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FOREWORD

Foreword

When a majority of the world’s countries committed at the turn of the new century to achieve Education
for ALl (EFA) by 2015, they did so with the confidence that the EFA goals would stand the test of time.

They are making a difference. Remarkable gains have been registered in many of the world’s poorest
countries towards universal primary education and gender parity. But we still have a long way to go.
Progress has been too slow and too uneven in many countries. There is now a clear and present danger
that some key goals will not be achieved. Averting that danger is vital, not just because education is a basic
human right, but also because it is crucial for improving child and maternal health, individual incomes,
environmental sustainability and economic growth, and for driving progress towards all the Millennium
Development Goals.

This seventh edition of the EFA Global Monitoring Report offers a warning to governments, donors and

the international community. On current trends universal primary education will not be achieved by 2015.
Too many children are receiving an education of such poor quality that they leave school without basic literacy
and numeracy skills. Finally, deep and persistent disparities based on wealth, gender, location, ethnicity

and other markers for disadvantage are acting as a major barrier to progress in education. If the world’s
governments are serious about Education for All, they must get more serious about tackling inequality.

This Report persuasively argues that equity must be at the centre of the EFA agenda, to offset rising
inequalities. Financing and governance reforms have an important role to play. Developing countries are
not spending enough on basic education and donors have not lived up to their commitments. Stagnating
aid to education is a serious concern for educational prospects in a large number of low-income countries.
This clearly has to change in order to achieve EFA. But increased financing without equity will not benefit
the most vulnerable and disadvantaged groups. A pro-poor approach to education policy is imperative

for the goals to have meaning for the world’s out-of-school children and 776 million adult illiterates.

The Report presents some of the public policy and governance reforms that can break the cycle
of disadvantage, improve access, raise quality, and enhance participation and accountability.

At the September 2008 United Nations High-Level Event on the Millennium Development Goals, world
leaders and a broad range of partners stressed the key role of education for achieving anti-poverty targets
and pledged additional resources. It is crucial that governments and donors do not renege on these
commitments if education is going to become a reality for all the world's children.

This Report, which tracks progress annually towards the EFA goals, offers a comprehensive overview

of the state of education in the world today. It provides national and international policy-makers with

the analysis of complex issues, lessons learned and recommendations to provide equal chances in learning
for all children, youth and adults. We are now more than halfway to 2015. The diagnosis is clear; so are

the most effective strategies for addressing the most pressing educational challenges. By publishing this
authoritative annual report, UNESCO, as lead United Nations agency charged with coordinating efforts
towards EFA, aims to inform and to influence policy in order to steer the right course to 2015.

?C_ 4—4@_————-&-

Koichiro Matsuura
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Highlights of the
EFA Report 2009

Headline messages m Progress towards the EFA goals is being undermined

m There has been remarkable progress towards some
of the EFA goals since the international community
made its commitments in Dakar in 2000. Some of
the world’s poorest countries have demonstrated
that political leadership and practical policies make
a difference. However, business as usual will leave
the world short of the Dakar goals. Far more has
to be done to get children into school, through
primary education and beyond. And more attention
has to be paid to the quality of education and
learning achievement.

Progress on the six EFA goals

Goal 1 - Early childhood care and education

Child malnutrition is a global epidemic that affects
one in three children under the age of 5 and
undermines their ability to learn. Slow progress

in tackling child malnutrition and ill health -
especially in sub-Saharan Africa and South Asia -
is undermining progress towards universal primary
education.

Progress indicators for the well-being of children
in their pre-school years are a source for concern.
The development targets set in the Millennium
Development Goals for child mortality and nutrition
will be missed by wide margins if current trends
continue.

Major global disparities in provision continue to divide
the world’s richest and poorest children. In 2006,
pre-primary gross enrolment ratios averaged 79% in
developed countries and 36% in developing countries,
falling as low as 14% in sub-Saharan Africa.

by a failure of governments to tackle persistent
inequalities based on income, gender, location,
ethnicity, language, disability and other markers

for disadvantage. Unless governments act to reduce
disparities through effective policy reforms, the EFA
promise will be broken.

Good governance could help to strengthen
accountability, enhance participation and break
down inequalities in education. However, current
approaches to governance reform are failing to
attach sufficient weight to equity.

Global disparities are mirrored in wide gaps within
countries, especially between the richest and poorest
children. In some countries, children from the
wealthiest 20% of households are five times more
likely to attend pre-school programmes than those
from the poorest 20%.

Goal 2 — Universal primary education

The average net enrolment ratios for developing
countries have continued to increase since Dakar.
Sub-Saharan Africa raised its average net enrolment
ratio from 54% to 70% between 1999 and 2006, for

an annual increase six times greater than during the
decade before Dakar. The increase in South and West
Asia was also impressive, rising from 75% to 86%.

In 2006, some 75 million children, 55% girls, were
not in school, almost half in sub-Saharan Africa. On
current trends, millions of children will still be out of
school in 2015 - the target date for universal primary
education. Projections for 134 countries accounting
for some two-thirds of out-of-school children in 2006
suggest that some 29 million children will be out

of school in 2015 in these countries alone.
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Children from poor households, rural areas, slums
and other disadvantaged groups face major obstacles
in access to a good quality education. While children
from the wealthiest 20% of households have already
achieved universal primary school attendance in most
countries, those from the poorest 20% have a long
way to go.

Trends in primary education are susceptible to public
policy. Ethiopia and the United Republic of Tanzania
are making remarkable progress in increasing
enrolment and reaching the poor, thanks to policies
such as the abolition of school fees, the construction
of schools in underserved areas and increased
teacher recruitment. In Nigeria and Pakistan,

poor education governance is holding back progress
and keeping millions of children out of school.

In 2006, some 513 million students worldwide -

or 58% of the relevant school-age population -

were enrolled in secondary school, an increase of
nearly 76 million since 1999. Despite progress, access
remains limited for most of the world’s young people.
In sub-Saharan Africa, 75% of secondary-school-age
children are not enrolled in secondary school.

Goal 3 — Meeting the lifelong learning
needs of youth and adults

Governments are not giving priority to youth and
adult learning needs in their education policies.
Meeting the lifelong needs of youth and adults needs
stronger political commitment and more public
funding. It will also require more clearly defined
concepts and better data for effective monitoring.

Goal 4 — Adult literacy

An estimated 776 million adults - or 16% of the
world’s adult population - lack basic literacy skills.
About two-thirds are women. Most countries have
made little progress in recent years. If current trends
continue, there will be over 700 million adults lacking
literacy skills in 2015.

Between 1985-1994 and 2000-2006, the global

adult literacy rate increased from 76% to 84%.
However, forty-five countries have adult literacy rates
below the developing country average of 79%, mostly
in sub-Saharan Africa, and South and West Asia.
Nearly all of them are off track to meet the adult
literacy target by 2015. Nineteen of these countries
have literacy rates of less than 55%.

Major disparities in literacy levels within countries
are often linked with poverty and other forms of
disadvantage. In seven sub-Saharan African countries
with low overall adult literacy rates, the literacy gap
between the poorest and wealthiest households

is more than forty percentage points.

Goal 5 - Gender

In 2006, of the 176 countries with data, 59 had
achieved gender parity in both primary and secondary
education - 20 countries more than in 1999. At the
primary level, about two-thirds of countries had
achieved parity. However, more than half the
countries in sub-Saharan Africa, South and West Asia
and the Arab States had not reached the target.

Only 37% of countries worldwide had achieved gender
parity at secondary level.

There is a confirmed trend towards more female

than male enrolments in tertiary education worldwide,
in particular in more developed regions and in the
Caribbean and Pacific.

Poverty and other forms of social disadvantage
magnify gender disparities. For example, in Mali
girls from poor households are four times less likely
to attend primary school than those from rich
households, rising to eight times at secondary level.

Once girls are in school, their progress is often
hampered by teacher attitudes and gender-biased
textbooks that reinforce negative gender stereotypes.
These school-based factors interact with wider social
and economic factors that influence school
performance along gender lines.

Goal 6 — Quality

International assessments highlight large
achievement gaps between students in rich and
poor countries. Within countries too, inequality
exists between regions, communities, schools
and classrooms. These disparities have important
implications not just in education but for the wider
distribution of opportunities in society.

In developing countries there are substantially
higher proportions of low learning achievement.

In a recent Southern and Eastern Africa Consortium
for Monitoring Educational Quality assessment
(SACMEC 1] in sub-Saharan Africa, fewer than 25%
of grade 6 pupils reached a desirable level of reading
in four countries and only 10% in six others.
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Student background, the organization of the education
system and the school environment explain learning
disparities within each country. Many essential
resources taken for granted in developed countries
remain scarce in developing countries - including
basic infrastructure such as electricity, seats and
textbooks.

More than 27 million teachers work in the world’s
primary schools, 80% of them in developing countries.
Total primary school staff increased by 5% between
1999 and 2006. In sub-Saharan Africa alone,

1.6 million new teacher posts must be created

and teachers recruited by 2015 to achieve UPE, rising
to 3.8 million if retirement, resignations and losses
(due to HIV/AIDs, for example) are taken into account.

There are large national and regional disparities in
pupil/teacher ratios, with marked teacher shortages
in South and West Asia, and sub-Saharan Africa. But
it is within countries that the greatest disparities exist,
with teachers unevenly distributed across regions.

Financing education
National finance

In the majority of countries with data, national
spending on education has increased since Dakar.

In some countries, increased spending has been
associated with substantial progress on the EFA
goals. However, the share of national income devoted
to education decreased in 40 of the 105 countries
with data between 1999 and 2006.

Low-income countries are still spending significantly
less on education than are other countries. In sub-
Saharan Africa, eleven out of the twenty-one low-
income countries with data spend less than 4% of
their GNP. In South Asia, several high-population
countries continue to spend under or only just over
3% of their GNP on education. This appears to reflect
low political commitment to education.

Global wealth inequalities are mirrored by inequalities
in education spending. In 2004, North America and
Western Europe alone accounted for 55% of the
world’s spending on education but only 10% of the
population aged 5 to 25. Sub-Saharan Africa accounts
for 15% of 5- to 25-year-olds but just 2% of global
spending. South and West Asia represents over one-
quarter of the population and just 7% of spending.

International aid

Commitments to basic education are stagnating.
In 2006, for developing countries, they amounted
to US$5.1 billion, a little below the 2004 level.
Half of all commitments to basic education came
from just a handful of donors.

Total aid for basic education for low-income countries
in 2006 was US$3.8 billion. The amount will have

to be tripled to reach the estimated US$11 billion
required annually to finance a narrow range of goals
in low-income countries.

The Fast Track Initiative (FTI) is failing to galvanize
additional bilateral donor support for EFA. Current
commitments to its Catalytic Fund fall short of those
required to meet financing requests in the pipeline.
By 2010, countries with plans approved by the FTI
could be facing a financing shortfall of US$2.2 billion.

An ambitious new agenda governing aid hopes

to make aid more efficient and effective. To date
progress is mixed: though some donors are willing
to encourage national ownership, work through
national systems and cooperate with other donors,
others are more reticent.

Top policy recommendations

Meeting the EFA goals

Early childhood care and education

Strengthen the links between education planning
and child health provision, using cash transfer
programmes, targeted health interventions and
more equitable public spending in health sectors.

Prioritize early childhood education and care

in planning for all children, with incentives provided
to include those who are vulnerable and
disadvantaged.

Strengthen wider anti-poverty commitments

by tackling child malnutrition and improving public
health systems, using innovative social welfare
programmes which target poor households.
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Universal primary education

Fix ambitious long-term goals supported by realistic
planning and sufficient medium- to long-term
budgetary allocations to ensure progress in access,
participation and completion in primary education.

Support equity for girls, disadvantaged groups

and underserved regions by setting clear targets

for reducing disparities, backed by practical strategies
for achieving more equitable outcomes.

Raise quality while expanding access by focusing
on smooth progression though school and better
learning outcomes, increasing textbook supply and
quality, strengthening teacher training and support,
and ensuring that class sizes are conducive to
learning.

Education quality

Strengthen policy commitments to quality education
and create effective learning environments for all
students, including adequate facilities, well-trained
teachers, relevant curricula and clearly identified
learning outcomes. A focus on teachers and learning
should be at the heart of this commitment.

Ensure that all children attending primary school for
at least four to five years acquire the basic literacy
and numeracy skills that they need to develop their
potential.

Develop the capacity to measure, monitor and assess
education quality, in areas that affect learning
conditions (infrastructure, textbooks, class sizes),
processes (language, instructional time) and
outcomes.

Revise existing policies and regulations to ensure that
children have sufficient instructional time and that all
schools minimize the gap between intended and
actual instructional time.

Participate in comparative regional and international
learning assessments and translate lessons learned
into national policy, and develop national assessments
that best reflect each country’s particular needs

and goals.

Overcoming inequality — lessons
for national governance reforms

Commit to the reduction of disparities based on
wealth, location, ethnicity, gender and other indicators
for disadvantage. Governments should develop well-
defined targets for reducing disparities and monitor
progress towards their achievement.

Sustain political leadership to reach education
targets and tackle inequality through clear policy
objectives and improved coordination within
government through active engagement with civil
society, the private sector and marginalized groups.

Strengthen policies for reducing poverty and deep
social inequalities that hinder progress towards
education for all. Governments should integrate
education planning into wider poverty-reduction
strategies.

Raise quality standards in education and work to
ensure that disparities in learning achievement
between regions, communities and schools are
reduced.

Increase national education spending, especially
in developing countries that chronically underinvest
in education.

Put equity at the centre of financing strategies,

in order to reach disadvantaged children, with more
accurate estimates of the costs of reducing disparities
and the development of incentives for reaching the
most marginalized.

Ensure that decentralization has an inbuilt
commitment to equity through financing formulas
that link resources to levels of poverty and deprivation
in education.

Recognize that school competition and choice,

and private-public partnerships have their limits.

If a public education system works poorly, the priority
must be to fix it.

Strengthen the recruitment, deployment and
motivation of teachers to ensure that there are
enough qualified teachers in all regions and schools,
especially in remote and underserved communities.



HIGHLIGHTS OF THE EFA REPORT 2009

Aid donors — delivering on commitments

Increase aid for basic education, especially
to low-income countries, by providing around
US$7 billion to cover current financing gaps
in priority EFA areas.

Enlarge the group of donor countries committed to
providing aid to basic education, in order to ensure
that the financial support for the EFA goals is
sustainable.

Commit to equity in aid for education by providing
more funds to basic education in low-income
countries. Several donors - including France and
Germany - should urgently review their current aid
allocations.

Get behind the Fast Track Initiative and close the
projected financing gap - estimated at US$2.2 billion
for 2010 - for countries with approved plans.

Improve aid effectiveness and reduce transaction
costs, as set out in the Paris Declaration, through
greater alignment of aid behind national priorities,
better coordination, increased use of national
financial management systems and greater
predictability in aid flows. [ |
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Overview

— ight years have passed since representatives
of more than 160 governments gathered at
— the World Education Forum in Dakar, Senegal,
to adopt an ambitious Framework for Action
aimed at expanding learning opportunities
for children, youth and adults. At the heart of the
Framework is a pledge to achieve six Education for All
(EFA] goals. The Dakar promise extends from early
childhood care and education (ECCE) and universal
primary education (UPE] to gender equality, the spread
of adult literacy, the expansion of skills programmes
for youth and adults, and improvements in the quality
of education. Underpinning the Framework is a
commitment to inclusive and equitable education
provision and opportunity for all the world’s citizens.

This edition of the EFA Global Monitoring Report comes
at a critical moment. With the 2015 deadline for some
key goals just over the horizon, there are worrying signs
of a large-scale shortfall. Remarkable gains have been
registered in many of the world's poorest countries,’
but the distance remaining is great. Governments and
aid donors have to act with a renewed sense of urgency
and shared commitment to deliver on the pledges they
made in 2000. These promises cannot wait and time

is running out.

