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Message 
 
This Report on the Out of School Children (OOSC) in the Philippines is a welcome compilation and analysis of 
the scale of the problem, its distribution across the regions, its causes, and identification of vulnerable 
subpopulations. The thorough and detailed presentation of the magnitude of OOSC in primary and secondary 
education in the country provided a set of benchmarks against which we were able to measure our progress. 
Our goal is to provide education for all in all levels of basic and secondary education. At the time research for 
this report was being conducted, the country’s public education system had faced challenges such as 
underfunding by the national government, classroom and teacher shortages, and unequal access to facilities.   
 
Since the time this report was written, the Philippines has moved forward in providing quality education for the 
Filipino children through educational reforms: Kindergarten Education Act and Enhanced Basic Education Act, 
or the K to 12 Program. The Department of Education’s work in implementing these reforms in basic education 
resulted in palpable reductions in OOSC in primary education. Each of these policies have important 
implications, and so far, as discussed in the Epilogue of this book, the impacts not only reduce OOSC incidence 
among young children but also have an equalizing effect on education delivery. In addition to initiatives within 
DepED, a significant portion of our student body is beneficiary of the expanding Pantawid Pamilyang Pilipino 
Program (4Ps), which brings much-needed support to some of our poorest pupils.  
 
Some of the highlights in our service delivery are: 
 

 Between 2008 and 2013 there was a 55% reduction in the incidence of OOSC for children between the 
ages of 5 and 15, largely as a result of the implementation of mandatory Kindergarten at age 5.  

 Participation rates in pre-primary school of children 3-5 years old increased from 35% in 2008 to 48% 
in 2011. 

 Mandatory Kindergarten delivered the most benefit to the poor. The gap in school attendance rate for 
pre-primary aged children between the poorest families and upper middle-income families in 2008 was 
34.9%, in 2013 it had shrunk down to 5%. 

 The implementation of K to12 entailed use of a flexible, learner-centered, and context-sensitive 
curriculum on top of use of Mother Tongue instruction in the early grades. All of these have been shown 
in international studies to improve student-learning outcomes. 

 There have been year-on-year steady increases in the DepED’s total budget. Between 2014 and 2015 
the total budget increased by 18.6% to P361.7 billion. Budget expansions are felt at the school-level as 
even MOOE budgets on a per student basis have been raised. 

 
In reaching the last mile, the Department is gearing up for the full implementation of the K to 12 Program in 
2016. While the OOSC incidence in high school remains a challenge, DepEd continues to reach out to OOSC 
through programs such as Abot-Alam Program and Alternative Learning System.  
 
The contents of this report continue to guide us in learning where we need to train our sights toward reducing 
OOSC incidence among older children. I congratulate the Philippine Institute of Development Studies (PIDS) 
that produced this report through its team of researchers, and UNICEF that provided the support and direction. 
We look forward to continued collaboration in confronting the most pressing challenges of public education in 
the Philippines.  
 
 
 
 
 
 
 
BR. ARMIN A. LUISTRO FSC 
Secretary 
Department of Education 
Philippines 
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Preface 
 
According to the United Nations Educational, Scientific, and Cultural Organization (UNESCO), around 68 million 
children of primary school age and 74 million of lower secondary school age were out of school across the world 
in 2008. Assuming that current trends continue, about 56 million children of primary school age will not be in 
school by 2015 despite the global commitment toward achieving universal primary education.   
 
A lot of advocacy efforts have been directed toward early childhood education.The actual participation of 
children in preprimary education, although on the increase, still remains low. In addition, it is recognized that 
deep-rooted structural socioeconomic inequalities and disparities represent major barriers to primary and 
secondary schooling, putting some children in school at risk of dropping out. Some countries with rather high 
national participation rates, such as the Philippines, are at risk of not achieving universal primary education, 
even more so now that developing countries are also getting affected by the global economic slowdown. In 
order to monitor conditions of out-of-school children across the world and within each country, it is important to 
profile these children excluded from schools, to measure the scope and complexity of their exclusion and the 
disparities in schooling, to examine progress toward universal primary education, to assess reasons for 
exclusion in school, as well as to come up with necessary policy and planning actions. 
 
To study the plight of out-of-school children more systematically, the United Nations Children’s Fund (UNICEF) 
and the UNESCO Institute for Statistics (UIS) launched a Global Initiative on Out-of-School Children (OOSC) 
at the beginning of 2010, aimed at working with more than twenty countries coming from seven regions across 
the world: 
 
East Asia and the Pacific: Cambodia, Indonesia, Philippines, Timor-Leste 
South Asia: Bangladesh, India, Pakistan, Sri Lanka 
Central and Eastern Europe and the Commonwealth of Independent States: Kyrgyzstan, Romania, Tajikistan, 
Turkey 
Middle East and North Africa: Morocco, Sudan (North and South) 
Eastern and Southern Africa: Ethiopia, Mozambique, Zambia 
West and Central Africa: Democratic Republic of the Congo, Ghana, Liberia, Nigeria 
Latin America and the Caribbean: Bolivia, Brazil, Colombia, Mexico 
 
The Philippine Country Study on OOSC involved national capacity strengthening related to the collection and 
management of education statistics, and to policy analysis and strategy development. The country study, led 
by the PIDS with the cooperation of the DepEd and UNICEF, feeds into regional overviews, a global study, and 
a global conference to leverage resources for equity. To guide the implementation of the Global Initiative, a 
Conceptual and Methodological Framework (CMF) was prepared for undertaking country studies. The CMF 
also suggested a specific template for guiding the countries in profiling OOSC, which then suggested barriers 
and bottlenecks faced by children excluded from school, and which, in turn, provided a mechanism for 
examining policy actions and education strategies. This Philippine Country Study on OOSC, based on data from 
2005 to 200,  provided insights on who are OOSC, what conditions and constraints they faced, what we have 
done to help these excluded children, and how we may improve our efforts to help them.    



 

 
vi 

List of Tables and Figures 
 
 Table  Page 

Table 1. School Participation / Attendance Rates in 2007 and 2008 by Age and by Data Source. 7 

Table 2. 
Rates (in Percent) of Total Number of OOSC to Total Number of 5 to 15 Year Old Children in 

2008 (and Standard Errors in Parentheses), by Sex and By Region. 
9 

Table 3. 
School Attendance Rates (in Per Cent) of Five-Year-Old Children in 2008, by Region and by 

Sex. 
10 

Table 4. 
School Attendance Rates (in Per Cent) of Preprimary School-Age Children in 2008, by Level 

of Education of Household Head and by Per Capita Income Quintile. 
11 

Table 5. 
2008 Adjusted Net Attendance Rate (ANAR) among Primary and Secondary School-Age 

Children, by Sex and by Region. 
12 

Table 6. Mean Percentage Scores of Grade 6 Students in the National Achievement Test, by Sex. 15 

Table 7. 
Simple and Functional Literacy Rates (in Per Cent) of 10- to 15-Year-Old Children in 2008, by 

Sex and by School Participation. 
16 

Table 8. 
Total Number of Primary and Secondary School Leavers in 2008 by Location, by Age, and by 

Sex. 
17 

Table 9. Distribution of Overage Children in 2008 by Location of Residence and by Sex. 19 

Table 10. Distribution of Overage Primary and Secondary Students in 2008 by Age and by Sex of Child. 19 

Table 11. 
Percentage Distribution of Overage Children in 2008, by Household Per Capita Income 

Quintile and by Mother’s Educational Attainment. 
19 

Table 12. 
Percentage of Preprimary and Primary School-Age OOSC in 2007 and in 2008, by Reason for 

Nonattendance in School, by Data Source. 
22 

Table 13. Log Odds of Logistic Regression Model Predicting Lack of Interest. 25 

Table 14. Distribution of schools by Pupil-to-Teacher Ratio (in Per Cent). 33 

Table 15. 
Public Expenditures on Education, Primary NER, and Primary PTR in the Philippines and 

Across Selected Neighboring Countries. 
37 

Table 16. 
Current Education Policy and Strategies, Policy Gaps to Address OOSC Phenomenon Among 

Three Dimensions of Exclusion 
43 

Table 17. Preprimary School-Age Children in School, by Wealth Index Quintile. 68 

Table 18. 
Gender Disparities in Selected Performance Indicators in Primary-School Education, SY 

2005—09. 
69 

Table 19. List of DepEd Gender and Development (GAD) Training Programs and Level of Participants. 79 

Table 20. Number of Out-of-school Children in the Philippines, by Dimensions of Exclusion: 2008. 82 

Table 21. Results of Simulation on Addressing Gender Disparities in School Participation. 85 

Table 22. 

Rates (in %) of Total Number of OOSC to Total Number of 5 to 15-Year-Old Children (and 

Standard Errors in Parentheses), 2008-2013 by Sex and By Region. 

 

 

Table 23. 
School Attendance Rates (in Percent) of Preprimary School-Age Children in 2008-2013, by 

Level of Education of Household Head and by Per Capita Income Quintile. 
 

Table 24. 
Reasons for Nonattendance in School for Preprimary and Primary School-age children, 2007-

2013 APIS. 
 

Table 25. Cohort Survival and Dropout Rates 2008-2013, BEIS.  

   



 

 
vii 

 
 

 Annex Table Page 

Table A-1. Log Odds of Logistic Regression Models for Nonattendance in School. 101 

Table A-2. Log Odds of Logistic Regression Models for Dropout Status and Overage Status. 102 

Table A-3. Respondent Selection Plan per Zone. 103 

Table A-4. List of Schools Visited by Zone. 104 

Table A-5. Parent/Interviewee Characteristics. 104 

Table A-6. Child/Interviewee Characteristics. 105 
 

 
 
 
 
 
 

 
 
 
 
 
 

 
 
 
 

 Appendix Table  Page 

Table B-1i. Percentage of children of preprimary age in preprimary or primary education, by sex and 

other characteristics, 2007 and 2008 (APIS) 
111 

Table B-1ii. Percentage of children of preprimary age in preprimary or primary education, by sex and 

other characteristics, 2005 to 2009 (BEIS) 
130 

Table B-2i. Percentage of children attending school, by age and level of education, 2007 and 2008 

(APIS) 
132 

Table B-2ii. Percentage of children attending school, by age and level of education, 2005 to 2009 (BEIS) 135 

Table B-3. Adjusted net enrollment rate (ANER), 2005 to 2009 (BEIS) 137 

Table B-4i. Number of children outofschool, by age group and sex, 2005 to 2009 (BEIS) 118 

Table B-4ii. Number of children outofschool, by age group and sex, 2007 and 2008 (APIS) 138 

Table B-5. Percentage of out-of-school children, 2007 and 2008 (APIS) 135 

Table B-6i. Adjusted primary school net attendance rate, ANAR, by age, sex and other characteristics, 

2007 and 2008 (APIS) 
139 

Table B-6ii. Adjusted primary school net enrollment rate, ANER, by age, sex and other characteristics, 

2005 to 2009 (BEIS) 
142 

Table B-7ai.   Adjusted secondary school net attendance rate, ANAR, by age, sex, and other 

characteristics, 2007 and 2008 (APIS) 
143 

Table B-7aii. Adjusted secondary school net enrollment rate, ANER, by age, sex, and other characteristics, 

2005 to 2009 (BEIS) 
145 

Table B-7bi.   Percentage of secondary age children attending primary school, by age, sex and other 

characteristics, 2007 and 2008 (APIS) 
146 

Table B-7bii.   Percentage of secondary-age children attending primary school, by age, sex and other 

characteristics, 2005 to 2009 (BEIS) 
149 

Table B-8i. Percentage of primary school-age children out of school, by age, sex and other 

characteristics, 2007 and 2008 (APIS) 
150 

Table B-8ii. Percentage of primary school-age children out of school, by age, sex and other 

characteristics, 2005 to 2009 (BEIS) 
155 

Table B-9i. Percentage of secondary school-age children outofschool, by age, sex and other 

characteristics, 2007 and 2008 (APIS) 
156 

Table B-9ii. Percentage of secondary school-age children outofschool, by age, sex and other 

characteristics, 2005 to 2009 (BEIS) 
158 

Table B-10. Children in economic activity, 2007 and 2008 (APIS) Percentage of children aged 5-15, by 

engagement in economic activity 
161 

Table B-11. Economic activity and out-of-school children, 2007 and 2008 (APIS) 167 

Table B-12. Out-of-school children and economic activity, 2007 and 2008 (APIS) 170 

Table B-13. Out-of-school children in economic activity, 2007 and 2008 (APIS) 

Percentage of out-of-school children aged 5-15, by engagement in economic activity 
173 



 

 
viii 

 Appendix Table  Page 

Table B-14. Percentage of out-of-school children aged 6-15 in economic activity, by sector of 

employment, 2008 (FLEMMS) 
178 

Table B-15. Economic activity and school attendance, 2007 and 2008 (APIS) 179 

Table B-16. School attendance and economic activity, 2007 and 2008 (APIS) 182 

Table B-17. Percentage of households with out-of-school children, by access to insurance, 2007 and 

2008 (APIS) 
185 

Table B-18. Percentage of households with out-of-school children enjoying access to credit, 2007 and 

2008 (APIS) 
186 

Table B-19. School leaver rate by grade at the primary and secondary level of education (Data from 

Public and Private Schools), 2006 to 2010 (BEIS) 
187 

Table B-20. Survival rate to the last grade of primary education and to the last grade of secondary 

education (Data from DepEd-supervised Schools), 2006 to 2010 (BEIS) 
191 

Table B-21. Dropout rate from primary education, by region (Data from Public and Private Schools), 2006 

to 2010 (BEIS) 
191 

Table B-22. Dropout rate from secondary education, by region (Data from DepEd-supervised Schools), 

2006 to 2010 (BEIS) 
192 

Table B-23. Percentage of new entrants to primary education with no ECD experience (Data from Public 

and Private Schools), 2006 to 2010 (BEIS) 
193 

Table B-24. Repetition rates by grade at the primary and secondary level of education (Data from Public 

and Private Schools), 2006 to 2010 (BEIS) 
198 

Table B-25. Transition rate from primary to secondary education, 2006 to 2010 (BEIS)  199 

Table B-26. Percentage of pupils in schools with basic resources (Data from DepEd-supervised Schools), 

2005 to 2009 (BEIS) 
200 

Table B-27. Key Education Expenditure Indicators 201 

 

 Figures Page  

Figure 1. Map of the Philippines. 1 

Figure 2. Five Dimensions of Exclusion (5DE) of Out-of-School Children (OOSC). 3 

Figure 3. Primary School Net Enrollment Rate (NER) and Public Expenditures on Education. 6 

Figure 4. Distribution of Out-of-School Children (OOSC) Aged 5 to 15 in 2008 by Region and by Sex. 8 

Figure 5. School-Attendance Rate in 2008 among Primary and Secondary School-Age Children. 12 

Figure 6. Number of Working Children by Age. 14 

Figure 7. 
Average Total Hours Worked in the Past Week by Children at Work, by Location and by 

School Participation. 
14 

Figure 8. 
Simple & Functional Literacy Rates of 10- to 15-Year-Old Children in 2008, by School 
Participation and by Region. 

16 

Figure 9. 
Distribution of Primary and Secondary School-Age School Leavers, by Per Capita Income 
Quintile and by Sex. 

17 

Figure 10. 
Distribution of Primary and Secondary School-Age School Leavers, by the Mother’s 
Educational Attainment, Location, and Sex of the Child. 

18 

Figure 11. Percentage of Students in High-Average Pupil-to-Teacher (PTR) Schools. 33 

Figure 12. 
Adjusted Net Attendance Rate (ANAR) among Primary and Secondary School-Age 

Children, 2008-2013 by Sex 
 

 

 Annex Figures Page  

Figure A-1. Spreadsheet for Calculation of Data on Out-of-School Children. 99 



 

 
ix 

Figure A-2. Map of the Philippines 109 

  



 

 
x 

Acronyms 
 
3DE    Three Dimensions of Exclusion 
4Ps    Pantawid Pamilyang Pilipino Program 
5DE    Five Dimensions of Exclusion 
ADB    Asian Development Bank 
ADM    Alternative Delivery Mode 
AGAPP    Aklat, Gabay, Aruga Tungo sa Pag-Angat at Pag-Asa Foundation 
ALS    Alternative Learning System 
ANAR    Adjusted Net Attendance Rate 
ANER    Adjusted Net Enrollment Ratio 
APIS    Annual Poverty Indicatory Survey 
ARMM    Autonomous Region in Muslim Mindanao 
AusAID    Australian Agency for International Development 
BEAM    Basic Education Assistance for Mindanao 
BEE    Bureau of Elementary Education 
BEIS    Basic Education Information System 
BESRA    Basic Education Sector Reform Agenda 
BFP    Breakfast Feeding Program 
CAR    Cordillera Administrative Region 
CCT    Conditional Cash Transfer 
CFSS    Child-Friendly School System 
CH    Children’s Hour 
CHED    Commission on Higher Education 
CMF    Conceptual and Methodological Framework 
CPC    Country Program for Children 
CRC    Center for Research and Communication 
CSO    Civil Society Organization 
CWC    Council for the Welfare of Children 
DBM    Department of Budget and Management 
DCC    Day Care Center 
DCS    Day Care Service 
DCW    Day Care Worker 
DECS    Department of Education, Culture and Sports 
DepED    Department of Education 
DOH    Department of Health 
DORP    Drop Out Reduction Program 
DPU    Division Planning Unit 
DSWD    Department of Social Welfare and Development 
E-BEIS    Enhanced Basic Education Information System 
ECCD    Early Childhood Care and Development 
ECCE    Early Childhood Care and Education 
ECE    Early Childhood Education 
EFA    Education for All 
EFA MDA   EFA Mid-Decade Assessment 
e-IMPACT   Enhanced  Instructional Management by Parents, Community, and  
Teachers 
ELDS    Early Learning and Development Standards 
ES    Elementary School 
FIES    Family Income and Expenditure Survey 
FGD    Focus Group Discussion 
FLEMMS   Functional Literacy, Education and Mass Media Survey 
FSP    Food-for-School Program 
GAD    Gender and Development 
GDP    Gross Domestic Product 
GER    Gross Enrollment Ratio 
GKCDF    Gawad Kalinga Community Development Foundation 
GPI    Gender Parity Index 
HS    High School 
ICT    Information, Communication, and Technology 



 

 
xi 

IP    Indigenous People 
IPC    Institute of Philippine Culture 
ISCED    International Standard Classification of Education 
KII    Key Informant Interview 
KRT    Key Reform Thrust 
KSP    Kindergarten Summer Program 
LCF    League of Corporate Foundations 
LFS    Labor Force Survey 
LGU    Local Government Unit 
LSB    Local School Board 
MDG    Millennium Development Goal 
MILF    Moro Islamic Liberation Front 
MISOSA   Modified In-School and Off-School Approach 
MOOE    Maintenance and Other Operating Expenses 
MTB-MLE   Mother Tongue-Based Multilingual Education 
NAT    National Achievement Test 
NCBTS    National Competency-Based Teacher Standards 
NCR    National Capital Region 
NECCDC   National ECCD Council 
NEDA    National Economic and Development Authority 
NER    Net Enrollment Ratio 
NETRC    National Education Testing and Research Center 
NGA    National Government Agency 
NGO    Nongovernment Organization 
NSCB    National Statistical Coordination Board 
NSO    National Statistics Office 
ODA    Official Development Assistance 
OFW    Overseas Filipino Worker 
OOSC    Out-of-School Children 
OSY    Out-of-School Youth 
PAGCOR   Philippine Amusement and Gaming Corporation 
PBSP    Philippine Business for Social Progress 
PCR    Pupil-Classroom Ratio 
PDP    Philippine Development Plan 
PDT    Project Development Team 
PhP    Philippine Peso 
PIDS    Philippine Institute for Development Studies 
PSE    Primary School Experience 
PTA    Parent-Teacher Association 
PTR    Pupil-to-Teacher Ratio 
RA    Republic Act 
SARDO    Student at Risk of Dropping Out 
SBM    School-Based Management 
SEAMEO   Southeast Asian Ministers of Education Organization 
SEAMEO-INNOTECH  SEAMEO Regional Center for Educational Innovation and Technology 
SEF    Special Education Fund 
SHNP    School Health and Nutrition Program 
SII    School-Initiated Initiatives 
SIP    School Improvement Plan 
SIS    School Information System 
STS    Student Tracking System 
SReA    School Readiness Assessment 
STRIVE   Strengthen Implementation in Visayas Education 
SUC    State Universities and Colleges 
SumPSE   Summer Preschool Education 
TEC    Teacher Education Council 
TEEP    Third Elementary Education Project 
TEI    Teacher Education Institution 
TESDA    Technical Education and Skills Development Authority 
UIS    UNESCO Institute for Statistics 
UNESCO   United Nations Educational, Scientific, and Cultural Organization 



 

 
xii 

UNICEF   United Nations Children’s Fund 
UNPD    United Nations Population Division 
UPE    Universal Primary Education 
USAID    United States Agency for International Development 

  



 

 
xiii 

 

Executive Summary 
 
More than a decade ago, the Philippines committed to Education for All (EFA) targets and the Millennium 
Development Goals (MDGs) that include attainment of universal primary education (UPE) and gender parity in 
education. The Department of Education (DepED) has vigorously sought to accelerate the attainment of EFA 
targets and the MDGs for Education by way of instituting reform frameworks such as the Basic Education Sector 
Reform Agenda (BESRA). For school year 2011–12, DepEd implemented universal kindergarten to initiate its 
K to 12 program that also seeks to add two years to the current ten-year basic education cycle. However, 
resources have not been plentiful: DepED’s budget has largely been less than 3 per cent (viz., 2.13 per cent in 
2009 and 1.92 per cent in 2010) of the country’s gross domestic product (GDP). Although the current 
government has provided DepED its highest-ever budget in 2011 and once again in 2012, there are no 
indications that all the required resources for the basic education sector are forthcoming given competing 
demands for social services. In addition, the past years of under-investments in basic education would need 
years of additional investments just to catch up to the required school inputs. To accelerate improvement in 
access of all boys and girls to the primary school system, basic education strategies and policies need to be 
synergized with data and results of policy research studies.  
 
In this Philippine Country Study on Out-of-School Children (OOSC), trends in basic education data from school 
years 2005–2006 up to 2009–2010 are examined. More recent data, particularly in the light of K to 12 will have 
to await further examination. Data used in this study were sourced from DepED’s Basic Education Information 
System (BEIS), household surveys of the National Statistics Office (NSO), other research studies, as well as 
primary data from a qualitative research undertaken in March, June, and July of 2011 across four zones in the 
country: Metro Manila, Balance Luzon, Visayas and Mindanao. Primary data collected were from interviews of 
children, their parents, teachers, principals, staff of local government units (LGUs), and day care centers.  
 
Two decades ago, the country already had a relatively high access to primary education: in 1990, the net 
enrollment ratio (NER) and gross enrollment ratio (GER) at the primary level were 85.1 per cent and 111.2 per 
cent, respectively. The primary level NER steadily improved up to the year 2000 (96.8 per cent), but it started 
to regress after this period settling at 89.9 per cent in 2009. In recent times, the primary NER has reached a 
plateau, and there is concern that UPE may not be achieved by 2015, the MDG deadline. First, it must be noted 
that improving the primary NER is challenging given the relatively high 1990 baseline figures, as well as 
diminishing returns on increasing education inputs. Second, weakening public expenditures (in real terms) for 
the basic education sector have made improvement of education outcomes even more daunting. Finally, the 
decline in the NER after 2000 is also partly an estimation issue (arising from the change in the definition of the 
school-age groups being monitored with the lowering in 1995 of the school-age entry in Grade 1 from 7 to 6 
years old, and breaks in the time series of population projections of school-age children).   
 
Revised NER figures based on more recent population projections suggest that in 2008–2009, about 11 per 
cent of primary school-age children (aged 6 to 11 years) were not in primary school and about 40 per cent of 
secondary school-age children (aged 12 to 15 years) were not in the secondary level. Combined data from 
DepED and the Department of Social Welfare and Development (DSWD) also suggest that 44 per cent of five-
year-old children are not in preprimary school. These data yield an indirect estimate of the OOSC count (3.3 
million) in 2008. Surveys of the NSO, chiefly the Annual Poverty Indicator Survey (APIS), suggest a smaller 
number (2.9 million) of children not attending school than is reported by the administrative data sources, on 
account of differences in methods for defining and estimating school participation, differences in reference 
periods, nonsystematic reporting in administrative sources, as well as issues regarding accuracy of age data 
reported.   Trends show that the number of OOSC are going down, but not by a considerable margin: the BEIS 
and DSWD data sources put the OOSC count in 2010 at 2.8 million, while recently released data from APIS 
suggest that there are 2.6 million five to fifteen-year-old OOSC in 2010.  
 
Problems on the lack of school participation are confounded by issues on school completion, efficiency, and 
achievement. The cohort survival rate in primary school, which measures efficiency, was calculated in 2008 to 
be 75 per cent. The APIS 2008 suggests that about 80 per cent of the population aged 11 to 30 years old had 
completed primary school. The BEIS reports school leaver rates at the primary level ranging from 2.74 per cent 
to 4.66 per cent across grade levels. These statistics have roughly been unchanged since 2005. Average test 
scores in the National Achievement Test (NAT), administered by DepED, are generally improving through the 
years, but they are still far lower than mastery levels (of 75 per cent and above). The distribution of NAT scores 
further indicates problems: in 2009, among the 204 school divisions, only 55 per cent of these have over half of 
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their Grade 6 students scoring 66 per cent or above. Disaggregation of these education statistics by region 
suggests disparities across the country.   

 
Profiles of OOSC 
 
The 2008 APIS suggests that, in 2008, there were a total of 2.9 million children between the ages of 5 and 15 
were out-of-school, three-fifths of which are boys. Around 44.5 per cent of OOSC belong to households in the 
poorest 20 per cent of per capita income distribution. About two in three of OOSC (65.5 per cent) reside in rural 
areas. Many of these children have mothers with low educational attainment.   

 
Preprimary school-age OOSC (Dimension 1).  With the attention given to ECCD, a growing number of five-
year-old children are attending kindergarten or day care centers. APIS 2008 estimates, however, that a third of 
five-year-old children or around 776,000 were not in school.  A bigger share of five-year-old boys (36.7 per cent) 
compared to girls of the same age (31.5 per cent) are not in school. Among five-year-old OOSC, about two out 
of three (64.8 per cent) reside in rural areas. Nearly half (45.7 per cent) of primary school-age OOSC are coming 
from the bottom 20 per cent of income distribution. Four in five of OOSC aged five years old who are not in 
school are reportedly too young to be in school, while one in five are said to lack interest. Of those said to be 
young to be in school, about half (45.6 per cent) are from the poorest income quintile.  ARMM has the highest 
proportion of five-year-old OOSC.  

 
Primary school-age OOSC (Dimension 2).  Based on APIS 2008, there was about 1.27 million primary school 
age OOSC. Boys (56.9 per cent) outnumber girls (43.1 per cent) among OOSC aged 6 to 11 years. The bulk of 
primary school-age OOSC is between six and seven years old. If all children aged six and seven years old were 
in school in 2008, then primary school attendance would have increased from 90.8 per cent to 97.9 per cent. 
About three-fifths of six-year-old children who are not in school are reported to be too young for schooling. Over 
half (56.4 per cent) of the rural OOSC in the age group six to eleven years old come from families in the poorest 
20 per cent of the per capita income distribution, compared with 19.7 per cent of primary school-age OOSC in 
urban areas. ARMM also has the biggest proportion of primary school-age OOSC.  

 
Secondary school-age OOSC (Dimension 3). Based on APIS 2008, some 980,000 children of secondary 
school age are out of school. A higher rate of boys (13.3 per cent) of secondary school age is out of school 
compared to girls (7.6 per cent) in the same age group. School attendance rates of secondary school-age 
children are lower in rural areas (86.8 per cent) than in urban (93.1 per cent). Rural areas also have a higher 
share (71.0 per cent) of secondary school-age OOSC. A bigger bulk of secondary school-age OOSC is among 
the older children. Across the bottom 80 per cent of income distribution, about half of children who are not in 
school, especially boys, are reported to lack personal interest. Among girls who are not in school, a third are 
said to lack interest, and another third are not in school due to costs. Child labor is more a characteristic of 
secondary school-age OOSC than primary school-age OOSC. The three regions with the biggest proportion of 
secondary school-age OOSC are Eastern Visayas (16.1), ARMM (14.1) and MIMAROPA (13.9). 

 
While the profile of children not attending school is informative, it is also important to describe students at risk 
of dropping out (SARDOs). The 2008 APIS indicates that in 2008, there were 660,000 primary and secondary 
SARDOs. About 5.3 million students in primary school were also overage by at least two years for their grade 
or year level, and these students might also be at risk of leaving school. The profile of school leavers and 
overage children hardly differed from those of the not-in-school population: poverty, sex of the child, age, and 
factors such as local residence, mother’s education also characterized at-risk children.     
 
Barriers and Bottlenecks 
 
The education of children is affected by various factors operating on the demand and supply side of the 
education system. Data clearly suggest that the major issue that DepED needs to confront to improve the 
country’s standing on UPE is late school entry. The available evidence in the local literature, including field work 
undertaken for this report, indicates also that the most critical of the demand-side barriers and bottlenecks to 
schooling, late school entry and completion are: (a) parental perceptions on school readiness, i.e. that the 
children are too young to be in school, (b) poverty, (c) differences in expectations between boys and girls, and 
(d) education of mothers.  

 
Gender disparities in Net Enrollment Rates at the national level appear to be minimal since boys and girls have 
a roughly equal chance of being enrolled in primary school. However, when data are disaggregated, it is easy 
to spot gender disparities in school participation across subgroups of the population.  A simulation exercise 
suggests that if we were to target interventions and bring down these gender disparities in participation in the 
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areas where we find one sex considerably disadvantaged over the other, the number of children not in school 
(aged five to fifteen years old) in 2008 could have gone down by as much as 400,000. In addition, it is easy to 
observe that boys are less likely to reach Grade 6 on time compared to girls, more prone to repeat a grade level 
in primary school than girls. The marked gender disparity extends to literacy skills and achievement levels. 
Another nationally representative survey of NSO in 2008 reveals that among children aged 10 to 15 who are 
not in school, boys (78.5 per cent) have lower simple literacy rates than girls (83.3 per cent). In addition, for 
children currently in school, more girls are functionally literate compared to boys. Girls have also outscored boys 
in the NAT in the last five years in all subjects, suggesting clear gender disparities in education outcomes.   

 
Field work suggests the following major factors that affect boys’ underachievement: parents’ and teachers’ low 
academic expectation (including gender bias and stereotyping), the passive classroom experience, lack of 
learning materials, and other barriers to learning in school, as well as the economic viability of boys.  
 
Review of Policies and Strategies 
 
The DepED has sought to address school readiness from a supply side: addressing shortages in schools and 
teachers, implementing the Student Readiness Assessment (SReA), and conducting the Kindergarten Summer 
Program (KSP) and the Eight-Week ECE for Grade One entrants. The results of the SReA, however, have to 
be maximized to diagnose problems on school readiness, particularly for customizing kindergarten instruction 
and in enhancing the KSP and the eight-week ECE curriculum. The KSP and Eight-Week ECE, while deemed 
promising interventions, require rigorous monitoring and impact evaluation.    

 
Field work suggested varying interpretation on what constitutes the official school-age entry, with some schools 
only accepting in Grade 1 children who have turned six by June, while others flexibly accept five-year-olds 
provided they turn six by September. This is clearly a barrier to on-time school entry and will need clarification 
from DepED. While there have been a number of instructions from DepED about this matter, there is a need to 
ensure effective dissemination and understanding about these.     

 
While the implementation of universal kindergarten in 2011–12 is likely to improve the preprimary participation 
rate and, consequently, primary school participation for the upcoming school year 2012–13, the DepED needs 
to intensify the campaign for on-time school entry and Early Childhood Education (ECE) with the DSWD through 
the help of local government units (LGUs) and nongovernment organizations (NGOs). The LGUs have a wide 
scope for assisting DepED in minimizing OOSC since they are the chief agents of local service delivery. With 
the aid of LGUs and NGOs, advocacy materials can be developed and disseminated to parents through 
community organizations to enroll their preprimary school-age children in Early Childhood Care and 
Development (ECCD) centers, and their primary school-age children on time, particularly in areas with low 
NER/attendance rates.  Where parents, especially mothers, have low education, they may not be aware of 
ECCD centers and the services offered. There is also wide scope for DepED partnership with LGUs especially 
as the LGUs can enforce the child truancy law.  

 
To address economic barriers to school entry and retention (including hidden costs of education, income 
shocks, vulnerability from conflicts and calamities), the best public interventions are subsidy-based. Some 
LGUs, such as the Pasig city government, provide significant forms of in-kind subsidies to children. These 
subsidies reduce the cost burden of school on poor families, but these need more effective targeting. The 
national government’s conditional cash transfer (CCT) program, referred to as Pantawid Pamilyang 
PilipinoProgram(4Ps), implemented by DWSD with DepED and the Department of Health (DOH), makes use of 
a system for effectively targeting poor families as beneficiaries of cash transfers to lower opportunity costs of 
the poor for sending their children to school (and to ensure that family members avail of health services). While 
initial evaluations of 4Ps show some positive impacts, the matter of sustainability and efficient transfers to 
beneficiaries are areas of concern. The design of the 4Ps may be improved to follow the example of Mexico’s 
CCT, by providing extra cash incentives to boys over girls (given the lower school participation of boys) and 
other subgroups of the population that are likely to have less school participation (such as indigenous people, 
and persons with disabilities), as well as to children nearing completion of their schooling.  

 
Students at risk of dropping out (SARDOs) are often identified by teachers as those who would come to class 
in the morning without having eaten anything, or would have no snacks for the day and no money to purchase 
snacks. Numerous school-feeding programs are in place in many different forms; these are funded either by 
the school canteen or external donors. Principals and teachers attest that feeding programs help keep children 
focused and motivated in addition to providing incentives for parents to encourage their children to go to class 
on a daily basis. The DepED also carried out the Food-for-School Program (FSP) and the Breakfast Feeding 
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Program (BFP) but the FSP was discontinued by the national government due to targeting issues. Existing 
feeding programs need complementarities from other social protection interventions such as the 4Ps.  
 
To deal with risks faced by SARDOs resulting from economic barriers to completion, small innovations in local 
communities have also been implemented. For instance, one school principal innovatively designed a special 
program for children who have to work during the week, with teachers volunteering to hold classes during 
Fridays and Saturdays so that the special cohort of SARDOs do not have to drop out, and these truncated 
classes are augmented by home-based learning materials. Such innovations point to the importance of school-
initiated initiatives and School-Based Management (SBM), in general. Another existing alternative delivery 
mode is to make available modular instructional materials that will enable children to learn even when they are 
absent. 
 
It has been observed that few public policy interventions have been developed regarding the provision of 
continuing education for parents, particularly mothers, whose educational attainment is a clear determinant of 
children’s lack of school participation. Adult literacy programs for mothers and parents can be set up for 
communities with high OOSC incidence and female adult illiteracy. While beneficiaries of the 4Ps are required 
to attend family development sessions, the design and quality of these sessions deserve more attention beyond 
the main aim of strengthening household beneficiaries, especially parents, about knowledge and adherence to 
the rights of the child and responsible parenting. The Philippines has had a well-regarded parent education 
program since the 1970s, and it is considered as an important achievement in Philippine education as stated in 
the EFA 2000 assessment. It may be worth making use of this program, especially in family development 
sessions of the 4Ps. DepED will also need to systematically establish a parental education program, perhaps 
initially through parent-teacher-community association (PTCA) efforts and/or parent-teacher conferences. 
Meetings and interactions with parents can be so structured to serve a dual purpose of parent education and of 
generating parental support for educational programs. Parents also will need to be provided sensitivity seminars 
about how differing expectations of boys and girls impact on school achievement.   
 
Many parents of dropouts interviewed for this study have more than four children. It is simply unaffordable for 
these families to send all children to school at the same time. Some parents end up sending each child at least 
up to Grade 2, while others forgo education entirely for some of their children while prioritizing the education of 
others, especially girls over boys, or younger rather than older children. These families are special cases, and 
their circumstances have to be taken into account when trying to get them to send all children to school. The 
4Ps program clearly does not work the same way for large families as for small: when families have four or 
more children, the cap on subsidies per child means that money is spread out across many children for large 
families and even with subsidies, these families cannot afford to send all their children to school without 
sacrificing on basic needs. Over the long run, it is imperative for the national government to provide competent 
and complete reproductive health services to allow families the opportunity to have only the number of children 
they want, and to be in a better capacity to send their children to school. 

 
RECOMMENDATIONS / WAYS FORWARD 
 
In general, a variety of education policies and strategies to deter children from being out of school have already 
been put in place by DepED, and these interventions address demand and supply factors contributing to the 
lack of school participation and to school dropout. Policy actions and strategies to improve primary school 
participation provide a pathway for lessening the current education inequities and will undoubtedly lead to 
lessening income inequalities, both in the short and long term. What is important is for education policies and 
strategies to be synergized with data, and that this examination should be done regularly by DepED, together 
with various development partners and research institutes.  

 
The data collected and analyzed all point to a need for creating an enabling environment in order to keep all 
children in school as well as to improve their academic performance. This enabling environment should be 
supported by the partnership among parents, teachers, school managers, and the community and should be 
characterized by high academic expectation, gender equity, and active learning.  
 
Following are specific recommendations/ways to address the OOSC phenomenon in the country. Please refer 
to Annex 6 for actions undertaken by DepED on the recommendations.  
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Addressing Demand-Side Issues 
 
On parents’ and teachers’ perceptions on school readiness 
 
Develop a compelling communication and advocacy component of the Kindergarten education program. This 
should be aimed at enhancing parents’ appreciation of early education and their role in giving their children the 
best start in life through ECCD as well as in ensuring that their children remain and complete school. This could 
be done through the parent-teacher-community associations and in collaboration with barangay heads, 
community leaders, and local chief executives.  
 
Address, on the part of DepED, the mismatch of expectation between the Philippine Early Learning 
Development Standards (ELDS) and teachers in Kindergarten until Grade 3. In particular, teachers should be 
oriented on ELDS and trained on the natural developmental progression of young children as wellas age-and 
developmentally appropriate- teaching-learning practices. 
 
Shift classroom instruction from passive experience to that of active learning.This should start even in ECE. 
Teaching approaches in kindergarten and early grades could utilize more inclusive, experiential and kinesthetic 
learning methods to help all children learn by doing. To address the lack of attention span of children,especially 
among boys, there could also be more frequent mini-breaks to simply get up and move, stretch, or jump in 
place. Literacy skills may also be enhanced by spatial-visual representation. For writing tasks, in particular, 
visual stimuli may be used. Children can also be permitted to write composition with comic strips. Personal 
interests of children may be integrated into learning, e.g., making use of reading materials from sports or 
computer magazines. Moreover, parents, teachers and school managers should also learn how to communicate 
high academic expectations for all children, especially boys, and to raise their self-esteem by reminding them 
of their successes and giving them particular responsibilities that they will be good at.  

 
Develop advocacy campaign for parents to enrol their children in school on time.This will be particularly 
challenging among low-education parents, especially mothers, who may not readily appreciate the wisdom of 
investing on preprimary education.A practical measure that can yield immediate results is for DepED to intensify 
the campaign for on-time school entrythrough PTAs and LSBs which can be addressed through Communication 
for Development (C4D). Advocacy materials can be developed and disseminated to parents through community 
organizations with the aid of LGUs. Advocacy and information campaigns are needed to motivate parents to 
enrol children on time, particularly in preprimary- and primary-school levels with low NER/attendance rates and 
to be aware of the importance of preschool education and the availability of such. 

 
Develop incentives for encouraging parents to participate in early or prompt registration of children. Such 
incentives could be in the form of tuition discounts or free books. Schools could work on their own incentive 
schemes.  
 
Analyze results of the Student Readiness Assessment (SReA) for their implications on classroom management. 
School readiness assessment must be sustained but its results must be analyzed to determine competencies 
and competency gaps of children entering Grade 1. This information gives teachers a better handle on 
managing the classroom and directing learning processes and outcomes.  The results of the SReA may also 
be used to enhance the Kinder Summer Program and the eight-week ECE curriculum.  
 
Give schools more specific guidelines in operationalizing the six-year-old requirement.The practical course of 
action is to standardize the interpretation so that children five years and six to nine months old at the time of 
enrollment can be accepted since they will turn six years and three months old after the June enrollment. The 
six-year-oldage-at-entry policy has been in existence since 1995. Revising the above policy would affect the 
required supply of schools, classrooms, and primary school teachers. It would be prudent to stay the course for 
now but revisiting the policy later may be in order in the long term. A policy of leniency could clog primary 
schools and classrooms, especially in areas where there are supply deficits. Making this policy more flexible 
would require provincial and regional offices of the DepED to take stock of the additional number of children 
and the corresponding impact on supply factors. Such information should aid in deciding whether or not to 
accommodate five-year-old children for entry into Grade 1. 
 
Adopt, on the part of DepED in cooperation with the NSO and LGUs, ways to ensure that poor families are able 
to comply with the birth certificate requirement.Discounted fees, for instance, can be offered for needy families, 
and birth certificates may be issued either on the school premises or nearby locations during enrollment. Other 
possible strategies include (i) having makeshift Census Serbilis Centers before school starts up to the first two 
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months of the school calendar in order to facilitate the release of birth certificates, and (ii) mobilizing barangays 
to accept applications for copies of birth certificates and file them at LGUs. 

 
On truancy 

 
Use school-mechanism teacher-community linkages for quick detection of truancy and dropout. Ways of 
reporting on truancy among children can be worked out with local officials who could help enforce the anti-
truancy law. This can raise enrollment to nearly the target of universal primary education.  
 
On poverty and other economic factors 
 
Examine both international experience and small innovations in local communities for clues on how to cope with 
seasonal needs for labor during harvest.Such innovations point to the importance of school-initiated initiatives 
and SBM in general as there are local conditions that DepED Central Office may not be able to prescribe 
solutions for. Information on such innovative practices can be disseminated and possibly adopted for the 
schedule of farming communities to allow very poor families the opportunity to both support their subsistence 
living with help from children without completely compromising their children’s education. In general, it may be 
productive to devise policies that will allow the education system, in particular its calendar, to be more flexible 
and adaptive to local circumstances (e.g., seasonal need for labor). Self-learning instructional modes for some 
period of the school year, for instance, can keep students in the system while they are needed by their families 
for labor. Other ways of adapting to local circumstances should be explored.  

 
Improve current design of the 4Ps to accelerate the pace of providing a full course of primary schooling to all 
children regardless of sex and keeping these children in school. One possible means is to follow the example 
of Mexico’s CCT which provides extra cash incentives for subgroups with lower participation rates (e.g., five-
year-old boys nationally except in ARMM where five-year-old girls are more disadvantaged) and some groups 
that are likely to be more disadvantaged in education opportunities than the general population (e.g., persons 
with disabilities and IPs). It may also be important to increase cash incentives for older children to encourage 
school completion.  

 
Pursue vigorously, on the part of the Government through the CCT, broader macro solutions such as a coherent 
population policy, an antipoverty strategy, and an effective livelihood and employment promotion program.While 
the CCT helps to lower opportunity costs of poor families in sending children to school, the CCT alone is not 
enough to address poverty. Strategies must factor in the impact of disasters and conflict on schooling. Macro 
policies pertaining to the management of climate change impacts on the poor, as well as the installation and 
more vigorous implementation of economic development strategies that will lead to more job creation will have 
great import on continuing school attendance and completion.  

 
Continue school-based health interventions, such as EHCP and BFP, to improve the health and nutritional 
status of undernourished children. Barangay and municipal LGUs, in turn, should provide support to strengthen 
and sustain these interventions as part of their respective local development plans and investment programs.  

 
On the differences in expectations between boys and girls 
 
Implement a flexible, responsive curriculum and learner-centered classroom management.This should address 
the needs of pupils, especially boys, and make them more actively engaged in the classroom. 

 
Provide teacher preparation and in-service training programs that are based on a holistic framework of teacher 
development. In particular, said programs should aim to enhance the skills and capacity of teachers in terms of 
child development principles (understanding the child); competency in teaching the curriculum (what to teach); 
and learner-centered teaching-learning approaches (how to teach). Teachers should be able to adopt gender-
sensitive teaching strategies and create teaching-learning environment which are stimulating especially for 
boys. Equity consciousness and gender fairness must be deliberately inculcated and included in the teachers’ 
development program. 

 
Work on de-feminizing schools, or at least having teachers become more sensitive to how boys and girls may 
learn differently.DepED can advocate with the Commission on Higher Education (CHED) for establishment of 
targeted scholarship for males, who will enroll in teacher preparation courses, as in the case of Male Teachers’ 
Strategy in Australia. In addition, DepED can adopt affirmative action policies in the short term, including the 
provision of additional incentives for male teachers, who will be important as role models for boys. While DepED 
Central Office has several gender-mainstreaming efforts aligned with the Philippine Plan for Gender-
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Responsive Development, including the development of Gender and Development (GAD) learning exemplars, 
there is much that needs to be done. GAD exemplars need wider dissemination and use. DepED also ought to 
vigorously utilize a portion of GAD budget to disseminate information on existing gender disparities in education 
and strategies in addressing such inequities. 

 
Encourage school-level initiated programs that strengthen partnership with parents and disseminate information 
about the importance of exercising gender sensitivity at home and of parental academic expectations in 
children’s academic success.  In addition, DepED can advocate and collaborate with  DSWD to enhance the 
design of the family development sessions of 4Ps tto include discussions on parental academic expectations 
and perceptions of school readiness and strategies for addressing educational inequities. 

 
Ensure the distribution of GAD lesson exemplars to school districts. Organize appropriate mechanisms for the 
implementation of the lesson exemplars, including provisions for teacher training programs. 

 
On low education of parents, particularly mothers 

 
Strengthen parent education program. More specifically, DepED could include a parent education component 
in its PTA efforts and/or parent teacher conferences. Meetings and interactions with parents can be so 
structured as to serve two purposes: parent education and generating parental support for educational 
programs. In particular, parents should be informed on recent findings of brain development research 
concerning ECCD and its impact on children’s development and how it prepares them for life. User-friendly IEC 
materials regarding these findings should be developed and disseminated to parents. 

 
Provide continuing education for parents through the alternative learning systems (ALS). Implement adult 
literacy programs in communities with high OOSC incidence and female adult illiteracy. Fast-track the 
incorporation of basic and functional literacy programs in the community development initiatives of government 
agencies such as the DA, DENR, DOH, DSWD and DAR. 
 
 
Addressing Supply-Side Issues 
 
As a general recommendation, the most acute shortagesshould be prioritized, given resource constraints. 
However, equally urgent problems should be addressed, including rationalizing allocations of inputs already 
available, supporting SBM through full implementation of reforms such as provision of maintenance and 
operating budgets to principals, and institutionalizing incentive systems that would allow stakeholders to exact 
accountability for poor performance. 

 
Relative to ECE, the following recommendations of the Country EFA Mid-Decade Assessment remain valid: (i) 
Increase public and private investment in ECE to build more facilities to an increasing number of three-to-five 
year old enrollees; (ii) support alternative modes of delivering ECE (home or community-based); (iii) improve 
quality of ECE services by strengthening registration/accreditation system; and (iv) intensify the health and 
nutrition component of ECE. 

 
Practices that have worked well, such as public-private partnerships (i.e., Adopt a School, Brigada Eskwela, 
etc.) that help reduce school and classroom deficits in particular areas, will need to be intensified.  
 
 
On shortage of schoobuildings and classrooms 
 
Prioritize areas where additional resources are necessary and where it would be prudent to either expand 
incomplete schools or provide other means of support to get students to schools that are far from their homes. 
Further, optimize use of alternative delivery modes (ADMs) and ALS in areas without elementary scools.In 
remote and sparsely populated areas and for schools that have no infrastructure or teacher shortages but have 
students shortages, multigrade modes of instruction can be adopted, which would require specialized training 
in multigrade instruction for teachers and provision of appropriate instructional materials (i.e., multi-level 
materials).DepED should design facilities that are appropriate for and support interactive learning, peer learning 
and ADMs, particularly multigrade classes. Designs for facilities that the community can put up,such as learning 
kiosks, should be considered. 
 
Eliminate the triple shifting scheme In congested areas that adopt the shifting policy. Schools with three shifts 
per day substantially compromise on the quality of instruction, sheer amount of teaching time, and positive 
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experience of children in schools. Schools with double shifts do not lose as much time; whatever sacrifices there 
are in quality can be addressed with complementary inputs such as innovations in instruction, infusion of 
additional learning materials, at-home modules, or remedial lessons. Evidence for impacts of such 
compensatory inputs should, however,be examined systematically. 
 
On quality ECCD workers and teachers 
 
Continue, on the part of DepED and budget managers, addressing input deficits and improve, on the part of 
DepED and DSWD, the training of DCC and kindergarten teachers. The scope for assistance from training 
providers (e.g., TESDA) may be explored and maximized. DepED and DSWD need to continue the capacity-
building activities of ECCD workers. CWC has developed a comprehensive human resource development 
program for ECCD workers intended to upgrade their level of knowledge and skills, as well as provide them 
with career advancement opportunities.  
 
Adopt fully, on the part of DepED, NCBTS in teacher trainings and induction programs, and re-articulate to 
Teacher Education Institutions (TEIs) the NCBTS as a primary framework used by DepED in hiring, supervising 
and promoting teachers. As mentioned earlier, teacher development should be based on a holistic framework 
that ensures teachers are steeped in the following elements: i) understanding the child guided by latest brain 
development researches; ii) competency in teaching the curriculum, and iii) skills in learner-centered teaching 
approaches, in handing ADM settings, and in being facilitators of learning (e.g., encouraging peer-learning 
sessions). 

 
On learning materials 
 
On the part of DepED: 
 
Articulate with LGUs, through the Local School Boards (LSBs), the instructional needs of children in school. 
Further, it should advocate the use of the Special Education Fund (SEF) for the procurement and development 
of instructional materials and for assisting in student assessment expenses.  

 
Mobilize support from the private sector, philanthropists, and donor organizations. The first task is to identify 
the specific schools where there is a dearth of learning materials. The list can be used to find specific sponsors 
that can directly channel their donations to the concerned schools. 

 
Ensure sustained investment as well as full and timely utilization of resources.Particular attention should be 
given to ADM support funds, for the production of supplementary learning materials that will make learning 
interesting to children.  

 
Fully implement the Mother Tongue-Based Multilingual Education (MTB-MLE).Further, establish provisions for 
the production of pertinent teaching support materials and training of teachers. 
 
On ADMs and ALS  

 
Develop alternative modes of kindergarten such as the catch-up program. This is provided for under the IRR of 
RA 19157, for children six years old and above under especially difficult circumstances such those affected or 
displaced by armed conflict, urban resettlement, disasters and child labor. 

 
Fully implement the national home-based ECCD implementation plan. The plan outlines ways of expanding 
access of zero-to six-year-old children to ECCD by promoting home-based ECCD, an alternative form of ECCD. 
Crucial factors in the success of home-based ECCDs are the capacity of barangay-based service providers and 
community volunteers to implement programs of municipal ECCD teams and local chief executives to supervise 
and manage home-based ECCD programs. 

 
Plan out kindergarten teacher requirements.Through this, DepED canidentify options for filling the needs and 
developing a training program apt for the specific profiles of kindergarten teachers, especially those who will 
deliver the catch-up plans.  

 
Study, on the part of DepED, actual impact of the various ADM. These would include multi-shift classes and 
multigrade classes, MISOSA (Modified In-School and Off-School Approach), Enhanced Instructional 
Management by Parents, Community and Teachers (e-IMPACT), Home Schooling, and Drop Out Reduction 
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Program (DORP). DepED should rigorously evaluate these programs to fully establish their merits in improving 
access of children to a complete, quality education, and toscale up theprograms where appropriate.  

 
Provide more support and resources to ALS. Although ALS is seen to be more appropriate for out-of-school 
youth, it can serve as a stop-gap measure to address OOSC particularly in areas where there is no existing 
public elementary school. Eventually, these children should be referred back to the formal school system, 
whenever feasible.  

 
Undertake sufficient monitoring and evaluation of ALS and ADM participants. This would ensure they are getting 
equivalent learning opportunities to students in formal programs. 
 
 
Management and governance of OOSC  
 
Tracking of OOSC 
 
Establish an integrated school-community monitoring system that will define or map the universe of OOSC with 
disaggregated date by age and gender, among other classifications. This should be done by DepED in 
collaboration with LGUs especially at the barangay and municipal levels. Such partnership in tracking OOS 
enhances local accountability and action in achieving the education MDGs. Relatedly, DepED should enhance 
the capacities of its regional offices and divisions to consistently analyze data and track progress on OOSC and 
school dropouts, and incorporate these data in the annual strategic and operational plans. Such analysis must 
establish disparities due to gender, ethnicity, class and other such factors. DepED can then take targeted 
actions and provide technical advice to regions and divisions with a considerable number of OOSC, and to 
schools with high dropout incidence. Other stakeholders, especially the development community and LSBs, can 
aid in mobilizing community resources to eliminate dropout, truancy, and disparities in education opportunities 
among children. 

 
School accountability 
 
Make management of the OOSC phenomenon an accountability of the school together with the local 
government and the community. Outcomes, such as zero OOSC and other access indicators, including gender 
disparities, should be an integral part of developing a report card system for schools. Participation rates and 
completion rates should also form part of measuring the effectiveness of principals and teachers. A 
comprehensive examination of mechanisms in place to exact accountabilities for poor performance should be 
done from the lowest levels such as teachers and school heads, to middle management (divisions and regions), 
to the central office. Incentives can also be given for achieving significant OOSC incidence reduction. Grants 
for school improvement and awards for zero dropouts in primary school can be made. 

 
Examine trends in education outcomes of schools to detect as early as possible systematic trends that can be 
the subject of school intervention. A time-series analysis could help school heads and understand better the 
dynamics of the dropout trend in their schools and suggest areas for improvement of school-based and 
classroom management. This should be complemented with situational analysis by planners of DepED division 
offices to determine if broader or higher level interventions are parallel with interventions. For example, for low-
income parents, linking them to livelihood may be necessary. 

 
Adopt measures to ensure that competent and effective managers are at the helm of public schools or, at the 
very least, the large public schools. For instance, improve the current incentive scheme thatis based on seniority 
and credential, and provide a licensure exam to certify principals in term of managerial capacity. 

 

Area-based action 

 
Couple national-level actions with area-based actions to take into account community-based nuances of the 
OOSC phenomenon. Because problems occur at the community and village level, local actions are required. 
Regional and provincial education development plans must factor in equity analysis, (i.e., looking into the OOSC 
phenomenon in a particular locality, including gender disparities, ethnicity-based disparities, and other 
community factors). Program development and implementation should be based on a bottom-to-top analysis 
rather than being prescribed from DepED Central Office. For example, schools and division offices can initiate 
actions on gender disparities even in the absence of a gender policy from the top. Regional offices and divisions 
can identify schools where disparities are marked and, with an understanding of the dynamics of the OOSC 
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phenomenon, devise an action agenda that would improve opportunities for children to go to school and stay in 
school.  

 

Monitoring and evaluation 

 

Regularly conduct monitoring and evaluation within DepED to ascertain the effectiveness and impact of OOSC-

related policies and, for that matter, all education policy interventions. This should lead to linking the effect of 

supply-side reforms on reducing primaryschool-dropout rates and OOSC incidence and to steer the direction of 

policy interventions. Also, the link between school and the community monitoring system to address OOSC 

should be strengthened. 
 
Civil society participation 
 
Optimize and synergize, on the part of DepED, the programs and strategies of NGOs to address the OOSC 
phenomenon and dropout rates.  
 
 
Financing education of OOSC 
 
Support SBM through full implementation of reforms, such as provision of maintenance and operating budgets 
to principals; further,improve the system of SBM grant allocation, release, utilization and reporting. For instance, 
the selection of school grantees should be done for multiyear purposes to sustain the impact of these grants. 
Selection criteria should consider not only enrollment size and performance indicators, but also financial 
capacity of the schools, paying attention to needy schools and schools in need of support for improving their 
initiatives. DepED Central Office will also need to work with regional and divisional offices, as well as the DBM, 
to hasten the release of these grants by the start of the school year.  

 
Advocate with LGUs the use of SEF for the training of kindergarten teachers and the development of 
kindergarten instructional materials to complement school-based interventions.DepED’s information materials 
should be in the vernacular and in popular form so parents in rural and remote areas canappreciate and use 
them. 

 
On the part of DepED, advocate with DSWD for LGUs to target more effectively assistance given to poor families 
(for both education and social protection interventions) rather than offering universal assistance (e.g., by making 
use of the DSWD’s National Household Targeting System).DepED must also advocate with the national 
government for the sustained implementation of the CCT beyond the present administration (specifically, its 
coverage of five-year-old children). 

 
Harness the gender budget of DepED division offices to address gender disparities. Affirmative action must be 
taken for the systematically disadvantaged group (i.e., boys in primary school dropping out more than girls). 
 
AREAS FOR FURTHER RESEARCH 
 
Further research is deemed for the following: 
 

 Student-level analysis linking availability of inputs to performance outcomes. All data available thus far 
are derived from data aggregated at the provincial or the regional levels, which may mask important 
effects that can be detected with student-level analysis. 
 

 Time-on-task research for teachers, including basic attendance, to understand exactly how much 
instruction time is spent for each subject in each grade. This information will provide guidance as to the 
implications of shifting in schools, additional administrative work of teachers, and other tasks that 
impinge on the number of minutes that students get in teaching time.  
 

 Cost-benefit analyses as well as process evaluations (in addition to rigorous impact evaluations, if 
missing) of various forms of interventions that have already been run in the country to address the most 
pressing outcomes. Having cost-effectiveness estimates of interventions on the supply and demand 
sides will provide clearer information on which interventions would be more prudent and effective than 
the other.  
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 Cost-effectiveness study comparing private versus public primary schools to understand where the 
efficiency problems in public schools lie, if any. 
 

 Systematic examinations of the governance and institutional issues that block reforms at the local and 
national levels of DepED. This should include transparent examinations of potentials for corruption, a 
political economy analysis of accountability mechanisms, investigation of the institutional arrangements 
and power relationships between central, regional, and division offices, as well as any other 
arrangements that contribute to the inefficiencies within the system. 
 

 Political economy analysis of various processes within DepED to understand how and why there remain 
persistent problems with equitable resource allocation, efficiency barriers in the implementation of 
certain policies (e.g., drilling down of MOOE and other SBM or BESRA-related reforms), among others. 
This would include an accountability audit of the important processes that may have an impact on the 
delivery of quality inputs.  
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Introduction 
 

Country Context 
 
The Philippines, an archipelago of about 7,100 islands, is the 
only country in Southeast Asia that shares no land border with 
its neighboring countries. It has three major island groups: 
Luzon in the north (where the city of Manila, the nation’s 
capital, is located), Visayas in the center, and Mindanao in 
the south. The country is also divided into 17 regions, eight of 
which are in Luzon, three in the Visayas, and six in Mindanao. 
The 2007 Census of Population and Households conducted 
by the NSO put the country’s total population at 88.6 million. 
It was projected that by middle of 2011, the population would 
have already reached 95.6 million, and by 2014, 100 million. 
 
The executive, legislative, and judicial branches of the 
Philippine government provide a system of checks and 
balances. The executive branch is headed by the President 
(elected to a six-year term) who is assisted by a cabinet that 
comprises secretaries of various departments, such as the Department of Education (DepED). The legislature 
is a bicameral body composed of the Senate (serving as the Upper House), with members elected to a six-year 
term,and the House of Representatives (serving as the Lower House), with members elected to a three-year 
term. Aside from its legislative function, the Congress has broad taxing and spending power, including controls 
over the budget that the President proposes every year. The nation’s premier judicial power is vested in the 
Supreme Court, which is composed of a chief justice and fourteen associate justices.  
 
The primary LGUs in the country are the provincial governments, each headed by a governor. There are a total 
of eighty-one provinces across the country. Each provincial governor has jurisdiction over component cities and 
municipalities that, in turn, are headed by mayors. The mayors have jurisdiction over component villages (called 
barangays). All local chief executives, including governors, mayors, and village officials, are elected every three 
years. There are no regional governments, except for the Autonomous Region in Muslim Mindanao (ARMM), 
which has autonomy from the national government. Metro Manila, also called the National Capital Region 
(NCR), comprises the country’s capital, Manila, and 15other neighboring cities. 
 
As of 2010, the Philippine economy was considered by the International Monetary Fund (2011) as the forty-
sixthlargest in the world with a (nominal) GDP of $189 billion. The economy has been continually shifting away 
from agriculture toward the nonagricultural sectors, that is, industry and services (especially the latter). Of the 
country’s 38.9 million labor force in 2010, 92.7 per cent was employed—about half (48.2per cent) in the services 
sector, a third (32per cent) in agriculture, and the rest in industry. The services sector is responsible for slightly 
half (54.8per cent) of GDP while agriculture and industry account for 13.9 per cent and 31.3 per cent, 
respectively, of GDP. In 2010, the economy registered an annual GDP growth of 7.1 per cent, the highest in 
about three decades. Quarterly growth rates in GDP for 2011, however, have not only been lower than the 
previous years’ growth rates but also lower than forecasts for the period, partly due to weak government 
spending. Year-on-year inflation rates have been relatively stable at less than 4 per cent in 2009 and 2010. 
 
While economic growth (measured in annual GDP growth rate) averaged 4.5 per cent during the period 2000–
2010, the official estimates of income poverty rate worsened from 24.9 per cent in 2003 to 26.5 per cent in 2009. 
The country’s high population growth rate as well as inequalities in income and asset distribution have 
contributed to lackluster poverty reduction from the poverty rate of 33.1 per cent in 1991 (Albert and Ramos 
2010). Inequities hinder prospects for inclusive growth. Income growth is far from being equitable. Rural-to-
urban migration is fuelled by the economic boom in urban areas together with the lack of employment and 
income opportunities in the rural areas, especially in the poorer provinces. 
 
Every administration formulates its own development plans (Philippine Development Plans or PDPs) and 
regularly adjusts its policy agenda based on emerging concerns and on account of official statistics and other 
data. The current government emphasizes in its PDP 2011–2016 a social thrust and underscores this with a 
huge budget allocation for basic education, health, CCTs for the poor, and other socialspending programs. 
Plans are being laid out for public-private partnerships to finance important infrastructure projects.  
 

 
Figure 1. Map of the Philippines 
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DepED takes responsibility for basic educationi (which covers elementary and secondary education for children 
aged 6–15), as well as the ALS. The ALS covers nonformal and informal education geared to out-of-school 
youth (aged 15 and above) and features placement and accreditation mechanisms for equivalency certification 
to facilitate re-entry into the formal school process. While basic education is largely the responsibility of the 
national government through DepED, the LGUs have a role in local service delivery through the LSBs. The 
LSBs are special bodies established by virtue of Republic Act (RA) No. 7160, popularly known as the Local 
Government Code of 1991. The main duty of the LSB is to provide supplementary funding support to the local 
public school system by way of the SEF, which comes from an additional 1 per centlevy on real property that 
LGUs collect. 
 
As regards early childhood education, the government passed the ECCD Act (RA No. 8980) in 2000. This law 
strengthens the organization and development of the country’s delivery of ECCD services, including the 
establishment of an ECCD Council and coordination mechanisms. At the national level, the responsibility for 
ECCD programs is shared between DepED and DSWD, which is tasked to look into daycare- (center-based 
programs), clinic-, and home-based programs while DepED takes charge of school-based programs (e.g., 
kindergarten or nursery schooling). DSWD is also tasked to look into workplace ECCD. As part of 
decentralization and local service delivery, LGUs have assumed responsibility for establishing and maintaining 
at least one day care center in every barangay. Beginning schoolyear 2011–12, DepED launched the Universal 
Kindergarten Program for five-year-old children as part of its ECCD Program.   
 
Over the years, DepED has vigorously sought to carry out its mission to provide quality basic education that is 
equitably accessible to all and to lay the foundation for life-long learning and service for the common good. 
DepED has also sought to implement a series of reforms (Luz 2008; Bautista et al. 2008) to further improve its 
performance in carrying out its mandate. In 2005, DepED adopted the BESRA as its centerpiece for institutional 
reforms in improving access, relevance, quality, efficiency, and effectiveness. All BESRA plans are attuned to 
EFA targets and the MDGs. The MDGs constitute a set of eight goals on improving the welfare conditions of 
humanity, including the achievement of UPE and the elimination of gender disparity in basic education by 2015. 
 
Trends in the country’s performance in UPE indicators clearly point to the difficulties the Philippines faces in 
achieving the MDGs on education (Caoli-Rodriguez 2007; Maligalig and Albert 2008a). The 2008 EFA Global 
Monitoring Report (UNESCO 2007) even identified the Philippines as one of the countries with a decreased net 
enrollment rate from 1999 to 2006 and with a huge number (more than half a million)of OOSC. Due to this, the 
Philippines was invited to participate in the Global Initiative on OOSC.  
 
Issues about access are further complicated by completion and performance. Dropout rates in some parts of 
the country are unacceptably high, with the national average placed at approximately 6 per cent in elementary 
and 8 per cent in high school. Across the years, average scores on the NAT for both elementary and secondary 
students fall well below what is defined as mastery of subject matter (75per centrating).  
 
Compounding the constraints faced in improving basic education performance are education inequities. Boys 
lag behind girls in key education indicators. They have lower net enrollment ratios, higher dropout rates than 
girls; they also have lower average achievements compared to girls (David, Albert, and Monterola 2009). Urban-
rural and regional disparities in access, dropout, completion, and learning outcomes are pronounced. (See, for 
example, http://www.nscb.gov.ph/iMDGs/ for regional variation in UPE indicators.) Access, dropout, completion, 
and learning rates have been observed to be poorest in Mindanao. When DepED ranked school divisions 
according to enrollment, completion, dropout, and NAT scores in order to identify the lowest-performing school 
divisions, it was noted that 25 of the 40 lowest-performing divisions were in Mindanao. The six lowest-performing 
divisions are also all located in ARMM.  
 
Although DepED is committed to improving the fulfillment of its mandate, there are education inequities that 
persist. These inequities have to be carefully examined in order to find pathways to better performance in the 
basiceducation sector, particularly in ensuring that all children, regardless of sex, go to school, stay in school, 
and maximize their learning opportunities and outcomes. 

 

 
 
General Introduction to the Five Dimensions of Exclusion (5DE) in the 
Philippines 

 

http://www.nscb.gov.ph/iMDGs/
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Children who are not in school are likely to be disadvantaged. Their conditions can reinforce, if not exacerbate, 
existing socioeconomic inequalities. In the next chapter, we provide an overview of data sourced from 
administrative reporting systems (of DepED) and household surveys (conducted by NSO) and make more 
effective use of these data sources to describe children excluded from the preprimary, primary, and secondary 
school systems. From a policy- and program-intervention perspective, while it is important to examine the 
characteristics and conditions of children not in school, it is also equally important to describe children in school 
who either face the risk of not completing their schooling or not learning. The interventions for each set of 
excluded children may not necessarily be the same. Demand-side and supply-side issues will have to be 
critically examined. OOSC may thus be viewed from a broader, equity-oriented view of exclusion from education 
than is addressed by the MDGs, with key implications concerning barriers and policy development. Following 
the conceptual and methodological framework (CMF) of the Global Initiative on OOSC with slight revisions, five 
sets of children “excluded” from school (see fig. 2) are of interest in the next chapter:  
 
Children of preprimary-school age who are not in preprimary or primary school (Dimension 1)  
Children of primary-school age who are not in primary school or secondary school (Dimension 2) 
Children of secondary-school ageii who are not in primary school or secondary education (Dimension 3) 
Primary school students at risk of dropping out (Dimension 4) 
Secondary schooliii students at risk of dropping out (Dimension 5) 

 
With these five Dimensions of Exclusion (5DE) model, there is recognition that not all OOSC are permanently 
excluded from education. That is, OOSC have various degrees of exposure to school. These OOSC are 
visualized as subgroups of Dimensions 2 and 3: (1) they may have attended school in the past but dropped out; 
(2) they may have never entered school; (3) they may be late entrants; or (4) they may never enter school at 
all. In the case of SARDOs, although these students are currently in school, they are vulnerable to exclusion 
from education. The framework thus covers two different types of children: the population of OOSC of school-
going age, and the population of SARDOs of any age in primary or secondary school. 
 
There are dynamics in these categories across time. If SARDOs (Dimensions 4 and 5) leave school, they 
become part of the out-of-school population (Dimensions 2 or 3). Children in primary school who are at risk of 
dropping out (Dimension 4) and who progress to secondary education may continue to be at risk of dropping 
out and would then become part of Dimension 5. Lastly, OOSC of primary-school age who reach secondary-
school age and remain out of school transfer from Dimension 2 of the framework to Dimension 3. 
 
In the next chapter, we describe children from all these exclusion dimensions in detail, as data permit. 
Discussions in Chapters 2 to 4 are focused more on excluded children in Dimensions 1, 2, and 4(3DE), i.e., 
children of preprimary- and primary-school age that are out of school or primary SARDOs, due to the concern 
over achieving UPE. The ultimate goal in describing OOSC vis-a-vis children in school, the constraints they 
face, and current education strategies and policies is not only to achieve UPE but also to ensure that schooling 
results in good learning outcomes.   
 
Various policies, programs, and projects on basic education have been initiated by DepED with support from 
development partners and various stakeholders to address problems pertaining to OOSC; some have been 

 

Figure 2.Five Dimensions of Exclusion (5DE) of Out-of-School Children (OOSC) 
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discontinued while others continue to be implemented. Some education strategies are focused on assisting 
children who are not in school, other strategies are meant to assist SARDOs. DepED has also received a huge 
increase in its 2010 (11 per cent) and 2011 (15 per cent) budgets, compared to the respective previous fiscal 
years, especially meant for hiring new teachers and constructing new school buildings and classrooms. For all 
public policies and actions on basic education, including those meant to assist children excluded from school, 
and other broader social protection programs to be effective, a comprehensive, empirical understanding of the 
causative and dynamic factors behind OOSC is necessary. The lack of school participation and the 
underachievement of boys have not attracted as much policy and program attention (David et al. 2009). It is 
hoped that this Philippine Country Study on OOSC can provide inputs for accelerating and scaling progress 
toward MDGs2 and 3 on UPE and on eliminating gender disparities in education, respectively, as well as inform 
policy and planning in implementing evidence-based actions that target the disadvantaged groups where 
excluded children are more prevalent. 

 

Methodology 
 
The Philippine Country Study on OOSC was organized to look into: (1) PROFILES of Filipino OOSC, capturing 
the complexity of the problem of OOSC in terms of magnitude, inequalities, and multiple disparities around the 
5DE model; (2) BARRIERS AND BOTTLENECKS, particularly those affecting OOSC of preprimary- and 
primary-school age, in order to clarify the dynamic and causal processes related to their exclusion in school; 
and, (3) POLICIES AND STRATEGIES that aim to equitably target excluded groups of children of preprimary- 
and primary-school age within existing education policies and strategies and through socialprotection programs. 
In the Philippines, boys have less school participation and are more prone to dropping out of school than girls. 
If attending school, boys tend to achieve less than girls. Thus, the fourth chapter of this report is a case study 
focused on WHY BOYS DO POORLY in school.  
 
To achieve these objectives, the study used a mixed-methods approach consisting of: (1) desk review and 
quantitative analysis of available secondary data and various literature; and (2) collection and analysis of some 
new primary data. The latter is a small-scale qualitative research consisting of individual interviews and focus 
group discussions (FGDs) of 3DE children, their parents, and educators and managers of learning.  Interviews 
with key officials and staff of agencies in charge of major socialprotection interventions and education programs 
with direct impact on 3DE children as well as of other key informants (e.g., education policy researchers) were 
also conducted. Observations of classroom instruction and analysis of instruction materials were also 
undertaken. The desk review consisted of an examination of the literature as well as secondary data from 
various sources, such as DepED’s BEIS, the NATs conducted by DepED’s National Education Testing and 
Research Center (NETRC), and NSO household surveys. Econometric analysis on household-level data similar 
to those done by Orbeta (2005) and Maligalig et al. (2010) on identifying relevant supply-side and demand-side 
factors related to school outcomes was also performed. 
 
The profile of OOSC in Chapter 1 was generated by undertaking an inventory of existing administrative and 
household data on education participation and OOSC from school years 2005–06 up to 2009–10, with national 
and subnational coverage. Metadataiv on the data sources for the study were developed using a templatev 
provided by the UNESCO/UNICEF Regional Office for the Global Initiative on OOSC. Tables in the appendix 
were generated from BEIS and NSO household surveys. Data in the appendix provide cross tabulations by age, 
sex, urban/rural location, administrative region, and socioeconomic status. In case there were at least two data 
sources (e.g., in estimating a parameter such as the magnitude of at-risk children) and the resulting estimates 
would vary, the discrepancies were clarified, and preferences for a data source explained. With the use of a 
spreadsheet template made available by the UNESCO Institute for Statistics (UIS), data on the school exposure 
of OOSC were obtained for both boys and girls and, for both sexes, were based on basic data inputs. Extra 
tables and figures were also generated within the chapter to further describe OOSC.  
 
The discussion on Barriers and Bottlenecks examines the OOSC profile in Chapter 1 and supplements this with 
an analysis of primary data from field work consisting of (1) individual interviews and FGDs in twenty-four study 
sitesviand (2) observations of classroom instruction and analysis of instruction materials. Primary data were 
collected to examine household-based factors and other possible influential factors, including supply-side 
issues such as quality of education and school inputs (i.e., resources available and spent), that could possibly 
affect OOSC and perhaps cause the growing gender disparities in primary education across the six 
sites/schools selected for each of the four zones, namely, NCR, Luzon (outside NCR), Visayas, and Mindanao. 
The emphasis in the qualitative investigation was to gather information on reasons not already known about 
why children are not in school, why some children are more at risk of not completing their schooling, and why 
boys do not learn as much as girls. The interviews and FGDs gave respondents the opportunity to offer answers 
that may not be included in the available survey instruments of the NSO. The qualitative field work was loosely 
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structured although interview and FGD guidelines were prepared for field staff. Interviewers were also provided 
with training to help them understand the general objectives of the interviews and to provide protocols for data 
collection. Respondent selection in each zone corresponded to the 3DE model under study. All in all, about 183 
individual interviews and 16 FGDs were conducted.viiClassroom observations of 48 lessons were also 
conducted in various grades and subjects. The observations were made at one lower-level grade (Grade 1 or 
2) and one upper-division grade (Grade 3 and above) in selected schools with very high dropout rates in order 
to look into supply-side issues affecting why children are out of school or why they are at risk of dropping out.   
 
Desk work was conducted to analyze policies and education strategies, including the examination of gender 
disparities in education. This involved (1) a review of various literature, situation analysis, data on budgets, and 
policy research reports conducted by reputable institutions covering basic education; (2) conduct of an inventory 
and examination of education policies, laws, and socialprotection programs that directly affect OOSC; and (3) 
conduct of interviews with knowledgeable resource persons on the polices and strategies related to 3DE. The 
interviews and examination of education policies, laws, and socialprotection programs focused on the adequacy 
and effectiveness of these interventions. The task set in this country report was to put a face to OOSC and 
carefully examine how best to assist them given the often-overlapping barriers and bottlenecks to school 
participation and completion and cognizant, too, of the desire to improve the country’s standing in giving all 
children of either gender a full course of primary schooling, in keeping them in school, and in having them 
maximize their learning to enable them to have better opportunities.   
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Chapter 1: Profiles of Excluded Children 
 
Overview and Analysis of Data Sources 

 
The country’s development plans have always 
identified education as an integral component of human 
development. The 2011–16 PDP considers education 
as a pillar for inclusive growth: with better education, 
those at the lower end of income distribution are 
provided a pathway to move out of poverty through 
improved earning potential. Despite this policy thrust, 
spending for basic education has hardly gone beyond 3 
per cent of the GDP. As shown in figure 3, the official 
NERviii in primary schools (sourced from BEIS of 
DepED), strongly correlates with public expenditures in 
education (see also Maligalig and Albert 2008b; Diokno 
2010; Manasan 2010). These statistics were on an 
upward trajectory in the period 1990–2000 but they 
dropped after 2000 and have now plateaued. The 
regression after 2000 is not only due to minimal 
resources given to the education sector, especially to 
DepED, but also partly due to changes in the definitionix 
of these statistics. It must also be noted that since 1990 
baseline figures for NER are already high, there would 
be diminishing returns in terms of improving the rate of 
access to primary school. Further examination of basic education statistics will be needed to properly depict the 
basic education sector. For instance, figures on primary school GERxfor school years 2007–08, 2008–09, 2009–
10, and 2010–11, which have been recently revisedat106.2 per cent, 106.8 per cent, 107.2 per cent, and 107.5 
per cent, respectively, reflect relatively high access to primary schools in the country. The gap between GER 
and NER suggests a considerable number of overage primary-school enrollees.  
 
Traditionally, Filipino families put a high premium on having their members earn an education. In particular, 
basic education is viewed as a human right: the Philippine Constitution declares that primary education is 
compulsory and that the state shall establish and maintain a system of free public education at the primary and 
secondary levels. If Filipinos and the government put importance on education and there are still children who 
are not in school and there are SARDOs, there must be supply-and demand-side factors that need to be 
examined. In this chapter, OOSC are described in as much detail as data permit. Although the BEISxiprovides 
indispensable information on the state of basic education in the country, including indirect estimates of the 
number of children that are not in school, there are limitationsxii to what BEIS and other administrative reporting 
systems can describe about OOSC. Several household surveys conducted by NSO, primarily the APIS; the 
Functional Literacy, Education and Mass Media Survey (FLEMMS); and the Labor Force Survey (LFS),xiiigive a 
proxy measure of NER, the proportion of children currently attending school. These household surveys have 
national coverage. Sampled households from these surveys are chosen through a master sample design that 
enables information from the surveys to yield reliable estimates of population characteristics at the national and 
regional levels. These surveys also provide a wealth of information on the demographic, economic, and social 
characteristics of the sampled households as well as the individual characteristics of household members, 
including children, whether or not they are in school (Orbeta 2010a; Orbeta 2010b).   
 
Table 1 lists school attendance rates from the 2007 APIS, 2008 APIS, 2008 FLEMMS, and corresponding LFS 
rounds, together with the estimates of official NER for 2007–08 and 2008–09. It can be readily observed that 
(1) there is discrepancy regarding survey-based attendance rates and the administrative-based enrollment rates 
for the preprimary school-age level (since the latter did not account for private kindergarten enrollment); (2) 
attendance rates for the primary- and secondary-school age groups in APIS, FLEMMS, and LFS are higher 
than the corresponding NER; and (3) results from the 2008 APIS and 2008 FLEMMS have slight variations 
while figures from LFS rounds are close.  

 
  

 
Figure 3.Primary School Net Enrollment Rate (NER) and 

Public Expenditures on Education 
Sources: Basic Education Information System (BEIS), Department of 
Education (DepEd); Department of Budget and Management (DBM) 
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Table 1. School Participation/Attendance Rates in 2007 and 2008 by Age and by Data Source 

Age Group 
2007 2008 

BEIS APIS LFS July UIS BEIS APIS LFS July FLEMMS LFS Oct UIS 
5 YearsOld 47.9a 67.2 67.3  56.3a 65.8 65.9 - 65.9  
Primary Age  
(6 to 11 years 
old) 

88.3b 

(88.7c) 
94.4 

(89.8d) 93.8 
87 

(88c) 
89.2b 

(89.6c) 
95.2 

(90.8d) 94.9 
92.3 

(85.2d) 94.8 
88 

(88c) 
Secondary Age 
(12 to 15 years 
old) 

59.9b 
(59.9c) 

88.5 
(65.8 d) 87.8 60 

60.5b 
(60.5c) 

89.6 
(66.3d) 90.0 

87.2 
(60.1d) 88.9 61 

Notes: a based on BEIS enrollment in public and private kindergarten schools, as well as DSWD data on children served in day care centers; b based on revised 
projections of school-age population; c adjusted net enrollment ratio (ANER) is the ratio of the number of children in an age range that is enrolled in the proper 
education tier (or higher) relative to the number of children of the school-age range; d adjusted net attendance rates (ANAR) is the ratio of the number of children 
in an age range that attends the proper education tier (or higher) relative to the number of children of the school-age range 

 
The discrepancy between school attendance rates sourced from the 2008 APIS, 2008 FLEMMS, and their 
corresponding LFS rounds is due to sampling and nonsampling errors.xiv FLEMMS uses only half of the sample 
size of APIS and, consequently, FLEMMS is expected to have less precise estimates. With regard to 
nonsampling errors, the difference in survey periods between the APIS and FLEMMS further contributes to the 
discrepancy in attendance rates: the latest waves of the APIS and FLEMMS were conducted three months 
apart.xv In addition, information on current school attendance was asked only in FLEMMS for household 
members aged 6to 24 years old. 
 
The disagreement between the official NER and the survey-based attendance rates is also due to a number of 
measurement issues. For the school-attendance and school-participation rates of five-year-old children, the 
discrepancy can be attributed to incomplete coverage. The school participation of five-year-old children is 
sourced from BEIS on public and private kindergarten enrollment, as well as DSWD data on children enrolled 
in DCCs, private madaris and early-learning centers, and alternative forms of early learning. Data from DSWD 
on children served in DCCs was available for younger than 3, children aged 3 to 5 years, and those above 5, 
with the number of five-year-old children only estimated crudely. Administrative data appear to have been 
underestimated in 2007 and in 2008.    
 
In general, the primary reasons for the discrepancies between the school-attendance rates sourced from NSO 
household surveys and the official NER are as follows:  
 
First, for both household surveys and administrative reporting systems, there were problems on the accuracy 
of the age data reported. Household surveys may have response biases because only one respondent provides 
information about the ages of all household members (and without birth records to assist the respondent in 
correctly reporting these ages). For BEIS, ages reported by schools may not correspond to the usual practice 
of identifying age as the legal age but may be based on the nearest birthday on a particular reference day. 

 
Second, school-attendance rates are not equivalent to NER; the latter accounts for a specific school tier. For 
instance, attendance rates for secondary age measure attendance not only in secondary education, but also in 
preprimary, primary, and higher education. Adjusted net attendance rates (ANAR) from APIS and FLEMMS 
have been generated (in the appendices) that count school-age children attending the expected level of 
schooling or higher. The ANAR results, as indicated in table 1, appear to lower the discrepancy between the 
NERs and school-attendance rates.  

 
Third, surveys and the BEIS have different reference periods (viz., the time of the survey period and cut-off 
dates of August 31 of the fiscal year, respectively).   

 
Fourth, administrative reporting systems for ECCD suffer from nonsystematic reporting, lack of data 
comparability and other data issues, such as the lack of detail on age disaggregation on children served in 
DCCs.  

 
Finally, it must be pointed out that the accuracy of the NER statistics hinges on (1) data from BEIS on the 
number of children enrolled or registered in school as of June, the start of the school year, as well as (2) 
population age-group projections. The former are subject to coverage issues while the latter are dependent on 
the population projection methodology. Regarding coverage, DepED compiles data from DepED-supervised 
public schools and private schools, as well as state universities and colleges (SUCs) with primary/secondary 
levels. Compliance in submission of reports for BEIS is assured among public schools. Information from private 
schools is, however, subject to imputations when these schools do not provide DepED (within required cut-off 
dates) with requisite information for generating NER (and other performance indicators for the basiceducation 
sector). Although DepED has a record of status of private schools’ submissions used as basis for imputations, 
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the response rates from private schools are not fully documented in publicly available metadata on the BEIS. 
With regard to data on population projections, NSO did not generate projections by single-year age groups and 
by sex from the 2000 population census that DepED requires for calculating the denominator of the NER. DepED 
had to generate its own projections of the school-age population based on parameters provided by NSO. 
Maligalig and Cuevas (2010) point out inaccuracies in DepED’s NER figures. With the availability of new 
population data from the 2007 population census, DepED generated revised school-age population 
projectionsxvi based on growth rates from the 2000 to 2007 censuses. While these revised projections have led 
to more realistic NER estimates for recent years, however, trends in the time series of the NER will not be easy 
to observe due to breaks for the periods 1990 to 2000, 2001 to 2006 as well as 2007 and beyond, resulting from 
the use of projections from different sources—namely, the 1990, 2000, and 2007 censuses, respectively.   

 
The UN, through the UIS, has its own set of estimates of NER in the country that combines national enrollment 
statistics with population projection estimates of the UN Population Division (UNPD). The UNPD projections do 
not match the official population projections in the country because the former accounts for country and global 
trends while the latter looks into national and subnational trends in population dynamics. The UIS estimates of 
NER, or those developed by Maligalig and Cuevas (2010), still indicate a decline in these education statistics 
from the 1990 or 2000 baselines but the decline may not be as severe as the official DepED statistics on NER 
suggest. 
 
Whether we consider BEIS, APIS, FLEMMS, LFS, or the UN system as a data source for participation rates, 
we would still estimate a considerable number of school-age children (i.e., between the ages of 5and 15)in the 
Philippines as part of the OOSC population. What is crucial is to define what exactly we mean by “out-of-school” 
and “in-school” population. Consistent with the CMF of the Global Initiative on Out-of-School Children launched 
by UNICEF and UIS, this Philippine Country Report on Out-of-School Children considers children as being in 
school if (1) they are of preprimary-school age and are currently attending preprimary education or higher levels 
of education; (2) they are of primary- or secondary-school age and they currently participate in primary or 
secondary education. Thus, children of primary- or secondary-school age who are in preprimary and nonformal 
educationxvii are viewed as being out of school for the purposes of this report, although their participation in the 
educational system should not really be discounted. 
 
Combined data from BEIS and DSWD yield indirect estimates of the number of out-of-school children aged 5 
to 15 years old in 2008. The figures total about 3.3 million, while the 2008 APIS estimates the figure at a smaller 
count (2.9 million). Trends suggest that these 
numbers are going down, but only marginally 
whether in rates or magnitudes through to 
2010. For 2010, the BEIS and DSWD data 
suggest there are 2.8 million OOSC aged 5 to 
15, by 2013 this had declined to 1.03 million. 
APIS 2010 suggests that there were 2.6 
million OOSC in 2010 between the ages 5 to 
15. In this report, there is more attention to 
using the APIS as data source because of its 
comprehensive information on 
socioeconomic data, and due to concerns 
about data accuracy of administrative 
sources. APIS 2008 was used since APIS 
2010 was not available during the time of 
writing. As figure 4 illustrates, about half of the  
regions in the country—namely, ARMM, 
CALABARZONxviii, Western Visayas, Bicol, 
Central Visayas, Central Luzon, and the 
NCR, each have over 200,000 children who 
are out of school. In some cases, such as 
CALABARZON, NCR, and Central Luzon, 
this is due to the overwhelming sizes of the 
school-age population in these regions.  
 
The proportion of OOSC to the number of children aged 5 to 15 across regions for 2008 is given in table 2. 
There have been significant improvements since, declining to 5.21 per cent nationally by 2013 (update provided 
in Epilogue chapter table 22). The disparities in rates in 2008, across regions, point to interlocking demand- and 
supply-side issues that reinforce socioeconomic inequities. School participation varies across regions, with 

 
Figure 4. Distribution of Out-of-School Children (OOSC) Aged 5 to 15 in 
2008 by Region and by Sex 
Source: 2008 APIS, NSO 
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many poor regions having lower school participation. In addition, such regional variation reflects disparities in 
education opportunities for people of varying ethnicity and linguistic diversity. There is suspicion that indigenous 
peoples and other minorities are more disadvantaged in terms of education opportunities than the rest of the 
population. The extent of such disadvantage, however, is not currently measurable since NSO sample surveys 
do not collect information on ethnicity. Data on indigenous peoples can be found only from the population 
census, with the operational definition lacking in consistency across censuses. The lack of school participation 
is related to poverty: statistics on ANAR for both primary and secondary levels are higher among higher-income 
classes (see tables 6 and 7 in the Appendix). Poor families tend to be headed by persons with low levels of 
education who may not have the capacity or ability to put as much premium on the schooling of children in the 
household. The 2007 and 2008 waves of the APIS, and the corresponding LFS rounds when these surveys 
were conducted show that among secondary school-age children that are not in school, about 0.4 million are 
engaged in laborxix (three-fourths of whom are boys). Even among children aged 5 to 15 that are currently in 
school, 0.6 million are engaged in economic activities and maybe at risk of not completing their schooling. 

 
Table 2. Rates (in %) of Total Number of OOSC to Total Number of 5 to 15-Year-Old Children in 2008 (and Standard Errors in 
Parentheses), by Sex and By Region 

Region Male Female Both Sexes 

Region I - Ilocos 10.4 (0.86) 6.4 (0.68) 8.4 (0.60) 

Region II - Cagayan Valley 13.9 (1.17) 7.8 (0.84) 10.9 (0.82) 

Region III - Central Luzon 10 (0.71) 6.6 (0.65) 8.3 (0.54) 

Region V- Bicol 15.6 (0.97) 10.7 (0.88) 13.2 (0.73) 

Region VI - Western Visayas 12.6 (0.79) 10 (0.93) 11.3 (0.67) 

Region VII - Central Visayas 14.3 (0.95) 10 (0.97) 12.1 (0.77) 

Region VIII - Eastern Visayas 17.9 (1.31) 11.1 (1.13) 14.5 (0.97) 

Region IX - Zamboanga Peninsula 20 (1.58) 13 (1.43) 16.5 (1.32) 

Region X - Northern Mindanao 15.3 (1.24) 11.6 (1.17) 13.5 (1.00) 

Region XI - Davao 17.3 (1.27) 12.8 (1.18) 15.1 (0.95) 

Region XII - SOCCSKSARGEN 17.5 (1.30) 10 (1.08) 13.9 (1.01) 

National Capital Region 8.6 (0.73) 7.1 (0.64) 7.9 (0.55) 

Cordillera Administrative Region 10.2 (1.16) 7.1 (0.94) 8.7 (0.90) 

Autonomous Region in Muslim Mindanao 25.1 (2.00) 23.2 (1.87) 24.2 (1.72) 

Region XIII - Caraga 14 (1.22) 9.8 (0.96) 12 (0.87) 

Region IVA - CALABARZON 9.2 (0.75) 7.7 (0.63) 8.5 (0.54) 

Region IVB - MIMAROPA 14.6 (1.23) 11.2 (1.27) 12.9 (1.04) 

PHILIPPINES 13.5 (0.27) 9.8 (0.25) 11.7 (0.21) 

Source: APIS 2008, NSO 

 
School participation is based not only on demand-side but also on supply-side factors. As of the second quarter 
of 2010, about 13.5 per cent of the total barangays in the country do not have DCCs, with ARMM having the 
biggest proportion (51 per cent) of barangays without DCCs. In fairness, the number of barangays without DCCs 
has declined considerably since the ECCD Act, and it is worth noting that public elementary schools are present 
in almost all barangays. According to BEIS data, 9 in 10preprimary and primary school-age students are in 
schools with electricity; a similar proportion is in schools with running water. Access of students to schools with 
electricity and running water varies across regions, with the lowest rates also found in ARMM. Access of 
students to sufficient toilet facilities (about two in three students have access) as well as to writing and sitting 
places (only about one in four students have access) is much lower. The actual relationship of some supply-
side factors to school participation has also been established econometrically. All other things being equal, a 
unit increase in pupil-to-teacher ratios (PTR) will reduce the odds of school attendance for both primary school-
age and secondary school-age children (Maligalig et al. 2010). The PTR measures overcrowding in school, 
which, in turn, parents may equate with low-quality education. Parents may feel more encouraged to send their 
children to schools that are considered to be not overcrowded.xx 
 
BEIS estimated the primary- and secondary-school cohort survival rates in 2008–09 at 75.4 per cent and 79.7 
per cent, respectively, which suggests that a quarter of those who started Grade 1 did not complete primary 
school on time (i.e., within the six-year primary school period) while a fifth of those who started first year high 
school did not complete secondary school on time (i.e., within the four-year high school period). The cohort 
survival rate to the last grade in primary school in 2008 is less for boys (71.5per cent) than for girls (79.7per 
cent), and these rates for boys (70.0per cent) and for girls (79.0per cent) hardly changed in 2010. For both the 
official primary-school completion rate and a more appropriate measure of primary-school completion rate,xxi 
we find that boys have a lower completion rate than girls. Various data sources indicate gender disparities not 
only in education outcomes (such as participation and completion) but also in achievement, generally in favor 
of girls (David, Albert and Monterola 2009; Tan 2010a; Tan 2010b). Data (see table 20 in Appendix) from both 
NSO surveys and BEIS show that from 2007 to 2010, gender disparities have not been reduced at the 
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elementary level, while in the secondary level, disparities have become wider, with boys generally more likely 
to be at risk of exclusion from school than girls. More discussions on gender disparities in basic education are 
given in Chapter 4 of this report.  
 
In this chapter, we look into describing children in various dimensions of exclusion from basic education: (a) 
Dimension 1: children aged 5who are not in preprimary or primary school, (b) Dimension 2: children aged 6 to 
11 who are not in primary or secondary school, (c) Dimension 3: children aged 12to 15 who are not in primary 
or secondary school, (d) Dimension 4: primary school students who are at risk of dropping out, and (e) 
Dimension 5: secondary-school students who are at risk of dropping out. We describe who these children are, 
where they live, whether or not they are engaged in work, and the characteristics of the households they belong 
to. The profile of OOSC in this chapter can provide a portrait of interlocking demand-side and supply-side issues, 
which, in turn, can provide inputs on how school-participation disparities may be addressed effectively with 
program and policy strategies and interventions. Ultimately, the final goal in describing OOSC vis-a-vis children 
in school is not only to achieve UPE but also to ensure that schooling results in good learning outcomes, so that 
children of today may be given better opportunities tomorrow. 

 
Profiles of OOSC in Dimension 1 
 
Data on the participation of preprimary school-age children sourced from administrative reporting systems suffer 
from nonsystematic reporting, lack of data comparability, and other data issues. Through BEIS, DepED has 
information on the participation of OOSC in the kindergarten school system, especially in public schools. DSWD, 
in cooperation with ECCD Council, has established an administrative reporting system of DCCs that was 
initiated through a survey of DCCs in 2009. A 2010 DSWD report shows that over time, enrollment and the 
number of DCCs by region has generally improved.  
 
Detailed (individual and household) information on five-year-old OOSC can also be generated from household 
surveys and can help validate information from administrative sources. The 2008APIS estimates that about 
776,000five-year-old children were not in school. BEIS data for 2008–09 suggest that about 730,000 children 
were enrolled in kindergarten. This figure does not include the approximately 760,000 children in DCCs for that 
year.  
 
APIS 2008 estimates that 65.8 per cent of five-year-old children were in school. Disparities between urban and 
rural areas are noted: nearly three-fifths (59.7 per cent) of preprimary school-age children attended preprimary 
or primary schools in rural areas while the corresponding rate in urban areas was about three-fourths (73.3 per 
cent). Attendance of five-year-old boys was lower (63.3 per cent) by about 5 percentage points than that of girls 
(68.8 per cent), a disparity that was also evident in both urban and rural areas.  
 
Table 3 shows that the proportion of preprimary school-age children who were attending school in 2008 varied 
considerably across regions. Only around one in every eight preprimary school-age children (12.8 per cent) 
attended preprimary or primary schools in ARMM. Aside from ARMM, two other regions, Zamboanga Peninsula 
(46.1 per cent) and MIMAROPAxxii (56.3 per cent), had school-attendance rates of preprimary school-age 
children that were way below the national average (65.8 per cent). Although NSO household surveys are, at 
best, reliable up to regional disaggregation, it may be worth noting that two-thirds of the 15provincesxxiii with the 
lowest estimated school-attendance rates of preprimary school-age children were in Mindanao.  

 
Table 3. School Attendance Rates (in %) of Five-Year-Old Children in 2008, by Region and by Sex 

Region Male Female Both 
Sexes 

Memo Note: 

Difference in 
Rates  

Standard Error of 
Difference in 

Rates 

Region I – Ilocos 78.0  77.4 77.7 0.5 5.1 

Region II - Cagayan Valley 64.3  72.1 67.9 -7.8 7.1 

Region III - Central Luzon 72.1  82.7 76.9 -10.6* 4.8 

Region V- Bicol 58.6  62.0 60.2 -3.5 6.3 

Region VI - Western Visayas 68.2  71.1 69.8 -2.8 5.6 

Region VII - Central Visayas 65.9  68.5 67.1 -2.6 7.2 

Region VIII - Eastern Visayas 63.5  68.3 66.0 -4.8 6.9 

Region IX - Zamboanga Peninsula 39.2  44.8 42.1 -5.5 7.8 

Region X - Northern Mindanao 52.8  70.8 60.7 -18.0* 6.8 

Region XI – Davao 59.0  66.5 62.4 -7.5 6.7 

Region XII – SOCCSKSARGEN 61.9  67.4 64.6 -5.5 6.8 

National Capital Region 76.3  78.7 77.5 -2.4 5.0 

Cordillera Administrative Region 66.4  80.1 73.3 -13.7 6.8 
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Autonomous Region in Muslim Mindanao 18.0  6.4 12.8 11.5* 6.6 

Region XIII – Caraga 68.6  74.6 71.7 -6.0 6.3 

Region IVA – CALABARZON 71.4  72.5 72.0 -1.1 5.5 

Region IVB – MIMAROPA 46.5  67.3 56.3 -20.8* 7.6 

PHILIPPINES 63.3  68.5 65.8 -5.3* 1.7 

Source: Calculations based on APIS 2008, NSO.  

Note: *= significantly different from zero with 95 per centconfidence 

 
Table 3 also shows that in 2008, preprimary school-participation rates of girls (68.5 per cent) are higher than 
that of boys (63.2 per cent), but this pattern in disparity is not uniform across the country. In most regions, five-
year-old girls seem to have an advantage over five-year-old boys in school participation, but a closer 
examination shows that in only three regions, MIMAROPA, Northern Mindanao, and Central Luzon, is there 
very strong evidence that the participation rate of preprimary school-age girls in 2008 is higher than the rate for 
boys. In ARMM, the gender disparity is reversed in favor of preprimary school-age boys (18.0 per cent) over 
girls (6.45 per cent). 
 
School participation of preprimary school-age children depends on a number of factors, including household 
factors. Table 4 lists the school-attendance rates in 2008 of preprimary school-age children across per capita 
income quintile and educational attainment of the household head. It can be readily observed that when a five-
year-old child comes from a poor family, there is a greater likelihood that the child will not be sent to preprimary 
or primary school. Either household heads with higher education put more premiums on a five-year-old child’s 
participation in school, or the resources available to these household heads may be much more than those with 
lower educational attainment. This picture has changed in light of the provision of mandatory free Kindergarten, 
details of which are discussed in the Epilogue chapter of this volume. By 2013, there was no longer a by-income 
difference in the preprimary aged attendance rates (see Table 23).  

 
Table 4. School Attendance Rates (in 2008) of Preprimary School-Age Children in 2008, by Level of Education of Household Head 

and by Per Capita Income Quintile. 

Highest Educational 
Attainment  of Household 
Head 

Per Capita Income Quintile  
All 

Quintiles 

Lowest 
Lower 
Middle Middle 

Upper 
Middle Richest 

At most preprimary 21.1 35.9 30.5* 100.0 100.0* 21.1 
Some primary education 43.8 54.6 64.2 83.3 81.4 43.8 
Some secondary education 54.9 62.5 74.0 80.6 90.5 54.9 
Beyond secondary education 71.8 67.4 77.2 83.7 94.0 71.8 
PHILIPPINES 47.2 58.6 70.9 82.1 92.0 47.2 

Source: Calculations based on APIS 2008, NSO.  

Note:*=Based on less than 10 sampled households 

 

Although poverty is an issue for the lack of school attendance of preprimary school-age children, there was 
hardly any evidence from either the APIS or the LFS that five-year-old children of either sex were engaged in 
some form of work. When households with OOSC were asked during the conduct of the APIS to state the reason 
why their children were not in school, a host of reasons were given. (More detailed discussion of this will be 
given in the next chapter.) Among preprimary school-age OOSC in 2007 and 2008, a substantial majority (four 
out of five) were considered to be too young to be in school. In 2007, about one out of 25 preprimary school-
age OOSC were said to lack interest in attending school, with this rate increasing to one out of 15 in 2008. In 
the next chapter, we probe more deeply into the reasons (in the context of school readiness) why many 
households considered their children to be too young to attend school as well as other interlocking demand-
side and supply-side factors influencing preprimary school attendance.  

 

Profiles of OOSC in Dimensions 2 and 3 
 
As was pointed in the previous two sections, while BEIS data can be very informative, at best only (indirect) 
estimates of nonparticipation in school can be obtained from BEIS to describe children who are not in school. 
More detailed (individual and household) information of primary and secondary school-age children who are not 
in school can be obtained from household surveys to describe OOSC.  
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According to APIS 2008 data, about 2.2 million children in primary- and secondary-school ages were out of 
school, while BEIS suggests a higher figure (2.4 
million). Of these 2.2 million children estimated in 
APIS 2008, 1.27 million are of primary-school age, 
while 980,000 are of secondary-school age. For 
2010, the OOSC counts among six to fifteen-year-
old children, from the APIS, have dropped to 2.0 
million (while the BEIS counts are at 2.3 million). 
These magnitudes included counts of primary and 
secondary school-age children that were still in 
preprimary school.  As was indicated in the 
previous sections, late enrollment is an issue in 
basic education. Although the official age of entry 
in primary schools is six years old, according to 
the APIS, a substantial number of six-year-olds 
were either not yet in school (14.5 per cent) or 
were still in preprimary school (25.0 per cent).xxiv 
Even among seven-year-old children, about one 
in 20(4.6 per cent) were not in school and another 
one in 30(2.9 per cent) were still in preprimary 
school. School-attendance rates among primary school-age and secondary school-age children are illustrated 
in figure 5. Slightly more boys than girls were delayed in school entry. Among secondary school-age boys, about 
a quarter (26.1 per cent) were still in primary school and a fifth (20.5 per cent) of secondary school-age girls 
were also still in primary school. A considerable number of these secondary school-age children that were still 
in primary school were twelve-year-old children although even among fifteen-year-old children, about one 25 
(3.9 per cent) were estimated to be still in primary school.    
 
For primary school-age children, the ANAR represents the proportion attending primary school or higher while 
for secondary school-age children, it represents the proportion of these children in at least secondary education. 
Table 5 lists the ANAR for primary school- and secondary school-age children across regions, disaggregated 
by sex. Within regions, differences in the ANAR statistics between boys and girls were not substantial among 
primary school-age children except in SOCCSKSARGENxxv (in favor of girls). Notably while the proportion of 
boys in the Cordillera Administrative Region (CAR) and ARMM attending primary school was larger than that of 
girls, the difference in rates was not statistically significant. At the secondary level, girls had the advantage over 
boys in these two regions (with the difference in rates between girls and boys significant). Participation rates of 
secondary school-age children were lowest in ARMM (47.5 per cent) and highest in Metro Manila (77.8 per 
cent). Gender disparities in school participation were evident for the secondary school-age children, with girls 
having higher ANAR than boys across all regions. The advantage in school participation of girls over boys 
deepened as children age and move up the education ladder. That is, more adolescent boys than girls were 
excluded from completing the whole basic education cycle. More discussion on this will be given in the next 
chapter and in Chapter 4. Very clear differences in ANAR between secondary school-age girls and secondary 
school-age boys were found in Zamboanga Peninsula (16.8 percentage points), Eastern Visayas (16.5 
percentage points), Bicol (16.1 percentage points), SOCCSKSARGEN (16.0 percentage points), Caragaxxvi 
(15.2 percentage points), Davao (14.6 percentage points), the Cordilleras (14.2 percentage points), Northern 
Mindanao (13.5 percentage points), Central Visayas (13.1 percentage points), and ARMM (12.0 percentage 
points). It was also observed that in certain regions, (e.g., the Cordilleras and ARMM), the proportion of boys 
attending primary school was slightly higher than that of girls although this difference was actually not 
statistically significant. In most regions, access of boys to secondary school was clearly lower than that of girls. 
In the previous section, it was also reported that the participation of boys in preprimary school was lower than 
that of girls in ARMM. Thus, while gender disparity in primary-school participation may seem to be minimal at 
first glance, this disparity actually becomes more obvious when data aredisaggregated across regions and by 
age groups. Gains have been achieved in 2013 (see Figure 12 of Epilogue Chapter) for primary school, but 
much more work is needed for secondary school.  

 
Table 5. 2008 Adjusted Net Attendance Rate (ANAR) among Primary and Secondary School-Age Children, by Sex and by Region. 

 
Region Primary-School Age Secondary-School Age 

Male  
() 

Female 
() 

Both Sexes 
() 

Male 
() 

Female 
 () 

Both Sexes 
() 

Region I –Ilocos 92.8 95.1 93.9 71.3 79.5 75.4 
Region II - Cagayan Valley 92.6 94.1 93.3 64.0 74.6 69.5 
Region III - Central Luzon 93.6 96.3 94.9 69.9 75.3 72.6 
Region V- Bicol 88.3 90.7 89.4 56.8 72.9 64.9 
Region VI - Western Visayas 89.7 90.9 90.2 57.9 69.1 63.3 

 
Figure 5. School-Attendance Rate in 2008 among Primary and 
Secondary School-Age Children 
Source: APIS 2008, NSO 
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Region VII - Central Visayas 88.8 91.8 90.3 57.0 70.1 63.8 
Region VIII - Eastern Visayas 87.2 91.9 89.5 48.8 65.3 56.9 
Region IX - Zamboanga Peninsula 86.6 89.6 88.1 47.2 63.9 55.8 
Region X - Northern Mindanao 88.9 90.3 89.6 55.3 68.8 62.0 
Region XI – Davao 86.8 87.3 87.0 50.7 65.4 57.7 
Region XII – SOCCSKSARGEN 82.7 91.7 87.1 51.4 67.5 59.2 
National Capital Region 91.5 92.9 92.2 74.6 80.8 77.8 
Cordillera Administrative Region 93.5 91.8 92.7 64.8 79.0 72.1 
Autonomous Region in Muslim Mindanao 80.1 77.8 79.0 41.6 53.5 47.5 
Region XIII – Caraga 90.1 91.1 90.6 54.1 69.3 61.9 
Region IVA – CALABARZON 92.7 94.8 93.8 70.4 77.7 74.0 
Region IVB – MIMAROPA 91.5 92.6 92.0 57.9 68.1 62.7 
Total 89.7 91.9 90.8 60.6 71.9 66.3 

Source: APIS 2008, NSO 
 

A breakdown of ANAR by age and by region also suggests that ARMM has the least participation rates among 
young children (21.4 per cent and 76.4 per cent for six- and seven-year-old children, respectively), and these 
rates are much smaller than those in other regions. Participation rates of six-year-old children were also 
noticeably low in Western Visayas (48.8 per cent). In ARMM and Western Visayas, participation rates among 
primary school-age children were observed to be much higher for children eight years old and above than for 
younger children. This suggests that families residing in areas with greater risk of conflict and/or terrorism may 
be delaying sending their children to school much more than families residing in areas with less likelihood of 
conflict. For decades, ARMM has also been observed to have the biggest proportion of poor and vulnerable 
households in the country (Albert and Ramos 2010).    
 
