
Education for All:
 
The Requirements 

tt 

Roundtable Themes Ilil 
World Conference on Education for All 
Jomtien, Thailand 

T I 

It' .' . "-' •., .' ., 

7?' 



Wol- Conernc o 

World Conference on Education for All III
 



World Conference on Education for All monographs 
I EducationforAll: puipose and context 

II EducationforAll: an exlpanded vision 
III Educationfor jill: the requirements 



World Conference on Education for All
 

Monograph III
 

Education for All:
 
the requ.irements
 

Prepared by Douglas M. Windham 

UNESCO
 



The designations employed and(ltie presentation 
of the material in this publication do not imply 
tile expression of anly opinion whatsoever concerning 
the legal status of any coutlity, territory, city or area, 
or of its authorities, or concerning the delimitation 
of its fron tiers or boundaries. 

Published by the United Nations Educational, 
Scientific and Cultural Organization 
7 place de Fontenoy 
75352 Paris 07 SP 

Photocomposition 1),Editions dit Mouflon, 
Le Kreilin-licetre (France) 

Printed )yImprimerie des Presses Universitaires 
cle France, Vendome 

ISBN 92-3-1027(i9-7 

© UNESCO 1992 
Piintedin Fran:e 



Preface
 

'[he three nioiiographs ill this set are based on Individual chapters do not always correspond to 
materials availablefrom the round ta)les organized particular rotitd iuJic;. Many chapters draw on 

dluriiig the World(Conferceoh lEducation forAll: material from o1rie( tli(lii 011 ro tnd tal)le, and 

Meeting Basic I.earning Needs, held at Joniltien, conversely, material fiom smile round lal)les was 

Thailand, 5-9 March 1990. It was convoivned and used ill two or mo e chapters, even ill diflrcni 

sp1)lSlrcl byI he x]ccutive hacads oIf tINI'S(:(), monographs. Specific contjributions used by tie 

UINI(FI, Ihc United Nations l)Dvoehpmiit Pro- editorial team are acknowledged ill each chapter. 

graniic ad (It he \VIrld lank, and was o)rganizei Iby Because of illill'fortunate om issions or biases in tle 

all Inlicr-Agncy Coimmission Csiablislied by them. basic material available fo r thcse syn tliess, the 

TI i Royal ()vernment ()f Ihailand hosted the mloographs cillin() prclnd to dcevI p e,\'i topic 

(n)fclrenicc, anid eighteen ()tlier g )vernlimen ts aiic in a C)iprelhensive 0or balanced maniier. The cdi-

Crgaiiizati )ns co-spollsorcd it. The Coi ference tors have attempted tC p()i t out the more serious 

brought togtlicrsoim 1,500 participlaits fPi n 155 imbalances. 

Cowlitrics, 160 ill tlgoverl'lllncilal and ilon- Ill preparing thw syln]ths(s, the eCditors sought 

goverimental organizations, as well as tle iiied ia, first of, all to l)rC5scil the maiii issue:;, ideas and 

Unlike ile l() ceedings of an academic coiifer- eXperieices that ii'firmd the W-ld (on leriicc 

ciice, the moiogralhs provide syithe1seCs 01' thC inittive, in keeping with the c()iitiit and spirit of 

papers, oral prisc Iitll io us, 'idcotalpcs, Iilbs and the World Declratlin and its companion text, tile 

)ub1)lications p)resented duringihe round tables. Fraiwc or.in Actim o vet Basir Leai ing Needs. 

To the fullest exteiI p ossible, account has also Seconld, they sCought to Ireflect the sustalcc ald 

been takei of the writtell summar) reCords and ( o[lie Cof tlie round tables, and third, the views of 

atdiotapes of tlie rollid-table discussions. individual autlhors, pros( nttrs aind discussans. 

Under the supervision C ' an editorial board Thus, tile iUConiograplis do io necessarily represent 

composed of oe ilCllber Frnt each of the four the opiniionis of the (citCrial temli C (e lie editorial 

agencies (UNESCO, UNICEF, UNI)P and the board. 

World Bank) that sponsoredIt(lie World (oliltelcnct, The ii lol ograplis ar publlished by UNIESC() Ci 

a ilrce-meilher cditorial tearin was commissioned behalf. of the four agencies that S lIswed the 

tIo prepare syntheses C)I selected topics relating Io World (Conf'reiice Cli(Elducation Foh)r All. The con

the three sections of' tile World Declaraion oi Edu- tentIs of the ilionlographs were neither endorsed by 

rationfir/lll,adopted by the Coiif'crencc. The team the World Confierencc nioir cleared by Ihe spoli

drew mainly oil material from tie tweity-four tihe- so'iiig agencies. ThcrefOre, they do nCt necessarily 

matic, round tables, with oCccasiConal Ilse made also reflect the opinions of tie Coi ferciice delegations 

of material froni sollieC()f tlie tweii ty-I6ur illustra- nor represent tile policies of tle sposorin 

live' rouiid tables. agencies. 
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Basic education should be pursued not merely as a sectoral target, but as 
an inttgral part ofa human dtveloplment plan. 

William H. Drapcr III, Administrator, UNDP 

Our common objective is to mobilize societies as a whole./or the cause of 
education, to reafirn /laffing commitments .. to co-operateand learn 
./hi each other,; and beore this century ends, to make the might to 
education a(daily n'alitY/or all. 

Federico May'or, Director-(,neral, UNESCO 

l/'empowerieni(nt ?/'pro, tbrou knowl(ge is(aInimportantgoalqfbasic 
education, then there iv a sirong case/or 'a//i'naliveacio'insupport o/ 

expanding basic education ,/rgirls and women, the victims qf age-old 
discimnination in mnomt societies. 7This is an article q/hithi/r UNIC'l'J , 

becausewe kno /fiomourown experincethat all the gains that have been 
made in the past decade in %avingthe lives of millions qf chil(ren an(l 
improving the health and well-being of children and mothers cannot be 
sustained and cannot be advanced.1frther without pimyag education, 
literary and basic knowledge./or better lving./borfgirls andnlomnen. 

James P. Grant, Executive l)irector, UNICEF 

Education produces substantial value.fin mnone,. 7his is re/h'cted both in 
national accounts and in individual ea'ings.As peoplh are educated, 
e(Irings,grow,0sodosaving., so does investnu'nt, and, in turn, so does the 
Well-being ql.%ociely verall.... Ourgoal will be to help con tries put in 
place the educational poli'y .framework and investment programmes 
neeesat1)'to move 1o1ard. (71'aliCatioi for all. 

Baiber Conable, President, World Bank 

Statcieets at Joilien, Thailand, March 1990 



Foreword
 

'F.'Ecrolie has the right to education' states the 
Universal 1)eclaration of Human Rights (1948), 
but today, over h )ir decades alter this historic text 
was adopted, the right to ecdication remains all 
empty promise fiar millions of children, women 
and men.According to)UNES((),nearly one thou-
sand million adults, two-thirds oflthcm woujcil, are 
unable to read or write. S)inc 30imillion scihoo!-
age children have no access to primary schooling. 
Each year several Millio lmore children drop ot0t 
of school without the knowldgce and skills they 
need Vlor a hcalthhy and produclive life. 

Ironiically, at tlic same time, the econom icand 
social development o(f cotun tries arotund the world 
ishalmpered by shortages of skillcd men and worn-
cn and is byonitcd1w widespread ignorance 
and indif'Crencc. (Consc-qlci(ly,the long undceres-
tinmated nman diimsion is finally being rccog-
nized as the enid and means of Ilue lCeveloprneit. 

If tile capacity (f1 itmIpII'(C'people to shape ,IIII 

their own lives is the measure of development, 
then basic educatio n l0r all issurely a necessary 
condition - as well as a human right, 

During the 1980s, education in virtually all 
countries stagnatedror deteriorated. Industrialized 
countries hccamc alarmed at the perceived dc-

dine in quality and relevance. The developing 
countries, deeply affected by economic recessioli 
and growing debt burde',s,were generally unable 

to maintain the pace of educational expansion 
achieved during the 19i0s and early 1970}s. Inthe 

face of rapid population growth,school cn rolments 

actually declimed insome cotuntries. Teaclhers, sal-

aries were oftenl paid rnon ths late, and thousands 

of schools around the world lacked textbooks and 
other hare essentials. 

II rcspo)lsoe to this sony state of affairs, the 
executivc heads ofUNI'S(O, UNICEF, UNDP and 
the World Bank convened the World Conference 
(it 'ucation VlrAll: Meeting Basic Lea ning N:'4-d!; 
(Jonticn, Thailand, 5-9 March 1990) to (Iraw at
tention to the importance and impact of' basic 
education, and to 'ge a global consensus and 
co inmmitment to provide basic education for all. 

After five days of' in teise discussion, the 1,500 
participants adopted two texts hy acclamation: the 
World Declaration on Education for All and the 
Frameu.'ork.forAction to Meet Basic Learing Needs. 
These texts confirm atrenewed comm itment by the 
international cormni ity, evident inthese words 
of the Declaration: 
lere has never been amore prop. oils time to commit 
oirsel'es to providing basic learning opportnities for 
allthe people of tihe world .... We commit ourselves to 
act co-operatively through our own spheres of responsi
bility, taking all necessary steps to achieve the goals of 
education fbr all. 

The Conference also served as a for sharingforum 
expterielnces and research titdings. Forty-eight 
round tables provided ollortuities to discuss spc

11The IWorld Delar'ationand the Framew~orlk.for)Action 

are reproduced in the Appendices to Monograph II.A 
booklet conmaining hoth texts was ptblished by the 

Inter-Agency Commissiom Ir the World Conflrence on 

Education lbr All (New York, 1990) inArabic, English, 

French and Spanish. See also ibotnote 2. 

Xi
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Education for All: 
te reqluiiemcits 

cific aspects 	and issues of basic education. Half of 
these round tables were 'thematic' while the other 
half were 'illustrative', )ascd oi the particular cx
periences of COunlltries or orglniziations. 

These three monographs are Iased on the pa-
pers, statements and audio-visual materials prc
seited during tie thematic round ales, as well as 
)n tlie cinsuing discussions. (See the Preface.) They 

are intended to comlplemenit tile FinalI?eporl ofthe 
Conference and the background document, Meet-
ijlg Basic Learning Needs: A Vision/fi" the 19 90s The 
central theme of each monograph corresponids to 

tile three sections of' the World Declaration: Edu
cation for All: purpose and context; Education for 

All: an expanded vision; and Education fWr All: tie 

requirements. 

Thus, tile first monograph deals with the prpose 

and context of basic education, starting with the 

basic learning needs which education must meet. 

These inclhide tile essential learning tools, such as 

literacy, ilueracy aitd prl)obleti-solvin g skills, as
 
well as the knowle(ge, attitudes and values needed 

by human beings to survive and to function effcc-

tively in their societies. As individuals grow older
 
and as societies evolve, lies learnitig ncels change, 

so Edllictioll For"All must ]e ill tie coutext 

of lifelong learning and human deVelopmetit. 
Tile first mlonograph also extlnTes the interplay 

betweent lihe education )rocess and cul tutre, ill-

eluding tile coimplex issues associated with lan-
guage. It considers the implications of' new and 
broader concepts of literacy in designing strategies 
to reach adult learners. The impact of' scientific
discovery and techntological change oti learn inig

at 

needs and on the cottent and processes of basic
 
education to meet those needs are examined, fol-


2. Both docutiients were published )y lie liter-Agen-
cy Coutnissiotn for the \Vorld ConFerence on Education 

for All (New York, I99t), The Inal Report was published 
in English and French; the background document was 
published in Arabic, English, French and Spanisi. IN.i-
ited supplies of Ihliese docutnenits, as well as lie booklet 
containing the World I)eclarationand lie F'amerorlifor 
Action (see footnote 1), can be7Atordered fronitWCEFA 
Liaison, UNESCO, 7 place de Fountenoy, 75352 Paris 
07 SIP (F'aince). 
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Foreword 

lowed by a closer look at the relationship between 
education and the 'world of work'. Finally, the 
monograph focuses on three major educational 
components that cal affect the quality of life and 
that deserve space in basic education progrilmes: 
environmental education, population education 
anid health education. 

The second monograph elaborates the five 
compon)Oents of the expanded isio of basic educa-
tion 1)y discussing the key problems that need to be 
addressed an d providinig selected examples of pos
sible solutions and approaches. It begins by examn-
iuing the equity issues relating to the education of' 
girls anid women, the most urgent p,'iority expressed 
in the World Declaration. It then deals with two 
interrelated aspects of enhancing the environment 
for learn ing: early childhood care and education, 
amnd health and niutrition. The focus on learning, a 
key c(om)ponlenlt .)f the expanded vision, is dealt 
with specifically in relation to improving the quali-
ty of'lprimII'y education; relevant research findings 
amd good practice are reviewcd. )istance edluca-
tiol and ,on-fornal programmes fo, youth and 
adults are discussed in connection with broaden-
ing the meals and scope of' basic education. 
Strengthening partnerships, the fifth component 
of the expanded vision, is examined from several 
angles, with an emphasis ol the need to encourage 
and fihcilitate the participationi of flamilies, corn-
mun ities and other actors in the provision of basic 
education. 

The third monograph deals with the require-

menls to provide Education for All - how to turn 
the expanded vision and the 'enewed conmit-
ment at Jomtien into an eff'ctive reality. Four 
interrelated themes a'e examined: developing a 
supporting policy context; mobilizing resources; 
building national technical capacity; and strength-
ciing international solida'ity. The monograph 
considers how a broad range of personuel, espe
cially those at grassroots level, cam be empowered 
to provide basic education. Particular attention is 
given to the role and responsibilities of the teach-
er, together with the conditions of service and 
work that cal enhance the teacher's effectiveness. 
The involvement of paren ts, communities and non
governmental organizations in dlesigniing, provid

xii; 

ing and supporting basic education is discussed. It 
stresses the importance of instructional materials, 
and reviews various issues relating to their availa
bility, cost and relevance. It also looks at ways to use 
technology and assessment capacities to make learn
ing opportunities more available and effective. Fi
mially, it reviews the implications of' these several 
requirements on the more glo)al issue of financ
ing, including opportunities for reducing costs and 
finding alternative sources of'funding. 

We sincerely hope that these monographs will pro
vide useful insights and ideas for the reader, will 
stimulate discussion and reflection, and, above all, 
will encourage action to make basic education more 
effective and more available to more people. 

We wish to thank the round-table organizers, 
presenters an d authors who so willingly co-operat
ed in providing the materials needed for the syn
theses contained in these montographs. Specific 
contributions (Irawn on by the editorial team are 
acknowledged at the head of each chapter, 
although the editors are responsible for the syn
theses. 

We also wish to express our deep aplreciation 
to the three editors who prepared the syntheses: 
Paul Fordlam, director of'the International Centre 

for Education in Development, and honorary 
professor, University of Warwick, United King
(loin; 

Sheila Haggis, former senior staff member of the 
Education Sector, UNESCO, Paris, F'ance; 

I)ouglas Windham, distinguished service profes
so', University at Albany, State University of' 
New York, USA. 

We also wish to record our gratitude to the techni
cal services at UNESCO that supported this 
project, co-ordimated by Michael Lakin, Division 
of Basic Education. 

The editorial hoard: 
Colin Power UNESCO 
John Lawrence UNDP 
Aklilu H-abte UNICEF 
Wadi Haddad World Bank 



1. The requirements concept
 

The previous two monographs ill this scrics have 
dealt with the purpose of the Education for All 
initiative and with a detailed elaboration of, the 
expanded vision and the renewed international 
commitment to basic education for all. This mono-
graph will coilsidcr some of the major require-
ments f[or transforming the expanded vision and 
the renewed commitineiit into an effcctive reality, 
Three ma!jor sets of' these requirements were iden-
tified ill the World Conference oil Education for 
All (Jomticn, 1990) documents: developing a stip-

portive policy context; mobilizing resources; and 
strengthening international solidarity, 

'['he discussions held at thc Jomitien Conf'erence 
suggested that a fourth i'qnircimelt - building 
national technical capacity - should be added. 
Originally, this had becn secn as part of, the Imli-
lization of'resourccs requirement, but pairticip;,ints 
at the Conlerence convincing y asserted that dr'el-
olm/ent, not just mobilization, of' existing technical 
capa(cityis a critical need ill m;ycountrics, whethcr 
Ideveloped' or 'developing' in their economic or 

e(lcational status. 

Developing a supportive policy context 

SuI)/)ortivc policies in Ie swcial, cultual, and conomic 
sectors are requirel in order to realize theidl provision 
and utl.d7:atiot / basic education fior individual and 
societal improvement. 

World Declarationon Edtcation.brAll,Art. 8 

Tihe provision of basic education to individuals can 
help meet certain intrinsic needs of learners but, 

in isolation from other societal cfforts, it cannot 
ensure that individuals will have the necessary abil
it)' to mecet all basic human needs (for example, 
hcalth, nutrition or shelter) or to contribute sig
nificantly to social and economic development. 
Knowledge in the absence of the resources, the 
means and the lrCCdlom to exerCise it is only a 
potential, not an effcctih~c tool. Education must 
have value not just as an end in itself, but as a 
facilitating force For the Cml)oWvermeCt of incdivid
uals and the development of' societies. Flow well 

clucatioii fiacilitates the achievement of these goals 
is determined ih large part by the policy context in 
which it is provided and in which its benefits arc 
used. 

However, the policy context for education must 
not ftcus exclusively oi the employment onutcome 
for learners. Appropriate laws, regulations anid in
ccntives to encourage broader demand f'or labour 
and its more efficient utilization are needed. Even 
so, the focus of the plan ning and imlplemen tation 
of' education programmes must inIcorpor'ate the 
widest rIange of' learning opportunities (as idenli
fied in the brioadened scopc of' basic educatin ) 
and link them to thel diverse individual and group 
activities to which education may be applied. 

Ilii'astructure development, political participa
tion, entrepreneurial regulation, agricultural pric
ing and cultural traditions are all examples of'in
fluences that establish fhe context foi education 
and its utilization. Too often in the past, cdulica
tional planning failed to take into account the 
multiple determinants of'learning and the dive rse 
realities within which learning must take place. 

1
 



Educr tion for All: 
thu reqllire1ll1clis 

Similarly, economic and social policies frequently 
emphasized certification rather than learning as 
the major output of edlc:ational -activities. The 
complexity of' the provision and use of education 
must be recogiiized, and steps must be taken to 
ensure broad societal planing ofbasic education 
within its cultural, social, political and economic 
contexts. 

Attaining basic education for all will depend on 

political commitment being manifested in the de-
velopment of appropriate individlul and iiistitu-
tional capacity, in the design and implementation 
of reforins in education policy and practice, and in 
the operation of suitable fiscal, trade, laour, em-
ploymct, health and i)opuhit;:ion policies. This 
commitment will need to censider the equity and 
growth dimeiiiolis of development, and recog-
nize that growth without equity is ultimately a self-
defeating development strategy. 

Basic education does not exist inisolation from 
other educational and societal efforts. Its develop-
ment depends otnimpro\emeits in early child-
hood care, pre-sclool program mcs, teacher train-
ing and tertiary education to determine the 
preparedness of ,spupils and the quality of its 
instructors and administrators. Furthermore, the 
effectiveness of :;ecoidary, and vocational educa
tion will greatly enhance the attractiv'icss of basic 
education for ptLpils, which can lead to lower atti-
tion and repetition rates within basic education, 
Finally, the dcvelopment of scientific knowledge 
and technology holds out hope for an improved 
ability to meet the needs of' certain learners - the 
pool', the rural and those with special needs - who 
at present are noL.reached oi' satisfactorily served 
)y,traditional cla:;sroom al)proaches. 

At jomtien, tile round tables on mol)ilization 
For empowerment, capacity development, teach-
ers, education managers and ion-governimental 
organizations, and 0i government and private fi-
nancing, helped to ilentif , and claiWiy some of the 
policycontexts fbredtcational development. Never-
theless, this issue was iiot considered in the detail 
desired bysome participatis. The two ioutnd tables 
Oil financing, For example, discussed the need to 
protect the social sectors from economic adjust-
ment programmes, but did not deal in equal detail 

with the reciprocal issue of protecting economic 
dcvelopmcnt policies from excessive burdens of' 
inefficiency and waste that may occur in the hi
man development sectors. Even with respect to 
existing debt burdens and their inevital)le con
straining effcts on elucation budgets, no una
nlim ity was attained. However, a majoi achieve
ment was to develop a consensus, reflected in tihe 
World Declaration, to call attention to tile undue 
burdens that structural )0a(ljustmnI policies may 
impose oil tile ability of' countrc, to finance Edit
cation for All. 

The lack of letailed attention to the supportive 
policy environment is liidclrstalidable given the 
diverse professional backgrounds of the Confer
ence participants. However, the long-term credi
bility of' the Conference will be dceterminec(, in 
part, by the ability of' education professionals to 
recognize and articulate tile understanding that 
society's support fbi basic education is largely de
pendent on its ability to facilitate change in the 
lives of individuals and that this ability is itself 
facilitated or limited Iy the policy environ ment in 
which basic educatien takes place. 

Mobilizing resources 

I/the basic learningneeds of all are to be met throug/h a 
much broadersco/pe qf action than in the past, it will be 
essential to nobilize existing and newv financial and 
human resources,public,privateand voluntay. 

World Declaration on ltducationfor All, Art. 9 

The current levels and types of resources available 
to meet basic leariing needs are simply not suffi
cient. New resources can be sought from three 
major sources: a broader go,'rinment base ofsilp
port; an increased financial effort due to expand
ed participation lby non-governmental organiza
tions, communi ties, limilies and individuals; and 
increased - andi more effective - support fi'om 
external fuinding agencies. In most countries, all 
three sources already contribute to tie financing 
of basic education; the challenge is to raise the 
level of'support and, through co-ope,'ative partner
ships, make this support more effective at increas
ing access to education and learning achievemcnt. 
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The broadcned base of government support of resources available, and increase the relevance 
cali be achieved by increasing the proportion of and effectiveness of the learning process. Vhcthcr 
the govcrn ment budget allocated For education through new organizational structures or through 
aind, within the education budget, increasing the reorienting existing structures to include a basic 
proportiol dedicatcd to basic education. In addi- education component, local and national partner
tion, maly govcrnmcit departmeints oiler than ships can help provide materials, facilities and per
tie edlucation ministry Spend funds oil basic Cduli- sonel to meet the basic education challenge. A 
cation and skill de\velopmcnt activities. Govern- special benefit of this broadening of participation 
ieilit departments resl)onsil)le for agriclturc, is to focus greater )ublic attention on educational 
health, commnuillity or regional developmeiit, la- issues and to establish a stronger societal commit
bour, defence, industry aiid other development men t to the principles ofrthe WVor-ld Declaration. 
activitics ieed to co-ordiiiate :r: rogramnmes Even with expaiided government support and 
with those ofthe formal aid non-formal educatoti new collalorative partinerships, some countries will 
pv'iders, l.arger alkcations should be urged for still hv iniiadequate resources to meet the basic 
I)asic e(hucation within the budgets of these olher learning needs of their p)opulations. The least de
(lepai-tliei ts. Basic education Shold he viewed as v'elol)ed countries will simply not have the necess
pai of t broadly deliiled hiumin dclvelopnl cit aryT htmalnaid fiiaicial resources to meet the 
strategy, hot solely as t sulbsector of the flrmal quaiititative demand anid to enhance the quaity of 
dicat ioln system. Goveriimeits shotuld also ex- their basic education systems. Substantial external 

ph) rc tlhe ap))ro)riatenless (,f new taxes earmarked assistance, sustained over time, will be required. 
for basic edeaction, especially taxes to fiiaiice the Consideration should also be given to increasing 
dcvelopmcniit of' skills requiied )), the emerging the proportion of grant Aid and to moving toward 
pri',ate sector im ll y couiitries, host-govern ient mnaged programmes rather 

Govern ent will contin e ts the majol guarall- thain project assistance, with a view to making ex
tor f educatioial access and equity; while fulfil- ternal assistance conplemletary to internal na
men of this responsibility does not require gov- tional priorities. The return on this support will be 
erinieit maiiagemenit ud operation of schools, greater selflsufficieicy ii both management and 
this is likely to coitinue as the modal form of financing capacity among these currently econom
goverli li participation. (;o\'ei-nmeii t filancing ically disadvantaged countries. 
alone is unlikely to he a sufficieiit source of funds Because of tie import;uce of the resource mo
for basic education, however. Educationi is rarely bilization issue, a double-session round table was 
truly Tree' to the fauily whose children pllirtici- held atJomtietn on the cost and finacing oflbasic 
pte; sacrifices in the form of cash aiid in-kind education. Participants discssed meaiis of reduc
coitributions, aid of frgoitig the child's assist- ing unit (per pupil) costs, the need to restructure 
ance in the home or at work, are conimoniiws in school systems notably in respect to teacher- and 
which lainiilics 'pt)' for the education of their time-utilization, redistributing resources to basic 
children. II addition, free' cducatiin proioled by educatic.ii from other sectors, aiid alternative means 
gov'ermnct alone is o'teii ofaii intsificieiit qiuali- (e.g. user fees) to increase the level of resources 
ty to beuIefit the individual child, tiC community available for asic education without creating : ew 
or the country. inequities in access or Iearning achievement. 

The choice is not between iree and private ecdil- The round table (it financing discussed several 
catioi, but between education finaniced via a1go%'- country case-studies includinig those flrom Colom
eriinmeliit mloiiopoly and education finaiced by bia, Ghana, the Philippines, Senegal an d Sri Lan
goveriimeiit il partnership with commntitics, par- ka. Estiniates of' the additional cost of providing 
eits, iioI-goverIme Iil orgaiiizatioisand employ- schooliig "or ill between 1985 and the year 2000 
ers. (;reater participationI by the uion-goveriinient were reported for all low- and lower-middle-in
members of' this partnership call increase the level come countries: ;n increase of"$58 billion ifwith-
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Education for All: 
the requiremntis 

out other reform and $43 billion if accomplished 
as part of a rcforn package including cost-saving, 
revenuc-enhancement and quality-improvement 
proposals. It was noted that approximately one-
third of this additional cost would occur in sub-
Saharan Africa, a region where the need For exte,'-
nal assistance is already substantial. 

In the area of resource mobilization two key 
distinctions were made. First, increased efficiency 
is not always concomitant with lower costs. Cost
cutting is appropriate where waste exists, but pro-
viding good-quality basic education in most coi
tries will cost more than at present. Even where 
unit costs can be reduced, increased quality is 
likely to bring more individuals into the education 
syitem and keep them there longer. Thus, increased 
efficiuncy and lower utnit costs may still lead to an 
Sitt cd.,led total budget for basic education. A sec-
inld distinction concerns th2 costs faced by the 
family and the pupil; the critical issue is often not 
the actual (lelivery cost ofcdulcatio but how untich 
users must pay (rclative to the 'alue of the educa-
tion) and the form in which they must pay. The 
neediest pupils wrill nt be able to adjust to user'-fee 

financing schemes with the same Case as middle-
and upper-illcome pupils. The mode of financing 
must consider cost levels, resou'ce mobilization 
and the cq'lity effects of cost-shari'g. 

The discussion on mobiliz'ation of'rcsourccs was 
also concerned with the possibility of a misalloca-
tion of' the anticipated 'peace dividend' and of 
competition between education and other social 
sectors such as health and nutritio:. Concern was 
ex)r'essed that the politica! and economic changes 
in Eastern Europe might draw funds away f'roti the 
dcveloping countries of' .atin America, Africa and 
Asi;.. Ifa 'lpeace dividend, should emeirge, partici-
pants felf basic education should be seen as corm-
plemcnting, not competing witl, other social-sector' 
initiatives. 

A final point concerning efficiency was made 
both in the background document, Meeting Basic 
LearningNeeds, and in the FinalReport of the Con-
fere:- ce. Increased efficiency in the expeniditure of' 
basic education f'rinds is one of' the strongest Ll'gi-
ments basic education advocates can make for in-
cr-eased allocations. Both govermcntland taxpayers 

have a right to expect fiscal propriety and account
ability. Waste and pool- quality in basic education 
will lead to reduced support from the agencies that 
finance cducation and to reduced participation by 
the individuals who need educational services. A 
priority use of' newly mobilized resourccs must be 
to improve the cfficiency of the education process 
and to promote accountability to pupils, parcnls, 
communities and government. 

Building national technical capacity 

Ti. primmy piupose of bilateral and multilateral co
operationshould appearina truespiritofpartnership... 
to help develop the endogenous capacities of national 

authotities and their in-county partners to meet basic 
learningneeds efiectively. 

Frameworkfor Action, Art. 14 

To realize Education for All will require a range of 
analytical and managerial capabilities, from policy 
analysis and planning through administration and 
financial mamagement. The provision of develop
ment assistance without local capacity development 

would breed con timned dependcnce, which is anti
thctic to the spirit of' the l'7,rld Declaration. Only 
through the provision oftechnical assistance, train
ing and financial support can the techlnical and 
managerial potential of developing countmries be 
enhanced and utilized. External assistance should 
promote technical as well as financial indepcnd
ence and a more equal partnerslhip among the 
developed and developing economics. 

A first priority is to establish or reinforce the 
technical services and mechanisms for collecting 
and analysing data on basic edcation, basic learn
ing ntecds and the context within which these two 
interact. Operational definitions of lear'n ing needs 
and agreemcl;t . ,!the indicators by which iearin
ing needs and their satisfaction are monitorecd are 
important first steps. l)epending oi the existing 
ondition of stdtistical services and management 

information services within t given coun try, a pro
gramme should be designed to expand and en
han ce information scrvices. This programme 
should focus not just oil issues of' hardware or 
softvare, but also give appropriate attention to the 
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human resource implications of increased reliance 
on data-based decision making. 

Information systems must be made cost-effec-
tive and responsive to the political realitics of each 
context. The accuracy, rclcvance, timeliness and 
cost of inflormation must be considered. The con-
tent of' cducation censuses and special data collcc-
tion or research exercises should be reviewed car'c-
fully to ensure that tile investment of time and 
financial cxpenscs is justified. Personnel in bu-
reaucratic and political structures need to be 
trained in the appropriate uses (and warned of the 
inappropriate uses) to which data may be applied. 
Tile experience and understanding of' education 
practitioners must be accorded an appropriate 
place in the information process, as should those 
qualitative characteristics of schooling that are dif-
ficult or even impossible to quantily. 

The monitoring of basic learning activities mulst 
include input, process and output characteristics. 
Values, attitudes, psycho-motor skills and learning 
achievement are the ultimate outputs of the learn-
ing process. However, educational maagemct 
usually controls only inputs and processes. More 
research on the linkages of input and process fac-
tors to learning outputs is needed; greater partici-

patiouIby local experts and increased ;Ittention to 
the specific contexts of individual countries are 
other means for improving the management value 
of data. 

The operation of' education institutions, pro-
gramMes ad systems requires special skills that 
are best developed through a combination of' fbr-
meal training and experience. While the greatest 
adminis!:ative shortcomings often appear at tile 
middle-management level, weak tdministration at 
many levels is a critidsm directed towards the edu-
cation sector in both developed and developing 
countries. Many education organizations select 
administrators frtom among tile instructional staff, 
while others depend on 'professional' administra-
tors. The first altcrnative assumes that the personal 
skills that lead to effective teaching are directly 
transf'erable to manairement activities and the sec-
orid operates on the pejis that an instructional 
experience is not required For successful manage-
ment. Both assumptions are wrong. 

Management in education must incorporate an 
understanding of the instructional cnterprise, train
ing in planning and decision-making, and it system 
of professional devclopment that allows adminis
trators to gain experience befoic assuming full 
management responsibility. While an ideal system 
of' management development is not realistic for 
many countries, an improved system is neccessary 
and feasible. The neccssity for better management 
of ecducation is not solely - or cvcn primarily 

concerned with the financial resources that can be 
wasted; it is the waste of human lives and produc
tivity that lends immediate importance to this 
issue. 

If multilateral and bilateral partnerships are to 
be on an equitable basis, the technical skills of*data 
collection ad analysis, policy design and plan
ning, must be developed within all countries. These 
skills have never been a monopoly of the dcvcl
opecd countries or of the stalls of national or inter
national levelopmcnt assistance agencies, but they 
have often been sufficiently out of balanice to bias 
the negotiation of' assistance arrangemenLs away 
from the interests of'a developing country. Ira true 
dialogue between development partners is to 
emerge, it must be on a basis of technical parity 

and recip'ocal respect. This cannot be achieved by 
individuals simply acquiring the technical rhetoric 
of development; they must possess real compe
tence in the skills of analysis, planning, implemcn
tation and evaluation. Success or fiilure of dcevel
opment activities can be measured by the indicators 
of monitoring and evaluation. These indicators 
must not be identified solely by external specialists 
whose goals or emphases may not be congruent 
with those of the host country. 

