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Foreword

There are today 264 million children and youth not going to school - this is a failure that we must tackle
together, because education is a shared responsibility and progress can only be sustainable through
common efforts. This is essential to meet the ambitions of Sustainable Development Goal on education
(SDG 4), part of the 2030 Agenda for Sustainable Development. Governments, schools and teachers have
a frontline role to play here, hand-in-hand with students themselves and parents.

Moving forward requires having clear lines of responsibility, knowing when and where those lines are
broken and what action is required in response - this is the meaning of accountability, the focus of

this Global Education Monitoring (GEM) Report. The conclusion is clear - the lack of accountability risks
jeopardizing progress, allowing harmful practices become embedded in education systems. For one, the
absence of clearly-designed education plans by Governments can blur roles and mean that promises will
remain empty and policies not funded. When public systems do not provide an education of sufficient
quality, and for-profit actors fill the gap but operate without regulations, the marginalized lose out.
Governments are the primary duty bearers for the right to education, yet this right is not justiciable in
almost half of countries, and the primary course of action for those with a complaint is lost.

Everyone has a role to play in improving education. This starts with citizens, supported by civil society
organisations and research institutions, who point out gaps in quality, equitable education. In a number
of countries, student movements have often swayed policies on equitable and affordable education,
highlighting the power that we all share and must exercise to advance SDG 4. International organisations
have been in the lead also in shaping new goals and targets in line with the complex challenges of our times.

The Report shows also that not all accountability methods are currently helping us achieve SDG 4. In some
parts of the world, it is becoming more common, for instance, for teachers and schools to be sanctioned for
poor test results, in the name of purported attempts to improve quality instruction and learning. The Report
concludes this must be approached with great caution to avoid having unintended, contrary consequences.

There is extensive evidence showing that high-stakes tests based on narrow performance measures

can encourage efforts to ‘game the system, negatively impacting on learning and disproportionately
punishing the marginalised. It is vital to collect data on learning outcomes, to shed light on factors that
drive inequality in education. But drawing precise conclusions requires time, resources and skills that few
countries have, and drawing the wrong conclusions can be all too easy.

Accountability means being able to act when something is going wrong, through policy, legislation and
advocacy, including through ombudspersons to protect citizens’ rights. We need stronger mechanisms
across the board to enshrine and enforce the right to education and hold all Governments to account for
their commitments, including donors.

The word ‘accountability’ appears all throughout the 2030 Education Framework for Action, demonstrating
the importance that UNESCO and the international community give to follow up and review functions to
catalyse and monitor progress. This means also that all countries should produce national education monitoring
reports explaining their progress against their commitments - currently only about half do so and most of
them not regularly. Accountability is about interpreting evidence, identifying problems and working out how
to solve them. This must be the backbone to all our efforts to achieve equitable, quality education for all.

Irina Bokova
Director-General of UNESCO
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HIGHLIGHTS

Accountability in education: Meeting our commitments

WHY ACCOUNTABILITY MATTERS

Despite strong progress in education, there are
significant challenges to achieving the global education
goal, SDG 4: Children cannot read after several years of
school in sub-Saharan Africa; examination pressure is
having an impact on gender gaps in China; the excess
focus in education on employability is being questioned
in Germany; decentralization is posing challenges for
underfunded rural schools in Pakistan; low-quality
private universities are proliferating in Paraguay; refugee
children have severely constrained education chances,
especially those fleeing war in the Syrian Arab Republic.

Faced with education challenges, the public wants to
know who is responsible and policy-makers look for
urgent solutions. Increased accountability often tops
the list. When systems fail, people call for someone to be
held responsible and for mechanisms to be in place that
ensure corrective action.

STOP THE BLAME GAMME
EDUCATION IS A SHARED
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WHAT IS ACCOUNTABILITY? WHOM
DOES IT INVOLVE?

Accountability is a process, aimed at helping actors
meet responsibilities and reach goals. Individuals or
institutions are obliged, on the basis of a legal, political,
social or moral justification, to provide an account of how
they met clearly defined responsibilities.

But reaching SDG 4 is often a collective enterprise.
Ensuring inclusive, equitable and good-quality education
requires all actors to make a concerted effort to meet
their responsibilities.

Accountability, therefore, does not easily rest with
single actors. For instance, schools may be responsible
for providing supportive learning environments, but

to deliver on this they rely on governments providing
resources, teachers respecting professional norms and
students behaving appropriately.




