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Chapter 4

International
commitments:
time to act

The high-profile international meetings held in
2005 raised expectations that the major political
commitments and pledges to achieve the Millenium
Development Goals by 2015, including the halving
of world poverty, would translate into significantly
higher levels of better coordinated, better
targeted and more predictable aid. Since basic
education is a priority in these commitments,
Education for All programmes ought to become
important beneficiaries of these renewed
international efforts. So far, promises in support of
EFA have been made for five years. There are ten
years to go before 2015. Commitments need to be
turned into significant international action. In this
context, this chapter reviews recent performance
in aid to education and examines how international
assistance for EFA can be better coordinated. Aid

needs to double now, and its quality must improve.
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The G8 agreed
to cancel all
outstanding
multilateral

debts of eligible
heavily indebted
poor countries
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New but uncertain international
momentum in 2005

Expectations were raised in 2005 that the
international community would step up its
support for the eradication of poverty and the
achievement of the Millennium Development
Goals (MDGs). A number of high-profile reports
made the case for more, better targeted and
better coordinated aid (Table 4.1). The Group

of Eight countries (G8) and other donors made
commitments that should increase aid by
approximately US$50 billion a year by 2010
compared with 2004 when total bilateral aid was
approximately US$80 billion. The G8 also agreed

and endorsed the Fast Track Initiative as a
mechanism for promoting increased and better
aid for education for all.

This chapter reviews the efforts and
achievements made by the donor community
since Dakar to commit additional financial
resources for the expansion of basic education
in low income countries, and the evolution of
the institutional infrastructure which is being
designed in response to calls for more and better
targeted and coordinated aid. The first section
deals with total flows of aid from both bilateral
donors and the multilateral donor agencies to
the education sector in general and to basic
education. Differences in the relative priority given

to cancel all outstanding multilateral debts of
eligible heavily indebted poor countries. The
United Nations World Summit was designed to
reach a set of collective agreements to halve

global poverty by 2015.

Education should benefit from these and
other developments. The G8, for example,
intended to give priority to basic education

to education by individual donors are described,
together with an account of the geographic
distribution of this type of aid. The section ends
with a reference to the potential impact of further
debt relief on education expenditures and a call
for higher levels of more predictable, longer term,
aid. The second section deals with the equally
important set of issues surrounding the

Table 4.1: 2005 — Major international reports

International reports 2005

World Economic Forum:
Global Governance Initiative
Annual Report 2005.

World Bank:
Global Monitoring Report 2005.

Millennium Development Goals:

From Consensus
to Momentum.

Commission for Africa:
Our Common Interest, Report
of the Commission for Africa.

The Millennium Project:
Investing in Development:
A Practical Plan to Achieve the

Millennium Development Goals.

Selected points of relevance for EFA

There has been insufficient action on the education goals (a score of 3 out of 10 for 2004 in
the GGl report). With only a decade left to get all children through six to eight years of primary
school, 2005 is a crucial year for securing much-needed political and financial commitment.

Without faster progress, the MDGs will be seriously jeopardized. Sub-Saharan Africa is off
track on all goals.

Action to achieve the MDGs must be anchored in country-led strategies.

A major scaling up of education and health services is required.

The scaling up of education services requires: rapidly increased supplies of skilled service
providers; increased, flexible and predictable financing for recurrent-cost-intensive services;
and managing the service delivery chain to achieve results.

The Fast Track Initiative should be strengthened. Partners should make monitorable,
long-term commitments to major annual increases in funding for primary education.

Donors and African governments should meet their commitments to EFA, ensuring that
every child goes to school.

Donors should provide an additional US$7-8 billion per year as African governments develop
comprehensive national plans to deliver quality education.

Developing country governments should have development strategies in place by 2006,

bold enough to meet the MDG targets.

These strategies require the scaling up of public investments, capacity-building, domestic
resource mobilization and development assistance. They should provide a framework for
strengthening governance, promoting human rights, engaging civil society and promoting

the private sector.

International donors should identify at least twelve MDG ‘fast track’ countries for a rapid scale
up of ODA in 2005.

Governments should launch ‘quick wins’ strategies (e.g. ending user fees for primary schools),
compensated by increased donor aid as necessary, no later than the end of 2006.

High-income countries should increase ODA to 0.44% GDP by 2006 and 0.54% GDP by 2010, to
support low-income countries with improved ODA quality. Each donor should reach 0.7 percent
no later than 2015.

The UN Secretary-General and the UN Development Group should strengthen the coordination
of UN agencies, funds and programmes to support the MDGs at headquarters and country levels.

Sources: ActionAid (2005); Commission for Africa (2005); IMF/World Bank (2005); Millennium Project (2005a); OECD-DAC (2005¢); UNAIDS (2005); UNICEF (2005b);
United Nations (2005); World Economic Forum (2005); World Bank (20055).
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harmonization and effectiveness of aid. Important
initiatives have been taken over the past year.
These will need to be extended and applied
consistently before their full potential is realized.
The initiatives are described together with
suggestions for their further development.

Aid flows to education

Each year the EFA Global Monitoring Report
analyses the level and the distribution of aid to
education, particularly to basic education.’

At the outset, it needs to be made clear that
some of the reporting practices of donors and
the trends away from discrete project financing
towards broad sectoral and budget support
complicate these analyses, as described in the
sub sections below. While the implications are
not sufficient to undermine any of the major
conclusions, further effort to more accurately
report aid flows would increase the accuracy of
assessments of aid needs and gaps, and also

International reports 2005

provide a more complete picture of the donor
support for the achievement of EFA. Fora
glossary of the terms on types of aid, donors
and data presentation, see the introduction
to the annex on aid data (p. 408).

Total aid — moving in the right direction

Total net Official Development Assistance (0DA)
increased by 4% in real terms from 2002 to 2003
(Figure 4.1) and by a further 5% (preliminary data)
from 2003 to 2004.2 The 2004 estimate of

US$79 billion (at current prices) is the highest
level of ODA ever recorded in either real or
nominal terms,3 though as a share of the gross
national income of DAC member countries
(0.25%] it is still well below the average level
recorded up to the early 1990s (0.33%). Three
quarters of total ODA is contributed directly by
donor countries and one quarter is distributed
through the multinational agencies. Donors
represented in the OECD’s Development
Assistance Committee (OECD-DAC] contributed
over 95% of reported bilateral aid flows.4

Selected points of relevance for EFA

Report of the UN Secretary
General: In Larger Freedom:
Towards Development, Security
and Human Rights for All.

OECD-DAC: The Paris Declaration
on Aid Effectiveness.

UN AIDS: AIDS in Africa;
Three Scenarios to 2025.

UNICEF: Progress for Children:
A Report Card on Gender Parity
and Primary Education.

ActionAid International: Real Aid;
An Agenda for Making Aid Work.

Broad-based actions should be taken to achieve the MDG goals backed by a doubling of global
development assistance in the next few years.

Developed countries that have not already done so should establish timetables to achieve

the 0.7% of ODA target no later than 2015, starting with significant increases no later than 2006
and reaching 0.5% by 2009.

Far-reaching and monitorable actions to reform the ways we deliver and manage aid as we

look ahead to the UN five-year review of the Millennium Declaration and the MDGs.

An acceleration in the pace of change by implementing, in a spirit of mutual accountability, the
Partnership Commitments [on Ownership, Alignment, Harmonization and Managing for Results]
Internationally, we call on the partnership of donors and partner countries ... to broaden partner
country participation and, by the end of 2005, to propose arrangements for the monitoring of
the Declaration’s commitments.

Major increases in spending will be needed to produce significantly better outcomes to curb
the spread of HIV, extending treatment access and mitigating impact — but more resources
without effective coordination ... may do more harm than good.

Measures to improve the status of women are needed, such as universal education for girls.
The resilience of communities to care for orphaned children has been considerable, but

the ongoing, cyclical nature of the AIDS crisis means that this may be worn away. Investing
in children as a resource for the future, and in keeping their parents uninfected and alive,
contributes significantly to the overall outcome of the epidemic.

It is still possible that by 2015 every girl and boy in the world will attend and complete
primary school. The litmus test remains the elimination of gender disparity in primary
and secondary education by the end of 2005, or as soon as possible thereafter.

There are three major initiatives ... straining to achieve the education goals, each
complementing the other... the Fast Track Initiative, UNICEF's '25 by 2005° Initiative,
and the United Nation's Girls Education Initiative.

Aid donors must commit to providing at least 0.7% of their national income in ‘real aid’,
by 2010 at the latest. There must be a new international aid agreement, in which donors
and recipients are held mutually accountable.

The 2004 estimate
of USS$79 billion

is the highest
level of ODA

ever recorded

1. The EFA Global Monitoring
Report draws primarily on
the online databases of the
International Development
Statistics (IDS) of the OECD's
Development Assistance
Committee (DAC): the DAC
database and the CRS
database. This year the
analysis benefits from close
cooperation with the
Secretariat of the Fast Track
Initiative, based at the World
Bank.

2. In this Report, aid data are
expressed in constant 2002
US dollars, unless otherwise
indicated (see introduction to
the annex on aid data for
details).

3. As reported by OECD-DAC
on 11 April 2005 (OECD-DAC,
2005d). This increase is
accounted for primarily by
new contributions to
international organizations by
the DAC members, aid to
Afghanistan and Iraq and
increases in technical
cooperation grants.

4. Itis, however, important to
note that China and India
appear to be giving
increasing amounts of aid,
though they have disclosed
no aggregate figures.
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Least developed
countries receive
just one-third

of total ODA
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Figure 4.1: Total ODA 1990-2003
(net disbursements in constant 2002 US$ billions)
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Source: DAC online database (OECD-DAC 2005¢, Table 2a).

Figure 4.2: Proportion of ODA to least developed countries
in total ODA, 1990-2003
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Source: DAC online database (OECD-DAC 2005¢, Table 2a).

Debt relief and technical cooperation, neither
of which necessarily increases resources directly
available to developing countries, accounted for
the major part of the increase in ODA from 2001
to 2003.

The proportion of ODA going to the least
developed countries (LDCs) in 2003 rose by 3.6
percentage points (Figure 4.2),5 largely owing to
a 7.3 percentage point increase in bilateral ODA
to LDCs. However, multilateral donor agencies
allocate a greater share of aid to the LDCs than
do the bilateral donors and, overall, LDCs receive

5. There are fifty Least Devoloped Countries classified by the United
Nations and listed in the DAC's List of Aid Recipients. The data in
this Report are based on the list as of 1 January 2003
(http://www1.0ecd.org/scripts/cde/members/DACAuthenticate.asp).

just one-third of total ODA. With some exceptions,
these countries have the poorest EFA indicators.

Bilateral aid to education — partial
recovery since 2000

Five years have passed since the World Education
Forum in Dakar in 2000, but aid data for education
are only available up to and including 2003.
Nevertheless, this allows an initial assessment
of whether international commitments to
education made at Dakar, the UN Millennium
Summit, Kananaskis® and Monterrey” have
resulted in higher aid flows. More recent
commitments in 2005 are assessed in the last
section of this chapter.

As last year's Report anticipated, bilateral aid
to education increased in 2003 to US$4.65 billion,
a 31% real increase over its 2000 low of
US$3.55 billion, but still well below the 1990 high
of US$5.71 billion (Figure 4.3). While the absolute
and real levels increased, education’s share
declined from 8.8% of total ODA in 2002 to 7.4%
in 2003, the lowest figure in the last ten years.

A similar situation characterizes bilateral
aid to basic education. Between 1998 and 2003,
the amount in real terms almost tripled (from
US$0.42 billion to US$1.16 billion) and as
a share of total ODA it increased from 1.0% to
2.2% before falling back somewhat in 2003
(Figure 4.4). Overall, basic education still only
accounts for a small share of total bilateral
aid flows.

The priority given to education generally, and
to basic education, continues to vary considerably
across donors (Table 4.2). From 1999 to 20038
the share of aid to education as a percentage of
overall ODA averaged 9.7%, ranging from 2.8%
(the United States) to 35.7% (New Zealand)
(Table 4.2). The share of basic education in total
education averaged 28.3%, ranging from 1.4%
(Italy) to 88.6% [the United Kingdom). So, while
the overall trend of aid to basic education is
upwards, this is not reflected uniformly in the
aid practice of all DAC members.

6. At the G8 summit in Kananaskis in Canada (2002) it was agreed

that G8 countries would assist developing countries to achieve universal
primary education for all children and equal access to education for girls.
Echoing Dakar, bilateral assistance would increase significantly for
countries that demonstrated a strong and credible policy and financial
commitment to the goals (Canada, 2003).

7. United Nations (2002).

8. Whereas, in previous Reports, two-year annual averages were used,
the data now permit five-year annual averages to be calculated. This
should offset somewhat the effect of fluctuation in aid figures year by
year and allow for a more accurate assessment of trends by donor and
across donors.
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Figure 4.3: Bilateral aid commitments to education, 19990-2003 (amounts in

constant 2002 US$ billions, and the share of education in total bilateral ODA)

Figure 4.5: Contribution of individual DAC countries
to total bilateral aid to education, 1999-2003
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Figure 4.4: Bilateral aid commitments to basic education, 1993-2003 (amounts in
constant 2002 US$ billions, and the share of basic education in total bilateral ODA)

Figure 4.6: Contribution of individual DAC countries
to total bilateral aid to basic education, 1999-2003
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It is important to record actual levels of aid as
well as the relative priorities accorded to education
and to basic education. From 1999 to 2003,
France, Japan and Germany accounted for almost
60% of total bilateral aid to education (Figure 4.5),
while the United States, the Netherlands, France
and the United Kingdom made up 62% of bilateral
aid to basic education (Figure 4.4). In both
categories there is a high degree of concentration
in a small group of countries.