A major constraint on effective management of' 
education is the structure of administrative incen
lives that exists in many countries. Often, initiative 
is discouraged by highly bureaucratic arrangements 
and individual managers are rewarded for behav
iour that is couIter-productive to the needs for 
educational innovation, expansion and enhance
meuit. Systems of patrolnage, nepotism and simple 
corruption can divert resources from the learning 
needs of children and adults. It is important to 
recognize that bureaucracies are only as effective 
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as the management system allows them to be.Nei-

ther public nor private management of cducation 
guarantees that the interests of the learner will be 
paramount. Administrative structures must bc secn 
as devices to fhcilitatc the mceting of educational 

needs in an cfficicnt manner and should be cvalu-
ated on that basis. When this goal is not being 
achieved, a change in administrative structure 
should be one of the policy alternatives that is 
examined, 

Conference round tables dealt with the capacity 
devclopment needs related to teachers, education 
malagcrs, research and assessment activities, and 
educational tcclolog),. The round table on the 
role of' the tcacher discussed the terms of service 
under which teachers are employed and the coll-
straining effect these often have on teachers. The 
round table on improving primary education dis-
cussed the full range of educational inputs, stress-
ing the central roles played by teachers and in-
structioial materials. The education managers' 
multiple flunctions as adm in istrators, monitors and 
instruction support personnel were contrasted with 
the paucity of training and inadequacy of resourc-
cs with which the), must often deal. Illustrative 
round tables on the Caribbean, Colomlbia,.jordan 
and the Philippines provided practical examples 
of tile challenges flaced by tcachcrs and education 
managers as well as the opportunities that may be 
available to enhance educational effectiveness, 

Drawing on experiences from such countries as 
Ircland, the Philippitcs, Kcnya and the Republic 
of Korea, the thematic round table oil assessment 
Focused on teaching and learning processes. A 
round table on the United States considlered the 
appropriateness andivalue of national and interna-
tional comparisons ofilovation, reform and per-
formance. Both the thematic and illustrative round 
tables considered the technical capacity needs for 
such assessments, 

The thematic round tables on cmpowcrment 
and on assessment directed attention to the issues 
of information and participation in dcecision-mak-
ing about educatiol. It was asserted that decision-
making structures should make use of the knowl-
edge of' participants and that research should be 
designcd and conducted so as to provide ncccssay 

information for expanding access and cnhancing 

learning achievement. Thc special role of nation
al, regional and intcrnational research networks 
was stressed as a major facilitation device to maxi
mizc rcscarch cffcctivcncss. Suggestions were prc

scntcd on how to translate research findings into a 
Format understandable to polic)-makcrs, planners 
and administrators. It was recognized that the ca
pacities for rcscarch and (lccision-making reform 
were greatly improved but that all countries, dcvcl
opcd and developing, still had much to (10 in tcrms 
of generating new capacities to meet the emerging 
needs of their societies. 

The round table on instructional materials coil
sidlercd the issue of how to provide learners with 
the most effective and reasonably priced materials. 
Such topics as quality control, life-in-use ofmateri
als and the role of the private sector were reviewed. 
Special focus was placed oil the controversial issue 
of' use of' local rather than international publish
ers. Other issues of instructional technology werc 
raised in the round tables dealing with improving 
primary education and distance education, as well 
as inseveral illustrative round tables. 

Strengthening international solidarity 

Meetingbasic learningneeds constitutes a common and 
universalhuman resp)onsibifily. It requiresinternational 
solidatity and equitable and fair economic relations in 
orderto redress existing economic dispaities. 

World Declarationon Educationfor All, Art. 10 

The goal of Education for All is not one that indi
vidual countries should pursue alone. All cotn
tries have valuable insights and experiences to 
share. liitercoutity consultation and co-operation 
lieed to be intensified; this can be done both 
through existi ig international organizations and 
structures and, whcre justificd, through the level
opmeilt of new ones. 

Just as the planning and implementation of' 
Education for All within a single coutmty must 
consider the context of' political, ecolomic and 
social policies and practices, the international cf
fort will also be influcnccd by the nature of the 
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relationships that exist among countries. Peace 
and stability promote both educational and econ-
omic development. The resolution of armed con-
flict between countries has the potential to fiee 
sul)stantial funds for a wide variety of social en-
dcavours, including meeting basic learning needs. 
Fxpenditure on military occupation and caring for 
refugee populations can be better invested in hit-
man development rather than social maintenance 
and control. The international community has a 
unique responsibility and capacity to resolve dis-


plues, repatriate populations and assist both couii-
tr: Ls and individuals to realize their educational 

potential. 

The social beiefits of education are not limited 


by natimnal frnticrs. '[lie effects of education on 

health, nutrition, child care, political plricipa-

tion, empl)yment and general social and econ-

omic development redound to the advantage of 

the world community.Over time, broadened e(lu-

cational op)ortunity ispotentially one of the most 

effective means to reduce the misunderstanding, 
intolerainice and lack of respect that isthe core of 

most disputes betweei communities,groups and 

countries. 


The international support for Education for All 

will be of limited impatt if it isnot matched with 

sulpport for more equitable trade relationships, 

l)eveloping countries need to be assured of the 
opportunity to compete inthose economic areas 
where long-term comparative advantages exist for 
them. Increased foreign assistance indeveloping 
interilational parity rather than narrowly defined 
self-sufficiency should be the standard Fbr aid to 
the currently disadvantaged economics.Without a 
stronger and stable domestic economy to employ 
school leavers and other lcarners, the long-term 
heneits of Education for All will be severely con-
strained. Concerns with terms of trade, joint-ven-
ture arrangements, access to capital markets and 
availability of technology are all examples of'col
ceins expressed by developing countries that can 
be considered within the context of international 
solidarity. 

Measures to reduce current debt burdens 
(through debt-swaps, refinancing or other means) 
could enable many low-income countries to retain 

more of their own social capital to invest in Educa
tion for All. Rebuilding weakened economics and 
increasing the ability of disadvantaged countries to 
retain needed human and financial resources arc 
prerequisites for any successful Education For All 
strategy in the developing world. As was noted 
earlier, substantial and sustained foreign assistance 
flor education will continue to be required for 
many countries. This assistance call be provided as 
an investment, not as a gift; the benefits of' this 
investment will be improved lives for millions of 
people, increased international stability and an
 
enhanced global market For raw materials,services
 
and processed goods. Multilateral and bilateral
 
airangements can be promoted to increase the
 
efficiency of educational investments incurrently 
disadvantaged countries. For example, the con
cept of'mutiple-country support for regional edu
cation institutions has been slow to be implement
ed, primarily because of political barriers; but the 
concept remains deserving of consideration in 
many parts of the developing world. 
The round tables oil adult literacy,oil resource
 

mobilization and on finance all stressed the impor
tance of political will anI' social commitment to 
meet the goals of' lie World )eclaration. The illus
trative round table on the Sahel presented encour
aging examples of how couitries with similar prol)
lems and conditions can work co-operatively to 
share resources and insights. Conferenice partici
pants recognized that goals as substantial as those 
articulated in the World Declaration will require 
regional and iii ternatioial collaboration among 
governments, lion-govern mental organizationsand
 

iasistance agencies. l)eveloping the structures for 
such co-operation (for example,The International 
Task Force for Literacy that helped promote Inter
national Literacy Year 1990) will be a critical inter
mediate goal of the Education foir All initiative. 

Structure of presentation 

The four themes around the 'requirements'con
cept - developinga supportive policy context, too
bilization ofresources,building national technical 
capacity and strengthening international solidarity 
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- were not restricted to a specific subset of round graph II. Some additional points about the contri
tablies. The conceptual structure of Education for butions ofeducation managers aire mentioned here 
All is closely interconnected and this introduction in the discussions on mobilization and assessment. 
has indicated the Clifficulty of establishing clear Chapter 7 considers the implications of individual 
distinctions even between the four aspects of the requirements oin the more global issue of finajc
requirements concept. ing Education for All. This chapter addresses the 

The following chapters attempt to present as possibilities for Cost reduction ;ifldl for expanding 
completely as possible the richness of the individu- government, private and community sources and 
al thematic round tables that dealt with the re- means of financing Education for All. The final 
quirements to realize Education for All. The flr- chapter summarizes the key issues presented here 
real prcscntaltions and discussions of tile round and discusses the prospects for the Education for 
tables have been synthesized and supplemenlted by All initiative. 
information folm the written Support materials Every efort has been made to preseit, as lairly 
provided at many of' the round tables. Where ap- and completely as possible, the round-table pres
propriatc, relevant material from ,other thematic entatiozis and debates, is well its to provide the 
or illustrative round tables has been added, broadest c,)lceptta! support to tile issues raised. 

It is a challenge to preselit a coherelnt treatment The ultimate responsibility, of' course, is to assure 
of the requirements c()lcept while remaining faith- fiithf'ulniess to the larger issues inherent in the 
ftil to the individual round table's presentations, World Declarationon E'ducationfirAllandthe Frame
discussions, aud support materials. Because the work for Action. 
round tables varied conisiderably, even in tile na
ture of* their physical record (tapes, videos, draft 
papers, published books, molographs and :trti- References 
ties, and presentation oltlines), a certain variation 
in their representation here is unavoidable. How- WoRu.D CONFERENCE ON Eti)tU:irON FOR Au.: '!EETING BASIC 

ever, the relevance and quality of' the thematic L.r:ARNIN(; NEEDS (WCEFA). (JorIrN, 1990). 1990a. 
round ables are such that the effort to disseminate FinalRleport. New York, Inter-Agency Commission for 
their insights seems justified. the World Conference on Education for All. 

The presentation in this monograph details the . 1990b. l'Uto~hforAction to Meet Basic Learning 

specification of' selected individual iequnirements Needs. New York, Inter-Agency Commission for the 
and deals, ill tiuri, withl mobilization Colr empower- World Conference on Education for All.and eals in urnwithmobiizaton fi' ei~pO~ti1__ q 0 . Meting Basic ILearningA 'ds: A l'isionfi' the 
meit; the status and roles of' teachers; palrticipal- 1990s. New York, Inter-Agency Commission for the 

Conference 
and other documnnt.) 

tion of' non-governmeital organizations, C0omm- 190s.World on Education f'or All. (Bsackgontd 

and textbooksnities, parents pupils; 

instructional materials; and the utilization of, as- . 1I990d. Wo-l Declarationon Educationfor AIll: Meet
sessment procedtures. The role of' the education iJgBa.sicLearmngM'eds.NewYork, Inter-AgencyCom
manager, certainly a key part of the requirements mission for the World Conference on Education for 
For Education for All, was discussed in Mono- All. 
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2. Mobilization for empowerment
 

Education for All will require moic than simply an 
increase illthe financial allocations 'or schooling, 
It will require a broad mobilization of social insti-
tutions, communication media aild fily resollrc-
cs. Btlh the ecolomic and the intrinsic Iblclts of 
mil Ig basic learn i igIeeIIs will have to be idle Inti-eeltin 


fied anCd estimated, and lis information will need 

toreccivc tile widest possible dissemination. iidi-
viduial and p)litical will to stpp)rt Education 6Ir 

All will he the 1l tilate determiIi laIt (d tile success 
of this initiative, 

The go al of this mobilization lut1st inclulc the 
eillpowecrileilt of"both individuals and co ni-

ties. '(Grassr )its' supl)ort ,01 llect ilg basic learnl-
ilg needs,tgcth.r with the resources national 

and intcrlati,)nal jlIi-governii c(tal ,organizations, 

will have Lo) be explhited to the ftillest. Ilowever, 
individuals, coni 111tics and 0il-g ,ver-I mcil tal 
organ izatic)ns arc not merely resources to be tapped; 
tiley must he beneficiaries (& Education for All 
activities as well. 

The nature of the problem 

Since the 1940s educatioil has been established as 

a high-priority item among the alternative ineans 
to promote societal dcvclopineit. Logical and sta-
tistical argulment has hccil presented to support 
the powrlful iniltuitivc linkage between improved 
hu ian resources and national economilic aud so-
cial development. Some concerns have beeil cx-
pressed about the teideicy il the last two (ecades 
to attemlpt to qulaitify' the beilefits of education, 

especially if donc solely ill fillancia terms. In the 
minds of many advocates, the asscrtion of the Uni
versal Declaration of Human Rights (proclaimed 
by the United Nations on 10 )cccmhcr 1948) that 
'e'cryone has the right to edlucation' (Art. 26) 
precluded the i eed For further documentation of' 

educational effects. 
Nevert heless, in recent years there has becin an 

increased ieed f'or perstusive docu men tat ion of 

education's cffcctiveiness. The reduced economic 
prosperity of many countries, the competing de

ianIds fiom other sectors (both cclomnlic and 
social), the ilcreasc(l recognition that 'education' 

describes a inu titude ofactivitics thiat vary (Iramat
ically inhf"both equity and cffectivcicss, and the 

hteighteined acctllltalbility 1inder which all organ i
zatiols - government, piriviate and ion-profit 
must operate, have colmlbi Icd to create a public 
policy coitext in which the 'right' to education, 
while niot disputed, has become conditional rather 
tiail a)solute. Fortunately, it has become easier to 

docuinili tile binefits of lcdlication iil a variety of 

ways. Effects on enploymlent aild earilings have 
been sulppleileited by evidence of education's 
effects oil health, ntriti,,n, early childhood care, 
fiui ly planning, and a variety of attitudes and 
behaviours that are rclevailt to co)ncerns with soci
etal dCvClopinit. 

The Education irAll initiative has focuscd on 
ineeting hasic learning ileeds Ibecause it is iil this 
C0iI icctill that the issues of equity and social 
effectiveiess of education are most critical. This 
focus d,,cs not ignore the need to, develop other 
levels aild types of lducatioll, but it does stress the 
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This chapter is based on material presented or available 
at the rotind table entitled 'Mobilizing for Empower-
ment Through Education: A New Battle lMani' (TI9). 
The round table was organized by the United Nations 
Children's Fund (UNICEF). It was chaired by Joseph 
Wheeler, then chairman oflthe l)evelopment Assistance 
Committee, Organisation for Economic Co-operation 
and )evelopment (OECI)), and the presenters were: 

Meechai Viravaidya (Moderator) 
Secretary-General of thle Population and Commnity 
l)evelopment Association, Thailand. 

tique priority deserved 1)),basic ecdication. No 
other type of edcticion touches so many lives or 
has such potential Fbr social and economic trans-
foriiatiol of iindividttals and their commtilities. 

l'x\ei with this focus, the problem of, resotucc 
mtbilizationIe)comes iliediately apparcnt. The 
tistial gcwveriin en tal me2an s oflintianci ig education 
used ill the vast maljority of cotiiintries simply will 
ii(t be adequate to meet the challenge of Educa-
tion fir' All. The ni(ew mnsCM, ofSiiilbilizillg resoit'c-
(Isdiscussed here will requirc new and SIronger 

effC)its on the part of liily individuals and organ i-
zatiot s. Howe(r,I development shuld stalrt 'with 
tle peo(lic, so pCople themselves, rather thantlhe: 

gc)vernment, shld bl thilstatling-pcilit ftrm 
which educatio al priorities are established and 
co lilitility resturccs identified. 

It is important that the broadened imloilization 
of resoi Ices should not he secei primarily as a 
burden. It is ati opp)rttuity to change education 
froim a hierarchical Iltlreatcracy provided by gov-
e1rtinelit to a collillititial activity ill which all partici-
pate as both teaclhers and 1larners. If the new 
Im bilization fIorcIii pt welrn|il t' strategysuccecds, 
Ile additional finaicial lcso rces generated will 
be mtch1 less imporllt thalith encrgyand broad-
etie'd participation that ihe 1Process of this mobili-
zatio call engender. Properly iiallaged by a social 

partulitrshil)p f ildi'idlials (including but not limit-
ed to edtcati)nal adllitlislrtors and leaders), coi-
litillItics, li)n-gtver mental orgii izat iols and gox'-
e nmimetit, resource mol)ilization caii be tral sfbrled 

James P).Grant 
Executive )irector, United Nations Children's Fund. 

Faisal Abed 
)irector, Bangladesh Rural Advancement Commit

tee, Bangladesh. 
Soniac Pcrez 

Executive Director, Panama and Venezuela, Inter-
American Development Bank. 

Grafa Machel
 
Former Minister of Education, Mozambique.
 

From a problem to be overcome to a means for an 
improved structure and context For learning activ
itics. 

Political will, ideas and communication 

)evelopment efforts are constrai ned by belief in 
the myth that education is delivered only through 
schools and teachers, hcalth through hospitals and 
doctors, water through pipes and engineers, and 
so on. The major lessol le2arncd in development in 
the last two decades is that these ilre ofeii nec
cssaly but rarely stificient iieans For achice\lmeiit 
of developeni it goals. Technology and trained 
personnel in itst be supplemeinted by energizing 
political will and lmol)ilizing users and participans. 
l)\evelopineli t activities have floctised excessively ol 
the disseminatiol of" things aiid havc til(ler
eml)hasized tie role of ideas. It is ideas - and the 
individuals committed to them - that helped extili
gitish slavery, brought ati elid to colonial empires, 
and cohitilitie to promote racial equiality and an 
improved 2nx'i rolim2nlI; tile dramiatic political 
challges seen ill easterl Europe and withii the 
developing world iay be traced to tle power of 
such Concep(s as free(dom, liberty and hlunan 
digity. 

Today, c(iitlicatiol technology offers ex

traordiliary speed ill the transmission of i,:iags
aild nessages at cosls dralliatically lower tllli were 
available oly a decade ago. The unresolved ques
tioti is how the power of the coln ill till ication file
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Box 2.1 Enhancingsocial awareness aboaut illiteracy:Anxi County, GansuProvince, China 

When a literacy campaign was latinched in China in 
1984, some leaders held that it did not have much to do 
with economic development and failed to give it much 
attention. Some ordinary administrators felt that it was 
too difictit a task, so they were reluctant to carry it out; 
some farmers thought that it ws a waste of time, as 
being literate made no difference in farming. In view of 
these misconceptions, a two-pronged approach was 
adopted. First, facts were used to educate administra-
tois and the general public. Investigation showed that 
among Farming households in Anxi County with an 
annual per capita income of over 3,000 yuan, 94 per 
cent of heads of household had completed at least 
primaly education, while in poor households the major-
it), were illiterate. A sample survey of 100 farming house-

dia can be captured to strengthen political will and 
to mobilize society to support and participate in 
meeting the basic learning need, of all., 

Political comnmitment to Edtucation for All must 
transcend official rhetoric and political pron oimice-
meits. Political will can be measured only by the 
actual substan ce of education and the related p1-
icies, mainagenient priorities and resource alloca-
tions. To be effective, the political commitment 
witlui n govei-irineiit must be Founded oii a broad 
soicial cominiitien t amioig the poptlation. Coin-

inniication systems, both formal and informal, will 

play a major part in establishing this cointn itinent,
and in n tt rtum ring and sustaining it. )ocunenting 
educatiomal benefits and making positive informal 
rcfelrnces to the advatages of eu(ticatioii in enter-
taimin cnt and literature are two di'erse examples 
of tle comntributioi n media cancn intiiiication 
make in reinfoicing social and political will. 

International commitments 

While it has become generally accepted that illiter
acy is a barrier to societal i inprovem eiint and that 
basic education is a necessay foundatioii for most 
dev'elopment activities, there remains a need to 
energize the participants in the chaige process, 

holds showed that the average per capita income of 
those with educated members was usually about 150 
yuan higher than that of others. 

Anxi County conducted a fu ll-scale campaign to publi
cize these facts through broadcasting, wall papers and 
slide shows, explaining the importance of eradicating 
illiteracy, and acquiring knowl-.2dge and technical skills 
for the development ofproductoion and improvement of 
people's livelihood. This stirred the initiatives of admin
istrators, teachers and the general public to rtn schools, 
to teach or to participate in literacycourses. Farmers said 
with deep feeling, 'If you want to get rich, seek know
ledge and learn technical skills.' Consequently, the nuni
her of people who took part in the literacy programme 
increased from 8,18 in early 198,4 to 2,523 in 1985. 

This must take place with the support of local 
communities and organizations, but it can be en
hanced by external influences, such as the in terna
tional funding agencies. 

The great potential of regional and internation
al banks to mobilize resources for basic education 
is Contingent lipOil individual governments articu
lating their own priorities. There is a need For 
qualitative changes in management and adninis
trative approaches (for example, more effective 
coMplelemei tary relationships with non-goventnen
tal organizations), and innovation in financial strat

egies. 
In many countries there is a serious imbalance 

between funding for higher education and flnd
ing For basic education. While it may not be practi
cal or appropriate to consider restructuring exist
ing budgets in fvour of basic education, any new 
funds for education generated in the fiuture should 
be focused more oil basic education. )evelopment 
agencies can facilitate such financing reforms by 
providing technical and fiiamcial assistance. 

1. The eipowermient of individuals and groups 
tIlrough use of miodern communication media is dis
cussed in Monograph I1,Chapter 6. 
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Generally, the multilateral organizations have 
worked to protect social sector investments and to 
encourage increases in the social sector's share of 
total national budgets. These organizations have 
encouraged the use ofassessment methods to pro-
mote equity and sustainability ini new social invest-
inent initiatives, and to protect basic e(lucation 
programmes within the process of structural ad-
justmnclt. 

Regional, multilateral and internatioml banks 
have a variety of roles to play. They can promote 
policy debate and dialogue; they can participate as 
a re-financing partner ill general dcevelopment cf' 

forts that have aibasic education componetlt or 
requirement; they call encourage the establish-
ment of fluids to allow for the transformation of, 
foreign debt obligations into social investment; 
and they can directly suppoi'. basic education 

projects. 

A special effect of the international commit-

ment to Education for All is the encouragement of' 
reflection, creativityandl innovation. The reconsid-
eratioi of'educationi policies and instructional prac-
tices can often best take place outside a specific 
country's bureaucratic structures. Individuals cal 
be more imaginative in considerinig and (liscussilng 
alternatives when they are not lim ited by their own 
country's specific economic, political, historical 
and cultural structures. Obviously, these contexts 
must be considered befrie policies arid practice.; 
can change. However, at the stage of reflection, 
there are substantial bencfits in being exposed to 
the broadest range of' ideas and altermatives. 

Of course intcrnlionmal partns mnust respect 

the autonomy of national governments. Effective 
international co-operation will require a chalge of 
attitude on the part of both development agencies 
and individual countries. l)eveloping countries that 
first do as much as they can by their tow means are 
then better able to make eflicient use of external 
assislance. To the extent that national priorities 
reflect what tie people themselves believe, there is 
less chance of'a discontinuity between the goals of 
the external agencies, the governmnit and the 
people. 

The goodwill of iternatioml agencies is not 
the issue here. Too often, however, there has been 

an assumption that a single plan or approach will 
be effective in all situations. The malture of true 
alliances and partnerships is that each country 
must have the freedom to learn from others, but to 
adapt these lessons fOr its own needs. The intcrna
tiomal agencies need to work with countries in the 
identification of problems and solutions. The in
teriiational commitmenit to social mobilization and 
to a stronger political will in fav'our of Education 
for All, as affirmed iii theiWorld Declaration, will be 
realized in forms that differ from country to cour
try. Education fOr All must involve all participants 
as equals, but the nature of participation will not 
be the same in all contexts. This international 
variety should be seen as a strength of the Educa
tion For All initiative. 

Communities, social institutions 
and individuals 

At the other end of' the spectrum are individual 
communities, organizations and people who com
mit their efforts to meeting basic learning needs. 
This importatl set of participan ts is a target for 
much of the mobilization cffrts by the commumi
cation media discussed above, but once mobilized, 
it becomes part of the resources to be used to 
broaden ;ocial commitment and to strengthen 
political will. 

Schools are also al important conduit of infor
mation to lamilies and communities. In isolated 
rural areas the local teacher and school manager 
may be the primar , links the cominmunity has with 
the larger society. Because of' this key role of the 
school, nothing is so damaging to the social com
mitment to basic education as the existence of' 
poor-quality schools. In those countmries at present 
suffering apparent declines in school attendance, 
the problem is not necessarily reduced demliand 

for education per se, but a recognition by pupils 
and parents that the school in their community is 
not providing real education. When the schooling 
or other learning opportulmlities available in the 
community reach a standard of quality and eff'ec
tiveness sufficient to justify the time and effort of 
pupils, educational participationi will again increase 
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rapidly, and tcachcrs and school managct s will providcd only on a fee basis to government is often 
again be cffective agents for social mobilization. contributed b)), individuals, organizations and corn-
Social support for education is directly related to miiii i tics to support lion-govern mcntal organiza
the quality and relevance of the educational set- tion activitics. 
vices providcd. 

Other social institutions that ha'e a mobiliza
tion responsibility at the community level are non- Lessons in mobilization 
governmen tal organizations, religious institutions, 
civic bodies and professional organizations. The Past experiences in mobilization of social commit
role of non-governimental organizations was an ment and political will include the Health For All 
ava of special interest at joitiell. A range of movemcnt, various iatioml literacy campaigns and 
relationships has existed bctwcn governments and family planning programmcs, the 'green rcvoln
non-goverinmcntal organizations. Too often, gov- tion' in agriculture, and the preparation and coi
crilmen t does little more than ignore or tolerate duct of support for military efforts. These cxpcri
the activities of l,0l-goveinmental organ izationus cnccs contailn both positive and negative lessons 
in education, and when go'vincnt does become that can be a1)p)liedto Educatioin f'or All. The cam
invol'ed with non-govern mcintal organizations the paign-stylc a)proaches have madc effectice use of' 
purpose is often to control their actions aid to social media fr higlhtening public awareness anId 
imlpose coml)liaice with government prioritics. promoting )road participaltion. Better targctCd ap-
Noi -gvcr nicntal organizations cm be eff'ctive pImaches have been more effective at delivering 

-oin their own, but their effectiveness canl he ci- serviccs and lpromoting pelrmanent changes in per 
hanced when they operate in ha-monly with gov- soiial behaviour. Information, combined with the 
crt-i nt. A goal of the new social mobilization to means for change and tile motivation to par,!ici 
sutpport Education for All should be to restructure pate, remains the key ingredient of' all mobiliza
the relationship bctwcen governmcnts and ion- tion activities. The Education f'or All strategy in
goV'cIl ell til organizations in order to create a volves a critical set of' messages for governments 
true cO-Opei'ativC partnership. and inmdividuals; tile infrmastructure for deli'ciy of 

The experience of the langladesh Rural Ad- these messages may require development or rcin
vailceictit Committee (BRAC) provides examples f'oI'cemcmlt. 
of'tle cficcti'cncss oftiono-governen tal organiza- The United Republic of Tanzania was able to 
tioi s it health and education. By serving as a co- reduce its illiteracy rate from an estimated 70 per 
orldiiatcd alternative to direct gove'irmct activi- cent to 30 per cent (huring the 1970s. Ili the same 
ties, BRAC Ihas had great success at involvinig loc:l period, the niullber of'clildh'en ill school increased 
communities ill tIle Formation and conduct of pro- fi'om I to 4 million. Thcsc gains werc achieved in a 
graminies to reduce infanut mortality and to piovidc i'csourcc-poor country through the combined use 
education ill disadvattaged areas, and especially of' radio, increased utilization of' school and corn
to women and girls. munity flcilities, and a rcvolutioi ay teache'-trai i

Noil-govei'il ntal organizations ofteln have a ing system. 'I'Teachers were recruited for brief pre
grcater frecdom to experimet and to innovate sci'vice trailimg sessions and updated ill aiiial 
than is possible Fbr govern'l'ment. (Govci'nmCntsup- training programmes. The tcachcr-trmaining pro
port of no-govcnmcntal organizatiois allows it gram m es utilized tle distan cc-c(lucatioi tech
to take credit for successes withoit making it rc- niqucs of correspondence and radio courses to 
sponsible bir activities that do not flfil its objec- fui'ther strengthen teacher prcpamtioi. However, 
ives. Also, non-govcrnmuntal organizations can the ultimate soui'ce of the initial success can be 

mobilize a range of' noi-fi iiancial resources that traced directly to the commitment to this effort 
arc often not avaiWel to govcrilmet administra- 'i'om the Iresident to the iNdividual teachers and 
tors. Labour, materials and land that might be pareits. While reccent political and economic coil
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Box 2.2 Zimbabwe: politicalmobilizationfor basiceducationin a newly independent nation 

Zimbabwe has a population of 8.6 million (1987 esti-
mate) and a fairly well-developed agricultural, mining 
and manufacturing economy. At independence in April 
1980, the country inherited an education system rid-
(lied with enormous problems. Successive colonial ad-
miinisuations established and maintained aracially based 
dual system of education. While education was free and 
compulsory for the white community, access to educa-
tion for the black majority was highly constricted and 
punctuated with frequent bottlenecks. More than 25 
per cent of black children were unable to gain entry 
into primaly schools and 2.5 million adults (50 per cent 
of the adult population) were either illiterate or semi-
literate. School curricula were irrelevant to the 
socio-econonic needs of the country and were designed 
to produce an administrative and clerical body to meet 
the needs of the colonial administration. Africans were 
systematically denied meaningful skills that would set 
then in competition with the white settler community 
in the labour market. 

Faced with this situation, the new Zimbabwe Govern-
ment implemented a numher offhr-reaching measures, 
A massive programme of reconstructing and building 
schoolswas put into play, involving an injection ofa large 
proportion of the national budget into education and 
the participation of local communities in cash and kind. 

Non-governmental organizations filled the remain-
ing gaps with much-needed financial support. Almost 
overnight new educational facilities mushroomed 

ditioi.s have not stistainecd this success, tile initial 
achievements still justify this mobilization effort as 
a model worthy of study. 

In Colombia in the 1980s, mobilization to im-
minize children indicates the importance ofl'oad 
coimmitment and participation. The whole cottn-
try was :molved in a massive informatiot and o0-
bilization campaign, sl)ported by a well-plamned 
delivery of' immunization services, that led to a 
doubling of immunizatioi levels in only a few 
tuonths. Parish priests included information and 
stupport for the effort as part of' their homilies; 
teachers helped construct a censtis of children; 
and television and community organizatioms were 
used to cnsure that all parents wet'e informed of 

throughout the country, catering to primary, secondary 
and tertiary levels. As a result, primary-school enrol
nent rose friom 0.8 million in 1979 to 2.3 million in 
1989, while secondary-school enrolment rose tenfold 
from 66,215 in 1979 to 695,882 in 1989. In teacher 
education, a combination of expansion of facilities and 
employment of distance-education techniques led to a 
fourfold increase in the output oftrained teachers (3,082 
in *.979 and 12,029 in 1986). 

Equally dramatic changes were effected in the curri
culum. The primary-school programmes were made tile 
vehicles For imparting those skills which children need 
to survive in their socio-economic environment. Health 
messages, environmental issues and positive attitudes to 
work were given priority. At the secondTay-school level, 
the introduction of kits for science and technical sub
jecLs freed the teaching of these subijects friom a depend
ence on the availability oflaboratories. This enabled tie 
system to raise the status of these subjects and deinocra
tize their teaching. 

In spite of these developments, the formal school 
system still caters to only 87 per cent of the school-age 
population. To reach the remaining 13 per cent and the 
2.5 million illiterate and semi-literate adults, Zimbabwe 
has elaborated a comprehensive non-formal education 
strategy involving study groups, afternoon/evening class
es, and adult literacy and mass education programmes 
organized around ftunctional skills and income-generat
ing piojects. 

where and when immnization would be avail
able. 

Mozambique had an illiteracy rate of' 93 per 
cent at the time of independcnce, and tile new 
national govern ment had limited financial re
sources and trained manpover with which to meet 
tile educational demands of the people. By mobi
lizing at coll',n ity level, the government was able 
to assist and stimulate the development ofat edl
cation system based on individuals' skills and needs 
rather than oti umreaucracies and formal certifica
tion. The illiteracy rate was reduced to 21 per cent 
by 1980. This was possible within a muulticultural 
society only by mobilizing and using tile expert
ence, knowledge and planning skills of the people. 
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The immunization campaign in Turkey indi- tics. A supervisory committcc for each school was 
cates how mobilization call greatly increase the established, consisting ofparents, community lead
efficiency of a social investment programmc. III ers, teachcrs and BRAC represcntatives. The BRAC 
1985, 4 million children were immunizcd at an schools have achieved a high rate of success. At
estimated cost of $28 million. lowevcr, the actual tendancc is estimatcd at 95 per cent, attrition at 
cost to the government was only $3.5 million (of only 2 per cent, and 90 per cent of the pupils 
which $2 million were provided from international qualify for transition to regular schools at the end 
support). The remaining $2,1.5 million represent- of the four-year BRAC school cycle. The 30: 1 
ed the value of' the donated time of approximately pupil/teacher ratio, the monthly training days and 
200,000 teachers, 50,000 imams, 48 governors, the annual refresher couti ,s for teachers, the use of' 
central government personnl, pls $8 million of modular instructional materials ald detailed teach
donated radio and television time. By using the full cr n( tes, and a clear and relevant curriculum, are 
range of available societal resources rather than all important factors in this success. The single 
depending solely oi government expenditure, the most important factor, howcvcr, is the commit
country was able to expand its dllivery of immuni- ment of the local people to 'their' school. 
zatioz services more than scvf'old. Educational Many other exapllles of'slcccssf'ul mobilization 
mobilization, of'course, does demand a more con- cxist, of course. The use of television to encourage 
tiuuous effort than most immunization campaigns breast-feeding in Brazil, the supplemental school
have required; however, much can he learned From teding programmes used in Jamaica and other 
the expelriences of these other programmes of countries, and the use of' social marketing tech
social mobilization. niques to involve teachers on a voluntary and fe-

In Thailand, non-governimcntal organizations paying basis in mathematics education improve
provided the initial steps towards Family phning ment in Honduras, are some that we'e mentioned 
eclucation through the school system. Ove 300,000 at the Conference. The lessons for Educatioii fbr 
teachers were provided with training and instruc- All are many. Among the most important are that 
tional materials related to population, health and it is necessary to have a clear message and a speci
family responsibilities. This village-based system tied goal, to utilize all communication media, to 
fo6,r i formation delivery was eventually integrated build change based upon the experience and un
into the national population programme. It was derstanding of the people, and to involve all sec
the non-governimental organizations, however, tors of society, both public and private. The ulti
which provided the stimulus, cxperimentation and mate power Foi change, however, i'ests in the minds 
innovation necessary to overcone the initial social of'people - the f'oundation upon which any Educa
and political barriers to such an educational effort, tion Fbr All mobilization strategy must be based. 

In Bangladesh, the BRAC programme men
tioned earlier introdiuced a major innovation by 
requiriing comm unity pa'ticipation in the construc- Reference 
tion of' school sheds'. Parents also played a ole in 
determining school hours so is to rieduce the UNrit NATIONS I)EVELOPMEN'r IROG;RAMMiE. 1990. I-hi.man 
number of children who would be kept out of' Development Report 1990. New York/Oxford, Oxford 
school because it conflicted with their home du- University Press. 
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3. The status and roles of teachers
 

"he
leacher isthe pliinaty source of instniction in most 
societies and has been recognized as such by most cunicn-
la and.orms ofclassrcwom organization. 

