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1.
The Setting.  

Following the target set at the 2000 Dakar World Education Forum to reach “Education for All” (EFA) by 2015, there has been a worldwide resurgence in the recognition of the crucial role good quality basic education plays in economic and social development.  This greater attention to education’s role in the development process has been reinforced by the focus on the Millennium Development Goals (MDGs) as the main indicators for assessing progress in poor countries, and the inclusion of two education indicators among these goals.     

The renewed focus on education is especially important for the development of Sub-Saharan Africa (SSA), the region which has both the lowest level of human capital and the highest level of absolute poverty.  Most SSA countries are far from reaching EFA, and they will not be able to growth fast enough to attain the poverty reduction and other MDGs without first improving their human capital base.  To achieve this represents a major challenge given that all the 25 countries at the bottom of the 2003 UNDP Human Development Index are in SSA.  The average education attainment of SSA’s adults is about three years, which is only half of what historically has been the minimum threshold for achieving sustained growth. Even more education is necessary to succeed in today’s knowledge- and ICT-based global economy.  And since most of those with little education are poor, this limits the productivity of their main asset, labor, thus hampering the pro-poor distribution of growth needed to reduce poverty.  Basic education, especially for girls and women, also helps advance other MDGs, especially those related to health.  Finally, literate citizens are the foundation of well-functioning democratic institutions, and are necessary for achieving social cohesion and peace which, in turn, are other pre-conditions for growth.    

In short, achieving good quality basic education for all is both an end in itself and a means for attaining other MDGs.  However, agreement at international conferences on ambitious target dates for attaining this goal in SSA is nothing new.  For example, since 1960, the international community has set three successive target dates for achieving Universal Primary Education (UPE) in developing countries.  The first target was1980, agreed on in the 1960s at four regional conferences covering Asia (Karachi, 1960), SSA (Addis Abeba, 1961), Latin America (Santiago, 1962) and the Arab States (Tripoli, 1966).  When that target was not reached
, 2000 was agreed on as the new date in Jomtien in 1990.  A further delay to 2015 was agreed in 2000 in Dakar when UPE was broadened to “Education for All” (EFA). UPE remains the most important of the six EFA goals, and is also one of the two education goals included among the MDGs. 

Will the Dakar targets for SSA fare better than those agreed on in Addis Abeba and Jomtien?  This paper argues that the opportunity for SSA to make significant progress towards EFA is greater now than at any time since the early 1980s.  However, for this opportunity to materialize, countries need to overcome major obstacles which are difficult to tackle in a context of growing poverty, weak institutions and the increasing negative impact of the HIV/AIDS pandemic.  To help countries overcome these obstacles, external aid for education needs to increase in volume and be better adapted to the particular problems faced these by slow-growing low-income countries, with weak institutional capacity that are far from attaining EFA (the “hard core” EFA countries).  In particular, more financial assistance alone is not sufficient.  External agencies need to accompany such assistance by more and improved technical support
, to help this group of countries build their institutional capacities -- largely by mobilizing, developing, utilizing and retaining existing national expertise -- to address their special obstacles.     

The paper is organized as follows.  Section 2 defines the term “hard core” EFA countries, and explains why – under certain conditions -- there is room for optimism that their progress towards EFA may be better than predicated by studies conducted following the 2000 Dakar World Education Forum.  Section 3 argues that the policies and programs required to enroll the children not yet enrolled and, especially, to eliminate dropout and improve learning outcomes, are far more demanding in terms of “political economy” and institutional capacity than those needed for the largely “linear” expansion of admission, with little attention to quality, that characterized the past couple of decades.  Section 4 illustrates some aspects of these policy and institutional capacity constraints.  Section 5 argues that the international community’s own capacity to provide technical support to help countries address their capacity constraints is declining, and argues that this needs to be addressed along with the reasons why past technical assistance has not been effective.  Finally, Section 6 explores how external aid could become more effective in providing technical support to building local capacity by helping countries mobilize, strengthen, utilize and retain existing local and regional capacity.  The paper proposes that a special team of education specialists be created in an existing institution to manage this process.  
2.
The “hard-core” EFA countries.  

So far, the international community’s efforts to develop an EFA assistance strategy have not focused sufficiently on the particular problems faced by the countries that are the furthest away from reaching EFA. The exact composition of this group would need to be defined as part of the definition of such a strategy.  For the purpose of this paper, suffice it to note that most of these countries are in SSA and share the following characteristics: 

· Being far from EFA. Based on a composite index comprising four of the six EFA goals, the 2005 EFA Global Monitoring Report found that, in 2001, 22 of the 30 SSA countries for which data were available were “far” from reaching the EFA goals. Similarly, Bruns (2003) estimates that 25 of the 48 SSA countries were “seriously off track” to reach universal completion of primary education by 2015, and another 10 were “off track”.  These 35 countries comprise 83% of SSA’s population of primary school age.  All but one of the IDA countries estimated to be “off track” are in SSA.  Finally, an earlier study based on universal enrollment, rather than the more demanding (but better indicator) of universal completion, found that more than half of the SSA countries are off track (Carceles, 2001). 