Overall nearly 60% of bilateral commitments
are for post-secondary education,” twice what is

assigned to basic education (Figure 4.7). Only four
countries (Denmark, the Netherlands, the United
Kingdom and the United States) allocated an
average of over 60% of their sector aid to basic
education between 1999 and 2003, whereas fifteen
DAC countries committed less than 50%.

Six countries (the United Kingdom, the
Netherlands, the United States, Denmark,
Sweden and Norway] give relatively high priority
to basic education in an overall aid portfolio that
accords education relatively low priority
(Figure 4.8]. In contrast, Germany, France, Austria

9. Post-secondary education

includes higher education
and advanced technical and
managerial training (OECD-
DAC, 2002).
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10. These patterns,
based on five-year
averages, broadly
confirm the analysis
in the 2005 EFA Global
Monitoring Report,
which was based on
two-year averages
(see UNESCO, 2004a,
p.191-2).

11. Given the limited
coverage, the data for
Luxembourg should
be interpreted with
caution.
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Table 4.2: Bilateral aid commitments to basic education, 1999-2003

(amount and share of basic education in total ODA)

Amount

(annual average, constant 2002 US$ millions)

Education Basic Total
(total) education? 0DA
France 996.6 1235 4473.0
Japan 851.4 63.1 11636.1
Germany 673.9 66.0 4024.8
United States 298.2 194.0 12708.0
Netherlands 2126 140.3 29304
United Kingdom 207.9 98.1 3057.3
Canada 166.7 50.0 1421.4
Spain 133.5 18.5 1069.2
Norway 103.1 48.1 1156.0
Australia 94.8 21.7 742.6
Austria 73.8 19 4232
Belgium 73.1 5.4 695.9
Sweden 58.6 20.3 1190.0
Denmark 43.0 17.3 848.5
[taly 40.5 0.2 865.5
Ireland* 384 217.3
Portugal 34.1 3.1 236.2
Switzerland 31.0 10.1 7416
New Zealand 288.0 22 94.6
Finland 26.3 3.2 279.2
Luxembourg® 19.3 5.3 90.7
Greeced 18.6 132 112.6
Total DAC Countries 42248 911.5 490141

Notes: Countries are sorted in descending order by the amount of aid to education.

Share Relative priority3
(%) assigned to
Education Basic education Basic
as % of as % of total Education education

total aid! education? aid aid
24.3 154 25 0.5
7.9 12.7 0.8 0.4
19.0 10.3 2.0 0.4
28 67.4 0.3 24
8.1 78.4 0.8 28
7.3 88.6 0.8 3.1
12.8 412 1.3 15
13.6 217 1.4 0.8
10.0 56.1 1.0 2.0
14.9 314 1.5 1.1
18.3 2.7 1.9 0.1
115 9.0 1.2 0.3
5.6 59.6 0.6 2.1
5.6 66.6 0.6 24
5.1 1.4 0.5 0.1
18.7 - 1.9 -
16.5 115 1.7 0.4
5.8 43.1 0.6 15
35.7 7.8 37 0.3
1.3 396 1.2 1.4
219 47.0 2.3 17
17.8 44.0 1.8 1.6
9.7 28.3 1.0 1.0

1. The share of education in total ODA less sector unallocable aid, i.e. multi-sector and general programme assistance that is not shown in this table.

These data are different from the share of education shown in Figure 4.3, which are based on total ODA with no differentiation for sector unallocable aid.

2. Aid to basic education in this table is the amount reported directly under this category. It does not include commitments to basic education that may have been
reported under ‘education, level unspecified’. Accordingly, the share of basic education as a proportion of total education aid omits ‘education, level unspecified'.
See the Aid Annex Table 1.1 for the total amount of ‘education, level unspecified’ for each bilateral donor.

3. Relative priority is the ratio between the proportion of total aid assigned to education or basic education by each agency and the mean for all agencies.

The indicator is calculated as follows:

Relative priority assigned to education aid =

> E4, b
> TA;
i=1

EAi TA. i = a DAC country

z where: EA = Education aid
TA = Total aid

The average for all donors is therefore 1. A score above 1 indicates that the donor gives education a higher priority than the average for all donors;
a score below 1 indicates that it gives education a lower priority than the average for all donors.

4. Sub-sector breakdown is not available for Ireland.

5. Data coverage is limited for Luxembourg and Greece; therefore the figures shown here are not comparable with other donors.
(Luxembourg: 1999 and 2000 figures are used for education and basic education. Greece: 2000 and 2003 figures are used for the average for basic education.)

Source: Computed from DAC online database (OECD-DAC 2005¢, Table 5).

and New Zealand give education relatively high
priority, but within this basic education has a low
priority. Canada, Finland and Australia accord
relatively high priority to both.10 A major shift

by France, Germany and Japan towards basic
education would have a significant effect on
overall resource levels, a move that is underway
for France (Box 4.4). If the United States, the
United Kingdom, Germany and Japan were also
to increase their aid to education to over 0.04%
of Gross National Income (GNI), already met by

Luxembourg, France, New Zealand, Norway,
the Netherlands and Ireland (Figure 4.9), the
effect would be dramatic.™

The analysis thus far suggests that in
international commitments the priorities
accorded to education in general, and to basic
education in particular, are not reflected in the
actual level of bilateral aid. However, there are
several reasons to suggest that the data cited
above may be a significant underestimate for
those donor countries that channel a relatively



INTERNATIONAL COMMITMENTS: TIME TO ACT / 111

Figure 4.7: Bilateral commitments to education: sub-sector
breakdown excluding ‘education, level unspecified’, 1999-2003
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Source: Computed from DAC online database (OECD-DAC 2005c, Table 5).

Figure 4.8: Relative priorities given to education and basic education
by each bilateral donor country, 1999-2003
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Figure 4.9: Aid to education and basic education as percentages of GNI, five-year annual averages, 1999-2003
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1. Aid to basic education does not include allocations from ‘education, level unspecified’. Data for Luxembourg are for 1999 and 2000 only;

Greece for 2000 and 2003 only. Ireland does not record data on basic education.

2. Gross National Income (GNI) is used here instead of Gross Domestic Product for reasons of data availability. For DAC countries the two figures are very similar.
Sources: OECD-DAC (2005b), statistical annex of the 2004 Development Co-operation Report, Table 4; and OECD-DAC (2005¢), DAC online database, Table 5.

high proportion of their aid through budget

support.’2 Overall, budget support accounted for
5% of total bilateral ODA in 1999-2003, some of
which went to basic education (Figure 4.10). The

Fast Track Initiative (FTI) Secretariat estimates
that 15% of budget support can be ascribed to
education, half of which goes to basic education T Ses e Tredmetion
(FTI Secretariat, 2004). Based on the data to the annex on aid data.
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% of total ODA

Figure 4.10: Proportion of budget support in total ODA, Table 4.3: Comparison between commitments and disbursements
1999-2003, by type of donor (current US$ millions)
Commitments Disbursements
% annual average
1999-2000 | 20012002 2003 2001 2002 2003
20 Multilateral donors Aid for education
Australia 160.4 46.9 100.8 116.7 9038 81.2
Austria 91.1 63.4 75.6 72.0 20.9 76.4
T8 o s Al e N Germany 645.9 633.0 982.3 2236 630.7 10018
onors
Netherlands 159.5 267.6 126.6 85.2 213.8 187.3
Sweden 34.1 55.6 153.6 M5 50.0 74.0
10 fer W e S . §
’ United Kingdom 2325 157.3 313.0 106.7 101.4 173.4
Bilateral donors Aid for basic education
S o (DAC countries) .. Australia 138 204 66.4 28 210 2538
Austria 25 09 34 0.7 104 3.1
0 : : : : : Germany 72.0 58.0 86.5 69.7 60.4 84.0
1999 2000 2001 00 2003 Netherlands 85.89 195.6 445 36.8 142.5 975
Sweden 18.3 232 437 18.6 127 267
Source: CRS database (OECD-DAC, 2005¢, Tables 1 and 2). Hiifedihgdom UGS G5 2 6 65 20y
Source: OECD-DAC (2005a).
Figure 4.11: Share of disbursements in 2003 for education by Australia, Sweden and the United Kingdom, by original year of commitments
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available from the CRS database pertaining

to budget support, this would represent an
additional US$466 million from DAC countries
and US$337 million from multilateral donors
going to education as a whole in 2003.

In addition, twelve DAC countries report
allocating an average of more than 20% of their
aid to education as general budget support, or
‘education, level unspecified” in 1999-2003,3 over
a third for the United Kingdom, Japan, Sweden
and Denmark, and almost 70% for Finland.4
Again, accounting for how much of this can be
allocated to basic education is problematic.’
The FTI Secretariat (2004) suggests that most
or all could be assigned to basic education, but
given that continuing education
and scholarships are often found in this category
also this seems a questionable proposition.

Aid to education is also under-represented
to the extent that aid for education and training
activities in other sectors is absent from aid
totals. One estimate for 2003 suggests that
including the aid for education that is reported
under other sectors would increase total
education ODA by 10% (13% for 2001 to 2003).76

Another difficulty posed by the data is that
of comparing commitment levels with disburse-
ments.!7 In Table 4.3, all six countries sampled
show apparent discrepancies between levels of
commitment and disbursement. While the United
Kingdom appears to have disbursed less than it
committed in all three years (2001 to 2003), there
is no apparent common pattern among the other
countries. Part of the aid disbursed by the United
Kingdom in 2003 goes back to commitments
made in the 1990s (Figure 4.11). This suggests
that the United Kingdom is able to make long-
term commitments in ways that do not appear to
be possible in other countries, such as Sweden,
for example, which disbursed over 50% of its 2003
commitment in the same year.18

13. See the introduction to the annex on aid data for the definition
of ‘education, level unspecified” in the IDS database.

14. For DAC countries overall ‘education, level unspecified’ is 24% over
the period 1999-2003 (from 69% in Finland to 3.5% in the United States).
For the top six providers of aid to basic education it is only 3.5% in the
United States but rises to 47% in the United Kingdom.

15. Some of the aid activities reported as ‘education, level unspecified’
can be attributed to education sub-sectors.

16. This is an FTI calculation based on an analysis of the CRS database.

17. The ability to do so is complicated by the fact that some donors report

disbursement figures, whereas others report commitments to OECD-DAC.

18. A variety of factors can explain these patterns, including slow
disbursement, delays in implementation, and carefully scheduled
long-term programming.

Given the importance of good data for
estimating need and predicting aid flows, the
OECD-DAC should continue to encourage its
members to look at ways of reporting their aid
to education more accurately and more precisely.
Current practices are probably leading to an
underestimate of donors’ support for basic
education - a situation which donor country
governments would surely wish to reserve.

Distribution of bilateral aid to
education: the neediest miss out

The regional priorities of most donors reflect
historical and political factors as well as aid
policy. Nine countries allocate over 40% of their
aid to education to sub-Saharan Africa, while
three (Australia, New Zealand and Japan) give
priority to East Asia and the Pacific. Some DAC
members, such as Germany, spread their aid
more broadly (Figure 4.12). It is striking that only
three donors (Norway, Switzerland and the United
Kingdom)] allocate more than 20% of their aid to

The regional

priorities of most

donors reflect
historical and

political factors as
well as aid policy

Figure 4.12: Regional distribution of bilateral aid to education, 1999-2003
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Note: Countries are sorted in descending order by sub-Saharan Africa’s share of total education aid.

Source: Computed from CRS database (OECD-DAC, 2005¢, Table 2).
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education to South and West Asia - which
represent a huge EFA challenge; and most

countries give less than 10%. The Dakar

Framework for Action makes clear that priority
should be given to those countries in greatest
need - sub-Saharan Africa, South Asia, and the
least developed countries. "Accordingly, while no
country in need should be denied international
assistance, priority should be given to these

regions and countries’ (UNESCO, 2000b).
An analysis of the distribution of aid to

education by recipient countries identifies wide
disparities compared to need. Using the EFA
Global Monitoring Report's EFA Development
Index (EDI) as a proxy measure of need, it is
evident that countries with the lowest EDI are not
necessarily accorded priority in aid to education
(Table 4.4). These data confirm other analyses

Table 4.4: Annual average bilateral aid to education and to basic education received
by countries with an Education Development Index (EDI) below 0.8, 1999-2003

(constant 2002 US$)

Country

Chad
Burkina Faso
Niger

Mali
Ethiopia
Mozambique
Yemen
Djibouti
Mauritania
Eritrea
Nepal
Burundi
Senegal
Cote d'Ivoire
Papua New Guinea
Ghana
Bangladesh
Equat. Guinea
Rwanda
Congo
Kenya

India

Lao PDR
Zambia
Morocco
Cambodia
Guatemala

Note: Aid to education and basic education in this table does not include general budget support and

EDI
(2002)
0.439
0.443
0.458
0.492
0.536
0.543
0.622
0.629
0.640
0.652
0.652
0.653
0.653
0.659
0.660
0.662
0.663
0.689
0.715
0.717
0.731
0.741
0.745
0.748
0.749
0.761
0.782

‘education, level unspecified".