Using a template provided by UIS, an examination of APIS and BEIS data was made to breakdown the 
magnitude of OOSC by degree of exposure to school. This template made use of trends in the distribution of 
children who dropped out, children who have never been in school, and new entrants to primary school by single 
age. Of the 2.2 million primary and secondary school-age OOSC, about half (49.4 per cent) were late entrants, 
about nine out of 20(46 per cent) were found to have dropped out either temporarily or permanently, and about 
one in 20(4.5 per cent) were considered likely to never enter school. When the figures were broken down by 
sex, we found no difference in the share of OOSC by school exposure.  
 
School exposure of OOSC varies between primary and secondary school-age children. Among an estimated 
1.27 million primary school-age OOSC in 2008, about 140,000 (11 per cent) dropped out either temporarily or 
permanently, about 1.1 million (87 per cent) were expected to enter school by age 17, and about 28,000 (2.2 
per cent) were considered likely to never enter school (see table 5 of Appendix). For the corresponding 
secondary school-age OOSC population, of an estimated 980,000 population, 893,000 (91 per cent) dropped 
out of basic education either temporarily or permanently, about 14,000 (1.4 per cent) were expected to enter 
schooling by age 17, and the remaining 72,000 (7.4 per cent) were likely to never enter schooling. Thus, late 
entry into school was the major issue for primary school-age OOSC while the dropout problem was an issue in 
the secondary level. 
 
Nonattendance in school is undoubtedly affected by the financial resources available to the household. The 
percentage of children attending school increased as the per capita income of the household to which the 
children belong increased (see tables 6 and 7 of Appendix). According to the APIS, about three in four Filipino 
households were aware of mechanisms for getting loans irrespective of income class but only a third actually 
made use of such instruments or had access to such credit facilities. Table 18 in the Appendix shows that the 
proportion of children not in school who belong to families that made use of credit facilities is even lower (22 per 
cent). Aside from constraints on household resources, there may be other factors that contribute to the lack of 
school participation, such as the lack of parental support, the need to contribute to family income, and even 
supply-side issues, such as the low quality of schools available, and the distance of schools from the residence 
(Caoli-Rodriguez 2007; Maligalig and Albert 2008b). This was the subject of investigation in field interviews 
across four zones. This is discussed in depth in the next chapter.  

 

OOSC and Involvement in Child Labor 
 
Children have a right to basic education but occasionally, they engage in some form of work activity. For children 
in school, involvement in some labor activity makes them more prone to dropping out of school. Thus the 
engagement of children in work activity can thus be viewed as an obstacle to EFA goals. Consequently, 
understanding the interaction between OOSC and involvement of children in labor activities is relevant for efforts 
to achieve EFA goals and MDGs in education. Note that in this section, we do not differentiate between (illegal) 
child labor and the involvement of children in work, although these terms are not equivalent.xxvii 
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The estimated number of children in child labor by age from APIS, FLEMMS, and LFS is shown in figure 6. Note 
that the FLEMMS estimates are the largest figures 
and that it is more reasonable to consider the APIS 
and LFS estimates since FLEMMS only uses half the 
sample size of that used in APIS and LFS, which 
makes the estimates from FLEMMS less precise. All 
of the recent waves of APIS and FLEMMS estimate 
that about one in every 20 children aged 5 to 15 years 
were involved in some form of work (4.71 per cent for 
APIS 2007, 4.54 per cent for APIS 2008, and 5.10 per 
cent for FLEMMS). Even though there were 
measurement differences in APIS and FLEMMS as 
well as when these large-scale surveys were 
compared to the LFS,xxviii the APIS and FLEMMS 
estimates of these rates were quite close even to 
those estimates sourced from the LFS rounds when 
these APIS and FLEMMS were conducted (4.59 per 
cent for the July 2007 LFS, 4.15 per cent for the July 
2008 LFS, and 4.16 per cent for October LFS).  
 
Since the estimates on the number (and proportion) of 
children engaged in work are close to each other regardless of the data source (but the most informative source 
of data for profiling children in child labor is found in the APIS), the description of children engaged in child labor 
that follows is based largely on the results of APIS 2008, which suggests that in 2008, about 1.1 million children 
between 5 and 15 years old were engaged in child labor. Tables 10 and 11 in the Appendix provide a portrait 
of the extent of children’s work, and identify particular subgroups of children that may be at particular risk of 
being exposed to child labor. About two-thirds (65.9 per cent) of children engaged in child labor were unpaid 
family workers. Among OOSC in child labor, half (50.3 per cent) were unpaid family workers, and about two in 
five (41.8 per cent) worked outside the home. Children residing in rural areas and children from poor families 
were observed to have a higher risk of being engaged in labor (aside from being at greater risk of being excluded 
from school as the previous sections reported). Certain regions in the country, such as Northern Mindanao (14.2 
per cent), CAR (10.8 per cent), and Eastern Visayas (8.2 per cent), also had proportions of children age 5 to 15 
years old that were engaged in child labor which are much higher than the national rate.  
 
The July 2007, July 2008, and October 
2008 LFS round provided estimates of 
the total hours at work (in the week 
preceding the survey period) of 
secondary school-age children. OOSC 
aged 12 to 15 years worked around forty 
hours or more in the past week, 
especially in urban areas, with girls 
having more work hours than boys 
(figure 7). Even among children aged 12 
to 15 years that were currently in school, 
hours at work were longer in urban 
areas, and girls tended to work more 
than boys. Urban-rural and gender 
disparities may all be due to the nature of 
work that is done in urban areas (against 
that in rural areas), and the nature of 
labor done by girls which differs from that 
of boys. The LFS suggests that 
employed children in rural areas are 
largely employed as laborers, especially 
in agriculture, and that girls tend to work 
in the services sector, especially in sales.  
 
Working deters children from attending school, especially among secondary school-age children. ANAR of 
secondary school-age children engaged in labor was practically half (37.4 per cent) of that of children not 
engaged in labor (69.3 per cent). Schoolparticipation rates of boys engaged in economic activity was also lower 

 
Figure 7. Average Total Hours Worked in the Past Week by Children at 

Work, by Location and by School Participation 
Sources: July 2007 LFS, July 2008 LFS, Oct 2008 LFS, NSO 
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Figure 6. Number of Working Children by Age 
Sources: APIS 2007, APIS 2008, FLEMMS 2008, July 2007 LFS, July 

2008 LFS, Oct 2008 LFS, NSO 
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(81.1 per cent in primary ages and 29.8 per cent in secondary ages) than those for girls engaged in child labor 
(87.9 per cent in primary ages and 51.6 per cent in secondary ages). 
 
Appendix tables 12 and 13 present a portrait of the size of children’s work for OOSC. The information here, 
when compared with Appendix tables 10 and 11, further establishes the link of child labor to exclusion from 
education. The rate of children engaged in labor activities is much higher for OOSC (11.7 per cent) than for all 
children (4.5 per cent). A bigger share of male OOSC (13.8 per cent) is engaged in child labor compared to 
female OOSC (9.8 per cent). Across regions, ARMM has the highest proportion of OOSC aged 5 to 15 years 
old engaged in economic activity (24.2 per cent). OOSC residing in rural areas are more likely to be engaged 
in child labor than those in urban areas. 
 
Labor is rarely an activity of children aged 5 to 11 years old. Practically one out of every 60 children (1.5 per 
cent) of preprimary- and primary-school ages was involved in some type of work. Among secondary school-age 
children, the rate of children at work was much higher: practically one of every 10 children (9.6 per cent) was 
engaged in some labor activity, with the rates twice higher for boys (12.5 per cent) than for girls (6.7 per cent).
  
 
Once children are engaged in economic activity, their propensity to participate in school becomes lower. The 
results of the logistic regression model on nonparticipation in school, discussed in Annex 2, indicated that, all 
other factors being equal, working children are 7.07 times more likely not to attend school. In consequence, 
working during ages 12 to 15 appears to be the most significant factor for the low adjusted net enrollment ratio 
(ANER) among secondary school-age children, especially boys.  
 
In the previous section, it was indicated that among secondary school-age OOSC, about nine out of 10 (91 per 
cent) had dropped out of basic education either temporarily or permanently. For some children, the opportunity 
cost of staying in school and getting their future returns to education are much higher than receiving income for 
work at the present. According to APIS 2008, nearly half (46.6 per cent) of children in labor were in the poorest 
quintile of the per capita income distribution, which suggests that poverty is a major reason why children start 
to work at an early age and why they do not complete their schooling. Social protection programs such as the 
government’s CCT program, the Pantawid Pamilyang Pilipino Program (4Ps), which compensates families to 
offset for such opportunity costs, are promising mechanisms for arresting lack of school participation due to 
work and for discouraging children from engaging in child labor.   

 

Profiles of Children at Risk in Dimensions 4 and 5 
 
Counting OOSC is much more straightforward than estimating the number of children in school who are at risk 
of dropping out since the former is merely ex-post, while the latter involves an ex-ante assessment of future 
conditions (that may or may not result). With the future still uncertain, all children in school are vulnerable, to a 
certain extent, to the possibility of leaving school early. Some children, though, are more vulnerable to leaving 
school earlier than others, and the methodological challenge is to identify which children have the highest risk 
of dropping out.   
 
DepED data on school-leaver rates (see Appendix table 19) as well as survival rates to the last grade or final 
year level (see Appendix table 20) appear to have modestly improved across the years. School-leaver rates are 
noticeably higher in the secondary level than in the primary level. Across grades and year levels, at both the 
primary and secondary levels, the school-leaver rates are generally highest in the initial grade or year. Prior to 
2009, the school-leaver rates were highest in ARMM, but in 2009 these rates improved in ARMM. These 
improvements were not across the regions, as those in Metro Manila, which were high in the period prior to 
2009, appear to have worsened in 2009.  
 
Students who are not learning have a high risk of dropping out of school. Table 6 lists the results of the NAT 
conducted by DepED’s NETRC. While average test scores have been generally improving through the years, 
they are still far lower than mastery level of 75 per cent and above.  
 
The distribution of NAT scores further indicates problems: in 2009, among 204 school divisions, only 55 per 
cent had over half of their Grade 6 students scoring 66 per cent or above. None of the divisions in ARMM 
achieved even this. Orbeta (2010a) also observed that more than half of Grade 6 students had science scores 
below 50 per cent and around four in 10 students had scores below 50 per cent for the other subject areas. For 
fourth year students, more than seven in 10 had scores below 50 per cent. Table 6 indicated that, on average, 
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boys in Grade 6 underperformed compared to girls in the same grade across all topics, whether it be 
communication skills, numerical literacy, or analytical prowess.  

 
Table 6. Mean Percentage Scores of Grade 6 Students in the National Achievement Test, by Sex. 

Subject 2005–06 2006–07 2007–08 2008–09 2009–10 

Male Female Male Female Male Female Male Female Male Female 

Filipino  58.00 63.52 65.04 68.98 72.05 74.77 70.32 73.46 73.11 76.83 

Math 52.03 55.39 58.41 61.47 63.11 65.14 66.16 68.56 62.15 64.35 

English 51.99 56.24 58.69 63.10 60.64 63.08 60.55 63.05 66.10 69.48 

Science 46.08 47.64 51.47 52.99 57.56 58.75 58.25 59.47 62.47 63.81 

Hekasi* 56.35 60.11 59.33 62.53 66.53 68.84 66.62 69.05 69.42 72.32 

Overall 52.89   56.58 58.59 61.81 63.98 66.12 60.55 63.05 66.65 69.36 

Source: NETRC, DepEd 

Note: *=Heograpiya Kasaysayan Sibika (Geography, History and Civics) 

 
Further evidence of low achievement in schools (that puts children at risk of dropping out) is indicated by literacy 
data (from the most recent wave of FLEMMS). Figure 8 shows simple and functional literacy ratesxxix for children 
aged 10 to 15 years varying across the regions, with such regional disparities reflecting the disparities in poverty 
conditions. This means that poorer regions had lower literacy rates while the least-poor regions appeared to 
have the highest literacy rates, even among the children in school. In addition, these measures of literacy were 
lower for 10- to 15-year-old OOSC than for children of the same age group that are in school.  

 
Table 7 clearly shows the gender disparities in literacy: among OOSC, simple literacy rates for boys were lower 
than those for girls. For children currently in school, more girls (65.4 per cent) were functionally literate compared 
to boys (58.7 per cent) while among OOSC, about a third of both boys and girls were functionally literate. Lower 
literacy among boys than girls suggests that learning outcomes were lesser for boys than for girls and that boys 
may be more at risk of not completing their schooling as a result of poorer learning outcomes. 

 
Table 7. Simple and Functional Literacy Rates (in %) of 10- to 15-Year-Old Children in 2008, by Sex and by School Participation. 

 Male Female Both Sexes 

In 
School OOSC 

All 
Males 

In 
School OOSC 

All 
Females 

In 
School OOSC Total 

Simple Literacy Rate 
98.4 78.5 96.1 99.2 82.6 98.1 98.8 80.0 97.0 

Functional Literacy Rate 
58.7 30.8 55.5 65.4 31.7 63.0 62.1 31.1 59.2 

 
Figure 8. Simple and Functional Literacy Rates of Ten to Fifteen-Year-Old Children in 2008, by School Participation and by 
Region 
Sources: 2008 FLEMMS, NSO 
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Source: FLEMMS 2008, NSO 

 
While boys are generally at greater risk of dropping out than girls, there may be some boys who are less at risk 
than other girls (i.e., a boy from a wealthy family may be less at risk from droppingout than a girl from a less 
privileged family). Also, while children who are not learning are at higher risk of dropping out, there is no gold 
standard for assessing who are learning and who are not. Thus, counting children who are not learning and 
describing them cannot be easily done. The rather high dropout rate and repetition rate in Grade 1 could be 
attributed to the lack of school readiness, particularly the lack of ECCD experience, among other factors. It is 
generally viewed that ECCD experience provides long-term impact on academic outcomes; thus, it is sensible 
to assume that children without ECCD experience may be at higher risk of dropping out than those who have 
ECCD experience. However, there is currently no quantitative evidence available on this. Work will have to 
await observations of cohorts of children with and without ECCD experience. For purposes of profiling and 
counting SARDOs, one approach is to proxy these children (in exclusion Dimensions 4 and 5) with school 
leavers. The population who are not currently in school and whose higher educational attainment is at least 
Grade 1, but are not elementary graduates can represent the children in exclusion Dimension 4 while the 
corresponding population for secondary school can proxy children in exclusion Dimension 5. Children who 
dropped out were previously at risk of dropout and for whom this risk was realized; thus, the characteristics of 
school leavers can be regarded as indicative of characteristics of children of exclusion Dimensions 4 and 5. 
 
An alternative approachxxx to profiling children in exclusion Dimensions 4 and 5 is to assume that the children 
in primary and secondary school (who are overage for their respective grade or year levels) are children 
belonging to exclusion Dimensions 4 and 5 (i.e., at risk of not completing primary or secondary education). Note 
that as per supplemental guidance notes from UNICEF and UIS, only those overage by two years or more in 
their grade or year level, will be considered at risk of droppingout to avoid overestimates of the share of children 
who are at risk. We thus describe school leavers and overage children in this section.  

 
School Leavers 

 
All school leavers can, in theory, return to school in the future but in practice, it is widely believed that many of 
those who leave school early do not return to continue their formal education. BEIS consistently reports school-
leaver rates to be highest in primary schools at the Grade 1 level (see Appendix table 19) while for the secondary 
level, the school-leaver rates were highest at the first-year level from school year 2006–07 up to school year 
2009–10. For the first-year level, this is partly due to transition (see table 25). School-leaver rates tend to be 
least among the higher grades and higher year levels in primary and secondary schools, respectively. Repetition 
rates (see Appendix table 24) are similarly highest in Grade 1 and in the first year of high school. Gender 
disparities in these statistics can also be readily observed. Boys have higher school-leaver rates and lower 
cohort-survival rates than for girls for each grade and year level. School completion is also found to be lower 
among boys than girls. 
 
To enrich the profile of school leavers, we looked more into data from NSO surveys. According to APIS 2008, 
out of the 74.4 million Filipinos that have attained at least Grade 1 education, about 1.6 million (2.15 per cent) 
did not graduate from elementary school. In addition, out of 43.8 million Filipinos that attained at least first year 
high school, 1.8 million (4.15 per cent) did not graduate from high school. As was pointed out in the distribution 
of OOSC by school exposure, dropouts are the major issue in secondary school, while at the primary level, late 
entrance is the major issue, especially as 1.5 million children aged five to six years are not in school. However, 
it must be recognized that the dropout problem must also be monitored; especially as the dropout rates are 
highest at the early grades (i.e., Grades 1 to 3) and in first year high school. The distribution of early school 
leavers by (urban/rural) location and by sex is shown in table 8. More boys (3.1 per cent) drop out of primary 
school than girls (1.2 per cent). Among those who attained at least first year high school, the rate of school 
leavers for boys (5.0 per cent) is also higher than that for girls (3.3 per cent). The rural population (3.1 per cent) 
has a higher rate of school leavers among those who attained at least Grade 1 education than the urban 
population (1.2 per cent). In addition, among Filipinos who attained at least first year high school, the rate of 
school leavers is also higher in rural areas (5.7 per cent) than in urban areas (3.0 per cent).   

 
Table 8. Total Number of Primary and Secondary School Leavers in 2008 by Location, by Age, and by Sex. 

 
Urban Rural Total Philippines 

School 
Leavers Male Female 

Both 
Sexes Male Female 

Both 
Sexes Male Female 

Both 
Sexes 

Primary  309,772 113,200 422,973 828,588 348,472 1,177,060 1,138,360 461,673 1,600,033 

Secondary 444,003 310,384 754,387 610,116 451,277 1,061,393 1,054,119 761,661 1,815,780 

Total 753,775 423,584 1,177,359 1,438,704 799,750 2,238,454 2,192,479 1,223,333 3,415,813 
Source: APIS 2008, NSO 
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We can surmise that of the estimated 14.7 
million primary school population in 2008, 
2.15 per cent (about 320,000) were at risk of 
being early school leavers. Table 8 also 
suggests that among primary school leavers, 
about three in four (71.2 per cent) are boys. 
Around three out of every four (73.6 per cent) 
of primary school leavers reside in rural 
areas. In addition, of an estimated 8.2 million 
secondary school population in 2008, 4.15 
per cent (about 340,000) were at risk of 
dropping out. Among the secondary school 
leavers, three in five are boys (58.9 per cent), 
and about three in five (58.1 per cent) reside 
in rural areas. The distribution of children 
who left school early by per capita income 
quintile and by sex is presented in figure 9. 
Here, we observe that most of the population 
who left school early come from poorer 
families and, as earlier pointed out, that boys are at more risk of dropping out of school than girls.  
 
Aside from poverty, there are a number of other factors – such as where the child resides and the mother’s 
education – that are interlocked with poverty. Such factors increase the likelihood of children not being able to 
complete their schooling. A considerable share (73 per cent) of the poor resides in rural areas, and families in 
rural areas are more 
vulnerable to income 
poverty than those in the 
urban areas (Albert and 
Ramos 2010). The mother 
is typically the child’s first 
informal teacher and if she 
is not very well educated, 
there may be constraints 
she faces in sending her 
children to school. More on 
this issue will be discussed 
in the following chapter. 
Figure 10 illustrates the 
distribution of school 
leavers by mother’s 
educational attainment, 
(urban/rural) location of 
residence, and sex of the 
child. As expected, most 
school leavers (regardless 
of sex of the child) had 
mothers with very little 
education. The number of 
school leavers was also 
noticeably higher in rural 
areas than in urban areas. 
In rural areas, the proportion of school leavers with mothers that have had, at most, a primary level of education 
was much higher (60.8 per cent) compared to the corresponding rate of school leavers in urban areas (39.5 per 
cent).This further suggests how mother’s education, location, and the inequities resulting from poverty may be 
a major factor in children leaving school early.  
 
Although only a few primary school-age children were engaged in some labor activity (2.1 per cent), when we 
looked at primary school-age early school leavers, we found a substantially bigger share of them (12.4 per cent) 
engaged in labor compared with all children of the same group, especially among boys (14.5 per cent), which 

 
Figure 10. Distribution of Primary and Secondary School-Age School Leavers, by the Mother’s 
Educational Attainment, Location, and Sex of the Child 
Source: APIS 2008, NSO 
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Figure 9. Distribution of Primary and Secondary School-Age School 

Leavers, by Per Capita Income Quintile and by Sex 
Source: APIS 2008, NSO 
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suggests that either children engaged in labor are a high-risk group for noncompletion of schooling, or that early 
school leavers are more likely to take up work than children in school.    
 
Overage Children 
 
The difference in gross enrollment ratios and NERs is attributed to overage children. Being overage for a grade 
or year level may be caused by late entry in school, repetition, or dropouts who return to school. BEIS data (see 
Appendix table 24) indicate that Bicol and several regions in the Visayas have the highest repetition rates. 
Across grade or year levels, repetition rates are consistently highest among first graders for the primary level 
and among firstyear students for the secondary level. Repetition rates are also noticeably higher among boys 
than girls.There is clearly a greater likelihood for older children, especially those who are at least two years 
above the official age for a grade or year level, to drop out from school than children at the right age for a 
particular grade or year level.  
 
The 2008 APIS suggests that in 2008, there were 5.3 million children in primary and secondary schools who 
were overage by at least two years for their grade or year level: about two-thirds (65 per cent) were in rural 
areas, and three-fifths (58 per cent) of them were boys (see table 9). 
 
Table 9. Distribution of Overage Children in 2008 by Location of Residence and by Sex. 

Current 

Grade or 

Year 

Male Female Both Sexes 

Urban Rural 
Both 
Areas Urban Rural 

Both 
Areas Urban Rural 

Both 
Areas 

Grade 1 107,179 188,025 295,204 63,929 108,096 172,025 171,108 296,121 467,229 

Grade 2 100,511 219,836 320,347 73,534 152,174 225,708 174,045 372,009 546,054 

Grade 3 118,958 245,173 364,130 77,531 171,893 249,424 196,489 417,065 613,554 

Grade 4 96,020 212,266 308,286 75,336 165,146 240,483 171,356 377,413 548,769 

Grade 5 105,181 204,278 309,459 66,987 143,866 210,853 172,168 348,144 520,312 

Grade 6 or 7 78,129 188,764 266,893 59,964 139,655 199,619 138,093 328,419 466,512 

1stYear  122,937 223,547 346,484 87,974 172,095 260,068 210,911 395,642 606,553 

2ndYear  143,418 180,387 323,805 87,936 157,869 245,805 231,355 338,256 569,611 

3rd Year 121,714 169,633 291,346 77,482 140,395 217,878 199,196 310,028 509,224 

4th Year 100,686 132,052 232,738 85,729 120,606 206,334 186,415 252,658 439,072 

Total 1,094,732 1,963,960 3,058,692 756,402 1,471,795 2,228,197 1,851,134 3,435,755 5,286,889 

Source: Calculations on APIS 2008, NSO 

 

The actual age distribution of overage children is provided in table 10. About a quarter (24.6 per cent) of boys 
and a fifth (18.2 per cent) of girls in primary school are overage, and many of these overage students have ages 
in the range of 10 to 13 years. In secondary school, a quarter (24.2 per cent) of students are overage by at least 
two years for their year level, with a majority of these children within the age bracket 15 to 17 years old. 

 
Table 10. Distribution of Overage Primary and Secondary Students in 2008 by Age and by Sex of Child. 

Age 

Primary  Secondary 

Male Female Both Sexes Male Female Both Sexes 

8 174,485 113,646 288,131    

9 211,231 143,565 354,796    

10 299,883 230,081 529,964    

11 290,550 211,872 502,422    

12 328,723 203,602 532,326    

13 307,492 229,113 536,604    

14 138,808 85,226 224,034 170,361 137,233 307,594 

15 54,044 46,593 100,637 229,583 207,104 436,687 

16 29,494 18,500 47,994 247,128 222,279 469,407 

17 16,251 4,709 20,960 266,278 216,063 482,341 

18 5,350 4,944 10,295 144,480 87,651 232,132 

Above 18 8,008 6,260 14,268 136,544 59,755 196,299 

Total 1,864,318 1,298,111 3,162,430 1,194,373 930,086 2,124,459 
Source: Calculations on APIS 2008, NSO 

 
Most of the overage children, especially primary school-age ones, come from poor families and have mothers 
with low levels of education (table 11). This resonates with the description of children from exclusion Dimensions 
1 to 3 in previous sections of this chapter. Such information suggests the importance of establishing and, where 
they exist, maximizing synergies between education policies and povertyreduction strategies. In addition, these 
results point to the need for some continuing education program (whether formal or nonformal) for parents, 
particularly mothers.    
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Table 11.  Percentage Distribution of Overage Children in 2008, by Household Per Capita Income Quintile and by Mother’s 
Educational Attainment. 

Per Capita 
Income 
Quintile 

Mother’s Education  of Overage Children in 
Primary School 

Mother’s Education  of Overage Children in 
Secondary School 

At most 
Primary 

Some 
Secondary 

Beyond 
High 

School 
All 

Levels 
At most 
Primary 

Some 
Secondary 

Beyond 
High 

School 
All 

Levels 
Poorest 36.4 10.5 1.3 48.1 19.2 10.5 1.3 48.1 
Second 17.5 8.5 0.9 27.0 15.7 8.5 0.9 27.0 
Third 6.9 5.6 1.5 14.0 10.0 5.6 1.5 14.0 
Fourth 2.7 2.8 2.0 7.5 5.2 2.8 2.0 7.5 
Richest 0.4 0.9 2.1 3.4 0.9 0.9 2.1 3.4 
Total 63.9 28.3 7.8 100.0 51.0 28.3 7.8 100.0 

Source: Calculations on APIS 2008, NSO 
Note: Percentages are in relation to population with known educational attainment of mothers.  

 
 

Analytical Summary 
 
Despite the country’s commitment to meet the EFA and MDGs, trends in education statistics, (chiefly, the 
primary-school participation rate), suggest that the Philippines faces challenges in meeting these goals and 
targets unless education strategies and policies can be synergized with data on children’s lack of participation 
in schools. With the attention given to ECCD, a growing number of five-year-old children are attending 
kindergarten or DCCs, but in 2008, according to the APIS, a third of these children in 2008 are not in school. 
Official primary NERs were trending toward UPE in the period 1990 to 2000 but they dropped after 2000 and 
plateaued in recent years, with the current rate at about 90 per cent. Indirectly, the official NER from DepED 
and the NER figures from UIS both suggest that about 10 per cent of children aged 6to 11years are not in 
primary school. BEIS and UIS also suggest that about 40 per cent of children aged 12to 15are not in secondary 
school. However, there are also primary school-age children who are in preprimary- or post primary-school 
levels and there are secondary school-age children who are in the pre-secondary- or postsecondary-school 
levels. Note that in this report, primary school-age children (or older) that are in preprimary school or nonformal 
education are considered part of the out-of-school population. Data from BEIS and DSWD indirectly suggest 
that there were 3.3 million children in 2008 between the ages of 5and 15(in exclusion Dimensions 1 to 3) who 
were not in school. Nationally representative survey data (APIS 2008) give a slightly smaller figure of around 
2.9 million. Three-fifths of these were boys. Also in 2008, using APIS, we can estimate that there were another 
660,000 primary and secondary SARDOs, with boys accounting for about 64 per cent of these SARDOs. A 
substantial share of children excluded from basic education, whether among those that were not in school (65.5 
per cent) or those at risk of dropping out (65.5 per cent), live in the rural areas. Trends suggest that the number 
of five- to fifteen-year-old OOSC are dropping, but not by a big scale. In 2010, combined data from BEIS and 
DSWD suggest that the OOSC count stands at 2.8 million (while the 2010 APIS, recently released as of this 
writing, puts the number at 2.6 million).  
 
While primary net enrollment ratios are around 90 per cent, the gross enrollment ratios in primary school are 
over 100 per cent, a situation that has remained consistent for a number of years. This suggests relatively high 
access to primary education but with a substantial number of children being overage for their grade. Similarly, 
gross enrollment ratios are substantially larger than NER for the secondary level indicating that a number of 
secondary school-age children are overage for their year level. APIS 2008 suggests that about 5.2 million 
children in 2008 were overage for their grade or year level by at least two years. These overage students in 
2008 may have been at risk of dropping out or may have already dropped out by this time. 
 
In 2008, about a third of five-year-old children were not in school. ARMM has the highest proportion of five-year-
old children who are not in school (87.2 per cent) and the highest share of the estimated 692,000 preprimary 
school-age OOSC (12.0 per cent). A bigger proportion of five-year-old boys (36.7 per cent) compared to girls of 
the same age (31.5 per cent) are not in school although this pattern is reversed in ARMM. About 55.1 per cent 
of five-year-old children that are not in school are boys. About two out of every five (40.3 per cent) preprimary 
school-age children residing in rural areas are not in school compared to about one out of every four (26.7 per 
cent) in urban areas. Among five-year-old OOSC, about two out of three (64.8 per cent) reside in rural areas. 
Nearly half (45.7 per cent) of the five-year-old OOSC come from the bottom quintile of per capita income 
distribution. Respondents to APIS 2008 report that four in five of these five-year-old children are not in school 
because they are too young to be in school while one in five are said to lack interest. Of those said to be too 
young to be in school, about half (45.6 per cent) are from the poorest quintile.  
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Of the regions in the country, ARMM has the biggest proportion of primary school-age children that are not in 
school (21.0 per cent), a rate that is very different from other regions. The estimated share of ARMM of the 1.3 
million OOSC aged 6to 11years is practically tied (10.4 per cent) with Metro Manila’s share (9.3 per cent). While 
10.3 per cent of primary school-age children residing in rural areas are out of school, the corresponding rate in 
urban areas is lower (7.9 per cent). About three in five (61.6 per cent) of OOSC of exclusion Dimension 2 reside 
in rural areas. Lack of school participation among primary school-age children is inherently a rural and poverty 
phenomenon with over half (56.4 per cent) of the rural OOSC in the age group 6 to 11years old coming from 
families in the poorest 20 per cent of income distribution compared with 19.7 per cent of primary school-age 
OOSC in urban areas. Gender disparities further complicate the lack of participation in primary schools: boys 
(56.9 per cent) outnumber girls (43.1 per cent) among OOSC aged 6 to 11years old even though in the 
population of primary school-age children, nearly half (51.2 per cent) are boys. 
 
Regions with the highest incidence of OOSC among secondary school-age children include Eastern Visayas 
(16.1 per cent), ARMM (14.1 per cent), MIMAROPA (13.9 per cent), and Zamboanga (13.8 per cent). Central 
Luzon (9.6 per cent), CALABARZON (8.7 per cent), Eastern Visayas (8.4 per cent), and Central Visayas (8.1 
per cent) have the highest share of OOSC in exclusion Dimension 3. School-attendance rates of secondary 
school-age children are lower in rural areas (86.8 per cent) than in urban areas (93.1 per cent). Rural areas also 
have the higher share (71.0 per cent) of secondary school-age OOSC. A higher rate of boys (13.3 per cent) of 
secondary school age is out of school compared to girls (7.6 per cent) in the same age group; about three out 
of every five (63.7 per cent) OOSC aged 12to 15years old are boys. For secondary school-age children, child 
labor is an issue that is compounded by poverty: while 46.5 per cent of OOSC in the age group 12to 15 belong 
to the poorest 20 per cent of per capita income distribution, the proportion of secondary school-age OOSC 
engaged in economic activities is 52.5 per cent. Thus, poverty and the need to contribute to family income are 
clearly issues confronting secondary school-age OOSC. These issues are further complicated by gender 
disparities. Across the bottom 80 per cent of income distribution, about half of children who are not in school, 
especially boys, are reported to lack personal interest. A slightly lower rate is given for lack of personal interest 
among the richest (per capita) income quintile, with a fourth citing health issues. Among girls who are not in 
school, a third are not in school due to lack of interest and another third due to the cost of education.   
 
The profile of early school leavers and children who are overage by at least two years for the grade/year level 
they are in, just like the profile of children in exclusion Dimensions 1 to 3, is characterized by issues of poverty 
intertwined with related factors such as local residence (rural areas having higher incidence of school leavers 
and overage children) as well as mother’s education (a substantial share of such children have mothers with 
little or no education).   
 
The description in this chapter of children excluded from basic education serve as a means of further examining 
supply-side and demand-side issues facing OOSC, which, in turn, will help determine whether strategies and 
programs currently in place to increase school attendance may be improved. It is also important to see if new 
interventions may be designed not only to keep children in school but also to receive quality education and 
improve learning outcomes. For instance, of the 2.9 million children aged 5to 15that are not in school, about 1.5 
million are between the ages of five and six years old. Many of them are reportedly not in school because 
parents consider them too young for schooling. This, together with the considerable number of children who are 
overage by at least two years for their grade or year level, suggests a need to considerably improve information 
campaigns regarding on-time entry in school. Late entry may increase a child’s risk of not completing school. 
Second, it has been observed that children with parents who have little or no education have less school 
participation but to date, few strategies have been developed regarding the provision of continuing education 
for parents, especially mothers. The next chapters further examine the barriers and bottlenecks to school 
participation as well as probe the current education strategies and programs to address these barriers and 
bottlenecks. A special chapter is devoted to the issue of why boys are learning less than girls. Lack of policy 
actions to improve school participation and learning will undoubtedly lead to future income inequalities and 
reinforce, if not exacerbate, current socioeconomic inequities.   
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Chapter 2: Barriers and Bottlenecks to Schooling 
 
Introduction 
 
This chapter discusses the most common pertinent barriers and bottlenecks to preprimary and primary 
education in the Philippines by systematically reviewing findings in the existing local literature, examining 
available data as presented in Chapter 1, and augmenting these with qualitative interviews conducted in twenty-
four schools around the country. It discusses factors that influence access, attendance, dropout rates, and 
retention in preprimary and primary schooling. Although the Global Initiative on OOSC did not call for the 
collection of new primary data, the Philippine Country Study involved the conduct of interviews in selected sites 
in the three main island groups of the country – Luzon (Tabaco City in Albay), Visayas (Negros Oriental), and 
Mindanao (Maguindanao) as well as in the National Capital Region to probe barriers and bottlenecks to 
schooling and learning. Six schools were visited in each of these four zones. Interviews were conducted with 
92 children, 89 parents, 62 teachers, 23 principals, and 23 other officials, including barangay officials, daycare 
workers, and ALS coordinators. This sampling scheme was designed to capture the 3DE within the scope of 
this study. The project team spoke with close to 300 people across the four identified geographic areas. Details 
of the sample make-up are presented in Annex 3, and findings from these interviews are discussed in 
appropriate sections below.  
 
According to the APIS, among preprimary school-age OOSC in 2007 and 2008, four out of every five were 
viewed as being too young to be in school (table 1). In 2007, about one out of 25 preprimary school-age OOSC 
was reported to lack interest, with this rate increasing to one out of 15 in 2008. The percentage distribution of 
the reasons for nonattendance of preprimary school-age children hardly varied by sex: the proportion of boys 
(82.9 per cent) that were too young for schooling was just slightly over the corresponding rate for girls (77.5 per 
cent). There was more variation between urban and rural areas than between the sexes. In 2007 and 2008, 
another prominent reason cited in urban areas, aside from being too young or lacking interest was cost of 
schooling. In the rural areas, however, school accessibility (e.g., schools were too far, lack of schools within the 
village, lack of regular transportation to school) was the more prominent reason for nonattendance of preprimary 
school-age children. 
 

Table 12. Percentage of Preprimary and Primary School-Age OOSC in 2007 and in 2008, by Reason for Nonattendance in School, 

by Data Source. 

Reason for Nonattendance 

Preprimary School-age 

Children () Primary School-Age Children () 

APIS 2007 APIS 2008 APIS 2007 APIS 2008 FLEMMS 2008 

Lack of personal interest 3.83 6.94 24.49 31.68 23.78 

High cost of education 4.53 3.62 12.90 11.52 13.32 

Too young to go to school 83.52 80.46 34.03 29.21 34.86 

Illness/disability 0.54 1.06 8.08 9.48 6.76 

Lack of nearby schools 4.53 3.88 8.61 7.45 7.66 

Employment 0.00 0.00 0.31 0.13 0.09 

Other reasons (e.g., school records, 
marriage*, housekeeping) 

3.05 4.04 11.55 10.53 13.53 

Source: APIS 2007, APIS 2008, and FLEMMS 2008, NSO; *including marriage by children 

 
According to table 12, households interviewed in the APIS and FLEMMS report that about three-fifths of primary 
school-age children were not in school either because the children were thought to be too young or because 
the children lacked personal interest. The former, which was the major reason especially for six- and seven-
year-old children, suggests that the benefits of primary schooling may not be viewed positively (by either the 
children or the households they belong to). This was the subject of deeper probing in field visits. About one in 
10 primary school-age children were not in school because of cost issues while one in 20 were not in school 
due to schoolaccessibility issues. Among primary school-age boys not in school, the primary reason given was 
lack of interest while among girls of the same age group, the major reason for nonparticipation continued to be 
that the child was considered too young to be in school.  
 
A review of the literature suggests that there may be many different cultural, social, economic, and institutional 
factors that influence the lack of participation in preprimary and primary schools. However, Chapter 1, coupled 
with information on the reported reasons why children are not in school (shown in table 12) and the logistic 
regression analysis presented in Annex 2, there are a handful of highly consequential factors that deserve 
greater focus: economic status, age of child, sex of child, mother’s education, and school inputs. These specific 
variables are discussed more broadly in this chapter as indicative of demand-side barriers: poverty; parental 
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and teacher perception about the school readiness of children; parental education; household perceptions on 
whose education (between boys and girls and between younger and older children)is worth investing in given 
economic constraints; and supply-side constraints (on input deficits). The latter reflects how the public school 
system’s ability to provide public elementary education to the population has an impact on children’s access to, 
and motivations for attending, elementary school. Each of these factors can influence access or entry to primary 
school, attendance, completion of education, and student achievement. Other potential barriers and bottlenecks 
identified in existing studies and even in the qualitative research conducted for this Country Report are excluded 
from the discussion either because these do not target the most prevalent problems in school entry and retention 
or the information may be lacking. For instance, while there may be interest in examining barriers and 
bottlenecks related to linguistic or ethnic diversity as pointed out in Chapter 1, there is currently a dearth of data 
sources for examining such education inequities.  

 
Sociocultural Demand-Side Barriers 
 
National survey data indicate that of the 1.3 million primary school-age children not attending elementary school 
(APIS 2008), 61.7 per cent are six-year-old children not in school and a little over 13 per cent are seven-year-
old children not in school. This suggests that late entry to primary school should be a priority behavior-change 
target. If all six- and seven-year-old children enter the primary school system, school attendance of those 
between 6 and 11 years old would increase from 89.8 per cent to 97.5 per cent. As was pointed out in the 
previous chapter, late entry into Grade 1 and dropping out early has interlocking sociocultural factors, including 
confusion on the official age entry into Grade 1, parental education, as well as parental perceptions on who 
between boys and girls or between a younger and an older child, are more school-ready or whose is worth 
investing more on given economic impediments to sending all their children to school.  
 

Discussed below are a number of the most relevant demand-side barriers to preprimary and primary schooling, 
broadly categorized into socioeconomic causes and economic causes. All factors are relevant to Dimensions 2 
and 4, effectively delaying entry of students in primary school or preventing them from completing the full cycle. 
Most relevant to Dimension 1, those not in preprimary school but are of age, are school readiness concerns 
about children by parents and teachers, education of parents, family size, and household perceived benefits of 
schooling.  

Parental and Teacher Perceptions on Children’s School Readiness 
 
As was reflected in table 12, majority of those aged 5 to 7 who were not in school were said to be “too young” 
for school (APIS 2008). This may be associated with the high dropout and repetition rates across the country in 
Grades 1 and 2 compared to higher grades (see Appendix tables 19 and 24). Teachers interviewed for this 
study report that as per their own understanding, readiness for Grade 1is indicated by children’s ability to write 
their names, recognize letters and numbers, socialize with other children, use the toilet on their own, and their 
possession of fine motor skills as well as their being comfortable in the classroom. Related to this, teachers’ 
opinions of the now largelyimplemented six-year-old entry into Grade 1(strictly applied in most areas visited) 
are mostly negative. They believe that children at six years old are not mature enough to be left in school by 
parents, are not able to pay attention and sit in class for the entire duration of a Grade 1 class, and, most 
important, do not possess the fine motor skills necessary to hold a pencil in order to learn how to write. There 
are testimonies that the first week or two of class is really spent trying to calm down crying children, playing 
nanny to the really young ones, and teachers complaining of having to clean up after the children, problems 
that do not happen when children enter at age 7or 8.  
 
It is critical to match the teachers’ expectations of the skilllevel and style of learning of children this age as it 
occurs in public schools with the Philippine Early Learning Development Standards (ELDS) on what six-year-
old children know and are able to do. When expectations from teachers are unreasonably high and 
developmentally inappropriate according to accepted and culturally appropriate standards contained in DepED’s 
policy document, it follows that instruction and assessment by teachers would likewise be inappropriate. 
Specifically, the ELDS reflects the developmentally appropriate teaching style for young children as learning by 
doing and through play, and that they are more likely to fully remember and be motivated to learn when what 
they have learned is meaningful and relevant to them. This was mentioned by some teachers interviewed and 
observed in this study, so there is some, albeit limited, awareness of the tenets espoused in the document. 
Addressing the mismatch of expectation between ELDS and teachers is a policy matter for DepED as effective 
teaching in the early grades may require focused training for teachers in Kindergarten until Grade 3.  
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Interviews with parents reveal the same problems with entry into Grade 1 at age six. In the first weeks of 
attending school, their children would cry and refuse to be left in class for several days, and mothers have to 
stand outside the school gates every day until classes are dismissed. Many of the parents interviewed whose 
children dropped out at these grades say that the main reason their children did not continue was the emotional 
trauma the children experienced when left in school at a time when they were not ready. Teachers reported that 
very young female students were more likely to cry in class while the boys displayed disciplinary problems as 
they had a difficult time sitting still and listening to instructions. Such differences in teacher perceptions about 
boys and girls ultimately suggest that there may be wide scope for teachers to improve on classroom instruction 
by using more experiential and kinesthetic learning methods, including providing movements such as mini-
breaks to allow the children to simply get up and move about, stretch, or jump in place. Sitting still for long 
periods of time may be far from being developmentally appropriate for young children (aged five to eight years 
old), whether boys or girls. Many parents either cannot afford to take this time off from work to watch over their 
young children in school or they cannot emotionally cope with seeing their children clearly unhappy in school. 
Mothers who work or have younger children at home to take care of do not have the luxury of time to wait near 
the school to calm their children. After a few attempts, if the children cannot adjust and are not much older than 
the other students, it is easier for parents to withdraw their children from school and re-enrol them the following 
school year. Teachers will often reinforce this decision because children who cannot adjust disrupt progress for 
the rest of the class. Many of these children eventually do go back, and they are easier to handle in Grade 1 
when they are seven or eight years old. 
 
Continued high expectations of the appropriate learning styles and level of development of children among 
teachers may pose a serious barrier to effective teaching. The expectations are not consistent with accepted 
developmental characteristics of young children (NAEYC 2008). The literature on early learning suggests 
adopting playful interaction with objects and people, social play, focusing on learning things that are meaningful 
to children, and individualized attention on the rate of learning of each child. While teachers may be told to do 
this and trained to conduct such classes, DepED and outside observers must also take into account the context 
within which teachers do their work. Individualized tracking of development can be effectively adopted in a 
reasonably ized class, but to what extent is thispossible in a class of 35–40 Grade 1students? Learning through 
contact with their physical surrounding is effective for children, but do all schools have the surroundings and 
facilities to support this type of teaching?  
 
It is generally held that the recently implemented universal kindergarten program will help make children more 
school-ready but this is under the assumption that developmentally and age-appropriate teaching-learning 
approaches are utilized in kindergarten. It should also be noted that play and active learning figures strongly in 
the new DepED kindergarten curriculum. Many teachers believe that if all six-year-old students have some form 
of preprimary education, or even some experience with DCC services, they will be better prepared to be in 
Grade 1. That is, addressing children falling under Dimension 1 should significantly improve dropout rates and 
late entry into Grade 1. According to DCC workers, the time children spend in DCCs is spent on achieving 
school readiness. Children aged three to four and a half years old who are in DCCs are taught how to socialize 
with others in a classroom environment and how to recognize letters, numbers, and colors. They are taught 
values and helped to develop fine motor skills, thereby fostering good behavior in an environment of storytelling 
and play. Parents and teachers acknowledge that this helps in getting children ready for formal schooling. 
However, not all children make it to daycare largely because parents do not see its importance. According to 
DSWD, in 2009, only about one in five (19.5 per cent) children aged three to four years old were in DCCs while 
among the 2.4 million five-year-old children, 20.7 per cent were in DCCs. The 2008 APIS suggests that nearly 
all children aged three to four years old were not in school because they were deemed too young for schooling, 
with only 1.1 per cent of them not in school due to accessibility issues.  
 
Mothers are often blamed by school administrators for not taking their young children to DCCs and kindergarten 
even if the cost of availing themselves and their children of these programs or services is minimal. The teachers 
interviewed feel that mothers should be willing to spend their time “only on child care.” Of those interviewed, 
only one DCC worker said that the purpose of the DCC program is to give working mothers support as they 
engage in economic activity. Most of the interviewees appeared to expect women to find the time to take their 
children to and from the school in the middle of weekdays. Observations at DCCs indicate that many mothers 
actually wait for their children the entire three to four hours that the children are in the program, which means 
that when working mothers send their children to DCCs, they are actually busier than ever since they also need 
to make a living.  
 
These types of situations may be avoided by having DCC workers explain to mothers that their children can be 
left in the center for the duration of the class. Mothers may be more willing to do this if they are confident that 
the center will care for and teach their children effectively, and if children enjoy their time in DCCs. The onus for 
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this is on DCC workers as they have the opportunity to create enjoyable experiences for both parents and 
children given the generally small populations of programs.  
 
Interviews with parents reveal that they are uncomfortable sending their young children to school because they 
fear the children are “too small” (maliit pa). They mean that physically children are still small in stature; they may 
have trouble playing with other children, walking to school unassisted by an adult, bringing their things. That 
DCCs are understood to be “schools” may discourage parents from enrolling three- to four-year-old children. 
Schools may invoke images of formal schooling like in primary education, and not play, which is what DCC 
attendees spend most of their time on. Parents would feel more comfortable with DCCs if it is clear to them that 
the program is not like school, but instead is an opportunity for the children to socialize with others their age.  

 
Parent’s Education 
 
Parents’ educational attainment has been shown in many studies to positively affect different outcome 
indicators, including school attendance (Maligalig et al. 2010), as well as math and science test scores (Quimbo 
2003). The relationship between parental educational attainment and a child’s likelihood of success in the 
educational system is one of the most frequently cited causal relationships in the local literature. However, little 
has been done by way of intervention to help parents who have limited or no formal education.  
 
In table 12, many respondents with primary school-age OOSC say that the reason why these children are not 
in school is “lack of personal interest.” A logistic regression model predicting lack of interest (see table 13) 
suggests that the mother’s level of education explains some of this lack of interest along with advancing age 
and having a male household head. These results will be discussed in greater detail in the succeeding 
paragraphs.  

 

Table 13. Log Odds of Logistic Regression Model Predicting Lack of Interest. 

Explanatory Variables Lack of interest 

Log per capita expenditure of household -0.02 

Indicator for Age = 7 (base Age = 6) 1.45*** 

Indicator for Age = 8 1.59*** 

Indicator for Age = 9 1.56*** 

Indicator for Age = 10 1.69*** 

Indicator for Age = 11 1.60*** 

Mean pupil-teacher ratio in region   0.00 

Urban indicator (rural base) -0.26 

Female child Indicator (male base)  -0.37** 

Number of children in household 0.01 

Number of adults in household 0.09 

Number of retired persons in household 0.00 

Mother has some secondary education (base mother at most primary) -0.57** 

Mother has beyond secondary education (base mother at most primary) -0.91** 

Indicator for male household head  -0.29 

Age of household head 0.00 

Constant -1.16 

Source: Calculation on Data from BEIS 2008—09 (census of public schools) and APIS 2008 (APIS n=40,613) 

Note: *p<.05; **p<.01; ***p<.005 

 
While parents, principals, and teachers report that some parents do not support their children’s schooling, 
majority of the parents do. Mothers, in particular, spend time with children who are in the younger grades, 
helping them with assignments, projects, and accompanying them to school every day. At least in Grades 1and 
2, the most vulnerable in terms of dropouts, guidance of mothers in school lessons is possible even if the mother 
has limited formal schooling. For most couples, it is the mother who guides the children through school 
assignments until at least the middle of primary school. Field work and table 13 show that a child’s lack of 
interest is a capacity issue on the part of the parent (especially the mother), which ultimately affects the child’s 
interest in schooling. Special school-based interventions like remedial classes are sometimes conducted for 
children who are behind in reading or math skills, which can augment shortcomings in home-based support. In 
the higher grades, parents who have little education need to provide at least emotional and resource support 
(for those who can afford it), mostly in urban areas. Specifically, when students refuse to attend school, it is the 
parents’ responsibility to find ways to get them there on a daily basis. LGUs will, however, need to do their share 
in enforcing childtruancy laws, especially when parents do not fulfill their responsibilities.   
 
In very poor rural communities such as those covered by this study in Maguindanao, there are still parents with 
as little as zero years of education, and many have fewer than five years of formal schooling. Not only do parents 
lack the experience to support their children’s education at home in terms of helping with lessons, they also are 
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extremely poor and cannot afford to provide for the basic needs of their children. In these cases, it is 
unreasonable to expect parents to be able to provide similar quality support such as those provided by more 
educated parents. Teachers lament that parents with little to no education either do not like to attend parent-
teacher association (PTA) meetings or do not show up when guidance counselors call them in. This is 
sometimes interpreted by school administratorsxxxi as lack of caring about their children’s education but upon 
investigation, it was revealed that when these parents do attend meetings, they find it difficult to understand 
what is going on and feel alienated. More important, they really cannot afford to take a morning off from working 
in the farm to meet the guidance counselor. In such situations, schools need to fill in where parents can truly 
not provide. Good and especially responsible teachers do remedial classes. They provide individual guidance 
and advice to students in these situations, creating an individualized mentor relationship that can help students 
sustain the motivation to continue schooling. This kind of tutelage is possible in small schools but not so much 
in very crowded environments such as those seen in the NCR.  
 
Getting low-education parents to prioritize preprimary education for their three- to four-year-old children will be 
a challenge. Since these parents are among the poor and likely have more than one child, sending a child to 
daycare has an impact on their daily expenses. Saving money is a compelling reason for delaying any kind of 
schooling for either children who have not started or those who are already in school. Given a choice between 
two children, one who is in school and another who is four years old and can already be in daycare, it is only 
reasonable to delay entry of the younger child. This is especially true since many parents think that children this 
young are still too small to be in school  

 

Economic Demand-Side Barriers and Bottlenecks 
 
The most pressing and common problem among students who drop out, those who enter late, those who do 
not attend preschool, and those whose performance in school is low, is poverty. Practically all studies that 
explore reasons for not attending school find evidence that economic pressures on household resources weigh 
significantly on the decision to either drop out of school or delay entering (Maligalig et al. 2010; EdWatch 2007; 
SEAMEO 2007; UP Educ 2010).  
 
Annex 2 provides an econometric analysis showing the importance of household expenditure for predicting 
school attendance (as well as the importance of income as a predictor for dropping out or overage status). 
Maligalig et al. (2010) also illustrate with a multivariate model predicting “being in school” that household 
expenditure is a good predictor for school attendance—each 1 per cent increase in expenditure increases the 
odds of attending school by 1.03 per cent. Also, with every year increase in the educational attainment of the 
household head, the odds of a child in that household attending school increases by 13 per cent. The proportion 
of household income spent on education likely increases as income increases. Edillon (2008) finds, for instance, 
that the share of education in the budget of non-Overseas Filipino Worker (OFW) families is 5.4 per cent, 
significantly lower than those for OFW households which is at 7.2 per cent (FEIS). Spending for education 
among OFW families is nearly double the spending that non-OFW families are able to afford, PhP 15,400 versus 
PhP8,200 per capita (FEIS). Thus, the more income there is available to the family, the more money they tend 
to spend on investments in education of their children. 
 
Dire poverty has direct effects on schooling—children cannot attend because they do not have the money to 
pay for transportation or buy school supplies—but even more problematic are its indirect effects in terms of 
overall pressure on the resources and time of parents and children who are poor. Household income and 
expenditure are robust predictors of schooling, and the ways by which poverty can prevent a child from 
completing his or her education are numerous and should be considered closely. The poor, especially the 
extremely poor, are net dissevers (Albert 2011a) and thus have higher exposure to risks, in contrast to the 
nonpoor. Data from the 2006 Family Income and Expenditure Survey (FIES) suggest that the nearly poor are 
found to save about 1 per cent of their income while those not nearly poor save as much as 11.5 per cent of 
their income. The poor, on average, have negative savings. A bulk of the expenditures of the poor already go 
to food expenditures while family expenditures on education constitute around 1.5 per cent of their total 
expenditures. 
 
Income Shocks 
 
Incomes of poor families are often irregular. In farming households, cash is available only during the harvest 
season when men, women, and children can all be employed as farm labor. Even in urban areas, income is 
frequently irregular and unpredictable—men employed as drivers or construction workers can suffer stretches 
of over three months with no cash income. When income is as sparse and intermittent as this, which is fairly 
common among the families interviewed, shocks to the family’s expenses can have catastrophic effects on 
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children’s education. Albert (2011a) points out that among panel households in the FIES and APIS, those that 
had income shocks were more likely not to send their children to school. Shocks come in many forms like job 
loss, serious illnesses, loss of harvest because of natural disasters, displacement due to conflicts or floods, 
unplanned pregnancies, deaths, marital separation, or withdrawal of external support (i.e., cash support from 
other family members). Teachers often point to “family problems” as being the reason for a student dropping 
out. They typically tell stories of marital separation or spousal abandonment that leaves the family with little to 
no income, leading them to pull all children out of school.  
 
Disasters and Conflicts 
 
Disasters, both natural and person-made, have a huge effect on household vulnerability to income poverty 
(Albert 2011a) and, consequently, the nonattendance of children in school. In 2009, the Philippines had the 
most number of natural disasters of all other countries in the world, racking up 25 major disaster events. These 
disasters were quite intense, putting the country in third place in terms of natural-disaster-caused mortality (with 
its 1,334 disaster-related deaths in 2009). Since the Philippines lies in the typhoon belt and “the Pacific Ring of 
Fire,” the country is quite prone to natural disasters especially typhoons, floods, landslides, volcanic eruptions, 
and earthquakes. The country also experiences a number of person-made disaster events, such as those 
arising from conflict and environmental degradation. The extent of exposure to disasters is diverse across the 
regions. Some regions in Luzon (e.g., Bicol and Southern Tagalog) are usually the most visited by typhoons 
and have the most number of persons affected by storms. Some regions in Mindanao experience the most 
number of floods while densely populated Metro Manila has the highest incidence of fires and casualties from 
fires. ARMM, on the other hand, has the most reported events of armed conflict. An examination of income 
distribution and statistics on vulnerability to income poverty (see Albert and Ramos 2010) suggests clear 
disparities across the regions, with some regions in Mindanao (e.g., ARMM, Caraga, and Zamboanga 
Peninsula), some regions in Luzon (e.g., Bicol), and MIMAROPA, having about 60 per cent or more of their 
population falling in the bottom 40 per cent of real income distribution. One can thus observe a nexus between 
being prone to natural disasters or civil strife on one hand and poverty, income shocks, and lack of school 
participation on the other hand. Even the urban-rural disparities in school participation are also related to 
poverty. It is, however, not a simple exercise to deconstruct the impact of risks from conflict and disaster on 
school participation with those of economic barriers and bottlenecks.  
 
In some types of disasters, such as typhoons, classes of the youngest students, such as those in DCCs and in 
Kindergarten are disrupted first and resumed last. Classrooms are used as evacuation centers and day care 
workers, along with other government personnel, are pulled into emergency response work for LGUs.Classes 
do not resume until all the work necessary to address the impact of a disaster has been completed and 
reassigned personnel are placed back in their work. When disruptions to the learning process happen often, the 
quality of learning is compromised. 
 
Migration 
 
Another barrier to schooling results from migration (Edillon 2008). It is not uncommon for parents to periodically 
move from the city to the province (or the reverse) to find employment. Some parents would stay in the city and 
send their children to the province when they run out of money, pulling them out of school in the middle of the 
year. Teachers and school administrators in public schools have learned to cope with this by accepting students 
in the middle of an academic year but not all parents understand that this is possible so they end up holding 
back their child a year. Situations where mothers are away from children and children are being cared for by 
extended family oftentimes can lead to dropouts because guardians, even fathers, are not as patient with 
providing care (i.e., helping with homework, making sure children are bathed and dressed for school every 
morning, making sure they have all the needed supplies) as mothers.  

Absenteeism for Work 
 
In rural farming communities, children, especially boys, start helping out in farms at the age of 10 when they are 
physically large enough regardless of what grade they are in (although typically they are in Grades 4and 5). 
Parents and teachers interviewed in Maguindanao and Albay say that boys start having frequent absences from 
school during the harvest months, which usually last about two months. Boys help their parents harvest rice, 
vegetables, or coconuts. In some cases, they are simply asked to tag along to pick through the remaining 
kernels of palay in the fields after harvest so that they can take it home for the family to eat. Incidentally, this 
situation is not evident in fishing communities and, of course,in urban areas. When boys start disappearing from 
schools at this time, teachers then begin doing home visits to talk to parents and try to understand the situation. 
Many say that the parents really have no choice since they are so poor. Teachers are often able to convince 
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the boys to come back to school (even with many absences) after the harvest season is over, and they are 
given extra school work to make up for the time they were away.  
 
School administrators know that teachers will not report many of the absences in order to avoid having the child 
drop out, if a student misses more than 10 consecutive school days they should officially be reported as 
dropouts. This is sanctioned in order to support children from indigent families. Frequently, boys will not return 
to school if they are ashamed of coming back or if they flunk a test upon coming back because they have missed 
so many days of school. Still, some return the following year, which is the reason why the problem of children 
being overage for their grade level starts in earnest at Grades 5 and 6 in schools that are located in rural farming 
communities. Then the older the children get, the less likely they are to want to continue schooling and 
eventually decide not to finish the elementary cycle.  
 
For the situation described above, of which there probably are many across the country (Nava 2009), it may be 
worthwhile to examine the international experience or even small innovations in local communities for clues on 
how to cope with the seasonal needs for labor during harvest. Perhaps schools can offer classes with a different 
academic calendar or use the summer months, if possible, for students who have to miss a few weeks during 
the academic year, just enough to get promoted to the next year without scrimping on lessons. There are existing 
ADMs that seek to provide assistance in this area. One school principal innovatively designed a special program 
for children who have to work during the week. This program involved teachers volunteering to hold classes 
during Fridays and Saturdays so that students who have to help out at harvest time would not have to drop out. 
These truncated classes were augmented by home-based learning materials. Such innovations point to the 
importance of school-initiated initiatives (SII) and SBM in general as there are local conditions that DepED 
Central Office may not be able to prescribe solutions for. Information on such innovative practices can be 
disseminated and possibly adopted for the schedule of farming communities to allow very poor families the 
opportunity to both support their subsistence living with help from children without completely compromising 
their children’s education. In general, it may be productive to devise policies that will allow the education system, 
in particular its calendar, to be more flexible and adaptive to local circumstances (e.g., seasonal need for labor). 
Self-learning instructional modes for some period of the school year, for instance, can keep students in the 
system while they are needed for labor. Other ways of adapting to local circumstances should be explored.  
 
Demand on Mother’s Time 
 
Mothers very clearly remain the primary family member in charge of child care in the household, regardless of 
whether they are heading the household or relying on their husband’s income. Poor families often have mothers 
who work practically all day every day in the farm. To exacerbate the pressures on the mothers’ time, these are 
families that tend to have many children as well. When mothers engage in economic activity that takes up the 
majority of their day, the time they are able to devote to supporting their children’s schooling is drastically 
reduced. This includes time spent guiding their children through homework, getting them ready for school every 
morning, taking them to school every day, attending PTA meetings, and even purchasing the supplies they need 
throughout the school year. When mothers have to make money for the family, the father, in general, appears 
unable to provide equal quality child care regardless of the time he has available (i.e., many fathers have, at 
best, intermittent work). Thus, demands on the mothers’ time have negative effects on the likelihood that 
children will enter, continue, and perform well in school. While mothers who have support from family, friends, 
or hired help can provide the advantageous focus on their children’s education, those who do not have such 
support and who have to engage in economic work to meet the most basic needs of their family would not have 
the time to provide the same level of attention.  
 
What’s more, when both parents are not able to care for very young children because of the need to work, the 
family may decide to pull older siblings out of school or let them be absent periodically to step in for child care. 
Teachers talk of students as young as 10years old not being able to go to school because they have to care for 
a two-year-old sibling at home alone while the mother leaves to vend or do other economic activities. This is 
evident in both the cities and provinces where mothers are active partners in farms, do laundry, or cook and 
vend for a living. 

 
Family Size 
 
For any intervention designed to reduce dropouts, absenteeism, or to encourage children to return to school, it 
is important to take into account the economic impact on the family, particularly the extremely poor and large 
families. Many of the parents of dropouts interviewed have more than four children, in extreme cases, even 
seven to ten children. For many large families, it is simply unaffordable to send all children to school at the same 
time, so parents find different ways of coping. Some end up sending each child to school, at least up to Grade 



 

 
29 

2(or some other grade in elementary) while other families forgo education entirely for some children while 
prioritizing the education of others. When a poor family has more than two children of school age, then the 
continued schooling of all children is in peril. Choices are sometimes made to prefer one child over another, 
with the younger children preferred over elder ones and girls preferred over boys, given the expectation that 
girls are more likely to do well. (See Chapter 4 for more details on lower academic expectations of teachers and 
parents for boys.)  
 
It would be even more difficult for families with many children to enrolthree- to four-year-olds into DCCs as this 
would just increase the number of years they have to provide education for each child, and would mean having 
more children in some form of schooling at the same time.  
 
Subsidy conditional cash transfer programs such as the 4Ps do not work the same way for large families as for 
small families. While the experience with 4Ps has been positive in terms of encouraging school attendance 
when families have four or less children, the cap on subsidies per child means that money is spread out across 
many children for large families and even with subsidies, these families cannot afford to send all children to 
school without sacrificing some basic needs. Over the long run, it is imperative for the national government to 
provide competent and complete reproductive health services to allow families the opportunity to have only the 
number of children they want. Without such maternal health services, the cycle of generational poverty and the 
lack of school participation of children among large families will persist. 
 
Poor Health and Nutrition of Children 
 
Children who are at risk of dropping out or who have already dropped out are often identified by teachers as 
those who would come to class in the morning without having eaten anything or would have no snacks for the 
day and no money to purchase snacks. Those who come to school hungry would often sleep in class and be 
unable to concentrate. Poor nutrition makes them more vulnerable to illnesses and, therefore, to absences 
(Monse et al. 2006). Children who have no “baon” (allowance) either in cash or kind will either refuse to go to 
school or their parents will decide not to send them to school for fear that they will feel shame during recess.  
 
Numerous school-feeding programs are in place in many different forms (see Chapter 3).These are funded 
either by the school canteen or external donors. Principals and teachers attest that feeding programs help keep 
children focused and motivated in addition to providing incentives for parents to encourage their children to go 
to class on a daily basis. School-based feeding programs provide highly targeted and, therefore, efficient means 
of providing subsidies, enrolling only those who are classified as “wasted” or “severely wasted” according to the 
World Health Organization standards upon weighing in at the beginning of the school year. 
 
Other health issues evident in Philippine primary school-age children such as poor oral health and presence of 
intestinal worms may influence school attendance and overall achievement. Over 55 per cent of children 11–13 
have odontegenic infections due to dental caries (2011) and this was found to be associated significantly with 
the incidence of below-normal body mass index (BMI), under which 27 per cent of school children in this age 
group fall. Meanwhile there is a high prevalence of soil-transmitted helminthes (STH) among preschool children 
(66 per cent, de Leon and Lumampao 2005). Such infections are significantly associated with low BMI, which 
in turn have impacts on school attendance and overall academic performance. Low-cost mass interventions to 
reduce the occurrence of worm infections in Kenya have resulted in positive gains:inexpensive, school-based 
deworming treatment improves health and school attendance in the short term, improves productivity in the long 
term, and even benefits untreated neighbors and siblings.These kinds of international experiences have 
exhibited that reducing the incidence of infections results in healthier appetites among young adults and overall 
higher incomes. Worm infections can easily re-occur, thus durable solutions for children must include improved 
sanitation and hygiene to protect from sources of transmission such as soil and feces. Fit for School, UNICEF’s 
main NGO partner in school WASH programs, is currently undertaking a two-year longitudinal study in 27 
schools where they are providing deworming twice a year, hand washing with soap, and tooth brushing with 
toothpaste. Early findings indicate a 27per cent increase in school attendance and an increase in body mass 
index between control and interventions groups.  

 
Household’s Perceived Benefits of Schooling:A Problem of Poverty 
 
The expected returns from educating children have often been examined in international and local literature. In 
Philippine-based research in particular, there are quantitative studies that investigate the perceived benefits of 
schooling and the differences by sex (Manasan and Villanueva 2005). However, many use indirect measures 
such as decisions of inheritance and preferential investment in one child over another child’s schooling 
(Quisumbing et al. 2004). On this score, qualitative interviews with parents can offer a deeper understanding of 
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the kind of value they place on education and the reasoning that goes into decisions to keep a child in school 
or pull them out. Hunt (2008, 22) refers to the “myth of parental indifference” (cited in PROBE 1999) where 
teachers and community leaders blame uneducated, poor parents for dropouts because they allegedly do not 
value education. However an in-depth analysis of the reasons for dropouts among poor families in select 
countries (e.g., Bangladesh, Nepal, Sri Lanka) indicate that even the poorest parents place much value in 
education and demonstrate “clear and rational reasons for not participating (23).” 
 
In the Philippines, parents undervaluing education is not one of the usual reasons for students dropping out. 
While it may be hypothesized that lack of interest in going to school in table 12 maybe more of a lack of parental 
interest to send children to school and that there are some anecdotes from teachers about parents not caring 
enough to watch over their child’s daily attendance in school, field work suggests that the vast majority of 
dropouts have economic or familydisruption reasons for leaving. Child motivation and ability issues are even 
more common than parents not valuing education. Interviews with parents reveal the same patterns—most 
parents will prioritize expenses in education over other expenses, save for the most basic ones such as food 
and shelter. When parents pull children out of school, it is usually because they experienced a financial squeeze. 
When parents can no longer afford to send all children to school, that is usually the time they consider potential 
returns on investment in the education of one child over another. Typically, they consider school performance, 
the child’s desire to attend, and the proximity to completing an education cycle. In addition, they, of course, have 
to consider which child can contribute to household income and resources more effectively and immediately. 
Hence, older children can sometimes be the first to be pulled out (as indicated also by the regression results in 
table 13) since they are the ones who can watch over younger siblings or generate income. Boys may also be 
out of school more than girls partly because of lower expectations from boys (see discussions in Chapter 4). 
This means that households generally deem girls to be better investments in terms of education, especially 
when economic constraints prevent all children in the household from participating in school.  
 
All parents value education as an end in itself as well as for the returns expected from it. When directly asked, 
many parents expected their female children to have a higher likelihood of finishing school. This made girls 
better prospects for investments in education. Regardless of what job they might ultimately end up in or how 
much they will end up making, the widespread belief was that girls, in general, are more likely to finish and are, 
therefore, the better investment.  
 
All parents want to send all their children to school all the way up to at least second year of college because it 
is at this point that they expect real returns. Particularly in urban areas, parents believe that without at least 
some years of education beyond high school, their children will not be employable. Parents want education for 
their children so that they can go on to work in offices; go abroad; or find regular, salaried jobs, anything to avoid 
ending up as a farmer or fisherman. It is abundantly clear to all the parents interviewed that without education, 
none of these goals are attainable. They do not want their children to have to start working before getting at 
least two years of college but for all of them, this is just not affordable in terms of money or time. They feel badly 
for their children when there is no money to pay for uniforms, school supplies, and daily allowances, especially 
when many parents know that their children also want to continue schooling. Consequently, cash transfers 
provided by the government’s CCT and other forms of assistance targeted at poor families are promising 
interventions to address the lack of participation of children in school.  

 
A Note on the Special Circumstances of the Urban Poor 
 
Interviews suggest that for many cases in urban areas and some cases in rural areas, for younger children (i.e., 
below 10 years old), the decision to drop out comes before the children are put to work, not the other way 
around. This means that boys are not pulled out of school permanently to work. Neither do they drop out of 
school so that their parents can “use them to make money.” Instead, they are put to work because they have 
already dropped out. The main reason for leaving school is poverty/income related (e.g., lack of money for 
allowance, transportation, or school supplies). Parents in dire financial straits may tell their children that they no 
longer have the resources to continue financing their education but that the child might be able to study again 
the following school year. It is after this decision is reached that children start helping out in the house and then 
eventually working outside the home. This is a very important distinction for the purpose of designing 
interventions. It is an argument that should be considered when policymakers and educators say that parents 
choose to put their children to work instead of sending them to school because they do not value education; 
none of the interviews conducted for this study support this. Instead, parents who are poor have no choice but 
to stop their children’s education because they don’t have money. It is only after that happens that children end 
up working. 
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Supply-Side Barriers and Bottlenecks 
 
It comes as no surprise that there are input shortages and allocation inequities in the Philippine public school 
system but there is limited evidence for which of these inputs matter more to student outcomes such as retention 
and performance. One notable exception is the Third Elementary Education Project (TEEP), evaluations of 
which suggest that the availability of infrastructure plays an important role in school outcomes. One of the largest 
projects to have been implemented in the DepED’s primary school system, TEEP covered 23 school divisions 
across the country. Its provisions on the supply side were vast and ambitious, including, among others, 
addressing shortages in infrastructure, learning materials, teacher training, and school improvements. Some 
schools under TEEP were also included in Child-Friendly School System (CFSS) interventions, and an 
evaluation commissioned by UNICEF in 2008 finds that schools under both projects outperformed CFSS pilot 
schools in academic performance, dropout rates, and repetition rates (Bravo et al. 2008). Thus, it was a 
combination of material inputs, school management structures offered through TEEP, and collaborative 
organizational development programs offered through CFSS that led to improved outcomes. 
 
The TEEP evaluation was able to isolate the SBM reforms in particular as being instrumental in improving school 
performance. There were substantial schoolmanagement changes instituted as part of the effort to support 
decentralization (TEEP Final Report 2005). These were various changes in the spending and allocation powers 
of school heads as part of the larger expression of SBM that would have supposedly been fully adopted by the 
entire DepEd system by now.xxxii Project reviews were largely positive. Comparative analysis between 
intervention and nonintervention divisions and student test scores over time showed significant and substantial 
improvements. The experiment provided empirical evidence that infusing schools with certain inputs like 
textbooks, additional repaired classrooms, teacher training, and schoolimprovement grants significantly 
improves performance rankings of divisions. Meanwhile, the purchase of school furniture like chairs, desks, or 
chalkboards proved to provide no appreciable improvement. However, the CFSS evaluation concludes that 
complementation of infrastructure and soft components produce more robust outcomes. It is therefore desirable 
to implement both school improvement projects that focus on physical resources, with school management and 
organizational development. This section will discuss the most impactful supply barriers according to the TEEP 
findings, namely infrastructure, teachers, and school management. Other smaller policy issues that emerged in 
the field interviews, such as confusion about age of entry, are also presented. 
 
School Infrastructure 
 
Classroom and schoolbuilding shortages in the school system continue to be a problem, especially given the 
country’s fast-growing school population. While budgets 
have not been sufficient to provide the necessary 
infrastructure, a number of measures have been put in 
place to deal with shortfall, particularly in congested areas 
where class shifting is being implemented. 
 
A number of incomplete schools were included in the 
sample for the qualitative investigation in the Country 
Report. Field results suggest that the risk of eventual 
dropout from primary school for students attending 
incomplete schools appear higher. Usually located in 
sparsely populated areas, these schools are small facilities 
with little funding and only a handful of teachers. Typically, 
they are a significant distance away from the nearest 
complete school, which means that students who run out of 
grade levels to take in their local school will have to travel 
far to continue. A couple of schools visited only offer up to 
Grades 2 and 3, and, according to the teachers, most of 
their students never continue beyond those grades because 
they would have to travel down the mountain by foot for 
more than an hour to get to the nearest complete school. 
The extent of coverage shortages for elementary schools 
should be assessed in order to properly prioritize areas 
where additional resources are necessary and where it 
would be prudent to either expand incomplete schools or 
provide other means of support to get students to schools 
that are far from their homes. For schools that have no 

Incomplete schools  
 
Incomplete schools refer to those that do not offer 
the full cycle of primary education. These are 
typically found in sparsely populated rural areas 
where there are either not enough students to build 
and maintain a primary school that goes all the 
way to sixth grade, or there are not enough 
classrooms to conduct classes for all grades. In 
school year 2009–2010, for every 10 elementary 
schools, one is incomplete (10.6 per cent). The 
distribution of these 3,825 incomplete elementary 
schools varied across regions. Although Region 8 
had the largest number (1,157) of incomplete 
elementary schools, ARMM had the biggest share 
(46.8 per cent) of elementary schools that are 
incomplete. Five school divisions were prominently 
ranked as having the largest number of incomplete 
elementary schools and largest share of total 
elementary schools that are considered 
incomplete: Aklan, Lanao del Sur - IB, Lanao del 
Sur - IIA, Maguindanao, and Samar (Western 
Samar). Among these five school divisions, the 
Samar (Western Samar) Division had the largest 
number (362) of incomplete schools. In fact, 
Samar had the highest total number of incomplete 
elementary schools across all school divisions in 
the country. 
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infrastructure or teacher shortages but have student shortages, multigrade modes of instruction can be adopted, 
which would require specialized training in multigrade instruction for teachers and provision of appropriate 
instructional materials (i.e., multi-level materials). 
 
The problem is different in congested areas such as large cities—having too many students in a school with 
toofew classrooms. Multishift classes have been used as a stopgap measure since 2004 to address shortages 
in classrooms in heavily populated areas. Such an arrangement condenses the school day and consequently, 
the curriculum contents, into a shorter period of time. While there has been no empirical evidence indicating 
deteriorating student achievement as a result of multishifting, it is reasonable to hypothesize that rushing 
through the curriculum presents stresses to children in the learning situation (Caoli-Rodriguez 2007).  
 
As of the 2009/10 school year, an alarming 94 per cent of students (89 per cent of schools) in the NCR are 
enrolled in schools with multishift classes. The rest of the country doesnot have the same problem although 
there is a sizeable portion of students in nearby CALABARZON in the same situation (27 per cent of students, 
7 per cent of schools). This has essentially remained unchanged since 2005/06 when 93 per cent of students 
in NCR and 22 per cent of students in CALABARZON were in multishift schools. For these two areas with 
classroom shortages, there appears to be some association with late entry into schools, especially in NCR. 
While 41 per cent of children in single-shift schools are overage for Grade 1, the corresponding percentage in 
multishift schools is 52 per cent. In Grade 2, the difference is between 49 per cent and 58 per cent (SY 2009/10 
BEIS). The difference in overage children is smaller in CALABARZON—54 per cent versus 57 per cent in Grade 
1 and 60 per cent versus 63 per cent in Grade 2—but the pattern is the same. The same general pattern is 
evident for a similar indicator: the pupil-classroom ratio (PCR). Nationally, in schools with PCR above 45, 60 
per cent of students in Grade 1are overage while in schools with PCR below or at 45, it is 55 per cent. In the 
second grade, the difference is smaller although the percentage of overage children is higher—between 67 per 
cent and 64 per cent. This could mean two things, either more dropouts and later re-enrollments in schools with 
larger classes, OR a self-selection pattern where highly congested poor areas are populated by migrant families 
who have pulled their children out of school in a province and re-enrolled a year later in the city. If it is the former, 
then it suggests that single-shifting all classes will reduce dropouts, but this cannot be established completely 
until test scores (as another indicator of quality) can be compared between single and double-shift schools. As 
of this writing the test scores have not been made available at the schoollevel.  
 
According to NCR principals and teachers, students in double-shift classes have about one to two hours less 
instructional time per day compared to those in single-shift ones depending on grade level. Those in triple-shift 
classes have a total of four hours of instruction per day, which is three hours less than single-shift classes 
depending on grade level. Essentially, as an entire region, NCR students get significantly fewer hours of 
instruction per year compared to students in the rest of the country. Teachers try to fill in some teaching for 
students who cannot keep up with the pace by offering remedial lessons for an hour or two after class but only 
with a select set of students. Even the scope and scale of these remedial teaching sessions depends on 
classroom availability. The most urgent need in congested regions that adopt the shifting policy is to eliminate 
triple shifting because of the large number of instructional hours lost over the school year. As for double shifts, 
additional research is necessary to determine other forms of auxiliary instructional support that may efficiently 
make up for the shortage of teaching time, perhaps in the form of additional at-home work, workbooks, learning 
aides and the like, and the MISOSA currently in place (see next chapter).   
 
Field observations suggest that the risk of dropping out from primary school appears higher for those attending 
incomplete schools. Incomplete schools are small facilities with little funding and only a handful of teachers, 
usually located in sparsely populated areas and far away from a complete school. Students who run out of grade 
levels to take in an incomplete school has to travel to a faraway school to continue their education. There were 
schools visited for this study that offered only up to 2nd or 3rd grade, according to the teachers most of their 
students would never continue beyond those grades because they would have to travel down the mountain by 
foot for more than an hour to get to the nearest complete school.  

 The extent of coverage shortages for elementary schools should be assessed in order to prioritize areas where 
additional resources are necessary and where it would be prudent to either expand incomplete schools or 
provide other means of support to get students to schools that are far from their homes. For schools that have 
no infrastructure and teacher shortages but have student shortages, multigrade modes of instruction can be 
adopted. 



 

 
33 

 
 
 
Teacher Supply and Quality 

 
Multivariate analysis predicting school attendance shows that each unit increase in PTR “reduces the odds of 
attending school by 2 per cent” (Maligalig et al. 2010, 20; for children aged 6–12 only). This is an effect that 
survives controls for household expenditure, educational attainment of the household head, age, and sex of the 
child. PTR exhibited a similar effect on cohort survival rates (provincial-level data, unit of analysis province for 
years 2002, 2004, and 2007) but no significant effect on dropout rates and cohort survival rates, when factors 
such as householdhead educational attainment, provincial per capita income, proportion of female students, 
and per-pupil operating expense are controlled. PTR effects on NAT scores are significant. As the Maligalig et 
al. model indicates, with each unit increase in PTR, there is a corresponding 1.18 decrease in the NAT score. 
One of the most important issues to address with PTRs is not so much the average across the country, which 
is well below the EFA goal of fifty(at least for primary schools), but the dramatic inequalities by province 
(Maligalig et al. 2010). 
 
PTR among schools varies. Generally, schools with PTR values of 45 and above are considered to be lacking 
in teachers. Figure 11 shows the percentage of students in high-PTR schools across the regions. About 16.2 
per cent of primary-school pupils in the country are in schools with PTRs of 46–55, 3.0per cent in the next 
category, and 2.8 per cent in schools with PTRs over 65.  
 
National figures mask some 
stark regional differences, most 
notably in ARMM where 29.1 
per cent of all pupils are in 
schools with PTR value of 65 or 
over and another 12.3 per cent 
in classes with PTR values 
between 56 and 65. In the NCR, 
about a third (33.7 per cent) of 
all students in primary school 
are in classes with PTRs over 
the prescribed 45 per teacher. 
The same is true for 
CALABARZON where 34.3 per 
cent of students are in schools 
with PTR in the 46–55 range, 
2.3 per cent in schools with PTR 
value of 56–65, and another 0.6 
per cent in schools with PTR of 
over 65. Meanwhile, there are 
regions where most schools 
have PTRs well below the 
prescribed number. For 
instance, more than 90 per cent of schools in Ilocos Region, Cagayan Valley, Western Visayas,and CAR have 
PTRs less than 45. Some of this apparent inequality in teacher allocation may be due to the types of schools in 
remote areas where there are two-room schools teaching multigrade classes with very few students. It is 
unlikely, however, that there are regions where half of all schools are in this situation. More in-depth examination 
of such inequities in teacher allocation across schools can be gleaned from the use of interquartile ratios.  
 
This is an allocation problem that can be addressed with the data already on hand in BEIS, and the availability 
and willingness of LGUs to augment the teaching corps in their local school divisions should be accommodated 
in formulas doling out allocations. Further investigations are necessary as well to understand why such 
inequalities exist (and have persisted) and whether there are political barriers to a more equitable distribution 
of teacher resources. Some research (Albert 2011b) suggests that this may have been an issue especially in 
the past government.  
 
Table 14 shows the over-time change in the percentage of schools with average PTR within and above the goal 
of 45 students. Over the five years shown, there was a decrease of 8.7 per cent in the percentage of schools 
with PTRs of 45 and below and a corresponding increase in all categories with PTR above 46. Particularly, 

 
Figure 11. Percentage of Students in High Average Pupil-to-Teacher (PTR) Schools. 
Source: BEIS 2009–10, DepEd 
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more and more schools over the past five years seem to find themselves with an average PTR of between 46 
and 55. Teacher hiring needs to keep up with the clearly growing demand from the growing population. This is 
an especially urgent concern if one considers that the goal is to bring all OOSC into the formal education system. 
Quality must keep up with the increase in quantity of public education delivery. 

 

Table 14. Distribution of Schools by Pupil-to-Teacher Ratio (). 

 
 
 
 
 
 

Source: BEIS, DepEd 

 
There is limited real empirical evidence available in the Philippine education system to illustrate the impact of 
teacher and teaching quality on student outcomes. One important study is Quimbo’s (2003), which shows that 
“effective” teaching appears to improve scores in math and science for primary-school children. Infrequent 
absences, actual teaching time, and the use of appropriate materials in class indicate effective presence. In 
fact, compared to other inputs entered into their model such as school-based learning materials, home-learning 
materials, and school equipment such as computers and TVs, teaching quality turns out to have the most 
consistent positive impact on science and math scores across all grade levels tested.  
 
A State of the Art Review of Day Care Service in 2010 reveals that while LGUs have done their part in 
constructing DCCs, these centers barely have teaching-learning materials, DCC workers hired by LGUs are 
often not trained to conduct the work in a developmentally appropriate manner (SOTAR 2010).  

 
Learning/Instructional Materials 
 
It has been empirically exhibited that the presence of even basic learning materials like books and newspapers 
in schools can produce a positive impact on math and science achievement scores (Quimbo 2003). Likewise, 
Tan et al. (1999) showed that innovations in learning materials can be an effective intervention in improving 
student retention, especially when combined with parent-teacher cooperative relationships. The same can be 
seen in the TEEP intervention, where regression analysis of NAT rankings by province showed significant 
positive effects from the number of new textbooks provided per student.  
 
Availability of textbooks and other learning materials varies from school to school, with some able to provide a 
set of books for each student while others have to get students to share. On this score, LGU budget 
augmentation can make a significant contribution. According to teachers in one school in Pasig, the city 
government has been instrumental in providing additional funds to make sure the textbook-to-pupil ratio is 
1:1.Almost all provincial schools visited report shortages in textbook and learning materials. Large, central 
schools that are more well off than other schools have book-to-pupil ratios of 1:3 while remote, small schools 
often have no books at all for many subjects.  
 
In addition to books, there is a complete lack of other instructional materials in provincial schools (e.g., globes, 
illustration aids for science lessons, maps). Most of the teachers interviewed for this study are expected to 
purchase instructional materials with their own money, the justification for which is the “chalk allowance” they 
receive. Principals say that the salaries teachers receive include extra cash for expenses related to the purchase 
of learning aids (e.g., cartolina, manila paper, permanent markers, adhesive tape, instructional toys). Even if 
this were the case, teachers will consider any money that they receive in cash or in their bank accounts as 
personal money, which would likely make them scrimp on the purchase of learning aids. Teachers in the NCR, 
for instance, receive generous additional living allowance ranging from PhP1,000 to PhP2,500 monthly from 
LGUs. Even with this allowance, they will understandably scrimp on spending for visual aids since the money 
is technically theirs. In the provinces, teachers do not get such an allowance and are thus even less likely to 
have extra money to spend on instructional materials.  
 
More important, visual aids and supplementary materials that are created on an individual basis may not really 
contribute to a high-quality teaching outcome. Science, for instance, requires many practical demonstrations to 
help students better understand the concepts. If teachers have no access to learning aids that have been tried 
and tested to illustrate, for example, principles of physics, students are placed at a disadvantage. Some 
individually designed learning aids are clearly necessary but all schools should have the basic, most important 

School year PTR<=45 45<PTR<=55 55<PTR<=65 PTR>65 

2005-06 74.81 17.80 4.48 2.91 

2006-07 74.08 17.64 5.44 2.83 

2007-08 72.45 19.82 4.79 2.94 

2008-09 70.50 22.33 3.73 3.45 

2009-10 66.13 24.85 4.89 4.13 
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instructional materials to augment simple textbooks for subjects that require such materials for effective 
teaching. 

 
Other Policy Issues 

Confusion regarding official age entry in school 

 
During field visits, it was observed that different schools have different interpretations of the age sixrequirement 
for entry into Grade 1. Some schools place students who are age fivein June of the present school year but will 
turn sixby September or October in the first grade while others apply “age at enrollment” where if the child is not 
officially six years old by the end of June, they are enrolled in kindergarten.xxxiii According to Grade 1 teachers, 
the difference between those who are 6.3 years old and those who are 5.10 years old in terms of school 
readiness is vast. It may be prudent to give schools more specific guidelines in operationalizing the six-year-old 
requirement. If there are indeed significant school-readiness differences between those who are fully six years 
old at Grade 1 and those who are almost six years old, then a stricter school-entry policy may reduce the risk 
of dropouts and may allow children to be placed in the level more appropriate to their actual readiness. It is 
important for DepEd to be specific about its policies on school-age entry and to communicate these policies 
regularly and effectively. 
 
There was a similar confusion about ages for ECCD. Executive Order 685 has confused some LGUs such that 
only three- to four-year-old children are accepted into daycare, and five-year-old children into kindergarten 
classes despite there not being enough kindergarten classes. This has led to five-year–oldchildren not having 
a place in either daycare or kindergarten.  

Birth certificate 

A special expense and requirement that has stymied many parents’ attempts to enrol their children in Grade 1 
is the birth certificate. Depending on where the interviews were conducted, parents and teachers reported that 
obtaining these can cost them between PhP100 and PhP2,000. Some schools agree to enrol the student without 
the certificate but withhold their report cards if the certificates are not submitted by the end of the school year. 
Other schools refuse entry without the certificate. In the NCR where principals are afraid of refusing any child 
enrollment for any reason, children can go all the way up to Grade 6 without one. However, schools in the 
provinces are stricter although the cost of obtaining a certificate there is much lower. Still, PhP100 in 
Maguindanao is a lot of money, and principals have to tell parents that the school cannot subsidize its cost so 
if they cannot afford it this year their children will have to wait until next year to enter. Provincial schools 
sometimes have to be strict with birth certificates because there have been instances where parents report ages 
that are completely inaccurate or are inconsistent from year to year. When parents have many children, they 
sometimes lose track of how old each child is. A few of the parents interviewed during field visits mentioned that 
they have children who are already nine or ten years old and yet were never able to enrol in Grade 1 due to the 
lack of a birth certificate. This is a problem that deserves attention by the DepED, in cooperation with the NSO 
and LGUs, so that discounted fees can be offered for needy families, and so that birth certificates may be issued 
either on the school premises or nearby locations during enrollment.  

 

Governance and Public Financing of Basic Education 
 
Governance and Management of Schools 
 
While an examination of supply-side and demand-side barriers and bottlenecks provides a good framework for 
understanding the inequities in school participation, completion, and learning borne from various circumstances 
and efforts of children and their families, there are undoubtedly more issues that influence inequalities in 
education opportunities and outcomes. The governance of the basiceducation sector can have a huge impact 
on access to, and quality of, education since poor governance can ultimately lead to hidden costs for parents in 
sending their children to school. The decentralization of the education sector and the practice of SBM in 
particular (with the support of the community and LGUs) aim to address poor governance through increased 
transparency and accountability. The hope is to ultimately ensure that all children in the locality are in school 
and that those who are in school continue their studies and obtain quality elementary education. For instance, 
while there are already laws on child truancy, the systematic implementation of these laws at the school level 
has yet to be effected through the partnership of schools with all stakeholders, especially the LGUs. 
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One of the key findings of the TEEP experience is the significant positive impact of SBM on school performance. 
In particular, changes like giving school heads more powers in terms of allocation of funds (specifically, MOOE 
spending or receiving schoolimprovement funds and overseeing the spending and building of facilities using 
this money) are some of the most important predictors of NAT improvement (TEEP Final Report 2005; Bautista 
et al. 2008; PHDR 2008/2009). The DepED has been implementing its policy of directly releasing maintenance 
and other operating expenses (MOOE) to schools and providing them with additional SBM grants. This way, 
principals, who are best positioned to identify what their school needs, are in a position to allocate their own 
budgets to hew closely to the needs of their local communities. However, additional resources are always 
advantageous. Enterprising principals can, if given the authority to do so, be effective in shoring up community 
support and raising funds for school improvements as has been the widespread experience of the Brigada 
Eskwela program (PHDR 2008/2009, 53). Unfortunately, for reasons reviewed in detail by Bautista et al. (2008), 
SBM as operationalized in TEEP was slow in fully rolling out across the larger DepED system and experienced 
strong pushback from within the organization.xxxivSignificant progress was made in the most recent years, 
however, and both administrative and political barriers to implementation have been identified and addressed. 
However, there continues to be “difficulties/bottlenecks in implementing the direct release of MOOE to schools” 
(Aide Memoire, 8th BESRA Mission 2011) stemming from a lack of streamlined financial processes. Many of the 
remaining difficulties in pushing the BESRA reform agenda forward appear to be administrative in nature, for 
instance there are delays in fund availability because of reporting requirement coordination between DepED, 
the Department of Budget and Management (DBM), and COA. SBM grants are currently made available to 
heads of select low-performing schools but the current processes for these grants (e.g., planning/budgeting, 
release, disbursement, use, and reporting) need improvement so that the grants can help empower school 
heads (Albert et al. 2011). For instance, the selection of school grantees should be done for multiyear purposes 
to sustain the impact of these grants. Selection criteria should consider not only enrollment size, and 
performance indicators, but also financial capacity of the schools, paying attention to needy schools, and to 
schools that are in need of support for improving their school initiatives. DepED Central Office will also need to 
work with regional and divisional offices, as well as DBM, to hasten the release of these grants by the start of 
the school year.  
 
In school year 2009/10, less than half (42.4 per cent) of all elementary schools had a full-fledged principal. 
Across regions, ARMM had the largest proportion of its DepED-supervised elementary schools that did not have 
at least a principal acting as a school head: nearly eight of ten (77.5 per cent) were reported to have neither a 
Principal nor a Public School District Supervisor (PSDS) running the school.Of course, being a full-fledged 
school head is no assurance of competence. Clearly, a crucial element to making SBM a reality is a corps of 
competent managers at the helm of public schools or, at the very least, the large public schools. DepED’s 
current incentive system based on seniority and credential is thought to undermine the ability of effective 
managers to rise through the ranks to become school administrators (Luz 2008). There is no licensure exam to 
certify principals in terms of managerial capacity. Such an exam could have allowed the identification of effective 
management skills to match academic capacity. There is currently little knowledge on the availability of these 
skills throughout the system. 
 
Many remain skeptical of the long-term benefits that SBM can bring, primarily due to the belief that principals 
cannot handle the responsibilities of holding and spending moneys, hiring teachers, and building classrooms. 
On this score, it is important to keep in mind that when reviewing the impacts of decentralization-type reforms 
such as SBM, one should not get too hung up on the logistical bottlenecks and use these to judge the effect on 
outcomes. Impacts must be reviewed in relation to outcomes that matter like pupil performance and internal 
efficiencies created by the changes rather than outputs such as percentage of schools that have received funds 
or successfully liquidated in time.  
 
Public Financing of Education 
 
In Chapter 1, it was pointed out that the primary NER correlates with education spending. From 2005 to 2010, 
the DepED budget ranged between 1.8 and 2.3 per cent of GDP. The agency’s real expenditure per student (in 
2000 prices) decreased from PhP6,601 in 1997 to PhP5,022 in 2005, although spending per student recovered 
partially and rose to PhP6,154 in 2009 (PIDS 2011). Public expenditure in the entire education sector has been 
wanting, especially when compared to corresponding education investments made by some neighboring 
countries (see table 15). PTR at the primary level has been at a standstill of around 33:1, which is considerably 
higher than the corresponding PTR in other developing countries (28:1). Thailand’s PTR and primary NER 
improved over the years, with increasing education expenditure.  
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Table 15. Public Expenditures on Education, Primary NER, and Primary PTR in the Philippines and Across Selected Neighboring 

Countries. 

Country Public expenditure on 

Education (of GDP) 

Primary Net Enrollment Ratio Primary Pupil-Teacher Ratio 

1990 2000 2010 1990 2000 2010 1990 2000 2010 

Cambodia - 1.67 2.6 - 91.36 95.93 34.95 50.12 48.45 

Indonesia 
1.00 

(1994) 
2.46 

(2001) 4.56 94.64 90.10 96.00 23.27 22.45* 15.97 

Malaysia 
5.11 

(1992) 5.97 
5.79 

(2009) - 97.82 
85.13 

(2009) 20.38 19.56 
13.25 

(2009) 

Philippines 
3.04 

(1995) 3.27 - 97.71 
90 

(2001) 
88.28 

(2009) 32.67 
35.2 

(2001) 
31.44 

(2009) 

Singapore - - 3.26 - - - 25.78 - 
17.44 

(2009) 

Thailand 
3.09 

(1991) 5.41 3.75 - 
93.6 

(2006) 
89.68 

(2009) 20.27 20.79 
15.99 

(2008) 

Note: * Estimates of UIS Staff 
Data Source: UIS 

 
Over 95 per cent of the entire national education budget goes to the DepED. Numerous studies over the years 
on budgetary allocations in the DepED(e.g., Manasan 2010; PHDR 2008/09; Caoli-Rodriguez 2007) lament that 
close to 90 per cent of this money goes directly to teacher and staff salaries. Of the remaining 10 per cent, 4 
per cent goes to school buildings and the balance is spread throughout MOOE and various other small programs 
initiated by the department. Manasan (2010) suggests that the government increase the DepED budget to 3.8 
per cent of GDP in the short term to finance universal kindergarten, address existing input deficits, and provide 
for the requirements of additional enrollment implied by the EFA/MDG targets. However, since public 
expenditure for the whole education sector barely reaches 3 per cent of GDP, there is concern that the political 
economy may prevent this suggestion from being heeded.    
 
Maligalig et al.’s (2010) fixed-effects model for cohort survival rates in primary school shows that controlling for 
some household factors and PTR, per pupil MOOE spending, significantly and positively affects survival rates. 
It also positively predicts achievement, measured as scores on NAT, such that each 1 per cent increase in 
MOOE spending for primary-school pupils yields a 4.7 per cent increase in the NAT score. Orbeta (2011) 
similarly suggests that addressing input deficits can improve academic performance. 
 
MOOE spending includes purchase of textbooks, school supplies, and even cleaning materials for schools. An 
examination of the department’s MOOE budget per child reveals that the amount has been, for many years, 
scant and poorly allocated due to the centralized purchasing of school needs (PHDR 2008/09; Luz 2008). During 
school year 2007/08, per pupil MOOE was PhP207 per elementary-school pupil and PhP500 per secondary-
school student (Manasan et al. 2011). There is substantial spending of LGU-raised funds (Special Education 
Fund or SEF) on MOOE but this spending has been found to be highly unequal, to the detriment of poor 
municipalities where the concentration of school-age children tends to be high (Manasan and Castel 2009; 
Manasan et al. 2011). For instance, in a sampling of LGUs visited for their study, the SEF per-pupil spending 
(2008 data) ranged dramatically from PhP1,650 for an NCR city to PhP192 for a Mindanao city and from 
PhP1,810 for a Luzon municipality to PhP45 for a Visayas municipality.  
 
Although slow, the decentralization of purchasing from division superintendents to school principals appears to 
have improved the efficiency of MOOE spending. DepED Central Office issued a memo in 2008 (DepED Order 
19) instructing division superintendents to “download” school MOOE funds to principals in cash and in full. 
Overall, 76 per cent of the total MOOE allocation was downloaded to schools as of 31 December 2011. The 
2011 Report of Accounting Division reveals that the rate at which MOOE funds reach schools in cash varies 
widely by region. For instance, while all elementary school budgets for the NCR had been given to schools in 
cash, the corresponding percentage in Region 4-B was only 34 per cent and in Region 12, around 49 per cent. 
Other schools received only a portion of the cash, not the full amount as expected from the formula applied 
nationally (Manasan et al. 2011).  
 
Field visits to schools show dramatic differences in the experiences of those that receive MOOE and those that 
do not. There are also differences for schools in cities that receive sufficient support from LGUs.Most of the 
schools in cities and provinces receive MOOE, except for Maguindanao where none of the schools receive any 
cash from division offices. Most principals do not know what the correct (by policy) MOOE budget is since they 
are simply told by division offices what they will receive. Principals with cash on hand have strict “no contribution 
and no collection” policies most of the year in their schools; students do not have to give money to pay for 
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electric fans, test papers, or janitors. NCR schools, in contrast, can afford to pay for security personnel, and 
their school buildings are well maintained and well ventilated. These schools are also able to provide feeding 
programs for undernourished students, and their teachers report that they have most of what they need from 
the school. Meanwhile, schools that do not receive cash are not as well maintained because school 
administrators either have to pay out of pocket for maintenance expenses or ask the barangays and parents for 
contributions to build chairs and tables. Students have to pay for the printing of their diplomas, mandatory forms, 
and test papers. The differences are stark. 
 
City governments can make a big difference in the quality of school experience for students and teachers. SEF 
allocations differ by city depending on the decisions of local school boards. For some schools such as those in 
Quezon City, SEF is spent on locally hired teachers and the payment of utilities such as water and electricity, 
freeing up the school MOOE for other costs. Other cities use SEF for the purchase of workbooks, for the 
graduation costs of the students, and other miscellaneous costs that crop up during the year. Las Piñas and 
Pasig, on top of the SEF funds, provide students with things they will usually have to pay for like IDs and PE 
uniforms. While cities have enough SEF money to adequately underwrite the expenses of basic education, this 
is not the case for poor municipalities. In the provinces, SEF can sometimes provide for the hiring of local 
teachers. These teachers, however, are usually not fully paid but are actually volunteers who receive between 
PhP1,500 and PhP3,000 monthly for their trouble. They cannot afford to pay for school utilities and instead can 
only cover things like forms and test papers. 
 
Schools in the NCR also have the distinct advantage of being in close proximity to many private donors. Almost 
all the schools visited have received some form of support from companies, NGOs, or private citizens. 
Frequently, principals can request the form of support they need (e.g., scholarship programs, feeding programs, 
schoolbags, or shoes for students). NCR schools, in comparison with provincial schools, have almost an 
embarrassment of riches. It is likely that many private donors would be willing to reallocate at least some of 
these resources to the more needy schools in the provinces if there was a formal mechanism within the DepED 
to do so that is transparent and efficient. It is the DepED’s responsibility to make the donation process easy for 
private donors while ensuring that any money or donations in kind are used appropriately and with the proper 
accountability at the school level.  

 
School Expenses on the Side of Parents 
 
Across many of the qualitative studies reviewed for this paper, the hidden costs of primary education often come 
up as a reason for delaying school attendance or dropping out of elementary school-age children. These costs 
include transportation, fees collected in schools (e.g., PTA), school supplies, class contributions, supplies 
needed for school projects, daily allowance for food, and school uniforms (UPCE2010; SEAMEO2007).  
 
The average annual cost of going to a public elementary school is about PhP2,450, of which PhP1,437 goes to 
the purchase of books, workbooks, supplies, uniforms, and funding sports activities (EdWatch 2007). The 
balance is spent on incidental costs such as transportation but excludes school meals. The cost of going to 
public preschools is about the same: PhP2,250 per year. Another survey by PEACE/EdWatch (2009) among 
very poor and conflict-prone areas in Muslim Mindanao estimates that family spending per child enrolled in 
elementary school is PhP1,601 just for school fees, uniforms, and supplies. Daily allowance, meals, and 
transportation is another PhP4,105, for a total of PhP5,705per annum.  
 
Many parents in the provinces report that while there are no fees collected from them at the beginning of the 
school year, there are many “contributions” asked of them in the middle of the year. These contributions are 
often too expensive for poor families and, as a result of not being able to pay them, children are pulled out of 
school. These contributions can be as little as PhP40 up to around PhP500 over a year for school needs such 
as electric fans, floor wax, cleaning materials, test papers, forms, or salary for the janitor. On top of the 
contributions are expenses for school projects, PE uniforms, and IDs for each child. This is where the “drilling 
down” policy for MOOE of schools should be able to help immensely, and does, as was observed from schools 
that do receive them. However, it is also important to ensure that these funds are appropriately utilized by means 
of monitoring and evaluation by division and regional offices. Note that field work reveals that there are still 
many schools that do not receive any cash from division offices. In particular, all the schools in Maguindanao 
visited for this study do not receive MOOE and do not get significant and systematic support from their LGUs. 
As a result, principals have to run schools with absolutely no cash on hand and rely on their PTAs to raise funds 
for school-upkeep expenses. Students having to pay out of their pocket for test papers and forms are a problem 
that has been fully addressed by the MOOE drill-down policy in most of the country, but there are still many 
areas that remain under the old system. 
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Analytical Summary 
 
Analysis of the possible barriers and bottlenecks to preprimary and primary education was conducted based on 
a framework of personal resources on the side of demand and education inputs on the side of supply. These 
overarching factors are juxtaposed with the critical factors that influence the efficiencies and effectiveness of 
the basiceducation system in translating the inputs into the relevant education outputs and outcomes. For 
primary education, there is substantial evidence that the major issue in the lack of school participation is late 
entry. As Appendix table 5 shows, the proportion of primary school-age children who are likely to never enter 
school is estimated at merely 0.2 per cent. Another issue in primary education is completion, with some children 
at greater risk of dropping out than others. On the demandside, existing local literature provides a list of social 
and cultural factors that appear to affect the likelihood of children entering and continuing schooling. Not all of 
these factors are linked directly with either late entry or dropouts in the elementary level. Based on the quality 
of available literature and the analysis done for this study, the most critical demand- and supply-side barriers to 
schooling are: parental and teacher perceptions on the school readiness of young children, parental education, 
varying expectations on boys and girls, and poverty.  
 
Parental and Teacher Perceptions on School Readiness. The survey finding that children of primary-school age 
are deemed “too young” to attend school by their parents is likely related most closely to perceptions of 
requirements for school readiness by parents and teachers. Many children between five and six years of age, 
particularly six-year-old children with no preprimary schooling, are considered by teachers to be not school-
ready. Teachers appear to have very high expectations of the level of development of children in earlier grades, 
expectations that are mostly not met. They are reportedly not comfortable in a classroom environment, are 
unable to socialize readily with other children, lack the fine motor skills necessary to write, and are unable to 
identify letters and numbers.That teachers in primary school expect fine motor skills from children aged five to 
six, means they have not adapted their teaching style to the level of student’s development, resulting ultimately 
in a mismatch between lessons and learners. Thus, children who do not meet the expected level of development 
teachers have may be at a greater likelihood of dropping out within the first month of the school year. Their 
behavior pushes teachers to recommend that their school entry be delayed another year. Teachers must be 
educated about the natural developmental progression of young children so they can tailor lessons appropriately 
and wider dissemination of the ELDS among all school teachers and administrators is needed to appropriately 
prepare them for instruction of school-age children in their particular grade level. Education in early grades will 
benefit from a flexible and broad definition of school readiness, one that accounts for children developing at 
different rates and in different ways. However, it is also important to recognize that teachers often have class 
sizes that are large. It would be important to tailor recommendations for effective teaching of young children 
according to the number of students in a class. Orienting parents about the proper indicators of school readiness 
among children aged four through six can help empower them in dealing with teachers who are pushing them 
to delay school entry.  

 
Daycare workers seem to have a better grasp of what is developmentally appropriate for the age of children in 
their classes. They do play-based teaching and are conscious of their role in preparing children for primary 
school. To be fair, DCC workers have dramatically fewer students and so have more flexibility to adapt lessons 
to a set of students in different levels of development.  