· Stagnation at a low level of per capita income.  Excluding South Africa, SSA’s GDP per capita (in 1987 US dollars) declined from about $525 in 1970 to $336 in 1997. All other regions saw their GDP per capita increase during this period, from $1216 to $1890 (55%) in Latin America, from $239 to $449 (88%) in South Asia and from $157 to $715 (355%) in East Asia (World Bank, 2000).  Overall, SSA’s growth has picked up a bit in recent years (GDP per capita increased by 1.3% annually during the period 1995-2002), but this average masks a decline also during this period in about 1/3 of the countries (World Bank, 2004). 

· A high level of war/civil strife.  During the 1990s, a large number of SSA countries were affected by extensive internal and/or external conflicts.

· Weak institutional capacity:  The improvement of the institutional capacity of the education sector has proven an elusive goal in most SSA countries, and use of external aid for this purpose has in most cases shown a poor track record.  Even when capacity has been created, it has been difficult to retain.  Many countries are trapped in a situation where education development -- and economic growth -- is severely constrained by weak institutional capacity, but where efforts to develop capacity are unsuccessful because the economy does not generate the resources necessary to sustain financially the capacity created.    

However, while most SSA countries entered the 21st century largely “off track” to reaching EFA by 2015, developments over the last five to ten years may have laid the foundation for bringing many countries back on track.  Three developments give particular grounds for optimism:  

· Since the mid-1990s, most countries have made major gains in tackling the key causes for the failure to meet past education targets.  These include better education and macroeconomic policies, improved governance, and less civil strife (especially in DRC, Ethiopia, Nigeria and the Sudan which together account for 40% of SSA’s population of school age). 
· Recent data confirm a marked turnaround in primary education since the late 1990s.  The Region’s average Gross Enrollment Ratio (GER) increased from 78% in school year 1998/99 to 83% in 2000/01, and to 91% in 2002/03, reflecting a broad-based increase in access in nearly all countries at a level not seen since the 1970s.  Partial data for more recent years and experience at the country level confirm that this upturn is real and continues. 
· Although the increased reliance on direct budget support makes it difficult to track development in external education aid, there are clear indications that such aid is increasing, both in terms of overall volume and in terms of the share allocated to primary education.  The various initiatives underway to increase development aid for Africa should strengthen this trend.  In addition, countries benefiting from debt relief under the Heavily Indebted Poor Countries (HIPC) Initiative have committed to devoting an average of 40% of their debt payments savings on basic education.  A recent review shows that countries are largely meeting this commitment (Hinchliffe, 2004).  Again, if successful, current efforts to broaden debt relief will strengthen its positive impact on education financing.  

These developments raise the possibility that progress towards UPE during the period 2005-2015 could resemble more SSA’s good performance of the 1960s and 1970s than the poor one of the 1980s and the 1990s
.  However, in order for this to happen, the international community and SSA countries must work together to address the particular capacity problems these “hard core” EFA countries face in implementing the type of policies and programs required to reach EFA.  

3.
Challenges in reaching UPE.

Attaining UPE will require that all children enter primary school, complete the cycle, and acquire a set of basic skills. In 2001/02, about 93% of SSA children entered school, 2/3 of whom reached the end of the cycle, and of these, only half mastered the expected basic skills.  Thus, the overarching challenge of attaining UPE has shifted from a general increase in admission to (a) enrolling the last 10-15% of children; (b) improving learning outcomes; and (c) reducing dropout. 
To successfully develop and implement the policies and programs required in these three areas will be more demanding than those required for the expansion of access, with little attention to quality, which characterized past programs. Improving the quality of the learning process is likely to be the single most difficult challenge in reaching UPE.  Views differ with regard to what constitutes “good quality education” and how quality impacts learning and dropout
.  However, what is of  particular interest in the context of the present paper is that progress in improving quality in most SSA countries is severely constrained by capacity constraints, both with respect to the difficult political economy of implementing reforms in the SSA economic context, and poor institutional capacity to develop and implement policies and programs.  

While improving quality will be the greatest challenge, even expansion of access to those not enrolled will be more difficult -- and require stronger institutional capacity to achieve --  than in the past since most non-enrolled children live in rural areas and/or belong to poor households and other vulnerable groups.  The former may require provision of small rural schools and special incentives to get teachers to work at these schools, while the latter group may require special interventions on the demand side and, especially, abolition of fees where they still exist
.  An added challenge is that by 2010, one out of ten children of primary school age will be an orphan, largely due to the HIV/AIDS pandemic.  Finally, even the general expansion in access needs to continue since the school-age population in SSA is projected to increase by 26 million (24%) between 2000 and 2015, as compared to only 6% in South Asia, and decreases in Latin America (4%), East Asia (13%), and Europe and Central Asia (23%). 