Sources: EDI: Annex Table A1; population: statistical annex Table 1 (2002 figures); primary-school-age population: statis-
tical annex Table 5 (2002 figures); aid to education and basic education: CRS online database (OECD-DAC 2005¢, Table 2).

Aid to education

Average amount
received
(millions)

16.0
389
23.0
57.4
54.0
87.1
335
17.8
25.3
215
321
49
719
42.1
39.6
56.9
135.9
5.7
23.3
13.9
412
225.6
20.8
711
163.9
27.3
21.0

Per
inhabitant
19
3.1
2.0
45
0.8
4.7
1.7
25.8
9.0
5.4
1.3
0.7
7.3
2.6
7.1
2.8
09
1.9
2.8
3.8
1.3
0.2
3.8
6.6
55
2.0
1.7

Aid to basic education

Average amount | Per primary-

received
(millions)

125
317
20.0
50.9
38.0
65.6
28.6
9.6
204
184
204
3.8
50.2
26.1
30.7
39.7
71.7
4.0
18.4
7.0
318
138.0
7.0
66.3
68.2
18.8
13.7

school-aged
child
8.8
14.5
10.2
230
33
25.1
8.1
85.0
456
325
6.2
33
311
9.9
34.7
124
42
62.1
13.7
11.0
52
12
9.2
315
18.2
8.4
7.0

that find that aid is not necessarily provided to
the poorest and most needy countries. Rather,
disproportionate volumes go to middle-income
countries with relatively better social indicators,
including primary school enrolment (Baulch,
2004; OECD-DAC, 2005b; Jones et al., 2004).
Although poverty reduction may be an objective,
for many donors it is only one of several
competing objectives, among which geopolitical
and regional considerations appear to be of
decisive significance (Jones et al., 2004).
Moreover, some donors have explicit
commitments to specific groups of countries.
For some [such as Japan and Germany), policy-
making processes involve several agencies with
different mandates and commitments, resulting
in competition over the priorities in aid allocation.

Aid to basic education with a gender focus
declined from 1999 to 2002, although it rose
significantly in 2003. One recent study of DAC
countries concluded that, on average, 13% of aid
to basic education had gender equality as the
principal objective, and about 50% had gender
equality as a significant objective (OECD, 2005a).
However, it is of course not easy to disaggregate
aid by gender, and the picture may be
incomplete.’?

Multilateral aid to education — a
stronger focus on basic education

Between 1990 and 2003, total multilateral ODA
disbursements were between US$13 billion and
US$18 billion per annum (Figure 4.1). Between
1999 and 2003, commitments by the major
multilateral agencies averaged US$15.9 billion
per annum (Table 4.5).

Aid to education averaged US$1.3 billion
(1999-2003), comprising 9.3% of total ODA, a
figure that is broadly comparable with bilateral
agencies (7.4%). But the proportion allocated to
basic education is significantly higher at 62.6%.
The most important multilateral donor to
education is the World Bank, through the
International Development Association (IDA),
which committed an average of US$543 million a
year from 1999 to 2003, accounting for over 40%
of total multilateral commitments. To arrive at
a detailed analysis for the other multilateral
agencies is difficult, given data limitations. In
particular, the European Commission is an

19. Several donors do not report the degree of gender sensitivity in their
aid activities; this is another area where there is a lack of reliable data
(see also: Braithwaite et al., 2003, on European Commission aid; and
Rose and Subrahmanian, 2005, on DFID).
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important donor, whose aid is increasingly Table 4.5: Multilateral ODA: commitments of major donors, five-year annual
through budget support, making it difficult to averages, 1999-2003
,traCk by SeCt,or' World Bank lendlng is discussed Total ODA Aid to education Aid to basic education
in more detail below. A .
. mount Amount Basic
The data on the World Bank [|DA] n (Constant || (constant | Education (constant education as
: : 2002 US$ 2002 US$ as % of 2002 US$ | % of aid to
Table 4.5 are for CO_nCESSIOna_L aS_SIStance only. Donors! millions) millions) | total ODA? millions) | education3
When non-concessional lending is added to IDA
it ts. the fi ise b fact fih IDA4 6783.6 542.9 8.5 196.9 57.8
commitments, : eftigures rise ya actor o ree EC 6695.7 347 1 6.3 128.8 508
or.fo.ur, depending on the year (Figure 4.13).20 AsDF¢ 192407 135. 127 6.9 138
Within an upward trend overall, total annual AfDF4 968.5 907 104 394 735
lending has fluctuated somewhat; for example, UNICEF 601.8 522 11 522 100
from a high of US$2.35 billion in 2003 (after a UNDP 460.2 n 2.7 1.8 46.4
sharp drop in 2000 to US$728 million), the figure IDB Special Fund — - — - -
for 2004 fell back again to US$1.68 billion. — e | ik ES e
Similarly. the sh fed fi in total lendi Nordic Development Fund4 64.6 25 41 0 0
Imitarty, the share of éducation in totat lending, Caribbean Development Bank! ~ 47.9 53 192 1 25
which increased from 4.8% in 2000 to 12.7% in — — — - — -
2003, dropped back to 8.4% in 2004. o : : ' ' :
Fluctuation in [ending is also apparent n Notes: No data are available for the European Commission for 1999 or for the Caribbean Development Bank
. . . for 2001 and 2002. Data for UNDP are for 1999 only. Due to missing data, the total line may not match the total
sub-sector allocations [Flgure 4.1 4—] Prlmary of figures for each donor.
education [a nd not the wider 'basic education’ in 1. There are no comparable data on aid to education for UNESCO. Between 1998 and 2003, annual average

i X . expenditure on education and basic education was US$13.8 million and US$7.6 million respectively (based on
DAC data] fell below 40% in the years Immedlately biannual budget documents). These figures do not include the staff costs and the budgets of UNESCO Institutes.

. 0 2. Education as percentage of total ODA less multi-sector and general programme assistance
after Jomtien (1990), then rose to 50% of the total (which are not shown in 1s table).
in the mid-1990s, but has fallen back to its 1990 3. Basic education as percentage of total education less ‘education level unspecified’ (which is not shown in this table.)

4. Data for grants and concessional loans to developing countries. (IDA is part of the World Bank; AfDF is part

levels in recent years. On the other hand' lendlng of the African Development Bank; AsDF is part of the Asian Development Bank; and the IDB Special Fund is in

for general education increased from 5.8% of the theTL”tEF'ATe”fca”dDe"e'UF’"‘le’;tSa”k-r: e The d aced e diferent

. . . 5. This total is for donors included in this table. The data are based on commitments and are different from
total in 1990 to nearly 40% in 2001. This suggests the disbursements shown in Figure 4.1.
increased lending for sector programmes that Sources: For IDA, AsDF, AfDF, IDB Special Fund and UNDP: CRS online database (OECD-DAC, 2005¢, Table 2).

. . . For other donors: DAC online database (OECD-DAC, 2005¢, Table 5).
include primary and other forms of basic

Figure 4.13: World Bank education lending, amount and as percentage of World Bank total lending per year, 1963-2004
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Development, the latter.
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Figure 4.14: Composition of total World Bank education lending for 1990-2004 education. More recently, however, this share
has started to fall, for reasons that are not

RN R N N B B B B B B B BN B B B © immediately apparent. Notable in the context
of this Report is the extremely low level of

i A R AR R A RRRERREEERE ~lending for adult literacy and non-formal
education (see Chapter 9).

Since 1990, the distribution of both

60% |- S-S (- - A - - - . - B .. - concessionary and non-concessionary World
Bank lending shows that Latin America and the
Caribbean received the largest share, at around

0% 30%. East Asia and the Pacific used to occupy
25% of the total lending, but its share has shrunk
to 8% in the past five years, while lending to Africa
has increased to over 20% (Figure 4.15). South
Asia has never exceeded 20% since 1990.

20% |-

0%
Debt relief, an indirect benefit

US$5.9 billion of the nominal increase in bilateral
aid between 2001 and 2003 was debt relief (World

[¥ General education sector [ Tertiary education

o ofomalcation | Secondany education Bank, 2005b). This debt relief can benefit EFA.
11 Vocational training Primary education For countries to receive irrevocable debt relief
[ Pre-primary education under the Heavily Indebted Poor Countries (HIPC)

Initiative, social sector policy reforms and
associated performance criteria have to be
established (to reach the ‘completion point’].2!
Thus, one possible measure of the benefits of
debt relief is real increases in levels of national
Figure 4.15: Regional distribution of World Bank educational expenditure. At the aggregate level,
education lending (new commitments), annual several HIPC countries have increased

averages, 1990-2004 government expenditure on poverty reduction,??
and indicated that they would use approximately
40% of debt relief for the education sector.
However, preliminary comparisons of total debt
relief and increases in education expenditures
demonstrate no very clear pattern. In sub-
Saharan Africa, HIPC has had a broadly positive
effect on the funding levels of both education and
health, but there is a lack of data to demonstrate
a direct and causal relationship (Hinchliffe,
2004).3

Note: General education sector includes lending to more than one sub-sector.
Source: World Bank (2005a).
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21. According to the World Bank (2005b), by March 2005, fifteen countries
had reached their ‘completion points’, and twenty-seven had reached
their ‘decision points’, at which point they receive interim debt relief.

20 |-

22. The poverty-reducing expenditure of twenty African HIPC countries
is estimated to have increased by US$2.7 billion between 1999 and 2003.
These aggregate figures mask huge variations between countries and
1990-1994 1995-1999 20002004 1990-2004 across years. Thirteen countries showed a significant increase in the
level of poverty-related expenditures; in three, the share remained

. . constant; but there was a decrease in Chad, Ghana, Sao Tome and

B South Asia B Europe and Central Asia Principe, and Zambia (IMF/IDA, 2003, 2004, cited in Hinchliffe, 2004).

M Middle East and North Africa [ East Asia and Pacific - - -

. . ) K 23. For a selection of HIPC African countries between 1998 and 2002,
[0 Latin America and Caribbean I Africa the percentage of GDP devoted to education increased regularly from
3.0% to 4.2% [average for nineteen countries), and the share of education
in total government expenditures rose from 12.8% to 15.5% (average
for twenty-one countries). This suggests that ‘in the period since the
reform of the HIPC initiative in 1999, expenditures on education and
health in a large majority of African HIPCs have increased faster
Source: World Bank (2005a). than overall government expenditure and overall economic activity’
(Hinchliffe, 2004, p.16).

Note: The regions here are those used by the World Bank and different from the
EFA regions used in other part of this Report. For the composition of each region,
see http://www1.worldbank.org/education/regions.asp.
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Other benefits of debt relief may be reflected
in the outcomes of policy-related processes.

Table 4.6 shows the education-related indicators
(or ‘triggers’) agreed for HIPC completion in four
sub-Saharan Africa countries. The focus is clearly
on primary education. If these policy commitments
are fulfilled, then the HIPC process should lead to
increased resources becoming available for basic
education.

Some analysts, however, question the
effectiveness of enhanced HIPC debt relief in
increasing financial resources for the most needy
countries (e.g. Killick, 2004), suggesting that,
despite the principle of additionality to existing and
planned aid, the increase in debt relief has actually
resulted in a decrease in net transfers.?4 They note
that even if debt relief continues for some years
and increases government expenditures in the
social sector, it is likely to be a one-off benefit.2

Other approaches to debt relief and education
are more direct. Some Latin American
governments are actively promoting education
debt swaps.?6 Argentina provides an interesting
and recent example (Box 4.1).

Table 4.6: HIPC completion-point triggers for education in four African

Heavily Indebted Poor Countries

Benin
resources for basic education

Establish a medium term expenditure programme to increase

Eliminate school fees. Provide grants to schools to compensate

for lost revenue

Provide grants to school communities to hire teachers

Eliminate repetition at Grade 1

Burkina
Faso of the 1998 civil service reform

Adoption and endorsement of organization and budgetary measures

Link between teacher training colleges and civil service employment

abolished

New categories of teachers established for community hiring
School promotion and grade repetition consolidated

Malawi

Target set for education’s share of the total recurrent budget

Target set for number of teachers to be trained and for in-service

training

Reallocation of expenditure from boarding provision to

teaching/learning materials

Donor supplied textbooks to be sent directly from suppliers to schools

Rwanda

Set target for primary gross enrolment ratio
Operationalize six teacher training colleges

Establish a framework for community participation in primary

and secondary schools

Design and implement a capacity building programme

for the management of education

Source: Hinchliffe (2004).

A debt swap for education in Argentina

At the turn of the century, Argentina experienced a
major economic crisis. Income per capita fell by 20%,
inflation was rampant, the peso fell against the US
dollar, the banking system was paralyzed, and the
government defaulted on its debt. As a result, social
sector spending fell dramatically. In 2003, total public
expenditure on education was two-thirds of its 1998
level.

