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Foreword

he Education for All (EFA) movement, launched in 1990, has resulted
in an extraordinary mobilization of World Bank and country resources
in support of basic education over the past 15 years. World Bank EFA
financing, mostly focused on primary education, has become increasingly
progressive, targeting the most disadvantaged countries and often the dis-

advantaged within countries.

In most parts of the world, Bank and country
investments have led to significantly improved
access to primary education through the
construction of new schools and the reduction
of other physical, financial, and social barriers.

Nevertheless, tens of millions of children in
the developing world—mostly girls, the poor,
and other disadvantaged—remain out of school,
hundreds of millions drop out before completing
primary school, and of those who do complete, a
large proportion fail to acquire desired levels of
knowledge and skills, especially in the poorest
countries of South Asia and Sub-Saharan Africa.
Beyond achieving universal completion of
primary education, a Millennium Development
Goal (MDG), the remaining EFA challenge is to
ensure that all children, particularly the disadvan-
taged, acquire the basic knowledge and skills that
are crucial for poverty reduction.

Over the years of Bank support for EFA and
its world conferences in 1990 and 2000, the
Bank’s policy objectives for increased support to
primary education have been simple and

remarkably stable: universal primary school
completion, equality of access for girls and
other disadvantaged groups, and improved
student learning outcomes. This Independent
Evaluation Group (IEG) evaluation was
mounted to assess the extent to which these
objectives have been met in countries
supported by the Bank. The main objectives of
the evaluation were to assess World Bank
assistance to countries in their efforts to
improve their basic knowledge and skills base
through the provision of quality primary
education, and to provide lessons for countries
in their development strategies and for the Bank
in its support to those strategies.

Evaluation findings show clearly that World
Bank financial support for primary education has
increased since 1990. Nearly 90 percent of the
Bank’s $14 million primary education portfolio
has been committed since that date. The share of
primary education lending allocated to the
poorest countries has more than doubled over
this same period, from 26 to 54 percent. Commit-



ments rose in all geographic regions, but most
notably in Latin America and the Caribbean,
South Asia, and Sub-Saharan Africa.

Expanding enrollments was one of two
subgoals in reaching universal completion, and
in this the evaluation showed widespread
success in Bank-supported primary education
projects. About 69 percent of projects in the
study sample reached their enrollment
expansion goals. In the 12 countries where IEG
made field visits to Bank-funded projects, gross
enrollment ratios have increased an average of
19 percentage points over the past 10-12 years.
In countries such as Mali and Uganda, increases
were explosive. Projects from outside the
Education Sector often contributed heavily to
this goal, through their emphasis on building
schools and community support; national policy
contributions included reducing or dropping
school fees.

The other subgoal in universal completion
was improving internal efficiency (reducing
dropout repetition). This goal
underemphasized in Bank-supported projects,
even in countries with very poor efficiency
records (for example, Niger). Where it was an
explicit objective, only about a quarter of Bank-
supported projects were successful. Equity of
access for girls was often pursued by projects in
countries having gender disparities and
generally reached their access targets even
though boy-girl gaps were often not closed.
Equity for the poor was somewhat less often
pursued, but still taken up with a high level of
success. The focus of equity efforts was on
access, not on learning outcomes.

Although it is a key Education Sector concern,
improvement in learning outcomes was not as
often an objective in primary education projects:
about one in three included them in explicit
objectives or in performance indicators. Of the
12 field-visit countries, only 5 even had formal
systems for tracking student learning. Of the
Bank-supported projects that included improv-
ing learning outcomes, most of them did so
successfully. However, even where learning
improved, absolute levels of student achieve-
ment were very low, particularly among the
disadvantaged: in Ghana only 5 percent of
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children are reaching the country’s mastery level
in English, and in India half of 7-year olds are
unable to read a short paragraph fluently. Poor
delivery of educational services was at the root of
low student performance, and much of that can
be traced back to weak subsector management,
including weak incentives for improving learning
outcomes.

This evaluation presents the following main
recommendations:

* Primary education efforts need to focus on im-
proving learning outcomes, particularly among
the poor and other disadvantaged children.
The MDG push for universal primary enroll-
ment and completion, although a valuable in-
termediate goal, will not suffice to ensure that
children achieve the basic literacy and nu-
meracy that are essential to poverty reduc-
tion. To reduce poverty, countries in
partnership with the Bank need to make im-
proved learning outcomes a core objective in
their primary education plans and focus on the
factors—shown by country-level analysis—
most likely to influence such outcomes in the
local context, recognizing that improving
learning outcomes for all will require higher
unit costs than universal completion.

e Efforts are urgently needed to improve the
performance of sector management in sup-
port of learning outcomes. This implies the
need for sound political and institutional analy-
ses, taking into account the incentives faced by
officials and teachers to improve the quality of
teaching and learning; for strengthened ac-
countability and supervision systems that cover
learning outcomes in disadvantaged commu-
nities’ schools; and for improved monitoring
and evaluation systems that track learning out-
comes over time among different income and
social groups, cover staff and system per-
formance (not just inputs and outputs), and in-
clude incentives to ensure that findings are
used in decision making. The Bank should re-
quire all new Country Assistance Strategies to
include learning outcomes indicators.

¢ Finally, the Bank needs to work with its devel-
opment partners to reorient the Fast-Track Ini-
tiative (FTI) toward supporting improved



learning outcomes, in parallel with the MDG
emphasis on primary school completion. This
will require some reframing of FTI goals and
objectives; the addition of relevant items in
the “indicative framework”; assistance to coun-

tries in setting up suitable learning assessment
systems; and revisions of cost and financing gap
estimates to include the higher unit costs of
reaching the most disadvantaged and sup-
porting improved learning outcomes for all.

Virod Ho,
Vinod Thomas ~

Director-General
Evaluation
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Executive Summary

asic knowledge and skills—not educational attainment—are key to re-
ducing poverty. Raising enrollments and completing primary school-
ing are necessary—but not sufficient—to ensure basic literacy and

numeracy.

Developing countries and partner agencies such
as the World Bank need to focus on raising
learning outcomes, particularly among disadvan-
taged children, to realize the poverty reduction
benefits of investing in primary education.

The Education for All (EFA) movement,
launched in 1990, has resulted in an extraordi-
nary mobilization of World Bank and country
resources in support of basic education over the
past 15 years. World Bank EFA financing, mostly
focused on primary education, has become
increasingly progressive—targeting the most
disadvantaged countries, and often the
disadvantaged within countries. In most parts of
the world, Bank and country investments have
led to significantly improved access to primary
education through the construction of new
schools and the reduction of other physical,
financial, and social barriers.

Nevertheless, tens of millions of children in
the developing world—primarily girls, the poor,
and other disadvantaged groups—remain out of
school; hundreds of millions drop out before
completing primary school; and of those who
do complete it, a large proportion fail to acquire
desired levels of knowledge and skills, especially

in the poorest countries of South Asia and Sub-
Saharan Africa. Beyond achieving universal
completion of primary education, which is one
of the Millennium Development Goals (MDGs),
the remaining EFA challenge is to ensure that all
children, particularly the disadvantaged, acquire
the basic knowledge and skills that are crucial
for poverty reduction.