Meeting Tasic Learning Needs, 1990, p. 49 

The central role of teachers in the delivery of 
learning opportunities implies that they must hc 
key actors in the Education For All initiative. For 
many coumtries, greater equity and enhanced learn-
ing achievement will require an increase in the 
number and p)rofcssional capacities o'f teachers, 
and the upgrading of their pclrfohillanlce through 
effective pre-service and in-service training and 
through improved classroom and school manage-
ment. 

A major purpose of this discussion is to stress 
that the conditions of teachers and the effctive-
iess of teaching are closely related to one another. 
It has been asserted that quality Education for All 
cannot be realized without proper emphasis on 
the need for well-trained teachers who are motivat-
cd by appropriate conditions of service and social 
stattig 

For the future of Iman society it is crucial to 
break the continuing cycle of neglect and igno-
rance, and to educate future generations ofadults 
to become more active and responisible citizens, 
comp)etcit workers and effective individuals. With-
illth' bwia network of iman resource (levelop-
mucit, the school remains the foundation for pro-
viding an education that will allow individuals to 
meet lif's challenges for their own well-being and 
that of'society. Within the school, the teacher bears 

the major responsibility for assuring that the prop
e"type and quality of education are provided. 

Innovation and quality in education require 
growth, improvement and mobilization of all hit
man resources. The knowledge, efficiency and ini
tiative of teachers arc increasingly scarce resources 
at a time when the expectations and tasks ofcduca
tion are increasingly complex. Succcssful Educa
tion for All programmcs will involve the participa
tion not only of morelca ners but also ofan increased 
proportion of learners who suffer from economic, 
social, physical and even mental disadvantages. It 
would be a serious error to believe that quality 
education for such a heterogeneous population 
can be achieved ithout a concomitant improve
ment in the teaching force. A basic requirement 
for Eiduca:ion for All, besides quality, is to rccog
nize the necd for teachers to be highly qualified 
wid well-trained intellectual workers deserving the 
fair liv:'I: rights and academicconditions, social 
freedoms listed in the Joint International Labour 
Organisation (ilO)/UNI,'SCC) Recommendation 
concerning the Status of Teachers (1966). 

The status and role of teachers 
inEducation for All 

Four major considerations should guide any dis
ctission of the status of teachers and how it itiflt
cnces the role they call play in achieving the goal 
of Education for All. 

First, there is general agreement concerning the deteri
oration so evident in many countries in the conditions of 
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This chapter is based on material presented or availalle Fred Van Leuwen 
at the round table entitled 'The Teacher: The I)ecisive 
Actor in Providing Education for All' (T1 7). The round 
table was organized by the international Federation of 
Free Teachers' Unions (IFFTIU ), ihc World Federation 
of Teachers' Unions (FISI.), the World ConfederaIion 
of ()rganizations of the Teaching Proifession (WCt)TI1) 
and the W\orld Confederation of "I'cachers (WC'T). It 
was chaired by C yarllelunMkley, Minister of Edt,cation, 
Jamaica, and the presenters were: 

Daniel Monteux (Moderotor) 
Permanent Reprcsenmative to UNESC(), World Fed-
eration ofI eachers' Unions. 

Albani Kumnar Boral 
Vice-President, ",orld Fedc:m tiol of Teachers' Un-

Ams. 

teaching over the last decade.F"'eln slagnation of con-
ditions reduces eflctivencss, but deterioration to 
the extent seen in the least-developed comtries 
severely limits the ability of' teachers to fulfil their 
respollsil)ilities. A special irony exists in that so 

little is being provided for them ill terms of' pay 
and pensions, training or instructional support. 

This decline iilworking conditions has been 

paralleled by a decline in the respect accorded to 
teachers. The successful school is one based oi 
iteraction between )upils and teachers; to be 
cffective, that interactiol must be based on recip-
rocal respect. The ability of' teachers' unions to 

protect the interests Oif their memhers has bee 
weakened )ydeteriorating economic conditions 
and harassment hy sm)c govern ent authorities, 
The need to providc cducati,,n in poor countries 
and pool-neiglhour,,o0ds simply has nut received 
the attention it deserves. 

Second, the r'quiremenIsfifr n 'ucatet [m,[ilaiion 
in the twnty-/ilrlt centiiiy place a high priority oi school-

ing (tthe very time when budget allocationsto schools are 
bring allowed to deteiorate. Each society chooses 
amonlg educational investment options and the 
outcome of, the present choices will have repercus-
siols well int the next century. Teachers ahmie do 
not.determine educational perfbrmaicc, but along- 
side media, coln intin ities and families, the role 

Sccretary-General, International Federation of Free 
Teachers' Unions. 

loliis Van Beneden 
PIresident, World Confederation of Teachers. 

Materials used in the preparation of this chapter and 
availal)le at the Conference included: 
Quality Education fir All: A Challengefi~r l'veq ler by 

WCOTP, WCT, FISE and 1FIFI J. 

The Tearhr: Decisive Actorfor Quality Education fo)r Al, by 
WCOTI), VCT,FISE and IFF-'U. 

Active Learningaullyrofre. ionalSupport: Changringl'imly 

Shools Through Support in'1wthe T'achers, by tile Ministry 
of Education and CulturC, Indonesia. 

played by teachers is a central one for which no 
cffective substitute exists. To play this role, teach
crs must rccei'e improved training and status; to 
accomplish this, the teaching profession must be 
renewed and reinvigorated. 

Third, the task ofl'ducationfrAll cannotbe achieved 
'/hefinancial,educationalanlpoliticalrrequisitesof 

the task are di're.arded. The last two decades have 

seen a number of 'fillse solutions' to the problem 
of, huiman resource de'.elopmneii t. One example is 
the view that edtucation has ,eceived excessive rc

sources. The question is whether the effectiveness 
of, education can be maintained if'the iniunher, 
preerquisite qdualiications, training and salaries of 
teachers are cut. Will this less expensive education 
really be efficient, or will the iinmediate finalcial 

savings soon be ofset by wasted h'imcs, reduced 

productivity and increased social dependence? 
Another false solution is the assumption that 

red uci ig teacher fredoms and ili n rights will 
somehow reduce the cost of"edtcatioin. 'le niega

tive effect oil the quality of' teaching is likely to be 
far greater than any positive impact oil budgets. 
The lowered morale and frustration of teachers 
will increase the attrition fftle best, reduce the 
motivationl of those who remain and crtail the 
education systcm's ability to recruit qualified ap
plican ts for newipositions. Pupils andc the local 
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community will be the ones who 'pay' for these financial and human resources, and widen the 
budgct savings in the forn of lower learning inequities that alrcady exist in society. Equity in 
achievement and reduced social productivity, school cffectivencss requircs compensatory rcsour-

It has become popular to suggest quick and ces for the disadvanitaged school, not lowered 
incomplete pre-service training as a way to acceler- expectations. 
ate the production of' new teachers. For examlplc, Pourth, a new ro11/frteachers needs to be defined. 
the recett need to incrase the aggregate number Teachers are not simply a means of"transmitting 
(f teachers in India (precilpitatecd by a policy re- information; neither should they be expected to 
quiri g one teacher per classroom) resuilted in a )erflorm only as classroom stipervisors of rote-learn
niassivc recruitment effort involving sacrifices in ing activities. Teachers must be highly qualified 
pire'equisitc qualific('ations a di1trainiing experiencc. l)iofcssionals. Initial training must bC continually 
Those who make decisi onis to engage ini such rapid reilforced, and tile material conditions and ior
ill:iretscs ini the teaching cadre sho uld consider ale of teachers must Ie enhanced to encou rage 
tle implications or iistructionial cffccti\enless. future generations to join the profession. At a time 
Uneducated and poorly trained teachers cannot when higher skills are being required of flmeri's 
Ibe expected to satis', the social demand for educ - at cd workers ci all types, teachers tIininsel'cvs must 
tion. R;ather, they cliscouiage it at the very time he i)r\'idd with the improved abilities necessary 
govrnments ai'e ho)iig to mobilize greater faim ily to develop such skills in their pupils. 
and coimuinity involvement il educatioii. While The new rIole of' the teaccer will require that 
the g )l ofc'(crtain ieacheis' organ izatiomis to have greater attenlion be paid to the full raige of'intel
initial teach' training leadding to t post-seconidary lectual, ethical anid tccinical needs of society. Fil
ccr(ificate is unrealistic for imai, couitries, it re- filmeit of that rolc will require that teaichers and 
mains 'alidits a loig-term goal aincd as an inlicator the teaching profession reccive greater respect. 
tha t teachin g is a profcssi(n requiring a high level Situations in which sala'ies are inadcequate, dc
ol'traiiniig. Wlicii trained teachers must be cmt- Ilyed and often not paid at all, ill which teaching is 
ployed to fill vacaalcies, t professional dCvelop- ii0 seen as ali activity meriting esteem and in 
mciit a d upgrading programnc should be insti- whicl, the reprcsentolives of' teachers are attacked 
tuted to extend their subject knowledge and by govrnmeiit, indicate that this respect does not 
improve their pedagogical Com)etence. exist. 
Of special coiicern to teachers and their repre- The basis of engicdeHring the proper conditions 

scntati\,es are )rol)osals suggesting that iidividual aid respect F'r teachers altready exists. The.Joint 
teacher quality cal be re lat'd by the al)l)lication of' IIO/UNESCO Committee of' Experts oin the Ap
specially designed learning matei'ials and instruc- plication of' the Recommendation concerning tile 
ijonal techiology. Such items are seen by teachers Status of' Teachers reported ii 1988: 

a:s coipleimeits, not sulbstitutes, for their profes
sional abilities. Unqualified teachers can beiefit 1,1e believe itto be true that the status qfteachers and the 
fi'oim these instructional aids, but their liiov'ision status q/ edtca":': are so intertwined that what
should not replace professional development ac- ever produces changes in the one will normally produce 
tivities., changes in the same direction in the other. 

Yet another 'false solution ', that of' reducing ill
structional content to fit the unqualified teacher's In these conditions, teachers mlust more than ever see 
com)etence, is a particulai'ly dangerous alterna- themselves as educator" since the) cannrti be satisfied 
tiv'. The curricula should be based oil societal merely with delivering a given body q/'knowledge; thy 
ieecls and appmopria te pedagogical expectations miust continuelearningtolearn, to teachpupils to situate 
of' teachers amid pupils. 'I'o lower the amticipateld 
outcomes of' schooling f'omr those schools with tim
qualified teachers would promote firther waste of' 1.See also Monograph II, Chapter 5. 
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Box 3.1 New rolesfor teachers 

As a means of improving quality in primary schools, the environment such as plants, flowers, stones and other 
Ministry of Education of Indonesia, in co-operation found objects. Visits to ponds and rivers to study ecology 
with the Overseas Development Administration of the and visits to historical sites to learn about the past, as well 
United Kingdom, the Britishi Council and the Univer- as exposure to community activities, are encouraged. 
sity of London Institute of Education, developed the Teachers are taught to work co-operatively with the 
Cianjur Project. also known as Active Learning and community in providing reevant activity-based educa
Pro~essional Support (ALPS). This project encompass- tional experiences for the children. As an extension of 
es curriculum revision and development; strategically the concept of using the environment as an educational 
located practice centres; new classroom practices; a resource, teachers are encouraged to invite community 
revised interpretation of supervision involving dedicat- leaders, local shopkeepers, craftsmen, etc. to visit the 
ed co-operation of the teacher, head-teacher and super- classroom, and share their experiences and expertise 
visor; an emphasis on active learning and greater com- with the children. 
munication of ideas among teachers. ALIPS, begun in Training seminars and workshops are being provided 
the town of Cianjur in 1980, was widely disseminated for teachers, head-teachers and supervisors to promote 
throughout Indonesia in the 1980s in both public and new ideas and to give direct experience in planning and 
private schools. It is expccted to expand gradually so conducting lessons based on the active learning con
that 70 per cent of Indonesian primary-school children cept. 
will be participating in an improved activity-based edu- To promote the desired sharingof ideas among teach
cation programme by the mid-1990s. ers, five to eight schools are grouped together forming a 

Primary schools participating in ALPS must provide 'club' which then meets on a regular basis. These clubs 
children with appropriate activities to assist their learn- create new teaching programmes, discuss classroom 
ing. New attention has been given to selecting activities problems, present innovative ideas for teaching and 
and tasks which require children to think carefully, to exchange teaching experiences. 
use the available classroom resources and to learn to Help and guidance for teachers are provided through 
solve problems. Children are being encouraged to be Teachers' Centres, where teachers, head-teachers and 
active participants in the learning process. supervisors hold meetings and participate in courses. 

Teachers play a central innovative role in the ALPS Teachers' ideas and work are displayed and discussed, 
programme. They assist learning by providing opportu- and materials are made available for teacher use in 
nitics for problem solving based on real observation, developing learning aids. 
Teachers are encouraged to be imaginative in provid- The ALPS programme also provides the infiastuc
ing the children with applicable problem-solving op- ture to give help and guidance to local authorities in 
portunities rather than relying on the once pervasive planning for Indonesian primary schools through ob
rote-memorization classroom method. servation, monitoring and analysis of the project. Here-

Teahers are also encouraged to use the environment in lies the basis for further development and refine
as a resource for learning. Visual stimulation for the ment of the Indonesian primam-school system, based 
children is promoted through the use of wall decora- upon a strengthened innovative role for teachers within 
tions and table displays using articles from the local a supportive commt nity context. 

themsehesglobally in the reality o] theircountriesand the areeducationand the schools. Rlespect.br teachersengen
world. ders respectfor theffinction th y perform. 

If education dofs not command the respect and support oJ ... theJoint Recommendation . . concers not only the 
the entire commUaity, teachlufrs will not command that status oJ leachers; it concerns the status andpeiformance 
respect and support, ofeducation. It d(Jfinesgoal[, prog'ress toward which will 
•.. yield benefits in the statuso 'leachers asa profession. Bul 
The converse is also evident; as teachers are regarded so itspupasesarenot coporative;thty aretoyield benefits to 
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the society through settingin motion a rycle whose result is 
to be measured in the improvedperformance ofthe educa-
tionalsystem. 

Joint ILO/UNESCO Reconmmndation .... 
1988, pp. 7-8 

In essence, what the Recommendation requires is 
a policy whichi sets out relevant and sufficient crite-
ria, and processes which assume their equitable 
application, in fact and in appearance. 

The challenge to teachers 

It should he recognized that the teacliinrf profes-
sion already has extensive practical experience with 
broadening access and improving quality in b'isic 
education. The propagation of nation'ai literacy 
programmes, the restructuring of' primai.' educa-
tion and the nced to recruit large numbers of'new 
teachers are all activities in which teachers' organ-
izations have played leading roles. No matter %.'hat 
is done in terms of assigning policy prior; ies, 1o-

bilizi zg resources or streamlining administrative 
structures, it will still be the individual teachers 
who are left to face the enormous task of achieving 
quality education for all. Removing ignorance and 
eradicating illiteracy will be primarily the responsi-
bility of teachers, many of' whom have not been 
provided with the training or working conditions 
conducive to fulfilling this responsibility, 

In too many classrooms, teachers must contend 
with poor facilities and scarce materials and equi)-
menet; receive salaries inadequate to support their 
families;and Face large numl)ers ofpupils ofdi'fer-
cut ages, even ill the same grade. Such is the 
convergence of disadvantage in the schools that 
the least-qualified teachers working in the poorest 
conditions face the children with the most pro-
found educational disadvantages. 

Often pupils are inadequately fled; health prob-
lems alountd; parents commonly have little if' any 
educational experiences of their own and frequent-
ly are illiterate; and families expect their children 
to help with household chores and even earn 
wages. The teacheirs, who have little status because 
of their insufficient training and their modest 

salaries, can do little to inspire pupils in such an 
environment. 

Improved facilit. 's, morc appropriate materials 
and enhanced motivation of parents and commu
nitics arc certainly needed. But until due attention 
is accorded to the working conditions of teachers, 
other changes will have little efect on the quality 
of education. 

.ducational quality is especially compromised 
when bulk recruitment of ;echers occurs with thesudidlen expansion of schooling. Efforts of this type 

in some countries have led to .asubI~stantial increase 
inthe number ofless-qualified teachers employed, 
frcquently at salaries of as little 'is $20 per month. 
The goal of bringing education I,. areas not reachecd 
beforc is a noble one, but does the provision ofan 
inexperienced, untrained and ill-paid teachei sat
isf)' this goal? Expainion of teacher training should 
precede the expansion of schooling; wheire it does 
not, a specific programme of instructional support 
fbr the inadequately prepared teachers needs to 
be instituted unil the professional quality of teach
ers reacies an acceptable level. 

The tension between q iantitative expansion and 
quality is a real one. If'at country cannot afford to 
train teacheirs or to pay ticm appropriately if they 
arc trained, expanding tii,., school system does not 
represent progress towards Education Fbr All. It is 
the learning needs of the people that must be met. 
If'iiot, then this illusory expansion of' edncation' is 
both it cruel and wastefti! means of' clefra-iding 
children, parents, taxpayers and all of'society. Tie 
claim that such expansion is necessary tc, meet 
social demand assumes that pupils and their par
ents are not able to recognize this fraud. The 
evidence of the last decade of increasing absentee
ism and attii!ion in poor-quality schools suggests 
otherwise. Poor-q'zality edt(lcon, without hope of' 
improvement, can h.. as much a destalilizing so
cial force as he total ab.sence A' schools. What is 
needed is te assurance that cducation, when it is 
provided, will be of a quality sufficicot to enhance 
the lives of thI. learners. 

Given the above, a focus on teacher quality - its 
production, maintenaiceand enl-e,,ccmcnt- must 
be part of any !'trategy for Education For All. It 
must be accepted that the teac.1her is the key actor 
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Box 3.2 QualityEducationfor All: a challengefor every teacher 

Any project which does not give full consideratioi, to 
the upgrading of teacher status is bound to fail. Of 
course this [implies] that teachers be given decent work-
ing and salary conditions. But there is far more to it 
than that. 

There is an urgent need to rehabilitate the teaching 
profession and to reinstate educators as professiona15 at 
all levels in tile school system: 
" by restoring the social prestige and recognition at-

tached to the profession; 
* 	by offering individuals attracted to tile teaching pro-

fession a level of training allowing them to work in an 
independent manner, assess their own performance 
(self-evaluation), and attend to their further training 
and reappraisal of their own development; 

• 	 by recognizing the right of teachers fieely to form 
associations or trade unions and to define within that 
context a code of ethics and practice for the profes-
sion; and 

* 	by recognizing the right of teachers and their associa-
tions to be consulted and to participate in the friam-
ing of education policies, particularly regarding the 
preparation, implementation and evaluation ofinno-
vation. 

Another prerequisite is that intergovernmental organi-
zations, whose role in the area of education planning is 
becoming increasingly important, also recognize the 
paramount and necessary role of organizations of the 
teaching profession as full partners. Many clashes could 
be avoided if institutions such as the World Bank or the 
International Monetary Fund (IMF) agreed to consult 
with and listen to representatives of the teaching pro-
fession. These groups are also capable of making sugges-
tions, even where they involve certain sacrifices, pro-
vided they are recognized as full-time and ftull-fledged 
negotiating partners. 

iii education and that if he or she (toes not have 

proper status and support, there is little hope that 
quality Education for All will be realized. 

Other dimensions of the role of teachers 

Discussion of the status of teachers and their ccitt-
cational role needs to be expanded to incorporate 
additional dimensions. For example, there needs 

As regards tile training ofeducation personnel, deep 
distrust exists of the proposals according to which cdu
cation could make do with teachers receiving exclusive
ly 	 in-service or on-the-job training. The f-ct that the 
current forms of initial teacher training are not ade
quate is no reason to deny the contribution of educa
tional science and to fall back exclusively on in-service 
training. Itwould be far more worthwhile to reassess the 
basics of initial training and tile relevance of current 
methods and objectives to the actual needs of the school 
system. 

'Teacher-training institutions should be brought closer 
to the field. The interaction between theory and prac
tice should be implemented tWough practical work 
ranging from information visits to live teaching situa
tions. 

Initial and ongoing training, far from being mutually 
exclusive, should dovetail harmoniously within a single 
and consistent training programme. 

Most importantly, training institutions should be able 
to offer to future teachers a genuine teaching/learning 
model where they can find, right from the start: 
0 a chance to work as a team; 
* a chance to take on responsibilities;
 
0 opportunities for self-assessment;
 
a an involvement in institutional management; and
 
9 a hands-on experience of teaching media and educa

tional technology. 
With this type of background, teachers would be in a 
position to play their ful! role as performers in the 
education s/stem. 

From an address presented to the Plenary 
Commission of the World Conference on Education 

for All on behalf of the four organizations 
of the teaching profession 

(WCOTP, WCT, FISE and IFFTU) 

to be a greater emphasis on the ethical dimension 

of the teaching profession. Teachers might be ex
pectecl, it has been suggested, to take an oath 
comparable to that used in other professions. Such 
an oath might have the effect of establishing or 
increasing the dignity of the teaching profession. 

It should also be recognized that self-respect 
must precede the respect of others. But how can 
self-respect be established when teachers must beg 
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Box 3.3 Pupillearningand teacherqualifications 

It is a widely held view that the teacher constitutes tile 
cornerstone of teaching quality. Beyond this obvious 
fact, tile important issue in education policy is how the 
general and professional training of teachers should be 
defined, given that a teacher's pedagogical effective-
ness does not depend only on training bu. also on 
personal qualities (motivation, energy and charisma), 

Considering, first, the level of general training a teach-
er should have before entering professional training, 
the decision must be based on facts that provide insight 
into the trade-off between the effect of this training on 
pupils' learning and the impact of the tiaining on teach- 
ers' average salaiy level. Factual information on these 
important issues is scarce in the African context but 
more readily available in other parts of the world. A 
study conducted in Togo sheds usefil light on the 
matter from an African perspective, and its results agree 
with those of studies conducted elsewhere. 

The average impact of the general training of the 
teacher on the amount learned by pupils tends to rise, 
but the differences are not considerable. In addition, 
there is a threshold bcyond which the duration of the 
teacher's general academic training has no effect on 
the pupils' learning. 

flor the salaries they have already earned? Many 
governments show a lack of respect for teachers by 
staff redt,ction measures that actually encourage 
the best teachers to leave government service. As 
these individuals leave, either they arc not replaced 
or the) are replaced by new teachers with less train-
ing, skills and experience. Reductions in the num-
ber ofteachers, especially among the best-qualified 
teachers, may result ill lowcr budgets accompanied 
by a loss of efficiency. The use of crcdentials as a 
prerequisite for teaching was designlcd, in part, to 
red(LIcc the r~iN)lNcIms of ncl)otism, tribalism and 
corruption that have hurt the teaching profession 
in the past. Objcctive criteria for the selection of 
teachers are an absolute necessity. 

Some people question the level of formal aca-
(cnic credentials that should be required to teach 
(see Box 3.3). Both in ternits of available human 
resources and fiscal capacity of' governments, the 
limits are obvious for many dlevelo)iing countries. 

With respect to the initial professional training of 
primary-school teachers, training at teachers' colleges, 
which is the most usual kind, is not necessarily an effec
tive approach. The example of Togo, which is not an 
isolated one, shows that there is no difference in peda
gogical proficiency between teachers of comparable 
length of academic training based on whether or not 
they graduated from teachers' colleges organized as 
tile), are at present in Togo. 

These findings on the impact of teacher training on 
pupil learning must be completed by cost data. The use 
of teacher-training graduates was found on average to 
be appreciably more costly than that of academic gradu
ates, both in terms ofactual training and salary compen
sation while employed. In that connection, the observa
tions made on a sample of French-speaking Sahel 
countries show that the difference in compensation 
between these two categories of teacher is of the order 
of 30 per cent (with not inconsiderable differences 
between countries). 

Adapted from 
Toward a Plan ofActionfor the Sahel Counties, 

WCEFA 

The present teacher certification model derives 
from the industrialized countries and does not 
necessarily fit the needs or the realities of the 
developing world. An unresolved issue, of course, 
is the appropriate content for prc-service teacher 
training and in-service courses. Ultimatcly, con
tent and the teacher trainees' mastery of it will 
determine the skills with which the next genera
tion of teachers will meet the denands of the 
classroom. 

In addition, teachers should do more than trans
mit knowledge. They should Iacilitate new ways of 
thinking about such topics as human rights, inter
national understanding and the environment. The 
teacher should be a living example for pupils and 
tile community. However, it will be easier for teach
ers to do this whien they have -appropriateworking 
conditions. Teachers who are expected to work at 
or bcyond the limits of their knowledge and train
ing will not be able to serve this role model. 
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Job satisfaction requires more than a cecent profession, what policies can hope to work? There 
salary. Greater recognition of teachers and of cx- is a need to know whether there is a problem of' 
cellcnce ini teaching is one means frequcntly sug- countries' ability or willingncss to pay for improve
gcstcd for raising the perceived status of teachers. meats in education, including the conditions and 
Because recruitment of better-quality teachers is status of teachers. As structural adjustmcnt policies 
important, better means for attracting good caiidi- have reduced national budgetary autonomy, teach
dates and measuring teacher aptitudes are required. ers have been one of the first groups to be threat-
The lack of literature on teaching as a profession cned. Because teachers are numerous and often 
and the omission of' teaching as a career option politically unorganized, they have frequently been 
presented at many school 'career (lays' can be the ones to lose benefits or even their jobs as 
remedied. governments struggle to balance expenditure with 

A strong criticism sometimes directed at teach- receipts. 
ers' organizations is that they are excessively f o- The teaching profession is often the major step
cusecd on salaries and conditions of service. The ping-stone For the educated poor into the modern 
profession needs to promote public confidence by employment sector. Thus the teaching profession 
exerting better self-discipline of its own members. must be viewed in terms of its role as an instrument 
When teachers' organizations appear to protect for social mobility For marginalizcd population 
members at the expense of pupils or the interests groups. For this reason, along with the many oth
of the school, this weakens the public support for crs stated here, the profession deserves special 
teachers. l)ebating issues in the press before meet- attention and protection. 
ing with education authorities and using rotating It is necessary to enlist many different forces to 
strikes and 'sick-outs' can be cited as counter- provide Education For All. While it is possible to 
productive actions, specify ideal standards and qualifications For teach-

Such comments often elicit sharp replies. The ers, the immediate task for planners and policy
question may be posed as to the relative impor- makers is to define teaching and other educational 
tance of a few bad teachers - and within such a resources in terms of present availability and need. 
large professional group that is often poorly treat- Teachers are the key actors in Education for All, 
ed, it would be surprising if there were no exam- but not the only ones. They can succeed in their 
pies of poor behaviour. But what of the millions of' critical task only if their partners - administrators, 
teachers whose dedication has overcome countless communities, parents, non-gover'nmental orgaihi
obstacles to deliver instruction to children and zations, governmen ts and international assistance 
adults? Why are greater recognition and respect agencies - fulfil their responsibilities to education 
not given to their accomplishments? As the job and to teachers themselves. 
opportunities improve for teachers outside their 
present profession, there will be greater loss of the References 
better teaching personnel and greater difficulty in R 
recruiting qualified replacements if teachers' sala- INERNATONAL LIOUR ORGNISAION; UNESCO. 1966. 
ries and working conditions do not improve. Final- Recommendaion conceringlheSatusofechr. Genea, 
ly, teacher organizations cani improve their owii International Labour Oganisation. 
public relations by informing more people of the JOINT ILO/UNESCO CONNII1rEE OF E'Eris ON -nn: Ai
good things they and their members do. I'ICATION OF -I1E RECOMMENIAION CONCERNING TIlE 

If the economic context is limiting educational SrArus OF TF.ACIERS. (Firni SESSION, GENEVA, 1988.) 
effectiveness and the attractiveness of the teaching 1988. Report. Geneva/Paris, IIO/UNESCO. 
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4. Participation of non-governmental 
organizations, communities, parents 
and learners
 

The Conference made an important innovative coil-
trihution when it broadencd the definition of re-
sourceslfor edlucation to include a varicty of private 
and voltutary institutions, local communities, and 
the parents and learners themselves. The Confer-
cnce placed special emphasis oni the unique and 
critical contributions they can and often do makc. 

During the past dccadc there has hccn a grow-
ing recognition of the contributions mlade by 
110n-governmnctal organizations in both developed 
anrd developing countries. Thcse private and indc-

)elIdeInLt organizations vay in size ad in the Ila-
turc of their activities. The results of their efforts in 
providing basic education and in mCCting other 
basic h,.man needs include both dramatic success-
es and some disappointments. An undeniable point, 
however, is that no discussion of local, national or 
ilitcrilatioill strategies for developing basic ecdl-
cation call inow be considered complete without 
attention to the current and potential role of the 
lion-goverlimnelial organizations. 

Since the 1970s, there has been a idramatic 
growth of national non-governmental organizations 
iin the developing world. These range friom small 
cenitrcs scrving a single village to large non-govern-
mental organizations serving cntire countries. Some 
have budgcts that f'ar cxcccd many official literacy 
departments; BRAC in Bangladesh and Sarvodaya 
in Sri Lanka are examples. These newer service 
noii-governmemital organizations have established 
admirable records oflbeing able to reach people in 
direct and effective ways. 

Some of the intcrest in non-governmental or-
ganizations that is being shown by the large ftnd-

ing agcncies is frankly economic. Non-governmcn
tal organizations have small administrative staffs 
and oftcii pay salaries considerably below govern
ment rates. This has made them a financially at
tractive alternative to more costly hurcaucratic chan
nels. Howcver, while many non-governmental 
organizations are proid of their ability to operate 
effcctivcly with limited finds, tie are increasingly 
sensitive to this being the main reason for agencies 
or governineits wishing to work with them. They 
(10 not see thcir role in development as simple 
delivery systcms or cheap sources of labour for 
othcr agencies, nor are they interested in being a 
means by which the state begins to abandon its 
own social responsibilities. 

Nevertheless, it is a common - but outdated 
view that non-governcntal organizations are in
strumcnLts by which governments and United Na
tions specialized agencics can deliver their infor
mation strategies or even their service programmes. 
Very few non-governmental organizations are will
ing to play the totally passive role of mercly dissem
inating information or providing services for other 
institutions. The most succcssfuil government and 
non-governmental organization partncrs' ps have 
been those that recognize and res)ect ,iC needs, 
constitucncies and special advantages of both part
ncr's. 

Non-governmental organizations have thcir own 
agendas. In Latin America, for example, they often 
promote a new vision of education and social dce
velopment, and they view themselves as the inven
tors of' alternative structures of society. In some 
countries the), claim to represent broader social 
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support than the statc institutions responsible foi" 
literacy or adult education. Non-governmental or-
ganizations in many societies have designed crea-
live and innovative social programmes, and have 
often sought support for services to meet the edi-
cational needs of their constituencies. 

Non-goovernmnental organizations arc frequently 
linked to the larger social movcments of their 
countries: for human rights, democracy, women's 
liberation, peace, indigenous peoples' struggles 
Fbr land, etc. These links provide both motivation 
and capacity to imobilize, and hel ) explain why the 
agendas or iion-governmcntal organizations have 
been so strongly pursled. 

The important role of 11o01-govern iental or-
ganizations, contnuui tics, parents and learners is 
now more evident because of the Conference's 
broad redlelilition oflbasic education, which incor 

porates child development activitics that have too 
often have been ignore([ or uinderemphasized. Basic 
education must he planned in tCrms of the concur-
rent conditions that determine the child's learn-
ing capacity and effectiveness. Ilealth, nutrition, 
and physical and intellectual stimulation cocdi-
tion the child's capacity to benefit from learning 
opporttiii tics.' 

Once children arc in school, these same condi-
tioning factors continue to exert strong influences 
on pupil p;rticipatiou and achievement. Primary 
schooling cannot meen basic learning nieeds ifchil-
drtci are allowed to remain undernourislhed and 
in pool health, and left to slagiialte in envir'onl-
mcii s that discourage curiosity and inquiiy. If 
basic education programmes are to he successful, 

parieits and communities must hc activelyinvolved, 
A schol's social, cultural and ecoinmic enviroi-
ineit determines the capacity of' the pupiis, their 

parents and the community to provide and partic-
ipalc in learning experiences sufficient to meet 
the basic learning needs of' the pupil;. 

The adults of' the community in' 1st appreciate 
the value of education for tllems"ves and their 
children. They must be convinced of' their own 
ability to aff'ect their childre 's intellectual and 
social developlmcil. Commnity improvement pro
gramimnes need to informl people about child devel
opimcnt concerins and how to deal with them. The 

education of parcnts and other carctakers of chil
crcn will have an immediate and a long-term effect 
on the educational environment of the community. 
The learners themselves arc an educational re

source that must be respected and fkctively uti
lized. It should not be assumed that all learners 
feel the need For education. The benefits of'learn
ing and of encouraging the conditions for learn
ing must be made explicit, and participants and 
supporters need to be convinced that the benefits 
will excccd the cost;. Women and girls, especially, 
may be hindered from full participation in cduca
tional program mcs ifa clear understanding of the 
amomt and certainty of the benefits is not estab-
Iislied. Learners arc better motivated and learn 
more when they participate actively in the design 
and conduct of the educational process. Learners 
are more than inputs' or 'beneficiaries'; they de

serve a full role as participants in the effort to meet 
basic learning needs. 

Family resources include time and the financial, 
intellectual and emotional su)port offainlily mer
bers. Incentives and assistance should be provided 
to families so that they will view education as a 
produ~ctive activity for the family group and not 
just for an individual member. All family members 
deserve the opportunity to benefit fi'om education 
and all share the responsibility to support the cdu
cation of, their relatives and their ncighbours. 

