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EXECUTIVE SUMMARY

A. The purpose of this report is to examine whether at
this time all the conditions are in place to allow Member
States to attain the universal primary education (UPE)
and completion goal so often stated in the past and most
recently in the Millennium Declaration. This is, by 2015,
to finally enable children everywhere, boys and girls
alike, to enjoy their human right to a quality education
and “complete a full course of primary schooling”. The
report will also examine whether the international
community can ensure “that girls and boys will have
equal access to all levels of education”1 by that same
date. At this stage it is generally recognized that there is
real danger that this Millennium Development Goal
(MDG) as well as the second education MDG regarding
gender equality with the target to “eliminate gender
disparity in primary and secondary education, preferably
by 2005, and to all levels of education no later than 2015”
will not be met unless the international community
strongly resolves to truly live up to the solemn pledge
given in 2000 at the World Education Forum in Dakar
that “no countries seriously committed to education for
all will be thwarted in their achievement of this goal by a
lack of resources”, and Governments give priority to
national education commensurate with their international
commitments. And in both cases there is a need to
demonstrate that Governments really mean what they say:
nationally, as there are still many countries that will fall
short of reaching the education goals if they continue on
present trends, and internationally, as there is a lack of
resources, as shown by the present levels of contributions
to education made by the international community.
B. The last education statistics available show that 104
million children are presently deprived of access to
primary education. Most of the children out of school are
girls.2 Other challenges which need to be addressed are
the shortage of teachers (according to latest statistics 15
to 35 million teachers will be needed to achieve primary
education by 2015), the HIV/AIDS epidemic which
threatens the gains of the past, disadvantaged children,
children with disabilities, refugee children and those
living in countries exposed to conflict, disaster and
instability. While many countries have made progress
regarding the two above-mentioned MDGs, many
countries, most of them in the category of least developed
countries (LDCs), are seriously off track. Children who
do not go to school are obviously deprived of their right
to education and this is intolerable. But the report
maintains that the situation is even more dramatic if all
the children who “miss out on education” are considered.
These would include children who never enrolled, those
who enrolled but did not complete their schooling and

those children who have completed it formally, but for a
variety of reasons have not acquired the reading, writing,
numeracy and life skills that constitute basic education, as
it is generally acknowledged that this takes five to six
years of continuous schooling with a sufficient number of
hours of quality teaching. All these children will join the
ranks of the adult illiterates. A rough estimate of the
number of these children deprived of the benefits of
education would most likely be closer to 40 per cent of
the children of primary school age in developing
countries, leaving particular country specificities and
achievements aside. The situation is thus even more
alarming and puts additional pressure on the international
donor community and their partners to accelerate the
necessary reforms and remedial action. This report’s
recommendations therefore also address the following:
increased need for sound information and data “to
incorporate education data from different sources to
achieve better estimates of missing data, which
admittedly represent a considerable gap in our
knowledge”,3 for further improving the national and
international database on education, also on disaggregate
levels; for increasing statistical capacity-building in
developing countries and for arriving at credible
completion rates as a better gauge of the quality of
education. In this regard, assessing the results of student
learning and the national and international measuring of
learning achievements will be essential. All national and
international actors working in the field of education will
have to increase their cooperation in all these areas as
reliable information is indispensable, not only for better
informed policy-making and monitoring of progress and
development at national and international levels, but also
for increasing public awareness and ultimately, funding.
C. A great number of precise plans of action regarding
education have been established in the past and adopted
since the beginning of the 1960s, inter alia the commonly
called “Addis Plan of Action” and “Karachi Plan of
Action”, to quote but two … they have, however, never
been fully implemented. This report attempts to explain
the reasons which have prevented attainment of the
education goals in the past. These need to be addressed if
there is to be a renewed and earnest resolve to achieve
them this time round. The reasons for past failure are
manifold but reside in the fact that lessons learned from
the past have not always been fully taken into
consideration, that knowledge management and sharing
have not been given adequate attention and that results of
evaluations have not been systematically used to inform
subsequent planning and implementation. These
inadequacies have to be rectified in the future. Evaluation
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and monitoring with a view to distilling best practices
need to be given greater importance. Serious and, if
possible, joint, evaluations will have to be carried out
both of the strategic approaches by the various actors as
well as of implementation, and in the future more
emphasis will have to be given to outputs and outcomes
rather than inputs, more focus on substantive results than
on processes. Capacity-building in developing countries
at many levels and in many areas will have to be given
prime attention in all partnership arrangements. These
issues will also be the subject of recommendations.
D.
There is no doubt that the prime responsibility for
development and the attainment of MDGs in general, and
for education goals in particular, rests with the respective
national Governments, a fact that was recognized, last but
not least, in March 2002 at the International Conference
on Financing for Development in Monterrey, Mexico.
The Governments in question will ultimately be judged
by their citizens on whether they have made education for
all a true priority as evidenced by commensurate and
adequate budget allocations, have established and worked
on the basis of credible education plans with clearly
established achievement indicators, have a transparent
public expenditure system with well-functioning
management, monitoring and oversight mechanisms
which aim at efficient spending and an accountable
service delivery system capable of providing quality
education of relevance to all children, boys and girls
alike, including the poorest and most disadvantaged,
which after all is the stated aim of the Millennium
Declaration. But the Monterrey Consensus also
established the responsibility of the international
community to support developing-country efforts and to
increase aid levels.
E. This report will mainly deal with the role played by
the international donor community, especially the United
Nations system organizations, in assisting countries to
attain the education goal. The report will show that, both
in terms of funding and providing technical assistance,
the role of the international donor community in assisting
developing countries in the field of education is limited,
compared with the efforts and resource levels committed
by national Governments themselves. The report will
argue that this raises not only the question of increasing
the external resource level, but also and more
importantly, that of enhancing the efficiency and quality
of external assistance for which the international donor
community is responsible. Past experience yields some
important lessons: good development outcomes require
good policies and institutions which must be countryowned and country specific; the global economic as well
as trade environment must be enabling and supportive. In
such a case development assistance can be efficient,
especially when it focuses on outcomes and is ready to

reform itself to better serve the objectives shared with
developing-country partners. This also implies reform in
donor assistance such as, for instance, harmonizing donor
procedures and reducing so-called transaction costs. In
the spirit of the Monterrey Consensus, there is thus
shared responsibility between all the partners in the
international community. Political commitment and
priority attention to education, with internal reforms to
raise the efficiency of the education sector and its
delivery by national Governments, have to be supported
by efficient, coherent, outcome-oriented and generous
donor cooperation. If taken seriously, this will make a
decisive difference compared with the past and allow the
MDGs to be attained this time.
F. But lessons of the past also present other challenges
for the future, such as relentless advocacy to establish
firmly the right to education for all children in all
countries, to build and sustain further strong domestic as
well as international commitment to education, assistance
for the establishment of credible education-sector plans
with concomitant capacity-building that take account of
the knowledge and experience gained in international
cooperation in the field of education and incorporating all
the Education for All (EFA) goals adopted at the World
Education Forum. A further challenge will consist in
placing such credible education-sector plans in the overall
context of Government and citizen-owned development
and poverty eradication plans. There is a need to create
and sustain national and international interest and demand
for quality education for the benefit of the individuals and
the societies in which they live, a need to increase the
efficiency of international education assistance, to
increase knowledge on lessons learned in the past to
arrive at the most efficient and country-adapted way of
transferring knowledge with the concomitant need to
change the ways in which technical assistance is
presently delivered. Last but not least, of utmost
importance is strong political commitment in the partner
countries to give education its primary role in
development and poverty eradication, along with
commensurate levels of budgetary allocations and serious
public
expenditure
monitoring
and
oversight
mechanisms. These and other conditions are explored in
the report to set the stage for the attainment of the
education goals. All this sets new challenges for
international development cooperation.
G.
The report examines the roles and strategies of the
most prominent actors in education, bilateral donors and
the European Commission, represented in the
Development Assistance Committee (DAC), and the
United Nations system, as represented in the United
Nations System Chief Executives Board for Coordination
(CEB) which includes, inter alia, the World Bank and the
International Monetary Fund (IMF). For lack of space,
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the pivotal contribution of civil society, both nationally
and internationally, could not be dealt with in this report,
but is fully recognized.
H.
Examination of existing strategies shows that they
are conditioned by the level of resources at the disposal
of each actor. There is a great difference in resource
levels between the bilateral and multilateral actors. In
2001 bilateral donor commitments to education, as
reported to DAC, represented more than three-quarters of
the total Official Development Assistance (ODA) for
education.
I.
Foremost among multilateral organizations, is the
United Nations Educational, Scientific and Cultural
Organization (UNESCO) which has a very clear mandate
in education. Because of an obvious lack of resources
which impacts on its field presence, UNESCO is not
always in a position to fully play its expected and
mandated lead role in this sector. This funding situation,
if not remedied, will have to induce UNESCO to
establish its priorities more clearly in areas of recognized
comparative advantage.
J.
Further multilateral actors in education are the
United Nations Children’s Fund (UNICEF) with a
priority focus on girls’ education in over 140 country
programmes, having recently initiated an acceleration
strategy for girls’ education in 25 countries; the United
Nations Population Fund (UNFPA) with its population
education programme; the World Food Programme
(WFP) active in school-feeding programmes; the Office
of the United Nations High Commissioner for Refugees
(UNHCR) which is concerned with the education of the
refugee and internally displaced child population; and the
International Labour Organization (ILO) with its
International Programme on the Elimination of Child
Labour (IPEC), to name some of their more prominent
activities which contribute to EFA and the education
MDGs. They all have more or less limited resources at
their disposal and consequently need strong partners to
help scale up successful models in their respective fields
of work.
K.
The World Bank has become and is the main
multilateral actor in the field of education. Because of its
resource levels (around 12 times those at the disposal of
UNESCO) it exercises greater influence. This is mainly
due to its privileged access to top-level policy makers and
treasury officials compared with the mostly line-ministry
access of United Nations organizations. Having pledged
to advance the EFA goals set in Dakar and to cooperate
actively with Member States to assist in the attainment of
the Millennium goals, the World Bank has initiated an
innovative approach, the so-called Fast-Track Initiative
(FTI), lately renamed EFA-FTI, which is meant to give
concrete meaning to the “compact” idea created at the

Monterrey Conference and which is worthwhile
exploring with a view to extending it to more than the 23
countries presently engaged in the process. It will be a
challenge to the international community and foremost to
the United Nations, its funds, programmes and
specialized agencies with their experience in, and track
record of, work in social policy to impact positively on
the process and development of these new partnership
arrangements in education, to assist partner countries to
make the right education policy and system choices and
to give equity issues greater prominence. The “fast-track”
approach, which this report recommends for extension to
all least developed and low-income countries off track to
attaining the education MDGs and the EFA goals, offers
the possibility of constructive cooperation and interaction
among United Nations system partners in areas of their
respective comparative advantage. It will be a collective
challenge to build on the experiences gained so far, to
remedy the deficiencies observed, as well as to adapt the
fast-track approach to the needs and specificities of the
countries involved, in true partnership. The experience of
the United Nations organizations will be valuable in this
endeavour. This will be a further contribution to the goal
of strengthening international cooperation (MDG 8), as it
will lead to even closer cooperation among the
international donor community, especially the World
Bank and United Nations organizations, and their
cooperation with the respective partner countries. The
challenge for the international community will also
consist in striking a balance between necessary systemwide reforms, which necessarily take time, and the urgent
need for targeted interventions that can address persistent
and chronic disparities related inter alia to gender,
poverty and rural location. UNICEF and other United
Nations organizations that have adopted this approach are
well aware of this dilemma and advocate the building of
bridges between these seemingly conflicting demands
and the need for action.
L.
The United Nations has been instrumental in
advocating the right to education and increased levels of
funding in several of its major conferences and action
plans, last but not least in the Millennium Declaration,
and is called upon to monitor their implementation.
M.
This report is a contribution to the monitoring
exercise. It has identified changes, which, once
implemented, would improve the efficiency of existing
strategies even within current levels of financial resources
through better coordination and cooperation. The report
argues that it is the quality of partnership arrangements
between the various actors in the donor community and
with developing country partners that will determine the
success of the Millennium Declaration. All the actors
have their comparative advantage, which they are called
upon to optimize. The World Bank with its resource base
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and commensurate influence is most probably best
equipped to establish economically viable partnership
frameworks. United Nations organizations can assist
developing country partners to shape these so as to give
equity and other social policy concerns the necessary
prominence. Bilateral donors can transmit national
education system reform experiences and provide for the
necessary external resources. In this way meaningful
substantive “compacts” will be established engaging all
partners on the basis of well-established rules of mutual
accountability, transparency and results orientation.
N.
The action-oriented recommendations concerning
changes to be made to improve the situation are
addressed to the various actors, to the General Assembly
with its widest possible membership and the Economic
and Social Council, which has taken on the task of
monitoring the progress of world conferences and of
tracking the efficiency of United Nations operational
activities for development.
O. Remarks of a general nature need to be made at this
juncture. The concentration on primary education in this
report should in no way detract from the urgent need to
move on all six EFA goals established at the Dakar
Conference in 2000. Progress in all of them will
undoubtedly benefit the two MDGs on education.
Therefore the recommendation to extend the World Bank
EFA-FTI framework mutatis mutandis to other off-track
LDCs will have to give due regard to all EFA goals, such
as early childhood education, girls’ education, adult basic
education and literacy. The focus on primary education in
this report should not be interpreted as giving less
importance to other levels of education, such as
secondary and tertiary levels and lifelong learning. All
these are undoubtedly pivotal to closing the knowledge
gap among and within nations. Quality secondary and
tertiary education for both boys and girls is also crucial to
guaranteeing the quality of primary education as there is
an urgent need, not only for an increased number of welltrained teachers, but also for a variety of highly educated
specialists who can positively impact on education related

governance issues. Capacity development is needed at all
levels and in all sectors as they are so interrelated. This
needs to be stressed as it might be argued that this report
is too sector oriented. It is mainly for lack of space and
not to broaden the scope of this report further that little
mention is made of the need to see the fate of the MDGs
as being closely interrelated. MDGs have indeed to be
addressed in an integrated and holistic fashion. Success in
one sector will definitely impact on the success of others.
The achievement of the EFA goals in general and of UPE
in particular is crucial to the success of all the other
United Nations initiatives. Education is a recognized
prime agent for change. Progress in education has
therefore the potential of bringing about results in other
areas, such as health, mortality, birth rates and
HIV/AIDS, to name but a few. A national and
international enabling environment is indispensable to
allow education to fully develop its potential for the
individual and society. Last but not least, the report
highlights the importance of forging new, and enhancing
existing, partnerships on a predictable and sustainable
basis among all partners in development. The report,
again because of lack of space, deals mainly with
relations among partners such as Governments and
institutions. This should in no way be interpreted as
forgetting the quintessential role of civil society both in
the national and international contexts. Civil society
organizations, such as international and national nongovernmental organizations (NGOs), have been and are
strong advocates and technical assistance providers and
thus indispensable pivotal partners in development in
general and in education in particular. Their importance is
not to be underestimated.
P.
The author would like to thank all interlocutors in
the organizations mentioned for their constructive
interaction with her on this report. Many of their valuable
suggestions have been taken up and have helped to shape
the report. As it deals with an important and complex
subject, the author apologizes to readers for its length.
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LIST OF RECOMMENDATIONS
RECOMMENDATION 1
See paragraphs 33-38, 77, 135.
UNESCO, its Executive Board and Director-General, are
called upon to explore all possibilities for providing the
UNESCO Institute for Statistics (UIS) with more resources
to improve further the quality of education data and
enable increased investment in much needed in-country
statistical capacity-building.
UIS should be encouraged to strengthen further its
cooperation with all the institutions concerned with the
collection of education data, foremost with the World
Bank, UNICEF and the Organisation for Economic Cooperation and Development (OECD) Partnership In
Statistics for development in the 21st century (PARIS21).
They ought to undertake special efforts to arrive at a
methodologically sound and reliable measure of primary
completion in line with the MDG of universal primary
completion (UPC) which would usefully complement
enrolment data.
Completion rates, together with information regarding
quality of education, would convey the gravity of the
situation and of the scale of the problem, needed for
accelerated remedial action.
The EFA Global Monitoring Team should keep track of
developments in this regard and report on progress made.
RECOMMENDATION 2
See paragraphs 42-44, 45 and 50.
The governing bodies of the various United Nations
system organizations, programmes and funds should
encourage the respective secretariats to report their aid
activities to DAC using the same format, definitions and
classifications as the bilateral donors. This would provide
a much needed global picture of aid efforts in support of
the various MDGs in general, and of EFA goals in
particular, on a comparable basis. This should lead to the
establishment of a robust set of data, crucially needed for
EFA and MDG monitoring purposes.
In the same vein the governing bodies of the various
United Nations system organizations, programmes and
funds should encourage the respective secretariats to
provide them at regular intervals (at least every other year)
with detailed information on how they contribute to the
attainment of the various MDGs, both as regards resource
levels and categories of programme expenditure with
particular emphasis on the aspect of lasting national
capacity-building.
RECOMMENDATION 3
See paragraphs 30-32, 75, 76, 113 and 135.
In line with EFA goal 6, UNESCO, its institutes in
cooperation with other organizations such as UNICEF,