During the 1990s and into the current
decade, World Bank policy on primary
education was conveyed in a series of policy and
strategy papers and updates. These were also
the basis of its support of EFA conferences in
1990 and 2000. Over these years, the Bank’s
policy objectives for primary education have
been simple and stable: universal primary
school completion, equality of access for girls
and other disadvantaged groups, and improved
student learning outcomes.

The World Bank has promoted a variety of
strategies for achieving these objectives. Strate-
gies have ranged from improving internal
efficiency and building institutional capacity in
the 1980s, to aggressively supporting girls’
education, improving teacher education, and
creating achievement assessment systems in the

Xiii



FROM SCHOOLING ACCESS TO LEARNING OUTCOMES: AN UNFINISHED AGENDA

Xiv

early 1990s, to increasing community involve-
ment, school autonomy, decentralization, and
early childhood education in the late 1990s.

The Bank also endorsed the MDG calling for
universal completion of primary education by
2015 and subsequently cosponsored the Fast-
Track Initiative as a means of accelerating
progress toward that goal. The Bank’s 2005
Education Sector Strategy Update commits the
Bank to maintaining momentum on EFA and the
MDGs, while at the same time strengthening
“education for the knowledge economy”
(secondary, higher, and lifelong education). Its
strategy emphasizes increased focus on results,
systemwide approaches, and closer collabora-
tion with other donors.

This evaluation has two objectives. The first is
to assess World Bank assistance to countries in
their efforts to improve their basic knowledge
and skills base through the provision of quality
primary education, particularly since the
beginning of the EFA movement in 1990.

The second objective is to provide lessons for
countries in their development strategies, and
for the Bank in its support of those strategies.
Early findings of the evaluation have been
incorporated in the 2005 Education Sector
Strategy Update. This evaluation is intended to
help the Bank work more effectively with
partner countries in converting these strategies
into results-oriented programs.

A review of the Bank’s lending portfolio for
primary education examined documents from
more than 700 projects that allocate funds to
primary education; about 440 of these projects
originated in the Education Sector. They were
reviewed to assess the volume, substance, and
geographic reach of Bank lending for primary
education.

A smaller group of 198 projects allocated at
least half of their funding to primary education.
From this pool a random sample of 35
completed and ongoing projects was drawn to
examine in-depth policy implementation,
effectiveness, sustainability, and institutional
development. In addition, a purposive sample
of 15 projects with the highest allocations to
primary education from other sectors was
examined.

Together, these 50 projects comprise the
evaluation’s “portfolio sample.” The evaluation
also drew on recent, in-depth Independent
Evaluation Group (IEG) field assessments of
primary education projects in seven countries;
an impact evaluation of Bank support for
primary education in Ghana; and country case
studies in Mali, Pakistan, Peru, and Romania.

Bank Support to Primary Education Has
Grown Rapidly

From 1963, the first year of Bank lending to
education, to 2005, the total amount of Bank
lending to primary education was an estimated
$14 billion. Nearly 90 percent of Bank lending
for primary education has occurred since the
beginning of the EFA movement in 1990.

About two-thirds of this lending has been in
the form of International Development Associa-
tion credits. The share of primary lending to
countries accounting for the poorest 40 percent
of the global population has more than doubled
over the past 15 years, from 26 to 54 percent.
Commitments rose in all geographic Regions,
but most notably in Latin America and the
Caribbean, South Asia, and Sub-Saharan Africa.

Absolute increases in Bank financing for
primary education were accompanied by
substantial decreases in support for vocational
education; funding for tertiary and secondary
education remained steady. The amount of Bank
analytic work on primary education from 2000
to 2005 has remained stable at about 17
products per year. Relatively few of these
products have focused primarily on learning
outcomes.

A growing share of lending for primary
education has been through projects managed
outside the Education Sector and through
development policy (adjustment) lending. For
the most recent five-year period, 31 percent of
all commitments to primary education were
through components of projects managed by
other sectors. Increases in Bank support for
primary education have often been matched by
increases in the country partner’s financial
commitment to primary education, sometimes
influenced by development policy agreements
between the Bank and the country.



Meeting Policy Objectives

The main policy objectives of the sector since
1990 have been to expand primary school
enrollments and completion, improve equity of
access, and bolster learning outcomes. About
two-thirds of primary school investment
projects included an expansion objective. About
the same proportion covered equity of access
(mostly for girls and the poor).

Regrettably, relatively few projects (less than
60 percent) had objectives to reduce school
dropout and repetition rates (improving
internal efficiency). This is key for raising
primary completion rates.

Only about one in five projects had an explicit
objective to improve student learning out-
comes. This does not mean that projects were
unconcerned about quality: almost all aimed for
improvements in educational quality, but until
recently this was mostly seen in terms of delivery
of inputs and services. Most projects also aimed
to strengthen education sector management or
governance.

The objectives of development policy lending
for primary education were similar to those for
investment projects, except that all of these
projects aimed to expand enrollment, and even
fewer focused on learning outcomes. Invest-
ment projects that were managed by other
sectors but had considerable support for
primary education generally focused on
increased enrollments and equity.

Expanding Access

Access expansion was the most successfully met
objective in Bank-supported primary education
projects: 69 percent reached their expansion
goals. In the 12 IEG field study countries where
the Bank supported enrollment gains, gross
enrollment ratios increased an average of 19
percentage points over the past 10-12 years. In
countries such as Mali and Uganda, enrollment
more than doubled.

Enrollment expansion has generally come
through supply-side interventions: creating new
schools within easy walking distance of home,
hiring more teachers, or activating community
support. An increasing amount of Bank support
for supply-side expansion programs is coming
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through projects that do not originate in the
Education Sector. Also, in recent years, demand-
side policies have been successfully imple-
mented by governments, often with the support
of the Bank, such as eliminating school fees (as
in Uganda and Malawi) and providing scholar-
ships (Pakistan) or conditional cash transfers
(Mexico).

National equity objectives were also generally
reached, at least in terms of increasing the
enrollment of girls and children from poor
families (the Reublic of Yemen, Mali). But equity
gaps between poor children and more
advantaged children did not always close.
Improving completion rates through reducing
dropout and repetition (improving internal
efficiency) was often underemphasized, even in
countries with very poor efficiency records
(Niger). Where it was an explicit objective,
countries succeeded in only about a quarter of
Bank-supported projects.

Key lessons:

* A trade-off between improved access and stu-
dent learning gains can be avoided with explicit
planning for improved learning outcomes and
strong political commitment to that goal.

¢ If primary school completion rates are raised
by automatically promoting children to the
next grade or without heeding student learn-
ing outcomes, then higher completion rates will
not reflect improvements in knowledge and
skills—which is the ultimate policy objective—
especially among the disadvantaged.

* Many of the strategies used to rapidly increase
access, such as “big bang” fee reductions, use of
contract teachers, double-shifting, and auto-
matic promotion, have had negative effects on
learning outcomes, at least in the short run, and
some of these strategies are difficult to sustain.

Improved Learning Outcomes

Little of the Bank’s recent analytical work
covering primary education has focused mainly
on learning outcomes and their determinants.
This suggests that an adequate evidence base to
inform efforts to raise learning outcomes is
often lacking. Many countries still do not
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generate the information they need to design
solutions to improve low learning outcomes
among the disadvantaged, and there has not
been adequate experimentation with local
solutions and their evaluation with respect to
their impact on learning outcomes.

