Chapter 5

Meeting international commitments:
the response to Dakar

The Dakar Framework for Action (World Education Forum 2000) declares a strong collective commitment to implementation of the EFA goals. Partners to that commitment comprise governments (in partnership with civil society institutions) in cooperation with regional and international agencies and institutions. The latter are expected to support the EFA process through resource mobilization, underpinned by a new global initiative. They are also expected to undertake ‘consistent, coordinated and coherent’ work with other partners in support of national EFA plans, based on comparative advantage. Strong national strategies must be supported with effective development cooperation. Countries with less-developed strategies, including countries in transition, those affected by conflict and post-crisis countries, must also be given the support they need to achieve more rapid progress towards education for all. The challenge is judged to be greatest in sub-Saharan Africa, in South Asia and in the least developed countries.

UNESCO has been requested to continue its mandated role in coordinating EFA partners and maintaining their collaborative momentum through the work of an annual, small and flexible High-Level Group and to facilitate the preparation of an annual monitoring report to assess progress on the EFA goals. The Organization has also been called upon to refocus its education programme in order to place the outcomes and priorities of Dakar at the heart of its work.

The purpose of this chapter is to assess the extent to which international commitments to EFA are being met. It begins by examining the recent record of aid provided by funding agencies for education in developing countries. Although there is good information covering the 1990s, owing to time-lags in reporting, more recent shifts in the composition of education aid in support of the EFA goals since 2000 are not easy to document. Accordingly, recent statements and commitments made by the international community in support of the EFA targets are also assessed here to determine both whether they reflect the Dakar process, and what their likely impact will be. The final sections of the chapter briefly consider the progress made with specific international programmes and initiatives, and include a review of UNESCO’s role and responses since Dakar.

Total aid flows to developing countries

Aid flows to developing countries did not prosper during the last decade of the twentieth century.
 Table 5.1 shows that they peaked in 1991 and declined thereafter. By 2000, grants and concessional loans to developing countries had fallen from US$60 billion to approximately US$50 billion. Of this amount, approximately 70% was from bilateral agencies. The largest proportion of multilateral assistance was from the World Bank (IDA), and the European Community. These two agencies together provided 64% of total multilateral assistance in 2000.
 However, the real value of aid flows stood at only about 80% of their 1990/91 levels. This downward trend affected both bilateral and multilateral aid, although flows of the latter peaked slightly later in the decade.

Throughout this period, sub-Saharan Africa, South and Central Asia and Far East Asia received about 65% of total development assistance. However, the proportion of total aid going to Far East Asia increased following the financial crisis of 1997, while that for sub-Saharan Africa fell. The decline in the share of aid going to sub-Saharan Africa was particularly marked for multilateral assistance, falling from 50% in 1990 to 36% by 2000. Given the trends in overall development assistance, and these regional trends, total development assistance to sub-Saharan Africa declined by 14% in real terms, between 1990 and 2000.

Bilateral aid to education

As with total aid, the trend of bilateral aid flows to education has been downwards – from around US$5 billion at the start of the decade to less than US$4 billion by 2000 (Figure 5.1).
 The most dramatic decline occurred in 2000, when commitments fell to US$3.5 billion, representing approximately a 30% decline in real terms from 1990 and accounting for about 7% of total bilateral aid.

The aggregate figures, however, hide major differences across the agencies. Five countries (France, Japan, Germany, the United States and the United Kingdom) accounted for between 75 and 80% of all bilateral aid commitments to education between 1990 and 2000 (Table 5.2). With the exceptions of Germany and Japan, where commitments remained relatively unchanged, real commitments to education for the other three major providers declined dramatically between the early and late 1990s. Moreover, while some countries did report increases, taken all together, real commitments declined over the period by approximately 16%.

Table 5.2 also shows the percentage of total aid commitments made to education. Again, wide differences between bilateral aid agencies are noticeable. Some countries (Australia, France, Ireland and New Zealand) have committed well above the bilateral average of 9% to 10% of total commitments, while others have committed far less (e.g. Denmark, Finland, Italy, Norway, Switzerland and the United States).

The final column of Table 5.2 shows the absolute percentage change in the proportion of total commitments allocated to education between 1990–92 and 1997–2000. A similar number of aid agencies reported a decline in the proportion of aid allocated to education as those who reported an increase, and the overall change between the early and the late 1990s was small. Accordingly, the fall in the volume of aid to education was similar to that of total aid flows, despite the inter-national commitments to increase aid to education that had been expressed at the World Conference on Education for All in 1990.

Reliable information on composition of aid to education is difficult to obtain. This is because of under-reporting and because a significant proportion of educational aid straddles each of the subsectors, and therefore cannot be allocated to just one. There are two particular problems with the available statistics. First, most agencies, including the Development Assistance Committee (DAC) of OECD, distinguish between ‘basic’ education and other subsectors (secondary, tertiary, etc). Although definitions of ‘basic’ education vary, that of DAC – which includes primary schooling, basic life skills for youth and adults, and early childhood education – is the most common formulation. In most definitions, literacy programmes are included in the notion of basic education. Because the statistics are reported in this manner, this chapter uses this definition to assess aid flows to basic education. It should, however, be recognized that much of the greater part of aid flows to basic education, classified in this way, are accounted for by support to primary schooling.

