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FOREWORD

Foreword

In 2000, at the World Education Forum in Dakar, Senegal, 164 governments agreed on
the Dakar Framework for Action, Education for All: Meeting our Collective Commitments,
launching an ambitious agenda to reach six wide-ranging education goals by 2015.
UNESCO initiated the EFA Global Monitoring Reports in response, to monitor progress,
highlight remaining gaps and provide recommendations for the global sustainable
development agenda to follow in 2015.

There has been tremendous progress across the world since 2000 - but we are not there
yet. Despite all efforts by governments, civil society and the international community, the
world has not achieved Education for AlL.

On the positive side, the number of children and adolescents who were out of school
has fallen by almost half since 2000. An estimated 34 million more children will have
attended school as a result of faster progress since Dakar. The greatest progress has
been achieved in gender parity, particularly in primary education, although gender
disparity remains in almost a third of the countries with data. Governments have also
increased efforts to measure learning outcomes through national and international
assessments, using these to ensure that all children receive the quality of education
they were promised.

And yet, for all this progress, 15 years of monitoring shows sobering results.

There are still 58 million children out of school globally and around 100 million children
who do not complete primary education. Inequality in education has increased, with the
poorest and most disadvantaged shouldering the heaviest burden. The world’s poorest
children are four times more likely not to go to school than the world’s richest children,
and five times more likely not to complete primary school. Conflict remains a steep
barrier, with a high and growing proportion of out-of-school children living in conflict
zones. Overall, the poor quality of learning at primary level still has millions of children
leaving school without basic skills.

What is more, education remains under-financed. Many governments have increased
spending, but few have prioritized education in national budgets, and most fall short of
allocating the recommended 20% needed to bridge funding gaps. The picture is similar
with donors, who, after an initial boost in aid budgets, have reduced aid to education
since 2010 and not sufficiently prioritized those countries most in need.

This Report draws on all of this experience, to make sharp recommendations for
the place of education in the future global sustainable development agenda. The
lessons are clear. New education targets must be specific, relevant and measurable.
Marginalized and disadvantaged groups, hardest to reach and still not enjoying their
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FOREWORD

right to education, must be a priority. There must be stronger action on financing across
the board. While the bulk of costs will be borne by governments, the international
community must step up, to sustain and increase aid to education - especially in low
and lower middle income countries where needs are greatest. The future agenda will
also need ever-stronger monitoring efforts, including data collection, analysis and
dissemination, to hold all stakeholders to account.

In the run-up to 2015, EFA Global Monitoring Reports have played a leading role in
supporting countries, providing solid assessment and analysis to facilitate policy-
making, along with a powerful advocacy tool for governments and civil society. This will
continue as we turn to implementing the new Sustainable Development Goals. After
2015, the Reports will continue to provide a trusted and independent voice on the state
of global education, producing useful recommendations to all countries and partners.
So much has been achieved since 2000 - we need to do far more, to ensure quality
education and lifelong learning for all. There is simply no more powerful or longer-
lasting investment in human rights and dignity, in social inclusion and sustainable
development. Experience since 2000 shows what can be done - we need to draw on
this to do more.

Irina Bokova
Director-General of UNESCO
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EXECUTIVE SUMMARY

Executive Summary

The 2015 EFA Global Monitoring Report provides a complete assessment of progress
towards the Education for All goals established in 2000 at the World Education Forum in
Dakar, Senegal. The report takes stock of whether the world achieved the EFA goals and
whether EFA partners upheld their commitments. It also explains possible determinants
of the pace of progress and identifies key lessons for shaping a post-2015 global
education agenda.

Taking stock of progress towards EFA

Goal 1 - Early childhood care and education

Expanding and improving comprehensive early childhood care and education, especially for
the most vulnerable and disadvantaged children

B Despite a drop in child mortality rates of nearly 50%, 6.3 million children under the
age of 5 died in 2013 from causes that are mostly preventable.

B Progress in improving child nutrition has been considerable. Yet globally, one
in four children are still short for their age - a sign of chronic deficiency in
essential nutrients.

B In 2012, 184 million children were enrolled in pre-primary education worldwide, an
increase of nearly two-thirds since 1999.

Goal 2 - Universal primary education

Ensuring that by 2015 all children, particularly girls, children in difficult circumstances and
those belonging to ethnic minorities, have access to and complete free and compulsory
primary education of good quality

B The primary school net enrolment ratio was 84% in 1999 and is estimated to
reach 93% in 2015.

B Net enrolment ratios improved significantly, rising at least 20 percentage points from
1999 to 2012 in 17 countries, 11 of which were in sub-Saharan Africa.

B While some increases in enrolment ratios are evident, nearly 58 million children were
out of school in 2012, and progress in reducing this number has stalled.

B Despite progress in access, dropout remains an issue: in 32 countries, mostly in
sub-Saharan Africa, at least 20% of children enrolled are not expected to reach
the last grade.

B By the 2015 deadline, one in six children in low and middle income countries - or
almost 100 million - will not have completed primary school.
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Goal 3 - Youth and adult skills

Ensuring that the learning needs of all young people and adults are met through equitable
access to appropriate learning and life skills programmes

B Reflecting improved transition rates and higher retention rates, the lower secondary
gross enrolment ratio increased from 71% in 1999 to 85% in 2012. Participation in
lower secondary education has increased quickly since 1999. In Afghanistan, China,
Ecuador, Mali and Morocco, the lower secondary gross enrolment ratio has increased
by at least 25 percentage points.

B Inequality persists in the transition from primary to secondary school. For example,
in the Philippines, just 69% of primary school graduates from the poorest families
continued into lower secondary, compared with 94% from the richest households.

B A majority of the 94 low and middle income countries with information have
legislated free lower secondary education since 1999. Of these, 66 have constitutional
guarantees and 28 enacted other legal measures. As of 2015, only a few nations
charge lower secondary school fees, including Botswana, Guinea, Papua New Guinea,
South Africa and the United Republic of Tanzania.

Goal 4 - Adult literacy

Achieving a 50 per cent improvement in levels of adult literacy by 2015, especially for women,
and equitable access to basic and continuing education for all adults

B There are about 781 million illiterate adults. The rate of illiteracy dropped slightly,
from 18% in 2000 to an estimated 14% in 2015, which means the Dakar target of
halving illiteracy was not achieved.

B Only 17 out of the 73 countries with a literacy rate below 95% in 2000 had halved their
illiteracy rate by 2015.

B Progress has been made towards gender parity in literacy but is not sufficient. All 43
countries where fewer than 90 women for every 100 men were literate in 2000 have
moved towards parity, but none of them will have reached it by 2015.

Goal 5 - Gender equality

Eliminating gender disparities in primary and secondary education by 2005, and achieving
gender equality in education by 2015, with a focus on ensuring girls’ full and equal access to
and achievement in basic education of good quality.

B At the primary level, 69% of the countries with data are expected to have reached
gender parity by 2015. Progress is slower in secondary education, with 48% projected
to be at gender parity in 2015.

B Progress in tackling severe gender disparity has been made. Between 1999 and 2012,
the number of countries with fewer than 90 girls enrolled in primary school for every
100 boys fell from 33 to 16.

xiii
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B Amongst out-of-school children, girls are more likely than boys never to enrol
in school (48% compared with 37%), while boys are more likely to leave school
(26% compared with 20%). Once enrolled, girls are more likely to reach the
upper grades.

B In sub-Saharan Africa, the poorest girls remain the most likely to never attend
primary school. In Guinea and Niger in 2010, over 70% of the poorest girls had never
attended primary school, compared with less than 20% of the richest boys.

Goal 6 — Quality of education

Improving all aspects of the quality of education and ensuring excellence of all so that
recognized and measurable learning outcomes are achieved by all, especially in literacy,
numeracy and essential life skills

B Pupil/teacher ratios declined in 83% of the 146 countries with data at the primary
education level. In one-third of the countries with data, however, less than 75% of
primary school teachers are trained up to national standards.

B At the lower secondary education level, 87 of the 105 countries with data have a pupil/
teacher ratio below 30:1.

B In 1990, 12 learning assessments were conducted according to national standards,
but by 2013 the number had increased to 107.

Financing education

B Many countries have increased spending on education. Between 1999 and 2012, 38
countries increased their spending by 1 percentage point or more of national income.

B Education is not a priority in many national budgets. As a share of government
spending, expenditure on education has changed little since 1999 and at 13.7% in
2012, falls short of the recommended 15% to 20% target.

B Governments and donors have neglected to fund EFA goals outside of primary
education. As a result, pre-primary education and adult literacy, in particular,
remain underfunded.

B Donors have largely failed on their commitment to deliver aid more effectively,
achieving just 1 of 13 aid effectiveness targets. Effective international coordination
and distribution of aid to education have been almost entirely absent.

Were the 12 strategies from the Dakar Framework sufficient to contribute to the five

key medium-term results expected of an effective EFA architecture? In assessing
whether political commitment to EFA was reaffirmed and sustained throughout

the period, it is clear that the EFA movement suffered once the MDGs became the
dominant development agenda. The result was excessive emphasis on universal primary
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education. UNESCO proved cautious in its approach to high-level political engagement,
so the forum of choice for global policy actors in education shifted away from the High-
Level Group. The assumption that global and regional conferences are powerful enough
to hold countries and the international community to account has not proved to be valid.

Since 2000, diverse types of knowledge, evidence and expertise have been
communicated and used. Much new evidence and many policy initiatives and research
advances were not necessarily related to EFA activities, and too often came from outside
the education sector. While some of the new evidence did reach EFA coordination
meetings, it did not appear to be used for policy-making.

Since 2000, there has been no shortage of national education plans. However, it is
less clear that new knowledge or tools have helped develop appropriate capacity for
evidence-based national policy-making or that they have strengthened national EFA
policy and practice.

A key expected result of the Dakar process was that credible plans would help
effectively mobilize financial resources for EFA. The rise in domestic education
spending in low income countries was promising, but its main cause was increased
domestic resource mobilization. International aid expanded considerably in absolute
terms, yet its volume fell well short of the assessed need.

The decision to introduce an independent monitoring and reporting mechanism of
progress towards the EFA goals may have been critical in keeping EFA high on the
agenda. But improved reporting was only possible thanks to major improvement in data
quality and analysis, often supported by EFA partners.

Efforts since 2000 to advance education around the world became almost synonymous
with ensuring that every child is in school. As this EFA - and MDG - target of universal
access to primary education was more applicable to the poorest countries, other nations
found it less relevant. Meanwhile, the focus on universal primary enrolment meant less
attention to other crucial areas, such as education quality, early childhood care and
education, and adult literacy.

Overall, not even the target of universal primary education was reached, let alone

the more ambitious EFA goals, and the most disadvantaged continue to be the last to
benefit. But there have been achievements that should not be underestimated. The
world has advanced by 2015 beyond where it would have been if the trends of the 1990s
had persisted. And monitoring education progress since Dakar has also improved

and expanded.

In the end, the EFA movement can be characterized as a qualified success, even if EFA
partners may have not collectively lived up to their commitments. But a lesson re-
emerging over the past 15 years is that, while technical solutions are important, gaining
political influence and traction is of even greater significance, particularly to realize the
scale of reform and action required to achieve EFA at the national level. The current
discussions on the post-2015 agenda may be offering just such a chance.

XV
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Education for All since 2000:
A qualified success?

The Convention on the Rights of the Child in 1989
and the World Declaration on Education for All
(EFA) in 1990 in Jomtien, Thailand, reaffirmed
education as a human right and heralded a

new environment of international cooperation.
However, reality did not live up to the promise.
The progress of the 1990s for education was
seen as insufficient, especially in the countries
furthest from reaching key education targets.

The international community assembled in
Dakar, Senegal, in April 2000 to set an agenda
for making progress in education to 2015. At
the World Education Forum, governments from
164 countries, together with representatives of
regional groups, international organizations,
donor agencies, non-government organizations
(NGOs] and civil society, adopted a Framework
for Action (‘the Dakar Framework') to deliver
EFA commitments. The Dakar Framework
comprised two key elements: 6 goals, and
associated targets, to be achieved by 2015," and
12 strategies to which all stakeholders would
contribute (Box 0.1).

The EFA Global Monitoring Report (GMR] has
monitored progress on an almost annual basis
towards the EFA goals, and the two education-
related Millennium Development Goals (MDGs),
since 2002. This GMR has particular significance
as it provides a complete assessment of
progress since Dakar towards the target date
for reaching the Dakar Framework’s goals. It
has three objectives. First, it aims to take stock
of whether the world achieved the EFA goals
and stakeholders upheld their commitments

to implement the agenda. Second, it intends

to explain possible determinants of the

pace of progress and whether a direct link

can be established between the strategies’
implementation and the achievement of the
goals, or lack thereof. Finally, it hopes to learn,
in particular to identify key messages for shaping
a post-2015 global education agenda.

1. A key target under the gender equality goal, parity at the primary and
secondary education level, was to be achieved by 2005.

The chapter pursues these objectives in three
ways. First, it provides an assessment of
whether the world is on track to achieve the
targets explicitly identified in EFA documents.
As clear and measurable targets were not set
for all the objectives embedded in each goal, the
chapter selectively reviews progress by using
indicators that capture relevant elements of
the goals. By necessity, this exercise involves
projections, since the most recent data refer

to 2012 or earlier. A complementary analysis
assesses the speed with which the world
moved towards selected targets, comparing the
record of the period since Dakar to that of the
preceding decade. Overall, there are examples
of considerable progress, even if the targets
themselves were not met. This chapter focuses
on the global level; detailed discussion of
country-level progress is included in the goal-
specific chapters that follow.

Second, the chapter explores possible drivers of
change in relation to the EFA goals. Education
systems may grow, or stagnate, even in the
absence of international commitments. There
are reasons to believe that events in recent years
were more favourable overall to educational
development than in the 1990s, which may help
explain some of the progress observed.