Few of the sample investment projects in the
portfolio aimed to improve learning outcomes
(Iess than one in three). Among those that did,
however, the majority were successful. Sample
projects showing the most improvement in
learning outcomes were in Latin America (Chile,
Mexico, and Uruguay) and India, and all are
cases where national commitment to learning
outcomes and their measurement is high.

Among 12 countries where the evaluation
undertook field studies, only 5 had repeated
measures of learning outcomes. In three of
these—Ghana, India, and Uruguay—Ilearning
improved over time, at least in part due to
project interventions. There were even fewer
countries where improving learning outcomes
among the disadvantaged was an objective, but
where this was a goal (such as in Uruguay and
India), results were positive, and gaps between
the more and less advantaged narrowed.

Even in countries where learning outcomes
have improved, absolute levels of student
achievement are still low. For example, in Ghana
only 10 percent of children reached the
country’s mastery levels in math and 5 percent
in English. In India, half of 7- to 10-year-olds
were unable to read fluently a short paragraph
of grade 1 difficulty.

Social fund and other community-driven
projects, which have typically emphasized
school construction, are often loosely linked to
sector policies. They have frequently overlooked
the need for complementary investments in
school quality and do not always have adequate
technical input from education experts.

Key lessons:

* More, better, and more contextualized analyt-
ical work is needed on learning outcomes and
their determinants at the primary level.

¢ Countries need to resist the temptation to in-
crease access first and improve learning out-

comes later; expansion and quality improve-
ment can be successfully undertaken together
and can have mutually reinforcing effects.
Moreover, competing pressures may make it
difficult to undertake quality retrofitting at a
later date.

* Failure to provide reading skills in the early pri-
mary school years—among both the advan-
taged and disadvantaged—is often at the root
of weak learning outcomes.

¢ Although the Fast-Track Initiative has been a
strong force in encouraging rapid increases in
enrollment and completion, as the main chan-
nel of coordinated donor support to primary
education it could have a much sharper focus
on improving learning outcomes.

Better Management for Better Outcomes
Improved sector management has been a goal
of wvirtually all Bank-supported primary
education projects, but performance has been
below expectations. Only one project in four
achieved this objective. Only 25 percent of
primary education projects received an IEG
rating of substantial or better on institutional
development impact. Particularly weak were
activities aimed at improving central manage-
ment, such as planning, policy making, and
budgeting.

The Bank supported decentralization efforts
in most study countries, often with good results
(Honduras and India), but in some cases there
was ambiguity in what the different levels
covered, nonalignment of administrative and
financial features of decentralization, and
undertraining of local government staff for their
new tasks. The extent to which some forms of
decentralization might be contributing to
increased school system inequities has not been
adequately assessed.

School-level management activities were
relatively more effective, and so were efforts to
empower communities in school improvement
efforts. This was particularly true for physical
improvements but not for improved teaching or
learning. Various approaches to more equitable
teacher distribution have been tried with mixed
results, the most promising being the recruit-
ment of local (often untrained) youth, as long as



provisions can be made for their professional
development, career paths, and job security.
Project monitoring and evaluation has
typically tracked outputs, rather than outcomes
or impacts, but this appears to be changing. Bank
support has helped governments establish
management information, student assessment
systems, and research capacity, but their quality
and the degree to which they have been used for
improving policy and practice have been limited.

Key lessons:

* Sector management and governance might
have been better dealt with had there been bet-
ter institutional and political assessments at
the outset.

* Weak management incentives at all levels can
be a constraint, especially to the improvement
of education quality. There are often more re-
wards for increasing the number of schools
than for the difficult tasks of redistributing
teachers, implementing a new curriculum, or
doing effective monitoring and evaluation.

* Few Bank-supported country programs di-
rectly addressed teacher recruitment and per-
formance incentives; particularly lacking are
performance incentives related to student
learning outcomes.

Recommendations

* Primary education efforts need to focus
on improving learning outcomes, par-
ticularly among the poor and other dis-
advantaged children. The MDG push for
universal primary completion, while a valu-
able intermediate goal, will not ensure that
children achieve the basic literacy and nu-
meracy that are essential to poverty reduc-
tion. This means that:

m Improving learning outcomes needs to be a
core objective of all support for primary ed-
ucation, with a particular focus on achieving
equity in learning outcomes by gender and
among the poor or otherwise disadvantaged.

m The Bank’s primary education assistance—
whether sponsored by the Education Sec-
tor or other sectors—needs to focus on the
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factors most likely to affect learning out-
comes in a given country’s context. This
will require more analysis of student learn-
ing and its local constraints and facilitators.
m The Bank and governments need to rec-
ognize that reaching children not yet en-
rolled and improving low achievement levels
will raise the unit costs of primary education.

* Efforts are urgently needed to improve
the performance of sector management
in support of learning outcomes. This im-
plies that:

m Programs to improve sector management and
governance need to be based on sound po-
litical and institutional analyses that take into
account the incentives faced by officials and
teachers to improve the quality of instruction
and learning outcomes. Accountability and
supervision systems need to be adapted to
support improved learning outcomes.

m Primary education managers need to: (a)
track learning outcomes over time—not just
the average, but among different income and
social groups; (b) monitor individual staff
and system performance indicators, for both
centralized and decentralized activities; and
() create and use incentives to encourage
staff to improve and use technical skills. All
new Country Assistance Strategies should in-
clude learning outcome indicators.

m Analytic, assessment, and research activi-
ties need to be oriented to informing key
management and policy issues, with incen-
tives to ensure that the findings are used in
decision making. One such research prior-
ity would be to assess the impact of decen-
tralized management on inequalities across
income and social groups and to identify
mitigation measures of any adverse effects.

* The Bank needs to work with its devel-
opment partners to reorient the Fast-
Track Initiative to support improved
learning outcomes, in parallel with the
MDG emphasis on primary completion.
This will require the following:

m Reframe the goals and objectives of the
Fast-Track Initiative to include improved
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learning outcomes for all, in addition to
school completion for all.

Require learning achievement indicators and
targets in country Fast-Track Initiative pro-
posals and add items to the indicative frame-
work that are directly related to learning
outcomes, such as instructional time, teacher
attendance, or availability of textbooks.

m Assist countries, financially and technically,

to set up suitable systems to conduct re-

peated learning assessments capable of
tracking outcomes separately for disadvan-
taged groups, including the poor.

Revise cost and funding gap estimates to (a)
reflect the costs of achieving basic learning
outcomes (not simply primary completion)
and (b) take into account the increased unit
costs of expanding access to and improving
learning outcomes among children from dis-
advantaged backgrounds.
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Poverty Reduction Support Credit

Poverty Reduction Strategy Paper

Programmatic Social Reform Loan

Quality at entry

X1 X



FROM SCHOOLING ACCESS TO LEARNING OUTCOMES: AN UNFINISHED AGENDA

XX

QAG
SAP
SAPP
SAR
SWAp
TIMSS
UNESCO
UPE
USAID

Quality Assurance Group

Social Action Program

Social Action Program Project

Staff Appraisal Report

Sectorwide approach

Third International Mathematics and Science Study

United Nations Educational, Scientific, and Cultural Organization
Universal primary education

United States Agency for International Development

OED changed its official name to the Independent Evaluation Group (IEG) in December 2005. The
new designation “IEG” will be inserted in all IEG’s publicatons, review forms, databases, and Web

sites.