IT'S HARD TO
HOLD ANYONE
ACCOUNTABLE IF
YOU DON'T KNOW
WHO'S RESPONSIBLE

Increasingly, however, voices call for holding people
accountable for outcomes beyond their control.
Individuals cannot be held accountable for an outcome
that also depends on the actions of others.

WHAT DOES AN EFFECTIVE
ACCOUNTABILITY SYSTEM LOOK LIKE?

Everyone has a role to play in improving education.
Student movements have often swayed policies on
equitable and affordable education. The media plays
a key role in investigating wrongdoing and reporting
corruption. Civil society support can be crucial.

But accountability starts with governments. They are
ultimately the primary duty bearers of the right to
education.

A credible education plan is the basis for accountability.
It should have clear targets and lines of responsibility
and allocate resources through transparent budgets that
can be tracked and queried.

Policy processes must be open to broad and meaningful
consultation. In Brazil, about 3.5 million people
participated in the national education plan consultation.

Transparency of information is vital to make
accountability work. Around half of countries have
produced a national education monitoring report
analysing progress related to their national education
plan and budget since 2010, although only one in six have
done so annually.

Independent checks and balances help hold
governments to account. The ombudsman offices in
Latin America from 1982 to 2011 helped increase access
to education, despite the lack of sanctioning power. In
the Philippines, volunteers monitored up to 85% of 7,000
textbook delivery points helping reduce costs by two-
thirds and procurement time by half.

Legal and regulatory routes to accountability are
the backbone of a well-functioning state. In Kenya,
the Education Board closed down private schools
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not meeting standards. But standards need to be

set at a level compatible with the available human or
material resources so that countries do not overburden
themselves with regulations that are ignored in practice.

ACCOUNTABILITY MECHANISMS
CAN BE DETRIMENTAL IF POORLY
DESIGNED

There is little evidence that performance-based
accountability, when focused on outcomes over inputs
and based on narrow criteria, improves education
systems. Incentives have often been limited to
punishments to force compliance or modify behaviour. A
blame-focused approach to accountability is associated
with undesirable consequences. Rewards, such as
performance-related teacher pay, have had detrimental
effects: peer collaboration deteriorates, the curriculum is
narrowed, teaching to the test is emphasized.

A market-based approach creates competitive pressure
that marginalizes disadvantaged parents and schools.

While targeted vouchers in some countries have helped
overcome constraints, in other cases schools have
simply increased their fees. School choice approaches
have undermined efforts towards inclusive, equitable,
high-quality education, leading to greater segregation.
Information is a foundation for a market but is often
not available and, even if accessible, may not be usable:
72% of parents in Kenya reported not knowing how to
use student learning data.

Many approaches to accountability, often externally
funded, have not been designed in a sustainable way.
Systems relying on government to respond to donor
demands are disappointed when funding disappears.

WHAT IS NEEDED TO KEEP
ACCOUNTABILITY WORKING?

Adequate resources, capacity and genuine commitment
are essential. Governments should spend at least 4% of
GDP on education, or allocate 15% of total government
expenditure. But one in four countries do not reach these
benchmarks.

HIGH STAKES TESTING CAN LEAD ToO TEACHERS
ONLY TEACHING THOSE
WHO ARE LIKELY

To Do WELL
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Donor support is needed in the poorest countries.

In 2015, only 6 of 28 OECD-DAC countries met their
commitment to allocate 0.7% of national income to aid.
Aid predictability, at least in the short term, slightly
decreased between 2010 and 2015. Donors should be
careful when making aid available through results-based
mechanisms that shift risk to countries that are little
prepared to bearit.

Transparent and relevant data on the strengths and
weaknesses of education systems should be available.
But countries need to be judicious in what data they
collect and how they use them, keeping in mind the
costs involved and the skills required to interpret,
analyse and act on such data to improve teaching

and learning. Many low and middle income countries
cannot afford them. Over half of teachers in England
argued that increased data collection created more
unnecessary work.

Capacity development is essential. Actors need the
skills to fulfil their responsibilities. Governments
need to ensure that teacher evaluators have the
appropriate training to recognize good teaching and
provide constructive feedback. In New Delhi, India,
school inspectors are tasked with inspecting over
50 schools annually. Teachers’ unions aiming to
strengthen professionalism should build the skills of
those entrusted with following through on internal
accountability mechanisms.