 
Poverty. Practically all studies that explore reasons for not attending school find that economic pressures on 
household resources weigh very significantly on the decision to either drop out of school or delay entering. 
Poverty has direct effects on schooling and has more sinister, indirect effects in terms of overall pressures on 
the resources and time of parents and children that contribute to the high opportunity costs for schooling among 
the poor. Poverty may be intertwined with other barriers and bottlenecks, including disasters and conflict events. 
Household income or expenditure are robust predictors of schooling and, in many ways, financial circumstances 
would be one of the most obvious determinants of school attendance. However, the ways in which poverty can 
prevent a child from completing his or her education are numerous and should be considered closely. 

 
Educational Attainment of Parents. The relationship between parental educational attainment and a child’s 
likelihood of success in the educational system is one of the most frequently cited causal relationships in local 
literature. In situations where mothers have less than an elementary education, not only do parents lack the 
experience to support their children’s education through lessons at home, they are also likely to be extremely 
poor and barely able to provide for the basic needs of the family.  

 
Varied Expectations on Boys and Girls. Many studies show glaring gaps in educational achievement between 
boys and girls, with boys at a disadvantage in almost every single outcome measure. They are more likely to 
drop out, be absent often, have disciplinary problems, have low grades, repeat grades, and be overage for their 
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grade level. Two contributing factors are most consequential. First, it is well accepted that primary school-age 
children, especially boys, tend to learn better by doing. There is concern that current learning approaches may 
not be sensitive to incorporating the interests of children, especially boys, in their lessons. Boys are also viewed 
as not being able to adjust well in a routinized school environment, from daycare onwards. Teachers say boys 
are difficult to discipline, have a hard time sitting still, do not participate in class, and are unable to focus on 
written tasks such as assignments and exams. Second, there is a greater expectation for boys rather than girls 
to contribute to livelihood, especially among the poor. In rural communities, from the age of 10, boys are 
expected to help out in farming, which results in excessive absences and sometimes, dropouts. 

 
Confusion about what constitutes the official school-age entry. Six- and seven-year-old children are among the 
bulk of primary school-age children not in school. If all children aged six and seven years old were in school in 
2008, then primary school-age attendance would have increased from 89.8 per cent to 97.5 per cent. One 
supply-side bottleneck to the lack of school participation of young children is the confusion about what 
constitutes the official school-age entry, with some schools strictly applying the school-age entry by June 
definition while other schools are more lenient.  

 
Parents’ perception that three- to five-year-old children are too young to be in school. In the case of populations 
under Dimension 1, what appear to be the most difficult barriers to overcome is the perception that three- to 
five-year-old children are too young to be in school, the additional cost of sending a young child to school, and 
the lack of awareness among parents about DCCs and ECCD in general. Findings from the field interviews 
suggest that very few parents know about early child care, its fundamentals, its purpose, and even its existence 
in their own neighborhoods. DCCs are thought of as formal schools and they consider their toddlers to be too 
young for formal schooling. Massive media-based awareness campaigns about the benefits of ECCD, its 
philosophy, purpose, and availability can bring many more children into DCCs. However, before embarking on 
such an endeavor, the agencies involved must first address supply issues to prepare for the potential expansion 
of the programs’ student population.  

 
Inadequate funding. For decades, basic education has been given inadequate funding, resulting in a long list of 
supply-side barriers and bottlenecks of exclusion in early childhood and primary education: existence of 
incomplete schools, lack of nearby schools, lack of classrooms and school facilities, lack of teachers and limited 
training program menu for teachers to address gaps in teaching competencies, and lack of relevant learning 
materials. There is a clear need to prioritize the most acute shortages. However, equally urgent problems to 
address include rationalizing allocations of inputs already available, supporting SBM through full implementation 
of reforms such as provision of maintenance and operating budgets to principals, and institutionalization of 
incentive systems that will allow stakeholders to exact accountability for poor performance. Ultimately, specific 
problems in the field (e.g., divisions and the schools with higher likelihood of school dropouts, teacher 
antagonism toward students, and poor quality of classroom learning) can only be addressed by education 
officials in the field and the school heads concerned. The major problems in one school need not be the same 
problems confronted in other schools. 

 
Passive classroom experience 

 
Need for more disaggregated data for a meaningful analysis of OOSC.  In general, studies on the myriad supply-
side factors are fragmented in their approach and need more disaggregated data to examine specifically the 
effects on dropout rates and cohort survival. “The use of highly aggregated rather than student-level measures 
of inputs in explaining individual student performance could (thus) introduce a potential estimation bias (Quimbo 
2003, 59).” Many of the studies reviewed are based on highly aggregated data analysis, sometimes on a 
provincial or even regional level. While BEIS has been operational since 2002, it was only in the last couple of 
years that data have been available to researchers at the school level, making school-level analysis possible. 
Much of the research on this, which attempts to connect school inputs with outcome indicators, is still in process. 
Few studies have been able to do quantitative analyses of student-level outcomes and its determinants. In order 
to fully take advantage of the improvements in tracking data evident in DepED at the local and national levels, 
technical assistance for data analysis may be necessary so that program interventions may be informed by 
data.  
 
No clear mechanism for accountability. One final note on meeting the challenge of fixing supply-side bottlenecks 
consequential to OOSC: what remains unclear in the literature and in interviews done for this study are the 
mechanisms for accountability among schools when they are poor performers. While there are specified 
outcome goals, school-level reporting of dataand a relatively thorough accounting of available inputs in each 
school, there appear to be no clear consequences for poor performance and a similar weakness of incentives 
for those that perform well. A comprehensive examination of mechanisms in place to exact accountabilities for 
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poor performance should be done from the lowest levels to the highest, encompassing teachers and school 
heads, middle management (divisions and regions), and even the central office. 

 
Related to accountability, it would likewise be advantageous to define school success with a number of different 
outcomes. Right now it seems that the most prominent measures being collected and tracked for schools are 
the NAT scores and dropout rates. Field interviews confirm that schools take these two measures very seriously, 
and since higher offices display special interest in these, schools take extra efforts to raise test scores (for 
instance, through review) and reduce dropout rates (for instance, home visits when students skip school). 
Taking the appropriateness of each of these two measures aside as incentives to perform, there are a number 
of other possible indicators of school performance that should likewise be paid attention. Do schools proactively 
keep track of OOSCs and have programs in place to bring them back? Do schools systematically monitor 
student and teacher attendance and provide opportunity for all children to learn without disruptions even in times 
of emergencies? Do administrators track teaching time? Are teachers able to properly assess social, emotional 
learning skills to develop and properly assess children’s social, emotional learning skills as well as cognitive 
skills? Are all children able to complete the full cycle of basic education? 

 
In particular, there is much value in analyzing institutional factors that may constrain the system’s ability to adopt 
widespread reform initiatives and in examining the institutional arrangements or incentive structures that appear 
to lack mechanisms for exacting accountabilities at each level of service provision.   

 
Gaps in Local Research 
 
Upon reviewing the available quantitative and qualitative research relevant to local OOSC, some glaring gaps 
in knowledge came to light. As mentioned, this weakness in knowledge has important implications on our ability 
to make solid recommendations on the types of policies and interventions that have the best likelihood of 
generating impacts on outcomes that are efficient and cost-effective. The following is a list of areas that need 
further research: 
 
Student-level analysis linking availability of inputs to performance outcomes. All data available thus far are 
derived from data aggregated at the provincial or the regional levels, which may mask important effects that can 
be detected with student-level analysis. 

 
Time-on-task research for teachers, including basic attendance, to understand exactly how much instruction 
time is spent for each subject in each grade. This information will provide guidance as to the implications of 
shifting in schools, additional administrative work of teachers, and other tasks that impinge on the number 
ofminutesstudents get in teaching time.  

 
Cost-benefit analyses (in addition to rigorous impact evaluations, if missing) of various forms of interventions 
that have already been run in the country to address the most pressing outcomes. Having cost-effectiveness 
estimates of interventions on the supply and demand sides will provide clearer information on which 
interventions would be more prudent and effective than the other.  

 
Cost-effectiveness study comparing private versus public primary schools to understand where the efficiency 
problems in public schools lie, if any. 

 
Systematic examinations of the governance and institutional issues that block reforms at the local and national 
levels of DepED. This should include transparent examinations of potentials for corruption, a political economy 
analysis of accountability mechanisms, investigation of the institutional arrangements and power relationships 
between central, regional, and division offices as well as any other arrangements that contribute to the 
inefficiencies within the system. 

 
Political economy analysis of various processes within DepED to understand how and why there remain 
persistent problems with equitable resource allocation, efficiency barriers in the implementation of certain 
policies (e.g., drilling down of MOOE and other SBM or BESRA-related reforms), among others. This would 
include an accountability audit of the important processes that may have an impact on the delivery of quality 
inputs.  
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Chapter 3: Review of Policies and Strategies 
 
Introduction 
  
This chapter describes existing policies addressing the OOSC phenomenon and seeks to examine policies and 
strategies that aim to equitably target excluded groups of preprimary and primary school-age children within 
education policies and strategies and through social protection programs. The desk review pays attention to: 
(1) education sector policies and strategies that are at the forefront of a programmatic response for OOSC and 
(2) social protection programs with a specific focus on social protection “systems” and education-related policies 
within such systems. The desk review findings are presented according to the policies, programs, and strategies 
that bear on demand factors; supply factors in primary education; and factors pertaining to governance and 
budget. 

 

National Policy Context 
 
The 1987 Philippine Constitution upholds the right of every Filipino to basic education. In addition, the 
Philippines is committed to achieving the EFA 2015 Goals and the MDGs, particularly in achieving universal 
school participation, eliminating dropouts and repetition in Grades 1 to 3, and eliminating gender disparity in 
education, among others. The current national development plan, the PDP 2011–2016, supports the EFA and 
MDG goals. 
 
To achieve universal primary education, it implies “reaching about 5.7 million childrenaged 3 to 5 years old, with 
about 20 per cent of these (1.2 million children) comprising those least likely to enter Grade 1 and most likely 
to repeat or drop out between Grade 1 to 3.” (CRC Country Report March 2009, 73; paragraph 235 b.) Despite 
this commitment to the education MDG, a huge population of children are in Exclusion Dimensions 1, 2, and 4: 
Chapter 1 notes that as of 2008, 700,000 preprimary school-age children are not in preprimary education, about 
1.3 million primary school-agechildren are not in primary school, and about 300,000 children in primary school 
are also at risk of dropping out.  
 
EFA endeavors to bring basic education to everyone. Such inclusivity requires special attention to those more 
likely to have problems sending their children to school, and keeping them in school, such as the rural poor, the 
economically deprived in urban areas, indigenous people (IP) and cultural communities, persons with 
disabilities, and other educationally disadvantaged groups. There are also four major interventions to implement 
the Philippine EFA strategy: (1) institutionalization of early childhood care and development; (2) provision of 
universal quality primary education; (3) eradication of illiteracy; and (4) continuing educational development for 
adults and out-of-school youth.xxxv 
 
The search for policy options in the Philippine context was guided by lessons learned from global studies on the 
lack of school participation and on school dropouts: (1) Dropout rates have to be tackled in conjunction with 
reductions in the number of overage students, in particular at the higher levels of primary school. (2) Flexible 
schooling hours and systems together with multigrade and multiage teaching approaches and appropriate 
language instruction can help reduce dropout rates. (3) Providing microenterprise support for poor households 
is necessary to improve school retention. (4) Improving child health and nutrition and dealing with the gendered 
nature of the process of dropping out are important to improve retention and completion of primary school. (5) 
Although extra resources to tackle dropout rates at the community level may be useful given the range of factors 
(e.g., economic, social, health) that are likely to interact to affect participation and completion of schooling, a 
comprehensive sector-wide approach that connects relevant government departments would achieve a more 
sustainable impact on eliminating or drastically reducing the dropout rate. (6) There is not one single intervention 
that will solve the complexity of the lack of school participation and the school-dropout phenomenon. It is 
important to take into account the possible externalities of different interventions. (7) Country-specific research 
can be instrumental in identifying appropriate policies and interventions.This report falls squarely within this 
policy message. 
 
Education researchers have observed that quite often, lack of school participation and dropping out are not the 
result of a single event but rather, result from a confluence of causes. Second, income poverty influences the 
demand for schooling not only because it affects the ability of households to pay school fees and other hidden 
costs associated with education but also because it further raises the opportunity cost of schooling for children 
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from poor families. Third, it must be pointed out that distance to schools, poor quality of education, inadequate 
facilities, overcrowded classrooms, inappropriate language of instruction, teacher absenteeism, and other 
supply-side issues ultimately add to the lack of interest in learning that eventually triggers the decision to drop 
out from school. Perceptions of children and their parents of how education will influence future prospects for 
career and improved social mobility will influence school completion or withdrawal. There are also a number of 
circumstances and individual efforts that put some children at greater risk of leaving school early: being overage 
for their grade level, low achievement, grade repetition, frequent absences, or temporary withdrawals from 
school (Sabates et al. 2010, 12–13).    

 

Review of OOSC-Related Policies and Strategies 
 
The discussion of education policies and strategies to address the OOSC phenomenon is organized around 
policies pertaining to demand, supply, management, finance, and policies pertaining to each of the dimensions. 
There is a wide array of factors influencing the OOSC primary-school dropout but this chapter will focus on the 
barriers and bottlenecks found to have greater weight, namely: economic status, age and sex of child, mother’s 
education, and school inputs. These are extensively discussed in Chapter 2. 
 
Demand-side Sociocultural Factors 
 
For children in exclusion Dimension 1, the most relevant barriers and bottlenecks (B&B) are: the parents’ and 
teachers’ perceptions that preprimary school-age children are too young to be in school (OOSC’s school 
readiness), education of parents, family size, household’s perceived benefits of schooling, as well as poor health 
and nutrition.  

 
In the case of the Dimension 2 population, these same sociocultural factors identified for Dimension 1 also 
impact on primary school children.  

 
The profile of early school leavers suggests that the same factors identified for Dimensions 1 and 2 affect 
children in Dimension 4. In 2008, APIS suggests that about 3.2 million children in primary school are also 
currently overage for their grade, and this magnitude arises from late schooling, repetition, and the return to 
primary school of some children who left school. Thus early childhood education is also a key factor for OOSC 
in Dimension 4.  

 
Ethnicity and language could also affect OOSC but hard data are not available to allow for this analysis as has 
been stated in Chapter 1. While the ethnicity factor can be inferred from the lower school-participation rates in 
ARMM and the Cordilleras, this factor is confounded by poverty as these regions are known to have a high 
incidence of poverty and vulnerability to disasters. In the case of ARMM, armed conflict most likely also 
contributes to the OOSC phenomenon, as parents would not feel secure in having their children go to school 
when peace and security is not assured. 

 
Demand Side: Economic Factors 
 
Poverty cuts across the three dimensions of exclusion (3DE). Chapter 2 states: “the most pressing and common 
among students who drop out, those who enter late, those who do not attend preschool, and those whose 
performance in school is low, is poverty.” 
 
Supply-side Factors 
 
Supply-side factors, such as school infrastructure, teachers, quality of teaching particularly as it impacts on the 
child’s interest to learn, and school-based management contribute to school exclusion at the preprimary and 
primary levels. While there is much interest in deconstructing the impact of these factors by dimension, the 
currently available evidence does not allow a determination of the relative weight of each factor by dimension. 
(See Chapter 2.)  

 
These findings and corresponding existing policies and programs and recommendations are mapped out in 
Table 16,  
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Table 16. Current Education Policy and Strategies,and Recommendations to Address OOSC Phenomenon among Three 
Dimensions of Exclusion.  

 
Dimension 

 
Barriers and Bottlenecks 
 

 
Existing Policies 
andPrograms  
 

 
             Recommendations 

Dimension 1 
Preprimary-school age  
children who are not in 
preprimary school  
 
 

Parents’ and teachers’ 
perceptions that children are 
too young and not ready for 
school  
 
Most relevant to Dimension 1 
Education of parents 
Family size 
Household perceived benefits  
of schooling 
Poor health and nutrition 
 
Gender 
Boys: Lack of interest  
Girls: Too young  
 
Location 
Urban areas: Cost of 
schooling 
Rural areas: School 
accessibility 

ECCD  Program   
RA 90107 Universal 
Kindergarten Law  
 
Integrated  School Health 
Programs (SNHP)  
 

Mapping of Dimension 1-OOSC in 
the community 
 
Advocacywith parents on the 
importance of early childhood 
education 
 
Training of teachers in 
kindergarten up to Grade 3 on 
effective teaching strategies in 
early grades (leveling teachers’ 
expectations of primary school 
children’s’ capacities on entry to 
school and need to adjust 
classroom interaction with boys 
and girls, more experiential and 
interactive) 
 
Advocacy for parents to enrol 
children on time and to influence 
parents’ and teachers’ perceptions 
of school readiness; 
 
Continuing education for parents, 
especially mothers 

Dimension 2 
Primaryschool children 
who are not in 
primarylschool 
 
 

Poverty 
ALL of the above barriers and 
bottlenecks (see para 4, 
chapter 2 Introduction) 
 
Gender 
Boys: Lack of interest, linked 
to mother’s education  
Girls: Too young  
 
Location 
Urban areas: Cost of 
schooling 
Rural areas: School 
accessibility 
 
 
 

Anti-poverty programs, 
especially Conditional Cash 
Transfer, aka 4Ps 
 
Early Registration Policy 
 
Facilitating birth certificates 
needed for enrollment 
 
Measures to enhance school 
readiness including SREA, 
Remedial ECE 
 
Alternative delivery modes 
 
School Health and Nutrition 
Program 

Mapping of Dimension 2-OOSC in 
communities  
 
Standardize interpretation of age 
at entry  
 
Facilitate easy getting of birth 
certificates with NSO 
 
Campaign directed to parents 
about the benefits of education, 
early childhood development, and 
on-time enrollment 
 
Training of teachers on gender 
sensitive and interactive 
classroom management, 
especially to keep boys in school 
 
More classrooms/schools in rural 
and remote areas, wherever 
feasible. Complete incomplete 
schools in sparsely populated 
areas through multigrade.Optimize 
use of alternative delivery modes  
and ALS in areas without  
elementary   
 
Provision of incentives for 
teachers and principals to be able 
to maintain zero dropout 
 
Improved working arrangements 
of DepED, schools with LGUs to 
implement child truancy laws 

Dimension 4 
Primary school children at 
risk of dropping out 
 
 
 
 

Poverty 
Boys: Lack of interest, linked 
to mother’s education  
ALL of the above barriers and 
bottlenecks (see para 4, 
chapter 2 Introduction) 
 

Alternative delivery mode 
 
 
 
 

Training of teachers on gender 
sensitive and interactive 
classroom management 
 
Improving teacher welfare to 
increase their commitment to 
improving children’s interest in 
learning 
 
Teacher sensitivity to risk factors 
in OOSC, e.g.,lack of child interest 
Incentives for teachers to maintain 
zero dropout 
 
Improved working arrangements 
of DepED, schools with LGUs to 
support ADMs 

 
Early Registration Policy 
 



 

 
46 

Before confronting the barriers to education of OOSC, the first task is to know where and who are the OOSC. 
Aiming for 100 per cent school participation and zero dropouts at all levels of education would require mapping 
the OOSC population. Relative to this, DepED has since January 2011 mounted an annual early registration 
campaign, declaring a certain day in January as Early Registration Day for all public elementary and secondary 
schools. Over one million preschool children signed up during the early registration campaign in January 
2011.xxxvi The preregistration aids in determining the interventions needed and enables DepED to have a wider 
reach to children who are deprived of basic education. From the 1,914,137 who were reached in 2010 in both 
public and private schools, DepED targets to raise the number of preschool children it will serve to almost 2.5 
million or a 21 per cent increase in 2011. Among the steps involved to achieve its target increase, the department 
intends to add more preschool teachers. Currently, there are 29,615 preschool teachers in the country. From 
that number, only 2,299 teachers hold permanent items and the rest are on contract of service status. In 2011, 
DepED targets to open more than 700 permanent teaching positions and accommodate more than 10,000 
teachers through contract of service. 
 
DepED has expanded the target of early registration to include OOSC and OSY, and learners with disability. It 
seeks to reach out to all five-year-old children to enroll in kindergarten and for six-year-olds to enlist for Grade 
1. It also aims to guarantee enrollment of OOSC and OSY from the disadvantaged groups, indigenous peoples, 
and street children ages 5 to 18 in their preferred delivery system, either formal through ADM or ALS. The early 
registration also aims to keep track of OOSC and OSY with disabilities whose ages range from 5 to 18 across 
grade levels and provide them with appropriate education intervention. “The state mandates that all Filipinos 
with or without learning disabilities must have access to education and the early registration aims to count them 
in. In line with this, the DepED secretary has asked the central, regional, and division offices of DepED to 
prepare the Three-Year Catch Up Plan in Basic Education from SY 2012–2013 to SY 2014–2015 in order to 
accommodate the increasing number of learners. The early registration will also enlist the cooperation of the 
LGUs, barangay officials, parents-teachers associations, civil society, and the business sector. 
 

Sociocultural Demand Factors 
 
Demand factors that affect the OOSC phenomenon are: (1) school readiness (child is viewed as too young for 
schooling or lacks interest, varied by age and sex); (2) poverty, with rural-urban variations; (3) mother’s 
education. In some areas, armed conflict also contributed to the lack of children’s participation in early childhood 
and primary education. Late entry in school is a major issue to contend with in relation to the lack of participation 
at the primary level. 

 
Policies and strategies to address the Barriers and Bottlenecksfaced by 
preprimary school-age children not in preschool (Dimension 1) 

 
Two major laws govern preschool education in the Philippines: (1) RA No. 6972 or the Day Care Law, which 
seeks to establish at least one day care center in every barangay in the country; and (2) RA No. 8980 passed 
on 24 July 2000, also known as the ECCD Law, which seeks to provide a comprehensive and integrated 
approach in the delivery, monitoring, and planning of early childhood care and education in the country.  
 
Day Care Services.The Day Care Law,xxxviiamended by the Barangay-Level Total Development and Protection 
of Children Actxxxviii and RA 8910 or the Early Childhood Care and Development (ECCD) Act,xxxixspecifically 
mandates, among other things, the provision of day care services (DCS) to children through the establishment 
and management of day care centers in every barangay nationwide.DCS provide supplemental parental care 
to children below six years old and involves activities that stimulate their social, mental, psychological, and 
physical capacities. LGUs are primarily responsible for DCS in their respective localities in light of the 
decentralization policy. Other national government agencies (NGAs), government-owned and controlled 
corporations, NGOs, people’s organizations, and faith-based groups also establish and maintain day care 
centers. 
 
Policies on the Standard Reporting on Day Care Centers (DCCs) and Day Care Workers (DCWs) have been 
issued by DSWD in Memorandum Circular No. 25, series of 2004. Thesepolicies provide directions in generating 
and reporting data relative to the DCS implementation as well as the status of accreditation of DCCs and DCWs. 
DSWD generates statistical data on DCCs and DCWs from the quarterly regional consolidated reports submitted 
by DSWD field offices in 16regions. DCWs at the barangay level provide data that are consolidated by local 
social welfare and development offices at the city or municipal level and then submitted to the DSWD field 
offices for regionwide consolidation. DCS data generation was initiated by the DSWD in support of national, 
regional, and local policy formulation, program or project development and improvement as well as for planning 
and budgeting purposes. The DCS data are specifically useful for (1) monitoring and evaluating DCS 
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implementation; (2) monitoring compliance of DCS facilities and service providers with the standards set by the 
DSWD; (3) enabling the provision of appropriate services to children; (4) advocating the rights and welfare of 
children; and (5) preparing technicalassistance and resource-augmentation plans. Moreover, statistical reports 
are shared with other NGAs (e.g.,DepEd, DOH, Council for the Welfare of Children [CWC], and ECCD Council) 
and other organizations and individuals (UNICEF Report 2011). 
 
Early Childhood Care and Development.The local government is the largest provider of ECCD services for 
three- to five-year-old Filipino children as it manages and supervises public day care centers. The latter are 
designed to provide supplemental parenting care to children, especially of working mothers, for part of the day. 
A center can accommodate thirty children at a time and offer morning and afternoon sessions (doubling its 
actual capacity to 60). Day care activities include supervised play and group activities (e.g., arts and crafts, 
music and movement, storytelling), lessons on personal hygiene, supplemental feeding, health and nutrition 
education, and experiences for socialization and early learning.  
 
The ECCD Act, or RA 8980, institutionalizes an integrated and comprehensive system for early childhood care 
and development. The National ECCD Council (NECCDC), the mandated coordinating body for the 
implementation of the ECCD Act, has been actively steering policy formulation and program development at the 
national level. However, at subnational levels, many local ECCD coordinating committees have been organized 
but need to be strengthened. Furthermore, an integrated Management Information System and Monitoring and 
Evaluation System have to be strengthened to improve planning and programming. Even while these systems 
are being put in place, ECCD local plans of action had already been developed in 29 cities and 77 provinces as 
of March 2007. 
 
The government invested PhP2 billion (PhP400 million per year) for a period of five years (2002–06) to 
strengthen institutions led by NECCDC and for policy formulation, standards development, and human resource 
development. The funds, which are meant to be used on a cost-sharing basis with LGUs, have also supported 
the expansion and upgrading of day care centers and services, barangay health centers, nutrition-related ECCD 
facilities and services, and parenting education programs. However, the utilization of the ECCD funds has 
reportedly been constrained by stringent bureaucratic procedures and requirements for funds management both 
at the central and local levels. 
 
UNICEF has likewise provided technical and funding support for the development and strengthening of the five 
systems component of the ECCD Act: ECCD curriculum, parent education and involvement; human resource 
development; ECCD management; and quality standards and accreditation. 
 
In mid-2007, 186 municipalities organized local ECCD coordinating committees. By then, there were 10,791 
day care centers operational in the six UNICEF-assisted CPC (Country Program for Children) areas. A total of 
6,809 ECCD centers now have improved capacity to provide ECCD services. These centers have trained ECCD 
workers, adequate ECCD materials and equipment, and are capable of monitoring the health and nutrition status 
of young children and referring cases needing special attention. 
 
In sum, full implementation of the ECCD Law since its promulgation in 2000 is yet to be fully realized and must 
address continuing challenges of low coverage, short reach, and poor quality of ECCD services/programs, 
materials, and facilities.This undoubtedly affects the lack of demand for ECCD. In the same vein, limited access 
to ECCD services (especially among children up to three years old), the need to improve the quality of services 
due to inadequacies in materials, the competencies and attitudes of service providers, and the need for parent 
education programs were noted in the project sites of a Philippine ECCD project funded jointly by the World 
Bank and the Asian Development Bank (ADB) in 2006 (Bautista 2010, 7).  
 
Operational challenges include the need to establish a database to guide the implementation of national ECCD 
policies (Aquino-Oreta 2010). In April 2010,xl education analysts noted that there has been a slow increase over 
a 10-year period in the participation rates in center-based ECCD programs among three- to five-year-olds (39 
per cent in 2010 compared to 20 to 29 per centin 2000). Certainly, more needs to be done, particularly as far 
as advocacy and information campaigns on ECE are concerned, since national surveys of the NSO keep 
pointing out that practically all children below five years old are considered to be too young for school, which 
points to a bigger demand-side barrier to ECE. 
 
Also, with UNICEF support, DSWD created the ECCD Information System in 2009 as a tool for monitoring the 
implementation of the ECCD program for children five years and younger. The system involves multisector and 
interagency collaboration at the national and local levels. It is an automated and web-based reporting system 
generating reliable, comprehensive, and timely data/information on the ECCD program from service providers 
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(i.e., day care workers) at the city/municipal level. The system gathers profiles of ECCD service providers, 
facilities, children served, and other relevant information, enabling the DSWD to determine the status of existing 
center-based and home-based ECCD services. It is meant to be an aid to policymaking as well as programming 
and implementation at all levels. It will be institutionalized in all cities and municipalities nationwide where 
specific center-based and home-based ECCD services are implemented (DSWD 2010). 
 
A 2008 report of the Center for Research and Communication (CRC) suggests that to reach ECCD goals and 
targets, priority should be given to: (1) barangays with the highest population of children with the least access, 
particularly the urban slums and informal settlements; and (2) barangays with the highest incidence of poverty 
such as the communities of landless tenants and small farmers, small fishermen, and IPs (CRC/C/PHL/3-4 
2008, 72).   
 
Currently, a national home-based ECCD implementation plan has been drawn up with UNICEF support. This is 
a follow-up to the demonstration project on home-based ECCDs that the National ECCD Council undertook in 
2009 in collaboration with UNICEF. The plan outlines ways of expanding access of zero-to six-year-old children 
to ECCD by promoting home-based ECCD, an alternative form of ECCD. Now, the challenge is to get it fully 
implemented. Said plan explicitly states the necessity of “parenting support and education services to increase 
awareness and understanding about appropriate child care practices from the prenatal period through the first 
four years of life as well as the available maternal and child health services offered through the national public 
primary health care service delivery system. Parents are most receptive to information and other forms of 
support during the prenatal period through the child’s first three years regardless of whether or not the ch ild is 
the first born or the youngest” (NIP for Home-based ECCD 2011, 9). 
 
Crucial factors in the success of home-based ECCDs are the capacity of barangay-based service providers and 
community volunteers to implement programs of municipal ECCD teams and local chief executives to supervise 
and manage home-based ECCD programs. 
 
Universal Kindergarten Policy. With the view to eliminate dropout and to universalize kindergarten education, 
the Kindergarten Education Act (RA 10157) was signed into law on 27 February 2012. The law mandates 
kindergarten education for children at least five years old to better prepare them for entry to Grade 1for the 
school year 2012–2013. The law adopts the mother tongue of the students, allowing for teachers to teach in 
their native language. Development of mother tongue-based materials for kindergarten and up to the third grade 
in elementary is underway (loQal.ph (http://loqal.ph/). 
 
As per DepED Order 37 s. 2011, the policy guidelines issued by DepED in collaboration with DSWD and DOH 
in the implementation of the universal Kindergarten Education, there are two major kindergarten programs: a) 
the Kindergarten Regular Program (KRP) and b) the Kindergarten Volunteer Program (KVP). The KRP shall be 
handled by permanent teachers who will handle two classes a day with a minimum of 25–30 pupils per class; 
whilethe KVP shall be handled by a registered volunteer in the school or division and has met the minimum 
educational requirements. A volunteer shall be allowed to handle only one class of at least 11–30 pupils and 
shall be paid a monthly allowance of PhP3,000. In cases where enrollment is less than ten, as in multigrade 
schools, the volunteer who handles the class shall be paid a monthly allowance of PhP1,500.  
 
In many schools visited under the present study, most students in Grade 1 were six years old, and enrollment 
for five-year-old children was reported to have ballooned considerably compared to the previous year. On the 
other hand, hasty implementation of the Kindergarten Act runs the risk of excluding children who will not be 
accepted in Grade 1 because they were unable to enrol in kindergarten. It could also jeopardize the quality of 
kindergarten education due to lack of preparation. Aside from mapping all five-year-old children in each 
community/school (which can be undertaken with support from local governments) and identifying those who 
are not enrolled, kindergarten programs must match the needs of these children. It is also imperative that DepED 
plan out its kindergarten teacher requirements to identify options for filling the needs and developing a training 
program apt for the specific profiles of kindergarten teachers, especially those who will deliver the catch-up 
plans.  
 
Under the Kindergarten Act, DepED estimated that around 27,000 new teaching items are needed for 
kindergarten system for this current school year, which costs around PhP5.7billion funding just for salaries. 
However, only PhP2 billion was set aside for the universal kindergarten program and only 3,000 kindergarten 
teachers are holding permanent items. The DBM announced a PhP2.39 billion budget to support the newly 
passed Kindergarten Education Act, also known as RA 10157.  
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The PhP2.39 billion (USD55.9 million) fund,set aside under the 2012 General Appropriations Act (GAA), was 
released in time for the 2012–2013 school year, said the DBM press statement. The 2012 budget is higher than 
last year’s PhP2.34 billion budget for kindergarten education. In line with government efforts to ramp up public 
educational services across the country, DepED has received 31.7 per cent (PhP575.8 billion) of this year’s 
GAA budget, which is a 15.2 per cent jump from last year.xli 
 
Recommendations 
 
Educating Parents, especially Mothers. As cited in Chapter 2, many teachers believe that if all six-year-old 
students have some form of preprimary education, or even some experience with DCC services, they will be 
better prepared to be in Grade 1. According to DCC workers, the time children spend in DCCs is spent on 
achieving school readiness. Children age three to four-and-a-half years old who are in DCCs are taught how to 
socialize with others in a classroom environment and how to recognize letters, numbers, and colors. They are 
taught values and helped to develop fine motor skills, thereby fostering good behavior in an environment of 
storytelling and play. Parents and teachers acknowledge that this helps in getting children ready for formal 
schooling. However, not all children make it to daycare largely because parents do not see its importance. 
 
In this regard, massive media-based awareness campaigns on the benefits of ECCD, its philosophy and 
purpose, must be launched. However, before embarking on such an endeavor, the agencies involved must first 
address supply issues to prepare for the potential expansion of the program’s student population. 
 
Schools, especially in poor barangays, must raise the awareness of parents (especially of mothers and family 
decision makers) of the importance of the early childhood years and the benefits to children and families of 
ECCD services, of which there is a great need to promote to parents and caregivers. This could be done through 
the parent-teacher-community associations and in collaboration with barangay heads, community leaders, and 
local chief executives.  
 
Parents also need to have reproductive health education in light of the fact that family size is a strong correlate 
of out-of-school children phenomenon. This may be addressed if the currently contested national policy on 
reproductive health is eventually passed. The bill is now in the Senate for deliberation and approval.  

 
Advocacy and Campaign for On-time Enrollment. There is a need to purposively advocate to parents to 
enroll their children on time. This will be particularly challenging among low-education parents, especially 
mothers, who may not readily appreciate the wisdom of investing on preprimary education. It is highly likely that 
these low-education parents belong to the poor who will have competing demands on their very meager 
economic resources. This combination of circumstances creates the conditions for children to work in order to 
enable them to go to school. 

 
Preparation andTraining of Teachers. Low school readiness among preprimary school-age children could be 
due to lack of exposure to preschool education, and/or poor quality preschool services. Children’s crying and 
moving about too much in class is usually interpreted as lack of school readiness. On the other hand, it could 
also mean lack of teachers’ readiness to handle them. It is essential that teachers, especially those handling 
young children aged 5-8 years old, are steeped in child development principles and child-centered teaching-
learning approaches to sensitize them in creating a nurturing classroom environment.  It is one of the most 
effective ways of helping children in their transition from home to school environment Children’s adaptation to 
the class environment needs to be assisted by teachers and parents to ease their initial anxieties. This requires 
honing teachers’ child development sensitivity and skills to aptly manage the children. 
 
Policies and strategies to address Barriers and Bottlenecks faced by primary 
school-age children not in primary schools and those who are at risk of 
dropping out   
 
Primary school-age children out of school (D2) could include those who enter late; those who could not afford 
schooling; those who lack interest in schooling; those playing truant; and those who live in remote areas where 
going to school is extremely difficult. The evidences in Chapter 2 point to poverty and lack of interest as the 
common causes for being out of school. In remote rural-poor communities, school accessibility poses a daily 
challenge especially if road and transport systems are underdeveloped. The impact of this factor is exacerbated 
by adverse climatic conditions such as heavy rains and floods, and civil strife and conflict. The bulk of D2 
children are those who delay their entry to school. 
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Addressing Late Entrants. This is a major issue in nonparticipation at primary school as elucidated in Chapters 
1 and 2. Six- and seven-year-old children are among the bulk of primary school-age children not in school. If all 
children aged six and seven years were in school in 2008, then primary school-age attendance would have 
increased from 89.8 per cent to 97.5 per cent (in Chapter 2, analytical summary). In other words, by simply 
enrolling on time, significant reduction of primary school OOSC can happen. Practical obstacles like 
strictness/leniency in the application of the age at entry rule and having no birth certificate contribute to this 
phenomenon.  
 
Age at entry.There are varying interpretations of age at entry. DECS Order No. 26 series of 1995 states that for 
elementary schools, children who are six years old by the opening of classes, or those born on or before June 
5, 1989, are eligible for enrollment in Grade 1. On the other hand, DepED Order No. 89, series of 2012 states 
that children born on 31 October 2007 or earlier shall be eligible for early enrollment in Grade 1.  
Elementary/secondary principals are responsible for increasing both participation and survival rates in their 
schools. They are expected to closely monitor the enrollment and attendance of pupils throughout the year.   
 
Some schools are more lenient in the application of this rule and accept children who are less than six years 
old upon enrollment. The practical course of action is to standardize the interpretation so that children five years 
and six to nine months old at the time of enrollment can be accepted since they will turn six years and three 
months old after the June enrollment. The six-year-oldage-at-entry policy has been in existence since 1995. 
Revising the above policy would affect the required supply of schools, classrooms, and primaryschool teachers. 
It would be prudent to stay the course for now but revisiting the policy later may be in order in the long term. A 
policy of leniency could clog primary schools and classrooms, especially in areas where there are supply 
deficits. Making this policy more flexible would require provincial and regional offices of DepED to take stock of 
the additional number of children and the corresponding impact on supply factors. Such information should aid 
in deciding whether or not to accommodate five-year-old children for entry into  
Grade 1. 
 
Birth certificate.DepED can collaborate with NSO to explore ways to address this practical matter. Possible 
strategies may include (i) having makeshift Census Serbilis Centers before school starts up to the first two 
months of the school calendar in order to facilitate the release of birth certificates, and (ii) mobilize barangays 
to accept applications for copies or birth certificates and file them at LGUs. 
 
Enhancing School Readiness 
 
Testing for school readiness. DepED started to administer the Grade 1 Readiness Test (i.e., SReA) in school 
year 2005/06. The school readiness program is intended to determine the social, motor, and readiness skills of 
Grade 1 pupils. These skills are supposed to facilitate the development of children’s self-confidence, their ability 
to forge good interpersonal relations, and stimulate their active participation in class activities. SReA also 
determines the level of progress of Grade 1 entrants across different developmental domains that are critical in 
tracking Grade 1 learning competencies. SReA follows a similar developmental assessment of children in their 
early childhood years using the early childhood care and development checklist. Administered twice, the 
assessment is first given two weeks before the opening of the school year while the second is given after 
children have undergone the eight-week Early Childhood Development curriculum, which focuses on the 
competencies not manifested by the child during the first assessment (Philippine EFA MDA 2008, 34–35). 
 
Children readiness for school appeared to be low as only 36 per cent of Grade 1 entrants were found to be 
school ready per SReA 2006. Boys generally performed lower than girls on the school readiness test for Grade 
1 (Caoli-Rodriguez 2008, 32). Also, for every 100 pupils who enter Grade 1, only 86 will go on to Grade 2. For 
the last 30 years, the highest dropout rate in the basic school cycle has occurred this early (Philippine 
Development Report). 
 
Health and nutrition policies.Children’s readiness requires developmental maturity, usually measured by age. 
However, the health, nutrition, and early socialization of the child can delay or advance processes, depending 
on the child-rearing practices in the family. The DOH vitamin supplementation and nutrition programs address 
these concerns. Also, the conditional cash transfer program (discussed below) addresses the health of zero to 
fourteen-year-old children, nutrition, and health of pregnant and lactating mothers; it also raises consumption of 
nutrient-dense foods in poor households. There have been several programs that prepare the child for school.   
 
For example, the ‘Fit for School’ program in the Philippines consists of simple, evidence-based interventions 
like hand washing with soap, tooth brushing with fluoride toothpaste, and other high-impact interventions such 
as biannual de-worming as a routine school activity for all children visiting public elementary schools. The 
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program has been successfully rolledout in the Philippines covering 630,000 children in 22 provinces and it is 
planned to reach 6 million children in the next three years. The program is a partnership project between DepED 
and the LGUs with support for capacity development activities from the German Development Cooperation and 

GlaxoSmithKlinexlii(http://german-practice-collection.org/en/links/papers-in-peer-reviewed-journals/essential-

health-care-package-for-children-the-fit-for-school-program-in-the-philippines). 
 
In 2008, DepED, GMA Kapuso Foundation, and UNICEF embarked on the Linis-Lusog Kids, a joint program 
that teaches more than 6,000 children in 21 schools about life-saving health habits that will keep them safe from 
diseases such as diarrhea and dental caries. Aside from the training, the school children were given hygiene 
kits with soaps, toothbrushes, and polypaste fluoride. Of the 21 schools, ten most needy schools will be provided 
with funds to setup water and sanitation facilities(http://www.unicef.org/philippines/8892_10726.html). 
 
Feeding program.Children who are given proper nourishment, especially in the early years of their lives, are 
more likely to be healthy and become productive members of their families and communities. Healthy children 
can also contribute to their country’s development.Malnutrition among children, however, remains to be a major 
problem not only in the Philippines but also worldwide. According to UNICEF, 23 per cent of the world’s children 
under five years old were moderately and severely malnourished in 2003–2008, while the figure was 28 per 
cent for the Philippines. It was also estimated that more than a third of all child deaths could be attributed to 
malnutrition (http://opinion.inquirer.net/29463/infant-feeding-policies-in-ph). 
 
In accordance with Global Strategy on Infants and Young Child Feeding (GSIYCF) developed in 2002 by the 
World Health Organization (WHO) and UNICEF, the Philippines promotes breastfeeding. The global strategy’s 
major recommendation was for infants to be exclusively breast-fed for the first six months of life. This means 
that no other food or drink, not even water, except breast milk (including milk expressed or from a wet nurse) 
must be given to the infant for six months but allows the infant to receive oral rehydration solution (ORS) drops 
and syrups (vitamins, minerals, and medicines).After six months, infants should receive “nutritionally adequate 
and safe complementary foods to meet their evolving nutritional requirements, and breastfeeding should 
continue for up to two years of age or beyond.”Breastfeeding is also cheaper than buying infant formula. 
 
Bolstering the School Readiness Program is DepED’s School Health and Nutrition Program (SHNP), one of its 
thrusts in line with the MDGs and EFA. It endeavors to maintain and improve the health of school children by 
preventing diseases, promoting health-related knowledge, attitudes, skills, and practices. For this purpose, 
intensified participation of other government organizations, LGUs, NGOs, professional associations, civil society 
organizations (CSOs), and concerned individuals will be pursued. Their involvement in programs related to 
preventive health care, poverty alleviation, hunger mitigation, public health awareness, and others aimed at 
improving the health and nutritional status of schoolchildren and school personnel will be enlisted. 
 
SHNP is one way of reducing the dropout rate; it must be sustained, enhanced, and expanded. Toward this 
end, the DepED leadership instructed the DepED School Health and Nutrition Center to integrate the many 
health undertakings being pursued at the regional and division levels and align its activities into one seamless 
whole. All regional directors, school divisions/city superintendents, and school officials are expected to take the 
lead in ensuring that school health and nutrition programs/projects are integrated with the regional/division 
annual and medium-term plans and School Improvement Plans (SIPs) and have administrative and financial 
support in line with SBM principles. All school health and nutrition personnel will be mobilized to scale up the 
implementation of these programs. Guidelines have been issued for this undertaking. 
 
Remedial measures to enhance child readiness in Grade 1.The Eight-Week ECE to provide ECE exposure to 
all incoming Grade 1 students was introduced by DepED as a stopgap measure. It was institutionalized through 
Order No.10 series 2004 and requires all Grade 1 students to have preschool experience, including those in 
selected day care centers for five-year-olds using the DepED preschool curriculum.  
 
The ECE curriculum has been aligned with the Basic Education Curriculum and has become an integral part of 
the Grade 1 curriculum. The first eight weeks in Grade 1 are devoted to the physical and psychosocial 
preparation of young children for the rigors of formal schooling. The skills developed in the different learning 
areas will be the basis for marking the first grading period. Additionally, DepED endorsed Order No. 10 to the 
CHED so that it can incorporate ECE in preservice education as a key step to preparing future teachers in 
Grade 1 for the integration of ECE in the curriculum (Philippine EFA MDA 2007, 9–10). Of late, this scheme is 
used only among nonpassers of school readiness assessment (UNICEF 2012). 
 
Recommendations  
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Addressing social norms and cultural practices. Parents are instrumental in children’s late entry in school. 
In particular, there is evidence that a mother’s educationis one determinant of whether a child will drop out of 
school or not. Yet, there is no clear-cut public policy or strategy addressing this matter. This implies the need to 
influence parental attitudes and motivate them to enroll their children in school on time. As the primary 
caregivers and first teachers of young children, parents must take an active role and must be supported in 
playing such a role. Parent education can be made available to the rural-poor and low-educated parents through 
the alternative learning system. 
 
In this regard, with UNICEFxliii support, DSWD and DOH have been developing trimedia materials for parent-
education programs. In the six CPC areas, capacity building of parents and parent volunteers is supported to 
enable them to become better caregivers and to facilitate parent-education classes and initiate supervised 
neighborhood play groups for children. This could help enhance the school readiness of primary school children.  
 
For instance, among some indigenous populations, there are beliefs that militate against child enrollment in 
school. For example, among the Matigsalug of the Ata Manobo tribe in the uplands of Bukidnon in Mindanao, 
there is the prevailing belief that if children went out of their homes to go to school, they would be eaten by 
kapre. In local folklore, the kapre is believed to be a creature of the underworld with mythical powers that allow 
it to physically dominate human beings and is cause of great fear. Because of the fear that their children will be 
devoured by the kapre, parents in these tribes do not want to send their children to school. An advocacy 
campaign done by a local NGO and supported by a Manila-based NGO helped the parents overcome this belief 
and allow their children to participate in a literacy program for preschool children.xliv 

 

Implementing a flexible, responposive curriculum and learner-centered classroom management.  As 
noted in Chapter 2, boys tend to drop out, be absent often, have disciplinary problems, have low grades, repeat 
grades, and be overage for their grade level. Boys tend to learn better by doing and are seen as not able to 
adjust well in a routinized school environment. On one hand, these observations are explained by the boys’ lack 
of interest or school readiness as compared to girls. On the other hand, this study also reveals that boys are 
more vulnerable than girls to a wider range of hazards and risks, such as health and nutrition problems and 
armed conflict situation. Because they are also expected to contribute to family livelihood, they are more prone 
to absences in school so they can work.  
 
Thus, a crucial policy gap is the availability of a relevant, responsive and flexible curriculum to address the 
needs of pupils, especially boys, and engagethem more actively in the classroom.Innovative approaches or 
alternative delivery modes (ADMs) may be prioritized in schools located in difficult contexts such as in areas 
affected by armed conflict or by a high incidence of child labor. Relatedly, there is a need to adopt holistic 
teacher training programs that ensure teachers are steeped in child development principles and 
developmentally appropriate strategies/approaches to make the teaching-learning process more stimulating 
and nurturing. 
 
Enforcing Anti-Child Truancy Laws. As early as 1975, the Philippines has had a national anti-truancy law, 
Presidential Decree 798, which provided in Section 1 that “(A)ny person of school age and who is not attending 
school without any legitimate reason, shall be subject to confinement at any rehabilitation center or reformatory 
as hereinafter provided.” Some LGUs such as Naga City, San Fernando City, and others have passed anti-
truancy ordinances. 
 
Enforcing such ordinances is a task for LGUs. For example, the mayor of Paglat in Maguindanao province 
pioneered in implementing an “anti-truancy” law by having his tanods go around and bring children on the streets 
back to school(www.admu.edu.ph/index.php?p=120..).Likewise,otherLGUs must enforce their existing anti-
child truancy laws. 
 
Whatever the reason, a dedicated community-based advocacy by the school to encourage on-time enrollment 
is needed. This advocacy will require the strong support of LGUs, especially mayors, in enforcing the child anti-
truancy law. Specific incentives could encourage parents to push for early or prompt registration of children. 
Such incentives could be in the form of tuition discounts or free books. Schools could work out their own 
incentive schemes. 
 

Economic Demand Side: Poverty 
 
Poverty is a major bottleneck attendant to school dropout that cuts across the D1, D2, and D4 categories; thus 
the analysis in this section will apply to all these dimensions. For D1 children, they are seen as too young; for 
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D2 children, they are seen as lacking interest. These are the socially acceptable excuses for parents to defer 
sending children to school but among very poor families, poverty is the paramount reason.   
 
Field interviews conducted specifically in the conflict-affected province of Maguindanao also strongly suggest 
that poverty, more than conflict, is the prime reason for nonparticipation or noncompletion of schooling. Conflict 
spawns more OOSC and the build-up of child soldiers. Despite this, it was noted in Chapter 2 that the lack of 
peace and order was not mentioned in the field interviews as an important reason for school dropouts. In fact, 
the interviews conducted in Maguindanao indicated that more than conflict, the most important reasons for 
school dropouts or delays in schooling are economic in nature. Teachers say that recent conflict events were 
not as bad as before. 
 
There are national anti-poverty programs but most pertinent to OOSC reduction is the CCT, or 4Ps. 
Complementing 4Ps was the FSPxlv and the BFP.xlvi While the FSP had a positive impact on beneficiaries, it has 
been discontinued largely due to leakage in the targeting process.xlvii Another set of socialprotection programs 
are the anti-childlabor programs, which influence demand factors in education, but these programs pertain more 
to children in Dimensions 3 and 5, which are beyond the scope of this chapter. 

 
Free Public Education  
 
DepED Order No. 41 series of 2011 states that basic public education is free and that no collection of fees 
should be done in June and July. No fees will be collected from school children in Kindergarten Year 2011/12. 
This policy must be sustained and DepED must look into the practice of drilling down MOOE in division offices, 
especially in Maguindanao and ARMM. How well enforced this policy is should be tracked. There are anecdotal 
reports that poor families still have to pay some amount for their children’s school projects. The amount involved 
could be very small, PhP50 a month, but for the very poor, such small amounts could be onerous.  
 
Pantawid Pamilyang Pilipino Program (4Ps) 
 
The 4Ps, a five-year national government program, implemented by DSWD with DepED and DOH, provides 
cash grants to poor households to allow them to meet certain human development goals in exchange for 
compliance with core responsibilities. The 4Ps provides in-cash transfers to poor households to address multiple 
risks, namely, hunger, school dropout, child and infant mortality, malnutrition, and child labor. 
Householdbeneficiaries under the 4Ps must comply with core responsibilities; these are: (1) pregnant women 
must avail themselves of pre- and post-natal care and be attended to during childbirth by a skilled or trained 
health professional; (2) parents must attend responsible parenthood sessions, mother’s classes, and parent 
effectiveness seminars; (3) children up to five years of age must receive regular preventive health check-ups 
and vaccines; (4) three- to five-year-old children must attend day care or preschool classes at least 85 per cent 
of the time; (5) six- to fourteen-year-old children enrolled in elementaryor high school must attend classes at 
least 85 per cent of the time; (6) six- to fourteen-year-old children must receive deworming pills twice a year. 
 
Education grants.The education grant is PhP300 per child (up to a maximum of three children) per month for a 
period of 10months yearly. To avail oneself of the grant, households should comply with the following conditions: 
(1) children three to fiveyears old must attend day care or preschool classes at least 85 per cent of the school 
days every month; and (2) children six to fourteen years old must enroll in elementary or high school and attend 
classes at least 85 per cent of the time. 
 
A household can also be given a health grant of PhP500 per month, so a household with three qualified children 
can have a maximum subsidy of PhP1,400 per month or PhP15,000 annually as long as they comply with all 
the conditions/responsibilities of participation in the program. The cash transfers are paid quarterly by the 
DSWD, usually to the mother, through a Land Bank cash card. In cases where cash card payments are not 
feasible, cash grants are given as over-the-counter transactions from the Land Bank or as offsite payments 
through authorized rural banks.  
 
The specific objectives of the project are to: (1) improve the health condition of children from birth up to 14 years 
of age;(2) improve maternal health of pregnant and lactating mothers; (3) raise consumption of nutrient-dense 
foods among poor households; (4) increase enrollment/attendance of children in elementary and high school; 
and (5) encourage parents’ participation in the growth and development of their children and their involvement 
in the community. 
 
Has the 4Ps reduced out-of-school primary school-age children? There are some good evidences that it has:  
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Manasan (2011a) shows that the growth rate of enrollees in public elementary and secondary schools in areas 
covered by the 4Ps outside the NCR and ARMM was significantly higher from 2008 to 2010, compared with the 
pre-4Ps period from 2004 to 2007. A before-and-after comparison of the growth rate of school enrollment in the 
first set of 4Ps areas showed that the number of students in public elementary schools went up from 0.6 per 
cent in 2004–2007 to 3.5 per cent in 2008–2010. Likewise, the number of students in public secondary schools 
in the same areas showed increase from -0.5 per cent in 2004–2007 to 3.2 per cent in 2008–2010, a reversal 
of the .5 per cent decline during the pre-4Ps period. There is not enough evidence to indicate whether or not 
parental attitudes on schooling have changed.xlviii 

 
Teachers in Maguindanao report that all the municipalities where schools are located have 4Ps beneficiaries. It 
helped get many eight- and nine-year-old children into Grade 1 even though they enrolled late (July) (Qualitative 
Research, UNICEF-PIDS 2011). 

 
Manasan (2011a) gathered data from Set 1 areas where the first expansion phase was implemented for the 
4Ps in March to December 2008. Set 1 is composed of 342,960 indigent families in 160 municipalities and cities 
in the 20 poorest provinces (based on FIES 2006) and in the three ARMM provinces where 4Ps was 
implemented. In the latter, data show there is an improvement in the enrollment growth rate. In the secondary 
level, the enrollment rate grew 7.2 per cent during 4Ps implementation, higher than the 3 per cent growth from 
2004 to 2007.xlix 

 
The Institute of Philippine Culture (IPC) evaluated the 4Ps and revealed the following observations: (1) 
“Compliancel with the 85 per cent school attendance rule has worked particularly well despite it being the more 
complicated and difficult conditionality to fulfill. Parents have been able to pay the school fees and contributions, 
paving the way for uninhibited contact with school personnel and participation in school events; (2) In general, 
the orientation of 4Ps beneficiaries emphasized that the cash grants are primarily for the education of their 
children. Compliance with this conditionality is the one clear measure of the program’s effectiveness.” 

 
Yet, despite 4Ps, out-of-school youth remain prevalent. There are children who have stopped and are no longer 
interested to go back to formal schooling. This situation is not likely to drastically change in the future. Doubt 
has been cast by some on the effectiveness of 4Ps in breaking the intergenerational poverty that the program 
seeks to achieve. Teachers interviewed on the field, for instance, envision that children’s best chances for future 
gainful employment are in the alternative education and skills training programs provided through the 
collaboration of DepED, TESDA, the Sangguniang Kabataan, and CSOs.  

 

Supply-Side Factors 
 
Chapter 2 states that there is limited evidence as to which inputs matter most in student outcomes; this makes 
it difficult to analyze the supply factors by dimension. Deficits in schools and classrooms; teacher bias and 
classroom style; language of instruction and learning environment are believed to be linked to OOSC dropping 
out of school in Dimensions 2 and 4, but evidence needs to be obtained to have a better understanding of the 
dynamics of the phenomenon. Few studies have been able to do quantitative analyses of student-level 
outcomes and its determinants. However, according to TEEP findings, the most impactful supply barriers are 
infrastructure, teachers, and school management. In the assessment of the Outcomes of CFSS Implementation 
in the Philippines which was both a quantitative and qualitative study, it revealed that convergence schools (i.e., 
those who received CFSS interventions together with TEEP or BEAM assistance) outperformed the CFSS pilot 
schools taken as a whole in terms of having higher National Achievement Test scores and lower drop out and 
repetition rates. Also, the gains in the NAT scores of convergence schools were larger than either the pilot CFS 
schools as a whole, or by the TEEP schools or BEAM schools.  What this indicates is the desirability of coupling 
school improvement projects such as TEEP and BEAM that are strong on enhancing infrastructure, school 
management,and organizational development with programs like CFSS that are strong on collaborative work, 
changing human behavior and attitudes.  Further, while TEEP and BEAM focused on enhancing teachers’ 
competence in the subject areas, CFSS complemented this by exposing teachers to child-centered, child 
development principles. Thus, a healthy synergy of interventions could have accounted for the more robust 
results in children’s outcomes in the convergence schools. 
 
It must be noted that education service delivery in the Philippines is challenged by the eruption of violent conflict 
in Mindanao and the frequent occurrence of disasters. “The long drawn conflict has displaced nearly half a 
million inhabitants. An average of 20 typhoons hit the country annually. In 2006, Super Typhoon Reming killed 
nearly 1,000 people and displaced more than one million. The equivalent of one month of rain fell within 12 
hours, triggering mudslides and flash floods. Due to Typhoon Reming, schools were disrupted for over a month, 
and more than 357,400 school children were affected. In Albay Province, the epicenter of the disaster, 90 per 
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cent of schools were destroyed. The cost of the damage to school buildings was estimated at USD66 million, 
the equivalent of DepED‘s annual school construction budget.”li 
 
School Infrastructure: More Day Care Centers, Schools, and Classrooms  

 
The Philippines’ public educational system was previously plagued with congested schools and classrooms, 
insufficient teachers and textbooks. A major wind of change has come under the Aquino administration which 
is now implementing several schemes to ease the overcrowding of schools, found to be acute in the NCR and 
CALABARZON (see Chapter 2). DepED records showed that some 770 public schools in the NCR, Cebu, and 
Davao have been classified as overcrowded. They also lack space to accommodate the construction of new 
school buildings (www.manilatimes.net/.../22128-DepEd-moves). 
 
Currently, DepED is implementing a number of schemes to address this, among them: the hiring of service 
buses to transport students from overcrowded to less populated schools; and the alternative delivery 
modecalled Distance Learning; Dormitory for Students’ Convenience. DepED Secretary Armin Luistro said 
adopting the schemes would be more cost effective than constructing new school buildings that would require 
a suitable area, often lacking particularly in Metro Manila (www.manilatimes.net/.../22128-DepEd-moves-).The 
Distance Learning alternative delivery mode will have teachers go to where the students are and hold classes 
eithef in a barangay hall, in the house of one of the students, or in any spaceavailable.  
 
At the preprimary school level. Following the mandate of RA No. 8980, parent-teachers-community associations 
have initiated the establishment of preschools, mostly inside the compounds of public elementary schools. The 
LGU-assisted preschools exist mostly in Metro Manila. DepED has established preschool classes in the 21 
economically disadvantaged provinces identified under the SReA as priority areas. For a start, DepED created 
position items for preschool teachers. There were 714 regular teachers handling 1,428 classes, or one teacher 
handling two classes (Philippine EFA MDA 2007, 9–10). DepED has a total of 29,615 preschool classrooms in 
2012. In anticipation of an increase in student population,DepED has appealed to donors and other stakeholders 
to help fund the construction of more classrooms for kindergarten.lii 
 
In 2007, DCWs nationwide totalled 44,811. These were run by 44,024 DCWs serving 1.4 million children. As of 
2007, 66 per cent of DCCs (29,820) and 66 per cent of DCWs (29,283) had been accredited. A total of 3,173 
ECCD workers were given an orientation on the required standards for day care and other ECCD centers,as 
well as a briefing on the service providers/user's manual as of June 2007 (CRC/C/PHL/3-4 2008, 69; paragraph 
217).  
 
A number of barangays need to add more DCCs in densely populated areas and remote communities. In ARMM 
in particular, nearly half of the total number of barangays did not have DCCs as of the second quarter of 2010.  
 
Other alternative forms of DCS include: (1) child-minding centers such as those provided by some government 
offices, private firms, and business establishments on site or in the workplace for their employees’ children; (2) 
family day care,which is being implemented on a pilotscale and involves a group of two to four children under 
three years old being cared for and provided a stimulating environment in the home of a trained day care mother 
or caregiver; and (3) supervised neighborhood playgroup, which builds on informal children’s peer groups to 
develop a stimulating setting for socialization and early learning. However, the implementation of supervised 
neighborhood play remains on a limited scale. For disadvantaged children, DSWD has the community- or home-
based ECE programs to cover children in difficult situations (Caoli-Rodriguez 2007).  
 
Also, the CWC, with support from the Local Policy and Institutional Development section of UNICEF, has 
coordinated and facilitated the processes of putting an ECCD management system in place at the LGU level. 
About 97 per cent of provinces and highly urbanized cities are in varying degrees of establishing ECCD 
management systems at their level. 
 
ECCD standards to monitor the developmental readiness of children have been developed and validated 
through the coordination of the then National ECCDC. These standards are the basis for developing an 
integrated and holistic ECCD curriculum, assessment tools, and training programs for ECCD service providers. 
In this regard, the Philippines has set the precedent in Asia and is one of the few countries worldwide to 
undertake this initiative. DSWD and DepED have since used these standards in developing/refining curricula 
and in accreditation and monitoring tools for center-based and home-based ECCD.  
 
A curriculum that has been designed to maximize the child’s potential and capacities for learning focuses on 
five areas of child development, namely: (1) physical, which includes activities such as play and games aimed 
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at gross and fine motor coordination; (2) personal and social, which involves guiding the child toward greater 
independence and better social behavior, such as following rules and routines and health habits; (3) affective, 
which includes experiences that help children develop love for God, self, others, and community; (4) cognitive, 
which focuses on the development of communication skills and sensory-perceptual and numeracy concepts 
and skills; and (5) creative-aesthetic 
 
Under Executive Order 349, an interagency effort of DSWD, DepED and CWC initiated the implementation of 
the National Preschool Education Program using the curriculum described above. Preschool classes were 
opened in 30 provinces in 11 regions, covering 87 cities and municipalities classified from fourth- to sixth-class. 
For school year 2008/09, a total of 733,642 five-year-old children were enrolled in various DepED preschool 
programs, representing 31 per cent of the five-year-old population in 2008. The NSO estimate was 2.4 million 
five-year-old children in 2008. In November 2009, the DepED reported 1.4 million preschool children enrolled 
in 36,564 public preschool classes.liiiOnly 46 per cent (about 2.5 million children) below six years old are being 
accommodated by the available 49,000 DCCs nationwide.liv 
 
At primary school level. At the beginning of school year 2011/12, DepED reported a shortage of approximately 
66,800 classrooms throughout the country, based on the ideal PTR of 40:1. The shortage of classrooms fuels 
other challenges within the sector, including the decrease in participation rate among elementary and high 
school students; an increase in dropout rate; and poor student performance. A number of initiatives driven by 
government and nongovernment organizations are being taken to solve the classroom crisis.lv 
 
Among the methods being recommended to address classroom shortage are: (1) rent-to-own or build-operate-
transfer schemes; (2) optimum use of LGUs’ SEF as loan collateral; and (3) allocation of a portion of lawmakers’ 
pork barrel for classroom construction for at least two years. These classrooms will be in addition to the regular 
classroom construction programmed by DepED from its annual allocation. Based on its 2011 actual budget 
allocation of about PhP8 billion for classroom construction, DepED can build only a maximum of 10,000 
classrooms per year. It is noted, however, that while DepED may have the means to build schools and 
classrooms, in some areas, they are unable to do so due to lack of land to build on, a matter of concern for 
LGUs. 
 
More classrooms through public-private partnership.In 2011, DepED launched an intensified drive for public-
private partnerships to address the chronic and severe shortage of classrooms. LGUs, private corporations, and 
NGOs responded positively to the call. In 2011, more than 152,000 classrooms were targeted tobe constructed 
to meet the ideal 45 students to oneclassroom ratio. This classroom demandis expected to increase as an 
estimated 1 million new students enter the public school system every year. Furthermore, starting school year 
2011/12, kindergarten will be made compulsory in all public schools, thus adding to the number of new students 
and, consequently, increasing the need for, and shortage of, classrooms.lvi 
 
LGU-funded classrooms.A total of 1,054 classrooms have been committed for completion within the school year 
2011/12, worth over PhP800 million under the 50/50 counterpart scheme between DepED and some LGUs. 
This will be done in partnership with the League of Municipalities of the Philippines and the League of Cities of 
the Philippines. In a 50/50 sharing of schoolbuilding costs, the participating cities and municipalities will shoulder 
the initial 50 per cent; then DepED will release the other 50 per cent upon receiving the LGUs’ certification of 
having fully exhausted their 50 per cent share as well as certification that the project is50 per cent completed 
from the respective DepED’s school division superintendents. The task of DBM is to help DepED pinpoint 
suitable funding sources under its budget, as well as to release approved allocations on time. 
 
The private sector will construct 10,000 classrooms nationwide within two years as provided under the 
Bayanihang Pampaaralan program. The Philippine Business for Social Progress (PBSP), League of Corporate 
Foundations (LCF), and the Philippine Business for Education will participate in the program.The Management 
Association of the Philippines has also proposed to construct over 200,000 classrooms from 2012 to 2013 
following “out-of-the-box” solutions to perennial classroom shortage. 
 
Multishift classes. In June 2011as school year 2011/12 began, classroom shortages were addressedby doubling 
or tripling shifts in affected schools. Double-shift classes were formally adopted in 2004 at 1:50 classroom-to-
pupil ratio in overpopulated schools. Some schools, however, are so severely congested that triple shifts have 
become necessary. Multishift classes are most prevalent in the NCR followed by CALABARZON for both 
elementary and secondary levels. It is nonexistent in Region II (Cagayan Valley) and MIMAROPA for the 
elementary level, and in ARMM for high school level. In school year 2008/09, only 817 (2 per cent) out of 37,966 
government elementary schools offered multishift classes. In 2005, there were 671 elementary schools that 
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conducted double-shift classes and 86 elementary schools that conductedtriple-shift classes(Caoli-Rodriguez 
2008, 35).   
 
Safe schools programlvii was implemented within the framework of UNICEF’s global program on Education in 
Emergencies in Post-Crisis Transition (EEPCT) program. The Building Safe Learning Environment (BSLE) 
program is integrated into the education sector, with DepED and DSWD as main implementing partners. Another 
BSLE implementing partner is Habitat for Humanity, working with six schools on this project. The BSLE program 
in the Philippines has a very construction-heavy focus, linking into government initiatives to rebuild the education 
sector‘s physical facilities in the Bicol Region. It has two projects: one for school buildings primarily implemented 
through DepED called Safe Schools Project (SSP); and another for DCCs implemented tinpartnership with 
LGUs called the Emergency Support for DayCare Centers Project. 
 
EEPCT funds supported construction of new classroom buildings as well as repairs and rehabilitation of existing 
classrooms. New construction followed two different DepED designs: (1) Learning and Public Use School 
(LAPUS) building: The LAPUS building design is a typhoon-resistant building that contains two classrooms 
separated by an accordion-style movable partition, allowing the two rooms to open up into one larger space. It 
is intended for use as classrooms and community meeting rooms and to serve as an evacuation center during 
emergencies. The structure includes four washrooms and two kitchens and is wheelchair accessible. (2) DepED 
standard two-classroom building: a two-classroom building, each 9m x 7m, with a corridor, ceiling, and 
galvanized iron sheeting for the roof. The project provided water, sanitation and hygiene (WASH) facilities, 
school supplies and classroom furniture to selected recipients. EEPCT funds were also used to support the 
establishment and development of the Education Cluster in the Philippines, which in 2006 had not yet been 
established, as well as to run a disaster risk reduction (DRR) pilot project in six schools in Albay Province, Bicol 
Region, and to support advocacy efforts and policy development, particularly addressing education in 
emergencies (EiE) and DRR.  
 
Since late 2009, EEPCT funds were also directed toward the education response to the complex emergency in 
Mindanao. The fact that implementation was in its nascent stages in Mindanao—and given its far location,  
limited time for field research, and factors of accessibility and security—it was decided that activities there were 
beyond the scope of this evaluation.  
 
UNICEF Philippines partnered with a local NGO, Tarabang Para sa Bicol, Inc. (TABI), to pilot a DRR and first 
aid training project in six schools in Albay Province. The DRR pilot was intended to teach DRR concepts, pilot 
DRR preparedness practices with students, educators, parents and community members and encourage joint 
DRR preparedness planning between schools and communities.  
 
The EEPCT funds also supported the establishment and development of the Humanitarian Cluster for Education 
in Emergencies (EiE) in the Philippines. Work on this initiative also included advocacy on EiE and support for 
policy development within the sector.  
 
In partnership with DSWD and LGUs, UNICEF Philippines supported the construction and furnishing of daycare 
centers in Bicol Region as part of the post-Reming response and reconstruction efforts. The day care center 
design consisted of a typhoon-resistant building with gender-segregated toilets and a kitchen. It can also serve 
as evacuation center for recipient communities.  
 
UNICEF was able to reach more than 25,000 preschool and school-age children through a variety of education 
interventions, including construction of facilities, delivery of support to 58 DCCs, 68 home-based ECCD sites, 
60 Temporary Learning Structures and 40 schools. Additional support included the training of over 140 DCWs, 
134 home-based workers, and 420 teachers on alternative delivery modes for ECCD and basic education, 
psychosocial techniques, and EiE minimum standards. 
 
Lack of schools and classrooms was a major concern at the opening of school year 2011/12. With a school-age 
population increasing at the rate of 2.3 per cent annually, Government can barely cope with the demand. Itwill 
have to seriously confront populationmanagement issues and recognize this as part and parcel of strategies for 
improved socialservice delivery toward inclusive growth.  
 
The determination and resolve of the current DepED leadership, however, has yielded concrete results. DepED 
is confident the classroom shortage will be solved by 2014. “By 2014, we will only construct (classrooms) based 
on expected increase in student population,” Secretary Luistro said. He added that over PhP18 billion of the 
proposed PhP238.8 billion budget of the department would go to the construction and repair of 15,000 
classrooms and the installation of 25,000 sanitation facilities. Further, the Secretary appealed to the private 
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sector for assistance in addressing the problem hygiene and sanitation in schools particularly the construction 
of toilets and wash area. DepED records showed that some 135,000 public schools across the country do not 
have comfort rooms or toilets(www.manilatimes.net/.../22128-DepEd-moves-). 

 
Alternative delivery modes 

 
ADMs refers to innovative ways of delivering instruction to the learners such as via television or electronic 
medium.They cater to OOSC six to fifteen years of age.They are nontraditional education programs recognized 
by DepED and employ a flexible leaming philosophy and curriculum delivery program that includes nonformal 
and informal sources of knowledge and skills. An alternative delivery modemay include the use of facilitator-
aided and interactive self-instructional printand audio-based learning materials, video tapes, face-to-face 
structuredlearning groups, semi structured and unstructured discussions, one-on-onetutorials, study groups, 
self-learning groups, demonstration sessions, home visits, mentoring and remediation.lviii 
 
There are three types of ADMs: (1) those undertaken in government schools targeting children already in school 
through the regular institutional structure (e.g., Multigrade Program, e-IMPACT and MISOSA);(2) those 
developed to supplement current service delivery and targets specific disadvantaged children with curriculum 
equivalent to the regular formal education, and is delivered either by the government or by NGOs (e.g., BEAM 
Distance Learning Program); and (3) innovative approaches and strategies to increase children’s access to 
education and retention in schools (e.g., Kariton Klasrum).lix 
 
ADMs are meant to make the formal school system more inclusive and flexible.Under DepEd Order 53 series 
of 2011, policy guidelines on the use of funds for alternative modes of formal education, including the enhanced 
e-IMPACT, MISOSA, Home Schooling, Multigrade Program in Philippine Education, and DORP, have been 
defined and disseminated—an indication of DepED support for out-of-the-box programs. 
 
Multigrade Program. A multigrade class consists of two or more different grade levels inside a single-grade 
classroom handled by one teacher for an entire school year. It is offered in elementary schools located in distant 
and sparsely populated localities.Figures from DepED show there are close to a million enrollees in multigrade 
classes across the country.Education Secretary Luistro said most of the students attending multigrade classes 
are learners who belong to isolated and financially challenged communities, are indigenous peoples, and reside 
in far-flung mountains and islands where schools are far apart from each other.The small number of students 
for each grade level, the shortage of teachers, the distance from the community to the nearest school, and the 
inadequacy of funds and classrooms are reasons that necessitate the organization of multigrade 
classes.Although DepED has always recognized the existence of multigrade classes, it was only in 1990 that 
the department started to consider the formal organization and continuing operation of multigrade classrooms 
throughout the country in keeping with the goal of Education For All.Thus, DepED continues to invest in 
teachers’ training, curriculum development, and preparation of learning materials appropriate for multigrade 
classes to improve elementary education especially in underserved and remote 
areas.http://www.gov.ph/2012/03/29/multigrade-classes-bring-more-children-to-school/ 
 
Enhanced instructional management by parents, community, and teachers (e-IMPACT). Currently being 
implemented in some schools in the country, e-IMPACT aims to to make schools more inclusive and responsive 
to the educational needsof disadvantaged and marginalized children. Specifically enriching multigrade teaching, 
e-IMPACT was conceptualized and developed with the support of the International Canadian Research Center 
and the Southeast Asian Ministers of Education Organization Regional Center for Educational Innovation and 
Technology (SEAMEO-INNOTECH) in cooperation with DepED. The project is the revised package of IMPACT, 
a mature and tested model which was implemented in the 1970s particularly for schools that were handled by 
a few teachers teaching multi-grade classes. It now includes downloading of educational videos in math and 
science using mobile satellite technology. The use of information, communication and technology (ICT) tools to 
reach the country’s MDG objectives is, in fact, the main proposal contained in a recent study by the Canada-
based ICT think tank XMG Global.lx e-IMPACT combines traditional, teacher-based instructionwith child-to-child 
and peer learning as it strengthens the participation of children, parents and the community in improving quality 
and access to education. This virtually eliminates the incidence of student dropout particularly those located in 
Mindanao’s conflict-affected areas. It allows one teacher, or instructional supervisor, to efficiently manage up to 
100 students clustered according to grade level under one roof. 

Evidence of the efficacy of e-IMPACT in the Philippine context is gleaned from the experience in Zamboanga 
City.lxi Barely six months after adopting the e-IMPACT strategy in June 2006, the number of nonreaders and 
slow-readersnoticeably dwindled from 55 to 20. Overall, the new strategy has helped solve classroom and 
textbook shortage. From having a single textbook for every 20 students, Baas Elementary School now has 
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learning modules for all its 406 students. Also, the thirty-year-old school produced its first distinction when a 
student won the provincial level Essay Writing Contest. 
 
Under e-IMPACT, children are more interested in going to school because they are given a chance to actively 
participate in the learning process.e-IMPACT was devised to address the problem on classroom shortage and 
the high incidence of dropping out especially in economically deprived areas.   
 
IMPACT was very effective in improving students’ academic performance especially when they go to high 
school. In the case of Lamitan, dropout rates have considerably dropped, from as high as 20 to zero. It was a 
welcome development for a community of at least 3,000 predominantly Yakan Muslims, who used to see some 
of the fiercest encounters between government troops and rebel groups.lxiiAs of 2006, more than sixty primary 
schools have implemented Project IMPACT in collaboration with SEAMEO-INNOTECH. These schools served 
about 91,500 children. Donor partners such as the Australian Agency for International Development (AusAID) 
and the United States Agency for International Development (USAID) have started to support selected schools 
in adopting either MISOSA or Project IMPACT where appropriate (CRC/PHIL/3-4 2008, 73).  
 
Modified In-School and Of-School Approac (MISOSA). MISOSA uses a distance education scheme and can be 
adapted to address congestion in schools, the needs of working and street children, and school disruptions due 
to peace and order problems. It is implemented in 48 elementary schools and reaches about 4,000 students in 
Grades 4, 5, and 6 (CRC/PHL/3-4 2008, 73). It uses self-learning modules and it is helpful for those who need 
to help in the farm or those who get sick. Some miss school for an entire week because they need to harvest 
rice. When it’s time to go back, they are not motivated because they cannot catch up. The teachers used to give 
them remedial classes after school, or give them books to take home, but these books are scarce. With MISOSA 
modules, they are able to study on their own and never have to worry about not being able to participate in the 
next day’s discussions. MISOSA helps falterers catch up with the lessons that they miss. When they tell us they 
will be absent the next day, they are sent home with a module for the next day’s lesson. Around 80 to 90 per 
cent of the students have already benefited from this. The students tell us that the modules are very effective. 
For school year 2011/12, PhP150 million was allocated for ADMs at the elementary level. 
 
Tahderiyyah curriculum. UNICEF helped the Bangsamoro Development Agency develop a culture-responsive, 
age- and developmentally appropriate Islamic preschool curriculum to be used by Bangsamoro children, 
especially those in conflict-affected areas of Mindanao. This is known as the Tahderiyyah curriculum, which has 
been developed and endorsed by Muslim leaders, scholars, the Moro Islamic Liberation Front (MILF) Tarbiya, 
and the MILF Central Committee. It is now being used in 313 madaris with estimated enrollment of 10,347 
enrollees most of which are located in conflict-affected areas. However, hundreds of other Tahderiyyahs in the 
rest of Mindanao still use their old curriculum which is focused mostly on religion education and values formation. 
 
The Tahderiyyah curriculum is meant to provide a balanced education that fosters and nurtures the total 
development of Bangsamoro children with firm grounding in Islamic values and equip them with knowledge, 
skills, and values in all areas of learning. This meant expanding the content to not only include Islamic values 
and Arabic language content but also: language and cognitive development; physical, spiritual, and moral 
development; and creativity and aesthetic development. The themes are consistent with the universal themes 
of progressive ECE programs. 
 
According to the concept note “Towards the Expansion of Implementation of the Tahderiyyah Curriculum in 
Conflict-affected Areas in Mindanao” (2011), the Tahderiyyah curriculum will be implemented in 800 
Tahderiyyahs in conflict-affected areas of Mindanao where it is expected to reach 20,000 young children. 
 
BEAM distance learning.lxiiiFollowing the BRAC model, the Basic Education Assistance for Mindanao (BEAM) 
project has four components: (i) adjust the Philippine elementary curriculum and materials to allow delivery in a 
shorter time; (ii) establish CommunityLearning Centers (CLCs) including teacher training, supervision, and 
monitoring andevaluation of learning outcomes; (iii) capacitate NGOs, DepED counterparts, andcommunity 
stakeholders; and (iv) establish project management, monitoring andevaluation system.The sociocultural 
dimensions of the communities upon which the BRAC schoolmodel was proven successful share similarities 
with ARMM. Bangladesh and ARMM, though dominantly Muslim societies, have cultural minorities in their midst 
and the BRAC school model was equally successful in these areas. The active participationof NGOs and 
learning facilitators from the communities will limit the risks inherent inproviding aid to communities affected by 
conflict.  
 
The ADM Project will provide “catch-up” learning opportunities for preschool and elementary school children in 
remote and poor communities without access to government schools. It will establish 300 elementary community 
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schools and support at least 1,128 preschool classes, benefiting about 42,810 children and youth in ARMM.The 
ADM addresses the fundamental problem of lack of access to learning opportunities, low completion rate, and 
poor levels of learning achievement.  
 
The highest number of OOSCs lives in ARMM because about 25 per cent of the barangays are without schools 
or have difficultyin accessing schools. These OOSC are vulnerable to being recruited as child soldiers 
andconstitute wasted social and economic potential if not given appropriate life skills andqualifications for 
employment or engagement in further education.  
 
NGO-led education service delivery. Education efforts of NGOs, especially those assisting street children, must 
be acknowledged as a contribution to reducing the number of OOSC. For example, Child Hope lxiv (project name 
Alternative Education Program for Street Children) starts with social workers going to districts of Manila 
frequented by street children. After gaining the street children's trust, project staff members carefully try to win 
them over to an alternative education program that consists of girls and boys learning to count, read, and write 
in classes of 10 to 15 children. Moreover, project staff members inform them about the dangers of HIV/AIDS, 
drugs, and alcohol. The children get regular meals and clean clothes. Psychological assistance is especially 
important for children with dreadful or traumatic experience in the streets. In Child Hope’s alternative education 
program, they get the opportunity to participate in individual or group counseling. Leisure activities and 
excursions add to the project work, which is expected to reach up to 2,000 children (mainly girls) over time. 
 
Pushcart education (Kariton Klasrum). Efren Peñaflorida, a school teacher, won the CNN Hero of the Year in 
2009 for this idea of his, which involved bringing books and education to where the children were.Then there is 
the homeschooling system, which includes an array of distance learning and homeschooling programs for basic 
education from grade school to high school. These programs are classified into two categories—Online Distance 
Learning and Printed Distance Learning.  
 
Homeschooling involves the teaching of children at home, usually by their parents. This form of schooling is 
recognized by DepED, provided that the parent-teacher is a college graduate and is able to provide at least four 
hours of instruction for kindergarten to seventh grade. Parent-teachers may avail themselves of school curricula, 
lesson plans, teachertraining, and instructional materials through DepED-accredited homeschooling programs. 
The cost for these programs is considerably less than most traditional private schools. Apart from this, other 
advantages of homeschooling are that it permits individualized instruction, saves travel time, and promotes 
family bonding. While there are concerns that children’s social interactions may be limited, this may be 
counteracted by planning activities involving other children. lxv 
 
Maximize the ADM in reaching the primary school OOSC. The scarcity of resources and the archipelagic 
geography of the Philippines pose challenges to the provision of education services. This has led to the evolution 
of ADM. DepED has gained and continues to gain experiences and knowledge on a variety of ADM models 
which it has applied in conflict-affected and disaster-stricken areas. The results have been positive but the 
potential of ADM as a solution to shortfalls in education service provision needs to be maximized.  
 
Notably, ADMs of ECCD services, such as the Mobile ECCD and on-the-air ECCD, have increased outreach in 
urban and remote areas with close to 110,000 parents benefiting from these alternative and innovative 
approaches.Jointly, DepED, the LGUs/barangays, and schools must raise parents’ awareness (especially 
mothers’) of the availability of ECCD services in a community and its environs and to encourage them to avail 
themselves of such services. 
 
Certainly, the ADM holds promise in solving the education crisis in the country and in addressing cultural 
specificities; therefore it should be maximized as far as possible. Scaling up its application is the next step. The 
BEAM-ARMM project is one such effort and is a well-placed one considering that ARMM has the highest poverty 
prevalence, lowest learning achievement, andlargest number of OOSC of all regions in the Philippines. Most 
schools in ARMM are located in major population centers, therebymarginalizing school-age children in remote 
communities. There are also 594 barangays(villages) without government schools. ARMM has the 
characteristics of a fragilestate, posing substantial development challenges—weak institutional capacity, 
poorgovernance, political instability, and persistence of armed conflict. 
 
The ADM supportsthe national government’s reform agenda to universalize access to preschooleducation and 
the ARMM’s Basic Education Act of 2010 to provide an integratedsystem of education that is culturally relevant 
to Muslim children. The ADM willintroduce the BRAC methodology in implementing the national core curriculum 
forpreschool and elementary levels and both will be enriched with the Arabic Languageand Islamic Values 
curriculum (ALIVE). The international experience in theintroduction of the BRAC education program in conflict-
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affected and poorcountries like Afghanistan and Southern Sudan brings a high probability of success inARMM 
where poverty and conflict is relatively lower. 
 
The success indicators will include:(i) increased number of Grade 1 entrants with ECE experiences; (ii) 
increasedcompletion rate in elementary level for OSY; and (iii) high passing rate of ADM completers in the 
National Achievement Test. Another success indicator will be theincreased participation of civil society in the 
delivery of quality basic education. 
 
Distance learning modes are particularly relevant to the Philippines, especially in the rural areas where school 
accessibility is a key barrier to schooling. 
 
Teacher Supply and Quality  
 
The classroom teacher is a key factor in making the teaching-learning environment childfriendly according to 
feedback from the field in the current study. The Magna Carta for Public School Teachers or RA 4670 passed 
in 1966 stipulates that any teacher engaged in actual classroom teaching must render not more than six hours 
of teaching hours a day, preparation and correction of other exercises and other work incidental to his/her 
normal working duties. DepED has revised its hiring policy as it shifted from credential to competency based. 
The Magna Carta has also been revised to look after teachers’ welfare.lxvi 
 
DepED data also show that the country lacks 103,599 teachers, 13.2 million chairs, and 95.5 million textbooks 
this school year.lxvii Government resources alone remain insufficient to address resource gaps. 
 
Teachers’ competency development has been programmed in the BESRA. By end of 2011, a competency-
based system for hiring, deployment, performance appraisal, promotion, and continuous personal and 
professional development of teachers shall have been implemented in all regions and divisions nationwide. lxviii 
 
Albert (2011) observed that considering current conditions, total teacher shortage net of teacher excess (across 
the country) is estimated for school year 2011–12 at over 160,000. On account of population growth trends, and 
meeting the EFA targets, the estimate of teacher shortage net of excess teachers in schools even increases to 
around 200,000 teachers. During the National Education Forum held on 26 May 2011, DepED Secretary 
Luistromentioned that for the school year 2011/12, DepED is short of about a hundred thousand (101,612) 
teachers.lxix 
 
DepED Central Office is reported to proportionally allocate the total new teachers allotted by the DBM at the 
national level to the regions on the basis of the aggregated DepED estimate of teacher needs. However, how 
these regional allocations are further allocated down to the divisions and schools was decentralized with 
instructions to prioritize schools on the basis of the rainbow spectrum. An examination of changes in the BEIS 
data suggests that regions that had very high PTR ratios did not always get a big share of the allocation of new 
teachers. This indicates that in past school years, prioritization of teacher allocation with the use of PTR rainbow 
spectrum may not always be observed. Ideally, the least PTR is expected in Grade 1 and the lower grades. 
However, per Albert’s analysis in June 2011, for primary schools, the rainbow spectrumlxx remains largely 
unchanged. This implies there has been no improvement in the PTR situation at the primary level. 
 
Under the BESRA, various teacher training activities have been conducted such as: (1) teacher mentoring on 
creative teaching strategies; (2) training on effective teaching-learning processes; (3) training on CFSS for pilot 
high schools; (4) orientations and study visits on ADMs; (5) training of guidance counselors and school nurses 
on life skills, sexually transmitted infections, and HIV/AIDS; and (6) training of trainers on CRC, CFSS goals, 
assessment, and multigrade teaching. These capacity-building activities complement BESRA Key Reform 
Thrusts (KRT) 2 and 3, which address teachers’ competencies and learning strategies for core areas of learning 
(CRC/C/PHL 2008, 74). 
 
Evidence of teacher bias in favor of girls (discussed in Chapter 4) is likely to be a risk factor in higher dropout 
among boys. Hence, “equity consciousness and gender fairness” must be deliberately inculcated and included 
in the teachers’ development program. Teachers are crucial in developing a gender-fair learning environment 
in the classroom. There may also be scope for some affirmative action in the hiring of teachers and in the 
provision of other incentives for male teachers in order to “defeminize” the teaching corps and increase the 
number of male role models. Teachers should be encouraged to perform home visits, especially where the 
school dropout rate is observed to be on the rise. Home visits enable teachers to speak directly with parents to 
figure out a way for the child to remain in school. Teachers, being in the front line, would be the first to notice if 
students are dropping out. Deliberate and consistent observation of such trends can be integrated into the SIP. 
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Further, school-teacher-community linkages could be used as a mechanism for the quick detection of truancy 
and dropout. Ways of reporting truancy among children can be worked out with village heads, local officials in 
the community who could help enforce the anti-truancy law, which has not been systematically enforced up to 
now. A strong school-LGU-community nexus is vital here.  
 
The teacher development program is work in progress. Its impacts remain to be seen in general and in particular 
on reducing dropout rates and keeping pupils in school. The holding power of schools (i.e., keeping children in 
school, especially those at risk of dropping out) lies in the teachers’ classroommanagement style, gender 
fairness, and the language of instruction. 
 
Teacher training programs have been largely project based. It is worthwhile enhancing them to upgrade not 
only teachers’ subject matter competence which is its current focus. Such programs must enhance teachers’ 
understanding and appreciation of child development principles and learning approaches to make the teaching-
learning process more stimulating and nurturing for children. This includes having greater sensitivity to the 
learning context of children at risk, those OOSC who need to be reached out to, etc. There is a need to enhance 
the health-promoting, gender-fair, protective and inclusive practices among teachers to encourage children to 
enroll, stay, and learn well. Beyond their subject competence, a good teacher needs to nurture a caring, healthy, 
safe, and inclusive environment and must be conscious of what is developmentally appropriate for young 
children. This has implications in preparing teachers for early grades and those in upper elementary and high 
school. 
 
Filipino and English are the two official media of instruction in the schools. In 2000, the Presidential Commission 
on Educational Reform recommended that the education system continue with its bilingual policy while 
expanding options for media of instruction by allowing the use of the regional lingua franca, or the vernacular 
language,lxxi as studies have shown that this will encourage pupils to stay, learn better, and perhaps reduce 
dropout rates. In some indigenous tribes, the local dialect is used for teaching from Grades 1 to 3 as in the case 
of the literacy project among the Matigsalug tribe of Bukidnon. This was reportedly a more effective way to 
entice children to enter and stay in school because it would enable them to follow classroom activities. The use 
of the first language can bridge more effective learning in English and Filipino and facilitate cognitive 
development. 

 
Learning Materials 
 
Availability and affordability are the key concerns in learning materials. Schools, in collaboration with DepED 
division offices, can find remedies by (1) getting the cooperation of the LSBs and obtaining approval for the use 
of the SEF to procure learning materials; and (2) mobilizing support from the private sector, philanthropists, and 
donor organizations. The first task is to identify the specific schools where there is a dearth of learning materials. 
The list can be used to find specific sponsors that can directly channel their donations to the concerned schools. 
 
Relative to the Kindergarten Law, the development of instructional materials are being done as the policy is 
being implemented. For example, in March 2012, the DepED Region 2 reported that they are set to provide 
kindergarten teaching modules to implement the K to 12 program for the coming school year 2012/13. The 
module specifies the step-by-step approach in teaching the kindergarten in alphabet and numbers. It also 
contains the lessons on arts and musical exercises that will enhance the skills of the kids in preparation for 
grade school.  
 
Aside from the module, DepED Region 2 will also provide educational materials, such as toys, instructional 
materials and others that would help the children to build up their skills. After the graduating rites in March 2012, 
the department is also set to conduct massive trainings for the newly hired teachers for kindergarten to ensure 
that the transition is smoothly done and to assure quality education of children. Furthermore, permanent 
kindergarten teachers who will be hired will also receive the same compensation, benefits, and bonuses as 
what regular elementary teachers receive.lxxii 
 
DepED Secretary Luistro said that in 2012, DepED will finally put to rest the problem on shortages in textbooks, 
disclosing that there will be a 1:1 book-pupil ratio in all core subjects such as Science, English, Math and Filipino 
(www.manilatimes.net/.../22128-DepEd-moves-). 
 
Meanwhile, DepED should strengthen its policy on ADM implementation to ensure sustained investment as well 
as full and timely utilization of resources for the production of supplementary learning materials that will make 
learning interesting to children. As mentioned earlier, DepED has issued in 2012 a policy guideline particularly 
on the utilization of ADM support funds to cover, among others, the development, production and reproduction 
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of ADM modules and other materials. More recently, DepED has initiated the development of guidelines on the 
implementation of flexible learning options.including the production of supplementary learning materials for FLO 
instruction. 

 
Management and Governance of OOSC 
 
Under the Governance of Basic Education Act of 2001 or RA 9155, the “school shall be the heart of the formal 
education system.” Thus, reforms under BESRA centered on SBM, a strategy to improve education by 
transferring significant decision-making authority from state and district offices to individual schools. SBM awaits 
full implementation which should be monitored closely by the DepED. 
 
More proactive school-based monitoring and management of school dropout  
 
Schools are in the best position to deal with OOSC. Teachers and principals should be the first to detect dropout 
trends in the classroom and in the school. Using the Student Tracking System (STS), the initial task for the 
school is to consistently track dropout trends and patterns from school report cards, including their causes, and 
implement appropriate control measures in the areas concerned. For this purpose, a strong link between the 
school and the community is vital. 
 
The DepED regional and division office planners must compile and analyze these data to enable evidence-
based understanding of OOSC, especially thosein Dimensions 2 and 4. In the course of the analysis, school 
heads can verify the existence of gender disparities in the various education indicators, including school dropout 
rates.lxxiii 
 
Among the critical tasks in the project identification phase is the preparation of the profile of the target clientele 
or beneficiaries. Sex-disaggregated data on OOSC/OSY/OSA in the community as well as SARDO in the school 
are generated and reported according to a template. The information to be generated will help in determining 
patterns that would be useful in the selection/design of appropriate interventions. Should projects involve the 
hiring of personnel or facilitating access to livelihood opportunities, equal opportunity is to be provided to both 
men and women. The latter refers to mothers of OOSC/OSY/SARDO (STRIVE 2007 project document).DepED 
has developed practical guidelines for DORP at secondary level, which is collaboratively planned and managed 
by the school head, teachers, students, parents, and other key stakeholders. Technical and administrative 
support is given by the division, regional, and central offices.lxxiv Its principles canbe used to design OOSC 
control measures at the primary level.   
 
A Student Tracking System has been developed and implemented with support from UNICEF. It serves as an 
early warning tool for children who are at risk of droppingout and not learning. STS includes sociocultural and 
economic background of each child and his/her family. However, the implementation of STS has been put on 
hold by DepED in light of the phased implementation of the School Information System (SIS) where STS is one 
of the modules. In addition to STS, there are other existing school-community mechanisms that track OOSC. 
The Community-Based Management System implemented in selected barangays nationwide regularly collects 
data on number of school-age children not in school. 
 
Given the disaster proneness of the Philippines and the continuing conflict inMindanao, the recommendations 
of the UNICEF-EEPCT Progress Evaluation are worth heeding:The government, in particular, should: 1) support 
and construct typhoon-resistant buildings—such as core shelters, community centers or churches to serve as 
evacuation centers, instead of schools; 2) take a proactive approach to DRR and prioritize prevention and 
preparedness using a vulnerability model rather than one that is hazards-based; 3) prioritize the inclusion of EiE 
and DRR in the Basic Education Sector Reform Agenda and disseminate curriculum down to the school level; 
and 4) include details on value-added tax payments and process in memorandums of agreement with partners 
in advance ofimplementation to avoid delays and confusion.  
 
 
 
 
Financing Education of the Primary School-age OOSC 
 
The national budget for basic education has been steadily increasing even if it continues to be insufficient to 
meet the basic requirements of DepED and DepE-ARMM. More and more LGUs’ special education and other 
funds are being meaningfully mobilized to finance the implementation of schools’ and school divisions’ 
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improvement plans. In general, more and sustained investments are still needed to significantly improve the 
quality of public education which has deteriorated consistently over the years. A specific concern is that the 
education budget of the country focuses almost entirely on the formal school system and speaks little on OOSC 
and other marginalized groups. 
 
Education financing was found to be highly deficient in Visayas and Mindanao. Unlike in other parts of the 
country, the SEF in these areas is not sufficient to support the needs of basic education. Aid funds, either loans 
or grants, have filled this financing gap. But there is a need to rationalize foreign assistance in education 
according to the relative needs of various regions and provinces.Rightfully, the Strengthen Implementation in 
Visayas Education (STRIVE) focused on the Visayas and Basic Education Assistance for Mindanao (BEAM), 
mostly in Mindanao. There is also the World Bank-funded BESRA reform package. In previous years, donors 
have made funds available; USAID through EQuALLS and AUSAID through BEAM have helped DepED and 
DepED-ARMM implement strategies to further improve the quality and expand the reach of the nonformal 
learning system for Muslim OOSC and OSY in Mindanao. Nonetheless the challenge remains for DepED and 
DepED-ARMM to share greater responsibilities, such as in: (1) institutionalizing and mainstreaming ALS 
strategies that have been proven effective and efficient; (2) bringing the benefits of the DepED NFE A&E 
program to more Muslim OSY and OOSC by enhancing its relevance and responsiveness to the context and 
culture of Muslim learners; and (3) bringing forward the ALS program to include portfolio assessment and 
equivalency matrix of learnings gained through the informal system. 
 
The World Bank also addressed concerns for equity, efficiency, and quality of elementary education through its 
Third Elementary Education Projects (1990–1992; 1996–1998) and, in 2006, through the National Program of 
Support for Basic Education (NPSBE). The NPSBE was designed to support the implementation of DepED’s 
BESRA over a five-year period beginning 2006. Thanks to donor gencies,DepED-ARMM was made a significant 
project beneficiary. Regrettably, both the national EFA and BESRA plans are inadequate for defining mostly the 
priorities of DepED to the exclusion of DepED-ARMM. 
 
Most recently, Japan and ADB gave a USD1.5 million grant to the Philippines to support a public-private 
partnership that will put 6,000 children in new preschool classrooms in impoverished rural communities by 2014. 
The grant from the Japan Fund for Poverty Reduction, as financed by the Government of Japan and 
administered by ADB, will build 60 preschool buildings in southern Luzon and western and central Visayas. 
Another USD2.04 million will be financed by DepED and private partners led by the Gawad (AGAPP) 
Foundation.It will build fully equipped preschool classrooms and libraries, train preschool teachers, and conduct 
research on effective preschool programs. It will also mobilize partnerships and resources to fund inputs and 
implement activities. The grant aims to provide child-friendly preschool classrooms and quality programs to 
prepare poor Filipino children to successfully attain and complete their elementary and secondary education. 
The project will also remove other barriers to education by providing a school-feeding program and incentives 
to send children to school.  Local NGOs will work on the feeding program for the preschoolers and livelihood 
support for parents to sustain the nutrition and feeding program (Asian Development Bank 2012). 
 
DepED has been working to close resource gaps, includingon resource gaps on textbooks by the end of the 
year particularly in typhoon-affected areas. School heads help ensure that textbooks are kept dry despite 
flooding.DepED allocated for the construction of 15,000 classrooms in 2012 and another 15,000 in 2013.Taking 
into account counterpart classroom construction projects with LGUs and donations from private organizations 
and foreign aid agencies, it is possible that the shortage of 66,000 classrooms may be addressed in two years. 
DepED will only need to catch up with the increasing student population in the years after 2013. 
 
DepED’s project with other agencies including the Department of Environment and Natural Resources (DENR), 
TESDA, and the Philippine Amusement and Gaming Corporation (PAGCOR) will help close the gap in school 
chairs within end 2011 to 2012 resulting from recent typhoons in the Philippines.lxxv 
 
Under STRIVE, one resource window is the Support Options for Basic Education grant, a flexible funding 
support for projects to increase access of OOSC/OSY to quality basic education and to reduce SARDOs. It shall 
address cross-cutting themes of gender equity, environmentalconservation, and preservation of cultural 
integrity. How well this facility been used by schools in the Visayas to reduce the number of OOSC is stll to be 
known.  
 
DepED, with funding support from AusAID, also recently came up with a facility called the Philippine Response 
to Indigenous Peoples and Muslim Education. Through this, most needy divisions will be able to tap extra 
resources to improve school participation, completion, and learning of IPs.    
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In 1999, the child-friendly school (CFS) project was piloted in 131 elementary schools, with the goal of improving 
quality of education by transforming schools into healthy, tolerant, inclusive, and protective learning 
environments. Over the years, the project has expanded to include 5,000 elementary schools and 61 secondary 
schools. The Philippines’ CFS strategy indicates that its major success has been in helpingkeep children in 
school. Sixteen of 24 areas had lower dropout rates than non-CFSS counterparts, and 18 of 24 child-friendly 
schools had reduced repetition rates. These gains were strongest in small schools where teachers were better 
able to follow individual learner performance. Findings show that in 15 of 24 monitored areas, child-friendly 
schools did better than non CFSS schools in achievement tests. As a result of implementing the Student 
Tracking System, the schools reported improved teacher-student relationships, with educators more inclined to 
be patient and understanding of students with behavioral problems 
(http://www.unicef.org/devpro/46000_53005.html).lxxvi 
 
Civil society and the nongovernment sector have proven to be an important source of support; however, a 
systematic documentation and assessment of the impact of their contribution to basic education is yet to be 
done. One such supportive NGO is Children’s Hour (CH) which specializes in fund raising from corporate 
foundations, philanthropists, and private donors. Initiated by the International Youth Foundation, CH appeals to 
individuals and corporations to contribute one hour of their salary per day to help build the fund. Annually, CH 
disburses PhP10 million to various NGO partners that implement meritorious programs, including literacy and 
basic education projects for children. From 1999 to June 2010, CH was able to raise PhP178 million. 
 
DepED-ARMM has parallel efforts to mobilize local resources to augment its nationally sourced budget to fund 
the region’s basic education programs. Suggestions have been offered to DepED-ARMM to help it further 
improve its financial management system. 
 
In January 2012, the Development Bank of the Philippines (DBP) urged LGUs and educational institutions to 
take advantage of its PhP10 billion Financing for Public Basic Education (FPBE) loan facility. The facility is 
intended to catalyze the improvement of thepublic school system by encouraging LGUs through the local 
school boards to invest in facilities that would improve the learning environment of public schools. Maximum 
loanable amount is up to 90 per cent of the total project cost or winning bid price, whichever is lower. Depending 
on the nature of the project and repayment capacity of the client, the maximum tenor of the loan is 10 years 
inclusive of up to two years grace period on principal. The FPBE targets low-income communities, such as 
fourth to sixth class municipalities and fourth to fifth class provinces. Priority is for regions that are most in needof 
school facilities such as Central Luzon, Southern Luzon, Bicol, Central Visayas, Eastern Visayas, and Southern 
Mindanao. The facility will specifically fund land acquisition for education-related purposes and construction, 
repair, or renovation of classrooms, libraries, laboratories, restrooms, recreational areas, study areas, and 
similar facilities. LGUborrowers can also access funding to purchase furniture, bookshelves, audio-visual 
equipment, school supplies and materials, andtransportation. (Ted Torres. DBP has P10B for education loans. 
The Philippine Star. Updated January 27, 2012.) 
 
Funds and resources are being mobilized to promote universal education. However, there must be a framework 
for accountability and transparency in the use of funds for better management and to ensure equity in basic 
education. DepEd needs to take stock of its aid resources and the incremental gains from aid programs. It has 
the duty to synergize and optimize ODA-funded programs so that reforms are harmonized and coherent.  
 
Day-to-day oversight of aid-supported programs must ensure that (1) the reform program is implemented; and 
(2) effective reforms mesh into the education mainstream and get institutionalized. In the many reform regimes 
in the Philippine education system, the institutionalization and scaling-up process warrant considerable 
improvement.  
 
Further mobilization of resources, if necessary, can be done at the local and national levels. DepED can draw 
up a “white list” of schools and areas that need funds to meet education needs and that have high dropout rates 
and high incidence of OOSC. (Division offices can draw up a similar white list that disaggregates the barangays 
and schools that should be given priority assistance.) Donors can then contribute according to need. This is to 
make sure that the needy and unaided are able to get much-needed resources.  

 
School accountability. Management of the OOSC phenomenon should clearly be an accountability of the school 
in collaboration with the local government and the community. Outcomes such as zero OOSC and other access 
indicators should be an integral part of developing a report card system for schools.This idea is affirmed by the 
late Jesse Robredo, Ramon Magsaysay awardee in public service, in the following words: 
 

http://www.philstar.com/Article.aspx?articleId=771521&publicationSubCategoryId=66
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“The absence of a clear accountability system makes our public school measurement system unresponsive. 
While measurement is done both at the national level and the division level with the annual achievement test 
administered to the students, no one is made to answer for the results in a meaningful way. The achievement 
test conducted for a selected grade level each year provides a snapshot of how the schools, divisions and 
regions are faring. However, it could have better served its purpose if the performances of principals, 
superintendents and regional directors are tracked based on the improvements on achievement levels over time 
of the jurisdictions under their watch. This will compel them to localize programs that will address the 
inadequacies in subject areas of their respective assignments. This will compel the superintendents to make 
the subject area supervisors, principals and consequently the teachers to answer for the improvements in 
academic proficiencies of their pupils. (Let me clarify that what should be measured would be the improvement 
in achievement levels rather than the absolute scores.) This will refocus the resources and energies of our 
education officials to what is important—improving the academic proficiencies of our pupils. 
 
Our experience in Naga City demonstrates that this can be done, especially with a cooperative division 
superintendent. Diagnostic tests were conducted at the beginning of the year and post-tests were conducted at 
the end of the year for all grade levels and subject areas. By comparing the results of the diagnostic test with 
that of the post-test, we were not only able to assess students’ achievement levels but also the proficiencies of 
the teachers for the different subject areas per grade. In fact, a portion of the incentive allowance provided by 
the city government to the teachers was determined by the improvements in achievement levels of the school—
meaning to say, that those who did better received more. While this system needs refinement, especially in the 
area of ensuring the integrity of the testing process, it provides the mechanism that introduces accountability in 
the current scheme of things. At the moment, it seems that no one is made to answer for the poor achievement 
levels of our school children. 
 
While at it, participation rates and completion rates should also form part of measuring the effectiveness of 
principals and teachers. The closest link to the pupils and the parents are the principals and the teachers. While 
these access indicators may seem to be mere statistics at the national level, at the school level, these are warm 
bodies whose future will be determined by the level of education they will receive… But to emphasize, at the 
school level, the numbers are mere incidentals of what happened without the benefit of a deliberate and focus 
program to put children in school...Corollary to this accountability system, the superintendents should be made 
accountable for their principals, the regional director for their superintendents and so on and so forth, until the 
buck stops at the Department of Education Central Office— the Secretary. Clearly, by focusing on what our 
education officials should be made to answer for, we can compel them to be more responsive.” (The Missing 
Element in Education Reform October 21, 2007, Jesse Robredo blog site, http://jesserobredo.wordpress.com) 
 
Support for community and NGO initiatives in basic education. DepED needs to fast-track the incorporation of 
basic and functional literacy programs in the community-development initiatives of other government agencies 
such as the Department of Agriculture, Department of Environment and Natural Resources, DOH, DSWD, and 
the Department of Agrarian Reform.lxxviiADM-related efforts of local governments and NGOs should be 
strengthened and intensified to help address the OOSC phenomenon at the preprimary and primary levels. 

 

Analytical Summary 
 
The review of policies reveal that there are numerous policies aimed at reducing, if not eliminating, barriers and 
bottlenecks faced by preprimary and primary school-age children out of school and those at risk of dropping 
out. Such policies address both supply and demand barriers. Some policy gaps pertain to eliminating late entry 
as much as possible, and parents’ and teachers’ perceptions of school readiness. Significantly, many strategies 
and tactics have been tried out by the DepED through the years. Table 3.1 summarizes the policy measures 
and gaps and Annex 4 summarizes some of the practical measures toward OOSC reduction. 
 