One consequence of all this was that Argentina
started to canvass the cancellation of debt with
international donors in exchange for a commitment
to mobilize additional domestic resources for
education. In 2004, Spain expressed support for
this idea, announcing its intention to engage in debt
exchange in support of social development, and

of primary education in particular. This policy then
became enshrined in Spanish development policy
for 2005-2008.2

An early expression of this policy in 2005 is

an agreement whereby US$100 million will be
transferred by the Argentine government to a special
and protected education account, in lieu of debt
payments to Spain.? This will be disbursed over

four years to two existing scholarship programmes:
Programa Nacional de Becas Estudiantes and

Programa Nacional de Inclusion Escolar. The new
funds will be used to help 215,000 students in three
of the poorest parts of the country (the north-east,
the north-west, and the suburbs of Buenos Aires)

to complete lower secondary education, by cash
transfers of 400 pesos (about US$140 at August
2005 exchange rates) per student per year for three
years, money that will be paid directly to the families.

Relative to both the overall level of debt

(USS1.3 billion to Spain alone) and to the national
basic education budget (USS$3.3 billion),

US$100 million is a very small sum, although relative
to total non-salary elements of the education budget
it is not insignificant. The Ministry of Education and
Culture in Argentina states that, while this debt swap
is not the solution to education financing constraints,
it is a valid means of securing resources to meet
specific education objectives.

Notes:

a. Spain has also agreed a USS$50 million debt swap for education
and health in Ecuador.

b. Under the rules of the Paris Club, this agreement depends on
the debtor country having an appropriate programme agreed with
the International Monetary Fund (IMF). As yet, the IMF has not
approved the debt restructuring in Argentina.

Source: Aggio (2005).

24. An evaluation study by

the World Bank's Operations
Evaluation Department (2003,
cited in Killick, 2004, and
Hinchliffe, 2004) found a strong
decline in net transfers between
1995 and 1997 followed by an
increase to 1999 and a fall in
2000 back to the 1997 level.
However, IMF/IDA (2003, 2004,
cited in Hinchliffe, 2004) reported
that the overall totals of loans,
grants and debt relief across 27
HIPC countries increased from
US$8 billion in 1997 to almost
US$12 billion in 2002, suggesting
no reversal impact of debt relief
on total aid flow.

25. Killick (2004) also questions
the rationale for shifting
government resources to the
social sector at the expense

of investment in economic
development, which will not solve
the fundamental causes

of poverty.

26. A debt swap, sometimes
called debt conversion or debt
exchange, ‘involves the voluntary
exchange, by a creditor with its
debtor, of debt for cash, another
asset or a new obligation with
different repayment terms’
(Moye, 2001). While initially the
focus was on swapping
commercial debt, the
mechanism was later used for
financing nature conservation
and development programmes.
Non-governmental organizations
and UN agencies played an
important role in promoting and
implementing debt swaps for
development in the 1990s.
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Long-term, predictable aid is essential

Although aid data on education are problematic,
some broad global conclusions can be drawn
(Table 4.7). Between 1999 and 2003, a period that
straddles the World Education Forum and the
Millennium Summit, overall aid to education
averaged US$5.5 billion, of which US$1.5 billion
went to basic education. The figures in 2003

for both education and basic education were
significantly higher than the average for both
categories (US$6.3 billion and US$2.1 billion
respectively), signalling a potentially important
upward trend.

In addition, for the reasons noted above, these
figures excluded aid to education through budget
support and the category ‘education, level
unspecified” and both of these types of aid have
been expanding. Table 4.7 also excludes non-DAC
bilateral donors and non-concessional lending
by the multilateral donor agencies, private flows
and aid to education in other sectors. If the FTI
estimates of budget support adduced above were
added to the totals in Table 4.7, overall aid to
education in 2003 would increase by
approximately US$800 million. If half of this
is assigned to basic education, and if all of
‘education, level unspecified” from DAC bilateral
donors [based on 1999-2003 averages] is
allocated to basic education - the FTl Secretariat
proposition - a further US$1.2 billion would
accrue to basic education in 2003, giving a total
of about US$3.3 billion. However, these figures
should be treated with the utmost caution for
the reasons given earlier.

Regardless of whether the low or the high
estimates are taken, a significant EFA external
financing gap remains. In 2002, this Report
estimated that US$7 billion was needed each year
for the universal primary education (UPE) and
gender parity goals to be achieved. This required
an additional US$5.6 billion annually on top of aid

remains

Table 4.7: Total ODA to education and basic education, five-year annual
averages for 1999-2003 and 2003 (constant 2002 USS$ billions)

1999-2003 average 2003
Basic Basic
Education education Education education
Bilateral donors (DAC Countries) 4.22 0.91 4.65 1.16
Major multilateral donors 1.31 0.59 1.66 0.94
Total ODA 5.53 1.50 6.31 2.10

Note: Multilateral donors are those included in Table 4.5.
Source: Aid data annex, Tables 1.1 and 2.

levels at the beginning of this decade. Thus, even

the higher figure for basic education in 2003 is

still well short of the estimated need for meeting
two of the EFA goals, let alone for adult literacy
and the other EFA goals (UNESCO, 2002b).

Aid is not the miracle cure for achieving
EFA; domestic resources are key. But aid is
important, and since Dakar there has been a
welcome increase in commitments for basic
education. Nevertheless, there is a considerable
way to go before the Dakar commitments will
be met in full and needy countries will be able
to rely on a predictable flow of aid to ensure
their necessary recurrent costs can be met
(Sperling and Balu, 2005).

This is especially important in those African
countries with tax revenues insufficient to
achieve UPE, provide publicly financed secondary
education and meet the other EFA goals, as well
as to generate the modern sector jobs that school
graduates seek. A low skills base is a constraint
on economic growth, while low growth limits both
the financial opportunities to improve skills levels
and the political opportunities to introduce
reforms to achieve EFA (Fredriksen, 2005a).

In circumstances such as these, aid can assist

governments in taking politically sensitive

sector-reform decisions, as long as it is
predictable, long-term and can be used to

meet recurrent costs. Such decisions include:

m School fee elimination: Aid can enable
governments to finance the transition to
free primary education that is key to the
achievement of UPE.

m Budget trade-offs: Aid [combined with policy
dialogue on poverty reduction) can permit
governments to make difficult budgetary trade-
offs that allow more equitable allocations to
basic education, particularly in rural areas.

B Teachers’ salaries: Aid can help satisfy
demands from teacher unions to increase
salaries, which have declined in real income
over the past thirty years (UNESCO, 2004a),
and enable governments to recruit badly
needed additional teachers. Where new
contract teachers have been recruited
at salaries below civil service pay scales
(e.g. in francophone Africal, aid can finance
the professional development of these new
and usually under-qualified teachers.

m Secondaryand higher education: Aid can facilitate
an expansion and financing of secondary and
tertiary education that does not adversely affect
the financing of basic education. [Major policy
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issues will remain of course. Should access
be open or selective? Should students be
subsidized, or fees and charges levied?)?

It is argued in some circles that aid should
not be increased because the absorptive capacity
of countries is limited, or because aid is misused
through corrupt practices. Clearly, where
corruption and misadministration are rife,
additional aid does not make sense. But to defer
aid because absorptive capacity is weak does not
contribute to long-term solutions. Long-term
predictable aid that enables recurrent costs to
be met permits governments to make essential
policy changes for EFA, which would otherwise
be untenable. Questions about absorptive capacity
properly concern the quality and harmonization
of aid and its contribution to capacity-building,
and not the delaying or denying of assistance.

It is to these issues that this chapter now turns.

Opportunities for
improving international
coordination of EFA

More aid to basic education is needed. Recent

increases - primarily from bilateral donors - are

promising but insufficient. And as the capacity of

many bilateral agencies to move larger volumes

of aid effectively is limited, more attention should

be given to:

m better harmonization of aid;

m effective use of multilateral channels, notably
the Fast Track Initiative;

m promoting silent partnerships;

® improving technical assistance; and

m strengthening UNESCO's role.

These topics are treated in this section.

The need to harmonize aid for education

This Report has argued consistently that efforts to
improve international coordination for EFA should
be better integrated into wider international
endeavours to enhance aid effectiveness. The
work of the OECD-DAC, which has moved forward
significantly in 2005 with the Paris Declaration on
Aid Effectiveness (OECD-DAC, 2005¢), is
important in this regard.?8 The Declaration is
designed to enhance mutual accountability of
developing-country governments and donors in
support of the ownership of national development
policies, to align external assistance to national
development strategies, to better harmonize

donor practice, and to give a strong focus to
managing for results. Indicators of progress and
good practice are being developed, and targets
are being set for 2010, to be endorsed by the UN
Special Assembly on the Millennium Development
Goals in September 2005.27

This is work of direct relevance to the
achievement of EFA. Education is an important
component of ODA, and aid practice in the
education sector should be consistent with wider
aid developments. The Fast Track Initiative has
been active in this regard, piloting a Donor
Indicative Framework (DIF) for education (FTI
Harmonization Working Group, 2005).30 Designed
to help donors meet their commitments in terms
of more aid and better coordinated aid for
education, the DIF is meant to assist the
measurement of levels of harmonization
(nationally and internationally) and to foster
sector dialogue and good practice within
countries. Use of the DIF - in pilot programmes in
2004 in Burkina Faso, Ethiopia, Mozambique and
the Niger - confirmed that alignment to policy
priorities, well-managed budget and implementation
processes, capacity-building for country leadership,
and performance-based disbursement are all key
to monitoring harmonization. The pilot also
identified the need for an indicator of the level of
harmonization of dialogue between Poverty
Reduction Strategy Paper ([PRSP) development
and education sector planning3' and suggested
that a tool like the DIF should be flexible and
country specific (FTI Harmonization Working
Group, 2004). At the same time, the FTlis
increasingly aligning itself to the DAC’s work on
harmonization - a welcome development.32

27. The growing interest in secondary education is reflected in the World Bank strategy paper
Expanding Opportunities and Building Competencies for Young People: A New Agenda for
Secondary Education (World Bank, 2005d). See also Lewin and Caillods (2001).

28. Over 100 countries endorsed The Paris Declaration. Twenty organizations participated in
the Forum, including the EFA Fast Track Initiative and the United Nations Development Group.
The Declaration builds on the International Conference on Financing for Development (United
Nations, 2002a), the Rome Declaration on Harmonization (Aid Harmonization and Alignment,
2003) and the Second Round Table on Managing for Results held in Marrakech in 2004.

29. The draft Indicators of Progress and associated methodological notes are an appendix

to the Paris Declaration on Aid Effectiveness (OECD-DAC, 2005e). A baseline for the indicators
is being developed and a monitoring process defined [see DAC Working Party on Aid
Effectiveness and Donor Practice website, http://www.oecd.org/dac/effectiveness).

30. The FTI's work builds on earlier work undertaken by the European Commission and EU
Member States (European Commission, 2003).

31. In a more general overview, Norway's aid agency, NORAD, examined different donor
approaches to de-linking sector support from sector dialogue, a matter of growing debate
in a number of agencies (NORAD, 2004).

32. The FTI's Technical Committee has concluded that: (a) the FTI should work closely with
the OECD-DAC Working Party on Aid Effectiveness; (b) the DIF indicators should be aligned to
those being agreed under the Paris Declaration; (c) a paper should be developed on lessons
that are being learned about harmonization at the country level; and (d) in the future the EFA
Global Monitoring Report should be a vehicle for some detailed reporting on donor progress
on harmonization. Discussions are underway with the FTI Secretariat to give force to this last
proposal, with detailed attention to this issue in the 2007 EFA Global Monitoring Report.

Aid practice

in the education
sector should
be consistent
with wider aid
developments
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Developing
countries expect
the FTI to provide
new resources

33. For example,

the UK's Department

for International
Development has stated
that the FTl is pivotal to
the achievement of the
education MDGs and is
establishing entirely new
approaches to donor
financing that would meet
the need for predictability,
transparency and country
leadership (IMF/World
Bank, 2005).
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Maximizing the effectiveness
of the Fast Track Initiative

The FTI's work on monitoring aid effectiveness
reflects its emergence as an important forum for
promoting policy dialogue and initiating technical
work on a range of education issues extending
beyond its initial objectives of resource
mobilization for universal primary completion
(UPC] (Box 4.2). The FTlI gained political visibility
and support in 2005 from the Millennium Project
(2005¢), the Development Committee of the
World Bank/IMF (IMF/World Bank, 2005), the

Commission for Africa (2005), and the G8 summit
- whose Gleneagles Communiqué stated: ‘Our
aim is that every FTl-elected country will develop
the capacity and have the resources necessary to
implement their sustainable education strategies’
(G8 Gleneagles, 2005). Individual donor
governments have also made strong statements
in support of the Initiative.33

Although these endorsements have given
the FTl a prominent place in EFA coordination,
they have not yet resulted in a significant increase
in aid to basic education. As of March 2005, the

The Fast Track Initiative — building an international compact

The Education for All Fast Track Initiative (FTI) is a
global partnership between developing and developed
countries and funding and technical assistance
agencies. Established in 2002 by the Development
Committee of the World Bank/International Monetary
Fund to accelerate progress towards universal
completion of quality primary education by 2015, it

is one direct response to the promise made in Dakar
that ‘no countries seriously committed to education
for all will be thwarted in their achievement of this
goal by a lack of resources' (UNESCO, 2000b).