The Report, titled Overcoming Inequality: Why
Governance Matters, identifies deep and persistent
disparities based on income, gender, location, ethnicity
and other markers for disadvantage as a major barrier
to progress in education. Inequity in education is linked
to wider disparities in the distribution of power, wealth
and opportunity. And it is perpetuated by policies that
either tolerate or actively exacerbate an unfair
distribution of life chances - policies that fuel the
transmission of poverty across generations.

Inequalities in education of the magnitude observed in
many countries are unacceptable. The circumstances
into which children are born, their gender, the wealth
of their parents, their language and the colour of their
skin should not define their educational opportunities.
Apart from being inequitable, large disparities in
education are inefficient: they hold back economic
growth and progress in other areas. Governments

1. Throughout the Report, the word ‘countries’ should generally be understood
as meaning ‘countries and territories’.

and aid donors can do a great deal to equalize
opportunity in education, working with civil society
and local movements for change. The starting point is
to put equity squarely at the centre of the EFA agenda.

Extreme inequalities in education are linked to wider
disparities in society. Overcoming these inequalities
requires effective and committed government
leadership and a public sector with the human and
financial resources to break down disadvantage. More
than that, it requires good governance. In its broadest
sense, governance is about the processes, policies and
institutional arrangements that connect the many actors
in education. It defines the responsibilities of national
and subnational governments in areas such as finance,
management and regulation. Governance rules stipulate
who decides what, from the national finance or
education ministry down to the classroom and
community. Good governance practices can help

foster development of more inclusive, more responsive
education systems that address the real needs of

the marginalized. Bad governance practices have

the opposite effect.

Education has been at the forefront of a wider
governance reform agenda. Outcomes to date have not
been encouraging, especially when it comes to equity.
Approaches to financial decentralization, choice and
competition in school management, and the integration
of education planning with wider strategies for poverty
reduction have not given the required impetus to EFA.
One reason is that equity considerations have typically
been bolted onto governance reforms as an
afterthought.

Government responsibility for acting on the Dakar
Framework extends to international aid partnerships.
Having signed up for the Framework, donors in rich
countries have underperformed. Aid flows are falling far
short of the required levels, calling into question donors’
commitment to ensure that no developing country
would fail in its planning for EFA for want of finance.
Donors are also falling short of commitments to
increase aid by 2010. Besides keeping their promises

on aid, donors need to address governance problems
that are undermining the quality and effectiveness

of development assistance.
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Chapter 1
Education for all: human right
and catalyst for development

The EFA agenda is rooted in a commitment to human
rights and social justice. It recognizes that expanding
and equalizing opportunities for education are
development goals in their own right. But the Dakar
Framework for Action also defines a public policy
agenda linking education to wider development goals.
Progress towards equitable education can act as a
powerful catalyst for progress in other areas, including
public health, poverty reduction, gender equality,
participation and democratization.

The Millennium Development Goals (MDGs), also
adopted in 2000, are the world’s time-bound and
quantitative targets for addressing extreme human
deprivation in its many dimensions. The targets range
from halving extreme poverty to cutting child and
maternal death rates and reducing malnutrition.
Education is part of the MDG framework. However,
the MDG targets for education are far less ambitious
and more restrictive than the EFA agenda. The MDG
project is at a watershed. While there has been
progress in many areas, it has been uneven and

too slow to achieve the targets. In September 2008,
governments from around the world met at a United
Nations summit in New York to reaffirm their MDG
commitments - but reaffirmation alone does not
bring the targets within reach.

Accelerated progress in education could play an
important role in getting the world on track to achieve
the wider MDG goals. Recent research has reinforced
earlier evidence on the key role of education as a
catalyst for human development. The links run two
ways. Progress in education can unlock progress in
health, nutrition and poverty reduction, and vice versa.
This has important implications in areas where the
MDG outcomes are lagging far behind target levels:

= Halving extreme poverty. Broad-based and equitable
economic growth is the key to cutting income poverty.
There is strong evidence linking education to higher
growth and productivity. The increasing importance
of knowledge for economic growth may be
strengthening the links. When educational
opportunities are broadly shared, with marginalized
groups participating, prospects for shared economic
growth are strengthened.

= Child mortality and nutrition. In many countries,
having a mother with secondary or higher education
more than halves the risk of child mortality, relative
to mothers with no education. Controlling for other
factors, when a Bangladeshi mother has completed
primary education, it cuts the risk of child stunting
by 20%. These outcomes reflect the empowering
effects of education in expanding access to
information and to health service use. The case
for gender equality in education is important in its
own right. It is also true that no country can afford
the prohibitive human, social and economic costs
that come with gender inequality.

The potential benefits of the EFA agenda extend far
beyond the MDGs. Recent evidence from sub-Saharan
Africa points to the important role of education

in building support for multiparty democracy and

in challenging autocracy. As the latest learning
assessment by the Organisation for Economic
Co-operation and Development’s Programme for
International Student Assessment (OECD-PISA] shows,
education also equips children with the learning skills
they need to understand complex environmental
problems - including climate change - and to hold
political leaders to account for resolving them.

Chapter 2
The Dakar goals: monitoring
progress and inequality

Monitoring of progress
towards the EFA goals
serves many purposes.
It provides global,
regional and national
measures of how close
the Dakar Framework
is to being fulfilled.
Effective monitoring
can also pick up early
warning signals,
alerting governments
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and the international community to potential failures.
And it is an essential element for holding governments
to account for their actions and performance.

Building on the previous Report’s systematic midterm
assessment of progress towards EFA, the EFA Global
Monitoring Report 2009 draws on data for the school
year ending in 2006. It highlights the extraordinary
progress made in many areas, notably by some of the
poorest countries. That progress bears testimony to
the fact that the EFA goals are attainable. With strong
political commitment, the right public policies and
sufficient financial commitment, all countries have the
potential to move rapidly towards meeting the six goals.
The bad news is that the world is not on track for
achieving several key targets, including UPE by 2015.
Changing this picture requires urgent action. It takes
time to build classrooms, train teachers and put in place
policies to remove barriers facing the disadvantaged -
and time is running out.

Goal 1: Early childhood care and education

ECCE is the foundation of the EFA agenda. The health
and nutritional status of children, especially during
the first two years of life, has a profound influence on
their cognitive development and learning achievements
in school. Early childhood malnutrition affects

brain development and diminishes prospects for
success in school and beyond. Pre-primary education
and health provision can counter early childhood
disadvantage. Good-quality ECCE programmes have
a strong track record in
reducing dropout rates in
primary school, improving
learning achievements and
narrowing inequalities.

Childhood malnutrition

and poor health are two of
the greatest barriers to EFA.
Progress in both areas has
lagged far behind progress
in getting children into school.
The upshot is that millions
of children entering school
have had their brains, their
cognitive development and their education potential
permanently damaged by hunger and ill health.

This runs counter to the commitments made in the
Dakar Framework for Action: filling classrooms with
malnourished and sick children is not what UPE is
about. The facts of childhood deprivation make their
own case for a strengthened focus on early childhood:

Child mortality. Around 10 million children a year
die in developing countries before their fifth birthday.
Survival prospects are improving - but far too slowly.
Estimates for 2015 based on current trends show
that the gap between the MDG target of a two-thirds
reduction in child deaths and actual outcomes will
amount to 4.3 million deaths. Already significant
inequalities in child death rates between rich

and poor are widening in many countries.

Stunting and low birth weight. Around one in three
children under 5 - 193 million in total - suffer
moderate to severe stunting. The vast majority of
these children live in South Asia, where almost half

of all children are affected, and in sub-Saharan Africa.
Low birth weight is a risk factor for ill-health and
stunting and an indicator for poor maternal health.
Some 16% of children in developing countries were
delivered with low birth weight in 2006, rising to 29%
in South Asia.

Vitamin and mineral deficiencies. Millions of
children are affected by micronutrient deficiency.
Iron deficiency anaemia, which affects around half
of pre-school children in developing countries,
impairs cognitive development and increases
vulnerability to infectious diseases.

More rapid economic growth alone will not overcome
these deficits. Over the past two decades, India has
been among the world’s fastest-growing economies.
By contrast, child health and nutrition have been
improving very slowly. Rising food prices could
undermine international efforts to counteract
malnutrition in many countries, with damaging
consequences for the EFA goals.

The record on pre-school provision is discouraging.
Enrolments are increasing but the vast majority of

the world’s children continue to lack access to quality
pre-schools. Gross enrolment ratios (GERs) in 2006
averaged 79% in developed countries and 36% in
developing countries. Of the thirty-five countries in
sub-Saharan Africa for which data are available,
seventeen had coverage rates below 10%. Coverage
rates are lowest for precisely those children who stand
to gain the most: namely, the poor and disadvantaged.

Weak public policies in ECCE are holding back
accelerated progress towards wider EFA goals and
reinforcing education disparities. Evidence from several
countries demonstrates what can be achieved. Countries
such as Bangladesh, Ethiopia, Nepal and the United
Republic of Tanzania have made rapid progress in
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reducing child mortality and improving child health.

In the Philippines an integrated ECCE programme

has registered strong improvements in cognitive
development. In Mexico a conditional cash transfer
programme linked to early childhood health and
education has achieved tangible gains in primary school
progression and learning achievement.

[t is not just developing countries that face problems

in ECCE. While most developed countries have high
levels of early childhood provision, this is not the case
in the United States, which has relatively low and highly
unequal levels of coverage. The evidence suggests

that inequalities in early childhood education are

an important source of disparities in primary and
secondary school.

Goal 2: Universal primary education

UPE is not just about getting children into school

at an appropriate age. It is also about ensuring that
they stay in school to complete a full cycle of quality
basic education. The report card is mixed.

Some impressive gains have been registered. The net
enrolment ratio (NER] for developing countries as a
group increased between 1999 and 2006 at twice the
rate of the 1990s. In sub-Saharan Africa, it increased
from 54% to 70%. This is six times the rate of the 1990s
- and it was achieved despite rapid population growth.
In South and West Asia the NER climbed from 75%

to 86%. Behind these regional figures are some
remarkable achievements:

Ethiopia more than doubled its NER to 71%.

The NERs for Benin and the United Republic of
Tanzania moved from around 50% to more than 80%.

In the midst of a civil conflict, Nepal increased its NER
from 65% to 79% (in 2004).

Among the Arab States, Djibouti, Mauritania, Morocco
and Yemen registered strong gains.

Post-Dakar progress is also reflected in a decline in the
number of children out of school. There were 28 million
fewer out-of-school children in 2006 than when
governments met in Dakar in 2000. In sub-Saharan
Africa, the number of primary-school-age children not

in school dropped by 10 million while the population

in that age group increased by 17 million. South and
West Asia more than halved its out-of-school population,
from 37 million to 18 million.

These figures can be traced to political leadership and
effective public policies. Increased public investment,
ambitious school construction programmes, the
abolition of school fees, measures to strengthen quality
and - critically - the targeting of disadvantaged groups
have all played a role. So have increased recruitment
and training of teachers.

The distance travelled towards the EFA goals since 1999
should not obscure the distance that remains. The
yardstick is not the record of the 1990s but the target
of UPE by 2015. On current trends, it will be missed:

In 2006 some 75 million children of primary school
age were not in school. This is 12% of the developing
world’s primary-school-age population. In sub-
Saharan Africa, nearly one-third of that age group is
out of school. At the start of the twenty-first century,
in an increasingly prosperous, knowledge-based
global economy, millions of children do not even
have a foot on the first rung of the EFA ladder.

Girls still account for the majority of the world’s out-
of-school children (55%). Importantly, out-of-school
girls are also more likely never to have been to school
than boys.

This Report provides a partial projection for the
out-of-school population in 2015. It is partial because,
for reasons of data limitation, it covers countries that
are home to just two-thirds of out-of-school children in
the relevant age group. Countries that are not covered
include Sudan and the Democratic Republic of the
Congo, both of which have large populations affected.
Even with the exemptions, a business-as-usual
trajectory suggests that there will still be 29 million
children out of school in 2015. Slow progress towards
UPE in Nigeria and Pakistan is pushing these countries
towards the top of the out-of-school league table.

By 2015, more than 10 million children could be

out of school in these two countries alone.

Out-of-school figures and projections capture just one
aspect of the challenge that has to be addressed to
bring UPE within reach by 2015. In many countries,
primary school students are locked into cycles of
repetition and early dropout. In Malawi, just over six

in ten children enter primary school at the official age -
and half of them either drop out or repeat grade 1.

Of the thirty-one countries in sub-Saharan Africa with
data, eleven have grade 1 and 2 repetition rates in
excess of 20%. The problem is also widespread in Latin
America. This year's Report highlights the inefficiencies
and inequalities associated with grade repetition.



Education for All Global Monitoring Report 2 O O .

OVERVIEW

Combining data on enrolment and completion highlights
the scale of global inequality in education. Children

in Britain or France are more likely to enter tertiary
education than children in the Niger or Senegal are

to complete primary school. Such inequalities in the
international distribution of opportunity for education
have important implications for future patterns of
globalization. Today's inequalities in education are
tomorrow'’s inequalities in the distribution of wealth

and wider opportunities for human development.

Inequality as a barrier to progress

Inequalities within countries are also marked. When it
comes to primary school attendance, children from rich
and poor households move in different worlds. National
averages can obscure this point. If the richest 20% in
countries including Bangladesh, Bolivia, Ghana, India
and Nigeria were a country, they would almost have
achieved UPE. The poor have a long way to go.

Simple UPE arithmetic points to a strong case for
greater focus on equity. In countries with school
attendance rates above 80%, children from poor
households are heavily over-represented among out-
of-school children. They account for more than 40% of
the non-attending school population in countries from
Cameroon and Kenya to Indonesia and Nicaragua. Even
in countries with lower levels of attendance reported in
household surveys, such as Ghana, India, Mozambigque,
Nigeria and Zambia, the poorest quintile accounts for
30% to 40% of the out-of-school population.

Income-based disparities intersect with wider
inequalities. Rural children in many developing countries
are less likely to attend school and more likely to drop
out. In Senegal, children in urban areas are twice as
likely as those in rural areas to be in school. Slum
dwellers face a distinctive set of challenges, with high
levels of poverty, ill health and limited provision
restricting access. Socio-cultural inequalities linked to
ethnicity and language are also important. Disadvantage
in each of these areas
is related to, and
compounded by,
poverty and income-
based inequalities - but
they are also important
in their own right.

Other barriers to UPE
also have to be
removed if the 2015
targets are to be

achieved. Child labour is one of the most formidable.
There are around 218 million child labourers in
developing countries, and numbers are coming down
slowly in sub-Saharan Africa and parts of Asia.

ILL health and malnutrition undermine school attendance
and learning capacity for millions of children. And
childhood disability is strongly associated with
inequalities in participation, reflecting a widespread
failure to implement policies for inclusive education.

Post-primary education

Increasing participation in secondary education is part
of the Dakar commitment. Progress in this area is vital.
Expanded access to secondary school is needed to
absorb the increase in numbers of children emerging
from primary schools, to create incentives for primary
school completion and to train teachers. Secondary
and post-secondary education is also important for

the development of skills needed in an increasingly
knowledge-based global economy.

There are large regional disparities in participation in
secondary schools. At one end of the spectrum, most
developed and transition economies are nearing universal
secondary education. At the other, the secondary NER
for sub-Saharan Africa is just 25%, implying that nearly
78 million children of the relevant age group are

not enrolled in secondary school. The transition point
from primary to secondary is marked by high levels

of dropout in many countries. As at primary level,
progression through the secondary school system is
characterized by rising inequalities. In Latin America,
88% of children from the wealthiest decile move steadily
through the secondary school system without repetition
or dropout - twice the share for the poorest decile.

Global disparities are strongly apparent at tertiary level.
The global tertiary GER is around 25%. Regional GERs,
however, range from 70% in North America and Western
Europe to 32% in Latin America and 5% in sub-Saharan
Africa. Beyond the quantitative gaps are large qualitative
disparities fuelled by differences in financing capacity.

In equivalent dollar terms, France spends sixteen times
as much per university student as Peru. In 2005, the top
American universities spent over twenty-five times as
much per student as Dar-es-Salaam University in the
United Republic of Tanzania.