Third, the chapter asks whether the
implementation of the Dakar-based EFA agenda
may itself have contributed to global progress.
It describes the global channels and processes
that participants in the World Education Forum
believed would help mobilize action at the
national level, and reports on their application.
It then assesses whether these processes and
actions were necessary and sufficient to achieve
the desired educational outcomes. It concludes
that some notable breakthroughs may have
contributed to overall progress at the global
and regional levels, but that far less was done
than promised in the key areas of coordination
and financing.

This GMR
aims to take
stock, explain
and learn
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Box 0.1. The Dakar EFA goals and strategies

Goals

1.

Expanding and improving comprehensive
early childhood care and education,
especially for the most vulnerable and
disadvantaged children

Ensuring that by 2015 all children, particularly
girls, children in difficult circumstances and
those belonging to ethnic minorities, have
access to and complete free and compulsory
primary education of good quality

Ensuring that the learning needs of all young
people and adults are met through equitable
access to appropriate learning and life skills
programmes

Achieving a 50 per cent improvement in levels
of adult literacy by 2015, especially for women,
and equitable access to basic and continuing
education for all adults

Eliminating gender disparities in primary and
secondary education by 2005, and achieving
gender equality in education by 2015, with a
focus on ensuring girls’ full and equal access
to and achievement in basic education of
good quality

Improving all aspects of the quality of
education and ensuring excellence of all so
that recognized and measurable learning
outcomes are achieved by all, especially in
literacy, numeracy and essential life skills

Strategies

1.

10.

n

12.

Mobilize strong national and international political commitment
for education for all, develop national action plans and enhance
significantly investment in basic education

Promote EFA policies within a sustainable and well-integrated
sector framework clearly linked to poverty elimination and
development strategies

Ensure the engagement and participation of civil society in the
formulation, implementation and monitoring of strategies for
educational development

Develop responsive, participatory and accountable systems of
educational governance and management

Meet the needs of education systems affected by conflict, natural
calamities and instability, and conduct educational programmes in
ways that promote mutual understanding, peace and tolerance, and
that help to prevent violence and conflict

Implement integrated strategies for gender equality in education
that recognize the need for change in attitudes, values and
practices

Implement education programmes and actions to combat the HIV/
AIDS pandemic as a matter of urgency

Create safe, healthy, inclusive and equitably resourced educational
environments conducive to excellence in learning, with clearly
defined levels of achievement for all

Enhance the status, morale and professionalism of teachers

Harness new information and communication technologies to help
achieve EFA goals

Systematically monitor progress towards EFA goals and strategies
at the national, regional and international levels

Build on existing mechanisms to accelerate progress towards
education for all
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Taking stock of progress
towards EFA

The EFA goals tackled an ambitious set of
challenges for global education. Since 2002,
the GMRs have focused on targets indicative
of progress towards each goal. Approaching
the 2015 deadline, the following key
messages emerge:

B While there has been some progress in
universal access to education, compared
to 1999 when there were 204 million out-
of-school children and adolescents of
primary and lower secondary school age
(or 19% of the population], there were still
121 million out of school in 2012 (or 12% of
the population).

B The second MDG and EFA goal 2 both
envisaged all children completing a full cycle
of primary education. Yet, in low and middle
income countries in 2015, one in six children
will not have completed primary school. In
addition, one in three adolescents will not
have completed lower secondary school.

B Although it is projected that by 2015 gender
parity will be achieved, on average at the
global level, in primary and secondary
education, 3 in 10 countries at the primary
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level and 5 in 10 at the secondary level are
projected not to achieve this target.

B The adult illiteracy rate will have fallen by
only 23% since 2000, instead of the targeted
50%, and most of the decrease is due to the
transition into adulthood of larger cohorts of
better-educated children. At least 750 million
adults, nearly two-thirds of them women,
will not even have rudimentary literacy
skills in 2015.

Progress on some indicators of educational
development has accelerated since 2000, with
more children entering school and completing
their education. For example, it is expected
that by 2015 some 20 million more children
will have completed primary school in low and
middle income countries than would have been
the case if the pre-2000 rate of progress had
been maintained.

There were
121 million
out-of-school
children and
adolescents
in 2012

However, the GMR also finds that educational
development continues to be unequally shared.
Disadvantaged children still lag behind their
peers. For example, the probability that children
from the poorest quintile of households in low
and middle income countries would not attain
primary school in 2010 was more than five times
higher than the corresponding probability of
children from the richest quintile, a ratio that
has slightly increased compared to 2000.
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161 million
children under
five suffered
from moderate
or severe
stunting

in 2013

OVERVIEW

Were the EFA goals achieved?

Goal 1: Progress in early childhood care and education
was rapid but from a low base and highly inequitable

Table 0.1: Key indicators for goal 1

Care

Moderate or
severe stunting
(children under age 5)

Under-5 mortality rate

2000 2013 2013

(1000 live births) (1000 live births) (%)

World 76 46 25
Low income countries 135 76 37
Lower middle income countries 93 59 35
Upper middle income countries 39 20 8
High income countries 10 6
Sub-Saharan Africa 158 93 38
Arab States 54 34 20
Central Asia 64 35 16
East Asia and the Pacific 39 18 "
South and West Asia 92 55 34
Latin America and the Caribbean 32 18 "
North America and Western Europe 7 5 3
Central and Eastern Europe 26 12 8

Sources: Annex, Statistical Table 3B (print); UIS database; IGME (2014); UNICEF et al. (2014).

The treatment of early childhood care and
education in the Dakar Framework had its roots
in the rights-based approach of the Convention
on the Rights of the Child. Since 2000, there has
been an increasing focus on early childhood,

in both poor and rich countries, informed by
evidence of its fundamental consequences

for future individual well-being, with further
research emerging of the importance of the first
1,000 days after conception (see Chapter 1].

The Dakar Framework did not set specific
targets on early childhood care and education
to be achieved by 2015. In their absence, the
GMR monitored selected indicators that were
deemed closest to key concepts related to goal
1, including survival, health and nutrition, and
access to learning opportunities.

Regarding survival, progress has been made

on the target associated with the fourth MDG

to reduce under-5 child mortality by two-thirds
between 1990 and 2015. By 2013, the target

had been met by 53 countries among 192 with
the relevant data. Between 1990 and 2000, the
level of child mortality fell globally from 90 to

76 deaths per 1,000 live births, and by 2013 it
had reached 46. However, the 2015 target of 30
deaths per 1,000 live births is unlikely to be met.

Education

Gross enrolment ratio

Total enrolment (GER) Gender parity index of GER

Change since

2012 1999 1999 2012 1999 2012
(000) (%) (%) (%) (F/M) (FIM)
183 604 64 33 54 0.97 1.00
12381 107 " 19 0.99 0.97
70748 131 23 50 0.94 1.01
63569 40 40 69 0.99 1.01
36 907 22 72 86 0.98 0.99
14114 149 1 20 0.96 1.00
4309 83 15 25 0.79 0.98
1886 48 19 33 0.95 1.00
53344 45 38 68 0.98 0.90
53517 148 22 55 0.94 1.02
2139 34 54 74 1.01 1.00
22 866 20 76 89 0.98 0.98
12172 29 51 74 0.96 0.98

East Asia and the Pacific and Latin America

and the Caribbean are expected to do so, but
sub-Saharan Africa is not, and its child mortality
rate is expected to be above the global average,
despite progress accelerating after 2000. Still,
the total number of children dying before their
fifth birthday has been halved, from 12.7 million
in 1990 to 6.3 million in 2013 (IGME, 2014).

In terms of nutrition, progress has been made
towards meeting the target associated with the
first MDG on poverty and hunger, to halve the
prevalence of underweight children between
1990 and 2015: underweight prevalence fell from
25% in 1990 to 15% in 2013, although the target
will be missed (UNICEF et al., 2014).

A robust indicator of the cumulative effects

of child malnutrition, as well as poor health

in utero and during the first two years, is the
prevalence of moderate or severe stunting, when
children are short for their age. No concrete
target was set at the global level. While the
stunting rate fell from 40% in 1990 to 24.5% in
2013, the cognitive and physical development of
about 161 million children under 5 remains at
risk (UNICEF et al., 2014]). As with child mortality,
sub-Saharan Africa experienced a much slower
rate of improvement: its stunting rate fell from
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48% to 38%. By contrast, in South and West Asia
and in East Asia and the Pacific the stunting
rate fell by more than 25 percentage points
(Figure 0.1).

Since 2000, early childhood education services
have expanded considerably. Globally, pre-
primary education enrolment increased by
almost two-thirds, and it rose by almost two and
a half times in sub-Saharan Africa and South
and West Asia. The global pre-primary gross
enrolment ratio increased from 27% in 1990 to
33% in 1999 and 54% in 2012 and, if it continued
to rise at the 1999-2012 rate, would reach 58%
by 2015 (Figure 0.2).

However, there are wide differences among
regions. While the ratio was 74% in Latin America
and the Caribbean and 89% in North America
and Western Europe in 2012, it was only 20% in
sub-Saharan Africa and 25% in the Arab States.
Countries in transition returned to a positive
trend after 1999 following a reduction of pre-
primary education services during the 1990s.
However, while enrolment levels were higher
than in 1990 in Central and Eastern Europe, they
remained well below that level in Central Asia.

While too few countries report information

on the individual characteristics of children
attending pre-school to allow a global estimate
of inequality (see Chapter 1), gaps in pre-
primary enrolment have continued to exist not
only among but also within countries, especially
between urban and rural areas. A key reason
for such inequality is that many countries have
yet to expand public provision of pre-primary
education. The result is that many families

Figure 0.1: Child malnutrition remained unacceptably high
Moderate or severe stunting rate, world and selected regions, 1990-2013
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Source: EFA Global Monitoring Report team calculations (2015) based on the Joint Malnutrition dataset of UNICEF, WHO
and the World Bank and the corresponding syntax file for estimating regional averages.

still pay pre-school fees. The percentage of
enrolment in private institutions increased from
28% in 1999 to 31% in 2012, which represents
both a higher level and a bigger increase than in
primary and secondary education. Evidence from
household surveys suggests that the true extent
of private provision may be underestimated

in many countries where regulation of the
sector is weak.

Many countries
have yet to
expand public
provision of
pre-primary
education

Chapter 1 discusses the increasing use

of multisector, coordinated approaches to
early childhood care and education, and also
examines quality in provision, with a focus on
the impact of educators who lack preparation,
training and social status.

Figure 0.2: Pre-primary enrolment rates are projected to have increased by three-quarters during the Dakar period
Pre-primary gross enrolment ratio, world and regions, 1990-2012 and 2015 (projection)

100

0
S

P

@
S

N
S

N
o

/—/ _____ Arab States
_Kf_— ————— Sub-Saharan Africa

————— N. America/W. Europe

_____ East Asia/Pacific
=" South/West Asia

-
<~ — = World

_____ Central Asia

Pre-primary gross enrolment ratio (%)

1990 1992 1994
Source: UIS database; Bruneforth (2015).

1996 1998 2000 2002 2004 2006 2008 2010 2012 2015



D
C
0
Q
0

o
@)

£
C
0

2
c
0

>

©

0

[

O

g
C
0

e
C

0

b}
@
0
3

0

L

Just over half
of all out-of-
school children
live in sub-
Saharan Africa

OVERVIEW

Goal 2: Universal primary education will not be reached by 2015

Table 0.2: Key indicators for goal 2

Primary adjusted net

Total primary enrolment enrolment ratio

Change since

2012 1999 1999 2012

(000) (%) (%) (%)
World 705103 8 84 91
Low income countries 130721 75 60 83
Lower middle income countries 291582 2 80 90
Upper middle income countries 203 032 -19 94 95
High income countries 79768 -6 96 96
Sub-Saharan Africa 144 075 75 59 79
Arab States 42761 22 80 89
Central Asia 5479 -20 95 95
East Asia and the Pacific 184 382 -18 95 96
South and West Asia 192 650 24 78 94
Latin America and the Caribbean 64 696 -8 93 94
North America and Western Europe 51349 -3 98 96
Central and Eastern Europe 19712 -21 93 96

Sources: Anne, Statistical Tables 5 and 6; UIS database.

The achievement of universal primary education
has been considered the most important EFA
indicator, despite its representing only part of the
ambitions for global progress in education. This
is at least partly because of the dominant role
the second MDG played. Unfortunately, the target
is still far from being met. Despite an increase in
the global primary adjusted net enrolment ratio
from 84% in 1999 to 91% in 2007, the indicator
has since stagnated. At best, if earlier rates

of progress resume, it will reach 93% by 2015
(Figure 0.3).

Across regions, the largest absolute increases
in the primary adjusted net enrolment ratio were

Survival rate to last grade of primary

Out-of-school children education
Change

2012 since 1999 Female 1999 20m
(000) (%) (%) (%) (%)
57788 -45 53 75 75
20 746 -46 5l) 56 57
26333 -48 52 69 70
7888 -42 53 85 88
282 9 45 93 95
29639 -30 56 58 58
4467 -43 58 82 83
295 -22 52 97 98
6923 -42 47 85 92
9814 73 48 64 64
3763 -6 47 77 77
2060 108 47 92 94
827 -53 43 96 95

observed in sub-Saharan Africa (from 59% in
1999 to 79% in 2012) and South and West Asia
(from 78% to 94%). Only in North America and
Western Europe did the ratio decline (from
98% to 96%]). This is due to the United States,
where the population of homeschooled
children doubled from 1999 to 2007 (Davis
and Baumann, 2013).