4.
Capacity constraints 
SSA’s difficulties in achieving EFA and, more generally, in timely implementation of donor-supported education policies and programs, are often explained by “weak capacity”, or “low absorptive capacity”.  The importance of the constraint that “weak capacity” places on SSA’s ability to implement education programs and, more generally, on the effectiveness of resources use in the education sector, is well recognized both inside and outside Africa
.  The “capacity problem” is manifested in many ways, depending on the country and particular program component.  In exploring how external aid can more effectively alleviate capacity constraints, it is useful to distinguish between constraints related to (a) the “political economy” of education reforms, and (b) weak technical capacity.
(a)
Political economy of education reform.  An important lesson from successful countries is that strong political commitment is a pre-requisite to successful implementation, especially of politically difficult reforms.  For example, there is often agreement at the technical level between countries and external partners on the content of necessary reforms, but implementation may not proceed because of weak political commitment.  In turn, this is often caused by the difficult “political economy” of reforms in “hard core” EFA countries.  Most of these countries have both high unmet social demand for education, fuelled by young and fast-growing populations, and slow-growing, largely rural-based economies.  These economies do not generate the tax revenues necessary to both reach UPE and provide publicly-financed secondary education for primary education graduates, nor do they generate the modern sector jobs which the graduates seek.  In fact, many countries are trapped in a vicious circle wherein a low skill base constrains economic growth, but where low growth in turn severely limits their financial space to improve skill levels as well as the “political space” necessary to introduce reforms needed to reach UPE.    

The following types of key policy choices illustrate some aspects of this difficult political economy of education reform in “hard core” EFA countries
:  

· Budget trade-offs: In the absence of growth, increased public investments to reach EFA often require the redistribution of the benefits generated by the present use of public budgets, away from post-primary education which favors the better-off population groups, and in favor of those who are not entering primary schools, i.e.,  largely the rural poor. Redistributing a shrinking pie is very difficult politically, especially when the children of those in charge of implementing the change would be the principal losers. 
· Teacher salaries:  SSA teachers have strong unions, and the success of reforms depends on their support.  This is difficult to obtain in the context of the major decline in teacher salaries which has taken place in Africa over the last two to three decades, resulting from declines in both GDP per capita (see section 2 above) and teacher salaries relative to GDP per capita, especially in Francophone countries
.  Budget constraints severely limiting the recruitment of teachers have been the main obstacle to improved access in the countries furthest away from UPE.  This is illustrated by the sharply increased admission rates in most Sahelien countries after they started to recruit contractual teachers at salaries well below those of civil servants
.  However, the positive impact of recruitment of contractual teachers on enrollment is dampened by Governments’ insufficient attention to the training and carrier needs of these teachers, again reflecting weak institutional capacity.
· Secondary education:  While UPE should be free, what strategy should countries adopt for public financing of secondary education?  Should they gradually increase the duration of primary education for all by one or two years, and then be selective about public financing beyond this longer basic cycle, or should they aim at universal intake of all primary school graduates to lower secondary education?  The financial implications of different choices are very different as illustrated in Mingat (2004b) for 10 Francophone SSA countries.  Moreover, employment for graduates is a serious problem in SSA’s slow-growing rural economies
.    

· Higher Education:  To successfully join the knowledge-based global economy, SSA must revitalize its higher education.  For most countries this means limiting access to many traditional programs which respond poorly to current job opportunities, and prioritizing quality improvement and the labor market relevance of all programs. Again, to develop and implement such reforms requires both good technical capacity and strong political commitment.  