The imperative is to intensify and bring in more focus (with minimal political interference) and vigor into the 
implementation of BESRA reforms. The aggressive and fruitful drive to get all sectors involved in filling the 
school and classroom deficit is a case in point. No new strategy is involved but a renewed vigor is bringing in 
the desired results borne from a sense of responsibility for bringing every child, regardless of gender, to school, 
keeping them in school, and maximizing their learning. This is underpinned by political will, resolute leadership, 
and the empowerment of school heads. 
 
On the demand side, the key barriers are poverty, parental and teachers’ perceptions of school readiness, and 
parental (especially the mother) education. Caution is raised about the perception that children are too young 
or lack interest. This may also reflect lack of teacher readiness to apply developmentally appropriate teaching 
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style to children seen to be ‘too young.’ Also, lack of interest may well be that of parents who will use this as an 
alibi for their financial limitations to send their children to school. 
 
Need to determine the magnitude of OOSC in a locality and ascertain the scope of the strategies and 
interventions to be applied.If the government is to get serious in ensuring that there is no child left behind, the 
immediate task is to define the universe of out-of-school children: map and identify the fiveyearolds who are not 
in kindergarten, or any form of ECCD or preprimary school and the primary school-age who are not in school. 
There is a need for schools to undertake a mapping of the out-of-school children in the communities and this 
could be done in collaboration with the LGUs and the support of the local school boards. This is needed to 
determine the magnitude of the OOSC problem in the barangays and municipalities and to design catch-up 
programs for the OOSC.  
 
Demand-side policies. 

 
The preprimary and primary school-age OOSC phenomenon is largely an issue of late entry in school. Two 
practical measures needed to reduce primary OOSC are: advocacy for parents to enroll their children on time 
and facilitation services in obtaining birth certificate. Relative to the latter, schools can request NSO to have a 
desk at the schools especially during the registration period. An added measure is the standardization of the 
interpretation on the rule regarding age of entry to school. 
 
A practical measure that can yield immediate results is for DepED to intensify the campaign for on-time school 
entry through PTAs, LSBs which can be addressed through Communication For Development (C4D) and 
enforcement of the Anti-Truancy by the LGUs, and the barangay heads. This can raise enrollment to nearly our 
target of universal primary education.  
 
Advocacy materials can be developed and disseminated to parents through community organizations with the 
aid of LGUs. Advocacy and information campaigns are needed to motivate parents to enroll children on time, 
particularly in preprimary- and primary-school levels with low NER/attendance rates and to be aware of the 
importance of preschool education and the availability of such. Where parents, especially mothers, have low 
educational attainment, they may not be aware of the availability of ECCD centers and the services they offer. 
They cannot motivate and push their young preschool children to go to preparatory classes if they do not know 
that such centers and services exist and if they are not aware of the importance of early stimulation to children’s 
readiness and performance. 
 
Adult literacy classes for mothers and parents can be set up for communities with high incidence of OOSC, in 
light ofthe established relationship of parental education to school participation and completion. The design of 
family development sessions in the 4Ps may be improved considerably to address the needs of parents, 
particularly mothers. The Philippines had a well-regarded parent-education program back in the 1970s, which 
is considered an important achievement in Philippine education, as stated in the EFA 2000 assessment. lxxviii It 
may be worth making use of this program, especially in the family development sessions of the 4Ps and possibly 
link with family services in the CCT. 

 
Teachers must be encouraged to pay attention to the presence of these risk factors among their students and 
introduce measures to address the risk factors.There is evidence that lack of ECE, being overage, repetition of 
a particular grade level, and low achievement are risk factors for dropping out of school although the evidence 
is currently “soft.”  
 
Poverty stands out as a barrier to schooling across the 3DE categories and policies to fight it are embodied in 
the national anti-poverty policies. Education is itself an anti-poverty policy because it lays the ground to get out 
of poverty.A current policy is the CCT which provides a safety net for children of poor families to help them 
obtain basic education and thus escape the vicious cycle of illiteracy and the poverty trap. But the CCT has a 
finite life span of five years, and there are questions of leakages and sustainability. The CCT needs to be 
evaluated and, if found promising, extended beyond the project lifetime. There are some areas of design that 
can be improved to address gender disparities and dropout rates such as providing extra cash to boys and to 
older children.  
 
Clearly, while the CCT helps to lower the opportunity costs of poor families in sending their children to school, 
the CCT is not enough to address poverty, a major barrier to school enrollment and attendance. Strategies must 
factor in the impacts of disasters and conflict on schooling and education. Broader macro solutions like a 
coherent population policy, an antipoverty strategy, and an effective livelihood and employment promotion 
program must be pursued vigorously by government in tandem with the CCT. Macro policies pertaining to the 
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management of climate change impacts on the poor, as well as the installation and more vigorous 
implementation of economic development strategies that will lead to more job creation will have great import on 
continuing school attendance and ultimate completion. Education is now getting the attention it deserves under 
the new administration but needs the creation of an enabling economic environment – a major gap to be 
filled.Local governments have a big role to play with DepED.  
 
School readiness has been addressed by several policies such as the policy on universal kindergarten, and 
supply-side interventions, including the provision of preschool and ECCD services in every barangay. Student 
Readiness Assessment and the eight-week ECE for Grade 1entrants are also considered promising 
interventions. Results of the SReA can feed more into how kindergarten students are taught in the classroom. 
The impact of the eight-week ECE needs to be monitored and evaluated. Prompt data collection and 
examination of available information is needed. 
 
DepED can focus on regions and divisions where OOSC incidence in primary school is high. Based on 
monitoring and evaluation and impact evaluation studies, effective programs, when identified, can be scaled up. 
Having ECCD services does not necessarily mean that they will be used by target groups, especially if the 
ECCD centers and services are not well known to them. In the consultations for the preparation of the National 
Plan of Action for Children (2005–10) it has been observed that there is low use of health and education services 
because of the lack of information and due to geographic location (i.e., those living in the uplands, far-flung and 
remote communities are mostly affected). Furthermore, each barangay DCC has an average of 30to 45 students 
per session and current data indicate that among the three- to five-year-old age bracket (6.5 million children), 
less than 30 per centhave availed themselves of day care and other alternative early learning services, such as 
the supervised neighborhood play groups or child-minding centers for younger children for the poor. 
 
The adoption of the universal kindergarten policy is expected to diminish the problem of five- and six-year-old 
children being out of school. While universal kindergarten is well suited to enhancing school readiness, there 
are serious challenges to the full implementation of the policy. For example, in June 2011, some 45,000 
kindergarten teachers were needed but there were only 22,000 at hand. The universal kindergarten policy was 
rolled out only in 2011 to commence together with the K-12 program. Thus, its impact cannot yet be assessed. 
The first task is for schools to monitor and report preprimary-school enrollment to the division and regional 
offices of DepED and to determine the number of five-year-olds who are not yet in kindergarten or any form of 
ECCD which will become the basis for developing kindergarten catch-up plans in future. 

 
Supply-side Policies 
 
Policies pertain to school and classroom provision, learning materials and textbooks, teacher supply and quality. 
 
ECCD and Kindergarten. With regard to five-year-old children, the government has continued to provide 
additional resources to DepED for the establishment of preschool classes within the existing public elementary 
schools. This resulted in an increase in the number of public pre-elementary classes from 8,265 in 2002 to 
10,655 in 2005. The private sector has also expanded its ECE services, particularly in urban areas (Philippines 
EFA MDA 2008, 32). Relative to ECE, the Country EFA Mid-Decade Assessment highly recommends the 
following policy actions and programs: (1) increase public and private investment in ECE to build more facilities 
for an increasing number of three- to five-year-old enrollees; (2) support alternative modes of delivering ECE 
(home- or community-based); (3) improve the quality of ECE services by strengthening the 
registration/accreditation system; and (4) intensify the health and nutrition component of ECE (Philippine 
EFA_MDA 2007, 147). These recommendations remain valid in SY 2011–12. 
 
There should be a stronger and sustained advocacy to scale up the provision of ECCD services in the public 
and private sectors. ECCD services are delivered in four modes: through day care centers, homes, preschools, 
and health centers or clinics. In June 2010, 1.5 million children were served by 48,915 day care workers in 
48,921 centers. Nearly a million six- to eleven-year-old children had no ECD experience. A total of 506,612 
boys and 414,268 girls had no ECE at all, a factor that might have contributed to the lack of school readiness.  
 
Though the supply of center-based ECCD services has increased, the dropout rate has not necessarily 
diminished. The low participation in center- and school-based ECCD programs suggests the need for 
alternatives for two- to five-year-old children that are more affordable and accessible, such as the small and 
informal neighborhood playgroups for young children and mobile ECCD (i.e., ECCD-on-horse) in areas that are 
difficult to reach. Some NGOs and LGUs demonstrate that these are viable and appropriate in cases where 
many impoverished children excluded from ECCDs are taken care of by their families.     
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The quality of services provided in preschools and DCCs varies according to curricula. The number of DCCs 
has expanded through the establishment of privately run day care centers operated by NGOs and private 
entrepreneurs but this also posed the problem of quality. Consequently, DSWD formulated standards/criteria 
for accrediting DCCs. A total of 27,864 DCCs (70.51 per cent of the number of day care centers in 2005) were 
accredited, up from just 16,130 (47 per cent) in 2002. However, as pointed out in Chapter 2, there are concerns 
that this figure actually includes a huge number of DCCs (and DCWs) with expired accreditation. 
 
There is a national network of center-based ECCDs for three- to five-year-olds. Although there has been 
significant increase in the number of DCCs within a span of two decades after decentralization, participation 
rates have not increased significantly in the target age group (Bautista 2010, 1). It may be that Filipino families 
generally prefer to take care of infants and toddlers in their homes or within the neighborhoods, which explains 
why there is very little demand for group- and center-based ECCD services for these children.lxxix 

 
Primary education. Government has vigorously pursued efforts to address shortages of classrooms at the 
primary school level, in collaboration with the private sector, LGUs, and the international development 
community, such that the current DepED leadership expects classroom shortage to be resolved by 2014. At the 
same time, ADMs, also known as flexible learning options, continue to be adopted to reach out to disadvantaged 
children, such as those in remote and sparsely populated rural areas and conflict-affected areas. The policy 
direction is toward expansion and mainstreaming of ADMs to make the education system more inclusive and 
flexible. Current policy initiatives need to be strengthened to ensure greater investment and more equitable as 
well as full utilization of available resources for ADMs. 
 
The OOSC phenomenon in the country is also found to be significantly rooted on teacher shortage both in terms 
of quantity and quality. Analysis of trends in PTRs especially at the primary level suggests the need to enhance 
the system of prioritization of teacher allocation down to the provincial or division level. 
 
On the other hand, the OOSC problem can also be significantly addressed through the implementation of 
appropriate and effective in-service and pre-service training programs that will equip the teacher with greater 
subject matter competence, enhanced understanding of child development principles, and better teaching 
skills.Teachers need to be aware of the different interests of children and incorporate these interests to 
maximize classroom learning. Teacher training on child-centered and inclusive approaches so that children will 
find school and teaching-learning process interesting, stay in school and learn, must be given priority. 
 
Teachers’ training must incorporate inputs on factors on OOSC and primary school-dropout rates. The findings 
of the present study should be shared with, and disseminated to them.Teachers must be oriented on disparity 
analysis, including gender-based and ethnicity-based analysis. 
 
Incentives to promote the welfare of teachers at the preprimary and primary schools should be established in 
order to enhance their commitment and motivation to bring OOSC into the school system or to facilitate 
children’s access to learning opportunities at preprimary and primary levels. This can come in the form of cash 
or noncash incentives for attaining zero OOSC in the community. Support for such incentives can be obtained 
from the local school boards. 
 
On learning materials, the current DepED leadership has expressed confidence in meeting the desired 1:1 book-
pupil ratio. Especially in support of ADM implementation in marginalized communities, this needs to be 
complemented with adequate investments in supplementary learning materials that promote active and flexible 
learning among children. 
 
Finally, DepED needs to institute ways to engage the school and community together in a deliberate process to 
address issues of access, quality and governance of basic education. Beyond tracking truancy, the various 
stakeholders on the ground would do well in collectively analyzing the situation of children and learners, 
identifying appropriate strategies, and interventions, actually implementing them and monitoring the results. 

 
Improvement in Education Governance 
 
As earlier mentioned, accountability for OOSC is in the hands of the schools, in collaboration with LGUs and 
DepED and should be factored into the wider SBM reform being put in place under the BESRA. The latter must 
be implemented and fast-tracked. Dealing with input deficits is discussed in BESRA. The fourth KRT is about 
ECE, ALS, privatesector participation—elements that are needed for OOSC incidence reduction and the 
promotion of UPE. Therefore, SBM must be fully implemented, and this must be done with a sense of urgency 
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if the MDG goals are to be caught up with. DepED division offices should ensure that schools under their 
supervision practice SBM and provide appropriate technical advice, as necessary. 
 

Specific tasks include: 
 

There should be a mapping of all five-year-old children in each community/school, identifying those who are not 
enrolled and tailor-fitting kindergarten programs that will fit their needs. It is also imperative that DepEd plan out 
its kindergarten teacher requirements, identify options for filling the needs and developing a training program 
apt for the specific profiles of kindergarten teachers, especially those who will deliver the catch-up plans.  

 
At the DepED Central Office, specific targets for kindergarten can be identified using BEIS data. Kindergarten 
schools with high input deficits can be systematically established and prioritized for action. At the regional, 
division, and school levels, disparities by sex, ethnicity, and possibly other relevant factors may be identified 
and should be analyzed. The patterns and causes of gender disparities and other education inequities must be 
identified and understood in order to develop an appropriate action program to address the OOSC phenomenon, 
especially at the school level.  

 
The results of the SReA should be analyzed for their implications on classroom management. School readiness 
assessment must be sustained but its results must be analyzed to determine competencies and competency 
gaps of children entering Grade 1. This information gives teachers a better handle on managing the classroom 
and directing learning processes and outcomes.   

 
ADMs can be used to reach OOSC. Homeschooling is an option but there is a need to popularize it among 
parents and mothers. In addition, there ought to be regular capacity-building activities for parents to undertake 
homeschooling. 

 
 
School Accountability 
 

Trends in education outcomes of schools need to be examined to detect as early as possible if there are 

systematic trends that can be the subject of school intervention. A time-series analysis could help school heads 

and understand better the dynamics of the dropout trend in their schools and suggest areas for improvement of 

school-based and classroom management. This should be complemented with situational analysis by planners 

of DepED division offices to determine if broader or higher level interventions are parallel withinterventions. For 

example, for the low-income parents, linking them to livelihood may be necessary. 

 

Monitoring and evaluation must be regularly conducted within DepED to ascertain the effectiveness and impact 

of OOSC-related policies and, for that matter, all education policy interventions. This should lead to linking the 

effect of supply-side reforms on reducing primaryschool-dropout rates and OOSC incidence and to steer the 

direction of policy interventions. Also, there is a need to strengthen the link between school and community 

monitoring system to address OOSC. 
 

Accountability for UPE and OOSC reduction can be instituted by including it in the 

schoolperformanceassessment indicators and the Quality Assurance Framework of DepED. Reduction of 

OOSC incidence and dropout rates, including gender and other disparities, can be integrated into school and 

division report cards. Incentives can also be given for achieving significant OOSC incidence reduction. Grants 

for school improvement and awards for zero dropouts in primary school can be made.  

 

Also, SBM is being scaled up nationwide and there is an ongoing reform in the Philippines. Initial evaluation by 

the World Bank (March 2010) indicated positive results but strongly suggests the need to collect data as the 

roll-out is being done. This would facilitate scientific evaluations in the future. (The Effects of School based 

Management in the Philippines: An Initial Assessment with Administrative Data.)lxxx 

 

External Stakeholders’ Participation 
 

Area-based actions may be necessary. For example, in MIMAROPA, Northern Mindanao, and Central Luzon, 
more boys than girls are out of primary school. ARMM is a special area of concern because girls are out of 
school here than boys. National-level actions should be coupled with area-based actions to take into account 
the community-based nuances of the OOSC phenomenon. Because problems occur at the community and 
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village level, local actions are required. Regional and provincial education development plans must factor in 
equity analysis, (i.e., looking into the OOSC phenomenon in a particular locality, including gender disparities, 
ethnicity-based disparities, and other community factors). Program development and implementation should be 
based on a bottom-to-top analysis rather than being prescribed from DepED Central Office. For example, 
schools and division offices can initiate actions on gender disparities even in the absence of a gender policy 
from the top. Regional offices and divisions can identify schools where disparities are marked and, with an 
understanding of the dynamics of the OOSC phenomenon, devise an action agenda that will improve 
opportunities for children to go to school and stay in school.  

 
DepED must partner with LGUs in monitoring primary school-age OOSC in their localities and putting this on 
the agenda of LSBs. LGUs can help implement antitruancy laws and other programs to bring children to school. 

 
The findings of this study need to be disseminated to LSBs and LGUs, especially in areas with high OOSC 
incidence. DepED must advocate for the mobilization of SEF to address dropouts and OOSC.  

 
Practices that have worked well, such as public-private partnerships (i.e., Adopt a School, Brigada Eskwela, 
etc.) that help reduce school and classroom deficits in particular areas, will need to be intensified.  

 
School Resources 
 

The gender budget of DepED division offices need to be harnessed to address gender disparities. Affirmative 
action must be taken for the systematically disadvantaged group (i.e., boys in primary school dropping out more 
than girls).  

 
Financing  Education of OOSC  
 
Advocacy and information dissemination. To complement school-based interventions, DepED needs to 
advocate with LGUs the use of SEF for the training of kindergarten teachers and the development of 
kindergarten instructional materials. Information materials should be in the vernacular and in popular form in 
order for parents in rural and remote areas to appreciate and use them. 
 
DepED must advocate with DSWD for LGUs to target more effectively assistance given to poor families (for 
both education and socialprotection interventions) rather than offering universal assistance (e.g., by making use 
of the DSWD’s National Household Targeting System). It must also advocate with the national government for 
the sustained implementation of the CCT beyond the present administration (specifically, its coverage of five-
year-old children). 
 
DepED and PIDS, with active support from UNICEF and other education stakeholders, must vigorously 
disseminate the findings of the Philippine Country Report on OOSC, particularly on education inequities (e.g., 
gender disparities, regional inequalities in education outcomes) and especially with its key partners (e.g., 
DSWD, LGUs, and NGOs). 
 
Action programs to address input deficits. DepED, together with budget managers, must continue 
addressing input deficits and, together with DSWD, improve the training of DCC and kindergarten teachers. The 
scope for assistance from training providers (e.g., TESDA) may be explored and maximized.   
 
DepED and DSWD need to continue the capacity-building activities of ECCD workers. CWC has developed a 
comprehensive human resource development program for ECCD workers intended to upgrade their level of 
knowledge and skills as well as provide them with career advancement opportunities. There are also capacity-
building efforts aimed toward the accreditation and expansion of DCCs, as well as expansion of coverage and 
upgrading of the quality of preschools, and improving the implementation of home-based ECCD services. More 
than 23,000 ECCD workers have been trained on the core competencies of ECCD to enable them to fully 
support young children’s growth and development (CRC/C/PHL/3-4 2008, 71). 
 
Synergize and optimize aid-funded programs. DepED must optimize and synergize the programs and 
strategies of NGOs to address the OOSC phenomenon and dropout rates.  

 
 
Implementing BESRA 
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Finally, the many years of policy reforms in the educational system has led to many changes, experiments, 
approaches, and schemes. There has been a plethora of policies and new policies appear to be superfluous at 
this point. Many strategies and tactics have been tried out by DepED throughout the years. Annex 4 summarizes 
some of the practical measures toward OOSC reduction. The main elements (8Es) of an OOSC reduction 
strategy appear to be there and must be conscientiously implemented and sustained. 

Enhance school readiness 
Enforce the universal kindergarten policy 
Educate parents (toward on-time enrollment, value of ECE) and teachers (how to keep boys in school) 
Encourage on-time enrollment 
Expand, enhance, and sustain the School Health and Nutrition Program 
Early detection and quick action on OOSC at the school level 
Establish accountability mechanism for OOSC reduction at the school level 
Economic empowerment of families and households through CCT and linkages/referral to antipoverty 
programs (i.e., microfinance, livelihood and employment promotion, etc.)  
 

The imperative is to intensify and bring in more vigor into the implementation of BESRA reforms and focus (with 
minimal political interference). The aggressive and fruitful drive to get all sectors involved in filling the school 
and classroom deficit is a case in point. No new strategy is involved but a renewed vigor is bringing in the 
desired results borne from a sense of responsibility for bringing every child, regardless of gender, to school, 
keeping them in school, and maximizing their learning. This is underpinned by political will, resolute leadership, 
and the empowerment of school heads.  
 

 

 

 

 

 

 

 

 

 

 

 

 

Chapter 4: Analysis on Why Boys Do Poorly 
 

Background and Context 
 
The Education for All Mid-Decade Assessment (EFA MDA) conducted in 2005 suggested that there was still an 
unacceptably high number of children, primarily girls, who were not in school and a substantial number of 
persons, chiefly women, who were denied their right to an education. Out of 176 countries for which data are 
available, 62 countries have a gender parity index (GPI) in primaryschool participation in favor of boys and nine 
in favor of girls. In some countries in East Asia, particularly Malaysia, Mongolia, the Philippines, and Thailand, 
net enrollment ratios are lower for boys than for girls. The disadvantage of males in education opportunities and 
learning outcomes has also been observed in the United States, United Kingdom, Canada, Australia, and Pacific 
island nations. This chapter provides a discussion of existing gender disparities in primary education in the 
Philippines in terms of access, dropout rate, retention rate, literacy rate, and achievement. It also presents the 
demand-side and supply-side factors that might explain why boys are underachieving in primary schools and 
reviews existing policies and interventions that directly or indirectly address the disadvantage of boys at the 
primaryschool level. Based on the key findings, recommendations for further actions are made. 
 
The 2008 APIS reveals that boys are already at risk of exclusion from education opportunities. Among primary 
school-age OOSC, 56.9 per cent are boys. The proportion of OOSC that are boys is even bigger for secondary 
school-age children (63.7 per cent). In both primary and secondary education, the participation rate of boys is 
lower than that of girls regardless of per capita income. Table 17 shows the percentage of preprimary school-
age children in school by wealth index. From the richest to the poorest households, there are more preprimary 
school-age girls who are in school than boys.In addition, as indicated in Chapter 1, not only is the proportion of 
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boys in primary school (and even more so in secondary school) lower than that of girls, but more boys in primary 
and secondary school are also overage for their grade or year level than girls.  

 
Table 17. Preprimary School-Age Children in School, by Wealth Index Quintile 

Wealth Index Quintile Male Female 

Poorest 44.0 50.5 

Second 56.0 60.5 

Middle 67.2 73.8 

Fourth 81.5 81.7 

Richest 89.3 94.7 

Source: APIS, 2008 

 

Boys’ participation in school is more affected by their engagement in economic activities compared to girls. The 
number of out-of-school boys engaged in economic activity is twice as much as that of girls among children 
aged five to fifteen years old. More girls are still attending school (71 per cent) although more of them are 
engaged in economic activity compared to boys (54 per cent). Furthermore, boys are more vulnerable to work-
related illnesses. There are about 21,000 boys with work-related illnesses compared to 11,700 girls (APIS 
2008). 
 
Gender disparity has been observed starting at the preprimary-school level (for both DCCs and 
kindergarten).Specifically, the participation rate of boys in preprimary-school education is slightly lower than that 
for girls.lxxxiThe disadvantage of boys becomes more apparent at the primary-school education level. Table 18 
lists the transformed GPI of selected performance indicators in primary-school education from 2005 to 2009. 
The transformed GPI is expressed as the ratio of male to female indicators. It is calculated to highlight gender 
disparities that disadvantage boys.lxxxii In terms of net enrollment, the transformed GPI has almost reached unity, 
which means that at the primary-school level, boys and girls have an equal chance of being enrolled in school. 
Though that may be the case, an examination of disaggregated statistics by age and by regions in Chapter 1 
suggests that in some regions, primary-school participation is lower for boys than for girls among young children 
in a few regions; in ARMM, young girls are at a greater disadvantage. In addition, it is evident that nationally, 
boys have lesser chances of reaching Grade 6compared to girls. They are also more prone to repeat a grade 
level in primary school as shown by the repetition rate, which is nearly twice higher for boys than for girls. 
Furthermore, boys are at a greater risk of leaving and dropping out of primary school compared to girls. 

 

Table 18. Gender Disparities in Selected Performance Indicators in Primary-School Education, SY 2005–09 
Performance Indicators Transformed GPI 

2005–06 2006–07 2007–08 2008–09 2009–10 
Net Enrollment Ratio 0.98 0.98 0.98 0.99 0.99 

Cohort Survival Rate to Grade 6 0.87 0.88 0.89 0.99 0.89 

Repetition Rate 1.85 1.81 1.84 1.78 1.80 

School Leaver Rate 1.47 1.45 1.46 1.44 1.51 

(Simple) Dropout Rate 1.25 1.26 1.24 1.04 1.23 

Source: 2009 BEIS, DepEd 

The marked disparity extends beyond performance indicators to literacy skills and achievement levels. As 
indicated in Chapter 1, results of the 2008 FLEMMS reveal that among children who are not in school, boys 
aged ten to fifteen years old (78.5 per cent) have lower simple literacy rates than girls in the same age group 
(83.3 per cent). For children currently in school, more girls aged 10 to 15 years old are functionally literate 
compared to boys. In the DepED-administered NAT, girls have been outscoring boys in the last five years 
(DepED NETRC). Moreover, breaking down NAT scores into different component subjects such as Math, 
Science, English, Filipino, and Social Studies shows that boys underperform in all subjects. 
 

While it may be tempting to trivialize gender disparities in participation and learning outcomes at the primary-
school level, the underachievement of boys is a pressing issue that needs to be addressed for two reasons: (1) 
the country is committed to achieving equity in education; and (2) it is important to enable boys and girls alike 
to reach their potential for a meaningful social and economic participation later in life. According to the Women 
and Gender Institute (2010), “less educated boys tend to have problems as juvenile delinquents and are 
potential candidates for violent behavior both in the home and in society. With less economic opportunities in 
their adulthood, their wives or partners will ultimately bear the burden of working for the family’s upkeep.” lxxxiiiThe 
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underachievement of boys may even be a social volcano that may result in more violence against women in the 
future. 

 

Methodology 
 
To systematically understand the contributory and dynamic factors for boys’ underachievement at the primary-
school level, a desk review of secondary data from previous studies (both in local and international literature) 
was undertaken to look into the sources of risks and inequalities that boys face in completing their schooling. 
Primary data were also collected and analyzed from interviews and FGDs in 24 study sites (consisting of six 
sites each in Metro Manila, Balance Luzon, Visayas, and Mindanao) to describe the extent to which household 
factors and school factors influence the breadth of gender disparity in primary schools. Information was gathered 
from children and parents about the dynamic and causal processes for their absence in school, especially as 
far as interest (or the lack thereof) in schoolwork is concerned. Observations and insights of educators were 
critical to the study since they are the facilitators of learning in the educational system. Classroom teachers 
have primary understanding of students’ knowledge, skills, and attitude and whether there are marked 
disparities in the aforementioned children’s characteristics that contribute to underachievement. Teachers, as 
well as school heads were able to identify interventions or strategies that they are implementing to address the 
issue of disparities in students’ performance. 
 
Individual interviews were conducted with 44 parents of five- or six-year-old children not in school, 45 children 
at-risk of dropping out, 47 children who have dropped out, 23 principals, and 23 other officials (e.g., DCC 
teachers, ALS coordinators, barangay officials). Information gathered from individual interviews was further 
enriched by eight FGDs with teachers (with a total of 62 participants) and eight FGDs with parents of children 
who have dropped out (with a total 54 parents participating).  
 
Classroom observations were also undertaken in order to find out whether classroom instruction, learning 
practices, and materials address or exacerbate boys’ underachievement and whether the classroom 
environment is conducive to learning. The classroom observations conducted for this Country Report were 
made at a lower grade level (Grade 1or 2) and an upper division grade (Grade 3 and above) in selected schools 
with very high dropout rates in order to look into the possible supply-side issues that might explain why boys 
tend to do more poorly than girls.  
 
Details on the selection of study sites are provided in the introductory chapter. Site selection involved purposive 
sampling, including the use of some judgments about identification of sites to take into account logistics issues 
related to field data gathering. The qualitative research undertaken for this Country Report reveals the reasons 
behind the exclusion of children in the preprimary-school and primary-school levels but is not necessarily 
representative of the plight of all excluded children in the Philippines. The participating study areas represented 
four zones, with the study sites selected by taking into account the representation of schools with high and low 
dropout rates; complete and incomplete schools; schools with IPs; multigrade schools; and schools in rural, 
coastal, and mountainous areas. The study sites were considered as possible sources of invaluable insights or 
information that cannot be obtained from the national household surveys of NSO, data from DepED’s BEIS, or 
NAT results on gender disparities in early childhood and primary education.  

 

Main Findings: Factors Affecting the Learning of Boys 
 
In Chapter 2, demand- and supply-side barriers and bottlenecks to primary schooling were extensively 
discussed. Demand-side barriers include household and community factors such as those pertaining to the 
child’s experiences and attitudes toward schooling. Supply-side barriers include the input capacities of the public 
school system to provide public elementary education to the population. This chapter revisits these barriers and 
bottlenecks to primary education linked to boys’ underperformance. 
 
Boys’ Vulnerability in School Readiness 
 
In 2006, the SReA administered to incoming Grade 1 students showed boys’ scores generally lower than 
girls’.lxxxivThis suggests that boys’ readiness for school is significantly different from that of girls. Since school 
readiness encompasses gross and fine motor skills, receptive/expressive language, concept formation, 
numeracy, and reading readiness, among others,lxxxv it may be more difficult for boys to acquire the prerequisite 
skills for the next grade level. BEIS data on repetition rates in primary level from 2005–2009 confirm this. The 
repetition rate in Grade 1 was consistently higher for boys than for girls (BEIS 2005–2009).  
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APIS 2008 data also show that from the poorest to the richest household, more girls were in preprimary school 
compared to boys. According to Becker (2009), participation in early education positively affects vocabulary 
development, especially in children from middle- and low-income families. The gap between children with high 
socioeconomic status (SES) and those with low SES also narrows with preschool attendance. 
 
BEIS 2009 publicschool data and DSWD day care reports show the percentage of five-year-old boys engaged 
in early childhood education was slightly lower compared to girls. In addition, girls were more likely to start 
primary schooling on time. In fact, the number of overage boys still in primary school was greater compared to 
girls. Among 13-year-old children in school, 54.2 per cent of boys were still in the primary level as opposed to 
36.4 per cent for girls.lxxxviSchool readiness and later academic success are influenced by age at school entry, 
that is, there are negative effects related to schooling when a child is “old” for a grade level (Janus and Duku 
2007; Berlinski, Galiani, and Manacorda 2007). 
 
Boys’ Vulnerability to Health and Nutrition Problems 

 
In addition to boys being less “school-ready,” the burden of disease is also heavier for them than for girls. From 
2001 to 2006, the incidence of death among five- to nine-year-old children was reportedly higher for boys than 
for girls in nine out of ten leading causes of child mortality.lxxxviiThe most prominent of these causes (in 
descending order) were: accidents; cancer; ill-defined and unknown causes of mortality; diarrhea and 
gastroenteritis; and meningitis. Similarly, the APIS 2008data reflect boys’ vulnerability to health problems. About 
sixty-four (64.3) per cent of children with work-related illness were boys, as opposed to 35.7 per cent for girls.  
 
The 7th National Nutrition Survey revealed that 25.6 per cent of six- to ten-year-old children were underweight, 
while 33.1 per cent were underheight.lxxxviii The said figures were indicative of malnutrition and stunted growth. 
In fact, the highest prevalence of both nutrition-related problems was observed for six-year olds, the age at 
which children are just starting primary school. The preceding nutrition survey of FNRI in 2003 showed that 
there were more boys who were underweight and underheight compared to girls for the 6 to 10 age group. 
Specifically, 31.2 per cent of boys were underweight, as opposed to 22 per cent for girls, while 41.3 per cent of 
boys were underheight compared to 31.6 per cent for girls.lxxxix A separate health survey that involved 1,951 
eleven- to thirteen-year-old school children showed the same pattern that boys are at higher risk of low body 
mass index (BMI) compared to girls.xc 
 
Boys suffering from poor health and nutrition are more likely to underperform in school because they are more 
likely to have low school attendance. Absenteeism impedes students’ full engagement in learning activities and 
also delays the completion of school requirements, which may affect academic performance. Furthermore, 
stunted growth and low BMI lead to poor cognitive, motor, and socio-emotional development, which influence 
achievement in school.xci 
 
Low Academic Expectation of Parents 
 
As discussed in Chapter 2, all parents perceive education as beneficial and aspire to send all their children to 
school, even beyond high school. However, parents have different academic expectations for boys and girls. 
Parents tend to view girls as better investments in terms of education because girls are supposedly more likely 
to finish school. Thus, if families face economic constraints that force them to choose to send only some of their 
children to school, girls are more likely to be chosen. In contrast, parents have low academic expectations for 
boys and are more tolerant of boys’ underperformance in school. That is, parents tend to have a “boys will be 
boys” attitude.  
The economic returns that parents expect from girls’ schooling is higher than those they expect from boys’ 
schooling. A good portion of Filipinos’ upward social mobility can be attributed to their success in working 
overseas, fulfilling international demands for imported labor in different industries. While in the 1980s the 
opportunities for working abroad as Overseas Filipino Workers (OFWs) was geared more toward men, in more 
recent decades it shifted dramatically to opportunities for women. In particular the high demand for nurses, 
teachers, caregivers for the elderly, and service-sector work in the hospitality industry internationally has made 
women more likely to be employed overseas than men, and in highly skilled work with higher pay. It is 
reasonable then, for a family that has to choose among its children who will be pushed to finish school, to pour 
resources and attention to the girls if they have a higher likelihood of becoming OFWs and helping the family 
climb out of poverty. This disparity in academic expectations was evident from the interviews with parents. Some 
parents perceived girls to be more talented compared to boys. In addition, they considered boys as lacking in 
focus, easily distracted and thus more likely to lose interest. Boys also tended to cut classes. On the other hand, 
girls were thought to be more serious in their studies and needed no further encouragement to be interested in 
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schooling. Girls even saved up money for fare to be able to go to school whereas boys would just stop studying 
if they did not have fare to go to school. Furthermore, parents mentioned that girls were more conscious of 
being on time and being present in school while boys just took their time without considering if they will be late 
to class or not. Although parents recognized the apparent difference between girls’ commitment to schooling 
and that of boys’, they did not communicate higher academic expectations for boys. Such low academic 
expectations only help to perpetuate boys’ underachievement. A study done by Lee and Bowen (2006) involving 
415 elementary students of mixed ethnicity and socioeconomic status has established that parental academic 
expectations are positively associated with achievement. However, the same study uncovered the interaction 
between parents’ academic expectations and poverty, that is, children from poor families can still underachieve 
despite having parents with high academic expectations. 

 
Early Economic Viability of Boys 
 
Families’ exposure to different forms of economic pressures contributes to children’s dropout incidence in 
school. The UP Dropout Study (2008) suggests that poverty is the major factor that leads to children dropping 
out of school. In the 2008 APIS and FLEMMS, one of the reasons identified for nonparticipation in school was 
the high cost of education. Maligalig and Albert (2008) reported that children’s nonparticipation in school 
decreased as family income increased. Moreover, majority of families’ expenditures went to food and utilities, 
with a meager 4.5 per cent for education. In addition, boys were 1.3 times more likely not to attend school than 
girls. 
 
FGDs with teachers and parents in rural schools confirmed that boys tended to drop out, especially when they 
were already at an age where they were capable of helping their parents out in the farm. Boys who were at risk 
of dropping out were also observed to be inattentive in class because some of them were already tired from 
doing farm work. According to a principal, as early as Grade 5, boys’ attendance in school is disrupted as they 
start working. In the NCR, although female students also work, they still go to school in the morning and then 
work only in the afternoons. Such working arrangements seem to work out for girls but not for boys because the 
jobs that boys tend to be engaged in are usually more physically demanding. 
 

Poor families, especially in rural communities, reportedly pull boys out from school because boys have more 
diverse work opportunities than girls.xciiReadily available jobs like those for farm helpers and stevedores do not 
demand academic skills but rather, sweat and brawn, which boys, even at a young age, are more physically 
capable of giving compared to girls. This means that boys’ economic viability is realized much earlier, which 
provides an option to be explored by families in dire financial straits. This consequently impedes boys’ basic 
schooling. On the other hand, when families invest in girls’ education, they are actually delaying the girls’ 
economic viability in exchange for greater future financial returns because girls with sufficient educational 
background land better-paying jobs. 

 
Lack of Learning Materials 
 
During the field work, Grades 1 and 2 teachers raised their concerns regarding the lack of workbooks, 
manipulatives, and differentiated instructional materials when they implemented the eight-week ECE program. 
Although the program was reportedly to be supported by workbooks and story books suitable for five- to six-
year-old children,xciii teachers complained of conducting the program without individual workbooks for children. 
Teachers also asserted that in order to fully develop children’s prerequisite skills, pupils have to be given ample 
opportunity for practice through the use of individual worksheets. At times, Grade 1 teachers had to shell out 
their own money to photocopy worksheets for their class. It takes younger students a long time to copy materials 
in class, especially if they have not yet fully developed fine motor skills, as in the case of boys. By age three, 
the fine motor skills of girls are already advanced by a matter of six months compared to boys.xciv 
 
From observations made of Grade 1 classes, it was apparent that when students were asked to copy notes, 
some of the boys refused to write and simply stayed in their seat either staring into space or looking at the board 
while the girls earnestly wrote in their notebook. However, when worksheets were made available, boys and 
girls were equally engaged in the task. This was observed in schools which incidentally had low dropout rates 
and where students had individual workbooks funded by the LGU. Also common among schools with low 
dropout rates was the use of manipulatives in classes, especially in mathematics. As a case in point, in one 
school in Negros Oriental with no dropout case for the last two years, boys actively participated in the Grade 1 
math class when they were taught to count using actual objects. 
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Since boys are already vulnerable in terms of school readiness, exposure to workbooks and manipulatives can 
provide an instructional scaffold to help them cope with schoolwork in the first level of primary schooling. The 
lack of materials can be a contributory factor in the high repetition rates in Grade 1(the highest among grade 
levels), with boys being at a disadvantage. 
 
Passive Classroom Experience 
 
One factor that may explain boys’ poor academic performance is the inability of the teachers to make the 
learning environment interesting and relevant, particularly to boys.xcvAPIS and FLEMMS point to lack of interest 
as the major reason for children not being in school among older primary school-age and secondary school-
age OOSC. In public primary schools, all subjects have the same instructional structure because there is a 
prescribed lesson plan that teachers need to follow. Each lesson follows these steps: (1) recall for correlation, 
(2) motivation, (3) unlocking of word difficulties, (4) lesson proper, (5) values integration, (6) 
technology/application/integration with other subjects, and (7) daily assessment. There are about seven 
subjects that primary students go through each day and in small schools, there is typically only one teacher who 
handle all these subjects. Routines are certainly well-defined in primary school classrooms, which, according to 
Skelton (2002), favor girls.  
 
Females can cope with the same set of activities without diminishing their engagement in the activity. On the 
other hand, boys do not subscribe well to routines. Boys spend their spare time in school playing and get bored 
easily if lectures constitute most of their classes. Activities, such as doing homework and reading, are more 
aligned to the demands of female gender roles (Jha and Kelleher 2006). According to Rowe (2003), the literacy 
aspects of curriculum and assessment are also mismatched with boys’ developmental capacity and socialization 
experiences. Girls can thrive even in a teacher-centered class but boys’ performance can improve in a student-
centered class. Girls can conscientiously listen to lectures, copy notes, and write compositions but boys are 
motivated by games and hands-on activities. 
 
From classroom observations, it was noted that in classes where boys seemed disengaged, learning activities 
mostly centered on in-seat individual drills and not much on hands-on activities that promote discovery learning. 
Students remained in their seat most of the time and rarely collaborated with their peers even in an exercise. 
There were classes in one school that had a prescribed way for students to raise their showboards. At the 
teacher’s count of one, students raise their board and turn it to their right. At the count of two, students turn it to 
the center, and then at the count of three, they turn it to their left. The procedure seemed mechanical and 
although some students (mostly boys) had incorrect answers, they were left unattended and the activity just 
went on. On the other hand, when a teacher in a small class formed student groups and allowed them to work 
on an exercise sheet, the boys actively participated. 
 
From the FGDs, the teachers acknowledged that boys and girls differ in their attitude toward classroom learning. 
Girls can put up with passive class activities, which is not the case for boys. Observation of classes confirmed 
boys’ tendency to be restless. It was difficult for boys to sit still. In fact, boys were the ones causing noise in 
many of the unruly classes that were observed. In highly interactive classes that presented opportunities for 
group work, demonstrations, and board work, boys were observed to be more participative than girls. Boys 
appear to need activities that will stimulate them and will help channel their energy to more productive class 
experiences. They need to manipulate materials and do first-hand observation. They need to perform activities 
that are challenging and nonroutine. 
 
Although female students are more tolerant of the current passive/routine teaching and learning process, they 
will not be disadvantaged by a shift from passive to active classroom learning. A local study on the effects of 
active learning programs in multigrade schools on girls’ persistence in, and completion of, primary school was 
conducted in 2003.xcvi The study revealed that girls in active learning programs initiate more interaction with 
teachers and have higher completion rates than girls in conventional classroom settings. Although achievement 
data werenot disaggregated by sex in said study, the average achievement gain of the students exposed to the 
active learning program was nine points as opposed to the one-point gain for the comparison class. 
 
Gender Bias and Stereotyping 
 
A local study on gender bias in student-teacher interaction revealed that teachers prefer female students to 
male students, especially during lectures.xcviiThe study identified instances in which teachers perceived that they 
have a gender preference in favor of female students, some examples of which involve(1) giving more attention 
to females when delivering the subject matter;(2) giving more validation to females when a question is answered 
correctly; (3) preferring to ask females when requesting for additional information; (4) giving more assistance to 
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females when they are solving problems in their seat; and (5) giving more encouragement to female students. 
A few cases of gender bias in terms of student-teacher interaction were uncovered during field work. It was 
revealed, for example, that the teachers’ gender preference varied depending on the subject. Boys were 
typically called during recitation in math classes whereas they were barely given the opportunity to recite in 
English classes.  
 
Interviews and FGDs with teachers revealed long-held gender stereotypes. Some teachers considered boys to 
be better in math but think that girls are better in English. They reasoned out that boys do not do well in English 
because it involves memorization, which boys are not very fond of. Teacher-participants in the FGD in 
Maguindanao said that girls were better in academics across subjects while boys were better in sports. 
According to them, it is a reflection of the concept of the “alpha male.” The Maguindanaon culture favors males 
and females cannot be seen playing in the field because they have certain roles. In fact, most of their contestants 
in academic competitions are girls. Physically demanding tasks for the upkeep of the school (e.g., shoveling 
dirt) are left for the boys to do because they are considered stronger whereas sweeping is deemed appropriate 
for girls. 

 
Low Academic Expectations of Teachers 
 
Just like parents, teachers have low academic expectations for boys. They consider girls to be better than boys. 
A teacher from Negros Oriental even explicitly remarked that girls are fast learners compared to boys. Teachers 
also acknowledge that they found girls to be more studious, more interested to learn, and better behaved in 
class. They also found girls to be obedient, patient, and responsible. Furthermore, girls were found to be more 
respectful toward their teacher based on classroom observations. Teachers considered boys lazy in schoolwork. 
Girls always did their homework but boys often forgot and simply smiled when asked about their assignments. 
Teachers viewed boys as playful and sometimes naughty while girls were easier to engage in class. Boys 
developed late in academics. A principal said that boys started to excel at Grades 4, 5, and 6 but when they felt 
that girls were doing better than they were, the boys were easily discouraged.  
 
When teachers were asked about how they addressed disparities in boys’ and girls’ performance in school, 
teachers from Albay admitted they attempted to engage the interest of boys by incorporating games in their 
lessons and by giving them off-lesson tasks like illustrating visual aids. They also gave boys responsibilities 
such as being a group leader. Lower-grade teachers from Negros Oriental found that immediate feedback made 
girls and boys engaged in class activities. The teachers gave seatwork that they checked during the class period 
to be able to monitor individual pupils’ performance. 
 
According to Jha and Kelleher (2006), teachers’ low expectations of boys’ behavior and academic effectiveness 
also contributed to boys’ underachievement. When teachers do not expect much from boys in terms of academic 
performance, boys tend to meet the low expectations and underperform. Rowe (2003) recognized that boys’ 
propensity to read is influenced by the teacher. In fact, boys who are assisted by female teachers develop more 
positive self-perception as readers (Sokal et al. 2007 in Stone 2010). In this regard, female teachers are more 
effective in producing young readers. However, teachers tend to rate girls higher than boys in reading and math 
even when assessments show that boys have an advantage (Robinson and Lubienski 2011).  

 
Teacher Factor 
 
Undoubtedly, teachers being the facilitators of learning have an effect on the learning of children. Teacher 
antagonism, for instance, was noted to be a major factor for dropouts in schools (UP 2006). What may affect 
current disparities in learning is the fact that the school institution itself is more female oriented, particularly 
given the high level of feminization of teachers(with 89 per cent of the teaching population being women).xcviii 
An imbalance in male and female teachers may send a subliminal message to boys (and girls) that “teaching is 
just for women” and that “only women are educated” (Jha and Kelleher 2006).FGDs with all-female teachers 
from Albay revealed teachers’ preference for female teachers to be assigned in the early grades because they 
view women to be more nurturing and more committed in making the classroom environment physically 
appealing to young children. A similar perception of the “feminine aspects” of teaching has been reported by 
Mills et al. (2004).This perception deters male teachers from participating in or handling early grades and limits 
their teaching assignments to such subjects as science, math, PE, and practical arts. Since many teachers are 
women, there is suspicion that their low academic expectations of their own male children are carried over to 
the classroom when they teach. Though possibly unintentional, female teachers may not be very responsive to 
the needs of male students. As was pointed out in the previous subsection, teachers appeared to prefer female 
students to male students especially during lectures due to the lower academic expectations from boys and 
gender stereotyping.xcixThe feminization of the teaching force is believed to be a result of the stereotyping of 
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teaching as a nurturing or caring profession, akin to doing reproductive work, which is also associated with 
women (Vongalis 2003).This, in turn, may have something to do with the low salary for teachers. There is also 
a sense that the workload of teachers attracts women who often combine employment with domestic work.  
 

 

Current Education Policies and Interventions 

Policies and programs that are already in place to address the problem of OOSC are reviewed and evaluated 
in Chapter 3. In this chapter, policies and programs that affect gender equity in basic education are discussed 
and categorized into demand- and supply-side interventions. 
 
School Readiness 
 
DepED has institutionalized two short-term programs; namely, a summer preschool education program and the 
eight-week ECE Curriculum in Grade 1. These programs aim to provide Grade 1 entrants physical, socio-
emotional, and cognitive readiness for the demands of formal schooling.c 
 
Eight-Week Early Childhood Education (ECE) Program. The eight-week ECE curriculum at the start of Grade 
1in all public elementary schools is one of the earlier short-term interventions organized by  DepED to provide 
a gradual transition for Grade 1 students and help them adjust to the academic workload, especially forpupils 
without a preschool background. Students take the SReA twice: as a pretest (two weeks prior to the start of 
classes) and as a post-test (after the eight-week program). The 2006 SReA results showed that only 38 per 
cent of Grade 1entrants were ready for school.ci After the implementation of the eight-week curriculum, the 
percentage of pupils who were not ready was reduced from 62 per cent to 23 per cent.  
 
Summer Preschool Education (SumPSE). DepED initiated the SumPSE in 2010. The SumPSE was a six-week 
program that catered to prospective Grade 1 entrants without preschool experience.cii Its target clientele 
consisted of children aged five years and nine months by the start of the program and those six years and 
above. In April 2011, an eight-week program replaced the old one. This longer program was called the 
Kindergarten Summer Program (KSP).ciiiChildren aged five years and six months without preschool experience 
and have never enrolled in Grade 1were admitted to the KSP. The age requirement for the summer program 
was changed because as of June 2011, all public elementary schools had been mandated to offer kindergarten 
classes. The summer program targeted children who were overage to attend kindergarten but were unprepared 
for Grade 1. 
 
Although data on the effectiveness of the summer programs (SumPSE and KSP) areyet to be made available, 
boys stand to benefit much from the DepED-initiated interventions that provide ECE experience because boys 
are more vulnerable in terms of school readiness. In the recent research policy forum on ECCD in the 
Philippines, it has been identified that even a brief exposure to ECCD interventions such as the eight-week ECE 
curriculum has a positive impact on children and that the length of time spent in preschool does not significantly 
differentiate children’s levels of preparedness for Grade 1.civ Furthermore, there is a significant difference in 
terms of school readiness between children who had preschool experience and those who had none. There is, 
however, not much difference in pupils’ readiness regardless of whether their preschool education was from a 
public or a private school. Gender-aggregated SReA data can be analyzed to determine the domains in which 
boys are lacking prior to the interventions and the problematic domains that persist even after the program.  
 
Health and Nutrition 
 
Cognizant of the importance of health and nutrition of children to their schooling, DepED, in partnership with 
various health and nutrition and education stakeholders, has implemented a number of programs and 
interventions aimed at improving the health and nutrition of children, boys and girls alike. 
 
Essential Health Care Program (EHCP). In 2009, the DepED in partnership with the League of Provinces of the 
Philippines (LPP) and Fit for School, Inc. (FFS) rolledout nationwide the implementation of the EHCP in all 
schools.cv The program is comprised of three interventions: daily hand washing with soap, toothbrushing with 
fluoride toothpaste, and biannual de-worming. Through the program, linkages among the school, the parents, 
and the LGU have become more evident. The LGU is expected to bear the cost of consumables such as soap, 
toothbrush, toothpaste, and de-worming tablets. Meanwhile the parent ieacher association (PTA) helps provide 
toothbrush holders and construct wash facilities, while the principal and teachers supervise the program. During 
the field work, public schools’ compliance to the EHCP was apparent even in far-flung and incomplete schools. 
The multigrade school in Dumaguete, which could only be reached on foot via a steep and narrow dirt road, 
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had a makeshift washing facility made of bamboo slats. Students were seen flocking to use the facility after 
taking their lunch. 
 
As of 2010, the number of children, who have access to the program as supervised by Fit for School, Inc., has 
reached 1.2 million.cvi The organization (FFS) also reported that evaluation results were encouraging. There 
were observed improvements in the children’s nutritional status and oral health. There was noticeable reduction 
in the prevalence of worm infestation. Moreover, school attendance increased. The nutritional status of 
underweight children also improved significantly after they had their infected teeth extracted. 
 
Breakfast Feeding Program (BFP).cvii The BFP was started by DepED in 1997 to assist students who experience 
short-term hunger because of lack of breakfast or because of walking long distance toschool. In 2011, the 
program was reconceptualized to be able to address not only short-term hunger but also to reduce the 
prevalence of undernutrition. Under the BFP, undernourished Kindergarten and Grade 1 to 3 students were 
given priority. Target beneficiaries received hot meals which were prepared by parent volunteers or teachers 
using locally produced or grown food. To complement the BFP, the DepED also instituted the Gulayan sa 
Paaralan Project in order for schools to have a sustainable source of nutrient-rich fruits and vegetables for their 
feeding program.  
 
Male students stand to benefit from EHCP and BFP because they are more vulnerable to health and nutrition 
problems. Through EHCP, boys may be able to observe proper hygiene and reduce the risk of diarrhea, 
gastroenteritis, and other diseases that are leading causes of death among young boys. Through BFP, boys 
with stunted growth or low BMI may receive appropriate nutritional care to facilitate proper mental, physical, and 
social development. 

 
Parents’ Academic Expectations 
 
The importance of improving parents’ academic expectations of their children has been duly recognized in some 
local communities, and this has been the subject of some initiatives by the schools in rural areas.    
 
School-initiated Home Visits. Field work has established that one of the successful dropout prevention initiatives 
of principals and teachers in rural schools is conducting home visits.As mentioned in Chapter 2, teachers begin 
doing home visits when boys start disappearing from schools. Through home visits, teachers are able to talk to 
parents and show that there is an attempt on the side of the school to understand the situation. It indirectly 
communicates a commitment to keep the children in school and the need for home-school partnership to 
achieve such a goal. Parent-teacher interactions are also instructive in forming higher academic expectations 
especially for boy students. From student interviews, children have expressed high regard for teachers who 
show real concern for their students’ welfare.  
 
Home visits can work well for rural schools but can be daunting for urban schools because of the number of 
students and the distance of the school from students’ residences. School heads and teachers in urban schools 
should come up with another mechanism for reaching out to parents. PTA meetings can be a good start for 
incorporating brief educational sessions on parental involvement in children’s schooling and on communicating 
academic expectations.  

  
Economic Demand Side 
 
The national government has sought to address economic demand-side issues regarding the participation of 
children in school through its conditional cash transfer program.      
 
Pantawid Pamilyang Pilipino Program (4Ps).As discussed in Chapter 3, the 4Ps is instituted by the national 
government with DSWD as lead agency, as well as DepED and DOH as co-implementing agencies. With regard 
to education, one of the risks that the program wants to address is that of school dropout. Responsible 
parenthood sessions, mothers’ classes, and parenteffectiveness seminars are some of the components of 4Ps. 
The program currently uses a general approach to mitigate school dropout incidence but it can be expanded to 
address boys’ underachievement. 
 
As mentioned earlier in this chapter, a source of disparity in boys’ and girls’ participation in school is the early 
economic viability of boys. Some children decide on their own to drop out from school in order to work because 
they feel their parents’ economic struggle. Although parents value education, they tend to look at school as a 
competing agent for the use of their child’s productive time, especially if the family experiences a financial 
squeeze. To address said issue, the 4Ps can adopt the system used by Mexico in its CCT called 
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Opportunidades, which had additional cash provisions for females (because in Mexico, girls are at a 
disadvantage in terms of educational participation) and for children nearing the last stage of the education cycle. 
Boys, who are covered by 4Ps, can be given additional cash incentives to encourage their participation in school 
and to put off their involvement in economic activities.  
 
The parent education seminar also referred to as the family development session of 4Ps can be a venue to 
equip parents with knowledge of the barriers that they have to face in sending their children to primary school 
and to raise awareness about gender disparities in education. Discussions on parental academic expectations 
and perceptions of school readiness and strategies for addressing educational inequities can be included in the 
seminars.  

 
Learning Materials 
 
Gender-sensitive Evaluation Criteria for Instructional Materials. To ensure that all textbooks and supplementary 
materials used by public schools are free of gender bias, the Instructional Materials Council Secretariat 
prescribes the following guidelines on the treatment of gender content for textbooks: 
 
Avoid sexist language, bias, and stereotyping of males and females as to professions, occupations, 
contributions to society, home and family roles, and behavior. 

 

Do not differentiate either explicitly or implicitly between the capability of males and females to contribute to the 
political, economic, or social well-being of Philippine society or the world. 

 

Maintain balance in the treatment of gender roles, occupations, and contributions in the text and illustrations.cviii 
 
GAD (Gender and Development) Lesson Exemplars. DepED’s commitment to the integration of GAD in the 
curriculum started as early as 2000.cixA memorandum on the finalization of the GAD lesson exemplars was 
issued in 2001,cx but limited copies were distributed to the field sometime in school year2003.cxi A series of 
workshops was conducted in the first quarter of 2007 to assess the extent to which the exemplars were used 
and to generate specific recommendations for the modification/revision of the lessons.cxiiThe finalization of the 
GAD lesson exemplars followed shortly in May 2007, “but by early 2010 the materials have yet to be printed 
and distributed among school districts.”cxiii 

 
Although DepED has existing provisions for gender-sensitive instructional materials, of utmost concern is the 
availability of learning materials, such as storybooks, worksheets, manipulatives, educational toys, and visual 
aids, for actual classroom use. As discussed earlier, boys’ ability to cope in school can be enhanced with 
sufficient instructional materials. The MOOE managed by most school heads amounts to only very little and is 
usually appropriated as payment for utilities and for the school’s physical improvement, not so much on 
instructional materials. Teachers are reluctant to make instructional aids if they have to pay for them from their 
personal money most of the time. Interviews with parents and children have revealed that one of the reasons 
for dropping out of school is due to the hidden costs of education that include school supplies and fees for test 
papers. Schools, through appropriate channels, can request for the use of the SEF as well as gather support 
from private donors to procure learning materials, cover student assessment expenses such as test papers, 
and fund development of instructional materials.  

 
Classroom Experience 
 
Medium of Instruction. In 2009, DepED institutionalized the Mother Tongue-Based Multilingual Education (MTB-
MLE).cxiv From preschool to Grade 3, the prescribed medium of instruction is the first language (mother tongue) 
of the students. When pupils become proficient in their first language, a second or third language, such as 
Filipino or English, is used in teaching other subjects in the upper grade levels. The MTB-MLE is a development 
from previous projects, which include the Lingua Franca Project from 1999 to 2001, the Culture-Responsive 
Curriculum for Indigenous Peoples-Third Elementary Education Project from 2003 to 2007, and the Lubuagan 
MLE program from 1998 to the present.cxvResearch on the effectiveness of said programs revealed that the use 
of students’ first language facilitates early development of reading skills and faster acquisition of reading and 
writing skills in the second and third language. Furthermore, students’ class participation and achievement 
scores in math, science, Filipino, and English improved. 
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The implementation of MTB-MLE, although a fairly recent initiative of DepED, may help address boys’ 
underperformance in school. In Philippine public elementary schools, among the explanations for the high 
incidence of dropouts in the early grades is the inability of young children to cope with the languagelearning 
requirements, which impedes their engagement in school activities and lessons.cxviAccording to Benson (2005), 
when children are confronted with a language that does not match their own, it leads to significant gaps in 
learning attainment between advantaged and disadvantaged children. The most practical access to 
development is the use of children’s first language as a medium of instruction, and this is especially true the 
younger and more disadvantaged the pupils are. For boys, learning in a familiar language can increase their 
sense of belonging in a class, which can consequently draw them out from their reticent shells and help them 
become comfortable in interacting with teachers and classmates. As the social skills of boys develop due to an 
inclusive medium of instruction, their academic involvement and achievement can also improve. 
 
Alternative Delivery Modes.   
 
As discussed in Chapter 3, the DepED has institutionalized alternative delivery modes (ADMs) to cater to the 
learning needs of marginalized students and those who are at-risk of dropping out. Because ADMs gobeyond 
the conventional, teacher-centered, and lecture-driven instruction that tends to promote passive learning, they 
can address the underachievement of boys in the primary level. Through ADMs, boy students can be given 
varied learning opportunities that can be activity-based, self-directed, peer-assisted, or community-supported. 
Two ADMs intended for the primary level are Modified In-School Off-School Approach (MISOSA) and the 
Enhanced Instructional Management by Parents, Community, and Teachers (e-IMPACT) System. 
 
Modified In-School Off-School Approach (MISOSA). The MISOSA is an alternative delivery mode that 
addresses the problem of children who have difficulty completing their last years of elementary schooling 
(Grades 4, 5, and 6). It started in 2005 but was expanded in 2006 to deal with the problem of large classes in 
public elementary schools. In 2008, the Bureau of Elementary Education (BEE) started offering the program to 
all divisions experiencing problems in big class sizes.cxviiEach week, MISOSA participants, who are assigned to 
the off-school group, work on Self-Instructional Materials under the supervision of a teacher-volunteer from the 
community. At the end of each week, the off-school group goes to school for assessment and forgiving and 
receiving feedback. They are also able to meet with students who attend formal classes under a teacher.cxviii 
 
MISOSA is also part of disaster and conflict management in relation to basic education. It was used by schools 
that were severely affected by Typhoon Ondoy in 2009 and children whose schooling is disrupted by conflicts. 
As of 2006, there were 68 schools implementing MISOSA, serving about 2,000 students. cxixMale students can 
also benefit from MISOSA if they are assigned to the in-school group. The decongestion of classes due to 
MISOSA can mean a lot for boys because it can improve their learning environment. An article done by Chua 
(2005) for the Philippine Center for Investigative Journalism reported that Filipino boys become irritated and 
hot-tempered especially in a large class in a cramped space. Fewer students in a classroom can improve the 
learning disposition of boys.  
 
On the other hand, it can be counterproductive to assign boys to the off-school group because it requires 
participants to do self-regulation, which entails attention focusing, self-instruction and monitoring, seeking help, 
and goal-setting skills, among others. Studies have shown that there are significant gender differences in self-
regulation in favor of girls. Ablard and Lipschultz (1998), for example, have identified girls’ greater use of self-
regulated learning strategies in optimizing the environment, completing difficult homework, and engaging in 
reading and writing. Similarly, Duckworth et al. (2009) have reported that boys have lower concentration, poorer 
organizational skills, and are less inclined to ask for help compared to girls. Since boys are less self-regulating, 
direct monitoring by a classroom teacher may be more effective for boys. 
 
Enhanced Instructional Management by Parents, Community, and Teachers (e-IMPACT) System. The e-
IMPACT learning system is another alternative delivery mode for primary education level that aims to 
accommodate the learning needs of school-age children who cannot be physically present in school due to 
social and economic constraints. It emphasizes the active role of parents and the community in the education 
of young children. SEAMEO INNOTECH, which designed the learning system in 1974, has continuously 
partnered with DepED in its implementation. An e-IMPACT school does not have grade levels; instead students 
are grouped into families, which are required to be composed of friends, neighbors, and siblings.cxx Each family 
can have as much as 40 to 50 students from Levels 1 to 6. An instructional supervisor handles at least two 
families. Among the e-IMPACT modes of instructional delivery are programmed teaching, peer-group learning, 
and skills training by community resource persons.cxxi In programmed teaching (PT), older students with mastery 
of basic literacy and numeracy skills teach younger students using available PT modules. In peer-group 
learning, 8 to 10 students of varying ability are grouped together to help each other in studying the same core 
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module. In skills training, specialized skills of some community members are tapped for learning modules that 
require actual demonstrations. Parents are also encouraged to monitor the progress of their children and to 
tutor them in their lessons if they are capable.cxxii In 2011, DepED allocated PhP150 million for the 
implementation of ADMs such as MISOSA and e-IMPACT.cxxiii 
 
Male students can benefit from e-IMPACT because they can be exposed to varied learning materials that are 
activity-centered and life skills-based, unlike the structure of academic textbooks. In addition, their interest in 
learning can be sustained because e-IMPACT has several modes of instructional delivery that are not teacher-
centered and lecture-driven. The assignment of moreable boys to serve as programmed teachers, as well as 
the active involvement of their parents can be helpful in communicating high academic expectations for them. 
The participation of skilled community members, especially male members of the community, can provide 
additional academic role models.   
 
Teacher Supply and Quality 
 
Use of National Competency-Based Teacher Standards (NCBTS). The NCBTS is an integrated framework that 
characterizes the components of effective teaching.cxxivIt is used by DepEd in formulating policies for the hiring, 
supervision, and promotion of teachers. It serves as a guide for the in-service training of teachers and is also 
integrated in the induction programs that are sponsored by the Teacher Education Council (TEC). The NCBTS 
specifies domains, dimensions, and indicators of positive teacher practices.  
 
One strand under the learning environment domain emphasizes the teacher’s role to establish an environment 
that promotes fairness. Teachers are expected to maintain a learning environment of courtesy and respect for 
different learners’ abilities, culture, and gender. They should also provide gender-fair learning opportunities for 
students in and out of the classroom. Indicators of teachers’ recognition and respect for learners’ diversity are: 
pacing lessons based on the needs and abilities of learners; providing differentiated activities; initiating 
alternative approaches for learners whose needs have not been met; and showing sensitivity to the multicultural 
background of learners.cxxv Although the national adoption and implementation of the NCBTS was 
mandated in April 2009cxxviwith specific provisions that could address the issue of boys’ disadvantage, its impact 
on the field has not yet trickled down as evidenced by existing teachers’ gender bias, stereotyping, and low 
academic expectations for boys. Gender-fair teaching practices need to be reiterated in in-service training and 
must be emphasized in induction programs of new teachers. The NCBTS should be rearticulated to the Teacher 
Education Institutions (TEIs) as the primary framework used by DepED in hiring, supervising, and promoting 
teachers. Furthermore, education stakeholders should invest in strengthening the pedagogical content 
knowledge of teachers through trainings that are not only focused on content but also instructive of strategies 
for promoting inclusive education. 
 
As earlier pointed out, the feminization of the teaching profession may be a barrier and bottleneck to boys’ 
learning. With predominantly female authorities in school, male students lack male academic role models. There 
may be potential in replicating Queensland’s (Australia) Male Teachers’ Strategy, a policy for attracting, 
recruiting, and retaining male teachers (Mills et al. 2004). The strategy includes targeted scholarship for males 
who will enroll in teacherpreparation courses. Males rarely view teaching jobs as financially rewarding compared 
to other jobs. Men usually consider teaching as a fallback career option. To address this issue, one short-term 
strategy that can be explored is to give additional cash incentives to male teachers for a limited period of time 
(e.g., three to five years) coupled with affirmative action on employment and the provision of more scholarship 
opportunities by CHED to encourage males to become primaryschool teachers.  
 
Management and Governance 
 
Tracking gender equity in school performance through a sex-disaggregated database (BEIS). BEIS started its 
operation in 2002. As DepED’s main management information system, it contains more than 600 data sets, 
which are straightforward counts taken from the division to the national level.cxxvii Due to the agency’s increasing 
data holdings, DepEd has instigated the re-engineering of the current Excel-based system into a web-based 
platform called Enhanced Basic Education Information System (E-BEIS).cxxviii The E-BEIS was pilot-tested in 
Regions 6, 7, and 8 during school year 2010/11 while its national rollout started in June 2011. A training program 
on E-BEIS operations, management, and planning for implementation was conducted in different regions in July 
2011. A total of 442 regional and division planning officers participated in the training.cxxixA subsequent training 
of school heads, teachers, and data encoders was scheduled from August to September 2011. 
 
One of the important features of the enhanced system is the submission of end-of-school-year data to facilitate 
timely reporting of end-of-school indicators such as dropout and completion rates.cxxx Some of the expected 
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end-of-school dataentry in the school-level module are: pupil data, causes of dropout, instructional rooms and 
furniture, water sanitation and electricity, nationally and locally funded personnel, teacher assignment, number 
of teachers by area of specialization and grade/year level, and ICT support. A separate module on SBM 
assessment provides information on each school’s level of SBM practice and areas for improvement.cxxxiOn the 
other hand, division planning units (DPUs) have a rich data source from the division-level module because it 
includes: a five-year comparative analysis of enrollment data by school and an analysis of classroom, teacher, 
and furniture requirements. DPUs also have full access to three other modules on SMB assessment, personnel 
services inventory, and performance indicators.cxxxii 
 
With greater access to timely, sex-disaggregated data starting from the school level to the national level through 
the E-BEIS, it will be easier to keep track of existing disparities in the circumstances of male and female students 
and use such information in planning intervention programs that are responsive to the students’ specific needs. 
Regions 6, 7, and 8, the pilot regions of E-BEIS, have started factoring in information on gender disparities in 
their regional education development plans as a result of the STRIVE-sponsored gender workshop held in 
March 2011.cxxxiii 
 
Training on GAD. Table 19 shows the list of DepED GAD training sessions and the estimated number of 
participants from 2004 onward. Although GAD training sessions have steeply declined since its peak in 2006, 
there are other reported efforts on gender training that are not directly or solely led by the central office but 
nevertheless involve DepED staff. The TEC, for example, incorporates gender sensitivity in their induction 
training of new public school teachers.cxxxivFurthermore, there are regional training programs available through 
foreign-assisted projects such as BEAM and STRIVE.cxxxv 
 
The absence of continuing GAD programs from DepED Central Office in recent years has negatively affected 
the commitment in the field to gender mainstreaming. In 2009, one of the findings of the assessment of STRIVE2 
was the inadequate support of the project participants to DepED gender-mainstreaming efforts. The study 
reported that although sex-disaggregated information has been provided and gender-equity provisions are 
included in the manuals for special funds, there was little evidence that the regional planning process has been 
guided by information on existing disparities in circumstances and needs of male and female students.cxxxvi 

 

Table 19. List of DepED Gender and Development (GAD) Training Programs and Level of Participants 

Activity Period No. of Participants
cxxxvii

 

Program on GAD Integration in the Curriculum Feb–April 2004  457 

Gender-Sensitivity Training April–July 2004  494 

Gender-Responsive Planning Workshop July–September 2004 494 

Prevention of Violence Against Women September–November 2004 494 

GAD Status in the Region November–December 2004 75 

Gender-Sensitivity Training February–April 2006 370 

All-Male Gender-Sensitivity Training June 20-23, 2006 75 

Gender-Responsive Planning Workshop May–August 2006 350 

Prevention of Violence Against Women and Children September–October 2006 370 

GAD Program on Monitoring and Evaluation November–December 2006 370 

Training of Trainers on GAD July–September 2007 68 

 
Conclusion and Recommendations for Further Action 
 
At the national level, disparity against boys in primary education is not in terms of access but in terms of their 
ability to persist in school and complete the education cycle, coupled with their disadvantage in learning 
outcomes. Addressing boys’ educational disadvantage facilitates the achievement of EFA goals and the 
realization of boys’ potential for meaningful social and economic participation later in life. Based on t available 
literature and analysis of primary data from interviews, FGDs, and classroom observations, the following factors 
explain why boys are doing poorly in school. On the demand side, the factors are boys’ vulnerability in school 
readiness, low academic expectations of parents, and early economic viability of boys. On the supply side, there 
is lack of learning materials, passive classroom experience, gender bias and stereotyping, and low academic 
expectations of teachers. 
 
Boys’ readiness for school is significantly lower compared to girls. Since school readiness encompasses motor 
skills, language, numeracy, and reading readiness, it is more difficult for boys to acquire the prerequisite skil ls 
for the next grade level, and repetition rates in the early grades are also much higher for boys than for girls. 
Thus, school readiness is vital for boys to cope and make progress in school. Boys are also more vulnerable to 



 

 
85 

health and nutrition problems. Poor health leads to absenteeism and consequently affects academic 
performance, while stunted growth or low body mass index impedes proper cognitive, physical, and social 
development. Boys, who are undernourished, should be given appropriate health and nutritional care to do 
better in school. 
 
Parents have been found to have lower academic expectations for their male children and are more tolerant of 
boys’ underperformance in school. Although they do recognize the apparent difference between girls’ and boys’ 
commitment to schooling, parents still do not communicate higher academic expectations for boys. This relaxed 
parental academic stance perpetuates boys’ underachievement. Boys from families undergoing financial 
difficulties are also compelled to realize their economic viability much earlier because readily available jobs do 
not demand academic skills but more of sweat and brawn, which boys, even at a young age, are physically 
capable of providing, unlike girls. Families have a tendency to invest in girls’ education, which delays girls’ 
economic viability. This is done in expectation of greater financial returns when girls land better-paying jobs 
because of their higher educational background. 
 
Lack of learning materials, such as worksheets, storybooks, manipulatives, educational toys, and instructional 
aids, exacerbates boys’ performance in primary school. Because boys are already vulnerable in terms of school 
readiness, they need instructional materials to cope with the demands of schoolwork. Moreover, passive 
classroom experience causes boys to be disengaged from learning. They need activities that are stimulating, 
challenging, and nonroutine. Although female students are more tolerant of the passive/routine teaching and 
learning process prevalent in local classrooms, they will not be disadvantaged if a shift from passive to active 
classroom learning will be actualized later on. Teachers have gender bias and stereotypes that influence their 
interactions with students. Furthermore, they have gender preferences that vary depending on the subject. 
Similar to parents, teachers have low academic expectations for boys. To keep boys in school as well as to 
improve their academic performance, boys should be provided with an enabling environment characterized by 
high academic expectations, gender equity, and active learning. 
 
Several policies and programs are already in place to help narrow down gender gaps in education. With some 
improvements in the existing interventions and procedures, DepED is on its way to addressing the disparity in 
learning and education opportunities against boys. In light of the factors that explain boys’ underperformance 
and the review and evaluation of existing policies that affect gender equity in education, recommendations for 
further action are put forward. 

 
Demand Side 

To address disparity against boys, DepED must: 
 

 continue short-term intervention programs that provide ECE experience to Grade 1 entrants; 
 initiateanalysis of SReA data to determine the domains in which boys are lacking prior to interventions 

and problematic domains that persist even after the program; 

 enhance the Kinder Summer Program and eight-week ECE curriculum based on the results of the SReA 
analysis; 

 disseminate information on the importance of ECE experience in children’s academic success; 
 encourage school-level initiated programs that strengthen partnership with parents and disseminate 

information about the importance of exercising gender sensitivity at home and of parental academic 
expectations in children’s academic success; 

 advocate with the DSWD to include discussions on parental academic expectations and perceptions of 
school readiness and strategies for addressing educational inequities in the familydevelopment 
sessions of 4Ps; and 

 advocate with the DSWD improvements in the CCT design to address gender disparities, putting extra 
cash incentives for boys, as in the case of Mexico’s Opportunidades, which provided more cash to girls 
(who had lower school participation) and also extra cash to those about to finish grade school/high 
school to further encourage completion. 
 

Supply Side 
 
DepED must: 
 

 continuehealth interventions, such as EHCP and BFP, to improve the health and nutritional status of 
undernourished children, and be creative in sustaining these interventions;  
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 articulate with the LGUs the instructional needs of children in school and advocate for the use of SEF 
for the procurement and development of instructional materials and for assisting in 
studentassessment expenses; 

 create appropriate mechanisms for ensuring the teaching-learning process is child-centered and 
activity-based; 

 ensure the distribution of GAD lesson exemplars to school districts; organize appropriate mechanisms 
for the implementation of the lesson exemplars, including provisions for teacher training programs; 

 fully implement the MTB-MLE and establish provisions for the production of teaching support 
materials and training of teachers; 

 enrich classroom management by adopting appropriate and tested ADMs, such as MISOSA and e-
IMPACT, to break away from teacher-centered, lecture-driven approaches; these facilitate 
introduction of a more varied teaching-learning experiences (e.g., child-to-child, peer learning, activity-
centered modules) which makes schooling more stimulating especially for boys;  

 strengthen the implementation of MISOSA and e-IMPACT; 
 utilize a portion of the GAD budget to disseminate information on existing gender disparities in 

education and strategies to address such inequities; 
 reiterate the full adoption of NCBTS in teacher training and induction programs; 
 rearticulate to TEIs the NCBTS as a primary framework used by DepEd in hiring, supervising, and 

promoting teachers; 
 invest in strengthening the pedagogical content knowledge of teachers through trainings that are not 

only focused on content but also instructive of strategies for promoting inclusive education; 

 advocate with the CHED to establish a policy on targeted scholarship for males who will enroll in 
teacher-preparation courses similar to the Male Teachers’ Strategy in Australia;  

 adopt affirmativeaction policies in the short term, including the provision of additional incentives for 
male teachers; and, 

 encourage regional and division planning units and schools to utilize E-BEIS and STS data, 
respectively, to keep track of existing disparities in the circumstances of boy and girl students and use 
such information in planning intervention programs that are responsive to students’ specific needs. 
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Chapter 5: Conclusions and Ways Forward 
 

 
CONCLUSIONS 
 
Profiles of OOSC 
 
APIS 2008 suggests that, in 2008, there were a total of 2.9 million children between the ages of 5 and 15 who 
were out-of-school, three-fifths of them boys. Around 44.5 per cent of OOSC belong to households in the poorest 
20 per cent of per capita income distribution. About two in three of OOSC (65.5 per cent) reside in rural areas. 
Many of them have mothers with low educational attainment.   

 
Preprimary school-age OOSC (Dimension 1).  With the attention given to ECCD, a growing number of five-
year-old children are attending either kindergarten or day care. APIS 2008 estimates, however, that a third of 
five-year-old children or around 776,000 were not in school. A bigger share of five-year-old boys (36.7 per cent) 
compared to girls of the same age (31.5 per cent) are not in school. Among five-year-old OOSC, about two out 
of three (64.8 per cent) reside in rural areas. Nearly half (45.7 per cent) of primary school-age OOSC come from 
the bottom 20 per cent of income distribution. Four in five of OOSC aged five years old who are not in school 
are reportedly too young to be in school, while one in five are said to lack interest. Of those said to be young to 
be in school, about half (45.6 per cent) are from the poorest income quintile.  ARMM has the highest proportion 
of five-year-old OOSC.  

 
Primary school-age OOSC (Dimension 2).  Based on APIS 2008, there were about 1.27 million primary school 
age OOSC. Boys (56.9 per cent) outnumber girls (43.1 per cent) among OOSC aged 6 to 11 years. The bulk of 
primary school-age OOSC is between six and seven years old. If all children aged six and seven years old were 
in school in 2008, then primary school attendance would have increased from 90.8 per cent to 97.9 per cent. 
About three-fifths of six-year-old children who are not in school are reported to be too young for schooling. Over 
half (56.4 per cent) of the rural OOSC in the age group 6 to 11years come from families in the poorest 20 per 
cent of the per capita income distribution, compared with 19.7 per cent of primary school-age OOSC in urban 
areas. ARMM also has the biggest proportion of primary school-age OOSC.  

 
Secondary school-age OOSC (Dimension 3).Results of APIS 2008 showed that 980,000 children of 
secondary school age are out of school. A higher rate of boys (13.3 per cent) of secondary school age is out of 
school compared to girls (7.6 per cent) in the same age group. School attendance rates of secondary school-
age children are lower in rural areas (86.8 per cent) than in urban (93.1 per cent). Rural areas also have a 
higher share (71.0 per cent) of secondary school-age OOSC. A bigger bulk of secondary school-age OOSC is 
among the older children. Across the bottom 80 per cent of income distribution, about half of children who are 
not in school, especially boys, are reported to lack personal interest. Among girls who are not in school, a third 
are said to lack interest, and another third are not in school due to costs. Child labor is more a characteristic of 
secondary school-age OOSC than primary school-age OOSC. The three regions with the biggest proportion of 
secondary school-age OOSC are Eastern Visayas (16.1), ARMM (14.1) and MIMAROPA (13.9). 

 
While the profile of children not attending school is informative, it is also important to describe students at risk 
of dropping out (SARDOs). APIS 2008 indicates that, in 2008, there are 660,000 primary and secondary 
SARDOs. About 5.3 million students in primary school are also overage by at least two years for their grade or 
year level, and these students may also be at risk of leaving school. The profile of school leavers and overage 
children hardly differs from those of the not-in-school population: poverty, sex of the child, age, and factors such 
as local residence, mother’s education also characterize at-risk children.     
 
Barriers and Bottlenecks  
 
Children’s education are affected by various factors operating on the demand and supply side of the education 
system.  

 
On the demand side, available evidence in the local literature, including field work undertaken for this report, 
indicates that the most critical of the demand-side barriers and bottlenecks to schooling, late school entry and 
completion are: (a) parental perceptions on school readiness, (b) poverty, (c) differences in expectations 
between boys and girls, and (d) education of mothers.  
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Parental Perceptions on School Readiness. As much as 85 per cent of children between the ages of 5 to 11 
who are not in school are at most seven years old. Being “too young” for schooling is all about the perception 
of parents (and teachers) about the lack of school readiness of children. These children who lack school 
readiness end up dropping out within the first month of the school year and consequently affect the school 
leaver rates and repeater rates among grade one students.    

 
Poverty. Practically all studies, whether quantitative or qualitative, find evidence that economic pressures on 
household resources weigh significantly on the decision to either drop out of school or delay entering. Families 
do not have money to pay for transportation or to buy school supplies for children, or children have to help out 
in farming in rural areas when they are of age. One must also note the overall pressures on the resources and 
time of parents who are poor.   

 
Differing Expectations for Boys and Girls. Aside from having lower school participation rates, boys are more 
likely to drop out, be absent often, have disciplinary problems, have low grades, repeat grades, and be overage 
for their grade level (than girls). Boys are often viewed as not being able to adjust well in a routinized school 
environment, from day care onwards. Teachers also say that boys are difficult to discipline, have a hard time 
sitting still, do not participate in class, and are unable to focus on written tasks such as assignments and exams. 
Boys are expected to contribute to livelihood, especially among the poor. In rural communities, from the age of 
10, boys are expected to help out in farming, which result in excessive absences, which sometimes lead them 
to drop out of school.   

 
Education of the Mother. The relationship between parents’ educational attainment and a child’s likelihood of 
success in the educational system is one of the most frequently cited causal relationships in local literature. 
When mothers have less than an elementary education, they cannot afford to provide the basic needs of the 
family, and they neither have the luxury of time nor the capacity to support their children’s education, especially 
through lessons at home. Econometric analysis suggests that the education of the mother explains “lack of 
interest” among children not in school. The extent of mother’s involvement in her child’s education depends on 
her educational attainment, especially if these mothers have to work.  
 
Gender disparities in education outcomes at the national level appear to be minimal since boys and girls have 
a roughly equal chance of being enrolled in primary school. However, when data are disaggregated, it is easy 
to spot gender disparities in school participation across subgroups of the population. A simulation exercise 
suggests that if we were to target interventions and bring down these gender disparities in participation in the 
areas where we find one sex considerably disadvantaged over the other, the number of children not in school 
(aged 5to 15years) in 2008 could have gone down by as much as 400,000. In addition, it is easy to observe that 
boys are less likely to reach Grade 6 on time compared to girls, and more prone to repeat a grade level in 
primary school than girls. The marked gender disparity extends to literacy skills and achievement levels. Another 
nationally representative survey of NSO in 2008 reveals that among children aged 10 to 15 who are not in 
school, boys (78.5 per cent) have lower simple literacy rates than girls (83.3 per cent). In addition, for children 
currently in school, more girls are functionally literate compared to boys. Girls have also outscored boys in the 
NAT in the last five years in all subjects, suggesting clear gender disparities in education outcomes.   

 
Field work suggests the following major factors that affect boys’ underachievement: parents’ and teachers’ low 
academic expectation (including gender bias and stereotyping), the passive classroom experience, lack of 
learning materials, and other barriers to learning in school, as well as the economic viability of boys.  

 
Low Academic Expectations for Boys. Parents and teachers consider girls to be better than boys. Albeit 
unintentional, there are a few cases of gender bias that exist in the classrooms in terms of student-teacher 
interaction and perceived gender roles. Teachers prefer to call male students in math, while females in English. 
They also consider girls to be better in academics while boys are viewed as being better in sports. Boys tend to 
be seated at the back. According to teachers, while boys tend to be more active in class, often they give the 
wrong answers to questions posed by teachers. Also, the academic performance of boys is often lower than 
girls.  

 
Passive Classroom Experience and the Teacher Factor. In classes where boys seemed disengaged, 
learning activities mostly centered on in-seat individual drills and not much on hands-on activities that promote 
discovery learning. Current teaching and learning approaches put boys at a disadvantage as they are less 
tolerant to a passive or routine teaching-learning process. Schools are clearly more female oriented: 89 per cent 
of teachers are women. The feminized teaching population may send a subliminal message to boys (and girls) 
that ‘only women are educated.’ Female teachers are likely not conscious of how boys and girls learn differently, 
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and thus, they may have little empathy with boys who may display much-animated energy. Schools visited were 
also observed to lack necessary worksheets, storybooks, manipulatives, and differentiated materials for 
developing children’s prerequisite skills, especially those starting in school. 

 
Economic Viability of Boys. Although parents value education, they tend to look at school as a competing 
agent for the use of their child’s productive time, especially if their family experiences a financial squeeze. In 
rural areas, boys tend to drop out of school especially when they are of age (around 10 years old or older) and 
they can already help out their parents in the farm. 
 
On the supply side, there are input shortages and allocation inequities in the Philippine public school system, 
notably:  classroom and school building shortages; lack of quality teachers and inequity in teacher allocation; 
and lack of textbooks and other instructional materials. Evaluation of the Third Elementary Education Project 
(TEEP) suggests that the most impactful barriers to education are infrastructure, teachers and school 
management. Massive inputs and SBM reforms under TEEP significantly improved school performance. Other 
issues affecting children’s education are confusion regarding official age entry in school and the requirement of 
birth certificate. 

 
 
Review of Policies and Strategies 
 
DepED has sought to address school readiness largely from a supply side: addressing shortages in schools 
and teachers, implementing the Student Readiness Assessment (SReA), and conducting the Kindergarten 
Summer Program (KSP) and the Eight-Week ECE for Grade One entrants. The results of the SReA, however, 
have to be maximized to diagnose problems on school readiness, particularly for customizing kindergarten 
instruction and in enhancing the KSP and the eight-week ECE curriculum. The KSP and Eight-Week ECE, while 
deemed promising interventions, require rigorous monitoring and impact evaluation.    

 
Field work suggested varying interpretation on what constitutes the official school-age entry, with some schools 
only accepting in Grade 1 children who have turned six by June, while others flexibly accept five-year-olds 
provided they turn six by September. This is clearly a barrier to on-time school entry, and will need clarification 
from DepED. While there have been a number of instructions from DepED about this matter, there is a need to 
ensure effective dissemination and understanding about these instructions.     

 
While the implementation of universal kindergarten in 2011/12 is likely to have improved the preprimary 
participation rate and consequently, primary school participation for the upcoming school year 2012/13, DepED 
needs to intensify the campaign for on-time school entry and Early Childhood Education (ECE) with DSWD 
through the help of LGUs and nongovernment organizations (NGOs). LGUs have a wide scope for assisting 
DepED in minimizing OOSC since they are the chief agents of local service delivery. With the aid of LGUs and 
NGOs, advocacy materials can be developed and disseminated to parents through community organizations to 
enroll their preprimary school-age children in Early Childhood Care and Development (ECCD) centers, and their 
primary school-age children on time, particularly in areas with low NER/attendance rates.  Where parents, 
especially mothers, have low education, they may not be aware of ECCD centers and the services offered. 
There is also wide scope for DepED partnership with LGUs especially as the LGUs can enforce the child truancy 
law.  

 
To address economic barriers to school entry and retention (including hidden costs of education, income shocks, 
vulnerability from conflicts and calamities), the best public interventions are subsidy-based. Some LGUs, such 
as the Pasig city government, provide significant forms of in-kind subsidies to children. These subsidies reduce 
the cost burden of school on poor families, but these need more effective targeting. The national government’s 
conditional cash transfer (CCT),or 4Ps, implemented by DWSD with DepED and DOH, makes use of a system 
for effectively targeting poor families as beneficiaries of cash transfers to lower opportunity costs of the poor for 
sending their children to school (and to ensure that family members avail of health services). While initial 
evaluations of 4Ps show some positive impacts, the matter of sustainability and efficient transfers to 
beneficiaries are areas of concern. The design of 4Ps may be improved to follow the example of Mexico’s CCT, 
by providing extra cash incentives to boys over girls (given the lower school participation of boys) and other 
subgroups of the population that are likely to have less school participation (such as indigenous people, and 
persons with disabilities), as well as to children nearing completion of their schooling.  

 
SARDOs are often identified by teachers as those who would come to class in the morning without having eaten 
anything, or would have no snacks for the day and no money to purchase snacks. Numerous school-feeding 
programs are in place in many different forms; these are funded either by the school canteen or external donors. 
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Principals and teachers attest that feeding programs help keep children focused and motivated in addition to 
providing incentives for parents to encourage their children to go to class on a daily basis. DepEd also carried 
out the Food-for-School Program (FSP) and the Breakfast Feeding Program (BFP) but the FSP was 
discontinued by the national government due to targeting issues. Existing feeding programs need 
complementarities from other social protection interventions such as 4Ps.  

 
A number of children are also at risk of dropping out because of absenteeism prompted by their having to work 
to help augment family income. To deal with risks faced by SARDOs resulting from economic barriers to 
completion, small innovations in local communities have also been implemented. For instance, one school 
principal innovatively designed a special program for children who have to work during the week, with teachers 
volunteering to hold classes during Fridays and Saturdays so that the special cohort of SARDOs do not have 
to drop out, and these truncated classes are augmented by home-based learning materials. Such innovations 
point to the importance of school-initiated initiatives and School-Based Management (SBM), in general. Another 
existing alternative delivery mode is to make available modular instructional materials that will enable children 
to learn even when they are absent. 

 
It has been observed that few public policy interventions have been developed regarding the provision of 
continuing education for parents, particularly mothers, whose educational attainment is a clear determinant of 
children’s lack of school participation. Adult literacy programs for mothers and parents can be set up 
forcommunities with high OOSC incidence and female adult illiteracy. While beneficiaries of 4Ps are required 
to attend family development sessions, the design and quality of these sessions deserve more attention beyond 
the main aim of strengthening household beneficiaries, especially parents, about knowledge and adherence to 
the rights of the child and responsible parenting. The Philippines has had a well-regarded parent education 
program back in the 1970s, and it is considered as an important achievement in Philippine education as stated 
in the EFA 2000 assessment. It may be worth making use of this program, especially in family development 
sessions of 4Ps. DepED will also need to systematically establish a parental education program, perhaps initially 
through parent-teacher-community association (PTCA) efforts and/or parent-teacher conferences. Meetings 
and interactions with parents can be so structured to serve a dual purpose of parent education and of generating 
parental support for educational programs. Parents also will need to be provided sensitivity seminars about how 
differing expectations of boys and girls impact on school achievement.   

 
Many parents of dropouts interviewed for this study have more than four children. It is simply unaffordable for 
these families to send all children to school at the same time. Some parents end up sending each child at least 
up to Grade 2, while others forgo education entirely for some of their children while prioritizing the education of 
others, especially girls over boys, or younger rather than older children. These families are special cases, and 
their circumstances have to be taken into account when trying to get them to send all children to school. The 
4Ps program clearly does not work the same way for large families as for small: when families have four or 
more children, the cap on subsidies per child means that money is spread out across many young children for 
large families and even with subsidies, these families cannot afford to send all children to school without 
sacrificing on basic needs. Over the long run, it is imperative for the national government to provide competent 
and complete reproductive health services to allow families the opportunity to have only the number of children 
they want, and to be in a better capacity to send their children to school. 
 
 

WAYS FORWARD  
 
In general, a variety of education policies and strategies to deter children from being out school have already 
been put in place by DepED; these interventions address demand and supply factors contributing to the lack of 
school participation and to school dropout. Policy actions and strategies to improve primary school participation 
provide a pathway for lessening the current education inequities and will undoubtedly lead to lessening income 
inequalities, both in the short and long term. What is important is for education policies and strategies to be 
synergized with data, and that this examination should be done regularly by DepED, together with various 
development partners and research institutes.  

 
The data collected and analyzed all point to a need for creating an enabling environment in order to keep all 
children in school as well as to improve their academic performance. This enabling environment should be 
supported by partnership among parents, teachers, school managers, and the community and should be 
characterized by: high academic expectation, gender equity, and active learning.  
 
Following are specific recommendations/ways to address the OOSC phenomenon in the country. Please refer 
to Annex 6 for actions undertaken by DepED on the recommendations.  
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Addressing Demand-Side Issues 
 
On parents’ and teachers’ perceptions on school readiness 
 
DepED must develop a compelling communication and advocacy component for the Kindergarten program 
aimed at enhancing parents’ appreciation of early education and their role in giving children the best start in life 
through ECCD, as well as in ensuring they remain and complete school. This could be done through the parent-
teacher-community associations and in collaboration with barangay heads, community leaders, and local chief 
executives.  
 
DepED must address mismatch of expectation between the Philippine Early Learning Development Standards 
(ELDS) and teachers in Kindergarten until Grade 3. In particular, teachers should be oriented on ELDS and 
trained on the natural developmental progression of young children as wellas age-and developmentally 
appropriate teaching learning practices. 

 
Classroom instruction must shift from passive experience to that of active learning, and this should start even 
in ECE. Teaching approaches in kindergarten and early grades could utilize more inclusive, experiential and 
kinesthetic learning methods to help all children learn by doing. To address the lack of attention span especially 
among boys, there could also be more frequent mini-breaks to simply get up and move, stretch, or jump in 
place. Literacy skills may also be enhanced by spatial-visual representation. For writing tasks, in particular, 
visual stimuli may be used. Children can also be permitted to write composition with comic strips. Personal 
interests of children may be integrated into learning, e.g., making use of reading materials from sports or 
computer magazines. Moreover, parents, teachers, and school managers should also learn how to 
communicate high academic expectations for all children, especially boys, and to raise their self-esteem by 
reminding them of their successes and giving them particular responsibilities that they will be good at.  

 
DepED must develop an advocacy campaign for parents to enroll their children in school on time. This will be 
particularly challenging among low-education parents, especially mothers, who may not readily appreciate the 
wisdom of investing on preprimary education.A practical measure that can yield immediate results is for DepEd 
to intensify the campaign for on-time school entrythrough PTAs and LSBs which can be addressed through 
Communication for Development (C4D). Advocacy materials can be developed and disseminated to parents 
through community organizations with the aid of LGUs. Advocacy and information campaigns are needed to 
motivate parents to enroll children on time, particularly in preprimary- and primary-school levels with low 
NER/attendance rates and to be aware of the importance of preschool education and the availability of such. 

 
There should be specific incentives for encouraging parents to participatein early or prompt registration of 
children. Such incentives could be in the form of tuition discounts or free books. Schools could work on their 
own incentive schemes.  
 
DepED must analyze results of the Student Readiness Assessment (SReA) for their implications on classroom 
management. School readiness assessment must be sustained but its results must be analyzed to determine 
competencies and competency gaps of children entering Grade 1. This information gives teachers a better 
handle on managing the classroom and directing learning processes and outcomes.  The results of the SReA 
may also be used to enhance the Kinder Summer Program and the eight-week ECE curriculum.  
 
Give schools more specific guidelines in operationalizing the six-year-old requirement. The practical course of 
action is to standardize the interpretation so that children five years and six- to nine-months-old at the time of 
enrollment can be accepted since they will turn six years and three months old after the June enrollment. The 
six-year-oldage-at-entry policy has been in existence since 1995. Revising the policy would affect the required 
supply of schools, classrooms, and primary school teachers. It would be prudent to stay the course for now but 
revisiting the policy may be in order in the long term. A policy of leniency could clog primary schools and 
classrooms, especially in areas where there are supply deficits. Making this policy more flexible would require 
provincial and regional offices of DepED to take stock of the additional number of children and the corresponding 
impact on supply factors. Such information should aid in deciding whether or not to accommodate five-year-old 
children for entry into Grade 1. 
 
DepED, in cooperation with the NSO and LGUs, should adopt ways to ensure that poor families are able to 
comply with the birth certificate requirement. For instance, discounted fees can be offered for needy families, 
and birth certificates may be issued either on the school premises or nearby locations during enrollment. Other 
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possible strategies include (i) having makeshift Census Serbilis Centers before school starts up to the first two 
months of the school calendar in order to facilitate the release of birth certificates, and (ii) mobilizing barangays 
to accept applications for copies of birth certificates and file them at LGUs. 

 
On truancy 

 
Further school-mechanism teacher-community linkages could be used as a means of quick detection of truancy 
and dropout. Ways of reporting on truancy among children can be worked out with local officials who could help 
enforce the anti-truancy law. This can raise enrollment to nearly the target of universal primary education.  
 
On poverty and other economic factors 
 
International experience or even small innovations in local communities must be examined for clues on how to 
cope with the seasonal needs for labor during harvest. Such innovations point to the importance of school-
initiated initiatives and SBM in general as there are local conditions that DepED Central Office may not be able 
to prescribe solutions for. Information on such innovative practices can be disseminated and possibly adopted 
for the schedule of farming communities to allow very poor families the opportunity to both support their 
subsistence living with help from children without completely compromising their children’s education. In general 
it may be productive to devise policies that will allow the education system, in particular its calendar, to be more 
flexible and adaptive to local circumstances (e.g., seasonal need for labor). Self-learning instructional modes 
for some period of the school year for instance, can keep students in the system while they are needed by their 
families for labor. Other ways of adapting to local circumstances should be explored.  

 
Current design of the 4Ps must be improved to accelerate the pace of providing a full course of primary schooling 
to all children regardless of sex with the aim of keeping them in school. One possible means is to follow the 
example of Mexico’s CCT which provides extra cash incentives for subgroups with lower participation rates 
(e.g., five-year-old boys nationally except in ARMM where five-year-old girls are more disadvantaged) and some 
groups that are likely to be more disadvantaged in education opportunities than the general population (e.g., 
persons with disabilities and IPs). It may also be important to increase cash incentives for older children to 
encourage school completion.  

 
Broader macro solutions like a coherent population policy, an antipoverty strategy, and an effective livelihood 
and employment promotion program must be pursued vigorously by government in tandem with CCT. While 
CCT helps lower opportunity costs of poor families in sending children to school, it is not enough to address 
poverty. Strategies must factor in the impact of disasters and conflict on schooling. Macro policies pertaining to 
management of climate change impacts on the poor, as well as the installation and more vigorous 
implementation of economic development strategies that will lead to more job creation will have great import on 
continuing school attendance and completion.  

 
School-based health interventions, such as EHCP and BFP, must be continued to improve the health and 
nutritional status of undernourished children. Barangay and municipal LGUs, in turn, should provide support to 
strengthen and sustain these interventions as part of their respective development plans and investment 
programs.  

 
On the differences in expectations between boys and girls 
 
A flexible, responsive curriculum and a learner-centered classroom management system must be 
implementedto address the needs of pupils, especially boys, and make them more actively engaged. 

 
Teacher preparation and in-service training programs based on a holistic framework of teacher development 
must be provided. In particular, the programs should aim to enhance the skills and capacity of teachers in terms 
of child development principles (understanding the child); competency in teaching the curriculum (what to 
teach); and learner-centered teaching-learning approaches (how to teach). Teachers should be able to adopt 
gender-sensitive teaching strategies and create a teaching-learning environment that is stimulating,especially 
for boys. Equity consciousness and gender fairness must be deliberately inculcated and included in the 
teachers’ development program. 

 
DepED should work on de-feminizing schools, or at least having teachers become more sensitive to how boys 
and girls may learn differently. DepED can advocate with the Commission on Higher Education (CHED) for 
establishment of targeted scholarship for males, who will enroll in teacher preparation courses, as in the case 
of Male Teachers’ Strategy in Australia. In addition, DepED can adopt affirmative action policies in the short 
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term, including the provision of additional incentives for male teachers who canbe important role models for 
boys. While DepED Central Office has several gender-mainstreaming efforts aligned with the Philippine Plan 
for Gender-Responsive Development, including the development of GAD learning exemplars, there is much to 
be done. GAD exemplars need wider dissemination and use. DepED must also vigorously utilize a portion of 
the GAD budget to disseminate information on existing gender disparities in education and strategies in 
addressing such inequities. 

 
School-level initiated programs must be encouraged to strengthen partnership with parents and disseminate 
information about the importance of exercising gender sensitivity at home and aboutparental academic 
expectations in children’s academic success. In addition, DepED can advocate and collaborate with DSWD to 
enhance the design of the family development sessions of 4Ps to include discussions on parental academic 
expectations and perceptions of school readiness and strategies for addressing educational inequities.. 

 
Distribution of GAD lesson exemplars to school districts must be ensured. Appropriate mechanisms for the 
implementation of lesson exemplars, including provisions for teacher training programs, must also be organized. 

 
On low education of parents, particularly mothers 
 
DepED must strengthen its parent education program.More specifically, it should include a parent education 
component in its PTA efforts and parent teacher conferences.  Meetings and interactions with parents can be 
so structured as to serve two purposes: parent education and generating parental support for educational 
programs. In particular, parents should be informed on recent findings of brain development research 
concerning ECCD and its impact on children’s development and how it prepares them for life. User-friendly IEC 
materials regarding these findings should be developed and disseminated to parents. 

 
Continuing education for parents ust be provided through the alternative learning systems (ALS). Adult literacy 
programs in communities with high OOSC incidence and female adult illiteracy must be implemented. 
Incorporation of basic and functional literacy programs in the community development initiatives of DSWD, 
DOH, Department of Agriculture, Department of Agrarian Reform, and Department of Environment and Natural 
Resources must be fast-tracked. 

 
 
Addressing Supply-Side Issues 
 
As a general recommendation, the most acute shortages, given resource constraints, must beprioritized. 
However, equally urgent problems must be addressed, to include: rationalizing allocations of inputs already 
available; supporting SBM through full implementation of reforms such as provision of maintenance and 
operating budgets to principals; and institutionalizing incentive systems that allow stakeholders to exact 
accountability for poor performance. 

 
Relative to ECE, the following recommendations of the Country EFA Mid-Decade Assessment remain valid: (i) 
Increase public and private investment in ECE to build more facilities for an increasing number of three-tofive-
year-old enrollees; (ii) support alternative modes of delivering ECE (home or community-based); (iii) improve 
the quality of ECE services by strengthening the registration/accreditation system; and (iv) intensify the health 
and nutrition component of ECE. 

 
Practices that have worked well, such as public-private partnerships (i.e., Adopt a School, Brigada Eskwela, 
etc.) that help reduce school and classroom deficits in particular areas, must be intensified.  
 
On shortage of schoobuildings and classrooms 

 
Areas where additional resources are necessary must be prioritized. Such areas are where it would be prudent 
to either expand incomplete schools or provide other means of support to get students to schools that are far 
from their homes. Use of alternative delivery modes and ALS in areas without elementarymust be ptimized. In 
remote and sparsely populated areas and for schools that have no infrastructure or teacher shortages but have 
students shortages, multigrade modes of instruction can be adopted, which would require specialized training 
in multigrade instruction for teachers and provision of appropriate instructional materials (i.e., multi-level 
materials).DepED should design facilities that are appropriate for and support interactive learning, peer learning, 
and ADMs, particularly multigrade classes. Designs for facilities that the community can put up, such as learning 
kiosks, should be considered. 
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In congested areas that adopt shifting policy, the triple shifting schememust be eliminated. Schools with three 
shifts per day substantially compromise on the quality of instruction, sheer amount of teaching time, and positive 
experience of children in schools. Schools with double shifts do not lose as much time; whatever sacrifices there 
are in quality can be addressed with complementary inputs such as innovations in instruction, infusion of 
additional learning materials, at-home modules, or remedial lessons. Evidence for impacts of such 
compensatory inputs should, however, be examined systematically. 
 
On quality ECCD workers and teachers 
 
DepED, together with budget managers, must continue addressing input deficits and, together with DSWD, 
improve the training of DCC and kindergarten teachers. The scope for assistance from training providers (e.g., 
TESDA) may be explored and maximized.  DepED and DSWD need to continue capacity-building activities 
forECCD workers. CWC has developed a comprehensive human resource development program for ECCD 
workers to upgrade their level of knowledge and skills and provide them with career advancement opportunities.  

 
DepED should fully adopt NCBTS in teacher trainings and induction programs and re-articulate to Teacher 
Education Institutions (TEIs) the NCBTS as a primary framework used by DepED in hiring, supervising, and 
promoting teachers. As mentioned earlier, teacher development should be based on a holistic framework that 
ensures teachers are steeped in the following elements: (i) understanding the child, guided by latest brain 
development researches; (ii) competency in teaching the curriculum, and (iii) skills in learner-centered teaching 
approaches in handing ADM settings and in being facilitators of learning (e.g., encouraging peer-learning 
sessions). 

 
On learning materials 
 
DepED must articulate with LGUs, through the Local School Boards (LSBs), the instructional needs of children 
in school and advocate the use of the Special Education Fund (SEF) for the procurement and development of 
instructional materials and for assisting in student assessment expenses.  

 
DepED should mobilize support from the private sector, philanthropists, and donor organizations. Itsfirst task 
would beto identify specific schools with a dearth of learning materials. This identification list may be used to 
find specific sponsors and donors for the schools. 

 
DepED must ensure sustained investment and full and timely utilization of resources, particularly ADM support 
funds, for the production of supplementary learning materials to make learning interesting to children.  

 
The Mother Tongue-Based Multilingual Education (MTB-MLE) must be fully implemented. Provisions for the 
production of pertinent teaching support materials and training of teachersmust be established. 
 
On ADMs and ALS  
 
Alternative modes of kindergarten such as the Catch-up program, provided for under the IRR of RA 19157, must 
continue to be developed, particularlyfor children six years old and older who are under especially difficult 
circumstances such as beingaffected or displaced by armed conflict, urban resettlement, disasters, and child 
labor practice. 

 
The national home-based ECCD implementation planmust be fully implemented. The plan outlines ways of 
expanding access of zero-to six-year-old children to ECCD by promoting home-based ECCD. Crucial factors in 
the success of home-based ECCDs are the capacity of barangay-based service providers and community 
volunteers to implement programs of municipal ECCD teams and local chief executives to supervise and 
manage home-based ECCD programs. 

 
It is also imperative that DepED plan out its kindergarten teacher requirements to identify options for filling the 
needs and developing a training program apt for the specific profiles of kindergarten teachers, especially those 
who will deliver the catch-up plans.  

 
DepED must study the actual impact of the various ADMs, such as  multi-shift classes and multigrade classes, 
MISOSA (Modified In-School and Off-School Approach), Enhanced Instructional Management by Parents, 
Community and Teachers (e-IMPACT), Home Schooling, and Drop Out Reduction Program (DORP); it must 
rigorously evaluate these programs to fully establish their merits in improving access of children to a complete, 
quality education. Said programs must be scaled up where appropriate.  
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More support and resources to ALS must be provided. Although ALS is seen to be more appropriate for out-of-
school youth, it can serve as a stop-gap measure to address OOSC particularly in areas where there is no 
existing public elementary school. Eventually, these children should be referred back to the formal school 
system, whenever feasible.  

 
Sufficient monitoring and evaluation of ALS and ADM participants should be undertaken in order to ensure that 
they are getting equivalent learning opportunities to students in formal programs. 
 
