands of the 
evaluation. The specificities of how these have been applied are detailed in 
chronological order below.   

1. The case study started with an in-depth interview of the Sida education expert 
based at the Embassy in Cambodia.  The respondent in question is not only a 
subject area expert, but also has extensive experience working in Cambodia 
and was regarded by multiple other respondents as the single most 
knowledgeable sector expert in the country.26  The first of multiple interviews 
with this respondent pursued two objectives. First, secure a chronological 
overview of Sida support to the education sector in Cambodia. Second, 
identify the main outcomes that, in the respondent’s view, could be linked to 
the support provided by Sida. Within the interview process the identification 
of these outcomes was gleaned through a MSC approach to inquiry (i.e., what 
were the most significant changes that could potentially be linked to the Sida 
contribution).  

2. The outcomes identified during the first interview were then discussed with 
UNICEF, the main Sida partner in Cambodia. As with the first respondent 
interviews, the objective of the interview with UNICEF was to establish a 
chronological story-line detailing their engagement in the education sector 
with Sida support, identify changes that could be attributed to the Sida support 
(MSC approach), query the outcomes identified and explore the degree to 
which these could or could not be supported. This process led to the 
refinement of the outcome stories.  

 
 

 
 
22 Sida. 2016. Manual for Conflict Analysis. Stockholm: Sida. Page 10.  See: https://cdn.sida.se/publications/files/sida4334en-manual-for-
conflict-analysis.pdf   
23 Additional approaches have been used for the overall evaluation. However, these are not included here because they are not pertinent 
to single case studies.  
24 In the context of this evaluation, OH was used to identify what outcomes could be retrospectively attributed to the Sida support, not to 
identify which outcomes had been expected at the onset of the support provided.  Therefore, no negative outcomes (ones that could not 
be confirmed) are discussed. 
25 Davies, Rick. 2005. The Most Significant Change Technique: A guide to use. UK: CARE 
26 This step was agreed to by all parties during inception and confidentiality waived by those involved.  
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3. The outcome stories identified were then built into the interviews conducted 
with other respondents (see next step for exceptions). Each interview explored 
the education landscape in Cambodia, changes experienced (through MSC), 
and the degree to which OH could be supported or challenged.  In each 
interview, the outcomes harvested during steps 1 and 2 were discussed with 
respondents.  In many instances, the changes respondents identified coincided 
with the outcomes harvested previously; in other instances, the interviews 
provided information that served to nuance the outcomes previously 
harvested.  

4. Once the interviews were completed, the team held two separate meetings 
with independent researchers to discuss the outcomes harvested, and overall 
findings, and to scrutinise the findings and conclusions.  These sessions 
served to confirm the veracity of the outcomes and to identify different 
theories that could/should be tested (see Challenges and limitations).  

5. To further confirm the veracity of the outcomes harvested, the team also 
conducted a series of FGD and surveys.  These were intended to support or 
challenge the data collected through other means, as well as explain the 
implications of the outcomes harvested previously from the perspective of 
students, parents and teachers.  

The above process also included instances of follow-up or verification with 
respondents (call-back) and the use of documents referenced by respondents and or 
found by the evaluation team that challenged or corroborated the outcomes harvested.  
It is critical to underline that the focus of harvesting outcomes was on Sida’s overall 
contribution and not on Sida’s specific contribution to any one project, programme or 
funding line. Rather, respondents were asked to identify the outcomes which, based 
on their experience and knowledge, could be attributed, at least in part, to Sida’s 
work.   
Once the original data collection was finalised, the team explored the data, including 
the outcomes harvested, and identified the hypotheses embedded in the outcomes that 
could be tested through PT.  Data was then systematically mined to test the different 
hypotheses and establish the degree to which Sida support had led to a specific 
condition, and the degree to which any one condition was necessary and/or sufficient 
to achieve the expected outcome.  This process is detailed in Annex 5.  The objective 
of PT has been to explore the degree to 
which changes which can be attributed to 
Sida have led to (or contributed to) the 
results (outcomes) that have been 
identified. This has been done by 
exploring the degree to which a specific 
achievement can be proven to be 
necessary and/or sufficient to achieve a 
specific result (see Box 1). Importantly, 
however, instances where a specific 
activity or action is neither necessary nor sufficient to secure a result does not mean it 
is automatically meaningless.  It can be the case that an alternative could be used but, 
in the absence of a viable alternative, an action or activity can secure greater 
importance.  Moreover, it is important to underline that outcomes identified by 

Box 1: Necessity vs Sufficiency 
A necessary condition is one that must be present 
for the result pursued to take place, while a 
sufficient condition is one that produces the 
result expected.  For example, this can mean that 
support provided by Sida can be necessary to 
achieve a specific result, but insufficient to 
secure that an expected outcome is achieved.  
Other factors, often contextual, need to be in 
place for the full objective to be attained.     
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respondents were subjected to verification, and nuancing, through interviews (see also 
data collection tools). 
As part of the process of data verification, after the outcomes harvested were 
subjected to the PT exercise, the main outcomes and their implications were 
discussed with the Swedish Embassy in Cambodia.  The outcomes included in this 
report have consistently been subjected to the above process.   
The use of the above detailed approach has two important implications for the 
findings that can be derived from the study.  First, since this evaluation focuses on 
impact and sustainability (see Introduction), the objective was not to explore what 
had been the expected outcomes and the degree to which these expected outcomes 
were or were not reached.  A more traditional use of OH would normally start with 
the collection of all “expected” outcomes and this could, in turn lead, to the 
identification of negative outcomes, or outcomes which were not reached or attained.  
As regards the Cambodia Case Study, the focus was on identifying outcomes for 
which the data was sufficiently robust.  This means that outcomes which were 
mentioned and for which the data was weak, or where the data showed they were not 
achieved, have not been focused upon. While this may appear to generate a positive 
bias, it is important to recognise that OH was used as a stepping-stone towards 
identifying impacts. Therefore, the concern has been on what was achieved and the 
positive and/or negative impacts of these achievements, rather than on what was 
intended and the degree to which this did or did not materialise.   
Second, utilising OH as a point of departure provides structure to the assessment, but 
also limits its reach. Specifically, using this approach focuses attention on specific 
outcomes, and using MSC zeroes in on the most notable outcomes.  This means that 
there may be additional outcomes or impacts that are more obscure and hence are 
overlooked by respondents engaged in the study. It can also mean that readers may 
see outcomes identified as being too limited or unable to provide a full picture of 
everything that was achieved.  To mitigate this shortcoming, the evaluation makes use 
of the totality of the data collected, not only that which focuses on verified outcomes.  
Third, focusing on specific robust outcomes that can be verified provides important 
opportunities for learning, especially since these have robust data to explain the 
experience.   

2.3.2 Data processing  
All results presented in this report have been triangulated, which means that a 
minimum of three sources, most often of different types (e.g., individual interviews, 
group interviews, FGD, surveys and/or literature), support the finding being shared.  
However, to ensure that a do-no-harm approach is adhered to, and that there is clear 
compliance with Sida guidelines, no information is attributed to individuals (primary 
data) (see Inception Report, Section 3.4). 
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All recorded interviews and FGD were transcribed using Sonix27 and verified by the 
evaluation team.  Data collected, including documents and interview/FGD transcripts, 
have been coded using MAXQDA, a mixed methods data management software.28  

2.4  DATA COLLECTION TOOLS 
This evaluation has made use of several data collection tools.   
Document/Portfolio Review: A range of documents were reviewed.  These included 
evaluations and studies, policies, strategies and plans, as well as statistics (see 
Bibliography). Not all documents reviewed have been used or referred to in the text 
of this report, but all have played a role in supporting the development of an 
overarching picture, which in turn could serve to respond to the evaluation questions.  
Key Informant Interviews: Interviews, via zoom or phone, were conducted. 
Interviews were in-depth, followed a semi-structured approach and were guided by 
clear protocols. These protocols included:  
1. The granting of full anonymity to respondents, as detailed in the Inception 

Report (see Challenges and limitations section). 
2. Interviews included three key elements:29 

a.  A semi-structured approach to questions, which included case history 
elements (description of engagement).  

b. An MSC focused element, 
where respondents were 
asked to identify changes. 

c.  A validation component, 
where previously harvested 
outcomes were discussed.    

Interviews aimed to address access, 
quality and management of education 
generally, or more specifically (e.g., 
multilingual education, education for 
persons with disabilities, Technical 
and Vocational Education and 
Training -TVET, etc.), depending on 
the respondent’s area of competence.  Interviews were recorded when permitted by 
the respondents, on condition that recordings would not be shared with anyone 
outside the evaluation team, that they would be used solely for the purposes of the 
evaluation and would be destroyed upon the completion of the assignment. The 
above approach was taken for both individual and multi-person interviews.  A total 
of 32 individuals were interviewed.  A list of those persons can be found in Annex 2. 

 
 

 
 
27 See www.sonix is a transcription software.  
28 See: https://www.maxqda.com mixed methods data management and analysis software 
29 Briggs, Charles. 1986.  Learning How to Ask: A sociolinguistic appraisal of the role of interviews in Social Science Research. 
Cambridge: Cambridge University Press 
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Focus Group Discussions (FGD):30 Focus Groups were used to energise discussion 
and collect a broader set of perspectives. Seven FGD were conducted, including a 
total of 26 individuals.  These included three with higher education students (one all 
female, one all male, and one mixed); two with parents of primary school children 
(one with females and one with males); and two with school principals (male only) 
(see Annex 3).  
Online/phone survey:31 A survey of parents of school children (n:392) was also 
conducted. This was done in one of two ways: either telephonically, with enumerators 
collecting survey data via phone, or online, allowing respondents themselves to fill 
the online survey form. While most (or all) of the population in Cambodia is part of a 
mobile network,32 the evaluation team was informed that the likelihood that 
respondents would have access to data to do the survey themselves, and/or be familiar 
with an online survey, could be minimal, hence the use of enumerators.   
Most respondents (x:214) resided in rural areas, while 90 were from suburban areas 
and 88 from urban areas (see Figure 3).  21 of the 25 provinces were represented; 
however, 11 provinces accounted for 359 responses. Most respondents (x:144) were 
farmers, but some were employed or had businesses (see Figure 4).    

 
 

 
 
Most respondents were between the ages of 18 and 44 (18-24 x:82; 25-34 x:119; 34-
44 x:123), 227 of the respondents were female and 165 were male.  Survey 
respondents were identified with the support of school principals through whom the 
interviewers were able to reach parents and request their participation in the survey.  
 

 
 
 
30 Hennick, Monique. 2014. Focus Group Discussions: Understanding Qualitative Research. Oxford: Oxford University Press 
31 Fowler, Floyd. 2013. Survey Research Methods. 5thed. London: Sage 
32 According to Statista in 2019 there were 129 cellular subscriptions per 100 inhabitants in Cambodia. See: 
https://www.statista.com/statistics/501971/mobile-cellular-subscriptions-per-100-inhabitants-in-cambodia/ 
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Importantly, the survey is not statistically representative -- rather, it provides a wider 
reach for the data collection process and is used to explore and enrich findings 
secured through other means.  Its intention was to contribute to the data, but by 
themselves, these responses cannot provide a statistically representative experience.  
Rather, they may provide some indication of trends and/or likely experiences.  
Aligning data collection with HRBA.  The collection of all original data was 
aligned with the HRBA.  Specifically, HRBA principles were upheld during 
interviews conducted.  All interviewees, including FGD participants and survey 
respondents, were carefully briefed, in language they understood (e.g., linguistic, age 
and context appropriate), on the purpose of the questions, the voluntary nature of 
responding, and how the data was to be utilised. 

2.5  CHALLENGES AND LIMITATIONS 
This evaluation has contended with several challenges and limitations.  These are 
detailed next. 

2.5.1 Challenges 
Challenge 1 -- Respondent bias: The issue of bias is always present in data 
collection from human subjects.33 In this instance, this is true of all respondents 
engaged in interviews, FGD and surveys. The key questions are: how much bias, in 
what direction, does the bias truncate the arrival to any meaningful finding and, if so, 
how these biases can be accounted for. First, as noted earlier, FGD have zeroed in on 
a specific group that is more likely to be wealthier (i.e., with internet and zoom 
access) and whose members are more likely to regard education as important and 
valuable.  The students were individuals who have secured higher education, and the 
parents were those who were actively pursuing the education of their children.  
Indeed, in the instance of parents, those who supported or used private school 
modalities were included in order to incorporate this perspective as well.  Lastly, it 
was critical to have a group of people who were willing to discuss openly, something 
which is not commonplace in Cambodia, and therefore parents who were employed 
and had higher levels of education themselves had to be chosen.  The survey, on the 
other hand, allowed for the inclusion of parents with less education; indeed, 34 
percent (n=392) of respondents had only reached primary education.  In actuality, the 
survey respondents were far better distributed in terms of education and occupation 
than FGD respondents.  Critically, this data was not used to drive the identification of 
findings but to test and explore outcomes identified previously through an Outcome 
Harvesting process. From this perspective, the inability to reach critical groups in a 
broader sense may have led to omissions in the study but is unlikely to have 
introduced views that are inaccurate.   
Second, the use of researchers was limited to discussing the findings already 
identified and to exploring the implications of these with local experts.  The 
evaluation team noted that in some instances there was a clear reticence to explore 
issues critically or to ask critical questions.  Since the engagement with researchers 
 

 
 
 
33 Grossman, Matt. 2021. How Social Science got Better: Overcoming Bias, With More Evidence, Diversity and Self Reflection. Oxford: 
Oxford University Press 
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was specifically focused on discursive engagement to challenge findings, the number 
of discussions was increased until all main findings had been subjected to discussion.   
Third, the topic itself and the commissioner can also bias the responses. Respondents 
may feel that it is a good opportunity to commend the donor or to unduly praise its 
successes. Importantly, diversity of data was a key limitation (see Limitations), which 
is critical to discussions on bias.34  Moreover, OH and MSC, which are deliberately 
biased towards results that have been most recognised,35  have been important tools.  
However, because PT has been used to systematically test hypotheses found within 
the outcomes identified, the results are robust.  This does not mean that bias was 
absent, but rather that bias, if present, was consistent across source categories. A 
wider scope in data collection (see Limitations) could have unearthed additional 
findings, which may have been overlooked here because the data available was 
inconsistent or insufficient.    
Challenge 2 – Trust and engagement dynamics:  Trust is a critical issue for 
securing data.  While surveys were anonymous, respondents may always feel unease.  
Efforts were made to reduce the number of questions and amply explain the purpose 
of the assignment.  An introduction from the school principals prior to the call for the 
survey may have also played an important role, but it may have also increased 
potential response bias (see Challenge 1 above). In addition, it was critical that FGD 
were indeed discussions.  Therefore, choosing individuals who were keenly willing to 
engage was important. Thus, there is the potential for stronger bias (see Challenge 1 
above), because the participants tended to be better educated and, in the case of 
teachers, were individuals who are performing well and/or do not have issues with 
their superiors to begin with.    
The political conditions in Cambodia, and not least the legacy of the Khmer Rouge, 
has given Cambodians the common attribution of persons who limit their opinions 
and are not likely to pose their views openly. This is true even for those with more 
education.36 However, this appears to be changing. A survey conducted in 2021 by 
the Konrad-Adenauer-Stiftung Foundation and KANTAR found that 56 percent of 
respondents37 considered being able to voice their opinions on issues as “very 
important”,38 which suggests that opportunities such as FGD or interviews may be 
welcomed.  Of course, this is ultimately speculative, as the evaluation team cannot 
access information not shared.  However, the team can attest that the FGD were 
dynamic, that all participants engaged and that in some instances the time allocated 
was found to be short for all the issues that respondents wished to share.  
Challenge 3 – Data circularity – respondent universe: The main target 
interviewees are a cohesive group of individuals who are familiar with each other’s 
roles, positions and experiences and, crucially, with the documentation of the 

 
 

 
 
34 ibid. 
35 It is critical not to overlook that in this evaluation OH was used not to test the outcomes that were pursued by each project/programme 
intervention -- as these were not consistently known and documented -- but to test the outcomes that Sida and its main funding recipient, 
UNICEF, have identified as ones they believe materialized.  
36 https://borgenproject.org/young-cambodians/ 
37 The “n” value for this survey was not included with the data used here.  
38 Konrad-Adenauer-Stiftung-Foundation and KANTAR. 2021.  What do Cambodians Think: Insights and Attitudes towards Society in 
Cambodia. Cambodia: Konrad-Adenauer-Stiftung-Foundation and KANTAR 
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experience being evaluated. These documents include previous evaluations and 
studies. Thus, consistency across responses may mean that information is indeed a 
reflection of “reality”, or it may simply mean that all respondents have read the same 
material and hence confirm the same information that the evaluators have reviewed. 
This challenge calls into question the very process of triangulation and the validity of 
triangulating information as a mechanism to secure robust results. Unfortunately, 
without being able to conduct a longitudinal assessment that relies exclusively on 
original data, evaluators must rely on previous work.  

2.5.2 Limitations 
Limitation 1 - COVID-19:39 Due to the pandemic all schools were closed at the time 
of data collection; safe travel to Cambodia for the international team member was not 
possible, nor was safe face-to-face engagement with respondents in Cambodia 
possible. Overall, the restrictions in place and the duty of care responsibilities in 
relation to both the evaluation team (e.g., protecting the team from illness) and in 
relation to respondents (e.g., protecting respondents from falling ill because of 
meeting the team) did not permit face-to-face engagement.  
Resolution: All data was collected remotely, through zoom or phone. All interviews 
(individual and group) and all FGD were conducted using zoom (in some instances 
with video, but in some instances only voice. Video was always used for a few 
minutes, at least for introductions). Phone was used by enumerators collecting survey 
data only.    
Implication (degree of resolution): These limitations had several implications. No 
facility could be visited/observed. Thus, all descriptions of educational facilities 
(schools) are based on the descriptions and prior experience of the national consultant 
who is a sector expert. Only individuals with access to internet or phone could be 
reached. This included interviews, FGD and survey respondents (see below).   
Limitation 2 - Child perspective: Due to the limitations imposed by COVID -19 
(see Limitation 1) and school closures,40 the perspective of children currently 
attending school could not be included.   
Resolution: An effort to include the perspective of children was made by conducting 
FGD with young adults who are attending higher education and who have internet 
access. The focus groups included both male and female individuals from diverse 
socio-economic backgrounds and who had been pupils at different types of schools 
(urban/rural; private/public).  
Implication: These limitations had a number of implications. First, the FGD provide 
insights into the education experience of people who (a) were able to secure a higher 
education, and (b) had access to internet. Therefore, the approach is biased towards 
the views of the more affluent members of society. Second, the views of the most 
disadvantaged are reflected through the eyes of their contemporaries (e.g., focus 
group participants), which means there are no first-person accounts from the most 
 

 
 
 
39 For information on the known situation in Cambodia, see: https://graphics.reuters.com/world-coronavirus-tracker-and-maps/countries-
and-territories/cambodia/ 
40UNICEF and Save the Children. 2021. Cambodia COVID-19: Joint Education Needs Assessment. Cambodia: UNICEF 
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disadvantaged.  Third, the views of children and youth who are currently attending 
primary or secondary education are indirectly reflected.   
Limitation 3 - Perspectives of persons with disabilities: It was not possible to 
engage with children with disabilities due to COVID-19 (see Limitation 1). 
Resolution: General interviews, including with a representative from a key 
organisation working with persons with disabilities, were used to secure an improved 
understanding of the experience of support provided to persons with disability.  
Literature was also used to supplement the understanding of the experience; some of 
this literature was internal and thus could be reviewed, but cannot be cited or listed in 
the bibliography.   
Implication: All reflections on the experiences by persons with disabilities are based 
on third party perspectives or literature (documents).   
Limitation 4 - Perspectives of persons from ethnic minorities: It was not possible 
to engage with children from minority groups due to COVID-19 (see Limitation 1). 41 
Resolution: Interviews were conducted with individuals directly or closely engaged 
in efforts to support persons from minority groups.  Similarly, principals from 
multilingual education schools were also engaged in discussions to ascertain a fuller 
perspective of their experience. The focus of the FGD was on the experience of 
teaching at a multilingual school, the challenges experienced and the opportunities 
identified.  In addition, a recent evaluation of a key programme,42 which did not face 
the same constraints as this evaluation did, was also mined for its data. The 
documents reviewed included ones from Cambodia as well as from other countries. 
Documents from other contexts were reviewed in an effort to identify if experiences 
from elsewhere included hallmarks similar to those reported by interviewees in 
Cambodia. Since the government of Cambodia has recognised the importance of 
multilingual education and the rights of minority group populations, the evaluation 
team did not find that engagement with respondents or review of material could be 
conflict-inducing.  No respondent was asked to comment on political aspects of the 
support provided, but rather the discussions focused on the implications (potential 
outcomes and impact) of the engagement and on the degree to which current efforts 
are, or have the potential to be, sustainable.  
Implication: All reflections on the experiences by persons from minority groups are 
based on third party perspectives or literature (documents).   
Limitation 5 – Perspectives of school principals: Since schools were closed, it was 
not possible to secure free access to principals of schools selected by the evaluation 
team. An additional limitation is that all principals and teachers identified were male.   
Resolution: In an effort to include the view of school principals and teachers, the 
evaluation team relied on the MoEYS to provide the team with contact details of 
principals who had internet access and were willing to engage with the evaluation 
team. The team also relied on UNICEF to identify principals from the multilingual 
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42 Frawly, Jack. et al. 2019. Strategic Evaluation report: Education for Ethnic Minorities Programme: Cambodia. Australian Aid and 
CARE.  