Introduction

rimary education is a powerful lever for poverty alleviation and social and

economic growth (World Bank 2002b). Its results can be empowering,

enabling graduates to take charge of their lives and make more informed
choices, contribute to the building of a democratic polity, increase earning po-
tential and social mobility, improve personal and family health and nutrition
(particularly for females), and enable women to control their fertility.!

Advancing Primary Education:

A Worldwide Goal

World Bank studies in the early 1980s showed
relatively high rates of return to investments in
primary education (Psacharopoulos and
Woodhall 1985). More recent research shows
that it is the knowledge and skills acquired
during primary education rather than the
number of years of schooling completed that
make a difference in personal economic
mobility (Glewwe 2002) and national economic
growth (Coulombe, Tremblay, and Marchand
2004; Hanushek and Kimko 2000).2 Thus, to the
extent that public investments in primary
education are effective in conveying these
learning outcomes, support for primary
education is central to the World Bank’s
mandate of poverty reduction.

Developing countries, the World Bank, and
the international community have invested
heavily in primary education over the past few
decades. Since 1963, when it began lending for
education, through mid-2005, the World Bank

alone has committed about $14 billion for
support to primary education in more than 100
low- and middle-income countries (box 1.1).3
Primary enrollments grew rapidly in the 1960s
and 1970s, but stagnation and setbacks in the
1980s were brought on by economic
downturns, especially in Sub-Saharan Africa
(figure 1.1).

An estimated 103 million 6- to-11-year-olds in
developing countries—or about one-fifth of the
total—were still not in
school in 2001 (UNESCO
2004). United Nations
global monitors
predict that, at current
trends, nearly 47 million
children will still be out
of school in 2015 (UNDP 2005).

About 80 percent of out-of-school children
were in low-income countries in South Asia and
Sub-Saharan Africa, and 15 percent were in the
Middle East and North Africa (World Bank
2002b). Within countries, access to primary

About a fifth of

now

developing country
children still lack access
to primary education.
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Box 1.1: How Much Has the World Bank Committed to Primary Education?

If all primary education projects were devoted completely to pri-
mary education, then calculating the World Bank’s commit-
ments would be straightforward. However, primary education is
often part of a larger investment or sector adjustment activity that
includes other education subsectors and improvements in man-
agement and administration. This makes it difficult to attribute
them to any one level of schooling. Further, primary education
can also be found as part of projects in other sectors, such as
agriculture, community development, or HIV/AIDS, or incorpo-
rated in development policy lending (DPL) with objectives related
to primary education, even though the budgetary support is not
earmarked for specific sectors.

The evaluation used two internal databases to estimate primary
education expenditure—one maintained by the Bank's Education
Sector exclusively for projects originating in that sector, and a Bank-
wide database that covers projects in all sectors, including edu-
cation. Both databases attribute percentages of project spending
to specific subsector codes, including primary education.?

In recent years a “general education” code, which can in-
clude all types of education expenditures, has come into wide-
spread use. The convention followed by Education Sector
management, based on analysis of a subsample of projects with

the “general education” code, is to allocate half of general edu-
cation expenditures to primary education. Many social fund and
community-based or -driven projects also allocate funds for “other
social services,” and it is left to the communities to decide what
will be financed.

It was not possible to calculate what share of these types of
funds was ultimately used by communities to finance primary ed-
ucation inputs, but given the proliferation of this type of project (IEG
2005¢) and the fact that basic education is often among commu-
nities’ top priorities, primary education financing from this source
could be substantial.

The Independent Evaluation Group (IEG) estimate of $14 billion
in Bank commitments to primary education since 1963 is based on
data for projects originating in the Education Sector, on data for
projects originating in other sectors, and the Education Sector's
convention of allocating half of general education commitments
to primary education.

For DPL, including Poverty Reduction Support Credits (PRSC),
the database with all projects attributes a notional share of the total
commitment for budgetary supportto as many as five sectors, based
on an assessment by the task team leader of the frequency of the
sector's occurence in the policy matrix.

For those enrolled, low
learning outcomes are

education is unevenly distributed by gender,
income, ethnicity, and disability and between
rural and urban areas.

Two-thirds of out-of-school children were
girls, a share almost unchanged from a decade
before (Watkins 2001). Moreover, children from
the richest 20 percent of households in develop-
ing countries are three times more likely to be in
school than those from the poorest 20 percent
(UNDP 2005).

Among children already enrolled in primary
school, learning outcomes have often been low—
in some cases disastrously low—reflecting
widespread ineffectiveness in teaching and
learning processes. National test data from
Bangladesh, Brazil, Ghana, Pakistan, the Philip-
pines, and Zambia all
show a majority of those
who leave primary school
to be achieving well below

widespread. their countries’ minimum

performance standards, with results in many low-
income, rural areas being “only marginally better
than for children who have not completed school”
(Watkins 2001, p. 105).% Such results are echoed in
the United Nations Educational, Scientific, and
Cultural Organization’s EFA Global Monitoring
Report, aptly subtitled “The Quality Imperative”
(UNESCO 2004).

The Evolution of World Bank Policy on
Primary Education

The World Bank’s commitment to universal
primary education dates back to its 1980
Education Sector Policy Paper, which
emphasized for the first time the relatively high
rates of return to primary education (World Bank
1980). > The Bank’s 1990 policy paper, Primary
Education, portrayed primary education as the
foundation of a country’s human capital develop-
ment (World Bank 1990). It concluded with a
challenge to developing countries and to itself:
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Figure 1.1: Trends in Gross Primary Enrollment Ratios by Region, 1970-2000
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“adequate funding of a good-quality primary
education system that is widely and equitably
available is ... a critical priority for both national
budgets and external aid.” The twin policy
objectives of more equitable access and
improved student learning set a pattern for all
subsequent policy papers. It was this focus that
the Bank took to the first Education for All (EFA)
conference, held in Jomtien, Thailand, in 1990,
where nations and development agencies
committed to “meeting basic learning needs” of
children and adults.® While the resulting World
Declaration on Education for All committed to
achieving universal primary education by the
year 2000, it underscored that the ultimate
objective of these efforts is learning:

Whether or not expanded educational
opportunities will translate into meaningful
development ... depends ultimately on

whether people ac-
tually learn as a result
of those opportuni-
ties, i.e., whether they
incorporate  useful
knowledge, reasoning
ability, skills, and values. The focus of basic
education must, therefore, be on actual
learning acquisition and outcome, rather
than exclusively upon enrollment, contin-
ued participation in organized programmes,
and completion of certification require-
ments.”

Equitable access and
improved learning were
early Bank policy
concerns.

In a 1995 review of Priorities and Strategies
Jor Education (World Bank 1995), the Bank gave
top priority to “basic” education, which included
but was not limited to primary education,
emphasizing sectorwide policy reform; equity of
access for the disadvantaged (girls, the poor,



ethnic minorities, the
disabled, and those in
remote or hardship
areas); and institutional
development, including
the capacity to measure
learning outcomes (see box 1.2). A new
Education Sector Strategy Paper in 1999
reaffirmed the commitment to basic education—
especially for the poorest and for girls—and to
systemic reform (World Bank 1999).

Subsequently, the Bank supported the Dakar
Framework for Action
that was the result of a
second EFA conference,
the World Education
Forum, held in Dakar,
Senegal, in April 2000
(UNESCO 2000). The
Dakar Framework resulted in a renewed global
commitment to primary education, not simply
to improved access and quality of instruction,
but to equitable achievement of learning
outcomes. Specifically, it advocated:

The second Education for
All conference prioritized
improved learning

outcomes.