Tertiary education is the point at which the cumulative
effects of disparities at the primary and secondary level
become apparent. In Brazil, the university participation
for black people is 6% - just under one-third of the rate
for white Brazilians.
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Goals 3 and 4: Lifelong learning and literacy

Achieving UPE would establish a basis for lifelong
learning and literacy for future generations. But there

is an immense backlog of unmet need. Millions of
teenagers have never attended primary school and
millions more leave without the skills they need. Limited
access to educational opportunities in the past has also
left 776 million adults ~two-thirds of them women -
lacking basic literacy skills.

Many governments have paid insufficient attention to
youth and adult learning needs. Public funding remains
inadequate and provision highly unequal. The fact that
some of the goals in the Dakar Framework were vaguely
worded may have contributed to a lack of urgency.

The sixth International Conference on Adult Education,
scheduled for 2009, provides an important opportunity
to change this picture.

Illiteracy continues to receive inadequate attention from
policy-makers. Although there were 95 million fewer
illiterates worldwide in 2000-2006 than in 1985-1994,
absolute numbers have increased in sub-Saharan Africa
and the Arab States. On current trends there will still be
over 700 million adult illiterates in 2015.

Many factors contribute to low literacy levels, including
gender disparities, poverty, location and ethnicity.

The problem is not restricted to developing countries.
Many OECD countries also record high levels of literacy
problems: 1 million native Dutch speakers in the
Netherlands are classified as functionally illiterate,

for example. In metropolitan France, some 10% of the
population aged 18 to 65 - more than 3 million people -
lacks basic reading, writing, arithmetic and other
fundamental skills despite having attended French
schools.

Goal 5: Gender disparities
and inequalities in education

The Dakar Framework sets out an ambitious two-part
agenda on gender equity. The first part aims at gender
parity in school participation and the second at wider
progress towards equality between girls and boys in
educational opportunities and outcomes.

The world has made sustained progress towards gender
parity, but deficits remain large. Of the 176 countries in
2006 with data, 59 had achieved gender parity in both
primary and secondary education. Over half the countries
of sub-Saharan Africa, South and West Asia, and the
Arab States have yet to achieve parity at primary level.

There are large regional variations in progress towards
gender parity. Advances in sub-Saharan Africa have
been slow and uneven. The regional gender parity index
(GP1), which measures the ratio of girls to boys primary
GER, rose from 0.85 in 1999 to 0.89 in 2006, though
several countries - including Ghana and the United
Republic of Tanzania - have achieved parity. The GPI for
South and West Asia rose from 0.84 to 0.95. However,
Pakistan still enrols only 80 girls for every 100 boys in
primary school.

Expansion of secondary school enrolment has led

to reductions in gender disparities in most regions.
However, gender disparities remain larger in secondary
education than in primary. In many countries in sub-
Saharan Africa, and South and West Asia, participation
rates for girls remain low and disparities high. One
major exception is Bangladesh, which has achieved
gender parity. Public policy, notably the creation of
financial incentives through stipend programmes, has
played a key role. Underparticipation by boys is marked
in many countries, especially in Latin America.

Gender disparities are unequally distributed across
societies. Being born into a household that is poor, rural
or indigenous, or speaks a minority language, reinforces
gender disadvantage in many countries. In Mali, the GPI
for the poorest 20% of households was 0.60 in 2001,
whereas many more girls in the richest 20% were
attending primary school. The secondary GPI is 0.50

for the poorest households and 0.96 for the wealthiest.
Such facts demonstrate how poverty often magnifies
the effects of gender disparities.

Gender equality is more difficult to measure than
parity. Learning achievements provide one benchmark.
Four broad themes emerge from international
assessments. First, girls often outperform boys in
reading and literacy. Second, boys outperform girls

in mathematics, though the gap is closing. Third, boys
maintain a small advantage in science. Fourth, at

the tertiary level women remain under-represented

in science and engineering and ‘over-represented’

in areas such as education and health.

Goal 6: Education quality
and learning achievements

The ultimate goal of education is to equip children
with the knowledge, skills and opportunities they need
to realize their potential and to participate in social
and political life. Many education systems are failing
to achieve this goal.
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Progress in quantitative headcount indicators has
masked problems in qualitative learning achievement.
In many developing countries, absolute levels of average
learning are exceptionally low. International learning
assessments draw attention to the very large disparities
between rich and poor countries. Within countries,

too, there are often large differences in test scores
based on socio-economic status, school performance
and other variables.

Getting children into school and through a full cycle of
basic education remains a major priority. But evidence
from many countries suggests that, once in school,
many children are acquiring only the most rudimentary
skills, as the following examples demonstrate:

m One recent assessment in the Punjab province
of Pakistan found that over two-thirds of grade 3
students could not write a sentence in Urdu and
a similar proportion could not solve a simple
subtraction problem.

m In India, a large-scale assessment found that 45% of
children in standard 3 could not read a text designed
for standard 1 students.

= Results from the Southern and Eastern Africa
Consortium for Monitoring Educational Quality
(SACMEQ) Il assessment in Africa indicated that
the share of grade 6 children reaching the ‘desirable’
level of literacy was less than 25% in Botswana,
Kenya and South Africa, and less than 10% in Malawi,
Mozambique, Uganda and Zambia.

m Arecent assessment in Peru found that as few as
30% of children in grade 1, and 50% in grade 2, could
read a simple passage from a grade 1 textbook.

These examples, which could be multiplied many times
over, draw attention to the sheer scale of the learning
achievement deficit in many countries.

International assessments reinforce this picture.

They draw attention to the low average level of learning
in many developing countries relative to developed
countries. To take one illustration from the PISA 2001
assessment, the median scores for students in Brazil,
Indonesia and Peru would be situated in the lowest 20%
of the distribution in France or the United States. PISA
2006 showed that over 60% of students from Brazil and
Indonesia scored at or below the lowest level in science,
compared with fewer than 10% in Canada or Finland.
Other international assessments confirm the scale

of global inequalities.

Real learning divides are larger than those captured
in international assessments. This is because
assessments measure learning outcomes among
children in school and do not include children who
are currently or permanently out of school. Given that
out-of-school children would be expected to score at
lower levels than children in school, the real national
averages may be well below those indicated.

Within-country inequalities in outcomes often mirror
global disparities in scale. In countries including
Morocco and South Africa, the top 5% of pupils covered
in the Progress in International Reading Literacy Survey
(PIRLS) assessment registered scores comparable to
those of the best pupils in high-achieving countries. But
the scores of the bottom 5% were less than one-fifth of
those for top performers. Research in the Indian states
of Rajasthan and Orissa also points to extremely large
learning disparities.

Many factors influence learning achievement levels.
Student characteristics play a significant role.
Socio-economic status, family size and composition,
immigrant status and home language are all important
variables. System-level variables, such as access to
early childhood provision, selection and the social
composition of schools, are also influential.

School-based factors have a strong effect on learning.
Insufficient instructional time is one source of
underachievement. A study in Bangladesh found that
10% of government schools provided fewer than

500 hours of instruction, compared with 860 hours at
the other end of the spectrum. In many cases, children
and teachers lack access to basic learning materials.
SACMEQ Il found that over half of grade 6 pupils in many
countries - including Malawi, Mozambique, Uganda and
Zambia - did not have a single book. A poor learning
environment can exacerbate social disparities.
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The state of a nation’s schools can have an important
bearing on prospects for success in education.
Dilapidated school buildings, overcrowded and under-
resourced classrooms, and an inadequate supply of
teaching materials can all hurt learning prospects -
and dilapidation is widespread. One of the most
comprehensive recent surveys of the state of primary
schools, overseen by the UNESCO Institute for Statistics,
found that more than one-third of students in India,
Peru and the Philippines attended schools with
insufficient toilets. More than half the school heads

in some countries surveyed felt their schools needed
complete rebuilding. As in other areas, the poor bear
the brunt. Evidence from Latin America shows that
badly equipped schools are disproportionately attended
by children from the poorest households.

Teachers are the front-line providers in education.
Delivery of quality education is critically dependent
on having a sufficient supply of properly trained and
motivated teachers. How teachers are deployed also
has an important bearing on equity and learning
outcomes.

Acute teacher shortages remain a problem in many
countries. If the world is to achieve UPE by 2015, it

will need to recruit an estimated 18 million additional
teachers. In sub-Saharan Africa, an additional

145,000 recruitments are needed annually - 77% above
the observed increase between 1999 and 2006. South
and West Asia will need an additional 3.6 million
teachers.

National pupil/teacher ratios [PTRs) sometimes mask
very large disparities. There are large variations in ratios
within countries, often reflecting differences between
rich and poor, rural and urban, and indigenous and
non-indigenous areas. Inequalities in access to trained
teachers reinforce these differences. In India, the
majority of untrained teachers are concentrated in

rural areas. In Ghana, they are concentrated in the
north, the poorest part of the country.

Reported PTRs are often a misleading indicator for
what happens in schools. Teacher absenteeism has

an important bearing on learning in many countries.

In a recent study covering six developing countries,
absenteeism rates averaged 19%, rising to 25% for India.
Absenteeism was more pronounced in poorer and rural
areas - and it disproportionately affected children from
low socio-economic backgrounds. Low teacher morale
and weak motivation, linked to inadequate pay, poor
conditions of service and weak support systems, are
systemic problems in many countries.

Chapter 3
Raising quality and strengthening
equity: why governance matters

Education governance is not an abstract concept.

It is something that affects the lives of parents, the
school experience of children, and the efficiency and
equity of education provision. If the precise meaning

of ‘good governance’ can be debated, the consequences
of bad governance are readily observable. They include
chronically underfinanced schools, service providers
and government agencies that are unresponsive to local
needs and unaccountable to parents, large disparities
in school access, participation and completion, and low
levels of learning achievement.

Governance reform is a prominent part of the EFA
agenda. Within the vast array of country experience,
several themes recur. Many governments have moved
towards decentralized provision, shifting the locus

of decision-making from central to local level. The
umbrella category of decentralization, however, covers
multiple patterns. The Report maps decision-making
in a large group of countries (see annex on education
decision-making), revealing a variety of possible
arrangements.

Many of the central currents in governance reform
span the developed and developing world. School-based
management, which aims at giving schools and
communities more autonomy in decision-making,

is one illustration. Another is the growth of education
provision models emphasizing the virtues of choice and
competition, either within the state sector or through an
expanded role for the private sector. In many developing
countries, low-fee private schools are emerging as
another source of choice and competition, often outside
government regulation. In teacher management,
governance issues focus on concerns over pay and
policies for allocating teachers to different areas.

13
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Other governance issues have received less attention.
One striking example is the integration of education
planning with broader poverty reduction strategies.

This is a key issue for the Dakar Framework for Action.
Many of the most entrenched barriers to EFA are rooted
beyond the school in underlying structures of poverty
and social disadvantage. Effective education governance
can make some difference. But ultimately, sustained
progress towards EFA depends on the effective
integration of education planning in wider poverty
reduction strategies, for an obvious reason: poverty,
poor nutrition and ill health are formidable barriers

to success in education.

Governance reform has delivered highly variable results.
While the progress achieved in some countries has

to be acknowledged, overall outcomes have been
disappointing. One reason is that governance reforms
have often been designed with scant regard for their
impact on the most disadvantaged people and regions.
Choice and competition have their merits - but also their
limits, notably for the poor. Governance reform design
problems have sometimes been compounded by a
tendency to embrace fixed blueprints, many of them
originating in developed countries.

The Report explores four central themes in national
governance reform, principally as they relate to basic
education:

financing;

'voice', participation and choice;

governance of teachers and monitoring of learning;
integration of EFA and poverty reduction strategies.

Financing for basic education

It costs nothing to set ambitious goals in education.
However, achieving those goals requires financial
resources, along with policies that maximize efficiency
and equity in the management of those resources.
While many of the issues appear technical, financial
governance has a critical bearing on prospects for
achieving EFA.

Countries vary enormously in their capacity to finance
education. Increased public spending is not guaranteed
to improve access, equity or learning outcomes. But
chronic and sustained underfinancing is a sure route
to limited, poor-quality provision.

Most countries have increased the share of national
income allocated to education since 1999. In some
cases, such as those of Ethiopia, Kenya, Mozambique

and Senegal, the share has climbed sharply.

In others, as in India and Pakistan, it has stagnated

at a relatively low 3% of gross national product or less.
While cross-regional comparisons have to be treated
with caution, spending patterns in South and West Asia
would appear to indicate a limited public spending
commitment to education.

Global wealth inequalities are mirrored by inequalities
in education spending. In 2006, per-student expenditure
for primary school (expressed in constant dollars]
ranged from less than US$300 in much of sub-Saharan
Africa to over US$5,000 in most developed countries.
As a region sub-Saharan Africa accounts for 15% of

5- to 25-year-olds but just 2% of global spending on
their education. South and West Asia represent over
one-quarter of the population and 7% of spending.

As in any area of public financing, efficiency is an
important determinant of outcomes. Technical efficiency
provides a crude indicator of the cost associated with
turning finance into quantitative and qualitative
outcomes. In many countries, corruption is a major
source of both inefficiency and inequity - the former
because it means more public money provides fewer
inputs and the latter because the costs of corruption
invariably fall most heavily on the poor.

Public spending on education has the potential to
redress inequalities but often reinforces them instead.
Wealthier regions and advantaged groups often attract
more financing than poorer regions and disadvantaged
groups. Public spending is often not pro-poor.
Governments have developed various approaches aimed
at strengthening equity, including school grants and
formula funding linked to need - with mixed outcomes.

Financial decentralization has important implications
for equity. There is nothing intrinsically equitable or
inequitable about reforms in this area: outcomes depend
on the rules governing issues such as revenue raising
and resource transfer. One obvious danger is that, in the
absence of redistributive transfers from richer to poorer
areas, decentralization will widen financing gaps in
education, with damaging consequences for equity.
Another is that subnational governments will seek to
mobilize revenue through charges on local services,
including education.

Evidence from many countries highlights the risks
associated with financial decentralization. In China,
Indonesia and the Philippines, decentralization appears
to have exacerbated inequalities. In Nigeria, financial
decentralization has consolidated large disparities in



OVERVIEW

education financing, often to the detriment of the states
facing the most serious problems. However, countries
including South Africa, Uganda and Viet Nam have
developed models aimed at greater equity, with rules on
financial decentralization geared towards the attainment
of national goals in education and other areas.

'Voice', participation and choice
in school governance

Schools are on the front line of the campaign to bring
high-quality education to all children. They are also at
the centre of debates on education governance in which
choice, competition, participation and ‘voice’ are
buzzwords. Behind these terms are crucial questions
about the role of governments, parents, communities
and private providers in managing and financing schools.

Many countries with poorly performing education
systems suffer from institutional problems. The Dakar
Framework does not set out a blueprint for resolving
these problems. But it does call on governments to
‘develop responsive, participatory and accountable
systems of educational governance and management’.
Translating these widely shared objectives into practical
strategies that tackle institutional weaknesses, expand
access, raise quality and strengthen equity is far from
straightforward.

The Report focuses on three broad reform currents in
school governance. School-based management, the first
current, aspires to anchor education in the social fabric
of communities. Transferring authority to front-line
providers is presented as a vehicle for increasing
parental influence in decisions affecting children’s
education - and for ensuring that schools reflect local
priorities and values.

The second reform current focuses on choice and
competition. Expanding parental choice in the selection
of schools is widely viewed as a key to driving up
standards, with competition creating powerful incentives
for improved performance. In some countries, public-
private partnerships are seen as a route to enlarged
choice. Governments are using vouchers and other
instruments to facilitate transfers from public to private
providers, or contracting out the management of
government schools to private providers.

The locus for the third thematic area is outside the public
education system. Low-fee private schools have spread
rapidly in many countries. Some commentators see
these schools as a vehicle for improving access and
quality for poor households.

Proponents of all three approaches claim various
benefits from governance reform. These range from
gains in efficiency to increases in participation,
accountability and equity. There is a widely shared
underlying assumption that devolution of authority,
competition and the growth of low-fee private schools
will strengthen the voices of the poor and increase
their choices. Are the claims and assumptions backed
by evidence?