As of 2012, almost 58 million children of
primary school age were out of school, down
from 106 million in 1999. Just over half of them
live in sub-Saharan Africa, a considerable
increase compared to 1999, when the region
accounted for 40% of the total. By contrast,

Figure 0.3: The pace of growth in primary net enrolment rates picked up in the early 2000s but slowed after 2007
Primary adjusted net enrolment ratio, world and regions, 1990-2012 and 2015 (projection)
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South and West Asia, where 35% of the world’'s
out-of-school children lived in 1999, accounted
for 17% of the total in 2012 (Figure 0.4).

Projecting the number of out-of-school

children to 2015 depends on the period used for
reference. Based on the trends of the past five
years, 57 million children would still be out of
school in 2015. If the period is extended to reflect
the rapid improvement of the first post-Dakar
years, and it is assumed such progress resumes
in the remainder of the period, the more
optimistic projection is for the out-of-school
population to fall to 46 million. In either scenario,
the goal is not reached.

There are three categories of out-of-school
children: those who will eventually go to school;
those who will never go; and those who were
enrolled but left. Estimates for 2012 indicate
that about 25 million, or 43% of out-of-school
children, will never go to school; the rate is 50%

Figure 0.4: Tens of millions of children will still not be in school by 2015
Out-of-school children of primary school age, world and selected regions, 1990-2012 and

2015 (projection)
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in sub-Saharan Africa and 57% in South and Based on
West Asia. There is also considerable gender recent trends,
disparity, with girls more likely never to go to 57 children

school (48% of the total, compared with 37%
for boys), while boys are relatively more likely to
leave school (Figure 0.5).

Figure 0.5: Half the out-of-school children in sub-Saharan Africa and South and West Asia, and half the out-of-school girls in the

Arab States, will never enrol

Distribution of out-of-school children by school exposure, world and selected regions, 2012
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One in six
children

in low and
middle income
countries will
not complete
primary school
in 2015

OVERVIEW

The problem of out-of-school children is
becoming increasingly concentrated in conflict-
affected countries, where the proportion
increased from 30% in 1999 to 36% in 2012.
This trend is particularly strong in the Arab
States (the proportion increased from 63% to
87%) and South and West Asia (from 21% to
42%). By contrast, there has been no change

in sub-Saharan Africa, where the proportion
remains about 35%.

Analysis of household surveys shows that major
inequality exists regarding those who are out

of school. Among 63 countries observed during
2008-2012, where an average of 14% of children
were out of school, the rate was 22% for those in
the poorest household quintile and 6% for those
in the richest. Likewise, the average out-of-
school rate was 16% in rural areas compared
with 8% in urban areas (UIS and UNICEF, 2015).

Chapter 2 looks at the barriers faced by
different groups of marginalized children and
how governments have tried to respond to their
needs. The groups include children belonging
to ethnic and linguistic minorities or nomadic
communities, children with disabilities, those
living in slums, and those who work.

Goal 2 of the Dakar Framework aims to ensure
that all children "have access to and complete’
primary education. It is therefore useful to look
separately at the percentages of children who
have never been to school and of those who
manage to finish primary education.

Figure 0.6: Access to school continued to improve

Analysis by the GMR team of household surveys
confirms significant gains in access to school

in low and middle income countries. The
percentage of children who had never been

to school across all low and middle income
countries fell from 10% in 1999 to 7% in 2008. In
low income countries, the rate fell from 32% in
1992 to 23% in 1999 and 14% in 2008 (Figure 0.6).
One in four children from the poorest quintile of
households in low income countries had not been
to school in 2008; the lack of access among the
most disadvantaged is still too high.

The percentage of children in a cohort who
reach the last grade of primary school continued
to increase. But evidence from administrative
data in low and middle income countries
suggests that, of those who start school, the
percentage who reach the last grade has

hardly changed. For example, it was stagnant

in sub-Saharan Africa at 58% and in South and
West Asia at 64% between 1999 and 2011.

However, GMR team analysis of household surveys
shows that as higher numbers entered school, the
percentage of those who finished primary school
in low and middle income countries increased,
from 77% in 1999 to 81% in 2008 (Figure 0.7).

It is expected to reach 84% in 2015. This means,
nevertheless, that by the 2015 deadline, one in six
children in those countries - or almost 100 million
- will not have completed primary school. And
more than one in three in low income countries
will not have done so, despite acceleration in the
primary attainment rate after 1999.

Percentage of children who have never been to school, low and middle income countries, 1992-2008
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Children who have never been to school (%)
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Low and middle income 7
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Note: The age group differs by country according to the official primary school entry age, but roughly corresponds to children aged 9-11. The analysis is based on 72 countries, which
corresponds to 86% of the population of low and middle income countries. See the technical note on the EFA Global Monitoring Report website for further information.
Source: EFA Global Monitoring Report team calculations (2015) based on Demographic and Health Surveys, Multiple Indicator Cluster Surveys and other national household surveys.
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The most disadvantaged are those still furthest
from achieving universal primary completion.
Analysis by the GMR team of household surveys
in low and middle income countries suggests
that inequality in primary school attainment
remains high across different dimensions,

but notably in terms of household wealth. The
probability that children from the poorest quintile
of households would not attain primary school

in 2010 was more than five times higher than

the corresponding probability of children from
the richest quintile, a ratio that has slightly
increased compared with 2000 (Figure 0.8).

Chapter 2 discusses policies implemented by
countries since 2000 that aimed to increase

the supply of schooling as well as to raise
demand for education, by reducing costs through
measures such as cash transfer and school
feeding programmes.

Figure 0.7: Progress in attaining primary education strengthened in low income countries after 1999
Primary attainment rate, low and middle income countries, 1992-2008
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Note: The age group differs by country according to the official age of entry into the last grade of primary school, but roughly corresponds to children aged 14-16. The analysis is based
on 72 countries, which corresponds to 86% of the population of low and middle income countries. See technical note on the EFA Global Monitoring Report website for further information.
Source: EFA Global Monitoring Report team calculations (2015) based on Demographic and Health Surveys, Multiple Indicator Cluster Surveys and other national household surveys.

Figure 0.8: Inequalities in primary school attainment remain very large
Primary attainment rate, poorest and richest quintile, low and middle income countries, circa 2000 and 2010
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Goal 3: More adolescents received secondary education but
measuring skill acquisition among youth and adults remains limited

Table 0.3: Key indicators for goal 3

Technical and vocational

Lower secondary  Upper secondary gross ~ education as a share of Out-of-school adolescents of
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East Asia and
the Pacific
account for
more than half
the decline in
out-of-school
adolescents

Total secondary enrolment = gross enrolment ratio enrolment ratio secondary enrolment lower secondary school age
Change Change since

2012 since 1999 1999 2012 1999 2012 1999 2012 2012 1999 Female

(000) (%) (%) (%) (%) (%) (%) (%) (000) (%) (%)
World 551 686 27 n 85 45 62 " 10 62893 -36 50
Low income countries 51659 92 36 55 22 32 5 5 1847 -14 52
Lower middle income countries 209109 55 61 79 32 52 5 5 35903 29 50
Upper middle income countries 195 230 16 83 101 49 76 13 16 6877 -10 48
High income countries 95 688 -8 99 102 96 99 16 14 1642 -58 47
Sub-Saharan Africa 48628 125 29 50 20 32 7 6 21098 -1 54
Arab States 31329 40 75 89 45 58 14 9 2949 58
Central Asia 10 056 9 86 96 82 104 7 13 403 55
East Asia and the Pacific 157771 20 75 97 43 73 15 17 7409 - 46
South and West Asia 152 002 58 60 81 32 51 1 26 474 -30 48
Latin America and the Caribbean 60 466 14 95 98 63 76 10 10 2821 -23 48
North America and Western Europe 61158 1 101 103 97 98 14 13 888 -31 50
Central and Eastern Europe 30276 -26 92 97 82 89 18 22 850 -76 49

Sources: Annex, Statistical Table 7 (print) and Statistical Table 8 (website); UIS database.

The third EFA goal aimed to ensure ‘that the
learning needs of all young people and adults
are met through equitable access to appropriate
learning and life skills programmes’. There
have been major changes in the way skills

are conceptualized, and some countries have
begun to measure them directly. However, these
changes are coming too late and cannot provide
evidence of the global status of skill acquisition,
let alone evidence of global trends.

The GMR has focused mainly on progress

in secondary education as a proxy for the
foundational skills needed in work and life.
Secondary education enrolment increased by
27% globally. The gross enrolment ratio rose
in lower secondary education from 71% in
1999 to 85% in 2012, and in upper secondary
from 45% to 62%.

Wide disparity exists among regions: while the
lower secondary gross enrolment ratio was
above 95% in most regions in 2012, it was 89% in
the Arab States, 81% in South and West Asia and
50% in sub-Saharan Africa. Inequality is more
pronounced at the upper secondary level, where
the gross enrolment ratio was around 100%

in North America and Western Europe and in
Central Asia, but 32% in sub-Saharan Africa.

While the gross enrolment ratio is a measure of
participation based on those in school regardless
of their age, another measure focuses on

the age group. The lower secondary total net
enrolment ratio, which shows the percentage of
the population of lower secondary school age
enrolled in secondary or still in primary school,
increased from 74% in 1999 to 83% in 2012. It is
projected to reach 86% by 2015 (Figure 0.9).

The lower secondary total net enrolment ratio is
the basis for calculating the number of out-of-
school adolescents. The increase in the ratio
translates into a reduction in the number of
out-of-school adolescents of lower secondary
school age from 99 million in 1999 to 63 million
in 2012. Progress in East Asia and the Pacific
accounts for more than half the total decline.
About 42% of out-of-school adolescents now
live in South and West Asia. The number of out-
of-school adolescents in sub-Saharan Africa
remained 21 million throughout the period as a
result of population growth, despite a decrease
in the out-of-school rate from 46% to 33%
(Figure 0.10).

As with primary education, projecting the
number of out-of-school adolescents to 2015
depends on the reference period. Between 2007
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and 2012, the lower secondary total net
enrolment ratio stagnated at about 82%. If those
five years are used as the reference, 61 million
adolescents would still be out of school by 2015.
If the period is extended to reflect the rapid
improvement of the early post-Dakar years,
assuming progress resumes in the rest of the
period, the out-of-school population would fall to
56 million by 2015 (Figure 0.10).

Measures of participation do not indicate
the percentage of those who finish lower

secondary school. Analysis by the GMR team
of household surveys shows that the lower
secondary attainment rate increased from 25%
in 1999 to 31% in 2008 in low income countries,
from 52% to 64% in lower middle income
countries and from 81% to 85% in upper middle
income countries (Figure 0.11). Overall, one

in three individuals in low and middle income
countries are projected not to have finished
lower secondary school by 2015. In low income
countries, three in five individuals would not
have done so.

Figure 0.9: The proportion of adolescents in school increased by 12 percentage points during the Dakar period
Lower secondary total net enrolment ratio, world and regions, 1999-2012 and 2015 (projection)
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Figure 0.10: The number of out-of-school adolescents fell in all regions except sub-Saharan Africa
Out-of-school adolescents of lower secondary school age, world and selected regions, 1999-2012 and 2015 (projection)
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Chapter 3 discusses in more detail inequality chance to complete schooling. It also notes
faced by particular groups, such as working that the problem of inequality extends to future
adolescents and migrants, and documents the learning opportunities: adults with secondary
relatively limited scope of alternative, non-formal ~ education have more chances to benefit from
and other programmes that offer a second adult education programmes than those without.

Figure 0.11: Only two in three adolescents finish lower secondary school in low and middle income countries
Lower secondary attainment rate, low and middle income countries, 1992-2008

100+
90
80
Low and middle income
70+ 65
59
60 -

1
5-2_//—- middle income
sop —— |3

Lower secondary attainment rate (%)

46

40 7 Low income
31

30 ) 25

20

10+

1992 1993 1994 1995 1996 1997 1998 1999 2000 2001 2002 2003 2004 2005 2006 2007 2008

Note: The age group differs by country according to the official age of entry into the last grade of lower secondary school, but roughly corresponds to children aged 17-19. The
analysis is based on 72 countries, which correspond to 86% of the population in low and middle income countries. See technical note on the £FA Global Monitoring Report website for
further information.
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Goal 4: Progress in adult literacy was below the target

Table 0.4: Key indicators for goal 4

llliterate adults
Total
Change since

Women

Adult literacy rates
Gender parity index

Youth literacy

Total Total

rates

Gender parity index

2005-2012  1995-2004 1995-2004 2005-2012 1995-2004 2005-2012 1995-2004 2005-2012 1995-2004 2005-2012 1995-2004 2005-2012

(000) (%) (%) (%)
World 780 682 -1 64 64
Low income countries 188 339 14 60 60
Lower middle income countries 465 197 5] 64 64
Upper middle income countries 114731 -29 68 67
High income countries
Sub-Saharan Africa 186 902 19 62 61
Arab States 51774 -1 65 66
Central Asia 262 -46 72 64
East Asia and the Pacific 88 067 -31 70 70
South and West Asia 409 909 5 63 64
Latin America and the Caribbean 33030 -14 55 55
North America and Western Europe
Central and Eastern Europe 4288 -50 80 78

Sources: Annex, Statistical Table 2; UIS database.

The goal 4 target was to halve the adult illiteracy
rate between 2000 and 2015. While the rate fell
from 24% to 18% between 1990 and 2000, the
pace of decline then slowed. According to most
recent estimates, the adult illiteracy rate has
fallen to 16% and is projected to be 14% by 2015.
Thus the projected fall in the adult illiteracy rate
would be 23% between 2000 and 2015, well short
of the target (Figure 0.12a).