The education MDGs
emphasize primary
school completion, not
learning outcomes.

* “Ensuring that by 2015 all children, particularly
girls, children in difficult circumstances, and
those belonging to ethnic minorities have ac-

Box 1.2: Primary, Basic, and General Education

For the purposes of this evaluation, primary educationis defined as the
“general school education at the first level [plus non-formal education
at this level], programs designed to give skills in numeracy and liter-
acy and to build the foundations for further learning.” Depending on the
conventions in a country, this would include the first five to eight years
of formal education. The term basic education includes primary in-
struction but can also cover a broader set of educational programs, in-
cluding lower secondary education, early childhood education, adult
literacy, and life-skills or nonacademic nonformal education programs.
More recently, project designers inside and outside the Bank’s Education
Sector have begun using the term general education to define the
content of education projects, a term that is sometimes used inter-
changeably with primary education or to describe projects covering
more than four subsectors of education.
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cess to and complete free and compulsory ed-
ucation of good quality

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

* Improving all aspects of the quality of education
so that recognized and measurable learning out-
comes are achieved by all, especially in literacy,
numeracy, and essential life skills” (UNESCO
2000, p. 8)

In 2000 the Bank also endorsed the Millen-
nium Development Goals (MDGs). The goal for
education overall was to ensure “that by 2015
children everywhere, boys and girls alike, will be
able to complete a full course of primary
education,” plus a push for gender equity in
access, and literacy for youth age 15-24.
However, unlike both the 1990 World Declara-
tion on Education for All and the 2000 Dakar
Framework for Action, the MDGs primarily
adldpress the issue of access to primary education
and do not include an explicit goal with respect
to either the quality of instruction or to learning
outcomes, such as literacy or numeracy.

In 2002, the World Bank and other regional,
bilateral, and international development
agencies established the Education for All-Fast-
Track Initiative (FTI) as a means of accelerating
progress toward the MDG of universal primary
school completion by 2015 in low-income
countries (World Bank 2004d).® The FTI is a
partnership between national governments and
donors. Countries can qualify for FTT support by
submitting a Poverty Reduction Strategy Paper
(PRSP) or the equivalent and a national
education plan, both of which prioritize univer-
sal primary education.” Countries are also
expected to commit to monitorable policy,
service delivery, and financing targets using
“benchmarks” specified in the Indicative
Framework (see Appendix E).!° In return,
donors are expected to scale up technical and
financial resource mobilization to support these
country-driven programs and to harmonize their
support.!!



The Bank’s 2005 Education Sector Strategy
Update, which incorporated some early findings
from this evaluation, committed the Bank to
maintaining momentum on EFA and the MDGs,
while at the same time strengthening “education
for the knowledge economy” (secondary, higher,
and lifelong education; World Bank 2005b). The
sector plans to work through the FTT to maintain
momentum on EFA in the low-income countries.
It strongly supports strengthening the results
orientation of the sector (greater attention to
education outcomes), suggesting that key
education outcome indicators be included in all
new Bank country-level planning documents
(Country Assistance Strategies).

Over the 15-year period in which primary
education has been a priority for the Bank,
policy objectives have been remarkably stable
and can be summed up as follows: universal
primary school enrollment (and, more recently,
completion); equality of access for girls (gender
parity) and other underserved groups; and
improved learning outcomes. Because universal
enrollment and completion assume equity of
access, there are really two policy objectives:
universal enrollment and completion, and
improved learning outcomes.!?

Evaluation Objectives and Design

The overall objective of this evaluation is to
assess the development effectiveness of World
Bank assistance to countries in their efforts to
improve their basic knowledge and skills base
through the provision of quality primary
education to all children, particularly since the
beginning of the EFA movement in 1990.

While the global EFA strategy advocates many
channels for pursuing its learning goals, including
schooling at the primary and lower secondary
levels, nonformal education, early childhood
development, adult literacy, and life skills
programs, this evaluation focuses on Bank
support for publicly provided primary education.
This is not to deny the importance of the other
channels, but reflects the fact that primary
education has been the main vehicle of the Bank’s
assistance to EFA and that IEG has yet to conduct
a comprehensive evaluation of the effectiveness
of Bank support to this subsector. The Bank’s
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project support for adult
has
been previously reviewed
(Abadzi 2003), as has its
support to secondary
education (Perkins 2004); and a review of support
for early childhood development is being
planned. An evaluation of support to primary
education—Dby applying findings and lessons to
the key assumptions and strategies of current
programs—has the potential to substantially
influence the strategic agenda and effectiveness of
future policies aimed at the EFA goals, especially
basic knowledge and skills acquisition for all.

The key questions addressed by this evalua-
tion are the following:

literacy programs

* To what extent have the Bank’s policies for
primary education been implemented?

* How effective and sustainable have Bank-sup-
ported programs in primary education been in
helping countries increase access to schooling
and improve learning outcomes, especially for
the most disadvantaged among and within
countries?

* To what extent has support to primary education
promoted institutional development?

* What are the lessons from experience, in terms
of key factors or de-
terminants of effec-
tiveness of the Bank’s
assistance for primary
education?

The evaluation traced
the World Bank’s support
to countries through the results chain, from Bank
inputs (such as finance, policy dialogue, and analytic
work) to government inputs (policies and plans,
public spending, and institutional capacity), to
educational system inputs/service delivery (for

learning.

The Fast-Track Initiative
was created to accelerate
attainment of the MDGs.

The Bank’s policy
objectives over 15 years
consistently emphasized
improved access and

example, classrooms, textbooks, trained teachers,

and
munity involvement), to
outputs (primary school
enrollments and com-
pletion), to outcomes
(basic knowledge and
skills acquisition, and

supervision/com-

The Bank’s main
contribution to EFA has
come through its support
to universal primary
education.
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Box 1.3: Evaluation Building Blocks

Literature reviews of (a) the rationale for investing in primary
education and (b) the determinants of primary education
outcomes in developing countries (Boissiere 2004a, b).
Review of World Bank documents on primary education pol-
icy, project design and completion reports, education sec-
tor retrospectives (annual reports), research and policy
dialogue reports, plus IEG evaluations of related sectors and
subsectors.

An inventory and review of the portfolio of primary educa-
tion projects sponsored by the Education Sector of the Bank
and by other sectors, covering more than 700 Bank-financed
projects in more than 100 countries in a general way, and for
more in-depth analysis, a random sample of 30 primary ed-
ucation investment projects (20 completed and 10 ongoing),

5 Education Sector adjustment projects, and 15 adjustment
and investment projects managed by other sectors that al-
located the mostto primary education (IEG 2004d). Together
these 50 projects comprise the portfolio sample.
Field-based evaluations of completed primary education proj-
ects: Project Performance Assessment Reports (PPARs) in Hon-
duras, India, Niger, Uganda, Uruguay, Vietnam, and the Republic
of Yemen, and an impact study on basic education in Ghana.
Field-based country case studies for an in-depth, contextu-
alized view of the impact of the entirety of the Bank’s lend-
ing, analytical work, and policy dialogue on primary education
in Mali, Pakistan, Peru, and Romania. (See Appendix F for
more details on case study selection and methods and Ap-
pendix G for summaries of the case study reports.)

welfare/employment outcomes).’> A full
description of the analytic framework, the
evaluation design, and instruments is in
Appendix B. Note that learning outcomes (basic
knowledge and skills) are the ultimate results in
the “results chain” but that access to and
completion of primary education of good quality
are among the major inputs to achieving them.
This approach resulted in a number of discrete
activities or intermediate outputs that served as
building blocks for the evaluation (box 1.3), most
of which can be accessed in the evaluation Web
site (www.worldbank.org/ieg/education). The
evaluation also builds on the findings of a joint
evaluation of donor support to basic education,
conducted in 2003 with 12 other donors and led
by the Netherlands (Joint Evaluation 2003).'
The next chapter provides an overview of the
evolution of the portfolio of lending and analytic

work, with respect to their magnitude and
geographic distribution, objectives, the activities
supported, and overall performance in meeting
their objectives.