should assist partner countries, upon request, to conduct
assessments of learning achievements at the end of the
national primary cycle and to increase their monitoring
capacity. These United Nations organizations should share
knowledge, experience and lessons learned from the
successful assessments undertaken. The aim in such
undertakings should be to inform national policy makers,
to work towards subregional, regional and cross-country
comparability with a view to taking appropriate, and if
necessary, corrective action. Solid knowledge of learning
outcomes is necessary to improve quality of education.
RECOMMENDATION 4
See paragraphs 88-90, 93, 99 and 136.
The General Assembly and the governing bodies of all
the organizations working in education (such as ILO,
UNESCO, UNFPA, UNHCR, UNICEF, WFP) should ask
them to intensify their cooperation in the field and
increasingly consider joint monitoring and evaluation
better to assess their respective contributions to the results
obtained and the impact of their action. They should also
recommend to the respective secretariats that they should
always communicate and share information on plans for
new technology prior to its introduction in order to
ascertain whether additional use could render it more costeffective. Such information exchange could usefully take
place within the CEB framework. In particular it might be
useful to test the WFP ARGOS system to see whether it
could take on additional tasks. This would usefully
complement the activities of other United Nations system
organizations concerned with education data collection.
RECOMMENDATION 5
See paragraphs 19, 79, 113 and 137.
With a view to increasing knowledge on empirical evidence
of lessons learned the General Assembly should task the
United Nations Evaluation Group with exploring the
feasibility of establishing a system-wide single platform,
through which empirical evidence would be accessed by all
development partners and to report to the Economic and
Social Council, in charge of the review of operational
activities for development, taking into account existing
arrangements. This would constitute a contribution to
furthering the implementation of the Millennium
Declaration in general and the education and EFA goals
in particular.
RECOMMENDATION 6
See paragraphs 19, 63-64, 68 and 138.
UNESCO, with its mandated role of coordinating EFA
partners, should initiate the elaboration of a
comprehensive review and evaluation strategy on the basis
of a common methodology, on all activities undertaken to
reach the EFA goals, such as flagship programmes, if not
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by all, but at least by the major external actors. This would
contribute to the establishment of a much needed
knowledge base on what works, why and how, and how
successful interventions can be scaled up. This would also
help to amend, if necessary, the “International strategy to
put the Dakar Framework for Action on Education for All
into operation” and provide input for the regional and
international EFA evaluation conferences, planned for
2005 and 2010 respectively.
RECOMMENDATION 7
See paragraphs 93, 99, 115 and 142-143.
The General Assembly and the respective governing
bodies should encourage United Nations system
organizations (funds, programmes and specialized
agencies) to enhance interaction with the Bretton Woods
institutions in the field, to implicate themselves very
actively in the elaboration and implementation of countryowned Poverty Reduction Strategy Papers (PRSPs) or
equivalent processes, to improve them further to the
benefit of partner countries and, in doing so, refrain from
imposing separate processes on them. The linkages
between the United Nations analytical planning
documents, such as Common Country Assessments
(CCAs) and United Nations Development Assistance
Frameworks (UNDAFs) with PRSPs, national sustainable
development strategies (NSDSs) or equivalent processes,
should be further strengthened.
All organizations specifically concerned with education and
active in the field should be strongly encouraged to
implicate themselves even further in the elaboration of
education-sector plans and to contribute to further
improvement of the World Bank-led FTI as well as the
Analytical Fast Track.
RECOMMENDATION 8
See paragraph 144.
The Economic and Social Council should decide to hold a
“poverty-reduction review meeting” in 2006 (or 2007) that
would usefully inform the international community on
progress made and help to take stock of lessons learned. It
would be important to have all relevant stakeholders
invited. Preparation should take place in the appropriate
United Nations executive committees, created by the 1997
reform as well as in the framework of CEB.
RECOMMENDATION 9
See paragraphs 130 and 145.
The General Assembly and the respective Governing
Bodies should ask United Nations system organizations
(funds, programmes and specialized agencies) and
encourage bilateral donors to give increased attention to
contributing to the building of macroeconomic, social,
institutional as well as administrative, capacities at

different levels in the partner countries. This would not
only strengthen partner countries’ ownership but also
allow donors increasingly to channel aid through sectorwide approaches (SWAps) and budget support, which
would reduce transaction costs and simplify
administration. All aid projects should focus on creating
and transmitting knowledge and conferring capacity on a
sustainable basis. Aid projects should also be judged
according to their contribution to durable in-country
capacity-building; results indicators would have to reflect
this. In recognizing the importance of capacity-building
the governing bodies of the United Nations system
organizations concerned should monitor progress in this
regard.
RECOMMENDATION 10
See paragraph 145.
The Economic and Social Council, being concerned with
the monitoring of operational activities for development in
the United Nations system, should monitor and assess the
quality of capacity-building activities, demanding relevant
information from United Nations system organizations via
the CEB secretariat to this effect.
RECOMMENDATION 11
See paragraphs 124, 131-132 and 146-147.
The General Assembly should encourage bilateral donors
to reconsider their sector allocations within ODA with a
view to increasing considerably the share for education,
half of which should be earmarked for primary/basic
education. Particular attention should be paid to
increasing aid efficiency.
RECOMMENDATION 12
See paragraphs 118 and 148-151.
The General Assembly, which is in charge of MDG
follow-up, should consider encouraging the extension of
FTI as recommended in the report. The Director-General
of UNESCO, convenor of the High-Level Group on EFA
established by the Dakar Framework for Action, should
transmit this recommendation to the Group with a view to
initiating appropriate action. The lessons learned from the
current World Bank-led FTI should be taken fully into
account.
Such “country-specific education compacts” should be
open to all least developed and low-income countries that
are seriously committed to attaining the EFA goals and
are currently off track in achieving them through their
efforts alone. Such “country compacts” should ensure
that the appropriate capacity-building and additional
financing are forthcoming and that partner countries’
reform efforts are supported in a predictable way.
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RECOMMENDATION 13
See paragraph 15.
CEB should examine the possibility of establishing an
enlarged inter-agency working group, open to key
partners, such as NGOs and foundations, with a view to
preparing and organizing advocacy and fund-raising
events in all countries along the lines recommended in the
report. The departments of information and/or external
relations of the various United Nations system
organizations should be actively involved. Such events
should aim at raising funds for education, and possibly for
other MDGs later on.

RECOMMENDATION 14
See paragraphs 130 and 156-160.
In monitoring the implementation of the Millennium
Declaration it is essential to explore new financing and
funding avenues. The General Assembly should create a
mechanism, such as a group of experts, drawn inter alia
from the United Nations system and the Bretton Woods
institutions to continue research on the new funding
proposals of the High-level Panel on Financing for
Development (the Zedillo report) and to explore other
avenues such as the International Finance Facility (IFF)
and to keep the General Assembly and the Economic and
Social Council informed about tangible progress.
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INTRODUCTION
To ensure that, by the [year 2015], children everywhere, boys
and girls alike, will be able to complete a full course of primary
schooling and that girls and boys will have equal access to all
levels of education.4

1. This is the Millennium Development Goal (MDG)
number 2, target 3, of the Millennium Declaration
adopted by 147 heads of State and Government, and by
189 Member States in September 2000, to be reached by
2015.5 It is an ambitious goal as it means that children the
world over will have finally gained their right to at least
five or six years of primary education, as it takes this
period of continuous primary schooling to acquire basic
education skills such as writing, reading, numeracy and
other so-called life skills. The second education MDG
concerns gender equality with the target to
eliminate gender disparity in primary and secondary education,
preferably by 2005, and to all levels of education no later than
2015.6

2. The corresponding Education for All (EFA) goal for
primary education of the Dakar Framework of Action,
adopted earlier on in 2000, is even more ambitious as it
states that:
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

which can be interpreted as meaning that by 2015
children are supposed to have already completed their
primary education. If this is the case, then all eligible
children, boys and girls alike, will have to enrol in grade I
in 2008. This is also the interpretation adopted in the
international strategy to put the Dakar Framework for
Action on Education for All into operation.7 From
evidence gathered from numerous documents from
various institutions, inter alia, the EFA Global Monitoring
Report Team, the United Nations Educational, Scientific
and Cultural Organization (UNESCO) Institute for
Statistics (UIS), the United Nations Development
Programme (UNDP) and the World Bank, this 2008 goal
will most likely not be met since many developing
countries are seriously off track on Universal Primary
Education (UPE) as well as on gender equality.8 The
MDG, which can be interpreted as setting the stage for
universal primary completion (UPC) by 2015, allows for
some hope, as there will be more time for the attainment
of this goal.

3. But even the MDGs are in danger of not being
achieved unless the international community truly
resolves to live up to the solemn pledge given at the
World Education Forum in Dakar that
no countries seriously committed to education for all will be
thwarted in their achievement of this goal by a lack of resources9

and unless Governments give priority to education in the
national context commensurate with their international
commitments. There is also a need to demonstrate that
Governments really mean what they say. National
Governments have to be truly committed to providing the
education sector with adequate budgetary resources, to
engaging in necessary system reform, to enhancing their
capacity to deliver quality education to their populations
as well as to the most disadvantaged children, and most
importantly, to accelerate girls’ education. The challenge
to the international donor community is, however, to
enhance the quality of aid, to provide adequate levels of
foreign assistance, on a predictable and stable basis, and
to better assist and accompany education efforts by
developing countries in a constructive manner.
4. The Monterrey Conference in 2002 gave birth to the
idea of a “compact” which is based on the mutual
responsibilities and obligations of all partners in
development. Now the challenge for all the partners is to
honour these commitments.
5. These were indeed taken solemnly and assurances
given earnestly. The credibility of the international
community is at stake, which makes it even more difficult
to envisage failure. The international community as a
whole can no longer afford to miss out on commitments
made or continue to make commitments that are
subsequently not honoured. It would be increasingly
unacceptable to the public to see that more and more
action plans are adopted in major United Nations
conferences that do not yield results within the agreed
action and time framework (because of lack of serious
follow-up on all parts). The risk of being accused of
hypocrisy and/or lack of seriousness is real; the risk of
losing credibility is inevitable. This is why efforts to
avoid these risks are being made at all levels, and a
variety of strategies are being developed which will be
analysed in this report.
6. The first credibility test for the international
community is to eliminate gender disparities in primary
and secondary education, preferably by 2005. There is
indeed very little time left, hence the urgency of national
and international action. The EFA Global Monitoring

2
Report 2003/4—Gender and Education for All: The Leap
to Equality
shows that, while many countries are likely to miss the 2005
goal, this circumstance could change quickly if appropriate
changes in policy were made … The report demonstrates that
changes in a wide range of economic and social policies—as
well as in education itself—will be needed if gender equality in
education is to be attained. … And they are attainable. … there
are policies and strategies which can put all societies on the
educational path to gender equality, as those states which are
well down this road can testify.10

7. However, at this point in time there are also voices
claiming that it will be extremely difficult, if not
impossible, for many countries, especially in sub-Saharan
Africa and parts of Asia, to attain the two MDGs,
considering that they are starting out from very low
primary education levels, that girls are not given equal
opportunities, and that the reality on the ground is even
worse when the pivotal aspect of quality of education is
taken into consideration. But there are also voices of
optimism claiming that a new set of policies agreed in
recent summits from Doha to Monterrey to Johannesburg
has set the scene for a fresh start in development
cooperation and that donor commitments to increase aid
by some US$ 18 billion by 2006 from US$ 57 billion11
(2002 figure) are reasons for hope. However, even
optimists agree that not only increased funding levels with
concomitant capacity-building in the countries concerned

will be needed, but also a strengthening of efforts to make
aid more efficient and results-oriented, and that donors
will have to work hard to achieve, if not coherence, at
least significant levels of cooperation, coordination and
synergy, most importantly on the ground.12
8. The report will also examine why the strategies
followed by various actors, in particular the United
Nations and its system partners,13 have had limited impact
up to now on countries’ capacities to reach the education
goals. The report attempts to draw lessons from the
history of past failures and tries to explain why such
lessons have not been learned so far. It further addresses
the reasons for existing deficiencies, and makes precise
recommendations for possible improvements.
9. According to article 5 of its statute,14 the role of the
Joint Inspection Unit (JIU) is to investigate
all matters having a bearing on the efficiency of the services and
the proper use of funds. [It should] provide an independent view
through inspection and evaluation aimed at improving
management and methods and at achieving greater co-ordination
between organizations.

It is obvious that the permanent problem—establishing a
realistic relationship between objectives and optimal
means for attaining them—is perhaps the most important
issue to be examined, as it has ramifications for efficiency
and efficacy, which is at the heart of JIU work.
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I.
A.

THE LESSONS OF HISTORY

More and more action plans whose goals were
never reached—broken promises

10. The first problem to be examined is obviously why
the lessons of history have not been learned. It is not the
first time that plans of action with ambitious time-bound
goals have been set in the education sector. In 1961 the
Conference of African States on the Development of
Education in Africa, held in Addis Ababa, adopted the
Addis Ababa Plan for African Educational Development,
aimed at achieving UPE of high quality for Africa by
1980. In the previous year, 1960, 18 Asian States had
adopted the Karachi Plan addressing the needs of Asia in
primary education, a “Plan for the Provision of Universal,
Compulsory and Free Primary Education” in the region to
be reached by 1980. Similar plans were launched for Latin
America: the Major Project on the Extension and
Improvement of Primary Education in Latin America
jointly scheduled by the Organization of American States
(OAS) and UNESCO for a 10-year period, 1957-1966.
Unfortunately, these plans failed to reach their objectives15
and new plans with the same objectives were developed in
1981 and in 1996.16
11. In 1990, UNDP, UNESCO, the United Nations
Population Fund (UNFPA), the United Nations Children’s
Fund (UNICEF) and the World Bank convened the World
Conference on Education for All: Meeting Basic Learning
Needs, in Jomtien, Thailand. It was attended by 1,500
participants representing 155 Governments and 150 nongovernmental organizations (NGOs) and adopted the
World Declaration on Education for All, endorsing a
broad functional definition of basic education that
encompassed
... both essential learning tools (such as literacy, oral expression,
numeracy, and problem solving) and the basic learning content
(such as knowledge, skills, values, and attitudes) required by
human beings to be able to survive, to develop their full
capacities, to live and work in dignity, to participate fully in
development, to improve the quality of their lives, to make
informed decisions, and to continue learning.

It was understood that the 1990s were to be the decade to
reach the EFA goals.
12. The EFA 2000 Assessment, launched in 1998,
evaluated progress made in the 1990s. It showed that the
world, despite having made progress, was still far from the
education goals that had been set. Therefore the World
Education Forum, once again jointly convened by UNDP,
UNESCO, UNFPA, UNICEF and the World Bank, held in
Dakar, Senegal, in April 2000, adopted the Dakar
Framework for Action which inter alia set six specific
EFA goals which are:17

(a) Expanding and improving comprehensive early
childhood care and education, especially for the most vulnerable
and disadvantaged children;
(b) 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;
(c) Ensuring that the learning needs of all young people
and adults are met through equitable access to appropriate
learning and life skills programmes;
(d) 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;
(e) 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;
(f) Improving every aspect of the quality of education,
and ensuring their excellence so that recognized and measurable
learning outcomes are achieved by all, especially in literacy,
numeracy and essential life skills.

13. In full recognition that education is firmly anchored
in the diverse historical, cultural, social, economic and
political contexts of countries and regions within them, it
was left to the countries themselves to set their own
course, within the context of the six goals. As stated, the
Millennium Declaration reconfirmed two of these EFA
goals. Obviously what we now know in 2003 is that the
EFA goals and the two education MDGs will once
again be in danger of not being met in many poor
countries unless unprecedented efforts are made both
at the national and international levels and decisive and
courageous corrective action is taken on many fronts.
B.

Reasons for failure and challenges

14. There are manifold reasons why the ambitious
goals set in many plans of action over the last 40 years
have not been reached. They are of a historic, political,
legal, economic, social and institutional nature.
Commitments seemed to have been taken on too lightly,
underestimating the complexity of the development
process in general, and of education in particular.
Monitoring and evaluation have not been systematic
enough to allow successor plans to benefit from results
obtained.
15. Going back in history, the situation of education that
the colonial Powers left was not brilliant.18 “In 1970, i.e.
ten years after independence, there were ten times more
children in primary education and nearly fifty times more
at secondary school.”19 Since then further progress has
been made,20 despite the numerous impediments and
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difficulties encountered, many of which still prevail.
These concern both developing countries and the donor
community and are obviously often closely interrelated.
National Governments suffer notably from the following:
•
Inadequate political commitment to education as a
fundamental human right and lack of leadership;
•
Absence of sustainable integration of social policies
into the general development (and public
expenditure) framework;
•
Insufficient financial resources, insufficient budget
allocations because of weak domestic resource
mobilization and inadequate public expenditure
monitoring;
•
Inadequate concern for and attention to equity issues,
such as gender equality, the poor and disadvantaged
(minorities, remote populations, the handicapped,
street children, etc.) and absence of pro-poor
strategies and incentive schemes;
•
Weak, non-transparent and inconsistent education
policies and sector plans, and lack of continuity in
policy reform owing to changes in government;
•
Poor governance with sub-optimal use of both
domestic and external resources, corruption/mismanagement of resources, lack of transparency and
accountability to education stakeholders;
•
Inadequate regulatory frameworks and oversight
mechanisms;
•
Weak management and implementation, poor
education delivery systems (lack of incentives), often
because of a lack of human and financial resources
and/or attention to clients, and a weak civil service;
•
Lack of robust education data and statistics, also at
disaggregate levels, for informed national policymaking because of weak statistical capacity and lack
of incentives to strengthen it;
•
Little public support owing to lack of stakeholders’
involvement: teachers (and their unions), parents,
communities and civil society at large;
•
Too little focus on quality and relevance of education
to the individual and to society; inadequate curricula,
leading to low performance, high dropout rates and
school alienation;
•
Too little focus on completion and acquisition of
basic education knowledge and skills, i.e. actual
learning acquisition and outcome; lack of both
national and international student learning
assessments;21
•
Lack of incentives for teachers (salary-related and
others), lack of adequately trained teachers in
sufficient numbers, of women teachers as role
models because of insufficient training institutions
and/or low numbers of students in the secondary and
tertiary education cycle;
•
Lack of school buildings at manageable distance
from clients and of infrastructure also adapted to
female students, such as latrines;

•

Lack of quality teaching materials in sufficient
quantity;
•
Lack of quality control, also of private education
providers;
•
Lack of coordinating capacities within the
government sector; not enough policy coherence,
cooperation and interaction among sectors and vis-àvis the donor community;
•
Absence of clear priorities and objectives;
involvement of too many actors with no clear
definition of their respective responsibilities within
the Government’s development or sector plan;
•
Insufficient monitoring of results; poor use of results
of evaluations of strategies and their implementation
for subsequent informed policy formulation and
action;
•
Less than favourable international economic and
trade environment, external shocks, debt situation;
•
Natural disasters, HIV/AIDS and other major health
problems, warfare and civil disturbances;
•
High levels of debt impeding the rational use of
domestic resources;
•
Rapid population growth, combined with weak
economic conditions.
On the donor side the problems are, notably:
•
Inadequate political commitment to assist developing
countries in attaining the jointly elaborated education
goals;
•
Inadequate levels of external aid resources;
•
Limits on developing countries’ access to global
markets; decline in development aid over the years;
inconsistencies in donor policies;22
•
Inadequate attention to aid effectiveness and to
development and education outcomes (poor outcome
and results focus); restrictions attached to assistance
(tied aid); dispersion of aid;23 poor linkage to
national development and sector strategies of the
partner countries; inadequate alignment of policies,
procedures and practices around the recipients’ own
system;24
•
Diverse and inconsistent policy advice and
prescriptions from the various actors of the
international donor community, for instance,
structural adjustment—the “Washington consensus”
and the lean State theory25—and/or demands for
decentralization without adequate attention to
capacity-building at decentralized levels;
16. However it still remains difficult to explain why the
international community has continued to establish overly
ambitious action plans. If the MDGs have a chance of
being realized this time it will be because the
international community has taken the true measure
of the seriousness and urgency of the situation (and the
consequences of non-action) and because there is a
readiness to learn more systematically from
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experience, to share such knowledge and to reform
where necessary, and last but not least to honour
commitments made.
17. The Addis Ababa Plan of Action of 1961 was already
a results-focused action plan, based on the needs
demonstrated by participating countries, expressed inter
alia, in terms of financial and material requirements in the
various domains. The Plan made a case for the
interrelationship of education and the economic
environment and set clear priorities which, in its ShortTerm Plan: 1961-1966, were to be secondary education,
curriculum reform and teacher training, all of which aimed
at increasing total school enrolment from 11 to 15 million.
The Plan provided detailed costing and established
domestic and external financial needs. The Long-Term
Plan: 1961-1980 aimed at primary education of high
quality by 1980. Important features of the Plan were
ownership, concern for quality and the recognition that
quality primary education needs prior investment in
secondary and higher education, if teachers are to be
adequately trained.
18. This Plan and those that followed, were mostly built
on “collective wisdom” and accumulated experience.
These are based on the knowledge that education, apart
from being a fundamental human right, is an area where
investments yield a high return for the empowerment of
the individual and the economic and social benefit of
society. “Private rates of return … appear in all regions of
the developing world to be higher for primary than for
secondary and tertiary education.”26 School systems have
to be built “bottom-up” and formal primary education
ought to be enlarged to encompass the concept of “basic
education”. EFA principles and goals need to be
integrated into education-sector plans, starting with early
childhood education. In order to attain literacy, numeracy
and other important life skills, a child needs to have
completed five to six years of continuous quality
education. Education has to be recognized as valuable to
the community, households and individuals. Ownership of
the education system involves active participation of the
stakeholders with their fair share of decision-making.
Civil society at large has to be involved in a participatory
fashion, including teacher unions. Periods of teaching
have to take into account the needs of the population. A
multilingual, cultural approach has to be adopted and
incentive schemes have to be devised (like food and health
provision), particularly for the disadvantaged strata of the
population, to enhance girls’ education and to ensure
gender equality. Direct costs of schooling, such as school
fees for registration, tuition, examinations, school
uniforms, textbooks and other school material, e.g. paper,
pencils, etc., transportation and meals, often have negative
or prohibitive effects, especially for the poor, and
negatively impact on gender equality.27 So also have the
“opportunity costs” associated with education.28 The

content of learning has to be adapted not only to the
challenges of individual and collective empowerment, but
also to domestic labour markets. Priority has to be given
to quality teacher training in sufficient numbers, with
particular attention to training of female teachers as they
act as important role models. Quality education also
depends on friendly school environments, schools have to
be near their clients and the buildings adapted to a genderbalanced student population The pupil/teacher ratio should
not exceed a certain number (40), the development of
education should be carefully planned and sequenced and
financing of education in the country has to reach a certain
percentage of gross national product (GNP),29 etc. All this
and much more is well known.
19. As one education specialist put it, there is practically
nothing that is not known in the field of education as a
result of national experience and increased international
cooperation in the last 50 years. It is, however, less
evident whether in the past sufficient systematic use
has been made of evaluation and monitoring and
whether lessons learned have been sufficiently made
known to other development partners for them to
benefit usefully therefrom. These matters of knowledge
management and transfer will have to be improved in the
future. See recommendations 5 and 6.
20. But there are other issues that need to be resolved.
These relate to weak statistical capacities in many
developing countries (ensuing lack of data, especially at
disaggregate levels, including gender) which impact on
both policy formulation and action.
C.