People in the community, even those without 
young children, must be made aware of, the social 
benefits of education and the cost of its neglect. 
The community must learn to sce education as a 
rigIut that is also an investment in the future, not a 
luxury that only advantaged families can eiijoy. 
Social mobilization depends oni a sound under
standing of' the educational process, its costs and 

its benefits. 
The provision of poor-quality schooling has the 

effect ofhmudernmining community support fbr edil
cation. In the end, the commuity itself must be a 
major participant ill meeting the basic learn ing 
needs of' its members. This participation should 
include a role in planning, decision-inaking and 

1.See Monograph II, Chapter 3. 
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Participation of non-governuiental organizations, 
communities, parents and learners 

This chapter is based on niateria presented o1 avail-

able at the round tables entitled 'The Role of Non-

Governmental Organizations in Literacy' (T20) and
 
'Iarticipatolu, Community-Based Innovations in Early 

Childhood Care and Primary Education' (TIi). The 

first round table was organized1by the Confcrence See-

retariat and the International Task Force on Literacy 

(IFI.). 


It was chaired by: 

Giacomo I. Biaggini, Ambassador of Italy to Thailand. 


The presenters were: 
Alfonso I.izarzaburu (Moderator) 

Consull t, International Council for Adult Educa-liun. 
l.,lita Ramdas 

Founder of Ankur an(I Co-ordinator, International 
Task Force on Literacy Imr South Asia, India.l'aul\Van oolaavailable 

1Paul Waigoola 
Secretary-(;eneral, African Association for literacy 
and Adult 'ducation (AALAE), Kenya. 

Jeainine Thomas-Fontaine 
Co-Plrsideint, CWollectiv Consutfation on literacy for 
UNES(:O. 

The second round table was organized by the Interna-
tional )evelopment Research Centre (II)RC)with the 
Constiltative Group on Early Childhood Care and De-
veloptuen t. 

evaluation, as well as in providing resources for 
child devlopment and school activities conducted 
by others. The quality and sustainalility of Educa-
tion for All will depend colsideral)ly on the suc-
cessf'ul mobilization of, the community and the 
effective utilization of' its resources, 

The discussion that follows is based on the anal-
ysis of selected, innovative, cross-national experi-
ences in developitng parlicipal)myapproachesto early 
childhood, primay-sclool and Iiteracy interven-
tions. 'File discussion of child developmenit from 
birth to initial schooling focuses on a needed shift 
from formal, institution-based services to family, 
theme-based services. The latter concentrate on 
the important linkages between parents (and other 

It was chaired by:
 
Fay Chung, Minister of Education, Zimbabwe.
 

Thc prcsentcrs were: 
Co-ordinator, Unit for Rsarch in Basic Education, 
Cnrsid Sains, Malysia. 

Katherine Naniuddu 
Principal Researcher, MINDSACROSS Project, 

Uganda.
 
Robert G.Myers
 

Co-ordinator, Consultative Group on Early Childhood 
Care and )evelopment, United States. 

Nittaya Kotchabhakdi 
Director, Child l)evelopment Unit, Ramathibodi Hlos
pital, Thailand. 

Materials used in the preparation of this chapter and 

at the Conference incltuded: 

Approaches that lVoh i,,luralD'lopment:Emerging Trends, 
ParticiatmyAethods, and Local Initiatives, John Bur
bridge (ed.). 

Participatory, Communitv-bas'd Innovation in Early Child
hood Developmnent and 1rimaty Education, by Nittaya 
Kotcliabhakdi and Robert G. Myers. 

EarlyChildDRopnunt:SumnarylIeport,)yCassie Landers. 
The Use of Participatory, School-Based, and Community-

Supported Innovations in loonal Basic Education, by 
Zainal Ghani. 

(GnderAsu'sand Litermy -An Analysis, by Lalita Randas. 

caregivers) and the nutrition, health and edu
cation of the child. 

At the priimay-school level, participation is seen 
more as the involvement of parents and the com
nutnity i , the management and control of' the 
school. The discussion emphasizes the effects of' 
early child caT and partent/comninunity participa
tiot upon such indicators of educational effective
ncss as access to schooling, wastage (repetition and 
drop-out) and learning achievement. 

Finally, successful literacy programmes may be 
the most Iuroadly participative of all learining activ
ities. The special o)olitical context of literacy train
ing and the emerging role of' the nin-gover'nmen

tal organizations will be emphasized. 
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Education for All: 
the rcquirements 

Participation in early childhood care 

Three conditions must be met before early child-
hood care can become an effective part of the 
Education for All initiative. First, investments in 
early childhood care and developrnent must be 
understood to be feasible, affordable and cost-
effective. Basic learning needs must be defined to 
include those that occur bctween birth and the 
beginning of'schooling. Second, a role for parents 
and the community in early childhood care is nec-
essary for establishing and sustaining such pro-
grammes, and for making them successful. Third, 
the artificial distinction between the early child-
hood learning activitics and schooling should be 
removed. Pr-school and school activities should 

be seen to constilute a single, continuing process 
of developimcnt. 

ILearning begins at birth. It is well-established 
scientifically that the early years, from birth to 6 
years of age, are critical in the formation of intelli-
gence, personality and social behaviour. Before 
reaching school age, a child learns a great deal 
about the surrounding world, about what is needed 
to survive, cope and create, and about how to 
learn. During this period, children develop their 
ability to move, co-ordinate their movements, corn-
mtnicate, generalize, differentiate, make associa-
tions, interl)et symbols, manage the sounds and 
basic principles ofa language, and act according to 
certain social norms and moral priiciles. Because 
learning (or failure to learn) in the early years will 
serve (or handicap) a child throuighout life, any 

programme that takes seriously the goal of meet-
ing basic learning needs must include support for 
this most basic lcarning of all. 

l)u,'ing a child's early yeas, innate abilities can 
be recognized and improved with use, foste,'ing 
Icarning and giving the child a sound start towards 
a productive life. Alternatively, the child's abilities 
can be ignored and left to deteriorate, thus Iypwss-
ing learning opportunities, creating barriers to 
further learning, pointing the child towards an 
unproductive and dependent existence, and violat-
ing the child's right to develop and learn to the 
fullest extent his or her abilitiesallow. The effects of 
early ncglcct arecumhiltive; rccoverhigiromimissed 

opportunities may be possible in later years, but at 
an additional and sometimes prohibitive cost. 

A child's basic learning during the early years 
occurs as part of an integral process of early child
hood developmen t. Because needs for food, affec
tion and knowledge cannot be separated, and be
cause physical developmcilt affects in tellectual and 
social development (and vice versa), pogammes 
to foster early learning must include attention to 
nutrition and health together with attention to 
intellectual, social and emotional development. If' 
such development is not attenedl to in the earliest 
years, inequities owing to differcnces in social class 
or ethnic origin Mill be introduced well before 
schooling begins. Ifa goal of' society, and hence of' 
education, is to improve the quality of lifle by fos

tering peaceful and tolerant ,elationships and so
cial participation, then a high priority must be 
given to the social aspects of learning during the 
earliest years. 

Learning occurs in interaction with the people, 
objects and physical conditions that make up the 
learning environment. Because children develop 
in significantly diffr'ent cultural, social, econom
ic, political and physical environments, the goals 
of' learning and the particular ways of' achicving 
them will diffe," from place to plice. A decentral
ized approach to meeting learning needs is there-
Fore called for, keeping in mind that there are 
centail basic needs that are common to all. 

Basic learning needs can be met, between birth 
and 6 yeams of age, through programmes that assist 
pa,'ens and other caxegivems to do a betterjob of' 

helping children to learn. Caregivers who support 
the child in the early months and years have the 
first responsibility fo,' helping a child to learn. 
They call do so by providing the food and health 
care necessary for learning; by responding to, en
courraging and stimulating the child; by serving as 
examples to be imitated; and )y arranging the 
environment in stimulating ways. They can help a 
child to learn by providing consistency and prc

ictalbility as well as diversity. They can off'er the 
love and cn,,tiomal support a child must have to 
develop the self-confidencc needed fbr cxplora
lion and experimentation. They can set limits and 
protect the child. 
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Participation of 110n-government al organ izations, 
ConulltitiCs, parents aid learncrs 

Box 4.1 IntegratedChildDevelopment Services in India 

Beginning in 1975 with thirty-three experimental 
projects, tile Integrated Child Development Services 
(ICDS) expanded to almost 2,000 projects in 1989, 
reaching 11.2 million children under 6 years of age. 
The overall goals of the progranmne are: to provide a 
comprehensive range of basic services to children, to 
expectant and nursing mczhers, and to other women 
aged 15-15; to create a mechanism at the village level 
through which the services can be delivered; and to give 
priority to India's low-income groups, including the 
under-privileged tribes and scheduled castes. The spe-
cific objectives of the ICDS programme are to: lay the 
foundations for the psychological, physical and social 
development of the child; improve the nutritional and 
health status of children, birth to age 6; reduce the 
incidence of mortality, morbidity, malnutrition and 
school drop-out; enhance the capability of mothers to 
look after the needs of the child; and achieve effective 
co-ordination anong agencies and departments involved 
in child development, 

The integrated package of ICDS services works 
through a network of Anganwadi (literally, courtyard) 
centres, each run by an Anganwadi worker (AW) and 
helper, usually selected from the local village. The AW 
undergoes a three-month training programme in one 
of over 300 training centres run by voluntary and gov-
ernment agencies. 

Responsibilities of the AW include: non-formal 
pre-school education, supplementary feeding, health 
and nutrition education, parenting education through 
home visiting, community support and participation, 
and primary maternal and child neald care referrals. 
Support is provid . to the AW by a supervisor (one per 
twenty AWs) and a child development programme of-
ficer (one per five supervisors) who is directly responsi-

Many of these ways to assist early learning are 
already found in traditional practices ofchild-rear-
ing. Positive practices should be reinforced, partic-
ularly in situations where they arc disappearing. 
But where traditional child-rearing practices do 
not fit present conditions or do not incorporate 
new knowledge, carcgivcrs can be provided with 
new inlormation that will benefit early develop-
mcnt and learning. This approach utilizes ooth 

popular and scientific sources of' knowledge, 

ble for the implementation and management of each 
ICDS project. 

The ICDS programme uses existing services of di
verse government departments and of voluntary agen
cies. Overall administration lies with the Department of 
Women and Child Development within the Ministry of 
Human Resource Development. The annual unit cost 
per child per year is estimated at 151 rupees. 

Although the programme often operates at a mini
mum level of quality, it has nevertheless had important 
effects on the under-6 population. For example, a re
view of nearly thirty studies of the nutritional impact 
reveals nearly unanimous results documenting a posi
tive outcome. A 1984-86 comparative study done in a 
number of locations showed ICDS/non-ICDS infant 
mortality rates of 67 v. 86 in rural areas and 80 v. 87 in 
urban areas. In a comparative study of effects on school
ing, one researcher found that those with ICDS back
grounds had a higher primay-school enrolment rate, 
were more regular in primary-school attendance, had 
better academic performance and scored significantly 
higher on a psychological test (Raven Colour Mauices) 
than did non-ICDS children. Furthermore, the differ
ence in enrolment rates was primarily accounted for by 
differences among girls. In another study, it was found 
that primary-school drop-out rates were significantly 
lower for ICDS v. non-ICDS children fiom lower- and 
middle-caste groups (19 v. 35 per cent for lower castes 
and 5 v. 25 per cent for middle castes). 

ICDS, the largest programme of its kind, illustrates 
the power of political comlnitment to achieve signifi
cant rates of coverage in integrated programmes of 
attention to children, from birth to 6 years of age, with 
important effects on health and education, and at a 
reasonable cost per child. 

Education ofcaregivers that combincs informna
tioil about mental and social development with 
inlormation about health and nutrition can be 
organized in manywaysand carricd out ata very low 
marginal cost by integrating it with ongoing pro
grammes. Examples include: home visits by health 
workers, horne economists or village promoters to 
provide information about the learning needs, 
health or nutrition of' children; adult literacy and 

other adult education prograr mcs incorporating 
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the reqIIirenle.nts 

information about helping children to learn; Community-rin pre-schoold, where the facilities are 
child-to-child programmes ill the upper grades of' provided by the community, a community mem
prinary and in secondary schools reaching chil- ber is chosen and trained to run the pre-school, 
dren who take care of'younger siblings, who trans- a midday meal is prepared by parents, and a 
mit information to their parents, and who will soon parents' committee supervises the pre-school. 
be parents themselves; programmes involving Integrated child-development seovires, in which a local 
check-ups and care of pregnant and lactating wom- para-professional and an assistant bring village 
en, and nutrition sul)plementation providing the children together for al)proximately three hours 
opportunity For caregiver education; and radio and each weekday for supplemen tary feeding, distri
other mass media used to provide basic inlforma- bution of, vitamins and pt'e-school educational 
tion to the public and to community groups. activities, and in which attention is also given to 

Programmes providing education and support pregnant and lactating mothers in the partici
to caregivers are potentially powerful instruments pating commu n ities. 
for ieeting basic learning needs of children friom Combined nutition an(d pre-sihoolprogrammte.v, which 
birth to age 6 For many reasons. Family responsibil- bring children together each weekday morning 
ity flor care and learning is reinforced, and existing For supervised learning activities, food and nt
service programmes are better utilized. The probal- tritional supplementation, and periodic health 
bility that improvements will be sustained over the check-ups, run by a trained pre-school teacher, 
long term is increased and broad coverage can be assisted by volunteer mothers (or other family 
achieved at relatively low cost. members), on a rotating basis. 

The basic learning needs of young children can There is increasing evidence that early interven
also be met through programmes and services pro- tions can have a significant influence on children's 
viding integrated attention to their needs. Such readiness, enrolment, progress and learning in 
services complement programmes of caregiver ed- primary schools. For example, a study of the effects 
Ication. They Sulpport (bitt are 110 suistitute for) of the Programa de Alimentaqao de Pre-escolar 
the fmlily's primary responsibility to help a child (PROAPE) in Brazil concluded that the cost per 
grow, develop and learn. It is clear that there are pupil of cotlmbined pre-school and primaty-school 
many occasions in which orgainized programmes education for PROAPE children was 17 per cent 
outside the home are necessary, de to the corm- lower than tile cost per pupil of' pritimay-school 
peting demaands of work and child-rearing oi fCar- education alone for children who did not partici
ily members. Also, grouping children together can pate in PROAPE. The PROAPE children were also 
provide additional and more varied opportilIities much less likely to repeat grades, thus fturther 
f'or individual and social learning than can be pro- reducing costs. 
vided within most families, while fIcilitating spe- There is also strong evidence that the effects of' 
cial attention to health and nutritional and educa- programmes that improve early learning are strong
tional needs. er for those who are most disadvantaged because 

During the past twenty years, a wealth of'experi- of' economic circumstances or discrimination and 
ence has accumulated abo'tt how to organize eff'ec- are even greater if' parents are involved in the 
tive programmes of early childhood care koid de- programtnes. Such programmes can also help to 
velopment. Pirogramm e options include the moderate gender differences ill enrolment and 
Following: progress through primary schools. 
Home day care, iin which women selected by the Seven major conclusions emerge fli'om the dis

community take several children ofneighbours cussion so flu'. 
into their homes during the day, providing them 0 Programmes to mect basic learning needs must 
with pr-1tcction, food, and learning through play. include early childhood care. 

Co-opera tie day care, il1 which working parents alter- * Child-care activities should focus on the capaci
nate caring fbI their children. ty of' childr, to gather and process infrima
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Participation of non-governnicntciil organiztions, 
leainersCOIillUU iilitics, pa'ellis all(I 

Box 4.2 A non-forma!programmeof 'initialeducation'in Peru 

In 1967, a nutrition education project for mothers (PRO-
NOEI) was begun in several villages in highland Peru in 
the Department of Puno where the infant mortality rate 
was extremely high 150 and malnutrition was wide-
spread. The project, initiated by Nulunteers from a re-
gional university, evolved into a community programme 
that included daily cooking of mid-morning snacks For 
children aged 3 to 5, gathered together for several 
hours each weekday morning. From this cooking pro-
gramme, a non-formal pre-school also emerged thatwas 
intended to help the children who were brought along 
to develop mentally and socially, and to prepare then, 
for schools, 

Five years later, as part of a major educational re-
form, the government extended this small-scale 
comnmunit)-based model, launching a major child-care 
atnd[ development initiative in the Deparunent of Puno. 
Since then, the community-based non-formal model 
has spread widely tlhroughout Peru, offering an alterna-
tive to the formal pre-school centres. 

Community participation takes several forms: provi-
sion of a site (and often construction of a building) for 
the 'Children's HIouse', selection of an 'animator' who 
is paid a gratuity but is essentially serving the coinmtni-

tion, increase their desire to learn and cnhance 
their ability to relate to others. 

* 	 All children need stimulation, the frecdom to 
explore, the explerieiice of success and caring 
responses from those around them. 

" 	 Early childhood education should be part of a 
holistic approach, including nutrition and 
health. 

* 	 Assisting parents and other caregivers to help 
the child learn is a necessaty step. 

* 	 Cultural diversity requires a decentralized ap-
proach to coimmmiit),-based programmcs. 

• 	Programmes for carl) childhood care mustadapt 
to reflect social Changes that occur over time. 

At a more global level, eight arguments can be 
presented illfiavour of investment in early child-
hood education. The human rights ay,-,umen! simply 
asserts that children ha\,. a right to liv'e and to 
develop to their full potential. The scientiic wga'u-

ty as a volunteer, and management oftie centres through 
a parent committee. In some cases, income-generating 
projects have been created as part of the programme, 
and in most, the food supplied fiom governnent pro
grammes is supplemented by local contributions. 

An in-depth evaluation of PRONOEI in 1985 showed 
that PRONOEI children were socially and intellectually 
more prepared for primary school than a comparison 
group of similai children who had not participated in 
PRONOEI. The difference appeared despite the mini
inun quality of many PRONOI'l. Unfortunately, this 
difference did not seem to be retained as children 
moved through the prinmay school, presuinably be
cause of the low quality of the primary schools. 

The per-pupil cost of programmes (using enrolment 
figures and not counting the contributions of the local 
community in terms of labourand materials) amounted 
to a .out $28 per year, or less than halfl the cost of the 
alternative formal pre-school programmes. The experi
ence suggests that effectiveness at low cost can be 
achieved over time in a relatively large-scale non-formal 
pre-school progranne but that there is a need to con
sider the pre-school and primary-school programmes 
together in order to maximize the eiectiveness of both. 

ment is that research has repeatedly demonstrated 
that the carl)' years are critical in the development 
of intelligence, personality and social behaviour. 
These arc long-term effects that have been shown 
to 	be associated with a variety of earl)' childhood 
intervention programmes. 

The moral am social vaturs aLg:m('nt recognizes 
that humanity transmits its valhm'c; through chil
dlren, beginning wi tl infanlits. To pli(seive ioral 
and social values - or to improve them - society 
must look to its young childlreni. Valucs stich as 
living together or appreciating and protecting the 
environment m must be initiated in the pro-schiool 
years. The economic atrqument asserts that ,.ociety 
benlefits ecoiomnically from investing ill child dc
velopment. These benefits include increased pro.
dtictivity and reduced social costI in areas such as 
school repetition and attrition, delinquency and 
Crimc, and dependence on illegal dl ugS. 
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The sodalequityargumentaffirms that early child-
hood care provides a more equitable start For chil-
dren of different backgrounds. Early childhood 
de'velol)mient program mes cal hell ) reduce exist-
ing socio-economic, ethnic and gender inequities. 
Because of early ias in social role identification, 
girls can he particularly ipoirtat beneficiaries of 
well-designed progranimtes. A related point is made 
by the socialmobilization aiqument that children i)ro-
vide a rallying point for ;. wide set of social and 
political actions that can help to build consensus 
and organizational structures t) work for the corn-
Illon good of society. 

Tiei e is alsoia programme tfficaty arqument that 
the effectiveness of, social programmes such as 
health, nutrition, piimairy schooling and women's 
develolmlient can be enhanced by incorporating 
an element ofearly childhood care that focuses on 
healthy mental and social develolmnent. A final 
argument deals withangingsoeia!anddemoraphic 
circumstances. The increasing survival ofvzilnerable 
children, changing family structures, rn'al-urban 
iiigration patterils and the increasing paIrticila-
tion of women in the fornmial labour market affect 
the need and demand for child care. More and 
better ways to care for and ensure the well-being of 
children must be found. 

These' arguments \';|a1 in their relative weight in 
any par'ticular situation, but all have some rele-
\'raice in every situation. Together, they provide a 
cominpellitig case for greatly increased investment 

in prrgranmes to improve child care and to eii-
haice child developmient in the early )'ears. Knowl-
edge and experience exist to guide the iiobiliza-
tion of pairenits and communities, and to imiiate 
and sustain these activities. The remaining step is 
for enlightened leaders to make the pol1 it ical and 
fiscal commitments that are needed for action. 

Five coll)mlem ei 1tary pirogramilie apl)roaches 
contribute to early childhood care. 
Attending to cildren is a direct, centie-based ap-

lpoach that enhances child developime t by at-
tending to the imniediate needs of'children; the 
centres are organized outside the home aiwl 
serve as alternative environiments for the chil-
dren. 

Supporting and educating ra'egivers is ali aJ)proach 

designed to educate parents and other family 
members in ways to improve their care for and 
I iteraction with children. 

P ,miotingcommunityd(tleelo/iment isan approach that 
works to change community conditions that may 
idversely affect child development; it stresses 
community initiative, organization and partici
pation in a set of interrelated activities directed 
towards im proving the physical environment, 
the community organizational structure, and 
the knowledge and piractices ofcommuiinity mem
bers. 

Strengtheninginstitutionalresourcesandpracticesis aln 
approach that helps the institutions involved in 
early childhood care to obtain adequate finan
cial, material and human resources to allow 
them to fulfil their resoiisil)ilities; programmes 
within this approach involve institution build
ing, training, materials lrovisioin and improving 
the available teclhology through exleimenita
tion with innovative techiniques and models. 

Developing awaren'ss and demand is an approach 
that concentrates on the )ioduction and distii
bution of knowledge in order to create aware
ness of' needs and demands for assistance; it 
encourages social participation and may finic
tion at the level of )olicy or be directedl at the 
broad cultural ethos that conditions the provi
sion of early childhood care. 

Examples of'child-centred approaches exist in Co
lombia (Iomes for Well-Being'), Nepal (Project 
Entry Point), Peru (PRONOEI) and Brazil 
(PROAPE). Parent-cenitred programmes include 
the PANI)AI and BKG )rojects in Indonesia, 'par
et schools' in China, Child-to-Child programmes 
in Jamaica, the Integrated Nutritioni and Commu
nity l)evelopmeui t Project in Thailand, and the 
Parents and Children Proguamme in Chile. From 
imrogrammines such as these, a rich research litera
ture has begun to emerige on early child 0 LW.. 

The following pirelimiinary conuclusions have 

emeirged fruom a review of' seventeen studies frmom 
ten developing countries. The studies trace chil
(ritelN who have been involved ill an early interven
tion activity and comiipare their p)erifolirance ill 
priimary school with a control group. The follow
ing five paragral)is describe the conclusions. 
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Box 4.3 The Parentsand ChildrenProgrammein Chile 

fhe general and interrelated objectives of the Parents 
and Children Programme (PPH) are: (a) enhanced 
child development; (b) personal growth of adults; and 
(c) 	 community organization. To achieve these goa!s, 
weekly meetings are organized in participating rural 
communities in the Osorno area of southern Chile 
(originally 50 communities, now approximately 200). 
The meetings are timed to coincide with a radio broad-
cast over a local radio station which uses drama and 
other devices to pose a problem and to stimulate discus-
sion. 

Discussions at tile meetings centred originally around 
different aspects of tile rearing of children. Topics in-
cludced how to help children learn to talk, to read and to 
count; human relations in the family; nutrition and how 
to make the best use of food supplies; food preserva-
tion; and alcohol abuse. These topics have broadened 
to include questions related directly to earning a liveli-
hood. Materials related to each theme supplement the 
radio presentation of the problem. The discussions, 
which are led by a local pro'oterchoseiby the comma-
nity, lead to suggestions and plal:; fbr community ac-
tion in the various areas. 

Within the project, the child-development goal is also 
promoted through pre-school exercises For children in 
the form of worksheets. These worksheets are designed 
to 	enhance perception, thinking skills, use of symbols, 
creativity, curiosity and the motivation to learn. Parents 
go over the materials in their meeting, then take them 

* 	 Programmes designed to improve health, ttri-
tiou and the psycho-social coindition ofchildreni 
in their pre-school years can affect school readi-
ness significantly. Moreover, better-prepared 
children will be more likely to attend school and 
to perform at a higher level thani less well-pre-

pared children. lettcr-prepared children will 
be 	less likely to repeat grades and to drop out. 

* 	 The mechan isms producing improved enrol-
ment, progress and performance appear to re-
flect some combination of earlier age of' enrol-
ment (which regularizCs progress through the 
system) and improved school readi ness related 
to improvedl health aid nutritional colnditions, 
to improved cognitive skills and to changes in 

home for tile children who (sometimes with the hclp of 
the adults) complete the worksheets to be taken back to 
the next weekly meeting. 

Assisting the development and implementation of 
PPIH are staff members fiom a non-governmental or
ganization, the Centro de Investigaci6n y Desarrollo de 
la Educaci6n (CIDE) which works closely with the local 
radio station. 

An evaluation of the programme has shown positive 
effects on the children, on their parents and on the 
community at large. Children participating in PIlH score 
better on readiness tests and do better in school than 
those who have not participated. The evaluation identi
tied changes in adult attitudes and perceptions, evident 
from their descriptions of the project itself, the way they 
spoke about changes, the ease with which they reached 
agreements and their ability to act on conclusions. The 
basic changes identified ranged from 'empathy' to par
ticipation in constructive activities as a sense ofself-worth 
was strengthened. 

The cost per child of the programme was calculated 
as $6.38 per month. A high-quality kindergarten costs 
six times this amount and the cost of a low-quality 
day-care centre is double. A minimum wage was five 
times the monthly cost. If the calculation is made on a 
per-person basis (rather than perchild), the cost amount
ed to $1.62 per month. These costs (1o not count time 
donated by the community. In brief, community pard
cipation brought both benefits and lowered costs. 

parental expectations regarding the ability of 
their children and/or the importance of school
ing. 

* 	 Programmes call have a positive effect on school 
efficiency and costs by reducing repetition.
 

e Early childhood programmes can particularly
 

help children who are disadvaln taged )ecause of 
economic circtunstanlces, gender or social back
ground. 

0 Structural conditions and the quality oflprimary 
schooling can moderate the potential effects of 
improved school readiness oin school progress 
and pert'oti1ance. 

In the 1960s in the United States, a series of 
small-scale experimental programmes and the na
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tional 'Hcadstart' programme dcveloped thc use of 
carly intcrvcntion approachcs. Initial evaluations of 
these concluded that the positive effects on the 
intelligcnce quotient (IQ) of participatingchildrncl 
disappeared by the time thcy reached the second or 
third gade of primary school. This conclusion has 
not held up over time its children were followed 
f'rther in their lives and as the outcome criteria 
were broadcnd l)eyond cefects on IQ. In the late 
1970s and carly 1980s, a set of evanuations looked at 
children in early or late adolescence and showed 
that participation in well-implemented early child-
hood education programmes can have significant 
long-term efHects on progress through the school is 
neiasre'-d by promotion, need (o)r not) for special 
education and high-school completion. Interpreta-
tiolls of these outcomes have focusedlon the impor-
tance ofparentai involvement, on the quality ofthe 

progr',inies provided and on the ole of the child, 
the pmrns and the primard-school teachers. 

Ennconraging as these results have been, their 
aplplical)ility to developing countries can be scri-
ously questioned. lowever, similar positive ev'i-
dence is beginning to accumulate from studies 
carried out in latin America, Asia and Africa. This 
evidence resuIts froml studies both with in the niiitri-
tion and health community, and studies by educa-
tors and social scientists. 

This type of research and evaluation work pro-
'ides little insight into whether schools are 'ready' 

for children or not, in terms of their availability, 
their quality and their adIjustinient t) the condition 
of the child at entrance. Only in cases where there 
did not seem to be a continuing effect of'an early 
childhood programme was the school looked at as 
a possible explanation. 

In :;ummmy, the persoial and social costs of a 
pool- transition from home to school are such that 
improving the transition should be a high priority. 
Programmes must be established that work siniul-
taneously on imprving the child's readiness or 
school and the sclool's readiness for children. 
This means crossing the traditional bureaucratic 
line that usually separates 'pre-school' from 'pri
miay school'. 

Participation in primary schooling 

Tihe cffccts ofcarly childhood programmcs may be 
attenuated if' programmcs to meet basic learning 
needs for children of primary-school age are not 
available, are of poor quality or fail to a(Ijust them
selves to the children and communities they serve. 

Learning is a continuous process and if early 
achievements are not reinforced, the ef'ects can 
disappear. Programmcs to meet early learning 
needs should therelbre be considered in relation 

to tie possibilities ror continued basic learning, 
including the articulation between programmes to 
meet learning needs fromIbirth to school age and 
progimimes during the priiuary-sclool years. Far
ly learning at home or in organized programmes 
may not be in line with what is needed (o," de
manded) fOr later learning in schools. Pre-school 

and primary-school programmes should not be 
looked at separately or viewed as competitors; rath
er they should be consid'.red as a.joint investment 
designed to make both programmes more cf'fi
cient and effective. 

In the attempt to improve education) services, 
there is a trend in developing countries to move 
away from centrally mandated educational reforms 
to more decentralized school-based innovations. 
These innovations often emphasize the active par
ticipation of all concerned with education - leach
ers, supervisors, pupils, parents and the local comn
munity.2 I-lowever, current research and evaluation 
evidence shows consistently that such participatory 
activities are sustained and replicated only with 
difficulty. It is therefore finiely and pertinent to 
examine the state of the art of these activities at the 
piimai-school level in d'eveloping countries. 

The impetus for this trend towards decentraliza
lion may be attributed to Fbur general concerns: 
democratization of education policy decision-mak
ing is seen as a way of providing a means of empow
e(ngordina)ypoplh'andas a way oflmaintainling the 
social codes or %'alues of' the local community; 

2. The nianagenment implications ofparticipatoly and 

comniunity-based approaches are considered in Mlono
graph II, Chapter 4. 
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Box 4.4 Child-to-Childprogrammes inJamaica 

Child-to-Child programmes are designed for children 
who are usually between the ages of 8 and 15 and often, 
at one and the same tine, caretakers of younger sib-
lings, future parents, communicators of information to 
their parents and other caretakers, and community 
members, capable of improving conditions affecting 
health and development. The Jamaican Child-to-Child 
programme is directed specifically at improving the 
knowledge and caretaking practices of primary-school 
children aged 9 to 12, and through them the knowledge 
of parents oc guardians. 

Begun in 1979 on an experimental basis in only one 
school by the Tropical Metabolism Research Unit (Uni-
versity of the West Indies), the programme was extended 
to fourteen schools where an evaluation showed it to be 
well-received; it is now being incorporated into the regu-
lar prirniay-school curriculum for the entire country. 

The curriculum provides information about health, 
nutrition, psycho-social development and dental care. 
Children are taught how to make toys from scrap ma-
terials and how to play with the toys so as to encourage a 
younger child's development. Immunization lessons deal 
with the purpose of immunization, the diseases that can 
be prevented and the times when immntization should 
be done. The action-oriented curriculum includes role 
play, group discussions, demonstrations, toy-making, 

decenitralization may help enhance politicalstabili-

ty, particularly in countries that have several ethnic 
andI/or religious groups; with rapid increases in 
poptlation and ever-rising inflation, a large num-
her of (leveloping countrics are finding problems 
ill financinig tiei r education systems (conun ity 
sul)port is one way of alliviatingfinancialdfficull-
ih's); and there is growing comcern to imprnoe the 
quality qeducation (dueto factors such as the lack of 
material resources, poorly paid and demoralized 
teachers and irrelevant curricula. 

Particip)tory, school-based activities can be cat-
cgorized1 according to five interrelated aspects. 

Education.School-based activities to improve the 
quality of education can be initiated and organ-
ized1 )y Four groups of pCol)lc most closely related 
to the school - teachers, parents,' the community 
and pupils. The general aim is to raise the acadein-

drama and song. Most of what is imparted in a 
Child-to-Child programme is already contained in the 
curriculum of the primary school. Adding some empha
sis, relating the knowledge to activities and presenting 
materials in a new, interesting and participatory way, 
however, can bring major benefits. 

An evaluation of the pilot programme showed that 
children improved significandy in their knowledge of 
all areas. In addition, the knowledge of parents and 
guardians improved as did their encouragement and 
support of play with younger children. Teachers also 
improved their knowledge of health and development, 
and were introduced to new forms of teaching. 

When a!l costs of the project directed to children in 
the fourteen schoois were estimated (teachers' salaries 
for the partial tine devoted to Child-to-Child, training 
costs, supervision, materials, curriculum development 
and production of a curriculum package, and evalua
tion), the costper child peryearwasapproximately$15. 
As the initial development costs are spread out over 
many more children with expansion of the programme, 
the per child cost will be reduced somewhat. The 'per 
child' costing does not take into account the fact that 
parents and teachers also benefit. If that were done, the 
resulting 'per person' cost would be lower. 

ic achievement of children and/or to develop atti
tudes, values and skills relating to their personal 
and social development. This may include innova

tions in which teachers are prepared for more 
eflective teaching through school-based training 
and research; parents are actively involved it, hclp
ing their children with their studies and/or teach
ing them at home or in the classroom; the pupils 
Iheinselvcs are involved ill the teaching/learning 
process through activities such as peer-teaching; 
the commutity is involved in the teaching/learn
ing process either collectively or as individuals; 
members of the conmunity arc involved in prepar
ing teachinig resources; ard the community assists 
in the achievement of' non-academic etlucational 
objectives, such as physical education. 