 
Management and governance of OOSC  
 
Tracking of OOSC 
 
DepED, in collaboration with LGUs at the barangay and municipal levels, should establish an integrated school-
community monitoring system to define and map the universe of OOSC with disaggregated date by age and 
gender, among other classifications. Such partnership in tracking OOSC enhances local accountability and 
action in achieving the education MDGs. Realtedly, DepED should enhance the capacities of its regional offices 
and divisions to consistently analyze data and track progress on OOSC and school dropouts, and incorporate 
these data in the annual strategic and operational plans. Such analysis must establish disparities due to gender, 
ethnicity, class and other such factors. DepED can then take targeted actions and provide technical advice to 
regions and divisions with a considerable number of OOSC and to schools with high dropout incidence. Other 
stakeholders, especially the donorcommunity and LSBs, can help mobilize community resources to eliminate 
dropout, truancy, and disparities in education opportunities. 

 
School accountability 
 
Management of the OOSC phenomenon should clearly be an accountability of the school in collaboration with 
the local government and the community. Outcomes such as zero OOSC and other access indicators, including 
gender disparities, should be an integral part of developing a report card system for schools. Participation rates 
and completion rates should also form part of measuring the effectiveness of principals and teachers. A 
comprehensive examination of mechanisms in place to exact accountabilities for poor performance should be 
done from the lowest levels, such as teachers and school heads, to middle management (divisions and regions), 
to the central office. Incentives can also be given for achieving significant OOSC incidence reduction. Grants 
for school improvement and awards for zero dropouts in primary school can be made. 

 
Trends in education outcomes of schools need to be examined to detect as early as possible if there are 
systematic trends that can be the subject of school intervention. A time-series analysis could help school heads 
and understand better the dynamics of the dropout trend in their schools and suggest areas for improvement of 
school-based and classroom management. This should be complemented with situational analysis by planners 
of DepED division offices to determine if broader or higher level interventions are parallel with interventions. For 
example, for low-income parents, linking them to livelihood may be necessary. 

 
Measures should be adoptedto ensure that competent and effective managers are at the helm of public schools 
or, at the very least, the large public schools. For instance, the current incentive scheme based on seniority and 
credentialmust be improved;also, a licensure exam to certify principals in term of managerial capacitymust be 
provided. 

 

Area-based action 

 
National-level actions should be coupled with area-based actions to take into account the community-based 
nuances of the OOSC phenomenon. Because problems occur at the community and village level, local actions 
are required. Regional and provincial education development plans must factor in equity analysis, (i.e., looking 
into the OOSC phenomenon in a particular locality, including gender disparities, ethnicity-based disparities, and 
other community factors). Program development and implementation should be based on a bottom-to-top 
analysis rather than being prescribed from DepED Central Office. For example, schools and division offices can 
initiate actions on gender disparities even in the absence of a gender policy from the top. Regional offices and 
divisions can identify schools where disparities are marked and, with an understanding of the dynamics of the 
OOSC phenomenon, devise an action agenda that will improve opportunities for children to go to school and 
stay in school.  
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Monitoring and evaluation 

 

Monitoring and evaluation must be regularly conducted within DepED to ascertain the effectiveness and impact 

of OOSC-related policies and, for that matter, all education policy interventions. This should lead to linking the 

effect of supply-side reforms on reducing primaryschool-dropout rates and OOSC incidence and to steer the 

direction of policy interventions. Also, there is a need to strengthen the link between the school and community 

monitoring systems to address OOSC. 
 
Civil society participation 
 
DepED must optimize and synergize the programs and strategies of NGOs to address the OOSC 
phenomenon and dropout rates.  
 
Financing education of OOSC 
 
SBM must be supported through full implementation of reforms, such as provision of maintenance and operating 
budgets to principals. The system of SBM grant allocation, release, utilization and reporting must be improved. 
For instance, the selection of school grantees should be done for multiyear purposes to sustain the impact of 
these grants. Selection criteria should consider not only enrollment size and performance indicators, but also 
financial capacity of the schools, paying attention to needy schools, and to schools that are in need of support 
for improving their school initiatives. DepED Central Office will also need to work with regional and divisional 
offices, as well as the DBM, to hasten the release of these grants by the start of the school year.  

 
To complement school-based interventions, DepED needs to advocate with LGUs the use of SEF for the training 
of kindergarten teachers and the development of kindergarten instructional materials. Information materials 
should be in the vernacular and in popular form in order for parents in rural and remote areas to appreciate and 
use them. 

 
DepED must advocate with DSWD for LGUs to target more effectively assistance given to poor families (for 
both education and social protection interventions) rather than offering universal assistance (e.g., by making 
use of the DSWD’s National Household Targeting System). It must also advocate with the national government 
for the sustained implementation of the CCT beyond the present administration (specifically, its coverage of 
five-year-old children). 

 
The gender budget of DepED division offices need to be harnessed to address gender disparities. Affirmative 
action must be taken for the systematically disadvantaged group (i.e., boys in primary school dropping out more 
than girls.) 
 
AREAS FOR FURTHER RESEARCH 
 
Student-level analysis linking availability of inputs to performance outcomes. All data available thus far are 
derived from data aggregated at the provincial or the regional levels, which may mask important effects that can 
be detected with student-level analysis. 

 
Time-on-task research for teachers, including basic attendance, to understand exactly how much instruction 
time is spent for each subject in each grade. This information will provide guidance as to the implications of 
shifting in schools, additional administrative work of teachers, and other tasks that impinge on the number 
ofminutes students get in teaching time.  

 
Cost-benefit analyses (in addition to rigorous impact evaluations, if missing) of various forms of interventions 
that have already been run in the country to address the most pressing outcomes. Having cost-effectiveness 
estimates of interventions on the supply and demand sides will provide clearer information on which 
interventions would be more prudent and effective than the other.  

 
Cost-effectiveness study comparing private versus public primary schools to understand where the efficiency 
problems in public schools lie, if any. 

 
Systematic examinations of the governance and institutional issues that block reforms at the local and national 
levels of DepED. This should include transparent examinations of potentials for corruption, a political economy 
analysis of accountability mechanisms, investigation of the institutional arrangements and power relationships 
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between central, regional, and division offices as well as any other arrangements that contribute to the 
inefficiencies within the system. 

 
Political economy analysis of various processes within DepED to understand how and why there remain 
persistent problems with equitable resource allocation, efficiency barriers in the implementation of certain 
policies (e.g., drilling down of MOOE and other SBM or BESRA-related reforms), among others. This would 
include an accountability audit of the important processes that may have an impact on the delivery of quality 
inputs.  
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Epilogue to the 2012 Philippine Country Study on 
OOSC Philippine Report: 
An examination of 2010-2013 Data and Policy 
Changes  
 
This report was researched and written in 2011 and finalized in 2012 using data from household surveys for 
2007 and 2008, and data from the Department of Education (DepED) from 2005 to 2009. Much has changed 
since in the picture of OOSC in the Philippines. At this time, data from 2013 household surveys have already 
been released, allowing sufficient over-time analysis of trends in OOSC prevalence. The overall picture is 
positive, with national-level trends revealing substantial improvements in reducing OOSC in the country. This 
chapter reports on these trends, as well as progress in DepED’s policies, and the extent to which the 
recommendations made in Chapter 5 have been addressed. 
  
Achievements in decreasing OOSC in the country can be attributed in large part to three interrelated factors. 
First is the passage and full implementation of the K-12 law or Republic Act 10533, an act that aims to enhance 
the basic education system through key reforms in curricula and addition of two years and Kindergarten to basic 
education. The law was signed on 15 May 2013, but implementation had started earlier. Second, a direct result 
of the K-12 law passage, is the increasing budget DepED has been able to obtain from the national government. 
Finally, the government has also expanded the Pantawid Pamilyang Pilipino Program (4Ps), its conditional cash 
transfer (CCT) program, dramatically. Families receiving assistance through CCT are required to send their 
children to school who must attend at least 85per cent of the school days. It is an intervention that required 
close coordination between the DSWD and DepED, successfully implemented with tracking and monitoring of 
pupils enrolled in the program. Together, these three broad programs introduced massive change in the way 
the DepED does its work. 
  
Adopting K-12 necessitated a re-orientation of the curriculum, improved management efficiency, comprehensive 
data collection and tracking, overall research-based policy responsiveness, and built-in institutional flexibility, 
coupled with school-based management that has empowered school officials to make necessary interventions. 
While the law and its implementing rules lay out many different policies, there are overarching features that 
would directly address some of the recommendations made in this report. The details of which changes address 
which recommendations will be itemized in the later part of this section. Generally though, the key features of 
the law relevant to reducing OOSC include: (1) strengthening early education by mandating universal 
kindergarten education, (2) enhancing and contextualizing the curriculum for learner needs, and (3) mother 
tongue-based multilingual education in the early years. 1 
 
Over recent years there have been significant increases in the Department’s budget in absolute value, although 
it remains roughly the same as a proportion of the national budget. The education budget in 2015 totals 
PhP361.7 billion, representing an increase of 18.6per cent from the previous year.2 This has led to budget 
expansions down to the school-level, including increases in the allotments for MOOE per pupil, one of the main 
problems identified in this report. According to the Department of Budget and Management (DBM), the increase 
includes a 53.9 billion allocation for Basic Education Facilities, sufficient to build 9,500 classrooms, repair over 
31 thousand classrooms, develop over 13,000 water and sanitation facilities, and purchase 1.3 million chairs.3 

The 4Ps program was expanded in 2015 to a budget of P62.3 billion covering 4.3 million families. It started in 
2007 with a budget of PhP50 million to cover 6,000 families and has since been expanded exponentially, owing 
to positive interim evaluation results. The sharpest increases happened between 2010 and 2013 when it went 
from 1 million families to close to 4 million families. While the impacts on overall national poverty rates might 
not yet be evident, the impacts on school attendance should be4. A recent development in the program is 
extension of support to children until 18 years old. This would allow beneficiaries to receive support until high 

                                                 
1 Full-text of the law and its implementing rules and regulations are available at http://www.gov.ph/k-12/#RA10533 
2 2011 budget=207B; 2012 budget=238.8B 
3 http://www.rappler.com/nation/78775-2015-budget-allocation 
4 Albert et al, (2015). Inequalities in income, labor, and education: The challenge of inclusive growth. PIDS Discussion Paper Series No. 
2015-01.  
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school.5 There are specific conditions in relation to education that beneficiary families need to comply with, 
those in high school have a minimum maintaining grade point average while those in primary school can repeat 
a grade once at most and will be disqualified from the program if he/she does not pass the second time.  

Prevalence of OOSC 

In 2008, the rate of OOSC to total number of children in the Philippines between the ages of 5 and 15 was 11.7 
per cent. This was reduced to less than half by 2012 to 5.21 per cent; it is likely to continue its downward trend 
as DepED crafts and carries out its “last mile” strategy to get the last 5 per cent into schools through alternative 
delivery modes of education and bringing education services to children with disabilities and children in isolated 
and indigenous communities. The sharpest decline happened between 2011 and 2012 when DepED officially 
started to make Kindergarten mandatory for incoming primary school students. This meant that all students 
starting at Grade 1 by 2013 should have at least one year of preschool experience, leveling off expectations of 
teachers regarding aptitudes and abilities when primary school begins. While participation of three- to five-year-
old children in preprimary school was 35 per cent in 2008, it increased to 48 per cent in 2011 as per APIS 
estimates. The decline among 5-year old children in the years that mandatory Kindergarten came into effect 
was from 318,417 in 2011 to 170,631 in 2013. There were also reductions in absolute number of OOSC among 
6 to 11 year old children, from 895,516 to 444,442 and among 12 to 13 year old children from 791,949 to 
582,245. 

Table 22a. Number of OOSC by age group, 2011 and 2013 APIS 

2013     

  5 year old 6 to 11 12 to 15 Total 

OOSC 170,631 444,442 582,245 1,197,318 

In school 1,826,611 12,084,699 7,882,894 21,794,204 

Total 1,997,242 12,529,141 8,465,139 22,991,522 

     

2011    

OOSC 318,417 895,516 791,949 2,005,882 

In school 1,605,308 12,780,253 8,689,435 23,074,996 

Total 1,923,725 13,675,769 9,481,385 25,080,878 

 

All regions have experienced a decline in OOSC prevalence. Except for ARMM, the rates of OOSC in the 5- to 
15-year-old age group are in the single-digits (Table 1). OOSC in ARMM remains a challenge; although it has 
been reduced by 7.8 per cent, in 2012 it still stood at an unacceptably high 16.7 per cent. If targeted interventions 
can be designed to improve education access for provinces in ARMM and OOSC rates brought down to less 
than 10 per cent, it would bea significant markin overall country OOSC rates.  The largest declines were notedin 
Regions 9 (Zamboanga) and 11 (Davao), with declines of over 10 per cent bringing rates for both regions close 
to the national average after starting out with having one ofthe highest prevalences of OOSC in the country.  

Table 22b. Rates (in %) of Total Number of OOSC to Total Number of 5- to 15-Year-Old Children (and Standard Errors in 
Parentheses), 2008-2013 by Sex and By Region 

Region 2008 2010 2011 2013 

Region I – Ilocos 10.40 (0.60) 8.21 (0.01) 6.13 (0.01) 5.56 (0.01) 

Region II - Cagayan Valley 13.90 (0.82) 9.74 (0.01) 7.41 (0.01) 4.12 (0.01) 

Region III - Central Luzon 10.00 (0.54) 8.73 (0.01) 6.78 (0.01) 5.56 (0.01) 

Region V- Bicol 15.60 (0.73) 9.09 (0.01) 5.93 (0.01) 5.27 (0.01) 

Region VI - Western Visayas 12.60 (0.67) 12.16 (0.02) 7.17 (0.01) 2.47 (0.01) 

Region VII - Central Visayas 14.30 (0.77) 11.31 (0.01) 8.11 (0.01) 4.87 (0.01) 

Region VIII - Eastern Visayas 17.90 (0.97) 10.63 (0.01) 8.57 (0.01) 4.81 (0.01) 

Region IX - Zamboanga Peninsula 20.00 (1.32) 12.58 (0.01) 9.29 (0.01) 5.66 (0.01) 

                                                 
5 Reyes, C.M. & Tabuga, A.D. Conditional Cash Transfer Program in the Philippines: Is it Reaching the Extremely Poor? PIDS Discussion 
Paper Series No. 2012-42 
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Region X - Northern Mindanao 15.30 (1.00) 11.72 (0.01) 7.70 (0.01) 5.01 (0.01) 

Region XI – Davao 17.30 (0.95) 11.72 (0.01) 8.42 (0.01) 4.33 (0.01) 

Region XII - SOCCSKSARGEN 17.50 (1.01) 9.87 (0.01) 10.43 (0.01) 7.42 (0.01) 

National Capital Region 8.60 (0.55) 5.45 (0.01) 6.91 (0.00) 3.64 (0.01) 

Cordillera Administrative Region 10.20 (0.90) 7.05 (0.01) 5.56 (0.01) 7.72 (0.01) 

Autonomous Region in Muslim 
Mindanao 

25.10 (1.72) 
26.01 

(0.02) 
20.43 (0.01) 16.73 (0.01) 

Region XIII - Caraga 14.00 (0.87) 9.17 (0.01) 7.52 (0.01) 4.18 (0.01) 

Region IVA - CALABARZON 9.20 (0.54) 9.10 (0.01) 6.74 (0.00) 3.50 (0.01) 

Region IVB - MIMAROPA 14.60 (1.04) 11.14 (0.01) 7.40 (0.01) 5.53 (0.01) 

PHILIPPINES 13.50 (0.21) 10.42 (0.00) 8.00 (0.002) 5.21 (0.00) 

Source: APIS  

By gender, the rate of decline is slightly higher among girls. Overall, OOSC rates dropped by 55 per cent.The 
decline was 52 per cent among boys and 60 per cent among girls, of OOSC prevalence in 2008. The existing 
gender disparity increased slightly from 1:1.38 in favor of boys in 2008 to 1:1.65 in 2012. This persistent gender 
gap in OOSC and other performance measures in the DepED data was pointed out in the report and while many 
improvements have been made resulting in overall declines in prevalence of OOSC, DepED still needs to be 
mindful of the gender disparities and consider pro-active measures to retain more boys in the system. 

The decline in OOSC incidence is reflected in the net attendance rates, which for primary school increased from 
90.8 per cent in 2008 to 96.5 per cent in 2013 (Figure 12). There are smaller, barely significant, gains in 
secondary level enrollment rates. It increased from 66.3 per cent to 68.9 per cent. This is expected since much 
of the gains in primary school are a result of mandatory kindergarten. Increasing enrollment rates in high school 
will be more difficult and on this score the national level remains low. DepED will need a different set of programs 
to increase participation and decrease dropout rates in high schools. It is in high schools where student teacher 
ratios are high, where boys become much more likely to drop out at higher rates, and where continuing school 
becomes more of an opportunity cost for poor families whose older children must work to bring in income. The 
rate of increase is the same between males and females; this means that enrollment rates remain 10 per cent 
higher among girls. Addressing the gender gap in secondary education by improving retention rates among 
boys would make a significant dent in the OOSC incidence in the country.  

Figure12. Adjusted Net Attendance Rate (ANAR) among Primary and Secondary School-Age Children, 
2008-2013 by Sex 

 

 

 

 

 

 

 

 

 

Table 23 shows the school attendance rates of preprimary school-age children by level of education by 
household head and by their per capita income quintile. The sharpest increase in school attendance among 
children five years and younger occurred among households with heads that are poorly educated. Mandatory 
Kindergarten delivered the largest benefit to the poor. In 2008, only 47.2 per cent of children in the poorest 
families attended preschool, compared to 82.1 per cent of children in the upper middle-income families, a 34.9 
per cent difference. In 2013, the size of this difference shrank to 5 per cent because of large gains in getting 
children from the poorest families into Kindergarten. By 2013, 92.2 per cent of eligible children in the poorest 
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bracket families were attending Kindergarten, almost equal that of the richest at 98.3 per cent. Since early 
education results in gains in primary school performance and beyond, the income gap results in early education 
gaps, which in turn results in overall achievement gaps between the rich and the poor. Improvements in access 
to preprimary education for poor families through mandatory free provision of Kindergarten by the public school 
system may have an equalizing influence. 

Table 23. School Attendance Rates (in %) of Preprimary School-Age Children in 2008-2013, by Level of Education of Household 
Head and by Per Capita Income Quintile 

 

APIS asks households for reasons why children are not in school. For primary-age children 6- to 11-years-old, 
between 2007 and 2013, lack of personal interest grew in importance as a reason from 24 per cent to 34 per 
cent. Remember that the overall prevalence of OOSC has declined, and thus the profile of children in this group 
has changed. In 2007, the most frequent reason cited for a preprimary-age child not being in school is being 
too young. While it remains the most common reason for nonattendance (after all, there are three- and four-
year-old children in this group), it shrank from 84 per cent to 65 per cent.6 

Table 24. Reasons for nonattendance in school for preprimary and primary school-age children, 2007-2013 APIS  

Reason for Nonattendance 
Preprimary School-age Children (%) Primary School-Age Children (%) 

2007 2008 2010 2011 2013 2007 2008 2010 2011 2013 

Lack of personal interest 3.83 6.94 17.13 57.08 11.11 24.49 31.68 47.23 54.72 33.5 

High cost of education 4.53 3.62 4.19 8.76 13.03 12.9 11.52 10.53 10.51 20.42 

Too young to go to school 83.52 80.46 69.73 10.74 65.38 34.03 29.21    

Illness/disability 0.54 1.06 0.94 3 4.66 8.08 9.48 10.68 15.24 23 

Lack of nearby schools 4.53 3.88 6.23 8.88 5.15 8.61 7.45 10.86 8.17 2.29 

Employment 0 0    0.31 0.13 0.35 0.59 0 

                                                 
 

 2008 2010 

Highest 
Educational 
Attainment  of 
Household 
Head 

Per Capita Income Quintile   
All 

Quint
iles 

Per Capita Income Quintile   
All 

Quinti
les Lowest 

Lower 
Middle 

Middle 
Upper 
Middle 

Rich-
est 

Lowest 
Lower 
Middle 

Middle 
Upper 
Middle 

Rich
est 

At most 
preprimary 

21.1 35.9 30.5* 100 100.0* 21.1 69.6 65.6 84.2 66.7 69.4 70.3 

Some primary 
education 

43.8 54.6 64.2 83.3 81.4 43.8 82.4 87.7 89.5 92.8 93.9 86.4 

Some secondary 
education 

54.9 62.5 74 80.6 90.5 54.9 87.9 88.9 93.4 94.4 95.3 91.5 

Beyond 
secondary 
education 

71.8 67.4 77.2 83.7 94 71.8 88.3 93.4 94.4 95.1 96.6 95.0 

PHILIPPINES 47.2 58.6 70.9 82.1 92 47.2 83.4 87.9 92.1 94.1 96.0 89.6 

 2011 2013 

Highest 
Educational 
Attainment  of 
Household 
Head 

Per Capita Income Quintile  
All 

Quint
iles 

Per Capita Income Quintile  
All 

Quinti
les 

Lowest 
Lower 
Middle 

Middle 
Upper 
Middle 

Riches
t 

Lowest 
Lower 
Middle 

Middle 
Upper 
Middle 

Rich
est 

At most 
preprimary 

79.3 77.8 86.4 93.7 92.2 80.5 82.9 86.0 86.9 90.7 0.0 84.5 

Some primary 
education 

86.4 89.8 91.1 94.1 95.3 89.1 91.5 93.0 94.0 95.8 94.6 92.8 

Some secondary 
education 

90.7 93.3 94.0 96.3 96.8 93.8 94.7 95.2 96.0 97.5 98.0 96.0 

Beyond 
secondary 
education 

91.0 94.8 96.0 96.0 96.9 95.9 96.3 99.1 94.4 97.9 98.9 97.7 

PHILIPPINES 87.4 91.2 93.2 95.7 96.7 92.0 92.2 94.1 94.9 97.2 98.3 94.8 
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Other reasons (e.g., school 
records, marriage*, housekeeping) 

3.05 4.04 1.78 11.54 0.67 11.55 10.53 20.7 11.36 20.79 

Getting OOSC, particularly preschool-age children, into school is the first part of the challenge. Once in the 
system,DepED must strive to keep retention rates high to get as many children to the end of the secondary 
school cycle as it can. Retention rates are improved by keeping students’ interest in school high, tracking them, 
recognizing warning signs of their dropping out, and motivating high achievement, among others. Close teacher 
and administrator engagement with students and parents can result in better graduation rates. The gains in 
survival rates over the past few years have been modest. From 2010 to 2013, it was a gain of 4.25 per cent to 
a national level of 78.48 per cent. The survival rate to the last grade of secondary education improved by roughly 
one percentage point to 81 per cent. While overall dropout rates for primary education appears very low (0.51 
per cent in 2013 across the country), it masks higher dropouts among boys, which is at twice the rate as girls. 
There are also regional differences that would be instructive in understanding where interventions are more 
urgently needed. This includes over 1 per cent dropout rates in ARMM and Central Visayas among boys. In 
high school, national level dropout rate is at 2.47 per cent with gender disparities worsening as children get 
older7. Males are twice more likely to drop out than females in high school. Regional differences show much 
higher male disadvantage in the Ilocos region, Bicol region, Western Visayas, and the Cordillera Administrative 
Region. Ilocos region is highly agricultural with farmers engaging in intensive cropping throughout the year, 
thus, labor demands for young males are likely very high. All these regions are agricultural, growing rice, 
vegetables, coconut, sugar, and coffee. More research needs to be examined as to the relationship between 
the demand for agricultural labor and higher dropout rates among boys in higher grades. Aside from working on 
supply side issues, DepED will need to advocate that DSWD change its uniform cash grants in the CCT to a 
differentiated one to help address differing opportunity costs for staying in school between boys and girls, and 
between older and younger children from poor families.  

Table 25. Cohort survival rates 2008-2013, BEIS 
 

 2008 2009 2010 2013 

Cohort Survival Rate Primary 75.39 74.38 74.23 78.48 

Cohort Survival Rate 
Secondary 

79.73 78.44 79.43 80.58 

All these recent data show that DepED has made significant gains in reducing OOSC in preprimary and primary 
school. More interventions though are needed to bring school attendance rates to higher levels in high school. 
The next section reviews the recommendations in this volume and reports on whether these were adopted by 
DepED, when appropriate.  

Status of Recommendations 

A total of 48 recommendations were enumerated to approach the problem of OOSC. Most of the 
recommendations were for DepED action while some needed cooperation with local governments, NGOs, or 
the surrounding community. Majority of these recommendations have been adopted in full or in part as a result 
of the implementation of the K-12 system. The recommendations fall under five broad categories: (1) early 
childhood education for children three- to five-years-old, (2) OOSC among primary school-age children and the 
role of ADMs, CCT, and community engagement in bringing them into schools, (3) curriculum responsiveness 
and flexibility to address performance of boys and other underperforming groups, (4) operational challenges 
such as budgeting and resource constraints, and (5) evaluations of alternative delivery modes and alternative 
learning systems. Each category contains a number of recommendations; we do not present all items again in 
full and instead summarize the spirit of the set of recommendations. Following the summary is a discussion of 
the steps already taken and their likely impact on the OOSC problem. These are presented in the light of the 
updated information above which shows remarkable progress in reducing the problem of OOSC across the 
country.  

Early Childhood Education (ECE). In 2008, a third of five-year-old children were not in school even as DepED 
had a substantial presence of Kindergarten programs and other similar early childhood education programs 
across the country. Beliefs that children are too young to go to school at age five were prevalent as a reason 
for holding them back from enrolling. It meant that even when children were almost six years old at the start of 
the school year, parents delayed their enrollment. By the time they are entered into Grade 1, they are overage. 

                                                 
7 Tables in appendixes B21-22 
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These findings were the basis for making a set of recommendations in relation to getting as many young children 
into schools by strengthening the links between early education programs and primary school proper, as well 
as strengthening cooperation between DepED and other providers of preprimary education like DSWD, private 
schools, and different levels of local governments.  

The recommendations made included the following (original numbers used in the Executive Summary in 
parenthesis): 

 Communicate and advocate the importance of Kindergarten education among parents because it 
gives children the best start and improves the likelihood of completing school. (1) 

 Match the expectations between Philippine Early Learning Development Standards (ELDS) and 
Kindergarten until Grade 3 among teachers. (2) 

 Starting in ECE and following through to the rest of primary school, foster active learning in the 
classroom as opposed to passive learning. Instruction in early grades and kindergarten should utilize 
inclusive, experiential, and kinesthetic learning methods. Individualized approaches to teaching that 
adjusts according to the children, with special attention to the different learning needs of boys, was 
recommended to improve learning outcomes. (3) 

 Campaign to advocate getting children enrolled in primary school at the right age and to invest in early 
education. On-time school entry interventions should be intensified. (4) 

 Provide parents with incentives to participate in prompt registration of children. (5) 

 Analyze results of the Student Readiness Assessment (SReA) for implications on classroom 
management in Grade 1. (6) 

 Specify guidelines in operationalizing the six-year-old age-at-entry requirement. (7) 

 Increase investments in ECE to build more facilities for 3- to 5-year-old enrollees, support alternative 
modes of delivering ECE, improve quality of services by strengthening accreditation systems, intensify 
health and nutrition component of ECE. (22) 

 Improve training of DCC and kindergarten teachers in cooperation with TESDA and DSWD. (26, 34) 

 Fully implement the national home-based ECCD implementation plan to expand access of zero- to 
six--year-old children to ECCD by promoting home-based ECCD programs. (33) 

Almost all of these recommendations have been addressed by the partial implementation of mandatory 
Kindergarten starting in the school year 2011/12. In preparation for the passage of the law, DepED had planned 
and executed expansion of its workforce, infrastructure, and supplies, to accommodate the influx of five-year-
old children in the system. RA No. 10157, known as the Kindergarten Act, institutionalized mandatory 
kindergarten to be provided by DepED, including provisions for medium of instruction, teaching strategies, and 
learning materials. The implications of the Kindergarten Act on these recommendations are varied, from simple 
requirement of preprimary education, to teacher training, to curriculum development. For example, it is no longer 
urgent to advocate early childhood education among parents and to build more facilities in ECE to support 
alternative modes of ECE delivery given the expansion of offerings in primary schools.  

Universal kindergarten was pursued in order to improve children’s preparation for entry into primary education. 
Students will learn the alphabet, numbers, shapes, and colors through play-based techniques such as games, 
songs, and dance. Instruction will be in the mother tongue until Grade 3, leveling the field across learners that 
speak dialects outside of English and Filipino. Recommendations to match expectations between ELDS and 
Kindergarten to Grade 3 are accomplished because the same system that teaches kindergarten takes in the 
students into primary school proper. When all children go through kindergarten, they all enter the first grade 
with enough knowledge to learn in equal paces. Designing learning for individualized needs is, in principle, built 
into the curriculum design, and should address some of the problems brought about by passive-learning style 
techniques employed in early years of primary school. This flexible activity-based teaching should also address 
issues with different learning needs of boys. While the design has been able to accommodate the 
recommendations to improve teaching in early grades, it must be acknowledged that the new curriculum 
demands lower pupil-to-teacher and pupil-to-classroom ratios. Individualized learning cannot happen in 
crowded classes of five-year-old children. Monitoring of class size and fast response to shortages is necessary 
to deliver the outcomes promised by the revised curriculum in the early grades.  

The issue of late registration of students was addressed through intensive early registration programs. DepED 
starts registration of students in January for the June intake for one or two weeks. The policies are also clear 
about the exact age when children should be assigned to Kindergarten or Grade 1. If the child is five years old 
in October, he/she is assigned to Kindergarten, and if six years old is assigned to Grade 1. Early registration 
allows schools to appropriately plan for the next academic year, with a more informed idea of the size of the 
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student body. Part of the program’s goal is to catch the “last mile” students, what the DepED calls the “least, 
lost, and last.” These are students that are especially difficult to bring into the system, including street children, 
those in conflict-affected areas, indigenous peoples’ children, children with disabilities, and older children who 
are not in school. Early registration gives the community enough time to track, find, and deliver them to schools, 
and gives the schools enough time to plan for appropriate education interventions when needed. 

The law making kindergarten fully the responsibility of primary schools meant that a significant portion of the 
recommendations regarding increased investments in ECE, building additional facilities, hiring more and better 
teachers, supporting alternative modes of delivery such as home-based ECCD, and strengthening accreditation 
systems are addressed. In schoolyear 2012/13, over 1.7 million children were enrolled into Kindergarten8. While 
these demands for more resources bore down on the system, overall input shortages in classrooms, teachers, 
seats, and textbooks were reduced drastically. This meant the needs in facilities were filled for the most part. 
Accreditation systems for kindergarten and expanded support for home-based ECCD are no longer in urgent 
demand since it is being provided by public schools.  

Full employment of teachers at the kindergarten level has become more systematic. Applicants with a college 
degree in elementary, family life, psychology and other areas are considered qualified to teach. Volunteer 
programs have been phased out as the budget increased to cover the salaries of kindergarten teachers. Those 
who have been serving in a volunteer capacity and receiving only allowances were absorbed and given 
permanent positions. The bulk of the new personnel items created for kindergarten were filled with people who 
had been volunteering. 

On recommendations pertaining to early education, the remaining issues are related to ensuring teaching quality 
and evaluation of outcomes. The thousands of additional teachers hired to handle Kindergarten were added en 
masse. Continuous training should be provided to improve the base level of teaching skill and to ensure that 
the envisioned teaching approach for kindergarten as mandated by law is properly carried out in classrooms.  

Curriculum, Teaching, and the Achievement of Boys. One of the main thrusts of the recommendations is the 
need to address the gender disparity in student achievement. This report in fact advocates various forms of 
affirmative action to help achieve parity across boys and girls in primary school and beyond. Revamping the K-
12 curriculum for flexibility, learner-centered approaches, contextualization, and enhancement should help 
make lessons more engaging for boys, but the degree to which this will happen is dependent on how well 
teachers are trained.  

The recommendations made included the following: 

 Implement a flexible, responsive curriculum and learner-centered classroom management to address 
the needs of the pupils, especially boys, and make them more actively engaged in the classroom. (14) 

 Enhance teachers’ skills for appropriateness to child development principles, learner-centered 
teaching and learning approaches, and competency in teaching the curriculum. Included are 
strategies to improve the engagement of boys in classrooms. (15) 

 Train teachers with strategies to motivate and involve boys in lessons. Hire more male teachers to 
improve the highly skewed female:male ratio in public schools. This can be done through targeted 
scholarships and other similar affirmative action programs. In general, DepED should be more pro-
active about addressing the gender disparities between boys and girls in all outcome indicators, 
starting with disseminating information about the gap within the system and encouraging schools to 
take active part in trying to understand sources of disparities in achievement. (16) 

 Ensure distribution of GAD lesson exemplars to school districts. Organize appropriate mechanisms for 
the implementation of the lesson exemplars, including provisions for teacher training programs. (18) 

 Fully adopt NCBTS in teacher trainings and induction programs. Reinforce teacher development 
within a holistic framework through programs to improve understanding of the child’s brain, 
competency in teaching the curriculum, skills in learner-centered teaching, and handling ADMs. (27) 

 Fully implement the Mother Tongue-Based Multilingual Education (MTB-MLE) and establish 
provisions for the production of pertinent teaching support materials and training of teachers. (31) 

 Use the gender budget of DepED to address gender disparities in student achievements. (48) 

                                                 
8 State of Education presentation of Sec. Bro. Armin Luistro to the PBeD. March 28, 2012. Retrieved 
http://www.slideshare.net/arangkadaph/state-of-education-in-the-philippines-2012. 
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Since the new curriculum should be responsive to individual learner differences, when designing learning 
activities in the classroom, teachers would take into account factors that determine potentially varying learning 
styles, such as gender and context. By design at least, the curriculum should address at least some of the 
disparities in learning rates between girls and boys. However, no specific instructional assistance has been 
developed or promoted to try to shore up boys’ achievements. 

DepED’s hiring policies have been made stricter and more systematic. Applicants are assessed based on 
criteria that include performance in the licensure exam, their educational background, teaching experience, 
specialized training, teaching demonstration, interview, and communication skills. This tightening was 
accomplished through the application of higher cutoff scores for aspiring teachers, making the application 
procedure more competitive and highly selective. While there is a large supply of potential teachers, the 
challenge is to match specialization with the needs of the K-12 curriculum. Specialization is necessary to teach 
from Grade 4 and beyond, so the pipeline of specialized teachers must be carefully tracked moving forward. 

There have been no affirmative action policies put in place to hire more male teachers. While there are existing 
scholarship programs provided for high school students interested in entering the teaching profession, these 
have not been used to try to bring in more male teachers into public schools. Funded by the Philippine Business 
for Education Development (PBED), college scholarships are given with the aim of producing 1,000 teachers. 
DepED has suggested that CHED leverage its large fund for college scholarships toward the same goal, in 
addition to the CHED’s policies of funding students in STEM courses.  

Full implementation of mother tongue-based multilingual education is underway. The range of languages and 
dialects officially used was expanded in 2012 to include Bahasa Sug, Bikol, Cebuano, Chabacano, Hiligaynon, 
Iloko, Kapampangan, Maguindanaoan, Merano, Pangasinense, Tagalog, and Waray. There are plans to add to 
this list over the next years. English and Filipino are taught as subjects beginning Grade 1; by Grade 6, English 
and Filipino are phased in as the primary languages of instruction.  

By and large, the suggestions that DepED respond in a pro-active way to the large male disadvantage in public 
schools have not been taken up, and while OOSC prevalence rates are down, the persistent underachievement 
of boys remains. Unless programs are designed and implemented specifically to address the problem, that gap 
will remain and threatens to stymie progress in bringing universal complete primary education. It is important to 
study the phenomenon of high dropout rates and low academic performance among boys in a systematic and 
in-depth manner, especially since there appears to be little interest in adopting extraordinary measures to find 
a suitable policy response. An accounting of the scale and scope of the problem, combined with a systematic 
study of the potential causes within the education system, would go a long way in finding this policy the support 
it needs.  

Bringing education to older OOSC. Three general areas of intervention are recommended as sites to help 
bring older children the education they need: engaging with LGUs and communities, alternative delivery 
modes of education (ADM), and proper adherence to conditions laid out in 4Ps. Older out-of-school children 
have dropped out or temporarily ceased schooling either for economic or motivation issues. Most of these are 
boys who are already working or have lost interest. Compared to getting young children into the early grades, 
this is a more difficult multifaceted challenge. The recommendations were: 

 Further school-mechanism teacher-community linkages as a means of quick detection of truancy and 
dropout. Enlist the help of local officials to enforce anti-truancy law. (9) 

 Introduce innovations in small scales to cope with seasonal needs for labor during harvest, which 
results in higher dropout rates among boys in the higher grades. Since these are very localized 
problems, school-initiated programs are necessary in the design and development of mechanisms to 
keep these children in school. Interventions may include adopting more flexible school calendars, use 
of self-learning instructional modes for short periods of the school year, or altered school hours. (10) 

 Improve current design of 4Ps to provide greater incentives for subgroups with lower participation 
rates. It might be effective to increase cash incentives for older children to encourage school 
completion. Advocate expansion and sustained support through 4Ps and strictly implement targeting 
scheme to catch the poorest families. (11, 47) 

 Broader macro solutions like a coherent population policy, an antipoverty strategy, and an effective 
livelihood and employment promotion program must be pursued vigorously by government in tandem 
with the CCT. (12) 

 Alternative modes of kindergarten must be developed similar to the catch-up program, provided for 
under the IRR of RA 19157, for children six years and older under especially difficult circumstances 
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such as those affected or displaced by armed conflict, urban resettlement, disasters and child labor 
practice. 

The intervention mechanisms were already in place when these recommendations were made, some 
expansions and revisions were made, in particular by the 4Ps program to cover older children. In the early 
registration program described above, along with the Brigada Eskwela program, DepED’s field personnel 
engage the LGUs and barangay officials in identifying individuals that should be brought into schools. 

To deal with the seasonal dropoff of students as well as adverse impacts of calamities and disasters, ADMs and 
built-in flexibility in the curriculum helps keep children in school. DepED prescribes a total number of calendar 
days of contact time, at least 180 days. Schools are allowed to make up for lost days through remedial classes 
when the whole community is affected, such as during calamities. Students are also allowed to make up for the 
days they miss if these are needed on an individual or group basis. Division superintendents are authorized to 
determine when to conduct remedial classes, if necessary. For individual students, the ADMs help bring lessons 
where they are needed, even outside the classroom. The programs, which include MISOSA, E-Impact and other 
similar ones currently running, all fall under the general rubric of ADMs. These are designed to help learners 
continue education through various modes if the traditional mode is untenable, given individual constraints. One 
example of an expansion of ADMs is Kariton Klasrum conceived and run by Efren Penaflorida’s foundation, it 
catches streetchildren and helps bring them back into the system. Multigrade programs (such as BRAC) allow 
for catching all children regardless of grade level then putting them all in one classroom. It functions sometimes 
as a bridge program to let students catch up before they are integrated back into regular class. Alternative 
modes are used to address the unique challenges of bringing children in extraordinarily difficult situations into 
the school system, such as those who are affected by armed conflict, those in resettlement areas, and those 
who are working.  

Two important national policy developments happened in the past few years that address the recommendation 
to look at broader macro solutions to the problem of schooling among older children. First is the passage of the 
landmark RH Law, a policy that brings much-needed maternal and child health care, including family planning, 
to the populace. Its impact on education will take time, primarily through a reduction in growth rates of the total 
student body size, which in turn should result in better quality education and an overall lower rate of poverty. 
Second is an expansion of 4Ps to extend support to children up to 18 years old. High school students have a 
higher likelihood of dropping out in part because the opportunity cost of them attending school has increased. 
Assistance for poor families with high school-age children would reduce the need to leave school for work. 
Moreover, the extended program no longer requires exit from 4Ps after five years but instead, after the 
(maximum) three children being supported by the program graduate from high school or reach 18 years old. 
These are major revisions to 4Ps that have the potential of increasing school participation, and, in a few years, 
start increasing the incomes of poor families.  

DepED corroborates studies that show positive impacts of the 4Ps program. DSWD monitoring in schools shows 
higher attendance rates among those receiving assistance. Data from APIS 2011 reveal higher net attendance 
rates. APIS estimates in 2008 and 2011 indicate not only that net attendance rates in all school age ranges 
increased, but that these increases were disproportionately higher among poor households (bottom 40 per cent 
by expenditure). This means that assistance to poor families are helping them “catch up” to the levels of 
schooling of the wealthier segments.  

Management, operations, and performance-based budgeting. A number of recommendations were made in 
relation to strengthening management and operations in the schools, as well as building stronger accountability 
mechanisms through performance monitoring. These were made in light of findings that while in theory many 
of the school-based management principles, such as drilling down funds to schools, were being practiced, there 
were operational bottlenecks that needed attention. In particular, the following recommendations were made:  

 Prioritize the most acute shortages given resource constraints and rationalize allocations of inputs 
already available. Support full implementation of SBM, particularly reforms such as provision of 
MOOE budgets to principals and institutionalization of incentive systems that will allow stakeholders to 
exact accountability for poor performance. (21) 

 Bring accessible learning facilities to all by prioritizing areas where additional resources are 
necessary, using multigrade systems to bring education to hard-to-reach areas, using ALS and ADMs 
to support communities without easy access to traditional schools. (24) 

 Eliminate triple shifting in congested areas. When in double shifts, provide complementary inputs such 
as remedial lessons, at-home modules, or additional learning materials. (25) 
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 Coordinate with LGUs, private sector, or donor organizations on instructional needs of children in 
particular to support development of instructional materials, assisting in student assessment 
expenses, information materials for parents, and training of early-grade teachers. Ensure sustained 
investment in production of learning materials. (28, 29, 30, 46) 

 Conduct thorough and updated mapping of OOSC at the school and community levels asnecessary 
measure to get “last mile” students into the system. In general, capacity-building for data tracking, 
analysis, and research-based monitoring, evaluation, and policymaking is needed for regional and 
division offices. On evaluation and impact of policies, further research is necessary to link the effect of 
supply-side reforms on reducing school dropout rates and other OOSC-related indicators. (38, 43) 

 Place strong accountability mechanisms on school officials for their performance in bringing high 
quality, complete, and accessible education to their students and the community. (39) 

 Enhance managerial capacities of large schools and provide an incentive scheme based on 
management skills rather than seniority and credentialism (not related to managerial capacity). (41) 

 Full support of SBM implementation in the following ways: (a) MOOE to principals, and (b) revised 
formula for grantee schools to factor in performance, needs, and capacity to absorb funds. (45) 

The Philippine government has been introducing more effective mechanisms for performance-based budgeting. 
While the idea has been in place for years, information inputs that allow its use were not systematically recorded, 
analyzed, and tracked. Budgets in the current process include performance information for government 
programs where departments/agencies have specific target outputs and expected performance standards in 
service delivery.9 This system is reflected in the way DepED manages and operates today, and many of these 
systems have been in place many years, pre-dating this report, but improvements have been infused through 
from top to bottom on the operational details. 

MOOE budgets have been fully drilled down to the principals and the overall MOOE budgets allocated per 
student has increased. In addition to the increase of the total MOOE budget, the formula has been changed 
from using solely the number of enrollees, to one that includes the number of teachers and number of facilities. 
These changes are slowly being incorporated and in the near future other factors will be included in the formula 
(e.g., classification of municipality). Schools received a substantial increase in 2015, after an 18.7 per cent 
increase from 2014-2015. The bulk of DepED’s whole MOOE budget goes to schools. The operational 
adjustments for schools have also been addressed. Whereas in the beginning of this reform, principals were 
having a difficult time coping with the additional administrative demands of keeping track of spending and 
complying with the strict and tedious accounting and auditing rules attached to government funds, DepED now 
provides assistance on financial reporting. When schools have large budgets, the problem shifts to absorptive 
capacity; these schools received additional finance personnel like bookkeepers to assist the principal. Whereas 
in previous years, teachers were doing the bookkeeping for additional pay, now the goal is to move all such 
tasks to dedicated finance personnel. 

Together, the linked systems of MOOE budget planning, school improvement plans (SIP), and reporting of 
certain performance measures are designed to allow tracking of school performance. SIPs are supposed to 
involve stakeholders, pushing principals to identify problems and come up with solutions. In theory, DepED has 
all the available data to carry out fairly detailed performance-based budgeting. The remaining steps include 
changing budgeting policies for school allocations to incorporate performance measures. The missing link is the 
NAT, results of which are given to schools and divisions so they can see how well they deliver the curriculum. 
However, the NAT data at the school level is not currently included in the bigger input dataset of DepED and 
BEIS, and needs to be incorporated in order to do real analysis of inputs, outcomes, and performance. All this 
is necessary to complete the picture of performance-based budgeting. 
 
The mapping and tracking of OOSC – and those in danger of dropping out and those who have transferred – 
no longer requires the cooperation of LGUs if the DepED is able to sustain and grow its new Learning 
Information System (LIS), which is in its early stages. The LIS is envisioned as a database to capture all 
students, their relevant data, and their movements through the education system. That is, a dropout in one 
school may turn up in a school in a different province the next year. Dropouts that do not return can be identified 
by name and profile, allowing schools better monitoring so they can get children back to school. It will also serve 
as input for budgeting, planning, teacher deployments, procurement of materials and all other manner of 
logistics for which student data are needed. Most importantly, it will provide more detailed data about student 
performance through tracking of grades and absences. This, in turn, would help the system identify students at 
risk of dropping out and provide preventive interventions. Currently, DepED needs to do data processing and 

                                                 
9 http://blog-pfm.imf.org/pfmblog/2013/09/the-philippines-leads-its-peers-in-performance-budgeting.html 
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cleaning, but as a policy, all public schools have to submit the data online, and in the near future, all private 
schools will be required to do so as well. As of this writing, the constraints are logistical on the side of storage. 
The database is large and will grow exponentially larger with additional variables and students reported; it must 
thus take into account the ICT backbone that would support it. Building on the LIS, the database can be of use 
to TESDA and CHED to track students beyond high school.  
 
Sourcing outside funding – from private entities or SEF for instructional materials – can be improved. However, 
the needs for typesof appropriate instructional materials may be much different with the new curriculum in place. 
Outside funding sources will be able to support procurement, but development must happen within DepED. With 
the implementation of learner-centered curricula and teaching in the mother tongue, the requirements for 
specialized instructional materials grew exponentially. In this area, the approach of DepED has been to 
crowdsource the development of learning materials. They built a portal where its personnel can submit any 
learning materials they develop.Submissions will be reviewed and certified by DepED and then made available 
to anybody within the department to download and reproduce.  
 
As for congestion in schools and specifically the problem of shifting, there are still many schools on double 
shifts, although triple shifts are getting rarer. The solution to this problem needs cooperation from LGUs and 
possibly the private sector. Where there are triple shifts, the root of the problem is distribution rather than 
absolute number of classrooms. It happens in the most congested urban areas, usually where there is limited 
land or a sudden influx of students (like in relocation communities). In small scale, there has been some success 
with busing students. Valenzuela City funded the busing system to decongest schools that were oversubscribed, 
bringing students to schools that have an excess number of classrooms. In urban areas, the problem is limited 
availability ofland to build new schools. DepED cannot purchase lots; these are provided by the local 
governments or donated by private individuals. DepED, together with COA and perhaps DBM, may have to find 
a way to use DepED money to purchase more land for schools. It is inevitable that urban areas will become 
more congested, thus, a long-term solution will have to be devised. 

Evaluation and monitoring of ADMs and ALS. Recommendations 35, 36 and 37 all refer in some way to the 
systematic evaluation of ADMs and the ALS program. Alternative Delivery Modes (ADMs) are intended to catch 
students who have difficulties in the traditional modes. These include the MISOSA, e-IMPACT, home schooling, 
and dropout reduction program. DepED has consolidated the formerly separate and distinct programs into the 
general rubric of ADM, but all are intended to children who are in primary and secondary schools. ALS, on the 
other hand, is supposed to reach older youth – thosealready outside the school setting but did not complete the 
full education cycle. An Abot-Alam program for instance, attempts to capture the 15- to 30-year-old set.  

It remains unclear whether these programs are able to deliver on their objectives as there have been no fully 
completed systematic large-scale impact evaluations. In late 2014, the Bureau of ALS started conducting an 
impact study with World Bank support. The study will include a survey of all school devisions (except ARMM); 
data is currently being analyzed. 

With K-12, it is possible that the need for ADMs will be reduced dramatically. This is the ideal scenario, of 
course, that the K-12 curriculum is sufficiently responsive enough that the system will no longer need too many 
different special interventions for children in difficult circumstances. However, this does not negate the need for 
rigorous evaluative study and would help DepED decide on which programs should be kept, phased out, or 
scaled up. ALS should be considered a temporary stop-gap solution to OOSC, as the population of OOSC 
shrinks, the need for ALS shrinks as well.  

 

 

Conclusion 

Without a doubt, the picture of basic education in the country has improved dramatically since 2010, when 
research for this report began. The incidence of OOSC has declined, gaps in school attendance between the 
rich and poor have narrowed, and shortages in inputs have been reduced substantially. All these were 
accomplished as a result of and in spite of renewed demands on the system introduced by the adoption of a 
new curriculum that added a mandatory kindergarten year and two additionalyears of high school. Data from 
DepED are corroborated by data from the PSA (APIS household survey); both suggest remarkable rates of 
OOSC reduction over the last three years in primary and preprimary ages. The “last mile” students, as the 
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DepEd refers to them, are those that are hardest to reach and have unique challenges. These are the last 4 to 
5 per cent of children in primary age, and the progress in reaching them will understandably be slower. 

Participation rates in secondary school are more stubborn. Given where primary school attendance is at this 
time, DepED can turn its attention to high schools. The nature of secondary-age OOSC is much different from 
that of primary-age OOSC. For these older children, the opportunity cost of going to school is higher. The quality 
of secondary education is challenging because content is much more specialized, and keeping students in 
secondary schools motivated is probably harder. While in primary school, the problem was largely one of late 
entry, in secondary school, the problem is dropout rates. The solution for primary-age OOSC was bringing them 
to school; the solution for secondary-age OOSC must focus on how to keep them in school. Research conducted 
for this report focused on primary schools, with less attention to high schools. More detailed examinations of 
the OOSC phenomenon in high schools will help policymakers identify the most appropriate mechanisms. That 
said, the expansion of the 4Ps program to provide assistance to students all the way to the end of high school 
is a solid start, but government will also need to improve accessibility of high schools across the country.  

Where DepED needs to invest more attention is in the problem of gender disparities – that of the 
underachievement of boys. The phenomenon is well documented and, in fact, BEIS and NAT scores are 
routinely reported disaggregated with sex-disaggregated statistics and with gender parity rates calculated. All 
outcome measures in any subject in all grades indicate not just the male disadvantage but also one that 
increases as the students grow older. While most of the recommendations we made in this report have been 
addressed in some way, all recommendations pertaining to affirmative action-type interventions for boys have 
not been taken up. It is understandable to have serious reservations about adopting policies that give extra 
points or incentives for boy students or teachers; however, something must be done. At the very least, these 
policies may at least be adopted for a period of five years, while evidence is gathered on whether gender parity 
has been achieved. The improvements in OOSC rates show generally equal gains between boys and girls; this 
means that even while overall rates are higher, boys are still performing at a lower rate than girls. Now that 
DepED has reached the last mile, it will have no choice but to face headon the problem of gender disparities. 
Unless, along with DSWD and other concerned agencies, DepED can figure out how to keep boys in school, 
OOSC will be difficult to completely eradicate.  

Before the current DepED administration ends, it is important to make a major push toward finishing and 
institutionalizing the Learner Information System and all other data collection, archiving, and database projects 
currently in process. Having the base information management system in place will increase the likelihood that 
initiatives like research-based policies, performance-based budgeting, and systematic evaluation of special 
programs will continue under future leadership. Capacity-building for research-based planning and policy, as 
well as engaging with research institutions, are also necessary to properly leverage the wealth of data that 
DepED is collecting. The key is to build the data infrastructure and architecture tailor fit to the needs of various 
audiences inside and outside the DepED so that these can influence efficient and effective resource allocation 
in the service of higher quality education.  

The government’s decision to increase the budget of DepED as part of its overall strategy of prioritizing social 
services is clearly paying off with growing evidence of considerably improved participation of children in basic 
education. In both size and as a proportion of the budget, these increases can and should continue since it 
appears that DepED has the capacity to absorb the funds and direct them toward the needed reforms to bring 
universal access to fruition. Basic education for all is getting to be more and more a reality. Now that the 
shortages are no longer the main story in basic education, DepED can get out of its cycle of just trying to keep 
up with growing demand. This freedom from having to constantly address shortages will allow policymakers to 
spend time and effort on improving quality in a strategic manner and in keeping with the goals set out in the K-
12 law that will prepare our youth to become holistically developed Filipinos with 21st century skills.  
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Annexes 
 

ANNEX 1: Software for Classification of Out-of-School Children 
(Dimensions 2 and 3) 

 
The UIS has designed a spreadsheet to facilitate the calculation of the number of out-of-school children in 
Dimensions 2 and 3 as defined by the Five Dimensions of Exclusion (see Figure 2 of Introduction). This guide 
explains the main components of the spreadsheet and provides instructions for its use. 
 
Software requirements: The spreadsheet can be used with MS Excel and OpenOffice.org Calc.10 
 
Abbreviations used in spreadsheet: 
ISCED  International Standard Classification of Education 
OOSC  Out-of-school children 
UIS  UNESCO Institute for Statistics 
UNESCO United Nations Educational, Scientific and Cultural Organization 
UNPD  United Nations Population Division 
 
Layout of spreadsheet: The spreadsheet is divided into two parts: in tables 1, 2, and 3 the user inputs data 
and in tables 4, 5, and 6, the spreadsheet automatically calculates the share and number of children in 
Dimensions 2 and 3. Each table is organized by age and level of education.11 
 
In table 1 of the spreadsheet, “Education system,” the entry ages and duration of primary (ISCED 1) and 
secondary education (ISCED 2) are entered by the user. Slight modifications to the UIS Template was made 
on account of the revised CMF framework adopted in this report that looks at secondary education, rather than 
lower secondary education. These ages are needed for the calculation of the values in tables 4 and 5. Table 1 
also lists the sources of the population data in table 2 and the data for the basic calculations in table 3. 
 
The user also enters data in table 2 “Population by age” and table 3 “School attendance status ()”. In table 2, 
the user enters population data by age (sourced from the country’s population census). Table 3 is for basic 
calculations on the population from 4 to 15 years of age. Calculation for subgroups of the population – for 
example disaggregated by sex, area of residence, or wealth quintile – is possible by creating copies of the 
spreadsheet and entering data for the target groups in tables 2 and 3, but attention was only given to country 
disaggregation by sex. 
 
After entering the data for these four key variables, the spreadsheet will calculate the percentage and absolute 
number of children in each category of out-of-school children by age. Table 5 “Categories of OOSC ()” lists the 
share of each age cohort that is expected to enter by age 17, has dropped out and is expected never to enter. 
The second part of table 5, “Categories of OOSC (population),” uses the population data from table 2 to estimate 
the absolute number of children in each category by age. 
 
In table 6, “Categories of OOSC ()” shows the share of the population of primary age and lower secondary age 
in the three out-of-school categories, as well as the total percentage of children in Dimensions 2 and 3. Similarly, 
“Categories of OOSC (population)” presents an estimate of the absolute size of the out-of-school population 
and the three out-of-school categories.12 
 
 
 
 
Figure A-1. Spreadsheet for calculation of data on out-of-school children 

                                                 
10 OpenOffice.org Calc is a free, open-source alternative to Excel that can be obtained at www.openoffice.org for various operating 

systems, including Windows, Mac OS and Linux. 

11 The UIS has prepared customized spread sheets for countries that are part of the Global Initiative on Out-of-School Children. In these 

spread sheets, the levels of education will be specified according to the International Standard Classification of Education (ISCED), but 

the spread sheets can be modified to reflect the education system as defined in a country. 

12 The results are weighted by each age cohort’s size in the school age population. 

http://www.openoffice.org/
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Explanation of calculation and functions in spreadsheet: The formulas to calculate the data in tables 4, 5, 
and 6 of the spreadsheet can be reviewed in Excel and Calc by clicking on the respective cells. To follow each 
calculation step by step in the spreadsheet, the Evaluate function in Excel can be helpful.13 
 
In table 4 “New entrants as a % of OOSC never in school,” the percentage of children at each single age who 
had never been in school and who entered school for the first time is calculated. The probability to enter in the 
future refers to the likelihood of entering school for the first time by age 17. Entry into the education system after 
age 17, as an adult, is not considered. Out-of-school children who are expected to enter school after they have 
reached age 18 are grouped together with persons who never enter school.14 
 
In the second row of table 5, “Categories of OOSC ,” the above values are used to calculate the probability that 
a child will enter at each consecutive age. The cumulative percentage of children who enter school for the first 
time at any given age yields the total percentage of current children who have never been to school who are 
expected to enter by the age 17 for each age cohort. The formula for this calculation is relatively complex 
because the percentage of children who are expected to enter by age 17 is the product of probabilities to enter 
in the future. 
 
By contrast, the group of children who have “dropped out” (row 1 of table 5) can be measured directly as the 
percentage of children at each age who attended school previously but are no longer in school. The final 
category of children out of school, those who are “expected to never enter” (row 3), is calculated as a residual, 
given by the proportion of children who are neither expected to enter, nor have dropped out. 
 
In the second half of table 5, “Categories of OOSC (population)”, the calculations above are converted to 
absolute numbers by referring to the population data in table 2. 
 
In table 6, the calculations by single age are grouped into primary and lower secondary age. This table shows 
the percentage of children in Dimension 2 and Dimension 3, and the breakdown of this population by categories 
based on school attendance. In “Categories of OOSC (population)”, the calculations above are converted to 
absolute numbers by referring to the population data in table 2. 
 
To the right of table 6, the total population of children in primary and lower secondary age is presented. In 
addition, the table shows the percentage and number of children in school (primary or higher education) for 
both age groups. These numbers are used to generate the graph in the lower right corner of the spreadsheet. 

                                                 
13 To access the Evaluate function in Excel 2003, first click on the cell to be evaluated. Next, click on Tools in the menu and select 
Formula Auditing - Evaluate Formula. Each click on the Evaluate button performs one step of the calculation in the cell formula. 
OpenOffice.org Calc does not have a similar feature. 
14Analysis of survey data shows that only a negligible percentage of out-of-school children of primary and secondary school age enter 
school as adults. To keep the framework simple these children are not reported as a separate group. 
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ANNEX 2: Determinants of Nonparticipation in School,  
Dropout Status, and Being Overage 

 
While description of OOSC vis-a-vis children in school by way of cross tabulations can be informative, it does 
not provide a way to examine what among various factors that influence nonattendance in schools have the 
most weight. This may be obtained by identifying the determinants of nonattendance with econometric models 
such as a logistic regression model.  
 
A logistic regression explains a binary outcome (here, whether a child is an OOSC or the child is attending 
school) from a set of explanatory variables 𝑋1,𝑋2, … ,𝑋𝑋, that may be binary, continuous, or a mix of any of 
these. The relationship between the binary response variable and the explanatory variables is given by:  

𝑋𝑋𝑋 (
𝑋

1 − 𝑋
) = 𝑋0 + 𝑋1𝑋1

+ 𝑋2𝑋2 +  ⋯ + 𝑋𝑋𝑋𝑋 

 
where θ and 1−θ respectively represent the probability of being an OOSC and the probability of attending 
school. Note also that for categorical explanatory variables, a set of binary indicator variables are first generated 
to represent membership (or non-membership) in the categories, with one of the indicator variables serving as 
base or reference to compare other categories with. 
 
The basic data source for the logistic regression analysis reported in this Annex is micro data from the 2008 
APIS, supplemented by average PTRs in the regions sourced from the 2008-2009 BEIS.  Explanatory variables 
considered in the logistic regression, include: (1) individual characteristics such as the sex and age of the child; 
(2) household characteristics such as household per capita expenditure (in logarithmic terms) and the number 
of children, adults, and retired persons in the household; location of household residence (urban/rural); age of 
the household head; sex of the household head; educational attainment of the child’s mother; and, (3) average 
PTR15 in the region. A separate regression was run for primary school-age and for secondary school-age 
children, with the latter model including in its list of explanatory variables an indicator on whether or not the child 
is engaged in labor. The results of the logistic regressions are found in Table A-1. 

 

 
  

                                                 
15As pointed out in Maligalig et al. (2010), the PTR serves as a proxy for parental perception of the quality of the school system. 
Overcrowding, represented by high PTR, is often equated with low quality. A parental perception of overcrowding may influence 
their decision to allow their children to attend school.  
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Table A-1. Log Odds of Logistic Regression Models for Nonattendance in School. 

Explanatory Variables 
Primary- School 

Age 
Secondary-School 

Age 

Log ( per capita expenditure) -0.498*** -0.873*** 

Indicator for Age = 6 (BASE)   

Indicator for Age = 7 -2.228***  

Indicator for Age =8  -3.086***  

Indicator for Age = 9 -3.476***  

Indicator for Age = 10 -3.412***  

Indicator for Age = 11 -3.223***  

Indicator for Age = 12 (BASE)   

Indicator for Age = 13    0.552*** 

Indicator for Age = 14  1.073*** 

Indicator for Age = 15  1.300*** 

Mean Pupil to Teacher Ratio in Region (Elementary Level) 0.035***  

Mean Pupil to Teacher Ratio in Region (High School Level)  0.005** 

Indicator for Residing in Urban Area 0.064 -0.182** 

Indicator for Female -0.295*** -0.567*** 

Indicator for Mother Attaining At Most Primary (BASE)   

Indicator for Mother Attaining Secondary Education -0.680*** -0.796*** 

Indicator for Mother Attaining Education Beyond Secondary Level -0.538*** -1.451*** 

Indicator for Male household Head -0.223* -0.275** 

Age of Household Head 0.006 0.007 

Number of Children in Household 0.065*** 0.006 

Number of Adults in Household 0.016 -0.029 

Number of Retired Persons in the Household -0.085 -0.223 

Child Engaged in Labor  1.956*** 

Memo Notes:   

  Number of Observations 20809 14373 

Pseudo Rsquared 0.2844 0.2517 

  AIC   
Source: Calculation on data from BEIS 2008-2009 and APIS 2008 

 
The model suggests that, assuming all other explanatory variables are constant (ceteris paribus), the following 
statements can be supported: 
 
Children who come from families with more per capita expenditure are less likely to be OOSC. For primary 
school-age children, every one percentage change in per capita expenditure is associated with a 0.50 per cent 
decrease in the odds for not attending school. For secondary school-age children, the decrease in odds for not 
attending school is 0.87 per cent. 
 
Age matters.  
 
Compared to six-year-old children, children aged7to 11 years are less likely to be out of school;  
Secondary school-age children in the 13-to 15-year-old age range are more likely to be OOSC than 12-year- 
old children. 
 
Every unit increase in pupil-to-teacher ratio is associated with an increase in the odds of nonattendance in 
school by 3.5 per cent in primary school-age children and 0.5 per cent in secondary school-age children. 
 
Secondary school-age children residing in urban areas are less at risk of being out of school compared to 
children residing in rural areas. Urban-rural differentials are not evident for primary school-age children. 
 
Boys are more at risk of being out of school. Primary school-age girls are 1.3 times more likely to be in school 
than their boy counterparts; secondary school-age girls are 1.8 times more likely to attend school than boys in 
their age range. 
 
Compared to children with mothers who have attained, at most, primary level of education, children with more 
educated mothers tend to be less prone to being out of school. 
 
Children belonging to families with many children are more at risk of being out of school. 
 
Secondary school-age children who are not engaged in some labor activities are more likely to be in school. 
 
Those engaged in child labor are 7.07 times more likely to be out of school. 
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Primary school- and secondary school-age children who are part of families where the household head is male 
tend to be less at risk of being OOSC.  
 

 
Another set of logistic regression results (table A-2) were generated predicting dropout status and overage 
status in primary school with variables available in the 2008 APIS and the 2008-2009 BEIS. As was pointed out 
in Chapter 1, there are two approaches to estimating the number of students who are likely to dropout 
(SARDOs): to proxy the SARDOs with either the actual early school leavers or with the students overage by at 
least two years for their grade or year level who are at risk of dropping out. 
 
Table A-2. Log Odds of Logistic Regression for Dropout Status and Overage Status 

Explanatory Variables Dropped out Overage 

Indicator for 1st quintile of per capita income (BASE)   

Indicator for 2nd quintile -0.442 -0.289*** 

Indicator for 3rd quintile -0.998*** -0.698*** 

Indicator for 4th quintile  -0.92** -0.821*** 

Indicator for 5th quintile -1.0426* -1.170*** 

Indicator for AGE==6 (BASE)   

Indicator for AGE==7 -0.512  

Indicator for AGE==8 -0.044  

Indicator for AGE==9 -0.090  

Indicator for AGE==10 0.350  

Indicator for AGE==11 0.808**  

Birth order of child (youngest 1, next youngest 2) -0.022 0.231*** 

Mean pupil teacher ratio in Region   0.001 0.015*** 

Urban Indicator (rural base) -0.113 0.08 

Female Child Indicator (male base) -0.406** -0.462*** 

Number of Male Children in Household 0.112 0.021 

Number of Female Children in Household 0.166* 0.008 

Number of Adults   -0.035 0.084*** 

Number of Retired Persons -0.612 -0.258** 

Indicator for Mother having at Most Primary Education (base)   

Indicator for Mother having at Most Secondary Education -0.831*** -0.762*** 

Indicator for Mother having beyond Secondary Education -1.608*** -1.218*** 

Indicator for male head of household (base is female) -0.629** -0.192** 

Age of Household Head 0.012 0.03*** 

_cons -3.900 -3.157*** 

Memo Notes:   

  Number of observations 24265 24265 

Pseudo Rsquared 0.1221 0.1204 
Source: Calculations on Data from BEIS 2008--2009 and APIS 2008  

* p<.05; **p<.01;***p<.005 

 
Assuming all other factors are equal, the logistic regression models in table A-2 suggest the following: 

 
Children from poor families are more likely to drop out of school than children from wealthy families.  
 
Compared to those in the lowest income quintile, those in the highest quintile groups are about a third less likely 
to drop out. 
 
Children eleven years of age are significantly more likely to drop out compared to those who are six years old 
but for other ages in between, the differences are not significant. 
 
Being a female child makes one less likely to drop out and being among more female children in the household 
also makes one more likely to drop out. 
 
Mothers with higher levels of educational attainment are more successful at keeping their children in school. 
 
Having a male household head is a negative predictor for dropping out, possibly because such households are 
more likely to have mothers who stay at home and spend more time caring for children. It begs the question of 
how female household heads with husbands who do not work can delegate effective child care to males. 
 
Poorer families are more likely to have children in school who are overage for their grade level. 
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Families with more children will have to spend more for schooling and may be more likely to delay school entry 
for their younger children. Results support this: children who are younger in birth order within their families are 
significantly more likely to be overage for their grade/year level. 
 
As with its effect on dropouts, children who are female, who have more educated mothers, and are members 
of families where the males are household heads are less likely to be overage for their grade level.  
 
Average pupil-teacher ratio is significantly associated with higher age such that for each increase in number of 
pupils per teacher on average in a region, there is an equivalent 1.5 per cent increase in the odds of being 
overage. That is, we can expect that in more crowded areas, we will find more children who are old for their 
grade level. 
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ANNEX 3: Qualitative Interviews Report 
 

Primary data collection was conducted to augment the evidence garnered from desk reviews of available local 
research about barriers to schooling, programs of local and national government agencies, and reasons for 
gender disparities in school performance. Qualitative in-depth interviews were conducted with teachers, 
children, parents, local officials, and school officials representing the 3DE targets of this study. Four zones 
needed to be covered: NCR, Balance Luzon, Visayas, and Mindanao. In each zone, six schools were selected 
based on the criteria described below. In each school, a preset number of interviews were planned (see table 
A-3). Findings gleaned from these interviews are discussed throughout the appropriate sections of the report. 
 
In each zone, the following subgroups were interviewed either by key informant interview (KII) or focus group 
discussion (FGD): Parents of children six to eleven years old not in school (Dimension 2), children aged six to 
eleven years old at risk of dropping out (Dimension 4), children aged six to eleven years old who have dropped 
out of primary school (Dimension 2), parents of children below six years old and not in school (Dimension 1), 
daycare teachers (Dimension 1), teachers in Grades 1 and 2(Dimensions 2 and 4), teachers in Grades 3 to 6 
(Dimensions 2 and 4), parents of dropouts in primary school (Dimensions 2 and 4), and principals of all school 
sites selected (Dimensions 1, 2, and 4). An equal number of boys and girls were distributed in all the child 
subgroups that were interviewed to allow for gender analysis. 

 
Table A-3. Respondent Selection Plan per Zone 

FGD Number  of 

FGDs per zone 

Interviews Per school/ 

site 

Total KIIs per 

zone 

Parents of  
dropouts 

2 Principals 1 6 

Teachers (all 
primary grades) 

2a Parent of child aged six years old not in school 1 6 

  
Children aged 6 to 11 years old in primary 
school at risk of dropout (1 boy and 1 girl) 

2 12 

  
Children aged 6 to 11 years old who dropped 
out of primary school (1 boy and 1 girl) 

2 12 

  
Parent of child below 6 years old not in 
preprimary school 

1 6 

  Daycare teacher  2 

TOTAL 4  7 44 

Note: a One FGD per zone with teachers of Grades 1 and 2, one for teachers of Grades 3-6. 

 
Interviews with each of the subgroups identified above were guided by specifically designed background KII 
questionnaires and FGD guides depending on the dimension represented. Consent forms were secured for 
child interviews and, whenever requested, a parent or guardian was present. Teachers and parents were 
interviewed in a group context. Since national data show that most dropouts happen during the first two years 
of primary school, teachers for earlier grades were grouped in FGDs separate from those who teach higher 
grades.   
 
Classroom observations were also undertaken in order to find out whether classroom instruction, learning 
practices, and learning materials address or exacerbate the problem of dropouts and school performance. 
Observation was conducted in one lower grade level (Grade 1 or 2), and one upper grade level (Grade Three 
and above) in each of the 24 schools included in this study. Observations included a variety of subjects such 
as Filipino, English, Math, and Science. 
 
To identify and choose the school division that will represent a particular zone, a weighted composite index was 
generated for all school divisions in the country based on the following indicators: gross enrollment rate for 
ECCD, percentage of Grade 1 enrollees with ECCD experience, net enrollment rate, repetition rate, and total 
number of school leavers. In each zone, the school division with a low resulting index was chosen. These 
divisions were: Tabaco City, Albay for Balance Luzon; Negros Oriental for the Visayas; and Maguindanao for 
Mindanao. The whole NCR region was included, represented by six school divisions selected from different 
cities. 
 
Purposive sampling was used for the selection of the school/site. Four schools with high dropout rates and two 
schools with low dropout rates were identified per zone. Data from schools with low dropout rates would provide 
insights on what these schools are doing correctly in terms of arresting the problem of dropouts. The following 
factors were considered in the selection of schools: representation of complete and incomplete schools; schools 
with IPs; multigrade schools; and schools in rural, coastal, and mountainous areas. Sites within reasonable 
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travel distance from each other were also considered for field data-gathering logistics issues. Table A-4 lists the 
schools visited in each zone. 

 
Table A-4. List of Schools Visited by Zone 

 Metro Manila Negros Oriental Maguindanao Albay 

High school 
leaver rates 

Gabriela Silang ES 
(Caloocan) 

Kaladias ES 
(Zamboangita) 

Datu Paglas CES Tabaco South CS 
 

Rosa Susano-Novaliches ES 
(QC) 

Pamplona CES 
(Pamplona) 

PalaosaButo PS a San Roque ES 
 

ML Quezon ES (Tondo) Canaawas PS (San 
Jose) 

Lao-Lao PS b Basagan ES 
 

Moonwalk ES Mikesell Annex 
(Las Pinas)a 

Badiang PS 
(Valencia)b 

Satan PS Bonot ES 

Low school 
leaver rates 

Don BasilisaYango ES 
(Mandaluyong) 

Cambajao PS 
(Sibulan) b 

Iginagampong PS a Fatima ES 

Pinagbuhatan ES (Pasig) Sibulan CES (Sibulan) Sugadol PS b San Antonio ES 

NOTES: a Incomplete school 
   b Multigrade   

  
In all, 24 schools were visited for the study. Teams of four to seven field interviewers went to each of the 
locations and conducted interviews. All interviews were audio recorded with permission from the interviewees 
and then transcribed for analysis. Below is a summary of the total number of interviews accomplished for each 
of the subgroups.  
 
44 parents of five- to six-year-old children not in school individually interviewed 
45 children at risk of dropping out, 47 children who have dropped out 
23 principals, 23 other officials (e.g., daycare, ALS, barangay, etc.) 
8 teacher FGDs (n=62), 8 parent FGDs of those with children who have dropped out (n=54) 
Total 16 FGDs, 182 individual interviews (n=298 people) 
Classroom observations of 48 lessons in different subjects and grades 

 
Parents and children completed background questionnaires before the interview proper which elicited 
information about their circumstances that might affect the likelihood of schooling, including how many 
children/siblings they have, educational background of parents, educational history of all children in the family, 
and the cost of sending their children to school. We also asked parents who have children who dropped out or 
never started schooling why each child dropped out and at what grade they dropped out. The following table 
provides a summary of the information gathered: 
 
Table A-5. Parent/Interviewee Characteristics 

 Parents of children who have dropped out 
(n=54) 

Parents of 5- and 6-year-old children not in 
school (n=44) 

Age of mother 41 39 

Age of father 44 43 

Occupation of mother 25 working;23 homemakers 34 working;10 homemakers 

Occupation of father 12 farmers; 9 drivers of taxi, pedicab, 
jeepney 

17 farmers; 4 drivers of pedicab; 
12 construction workers/laborers 

Education of mother 8 HS graduates; 9 Grade 3 or less; 
9 some HS 

7 HS graduates; 9 Grade 3 or less; 
8 some HS 

Education of father 10 HS graduates; 10 Grade 3 or less; 
7 some HS 

4 HS graduates; 10 Grade 3 or less; 
8 some HS 

Average n of children 5 (9 with 7 or more children) 5 (12 with 7 or more) 

Estimated monthly income 
of working mother 

PhP1,800 PhP1,500 

Estimated monthly income 
of working father 

PhP2,800 PhP2,200 

Heard about ALS 1 5 

Getting to school Most <30 minute walk Most 30 mins-1hr walk 

Cost of transportation PhP4-40 PhP5-40 

Cost of school uniforms PhP250- PhP1,000  

Allowance PhP2-10  

School supplies Most between PhP200-700/yr  

School projects Most between PhP100-300  

Heard of 4Ps 41 (most will agree to send children back to 
school) 

32 (most will agree to send children back to 
school) 

Listed/member of 4Ps 6 6 

Children of parents with dropouts 

Total n of children = 244 
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N of children aged 5 to 18years-old = 170 
N of school-age children not in school = 72 (42 per cent), 34 females 
 Grade level stopped:  
  Did not start = 20 (6 teenagers with no schooling) 
  Kindergarten - Grade 1 = 17 
  Grades 2-6 = 19 
  High school = 15 
Reasons given for children being out of school (5 to 18-years-old): 

 No money = 25 
 Illness of parents or child = 7 
 Child refuses = 6 
 Birth certificate = 4 
 Worked = 3 (all 15 to 18-years-old) 
 Others = 7 
 
Children of parents with children aged 5 or 6 years old not in school 
Total n of children = 219 
N of children school aged 5 to 18-years-old = 147 
N of school-age children not in school = 51 (35 per cent), 17 females 
 Grade level stopped:  
  Did not start = 0 
  Daycare - Grade 1 = 9 
  Grades 2-6 = 10 
  High school = 5 
Reasons given for children being out of school (5- to 18-years-old): 
 No money = 11 
 Illness of parents or child = 3 
 Child refuses = 5 
 Birth certificate = 1 
 Worked = 1  
 Others = 3 

 
Table A-6. Child/Interviewee Characteristics 

 Children who have dropped out (n=47) Children at risk of dropping out (n=45) 

Age 12 12 

Sex 22 females; 25 males 21 females; 24 males 

Last grade level 
attended 

1 –Kinder 
11 - Grade 1 
8 - Grade 2 
6 - Grade 3 
9 - Grade 4 
4 - Grade 5 
7 - Grade 6 

5 - Grade 1 
5 - Grade 2 
13 - Grade 3 
11 - Grade 4 
5 - Grade 5 
5 - Grade 6 

Age started Grade 1 7 8 

Primary School 
Experience 

22 (47) with PSE 
23 without PSE 

26 (58) with PSE 
19 without PSE 

Occupation of mother 26 working 24 working 

Occupation of father 15 farmer 
10 driver of pedicab, tricycle, truck 

13 farmer 
4 construction worker 
3 driver 
3 vendor 

Average n of siblings 6 (9 with 8 or more siblings; on average 3 
siblings are in school) 

5 (16 with 7 or more siblings; on average 
3 siblings are in school) 

Household chores 21 dishwashing 
20 cleaning the house 
12 doing farm work 
10 cooking 
8 fetching water 
8 doing laundry 
4 taking care of younger siblings 

21 cleaning the house  
20 dishwashing 
10 doing laundry 
9 fetching water 
8 cooking 
7 doing farm work 
7 taking care of younger siblings 

Getting to school Most <30 minute walk Most <20 minute walk 

 
 
 



 

 
129 

ANNEX 4: Key Policy Messages 
 
TARGET: UNIVERSAL PRIMARY EDUCATION (ZERO OOSC) AND ZERO DROPOUTS IN GRADE 1 BY 
2015. 
 
SITUATION IN 2008: NEARLY 10  OF PRIMARY SCHOOL-AGE CHILDREN OUT OF SCHOOL 

OBJECTIVE STRATEGY RECOMMENDATIONS 

Increased Attendance In 
Kindergarten 
 

Enhance School Readiness Of 
Children 
 

Division offices and schools monitor compliance on 
universal kindergarten. Analyze disparities (i.e., 
gender- and ethnic-based disparities, etc.) 
 
Coordinate with barangays and LGUs in 
implementing the anti-truancy law (i.e., identifying 
OOSC and motivating their parents /mothers to 
send their children to school) 
 
Campaign for kindergarten attendance among 
mothers and parents 
 
Sustain, enhance, and expand the integrated health 
and nutrition program, including deworming 
programs. 
 

Increased Access To ECCD 
Services And Improved Quality 
Of ECCD  
 
 
 

Increase Parents’ And 
Community Awareness About 
The Availability Of ECCD 
Services 

Disseminate information to mothers regarding the 
need for preschool education and the availability of 
ECCD centers and services 
 
Evaluate the preschool contracting scheme, 
especially the fulfillment of quality standards 

Increase ECCD Service 
Provision  
 

Advocate to LGUs through local school boards the 
use of SEF to fill input gaps (i.e., classroom, school, 
teachers, learning materials, etc.) 

Improve Quality Of ECCD 
Services 
 

Increasequalified preschool teachers.  
 
Orient preschool teachers on risk factors in dropout 
and in differences in the learning process of boys 
and girls.  
 
Continuing capacity development of DCC and 
kindergarten teachers. 
 
Incorporate functional literacy programs in the 
development programs of social development 
agencies like DSWD, DOH, etc. 
 
Implement EFA recommendations for improving 
ECE: 
 
Public and private investment in early childhood 
education to build more facilities for increasing 
three-to five-year-old enrollees; support alternative 
modes of delivering early childhood education 
(whether home- or community-based);  
Strengthen the registration/accreditation system for 
ECCD. Intensify the health and nutrition component 
of early childhood education 
 

Improve Student Readiness 
Assessment And  
Eight-Week ECE 
 

Sustain practice to aid individual and classroom 
management and guide policy action 
 
Analyze and use SReA data not only to evaluate the 
relative effectiveness of policy actions and program 
effectiveness, but also as actual inputs in 
kindergarten instruction 
 
Evaluate the impact of the eight-week ECE as a 
remedial measure for enhancing school readiness 

Early Detection Of OOSC Trends, 
Particularly, Causes Of OOSC 
Incidence &  Dynamics Of 
Dropout 
 
 
 

Schools, Division Offices, in 
Coordination With LGUs to 
Watch Out for the Occurrence of 
OOSC 
 

MappIng of OOSC in communities including five-
year-olds who are not in preprimary school and six-
year-olds who are in primary school 
 
Sustain practice of student readiness assessment. 
Report to division offices for broader picture 
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Schools and divisions to analyze SReA results for 
policy implications and as inputs to classroom 
instruction in early grades;  
 
Disseminate findings of OOSC study and sensitize 
teachers to risk factors in dropout and 
gender/ethnic disparities and how to tackle it  
 
Develop parental education component given the 
relationship of mother’s education to OOSC and 
dropout phenomenon 
 
Area-based actions in high OOSC and high dropout 
areas (i.e., ARMM, MIMAROPA, Northern 
Mindanao, Central Luzon), i.e.,customize the 
design of the programs to the local situation 
 
Reduce school expenses. Enforce no collection at 
any time of the year for Grades 1to 4. 
 
DepEd, In collaboration with PIDS and UNICEF, 
disseminate findings of Philippine Country Study on 
OOSC. 
 
Develop school, division, and regional 
accountability for OOSC reduction 

- Include OOSC reduction as a measure of 
school, division, and regional performance and 
use in the assessment. In particular, include 
OOSC, gender disparity reduction and dropout 
in the quality assurance framework of the 
DepEd 

- Incentivize OOSC reduction through grants 
and awards 

 
Capacity building 

- Capacity building of preschool teachers in 
examining risk factors in OOSC 

- Capacity building of principals to become 
competent school managers (see STRIVE 
template) 

- Build capacity of barangays to supervise DCCs 
 
Optimize the use of existing resources for OOSC 
reduction and improvement of education quality 

- Synergize NGO actions and optimize their 
impact on OOSC reduction 

- Tap the gender budget for addressing 
disparities and implement affirmative 
measures to assist the disadvantaged group 

- Look into the drilling-down policy of MOOE, 
especially in Maguindanao, to avoid collection 
of school fees from students 

 
Strengthen the exercise of monitoring and 
evaluation functions at the regional and division 
levels to enable early detection of OOSC trends and 
other related education concerns 
 

Establish School Accountability 
for OOSC Reduction  

Review Existing Quality 
Assurance And Performance 
Systems 

Include OOSC In-School Performance Assessment 
Incentivize (thru grants or awards) for the fulfillment 
of the zero OOSC target 

Promote On-Time Enrollment In 
Grade 1/Reduce Overage 
Incidence 

Develop Advocacy And 
Information Materials 

Standardize the interpretation of age at entry. (and 
Revisit DepED OrderNo. 26, S1995) 
 
Household campaigns via media, barangay heads, 
PTCA (Content: Enroll children on time) 
 
Link with NSO and facilitate birth certificate 
issuance  
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Maximize The Use Of Alternative 
Delivery Mode For OOSC In 
Dimensions 1, 2 and 3.  

Develop Strong Linkages With 
NGOs and LGUs 

Match varied ADMs with the OOSC’s 
circumstances. 
 
Popularize homeschooling among parents. Build 
capacity of mothers/parents to undertake and 
practice homeschooling 
 
Synergize with NGOs working on education for 
children 

Strengthen Linkage With 
Antipoverty Agencies At 
National And Local Levels 
 

Networking, Linkages, Referrals 
Of Needy Families To Income 
And Livelihood Options  

DepED Division offices can assist in developing 
linkages with national and local agencies and LGU 
programs that promote economic empowerment 
 
DepED to work with DSWD and DOH in improving 
4Ps design and implementation, especially as 
regards addressing gender issues in education 
opportunities (e.g., increasing support for boys) and 
completion(e.g., increasing support for older 
children) 
 
Intensify advocacy for long-term and sustainable 
anti-poverty strategies aside from 4Ps with the 
national and local governments 
 

Develop Disaster Readiness In 
The School System  

 

Promulgate Policy Requiring 
Schools To Come Up With 
Disaster Risk Reduction, 
Preparedness And Management 
Programs  

DepED should direct schools to formulate disaster 
preparedness strategies and to have contingency 
plans in case of disasters to ensure that schooling 
is not disrupted during disasters and to include such 
in the regular budget of the school and the DepED 
(UNICEF EEPCT can serve as a model). 

Improvement Of School 
Buildings,  Facilities And 
Services, Including Learning 
Materials And Equipment 
 
 
 
 

Improve Access To Financing In 
Support Of School Improvement  
 
 
 
 
 
 
 
 
 
 
 
 
 

Disseminate information to local governments 
about the availability of development funds for 
school improvement  
 
Avail of development funds for rehabilitation of 
school facilities and improvement of education 
services  
 
Optimize the use of ODA/aid funds for 
enhancement of education services 
 
Implement fully school based management reforms 
 
Advocate to LGUs to make useof SEFto fill some 
gaps In Basic Education services and school 
facilities 
 
Cultivate Public-Private  Partnerships For  
Improvement Of Education Facilities And Services 

Ensure That Peace Is Sustained 
And Conflicts Are Resolved In 
Areas Such As ARMM And 
Mindanao 

Support And Promote Peace 
And Development Initiatives 

Integrate peace education in classroom programs  
 
Allocate more resources in support of education in 
conflict affected areas such as ARMM and 
Mindanao, with appropriate accountability 
mechanisms 
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Map 
ANNEX 5: Map of the Philippines 
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ANNEX 6: Matrix of Recommendations and Actions Taken 

 
Recommendation Actions 

1. Develop a compelling communication 
and advocacy component of the 
Kindergarten education program aimed at 
enhancing parents’ appreciation of early 
education and their role in giving children 
the best start in life through ECCD,and in 
ensuring their children remain and 
complete school.  
 

Kindergarten was made mandatory by law in SY 2012/13, but 
partial implementation began in 2011. By making Kindergarten 
required for all five-year-old children prior to entering Grade 1 at 
sixyears old, it has addressed a large OOSC segment. This 
recommendation is no longer as pertinent given that all five-year-
old preprimary children should be in school and learning all they 
need in preparation for entry into Grade 1. 

 
2. DepED to address mismatch of 
expectation between the Philippine Early 
Learning Development Standards (ELDS) 
and teachers in Kindergarten until Grade 
3. In particular, teachers should be 
oriented on ELDS and trained on the 
natural developmental progression of 
young children as well as age-and 
developmentally appropriate teaching-
learning practices. 
 

Similarly, the new curriculum designed to adopt to the K-12 
system addresses the mismatched expectation between ELDS 
and primary school. The early education curriculum covers the 
alphabet, shapes, numbers, and colors which children would learn 
through play-based techniques. In its entirety, the new curriculum 
goes through the progression of school levels and, by design, 
takes into account the developmental progression of young 
children.  

 
3. Classroom instruction must shift from 
passive experience to that of active 
learning, and this should start even in 
ECE. Teaching approaches in 
kindergarten and early grades could utilize 
more inclusive, experiential and 
kinesthetic learning methods to help all 
children learn by doing. To address the 
lack of attention span, especially among 
boys, there could also be more frequent 
mini-breaks to simply get up and move, 
stretch, or jump in place. Literacy skills 
may also be enhanced by spatial-visual 
representation. For writing tasks, in 
particular, visual stimuli may be used. 
Children can also be permitted to write 
composition with comic strips. Personal 
interests of children may be integrated into 
learning, e.g., making use of reading 
materials from sports or computer 
magazines. Moreover, parents, teachers 
and school managers should also learn 
how to communicate high academic 
expectations for all children, especially 
boys, and to raise their self-esteem by 
reminding them of their successes and 
giving them particular responsibilities that 
they will be good at. 

K-12 curricula now in use across the public school system are 
designed to adhere to principles of active learning. Flexible, 
activity-based teaching, and individualized progression through 
the lessons allow for experiential and kinesthetic learning 
methods. These are specified in the new curriculum and have 
been institutionalized.  

 
4. DepED to develop an advocacy 
campaign for parents to enroll their 
children to school on time. This will be 
particularly challenging among low-
education parents, especially mothers, 
who may not readily appreciate the 

The issue of late enrollment of students was addressed through 

intensive early registration programs. DepED starts registration of 

students in January for the June intake for one or two weeks. Early 

registration allows schools to appropriately plan for the next 

academic year, with a more informed idea of the size of the 
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wisdom of investing on preprimary 
education. A practical measure that can 
yield immediate results is for DepED to 
intensify the campaign for on-time school 
entry through PTAs and LSBs which can 
be addressed through Communication for 
Development (C4D). Advocacy materials 
can be developed and disseminated to 
parents through community organizations 
with the aid of LGUs. Advocacy and 
information campaigns are needed to 
motivate parents to enroll children on time, 
particularly in preprimary- and primary-
school levels with low NER/attendance 
rates and to be aware of the importance of 
preschool education and the availability of 
such. 
 

student body. Part of the program’s goal is to catch the “last mile” 

students, what DepED calls the “least, lost, and last.” These are 

students that are especially difficult to bring into the system, 

including street children, those in conflict-affected areas, 

indigenous peoples’ children, children with disabilities, and older 

children who are not in school. Early registration gives the 

community enough time to track, find, and deliver them to schools, 

and gives the schools enough time to plan for appropriate 

education interventions when needed. 

 

 
5. Specific incentives for encouraging 
parents to participate in early or prompt 
registration of children. Such incentives 
could be in the form of tuition discounts or 
free books. Schools could work on their 
own incentive schemes. 
 

See abovementioned response to recommendation #4. 

 
6. DepED to analyze results of the Student 
Readiness Assessment (SReA) for their 
implications on classroom management. 
School readiness assessment must be 
sustained but its results must be analyzed 
to determine competencies and 
competency gaps of children entering 
Grade 1. This information gives teachers a 
better handle on managing the classroom 
and directing learning processes and 
outcomes.  The results of the SReA may 
also be used to enhance the Kinder 
Summer Program and the eight-week 
ECE curriculum.  
 

With universal kindergarten in full effect and primary schools put 
in charge of a year of preprimary education, there should no longer 
be gaps in competencies among students entering Grade 1.  

 
7. Give schools more specific guidelines in 
operationalizing the six-year-old 
requirement. The practical course of 
action is to standardize the interpretation 
so that children five years and six- to nine-
months-old at the time of enrollment can 
be accepted since they will turn six years 
and three months old after the June 
enrollment. The six-year-oldage-at-entry 
policy has been in existence since 1995. 
Revising the above policy would affect the 
required supply of schools, classrooms, 
and primary school teachers. It would be 
prudent to stay the course for now but 
revisiting the policy later may be in order in 
the long term. A policy of leniency could 
clog primary schools and classrooms, 
especially in areas where there are supply 

Operational definitions in effect are that preschool age is zero to 
four years, Kindergarten at age five, and Grade 1 at six years old. 
The policies are also clear about the exact age when children 
should be assigned to Kinder or Grade 1. If the child is five years 
old in October, he/she is assigned to Kinder, and if six years old, 
is assigned to Grade 1. 
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deficits. Making this policy more flexible 
would require provincial and regional 
offices of DepED to take stock of the 
additional number of children and the 
corresponding impact on supply factors. 
Such information should aid in deciding 
whether or not to allowfive-year-old 
children entry to Grade 1. 
 

 
8. DepED, in cooperation with the NSO 
and LGUs, should adopt ways to ensure 
that poor families are able to comply with 
the birth certificate requirement. For 
instance, discounted fees can be offered 
for needy families, and birth certificates 
may be issued either on the school 
premises or nearby locations during 
enrollment. Other possible strategies 
include (i) having makeshift Census 
Serbilis Centers before school starts up to 
the first two months of the school calendar 
in order to facilitate the release of birth 
certificates, and (ii) mobilizing barangays 
to accept applications for copies of birth 
certificates and file them at LGUs. 
 

The rule is currently more lenient. Children are allowed to enroll, 
and the absence of a birth certificate does not prevent children 
from enrolling but parents are asked to submit one within the 
year. DepED has asked the municipalities and LGUs to support 
the cost of providing birth certificates. Some LGUs have made it 
a program.  

 
9. Further school-mechanism teacher-
community linkages could be used as a 
means of quick detection of truancy and 
dropout. Ways of reporting on truancy 
among children can be worked out with 
local officials who could help enforce the 
anti-truancy law. This can raise enrollment 
to nearly the target of universal primary 
education.  
 

These are included in early registration and Brigada Eskwela. 
Field personnel engage LGUs in identifying the youth that should 
be brought into schools. Together the early registration program 
and Brigada Eskwala allows officials more time to address out of 
school youths who remain unregistered when the start of classes 
draws near.  

 
10. Examine international experience or 
even small innovations in local 
communities for clues on how to cope with 
the seasonal needs for labor during 
harvest. Such innovations point to the 
importance of school-initiated initiatives 
and SBM in general as there are local 
conditions that DepED Central Office may 
not be able to prescribe solutions for. 
Information on such innovative practices 
can be disseminated and possibly adopted 
for the schedule of farming communities to 
allow very poor families the opportunity to 
both support their subsistence living with 
help from children without completely 
compromising their children’s education. 
In general it may be productive to devise 
policies that will allow the education 
system, in particular its calendar, to be 
more flexible and adaptive to local 
circumstances (e.g., seasonal need for 
labor). Self-learning instructional modes 

Flexibility is built into the program. DepED specifies a number of 
calendar days needed to complete a school year, at least 180 
days of contact time. Schools are allowed to make up for lost days 
and students are allowed to make up for days they miss through 
remedial classes. In times of calamities superintendents are 
authorized to determine when to conduct remedial classes if 
necessary.  
 
Alternative Delivery Modes (ADM) of instruction would catch 
students who have difficulties. ADM programs including MISOSA 
and e-Impact should be able to capture older children. The Kariton 
Klasrum program has been expanded, these are designed for 
street children and those in other difficult circumstances.  
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for some period of the school year for 
instance, can keep students in the system 
while they are needed by their families for 
labor. Other ways of adapting to local 
circumstances should be explored. 
 

 
11. Improve current design of 4Ps to 
accelerate the pace of providing a full 
course of primary schooling to all children 
regardless of sex and keeping these 
children in school. One possible means is 
to follow the example of Mexico’s CCT 
which provides extra cash incentives for 
subgroups with lower participation rates 
(e.g., five-year-old boys nationally except 
in ARMM where five-year-old girls are 
more disadvantaged) and some groups 
that are likely to be more disadvantaged in 
educational opportunities than the general 
population (e.g., persons with disabilities 
and IPs). It may also be important to 
increase cash incentives for older children 
to encourage school completion. 
 

The 4Ps program has extended support to children up to 18 years 

old. High school students have a higher likelihood of dropping out 

in part because the opportunity cost of them attending school has 

increased. Assistance for poor families with high school-age 

children would reduce the need to leave school for work. 

Moreover, the extended program no longer requires exit from 4Ps 

after five years but instead after the (maximum) three children 

being supported by the program graduate from high school or 

reach 18 years old. According to DepED, children who are 

beneficiaries of 4Ps are meeting their attendance requirements.  

There are no affirmative action steps taken to provide greater 

support for disadvantaged groups, particularly to use the 

assistance to try to improve the performance of boys.   

 

 
12. Broader macro solutions like a 
coherent population policy, an antipoverty 
strategy, and an effective livelihood and 
employment promotion program must be 
pursued vigorously by government in 
tandem with the CCT. While the CCT 
helps to lower the opportunity costs of poor 
families in sending children to school, the 
CCT is not enough to address poverty. 
Strategies must factor in the impact of 
disasters and conflict on schooling. Macro 
policies pertaining to the management of 
climate change impacts on the poor, as 
well as the installation and more vigorous 
implementation of economic development 
strategies that will lead to more job 
creation will have great import on 
continuing school attendance and 
completion.  

The abovementioned (response to #11) changes in the 4Ps 
addresses some of this, as well as the passage and 
implementation of the Reproductive Health Law, a policy that 
brings much-needed maternal and child health care, including 
family planning, to the populace. Its impact on education will take 
time, primarily through a reduction in growth rates of the total 
student body size, which in turn should result in better quality 
education and an overall lower rate of poverty. 

 
13. Continue school-based health 
interventions, such as EHCP and BFP, to 
improve the health and nutritional status of 
undernourished children. Barangay and 
municipal LGUs, in turn, should provide 
support to strengthen and sustain these 
interventions as part of their respective 
development plans and investment 
programs.  
 

School feeding programs continue throughout the system to 
provide food to children classified as ‘severely wasted’. School-
based programs such as maintaining vegetable gardens also aim 
to provide additional health benefits to children and their families. 
Some LGUs have their own programs to support nutrition and 
health among children in their area, but the scale of these efforts 
is unclear.  
 

 
14. Implement a flexible, responsive 
curriculum and learner-centered 
classroom management to address the 

The K-12 curriculum is designed to be more responsive to 
individual learner differences. This means that factors determining 
potential differential learning styles, including gender and 
interests, would be taken into account by teachers when designing 
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needs of the pupils, especially boys, and 
make them more actively engaged in the 
classroom. 
 

learning activities in the classroom. By design, it should address 
at least some of the disparities in learning rates between girls and 
boys. 

 
15. Provide teacher preparation and in-
service training programs that are based 
on a holistic framework of teacher 
development. In particular, said programs 
should aim to enhance the skills and 
capacity of teachers in terms of child 
development principles (understanding 
the child); competency in teaching the 
curriculum (what to teach); and learner-
centered teaching-learning approaches 
(how to teach). Teachers should be able to 
adopt gender-sensitive teaching strategies 
and create teaching-learning environment 
which are stimulating especially for boys. 
Equity consciousness and gender fairness 
must be deliberately inculcated and 
included in the teachers’ development 
program. 
 

K-12 implementation means there will be a widespread renewed 
teacher training of the whole corps in time for the incoming senior 
high school class. When the revised curriculum was rolled out in 
the different grades, DepED trained its teachers to supply the 
necessary skills needed.  
 
Many of these recommendations are built into the K-12 curriculum, 
namely learner-centered teaching approaches, and child 
development principles. However, there are no specific 
interventions for reaching out to boys in the classroom.  

 
16. DepED to work on de-feminizing 
schools, or at least having teachers 
become more sensitive to how boys and 
girls may learn differently. DepED can 
advocate with the Commission on Higher 
Education (CHED) for establishment of 
targeted scholarship for males, who will 
enroll in teacher preparation courses, as in 
the case of Male Teachers’ Strategy in 
Australia. In addition, DepED can adopt 
affirmative action policies in the short term, 
including provision of additional incentives 
for male teachers, who will be important as 
role models for boys. While DepED 
Central Office has several gender-
mainstreaming efforts aligned with the 
Philippine Plan for Gender-Responsive 
Development, including the development 
of Gender and Development (GAD) 
learning exemplars, much still needs to be 
done. The GAD exemplars need wider 
dissemination and use. DepED also need 
to vigorously utilize a portion of GAD 
budget to disseminate information on 
existing gender disparities in education 
and strategies in addressing such 
inequities. 
 

There have been no affirmative action policies put in place to hire 

more male teachers. While there are existing scholarship 

programs provided for high school students interested in entering 

the teaching profession, these have not been used to try to bring 

in more male teachers into public schools. Funded by Philippine 

Business for Education Development (PBED), college 

scholarships are given with the aim of producing 1,000 teachers. 

DepED has suggested that CHED leverage its large fund for 

college scholarships toward the same goal, in addition to the 

CHED’s policies of funding students in STEM courses.  

 

 
17.Encourage school-level initiated 
programs that strengthen partnership with 
parents and disseminate information 
about the importance of exercising gender 
sensitivity at home and of parental 
academic expectations in children’s 
academic success. In addition, DepED 

No specific programs in place. 
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can advocate and collaborate with DSWD 
to enhance the design of family 
development sessions of 4Ps to include 
discussions on parental academic 
expectations and perceptions of school 
readiness and strategies for addressing 
educational inequities. 
 

 
18. Ensure the distribution of GAD lesson 
exemplars to school districts. Organize 
appropriate mechanisms for the 
implementation of the lesson exemplars, 
including provisions for teacher training 
programs. 
 

No specific programs in place. 

 
19. DepED to strengthen its parent 
education program. More specifically, 
include a parent education component in 
its PTA efforts and/or parent teacher 
conferences. Meetings and interactions 
with parents can be so structured as to 
serve two purposes: parent education and 
generating parental support for 
educational programs. In particular, 
parents should be informed on recent 
findings of brain development research 
concerning ECCD and its impact on 
children’s development and how it 
prepares them for life. User-friendly IEC 
materials regarding these findings should 
be developed and disseminated to 
parents. 
 

No specific programs in place. 

 
20. Provide continuing education for 
parents through the alternative learning 
systems (ALS). Implement adult literacy 
programs in communities with high OOSC 
incidence and female adult illiteracy. Fast-
track the incorporation of basic and 
functional literacy programs in the 
community development initiatives of 
government agencies such as the DA, 
DENR, DOH, DSWD and DAR. 
 

The DepED ALS program is targeted toward young Filipinos 
between 15 and 30 years old. Parents who fall within these age 
ranges can benefit from ALS programs, however continuing 
education beyong these ages are no longer under the purview of 
DepED and perhaps should be the responsibility of NGOs and the 
private sector.  
 

21. As a general recommendation, 
prioritize the most acute shortages, given 
resource constraints. However, equally 
urgent problems to address include 
rationalizing allocations of inputs already 
available, supporting SBM through full 
implementation of reforms such as 
provision of maintenance and operating 
budgets (MOOE) to principals, and 
institutionalization of incentive systems 
that will allow stakeholders to exact 
accountability for poor performance. 
 

MOOE budgets have been fully drilled down to the principals and 
the overall MOOE budgets allocated per student has increased. In 
addition to the increase of the total MOOE budget, the formula has 
been changed from using solely the number of enrollees, to one 
that includes the number of teachers and number of facilities. 
These changes are slowly being incorporated and in the near 
future other factors will be included in the formula (e.g., 
classification of municipality). Schools received a substantial 
increase in 2015, after an 18.7 per cent increase from 2014 to 
2015. The bulk of DepED’s whole MOOE budget goes to schools. 
The operational adjustments for schools have also been 
addressed. Whereas in the beginning of this reform principals 
were having a difficult time coping with the additional 
administrative demands of keeping track of spending and 
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complying with the strict and tedious accounting and auditing rules 
attached to government funds, DepED now provides assistance 
on financial reporting. When schools have large budgets, the 
problem shifts to absorptive capacity: these schools received 
additional finance personnel like bookkeepers to assist the 
principal. Whereas in previous years teachers were doing the 
bookkeeping for additional pay, now the goal is to move all such 
tasks to dedicated finance personnel. 

Together, the linked systems of MOOE budget planning, school 
improvement plans (SIP), and reporting of certain performance 
measures are designed to allow tracking of school performance. 
SIPs are supposed to involve stakeholders, pushing principals to 
identify problems and come up with solutions. In theory, DepED 
has all the available data to carry out fairly detailed performance-
based budgeting. The remaining steps include changing 
budgeting policies for school allocations to incorporate 
performance measures. 

 
22. Relative to ECE, the following 
recommendations of the Country EFA 
Mid-Decade Assessment remain valid: (i) 
Increase public and private investment in 
ECE to build more facilities to an 
increasing number of three-to five-year-old 
enrollees; (ii) support alternative modes of 
delivering ECE (home or community-
based); (iii) improve the quality of ECE 
services by strengthening 
registration/accreditation system; and (iv) 
intensify the health and nutrition 
component of ECE. 
 

Mandatory Kindergarten addresses an important segment of 
these recommendations pertaining to ECE. Since it is now 
required, it is no longer necessary to expand alternative delivery 
modes for early education. 
 
There are no specific specialized modules for health and nutrition 
lessons on the Kindergarten curriculum.  

 
23. Practices that have worked well, such 
as public-private partnerships (i.e., Adopt 
a School, Brigada Eskwela, etc.) that help 
reduce school and classroom deficits in 
particular areas, will need to be intensified. 

Programs built on public-private partnerships have continued 
according to DepED, but the magnitude of expansion is unclear.  

 
24. Prioritize areas where additional 
resources are necessary and where it 
would be prudent to either expand 
incomplete schools or provide other 
means of support to get students to 
schools that are far from their homes. 
Optimize use of alternative delivery modes 
and ALS in areas without elementary. In 
remote and sparsely populated areas and 
for schools that have no infrastructure or 
teacher shortages but have student 
shortages, multigrade modes of instruction 
can be adopted, which would require 
specialized training in multigrade 
instruction for teachers and provision of 
appropriate instructional materials (i.e., 
multi-level materials).DepED should 
design facilities that are appropriate for 
and support interactive learning, peer 
learning and ADMs, particularly multigrade 
classes. Designs for facilities that the 

The increasing budget of DepED over the past few years and its 
ability to deploy these funds to building classrooms and 
addressing other input shortages means that prioritization of 
needs is no longer as critical. The one-school-per-barangay target 
has been reached for elementary school, even in sparsely 
populated areas. There are many multigrade schools: some are 
facilities made up of only two or three classrooms, created to bring 
education access to remote communities that have no nearby 
schools. While these are available for primary schools, accesibility 
of secondary schools lag behind. This is where resources need to 
be devoted in the near future, in parallel with the move to introduce 
senior high school years.  
 
For older OOSC, DepED continues its ALS program although for 
children 14 years and younger, the goal is still to bring them back 
to the traditional mode of schooling, perhaps with augmentation 
through ADMs. 
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community can put up, such as learning 
kiosks, should be considered. 
 

 
25. In congested areas that adopt the 
shifting policy, eliminate the triple shifting 
scheme. Schools with three shifts per day 
substantially compromise on the quality of 
instruction, sheer amount of teaching time, 
and positive experience of children in 
schools. Schools with double shifts do not 
lose as much time; whatever sacrifices 
there are in quality can be addressed with 
complementary inputs such as innovations 
in instruction, infusion of additional 
learning materials, at-home modules, or 
remedial lessons. Evidence for impacts of 
such compensatory inputs should, 
however, be examined systematically. 
 

There are still schools on double shifts, although triple shifts are 
getting rarer. The solution to this problem, according to DepED, 
needs cooperation from LGUs and possibly the private sector. 
Where there are triple shifts, the root of the problem is distribution 
rather than absolute number of classrooms. It happens in the most 
congested urban areas, usually ones where there is limited land 
or a sudden influx of students (like in relocation communities). In 
small scale, there has been some success with busing students. 
Valenzuela City funded the busing system to decongest schools 
that were oversubscribed, bringing students to schools that have 
an excess number of classrooms. In urban areas the problem is 
limited availability of land to build new schools. DepED cannot 
purchase lots; these are provided by LGUs or donated by private 
individuals. Together with COA and perhaps DBM, DepED may 
have to find a way to use its money to purchase more land for 
schools. It is inevitable that urban areas will become more 
congested, thus, a long-term solution will have to be devised. 
 