The seriousness of the present situation and the
problem of data

21. UIS,30 situated in Montreal, Canada,
is the guardian of international education statistics. At the heart
of the Institute’s mandate is assistance to Member States to
collect, analyse and disseminate internationally-comparable
education indicators that inform policies and monitor their
31
outcomes.

The Institute is facing many challenges. “One of these is
to consolidate the quality of existing data to ensure that
they are better aligned with today’s indicators” which “is
vital for the accurate monitoring of progress”. Another “is
to incorporate education data from different sources to
achieve better estimates of missing data, which represent a
considerable gap in our knowledge”. Another challenge
resides in the fact that aggregated administrative data need
to be complemented by “individual- and school-level data
that will inform national policies”.32 Generally speaking
administrative data need to be complemented inter alia by
household survey data, for a better understanding of the
socio-economic background of the client population. A
look at the statistics available provides an awareness of
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the lack of information collection on issues of relevance
from a gender perspective, and of the shortcomings in sex
disaggregation of existing statistics. Data on
disadvantaged groups of the population, such as refugees,
are also lacking.33 In a recent report of the SecretaryGeneral on implementation of the United Nations
Millennium Declaration, it is admitted that for the
indicator “Pupils starting grade 1 who reach grade 5” there
is “limited data availability at the country level”.34 The
EFA Global Monitoring Report 2002—Education for All:
Is the World on Track? informs that its preparation “has
highlighted major gaps in our knowledge. For example,
primary-school net enrolment data for 1999 are not
available for well over seventy countries.” It is also
clearly stated that
While it is still possible to arrive at informed judgements, better
monitoring will require additional investment in the collection
and analysis of data, and in policy-related research and
35
evaluation.

22. There is an undeniable tension between the collection
of more timely data and other aspects of data quality such
as quality assurance and cross-national comparability.
“[P]olicymakers require a rich range of complementary
data rather than a restricted set of indicators” which have
to be adapted to policy priorities.36 The challenge
therefore consists in providing policy makers with a range
of indicators which suit their policy priorities. For UPE
“they are likely to choose a set of indicators that address
access, participation, progression and outcome”.37
23. Global estimates by UIS indicate that, based on 2000
data, 104 million children of primary school age were not
enrolled in school, 57 per cent were girls38 and some 96
per cent of these children were living in developing
countries. This figure is considerably lower than the
estimate of 115 million out-of-school children for 1999,
given in the EFA Global Monitoring Report 2002.39
Information on children who are enrolled and who are not
enrolled is undoubtedly very important to national policy
makers and the public.40 The author maintains, however,
that one of the reasons for aiming at universal completion
in the MDG and for adopting the sixth EFA goal,41 with
its attention to quality, is the implicit expectation that
completion would allow children to acquire writing,
reading, numeracy and other essential life skills.42
24. In respecting the spirit of the education MDGs and
the EFA goals, what ultimately really matters is the
number of children who, at the end of their primary
schooling, are able to read, write, calculate and have
acquired life skills, and to take the necessary corrective
action in favour of those children who have not. To that
end, this report argues that enrolment data do not suffice.
Beyond data on access, policy makers also need to have
reliable data on participation, progression and outcome,
most importantly learning outcome. At present it seems as

if these data are not readily available for all countries or
not robust enough to allow for comparability. For
adequate remedial action to be taken it is thus important
ultimately to arrive at reliable information on how
many children of primary school age in the world are
“missing out on education”. These are children who
have never enrolled in primary school, as well as those
who enrolled but dropped out and never completed
primary school and those children who completed it
formally but for a variety of reasons, such as lack of
quality teaching, have not achieved adequate learning
outcomes. The number of all these children of primary
school age is difficult to measure as data for all of the
elements are not readily available for all countries. The
number of these children “missing out on education”
would certainly be considerably higher than the 104
million out-of-school children and most likely closer to
40 per cent of the children of primary school age in
developing countries.43 The gravity of the situation and
the scale of the problem should thus not be underestimated
and they should convey the sense of urgency that is
required for action.44
25. Complementing the commonly used primary
enrolment rates (PERs) with completion rates is
necessary, as it corresponds to the education MDGs
and provides a better indicator of quality. It also helps to
track how well the school system reaches the poor, as
retention is a better measure than enrolment. Convinced
that
unlike universal access, universal completion cannot be achieved
without ensuring schooling quality, students’ learning progress,
and household demand for education—all of which are
45
interlinked,

the World Bank embarked on the collection of data,
relying on its task teams and also using UIS data to arrive
at a first set of primary completion and proxy estimates
aimed at measuring completion. According to its
definition,
The primary completion rate (PCR) is a flow measure of the
annual output of the primary education system. It is calculated as
the total number of students successfully completing (or
graduating from) the last year of primary school in a given year,
divided by the total number of children of official graduation age
46
in the population.

This PCR is considered to be a more flexible concept than
net and gross enrolment and “a more realistic—and
substantively meaningful—goal for developing countries
as well”.47 The
primary completion rate is a more accurate indicator of human
capital formation and the quality and efficiency of the school
48
system than are gross and net enrollment ratios.
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26. But this first set of primary completion rate and proxy
estimates needs to be regarded as just that—an initial data set
that can be improved greatly in terms of both robustness and
timeliness if national governments and international partners
49
work together to refine them.

A challenge that needs to be taken up by all of them. The
World Bank arrived at the following results: “Since
Jomtien in 1990, the global average completion rate in the
developing world has improved from 72 to 77 percent.”50
This global average masked large regional differences.
Latin America and East Asia, with relatively high
completion rates, made little progress in the 1990s; Africa
had a completion rate of only 55 per cent (with the lowest
completion rates in sub-Saharan Africa); and in South
Asia only two out of three children completed primary
education.
Seventeen middle-income and 21 low-income countries saw
completion rates stagnate or decline over the 1990s. Cases such
as Afghanistan … are obvious and dramatic. But other countries
which have lost ground include Venezuela, Thailand, Zambia,
51
Cameroon, Kenya, Madagascar, Albania, and Belarus.

27. Current trends suggest that 70 countries are at risk on
universal primary completion by 2015 ... and there is no data for
an additional 16 countries. … The goal of eliminating gender
disparity in primary and secondary education by 2005, however,
will not be met. Meaningful progress can still be achieved within
this tight time frame, such as achievement of gender parity
worldwide for Grade 1 intake, if developing countries and their
52
partners launch action today.
According to the EFA Global Monitoring Report 2002, 83
countries have already achieved the three quantifiable
EFA goals, that is primary net enrolment, levels of adult
literacy and gender parity in primary school gross
enrolment or will achieve them, 43 countries have made
progress but at least one goal is likely to be missed by
2015 and 28 are in serious risk of not achieving any of the
three goals.53 Such figures do not always give a full
picture because of the enormous differences that exist
between countries and within countries, between
regions and between rich and poor and disadvantaged
strata of the respective populations.
28. According to World Bank estimates,54
some 36 out of 155 developing countries have achieved
universal primary completion … another 30 are “on track”, or
likely to reach the goal on trend rates of progress achieved over
the 1990s … Eighty-nine countries, however, are “at risk” of
not reaching the goals unless progress is accelerated.

In this last group, the report distinguishes 60 countries that
are “not on track” to achieve UPC by 2015 and 29 that are
“seriously off track”.55
29. This relatively severe diagnosis is probably too
optimistic. As mentioned above, completion does not

mean that all students who have completed five to six
years of schooling are able to read, write and calculate nor
that they have acquired the skills they need to continue
learning throughout life.
If the success of education is to be gauged by what and how
children learn, better ways must be found to measure the
quality and relevance of education.56

30. Assessing learning achievement has been
recognized as essential for testing the quality of
education and for initiating reform where necessary. It
gives a measure of whether education investment is
productive. But it is also pivotal for stakeholders, such as
parents who want to have reason to be confident that their
children will acquire the knowledge and skills that they
need to be able to perform as individuals, as workers,
family members and citizens. And it is equally important
for the children to gain confidence. It does not seem that
learning outcome tests exist in all countries. Experience
with assessments in developed countries shows that, in
general, an important percentage of the candidates do not
acquire the necessary knowledge and skills to qualify.57
Indeed where examinations have been organized in
developing countries, the results show that a great
percentage of children have not acquired the knowledge
and skills required. The Oxfam Education Report58 gives
the example of Bangladesh, where a national test,
independent from the school curriculum, called the
Assessment of Basic Competency (ABC), has been used
to test the knowledge of children in reading, writing and
arithmetic. The test held in 1998 showed that only 57 per
cent of children who had gone on to grade 5 were able to
pass.
31. There are a number of initiatives worth mentioning in
this context. The jointly sponsored “UNESCO-UNICEF
Monitoring Learning Achievement (MLA) project
represents one of the most comprehensive attempts to
devise an international framework for measuring learning
that transcends the traditional focus on exam results or
school enrolment” as important as they may be.59
UNESCO has been very supportive of national
assessments within regions, such as the Southern Africa
Consortium for Monitoring Educational Quality
(SACMEQ), the Latin American Laboratory for
Assessment of Quality in Education and the Third
International Mathematics and Science Study (TIMSS).
One of the main breakthroughs of the latter is that it is
both national and international
in that it provides a range of test scores that can be used to
compare countries, and country specific scores that can be used
to assess each country’s performance against its own objectives.

“Multiple
Country
National
and
International
Assessments” such as TIMSS, SACMEQ and the
Programme for International Student Assessment (PISA),
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are very important as they “generate a rich analysis of
comparative performance”.60 It will have to be left to the
countries to decide for which type of assessments to opt,
to best suit their priorities and also their limited resources.
32. For the time being many children in developing
countries will be left with little more than the
knowledge and skills that they have acquired in a full
formal primary/basic education cycle, which will also
vary in length from country to country. For policy makers,
as much as for society at large, it is thus crucial to obtain
a meaningful picture of their learning outcomes at the
end of that cycle. Assessing learning achievement has
also been recognized as essential, in line with EFA goal 6,
to test the quality of education and to initiate reform,
where necessary. This report recommends that
UNESCO and its partners should assist countries to
conduct assessments at the end of the national primary
cycle, as this will have immediate national policy
relevance. This should in no way diminish the importance
of also assessing student learning at subsequent levels of
education, but that is outside the scope of this report. An
assessment system at the end of the ISCED-defined
primary system would allow for useful cross-country
comparison. It has to be acknowledged that such
assessments, as useful as they would be, might be too
ambitious for the time being, given the significant cost
and expertise of mounting them and the presently limited
resources in many developing countries. Arriving at such
cross-country comparability should, however, be
maintained as an aim to be attained in the future.
International organizations such as UNESCO,
UNICEF and others, are called upon to assist countries
in monitoring and evaluating the assessments in such a
way as to ensure that lessons are being learned and shared
for the benefit of other countries and regions as well.61 See
recommendation 3.
33. In many developing countries the importance of
statistics for national policy formulation is
underestimated. This has led national statistical offices to
operate on meagre resources. “[M]ost of them do not have
enough resources to undertake censuses and surveys, and
sometimes even lack resources for normal operations.”62
To build up statistical capacity to collect and use data
is therefore pivotal as in many countries there is a
recognized weak link between data collection, analysis
and use of data, not to speak of those countries where
“lack of adequate data makes it even difficult to devise
appropriate policies and interventions”.63 The problem
also resides in the fact that there is a lack of priority
given to statistics and a lack of accountability
incentives to make data-based decisions.
34. There is also an unprecedented demand for data by
international agencies, especially in the context of
monitoring the ever-increasing number of action plans

adopted by the international community and the multitude
of processes that have been launched (such as CCAs,
UNDAFs, MDGs, etc.). Such diverse and multiple
demands put great strain on national capacities. Therefore
statistical capacity-building has to be accompanied by
increased efforts among international organizations
and institutions to rationalize their statistical demands
whenever possible. Such rationalization must become
part of the aid efficiency agenda.64
35. It is also indispensable to improve the collection
and quality of information in the respective
countries.65 It is thus essential to increase statistical
capacity-building in developing countries (at present
undertaken by many organizations such as the Partnership
In Statistics for development in the 21st century
(PARIS21), UIS, UNICEF and the World Bank,66 to name
but a few) in order to provide them with timely and robust
data for informed policy-making.67
36. From the above it is clear that major efforts need to
be undertaken to enlarge further the database on
education and to improve its quality. More work is
needed on data related to quality issues in education as
well as quantitative achievements. Official government
data have to be complemented by data from other
sources such as the Multiple Indicator Cluster Surveys
(MICS) supported by UNICEF, the Demographic and
Health Survey (DHS) supported by the United States
Agency for International Development (USAID) and the
Living Standards Measurement Survey (LSMS) supported
by the World Bank. Data from these and other sources
will enrich the pool of information that is necessary for
enlightened policy decisions. Cooperation among these
and other relevant institutions will have to be
strengthened as improving the quality of data also
requires well-coordinated partnerships.
37. Cooperation among these partners also has to be
strengthened to overcome methodological and data
problems related to PCRs and to refine the completion
rate methodology so as to arrive at a meaningful and
robust measure of completion. See recommendation 1.
38. Increased knowledge of the problems at hand
combined with appropriate communication strategies
using the strength of civil society organizations and
specialized national and international NGOs should
convince domestic and international public opinion of the
need to take urgent action. They should also facilitate
efforts to improve existing strategies and their funding.
Only when faced with robust evidence of the realities
on the ground will Governments nationally and
internationally take the full measure of the urgency of
the issue. See recommendation 1.
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II. THE EXISTING STRATEGIES

A. Constraints due to the level of available financial
resources and diversity of approach
39. The financial resources at the disposal of each actor
determine the type of strategy that can be envisaged. In
describing the different strategies and activities of the
various actors in the field of education, bilateral donors,
regional actors such as the European Union, or United
Nations funds, programmes, specialized agencies, and the
World Bank, it is important to keep in mind the many
problems developing countries face that constitute
challenges for them as well as for external assistance
providers. These were developed earlier on.
B. Strategies and structures
40. The fact that the efforts necessary, both nationally and
internationally, to reach the stated goals have been
underestimated is, without doubt, part of the explanation
for failures in the past. This aspect needs to be addressed
in the future. It is impossible to understand the nature of
the strategies currently applied by the various actors in
education without taking into account the structure,
importance and weight, in terms of resources as well, of
bilateral and multilateral systems of assistance in this
domain.
41. Most external aid structures were established between
1945 and the 1960s. They reflect the philosophy of
development of that period. The optimism concerning the
possibility for newly independent States to develop their
economies rapidly (which the early plans of action
described above reflect) gave rise to the belief that it
would suffice to give assistance by sending “experts” and
implementing “projects” which would give direction on
the methods to be followed to achieve success. A
preoccupation of the former colonial powers, as well as of
the developed countries in general, was also to keep some
influence in the developing world via the establishment of
bilateral aid programmes. The North/South dialogue
during the 1960s and 1970s did not markedly change this
approach. As a result, there is a significant difference in
resource levels, and in importance, between bilateral and
multilateral assistance to developing countries.
C. Data on external assistance to education
42. It has proved difficult to obtain a single set of
comparable and accurate data on the level and amount
of assistance provided to education by the various
actors. Data on Development Assistance Committee
(DAC) members’ aid have been available in the DAC
statistical reporting systems since 1993. Initially, reporting

by level of education was difficult for several donors, but
the revision of the DAC sector classification system in
199668 clarified the definition of the education sector and
its sub-categories (e.g. training of primary schoolteachers
is classified as support to primary, not tertiary, education).
For the most recent years data can be broken down by
level of education for all DAC donors. As regards
multilateral aid, the Inspector solicited information from
the various United Nations organizations. Not all of them
have recent information that they themselves qualify as
being totally reliable. “And the database on aid to
education is still bedevilled by conceptual problems and
reporting inadequacies.”69
43. The aggregate and activity level data in the DAC
International Development Statistics of OECD are the
main source of data on aid to education. While donors’
internal systems might provide more detailed information,
the DAC statistics allow for comparability. Unfortunately
some international organizations do not yet use the
system. This report will recommend that all United
Nations system organizations, not yet doing so, should
report their aid activities to DAC using the same
format, definitions and classifications as bilateral
donors.70 This will provide a much needed global and
comparable picture of aid efforts in general, and of
education in particular, according to standardized
definitions and classifications, for necessary
comparability and monitoring. In that way compatible
data on assistance to primary and basic education
would become available for all external assistance
providers. See recommendation 2.
44. At a time when the world is concentrating on
monitoring development goals in partner countries, it is
also essential to have robust education data and
information on external assistance in order to reach
the MDGs. Lack of information diminishes the possibility
of holding donors accountable and exercising healthy peer
pressure, in the spirit of the mutual accountability concept
of the Monterrey Consensus. DAC is already engaged in
mapping Official Development Assistance (ODA) efforts
with regard to the MDGs.71 In order to obtain a complete
picture on ODA assistance to further the attainment of the
MDGs all relevant actors will have to cooperate and
contribute towards enriching and completing the
existing DAC data.
45. It would also be appropriate to produce such
summary data for the United Nations system
organizations. This would provide both Governments and
the public with information in comparable form on the
volume, content and method of their contributions towards
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the achievement of the MDGs in general and the
education goals in particular.
46. The strategies of the various external actors are
conceived in terms of the resources available. The size of
the budgets is essential in this regard. Unfortunately the

statistical information on this is not precise and therefore
not totally comparable for several agencies. The table
below presents the data for 2001 reported to the DAC
reporting systems by bilateral and multilateral
donors.72