The FTl is conceived as a compact in line with the
Compact agreed at the United Nations conference on
Financing for Development (United Nations, 2002a),
which commits governments to policy and
institutional reforms and to accountability for their
results against receiving additional and better
coordinated external assistance in support of their
development plans. The FTI seeks to influence agency
and partner country behaviour in the following ways:

Agencies should: (@) increase support in a
predictable manner; (b) align with country
development priorities; (c) coordinate support
around one education plan; and (d) harmonize
procedures as much as possible.

Partner countries should: (a) develop sound
education sector programmes through broad-based
consultation; (b) demonstrate results on key
performance indicators; and (c) exercise leadership
in developing and implementing the programme
and coordinating support from technical and
financing agencies.

The FTI development partners include over

30 multilateral and bilateral agencies and regional
development banks that fulfil different roles and have
different levels of commitment with respect to both
level of funding and comparative impact on agenda-
setting and the direction of the FTI.

The FTI is now open to all low-income countries
(eligible for assistance from the IDA) whose poverty
reduction strategy and education sector plan are
endorsed through a country-based process under the
leadership of a locally agreed coordinating agency.
The endorsement process should follow appraisal
procedures according to guidelines approved in 2005.
These encourage in-country dialogue on key policy
issues including data, knowledge, financing and
capacity gaps, ownership and strategies to achieve
the Millennium Development education goals. Central
to the assessment are seven policy benchmarks that
should be applied flexibly, rather than rigidly,
according to country context.

The FTI is governed through annual partnership
meetings with representatives from agencies,
countries and non-governmental organizations that
set its strategic direction. Its ongoing implementation
is considered in technical agency meetings supported
by the work of multi-agency working groups on
Harmonization, Finance and Communications. The
partnership and technical meetings are supported by
a Steering Committee with membership drawn from
the World Bank, UNESCO, two Co-Chairs from donor
countries (one from a non-G8 country), and the last
outgoing Co-Chair. The daily work is undertaken by
the FTI Secretariat housed at the World Bank in
Washington, DC. Since last year's EFA Global
Monitoring Report, there has been one partnership
meeting organized in conjunction with the meeting
of the EFA High-Level Group in Brasilia (November
2004) and two technical meetings (Brasilia,
November 2004, and London, March 2005). The next
partnership meeting will take place in conjunction
with the EFA High-Level Group meeting (Beijing,
November 2005).

Source: Drawn from the FTI website:
http://wwwlworldbank.org/education/efafti/
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equivalent of US$292 million had been pledged

to the FTI Catalytic Fund for 2003-2007

(Box 4.3);3 and the Education Programme

Development Fund had attracted US$6 million for

2005-2007. This relatively low level of financing

makes very limited direct inroads into the EFA

funding deficit. Importantly, however, the FTI may
help to leverage additional funds for basic

education within individual agencies (see Box 4.4

for France and the Netherlands).

The FTI guidelines and suggested planning
processes have had some influence on sector
plans in Mozambique and Yemen (Box 4.5 and
Box 4.6, which have received resources from the
FTI Catalytic Fund. But, for developing countries
in general, the expectation remains that the FTI
should be a key channel for providing new and
additional resources. This is not yet the case.
Burkina Faso expressed concern at the FTI
partnership meeting in 2004 that the FTI has not
brought the additional funding that would make
a significant difference to the implementation of
its national plan. Ethiopia has found the process
of engagement with the FTI problematic, while
Pakistan has felt excluded (Fast Track Initiative,
2004).

While the ability of the FTI to mobilize
significant additional resources remains
unproven, its role in promoting donor coordination
at the international level has become much more
significant. It is now clearly the key mechanism
for international donor coordination in education
for low-income countries. Valuable joint technical
work is underway, albeit with relatively high
transaction costs, to:

m assist countries via the FTI's Education
Programme Development Fund to access
technical assistance to develop credible
education sector plans, facilitating additional
aid;3

m develop benchmark criteria to guide the
process by which low-income countries are
endorsed for the FTI (FTI Secretariat, 2005b];

m understand financing modalities including
budget support, undertake technical work on
costing the MDG education goals,3¢ and analyse
aid data to reach a better understanding of the
nature and targeting of aid to education;

m analyse low-income countries under stress,
recognizing the need to give greater emphasis
to gender analysis and responsiveness, to
HIV/AIDS and to the quality of education.

The development of the FTl in these directions

is beginning to respond to concerns that it had

Resource mobilization
and capacity-building by the FTI

The FTI Catalytic Fund resources* are granted to FTI-endorsed
countries in the form of transitional assistance for periods of one to
three years. As of June 2005, US$35.5 million from the US$45 million
allocated for 2003/4 had been disbursed, as well as US$4 million from
the 2005 allocation of US$53 million. Of the first tranche of FTI-
endorsed countries, four (Guyana, Mauritania, Nicaragua and Yemen)
had received their entire 2004 allocations. In the Gambia, Guyana and
the Niger, the assistance that is being provided is sufficient to cover
the identified financing needs set out in national FTI plans. In
Mauritania, Nicaragua and Yemen, a financing gap remains after FTI
help. In the first-tranche countries yet to receive direct Catalytic Fund
assistance — Mozambique, Ethiopia and Viet Nam — the funding gaps
are between US$100 and US$200 million. The extent to which the
Catalytic Fund can (or indeed should seek to) bridge these gaps, as
distinct from helping to leverage additional bilateral and multilateral
funds, is a key question for the FTI.

In addition to its limited overall resources, the Catalytic Fund has
experienced some delay in the time between pledging, actual receipt
of the funds from the donors, and the allocation and disbursement to
countries. In order to make informed decisions about country choices,
allocations are made once a year, leading to a de facto disbursement
one year later. Out of the total amount pledged for 2005, equivalent
to USS80 million, the contributions as of June 2005 totalled only
USS$37.7 million. FTI plans to move to a once a year decision making
process for 2006 allocations if it appears that demand will exceed the
funds available in order to ensure equity in the distribution of funds.

There are now ongoing discussions concerning an exit strategy from
the Fund after three years of commitment. These involve
considerations about raising alternative financing for countries whose
financing gap has not been filled, and for possible reduced funding
from the Catalytic Fund for a third year (Fast Track Initiative, 2005a).

* The FTI Catalytic Fund home page is at
http://wwwl.worldbank.org/education/efafti/catalytic_fund.asp

been ignoring those countries unable to fulfil
the established criteria for FTI eligibility, that
it took an overly narrow position on UPC, and
was unrealistic about domestic policy reform
possibilities in many countries, especially those
under stress and affected by emergencies and
the HIV/AIDS pandemic (UNESCO, 2002b, 2003b).
However, these positive developments at
the international level are not yet equally matched
at country level. There is some evidence (partly
anecdotal) of agencies’ in-country education
advisers questioning the value added of the
Initiative, in terms both of extra funding and FTI-
related policy dialogue between agencies and
national governments (see Fast Track Initiative,
2005b). This may be a problem of intra-agency

34. Since March 2005, the
United Kingdom Government
has announced that it will
contribute an additional

£40 million (about €59 million)
to the FTI over the period 2006/7
to 2008/9 primarily for the
Catalytic Fund, and the
Netherlands announced a
further US$22.96 million for the
Catalytic Fund.

35. The EPDF has limited
financing from a small number
of agencies, with commitments
from Norway (through the
Norwegian Education Trust
Fund in the African Region) and
the United Kingdom amounting
to US$5.8 million in 2005 (FTI
Secretariat, 2005a).

36. The product of the FTI
Finance Working Group can

be found at http://www1.
worldbank.org/education/efafti/
finance_wg.asp.
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The issue is
whether
developing
countries are
getting value
added from
the FTI
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The Netherlands and France in support of the FTI

Dutch commitments to basic education
and the FTI

In 2002, the Dutch Parliament adopted a
motion on basic education in developing
countries. It declares that ‘accessible, good
quality education for all, both boys and girls, is
so crucial for poverty reduction and sustainable
economic, political and social development that
the Netherlands must spend 15% of Official
Development Assistance (ODA) on basic
education by 2005.

This motion triggered a growth of expenditure

on basic education that is scheduled to reach

the 15% goal by 2007. From a budget of

€156 million on basic education in 2000,

€600 million is planned by 2007, when 70% of

the total annual budget for basic education will

be spent, through bilateral support for:
education reform in sixteen partner countries
(€270 million);
the FTI Catalytic Fund (€82 million): the
Netherlands recognizes the need for
additional support for countries that still have
a financing gap after short-term FTI funding.
It advocates work to identify new donors,
increase support for silent partnerships, and
open a second window for the Catalytic Fund
for which it has already made a financial
reservation.
silent partnerships (€56 million); and

general budget support for education
expenditures (€49 million).

communication or, more fundamentally, it may
reflect the limited need for the FTI in countries
with existing sector programmes and well-
established policy dialogue.

The FTI has today become an important
coordinating mechanism for agencies working
in education. Indeed, it is now fulfilling a
significant part of the EFA coordination role
mandated to UNESCO. The knowledge that it
generates and systematizes through its
Secretariat and Working Groups serves an
immediate function for donors, by providing

direction for their individual policies and actions.

French commitments to basic education
and the FTI

France has restructured its aid programme around
the Millennium Development Goals (MDGs) and
committed to increase its ODA from 0.42% of GDP
in 2004 to 0.5% in 2007 and 0.7% in 2012. The
€80 million per annum provided to basic
education will double to €160 million in 2007.
Ninety percent of bilateral ODA is concentrated on
low-income countries of sub-Saharan Africa,
particularly French-speaking countries.

France supports the Fast Track Initiative
Partnership, as part of the ‘Monterrey Consensus’
by: (a) increasing its funding for basic education;
(b) backing improvements in the coordination and
harmonization of assistance; and (c) by helping
beneficiary countries draw up sustainable and
credible sector strategies. Technical support and
financial backing of €54 million over three years
is being provided to Burkina Faso, Mauritania and
the Niger. This commitment will continue as new
states are endorsed by the FTI. Funds will be made
available for programme aid under the auspices of
the Fast Track Initiative.

France is moving from project aid to a sector-wide
approach and promoting the incorporation of
education policy into wider development and
poverty-reduction strategies. Yet project aid
remains necessary for countries that lack a
coherent, sustainable sector policy. Since 2002
France has provided programme aid in the form of
basket funds or budgetary aid to Mauritania
(€9.76 million in 2002) and to the United Republic
of Tanzania (€4.25 million in 2004).

Sources: Netherlands Ministry of Foreign Affairs (2005)
and Mantes (2005).

But the larger, long-term issue is whether
developing countries are getting significant
value added from it. Partner countries are not
overly influential in the FTI's technical dialogue.
Their primary concern is whether the Initiative
will be able to deliver (directly or through
leverage] more and better-coordinated aid,
aligned to credible national plans, thereby
fulfilling the Dakar pledge and the Monterrey
compact. This is especially so for countries
lacking capacity and resources. It is clearly the
expectation of the major 2005 reports and
political statements that the FTl should do this.
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The FTl in Mozambique - the donors’ view

In Mozambique, the proposal to develop an FTI plan
coincided with work to develop a new five-year
strategic plan (Education Sector Strategic Plan: ESSP2)
in 2003. The FTI indicative framework provided a useful
frame of reference for assessing achievements under
the first five-year plan and the key issues still to be
addressed.

It was agreed by the Ministry of Education (MINED)
and Cooperating Partners (CPs) that the FTI should
be an integral part of the new ESSP2 and that the FTI
plan should form the basis for the primary education
component of the broader strategy. It was agreed too
that any additional FTI leveraged funding would be
moved through existing government channels —
preferably the common sector fund - rather than
through new mechanisms.

The FTI process contributed positively to dialogue on
key issues such as teacher training and deployment,
school construction costs, and the teacher/pupil ratio
within a context of reaching out to the poor.

While the FTI process made a significant contribution
to policy dialogue, it is less clear what impact it has
had on resource mobilization. After the HIPC
completion point was reached, overall government
budget allocations to education (and other social

Yemen benefits from the FTI

Yemen was the only Arab state in the first tranche of
countries invited to participate in the FTI. Since
2004, the FTI has committed US$20 million to Yemen
through its Catalytic Fund.

In 2002, the World Bank and the Netherlands
conducted a joint FTI mission to reach consensus
across government and donor partners and to agree
baseline indicators and assumptions used for
estimating financial shortfalls. At first, the FTI was
not well received because of its apparent focus on
Grades 1-6, rather than the entire basic education
cycle of Grades 1-9. But agreement was reached, and
the Ministry of Education drafted an FTI proposal
with technical support from the World Bank. This was
reviewed and endorsed by the local donor community
in February 2003 and then by the international donor
community in Paris. Eventually US$10 million from
the FTI Catalytic fund became available (August 2004),
and a further US$10 million is expected for 2005.

sectors) increased, enhanced by the availability of
budget support contributed to this increase, although
neither development can be attributed directly to the
FTI. At the sector level, the endorsement of the FTI
plan in 2003 did lead to additional pledges from a
number of donors, but a crisis in confidence about
financial management in the ministry in early 2004
affected the overall level of disbursements in that year.
Even should donors make increased financial
commitments to the sector once the ESSP2 has been
finalized, it will not be clear whether these will be
directly attributable to the FTI.