The choices that countries make with respect to the above sort of issues will have a major impact on labor markets, education financing, equity, and perhaps social stability.  Many of the necessary reforms are controversial, and evidence in their support is often poorly documented and presented.  However, the fact that many countries have succeeded shows that there are ways of overcoming such obstacles through a combination of good technical preparation, development of political commitment, strong advocacy and consensus-building with key stakeholders.  
(b)
Technical capacity.  In addition to “policy” constraints, education development in low-income African countries is hampered by their limited technical capacity.  These include:  
· Preparation of policies and programs for decision makers.  This is one of the most important areas of capacity constraints, and possibly the one that gets the most attention from donors.  The constraints range from fairly basic planning such as optimal location of new schools and timely training of new teachers, to conducting the basic analytical work to underpin policy decisions in areas such as choice of language of instruction; provision of literacy/non-formal education; ensuring equal education opportunities for orphans; and policies for addressing the increased demand for post-primary education resulting from EFA.  Traditionally, discussion of “capacity problems” in the education sector in SSA was largely limited to the various planning and management processes within the ministry of education.  As discussed below, today the education sector also needs to interact with other stakeholders, including the ministry of finance and parliamentarians who approve the sector’s budget.  
· Translation of policy objectives into concrete actions.  When policies and programs have been decided on in quite general terms, countries often lack the capacity to operationalize them.  Examples include development of implementation modalities for policies such as “free” primary education, reduction in repetition and dropout, increased accountability of teachers, maintaining teachers in rural areas, and decentralization of education management. 
· Development of ownership by key stakeholders.  The consultation of ministries of education with other stakeholders on the preparation and implementation of education reforms, is often very poor.  This leads to resistance or lack of active support for important reforms.  Three groups of stakeholders are of particular importance: (i) policy makers in other sectors, and especially ministries of finance and ministries responsible for local government and for managing the civil servants; (ii) teachers’ unions, whose support is often critical to the successful implementation of reforms; and (iii) parents whose active involvement is also key to success of a number of policy reforms.   
· Implementation of well-prepared programs.   Policies and actionable programs may have been defined with at least some stakeholder consultation, but timely implementation is often hampered by poor technical capacity.  Limited “implementation capacity” is increasingly cited as a problem with respect to countries’ ability to “absorb” more development aid.    
· Monitoring and evaluation.  Finally, most education programs under implementation suffer from poor monitoring and evaluation capacity.  This seriously affects the ability to assess the cost-effectiveness of different policies and programs, and to address problems that may arise during implementation.  Countries’ ability to mobilize external financing is increasingly likely to be affected by their ability to demonstrate progress towards agreed performance indicators and to adjust program designs to lessons learned.  This requires capacity to produce disaggregated standard education statistics, as well as to conduct regular assessments of student learning achievement and ad hoc evaluations of the results of policy reforms, innovations and experiments. A national capacity to undertake education research is crucial.

To summarize, education progress in SSA is constrained by a combination of both political and technical capacity constraints.  External aid can play an important role in alleviating these constraints by creating the “political space” needed to develop agreement on reforms, as well as by strengthening the technical capacity needed to develop, implement and manage the policies and programs required.   
5.
The need for more and better technical support for “hard core” EFA countries.
This paper argues that to effectively help “hard core” EFA countries accelerate their progress towards EFA, increased external financial aid needs to be accompanied by high-quality technical support in areas such as provision of policy advice, and support for analytical work, knowledge-exchange and consensus building activities among education stakeholders.  This supply of more and better technical support must be provided in a way that both helps accelerate the progress towards EFA and helps build capacity in the process.  Furthermore, this increased provision of technical support must be accomplished in a context where (a) the capacity of aid agencies to provide high-quality technical support seems to be declining; and (b) the type of technical support traditionally provided under externally-supported capacity-building programs have a poor track record in building local capacity.  
(a)
Declining international capacity to provide technical support.  At the inception, development assistance focused more on technical than financial aid. Gradually, this has changed as bilateral and multilateral agencies were established to provide both types of assistance.  In the field of education, it now appears that while the volume of financial aid is increasing, the capacity of the international community to provide high-quality technical support in a well-coordinated fashion may be declining. In exploring the reasons for this development, it is useful to distinguish between (i) the supply of technical support, (ii) the demand for such support and (iii) the functioning of the market for technical support.  

(i)
With respect to the supply side, aid agencies provide policy advice and other technical support through two different modalities:  (a) directly by their own staff, or through staff/ technical agencies contracted by them, and financed as part of their support for preparation and implementation of education sector programs; and (b) indirectly as part their funding of sector programs, and provided by a variety of individual consultants, consultancy agencies, and academic institutions contracted by recipient governments.  It is important to distinguish between these two different modalities of provision of technical support since the actions required to address any shortcomings may be quite different.  
With respect to support provided by staff of international agencies, one may distinguish between technical and financing agencies.  The main technical agency in the education sector, UNESCO, has seen an unfortunate long-term decline in its capacity to provide high-quality technical support.  While some of its institutes and regional offices continue to provide good quality operationally-relevant technical support, overall UNESCO’s capacity is severely constrained by its limited budget and quite dispersed work program on many small projects (there has been recent efforts to address the latter).  
The technical capacity of bilateral and multilateral financing agencies varies considerably.  However, with few exceptions, these agencies also have quite few technical staff.  Moreover, the ongoing shift by most agencies, away from project to direct budget support, seems to be associated with a further reduction in their technical capacity in the education sector. Relying on the countries’ own budget and administrative processes -- as done when aid is provided as budget support -- has many advantages over aid provided through projects which often operate parallel to these processes.  Direct budget support also helps to elevate some of the key issues faced in the education sector to a higher political level within governments.  However, since the administrative budgets of financing agencies are also very constrained, this shift in attention also means that they have fewer resources available for assisting countries on technical education issues.  As a result, what is gained in improved focus on macro and inter-sectoral issues risks being lost by less focus on education-specific issues.  In low-income SSA countries, regardless of the funding instrument used, aid agencies need to have the capacity to provide support in both areas.
In fact, one driving force behind the move towards budget support is a desire by agencies to reduce the “administrative” cost per dollar of the aid provided. To achieve this by reducing the level of technical support accompanying their financial support may be a highly flawed measure of efficiency.  Therefore, to help ensure that the increase in external education financing has its desired impact on accelerating SSA’s progress towards EFA, this development needs to be given urgent attention, especially by the partnership developed under the “Fast Track Initiative”
.  
(ii)
With respect to the demand for technical support, two different factors may be noted.   First, many developing countries in Asia and Latin America have succeeded both in developing educational systems that can create good technical capacity and in attaining a level of economic growth that have enabled them to retain the capacity created.  Thus, these countries are less dependent on outside technical assistance, and are generally well informed about where to find such assistance when needed to supplement their own expertise
.   