Table. Commitments, 2001 in millions of US dollars

Commitments 2001
(Millions of US$)
Japan
France
Germany
United States
Netherlands
United Kingdom
Other DAC countries
European Community
Total DAC
Total non-DAC bilateral donors
IDA
AfDF
AsDF
IDB Sp. Fund
Nordic Dev. Fund
UNICEF
UNRWA
Total multilateral
D. Bilateral donor commitments to education73
47. DAC countries’ ODA commitments to the education
sector in 2001 amounted to US$ 3.9 billion, of which
US$ 0.9 billion were reported as aid to basic education.
The six main contributors in absolute terms, i.e. France,
Germany, Japan, the Netherlands, the United Kingdom
and the United States, represented over three-quarters of
the bilateral ODA for education. The European
Community (EC) is a large donor of aid to education
(US$ 218 million in 2001).
E. Multilateral assistance for education
48. The above table also presents data on aid to education
for those multilateral donors that provide data to the DAC
reporting systems in a similar format to that of DAC
members themselves. The data do not necessarily
correspond with figures on aid to education given in their
own publications, which may be based on different
definitions, flows or units of account. Their data may
relate to budgeted amounts or expenditure rather than

Aid to
education
788.6
776.2
573.7
319.3
209.7
193.6
809.3
218.4
3 888.9

Of which:
Basic
education
80.4
185.9
43.2
205.1
166.7
67.6
145.8
29.9
924.7

21.3

1.6

525.0
65.1
33.8
32.8
6.3
56.6
174.3
893.8

211.3
12.3
13.8
56.6
147.4
441.3

commitments, or cover all aid recipients instead of
developing countries only. The fact that some
multilateral organizations do not provide data to DAC
at all makes it difficult to estimate total aid to
education.
49. The World Bank Group (including International
Development Association (IDA)) lending capacity
amounted to US$ 1,384 million in 2002.74
UNESCO: Regular budget for 2002 (half of the biennial
budget figure): US$ 47 million (for activities, personnel
and relative share of headquarters indirect programme
costs); extrabudgetary resources: US$ 65 million.75
UNICEF: In 2002 US$ 201 million for girls’ education.76
UNFPA: In 2000 UNFPA spent US$ 13 million from its
core resources for EFA-related activities.
World Food Programme (WFP): No school-feeding
expenditure figures available. Through calculations based
on the cost of school feeding per child, a figure of US$
530 million was arrived at for 2002.77
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50. The above information conveys only an idea of the
order of magnitude of aid to education. For education as
much as for the other MDGs it would indeed be necessary
to provide Governments and the public with precise
information as to which organization does what in
education, through what means and in what form, and
whether all this contributes and ensures capacitybuilding in the respective partner country. Hence the
need to collect comparable data, established on the
basis of a common methodology on United Nations
system contributions to the achievement of the MDGs,
by category of expenditure, country and region,
indicating when in- country capacity-building has
taken place and to what degree national execution and
expertise were used and modalities and opportunities
for technical cooperation among developing countries
explored. It should be left to CEB to decide on the way
to proceed with the collection and production of such
system-wide
information.
Organization-specific
information should already be available as every
organization is most likely called upon to report thereon
to their constituencies. As for the attribution problem, use
might be made of the experience gained in DAC, which
already has a system in place whose methodology could
be refined in the light of the needs of the United Nations
system. DAC could be a place to refine such
methodology, if necessary, in collaboration with all
appropriate actors. Such information should be made
available in summary form for the purpose of the
monitoring process of the Millennium Declaration. It is
also recommended that, if not yet systematically done, the
various United Nations organizations should provide
such information at regular intervals to their
governing bodies and to all their members as this
would allow for comparison, transparency and
accountability and eventually contribute to a useful and
necessary division of labour among United Nations
system partners based on demonstrated comparative
advantages and strengths. Also see recommendation 2.
51. The resource situation has to be borne in mind to
fully appreciate the strategies of the various actors
concerned. So far, bilateral donors provide the bulk of
ODA for education. The United Nations organizations
(funds, programmes and specialized agencies) were and
are limited in action by their meagre resources.
52. It is more and more recognized that the international
community will have to change its traditional ways and
methods of work and even to envisage modification of the
structures of aid, if it really wants to assist partner
countries to reach the education MDGs or EFA goals by
2015. This has not however yet been fully translated into
action on the ground, where it really matters. The
rhetoric is there, implementation lags behind.

F. The need for a new approach
53. Failure to implement many of the action plans of the
past has led the various actors to acknowledge that
continuing “development business” as usual is not
efficient, that the traditional ways of delivering
development assistance are no longer standing the test of
a results—and less so an impact—approach. Putting
poverty eradication or at least poverty alleviation at the
centre of the international development agenda will
necessarily impact on the method of delivering ODA, as
new priorities have been commonly agreed upon.
54. Indeed, there is a mounting stock of commonly
agreed knowledge on what needs to be done in the
donor-partner relationship which now needs to be put
into practice. This is, for example: Development efforts
have to be embedded in the realities of the individual
partner countries to be sustainable. “A one size fits all”
approach will never yield optimal results. The ownership
principle will necessitate a change in attitude on the side
of donors, from imposition to partnership. Donors have to
be coherent in their external policy and not take away
(through trade and other policies such as migration) what
they give in ODA. Assistance, to be effective, needs to be
untied, and has to respect country priorities as long as
they are compatible with commonly agreed international
goals and policies. It is no longer reasonable, because
inefficient, to deliver project-related technical assistance
which is ill-defined in the development plans of partner
countries. Continuing to follow institutional logic and
accountability alone is obsolete in times when there is
wide recognition that partnership entails mutual
accountability. A donor-partner relationship has to be
built on a predictable basis, one in which partner country
commitment is as important as external donor assistance.
Lack of donor coherence and coordination drains partner
countries’ capacities. Donor harmonization and
simplification of procedures are necessary to increase
development efficiency and effectiveness and to diminish
transaction costs that reduce the value of external
assistance funds.
55. The ultimate test of efficiency and efficacy is the
quality of the combined contribution of the
international community towards positive observable
“change”, that is results and impact in the partner
country. Working together and forging new
partnerships with mutual accountability mechanisms
will be the challenge. Some progress has been made in
addressing these challenges. It is the Comprehensive
Development Framework (CDF) approach, initiated by
the World Bank, a “holistic approach to development that
balances macroeconomic with structural, human, and
physical development needs”.78 CDF advocates a holistic
long-term strategy with the country in the lead, both as
regards ownership and direction of the development
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agenda, with the donors each defining their share of
support in the respective business plans. It puts greater
emphasis than before on partnership between
Governments, donors, civil society and the private sector
in implementing the country strategy, on increased
transparency and accountability and focuses on achieving
development outcomes.
56. The operational expression of this conceptual
approach is the use of Poverty Reduction Strategy Papers
(PRSPs) in low-income countries, or of equivalent
instruments established along the same principles. They
offer an important opportunity for action, as they provide
an increasingly recognized common foundation for
implementing the new partnership between developed and
developing countries. They are designed to help achieve
sustainable improvements in growth and poverty
reduction, which in turn ought to assist countries to
achieve the MDGs. This process has also shed more light
on structural and methodological problems, highlighted
the increased need for in-country capacity-building,
advocacy, information, coordination, and the importance
of appropriate financing, both domestic and external. But
while progress in putting the mechanisms in place has
accelerated, difficulties in translating them into reality on
the ground remain. Addressing these challenges,
described below, will be the task of the entire
international community.
G. The different types of strategies
57. If “ strategy” is to be understood as the “means” used
to reach a “goal”, it is not always easy to correlate the
strategic approach of the various organizations with the
specific activities they undertake. At least theoretically,
all actors work towards the same goals, but it is
sometimes very difficult to identify the specific role that
each actor defines as being its own. A precise
description of these activities is rather difficult to
obtain as documents only too often make rather
general statements on the importance of the
development of education and the role the actors
intend to play, rather than a precise description of the
activities undertaken in cooperation with the partner
countries.79 The following overview of “strategies” takes
these limitations into account.
58. All the organizations listed below contribute to the
development of education. They have all adapted their
strategies and business plans to the needs of the countries
in order to reach the education MDGs and EFA goals.
United Nations Development Programme
59. As UNDP had decided in 2001 to leave education
programme activities to organizations with a clear
mandate and comparative advantage, it will not be dealt

with in this report.80 UNDP, however, seems to continue
to support education in a number of countries, such as
Nepal, but it is difficult to obtain exact figures on the
content and level of support to the education MDGs and
EFA goals from recent documentation. Furthermore it is
one of the United Nations organizations that does not
report to DAC, as mentioned earlier. It is nevertheless
important to note that UNDP has been mandated to lead
and coordinate United Nations efforts to achieve the
MDGs.81
United Nations Educational, Scientific and Cultural
Organization
60. UNESCO is the only intergovernmental organization
in the United Nations system with competence in
education that has a universal vocation, as its acronym
conveys.82 Expectations with regard to UNESCO are
therefore very high both in the public but also within the
United Nations system. UNESCO has invariably been
called upon to play a lead agency or coordinating role in
the education sector, which is not always an easy task. It
is to the credit of the present leadership of UNESCO that
education has finally been given the priority attention it
deserves. This has also been expressed in its share of the
budget. However compared to other actors in the
education field, UNESCO budgetary resources are very
limited. This naturally impacts on its capacity of action,
most importantly in the field.83 It remains the case that
UNESCO is under resourced for the role it is asked to
play. Thus, and despite its decentralization efforts,
UNESCO cannot ensure sufficient field presence in all the
countries which have to undertake major education
system reform or which need advice as they are engaged
in manifold processes such as CCAs, UNDAFs, PRSPs,
NSDSs and the New Partnership for Africa’s
Development (NEPAD) as well as the EFA-FTI and EFA
flagships discussed below. Nor has UNESCO the means
to support the education budgets of the countries
concerned financially.84 There are six specialized
UNESCO institutes in the field of education. Considering
the functions they are called upon to perform they are also
underfinanced, the UNESCO International Institute for
Capacity-Building in Africa (IICBA) being a particularly
telling example.85
61. Reading through various documents regarding
UNESCO activities over the last 50 years, a dilemma can
be discerned, clearly stated by a former Assistant
Director-General, Mr. Colin N. Power:
Would it prove more effective for UNESCO to support small
innovative projects or to encourage grand national and regional
plans for the development of education, such as the Karachi and
Addis Ababa Plans … in the early 1960s? 86
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This is a statement that is still relevant as it addresses the
specific role UNESCO has to forge for itself in view of
the multiple actors involved in education. As many action
plans exist the challenge is now also to be a respected
partner on the ground.
62. UNESCO was designated as the lead agency for the
follow-up to the Dakar Conference and has consequently
concentrated its efforts on EFA. It states that the “six
Dakar Goals”87 are its overriding priorities and defines its
mission as follows: “Promote education as a fundamental
right, improve the quality of education, stimulate
experimentation, innovation and policy dialogue.”88
Furthermore it “ensures that education is high on
international agendas, and that human and financial
resources are mobilized to help governments meet their
EFA commitments”. This is indeed an ambitious agenda
in the context of its limited resources.
63. Recognizing its limitations, UNESCO has embarked
on many collaborative and partnership arrangements.
These form the so-called “multi-partner support
mechanisms” to implement the Dakar Framework and are
called “EFA flagships”. A flagship is
a structured set of activities carried out by voluntary partners,
under the leadership of one or more United Nations specialized
agency, in order to address specific challenges in achieving the
Dakar goals … from an interdisciplinary perspective, taking into
account the interaction between education and other factors (for
example, health, nutrition, rural development).89 These
initiatives are different ... reflecting flexible approaches to
generating support and co-operation as regards a particular
aspect of the EFA agenda. … Activities include advocacy and
communication, exchange of experience, institutional capacitybuilding, technical advice and monitoring of progress.90

Altogether there are at present nine such flagships
involving United Nations organizations, bilateral and
multilateral agencies and NGOs.91 The membership of
these flagships shows the wide range of actors that are
involved in one way or the other in the broad agenda of
EFA. UNESCO participates in all of them, is the lead
agency of two flagships and the joint lead of five. It thus
“has the potential to play a central role in strengthening
the overall impact of flagship programmes”.92
Involvement of civil society organizations and NGOs is
recognized to be crucial.
64. The challenge is to make these partnerships a
reality on the ground and anchor them solidly, and on a
sustainable basis, not only in eduction-sector plans, but
also in the broader development and poverty reduction
plans of partner countries such as PRSPs and NSDSs,
regional frameworks such as NEPAD, as well as in
United Nations instruments such as CCAs and UNDAFs.
Unless they are fully integrated into national plans and
national, regional and international development

frameworks, they will not develop their full potential. It is
thus recommended that joint evaluations of the various
flagships be undertaken to inform the Regional
Evaluation Conferences planned by UNESCO for 2005.93
This would provide the various partners as well as the
public at large with information as to the value of these
partnerships, their respective comparative advantage and
enable lessons from experience to steer future action. See
recommendation 6.
65. The Dakar Framework for Action—Education For
All: Meeting our Collective Commitments reaffirmed the
vision of the World Declaration on Education for All
(Jomtien, 1990) and welcomed the commitments made at
various international conferences.94 It also clearly
indicated the tasks entrusted to the various actors,
including in financing and fund-raising.95 As will be
shown below, additional efforts will have to be made by
the international community to honour fully the Dakar
funding pledge referred to above.
66. Taking its mandate from the Dakar Framework,
UNESCO has been encouraging partner countries to
establish “EFA National Plans”.96 In the opinion of the
Inspector, UNESCO initially overemphasized the need for
separate EFA national plans. Indeed considerable
resources, both human and financial, were used by the
organization to induce partner countries to establish
separate EFA national plans. Questionnaires were sent
out, round tables were held with EFA coordinators and
advocacy campaigns were carried out in the field. It might
be argued that it could have been of greater service to
partner countries to continue to assist them, as and when
requested, in the formulation of coherent and sustainable
national education sector policies and programmes, in
which EFA goals would naturally have to be fully
integrated.97 Alternatively, or in addition, UNESCO could
have made sure that the EFA goals were firmly enshrined
in national education-sector plans, development and/or
poverty reduction strategies of the countries, embedded in
PRSPs or FTIs, where elaborated, and/or consistently
formed an integral part of United Nations analytical and
planning documents, such as CCAs and UNDAFs. Last
but not least, owing to its limited resources and field
presence, UNESCO is not always able to make optimal
use of the opportunities offered to influence these
processes.98 It would indeed be interesting to learn
whether additional contributions can be clearly attributed
to the establishment of EFA national plans.
67. In An international strategy to put the Dakar
Framework for Action on Education for All into
operation, elaborated by UNESCO in close cooperation
with its international partners, there is recognition of the
need to place planning of “EFA in the broader context”.99
This strategy which intends to complement other planning
initiatives, such as the World Bank FTI builds on five
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major actions:100 planning; communication and advocacy;
financing, monitoring and evaluation; international and
regional mechanisms. It elaborates on the 12 strategies
that had already been defined in Dakar and proposes ways
in which they can be put into operation. UNESCO wants
its strategy to complement the
EFA strategies of specific multilateral and bilateral agencies, [to
serve] as a reminder or checklist of essential actions, and
indicates in principle what support and collaboration national
governments, each with their own EFA plans, can expect from
the international community.

68. If all its strategic prescriptions are implemented, this
document would certainly provide value added. So far, its
impact has been difficult to assess. Additional resources
have been very slow in being forthcoming or pledged,
even in the context of the World Bank EFA-FTI,
described below.101 Three years after the launching of the
Dakar Framework of Action, it would be useful to start
elaborating a comprehensive review and evaluation
strategy of all the approaches, initiatives and activities
for achieving the six EFA goals that have been
undertaken by the various actors. This would allow all
the stakeholders and actors to learn what works and
why, and most importantly, how successful
interventions can be scaled up and how knowledge of
lessons learned can be shared. Such a joint
comprehensive evaluation strategy, if ready, would be an
important input to the regional evaluation conferences
foreseen in the international strategy for 2005 and, above
all, to the International EFA Evaluation Conference
planned for 2010. It would also be an important
contribution to the comprehensive review of the
Millennium Declaration foreseen by the United Nations to
take place in 2005. After all, evaluations are the optimal
way to assess the effectiveness, impact and sustainability
of strategies and programme activities, and they provide
the necessary feedback for planning and decision-making.
It would be necessary to see to it that evaluations that are
already being undertaken and planned by individual
organizations, feed into such a comprehensive evaluation
project. To that end, it is important to create a
coordinating mechanism which would ensure
consistency and cooperation on the part of all the
relevant actors who are, as has already been seen from
the EFA flagship programmes, numerous. UNESCO with
“its mandated role in co-ordinating EFA partners and
maintaining their collaborative momentum”102 would be
best placed to take the lead. This would be an important
contribution and would usefully complement the EFA
global monitoring exercise. See recommendation 6.
69. The elaboration of an international strategy was
strongly encouraged by the High-Level Group on EFA
which “constitutes the highest-profile manifestation of
UNESCO’s role in coordinating the international