Secondly, the reporting of aid flows to each subsector of education is partial. For example, during the period 1993 to 1996, the ‘big five’ bilateral education agencies reported between 0% (France) and 83% (Germany) of their education commitments by sub-category. In all cases, this record improved by the later period (1997–2000), most donors having providing the information by this point. However, although under-reporting was much less marked than before, at the turn of the century the ‘unspecified’ category (representing aid which could not be apportioned to one of the subsectors) still represented 30% of reported education commitments.

Between the two periods shown in Table 5.3, the allocation of aid towards basic education increased in twelve of the eighteen agencies where data were available. Marked increases in the proportion of education aid allocated to basic education occurred in Denmark, Switzerland and the United Kingdom. These were compensated to some extent by large declines in Finland and Germany. Accordingly, the average allocation to basic education increased slightly between the two periods. Allocations to secondary education appear to have increased, with substantial reallocations from post-secondary education occurring in Austria and Italy.

Given the low levels of reporting of education subsector allocations, particularly during the first part of the decade, the data reported in Table 5.3 need to be interpreted cautiously. However, estimates based upon direct surveys of funding and technical assistance agencies suggest that by the mid-1990s about 20% of bilateral educational aid was committed for basic education (Bennel and Furlong, 1998; Bentall et al., 2000). These magnitudes are not inconsistent with the DAC data.

Figure 5.2 shows the regional breakdown of these education commitments.
 Africa received 47% of education commitments in 2000, representing a slightly greater proportion of aid to education than its share of total development assistance (37%). The reverse held for South Asia and Far East Asia, which received 23% of new education commitments but 34% of total development assistance in 2000. The greater concentration of education commitments to Africa are particularly marked, with almost 50% of all new bilateral education commitments being allocated to basic education in SSA in 2000.

In summary, bilateral aid to education appears to have declined since the mid-1990s – substantially so in 2000 – by which date bilateral education commitments stood at US$3.5 billion. The share of these commitments going to basic education appeared to have increased only slightly during the period, accounting for about 21% of aid to education in the late 1990s. By contrast, commitments to secondary education increased substantially over this period.
 Finally, in 2000, Africa received a larger share of education commitments than its share of overall development assistance.

Multilateral aid to education

As Table 5.1 showed, the World Bank and the European Council provide roughly similar levels of multilateral assistance, accounting for approximately 65% of total multilateral flows. However, a larger proportion of World Bank assistance has traditionally been allocated to the education sector and the Bank itself claims to be the largest external funder of education.
 For this reason it is treated first, before exploring other multilateral aid to education.

World Bank assistance

The World Bank was certainly one of the major providers of concessional finance to education during 1990.
 With the exception of 1997, IDA loans to education ranged from US$0.7 to 1.2 billion annually. However, after 1998, real IDA commitments to education fell to US$0.4 to 0.6
billion. IDA education commitments as a proportion of the total also declined over 1990 – from 13% to 10% of IDA commitments between the first and last three years shown in (Table 5.4.)

The World Bank does not regularly provide a breakdown of its education lending by subsector. Table 5.5 presents rough allocations to basic education (defined as before), based on the brief descriptions given for all projects in its Annual Reports. The data indicate that concessional commitments aimed exclusively at basic education increased from 32% to 52% between 1990–93 and 1994–97, but fell back to 33% between 1998 and 2001. If a broader definition is taken (to include loans which had any basic education component) a similar trend can be seen.

Regional allocations of IDA education commitments are shown in Figure 5.3. As with bilateral education commitments, the main regions receiving World Bank education assistance are located in sub-Saharan Africa, South and Central Asia and Far East Asia. The figure shows that the share of commitments for sub-Saharan Africa has declined during the period. More importantly, the real value of IDA education support to this region fell by 37% between 1990–93 and 1998–2001.

Other multilateral assistance

Information on other multilateral assistance to education is difficult to compile. Using the DAC database, information on aid flows for some of the main multilaterals is presented in Table 5.6. The EC is by far the largest of these, committing US$0.4 billion to education in 2000. Education accounts for about 6% of total aid from these multilateral agencies – rather less than the bilateral shares, but similar to the World Bank.

In terms of allocations to education subsectors, data are only available for two of the multilateral donors shown in Table 5.6. UNICEF reports to DAC that all education assistance is committed to basic education (comprising primary and early childhood education). For the EC, approximately 50% of commitments went to basic education in 1995, increasing to 66% by 2000. This increase entailed a decline in the share of commitments going to secondary and post-secondary education during this period.