Chapter 3 examines in depth the experience
of Bank support in helping countries meet the
central objectives of improving both access to
primary education and learning outcomes. This
rich experience not only points to key
accomplishments and shortcomings but also to
key lessons for countries and the Bank in
enhancing the performance of primary
education systems.

Chapter 4 examines Bank support to
countries in improving sector management and
governance in their pursuits of better
educational outcomes.

Finally, Chapter 5 presents the study’s main
conclusions and recommendations.









Trends in World Bank
Support to Primary

Education

ew financial commitments to primary education jumped dramatically
in the early 1990s as the World Bank embraced the EFA movement.
Total lending for primary education for the 27 years leading up to 1990

was about $1.7 billion.!

Evolution in Lending for provide any support to  Education for All drove
Primary Education primary education have primary education

In the five years after the 1990 EFA conference been in the form of .

and the Primary Education Policy Paper (World  International Develop- commitments to new
Bank 1990), the number of projects supporting ment Association (IDA) highs in the 1990s.
primary education roughly doubled and credits, rising from 59

commitments more than tripled (figure 2.1).
During the five-year period beginning in 2000,
the year of the second EFA conference, the
number of projects continued to climb, but new
financial commitments leveled off. In 2005, the
first year in the current five-year period (not
shown in the figure), the number of projects
continued to increase, but the commitment
levels remained flat.? In all, between 1990 and
2005, lending for primary education increased
sevenfold above previous years, to about $12.3
billion. Thus, around 88 percent of all Bank
commitments for primary education have been
approved since 1990.3

The share of primary education commit-
ments going to the countries accounting for the
poorest 40 percent of the global population has
also more than doubled, from 26 to 54 percent,
consistent with the Bank’s strategy (IEG
2004d).* About two-thirds of projects that

percent before 1990 to 74 percent in 2000-04.

Primary education commitments rose in
all Regions, most noticeably in Latin America
and the Caribbean, South Asia, and Sub-Saharan
Africa (figure 2.2). Lending for primary
education did not increase significantly in
Europe and Central Asia until 1995-99, follow-
ing the break-up of the former Soviet Union,
while it initially declined in the Middle East and
North Africa before recovering in 2000-04. Latin
American and South Asian countries have
borrowed the most for primary education ($4.4
billion and $3.6 billion, respectively), followed
by Sub-Saharan Africa ($2.6 billion), but Sub-
Saharan Africa had the largest number of
projects financing primary education (table 2.1).

A growing share of lending for primary
education has been through projects
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Figure 2.1:

Number of projects

Increase in World Bank Commitments to Primary Education, 1963-2004
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Source: World Bank database of projects managed by the Education Sector.
Notes: a. The World Bank fiscal year runs from July 1 to June 30; for example, fiscal year 2000 covered July 1, 1999, to June 30, 2000. b. This figure includes projects in all sectors with

any primary education expenditure—half of commitments coded as general education were assumed to be for primary education. c. The entire commitment for a project is allocated to

the year the project was approved. d. In fiscal 2005 a total of 70 projects with an estimated US$818.4 million in commitments to primary education was approved.

Many of the projects from
other sectors have small
primary education

Much of the growth in
primary education
lending bas been in

projects managed by
sectoral units other than
the Education Sector.

managed by other
sectors and for
development policy
lending (DPL).> For the
most recent
period, 31 percent of all
commitments to primary
education were from
com- ponents of projects
managed by other sectoral units (see figure 2.3). In
fiscal 2005 the share reached 53.5 percent.

Projects managed by the Education Sector that
were approved in fiscal 2000-04 remain predomi-
nantly traditional investment projects, as in previous
periods.® However, among the 31 percent of
commitments managed by other sectors, nearly half
(15 percent) are develop-
ment policy lending
(including PRSCs [3
percent]),” 11 percent are
for social funds or
community- driven—type

five-year

components.

projects, 4 percent are for other investment
projects, and 1 percent for emergency lending.®

The dramatic increase in primary education
commitments managed by other sectors is due
to a proliferation of projects with relatively small
primary education components. As can be seen
in figure 2.3, the number of newly approved
projects with primary expenditure managed by
the Education Sector has stabilized at about 70
per five-year period, while the number managed
by other sectors has increased every period
since 1990. That accounts for more than two-
thirds (69 percent) of projects with any primary
education spending in 2000-04.

The projects managed by other sectors
committed, on average, $8 million to primary
education, while those managed by the
Education Sector had primary education
commitments of about $40-$55 million each.”
Only 2 percent of the 343 projects with any
primary education expenditure managed by
other sectors since 1963 allocated half or more
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Figure 2.2: Increase in New Commitments for Primary Education, by Region
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commitment for a project is allocated to the year the project was approved.

of project commitments to primary education.
Among projects with any primary expenditure
managed by the Education Sector, however, the
figure was 49 percent.

The shift in the composition of the portfolio
from primary education investment projects
managed by the Education Sector to smaller

Table 2.1: Cumulative Projects and Commitments for Primary Education, 1963-2005, by Region

primary education components managed by other
sectors and to policy-type lending has potential
implications in several areas: the relevance of
primary education lending to sector policies and
strategies; the adequacy of supervision, monitor-
ing, and evaluation; and the effectiveness and
impact of primary education lending.'°

Number of projects approved 280 176
New commitments
(millions of nominal US$)

2,619 4,356

65 84 57 68

3,649 1,886 760 814

Source: World Bank database.
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Figure 2.3: New Commitments to Primary Education by Managing Sector
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Sources: World Bank databases, one for projects managed by the Education Sector and a second for projects managed by other sectors.

Note: Includes projects with any primary education expenditure; half of commitments coded as general education were assumed to be for primary education.

Lending for primary
education grew, while
that of other education
subsectors fluctuated

However, many of the projects approved in
the most recent period are still active, and few of
the completed policy-type lending operations
have been independently assessed.!' Thus, this
evaluation has not been able to assess fully and
systematically the relative advantages and
disadvantages of these different approaches, the
management of primary education lending by
other sectors, or the differential impact of
various kinds of projects on learning outcomes.

Also, in recent years an increasing number of
countries have begun to integrate their
education reform efforts through sectorwide
planning and program support (as opposed to
project support) from donor agencies. A sector-
wide approach (SWAp) to financial assistance
has become a growing feature in the Bank
education portfolio—for
example, in its support
to primary education in
Uganda and in India (not
yet evaluated). However,
there is no particular
or fell. Bank instrument for this

approach. In some places the approach consists
of a mix of adjustment and investment instru-
ments. See box 2.1 for a description of the
Bank’s sectorwide approach in Uganda.