However there is consensus among the CPs that even
with (a) incremental increases in the state budget
allocation to education, (b) increased internal efficiency
in the functioning of the sector (e.qg. reduced drop-outs
and repetitions), (c) improved financial management
and efficiency in MINED's allocation of resources, and
(d) increased aid effectiveness, there will still be a
financing gap between the resources available and
those required to meet the goals of EFA-FTI. For this
reason, the CPs are seeking clarification on how or
whether the FTI process could assist in mobilizing
additional resources for education in Mozambique.

Source: Drawn from a note prepared and endorsed in 2005
by donors working for education in Mozambique.

The FTl indicative framework has been used to set
targets for monitoring and evaluating the progress
of Yemen's Basic Education Development Project
(BEDP). This has helped the government to identify
priority areas for action and to initiate planning at
the governorate levels. Funds from the Catalytic Fund
have aided school construction, teacher training and
capacity-building. FTI has contributed to the
development of a Memorandum of Understanding to
strengthen donor harmonization and support to the
Ministry of Education with the intention of moving
towards a common basket of support. The UK
Department for International Development and the
Netherlands appraised the BEDP with the World Bank
in June 2004, and a USS$120 million programme will
now be co-financed. FTI's contribution has
encouraged donors to support specific components
of the basic education sub-sector.

Source: Ogawa (2005).



Education for All Global Monitoring Report 2 O O .

124 / CHAPTER 4

Silent partnerships are efficient

Silent partnerships®” are those where donors move
some of their own funds through other agencies
in support of the development programmes of a
country where they are not working. In the
education sector, such arrangements are a
relatively recent development, led by the Nordic
agencies after Dakar, meant to lessen the burden
of aid procedures and to promote greater
harmonization of aid practice.3 They are
particularly suitable for smaller countries with
disproportionately large assistance budgets.

There are a number of potential benefits that
come with these partnerships. After initial
investments of time, transaction costs are
reduced for partner countries. For the active
donor partner, work on arranging the partnership
has initial costs, but "learning by doing’ lessens
these for new partnerships. In addition, the active
donor’s position tends to be enhanced in policy
dialogue, reviews and negotiations. The silent
partner benefits by being able to make financial
contributions without deploying staff and experts
or setting up in-country infrastructure. No fees
are involved, and, where aid is through budget
support, the timing of disbursements can be set
in advance, and funds released against jointly
agreed indicators of progress.3?

Box 4.7 illustrates two silent partnerships
involving the Netherlands and identifies some of
the lessons that are being learned.0 Benefiting
from these early experiences, new partnerships
are under construction. Norway intends to
support education in Mali through the Swedish
International Development Cooperation Agency

Technical
assistance
does not have
a strong track
record

37. Early definitions of ‘silent partnerships’ come from Sweden (Sida, 2000, 2002). The Netherlands
defines a silent partnership as: ‘An arrangement between two or more like-minded funding agencies
which allows one or more partners to channel a financial contribution to the education sector of a
country with which they do not have a bilateral relationship, through a partner which is active in that
country and in the sector [where] ... the partner country concerned is in full agreement with this
construction and needs the financial support” (Netherlands Ministry of Foreign Affairs, 2002). A broader
term is ‘Delegated Cooperation”. One donor (a ‘lead donor’] acts with authority on behalf of one or more
other donors (the ‘delegating donors’ or ‘silent partners’). The level and form of delegation may range
from responsibility for one element of the project cycle for a specific project, to a complete sector
programme or even a country programme (OECD-DAC, 2003).

38. The Nordic countries have comparable education sector policies, a strong degree of mutual trust
and a joint desire to be flexible and to act swiftly and efficiently, especially where (a) the education
sector is a priority in PRSPs, (b) sector plans target EFA goals, (c) there is a realistic and manageable
financing gap, and (d) financing is through (sub) sector budget support or a pooled funding mechanism
[Koopman, 2005).

39. In the Malawi example (Box 4.7), this is not the case. The indicators were set against progress
at the micro-level in the different programmes. The disbursements of both the active and the silent
partner lagged behind as a result.

40. For the donors, new legal procedures had to be developed to authorize the active partner to act

on behalf of the silent one. In Sweden, a mandate regarding the delegation of funds had to be drawn

up and included in the partnership agreements. Cooperation between Britain and the Netherlands

in Malawi was hindered by internal financial procedures in the banking system with which the UK
Department for International Development had to work in order to merge the Dutch grant with the
British programme. Sweden and the Netherlands had to overcome initial concerns about the mandates
of embassies and agencies, on the one hand, and headquarters, on the other. Field level participants
had to grow accustomed to their new roles and responsibilities.

(Sida) within the framework of the current
arrangement with the Netherlands. The Canadian
International Development Agency (CIDA] and the
European Commission have expressed interest in
this modality in Senegal, Namibia, Nicaragua and
Ghana. The French Ministry of Foreign Affairs and
the UK Department for International Development
(DFID) are developing an Anglo-French FTI
strategic partnership in the Niger, a new
departure for both countries and one inspired

by working together within the FTI.

Improving technical assistance -
the case of Africa

Technical assistance has been an integral part

of development aid since its inception. More than
one-quarter of bilateral aid to Africa is channelled
directly into capacity-building (Commission for
Africa, 2005). But technical assistance does not
have a strong track record. It needs to be
refocused so that assistance is provided in ways
that both accelerate progress towards EFA and,
in the process, help to strengthen capacity.

One recent overview of technical assistance
in Africa suggests that 'the capacity of the
international community to provide high-quality
technical support in a well-coordinated fashion
may be declining” (Fredriksen, 2005a).4! With
many funding agencies moving towards direct
budget support, in-country technical and advisory
capacities have been reduced, as has the number
of specialist education advisers working in-
country. At the same time, there is a proliferation
of individual suppliers in the technical assistance
market; not all of these are familiar with new aid
modalities and some are closely linked to their
home country donor agency.#?

As a consequence of these trends,
governments find it increasingly difficult to make
informed decisions about expertise to match their
requirements.43 With the advent of budget

41. Fredriksen notes the decline of UNESCO in this regard. He argues
that while UNESCO continues to provide good quality, operationally
relevant technical support through its Institutes and regional offices, its
capacity overall has been severely constrained by its limited budget and
the proliferation of small projects and programmes.

42. A recent and contested report from the international non-
governmental agency ActionAid argues that much aid is ‘phantom aid’,

in that it does not actually benefit those who need it but is tied to a range
of donor-related costs and services which deflate its value. The report
suggests that technical assistance is strongly tied to donor country firms,
overpriced, and often ineffective and irrelevant. It estimates that 75% of
technical assistance is ‘phantom aid’, worth US$13.8 billion per year
(ActionAid, 2005).

43. This is largely, though not exclusively, an African problem. Many
Asian and Latin American countries have succeeded in creating and
retaining national technical capacity in the process of developing their
national education systems. Countries in these regions are much less
dependent on external expertise.
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Silent partnerships at work in Mali and Malawi

The Netherlands and Sweden in Mali

Sweden wished to support education in Mali. The
Netherlands already had a development programme
there, so Sweden asked it to manage its proposed new
education support.

Mali had developed a ten-year education sector plan,
was working on an investment strategy and foresaw a
shortage of finance despite increasing its own education
budget and benefiting from higher donor commitments.
It attached importance to donor harmonization and
better coordination to reduce its own transaction costs
and to enhance its own internal efficiency. In September
2001, the Cadre Partenarial (code of conduct) was signed
by the government of Mali and most donors. This
regulated joint reviews, endorsed a sector-wide approach
as the guiding principle for projects and programmes,
and indicated the intention to work towards (sub) sector
support for the ten-year Education Development Plan
(PRODEC). Within this framework, the Dutch focused on
quality improvement, expanded access and improved
decentralized management through Mali's sector
investment plan for 2001-2004. They had an in-country
education adviser, and their embassy in Bamako had a
delegated mandate for Dutch aid to Mali.

An analysis of Swedish and Dutch education policies,
priorities and aid procedures was undertaken in
Stockholm and the Hague. Sida screened Dutch aid
modalities, including their monitoring and evaluation
practices. Based on these findings, Sida's Chief Controller
agreed that the Netherlands could oversee financial and
administrative arrangements through the Dutch Embassy
in Mali. Mali's own administrative and financial
mechanisms would be used to transfer Swedish and
Dutch support to a special budget line of its Ministry

of Finance.

A set of mutual obligations was then agreed:

Countries will agree on funding levels for the first
phase of the investment plan.

An interest-bearing bank account will be opened
for the Sida contribution in the Netherlands and
be operated by the Dutch Embassy in Bamako.

Formal biannual requests will be made for the
transfer of funds to Sweden, based on a call for
funds from the Mali government.

Sweden will receive the annual audit report from
Mali through the Dutch embassy.

The education ministry in Mali will provide progress
and evaluation reports.

The three countries will participate in the joint
annual reviews of the Sector Programme.

The Netherlands and Sweden will conduct annual
meetings.

From 2002 to 2005, Dutch financial support was

€44 million and Sida's €10 million for three years.

The partnership's share of the financing of the education
plan was 35%, constituting 22% of total external
financing in 2004, the largest single external contribution
to education in Mali.

The Netherlands and the United Kingdom
in Malawi

The Netherlands had neither a diplomatic presence in,
nor bilateral relationships with, Malawi. But under Dutch
policy it is possible to support education outside of its
‘concentration countries’, because basic education is a
priority and a Silent Partnership is an accepted aid
modality.

DFID has had a long and extensive development
cooperation relationship with Malawi, including in the
education sector. The Malawi government had indicated
the need for greater donor cooperation. Ten donors
supported education, many through projects. The
possibility of a silent partnership was welcomed as a
step towards a more coherent sector-wide approach.
Already, the donor group was undertaking a joint review
of progress and the development of a common code

of conduct.

The education sector plan gives priority to basic
education. DFID supports three key components of the
plan: strengthening the Ministry of Education, Science
and Technology in its planning and management
capacities; improved teaching of literacy and numeracy

in the primary sector; and the decentralization of primary
education to districts. The overall programme was
financed from a special government account for basic
education.

It was agreed that Dutch funds should be channelled
to DFID, which would transfer these funds jointly with
their own. This was a new procedure for DFID. The
arrangement stipulates the modes of monitoring,
reporting and evaluation, as well as an annual meeting
between the two donors in Malawi.

DFID support for education is £78.7 million (about
€125 million) over seven years, while the Netherlands
has committed €29.2 million for four years. Together
this constitutes the second biggest donor commitment
in Malawi and the first in terms of disbursements in
2003-2004.

Source: Koopman (2005).
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increased
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be needed to
retain national
capacity
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44. Gunnarsson (2001)
notes that efforts to
strengthen institutional
capacity must also take
account of governments’
regulatory frameworks,
including those of the civil
service. Changing
administrative and
management behaviour
does not in itself bring
about development. It is
necessary therefore to
look at the viability of
whole systems.

45. For example, the
Commonwealth
Secretariat’s work on
teachers and school
management
http://publications.thecom
monwealth.org/publicatio
ns/html/DynaLink/cat_id/2
9/subcat_id/29/category_d
etails.asp
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support, education ministries increasingly have to
find ways of accessing and financing high-quality
technical assistance directly from the education
sector budget, rather than through discrete
technical assistance projects. While this is a
desirable shift in many respects, in the short
term, securing funds may be difficult, especially
if capacity-building activities are not part of
mainstream education strategies or there is

no provision in the budget for them.

Options for change

New thinking is needed about ways of using
technical assistance to strengthen education
sector capacities. What are the options?

First, strategies for strengthening existing
capacity should be an integral component of
sector policy. If additional aid comes in the form
of budget support, provision should be made
within the budget for capacity-building activities.
There is some evidence that capacity-building is
not receiving the attention it deserves in sector
plans, or that it is primarily defined as better
teacher training. But, by making capacity-building
and institutional development an integral part
of sector policy, the relationship between donor
and government can become more client-driven
and help promote systemic reform (Bossuyt,
2001).

Second, technical assistance and cooperation
should be a significant part of aid harmonization,
particularly at the country level, where the
proliferation of different sources of expertise
continues. Recent studies point to the value of
pooling technical assistance funds and resources,
as well as of joint frameworks for the design,
management and monitoring of technical
assistance for capacity development (e.g. Baser
and Morgan, 2002; Browne, 2002; Fukuda-Parr
et al., 2001). Work of this type in the education
sector cannot ignore the major structural
difficulties that confront the public sector as a
whole (see, for example, Pavignani and Hauck,
2002) 44

Third, the purposes and practice of technical
assistance need to be reshaped so as to focus
on the constraints to sector policy development
and programme implementation, as well as
on the potential to scale up EFA strategies.
Technical assistance should place more
emphasis on improving the knowledge base,
sharing knowledge among those countries
with comparable problems, and sustaining a
cooperative process of dialogue and sharing

of experience. These are not new ideas,* but
neither are they central to the current practices
in technical assistance. Two examples of this
new approach at work today in Africa are shown
in Boxes 4.8 and 4.9.