In terms of expenditures, UNESCO is an important support agency for education. Education programmes account for one-quarter of its budget, and their real value increased by 30% over 1990–2003, to approximately US$100 million per year. One source suggests that basic education accounted for between 3% and 50% of all UNESCO education commitments between 1991 and 1997, and, on average, 30% throughout the period (Bentall et al., 2000, p. 21).

In summary, just as with bilateral flows, multilateral aid to education declined sharply over the period from 1990–2001. World Bank IDA support for education appears to have been roughly halved since the mid-1990s, falling to US$0.4 billion in 2001. However, the proportion allocated to basic education was higher than in the case of bilateral education commitments, and appears to have been maintained over the decade at about 40% (depending on the definitions used). The real value of IDA education commitments to South and West Asia, and particularly to sub-Saharan Africa, fell between the beginning and the end of the decade. Finally, the available data suggest that the real commitments to education from other multilateral agencies also declined after 1998. Over 60% of this assistance came from the European Union (EU), of which approximately two-thirds was allocated to basic education.

Total aid flows to education and the EFA goals

Table 5.7 draws together the information contained in previous figures and tables to provide estimates of total aid flows to education and to basic education in 1999 and 2000.
 It shows that total assistance to education, from all bilateral and multilateral sources combined, stood at an estimated US$5.98 billion in 1999 and at US$4.72 billion in 2000. As regards its composition, the more optimistic estimates shown in the table suggest that external funding to basic education was about US$1.34 billion in 1999 and approximately US$1.45 billion in the year 2000. It has been seen in the analysis in Chapter 4 that this is equivalent to only about one-quarter of the additional external assistance likely to be needed each year to 2015, in order to achieve universal primary education alone.
 Thus, aid to primary schooling would need to be quintupled – much of it concentrated in the countries of sub-Saharan Africa. Increases in external funding will, therefore, need to be focused upon that region to a much larger degree than has happened to date.
 Because this takes account of universal primary education (UPE) with gender equity only, external-funding agencies would need to increase aid for EFA still more, if all six Dakar goals are to be achieved.

Recent international initiatives

A number of new international initiatives have, however, been announced in support of education since the World Education Forum in Dakar. Extensive lobbying by the Global Campaign for Education partly through UNESCO and the World Bank (Global Campaign for Education, 2002b; Murphy and Mundy, 2002), together with stronger coordination of the core EFA partners by UNESCO, made education an important part of the debate at the United Nations Special Session on Children and the World Summit on Sustainable Development, both held in 2002. Education has also been a central part of the deliberations of the G8 nations both before and after Dakar, but particularly at Okinawa in 2000 and at Genoa in 2001 (Japan, Government, 1999a, b; Japan, Ministry of Foreign Affairs, 2000; Italy, Government, 2001). At its most recent meeting in Kananaskis in 2002, the G8 focused upon fighting terrorism, on strengthening global economic growth and sustainable development and on building a new partnership for Africa’s development. Under the chairmanship of Canada – a strong supporter of basic education – the G8 also adopted a series of recommendations to assist developing countries achieve universal primary education and equal access to education for girls with a special emphasis on sub-Saharan Africa (Canada, 2002a, b, c, d, e).

Education was also the particular focus of the spring meeting of the Development Committee of the World Bank in 2002, with specific reference to the Millennium Declaration and its development goals. The meeting was held in the context of a consensus on a new global approach to financing development that had been put together at the United Nations International Conference on Financing for Development at Monterrey in 2002 (United Nations 2002b).

The EU (European Council, 2002) and a number of its member countries have been redesigning their policies to strengthen the focus on education, basic education and/or Education for All. New regional initiatives, such as the New Partnership for Africa’s Development (NEPAD), have had human resources development as a central priority (http://www.nepad.com).

The EU hailed the meetings on Finance for Development in Monterrey and on Sustainable Development in Johannesburg as a ‘Global Deal’ (Spain, 2002).
 It involved a strengthened partnership in which the developing countries would assume greater responsibility for, and ownership of, their own development process, while the industrialized countries would recognize their own responsibilities for reducing global poverty. Investment in education and health, along with good governance and sound economic policies supporting entrepreneurship and enterprise, comprised the three strategic means that were seen as necessary for achieving sustainable development. These three items were also highlighted in the development compact proposed by the United States at Monterrey, based on the need to ‘work with the flow of market principles’ and the assumption that ‘assistance works best when it is provided in the context of a strong commitment to market principles and a very strong economic policy framework’ (U.S. Department of State, 2002).

The Monterrey ‘consensus’ resulted in new, stated commitments for official development assistance (ODA) from the EU, from its individual member states and from the G8 itself. The main pledges are summarized in Table 5.8. As announced at Monterrey, the new pledges for increased ODA amounted to US$12 billion per year by 2006 of which the EU is expected to raise an additional US$7 billion and the United States an additional US$5 billion. The commitments by the EU were stipulated in the context of achieving the 0.7% GNP target by its member states, set by the United Nations several decades ago. Some individual member countries have also set ultimate and interim targets to achieve that same goal, while others, including Canada, Japan, Netherlands and Norway, have pledged significant increases in their assistance for basic education. New support has also been committed for Africa in the context of the G8 Africa Action Plan in response to NEPAD.