An important reason for this is the increasing
share of population in sub-Saharan Africa, the
region with both the highest illiteracy rate (41%)
and the slowest progress (a 13% decline between
2000 and 2015). However, assessment of the
region’s progress is complicated by changes in
the source of literacy data in many countries.
Where countries could not provide recent census
data on literacy based on self-assessment, the
UIS used household surveys containing direct
assessments of literacy, which yielded lower
estimates of how many adults could read. Thus
estimates of adult literacy in sub-Saharan Africa
for the most recent period may be more
accurate but are not strictly comparable with the
estimates for 2000 or for other regions.

Between 2000 and 2015, the adult illiteracy rate
is projected to fall by 26% in South and West
Asia, 36% in Latin America and the Caribbean,
and 39% in the Arab States. The reduction will
therefore fall short of the target. However, the
target will be reached in Central and Eastern

(%) (%) (F/M) (F/M) (%) (%)
82 84 0.89 0.91 87 89
58 61 0.75 0.79 68 72
68 A 0.76 0.78 79 83
EY 94 0.92 0.96 97 99
57 59 0.71 0.75 68 69
67 78 0.73 0.81 83 LY
99 100 0.99 1.00 100 100
92 95 0.93 0.96 98 99
59 63 0.66 0.70 74 80
LY 92 0.98 0.99 9% 98
97 99 0.97 0.9 99 100

Europe (-52%), East Asia and the Pacific (-52%)
and Central Asia (-65%].

Progress was uneven in the regions where
women were lagging furthest behind. There

was fast progress in the Arab States during the
2000s, as the female adult literacy rate increased
from 56% in 2000 to 69% in 2010, while the
gender parity index increased from 73 literate
women for every 100 literate men to 81. However,
this progress is expected to slow by 2015. By
contrast, in South and West Asia, the adult
female literacy rate increased from 47% in 2000
to 52% in 2010 and is expected to reach 60% by
2015, when the projected gender parity index will
be 76 literate women for every 100 literate men.
South and West Asia will remain the region with
the biggest gender disparity, even if its female
adult literacy rate is above that in sub-Saharan
Africa (Figure 0.12a). Overall, 64% of illiterate
adults will be female in 2015, a percentage that
will not have changed since 2000.

The number of illiterate adults is projected to
fall by 4% between 2000 and 2015, from 787
million to 751 million (note, however, the above
caveat on comparability]. Only Central Asia
and Central and Eastern Europe are projected
to halve their population of illiterate adults by
2015. Demographic developments mean the
population of illiterate adults will likely remain
constant in South and West Asia between 2000
and 2015 at 388 million (or 52% of the total)

(F/IM)

0.93
0.85
0.85
0.99

0.82
0.87
1.00
0.99
0.81
1.01

0.99

(F/M)

0.94
0.90
0.88
1.00

0.84
0.93
1.00
1.00
0.86
1.00

1.00

In South and
West Asia,
there will be
76 literate
women for
every 100
literate men
in 2015



The global
youth literacy
rate stands
at 89%

OVERVIEW

and increase by 26% in sub-Saharan Africa at
197 million (with its share of the total rising
from 20% to 26%).

Literacy skills are best developed in childhood
through good quality education. They are
sustained by continual practice in literate
environments at work or in the community

and through adult and continuing education. A
review of 30 developing countries for this GMR
shows that, since 2000, hardly any have been
able to build broad-based frameworks for adult
education that offer genuine opportunities for
literacy acquisition. Moreover, the analysis shows
that the literacy rate for a particular cohort of
adults does not improve, or even falls as literacy
skills are lost when not used (see Chapter 4).

To move towards universal adult literacy, youth
literacy rates need to improve. The most up-to-
date global youth literacy rate stands at 89%,
five percentage points higher than the adult

Figure 0.12: The world has remained far from reaching literacy targets

literacy rate. The largest positive gaps are in
South and West Asia (18 percentage points) and
the Arab States (12 percentage points).

By 2015 in South and West Asia, the youth
literacy rate is projected to be just 4 percentage
points short of the global average, compared
with 9 points in 2010 and 23 in 1990. For young
women, the youth literacy rate is projected to
be just 5 percentage points under the global
average by 2015, compared with gaps of 12
points in 2010 and 30 in 1990 (Figure 0.12b).

Chapter 4 discusses developments that may
have contributed to a faster decline in illiteracy
rates, such as renewed interest in literacy
programmes, including those that promoted the
use of mother tongue. Likewise, more potential
opportunities appeared for the use of literacy
skills. However, these factors seem to have had
only a marginal influence so far on improving the
literacy skills of the adult population.
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a. Adult literacy rate, world and selected regions, 1990, 2000, 2010 and b. Youth literacy rate, world and selected regions, 1990, 2000, 2010 and
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Goal 5: Despite fast progress, many countries have not
achieved gender parity and obstacles to equality remain

Table 0.5: Key indicators for goal 5

Primary educatioin Secondary education Primary and secondary education
Gender parity Gender parity index
achieved in 2011 (GPI) of 1999 2012
Countries with parity Countries Countries with parity Countries
1999 2012 1999 2012 at both levels with data at both levels with data

World 0.92 0.97 0.91 0.97 36 165 46 152

Low income countries 0.86 0.95 0.82 0.89 2 27 1 24

Lower middle income countries 0.86 0.98 0.80 0.94 7 37 5 38

Upper middle income countries 0.98 0.96 0.97 1.02 9 48 12 41

High income countries 1.00 1.00 1.01 0.99 18 58] 28 49

Sub-Saharan Africa 0.85 0.92 0.82 0.84 1 35 0 31

Arab States 0.87 0.93 0.87 0.95 3 18 2 14

Central Asia 1.00 0.99 1.00 0.98 4 7 3 6

East Asia and the Pacific 0.99 0.99 0.94 1.01 5 26 7 18

South and West Asia 0.83 1.00 0.75 093 0 6 0 8

Latin America and the Caribbean 0.96 0.97 1.07 1.07 4 33 3 32

North America and Western Europe 1.01 0.99 1.02 0.99 8 23 18 24

Central and Eastern Europe 0.97 1.00 0.96 0.97 1 17 13 19
Sources: Annex, Statistical Tables 5 and 7.
Among the EFA goals, the greatest progress has average had increased to 97, just above the Among the
begn a_chleved in ge_nd_er par|ty._The third MDIG, threshold of parity. South aﬁd West A§|a made EFA goals,
which |nclud¢d parlty in educa’uon_ asone of its the 5tronge§t progress, ac_hlevmg parity from the the greatest
targets, was influential. However, it is less clear lowest starting point: 83 girls enrolled for every progress
how much progress has been achieved towards 100 boys. Sub-Saharan Africa and the Arab States has b
actual equality. halved the parity gap but remained the regions as been

furthest from the target at 92 and 93 girls, achieved in

In primary education, there was considerable respectively, for every 100 boys (Figure 0.13a). Of gender parity
disparity in 1999 at the global level, with 92 girls the 16 countries with fewer than 90 girls for every

enrolled for every 100 boys. By 2012, the global 100 boys enrolled, 13 are in sub-Saharan Africa.
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Figure 0.13: While regions converge towards parity in primary education, wide disparity

remains in lower and upper secondary education
Gender parity index, by region, 1990-2012
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Secondary education was very similar. At the
global level, the disparity in 1999 was 91 girls
enrolled for every 100 boys. By 2012, the global
average had increased to almost 97 girls,

Jjust below the threshold of parity. South and
West Asia again made the strongest progress,
from 75 girls enrolled for every 100 boys, the
lowest starting point, to 93, with rapid progress
at both the lower and upper secondary levels
(Figures 0.13b and 0.13c]. The Arab States made
progress, too, as the number of girls enrolled

for every 100 boys increased from 87 in 1999 to
95 in 2012. Sub-Saharan Africa was the region
left furthest behind with the slowest progress
towards parity, increasing from 82 to 84 girls for
every 100 boys. East Asia and the Pacific reached
parity, while Latin America and the Caribbean
was the only region with disparity at the expense
of boys: 93 boys enrolled for every 100 girls.

These averages mask considerable diversity. The
percentage of countries that achieved parity in
both primary and secondary education increased
from 21% in 1999 to 30% in 2012. Of the 155
countries with three data points for primary
education, 52% had already achieved parity in
1999. By 2005, the original target deadline, the
share had only increased to 57%, and in 2012

it was still just 65%. Yet large disparities, with
fewer than 80 girls for every 100 boys enrolled -

or fewer than 80 boys for every 100 girls enrolled
- tended to decline at all levels. For example,

at the upper secondary level, the proportion of
countries with large disparities at the expense of
girls fell from 19% in 1999 to 11% in 2012, while
those with large disparities at the expense of
boys fell from 9% to 4% (Figure 0.14).

Measuring progress towards parity is necessary
but is not sufficient to assess gender equality.
Such assessment requires systematic analysis

of whether countries have been able to address
discriminatory social norms (for example, through
legislation), remove gender bias from inputs such
as textbooks, improve education processes and
tackle unsafe learning environments. Chapter

5 looks at available evidence to assess whether
schools and communities have successfully
pursued the objective of gender equality.

If the gender gap in learning outcomes is used
as a measure of progress towards gender
equality, some evidence suggests the relative
position of girls has been improving. The gap
separating them from boys in mathematics and
science has shrunk, although some caution is
needed, as much of the more robust information
over time comes from richer countries. On the
other hand, the gap in favour of girls in language
has increased [see Chapter 5).

Figure 0.14: Average progress masks continuing disparity in many countries
Percentage of countries by level of gender parity index in primary, lower secondary and upper secondary education, 1999, 2005

and 2012
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Note: Only countries with data for each of the three years are included.
Source: UIS database.
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Goal 6: There has been increased attention to issues of quality

Table 0.6: Key indicators for goal 6

Pre-primary education

Primary education Secondary education

Teaching staff Pupil/teacher ratio Teaching staff Pupil/teacher ratio Teaching staff Pupil/teacher ratio
Change since Change since Change since

2012 1999 2012 1999 2012 1999
(000) (%) 1999 2012 (000) (%) 1999 2012 (000) (%) 1999 2012
World 8900 62 20 21 29091 17 26 24 32296 32 18 17
Low income countries 367 64 27 26 3134 80 43 42 1953 101 28 26
Lower middle income countries 25 9 865 28 31 30 9455 65 23 22
Upper middle income countries 3097 57 23 21 10 596 3 24 19 12 974 33 17 15
High income countries 2826 38 15 13 5495 7 16 15 7913 -1 13 12
Sub-Saharan Africa 507 122 28 28 3433 75 42 42 1912 130 26 25
Arab States 215 83 20 20 2267 49 23 19 16 m
Central Asia 174 36 10 n 340 4 2 16 838 6 12 12
East Asia and the Pacific 2418 72 26 22 9635 4 24 19 10 029 31 17 16
South and West Asia 32 m 5470 26 36 35 6017 100 32 25
Latin America and the Caribbean 1193 59 2 18 3099 14 26 2 3863 36 19 16
North America and Western Europe 1698 60 18 13 3667 7 15 14 4781 6 14 13
Central and Eastern Europe 1158 3 8 1 1179 -14 18 17 2741 -22 12 n

Source: Annex, Statistical Table 8.

Before Dakar,
34% of countries
carried out

at least one
national learning
assessment;

this has since
grown to 69%

The quest for an education of good quality cuts
across the Dakar Framework and the other five
goals. The framework expresses concern over
emerging evidence that a sizeable percentage
of children were ‘acquiring only a fraction of
the knowledge and skills they are expected to
master’ while ‘[wlhat students are meant to
learn has often not been clearly defined, well-
taught or accurately assessed’ (UNESCO, 2000).

In 2000, the task of monitoring quality was

only conceivable in terms of measuring inputs.
Now, learning outcomes are considered key for
reviewing whether quality has improved, though
they should not be the only criterion. Increasingly,
information has been made available on
outcomes. Since 2000, countries’ interest in
improving their understanding of education
system outcomes has rapidly expanded. In the
decade before Dakar, 34% of countries carried
out at least one national learning assessment;
between 2000 and 2013 the percentage grew

to 69%. Particularly rapid improvement was
observed in the Arab States, Central Asia,
Central and Eastern Europe, and East Asia and
the Pacific (Figure 0.15), a trend indicating active
engagement by countries with the EFA agenda’s
quality imperative (Benavot and Késeleci, 2015).

However, the increasing use of learning
assessments has not yet been translated
into sufficient information. While the 2013/4

GMR noted that some 250 million children of
primary school age were not reaching minimum
learning standards in reading and mathematics,
the world has not yet reached a stage where
learning outcomes can be tracked over time and
across a sizeable share of countries.

Among international and regional learning
achievement surveys since 2000, the OECD
Programme for International Student
Assessment [PISA] has the largest coverage
across countries and over time, enabling a
systematic review of trends. Of 38 countries
where the mean score in reading can be
compared over 2000-2009, 13 improved while

4 deteriorated. Also, 14 countries reduced the
percentage falling below a minimum proficiency
threshold, while in 7 the percentage increased
(OECD, 2010b). Of 64 countries where the mean
score in mathematics can be compared over
2003-2012, performance was ‘broadly similar’
overall, though on balance more countries
recorded improvement than deterioration
(OECD, 2014g).

Assessments only report the learning outcomes
of children who were in school, and thus
overestimate the learning achievement of the
relevant population. An interesting exception is
citizen-led assessments, like those conducted in
South Asia and Eastern Africa, which also assess
learning levels among out-of-school children.



OVERVIEW

Although they focus on a restricted set of
outcomes, such assessments have become
popular, since they enable local communities to
hold their governments to account. This type of
assessment is expanding to other countries.