Since 1990 the share of Bank education
lending allocated to primary education
has increased, while that to some other
subsectors, particularly vocational edu-
cation, has diminished. Figure 2.4 shows the
funding commitments over five consecutive five-
year periods. Most striking is the strong growth
of funding for the sector as a whole, until the
downturn in 2000-04.

Concerning subsector support, until 1990
education lending was predominantly for
tertiary and vocational education, a reflection of
the Bank’s focus on manpower planning and
technical skills development. The early 1990s
saw a massive shift to primary education
(already under way in the late 1980s), reflecting
the growth of the poverty-alleviation agenda and
the Bank’s support for the EFA movement.

This continued until 2000-04, when its
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Box 2.1: Sectorwide Lending Support in Uganda

In 1996 Uganda’s President Museveni made a pre-election com-
mitment to eliminate primary school fees for up to four children
in each family as of the new school year, ushering in what is now
called the big bang approachto universal primary education. The
policy almost doubled primary school enrollments in 1997.

To help the Ministry of Education and Sports cope with this en-
rollment explosion, the government and the Bank quickly prepared
a sectorwide program in 1988, called the Education Sector Ad-
justment Credit (ESAC). The project aimed to improve the efficient
use of public resources and the availability of quality inputs, and
to strengthen sector management. ESAC funds, combining an IDA
credit of $80 million and a Highly-Indebted Poor Country (HIPC) debt-
reduction grant of $75 million, were disbursed annually in the form
of budget support. The ESAC acted as a catalyst for a group of fund-
ing agencies working together in budget support to the sector.

An |EG evaluation of ESAC found that the project was successful
in partially mitigating the effects of the explosive expansion on ed-
ucation quality. Ultimately, however, ESAC targets for reducing
pupil:teacher and pupil:textbook ratios were not met, largely be-
cause of unanticipated, continuing growth in enrollments. From the

evidence available, the rapid expansion of enroliments led to a de-
terioration in both education quality and learning outcomes.

A more conventional Bank investment project, the Primary Ed-
ucation and Teacher Development Project (PETDP), had already been
under implementation for five of its seven years when ESAC was
launched. With the new sectorwide project, PETDP was re-ener-
gized and reoriented to the new universal primary education effort.

In the end, ESAC and PETDP became mutually supportive.
ESAC is highly regarded for its role in improving sector planning
and budgeting functions, but PETDP was considered essential as
a source of innovative ideas and training.

Rapid expansion of inputs, financed through ESAC, de-
pended on development over time through PETDP of sys-
tems for teacher development, textbook procurement,
classroom construction, and some capacity to further
develop and manage these systems. /t has not yet been
demonstrated in Uganda that capacity and institution
building needs in the sector can be sufficiently ad-
dressed through budget support alone (IEG 2004c, p. 28).

Figure 2.4: Education Commitments by Subsector and Time Period
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Note: This covers education lending from the education and other sectors; half of commitments coded as general education were assumed to be for primary education.
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education bhas also

management and

commitments stabilized, compared with all
other subsectors, except general education, in
which they fell. Commitments to vocational
education fell steadily from 1990 onward; those
to secondary and tertiary have waxed and
waned. Commitments to general education
increased, as a reflection of the above-
mentioned increase in lending from outside the
education sector.

Government financial commitment to
primary education has also increased in
many countries, often influenced by Bank
policy development support. Among the 12
countries where IEG conducted field studies,
half increased primary education’s share of total
public education expenditure between 1995 and
2003. Three of them—India, Mali, and Niger—

did so by 15-35 percent-

Governmentﬁnancz’al age points. In three
commitment to primary countries the propor-

tions stayed the same,
and in two others the
grown. proportions declined.

During the late 1980s
and 1990s, government financial commitment to
primary education became one of the focal points
of World Bank adjustment (development policy)
lending in many countries. In all four African
countries studied—Ghana, Mali, Niger, and
Uganda—adjustment projects were launched in
which lending conditions included moving or
holding expenditures in primary (or basic)
education to a relatively high level (40-60 percent
of total). All four countries met or exceeded their
adjustment targets, despite political and
economic challenges, which shows how seriously
these conditions were taken.!?

Evolution of Objectives, from Expansion
to Learning Outcomes

Investment projects managed by the
Education Sector that

Almost all projects were mainly con-

address sector cerned with primary
education had mul-

tiple objectives. Table

education quality. 22 presents the most

frequently cited objectives of 30 randomly selected
projects that allocate at least half of commitments
to primary education, among those that had
closed since fiscal 1995 or that were still active as of
the end of fiscal 2004.

For the purpose of this evaluation, the term
primary education project refers to investment
projects managed by the Education Sector that
allocate at least half of all commitments to primary
education. The 20 closed projects in table 2.1 were
approved during the period 1988-96, and the 10
active projects were approved roughly a decade
later, from 1998 to 2004.

The objectives most frequently cited—
found in virtually all primary education
projects—were to improve sector manage-
ment or governance and to improve the
quality of education. Whereas in completed
projects, quality of education was mostly
indicated by increases in inputs (books and
materials) and outputs (trained teachers),
ongoing projects have also included learning
outcomes as indicators of quality improve-
ment.”? In addition, roughly two-thirds of all
projects aimed to expand enrollments and
improve equity with respect to gender, urban-
rural residence, the poor, the disabled, or
otherwise disadvantaged children.'* A little
more than half attempted to improve the
“internal efficiency” of primary education
systems by reducing repetition and dropout
rates.!® These objectives were remarkably stable
across both completed and active projects.

Only one in five primary education
projects had an explicit objective to
improve learning outcomes or basic skills.
This was equally true for both completed and
ongoing projects. A separate review of appraisal
documents covering the 23 primary education
projects managed by the Education Sector and
approved in fiscal 2005 and most of fiscal 2006'°
found, again, that only about one in five projects
(22 percent of the total) had an explicit develop-
ment objective to improve learning outcomes.

Adjustment and development policy
lending projects that support primary
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Table 2.2: Objectives of Education Investment Projects that Allocate at Least 50 Percent of
Expenditure to Primary Education (percent of projects with objective)

Improve sector management or governance?
Improve educational quality®

Increase enrollment

Improve equity®

Increase internal efficiency?

Improve learning outcomes

95 100 97
90 100 oB)
65 70 67
60 65 62
60 50 57
20 20 20

Sources: IEG 2004d, table 4, and project appraisal documents.

a. Includes sector governance, management capacity, monitoring, and evaluation.

b. Usually expressed in terms of inputs and outputs.

c. Equity with respect to gender, the poor, rural, ethnic minorities, disabled, and otherwise disadvantaged.

d. Reduced dropout and repetition.

education pursued a somewhat different
mix of objectives.!” Unlike investment
projects, these projects all focused on increased
enrollment, and only about 60 percent covered
sectoral management. However, they were
similar to investment projects in that almost all
covered improved quality (again, mostly inputs
and outputs), about 60 percent equity improve-
ment, and about half improved educational
efficiency.

Also, as with investment projects, few (20
percent) had learning outcomes objectives. A
growing number of DPLs are multisectoral
PRSCs, of which 28 in 18 countries (some having
multiple PRSCs) had a basic education focus
approved by the Bank during fiscal 2001-05.