How do these commitments measure up to the financial challenge faced by developing countries attempting to achieve the Dakar goals? This question raises the matter of how to interpret the commitments summarized in the table. The extent to which the different undertakings of bilateral agencies are, or are not incorporated in EU or G8 pledges is not entirely clear. Nor is the available documentation from the agencies of much help in clarifying this. The US$12 billion appears to comprise the commitments made by the EU (US$7 billion) and US (US$5 billion). However, this incorporates aid from some EU countries that are not individual members of G8. Moreover, Canada and Japan, neither of which are member of EU, are also substantial providers of aid. Be that as it may, were the sum of US$12 billion to be spent in the same pattern as the current average across all sectors, US$1 billion would be made available to the education sector, of which US$0.3 billion would be allocated to ‘basic’ education.

In addition to the above, there are likely to be additional increases of total aid and/or support to basic education from European non-EU states – Norway and Switzerland – and from other non-G8 countries such as Australia and New Zealand. Given the size of their existing programmes it seems unlikely that these would together amount to more than US$0.1 billion per year in support of the EFA goals.

However, much more substantial additional pledges are indicated from Japan, which is increasing its aid to education by US$0.4 billion, separate from its G8 commitments. Furthermore, the World Bank has indicated an intention to increase IDA support to basic education by up to US$0.7 billion annually.

It seems, then, that in addition to whatever is implied by the G8 commitment, about US$1.2 billion additional annual assistance was pledged during 2002 to support basic education by the World Bank, Japan and the non-EU European States. In order to bridge the annual financing gap of up to US$5.6 billion anticipated in Chapter 4, approximately US$4.4 billion of the additional G8 pledges would need to be added to this to meet the UPE and gender goals in 2015. As indicated earlier, the costs of meeting the early childhood, adult literacy and life-skills goals have not been included in these figures. Even so, US$4.4 billion for EFA is vastly more than would be forthcoming if the sectoral distribution of the US$12 billion were allocated in a similar fashion to the existing pattern of support. It is also considerably more than the extra US$1 billion of support for basic education from EU that is suggested by the middle column of the table.

HIPC debt relief funding was an important source of additional finance for education in twenty-six countries in 2002. Although estimates vary it seems that average debt relief under this programme over the period 2001–2005 will amount to around US$1 billion per year, of which approximately 40% should be available for education spending. (World Bank 2002c; IMF 2002). On the other hand, since many of these countries would otherwise be in default, it is unclear what proportion of these funds represents genuine new resources to the nations concerned, if not to their education sectors.

The only other source of available aid support would be a redirection of existing educational aid to other subsectors. As the earlier sections of this chapter showed, this amounted to some US$3.3 billion in 2000 (Table 5.7), most of which originated from bilateral sources. It seems to be an inescapable conclusion, then, that the financing of EFA will not only require strong policy reform in the countries which are currently far from the goals, but also a very significant increase in the proposed levels of external finance for education together with some further redirection of bilateral assistance towards EFA (and away from other education subsectors), in those and other countries. This represents a very challenging agenda for all parties to the partnership.

The Fast-Track Initiative (FTI)

The emphasis on universal primary education – undoubtedly the most costly of the goals – is partly the consequence of the most visible initiative since Dakar influencing the ‘Global Deal’. This is the Fast-Track Initiative (FTI), launched at the meeting of the Development Committee of the World Bank in April 2002 (World Bank Dev. Com., 2002a, b). Under this initiative, a first group of eighteen low-income and low-enrolment countries, each of which had a Poverty Reduction Strategy Paper (PRSP), were selected as recipients for early external assistance in achieving the education Millennium Development Goals (MDGs). The FTI is reflected in the recommendations of the G8 Task Force and in the new EU draft policy statement (European Commission, 2002a, 2002b; European Parliament, 2001).
 It stipulates a set of key policy and financing norms against which countries’ EFA plans may be evaluated and costed: the basis for gauging progress and for defining the rules of engagement between countries and their external partners. It has three main goals: (1) deeper developing-country commitment to education policy reform and the efficient use of resources; (2) increased and better coordinated aid from industrialized countries, to be provided within the framework of PRSPs; and (3) improved assessment based on improved data.

In designing the FTI, the analysis and conclusions of the World Bank’s simulation analyses for forty-seven countries (World Bank 2002a) were drawn upon. The overall financial parameters of the FTI were based upon that analysis, and countries’ reform programmes are expected to aim at achieving the revenue and efficiency ‘norms’ suggested by the study (as discussed in Chapter 4). In return, external partners would undertake to support the reforming countries (World Bank Dev. Com., 2002a, b, p. 7). Implementation was to be undertaken through a multi-partner consortium that would align the external financing needs of these countries with available financial support, which in turn would take into account existing programme designs, indicators and financing frameworks (World Bank, 2002c, p. 4).