Second, the move towards direct budget support also affects the financing of technical support under aid programs and, hence, the demand for such support from countries.  An illustration of this is that it has proven more difficult for education ministries to get financing for analytical work, knowledge sharing and technical support through the national budget processes than when such support was externally financed through projects.  One reason is that it is difficult in the national budget process to provide more resources for this type of purposes for the ministry of education than for other ministries.  This reflects the problem of prioritizing certain ministries and programs over others in a context of very tight budgets, especially for this type of “soft investments”.  Therefore, if aid agencies want to give high priority to this type of capacity-building activities, they will need to find ways of financing them directly even within a context where most education aid is given as budget support.  
(iii)
Finally, as noted above, in addition to aid agency staff, the technical assistance market comprises a large number of suppliers including individual consultants, consultancy agencies, and academic institutions
.  In general, this source of expertise is very fragmented and neither the providers nor the users have anything like full information on what expertise is available to most effectively address the problem at hand. Sometimes quality assurance of the support provided can also be a problem. Moreover, the financing of assistance by a particular donor is sometimes tied to use of institutions in that donor country.  As discussed under point 6(b) below, there is a need to better “coordinate” the supply of technical expertise to ensure that SSA countries get the best quality advice available.  
 (b)
Limited effectiveness of traditional support for capacity-building.  Support for capacity building has been an integral part of development aid since its inception. This support has ranged from education-sector specific interventions to large-scale civil service reforms that reached well beyond the education sector.  However, as a rule, such assistance has seldom succeeded in developing sustainable capacity.  Traditional support for capacity-building generally comprises a combination of three types of interventions: training of education sector staff, short and long-term technical assistance (TA), and equipment.  Key limitations of this type of assistance include:

· Limited impact.  In the past, external training and, especially, long-term TA have accounted for an important share of the development assistance in the education sector.  Long-term TA has been provided in the form of external consultants, often from donor countries, operating as individuals, or through institutions.  The use of this type of assistance has declined in recent years since it has seldom succeeded in creating lasting capacity.  The reasons vary from poor quality of the TA and/or of the counterpart appointed to be trained, to weak institutional set-up of education ministries, limiting the impact of even good TA and well-trained counterparts.  Even when high-quality TA is provided, the experts very often end up doing the job and substituting for -- rather than complementing and strengthening -- existing capacity.  Thus, the potential strength of external TA, i.e., provision of high-quality hands-on training on the job, seldom works.  

· Capacity creation versus utilization of existing capacity. “Capacity building” goes well beyond “capacity creation” to include mobilization, strengthening and effective utilization of existing capacity.  In general, governments have not done enough to draw on existing capacity outside the ministry of education, e.g., in universities, in the private sector, and at the local level.  Even the capacity within the education sector is often used ineffectively. A new approach to “capacity-building” needs to find a better balance between building new capacity, and mobilizing, strengthening and making use of existing capacity. 
· Difficulty in retaining capacity created. Even in the cases where strong national competence is created, poor working conditions -- e.g., lack of merit-based appointment and promotion practices; little use by policy-makers of the technical advice given; frequent turnover of technical and management staff, often related to change in ministers; low salaries -- make it often difficult for ministries to retain the capacity created.  The economic decline experienced by most low-income SSA countries over the last 30 years has been a major factor contributing to the underutilization and difficulty in retaining existing capacity.  

· Insufficient focus on regional cooperation and knowledge-sharing.  Part of the financing used for long-term TA could have been used for knowledge exchange between African countries in order to help them use, enhance and retain local capacity.  In addition, experience shows that peer learning among staff and policy makers from different countries is a very effective mode of hands-on learning that often leads to south-south collaboration and technical support.

In short, improving institutional capacity in SSA has proven an elusive goal, and external assistance designed for this purpose has a rather poor track record.  How can external assistance better help meet this challenge?    
6.
New modalities for providing technical support for capacity building.  

This paper argues that any successful externally-supported strategy for developing capacity must focus more on how to better mobilize, utilize, strengthen and retain existing national capacity rather than concentrating largely on training and technical assistance to create new capacity.  This raises two questions: What would be the content of such a strategy, and how could it be implemented?    