There are no simple answers to that question. In some
cases, school-based management reforms have
improved learning achievements and strengthened
equity. The EDUCO schools in El Salvador are an
example. More widely, though, there is limited evidence
either of systematic benefits in learning outcomes or of
changes in teaching practices. Effects on 'voice” are also
ambiguous. More localized decision-making may bring
authority closer to parents and communities, but it does
not follow that this will overcome wider disadvantages.
An obvious danger is that local power structures
associated with poverty and social inequality will limit
the real influence of the poor and marginalized.

Choice and competition are at the centre of sometimes
polarized debates in both developed and developing
countries. Underlying these debates are strongly held
views about the role and responsibilities of government.
The idea that increased parental choice leads to
improved learning outcomes and greater equity may
have intuitive appeal. But once again the evidence is
not clear cut. Evidence from PISA data does not point
to strong effects of school competition on learning
outcomes. In the United States, neither the still limited
recourse to voucher programmes nor the more
expansive development of charter schools has
unambiguously raised academic achievement standards
or tackled disparities.

Evidence from Chile is also instructive. Over more than
two decades, Chile has introduced education governance
reforms, aimed at increasing choice, that are broader
and deeper than in most countries. Yet private schools
with state subsidies do not register any advantage over
municipal schools once adjustments are made for
socio-economic status. Overall improvements in
education quality have been limited - as has progress
towards greater equity. While Chile is widely cited as

a model governance reformer, it is not clear from the
outcomes that it merits this description.

Others countries have a stronger claim to successful
governance reform. Sweden is a case in point. Since the
mid-1990s it has allowed parents to choose non-public
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education providers and take state funding with them.
There is a broad consensus in Sweden behind the
reforms. However, the exportability of the Swedish
model is unproven. Increased competition in this case
was introduced against the backdrop of a public
education system that meets high achievement
standards, with relatively low inequality and a highly
developed institutional capacity for regulation. These
are not the prevailing conditions in most countries,
developed or developing.

Serious questions have to be asked about current
approaches to school-based management. Parental
participation is important and, under the right
conditions, choice and competition can help raise
standards and equalize opportunity. But the
overwhelming priority, especially in the poorest
countries, is to ensure that a properly financed public
education system is available to all citizens.

The rapid emergence of low-fee private schools raises
a different set of concerns. In many countries, these
schools are outside state auspices. There is no question
that low-fee private schools are catering for real
demand. Countries as diverse as Ghana, India, Kenya,
Nigeria and Pakistan have experienced increases in
enrolment in such schools. But to what extent have
they raised standards and enhanced equity?

While international evidence remains patchy, it offers
little cause for optimism. In many countries, parents
select private schools not as a positive choice but as

a negative response to perceived - and usually real -
failures of the public system. In the case of slum areas,
as in Nairobi, public schools often simply do not exist.
In India evidence does not suggest that poor parents are
more actively involved in decision-making in low-fee
schools, or that teachers are less likely to be absent.
While the fact that parents meet school charges may
be taken as evidence of willingness to pay, the costs
impose a considerable burden on household budgets.
Efforts to integrate low-fee private schools into
private-public partnerships through voucher-type
programmes, as advocated by some, do not appear

to offer a short cut to greater equity.

The rapid growth of low-fee private schools is in

large measure a symptom of state failure. Chronic
underfinancing, often combined with weak
accountability, low levels of responsiveness and poor
quality of provision, has led millions of poor households
to vote with their feet - and their income - to exit public
provision. This is not a prescription either for equity

or for accelerated progress towards EFA.

Basic education is a fundamental human right, not a
tradable commodity. It follows that provision must be
available to all, regardless of ability to pay. Moreover,
the public sector must govern provision, underwriting
finance, providing management and setting a clear
policy framework.

Public sector leadership does not mean that actors
such as non-government organizations and the private
sector have no role or responsibilities. In the right
conditions, properly regulated choice and competition
can strengthen standards, especially at secondary level.
However, there are acute dangers for equity. Where
government failure leads to creeping commercialization
through the low-fee private sector, it poses the risk

of rising inequity, and the fragmentation of services

and standards. The real challenge for governments
with basic education systems that are broken is to fix
the system.

Governance of teachers — improving
motivation and monitoring

The effectiveness of any school is heavily influenced by
the quality of teaching, and the skills, motivation and
commitment of its teachers. Ensuring that children -
including the most disadvantaged - have access to
enough trained and motivated teachers is vital to

the delivery of good and equitable education. The
effectiveness and equity of school systems are also
linked to national monitoring of standards. Good
monitoring systems can help inform policy and so
raise quality and enhance equity. Weak systems have
the opposite effect.

The governance of teachers raises issues that go

far beyond administrative technicalities. One recent
assessment of teacher morale in sub-Saharan Africa
concludes that school systems catering for tens of
millions of children face a ‘teacher motivation crisis’
over issues ranging from employment conditions to
training and support. How teachers are distributed
within countries has profound implications for equity
and access: deployment patterns in many countries
reinforce disparities.

Teacher salaries are at the centre of polarized
exchanges in public policy debate. Some commentators
say salary levels in many countries are too high and
crowd out spending on other aspects of education.
Apart from cost factors, hiring teachers centrally on
permanent civil service contracts is also viewed as

a source of weak accountability and poor performance.
The problem with these perspectives is that they
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overlook wider issues. These include the low absolute
salary levels of many teachers. In Malawi, average
teacher salaries are too low to meet basic needs. There,
and in many other countries, teachers often have to
supplement their income with a second job, with
damaging consequences for the quality of their teaching.

Teacher recruitment to reduce PTRs and address
shortages confronts governments with tough choices.
Some governments have attempted to contain costs by
recruiting teachers on contract outside the civil service
pay structure. Hiring contract teachers can expand
access to basic education at lower cost, often benefiting
areas that might otherwise not have enough teachers,
as in parts of India.

On the other side of the coin are potential threats to
quality and equity. Seeking to reduce recruitment costs
through contract arrangements can weaken quality
by lowering the standard of new entrants or reducing
teacher morale. In Togo, expanded use of contract
teachers is associated with reduced learning
achievement. And if contract teachers are deployed
principally in poor and marginalized areas, it can also
weaken equity. There are no easy answers, but it is
important for governments to be aware of potentially
damaging trade-offs between lower-cost recruitment
and wider education goals with respect to equity

and quality.

Teacher deployment is often inequitable within
countries, which can exacerbate disparities. The rural-
urban divide is particularly marked. In Uganda, two-
thirds of urban teachers are qualified, compared with
40% in rural areas. Urban bias in deployment reflects
many teachers’ aversion to working in hard-to-reach,
remote, rural and sparsely populated areas, often for
both professional and personal reasons.

Public policies can overcome inequalities in deployment.
In Brazil, central government redistribution of financial
resources has been used to support teacher recruitment
and training in poor states. In Cambodia and the Lao
People’s Democratic Republic, institutional incentives
encourage the recruitment of teachers from
marginalized areas and groups; a lesson from their
experience is that very strong incentives may be needed.

One symptom of poor teacher motivation is
absenteeism. In many developing countries absenteeism
is endemic (see Chapter 2). Motivation is not always the
culprit: in parts of Africa HIV-related health problems
are heavily implicated. Some governments see
performance-related pay as a strategy to address

motivation problems and so raise quality. But there

is little evidence from cross-country experience that
performance-related pay produces positive results -
and some evidence that it creates perverse incentives
for teachers to focus on the best-performing students.

The importance of monitoring in raising quality
standards and addressing equity concerns is widely
overlooked. Information is one of the keys to improved
learning outcomes - and the flow of information is
increasing. Between 2000 and 2006, around half the
world’s countries conducted at least one national
learning assessment. Regional assessments have also
expanded: thirty-seven sub-Saharan African countries
and sixteen Latin American countries now participate
In major regional assessments.

While large gaps in coverage remain, many
governments have access to more national and
international learning assessment information than
their predecessors had in the 1990s. Many of these
assessments are 'high stakes’ - so called because they
have direct consequences for student progression, and
sometimes for teachers and schools. Others are “low
stake’ exercises that provide information, with no direct
consequences for students, teachers or schools. The
value of "high stakes’ assessment as a vehicle for
holding schools and teachers to account is widely
contested. In the United States, the No Child Left Behind
Act offers a particularly high-profile example of high
stakes testing - and one with a mixed record in terms
of its effects on achievement.

How information is used is as important as the flow of
information. Education authorities in many developing
countries increasingly use assessments to inform policy
design. In Kenya, SACMEQ results were a basis for
benchmarks on minimum classroom facilities. In
Senegal, data from a PASEC assessment showed that
grade repetition imposed high costs on school systems
with no tangible benefits for learning outcomes - a
finding that prompted a prohibition on repetition for
some primary grades. Viet Nam has used learning
assessments to identify disparities in achievement and
guide the framing of regulations aimed at raising input
provision for disadvantaged groups and areas. Uruguay
has applied carefully designed national assessment
programmes to strengthen pedagogical management.
Learning outcomes improved in some grades by as
much as 30% in six years.

These positive examples are the exception rather than
the rule. In many cases, the findings from assessments
have no influence on resource allocation or teacher
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support programmes. Even where good assessment
systems are in place, their effects are often limited.

The reason, in many cases, is weak institutional capacity.
Thus, Bolivia has a first-rate assessment system and
strong expertise, but they have had limited impact on
policy design or what happens in the classroom.

Integrated planning to advance EFA

Progress in education is contingent on wider social
conditions influencing inequalities based on income,
gender, ethnicity and location. The Dakar Framework
for Action calls for EFA policies to be promoted ‘within
a sustainable and well-integrated sector framework
clearly linked to poverty elimination and development
strategies’. While education planning has been
strengthened, a failure to join education strategies

to general poverty reduction strategies, along with
high levels of fragmentation and weak coordination,
continues to hamper progress.

Education planning within the framework of sector-wide
approaches (SWAps] has been instrumental in clarifying
priorities, broadening the EFA agenda and allowing
governments to develop longer-term planning horizons.
However, many education SWAps suffer from continued
weaknesses. Financial costing is often inadequate,
education targets are not reflected in national budgets
and there is a tendency to adopt blueprint models.

Even more serious is the widespread tendency to delink
education planning from wider strategies for overcoming
poverty and inequality. Poverty reduction strategy
papers (PRSPs) provide a vehicle for addressing this
problem. Fifty-four countries - just over half of them

in sub-Saharan Africa - have operational PRSPs.

While PRSPs are ‘nationally owned" documents, they
also set out the terms of the aid partnership with
donors. PRSPs have brought poverty closer to the
centre of the development agenda but they are not yet
facilitating effective integration in education planning,
for at least four reasons:

Weak linkage to the EFA agenda. The point of
reference for PRSPs is the MDGs. One consequence
Is an overwhelming emphasis on quantitative targets
related to primary education, often to the exclusion of
wider EFA goals. When wider goals are considered,
they are typically not linked to a broader poverty
reduction agenda. For example, in a review of
eighteen recent PRSPs the Report finds that ECCE

Is regarded primarily as a mechanism for increasing
primary school enrolment rather than as a strategy
to improve the health and nutrition of young children.

Poor targeting and limited consideration of equity

in target-setting. Targets rarely include the
narrowing of equity gaps, with the partial exception
of gender parity goals; they invariably address access
rather than learning achievement.

No link between education and broader governance
reforms. PRSPs often incorporate national
commitments to wide-ranging governance reforms.
However, the implications of the reforms for equity
in education are seldom considered in any detail,
even where the reforms have potentially significant
consequences. Decentralization is one prominent
example. More generally, few PRSPs set out practical
strategies for ensuring that governance reforms
strengthen the link between education planning

and wider poverty reduction efforts.

Poor integration of cross-sectoral policies.

As Chapter 2 notes, there are deep and persistent
inequalities in education linked to poverty, gender,
nutrition, health, disability and other forms of
marginalization. Addressing these inequalities
requires policies that extend far beyond the education
sector. Evidence from PRSPs suggests that education
strategies are often disconnected from such policies.

While PRSPs have thus far seldom provided an
integrated framework, there are positive experiences

to draw upon. Social protection programmes are making
a strong contribution to education by addressing
problems in health, nutrition and child labour. Targeted
cash transfers in Latin America have been particularly
successful - so much so that one has been adopted on
a pilot basis in New York City. There are strong grounds
for considering an increase in public investment and
aid for cross-sectoral programmes of this kind in

other contexts.

Planning is not just about technical documents. It is also
about the political process through which priorities are
set. Consultation processes are a central part of PRSPs.
They provide opportunities for civil society organizations
to participate in policy discussions. They also help
ensure that education figures in debates over national
poverty strategies. The challenge is to extend
participation to ensure that the voices of the poor and
vulnerable are heard. This in turn will help focus more
attention on ECCE, adult literacy and skills development.
It will also inform policy-makers about factors beyond
the education sector that are holding back progress
towards equitable education. Sustained political
commitment is crucial for priorities set out in
consultation processes to become reality.
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Chapter 4
Increasing aid and
improving governance

The Dakar Framework for Action is based on an
international partnership. Developing countries pledged
to strengthen national education planning, tackle
inequalities and enhance accountability. Rich countries
also made an important commitment, pledging that no
credible national plan would be allowed to fail for want
of finance. Increased and more effective aid is vital to
achieving the goals and targets set at Dakar. Are donors
delivering on their promises?

Not in the area of financing. On a highly conservative
estimate, the aid financing required for a narrow range
of basic education goals in low-income countries is
around US$11 billion annually. In 2006, aid in support
of basic education to these countries was just one-third
of the estimated requirement, leaving a financing gap
of around US$7 billion.

These large aid deficits are holding back progress.
Debates over the achievements and effectiveness of
development assistance continue. Pessimists claim aid
has had a modest impact at best, and a negative effect
in many cases. Evidence in education does not support
this view. In the United Republic of Tanzania aid has
supported a national education strategy that has cut
the number of out-of-school children by 3 million since
1999. In Cambodia, Kenya, Mozambique and Zambia,
aid helped finance the abolition of school fees, extending
educational opportunities to previously excluded
children. In Bangladesh and Nepal, aid supported
national strategies providing incentives for girls and
disadvantaged groups. Development assistance is not
a panacea or a corrective for bad policy - but it makes
a difference.

Aid levels for education are linked to overall
development assistance flows. In 2005 donors made
a number of important commitments to increase aid

flows, notably at the Gleneagles summit of the Group
of Eight (G8) and at a European Council meeting. This
was a backdrop to the United Nations ‘Millennium +5’
summit. Delivery on these commitments would lead
to an increase of around US$50 billion in development
assistance by 2010 (at 2004 prices), with around half
going to sub-Saharan Africa.

Prospects for delivery, however, are not encouraging.
As a group, donors are not on track to meet their
commitments. Taking into account increased aid and
programmed commitments to 2010, there is a shortfall
of US$30 billion against the pledges made in 2005
(again in 2004 prices). The aid gap for sub-Saharan
Africa is US$14 billion - a financing shortfall that

has damaging implications for progress towards the
MDGs and EFA. Most individual donor countries are
not on track to meet their Gleneagles commitments
and two G8 countries - the United States and Japan -
continue to invest a very low share of gross national
income in development assistance.

Commitments to education have followed the

overall trend. The average annual aid commitments
in 2005-2006 were below the level for 2003-2004,

and there is a real danger that this will be reflected in
slower growth of disbursements, or even stagnation.

Donors have a mixed record on aid for basic education.
In 2006, half of all aid commitments for basic education
came from just three sources - the Netherlands, the
United Kingdom and the World Bank's International
Development Association. These sources accounted for
85% of the overall increase in aid commitments to
basic education in 2006. However, the combined effort
of a few committed donors could not counteract an
overall fall in aid commitments from 2004.