The FTI has been widely welcomed and supported by core EFA partners, including UNESCO and UNICEF, by bilateral agencies, by regional organizations, such as the EU and by the Global Campaign for Education. Nevertheless, three types of concern have been expressed: (1) the speed and extent of domestic policy reform required both to improve efficiency and raise revenues may be too ambitious; (2) there may be a danger of ignoring countries which do not fulfil the criteria for eligibility to the FTI; and (3) its exclusive focus on the Millennium Development Goals may result in the remaining Dakar goals being overlooked.
 It is also questionable whether the FTI quite lives up to the spirit of a ‘Global Initiative’, as defined in the Dakar Framework for Action (para. 11). This required the international community to assist national efforts in achieving EFA, based on six underlying dimensions of development cooperation and financing (UNESCO, 2001i).

As suggested by Figure 5.4, the six dimensions constitute a package, determined by country-specific conditions and based on a principle of inclusion rather than exclusion. Negotiated according to principles of transparency and ownership, it relies on institution and human-capacity building as concomitants to the process. Both the Global Deal and the FTI focus upon the Millennium Development Goals, accepting that investment in education is a core dimension of reducing and eliminating poverty. Although this notion is also fundamental to EFA in the Dakar Framework, the latter places much more emphasis upon education as a right, and upon basic education constituting the necessary foundation for lifelong learning, with all the implications that brings for personal and societal development.

The FTI is properly judged as a new funding mechanism with an emphasis upon urgent action. It is less satisfactory as a framework for medium to long-term education reform. As argued in Chapter 4, the FTI’s proposed solutions in the form of norms and benchmarks have been derived from education system analysis isolated from a wider societal context.

As regards country-choice, the FTI initially incorporated a limited number of countries having a ‘credible’ education plan aligned with a PRSP. They included some countries, such as Mozambique, where existing aid receipts appear to be beyond their domestic implementation capacity (Gustafsson, 2002). On the other hand, the FTI omitted a significant number of countries that could be considered as ‘high priority’ if aid effectiveness were interpreted in relation to highest need rather than highest efficiency. Table 5.9 compares the eighteen Fast-Track countries, five countries held in Fast-Track reserve (of which four are E-9 countries) and a group of fifteen other countries with poor development and education indicators.
 As shown in the table, all three groups of countries have weak development and education indicators and clearly deserve external assistance. By contrast, those selected as initial FTI countries are, in fact, slightly better off than the other two groups. Table 5.9 indicates that the integration of the reserve countries into the Initiative could have a positive and strong impact upon global adult literacy rates and upon reducing the number of out-of-school children if these particular elements were specifically addressed. The ‘other’ country group not only have lower incomes than the FTI group, they also have higher rates of adult illiteracy, and much lower primary enrolment ratios. Attention to this ‘other’ group of countries would require the kind of flexibility implied by the Global Initiative and not necessarily insistence upon the existence of PRSPs in the countries concerned.

The emphasis placed by the FTI on UPE will make an important contribution to national development processes. However, its simple expansion may be to the cost of a more systemic approach focusing upon all six Dakar goals. Some have argued that an exclusive emphasis upon primary school enrolment and completion may come to dominate national educational agendas to the cost of more qualitative aspects of education reform (Gustafsson, 2002). Moreover, there is an obvious risk that the higher levels of external support entailed by FTI will increase aid dependency, as the extent of national ownership of plans and policies formulated via the PRSP instrument remains uncertain.

In summary, education is maintaining its place at the centre of the international development agenda and the pledges made since Dakar represent an important reconfirmation of this fact. The high degree of attention paid to universal primary education is justifiable because of its centrality to the Dakar agenda and its clear requirement for extensive and effective external support. However, this has at least two implications: first, the financial pledges far from cover the financing needed to pay attention to the full Dakar agenda; second, the short-term support for universal primary education is designed somewhat in isolation from the longer-term developments needed for systemic reform. Unless a medium- to long-term perspective is adopted, this will limit the capacity of governments to plan flexibly. Therefore, the FTI does not amount to the broader Global Initiative requested in the Dakar Framework for Action. Further, it risks being dominated by the concerns of a minority of the core partners, rather than reflecting the ‘consistent, coordinated, coherent work’ (UNESCO, 2000a, para. 17) seen as essential by the World Education Forum.

International coordination

The World Education Forum mandated UNESCO to play a leading role in sustaining international support for EFA and promoting better coordination of the global effort to achieve the Dakar goals. In doing so, it set down both a technical and a political challenge. However, it also provided UNESCO with an important opportunity to demonstrate international leadership at a critical point in the global effort to realize the right to education and eliminate poverty.

As this Report demonstrates, UNESCO is active in promoting the importance of good data for effective policy through the UNESCO Institute for Statistics, in encouraging the development of EFA Plans, in establishing and contributing to Flagship Programmes, and in giving priority to basic education in its regular programmes. It has also helped start the development of an EFA agenda in Europe (Box 5.1). In these ways, UNESCO is infusing EFA throughout its normative and technical functions in a direct response to Dakar (UNESCO, 2000a, para. 20).