Countries need to participate actively and monitor
the work of international organizations. An
accountability vacuum exists concerning the role of
international organizations and their responsibility
in achieving international goals. This is due to the
multiple roles and competing agendas among them.
But countries should also be prepared to be held to
account: the word ‘accountability’ is conspicuously
absent from the SDG foundation document that was
developed by governments.
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Monitoring SDG 4

TARGET 4.1: PRIMARY AND SECONDARY
EDUCATION

m In 2015, there were 264 million primary and secondary
age children and youth out of school.

® In 2010-2015, completion rates were 83% for
primary, 69% for lower secondary and 45% for upper
secondary education.

m About 387 million children of primary school age,
or 56%, did not reach the minimum proficiency
level in reading.

B Less than one in five countries guarantee 12 years of
free and compulsory education.

TARGET 4.2: EARLY CHILDHOOD

m In 2015, 69% of children participated in organized
learning at the pre-primary or primary level one year
before official primary entry age.

B In 2010-2015, across 52 low and middle income
countries, the richest 3- to 4-year-olds were five times
as likely to attend organized learning as the poorest.

m Just 17% of countries legally stipulate at least one year
of free and compulsory early childhood education.

TARGET 4.3: TECHNICAL, VOCATIONAL,
TERTIARY AND ADULT EDUCATION

m More women than men graduate from tertiary
education but fewer women than men obtain science,
technology, engineering and mathematics degrees; in
Chile, Ghana and Switzerland, women account for less
than one-quarter of these degrees.

B There are vast disparities in tertiary education
opportunities in low and middle income countries
between richer and poorer students. In El Salvador,
51% of the richest fifth but less than 2% of the poorest
fifth attended any form of post-secondary education.

m Very few adults who have not completed primary
education go back to school. In Mozambique, just
20% of adults had completed primary but only
0.5% were enrolled in formal education.
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TARGET 4.4: SKILLS FOR WORK

Most adults in low and middle income countries do
not have even basic computer skills. In 2014-2016,
only 4% of adults in Sudan and Zimbabwe could copy
and paste files.

There are wide gender gaps in ICT skills. About
75 women for every 100 men could use basic
arithmetic formulas in a spreadsheet in Italy,
Germany and the Netherlands.

Establishing regulations and accreditation processes
for skills training providers, public and private, is
important for accountability but requires resources
and expertise many countries lack.

TARGET 4.5: EQUITY

There is gender parity in participation at all education
levels except tertiary. However, global averages mask
gaps: only 66% of countries have achieved gender
parity in primary education, 45% in lower secondary
and 25% in upper secondary.

There tend to be more female than male teachers but
far fewer women than men become school leaders.
Only 6% of lower secondary head teachers are

female in Japan.

Inequality is underestimated, as survey design may
exclude up to 250 million vulnerable people worldwide,
while a further 100 million, such as slum dwellers, may
be under-represented.

In 42 of 86 countries, there is explicit reference to
inclusive education in constitutions, laws and policies,
although interpretations of the term differ.

TARGET 4.6: LITERACY AND NUMERACY

The adult literacy rate increased from 81.5% to
86% worldwide between 2000 and 2015. It is below
60% in low income countries.

The number of youth with no literacy skills has fallen
by 27% since 2000 although more than 100 million
young people still cannot read.



m In sub-Saharan Africa, 69% of adults with five years of
education in systems that privileged local languages
could read a sentence, compared with 41% of adults
educated in part or wholly in colonial languages.

B There is some evidence that literacy and numeracy
levels may be declining in high income countries,
including Denmark, Germany, Norway and Sweden.

TARGET 4.7: SUSTAINABLE DEVELOPMENT AND
GLOBAL CITIZENSHIP

® In 2009-2012, only 7% of teacher education
programmes covered education for
sustainable development.

B A 48-country review found that almost 80% had
supportive policies for sexuality education but they
are not always implemented.

B Almost 30% of 15-year-olds performed below the
minimum proficiency level in science in the content
areas of earth and space systems.

TARGET 4.A: EDUCATION FACILITIES AND
LEARNING ENVIRONMENTS

m In sub-Saharan Africa, only 22% of primary schools
have electricity.

m In half of 148 countries, less than three-quarters of
primary schools had access to drinking water.

m In 2015, about 40% of secondary school principals in
Indonesia and Jordan and 25% to 30% in Israel and Italy
reported that infrastructure problems significantly
hampered instruction.