These examples illustrate ways of providing
technical support that help to mobilize,
strengthen and utilize existing local capacity.
They do not pretend to address how to retain
capacity. Even where very strong national
competence has been created, poor working
conditions, low salaries and budget constraints
make it difficult for education ministries and
others to retain key people and to sustain
progress. Some of the actions required are not
primarily economic in nature. New institutional
and management approaches to recruitment,
promotion, and security of employment - as well
as more ‘evidence-based’ decision-making -
make a difference. But in some countries more
substantive reforms are needed, backed by
external, long-term financial support to ensure
‘acceptable’ salaries over a transition period
for an essential cadre of civil servants and
educators (another example of more aid for
recurrent costs).

A more focused international debate on
how to better coordinate technical assistance
and capacity-building in education is needed,
concentrating on how to mobilize, strengthen and
utilize existing national and regional capacity.46
Within this, aid agencies need to examine how
best to build existing capacities within their
overall assistance programmes, how to improve
the international management of technical
assistance, and how UNESCO might play a more
central role.47.48

46. The FTI Technical Committee has established a task team

of agencies to promote the idea of a network on capacity-building
(Fast Track Initiative, 20056). UNESCO-IIEP has developed some
proposals for the scaling up of training in educational planning and
management (UNESCO-IIEP, 2005d). See also UNDP's work on
Capacity 2015, at http://www.capacity.undp.org/

47. Fredriksen (2005a) proposes that aid agencies should consider
establishing a special team of high-quality education specialists for
Africa, designed as an integral part of the overall assistance provided by
agencies. The team might comprise three to five high-quality specialists
in five to seven focus areas where implementation constraints are
severe. The team would have a strong ‘public good’ function. Its annual
costs would be small compared with total education assistance to Africa.
Without such assistance, the expected impact of increases in financial aid
is likely to fall short of expectations. Accelerated progress towards EFA
hinges crucially on a country’s ability to use both domestic and external
technical assistance effectively.

48. This brief analysis has focused on sub-Saharan Africa, but much

of it is applicable to other regions and countries where aid is a not-
insignificant part of education budgets and programmes. In this context,
see the work of UNESCO Bangkok's Education Policy and Reform Unit
in Asia (http:/Aww.unescobkk.org/index.php?id=9); and the Asian
Development Bank’s programme on Managing for Development Results
(http://www.adb.org/MfDR/default.asp).
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Building capacity to meet demand

Norwegian Education Trust Fund: Technical
support for sector programmes?

NETF-supported work identified six areas where the
Fund could provide technical support to countries in
Africa to implement critical components of their
sector programmes: textbooks and training materials;
training of, and support for, teachers; system and
school level management; the impact of HIV/AIDS on
education; education simulation models for preparing
sector programmes and budgets; and
decentralization. Each area is critical to quality
improvement and to accelerating the implementation
of sector programmes. Work is progressing in the
first five areas, in close cooperation with other
partners, including the Association for the
Development of Education in Africa (ADEA).b

The programme on textbooks and training materials
illustrates NETF's approach. The objective is to help
countries develop sustainable systems for the
development, procurement, financing, distribution
and use of textbooks at the school level. After
decades of donor support, most low-income sub-
Saharan African countries continue to have a severe
shortage of learning materials. The main constraint is
not financing (most sector programs provide support,
and more would have been provided had
implementation been better) but poor policies, weak
national publishing capacity, insufficient support from
external publishers for the development of capacity
in Africa, and weak implementation capacity in
education ministries.

A major review of the World Bank's support for
textbooks from 1985 to 2000 (World Bank, 2002b)
served as an instrument for working with countries in
regional workshops (Burkina Faso in 2003; Uganda in
2004; Mozambique in 2005) to address weaknesses
and develop national plans to achieve an ‘adequate’
supply of materials over a two- to three-year period,
implemented as part of the countries' ongoing sector
programmes. After the workshops, NETF provides
support for systematic follow-up at the country level,
at national workshops in large countries, and through

Strengthening UNESCO's role

UNESCO’s mandate to provide international
leadership for EFA stands firm, although the
EFA Global Monitoring Report has suggested
that UNESCO has interpreted its role rather
conservatively (UNESCO, 2002b), has missed
some opportunities to create a politically
influential platform for EFA (UNESCO, 2003b),

punctual support for national teams through the
work of two textbook specialists, one of whom was
recruited to help countries resolve problems in
implementing national programmes.

NETF's approach seeks to:

Create national ownership: by giving priority for
assistance to countries actively engaged in solving
a problem in an area critical to the success of their
education programme.

Give help to countries when their programmes need
assistance: by ensuring that the assistance is of a
high quality, is easily available, fully grant-funded
and additional to other support received under
sector programmes. The local donor group can
assist in identifying bottlenecks in programme
implementation that requires technical support.

Help mobilize, strengthen and utilize existing
capacity by: (a) providing punctual (not resident)
assistance by a specialist or team of specialists
‘on call', over several years if needed, to assist
when a national team needs support; (b) using,

as much as possible, national and regional
specialists and institutions; and (c) promoting
regional cooperation and knowledge-exchange
(e.q. facilitating building of ‘quality node networks’

among countries working to address a particular UNESCO's
implementation problem). mandate to
provide

Notes:

a. Set up in 1998, the NETF supports the preparation of
high-quality, poverty-focused, education sector development
programmes in sub-Saharan Africa. It is managed by the Human
Development Department of the Africa Region of the World Bank.
It has three medium-term objectives: (a) to strengthen
governments' political commitment, national consensus and
ownership; (b) to support the development of technical and
analytical capacity; and (c) to enhance institutional and systemic
capacity for sector development. Total receipts to NETF amounted
to $34.5 million (June 2004) of which $29.4 million had been
disbursed (85%). For a full review of the work of NETF see

World Bank (2004b).

b. Established in 1988, ADEA is a network of African Ministers

of Education, development agencies, education specialists,
researchers, and NGOs. Based in UNESCO-IIEP in Paris, its work is
described at http://www.adeanet.org/about/en_aboutADEA.html

Source: Fredriksen (2005a).

international
leadership for
EFA stands firm

and needs to develop a stronger international
policy voice (UNESCO, 2004a). These judgements
were made with an understanding of the resource
constraints under which UNESCO operates,

of its growing attention to EFA in its national

and regional programmes, and of the inherent
difficulties of coordinating a very diverse set

of EFA stakeholders.
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The EFA Working
Group offers

a broad platform
for discussion

of EFA related
issues

49. The Global Initiative in
the Dakar Framework for
Action called for:
increasing external
finance for education, in
particular basic
education; ensuring
greater predictability in
the flow of external
assistance; facilitating
more effective donor
coordination;
strengthening sector-wide
approaches; providing
earlier, more extensive
and broader debt relief
and/or debt cancellation
for poverty reduction, with
a strong commitment to
basic education; and
undertaking more
effective and regular
monitoring of progress
towards EFA goals and
targets, including periodic
assessments ([UNESCO,
2000b).
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Working together for better-quality schooling

After the Association for the Development of
Education in Africa (ADEA) Biennial Conference in
Mauritius (December 2003), a pilot on school quality
was launched. Prior to the Conference, ADEA had
conducted an extensive study of quality improvement
interventions in African schools (Verspoor,
forthcoming). Following discussions of the findings of
this study, ADEA surveyed member countries to
identify potential areas of interest for follow-up work,
with technical support facilitated by ADEA. Five main
areas were identified: professional development of
teachers and pedagogical renewal; implementation

Since the World Education Forum, UNESCO
has sought to fulfil its international coordination
mandate in two main ways. First, during
2000-2002, it developed frameworks to guide the
action of the international community towards
achieving the EFA goals. One framework, The
Global Initiative Towards Education for All: A
Framework for Mutual Understanding (UNESCO,
2001), was designed to give impetus to the global
initiative called for in the Dakar Framework for
Action.4? The other, the International Strategy to
Put the Dakar Framework for Action into
Operation [UNESCO, 2002a), while building upon
the former, identified concrete actions and
strategies for the international community.
Neither document created any strong momentum
for action, although some of the underlying ideas
of the first framework are now being played out
in the Fast Track Initiative.

Second, rather than work through the
implications of the frameworks and understand
why they did not carry weight, UNESCO put its
main effort into the EFA Working Group (from
2000) and the EFA High-Level Group (from 2001).
The Working Group, an information forum, offers
a broad platform for discussion of EFA related
issues. Through the creation of a Sherpa Group
(ten members representing international
agencies, NGOs and developed and developing
countries), a bridge is being built to the EFA High-
Level Group. This group sets out to achieve
sustained political commitment for EFA and to set
some strategic directions for international action.
Both the High-Level Group and the Working
Group have provided some general impetus and
annual visibility to international coordination, but
neither has yet succeeded in securing specific

of reforms at the school and classroom levels;
decentralization/diversification of education
provision; curricula/language of instruction; and
equity in education financing. Work is now underway
to create ‘quality nodes' to facilitate cooperation
among countries expressing interest in working on

a particular topic, teaming them up with institutions
that can provide technical support as needed.

A progress report of this pilot will be presented

at ADEA's next Biennial Conference in 2006.

Source: Fredriksen (2005a).

international commitments within the United
Nations system, or elsewhere. While the
discourse of the EFA High-Level Group has
improved since 2001, its lack of significant
outcomes continues to limit its global impact.

These limited achievements have not lessened
the view of the international community that
UNESCO should strengthen its leadership and
coordination role. The Fourth Meeting of the EFA
High-Level Group in Brasilia in 2004 concluded
that UNESCO should: consult ‘with key
stakeholders to achieve greater clarity, cohesion
and mutual recognition regarding their respective
roles as partners in reaching the EFA goals and
the education related Millennium Development
Goals. ... [and] facilitate the preparation of a
comprehensive mapping exercise and
implementation plan of the current and future
contributions of each partner towards reaching
these goals’ [UNESCO, 2004a).

UNESCO's Executive Board has requested that
UNESCO should intensify its consultations with
key international stakeholders - particularly the
World Bank, the United Nations Development
Programme (UNDP)J, the United Nations
Children’s Fund (UNICEF] and the United Nations
Population Fund ([UNFPA] - to agree on the
specific roles, responsibilities and contributions of
each stakeholder for 2005 to 2015, and to prepare
‘a concise global plan to achieve the EFA goals,
including resource mobilization” (UNESCO,
2005b). These are high - and probably unrealistic
- expectations of UNESCO for three main
reasons:

First, unlike before Dakar, the five convening
agencies for the World Education Forum
(UNESCO, the World Bank, UNICEF, UNDP and
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UNFPA) no longer have a joint responsibility

for coordinating follow-up through a common
secretariat. UNICEF and the World Bank have
tended to focus on their own programmes and
coordination mechanisms. UNFPA has had a
lower, but supportive profile, while UNDP has
been largely absent. Kofi Annan, Secretary-
General of the United Nations, gave strong
support for EFA at Dakar and has reiterated the
importance of UNESCO's mandate and its role
as the technical agency for education. But, as a
recent study of the United Nations and education
observes, there is a diversity of rationales for UN
work in education, and while many of its
approaches to education are complementary,
others appear to be in competition (Jones with
Coleman, 2005).50

Second, work in support of the Millennium
Development Goals and the broader EFA agenda
are not supported equally. The World Bank and
UNICEF explicitly address the education MDGs
and have reinforced their leadership in the
international initiatives for which they have direct
responsibilities — the Fast Track Initiative and the
United Nations Girls’ Education Initiative [UNGEI).
There are, however, attempts to promote synergy
across these initiatives through discussions at the
FTlI'and UNESCO coordination meetings. Many of
the difficulties experienced by UNESCO in
promoting international action and coordination
have also been experienced by UNGEI, whose
purposes have neither been entirely clear, nor
easily distinguishable from the work and
programming of UNICEF (Box 4.10).

Third, the request for further mapping and
planning at the global level may be considered as
having been overtaken by events. Many countries
have already developed sector plans, and the FTI
is mapping country needs. This Report monitors
progress towards the EFA goals, and the FTl is
undertaking detailed technical work on aid flows
and their distribution. Most agencies have defined
their policies and their priorities. Thus, if a new
mapping exercise is to add value to international
programming for EFA, it will need to be thorough,
based on sound data, and sustained over time;
and it should be clearly endorsed by all key
partners as an essential tool for better
international action.

50. The study recognizes the tension that has existed within UNESCO
since its inception, in the emphasis that has been given to reflection,
action and standard-setting, but it does not apply this analysis explicitly
to EFA since Dakar. It also identifies the challenge for UNESCO in
working on education when other UN bodies (with finance) have the
sector as part of their remit as well.