Box 5.1. Education for all in Europe

UNESCO has supported a number of initiatives aimed at publicizing the six Dakar goals and their implications for educational development in Europe. EFA Forums have been established and national plans have been developed. A common theme is the need for European countries to provide education for marginalized and disadvantaged groups. Initiatives have stretched from Belarus, Bulgaria, Georgia, Moldova, Russia, South Caucasus, Ukraine to the Baltic States, Nordic countries and the United Kingdom.

The United Kingdom National Commission for UNESCO is organizing six conferences and seminars, each linked to one of the six EFA goals. The objectives of the series are to give an overview of progress worldwide and in the United Kingdom towards achievement of the goals and to consider the main obstacles and identify ways in which relevant United Kingdom experience can support achievement of the goals.

The Baltic States and the Nordic countries have made particular efforts to develop mutually supportive efforts nationally, regionally and internationally. A sub-regional conference on Education for All in the Baltic Sea Countries was held in Riga from 24–27 January 2002, with participation from Denmark, Estonia, Finland, Germany, Iceland, Latvia, Lithuania, Norway, Poland and Sweden and with observers from Belarus and the United Kingdom. The Conference was organized by the Ministry of Education and Science of the Republic of Latvia and the Latvian National Commission for UNESCO, in close cooperation with the UNESCO Secretariat in Paris, the Latvian National Committee for UNICEF, UNDP Latvia, the World Bank Mission in Latvia and the Latvian Adult Education Association.

The meeting agreed that the objectives of the Dakar Framework for Action provided direction for educational development in the individual countries, particularly concerning educational quality and basic education as the foundation for lifelong learning. It also recognized that broad civic participation in discussions through the institution of National Education Forums, or similar bodies, is critical to ensure a good quality of education for all. An informal EFA Coordination Working Group composed of representatives from Latvia, Lithuania and Sweden was formed to take the work forward.

However, UNESCO is finding other aspects of its international role more challenging. This is partly because the objectives of exercising major influence on the world’s political leaders and of mobilizing significant international resources for EFA are intrinsically difficult to achieve. Nevertheless, over the period 2000–2002, UNESCO’s interpretation of its mandate was conservative, with an emphasis on facilitating dialogue and promoting partnerships, rather than attempting to provide strong international leadership. Partnerships and alliances are important, but in the context of the international events outlined above, UNESCO has had the opportunity to be more openly proactive in analysing and arguing the case for global action in support of EFA.

UNESCO arranged for the High-Level Group to meet twice – in Paris in 2001 and Abuja in 2002. At the 2001 meeting, UNESCO was asked to facilitate the development of a comprehensive strategy for EFA (UNESCO 2001g). This was prepared and presented to the EFA Working Group in July 2002 (UNESCO 2002b
). UNESCO describes the strategy as a reference guide to the essential elements of EFA and to the definition of areas of potential mutual support. The strategy appears to be conceived as a broad framework for understanding, rather than as an agenda for international action.

Both in the High-Level Group and in the three meetings of the Working Group on Education for all, UNESCO has been mindful of the importance of broad geographical representation and the need to involve civil society organizations. It has tended to draw on politicians and on expertise from within the education sector and, in the case of the Working Group, on the services of officials carrying less political authority and weight. This is an understandable approach for UNESCO, given its responsibilities to its Member States, but it is questionable whether this way of working will provide the urgency and the political commitment or the action that the Dakar agreements demand. There clearly is a place for sharing information and building alliances. But this will not necessarily lead to increased influence on the world’s political and development community.

UNESCO has played its part in the development of the FTI and the G8 Education Task Force. It has created the Dakar Follow Up Unit in UNESCO’s Education Sector to manage EFA-related consultations. On behalf of the international community, it has facilitated the development of the independent Global EFA Monitoring Report. Recently, it was successful in promoting EFA at the World Summit on Sustainable Development. However, in order for UNESCO to play a truly influential international role it needs to be better resourced, in ways that harness both strong technical capability and authoritative policy analysis. In-house capacity is needed to analyse international developments, changing aid modalities and requirements, and comparative experience of education policy trends across the world.

Programme activities

UNESCO was the only organization specifically requested to place the outcomes and priorities of Dakar at the heart of its work although many other agencies in the United Nations system are developing EFA-related programmes. UNESCO responded by allocating 41% of its regular education programme budget for basic education. As part of its reform process, it brought Education for All into the work of all Divisions in the Education Sector, as well as to the other parts of the Organization. Cross-sectoral collaboration is illustrated by the cooperation between the Communication and Education sectors in distance education and between the Social Sciences and Education sectors in human rights.