2    M E T H O D O L O G Y  

 

32 
 

education schools. Principals were then contacted by the evaluation team and asked to 
participate in an FGD.  The engagement was voluntary. Principals who agreed to 
participate were asked if they could also provide contact details for parents who 
might be willing to participate in an online survey.  
Implication:  The views of female teachers have been excluded from the list 
provided to the evaluation team and hence their views have not been reflected. The 
principals that have been included may have been chosen because they have a 
positive bias regarding their experience. Since this data was used to supplement other 
findings and not to drive results, it is expected that the positive bias did not distort the 
findings, but it may have led to the omission of some nuance. The degree of said 
omission, if existent, is not known.  
Limitation 6 - Perspective of parents:  The views and perspectives of parents were 
included in two ways: FGD and surveys.  Both efforts depended on the support of 
school principals.   
Implication:  The parents that would have been chosen were limited due to two 
factors: (a) their connectivity, specifically for the zoom calls and (b) their link to the 
principal who made their contact details available. Importantly, the widespread use of 
cellular telephone in Cambodia means that phone access was not a limiting factor in 
the participation in the survey.  
Resolution: Both the survey and FGD were used to supplement findings from other 
sources, therefore the bias that may have appeared, and which cannot be fully 
detected or accounted for, has not had a fundamental implication on results because 
these findings did not drive the analysis but, rather, were used to improve the nuance 
and understanding of findings which were already secured through other means.  
Limitation 7 - Perspective of the poorest:  The views of children and parents who 
can be categorised as amongst the poorest were excluded to some degree.   
Implication:  The parents and children from the most vulnerable groups (the poorest) 
could not be deliberately included due to COVID -19 (see Limitation 1).  
Nevertheless, it is possible that some people belonging to this category were included 
in the survey, since the numbers were large and the use of mobile phone is extensive 
in Cambodia. However, it is not possible to know the proportion of parents who 
belonged to this category because the survey did not focus on socio-economic data.  
Markers for livelihood and education level were selected but, in the interest of 
limiting the number of questions, the assessment of household economy was 
excluded.  
Resolution: This means that these experiences have been discussed with other 
respondents, through interviews and FGD, and constitute third party experiences.  
Literature has also been used to supplement an understanding of this perspective. As 
noted above, these views may also be reflected in survey responses but determining 
this is not possible.  
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Limitation 8 – Sida data verification: Open Aid Data43 was used for the statistical 
analysis of Swedish support. The expectation at inception, and in agreement with 
Sida HQ, was that the Cambodia data would be updated/verified during the data 
collection (see Annex 4, Inception Report, Box 1). However, this has not been 
possible because the Embassy did not have an alternative data set and suggested Open 
Aid Data be used for Cambodia.    
Resolution: The data was cleaned by the Open Aid team at Sida HQ based on a 
discussion with the Evaluation Team and on criteria established jointly.  The criteria 
focused on removing items that corresponded to evaluations, or other short-term 
assignments, that may not have contributed directly to the development of the 
education sector.  
Implication: Any error within the Open Aid data set has been perpetuated throughout 
this report. This is out of the evaluation team’s control.  
Limitation 9 - Cambodian data sets:44  According to multiple respondents, the 
Cambodian data set from the MoEYS is inaccurate. The degree of accuracy or lack 
thereof is unclear and cannot be verified by the team. However, most respondents 
agree that the inaccuracies are somewhat consistent and hence trends can be identified 
and are trustworthy. It is also worth noting that detailed data only dates back to 2006. 
In addition, data for 2008-2009 is not available. 
Resolution:  The data from MoEYS has been used in this study, but only to identify 
trends, not to calculate exact shifts.  The use of numerical values is also used to 
denote a shift in a specific direction, not as confirmation that the value has been 
independently verified.  
Implication: No exact calculation or numerical representation can be drawn from the 
database. From this perspective, all numbers should be understood as denoting a 
ballpark figure and showing a trend.  For this reason, the text does not place too much 
attention on exact values but, rather, focuses on highlighting trends over the period 
under review. Moreover, data trends are only shown for the period following 2006, 
while skipping the 2008-2009 year for which data is not available.  

 
 

 
 
43 See https://openaid.se/en 
44 MoEYS. June 2007. Education Statistics & Indicators: 2006-2007. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. March 2011. Education Statistics & Indicators: 2010-2011. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. February 2012. Education Statistics & Indicators: 2011-2012. Phnom Penh, Cambodia: Ministry of Education, Youth and 
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MoEYS. April 2016. Education Statistics & Indicators: 2015-2016. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. March 2017 Education Statistics & Indicators: 2016-2017. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. March 2019. Education Statistics & Indicators: 2018-2019. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. March 2021. Education Statistics & Indicators: 2020-2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. March 2018. Education Statistics & Indicators: Pre-school 2017-2018. Phnom Penh, Cambodia: Ministry of Education, Youth 
and Sport. 
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Limitation 10 – Gender and statistics:45  The Cambodian data set is disaggregated 
only by girls and boys, women and men (binary disaggregation).   
Resolution:  The data has been used to demonstrate trends along these genders.  
Implication: It is not currently possible to include an assessment that is more 
inclusive of other genders.   

2.5.3 Conclusion   
The evaluation team has tried to mitigate the limitations and challenges faced using a 
robust methodology and ensuring that all data has been triangulated.  In instances of 
primary data this has meant that a minimum of three respondents, for different 
categories, have verified all data.  Whenever interventions or other factual 
information were shared, this was confirmed through documentation.  Documentation 
has been used to triangulate primary data, but information documented (reported on) 
denoting a statement of fact has not been necessarily confirmed through interviews 
(for example: statistical values reported).  
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3 History and Context 
 
This section provides an overview of the Education Sector in Cambodia, as well as of 
the Sida corresponding support.  

3.1  CAMBODIA --  A GENERAL OVERVIEW 
Cambodia was engaged in an internal conflict that led to the Khmer Rouge taking 
over and ruling the country from1975-1979. During this period multiple systems, 
including education, were dismantled.  This has had far-reaching impacts on the 
country’s development.46 
The country is predominantly rural (25 percent of population was urban in 2022); the 
high fertility rates following the overthrow of the Khmer Rouge Regime have steadily 
decreased to 3.8 children per woman in 2000, and 2.9 in 2010.47 Just over 30 percent 
of the population are below 14 years of age, 17.28 percent are between the ages of 15-
24 and 41.51 percent of the population are between the ages of 25-54.  Cambodian 
society is very homogenous, both culturally (religion) and linguistically.  However, 
there are ethnic minorities (Cham 2.4 percent, and 1.5 percent Chinese).48   
According to the Asian Development Bank (ADB) in 2014, the most recent data 
available, 13.5 percent of the population were living below the poverty line. The 
unemployment rate was recorded as 0.3 percent in 2020.49 However, such a low rate 
is influenced by the limited engagement in formal employment and by the reliance on 
subsistence farming for survival, as well as the statistics themselves. The population 
structure and the tendency to migrate in search of employment suggest that there is a 
need for education to enable migration to better paid jobs that can influence the 
poverty rate at home, and/or improved employment opportunities at home.50 

3.2  THE CAMBODIA EDUCATION SECTOR 
3.2.1 Education History 
The pre-Khmer education system dated back to the late 1800s.  By 1968 the system 
included 5,857 schools.51  This system was dismantled by the Khmer Rouge.  
Following the collapse of the Khmer Rouge regime, Cambodia started to build a new 
education system from scratch. Some 5,000 educators had survived the regime, of 
whom some 1,000 were selected to work as administrators in the new system. In the 

 
 

 
 
46 https://www.cia.gov/the-world-factbook/countries/cambodia/ 
47 The source did not include a more current statistic 
48 https://www.cia.gov/the-world-factbook/countries/cambodia/ 
49 See https://www.adb.org/countries/cambodia/poverty#accordion-0-0 
50 https://www.cia.gov/the-world-factbook/countries/cambodia/ 
51 Pellini, A. 2007. Decentralization and community participation: School clusters in Cambodia in School Decentralization in the Context 
of Globalizing Governance. New York:  Springer. 
Clayton, T. 1995. French Colonial Education. Education Policy Analysis Archives, 23, 19 



3  H I S T O R Y  A N D  C O N T E X T  

 

36 
 

absence of a teacher training system or trained teachers, citizens who were literate 
were contracted as teachers to give classes.52  
A perennial lack of teachers, basic infrastructure and basic teaching materials lasted 
over a decade. In 1993, following the first UN-monitored free and fair elections, 
Cambodia started to attract more external donors. As a result, government bodies, 
national and international non-governmental organisations (NGOs) and civil society 
organisations (CSO) gained access to a new set of resources.53 This shift has 
benefited the education sector. However, despite gains in access and resources, 
Cambodia still struggles to deliver high quality education for all.54 

3.2.2 Education Funding 
The education sector in Cambodia is funded through the national education budget, 
derived primarily from central government funding. As of the most current 
government data available (2018), 3.47 percent of GDP was allocated to the 
education sector. The share of the national budget allotted to education has increased 
in recent years. In 2013, the allocation was calculated at 15.5 percent of the total 
budget, and in 2016 it was 18.3 percent. The reasons for this increase are attributed to 
Cambodia’s interest in focusing more attention on the quality of education.  The type 
of changes that may result from this budgetary increase are unclear.55   
The sector also receives support from different sources, including bilateral donors 
(technical assistance and grants), non-governmental funding, foreign loans, and local 
revenues generated by each school community and the schools themselves. However, 
it is difficult to examine the budget in more detail since available data is 
incomplete.56 

3.2.3 Education System 
The current education system consists of formal and non-formal education. Formal 
education includes a three-year pre-school education; a six-year primary education; a 
six-year secondary education (three years of lower and three years of upper secondary 
education) and higher education. The non-formal education system focuses mainly on 
adult literacy, post-literacy, and equivalency to formal education. Non-formal 
education has a range of technical, vocational, and skills-oriented programs operating 
under MoEYS and the Ministry of Labour and Vocational Training (MoLVT).57 The 
principal focus here is on the activities which are overseen by the MoEYS. 
From a pedagogical perspective, the most commonly used approach has focused on 
memorisation through repetition rather than contextual understanding.58 Efforts to 

 
 

 
 
52 Dykstra, A. H., & Kucita, P. (1997). School-based management through cluster schools: A case study from Cambodia. UNICEF, 
Education for All: Making it Work 
53 Pellini, A. 2007. op.cit. 
54 ADB. 2013. Learning lessons: Education sector. Evaluation Document, June. Philippines: ADB 
OECD. 2018. Education in Cambodia: Findings from Cambodia Experience in PISA for Development.  PISA For Development 
55MoEYS. 2005. Education Strategic Plan 2006. Phnom Penh: Ministry of Education Youth and Sport. Phnom Penh, Cambodia: 
Ministry of Education, Youth and Sport. 
56 ibid. 
Note: Multiple efforts to secure an interview with the Ministry of Finance were unsuccessful.  The MoEYS explained that they were not 
able to discuss budget questions beyond confirming or not the veracity of figures.  
57 MoEYS. 2019d. op.cit. 
58 Clayton, T. 1995. French Colonial Education. Education Policy Analysis Archives, 23, 19 
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change this have been made, and indeed the MoEYS’ current definition of quality 
education includes far more integrative and dynamic approaches.59  

3.2.4 Education Management 
The MoEYS is responsible for formulating, directing, and monitoring education 
policies, plans and programs and for administering the education system. The 
administrative structure of the MoEYS includes the national and sub-national 
divisions and departments. This structure is led by the Directorate General, who 
oversees the ministry-level departments, provincial education departments, and 
district education offices.60 The Provincial Offices of Education (PoEs) are 
responsible for implementing education policies and programmes, planning for 
education development, reporting education progress and managing education staff. 
District Offices of Education (DoEs) play a key role in ensuring the implementation 
of education policies and programmes at the district level. At the school level, school 
directors develop an education plan, report on education progress, and oversee the 
day-to-day operation of the schools.61   
However, school directors are not solely responsible for how schools are run or how 
school resources are managed and used.  The School Support Committee (SSC) 62 is 
an entity that exists for each school across the country.  SSCs were created to ensure 
that community members and parents were represented in school decisions. SSCs are 
expected to ensure a smooth, transparent, accountable and effective education 
process. They are involved in formulating, implementing and monitoring the school 
plans; collecting and enrolling children in school; monitoring students’ learning; 
generating revenue and mobilizing funds. The SSCs are also involved in building, 
repairing and maintaining schools; sharing experiences and life skills with learners; 
safeguarding the area inside and outside the schools; strengthening and expanding the 
capacity and awareness of school development. In addition, SSCs are expected to 
increase cooperation and facilitation among communities. 63  
The members of the committee come from different stakeholder groups, such as local 
authorities, monks, school directors, the elderly, pagoda committees, parents, laymen, 
education officials and private donors. SSC members are unpaid. According to the 
guidelines that detail the running of SSCs, the honorary chairperson should be a local 
authority or head monk and the advisor should be a school director or retired 
education official. The chairperson should be a retired education official, a pagoda 

 
 

 
 
59 See MoEYS. 2017. School Directors Standard. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport.  
MoEYS. 2012. School Support Committee Guidelines. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. 2005. Policy for Curriculum Development 2005-2009. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. 2019f. op.cit. 
60 Royal Government of Cambodia. 2007. Education Law. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
61 ibid. 
62 MoEYS. 2012. School Support Committee Guidelines. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
63 ibid. 
See also: MoEYS. 2014. Education Strategic Plan: 2014-2018. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. 2019e. Education Strategic Plan-2019-2023.  Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
MoEYS. 2019f. op.cit. 
OECD. 2018. Education in Cambodia: Findings from Cambodia Experience in PISA for Development.  PISA For Development 
For a discussion on implementation and support for SSC see World Vision. 2020.Implementation of the Social Accountability 
Framework. Cambodia: World Vision 
 



3  H I S T O R Y  A N D  C O N T E X T  

 

38 
 

committee member, a layman, a private donor or a parent. The deputy chairperson 
and committee members could be any of the people mentioned above.64 
Another particularity of the management of schools in Cambodia is the school 
clustering approach.  Strong schools are partnered with weaker ones to promote the 
pooling of resources; in this way, weaker schools are expected to improve over 
time.65A cluster school consists of a core school, which is a central school, and 
between four and six satellite schools. The core and satellite schools are complete 
schools, consisting of six grades, from grade 1 to grade 6. In some cases, satellite 
schools may have annex schools which are incomplete schools and do not have all six 
grades.66  
School clustering pursues four main objectives: economic, pedagogical, 
administrative and school-community objectives.67 First, to provide economic 
assistance to the schools within the cluster by creating centres for storing resources, 
such as equipment and teaching and learning materials, which can be accessed by all 
teachers from the schools within the cluster. Second, to provide pedagogical support 
to teachers in the clusters. Teachers can have regular meetings to share knowledge 
and best practices related to effective teaching and learning. This can be a part of the 
in-service learning of the teachers. Third, to support the improvement of workflow 
and communication processes by enabling ministry officials to engage with the 
cluster head instead of engaging with every school principal bilaterally. This process 
aims to facilitate planning, monitoring, and the evaluation and management of the 
education programme, and can serve to minimize paperwork and bureaucracy at the 
school level. Finally, the cluster concept aims to connect the school with the 
community by encouraging community representatives to get involved in the 
schooling process, such as classroom monitoring and the sharing of local knowledge 
with pupils.68  
The complexity of the governing system that oversees the education sector in 
Cambodia means that multiple actors have varying degrees of influence on different 
elements of the sector. Figure 5 includes the main actors and the influence they 
bestow. Each level (national, provincial, district and school) has an impact on the 
level below, and all have an influence on the type of education pupils ultimately 
receive.  However, Figure 5 shows that engagement with any one actor at any one 
level will have an impact on a very specific area of interest.69  Donors, such as Sida, 
have influence and can drive impact by virtue of which actors they engage with.  This 
is an important consideration, particularly given the myriad of actors involved (see 
Findings).  

 
 

 
 
64 MoEYS. 2012. School Support Committee Guidelines. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
65 Bredenberg, K. 2002. Cluster School Development in Cambodia: Analysis of Process and Outcomes. Phnom Penh: SIDA 
66 MoEYS. 2015. Education Statistic & Indicators 2014-2015. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
 Retrieved from http://www.moeys.gov.kh/en/emis/1607.html#.Yd6tL_5Bw2w 
67 Dykstra, A. H., & Kucita, P. 1997. School-based management through cluster schools: A case study from Cambodia. UNICEF, 
Education for All: Making it Work. Cambodia: UNICEF 
68 ibid. 
See also: Pellini, A., and Bredenberg, K. 2015. Basic education clusters in Cambodia: Looking at the future while learning from the past. 
Development in Practice. 25(3), 419-432. 
69 MoEYS. 2019e. op.cit. 
 

http://www.moeys.gov.kh/en/emis/1607.html#.Yd6tL_5Bw2w
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3.2.5 Education for vulnerable groups 
In addition to providing education to the general public, the MoEYS is also 
responsible for the provision of education to vulnerable groups, including ethnic 
minorities and persons with disabilities. These groups are particularly relevant to this 
evaluation due to the Sida focus on supporting them.   
First, as regards minority groups who speak a language other than Khmer as their 
native language, it is worth noting that, while proportionally limited, there are 
minority groups in Cambodia (see Cambodia -- A General Overview) who do not 
speak Khmer and for whom, therefore, attending Khmer schooling may not be 
appropriate to start with.  Multilingual education has now been introduced into the 
Cambodian education system.  The effort has included considerable support from 
Sida, as well as other donors, and has been integrated into the operations of the 
MoEYS (see Impact 2 – Support to children of linguistic minorities). Figure 6 shows 
the timeline describing the steps taken to ensure the inclusion of multilingual 
education under the auspices of the MoEYS.70 

 
 

 
 
70 MoEYS. 2014. Multilingual Education National Action Plan 2014-2018. Phnom Penh, Cambodia: Ministry of Education, Youth and 
Sport. 
MoEYS. 2019b. 2019–2023 Multilingual Education National Action Plan (MENAP). Phnom Penh, Cambodia: Ministry of Education, 
Youth and Sport. 
Frawly, Jack. Et al. 2019. op.cit. 

National level

• Ministry of Finance - Overall budget
• Ministry of Interior - Staffing, including school principals and teachers
• MoEYS - Policy, strategy and guidelines (including the design and description of systems to govern all 

aspects of the formal education system, and some of the informal system)
• MoLVT responsible for some of the management of the informal education system
• Political party - Unclear role and may influence all ministries and ministerial decisions

Provincial level

• Provincial education offices - implement policies, strategies and programmes developed by the MoEYS

District level

• Provincial education offices - implement policies, strategies and programmes developed by the MoEYS
• School clusters - facilitates co-management and learning across schools within a district (clusters are 

predefined and include a limited number of schools per cluster)

School level

• School Support Committee - engage the community and manage school-level decisions, including budgetary 
allocations

• Principals - manage the day-to-day activities at the school (influence the running of the classroom)
• Teachers - run the classrooms

Figure 5 Levels, Actors and Areas of Influence 
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                  Figure 6 Timeline detailing the inclusion of multilingual education into the education system 
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Second, support to persons with disabilities has been the responsibility of the MoEYS 
for quite some time (see Figure 7).  However, support for these groups, including all 
special education schools, has until recently been taken up by NGOs because the 
government did not appear to have the capacity to do so. According to respondents 
familiar with the sector, the transfer of responsibilities between civil society and the 
MoEYS is currently underway and will take a number of years to complete.71   
Progress in recent years has focused specifically on the development of a system to 
address the needs of children with disabilities, covering aspects such as the creation 
of legal and operational frameworks and more practical matters, such as making 
schools accessible to persons with mobility impairment; and absorbing special 
education schools (for sight and hearing impaired pupils) into the MoEYS.  
According to interview respondents, the efforts and progress made thus far do not 
address other disabilities, such as learning challenges. Figure 7 details the trajectory 
that the inclusion of disabilities as a key concern and area requiring attention has had 
within the education system.  The information collected shows that efforts made by 
Sida (see Sub-sections on Impact 3 – Supporting children with disabilities and on 
Vulnerable Groups) have led to the inclusion of key practical changes in the way that 
disabilities are addressed by the education system (i.e., MoEYS).72 
 

 
 

 
 
71 Krousar Thmey. 2020.  Annual report. Phnom Penh: Krousar Thmey.   
72 A detailed plan detailing the process exists and was reviewed but is confidential and hence not quoted or listed in the Bibliography.  
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Figure 7 Timeline for the inclusion of disability as a key concern for the education sector 
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3.2.6 Corruption in education 
Corruption has a clear impact on the education system in Cambodia 73  but is not 
exclusive to the education sector.74  Claims of corruption can be easily found in 
relation to a wide range of sectors and in society. According to Transparency 
International, in 2021 Cambodia ranked 157 of 180 countries.  That same year, 
Cambodia’s Corruption Perception Index (CPI) score was 23 (where 100 is very clean 
and 0 is very corrupt).75  
A 2019 article76 described the corruption process in the Cambodian education sector 
as a trickle-up system of bribery (see Figure 8).77 In addition to the experience 
described in Figure 8, interviews conducted noted that some staff at the MoEYS, and 
perhaps other government offices, appear to hold the copyrights for educational 
material.  Therefore, they gain financially from the continued use of said material. 
Also, teachers and principals, as well as other officials, may be able to secure 
transfers to desired locations if they are willing to pay relevant officials.   
 