 
26. DepED, together with budget 
managers, must continue addressing input 
deficits and, together with DSWD, improve 
the training of DCC and kindergarten 
teachers. The scope for assistance from 
training providers (e.g., TESDA) may be 
explored and maximized. DepED and 
DSWD need to continue the capacity-
building activities of ECCD workers. CWC 
has developed a comprehensive human 
resource development program for ECCD 
workers intended to upgrade their level of 
knowledge and skills, and provide them 
with career advancement opportunities. 
 

 

Full employment of teachers at the Kinderten level has become 
more systematic. Applicants with college degree in elementary, 
family life, psychology and other areas are considered qualified to 
teach. Volunteer programs have been phased out as the budget 
increased to cover the salaries of kindergarten teachers. Those 
who have been serving in a volunteer capacity and receiving only 
allowances were absorbed and given permanent positions. The 
bulk of the new personnel items created for Kindergarten were 
filled with people who had been volunteering. 

 

 
27. DepED should fully adopt NCBTS in 
teacher trainings and induction programs, 
and re-articulate to Teacher Education 
Institutions (TEIs) the NCBTS as a primary 
framework used by DepED in hiring, 
supervising, and promoting teachers. As 
mentioned earlier, teacher development 
should be based on a holistic framework 
that ensures teachers are steeped in the 
following elements:  (i) understanding the 
child guided by latest brain development 
researches; (ii) competency in teaching 
the curriculum and (iii) skills in learner-
centered teaching approaches, in handing 
ADM settings, and in being facilitators of 
learning (e.g., encouraging peer-learning 
sessions). 
 
 

DepED’s hiring policies have been made stricter and more 
systematic. Applicants are assessed based on criteria that include 
performance in the licensure exam, their educational background, 
teaching experience, specialized training, teaching 
demonstration, interview, and communication skills. This 
tightening was accomplished through the application of higher 
cutoff scores for aspiring teachers, making the application 
procedure more competitive and highly selective. While there is a 
large supply of potential teachers, the challenge is to match 
specialization with the needs of K-12’s curriculum. Specialization 
is necessary to teach from fourth grade and beyond, so the 
pipeline of specialized teachers must be carefully tracked moving 
forward. 
 

 
28. DepED to articulate with the LGUs, 
through the Local School Boards (LSBs), 
the instructional needs of children in 

Sourcing outside funding, from private entities or SEF, for 
instructional materials can be improved. However, the needs for 
different typesof appropriate instructional materials may be much 
different with the new curriculum in place. Outside funding sources 
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school and advocate the use of the Special 
Education Fund (SEF) for the procurement 
and development of instructional materials 
and for assisting in student assessment 
expenses. 
 

will be able to support procurement, but development must 
happen within DepED. With the implementation of learner-
centered curricula and teaching in the mother tongue, the 
requirements for specialized instructional materials grew 
exponentially. In this area, the approach of DepED has been to 
crowdsource the development of learning materials. They built a 
portal where its personnel can submit any learning materials that 
they develop. Submissions are then reviewed and certified by 
DepED and then made available to anybody within the 
Department to download and reproduce.  
 

 
29. Mobilize support from the private 
sector, philanthropists, and donor 
organizations. The first task is to identify 
the specific schools where there is a 
dearth of learning materials. The list can 
be used to find specific sponsors that can 
directly channel their donations to the 
concerned schools. 
 

See abovementioned response to recommendation #28. 

 
30. DepED to  ensure sustained 
investment as well as full and timely 
utilization of resources, particularly ADM 
support funds, for the production of 
supplementary learning materials that will 
make learning interesting to children.  
 

See abovementioned response to recommendation #28. 

 
31. Fully implement the Mother Tongue-
Based Multilingual Education (MTB-MLE) 
and establish provisions for the production 
of pertinent teaching support materials 
and training of teachers. 
 

Full implementation of mother tongue-based multilingual 
education is underway. The range of languages and dialects 
officially used was expanded in 2012 to include Bahasa Sug, 
Bikol, Cebuano, Chabacano, Hiligaynon, Iloko, Kapampangan, 
Maguindanaoan, Merano, Pangasinense, Tagalog, and Waray. 
There are plans to add to this list over the next years. English and 
Filipino are taught as subjects beginning in Grade 1; by Grade 6, 
English and Filipino are phased in as primary languages of 
instruction.  

 

 
32. Develop alternative modes of 
kindergarten such as the catch-up 
program, provided for under the IRR of RA 
19157, for children six years and older who 
are in especially difficult circumstances 
such as being affected or displaced by 
armed conflict, urban resettlement, 
disasters, and child labor practice. 
 

This recommendation is addressed by the full implementation of 
Universal Kindergarten and the adoption of the K-12 curriculum.  

 
33. Fully implement the national home-
based ECCD implementation plan. The 
plan outlines ways of expanding access to 
zero-to six-year-old children to ECCD by 
promoting home-based ECCD. Crucial 
factors in the success of home-based 
ECCDs are the capacity of barangay-
based service providers and community 
volunteers to implement programs of 
municipal ECCD teams and local chief 

Mandatory Kindergarten has brought the expansion of access 
recommended here to five-year-old children. Since all 
elementary schools offer kindergarten classes, all students 
entering Grade 1 have at least one year of early childhool 
education. 
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executives to supervise and manage 
home-based ECCD programs. 
 

 
34. It is also imperative that DepED plan 
out its kindergarten teacher requirements 
to identify options for filling the needs and 
developing a training program apt for 
specific profiles of kindergarten teachers, 
especially those who will deliver catch-up 
plans. 
 

There are fully employed kindergarten teachers in all public 
schools as provided by the Kindergarten Law. To fill the demand, 
applicants with a college degree in elementary, family life, 
psychology and other areas, are considered qualified to teach. 
Volunteer programs have been phased out as the budget 
increased to cover the salaries of kindergarten teachers. Those 
who have been serving in a volunteer capacity and receiving only 
allowances were absorbed and given permanent positions.  

 
35. DepED to study actual impact of the 
various ADMs, such as  multi-shift classes 
and multigrade classes, MISOSA 
(Modified In-School and Off-School 
Approach), Enhanced Instructional 
Management by Parents, Community and 
Teachers (e-IMPACT), Home Schooling, 
and Drop Out Reduction Program 
(DORP). Rigorously evaluate these 
programs to fully establish their merits in 
improving access of children to a 
complete, quality education.  Scale up said 
programs where appropriate. 
 

There have been no systematic large-scale impact evaluations, 
although with K-12 it is possible that the need for ADMs will be 
reduced dramatically. This is the ideal scenario, of course, that the 
K-12 curriculum is sufficiently responsive enough that the system 
will no longer need too many different special interventions for 
children in difficult circumstances. However, this does not negate 
the need for rigorous evaluative study, and it would help DepED 
decide on which programs should be kept, phased out, or scaled 
up. ALS should be considered a temporary stop-gap solution to 
OOSC; as the population of OOSC shrinks, the need for ALS 
shrinks as well.  

 

 
36. Provide more support and resources to 
ALS. Although ALS is seen to be more 
appropriate for out-of-school youth, it can 
serve as a stop-gap measure to address 
OOSC particularly in areas where there is 
no existing public elementary school. 
Eventually, these children should be 
referred back to the formal school system, 
whenever feasible. 
 

The decline in OOSC incidence across the country for primary 
school-age children, if sustained, would reducethe need for large-
scale ALS operations. 

 
37. Undertake sufficient monitoring and 
evaluation of ALS and ADM participants in 
order to ensure that they are getting 
equivalent learning opportunities to 
students in formal programs. 
 

No specific programs in place for formal evaluation of ALS and 
ADMs. 

 
38. DepED, in collaboration with LGUs 
especially at the barangay and municipal 
levels, should establish an integrated 
school-community monitoring system that 
will define or map the universe of OOSC 
with disaggregated date by age and 
gender, among other classifications. Such 
partnership in tracking OOS enhances 
local accountability and action in achieving 
the education MDGs. Realtedly, DepED 
should enhance the capacities of its 
regional offices and divisions to 
consistently analyze data and track 
progress on OOSC and school dropouts, 
and incorporate these data in the annual 

The mapping and tracking of OOSC, those in danger of dropping, 
and those who have transferred, no longer requires the 
cooperation of LGUs if the DepEd is able to sustain and grow its 
new Learning Information System (LIS), which is in its early 
stages. The LIS is envisioned as a database to capture all 
students, their relevant data, and their movements through the 
education system. That is, a dropout in one school may turn up in 
a school in a different province the next year. Dropouts that do not 
return can be identified by name and profile, allowing schools 
better monitoring so they can get children back to school. It will 
also serve as input for budgeting, planning, teacher deployments, 
procurement of materials and all other manner of logistics for 
which student data are needed. Most importantly, it will provide 
more detailed data about student performance through tracking of 
grades and absences. This, in turn, would help the system identify 
students at risk of dropping out and provide preventive 
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strategic and operational plans. Such 
analysis must establish disparities due to 
gender, ethnicity, class and other such 
factors. DepED can then take targeted 
actions and provide technical advice to 
regions and divisions with a considerable 
number of OOSC, and to schools with high 
dropout incidence. Other stakeholders, 
especially the development community 
and LSBs, can aid in mobilizing community 
resources to eliminate dropout, truancy, 
and disparities in education opportunities 
among children. 
 

interventions. Currently, DepED needs to do data processing and 
cleaning, but as a policy all public schools have to submit the data 
online, and in the near future all private schools will be required to 
do so as well. As of this writing the constraints are logistical on the 
side of storage. The database is large and will grow exponentially 
larger; with additional variables and students reported, it must take 
into account the ICT backbone that would support it. Building on 
the LIS, the database can be of use to TESDA and CHED to track 
students beyond high school.  
 

39. Management of the OOSC 
phenomenon should clearly be an 
accountability of the school in 
collaboration with the local government 
and the community. Outcomes such as 
zero OOSC and other access indicators, 
including gender disparities, should be an 
integral part of developing a report card 
system for schools. Participation rates and 
completion rates should also form part of 
measuring the effectiveness of principals 
and teachers. A comprehensive 
examination of mechanisms in place to 
exact accountabilities for poor 
performance should be done from the 
lowest levels – from teachers and school 
heads, to middle management (divisions 
and regions), to central office. Incentives 
can also be given for achieving significant 
OOSC incidence reduction. Grants for 
school improvement and awards for zero 
dropouts in primary school can be made. 
 

Together, the linked systems of MOOE budget planning, school 
improvement plans (SIP), and reporting of certain performance 
measures are designed to allow tracking of school performance. 
SIPs are supposed to involve stakeholders, pushing principals to 
identify problems and come up with solutions. In theory, DepED 
has all the available data to carry out fairly detailed performance-
based budgeting. The remaining steps include changing 
budgeting policies for school allocations to incorporate 
performance measures. The missing link is the NAT, results of 
which are given to schools and divisions so they can see how well 
they deliver the curriculum. However, NAT data at the school level 
is not currently included in the bigger input dataset of DepED and 
BEIS, and needs to be incorporated in order to do real analysis of 
inputs, outcomes, and performance. All this is necessary to 
complete the picture of performance-based budgeting. 
 

 
40. Trends in education outcomes of 
schools need to be examined to detect as 
early as possible if there are systematic 
trends that can be the subject of school 
intervention. A time-series analysis could 
help school heads and understand better 
the dynamics of the dropout trend in their 
schools and suggest areas for 
improvement of school-based and 
classroom management. This should be 
complemented with situational analysis by 
planners of DepED division offices to 
determine if broader or higher level 
interventions are parallel 
withinterventions. For example, for the 
low-income parents, linking them to 
livelihood may be necessary. 
 

This is a data management and reporting concern that should 
indirectly be addressed by DepED’s efforts in bringing a reporting 
tool to E-BEIS. Once school heads have immediate access to their 
schools’ outcomes across several years, they would be able to 
track progress. Capacity-building in interpreting and handling data 
will be necessary for school heads and principals so they may 
leverage their data toward improved outcomes. 
 

 
41. Adopt measures to ensure that 
competent and effective managers are at 
the helm of public schools or, at the very 
least, large public schools. For instance, 
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improve the current incentive scheme 
which is based on seniority and credential, 
and provide a licensure exam to certify 
principals in term of managerial capacity. 
 

42. National-level actions should be 
coupled with area-based actions to take 
into account community-based nuances of 
the OOSC phenomenon. Because 
problems occur at the community and 
village level, local actions are required. 
Regional and provincial education 
development plans must factor in equity 
analysis, (i.e., looking into the OOSC 
phenomenon in a particular locality, 
including gender disparities, ethnicity-
based disparities, and other community 
factors). Program development and 
implementation should be based on a 
bottom-to-top analysis rather than being 
prescribed from DepED Central Office. For 
example, schools and division offices can 
initiate actions on gender disparities even 
in the absence of a gender policy from the 
top. Regional offices and divisions can 
identify schools where disparities are 
marked and, with an understanding of the 
dynamics of the OOSC phenomenon, 
devise an action agenda that will improve 
opportunities for children to go to school 
and stay in school. 
 

It is difficult to track area-based actions conducted to deal with 
OOSC since this information, by definition, is not centralized. 
However, generally, following the principles of SBM and bringing 
decision-making and resources to the schools would improve their 
ability to track and bring OOSC to the system. That said, the 
promise of SBM can only be realized if principals are held to 
account with properly linked, publicly available, and rapidly 
processed performance measures. 

 
43. Monitoring and evaluation must be 
regularly conducted within DepED to 
ascertain the effectiveness and impact of 
OOSC-related policies and, for that 
matter, all education policy interventions. 
This should lead to linking the effect of 
supply-side reforms on reducing primary 
school-dropout rates and OOSC incidence 
and to steer the direction of policy 
interventions. Also, there is a need to 
strengthen the link between school and 
community monitoring system to address 
OOSC. 
 

See abovementioned response to recommendation #39. 

 
44. DepED must optimize and synergize 
the programs and strategies of NGOs to 
address the OOSC phenomenon and 
dropout rates.  
 

 

 
45. Support SBM through full 
implementation of reforms, such as 
provision of maintenance and operating 
budgets to principals. Improve the system 
of SBM grant allocation, release, utilization 
and reporting. For instance, the selection 
of school grantees should be done for 

See abovementioned response to recommendation #21. 
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multiyear purposes to sustain the impact of 
these grants. Selection criteria should 
consider not only enrollment size, and 
performance indicators, but also financial 
capacity of the schools, paying attention to 
needy schools, and to schools that are in 
need of support for improving their school 
initiatives. DepED Central Office will also 
need to work with regional and divisional 
offices, as well as the DBM, to hasten the 
release of these grants by the start of the 
school year.  
 

 
46. To complement school-based 
interventions, DepED needs to advocate 
with LGUs the use of SEF for the training 
of kindergarten teachers and the 
development of kindergarten instructional 
materials. Information materials should be 
in the vernacular and in popular form in 
order for parents in rural and remote areas 
to appreciate and use them. 
 

See abovementioned response to recommendation #26 and #28. 

 
47. DepED must advocate with DSWD for 
LGUs to target more effectively assistance 
given to poor families (for both education 
and social protection interventions) rather 
than offering universal assistance (e.g., by 
making use of DSWD’s National 
Household Targeting System). It must also 
advocate with the national government for 
the sustained implementation of the CCT 
beyond the present administration 
(specifically, its coverage of five-year-old 
children). 
 

The 4Ps program has since been expanded dramatically, now 
covering almost four million families nationwide.  

 
48. The gender budget of DepED division 
offices need to be harnessed to address 
gender disparities. Affirmative action must 
be taken for the systematically 
disadvantaged group (i.e., boys in primary 
school dropping out more than girls.) 
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Table B-1i. Percentage of children of preprimary age in preprimary or primary education, by sex and other characteristics, 2007-2013 (APIS) 

Source: APIS 2007 to 2013, PSA          148 

 

  

2007 2008 

Not 
attending 

school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary 
or primary 

Not 
attending 

school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary 
or primary 

              
Male 34.55 60.41 5.05 65.45 36.73 58.28 4.99 63.27 
              

Residence             
Urban 27.16 69.39 3.45 72.84 28.92 66.80 4.28 71.08 
Rural 41.27 52.23 6.50 58.73 43.01 51.43 5.56 56.99 
              

Wealth index quintiles             
Poorest 56.52 37.62 5.86 43.48 55.97 39.54 4.49 44.03 
Second 38.53 57.29 4.18 61.47 44.02 51.66 4.32 55.98 
Middle 28.78 66.82 4.40 71.22 32.80 59.38 7.82 67.20 
Fourth 20.11 74.38 5.51 79.89 18.54 77.69 3.77 81.46 
Richest 11.15 83.53 5.32 88.85 10.69 84.63 4.68 89.31 
              

Region             
Region I - Ilocos 24.78 69.71 5.51 75.22 22.03 73.21 4.76 77.97 
Region II - Cagayan Valley 34.76 59.47 5.77 65.24 35.75 53.40 10.85 64.25 
Region III - Central Luzon 29.16 64.97 5.87 70.84 27.87 65.92 6.21 72.13 
Region IVA - CALABARZON 29.70 64.72 5.58 70.30 28.62 63.05 8.34 71.38 
Region IVB - MIMAROPA 27.97 63.11 8.92 72.03 53.52 43.79 2.69 46.48 
Region V - Bicol 45.40 48.10 6.50 54.60 41.44 52.39 6.17 58.55 
Region VI - Western Visayas 29.33 66.45 4.22 70.67 31.75 66.08 2.17 68.25 
Region VII - Central Visayas 29.83 67.61 2.56 70.17 34.11 61.43 4.46 65.89 
Region VIII - Eastern Visayas 43.14 51.86 4.99 56.86 36.49 56.62 6.90 63.51 
Region IX - Zamboanga Peninsula 54.58 37.18 8.24 45.42 60.78 34.93 4.30 39.22 
Region X - Northern Mindanao 29.85 60.09 10.06 70.15 47.21 48.52 4.27 52.78 
Region XI - Davao 32.07 66.16 1.77 67.94 41.03 56.08 2.89 58.97 
Region XII - SOCCSKSARGEN 37.10 60.84 2.06 62.90 38.07 60.22 1.72 61.93 
National Capital Region 24.20 71.82 3.98 75.80 23.71 73.57 2.73 76.29 
Cordillera Administrative Region 19.97 71.46 8.57 80.03 33.59 61.68 4.72 66.41 
Autonomous Region in Muslim Mindanao 87.68 12.32  12.32 82.00 13.31 4.68 18.00 
Region XIII - Caraga 31.44 63.22 5.34 68.56 31.39 61.64 6.97 68.61 
              

Economic Activity             
Engaged in economic activity 35.25 45.04 19.73 64.77 29.29 55.98 14.73 70.71 
Did not engage in economic activity 34.54 60.47 4.99 65.46 36.75 58.28 4.96 63.25 

                  

 



Table B-1i. Percentage of children of preprimary age in preprimary or primary education, by sex and other characteristics, 2007-2013 (APIS) 
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2007 2008 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary 
or primary 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary 
or primary 

              
Female 30.86 61.93 7.21 69.14 31.48 62.05 6.47 68.52 
              

Residence             
Urban 23.81 69.55 6.64 76.19 24.37 69.69 5.94 75.63 
Rural 36.72 55.59 7.69 63.28 37.47 55.62 6.91 62.53 
              

Wealth index quintiles             
Poorest 50.14 42.80 7.05 49.86 49.50 44.51 5.99 50.50 
Second 38.05 56.45 5.50 61.95 39.51 54.98 5.50 60.49 
Middle 23.43 68.31 8.26 76.57 26.21 66.92 6.87 73.79 
Fourth 14.39 77.99 7.61 85.61 18.33 74.33 7.34 81.67 
Richest 8.64 82.95 8.41 91.36 5.34 87.23 7.43 94.66 
              

Region             
Region I - Ilocos 24.25 71.17 4.58 75.75 22.57 69.71 7.71 77.43 
Region II - Cagayan Valley 23.64 65.49 10.86 76.36 27.93 62.42 9.65 72.07 
Region III - Central Luzon 22.63 67.20 10.17 77.37 17.29 75.39 7.32 82.71 
Region IVA - CALABARZON 23.20 70.34 6.47 76.80 27.48 66.26 6.26 72.52 
Region IVB - MIMAROPA 28.14 62.24 9.62 71.86 32.74 58.73 8.54 67.27 
Region V - Bicol 31.34 60.88 7.78 68.66 37.97 56.32 5.70 62.03 
Region VI - Western Visayas 19.16 78.52 2.32 80.84 28.92 68.37 2.71 71.08 
Region VII - Central Visayas 33.26 62.19 4.55 66.74 31.54 67.66 0.79 68.46 
Region VIII - Eastern Visayas 44.44 48.75 6.81 55.56 31.73 60.72 7.55 68.27 
Region IX - Zamboanga Peninsula 47.89 44.87 7.24 52.11 55.23 37.50 7.27 44.77 
Region X - Northern Mindanao 34.87 51.65 13.48 65.13 29.19 63.16 7.65 70.81 
Region XI - Davao 39.05 52.62 8.33 60.95 33.54 57.93 8.54 66.46 
Region XII - SOCCSKSARGEN 31.49 63.22 5.28 68.51 32.59 55.86 11.55 67.41 
National Capital Region 21.06 72.32 6.62 78.94 21.29 70.84 7.87 78.71 
Cordillera Administrative Region 17.71 68.96 13.34 82.29 19.89 67.80 12.30 80.11 
Autonomous Region in Muslim Mindanao 88.86 9.50 1.63 11.14 93.55 6.45  6.45 
Region XIII - Caraga 33.86 51.50 14.63 66.14 25.36 68.70 5.94 74.64 
              

Economic Activity             
Engaged in economic activity   85.44 14.59 100.03 100.00   0.00 
Did not engage in economic activity 30.96 61.85 7.19 69.04 31.46 62.07 6.47 68.54 
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2007 2008 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary 
or primary 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary 
or primary 

              
Total 32.76 61.14 6.09 67.24 34.18 60.12 5.71 65.82 
              

Residence             
Urban 25.58 69.46 4.96 74.42 26.67 68.23 5.10 73.33 
Rural 39.02 53.89 7.09 60.98 40.34 53.45 6.21 59.66 
              

Wealth index quintiles             
Poorest 53.32 40.22 6.46 46.68 52.98 41.84 5.19 47.02 
Second 38.30 56.90 4.80 61.70 41.71 53.36 4.93 58.29 
Middle 26.19 67.54 6.27 73.81 29.43 63.24 7.34 70.57 
Fourth 17.35 76.12 6.53 82.65 18.44 76.14 5.41 81.56 
Richest 9.97 83.26 6.77 90.03 8.04 85.92 6.05 91.96 
              

Region             
Region I - Ilocos 24.53 70.38 5.09 75.47 22.27 71.66 6.07 77.73 
Region II - Cagayan Valley 29.09 62.54 8.37 70.91 32.13 57.57 10.30 67.87 
Region III - Central Luzon 26.15 66.00 7.85 73.85 23.07 70.22 6.71 76.93 
Region IVA - CALABARZON 26.41 67.56 6.03 73.59 28.04 64.69 7.27 71.96 
Region IVB - MIMAROPA 28.05 62.70 9.25 71.95 43.72 50.83 5.45 56.28 
Region V - Bicol 38.50 54.37 7.12 61.50 39.75 54.31 5.94 60.25 
Region VI - Western Visayas 24.44 72.26 3.30 75.56 30.24 67.30 2.46 69.76 
Region VII - Central Visayas 31.75 64.58 3.67 68.25 32.88 64.42 2.70 67.12 
Region VIII - Eastern Visayas 43.71 50.51 5.78 56.29 33.95 58.80 7.25 66.05 
Region IX - Zamboanga Peninsula 51.69 40.50 7.81 48.31 57.89 36.27 5.85 42.12 
Region X - Northern Mindanao 32.26 56.04 11.70 67.74 39.30 54.95 5.75 60.70 
Region XI - Davao 35.54 59.43 5.03 64.46 37.59 56.93 5.48 62.41 
Region XII - SOCCSKSARGEN 34.45 61.97 3.58 65.55 35.41 58.10 6.50 64.60 
National Capital Region 22.72 72.06 5.22 77.28 22.49 72.19 5.32 77.51 
Cordillera Administrative Region 18.75 70.11 11.13 81.25 26.68 64.77 8.55 73.32 
Autonomous Region in Muslim Mindanao 88.25 10.96 0.79 11.75 87.15 10.25 2.59 12.85 
Region XIII - Caraga 32.59 57.66 9.75 67.41 28.33 65.22 6.45 71.67 
              

Economic Activity             
Engaged in economic activity 19.64 62.93 17.45 80.39 37.03 49.85 13.12 62.97 
Did not engage in economic activity 32.81 61.14 6.05 67.19 34.17 60.13 5.70 65.83 

                  

 

  



Table B-1i. Percentage of children of preprimary age in preprimary or primary education, by sex and other characteristics, 2007-2013 (APIS) 

Source: APIS 2007 to 2013, PSA          151 

 

  

2010 2011 

Not 
attending 

school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary or 
primary 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary or 
primary 

             
Male 31.93 63.73 4.35 68.07 17.14 71.87 10.99 82.86 
          

Residence         
Urban 24.29 71.87 3.83 75.71 17.19 72.06 10.75 82.81 
Rural 37.74 57.53 4.74 62.26 17.10 71.71 11.18 82.90 
          

Wealth index quintiles         
Poorest 48.32 48.50 3.19 51.68 24.02 65.54 10.44 75.98 
Second 37.26 58.06 4.68 62.74 22.37 67.60 10.03 77.63 
Middle 26.21 66.63 7.16 73.79 15.46 71.82 12.72 84.54 
Fourth 17.55 80.28 2.17 82.45 9.29 76.10 14.62 90.71 
Richest 12.38 83.05 4.58 87.62 5.00 88.13 6.87 95.00 
          

Region         
Region I - Ilocos 23.05 74.89 2.06 76.95 16.29 72.03 11.68 83.71 
Region II - Cagayan Valley 31.10 66.13 2.76 68.90 19.32 70.10 10.58 80.68 
Region III - Central Luzon 18.75 76.93 4.31 81.25 9.71 75.76 14.53 90.29 
Region IVA - CALABARZON 36.21 59.59 4.21 63.79 4.48 82.46 13.06 95.52 
Region IVB - MIMAROPA 29.87 66.69 3.43 70.13 17.16 71.49 11.35 82.84 
Region V - Bicol 31.82 67.06 1.12 68.18 11.20 78.17 10.63 88.80 
Region VI - Western Visayas 19.74 67.53 12.73 80.26 11.56 69.62 18.82 88.44 
Region VII - Central Visayas 50.98 45.05 3.97 49.02 24.94 58.37 16.69 75.06 
Region VIII - Eastern Visayas 44.86 48.83 6.32 55.14 10.50 83.72 5.77 89.50 
Region IX - Zamboanga Peninsula 38.66 56.98 4.37 61.34 15.20 80.55 4.24 84.80 
Region X - Northern Mindanao 37.79 62.21 0.00 62.21 20.55 69.91 9.55 79.45 
Region XI - Davao 20.37 74.64 4.99 79.63 18.45 71.42 10.13 81.55 
Region XII - SOCCSKSARGEN 7.90 86.16 5.94 92.10 7.74 82.00 10.26 92.26 
National Capital Region 85.61 14.39 0.00 14.39 77.11 22.89 0.00 22.89 
Cordillera Administrative Region 12.71 81.01 6.29 87.29 11.60 78.08 10.33 88.40 
Autonomous Region in Muslim Mindanao 27.03 67.49 5.48 72.97 18.06 72.14 9.80 81.94 
Region XIII - Caraga 39.40 54.69 5.90 60.60 12.11 73.35 14.54 87.89 
          

Economic Activity         
Engaged in economic activity 65.57 0.00 34.43 34.43 0.00 100.00 0.00 100.00 
Did not engage in economic activity 31.84 63.89 4.27 68.16 17.17 71.83 11.00 82.83 
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2010 2011 

Not 
attending 

school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending either 
preprimary or 

primary 

Not 
attending 

school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary or 
primary 

          
Female 28.59 64.58 6.83 71.41 15.93 71.82 12.25 84.07 
          

Residence         
Urban 65.57 0.00 34.43 34.43 14.62 73.75 11.63 85.38 
Rural 31.84 63.89 4.27 68.16 17.02 70.23 12.76 82.98 
          

Wealth index quintiles         
Poorest 41.83 51.97 6.20 58.17 22.38 64.99 12.64 77.62 
Second 35.19 57.14 7.67 64.81 19.78 68.01 12.20 80.22 
Middle 22.03 70.40 7.56 77.97 14.63 73.91 11.46 85.37 
Fourth 15.07 76.84 8.09 84.93 7.98 78.15 13.87 92.02 
Richest 7.92 87.96 4.12 92.08 4.00 85.63 10.37 96.00 
          

Region         
Region I - Ilocos 23.33 72.50 4.16 76.67 10.57 70.43 19.00 89.43 
Region II - Cagayan Valley 13.79 80.71 5.50 86.21 12.66 76.06 11.28 87.34 
Region III - Central Luzon 29.89 58.15 11.96 70.11 13.21 72.07 14.72 86.79 
Region IVA - CALABARZON 28.97 65.22 5.81 71.03 9.83 72.49 17.68 90.17 
Region IVB - MIMAROPA 35.93 58.05 6.02 64.07 16.76 74.64 8.60 83.24 
Region V - Bicol 35.97 53.86 10.17 64.03 10.21 79.57 10.22 89.79 
Region VI - Western Visayas 18.74 68.34 12.92 81.26 8.11 68.75 23.14 91.89 
Region VII - Central Visayas 33.34 62.72 3.95 66.66 12.19 72.67 15.14 87.81 
Region VIII - Eastern Visayas 26.60 69.56 3.83 73.40 7.23 80.79 11.98 92.77 
Region IX - Zamboanga Peninsula 22.58 70.95 6.47 77.42 14.33 77.56 8.12 85.67 
Region X - Northern Mindanao 32.98 62.10 4.93 67.02 19.60 73.98 6.41 80.40 
Region XI - Davao 12.29 76.68 11.03 87.71 18.88 66.84 14.28 81.12 
Region XII - SOCCSKSARGEN 8.11 86.32 5.57 91.89 7.87 76.64 15.49 92.13 
National Capital Region 92.99 7.01 0.00 7.01 73.81 24.08 2.12 26.19 
Cordillera Administrative Region 17.84 73.13 9.03 82.16 9.75 82.33 7.92 90.25 
Autonomous Region in Muslim Mindanao 22.09 77.91 0.00 77.91 14.56 76.61 8.84 85.44 
Region XIII - Caraga 23.84 64.15 12.01 76.16 7.24 80.60 12.16 92.76 
          

Economic Activity         
Engaged in economic activity 0.00 100.00 0.00 100.00 41.21 29.52 29.27 58.79 
Did not engage in economic activity 28.62 64.55 6.83 71.38 15.89 71.90 12.22 84.11 
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2010 2011 

Not 
attending 

school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending either 
preprimary or 

primary 

Not 
attending 

school 

Attending 
preprimary 

school 

Attending 
primary 
school 

Attending 
either 

preprimary or 
primary 

             
Total 30.35 64.13 5.52 69.65 16.55 71.85 11.60 83.45 
          

Residence         
Urban 24.18 70.47 5.35 75.82 15.94 72.88 11.18 84.06 
Rural 35.08 59.27 5.65 64.92 17.06 70.98 11.96 82.94 
          

Wealth index quintiles         
Poorest 45.08 50.23 4.69 54.92 23.18 65.26 11.56 76.82 
Second 36.29 57.63 6.08 63.71 21.13 67.80 11.07 78.87 
Middle 24.38 68.28 7.34 75.62 15.06 72.83 12.11 84.94 
Fourth 16.27 78.50 5.22 83.73 8.65 77.10 14.25 91.35 
Richest 10.51 85.10 4.39 89.49 4.54 87.00 8.45 95.46 
          

Region         
Region I - Ilocos 23.19 73.75 3.06 76.81 13.56 71.27 15.17 86.44 
Region II - Cagayan Valley 22.16 73.66 4.18 77.84 15.66 73.38 10.97 84.34 
Region III - Central Luzon 23.66 68.67 7.68 76.34 11.55 73.82 14.63 88.45 
Region IVA - CALABARZON 32.98 62.10 4.92 67.02 7.10 77.58 15.33 92.90 
Region IVB - MIMAROPA 32.89 62.39 4.72 67.11 16.97 72.98 10.05 83.03 
Region V - Bicol 33.81 60.73 5.46 66.19 10.70 78.87 10.42 89.30 
Region VI - Western Visayas 19.27 67.91 12.82 80.73 10.03 69.23 20.74 89.97 
Region VII - Central Visayas 42.10 53.94 3.96 57.90 18.35 65.76 15.89 81.65 
Region VIII - Eastern Visayas 36.54 58.28 5.19 63.46 8.86 82.25 8.89 91.14 
Region IX - Zamboanga Peninsula 30.87 63.74 5.39 69.13 14.80 79.17 6.03 85.20 
Region X - Northern Mindanao 35.21 62.15 2.65 64.79 20.09 71.87 8.04 79.91 
Region XI - Davao 16.26 75.68 8.06 83.74 18.65 69.31 12.04 81.35 
Region XII - SOCCSKSARGEN 7.99 86.22 5.79 92.01 7.80 79.55 12.65 92.20 
National Capital Region 89.20 10.80 0.00 10.80 75.34 23.52 1.13 24.66 
Cordillera Administrative Region 15.14 77.28 7.58 84.86 10.62 80.32 9.06 89.38 
Autonomous Region in Muslim Mindanao 24.95 71.87 3.18 75.05 16.36 74.32 9.33 83.64 
Region XIII - Caraga 32.39 58.96 8.65 67.61 10.13 76.29 13.57 89.87 
          

Economic Activity         
Engaged in economic activity 47.52 27.53 24.95 52.48 21.68 62.93 15.40 78.32 
Did not engage in economic activity 30.32 64.20 5.48 69.68 16.54 71.86 11.60 83.46 
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  2013   2013 

 

 

 

 

Not 
attending 

school 

Attending 
preprimary school 

Attending 
primary 
school 

Attending either 
preprimary or 

primary 

Not 
attending 

school 

Attending 
preprimary school 

Attending 
primary 
school 

Attending either 
preprimary or 

primary 

                
Male 8.29 75.01 16.70 91.71 Female 8.82 69.79 21.38 91.18 
            

Wealth index quintiles    Wealth index quintiles    
Poorest 8.14 73.30 18.56 91.86 Poorest 11.23 69.99 18.78 88.77 
Second 10.52 80.76 8.72 89.48 Second 9.46 62.66 27.89 90.54 
Middle 14.98 62.92 22.09 85.02 Middle 10.72 67.74 21.54 89.28 
Fourth 3.16 78.75 18.09 96.84 Fourth 6.22 68.70 25.08 93.78 
Richest 0.90 82.28 16.82 99.10 Richest 4.19 83.80 12.00 95.81 
            

Region     Region     
Region I - Ilocos 13.13 70.79 16.08 86.87 Region I - Ilocos 6.13 75.11 18.76 93.87 
Region II - Cagayan  
Valley 6.70 86.45 6.85 93.30 

Region II – Cagayan 
 Valley 3.26 70.05 26.68 96.74 

Region III - Central  
Luzon 10.26 78.28 11.46 89.74 

Region III - Central Luzon 
11.44 58.51 30.05 88.56 

Region IVA – 
CALABARZON 5.63 71.10 23.27 94.37 

Region IVA – 
 CALABARZON 9.38 73.94 16.67 90.62 

Region IVB – 
MIMAROPA 0.00 68.35 31.65 100.00 

Region IVB - MIMAROPA 
0.00 71.02 28.98 100.00 

Region V - Bicol 
 5.98 75.49 18.53 94.02 

Region V – Bicol 
3.81 76.40 19.79 96.19 

Region VI – Western 
 Visayas 0.00 85.22 14.78 100.00 

Region VI – Western 
 Visayas 5.16 49.66 45.18 94.84 

Region VII – Central 
 Visayas 12.53 79.55 7.92 87.47 

Region VII – Central 
 Visayas 10.57 73.60 15.83 89.43 

Region VIII – Eastern 
 Visayas 0.00 81.95 18.05 100.00 

Region VIII – Eastern 
 Visayas 12.76 68.94 18.30 87.24 

Region IX – Zamboanga 
 Peninsula 2.99 85.45 11.56 97.01 

Region IX – Zamboanga 
 Peninsula 7.96 79.24 12.80 92.04 

Region X – Northern 
 Mindanao 8.35 74.97 16.69 91.65 

Region X – Northern 
 Mindanao 12.73 62.63 24.64 87.27 

Region XI - Davao 5.83 83.77 10.40 94.17 Region XI - Davao 10.15 72.47 17.38 89.85 
Region XII – 
SOCCSKSARGEN 11.18 72.84 15.98 88.82 

Region XII – 
SOCCSKSARGEN 11.34 72.84 15.83 88.66 

National Capital Region 69.98 30.02 0.00 30.02 National Capital Region 52.87 42.65 4.48 47.13 
Cordillera Administrative 
 Region 0.00 74.84 25.16 100.00 

Cordillera Administrative 
 Region 14.20 57.04 28.76 85.80 

Autonomous Region in 
 Muslim Mindanao 5.70 70.29 24.01 94.30 

Autonomous Region in 
 Muslim Mindanao 0.00 83.38 16.62 100.00 

Region XIII - Caraga 0.00 82.44 17.56 100.00 Region XIII - Caraga 0.00 75.37 24.63 100.00 
            

Economic Activity     Economic Activity     

Engaged in economic 
 activity 0.00 100.00 0.00 100.00 

Engaged in economic 
 activity 0.00 0.00 0.00 0.00 

Did not engage in 
 economic activity 8.30 74.97 16.73 91.70 

Did not engage in 
 economic activity 8.82 69.79 21.38 91.18 

                 

  



Table B-1i. Percentage of children of preprimary age in preprimary or primary education, by sex and other characteristics, 2007-2013 (APIS) 

Source: APIS 2007 to 2013, PSA          155 

  

2013 

Not attending school 
Attending preprimary 

school 
Attending primary 

school 
Attending either 

preprimary or primary 

 
Total     
  8.54 72.50 18.96 91.46 

Wealth index quintiles     
Poorest     
Second 9.64 71.70 18.67 90.36 
Middle 10.02 72.30 17.68 89.98 
Fourth 13.03 65.12 21.84 86.97 
Richest 4.62 73.95 21.43 95.38 
  2.67 83.10 14.22 97.33 

Region     
Region I - Ilocos     
Region II - Cagayan Valley 10.32 72.52 17.16 89.68 
Region III - Central Luzon 4.67 76.77 18.56 95.33 
Region IVA - CALABARZON 10.86 68.19 20.95 89.14 
Region IVB - MIMAROPA 7.70 72.67 19.64 92.30 
Region V - Bicol 0.00 69.76 30.24 100.00 
Region VI - Western Visayas 4.93 75.93 19.14 95.07 
Region VII - Central Visayas 2.34 69.09 28.57 97.66 
Region VIII - Eastern Visayas 11.55 76.57 11.88 88.45 
Region IX - Zamboanga Peninsula 5.46 76.38 18.16 94.54 
Region X - Northern Mindanao 5.01 82.93 12.06 94.99 
Region XI - Davao 10.28 69.54 20.19 89.72 
Region XII - SOCCSKSARGEN 8.10 77.83 14.07 91.90 
National Capital Region 11.26 72.84 15.90 88.74 
Cordillera Administrative Region 61.54 36.25 2.21 38.46 
Autonomous Region in Muslim Mindanao 4.92 68.67 26.41 95.08 
Region XIII - Caraga 3.27 75.88 20.85 96.73 
  0.00 79.09 20.91 100.00 

Economic Activity     
Engaged in economic activity     
Did not engage in economic activity 0.00 100.00 0.00 100.00 
 8.55 72.48 18.97 91.45 

     

 

  



Table B-1ii. Percentage of children of preprimary age in preprimary or primary education, by sex and other characteristics, 2005 to 2009 (BEIS) 

Source: BEIS 2005to 2009, DepEd          156 

 

  

2005 2009 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary school 

Attending 
either 

preprimary or 
primary school 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary school 

Attending 
either 

preprimary or 
primary school 

                  
MALE 75.69 23.84 0.47 24.31 55.67 42.59 1.74 44.33 
              

Region I – Ilocos 54.98 44.27 0.74 45.02 32.23 64.89 2.88 67.77 
Region II - Cagayan Valley 88.82 10.36 0.82 11.18 66.86 29.85 3.29 33.14 
Region III - Central Luzon 66.93 32.40 0.67 33.07 42.87 54.47 2.67 57.13 
Region IVA - CALABARZON 68.47 31.24 0.29 31.53 58.36 40.57 1.07 41.64 
Region IVB - MIMAROPA 76.10 23.71 0.20 23.90 55.39 43.49 1.12 44.61 
Region V - Bicol 73.42 26.27 0.31 26.58 47.02 51.40 1.58 52.98 
Region VI - Western Visayas 78.69 21.23 0.08 21.31 62.33 34.64 3.04 37.67 
Region VII - Central Visayas 76.70 23.13 0.17 23.30 38.34 60.77 0.89 61.66 
Region VIII - Eastern Visayas 82.61 16.64 0.75 17.39 54.85 43.63 1.52 45.15 
Region IX - Zamboanga Peninsula 85.38 14.03 0.59 14.62 52.95 44.91 2.13 47.05 
Region X - Northern Mindanao 86.33 13.20 0.47 13.67 67.23 31.83 0.94 32.77 
Region XI - Davao 85.48 14.16 0.35 14.52 66.59 31.55 1.86 33.41 
Region XII - SOCCSKSARGEN 84.98 14.88 0.14 15.02 55.47 43.87 0.66 44.53 
National Capital Region 67.20 32.31 0.49 32.80 65.88 32.68 1.44 34.12 
Cordillera Administrative Region 71.77 27.19 1.05 28.23 47.71 50.37 1.92 52.29 
Autonomous Region in Muslim Mindanao 95.12 3.71 1.18 4.88 76.85 20.99 2.16 23.15 
Region XIII - Caraga 82.14 17.65 0.21 17.86 44.94 54.68 0.37 55.06 

              
FEMALE 74.45 24.97 0.57 25.55 53.16 44.74 2.11 46.84 
              

Region I - Ilocos 52.10 46.92 0.98 47.90 29.58 66.84 3.59 70.42 
Region II - Cagayan Valley 87.84 11.14 1.02 12.16 63.96 31.66 4.39 36.04 
Region III - Central Luzon 64.97 34.17 0.86 35.03 39.36 57.27 3.37 60.64 
Region IVA - CALABARZON 66.64 33.00 0.36 33.36 56.23 42.37 1.40 43.77 
Region IVB - MIMAROPA 75.04 24.70 0.26 24.96 53.83 44.94 1.23 46.17 
Region V - Bicol 71.88 27.74 0.38 28.12 42.55 55.43 2.02 57.45 
Region VI - Western Visayas 76.63 23.22 0.15 23.37 61.65 35.54 2.82 38.35 
Region VII - Central Visayas 75.24 24.48 0.28 24.76 35.19 63.70 1.11 64.81 
Region VIII - Eastern Visayas 84.63 14.39 0.98 15.37 51.26 46.59 2.15 48.74 
Region IX - Zamboanga Peninsula 84.46 14.90 0.64 15.54 51.53 45.87 2.59 48.47 
Region X - Northern Mindanao 85.51 14.01 0.48 14.49 65.31 33.51 1.18 34.69 
Region XI - Davao 84.62 15.02 0.36 15.38 63.50 34.29 2.21 36.50 
Region XII - SOCCSKSARGEN 83.78 16.02 0.20 16.22 52.58 46.59 0.83 47.42 
National Capital Region 65.70 33.71 0.60 34.30 64.80 33.56 1.64 35.20 
Cordillera Administrative Region 69.74 29.09 1.17 30.26 44.90 52.17 2.93 55.10 
Autonomous Region in Muslim Mindanao 94.51 4.29 1.20 5.49 73.32 24.09 2.59 26.68 
Region XIII - Caraga 80.94 18.63 0.43 19.06 39.97 59.68 0.35 60.03 

              
TOTAL 75.09 24.39 0.52 24.91 54.45 43.63 1.92 45.55 
              

Region I - Ilocos 53.58 45.56 0.86 46.42 30.95 65.83 3.22 69.05 
Region II - Cagayan Valley 88.35 10.74 0.92 11.65 65.45 30.73 3.82 34.55 
Region III - Central Luzon 65.98 33.26 0.76 34.02 41.18 55.81 3.00 58.82 
Region IVA - CALABARZON 67.58 32.09 0.33 32.42 57.33 41.45 1.23 42.67 
Region IVB - MIMAROPA 75.58 24.19 0.23 24.42 54.63 44.19 1.17 45.37 
Region V - Bicol 72.68 26.98 0.34 27.32 44.86 53.35 1.79 55.14 
Region VI - Western Visayas 77.68 22.21 0.11 22.32 62.00 35.07 2.93 38.00 



Table B-1ii. Percentage of children of preprimary age in preprimary or primary education, by sex and other characteristics, 2005 to 2009 (BEIS) 

Source: BEIS 2005to 2009, DepEd          157 

  

2005 2009 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary school 

Attending 
either 

preprimary or 
primary school 

Not attending 
school 

Attending 
preprimary 

school 

Attending 
primary school 

Attending 
either 

preprimary or 
primary school 

Region VII - Central Visayas 75.99 23.79 0.22 24.01 36.82 62.19 1.00 63.18 
Region VIII - Eastern Visayas 83.60 15.54 0.86 16.40 53.12 45.06 1.82 46.88 
Region IX - Zamboanga Peninsula 84.93 14.45 0.62 15.07 52.26 45.38 2.36 47.74 
Region X - Northern Mindanao 85.93 13.59 0.48 14.07 66.30 32.64 1.06 33.70 
Region XI - Davao 85.06 14.58 0.36 14.94 65.09 32.87 2.03 34.91 
Region XII - SOCCSKSARGEN 84.39 15.44 0.17 15.61 54.07 45.18 0.74 45.93 
National Capital Region 66.47 32.99 0.54 33.53 65.36 33.11 1.54 34.64 
Cordillera Administrative Region 70.78 28.11 1.11 29.22 46.35 51.24 2.41 53.65 
Autonomous Region in Muslim Mindanao 94.81 4.00 1.19 5.19 75.12 22.52 2.37 24.88 
Region XIII - Caraga 81.56 18.12 0.32 18.44 42.53 57.11 0.36 57.47 

                  

 
Notes: 

Preprimary age profile of DepED and DepED-supervised schools taken from BEIS database. 

Preprimary age profile of SUCs borrowed from the age profile data of DepED and DepED-supervised schools. 

Preprimary age profile of Private schools taken from the aggregate age profile of private schools that submitted their BEIS forms. 

Private preprimary school age profile data available only for one school year, SY 2008-2009. This age profile is assumed to be constant, for the five school years of interest.  



Table B-2i. Percentage of children attending school, by age and level of education, 2007 to 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          158 

  

2007 2008 

Preprimary Primary Secondary 
Post-

Secondary  
Total Preprimary Primary Secondary 

Post-
Secondary  

Total 

Male                     

5 60.41 5.05   65.45 58.28 4.99   63.27 
6 26.45 56.88   83.34 27.40 57.69   85.09 
7 3.84 89.89   93.73 3.41 91.25   94.67 
8 0.54 95.22   95.76 0.62 96.38   97.00 
9 0.40 96.69   97.08 0.26 96.57   96.83 
10   96.40   96.40 0.09 96.71   96.81 
11   90.71 4.57  95.28 0.11 92.51 3.97  96.59 
12   56.92 36.56  93.47   59.02 35.12  94.13 
13   24.82 62.42  87.24   25.74 64.44  90.18 
14   12.39 71.34  83.73   12.12 71.84  83.96 
15   5.73 68.92 2.70 77.36   4.78 71.13 1.89 77.79 
16   2.96 43.98 17.17 64.12   2.67 45.54 16.04 64.25 
17   1.67 22.68 27.01 51.36   1.49 24.36 26.86 52.71 

Female                     

5 61.93 7.21   69.14 62.05 6.47   68.52 
6 24.33 61.92   86.24 22.48 63.51   85.99 
7 2.27 92.55   94.82 2.40 93.76   96.15 
8 0.47 96.39   96.86 0.62 96.60   97.23 
9 0.12 97.49   97.61 0.24 98.11   98.35 
10 0.05 97.35   97.40 0.13 97.81   97.93 
11   91.99 5.34  97.33 0.05 91.69 5.82  97.56 
12   48.57 46.89  95.47 0.04 50.23 46.56  96.84 
13   18.47 75.19  93.65 0.06 19.46 75.03  94.55 
14   8.15 81.68  89.83   7.57 83.30  90.87 
15   4.15 79.65 2.84 86.64   3.93 80.71 2.75 87.38 
16   1.22 43.01 25.47 69.70   1.60 46.52 26.13 74.25 
17   0.60 18.89 38.14 57.63   0.43 19.78 38.96 59.17 

Total                     

5 61.14 6.09   67.24 60.12 5.71   65.82 
6 25.38 59.42   84.80 25.04 60.48   85.52 
7 3.07 91.20   94.27 2.91 92.49   95.40 
8 0.50 95.79   96.29 0.62 96.49   97.11 
9 0.26 97.08   97.34 0.25 97.31   97.57 
10 0.02 96.85   96.88 0.11 97.26   97.37 
11   91.34 4.95  96.28 0.08 92.11 4.87  97.06 
12   52.86 41.58  94.44 0.02 54.69 40.75  95.46 
13   21.73 68.63  90.36 0.03 22.62 69.70  92.35 
14   10.28 76.48  86.76   9.86 77.53  87.39 
15   4.90 74.52 2.78 82.20   4.34 76.03 2.33 82.70 
16   2.06 43.48 21.44 66.99   2.12 46.04 21.20 69.36 
17   1.16 20.86 32.36 54.38   0.96 22.07 32.91 55.94 

 

  



Table B-2i. Percentage of children attending school, by age and level of education, 2007 to 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          159 

 

  
2010 2011 

Preprimary Primary Secondary Post-Secondary  Total Preprimary Primary Secondary Post-Secondary  Total 

Male                     

5 63.73 4.35 0.00 0.00 68.07 71.87 10.99 0.00 0.00 82.86 
6 21.64 65.86 0.00 0.00 87.50 21.97 69.23 0.00 0.00 91.20 
7 2.76 93.45 0.00 0.00 96.22 3.67 93.40 0.00 0.00 97.07 
8 1.03 95.97 0.00 0.00 97.00 0.97 97.11 0.00 0.00 98.07 
9 0.30 97.36 0.00 0.00 97.66 0.39 97.74 0.00 0.00 98.13 
10 0.23 96.78 0.00 0.00 97.01 0.16 97.55 0.00 0.00 97.71 
11 0.06 93.16 3.45 0.00 96.67 0.03 93.14 4.04 0.00 97.22 
12 0.00 59.84 34.20 0.00 94.04 0.00 58.25 37.49 0.00 95.74 
13 0.06 22.55 68.86 0.00 91.47 0.03 24.73 66.97 0.00 91.74 
14 0.00 13.68 72.28 0.00 85.96 0.00 13.63 73.77 0.00 87.39 
15 0.00 6.79 69.03 1.73 77.55 0.00 5.89 72.94 1.87 80.69 
16 0.00 1.98 44.28 16.32 62.59 0.00 2.24 45.80 18.35 66.38 
17 0.00 1.40 21.15 28.54 51.09 0.00 1.81 21.67 30.63 54.10 

Female           

5 64.58 6.83 0.00 0.00 71.41 71.82 12.25 0.00 0.00 84.07 
6 21.17 66.25 0.00 0.00 87.41 18.82 74.16 0.00 0.00 92.98 
7 1.96 94.81 0.00 0.00 96.76 2.03 95.58 0.00 0.00 97.62 
8 0.09 98.25 0.00 0.00 98.34 0.48 98.24 0.00 0.00 98.72 
9 0.25 98.58 0.00 0.00 98.84 0.13 98.37 0.00 0.00 98.50 
10 0.05 97.68 0.00 0.00 97.74 0.08 98.59 0.00 0.00 98.67 
11 0.00 93.55 3.90 0.00 97.44 0.06 92.83 5.59 0.00 98.48 
12 0.00 54.81 42.26 0.00 97.07 0.00 50.88 47.29 0.00 98.18 
13 0.00 19.35 75.64 0.00 94.98 0.02 18.45 77.54 0.00 96.01 
14 0.00 9.60 82.14 0.00 91.74 0.04 7.59 86.08 0.00 93.71 
15 0.00 3.31 82.45 2.49 88.25 0.00 3.72 82.91 2.99 89.61 
16 0.00 0.88 47.79 27.32 75.98 0.00 1.61 43.09 28.99 73.69 
17 0.00 0.77 18.23 39.57 58.57 0.04 0.78 16.56 43.21 60.59 

Total           

5 64.13 5.52 0.00 0.00 69.65 71.85 11.60 0.00 0.00 83.45 
6 21.40 66.05 0.00 0.00 87.46 20.47 71.58 0.00 0.00 92.05 
7 2.37 94.10 0.00 0.00 96.48 2.89 94.45 0.00 0.00 97.34 
8 0.56 97.11 0.00 0.00 97.67 0.73 97.67 0.00 0.00 98.39 
9 0.28 97.97 0.00 0.00 98.24 0.26 98.05 0.00 0.00 98.31 
10 0.14 97.23 0.00 0.00 97.37 0.12 98.05 0.00 0.00 98.17 
11 0.03 93.34 3.66 0.00 97.03 0.04 92.99 4.80 0.00 97.83 
12 0.00 57.39 38.13 0.00 95.52 0.00 54.65 42.28 0.00 96.93 
13 0.03 20.93 72.28 0.00 93.24 0.02 21.59 72.26 0.00 93.87 
14 0.00 11.68 77.12 0.00 88.79 0.02 10.61 79.93 0.00 90.56 
15 0.00 4.99 75.97 2.12 83.08 0.00 4.79 77.96 2.43 85.19 

16 0.00 1.42 46.07 21.93 69.42 0.00 1.92 44.43 23.72 70.08 
17 0.00 1.10 19.77 33.75 54.62 0.02 1.30 19.14 36.87 57.32 

 

  



Table B-2i. Percentage of children attending school, by age and level of education, 2007 to 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          160 

 

  
2013 

Preprimary Primary Secondary Post-Secondary  Total 

Male           

5 75.01 16.70 0.00 0.00 91.71 
6 12.89 83.85 0.00 0.00 96.74 
7 1.69 97.31 0.00 0.00 99.00 
8 0.33 98.18 0.00 0.00 98.51 
9 0.00 99.59 0.00 0.00 99.59 
10 0.39 98.06 0.00 0.00 98.45 
11 0.00 93.28 4.13 0.00 97.41 
12 0.00 61.29 36.01 0.00 97.30 
13 0.00 26.86 66.70 0.00 93.56 
14 0.00 12.15 77.76 0.00 89.91 
15 0.00 4.84 74.07 2.70 81.62 
16 0.00 3.05 43.27 22.00 68.32 
17 0.00 0.55 19.87 37.12 57.53 

Female      

5 69.79 21.38 0.00 0.00 91.18 
6 8.45 88.36 0.00 0.00 96.81 
7 1.34 98.06 0.00 0.00 99.41 
8 0.27 98.97 0.00 0.00 99.24 
9 0.00 98.57 0.00 0.00 98.57 
10 0.12 99.48 0.00 0.00 99.59 
11 0.00 92.63 6.34 0.00 98.96 
12 0.00 53.43 44.89 0.00 98.32 
13 0.00 21.72 75.07 0.00 96.79 
14 0.00 8.34 88.18 0.00 96.52 
15 0.00 3.01 84.16 4.09 91.26 
16 0.00 1.41 40.08 35.14 76.64 
17 0.00 0.34 15.38 49.54 65.26 

Total      

5 72.50 18.96 0.00 0.00 91.46 
6 10.78 85.99 0.00 0.00 96.77 
7 1.52 97.67 0.00 0.00 99.20 
8 0.30 98.57 0.00 0.00 98.87 
9 0.00 99.09 0.00 0.00 99.09 
10 0.27 98.69 0.00 0.00 98.96 
11 0.00 92.95 5.24 0.00 98.19 
12 0.00 57.48 40.32 0.00 97.80 
13 0.00 24.33 70.81 0.00 95.15 
14 0.00 10.24 82.98 0.00 93.22 
15 0.00 3.95 79.00 3.38 86.33 
16 0.00 2.21 41.64 28.74 72.59 
17 0.00 0.44 17.69 43.14 61.28 



Table B-2ii. Percentage of children attending school, by age and level of education, 2005 to 2009 (BEIS) 

Source: BEIS 2005 to 2009, DepEd          161 

 

  

2005 2009 

Preprimary Primary Secondary Total Preprimary Primary Secondary Total 

Male                 

5 23.84 0.47  24.31 42.59 1.74  44.33 
6 11.92 45.08  57.01 15.25 58.20  73.45 
7   86.38  86.38   84.01  84.01 
8   100.42*  100.42*   98.40  98.40 
9   98.82  98.82   101.06*  101.06* 

10   96.24 0.04 96.28   91.97 0.06 92.02 
11   98.41 2.45 100.86*   96.10 2.30 98.41 
12   66.64 28.36 95.00   64.39 28.68 93.07 
13   28.10 59.02 87.12   28.77 58.90 87.67 
14   13.26 66.73 79.99   13.45 69.02 82.47 
15   6.44 65.62 72.07   5.89 65.70 71.59 
16   2.67 50.00 52.67   2.53 47.82 50.35 
17   1.47 25.12 26.59   1.53 24.66 26.19 

Female                 

5 24.97 0.57  25.55 44.74 2.11  46.84 
6 11.17 50.16  61.33 14.07 63.76  77.83 
7   89.47  89.47   87.32  87.32 
8   100.79*  100.79*   100.63*  100.63* 
9   99.69  99.69   103.05*  103.05* 

10   97.44 0.06 97.50   93.00 0.05 93.05 
11   98.17 3.43 101.60*   97.11 3.17 100.27* 
12   59.47 36.53 96.00   58.18 36.62 94.80 
13   20.83 69.94 90.77   19.67 69.02 88.68 
14   8.36 77.68 86.05   9.34 78.83 88.16 
15   4.47 76.14 80.61   4.85 75.67 80.52 
16   1.38 52.30 53.68   1.35 47.03 48.38 
17   0.58 19.62 20.20   0.97 18.54 19.51 

Total                 

5 24.39 0.52  24.91 43.63 1.92  45.55 
6 11.56 47.56  59.12 14.68 60.89  75.57 
7   87.88  87.88   85.61  85.61 
8   100.60*  100.60*   99.48  99.48 
9   99.24  99.24   102.03*  102.03* 

10   96.82 0.05 96.87   92.47 0.05 92.52 
11   98.29 2.93 101.23*   96.59 2.72 99.32 
12   63.11 32.38 95.49   61.37 32.54 93.91 
13   24.51 64.42 88.92   24.30 63.87 88.17 
14   10.83 72.16 82.99   11.42 73.86 85.28 
15   5.47 70.82 76.29   5.38 70.57 75.95 
16   2.03 51.15 53.17   1.95 47.43 49.39 
17   1.03 22.39 23.42   1.26 21.68 22.94 

Notes: 

Primary school age profile: single-age breakdown available only for pupils between 6 and 12 years old. Pupils who are 13 years or older are lumped together in the BEIS. 

Secondary school age profile: single-age breakdown available only for students between 11 and 19 years old. Pupils who are 10 years or younger are lumped together in the BEIS, as are 

students who are 20 years or older. 

Preprimary, primary, and secondary age profile of DepED and DepED-supervised schools taken from BEIS database. 

Preprimary, primary, and secondary age profile of SUCs borrowed from the age profile data of DepED and DepED-supervised schools. 



Table B-2ii. Percentage of children attending school, by age and level of education, 2005 to 2009 (BEIS) 

Source: BEIS 2005 to 2009, DepEd          162 

Preprimary, primary, and secondary age profile of Private schools taken from the aggregate age profile of private schools that submitted their BEIS forms. 

Private preprimary school age profile data available only for one school year, SY 2008-2009. This age profile is assumed to be constant, for the five school years of interest. 

 

  



 

Source: BEIS 2005 to 2009, DepEd          163 

Table B-3. Adjusted net enrollment rate (ANER), 2005 to 2009 (BEIS) 

 
Dimensions 2&3 2005 2006 2007 2008 2009 

Male Female Total Male Female Total Male Female Total Male Female Total Male Female Total 

Dimension 2                               
Primary school-age 87.82 89.80 88.79 87.37 89.21 88.27 87.06 90.46 88.71 88.23 91.08 89.61 88.57 91.27 89.88 

Dimension 3                               
Secondary school-age* 54.44 64.63 59.47 54.71 64.61 59.60 54.82 65.14 59.88 55.58 65.54 60.46 55.17 64.73 59.85 

 

Notes: 

 

𝐴𝑁𝐸𝑅𝑃𝑟𝑖𝑚𝑎𝑟𝑦−𝑎𝑔𝑒 =
𝐸𝑛𝑟𝑜𝑙𝑃𝑟𝑖𝑚𝑎𝑟𝑦−𝑎𝑔𝑒;𝑎𝑡 𝑙𝑒𝑎𝑠𝑡 𝐺1

𝑃𝑜𝑝𝑢𝑙𝑎𝑡𝑖𝑜𝑛𝑃𝑟𝑖𝑚𝑎𝑟𝑦−𝑎𝑔𝑒
 𝐴𝑁𝐸𝑅𝑆𝑒𝑐𝑜𝑛𝑑𝑎𝑟𝑦−𝑎𝑔𝑒 =

𝐸𝑛𝑟𝑜𝑙𝑆𝑒𝑐𝑜𝑛𝑑𝑎𝑟𝑦−𝑎𝑔𝑒;𝑎𝑡 𝑙𝑒𝑎𝑠𝑡 𝑌1

𝑃𝑜𝑝𝑢𝑙𝑎𝑡𝑖𝑜𝑛𝑆𝑒𝑐𝑜𝑛𝑑𝑎𝑟𝑦−𝑎𝑔𝑒
 

 
 
where:  

ANER refers to Adjusted Net Enrollment Rate 
 Enrollrefers to Number of Children Currently Attending School 
 Population refers to TotalNumber of Children in the Population 
(*) In this report, wedo not define post-secondary enrollment, so that for secondary school-age students, the ANER is the same as the Net Enrollment Rate (NER). 
 
 
 
Table B-4i. Number of Children out-of-school, by age group and sex, 2005 to 2013 (BEIS) 
 

Dimensions 2&3 2005 2006 2007 2008 2009 

Male Female Total Male Female Total Male Female Total Male Female Total Male Female Total 

Dimension 2.  
                              

Primary school-
age 764,993 613,708 

1,378,70

1 
803,922 658,309 

1,462,23

1 
841,743 584,186 

1,425,93

0 
776,261 554,200 

1,330,46

1 
765,192 550,318 

1,315,51

0 

Dimension 3.                
Secondary 
school-age* 632,221 437,550 

1,069,77

1 
642,545 462,154 

1,104,70

0 
661,395 441,019 

1,102,41

3 
660,554 446,248 

1,106,80

2 
689,225 485,894 

1,175,11

9 

 

Dimensions 2&3 
2010 2011 2013 

Male Female Total Male Female Total Male Female Total 

Dimension 2.                    
Primary school-age 564,322 485,963 1,050,285 525,976 369,540 895,516 271,810 172,632 444,442 
Dimension 3.                   

Secondary school-
age* 609,846 339,461 949,307 524,840 267,109 791,949 403,626 178,619 582,245 

 

 

 



 

Source: APIS 2007 to 2013, PSA          164 

Table B-4ii. Number of Children out-of-school, by age group and sex, 2007 and 2008 (APIS) 

 
Dimensions 2&3 2007 2008 

Male Female Total Male Female Total 

Dimension 2.              
Primary school-age 736,152 596,282 1,332,434 720,106 544,964 1,265,070 

Dimension 3.             
Secondary school-age 642,798 385,251 1,028,049 624,074 355,688 979,762 

 
Notes: 
Primary school-age children (6 to 11 years old) are considered to be out-of-school if they are currently not attending school, or 

they are currently attending school, but at a preprimary level 

Secondary school-age children (12 to 15 years old) are considered to be out-of-school if 

they are currently not attending school, or 

they are currently attending school, but at a preprimary level 

(*) In this report, wedo not define post-secondary enrollment, so that for secondary school-age students, the ANER is the same as the Net Enrollment 
 
Table B-5. Percentage of out-of-school children, 2007 and 2008 (APIS) 

  
  

2007 2008 

Dimension 2 (Primary Age) Dimension 3 (Secondary Age)     Dimension 2 (Primary Age) Dimension 3 (Secondary Age) 

Male Female Total     Male Female Total     Male Female Total     Male Female Total 

School exposure                                     
Dropped out 14.03 11.54 12.92     91.22 88.96 90.37     11.75 10.43 11.18     91.49 90.62 91.17 
Expected to enter by age 17 83.94 86.90 85.25     1.19 2.32 1.55     86.30 86.75 86.60     1.31 1.66 1.44 
Expected to never enter 2.03 1.56 1.83     7.60 8.73 8.07     1.95 2.82 2.22     7.20 7.72 7.39 
                                      

 

 

  



Table B-6i. Adjusted primary school net attendance rate, ANAR, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          165 

  
  
  

2007 2008 

Male  Female  Total  Male  Female  Total  

ANAR 
Number of 

children 
ANAR 

Number of 
children 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

                          
Total 88.91 6,635,743 90.68 6,400,967 89.78 13,036,710 89.74 7,019,635 91.87 6,701,210 90.78 13,720,845 
                          
Age                         

6 56.88 1,018,189 61.92 1,033,299 59.42 2,051,488 57.69 1,074,786 63.51 988,799 60.48 2,063,585 
7 89.89 1,124,608 92.55 1,081,985 91.20 2,206,593 91.25 1,123,553 93.76 1,106,713 92.49 2,230,266 
8 95.22 1,094,128 96.39 1,036,636 95.79 2,130,764 96.38 1,239,434 96.60 1,163,662 96.49 2,403,096 
9 96.69 1,134,397 97.49 1,122,655 97.08 2,257,052 96.57 1,154,075 98.11 1,083,083 97.31 2,237,158 
10 96.40 1,190,468 97.35 1,101,263 96.85 2,291,731 96.71 1,244,005 97.81 1,247,475 97.26 2,491,480 
11 95.28 1,073,953 97.33 1,025,129 96.28 2,099,082 96.48 1,183,782 97.51 1,111,478 96.98 2,295,260 
                          

Residence                         
Urban 90.89 2,967,278 92.35 2,818,628 91.60 5,785,906 91.04 3,154,066 93.25 3,012,952 92.12 6,167,018 
Rural 87.30 3,668,465 89.37 3,582,339 88.32 7,250,804 88.68 3,865,569 90.74 3,688,258 89.69 7,553,827 
                          

Wealth index quintiles                         
Poorest 82.69 1,856,188 85.75 1,830,152 84.21 3,686,340 85.23 1,927,031 87.77 1,942,371 86.50 3,869,402 
Second 88.81 1,528,084 91.05 1,456,569 89.90 2,984,653 88.87 1,649,144 92.14 1,514,198 90.44 3,163,342 
Middle 91.60 1,338,014 92.16 1,293,374 91.88 2,631,388 91.87 1,384,260 93.90 1,300,257 92.86 2,684,517 
Fourth 92.88 1,072,148 94.50 1,045,046 93.68 2,117,194 93.05 1,146,021 94.68 1,086,906 93.84 2,232,927 
Richest 93.45 841,308 94.04 775,826 93.73 1,617,134 93.45 913,179 94.03 857,478 93.73 1,770,657 
                          

Region                         
Region I - Ilocos 92.50 336,614 93.73 363,173 93.14 699,787 92.75 376,876 95.14 353,910 93.91 730,786 
Region II - Cagayan Valley 90.05 239,029 94.05 218,267 91.96 457,296 92.61 241,091 94.10 220,208 93.32 461,299 
Region III - Central Luzon 92.48 696,849 93.85 654,220 93.15 1,351,069 93.59 706,909 96.31 694,887 94.94 1,401,796 
Region IVA - CALABARZON 91.51 791,085 92.40 786,772 91.95 1,577,857 92.74 864,884 94.85 825,184 93.77 1,690,068 
Region IVB - MIMAROPA 88.38 252,544 88.71 240,201 88.54 492,745 91.50 252,805 92.57 265,234 92.05 518,039 
Region V - Bicol 88.94 483,739 89.92 428,918 89.40 912,657 88.27 476,564 90.67 440,538 89.42 917,102 
Region VI - Western Visayas 86.59 538,607 89.50 508,858 88.00 1,047,465 89.66 566,592 90.87 528,700 90.24 1,095,292 
Region VII - Central Visayas 86.77 477,026 89.15 459,158 87.94 936,184 88.80 509,426 91.77 501,540 90.27 1,010,966 
Region VIII - Eastern Visayas 87.71 346,976 92.90 345,359 90.30 692,335 87.22 345,082 91.88 337,153 89.52 682,235 
Region IX - Zamboanga Peninsula 84.16 253,309 86.94 254,674 85.56 507,983 86.61 290,832 89.62 267,443 88.05 558,275 
Region X - Northern Mindanao 90.48 306,586 92.37 287,353 91.39 593,939 88.95 321,795 90.31 321,411 89.63 643,206 
Region XI - Davao 86.91 284,764 87.42 293,060 87.17 577,824 86.76 296,666 87.33 291,714 87.04 588,380 
Region XII - SOCCSKSARGEN 85.31 294,678 90.52 291,779 87.90 586,457 82.67 331,078 91.71 313,804 87.07 644,882 
National Capital Region 92.03 723,474 93.57 679,911 92.77 1,403,385 91.48 786,733 92.88 719,783 92.15 1,506,516 
Cordillera Administrative Region 92.35 117,034 94.24 104,078 93.24 221,112 93.52 127,071 91.80 113,323 92.71 240,394 
Autonomous Region in Muslim Mindanao 76.69 293,376 73.58 298,460 75.12 591,836 80.10 312,321 77.81 313,015 78.96 625,336 
Region XIII - Caraga 89.08 200,052 92.49 186,726 90.72 386,778 90.05 212,908 91.15 193,363 90.57 406,271 

                          
Engagement in economic activity                         

Engaged in economic activity 84.36 144,419 89.88 118,747 86.85 263,166 81.05 146,170 87.90 88,939 83.64 235,109 
Did not engage in economic activity 89.01 6,491,323 90.70 6,282,221 89.84 12,773,544 89.93 6,873,465 91.92 6,612,271 90.90 13,485,736 

                          

 

 

  



Table B-6i. Adjusted primary school net attendance rate, ANAR, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          166 

  

2010 2011 

Male  Female  Total  Male  Female  Total  

ANAR 
Number of 

children 
ANAR 

Number of 
children 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

                      

Total 91.69 6,223,922 92.59 6,074,376 92.13 12,298,298 92.94 6,543,752 94.78 6,288,112 93.83 12,831,865 
              
Age             

6 65.86 650,761 66.25 672,501 66.05 1,323,262 71.51 753,574 76.17 735,610 73.74 1,489,183 
7 93.45 1,010,861 94.81 951,423 94.10 1,962,284 93.66 1,071,744 95.69 1,007,468 94.63 2,079,213 
8 95.97 1,062,253 98.25 1,089,727 97.11 2,151,981 97.11 1,121,401 98.36 1,108,262 97.73 2,229,663 
9 97.36 1,135,053 98.58 1,125,738 97.97 2,260,791 97.79 1,125,951 98.47 1,081,845 98.12 2,207,796 
10 96.78 1,225,316 97.68 1,217,278 97.23 2,442,594 97.65 1,234,202 98.59 1,162,308 98.10 2,396,510 
11 96.61 1,139,678 97.44 1,017,708 97.00 2,157,386 97.18 1,236,880 98.43 1,192,620 97.79 2,429,500 
              

Residence             
Urban 93.66 2,808,490 93.46 2,708,818 93.56 5,517,308 93.82 2,978,951 95.70 2,860,865 94.73 5,839,816 
Rural 90.12 3,415,432 91.90 3,365,557 91.00 6,780,989 92.21 3,564,801 94.02 3,427,246 93.09 6,992,048 
              

Wealth index quintiles             
Poorest 88.04 1,693,146 89.10 1,667,642 88.57 3,360,788 89.24 1,816,839 91.66 1,789,403 90.42 3,606,242 
Second 90.38 1,392,431 92.69 1,401,205 91.52 2,793,636 92.28 1,489,117 94.75 1,452,719 93.48 2,941,836 
Middle 93.52 1,240,122 94.23 1,103,055 93.85 2,343,178 94.01 1,285,273 95.82 1,217,662 94.88 2,502,935 
Fourth 95.43 1,012,155 93.89 1,065,395 94.63 2,077,551 96.18 1,065,106 96.73 1,001,935 96.45 2,067,041 
Richest 94.48 886,068 96.04 837,078 95.23 1,723,146 96.80 887,417 98.07 826,394 97.41 1,713,810 
              

Region             
Region I - Ilocos 94.39 393,128 94.05 321,974 94.24 715,101 93.53 349,811 96.57 336,893 95.00 686,704 
Region II - Cagayan Valley 91.53 210,869 93.57 205,991 92.52 416,860 94.13 229,515 96.17 215,777 95.11 445,292 
Region III - Central Luzon 93.76 670,115 95.01 609,780 94.35 1,279,895 94.83 684,917 96.47 644,284 95.62 1,329,201 
Region IVA - CALABARZON 93.01 416,388 93.73 412,737 93.37 829,125 96.26 432,706 95.96 412,549 96.11 845,255 
Region IVB - MIMAROPA 88.67 464,030 89.34 464,283 89.00 928,312 92.86 525,428 95.56 543,997 94.21 1,069,425 
Region V - Bicol 93.72 450,926 93.80 448,373 93.76 899,299 93.00 491,355 94.90 467,103 93.92 958,457 
Region VI - Western Visayas 91.61 302,312 93.70 328,424 92.68 630,736 91.07 333,515 96.09 331,654 93.51 665,168 
Region VII - Central Visayas 91.49 264,853 89.55 247,386 90.54 512,239 92.88 275,966 94.04 268,384 93.45 544,350 
Region VIII - Eastern Visayas 90.41 270,175 94.25 282,377 92.33 552,552 93.80 297,298 94.46 286,849 94.12 584,147 
Region IX - Zamboanga Peninsula 89.49 248,896 91.34 260,141 90.42 509,037 91.58 281,946 93.18 267,654 92.35 549,601 
Region X - Northern Mindanao 91.09 296,128 94.45 295,906 92.74 592,034 91.00 304,231 91.13 291,456 91.06 595,687 
Region XI - Davao 93.71 712,917 95.99 659,296 94.79 1,372,212 94.07 714,125 96.44 696,455 95.22 1,410,580 
Region XII - SOCCSKSARGEN 92.65 112,182 93.06 112,491 92.86 224,673 96.13 128,130 95.28 116,811 95.72 244,941 
National Capital Region 76.10 255,561 78.23 252,712 77.14 508,273 81.55 282,585 82.88 262,921 82.19 545,506 
Cordillera Administrative Region 92.43 178,490 92.72 175,440 92.57 353,930 93.96 190,076 93.20 175,162 93.60 365,238 
Autonomous Region in Muslim Mindanao 93.96 716,972 92.99 760,600 93.46 1,477,573 93.95 774,167 95.93 726,525 94.90 1,500,692 
Region XIII - Caraga 93.15 259,980 92.51 236,464 92.85 496,444 91.98 247,981 96.11 243,638 93.98 491,619 

              
Engagement in economic activity            

Engaged in economic activity 78.94 86,826 92.35 53,971 83.59 140,797 92.28 102,149 96.27 78,459 93.97 180,609 

Did not engage in economic activity 91.90 6,137,096 92.59 6,020,404 92.24 12,200,000 92.95 6,441,603 94.76 6,209,653 93.83 12,700,000 
              

 

 

 



Table B-6i. Adjusted primary school net attendance rate, ANAR, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          167 

  

2013 

Male  Female  Total  

ANAR Number of children ANAR Number of children ANAR Number of children 

            
Total 95.81 6,207,961 97.15 5,876,737 96.45 12,084,698 
        
Age       

6 83.85 885,418 88.36 841,253 85.99 1,726,671 
7 97.31 1,084,657 98.06 1,032,605 97.67 2,117,262 
8 98.18 1,076,065 98.97 1,057,262 98.57 2,133,327 
9 99.59 1,112,798 98.57 1,087,246 99.09 2,200,044 
10 98.06 1,132,437 99.48 916,030 98.69 2,048,467 
11 97.41 916,587 98.96 942,340 98.19 1,858,928 
        

Residence       
Urban 0.00 0 0.00 0 0.00 0 
Rural 0.00 0 0.00 0 0.00 0 
        

Wealth index quintiles       
Poorest 93.73 1,806,448 95.74 1,696,999 94.69 3,503,446 
Second 95.85 1,476,538 96.64 1,340,986 96.22 2,817,524 
Middle 96.28 1,185,801 97.73 1,231,895 97.01 2,417,696 
Fourth 96.78 947,510 98.76 840,089 97.70 1,787,599 
Richest 98.81 791,665 98.56 766,769 98.68 1,558,433 
        

Region       
Region I - Ilocos 97.91 308,754 95.49 310,609 96.68 619,363 
Region II - Cagayan Valley 96.40 218,848 97.98 188,423 97.13 407,271 
Region III - Central Luzon 95.88 626,805 97.37 555,186 96.58 1,181,991 
Region IVA - CALABARZON 98.20 461,809 97.25 383,447 97.77 845,255 
Region IVB - MIMAROPA 97.44 467,822 99.48 434,234 98.41 902,055 
Region V - Bicol 96.25 465,423 97.51 449,599 96.86 915,022 
Region VI - Western Visayas 95.85 299,734 97.82 303,726 96.83 603,460 
Region VII - Central Visayas 95.00 245,420 97.15 242,574 96.05 487,994 
Region VIII - Eastern Visayas 95.16 302,843 99.16 288,864 97.07 591,707 
Region IX - Zamboanga Peninsula 96.10 293,074 97.44 317,260 96.79 610,334 
Region X - Northern Mindanao 91.83 277,784 94.97 280,108 93.38 557,893 
Region XI - Davao 95.85 677,434 98.38 605,108 97.02 1,282,542 
Region XII - SOCCSKSARGEN 93.98 102,262 95.93 95,641 94.91 197,903 
National Capital Region 89.27 259,263 87.82 256,660 88.54 515,923 
Cordillera Administrative Region 95.68 166,627 97.35 166,696 96.51 333,323 
Autonomous Region in Muslim Mindanao 96.61 832,661 99.19 800,126 97.86 1,632,786 
Region XIII - Caraga 95.49 201,399 93.29 198,480 94.38 399,879 

        
Engagement in economic activity      

Engaged in economic activity 93.16 114,340 99.95 73,878 95.71 188,218 
Did not engage in economic activity 95.86 6,093,622 97.11 5,802,859 96.46 11,896,481 

        



Table B-6ii. Adjusted primary school net enrollment rate, ANER, by age, sex and other characteristics, 2005 to 2009 (BEIS) 

Source: BEIS 2005 to 2009, DepEd          168 

 

  
  

2005 2009 

Male Female Total Male Female Total 

ANER 
Number of 

children 
ANER 

Number of 
children 

ANER 
Number of 

children 
ANER 

Number of 
children 

ANER 
Number of 

children 
ANER 

Number of 
children 

                          
Total 87.82 5,513,940 89.80 5,403,997 88.79 10,917,937 88.57 5,926,532 91.27 5,752,404 89.88 11,678,936 
                          
Age                         

6 45.08 471,398 50.16 500,367 47.56 971,765 58.20 642,314 63.76 661,035 60.89 1,303,349 
7 86.38 960,562 89.47 944,106 87.88 1,904,668 84.01 1,001,372 87.32 972,080 85.61 1,973,452 
8 100.42* 1,035,004 100.79* 998,946 100.60* 2,033,949 98.40 1,075,075 100.63* 1,033,014 99.48 2,108,089 
9 98.82 1,034,238 99.69 997,332 99.24 2,031,570 101.06* 1,116,336 103.05* 1,071,814 102.03* 2,188,150 
10 96.28 1,024,965 97.50 989,150 96.87 2,014,115 92.02 1,043,525 93.05 995,188 92.52 2,038,713 
11 100.86* 987,774 101.60* 974,096 101.23* 1,961,869 98.41 1,047,910 100.27* 1,019,273 99.32 2,067,183 

                          
Region                         

Region I - Ilocos 92.90 293,043 93.57 280,818 93.22 573,861 92.99 301,818 94.65 285,320 93.79 587,138 
Region II - Cagayan Valley 92.78 199,705 94.40 193,114 93.57 392,818 95.10 200,119 97.79 191,576 96.40 391,695 
Region III - Central Luzon 92.50 607,430 93.47 583,898 92.97 1,191,327 90.81 646,475 92.60 615,339 91.68 1,261,814 
Region IVA - CALABARZON 89.85 699,178 91.03 676,898 90.42 1,376,076 86.87 761,200 89.09 732,142 87.95 1,493,342 
Region IVB - MIMAROPA 88.01 185,538 90.20 180,955 89.08 366,493 88.51 197,740 89.86 189,420 89.16 387,160 
Region V - Bicol 90.07 382,103 92.65 371,760 91.32 753,863 91.96 408,977 93.87 390,761 92.88 799,738 
Region VI - Western Visayas 83.75 412,808 85.20 403,904 84.46 816,712 85.47 433,286 87.77 417,171 86.58 850,457 
Region VII - Central Visayas 85.49 390,088 87.30 382,644 86.37 772,733 90.05 426,504 92.27 410,099 91.12 836,603 
Region VIII - Eastern Visayas 85.54 271,680 90.20 271,711 87.81 543,391 89.15 290,775 92.46 283,390 90.76 574,165 
Region IX - Zamboanga Peninsula 86.31 210,577 88.37 209,620 87.33 420,197 90.69 226,285 93.25 222,025 91.94 448,310 
Region X - Northern Mindanao 87.06 256,236 89.06 251,756 88.04 507,992 91.24 273,240 93.20 266,492 92.20 539,732 
Region XI - Davao 86.74 252,703 89.64 251,159 88.16 503,862 92.18 272,140 95.00 265,038 93.55 537,178 
Region XII - SOCCSKSARGEN 82.00 228,777 85.96 230,403 83.94 459,180 82.70 254,178 86.96 251,689 84.76 505,867 
National Capital Region 92.98 635,943 94.51 618,786 93.73 1,254,729 90.54 671,145 92.84 649,893 91.66 1,321,038 
Cordillera Administrative Region 93.10 98,212 95.22 95,468 94.13 193,680 99.21 103,576 100.67* 98,897 99.92 202,473 
Autonomous Region in Muslim Mindanao 71.46 239,468 76.23 254,207 73.84 493,675 69.90 291,796 79.64 323,691 74.70 615,487 
Region XIII - Caraga 84.37 150,451 85.08 146,898 84.72 297,349 93.37 167,278 94.62 159,461 93.98 326,739 
                          

 

 

  



Table B-7ai.  Adjusted secondary school net attendance rate, ANAR, by age, sex, and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          169 
 

 

  
  
  

2007 2008 

Male Female Total Male Female Total 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

                          
Total 60.02 4,475,382 71.62 4,437,930 65.80 8,913,312 60.65 4,697,304 71.92 4,681,247 66.27 9,378,551 
                          
Age                         

12 36.56 1,172,654 46.89 1,108,529 41.58 2,281,183 35.12 1,226,839 46.56 1,190,107 40.75 2,416,946 
13 62.42 1,142,291 75.19 1,082,917 68.63 2,225,208 64.44 1,194,411 75.03 1,177,604 69.70 2,372,015 
14 71.34 1,078,166 81.68 1,063,238 76.48 2,141,404 71.84 1,145,260 83.30 1,126,534 77.53 2,271,794 
15 71.63 1,082,271 82.49 1,183,246 77.30 2,265,517 73.01 1,130,794 83.46 1,187,003 78.36 2,317,797 
                          

Residence                         
Urban  69.53 1,958,627 78.28 1,944,974 73.89 3,903,601 69.51 2,024,710 77.62 2,071,973 73.61 4,096,683 
Rural 52.62 2,516,755 66.43 2,492,956 59.49 5,009,711 53.93 2,672,594 67.40 2,609,274 60.59 5,281,868 
                          

Wealth Index Quintiles                         
Poorest 37.20 1,156,290 52.30 1,102,332 44.57 2,258,622 37.98 1,203,898 55.89 1,159,573 46.77 2,363,471 
Second 54.89 1,032,093 67.51 1,035,916 61.21 2,068,009 55.62 1,115,302 66.49 1,067,194 60.94 2,182,496 
Middle 65.35 888,569 78.32 911,839 71.92 1,800,408 66.54 932,820 78.49 970,227 72.63 1,903,047 
Fourth  76.80 749,638 84.33 746,594 80.56 1,496,232 75.92 800,049 82.88 839,169 79.48 1,639,218 
Richest 82.15 648,792 87.16 641,250 84.64 1,290,042 84.17 645,234 85.59 645,084 84.88 1,290,318 

                          
Region                         

Region I - Ilocos 71.76 237,553 79.71 232,866 75.70 470,419 71.25 248,116 79.52 253,299 75.43 501,415 
Region II - Cagayan Valley 64.26 164,466 75.79 166,855 70.07 331,321 63.95 176,897 74.63 189,589 69.48 366,486 
Region III - Central Luzon 68.49 448,333 75.80 442,881 72.12 891,214 69.89 475,415 75.36 468,205 72.60 943,620 
Region IVA - CALABARZON 66.85 521,571 79.13 529,963 73.04 1,051,534 70.44 546,115 77.65 543,197 74.04 1,089,312 
Region IVB - MIMAROPA 57.23 157,276 67.77 155,331 62.47 312,607 57.88 189,093 68.10 170,471 62.73 359,564 
Region V - Bicol 58.34 315,226 69.34 307,412 63.77 622,638 56.80 330,118 72.85 334,209 64.88 664,327 
Region VI - Western Visayas 54.92 405,979 71.44 369,152 62.79 775,131 57.95 408,476 69.07 384,265 63.34 792,741 
Region VII - Central Visayas 57.25 320,076 68.39 330,678 62.91 650,754 57.02 331,590 70.12 356,671 63.81 688,261 
Region VIII - Eastern Visayas 49.80 251,317 67.28 253,265 58.57 504,582 48.80 261,326 65.33 249,277 56.87 510,603 
Region IX - Zamboanga Peninsula 44.70 174,594 62.14 180,798 53.57 355,392 47.16 188,374 63.92 198,231 55.75 386,605 
Region X - Northern Mindanao 59.64 202,185 69.43 218,211 64.72 420,396 55.30 220,950 68.76 217,315 61.98 438,265 
Region XI - Davao 47.73 209,162 67.57 181,932 56.96 391,094 50.74 220,242 65.37 198,173 57.67 418,415 
Region XII - SOCCSKSARGEN 53.94 198,760 63.12 209,938 58.65 408,698 51.43 224,934 67.46 213,925 59.24 438,859 
National Capital Region 74.88 467,800 81.13 447,615 77.94 915,415 74.56 461,039 80.83 479,280 77.76 940,319 
Cordillera Administrative Region 66.08 84,871 79.33 78,729 72.46 163,600 64.79 85,007 78.96 90,840 72.11 175,847 
Autonomous Region in Muslim Mindanao 34.36 179,711 46.58 194,629 40.72 374,340 41.58 190,716 53.54 187,018 47.50 377,734 
Region XIII - Caraga 55.00 136,503 70.52 137,675 62.79 274,178 54.11 138,896 69.29 147,282 61.92 286,178 

                          
Engagement in economic activity                         

Engaged in economic activity 32.10 559,921 47.03 295,992 37.27 855,913 29.80 587,382 51.64 314,644 37.42 902,026 
Did not engage in economic activity 64.01 3,915,460 73.38 4,141,938 68.83 8,057,398 65.06 4,109,922 73.38 4,366,604 69.35 8,476,526 

                          

 

  



Table B-7ai.  Adjusted secondary school net attendance rate, ANAR, by age, sex, and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          170 
 

 

 

  

2010  2011 

Male Female Total Male Female Total 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

ANAR 
Number of 

children 
ANAR 

Number of 
children 

                      

Total 61.22 2,946,149 71.43 3,438,248 66.32 6,384,398 64.06 3,046,349 75.37 3,561,798 69.70 6,608,147 
              
Age             

12 34.20 425,488 42.26 500,543 38.13 926,031 40.17 475,044 50.05 565,889 45.00 1,040,933 
13 68.86 817,758 75.64 914,267 72.28 1,732,024 67.21 827,612 77.92 959,866 72.57 1,787,478 
14 72.28 867,520 82.14 948,897 77.12 1,816,416 74.01 880,487 86.29 1,029,349 80.16 1,909,836 
15 70.76 835,384 84.94 1,074,542 78.09 1,909,926 74.94 863,206 86.01 1,006,694 80.52 1,869,899 
              

Residence             
Urban  69.47 1,417,098 76.68 1,630,393 73.15 3,047,491 71.44 1,514,595 81.20 1,660,395 76.23 3,174,990 
Rural 55.15 1,529,051 67.27 1,807,856 61.11 3,336,907 58.13 1,531,754 70.92 1,901,403 64.58 3,433,157 
              

Wealth Index Quintiles             
Poorest 38.12 489,699 53.69 666,070 45.77 1,155,769 42.35 511,061 57.74 698,053 50.05 1,209,114 
Second 53.63 569,996 66.92 768,841 60.53 1,338,836 57.86 642,722 71.65 768,282 64.63 1,411,004 
Middle 69.60 692,937 78.50 729,972 73.90 1,422,909 68.83 676,253 79.57 758,617 74.12 1,434,870 
Fourth  79.01 641,389 83.36 656,474 81.15 1,297,864 78.55 608,419 85.94 691,607 82.32 1,300,026 
Richest 83.92 552,129 87.28 616,891 85.66 1,169,019 89.29 607,893 93.97 645,239 91.64 1,253,132 

              
Region             

Region I - Ilocos 66.17 166,554 80.69 231,609 73.90 398,163 75.63 196,462 80.97 203,318 78.26 399,781 
Region II - Cagayan Valley 67.90 125,442 82.43 149,851 75.10 275,293 70.26 123,613 82.28 142,800 76.23 266,413 
Region III - Central Luzon 68.85 311,482 75.88 368,780 72.49 680,261 73.29 368,473 80.66 391,021 76.91 759,494 
Region IVA - CALABARZON 60.10 195,613 70.75 242,115 65.56 437,728 58.79 188,787 73.45 227,370 65.99 416,157 
Region IVB - MIMAROPA 60.54 269,958 65.10 270,185 62.73 540,142 64.38 264,822 76.08 290,899 70.02 555,722 
Region V - Bicol 55.82 194,196 66.00 220,511 60.81 414,707 55.61 197,248 76.57 259,877 65.86 457,125 
Region VI - Western Visayas 53.74 145,571 70.48 188,455 62.05 334,026 56.47 131,725 73.17 187,920 65.22 319,645 
Region VII - Central Visayas 50.85 101,121 56.66 117,665 53.82 218,787 48.34 93,623 63.96 139,582 56.62 233,205 
Region VIII - Eastern Visayas 53.90 114,549 66.27 150,737 60.29 265,285 62.21 136,534 70.48 154,610 66.34 291,144 
Region IX - Zamboanga Peninsula 52.91 110,090 66.91 120,636 59.41 230,726 58.34 118,866 70.93 147,089 64.69 265,954 
Region X - Northern Mindanao 50.32 114,592 72.56 157,111 61.16 271,703 52.83 122,948 62.60 139,276 57.60 262,224 
Region XI - Davao 77.34 382,134 81.72 421,813 79.58 803,947 75.11 349,639 83.79 386,161 79.43 735,800 
Region XII - SOCCSKSARGEN 58.67 46,197 81.05 69,736 70.36 115,933 60.66 50,529 80.57 64,965 70.45 115,495 
National Capital Region 44.60 104,636 44.21 94,571 44.41 199,207 44.66 94,163 47.81 99,823 46.23 193,987 
Cordillera Administrative Region 54.81 84,977 68.97 92,508 61.37 177,485 55.74 74,917 72.85 108,470 64.73 183,387 
Autonomous Region in Muslim Mindanao 71.69 378,874 77.04 399,178 74.34 778,052 73.68 410,294 82.94 481,383 78.41 891,677 
Region XIII - Caraga 51.25 100,165 71.54 142,788 61.50 242,953 63.08 123,705 75.71 137,233 69.15 260,938 

              
Engagement in economic activity             

Engaged in economic activity 29.90 143,731 45.48 101,902 34.85 245,634 33.34 164,538 56.69 150,616 41.51 315,155 
Did not engage in economic activity 64.69 2,802,418 72.70 3,336,346 68.81 6,138,764 67.62 2,881,810 76.48 3,411,182 72.15 6,292,992 

              



Table B-7aii. Adjusted secondary school net enrollment rate, ANER, by age, sex, and other characteristics, 2005 to 2009 (BEIS) 

Source: BEIS 2005 to 2009, DepEd          171 

 

  
  

2005 2009 

Male Female Total Male Female Total 

ANER 
Number of 

children 
ANER 

Number of 
children 

ANER 
Number of 

children 
ANER 

Number of 
children 

ANER 
Number of 

children 
ANER 

Number of 
children 

                          

Total 54.44 2,121,258 64.63 2,456,910 59.47 4,578,169 55.17 2,350,242 64.73 2,646,174 59.85 4,996,416 

                        

Age                       

12 28.36 290,829 36.53 362,359 32.38 653,188 28.68 318,349 36.62 385,659 32.54 704,008 

13 59.02 573,080 69.94 663,396 64.42 1,236,476 58.90 623,075 69.02 703,389 63.87 1,326,464 

14 66.73 630,876 77.68 721,318 72.16 1,352,194 69.02 713,767 78.83 793,196 73.86 1,506,963 

15 65.62 626,473 76.14 709,838 70.82 1,336,311 65.70 695,051 75.67 763,930 70.57 1,458,981 

                          

Region                         

Region I - Ilocos 66.54 135,270 74.33 145,825 70.37 281,095 67.95 144,045 75.80 152,130 71.77 296,175 

Region II - Cagayan Valley 59.21 84,203 72.03 97,602 65.47 181,805 61.41 89,282 72.81 99,892 66.94 189,174 

Region III - Central Luzon 64.33 261,142 73.06 285,956 68.61 547,097 64.64 290,828 72.39 308,455 68.41 599,283 

Region IVA - CALABARZON 61.12 286,849 69.90 318,346 65.44 605,195 63.00 338,655 71.21 368,580 67.03 707,235 

Region IVB - MIMAROPA 49.87 64,905 60.15 75,634 54.92 140,539 50.96 73,178 61.95 83,809 56.29 156,987 

Region V - Bicol 47.17 125,299 60.24 151,513 53.53 276,811 49.21 140,916 61.06 162,730 54.92 303,646 

Region VI - Western Visayas 51.26 165,851 63.72 200,882 57.41 366,733 50.55 173,749 61.35 201,890 55.83 375,639 

Region VII - Central Visayas 50.75 145,374 62.99 177,058 56.81 322,432 51.03 157,641 62.59 185,358 56.69 342,999 

Region VIII - Eastern Visayas 44.16 88,041 56.93 108,183 50.39 196,223 46.31 100,160 59.04 118,818 52.45 218,978 

Region IX - Zamboanga Peninsula 42.38 65,423 52.38 80,822 47.38 146,246 43.62 73,995 54.02 89,412 48.75 163,407 

Region X - Northern Mindanao 47.49 88,321 59.05 107,554 53.21 195,875 45.48 90,848 55.94 107,463 50.61 198,311 

Region XI - Davao 46.89 87,770 58.72 108,067 52.76 195,837 49.54 96,464 59.56 112,380 54.47 208,844 

Region XII - SOCCSKSARGEN 47.82 83,242 58.71 100,468 53.22 183,711 46.07 90,441 56.48 108,602 51.22 199,043 

National Capital Region 73.56 294,708 79.51 320,217 76.54 614,925 73.69 327,937 79.74 348,248 76.69 676,185 

Cordillera Administrative Region 56.16 38,594 72.30 47,532 64.05 86,126 58.01 40,666 71.78 48,368 64.76 89,034 

Autonomous Region in Muslim Mindanao 28.67 52,984 35.69 66,860 32.20 119,844 27.27 60,225 36.78 81,205 32.03 141,430 

Region XIII - Caraga 46.40 53,282 57.66 64,392 51.95 117,674 51.04 61,212 59.85 68,834 55.35 130,046 

 

 



Table B-7bi.  Percentage of secondary age children attending primary school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          172 

  

 2010 2011 

Male Female Total Male Female Total 

Attendanc
e rate 

Number 
of 

children 

Attendanc
e rate 

Number of 
children 

Attendanc
e rate 

Number 
of 

children 

Attendanc
e rate 

Number 
of 

children 

Attendanc
e rate 

Number of 
children 

Attendanc
e rate 

Number 
of 

children 

          
Total 

87.33 
4,202,84

0 92.95 
4,474,11

1  90.14 
8,676,95

2 88.96 
4,230,58

3 94.35 
4,458,85

3  91.65 
8,689,43

5 
                
Age               

12 
94.04 

1,170,11
5 97.07 

1,149,79
9  95.52 

2,319,91
4 95.74 

1,132,25
9 98.18 

1,110,07
8  96.93 

2,242,33
7 

13 
91.40 

1,085,51
8 94.98 

1,148,13
0  93.21 

2,233,64
8 91.71 

1,129,18
2 95.99 

1,182,42
6  93.85 

2,311,60
8 

14 
85.96 

1,031,66
8 91.74 

1,059,77
3  88.79 

2,091,44
0 87.39 

1,039,67
1 93.67 

1,117,43
8  90.54 

2,157,10
9 

 
      15                                                                  77.55 915,540 88.25 

1,116,40
9  83.08 

2,031,95
0 80.69 929,470 89.61 

1,048,91
1  85.19 

1,978,38
1 

               
Residence 

90.57 

             

Urban  
1,847,67

0 94.44 
2,007,95

1  92.55 
3,855,62

1 91.79 
1,946,12

5 95.75 
1,957,97

8  93.73 
3,904,10

3 

Rural 
84.94 

2,355,171 91.77 
2,466,16

0  88.30 
4,821,33

1 86.69 
2,284,45

8 93.28 
2,500,87

4  90.01 
4,785,33

2 
                

Wealth Index Quintiles               

Poorest 
78.62 

1,009,87
4 86.16 

1,068,83
4  82.32 

2,078,70
8 80.85 975,550 89.25 

1,079,00
3  85.05 

2,054,55
3 

Second 
83.20 884,305 92.52 

1,063,01
9  88.04 

1,947,32
5 87.53 972,413 93.49 

1,002,44
2  90.46 

1,974,85
4 

Middle 
90.32 899,225 95.41 887,241  92.78 

1,786,46
6 89.61 880,451 95.61 911,587  92.57 

1,792,03
8 

Fourth  
94.25 765,125 96.39 759,063  95.31 

1,524,18
8 94.75 733,887 97.48 784,457  96.14 

1,518,34
4 

Richest 
97.93 644,311 98.47 695,954  98.21 

1,340,26
5 98.16 668,281 99.23 681,364  98.70 

1,349,64
6 

                
Region               

Region I - Ilocos 87.30 219,751 94.83 272,192  91.31 491,943 92.36 239,896 96.35 241,943  94.32 481,839 
Region II - Cagayan Valley 83.05 153,429 96.13 174,754  89.53 328,183 87.46 153,868 94.14 163,393  90.78 317,261 
Region III - Central Luzon 87.47 395,752 91.36 444,030  89.49 839,782 89.41 449,542 92.71 449,474  91.03 899,016 
Region IVA - CALABARZON 88.88 289,286 94.93 324,871  91.98 614,157 87.91 282,308 95.44 295,418  91.60 577,726 
Region IVB - MIMAROPA 87.12 388,478 92.59 384,300  89.75 772,778 90.88 373,799 95.51 365,222  93.11 739,021 
Region V - Bicol 84.68 294,618 91.06 304,235  87.81 598,853 85.78 304,254 94.50 320,752  90.05 625,007 
Region VI - Western Visayas 81.28 220,196 92.76 248,026  86.98 468,222 85.08 198,450 92.29 237,028  88.86 435,478 
Region VII - Central Visayas 88.41 175,805 91.37 189,746  89.92 365,551 85.36 165,313 91.79 200,325  88.77 365,638 
Region VIII - Eastern Visayas 86.32 183,455 92.10 209,484  89.31 392,938 89.17 195,705 91.74 201,241  90.45 396,946 
Region IX - Zamboanga Peninsula 90.09 187,432 90.12 162,492  90.10 349,924 88.10 179,525 95.80 198,665  91.99 378,191 
Region X - Northern Mindanao 89.95 204,837 93.62 202,699  91.74 407,536 85.24 198,384 94.34 209,896  89.69 408,280 
Region XI - Davao 95.26 470,637 97.46 503,069  96.38 973,706 92.68 431,393 96.00 442,456  94.33 873,849 
Region XII - SOCCSKSARGEN 88.41 69,610 97.80 84,149  93.31 153,759 90.56 75,429 95.83 77,272  93.15 152,701 
National Capital Region 81.39 190,937 83.99 179,676  82.63 370,613 85.77 180,852 87.64 182,988  86.70 363,840 
Cordillera Administrative Region 86.87 134,688 92.76 124,423  89.60 259,111 88.23 118,587 95.67 142,435  92.14 261,023 
Autonomous Region in Muslim 

Mindanao 87.24 461,055 93.51 484,546  90.34 945,601 91.31 508,470 96.48 559,941  93.95 
1,068,41

1 
Region XIII - Caraga 83.34 162,877 90.90 181,418  87.16 344,295 89.14 174,808 94.01 170,403  91.48 345,211 



Table B-7bi.  Percentage of secondary age children attending primary school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          173 

 
Engagement in economic activity 

  
      

 
 

      

Engaged in economic activity 
47.51 228,347 65.66 147,135 

 
53.28 375,481 52.83 260,713 73.24 194,604  59.98 455,317 

Did not engage in economic activity 
91.75 

3,974,49
4 94.28 

4,326,97
7 

 
93.05 

8,301,47
0 93.15 

3,969,87
0 95.61 

4,264,24
9  94.40 

8,234,11
8 

  



Table B-7bi.  Percentage of secondary age children attending primary school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          174 

  

 2010 2011 

Male Female Total Male Female Total 

Attendanc
e rate 

Number 
of 

children 

Attendanc
e rate 

Number of 
children 

Attendanc
e rate 

Number 
of 

children 

Attendanc
e rate 

Number 
of 

children 

Attendanc
e rate 

Number of 
children 

Attendanc
e rate 

Number 
of 

children 

          
Total 

87.33 
4,202,84

0 92.95 
4,474,11

1  90.14 
8,676,95

2 88.96 
4,230,58

3 94.35 
4,458,85

3  91.65 
8,689,43

5 
                
Age               

12 
94.04 

1,170,11
5 97.07 

1,149,79
9  95.52 

2,319,91
4 95.74 

1,132,25
9 98.18 

1,110,07
8  96.93 

2,242,33
7 

13 
91.40 

1,085,51
8 94.98 

1,148,13
0  93.21 

2,233,64
8 91.71 

1,129,18
2 95.99 

1,182,42
6  93.85 

2,311,60
8 

14 
85.96 

1,031,66
8 91.74 

1,059,77
3  88.79 

2,091,44
0 87.39 

1,039,67
1 93.67 

1,117,43
8  90.54 

2,157,10
9 

 
      15                                                                  77.55 915,540 88.25 

1,116,40
9  83.08 

2,031,95
0 80.69 929,470 89.61 

1,048,91
1  85.19 

1,978,38
1 

               
Residence 

90.57 

             

Urban  
1,847,67

0 94.44 
2,007,95

1  92.55 
3,855,62

1 91.79 
1,946,12

5 95.75 
1,957,97

8  93.73 
3,904,10

3 

Rural 
84.94 

2,355,171 91.77 
2,466,16

0  88.30 
4,821,33

1 86.69 
2,284,45

8 93.28 
2,500,87

4  90.01 
4,785,33

2 
                

Wealth Index Quintiles               

Poorest 
78.62 

1,009,87
4 86.16 

1,068,83
4  82.32 

2,078,70
8 80.85 975,550 89.25 

1,079,00
3  85.05 

2,054,55
3 

Second 
83.20 884,305 92.52 

1,063,01
9  88.04 

1,947,32
5 87.53 972,413 93.49 

1,002,44
2  90.46 

1,974,85
4 

Middle 
90.32 899,225 95.41 887,241  92.78 

1,786,46
6 89.61 880,451 95.61 911,587  92.57 

1,792,03
8 

Fourth  
94.25 765,125 96.39 759,063  95.31 

1,524,18
8 94.75 733,887 97.48 784,457  96.14 

1,518,34
4 

Richest 
97.93 644,311 98.47 695,954  98.21 

1,340,26
5 98.16 668,281 99.23 681,364  98.70 

1,349,64
6 

                
Region               

Region I - Ilocos 87.30 219,751 94.83 272,192  91.31 491,943 92.36 239,896 96.35 241,943  94.32 481,839 
Region II - Cagayan Valley 83.05 153,429 96.13 174,754  89.53 328,183 87.46 153,868 94.14 163,393  90.78 317,261 
Region III - Central Luzon 87.47 395,752 91.36 444,030  89.49 839,782 89.41 449,542 92.71 449,474  91.03 899,016 
Region IVA - CALABARZON 88.88 289,286 94.93 324,871  91.98 614,157 87.91 282,308 95.44 295,418  91.60 577,726 
Region IVB - MIMAROPA 87.12 388,478 92.59 384,300  89.75 772,778 90.88 373,799 95.51 365,222  93.11 739,021 
Region V - Bicol 84.68 294,618 91.06 304,235  87.81 598,853 85.78 304,254 94.50 320,752  90.05 625,007 
Region VI - Western Visayas 81.28 220,196 92.76 248,026  86.98 468,222 85.08 198,450 92.29 237,028  88.86 435,478 
Region VII - Central Visayas 88.41 175,805 91.37 189,746  89.92 365,551 85.36 165,313 91.79 200,325  88.77 365,638 
Region VIII - Eastern Visayas 86.32 183,455 92.10 209,484  89.31 392,938 89.17 195,705 91.74 201,241  90.45 396,946 
Region IX - Zamboanga Peninsula 90.09 187,432 90.12 162,492  90.10 349,924 88.10 179,525 95.80 198,665  91.99 378,191 
Region X - Northern Mindanao 89.95 204,837 93.62 202,699  91.74 407,536 85.24 198,384 94.34 209,896  89.69 408,280 
Region XI - Davao 95.26 470,637 97.46 503,069  96.38 973,706 92.68 431,393 96.00 442,456  94.33 873,849 
Region XII - SOCCSKSARGEN 88.41 69,610 97.80 84,149  93.31 153,759 90.56 75,429 95.83 77,272  93.15 152,701 
National Capital Region 81.39 190,937 83.99 179,676  82.63 370,613 85.77 180,852 87.64 182,988  86.70 363,840 
Cordillera Administrative Region 86.87 134,688 92.76 124,423  89.60 259,111 88.23 118,587 95.67 142,435  92.14 261,023 
Autonomous Region in Muslim 

Mindanao 87.24 461,055 93.51 484,546  90.34 945,601 91.31 508,470 96.48 559,941  93.95 
1,068,41

1 
Region XIII - Caraga 83.34 162,877 90.90 181,418  87.16 344,295 89.14 174,808 94.01 170,403  91.48 345,211 



Table B-7bi.  Percentage of secondary age children attending primary school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          175 

 
Engagement in economic activity 

  
      

 
 

      

Engaged in economic activity 
47.51 228,347 65.66 147,135 

 
53.28 375,481 52.83 260,713 73.24 194,604  59.98 455,317 

Did not engage in economic activity 
91.75 

3,974,49
4 94.28 

4,326,97
7 

 
93.05 

8,301,47
0 93.15 

3,969,87
0 95.61 

4,264,24
9  94.40 

8,234,11
8 

  
  
 

      
 
 

      

  

2013 

Male Female Total 

Attendance rate 
Number of 

children 
Attendance rate Number of children Attendance rate Number of children 

        

Total 90.63 3,902,581 95.71 3,980,313  93.12 7,882,894 
         
Age        

12 97.30 1,075,253 98.32 1,021,363  97.80 2,096,616 
13 93.56 1,048,048 96.79 1,047,755  95.15 2,095,803 
14 89.91 877,010 96.52 947,833  93.22 1,824,843 
15 81.62 902,270 91.26 963,362  86.33 1,865,632 
         

Residence        
Urban  0.00 0 0.00 0  0.00 0 
Rural 0.00 0 0.00 0  0.00 0 
         

Wealth Index Quintiles        
Poorest 84.97 950,395 92.26 956,282  88.48 1,906,677 
Second 87.72 810,761 95.91 929,134  91.91 1,739,895 
Middle 91.38 837,570 96.01 789,231  93.57 1,626,802 
Fourth  96.64 699,842 97.38 709,556  97.01 1,409,398 
Richest 96.99 604,013 98.86 596,109  97.91 1,200,123 

         
Region        

Region I - Ilocos 88.48 201,868 96.13 177,973  91.91 379,840 
Region II - Cagayan Valley 90.91 132,760 97.67 129,770  94.13 262,531 
Region III - Central Luzon 90.26 399,665 95.75 448,948  93.09 848,612 
Region IVA - CALABARZON 87.83 245,378 93.44 262,692  90.64 508,071 
Region IVB - MIMAROPA 92.72 324,523 99.05 336,854  95.84 661,377 
Region V - Bicol 87.86 267,978 97.27 266,484  92.31 534,462 
Region VI - Western Visayas 91.00 211,440 94.00 194,937  92.41 406,377 
Region VII - Central Visayas 90.54 153,885 95.51 157,445  92.99 311,330 
Region VIII - Eastern Visayas 89.75 175,469 94.07 202,848  92.01 378,317 
Region IX - Zamboanga Peninsula 90.96 182,236 97.56 152,790  93.85 335,025 
Region X - Northern Mindanao 89.69 191,993 94.21 203,410  91.96 395,403 
Region XI - Davao 94.50 438,097 98.76 467,417  96.66 905,514 
Region XII - SOCCSKSARGEN 82.41 58,737 96.16 67,809  89.25 126,546 
National Capital Region 84.59 170,144 84.98 160,367  84.78 330,512 
Cordillera Administrative Region 93.27 118,770 96.75 127,495  95.04 246,264 
Autonomous Region in Muslim Mindanao 92.70 487,794 95.82 492,102  94.24 979,897 
Region XIII - Caraga 92.64 141,845 94.47 130,973  93.51 272,818 

         
Engagement in economic activity        

Engaged in economic activity 62.67 320,924 85.85 263,734  71.36 584,658 
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Source: APIS 2007 to 2013, PSA          176 

Did not engage in economic activity 94.40 3,581,657 96.49 3,716,579  95.45 7,298,237 
         

 

 

 

 

  



Table B-7bii.  Percentage of secondary age children attending primary school, by age, sex and other characteristics, 2005 to 2009 (BEIS) 

Source: BEIS 2005 to 2013, PSA          177 

 

  
  

2005 2009 

Male Female Total Male Female Total 

Attendance 
rate 

Number of 
children 

Attendance 
rate 

Number of 
children 

Attendance 
rate 

Number of 
children 

Attendance 
rate 

Number 
of 

children 

Attendance 
rate 

Number 
of 

children 

Attendance 
rate 

Number of 
children 

                          

Total 29.33 1,143,021 23.86 906,832 26.63 2,049,853 28.65 
1,220,5

86 23.39 956,168 26.07 2,176,754 
                      
Age                     

12 66.64 683,327 59.47 589,894 63.11 1,273,221 64.39 714,852 58.18 612,816 61.37 1,327,668 
13* 28.10 272,859 20.83 197,551 24.51 470,409 28.77 304,325 19.67 200,447 24.30 504,773 
14* 13.26 125,341 8.36 77,670 10.83 203,011 13.45 139,057 9.34 93,933 11.42 232,990 
15* 6.44 61,494 4.47 41,717 5.47 103,211 5.89 62,352 4.85 48,971 5.38 111,323 

                      
Region                     

Region I - Ilocos 23.60 47,973 18.11 35,521 20.90 83,494 20.74 43,962 16.59 33,294 18.72 77,256 
Region II - Cagayan Valley 23.37 33,238 18.17 24,624 20.84 57,862 21.21 30,843 17.64 24,203 19.48 55,046 
Region III - Central Luzon 22.76 92,397 18.05 70,649 20.45 163,046 22.56 101,490 17.55 74,768 20.12 176,258 
Region IVA - CALABARZON 25.78 120,982 20.71 94,331 23.28 215,313 25.54 137,301 21.24 109,956 23.43 247,257 
Region IVB - MIMAROPA 32.73 42,600 26.06 32,772 29.46 75,372 31.53 45,282 25.72 34,793 28.71 80,075 
Region V - Bicol 34.43 91,440 28.02 70,476 31.31 161,917 35.35 101,238 28.06 74,791 31.84 176,029 
Region VI - Western Visayas 35.04 113,360 26.93 84,906 31.04 198,266 31.85 109,470 23.21 76,369 27.62 185,839 
Region VII - Central Visayas 33.51 95,971 26.67 74,953 30.12 170,924 33.78 104,357 25.78 76,331 29.86 180,689 
Region VIII - Eastern Visayas 32.19 64,179 28.39 53,946 30.34 118,124 33.14 71,667 28.92 58,192 31.10 129,859 
Region IX - Zamboanga Peninsula 39.38 60,795 32.58 50,277 35.98 111,072 36.32 61,621 30.26 50,082 33.33 111,703 
Region X - Northern Mindanao 34.74 64,603 27.31 49,736 31.06 114,339 33.22 66,359 27.64 53,101 30.49 119,460 
Region XI - Davao 34.69 64,934 28.30 52,079 31.52 117,013 37.19 72,425 30.33 57,231 33.82 129,656 
Region XII - SOCCSKSARGEN 32.25 56,136 28.50 48,772 30.39 104,908 33.43 65,627 28.55 54,886 31.01 120,513 
National Capital Region 25.61 102,590 21.03 84,717 23.31 187,307 25.35 112,818 20.65 90,193 23.02 203,012 
Cordillera Administrative Region 30.64 21,053 22.70 14,926 26.76 35,979 30.27 21,216 22.26 14,997 26.34 36,213 
Autonomous Region in Muslim Mindanao 18.84 34,817 18.61 34,871 18.73 69,688 17.72 39,133 21.01 46,390 19.37 85,523 
Region XIII - Caraga 31.31 35,954 26.22 29,275 28.80 65,229 29.83 35,777 23.12 26,590 26.55 62,367 

                          

 
Notes:  

𝐴𝑡𝑡𝑒𝑛𝑑𝑅𝑎𝑡𝑒𝑆𝑒𝑐𝑜𝑛𝑑𝑎𝑟𝑦−𝑎𝑔𝑒;𝑃𝑟𝑖𝑚𝑎𝑟𝑦𝐿𝑒𝑣𝑒𝑙 =
𝐴𝑡𝑡𝑒𝑛𝑑𝑆𝑒𝑐𝑜𝑛𝑑𝑎𝑟𝑦−𝑎𝑔𝑒;𝑃𝑟𝑖𝑚𝑎𝑟𝑦 𝐿𝑒𝑣𝑒𝑙

𝑃𝑜𝑝𝑢𝑙𝑎𝑡𝑖𝑜𝑛𝑆𝑒𝑐𝑜𝑛𝑑𝑎𝑟𝑦−𝑎𝑔𝑒
 

Where: 
AttendRate refers to Attendance Rate 
       Attend refers to Number of children currently attending school 
       Population refers to Number of children in Population 

 
(*) Pupils who are 13 years old and older are lumped together in the Primary level age profile of the BEIS. In order to obtain single-age enrolment counts for pupils older than 12, the total enrolment of pupils 13 years 
old and older was assumed to follow the same distribution as total school attendance among 13 to 24 year old members in the July Round of that year's Labor Force Survey (LFS). 