(Crricutlum111. This aspect includes the identifica
tion and (levelopment of what is to )e tatight in the 
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Box 4.5 The MINDSACROSS Projectin Uganda 

The MINDSACROSS Project in Uganda is an example desktop publishing. By 1990, some 109 titles in the 
of local participation that promotes the sharing of ideas series had been prepared and made available in the 
among pupils, and between them and their teachers, schools as a reading resource. 
parents and the community; schooling is thus a means The emphasis on displaying the pupils' original work 
of learning communication skills and sharing infonna- is important. Children gain an appreciation of self and 
tion. Over 6,500 children participate, many of them in of their literacy skills. A second important aspect of the 
classrooms with over 100 pupils. project is the requirement that pupils evaluate the work 

The total school environment is used to develop the of others. This developsjudgemental skills and exposes 
literacy skills ofpupils. Pupil self-confidence is nurtured the children to a variety of reading experiences. Those 
and their willingness to innovate is encouraged. Pupils whose work is selected for school-level display gain indi
are given emotional and intellectual support to become vidual esteem, while all pupils increase their knowledge 
communicators of ideas. The ultimate purpose of the and their oral and written fluency. Children develop a 
project is to 'demystify the writing process'. desire to write (many declare the goal of becoming 

The children are encouraged to prepare poetry or authors) and to teach others. 
prose on topics they select. All work of the pupils is Teachers are trained to support these activities and to 
displayed. Pupils are required to read, judge and criti- integrate die pupils' writing into die more general cur
cize all of the displayed work. The best pieces from each riculum. One technique used is to have a new group 
class are selected to be displayed at the school level. A write on a topic already covered or to ask the original 
school-wide forum is held where pupils read their con- group to update their work on a topic. Both pupils and 
tributions. Some of these works are then selected for teachers participate in selecting the topics for writing 
inclusion in the MINDSACROSS booklets. The book- exercises. Parents and the community become involved 
lets, averaging thirty-three pages, are produced using by visiting tie school to see the children's work. 

school, specifically the knowledge, attitudes and policy and management process of' the school; 
skills that arc relevant to local needs and to surviv- pupils in some aspects of the process; and the 
al. Participatory activities may include the involve- community in the decision-making process through 
ment of' the community in determining curricu- structures such as pareit-teacher associations, 
lun content together with teachers through school management committees, etc. 
committees or working groups; the involvement of' Service. This aspect deals with the school's serv
individualswith relevant local knowledge and skills ice and contribution to the community; it Focuses 
in the curriculum Thvelopncnt process; and the on those activities that highlight the interdepenId
involvement of the community, including pupils, ence between the school and community. Innova
in the preparation of' books and other learning tions may include the involvement of' schools in 
materials. self-help progranmcs, in noi-fbrnial education, 

IResources. This aspect Focuses on the use of local and in resolving local issues and problems. 
resources (hunman, financial and material) to assist Research findings suggest seven requirements 
in the constructionl of' school buildings and other for participatory, school-based innovations: clearly 
fiacilities (playing fields, gardens, prayer rooms); define the role of'the school manage,', and provide 
repair and maintain the school buildings and oth- necessary training and incentives to promote inno
er facilities; and provide various services at school, vation; vertical Sul)port (from i bureaucratic superi
such as ltnches, snacks and medical check-ups. ors) and horizontal Supl) ort (from colleagues) must 

Policy. This aspect deals with participation in he forthcoming; multiple interventions may be 
decision-making regarding school policy ad man- necessary, including the involvement of teachers, 
agement to improve the quality ofeclucation. This parents, pupils and the community; all participants 
may include the involvement of' teachers in the must have a clear concept of' their rights, duties 
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and responsibilities; all participants must perceive 
the innovation as feasible; all participants must 
feel 'ownership' of' the innovation; and financial 
and ,on-fiiancial inccntives must be explored to 
promote sustainability. 

There are numerous innovations ill the area of 
participatory, community-based pre-school and pri
mary education, but most have not been thorough-
ly evaluated, even in respect of achievement of the 
desired outcomes. While there is some evidence 
that such innovations can help schools respond to 
differences in local needs and contexts, motivate 
andl mobilize those who are most directly respon-
sible for encouraging learning, foster social organ-
ization and co-operation, and spread costs, there is 
much less evidence concerning their long-term 
outcomes, both intended and unintended, particu-
larly in regard to sustainability and replicability. To 
be fair, the quantitative or qualitative measuremetut 
of the effects of'participatory activities on raising 
the quality of education is not an easy task. Never'-
theless, it is necessary to know much more concern-
ing what these innovations are best able - and 
unable - to achieve, what aspects are most endur-
ing and what circumstances make both their imine-
diate and their ultimate impacts more significant. 

Most of' the literature that looks objectively at 
the implementation of these participatory activi-
ties has presented a rathet' mixed picture, showing 
a wide range of' possible consequences. The posi-
tivc ones include a decrease in isolation of' the 
school fi'om tile community, a setise of ownetrship 
inculcated in the community, an understanding 
cultivated between parents and teachers, and a 
sharing of cominmon goals. Negative consequences 
include a conflict of' expectations between tie 
school and the commutuity, uneven involvement 
anong community members and an unequal dis-
tribution ol'benefitsinlavour of'children of better-
educated families. One reaso for these vaTying 
outcomes is that participation implies interaction. 
When people begiti to interact in contexts where 
traditional roles and responsibilities no longer ap-
ply, the consequeces of this interaction can be 
very complex. 

It is only through careful examination and anal-
ysis of the processes and outcomes ofthese innova-

tions that their most useful, feasible, sustainable 
and replicable features can be idcentified and rein
forced. Therefore, research and experimentation 
with participatory approaches dcscrve a high pri
ority fiom governments, non-governmental organ
izations and funding agencies alike. 

Participation in literacy programmes 

The demand for literacy must ultimately include a 
political component. The same can be said of the 
demand for basic education generally. These de
mands require more than technological or bu
reaucratic responses; often they can be achieved 
only through political action and means. Literacy 
should not be seen as the beginning for societal 
development; iin fact, literacy may be neither a 
necessary nor a sufficient prerequisite For general 
societal development. History indicates many ex
amples of tremendous social achievements taking 
place in the absence of majority, let alone univer
sal, literacy. 

-lowever, the demand For literacy signals a new 
stage inl the process of' societal development. It 
occurs when the production processes become suf
ficiently complex to require literate workers and 
when enough of a production surplus is created to 
allow the release of a large number of individuals 
from directly productive activities. With the differ
cntiation of social classes and the increased com
plexity ofcconomic production (and the concom
itant need For detailed record-keeping), literacy 
becomes a generalized social (emaind. 

The Industrial Revolution in Europe first put 
universal literacy on the political agenda. Literacy 
was nit a precondition of' the Industrial Revolu
tion ILit a result of it. The transformations of the 
Iludut.rial Revolution were ushered into a largely 
iiliterate European society. Initially, literacy was 
not introduced to Free or empower workers, but to 
allow them to better st ve the evolving needs of an 
industrialized soiety. As the processes of' produc
tion became 'nore complex and technologically 
based, the need for literacy and the resources availa
ble to finance it increased together. 

As the middle class increased in size, more and 
more people required and wanted literacy skills. 
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Box 4.6 The non-governmentalorganizationCollective Consultationon Literacy 

Many non-governmental organizations developed a close 
relationship through the Collective Consultation on 
Literacy sponsored by UNESCO. The Consultation has 
served as a forum for the exchange ofideas, debates and 
sharing of experiences, and as a basis for action. It 
allowed for meetings among non-governmental organi-
zations and between non-governmental organizations 
and UNESCO, the intergovernmental organization with 
primary responsibility for basic education, including 
literacy and adult education. 

When the Collective Consultation was initiated in 
1984t, the organizers were surprised by the participation 
ofso many non-governmental organizations which were 
not directly identified with educaticn and literacy. But 
these organizations, which work in such areas as agricul-

For many work,-rs, literacy was acqtired on the 

production line; for others, instruction took place
in the emerging state-school system. Growth in the 
deniand For literacy can only be adequately under-
stood within the political context of the system of' 
production and of ecotionoic distribttio, 

It is noteworthy that of the 950 million illiterate 
adults in the world today, the vast nmajority are in 
developing cotntries and two-thirds are womten. 
The economic domination of the developing world 
and the social domination of wonei are flicilitated 
by these conditions. Subsistence flU'mers and ur-
ban cheap labour'ers do not need literacy skills in 
order to serve the needs of the c61ite. The saf'ety of' 
workers and the political l)articipation of' the poor 
f'equently arc not important goals of the privi-
leged comtries or classes, 

The role of nlon-governmental organizations 
within this political context is to struggle for litera-
cy as a ncans of' individual and collective develop-
meit. Literacy may thus he seen as a movement 
linked to needed political and social ref'orms. With-
in this perspective, many iom-goveriminental or-
ganizations work with popular organizations to 
create miew partnerships and solidarity based on 
people's needs. Individual sovereignty is seei by 
them as more imuportant thatn national sovereignty 
because, too often, arguniei ts For mational integri-

ture, community development, health, nutrition and 
family planning, had discovered that literacy and other 
forms of basic education were an essential stage in the 
achievement of their own development objectives. This 
diverse group of non-governmental organizations, by 
consulting in an open forum, received five general 
benefits: 
9 they became better acquainted with one another; 
e they exchanged information; 
e they reviewed and reflected on their practices and 

situations; 
* they learned from each other's experiences; and 
9 	they learned to co-operate and to work in mutually 

supportive ways. 

ty and national interests are used to suppress the 

sovereignty of the individual. 
Non-governmental organizations have helped 

to bring the problem of illiteracy to public aware
ness. In 1979, in response to a survey by the Con
mission of' the European Com mun ities, France, 
Luxembourg and the Federal Republic of Ger
many reported no illiteracy within their borders. 
During the next decade, work encouraged and, in 
some cases, conducted by non-gocuimncital or
ganizations in Europe revealed th;t the problem of' 
illiteracy was more widespread throughout Europe 
than previously realized. Because nion-governmen
tal organizations work at the grassroots level with 
conimtmities, local grotips and individuals, their 
knowledge of' the nature, extent and sources of' 
unmet learning needs is unique. The personnel of 
mon-govrumcntal organizations live day by day 
with narginalized groups in developed and devel
oping countries. Their efforts have encouraged 
public reccgnition of' illiteracy and other basic 
education 1)robleills and of the Iieed to solve them. 

The work ofnon-govermniental organizations in 
literacy has been enriched l)y the close links they 
maintain with the local environment. Non-govern
mental organization experiences have served to 
inflorm government and priwatc-sector progr'amnes 
that deal with the same or similar populations. 
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Thrce criteria guide non-govcrnmental organiza- should play a significant role in the emerging glo
tion work in literacy: literacy work is most effcctive hal partnership, providing both financial and tech
when based on concrete concerns such as health, nical resources that reflect special interests and 
nutrition or income generation; since effective pro- areas of expertisc. A particular case can be made 
grammes are linked to the realitics of their cnvi- For greater attention by non-governmental organi
ronment, it is necessary to understandi a locality zations (and governments) to the learning needs 
and its people, and to build partncrships with local of the physically disadvantaged. 
and national authorities rather than imposing Thcactivities of'non-govcrnmcntal organizations 
models from the outside; and non-gov'ernmental in the field of disability, specifically blindness, illus
organizations should learn from one another's cx- trate how they can develop programmes in rc
pcriences and should see themselves as comple- sponse to definite needs. For example, the Inter
mentaiy agents, not competitors, national Agency for the Prevention of Blindness 

Government and priwate-sector organizations (IAPB) successfully campaigned for an interna
often do not have the experience or the adminis- tional programme oil the prevention of blindness, 
trative adaptability to do what non-governmental which was established by the World Health Organ
organizations can do. While non-governmental ization (WHO) in 1978. Since then, IAPB and the 
organizations continue to grow in experience and WHO programme have worked in close collabor
in their capacity to promote change, they usually ation, resulting in major developments in the field 
require some funding fiom other agencies. Non- through the co-operative efforts of' several non
governmental organizations can of'fer experienced governmental organizations. 
and qualified personnel, and effective approaches. The Preamble of the WorlM Declarationon Educa-
Also, i on-governmental organizations often pro- tionforAllopenswith a set of' appalling figures that 
vide continuity in contexts of government change illustrate the realities of' the current status of basic 
or instability. However, without financial resources, education. The figures that relate to disability are 
even the lion-governmental organizations cannot no less daunting. More than 500 million people in 
"unction. the world are disabled as a consequence of'inental, 

Among the many possible examples of non- physical or sensory impairment. WHO estimates 
governmental organization involvement in literacy that institution-based services cater for only 1 to 2 
and basic education are street library projects in per cent ofrehabilitation needs in developing coun-
Latin America, functional literacy programmes in tries. Population projections indicate that there 
Guinea, Indonesian and Sri ILankan literacy projects will be at least 190 million disabled children in the 
tied to environment and health education, aduhl world by the year 2000, some 80 per cent of whom 
education in Hong Kong, village libraries in Burki- will be in developing countries. 
na Faso, bilingual training in Ecuador, training of Services for blind persons have often been devel
literacy trainers in Senegal, and regional literacy oped before those for other disabled groups and 
workers' centres in France. Iii many examples like are consequently the most advanced, yet less than 5 
these, individual non-governmental organizations per cent of blind children in developing countries 
work together o,' with government or community are enrolled iin educational programmes today. 
agencies an(l groups. The result is responsiveness The convergence of' disadvantage, a concept 
to local needs through a maximum mobilization of' discussed in Meeting Basic LearningNeeds: A Vision 
available resources, for the 1990s, is particularly applicable in the con

text of disability and education. The indisputable 
Summary discussion link between poverty and childhood disability is 

starkly tragic, and the consequences of' disable-
Providing basic Education For All is a challenge flor ment are particularly serious For girls and women 
individual countrics and for the world community. in developing countries because it multiplies their 
The international non-governmental organizations disadvantages. 
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In the light of the above, it is imperative that no 
efforts be sparcd to prevent disability and that the 
basic learning nceds of disabled persons be made a 
priority item on evey agenda related to Education 
flr All. This priority must be translated into specific 
action plans within the overall Education for All 

programme.Education of a disabled child should 
be part of ti general system, but the principle of 
Education for All demands that there be provisions 
within that system to meet the special needs ofeach 
child; child-centred education should he the vcy 
foundation of"educational theory and practice. 

Non-governmental organizations can take the 
lead in drawing the attention of governments and 
international agencies to the problem of adult 
illiteracy. Without universal literacy, increased basic 
education for some can increase social inequities. It 
is important for non-governmental organizations 
to continue to stress the unique and important 
role that they can and must play in the achieve-
nent of' Education for All. Non-governmental or-
ganizations can help to see that literacy activities, 
schools and other programmes prepare learners 
for a world ofwork characterized by rapid techno-
logical changes and persistent unemployment; de-
velop democratic values, political tolerance, anti-
racism, education for peace and the promotion of 
human rights; and allow citizens to take their place 
in a multicultural society founded oi a spirit of 
openness, mutual understanding and an apprecia-
tion of, the benefits of diversity, 

Education for All - accessible, efficient and of' 
good quality - is not yet tie norm in many areas of' 
the developed and developing worlds. Population 
increases, re(uctions in recurrent and develop-
ment budgets, and greater scepticism as to the 
effectiveness of educational reforms and innova-
tions, make it difficult to be optimistic about the 
ability ofgoverinents, donor agencies and profes-
sional educators to develop, support and sustain 
the educational processes needed to bring the 
world successfully in to - and through - the twenty-
first century. 

The irony is that at a time when there is more 
certainty about the conditions and processes that 
can make learning eff'ective and education systems 
successful, there are f'ewer resources to provide the 

necessary conditions and support the proven pro
cesses. One presumed 'truth' is that programmes 
to promote early learning and primary-school edii
cation are facilitated by participatory and 
community-based practices. At their best, such pro
grammes can respond to differences in local needs 
and contexts, facilitate articulation between basic 
learning in the early years and in primay school, 
encourage innovation, motivate and mobilize those 
who are most directly responsible for encouraging 
learning, foster social organization and collabora
tion, improve commun ity conditions affecting learn
ing and spread costs. But participatory processes 
can also have negative consequences and can prove 
very difficult to sustain and replicate. The need, 
therefore, is to analyse and experiment further 
with ways in which participatory, community- and 
school-based programmes can become more effec
tive both in providing better education and in 
encouraging greater social participation in devel
opment. 

Sonic observers may question whether the learn
ing innovations discussed in this chapter are trans
ferrable to low-resource situations. Innovations such 
as the MINDSACROSS project (see Box 4.5) are 
adaptable to various resource conditions. Desktop 
publishing of pupil booklets was probably the least 
essential component of the intervention strategy. 
The display of pupil work had no cost other than 
the availability of writing paper. Also, innovations 
involving participation often increase the resources 
available to schools; for example, through cash 
contributions or through locally developed instruc
tional materials. 

The MINI)SACROSS project is noteworthy be
cause it allows pupils to participate effectively, even 
in crowded classrooms. Also, the written work of' 
the pupils is an excellent source of feedback info,'
mation for teachers and parents. The project is 
based on a psychologically valid technique and 
builds pupils' selfesteei and inner conlidlence. It 
should be noted that community participation1 in 
schooling helps support adult education pro
grammes. It also helps change parents' valuationl 
of children, especially of girls. 

There are five remaining challenges to be met. 
First, can the projects reviewed be expected to 'go 
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Participation of nion-governmental organizations, 
communities, parents and learncrs 

Box 4. 7 Statement ofPrincipleson the Involvement ofNGOs in WCEFA Follow-upActivities with Non-
NGO Bodies 

NGOJomtien Committee 
9 March 1990 

1. NGOs 	shall be part of all formal structures for the 
implementation of EFA at all levels: local, national, 
regional and international, from the outset, particti-
larly in the development and implementation of na-
tional plans, which NGOs feel to be of paramount 
importance. In all cases the autonomy of NGOs shall 
be respected. 

2. 	NGO members ofsuch structures shall be in the same 
proportion as other sectoral representatives. 

3. 	Explicit policies designed to provide political space 
for NGOs and concrete actions should be adopted by 
both governments and agencies. 

4. NGOs shall choose their own representatives through 
a consultative and democratic process as appropriate. 

5. NGOs will follow the guidelines listed below when 
selecting their representatives, 
(a) 	 NGO represenutives shall be chosen on the basis 

of involvement in and commiuent to Education 
for All. 

(b) 	Due consideration will be given to ethnic, geo-
graphic and sectoral representativity. 

to scale' and retain their effectiveness? Second, 
will the early childhood component of Education 
for All be retained? Will the organizational struc-
tures evolve to kee l) it as t viable part of the larger 
initiative? Third, will the artificial bureaucratic split 
between primaly schooling and early childhood 
(levelopnlemitl)e eliminated? Fourth, caiinew parit-

profcssiol Iils be trained to deal with the nultiple 
demands of the holistic, l)pu'ticil)atory app))roach to 
meeting basic learning needs? And, fifth, how can 
the benefits of participatory innovations be direct-
ed more to the tieeds of the most disadvantaged 
melbers of society? 

At a tine when developing countries face criti-
cal budget limitations and the level of funds for 
education is stable or1dccli ning, lion-govern11 ental 
organizations can make a critical contribution by 
promotin g the mobilization of resources for lit-
eracy and basic education and for the lifelong 

(c) 	Consideration will be given to established UN 
mechanisms relative to NGO relations, but NGO 
selection will not be limited by any specialized 
agency's procedures established by non-NGO 
bodies. 

(d) Special preference shall be given to the involve
ment of indigenous NGOs from countries and 
regions where the challenges of basic education 
are most serious. 

6. 	As a much-needed example, the NGOs will make 
every effort to ensure balanced gender representa
tion among NGO representatives at all levels, most 
especially at the international level. 

7. 	Subsequent major international meetings and con
ferences relative to the Education for All movement 
shall include NGOs as full delegates. The World Con
ference on Education for All: Meeting Basic Learning 
Needs established a welcome precedent by granting 
delegate status to NCO representatives. 

Source: World Conference on Education for All: Meet
ing Basic Learning Needs (Jomtien, 1990), FinalReport, 
p. 66, NewYork, Inter-Agency Commission for theWorld 
Conference on Education for All, 1990, reprinted 1991. 

education of all adults. In a world characterized by 
rapid and continuing change, it is no longer poss
ible to go to school and then, after receiving a 
diploma, expect to work for thirty or forty years 
without further education. Adult education can 
help develop the full poten|tial of individuals 
throughout their life. The right to education be
gills with basic education but necessarily extends 
to lifelong education. 

Non-governmnental organizations, because of 
their closeness to communities :nd individuals, 
can Often promote literacy and education itlitia
tives more effectively than public or private agen
cies. Non-govcrnnicmtal organizations' knowledge 
of the local inilieu, their success in experimenta
tioli, their flexibility and teir adaptive adi in istra
tive strtlctures all lead to a significant advattage ill 

educational developmeniit, imnlplemettatiol and 
evaluation. Non-governmental organizations are 
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small illterms of staffand budget, but not in terms The role of non-governmental organizations as
of the number of lives they touch and the pro- partners with governments and with communi
found changes they can make in those livcs. Non- ties, parents and learners offers a significant
governmental organizations cannot work miracles ncw opportunity for mceting the challenges of 
- they do require financial assistancc - but the Education for All. 
effectiveness with which they can use the availablc 
funds to make real social improvcment can be References 
miractlous illits own right. JONES, P. 1990. Literacy and BasicEducationforAdults and 

The outcome of the discussion on participation Young People: Review of Experience. Paris, UNESCO. 
can be summarized in fbur general messages. 47 pp.
* It is possible and cost-effective to invest il ilItc- LNDEI Rs, C. 1989. Early ChildDevelopment: Sunnaty Report

grated, culturally)appropriatc, comnity-based of the Innocenti Global Seminar. New York, UNICEF. 
and low-cost programmes designed to meet ha- 43 pp.
sic learning needs of children during the peri- M)ERs, R. 1990. A Research Review and Sn nnnay: Effects of
od frlom birth to school age. Early Childhood Interventionson ProA-.es andP'efonwnce 

* There is a iced to articulate early childhood in Pima , School lrcpared for the World Conference 
development and pri maz,-school program mes on Education for All. 
atspart of'a continuous learning process illor- WoRLD CoNnMEN:v ON lDU(ATION oi Ani. (JOSrn:N, 1990).tiitilt l~OC55~ prt f acozlernig ii r- 1990a Meeting Basic Learnting N~eeds: A Vision for the 
der to maximize the potential effects of both. I9 9 0. New BoicIerAe Com ision for thead 1011-oveilileltal" Paentl, ollllitlliy 1990s. New York, Inter-Agency Coiniission for the
Parental, community and non-gor mn til World Conference on Education for All. (Background 
organization involvement is central to imll- docunient.)
 
meniting successfl, sustainable programmes of - .
 1990b. FinalRelport. New York, Inter-Agency Coni
early childhood care and development and lit- mission for the World Conference on Education for 
crac), program :nes. All. 
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5. Textbooks and other instructional 
materials 

The availability of textbooks and other instruction-
al matcrials has been shown to be one of the most 
positive and consistent determinants of variations 
in pupil learning achievement. Where the quality 
and availability of teaching personnel are less than 
adequate, the impact of educational materials is 
even greater. Furthermore, inequality in the avail-
ability and use of textbooks and instructional ma-
tcrials appears to be a ,v ajor source ofrural/urban 
and regional inequalities in learning achieveunen t 
in many countries. 

It has been asserted that educational materials, 
including textbooks, workbooks, teacher guides, 
and reicecliatioji and enrichment items, have tile 
capacity to help offset inadequately trained and 
inexp~erienced teachers. Program med teaching aind 
learning materials, and the application of system 
design principles to instructional materials (levcl-
opleileit, have been used in such diverse locations 
as the Philippines, Thailand, Indouie:ia, libcria 
and Botswana tol enhance pupil learning in disad-
van taged schools. Such materials have been found 
to help complement the efforts of both unquali-
fied and qualified teachers working in environ-
mcn ts not normally conducive t() pupil learning. 

i'll analysis of materials must include such coil-
cerns as their relevance to the existing ciurricultml, 
their uosts (in development aild in use) , their dis-
seuniliatioli and their uitilization. Cultural and his-
torical difl'reulces, and language barriers, olten 
restrict the direct transfer of edlulcationlal materials 
between education systems. However, where local 
materials do not exist, adoption and adaptation of' 
external materials may i)e a necessary step prior to 

the longer-term process of localizing content and 
the style of presentation. 

Cost issues concern the development of the 
curricular content and tie transformation of this 
content into a textbook or other form. The initial 
production cost of educational materials must be 
weighed against the actual cost-in-use (total cost 
divided by years of'usable life). A higher initial cost 
may be justified if it promotes a longer usable life. 
A textbook costing $1 that must be replaced each 
year is not a bargain compared to a $2.50 version 
that will last three years or more. 

The frequency ofcurriculm and textbook revi
sions has also become an important issue. The 
marginal cost of textbooks (the cost of one more 
copy after initial development and set-up For print
ing or copying) is often quite low. The larger the 
quantity that can be printed at one time, the great
er the budget savings. Printers often prefer a four
to five-year use of the saine textbook because of the 
low marginal costs; in contrast, curriculum special
ists and autihors often prefer more frequent revi
sions. The efficiency issue here is whether the 
effect of inore frequent revision on improving iin
structional effectivencss justifies the additional pro
duction and dissemination costs. 

Inadequate attention has been given to dissem
ination issues uintil recent years. It has been coi
iioln for" the ii rbaui alnd otherwise advantaged 
schools to enjoy greater access to educational ma
terials. This has con tribuu ted to the convergence of 
disadvantage under which many ,ural and poor 
schools have operated. Unless the textbooks and 
ins'tructional materials are actually used by teach
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ers and pupils, the invcstment ill thcm will be Due to economic problems, both the propor
wasted. As the Conference's background document tion of gross national product (GNP) allocated to 

notes: education and the share of education spending in 
government budgets have ofteni dCclin ed, even 

Unh'ss the instnrctional mateiat reach the classrooms though enrohlmen ts have con tiinued to incrcase. 

they cannot be t[ictive, and unless they reach all class- Furthernore, the gap ill eclucational spending be
rooms they cannot promote equitable learning o1bportuni- tween the world's richest and poorest countries 
lies. has been steadily widening. Salaries of' teachers 

Meeting Basic Learningieeds, 1990, p. 51 ald other education persoliiiel, while not lavish, 
are often the only part of the education budget 

In the discussioi that follows, the focus is on text- being maintained. Educational expenditure reduc
books, which is consistent with the Conference tions have falleni most heavily on nol-salary items 
peisCi1tations. However, it should be recognized such as chalk, malps, furniture, laboratory equip
that most of the topics covered are equally appli- metit and textbooks. 
cal)le to other fortns ofi nstructional materials. For This fiscal pressure is particularly important be

example, all instructional materials ilmust he evali- cause textbook availability has been shown to be 
ated ill terms ,ofl)Idulctioll cost v'erstis anintial cost one of the most important predictors of Cduca
in use, the role (of)private-s(cto(r pul)lishers and the tioial achievement among pupils in developing 
intractive roles of the various participants in the coutntries. The book/pupil ratio iin some develop
materials production process. 'llus, the relevance ing countries call be as low as one textbook per 
of tile following discussion is even broader thati classroom; in others, the ratio improves to one per 
the range off cxamples lisedi might suggest. pupil, but even this figure is low when compared to 

the wealthiest countries where individual pupils 

The economics of textbooks can have access to approximately F)rty book titles. 
The level of available reading materials is an ima-

During the past few decades there has been a portant determinant of' the kind of' educational 
massive expansion of' formal schooling in develop- experience a country is able to provide for its 
ing countries. Universal primary-school enrolment children and youth. 
has been achieved in thirty-five of the richer (level- Developing countries that are unable to avoid 
oping countries, including Argentina, (aboii,Trini- or to stem the decline iin available textbook re
dad and lobago, and Malaysia. In the thirty-six sources are likely to suffer a turtheir decline in the 

poorest countries in the world, pri maiy-school en- already low levels of' educational achievement. 
rol meiuts, as a )ercettage of' the sch,,l-age popu- Countries that are unable to fiiiatice an increase in 
lation, grew fr,,m 80 petr cent in 1965 to 91 per cent the provision of' textb)ooks are likely to he 'i'c
in 1983, and the corresponding secondary-school going a Criti('c;! opportutity to increase Ic'As of 
eirolmeni s grew f'ron 23 per cent t(o 31 per ceit. learning ill their schools. 
In most (if these coiuntries education accounts for Ill an era of, stagnant 0,r declining government 
15 to 30 )er ceotI of' l)lb)lic recurrent eXl)Cidiitures. reveniies, the likelihood of'significant increases in 
There are twice as inmat y elecentaty-scl,Il teach- overall education budgets is small in most dcvelop
ers in dCvehloping (:ountries now as there were in ing countries. To halt or avoid the (eclitie in Cl
1960, two and a half ti tues as many secotidaiy caflonal quality, additional resources f'roi within 
teachers, and almost fiur and a half' timies as many the education sector itself will have to be iden ti
tertiary-level teachers. A correspotnding i icrease fied. In textbook pr(ducti(n and distribution there 
has been required in school iuiiture, equipment will be new and complex challenges. To produce 
and i'e:Ili ng materials. l-lowCvei', this impr'essive more materials for the same oir less c:ost may ieati 
expansion is now threatened as a tresult (if the using private, and sotnlitimes even international, 
worldwide ecot(itnic crisis. suppliers ratheri tha dep)enditg solely oti local 
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This chapter is based ol material presented or available 
at the round table entitled 'Economic and Pedlagogical 
Decisions in the Production of Educational Materials. 
How to Assure the -ighest Quality to the Greatest 
Number att an Affordable Cost' (TI5). The round table 
was organized by tile (onrtence Secretariat and Fin-
land. It was chaired by Erkki Alto, General l)irector, 
National Board of Education, Finland, and the present-
Crs wrTe: 
Stephen 1P. -leynenian (Moderator)

(:hicf, l-lib. Resources li'isiond lcor) mic Icvel-
Ohefn t Institute, World B nk. 
i t InstituekWorld BaInvesting 

Victor U. Nwankwo 
l'rcsiden t, Nigerian lPubllishers As;sociation, Nigeria. 

Alflniso de (;tzmm I 

Textlbook specialist, londuras. 


Materials used in the preparation of this chapler and 

available at the Conference included: 

pul)lic monopoiis. Narrowing the range of sub-
jcct-matter, finding new ways of' inancing the pro-
dttction of reading materials or altering the 'quali-
ty' standard for texts (for example, use of colour, 
thickness ofl age, number ofillustrations) are oth-
er alternatives. A complete reorganization of the 
way textbooks are ptublished and manufactured in 
developing countries may be a iecessary part of 
the Education for All initiative, 

It Ias become evident that mottiunting a large-scale 
textbook provision programme iii a developing 
comity is an extremely complicated and risk-prone 
venture, with implications well beyond the edltca-
tion sector itself. Creating, producing and distrib-
uting textbooks involves many parts of'a county's 
iniastructtre, freqitiet ly intcluding the local l)ttl-
lishing industry, the educational establishment, 
writers, government dcpartm ents, intertational 
organizationsamild multinational puiblishinig corpo-
rations. National and interniational copyright laws 
- seldoi well ulerstood an ti not consistently 
obeyed - ftirtlher complicate matters. It addition, 
tlhr productioi of textbooks requires substaintial 
amoutts of im ported pl)per and the use of tech no-
logically advanced printing facilities. It also re-
quires l)lating, developing, hiiding, testing and 

Economic and Pedagogical Decisions in the Production of 
EducationalMateials, b), Stcphen P. Heyncnman. 

Solving the Book Need in Develoing Countries: The Role of 
Migeiian PrivatePublishers, )yVictor U. Nwankwo. 

Textbooks in the Philip)pinrs: Evalatio, of the Pedagogical 
Implact 01a Nationwide Investment. by Stephen P. H-ey
neman, )ean T. Nielsen and Xcnia Montenegro. 

Textbooks in the Developing World: Economicand Education
al Choices, by.joseph P. Farrell and Stephen 1). -lcync
mm 

Publishing"fin Schools: Textbooks and the Less Developed 
(;ouniies,by Peter H. Neumatnn. 

in Education: The Economies ofI Education, by 
acEducation and Training )esign Division, EconomicDvlpetlsiue ol ak 

-

Development Institute, World Bank. 
Textbooks and Achu.vement: What Ve Know, by Stephen P. 

I-leynmian, Joseph 1'. Farrell and lanucia A. 
Sepulvedat-Stuarcdo. 

distributing, as well as co-ordinating educational, 
governmental, publishing and printing resources. 

Given this complexity, it is not surprising that 
major problems have been encountered in many 
textbook provision programmcs, such as: (i) un
derestimation of the size and complexity of the 
task; (ii) lack of adequate advk:- on publishing; 
(iii) lack of under:;taiicling of the difficulties and 
time required to produce edticationally satisfacto
ry maniscripts related to pr)escribed curricula; (iv) 
con fttsing the functions of' printers with those of 
putllishers; (v) providing support FOr book pur
clases or printing wittout concomitant support to 
ensure suitable educational content, alequate 
teacher training or e'ffective distribution; (vi) in
adequate attention to the finaicial fciasibility of 
the boo'k provision systems; (vii) fitiltirc to estab
lish appropriate institutional arrangements forl mIal
aging the fill book system; and (viii) Flailure to 
consider textbook )ul)lishitg as an integral and 
basic part of a total national book-publlishitg in
dustly. 

One central lesson that cal be derived flifom all 
the experience to date is that providing books For 
schools where at present there is little or nothing 
to read may seem like a siml)le undertaking, but it 
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is not. Eveiy developing country - from China to 
Guinea-wants to design, 'nanufacturcand distrib-
ute iui own textbooks. But this desire needs to be 

la.lysed carefully. Instc;ad of producing books lo-
cally, some countrics m;liy find it less expensive to 
import technical experience, equipment and raw 
materials (especially paFCr). The publication pro-
cess demands suhstanti.l experience in editing, 
productiol, printing, testing and distribution. Six 
to tell years is normally required to develop a new 
generation of textbooks for prinmary-school grades 
one to six. 

Given the necessary skills, initial local prodiuc-
tion may be economical for books on national 
Ilistory, civics and literature; ill mathematics and 
the sciences it may still be more economical to 
adapt materials published elsewhere. Furthermore, 
it is often more appr)l)oriate For comintries to pub)-
lish their own textbooks than to print them. Print-
ing in large quantities requires specialized and 
expensive machiney, a constant supply of raw 
materials and a variety of maintenance skills. Pub-
lishing requires editorial and design skills, but the 
hardware requir ,Ir production need not be 
local. 