The profile of donor aid commitments varies widely.
Some countries, such as Canada, the Netherlands and
the United Kingdom, allocate more than three-quarters
of their education aid to low income countries — and at
least half to basic education. By contrast, France and
Germany, both major donors to education, attach less
weight to basic education in the poorest countries.
Only 12% of French aid and 7% of German aid is
devoted to basic education in low income countries.
Both countries put greater priority on subsidizing
attendance at their universities by foreign students,
mostly from middle income developing countries,
than on supporting basic education in low income
countries. In France two-thirds of education aid is
absorbed by imputed costs for students studying at
French tertiary institutions.
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The continued aid financing gap in education raises
important questions about the future of the Fast Track
Initiative (FTI). Established in 2002, the FTI was seen as
a multilateral mechanism to encourage broad donor
support for EFA and, through the Catalytic Fund begun
in 2003, an element of financing. Unfortunately, the FTI
has not developed a sufficiently deep donor base and

it faces an uncertain future. In mid-2008, the thirty-five
countries with endorsed FTl plans faced a financing gap
of US$640 million. Factoring in the eight countries with
plans in the pipeline would push that figure up to around
US$1 billion. By the end of 2009, the financing deficit for
countries with approved FTI plans could be as high as
US$2.2 billion. Assuming that the Catalytic Fund might
be expected to cover around 40% to 50% of the deficit,
around US$1 billion would still have to be mobilized.

Current aid financing trends do not augur well

for achieving the goals and targets in the Dakar
Framework. Yet there are some positive signs. In 2007,
the G8 reaffirmed its pledge that no national strategy
would fail for want of finance. It also promised to meet
shortfalls in FTl-endorsed plans. In June 2008, the
European Council also reaffirmed its support for EFA.
However, reaffirmations of long-standing commitments
do not put children into school or deliver a good-quality
education. If donors are serious about their pledges

to education, they cannot afford more years of
underperformance.

Increased aid is just part of the equation. Ultimately,
the case for increased commitments will be accepted
only if aid is perceived to deliver real results. Much
depends on governance in developing countries.

But the governance and management of aid are also
important. In 2005, donors and developing country
governments pledged to strengthen the effectiveness
of development assistance. That promise, in the Paris
Declaration, envisages the harmonization and
alignment of donor practices behind nationally owned
development strategies. The approach signals a shift
in emphasis away from project-based support and
towards programme support - a shift already strongly
evident in education. Targets were set for 2010 to
measure progress.

It is too early to fully assess the extent to which new aid
principles are being translated into practice. In terms
of financial commitment, there has been a strong push
away from projects towards programme-based support.
Best estimates suggest that just over half of all aid is
now delivered through education sector programmes -
up from around one-third in 1999-2000.

Preliminary assessment suggests that some Paris
Declaration targets will be hard to achieve. Monitoring
results for fifty-four countries accounting for half

of all aid are not entirely encouraging. Use of

national systems remains limited, with only 45%

of aid channelled through national public financial
management systems (the 2010 target is 80%). In some
cases, donors are not using national systems even when
they have been strengthened. Donor coordination is
often still rudimentary. In 2007, the fifty-four countries
received more than 14,000 donor missions, of which
only 20% were jointly coordinated.

Progress towards greater coordination has been more
evident in education than many other areas. Even so,
the rate of progress has been both erratic and uneven -
and far more needs to be done. In Cambodia, only 39%
of donor missions in education in 2007 were jointly
conducted, raising transaction costs for the host
government.

While all donors stress their commitment to the
alignment of aid with national priorities and the use

of national systems, outcomes have been variable.
Progress has proved far from straightforward, with
frustrations and concerns on both sides. Donors often
point to worries over corruption and weak capacity.

For their part, many aid recipients complain about what
they see as unrealistic donor demands and onerous
reporting requirements.

Emerging aid modalities have the potential to resolve
these problems. In the best cases, improved national
management systems, greater sector coherence, better
oversight and coordination of donor activity, and more
innovative approaches to finance are coming to the fore.
Important achievements have already been made in
some countries, including Burkina Faso, Cambodia,
India and Mozambique. Successful implementation of
the Paris agenda will require commitment and flexibility
on both sides, with donors avoiding the use of financial
support to leverage change.
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Chapter 5
Conclusions and
recommendations

Delivering on the pledges set out in the Dakar
Framework for Action will require strong political
leadership, a sense of urgency and practical strategies.
The final chapter of this Report sets out some of

the key priorities. While avoiding blueprints, it identifies
principles for good practice, including the following:

= Get serious about equity. Many governments have
not given sufficient weight to policies aimed at
overcoming inequalities in education. Setting time-
bound ‘equity targets” aimed at reducing disparities
based on wealth, gender, language and other
markers for disadvantage, and carefully monitoring
progress, would help to focus political attention.
At the same time, education planning has to put far
higher priority on pro-poor public spending and the
development of incentives targeted at the poorest
and most disadvantaged.

m Strengthen the links between education planning
and poverty reduction strategies. Education policies
can make an important difference in equalizing
opportunity and reducing disadvantage. However,
progress in education depends critically on progress
in other areas, including poverty reduction, nutrition
and public health. While education sector planning
has become stronger, it remains weakly integrated
with wider poverty reduction strategies.

= Reinforce the commitment to quality education

for all. Progress on expanded access to schools is
outstripping improvements in quality. Policy-makers
should renew and strengthen the Dakar commitment
to quality in education and put in place the
infrastructure, teacher support and monitoring
programmes needed to deliver results.

Act on the commitment to equity in financing.

Many governments have failed to develop pro-poor
public spending patterns and decentralization reforms
have often exacerbated inequalities in education.
Looking to the future, it is important for governments
to develop approaches that avoid these outcomes.
Central government needs to retain its capacity

for redistribution from wealthier to poorer regions
and subnational bodies need to ensure that spending
plans reflect a national commitment to EFA.

Recognize the limits to choice and competition.

The development of quasi-markets in education

and the rapid emergence of low-fee private providers
are not resolving underlying problems in access,
equity or quality. While many actors have a role

to play in education provision, there is no substitute
for a properly financed and effectively managed state
education system, especially at primary level.

Deliver on aid commitments. The donor community
needs to recognize the wide-ranging benefits of
accelerated progress towards EFA and to close the
aid financing gap. At a conservative estimate, this
means increasing aid to basic education by around
US$7 billion annually and acting on the commitments
undertaken in 2005. Closing the projected 2010
financing gap of US$2.2 billion in countries with plans
approved by the Fast Track Initiative is another
priority. Strengthening the commitment of some

key donors to equity in aid allocations would help

to cut the financing deficits. ]
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Chapter |1

Education for all:
human right and catalyst
for development

The international community has adopted ambitious
targets for human development. Objectives set under
the Millennium Development Goals (MDGs) include the
halving of extreme poverty, a two-thirds reduction in
child mortality, universal primary education and greater
gender equality. The deadline for delivering results

is 2015. On current trends, most of the targets will

be missed. Accelerated progress towards Education
for All, with a strengthened focus on equity, could
change this picture. But governments must act with

a renewed sense of urgency and political commitment.
This chapter looks at the issues at stake.
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Introduction
Educational opportunity: Almost two decades have passed since
: : governments gathered at the World Conference
hlthy polarlzed 26 on Education for All (EFA) in Jomtien, Thailand,
to reaffirm the human right to education. They
Unlockina the wider set bold targets - but outcomes fell far short of
b it gf d i 29 ambition. In 2000, the 164 governments assembled
enefits or eaucation . at the World Education Forum in Dakar, Senegal,
adopted another set of ambitious goals on
Conclusion 37 education. The Dakar Framework for Action

pledges to expand learning opportunities for every
child, youth and adult, and to meet targets in six
areas by 2015. With the deadline now just six years
away, will it be different this time around?

Accelerating progress towards education for all

is one of the defining development challenges of
the early twenty-first century. The right to education
is a basic human right. Like any human right, it
should be protected and extended as an end in
itself. But education is also a means to wider ends.
Prospects for reducing poverty, narrowing extreme
inequalities and improving public health are heavily
influenced by what happens in education. Progress
towards the equalization of opportunity in education
is one of the most important conditions for
overcoming social injustice and reducing social
disparities in any country. It is also a condition

for strengthening economic growth and efficiency:
no country can afford the inefficiencies that arise
when people are denied opportunities for education
because they are poor, female or members

of a particular social group. And what is true

at a national level also applies internationally.
Prospects for achieving more equitable patterns

of globalization are heavily influenced by
developments in education. In an increasingly
interconnected and knowledge-based world
economy, the distribution of opportunities for
education will inevitably have an important bearing
on future patterns of international wealth
distribution.

Some benefits of education are less tangible and
harder to quantify than others. Schools are not just
institutions for imparting information. They are

a place where children can acquire social skills
and self-confidence, where they learn about their
countries, their cultures and the world they live in,
and where they gain the tools they need to broaden
their horizons and ask questions. People denied

an opportunity for achieving literacy and wider
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education skills are less equipped to participate

in societies and influence decisions that affect their
lives. That is why broad-based education is one

of the foundations for democracy and government
accountability, and why it is such a vital input for
informed public debate in areas - such as
environmental sustainability and climate change -
that will have a bearing on the well-being of future
generations.

The Dakar Framework is not the only pledge on
the international development agenda. At the
United Nations Millennium Summit, also in 2000,
world leaders adopted eight Millennium
Development Goals (MDGs). These wide-ranging
goals extend from the reduction of extreme poverty
and child mortality to improved access to water
and sanitation, progress in cutting infectious
diseases and strengthened gender equality.

The goals are linked to the achievement of specific
targets by 2015. In the area of education, the
MDGs offer a highly restricted version of the goals
adopted at Dakar. They include a commitment

to achieve universal primary school completion
and gender parity at all levels of schooling by 2015.

At one level the MDG framework is too narrow.
EFA means more than five or six years in primary
school and more than gender parity, vital as both
goals are. The quality of education and learning
achievement, access to secondary and post-
secondary opportunities, literacy and gender
equality, in a broader sense, are all important as
well. Yet the Dakar Framework targets and the
MDGs are complementary. Progress in education
depends on advances in other areas, including the
reduction of extreme poverty, the achievement of
gender equity and improvements in child health.
The links in this direction are obvious but often
forgotten. Children whose lives are blighted by
hunger, poverty and disease are clearly not
equipped to realize their potential in education.
Without advances across the broad front of MDG
targets, the ambition of education for all cannot
be realized. By the same token, progress towards
many of the MDG targets depends critically on
progress in education. Halving poverty or cutting
child mortality by two-thirds by 2015 is not a
serious proposition in a situation of slow and
unequal progress towards the policy objectives
set out at Dakar. The goals adopted by

the international community are mutually
interdependent - failure in any one area increases
the likelihood of failure in all areas.

Introduction

The interdependence between the MDGs and the
Dakar Framework has taken on a new importance.
In 2008 the world entered the second half of the
commitment period for both undertakings. Now just
seven years remain before the 2015 deadline -

and the world is off track on many of the targets.
On current trends, the goal of universal primary
education [UPE] by 2015 will not be achieved and
the pledges made at Dakar will be broken. Using a
partial projection covering countries that account for
Just two-thirds of the 75 million primary school age
children out of school today, this Report estimates
that the countries will still have 29 million out

of school in 2015. That number has consequences
for the children and countries most immediately
affected. But it also has consequences for the
entire MDG project. Bluntly stated, the targets

set for cutting child and maternal death, reversing
the spread of infectious disease and reducing
poverty will not be achieved unless governments act
decisively on education. Conversely, accelerated
progress on the wider MDGs would strengthen
prospects in education by lessening the poverty,
nutrition and health handicaps that millions

of children take with them into school.

Children whose
lives are blighted
by hunger, poverty
and disease

are clearly not
equipped to realize
their potential

in education

In September 2008, governments from around the
world gathered at a United Nations summit in New
York to reaffirm their commitment to the MDGs.
The summit was prompted by a recognition that,
without fundamental change, the development goals
will not be achieved. Averting that outcome and
restoring the momentum behind international
partnerships for development will require more
than encouraging communiqués. What is needed
is a sense of urgency, political leadership and
practical strategies.

Strengthening the commitment to the education
goals set out in the Dakar Framework for Action is
one of the most pressing priorities. Much has been
achieved since 2000. Indeed, education has a strong
claim to being counted as an MDG success story.
Progress towards UPE and gender parity has been
far more rapid than advances in other areas, such
as nutrition or child and maternal mortality. One
of the problems for EFA identified in Chapter 2 is
precisely the failure of many countries to move
more rapidly towards the MDG targets in these
areas. But the relative success of education should
not deflect attention from the size of the potential
2015 shortfalls in UPE. Making up these shortfalls
would act as a powerful catalyst for accelerated
progress towards the MDGs.
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The backdrop for the September 2008 MDG
summit was an unprecedented crisis in
international financial markets. The fallout from
that crisis remains uncertain. Governments are
taking far-reaching measures to stabilize banking
systems. The scale and urgency of their actions
were guided by a recognition that, when financial
markets fail, the contagion effects can spread
rapidly across all aspects of society and the real
economy. Analogies with education system failure
are inexact but instructive. When education
systems fail to reach large sections of the
population, when children are denied opportunities
by virtue of their gender, the income of their
parents, their ethnicity or where they happen

to live, or when schools deliver chronically
substandard learning outcomes, there are also
contagion effects. Those effects are not reflected
in highly visible bank collapses, fluctuating share
prices or mortgage failures. But there are real
human, social and economic consequences.
Education system failures weaken the real
economy, holding back productivity and growth.
They undermine efforts to reduce child and
maternal mortality, contributing to loss of life
and increased health risks. And they contribute
to social polarization and the weakening of
democracy. Yet despite the high stakes and

the costs of inaction, few governments treat the
crisis in education as an urgent priority - in stark
contrast to their response to financial market
problems. This is an area in which national and
international leadership is needed to place
education firmly at the centre of the political
agenda.

The EFA Global Monitoring Report was first
published in 2002 to track progress towards the
six EFA goals enshrined in the Dakar Framework
for Action. Since its inception it has covered each
of the goals. This year the Report looks beyond the
goals to a range of issues in education governance,
finance and management. It focuses on the critical
importance of equity in educational opportunity
because equity should be an overarching public
policy goal - and because deep inequalities

in education threaten to undermine progress
towards both the EFA goals and the MDGs. O

Educational opportunity:
highly polarized

The distribution of educational opportunity plays a
key role in shaping human development prospects.
Within countries, governments and people
increasingly recognize that unequal opportunities
for education are linked to inequalities in income,
health and wider life chances. And what is true
within countries is true also between countries.
Large global disparities in education reinforce

the extreme divides between rich and poor nations
in income, health and other aspects of human
development.

The full extent of the gulf in opportunities for
education is not widely appreciated. Education

is a universal human right. However, enjoyment
of that right is heavily conditioned by the lottery
of birth and inherited circumstance. Opportunities
for education are heavily influenced by where one
is born and by other factors over which children
have no control, including parental income,
gender and ethnicity.

From a global perspective, being bornin a
developing country is a strong indicator for reduced
opportunity. School attainment, measured in terms
of the average number of years or grade reached
in education, is one (admittedly limited) measure

of global inequality. While almost all member
countries of the Organisation for Economic
Co-operation and Development (OECD) have
achieved universal school attainment to grade 9,
most countries in developing regions are far from
this position. Age-specific school attendance
pyramids that plot the distribution of age and
grades graphically illustrate the contrast in average
life-chances for education associated with being
born in the OECD countries or in sub-Saharan
Africa (Figure 1.1). By age 7, almost all children

in the OECD countries are in primary school,
compared with 40% for sub-Saharan Africa.

At age 16, over 80% of the population of the OECD
countries is in secondary school while one-quarter
of sub-Saharan Africa’s population is still in primary
school. Four years later, at age 20, around 30%

of the OECD population is in post-secondary
education. The figure for sub-Saharan Africa is 2%.