(a)
Elements of a different strategy for technical support to develop capacity.  This section will use as an illustration two promising and quite similar efforts to provide technical support for capacity-building. The first is being conducted by the Association for the Development of Education in Africa (ADEA) and the partners making up that Network.  The second is conducted by the World Bank and other partners, financed largely through the Norwegian Education Trust Fund (NETF) and also through the Irish Education Trust Fund, both managed by the Bank.  Rather than general “capacity-building”, the objective of these two approaches is to help countries that demand assistance to address a limited number of well-identified constraints on policy development and/or program implementation.  It should be underlined that the these two cases are only given as examples of variants on an approach that also other agencies -- bilateral as well as institutions such as UNESCO/IIEP -- have been using to provide technical support to developing countries. The main point of highlighting this type of approach here is to discuss issues related to their scaling up.  
Basically, the approach has three integrated components:

· Improvement of the knowledge base.  This has been achieved by conducting analytical work to document what works well and less well in areas key to reaching good quality EFA.  The objective is to summarize the lessons learned from past and current work in the area in African countries, and to document the conditions under which the results were obtained.  This research is enriched by world-wide knowledge in the area.    

· Knowledge-sharing.  National teams from countries grappling with problems in implementing their education programs are brought together in sub-regional workshops to learn from the outcomes of the analytical work, and share their own experiences.
· Follow-up at the country level.  Financial support for follow-up at the country level is generally available in ongoing sector programs which also provide a framework for monitoring of implementation.  Grant aid (in addition to that provide under the sector programs) to finance outside expertise is provided as part of the technical support.  Depending on the problem in question, this additional aid could finance punctual TA, including from neighboring countries; visits to other countries to learn how they have tackled similar problems, as well as support for hands-on training in specific areas (e.g., use of simulation models to help prepare a sector program or the annual budget).  It could also support consensus-building with key stakeholders such as teachers or parents.  
ADEA started to pilot an approach of this nature following the December 2003 Biannual Conference which focused on education quality.  Prior to the conference, ADEA conducted an extensive study of quality improvement interventions in African countries, see Verspoor (forthcoming).  Following discussions of the findings of the study at the Conference, ADEA surveyed member countries to identify potential areas of interest for follow-up work, with technical support facilitated by ADEA.  Five main areas were identified (i) professional development of teachers and pedagogical renewal, (ii) implementation of reforms at the school and classroom levels; (iii) decentralization/diversification of education provision; (iv) curricula/ language of instruction, and (v) equity in education financing.  The next step (currently ongoing) is to create “quality nodes” by facilitating cooperation among the countries expressing interest in cooperating in a particular area and teaming them up with institutions that can provide technical support as needed.  The progress of this pilot will be presented at ADEA’s next Biannual conference (in early 2006).  

The NETF-supported work started by identifying six areas where the Fund could provide technical support to countries in order to help implement critical components of their sector programs.  These include:  (i) textbooks and training materials, (ii) training of and support for teacher, (iii) management at the system and school levels, (iv) impact of HIV/AIDS on education, (v) use of education simulation models for preparation of sector programs and budgets, and (vi) decentralization.  These areas were chosen because they are considered crucial to quality improvement and, more generally, to accelerating the implementation of the sector programs.  Work is progressing in the first five areas, in close cooperation with other partners, including ADEA.  

The program developed on training materials is a good example of how this approach operates.  The objective is to help countries develop sustainable systems for development, procurement, financing, distribution, and use of textbooks at the school level.  The program aims to address the fact that despite decades of donor support, most low-income SSA countries have severe shortage of training materials. The main constraint is not financing (most sector programs provide support, and more would have been provided if implementation had been better) but poor policies, weak national publishing capacity, insufficient support from external publishers for the development of capacity in Africa, and weak implementation capacity in education ministries.    

The program started with completion of an extensive review of the experience with the World Bank's support for textbooks in Africa during the period 1985-2000, see World Bank (2002).  This review serves as an instrument for working with countries, through a set of regional workshops
, to address weaknesses on the part of both the World Bank and the countries themselves, and to develop national action plans to achieve "adequate" supply of training materials over a two to three year period, implemented as part of the countries’ ongoing sector programs.  Following these workshops, NETF provides support for systematic follow-up at the country level through national workshops in large countries and punctual support for national teams through two textbook specialists, one of whom was recruited specifically to support countries in resolving problems they face in implementing their national programs. 
In order to address key weaknesses of traditional technical support, the type of approach illustrated above tries to successfully resolve issues such as: 

· Creating national ownership.   This is facilitated by giving priority for assistance to countries that are actively engaged in solving a problem in a particular area, critical to the success of their education program. 

· Help is being sought by countries when their programs need assistance.  This is achieved by trying to ensure that the assistance is of high quality, easily available, fully grant funded and additional to other assistance received under sector programs.  Efforts need to be made to ensure that the local donor group assists the country in identifying bottlenecks in program implementation that requires technical support.   