A fhiidameilntal condition that cotlstraitlsalmost 
all other choices is the size of the prospective 
readership for a given textbook. Readership size is 
influenced by a iuuinber of distinct fictors. The first 
is the total school-age population of the country, 
and the second is the enrolment ratio at any given 
grade level. Even in developing countries which 
enrol almost all eligible children in grade one, 
there is ty'pically a high drop-out rate during prima-
ry schooling. Thus, the readership size for a grade 
six or seven text will be less than that for at grade 
one text ulmd the readership for secondary-school 
texts may be veiy small. Another fiactor is the de-
grCe of specialization of a text. In most countries, 
the curriculum is common throughout primary 
schoolingand often at leastl)artof secondary school-
ing. In such cases, the readership for a given text-
book is the total enrolment at the particular grade
level. But at some point the curriculum becomes 

diversified - pupils study different subjects - so the 
readership for a given book becomes a fraction of 
the total grade-level enrolment, 

Yet another flictor affecting readership size is 
the language of instruction. The greater the 
numbcr of languages in which books must be pro
duced, the smaller the readership for any givcn 
language version and the greater the cost per book. 
Small multilingual countries face very difficult 
choices from the early primary level on. But even 
large multilingual countries frequently find that at 
the secondary level, where enrolment ratios are 
low and the curriculm diversified, a switch to 
single-language publishing is the only economical
ly viable option. 

Generally, For large and/or more affluent coun
tries the constraints imposed by readership size arc 
less difficult. However, as the following three ex
amples show, in some cases even very small and 
v'ery poor coti'tries have found imaginative ways to 
work within these constraints, such as pooling re
sources across national boundaries and adapting 
foreign texts. 

Three small West Mrican states (Senegal, Cte 
d'Ivoire and Togo) share textbook pul)lishing and 
printing costs. Their Noivelles Editions Africaines 
are used in all three countries. 

Several Commonwealth countries have negoti
ated with an international p)ublisher to provide 
history texts. The books for all of the countries 
contain a standard set of chapters dealing with 
international history, combineld with chapters that 
deal with each country's particular histoy. The 
resulting books are both locally relevant and less 
expensive, even for the smaller national markets. 

The small island states of the English-speaking 
Caribbean have combined local development and 
production of general primary texts with adapta. 
tion of' floreign texts for more specialized, small
readership stljects at higher schooling levels. 

Another determinant of the ecolomils of text
books is the role of governiment. Even in the most 
market-oriented economies, such as the United 
States and the countries of Western Europe, gov
ermnent and government agencies at the central, 
state/provincial or local level attempt to regulate
and control textbook prox'isioi). There is no such 

thing, empirically, as a wholly free market for text
books. Countries differ in the degree and locus of' 
state intervention (centralization v. decentraliza
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Box 5.1 Textbook policies to improve internalefficiency in the Philippines 

Although the universal provision of elementary educa-
tion was realized in the Philippines in the early 1960s, 
continuing concern has been expressed over the quality 
of education provided. Beginning in the mid-I 970s, tie 
central government began to introduce policies de-
signed to improve tile standard of education and in-
crease pupil learning. The economic constraints of the 
early 1980s meant that the government faced particular 
difficulties in continuing these programmes. However, 
a series of integrated policies ensured that small but 
significant improvements were made in participation 
rates and survival rates, in spite of budgetary constraints. 

The need to improve the quality of elementary eCduca-
tion provision was made evident in a major study of 
achievement first conducted in 1976- the Survey of the 
Outcomes of Elementary Education (SOUTELE). This 
study revealed that, on average, the country's sixth-
grade pupils achieved less than 50 per cent mastery in 
all subjecL The lowest scorcs were recorded fbr mathe-
matics and FL)glish. The Household and School Match-
ing Surveys P1.qiect reported similar findings in 1982/ 
83. 

The Textbook Improvement Project was among the 
first programmes introduced in the effort to increase 
school learning. The first plase of this project (1978-
81) was co-financed with the World Bank and aimed at 
improving the pupil/textbook ratio, particularly in sci-
ence and mathenatics. The specific objective of the 
project was to reduce the pupil/textbook ratio from 8:1 
to 2 : 1 through the distribution of firee textbooks to 
pu)lic schools. The attainment of this objective was 
ficilitated by the establishment of a Textbook Board 
(established to manage all phases of the manufacturing 
and distribution of' books) and Curriculum Develop-
ment Centers (CECs), which worked in conjunction 
with the University of"the Philippine's Institute for Sci-
ence and Math Education Development (ISMED). The 
Institute assumed responsibility for tile development of 
science and mathematics texts. By 1983 the pupil/book 

tion), and the extent to which the state formally 
owns (directly or through government-sponsored 
enterprises) the various agencies of textbook pro-
dtiction and distribution. The range of' choices 
available to a cotmtry regarding private- and pub-
lic-sector participation activity is very wide. The 

ratio was reduced to 1.4:1 for clementany science and 
1.6:1 for elementary maths. In the second phase of the 
project (1982-85) furtlher emphasis was placed on cur
riculum improvements and on the introduction of ima
proved teaching methods. Short-term in-service train
ing in the use of the new materials was provided to 
teachers to encourage the adoption of the new texts. 

The Educational Development Project Implementa
tion Task Force (EDPITAF) repiesented another thrust 
in the effort to improve school quality. To support the 
Textbook Project and the New Elementary School Cur
riculuim (introduced in 1983/84), EDPITAF distribut
ed science equipment to selected schools in poorer 
regions. The distribution effort received support from 
the United Nations Development Programme (UNDP) 
and the United Nations Children's Fund (UNICEF). 
EDPITAF does not, however, appealr to have been en
tirely successful, becase it was unable to meet the 
elementary schools' requirements for science equip
ment. 

Efforts have also been made to improve internal effi
ciency by addressing the need for improved school 
management. For example, the Philippines has attempt
ed to improve the administrative training provided to 
school principals and administrative sall'. Although there 
are continuing difficulties about what the curriculum 
and training should cover, efforts are being made. 

Tl effectivenessof thesenmeastires in bringingabout 
an improvement in pupil learning cannot be fully as
sessed. Many of the progranines have only recently 
been introduced and evaluations have not been under
taken. The best measure of progress in pupil learning 
available is obtained from a replication of SOUTELE, 
conducted in 1987. This showed that, although mastery 
levels were still low, slight improvements in achieve
ment are beirg realized. 

From C. Colclough and K. Lewin, 
FducatingAll the Children: The Economic Challenge 

for the 1990s 

diversity of' patterns in which textbook provision 
alternatives call be combined indicates that there 
are few predetermined choices between the pri
vatc- and public-sector roles. 

Public policy must determinic the appropriate 
degree, location and mechanisms for state control 
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or regulation in a given set of national circum- If protection is required, it implies that local 
stances. Thus undcrsood, the question of the ap- sources arc not currcntly competitive with interna
propriate balance between the ind tional sources. Whatever form protcction may takestatc private 
sectors in textbook provision is vital. One must and however good the reasons For it, protection 
judge in terms of thc real alternatives available at a has a monctaly cost. Therc arc three rclevant qucs
given timc and place. Ill short, pedagogical and tions. Flow much is that cost? Who will pay it? Is the 
economic pragmatism should be the guide rather justification For the additional cost acceptable? One 
than any rigid ideological precdisposition towards other principlc nccds to be mentioned. There is 
either the private or the public sector. never enough money in an economy to accept all 

All countries insist on state influencc over school claims for protection simultaneously - those from 
curricula and consequently over textbook content. manufacturing, agriculture, services, etc. If all 
A natural cxtension of this normal public preroga- claims for protection were to be accepted, they 
tive is often to assume that textbook design and would bankrupt any economy. 
manufacturing should bc carried out by local lirms. A related question is that of' 'cultural control': 
The line of reasoning is similar to that For any the assumption that to control content, the prod
other cnterprise in which there is a perceived hia- uct must originate locally. It goes beyond the qual
tional interest - namely, that local.jobs are at stake, ity or appropriateness of the product itself in that 
that a local enterprise has an existing or potential international firms, whether in other developing 
comparative advantage, that local capacity (not countries or in industrialized countries, can be 
cu riently extant) requires experience and there- responsive to culture-specific demands by curricu
fore 'protection' in its infant stages, and that for- iar authorities. H-owever, an external prodlct may 
eign contracts consume scarce foreign exchange. be declared implicitly unacceptable for political 
Such arguments are put forward in many domains reasons. The question then becomes one of expc
of' manufacturing and commerce, often with great diency - when the education budget is fixed or in 
passion. Political rhetoric asserts that the country's decline, how much of a sacrifice is justified in 
Fi ture 'dlpelds' oil having these products manu- order to have locally produced materials? 
Factured locally, its culture and its pride are at The transferability of' materials between coun
stake, and so on. tries is controlled by copyright law. National and 

Local control is distinguishable f'rom local own- international copyright provisions are an essential 
ership. Many count,'ics have opted on economic incentive to the production and dissemination of 
grounds for offshore publishing or printing of knowledge. Even so, they are viewed by many peo
textbooks (ill fact, much of' the manuiacturing of pie in developing coumt'ies as symbols of' existing 
both texbooks and general books for developed international inequalities and as impediments to 
countries is dotte in developing countries), while their acquisition of knowledge. It has bccn ob
maintaining a satisfactory degree of control over served that national attitudes towards copyright 
textbook content and design. Given such experi- change over time: as countries develop their own 
ence, the choice bctwecn local or international publishing industry, they tend to view copyright 
publishing and/or printing should be based upon provisions more favourably. Empirically, the 
economic analysis. In some cascs, full dcevclop- number of countries which do not belong to an 
ment or adaptation by an international firm is the international copyright convention is decreasing, 
most sensible alternative. Ill others, the use of local but at the same time 'piracy' of'books and software 
publishers and/or printers may be economically isincreasing. Fewcr countries may engage in pira
the more sensible approach, or the only available cy but those that do So are engaging in it on a 
alternative, especially where the language of in- gr'eater scale. International copyright law is ex
struction is unique to a country. If the dccision is trenely complex. In any international negotiations 
taken to use local industmy, the question of'wheth- about textbook provision, developing countries will 
cr to 'protect' that industry inevitably arises. need to acquire specialized legal advice. 
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One constraint many developing countries share 
is access to paper stocks. Contrary to what was 
believed a few years ago, there is no worldwide 
shortage of paper, nor does it appear likely that 
one will develop. Compared to prices for other 
products, book-quality paper prices over tie past 
several years have tended to remain stable or dc-
crease slightly. None the less, developing countries 
frequently lty more For paper than is charged to 
customers in developed countries, even after dit 
f'rreices in shipping costs are taken into account 
Furthermore, there ae times when certain types 
of paper are very difficult to find on the interna-
tional market. (arefld planning of paper acquisi-
tion could result in significant cost svings and so 
help to reduce book prices. It is particula'ly impor-
tant to buy paper in large lots. Multinational ex-
perinlents are underway with 'paper buyer clubs' 
to realize the savings that arise from bulk buying. 
IHowever, savings from such buying can sometimes 
be staidered by increased warehousing costs or 
by losses due to improper warehousing. In some 
coun tries, local paper production has proved to be 
an econmically viable alternative, but in a f'ew 
cases it has i'esulted i prices higher thai those oil 
the international market. )eveloped count'ies may 
be able to phly a usefid role in assisting with paper 
acquisition by jointly establishing some fonm of 
paper bank', perhaps along the lines of the Paper

Supply Project financed by the Canadian Interna-
tioial l)evelopment Agency (CII)A). 

Finally, in most develol)ed and many develop-
ing countries, it is assumed without question that 
textbooks should be provided free to pupils. Flow-
ever, in other countries pupils or their parents are 
expected to pay for textbooks and, in some cases, 
even very pool' parents are willing to pay at least a 
small suin For textbooks. Indeed, in some coun-
tries a revolving fluid or book fee is the only possi-
ble way to finance a sustainable textbook provision 
system. Experience with rewlving funds has been 
mixed: some appear to be working well, others 
have failed. Investigation of the conditions ne es-
sary for success is warianted. Hlowever, the ques-
tion of' equity remains. What does one do about 
children whose Flimilies are so despe'ately poor 
that they cannot afford even a veiy modest book 

fee? Partial subsidization may be appropriate. Somc 
countries successfilly operate combined systems, 
selling or renting books in wealthier areas and 
providing them free in poorer regions. 

The politics of textbook content 
and production 

Educators tend to regard their work as apolitical. 
This is far from the truth. )ecisions about curricu
lar content, and therefore textbook content, fre
quently reflect deep-rooted political conflicts with.
in a country. In relatively open political systems,
textbook coitent often represents delicate con
promises between groups with different ideologi
cal positions, variant religious beliefs and prac
tices, or distinct etlnic and tribal backgrounds. 
Inap)ropriate or insensitive decisions can provoke 
)olitical conflict or lead to rejection of textbooks 

by some groups. Iii one-party states, textbook coit
tent is usually carefully shaped to reflect the pre
vailing ideology. In such cases, sudden political 
shifts or changes of regime can reindeir obsolete a 
large part of a coun try's stock of textbooks, requir
ing massive and expensive rewriting and produc
tion. 

While curriculum development -and textbook 
publishing are distinct enterprises, there is a gen
eral need for closer collaboration between them. 
Those responsible foi' curriculum development 
often have little idea of the cost imlications of the 
specifications that they develop for textbooks and 
other teaching materials. Instances can be fotund 
where the formal specifications for types and quan
tities of texts, exercise books, etc. are far beyond 
what the countycould possibly afford. Frequently, 
speciflications are laid down for book length, paper 
quality, book size, and type and quantity ofillustra
tions that greatly magnify the cost of' producing 
the textbooks, or that require technology unavaila
hie locally. Early and continuous collabo'ation be
tween curriculum developers and textbook pub
lishers is required to produce books that are 
pedagogically sound, economically affordable and 
politically acceptalble. 

Although an adequate supply of textbooks is 
essential for eff'ective learning, simply placing books 
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Box 5.2 The Community PublishingProgrammein Zimbabwe 

Zimbabwe's Community Publishing Programme Net-
work has grown from about 300 participants in 1986 to 
1,000 in 1990. Sponsored by the Ministry of Commtnity 
and Co-operative Development, this programme aims 
to promote development through books, other media 
and workshops which build up the practical andvill 

analytical skills, confidence and creativity of develop-
ient workers at all levels, 

More specifically, its target readership includes village 
communityworkers, local leaders, project members and 
learning groups, extension workers at other levels, train-
ers and others who support rural development, 

The books are produced collectively and democrati-
cally through the following process. The book team 

in schools will have little effect if teachers have not 
been trained in how to use them and if there is a 
shortage of other ancillary learning materials (work-
books, exercise books, pencils and chalk, for exam-
ple). An effective textbook provision system must 
take into account all elements ofa total instruction 
package. Beyond this, it is clear that if children 
learn to read effectively in school but have nothing 
to read when they leave school, literacy will soon 
decline. Consequently, the political investment in 
textbooks and indeed much of the total national 
investment ineducation will be lost. Textbook pro-
vision programmes should be conceived as part of 
an overall 'reading materials development strate-
gy'. In the words of i speaker from one of the 
countries which has successfully ptrstied such an 
overall strategy: 'We have created i country of 
readers.' Those responsible for textbook provision 
systems should never lose sight of the fact that 'a 
Countny of readers, is the ultimate political goal. 

The next point to be considered is what roles 
local and foreign-based pullishers should play in 
the supply of books to developing countries and 
whether these roles are mutually exclusive. '[le 
major charge against multinational publishers is 
that they operate a market policy, originating and 
producing their books outside the national econo-
my, and therefore contribute verIy little to the de-

(made up of four full-time media and development 
workers) travels around Zimbabwe listening to what 
people want in a book. They meet a variety of people at 
province, district, ward and village level, and get ideas 
and information fiom them on the book themes. The 
visits are followed up through correspondence. The 
book team then puts together a first draft, based on 
researcljourneys and documentary research. The draft 
is widely tested and workshops are held to get a national 
consensus on the final form of the book. Finally, the 
books are translated, printed and distributed at work
shops where participants learn how to use them effec
tively and to create their own media on local themes not 
covered in the books. 

the country. However, with the introduction of a 
national indigenization policy, ownership ofa pro
portion of the equity share-holding in publishing 
firms may be transferred to local directors. 

The potential strength of the private sector is 
indicated by the Nigerian experience. The Nige
rian Publishers Association has over 54 registered 
book publlishers. According to a 1982 estimate 
(excluding various government printers), there 
are 93 private commercial publishers, 18 institu
tional publishers, 110 periodical and magazine 
publishers, 29 newspaper publishers and 72 print
ers. A recent study asserts that there are over 1,000 
'publishers of'sorts' in Nigeria. There is little doubt 
that Nigeria has the largest p)ublishinig industty in 
Africa. Most of the mijor plblishers have thirty to 
forty 'Cars' experience in commercial textbook 
publishing in Africa. Tight economic conditions 
have forced most pul)lishers to su)ply the com
mercial book trade oin a cash basis and to develop 
an extensive vam-delivery system which calls regu
larly on the bookshops during the main buying 
seasons to ensure the availability of,'constant stock. 

EvelI with this local participition, it is estimated 
that 70 per cent of books available in Nigeria are 
published abroad and that 80 per cent are printed 
by foreign printing presses.The local publishing 
coinpaiies import 99 per cent of the raw materials 

vclopmcnt of a publishing infrastructure within and 100 per cent of the equipmcit and spare parts 
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they need.Recently, publishers have used increas-
ing proportions of the local newsprint for book 
production. This should reduce the raw material 
import levels for future years. Nevertheless, many 
seconday-school books are still imported, and high 
prices and low availability are both considerable 
issues. The dcevelopment of new locally published 
course materials forjunior secondary schools and 
the gradual progression of locally published ma-
terials into senior secondary schools will help this 
situation to a large extent ifprices can be kept low 
enough for parents. But factors in the printing and 
paper supply sectors may well militate against this 
projection. 

The Nigerian publishing industry is a national 
asset. Nigerian commercial piblishing enterprises 
are equipped with a full range of skills,, and they 
work closely with state and federal curriculum de-
velopmciit agencies to design and produce Various 
course materials and textbooks that reflect Nigeri
an curricluml development activity. While individ-
Ual states also develop specialist course materials to 
suit their owi needs, the commercial publishing 
industry in Nigeria has demonstrated a national 
capacity to work with individual states in a mutually 
beneficial manlier. 

As seen earlier, local production is ,lot necessar-
ily cheaper production, especially if most of the 
material inputs are obtained from flo. ;mign sources. 
Multinational firms have an obvious advantage, 
since they can operate from environments with 
healthier economies and stronger currencies. This 
should not, however, preclude a constructive ar-
rangenilit which stimulates the development and 
growth of the local publishing industry. In the 
context of an externally assisted development pro-
gramme, co-operation should affect the structure 
of the local industry so (hat it will be self-sustaining 
whenl the programme comes to an elid. Participa-
tion of multinationals should be stubtject to a mini-
mum level of local paricipationl in the programme 
or to a certain initial 'local industry' advantlage 
allotted to bids for contracts From local pllishers. 

Leaving the provision of textl)ooks to both the 
local publishing industry aid international pill)-
lishcrs appears to be a promising option in solving 
the book needs of Nigeria, in particular, and the 

African continent, illgeneral. No government, es
pecially of a developing country, is equipped with 
adequate funds, management and infrastructure 
to handle this specialized task. 

In summary, the experience in Nigeria suggests 
that of the major operations of book availability 
(curriculum development, origination, production 
and distribution), government can achieve what
ever national objectives exist by controlling curricu
lur development alone. Government can partici
pate with the private sector in the origination of 
the text manuscripts but should play no role in 
prodluction and distribution activities. Co-opera
tion between local and foreign publishers may 
enhance education, promote understanding be
tvecn cotntrics, reduce dcveloping country de
pendence and avoid international tension result
ing from policies based solely on confrontational 
comparative advantage or narrow protectionism. 

Participants in the textbook process 

Many people do many things in the process of 
developing a textbook. The key actors are the edui
cators (curriculum designers and content special
ists), the publishers, the writers and the editors. 
The specific roles of each are described as follows. 

The educators must analyse the curriculum and 
prepare itlist of basic or minimum concepts and 
competencies required for each subject at each 
grade level. They determine what content is appro
priate for the textbooks and what should be re
served for teachers' guides and workbooks or for 
other educational activities such as teacher train
ing. The educators must identil, how much real 
time is available for pupils. Because of holidays and 
absenteeism, the time actually available Fbr learn
ing is less that) the formal school year would sug
gest. Educators must also recognize that govern
ment priorities and policies require that more time 
in the curriculm should be devoted to certain 
subiects and topics. 

Curriculum developers must prepare detailed 
content outlines for each textbook. Micro-design 
requires a sequence chart of units and lessons for 
each textbook, while macro-design involves a 
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scope-and-sequence chart for all entire series of' 
texts in the same subject area. Instructional design 
techniques require that learning olbjectives beCs-
tablishcd fbr each instructional topic and that eval-
nation items be provided fbr the monitoring of' 
learning achievement. 

Draft textbooks nccd to be field-tcstcd ii actual 
classroom situations. The interest in and readabil-
ity of the content call be assessed fr'om pupil and 
teacher responses. Field-testing also permits revi-
sions based upon greater insight into the time 
demands related to specific instructional topics. 
Educators also can use the field-testing as a basis 
fbr designing teachc" orientation and training pro-
grammes. These activities can help the teacher 
make better use of' the textbooks, anticipate cer-
lain instructional problems and be prepared to 
deal with topics not presented in the textbooks or 
the support materiafls, 

Once textbooks are distributed(and in use, the 
educators' role shifts to evaluation. The evaluation 
work should consider learning achievement, of* 
course, but should also pay attention to such con-
cerns as specific chapters, topics, or eveen words or 
pictures that teachers or pupils find diflicltlt. The 

Purpose of' the evaluation is not simply to judge 
success or failure, but to serve as a basis for quality 
improveen ts. 

A second set of' major actors in the textbook 
process aure the publisheIs. They are concerned with 
the cost-effectiveiiess of' textbooks, that is, whether 
production costs fo' a given quality of'couitent and 
presentation will be sufliciently low to allow the 
book to be marketed to the ultimate purchasers 
whether they are government officials, school ad-
ministrators or parents. The publislers are con-
cerned that the books have suflicicnt but not cx-
cess content, that there be an optimum use of' 
paper with no excess trinis or blank pages and that 
the textbook be appropriate for"the classroom situ-
ation (multigradce classes or shared desks, for ex-
ample) in which it will actually be used. 

The issue of' life-in-use is an important cost and 
marketing concern fo" publishers. How frequently 
new copies will be requtired and the cycle of' revi-
sion are issues that the publisher must also consid-
cr. The criterion of cost-efl'ectiveness will be rele-

vant whether the publisher is a government agency 
operating on a constrained fiscal budget or a pri
wate firm attempting to obtain a fair return on its 
capital investment. 

The writers of textbooks must operatc within the 
conceptual and content structure set by the educa
tional professionals, and the economic and techni
cal realities fliccd by the publishers. The writers 
must be prepared to present the textual inlforma
tioll in a n"anner that is basic, correct, complete 
and appropriate to the age-grotp and reading 1ev
el of the pupils for whom the volume is designed. 
At the same time, the writers will be trying to make 
the content and presentation interesting and un
derstandable to the children. Frequent testing of' 
draft material with pupils is essential for ensuring a 
fiuial text appropriate to the target audience. 

The writers can develop their material in such a 
way as to inculcate those 'alties desired by society. 
Respect for parentis, the rewards of' hard work, the 
importance of' obc(lience to laws and peaccft'l res
olutions of' conflicts, and the need For conserva
tioli of' the environment, are examples of' values 
writers might be askc( to encourage. 

Finally, tie writers can design tleiir textbooks to 

increase their readers' appreciation of' the coun
try's leaders, authors, and major historical figures 
and events. Great works of' literature and science, 
local or global, can be included in whole or in 
adapted f,rui1s. 

The editors' role in textbook pr)duction is ofteii 
controversi:l and poorly uudlerstood. While writ
ers often see editors as their"opponelnts, the actual 
fluictions of' the two should le collaborative and 
mutually supportive. It is tie editors' responsibility 
to assess manuscripts for completeness, correct
nicssaud compliance with curricularrequirements; 
they must also evaluate the suitability of' the con
tent and approach to the target audiences' age
group or reading lcvcl. 

Among the detailed functions of' editors are 
specif'ying type size (often larger for' lower-grade 
levels), main tain ing a balalcc between textual and 
illustrative content, seeing that vocabulary is con
trolled and carefully developed, and that readabil
ity forniulae (words per sentence, sentences per 
paragraph, etc.) aIre. reasonably applied. The cdi
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tors and writers should co-operate in designing 
and implcmcnting the revision of the manuscript, 

It is the eclitois who must promote consistency 
of style and presentation, and enrstre that the sup-
port materials, such as the teachers' guides, corre-
spond to the textbook presentation. 

Finally, the editors maintain overall responsibil-
ity for the physical production of the textbook. 
Thc),work closely with book designers, printers, 
millers, binders, freight forwarders, and book dis-
tributors and sellers to assure tile best book for the 
price is made available to the individual pupil. 

Instructional materials and 
Education for All 

This section considers the relevance of the eco-
nomic, political and technical aspects of textbook 
production to the Education For All initiative. In a 
time of, scarce resources, a critical i:;sue is how 
more textbooks can he provided to pupils, both 
those at present illschool and the increasing im-
bcrs who will be there ill the future, 

The role of the private sector in publishing and 
the policy of protccting local publishing industrics 
are controversial issues. InI India, where the nation
alization and centralization of textbook produc
tion is a situation that is not likely to change in the 
foreseeable future, there is still an opportunity fora 
private role in distribution. In addition, many local 
private-sector publishers look forward to healthy 
international competition. Protection, in the short 
term, can have the effect of providing time to Foster 
local technical and financial support, and to ensure 
more cquitable competition. InI contrast, prolonged 
protection call reduce incentivcs for cfficicncy and 
cause a lack of international competitiveness when 
the protective barriers are removed. 

II conclusion, textbooks, as a pricipal support 
For instruction, will continue to play a leading role 
in the efforts to mect the basic learning needs in all 
countries. The number of pupils in school in de
veloping countries will certainly increase because 
of growth illthe school-age poptlation and im
provements in participation rates. Therefore, at
tention to finding solutions to the current crisis in 
educational quality and availability of lcarning 

The shu tage of able writers, editors and 0book materials must consider issues of textbook design, 
designers exists as a barrier to effective textbook 

produlction ill some developing countries. One 
may qutestionl the rationale of governments in in-
vcsting substantial hinds in textbook production ill 
the absence of' qualified personnel; tile result is 
likely to be a very uneconomic effort and the waste 
of scarce financial resources. As an example of'such 
waste, one can look at the consequences of'printing 
250,000 copies of a 100-page textbook with several 
blank pages; better plming could enable another 
2,500 copies to be printed for about the same cost. 
The competence of governments even as buyers of 
teaching materials has also to be improved. 

Some observers criticize the tendcncy of many 
go%'crinic ts to Spend large amoulits on teachers 
and f ,,acilitieswilel curtailing investments in edluca-
tion al materials. The resulting variation illthe sup-
ply of' textbooks and support materials is one or-
gill of educational inequality. l)aa From the early 
1980s showed per-pupil expenditures on learning 
materials varied frim $0.80 in Bolivia to over $300 
in the Scandinavian countries. 

production and distribution. A prerequisite of Edu

cation for All is that all pupils illdeveloped and 
developing countries, rural and urban, rich and 
pool-, must have access to effective learning materi
ills
at an affordable cost. 
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6. Utilizing assessment capacities 
to improve learning 

The problems that face education managers in 
both developed and developing countries are di-
verse and severe. In general terms, school popula-
tions are burgeoning, budgets are shrinking rela-
tGv to financial need (and often in terms of absolute 
putchasing power), the proportion of unqualified 
teachl s is growing and community support is in 
danger of'croding because ofa perceptionlin many 
cotutries that instructional quality and learning 
achievement have declined. Since 1950 a massive 
increase has occurred worldwide in school enrol-
ment. Hlowever, many pupils are not well-served by 
their schools, more than 100 million children re-
main outside formal schooling, and even more 
youths and adults arc not equipped with the basic 
skills of literacy and numcracy required For effec-
live lives, 

The evidence of' declining achievement is espe-
cially worrying. The 25 to 33 per cent achievement 
gap that is said to exist between developed and 
developing countries in the scores ofprimaly-school 

pupils for reading, mathematics and science is a 
very substantial problem, given that the absolute 
levels of achievemcnt ill many developed countries 
do not even meet the societal requirements for 
effective development. Also, these differences inl 
averages disguise large in tra-country variations that 
correlate with the location, scio-Cconomic status, 
and racial, ethnic and tribal origins of' pupils. 

Research evidence over the last two decades 
suggests that both the average and distributional 
p:oblcms oflearning achievement can be addressed 
and that education mnanmgcrs are a Inecessary and 
important component in anystrate"y to affect learn-

ing achievement. Agreater management focus must 
be placed ol achievement outcomes, and new man
agemcnt tools must be adopted and adapted to 
allow managers of' schools and non-formal learn
ing programmes to fulfil their new role. By moni
toring such educational indicators as pupil achicvc
mcnt, the lumil)er and proportion of pL)upils moving 
between grades and levels of' the education system, 
and school-lcaver employment and perflrmance 
in the worlhLcc, education managers can improve 
the basis for their decision-making about such issues 
as curriculum implementation, teacher assignmenLs 
and resource allocation. 

Better information, broader networking and an 
improved capacity for assessment and analysis will 
help empower education managers as they endeav
our to upgrade prinimary-sclool systems and 
non-formal education l)rogrammes. Better info'
mation requires that the data collected on learn
ing activities be accurate, relevant, timely, tudcr
standable and affordable. Broader networking 

implies that communication be horizontal (fbr ex
ample, among school principals and among dis
trict officials) as well as vertical (among education 
managers at different levels of' the system). Ai 
improved capacity for assessment and analysis in
volvcs not only enhanced quantitative skills by clu
cation managers but an increased ability to under
stand the qualitative dimensions of' learning and 
the social, cultural and economic contexts within 
which any ref'orm of the learning process must 
take place. 

The precedling chapters have discussed the re
quircments of' Education for All in terms of em
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powerment of individuals; the status and roles of 
teachers; the participation of non-governmental 
organizations, the community, the parents and the 
learners; and the critical importance of instruc-
tional materials. This chapter shifts attention to 
the specific capacities necessary for the assessment 
of learning achievement that must be improved in 
order to realize the Conference's goals. The dis-
cussion of management in Monograph II illustrat-
ed the need to develop a broad range of analytical 
capacities to parallel the evolving information base 
and technology changes occurring in education 
management around the world. The challenges to 
be faced in improving learning for all will only be 
met if broader and more appropriate use is made 
of the resources available for basic education and 
if the means and content of assessment activities 
are refined to promote learning and not just the 
evaluation or selection of pupils. 

The use of assessment techniques and processes 

poses instructional risks but it offers substantial 
benefiLs as well. Those who desire to implement 
Education for All will have to direct their energies 
to designing the properuse of asscssment. There is 
little question that management capacities in this 
area will have to be developed, improvcd and uti-
lized properly to encourage better learning. 

The role of assessment 

Whether or not expanded educationalopportunities will 
translate into meaningfid development -for an individ-
ual orfor society - depiends ultimately on whetherpeople 
actually leam as a result of those opportunities, i.e. 
whether they incoiporate useud knowledge, reasoning 
ability, skills, and values, 

Worll Declarationon EducationforAll, Art. 4 

Pupil attendance in school without learning makes 
no social, economic or pedagogical sense. Achieve-
ment, as defined by each country to fit its own 
priorities, can be monitored by assessmcnt proce-
durcs. However, the key policy question is how to 
gain the positive benefits of assessment without 
incurring the all-too-comnmon disadvantagcs of ai 
examination-driven system. 

It is important to recognize that assessment is 
not limited to attempts to measure, after the fact, 
how much learning has taken place. To be fully 
effective, assessment must be interactive with the 
teaching/learning process. There must be a feed
back mechanism to tell the pupil, teacher, school 
and parents what has and has not been learned and 
why. Also, the best feedback systems include sug
gestions for remedial and enrichment activities. 

Even summative (after the fact) assessments can 
assist the learning achievement of' future pupils. 
This can be done by identifying weaknesses in the 
curricun , teaching, materials, motivation or or
ganization of the school. Summative assessment 
can have profound effects, especially when the 
assessment results are tied to the pupils' opportu
nity to advance to further education or training. 
The challenge to education managers is to ensure 
that these 'profound' effects are also positive ones. 

Assessment takes place in all learning activities. 

It may be as informal as a teacher looking over a 
pupil's shoulder or as formal as an international 
programme to identify comparative achievement 
levels. The criticisms addressed to assessment activ
ities are not of the process perse,but of the particu
lar forms it takes and the uses to which it is put. 

Three general models of assessment exist: 
classroom-based, school-based and external. The 
three models are not mutually exclusive; in fact, 
classroom assessment is assumed to be a universal 
activity, and school-based and external assessment 
systems often operate simultaneously. 