 
 

 
 
73 Brehem, William. 2016. The Structures and Agents Enabling Corruption in Cambodia. in Kitamura, et al.  Political Economies of 
Schooling in Cambodia. New York: Palgrave MacMillan 
74 Sida. 2005.  Cambodia Ready for An Economic Take off? Country Economic Report.  Stockholm: Sida 
75 See https://www.transparency.org/en/cpi/2021/index/khm 
76Hammond, Christopher. 2018. Corruption in the Classroom: The Dilemma of Public-School teachers in Cambodia Providing Private 
Tutoring to their Own Students. Research Gate: Publication number 327971826 
77 The data used for the article is from pre-2010, which preceded the reforms described in the Findings section. Thus, while the article 
aptly describes the process and may be historically accurate, it may not effectively describe the current situation.  
For an exploration on the dynamics that are generated by this system see: Bray, M., Kobakhidze, M. N., Zhang, W., & Liu, J. 2018. The 
hidden curriculum in a hidden marketplace: relationships and values in Cambodia’s shadow education system. Journal of Curriculum 
Studies, 50(4), 435-455. 
Brehm, W. C., W. C., Silova I., and Mono T. 2012. Hidden Privatization of Public Education in Cambodia: The Impact and Implications 
of Private Tutoring. Education Support Program Working Paper Series, No 39. Open Society Foundations. 
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Figure 8 Corruption pyramid78 

 
 
The corruption pyramid above illustrates a stark picture.  However, there are three 
important factors that should be considered, and which have impacted the sector more 
recently.  First, salaries of teachers were traditionally very low and thus played a role 
in promoting corruption amongst teachers.79  However, salaries were increased in 
2007 and 2011.80 Second, traditionally, salaries were not paid directly to teachers, but 
rather all funding was sent from the central office of the MoEYS to the provinces and 
from the provinces to the schools/teachers. This process facilitated the automatic 
deduction of funds before the salary arrived in the teacher’s hands or in the school 
coffers.  This process was changed with the introduction of a direct payment approach 

 
 

 
 
78 See Hammond, Christopher. 2018. Corruption in the Classroom: The Dilemma of Public School teachers in Cambodia Providing 
Private Tutoring to their Own Students. Research Gate: Publication number 327971826  
79 ibid.  
80 The first salary increase was a 1.5 percent increase, and the second a 2.2 percent increase. 
Tandon, Prateek, et al. 2015. Educating the next generation: Improving teacher quality in Cambodia. Directions in development-Human 
Development. Washington D.C: World Bank 

Funds for educational institutions are siphoned off at the 
administrative and political levels by corrupt 

administrators, public officials and officials before the 
funds reach the district offices

School directors pay facilitation fees to district 
education offices to receive school funds

Teachers pay facilitation fees to receive their salaries

Students / families pay for private tutoring and other 
fees for "free" public education (to secure exam 

questions, worksheets, bike parking, etc.)
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that was adopted in 2013 with Sida support.81 Third, the use of SSCs as a mechanism 
to reduce corruption has also reportedly helped.82  
 

Figure 9 Paying for education (n=392) 

In practice, although corruption is illegal across 
the country and in all schools, challenges 
remain to put in place effective nation-wide 
mechanisms to combat corruption. Multiple 
interview respondents noted that pay-backs are 
only consistently out of use in New Generation 
Schools (see Box 2).83  However, the survey 
conducted for this assignment suggests that the 
proportion of those who have to pay teachers or 
other officials to secure their child’s education 
is not the majority (Figure 9)84.  

 
 

 
 
 
 

 
 

 
 
81 See World Bank Group. 2018. Cambodia Education Sector Public Expenditure Tracking and Quality of Service Delivery Survey. 
Washington DC, December: World Bank 
82 The efforts have included the training of SSC members. See MoEYS. 2019. Education Congress: The education, youth and sport 
performance in the Academic year 2017-2018 and goals for the academic year 2018-2019. Phnom Penh, Cambodia: Ministry of 
Education, Youth and Sport. 
83 Inquiries during the interviews conducted for this case study regarding why and how the prevention of corruption worked best at the 
Generation Schools and less so at other schools did not lead to the identification of a concrete mechanism.  Some respondents noted that 
staff at New Generation Schools are carefully chosen, have better training and recognise that violations can lead them to lose their job.  
Losing their job could mean being transferred to a lower calibre school.  Exactly how this would be done was also unclear from the 
interviews conducted.  
84 This survey is not statistically representative but does suggests the possibility of a trend. 
For a description and assessment of the experience in earlier years see also: Tan, C. 2007. Education reforms in Cambodia: Issues and 
concerns. Educational Research for Policy and Practice, 6(1), 15-24 and Tan, C. 2008. Two views of education: Promoting civic and 
moral values in Cambodia schools. International Journal of Educational Development, 28(5), 560-570. 
 

I don't 
have to 

pay 
anyone

77%

Pay the 
teachers

18%

Other
5%

Box 2: New Generation Schools 
The current Minister of Education started the New Generation schools as a pilot programme 
to demonstrate that high quality education pays off. These schools operate as flagships. 
They are schools that have high quality materials, well-trained teachers, and carefully 
selected management.  
These schools are well monitored to ensure that teachers are not corrupt and that resources 
are used as planned. Interviewees familiar with the system claimed that these schools were 
less expensive than private schools and provided a better education. As state schools, they 
do not incur a cost for attending students.  
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3.2.7 Education statistics 
Overall, the education sector has changed considerably over the last two decades. 
Specifically, the numbers of schools and teachers, and enrolment rates, particularly in 
primary school, have increased. Overall, the available data shows an increase in the 
number of schools dating back to the end of the war (see Figure 10).  

Figure 10 Number of schools from 1979-202085 

 
A less pronounced but similar trend is noted for the post-2006 years (see Figure 11), 
where the number of total schools has increased, particularly in rural areas.  

 
 

 
The MoEYS data further shows that growth has been mostly in pre-school and 
primary schools, and that in recent years the greater proportional growth has been in 
 

 
 
 
85 National Institute of Statistics Ministry of Planning. 2020.National Report on Final Census Results 2019. October. Cambodia: National 
Institute of Statistics Ministry of Planning 
MoEYS. All years. Education Statistics & Indicators: 2006-2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
 

0

2000

4000

6000

8000

Schools Pre Schools Pri Schools College Schools Lycee

,0

2000,0

4000,0

6000,0

8000,0

10000,0

12000,0

14000,0

16000,0

Urban Area Rural Area

Figure 11 Number of schools by school year and by location 



3  H I S T O R Y  A N D  C O N T E X T   

 

47 
 

pre-schools.  Figure 12 also shows that the number of primary schools is higher than 
other education levels. Lower and upper secondary schools are fewest of all. 

Figure 12 Number of schools, by school level86 

 
Figure 13 shows that most primary schools are cluster satellite schools, which means 
that they are not considered to be equipped or managed well enough to be lead 
schools in the cluster system. The data also shows that there has been a considerable 
move away from pagodas as schools, something which was much more commonplace 
in pre-colonial years.87 Lastly, the data depicted in Figure 13 also shows that the 
proportion of disadvantaged schools is quite small. 88     

Figure 13 School by type89 

 

 
 

 
 
86 MoEYS. All years. Education Statistics & Indicators: 2006-2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
87 Pellini, A. 2007. op.cit. 
88 A disadvantaged school is a school that meets the following five conditions: (i) At least 50 per cent of its rooms do not have a good 
roof; (ii) At least 50 per cent of its rooms do not have a good floor; (iii) At least 50 per cent of its rooms do not have good walls; (iv) 
Does not have a drinking water supply; and (v) Does not have latrine facilities. MoEYS. 2021. Education Statistic & Indicators 2020-
2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
89 MoEYS. All years. Education Statistics & Indicators: 2006-2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
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Overall, what the earlier figures suggest is that the MoEYS claims that they have 
made considerable efforts to improve access to education, particularly in rural areas, 
and particularly for primary school children, are supported by the available data and 
data trends.  In addition to the 13,597 schools currently registered in the database, the 
MoEYS notes that there are 23 teacher training colleges and over 120 public and 
private higher education institutions.90  
The numbers of teaching staff have also increased. As with school construction, the 
focus has been on providing staff to schools in rural areas (see Figure 14); the number 
of non-teaching staff has also increased (see Figure 15).  The upward trends that are 
noted in the 2006-2020 period are important; however, the most noted shift is seen in 
the pre 2006 years (see Figure 10). This initial effort serves to illustrate the fact that 
education in Cambodia was dismantled by the Khmer Rouge and effectively re-
started from scratch.    

Figure 14 Number of teachers by employment location91 and by year 

 
Figure 15 Number of non-teaching staff by employment location92 and by year 

 
Turning attention to enrolment of students, a few trends are worth highlighting (see 
Figure 16). First, that enrolment declines drastically between primary school and 
lower secondary school (a reduction by three-quarters, approximately), and again 
 

 
 
 
90 ibid. 
91 ibid. 
92 ibid. 
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between lower secondary and upper secondary (by some fifty percent). This is 
supported by the recent PISA study which found that 72 percent of youth drop out of 
school at, or before, grade 7.93   Second, that the number of boys who attend school, 
at all levels, is greater than the number of girls, but only marginally so.  Nevertheless, 
proportionally speaking, the drop in number of pupils from primary to lower 
secondary, and later to upper secondary school, is relatively consistent between boys 
and girls. This means that, while interview and FGD data collected for this 
assignment suggests that it is harder for girls to attend secondary school than for boys 
because securing safe lodging and/or transport is harder for girls than boys, the 
challenge appears to be broader and affect a larger number of pupils, not only girls. 
The data also shows that the drop between lower and upper secondary school is 
dramatic. Lastly, the data shows a steady increase in pre-school attendance for both 
girls and boys.  This is broadly attributed, by respondents familiar with the trend, to 
the increase in pre-school facilities.  
 
 
 
 
 
 

 
 

 
 
93 OECD. 2018. op.cit. 
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Figure 16 Number of boys and girls enrolled in school by year94 

In relation to repeating grades, the PISA study found that 29.1 percent of pupils had 
repeated at least one grade.95  The data from MoEYS shows that, across school levels 
and years, boys have consistently higher repeat levels than girls (see Figure 17). 
While this is interesting and opens a series of questions regarding why this might be 
the case, the issue has not been studied and the MoEYS offers no explanation, at this 
time, for what may account for the disparity.96 

Figure 17 Repeat by gender and by year97 
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Figure 18 Repeat by school level, gender and by year98 

 
In addition, Figure 17 and Figure 18 also show that repeat rates have declined over 
the years, particularly in grade school.  However, given the low levels of performance 
registered by the recent PISA study,99 this cannot be attributed to better quality of 
education and would need a degree of assessment for which verifiable data is not 
available.  

3.2.8 Swedish Support to Education 
Sweden, and Sida specifically, have supported the education sector in Cambodia for 
approximately 40 years, a period far exceeding the last 20 years which are covered by 

 
 

 
 
94 It is important to note that the statistics in Figure 16 reflect enrolment rates at the start of each year and do not necessarily reflect the 
enrolment throughout the year, or the participation of students during the year.  Rates of drop-out are not recorded.  Still the data does 
show important and valuable trends.   
95 OECD. 2018. op.cit. 
96 The independent Outcome Evaluation of the CDPF noted that limited effort had been made to support the analysis of the data at the 
MoEYS.  Van Gerwen, Frans. et.al. 2018. Outcome Evaluation of the Education Capacity Development Partnership Fund (CDPF) - 
Phase I and II.  Cambodia: MoEYS and UNICEF. 
See also Tan, C. 2007. Education reforms in Cambodia: Issues and concerns. Educational Research for Policy and Practice, 6(1), 15-24 
97 MoEYS. All years. Education Statistics & Indicators: 2006-2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport. 
98 ibid. 
99 The PISA study found that among 15-year-olds only 8 percent of pupils achieved minimum proficiency in reading, 10 percent achieved 
minimum proficiency in mathematics, and 5 percent achieved minimum proficiency in science. OECD. 2018. op.cit. 
See also: UNICEF & SEAMEO. (2020). SEA-PLM 2019 Main Regional Report, Children’s learning in 6 Southeast Asian countries. 
Bangkok, Thailand: United Nations Children’s Fund (UNICEF) & Southeast Asian Ministers of Education. 
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this assignment. According to Open Aid data100 funding has not been consistent over 
the twenty years under review.  Considerable spikes were noted in 2004, 2011, 2013, 
and most recently in 2019 (see Figure 19).   

Figure 19 Sida Funding to the Cambodian Education Sector over 20 years in SEK101 

 
However, throughout the period Sida was an important donor both in terms of 
influence and disbursement.  Indeed, over the 2016-2022 period Sida consistently 
figures amongst the top 10 donors for the education sector in Cambodia.  According 
to interview respondents the support has not only been welcomed but has been an 
important contribution to the development of the sector, both for the general 
population, as well as for children with disabilities and minority groups (Challenges 
and limitations).  
The MoEYS annual reports for the years since 2016 show a trend like Open Aid data 
(see Figure 19 and Figure 20).  The discrepancy between the funds recorded in Open 
Aid data and those recorded by MoEYS is, according to interview respondents, 
attributed to year of expenditure (MoEYS data) versus year of allocation (Open Aid 
data).102 It is also worth noting that since 2016 MoEYS lists Sida as one of its top 10 
donors.  
 

 
 

 
 
100 The evaluation team did, as planned during inception, aim to confirm this data with the Embassy.  However, the Embassy referred the 
team back to Open Aid data as the most reliable source of information. The Open Aid data presented in this report has been cleaned by 
Sida staff following guidelines of the evaluation team, for example, excluding evaluations and other funds.  Overall, an effort was made 
to exclude funds which did not have a direct impact on the sector (operational funds).   
101 https://openaid.se/en 
102 This explanation could not be verified with documentation, and notably finance personnel from either the MoEYS or the Ministry of 
Finance declined to be interviewed.  
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Figure 20 Actual funding 2016-2020103 and planned funding 2021-2022104from Sweden, top 10 donors and 

all donors   in USD in thousands105 

 
Over the years Sida has taken a systems approach to the support it has provided.    
This has meant that the support provided has mainly focused on the strengthening of 
the MoEYS at multiple levels. This is confirmed by interview respondents and 
evidenced by Swedish strategies for Cambodia.106  
More specifically, the support provided included 99 contracts (disbursements), which 
were distributed between multilaterals, NGOs and civil society organisations, 
Swedish government agencies, and public-private partnerships107 (see Table 1). It is 
worth mentioning that this focus, and specifically the systems focus, but also the 
consideration of the role that other actors, including the private sector, could play, is 
noted at the strategic level as early as 2002.  
 
 

 
 

 
 
103 It is worth noting that the figures for actual expenditure listed in the 2018-2019 and the 2020 annual reports do not coincide, even 
though they are reported as “actual” which means that for the same years the numbers should be identical.  Given the decline for 
interviews by key financial staff, the evaluation team cannot explain the discrepancy.  The actual data listed in the 2018-2019 report were 
used for 2016-2018, thereafter the data in the 2020 report were used.  
104 https://openaid.se/en 
105 This data is reported in the 2018-2019 and 2020 MoEYS annual reports. 
106 Ministry of Foreign Affairs. 2002. Country Strategy for Development Cooperation with Cambodia 2002-2006.  Stockholm: MFA  
Ministry of Foreign Affairs. 2005. Strategy for Development Cooperation with Parts of South Asia -January 2005-Deember 2009.  
Stockholm: MFA  
Ministry of Foreign Affairs. 2012. Strategy for Swedish Development Cooperation with Cambodia 2012-2013.  Stockholm: MFA 
See also Sida. 2004. Cambodia Country Report. Stockholm: Sida 
Van Gerwen, Frans. et.al. 2018. Outcome Evaluation of the Education Capacity Development Partnership Fund (CDPF) - Phase I and II.  
Cambodia: MoEYS and UNICEF. 
107 What exactly constitutes a public-private -partnership is debated. In this instance the funds were disbursed through a civil society 
organisation to the Academy for Culinary Arts-Cambodia, which some consider as a public-private-partnership. Since it is listed as a 
public-private-partnership in the Open Aid data the term has been retained here, but it is noted that these contracts could also be listed 
under NGO and civil society actors.  
Note: this  list excludes consultancies and evaluations which may have been conducted by private sector firms.  
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Table 1 Swedish support by recipient type, number of contract and SEK disbursed108 

Recipient type Number of contracts Total amount SEK 
All 99 11 074 239 082109 
Multilateral (all through 
UNICEF)  

25 637 464 321 
 

NGO and civil society 26 9 908 806 
Private sector110 7 6 633 509 
Government agency in Sweden, 
including the Swedish School 
Inspectorate and Swedish 
Employment office 

11 264 447 

Public private partnership 8 33 281 097 

When focussing attention on the areas that were supported, the database assessment 
shows that education policy and administrative management secured the majority of 
contracts and resources (see Table 2). This, too, is aligned with the systems approach 
taken. However, as the data also shows, smaller funding efforts have served to 
support the development of new approaches (pilots) that either have been integrated, 
or are in the process, or are expected to be integrated into the larger education system.  
As such, these smaller initiatives can also be categorised as aligned with the systems 
approach taken throughout.111 

Table 2 Support by theme, number of contracts and SEK112 

Theme Number of contracts Total amount SEK 
Education policy and 
administrative management 

68 797 433 021 

Teacher training 1 578 000 
Primary education 16 262 718 070 
Basic Life skills 2 194 898 
Upper secondary education 4 13 217 994 
Vocational training 8 32 281 097 

Sida has supported the education sector in Cambodia through a number of notable 
initiatives. In the early 2000s the support focused on improving rural livelihoods 
through efforts to strengthen institutions and improve governance. These efforts 
included support to the education sector, with a specific focus on capacity 
strengthening and gender inclusion in basic education. The early efforts to support the 
education system were channelled through UNICEF (i.e., Basic Education Phase II 
1999-2002, The Expanded Basic Education programme 2002-2005)113 and aimed to 
support Cambodia reach the targets set in Cambodia’s Education Strategic Plan and 

 
 

 
 
108 https://openaid.se/en 
109 This amount also includes efforts which are unspecified and hence do not figure in the table below.  
110 This included Life Academy which was contracted to conduct a pre-study for a project on improved teaching quality, which did not 
materialise due to the halting of funding.  See: Life Academy. 2018. Pre-Study for Support for Curriculum Implementation and Teacher 
Quality Improvement: A cooperation between Cambodia and Sweden. Sweden: Life Academy. 
And Itad which was granted a number of contracts to monitor activities conducted by other partners.  Itad did not respond to requests for 
an interview. 
111 In limited instances the support has been given without an expectation that the project or program funded will be integrated into the 
MoEYS. However, in such instances an alternative process of integration into a broader and sustainable system have been explored.  For 
example, the Academy for Culinary Arts -Cambodia (see Box 4). 
112 https://openaid.se/en 
Importantly, these categorisations provide an idea of funding focus, but are not rigidly accurate.  For examples key efforts such as teacher 
training have also been conducted under the broader support to administrative management.    
113 IIEP/UNESCO. 2001. Expanded Basic Education programme 2001-2005. Paris: IIEP/UNESCO   
Sida. 2004. Cambodia Country Report 2003. Stockholm: Sida 

https://openaid.se/en


3  H I S T O R Y  A N D  C O N T E X T   

 

55 
 

the Education Sector Support Programme, which was, in fact, prepared with the 
support of UNICEF.114   
More recently, since 2011, covering most of the years under the specific focus of this 
evaluation, Sida has supported the Capacity Development Partnership Fund (CDPF) 
administered by UNICEF.115  CDPF is a multi-donor fund to support the education 
sector in Cambodia. CDPF was established to provide capacity development support 
to the education sector in Cambodia, including the MoEYS at the central, provincial, 
and district level, as well as the schools themselves.116  

The support provided through CDPF is aligned with the Education Strategy Plan; 
Master Plan for Capacity Development of MoEYS; the Royal Government of 
Cambodia’s Rectangular Strategy for growth, employment, equity and efficiency; the 
international Education for All movement; the Millennium Development Goals and, 
more recently, the Sustainable Development Goals. The MoEYS plays a key role in 
leading the steering committee of the fund and also invests its own funds to 
complement efforts conducted by CDPF.117 
Also, through UNICEF, Sida has, together with the World Bank and the EU, 
supported the Ministry in its efforts to expand access to education services at pre-
school, primary and secondary levels; as well as make efforts to improve retention in 
primary and secondary school and improve school management. This has been 
implemented through the School Improvement Grant (SIG), 2013-2017, and the 
School Improvement Fund (SIF), 2018-2021. Together these two initiatives have 
accounted for 52.7% of Sida funds to the education sector during the period. 118 
The two efforts, SIG/SIF and CDPF, have been complementary in that the first 
enabled the delivery of resources to schools while the latter enabled the development 
of capacity.  The SIG/SIF have aimed to establish an environment where funding of 
schools is sustainable long term; this has included government funds, as well as other 
donors, as well as local communities, for example.  
In addition, Sida has supported a number of smaller initiatives that have been 
developed as pilot-type efforts with the full intention that they be absorbed by the 
MoEYS. These include: 
Support for multilingual education to enable the development of a mechanism to 
facilitate access of good quality education for ethnic minorities whose primary 
language is not Khmer.119   
The development of education material for persons with disabilities.  The legal and 
policy frameworks for this have existed (see Figure 7), but interviews conducted for 
this assignment suggest that the MoEYS lacked the support required to develop a plan 
 

 
 
 
114 Sida.2007. Progress in Education Development: Sida’s contributions 2006. Stockholm: Sida 
ADB. 2011. Cambodia Education Sector Development. Philippines: ADB 
115 UNICEF has been the fund trustee and has together with the Department of Planning in MoEYS been the secretariat and payment to 

different activities have been issued by UNICEF as a trustee. Representatives of the donors have had very close cooperation with 
frequent meetings (two a month in average) to discuss issues around the fund but also other issues in the education sector in general. 
Formal decisions are taken by a steering committee headed by Secretary of State from MoEYS. 