partnership on EFA”.103 It was established by the Dakar
Framework of Action and met in Paris in October 2001
and in Abuja, Nigeria, in November 2002.104 The 2003
High-Level Group Meeting (HLGM) was held in India
and the 2004 HLGM is scheduled to take place in Brazil.
The 2001 HLGM took into account the findings of the
first EFA monitoring report (produced in-house) and
commissioned an authoritative, high-quality, annual EFA
Monitoring Report.105 So far, two of these (2002 and
2003/04) have been issued, and four preparatory working
group meetings for the HLGMs held.106 The Abuja
HLGM in 2002 encouraged UNESCO inter alia to
“strengthen urgently its capacity to fulfil its international
coordination role”, and the New Delhi HLGM in 2003 to
“[r]eview and enhance its capacity for coordination”.107
UNESCO contributes to creating political momentum
(Group of Eight (G8) meetings have also focused on
EFA) and in maintaining it through the mechanisms
described above.
70. A good example of active and long-lasting interagency cooperation, worth mentioning, is that
established with WFP; under this arrangement UNESCO
assists WFP in all its activities in the education sector
notably through project preparation, review, evaluation,
preparation of country programmes and policy
development in the field of food aid and education.108
Such an arrangement, apart from its positive effects on
inter-agency confidence-building, enhances recognition of
the comparative advantages and strengths of one and the
other.
71. It is evident from the above that it is, and will
remain, difficult for UNESCO to establish itself as a
strong and proactive lead agency for education,109
unless it is fully supported by the other United Nations
system organizations and unless it also actively
contributes to the initiatives and processes of other
organizations, such as the UNICEF acceleration
strategy for girls and the World Bank-led FTI. In the
recommended extension of the FTI to LDCs at serious
risk of not achieving the EFA goals, the active implication
of UNESCO will be a further challenge to the agency.
72. It might be argued that, considering its limited
resources, spread thinly over a great variety of education
issues, UNESCO might be well advised to sharpen further
its priorities to show clearly where its comparative
advantage lies. Capacity-building needs to be improved
and intensified to take place in the field. An organization
with limited means of action in the field has to establish
areas of comparative advantage and undisputed
excellence. Establishing clear programme priorities in
areas of undisputed comparative advantage would
help UNESCO to take on a true lead role, which would
command respect and confidence among all its partners
and help in fund-raising.
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73. “The heart of EFA activity lies at the country
level.”110 It is there that meaningful action has to take
place in true partnership. It is also necessary to agree on
a more pronounced division of labour within the United
Nations system organizations. In cases where an
organization does not have sufficient staff in the field
commensurate with partner country demands, it
might well decide to mandate another organization in
the United Nations Country Team to take on specific
tasks on its behalf. The above-mentioned EFA
evaluations will also be valuable in this regard as they
will show where the comparative strengths of the various
organizations lie.
74. An area where UNESCO definitely has a
comparative advantage and which seems more than
ever in need of stepped-up efforts is UIS. Very high
expectations are indeed placed on the Institute in the light
of the findings in inter alia the UNESCO EFA Global
Monitoring Report and of the World Bank as to the need
urgently to improve the reliability and quality of the
education data described above. These requirements on
the part of UIS are very demanding in the light of the
limited resources at its disposal.111
75. Another priority area in which UNESCO has a
recognized key role to play is the quality of
education.112 It can contribute to measure and assess
better learning outcomes, essential if knowledge gaps are
to be closed within a country and among countries. Much
needs to be done in this area, as shown in recent surveys
such as PISA,113 which indicates clearly that school
enrolment is meaningful as long as learning outcomes
empower students in knowledge and skills and enable
them to cope in increasingly competitive national and
international environments. If the education MDGs
concentrate too much on numbers and not enough on
content and relevance, then the world community will
again have failed to close another inequality gap—the
knowledge and skills gap.
76. UNESCO and its institutes, in cooperation with
other organizations such as UNICEF, should assist
countries to organize meaningful assessments at the
end of the national primary cycle. These would
provide useful information on where education stands
in terms of quality, which is after all the true aim of the
education MDGs and EFA goals.114 The outcomes of such
assessments would help to inform the public and
Governments, nationally and internationally, of the real
situation, and in the face of its urgency facilitate advocacy
for domestic and external resource mobilization. See
recommendation 3.
United Nations Children’s Fund
77. The UNICEF medium-term strategic plan for the
period 2002-2005115 “combines a reinforced results-based

management approach and a human rights-based
approach to programming” and establishes five
organizational priorities. Two of the five organizational
priorities concern EFA, that is: girls’ education and
integrated Early Childhood Development (ECD).
These have been chosen
not only because their realization will contribute directly to the
fulfilment of many rights of children, but also because this
realization can leverage even greater results in terms of other
rights and developmental outcomes.

The Plan also set interim goals in line with those of the
Millennium
Declaration
and
the
International
Development Targets, as follows:116
(a) By 2005, all countries with a girls’ net enrolment rate of
less than 85 per cent in 2000 will have in place and implemented
policies, procedures and practices that have reduced the number
of out-of-school girls by at least 30 per cent;
(b) By 2005, policies, procedures and mechanisms to
promote effective quality learning in child-friendly, gendersensitive schools will be in place and implemented in at least 50
countries; and
(c) By 2005, at least 20 countries will have identified
learning outcomes in literacy, numeracy and life skills, and built
capacity towards ensuring gender parity in achievement in basic
education.117

Particular reference is made to creating partnerships and
advocacy at all levels. UNESCO is mentioned as a
“primary partner” in this endeavour.118 UNICEF, as stated
above, continues to provide very strong pro-active
leadership in the ten-year United Nations Girls’ Education
Initiative (UNGEI), launched at the World Education
Forum in 2002, which is being used as a vehicle for
further strengthening partnerships in support of the 2005
gender parity goal.
78. Well aware that, at the current rate of progress, it
remains more than doubtful that the gender parity goal in
primary and secondary education will be met by 2005,
UNICEF launched its “25 by 2005” initiative during the
Conference of
Ministers of Education and those
Responsible for Economic Planning in African Member
States (MINEDAF III), in the United Republic of
Tanzania in December 2002. This acceleration strategy,
which aims at generating rapid, robust and sustainable
results is targeted at 25 countries that are most at risk of
not making the gender parity goal by 2005, as there are
“71 countries with net enrolment rates for girls of less
than 85 per cent, highlighting the continuing need for
urgent, targeted action.”119 The major challenges are
tighter monitoring, that is,
to begin … to monitor trends in out-of-school girls, [to be]
reconcile[d] with indicators of enrolment and completion that
are being reported on internationally in the context of the
Millennium Development and Education for All goals. …
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[p]rioritizing gender … [and] mainstreaming or scaling up
successful interventions to provide wider coverage in the drive
towards Education for All.120

plans, and sector strategies and sector-wide approaches
(SWAps) as well. The respect that UNICEF enjoys
among Governments and the general public is also
expressed in the levels of its supplementary funding.

79. UNICEF recognizes that
There is the difficulty in assessing progress in learning
achievement, since most countries do not have systems in place
for monitoring it.121 And there is work to be done in evaluating
the wide range of interventions that UNICEF has used
successfully, in order to provide evidence-based arguments to
convince key partners to invest in them.122

This raises a global issue for the United Nations
system. Evaluations are not yet systematically
analysed for lessons to be learned from experience and
for best practices to be distilled, for the benefit of the
originating organization and for organizations active
in this area and, most importantly, for partner
countries. To this end, in-country databases ought to
be established in cooperation with the partner
countries concerned.123 “Wouldn’t it be wonderful to
envisage a single platform through which empirical
evidence could be accessed by all partners?”.124. This is a
very valuable suggestion, which the Inspector has taken
on board, by recommending that such an initiative be
taken up by the United Nations Evaluation Group which
regroups the evaluators of the United Nations system in
cooperation with the Bretton Woods institutions and
DAC. Good use should be made of existing arrangements
such as the development gateway. The Evaluation
Group should be tasked with addressing the issue,
with a view to proposing solutions and reporting to the
Economic and Social Council in the framework of the
triennial review process on operational activities.125
See recommendation 5.
80. Tentative figures from UNICEF indicate that in 2001,
15 per cent of total expenditure was devoted to girls’
education, that is US$ 153 million. In 2002 the share
increased to 19 per cent, that is US$ 201 million of a total
expenditure of US$ 1,044 million (excluding programme
support amounting to US$ 145 million), partly owing to
the prominent role played by UNICEF in Afghanistan.
According to UNICEF, the acceleration strategy also
builds on additional funding to be provided to many of the
countries chosen through the World Bank FTI.
81. UNICEF aims at influencing global strategies in areas
of its mandate, but with its strong and active field
presence, it also aims at shaping national policy. It has
thus developed the capacity to accompany countries and
advise them on national models for successful
implementation and/or on how to scale up feasible
models. UNICEF makes great efforts to have its strategic
orientations reflected in all the relevant international and
national planning documents, such as CCAs, UNDAFs,
PRSPs, or equivalent poverty reduction and development

United Nations Population Fund
82. The linkage between education and health,
HIV/AIDS, gender issues, empowerment of women and
the issue of school-age pregnancy has been clearly
established. It was thus natural for UNFPA to have started
concerning itself with education early on. The
International Conference on Population and Development
(ICPD) devoted an entire chapter of its Programme of
Action to that interrelationship and, as is stated therein
(chapter XI, Population development and education), the
reduction of fertility, morbidity and mortality rates and
the empowerment of women are largely assisted by
progress in education.126 The importance of the ICPD goal
of universal access to quality Reproductive Health (RH)
services by 2015 has been recognized as being essential
for meeting the MDGs in general and the education goals
in particular. On 21 April 2000 UNFPA signed, with the
other convenors of the Dakar Conference 2000, UNDP,
UNESCO, UNICEF and the World Bank, a “Joint
Statement” in which it expressed its firm commitment to
advance the EFA goals.127
83. UNFPA has contributed to improvements in the
quality of basic education through promotion of curricula
reforms and through training to develop more effective
teaching strategies. It has also helped to keep the
education of women and girls high on the international
and national agendas through its advocacy efforts.
Population education started in the late 1960s as a major
area of UNFPA programme assistance and to this day, in
coordination with UNESCO, other United Nations
agencies and national partners remains a major
component of education programmes in some 90
countries worldwide. The UNFPA contribution to EFA
consists of in-school and out-of-school activities at
country level, advocacy for women and girls, and for
basic education, including girls’ education. UNFPA
contributes to the improvement of quality of education
through curriculum revision of the relevant content such
as reproductive health, adolescent productive health,
population/family life education, HIV/AIDS prevention,
life-skills development, peer education, gender
sensitization, human rights, etc. UNFPA assists partner
countries to improve teacher training through more
effective teaching methods and through the development
of relevant educational material and sees to it that
education is integrated in all UNFPA programmes.128 All
of this is meant to enhance the quality and relevance of
education. Inter-agency cooperation takes place at global,
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regional and country levels to support global initiatives
such as UNGEI and the United Nations Literacy Decade.
84. In 2000 UNFPA spent, from its core resources for
EFA-related activities, US$ 12.57 million:129 US$ 7.3
million for reproductive and sexual health education, US$
1.5 million for information and communication support to
education and US$ 3.7 million for EFA, especially girls’
education. For the period 2001-2004 US$ 22.7 million has
been earmarked for reproductive health and sexual health
education, US$ 5.8 million for EFA, including girls’
education and US$ 1 million for information and
communication support to education.130 These resources
cover UNFPA activities in 130 countries. Once again it is
evident that the resource level of UNFPA is too low to
allow it to make a decisive contribution in all these
important areas.
World Food Programme
85. For more than 40 years WFP has been the largest
organizer of school-feeding programmes in the
developing world. Providing food to children at school is
an important incentive to foster enrolment.131 During the
year of the Dakar Conference on EFA, WFP reached 12.3
million children with its school-feeding activities; this
number was increased in 2002 to 15.6 million children in
64 countries. The WFP Global School Feeding Campaign
was launched in order to expand access and improve
education for millions of poor children132 and is the WFP
contribution to EFA.133 Take-home rations are also
provided to families caring for children who have lost
parents to HIV/AIDS, war or natural disasters. Specific
school-feeding strategies for war and HIV/AIDS orphans
exist in Cambodia, Kenya, Uganda and Zambia. By mid2001 take-home food programmes were planned or
running in 16 countries, according to the Global School
Feeding Report 2002. As intestinal worms erode the
efficiency of school-feeding programmes, WFP, with the
World Health Organization (WHO) and national
Governments introduced medical treatment at schoolfeeding sites with instructions on hygiene. Training was
provided for 21 countries in 2001.134
86. Some remarks have to be made concerning these
programmes: First, they are without doubt extremely
useful, but can only reach a small percentage of children
at school, approximately 15.6 million out of a total
number of 593.8 million school-age children in the
developing world (in 1999),135 i.e. less than 3 per cent.
The amount of resources devoted to them will thus have
to be considerably increased.
87. Secondly, WFP is convinced that monitoring and
evaluation form an integral part of a results-oriented
school-feeding programme. It therefore developed a
standardized system for collecting and processing

information about its programmes in 2001 that it intends
to improve and refine so as to have baseline information
on all assisted school-feeding programmes before the end
of 2003.136 The satellite-based monitoring system,
ARGOS, developed and tested in 2001, will be extended
in 2003 to complement other WFP monitoring systems
such as the COMPAS commodity tracking system, the
baseline survey and unannounced school monitoring visits
to improve programme management and transparency.137
88. It seems to the Inspector that such initiatives and their
potential need to be made available to other members of
the United Nations system concerned with data collection
and improved collection methods. The WFP approach
might provide a useful, additional sample accuracy check
on attendance, enrolment and performance indicators.
Synergy with UIS and all the other organizations
concerned with education data collection ought to be
further enhanced.
89. A general remark might impose itself in this context.
Each organization naturally tries primarily to address its
own organizational concerns and problems. Not enough
attention is being given to exploring the potential of
existing systems, or newly devised and planned ones, to
serve additional purposes, which might be within the
mandate of another organization, fund or programme of
the United Nations system. The time has come to share
information and knowledge more systematically
within the United Nations system for maximum
benefit. All organizations should thus routinely inform
one another of any planned introduction of new methods
or (information technology) systems to ensure optimal
utilization and avoid duplication and waste. Such
information sharing could be organized in the CEB
context. See recommendation 4.
90. WFP and other United Nations funds, programmes
and specialized agencies should explore ways further
to enhance cooperation in the field so as to maximize
impact and increasingly consider joint evaluations and
monitoring to better assess the value of their
respective contributions for the partner countries. The
potential is there and a beginning has been made. WFP
reports that it has
established school feeding partnerships with UNESCO, the
World Health Organization (WHO), the World Bank and a large
number of Non-governmental organizations (NGOs) and the
138
private sector.

Discussions are also reported to be under way with
UNICEF and the Food and Agriculture Organization of
the United Nations (FAO) (to provide, for instance,
agricultural tools) and with, among others, the
International Fund for Agricultural Development (IFAD)
(to arrange for micro-credit for women and small
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businesses that produce and process food in communities
where WFP provides school meals)139 to maximize the
beneficial effect of school feeding.140 Exploratory talks to
increase cooperation with FAO in school gardening
projects seem to indicate that the vast experience
accumulated by UNICEF over the years in this domain
does not seem to have been fully tapped, which points to
the crucial necessity of increasing knowledge
management in the United Nations system.141 The 2003
Global School Feeding Report describes a UNICEF and
WFP decision in April 2002 to join forces and establish a
formal partnership to combine their areas of expertise to
“dramatically improve children’s health, nutrition and
learning environment”.142 These initiatives need
continued and strong support from the respective
executive boards. See recommendation 4.
International Labour Organization
91. It has become evident that no significant progress on
the EFA front will be made if “child labour” is to
continue unabated. According to estimates released by
ILO in April 2002 in Every child counts: New global
estimates on child labour,143 “there were some 352
million children aged 5 to 17 engaged in some form of
economic activity” (including work that is permissible
under the ILO child labour conventions and that which is
not) “in the world in 2000, including 211 million in the
age group from 5 to 14 years.”144 Concentrating on “child
labour” proper, a narrower concept excluding
the activities of children 12 years and older who are working
only a few hours a week in permitted light work and those of
children 15 years and above whose work is not classified as
‘hazardous’145

research carried out by ILO/IPEC has identified an
estimated 246 million children in child labour aged 5 to
17 years, of which 186 million were below the age of 15
and 110 million below the age of 12. Some 171 million
child labourers are working in hazardous situations or
conditions of which 111 million children were below 15
years of age. IPEC aims at eliminating child labour, was
in the beginning financed by a single donor, Germany,
and started in 1992 from an initial six countries. It is now
operating in 82 ILO member States with programme
expenditures for 2002 that reached US$ 41 million (up
from US$ 33 million in 2001 and US$ 22 million in
2000).146 The Programme provides both upstream policyrelated work and traditional downstream interventions
with a large number of partners in a number of areas.
92. Child labour is a key obstacle to EFA since children
who are working full-time cannot attend school and, for
those who combine work and school, their educational
achievement is affected and their tendency to drop out of
school is most likely be very high. Considering the fact

that the majority of out-of-school children worldwide are
girls (57 per cent), efforts to increase girls’ education
must therefore go hand in hand with efforts progressively
to eliminate child labour as girls’ work is largely hidden,
uncounted and unvalued (for instance, household chores,
domestic servitude, agricultural work). IPEC is therefore
an active member of UNGEI led by UNICEF.147
Interaction with UNESCO takes place in the UNESCO
flagship programme: Teachers and the quality of
education.148 The important role that teachers play has
been already pointed out. Implementation of the Joint
UNESCO/ILO recommendations for improving status and
working conditions of teachers thus remains crucial for
education reform. While actively engaged in non-formal
education and vocational education and training, IPEC
recognizes that mainstreaming children into formal
systems remains important as this allows them to
withdraw permanently from work. Children in the
worst forms of child labour often belong to the lowest
strata of society in terms of ethnicity and culture.149
Targeting these and other excluded groups is important as
the gradual expansion of the education system tends to
take time. This is being done through various measures to
offset indirect and opportunity costs, such as school meals
and health care, and also other incentive schemes like
income substitution and parallel income-generating
schemes, e.g. microcredits.
93. The challenge for ILO is to work in a close,
interactive way, sharing and transferring knowledge
and experience, and also learning from all the other
partners actively engaged in reaching EFA and related
MDGs, including civil society. ILO is well equipped to
make sure that all such efforts, deployed by other
organizations as well, are placed in a broad, coherent and
sustainable framework aiming at combating poverty and
social exclusion.150 The challenge is for all partners in
development in general, and education in particular,
to adopt the IPEC objective “to promote the reduction
of child labour as an explicit development objective”.
This has to be taken into account when development and
poverty strategies are elaborated by Governments with
their international partners. These include PRSPs and
NSDSs, different sector plans and programmes as well as
CCAs and UNDAFs.151 Inter-agency cooperation with
such institutions as the World Bank, major regional
banks, UNESCO, UNICEF, but also the Joint United
Nations Programme on HIV/AIDS (UNAIDS) and
WHO, needs to be further strengthened to link up
with
their
respective
programmes.
See
recommendations 4 and 7.
United Nations organization
94. In adopting the Universal Declaration of Human
Rights in 1948 the United Nations General Assembly set
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the first international milestone for education as it
established it as a basic right for all people. This was
followed in 1959 by the Declaration of the Rights of the
Child that declared education the right of every child.152
Article 28 (a) of the Convention on the Rights of the
Child made “primary education compulsory and available
free to all”. The 1970 International Development Strategy
for the Second United Nations Development Decade lists
among its goals “achieving enrolment of all children of
primary school age”.153 In 1980, the United Nations
issued its International Development Strategy for the
Third United Nations Decade stating the goal of “the
closest possible realization of universal primary
enrolment by the year 2000”.154 Indeed the United
Nations General Assembly has passed a great number of
resolutions regarding education over the last 50 years,
often endorsing plans of actions and resolutions initiated
by UNESCO and UNICEF on the subject. Furthermore
the United Nations has initiated many world conferences,
which have led to the endorsement of action plans
containing goals related to education, the most significant
of which is the Millennium Declaration and its education
goals referred to above. Successive world conferences of
the 1990s, held in the context of the United Nations,
addressed the link between education and the main
themes of the conferences and summits, such as children,
women, environment, social development and population
matters.155 In 2001 the General Assembly adopted
resolution 56/116 which proclaimed the United Nations
Literacy Decade for the period 2003-2012 and with
resolution 57/166 decided that UNESCO
should take a coordinating role in stimulating and catalysing the
activities undertaken at the international level within the
framework of the Decade in a manner that is complementary to
156
and coordinated with the ongoing process of education for all.