Classroomn-based assessment is used by teachers to 
see ift pupils have understood their studies. It in
cludces informal observation and monitoring, as 
well as more formal evaluations of individual and 
group assignments, and written and oral examina
tions. Assessment begins on the first day in class 
and continues until schooling is completed. Wheth
er this classroom-based assessment is considered 
continuous or recurrent, the use of assessment 
information is more important than the frequency 
of its collection. The individual pupils should be 
informcd of their progress, their strengths and 
weaknesses, and how they can improve. This feed
back should be individual and not comparative; 
contrasting one pupil's performance with that of 
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Utilizing assessment capacities 
to improve learning 

This chapter is based on material presented or available 
at the round table entitlCd 'Using Assessment to Im-
prove Learning'. The round table was organized by the 
Conference Sccretariat. It was chaired hy Aklil Habte, 

Special Advisor, Human Resource l)epartment, Africa 
Region, World Bank, and the presenters were: 

Paul Murphy (Moderator) 

General Secretary, Higher Education for )evelop-

mnent Cooperation (HEDCO), Ireland. 

others may afTect the motivation of some individu-
als, but it also can discourage further effort, and 
engender values and attitudes counterproductive 
to future learning, 

It is important that assessmcnt results be used by 
teachers to modift, their own efforts. By identifying 
areas of weakness in pul)il performance, assess-
ments call help teachers restructure their own class-
roomIbehaviour. Classroom-Ibased assessments are 
most effective when teachers have a high degree of 

professional competency. Since the teachers must 
often design, administer and interpret the cvalua-
tions themselves, the use of classroom assessment 
can be prob)lematic for untrained or inadequately 
prepared teachers. The demands by teaching pro-
fessio nals for a greater control over classroom man-
agcmcnt are also reflected in a preference for a 
greater dependence on classroom-based assess-
ment. 

Fhe reporting of assessment results is always a 
source of debate. In classroom-level evaluations, 
the results are normally shared only with the pupils 
and, less frequently, with their faunilies. In addi-
tion, teachers may be required periodically to sub-
mit a smnmary 'grade' for each pupil to the school 
records system. Since it is im)ossible for any set of 
scores to do more than approximate the complex-
ity of the actual learning progress of a child, these 
stimmiay reports engender much controversy. It 
should be understood that such reporting has more 
to do with accountability to parents, the communi-
ty and govern mei t than with the promotion of 
learning achievement. However, the motivational 

aspect of sitch external reporting does exist; the 
question again is whether this benefit jttstifics the 

Thomas Kellaghan 
Education Research Centre, St. Patrick's College, 
Ireland. 

Sc-ho Shin 
Korean Education )evelopment Institute (KEDI), 
Republic of Korea. 

Ahameid Yussufu 

Kenya National Examinations Council, Kenya. 

negative effect on pupil-to-pupil and pupil-to-teach
er relationships. 

At the end of an academic year the classroom
based assessment serves as a primary basis for dc
ciding if pupils may proceed to the next grade or 
must repeat the present one. Automatic promo
tion rules in some countries and school systems 
have removed this use of assessment, although the 
assessment results may still be used for 'tracking' 
pupils based on perceived ability. Other teachers, 

the principal and even the parents will often be 
asked to participate in (lecision-making about pro
motion/retention where no obvious solution 
presents itself. 

In some countries s,:hool-based examinations are 
used for assessment purposes. Often, individual 
teachers are allowed to submit items for the exam
inations, but the final Form of'the examination is 
decided on collectively. Supplementing classroom
based assessment with school-based asses;ment 
broadens the assessment base. A single teacher 
may flail either to teach or test p)upils on a given 
topic within the curriculum. This ffilure, which 
canot be revealed by normal classroom-bised 
assessment procedures, can be exposed in school 
examinations constructed by a group of teachers. 

In the Philippines, 'Minimum Learning Coln
petencics' have been identified as a common learn
ing base for all classrooms. The defined competen
cies are considered to be relevant to all school 
contexts regardless of location, level of community 
developmentor em nic background ofptipils. These 
same competencies have been used by ctrriculum 

designers in the Philippines in the development of 
school textbooks. The specification of such com
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petencies allows school-based assessment to take 
place without the introduction of'a local or region-
al bias. The common Icarning base also allows 
district and regional officials to use the assessmient 
results as a means of comparing schools al.d areas. 
In this respect, the actual diflerence between these 
school-based and other external assessmeits is a 
small one. 

The Philippine examinations Focus on three 
domains: cognitive, psyclio-Illotor and affective, 
The cognitive dlomain is assessed primarily through 
written examinations. Psycho-motor skills are eval-
nated for such activities as music, dance and physi-
cal education. Teachers rank the peI'rIiance of' 
pupils based on guidelines provided by the nation-
ilauthorities. The measurement of' affective 
achievement e:mphasizes both feelings and behav-
iour. Honesty, co-operation and other values and 
bchaviours are evaluated and scored. The reports 
on lpupils that are sent to parents include results in 
all three learning domallis. 

Kenya is an examle of' a country that inakes 
extensive use of' an external examination system. The 
Kenyan Certificate of' Primauy Education (KCPE) 
exam is taken by apl)proximately 350,000 candi-
dates each year. It has two purposes: to ccrtify 
certain skills for those who enter the labour mar-
kct imine(liately Following the enmd of' the primary-
school cycle and to provide the basis for selecting 
pupils for the limited opportulnilies in sccondary 
education. 

Some of the negative effccts of' the exter'nal 
examination process are tendencies for teachers to 
narI'ow the cuirriculum by teaching only to the 
cxnlmination content; to de-cmp)hasize general writ-
ing skills; for knowledge of' facts to take prece-
dcuce ovc:"higher-order skills; and for nion-cogni-
tivc results to be tundervalulcd. Attempts to enter 
more practical skills into the assessment process in 
Kenya have helped balance the emphasis bletween 
the certification lld selecoiom f'nnctionms of the 
examiinations. However, KCPE still cloes not serve 
the needs of children who leave the system prior to 
the en of'tlIe primay cycle whell he examination 
isadimimlistered. 

A anajor salutay aspect of the Kenyan assess-
ment process is the feedback system introduced by 

the Kenya National Examinations Council. A feed
back documcnt is produced cach year to report 
the analysis of' the examination results, to identify 
areas of weakness and to provide suggestions to 
teachers to help their pupils (1o better. Teachcrs 
have folind this document valtable in rcforming 
their own instructional behaviour. 

In summary, the locus of assessment appears to 
be a less critical issue than the coverage of' the 
assessment, its form and fi'equeicy and the use to 
which the results are put. An effective assessment 
will attempt to include all major learning dlomains 
to the extent that present skills and techniques 
allow (assessment of affective achievement is an 
especially controveisial a'ea). The form and fire
quency of' the assessmenit should be equitable for 
all pupils (avoidilg bias by social class or location) 
and the skills used in the assessment piocess should 
be those the system or school wishes to encourage. 
For examlple, if' rote memorization is rewarded, 
that is the skill pupils will develop. AVssessments 
should be sufficiently fiequent to provide for learn
ing adIjustments but not so comnmol as to interfere 
with adequate time for normal teaching/learning 
activities. Fimally, the use of assessment results in 
many cases will be the deciding fhctor' ill terms of' 
the influence ofl'the assessments on the curriculum 
and the belmaviour of' pupils and teachers (and 
possibly of' education administrators, parents and 
the community). 

Promoting effective assessment 

There are six basic prIemises upon which assess
men t activities should be based. They should result 
in increased pupil motivation; f'ocus on the most 
important topics of learning; be relatively fi'equent; 
be appropriate to the level of' difficulty of the 
cur'ricuumI and to the reality of' the classroom; test 
both knowledge and thinking; and provide prompt, 
relevant and useful fCedback. 

One qucstion freqquently raised about assess
ment is why co-operation and teamwork are not 
examined even though most curricula mention 
them as valuable skills the school should endeav
our to develop. Infact, most exami;mations reward 
individual success and competition. Classroom as
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Box 6.1 Focusingon educationaloutcomes 

Educational results, or outcomes, ale tile key to educa-
tion's contribution to economic development. Unfortu-
nately, few managers can attend to educational results 
or outcomes because of the political, social or resource 
environment in which they work. 

The outcomes of basic education, reduced to thcir 
simplest terms, are quite straiglid'onva'd: people who 
can read and write; people who can do arithmetic; and 
people who can apply whai they have learned to solve 
new problems. 

While man~agers focus on teachers, funds, supplies 
and buildings, too little is known about what pupils 
really learn. They have no real idea of the ability of 
their pupils to read, write, do arithmetic or think crea-
tively. 

Successful education managers recognize that they 
must emphasize educational outcomes. They must en-
sure that the system in which they operate focuses on 
tile results achieved with available resources, 

Monitoring needs to be promoted and carried out by 
education managers at several levels if an educational 
outcomes approaclh is to be effective, 
* At the school level, education managers can monitor 

pupil progress through test results and throtigh su-
pervision of classroom teachers, 

" At the district,provincial and national levels, education 
managers can encourage performance monitoring 
by focusing responsibility for pupil improvement at 
the school level throuigh accountal)ility ineasures, prc-
motion policies and awards. 

* 	At the national level, education managers call ionitor 
the overall performance of the schools through a 

sessmeicnt is somIctitnes based on group projects; 
however, it must be acknowledged that eXamimla-
tions rarely pay adequate attention to collective or 
initeractive bChaviour or perf'ormallnce lby pupils. 

Much of the discussion of assessmneiit centres oil 
tile uses of assessmneti t results. It should no be onl) 
the pupils who fail or pass assessments, but the 
whole school elvi-olllemmlt. AssessnIeilt should not 
be limited to examinations. Assessment should re-
veal the faictors that promoted or constrained learn-
ing, including parental and commuity Support, 
the curriculm, instructional materials, teachers 

Management Information System and specific sector 
assessments. 

The desired educational outcomes guide the allocation 
of resources, which in turn are reviewed in the light of 
actual educational performance. Each education manag
er, whether at the ministy, the region, the district or the 
school, is part of this process. This happens, to varying 
degrees, it, countries as diverse as Colombia, Indonesia, 
tile Republic of Korea, Mexico, Thailand and Zimbabwe. 

With an outcomes orientation, there is more under
standing of the education system and its activities be
cause the beneficiaries - the pupils, the parents, the 
employers and the national leadership - have alterna
live ways ofjudging the results. 

While an outcomes orientation can provide tile infor
mation needed to improve tile quality of schooling, it 
can lead to unintendec . consequences. For example, 
over-reliance on testing can lead teachers to 'teach to 
the test' - emphasizing memorization of Facts and rote 
learning. Programmes using test results to stimulate 
competition among classes, schools and districts can 
frustrate those who continuall-. find themselves at the 
bottom because of factors beyond tleir control. 

All outcomes orientation, in short, cannot be pur
sued in a single-minded fashion; rather, it needs to be 
accompanied by an equally aggressive programnme to 
stimulate the capacity of' schools, education managers 
and classroom teachers to improve. Pursuing both poli
cies may create tile best conditions for pupils to gener
ate their own knowledge after tiley graduate. 
Adapted from Creating CapaciyforEducational Progress, 

Academy for Educational Development 

and school managers. The end product of an as
sessment should be more information about why 
tile results occurred, notjust dissemination of tile 
results themselves. 

Education nllagers, constrained by resources, 
have attempted to use assessinlit as a ineains of' 
selecting pupil with a good )robability of stccess 
at higher levels of education, Aln unresolved (liles
tiotl is wlether assessment l)rocedulres that ineas
tire past achievemei t are an acceptal)le basis For 
equitably forecasting fuure )erforllnce. ill piri
cal evidence oil this topic, like that oil tihe effect of 
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assessments in increasing pupil learning, is not ment of higher-order skills, testing pupils' ability 
conclusive, to apply their knowlcdge and skills illsituations 

Finally, therc is a paucity of knowlcdge about outside as well as within the school, supplying dc
the use of formativc and sunmmative assessments in tailed information to schools and teachers on pu
basic education progranincs for out-of-school pils' examination pcrFormance, and providing in
youths and adults. To be (cclarcd 'litcratc' or tcrpretation of pupil difficulties and guidance on 
'skilled' is not a uniform ccrtification of achieve- remedial action. Examinations that follow thcse 
ment even within a given country; the variation guidelines should not only be uscful as selection 
iint:riinatioiially can be quite widc. Furthcrmore, instruments but also serve the needs of the pupils 
the general use of asscssments to improve out-of- who are not sclcctcd for further education. 
school instruction appears even less developed than The conditions rcquired for good-quality exam
in school. inations concern characteristics of tle examining 

II summar-y, the improvement of methods of body (which should I)e adequately financed and 
assessment (both in-school and public examina- staffed, and independent in the exercise of its 
tions) is proposed as a way of enhancing pupil functions) and relationships betwcen tile cxamin
learning in basic cdtcation. Guidelinics for inl- ing body, teachers, and agencies and individuals 
proving in-school asscssmncnt include the frequent with responsibility for curricula. 
questioning or testing of' pupils, asking questions The improvement of asscssment mcthods in 
at the appropriate level of difficulty, asking ques- schools should lead to greater internal efficiency 
tios that rcquic the pupil to think and apply in education systems by reducing grade repetition 
l)rinciples, providing f bcc(llack soon and early drol-out. The resulting savings in theinformation 
aftcr a task is completed to focus pupils' attention per capita costs of'cdlucatinlg pulpils could be used 
on their progrcss anid, perhaps most imlportallt of to improve the assessment fliction (For instance, 
all, finding out why pupils make crrors and devis- strengthcning professional skills in examination 
ing ways of helpinig them avoid similar errors in the bodies, providing pre-service and izi-service courses 
future, For teachers, and improving channels of'comm uii

(uidelines for improving public examinations cation among the significant aictors in tile edi
include ensuring that important curricular topics cation and assessment processes). Such savings will 
are covered, using a variety of modes of' assess- be particularly valuable in moving towards Edcu
ment, paying adequate attention to the mcasure- cation for All in rcsource-scarce environments. 
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Regardless of the success in meeting the individual 
requirements for Education for All, there remains 
the issue of the overall ability to finance Cducation 
programmes offering access to learning opportu-
nitics at a level of quality sufficient to satisfy the 
goals of the Conference. This chapter deals with 
issues of cost (how much funding will he required) 
and financing (v'ho will pay and in what form). 
Emphasis is on the international context, the di-
mensions of the cost and financing challenge, and 
policy initiatives that. can be taken to reduce the 
cost burden. 

The f wcus of this chapter is the provision of 
formal primary schooling, not the full spectrum of 
learning opportunities included in the Confer-
eice's broadened concept of basic education. This 
distinction will be emphasized throughout by ref-
Creience to Schooling for All. Obviously, Schooling 
for All is a major componeit of Educationl for All, 
but the eninhasis here on Schooling for All should 
not be interpreted as indicating a priority concern 
for formal schooling. Since the research presented 
at Jomtien represents an initial attempt to deal 
with the broad cost and financing issues, it was 
simpler to concentrate on the aspect of Education 
for All for which relatively complete data exist. The 
lessons learned from this exercise are directly ap-
plicable to many of the cost and financing issues 
that will arise in otheraspects of Education f'or All 
outside formal primary schooling, 

The international context 

The 1980s were characterized by profoundly dif-
ferent rates ofeconomic progress among the coun-

tries of the world. For the industrialized countries, 
the sharp recession at the outset of the decade 
gave way to seven years of uninterrupted growth. 
Throughout the decade,the industrializing coun
tries of east Asia continued to grow rapidly and 
south Asian countries maintained modest butsteady 
growth in per capita incomes. But elsewhere it has 
been] a very diflfe'ent story. In Africa and in Latin 
America hundreds of millions of people have ex
perienced a pronounced decline in their real in
comes and in the services available to them. In 
many countries, per capita incomes in 1990 were 
lower thani they were ten or fifteen years ago. 

This sharply different record, which led to a 
substantial widening of the gulf th;, separates the 
rich and poor, is also reflected il;the changing 
pattern of access to education. Government spend
ing has been tightly controlled in response to in
creases in debt service payments, declines in (:o1
cessional finance and the fiscal cnditions imposed 
upon borrowing countries by their international 
creditors. Expenditure restraint has hit the provi
sion of schooling particularly hard. In more than 
half' of' the seventy-six developing countries for 
which data are available, spending on education 
fell as a proportion of total public spending over 
the 1980s. In almost two-thirds of them, expendi
ture per pupil and per teacher at the primary level 
fell. In one-fifth of' these developing countries, 
total enrolments in primary school have fallen since 
1980 and new entrants to grade one have declined 
in a similar proportion of'cases. These trends must 
be viewed with extreme concern because this group 
of countries, which includes thiee-quarters of the 
world's population, has a median rate of' popula
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tion growth in excess of 2 per cent pcr amm, so a 
similar rate of expansion of school enrolments 
would be requircd simply to prcvent a deteriora-
tion in prescnt enrolment ratios. 

Set against this bleak intelnational context, one 
can properly examine the challenge of providing 
primary schooling for all children by theyear 2000. 
The criteria used to define the achievement of 
Schooling for All have two major dimensions. First, 
the provision of a primary-school place for each 
eligible child is required. Second - and equally 
important - the quality of the eduatnionl provided 
nmst be such as to fiacilitate effective learning. In 
many countries the quantitative goal is close to 
being met, yet there is still far to go in achieving 
adeqiiately supported primary schooling. As will 
b1 shown, the group of countries For which the 
relative dimensions of this task are greatest mainly 
comprises the floorest and/or most indebted cotin-
tries of the world. 

The round table examined the main policy in-
struments that call le used to expand access to 
schooling even in the con text of fiscal restraint, 
drawing lessons from country case-studies of prom-
ising reforms and fiont the wider research litera-
ture. A set of policies that could lead to substantial 
savings was identified. However, the need to pro-
tect or improve the quality ol'schooling - via teach-
er upgrading and materials support - could, and 
prolbal)ly should, absorb a large part of the availa-
ble resources in many countrics as they move to-
wards Schooling for All. 

Dimensions of the challenge 

The capacity to provide school places For pupils is 
indicated by a coutry's primary gross enrolment 
ratio (GER): when this reaches 100 per cent, the 
iniumler ofchildren (ofall ages) attending primary 
school is equal to the size of the eligible age-group. 
Of'iniety-five developing countries having compa-
rable data in 1985, primary-school enronient in 
hirty-five amounted to less than 90 per cent of the 

6-11 age-group. 
The range of GERs was wide, varying from 

around 20 per cent in Somalia and Mali to over 80 
per cent in Egypt, Morocco and Mozambique, with 

the median GER being 60 per cent. Thus, for more 
than half of the countries with GERs below 90 per 
cent, and allowing For population growth, the total 
number of primary-school places available in 1985 
would neced to be doubled in order to accommo
date by the year 2000 all children of primaly-school 
age. This acute enrolment challenge is predomi
nantly a low-income phenomenon: twenty-seven of 
the thirty-five countries have low-income econo
mies, with per capita incomes less than the equiva
lcnt of $500 in 1987. They constitute 54 per cent of 
all low-inceic economies and, excluding India 
and China, they account for 48 per cent of the 
population of this group ofcountries. It is signifi
cant that the remaining eight middle-income coun
tries in this category are highly indebted countries, 
each with debt service ratios in excess of 20 per 
cent of export revenues. 

Tihe enrolment challenge is concentrated among 
the countries ofsut-Saharan Africa. iwenty-two of 
the low GElR countries are from that region, all 
except two of them being classified as low-income, 
and they include more than half of its population. 
It is startling' to note that in twelve of the counties the 
gros, enrolnentratioactuallydeclined between 1980 and 
19,95, which strongly implies that access to school
ing deterioratecd over the past decade. Of' course 
the gross enrolment ratio can decline as over-age 
enrolment is reduced, but this is unlikely to be the 
explanation in countries that are far from provid
ing universal access to schooling. Ten of the twelve 
countries with declining enrolment ratios have 
low-income economics; eight are inl sub-Salharan 
Africa. 

However, the proportion of the government 
budget spent on education in these twelve coun
tries was estimated to be, on average, 17 per cent 
considerably higher than the 10.4 per cent report
ed for all low- and middle-income economies for 
1987. Thus, declining enrolment at primary level 
in these countries is not linked to a low relative 
priority attached to spending on education - al
though spending priorities within education may 
le part of the problem. 

It is worth noting, furthermore, that in almost 
half the countries where relevant data are availa
ble, the proportion of total public spending allo
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This chapter is based on material presented or available 
at the double-session round table entitled 'Educating 
All the Children: the Financial Challenge for the 1990s' 
(T22/T24). The round table was organized by the Unit-
ed Nations Children's Fund (UNICEF), the United Na-
tions Educational, Scientific and Cultural Organization 
(UNESCO) and the World Bank. Parts A and B were 
both chaircd by Mahbub ill Haq, Senior Advisor to the 
Administrator, UNDIP. 
The presenters in Part A were: 

Christopher Colclough (Moderator) 
Project Leader, Institute of Development Studies, 
University of Sussex, United Kingdom.

C. A. B. Fuflnwa 
MA .inirEdatinNiEgducating
Minister of Education, Nigeria. 

The presenters in Part B were: 

catecd to education fell over the previous five years. 
Not unexpectedly, this drop in funding seems to 
have been associated with cases where gross enrol-
ment ratios also fell over the same period: recduc-
tions ill the proportion of public spending allocat-
ed to education occurred in five out of seven 
countrie,- where enrolment ratios fell and where 
data on both of these variables are available, 

In about two-thirds of these countries, expendi-
ture per teacher and per pupil declined over the 
early 1980s. These trends are not unambiguous, 
since they could indicate either decline in the 
quality of'schoolingavailable (arising from smaller 
resource inputs), or improvenmnt in efficiency (or 
both). However, the former is the most likely 
reflecting the increased economic stringency that 
governments and school systems were facing in the 
early I980s. 

Taking account of both the changes in enrol-
melit ratios and the availability of' resources per 
capita, none of these countries seems likely to be 
able to provide a reasonable quality of Schooling 
fb All by the century's cnd. A critically important 
question, therefore, is whether - and to what ex-
tent - these circumstances c.an be infltlenced by 
practical changes in domestic policy. What are the 
policy alternatives fbr such coutries? 

Keith Lewin (Moderator) 
Institute of Development Studies, University of 
Sussex, United Kingdom. 

Ronmo Reyes 
Deputy Director, National Economic Development 
Agency, Philippines. 

Joseph Wheeler 
Chairman, Development Assistance Committee, 
Organisation for Economic Co-operation and Devel
opment (OECD).
 

Richard Jolly, Deputy Executive Director, UNICEF.
 

Materials used in the preparation of this chapter and 
available at the Conference included: 

All the Children: The Economic Challengefor the1990s, by Christopher Colclough and Keith Lewin. 

Reducing the unit costs of education 

Although the proportion of public expenditure 
devoted to education varies widely between coun
tries, those that are at present most educationally 
disadvantaged spend, on average, proportionately 
more on education than do other countries. Al
though there are important exceptions - particu
larly in the small number of countries where edun
cation accounts for only 10 percent or less of public 
expenditure - in general, the most educationally 
disadvantaged countries are already spending as 
much as can be afforded fiom public revenues, 
even though enrolment ratios at primary level re
main low. 

The high costs of providing seconday and terti
ary education relative to primary schooling - par
ticularly in Africa - are evident. These cost differ
entials imply that, in Africa, one-fifth of public 
spending on education provides higher education 
for only 2 per cent of the eligible age-group. Prima
ry schooling accounts For less than half of' all ccit
cation expenditure even though it is the only form 
of education - particularly in low-income coun
tries - in which most people have a chance of 
participating. 

A critical question, therefore, concerns whether 
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these unit costs call be reduced in order to facili-
tate expansion of primary schooling in the context 
of the given financial and human resources. Two 
items dominate the determination of the unit costs 
of education: the salaries of teachers and the teach-
cr/pupil ratio. Since salary costs typically account 
for around 90 per cent of recurrent expcnditures, 
most discussion; of unit costs ill education begin 
with teachers' salaries. 

The averageearnings //leache:s 

It has firequcntly been stated in the literature that 
teachers' salaries ill developing countries are too 
high and should be reduced as part of a strategy to 
reduce unit costs (see the discussion in Chapter 3 
of this v'olunlc). It is true that, in tile first ten to 
fifteen years of' independence, teachers' earnings 
increased considerably Faster than those of' other 
groups in many developing countries. This was 
partly a result of the power of' the large and rapidly 
growing teaching profession. But it was more a 
result of an upgrading of the qualifications of the 

profession - to which levels of remuneration were 
often explicitly linked - and of a rapid expansion 
of secondary and tertiary education, wherein the 
most highly paid teachers were concentrated. The 
budgetary implications of' these changes are re-
grettable, but they do nol, perse, provide a convin-
cilng case for salary reductions, 

A number of connruen tators point out that the 
ratio of teachers' average salar'ies to per capita 
income is often very high in the poorest countries. 
This, too, is a misleading indicator: it is as likely to 
reflect the different proportions of the population 
dependent upon agricultural selfemployment 
and, thus, structural differences between countries 
- as the absolute or relItive wage differentials be-
twecn them. A nore useful comparisor is between 
teachers' salaries, per capita agriculttural product 
and the wages earned by 'similar' workers in other 
sectors of' the economy - since teachers' salary 
scales in most countries are determined in the 
context of established differentials with other pro-
fessions. Although there may be some flexibility 
flor raising or lowering salaries earned by one group, 
the extent to which this can be achieved without 

generating equal or compensatory pressures from 
or for other groups is usually lairly limited. Thus 
the issue of teachers' salaries cannot usually be 
addressed separately from that of the level ofwages 
and salaries more generally. 

Tile argument that teachcrs' salaries are too 
high is beginning to secm absurd in the light of 
recent changes in many low-income countries. In 
flact, real wages outside agriculture began falling in 
much of Latin America and in sub-Saharan Africa 
from the mid-1970s onwards. lii Latin America, 
although Brazil, Argentina and Colombia regis
tered significant gains in real wages over 1971-84, 
they fell sharply in Bolivia, Paraguay and Venezue
la, among other countries. In sulb-Saharan Africa, 
however, wages have fallen in almost cvery COLntry 
for which data are available, and in some cases 
(Ghana, the United Republic of Tanzania, Sierra 
leone and Zambia) dramatically so: real wages 
were typically halved between 1970 and 1985. 

Teachers have been able to mount little defence 
against these trends. Indeed, in so far as public 
servants have often taken the brunt of' salary dc

cines, the loss of' earnings For teachers tends to 
have been greater than the average figures indicat
ed above would suggest. The impact of the decline 
in the real earnings of teachers has been particu
larly strong iii sub-Saharan Africa: unit teacher 
costs declined in twelve out of fourtcen countries 
having comparable data Fbr the early 1980s, often 
by considerable proportions. These changes, of 
course, also reflect changes in the cost of' materials 
and other supports, but they mainly rellect a de-
Cine in real salaries. In current cir'cumstances, 
many countries have experienced such a sharp 
reduction in teacher morale and efficiency that 
the major operational question is not whether, but 
how, to increase the real value of wages and sala
ries - even at tile cost of having to reduce the 
rn umberis of' those curr'en tly cmpl)ycd. 

At secondany and tertiary levels, particulaly out
side sulb-Saharan Africa, there may still be some 
scope for achieving cost-savings by comlpressing 
salary scales for teachers at different levels of' the 
system. It must be noted, however, that the long
established trend of reducing earning differ'entials 
between jobs at the top and bottom of the Formal 
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sector has, if anything, accclcratecd during recent 
years. While further compression may be possible 
via declincs in the real carnings of the more senior 
grades, many (though ,notall) countries have al-
ready moved as far in this direction as is, for the 
present, compatible with minimal standards of' 
teacher efficiency, retention and norale. 

Salary decline is not the only means of reducing 
the amount that the average teacher is paid. An-
other means is to change the structure of' the 
p)rofcssion towards a noi'e initesive use ol' lower-
cost personnel. There are various ways of' achiev-
ing this. In countries where salaries are tied to 
education or training qualifications, it may be pos-
sible to reduce the level of' qualifications and/or 
the mix of personnel without significantly allct-
ing teacher quality o- perfornmiice 

Foir example, the Governnment of' Senegal has 

progressively increased the proportion of'assistant 
teachers' over the last few years. This is reported toi 
have colntributed to a i'eduction in unit costs with 
no noticeable negative impact on teacher quality, 
Colombia was able to i'educe teacher costs in simi-

lar ways, by increasing the roles of' 'teacher help-

e's inthe lsaula Nu'va p)ogiannme. Not all corn-

tries are in a position to inti'(duce such i'eforns; 

theywould be inappropriate for countiies ii which 

flie proportion of' uitrained(or" insufficiently edui-

cated teachers is al'eady large. Elsewhere, how-

ever, there may be potential savings to be made. 


Uw /'teachrs 

The second inajolr way of redicing tile unit cost of 

schooling is by using teachers more intensively. 

AI)outhialf'of'the sub-Sahai'an Af'iicaii couiiitries lor 

whichi data a'e available had pupil/teache ratios 
of' thirt)'-seven or less at priiary level and twent)-
three or less at secondary level in the early I980s. 
Where salai'ies ai'c athigh proportion of' 'ecuirrit 
costs, an ilnci'ease of' approxiiately 20 per ceit in 
this ratio - fi'on thity-five to Fbrty-two at primary, 
and fni'oin tweiity-tl'ee to twenty-eight at second-
a'y, for example - bri'gs an ahnost propo'tional 
budgetary saving. Here, then, thiere appears to be 
siginificai t scope fOr reductions in utnit costs. 

One way of naking tnore intensive use of teach-

65
 

ers is to intr'oduce some form of mutiple-shift sWhool
ing Under such arrangements, two or more entire
ly separate groups of' pupils can use the same flicil
ties during the same term, week or1day. The most 
comlmon double-shift systei involves one group of' 
pupils attending in the mornings and a second 
group using the same facilities iu the afternoons, 
but there are many othei' variants. 

Whether teachers' salary costs arc reduced de
pends upon tile particula system used. If' each 
shift requires a di'trient set of teachers (as in 
Singapore), there would be no salary savings. Al
terilatively, if' teachers are paid for the extra work 
they do, pro iata salary costs would be unaffected, 
although the number of teachers required - and 
Iuis housing and teachei'-training costs -would be 
much reduced in comparison with single-session 
ari'angements. Again, if teachers are paid more fbr 

two sessions than for one, but at a lower hourly 
rate, savings inboth tile inunber of teachers and in 
the salai'y bill canl be achieved. In Senegal, for 
example, those teaching the second sAift receive a 
25 per cent supplement to their basic salary for a 
48 per cent increase in hours worked, while in 
Ghana a 60 per cent allowance f'or double-shif't 
teaching is paid. 

As regards recurrent costs mnore generally, 
doul)le-shift schooling usually iuwvo)ves economics 
inithe cnployneiit of'clerks, cleaners, aind mailte
iance and security workers. Although the unit 
recui'ent costs are not halved )ydouble-shift ai
rangelients, )ecause the more heavy use of plant 
involves higher maintenance expenditures over 
time, the ecoloinics call be significant. 

Tile inost substantial cost-savings fron 
multiple-shift teaching arc in the area of' capital 
costs. Mijor savings iii land, equipnent, libraries, 
laboratories and classrooins cali be made. Zai
hi;i's extensive uIse of' double and triple shifts al
lowed its unit Capital costs at primaimay level to be cut 
alhnost i l af'.i Tis is exceptioilal sii(;e the're a'e 
iany' reasons why iloviug to a dotible-shift system 

would not reduce untit costs by half. IhiJamaica and 
Malaysia, the extira inainteiance costs togethier with 
lower average enrolinent ini tile afte'rin oons result
ed ini unit capital cost-savings of 32 and 25 per cent, 
respectively. 
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Although the balance of the above observations 
is positive, there is, of course, a range of 'economic 
costs' that attend the introduction ofinultiple-shift 
schooling. Parents have to look after their children 
during the shifts they do not Ittend and the Costs 
of this may be substantial. Tutors arc sometimes 
retained privatcly in order to compensate for the 
shorter school day for the pupil. Finally, there are 
also risks for the quality ofschooling. The school is 
usually moire tense and hurried; the time for prep-
aration, teaching, breaks and homework is reduced; 
and teachers, particularly those who have already 
taught a morning session, may be tired and there-
fore offer less effective instruction. Furthcrmore, 
management costs increase when the conditions 
become more difficult. Perhaps most significantly 
for Schooling for All policies, younger :hildreii 
tend to be shifted to afternoonl sessions, which are 
generally less attractive to teachers, 

Nevertheless, these problems are not decisive. 
There is, in flact, little evidence to suggest what 
impacts multiple shifts (and their associated loss in 
time-on-task) ha'e upon the cognitive achievements 
of childrein. Early studies ill Malaysia and Chile 
found no significant association between the level 
of academic performance and tile nubellr of shifts 
ill a school day, except where the physical facilitics 
were not adequately designed to accommodate 
multiple-shift teaching. 

Reducing the attendance obligations of' pupils 
appears to provide a further way of increasing 
pl)ipil/teaclher ratios. Shorten ing tile iumber of' 
weeks iin the school year, however, is probably 
associated with declining quality, except lwhere gross 
inefficiencies oi" teachei absenteeism are already 
prevalent. Howve'r, e Firencetom Venezuela stig-
gests that reducing the mber of' hours per day is 
probably not so clearly associated with dcclining 
quality (at least down to about six hours per day). 
Pai't-day attendance, its ill dotible-sh ift schooliig, 
tends to reduce the opportunity costs of schooling 
foi' poorer households, which often depend pal.-
tially on child labour. For all these reasons a move 
to multiple-sbhif't teaching presents one of the most 
promising mcans of'cidluciiig plipil/teacher ratios 
in many countries. 

Another means of' using teachers more intcn-

sivcly is to increaseclass size. Research in some dcvel
oped countries shows that variations in class size 
from twenty-five to Forty pupils have no effect on 
the pcrfrtIalicc of children ill achicvmint tests. 
At the primary level, classes of up to forty-five 
children are judged to be tolerable, though unde
sirable. Whatever the reported average figure for 
class size at the national level, however, there is 
always a wide dispersion around the mean. At
tempts to raise class size should obviously focus 
upon those schools with small numbers of children 
per class, while reducing, wherever possible, the 
numbler of overcrowded classes. 

Often, of course, the low pop)ulation density in 
rural areas makes it difficult to increase class size, 
whereas overcrowding is a commoni problem iin 
urban centres. Carefully monitoring school data 
and rationalizing licilitics (school mapping, for 
instance) can help deal with this. But in some 
countries the geographical distribution of the 
school-age population presents an important conl
straint on tile effectiveness of' such measures. 