B There has been a sharp uptick in attacks on schools
since 2004, disproportionately affecting Southern
Asia, Northern Africa and Western Asia.

TARGET 4.B: SCHOLARSHIPS

m Aid spending on scholarships decreased by 4% to
US$1.15 billion from 2010 to 2015, on a par with the
overall decrease in aid to education.

m Scholarship spending is underestimated, as many
countries, including Brazil, China and India, do not
include it in their aid programmes.

m In 2015, 2% of tertiary education students studied
abroad. The percentage of those studying outside
their home region increased from 57% in 2000
to 63% in 2015.

TARGET 4.C: TEACHERS

m Globally, 86% of teachers are trained at the primary
school level.

B There is a need to agree on a common definition of
what it means for a teacher to be trained.

m Information on teacher salaries is scarce. In OECD
countries, primary school teachers earn 81% of what
other full-time working professionals with tertiary
education earn.

EDUCATION IN THE OTHER SDGS

m Those lacking formal education are 6.5 times likelier to
smoke than those with at least secondary education
in lower middle income countries.

®m In 2013, the global shortage of healthcare workers was
17.4 million, including 2.6 million doctors and 9 million
nurses and midwives.

FINANCE

m Public education expenditure was 4.7% of GDP and
14.1% of total public expenditure in 2015.

m Education was more exposed to corruption risk
than even construction in the European Union
in 2009-2014.

B The education share of total aid fell for six consecutive
years, from 10% in 2009 to 6.9% in 2015.

m New estimates put the share of education expenditure

borne by households at 18% in high income, 25% in
middle income and 33% in low income countries.
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KEY FINDINGS

Accountability is a process aimed at helping individuals or institutions meet their responsibilities
and reach their goals. Actors have an obligation, based on a legal, political, social or moral
justification, to provide an account of how they met clearly defined responsibilities.

Accountability lacks common definitions across disciplines and may be understood in different
ways across languages.

Accountability matters enormously for improving education systems but it should be a means to
education ends, not an end in itself.

People are more likely to deliver if held accountable for decisions. If held accountable for
outcomes beyond their control, they will try to avoid risk, minimize their role or adjust their
behaviour in unintended ways to protect themselves.

Trust is largely absent when actors operate in fear of punishment. A shared purpose, which
fosters trust, is central to effective accountability.

Education actors are held to account through political processes, laws and regulations,
performance evaluations, market competition, social pressure and professional norms.

Different approaches to accountability may be effective in some contexts and for some aspects of
education and detrimental in and for others. No one approach is universally effective at all times.

Accountability needs to emphasize building more inclusive, equitable, good-quality education
systems and practices instead of blaming individuals.

No approach to accountability will be successful without a strong enabling environment
that provides actors with the resources, capacity, motivation and information to fulfil their
responsibilities.

To accomplish the larger shared aims of education, policy-makers must recognize actors’
interdependence and work towards systems that incorporate mutual accountability approaches.

CHAPTER 1| INTRODUCTION
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eople around the world, and the media in particular,
describe education as in crisis. Problems characterized
by a crisis narrative vary widely among countries:
children unable to read after several years of school in
sub-Saharan Africa (Africa Progress Panel, 2012); the
impact of examination pressure on gender disparity
in China (Yangcheng Evening News, 2016); the focus
on employability as a distracting influence in German
education (SWR, 2017); decentralization challenges for
underfunded rural schools in Pakistan (Dawn, 2017);
the proliferation of low-quality private universities in
Paraguay (ABC Color, 2017); severely constrained chances
at education for refugee children, especially those fleeing
the war in the Syrian Arab Republic (Reliefweb, 2016).

This report also uses ‘crisis’ to alert the international
community to how far it is from achieving its education
commitments, most recently those under United Nations
Sustainable Development Goal (SDG) 4, which aims to
ensure inclusive, equitable, good-quality education and
lifelong learning for all by 2030. With hundreds of millions
of children and youth not gaining access to primary and
secondary education, and with even more struggling to
acquire basic skills, the persistent deficiencies in provision
and quality must come into sharper focus, especially in
the context of tight education budgets.

ACCOUNTABILITY IS A MEANS
OF ACHIEVING SPECIFIC ENDS
IN EDUCATION

Faced with education challenges, the public wants to know
who is responsible and policy-makers look for urgent
solutions. Increased accountability often tops the list.