To give due credit to the work of the United Nations
mention should also be made of the global agenda for
sustainable development, which attributes a pivotal role to
education, as stated in the Johannesburg Plan of
Implementation adopted at the World Summit on
Sustainable Development (WSSD) in 2002.
95. The United Nations has also taken on the role of
monitoring follow-up on action plans of major
conferences and most prominently of the Millennium
Declaration. To this end the United Nations SecretaryGeneral and the Administrator of UNDP jointly launched
the Millennium Project to recommend the best strategies
for meeting the MDGs and thereby substantially
improving the human condition by 2015.157 Several task
forces have been set up, one dealing specifically with
education and gender equality, and have started their
research work.
96. Most importantly, the United Nations has over the
years been the strongest advocate for an increase in ODA.

Its strategy in this regard has been very consistent. The
latest attempt to focus world attention on the need for an
increase in financing for development found expression in
the Monterrey Conference, held in March 2002 in
Mexico. The Conference was hailed as a milestone in
advancing partnership between developed and developing
countries and as having clarified this relationship on the
basis of mutual accountability. Developing countries were
to take full responsibility for their development, and
partners in development were to assist in creating the
right enabling environment by establishing more
coherence and consistency in their strategies and support.
A new concept of “compact” emerged, on which further
action is needed to make it more binding and for it to be
monitored. Member States of the European Union made
commitments to increase their ODA,
to an average of 0.39 per cent of their gross national product
(GNP), from the current 0.33 per cent level, by 2006, as a step
towards the reaffirmed 0.7 per cent target [and] the United
States pledged to increase its core assistance to developing
countries by 50 per cent over the next three years, resulting in a
$5 billion annual increase over current levels of about $10
158
billion to a running rate of $15 billion per year by 2006.

97. But these pledges have unfortunately not yet seen full
implementation. Developing countries argue that they
have undertaken major governance and other reforms
but that partners in the developed world have been
slow to respond and to deliver, to increase the
necessary external resources, improve coherence in
trade policy, grant swifter debt relief, improve
technology transfers and take other relevant policy
measures that altogether constitute an “enabling
international environment”. United Nations efforts to
heighten awareness of all these issues have been efficient,
but obviously need to be pursued.
Office of the United Nations High Commissioner for
Refugees
98. The education MDGs and EFA goals will not be
achieved as long as disadvantaged children, in this
particular case refugee children/internally displaced
persons (IDPs), are not systematically included and
specifically targeted by all key stakeholder agencies
involved in policy-making, planning, implementation and
monitoring of education activities at the country, regional
and international levels of operation. It should not
primarily be left to UNHCR to deal with the issue. In
principle it is Governments that have the main
responsibility to provide education to refugees. Therefore
these should be taken care of through education
programmes at country level. However, as many
developing countries do not have the means to provide
education to non-nationals, particularly in emergency
situations, they greatly depend on the technical and
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financial assistance of UNHCR and its implementing
partners. In 2002 the total budget for education amounted
to US$ 37.64 million of which about half was allocated to
primary education.
99. In view of this it is very important that UNHCR
should be systematically included in the enhanced
cooperation and information exchange between United
Nations system organizations active in the field of
education, proposed in this report, especially when
education-sector plans, EFA plans (UNESCO), girls’
education acceleration strategies (UNICEF) or the
World Bank EFA-FTI as well as poverty reduction
and development plans are being elaborated with
partner countries that have a refugee and IDP
population. Very often United Nations agencies are not
present in locations where UNHCR operates. Increased
interaction with UNHCR is therefore crucial. Concern
for refugees/IDPs, and their education, has to be
shared by the entire United Nations system and
mainstreamed in their respective strategy, policy,
planning
and
programme
activities.
See
recommendations 4 and 7.
The United Nations Relief and Works Agency for
Palestine Refugees in the Near East
100. UNRWA was established in 1949 with a mandate
that was renewed in 2001 until June 2005.159 The overall
objective of the 2004-2005 biennium is
to improve the infrastructure and socio-economic conditions of
the Palestine refugees by continuing to provide assistance …
until there is a just and durable solution to the problem ...
Education is the Agency’s largest programme area,
measured both in terms of its relative share of the Agency’s
budget and the proportion of Agency staff it employs. The
programme provides general education, teacher education and
technical vocational education and training for Palestine refugee
children and youth … in conformity with ... UNESCO ...
standards. The Agency will continue to rely on UNESCO for
technical expertise and support

There are four subprogrammes. The first, General
education subprogramme, currently employs “15,735
teaching staff ... provides ... elementary and preparatory
education … for 500,973 eligible refugee children in 644
UNRWA schools”.160 The other three education
subprogrammes concern: technical and vocational
education and training, teacher education, and placement
and career guidance. UNRWA thus supports not only the
two education MDGs but also all the other EFA goals.
Latest information available from DAC shows UNRWA
commitments for 2001 to aid to education of US$ 174.3
million of which US$ 147.4 million is for basic education.

The World Bank
101. It is more than the difference in nature that
distinguishes the World Bank (and IDA161) from the
United Nations system organizations. It is, inter alia, the
quality of their relationship with the partner countries,
their privileged access to important cabinet officials
(treasury and finance) and decision makers, as against
generally line ministry access by United Nations
organizations, the level of its interventions—the World
Bank deals with considerable parts of the education
systems of its partner countries—the size of its staff and,
last but not least, the degree of confidence of major
donors which is also expressed in the levels of IDA
replenishments.
102. The Bank has defined its strategy in general terms in
several documents, inter alia, in the Education Sector
Strategy.162 Even if it might be argued that its resources
too are limited and mainly used in loan form, they
represent, for education only, around 12 times those at the
disposal of UNESCO.163
The World Bank’s work in education is anchored in two broad
areas: EFA, focused especially on universal primary education;
and education for the knowledge economy (EKE).164

The following partial list of projects launched in 2002
gives an idea of the size and the nature of the Bank’s
work:165
— Guinea: Education For All Program (Phase I) Project:
US$ 70 million (APL);
— Mauritania: Global Distance Learning Center Project:
US$ 3.3 million (LIL);
— Tanzania: Primary Education Development Program
Project: US$ 150 million (SAD);
— Chile: Lifelong Learning and Training Project: US$
75.8 million (SIL);
— Brazil: Third School Improvement (Fundescola IIIa)
Project: US$ 160 million (APL);
103. Lending for education in 2002 amounted to
US$ 1,394 million, significantly higher than the 2001 and
2000 volumes of US$ 834 million and US$ 684 million
respectively,166 but it remained under the levels of 1998
and 1999 which had reached more than US$ 3 billion and
around US$ 1,400 million respectively. The World Bank
underlines that
Shifts in education lending continued in FY02, carrying forward
the significant evolution seen over four decades of Bank lending
for the sector: Education lending has grown in relation to total
Bank lending: its 7% share of … total Bank lending … was
more than double the 3% share seen in FY63-69 … Support for
primary education has increased dramatically: … 50 percent in
FY00-02, compared with 2 percent in FY63-69.167
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The Latin America portfolio has been the largest in dollar
terms in 2002, with several large projects in Argentina,
Brazil, Chile and Mexico. Africa accounted for a quarter
of all projects.
104. Education specialists in the World Bank also stress
the value of their analytical work on education. Finally
The uses of Bank resources have shifted dramatically … The
Bank has steadily been moving away from a “bricks and mortar”
approach to one emphasizing increased access, improvements in
quality, more learning materials and improvements in education
policy formulation, capacity building and institutional
strengthening.168

This reflects a clear acknowledgement that human
development is essential. The contribution of the United
Nations organizations to this major shift has been
instrumental.169
The Fast-Track Initiative of the World Bank
105. Submissions to the Development Committee in 2001
and 2002 initiated what is now most commonly called the
Fast-Track Initiative of the World Bank (FTI, now
referred to as EFA-FTI). As co-convenor of the World
Conference on Education for All in Jomtien in 1990, and
the World Education Forum, in Dakar in 2000, the World
Bank has centred its education strategy on EFA goals.
Having pledged to be an active partner and to take up the
challenges posed by the Millennium Declaration, it
pursues the UPC goal with vigour. In so doing it follows
the logic of the “Comprehensive Development
Framework and the PRSP approach”170 which centre
action on concern for true partner ownership, partnership
and inclusion of civil society. According to its Education
Sector Strategy, the World Bank has concentrated on
yielding results in basic education and education for girls
with due regard to quality and learning outcomes which
are recognized as being pivotal.171
106. Disappointed at slow progress in the Dakar followup and eager to reap the benefits of increased
international attention to education, World Bank staff
argued in submissions to the Development Committee in
2001 that the Dakar Framework needed to be
complemented with a “road map for success” or “an
objective framework for countries and their external
partners” to monitor and measure progress and aid
worthiness, and that it172 wanted to embark on the
establishment of such a framework. This initiative was
encouraged by the Committee and the G8 Summit
Meeting in Genoa, in July 2001, in which G8 leaders
reaffirmed their commitment to help all countries to meet
the Dakar goals and “urged the Multilateral Development
Banks to sharpen their focus on education”.173 FTI
received broad international backing, notably from the
Development Committee in April 2002 and the G8 in
June 2002 and was consequently launched that year.

Focusing on UPE, which it intends to accelerate, it also
advances three other Dakar goals: gender equality, adult
literacy and education quality.174
107. The rationale given for the establishment of FTI is
found in the executive summary of the submission to the
Development Committee.175 There, a sense of urgency,
the risk of not achieving EFA goals, is stated as being
much more serious and widespread than earlier believed.
The absence of a road map, a framework and thus a
meaningful division of labour of external partners is
deplored. The case for the establishment of benchmarks,
lessons learned and the conditions for EFA attainment are
clearly made.
108. The World Bank identified the following four major
gaps that needed expanded support: policies, data,
capacity-building and financing, as partner countries need
to have:
• Data of good quality to accurately measure and
monitor progress and inform policy;
• Sound policies to translate the vision and strategy of
a robust education system into development
outcomes;
• Strong institutional capacity to ensure effective
and sustainable delivery of quality education
services;
• Adequate domestic and external financing to fund
needed investment and recurrent expenditures.

•
•
•
•

•

109. The guiding principles (and comparative
advantage) of FTI are:176
Country ownership, with the locus of activity and
decision-making at the country level;
Global benchmarking with mutual learning on
what works;
Support linked to performance: it links the
additional support to partner country performance;
Lower transaction costs by improving coordination
and coherence in donor practices in support of
country-owned education-sector strategies, implying
a move, where appropriate, towards a SWAp in
individual fast-track countries;
Transparency through open sharing of information
on the policies and practices of developing countries
and donors alike.

110. The World Bank argues that this process is the first
global initiative to operationalize the Monterrey
Consensus, as a partnership between developing countries
and the donor community, at both the international and
country level. It furthermore introduces a sense of mutual
responsibility and accountability, which is essential for a
sustainable partnership. For the initial phase, countries
with a population of more than a million had to fulfil two
transparent eligibility criteria. They must have a full
Government-owned, poverty-focused and approved
national poverty reduction strategy, emanating from a

22
national consultative process that includes civil society,
guaranteeing Government commitment to education
financing in an overall medium-term expenditure, and a
credible, sector-wide plan for education. They must also
agree with donors to address, inter alia, key obstacles to
accelerate UPC in the areas of policy, data, capacity and
financing, and align primary education priorities with
those for secondary and tertiary education and accept or
establish a credible system of monitoring and evaluation
of the results to be obtained.
111. For FTI endorsement the primary education
component of the education-sector plan is judged against
assessment guidelines177 and benchmarks of the indicative
framework. These indicative benchmarks taken from
experience gained in high performing countries are:
•

Resource mobilization: Public domesticallygenerated revenues as a percentage of gross
domestic product (GDP): between 14 and 18 per
cent; education share of budget (percentage), defined
as public recurrent spending on education as a
percentage of total public recurrent discretionary
spending: 20 per cent; primary education share of
education budget defined as public recurrent
spending on primary education as a percentage of
total public recurrent spending on education: 42-64
per cent;

•

Student flows: intake into first grade, disaggregated
by gender: 100; PCR disaggregated by gender: 100;
percentage of repeaters among primary school
pupils: 10 or less;

•

Service delivery: Pupil-teacher ratio in publicly
financed primary schools: 40:1; average teacher
salary as multiple of per capita GDP: 3.5; recurrent
spending on items other than teacher remuneration
as percentage of total recurrent spending on primary
education: 33; annual actual instructional hours:
850-1,000; private share of enrolments: 10 per cent
or less;

•

Construction cost per primary school class room
(furnished and equipped): US$ 10,000 or less.

112. The World Bank insists that, although these
benchmarks could serve as a common frame of reference
for all countries, “the exact mix of policy actions required
will be country specific, depending on a country’s starting
parameters”.178 Applied with due regard to country
specificity and with a certain flexibility, they are meant to
gauge progress for good system performance. The World
Bank in its FTI also takes into account other issues and
obstacles that impede progress.179 The FTI pilot phase
was launched by inviting 18 countries,180 with an out-ofschool child population of 17 million, to participate, and
subsequently another five countries, Bangladesh,
Democratic Republic of Congo, India,181 Pakistan and

Nigeria, which together account for 50 million of the
estimated 104 million out-of-school children in the world.
The World Bank intends to work with the latter group of
countries via the so-called “Analytical Fast-Track
Initiative” primarily to address the data, policy and
capacity gaps, that need to be resolved to make them
eligible for financial support.182 Altogether, these 23
countries are part of a larger group of 86 low and middleincome countries, which without special national and
international efforts will most likely not achieve primary
education completion for every girl and boy by 2015183 In
these 23 countries an estimated 67 million children have
no access to primary schooling.
113. The World Bank identifies the following
complementary actions of international partners within
the central PRSP and CDF to be of relevance:184 increased
knowledge generation and dissemination of good practice,
learning from experience and transferring that knowledge,
meaning that institutions ought to focus on learning from
evaluations and building up institutional memory. See
recommendation 5. Areas that the World Bank identified
as having admittedly a weak knowledge base, concern,
inter alia:
student learning outcomes, with a commitment to standardized
assessment (initially at a national level, but eventually on an
internationally standardized basis) to permit systematic tracking
of learning progress [see recommendation 3] low-cost/highreturn policy interventions such as community involvement in
school construction [it is known that in many countries the cost
of school construction varies considerably among donors],
extension of the school year where appropriate, and increases in
the number of days of schooling effectively delivered;
assignment of the best teachers to the critical first years of
schooling; intelligent use of multi-shift and multi-grade
schooling to improve the efficiency of teacher deployment; and
progressive decentralization of resources and decision-making
to schools and communities.

114. Led by the World Bank, FTI also involves the
European Commission, UNESCO, UNICEF, the
multilateral development banks and all the major bilateral
development agencies, in its planning and development.
The FTI donors are expected to support country-led
efforts to implement EFA, extend support for a coherent
overall strategy in the education sector with emphasis on
the need to improve the statistical capacities of the
countries concerned, develop much needed “capacity for
policy analysis, research, and innovation particularly in
identifying alternative systems of delivery”, assist
countries to “focus on system equity” by directing
resources and efforts to “ensuring schooling access and
learning progress for the students at greatest risk”, helping
to explore “demand-side assistance to the rural poor, girls,
HIV-AIDS orphans, and other disadvantaged children”
who are the focus of attention in the EFA and MDGs.185
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On the financing side the World Bank calls on donors to
increase funding for primary education significantly,
ensure better targeting of EFA priority countries, change
the mix of donor assistance by shifting a larger share to
recurrent budget support (direct budget transfers in the
context of SWAps), etc. In turn the assisted countries
would provide greater budget transparency and
monitoring of outcomes, building on the gains made
through the PRSP process and Poverty Reduction Support
Credit (PRSC) funding.
115. Some criticism has been aired as to the focus and
method used in the FTI context.186 The concerns
expressed pertain to the choice of concentrating efforts on
primary education, one MDG and thus neglecting the
broader EFA agenda, including gender;187 the choice of
the countries made, as only six of the countries chosen
belong to the group of 28 countries identified as being
countries at risk (i.e. countries not achieving any of the
three quantifiable EFA goals); and the fact that the
initiative puts too much emphasis on the speed and the
extent of domestic policy reform required to improve
efficiency and to raise revenues. It is being questioned as
to whether FTI lives up to the Dakar commitment to a
global initiative. Indeed, to date FTI has yet to receive
substantial and concrete international support for its
activities.188 It is being deplored that the Initiative runs the
risk of being “dominated by the concerns of a minority of
the core partners, rather than reflecting the consistent,
coordinated, coherent work”, sought by Dakar. There are
doubts as to whether “the simulation model that underpins
the framework” has given sufficient recognition to “the
limitations of poor-quality data, the unpredictability of
economic
growth
and
unreliable
population
projections”.189 There is concern that the balance between
efficiency and equity has not been well struck. Equity, it
is argued, being at the heart of the EFA agenda, must
remain in focus even as greater efficiency is being
pursued. There is also a debate about the inclusion and
full national ownership of the countries that have been
invited and whether participation of civil society has been
adequately secured. The eligibility criteria, it is argued,
are oriented more towards good performance than real
needs. Some partner organizations feel that the FTI track
has considerably shifted bilateral donor support away
from their human rights-based and equity-oriented work
with repercussions on resource levels. They also feel that
the framework is biased in favour of primarily economic
considerations to the detriment of establishing a truly
human rights-based approach to development at the core
of the United Nations organizations, thus deviating from a
social and human needs perspective. But there is also
some hidden criticism as to the method employed. The
World Bank as a key actor is being perceived as keen to
dominate in its field of activity, and as not always trying
sufficiently hard to consult and seek advice from other

partners, such as the United Nations organizations, in
areas of their respective strengths, demonstrated
knowledge and expertise. But as perceptions are
important factors they need to be addressed in an open
and constructive manner consistent with the intent and
spirit of the MDG 8. Thus closer and better quality
cooperation among all United Nations system partners
(as represented in CEB), especially in the field, is part
and parcel of this agenda. This is in line with MDG 8:
“Develop a global partnership for development”. See
recommendation 7.
116. Generally speaking, in the area of international
cooperation, additional efforts need to be undertaken
to strengthen cooperative interaction further,
particularly in the field. This has to be supported by the
leadership and governing bodies of the respective
organizations. In the future outcome-oriented
performance reports on activities of the various
organizations will have to focus more and more on
cooperation and partnerships as a means to achieving
results regarding the common agenda. Interaction
with partners needs to be encouraged from both
management and donors. Incentive structures to
encourage this have to be worked out, also to induce
already strained country offices to take on that
additional agenda.
117. The above-mentioned concerns and criticism should
not detract from the fact that EFA-FTI is the first
concrete follow-up to the “compact” idea of the
Monterrey Conference and is perceived by many as “a
potentially significant response to Dakar”.190 It is
meant to take partnership and mutual accountability
seriously as it builds on transparent and clearly
established eligibility and efficiency criteria that are
accepted by all partners at the beginning of the
partnership. Consultation processes are being organized at
the country level with a commonly agreed donor to take
the lead so as not to lose momentum. The funding aspects
are being addressed flexibly, leaving it to the donors to
choose the mode of cooperation. It seems that this model
could serve to improve confidence between development
partners.
118. It is important that all these areas of concern
should be addressed in true partnership of all
involved, that the process be carefully monitored and
evaluated so that lessons can be usefully learned as it
moves on, as a guide to its subsequent extension to
other eligible countries and, in the future, as
recommended in this report, to all LDCs off track.
Making the initiative a success is the shared
responsibility of all development partners. See
recommendation 12.
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Bilateral donors
119. DAC of OECD regroups the major bilateral
donors.191 DAC members
have agreed to secure an expansion of aggregate volume of
resources made available to developing countries and to
improve their effectiveness. To this end, Members periodically
review together both the amount and the nature of their
contributions to aid programmes, bilateral and multilateral, and
consult each other on all relevant aspects of their development
assistance policies.192