· Helping mobilize, strengthen and utilize existing capacity.  This aspect is enhanced by factors such as: (i) providing punctual (not resident) assistance by a specialist or team of specialists that would be “on call”, in a continuous fashion over several years if needed, to assist when a national team needs support; (ii) using as much as possible national and regional specialists and institutions, and (iii) promoting regional cooperation and knowledge-exchange by e.g., facilitating building of “quality node networks” among countries working to address a particular implementation problem.   
In addition to these issues related to the modalities for provision of technical support in a way that helps mobilize, strengthen and utilize local capacity, there is the even more difficult issue of how to retain capacity once it has been developed.  As mentioned above, even in the cases where strong national competence has been created, poor working conditions make it difficult for ministries to retain the progress made.  Also, to build capacity in Africa institutions outside ministries meets similar institutional and, particularly, salary and budget problems as do efforts within government institutions.  Basically, many “hard core” EFA countries are trapped in a situation where their economic development is severely constrained by weak institutional capacity, but where even successful efforts to develop capacity prove unsustainable because the economy does not generate the resources required to retain the capacity developed. 
This said, some of the actions required at the country level are not mainly economic in nature, but require a new institutional and management approach with respect to aspects such as recruitment, promotion, and security of employment as well as more “evidence-based” decision making.  To address this type of problems will require difficult reforms.  It may also require willingness by external partners to provide some long-term financial support to ensure “acceptable” salaries over a transition period for an essential core of civil servants.  

 (b)
A proposal to improve management of technical support.  The type of approach described above holds promise for using external aid more effectively to help “hard core” EFA countries build capacity while implementing their sector programs by helping them mobilize, strengthen, and utilize existing national and regional capacity.  However, there are several challenges in scaling up this approach from a pilot to something that is available as an integral part of the overall assistance program provided by aid agencies.  A particularly important challenge is how to better manage the process of providing technical support.  As discussed above, at present, such support is provided by a large number of technical agencies, donors, consultancy firms and individual specialists with little coordination, knowledge-sharing and learning between the providers or between recipient countries.   The time has come for the international community to explore ways of better managing this process. 
For the purpose of initiating a discussion of how this might be done, this paper proposes that aid agencies explore the possibility of establishing a special team of high-quality education specialists to perform this function. In reviewing the feasibility of such an approach, the following type of issues would need to be considered:  

· Objectives:  The services provided by the team would be an integral part of the overall assistance program provided by aid agencies.  The team would work closely with the recipient countries, aid agencies, and technical institutions and specialists to facilitate provision of increased technical support to “hard core” EFA countries in a way that both accelerates these countries progress towards EFA -- by promoting more effectively use of their domestic and externally mobilized resources -- and helps them build their institutional capacity as part of this process. 
· Size and function of team: Initially, the team could comprise 3-5 high-level education specialists in each of perhaps five to seven “focus” areas where implementation constraints in “hard core” EFA countries are particularly severe, totaling around 25 professional staff.  The focus areas would be selected in consultation with all partners.  However, they are likely to be quite similar to those piloted by ADEA and under the NETF, e.g., teacher development, training materials, education management, etc. The team would facilitate provision of technical support to countries by providing the support themselves, supplemented as necessary by a team of high-level consultants.  However, for every “focus area” selected, the central team would have a minimum “critical mass” of at least three team members in order to be able to ensure provision of support in a continuous manner.  

· Location:  The team would be located within an existing institution.  To strengthen the capacity-building impact in the region, it would have been preferable that this institution be in Africa. However, it is not clear that such an institution exists for the moment, and highest priority must be given to ensuring that the choice made is the one that serves most effectively the countries.  This is more important than helping creating capacity in one African institution.  Alternatively, a smaller coordination team could be located at a central institution, while the teams in some or all “focus areas” are located at different African institutions, i.e., teacher development in one, training materials in another, and so forth.  This approach would have certain institution-building advantages, but would not provide the scope for synergy between different team members that concentrating all in one central location would offer.  Again, whatever solution is chosen, priority must be given to the solution that most effectively serves the countries’ needs.  Given UNESCO’s mandate in the education sector, it would be normal to start by considering whether UNESCO or one of its institutes (IIEP), or UNESCO’s Regional Office for Education in Africa (BREDA), could be strengthened to perform either the central role, or house the whole team.  However, wherever the team is located, there would need to be an agreement that the team is not just an extension of the programs provided by the host institution, but is there to provide service as an integral part of the overall effort of the international community to help “hard core” EFA countries reach EFA.  

· Cost:  In general, the establishment of the proposed technical team would have a strong “public good” function and its annual costs, though not insignificant, would be very small compared to total annual education assistance given to Africa (probably less than 1%).  Thus, if the team could help enhance the effectiveness of this overall support in the way argued in this paper -- while at the same time help create institutional capacity -- there would be a high return to this investment.  In addition, to provide this type of technical assistance may be indispensable in order for countries to be able to “absorb” the expected increase in aid for education in order to accelerate their progress towards EFA.  
· Financing:  The team would need to be fully financed by donors, as an integral part of their assistance program.  Given the time required to establish the team, the initial commitment must be for no less than five years, with an interim evaluation after three years.  One source of financing could be the FTI Education Program Development Fund (EPDF).  Another source could be the World Bank’s Development Grants Facility.  
To summarize, the main purpose of the above proposal is to illustrate one possible approach to helping “hard core” EFA countries accelerate their progress towards EFA in a way that also helps build their institutional capacity.  
7.
Concluding remarks.