 

  



Table B-8i. Percentage of primary school-age children out of school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          178 

 

  
  

2007  2008  

 Male    Female    Total    Male    Female    Total   

 

Number 
of out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number of 
out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number of 
out-of-
school 

children 

                          

Total 
                

11.09  736,152 
                  

9.32  596,282 
                

10.22  1,332,434 
                

10.26  720,106 
                  

8.13  544,964 
                  

9.22  1,265,070 
                          
Age                         

6 
                

43.12  439,002 
                

38.08  393,514 
                

40.58  832,516 
                

42.31  454,733 
                

36.49  360,799 
                

39.52  815,532 

7 
                

10.11  113,682 
                  

7.45  80,604 
                  

8.80  194,286 
                  

8.75  98,301 
                  

6.24  69,094 
                  

7.51  167,395 

8 
                  

4.78  52,251 
                  

3.61  37,428 
                  

4.21  89,679 
                  

3.62  44,878 
                  

3.40  39,518 
                  

3.51  84,396 

9 
                  

3.31  37,592 
                  

2.51  28,219 
                  

2.92  65,811 
                  

3.43  39,601 
                  

1.89  20,481 
                  

2.69  60,082 

10 
                  

3.60  42,906 
                  

2.65  29,176 
                  

3.15  72,082 
                  

3.29  40,890 
                  

2.19  27,379 
                  

2.74  68,269 

11 
                  

4.72  50,718 
                  

2.67  27,341 
                  

3.72  78,059 
                  

3.52  41,703 
                  

2.49  27,693 
                  

3.02  69,396 
                          

Residence                         

Urban 
                  

9.11  270,335 
                  

7.65  215,541 
                  

8.40  485,876 
                  

8.96  282,699 
                  

6.75  203,516 
                  

7.88  486,215 

Rural 
                

12.70  465,817 
                

10.63  380,741 
                

11.68  846,558 
                

11.32  437,407 
                  

9.26  341,448 
                

10.31  778,855 
                          

Wealth index quintiles                         

Poorest 
                

17.31  321,348 
                

14.25  260,856 
                

15.79  582,204 
                

14.77  284,653 
                

12.23  237,536 
                

13.50  522,189 

Second 
                

11.19  170,975 
                  

8.95  130,369 
                

10.10  301,344 
                

11.13  183,517 
                  

7.86  119,028 
                  

9.56  302,545 

Middle 
                  

8.40  112,378 
                  

7.84  101,384 
                  

8.12  213,762 
                  

8.13  112,475 
                  

6.10  79,331 
                  

7.14  191,806 

Fourth 
                  

7.12  76,330 
                  

5.50  57,457 
                  

6.32  133,787 
                  

6.95  79,620 
                  

5.32  57,856 
                  

6.16  137,476 

Richest 
                  

6.55  55,120 
                  

5.96  46,215 
                  

6.27  101,335 
                  

6.55  59,842 
                  

5.97  51,212 
                  

6.27  111,054 
                          

Region                         

Region I – Ilocos 
                  

7.50  25,252 
                  

6.27  22,780 
                  

6.86  48,032 
                  

7.25  27,306 
                  

4.86  17,183 
                  

6.09  44,489 

Region II - Cagayan Valley 
                  

9.95  23,789 
                  

5.95  12,995 
                  

8.04  36,784 
                  

7.39  17,822 
                  

5.90  13,000 
                  

6.68  30,822 
 
Region III - Central Luzon 7.52  52,388 6.15  40,226 6.85  92,614 6.41  45,285 3.69  25,616 5.06  70,901 

Region IVA - CALABARZON 
                  

8.49  67,167 
                  

7.60  59,828 
                  

8.05  126,995 
                  

7.26  62,821 
                  

5.15  42,497 
                  

6.23  105,318 

Region IVB - MIMAROPA 
                

11.62  29,335 
                

11.29  27,125 
                

11.46  56,460 
                  

8.50  21,489 
                  

7.43  19,698 
                  

7.95  41,187 

Region V – Bicol 
                

11.06  53,480 
                

10.08  43,254 
                

10.60  96,734 
                

11.73  55,904 
                  

9.33  41,117 
                

10.58  97,021 



Table B-8i. Percentage of primary school-age children out of school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          179 

  
  

2007  2008  

 Male    Female    Total    Male    Female    Total   

 

Number 
of out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number of 
out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number of 
out-of-
school 

children 
Region VI - Western Visayas 13.41  72,240 10.50  53,439 12.00  125,679 10.34  58,577 9.13  48,271 9.76  106,848 

Region VII - Central Visayas 
                

13.23  63,108 
                

10.85  49,800 
                

12.06  112,908 
                

11.20  57,072 
                  

8.23  41,261 
                  

9.73  98,333 

Region VIII - Eastern Visayas 
                

12.29  42,635 
                  

7.10  24,530 
                  

9.70  67,165 
                

12.78  44,114 
                  

8.12  27,386 
                

10.48  71,500 

Region IX - Zamboanga Peninsula 
                

15.84  40,114 
                

13.06  33,257 
                

14.44  73,371 
                

13.39  38,938 
                

10.38  27,750 
                

11.95  66,688 

Region X - Northern Mindanao 
                  

9.52  29,191 
                  

7.63  21,936 
                  

8.61  51,127 
                

11.05  35,574 
                  

9.69  31,132 
                

10.37  66,706 

Region XI – Davao 
                

13.09  37,281 
                

12.58  36,860 
                

12.83  74,141 
                

13.24  39,287 
                

12.67  36,970 
                

12.96  76,257 

Region XII - SOCCSKSARGEN 
                

14.69  43,298 
                  

9.48  27,657 
                

12.10  70,955 
                

17.33  57,361 
                  

8.29  26,013 
                

12.93  83,374 

National Capital Region 
                  

7.97  57,678 
                  

6.43  43,733 
                  

7.23  101,411 
                  

8.52  66,993 
                  

7.12  51,219 
                  

7.85  118,212 

Cordillera Administrative Region 
                  

7.65  8,953 
                  

5.76  5,990 
                  

6.76  14,943 
                  

6.48  8,236 
                  

8.20  9,289 
                  

7.29  17,525 

Autonomous Region in Muslim Mindanao 
                

23.31  68,391 
                

26.42  78,840 
                

24.88  147,231 
                

19.90  62,141 
                

22.19  69,449 
                

21.04  131,590 

Region XIII – Caraga 
                

10.92  21,852 
                  

7.51  14,032 
                  

9.28  35,884 
                  

9.95  21,182 
                  

8.85  17,114 
                  

9.43  38,296 
                          

Engagement in economic activity                         

Engaged in economic activity 
                

15.64  22,582 
                

10.12  12,015 
                

13.15  34,597 
                

18.95  27,692 
                

12.10  10,762 
                

16.36  38,454 

Did not engage in economic activity 
                

10.99  713,569 
                  

9.30  584,268 
                

10.16  1,297,837 
                

10.07  692,413 
                  

8.08  534,202 
                  

9.10  1,226,615 
                          

 
 

 

  



Table B-8i. Percentage of primary school-age children out of school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          180 

  

 2010 2011  

 Male    Female    Total    Male    Female    Total   

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

 
Number of out-

of-school 
children 

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

                     

Total 8.31 564,322 7.41 485,963 7.87 1,050,285 7.47 525,976 5.57 369,540 6.55 895,516 

              

Age             

6 34.14 337,368 33.75 342,669 33.95 680,038 30.77 324,324 25.84 249,582 28.42 573,906 

7 6.55 70,819 5.19 52,126 5.90 122,946 6.60 75,471 4.42 46,492 5.55 121,963 

8 4.03 44,617 1.75 19,395 2.89 64,012 2.89 33,414 1.76 19,856 2.33 53,271 

9 2.64 30,761 1.42 16,184 2.03 46,944 2.26 26,013 1.63 17,902 1.95 43,916 

10 3.22 40,794 2.32 28,894 2.77 69,688 2.45 30,904 1.41 16,629 1.95 47,534 

11 3.39 39,963 2.56 26,695 3.00 66,657 2.82 35,850 1.57 19,078 2.21 54,927 

              

Residence             

Urban 6.34 190,065 6.54 189,435 6.44 379,500 6.95 220,759 4.94 147,587 5.98 368,345 

Rural 9.88 374,257 8.10 296,528 9.00 670,785 7.89 305,218 6.09 221,953 7.02 527,171 

              

Wealth index quintiles             

Poorest 11.96 229,906 10.90 203,997 11.43 433,903 10.82 220,213 8.39 163,707 9.63 383,919 

Second 9.62 148,242 7.31 110,519 8.48 258,761 7.74 124,917 5.25 80,514 6.53 205,431 

Middle 6.48 85,897 5.77 67,555 6.15 153,452 6.14 83,946 4.25 54,047 5.23 137,993 

Fourth 4.57 48,522 6.11 69,336 5.37 117,858 4.19 46,383 3.87 40,081 4.03 86,463 

Richest 5.52 51,755 3.96 34,556 4.77 86,311 5.51 50,517 3.70 31,192 4.64 81,709 

              

Region             

Region I – Ilocos 5.61 23,377 5.95 20,358 5.76 43,735 6.75 25,262 3.61 12,592 5.24 37,855 

Region II - Cagayan Valley 8.47 19,525 6.43 14,166 7.48 33,690 6.03 14,700 4.01 8,989 5.06 23,689 

Region III - Central Luzon 6.24 44,627 4.99 32,056 5.65 76,683 5.46 39,403 3.64 24,291 4.58 63,694 

Region IVA - CALABARZON 6.99 31,280 6.27 27,603 6.63 58,883 3.85 17,286 4.16 17,869 4.00 35,155 

Region IVB - MIMAROPA 11.33 59,295 10.66 55,390 11.00 114,685 7.60 42,999 4.56 25,972 6.08 68,970 

Region V – Bicol 6.28 30,231 6.20 29,657 6.24 59,887 7.11 37,550 5.80 28,538 6.48 66,088 



Table B-8i. Percentage of primary school-age children out of school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          181 

Region VI - Western Visayas 8.39 27,696 6.30 22,084 7.32 49,780 8.93 32,693 4.16 14,349 6.61 47,042 

Region VII - Central Visayas 8.51 24,635 10.45 28,866 9.46 53,500 7.12 21,159 5.96 17,024 6.55 38,183 

Region VIII - Eastern Visayas 9.59 28,656 5.75 17,218 7.67 45,874 6.70 21,247 5.74 17,431 6.23 38,679 

Region IX - Zamboanga Peninsula 10.51 29,228 8.66 24,674 9.58 53,902 8.42 25,922 7.32 21,040 7.89 46,962 

Region X - Northern Mindanao 8.91 28,951 5.55 17,395 7.26 46,345 9.35 31,247 9.29 29,715 9.32 60,962 

Region XI – Davao 6.29 47,820 4.01 27,537 5.21 75,356 7.11 53,969 4.60 33,218 5.89 87,188 

Region XII - SOCCSKSARGEN 7.35 8,895 6.94 8,392 7.14 17,288 4.04 5,387 4.90 6,006 4.45 11,393 

National Capital Region 23.90 80,272 21.77 70,345 22.86 150,618 18.63 64,561 17.23 54,677 17.96 119,238 

Cordillera Administrative Region 7.57 14,611 7.28 13,784 7.43 28,394 6.75 13,653 6.97 13,104 6.86 26,757 

Autonomous Region in Muslim Mindanao 6.04 46,111 7.01 57,300 6.54 103,411 6.96 57,323 4.45 33,667 5.75 90,990 

Region XIII – Caraga 6.85 19,113 7.49 19,139 7.15 38,252 8.02 21,617 4.36 11,057 6.25 32,674 

              

Engagement in economic activity            

Engaged in economic activity 21.06 23,166 7.65 4,472 16.41 27,638 18.95 27,692 12.1 10,762 16.36 38,454 

Did not engage in economic activity 8.10 541,156 7.41 481,491 7.76 1,022,647 10.07 692,413 8.08 534,202 9.1 1,226,615 

              

  



Table B-8i. Percentage of primary school-age children out of school, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          182 

 

  

2013 

 Male    Female    Total   

 
Number of out-of-school 

children 
 

Number of out-of-school 
children 

 
Number of out-of-school 

children 

        
Total 7.47 525,976 5.57 369,540 6.55 895,516 
        
Age 30.77 324,324 25.84 249,582 28.42 573,906 

6 6.60 75,471 4.42 46,492 5.55 121,963 
7 2.89 33,414 1.76 19,856 2.33 53,271 
8 2.26 26,013 1.63 17,902 1.95 43,916 
9 2.45 30,904 1.41 16,629 1.95 47,534 
10 2.82 35,850 1.57 19,078 2.21 54,927 
11       
  6.95 220,759 4.94 147,587 5.98 368,345 

Residence 7.89 305,218 6.09 221,953 7.02 527,171 
Urban       
Rural 10.82 220,213 8.39 163,707 9.63 383,919 
  7.74 124,917 5.25 80,514 6.53 205,431 

Wealth index quintiles 6.14 83,946 4.25 54,047 5.23 137,993 
Poorest 4.19 46,383 3.87 40,081 4.03 86,463 
Second 5.51 50,517 3.70 31,192 4.64 81,709 
Middle       
Fourth 6.75 25,262 3.61 12,592 5.24 37,855 
Richest 6.03 14,700 4.01 8,989 5.06 23,689 
  5.46 39,403 3.64 24,291 4.58 63,694 

Region 3.85 17,286 4.16 17,869 4.00 35,155 
Region I – Ilocos 7.60 42,999 4.56 25,972 6.08 68,970 
Region II - Cagayan Valley 7.11 37,550 5.80 28,538 6.48 66,088 
Region III - Central Luzon 8.93 32,693 4.16 14,349 6.61 47,042 
Region IVA - CALABARZON 7.12 21,159 5.96 17,024 6.55 38,183 
Region IVB - MIMAROPA 6.70 21,247 5.74 17,431 6.23 38,679 
Region V – Bicol 8.42 25,922 7.32 21,040 7.89 46,962 
Region VI - Western Visayas 9.35 31,247 9.29 29,715 9.32 60,962 
Region VII - Central Visayas 7.11 53,969 4.60 33,218 5.89 87,188 
Region VIII - Eastern Visayas 4.04 5,387 4.90 6,006 4.45 11,393 
Region IX - Zamboanga Peninsula 18.63 64,561 17.23 54,677 17.96 119,238 
Region X - Northern Mindanao 6.75 13,653 6.97 13,104 6.86 26,757 
Region XI – Davao 6.96 57,323 4.45 33,667 5.75 90,990 
Region XII - SOCCSKSARGEN 8.02 21,617 4.36 11,057 6.25 32,674 
National Capital Region      
Cordillera Administrative Region 7.72 8,547 3.73 3,039 6.03 11,586 
Autonomous Region in Muslim Mindanao 7.47 517,429 5.59 366,501 6.56 883,930 
Region XIII – Caraga 6.85 19,113 7.49 19,139 7.15 38,252 
        

Engagement in economic activity      
Engaged in economic activity 21.06 23,166 7.65 4,472 16.41 27,638 
Did not engage in economic activity 8.10 541,156 7.41 481,491 7.76 1,022,647 

              

 



Table B-8ii. Percentage of primary school-age children out of school, by age, sex and other characteristics, 2005 to 2009 (BEIS) 

Source: BEIS 2005 to 2009, DepED          183 

 

  
  

2005 2009 

 Male    Female    Total    Male    Female    Total   

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

 

Number of 
out-of-
school 

children 

                          
Total** 12.18 764,993 10.20 613,708 11.21 1,378,701 11.43 765,192 8.73 550,318 10.12 1,315,510 
                      
Age                     

6 54.92 574,240 49.84 497,270 52.44 1,071,510 41.80 461,393 36.24 375,724 39.11 837,117 
7 13.62 151,513 10.53 111,121 12.12 262,634 15.99 190,563 12.68 141,116 14.39 331,679 
8 0.00* 0* 0.00* 0* 0.00* 0* 1.60 17,506 0.00* 0* 0.83 17,506 
9 1.18 12,361 0.31 3,106 0.76 15,467 0.00* 0* 0.00* 0* 0.00* 0* 
10 3.72 39,626 2.50 25,401 3.13 65,027 7.98 90,486 6.95 74,377 7.48 164,863 
11 0.00* 0* 0.00* 0* 0.00* 0* 1.59 16,982 0.00* 0* 0.82 16,982 

                      
Region                     

Region I – Ilocos 7.10 22,406 6.43 19,303 6.78 41,709 7.01 22,738 5.35 16,126 6.21 38,864 
Region II - Cagayan Valley 7.22 15,547 5.60 11,447 6.43 26,995 4.90 10,305 2.21 4,334 3.60 14,639 
Region III - Central Luzon 7.50 49,237 6.53 40,779 7.03 90,017 9.19 65,391 7.40 49,161 8.32 114,552 
Region IVA - CALABARZON 10.15 78,993 8.97 66,739 9.58 145,732 13.13 115,005 10.91 89,686 12.05 204,691 
Region IVB - MIMAROPA 11.99 25,281 9.80 19,654 10.92 44,935 11.49 25,665 10.14 21,384 10.84 47,049 
Region V – Bicol 9.93 42,130 7.35 29,512 8.68 71,642 8.04 35,736 6.13 25,537 7.12 61,273 
Region VI - Western Visayas 16.25 80,083 14.80 70,140 15.54 150,223 14.53 73,684 12.23 58,104 13.42 131,788 
Region VII - Central Visayas 14.51 66,221 12.70 55,679 13.63 121,899 9.95 47,146 7.73 34,350 8.88 81,496 
Region VIII - Eastern Visayas 14.46 45,939 9.80 29,520 12.19 75,459 10.85 35,371 7.54 23,112 9.24 58,483 
Region IX - Zamboanga Peninsula 13.69 33,400 11.63 27,584 12.67 60,984 9.31 23,224 6.75 16,066 8.06 39,290 
Region X - Northern Mindanao 12.94 38,099 10.94 30,929 11.96 69,028 8.76 26,234 6.80 19,450 7.80 45,684 
Region XI - Davao 13.26 38,632 10.36 29,013 11.84 67,645 7.82 23,092 5.00 13,964 6.45 37,056 
Region XII - SOCCSKSARGEN 18.00 50,207 14.04 37,618 16.06 87,825 17.30 53,178 13.04 37,753 15.24 90,931 
National Capital Region 7.02 48,015 5.49 35,978 6.27 83,993 9.46 70,087 7.16 50,121 8.34 120,208 
Cordillera Administrative Region 6.90 7,273 4.78 4,795 5.87 12,068 0.79 823 0.00* 0* 0.41 823 
Autonomous Region in Muslim Mindanao 28.54 95,653 23.77 79,264 26.16 174,917 30.10 125,642 20.36 82,765 25.30 208,407 
Region XIII - Caraga 15.63 27,877 14.92 25,752 15.28 53,629 6.63 11,871 5.38 9,063 6.02 20,934 
                          

 
Notes: 
(*) Data validation on-going. 
(**) Because of the on-going data validation, the computed national total may not be equal to the sum of a set of sub-national aggregates.



Table B-9i. Percentage of secondary school-age children outofschool, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          184 

  
  

2007 2008 

Male Female Total Male Female Total 

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

 
Number of 

out-of-school 
children 

 

Number of 
out-of-
school 

children 

 
Number of 

out-of-school 
children 

 

Number of 
out-of-
school 

children 

                          
Total 14.36 642,798 8.68 385,251 11.53 1,028,049 13.29 624,074 7.60 355,688 10.45 979,762 
                          
Age                         

12 6.53 76,553 4.53 50,269 5.56 126,822 5.87 71,973 3.21 38,187 4.56 110,160 
13 12.76 145,772 6.35 68,714 9.64 214,486 9.82 117,262 5.51 64,909 7.68 182,171 
14 16.27 175,419 10.17 108,142 13.24 283,561 16.04 183,693 9.13 102,853 12.61 286,546 
15 22.64 245,054 13.36 158,126 17.80 403,180 22.21 251,146 12.62 149,741 17.30 400,887 
                          

Residence                         
Urban  9.33 182,721 6.03 117,362 7.69 300,083 8.59 173,886 5.33 110,515 6.94 284,401 
Rural 18.28 460,077 10.75 267,889 14.53 727,966 16.84 450,188 9.40 245,173 13.17 695,361 
                          

Wealth Index Quintiles                         
Poorest 26.09 301,723 15.13 166,735 20.74 468,458 23.59 283,975 13.78 159,801 18.78 443,776 
Second 16.60 171,344 11.89 123,171 14.24 294,515 16.11 179,659 9.07 96,798 12.67 276,457 
Middle 12.08 107,367 6.59 60,093 9.30 167,460 10.97 102,312 5.43 52,655 8.14 154,967 
Fourth  6.11 45,832 3.24 24,166 4.68 69,998 5.42 43,358 3.80 31,865 4.59 75,223 
Richest 2.55 16,533 1.73 11,088 2.14 27,621 2.29 14,768 2.26 14,570 2.27 29,338 
                          

Region                         
Region I – Ilocos 11.99 28,475 5.96 13,886 9.00 42,361 12.43 30,838 5.38 13,638 8.87 44,476 
Region II - Cagayan Valley 15.95 26,227 8.00 13,353 11.95 39,580 18.18 32,153 6.46 12,253 12.12 44,406 
Region III - Central Luzon 12.60 56,483 9.95 44,078 11.28 100,561 11.20 53,228 8.81 41,240 10.01 94,468 
Region IVA - CALABARZON 11.71 61,094 7.84 41,536 9.76 102,630 8.30 45,347 7.34 39,895 7.83 85,242 
Region IVB - MIMAROPA 15.66 24,632 10.01 15,543 12.85 40,175 14.97 28,299 12.80 21,827 13.94 50,126 
Region V – Bicol 16.11 50,782 8.98 27,612 12.59 78,394 15.65 51,673 6.99 23,373 11.30 75,046 
Region VI - Western Visayas 15.54 63,076 6.22 22,973 11.10 86,049 12.26 50,085 6.82 26,190 9.62 76,275 
Region VII - Central Visayas 17.02 54,469 8.35 27,616 12.61 82,085 14.80 49,085 8.49 30,274 11.53 79,359 
Region VIII - Eastern Visayas 19.56 49,149 9.10 23,038 14.31 72,187 21.28 55,598 10.67 26,592 16.10 82,190 
Region IX - Zamboanga Peninsula 18.98 33,145 12.05 21,794 15.46 54,939 21.08 39,704 6.86 13,589 13.78 53,293 
Region X - Northern Mindanao 15.61 31,565 11.29 24,632 13.37 56,197 13.69 30,249 10.86 23,607 12.29 53,856 
Region XI – Davao 18.27 38,205 10.85 19,743 14.82 57,948 17.30 38,098 8.44 16,725 13.10 54,823 
Region XII - SOCCSKSARGEN 14.10 28,027 10.70 22,459 12.35 50,486 13.36 30,045 7.85 16,800 10.67 46,845 
National Capital Region 6.94 32,484 3.65 16,329 5.33 48,813 4.86 22,412 3.67 17,574 4.25 39,986 
Cordillera Administrative Region 10.73 9,109 3.49 2,749 7.25 11,858 10.47 8,898 3.00 2,725 6.61 11,623 
Autonomous Region in Muslim Mindanao 19.47 34,986 17.15 33,371 18.26 68,357 18.51 35,303 9.52 17,796 14.06 53,099 
Region XIII - Caraga 15.31 20,892 10.56 14,538 12.92 35,430 16.60 23,059 7.87 11,593 12.11 34,652 
                          

Engagement in economic activity                         
Engaged in economic activity 50.69 283,847 34.24 101,353 45.00 385,200 53.44 313,899 33.84 106,470 46.60 420,369 
Did not engage in economic activity 9.17 358,950 6.85 283,899 7.98 642,849 7.55 310,175 5.71 249,218 6.60 559,393 

  



Table B-9i. Percentage of secondary school-age children outofschool, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          185 

 

  

2010   2011 

Male Female Total Male Female Total 

 

Number 
of out-of-
school 

children 

 

Number of 
out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number 
of out-of-
school 

children 

 

Number 
of out-of-
school 

children 

                     

Total 12.67 609,846 7.05 339,461 9.86 949,308 11.04 524,840 5.65 267,109 8.35 791,949 

              

Age             

12 5.96 74,181 2.93 34,748 4.48 108,929 4.26 50,388 1.82 20,608 3.07 70,996 

13 8.60 102,095 5.02 60,628 6.79 162,724 8.29 102,125 4.01 49,408 6.15 151,533 

14 14.04 168,531 8.26 95,389 11.21 263,921 12.61 149,953 6.33 75,518 9.46 225,471 

15 22.45 265,039 11.75 148,696 16.92 413,735 19.31 222,374 10.39 121,575 14.81 343,950 

              

Residence 
            

Urban  9.43 192,344 5.56 118,218 7.45 310,562 8.21 174,068 4.25 86,968 6.27 261,036 

Rural 15.06 417,502 8.23 221,244 11.70 638,746 13.31 350,773 6.72 180,141 9.99 530,913 

              

Wealth Index Quintiles 

            

Poorest 21.38 274,645 21.38 274,645 17.68 446,324 19.15 231,098 10.75 129,980 14.95 361,078 

Second 16.80 178,544 16.80 178,544 11.96 264,425 12.47 138,481 6.51 69,765 9.54 208,247 

Middle 9.68 96,345 9.68 96,345 7.22 138,989 10.39 102,057 4.39 41,820 7.43 143,877 

Fourth  5.75 46,666 5.75 46,666 4.69 75,079 5.25 40,689 2.52 20,253 3.86 60,942 

Richest 2.07 13,647 2.07 13,647 1.79 24,491 1.84 12,515 0.77 5,290 1.30 17,805 

              

Region             

Region I – Ilocos 12.70 31,972 5.17 14,851 8.69 46,824 7.64 19,856 3.65 9,165 5.68 29,022 

Region II - Cagayan Valley 16.95 31,325 3.87 7,044 10.47 38,369 12.54 22,061 5.86 10,166 9.22 32,227 

Region III - Central Luzon 12.53 56,674 8.64 41,971 10.51 98,645 10.59 53,223 7.29 35,326 8.97 88,550 

Region IVA - CALABARZON 11.12 36,181 5.07 17,346 8.02 53,527 12.09 38,820 4.56 14,130 8.40 52,950 

Region IVB - MIMAROPA 12.88 57,452 7.41 30,762 10.25 88,214 9.12 37,520 4.49 17,159 6.89 54,680 



Table B-9i. Percentage of secondary school-age children outofschool, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          186 

Region V – Bicol 15.32 53,292 8.94 29,871 12.19 83,163 14.22 50,422 5.50 18,658 9.95 69,080 

Region VI - Western Visayas 18.72 50,703 7.24 19,367 13.02 70,069 14.92 34,804 7.71 19,798 11.14 54,603 

Region VII - Central Visayas 11.59 23,049 8.63 17,917 10.08 40,966 14.64 28,346 8.21 17,917 11.23 46,263 

Region VIII - Eastern Visayas 13.68 29,077 7.90 17,966 10.69 47,043 10.83 23,781 8.26 18,130 9.55 41,911 

Region IX - Zamboanga Peninsula 9.91 20,623 9.88 17,813 9.90 38,435 11.90 24,238 4.20 8,705 8.01 32,943 

Region X - Northern Mindanao 10.05 22,892 6.38 13,819 8.26 36,711 14.76 34,339 5.66 12,602 10.31 46,941 

Region XI – Davao 4.74 23,437 2.54 13,115 3.62 36,552 7.32 34,094 4.00 18,423 5.67 52,517 

Region XII - SOCCSKSARGEN 11.59 9,129 2.20 1,895 6.69 11,024 9.44 7,867 4.17 3,360 6.85 11,227 

National Capital Region 18.61 43,661 16.01 34,246 17.37 77,907 14.23 29,998 12.36 25,813 13.30 55,811 

Cordillera Administrative Region 13.13 20,366 7.24 9,711 10.40 30,076 11.77 15,817 4.33 6,454 7.86 22,271 
Autonomous Region in Muslim 

Mindanao 12.76 67,460 6.49 33,603 9.66 101,064 8.69 48,367 3.52 20,442 6.05 68,808 

Region XIII - Caraga 16.66 32,554 9.10 18,165 12.84 50,719 10.86 21,286 5.99 10,860 8.52 32,147 

                    

Engagement in economic activity                   

Engaged in economic activity 52.49 252,313 34.34 76,939 46.72 329,252 47.17 232,744 26.76 71,095 40.02 303,839 

Did not engage in economic activity 8.25 357,533 5.72 262,523 6.95 620,056 6.85 292,096 4.39 196,014 5.60 488,110 

 

  



Table B-9i. Percentage of secondary school-age children outofschool, by age, sex and other characteristics, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          187 

 

  

2013 

Male Female Total 

 
Number of out-of-

school children 
 

Number of out-of-
school children 

 
Number of out-of-

school children 

        
Total 9.37 403,626 4.29 178,619 6.88 582,245 
        
Age       

12 2.70 29,812 1.68 17,404 2.20 47,215 
13 6.44 72,139 3.21 34,773 4.85 106,912 
14 10.09 98,428 3.48 34,204 6.78 132,631 
15 18.38 203,248 8.74 92,238 13.67 295,487 
        

Residence       
Urban  0.00 0 0.00 0 0.00 0 
Rural 0.00 0 0.00 0 0.00 0 
        

Wealth Index Quintiles       
Poorest 15.03 168,157 7.74 80,206 11.52 248,362 
Second 12.28 113,449 4.09 39,621 8.09 153,071 
Middle 8.62 78,989 3.99 32,805 6.43 111,794 
Fourth  3.36 24,305 2.62 19,118 2.99 43,423 
Richest 3.01 18,726 1.14 6,868 2.09 25,595 
        

Region       
Region I – Ilocos 11.52 26,279 3.87 7,171 8.09 33,450 
Region II - Cagayan Valley 9.09 13,272 2.33 3,096 5.87 16,368 
Region III - Central Luzon 9.74 43,113 4.25 19,926 6.91 63,040 
Region IVA - CALABARZON 12.17 34,008 6.56 18,447 9.36 52,454 
Region IVB - MIMAROPA 7.28 25,464 0.95 3,218 4.16 28,682 
Region V – Bicol 12.14 37,036 2.73 7,481 7.69 44,517 
Region VI - Western Visayas 9.00 20,910 6.00 12,448 7.59 33,358 
Region VII - Central Visayas 9.46 16,071 4.49 7,408 7.01 23,479 
Region VIII - Eastern Visayas 10.25 20,047 5.93 12,797 7.99 32,843 
Region IX - Zamboanga Peninsula 9.04 18,116 2.44 3,822 6.15 21,938 
Region X - Northern Mindanao 10.31 22,061 5.79 12,502 8.04 34,563 
Region XI – Davao 5.50 25,475 1.24 5,851 3.34 31,326 
Region XII - SOCCSKSARGEN 17.59 12,535 3.84 2,709 10.75 15,245 
National Capital Region 15.41 30,986 15.02 28,343 15.22 59,329 
Cordillera Administrative Region 6.73 8,571 3.25 4,283 4.96 12,854 
Autonomous Region in Muslim Mindanao 7.30 38,407 4.18 21,446 5.76 59,853 
Region XIII - Caraga 7.36 11,275 5.53 7,669 6.49 18,945 
        

Engagement in economic activity       
Engaged in economic activity 37.33 191,146 14.15 43,467 28.64 234,613 
Did not engage in economic activity 5.60 212,480 3.51 135,152 4.55 347,632 



Table B-9ii. Percentage of secondary school age children out-of-school, by age, sex and other characteristics, 2005 to 2009 (BEIS) 

Source: BEIS 2005 to 2009, DepED          188 

 

  
  

2005 2009 

Male Female Total Male Female Total 

 
Number of 

children 
 

Number of 
children 

 
Number of 

children 
 

Number of 
children 

 
Number of 

children 
 

Number of 
children 

                          
Total** 16.23 632,221 11.51 437,550 13.90 1,069,771 16.18 689,225 11.89 485,894 14.08 1,175,119 
                      
Age                     

12 5.00 51,292 4.00 39,690 4.51 90,982 6.93 76,982 5.20 54,745 6.09 131,727 
13 12.88 125,110 9.23 87,520 11.08 212,630 12.33 130,397 11.32 115,344 11.83 245,740 
14 20.01 189,140 13.95 129,566 17.01 318,706 17.53 181,313 11.84 119,102 14.72 300,415 
15 27.93 266,679 19.39 180,774 23.71 447,454 28.41 300,533 19.48 196,704 24.05 497,237 

                      
Region                     

Region I - Ilocos 9.87 20,058 7.56 14,828 8.73 34,886 11.31 23,972 7.61 15,271 9.51 39,243 
Region II - Cagayan Valley 17.42 24,769 9.80 13,272 13.70 38,041 17.38 25,263 9.55 13,099 13.58 38,362 
Region III - Central Luzon 12.91 52,422 8.89 34,786 10.94 87,209 12.81 57,628 10.06 42,865 11.47 100,493 
Region IVA - CALABARZON 13.10 61,494 9.39 42,769 11.27 104,264 11.46 61,578 7.54 39,029 9.54 100,607 
Region IVB - MIMAROPA 17.40 22,639 13.78 17,329 15.62 39,968 17.51 25,144 12.33 16,675 15.00 41,819 
Region V - Bicol 18.40 48,881 11.75 29,545 15.16 78,426 15.43 44,195 10.87 28,974 13.23 73,169 
Region VI - Western Visayas 13.71 44,350 9.35 29,479 11.56 73,829 17.59 60,468 15.45 50,837 16.54 111,305 
Region VII - Central Visayas 15.74 45,078 10.34 29,079 13.07 74,157 15.19 46,939 11.63 34,447 13.45 81,385 
Region VIII - Eastern Visayas 23.65 47,155 14.68 27,891 19.27 75,045 20.56 44,457 12.04 24,238 16.45 68,695 
Region IX - Zamboanga Peninsula 18.24 28,150 15.04 23,214 16.64 51,364 20.06 34,028 15.72 26,027 17.92 60,055 
Region X - Northern Mindanao 17.77 33,046 13.65 24,856 15.73 57,902 21.30 42,559 16.42 31,533 18.91 74,092 
Region XI - Davao 18.41 34,459 12.98 23,891 15.72 58,350 13.26 25,828 10.10 19,065 11.71 44,893 
Region XII - SOCCSKSARGEN 19.93 34,690 12.79 21,882 16.39 56,572 20.51 40,265 14.97 28,787 17.77 69,052 
National Capital Region 0.83 3,341 0.00* 0* 0.42 3,341 0.95 4,240 0.00* 0* 0.48 4,240 
Cordillera Administrative Region 13.20 9,074 5.00 3,289 9.19 12,363 11.72 8,216 5.96 4,019 8.90 12,235 
Autonomous Region in Muslim Mindanao 52.49 97,010 45.70 85,605 49.07 182,615 55.01 121,501 42.20 93,162 48.61 214,663 
Region XIII - Caraga 22.30 25,605 16.12 18,007 19.25 43,612 19.13 22,944 17.03 19,589 18.10 42,533 

                          

 
Notes: 
 (*) Data validation on-going. 
(**) Because of the on-going data validation, the computed national total may not be equal to the sum of a set of sub-national aggregates. 
  



Table B-10. Children in economic activity, 2007 to 2013 (APIS) 
Percentage of children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          189 

 

  
  
  

2007 2008 

Percentage of children aged 5-15 engaged in economic 
activity 

  
Number of 

children 
aged 5-15 
years (n) 

  

Percentage of children aged 5-15 engaged in economic 
activity 

  
Number of 

children aged 
5-15 years 

(n) 
  

Economic 
activity 

Working outside 
household 

Self-
employed 

Working for 
family 

business 

Economic 
activity 

Working outside 
household 

Self-
employed 

Working for 
family 

business 

A+B+C+D (A) (B) Paid ( C ) Unpaid (D) A+B+C+D (A) (B) Paid ( C ) Unpaid (D) 

                  
Total 4.71 1.16 0.29 0.05 3.21 23,917,977 4.54 1.30 0.22 0.02 2.99 25,122,859 
                  
Sex                 

Male 5.84 1.52 0.40 0.06 3.86 12,127,234 5.77 1.71 0.36 0.03 3.67 12,754,429 
Female 3.54 0.79 0.18 0.03 2.55 11,790,744 3.27 0.88 0.08 0.02 2.29 12,368,430 

                  
Age                 

5-11 1.80 0.14 0.10 0.01 1.56 15,004,666 1.51 0.20 0.04 0.01 1.26 15,744,308 
12-15 9.60 2.87 0.63 0.11 5.99 8,913,312 9.62 3.14 0.53 0.05 5.90 9,378,551 

                  
Region                 

Region I - Ilocos 3.13 0.68 0.18 0.00 2.27 1,277,607 2.58 0.78 0.18 0.03 1.58 1,341,646 
Region II - Cagayan Valley 6.15 2.13 0.13 0.09 3.80 849,184 7.73 2.74 0.17 0.04 4.77 898,851 
Region III - Central Luzon 1.75 1.06 0.23 0.05 0.41 2,448,540 1.98 1.51 0.12 0.03 0.33 2,549,659 
Region IVA - CALABARZON 1.95 0.61 0.21 0.11 1.02 2,872,169 1.87 0.40 0.31 0.00 1.16 3,007,944 
Region IVB - MIMAROPA 7.55 1.36 0.61 0.04 5.54 873,384 7.11 1.73 0.31 0.00 5.07 949,124 
Region V - Bicol 5.80 1.19 0.31 0.00 4.30 1,674,008 6.85 1.33 0.32 0.03 5.18 1,720,979 
Region VI - Western Visayas 3.72 1.97 0.51 0.00 1.24 1,966,696 4.58 1.89 0.28 0.00 2.41 2,053,023 
Region VII - Central Visayas 5.24 0.87 0.24 0.13 4.01 1,729,361 3.56 0.93 0.28 0.06 2.29 1,834,315 
Region VIII - Eastern Visayas 10.85 2.25 0.63 0.09 7.87 1,293,386 8.25 2.99 0.52 0.07 4.68 1,295,235 
Region IX - Zamboanga Peninsula 6.54 1.32 0.10 0.00 5.12 933,110 4.90 1.33 0.04 0.00 3.53 1,032,675 
Region X - Northern Mindanao 10.60 2.05 0.32 0.00 8.23 1,107,437 14.21 3.33 0.08 0.00 10.80 1,178,512 
Region XI - Davao 4.63 1.51 0.17 0.04 2.91 1,064,459 4.15 1.38 0.18 0.00 2.59 1,101,065 
Region XII - SOCCSKSARGEN 5.81 1.93 0.25 0.13 3.49 1,091,429 4.72 1.51 0.21 0.08 2.92 1,176,482 
National Capital Region 0.89 0.19 0.34 0.00 0.36 2,540,202 0.32 0.18 0.06 0.00 0.08 2,681,476 
Cordillera Administrative Region 13.67 1.13 0.13 0.04 12.36 422,020 10.82 1.13 0.09 0.00 9.59 454,347 
Autonomous Region in Muslim 
Mindanao 4.15 0.26 0.23 0.00 3.66 1,054,089 3.86 0.11 0.42 0.07 3.26 1,094,989 

Region XIII - Caraga 7.35 1.02 0.20 0.00 6.13 720,896 7.70 1.38 0.20 0.00 6.12 752,538 
                  
Residence                 

Urban 1.86 0.58 0.23 0.04 1.01 10,606,023 1.71 0.58 0.16 0.01 0.96 11,176,383 
Rural 6.98 1.61 0.34 0.05 4.97 13,311,954 6.80 1.88 0.27 0.03 4.62 13,946,476 

                  
School Attendance                 

Not an Out-of-School Child 3.37 0.50 0.18 0.01 2.68 20,912,760 3.07 0.61 0.11 0.01 2.34 22,186,504 
Out-of-School Child 14.02 5.75 1.11 0.26 6.89 3,005,218 15.66 6.54 1.10 0.14 7.87 2,936,355 

                  
             

             
             

Mother's Education                  
None (less than Grade 1) 9.66 2.44 0.40 0.08 6.75 493,998 12.17 2.80 0.68 0.15 8.54 507,804 
Primary (At least Grade 1 to ES 
Graduate) 8.47 2.08 0.47 0.09 5.82 7,201,679 8.13 2.57 0.39 0.01 5.17 7,118,811 

Secondary (At least 1st Year to HS 
Graduate) 3.41 0.80 0.18 0.01 2.41 7,576,094 3.42 0.89 0.17 0.01 2.35 8,229,663 



Table B-10. Children in economic activity, 2007 to 2013 (APIS) 
Percentage of children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          190 

  
  
  

2007 2008 

Percentage of children aged 5-15 engaged in economic 
activity 

  
Number of 

children 
aged 5-15 
years (n) 

  

Percentage of children aged 5-15 engaged in economic 
activity 

  
Number of 

children aged 
5-15 years 

(n) 
  

Economic 
activity 

Working outside 
household 

Self-
employed 

Working for 
family 

business 

Economic 
activity 

Working outside 
household 

Self-
employed 

Working for 
family 

business 

A+B+C+D (A) (B) Paid ( C ) Unpaid (D) A+B+C+D (A) (B) Paid ( C ) Unpaid (D) 
Higher (Beyond HS Graduate) 1.69 0.34 0.15 0.00 1.20 4,107,217 1.64 0.23 0.04 0.02 1.35 4,229,692 

                  
Wealth Index Quintiles                 

Poorest 8.94 1.82 0.43 0.08 6.61 6,483,125 7.80 2.09 0.24 0.01 5.46 6,817,931 
Second 5.35 1.58 0.41 0.01 3.35 5,502,388 5.02 1.78 0.37 0.01 2.86 5,784,445 
Middle 3.18 0.94 0.25 0.08 1.90 4,820,143 3.49 1.09 0.25 0.01 2.14 4,985,832 
Fourth 1.59 0.47 0.08 0.03 1.01 3,950,064 2.43 0.46 0.12 0.04 1.81 4,190,224 
Richest 1.16 0.25 0.14 0.00 0.77 3,162,257 1.25 0.24 0.05 0.04 0.92 3,344,428 
                          

 

 

  



Table B-10. Children in economic activity, 2007 to 2013 (APIS) 
Percentage of children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          191 

 

  

2010 2011 

Percentage of children aged 5-15 engaged in 
economic activity 

  
Percentage of children aged 5-15 engaged in 

economic activity 
  

Economic 
activity 

Working 
outside 

household 

Self-
employed 

Working 
for family 
business 

Number of children aged 5-
15 years (n) 

Economic 
activity 

Working 
outside 

household 

Self-
employed 

Working 
for family 
business 

Number of children aged 5-
15 years (n) 

A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   

              

Total 3.51 0.90 0.13 0.01 2.48 876,859 3.81 1.00 0.19 0.01 2.61 954698 
              
Sex             

Male 4.69 1.28 0.21 0.01 3.19 593,326 4.74 1.38 0.24 0.02 3.09 605740 
Female 2.30 0.51 0.05 0.00 1.75 283,533 2.84 0.60 0.13 0.01 2.10 348958 

              
Age             

11-May 1.26 0.10 0.02 0.00 1.14 168,435 1.41 0.09 0.01 0.00 1.30 192195 
15-Dec 7.32 2.19 0.31 0.01 4.80 704,733 8.01 2.52 0.48 0.03 4.98 759156 

              
Region             

Region I - Ilocos 1.74 0.60 0.13 0.00 1.01 24,429 1.30 0.30 0.11 0.00 0.89 17576 
Region II - Cagayan Valley 5.34 1.93 0.27 0.00 3.14 46,921 7.13 3.28 0.12 0.00 3.73 62354 
Region III - Central Luzon 1.00 0.66 0.23 0.00 0.11 24,748 1.16 0.87 0.02 0.00 0.26 29691 
Region IVA - CALABARZON 6.92 0.56 0.18 0.00 6.18 116,030 4.11 1.04 0.10 0.00 2.97 67356 
Region IVB - MIMAROPA 4.77 2.00 0.27 0.00 2.50 97,452 3.80 1.76 0.24 0.00 1.81 79042 
Region V - Bicol 3.83 1.46 0.12 0.00 2.26 70,159 5.92 0.85 0.55 0.00 4.53 110465 
Region VI - Western Visayas 5.45 1.75 0.14 0.00 3.57 72,584 4.69 1.86 0.24 0.07 2.52 60737 
Region VII - Central Visayas 5.92 0.69 0.09 0.00 5.14 63,125 4.87 1.09 0.05 0.00 3.73 52717 
Region VIII - Eastern Visayas 9.97 1.62 0.09 0.00 8.27 115,093 12.12 0.66 0.66 0.00 10.80 139221 
Region IX - Zamboanga 

Peninsula 2.03 0.50 0.16 0.00 1.37 21,332 3.06 0.79 0.12 0.04 2.11 33094 
Region X - Northern 

Mindanao 2.48 0.45 0.06 0.00 1.97 29,215 6.42 1.89 0.38 0.10 4.04 76431 
Region XI - Davao 0.24 0.15 0.00 0.00 0.10 6,498 0.53 0.29 0.04 0.00 0.20 14093 
Region XII - 

SOCCSKSARGEN 6.01 1.28 0.00 0.00 4.73 26,741 5.03 0.68 0.10 0.00 4.25 22723 
National Capital Region 3.70 0.00 0.31 0.00 3.40 44,498 2.85 0.37 0.10 0.00 2.39 33288 
Cordillera Administrative 

Region 5.55 1.34 0.08 0.00 4.13 40,192 9.42 1.68 0.35 0.00 7.39 68395 
Autonomous Region in Muslim 
Mindanao 1.34 0.19 0.04 0.05 1.07 38,118 1.21 0.34 0.09 0.02 0.77 35838 

Region XIII - Caraga 3.98 2.15 0.08 0.00 1.76 39,726 5.34 1.52 0.20 0.00 3.63 51676 
              
Residence             

Urban 1.25 0.58 0.07 0.01 0.59 136,003 1.43 0.56 0.07 0.01 0.79 160192 
Rural 5.28 1.15 0.18 0.00 3.95 740,856 5.73 1.35 0.28 0.02 4.07 794506 

              
School Attendance            

Not an Out-of-School Child 2.32 0.36 0.05 0.01 1.90 518,215 2.77 0.48 0.10 0.01 2.18 638547 
Out-of-School Child 13.80 5.50 0.87 0.00 7.43 358,643 15.76 7.03 1.16 0.04 7.52 316151 

              
              

              
              

Mother's Education            



Table B-10. Children in economic activity, 2007 to 2013 (APIS) 
Percentage of children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          192 

None (less than Grade 1) 13.39 1.79 0.77 0.00 10.83 70,331 8.85 1.52 0.00 0.00 7.33 2635 
Primary (At least Grade 1 to ES 
Graduate) 7.60 2.34 0.26 0.00 5.00 213,186 9.91 4.71 0.00 0.00 5.20 23418 
Secondary (At least 1st Year to 
HS Graduate) 3.94 0.90 0.17 0.00 2.87 119,099 5.55 1.39 0.85 0.22 3.09 14752 

Higher (Beyond HS 
Graduate) 1.57 0.27 0.06 0.01 1.22 150,311 1.23 0.32 0.02 0.00 0.90 15922 
              
Wealth Index Quintiles             

Poorest 6.98 1.55 0.19 0.00 5.24 483,002 7.09 1.58 0.38 0.02 5.11 494133 
Second 3.27 1.14 0.12 0.02 1.98 186,895 4.01 1.30 0.22 0.01 2.47 231283 
Middle 2.47 0.65 0.08 0.00 1.74 117,855 2.64 0.89 0.09 0.00 1.66 130831 
Fourth 1.43 0.38 0.20 0.00 0.85 58,602 1.73 0.42 0.05 0.01 1.24 69585 
Richest 0.89 0.15 0.03 0.00 0.71 30,504 0.86 0.14 0.03 0.01 0.68 28866 
                          

 

  



Table B-10. Children in economic activity, 2007 to 2013 (APIS) 
Percentage of children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          193 

 

  

2013 

Percentage of children aged 5-15 engaged in economic activity   

Economic activity 
Working outside 

household 
Self-employed 

Working for family 
business 

Number of children aged 5-15 years (n) 

A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   

          
Total 4.43 1.35 0.12 0.01 2.94 1,017,702 
        
Sex       

Male 5.38 1.68 0.19 0.03 3.49 636,585 
Female 3.41 1.01 0.05 0.00 2.36 381,117 

        
Age       

11-May 1.57 0.20 0.00 0.00 1.37 196,655 
15-Dec 9.68 3.38 0.32 0.04 5.95 819,270 

        
Region       

Region I - Ilocos 2.18 1.40 0.00 0.00 0.78 24,773 
Region II - Cagayan Valley 7.16 1.62 0.00 0.00 5.54 54,719 
Region III - Central Luzon 3.47 2.18 0.00 0.00 1.30 83,142 
Region IVA - CALABARZON 4.55 1.00 0.12 0.00 3.43 71,012 
Region IVB - MIMAROPA 3.12 1.56 0.00 0.00 1.56 54,605 
Region V - Bicol 3.72 0.97 0.22 0.12 2.40 61,612 
Region VI - Western Visayas 7.34 1.79 0.28 0.00 5.26 83,845 
Region VII - Central Visayas 9.40 1.66 0.00 0.00 7.74 85,871 
Region VIII - Eastern Visayas 15.56 3.54 0.00 0.00 12.02 172,676 
Region IX - Zamboanga Peninsula 4.03 0.51 0.54 0.00 2.98 43,564 
Region X - Northern Mindanao 5.92 0.57 0.30 0.00 5.06 65,177 
Region XI - Davao 0.27 0.18 0.09 0.00 0.00 6,915 
Region XII - SOCCSKSARGEN 5.61 2.93 0.00 0.00 2.68 21,548 
National Capital Region 5.37 1.08 0.18 0.00 4.12 56,645 
Cordillera Administrative Region 8.32 1.80 0.14 0.15 6.23 5,4167 

Autonomous Region in Muslim Mindanao 1.65 1.01 0.07 0.00 0.57 49,463 
Region XIII - Caraga 3.62 2.02 0.22 0.00 1.39 27,968 

        
Residence       

Urban 0.00 0.00 0.00 0.00 0.00 0 
Rural 0.00 0.00 0.00 0.00 0.00 0 

        
School Attendance      

Not an Out-of-School Child 3.55 0.82 0.09 0.00 2.64 774,652 
Out-of-School Child 20.30 11.07 0.66 0.17 8.40 243,050 

        
        

        
        

Mother's Education      
None (less than Grade 1) 9.45 1.38 0.00 0.00 8.07 30,342 
Primary (At least Grade 1 to ES Graduate) 9.82 3.14 0.06 0.00 6.62 247,820 
Secondary (At least 1st Year to HS Graduate) 5.92 1.90 0.18 0.00 3.83 329,616 

Higher (Beyond HS Graduate) 2.47 0.74 0.06 0.01 1.66 207,731 
        
Wealth Index Quintiles       

Poorest 7.25 1.97 0.12 0.03 5.13 464,731 



Table B-10. Children in economic activity, 2007 to 2013 (APIS) 
Percentage of children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          194 

Second 4.47 1.99 0.11 0.00 2.37 235,727 
Middle 3.69 1.03 0.21 0.02 2.42 169,761 
Fourth 2.62 0.58 0.05 0.00 1.99 95,570 
Richest 1.69 0.37 0.06 0.00 1.27 51,915 
        



Table B-11. Economic activity and out-of-school children, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          195 

 2007 2008 

  

Percentage 
of children 
engaged in 
economic 

activity 

Percentage 
of out-of-
school 

children 

Number of 
children 

aged 5-15 
years (n) 

Percentage of 
children 

engaged in 
economic 

activity who 
are out of 

school 

Number of 
children 

aged 5-15 
years 

engaged in 
economic 
activity (n) 

Percentage 
of children 
engaged in 
economic 

activity 

Percentage 
of out-of-
school 

children 

Number of 
children 

aged 5-15 
years (n) 

Percentage of 
children 

engaged in 
economic 

activity who 
are out of 

school 

Number of 
children 

aged 5-15 
years 

engaged in 
economic 
activity (n) 

                
Total 4.71 12.56 23,917,977 37.40 1,126,249 4.54 11.69 25,122,859 40.34 1,139,886 
                
Sex               

Male 5.84 14.27 12,127,234 43.46 708,335 5.77 13.53 12,754,429 46.51 736,003 
Female 3.54 10.82 11,790,744 27.13 417,913 3.27 9.79 12,368,430 29.10 403,884 

                
Region               

Region I - Ilocos 3.13 9.14 1,277,607 31.82 39,989 2.58 8.45 1,341,646 37.52 34,561 
Region II - Cagayan Valley 6.15 11.07 849,184 36.93 52,242 7.73 10.91 898,851 38.13 69,446 
Region III - Central Luzon 1.75 10.09 2,448,540 63.33 42,763 1.98 8.33 2,549,659 71.15 50,463 
Region IVA - CALABARZON 1.95 10.23 2,872,169 51.65 55,905 1.87 8.47 3,007,944 44.58 56,356 
Region IVB - MIMAROPA 7.55 13.25 873,384 40.25 65,940 7.11 12.92 949,124 40.85 67,440 
Region V - Bicol 5.80 13.65 1,674,008 29.54 97,047 6.85 13.22 1,720,979 31.32 117,950 
Region VI - Western Visayas 3.72 12.56 1,966,696 52.50 73,173 4.58 11.35 2,053,023 40.97 94,087 
Region VII - Central Visayas 5.24 13.89 1,729,361 42.11 90,653 3.56 12.11 1,834,315 53.65 65,272 
Region VIII - Eastern Visayas 10.85 14.03 1,293,386 27.86 140,357 8.25 14.55 1,295,235 37.71 106,894 
Region IX - Zamboanga Peninsula 6.54 17.61 933,110 46.77 61,002 4.90 16.54 1,032,675 56.25 50,628 
Region X - Northern Mindanao 10.60 12.40 1,107,437 26.49 117,434 14.21 13.47 1,178,512 23.45 167,511 
Region XI - Davao 4.63 15.60 1,064,459 49.06 49,262 4.15 15.12 1,101,065 55.35 45,696 
Region XII - SOCCSKSARGEN 5.81 14.17 1,091,429 33.79 63,397 4.72 13.86 1,176,482 43.01 55,481 
National Capital Region 0.89 7.89 2,540,202 29.99 22,655 0.32 7.87 2,681,476 44.71 8,699 
Cordillera Administrative Region 13.67 8.01 422,020 13.38 57,676 10.82 8.65 454,347 20.60 49,157 
Autonomous Region in Muslim Mindanao 4.15 27.81 1,054,089 65.13 43,744 3.86 24.18 1,094,989 71.16 42,304 
Region XIII - Caraga 7.35 12.60 720,896 26.58 53,009 7.70 11.96 752,538 34.44 57,940 

                
Residence               

Urban 1.86 9.62 10,606,023 37.71 197,376 1.71 9.07 11,176,383 43.81 190,871 
Rural 6.98 14.91 13,311,954 37.33 928,873 6.80 13.78 13,946,476 39.64 949,015 

                
Age               

5-11 1.80 13.18 15,004,666 13.32 270,335 1.51 12.43 15,744,308 16.59 237,861 
12-15 9.60 11.53 8,913,312 45.00 855,914 9.62 10.45 9,378,551 46.60 902,026 

                
Mother's Education                

None (less than Grade 1) 9.66 34.99 493,998 60.04 47,736 12.17 32.82 507,804 68.88 61,784 
Primary (At least Grade 1 to ES Graduate) 8.47 17.61 7,201,679 40.93 610,154 8.13 16.98 7,118,811 46.75 579,087 
Secondary (At least 1st Year to HS Graduate) 3.41 9.89 7,576,094 27.83 258,294 3.42 9.02 8,229,663 26.20 281,201 
Higher (Beyond HS Graduate) 1.69 5.70 4,107,217 15.56 69,556 1.64 5.45 4,229,692 13.19 69,327 

                
Wealth Index Quintiles               

Poorest 8.94 20.63 6,483,125 40.39 579,323 7.80 18.71 6,817,931 46.24 531,665 
Second 5.35 13.96 5,502,388 38.12 294,191 5.02 13.17 5,784,445 44.64 290,530 
Middle 3.18 10.02 4,820,143 32.71 153,173 3.49 9.31 4,985,832 32.66 173,952 
Fourth 1.59 6.64 3,950,064 30.41 62,977 2.43 6.48 4,190,224 19.38 101,839 
Richest 1.16 4.88 3,162,257 15.88 36,583 1.25 4.88 3,344,428 18.57 41,900 

 



Table B-11. Economic activity and out-of-school children, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          196 

 2010 2011 

  

Percentage 
of children 
engaged in 
economic 

activity 

Percentage 
of out-of-
school 

children 

Number of 
children aged 

5-15 years 
(n) 

Percentage 
of children 
engaged in 
economic 

activity who 
are out of 

school 

Number of 
children 

aged 5-15 
years 

engaged in 
economic 
activity (n) 

Percentage 
of children 
engaged in 
economic 

activity 

Percentage 
of out-of-
school 

children 

Number of 
children aged 

5-15 years 
(n) 

Percentage 
of children 
engaged in 
economic 

activity who 
are out of 

school 

Number of 
children 

aged 5-15 
years 

engaged in 
economic 
activity (n) 

               
Total 3.51 10.42 24,952,214 40.90 358,643 3.81 8.00 25,080,878 33.12 316,151 
            
Sex           

Male 4.69 11.92 12,642,843 46.73 277,233 4.74 9.54 12,781,318 39.83 241,291 
Female 2.30 8.88 12,309,372 28.71 81,411 2.84 6.39 12,299,561 21.45 74,859 

            
Region           

Region I - Ilocos 1.74 8.21 1,403,947 58.95 14,401 1.30 6.13 1,351,760 37.88 6,657 
Region II - Cagayan Valley 5.34 9.74 877,920 39.19 18,390 7.13 7.41 874,047 31.44 19,606 
Region III - Central Luzon 1.00 8.73 2,463,131 89.07 22,043 1.16 6.78 2,566,557 66.02 19,602 
Region IVA - CALABARZON 6.92 9.09 1,677,299 16.74 19,424 4.11 5.93 1,636,920 28.36 19,102 
Region IVB - MIMAROPA 4.77 12.16 2,041,870 48.15 46,927 3.80 7.17 2,077,952 32.06 25,343 
Region V - Bicol 3.83 11.31 1,830,131 53.73 37,693 5.92 8.11 1,865,564 26.80 29,600 
Region VI - Western Visayas 5.45 10.63 1,331,640 26.09 18,937 4.69 8.57 1,295,812 43.07 26,160 
Region VII - Central Visayas 5.92 12.58 1,066,521 30.04 18,961 4.87 9.29 1,081,842 50.01 26,363 
Region VIII - Eastern Visayas 9.97 11.72 1,154,327 22.21 25,567 12.12 7.70 1,149,005 19.84 27,626 
Region IX - Zamboanga Peninsula 2.03 11.72 1,051,051 55.83 11,909 3.06 8.42 1,082,014 39.53 13,082 
Region X - Northern Mindanao 2.48 9.87 1,176,694 45.78 13,376 6.42 10.43 1,189,842 32.11 24,538 
Region XI - Davao 0.24 5.45 2,662,363 45.05 2,927 0.53 6.91 2,634,400 50.17 7,071 
Region XII - SOCCSKSARGEN 6.01 7.05 444,878 21.37 5,713 5.03 5.56 451,840 27.15 6,168 
National Capital Region 3.70 26.01 1,201,691 77.25 34,376 2.85 20.43 1,167,718 54.85 18,260 
Cordillera Administrative Region 5.55 9.17 723,646 33.03 13,276 9.42 7.52 726,324 20.27 13,867 
Autonomous Region in Muslim Mindanao 1.34 9.10 2,846,932 64.03 24,406 1.21 6.74 2,962,104 47.70 17,096 
Region XIII - Caraga 3.98 11.14 998,172 76.32 30,319 5.34 7.40 967,177 30.98 16,009 

            
Residence           

Urban 1.25 8.22 10,920,914 46.19 62,816 1.43 6.86 11,203,322 39.69 63,578 
Rural 5.28 12.13 14,031,300 39.93 295,827 5.73 8.92 13,877,557 31.79 252,572 

            
Age           

11-May 1.26 7.87 13,348,583 16.41 27,638 1.41 6.55 13,675,769 6.03 11,586 
15-Dec 7.32 9.86 9,626,260 46.72 329,252 8.01 8.35 9,481,385 40.02 303,839 

            
Mother's Education           
None (less than Grade 1) 13.39 31.93 525,268 69.63 48,975 8.85 13.47 29,769 10.43 275 
Primary (At least Grade 1 to ES Graduate) 7.60 19.43 2,804,914 48.61 103,630 9.91 18.03 236,321 60.34 14,131 
Secondary (At least 1st Year to HS Graduate) 3.94 10.86 3,022,909 28.27 33,671 5.55 9.42 265,929 16.96 2,502 
Higher (Beyond HS Graduate) 1.57 5.98 9,585,816 17.41 26,176 1.23 4.05 1,292,882 25.00 3,981 
            
Wealth Index Quintiles           

Poorest 6.98 16.64 6,922,620 42.84 206,919 7.09 12.57 6,970,245 33.75 166,761 
Second 3.27 12.05 5,723,391 47.52 88,821 4.01 8.78 5,771,977 33.78 78,134 
Middle 2.47 7.91 4,768,978 31.78 37,457 2.64 6.84 4,952,071 36.65 47,947 
Fourth 1.43 5.91 4,095,958 34.45 20,187 1.73 4.31 4,025,068 28.04 19,512 
Richest 0.89 4.04 3,441,268 17.24 5,259 0.86 3.28 3,361,517 13.15 3,797 

  



Table B-11. Economic activity and out-of-school children, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          197 

 
 2013 

  
Percentage of children 
engaged in economic 

activity 

Percentage of out-of-
school children 

Number of children 
aged 5-15 years (n) 

Percentage of children 
engaged in economic 
activity who are out of 

school 

Number of children 
aged 5-15 years 

engaged in economic 
activity (n) 

         

Total 4.43 5.21 22,991,522 23.88 243,050 
      
Sex      

Male 5.38 6.44 11,821,685 31.35 199,545 
Female 3.41 3.90 11,169,836 11.42 43,505 

      
Region      

Region I - Ilocos 2.18 5.56 1,134,826 41.37 10,250 
Region II - Cagayan Valley 7.16 4.12 764,671 16.48 9,019 
Region III - Central Luzon 3.47 5.56 2,393,796 33.24 27,633 
Region IVA - CALABARZON 4.55 5.27 1,560,769 28.73 20,405 
Region IVB - MIMAROPA 3.12 2.47 1,749,920 18.15 9,909 
Region V - Bicol 3.72 4.87 1,654,457 22.66 13,960 
Region VI - Western Visayas 7.34 4.81 1,143,014 19.31 16,188 
Region VII - Central Visayas 9.40 5.66 913,404 22.29 19,144 
Region VIII - Eastern Visayas 15.56 5.01 1,109,404 13.88 23,973 
Region IX - Zamboanga Peninsula 4.03 4.33 1,080,081 18.74 8,162 
Region X - Northern Mindanao 5.92 7.42 1,100,756 25.81 16,824 
Region XI - Davao 0.27 3.64 2,520,477 34.43 2,380 
Region XII - SOCCSKSARGEN 5.61 7.72 383,933 36.50 7,866 
National Capital Region 5.37 16.73 1,054,175 51.98 29,446 
Cordillera Administrative Region 8.32 4.18 651,239 12.48 6,758 
Autonomous Region in Muslim Mindanao 1.65 3.50 3,003,942 19.59 9,689 
Region XIII - Caraga 3.62 5.53 772,656 40.92 11,445 

      
      
Age      

11-May 1.57 3.55 12,529,140 4.29 8,437 
15-Dec 9.68 6.88 8,465,139 28.64 234,613 

      
Mother's Education      
None (less than Grade 1) 9.45 20.02 321,126 39.80 12,077 
Primary (At least Grade 1 to ES Graduate) 9.82 9.99 2,523,470 33.73 83,595 
Secondary (At least 1st Year to HS Graduate) 5.92 6.36 5,567,182 24.91 82,099 
Higher (Beyond HS Graduate) 2.47 2.65 8,416,548 10.22 21,226 
      
Wealth Index Quintiles        

Poorest 7.25 7.77 6,406,773 24.87 115,577 
Second 4.47 5.86 5,268,662 31.27 73,721 
Middle 3.69 5.11 4,606,258 22.44 38,087 
Fourth 2.62 2.80 3,642,601 12.02 11,486 
Richest 1.69 1.74 3,067,226 8.05 4,179 

 



Table B-12. Out-of-school children and economic activity, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          198 

 
 2007 2008 

  
Percentage  of 
out-of-school 

children 

Number of 
children aged 5-

15 years (n) 

Percentage of 
out-of-school 

children who are 
engaged in 

economic activity  

Number of 
children aged 5-
15 years out of 

school (n) 

Percentage  of 
out-of-school 

children 

Number of 
children aged 5-

15 years (n) 

Percentage of 
out-of-school 

children who are 
engaged in 

economic activity  

Number of 
children aged 5-
15 years out of 

school (n) 

Total 12.56 23,917,977 14.02 3,005,217 11.69 25,122,859 15.66 2,936,355 
Sex             

Male 14.27 12,127,234 17.79 1,729,973 13.53 12,754,429 19.84 1,725,300 
Female 10.82 11,790,744 8.89 1,275,245 9.79 12,368,430 9.71 1,211,055 

Region             
Region I - Ilocos 9.14 1,277,607 10.90 116,742 8.45 1,341,646 11.44 113,339 
Region II - Cagayan Valley 11.07 849,184 20.53 93,981 10.91 898,851 27.00 98,061 
Region III - Central Luzon 10.09 2,448,540 10.96 247,112 8.33 2,549,659 16.90 212,480 
Region IVA - CALABARZON 10.23 2,872,169 9.83 293,749 8.47 3,007,944 9.87 254,644 
Region IVB - MIMAROPA 13.25 873,384 22.94 115,719 12.92 949,124 22.48 122,586 
Region V - Bicol 13.65 1,674,008 12.54 228,536 13.22 1,720,979 16.24 227,540 
Region VI - Western Visayas 12.56 1,966,696 15.56 246,945 11.35 2,053,023 16.54 233,015 
Region VII - Central Visayas 13.89 1,729,361 15.89 240,207 12.11 1,834,315 15.77 222,109 
Region VIII - Eastern Visayas 14.03 1,293,386 21.55 181,516 14.55 1,295,235 21.39 188,456 
Region IX - Zamboanga Peninsula 17.61 933,110 17.36 164,355 16.54 1,032,675 16.67 170,803 
Region X - Northern Mindanao 12.40 1,107,437 22.65 137,362 13.47 1,178,512 24.75 158,698 
Region XI - Davao 15.60 1,064,459 14.55 166,041 15.12 1,101,065 15.19 166,517 
Region XII - SOCCSKSARGEN 14.17 1,091,429 13.86 154,610 13.86 1,176,482 14.63 163,053 
National Capital Region 7.89 2,540,202 3.39 200,524 7.87 2,681,476 1.84 210,966 
Cordillera Administrative Region 8.01 422,020 22.83 33,798 8.65 454,347 25.76 39,314 
Autonomous Region in Muslim Mindanao 27.81 1,054,089 9.72 293,170 24.18 1,094,989 11.37 264,800 
Region XIII - Caraga 12.60 720,896 15.51 90,850 11.96 752,538 22.18 89,973 

Residence             
Urban 9.62 10,606,023 7.29 1,020,405 9.07 11,176,383 8.25 1,014,056 
Rural 14.91 13,311,954 17.47 1,984,812 13.78 13,946,476 19.57 1,922,299 

Age             
5-11 13.18 15,004,666 1.82 1,977,169 12.43 15,744,308 2.02 1,956,592 
12-15 11.53 8,913,312 37.47 1,028,049 10.45 9,378,551 42.91 979,763 

Mother's Education              
None (less than Grade 1) 34.99 493,998 16.58 172,834 32.82 507,804 25.54 166,664 
Primary (At least Grade 1 to ES Graduate) 17.61 7,201,679 19.69 1,268,145 16.98 7,118,811 22.39 1,208,947 
Secondary (At least 1st Year to HS Graduate) 9.89 7,576,094 9.60 749,086 9.02 8,229,663 9.93 742,364 
Higher (Beyond HS Graduate) 5.70 4,107,217 4.62 234,205 5.45 4,229,692 3.97 230,434 

Wealth Index Quintiles             
Poorest 20.63 6,483,125 17.49 1,337,593 18.71 6,817,931 19.27 1,275,914 
Second 13.96 5,502,388 14.60 768,109 13.17 5,784,445 17.02 761,941 
Third 10.02 4,820,143 10.38 482,934 9.31 4,985,832 12.25 463,967 
Fourth 6.64 3,950,064 7.30 262,204 6.48 4,190,224 7.27 271,366 
Richest 4.88 3,162,257 3.76 154,378 4.88 3,344,428 4.77 163,167 

 
  



Table B-12. Out-of-school children and economic activity, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          199 

 
 

 2010 2011 

  
Percentage  of 
out-of-school 

children 

Number of 
children aged 5-

15 years (n) 

Percentage of 
out-of-school 

children who are 
engaged in 
economic 

activity  

Number of 
children aged 5-
15 years out of 

school (n) 

Percentage  of 
out-of-school 

children 

Number of 
children aged 5-

15 years (n) 

Percentage of 
out-of-school 

children who are 
engaged in 
economic 

activity  

Number of 
children aged 

5-15 years 
out of school 

(n) 

Total 10.42 24,952,214 13.80 2,599,715 8.00 25,080,878 15.76 2,005,882 
Sex         

Male 11.92 12,642,843 18.40 1,506,837 9.54 12,781,318 19.78 1,219,633 
Female 8.88 12,309,372 7.45 1,092,878 6.39 12,299,561 9.52 786,249 

Region         
Region I - Ilocos 8.21 1,403,947 12.50 115,216 6.13 1,351,760 8.03 82,886 
Region II - Cagayan Valley 9.74 877,920 21.50 85,537 7.41 874,047 30.28 64,741 
Region III - Central Luzon 8.73 2,463,131 10.25 215,099 6.78 2,566,557 11.26 174,061 
Region IVA - CALABARZON 9.09 1,677,299 12.74 152,516 5.93 1,636,920 19.67 97,107 
Region IVB - MIMAROPA 12.16 2,041,870 18.90 248,253 7.17 2,077,952 17.01 148,953 
Region V - Bicol 11.31 1,830,131 18.22 206,929 8.11 1,865,564 19.56 151,319 
Region VI - Western Visayas 10.63 1,331,640 13.37 141,591 8.57 1,295,812 23.54 111,112 
Region VII - Central Visayas 12.58 1,066,521 14.13 134,149 9.29 1,081,842 26.24 100,485 
Region VIII - Eastern Visayas 11.72 1,154,327 18.90 135,270 7.70 1,149,005 31.21 88,519 
Region IX - Zamboanga Peninsula 11.72 1,051,051 9.67 123,135 8.42 1,082,014 14.36 91,116 
Region X - Northern Mindanao 9.87 1,176,694 11.51 116,173 10.43 1,189,842 19.78 124,071 
Region XI - Davao 5.45 2,662,363 2.02 145,174 6.91 2,634,400 3.89 181,980 
Region XII - SOCCSKSARGEN 7.05 444,878 18.22 31,358 5.56 451,840 24.56 25,117 
National Capital Region 26.01 1,201,691 11.00 312,619 20.43 1,167,718 7.65 238,579 
Cordillera Administrative Region 9.17 723,646 20.00 66,363 7.52 726,324 25.38 54,638 
Autonomous Region in Muslim Mindanao 9.10 2,846,932 9.42 259,187 6.74 2,962,104 8.56 199,618 
Region XIII - Caraga 11.14 998,172 27.28 111,147 7.40 967,177 22.37 71,580 

Residence         
Urban 8.22 10,920,914 7.00 897,478 6.86 11,203,322 8.27 768,631 
Rural 12.13 14,031,300 17.38 1,702,237 8.92 13,877,557 20.41 1,237,251 

Age         
5-11 7.87 13,348,583 2.63 1,050,285 6.55 13,700,000 1.29 895,516 
12-15 9.86 9,626,260 34.68 949,308 8.35 9,481,385 38.37 791,949 

Mother's Education          
None (less than Grade 1) 31.93 525,268 29.20 167,727 13.47 29,769 6.85 4,011 
Primary (At least Grade 1 to ES Graduate) 19.43 2,804,914 19.01 545,100 18.03 236,321 33.17 42,597 
Secondary (At least 1st Year to HS Graduate) 10.86 3,022,909 10.26 328,175 9.42 265,929 9.99 25,056 
Higher (Beyond HS Graduate) 5.98 9,585,816 4.57 573,262 4.05 1,292,882 7.61 52,306 

Wealth Index Quintiles         
Poorest 16.64 6,922,620 17.96 1,152,019 12.57 6,970,245 19.03 876,287 
Second 12.05 5,723,391 12.88 689,847 8.78 5,771,977 15.41 507,042 
Third 7.91 4,768,978 9.94 377,008 6.84 4,952,071 14.15 338,801 
Fourth 5.91 4,095,958 8.34 241,960 4.31 4,025,068 11.24 173,574 
Richest 4.04 3,441,268 3.79 138,882 3.28 3,361,517 3.45 110,177 

 
  



Table B-12. Out-of-school children and economic activity, 2007 to 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          200 

 2013 

  
Percentage  of out-of-

school children 
Number of children 
aged 5-15 years (n) 

Percentage of out-of-
school children who are 
engaged in economic 

activity  

Number of children 
aged 5-15 years out of 

school (n) 

Total 5.21 22,991,522 20.30 1,197,318 
Sex     

Male 6.44 11,821,685 26.21 761,247 
Female 3.90 11,169,836 9.98 436,071 

Region     
Region I - Ilocos 5.56 1,134,826 16.25 63,066 
Region II - Cagayan Valley 4.12 764,671 28.61 31,525 
Region III - Central Luzon 5.56 2,393,796 20.78 133,003 
Region IVA - CALABARZON 5.27 1,560,769 24.82 82,206 
Region IVB - MIMAROPA 2.47 1,749,920 22.92 43,237 
Region V - Bicol 4.87 1,654,457 17.32 80,595 
Region VI - Western Visayas 4.81 1,143,014 29.45 54,972 
Region VII - Central Visayas 5.66 913,404 37.04 51,677 
Region VIII - Eastern Visayas 5.01 1,109,404 43.16 55,549 
Region IX - Zamboanga Peninsula 4.33 1,080,081 17.44 46,808 
Region X - Northern Mindanao 7.42 1,100,756 20.61 81,637 
Region XI - Davao 3.64 2,520,477 2.59 91,857 
Region XII - SOCCSKSARGEN 7.72 383,933 26.54 29,640 
National Capital Region 16.73 1,054,175 16.70 176,335 
Cordillera Administrative Region 4.18 651,239 24.83 27,212 
Autonomous Region in Muslim Mindanao 3.50 3,003,942 9.21 105,261 
Region XIII - Caraga 5.53 772,656 26.78 42,737 

Age     
5-11 3.55 12,529,140 1.90 444,442 
12-15 6.88 8,465,139 40.29 582,245 

Mother's Education      
None (less than Grade 1) 20.02 321,126 18.78 64,304 
Primary (At least Grade 1 to ES Graduate) 9.99 2,523,470 33.16 252,087 
Secondary (At least 1st Year to HS Graduate) 6.36 5,567,182 23.19 354,011 
Higher (Beyond HS Graduate) 2.65 8,416,548 9.53 222,788 

Wealth Index Quintiles     
Poorest 7.77 6,406,773 23.21 498,047 
Second 5.86 5,268,662 23.90 308,496 
Third 5.11 4,606,258 16.19 235,259 
Fourth 2.80 3,642,601 11.25 102,126 
Richest 1.74 3,067,226 7.83 53,390 



Table B-13. Out-of-school children in economic activity, 2007 and 2013 (APIS) 
Percentage of out-of-school children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          201 

 
 2007 2008 

  
Percentage of out-of-school children aged 5-15 engaged in 

economic activity 
  

Percentage of out-of-school children aged 5-15 engaged in 
economic activity 

  

  
Economic 

activity 

Working 
outside 

household 

Self-
employ

ed 

Working for family 
business 

Number of 
children 

aged 5-15 
out of 
school 

Economic 
activity 

Working 
outside 

household 

Self-
employed 

Working for family 
business 

Number of 
children 

aged 5-15 
out of 
school 

  A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   

Total 14.02 5.75 1.11 0.26 6.89 3,005,217 15.66 6.54 1.10 0.14 7.87 2,936,355 
                  
Sex                 

Male 17.79 6.91 1.63 0.30 8.95 1,729,973 19.84 8.06 1.55 0.15 10.08 1,725,300 
Female 8.89 4.18 0.40 0.21 4.11 1,275,245 9.71 4.37 0.47 0.14 4.73 1,211,055 

                  
Region                 

Region I - Ilocos 10.90 4.66 1.20  5.04 116,742 11.44 4.27 0.41 0.41 6.35 113,339 
Region II - Cagayan Valley 20.53 11.58 0.38 0.82 7.75 93,981 27.00 18.72 0.38 0.39 7.50 98,061 
Region III - Central Luzon 10.96 7.43 1.18 0.49 1.85 247,112 16.90 13.66 1.16 0.31 1.77 212,480 
Region IVA - CALABARZON 9.83 3.62 1.64 0.39 4.19 293,749 9.87 3.51 1.90  4.46 254,644 
Region IVB - MIMAROPA 22.94 4.86 3.18 0.32 14.59 115,719 22.48 6.30 0.91  15.27 122,586 
Region V - Bicol 12.54 4.97 1.01  6.56 228,536 16.24 5.62 0.63 0.19 9.80 227,540 
Region VI - Western Visayas 15.56 9.06 2.10  4.39 246,945 16.54 6.49 1.77  8.28 233,015 
Region VII - Central Visayas 15.89 5.37 0.83 0.91 8.79 240,207 15.77 6.46 1.59 0.47 7.25 222,109 
Region VIII - Eastern Visayas 21.55 8.94 2.04 0.43 10.15 181,516 21.39 12.06 2.14  7.19 188,456 
Region IX - Zamboanga Peninsula 17.36 6.45 0.28  10.63 164,355 16.67 5.83 0.26  10.58 170,803 
Region X - Northern Mindanao 22.65 9.84 0.61  12.19 137,362 24.75 10.28 0.30  14.17 158,698 
Region XI - Davao 14.55 7.25 0.89  6.41 166,041 15.19 6.12 0.73  8.35 166,517 
Region XII - SOCCSKSARGEN 13.86 7.58 0.23 0.94 5.11 154,610 14.63 6.08 1.53 0.30 6.72 163,053 
National Capital Region 3.39 1.23 1.05  1.11 200,524 1.84 1.33   0.51 210,966 
Cordillera Administrative Region 22.83 5.40 0.54  16.89 33,798 25.76 5.24 0.55  19.96 39,314 
Autonomous Region in Muslim 

Mindanao 9.72 0.68 0.43  8.61 293,170 11.37 0.30 1.61 0.28 9.18 264,800 
Region XIII - Caraga 15.51 5.39 0.32  9.80 90,850 22.18 6.82 1.00  14.36 89,973 

                  
Residence                 

Urban 7.29 3.48 0.92 0.22 2.68 1,020,405 8.25 4.02 0.98 0.06 3.18 1,014,056 
Rural 17.47 6.92 1.20 0.29 9.06 1,984,812 19.57 7.87 1.17 0.18 10.35 1,922,299 

                  
Age                 

5-11 1.82 0.25 0.08 0.02 1.47 1,977,169 2.02 0.33 0.08 0.02 1.59 1,956,592 
12-15 37.47 16.33 3.09 0.73 17.32 1,028,049 42.91 18.95 3.14 0.39 20.43 979,763 

                  
Mother's Education                  

None (less than Grade 1) 16.58 4.22 0.92 0.23 11.21 172,834 25.54 6.03 1.85 0.44 17.21 166,664 
Primary (At least Grade 1 to ES 

Graduate) 19.69 7.77 1.47 0.35 10.10 1,268,145 22.39 9.66 1.64 0.04 11.06 1,208,947 
Secondary (At least 1st Year to HS 

Graduate) 9.60 4.60 0.74 0.14 4.11 749,086 9.93 4.75 0.38 0.07 4.72 742,364 
Higher (Beyond HS Graduate) 4.62 3.14 0.39  1.09 234,205 3.97 1.42 0.16  2.39 230,434 

                  
Wealth Index Quintiles                 

Poorest 17.49 5.85 0.98 0.34 10.31 1,337,593 19.27 7.07 0.95 0.04 11.21 1,275,914 
Second 14.60 7.10 1.66 0.09 5.74 768,109 17.02 8.15 1.57 0.11 7.20 761,941 
Middle 10.37 5.18 1.18 0.35 3.67 482,934 12.25 6.19 1.21 0.11 4.74 463,967 



Table B-13. Out-of-school children in economic activity, 2007 and 2013 (APIS) 
Percentage of out-of-school children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          202 

 2007 2008 

  
Percentage of out-of-school children aged 5-15 engaged in 

economic activity 
  

Percentage of out-of-school children aged 5-15 engaged in 
economic activity 

  

  
Economic 

activity 

Working 
outside 

household 

Self-
employ

ed 

Working for family 
business 

Number of 
children 

aged 5-15 
out of 
school 

Economic 
activity 

Working 
outside 

household 

Self-
employed 

Working for family 
business 

Number of 
children 

aged 5-15 
out of 
school 

  A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   
Fourth 7.30 4.51 0.49 0.35 1.95 262,204 7.27 3.07 0.69 0.69 2.82 271,366 
Richest 3.76 2.06 0.24  1.46 154,378 4.77 1.65 0.52 0.32 2.28 163,167 

                          

 

  



Table B-13. Out-of-school children in economic activity, 2007 and 2013 (APIS) 
Percentage of out-of-school children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          203 

 
 2010 2011 

  
Percentage of out-of-school children aged 5-15 engaged in 

economic activity 
  

Percentage of out-of-school children aged 5-15 engaged in 
economic activity 

  

  
Economic 

activity 

Working 
outside 

household 

Self-
employed 

Working for family 
business 

Number of 
children 

aged 5-15 
out of 
school 

Economic 
activity 

Working 
outside 

household 

Self-
employed 

Working for family 
business 

Number of 
children 

aged 5-15 
out of 
school 

  A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   

Total 13.80 5.50 0.87 0 7.43 2,599,715 15.76 7.03 1.16 0.04 7.52 2,005,882 
             
Sex             

Male 18.40 7.27 1.36 0 9.77 1,506,837 19.78 9.02 1.42 0.07 9.27 1,219,633 
Female 7.45 3.05 0.20 0 4.20 1,092,878 9.52 3.95 0.75 0.00 4.82 786,249 

             
Region             

Region I - Ilocos 12.50 5.72 1.58 0 5.20 115,216 8.03 3.13 1.26 0.00 3.65 82,886 
Region II - Cagayan Valley 21.50 14.71 0.00 0 6.79 85,537 30.28 22.64 0.00 0.00 7.65 64,741 
Region III - Central Luzon 10.25 6.33 2.68 0 1.24 215,099 11.26 8.65 0.35 0.00 2.26 174,061 
Region IVA - CALABARZON 12.74 3.00 1.31 0 8.43 152,516 19.67 8.45 0.00 0.00 11.22 97,107 
Region IVB - MIMAROPA 18.90 8.34 1.48 0 9.09 248,253 17.01 10.13 2.02 0.00 4.87 148,953 
Region V - Bicol 18.22 9.54 0.53 0 8.15 206,929 19.56 5.86 3.32 0.00 10.38 151,319 
Region VI - Western Visayas 13.37 7.89 0.67 0 4.82 141,591 23.54 13.22 1.90 0.42 8.01 111,112 
Region VII - Central Visayas 14.13 1.90 0.00 0 12.23 134,149 26.24 9.12 0.51 0.00 16.60 100,485 
Region VIII - Eastern Visayas 18.90 4.83 0.74 0 13.33 135,270 31.21 6.72 3.67 0.00 20.82 88,519 
Region IX - Zamboanga Peninsula 9.67 4.26 0.00 0 5.41 123,135 14.36 5.71 0.88 0.00 7.77 91,116 
Region X - Northern Mindanao 11.51 3.93 0.64 0 6.95 116,173 19.78 11.37 2.00 0.29 6.11 124,071 
Region XI - Davao 2.02 2.02 0.00 0 0.00 145,174 3.89 2.12 0.30 0.00 1.46 181,980 
Region XII - SOCCSKSARGEN 18.22 4.38 0.00 0 13.84 31,358 24.56 6.00 0.00 0.00 18.56 25,117 
National Capital Region 11.00 0.00 1.17 0 9.82 312,619 7.65 1.13 0.47 0.00 6.06 238,579 
Cordillera Administrative Region 20.00 10.76 0.00 0 9.24 66,363 25.38 10.94 1.64 0.00 12.79 54,638 
Autonomous Region in Muslim Mindanao 9.42 1.53 0.44 0 7.44 259,187 8.56 4.06 0.37 0.00 4.13 199,618 
Region XIII - Caraga 27.28 17.65 0.67 0 8.95 111,147 22.37 7.51 1.62 0.00 13.24 71,580 

              
Residence             

Urban 17.38 5.79 1.09 0 10.50 1,702,237 20.41 8.42 1.47 0.07 10.46 1,237,251 
Rural 0.29 0.00 0.00 0 0.29 600,122 0.23 0.00 0.00 0.00 0.23 318,417 

              
Age             

11-May 2.63 0.18 0.00 0 2.45 1,050,285 1.29 0.23 0.03 0.00 1.03 895,516 
15-Dec 34.68 14.85 2.38 0 17.45 949,308 38.37 17.56 2.90 0.10 17.80 791,949 

              
Mother's Education              

None (less than Grade 1) 29.20 4.26 2.42 0 22.52 167,727 6.85 0.00 0.00 0.00 6.85 4,011 
Primary (At least Grade 1 to ES Graduate) 19.01 8.01 0.69 0 10.31 545,100 33.17 21.00 0.00 0.00 12.17 42,597 
Secondary (At least 1st Year to HS Graduate) 10.26 4.40 1.16 0 4.70 328,175 9.99 6.23 2.11 0.00 1.64 25,056 
Higher (Beyond HS Graduate) 4.57 2.17 0.32 0 2.08 573,262 7.61 5.65 0.00 0.00 1.96 52,306 

              
Wealth Index Quintiles             

Poorest 17.96 6.09 0.74 0 11.13 1,152,019 19.03 6.99 1.63 0.05 10.36 876,287 
Second 12.88 6.47 0.99 0 5.42 689,847 15.41 8.22 0.81 0.07 6.31 507,042 
Middle 9.94 4.20 0.79 0 4.94 377,008 14.15 7.67 0.58 0.00 5.90 338,801 
Fourth 8.34 3.48 1.36 0 3.51 241,960 11.24 6.44 1.14 0.00 3.67 173,574 
Richest 3.79 2.80 0.68 0 0.31 138,882 3.45 0.94 0.85 0.00 1.66 110,177 



Table B-13. Out-of-school children in economic activity, 2007 and 2013 (APIS) 
Percentage of out-of-school children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          204 

 
 2013  

  Percentage of out-of-school children aged 5-15 engaged in economic activity   

  Economic activity 
Working outside 

household 
Self-employed Working for family business 

Number of children 
aged 5-15 out of 

school 

  A+B+C+D (A) (B) Paid ( C ) Unpaid (D)   

Total 20.30 11.07 0.66 0.17 8.40 1,197,318 

        

Sex       

Male 26.21 14.37 1.04 0.27 10.54 761,247 

Female 9.98 5.31 0.00 0.00 4.67 436,071 

        

Region       

Region I - Ilocos 16.25 10.52 0.00 0.00 5.73 63,066 

Region II - Cagayan Valley 28.61 24.49 0.00 0.00 4.12 31,525 

Region III - Central Luzon 20.78 18.90 0.00 0.00 1.87 133,003 

Region IVA - CALABARZON 24.82 6.58 0.00 0.00 18.24 82,206 

Region IVB - MIMAROPA 22.92 13.49 0.00 0.00 9.43 43,237 

Region V - Bicol 17.32 12.37 0.00 2.55 2.40 80,595 

Region VI - Western Visayas 29.45 17.28 0.00 0.00 12.17 54,972 

Region VII - Central Visayas 37.05 14.72 0.00 0.00 22.32 51,677 

Region VIII - Eastern Visayas 43.16 25.77 0.00 0.00 17.38 55,549 

Region IX - Zamboanga Peninsula 17.44 9.13 0.00 0.00 8.31 46,808 

Region X - Northern Mindanao 20.61 2.00 3.99 0.00 14.62 81,637 

Region XI - Davao 2.59 2.59 0.00 0.00 0.00 91,857 

Region XII - SOCCSKSARGEN 26.54 17.09 0.00 0.00 9.45 29,640 

National Capital Region 16.70 3.65 0.46 0.00 12.58 176,335 

Cordillera Administrative Region 24.83 17.41 0.00 0.00 7.43 27,212 

Autonomous Region in Muslim Mindanao 9.21 7.16 2.04 0.00 0.00 105,261 

Region XIII - Caraga 26.78 19.42 3.95 0.00 3.42 42,737 

        

Residence       

Urban 0.00 0.00 0.00 0.00 0.00 0 



Table B-13. Out-of-school children in economic activity, 2007 and 2013 (APIS) 
Percentage of out-of-school children aged 5-15, by engagement in economic activity 

Source: APIS 2007 to 2013, PSA          205 

Rural 0.00 0.00 0.00 0.00 0.00 170,631 

        

Age`       

5-11 1.90 0.20 0.00 0.00 1.70 444,442 

12-15 40.29 22.60 1.36 0.35 15.98 582,245 

        

Mother's Education        

None (less than Grade 1) 18.78 3.59 0.00 0.00 15.19 64,304 

Primary (At least Grade 1 to ES Graduate) 33.16 20.89 0.00 0.00 12.27 252,087 

Secondary (At least 1st Year to HS Graduate) 23.19 12.18 1.30 0.00 9.71 354,011 

Higher (Beyond HS Graduate) 9.53 4.41 0.00 0.00 5.12 222,788 

        

Wealth Index Quintiles 

      

Poorest 23.21 11.22 0.49 0.41 11.09 498,047 

Second 23.90 15.24 0.00 0.00 8.66 308,496 

Middle 16.19 7.71 1.61 0.00 6.87 235,259 

Fourth 11.25 11.25 0.00 0.00 0.00 102,126 

Richest 7.83 0.00 3.16 0.00 4.67 53,390 

        



Table B-14. Percentage of out-of-school children aged 6-15 in economic activity, by sector of employment, 2008 (FLEMMS) 

Source:  FLEMMS 2008, NSO          206 

 
  Sector of Employment  

  Agriculture Manufacturing Services Other 

       
Total 13.86 0.38 4.13 1.02 
       
Sex      

Male 18.37 0.51 2.91 1.69 
Female 7.63 0.21 5.83 0.09 

       
Region      

Region I - Ilocos 7.94  3.06 0.99 
Region II - Cagayan Valley 31.43  1.70 1.49 
Region III - Central Luzon 7.07 1.47 5.29 1.74 
Region IVA - CALABARZON 3.46 0.84 3.19 0.96 
Region IVB - MIMAROPA 25.73 0.51 2.76 1.02 
Region V - Bicol 13.98  5.29 0.55 
Region VI - Western Visayas 20.75  3.09 2.00 
Region VII - Central Visayas 12.07 0.45 5.00 1.72 
Region VIII - Eastern Visayas 19.11  10.24 0.92 
Region IX - Zamboanga Peninsula 11.12 0.59 3.59 1.06 
Region X - Northern Mindanao 17.38  5.11 0.69 
Region XI - Davao 19.30 0.51 7.15 0.47 
Region XII - SOCCSKSARGEN 20.82  2.48 0.95 
National Capital Region  0.32 2.34   
Cordillera Administrative Region 27.91  3.38   
Autonomous Region in Muslim Mindanao 11.34  0.80   
Region XIII - Caraga 17.61 1.41 6.69 2.08 

       
Age      

6-11 2.37  0.44 0.12 
12-15 32.75 1.01 10.20 2.48 
       

Mother's Education       
None (less than Grade 1) 31.54  3.25 0.46 
Primary (At least Grade 1 to ES Graduate) 20.52 0.47 3.54 1.18 
Secondary (At least 1st Year to HS Graduate) 8.18 0.53 2.45 0.93 
Higher (Beyond HS Graduate) 2.39  0.89 0.71 

       
Wealth Status      

Bottom 30 18.71 0.34 3.37 1.26 
Upper 70 8.83 0.43 4.93 0.76 

          
 

 

 

  



Table B-15. Economic activity and school attendance, 2007 and 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          207 

 
 2007 2008 

  

Percentage of 
children 

engaged in 
economic 

activity 

Percentage of 
children engaged 

in economic 
activity who are 
attending school 

(Sample size) 
Number of 

children aged 5-
15 years (n) 

Number of 
children aged 5-

15 years 
engaged in 
economic 
activity (n) 

Percentage of 
children 

engaged in 
economic 

activity 

Percentage of 
children engaged 

in economic 
activity who are 
attending school 

(Sample size) 
Number of 

children aged 5-
15 years (n) 

Number of 
children aged 5-

15 years 
engaged in 
economic 
activity (n) 

Total 4.71 62.60 23,917,977 1,126,249 4.54 59.66 25,122,859 1,139,886 
Sex             

Male 5.84 56.54 12,127,234 708,335 5.77 53.49 12,754,429 736,003 
Female 3.54 72.87 11,790,744 417,913 3.27 70.90 12,368,430 403,884 

Region             
Region I - Ilocos 3.13 68.18 1,277,607 39,989 2.58 62.48 1,341,646 34,561 
Region II - Cagayan Valley 6.15 63.07 849,184 52,242 7.73 61.87 898,851 69,446 
Region III - Central Luzon 1.75 36.67 2,448,540 42,763 1.98 28.85 2,549,659 50,463 
Region IVA - CALABARZON 1.95 48.35 2,872,169 55,905 1.87 55.42 3,007,944 56,356 
Region IVB - MIMAROPA 7.55 59.75 873,384 65,940 7.11 59.15 949,124 67,440 
Region V - Bicol 5.80 70.46 1,674,008 97,047 6.85 68.68 1,720,979 117,950 
Region VI - Western Visayas 3.72 47.51 1,966,696 73,173 4.58 59.03 2,053,023 94,087 
Region VII - Central Visayas 5.24 57.89 1,729,361 90,653 3.56 46.35 1,834,315 65,272 
Region VIII - Eastern Visayas 10.85 72.14 1,293,386 140,357 8.25 62.29 1,295,235 106,894 
Region IX - Zamboanga Peninsula 6.54 53.23 933,110 61,002 4.90 43.75 1,032,675 50,628 
Region X - Northern Mindanao 10.60 73.51 1,107,437 117,434 14.21 76.55 1,178,512 167,511 
Region XI - Davao 4.63 50.94 1,064,459 49,262 4.15 44.65 1,101,065 45,696 
Region XII - SOCCSKSARGEN 5.81 66.21 1,091,429 63,397 4.72 56.99 1,176,482 55,481 
National Capital Region 0.89 70.01 2,540,202 22,655 0.32 55.29 2,681,476 8,699 
Cordillera Administrative Region 13.67 86.62 422,020 57,676 10.82 79.40 454,347 49,157 
Autonomous Region in Muslim Mindanao 4.15 34.87 1,054,089 43,744 3.86 28.84 1,094,989 42,304 
Region XIII - Caraga 7.35 73.42 720,896 53,009 7.70 65.56 752,538 57,940 