The Dakar Framework clearly emphasized
teachers and the elimination of gaps in teacher
supply. In primary education, 1.4 million
additional teachers were needed as of 2012 to
achieve universal primary education by 2015
while ensuring that all primary school age
children were in classes with no more than 40
pupils per teacher [UNESCO, 2014i). The global
pupil/teacher ratio fell only slightly, from 26:1

in 1999 to 24:1in 2012. In sub-Saharan Africa
it grew from 42:1in 1999 to 45:1 in 2008 before
falling back to 42:1 by 2012, still well above
levels suitable for disadvantaged learners
(Figure 0.16a).

In secondary education, the global pupil/teacher
ratio fell from 18:1to 17:1 between 1999 and
2012. The largest decrease was in South and
West Asia, from 32:1 to 25:1, suggesting that the
region prioritized investment in teachers at the
secondary more than the primary level, where
the ratio stagnated at 35:1 (Figure 0.16b).

These ratios do not indicate teacher distribution
within countries, and are silent on the quality

of teachers and their professional training.
Lacking a global consensus on a definition of

Figure 0.15: Emphasis on learning assessments has increased across countries since 2000
Percentage of countries that have carried out at least one national learning assessment, by
region, 1990-1999, 2000-2006 and 2007-2013
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Source: EFA Global Monitoring Report team calculations (2014) based on annex data on national learning assessments

trained teachers, the available indicators refer
to national definitions. In primary education,

it is possible to compare progress among 50
countries, where the average percentage of
trained teachers increased from 77% to 90%,

indicating that some progress has taken place. 1.4 million

additional
The Dakar Frameyvork identified.a serie; of primary teachers
factors that contribute to education quality,
: 1 o L were needed to
ranging from facility conditions to participation .
in school management and from curricula to achieve UPE
the language of instruction. Though systematic by 2015

evidence is not available on global trends over
time for many of these factors, Chapter 6
examines available sources to identify messages
emerging from the discourse on education
quality over the past 15 years.

Figure 0.16: Disparity in pupil/teacher ratios across regions has remained large

Pupil/teacher ratios, world and selected regions, 1990-2012
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In sub-Saharan
Africa, the
primary net
enrolment
ratio would
have been
much lower

at pre-Dakar
trends
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Was progress faster after Dakar?

While the goals themselves may have been
missed, progress needs to be fairly assessed

in an additional way: by considering the pace of
progress, and whether it accelerated after Dakar
compared with the period immediately preceding
it. This reveals whether the movement towards
the progress embodied in the EFA goals gained
momentum after 2000.

In terms of pace of progress, an analysis of
growth rates in selected indicators comparing
the periods 1990-1999 and 1999-2012 points to
some improvement (Bruneforth, 2015). Progress
accelerated in the pre-primary education gross
enrolment ratio. Among the 90 countries with
data, 63 were at least two years further ahead
than if enrolments had continued to grow at the
rate observed in the 1990s, and 21 countries
were at least two years further behind. If
enrolment had grown at the same rate as in the
1990s, the global pre-primary enrolment ratio
would have reached 40% by 2015; instead, it is
expected to be 58%. In South and West Asia,
depending on the reference period used, the pre-
primary gross enrolment ratio is projected to be
either 61% or 66%; on pre-Dakar trends, it would
have been 32%.

Evidence on progress towards universal primary
education is less strong. Among the 52 countries
with data on the primary net enrolment ratio, 26
accelerated and 24 countries slowed compared
with the rate observed in the 1990s. The
slowdown was observed mainly in countries
close to the target, with acceleration mainly

in countries far from the target. If enrolment
had grown at the rate of the 1990s, the global
primary net enrolment ratio would have

reached 82% by 2015; instead, it may reach up
to 91%. The region that exceeded the previously
projected trend by the most is sub-Saharan
Africa, where, depending on the reference
period used, the primary net enrolment ratio is
expected to be either 80% or 84%; pre-Dakar
trends would have put it at 67%.

Evidence from 70 countries on the survival rate
to the last grade of primary school suggests
that some enrolment gains were at the cost of
slower progression. Only in 23 countries did
the survival rate accelerate; in 37, it slowed.
The global survival rate is projected to reach,

at most, 76% by 2015, while at the 1990s rate
it would have reached 80%. In South and West
Asia, the survival rate is projected to be 64%
by 2015; following pre-Dakar trends it would
have reached 77%.

Progress towards gender parity appears to have
accelerated in primary education, although
parity would have been achieved at the global
level even on pre-Dakar trends. Accelerated
improvement made a particular difference in the
Arab States and sub-Saharan Africa.

The world will be closer to key targets than if
previous trends had continued

Past research shows that the expansion of
education systems has a dynamic of its own
(Meyer et al., 1977; Meyer et al., 1992). Once
the children of a country begin enrolling in
and completing school, schooling begins to
diffuse across the population more broadly.
This diffusion process occurs at a relatively
similar pace across countries. A study early
in the Dakar period maintained that, starting
from the year in which a country managed to
enrol half of its children in school, and applying
the average global speed at which education
systems expand, ‘we can predict roughly 90%
of the variation in net primary enrolment in
all countries for the entire post-war period’
(Clemens, 2004).

Using this idea, new research for the GMR
assumes that some progress in education
would have been expected in the post-Dakar
period (Lange, 2015). For two indicators - the
percentage of children who have ever been to
school and those who have attained primary
education - the analysis used household data
from 97 low and middle income countries to
test the notion of EFA progress beyond what
could have been expected. For both indicators,
progress appears to have surpassed past trends,
although the full effect of the Dakar period can
be estimated only when all cohorts of children
affected by changes since 2000 have gone
through the education system.

The progress of the percentage of children
who have ever been to school can be estimated
with more confidence, since more cohorts

of young children have been observed since
2000. Developments since Dakar have led to
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an increase of two percentage points in the
proportion of children who will have had access
to school for the first time in low and middle
income countries. Overall, it is estimated that 34
million more children born before 2010 will have
had access to school for the first time by 2015,
compared with what would have happened if the
previous trend had persisted.

It is projected that by 2015, there will be an
increase of fewer than two percentage points in
the proportion of children who will have finished
the primary education cycle, from 81% to 83%.
Overall, it is estimated that 20 million more
children born before 2005 will have completed
primary school, compared with a projection
based on pre-Dakar trends.

The claim made in the Dakar Framework that
achieving EFA by 2015 was ‘a realistic and
achievable goal’ may have been exaggerated,
even if reduced to a narrow target such as
universal primary education. Yet, while the global
target itself was not reached, modest progress
was achieved, which compares favourably to the
historical record.
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Explaining progress
towards EFA: A favourable
international context

The world has remained far from achieving all
the EFA targets set in Dakar and wide inequality
remains. Still, key targets are projected to be
closer to being achieved in 2015 than if the
pre-2000 trends had continued. This section
looks at aspects of the general international
context that might have influenced EFA progress.
It concludes that sustained economic growth

in low and middle income countries created a
favourable environment that enabled some of
them to allocate more resources to education
and overcome continuing challenges due to
demography or conflict in some of the world's
poorest countries.

Demography remained an obstacle in
sub-Saharan Africa

Demographic parameters can have a major
impact on countries” ability to achieve
education targets. Both the relative size of the
school age population and its geographical
dispersion determine the cost of achieving
universal schooling.

Over the past few years, sub-Saharan Africa has
been on a different demographic path than the
rest of the world. In absolute terms, compared
with 1990, the cohort of children aged 5 to 14

in sub-Saharan Africa had increased by 28% in
2000 and by 65% in 2010. By contrast, in East
Asia and the Pacific this cohort was 13% smaller
in 2010 than in 1990 (Figure 0.17a).

In relative terms, the share of this cohort in

the total population in sub-Saharan Africa not
only remained the largest (at 27%) but was also
constant between 1990 and 2010. By contrast,
the cohort’s share declined from 27% to 21% in
the Arab States and from 25% to 21% in South
and West Asia. This suggests that all other
regions faced decreasing pressure to deliver
education services to their young generation
(Figure 0.17h).

The total fertility rate declined globally from

3 children in 1990-1995 to 2.5 children in
2005-2010. In sub-Saharan Africa, despite a
faster decline from 6.2 to 5.4 children over the

20 million
more children
will have
completed
primary
school than

if past trends
had continued
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Figure 0.17: Sub-Saharan Africa faced greater demographic challenges than other regions
Population of 5- to 14-year-olds, by region, 1990, 2000 and 2010
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period, fertility remains high (UNPD, 2014a). As

a result, the region also has the highest child
dependency ratio, with 73 children under age 15
per 100 persons of working age in 2015, close

to double the global average (UNICEF, 2014b;
UNPD, 2014a). Lower family size can be expected
to result in increased household emphasis on
education (Moav, 2005).

Increasing life expectancy has also been
linked to higher levels of education attainment

Urbanization (Cervellati and Sunde, 2013: Cohen and Leker,
has accelerated  2014; Jayachandran and Lleras-Muney, 2009).
globally since Life expectancy at birth in less developed

2000 countries increased by 2 years between 1990 and

2000, but by 3.3 years between 2000 and 2010
(UNPD, 2014a). This acceleration, the result of
progress in controlling the AIDS epidemic and a

22

faster decline in child and maternal mortality, is
likely to have increased demand for education.

Urbanization has accelerated globally since
2000. The percentage of the total population
living in urban areas increased from 43% in 1990
to 47% in 2000 and 52% in 2010. This has largely
been driven by rapid change in East Asia and the
Pacific, where massive urbanization in China
presented a major challenge to the education
system (see Chapter 3) (Figure 0.18).

Education provision in urban areas tends to be
less costly and more efficient, thus easier to
expand. And despite problems of capacity in
accommodating the influx of rural migrants to
cities, who often move into unregulated slum
areas, domestic migration facilitates access
to public services. Analysis by the GMR team
shows that even if primary attainment rates
had remained constant in urban and rural
areas in sub-Saharan Africa, the increase in the
percentage of people living in high attainment
urban areas would have been enough to raise
the average primary attainment rate by 1.5
percentage points between 2000 and 2010.

Domestic revenue mobilization increased in
developing countries

Economic growth can be a powerful factor in
education development, but only if governments
are able and willing to mabilize resources and
direct them to education.

Developing countries have returned to sustained
growth and have outperformed advanced
economies over the past 15 years (Figure 0.19a)
(IMF, 2014). While Asia had enjoyed growth
since at least the 1980s and real per capita
growth rates reached high levels in the 2000s,
the 1980s and 1990s were disastrous for other
regions. The Arab States and Latin America

and the Caribbean experienced negative real
per capita growth rates in the 1980s (-0.4% and
-0.8%, respectively) and very slow growth in the
1990s. In Sub-Saharan Africa, which underwent
a protracted period of structural adjustment
programmes, the regional economy shrank by
1.0% in the 1980s and 0.5% in the 1990s. But all
three regions returned to growth of about 2.5%
after 2000 (Sundaram et al., 2011).

Low and middle income countries increased
government revenue as a share of GDP from
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23% in 2000 to 28% in 2012, accompanied

by a commensurate increase in government
expenditure as a share of GDP, from 25% to

30% (Figure 0.19b). It is mainly this increase
that helps explain the growth in education
expenditure in developing countries in terms of
GDP, as education did not receive a higher share
of the budget over this period (see Chapter 8).

Extreme poverty rates fell but barriers to
education remained

Economic growth can be a powerful factor in
education development, provided it is sufficiently
equitable to reduce poverty and raise household
demand for education. In many countries,
average prosperity has increased due to
growing global demand for resources, energy
and commodities. But such opportunities for
wealth creation are not broad-based and may
not benefit the poor if redistribution policies are
lacking or not implemented.

Globally, the percentage of people in developing
countries living on less than US$1.25 per day fell
from 47% in 1990 to 22% in 2010. But economic
growth has not led to the same degree of poverty
reduction everywhere. While in East Asia and

the Pacific, the share of those living in extreme
poverty decreased from 45% in 1990 to 14% in
2010, the decline in sub-Saharan Africa was far
more modest, from 56% to 48%. There will still
be a billion extremely poor people in the world in
2015. One in eight people continue to suffer from
chronic hunger (World Bank, 2014a).

Nevertheless, there have been improvements

in global water and energy infrastructure that
can have a direct impact on the education
opportunities of the poorest. For example,
children may be forced to spend less time
fetching water or wood. The coverage of drinking
water supply in the least developed countries
increased gradually from 50% in 1990 to 67%

in 2012 (UNICEF and WHO, 2014). The Energy
Development Index showed notable improvement
in access to electricity between 2002 and 2010 in
East Asia and the Pacific and Latin America and
the Caribbean, though far less in sub-Saharan
Africa (International Energy Agency, 2012).

The global improvement in overall living conditions
has also had an effect on children’s lives in other
ways that also affect their education. The number
of 5- to 17-year-olds in child labour declined by

Figure 0.18: More than half the global population now lives in urban areas
Percentage of population residing in urban areas, selected regions, 1990-2010
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Source: EFA Global Monitoring Report team calculations based on UNPD (2014b).

Figure 0.19: Developing country governments’ revenue and expenditure have grown
since 2000

a. Real GDP growth rate, advanced and emerging/developing economies, 1990-2012
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b. Government revenue and expenditure as a share of GDP, advanced and emerging/
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Note: The country groups ‘advanced’ and ‘emerging/developing’ are used by the IMF and roughly correspond to ‘high
income’ and ‘low/middle income’ as used in the GMR.
Source: IMF (2014).
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one-third, from 246 million in 2000 to 168 million
in 2012, while the number of these children
engaged in hazardous work was halved from 171
million to 85 million (ILO, 2013b). Nevertheless,
this remains a major, and unacceptable, problem.