116 Van Gerwen, Frans. op.cit. 
117 ibid. 
118 Reports from UNICEF Cambodia to SIDA 2011-2021. Notes. Provided by the Royal Swedish Embassy in Cambodia to the evaluation 

team 
119 See Frawly, Jack. Et al. 2019.op.cit. 
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to support persons with disabilities, therefore the intervention was especially 
important.  In addition, through UNICEF, Sida has supported the improvement of 
teaching for persons with hearing and sight impairment.120   
The development of a career guidance and counselling system for high school 
students. This intervention, also funded by Sida (2019-2021), was developed through 
earlier phases dating back to 2013, also with Swedish, but not Sida, funds.  The Sida-
funded intervention aimed to increase the employability of youth who finish high 
school by making them aware of their opportunities.  This was done through a 
counselling system which included the training of counsellors, and linkages to job 
centres.121  
Sida also supported the Academy for Culinary Arts Cambodia (ACAC).  ACAC was 
initially established by a CSO, Shift 360. The aim of the academy, which started its 
operational activities in 2017, is to provide high school graduates who have a 
proficient level of English skills with the opportunity to secure a globally recognised 
education in culinary arts. ACAC is the only effort that was developed without the 
intention that it be absorbed by the MoEYS.  Rather, Shift 360 has aimed to house 
ACAC within a Cambodian body that can secure its longevity.  Thus far the effort has 
led to the linking of ACAC to the Cambodian Tourism Federation. The exact nature 
of the relationship is still being defined. Specifically, the type of responsibilities the 
Tourism Federation will have remains unclear.122 
A full list of interventions funded can be found in Annex 4.  Importantly, while the 
number of activities is extensive, and it may give the impression of a piecemeal 
approach, interviews and documents confirm that the approach throughout has been 
to focus on systems, mainly the MoEYS; and that UNICEF has played an important 
role as a critical partner.123   
The impact and sustainability of these efforts, with a focus on the last 10 years, are 
discussed in the next sections. Figure 21 provides a timeline of the trajectory 
followed by Sida in its support provided.  In addition, support to UNESCO at the 
central level (UNESCO HQ) has also benefited Cambodia. For example, support 
received by the International Institute for Educational Planning (IIEP) has also 
benefited staff from the MoEYS, since a considerable number of MoEYS staff have 
received capacity development support through IIEP activities.124 Overall, the 
consistency of the support over such a long period of time has, according to multiple 
respondents from different categories (types of institutions and roles), allowed the 
MoEYS to pursue longer-term (multi-year) plans. 

 
 

 
 
120 See Krousar Thmey. 2017.  Annual report. Phnom Penh: Krousar Thmey.  
See Krousar Thmey. 2019.  Annual report. Phnom Penh: Krousar Thmey.   
121 Finn Church aid and Swedish Employment Service.  2017.  Project proposal: career Guidance and Counselling in Secondary Schools 
– The Bridge to Employment.  Cambodia: Finn Church Aid 
Chea, Chanthan. et al. 2021. Evaluation Report: The Final Evaluation of the “Career Guidance and Counselling in Secondary Schools - 
The Bridge to employment project.  Phnom Penh: Finn Church Aid. 
122 Shift 360. 2018.  Final Narrative report-ACAC: 2015-2018: Phnom Penh: Shift 360 
123 It is noted that during the 2011-2021 time period UNICEF received 21.5% of Sida funding for the sector.  Though this support 

UNICEF supported the following areas: child friendly schools, teacher training, support for children with disabilities, as well as 
considerable support for MLE and a wide range of policy work. Reports from UNICEF Cambodia to SIDA 2011-2021. Notes. 
Provided by the Royal Swedish Embassy in Cambodia to the evaluation team 

124 This was confirmed by interviewees.  See also IIEP-UNESCO. 2021. Looking back at a decade of Cooperation with Cambodia. 
http://www.iiep.unesco.org/en/looking-back-decade-cooperation-cambodia-13972 
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4 Findings – EQs on Impact 
 
 

4.1  KEQ 1: HAS SIDA’S SUPPORT TO 
EDUCATION GENERATED HIGH-LEVEL 
EFFECTS IN TERMS OF POSITIVE OR 
NEGATIVE, INTENDED OR UNINTENDED 
EFFECTS? ( IMPACT)  

This question demands the identification of high-level impact125 and being able to 
demonstrate its reach -- specifically, do changes at the policy or strategy level lead to 
changes in practice? Impacts have only been recognised when there was evidence of 
changes at the end-beneficiary level. 
In relation to the attribution of this impact to Sida’s support. Since it is not possible to 
distinguish between Sida support and that of other actors who have been engaged in 
the same efforts (for example, CDPF), relevant gains made by support where Sida 
was a contributor have been included.  
While some overall progress during the first 10 years under review is documented – 
historically the education sector has been moving forward- the focus has been, as 
noted in the ToR, on the last 10 years. This section does not focus on output and 
outcome level results and number of individuals targeted and reached, but rather, in 
alignment with Sida’s systems approach, it aims to extrapolate, from the data 
available, the system level changes (high level) that have been generated as a result of 
Sida support, or which may emerge in future, and the impact these have had or can 
realistically be expected to have. 

4.1.1 Key Findings 
The data collected during this study shows that Sida’s support has generated high-
level effects (systems). This is specifically evidenced by the four manifestations of 
positive impact detailed below. 

 
 

 
 
125 In the context of this assignment, high level impact is understood to mean meaningful changes that have a systemic reach, where the 
effect is felt by the totality of the population in question or has the potential to reach the totality of the population in question.  
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Impact 1: Sida’s support to the MoEYS directly (and indirectly, through other actors) 
contributed to the expansion of education facilities available to poor populations in 
Cambodia; as a result, primary school access126 in rural areas has increased.127 
Impact 2: Sida, through its support to UNICEF, has facilitated the development of a 
multilingual education system that has been integrated into the MoEYS system and 
can be expanded nationwide. This effort has allowed an increasing number of poor 
children from ethnic minorities to secure access to education.128 
Impact 3: Sida, through its support to MoEYS and the National Institute for Special 
Education and the Department for Special Education and, through UNICEF, to 
Krousar Thmey has enabled considerable progress in the way the needs of children 
with disabilities are addressed within the school system.129   
Impact 4: Sida has contributed to improving access to employment opportunities for 
children and youth who finish high school.130 
The four impacts listed above are interrelated and allow for a clear story-line to be 
drawn. Children face difficulties securing an education because they do not live close 
to a school, because they do not speak the language spoken at the school, because 
they have a disability and cannot get into the building (or have special needs requiring 
special materials – for example, hearing and sight impaired). The support provided by 
Sida has addressed and facilitated the amelioration of these challenges, specifically 
for primary school children living in rural areas, or belonging to minority groups, or 
who have a disability.  Moreover, even when children can access primary and 
secondary education, they have limited knowledge about the opportunities they may 
have after high school or how to access them.  Addressing all of the above is critical 
to supporting the reduction of multidimensional poverty (see Conclusions). 

4.1.2 Impact 1- Expanded access to education 
Impact 1: Sida’s support to the MoEYS directly (and indirectly, through other 
actors) contributed to the expansion of education facilities available to poor 

 
 

 
 
126 The term used here is limited to access to account for the discrepancy between the data from MoEYS that suggests a slight decrease in 
enrolment over recent years and reporting from UNICEF which suggests a considerable percentile increase in enrolment over the last 
couple of decades.    
See: https://www.unicef.org/cambodia/education 
MoEYS. All years. Education Statistics & Indicators: 2006-2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport.  
127 See: Figure 10 Number of schools from 1979-2020  
MoEYS. All years. Education Statistics & Indicators: 2006-2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport.  
Sida. 2003.  Sida Country Report: Cambodia. Stockholm: Sida 
For a discussion on speed of increased access and its implications see: World Bank Group. 2018.World Development Report 2018. 
Washington DC: World Bank.  
128 See Figure 6.  
Frawly, Jack. Et al. 2019. op.cit.   
Van Gerwen, Frans. et.al. 2018. op.cit. 
129 See Krousar Thmey. 2017.  Annual report. Phnom Penh: Krousar Thmey.   
See also https://www.facebook.com/245258143092187/posts/national-institute-for-special-education-nise-of-ministry-of-education-
youth-and/247395182878483/ 
See Krousar Thmey. 2019.  Annual report. Phnom Penh: Krousar Thmey.   
130 Finn Church aid and Swedish Employment Service.  2017.  op.cit. 
Chea, Chanthan. et al. 2021. op.cit. 
Shift 360. 2018.  op.cit. 

https://www.unicef.org/cambodia/education
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populations in Cambodia; as a result, primary school access in rural areas has 
increased. 131 
Sida’s support to the Cambodia MoEYS, via UNICEF, contributed to strengthening 
the MoEYS, which in turn has facilitated the expansion of education facilities that are 
available to poor populations in Cambodia; as a result, primary school access in rural 
areas has increased. The expansion has been gradual over the decades.  It is not 
possible to know the exact numbers, given some questions regarding data validity, 
but the increase is recognised by all respondents, and the expansion trend confirmed 
by available data.  Broadly, between 2006 and 2020, the number of pre-schools has 
tripled, the number of primary schools increased by some 1,000 schools, the number 
of upper secondary schools almost doubled.  Lower secondary schools saw the most 
limited increase (see Figures 10-13).132 
According to key respondents, the expansion of education facilities has depended on 
several factors.  First, a vision that understood the importance of building schools 
close to the residences of potential pupils.  Second, the building and equipping of 
schools.  Third, the staffing of these schools. Additional elements such as curriculum 
development, monitoring systems, and overall administration/oversight of the 
expanded school network are all central to increasing access. In recent years, through 
its support, via UNICEF generally, SIG/SIF and CDPF specifically, Sida has 
contributed to these efforts.133 Therefore, although Sida has not directly funded the 
building of schools, its support to the MoEYS has served to strengthen the Ministry’s 
ability to meet its commitments as detailed in its own plans and strategies. The 
principal activities of CDPF, an important intervention funded since 2011, have 
aimed to contribute both directly and indirectly to the expansion and maintenance of a 
far larger educational system meeting high quality standards; meanwhile, SIG/SIF 
have enabled the delivery of resources to the educational system. While quality is still 
an issue of concern, considerable progress has been made in the development and 
refinement of the framework to support the education system.134 
Indeed, a 2018 evaluation of CDFP135 found that results were better at the central 
level than at provincial levels. This is supported by interviews and a review of 
documents generated which show that, at the central level, a wide number of policies, 
strategies and plans have been developed, and that a considerable number of MoEYS 
staff have been trained, including through IIEP,136 but quality remains a persistent 
challenge.137  This dynamic, according to respondents, results from challenges faced 
when translating the frameworks and mechanism designed and agreed upon centrally 
 

 
 
 
131 See: Education statistics. And MoEYS. All years. Education Statistics & Indicators: 2006-2021. Phnom Penh, Cambodia: Ministry of 
Education, Youth and Sport. See also Sida. nd. Concluding Assessment of the School Improvement Fund programme 2018-2021. Notes. 
Provided by the Royal Swedish Embassy in Cambodia to the evaluation team. 
Sida. 2003.  Sida Country Report: Cambodia. Stockholm: Sida 
132 MoEYS. All years. Education Statistics & Indicators: 2006-2021. Phnom Penh, Cambodia: Ministry of Education, Youth and Sport.  
Sida. 2003.  Sida Country Report: Cambodia. Stockholm: Sida 
133 Van Gerwen, Frans. et.al. 2018. op.cit. 
Sida support to the expansion of the school system pre-dates CDPF and was an integral part of the expanded Basic Education 
Programme.  See Sida. 2004. Cambodia Country Report 2003. Stockholm: Sida 
134 Van Gerwen, Frans. et.al. 2018. op.cit. 
See also Royal Government of Cambodia. 2003.   Education for All- National Action Plan 2003-2015.  Phnom Penh: Royal Government 
of Cambodia 
135 Van Gerwen, Frans. et.al. 2018. op.cit. 
136 http://www.iiep.unesco.org/en/looking-back-decade-cooperation-cambodia-13972 
137 OECD. 2018. op.cit. 
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into practice at the school level. Moreover, it is noted that the increase in school 
numbers is not directly proportional to enrolment (see Figure 16).  The data from the 
MoEYS shows an increase in pre-school enrolment and in secondary school 
enrolment, but a slight decline in primary school enrolment. The veracity and reasons 
for this are less clear, but they are worth noting (see Challenges and Opportunities), 
particularly since, according to UNICEF, the percentage of children enrolled in 
primary school has increased from 82 percent in 1997 to 97 percent in 2017-2018.138  
Still, despite these drawbacks, all respondents agreed that recent efforts have 
improved access, and that the policy, strategy and plans developed help establish a 
solid basis for the expansion of the school network, which in turn is understood as 
critical to ensuring enrolment. It is also worth noting that the expansion has also 
impacted vulnerable groups, (see Impact 2 and 3 and EQ 2).  
The data on the expansion of the education system and on the improvement of access 
to education shows a focus on rural areas (see Education statistics). Data on 
Cambodia more generally (see Cambodia -- A General Overview) suggests that a 
considerable proportion of the population are living below the poverty line, and that 
most of the population are rural dwellers. Therefore, it can be deduced that an 
increase in schools in rural areas means an increase in schools for poor people.  
Moreover, a process tracing inspired assessment (see Annex 5) of the relevant 
outcomes collected and substantiated during this case study139 confirms that 
proximity of schools to the child’s home is a necessary, but insufficient, factor to 
secure school attendance. This means that having a school close by is a critical 
factor, but it is not the only factor that determines attendance. Nonetheless, it is 
important to recognise that supporting the expansion of the school network has 
played a critical role in increasing attendance, particularly amongst the poorest 
children (those living in rural areas).    
The theory of change, developed through the review of documents and supported by 
interview and focus group data, shows the pathway taken by this impact and is 
depicted in Figure 22. This figure illustrates the input from Sida (grey), the outputs 
that were derived from this support (light green), the outcomes that could be 
documented (medium green),140 the outcomes that could not be verified or are 
debatable (brown), and the impact that could be deduced from the verified data 
collected (dark green). 

 
 

 
 
138 https://www.unicef.org/cambodia/education 
139 This process is anchored on original data secured through interviews, and FGD.  See Annexes 2 and 3 list of respondents, and FCG 
participants. 
140 Van Gerwen, Frans. et.al. 2018. op.cit. 
For details on most recent efforts to reduce reductions to teacher salaries that may increase the imposition of bribe payments for students 
see: https://www.vsointernational.org/news/blog/no-more-missing-pay-cheques-for-teachers-in-cambodia 
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Figure 22 Theory of change showing the main trajectory of support under Impact 1141  

 

 
 

 
 
141 See also Corruption reduction in Section 
Supplementary Findings 
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4.1.3 Impact 2 – Support to children of linguistic minorities 
Through its support to UNICEF (and through UNICEF CARE), Sida has 
bolstered the development of a multilingual education system that has been 
integrated into the MoEYS system and can be expanded nationwide (to relevant 
areas). This effort has allowed poor children from ethnic minorities to access 
education.142 
The data shows that ethnic minorities face considerable hardship and tend to be 
amongst the poorest groups.143 In addition, enrolment in schools is lower when 
children are unable to speak their mother tongue in the first grades of school.  Their 
inability to understand the teacher leads to considerable dropout rates.144  
The support provided to strengthen the education system for linguistic minorities was 
two-pronged: 

1. At the systems level, in its general support for the MoEYS, which has 
enabled, facilitated and/or supported the development of strategies and 
policies (see Figure 6),145 and  

2. In the development of an actual pilot programme to educate children from 
linguistic minority groups. This process has included two modalities.  One has 
taken a more comprehensive approach and is based on the Child Friendly 
School Concept146 and has been led by CARE, with UNICEF funding147; the 
other modality is narrower in scope, focusing on the expansion of multilingual 
education within the existing education system as detailed in the Multilingual 
Education National Action Plan (MENAP) Bridge effort.148  

The convergence of these two modalities of work materialized as follows: The 
development of the MENAP (2015-2018) addressed the needs of people who speak 
one of the five indigenous languages -- amounting to a population of 101,950 -- to 
have access to education in their mother tongue.149 The implementation of the above-
mentioned plan allowed for the five languages approved by the plan to be taught in 
grades 1 to 3 as part of a transition process where the pupil transitions from using 
his/her mother tongue only in 1st grade to using Khmer as the principal language of 
education in 4th grade. To start with, UNICEF piloted the use of this approach in 80 

 
 

 
 
142 See Figure 6.  
Frawly, Jack. Et al. 2019. op.cit. 
Van Gerwen, Frans. et.al. 2018. op.cit. 
143 ABD. 2002. Indigenous People, Ethnic Minorities and Poverty reduction: Cambodia. Philippines: ADB 
144 See https://www.care.org.au/cambodia-education-ethnic-minority/ 
145 Key documents governing the process of MLE inclusion are:  
MoEYS. 2019e. op.cit. 
MoEYS. 2014b. Multilingual Education National Action Plan 2014-2018. Phnom Penh, Cambodia: Ministry of Education, Youth and 
Sport 
146 Kingdom of Cambodia. 2007. Child Friendly School Policy. Phnom Penh: Government of Cambodia 
147 Frawly, Jack. Et al. 2019. op.cit. 
It is critical to underline that CARE does credit their accomplishments to, in part, Swedish support although they acknowledge that funds 
are administered through UNICEF.  CARE also notes alignment between their approach and Sida rhetoric.  
148 MoEYS. 2014. Multilingual Education National Action Plan 2014-2018. Phnom Penh: MoEYS 
UNICEF. 2019.  Independent evaluation of the Multilingual Education National Action Plan. Cambodia: UNICEF 
149 Ibid. 
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primary schools in four provinces (Kratie, Mondulkiri, Ratanakiri and Stung Treng). 
The effort was implemented with UNICEF support, which included Sida funding.150  
In addition, Sida, though UNICEF, has supported the development of curricula for 
multilingual education schools, which has been piloted in a select number of schools 
through a programme implemented by CARE.  While smaller in scope than the pilot 
conducted by UNICEF, the CARE initiative is significant because its programme has 
focused not only on ensuring that children are initially taught in their mother tongue, 
but also on ensuring a high-quality curriculum and a robust teaching modality. The 
efforts have been well anchored within the Child Friendly School Concept, 151 with 
clear and deliberate inclusion of cultural heritage, community engagement and gender 
sensitive pedagogy.152  The intention is to roll out the approach used by CARE to 
other schools.  
The available data shows that the inclusion of multilingual education was a key 
contributor to increased enrolment amongst language minority groups. Indeed, an 
evaluation of the programme conducted in 2018 shows that, while enrolment of non-
MLE remained largely static, MLE enrolment increased considerably across all 
schools involved in the programme. Some fluctuations were noted, but these appear 
to have been limited to single year reductions. The data also shows that the 
percentage of girls enrolled in MLE classes/schools is just under 50 percent.153 
Moreover, a process tracing inspired assessment (see Annex 5) of the relevant 
outcomes collected and substantiated during this case study154confirms that schools 
teaching in the child’s mother tongue is a necessary, but insufficient, factor to 
secure school attendance. This means that having a school where a child can 
understand the teacher in the early years is a critical factor but it is not the only factor 
that determines attendance (See Key Findings and Impact 1- Expanded access to 
education). Nonetheless, it is critical to recognise that supporting the development, 
expansion, and integration of a multilingual system into the school network has 
played a critical role in increasing attendance amongst ethnic minorities.155  
The theory of change, developed through the review of documents and supported by 
interview and focus group data, shows the pathway taken by this impact and is 
depicted in Figure 23.