Stark as they are, these figures tell only part
of the story. One way of thinking about unequal
opportunity is to consider the chance that a child
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Educational opportunity: highly polarized

born in one country has of achieving a given level of Figure 1.1: Age-specific attendance rates by level in OECD countries

education relative to a child born somewhere else. and sub-Saharan Africa, 2000-2006
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educational opportunities across countries. OECD countries Sub-Saharan Africa
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of sub-Saharan Africa the survival rate to Figure 1.2: Grade attainment among 10- to 19-year-olds in Latin America
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the chance of school attendance at grade 9.
While the wealthiest 20% in Latin America achieve
attendance levels close to those in the OECD
countries at grade 9, the poorest 20% are closer
to the average for sub-Saharan Africa. These
income-based disparities are mirrored in
differences in average years of education attained
by the people aged 17 to 22. In Mozambique,
someone in the poorest 20% has on average

1.9 years of education, compared with 5 years for
someone from the richest 20%. In Peru, the gap
between rich and poor is 4.6 years of schooling,
rising to 6.7 years in India (Table 1.1).

Income-based disparities such as those charted
above are not the only type of disparity in education.
Inherited disadvantages linked to gender, ethnicity,
location and other factors are also important.
These disadvantages intersect with income-based
differences, restricting opportunity and transmitting
educational disadvantage and poverty across
generations. One of the central messages

of this Report is that national governments and
international development agencies need to
strengthen the focus on equity in order to achieve
the core goals in the Dakar Framework for Action.

Unequal distribution of education has wider
consequences. Income-based gaps in educational
opportunity reinforce income inequalities and

the social divisions that come with them. They
also mean the benefits associated with education
in areas such as public health, employment and
participation in society are unequally distributed.
The human costs of these inequalities are
cumulative and cross-generational. For example,
the fact that women account for the majority of
illiterate people in the world today is a reflection of
historical gender disparities in access to education.
But when women who have been denied an
education become mothers, their children also
inherit diminished life chances: they are less likely
to survive, more likely to experience ill health and
less likely to go to school than the children of
mothers who have education.

Quality counts

Some inequalities are easier to measure than
others. Headcount indicators covering the number
of children in school or completing grades allow

for relatively straightforward comparisons from
country to country. Learning achievement indicators
and comparisons pose more of a problem. Although

Table 1.1: Average years of education for
poorest and richest 20% of 17- to 22-year-olds,
selected countries, most recent year

Poorest 20% Richest 20%

(years)
Bangladesh, 2004 37 8.1
Burkina Faso, 2003 0.8 5.6
Ethiopia, 2005 1.6 7.4
Ghana, 2003 32 9.2
Guatemala, 1999 19 8.3
India, 2005 4.4 111
Mali, 2001 0.4 4.8
Mozambique, 2003 19 5.0
Nicaragua, 2001 25 9.2
Nigeria, 2003 39 9.9
Peru, 2000 6.5 111
Philippines, 2003 6.3 11.0
U.R. Tanzania, 2004 39 8.1
Zambia, 2001 4.0 9.0

Source: Demographic and Health Surveys,
calculations by Harttgen et al. (2008).

global and regional learning assessments are
expanding to cover more countries, information
remains sparse and insufficiently available

in forms that allow for straightforward global
comparisons. Put differently, quantity is easier

to measure than quality - yet in the last analysis,

it is quality that counts. Ultimately, what matters

is the degree to which schooling supports cognitive
development, facilitates skills acquisition and
enriches children’s lives.

Qualitative inequalities are probably narrowing

far more slowly than quantitative gaps. Large
though it remains, basic headcount inequality

is falling at the primary and secondary levels.
Convergence is the order of the day. Developing
countries are catching up on enrolment,
attendance and completion, albeit unevenly and
often from a low base. One reason for this is
obvious: rich countries cannot exceed universal
coverage at the primary and secondary levels,

so any gain by developing countries narrows

the gap. However, school attainment has to be
adjusted for the quality of education. When it
comes to learning achievements and outcomes,
an average school year in Zambia is clearly not the
same as an average school year in, say, Japan or
Finland. There is compelling international evidence
(discussed further in Chapter 2 that completing
six or even nine years of schooling in developing
countries does not assure the development of
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basic cognitive skills or even functional literacy and
numeracy (Filmer et al., 2006; Pritchett, 2004a).

International assessment tests provide a pointer
to the scale of global inequalities in learning
achievement. To take one example, the OECD
Programme for International Student Assessment
(PISA]) survey of reading and literacy skills places
the median achievement in developing countries
such as Brazil and Peru in the lowest 20% of the
distribution for many OECD countries. One recent
study of basic educational achievement found very
high levels of functional illiteracy in mathematics
and science among secondary school students

in many developing countries. In Brazil, Ghana,
Morocco, Peru and South Africa, fewer than 60%
of children in school reached basic competency
thresholds (Hanushek and WoBmann, 2007).
Factoring in children out of school would be
expected to lower the average performance.

At primary level, recent surveys in Ghana and
Zambia have found that fewer than 60% of young
women who completed six years of primary school
could read a simple sentence in their own
language. Similarly, assessment exercises

in countries including India and Pakistan found
that over two-thirds of pupils at grade 3 level
were unable to write a simple sentence in Urdu.
Incorporating data on qualitative achievement
magnifies the inequalities associated with
quantitative attainment.

Education quality is important both in
understanding the distribution of life chances

in society and in charting the scale of global
inequality in education. The bottom line is that EFA
cannot be interpreted, as the MDGs sometimes
are, as a simple matter of getting all children

into school. It goes without saying that this is
important. But it is what children get out of school
that will shape their life chances. O

Unlocking the wider benefits of education

Unlocking the wider
benefits of education

There are many good reasons for governments
committed to the MDGs to renew their commitment
to the Dakar Framework for Action. First and
foremost, education is a human right and an
important goal in its own right. It is central to the
development of human capabilities - people’s
potential to choose lives that they value (Sen, 1999).
Beyond this intrinsic importance, there are strong
two-way links between education and progress in
areas where the world is off track on the MDG targets.

It is what children
get out of school
that will shape

None of this is to imply that the links between their life chances

education and social or economic benefits are
automatic. The impact of education is strongly
conditioned by other factors, from macroeconomic
and labour market conditions to the state of public
health provision and levels of inequality based on
wealth, gender and other factors. The benefits of
education are likely to be greatest in contexts marked
by broad-based economic growth, a strong political
commitment to poverty reduction, high levels of
equity in access to basic services, and a commitment
to democratic and accountable governance.

Economic growth,
poverty reduction and equity

The links between education and economic growth,
income distribution and poverty reduction are well
established. Education equips people with the
knowledge and skills they need to increase income
and expand opportunities for employment. This is
true for households and for national economies.
Levels of productivity, economic growth and patterns
of income distribution are intimately linked to the
state of education and the distribution of educational
opportunity. Increasing global economic
interdependence and the growing importance of
knowledge-based processes in economic growth
have raised both the premium on education and

the cost associated with education deficits.

All this has important implications for the
international development goal of halving extreme
poverty (MDG 1. The rate of poverty reduction is a
function of two variables: the overall rate of economic
growth and the share of any increment in growth
that is captured by the poor (Bourguignon, 2000).
Education has a bearing on both sides of the
equation. Improved access to good quality learning
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opportunities can strengthen economic growth

by raising productivity, supporting innovation and
facilitating the adoption of new technology. And
broad-based access to good quality basic education
is one of the foundations for broad-based growth,
since it enables poor households to increase their
productivity and secure a greater stake in national
prosperity. Recent research, discussed in the
following subsections, confirms earlier findings
on the key role of education in poverty reduction
and highlights the critical importance of quality.

Economic growth

No country has ever reduced poverty over the medium
term without sustained economic growth. Education
plays a critical role in producing the learning and
skills needed to generate the productivity gains that
fuel growth. One recent research exercise draws
attention to the importance for economic growth

of both years in school and learning outcomes.
Modelling the impact of attainment in fifty countries
between 1960 and 2000, the study found that an
additional year of schooling lifted average annual
gross domestic product (GDP) growth by 0.37%. The
impact of improved cognitive skills was considerably
larger, with the combined effect adding, on average,
a full percentage point to GDP growth (Hanushek

et al., 2008; Hanushek and WoBmann, 2007). There
is also some evidence that the impact of gains in
education quality on cognitive skills may be larger

in developing than in developed countries.

Education quality has a significant impact on
economic returns for households as well. Research
in fifteen countries participating in the International
Adult Literacy Survey (IALS) found that a standard
deviation in literacy (an indicator for quality) had a
larger effect on wages than an additional year of
schooling - confirmation that it is outcomes which
count (Denny et al., 2003).

Individual earnings. A large body of evidence points
to high returns on investment in education. The
scale of these returns is a matter for debate. One
cross-country exercise found each additional year of
education increasing earnings by 10%, with variations
that reflect underlying conditions: returns are higher
for low-income countries, for lower levels of schooling
and for women (Psacharopolous and Patrinos, 2004).
Other research has generated different results both
overall and by level of education (Bennell, 1998).

As these differences indicate, findings on returns

to education are influenced both by methodological
factors, and by economic conditions. Broadly, as

countries move towards UPE, returns at the primary
level tend to fall as the national skills deficit shifts to
the secondary and tertiary levels - a phenomenon
widely observed in Latin America (Behrman et al.,
2003). In terms of public policy, there are limits to
relevance of rate of return analysis. The case for
investment in basic education is rooted in human
rights and ideas about citizenship, not in monetary
calculation. That said, there is compelling evidence
that private and public rates of return to education
at the primary and secondary levels are sufficiently
high to mark this out as a good investment for
society. In the agricultural sector, increases

in education are strongly associated with higher
wages, agricultural income and productivity -

all critical indicators for poverty reduction [Appleton
and Balihuta, 1994). In contrast to these potential
benefits, education inequalities based on gender
and other factors inflict real economic costs. In
Kenya it was found that increasing the education
and input levels of female farmers to those of male
farmers could increase yields by as much as 22%
(Quisumbing, 1996).

Income distribution. The distribution of educational
opportunity is strongly associated with income
distribution, though the underlying relationship

is highly variable and complex. This has important
implications for poverty reduction and the MDGs.
Economic growth matters because it raises average
income. The rate at which growth is converted into
poverty reduction depends on the share of any
increment to national income going to people living
in poverty. By raising the productivity of the poor,
more equitable education can increase overall
growth and the share of growth that accrues

to those below the poverty line.

Less equitable education can have an equal and
opposite effect. Evidence from the developed world
points towards inequality in education as a cause
of wider income inequalities. For example, over
the past three decades, growing wage differentials
between secondary school graduates and secondary
school dropouts has been a major source of rising
inequality and social polarization in the United
States (Heckman, 2008). With a greater proportion
of young Americans graduating from college and

a greater proportion dropping out of secondary
school, the skills gap is fuelling inequality.

Patterns of income inequality are conditioned by
private returns from different levels of education,
which in turn reflect developments in labour
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markets. Rapid increase in demand for people
with higher skills in countries with limited
secondary school completion and restricted access
to tertiary education can lead to pronounced
increases in inequality. In India, Indonesia, the
Philippines and Viet Nam rising wage inequalities
are closely linked to widening wage gaps between
people with tertiary education and those at lower
attainment levels (Asian Development Bank, 2007).
Similarly, evidence from Latin America suggests
that returns to secondary and tertiary education
are rising more rapidly than those to primary
education (Behrman et al., 2003).

Prevailing patterns of income distribution reinforce
the case for progress towards equalization of
educational opportunity. At global level, the poorest
40% of the world’s population, living on less than
US$2 a day, accounts for 5% of world income - and
the poorest 20% (living on less than US$1 a day) for
1.5% (Dikhanov, 2005). Even small shifts in the share
of global income going to the world’s poor could
have very significant effects for poverty reduction.
Measured in financial terms, it would take around
US$300 billion - less than 1% of world GDP -

to lift the billion people surviving on less than US$1
a day above the poverty line (UNDP, 2005).

Given the prevailing level of global inequality, this
would represent a modest degree of redistribution
for a large impact on poverty. Greater equity

in the distribution of educational opportunity could
facilitate that redistribution. What appears clear is
that more equitable patterns of global integration
cannot be built on the vast educational disparities
in evidence today.

The same broad conclusion holds true at the
national level. Over the past two decades there has
been a clear trend towards rising income inequality
within countries. Of the seventy-three countries
for which data are available, inequality has risen

in fifty-three, which account for 80% of the world
population. Many factors are involved, with
inequality in education linked to technological
change and wider forces. But the importance

of inequality in education as a driver of wider
inequality is increasingly recognized. When
education is broadly shared and reaches the poor,
women and marginalized groups, it holds out the
prospect that economic growth will be broadly
shared. Greater equity in education can help fuel a
virtuous cycle of increased growth and accelerated
poverty reduction, with benefits for the poor and
for society as a whole.

Unlocking the wider benefits of education

The relationship between education on the one
side and economic growth and poverty reduction
on the other illustrates the importance of context.
Schools and education systems are not guarantors
of faster growth or greater equity. Problems in
macroeconomic management and other policy
spheres may reduce the benefits of education.

In the Arab States, to take a case in point, regional
evidence points to a weak association between

the expansion of education and productivity (World
Bank, 2008d). Increasing the supply of skilled
labour in an economy marked by low productivity,
stagnation and rising unemployment markedly
diminishes the private returns to schooling.

It can also give rise to large populations of educated
unemployed youths and graduates. In Egypt,
adults with secondary education account for

42% of the population but 80% of the unemployed
(World Bank, 20084).

Other labour market factors are also important.
Education can benefit individuals by facilitating
entry into higher-earning occupations and raising
earnings within an occupation. To the extent that
these two benefits accrue equally to women and
men, education can help promote gender equality
in earnings. However, discrimination and distortions
in the labour market based on gender can negate
the equalizing effects of education. In Pakistan,
women lag far behind men in labour force
participation, are concentrated in a much narrower
set of occupations, perform mostly unskilled jobs
and have substantially lower earnings. While
women'’s earnings are lower than men’s at all
levels of education, the economic returns to
education and skills defined in terms of the
earnings increment from an extra year of schooling
are greater for Pakistani women than for men in all
occupations (except agriculture), so that education
Is associated with reduced gender gaps in earnings.
But women's participation in the labour market
increases only after ten years of education -

and only about 10% of Pakistani women have had
ten or more years of education (as of the early
2000s). Thus gender barriers to labour market
entry, the narrowness of female occupations and
limited opportunities for education are diluting

the equality-promoting benefits of education in
Pakistan [Aslam et al., forthcoming).

Many factors can weaken the relationship between
more education on the one side and faster,
broader-based growth on the other. An increase in
the average number of years in school is not always

Discrimination in

the labour market

based on gender
can negate the
equalizing effect
of education
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a good proxy for human capital formation. Where
education quality is poor and levels of learning
achievement are low, the real skills base of the
economy may not increase. Rising enrolment and
school completion can have a marginal bearing on
human capital. Similarly, increases in the average
number of years spent in education will not result in
more equitable income distribution if large sections
of the population are left behind. What matters in
this context is the degree to which the poor are
catching up in education with the non-poor. The
bottom line is that average years in school is an
important indicator of human capital but not the
only indicator. Quality and equity are also critical.

It is important to recognize the limits to the current
state of knowledge on the emerging relationship
between education on the one side and economic
growth and poverty reduction on the other. Economic
modelling exercises can tell us something important
about this relationship on the basis of past evidence.
The future is always uncertain - but it will not look
like the past. Globalization and the increased weight
of knowledge-based factors in driving economic
growth have important consequences for wealth
distribution and poverty reduction nationally and
internationally. If knowledge is increasingly
recognized as the key to competitiveness,
employment and long-term growth prospects,
learning endowments become ever more important.
In the context of rapidly changing national

and international economic structures, there is a
premium on the acquisition of transferable skills
and knowledge.

Lifelong learning, a core EFA goal, is the critical
condition for adjustment to knowledge-based
economic life. People and countries need formal
education systems that give them opportunities to
build their learning skills. And they need opportunities
to continually renew their skills and competencies.
While literacy and numeracy remain the foundations
for all education systems, human development

and prosperity in the twenty-first century will rest
increasingly on the spread of secondary and
post-secondary learning opportunities.