In the “peer reviews” DAC examines both the strategic
orientation as well as the modus operandi of its members’
development assistance. Their findings are published by
OECD and are available on the Web193 for the public at
large. Examination of recent peer review reports leads to
the following observations.
120. The DAC reports confirm that for some countries
development assistance is considered to be part of foreign
policy and of its operational arm. Development assistance
in these countries therefore reflects the main tendencies of
their foreign policy that is in turn shaped by privileged
links owing either to historic, linguistic or ideological
circumstances. This is the case for some European donors
who continue to entertain preferential relations with
countries that used to belong to their former colonial
empires. But more generally, all major countries have
defined their preferred zone of influence. Thus
geopolitical (strategic), economic and commercial
considerations often influence the choice and type of
development assistance. The importance and weight of
public opinion vary from donor to donor.
121. The notion of national interest and the extent of its
pursuit in development assistance lead to differently
structured aid administrations and determine the type and
mode of assistance chosen. All this poses the problem of
aid effectiveness and coherence of the policies of donors
that, on the one hand, want to preserve national interests
and on the other, to participate in globalization
responsibly. Achieving policy coherence remains a
difficult undertaking, when it goes against perceived
domestic vested interests.
122. The main objectives of the peer reviews, as stated by
DAC itself,194 are to
Monitor DAC members’ development cooperation policies and
programmes, and assess their effectiveness, inputs, outputs and
results against the goals and policies agreed in the DAC as well
as nationally established objectives. Assist in improving
individual and collective aid performance in both qualitative and
quantitative terms. Provide comparative reporting and credible
analysis for wider publics in OECD countries and the
international community. Identify best practices, share
experience and foster co-ordination.

The challenges mainly concern:
•

The need to increase ODA (last but not least,
following the recent commitments made at the
International Conference on Financing for
Development, held in Monterrey in March 2002),
with a view to eventually reaching the goal of 0.7
per cent of gross national income (GNI) already
established in the 1970s;

•

The reorganization and reform of aid structures
(often located in and supervised by different
administrative entities which have a different
organizational logic);
The need to avoid dispersion, be it geographically
(too many beneficiary countries) or by form of aid
(project aid of low volumes), and move towards
SWAps, or budget support;
The need to increase the percentage level of
contributions to multilateral organizations, including
a thematic funding concept;
To increase ownership of the partner country;
The mode of aid delivery, the necessity to untie, to
increase SWAp and budget support versus
traditional project support, to facilitate ownership,
The need to harmonize and simplify policies and
procedures to avoid transaction costs that drain
assistance funds and developing countries’
capacities;
To improve monitoring and evaluation preferably to
be undertaken jointly with the developing partner to
enhance capacity;
The need to engage in capacity-building at field level
and increasingly to train and use local personnel
(with a view to replacing international experts
eventually);
To place development assistance in the overall
context of poverty reduction and the international
development goals embedded in the outcome of
major conferences and the Millennium Declaration,
using existing strategic documents owned by partner
countries, such as PRSPs;
The challenge to engage and mobilize public opinion
better and to convince it of the needs of developing
countries; and in general, above all
The importance of coherence for development.

•

•

•
•

•

•

•

•

•

•

123. Reorganization of funding agencies has taken place
in many countries, but levels of development assistance
have not been considerably increased and the new
commitments undertaken at the Monterrey Conference
have not yet materialized,195 with policy coherence for
development remaining a major concern. The DAC
Chairman in his 2002 report states:
Where official development assistance is concerned, the increase
in volume over the coming years, to which the vast majority of
DAC countries committed at, or in the wake of, the Monterrey

25
Conference, is unprecedented in over ten years. It is estimated
that the realisation of these commitments would raise the
ODA/GNI ratio for all DAC countries from 0.23% in 2002 to
0.28% in 2006, the volume in real terms being some US$ 18
billion up on the 2002 figure (US$ 56.991 billion).196 These
growth prospects fall short of the target of doubling the volume
of aid often put forward in analyses of what is needed to achieve
the MDGs within the desired timeframe.

They fall even more dramatically short of the solemn
pledge made by the donor community, many years ago, to
allocate 0.7 per cent of GNI for ODA. According to the
DAC report, it puts
the question of the quality of aid, its productivity and
effectiveness and the capacity to pledge, disburse and absorb
these increased amounts allocated to operations—whose nature
is also changing—… in a vastly different light. This is a
question that both donors and partners must address; and it
underpins the shared priority of promoting aid effectiveness
and partnership approaches.197

124. In 2001 (the last year for which DAC statistics are
available on a comparable basis),198 aid to education
amounted to 8.6 per cent of total DAC aid; the percentage
of aid to basic education being 2.1 per cent. The DAC
data199 record the highest shares to education from New
Zealand, that is 33.3 per cent of which 2.5 per cent for
basic education, followed by France with 24 per cent, of
which 5.8 per cent for basic education. The United States
allocated 3.3 per cent for education, of which 2.1 per cent
for basic education; the figures given for the European
Community are 3.9 per cent and 0.5 per cent respectively
with the qualifier “approximate”.200 It is surprising to
learn that the corresponding overall figures for 1998 are
10.6 per cent for total DAC countries, with a 1 per cent
share for basic education;201 and for1999, 10.7 per cent
and 1.2 per cent respectively.202 The figures given in the
Development Co-operation 2002 Report do not show any
significant increase over the past years, despite the fact
that solemn commitments were made in 2000, both in the
context of the World Education Forum in Dakar and of
the Millennium Summit. This proves that, despite
solemn commitments, donors are not yet according the
necessary priority attention to education, particularly
primary and basic education.203 See recommendations
11 and 14.
The European Community
125. Because of page limitation, suffice it to say that the
policy of the European Commission on education and
training in the context of poverty reduction in developing
countries204 recognizes that education is of vital
importance in poverty reduction and in development. It
identifies three priorities for Community support, which
are: basic education (in particular primary education and

teacher training), work-related training and higher
education, especially at regional level. As far as political
and strategic dialogue is concerned,
the Commission will use its programming framework (the
Country Strategy Papers) and, for the countries eligible for the
HIPC initiative, the Poverty Reduction Strategy Papers prepared
by the partner countries.205 [As t]he Council is convinced that
education, especially of girls and women, is central for poverty
reduction, the achievement of sustainable development and the
construction of democratic, prosperous societies, the
Community and the Member States will adjust their policies and
allocation of resources to reflect this belief.206

126. The “strong commitment” of the European Council
to the MDGs as well as “its commitment to the
Framework for Action on Education for All (EFA) … and
to the goals contained therein”,207 is clear.
The Council acknowledges that donors, including the
Community and Member States, have not increased their
education aid to the developing countries as much as needed to
meet the MDGs concerning education.208 Poor progress has been
made on Education for All since the Dakar Conference.209

Under these circumstances there are doubts that the
education MDGs or EFA goals will be reached, taking
into account that in most countries that benefit from the
Heavily Indebted Poor Countries (HIPC) initiative,
“social sectors will not necessarily be strengthened”, as
most of them will only be able to “allocate between 3 and
5% of GDP to the social sectors, while three-quarters of
these countries have spent more than 10% of their
revenue on servicing the debt in 2001”.210 The Council
resolution of 2002 calls on European Union (EU) donors
to significantly increase the volume of their financial
support, coupled with an optimization of aid delivery
which includes harmonization and simplified procedures
between donors, the EC and partner countries.
Consistency, coordination and complementarity with
member States and other donors will have to be installed
and take place via increased cooperation in the framework
of well-defined Government-owned sectoral policies.
127. The education strategy of the European Commission
shares many of the findings identified by the World Bank
for its FTI; in addition, it is clearly stated that the “poor
performing countries” will not be abandoned, as they will
be assisted in their efforts to build capacity and to devise
policy reform. The Commission makes a very strong case
for institutional capacity-building211 per se but also for
reaching sustainability of sectoral programmes. In the
education sector this might take the form of
support for policy formulation and implementation, substantive
and budget auditing of government commitments, …
consistency with public service reforms, development of
teachers’ capacities and training, infrastructure planning, …
support for gender issues and local capacity to produce usable
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statistics. … [I]nstitutional support for education must be seen
as part and parcel of the general enhancement of countries’
institutional and administrative capacity. It is consistent with the
Commission’s commitment to finance recurrent expenditure in
the context of budgetary support.212

The Community and member States recognize that their
interaction and cooperation

with one another and with international bodies … must be
substantially strengthened both in terms of policy analysis and
the formulation of joint programmes and on the operational level
213
through wider-ranging cooperation in the field.

The European Community has decisively embarked on
sector and budget support, wherever feasible, and in this
has preceded the methods of its member States.

27
III. CHANGES THAT COULD IMPROVE THE SITUATION
A. Balance sheet of the existing strategies
128. Examination of the strategies of the various actors
leads to several conclusions. The present institutional
system of international cooperation, its structures and
methods of work do not permit the definition and
application, in the field of education and particularly
for the development of primary education, of a
common strategy, which would increase the capacity of
countries to reach the education MDGs and EFA goals by
2015. Coordination of the activities of the various
actors—between donors and recipients and inside the
donor community—meets with many political as well
as institutional and methodological difficulties.214
129. In contradiction with the solemn approval of and
commitment to the education MDGs and EFA goals,
attention given to the problem of education in general,
and to primary education in particular, still remains
insufficient, as shown by the percentage of ODA
attributed to basic education by bilateral donors (2.1 per
cent) and by the level of resources given to UNESCO and
the other multilateral agencies dealing with education.215
130. A consistent message in nearly all the reports on EFA is
the critical importance of accurate and timely data if
education policy is to be evidence-based and if the monitoring
of progress and evaluation is to be meaningful.216

Cooperation, especially in the field between the
agencies of the United Nations system, is not yet at an
optimal level, because it requires improved
institutional back-up, incentive structures and
additional resources which agencies (and their
constituencies) have not provided. Methods of
assistance to developing countries still show a lack of
confidence between donors and recipients, are
complex and create transaction costs. Capacitybuilding for the countries in need does not yet fully
receive the necessary priority attention that it
deserves. The diversity of advice and sometimes even
contradictory counsel complicate the tasks of partner
countries instead of simplifying them. Finally, the
overall amount of ODA remains at a low level.
131. At the same time, awareness of all these deficiencies
has been growing in recent years and some of the actors—
notably the World Bank and DAC217—have drawn
attention to the urgency of making aid more effective
primarily through stronger and improved governance,
increased ownership and better aid practices, such as
simplifying and harmonizing donor strategies, policies
and procedures as much as possible.218
132. Advocacy of increased ODA and of adopting a
new way of cooperation, in a true compact form as

initiated by FTI, is gaining support. PRSPs or
equivalent documents are becoming more and more
accepted by the international aid community as common
planning instruments to be worked on together, with the
partner Governments in the “driving seat” which helps
harmonize policies. And there are some pledges for
increased support for education, which give hope for the
future.219 Nonetheless, as generally agreed, overall
progress remains slow and insufficient.
133. Consequently, it appears necessary to find a way to
give more impetus to change, falling short of the
challenge put by the Secretary-General
that Member States need at least to take a hard look at the
existing “architecture” of international institutions and to ask
themselves whether it is adequate for the tasks we have before
us.220

134. A process for monitoring and evaluation of the
implementation of the Millennium Declaration and its
goals has been initiated by the Secretary-General.221 The
present report is a contribution to this undertaking in the
field of education and will complement information and
elements for discussion and decision at the yearly
monitoring process of the implementation of the
Millennium Declaration in the General Assembly and
the Economic and Social Council as well as in the
various United Nations organizations active in
education. In order to comply with Member States’
demands for the increased action orientation of JIU
reports, it formulates recommendations addressed to
the organizations according to their area of
competence. Some of them of system-wide relevance will
also be addressed to CEB and its subsidiary bodies. It will
be left to the Secretary-General, in his capacity as
Chairman of CEB to make use of the Executive
Committees, created as a consequence of his 1997 reform.
B. Increasing the common knowledge base about
education
135. One of the main conclusions drawn in this report is
the urgency to improve statistical information and
data, which first and foremost entails statistical
capacity-building in developing countries.222 Another
issue that needs to be addressed is the lack of consistent
data on contributions to basic and primary education;
figures vary from source to source. Furthermore there is a
definite need to enhance knowledge about the quality of
education and what this entails for student learning
outcomes after completion of the primary/basic
schooling cycle, since many children will not have the
opportunity to go much further. Therefore assessing
learning outcomes nationally (and later on
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internationally) will be important. Complementing the
enrolment rates currently used with methodologically
sound completion rates, and increased knowledge
about learning outcomes would give the public a better
and more realistic picture of the present situation
regarding primary/basic education in developing
countries.
These
issues
are
addressed
in
recommendations 1 and 3.
C. Enhanced cooperation and information exchange
between United Nations system organizations
active in the field of education
136. In-country cooperation and interaction between
United Nations organizations and within the United
Nations system defined by CEB membership, have to be
strengthened and increased, taking into account that this
demands greater start-up resources, especially for field
operations. Coordination, cooperation and synergy
creation need additional resources as well as
organizational incentives to foster them. It has to be
recognized that without this the declarations of intent
pronounced at headquarter levels will not be taken into
account by the respective country offices and field staff,
already overloaded by work connected with ever more
sophisticated outcome-focused management techniques
and processes which have not yet yielded the expected
simplification results. Such rational investment in
cooperation will be offset in time by better services
rendered to the partner countries in terms of consistency
of policy and programme advice and diminished
transaction costs. The ongoing efforts of the United
Nations programmes and funds (UNDP, UNFPA,
UNICEF, and WFP) to streamline their operations and
harmonize their programmes and policies need to be
strongly supported by Member States. The United Nations
specialized agencies should be encouraged to join in this
process fully at this early stage, as waiting for it to be
concluded will bereave them of early ownership and the
possibility of influence. The donor community,
including United Nations organizations, has to be
aware that process overload on developing partners
not only creates transaction costs but most
importantly drains often already strained local
capacity. Joint action produces better results and
impact and better models for scaling up in the
country, as Governments need solid evidence of what
works and produces results. Furthermore joint
monitoring and evaluation, with the partner
Government and other donors together, contribute to
reducing transaction costs and enhancing confidencebuilding among partners. In general, an information
exchange prior to the introduction of new methods and
systems, such as information technology, ought to take
place in the appropriate CEB bodies, and eventually in the

United Nations Development Group (UNDG) to explore
multiple use. See recommendation 4.
D. Learning from evaluations and sharing knowledge
137. Learning from one another and sharing the lessons
learned are essential to improve overall performance to
the benefit of partner countries. At this stage evaluations
of individual organizations are not systematically
analysed to allow best practices to be distilled. The
suggestion made to consider establishing “a single
platform through which empirical evidence across
organizations could be accessed” is worth exploring, last
but not least in view of the triennial review of operational
activities held by the Economic and Social Council.
138. In the field of education it would prove useful to
embark on a comprehensive evaluation of the activities
undertaken by the various actors in the framework of
the Dakar follow-up (including the various flagship
programmes) and also to assess whether the assumptions
and actions foreseen by the international strategy to put
the Dakar Framework for Action on Education for All
into operation need to be reviewed and amended as it is
conceived to be a living document. Such evaluations will
have to be based on a common methodology for
maximum transparency and comparability. UNESCO,
having being assigned the coordinating role in Dakar,
is best placed to initiate such an evaluation and review
process, which would constitute, if at least partly
ready, important input for the already planned 2005
regional
EFA
evaluation
conferences.
See
recommendations 5 and 6.
E. Stronger implication of United Nations specialized
agencies, programmes and funds in the further
improvement of country-led poverty reduction
instruments, such as PRSPs, as well as of education
sector plans and the World Bank-led FTI and to
strengthen further linkages with United Nations
instruments such as CCAs and UNDAFs
139. The use of documents defining country strategies to
reduce poverty is being generalized.223 In many countries
PRSP processes224 have been initiated, in the beginning to
fulfil conditionality attached to the HIPC initiative and for
IDA lending. The declared objective of the PRSP is to
promote poverty reduction strategies that are country
driven, results oriented, comprehensive, partnershipbased, prioritized and put in a long-term perspective. In
addition it should increase aid effectiveness through better
donor cooperation, coordination and ultimately
harmonization.225 In order to assist countries establish
their PRSPs, the World Bank Group has developed a
Sourcebook,226which indicates how to measure and
analyse poverty, gives advice on how to define strategies
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for fighting it, and how to address the issue of integration
of social-sector policies, such as education, health, social
services, etc., into the macroeconomic and structural
framework. The experience of the first interim PRSPs and
the subsequent full PRSPs has been put under continuous
review, in order to improve the conceptual approach
underlying it, its preparatory process and implementation,
and to remedy deficiencies.227 These deficiencies result
from the fact that the PRSP is an instrument with multiple
objectives, many of which result in tensions, hence the
need to reconcile their cohesion with other planning
instruments. Other areas of concern are, inter alia,
ownership and participatory approaches, both often still at
sub-optimal levels, need for stronger poverty and socialimpact-based planning, weak linkages between
macroeconomic performance, growth prospects (often too
optimistic) and proposed sectoral and structural policies,
weaknesses in the budget processes and public
expenditure management, definition of appropriate,
disaggregated (for instance, gender) indicators for
monitoring and tracking MDGs, weak baseline data,
etc.228
140. Despite this, the PRSP process has permitted overall
progress in all the above-mentioned domains. It has
contributed to a better understanding of economic and
social problems and their interrelationship on the part of
the partner countries themselves, the donor countries and
the international organizations (IMF, United Nations
specialized agencies, funds and programmes and the
World Bank). Progress has been made as regards the
participatory approach used in its preparation (association
of NGOs, of parliaments, civil society, stakeholder
dialogue and consultation leading to the attention of those
at the highest political level), the analysis of the causes of
poverty, the definition of quantitative targets for poverty
reduction, the need to link the poverty reduction strategy
to the public expenditure process, and for increased and
improved monitoring and evaluation. Attention has been
drawn to the importance of income distribution, to the
necessity “to examine the revenue effort in full PRSPs
and evaluate the extent to which tax reforms
simultaneously improve efficiency and equity”,229 to the
necessity of improving governance, to the utility of
household surveys to increase knowledge of the social
impact of measures taken and to the need for improved
donor alignment with PRSPs. The process has also shed
more light on structural and methodological problems. It
has highlighted the need for increased in-country
capacity-building, advocacy, information, coordination
and the importance of appropriate financing, both
domestic and external. As PRSPs offer a new opportunity
for common action, and provide an increasingly
recognized common foundation for implementing the new
partnership between developed and developing countries
to achieve sustainable improvements in growth and