Residence             
Urban 1.86 62.29 10,606,023 197,376 1.71 56.19 11,176,383 190,871 
Rural 6.98 62.67 13,311,954 928,873 6.80 60.36 13,946,476 949,015 

Age             
5-11 1.80 86.68 15,004,666 270,335 1.51 83.41 15,744,308 237,861 
12-15 9.60 55.00 8,913,312 855,914 9.62 53.40 9,378,551 902,026 

Mother's Education              
None (less than Grade 1) 9.66 39.96 493,998 47,736 12.17 31.12 507,804 61,784 
Primary (At least Grade 1 to ES Graduate) 8.47 59.07 7,201,679 610,154 8.13 53.25 7,118,811 579,087 
Secondary (At least 1st Year to HS Graduate) 3.41 72.17 7,576,094 258,294 3.42 73.80 8,229,663 281,201 
Higher (Beyond HS Graduate) 1.69 84.44 4,107,217 69,556 1.64 86.81 4,229,692 69,327 

Wealth Index Quintiles             
Poorest 8.94 59.61 6,483,125 579,323 7.80 53.76 6,817,931 531,665 
Second 5.35 61.89 5,502,388 294,191 5.02 55.36 5,784,445 290,530 
Middle 3.18 67.29 4,820,143 153,173 3.49 67.34 4,985,832 173,952 
Fourth 1.59 69.59 3,950,064 62,977 2.43 80.62 4,190,224 101,839 
Richest 1.16 84.12 3,162,257 36,583 1.25 81.44 3,344,428 41,900 

 

  



Table B-15. Economic activity and school attendance, 2007 and 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          208 

 
 2010 2011 

  

Percentage of 
children 

engaged in 
economic 

activity 

Percentage of 
children 

engaged in 
economic 

activity who are 
attending school 

(Sample size) 
Number of 

children aged 5-
15 years (n) 

Number of 
children aged 5-

15 years 
engaged in 
economic 
activity (n) 

Percentage of 
children 

engaged in 
economic 

activity 

Percentage of 
children 

engaged in 
economic 

activity who are 
attending school 

(Sample size) 
Number of 

children aged 5-
15 years (n) 

Number of 
children aged 

5-15 years 
engaged in 
economic 
activity (n) 

Total 3.51 59.10 24,952,214 876,858 3.81 66.88 25,080,878 954,699 
Sex         

Male 4.69 53.27 12,642,843 593,326 4.74 60.17 12,781,318 605,740 
Female 2.30 71.29 12,309,372 283,533 2.84 78.55 12,299,561 348,958 

Region         
Region I - Ilocos 1.74 41.05 1,403,947 24,429 1.30 62.12 1,351,760 17,576 
Region II - Cagayan Valley 5.34 60.81 877,920 46,921 7.13 68.56 874,047 62,354 
Region III - Central Luzon 1.00 10.93 2,463,131 24,748 1.16 33.98 2,566,557 29,690 
Region IVA - CALABARZON 6.92 83.26 1,677,299 116,030 4.11 71.64 1,636,920 67,356 
Region IVB - MIMAROPA 4.77 51.85 2,041,870 97,452 3.80 67.94 2,077,952 79,043 
Region V - Bicol 3.83 46.27 1,830,131 70,159 5.92 73.20 1,865,564 110,465 
Region VI - Western Visayas 5.45 73.91 1,331,640 72,584 4.69 56.93 1,295,812 60,737 
Region VII - Central Visayas 5.92 69.96 1,066,521 63,125 4.87 49.99 1,081,842 52,717 
Region VIII - Eastern Visayas 9.97 77.79 1,154,327 115,093 12.12 80.16 1,149,005 139,221 
Region IX - Zamboanga Peninsula 2.03 44.17 1,051,051 21,332 3.06 60.47 1,082,014 33,094 
Region X - Northern Mindanao 2.48 54.22 1,176,694 29,215 6.42 67.89 1,189,842 76,431 
Region XI - Davao 0.24 54.95 2,662,363 6,497 0.53 49.83 2,634,400 14,094 
Region XII - SOCCSKSARGEN 6.01 78.63 444,878 26,741 5.03 72.85 451,840 22,723 
National Capital Region 3.70 22.75 1,201,691 44,498 2.85 45.15 1,167,718 33,288 
Cordillera Administrative Region 5.55 66.97 723,646 40,192 9.42 79.73 726,324 68,395 
Autonomous Region in Muslim Mindanao 1.34 35.97 2,846,932 38,118 1.21 52.30 2,962,104 35,838 
Region XIII - Caraga 3.98 23.68 998,172 39,726 5.34 69.02 967,177 51,676 

Residence         
Urban 1.25 53.81 10,920,914 136,003 1.43 60.31 11,203,322 160,192 
Rural 5.28 60.07 14,031,300 740,857 5.73 68.21 13,877,557 794,505 

Age         
Five Year Old 0.19 52.48 1,977,372 3,689 0.16 78.32 1,899,493 3,006 
Primary Age 1.26 83.59 13,348,583 168,435 1.41 93.97 13,700,000 192,536 
Secondary Age 7.32 53.28 9,626,260 704,734 8.01 59.98 9,481,385 759,156 
Mother's Education        

None (less than Grade 1) 13.39 30.37 525,268 70,331 8.85 89.57 29,769 2,635 
Primary (At least Grade 1 to ES Graduate) 7.60 51.39 2,804,914 213,186 9.91 39.66 236,321 23,418 
Secondary (At least 1st Year to HS Graduate) 3.94 71.73 3,022,909 119,099 5.55 83.04 265,929 14,752 
Higher (Beyond HS Graduate) 1.57 82.59 9,585,816 150,310 1.23 75.00 1,292,882 15,922 

Wealth Index Quintiles         
Poorest 6.98 57.16 6,922,620 483,002 7.09 66.25 6,970,245 494,133 
Second 3.27 52.48 5,723,391 186,895 4.01 66.22 5,771,977 231,283 
Middle 2.47 68.22 4,768,978 117,855 2.64 63.35 4,952,071 130,831 
Fourth 1.43 65.55 4,095,958 58,602 1.73 71.96 4,025,068 69,585 
Richest 0.89 82.76 3,441,268 30,504 0.86 86.85 3,361,517 28,866 

  



Table B-15. Economic activity and school attendance, 2007 and 2013 (APIS) 

Source: APIS 2007 to 2013, PSA          209 

 2013 

  
Percentage of children 
engaged in economic 

activity 

Percentage of children 
engaged in economic 

activity who are attending 
school 

(Sample size) Number 
of children aged 5-15 

years (n) 

Number of children 
aged 5-15 years 

engaged in economic 
activity (n) 

Total 4.43 76.12 22,991,522 1,017,701 
Sex     

Male 5.38 68.65 11,821,685 636,585 
Female 3.41 88.58 11,169,836 381,117 

Region     
Region I - Ilocos 2.18 58.63 1,134,826 24,773 
Region II - Cagayan Valley 7.16 83.52 764,671 54,719 
Region III - Central Luzon 3.47 66.76 2,393,796 83,142 
Region IVA - CALABARZON 4.55 71.27 1,560,769 71,012 
Region IVB - MIMAROPA 3.12 81.85 1,749,920 54,605 
Region V - Bicol 3.72 77.34 1,654,457 61,612 
Region VI - Western Visayas 7.34 80.69 1,143,014 83,845 
Region VII - Central Visayas 9.40 77.71 913,404 85,871 
Region VIII - Eastern Visayas 15.56 86.12 1,109,404 172,676 
Region IX - Zamboanga Peninsula 4.03 81.26 1,080,081 43,564 
Region X - Northern Mindanao 5.92 74.19 1,100,756 65,177 
Region XI - Davao 0.27 65.57 2,520,477 6,915 
Region XII - SOCCSKSARGEN 5.61 63.50 383,933 21,548 
National Capital Region 5.37 48.02 1,054,175 56,645 
Cordillera Administrative Region 8.32 87.52 651,239 54,167 
Autonomous Region in Muslim Mindanao 1.65 80.41 3,003,942 49,463 
Region XIII - Caraga 3.62 59.08 772,656 27,968 

Residence     
Urban     
Rural     

Age     
Five Years Old 0.09 100 1,997,242 1,776 
Primary Age 1.57 95.71 12,529,140 196,655 
Secondary Age 9.68 71.36 8,465,139 819,271 
Mother's Education      

None (less than Grade 1) 9.45 60.20 321,126 30,342 
Primary (At least Grade 1 to ES Graduate) 9.82 66.27 2,523,470 247,820 
Secondary (At least 1st Year to HS Graduate) 5.92 75.09 5,567,182 329,616 
Higher (Beyond HS Graduate) 2.47 89.78 8,416,548 207,731 

Wealth Index Quintiles     
Poorest 7.25 75.13 6,406,773 464,731 
Second 4.47 68.73 5,268,662 235,727 
Middle 3.69 77.56 4,606,258 169,761 
Fourth 2.62 87.98 3,642,601 95,569 
Richest 1.69 91.95 3,067,226 51,915 



Table B-16. School attendance and economic activity, 2007 and 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          210 

 2007 2008 

  
Percentage of 

children 
attending school 

 Number of 
children aged 5-

15 years (n) 

Percentage of 
children 

attending school 
who are 

engaged in 
economic activity 

Number of 
children aged 5-

15 years 
attending 
school(n) 

Percentage of 
children 

attending school 

 Number of 
children aged 5-

15 years (n) 

Percentage of 
children 

attending school 
who are 

engaged in 
economic activity 

Number of 
children aged 5-

15 years 
attending 
school(n) 

Total 87.44 23,917,977 3.37 20,912,760 88.31 25,122,859 3.07 22,186,504 
              
Sex             

Male 85.73 12,127,234 3.85 10,397,261 86.47 12,754,429 3.57 11,029,129 
Female 89.18 11,790,744 2.90 10,515,499 90.21 12,368,430 2.57 11,157,375 

Region             
Region I - Ilocos 90.86 1,277,607 2.35 1,160,865 91.55 1,341,646 1.76 1,228,307 
Region II - Cagayan Valley 88.93 849,184 4.36 755,203 89.09 898,851 5.37 800,790 
Region III - Central Luzon 89.91 2,448,540 0.71 2,201,428 91.67 2,549,659 0.62 2,337,179 
Region IVA - CALABARZON 89.77 2,872,169 1.05 2,578,420 91.53 3,007,944 1.13 2,753,300 
Region IVB - MIMAROPA 86.75 873,384 5.20 757,665 87.08 949,124 4.83 826,538 
Region V - Bicol 86.35 1,674,008 4.73 1,445,472 86.78 1,720,979 5.42 1,493,439 
Region VI - Western Visayas 87.44 1,966,696 2.02 1,719,751 88.65 2,053,023 3.05 1,820,008 
Region VII - Central Visayas 86.11 1,729,361 3.52 1,489,154 87.89 1,834,315 1.88 1,612,206 
Region VIII - Eastern Visayas 85.97 1,293,386 9.11 1,111,870 85.45 1,295,235 6.02 1,106,779 
Region IX - Zamboanga Peninsula 82.39 933,110 4.22 768,755 83.46 1,032,675 2.57 861,872 
Region X - Northern Mindanao 87.60 1,107,437 8.90 970,075 86.53 1,178,512 12.57 1,019,814 
Region XI - Davao 84.40 1,064,459 2.79 898,418 84.88 1,101,065 2.18 934,548 
Region XII - SOCCSKSARGEN 85.83 1,091,429 4.48 936,819 86.14 1,176,482 3.12 1,013,429 
National Capital Region 92.11 2,540,202 0.68 2,339,678 92.13 2,681,476 0.19 2,470,510 
Cordillera Administrative Region 91.99 422,020 12.87 388,222 91.35 454,347 9.40 415,033 
Autonomous Region in Muslim Mindanao 72.19 1,054,089 2.00 760,919 75.82 1,094,989 1.47 830,189 
Region XIII - Caraga 87.40 720,896 6.18 630,046 88.04 752,538 5.73 662,565 

Residence             
Urban 90.38 10,606,023 1.28 9,585,618 90.93 11,176,383 1.06 10,162,327 
Rural 85.09 13,311,954 5.14 11,327,142 86.22 13,946,476 4.76 12,024,177 

Age             
5-11 86.82 15,004,666 1.80 13,027,497 87.57 15,744,308 1.44 13,787,716 
12-15 88.47 8,913,312 5.97 7,885,263 89.55 9,378,551 5.73 8,398,788 

Mother's Education              
None (less than Grade 1) 65.01 493,998 5.94 321,164 67.18 507,804 5.64 341,140 
Primary (At least Grade 1 to ES Graduate) 82.39 7,201,679 6.07 5,933,534 83.02 7,118,811 5.22 5,909,864 
Secondary (At least 1st Year to HS 

Graduate) 90.11 7,576,094 2.73 6,827,008 90.98 8,229,663 2.77 7,487,299 
Higher (Beyond HS Graduate) 94.30 4,107,217 1.52 3,873,012 94.55 4,229,692 1.50 3,999,258 

Wealth Index Quintiles             
Poorest 79.37 6,483,125 6.71 5,145,532 81.29 6,817,931 5.16 5,542,017 
Second 86.04 5,502,388 3.85 4,734,279 86.83 5,784,445 3.20 5,022,504 
Middle 89.98 4,820,143 2.38 4,337,209 90.69 4,985,832 2.59 4,521,865 
Fourth 93.36 3,950,064 1.19 3,687,860 93.52 4,190,224 2.10 3,918,858 
Richest 95.12 3,162,257 1.02 3,007,879 95.12 3,344,428 1.07 3,181,261 

 

  



Table B-16. School attendance and economic activity, 2007 and 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          211 

 2010 2011 

  
Percentage of 

children 
attending school 

 Number of 
children aged 
5-15 years (n) 

Percentage of 
children 

attending school 
who are engaged 

in economic 
activity 

Number of 
children aged 

5-15 years 
attending 
school(n) 

Percentage of 
children 

attending school 

 Number of 
children aged 
5-15 years (n) 

Percentage of 
children 

attending school 
who are engaged 

in economic 
activity 

Number of 
children aged 

5-15 years 
attending 
school(n) 

Total 89.58 24952214 2.32 22352498 92.00 25080878 2.77 23074997 
          
Sex         

Male 88.08 12642843 2.84 11136006 90.46 12781318 3.15 11561685 
Female 91.12 12309372 1.80 11216493 93.61 12299561 2.38 11513312 

Region         
Region I - Ilocos 91.79 1403947 0.78 1288731 93.87 1351760 0.86 1268874 
Region II - Cagayan Valley 90.26 877920 3.60 792383.4 92.59 874047 5.28 809305.5 
Region III - Central Luzon 91.27 2463131 0.12 2248032 93.22 2566557 0.42 2392496 
Region IVA - CALABARZON 90.91 1677299 6.34 1524783 94.07 1636920 3.13 1539813 
Region IVB - MIMAROPA 87.84 2041870 2.82 1793617 92.83 2077952 2.78 1928999 
Region V - Bicol 88.69 1830131 2.00 1623202 91.89 1865564 4.72 1714245 
Region VI - Western Visayas 89.37 1331640 4.51 1190049 91.43 1295812 2.92 1184700 
Region VII - Central Visayas 87.42 1066521 4.74 932372.5 90.71 1081842 2.69 981356.9 
Region VIII - Eastern Visayas 88.28 1154327 8.79 1019057 92.30 1149005 10.52 1060486 
Region IX - Zamboanga Peninsula 88.28 1051051 1.02 927915.9 91.58 1082014 2.02 990898.3 
Region X - Northern Mindanao 90.13 1176694 1.49 1060521 89.57 1189842 4.87 1065772 
Region XI - Davao 94.55 2662363 0.14 2517189 93.09 2634400 0.29 2452420 
Region XII - SOCCSKSARGEN 92.95 444878 5.09 413519.8 94.44 451840 3.88 426722.6 
National Capital Region 73.99 1201691 1.14 889072.3 79.57 1167718 1.62 929138.8 
Cordillera Administrative Region 90.83 723646 4.10 657282.6 92.48 726324 8.12 671686.3 
Autonomous Region in Muslim Mindanao 90.90 2846932 0.53 2587745 93.26 2962104 0.68 2762486 
Region XIII - Caraga 88.86 998172 1.06 887024.9 92.60 967177 3.98 895596.6 

Residence         
Urban 91.78 10920914 0.73 10023436 93.14 11203322 0.93 10434691 
Rural 87.87 14031300 3.61 12329062 91.08 13877557 4.29 12640306 

Age         
Five Years Old 69.65 1977372 0.14 1,377,249 83.24 1899493 0.16 1,581,076 
Primary Age 92.13 13348583 1.14 1821789 93.45 13700000 1.41 1775111 
Secondary Age 90.14 9626260 4.33 12032192 91.65 9481385 5.24 12555683 
Mother's Education         

None (less than Grade 1) 68.07 525268 5.97 357540.8 86.53 29768.6 9.16 25757.39 
Primary (At least Grade 1 to ES Graduate) 80.57 2804914 4.85 2259814 81.97 236321 4.79 193723.5 
Secondary (At least 1st Year to HS Graduate) 89.14 3022909 3.17 2694734 90.58 265929 5.09 240872.9 
Higher (Beyond HS Graduate) 94.02 9585816 1.38 9012554 95.95 1292882 0.96 1240576 

Wealth Index Quintiles         
Poorest 83.36 6922620 4.78 5770601 87.43 6970245 5.37 6093958 
Second 87.95 5723391 1.95 5033544 91.22 5771977 2.91 5264935 
Middle 92.09 4768978 1.83 4391970 93.16 4952071 1.80 4613270 
Fourth 94.09 4095958 1.00 3853998 95.69 4025068 1.30 3851494 
Richest 95.96 3441268 0.76 3302386 96.72 3361517 0.77 3251340 

 

  



Table B-16. School attendance and economic activity, 2007 and 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          212 

 2010 2011 

  

Percentage 
of children 
attending 

school 

 Number of 
children aged 
5-15 years (n) 

Percentage 
of children 
attending 

school who 
are 

engaged in 
economic 

activity 

Number of 
children aged 

5-15 years 
attending 
school(n) 

Percentage 
of children 
attending 

school 

 Number of 
children aged 
5-15 years (n) 

Percentage 
of children 
attending 

school who 
are 

engaged in 
economic 

activity 

Number of 
children aged 

5-15 years 
attending 
school(n) 

Total 89.58 24,952,214 2.32 22,352,498 92.00 25,080,878 2.77 23,074,997 

          

Sex         

Male 88.08 12,642,843 2.84 11,136,006 90.46 12,781,318 3.15 11,561,685 

Female 91.12 12,309,372 1.80 11,216,493 93.61 12,299,561 2.38 11,513,312 

Region         

Region I - Ilocos 91.79 1,403,947 0.78 1,288,731 93.87 1,351,760 0.86 1,268,874 

Region II - Cagayan Valley 90.26 877,920 3.60 792,383 92.59 874,047 5.28 809,305 

Region III - Central Luzon 91.27 2,463,131 0.12 2,248,032 93.22 2,566,557 0.42 2,392,496 

Region IVA - CALABARZON 90.91 1,677,299 6.34 1,524,783 94.07 1,636,920 3.13 1,539,813 

Region IVB - MIMAROPA 87.84 2,041,870 2.82 1,793,617 92.83 2,077,952 2.78 1,928,999 

Region V - Bicol 88.69 1,830,131 2.00 1,623,202 91.89 1,865,564 4.72 1,714,245 

Region VI - Western Visayas 89.37 1,331,640 4.51 1,190,049 91.43 1,295,812 2.92 1,184,700 

Region VII - Central Visayas 87.42 1,066,521 4.74 932,372 90.71 1,081,842 2.69 981,357 

Region VIII - Eastern Visayas 88.28 1,154,327 8.79 1,019,057 92.30 1,149,005 10.52 1,060,486 

Region IX - Zamboanga Peninsula 88.28 1,051,051 1.02 927,916 91.58 1,082,014 2.02 990,898 

Region X - Northern Mindanao 90.13 1,176,694 1.49 1,060,521 89.57 1,189,842 4.87 1,065,772 

Region XI - Davao 94.55 2,662,363 0.14 2,517,189 93.09 2,634,400 0.29 2,452,420 

Region XII - SOCCSKSARGEN 92.95 444,878 5.09 413,520 94.44 451,840 3.88 426,723 

National Capital Region 73.99 1,201,691 1.14 889,072 79.57 1,167,718 1.62 929,139 

Cordillera Administrative Region 90.83 723,646 4.10 657,283 92.48 726,324 8.12 671,686 

Autonomous Region in Muslim Mindanao 90.90 2,846,932 0.53 2,587,745 93.26 2,962,104 0.68 2,762,486 

Region XIII - Caraga 88.86 998,172 1.06 887,025 92.60 967,177 3.98 895,597 

Residence         

Urban 91.78 10,920,914 0.73 10,023,436 93.14 11,203,322 0.93 10,434,691 

Rural 87.87 14,031,300 3.61 12,329,062 91.08 13,877,557 4.29 12,640,306 

Age         

Five Years Old 69.65 1,977,372 0.14 1,377,249 83.24 1,899,493 0.16 1,581,076 

Primary Age 92.13 13,348,583 1.14 1,821,789 93.45 13,700,000 1.41 1,775,111 

Secondary Age 90.14 9,626,260 4.33 12,032,192 91.65 9,481,385 5.24 12,555,683 



Table B-16. School attendance and economic activity, 2007 and 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          213 

Mother's Education         

None (less than Grade 1) 68.07 525,268 5.97 357,541 86.53 29,769 9.16 25,757 

Primary (At least Grade 1 to ES Graduate) 80.57 2,804,914 4.85 2,259,814 81.97 236,321 4.79 193,723 
Secondary (At least 1st Year to HS 

Graduate) 89.14 3,022,909 3.17 2,694,734 90.58 265,929 5.09 240,873 

Higher (Beyond HS Graduate) 94.02 9,585,816 1.38 9,012,554 95.95 1,292,882 0.96 1,240,576 

Wealth Index Quintiles 

        

Poorest 83.36 6,922,620 4.78 5,770,601 87.43 6,970,245 5.37 6,093,958 

Second 87.95 5,723,391 1.95 5,033,544 91.22 5,771,977 2.91 5,264,935 

Middle 92.09 4,768,978 1.83 4,391,970 93.16 4,952,071 1.80 4,613,270 

Fourth 94.09 4,095,958 1.00 3,853,998 95.69 4,025,068 1.30 3,851,494 

Richest 95.96 3,441,268 0.76 3,302,386 96.72 3,361,517 0.77 3,251,340 

 
 2013 

  
Percentage of children 

attending school 
 Number of children 
aged 5-15 years (n) 

Percentage of children 
attending school who are 

engaged in economic 
activity 

Number of children 
aged 5-15 years 

attending school(n) 

Total 95.57 76.12 22,991,522 1,017,701 
      
Sex     

Male 94.62 68.65 11,821,685 636,585 
Female 96.59 88.58 11,169,836 381,117 

Region     
Region I - Ilocos 97.82 58.63 1,134,826 24,773 
Region II - Cagayan Valley 92.84 83.52 764,671 54,719 
Region III - Central Luzon 96.53 66.76 2,393,796 83,142 
Region IVA - CALABARZON 95.45 71.27 1,560,769 71,012 
Region IVB - MIMAROPA 96.88 81.85 1,749,920 54,605 
Region V - Bicol 96.28 77.34 1,654,457 61,612 
Region VI - Western Visayas 92.66 80.69 1,143,014 83,845 
Region VII - Central Visayas 90.60 77.71 913,404 85,871 
Region VIII - Eastern Visayas 84.44 86.12 1,109,404 172,676 
Region IX - Zamboanga Peninsula 95.97 81.26 1,080,081 43,564 
Region X - Northern Mindanao 94.08 74.19 1,100,756 65,177 
Region XI - Davao 99.73 65.57 2,520,477 6,915 
Region XII - SOCCSKSARGEN 94.39 63.50 383,933 21,548 
National Capital Region 94.63 48.02 1,054,175 56,645 
Cordillera Administrative Region 91.68 87.52 651,239 54,167 
Autonomous Region in Muslim Mindanao 98.35 80.41 3,003,942 49,463 
Region XIII - Caraga 96.38 59.08 772,656 27,968 

Residence     
Urban     
Rural     

Age     
Five Years Old 99.91 100 1,997,242 1,776 
Primary Age 98.43 95.71 12,529,140 196,655 
Secondary Age 90.32 71.36 8,465,139 819,271 



Table B-16. School attendance and economic activity, 2007 and 2013 (APIS) 

Source: APIS 2007 and 2008, NSO          214 

Mother's Education     
None (less than Grade 1) 90.55 60.20 321,126 30,342 
Primary (At least Grade 1 to ES Graduate) 90.18 66.27 2,523,470 247,820 
Secondary (At least 1st Year to HS Graduate) 94.08 75.09 5,567,182 329,616 
Higher (Beyond HS Graduate) 97.53 89.78 8,416,548 207,731 

Wealth Index Quintiles     
Poorest 92.75 75.13 6,406,773 464,731 
Second 95.53 68.73 5,268,662 235,727 
Middle 96.31 77.56 4,606,258 169,761 
Fourth 97.38 87.98 3,642,601 95,569 
Richest 98.31 91.95 3,067,226 51,915 



Table B-17. Percentage of households with out-of-school children, by access to insurance, 2007 and 2008 (APIS) 

Source: APIS 2007 and 2008, NSO          215 

 
 2007 2008 

  
Per cent of households 
without any insurance 

Per cent of households 
with at least one kind of 

insurance 

Per cent of households 
without any insurance 

Per cent of households 
with at least one kind of 

insurance 

          
Total 62.52 37.48 61.57 38.43 
          
Residence         

Urban 51.49 48.51 52.98 47.02 
Rural 68.32 31.68 66.43 33.57 

          
Wealth Index Quintiles         

Poorest 74.65 25.35 74.66 25.34 
Second 70.03 29.97 68.15 31.85 
Third 54.58 45.42 53.97 46.03 
Fourth 37.52 62.48 39.91 60.09 
Richest 18.92 81.08 17.99 82.01 

          
Region         

Region I - Ilocos 59.26 40.74 54.46 45.54 
Region II - Cagayan Valley 74.53 25.47 70.32 29.68 
Region III - Central Luzon 63.36 36.64 61.65 38.35 
Region IVA - CALABARZON 70.99 29.01 65.07 34.93 
Region IVB - MIMAROPA 54.03 45.97 52.26 47.74 
Region V - Bicol 60.10 39.90 65.50 34.50 
Region VI - Western Visayas 67.43 32.57 70.70 29.30 
Region VII - Central Visayas 80.05 19.95 74.57 25.43 
Region VIII - Eastern Visayas 25.21 74.79 24.94 75.06 
Region IX - Zamboanga Peninsula 65.32 34.68 67.66 32.34 
Region X - Northern Mindanao 55.93 44.07 65.06 34.94 
Region XI - Davao 42.41 57.59 49.91 50.09 
Region XII - SOCCSKSARGEN 60.14 39.86 53.74 46.26 
National Capital Region 84.87 15.13 78.39 21.61 
Cordillera Administrative Region 59.52 40.48 62.94 37.06 
Autonomous Region in Muslim Mindanao 60.00 40.00 56.14 43.86 
Region XIII - Caraga 81.40 18.60 76.86 23.14 

          

 

  



Table B-18. Percentage of households with out-of-school children enjoying access to credit, 2007 and 2008 (APIS) 

Source: APIS 2007 and 2008, NSO          216 

 
 2007 2008 

  
Per cent of households that 
were aware of sourceable 

loans 

Per cent of households that 
availed of loans 

Per cent of households that 
were aware of sourceable 

loans 

Per cent of households that 
availed of loans 

          
Total 59.70  17.41  71.96  21.79  
          
Residence         

Urban  62.24 18.11 74.73 22.23 
Rural 58.36 17.04 70.39 21.54 
          

Wealth Index Quintiles         
Poorest 56.34 17.52 68.24 19.89 
Second 58.98 16.88 74.16 23.51 
Middle 65.70 18.02 73.41 22.54 
Fourth  62.25 18.94 74.71 26.06 
Richest 62.63 14.83 76.50 17.83 
          

Region         
Region I - Ilocos 53.34 18.32 73.81 31.56 
Region II - Cagayan Valley 60.56 22.19 81.00 37.09 
Region III - Central Luzon 59.34 23.02 69.81 24.66 
Region IVA - CALABARZON 64.15 21.86 67.88 16.36 
Region IVB - MIMAROPA 72.33 19.21 82.75 19.81 
Region V - Bicol 63.77 12.77 68.53 13.52 
Region VI - Western Visayas 72.46 20.42 74.99 17.40 
Region VII - Central Visayas 53.40 8.47 65.52 17.65 
Region VIII - Eastern Visayas 62.80 14.07 78.11 19.02 
Region IX - Zamboanga Peninsula 58.34 15.56 70.32 24.43 
Region X - Northern Mindanao 57.27 23.49 71.04 20.35 
Region XI - Davao 48.70 9.35 75.49 25.11 
Region XII - SOCCSKSARGEN 61.82 19.52 72.61 9.96 
National Capital Region 52.33 18.90 60.14 23.60 
Cordillera Administrative Region 66.07 17.98 84.85 18.60 
Autonomous Region in Muslim Mindanao 53.88 15.38 69.54 24.97 
Region XIII – Caraga 53.22 18.80 65.61 29.69 

          

 

  



Table B-19. School leaver rate by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2013 (BEIS) 

Source: BEIS 2005 to 2013, DepED          217 

 
 2006 2010 

  Primary Education Secondary Education Primary Education Secondary Education 

  1 2 3 4 5 6 1 2 3 4 1 2 3 4 5 6 1 2 3 4 

                                  
MALE                                 

Region I - Ilocos 7.99 3.54 3.02 2.78 3.68 
1.6
0 7.37 5.30 8.18 0.00 9.31 3.23 1.88 2.10 

3.3
6 

1.1
8 7.18 6.45 7.98 6.62 

Region II - Cagayan Valley 
11.4

2 4.28 3.92 3.15 5.07 
1.5
6 9.70 7.07 7.91 5.19 

11.7
5 4.28 3.31 3.39 

4.8
7 

1.9
2 7.65 7.72 7.63 3.50 

Region III - Central Luzon 
10.4

5 2.35 1.89 2.46 3.64 
2.1
2 9.82 6.29 9.20 8.21 

12.4
4 2.86 1.89 2.26 

3.6
9 

2.5
5 7.65 7.62 8.87 5.54 

Region IVA - CALABARZON 
12.0

4 2.21 1.86 1.81 3.39 
1.9
2 6.98 5.76 7.45 7.85 

12.4
4 2.28 1.45 1.90 

3.1
3 

2.8
0 7.69 6.60 7.74 5.63 

Region IVB - MIMAROPA 
14.3

2 5.36 4.68 4.72 6.77 
3.6
7 

15.9
4 5.33 8.31 5.63 

14.0
9 5.19 3.72 3.28 

5.7
8 

3.1
7 

11.3
1 

10.1
0 

11.4
5 6.34 

Region V - Bicol 
12.6

1 4.26 3.56 4.41 5.69 
3.7
5 

13.7
4 7.62 9.21 9.10 

12.6
5 4.25 2.97 3.55 

4.9
8 

3.5
5 

11.8
7 9.52 

10.1
4 6.28 

Region VI - Western Visayas 
15.7

3 5.03 3.73 4.56 5.08 
5.5
3 

12.2
1 8.96 9.92 

10.0
4 

16.1
2 5.35 3.07 3.76 

5.3
7 

4.0
4 8.30 8.68 8.34 7.64 

Region VII - Central Visayas 9.28 3.66 3.95 4.06 5.51 
2.5
2 

15.1
5 8.84 8.91 5.63 

11.4
5 3.05 2.63 2.94 

4.6
0 

5.7
8 9.89 8.66 6.96 6.24 

Region VIII - Eastern Visayas 
16.4

4 6.80 6.61 7.08 8.62 
3.0
7 

14.0
8 9.14 8.40 7.06 

16.0
0 5.46 3.49 3.85 

5.7
5 

2.9
0 

11.0
3 9.71 

12.0
6 5.63 

Region IX - Zamboanga Peninsula 
23.5

8 8.58 7.00 6.61 9.13 
2.7
2 

13.6
5 6.83 8.11 6.72 

23.7
7 9.01 5.04 5.67 

8.7
0 

4.1
5 

12.4
3 

10.6
2 

10.4
8 7.78 

Region X - Northern Mindanao 
17.6

6 6.28 5.76 5.44 7.76 
2.3
9 

15.1
5 8.70 

10.4
1 

10.0
5 

16.5
7 7.99 4.16 5.18 

8.4
8 

4.1
7 8.56 4.89 6.40 5.12 

Region XI - Davao 
20.9

7 9.45 7.34 6.93 
10.3

3 
3.7
0 

15.4
8 

10.9
0 

12.2
9 6.83 

21.0
5 7.07 4.08 4.75 

7.8
0 

4.4
4 

11.5
0 

11.0
0 

10.8
6 5.76 

Region XII - SOCCSKSARGEN 
19.2

6 6.57 5.86 6.50 7.68 
5.1
8 

14.3
5 8.25 9.80 

23.8
5 

18.6
3 8.03 5.59 5.67 

7.5
2 

3.0
0 

11.4
3 7.51 8.65 6.32 

National Capital Region 7.30 1.58 2.03 1.26 0.86 
1.5
6 3.35 

22.2
2 0.00 9.73 

10.4
0 2.63 2.02 1.54 

1.1
7 

3.8
6 8.04 7.24 8.95 7.59 

Cordillera Administrative Region 
12.4

4 3.93 3.51 4.04 6.78 
2.2
8 

10.0
2 6.84 6.45 0.00 

12.6
3 5.21 2.87 3.86 

6.0
4 

4.6
8 

12.0
1 8.56 8.84 4.23 

Autonomous Region in Muslim 
Mindanao 

24.6
5 

23.3
1 

20.9
5 

21.9
5 

19.4
4 

7.4
3 

22.3
8 

26.5
2 

31.7
2 

15.9
0 

24.9
7 

19.8
6 

18.2
5 

15.7
9 

7.5
0 

3.1
8 

11.3
1 8.34 

17.8
0 

14.7
3 

Region XIII - Caraga 
17.8

2 7.32 6.53 6.73 7.92 
2.5
1 

13.7
3 9.20 

10.0
5 6.29 

16.6
6 5.60 3.79 3.66 

5.7
4 

2.9
4 

10.3
6 9.16 

11.5
1 5.52 

                                  
FEMALE                                 

Region I - Ilocos 5.61 2.66 1.85 2.02 2.44 
1.2
9 3.36 3.54 5.02 0.02 6.93 2.53 1.00 1.26 

2.1
2 

0.7
2 3.22 3.52 5.57 4.85 

Region II - Cagayan Valley 7.28 1.86 1.39 1.55 2.73 
1.0
7 6.30 4.31 5.86 3.50 8.53 2.30 1.20 2.14 

2.9
0 

1.3
5 5.30 4.74 6.08 2.47 

Region III - Central Luzon 7.40 1.15 0.91 1.00 2.17 
1.6
6 5.78 4.01 6.02 6.19 8.64 1.50 0.62 0.88 

1.9
9 

2.0
4 3.84 3.89 6.14 3.85 

Region IVA - CALABARZON 8.82 0.60 0.66 0.62 2.07 
1.4
2 3.01 2.20 4.46 4.69 8.74 0.81 0.13 0.36 

0.9
9 

1.6
1 3.35 3.15 4.62 4.00 

Region IVB - MIMAROPA 
10.8

3 3.47 2.63 1.97 4.24 
2.4
0 8.88 4.06 5.00 4.65 

10.8
4 2.80 1.83 2.04 

2.9
4 

1.5
2 7.07 6.76 7.98 4.40 

Region V - Bicol 9.70 3.02 1.63 2.51 3.38 
2.1
9 8.17 4.92 6.19 6.78 9.96 2.50 1.61 1.95 

2.5
1 

1.8
2 5.86 5.31 5.67 4.00 

Region VI - Western Visayas 
11.7

0 2.11 1.62 1.84 2.50 
2.9
7 6.28 4.97 6.56 7.13 

11.7
6 2.59 1.61 1.95 

2.6
8 

2.5
2 4.69 4.64 6.41 5.43 



Table B-19. School leaver rate by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2013 (BEIS) 

Source: BEIS 2005 to 2013, DepED          218 

 2006 2010 

  Primary Education Secondary Education Primary Education Secondary Education 

  1 2 3 4 5 6 1 2 3 4 1 2 3 4 5 6 1 2 3 4 

Region VII - Central Visayas 6.93 1.41 1.53 1.80 2.99 
1.2
1 9.85 5.08 6.95 3.37 7.97 1.42 1.16 1.32 

2.0
9 

3.4
8 5.34 5.44 5.46 4.16 

Region VIII - Eastern Visayas 
12.5

6 3.80 3.36 3.53 4.81 
1.8
5 

10.2
6 7.09 7.93 4.79 

12.0
4 3.04 1.56 2.25 

2.8
6 

2.0
3 7.55 7.21 9.66 3.76 

Region IX - Zamboanga Peninsula 
18.3

6 5.28 3.19 3.91 5.61 
1.8
5 9.98 5.87 7.72 5.29 

19.0
5 5.28 2.69 3.33 

5.8
8 

3.0
9 9.06 7.37 7.99 5.42 

Region X - Northern Mindanao 
13.9

4 4.32 2.66 2.21 4.84 
2.2
4 

10.7
8 5.97 8.09 6.65 

13.2
0 4.74 1.94 2.57 

5.2
4 

3.0
2 4.85 3.16 4.67 4.67 

Region XI - Davao 
16.6

0 6.83 5.00 4.83 6.50 
2.8
1 

10.7
8 8.40 

11.3
5 4.10 

16.4
0 3.93 1.42 2.15 

4.5
8 

3.1
9 6.64 5.95 6.33 0.71 

Region XII - SOCCSKSARGEN 
16.2

7 4.89 2.95 3.69 4.93 
3.3
8 

10.3
0 6.41 8.43 

22.7
6 

15.5
8 5.48 3.19 3.31 

5.6
0 

2.1
8 7.80 5.73 7.87 5.18 

National Capital Region 5.46 1.00 0.70 0.44 0.00 
1.1
6 0.00 

20.0
4 0.00 7.01 7.53 1.51 1.20 1.03 

0.0
4 

2.5
7 3.47 3.65 6.12 6.36 

Cordillera Administrative Region 9.59 3.08 1.02 1.18 3.56 
1.3
5 3.55 2.92 4.10 0.00 

10.7
7 4.83 1.29 1.91 

3.1
0 

3.9
0 4.80 5.48 5.92 3.99 

Autonomous Region in Muslim 
Mindanao 

19.5
1 

16.2
6 

15.0
4 

15.4
0 

16.3
7 

7.1
0 

19.2
8 

22.7
7 

29.3
3 

13.4
4 

22.6
3 

17.2
1 

16.6
4 

13.3
2 

5.9
4 

3.6
4 7.68 6.93 

18.0
6 

11.8
1 

Region XIII - Caraga 
13.6

1 4.13 3.23 3.76 5.26 
1.6
4 9.81 6.24 7.73 4.22 

11.9
6 3.10 1.41 2.35 

3.3
2 

1.6
2 7.19 6.36 

10.0
0 4.02 

                                  
TOTAL                                 

Region I - Ilocos 6.88 3.12 2.45 2.42 3.07 
1.4
5 5.43 4.41 6.57 0.00 8.21 2.90 1.45 1.70 

2.7
6 

0.9
6 5.28 5.03 6.78 5.72 

Region II - Cagayan Valley 9.53 3.13 2.70 2.37 3.91 
1.3
1 8.00 5.64 6.82 4.28 

10.2
6 3.34 2.29 2.78 

3.9
1 

1.6
3 6.49 6.22 6.83 2.96 

Region III - Central Luzon 9.02 1.77 1.42 1.75 2.92 
1.8
9 7.85 5.13 7.57 7.13 

10.6
8 2.21 1.28 1.59 

2.8
6 

2.3
0 5.82 5.77 7.49 4.67 

Region IVA - CALABARZON 
10.5

4 1.44 1.28 1.23 2.74 
1.6
7 5.04 3.96 5.90 6.17 

10.7
2 1.58 0.81 1.15 

2.0
9 

2.2
1 5.59 4.89 6.15 4.77 

Region IVB - MIMAROPA 
12.7

1 4.46 3.69 3.37 5.51 
3.0
3 

12.4
7 4.66 6.54 5.09 

12.6
1 4.07 2.81 2.68 

4.4
0 

2.3
5 9.24 8.43 9.66 5.31 

Region V - Bicol 
11.2

7 3.67 2.64 3.49 4.55 
2.9
6 

10.9
5 6.20 7.60 7.82 

11.4
2 3.43 2.32 2.78 

3.7
8 

2.6
9 8.96 7.41 7.83 5.06 

Region VI - Western Visayas 
13.9

1 3.65 2.72 3.24 3.81 
4.2
3 9.31 6.91 8.15 8.47 

14.1
5 4.06 2.37 2.88 

4.0
6 

3.2
8 6.59 6.70 7.36 6.48 

Region VII - Central Visayas 8.21 2.60 2.79 2.95 4.26 
1.8
5 

12.5
3 6.91 7.87 4.38 9.87 2.29 1.92 2.15 

3.3
8 

4.6
4 7.73 7.04 6.18 5.13 

Region VIII - Eastern Visayas 
14.6

4 5.36 5.03 5.32 6.69 
2.4
4 

12.1
7 8.07 8.15 5.83 

14.1
8 4.32 2.56 3.07 

4.3
2 

2.4
6 9.33 8.45 

10.8
1 4.63 

Region IX - Zamboanga Peninsula 
21.1

9 7.01 5.15 5.27 7.34 
2.2
6 

11.7
9 6.32 7.90 5.92 

21.6
1 7.24 3.90 4.51 

7.2
9 

3.6
1 

10.7
5 8.96 9.18 6.50 

Region X - Northern Mindanao 
15.9

5 5.36 4.26 3.85 6.30 
2.3
1 

12.9
6 7.27 9.17 8.19 

15.0
2 6.45 3.08 3.90 

6.8
8 

3.5
9 6.75 4.01 5.49 4.88 

Region XI - Davao 
18.9

6 8.19 6.20 5.89 8.40 
3.2
4 

13.0
9 9.57 

11.7
9 5.32 

18.9
4 5.59 2.79 3.47 

6.2
0 

3.8
0 9.09 8.44 8.51 3.06 

Region XII - SOCCSKSARGEN 
17.8

5 5.76 4.44 5.09 6.29 
4.2
5 

12.3
4 7.29 9.07 

23.2
6 

17.2
1 6.82 4.40 4.50 

6.5
6 

2.5
8 9.63 6.60 8.24 5.71 

National Capital Region 6.43 1.30 1.38 0.86 0.38 
1.3
6 0.00 

21.1
2 0.00 8.30 9.05 2.09 1.62 1.29 

0.6
2 

3.2
2 5.84 5.46 7.51 6.95 

Cordillera Administrative Region 
11.1

3 3.54 2.31 2.67 5.20 
1.8
0 6.82 4.76 5.17 0.00 

11.7
8 5.03 2.12 2.92 

4.6
1 

4.2
9 8.48 6.99 7.30 4.10 



Table B-19. School leaver rate by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2013 (BEIS) 

Source: BEIS 2005 to 2013, DepED          219 

 2006 2010 

  Primary Education Secondary Education Primary Education Secondary Education 

  1 2 3 4 5 6 1 2 3 4 1 2 3 4 5 6 1 2 3 4 
Autonomous Region in Muslim 

Mindanao 
22.0

8 
19.7

5 
17.9

4 
18.5

4 
17.7

9 
7.2
5 

20.6
8 

24.4
6 

30.4
0 

14.5
5 

23.7
7 

18.4
8 

17.4
1 

14.4
7 

6.6
5 

3.4
4 9.29 7.55 

17.9
5 

13.0
7 

Region XIII - Caraga 
15.8

9 5.81 4.94 5.27 6.59 
2.0
7 

11.7
6 7.65 8.81 5.17 

14.5
4 4.43 2.65 3.01 

4.5
5 

2.2
8 8.81 7.76 

10.7
3 4.74 

                                          

 

  



Table B-19. School leaver rate by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2013 (BEIS) 
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 2013 

  Primary Education Secondary Education 

  1 2 3 4 5 6 1 2 3 4 

                  
MALE                 

Region I - Ilocos 3.88 1.60 1.65 1.35 2.11 0.65 6.99 6.36 5.73 4.19 
Region II - Cagayan Valley 4.66 2.51 2.03 2.05 3.02 2.04 7.30 6.47 6.12 3.21 
Region III - Central Luzon 5.45 1.17 1.13 1.24 1.42 2.71 5.81 6.40 6.62 3.56 
Region IVA - CALABARZON 8.52 3.30 2.66 2.94 2.46 3.51 7.77 8.45 7.64 3.14 
Region IVB - MIMAROPA 7.43 4.52 3.92 4.16 5.47 2.37 9.57 9.50 8.34 3.85 
Region V - Bicol 4.64 3.39 2.49 2.60 4.12 2.36 10.98 9.74 7.70 4.73 
Region VI - Western Visayas 4.59 2.74 2.26 2.65 3.72 2.67 7.28 7.81 6.75 5.06 
Region VII - Central Visayas 5.15 1.83 1.94 2.33 3.48 3.10 9.93 8.54 6.64 4.58 
Region VIII - Eastern Visayas 7.42 3.74 3.61 3.33 4.85 2.40 11.11 9.76 7.18 4.34 
Region IX - Zamboanga Peninsula 13.08 9.24 8.77 8.38 9.40 3.33 14.53 12.03 11.90 4.14 
Region X - Northern Mindanao 9.60 5.93 5.49 6.07 6.44 4.66 12.24 10.18 9.80 11.35 
Region XI - Davao 8.99 5.43 4.52 4.76 5.50 3.78 10.90 10.43 8.36 6.29 
Region XII - SOCCSKSARGEN 9.00 6.19 5.58 5.70 6.48 2.44 12.35 8.63 8.57 4.49 
National Capital Region 8.83 3.56 3.38 3.36 3.32 6.54 8.42 7.43 6.44 7.13 
Cordillera Administrative Region 5.81 3.51 2.40 3.74 4.06 3.28 9.96 7.64 5.77 5.95 
Autonomous Region in Muslim Mindanao 19.28 20.28 17.57 18.77 13.49 2.09 15.01 10.68 14.32 6.01 
Region XIII - Caraga 8.52 3.53 2.80 4.24 4.61 2.91 9.78 8.99 10.01 3.91 

            
FEMALE           

Region I - Ilocos 2.76 0.82 1.05 0.97 0.88 0.18 3.26 3.02 4.00 2.31 
Region II - Cagayan Valley 3.44 1.37 0.60 0.91 1.35 1.45 3.92 3.88 4.44 2.35 
Region III - Central Luzon 3.79 0.83 0.38 0.77 0.32 1.66 2.94 3.46 4.53 2.79 
Region IVA - CALABARZON 5.66 1.92 1.22 1.77 1.11 2.46 3.41 4.01 4.86 2.82 
Region IVB - MIMAROPA 6.06 3.30 2.74 2.36 3.33 1.29 5.62 5.49 5.53 2.94 
Region V - Bicol 3.86 1.95 1.19 1.64 1.79 0.61 5.54 4.64 5.30 3.28 
Region VI - Western Visayas 3.37 1.59 1.05 1.19 1.68 1.48 3.90 4.50 4.55 3.23 
Region VII - Central Visayas 3.63 0.65 0.65 0.93 1.25 1.62 4.40 4.16 4.29 2.32 
Region VIII - Eastern Visayas 5.10 2.49 1.66 1.90 2.64 1.14 6.48 6.31 5.09 3.35 
Region IX - Zamboanga Peninsula 11.31 7.65 6.51 6.44 6.95 2.22 9.03 8.26 9.45 3.20 
Region X - Northern Mindanao 7.61 3.84 3.23 3.31 3.76 2.69 7.34 7.31 8.91 10.52 
Region XI - Davao 6.49 3.44 2.57 2.80 3.05 2.29 6.40 6.84 7.00 5.75 
Region XII - SOCCSKSARGEN 6.84 4.25 3.61 3.52 3.76 1.28 7.18 5.65 6.12 3.18 
National Capital Region 7.04 3.15 3.20 2.49 1.84 5.07 5.00 4.76 5.05 5.87 
Cordillera Administrative Region 4.70 2.46 2.67 2.06 2.45 1.93 3.17 2.52 3.01 4.19 
Autonomous Region in Muslim Mindanao 17.57 19.38 15.79 15.44 10.32 1.85 8.92 10.73 13.36 6.30 
Region XIII - Caraga 6.07 2.08 1.27 1.91 2.16 1.62 6.16 6.27 7.87 3.23 

            
TOTAL           

Region I - Ilocos 3.36 1.23 1.36 1.17 1.52 0.42 5.20 4.74 4.87 3.22 
Region II - Cagayan Valley 4.10 1.97 1.34 1.50 2.20 1.75 5.64 5.19 5.25 2.76 
Region III - Central Luzon 4.68 1.01 0.77 1.01 0.88 2.19 4.42 4.95 5.56 3.17 
Region IVA - CALABARZON 7.20 2.65 1.97 2.37 1.80 2.99 5.64 6.27 6.24 2.97 
Region IVB - MIMAROPA 6.81 3.95 3.36 3.29 4.42 1.83 7.64 7.51 6.88 3.37 
Region V - Bicol 4.29 2.72 1.87 2.14 2.98 1.50 8.35 7.18 6.45 3.96 
Region VI - Western Visayas 4.04 2.21 1.68 1.95 2.73 2.08 5.67 6.21 5.63 4.11 
Region VII - Central Visayas 4.47 1.28 1.32 1.66 2.39 2.35 7.28 6.37 5.43 3.39 
Region VIII - Eastern Visayas 6.38 3.16 2.69 2.64 3.77 1.77 8.88 8.04 6.10 3.81 
Region IX - Zamboanga Peninsula 12.28 8.50 7.69 7.42 8.18 2.77 11.76 10.09 10.61 3.63 
Region X - Northern Mindanao 8.70 4.95 4.42 4.73 5.11 3.65 9.80 8.73 9.34 10.91 
Region XI - Davao 7.86 4.51 3.59 3.80 4.28 3.02 8.66 8.60 7.64 6.00 
Region XII - SOCCSKSARGEN 8.00 5.27 4.63 4.63 5.13 1.83 9.77 7.11 7.29 3.80 



Table B-19. School leaver rate by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2013 (BEIS) 

Source: BEIS 2005 to 2013, DepED          221 

National Capital Region 7.99 3.36 3.29 2.94 2.60 5.81 6.76 6.12 5.73 6.47 
Cordillera Administrative Region 5.30 3.02 2.53 2.94 3.28 2.61 6.68 5.06 4.34 4.99 
Autonomous Region in Muslim Mindanao 18.42 19.82 16.65 17.02 11.78 1.96 11.57 10.71 13.76 6.18 
Region XIII - Caraga 7.41 2.85 2.07 3.11 3.40 2.26 7.96 7.61 8.91 3.55 
            

 



 

Source: BEIS 2005 to 2013, DepED          222 

Table B-20. Survival rate to the last grade of primary education and to the last grade of secondary education (Data from DepEd and DepEd-supervised Schools), 2006 to 2013 (BEIS) 
 

     Male  Female Total  

      
Survival rate to the last grade of primary education     

2006 68.79 78.64 73.43 
2007 70.91 80.12 75.26 
2008 71.54 79.68 75.39 
2009 69.93 79.43 74.38 
2010 70.05 78.95 74.23 

2013  25.14 82.19 78.48 
      

Survival rate to the last grade of secondary education    
2006 72.74 81.77 77.33 
2007 75.21 84.50 79.91 
2008 75.46 83.93 79.73 
2009 74.14 82.76 78.44 
2010 74.74 84.17 79.43 
2013 76.15  85.11  80.58  

     

    

 
Table B-21. Dropout rate from primary education, by region (Data from Public and Private Schools), 2006 to 2013 (BEIS) 
 

  2006 2007 2008 2009 

  Female Male Total Female Male Total Female Male Total Female Male Total 

        TOTAL 0.93% 1.57% 1.26% 0.85% 1.46% 1.16% 0.76% 1.32% 1.05% 0.79% 1.29% 1.04% 

                          

Region I - Ilocos Region 0.39% 0.60% 0.50% 0.22% 0.45% 0.34% 0.22% 0.41% 0.32% 0.14% 0.21% 0.17% 

Region II - Cagayan Valley 0.60% 0.99% 0.80% 0.60% 1.02% 0.82% 0.48% 0.83% 0.66% 0.20% 0.52% 0.36% 

Region III - Central Luzon 0.49% 0.81% 0.65% 0.52% 0.88% 0.71% 0.44% 0.73% 0.59% 0.33% 0.55% 0.44% 

Region IV-A (CALABARZON) 0.42% 0.72% 0.58% 0.50% 0.89% 0.70% 0.44% 0.75% 0.60% 0.25% 0.57% 0.41% 

Region IV-B (MIMAROPA) 0.94% 1.61% 1.29% 0.81% 1.31% 1.07% 0.83% 1.59% 1.22% 0.48% 0.96% 0.72% 

Region V - Bicol Region 0.94% 1.50% 1.23% 0.82% 1.35% 1.10% 0.70% 1.11% 0.92% 0.57% 1.17% 0.87% 

Region VI - Western Visayas 1.83% 3.46% 2.68% 1.65% 3.16% 2.43% 1.59% 3.07% 2.36% 1.09% 2.49% 1.79% 

Region VII - Central Visayas 1.70% 3.44% 2.61% 1.53% 3.17% 2.38% 1.44% 2.95% 2.23% 1.25% 2.55% 1.93% 

Region VIII - Eastern Visayas 1.15% 2.15% 1.66% 1.02% 1.77% 1.41% 0.91% 1.70% 1.32% 0.75% 1.35% 1.06% 

Region IX - Zamboanga Peninsula 0.42% 0.72% 0.57% 0.35% 0.58% 0.47% 0.29% 0.51% 0.40% 0.39% 0.62% 0.51% 

Region X - Northern Mindanao 0.92% 1.44% 1.19% 0.73% 1.15% 0.95% 0.70% 1.14% 0.92% 0.65% 1.00% 0.83% 

Region XI - Davao Region 0.51% 0.76% 0.64% 0.34% 0.56% 0.45% 0.37% 0.58% 0.48% 0.40% 0.72% 0.57% 

Region XII - SOCCSKSARGEN 1.93% 3.11% 2.53% 1.83% 2.92% 2.38% 1.39% 2.29% 1.85% 1.55% 2.31% 1.94% 

NCR - National Capital Region 0.42% 0.72% 0.57% 0.42% 0.76% 0.59% 0.45% 0.74% 0.60% 0.46% 0.79% 0.63% 
CAR - Cordillera Administrative 
Region 0.60% 1.00% 0.81% 0.38% 0.65% 0.52% 0.37% 0.71% 0.55% 0.25% 0.46% 0.36% 



 

Source: BEIS 2005 to 2013, DepED          223 

ARMM - Autonomous Region in 
Muslim Mindanao 1.92% 2.23% 2.07% 1.93% 2.21% 2.07% 1.46% 1.67% 1.56% 1.68% 1.91% 1.79% 

CARAGA Region 0.72% 1.28% 1.01% 0.67% 1.18% 0.93% 0.55% 0.96% 0.76% 0.33% 0.56% 0.45% 

 
 

  2010 2011 2012 2013 

  Female Male Total Female Male Total Female Male Total Female Male Total 

        TOTAL 0.58% 1.03% 0.81% 0.65% 1.15% 0.91% 0.67% 1.22% 0.95% 0.36% 0.66% 0.52% 

                          

Region I - Ilocos Region 0.21% 0.42% 0.32% 0.26% 0.51% 0.39% 0.20% 0.47% 0.34% 0.11% 0.21% 0.16% 

Region II - Cagayan Valley 0.25% 0.54% 0.40% 0.34% 0.64% 0.49% 0.37% 0.73% 0.56% 0.28% 0.55% 0.42% 

Region III - Central Luzon 0.44% 0.77% 0.61% 0.61% 1.04% 0.83% 0.66% 1.17% 0.93% 0.29% 0.56% 0.43% 

Region IV-A (CALABARZON) 0.44% 0.81% 0.64% 0.59% 1.08% 0.85% 0.69% 1.25% 0.98% 0.53% 0.99% 0.77% 

Region IV-B (MIMAROPA) 0.51% 0.91% 0.72% 0.66% 1.17% 0.93% 0.53% 1.01% 0.79% 0.28% 0.53% 0.41% 

Region V - Bicol Region 0.57% 1.00% 0.79% 0.49% 0.93% 0.72% 0.41% 0.81% 0.62% 0.32% 0.59% 0.46% 

Region VI - Western Visayas 1.06% 2.24% 1.68% 0.82% 1.75% 1.31% 0.55% 1.19% 0.89% 0.27% 0.53% 0.41% 

Region VII - Central Visayas 0.89% 1.93% 1.44% 0.77% 1.76% 1.29% 0.68% 1.53% 1.12% 0.42% 0.88% 0.66% 

Region VIII - Eastern Visayas 0.56% 1.11% 0.85% 0.70% 1.38% 1.05% 0.75% 1.52% 1.15% 0.65% 1.14% 0.91% 

Region IX - Zamboanga Peninsula 0.26% 0.49% 0.38% 0.38% 0.69% 0.54% 0.58% 1.07% 0.83% 0.40% 0.64% 0.53% 

Region X - Northern Mindanao 0.38% 0.69% 0.54% 0.56% 0.95% 0.76% 0.72% 1.35% 1.05% 0.28% 0.50% 0.39% 

Region XI - Davao Region 0.37% 0.70% 0.54% 0.47% 0.89% 0.69% 0.77% 1.51% 1.16% 0.25% 0.49% 0.38% 

Region XII - SOCCSKSARGEN 0.58% 0.97% 0.78% 0.71% 1.23% 0.98% 0.86% 1.54% 1.21% 0.24% 0.43% 0.34% 

NCR - National Capital Region 0.59% 0.99% 0.80% 0.53% 0.98% 0.76% 0.85% 1.51% 1.19% 0.34% 0.60% 0.47% 

CAR - Cordillera Administrative Region 0.19% 0.42% 0.31% 0.23% 0.61% 0.43% 0.22% 0.55% 0.39% 0.16% 0.44% 0.31% 

ARMM - Autonomous Region in Muslim 
Mindanao 

1.49% 1.67% 1.58% 1.98% 2.12% 2.05% 1.42% 1.50% 1.46% 0.70% 0.95% 0.82% 

CARAGA Region 0.21% 0.40% 0.31% 0.45% 0.80% 0.64% 0.51% 0.96% 0.74% 0.27% 0.53% 0.41% 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

Source: BEIS 2005 to 2013, DepED          224 

 
Table B-22. Dropout rate from secondary education, by region (Data from DepEd and DepEd-supervised Schools), 2006 to 2013 (BEIS) 
 

 

  

2006 2007 2008 2009 2010 

   Male  
   
Female  Total     Male  

   
Female  Total  

   
Male     Female  Total     Male  

   
Female  Total     Male  

   
Female  Total  

                           
Total 27.26 18.23 22.67 24.79 15.50 20.09 24.54 16.07 20.27 25.86 17.24 21.56 25.26 15.83 20.57 
                           
Region I - Ilocos Region 19.99 11.54 15.81 18.04 8.75 13.47 18.58 11.19 14.95 19.36 10.89 15.25 20.65 11.90 16.42 
Region II - Cagayan Valley 23.12 15.70 19.34 22.53 14.77 18.59 20.30 13.68 16.95 23.18 14.99 19.09 21.67 15.34 18.51 
Region III - Central Luzon 24.09 15.17 19.65 23.56 13.83 18.74 22.41 15.04 18.76 24.36 13.82 19.22 23.15 13.43 18.38 
Region IV-A (CALABARZON) 19.68 9.50 14.57 20.77 9.05 14.95 20.02 9.10 14.59 23.65 11.97 17.90 21.34 10.86 16.18 
Region IV-B (MIMAROPA) 28.41 17.29 22.79 26.76 19.61 23.10 26.04 18.96 22.45 28.79 17.60 23.26 30.65 20.51 25.60 
Region IX - Zamboanga Peninsula 29.21 18.40 23.64 25.66 19.05 22.23 28.44 19.00 23.68 27.23 18.49 22.85 29.84 16.14 23.06 
Region V - Bicol Region 29.90 17.08 23.41 23.37 14.70 18.94 24.79 14.89 19.82 22.98 14.87 18.93 24.85 15.19 20.10 
Region VI - Western Visayas 32.12 21.00 26.44 30.58 15.98 23.22 26.82 18.18 22.45 27.49 17.14 22.32 25.22 15.75 20.51 
Region VII - Central Visayas 29.91 23.57 26.64 28.84 23.97 26.32 29.71 22.56 26.02 29.22 23.95 26.51 30.97 22.84 26.87 
Region VIII - Eastern Visayas 27.15 22.12 24.54 31.59 22.35 26.82 31.76 25.04 28.27 28.58 24.95 26.72 31.14 22.82 26.92 
Region X - Northern Mindanao 32.18 23.30 27.60 27.76 19.92 23.75 30.97 21.67 26.25 34.45 24.98 29.68 19.56 12.34 15.92 
Region XI - Davao Region 35.35 28.02 31.56 27.29 20.74 23.91 28.25 18.08 23.06 28.70 26.52 27.59 31.39 18.08 24.70 
Region XII - SOCCSKSARGEN 30.47 23.50 26.90 27.45 20.70 23.99 31.29 23.01 27.10 24.38 18.80 21.53 26.33 20.21 23.23 
NCR - National Capital Region 26.04 20.37 21.80 22.69 9.57 16.24 19.77 10.67 15.24 23.25 13.99 18.69 23.52 12.95 18.33 
ARMM - Autonomous Region in Muslim 
Mindanao 61.63 56.28 58.74 28.22 25.06 26.47 32.77 28.14 30.20 34.09 30.40 32.02 33.57 29.86 31.50 
CAR - Cordillera Administrative Region 22.56 10.35 16.31 27.31 14.84 21.02 20.14 7.63 13.83 29.68 12.37 21.19 27.71 15.49 21.61 
CARAGA Region 30.49 22.22 26.24 26.21 21.78 23.94 26.76 21.19 23.94 29.59 30.40 26.63 28.79 21.98 25.40 

                                

  



 

Source: BEIS 2005 to 2013, DepED          225 

   
2013 

   Male     Female  Total  

   
3.32 

 
1.64 

 
2.47 Total 

     
Region I - Ilocos Region 2.43 0.93 1.69 
Region II - Cagayan Valley 3.72 1.60 2.65 
Region III - Central Luzon 2.86 1.47 2.17 
Region IV-A 
(CALABARZON) 

4.07 2.11 3.09 

Region IV-B (MIMAROPA) 3.18 1.48 2.31 
Region IX - Zamboanga 
Peninsula 

4.85 2.10 3.46 

Region V - Bicol Region 2.64 1.05 1.85 
Region VI - Western 
Visayas 

4.11 1.68 2.88 

Region VII - Central 
Visayas 

4.24 2.24 3.23 

Region VIII - Eastern 
Visayas 

3.24 1.61 2.39 

Region X - Northern 
Mindanao 

2.69 1.43 2.04 

Region XI - Davao Region 2.34 1.30 1.80 
Region XII - 
SOCCSKSARGEN 

3.01 1.51 2.23 

NCR - National Capital 
Region 

2.69 1.64 2.17 

ARMM - Autonomous 
Region in Muslim Mindanao 

4.03 2.60 3.20 

CAR - Cordillera 
Administrative Region 

3.75 1.35 2.53 

CARAGA Region 2.17 1.19 1.67 
     



 

Source: BEIS 2005 to 2009, DepED          226 

Table B-23. Percentage of new entrants to primary education with no ECD experience (Data from Public and Private Schools), 2006 to 2010 (BEIS) 

 
 2006 2010 

  Male Female Total Male Female Total 

            
Total 37.95 36.39 37.22 33.76 32.37 33.11 
            

Region I – Ilocos 27.84 25.23 26.62 12.51 10.53 11.59 
Region II - Cagayan Valley 30.87 28.12 29.60 20.94 18.71 19.91 
Region III - Central Luzon 27.96 25.33 26.73 24.55 22.03 23.38 
Region IVA - CALABARZON 37.75 34.90 36.41 32.98 29.83 31.51 
Region IVB – MIMAROPA 39.77 37.54 38.74 24.82 22.28 23.66 
Region V – Bicol 37.08 34.56 35.92 21.58 18.78 20.30 
Region VI - Western Visayas 12.46 11.80 12.16 43.31 43.22 43.27 
Region VII - Central Visayas 27.35 25.36 26.43 47.95 47.60 47.79 
Region VIII - Eastern Visayas 41.33 39.16 40.32 49.48 48.89 49.21 
Region IX - Zamboanga Peninsula 55.01 53.65 54.38 34.87 32.91 33.98 
Region X - Northern Mindanao 35.24 33.45 34.41 29.02 27.08 28.14 
Region XI - Davao 41.72 39.24 40.58 28.69 26.61 27.75 
Region XII - SOCCSKSARGEN 41.24 39.95 40.63 29.99 27.79 28.97 
National Capital Region 35.02 31.06 33.14 30.32 27.24 28.87 
Cordillera Administrative Region 32.62 30.44 31.61 16.44 15.24 15.89 
Autonomous Region in Muslim Mindanao 96.76 96.53 96.64 73.38 73.77 73.58 
Region XIII - Caraga 52.45 50.03 51.34 25.02 21.13 23.26 
              

 

  



Table B-24. Repetition rates by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2012 (BEIS) 

Source: BEIS 2005 to 2009, DepED          227 

 2006 2010 

  Primary Education Secondary Education Primary Education Secondary Education 

  1 2 3 4 5 6 1 2 3 4 1 2 3 4 5 6 1 2 3 4 

                                  
MALE                                 

Region I - Ilocos 5.28 2.58 1.47 0.97 0.70 0.32 2.84 3.05 2.73 1.16 4.72 2.08 1.04 0.54 0.48 0.20 3.09 3.08 2.66 1.03 
Region II - Cagayan Valley 4.70 2.56 1.59 1.16 0.86 0.32 1.76 2.37 1.65 0.71 4.13 2.09 1.17 0.78 0.77 0.22 2.11 2.11 1.68 0.75 
Region III - Central Luzon 3.22 1.38 0.88 0.57 0.46 0.26 4.17 3.99 3.07 1.28 3.32 1.32 0.83 0.58 0.52 0.21 4.73 4.29 3.71 1.73 
Region IVA - CALABARZON 4.02 2.20 1.47 1.17 0.97 0.49 4.80 4.75 3.86 1.77 3.65 1.89 1.18 0.85 0.75 0.34 4.86 4.70 3.93 1.48 
Region IVB - MIMAROPA 7.97 4.77 3.31 2.50 1.96 0.91 5.36 6.87 4.29 2.14 9.02 4.63 3.04 1.99 1.61 0.54 4.87 4.52 4.39 2.06 
Region V - Bicol 11.08 6.58 4.41 2.96 2.36 1.07 6.36 6.76 4.44 1.75 12.86 6.59 3.97 2.71 2.11 1.01 6.29 5.93 4.54 1.78 
Region VI - Western Visayas 9.43 5.18 3.75 2.76 2.65 1.27 7.49 8.21 5.58 2.61 9.77 4.84 2.98 2.51 2.16 1.16 8.32 7.25 5.61 2.58 
Region VII - Central Visayas 14.00 7.80 6.09 4.82 4.38 2.21 10.38 9.17 6.32 3.27 12.54 6.59 4.52 3.59 3.31 1.75 9.49 7.65 5.46 2.21 
Region VIII - Eastern Visayas 4.76 2.80 2.20 1.74 1.50 0.94 5.45 6.13 4.22 2.08 4.31 2.39 1.80 1.28 1.07 0.58 6.53 6.39 4.80 2.34 
Region IX - Zamboanga Peninsula 5.01 2.91 2.17 1.62 1.48 0.83 4.62 4.91 3.53 1.39 4.55 2.73 1.67 1.07 0.90 0.45 5.05 4.40 3.61 1.21 
Region X - Northern Mindanao 6.76 4.47 3.56 2.36 2.02 1.08 6.21 5.98 4.14 2.14 6.77 3.52 2.47 1.73 1.45 0.73 6.09 5.68 3.88 1.56 
Region XI - Davao 5.57 3.12 1.97 1.52 1.13 0.63 4.66 5.43 3.80 2.03 6.36 3.41 2.05 1.41 1.30 0.62 6.64 5.86 4.72 1.96 
Region XII - SOCCSKSARGEN 5.39 3.42 2.52 1.62 1.48 0.77 5.76 5.25 3.53 1.44 4.63 2.81 1.78 1.31 1.16 0.48 5.54 5.27 3.72 1.36 
National Capital Region 3.95 1.87 1.40 1.20 1.08 0.54 6.68 6.68 5.11 1.94 3.75 1.74 1.32 0.95 0.82 0.49 6.44 5.59 4.55 2.08 
Cordillera Administrative Region 7.10 4.59 3.66 3.06 2.19 0.81 5.55 4.51 3.60 1.56 7.40 4.23 2.91 1.95 2.03 0.60 5.19 4.28 2.75 0.97 
Autonomous Region in Muslim Mindanao 1.84 1.19 0.97 0.99 0.94 0.48 1.64 1.13 1.26 0.80 1.12 0.79 0.61 0.51 0.43 0.25 1.71 1.35 1.17 0.95 
Region XIII - Caraga 6.45 3.64 2.51 1.72 1.37 0.67 3.79 3.66 3.02 1.32 5.38 2.63 1.54 0.93 0.76 0.36 3.51 3.76 2.75 1.15 

                                  
FEMALE                                 

Region I - Ilocos 3.30 1.21 0.75 0.42 0.29 0.14 0.72 0.68 0.71 0.24 2.72 0.94 0.43 0.28 0.18 0.07 0.69 0.59 0.53 0.22 
Region II - Cagayan Valley 3.11 1.28 0.79 0.43 0.36 0.09 0.72 0.91 0.59 0.25 2.66 0.95 0.59 0.28 0.25 0.14 0.54 0.49 0.45 0.28 
Region III - Central Luzon 2.11 0.65 0.38 0.29 0.24 0.14 1.33 1.31 1.04 0.47 2.13 0.62 0.38 0.26 0.19 0.09 1.39 1.45 1.29 0.62 
Region IVA - CALABARZON 2.68 1.06 0.70 0.50 0.41 0.19 1.22 1.35 1.37 0.55 2.37 0.86 0.53 0.37 0.30 0.15 1.29 1.42 1.46 0.57 
Region IVB - MIMAROPA 5.53 2.35 1.51 0.91 0.81 0.38 2.08 2.85 1.63 0.86 5.90 2.29 1.34 0.84 0.60 0.23 1.30 1.33 1.19 0.68 
Region V - Bicol 8.01 3.37 2.05 1.26 0.93 0.45 2.07 2.12 1.20 0.55 8.94 3.49 1.80 1.04 0.80 0.44 1.81 1.51 1.29 0.51 
Region VI - Western Visayas 6.27 2.53 1.60 1.16 1.00 0.41 2.03 2.14 1.56 0.80 6.21 2.13 1.22 0.96 0.73 0.37 1.86 1.80 1.62 0.72 
Region VII - Central Visayas 9.26 3.79 2.71 2.12 1.78 0.86 3.83 3.14 2.29 1.02 8.29 3.05 1.76 1.29 1.17 0.57 2.88 2.50 2.13 0.84 
Region VIII - Eastern Visayas 3.45 1.40 1.10 0.75 0.60 0.27 1.60 1.87 1.19 0.64 2.78 1.27 0.84 0.55 0.39 0.21 1.93 1.62 1.39 0.63 
Region IX - Zamboanga Peninsula 4.08 1.89 1.29 0.94 0.78 0.52 1.52 1.89 1.38 0.46 3.58 1.59 0.95 0.51 0.37 0.21 1.56 1.70 1.48 0.48 
Region X - Northern Mindanao 4.95 2.58 1.74 1.25 1.03 0.44 2.21 2.11 1.32 0.88 4.87 1.94 1.17 0.75 0.66 0.32 1.78 1.61 1.38 0.46 
Region XI - Davao 4.22 1.68 1.04 0.67 0.52 0.29 2.01 2.22 1.46 0.97 4.69 1.77 0.95 0.60 0.49 0.23 2.21 1.86 1.63 0.72 
Region XII - SOCCSKSARGEN 3.93 1.81 1.33 0.75 0.62 0.23 2.13 1.78 1.12 0.54 3.29 1.60 0.82 0.45 0.44 0.21 1.72 1.66 1.30 0.58 
National Capital Region 2.55 0.88 0.61 0.56 0.44 0.21 2.18 2.18 2.20 0.87 2.29 0.88 0.59 0.43 0.33 0.20 2.15 2.13 2.10 0.92 
Cordillera Administrative Region 4.84 2.35 1.73 1.48 0.84 0.45 1.86 1.29 1.23 0.50 4.72 2.12 1.34 0.69 0.61 0.20 1.20 1.03 0.86 0.26 
Autonomous Region in Muslim Mindanao 1.52 1.08 0.92 0.70 0.69 0.44 0.98 0.73 0.76 0.62 0.97 0.64 0.41 0.35 0.26 0.15 1.12 0.99 0.91 0.71 
Region XIII - Caraga 4.72 1.93 1.13 0.87 0.64 0.35 1.41 1.26 0.86 0.44 3.81 1.37 0.68 0.43 0.27 0.09 1.05 1.30 0.75 0.53 

                                  
TOTAL                                 

Region I - Ilocos 4.36 1.93 1.13 0.71 0.50 0.23 1.82 1.85 1.70 0.67 3.80 1.54 0.75 0.41 0.34 0.13 1.94 1.87 1.60 0.62 
Region II - Cagayan Valley 3.97 1.95 1.20 0.81 0.61 0.21 1.24 1.61 1.09 0.46 3.45 1.55 0.89 0.54 0.52 0.18 1.34 1.30 1.05 0.50 
Region III - Central Luzon 2.70 1.03 0.64 0.43 0.35 0.20 2.79 2.63 2.03 0.85 2.77 0.99 0.61 0.42 0.36 0.15 3.12 2.88 2.49 1.15 
Region IVA - CALABARZON 3.40 1.65 1.10 0.84 0.70 0.34 3.05 3.03 2.57 1.12 3.05 1.40 0.86 0.61 0.53 0.24 3.13 3.07 2.67 1.00 
Region IVB - MIMAROPA 6.85 3.62 2.44 1.72 1.39 0.65 3.75 4.77 2.87 1.44 7.60 3.52 2.22 1.43 1.12 0.38 3.12 2.92 2.74 1.33 
Region V - Bicol 9.66 5.06 3.28 2.13 1.65 0.75 4.21 4.32 2.71 1.09 11.08 5.14 2.93 1.90 1.47 0.73 4.12 3.72 2.86 1.10 
Region VI - Western Visayas 8.00 3.93 2.72 1.98 1.84 0.83 4.81 5.10 3.46 1.63 8.16 3.57 2.14 1.76 1.47 0.76 5.26 4.58 3.59 1.60 
Region VII - Central Visayas 11.84 5.92 4.47 3.49 3.09 1.52 7.14 6.07 4.17 2.03 10.61 4.94 3.19 2.48 2.27 1.16 6.35 5.06 3.73 1.48 
Region VIII - Eastern Visayas 4.15 2.13 1.67 1.25 1.04 0.59 3.52 3.90 2.59 1.30 3.60 1.87 1.34 0.92 0.73 0.39 4.28 3.99 3.02 1.43 
Region IX - Zamboanga Peninsula 4.58 2.43 1.74 1.28 1.12 0.67 3.04 3.31 2.37 0.87 4.11 2.19 1.32 0.79 0.63 0.33 3.31 3.02 2.49 0.81 
Region X - Northern Mindanao 5.93 3.57 2.68 1.82 1.53 0.75 4.20 3.96 2.63 1.45 5.90 2.77 1.84 1.25 1.06 0.52 3.98 3.61 2.57 0.97 
Region XI - Davao 4.95 2.43 1.52 1.10 0.83 0.45 3.32 3.73 2.55 1.45 5.60 2.63 1.52 1.02 0.90 0.42 4.45 3.83 3.12 1.30 
Region XII - SOCCSKSARGEN 4.70 2.64 1.94 1.18 1.05 0.49 3.95 3.43 2.25 0.95 4.01 2.24 1.30 0.88 0.80 0.34 3.65 3.43 2.46 0.95 



Table B-24. Repetition rates by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2012 (BEIS) 

Source: BEIS 2005 to 2009, DepED          228 

 2006 2010 

  Primary Education Secondary Education Primary Education Secondary Education 

  1 2 3 4 5 6 1 2 3 4 1 2 3 4 5 6 1 2 3 4 
National Capital Region 3.29 1.39 1.02 0.89 0.77 0.38 4.53 4.53 3.62 1.38 3.06 1.32 0.97 0.70 0.58 0.35 4.37 3.87 3.31 1.48 
Cordillera Administrative Region 6.06 3.54 2.73 2.30 1.53 0.62 3.72 2.80 2.30 0.97 6.17 3.24 2.16 1.34 1.34 0.40 3.24 2.63 1.75 0.58 
Autonomous Region in Muslim Mindanao 1.68 1.13 0.94 0.84 0.81 0.46 1.28 0.91 0.98 0.70 1.04 0.71 0.51 0.42 0.34 0.20 1.38 1.15 1.02 0.81 
Region XIII - Caraga 5.66 2.83 1.85 1.30 1.00 0.51 2.59 2.41 1.86 0.84 4.67 2.04 1.13 0.68 0.52 0.22 2.30 2.53 1.72 0.83 
                                          

 

  



Table B-24. Repetition rates by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2012 (BEIS) 

Source: BEIS 2005 to 2009, DepED          229 

 2012 

  Primary Education Secondary Education 

  1 2 3 4 5 6 1 2 3 4 

                  

MALE                 

Region I - Ilocos 3.44 2.05 1.14 0.56 0.52 0.24 2.08 2.31 2.40 1.09 
Region II - Cagayan Valley 2.04 1.65 0.79 0.62 0.52 0.15 1.78 1.90 1.87 0.68 
Region III - Central Luzon 2.33 1.46 0.87 0.63 0.51 0.25 3.55 3.04 2.75 1.16 
Region IVA - CALABARZON 1.12 1.65 1.04 0.74 0.70 0.27 2.32 2.46 2.41 0.90 
Region IVB - MIMAROPA 3.02 4.08 2.65 1.69 1.31 0.48 2.68 2.98 2.49 1.12 
Region V - Bicol 4.10 5.03 3.02 1.74 1.36 0.66 4.05 3.59 3.48 1.41 
Region VI - Western Visayas 2.28 3.52 2.04 1.62 1.41 0.76 4.93 5.41 4.71 1.83 
Region VII - Central Visayas 3.82 4.68 3.24 2.52 2.25 1.21 6.09 4.92 4.11 1.55 
Region VIII - Eastern Visayas 4.51 2.69 1.70 1.37 1.24 0.67 5.92 5.68 4.84 2.30 
Region IX - Zamboanga Peninsula 2.41 2.70 1.66 1.15 1.12 0.52 4.09 3.61 3.47 1.34 
Region X - Northern Mindanao 5.25 3.45 2.38 1.58 1.39 0.73 4.73 4.19 3.64 1.59 
Region XI - Davao 4.78 4.24 2.53 1.71 1.48 0.79 4.83 4.10 3.46 1.52 
Region XII - SOCCSKSARGEN 2.27 2.35 1.58 1.05 0.96 0.37 4.43 4.05 3.39 1.24 
National Capital Region 1.95 1.54 1.07 0.80 0.74 0.28 4.20 3.71 3.37 1.61 
Cordillera Administrative Region 3.65 3.03 2.12 1.66 1.29 0.42 3.24 2.73 2.32 0.74 
Autonomous Region in Muslim Mindanao 2.26 1.49 1.22 0.93 0.81 0.43 1.61 1.90 1.43 1.04 
Region XIII - Caraga 3.85 2.79 1.64 0.92 0.78 0.38 2.87 2.75 2.56 0.96 

            

FEMALE           

Region I - Ilocos 1.88 0.83 0.37 0.22 0.22 0.10 0.47 0.51 0.50 0.32 
Region II - Cagayan Valley 1.07 0.70 0.30 0.21 0.15 0.06 0.51 0.39 0.41 0.20 
Region III - Central Luzon 1.46 0.64 0.39 0.25 0.20 0.10 1.13 1.04 1.02 0.37 
Region IVA - CALABARZON 0.68 0.73 0.44 0.33 0.26 0.12 0.70 0.81 0.82 0.32 
Region IVB - MIMAROPA 1.78 2.05 1.11 0.62 0.48 0.16 0.65 0.59 0.68 0.31 
Region V - Bicol 2.74 2.34 1.22 0.62 0.41 0.20 0.94 0.86 0.90 0.34 
Region VI - Western Visayas 1.34 1.51 0.77 0.51 0.38 0.23 1.06 1.19 1.35 0.59 
Region VII - Central Visayas 2.24 1.96 1.26 0.83 0.66 0.34 1.64 1.46 1.41 0.61 
Region VIII - Eastern Visayas 2.64 1.35 0.70 0.50 0.46 0.21 1.52 1.39 1.34 0.75 
Region IX - Zamboanga Peninsula 1.54 1.25 0.70 0.48 0.38 0.21 1.14 1.12 0.97 0.50 
Region X - Northern Mindanao 3.30 1.82 0.95 0.67 0.54 0.27 1.40 1.23 1.17 0.42 
Region XI - Davao 3.05 2.12 1.02 0.68 0.56 0.26 1.27 1.39 1.13 0.59 
Region XII - SOCCSKSARGEN 1.53 1.18 0.64 0.40 0.33 0.13 1.46 1.21 1.04 0.57 
National Capital Region 1.22 0.74 0.43 0.32 0.26 0.16 1.43 1.59 1.55 0.82 
Cordillera Administrative Region 2.15 1.33 0.56 0.47 0.39 0.16 0.63 0.65 0.60 0.17 
Autonomous Region in Muslim Mindanao 1.81 1.08 0.85 0.60 0.50 0.26 0.82 1.00 0.79 0.65 
Region XIII - Caraga 2.30 1.39 0.61 0.42 0.28 0.21 0.90 0.67 0.64 0.30 

            

TOTAL           

Region I - Ilocos 2.73 1.47 0.78 0.39 0.38 0.17 1.31 1.44 1.45 0.70 
Region II - Cagayan Valley 1.59 1.21 0.56 0.42 0.34 0.11 1.16 1.15 1.12 0.43 
Region III - Central Luzon 1.93 1.07 0.64 0.45 0.36 0.18 2.38 2.06 1.88 0.75 
Region IVA - CALABARZON 0.92 1.21 0.75 0.54 0.48 0.19 1.53 1.65 1.61 0.60 
Region IVB - MIMAROPA 2.46 3.13 1.92 1.18 0.90 0.32 1.69 1.80 1.55 0.69 
Region V - Bicol 3.49 3.78 2.17 1.20 0.90 0.43 2.55 2.22 2.14 0.84 
Region VI - Western Visayas 1.86 2.58 1.43 1.08 0.91 0.50 3.08 3.37 3.01 1.19 
Region VII - Central Visayas 3.11 3.41 2.30 1.71 1.47 0.77 3.95 3.21 2.72 1.05 
Region VIII - Eastern Visayas 3.67 2.06 1.23 0.95 0.86 0.44 3.80 3.54 3.02 1.47 



Table B-24. Repetition rates by grade at the primary and secondary level of education (Data from Public and Private Schools), 2006 to 2012 (BEIS) 

Source: BEIS 2005 to 2009, DepED          230 

Region IX - Zamboanga Peninsula 2.02 2.02 1.20 0.82 0.75 0.36 2.60 2.33 2.15 0.89 
Region X - Northern Mindanao 4.37 2.68 1.70 1.14 0.97 0.49 3.08 2.70 2.36 0.97 
Region XI - Davao 4.00 3.25 1.81 1.21 1.02 0.52 3.06 2.72 2.23 1.02 
Region XII - SOCCSKSARGEN 1.92 1.80 1.13 0.73 0.65 0.25 2.94 2.61 2.17 0.88 
National Capital Region 1.60 1.16 0.76 0.57 0.51 0.28 2.86 2.67 2.44 1.20 
Cordillera Administrative Region 2.97 2.24 1.38 1.09 0.85 0.29 1.98 1.68 1.43 0.43 
Autonomous Region in Muslim Mindanao 2.03 1.28 1.02 0.76 0.64 0.33 1.16 1.38 1.06 0.81 
Region XIII - Caraga 3.15 2.14 1.14 0.68 0.53 0.29 1.88 1.70 1.58 0.62 
            

 



Table B-25. Transition rate from primary to secondary education, 2006 to 2010 (BEIS) 

Source: BEIS 2005 to 2009, DepED          231 

 
 2006 2007 2008 2009 2010 

  Male Female Total Male Female Total Male Female Total Male Female Total Male Female Total 

Transition rate to 
secondary 
education 

96.06 95.41 95.73 97.68 97.37 97.52 96.70 96.34 96.52 96.13 100.84 98.48 98.74 98.17 98.45 

                                



Table B-26. Percentage of pupils in schools with basic resources (Data from DepEd-supervised Schools), 2005 to 2009 (BEIS) 

Sources: BEIS 2005 to 2009, DepEd          232 

 
  2005 2009 

    

Electricity* 
Running 
water* 

Sufficient 
writing & 

sitting 
places 

Sufficient 
number of 
toilets for 

boys 

Sufficient 
number of 
toilets for 

girls 

Electricity* 
Running 
water* 

Sufficient 
writing & 

sitting 
places 

Sufficient 
number of 
toilets for 

boys 

Sufficient 
number of 
toilets for 

girls 

Primary and preprimary pupils               
  Total    29.75 67.95 61.77 90.15 90.82 24.54 66.14 60.19 
  Region I - Ilocos    35.61 88.79 84.36 98.25 98.00 32.10 91.02 87.84 
  Region II - Cagayan Valley    51.10 81.40 76.26 91.42 92.18 45.64 83.95 80.42 
  Region III - Central Luzon    34.46 83.09 80.28 98.04 98.51 31.34 85.04 82.06 
  Region IVA - CALABARZON    30.01 71.90 71.07 97.82 97.63 28.81 71.97 72.29 
  Region IVB - MIMAROPA    19.47 74.78 68.84 82.97 89.14 21.31 69.57 67.34 
  Region V - Bicol    12.65 70.33 63.25 86.38 82.80 15.11 68.93 65.33 
  Region VI - Western Visayas    38.59 69.99 64.75 92.40 93.85 33.73 74.37 71.42 
  Region VII - Central Visayas    33.59 69.63 65.34 93.40 92.68 27.61 65.97 64.49 
  Region VIII - Eastern Visayas    46.26 73.10 69.99 84.08 80.42 30.04 64.86 62.17 
  Region IX - Zamboanga Peninsula    38.45 55.96 47.81 82.50 80.23 30.46 44.72 39.36 
  Region X - Northern Mindanao**    30.10 79.57 77.49    20.63 72.86 72.50 
  Region XI - Davao    29.60 79.41 72.74 88.85 91.97 23.67 77.25 75.38 
  Region XII - SOCCSKSARGEN    21.68 68.80 63.51 82.55 87.30 16.97 55.97 49.71 
  National Capital Region    6.48 28.90 12.21 99.74 99.40 4.09 40.98 11.76 
  Cordillera Administrative Region    63.02 67.79 47.54 87.94 92.23 51.17 64.13 48.55 
  Autonomous Region in Muslim Mindanao    8.04 20.81 12.22 58.08 71.42 3.43 16.52 10.28 
  Region XIII - Caraga    56.51 84.77 85.16 88.10 80.02 33.57 67.38 66.63 
                 
Secondary students               
  Total    17.73 34.90 17.77 97.75 96.45 24.65 41.01 24.00 
  Region I - Ilocos    25.82 45.84 23.32 99.29 99.20 31.75 51.67 34.97 
  Region II - Cagayan Valley    26.62 56.67 28.39 93.70 94.55 33.20 66.08 43.13 
  Region III - Central Luzon    21.18 23.82 10.50 99.58 99.76 27.54 32.90 18.43 
  Region IVA - CALABARZON    18.08 33.12 20.90 99.50 99.06 25.04 40.01 27.31 
  Region IVB - MIMAROPA    14.75 54.62 35.48 95.99 96.88 17.92 62.28 44.62 
  Region V - Bicol    7.96 32.09 15.84 97.68 91.90 18.38 37.08 20.33 
  Region VI - Western Visayas    20.70 37.26 20.75 98.10 96.67 34.96 47.90 31.55 
  Region VII - Central Visayas    19.47 28.44 10.06 98.00 96.04 28.98 32.57 18.49 
  Region VIII - Eastern Visayas    17.43 35.18 13.97 97.68 93.07 25.04 39.74 16.71 
  Region IX - Zamboanga Peninsula    13.85 34.53 24.43 96.40 95.34 26.58 41.87 27.17 
  Region X - Northern Mindanao**    6.42 54.06 39.48    21.24 48.85 40.26 
  Region XI - Davao    17.43 36.88 20.78 98.69 97.97 22.67 45.48 30.85 
  Region XII - SOCCSKSARGEN    18.26 41.93 15.61 95.62 94.45 21.70 46.37 29.83 
  National Capital Region    8.59 20.73 5.65 99.66 99.28 11.41 31.91 5.69 
  Cordillera Administrative Region    47.40 48.93 11.47 96.44 92.99 43.70 47.77 16.99 
  Autonomous Region in Muslim Mindanao    24.70 15.11 2.91 85.33 84.71 5.65 9.48 0.95 
  Region XIII – Caraga    23.80 50.21 28.82 95.68 91.68 44.28 48.94 35.95 

Notes: 
(*) BEIS only started recording information on the availability of electricity and water during SY 2009-2010. 
(**) No data on electricity and water for Region X during SY 2009-2010; ‘Total’ for electricity and water excludes Region X. 



Table B-27. Key Education Expenditure Indicators 

Source: National Statistical Coordination Board, Dr. Rosario Manasan in Financing the MDGs and Inclusive Growth in the Time of Fiscal Consolidation and Jose Ramon G. Albert in 

Measures in Assessing Education in the Philippines         233 

 

  2005 2006 2007 2008 2009 

            

Education spending, general       

Total public expenditure on education as a% of GDP          2.5           2.5           2.6           2.5           2.8  

Total public expenditure on education as a% of total government 
expenditure     26.55      26.55      26.44      25.56      25.82  
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Endnotes 
 
i The basic-education sector is vast. In 2010, more than 13 million pupils were enrolled in about 45,000 elementary schools while 6.5 million 

students were enrolled in 8,450 secondary schools. Elementary schools are largely public while slightly half of secondary schools are 

private (but only 21 per cent of the latter account for secondary-school enrollment). 

iiAccording to the CMF, Dimension 3 is lower secondary age, which according to the International Standard Classification of Education 
(ISCED) refers in the Philippines to ages 12-14.  Since the Philippines does not currently have sub-levels of secondary education, this 
report covers the entire secondary education with the age range of 11-15 year old. 

iiiAccording to the CMF, Dimension 5 is lower secondary school. As was pointed out in previous footnote, this report covers the whole of 
secondary education, since there are currently no sub-levels of secondary schools.  

ivIn the case of household surveys, the metadata included discussions of the data-collection mechanisms, variable definitions, data quality, 

sample size, data dissemination, and other statistical issues. For administrative reporting systems, the inventory provided a brief description 

of the administrative data production chain from school to national aggregates, including limitations on these data sources. The metadata 

provided a starting point for determining what information required for the study is available from both administrative reporting systems and 

household surveys and what data are not available. 

vSee Annex 1. 

vi For selection of the 24 study sites and as per guidance from UNICEF and DepED, a preliminary composite index was generated for all 

school divisions in the country based on equal weights of standardized values of the following indicators: gross enrollment rate for Early 

Childhood Development (ECD), percentage of Grade 1 enrollees with ECD experience, net enrollment rate, repetition rate, and school-

leaver rate sourced from the 2008-2009 BEIS. Across the four zones (Metro Manila, Balance Luzon, Visayas, and Mindanao), one division 

with the worst performance in the resulting index was identified. The identified divisions were Las Piñas in Metro Manila; Tabaco City, Albay, 

in Balance Luzon; San Carlos City, Negros Occidental, in the Visayas; and Davao Oriental in Mindanao. Due to the tight schedule to 

complete the Philippine Country Report and since Tabaco City is calamity-prone especially during the wet season, field work was initiated 

in Balance Luzon in the third week of March 2011. Six schools in Tabaco City were chosen due to their high school-leaver rates and number 

of school leavers. Coordination with the governor of Albay and his staff allowed for ease in the conduct of data- collection activities. The 

commencement of data collection in March also allowed the research team to further improve the research instruments and manner of 

collecting data.   

Remaining field work for Metro Manila, Visayas, and Mindanao was conducted in June and July of 2011. The entire Metro Manila was made 

a zone in itself. In Visayas and Mindanao, a division was selected as a zone based on a revised index, following the suggestion of a Country 

Advisory Committee meeting on March 10, 2011. Due to concerns that the initial index was selecting very urban divisions, the revised index 

suggested included the magnitude of the school leavers aside from the education indicators already mentioned.  Based on the results of 

the revised index, a decision was made to select Negros Oriental and Maguindanao as the zones for Visayas and Mindanao, respectively. 

Rather than select a division in Metro Manila, the whole of Metro Manila was considered a zone. In Metro Manila, Negros Oriental, and 

Maguindanao, four schools/sites with high dropout rates and two schools/sites with low dropout rates were identified per zone. Data from 

schools with low dropout rates were also obtained to give some heterogeneity in the responses of interviewees.  This provided insights on 

what these schools are doing correctly in terms of arresting the problem of indigenous peoples (IPs), multigrade schools, and schools in 

rural, coastal, and mountainous areas. Sites within reasonable travel distance from each other were also considered for field data-gathering 

logistics purposes. 

vii Individual interviews were conducted with 44 parents of five- or six-year-old children not in school, 45 children at risk of dropping out, 47 

children who have already dropped out, 23 principals, and 23 other officials (e.g., daycare-center teachers, ALS coordinators, barangay 

officials, etc.). There were also eight FGDs with teachers (with a total of 62 participants) and eight FGDs with parents of children who have 

dropped out (with a total of 54 parents participating). Educators, including daycare-center teachers, were interviewed because of their 

observations and insights as facilitators of learning in the educational system. Information from children (not in school and those at risk of 

dropping out) and their parents was also gathered to look into the dynamic and associational processes that feed into their current lack of 

attendance in school, especially as far as interest (or lack thereof) in schoolwork is concerned. 

viii The Net Enrollment Rate (NER), also called participation rate, is the ratio of enrollment in a school age range (6 to 11 years old for 
primary school) to the total population of that age range. 

ix Prior to 1995, primary school age entry was seven years old.In 1995, was lowered to six, together with the institutionalization of early 
childhood care and development (ECCD) programs, but NER continued to be computed up to the year 2000 for the population between 
the ages of 7 to 12. From 2001 onwards, DepED revised the definition of primary school age NER to include children in the age group 6-
11 years. 

x Gross Enrollment Rate (GER) refers to total enrollment in a given level of education (e.g., primary) as a percentage of the population, 
which, according to national regulations should be enrolled at this level (i.e., age 6-11 for primary and 12-15 for secondary). 

xiDepED established BEIS in school year 2002/03 as a key instrument for monitoring and evaluation of the basic education sector. BEIS 
data include information on education inputs, including the number of teachers, classrooms, other school facilities, as well as education 
performance indicators for assessing access, internal efficiency, and quality.  

 

                                                 



 

   

                                                                                                                                                                    
xii The BEIS does not provide any information on children that are not in the school system, except for the age-sex distribution of children 
not in school by area. 

xiii The APIS, FLEMMS, and LFS estimate current school attendance rates based on the household respondents’ report as to whether each 
child in the household is currently in school or not. NSO conducts the LFS every quarter. APIS is conducted on years when the triennial 
Family Income and Expenditure Survey (FIES) is not conducted while FLEMMS is generally conducted every five years. APIS and FLEMMS 
are riders to the LFS.   

xiv For the sample surveys, there were errors arising in the estimation of a population parameter (such as true school-attendance rate). 
Sampling error pertains to estimation errors that arise from the use of samples rather than the whole population: survey estimates would 
vary from sample to sample if the protocol of a probability-based selection were to be repeated. Sampling error diminishes when sample 
size increases. Nonsampling error pertains to the types of errors from sources apart from sampling fluctuations. These include measurement 
and response errors, coverage errors, and processing errors. Even the conduct of a full enumeration census would not necessarily assure 
accuracy. Administrative reporting systems and censuses, while covering more than a sample survey, are not immune from nonsampling 
errors, and final estimates are not necessarily more accurate than those arising from sample surveys. When sample sizes increase, 
nonsampling errors do not necessarily diminish.  

xv The 2008 FLEMMS was conducted as a rider to the October 2008 Labor Force Survey (LFS) while the 2008 APIS was a rider to the July 
2008 LFS round. 

xvi The methodology employed by DepED for population projection using data from the 2007 and the 2000 censuses of population was 
approved for use by the National Statistical Coordination Board (NSCB) Technical Committee on Population and Housing Statistics. Further 
refinements were adopted upon the advice of key staff of NSO.  

xvii While it may be true that preprimary education is vital to a child’s development and that primary school-age children (or older) participating 
in preprimary education are different from those not exposed to any schooling, it has to be pointed out that the educational properties of 
preprimary education and the pedagogical qualifications of teaching staff in such programs may not meet the criteria that are applied to 
primary-education staff. The educational properties of nonformal education programs and limited data availability are the main reasons to 
categorize children participating in nonformal education as being out of school. In addition, nonformal education programs are more often 
targeted at older age groups, including adults, than at younger age groups.  

xviii CALABARZON includes the provinces of Cavite, Laguna, Batangas, Rizal and Quezon. 

xix R.A. No. 7658 of October 1993 prohibits employment of children below 15 years of age, except for special cases. 

xx For fiscal year 2011, the government provided DepED a substantial increase in its budget to build new classrooms and to establish 10,000 
new teaching positions. The latter is meant to partially address classroom and teacher shortages although DepED estimates that nearly 
7,000 classrooms and more than 100,000 teacher items would be required for school year 2011-12 (on top of the new classrooms and 
teachers provided) to meet ideal conditions. (Albert 2011b).  

xxiDepED defines completion rate as the proportion of enrollees at the beginning grade or year who reach the final grade or year at the end 
of the required number of years of study. This is, however, an efficiency measure. Alternative measure of completion can be found through 
sample surveys by obtaining the number of persons of an age group (e.g., 11 to 30 years old) who completed the final grade or year in 
relation to the population who completed at least the beginning grade or year. For primary school, this estimate from APIS was 81 per cent 
in 2008. With this measure, boys (78.1 per cent) were found to have a lower completion rate than girls (84.6 per cent) in primary school. 
The World Bank, in its World Development Indicators, defines primary-school completion rate as the percentage of students completing the 
last year of primary school. This is calculated by taking the total number of students in the last grade of primary school minus the number 
of repeaters in that grade and then divided by the total number of children of official graduation age. The World Bank obtains the data for 
this indicator from the UIS, which calls this indicator the gross intake ratio to the last grade of primary education. See, for example, UIS 
Global Education Digest 2011, table 4.  For the Philippines, the World Bank puts primary-school completion rate at 93.7 per cent, with that 
for boys and girls at 90.9 per cent, and 96.8 per cent, respectively.   

xxii The MIMAROPA region is referred to as such, as it comprises Occidental Mindoro, Oriental Mindoro, Marinduque, Romblon, and 
Palawan.  

xxiiiThese provinces include Sulu (1.9 per cent), Maguindanao (7.1 per cent), Lanao del Sur (16.1 per cent), Tawi-tawi (24.2 per cent), 
Zamboanga del Norte (29.3 per cent), Palawan (33.4 per cent), Sultan Kudarat (38.8 per cent), Basilan (38.9 per cent), Davao Oriental 
(41.5 per cent), Biliran (44.1 per cent), Occidental Mindoro (44.4 per cent), Apayao (44.6 per cent), Catanduanes (46.0 per cent), 
Zamboanga del Sur (48.5 per cent), and Zamboanga Sibugay (51.9 per cent).  

xxiv Six-year-old children who are still in preprimary school are considered out-of-school, according to the CMF. 

xxv  TheSOCCSKSARGEN region includes South Cotabato, Cotabato, Sultan Kudarat, Sarangani and General Santos City. 

xxvi Caraga is an administrative region in Mindanao composed of Agusandel Norte, Agusan del Sur, Surigao del Norte, Surigao del Sur and 
Dinagat Islands.  

xxvii Pursuant to R.A. No. 7658, the Philippine Department of Labor and Employment defines ‘child labor’ as "the illegal employment of 
children below the age of fifteen, where they are not directly under the sole responsibility of their parents or legal guardian, or the latter 
employs other workers apart from their children, who are not members of their families, or their work endangers their life, safety, health and 
morals or impairs their normal development including schooling. It also includes the situation of children below the age of eighteen who are 
employed in hazardous occupations." In consequence,   children above 15 years old but below 18 years of age who are employed in non-
hazardous undertakings, as well as children below 15 years old who are employed in exclusive family undertakings where their safety, 
health, schooling and normal development are not impaired, are not engaged in (illegal) ‘child labor’.  

xxviiiAPIS and FLEMMS both ask respondents information on whether or not each household member engaged in work with the following 
question: “Did ____ work or have job or business at any time (during some reference period)?” with APIS referring to the six months prior 
to the survey period, while FLEMMS refers to a whole year prior to the survey. LFS asks the following question about household members: 
“Did ____ do any Work for at Least one Hour during the past week?” 



 

   

                                                                                                                                                                    
xxix In FLEMMS, simple literacy is measured as the ability to read and write while functional literacy is measured by having respondents 
answer the following questions: (1) Full name (2) Address (3) Complete date of birth (4) Highest educational attainment (5) If a kilo of rice 
costs P25.00, how much will two kilos cost? 6) If a kilo of sugar costs P38.00, how much will a half kilo cost? To measure comprehension 
ability, each respondent was also asked to read a paragraph and answer a set of questions. Persons who completed high school or a 
higher level of education are also considered functionally literate. In FLEMMS, simple and functional literacy rates are estimated for the 
population 10 to 64 years old (www.census.gov.ph/data/pressrelease/2010/pr10142tx.html) but in this report, the functional literacy rates 
are computed for children aged 10 to 15 years old.  

xxx A major issue about using overage as the single indicator of risk is inaccurate age data, which is a common problem for both 
administrative and household survey data as was pointed out in the first section. In addition, there are concerns about the assumption that 
being overage places children at greater risk of dropout. Since parents are allowed to decide when to enroll their child in primary school, 
this can arguably reduce the risk of dropping out especially if children may be deemed by parents as not being ready at a particular time to 
enter school. Children who repeat a grade (and who may be part of the overage group) should also not automatically be assumed to be at 
risk of dropping out especially if repeating a grade may allow them to perform better, to catch up with other pupils, and consequently 
complete their schooling. 

xxxiA study by SEAMEO (2007) goes so far as to question whether DepED may be discouraging parents with little education from being 
involved in their child’s education, which is both detrimental to the child’s motivation and disconnects an important segment of the community 
from the local schools. 

xxxiiFor review of institutional reforms, see Bautista et al. (2008) and PHDR 2008/2009 (Chapter 2). 

xxxiiiIt should also be noted that in areas where official birth certificates are hard to come by and where the concept of school readiness is 
not as well-articulated by teachers and principals (such as in Maguindanao), school officials would still use the ‘arm-to-ear’ test to determine 
if a child is old or large enough to attend school. They consider this exercise as a physical indicator of emotional readiness. 

xxxiv See also Bautista (2011). 

xxxv These four interventions include the six target dimensions defined in UNESCO’s Framework for Action to Meet Basic Learning Needs. 

 
 

xxxvii  Presidential Decree No. 1567  

xxxviii  Republic Act No. 6972 

xxxix  Republic Act No. 8980   

xl Strategic Moment of Reflection, UNICEF, April 2010. 
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status of students (i.e., measurement of the height and weight of children, deworming, and community/school food production, among 
others). From school year 2005/06 to 2008/09, the FSP assisted 7,089,917 pupil beneficiaries. The total budget allocation of the FSP 
wasPhP2.9 billion (PhP2.665 billion for the DepED component and PhP270 million for the DSWD component) in 2006 and PhP5.098 
billion(PhP4.013 billion for the DepED component and PhP1.085 for the DSWD component) for the following year. 

xlvi The BFP is a short-term hunger alleviation intervention for school children with no baon (school allowance) and who do not eat 
breakfast before leaving home. The program aims to improve the active learning capabilities of school children. Grade 1 and 2 pupils in 
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possible benefit leakage to nonpoor school children is 62 per cent due to the combination of geographic and institutional targeting. A 
review by DAP (2009) suggested a number of actions to enhance these social-protection schemes: (1) Realign FSP with 4Ps since both 
programs intend to build human capital. Eight provinces were jointly covered by 4Ps and FSP but 10 provinces covered by FSP were not 
covered but by 4Ps; (2) Improve the FSP targeting scheme to reduce leakage. A possible scheme for reducing leakage effects would be 
having nonpoor children pay a minimal amount for the food consumed or received. If properly explained to the parents and children, this 
would serve as an opportunity to teach children to take care of the less fortunate among their peers. 

xlviii http://www.gov.ph/2012/03/16/study-cites-improvement-in-school-enrollment-in-cct-areas 
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