While recent trends in financial aid for education are encouraging, there has not been a commensurate effort to strengthen the international community’s ability to provide “hard core” EFA countries with good quality technical support. Without such support, the expected impact of the increased financial aid to these countries is likely to fall short of expectations since accelerated progress towards EFA hinges crucially on the countries’ ability to use effectively the domestic and external education resources mobilized.  In addition, in the current environment where external aid is (rightly) becoming more tied to performance, failure by countries to implement successfully and timely donor-supported programs due to “low absorptive capacity” is likely to negatively impact the volume of future financial support for education. 
This paper proposes that “hard core” EFA countries be helped to accelerate the implementation of their education programs through provision increased technical support in a way that also builds capacity.  It proposes to establish a special technical team to perform this function.  But whatever solution is chosen, it would behoove the FTI partnership to explore effective options for strengthening the international community’s capacity to provide increased technical support that addresses the special needs of these countries.     
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� This paper has been prepared as a background paper for the 2006 EFA Global Monitoring Report.


� For a discussion of these targets and the progress in achieving them, see Fredriksen (1981).


� The term “technical support” is used in this paper to cover the combination of various types of assistance that goes beyond pure financial aid, such as policy advice and support for analytical work, knowledge-exchange and consensus building activities among education stakeholders.  The expertise needed to provide such support may be local or external, and may be financed directly by aid agencies or through education sector programs they finance.  


� SSA progress towards the Addis Abeba targets was an impressive achievement by any historical standard.  The GER grew from 45% to 80% between 1960 and 1980, and enrollment increased by 260% (from 14.2 to 50.5 million).  Enrollment in 1980 exceeded the target by 24%.  However, the GER target of 100% was not reached because the school-aged population grew five times faster than projected (93% versus 18%), see Fredriksen (1983).  The GER declined the following decade, to reach a low of 73% in 1992, and then slowly grew to regain its 1980 level in 2000.  Thus, despite the fact that enrollment increased by 70% between 1980 and 2000, this was just enough progress to keep pace with population growth.  


�See Verspoor (forthcoming) for a review of quality issues in SSA, and UNESCO (2004) for a more general review. 


� An example of the positive impact on general demand side interventions are provided by the surge in new admission caused by the removal of school fees in countries such as Kenya, Lesotho, Malawi and Uganda (Avenstrup 2004).  An example of the impact of supply side measures on increases in provision in underserved areas is the recent upsurge in intake rates in countries such as Burkina, Mali, Niger and Senegal.  


� Chapter 5 of UNESCO (2004) provides an extensive review of constraints on effective use of aid to reach EFA.


� The following four points draw on Fredriksen (2005).  


� Average primary school teacher salaries in SSA decreased from 8.6 times GDP per capita in 1975 to 4.4 times in 2000.  The drop was largely due to a sharp decline in Francophone countries, from 11.5 to 4.8 times per capita GDP during the period, see Mingat (2004a).  


� A survey of 12 Francophone SSA countries showed that on average about half of the primary school teachers are contractual teachers, 40% of whom are financed by Governments, and 60% of parents.  There are major differences between countries in the share of contractual teachers, their salaries, and source of financing, see Mingat (2004a).


� For example, rapid expansion of secondary education in Western Europe started only in the early 1960s and was fuelled as much by increased affordability due to high economic growth as by labor market demand.  


� The need to give more attention to the need for program support to be accompanied targeted project assistance is stressed in the conclusion of the “Joint Evaluation of External Support to Basic Education in Developing Countries”, published by the Netherlands Ministry of Foreign Affairs, and quoted in UNESCO (2004), p. 2002. 


� This is part of a more general trend.  The human development problems that characterized developing countries in the latter half of the 20th century, e.g., high rates of fertility, child mortality, illiteracy, mal-nutrition, etc, are gradually limited to SSA since other developing regions are making good progress in addressing them.  In response to this trend, aid agencies tend to reduce their attention to, and technical capacity in, these areas and shift their resources to deal with issues faced in middle-income rather than in stagnant, low-income economies. 


� Most of these are from outside Africa, but African capacity in this area – although still limited and largely from independent consultants -- is also growing.  


� The first sub-regional workshop was held in June 2003 in Burkina for four Francophone countries, the second in February 2004 in Uganda for seven Anglophone countries, and the third in March 2005 in Mozambique for five Lusophone countries.  A fourth covering all three language groups is scheduled for June 2005 in Dakar, covering 18 countries.  A national workshop for Nigeria was held in May 2004, and other national workshops are planned.    
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