Governance and (44

management Accountability is a

problems in any . d at heloi

sector are often process aimed a elping

blamed on unclear individuals or institutions
meet their responsibilities

lines of responsibility.
When systems .
J and reach their goals

fail, people call for
someone to be held b
responsible and for

systems to be in place that ensure corrective action and
prevent recurrence. Ideally, accountability is a process
that helps individuals or institutions meet responsibilities
and reach goals. Central to accountability is the
relationship among individuals or institutions. For the
purposes of this report, the definition of accountability
has three main elements:

Australia: "The sad truth about education: it’s

easier to blame someone else than fix the problem’

~ Sydney Morning Herald, March 2017
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m Clearly defined responsibilities;

m Obligation to provide an account of how
responsibilities have been met;

m Legal, political, social or moral justification for
the obligation to account.

Accountability should be evaluated against specific

goals (Maroy and Voisin, 2017; Perie et al.,, 2007). Treating
accountability as an end in itself - suggesting that good
governance amounts to more accountability - fails to
recognize that accountability can have both beneficial and
detrimental outcomes (Bovens, 2006; Gorur, 2017).

Accountability has been called a cultural keyword, with no
straightforward definition. It draws meaning from context
- its interaction with other words in the culture in which it
plays a more or less central and often controversial role.
Use of the term has grown from specific applications,
usually in business, to broader and more ambiguous
applications in various sectors and government domains.
Disciplines and languages have no common definition of
accountability (Bovens et al., 2014) (Box 1.1).

ACCOUNTABILITY IN EDUCATION REFLECTS
BROADER SOCIAL AND CULTURAL TRENDS

Various social, political, economic and cultural trends
have shifted education policy towards a greater emphasis
on accountability. These trends sometimes operate in
parallel, sometimes reinforce each other and, in a few
cases, cancel each other out.

The rapid expansion of education in the second half of
the 20th century poured more students into all levels of
education and required the introduction of new public

management techniques to ensure delivery of key inputs,
adherence to rules and prevention of corruption. That

Uganda: "We Need Strong

Accountability Mechanisms
for Quality Education’

~ The Monitor, February 2017

(14
One government response to the rapid
expansion of education was to shift focus

from managing inputs to managing results
b

impetus spilled over from efforts in the corporate world
to make financial statements more trustworthy through
independent audits. Along with audit and verification
techniques exported from the private to the public sector
came a system of values and goals that may or may not
be suitable in the context of education (Power, 1997).

In high income countries, one government response to
this management challenge, as in many other sectors,
was to shift focus away from managing inputs - with
the associated tendency for central government to
micromanage administrative details - to managing
results. The establishment of metrics and standardized
instruments to enable comparisons of local governments
and schools accompanied this focus on results. A few
countries even moved towards accountability policies
using student test scores to measure and evaluate school
and teacher performance, linking results to rewards and
sanctions. The No Child Left Behind programme in the
United States was perhaps the best-known example
(Harris and Herrington, 2006). Starting from a range

of premises, calls for standardization of curricula and
assessments have gained support all along the political
spectrum, from those who wish to ensure a return to
basics to those who wish to ensure no one is left behind.

To be effective, a focus on managing results requires
government to generate more and better information.
Often, governments share information as a result of
calls for transparency and the introduction of freedom
of information legislation, trends aided by technological
advances that have reduced the cost of access to

data. In addition, as part of a democratization trend,
many governments have opened space for civil society
organizations to generate their own evidence, voice
concerns and challenge governments, schools and
teachers on fulfilment of their responsibilities.

Decentralization has been a further development, which
increases local control over education provision and
often financing, while central government maintains
responsibility for monitoring and regulation (Verger
and Parcerisa, 2017). The decentralization trend largely
resulted from frustrations with perceived failures
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Accountability coincides with responsibility in many languages

For accountability to become a means of development, at a minimum its meaning must be clear. Yet most discussion about accountability occurs in
English, which differentiates responsibility from accountability. Both words have Latin roots - meaning, respectively, responding and counting
(or recounting, as an event or experience). The concepts are used interchangeably, however, and their definitions make them largely synonymous.