Governments have increasingly emphasized
social protection policies that can help
vulnerable households overcome financial
constraints on sending their children to school.
Globally, public social protection and health
care expenditure as a share of GDP increased
from 5.8% in 1990 to 6.5% in 2000 and 8.6%

in 2010 (ILO, 2014c). Middle income countries
have expanded social protection systems since
2000. In Latin America, cash transfer policies
increased their coverage of the population from
5.7% in 2000 to 19.3% in 2010 (ECLAC, 2010).
Fewer low income countries have succeeded in
introducing similar programmes, however, as
governments face multiple challenges, including
widespread poverty and weak capacity for
implementation of complex policies [Andrews
et al., 2012) (see Chapter 2J.

Gender discrimination continues

Attempts to increase access to school for girls
will be thwarted if social institutions, norms
and practices continue to be discriminatory.
This was the point of gender mainstreaming
efforts, building on the Convention on the
Elimination of All Forms of Discrimination
Against Women (1979) and the fourth World
Conference on Women in Beijing (1995), to
make ‘women’s as well as men’s concerns and
experiences an integral dimension of the design,
implementation, monitoring and evaluation of
policies and programmes’ to achieve gender
equality (United Nations, 1997).

Globally, the female labour force participation
rate, a potential barometer of empowerment,
remained constant between 1990 and 2010

at about 52%. However, this masks regional
differences. Participation increased in the
Arab States of northern Africa and, particularly,
in Latin America and the Caribbean. By contrast,
it decreased in Central Asia and in East Asia
(Elborgh-Woytek et al., 2013; UNSD, 2010). A
review of 64 studies showed that gender wage
gaps persisted, though varying widely across
regions. Women earned 10% less than men

in East Asia but 48% less in South Asia (Nopo

et al.,, 2011). While the gap is partly linked

with the fact that more women work in low
paying occupations, a large part is the result of
discrimination (OECD, 2012c).

Another marker of progress is political
representation by women: it remains very low,
though some important improvements have
occurred. The share of parliament seats held
by women increased from 14% in 2000 to 22%
in 2014, ranging from 3% in the Pacific to 26%
in Latin America and the Caribbean. But the
percentage of women in ministerial posts was
17% in 2014 and women are even less likely to
be heads of government, parliament or state
(United Nations, 2014a). A weak presence of
women in the economic and political life of a
nation sends the wrong signal regarding girls’
educational opportunities.

Some progress for girls and women has been
measured. The OECD Social Institutions and
Gender Index, launched in 2009, monitors
discriminatory social institutions and practices,
ranging from unequal inheritance rights to
restrictions on access to public space. It has
captured signs of improvement (OECD, 2012a).
However, the prevalence of early marriage and
domestic violence remains unacceptably high
(see Chapter 5).

Aid increased in absolute but not in
relative terms

Various efforts were made in the 1990s to bring
development to the top of the international
agenda. These included major international
conferences sponsored by the United Nations

in fields ranging from education to environment
and population, a campaign urging for debt
relief, and a push by organizations like the OECD
for a coherent set of development objectives
(Hulme, 2009). These processes culminated

in 2000 with the Millennium Summit and the
Millennium Declaration, which put forward a
global commitment to address key development
challenges within a common framework, which
in September 2001 led to the eight Millennium
Development Goals.

The eighth MDG, on developing a global
development partnership, focused on aid and
debt. Improving aid and relieving debt can
have a direct effect on education. In 2001, aid
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flows had fallen to 0.22% of the gross national
income (GNI) of OECD Development Assistance
Committee (DAC) member states, from 0.33% in
1992. The Monterrey International Conference
on Financing for Development in 2002 led to

a commitment to increase assistance, which
had bounced back to 0.30% of GNI by 2013

but remained well below a target set by some
countries to allocate 0.70% (Figure 0.20a). In
real absolute terms, total aid volume almost
doubled from a low in 1997 of US$71 billion to
US$135 billion in 2013 (Figure 0.20b).

Between 2001-2002 and 2011-2012, the share
of total aid going to the least developed and low
income countries increased from 40% to 51%
(OECD, 2014c). However, while the overall share
of aid to social sectors increased in the 2000s,
the share allocated to education fell from 10.2%
in the 1990s to 8% in the 2000s (Figure 0.20c).

In terms of debt relief, international financial
institutions had already launched the Highly
Indebted Poor Countries (HIPC) Initiative in 1996
to reduce the external debt of 39 countries to
sustainable levels. This was followed in 2005

by the Multilateral Debt Relief Initiative (MDRI),
which has allowed the 36 countries that have
‘graduated’ from the HIPC Initiative process to
get access to 100% relief on eligible debt held by
the IMF, World Bank and African Development
Fund. Overall, participating countries have had
future debt payments reduced by US$57.3 billion
(in end-2012 net present value terms) (United
Nations, 2014c).

Debt relief through the HIPC Initiative and MDRI
led, along with better debt management and
more trade, to a reduction in the debt service-to-
exports ratio of developing countries from 12%
in 2000 to 3% in 2012 (United Nations, 2014c).
Expenditure on health and education increased
in HIPC countries (Prizzon and Mustapha,
2014). However, these developments cannot be
clearly disentangled from the influence of other
factors, such as growth in domestic resource
mobilization for education.
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Figure 0.20: While absolute aid volume increased, the share for education declined
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Explaining progress towards
EFA: Assessing the role of
the EFA movement at the
global level

With these key demographic, economic and
social developments in perspective, one can
turn to other key questions: In what ways did
the pledges made at Dakar help achieve the EFA
goals? Did EFA partners fulfil the pledges? To
the extent that they did so, to what degree did
this contribute to progress towards EFA after
20007 This section focuses on the actions of
EFA partners at the global level. As more robust
evaluation is not possible in the absence of
extensive literature, the section offers an initial
balance sheet as a basis for reflection. Analysis
of goal-specific actions at the national level is
found in the chapters that follow.

Evidence suggests that global pledges made

in the Dakar Framework were only partially
fulfilled. The required scope of interventions

may have exceeded the capacity of EFA partner
organizations to significantly influence change at
the national level. However, some of the envisaged
mechanisms worked well, advancing the state of
education from 2000. This is a source of optimism
for a post-2015 global education framework.

The World Education Forum renewed
commitment to EFA

To understand the Dakar goals and strategies,
some context is necessary. The 1990 Jomtien
World Conference on Education for All ushered
in a new era of international cooperation in
education. The realization that schooling rates
were stagnant in many parts of the world, the
belief that human development should be at
the core of all development, and the optimism
generated by the end of the Cold War led to an
ambitious call to support EFA. The ‘expanded
vision” of Jomtien’s World Declaration on
Education for All succinctly expressed policy
concerns on issues such as equity, learning and
non-formal education provision which are valid
to this day (Inter-Agency Commission, 1990;
Unterhalter, 2014).

Nevertheless, progress remained sluggish
during the 1990s. The forces that had led to

stagnation, especially those related to structural
adjustment policies in the poorest countries,
were still exerting their influence (Hallak, 1991).
Key indicators relating to participation in pre-
primary and primary education barely improved,
as the first part of this chapter showed. The
Mid-Decade Meeting in Amman in 1996 revealed
not only a lack of progress but also insufficient
follow-up on the main actions agreed (Little and
Miller, 2000).

By the late 1990s, there was a sense that the
EFA agenda urgently needed putting back

on track, as two developments in particular
indicate. First, the International Consultative
Forum, the inter-agency body responsible for
EFA monitoring, advocacy and partnerships, set
forth an ambitious process of national end-of-
decade EFA assessments, with support from

its Paris-based secretariat. With 180 countries
participating in the process, a robust global
update became available, which re-emphasized
that EFA was a universal agenda; the process
also helped build capacity in many countries that
had not previously done a similar exercise. The
results of the assessment were combined into
a global synthesis and a statistical document
(Skilbeck, 2000; UIS, 2000).

Second, frustration with the slow pace of
progress increased external pressure on the
international community to act. Civil society
organizations raised their voice and lobbied
strongly to be heard through an existing
mechanism, the Collective Consultation of
NGOs on Literacy and EFA, but also, notably,
through new channels. International NGOs, in
particular, set up campaigns demanding that
donors increase aid. Eventually, ActionAid, Oxfam
International and Education International joined
with the Global March Against Child Labour to
establish the Global Campaign for Education in
October 1999 to ‘mobilise public pressure on
governments to fulfil their promises to provide
free, quality education for all people, particularly
for women’ (Culey et al., 2007).

As a result, the World Education Forum took
place in April 2000 in Dakar with a clearer
sense of the state of education and under more
scrutiny. The Dakar Framework for Action, not
only re-affirmed the EFA goals and vision, but
went a step further to better define the roles and
mechanisms at the various levels (Torres, 2001).
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What global processes did Dakar set in
motion to bring about change?

The theory behind influencing national
EFA policy

The Dakar Framework intended to bring
positive change to global education through
various mechanisms and processes, stating:
‘The functions of these [national, regional and
international] mechanisms will include, to

varying degrees, advocacy, resource mobilization,

monitoring, and EFA knowledge generation
and sharing.’

But while the framework set principles, it also
left many of its assumptions unwritten. To now
assess the Dakar Framework’s chances to
succeed, it is necessary to spell out more clearly
the relationships aimed at translating a global
conference into change on the ground.

The Dakar Framework stated that the "heart of
EFA activity lies at the country level yet called
for donor action, as there was ‘already evidence
from many countries of what can be achieved
through strong national strategies supported
by effective development co-operation.
Progress under these strategies could - and
must - be accelerated through increased
international support.’

For this purpose, then, the partners committed
to ‘'strengthen accountable international and
regional mechanisms to give clear expression
to these commitments and to ensure that the
Dakar Framework for Action is on the agenda
of every international and regional organization,
every national legislature and every local
decision-making forum.’

This section maps and classifies the
framework’s proposed activities, analyses

the rationale and assumptions behind them
and describes how the EFA movement was
expected to deliver change. Three types of
global interventions were proposed to support
countries (Figure 0.21):

B Coordination mechanisms, some of which
already existed. Others were outlined for
the first time in the Dakar Framework and
subsequently modified.

B Campaigns, dedicated to particular aspects
of EFA, such as adult literacy, or to particular
challenges, such as conflict.

B Initiatives, some which were specified in
the Dakar Framework. Others were created
subsequently, drawing from its authority.

These interventions overlapped and interacted
with one another but had individual organizational
and management arrangements. It was hoped
that, if successfully implemented, they would
lead to short- to medium-term results which

in turn would help speed up achievement of

the EFA goals.

The first expected result was that these
interventions would help reaffirm and sustain
political commitment to EFA. While the Dakar
Framework was not legally binding, it would
confer international legitimacy to efforts to
achieve the goals. This would provide sufficient
support to stakeholders at the national level
to push for necessary reforms and convince
reluctant governments. Campaigns would
keep EFA on top of the civil society agenda.
EFA-wide or theme-specific initiatives would
provide expertise to maintain momentum on
key challenges.

But the main push would be provided by
effective EFA coordination mechanisms,
notably those involving the five EFA convening
agencies: UNESCO, UNICEF, the United Nations
Population Fund (UNFPAJ, the United Nations
Development Programme (UNDP) and the
World Bank. These mechanisms would ensure
regular oversight and would also provide
accountability: countries would be aware that
they were observed and that their actions
risked being found lacking, raising questions at
home and abroad.

The MDGs
diluted the
EFA message
and narrowed
its focus

The interventions were based on three
implicit assumptions. First, there would

be no competition with other agendas. In
practice, though, the MDGs, which became
the dominant development narrative, have
diluted the EFA message and narrowed its
focus. Second, the EFA convening agencies
would collaborate effectively at the central and
country levels. In practice, this did not happen.
Political will to do so was weak, resources for
coordination were limited and agencies had
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other competing priorities. Third, EFA convening
agencies would have the most authoritative voice
in international education. But over time, new
voices, such as that of the OECD, increasingly
appealed to countries where the EFA agenda may
have had less resonance (Bolivar, 2011; Sellar
and Lingard, 2013).

The second expected result was that EFA
mechanisms, initiatives and campaigns would
help diverse types of knowledge, evidence and
expertise be communicated and used. As the
2000 EFA assessment revealed, a lot could be
learned from exchanges between EFA partners
and the sharing of good practices. The Dakar
interventions could facilitate such learning
while also opening up a platform for other
views, notably those from the grass-roots or
outside the mainstream. NGOs would come to
be seen as key partners, especially in reaching
the marginalized, and as a source of innovation
and knowledge.

The implicit assumption here was that policy-
making was a technical exercise informed by
evidence. While the concepts of evidence-based
policies and results-based management did gain
currency over the period, there also was growing
realization of the role of politics (Grindle, 2004).
Lack of action by national governments did

not just reflect lack of information. In practice,
even countries committed to EFA goals would
require political support to build the national
capacity to seek, absorb, interpret and apply
external findings.

The third expected result was that various
interventions would influence and strengthen
national EFA policy and practice. A call for all
countries to develop plans of action that would
‘give substance and form to the goals and
strategies set out in this Framework™ aimed to
align global and national priorities in an effective
and timely manner. The international community
pledged to support the preparation of plans for

Figure 0.21: Mechanisms, initiatives and campaigns at the global level were expected to mobilize EFA activities at the national level
Logical framework for the expected effect of the global EFA architecture

GOAL To achieve or accelerate progress towards EFA goals
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Commitment to Diverse knowledge, National policy and External financial Progress monitored
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I I I
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PROCESSES
AND ACTIVITIES High-Level Global EFA Global EFA Fast Track EFA Global Global
Group on EFA/ Meeting/ Campaign for Initiative/Global Monitorin Education
Working Group EFA Steering Education Partnership Renort 9 First
on EFA Committee for Education P Initiative
Collective Education United International UNAIDS
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Note: The list of input processes and activities is indicative and not exhaustive.
Source: Adapted from Faul and Packer (2015).
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‘those countries with significant challenges, such
as complex crises or natural disasters’, and,
critically, to ‘work in a consistent, co-ordinated
and coherent manner’ to support these plans.