The Ten-Year
United Nations Girls’
Education Initiative

UNGEI was launched at the World Education
Forum in Dakar in 2000, by the Secretary-
General of the United Nations, with UNICEF as
the lead agency. It is a partnership mechanism
aimed at reinforcing work on educating girls, in
order to reach EFA and MDG goals, in particular
those on gender parity. Networking, partnership
building, advocacy, knowledge generation and
sharing, and programme and project activities

in countries are its stated ways of working. The Millennium

Development
Goals and the
broader EFA
agenda are not
supported equally

Recently, UNGEI has reinforced its work at all
three levels at which it operates - global,
regional and national. In addition to the Global
Advisory Committee, there is now a Regional
Advisory Committee for Africa and UNICEF —
appointed regional and sub-regional
coordinators in Africa and Asia. These
committees provide strategic direction and
recommend specific programmes within
government plans and Common Country
Assessment-UN Development Assistance
Framework processes. Steps have been taken
to increase the understanding of UNGEI as

a partnership, as distinct from UNICEF's
independent work in the areas of girls’
education. These steps include an UNGEI
strategy and implementation plan,
communications materials, an UNGEI website,
and UNGEI technical meetings, reports and
studies, with ongoing attempts to strengthen
the UNGEI Secretariat at UNICEF Headquarters.

UNGEI has used the EFA High-Level Group
meetings in New Delhi (November 2003) and
Brasilia (November 2004) to organize side
events to highlight the importance of girls’
education and seek greater commitment from
policy-makers. It will continue to do so at the
High-Level Group meeting in Beijing (November
2005). UNGEI has placed girls" education on the
agenda of the FTI, so that gender-sensitive EFA
planning is recognized in the FTI appraisal
instruments.

Despite these efforts, some difficulties continue
at the regional and national levels. No UNGEI
global advisory committee has been established
for Asia. Some partners continue to be unable
to distinguish between UNICEF and UNGEI. The
underlying issue, as in the case of the Fast Track
Initiative, is what constitutes its value added
globally, both for the individual partners and

for governments.
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The High-Level
Group could

bring together in
a forceful way
what the events
and commitments
of 2005 mean

for EFA
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Five opportunities for UNESCO

In both its coordination and technical roles,
UNESCO will have some specific opportunities to
place EFA at the forefront of international efforts
to meet the Millennium Goals (especially given
new senior management for education), and to
encourage bolder steps. Some of these
opportunities will come in 2005.

First, within the United Nations Development
Group and with the support of the UN Secretary-
General, UNESCO is well placed to articulate a
strong case for EFA at the global level, especially
at the UN Special Assembly on the Millennium
Goals in September 2005.5T The benefits of basic
education for poverty reduction need to be
constantly defined and defended in international
forums. This is a critical function within
UNESCO’s coordination mandate. There is no
other international voice able to undertake this
role.52

Second, the connections between UNESCO,
the FTI, UNGEI, the E-9 countries® and other
coordinating mechanisms could be strengthened,
including in the design and the development of
the High-Level Group meetings. The bringing
together of the High-Level Group and the FTI
Partnership Meeting in Brasilia in 2004 was a
good step forward. Now, a more complete
integration of objectives and dialogue is required
and, in due course, a merging of separate groups.
UNESCO is best placed to promote this approach.

Third, the High-Level Group could bring
together in a bold and forceful way what the
events and commitments of 2005 mean for EFA.
It could translate the G8 decisions and the
outcomes of the UN Special Assembly into a
well-defined set of international actions for EFA
for the next ten years. This could be incorporated
in the Joint Action Plan for EFA that UNESCO is
preparing for endorsement at the EFA High-Level
Group in November 2005.

Fourth, as the lead technical agency for
education, UNESCO should exercise leadership
in promoting harmonization and good practice of
technical cooperation, in close consultation with

51. In which context there are opportunities through the work of ECOSOC
and its High-Level Meeting in preparing a Declaration for the UN Special
Assembly. See http://www.un.org/docs/ecosoc/.

52. By way of a comparative example, the European Commission is
developing a contribution to the review of the MDGs at the UN Special
Assembly that focuses on long-term MDG contracts between donors and
selected countries to ensure predictability of aid flows. UNESCO should
be able to articulate approaches to encompassing the full EFA agenda
within the new modalities of aid.

53. See www.unesco.org/education/e9/index.shtml.

the FTI. As noted above, there is a strong case
for international dialogue on improving the quality
of technical assistance in a well-coordinated
manner. The pooling of assistance, building of
regional capacity and rebuilding of UNESCO's
own place in this field are all topics worthy of
attention.

Fifth, UNESCO is the lead agency for the
United Nations Literacy Decade 2003-2012,
the United Nations Decade of Education for
Sustainable Development 2005-2014, and for
three major programmes: the Literacy Initiative
for Empowerment, the Teacher Training Initiative
in sub-Saharan Africa, and the Global Initiative on
HIV/AIDS and Education (Box 4.11). It also leads
and coordinates work on EFA Flagship
programmes (Box 4.12). These give UNESCO
the possibility to demonstrate in a very practical
way that separate initiatives can be both well-
coordinated internationally and integrated into
national plans and programmes. However, to do
so will require a major upgrading of UNESCO's
technical capacity.

2005 and beyond:
from commitment to action

There are promising signs that the coming years
will bring increased commitment and progress.
More international resources are being pledged
(Figure 4.16) - up to approximately US$120 billion
(20083 prices) per annum by 2010.54 This should, in
turn, ensure an increase in the level of resources
for education in general and for basic education in
particular: but, if the proportion of ODA for basic
education continues at its current modest levels,
the increase will be insufficient to meet the

54. Early in 2005, the European Commission set a new objective, for its
fifteen longer-term member states, of 0.51% of GNI for ODA by 2010 and
0.7% by 2015 ([EUROPA, 2005). If this commitment is honoured, an
additional €20 billion would become available by 2010 (against €43 billion
in 2005). In July, G8 leaders agreed to cancel 100% of the outstanding
debts of eligible HIPC countries to the IMF, IDA and the African
Development Fund. On the basis of both commitments, the G8 concluded
that ODA to Africa will increase by US$20 billion a year by 2010 (doubling
2004 disbursements) and that, globally, ODA should increase by
approximately US$50 billion by the same year. In addition: (a) France
intends to reach 0.7% of GNI in addition to its European Commission
commitments by 2007 (two-thirds to Africa); (b) the United Kingdom
plans to reach 0.7% of GNI by 2013 (it will double bilateral spending in
Africa between 2003/04 and 2007/08); (c) the United States proposes to
double aid to sub-Saharan Africa between 2004 and 2010 (the Millennium
Challenge Account is scheduled to provide up to US$5 billion a year); the
United States has also committed to double the funding to its African
Education Initiative (US$400 million) to train 500,000 teachers and grant
scholarships to 300,000 young people (primarily girls] over the next four
years (US Department of State, 2005); (d) Japan intends to increase ODA
by US$10 billion in the next five years and to double its Africa
commitments in three years; (e] Canada is doubling its ODA from 2001 to
2010, doubling its assistance to Africa from 2003/04 to 2008/09; and (f)
Russia will cancel debt worth US$750 million (G8 Gleneagles, 2005).
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Windows of opportunities through UNESCO-led initiatives

The United Nations Literacy Decade 2003-2012

Expected outcomes:

Significant progress towards the 2015 Dakar goals
(3, 4 and 5), in particular, a recognizable increase
in the absolute numbers of those who are literate
among women (accompanied by reduction in
gender disparities); excluded pockets in countries
that are otherwise considered to have high literacy
rates; and regions of greatest need (sub-Saharan
Africa, South Asia and E-9 countries).

Attainment by all learners, including children in
school, of a mastery level of learning in reading,
writing, numeracy, critical thinking, positive
citizenship values and other life skills.

Dynamic literate environments, especially in
schools and communities of the priority groups,
so that literacy will be sustained and expanded
beyond the Literacy Decade.

Improved quality of life (poverty reduction,
increased income, improved health, greater
participation, citizenship awareness and gender
sensitivity) among those who have participated in
the various educational programmes under EFA.

The United Nations Decade of Education
for Sustainable Development 2005-2014

Globally to:
Give an enhanced profile to the central role of
education and learning in the common pursuit
of sustainable development.
Facilitate links and networking, exchange and
interaction among stakeholders in education
for sustainable development (ESD).
Provide a space and an opportunity for refining
and promoting the vision of, and transition to,
sustainable development - through all forms
of learning and public awareness.

estimated US$7 billion of aid per annum that was
required from 2000 to achieve UPE and gender
equity in schools. It follows that additional bold
commitments are needed now. A doubling of aid
to basic education would bring the international
community closer to meeting its commitments
and to achieving the EFA 2015 goals.
Consequently, it is vital that the case be made
strongly for EFA in the follow-up to the G8
decisions and the outcomes of the UN Special
Assembly. UNESCO has a major role to play in
this regard.

Foster increased quality of teaching and learning
in ESD.

Develop strategies at every level to strengthen
capacity in ESD.

The Literacy Initiative for Empowerment
2005-2015

Promote literacy policies and practices within
existing national education and development
frameworks (in up to thirty-four countries). Additional
resources need

to be delivered in
more predictable,
better coordinated

and targeted ways

Provide target groups with quality and relevant
literacy learning opportunities linked to
development programmes.

The Teacher Training Initiative in sub-Saharan
Africa 2006-2015

For up to forty-six countries to:
More directly relate teacher policy to national
development goals.
Improve the quality of teacher education.
Improve the delivery of quality teacher education.

Augment teacher recruitment and retention to
stem teacher shortage.

The Global Initiative on HIV/AIDS and Education
Support governments (of up to thirty countries
by 2010) to prepare a comprehensive educational
response to HIV and AIDS, aiming at both risk
and vulnerability.
Mitigate the impact of HIV and AIDS on education.

Address the structural causes of vulnerability in
and around the learning environment.

Sources: UNESCO (2003f, 2005b, 2005c).

These additional resources need to be
delivered in more predictable, better coordinated
and targeted ways to countries which have
developed effective strategies and programmes.
Predictability is required for effective planning and
for taking decisions with long-term implications,
including for recurrent costs; and better
coordination and targeting are required to reduce
both duplication and the reporting demands on
recipient countries, and to ensure that aid is
directed to countries most in need. Much can be
done to improve the ways in which the
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Nine EFA Flagships

Nine EFA flagship programmes were launched in
Dakar to consolidate international cooperation on
themes identified as critical to the achievement of
the EFA goals (UNESCO, 2002b, 2003b): The Initiative
on HIV/AIDS and Education; Early Childhood Care and
Education; The Right to Education for Persons with
Disabilities: Towards Inclusion; Education for Rural
People; Education in Situations of Emergency and
Crisis; Focusing Resources on Effective School Health
(FRESH); Teachers and the Quality of Education;

the United Nations Girls' Education Initiative (UNGEI);
and Literacy in the Framework of the United Nations
Literacy Decade (UNLD).

UNESCO has now integrated its work on the UNLD,
HIV/AIDS and education, and teacher training in
sub-Saharan Africa into its core EFA programme.
UNICEF and FAO — which are lead agencies for,
respectively, UNGEI and Education for Rural People —
are moving in a similar direction.

The HIV/AIDS and Education Initiative is undertaking
work to accelerate the education sector's response
to HIV/AIDS in thirty African countries. A survey of
the capacity and readiness of seventy-one countries
to manage the impact of HIV/AIDS on their education
sectors has been undertaken (UNESCO-IIEP, 2005c.
A study of eighteen of these countries, from a civil
society perspective, supplemented the survey results
(Global Campaign for Education, 2005). The reports
will result in the first international benchmark for
examining official responses to the threat to
education systems and a challenge to teaching

and learning everywhere.

The Right to Education for Persons with Disabilities:
Towards Inclusion is a catalyst to ensure that the
right to education, and the goals of the Dakar
Framework, are realized for individuals with
disabilities (Lawrence, 2004). It builds on the
International Working Group on Disability and
Development, an alliance of twenty agencies and
NGOs, including UNESCO, UNICEF and the World
Bank. It encourages agencies to define a common
vision, defend it and work towards its realization.
The new Human Rights Convention on Disabilities
(decided by UN General Assembly in June 2003) and
its Article 17 on education provides an authoritative
global reference point for domestic laws and policies,
provides mechanisms for monitoring, establishes

a standard of assessment and achievement and
provides a framework for international cooperation.
Collaborative work is undertaken to review indicators
of disability and special need in order to provide a
complete picture of disability issues in education.

Education for Rural People: Led by FAQ, this
programme has undertaken consultative and
capacity-building activities in Asia, in nine Latin
America countries and in Kosovo and Mozambique,
targeting decision-makers from agriculture and
education ministries, aid agencies and NGOs.

It has a publications programme with UNESCO-IIEP.

international community supports EFA.
Joined-up ways of working are necessary.
Parallel and competing initiatives should be
linked or integrated.
Five years have passed since Dakar.
Progress is being made, but not quickly enough. H
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Figure 4.16: DAC members' ODA:' 1990-20042 and simulations to 2006 and 20103
(Amount in constant 2003 US$ billions and % share of GNI)
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Notes:
1. DAC members' ODA is the sum of bilateral aid and contributions to multilateral donors. Therefore the figures are different
from the total ODA in Fig 4.1 which shows total aid received from DAC donors, multilateral donors and non-DAC bilateral donors.

2. The total DAC ODA for 1991, 1992 and 1993 excludes debt forgiveness of non-ODA claims. It is included in the individual donors’ data,
and thus the total of individual donors for these years will be higher than the figures shown in this graph.

3. Simulations are based on donors’ ODA undertakings and estimated growth rates.
Source: Communication from OECD-DAC, August 2005.