Linguistic frequency lists show ‘responsible’ and ‘responsibility’ appear in the top 1,000 lemmas, but ‘accountability’ appears after the first 3,000
lemmas. That relatively low frequency might suggest that, even in English, responsibility adequately addresses the need to capture performance,
while accountability is a special case. Data from about a million Google scanned books show accountability has become a much more common term
since the 1970s. Financial accountability appeared first, corporate accountability emerged in the 1950s, and government accountability - of relevance
to education - was increasingly referred to from the 1970s onwards.

Languages such as Chinese and Vietnamese also differentiate between the terms. In Chinese, zeren means duty and occupational task of a role,
while wenze or jixiao wenze means accounting for what is required for fulfilling a duty or task. In Vietnamese, trach nhiém is a task or duty one must
undertake, while trach nhiém giai trinh is a task or duty one must undertake that will be checked on by someone else, and about which one must

answer any questions (Table 1.1).

TABLE 1.1:

Use of the terms responsibility and accountability in selected languages

Language

Albanian
Arabic
Bahasa Indonesia

Bengali

Chinese

Dutch
French

German

Greek
Hebrew
Hindi
Italian

Japanese

Kinyarwanda

Malagasy
Nepali

Polish
Portuguese

Romanian

Russian

Sinhalese

Spanish
Swahili

Vietnamese
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Responsibility may be individual or collective, action-oriented or moral. People can be
responsible for various tasks, or they may feel morally responsible for promoting certain
ideals. They are not necessarily liable or obliged to report results. Management literature
emphasizes the individualistic aspect of accountability. Many people can be responsible for
making something happen, but the final accounting ought to be attributed to one individual.

Languages with a distinct word for accountability often refer to answering and rendering
accounts or explanations. For example, in Russian and Swahili, the term refers to
answerability; in Albanian and German, it refers to account- or explanation-giving. Yet many
languages, such as Italian and Malagasy, only use the word responsibility. Bahasa Indonesia
and Japanese have imported the term accountability from English as a neologism, as have
other languages, depending on context. For example, accountability is used in Spanish in
discussing development cooperation.

Sources: Abadzi (2017); Dubnick (2012; 2014).

of centralized bureaucratic systems (Rado, 2010).

In Argentina, 43% of primary schools and 75% of
secondary schools were under central authority until
decentralization laws in 1993 and 1995 brought universal
local control (Salto, 2017). In Poland, a 1999 reform
shifted all ownership and financing to local government,
supported by central monitoring tools, including a new
school evaluation system (Jakubowski, 2017). In Viet Nam,
the State Budget Law of 1996 and 2002 shifted more
financing responsibility away from the centre and, by
2006, over 80% of all school financing came from the local
level (Hoang, 2017).

In some countries, dissatisfaction with public education
contributed to policies diversifying provision and creating
an education ‘market’, whereby parents could choose
schools based on school rankings published with the
intent of spurring competition and quality. Part of a
larger movement in all social sectors, marketization
moves education from a public good focused on national
interests to a private good responding to consumer
demands (Ball, 2003). The idea that enforced marketplace
competition could rectify education system failings can
be traced to the 1950s in the United States (Friedman,
1962; Chubb and Moe, 1990).

Some of these ideas have been espoused and promoted
by international organizations. The World Bank has
promoted standardization, decentralization and
accountability since the 1990s. Accountability was
mentioned twice in the Bank’s 1999 education sector

strategy and 32 times in the 2011 revision (Joshi and
Smith, 2012). Its World Development Report 2004
emphasized the importance of public services responding
to local end users, advocating for greater decentralization
and local control - and accountability (World Bank, 2004).

EDUCATION IS A COLLECTIVE
RESPONSIBILITY

‘Achieving quality education is a responsibility for all major
stakeholders in education. For instance, government cannot

be blamed for poor performance of pupils in schools. Teachers,
head teachers, education supervisors, pupils and parents
should be able to ensure that kids are in school and learning for
an enhanced performance.

IDDRISU BARIHAM, TEACHER TRAINER, GHANA

To feel accountable, a person must be identifiable. Between
two people with the same intrinsic motivation for a task,
the one with greater anonymity has a weaker incentive to
exert the required effort. Actors asked to account for their
actions strive harder to achieve the task. They will develop
strategies that contribute to task fulfilment.