An implicit assumption was that countries could
switch to an EFA plan of action without friction.
In practice, many countries already had their
own national mechanisms and planning cycles
and their own stakeholders to consult with. They
differed widely in how action plans were used
for educational development. In some cases,

the insistence on a separate plan outside the
national process of planning and budgeting may
have been counterproductive.

The fourth expected result was that financial
resources for EFA would be effectively
mobilized. The Dakar signatories believed that
developing countries’ efforts to raise more tax
and prioritize basic education in their budgets
would be insufficient to achieve EFA. It was
estimated in the Dakar Framework that the
additional financial support needed to achieve
EFA was about $US8 billion annually.

The implicit assumption was that many
countries were spending way below what would
be needed to ensure universal access and the
provision of good quality education, and that aid
would be needed to make up the difference. In
practice, the capacity of countries’ financial and
education systems to absorb rapid increases

in external aid flows was not considered.
Neither was the ability of countries to spend
effectively. It was further assumed that, in a
period of strong donor coordination and calls
for debt relief, no significant shocks would
affect aid disbursements - that the appeal to
donors to essentially more than triple aid to
basic education was ambitious but achievable.
But financial crisis in donor countries later
dampened these expectations.

The fifth expected result was the establishment
of independent monitoring and reporting of
progress towards the EFA goals. Regular and
frequent reporting would draw attention to those
countries or partners not fulfilling their pledges
and enhance accountability. Results from
monitoring activities would influence policy.

However, declarations are not legally binding and
governments often choose not to adopt global
targets as national targets. National processes

may be considered more important and the
degree of external influence limited (Box 0.2).
Even if countries agree to global targets,
monitoring can help accelerate progress only if
there is a formal mechanism for accountability
to note countries’ underperformance. None
exists. Moreover, a globally oriented monitoring
mechanism (like the GMR) does not necessarily
provide clear and convincing advice to individual
countries as to the best direction for education
policy reform.

Box 0.2. The potential of international

actors to influence national education policy

The Dakar Framework assumes that global action can
directly influence national systems, even though external
factors are only one influence, and likely not the most
important. Views differ: is a system of global governance
of education at work, with powerful state and non-state
actors, or does country participation in global mechanisms
have few implications for national policy change?

Even in countries of the European Union, where a process
for structured policy dialogue exists in the form of the
voluntary ‘open method of coordination’, education policy
remains strictly a national preserve that treaties leave

to the discretion of member states. The exception to

this is technical vocational education and the ‘European
dimension’ in which regional policy directives trump
national ones. In general, though, countries may be
influenced by other actors, but it is difficult to say if such
influence is implicitly imposed or willingly adopted. In the
case of loose coordination mechanisms, such as those of
EFA, it is even more difficult to trace the subtle channels
through which national policies adjust to proposed

global norms.

However, globalization has increased the potential in
recent years for global and regional actions to influence
national education processes. In the richer countries,

the OECD has had a growing role in national curricula as
part of peer reviews and sharing of lessons learned, with
a stronger influence on policy since the introduction of
PISA. In poorer countries, receiving an education sector
loan from a development bank entailed conditions such
as ceilings on teacher salaries that reduced the degree of
freedom in policy-making. Similarly, as aid programmes
increased in volume and as aid agencies coordinated with
one another and strengthened their negotiating position,
countries may have endorsed policies that reflected donor
preferences, in spite of the principle of national ownership.

Overall, it does appear that the scope for global
EFA architecture to influence national EFA policy
has increased since 2000, strengthening one of the
underlying assumptions of the Dakar Framework.

Sources: Dale (1999); Little (2011); Rinne and Ozga (2011); Stone (2008).

The scope for
global EFA
architecture

to influence
national EFA
policy increased
since 2000
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The practice of influencing national EFA policy:
the Dakar strategies

In order to assess whether the proposed
interventions were sufficient, it is necessary
to consider whether they were implemented
as planned.

This section assesses the collective performance
of EFA partners at the global level vis-a-vis the
Dakar Framework’s 12 strategies (Box 0.1} in
relation to the 5 expected results described
above. The goal-specific chapters address in
more detail how countries took up the strategies.

Strategy 1: Significant investment in basic education

Two developments characterize progress
towards financing basic education, especially
in the countries that were the furthest from the
EFA goals and in the greatest need of support.
First, low and lower middle income countries
have allocated a higher percentage of GNP to
education since 1999, although mainly more

as a result of increased domestic resource
mobilization than because of higher priority on
education in budgets (see Chapter 8).

Second, aid to education more than doubled in
real terms, although donors did not contribute
equally to the effort. The Dakar Framework
urged funding agencies to allocate ‘a larger
share of their resources to support primary and
other forms of basic education.” Aid allocations
as a share of high income countries’ GNI

have increased since 2000, though they have
not reached the levels of the 1980s. But the
shares of education and of basic education in
total aid portfolios fell slightly. Aid declined as a
share of total education spending in low income
countries, as their economies grew at a
relatively faster rate (see Chapter 8).

The important questions are whether EFA
interventions at the global level led to higher
public education expenditure and aid to
education levels at the national level, and
whether EFA mechanisms affected other
aid-related objectives set out in the Dakar
Framework, such as to make ‘longer-term
and more predictable commitments’, to be
‘more accountable and transparent” and to
ensure ‘regular reporting at regional and
international levels.’

While the actual contributions of individual
donors should be a major factor in assessing
the success of this strategy, the focus here

is on the EFA Fast Track Initiative (FTI), later
renamed the Global Partnership for Education
(GPE), as evidence of their commitment. Such
a mechanism was envisaged in the Dakar
Framework and its creation reflected the
aspirations of the international community
for a coherent means of supporting countries
committed to achieving EFA.

The establishment of the FTl is an example of
how independent initiatives emerged outside

the formal global coordination of the High-Level
Group on Education for All. The first attempts

to launch a global initiative failed. Frustration
led the Netherlands and other bilateral donors
to ask the World Bank to play a stronger role.
This resulted in an action plan in 2002 and a
framework document in 2004. A key feature of
the initiative was that it did not originally operate
as a fund but instead placed the responsibility on
donors to align their support behind endorsed
education sector plans.

FTl operations in the 2000s were plagued by
criticism: of its operational dependence on

the World Bank; of its limited focus on primary
education at the expense of other EFA goals; and
of its exclusion of some countries in great need
because they were fragile and conflict-affected
or because they were unable to produce a solid
plan (Cambridge Education et al., 2010). In line
with the conclusions of a midterm evaluation,
the FTl was transformed into the GPE to build a
stronger and more balanced partnership among
agencies and improve the fund’s capacity to
respond to country needs. This was indicated

by a reformulation of its goals and objectives
(Box 0.3), a theory of change, and important
reforms in its governance and operational
procedures. Gradually, the GPE has played a
larger role. In the 39 countries which received
programme implementation grants over 2004-12,
the share of GPE in total aid disbursement to
basic education increased from 4% in 2004-06
to 16% in 2010-12, according to GMR team
calculations. Donors have responded to two GPE
Fund replenishment appeals, even if the result
was below the ambitious targets.

The key question remains whether the GPE had
a catalytic effect on the commitments that low
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income countries made to finance education. The
evidence is meagre. During the early period of
the FTI, the ability to influence country processes
was very limited. It increased after 2010 with the
strengthening of the GPE Secretariat. However,
the monitoring and reporting processes do not
yet generate sufficient information to link GPE
action to higher government spending.

Two fallacies that have shaped GPE reporting

are at least partly a result of donor demand for
short-term results and evidence of quick wins.
First, the FTI/GPE has tried to attribute progress
in outcomes, such as enrolment rates, to its
disbursements, even though the chain of events
that lead from one to the other is much more
complex, especially given that GPE has often been
a minor partner. Second, the GPE has claimed

‘increased’ government pledges to its 2014
replenishment round on the basis of very weak
evidence. To authentically measure success,
the GPE needs to be far more meticulous in
documenting steps taken to obtain stronger
commitments from donors and governments to
finance education. The latest monitoring report
offers some promise that both concerns are
beginning to be addressed (GPE, 2014c).

Even though its focus was almost exclusively

on the second EFA goal, the establishment

of the FTI/GPE was an innovation in line with

the aims of the Dakar Framework to mobilize
financial resources from a range of sources. This
development must be attributed to the actions

of EFA partners at the global level and should be
considered a success.

Box 0.3: Goals and objectives of the Fast Track Initiative and Global Partnership for Education

FTI Framework, 2004
Goals

The FTI aims to accelerate universal primary completion
by promoting:

m More efficient aid for primary education, through
actions of development partners to maximize
coordination, complementarities and harmonization
in aid delivery and reduce transaction costs for FTI
recipient countries;

m Sustained increases in aid for primary education, where
countries demonstrate the ability to utilize it effectively;

m Sound sector policies in education, through systematic
review and indicative benchmarking of recipient
countries’ education policies and performance;

m Adequate and sustainable domestic financing for
education, within the framework of a country’s national
poverty reduction strategy, medium-term expenditure
framework, or other country statements as appropriate;

| |ncreased accountability for sector results, through
annual reporting on policy progress and key sector
outcomes against a set of appropriate indicators in
participating countries, and transparent sharing of
results.

Globally, the FTI also aims to promote:

® Mutual learning on what works to improve primary
education outcomes and advance EFA goals.

Sources: EFA-FTI (2004), GPE (2012¢).

GPE Strategic Plan 2012-2015
Goals

m All children have access to a safe, adequately equipped
space to receive an education with a skilled teacher;

m All children master basic literacy and numeracy skills by
the early grades;

m National systems have the capacity and integrity to
deliver, support and assess quality education for all;

B Resources are focused on the most marginalized children
and those in fragile and conflict-affected states.

Objectives

m Fragile and conflict-affected states able to develop and
implement their education plans;

m All girls in GPE-endorsed countries to successfully
complete primary school and go on to secondary school
in a safe, supportive learning environment;

m Dramatic increase in the number of children learning and
demonstrating mastery of basic literacy and numeracy
skills by grade 3;

m |mprove teacher effectiveness by training, recruiting and
retaining teachers and supporting them to provide a good
quality education;

m Expand the volume, effectiveness, efficiency and
equitable allocation of external and domestic funding and
support to education in GPE-endorsed countries.

The key question
remains whether

the GPE had a

catalytic effect

on financing
education
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Strategy 2: EFA policies within well-integrated
sector frameworks linked to poverty elimination

The Dakar Framework specified that national
EFA plans were to be the main tool for turning
commitment into action, and indicated that these
plans should be prepared by 2002. The role of
EFA partners at the global and regional levels in
that process was twofold.

First, the international community provided

a framework for the preparation of an

overall development strategy, the poverty
reduction strategy papers (PRSP), that were
complementary to national education plans.

In the late 1990s, as debt relief efforts were
gaining traction, the World Bank and the IMF
required countries to confirm their commitment
to poverty reduction and increased social sector
spending by drawing up PRSPs. This process
generated huge interest across the entire
development community and brought together
national and international stakeholders in

the early 2000s.

Research at the time was favourable to the idea
of education fitting into this framework, even
though PRSP and EFA action plan processes
often ran in parallel (Caillods and Hallak, 2004).
However, interest waned towards the end of the
decade, once joint staff reviews of the PRSP
ceased being a requirement for concessional
World Bank and IMF lending. No study has
attempted to assess how the PRSP initiative
affected the credibility of education plans.

Second, EFA partners were urged to assist
countries that lacked capacity to prepare EFA
action plans. Several agencies responded

to this call by providing support to national
governments, including efforts to prepare
plans for the GPE (UNESCO-IIEP and GPE,
2012). UNESCO spearheaded capacity-building
efforts through the International Institute for
Educational Planning, the Capacity Development
for EFA Programme and tools such as
simulation models and result-based planning
handbooks (UNESCO, 2005b, 2006d). A multi-
agency initiative recently produced the updated
‘Education Sector Analysis: Methodological
Guidelines’, based on the experience of over
20 years of working on Country Status Reports
(UNESCO-IIEP et al., 2014).

An early evaluation of UNESCO support to
national planning found that technical support
was of good quality. However, it raised questions
about the targeting of support and going beyond
training personnel to longer term organisational
capacity-building (UNESCO, 2006c]. A subsequent
evaluation of support on sector-wide policy and
planning found that country-level initiatives
strengthened institutions and brought ‘significant
policy change and reform at national level’, but
that projects tended to be too small to effect
change on a larger scale (UNESCO, 2009b).

A broader question is whether the emphasis of
the Dakar Framework on national plans helped
improve their focus on EFA and their quality.

A comparison of two waves of national plans
(around 2000 and after 2000) from 30 low and
middle income countries, carried out for this
GMR, looked at their objectives, manitoring
and financing arrangements to assess whether
the formulation of plans improved over time
(UNESCO-IIEP, 2015).

The objectives of universal primary education
and quality were present in both waves. In
general, the second generation of plans aligned
objectives more to the EFA agenda. Yet there
were differences across goals and across
country income groups. References to the adult
literacy goal did not increase. References to
the goal of gender parity and equality increased
over time, but gender was still not included in
one-third of the second wave plans. Overall, the
EFA agenda was more popular in low income
than in middle income countries, although
references to EFA goals increased in both groups
over the period.

The use of monitoring frameworks clearly
increased. Between the two waves, the share

of country plans containing a monitoring
framework increased from 23% to 73%, with
improvement stronger in low and lower middle
income countries. Before Dakar, three-quarters
of all plans had either an irrelevant monitoring
framework (with less than half the objectives
covered by indicators) or none at all. After
Dakar, this was the case for just one-quarter of
plans. In two-thirds of countries, the framework
and objectives were in complete concordance.
Learning outcome indicators were present

in only one in three plans before Dakar but
afterward appeared in almost three in four.
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Monitoring of inequality is important. Plans

that disaggregated indicators by sex became
more prevalent, even if disaggregated targets
were not systematically included. But very few
plans disaggregated data by any other individual
characteristics, such as socio-economic status,
ethnicity or location.