 
 

 
 
150 Ibid. 
151 Kingdom of Cambodia. 2007. Child Friendly School Policy. Phnom Penh: Government of Cambodia 
152 Frawly, Jack. Et al. 2019. op.cit. 
A distinction is made here between the wider use of Child Friendly Schools and the approach taken by CARE, which appears more 
aligned with the overarching objectives of the concept.  See Reimer, J. K. 2012. Local negotiation of globalised educational discourses: 
The case of child friendly schools in rural Cambodia (Doctoral dissertation, University of British Columbia). 
153 UNICEF. 2019.  op.cit. 
Frawly, Jack. Et al. 2019. op.cit. 
MoEYS. 2019.Education Strategic Plan-2019-2023.  Phnom Penh, Cambodia: Ministry of Education, Youth and Sport and  
MoEYS. 2014b. op.cit. 
For a discussion on the MoEYS strategy of inclusion relevant to MLE see Tan, C. 2007. Education reforms in Cambodia: Issues and 
concerns. Educational Research for Policy and Practice, 6(1), 15-24 
154 This process is anchored on original data secured through interviews, and FGD.  See Annexes 2 and 3 list of respondents, and FCG 
participants. 
155 UNICEF. 2019.  op.cit. 
Frawly, Jack. Et al. 2019. op.cit. 
MoEYS. 2019. op.cit. 
MoEYS. 2014. op.cit. 
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Figure 23: This figure illustrates the input from Sida (grey), the outputs that were 
derived from this support (light green), the outcomes that could be documented 
(medium green), the outcomes that have not yet been fully attained (brown), and the 
impact that could be deduced from the verified data collected (dark green).156 

 
 

 
 
156 UNICEF. 2019.  op.cit. 
Frawly, Jack. Et al. 2019. op.cit. 
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Figure 23 Theory of change showing the main trajectory of support under Impact 2 
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4.1.4 Impact 3 – Supporting children with disabilities 
Impact 3: Sida, through its support to MoEYS and the National Institute for 
Special Education and the Department for Special Education and, through 
UNICEF, to Krousar Thmey has enabled considerable progress in the way the 
needs of children with disabilities are addressed within the school system. 
Specifically, Sida has supported children with disabilities in a two-pronged way.  
First, at a systemic level within the MoEYS, by promoting attention to the challenges 
faced by children with disabilities and supporting the development of policies, 
strategies and plans to address these (see Figure 7).157  One of the more tangible 
results of these efforts has been the adoption of a plan to introduce wheelchair access 
to schools across the country. While interviews suggest that not all schools have been 
retrofitted, some headway has been made.  How many schools are still not accessible 
to persons with movement impairment is unknown.   
It was also noted that through, and in conjunction with, CDPF, Sida has supported the 
strengthening of the institutional capacity to address the needs of disabled people by 
supporting the integration of the National Institute for Special Education into the 
MoEYS and the establishment of the Department for Special Education.158  In 
addition, through UNICEF, Sida also contributed to the improvement of teaching for 
children with disabilities (hearing and sight impaired) by funding curricula that 
included the use of Braille and voice mediums, thus supporting the learning process 
for children with impairments. The materials, as with all Krousar Thmey material, are 
aligned with the Cambodian standard curriculum and will facilitate the expansion of 
the teaching capacity159 (see Box 3160).  
Thus, overall, Sida’s contribution has been both systemic (ensuring that disabilities 
are an issue of concern at the ministerial level) and operational (supporting the 
improved quality of education for children with specific disabilities). It is worth 
noting that Sida’s emphasis on these issues is attested to by interview respondents, 
but concomitantly, the evaluation of CDPF noted that limited progress had been made 
in relation to support for persons with disabilities.161  Given that the transfer of 
responsibilities between Krousar Thmey and the MoEYS -- which will mean that the 

 
 

 
 
157 For a comprehensive list and links to relevant policies, strategies and plans see https://education-profiles.org/eastern-and-south-
eastern-asia/cambodia/~inclusion 
158 See: https://www.facebook.com/245258143092187/posts/national-institute-for-special-education-nise-of-ministry-of-education-youth-
and/247395182878483/ 
159 See Krousar Thmey. 2017.  Annual report. Phnom Penh: Krousar Thmey.   
See also https://www.facebook.com/245258143092187/posts/national-institute-for-special-education-nise-of-ministry-of-education-
youth-and/247395182878483/ 
See Krousar Thmey. 2020.  op.cit. 
160 Documents used to substantiate the information in Box 3, and which enabled the evaluators to secure a broader understanding of the 
experience, specifically those discussing the transfer of responsibilities, are not public and cannot be officially referenced.  
161 Van Gerwen, Frans. et.al. 2018. op.cit. 
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education to persons with sight and hearing 
impairment is managed by the Ministry and 
the support provided to children with 
disabilities is streamlined into the education 
system -- is in its first stages, the long term 
system level impact of the transfer of 
responsibilities remains to be seen in the 
years to come.162  
Moreover, a process tracing inspired 
assessment (see Annex 5) of the relevant 
outcomes collected and substantiated 
during this case study163confirms that 
increasing a focus on the needs of 
disabled persons and supporting the 
ministry’s ability to meet its policy obligation related to children with disabilities 
are necessary, but insufficient, factors to secure access to education of disabled 
children.  
This means that recognising the needs of disabled children to facilitate their 
attendance in regular schools, supporting the development of access for children with 
movement disabilities, increasing the number of teachers with specialised trainings, 
and improving the capacity within the ministry are all important steps to ensuring that 
children who have disabilities are able to secure an education. Ultimately, the 
resources available (number of schools with actual access facilities), and the number 
and location of schools for children with specific disabilities are critical to enabling 
the education of children with disabilities (see EQ 2).164  
The theory of change, developed through the review of documents and supported by 
interview and focus group data, shows the pathway taken by this impact and is 
depicted in Figure 24. This figure illustrates the input from Sida (grey), the outputs 
that were derived from this support (light green), the outcomes that could be 
documented (medium green), the outcomes that could not be verified or are debatable 
(brown), and the impact that could be deduced from the verified data collected (dark 
green).165 

 
 

 
 
162 Documents regarding the transfer of responsibilities are not public and cannot be officially referenced.  
163 This process is anchored on original data secured through interviews, and FGD.  See Annexes 2 and 3 list of respondents, and FCG 
participants. 
164 Van Gerwen, Frans. et.al. 2018. op.cit. 
See Krousar Thmey. 2017.  op.cit. 
Krousar Thmey. 2018.  Annual report. Phnom Penh: Krousar Thmey.   
Krousar Thmey. 2019.  Annual report. Phnom Penh: Krousar Thmey.   
Krousar Thmey. 2020.  op.cit.   
165 UNICEF. 2019.  op.cit. 
Frawly, Jack. Et al. 2019. op.cit. 

Box 3: Krousay Thmey 
Krousay Themey, was until recently, 
the body responsible for managing the 
only schools for persons with hearing 
and sight impairment in Cambodia.  A 
total of 4 schools for sight impaired, 
and 5 schools for hearing impaired 
pupils, located in 4 urban areas across 
Cambodia, have now been transferred 
to the MoEYS.  In future, the financial 
responsibility will rest with the 
government.  The technical competence 
is being transferred to the MoEYS as 
part of a multiyear transition process.  
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Figure 24 Theory of change showing the main trajectory of support under Impact 3 
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4.1.5 Impact 4 – Improved access to employment 
Impact 4: Sida has contributed to improving access to employment opportunities 
for children and youth who finish high school  
Sida has contributed to improving the access to employment opportunities for 
children and youth who finish high school through the development of a Career 
Guidance and Counselling in Secondary Schools system that was piloted (developed 
and tested) by Finn Church Aid in 20 high schools across two provinces between 
2019-2021.166  The counselling and career guidance system focuses on improving the 
understanding that high school students have about the opportunities available to 
them and on how to access them.  The approach has been studied and has identified a 
series of lessons learned, including how to best respond to the needs of high school 
students in a gendered way.167  The impact of this effort will be multiplied once it is 
effectively rolled out by the MoEYS, a process which has been initiated.168 
Sida support, through Finn Church Aid, has also enabled the development of policies 
and strategies, with MoEYS, to support this venture and provide the necessary 
training to teachers so that they are able to counsel students effectively.  The effort is 
linked to the Ministry of Labour and is also linked to the Swedish National 
Employment Service 
(Arbetsförmedlingen), 
which appears to have 
close ties to its 
Cambodian 
counterpart.169  
In addition, Sida has 
supported the Academy 
for Culinary Arts 
Cambodia (ACAC), 
which is a TVET entity 
focusing on high 
quality, internationally 
recognised culinary training (see Box 4).170  
Moreover, a process tracing inspired assessment (see Annex 5) of the relevant 
outcomes collected and substantiated during this case study confirms that 
increasing the support given to high school students, especially regarding 
opportunities available after graduation, is a necessary, but insufficient, condition 
to increase the value and role of education. 

 
 

 
 
166 Finn Church aid and Swedish Employment Service.  2017.  Op.cit. 
Chea, Chanthan. et al. 2021. op.cit. 
167 Finn Church Aid. 2021.  Final report: Research on Cost Effectiveness of Career Guidance Counselling Programme Implemented in 
Cambodia by FCA and the VOD within the MoEYS.   Cambodia: Finn Church Aid 
168 Finn Church Aid and Swedish Employment Service.  2017.  op.cit. 
Chea, Chanthan. et al. 2021. op.cit. 
Shift 360. 2018.  Final Narrative report-ACAC: 2015-2018: Phnom Penh: Shift 360 
169 Finn Church Aid. 2021.  op.cit. 
170 Shift 360. 2018.  op.cit. 

Box 4: Academy of Culinary Arts- Cambodia (ACAC) 
ACAC aims to provide high quality, internationally recognized 
culinary training. Pupils are selected based on merit and interest and 
must hold a high school degree and have sufficient language 
proficiency (English).   
It was founded by a Civil Society Organisation “Shift 360”, but the 
intent has been for it to operate as an independent private entity which 
counts with government partnership.  As such it is identified by some 
documents and respondents as a Public-Private-Partnership.  The legal 
framework for the existence of ACAC exists and as of 2021 the entity 
is no longer a project of Shift 360, but rather under the Cambodian 
Tourism Federation.  Currently, however, the entity is fully dependent 
on donor aid to continue operations (see Final narrative report 2021).  
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The theory of change, developed through the review of documents and supported by 
interview and focus group data, shows the pathway taken by this impact and is 
depicted in Figure 25. This figure illustrates the input from Sida (grey), the outputs 
that were derived from this support (light green), the outcomes that could be 
documented (medium green), and the impact that could be deduced from the verified 
data collected (dark green). Critically, the dotted line between outcomes and impact 
refers to the fact that, without actual viable options, the impact cannot be attained.  It 
is also important to note that, while ACAC provides one opportunity -- and it is an 
important one, and one funded by Sida -- it cannot resolve the gap in opportunities 
attested to by multiple respondents.171 

 
 

 
 
171 Finn Church aid and Swedish Employment Service.  2017.  op.cit. 
Chea, Chanthan. et al. 2021. op.cit. 
Shift 360. 2018.  op.cit. 
These efforts are well aligned with the MoEYS. 2021. Cambodia Secondary Education Blueprint 2030 – Cambodia. Phnom Penh: 
Ministry of Education Youth and Sport 
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Figure 25 Theory of change showing the main trajectory of support under Impact 4 
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4.1.6 Supplementary Findings 
Some of Sida’s efforts have not led to verifiable impact but deserve mention 
because the output or outcome that has been generated shows potential and has 
laid the foundation for important progress.  This means that, at some point in the 
future, the efforts supported to date by Sida may generate worthy impacts.  
Monitoring and evaluation: Sida’s support to the improved monitoring and 
evaluation capacity of the MoEYS has the potential to improve the quality of 
education in Cambodia.172 
Corruption reduction: Sida may have173 contributed to the reduction of corruption 
within the education system, specifically in terms of direct payments to teachers, and 
in reducing the misappropriation of funds from school coffers.   
Social integration -- rights claiming and recognition: Children who are from 
minority groups and children with disabilities are able to engage with society in a 
more active way, including by demanding their rights, and feel more valued by their 
own communities and by society at large.174 
Here the focus is on areas where impact has not yet materialised, or cannot be fully 
documented, but where the potential for impact in the future is recognised.  The 
evaluators have determined that including these potential/not fully documented 
impacts is important because they are issues where the Sida contribution has been 
considerable and where securing impact is outside Sida’s sphere of influence and/or 
where a longer-term implementation is required to secure impact.  Recognising 
potential is valuable, as lessons can be learned from these experiences even if impact 
has not been fully secured yet.  Indeed, if impact does materialise at a future date, 
overlooking the Sida contribution would constitute a clear omission.    

i. Improved Monitoring and Evaluation 

Sida’s support to the improved monitoring and evaluation capacity of the MoEYS 
has the potential to improve the quality of education in Cambodia. 
Sida has made considerable efforts to improve the MoEYS’ capacity to monitor the 
provision of education.  These efforts included both the support through UNICEF, 
which has aimed to strengthen the MoEYS generally, as well as direct in-kind 
contribution from Sweden to Cambodia.175  The latter involved direct engagement 
between the Swedish Schools Inspection for the Education Quality Assurance 
Department and the MoEYS.  The approach taken by Sweden has been described as 
one that allowed the Cambodian counterparts to determine how they wanted to move 
forward, while the Swedish counterparts focused on facilitating the process and, 
where relevant, shared their own knowledge and experience. While multiple 
respondents praised the process itself as a positive step towards developing a 
monitoring capacity within the MoEYS, currently there is no indication that the 
 

 
 
 
172 Van Gerwen, Frans. et.al. 2018. op.cit. 
173 Respondents consistently agree that the steps taken are positive and may have reduced corruption, but it is impossible to know with 
certainty how much progress has or has not been made.  
174 Multiple respondents across multiple categories attest to this dynamic. See Frawly, Jack. Et al. 2019. op.cit. 
175 Van Gerwen, Frans. et.al. 2018. op.cit. 



4     F I N D I N G S  -  E V A L U A T I O N  Q U E S T I O N S  O N  I M P A C T  

 

74 
 

department charged with monitoring and evaluating performance of schools and staff 
therein has been able to fulfil its tasks.   
Overall, there appears to have been a conflict between Sida’s ability to support the 
development of the tools needed by the unit, and the unit’s ability to absorb these.176 
The evaluation team is unable to determine with certainty the reasons for this, but it 
seems there is some reticence at different levels within the MoEYS and that this has 
stalled the process.  However, respondents consistently noted that having a 
monitoring and evaluation capacity is important, and that making use of it will be 
essential to improving the quality of education in Cambodia.   
Critically, the degree to which the MoEYS makes use of the capacity generated 
through Sida support is outside Sida’s sphere of influence. The primary data collected 
shows that having this capacity is necessary for any monitoring to take place, but 
simply having the capacity does not ensure that it is used. As long as the capacity is 
not used, it will not have an impact on the quality of education, although its existence 
signals the potential for impact in the future. 

ii. Corruption reduction 
Sida has (potentially) contributed to the reduction of corruption within the 
education system, specifically in terms of direct payments to teachers, and in 
reducing the misappropriation of funds from school coffers. 
As was mentioned earlier (see Corruption in education), corruption is a problem 
throughout Cambodian society,177 and has had an impact in the education sector at 
multiple levels.  Sida played a role in supporting the ministerial shift in how funds 
were transferred to teachers (salaries) and to schools.  Specifically, in its engagement 
with the Ministry of Finance (funding), Sida demanded, upon the request from 
MoEYS leadership, that teachers and schools be paid directly through a 
personal/school bank account.178 In addition, through the CDPF, Sida has also 
supported other schemes that have bolstered the integrity of teacher salaries.179  
The introduction of direct payment for salaries (teachers) and for school budgets has, 
according to multiple respondents, reduced the amount of skim-off at the provincial 
and district levels (see Figure 8). Earlier literature and data, including data collected 
during the evaluation by the authors of this report, suggest that the corruption 
practices were far more commonplace during the first decade under review.180 The 
data collected from parents suggests that some children still have to pay for the free 
education they receive, but there are indications from respondents who participated in 
this assignment that the proportion of parents having to pay is decreasing (see Figure 

 
 

 
 
176 An evaluation of Capacity Development Support by Scandinavian Countries conducted in 2015 highlighted some of the key issues 
requiring consideration to ensure successful capacity development support.  Overall, the findings of this assessment suggest that the 
success of this type of effort would have required a stronger set of objectives to ensure that the investment would materialize.  See 
Sorensen, Svend Erik et al. .2016. Joint Scandinavian Evaluation of Support to Capacity Development Support.   Stockholm: Sida 
177 See: https://www.ticambodia.org  
178 Sida. nd. Concluding Assessment of the School Improvement Fund programme 2018-2021. Notes. Provided by the Royal Swedish 
Embassy in Cambodia to the evaluation team 
179 https://www.vsointernational.org/news/blog/no-more-missing-pay-cheques-for-teachers-in-cambodia 
See also Cambodia Independent Teachers Association. Nd. Teachers Salary Terms and Conditions Position Paper 2013-2015  
180 Brehem, William. 2016. The Structures and Agents Enabling Corruption in Cambodia. in Kitamura, et al.  Political Economies of 
Schooling in Cambodia. New York: Palgrave MacMillan 
See also IIEP.2011.   Education and Fragility in Cambodia. UNESCO: IIEP Papers 

https://www.ticambodia.org/
https://www.vsointernational.org/news/blog/no-more-missing-pay-cheques-for-teachers-in-cambodia
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8). When they occur, payments most often are for the provision of additional support 
from teachers to secure good exam results.181 
According to multiple respondents, paying teachers and schools directly reduces the 
opportunities for corruption, but does not eliminate the practice.182 Direct payments 
remove the possibility for automatic skimming-off by district and provincial level 
administrators but, of course, the possibility of pay-back to district or provincial 
administrators is still there. The increase in teachers’ salaries and the direct payment 
of salaries have reduced the need for child pay-backs to teachers (see  
Corruption in education). 

iii.   Social integration, rights claiming and recognition 

Children from minority groups and children with disabilities who secure an 
education are better able to engage with society in a more active way, including by 
demanding their rights, and feel more valued by their own communities. 
Data collected during the interviews conducted, as well as evaluations of the 
multilingual education effort, suggest that enabling minority groups to secure an 
education has a far-reaching impact.183  The data suggests that children who are 
unable to actively engage with society, be it because they do not speak the most 
commonly spoken language or because they suffer from a disability (sight, hearing or 
other impairment), feel unworthy and are often considered unworthy.184  This data 
suggest that by facilitating access to education for these children, Sida has not only 
enabled them to potentially have access to basic skills (reading and writing), but has 
also facilitated a much more fundamental process in regards to self-worth and 
engagement within society, both by supporting the development of multilingual 
education and by supporting processes to strengthen the quality of education for 
persons with disability and/or improving access to education for children with 
disabilities.185   

 
 

 
 
181 Brehem, William. 2016. The Structures and Agents Enabling Corruption in Cambodia. in Kitamura, et al.  Political Economies of 
Schooling in Cambodia. New York: Palgrave MacMillan 
See also IIEP.2011.   Education and Fragility in Cambodia. UNESCO: IIEP Papers 
182 See also: https://www.vsointernational.org/news/blog/no-more-missing-pay-cheques-for-teachers-in-cambodia 
183 Frawly, Jack. Et al. 2019. Strategic Evaluation report: Education for Ethnic Minorities Programme: Cambodia. Australian Aid and 
CARE.   
See Krousar Thmey. 2017. op.cit. 
See Krousar Thmey. 2018.  op.cit. 
See Krousar Thmey. 2019.  op.cit. 
See Krousar Thmey. 2020.  op.cit.   
184 Studies from other countries have been able to substantiate this finding more robustly.  Sida. 2003. Sida Funded Projects through 
UNICEF 1998-2002. Sida Evaluation 03/41.   
This evaluation found that “Improving the self-esteem of children and women is marked in connection with the intercultural and bilingual 
education activities.”  The extrapolation made by some respondents in the case study of Cambodia, can therefore find supportive 
evidence from other contexts.  
185 Frawly, Jack. Et al. 2019. op.cit. 
See Krousar Thmey. 2017.  op.cit. 
See Krousar Thmey. 2018.  op.cit.  
See Krousar Thmey. 2019.  op.cit.   
See Krousar Thmey. 2020.  op.cit. 

https://www.vsointernational.org/news/blog/no-more-missing-pay-cheques-for-teachers-in-cambodia
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4.1.7 Challenges and Opportunities 
Materialising impact, as well as multiplying the impact attained, requires having the 
necessary influence (sphere of influence) and an enabling environment.  Here some 
key challenges and opportunities are discussed.  
1. Context and Conditionality: Sida has been able to exert influence, but has not 
had, nor has it demanded, the opportunity to control activities in pursuit of 
specific results.  
Sida’s approach to providing support has tended not to be condition driven.  Rather, 
the focus has been on enabling (and even encouraging) the MoEYS to set its own 
priorities.  The single exception to this has been on gender, where Sida has been clear 
in its basic requirement that any effort considers gender equality. On the one hand, 
this approach aims to ensure ownership at the local level and, indeed, demanding the 
consideration of gender equality is an issue that is currently commonplace and does 
not tend to cause contention.186   
On the other hand, not having conditions for progress can limit the degree to which 
Sida can make use of its experiences from elsewhere and make sure these are 
capitalised upon. Importantly, the issue of conditionality is not a simple one.  
Conditions, or the lack thereof, are not inherently positive or negative, but rather each 
presents challenges and opportunities. Placing conditions can serve to ensure that 
lessons from elsewhere are more clearly absorbed, while not placing conditions can 
allow recipients of support to have greater ownership and to choose what to emulate 
and what to ignore (see next point). A key argument mentioned against the use of 
conditions in Cambodia is the slowness of progress; specific note was made that 
conditions could rapidly make objectives unreachable and thus compel the halting of 
support, or render it meaningless, because all actors understand the conditions cannot 
be enforced.187  
2. Sida- worldwide knowledge: Sida has utilised its knowledge from elsewhere in 
a tacit form and facilitated opportunities for counterparts to learn.   
Sida has considerable knowledge based on its experience as a donor to the education 
sector over many decades.  While each context is different, there are lessons that can 
be shared. As noted in the previous point, Sida’s approach in Cambodia has been to 
limit conditionalities and allow the key stakeholders to arrive at their own 
conclusions based on information shared.  According to interview respondents, Sida 
has, for example, facilitated visits from Cambodia to Sweden for key MoEYS staff.  
While the approach taken by Sida may yield notable results it may also be the case 
that some lessons and experiences are not fully capitalised upon.     