Among these projects, about 61 percent
covered quality or service
delivery. About 45 percent covered improving
access and increasing or maintaining funding for
education (or primary education). In only two
countries, Nicaragua and Uganda, were learning
outcomes emphasized.

improvement

Investment projects containing primary
education managed by other sectors were
almost entirely focused on improved
enrollment and equity objectives. Sixty
percent of these had equity improvement as an
objective, and half cited increased enrollment.

Only 30 percent had an
objective  of raising
educational quality; and
just one in five aimed to
improve sector manage-
ment. None had learning outcomes objectives.

Only one in five projects
aims to improve learning
outcomes.

Primary education projects since 1990
allocate less to “hardware” and more to
“software.” In the
1960s, 1970s, and into
the 1980s, the Bank
emphasized “hardware”
(civil works and goods,
including distribution of
textbooks).

In response to re-
search showing the influence of curriculum
reform, better teaching, good management, and
community involvement (Lockheed and
Verspoor 1991; Fuller 1987),® emphasis in the
1990s shifted to software
(services and manage-
ment) and, within hard-
ware, from civil works to
textbooks. Civil works
and  textbooks
financed in 93 percent of
the projects, but the
share of hardware in

Projects managed by
other sectors aimed to
increase enrollments and
equity, but not learning
outcomes.

Education infrastructure
now gets only slightly
more than curriculum,
teaching, management,
and community
involvement.

were
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overall project expenditures has declined
from 82 percent before 1990 to 53 percent in
fiscal 2000-04. The share for textbooks
increased from about 2 percent before 1990 to
about 11-12 percent in the early 1990s and
has been maintained, while the share of civil
works in primary education commitments has
declined by half, from 45 percent to 22
percent.

Bank-Supported Analytic Work

Analytic work related to primary

education and financed by the Bank’s

Education Sector stabilized during fiscal

2000-05 at about 17 products per year (see

table 2.3).' This covers roughly two-thirds to

three-quarters of all analytic work managed by

the Education Sector

A large share Of during those years.

education analysis is on Much of this work was

primary education.

conducted in the con-
ext of sectorwide
reviews. A few studies
(14 of 103 in this 6-year period) focused
exclusively on problems arising in primary
education—either in a

The cmalyt ic work is specific country or in the

rarely focused primarily context of regional or

on learning outcomes.

global primary edu-
cation papers.

Bank-sponsored analytic work on primary
education has rarely put its main focus on
learning outcomes. Among the 14 studies
delivered in fiscal 2000-05 that focused
exclusively on primary education, only three
contained in-depth assessments of learning
outcomes.?® The others focused on primary
education strategy, finance, curriculum, and
enrollments. The 89 studies touching on primary
education as part of the overall education agenda
covered topics such as national education strate-
gies and reforms, finance and cost-effectiveness,
teacher training and incentives,
education, decentralization, textbook quality,
community involvement, education manage-
ment, and girls’ education.

Only three of these sectorwide papers, all
managed by the Latin America and Caribbean
Region, had as their major focus learning
outcomes and achievement.?! In the Africa
Region, the Human Development Sector has
sponsored more than a dozen Country Status
Reports (CSRs) in education and health as
inputs into debt-reduction decisions, sector
plans, PRSPs, and PRSCs.

Initially (1999-2000) the CSRs did not cover
learning outcomes, but they subsequently did
showcase some student achievement
measures in relation to funding levels and, in
some cases, school and socioeconomic status.
However, using these measures in planning

private

Table 2.3: Analytic Work on Primary Education Managed by the Education Sector, Fiscal 2000-05

2000
2001
2002
2003
2004
2005
Total

3 0 g 7
0 0 9 0
1 2 13 4
1 2 12 0
1 0 15 4
4 0 11 5
10 4 69 20

e 24 13 79
9 13 0 69
20 25 1 74
15 23 13 65
20 &) g 61
20 26 15 77
103 146 10 71

Sources: World Bank 2002a, 2003a, 2004a, 2005a, and the Education Sector Web site (http://education.worldbank.org).
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still appears to be problematic: in Madagascar,
Mozambique, and Rwanda, which have
completed CSRs that addressed learning
outcomes and which subsequently launched
new PRSCs, there is no mention of learning
outcomes in the PRSCs.

Much analytic work sponsored by other
sectors of the Bank also is relevant to primary
education—for example, in public expenditure
reviews, country economic memoranda, and
poverty assessments, generally sponsored by
the Poverty Reduction and Economic Manage-
ment Network. When this work is added to the
Education Sector work, the volume of analytic
work relevant to primary education during
2000-05 more than doubles.?? However, here
too there is little work with direct relevance to
learning outcomes. Likewise, this evaluation‘s
case studies in Mali, Pakistan, Peru, and Romania
(see box 2.2) showed little explicit coverage of
learning outcomes in the Bank-supported
analytic work related to primary education.

Performance Ratings of

Primary Education Projects

All Bank-financed projects are subject to self-
evaluation shortly after they are completed.
These evaluations are then validated by IEG.
Projects are rated on their outcomes in relation
to their objectives, sustainability, and institu-
tional
summarizes the ratings for primary education
projects.?*

development impact.?> Table 2.4

Overall, the outcome of 82 percent of
primary education projects was rated
moderately satisfactory or better. These
ratings are above the average for the rest of the
education
percent) and substan-
tially higher than the
average for all sectors (72
percent).
sustainability were lower,
with 62 percent rated

sector (78

Eighty-two percent of
primary education
projects have been rated
moderately satisfactory
or better on outcomes.

Ratings for

Box 2.2: Analytic Work in Case Study Countries: Where Are the Learning Outcomes?

The case studies for Mali, Pakistan, Peru, and Romania all found
that the Bank had supported useful analytical work relevant to
primary education. They were, however, generally light in their
treatment of learning outcomes.

Mali. Several studies have been undertaken emphasizing ac-
cess (especially gender equity), but a comprehensive sectorwide
review has yet to be done. The use of the results of analytic work
has added to the credibility of the Bank team and has helped the
government adopt a pattern of planning based on data. However,
the Bank sector work has not focused on learning outcomes (ex-
ceptin a bilingual education pilot) or on the constraints to the de-
livery of goods to its resource-starved schools.

Pakistan. The Bank supported a sectorwide review in 1988 that
set the stage for subsequent policy dialogue and lending, but this
is out of date. It also supported some influential studies on specific
themes, such as demand for girls’ schooling and devolution of ed-
ucational management. Overlooked have been studies of institutional
capacity and institutional incentives. Also, the quality and accuracy
of ministry data, and how to improve them, need to be studied.

Peru. Two large diagnostic studies were undertaken in 1993 and

1999 that helped to build consensus on sector improvements. The
improvements subsequently appeared in Bank-supported invest-
ment and adjustment projects, emphasizing better infrastructure,
bilingual education, school autonomy, teacher policy, equity, and
accountability. While Bank support also built strong research and
assessment capacity in the government, it did not press for a lon-
gitudinal analysis of student learning outcomes or for impact as-
sessments of project interventions (both within the competence
of local researchers).

Romania. The Bank supported sector work related to the coun-
try’s economic transition, which was fed into its Education Reform
Project. In 2000 a World Bank Institute case study was conducted
on education decentralization, and in 2002 an Education Policy Note
was re