UNESCO strongly advocates all of the six Dakar goals. Its programme activities notably include those which are assigned less importance by other international agencies: early childhood care and education, inclusive education, life skills, non-formal education and its synergies with formal education, adult education and literacy, and the quality of education. UNESCO has been interpreting the right to education through learning how to live together (Box 5.2). It has supported systemic development, for example, in its work with teachers and educational personnel (Box 5.3). It is also involved in a number of special focus areas, including education in emergency and crisis situations, school health and HIV/AIDS. Regionally, UNESCO was involved in planning, and organizing a range of meetings of ministers and of regional and sub-regional forums during 2001 and 2002.

Box 5.2. Learning to live together

Political events since September 2001 have further emphasized the absolute importance of universal basic education. Given the complexity of global problems, in particular the inequalities between and within countries, learning to live together has become a necessity for all regions of the world. This was the theme of the 46th International Conference on Education organized by the UNESCO International Bureau of Education (IBE) in 2001, which was attended by over 600 participants from 127 countries, including eighty ministers and vice-ministers of education and regional and non-governmental organizations and foundations. It is the particular focus of ongoing work at IBE.

The Conference agreed that achieving the objective of Education for All goes well beyond the achievement of universal schooling. Within each country, the search for social cohesion, the struggle against inequality, the respect for cultural diversity and access to information and communication technologies could be achieved through policies that focus on improving the quality of education.

Learning to live together means accepting the universality of certain values while respecting cultural diversity. Yet everyone must acquire, through education, values that are part of humanity’s common heritage, as expressed in the International Declaration of Human Rights.

The International Bureau of Education’s programme on ‘Curriculum change and social cohesion in conflict-affected societies’ in Bosnia-Herzegovina, Guatemala, Lebanon, Mozambique, Northern Ireland, Rwanda, Sri Lanka and Tajikistan aims at developing sustainable processes of change of the school curriculum to enhance social cohesion in divided and conflict-ridden societies. It takes the view that education per se is no guarantee for peace since violence and social exclusion can be embedded in education systems. It proposes the concept of ‘peace-building education’, which would analyse the structural causes and the wider social-political context of divisions and tensions.

In Afghanistan, basic training for curriculum and textbook development and printing capacity aims to strengthen both the Ministry of Education and the Ministry of Higher Education in their process of national educational reform. The project covers curriculum renewal, revision and modernization, development of materials and methodologies for human rights, peace and citizenship education and capacity building within the Ministry to design and produce printed materials.

Box 5.3. National capacity-building of lead teacher training institutions in Africa

M. Siniscalco, in her study for the International Labour Office (ILO) and UNESCO, highlighted how declining working conditions and low salaries result in a declining number of teachers for the growing number of school children around the world. In order to improve the quality of education in Africa and support the achievement of the EFA goals, improvement of teacher training (TT) institutions in Africa is urgently needed.

UNESCO has launched a capacity-building programme for teacher training in Africa. It targets the lead teacher training institutions: Écoles Normales (supérieures, d’Instituteurs des Écoles primaires, d’Institutrices des Jardins d’Enfants), university-level departments of teacher training and selected professional institutions that are the best national sources for quality education for the country and the training ground for future leaders in education.

The programme expects to assist the institutions in addressing more directly the challenges of teacher training as they relate to the development problems in the particular countries, especially those most in need. It also aims at creating a network to regroup the principal actors and the principal institutions in teacher training, and to bring forward the policy issue of teacher training development for Africa on the international agenda through ongoing communication with policy-makers, donors, the media and others.

Following an in-depth evaluation and analysis of the current conditions of the institutions in all forty-six Member States of sub-Saharan Africa during October-November 2002, the programme will begin to phase in the most urgently needed improvements of TT institutions. This will be based upon the recommendations of the evaluation and the priorities of the governments and the teacher training institutions. The immediate focus of the activities will be the Écoles Normales Supérieures that UNESCO played a fundamental role in establishing. Independent of the size of the country, only the lead teacher training institutions will be targeted. An analytic summary report of the evaluation results will be made available to major African mechanisms, such as MINEDAF VIII and NEPAD.

The activity will be carried out in partnership with the Commonwealth of Learning, International Council for Distance Education, Education International, World Confederation of Teachers, UNICEF, ILO, the Association for the Development of Education in Africa, relevant Working Groups on EFA and the World Council of Higher Education.

Inter-agency Flagship Programmes

A range of inter-agency work is taking place through flagship programmes. An overview of all existing flagships is presented in Table 5.11. In the Communiqué of the first meeting of the High-Level Group, it was emphasized that ‘multi-partner initiatives and programmes must be carefully synchronized with national priorities, form part of national EFA action plans, be properly coordinated by governments and pay special attention to the educational needs of out-of- school children’ (UNESCO, 2001b). It appears from Table 5.11. that the common feature of the flagships is the fact that they cater to marginalized groups or countries. Although some have been linked with EFA planning processes at national level, most of them need to be strengthened in that regard.

In summary, programme activities, including the flagship programmes, indicate a concern with those areas of the Dakar agenda that are not the primary focus of the FTI. While constituting complementary agency efforts, they suggest a continued need to map the mandates and strengths of all EFA partners in order to ensure implementation of all the Dakar goals.