 
 

 
 
186 See Ministry of Foreign Affairs. 2002. Country Strategy for Development Cooperation with Cambodia 2002-2006.  Stockholm: MFA  
Ministry of Foreign Affairs. 2005. Strategy for Development Cooperation with Parts of South Asia -January 2005-Deember 2009.  
Stockholm: MFA  
Ministry of Foreign Affairs. 2012. Strategy for Swedish Development Cooperation with Cambodia 2012-2013.  Stockholm: MFA 
See also Sida. 2004. Cambodia Country Report. Stockholm: Sida 
Van Gerwen, Frans. et.al. 2018. op.cit. 
187 For a discussion on the impact of conditionalities in the Cambodian context see: Tan, C. 2010. Educational policy trajectories in an era 
of globalisation: Singapore and Cambodia.  Prospects: Quarterly Review of Comparative Education, 40(4), 465-480 
The article notes that a middle ground between western conditions and national approaches is needed for success.  The focus on 
ownership used by CDPF would likely align with the suggestions made by Tan, C in 2010. 
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3. Education system architecture:  The complexity of the education system in 
Cambodia, including the number of actors and the spheres of influence of 
different actors within the MoEYS, plays a critical role.  
The data collected from a wide number of respondents suggest that the current 
Education Minister is a forward-looking and dynamic individual who is not afraid of 
change; however, the degree to which he is able to generate change was a point of 
contention amongst respondents.  Multiple respondents agreed that, while leadership 
at the highest levels in Cambodia recognise the need for fundamental and drastic 
change, many actors within the Ministry are less keen and can potentially block the 
operationalisation of change. In addition, while the MoEYS is the body responsible 
for developing policies and strategies, and indeed has developed many of these, in 
some instances it is unable to implement them.188 First, there is the challenge of the 
internal blocking of progress. For example, some respondents mentioned that, 
although the MoEYS understands that quality pedagogical material is a cornerstone to 
quality education, this knowledge is not acted upon because key staff at the Ministry 
have royalty rights over published material and therefore have limited interest in 
curricular changes. This suggests that within the Ministry itself there are important 
“unofficial” spheres of influence that wield considerable power over the 
operationalisation of changes.  Second, implementing all the tools developed requires 
considerable resources and demands considerable change. The downside of such a 
large infrastructure is that there is a considerable cadre of actors who need to be 
trained and supported for policy, strategy and planning changes to be visible at the 
school level. Lastly, while difficult to trace, there are respondents who note that party 
politics and corrupt practices play a role.   
4. Education quality: Sida’s support to the MoEYS, directly (and indirectly 
through other actors), has aimed to improve the quality of education by 
improving/supporting training of teachers, school managers, SSC, and 
promoting discussion on quality.  
The MoEYS has a robust set of documents detailing what elements constitute quality, 
and how this should materialise, but there is limited evidence that efforts have 
translated into notable improvements.189  Still, there have also been important steps 
forward in relation to teacher training, training of SSC,190 and trainings for teachers 
on how to identify and address the needs of persons with disabilities.  Trainings on 
multilingual education as well as on career counselling have also been included in the 

 
 

 
 
188 Cambodia Education Review Volume 3, no 2019 
189 Andersen, Henny, et al. Supporting State Building for Democratization? A study of 20 years of Swedish Democracy Aid to 
Cambodia. Stockholm: EBA  
Van Gerwen, Frans. et.al. 2018. op.cit. 
See also ADB. 2013. Learning lessons: Education sector. Evaluation Document, June. Philippines: ADB 
190 See also: Sorensen, Svend Erik et al. .2016. Joint Scandinavian Evaluation of Support to Capacity Development Support.   Stockholm: 
Sida 
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compendium of support provided.  These have included pre-service and in-service 
efforts.191  Nevertheless, improving the quality of education remains a challenge.192  
 

4.2  KEQ 2: WHICH GROUPS LIVING IN POVERTY 
HAVE BEEN AFFECTED BY SIDA’S SUPPORT 
TO EDUCATION AND IN WHAT WAY? 
(PARTICULAR ATTENTION TO BE PAID TO 
MARGINALISED AND VULNERABLE GROUPS) 
( IMPACT)  

In the context of Cambodia, the support provided by Sida to the education sector has 
had a direct impact on poor people -- due to their general vulnerability – and on 
people with disabilities who are particularly vulnerable because they “lack equal 
access to education, training and employment.”193 A third group that has secured Sida 
attention and which can be categorised as particularly vulnerable are ethnic minorities 
who do not  speak Khmer as their mother tongue.  A 2002 ADB report found that 
access to education was, together with access to health, a key determinant in the 
ability of indigenous peoples to develop and improve their livelihoods.194  

4.2.1 Key Findings 
The data collected during this study shows that Sida support has benefited groups 
living in poverty in Cambodia. Specifically: 
General poor population: It is estimated that 13.5 percent of the population live 
below the poverty line (see Cambodia -- A General Overview) and the majority of the 
population live in rural areas; because the MoEYS, which has been supported by 
Sida, has focused its attention on rural populations, this means that Sida support 
reached groups living in poverty.195 
 

 
 

 
 
191 Andersen, Henny, et al. Supporting State Building for Democratization? A study of 20 years of Swedish Democracy Aid to 
Cambodia. Stockholm: EBA  
See: Cambodia Education Review Volume 3, no 2019 
Van Gerwen, Frans. et.al. 2018. op.cit.   
Finn Church aid and Swedish Employment Service.  2017.  op.cit. 
Chea, Chanthan. et al. 2021. op.cit. 
See also: Frawly, Jack. Et al. 2019. op.cit. 
Krousar Thmey. 2017.  op.cit. 
Krousar Thmey. 2018.  op.cit.  
Krousar Thmey. 2019.  op.cit.  
Krousar Thmey. 2020.  op.cit.  
OECD. 2018. Education in Cambodia: Findings from Cambodia Experience in PISA for Development.  PISA For Development 
192 ADB. 2013. Learning lessons: Education sector. Evaluation Document, June. Philippines: ADB 
OECD. 2018. op.cit.  
193 https://www.ilo.org/wcmsp5/groups/public/---edemp/---ifpskills/documents/publication/wcms115096.pdf 
See: https://borgenproject.org/disability-and-poverty-in-cambodia/ 
194 See: https://www.adb.org/sites/default/files/publication/28021/indigenous-peoples-cambodia.pdf 
195 See https://www.adb.org/countries/cambodia/poverty#accordion-0-0 
https://www.cia.gov/the-world-factbook/countries/cambodia/ 
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Vulnerable groups: 
1. Ethnic minorities:  Ethnic minorities whose mother tongue is not Khmer have 
more limited opportunities to access education and to engage in society more fully.  
Therefore, they are considered particularly vulnerable.  Sida supported this group at a 
systemic level, and more specifically through the development of educational 
material that can enable this population to benefit from education and enter the 
educational system.196   
2. Persons with disabilities:  Persons with disabilities have more limited opportunities 
to access education, and to engage in society more fully.  Thus, they are considered 
particularly vulnerable.  Sida supported this group generally, at a systemic level; it also 
provided more specific support to persons who are sight and hearing impaired.197   

4.2.2 General poor population 
It is estimated that 13.5 percent of the population live below the poverty line (see 
Cambodia -- A General Overview), and the majority of the population live in rural 
areas; because the MoEYS, which has been supported by Sida, has focused its 
attention on rural populations, this means that Sida support reached groups living 
in poverty.198 
At a more granular level, Open Development Cambodia has determined through a 
household questionnaire that the proportion of homes living in poverty varies from 7 
percent in Phnom Penh to 28 percent in Koh Kong province (see Figure 26).  

 
 

 
 
196 Frawly, Jack. Et al. 2019. op.cit.   
UNICEF. 2019.  op.cit. 
197 Krousar Thmey. 2017.  op.cit.   
Krousar Thmey. 2018.  op.cit. 
Krousar Thmey. 2019.  op.cit.   
Krousar Thmey. 2020.  op.cit.   
Van Gerwen, Frans. et.al. 2018. op.cit. 
198 See https://www.adb.org/countries/cambodia/poverty#accordion-0-0 
https://www.cia.gov/the-world-factbook/countries/cambodia/ 
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Figure 26 Percentage of households living in poverty by province199 

 
Moreover, the higher proportion of rural populations being poorer than their urban 
counterparts is well documented.200 This data suggests that supporting the expansion 
of an education system to rural areas automatically means supporting the poorer 
populations. Additionally, according to the Borgen Project, poverty is a major 
limitation to attending school because families do not have the funds to pay for 
materials, uniforms or transport.201 
Overall, the systemic approach taken to support education in Cambodia over the last 
two decades, and more specifically through the SIF/SOF and CDPF over the last 10 
years, has meant that the most vulnerable groups amongst the general population -- 
the poorest -- have stood to gain the most.  The specific impact of this support is 
detailed in the previous section under Impacts 1.  

4.2.3 Vulnerable Groups  
Vulnerable groups: In addition to supporting the general population, and the poorest 
among them, Sida’s support has also specifically focused on two vulnerable groups: 
persons from minority ethnic groups and persons with disabilities.  

i.  Ethnic minorities:   

Ethnic minorities whose mother tongue is not Khmer have more limited 
opportunities to access education and to engage in society more fully.  Thus, they 
are considered particularly vulnerable.  Sida supported this group at a systemic 

 
 

 
 
199 See: https://opendevelopmentcambodia.net/topics/poverty-policy-and-regulation/#ref-155800-8 
200 See Engvall, Anders, Örjan Sjöberg and Fredrik Sjöholm. 2007. Poverty in Rural Cambodia: The Differentiated Impact of Linkages, 
Inputs and Access to Land. IFN Working Paper No. 706, 2007 https://www.ifn.se/media/s2zppb4u/wp706.pdf,  see also WDV. 2012. 
ADV 2012. Rural Development for Cambodia: key issues. https://www.adb.org/sites/default/files/publication/29792/rural-development-
cambodia.pdf 
201 https://borgenproject.org/ 
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level and more specifically through the development of educational material that 
can enable this population to benefit from education and enter the educational 
system.202     
People living in areas predominantly populated by minority groups are, according to 
Minority Rights Group International, and supported by some interviews, vulnerable 
to land grabs, as they tend to live in isolated, sparsely populated areas.203 The ADB 
report also highlighted language as a critical barrier to providing ethnic minority 
groups with an education; other factors were also listed, such as difficulty securing 
qualified teachers willing to work in these areas.204 
Unsurprisingly these populations have less access to education facilities, and when 
they do have access, the schooling is in Khmer; thus, young children frequently do 
not understand the teachers. Within this context the support provided to minority 
groups through multilingual education (see Impact 2 – Support to children of 
linguistic minorities) has been critical. 
This type of support stands to change the prospects of children from minority groups 
considerably once it has been scaled-up by the government (see also Figure 6). Until 
now, the main impact has been for those who have been able to access the pilot 
schools, particularly those managed by CARE, or the schools offering MLE as part of 
the Bridge programme.205   
According to a recent evaluation of the Education for Ethnic Minorities programme, 
funded by UNICEF with Sida support, the impact of the efforts thus far has been 
considerable: it has enabled the provision of high-quality education to children from 
minority groups.  The quality of the education has been measured not only on the 
basis of academic themes (languages, mathematics), but also on good school 
management, inclusion of the community and, critically, the increased recognition 
given to cultural heritage. According to interview respondents, this last point is 
important, as it stands to play a critical role -- indeed, in some instances, it already is -
- in improving the sense of self of minority individuals and in the way communities 
view themselves and their roles in society (see Indirect Potential Impact 1 in the 
previous sub-section).206  Indeed, even schools that are part of the Bridge programme, 
where the focus was more exclusively on language alone, have also showed 
considerable success in terms of increased enrolment of ethnic minorities.207 
Overall, the findings show that ethnic minorities have been prioritised and have been 
reached. Critically, the systems approach has included multiple avenues of support, 
not only at the policy level, and in supporting the use of pilot schools (UNICEF), but 
also in the development of a comprehensive multilingual education programme where 
quality has been a central element (Education for Ethnic Minorities programme 
funded by UNICEF).  Taken together, these efforts have been able to support both a 

 
 

 
 
202 Frawly, Jack. Et al. 2019. op.cit.   
UNICEF. 2019.  op.cit. 
203 See: www.minorityrights.org 
204 See: https://www.adb.org/sites/default/files/publication/28021/indigenous-peoples-cambodia.pdf 
205 Frawly, Jack. Et al. 2019. op.cit.   
UNICEF. 2019.  op.cit. 
206 Frawly, Jack. Et al. 2019. op.cit.  
207 UNICEF. 2019.  op.cit. 
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paradigm shift towards recognising the importance of multilingual education, and 
improvements in access to education for children from minority groups – and, in 
some instances, improved access to superior quality education.   

ii. Persons with disabilities   

Persons with disabilities have more limited opportunities to access education and 
to engage in society more fully.  Thus, they are considered particularly 
vulnerable.  Sida supported this group generally, at a systemic level; it also 
provided more specific support to persons who are sight and hearing 
impaired.208    
Persons with disabilities, particularly those requiring special education, have more 
limited opportunities to access education and to more fully engage in society because 
there are few education facilities that can cater to their needs, despite the existence of 
robust legal and policy frameworks designed to support persons with disabilities.209   
A 2017 survey showed a total of 44,759 children in primary school nationwide 
suffered from some form of disability. Amongst these, the most prominent form of 
disability was categorised as “emotional disturbance”.210  Interviewees for this 
assignment have confirmed, however, that Cambodia has not yet been able to put in 
place a mechanism to address disabilities of a psychological nature (e.g., trauma or 
learning disability).  Rather, to date, the focus has been on physical impairment.  
Table 3 shows the results of the aforementioned survey in relation to the types of 
physical impairment recorded by the survey.211   

Table 3 Disability by province, type, and gender – of primary school children212 

 Visual impairment  Hearing impairment  Movement disorder  

Province  Male  Female  Male  Female  Male  Female  

Phnom Penh  574  150  125  67  40  19  

Kandal  331  150  199  130  105  53  

Takeo  294  210  265  162  106  73  

Kampot  211  78  103  48  57  34  

Kep  25  36  12  9  9  2  

Preash Sihanouk  34  12  12  4  7  1  

Koh Kong  58  12  23  24  10  7  

Pailin  16  48  28  20  11  5  

Banteay Meanchey  206  222  190  149  68  44  

 
 

 
 
208 Krousar Thmey. 2017.  op.cit.   
Krousar Thmey. 2018.  op.cit. 
Krousar Thmey. 2019.  op.cit.   
Krousar Thmey. 2020.  op.cit.   
See: Van Gerwen, Frans. et.al. 2018. op.cit.  
209 https://www.ilo.org/wcmsp5/groups/public/---edemp/---ifpskills/documents/publication/wcms115096.pdf 
210 Nishio, Akihiro. 2019. History and Current Situation of Education for Children with Disabilities in Cambodia.  A grey Literature 
review.  Creative Education. Vol. 10. No 8. 
211 Ibid. 
212 Ibid.   
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Battambang  335  234  258  199  117  66  

Pursat  212  138  179  146  140  80  

Kompong Chhnang  106  102  59  48  48  34  

Kompong Speu  106  180  171  118  95  72  

Svay Rieng  57  42  38  24  15  13  

Prey Veng  238  144  124  81  83  60  

Kompong Cham  139  138  87  100  55  45  

Kratie  79  66  87  64  89  70  

Kompong Thom  147  90  85  50  78  46  

Siem Reap  580  420  361  248  138  104  

Oddar Meanchey  59  96  72  70  11  14  

Preah Vihear  47  66  65  52  31  15  

Stung Treng  13  54  48  14  6  9  

Ratanakiri  66  78  91  56  56  48  

Mondulkiri  31  30  27  29  12  9  

Tboung Khmum  181  108  88  72  76  53  

Total  4,145  2,904  2,797  1,984  1,463  976  

The data shows that visual impairment is the most common of the three disabilities 
examined, and that all three disabilities are present across the country.  This is 
particularly problematic since the limited number of schools for children with hearing 
or visual impairment are located exclusively in four urban centres (mainly in Phnom 
Penh, Kampong Cham, Battambang, and Siem Reap).  This limits access for poorer 
people who do not have the resources to ensure their child secures education at one of 
the specialised schools.213  
In addition to supporting the education of persons with hearing and sight impairment 
through the development of improved training material for hearing and sight impaired 
persons, through a UNICEF run effort,214 Sida has played an important role, through 
its systemic approach, in supporting the MoEYS, to ensure children with movement 
impairment are not excluded from the regular educational system.  A critical step 
forward has been the push to have all schools be made accessible to persons with 
movement impairment. Of course, other factors influence a child with movement 
impairment’s ability to reach school facilities, such as the distance to the school, the 
type of impairment and the kind of aids they need to facilitate their movement versus 
those they have access to. In sum, the presence of ramps is a necessary, although 
insufficient, step towards ensuring that children who suffer from movement 
impairment can access an education. The promotion and building of classroom ramps 

 
 

 
 
213 Krousar Thmey. 2017.  op.cit.   
Krousar Thmey. 2018.  op.cit. 
Krousar Thmey. 2019.  op.cit.   
Krousar Thmey. 2020.  op.cit.   
214 Krousar Thmey. 2019.  op.cit.   
UNICEF. 2019.  Country Office Annual Report: Cambodia.  Cambodia: UNICEF 
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serve to ensure that, if children can get to the school, they have access to the 
classroom.   
Importantly, in the case of persons with disabilities, a Sida grantee, Finn Church Aid, 
has also launched a programme to support persons with disabilities to secure 
employment after their education is complete. Although this has been done with 
funding that did not come from the education sector, it is worth noting here, because 
this type of support makes a direct link between Impact 3 – Supporting children with 
disabilities in the previous sub-section with the result detailed here, and can have 
clear implications for multidimensional poverty reduction.215   
The findings show that persons with hearing or sight impairments who can access 
education are able to secure an improved education because of the support provided 
by Sida.  The development and roll out of improved curricula for the hearing or sight 
impaired is a positive step forward and certainly a necessary effort, but it is 
nevertheless insufficient to ensure children gain access to education. Indeed, there are 
many factors that can prevent access to special schools -- not least, the fact that these 
schools are so few and are concentrated in a limited number of urban areas.216  
However, for those who do have access, the education provided is an important step 
forward.  Some respondents have posited that, for persons with disabilities, having 
access to an education is a critical step towards improving their sense of self-worth, 
value in society and to accessing their rights.217   
Overall, most of the support provided by Sida has, in one way or another, impacted 
the lives of marginalised or vulnerable groups.  
 