Reciprocal relations, altruism and the desire to perform
public service suggest accountability should be strongest
in smaller, closely linked groups whose members are in
ongoing relationships. People in large, diffuse groups may
feel limited personal obligation. People may also be more
likely to deliver if held accountable for decisions rather
than outcomes beyond their control. People are more
averse to losses than they are attracted to gains. If they
are held accountable for
66 difficult outcomes, they

People may also be tend to avoid risk and
) . minimize their roles or
more likely to deliver ;g ¢ their behaviour
if held accountable in unintended ways
for decisions rather to protect themselves
(Abadzi, 2017).
than outcomes
beyond their control Desirable results in
99 education, especially
those associated with
SDG 4, can rarely be linked to individuals. Rather, they are
complex outcomes resulting from many actors’ efforts. As
these outcomes rely on fulfilling shared responsibilities,

accountability does not easily rest with single actors. As
this report demonstrates, ensuring inclusive, equitable,



good-quality education is a collective enterprise in which
all actors make a concerted effort to meet responsibilities.
Education is essentially a shared responsibility, whether
it is cultivating relevant work skills or culturally aware,
tolerant citizens.

While those in the direct provision of education are
usually considered more responsible, schools and
teachers do not work in isolation from government
decisions or community activities. This interdependence
is one of several factors limiting the effectiveness of
accountability mechanisms in education; unpacking

the assumptions that underpin accountability requires
caution. For one thing, responsibility may not be clear.
Teaching, for instance, cannot be parsed into easily
defined, routinely performed tasks. Even if that were
possible, teachers may depend on the actions of others to
fulfil their responsibilities.

The idea that incentives in the form of external rewards
and sanctions motivate behavioural changes in the right
direction is also questionable. Often, selected incentives
do not align with psychological and education theories of
motivation. The notion of shared responsibility contrasts
with a common public rhetoric around accountability,
which tends to be overly simplistic, driven by the
assumption that behavioural change is only possible
when serious consequences are made explicit (Braun and
Kanjee, 2006). This report’s treatment of accountability
does not require the promise of reward or the threat of
sanction as some, although by no means all, definitions
do in the social sciences.

Faced with a wide range of possible outcomes often
impossible to measure accurately, it is tempting to settle
for quantitative indicators that do not capture the varied
impact of education on individuals and society in the
short and long term.

DIFFERENT APPROACHES TO ACCOUNTABILITY
FIT DIFFERENT CONTEXTS

Yet individual or institutional responsibilities can be
identified and those responsible can be expected to
provide an account of their actions. It is important to

be specific about the education context in which an
accountability mechanism may operate, however. People
working in a village school face different constraints
than in a large education bureaucracy. Expectations

in a system with malnourished students and few
instructional materials differ considerably from those in

a well-resourced system with cutting-edge technology.
It is entirely different to hold someone to account for
ensuring textbooks are delivered to all schools than

for ensuring achievement of a national education plan
objective that all children achieve minimum learning
proficiency in reading in five years.

Problems and solutions will differ by context.
Accountability approaches effective in some contexts
and some aspects of education may be detrimental in
others. This report discusses a range of accountability
tools in various contexts and how they have or have not
motivated actors in education to shift their behaviour
towards achieving SDG 4 goals (Table 1.2).

For example, in democratic systemes, all citizens can
exercise their power to hold politicians, including those
responsible for education, to account through voting.

All education actors can hold each other to account by
invoking laws and regulations. Mechanisms can range
from government ensuring rules are followed internally

in various levels and bodies, to independent audit
institutions scrutinizing budgets and accounting reports
to prevent and punish corruption, to schools calling on
parents to explain unjustified student absences. Formal or,
more often, moral codes of conduct form the foundation
of social and professional education accountability, calling
on individuals to respect norms of responsibility accepted
by their communities and peers.

TABLE 1.2:
Approaches to accountability

Approach Potential motivation

Electoral

Description

Citizens vote politicians in or out of office Removal from office

Legal/regulatory Laws or regulations establish formal checks
and balances, and government publishes

inspection or audit reports

Disciplinary action

Performance-based Authorities evaluate performance
information with respect to processes,

outputs or outcomes

Sanctions or rewards

Market-based Parents and students evaluate publicly Profit
available, comparable information and

choose the preferred education option

Social Individuals or communities use their own Moral duty
experience or other information to put Public pressure
pressure on education providers to meet
norms of appropriate behaviour

Professional Peers observe and review others in Professional duty
their group to ensure they meet shared Peer pressure

standards and expectations

Source: GEM Report team.




FIGURE 1.1:
How all actors in education are currently held to account
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