Public health and child mortality:
both linked to education

The links between education and public health are
well established. Improved education is associated
with lower levels of child mortality and better
nutrition and health, even when controlling for
factors such as income. The transmission

mechanisms from education to benefits in

these areas are often complex and imperfectly
understood. However, empowerment effects are
important. Education can equip people with the
skills to access and process information, and with
the confidence to demand entitlements and hold
service providers to account. Whatever the precise
channels of influence, there are compelling
grounds for placing EFA at the centre of strategies
for getting the world on track towards achieving
the health-related MDGs.

Child mortality. One of the international
development targets is to reduce the child mortality
rate by two-thirds (MDG 4). The developing world

is so far off track that very deep cuts in death rates
will be required to bring the 2015 goal within reach.
At current rates of progress, many countries in
sub-Saharan Africa and South Asia will not achieve
the target until 2050 or later. Failure to close the
gap between existing trends and the target will cost
lives: the projected gap for 2015 is equivalent to

4.7 million deaths (see Chapter 2). Overcoming
gender gaps and getting young girls into school,

an imperative in itself, is also one of the most
effective strategies for closing the gap.

The association between maternal education and
child mortality is irregular. Having a mother with
primary education reduces child death rates by
almost half in the Philippines and by around one-
third in Bolivia. In other countries, such as Ghana
and the Niger, primary education has more modest
effects. The strongest effects are at post-primary
level [Figure 1.3). Having a mother with secondary
education or higher dramatically reduces the risk
of child death in almost all countries, often far
more so than having a mother with just primary
schooling. This reinforces the argument for
education and gender equity goals that look beyond
the primary level. Leaving aside rights-based
arguments and the efficiency case for expanded
female access to secondary school, it is
increasingly clear that failure to expand opportunity
in this area will have grave consequences for public
health - and for progress towards the targets
identified in the MDGs.

What are the reasons behind lower death rates for
children of more educated women? Transmission
mechanisms vary by country, but they include
nutrition, birth spacing and the use of preventive
health interventions (Malhotra and Schuler, 2005).
To take one illustration, levels of education are
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Figure 1.3: Under-5 mortality rate by mother’s level
of education, selected countries, most recent year
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Unlocking the wider benefits of education

positively associated in many countries with
vaccination levels among children (Figure 1.4).

Maternal mortality. Levels of education also

have an important bearing on maternal mortality.
Complications in pregnancy and childbirth are a
leading cause of death and disability among women
of productive age, claiming over 500,000 lives

a year. Trend analysis in maternal mortality

is problematic because of large margins of
uncertainty around the estimates. Nevertheless,
the best estimates for 1990-2005 show that
mortality rates are falling at a pace far below that
needed to achieve the target (MDG 5] of a 75%
reduction (WHO et al., 2007). Risk factors include
poor nutrition, anaemia and malaria.

Figure 1.4: Child vaccination and mother’s level of education,
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Good antenatal care can significantly reduce risk.
Apart from the direct benefits of pregnancy
monitoring, women who receive antenatal care are
more likely to use other health services, opt for
institutional delivery and seek professional advice for
post-delivery health complications (Ram and Singh,
2006). It should be emphasized that the relationship
between antenatal care and maternal welfare is
heavily influenced by the quality of the care, but
effective provision can sharply reduce both maternal
and infant mortality (Carolli et al., 2001; Osungbade
et al 2008). Education is important because it is
positively associated with recourse to antenatal
services. This is true for both primary and secondary
education, though once again some of the most
pronounced effects are to be found at secondary
level [Figure 1.5). The benefits of education are
transmitted through channels that range from
access to information to empowerment effects

and demand for entitlements. As in other areas,

the point to be stressed is not that improved access
to antenatal care justifies a strong public policy
emphasis on female education. The case for gender
equity is rooted in the fundamental human right

to education and not in incidental benefits. But any
country with a concern for accelerated progress

in child and maternal well-being should view the
evidence in Figure 1.5 as a useful measure of some
of the hidden costs of gender disparity in education.

Nutrition. Around one-third of children under 5

are stunted, with damaging consequences for
cognitive development and health, and often fatal
consequences for life (Chapter 2). Stunting is one
proxy for hunger, which the development goals

aim to halve by 2015 (MDG 1). Here, too, the world
is off track, and sub-Saharan Africa and South Asia,
the regions with the highest rates of stunting, have
made the least progress. Cross-country evidence
suggests education is powerful protection against
stunting. Recent research using household survey
data found that having a mother who had completed
primary education reduced the risk of stunting by
22% in Bangladesh and 26% in Indonesia (Semba

et al., 2008). This was after controlling for factors
such as household wealth, location and family size.
Higher levels of parental education in both countries
are associated with greater uptake of a range of
health inputs, including childhood immunization,
Vitamin A intake and use of iodized salt.

Other empowering effects mediating between
maternal education and the physical growth of
children have been observed. One potential pathway

involves the association between increased
maternal education and the decision-making
authority of mothers in claiming resources within
the household. In many contexts, mothers are more
likely than fathers to allocate household resources
in ways that promote child nutrition (Hug and

Figure 1.5: Antenatal care by mother's level of education,
selected countries, most recent year
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Tasnin, 2008). As Figure 1.6 shows, the inverse
relationship between stunting and maternal
education holds across a large group of countries
and all developing regions.

HIV/AIDS. The development goals call for countries
to ‘halt and begin to reverse the spread of HIV/AIDS'
(MDG 6). There is strong evidence that primary
education has a significant positive impact on
knowledge of HIV prevention, with secondary
education having an even stronger impact (Herz
and Sperling, 2004). One study, covering thirty-two
countries, found that women with post-primary
education were five times more likely than illiterate
women to know about HIV/AIDS (Vandemoortele
and Delmonica, 2000). Education systems could
play a far more active and effective role in
combating HIV/AIDS through teaching and
awareness-raising about risky behaviour.

Each of the areas considered above illustrates

the potential for education to accelerate progress
towards the MDG targets. In important respects,
though, static pictures of the potential benefits hide
some of the dynamic gains over time. For example,
increased female access to education generates
cumulative benefits linked to cross-generational
effects because the level of maternal education

is one of the strongest determinants of whether
daughters enrol in school (Alderman and King,
1998; UN Millennium Project, 2005a). Unfortunately,
costs are also cumulative. Just as the world today
would have far lower levels of child mortality

and stunting had there been greater progress

in education during the 1990s, so the education
deficits of today will result in human costs in the
future. Improving educational opportunity,
especially for girls, is not only a priority in its own
right but also essential for improving educational
outcomes in the next generation - and for reaching
wider goals in public health and nutrition.

Democracy and citizenship —

from local to global

Education is about much more than what happens
in schools. Through education, societies inculcate
their values and ideas, and equip their citizens
with skills. This year’'s Report focuses on education
governance. Yet education itself is intimately linked
to wider governance issues in society - and to

the empowerment of people. As Nelson Mandela
has put it: 'Education is the most powerful weapon
which you can use to change the world.’

Unlocking the wider benefits of education

Figure 1.6: Severe stunting among children under 3 by mother’s
level of education, selected countries, most recent year
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Some of the most powerful effects of education
operate through the channels of democracy and
participation. History provides plenty of evidence
that the effects are neither universal nor
straightforward. There are numerous examples,
past and present, of societies with a well-educated
citizenry that might not be considered model
democracies. And there are countries with relatively
low levels of education, as measured by indicators
for literacy and average years in school, that have
a well-developed democratic tradition. India is an
example. Yet education is conducive to democracy.
It has the potential to equip people with the skills,
attitudes and norms needed to hold governments
to account, to challenge autocracy and to assess
policies that affect their lives (Glaeser et al., 2006).
At an individual level, education is a crucial
determinant of whether people have the capabilities
- the literacy, the confidence, the attitudes - that
they need to participate in society (Sen, 1999). As

a concrete example, when poor and marginalized
people are educated, they are often more likely

to participate in meetings of local political bodies
and devolved bodies managing education, health
and water resources (Alsop and Kurey, 2005).

It is not just education that matters for democracy.
Cross-country research has drawn attention to the
importance both of the average level of education
and the education attained by the majority of society
in creating the conditions for democracy (Castello-
Climent, 2006). Recent evidence from sub-Saharan
Africa is instructive. Analysis of national survey
data in Malawi found that even primary schooling
promotes citizen endorsement of democracy and
rejection of non-democratic alternatives (Evans and
Rose, 2007b). Research into relationships between
education and democratic attitudes in eighteen
countries of sub-Saharan Africa strongly reinforces
this finding (Evans and Rose, 2007a). Controlling
for a wide range of factors, including religion, age,
gender and political preference, schooling emerged
as by far the strongest social factor explaining
adherence to democratic attitudes. Moreover,

the education effects increase in a linear form with
the levels of education attained. People of voting
age with a primary education are 1.5 times more
likely to support democracy than people with no
education, rising to three times more likely for
someone with secondary education. Here, too,

the democratizing effects of education appear

to operate through the channels of participation
and information: more education is significantly
associated with increased political discussion,

political knowledge and access to political
information from the media.

Due caution has to be exercised in extrapolating
lessons from research in a group of countries in
one region and applying them to other regions.
There is no one model for democratic governance,
let alone a universal blueprint for the development
of democratic institutions. Even so, the evidence
for Africa strongly suggests that investment in
education of good quality may be among the most
effective antidotes to autocracy and unaccountable
governance.

Links between education and citizenship go beyond
public attitudes towards democracy. One reason
education is conducive to democracy is that it can
facilitate the development of informed judgements
about issues that have to be addressed through
national policies. In any country, public debate and
scrutiny can help strengthen policy-making. And
once again, what is true at national level applies
internationally as well. One feature of global
integration is that governments and populations
worldwide face problems - in finance, trade,
security, environmental sustainability - that do

not respect national borders. Education has a key
role to play in fostering national and international
support for the multilateral governance needed

to address such problems.

Climate change provides an illustration. The role
of science in developing the skills and technologies
on which productivity, employment and prosperity
increasingly depend is well known. Less attention
has been paid to the role of scientific education

in increasing children’s awareness of the great
environmental challenges their generation faces.
Climate change poses a particularly stark set of
threats for humanity, in general over the long term
and for the poor in particular over the medium
term. Understanding the causes of climate change
is difficult because of the complex processes that
influence the build-up of greenhouse gases in the
atmosphere. Evaluating the effects is even more
challenging because of the time horizon involved
and the uncertainties about when and where
effects will be felt and how ecosystems will
respond. Similarly, any evaluation of policy
responses at national or international level has

to grapple with issues that range from energy
policy to approaches to burden-sharing in any
multilateral agreement.
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Understanding the science behind climate change
is a vital first step in raising the awareness needed
to drive political solutions to the threat. This is true
both technically speaking and in terms of people
having a sufficient grasp of evidence to assess

the action - or inaction - of their governments.
The PISA 2006 assessment of scientific literacy
among 135-year-old students offers some important
lessons (OECD, 2007b). When the assessment was
published, international attention focused on the
ranking of countries. Less emphasis was placed
on an innovative survey of the relationship between
scientific literacy and global environmental
problems. The results of that survey point to:

m A strong association between student levels
of environmental awareness and science
performance, in all participating countries.
On average, an increase of one unit on the PISA
composite index of environmental awareness
was associated with a performance difference
of forty-four score points.

= A significant relationship between science
knowledge and environmental awareness
on the part of the general public. The majority
of citizens in countries with a mean score
in science below the basic literacy threshold
(of 450 score points) were less aware of
environmental issues.

= An association, in all OECD countries surveyed,
between higher science performance and a
stronger sense of responsibility for sustainable
development. That is, students demonstrating
higher science knowledge reported feeling more
responsible for the environment.

These findings point to the potential for a double
dividend. Strong performance in science and
awareness of global environmental problems tend
to go hand in hand, and both are associated with

a sense of responsibility supporting sustainable
environmental management. Conversely, weak
performance in science is associated with lower
awareness of environmental problems. Failure

in scientific education will mean less widespread -
and less informed - public debate on issues such
as climate change and wider environmental
problems. This in turn will reduce the pressure

on governments to act. In facing up to the
challenge of global warming and wider problems,
EFA is a vital part of the toolkit for national and
international change. O

Conclusion

Conclusion

Much has been achieved since governments
signed the Dakar Framework for Action. Perhaps
more than in any other area, progress in education
bears testimony to the fact that international
commitments can make a difference. That does
not diminish the case for a greater sense of urgency
and stronger political leadership. The bottom line
is that ‘business as usual’ will leave the world far
short of reaching the commitments made. And as
this chapter shows, shortfalls in education come
at a high price.

Breaking with business as usual will require change
at many levels. Equity has to be put at the centre
of the EFA agenda. As Chapter 2 demonstrates,
inequalities in opportunity for education represent
a formidable barrier to the achievement of the
Dakar goals. Removing that barrier will require
political leadership and practical strategies that
tackle the underlying causes of disadvantage.

Governance is a central concern. The aim of good
governance in education, as in other areas, is to
strengthen accountability and give people a voice in
decisions that affect their lives so as to enable the
delivery of good-quality services. Good governance
is also about social justice and fairness. Education
for all, as the term itself makes clear, is about all
citizens enjoying an equal right to quality education.
Translating good governance principles into practice
involves reforms in institutional arrangements that
link children and parents to schools, local education
bodies and national ministries. Unfortunately, the
design of governance reform is often guided by
blueprints that produce limited benefits, especially
from the perspective of the poor, the marginalized
and the disadvantaged.

Accelerated progress towards EFA and the goals
set in the Dakar Framework for Action is a condition
for accelerated progress towards the MDGs. More
than that, it is a condition for the development

of more equitable and more sustainable patterns

of globalization. But accelerated progress towards
EFA cannot take place without a far stronger
commitment on the part of national governments
and international donors to equity in education.
Inequality has to be brought to the centre of

the EFA agenda. This Report explores why equity
matters, and what can be done nationally and
internationally to overcome disparities. [ |

Accelerated

progress towards

EFA requires

a stronger
commitment by
countries and

donors to equity

in education
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Chapter |2

The Dakar goals:
monitoring progress
and inequality

This chapter provides an overview of progress
towards the six Education for All (EFA) goals as

set out in the 2000 Dakar Framework for Action.
Using the most recent international data, it measures
performance against targets, compares the state

of education across countries and identifies trends.
Looking beyond national averages, the chapter

turns the spotlight on inequalities based on wealth,
gender, location and other markers for disadvantage.
Overcoming inequality would accelerate progress
towards the goals, unlocking wider benefits for
societies in the process.
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Introduction 40 .
Introduction
Early childhood care and The maxilm ‘to merove somethin, fir;t measure it
P, encapsulates the importance of monitoring
education: a long way togo .. 42 orogress towards the EFA goals. Effective
measurement can serve as a guide to policy,
PI"OQI"GSS towards UPE: focusing attention on the targets, giving early
q ) warning of failure, stimulating debate, informin
t t th d 56 : N )
nations a € crossroads ... advocacy and strengthening accountability. At the
international level, cross-country monitoring can
. help to identify areas of good practice and cases
Secondary educatlon. of underperformance. Above all, EFA monitoring
and beyond: some gains .. 84 is important because it charts progress towards
goals that are ultimately about improving the
. o . quality of people’s lives, extending opportunity
Meetmg the I|feIong Iearnmq and overcoming inequalities.
needs of youth and adults ... 91
Monitoring has a special role to play when it
. comes to international goals. Too often in the past
Adult literacy: governments have convened high-level summits
still neglected 93 on development, adopted bold sounding targets
and then failed to deliver. Education is no
. exception to the rule. A decade before the Dakar
Assessing gender disparities World Education Forum, the World Conference
and inequa"ties in education _ 97 on Education for All held in Jomtien, Thailand,
adopted the target of attaining universal primary
education (UPE] by 2000, along with a wider range
Ensuring both equity of similarly impressive goals. Results were less
and the quality of learning ____ 108 mpressive than the targets. National governments
and donors fell far short of their commitments,
but did so in the absence of intense scrutiny.
Education for All: Onedof tthJe dif{_erenczstﬁetweendthf iommtit[r)nints
. . made at Jomtien and those undertaken at Dakar
meha.lsurlng CtompOSIte 199 is that the latter have been subject to close
acnievemen

monitoring since 2002 by the EFA Global
Monitoring Report.