poverty reduction, they should assist countries to achieve
the MDGs.
141. In the UNDP Human Development Report 2003 it is
however argued that the PRSP process does not “yet
adequately support the Millennium Development
Goals”.230 Some important constraints and difficulties
remain. Despite the insistence on “ownership” of the
PRSPs by the countries concerned, the participation of
donors and particularly the Bretton Woods institutions in
the conceptual approach, preparation, and even drafting of
the documents, is still important and a balance between
ownership and conditionality has not entirely been struck.
Despite the recognition that in the poorest countries,
entrenched poverty is in itself an impediment to growth,
the macroeconomic approach to growth has still not been
wholly reconciled with social policy preoccupations. The
underlying tenet of adjustment policies is still in some
contradiction with the acknowledged need to strengthen
the public service, to improve “governance” and to
establish an adequate level of administrative capacity.
Furthermore, inequalities seem to be on the increase
everywhere,231 particularly in developing countries. This
trend shows that past policies stand to be corrected to
target and serve the poor better. And there is still room for
improvement regarding the quality of tax systems for
collecting enough domestic resources to support budget
priorities and their role and impact on income
redistribution. Addressing all these problems is of
paramount importance for improving credibility of the
process and the level of confidence therein on the part of
both donors and recipient countries.
142. Continuing efforts for improving the PRSP process
is thus fundamental, but as long as the capacity of
countries has not been enhanced true ownership will not
be attained. The philosophy of development, which gives
pivotal importance to poverty reduction, has to be
accompanied by measures that permit success in this
endeavour. Consequently research and analysis on
appropriate policies for poverty reduction have to be
further developed and the knowledge base on the
impact of the many policy measures on the poor has to
be increased.
143. If further developed and improved, the PRSP process
will have the potential of enhancing pro-poor
development planning, and of opening a new dialogue
between rich and poor countries. It should therefore be
in the interest of the United Nations (funds,
programmes) and its specialized agencies to implicate
themselves fully and constructively in the process as
they have accumulated experience to offer in various
fields of relevance, especially in social policy issues.
United Nations organizations have to seize and avail
themselves of the opportunity of making critically
important contributions in the fields of their
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comparative advantage.232An organization with definite
comparative advantage in social policy is ILO whose
contribution should be crucial, last but not least for
arguing for a greater role to be given to employment
and related issues in the battle against poverty. It would
be in the interest of the United Nations organizations
to strengthen further the linkages between their own
planning instruments, such as CCAs and UNDAFs,
with PRSPs or equivalent processes. It goes without
saying that in all cases where PRSPs do not exist, United
Nations system partners should fully involve themselves
in the equivalent poverty reduction and development
processes. All organizations with a specific concern for
education and active in the field should also
constructively participate in the elaboration of
education-sector plans and contribute to the further
improvement of the World Bank-led FTI, as referred to
earlier. See recommendation 7.
144. The Economic and Social Council should consider
organizing, in 2006 or a year later, at its high-level
segment, a review and assessment meeting of the
poverty reduction approach and its role in furthering
the MDGs on the basis of some chosen country
examples. Linked to the five-year comprehensive midterm review of progress foreseen for 2005 in the context
of the Millennium Declaration and inscribed in the
broader context of the Economic and Social Council
review and follow-up of international conferences and its
concern to improve operational activities, such a meeting
would allow for a critical review and constructive
assessment of where poverty reduction strategies have
worked, yielded tangible results (including progress in
reaching MDGs and EFA goals) and which lessons
ought to be learned to improve the process further.
Such a poverty reduction review meeting in the
Economic and Social Council should be held with the
participation of all the United Nations system partners
represented in CEB, and in addition should secure the
participation of the DAC Chairman. As education is
recognized as instrumental for poverty reduction, such a
review meeting would also have to report on progress
made in the implementation of this MDG and thus
provide further input to the international EFA evaluation
conference foreseen in the international strategy to put the
Dakar Framework for Action on Education for All into
operation, to be held in 2010.233
See recommendation 8.
F.

Increased in-country capacity-building at various
levels

145. A better definition of the exact meaning of
“capacity-building”, and of the methods to be followed,
has become indispensable. The programmes to be
established should be based on the recognized needs of

each country, as country situations differ greatly. But
everywhere, there is a double aspect to capacity: central
and local institutional and administrative capacities as
well as central and local sector capacities (very often
linked to decentralization efforts). Methods to increase
capacity at these levels ought to be chosen by the
countries concerned. Donors have to be encouraged to
give priority attention to capacity-building in partner
countries, to modify technical assistance to create incountry capacity via, for instance, the creation of public
administration and civil service training centres. Priority
attention should be given to technical training in economy
and finance, planning and management of public
expenditure,
tax
collection,
human
resources
development, improved data collection and all matters
relating to advancing public service delivery.
Development of institutional administrative and sector
capacities in partner countries would permit increased
participation of the country in the definition of its own
poverty reduction strategy, giving real meaning to the
“ownership” concept. And it would also improve the
quality of the dialogue with donors, essential for the fight
against poverty.234 See recommendations 9 and 10.
G.

Increase in allocations to education within
existing ODA levels and in aid efficiency

146. The gap between rhetoric and reality in support for
education seems to persist, although it may well be too early to
see stated commitments since Dakar reflected in DAC recorded
figures. Analysis of the most recent data shows that overall
support for education from both multilateral and bilateral
agencies has been declining in recent years. Multilateral support
for basic education has also gone down. … support for basic
education from bilateral agencies has increased. Nevertheless,
even this more encouraging trend in support of basic education
must be understood in the context of a smaller overall aid budget
for education in general.

The percentage of total ODA that DAC members allocate
to primary education was 2.1 per cent in 2001 (out of the
8.6 per cent to education in general).235 The United
Nations
General
Assembly
should
consider
recommending
that
DAC
members
should
considerably increase the share of their ODA to
education (12 per cent) with half of this amount to be
allotted to primary/basic education. In many cases, this
will imply a reconsideration of their education policies as
many donor countries invest in tertiary education with
scholarships given to students from developing countries
to study abroad. Such a reallocation is necessary if the
education goals of the Millennium Declaration are to be
met.
147. There is a concomitant need to continue to increase
the efficiency of ODA for education, inter alia with
greater in- country capacity-building. Here the main
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responsibility rests with
recommendation 11.

donor

countries.236

See

H. Extension of the World Bank-led Fast Track
Initiative to all least developed and low-income
countries off track in reaching the EFA and
education MDGs—establishment of “countryspecific education compacts”.
148. Development partners, donors and recipients, have
made considerable headway in their understanding of
mutual obligations. The Monterrey Consensus has been
instrumental in clarifying this partnership and
introduced the idea of a “compact” based on mutual
accountability. Partner countries were to embark on the
necessary domestic reforms based on nationally owned
and “driven development strategies guided by sound
science, good economics and transparent, accountable
governance”237 and donors would assist them in these
efforts. A “Compact”, it is argued in the Human
Development Report 2003,
puts responsibilities squarely on both sides: requiring bold
reforms from poor countries and obliging donor countries to step
forward and support those efforts. … [The] success or failure of
the newly global partnership the world is trying to build will
hinge on achieving the eighth Goal: the one that sets out the
commitments of rich countries to help poor ones who are
undertaking good faith economic, political and social reforms.238

A considerable advance has been made in knowledge
regarding aid effectiveness. There is increasing
recognition of the need for donors to re-examine the
conditional ties attached to their development assistance
with a view to streamlining and harmonizing them, of the
usefulness of shifting progressively from project and
programme support to SWAps and budget support, which
would reduce transaction costs and alleviate the
administrative burden on partner countries, apart from the
beneficial effect of more coherence. Such shifts have
already taken place in some countries. Partner countries
increasingly admit that changes in donor behaviour and
practice have to be supported on their side by the creation
of
an
enabling
environment
with
adequate
macroeconomic, institutional and administrative capacity
to monitor and evaluate progress according to a mutually
agreed timetable and results framework. Partner countries
agree that monitoring and evaluation have to be
strengthened to provide the necessary feedback for
optimal policy formulation. All sides agree, at least in
principle, that for a development partnership to be
effective, it has to be established on a multi-year basis, as
stop and go measures are unnecessarily disruptive and
diminish efficiency.
149. The EFA-FTI of the World Bank has set the stage in
education. The time has come to honour commitments
made, especially in Dakar, that “no countries seriously

committed to education for all will be thwarted in their
achievement of this goal by a lack of resources”, at least
for those least developed and low-income ones that are
unable to achieve the stated goals. The time has come to
expand FTI to all LDCs and low-income countries off
track to reaching EFA (and thus the MDGs), using the
DAC definition of per capita GNP of less than US$ 760
in 1998,239 it being understood that the experience
gained so far in the process and the lessons learned,
including the weaknesses and deficiencies in substance
and method, would have to inform and improve
subsequent planning and implementation. For this to
happen, very active and constructive participation and
implication of all the external actors are pivotal as the
process has to become one of shared responsibility and
mutual accountability in the spirit of the Monterrey
Consensus, that will guide further action on the ground.
While recognizing that some donors will be reluctant to
initiate separate action on one of the MDGs, all of them
will most probably agree that education has a key role and
helps other MDGs to move forward.
150. Political encouragement to extend FTI could be
given by the General Assembly while recognizing full
well that ultimately it is the partnerships established
by the donors and their developing country partners
on the ground that will guarantee its success. It will be
the task of the partnerships on the ground to establish the
basis for what could be called “country-specific
education compacts” that are to be the basis of mutual
understanding of the respective roles, rights,
responsibilities and obligations of the partners as well
as the criteria to be followed to achieve the education
MDGs and EFA goals. As in FTI, costing of the
additional resources needed would have to be on a
country-by-country basis and take country specifics into
account. All this needs to be clearly laid down in a
document to ensure predictability, essential for
sustained action and to represent a binding longerterm agreement between the donor community and
the partner country in question. In the spirit of MDG
8 raising the value of aid by implementing more
effective partnerships at the country level has to be a
key consideration. Again experience gained so far in the
ongoing FTI, its indicative frameworks and guiding
principles will be extremely valuable.240 This would
move the education agenda from strategic
considerations and declarations of good intent to
action on the ground, based on increased mutual
accountability and a clear division of labour.
151. The high-level group established at the Dakar
Conference, which according to article 19 of the Dakar
Framework for Action “will be composed of highest-level
leaders from governments and civil society of developing
and developed countries, and from development
agencies” should play a prominent role in guiding further
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extension and implementation of FTI both as regards
substance (all EFA goals) and country coverage. This
group is to mobilize political commitment for the EFA
goals. The General Assembly is to mobilize political
support for the MDGs and could thus usefully encourage
the recommended extension of FTI as proposed. See
recommendation 12.
I. Mobilization of private funds
152. Present and planned official Government flows are
not sufficient for adequate assistance to developing
partner countries to achieve the education MDGs, let
alone the broader EFA goals. It is therefore pivotal to
convince the public that investment in education in
developing countries is a solid investment for the future
that is crucial for alleviating poverty and ensuring
development progress. A more reality-grounded
presentation of the scale of the problem, showing that a
majority of children in developing countries are “missing
out on education” with all its negative consequences,
individually and for the countries in which they live,
should persuade public opinion of the urgent need to take
measures, including increasing ODA, but also to
contribute as individual private citizens. The Millennium
Project Task Force on Education and Gender Equality is
not alone in highlighting the need for a substantive
increase in current levels of external support and
improvement in the effectiveness of aid mechanisms.241
153. Space allows for limited elaboration and praise of
the pivotal contribution of civil society in general and
NGOs in particular to furthering the goals of major
conferences
and
especially
the
Millennium
Declaration. In education they have played and continue
to play an important role in the Dakar follow-up, for
instance in informing the public, which is the key to
Governments taking a more proactive stance. Particular
mention ought to be made of the Global Governance
Initiative launched by the World Economic Forum to
track progress and commitments to achieving the
MDGs,242 and the Global Campaign for Education,243 the
civil society coalition set up in 1999 by Oxfam, Education
International, ActionAid Alliance and Save the Children,
which issued a number of relevant documents, such as
“The Global Initiative on Education: meeting the
promises”, complemented by “An action plan to achieve
the MDGs in education”244 to name but these.
154. The challenge is to join forces and consider
organizing fund-raising campaigns by the main United
Nations organizations active in education together with
the most prominent NGOs, foundations and other key
civil society organizations. Such fund-raising campaigns
should be fully used better to inform the public of the
urgency of the problem at hand. They should ideally be
held in all countries, developing and developed alike.

Various United Nations organizations, such as UNESCO
and UNICEF, already have valuable supporting networks
such as “National Commissions” and “National
Committees” in place, whose experience and knowledge
ought to be fully used. Various fund-raising options
should be explored, which could range from school
partnerships, to subscriptions to help a child go to school
(financing one month, one year, etc.). These should be
costed and could be taken up by individual donors. Many
examples of successful fund-raising campaigns and events
exist, such as national lotteries, television shows with the
assistance of “goodwill” education ambassadors recruited
among known personalities in various spheres of life. The
United Nations Global Compact (a partnership with the
private sector) might be interested in investing in
education as this sector undoubtedly benefits from an
educated workforce. Major foundations, such as the Bill
and Melinda Gates Foundation, should be easily
convinced that investment in educating children the world
over contributes to the establishment of a knowledge
society and would be good for future business. The World
Economic Forum should also be a most valuable partner.
These and other ideas need to be explored and used for
fund-raising for education.
155. This report recommends that CEB, regrouping the
executive heads of the organizations of the United
Nations system, should consider this proposal with a
view to establishing an appropriate mechanism for
implementation. The fund-raising and advocacy events
could accompany the presentation of the Millennium
project results in 2005 and be launched in that year. See
recommendation 13.
J. Increase in ODA and further research for new
funding sources
156. There is no doubt that existing resources, including
those pledged at or in the aftermath of the International
Conference on Financing for Development, held in
Monterrey, Mexico, in March 2002, will not suffice to
meet the financing needs that have been identified for
attainment of the UPE MDG, let alone those needed to
support countries in attaining the six more ambitious EFA
goals, established at the Dakar Conference in 2000. This
is despite the fact that the estimates for the average annual
additional costs necessary for achieving UPE by 2015 of
three organizations, that is UNESCO, UNICEF and the
World Bank, differ greatly.245 Indeed these estimates vary
between US$ 4.3 billion (UNESCO) and US$ 8.4 billion
(World Bank) with an intermediate estimate by UNICEF
in the order of US$ 4.9 billion. The EFA Global
Monitoring Report 2002 concludes that the required flow
is probably around US$ 5.6 billion.246
157. The present world economic situation and the
budgetary policy of the major developed countries, being
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what they are, it seems unlikely that additional funds
over and above the ones already pledged will be
forthcoming unless bold and new initiatives are
explored. Indeed this is what the President of the World
Bank has been advocating and what the High-Level Panel
on Financing for Development, chaired by the former
President of Mexico, Mr. Ernesto Zedillo, undertook in
2001 as a contribution to the Monterrey Conference on
Financing for Development.247 This report, in exhorting
altruistic institutions to take up the challenge of creating
much needed public awareness of the urgency for
increased funding for development, lists a number of
imaginative and innovative sources of finance which did
not find overall acceptance at the Conference but which
are certainly worth further exploration. The Zedillo
report, in describing the currency transaction tax (or
Tobin tax) in particular, concedes “further rigorous
technical study is needed before any definitive conclusion
is reached on the convenience and feasibility of the Tobin
tax”.248 The report advocates, inter alia, the revival of
special drawing rights (SDRs), created by the IMF in
1970, as “[i]n effect, no allocation has been made since
1981”249 and elaborates for example on a tax on the
consumption of fossil fuels.
158. Since then, another, most innovative, proposal for a
new financing mechanism has been made by the British
Chancellor of the Exchequer, Mr. Gordon Brown. This
bold proposal, called the International Finance Facility
(IFF),250 which would be in existence for around 15 years,
is meant to
help meet the internationally agreed Millennium Development
Goals. The founding principle of the IFF is long-term, but
conditional, funding guaranteed to the poorest countries by the
richest countries.

It would seek practically to double existing ODA, that is
“to raise the amount of development aid from just over
$50 billion a year today to $100 billion per year in the
years to 2015”. These amounts have been estimated on
the basis of US$ 10 billion more each year for education,
US$ 12 billion more for extra health expenditure, US$ 20
billion more for anti-poverty programmes. Under the
proposal
the developed world would make a commitment to providing
long-term, untied, and effective aid to the countries that need it

most. The agreed target of 0.7 per cent of Gross National
Income (GNI) in aid, to which developed countries have signed
up, would be reached more quickly. Section 2 of this prospectus
addresses the need for an International Finance Facility. It sets
out the Millennium Development Goals that we have to meet,
and how far we are from meeting them. Sections 3 and 4 then
set out what we have to do to meet these goals and the
conditions that must be in place for the successful launch and
development of an International Finance Facility. Finally,
Section 5 sets out the details of the Facility itself.251

Without going into detail, it is however worth mentioning
that the
Donors would make a series of long-term pledges (each of them
lasting 15 years) for a flow of annual payments to the IFF. Each
pledge would be a binding commitment, subject to high-level
financing conditionality. On the back of these pledges the IFF
would issue bonds in its own name.252

159. This is the most innovative proposal made in the last
few years. It has been presented to the major donors and
will be studied further. It is proposals of this nature that
could fundamentally change the present situation, which
is urgently needed so that commitments taken can also be
realized. It is indeed necessary to create a bold twentyfirst century equivalent of the Marshall Plan, if poverty is
to be combated and ignorance eradicated. Only such bold
initiatives will help the international community to move
finally into the long-awaited era of implementation. If
such an initiative were to be decided it would provide for
the additional levels of funding needed to attain the UPE
MDG as well as the EFA goals.
160. In the framework of monitoring the implementation
of the MDGs it is also necessary to focus on pivotal
funding solutions. This report therefore recommends
that the United Nations, in cooperation with the
international financial institutions, should continue
research on new and existing funding proposals, as
advocated in the so-called Zedillo report and the
report of the United Nations Secretary-General253 and
build on ongoing research, such as that undertaken in
the context of the United Nations University/World
Institute for Development Economics Research
(UNU/WIDER) project, the results of which are to be
issued in 2004 by Oxford University Press.254 See
recommendation 14.
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