Conclusions

This chapter has analysed the main trends in education aid between 1990 and 2001 and assessed the international commitments in support of Education for All made during the course of 2001–2002. It was shown that bilateral and multilateral aid to education declined towards the end of the 1990s. While there appears to have been a slight increase in the shares allocated to basic education, they too declined in real terms over the same period. Estimates of the additional external funding requirements necessary to achieve universal primary education suggest that current levels of assistance are far too low, particularly in view of the funding needs of all six Dakar goals. Achieving universal primary education alone will require a greater concentration on sub-Saharan Africa. Additional external funding for education, and particularly for universal primary education, was announced during 2002, but it is unclear whether this will lead to the very significant increases required. At the turn of the century, only 30% of educational aid was allocated to basic education. If the Dakar goals are to be met, further and sustained increases in educational aid are needed over the medium term, together with a significant redirection of educational aid towards the EFA sectors.

Major improvements have been made in the reporting of aid commitments to education, and particularly to basic education. However, there remains much room for further improvement in the coverage and quality of OECD DAC data. The priorities are to achieve greater conceptual clarity in reporting, and to provide much fuller information on education disbursements, including their subsectoral detail, in order to monitor actual aid flows.

Recent international commitments, initiatives and programmes demonstrate the cooperative spirit that exists among the international community as well as a widespread perception of the need for greater coherence and coordination at country levels. However, translating the commitments into real resources directed towards priority ends, and turning the language of coordination into real practice, remain some distance away. It is doubtful whether the international partners are yet working according to a commonly interpreted agenda as opposed to the separate mandates and strengths of their individual organizations. Further groundwork, therefore, remains essential in order to consolidate the individual initiatives into a movement that is enabled to focus upon all of the Dakar goals.

� More detailed accounts of the trends reported here can be found in Al-Samarrai (2002) and Colclough et. al. (forthcoming).


� The other multilateral agencies in Table 5.1 have been included because they represent the larger multilaterals in terms of assistance or they have specific education programmes.


� The data in these and subsequent tables, from the OECD DAC database, are for commitments, not disbursements. In recent years, the latter have been lower than the former by between 17% and 43%.


� Since it is not possible to use the DAC data to explore the regional distribution of bilateral education commitments, the OECD’s Creditor Reporting System (CRS) has been applied. The CRS suffers from lack of coverage: in 2000, only 70% of education commitments were recorded in the CRS database. These data are used in Figure 5.3.


� These results from the DAC database need to be interpreted with care, given the data issues alluded to earlier in this section.


� See www.worldbank.org/education


� For example, from 1990 to 1999 the World Bank committed US$8.5 billion in concessional (IDA) funds to education compared to US$13.5 billion for France and US$10.1 billion for Japan.


� The World Bank Annual Report 2001 suggests that from 1991 to 2000, basic education received approximately 44% of total education commitments (World Bank 2001a, p. 89). In addition, information contained on the World Bank website suggests that primary education received approximately 30% of all education lending (IDA and IBRD) between 1990–94 and 36% in 1995–99. (www.worldbank.org/education/primary.asp). These figures are broadly similar to those shown in Table 5.5. The website also indicates that the share of lending going to secondary education increased from 12% to 23% over the same period.


� A number of assumptions have been used in compiling Table 5.7 – e.g. in estimating the proportion of aid allocated to ‘basic’ education – that are detailed in the notes to the table. It should also be recalled that not all multilateral agencies are included. However, as Table 5.1 showed, those that are represented account for over 80% of all multilateral disbursements in 1999 and 2000. Furthermore, the agencies included in Table 5.7 are the main education aid providers.


� The estimates in Chapter 4 suggested that annual additional external aid to support universal primary education (UPE) would be likely to amount to up to US$5.6 billion, if the goals of UPE, quality and gender were to be achieved by 2015.


� See Figures 5.2 and 5.3.


� Also included in these meetings were the Fourth Ministerial Conference of the World Trade Organization held in Doha in 2001, which set a new development agenda in recognition of the need for special efforts to be made to integrate developing and, in particular, the least developed countries in the global economy (World Trade Organization, 2001).


� Murphy and Mundy argue that the Initiative has such strong similarities with Oxfam’s original Global Action Plan proposed in Dakar that there seems to be a line of influence (2002, p. 11).


� It should be noted, however, that the World Bank is planning to extend the costing exercise to ‘all the countries which have not yet achieved EFA’ and broaden it to ‘other EFA goals such as gender equality in primary and secondary education and adult literacy’ (World Bank, 2002c, p. 4).


� This ‘other’ group comprises countries that were non Fast-Track, having the lowest net enrolment ratios in 2000. The full list of countries and their key development and education indicators are shown in Table 5.10.


� UNESCO, An International Strategy to Operationalize the Dakar Framework for Action, Paris, UNESCO, 2002b.