 
 

 
 
215 This effort was confirmed in interviews and discussions, but documents could not be made available to the evaluation team.  
216 Krousar Thmey. 2019.  op.cit.   
217 Krousar Thmey. 2017.  op.cit.   
Krousar Thmey. 2018.  op.cit.  
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6     C O N C L U S I O N S  
 

 

5 Findings – EQs on Sustainability 

 

5.1  KEQ 3: WHICH FACTORS HAVE 
CONSTITUTED CONDITIONS FOR 
SUSTAINABLE AND RESILIENT RESULTS OF 
SIDA’S SUPPORT TO EDUCATION? 
(SUSTAINABILITY)  

Sustainability is understood as the continuation of the net benefit of a contribution.218  
However, net benefit is not static. Unlike the delivery of a good or service, 
achievement of sustainability in this context must be understood as a complex system 
in which transformation is as important as continuity. The mere persistence within a 
complex system of a policy, programme, or project is not proof of its sustainability if 
it is no longer meeting the need for which it was designed (or if that need is being 
better met by some other means). Therefore, here we have explored the sustainability 
of Sida’s support at four distinct levels: replication, consolidation, sectoral and/or 
social transformation (see Key definitions – SIDA and OECD DAC). 
This has been a deliberate effort driven by the idea that support to the Ministry will 
translate into sustainable results. The findings of this case study suggest several 
interesting dynamics that affect sustainability.  Importantly, in addition to support 
provided directly to develop systems, and direct support to the provision of education 
services, within/by the MoEYS system, a key finding is that the systems approach 
taken has made use of a pilot modality, in some instances developed and/or 
implemented by NGOs, as a first step in the process of securing sustainable results. 
Several of the models introduced have followed a dynamic approach to sustainability, 
meaning that they are first replicated, then consolidated, then lead to systemic level 
support.  In some instances, some of the support provided has also led to, or has the 
potential to lead to, societal transformation (see Figure 27).   

 
 

 
 
218 See https://www.oecd.org/dac/evaluation/daccriteriaforevaluatingdevelopmentassistance.htm 

Figure 27 Sustainability Trajectory - Capitalising on a systems approach to support 

Replication Consolidation Sectoral 
transformation

System 
transformation



5     F I N D I N G S  –  E V A L U A T I O N  Q U E S T I O N S  O N  S U S T A I N A B I L I T Y  

 

86 
 

 

5.1.1 Key Findings 
The data collected during this study shows that Sida support has led to 
sustainability at all four levels. Importantly, the experience from Cambodia 
demonstrates that sustainability is not infallible, but dynamic, and hence may 
change over time. Specifically: 
Replication:  There are several initiatives that have been tried and tested and which, 
with continued financial support, can be replicated.  These include the continued use 
of materials provided to special education schools, the UNICEF funded, with Sida 
support, CARE-supported model for multilingual education, the Counselling and 
Career Guidance model developed and tested by Finn Church Aid, and the ACAC.219 
Consolidation:  Of the models that can be replicated, the approach to multilingual 
education, as well as the counselling and guidance approach (Finn Church Aid), are 
in the process of being integrated into the purview of the MoEYS.220 A third effort 
that deserves this categorisation is the incorporation of access ramps to school 
facilities.221  
Sectoral transformation: Sectoral transformation is not yet fully visible, but it is in 
the making and progress towards it is suggested.222  Examples include the 
development of plans and strategies that are foundational for the way the MoEYS 
operates, the integration of schools for sight and hearing impaired persons within the 
MoEYS, as well as the integration of the multilingual education concept and 
acceptance of its merit.  Once fully operational, the professionalisation of the 
Monitoring Unit within the MoEYS, as well as the counselling and guidance system, 
should also be categories considered as constituting a sustainable change to the 
sector. ACAC is also in the process of transition at this stage.  Once the ownership of 
the academy and its funding are fully transferred it will constitute a sustainable 
sectoral transformation.  
Social transformation: The expansion of access to education has changed the way 
society is able to understand education. The direct transfer of salaries and school 
resources to teachers and schools also deserves mention, as do the key opportunities 
for minority groups and persons with disabilities to gain considerably from the 
education provided -- specifically, to develop their own sense of self and identify 
more strongly their contribution to society.  If/when this impact materialises, it may 
also lead to a clear social transformation in terms of how persons from these groups 
are perceived by society at large. The role played by society in relation to education, 
perception of the value of education, is also critical here. 

 
 

 
 
219 Frawly, Jack. Et al. 2019. op.cit.  
Finn Church Aid and Swedish Employment Service.  2017.  op.cit.   
Chea, Chanthan. et al. 2021. op.cit.   
Shift 360. 2018.  op.cit. 
For a discussion on the importance of facilitating skills and links to skill gaining opportunities see: Sida. 2006. Country economic Report.  
Employment and Growth in Cambodia: an integrated economic analysis.  Stockholm: Sida 
220 Frawly, Jack. Et al. 2019. op.cit. 
Finn Church Aid and Swedish Employment Service.  2017.  op.cit.   
221 MoEYS. 2018. Policy on Inclusive Education.  Phnom Penh: Ministry of Education Youth and Sport 
222 Van Gerwen, Frans. et.al. 2018. op.cit.  
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5.1.2 Replication   
There are several initiatives that have been tried and tested and which, with continued 
financial support, will continue to yield their respective net benefit.    
First, Sida supported, through UNICEF, schools for sight and hearing impaired pupils 
with the development of curriculum and teacher training.  These materials (curricula), 
according to interview respondents, so long as they are used, will continue to provide 
improved quality education to the pupils who benefit from it.223  
Second, Sida supported, through UNICEF, the multilingual education approach 
developed by CARE for children from ethnic minorities which, according to the 
evaluation of said programme, has secured the implementation of an approach which 
is comprehensive, high quality and which can continue to generate results for future 
pupils if funding for the model is continued (see Consolidation below).224   
Third, the Counselling and Career Guidance model developed and tested by Finn 
Church Aid can also be replicated if continued funding is provided.  The model has 
enabled youth in a limited number of high schools to benefit from counselling and 
career guidance.  This support aims to enable youth finishing high school to gain an 
improved understanding of what they can do following the attainment of a high 
school diploma.  This effort is being transferred to the MoEYS (see Consolidation 
below) but could also be replicated if funding continued.225  
The ACAC is also an intervention which has received funding from Sida and which, 
if funded, can continue. At this stage, ACAC -- which is the only internationally 
recognised culinary institute in the country -- is in process of transition (see Sectoral 
Transformation).  However, its sustainability is currently fully dependent on 
continued external funding. This means that the net benefit of ACAC will continue so 
long as funding is available.  A reduction in funding would lead to a reduced net 
benefit (fewer pupils engaged in training) or to the total closure of the facility.226 
Importantly, ACAC is currently exploring ways by which the entity can become 
independently sustainable in the long term.  The transfer of ACAC from being a wing 
of a CSO (Shift 360), to being part of the Cambodian Tourism Federation is a step 
towards financial independence. However, limited funding available at Cambodian 
Tourism Federation means that the transfer of authority and responsibility does not 
guarantee that ACAC will have access to the minimum necessary financial support 
required to continue operating.227  
The critical value of replication is that it allows those who have access to the 
intervention being replicated to benefit from its impacts, and allows observers to 
witness the benefit from interventions conducted.     

 
 

 
 
223 Krousar Thmey. 2019.  op.cit.   
See: UNICEF.2019.  op.cit.  
224 Frawly, Jack. Et al. 2019. op.cit.   
225 Finn Church Aid and Swedish Employment Service.  2017.  op.cit.   
Chea, Chanthan. et al. 2021. op.cit.   
226 Shift 360. 2018.  op.cit.   
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5.1.3 Consolidation 
In addition to activities that can yield benefit from their continuation (replication), 
there are some efforts that have been, or are in the process of being, consolidated. 
This means that their sustainability is not only limited to the net benefit of the 
intervention itself, but that a mechanism is in place, or being put in place, to ensure 
that these activities are scaled up and that the net benefit experienced from a limited 
intervention model is expanded to have a wider reach and in turn a wider net benefit.   
The support provided by Sida to replicable models include the support to multilingual 
education, as well as the counselling and guidance approach. Both efforts are 
currently in the process of being integrated into the purview of the MoEYS. While 
not yet complete, this process can lead to ensuring that the net benefit from these 
interventions is expanded to a wider reach of beneficiaries and, critically, that it won’t 
be dependent on external funding. More specifically, the use of the CARE model 
stands to ensure that the support to minority children materialises as a good quality 
education. Likewise, the provision of counselling and guidance to children and youth 
in high school developed by Finn Church Aid stands to have a considerable impact on 
high school graduates in how they navigate the post-high school experience.228  
A third effort that deserves this categorisation is the incorporation of handicapped 
access to school facilities. The support provided at the systems level, within the 
MoEYS, has contributed to the Ministry’s commitment to ensure that all schools are 
made accessible for children with movement impairment. While it is known that 
some schools have already been upgraded, from the data it is unclear what proportion 
have been modified to date.229 

5.1.4      Sectoral transformation 
Swedish support has focused on a systems approach.  Therefore, while some 
interventions have been limited (pilot-like), the main effort has been within the 
Ministry itself, through the CDPF joint funding mechanism in recent years. The 
development of plans and strategies that are foundational to the way the MoEYS 
operates -- including the integration of a disability focus within the MoEYS (as 
manifested through the Policy on Inclusive Education, 2018), as well as the 
incorporation of multilingual education into the MoEYS plans, and the inclusion of 
counselling and guidance for high school students -- are all efforts which have made, 
or stand to make, considerable changes to the education system in Cambodia. It is 
also worth noting that efforts made through SIF/SOF are also to be continued as 
integral to the MoEYS, therefore these efforts can also be considered as contributing 
to sectoral transformation.  

 
 

 
 
228 Chea, Chanthan. et al. 2021. op.cit.  
See Frawly, Jack. Et al. 2019. op.cit.   
229 MoEYS. 2018. Policy on Inclusive Education.  Phnom Penh: Ministry of Education Youth and Sport 
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Likewise, the support provided to the Ministry to establish a robust framework for 
monitoring the education sector also stands to have a net benefit at a sector level.  
Importantly, this and the above listed achievements have not fully developed into 
operational change that generates a net benefit.  However, excluding them from a 
discussion on sectoral level sustainability would erroneously suggest that nothing is 
likely to be sustainable at the systems level.   
Rather, the experience shows that these efforts have the hallmarks of sustainability 
but require further development. In some instances, that development is on course 
(see Consolidation) to ensuring that the sustainability is underpinned by a clear net 
benefit.230  The best example of this challenge is the monitoring unit within the 
Ministry. Multiple respondents have confirmed that the unit is not yet operational, 
and it is unclear what will be required (politically and operationally) to ensure that it 
become operational, but the existence of the unit is sustainable and currently an 
integral part of the education system (i.e., the MoEYS itself). Critically, sectoral 
sustainability also has multiple steps, the first being the establishment of the 
frameworks that allow for sectoral change.  In the case of Cambodia, much of the 
changes are, at this level, materialised through the development of policies and 
strategies.231 
The way teachers and schools receive their funding (e.g., directly from the Ministry 
of Finance) is, however, a critical sectoral level shift that has proven to be 
sustainable. Indeed, there are no indications that this operational modality will 
change.  The inclusion of clustering of schools and SSC are also sustainable and 
constitute a systemic level change which has been supported, through capacity 
development, by Sida (CDPF).232  Lastly, and of critical importance, the shift in 
access to education and the facilitation of a broad primary education expansion signal 
the most visible systems change in education to which Sida, and other donors, have 
contributed.  However, it is difficult to dissect exactly what was due to Sida, what to 
other donors, and what may have happened without any external support.  Surely 
some educational capacity would have been developed in Cambodia even in the 
absence of external contributions, but it is quite likely to have been far smaller and 
less sustainable. The shift from NGO efforts to these endeavours being integrated into 
the ministerial system is an important step forward and one that Sida has contributed 
to by supporting the development of models with the intention that these would 
transition to ministerial ownership.233     

 
 

 
 
230 Van Gerwen, Frans. et.al. 2018. op.cit.   
231 ibid. 
232 ibid. 
233 This includes the transfer of schools for hearing and sight impaired persons from Krousar Thmey to the MoEYS, as well as efforts by 
Finn Church Aid and CARE. 
See: Chea, Chanthan. et al. 2021. op.cit.   
Frawly, Jack. Et al. 2019. op.cit.   
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5.1.5     Social transformation 
The expansion of access to education has changed the way society is able to 
understand education. The direct transfer of salaries and school resources to teachers 
and schools also deserves mention. Noteworthy, too, are the key opportunities for 
minority groups and persons with disabilities to gain considerably from the education 
provided, especially in developing their sense of self and a deeper identification of 
their contribution to society.  If/when this impact materialises, it may also lead to a 
clear social transformation in how persons from these groups are perceived. 
Sida has invested considerably in supporting the MoEYS in Cambodia and this has 
set the stage for sustainable results. At the same time, the findings show that societal 
transformation can either reinforce systemic change or challenge it.   
Specifically, in relation to quality of education: The MoEYS has a clear and 
comprehensive approach to how quality should be understood and what elements 
need to be in place to ensure quality.234  However, the MoEYS’ own assessments, as 
well as the PISA assessment, demonstrate that quality of education in Cambodia does 
not yet reach the minimum standards (focus on academic performance) established by 
the Ministry nor the more comprehensive ones (focus on approaches to education).235  
According to several respondents from multiple organisations, the MoEYS has 
responded to this challenge by introducing the New Generation School to showcase 
the importance of quality and demonstrate that the MoEYS can deliver high quality 
education at a low cost. This approach challenges the notion that only private 
education can secure high quality.  Still, the general consensus is that, for most pupils 
who attend the regular school system in Cambodia, education is far from able to 
deliver at a level that ensures pupils meet their minimum academic requirements. 
This is turn puts into question students’ ability to proceed with their education and/or 
secure employment for which a formal education is critical.  Multiple respondents, for 
more than one type of data source, noted that attending school in Cambodia, 
particularly higher grades, is more a question of status than an expectation that 
education will be the standard required to facilitate better employment opportunities.  
Some respondents noted that this dynamic is highly problematic because over time 
parents are likely to become disenchanted with education and eventually come to 
devalue it, failing to see its merit.236  From this perspective, education efforts that do 
not show the added value they bring can serve to weaken the importance of the 
service at the social level. This means that, while the education infrastructure 
currently in place is considered sustainable, should parents stop sending their children 
to school because they fail to see the value that education provides, the impact of 
education and its meaningful sustainability (net gain) can be considerably challenged.   

 
 

 
 
234 See: MoEYS. 2005. Policy for Curriculum Development 2005-2009.  Phnom Penh: Ministry of Education Youth and Sport. 
School Directors Standard. 2017 and Cambodia Education Review Volume 3, no 2019.   
Royal Government of Cambodia. 2002. Education for All: national plan 2003-2015 
MoEYS. 2019d.  op.cit. 
See also MoEYS. 2019f. op.cit. 
235 OECD. 2018. op.cit. 
236 A study on the use of private schools in Cambodia showed that parents with improved education themselves tended to seek out private 
education.  The reasons cited were quality of education, at multiple levels (curriculum, teacher skills, management). Available resources, 
within reason, played a less critical role.  The role the school could play in the child’s broader development (networks, preparation for 
society) played a critical role.  See Someth, T., et al. 2018. Parents' Perceptions toward Private Primary Schooling. University of 
Cambodia, Occasional Paper Series, 70. Phnom Penh: University of Cambodia 
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The opposite is true of schools where quality has been a stronger focus.  Respondents 
familiar with multilingual education and education for children with hearing and sight 
impairment noted that the provision of good quality education and being able to 
demonstrate that children who engaged in these schools were able to access 
opportunities that their contemporaries could not was central to the sustained success 
(net gain) and demand for increased services. Likewise, the expectation from 
interviewees is that ACAC and the counselling and career advice for teenagers will 
have a similar effect: once a broader number of the public become aware of the value 
of these types of support, social recognition of their value will serve to solidify their 
sustainability.237  

   

 
 

 
 
237 For a discussion on implications of quality see: World Bank Group. 2018.World Development Report 2018. Washington DC: World 
Bank.  
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5.2  KEQ 4: HAS SIDA’S SUPPORT TO 
EDUCATION HELPED EDUCATION IN 
PARTNER COUNTRIES LIVE UP TO THE 
DEMANDS OF GENDER EQUALITY AND 
FUNDAMENTAL HUMAN RIGHTS? TO WHAT 
DEGREE HAVE OTHER STAKEHOLDERS IN 
THE PARTNER COUNTRIES’ EDUCATION 
SECTOR TAKEN ON GENDER EQUALITY AND 
HUMAN RIGHTS? (SUSTAINABILITY)  

5.2.1 Key Findings  
Sida has played an important role in supporting compliance with the fundamental 
human rights of all primary school children in Cambodia, particularly children 
from minority groups or those with physical disabilities. Sida has also consistently 
supported gender equality in education. Specifically: 
Ethnic minorities: The support for children from minority groups who have been 
traditionally excluded from the educational process.238  Some of this support has 
also included gender sensitive pedagogy (UNICEF funded, with Sida 
resources, CARE programme for Ethnic Minorities).239 
Persons with physical disabilities:  The support for children with disabilities -- 
particularly, but not exclusively, those with hearing and sight impairment -- has 
helped ensure that children with these disabilities have access to quality education. 
The support provided to ensure that children with movement disabilities access 
education has also been important.240 

 
 

 
 
238 MoEYS. 2014b. op. cit. 
UNICEF. 2019.  op.cit. 
239 Gender-sensitive pedagogy means the mechanism used to reach gender and equity goals.  These serve to ensure that all students have 
equal opportunities to learn and that stereotypical gender roles do not impose limitations on development. Specific efforts to ensure that 
the curriculum is gender sensitive and does not enforce gender stereotypes are central to this pedagogy.  
Frawly, Jack. Et al. 2019. op.cit.   
See: Nabbuye, H. (2018). Gender-Sensitive Pedagogy: The Bridge to Girls' Quality Education in Uganda. Echidna Global Scholars 
Program, Policy Brief. Center for Universal Education at The Brookings Institution. Retrieved from https://www.brookings.edu/wp-
content/uploads/2018/11/Hawah-Nabbuye-FOR-WEBSITE.pdf   
Karlson, I., & Simonsson, M. (2011). A Question of Gender-Sensitive Pedagogy: Discourses in Pedagogical Guidelines. Contemporary 
Issues in Early Childhood, 12(3), 274–283. https://doi.org/10.2304/ciec.2011.12.3.274  
240MoEYS. 2018. Policy on Inclusive Education.  Phnom Penh: Ministry of Education Youth and Sport 
 Gender disaggregated data on the support to children with disabilities is not available.  Gender disaggregated data regarding disabilities 
can be seen in Table 3. 
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Gender inclusion:  Sida has supported and served to ensure that gender inclusion, on 
an equal basis, was not overlooked.241 Progress has been made, including in some 
aspects of gender construction.  Unfortunately, despite progress made, gender equality 
remains a challenge.242   
Quality of education and spheres of influence:  On the one hand, Sida has 
promoted the importance of quality education, as evidenced by what they have 
promoted at the structural/policy level discussions within the Ministry, their support 
for improved teacher training and the emphasis made on quality in relation to 
minorities and children with disabilities. However, Sida’s opportunity for influence 
(sphere of influence) has been limited; thus, Swedish support alone cannot be 
expected to lead to improvements in quality throughout the education system.243     
In the context of Cambodia, gender equality and fundamental human rights are 
understood to mean the provision of good quality education for all, without 
discrimination due to gender, ethnicity or degree of physical or mental ability. This 
definition is aligned with the Declaration of Human Rights (1948) and with the 
sentiment expressed by the MoEYS in relation to what constitutes quality (Key 
definitions - Education).244  However, the focus on quality poses some critical 
challenges regarding the provision of education for all.   

5.2.2 Education for all   
A considerable effort has been made in Cambodia to support the Ministry in its quest 
to enable children across the country to have access to primary education.  Some of 
the children excluded from this drive have been ethnic minorities and children with 
disabilities (see Ethnic minorities and persons with disabilities).  However, most 
respondents agree, and the PISA study as well as the MoEYS’ own data suggest, that 
education has not attained minimum standards.  Even when quality is reduced to basic 
academic skills -- such as reading, writing and simple arithmetic -- the data 
consistently shows that most children attending primary school in Cambodia fail to 
meet the minimum standard for their respective grade.245 
In view of these findings, some respondents posit that providing education to all, 
irrespective of the quality, is required in order to apply a rights-based approach, while 
others note that failing to provide quality education to all means that the human rights 
obligation is not met.  Between these two positions, most respondents agree that 
 

 
 
 
241 Sida. 2003. Country report: Cambodia.  Stockholm: Sida 
See also Frawly, Jack. Et al. 2019. op.cit.  
Finn Church Aid and Swedish Employment Service.  2017. op.cit.   
Chea, Chanthan. et al. 2021. op.cit. 
Shift 360. 2018.  op.cit.   
242 CDPF. Outcome Evaluation of CDPF, Phase I and II.  Cambodia. Report Brief. 
Van Gerwen, Frans. et.al. 2018. op.cit.   
For a broader experience of UNICEF’s work on gender and upstreaming work see UNICEF. 2014. An evaluation of UNICEF’s upstream 
work in basic education and gender equality (2003–2012). New York: UNICEF 
243 Van Gerwen, Frans. et.al. 2018. op.cit.   
244 See: See: MoEYS. 2005. Policy for Curriculum Development 2005-2009. Phnom Penh: Ministry of Education Youth and Sport.   
MoEYS. 2017. School Directors Standard. Phnom Penh: Ministry of Education Youth and Sport. and Cambodia Education Review 
Volume 3, no 2019.   
Royal Government of Cambodia. 2002. Education for All: national plan 2003-2015. Phnom Penh: Ministry of Education Youth and 
Sport. 
MoEYS. 2019d.  op.cit. 
See also MoEYS. 2019f. op.cit. 
245 OECD. 2018. op.cit. 
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ensuring education is of high quality requires more time than ensuring access, and 
they posit that access inherently comes before quality.  The important question, and 
one which did not secure a consensus amongst interviewees or documents reviewed, 
is how much time can reasonably lapse between the provision of access to education, 
and the assurance of quality of education (see Social transformation).   
Regardless of the response, it is important to underline that Sida has supported both 
access and quality. The latter has been specifically helped through support for the 
monitoring unit,246 which, as highlighted earlier, has not yet become active. 
Importantly, ensuring that the unit does become an operational and effective tool 
within the MoEYS is outside the sphere of influence of Sida support. Still, supporting 
the unit has been an important step towards ensuring that the basic human rights of 
children in Cambodia are met.   