In this year's Report we identify areas of progress
and offer an early warning of impending failure. As
the 2015 deadline for achieving some of the Dakar
goals draws nearer, the urgency of breaking with
business-as-usual approaches becomes starker.

One of the most important time-bound targets

in the Dakar Framework is the commitment to
achieve UPE by 2015 - a commitment restated

in the Millennium Development Goals (MDGs).
The present Report argues that progress towards
this goal has been hampered by a systematic
failure to place equity at the heart of the EFA
agenda and by problems in improving the quality
of education. The Report focuses on four areas
that are central to achieving EFA by 2015:
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Early childhood care and education (ECCE).
What happens in the years between birth and
primary school is crucial. In this area the Report
makes for bleak reading. Around one in three
children in developing countries enter primary
school with their cognitive development
damaged, often irreparably, by malnutrition

or disease. This is not a viable foundation for
UPE. Most governments are failing to act with
sufficient urgency to break the link between child
malnutrition and lost educational opportunity.
Progress towards high-quality pre-school
provision and care, a vital condition for lifelong
learning and enhanced equity, remains slow and
uneven. And those with most to gain from ECCE
programmes are the least likely to have access.

Universal primary enrolment and completion.
Progress towards UPE has accelerated since
Dakar. Sub-Saharan Africa has made particularly
impressive strides, with many governments
increasing the priority attached to basic
education. Numbers of out-of-school children
are coming down. Ultimately, though, progress
has to be measured against the benchmark
established in Dakar of achieving UPE by 2015.
Under a business-as-usual scenario, that target
will be missed. The EFA Global Monitoring
Report 2008 has developed projections for

134 countries that accounted in 2006 for 64%

of out-of-school children of primary school age.
The results indicate that some 29 million will still
be out of school in 2015 in these countries alone.
Importantly, the projection does not cover
countries such as the Democratic Republic of the
Congo or the Sudan because of data limitations.
While trends can be changed, the current
trajectory is worrying. If the targets are to be
achieved, governments must attach greater
urgency to meeting the triple challenge of getting
all children into school, ensuring that they do

not drop out and providing the support needed
for them to complete the cycle. Several of the
world’s poorest countries have demonstrated
that rapid progress is possible. But deep-rooted
and persistent inequalities in opportunity,

based on wealth, gender, location, language

and other markers for disadvantage, constitute

a formidable barrier to UPE. For countries that
are close to UPE, going the final mile will require
practical strategies for reaching the most
marginalized. A strengthened focus on equity
will accelerate progress in all countries.

Introduction

The quality imperative. The ultimate aim of EFA
is to ensure that children receive an education
that enriches their lives, expands their
opportunities and empowers them to participate
in society. Much of what currently passes for
education fails to meet these criteria. Despite
serious data constraints in cross-country
monitoring of education quality, the scale of

the problem is increasingly apparent. Absolute
learning levels are so low in many developing
countries that millions of children complete
primary school without acquiring basic literacy
and numeracy skills. International learning
assessments point to very large gaps between
developed and developing countries. These gaps
are mirrored by large within-country disparities
in learning achievements. Education quality
problems are often exacerbated by the
dilapidated physical state of schools in many
countries and by severe shortages of teachers.

Progress towards gender parity. There has
been impressive progress towards gender parity
at primary and secondary levels. Yet many
countries failed to achieve the goal of parity by
2005. Countries in South Asia and sub-Saharan
Africa feature strongly in this group. Gender
gaps in education are often reinforced by other
markers for disadvantage, such as poverty and
ethnicity, but country experience suggests that
parity can be achieved given strong national
commitment accompanied by policies targeting
the main constraints.

The decision to focus on four priority areas does
not detract from the importance of the larger EFA
package. Indeed, a defining feature of the EFA
agenda is that it treats the six goals as part of

a single comprehensive, integrated framework.

In this respect, the Dakar Framework is far
broader than the Millennium Development Goal
framework, which addresses only UPE and gender
parity — an unduly restrictive approach. This
chapter also looks at post-secondary education,
youth learning opportunities and adult literacy.

In addition, its final section updates the EFA
Development Index (EDI), a composite measure

of overall progress. O

Partial projections
indicate that well
over 29 million
children of primary
school age will

still be out of
school in 2015
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CHAPTER 2

Early childhood care and
education: a long way to go

Goal 1: Expanding and improving comprehensive
early childhood care and education, especially for
the most vulnerable and disadvantaged children.

The path towards Education for All starts long
before primary school. Adequate nutrition, good
health and an emotionally secure, language-rich
home environment during the earliest years are vital
for later success in education and life. Yet millions
of children lack these advantages and are locked

at an early age into long-term cycles of deprivation.
Failure to deliver on the early childhood goal is
hampering overall progress towards the EFA targets
set in Dakar.

Well-designed early childhood care and education
policies are a powerful antidote to inherited
disadvantages. Monitoring evidence suggests,
however, that many governments are failing to
apply that antidote in two key areas.

The first is child health. One in three children
below the age of 6 in the developing world will start
primary school with their bodies, brains and long-
term learning prospects permanently damaged by
malnutrition and ill health. This has important but
widely ignored implications for education. Getting
children into primary school is an important part

of the Dakar promise. When so many of the children
entering school have had their lives blighted by
sickness and hunger, improved access alone is

not a secure foundation for education for all. That
is why governments urgently need to strengthen
the link between child health and education.

The second area of concern is pre-school provision.
While coverage rates are increasing worldwide,
early childhood services of good quality remain
inaccessible to the majority of the world’s children.
This is especially true for children in the poorest
countries - and for the most disadvantaged among
them. The upshot is a perverse outcome for equity:
those with the most to gain from ECCE are least
likely to participate.

This section builds on the comprehensive analysis
set out in the EFA Global Monitoring Report 2007
on ECCE. It is divided into three parts. After a
brief overview of childhood development stages,
the second subsection looks at child health and

nutrition, two foundations for early childhood
development and lifelong learning. Using the MDGs
as a benchmark for assessing performance, a stark
message emerges: governments are failing children
on an international scale. The third subsection
focuses on ECCE delivery and provision.

The crucial early years

Child development starts in the womb, where it

is affected by the state of the mother’s health and
nutrition. The period between birth and age 3 is one
of rapid cognitive, linguistic, emotional and motor
development, with explosive growth in vocabulary
starting around 15 to 18 months. Development from
age 3 is marked by the emergence of increasingly
complex social behaviour, problem-solving and
pre-literacy skills that build on earlier achievements
[Harvard University Center on the Developing Child,
2007; National Scientific Council on the Developing
Child, 2007). This is a critical period for acquisition
of the cognitive skills that will carry children
through school and influence their life chances

in adulthood.

Many factors affect cognitive development. Genetic
factors interact with social and environmental
influences in shaping the physiological processes
through which neurons in the brain form sensing
pathways which in turn shape cognitive development
and behaviour (Abadzi, 2006). Neurological research
continues to shed light on the processes at work.
Physiological factors are important. Malnutrition or
micronutrient deficiency in the first two years of life
can impair brain development and the functioning
of the central nervous system, with irreversible
consequences (Grantham-McGregor and Baker-
Henningham, 2005; The Lancet, 2008). Other
processes are linked to the quality of the home
environment, including care provision and cognitive
stimulation. Childhood poverty is one of the

most powerful negative influences on the home
environment (Farah et al., 2005; Noble et al., 2007).
Its impact is cumulative, with poor cognitive
development leading to weaker academic
outcomes and more limited life chances.

The simple message to emerge from the complex
field of neurocognitive research is that early
experience is critical. There are no rapid-rewind
buttons through which deprivation can be offset
and no quick fixes for the injury to cognitive
development. Early childhood cognitive damage
is for life.



THE DAKAR GOALS: MONITORING PROGRESS AND INEQUALITY

Early childhood care and education: a long way to go

Damage prevention is better than cure for reasons
of both equity and efficiency. It is unfair for children
to be held back in life because of circumstances -
such as having poor parents - over which they
have no control. The efficiency argument for ECCE
is backed by evidence pointing to high private

and social returns: not just improved academic
performance, higher productivity and higher
income, but also improved health and reduced
crime. As the Nobel Prize-winning economist
James Heckman has put it: ‘Early interventions

in children from disadvantaged environments raise
no efficiency-equity trade-offs; they raise the
productivity of individuals, the workforce and
society at large, and reduce lifetime inequality

by helping to eliminate the accident of birth’
(Heckman and Masterov, 2004, p. 5).

Child health and nutrition:
slow and uneven progress

Rapid progress towards UPE cannot be sustained
as long as progress in tackling child health
problems remains slow. High levels of child
mortality and malnutrition represent a formidable
development challenge in their own right. They are
also symptoms of wider problems that directly
affect education.

There is good news: most indicators for child
welfare are improving in most countries. In some
cases the rate of progress has been impressive:

wm Child survival: In 2006, there were 3 million fewer
deaths of children under age 5 than in 1990 -
a decline of one-quarter. In 1990, one South
Asian child in every eight died before their fifth
birthday. The figure is now one in twelve.
Bangladesh, Ethiopia, Mozambique and Nepal
are among countries having reduced under-5
mortality by 40% or more (UNICEF, 2007).

m Vaccination: Increased immunization is saving
lives. World Health Organization projections
for 2007 indicated that 75% of children in the
seventy-three countries covered by the GAVI
Alliance (formerly the Global Alliance for
Vaccines and Immunisation) had been
immunized with three doses of the diphtheria,
pertussis and tetanus vaccine (DPT3) - up from
64% in 2000 (GAVI Alliance, 2008). Vaccination
against measles is estimated to have cut deaths
worldwide by 60% and in sub-Saharan Africa
by 75% (UNICEF, 2007).

m HIV/AIDS. At the end of 2007, some 3 million
people in developing countries were receiving
antiretroviral therapy, up from 30,000 in 2002.
Improved access to drugs intended to prevent
mother-to-child transmission - a major cause
of the 370,000 annual new cases of HIV/AIDS
among children - is starting to have an impact
[UNAIDS, 2008).

In each of these areas strong national policies

backed by global initiatives are making a difference.

One example is the Global Fund to Fight AIDS,
Tuberculosis and Malaria, established in 2002.
As of mid-2008, it was providing 1.75 million people
with antiretroviral treatment (a 59% increase in
one year] and 59 million antimalarial bed nets
(doubling provision over the course of the year)
(Global Fund to Fight AIDS, Tuberculosis and
Malaria, 2008). While many targets have been
missed and insufficient attention has been paid
to strengthening national health systems, these
are real achievements.

The bad news is that current efforts fall far short
of what is required. Notwithstanding the ready
availability and affordability of interventions with
proven effectiveness, key targets set under the
MDGs for child health will be missed.

Child mortality: slow progress
and large inequalities

Child mortality is one of the most sensitive
barometers of well-being for children under 5.
While the measure itself captures premature
death, it also provides an insight into the health
and nutritional condition of the next generation
of primary school-age children.

Each year around 10 million children die before
they reach the starting age for primary school
(UNICEF, 2007). The vast majority of these deaths
result from poverty-related infectious diseases
and inadequate access to basic services, such as
clean water and sanitation. Around 1.8 million
children die annually in developing countries for
want of these latter two commodities that people
in rich countries take for granted (UNDP, 2006).
Sub-Saharan Africa accounts for half of all under-5
deaths, and its share is growing. South Asia
accounts for one-third of such deaths.

Childhood mortality figures represent the tip of an
iceberg. The diseases that account for the bulk of
child deaths, such as pneumonia (19% of the totall,

Around 1.8 million

children

die annually

in developing
countries for
want of basic
services, such
as clean water
and sanitation
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diarrhoeal infections (17%]), malaria (8%) and
measles (4%), inflict far wider and often lasting
damage on children’s development prospects
(Patrinos, 2007; WHO, 2008). For example,
diarrhoea is both a cause and a consequence

of micronutrient deficiency. Pneumonia not only
claims the lives of some 2 million children a year
but is also a major opportunistic infection
associated with diphtheria, whooping cough and
measles (Simoes et al., 2006). Maternal malaria
is a significant cause of intrauterine growth
retardation and low birth weight, and, in Africa,
of childhood anaemia (Breman et al., 2006). The
major diseases implicated in child mortality also
have consequences for education through long-

term effects on nutrition and cognitive development,

as well as on school attendance and learning.

In the MDGs the world’s governments have pledged
to cut under-5 deaths by two-thirds, from 1990
levels, by 2015. Without a greatly intensified effort,
that goal will be missed by a wide margin

(Figure 2.1). The situation in sub-Saharan Africa

Is particularly worrying. The region as a whole

has been reducing child mortality at one-quarter
the required rate and only three out of forty-six
countries are on track for the MDG target. In South
Asia, the observed rate of decline for 1990-2006

is around one-third what is required to achieve

the MDG. These are large statistical deficits, with
large associated human costs. At global level,

the projected gap between the MDG target and

outcome in 2015 can be measured in terms of
the 4.3 million child deaths that would be averted
if the goals were achieved (UNICEF, 2007).

Childhood health and survival, and their effects on
cognitive development and education, are heavily
influenced by patterns of inequality. In many
countries being poor and rural dramatically reduces
the prospect of surviving to the fifth birthday. For
example, in Bolivia and Nigeria, child death rates
among the poorest quintile are over three times
those of the wealthiest 20% (Figure 2.2). These
disparities reflect underlying inequalities in
nutrition, vulnerability and access to health services.

Reducing health disparities would deliver a high
pay-off in terms of lives saved. Cutting child death
rates among the poorest quintile of households to
the levels prevailing among the richest 20% would
reduce overall deaths by some 40% (UNICEF, 2007).
Unfortunately, mortality data suggest that many
countries are moving in the wrong direction

(Figure 2.3). Disaggregating child mortality data for
twenty-two countries for which household survey
data by income quintile are available shows that:

In nine of the seventeen countries that have made
progress in reducing child deaths, the mortality
gap between the richest and poorest quintiles
has widened. In Nicaragua, the Philippines and
Zambia the rate of improvement for the poorest
20% fell far behind that for the richest.

Figure 2.1: Rates of decline in under-5 mortality in 1990-2006 and required rates for 2007-2015 to meet the MDG

Observed rate of decline
in under-5 mortality, 1990-2006 (%)
[=2]
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Required rate of decline in under-5 mortality, 2007-2015 (%)

Notes: The area of each circle represents the relative number of current under-5 deaths. The closer the circle is to the on-track line, the closer it is to meeting the MDG.
Regions presented are those used by UNICEF, which differ to some extent from the EFA regions.

1. Central and Eastern Europe, and the Commonwealth of Independent States.
Source: UNICEF (2007).
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Early childhood care and education: a long way to go

Figure 2.2: Under-5 mortality rates by location and income group,
selected countries, most recent year

Figure 2.3: Ratio of under-5 mortality rates
of the richest 20% compared with those of the poorest
20% of households, selected countries, most recent year
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Source: Demographic and Health Surveys, calculations by Gwatkin et al. (2007a).

= Among the five countries in which child mortality
has increased, the gap between rich and poor
widened in Nigeria and Uganda.

The trends in child mortality point in a worrying
direction for education on two counts. First, there
is a widening disjuncture between the rapid
progress in primary school enrolment and the slow
progress on child mortality. The implication:
childhood diseases will corrode the potential
benefits of improved access to education. Second,
to the extent that child mortality disparities mirror
wider health status, there is a danger that child
health inequalities will reinforce the other
educational disadvantages facing children from
poor rural households once they enter school.

Child malnutrition undermines potential
and impedes progress

Malnutrition is the world’s most serious health
epidemic and one of the biggest barriers to UPE.

The epidemic affects one-third of children less than

5 years old. It also accounts for around one-third
of the global disease burden for the age group and
some 3.5 million child deaths annually (Black et al.,
2008). Yet its importance is understated 