Finally, with respect to financing frameworks,
more than two-thirds of plans contained a cost
framework in the post-Dakar period. However,
these were mainly from low and lower middle
income countries, which tend to need external
assistance. Only one of the seven upper middle
income countries had a cost framework for the
most recent plan. The number of countries with
a financing scenario increased over the period,
as did the quality of the cost frameworks, if
only slightly.

Overall, there are signs that the quality of
national education plans improved over

the period, although this assessment is

limited to plans’ technical features and not
implementation. Plans that look good on paper
may have been drafted with strong support by
donor agencies but bear limited relationship

to countries’ political processes and education
system realities.

Strategy 3: Engagement of civil society in strategies
for educational development

The Dakar Framework encouraged the active
participation of civil society in the formulation,
implementation and monitoring of national
development strategies and national EFA plans.
In so doing it recognized the lack of openness in
the EFA process before Dakar but also the role
of civil society in maintaining EFA on top of the
global development agenda.

EFA partners could promote the engagement
of civil society in two ways. First, international
organizations and government authorities could
include civil society in policy-making processes.
Two examples of formal representation of civil
society stand out. UNESCO used the Collective
Consultation of NGOs as its key mechanism for
dialogue and partnerships and to help organize
the selection of civil society representation

in EFA coordination bodies. The GPE has
reserved 3 of the 19 seats on its board for civil
society organizations.

Second, global support could help civil society
form and sustain national education coalitions.
Such coalitions emerged in about 100 countries,
although the impetus often came from
international NGOs, with funding from donors.
This raised questions on whether donors unduly
determined coalitions” agenda and created
conditions of dependency. In addition, there
were more delicate questions related to the

role some coalitions had in determining which
organizations received funding (CEF, 2007,
2013). Coalitions were often more successful in
countries where they did not rely on aid.

Nationally appropriate mechanisms have been
used as alternatives to avoid the problems of
incentives. The GPE financed a Civil Society
Education Fund (CSEF), implemented by the
Global Campaign for Education between 2009
and 2012. It strengthened the capacity of civil
society in 45 countries for developing education
sector programmes, carrying out advocacy
activities and tracking government and donor
progress in working towards the EFA goals.

An evaluation found that its activities helped
coalitions achieve political recognition but were
less effective in building capacity for research
and knowledge management (GPE, 2012b).

A second phase, aiming to address these
criticisms, began in 2013 in 54 countries.

The main question was whether governments
would give civil society a seat at the table and a
say in processes. National education coalitions
in 35 out of 42 countries funded by the GPE
reported being engaged with the government
and donor coordination group (Global Campaign
for Education, 2014a). However, by some
accounts the role of civil society in policy or
monitoring remained limited. Governments
sometimes excluded important civil society
organizations. The role of civil society in
positions of substantial influence, such as in
relation to parliamentary standing committees
on education, had not been formalized (Mundy
et al., 2010). In some cases, civil society was
equated with NGOs and did not sufficiently
include such key education stakeholders as
teacher unions and parent associations.

Overall, an increase in civil society activity has
undoubtedly been a major achievement of the
education landscape since 2000. International
EFA partners have demonstrated a genuine

An increase

in civil society

activity has

been a major
achievement

since 2000
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commitment to fulfil the relevant pledge made in
Dakar. This support, however, has had only limited
success in creating strong national education
coalitions capable of effecting significant change.
Some observers maintain that such an outcome
is prevented by the political situation in many
countries, where decisions are made based on
gathering political support or on allegiance to
ethnic or other identities (Devarajan et al., 2011).

Strategy 4: Accountability in governance
and management

Support to civil society was a means to the
more general objective of the Dakar Framework
to improve the ‘governance of education
systems in terms of efficiency, accountability,
transparency and flexibility so that they can
respond more effectively to the diverse and
continuously changing needs of learners.’

EFA partners at the global level tried actively
to promote local engagement and responsive
service delivery, and to encourage countries to
introduce broad public sector reform.

Local participation and empowerment, and
decentralization, were considered key strategies
for improving accountability. The World Bank

in particular played an active role in advocating
decentralization, notably through its 2004

World Development Report, emphasizing it as
a route to accountability (World Bank, 2004).
Work carried out under the Systems Approach
for Better Education Results initiative aimed to
shed light on differences across countries in
school autonomy as a factor explaining student
performance. Policy experiments on providing
information to empower citizens were used

to demonstrate conditions under which such
interventions work (Bruns et al., 2011).

Several EFA partners invested in capacity-
building programmes to complement
decentralization and help local education
officers, school leaders or community
organizations benefit from their new authority.
Democratic governance is a core pillar

of the work of the UNDP, one of the EFA
convening agencies, albeit not with an explicit
education focus.

However, palpable results have been slow

in coming, and long-term impact requires
continuity, persistence and resources that
exceed agency planning horizons (OECD,
2004). Moreover, the level of expertise agencies
require to follow such reforms is considerable
(European Commission, 2012). Thus such
interventions’ sustainability is in question
(UNDP, 2010).
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Overall, promoting local participation in
education and making schools responsive

to the needs of the students, parents and
communities they serve remain challenging
issues, particularly for poor households

with limited time for such engagement.
Whether such results are best served

through decentralization remains contested.
Decentralization and school autonomy have
been found to have either no impact or a
detrimental one on student and system
performance in poorer countries with weaker
capacity [Chaudhary et al., 2012; Gallego, 2010;
Hanushek et al., 2013). Experiments have also
cast doubt ‘on the current faith in participation
as a panacea for the problems of service
delivery’, either because citizen capacity to
respond to information is limited or because the
balance of power in local education is not open
to civil society influence (Banerjee et al., 2010)
(see Chapter 6).

Strategy 5: Meeting the needs of education systems
affected by conflict and instability

The ambition of this strategy was to build
government capacity to assess educational
needs in conflict situations, to restore

learning opportunities in secure and friendly
environments and to reconstruct damaged
education systems. The 2011 GMR documented
several actions taken since 2000 to fulfil this
pledge at the global level.

First, violations of human rights in conflict
situations are being followed more closely. The
United Nations Security Council established a
monitoring and reporting mechanism in 2007
to document and report abuses of children’s
rights, including attacks on schools. The Council
authorized the Secretary-General in 2009 to
publish the names of those who recruit child
soldiers. However, violations are still under-
reported, enforcement mechanisms remain
weak and education-specific issues, including
sexual violence, are not covered adequately.

Second, humanitarian aid has been used more
to support education systems in conflict zones
and after natural disasters than for longer-
term humanitarian crises. The Inter-Agency
Standing Committee Cluster for Education

in Emergencies was established in 2005 as
part of a broader reform of humanitarian aid.

Co-led by UNICEF and Save the Children, the
global education cluster supports country
cluster operations, builds response capacity
and implements standards to ensure that
education is provided efficiently and equitably
during crises. The cluster has helped raise
the visibility of education and ensured that it
was part of the wider humanitarian response
in some cases (Steets et al., 2010). However,
the increase in humanitarian aid for education
has been limited (see Chapter 8). Attempts to
build a bridge from humanitarian to long-term
development assistance for education have thus
far been unsuccessful.

Third, advocacy activities have helped maintain
the place of conflict and emergency on the
education agenda (see Chapter 2. The Inter-
Agency Network for Education in Emergencies is
a major initiative that traces its establishment to
Dakar. Despite its informal arrangements, it has
played an important coordination role, notably
through its Minimum Standards for Education

in Emergencies. The Global Coalition to Protect
Education from Attack was established in

2010 to highlight the incidence and impact of
attacks and to fight impunity. Its global report,
which followed on earlier reports published by
UNESCO, has shed light on failures to respect
and protect schools as sanctuaries and zones of
peace, which was a Dakar commitment (GCPEA,
2014; UNESCO, 2010c].

Overall, compared with the strategy’s ambitious
aims, progress may appear limited. However,
the challenges of delivering education in
emergencies have received far more attention
since 2000 and have helped generate lessons on
how to respond quickly and effectively. This can
be credited to partners fulfilling commitments
made in Dakar.

Strategy 6: Integrated strategies for gender equality

The most visible of all global mechanisms
associated with gender equality has been

the United Nations Girls" Education Initiative
(UNGEI), a multistakeholder partnership
established in Dakar in 2000. Its activities
have included advocacy to raise awareness

of the importance of girls” education and to
influence policies and education sector plans;
identification and dissemination of good
practices; and institutional development of the

The challenges

of delivering
education in

emergencies
have received

far more
attention
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partnership approach at the global, regional and
country levels.

An evaluation of UNGEI particularly
acknowledged its contribution in global policy
dialogue and advocacy, but less so at the
regional level. At the country level, UNGEI

has positioned itself as a valuable and strong
player where robust national partnerships

exist. Recognizing the challenge of translating
globally agreed priorities into country-level
activities, UNGEI has created stronger links with
the GPE. The evaluation also praised UNGEI's
role in coordination and priority-setting among
its members. However, more could be done

to build capacity in national partnerships by
strengthening in-country training and promoting
exchanges between partnerships to share
experiences (UNGEI, 2012).

Many other initiatives also advocate for

gender equality in education, ranging from the
advocacy-focused United Nations Adolescent
Girls Task Force, co-chaired by UNFPA and
UNICEF, to more action-oriented approaches
like the Girls” Education Challenge funded by the
UK Department for International Development.
This GMR offers multiple examples of interaction
between global interventions and national
processes (see Chapter 5). A tentative conclusion
is that actions by EFA partners at the global
level have helped keep gender equality high
enough on the agenda to contribute to progress
towards this goal.

Strategy 7: Actions to combat HIV and AIDS

At the time of Dakar, the AIDS epidemic was
threatening the very foundations of education
systems in southern and eastern Africa. There
seemed a high risk the emergency would

reach other parts of the world with disastrous
consequences. Massive global mobilization over
a very short period produced remarkable results,
including a decreased infection rate and the
availability of and access to new, more effective
treatments. In 2015, while the battle is not yet
won, the worst has been prevented.

Although the health sector took the lead

and received the bulk of funding, the role of
education was recognized as key. Education
initiatives at the global level responded to
the challenge with a strong sense of urgency,

emphasizing two actions mentioned in the Dakar
Framework: teacher training and curricula, and
the policy mainstreaming of HIV and AIDS.

The UNAIDS Inter-Agency Task Team on
Education (IATT) was established in 2002 to
improve the sector’s response. Convened

by UNESCO, it has promoted and supported
good practices and encouraged alignment and
harmonization among agencies. The IATT has
also strengthened the evidence base, notably
through global surveys in 2004 and 2011/12, and
prepared technical tools to guide mainstreaming
of the issue in education at the national level
(UNESCO, 2006a, 2013a).

Also led by UNESCO, the Global Initiative on
Education and HIV and AIDS (EDUCAIDS),
launched in March 2004 by the UNAIDS
Committee of Cosponsoring Organizations, aims
to prevent the spread of HIV through education
and to protect the core functions of education
systems from the worst effects of the epidemic.
It has mobilized partnerships at the country
level, helped build capacity and offered technical
support, notably through briefs on five essential
components of an education sector response to
HIV and AIDS (UNESCO, 2008a).

These mechanisms have helped the global
education response to HIV and AIDS evolve. From
an exclusive focus on scientific knowledge of
HIV, attention shifted to comprehensive sexuality
education, including non-cognitive skills, and
eventually to structural issues linked to sexuality
and gender (UNESCO, 2014a). Many countries
have taken steps to adopt this broader approach,
which should be credited to global post-

Dakar efforts.

However, implementation remains a problem.
Levels of HIV knowledge remain unacceptably
low (see Chapter 3), and challenges still exist
with curricula, teacher training and teaching
methodology to deliver a suitable curriculum.
Without HIV education at primary level, which
includes students older than primary age, a
critical demographic will be missed because
many children enter primary school late or leave
school before they enrol in secondary school.
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Strategy 8: Safe, healthy, inclusive and equitably
resourced educational environments

The Dakar Framework stressed how the quality
of the learning environment would contribute
to the achievement of the gender equality and
quality goals. A very broad range of factors
contribute to making a school facility conducive
to learning. The global initiatives described
below demonstrate the variety of approaches
followed (Nederveen, 2010).

The Child Friendly School has been a key
approach advocated by UNICEF. It is grounded
in three principles: child-centred education,
democratic participation and inclusiveness. It
has been implemented since 1999 in almost
100 countries, though its effective integration
into national education plans varies widely. An
evaluation found that the initiative provided
national policy-makers with a useful framework
to improve education and had the potential

to start a process of school transformation.
However, the study implicitly questioned its
sustainability where governments or systems
were not ready to support it (UNICEF, 2009b).

Focusing Resources on Effective School Health
(FRESH] was launched in Dakar to advocate

a holistic approach to improved health and
nutrition. An inter-agency initiative on school
health, it has four components: health-related
school policies, provision of safe water and
sanitation, skill-based health education, and
school-based health and nutrition services.

The initiative launched a guidance note on
monitoring and evaluation of school health
programmes (UNESCO, 2013c). However, FRESH
has served more to coordinate partner activities
than to directly improve uptake of relevant
national policies.

Also in the area of school-based health

and nutrition, the World Food Programme
coordinates the Home Grown School Feeding
initiative, established in 2003 and inspired by

the United Nations Task Force on Hunger. The
African Union has recommended the approach
to its member states. At least 20 countries in the
region implement relevant programmes, some
partly supported by development partners and
others fully government led. The partnership has
been behind much of the recent evidence on the
effects of school feeding, notably through t