5.2.3 Ethnic minorities and persons with disabilities 
These groups have received specific attention through the Sida support as evidenced 
in the previous sub-sections (see Vulnerable Groups).  In focusing support on these 
two groups, while paying specific attention to quality of education, Sida has been 
instrumental in ensuring that the basic human rights of the targeted beneficiaries have 
been met.  
In addition, the support provided has led to the integration of education for both 
groups into the MoEYS system.247  While Sida cannot ensure that the transition and 
the post-transition period make full use of the lessons learned and – crucially -- 
ensure that education remains of high calibre, the effort made by Sida, within their 
sphere of influence, has promoted the securing of respect for the fundamental human 
rights of these groups.   

5.2.4 Support to girls and the question of gender  
Sida has consistently placed gender and gender equality at the forefront of the support 
they provide. This is one area where conditionality is exercised and where 
interventions that do not have a gender equality element are not considered. 
Therefore, it can be argued that Sida has contributed to the mainstreaming of gender 
equality into the discussion in the education sector. However, the data shows that 
enrolments appear relatively equal between the sexes (see Figure 16), at least for the 
years where data is available.  Therefore, it is not possible to say whether or not 
Sida’s efforts to ensure that school attendance of girls be highlighted played an 
important role in ensuring attendance equality.   
Indeed, in terms of enrolment, gender parity is promising. The data also shows in the 
gender parity index248 that parity increases in favour of girls in lower secondary and 
in primary in relation to completion rates (see Table 4).     

 
 

 
 
246 Van Gerwen, Frans. et.al. 2018. op.cit.   
247 See MoEYS. 2018. Policy on Inclusive Education.  Phnom Penh: Ministry of Education Youth and Sport 
248 Ratio of female to male values of a given indicator. A GPI between 0.97 and 1.03 indicates parity between the genders. A GPI below 
0.97 indicates a disparity in favour of males. A GPI above 1.03 indicates a disparity in favour of females. 
See also: Ministry of Women’s Affairs of Cambodia. 2014.Education Gender in Education and Vocational Training Cambodia Gender 
Assessment 2014. Cambodia Scientific Research Publishing. Cambodia: Ministry of Women’s Affairs 
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Table 4 Gender Parity Index in Cambodia 2019249 

GPI in gross enrolment rate GPI in completion rates 

Primary Lower secondary Upper secondary Primary Lower secondary Upper secondary 

0.98 1.08 0.99 1.12 0.96 0.97 

Gender enrolment parity does not mean that there are no challenges remaining.  The 
2019 UNESCO report highlights that as recently as 2014 the propensity in Cambodia 
would be to take a daughter out of school, before a son.  Moreover the 2018 
evaluation of CDPF found that gender issues had not been effectively, or fully 
addressed.250 The work conducted by Finn Church Aid also showed that, despite 
gender parity in high schools, the needs of girls and boys were different and that a 
gendered approach to counselling and career advice was important.251  The evaluation 
of the CARE programme also found that gender is an issue that requires considerable 
attention, and needs to be included into curriculum (gender sensitive curriculum).252 
The survey results shed limited light on this, but interviews with multiple respondents 
noted that girls still face considerable challenges to securing an education.  
Given these findings, it cannot be shown that Sida’s support and focus on gender has 
had an impact (what would have happened otherwise?), but it can be assumed that its 
focus on ensuring that education be provided equally for boys and girls has served to 
support that the issue remains on the agenda.  In addition to ensuring that equal 
participation across the sexes be consistent, Sida has supported interventions which 
attempted to address gender differentiation and/or challenge gender constructions at 
different levels within the education system, as well as gender mainstreaming 
plans.253  A key issues that is mentioned in the literature as one not yet addressed is 
the violence that women are more often victims of and the need to address this within 
the education system.254 
Across all groups mentioned, Sida has contributed to positive change.  It is 
impossible to know what would have happened in the absence of Sida, but their 
support for adherence to fundamental human rights and gender inclusion are 
consistently well noted by respondents and underlined by the documents detailing 
efforts made in the sector. 
 

 
 

 
 
249 UNESCO. 2019. Global Education Monitoring report. Paris: UNESCO 
250 Van Gerwen, Frans. et.al. 2018. op.cit.   
251 Chea, Chanthan. et al. 2021. op.cit.   
252 Frawly, Jack. Et al. 2019. op.cit. 
253 Van Gerwen, Frans. et.al. 2018. op.cit.   
See also Ministry of Women’s Affairs of Cambodia. 2014. Education Gender in Education and Vocational Training Cambodia Gender 
Assessment 2014. Cambodia Scientific Research Publishing. Cambodia: Ministry of Women’s Affairs 
254 ibid. 
See also Royal Government of Cambodia. 2002. Education for All: national plan 2003-2015. Phnom Penh, Cambodia 
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6 Conclusions 
 
 
 
This section aims to conclude the assessment by examining the implications of the 
support provided to the education sector within the broader framework of Swedish 
development cooperation. 

6.1.1 Multidimensional poverty 
The linkages between education and multidimensional poverty are not direct or 
exclusive.  The literature generally agrees that education, at different levels, has an 
impact on poverty reduction.255  Indeed, this premise has been a cornerstone of 
Swedish development cooperation since the 1970s256 and was identified as a key 
factor blocking development in Cambodia as late as 2005.257  However, studies also 
show that education, and specifically primary education, while foundational, is far 
from sufficient to reduce multidimensional poverty.258  These concepts are not new. 
Indeed, the idea that poverty reduction is linked to improved education is well 
recognised259, and some entities define poverty as, amongst other things, the lack of 
education.260  The key question that needs to be asked is: What type of education, and 
for whom, will reduce whose poverty?  On this, the literature is divided. A 2006 Sida 
report noted that education was one of multiple key elements needed to “create an 
economic, political and social environment that enables the economy to generate 
productive employment opportunities for the rapidly increasing labour force.”261 
Through its support to education, Sweden has sought to reduce multidimensional 
poverty.  As was detailed in the introduction, multidimensional poverty is complex 
and multifaceted.  Indeed, a wide range of factors needs to be in place for all the 
elements encompassed within multidimensional poverty to be addressed. Thus, it 
cannot be expected that efforts to support education address the totality of 
multidimensional poverty.   

 
 

 
 
255 See: Sida. 2003. Local Solutions to Global Challenges: Towards effective Partnership in Basic Education. Sida 03/01 
Lui, Fenggin, et. al. 2021.   The role of education in poverty reduction: Macroeconomic and social determinants form developing 
economics.  Environmental Science and Pollution Research vol 28.  
Abbas, Khizar. et. al. 2020.  Do socio economic factors determine household multidimensional energy poverty? Empirical Evidence from 
South Asia. Energy policy: Vol 148.  
Awan, Massod Sarwar. et. al. 2011.  Impact of Education on Poverty. International Journal of Academic Research. Vl 3. No 1.  
See also Sida. 2012.  Evaluation Study of Long-Term Development Co-operation between Sri-Lanka and Sweden. Sida Evaluation 12/01 
256 Sida, 2008. Policy Guidance results-based Management of Sida’s Education Support. Sida evaluation 08/13 
257 Sida. 2005.  Cambodia Ready for An Economic Take off? Country Economic Report.  Stockholm: Sida 
258 Mshoro, Adrrissa. n.d. Reducing Poverty Through Education – and How.  UNDP.  See 
https://www.un.org/en/chronicle/article/reducing-poverty-through-education-and-how 
259 Sida. 2006. Country economic Report.  Employment and Growth in Cambodia: an integrated economic analysis.  Referencing the 
World Bank.  
260 Reference in the document reviewed is attributed to the world bank, but the original document is not referenced.  See: Sida. 2006. 
Comparative Evaluation of Personnel Management Project at Central level and the Pilot Par project in Quang Tri Province.  Sida 
evaluation 06/51. 
261 Sida. 2006. Country economic Report.  Employment and Growth in Cambodia: an integrated economic analysis. Sida: Stockholm.  
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However, what this evaluation and earlier literature confirm is that education is 
foundational for any effort to address multidimensional poverty.  Indeed, education is 
necessary, but insufficient, to reduce multidimensional poverty.    
The efforts that Sida has made in Cambodia over the 
last two decades have disproportionally focused on 
establishing an education system that could serve to 
ensure the provision of education to Cambodians.  
These efforts have focused on the development of a 
system.  However, albeit with reduced contributions, 
Sida has also played an important role supporting 
the development and pilot testing of models that can 
improve the provision of education.  The combined 
effort is crucial because the models developed have 
been or are in the process of being integrated into 
the broader system.  This means that smaller efforts 
were made to strengthen the system and were not parallel engagements with limited 
long-term viability.  On the contrary, the support provided by Sida has been able to 
ensure a high level of sustainability. From this perspective, the support has been quite 
successful and has certainly made critical contributions towards the reduction of 
multidimensional poverty (See Figure 29).   
Nevertheless, there are challenges and limitations that Sweden must also recognise. 
Most of these constitute trade-offs: By focusing attention on strengthening the 
education system rather than providing direct support to interventions, Sida has had to 
compromise.  The dichotomies Sida had to contend with in relation to quality and 
sustainability, as well as conditionality and ownership, are detailed below.    
Quality vs Sustainability and Quality with Sustainability: Sida recognises the 
need to ensure that education is of a high calibre, and indeed the interventions (pilots) 
funded by Sida directly have placed considerable attention on quality, but although 
codified in multiple relevant documents, the enforcement of quality has not yet 
materialised in the provision of education.  The challenge is one that is well 
recognised, and one that the Minister himself has sought to address with the 
introduction of New Generation Schools (see Box 2), for example.  However, the 
current state is that quality is less than optimal, as underlined by the results of the 
most recent PISA study.262  This is known to Sida.  The trade-off has been to support 
a system knowing that despite all efforts it would be unable to adopt a high-quality 
standard in the short-term.  The alternative would have been to focus on direct 
programming.  However, this would have meant that interventions would not be 
sustainable in the long-term.  Sida has adopted a hybrid approach, where the majority 
of the resources have been focused on the education system with efforts to improve 
quality, while recognising that this would be a long-term process.  A lower proportion 
of resources have been placed on the development and testing of pilot projects that 
address specific concerns.  These pilots have included a pathway to sustainability 
through absorption by the Ministry.  While this model has showed positive results, it 
would not be realistic to expect Sida, or any other donor, to use this model for all 
 

 
 
 
262 OECD. 2018. op.cit. 
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interventions. Indeed, the ability of the MoEYS to absorb pilots is tied to the limited 
number of these.  In this sense, it appears that Sida has been able to secure 
sustainability for most of the smaller interventions (quality with sustainability), but 
this has been possible because the number of interventions is limited.   
Conditionality vs ownership:  Sida has placed very limited conditions on the 
support funded.  Indeed, the only real condition has been on gender equality 
(mainstreaming) and gender inclusion (see next sub-section). This has been deliberate 
(see Challenges and Opportunities), but it has also meant that lessons from elsewhere 
that could have been used to develop conditions have not been capitalised in this way.  
Rather, Sida’s approach has been far more tacit and focused on facilitating the 
MoEYS to learn its own lessons, be exposed to experiences and draw its own 
conclusions.  This has reportedly resulted in a considerable degree of ownership at the 
ministerial level but, according to a number of respondents interviewed during this 
assignment, it has also meant that lessons that have been learned in other contexts 
have been “learned again” in Cambodia and that in some instances the Ministry has 
made decisions which donors, part of the CDPF joint funding mechanism, have found 
to be “less than ideal… or not what we (the donor) would have recommended”.  Still, 
this is the cost of ownership and all respondents agreed that progress in the education 
sector in Cambodia is owned by Cambodia and, specifically, by the Ministry.  
In addition to trade-offs, the support to education in Cambodia is faced with two 
critical challenges in order to ensure it effectively contributes to multidimensional 
poverty reduction.  Mainly, the assurance of quality education and the linkages 
between education and the use/capitalisation of that education.  The work with 
minorities (multilingual education) and persons with disabilities shows that the 
provision of high-quality education can be a strong steppingstone to securing jobs, 
being able to demand one’s rights (because rights are known and better understood), 
but there is still a requirement for more opportunities for further education and 
employment, and for knowing what these opportunities are. The work with high 
school students (counselling and career advice) presents an important step, but the 
opportunities available remain limited and the number of children who make it to 
high school is limited in relation to the total population of school age children (see 
Figure 16). Thus, there need to be options for children who are unable to continue 
their education, as well as those that do.  

6.1.2 Gender equality 
Gender equality is a critical issue for Sweden and, by extension, for Swedish support.  
In relation to gender, conditionalities are tied to support provided.  However, some 
respondents note that while Sida has played an important role in ensuring that gender 
was considered in the development and design of interventions funded, it is also an 
issue which currently is not regarded as contentious.  Some respondents have noted 
that the inclusion of gender today is easily considered a “low hanging fruit” and one 
that the government of Cambodia “would never find problematic or contentious.” 
While undoubtedly positive, there is a need to move forward towards efforts that 
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pursue greater gains (next steps towards further improvement of gender 
mainstreaming).263   
Indeed, the data on gender suggests that gender parity has been largely achieved in 
the education sector, both in primary and secondary schools.  This, however, should 
not be understood as gender equality being present in society.  As with 
multidimensional poverty, the education of both girls and boys is necessary, but 
insufficient, to achieve gender equality. 
Efforts to increase the number of female teachers have been made, including a focus 
on having female teachers more broadly distributed across the school grades.264  
While these steps can be important and valuable, the data consistently shows that 
achieving gender equality is still a distant goal that requires far more attention and 
support across multiple sectors.  One area where the education sector can play an 
important role is in developing a common understanding that highlights the 
importance and value of gender equality for society.  This can be done as part of 
curriculum development.  

 
 

 
 
263 See Van Gerwen, Frans. et.al. 2018. op.cit.   
264 On legal framework and challenges see: Ministry of Women’s Affairs of Cambodia. 2014.Education Gender in Education and 
Vocational Training Cambodia Gender Assessment 2014. Cambodia Scientific Research Publishing. Cambodia: Ministry of Women’s 
Affairs 
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7 Lessons Learned 
 

 
The experience form Cambodia provides a number of important lessons: 
Quality:  Ensuring education is high quality is a critical step to making use of the 
provision of education.  The gains from good quality education can be considerable, 
while low quality in education can lead to disenchantment amongst the general 
population.  However, quality is harder to secure than access to education facilities.  
Therefore, it is important to ensure that quality is a clear agenda item and that efforts 
to ensure high quality are effectively supported from the start because their ability to 
yield results will take time.  
Conditionalities and capitalising on lessons learned:  Sida aims to place 
proportionally more attention on ownership than on conditionalities.  Finding a 
middle ground between conditions and effectively sharing experiences from other 
contexts can be important.  In Cambodia there has been an important dialogue with 
the Ministry throughout, but some of the evidence suggests that, at times, this 
dialogue has been insufficient to make sure that lessons learned by Sida from 
elsewhere benefit the Cambodian system fully.  While there cannot be any hard and 
fast rule about how this can be done, it is important to keep in mind to ensure that 
Sida, as a donor, also serves as a conduit to usher in progress/existing knowledge in a 
more systematic way.  
Commitment of use: The experience shows that having pilots which are tested 
outside the Ministry, and subsequently become integrated into ministry work, is an 
important way to secure progress and ensure that this progress is sustained and scaled 
up.  The experience also shows that having a clear pathway from input to impact is 
important.  Instances where this was not done -- for example, the monitoring 
department at the Ministry -- have shown less clear results.  In the latter instance, 
having a clearer path on how the Ministry intended to materialise the input and make 
active use of it could have helped to enable the capitalisation on the support provided.  
Spheres of influence:  Critically, Sida cannot control the dynamics or systems 
outside the recipient of funds.  In the case of Cambodia, this means that support to 
education will not be able to attain all its objectives if focused only on entities which 
engage in education exclusively. Indeed, the conduct of other efforts in the labour 
sector, for example, are critical to ensuring that gains in education yield the expected 
results (re: multidimensional poverty, gender equality).  Thus, Sida must either accept 
the limitations of its support, or ensure that it supports a far wider set of themes and 
that these are clearly and carefully articulated in order to support systems change, not 
at the education level alone, but at the poverty reduction and gender equality levels 
where education is only one, albeit very important, cog in the machine.  It is worth 
noting that in its effort to ensure that its support to education fell within a broader 
change mechanism, Sida has attempted to support its work in the education sector 
with other interventions, and vice versa -- for example, through its work on gender 
through UNDP, UNWOMEN, UNESCO; Diakonia, Women Media Centre, CCHR, 
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ROCK, and Plan international, etc. In addition, Sida has also worked with Statistics 
Sweden with capacity development for the National Institute of Statistics, support to 
Transparency International Cambodia, as well as the Swedish Tax Authority with 
capacity development for the Cambodian Tax Authority, and the National Swedish 
Audit Authority with capacity development for the Cambodian Audit Authority.   
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8 Recommendations 
 
 
 
Recommendation 1: Sida future support ensures that quality of education garners 
critical support from the start, and that a clear pathway to ensure quality education is 
integrated into support mechanisms.  How quality is defined can be debated at the 
country level.   
Recommendation 2: Sida support the articulation between education and other 
sectors or efforts.  In order for education to contribute to the reduction of 
multidimensional poverty, education must be articulated with other forms of support 
and into the local context. The objective of education does not need to be that 
children secure an education from primary to university, but it must be that children 
secure knowledge that is valuable to them within their context whatever that may be.  
Aside from important basic skills such as reading, writing and basic arithmetic, 
children may need to secure an improved understanding of farming practices, 
conservation practices, skills for local employment opportunities, etc.  Indeed, how 
quality is defined can, and should, take into consideration what children need to learn 
in order to be able to reduce their own poverty and be fully able to contribute to 
society.   
Recommendation 3: Sida support to gender equality be more comprehensive.  An 
important step forward is supporting the equal participation of girls and boys. Sida, as 
an important actor promoting gender equality, should make use of its wealth of 
knowledge and experience in the sector to support more nuanced dialogue with 
countries receiving support, in order to identify ways that gender can be better 
mainstreamed into the sector.  This could include, for example, the introduction of 
gender elements/the importance of gender equality into the curricula, working with 
parents to make shifts in the way girls are seen within society, and/or the 
development of extracurricular activities that focus on improving gender equality, 
such as sports.    
Recommendation 4: Sida use its knowledge and experience from elsewhere and its 
strong standing in the Cambodian education sector to engage in an informative 
dialogue that can enable the Cambodian government to benefit from the experiences 
of other countries.  
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Cambodia Case Study
This report examines the Cambodian experience relevant to the support provided by Sida to said 
country over the last 20 years (2001–2020), with a specific focus on responding to four key 
evaluation questions:

1: Has Sida’s support to education generated high-level effects in terms of positive or negative, 
intended or unintended effects? (Impact)

2: Which groups living in poverty have been affected by Sida’s support to education and in what 
way (particular attention to be paid to marginalised and vulnerable groups)? (Impact)

3: Which factors have constituted conditions for sustainable and resilient results of Sida’s support 
to education? (Sustainability)

4: Has Sida’s support to education helped education in partner countries live up to the demands 
of gender equality and fundamental human rights? To what degree have other stakeholders in the 
partner countries’ education sector taken on gender equality and human rights? (Sustainability).

This document has resulted from the data collected from, and on, Cambodia, as part of the 
evaluation of 20 years of Sida support to the education sector. This report is a stand-alone report 
in its own right; it is also a case study report, one that feeds into the overall evaluation of 20 years 
of Sida’s support to the education sector. The focus of this report is on activities that fall under 
the purview of the Ministry of Education, Youth and Sport (MoEYS).
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