Improvinginternalefficient 

The counterpart of using teacheccs more intensive
ly is achieving a morc eff'Cctive use of pupil time. 
The unit cost per Arraduate f'rom each level of the 
school system is the relation to the average time it 
takes for a child to graduate. Reducing the average 
tinle-spail by reducing attrition (drop-out) and 
grade repetitioi necessarily ieduces tin it costs. 

Children who leave school before the end of' 
defined cycles are oftenl descril)ed as (dirop-olits. 
Whether dropping out is indeed more 'wastefiul' 
than leaving at an established exit point is debata
ble. Drop-out is wasteful only if' the I)cncits of 
schooling aie disproportioiately bunched at the 
end of' each particular cycle (for examplle, because 
of'dCegiee certification). Diop-oit is not wasteful if' 
the benclits of schooling accrue on a pi'o rata basis 
(assiim ing a threshold to mai itai n them is 
reached). This may be plausible fi' some subjects 
and skills, but not for skills such as literacy and 
iumicracy that take several years to acquire. At 
later points iin the primary cycle when basic skills 
have been acquired, early departure may affect 
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Box 7. 1 Learningand class size 

Current opinions on the effect of class size on pupil 
learning are contradictory. Some educators endorse 
the idea that it is perfectly feasible to get good results 
with large classes, while others disagree, especially when 
the class size exceeds 100 pupils. Factual data are very 
sparse, especially for Africa. The results of recent evalu-
ations of the education systems ofTogo and Niger show 
that while learning diminishes as class size increases, 
the decrease is relatively moderate and learning re-
mains significant even in very large classes. Relative to a 
class of 30 pupils with an achievement level of 100, the 
achievement level ofcomparable pupils in a class of 120 
is 92.1. 

These studies further show that multi-grading makes 

primarily the social benefits of Schooling for All 
rather than ccon,,'uic cficiency. 

According to recent data from twenty-five 
low-i come couttries in stub-Saharari Africa, 13 per 
cent of' prinma-y-school pupils and 10 per cent of' 
secoIdlaiy-school pupils repeat grades. Repetition 
ratesvarywidelyacross countrics: fiom one-third of 

prinwmy-school pupils in Mali, Togo and the Ccl-
tral African Republic; over onc-fiftlh in Benin, 
G;uiica-Bissan , Guilca and Mozamlbique; to nearly 
zero in the United Republic of Tanzania, Zimba-
bwe, Ghana aid Zambia, where policies of auto-
matic prom()tion prevail. This range (lemo istrates 
an (pport tin ity: pri mary-school capacity could be 
increased by over 20 per cent ill seven of' the 
low-income Af'rican countries simply by abolishing 
repetition. This reform alone could push cnrol-
ment ratios up friom their presenrt 65 per cent to 75 
per cenit without any increase ill education costs. 

The impact of abolishing grade repetition oil 
learri ilg achicvement remains confroversial. Clear-
ly, some small level of repetition allows slow learners 
with special problems to be diagnosed and helped. 
But the standards adopted for promotion within 
the school system should not be set at a level that is 
inappropriate for a significant proportion of pupils 
in cadh grade. There is no doubt that repetition 
rates should be reduced in most of those countrics 
that currently have low cnrolment ratios. In such 

it possible to increase class size in sparsely populated 
areas and to achieve better learning levels than in tradi
tionally structured classes (through more independent 
work by pupils, better opportunities for managing dif
ferences, etc.). 

One way of increasing the pupil/teacher ratio in 
urban areas, as an alternative to increasing class size in 
the traditional system, is to introduce double-shifting. 
The studies show that learning in double-shift classes 
compares reasonably with learning in a traditional set
ting, and thatachievement can easily be keptat the level 
attained in single-shift classes through the provision of 
more favourable pedagogic conditions. 

Towards a Plan ofActionfor the Sahel Countries 

countries, savings of at least 5 per cent of recurrent 
spending on education would result, without incur
ring substantial costs to the quality of'schooling. 

(ailal costs 

Capital expenditure on education in low-income 

countrics and others implementing structural ad
justment policies fell during the 1980s, much more 
sharply than did recurrent expenditure on eclu
cation in real terms. This was primarily due to 
budgetary constraints and only rarely to savings in 
capital costs. 

Corn parative data on construction costs ill ccli
cation are scanty and unreliable. However, the 
experience ofa number of countries demonstrates 
that, by using local rather than imported materials 
and by using low-cost, low-nmaintenance construc
tion technology, considerable savings can be made. 
By tising this approach and increasing the involve
mnit of local communities in construction work, 
Senegal, for example, has reduced capital costs by 
40 per cent (albeit from a very high cost base)T
since 1985. 

Boardingvel'sus day school" 

Both capital and recurrent costs can also be affect
ed by reducing the use of boarding schools where 

67
 



Eduicttion for All: 
the requirements 

Box 7.2 Reducinga necessary cost: self-supportingboardingschools 

The higher costs of boarding schools have always been duties are shared, and farming and gardening are used 

obvious to education planners in developing countries, to earn money. Work-based education is fully practised 

What has been less obvious to the critics of such insfitu- in a natural, real-life setting. The general curriculum 

tions is the lack of feasible alternatives to such pro- subjects are taught in classrooms and all requirements 

grammes in sparsely settled rural areas. If education is are met. The usual government support is provided. 

to be offered at all to pupils in these areas, some form of Another boarding alternative is provided in Wat 

boarding facility must be provided. A compensating Sakaew School in a Buddhist temple in Wat Sakaew. 

factor is that the boarding school often provides better Traditionally, the monks in the temple accept orphans 

nutritional support and an enhanced environment for who are provided with board and taught at the school. 

learning than would be available in many of tie pupils' Increasingly, pupils from broken or economically disal

homes. vantaged homes have come to the temple. Through a 

Where it is decided that boarding facilities are neces- combination of self-help measures and assistance from 

sary, means to lower their inevitably higher costs should non-governmental organizations and individuals, over 

be pursued. In Thailand, the Maehongsorn Provincial 2,000 children have been accommodated at the school 

lrimary Education Office started a 'Self-Supporting at one time. 
Boarding School' as a pilot project. The school was These two examples indicate that there are alterna

intended for school-age children from scattered hill- tives to expensive, solely government-supported board

tribe households. Children are boarded in a cluster of ing programmes. If Education for All, rather than cdu
houses, ten to twelve pupils in each house with a teacher cation for the least expensive pupils, is to be attained, 

acting as a foster parent. such alternative programmes will have to be instituted 

The school is operated as a co-operative; household more widely. 

they are not socially or pedagogically essuntial. pelidence on boarding schools as secondary cdui-


Recent evidence from Nlalawi shows that the annt- cation expands and as day-provision becomes in

alized capital and recurrent costs per pupil ofboard- creasingly viable. Eligibility for boarding status
 

ing schools are more than twice as high as those of should be sharply restricted to those from isolated
 

day schools. For Somalia the differential appears coll munities; children from urban households
 

to be as great as 250 per cent. Ironically, boarding should not, under normal circumstances, be al

schools are particularly prevalent in the countries lowed to board.
 

that can afford them least. If boarding schools are Many of the ideas presented here have, ofcourse,
 

necessary, they require careful planning to mini- been tried in the past and Fliled, while others
 

mize costs; where they are not necessary, they rep- remain politically or managerially impractical in
 

resent a poor use of scarce resources. The main certain contexts. Double shifts and large class-size
 

reason for boarding programiis is that a fiairly have been used for a long time and often with
 

small proportion of primal)' leavers continues to tnfortunate educational results. It may also be
 

secondary school, so it may not be possible to noted that while such ideas from the North carry
 

provide cost-effective day schools in all rural areas, great political weight, research on practical alter-


Boarding facilities are therefore necessary if' chil- native means of financing education in the South
 

dreil fromt rural households are to gain access to is likely to receive much less attention.
 

secondazy school.
 
To sonic extent, then, the higher unit costs of Restructuring education systems 

secondary schooling in poorer countries are an 

inevitable consequence of their lower secoidary- Changes in the structure of the education system 

enrolment ratios. While this situation cannot be could release sonic resources for progress towards 

changed overnight, care is nleeded to reduce de- Schooling for All. Certain reforms can expaid 
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access to primary schooling and enhance achieve-
ment at realistic lcvcls of cost. The structural chang-
cs considered hcre can be broadly classified as 
follows: changes in the length of different educa-
tion cycles; changes in the age of entry to formal 
schooling; organizational and )cdagogical rclorms; 
and developing links between education and pro-
ductivc work. 

First, howcver, it is worth noting seven structural 
features, common to many education systems, that 
provide a framework for the subsequent analysis. 
1.There is a wide variation among countries in the 

length of'different education cycles. The longer 
these cycles are, especially at the higher levels, 
the greater the resources required For their sup-
port. ILongcr cycles tend to have lower success-
f*ll completion rates than shorter ones. 

2. The imajority of countries enrol pupils for the 
first time between the ages of'5 and 7. Many of 
the poorest coun tries have significant propor-
tions of over-age pupils entrollcd at anry given 
grade level. Lower ages of first entry imply long-
er periods of' schooling before pupils rcach cm-
ployable age. 

3. 	1nrolments are concentrated in the first cycle 
whcc unit costs are lowest. Typically these unit 
costs are bctwccn 2 and 10 per cent of those at 
tertiary levels. Technical and vocational educa-
tion tends to be more expensive in unit-cost 
terms than general schooling. The benefits aris-
ing fiom these additional costs are often not 
clearlyjustificd by increased benefits in the ]a-
bour market. 

4.The organization of teaching and learning vat-
ies widely. In many systems physical resources 
are not fully utilized throughout the working 
day or year. 

5. Pedagogical methods appear capable of'produc-
ing pupil achicvcmcnt in line with curricular 
goals, as cvidenced by the performance of' sic-
cessful individuals and institutions. However, 
they frcqucitttly Ifail to produce learning out-
comes that indicate most pupils are achieving 
well; this is evidenced by high failure, repetition 
and drop-out rates. 

6.Opportutities to mix periods of' study with pro-
ductive work are a feature of' some systems at 

levels beyond the first cycle and these can make 
useful contributions to cost reduction. 

7. Non-traditional education delivery systems aire 
widely used (distance cducation, non-flrmal pro
grammes, etc.) but are rarely if cver the main 
source of provision or primary-school-age chil
dren. In most countries expenditure on non
formal education accounts for a small percent
age of that for the formal system. 

The critical policy question that arises is: which 
structural reforms oflfcr savings and incrcased ef'fi
ciency without compromising the quality ofeduca
tion? 

The length oschoolo,chvaries considerably among 
countries. Primary schooling most commonly takes 
six ),cars (over half'of all countrics), but there is anl 
extreme range of three to nine years. Secondary 
schooling varies flom two to nine years, although 
six or seven years are most common. Higher cdu
cation ranges from two to six or more years. 

These general patterns conceal wide variations. 
For example, it is quite common for parallel systems 
to exist at secondary level with different curricular 
bases (technical, vocational and gencral) and 
lengths. A number of systems have variable-length 
first cycles, for example, to cater for the need to 
transfer to a different medium of instruction. The 
length of cycles obviously has implications for the 
resources needed to achieve Schooling for All. 

The most problematic cases are where long pri
maty cyclcs are coupled with long secondary and 
tertiary cycles. In the context of'highly constraincd 
public budgets, there is a tra(lc-off bctween the 
provision of' l)laces at differltit levels of' the system. 

The greater the length of the primary cycle, the 
greateriwill be the costs of'providing places through
out the cycle for an age cohort. A reasonable as
sit inptioti is that these costs increase proportional
ly For each additional year. Excessively long cycles 
are likely to have lower internal efficiency bccause 
the possibilities for repetitionI will be greater and 
drop-out is more likely bef'ore the end of' the cycle. 
Where this is true, the number of'pulil places that 
have to be provided per'successful comlpleter will 
be increased. 

UNESCO statistics indicate that the average 
length of timc for a pupil to complete a five-year 
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primary cycle varies from 5.0 to 7.7 years. Of Thesc observations favour the argument for the 
twenty-five African countries, only three have aver- lower-cost stratcgy of extcnding the length of pri
agcs below 5.5 years and thirtccn have over 6.0 mary schooling. Although there are legitimate 
years. Less than 75 per ccnt of ain age cohort needs for some specialization and special facilities 
survive to grade five in twenty-eight of the fifty-scvcn (as in science) at the level of grades seven to nine, 
countries in the sample, including fiftcen of the these needs are not necessarily best met in convcn
twcnty-fivc African countries. Ai important corol- tional secondary schools where such resources arc 
lary is that these ratios have been deteriorating in generally more accessible to older pupils rather 
twenty-two countries since 1980 (more strongly so than to those completing their basic education. 
in the Arab world than elsewherc), thus increasing The most common age f'enty to thep/imaiy school 
the cost of achieving Schooling fbr All. in all regions is 6 years. Latin America and Oceania 

The most relevant structural question concerns are the only regions where a substantial number of 
the length of post-primary cycles. This, together countries have an entry age of 5. Africa has the 
with the progression rate from primary to second- highest proportion of systems with an entry age of 
ary schools, has substantial implications Foi re- 7. Ill most cases these are minimum ages for entry, 
source allocation. If post-primary education is op- with over-age entry being ficqucent. The policy 
crated in a costly manner (residential schools, issue here is whcthcrage of entry should be changed 
technical and vocational schools, and high propoI- and, if so, what are the educational and cost impli
tions of expatriate teachers), it will absorb a dispro- cations. 
portionate amount of resources. The average age of entry to schooling is Elling 

Allhough there are many factors at work, reform- in many countrics primarily because of a reduction 
ing the structure of post-primar , education could in over-age entry as systems develop. In addition, 
release resources to improve both the quantity and many countrics have established pre-school facili
quality of primary schooling. Some countries (Gha- tics that help prepare children to enter school at 
na, for example) have already taken such initiatives, the minimum allowable age. 

There appears to be a growing international The significance of entry age for achievement 
consensus that six years of schooling constitute a depends partly on the quality of the educational 
basic minimum primary cycle needed to gain the environment outside the school. This comprises 
range of bcncits associated with sticcessful com- many aspccts, including the clefcts of child-rearing 
plction of primary school. Six years has become practices, the support for educational activity in 
the most common length of tile primary cycle in the home, the existence of, informal groups to 
both developed and developing countries, reflect- support the educational development of pre-school
ing this emerging consensus, ige children and the richness of learning opportu-

Initiatives in countries that already have high nitics outside tile home. Many studies of cognitive 
gross enrolment ratios reflect an increasing con- development indicate the importance of early learn
mitment to an eight- or nine-year open-access pri- ing experiences for su)sequent development and 
mary cycle. This raises the important issue of the provide a compelling case for early entry to school. 
relative benefits of expanding primlluy -::hools or Providing equitable and early access to primary 
locating grades seven to nine in junior secondary schooling is likely to lessen the cumulative differ
schools. The latter generally have higher unit costs, cnccs that would otherwise emerge in learning 
and a1change of' school is associated in most sys- achievement associated with out-of-school inlflu
tems with increased drop-out t the transition Ic%- ences. 

el. Curricular and teaching concerns are relevant 
to the choice of strategy. At present, curricular 
differenices between prinmary andi junior secondary 1. See Monograph II, Chapter 3, Ir a more detailed 
schools tend to be much less marked in developing discussion of early childhood education and the gener
than in some developed countries. al environment for learning. 
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Where an increase in entry age has been tried, it 
has generally proved unpopular with parents. In 
Sri Lanka, the age of cntry was raised in 1972 from 
5 to 6 years and the open-access cycle was short-
ened at the same time from ten to nine ycars. This 
las~cd until 1977 when a new government reduced 
the entry age back to 5 years, in the face of wide-
spread dissatisfactiori. 

Pedagogical arguments favour lower rather than 
higher ages of entry to schooling. Current trends 
Ire in fact towards rcductions in the school entry 
age and there is convergence around 6 ycars. Re-
ductions below this are prelmature unless all school-
age children are enirollcd. The challenge is how to 
mike earlier entry ages available in ways that make 
more use of communtity resources (for example, 
through structured play groups and informally 
orgt uized kindergartenis) which can )e supported 
at iIILIch lower costs than formal schooling. 

Ways of' oganizing and providingins/ction vary 
widely, related to the different ways ilwhich phys-
ical Fhcilitics and human resources are used. The 
key question for Schooling for All policy is which 
organizational and pedagogical reforms offer the 
most cost-effective ways of improving internal eil-
ciency. Three prelinminary observations give insight 
into this. 

First, the teaching loads of teachers vary widcly 
from system to system. In some countries these 
may approach forty hours indouble-shift schools, 
the m;jority of this time being SpcnIt in contact 
with children. In other cotmitrics teaching loads of' 
three or four periods a day are common, amount-
imig to about fiftecn hours of' teaching tweek. 
Tcacher/class ratios range from less than one to 
more than two tc:lcicrs per class in some flvorecd 
institutions. The n umber of, lon-teaching staff onl 
school payrolls also var'ics from nt;c to parity with 
the teaching staff. These variations suggest that 
resour'ces already available could be mobilized in 
some cases to increase both the number of' school 
places and the quality of instruction at very low 
additional cost. 

Second, pedagogical practices typically involve 
pupils remaining inwhole class groups during all 
teaching hours. Time spent by pupils working with-
out direct supervision during school hours is usual-

ly small. Yet much useful learning does not depend 
on the continuous presence ofa teacher. Opportu
nitics to use peer group learning, to involve older 
children in collaborative learning with younger 
children and to mobilize community members to 
supervise and assist with structurcd Icarning tasks 
are seldom exploited. 

Curriculum design reflects the presumcd needs 
of the more able learners more often than those of 
average or belciw-averagc achievers. Fretcquently, too, 
the infrastructure for successful implementation 
in average and below-averagc schools is assumed 
rather than planed. Continuous and linear learn
ing sequences are more common than modular
ized learning units that can be deployed flexibly to 
cater for videly varying needs and rcadiness to 
learn, and irregular at ten dance. Inordinate 
amounts of instructional time are used to practise 
for public examinations, which may have backwash 
effects that extend through the curriculm over 
several grades. Many of the attributes that limit 
icarners' access to the curriculum could be changed 
for costs that are small compared to the recurrent 
budget. Some curricular reforms offecr scope for 
savings that could be used to increase the number 
of classroom places available. 

Third, school years average about 180 days world
wide. On the basis of' a 5.5 hour work-day, this 
results in 990 hours available for instruction. But 
this bclics the fact that in many systems far fewer 
days are actually available for teaching. Experience 
from several countries indicates that the real 
number of teaching days in rural primary schools 
may be anywherecbetween 10 and 30 per cent less 
than the official number. The reasons commonly 
include: loss of days at the begirvning ofeach school 
term for registration of' new anin returning pupils, 
school rcf'urbishmcnt/cleanfing, etc.; a week or 
more per term used for examinations, when nor
meal teaching is disrupted; a week or more used for 
reviewing examinations; sl)ccial school events 
sports days, school exhibitions, visits by dignitaries, 
etc.; public holidays falling cdiuring the school year; 
and unplan ned occasional leave and teacher ab
sentceism. 

Pedagogi cal reformn has been high on the agenda 
ofa number of countries. Many of the innovations 
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Box 7.3 Educationreforms in Ghana 

The World Bank supported the introduction of the cr-training programme for upgrading untrained teach-
Ghanaian Government's education reforms through an ers has been adapted to cater to O-level certificate 
education sector adjustment credit in 1987. The com- holders. In addition, since the government has decreed 
prehensive nature of the reform has attracted financing that all untrained teachers must have received upgrad
from other international donors, including grants from ing training by 1995 or face dismissal, the Ghana Organ-
UNDP, Switzerland, the United Kingdnom, Norway and ization of Teachers is setting up night classes to assist in 
Canada, as well as concessional lending from the OPEC skills upgrading. In order to attract good candidates 
Fund. Until recently, international assistance had all into the teaching profession, stipends have been intro
but disappeared in Ghana. duced for teachers in training. Since manyJSS teachers 

One of the ultimate goals of the reform is to better will be teaching double shifts, a double-shift allowance 
prepare Ghanaian youth for employment in agriculture of 60 per cent of base pay is foreseen. 
and the non-formal sector. Whether it realizes this oh- Implementation of the vocational curriculum has 
jective will not be known for several years. However, it proved to be somewhat problematic. First of all, there 
can safely be said that the government has been success- exists a considerable degree of misunderstanding re
ful in (i) increasing access to primary education while garding the whole concept of vocational skills and how 
(ii) maintaini, , education's share of the budget they should be taught. Second, in the short amount of 
(through decre ;ing unit costs). time since the reform has been under way, there have 
Improvingpedagogicalefficiency. The newJunior Second- not been enough technical teachers trained to teach 
ary School (JSS) curriculum has been introduced into these courses. 
schools, and teachers' guides for science instruction Budgeting, cost savings and cost recovery. The reform pro
and for practice in the use of handtools have been gramme is reported to be successful in that enrolment 
developed. Alnost all new JSS schools have the new (intake) increased by 11.8 per cent in 1989 (above the 
texts, science kits, science tools and stationery. (In fact, original plan of 5 per cent) while the education budget 
educational expenditure on non-salary items increased still accounts for only 3 per cent of GDP, as it did prior 
flor 2.8 per cent in 1986 to 3.1 per cent in 1987; the to the reform. Overall, unit costs at the primary level 
planned expenditure for 1988increased to 8.5 percent.) have decreased from ani already low figure of $25 in 

A National Planning and Implementation Commit- 1984 to $21.60 in 1988. They have increased slightly for 
tce was set up for the training ofJSS teachers and for the secondary schooling, from $119 in 1984 to $129.60 in 
implementation of tleJSSprogramme.Amodular teach- 1988. These figures are quite impressive, given that 

that have been introduced seek to increase the to encourage them to hire fewer teachers and 
amount of self-instruction time, make extensive invest in more self-instruction ;naterials did not 
use of written and audio-visual material, and use take place as anticipated. The 40 per cent cost 
strategies where pupils teach each other. Project savings that had been projccted did Inot material-
Impact is one of the best-known attempts to (10 all ize. The savings that were iladel producedl no fi
this. Its original goals included increasing pupil/ nancial benefits for the schoo!s that made them 
teacher ratios to 150:1 or more, thus making con- and there was consequently little incentive to sus
siclerable savings oil the largest single cost, tail the innovations. In Liberia, the average school 
teachers' salarie:;. From its origins in the Philip- s .e did not reach that necessamy to realize siglifi
pines and Indonesia, derivatives have spread to cant economies of scale and the cost evidence 
MalaysiaJamlaica, ILiberia and Bangladesh. suggested that the unit costs for project schools 

Though it is clear that Project Impact has had were likely to exceed those for ordinary schools. In 
maly positive outcomes, large cost savings have Indonesia, the cost savings were also less than had 
not been clearly demonstrated. In the Philippines, been hoped. The per pupil cost of materials was 25 
changes ill the arrangemnicits for financing schools per cent higher than in ordinary schools, though 
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teacher salaries were raised in 1986, just prior to the saving of $0.72 per pupil per day for the latter). Al
reform. Cost savings were realized in several areas by though the government has not made much progress in 
eliminating unnecessary staff, introducing user fees for eliminating the boarding subsidy, it has decreed that no 
textbooks and eliminating the food subsidy at the sec- new boarding schools shall be constructed and has 
onclary and tertiary levels. converted some boarding facilities to day schools. 

A 1986 census of Al pupils and staff in second-cycle 
institutions uncovered many irregularities, including a Community involvement. Before the reform, many com
number of non-teaching staff over and above the number munities had lost interest in assisting education. The 
of established posts. In response, a reduction of 8,500 reform has served to infuse new energy into these com
non-teaching staff at the secondary level has been munities, particularly in the southern half of the coun
achieved. There is also a freeze on the number of try where parents have historically been more attuned 
teachers' posts, effected by reducing the output from to the need for education. This is partly attributable to 
teachers' colleges. This ensures that the number of new the fact that the reform has been widely publicized and 
entrants does not exceed the number leaving the serv- promoted at the very top. 
ice through retirement or natural attrition; it also serves At the primary level, communities are responsible for 
to control the employment of untrained teachers. school construction. The new modular roofing scheme 

The Ministry of Education has introduced a textbook- (wherein the government provides pre-fabricated roofs 
user fee from primary class 3 upwards. Pupils are also and the community builds the school walls) has made it 
responsible for all stat; nery items and exercise books easier for communities to provide schools. At thejunior 
sold through the schools. A revolving find has been secondary level, communities have willingly met their 
opened solely for the future provision of textbooks and obligation to provide workshops. On the other hand, 
stationery to first-cycle schools. schools and their communities have not been too suc-

At the secondary and tertiary levels, there has been a cessful in developing income-generating schemes. 'I his 
substantial decrease in government subsidy. Secondary is due in part to the fact that teachers are not prepared 
and tertiary pupils pay the full cost of textbooks (for for their roles as entrepreneurs in this context. 
secondary pupils, this is about $10.80 per pupil) and 
exercise books. The food subsidy for secondary and Adapted from C. CoIclough and K. Lewin, 
tertiary pupils has been totally eliminated (this is a EducatingAll the Chiliren: The Economic Challenge 
saving of $0.36 per pupil per day for the fvi mer and a for the 1990s 

this was offset by lower staffcosts to result illoverall the costs of distance education are not necessarily 
savings in the unit recurrent costs of'between 2 and lower than those of traditional delivery systems 
12 per ccnt ilnthe project schools. and a mixed picture emerges if costs per successful 

Project Im pact indicates that learning achieve- graduate are cor)utedi. 
ment does not neccssarilystuffer if reductions in the A fieal pedagogical innovation worth comment 
time pupils spend with teachers arc accompanied relates to curricular goals and achievement Many 
bysipporl F.: p)rodlictive lcarming. lowever, where mass-c(lucation systems arc based oil the assumip
such al)proaches are in competition with a convcl- tion of a basically linear nrogress through successi
timmal pedatgogy of whole-class teaching through- ve levels, where wh at is taught and learned at one 
out the school day, the experiellce suggests that level is extended and deepened at the next. i 
self-istructiol approaches will be less attractive. principle this cumulative model of Icarning ought 

Atother pedagogical innovation that is capable to result in higher and Ihigher levels of achieve
of producing cost savings is distance education. ment through the school system. The evidence 
This is more widely em ployed at levels above pri- from achievemenit studies and friom the raw score 
mtary where its attraclions seem greatest. However, test performantce of pupils in many systems is dis
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quicting. Failure to master large proportions of than the market wage. Educational benefits may 
the curriculum at a given level is widespread; sig- also accrue for less than the cost of full-time school
nificant numbers of pupils score at chance-guessing ing. Some recurrent costs (school meals and main
levels on multiple-choice tests after several years of tenance, for example) can be subsidized by the 
instruction. labour of pupils. Work experience is generally 

If curricula in successive grades assume mastery thought to contribute to character building and 
ofearlier curricula and many pupils have, at best, a national unity as well as to transmit useful skills 
poo,"grasp of previously presented material, prob- and to assist community development. 
lems of enhancing achievement will be compound- Community-service schemes that provide oppor-
c~A. The curmulative model oflearning may in prac- tunities for older pupils to work as unqualified 
tice be more cumulative confusion, where smaller teachers or as teacher's assistants in primary schools 
and smaller proportions of what is supposed to be have the potential to make a real cortribution to 
learned are actually mastered at each level. The Schooling For All where shortages of tiachers are 
solution is to construct curricular goals that are acute. Though older pupils may not,! .ffective 
within the reach of the majoritV of children, to as trained teachers, there are many ,. roles 
emphasize those learning outcomes thought to be that they can play. This can relea2. r'. -d teach
essential to all or most of the school population ers for important pedagogical task r".which train
and to concentrate resources o1 their achieve- ing and experience are needed. i.,,portunities of 
:nent. The objection that lowering present achieve- this kind may also eventually attract more pupils 
ment goals would dlamage tile achievement levels into the teaching profession, and give them a head 
of the more able pupils could he countered through start in developing teaching skills and adjusting to 
the introduction of express promotion streams the world of work. In so far as they are seen to assist 
enabling them to progress more rapidly through rather than replace full-time teachers, their roles 
the primmy cycle. This reform would incidentally need not necessarily be seen as a threat to teach
result in a release of school places that could be ers' pay and conditions of service. 
made i,,vailalle to those not currently enrolled. Hlowever, innovations that link education and 
Curricular refbrms of the kinds suggested are a productive labour have several limitations. 
precolldilioI) for the successful implementation * Pupils and parents may react adversely to in
of autonatic promotion policies that can enhance creasing amounts of' time allocated to produc
progress towards Schooling for All. tion if this is seen to reduce performance in 

Individually, nione of tie organizational and competitive examinations that give access to 
pedagogical innovations discussed here is likely to modern-sectorjobs. 
transform the prospects ofachieving Schooling for • The physical environment of the school may 
All. However, they fiacilitate more eflicient use of preclude some kinds of activities (For example, 
existing resources and, in combination, offer pros- agricultural production depends on the availa
pects of' significant increascs in the provision of' bility of suitable lid; )rodluctioll of artelacts 
school places while maintaining quality without for sale depends o1 materials, tools and an ac
escalating costs. cessible market). 

Socially productive work as part of education can " Education institutions may compete with local 
release resources for Schooling for All. It can do so producers and undermine their livelihoods if 
by reducing the time pupils spend in school while they )producesurpluses for sale. 
shifting responsibility for their supervision and * Production linked to schooling is likely to be less 
training to other organizations that benefit from efficient than commercial production; iL i;.ere
their work. The economic attractiveness of these fore may have to be subsidized ol- protected. 
schemes lies in the buldgctary savings that they e Scarce production skills have an economic val
generate. Such savings occur if'necessary tasks with- uc and skilled practitioners may be unwilling to 
in the public sector are pcrformcd at costs less share these with pupils. 

74 



Financing
 
Education for All
 

Too much emphasis oil production (in order to 
compensate For declining school revenues) may 
lead to the subordinatioi of lcarning to repcti-
tive manufacturing tasks that provide little co-
herent skill acquisition. 

In many of the least-developed countries, school-
irg issccn as a conduit through which scarce 
opporttilities for inodern-sector employment are
regulated. The excessive emphasis on certification 
that accompanies excess demand for access to 
schooling is not easily neutralized by appeals to 
eschew academic education in avour ofacquiring 
vocational skills for which the financial and status 
rewards are less attractive. 

For most of, the primary cycle, substaltial alloca-
tion of time to work experience seems of marginal 
vahle. Its benlefits have to be set against the success 
of' pupils ill reaching basic lear'ning goals, which 
most systems value highly but which many pupils 
fail to reach satisfactorily. The more time allocated 
to work experience, the less time will be available 
for basic learning. 

Of' course, older pupils can make useful contri-
butions to school income and fhe balance of' ad-
vantage for learning tasks related to production, as 
opposed to basic skills, may look different as entry 
into the labour market approaches. Successful 
schemes cal, generate contributions to Food coll-
sumed by)pupils, cash income fiom the sale of' 
artel'acts and worthwhile inputs into the mainte-

iance of' school f'acilities. These are likely to be a 
small, but useful, proportion of' total recurrent 
finance, 

Redistributing expenditure 


Where resources are severely constrained, as they 
are in the poorest and most heavily indebted coun-
tries, progress towards Schooling For All requires 
policy measirres that redirect expenditure to the 
primary cycle. Five types of redistribution need 
consideration: (i) between sectors; (ii) between 
delivery systems; (iii) between higher and lowei 
education levels; (iv) between types of' institution; 
and (v) between types of' cxpenditure. The over-
riding policy question here is which kinds of 'cdis-

tribution arc a priority illpursuing Schooling for 
All and how these can best be encouragcd by na
tional and international initiatives. 

Redistribution between sectors occurs For both in
tended and unintended reasons. The first issue is 
the relative share of cducation compared to other 
sectors within the national budget. The evidence 
suggests that for a substantial group of countries,
especially those in sub-Saharan Afiica, but also in 
other regions, educational expenditure as a per
centage of the national budget has declined more 
often than it has increased over the las decade. 
l)ata fiom World Bank development reports sug
gest that, over the period 1972-86, more than 
twice as many low- and middle-income countries 
reduced the proportion of' governmenrt expecndi
tore oil cducatioi than increased it. Moreover, this 
redistribution was stronger in relation to the edri
cation sector than any other. It appears that mili
tary expenditure has not suffered in the same way, 
the more so since it is generally thought to be 
tnder-reported in national accounts. Even where 
proportionial budget allocations for education have 
remained unchanged, low or even negative growth 
in the budget as a whole in those countries serious
ly affected by recession has reduced the real value 
of' expenditure on education. 

The direct and indirect costs of civil disorder 
and war are difficult to estimate. In those countries 
most severely af'fected, such costs have a substantial 
negative impact on growth in gross domestic prod
uct (GDP) and on the level of'non-defence-related 
public-sector spending. A recent study argues that 
twelnty-one out of fifty-three Afirican states haveexperienced war as a major factor in suppressing 
economic growth, comparable only to the effects 
ofdecline in their terms of'trade. This has resulted 
in a decline in ,I)Pgrowth regionally f'rom a prob
able 5 to (6pcr cent to the actual 2 to 3 per cent 
(that is to say, below the aveiage rate of population 
growth, meaning reduction in G1)P per capita in 
many cases). 

Examples fiom Asia and Latin Amer'ica suggest 
similar trends. In Sri Lanka, government spending 
oil developmentliprojects has been truncated while 
civil disorder persists, drawing attention to other 
delcterious eff'ects of violent strife. These include 
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dislocation of development plans (such that carli-
gains may be negated), destruction of infra-

strilCturC and physical facilities, reallocation of 

skilled and trained staff away from the social sec-

tots, and neglect of medium-term planning and 

policy review. All these circumstances inevitably 

contribute to undermining the morale and proles-

sional commitment of teaching staff, one of the 

most fragile and critical commodities of all. 

In numerous countries, the squeeze on educa-

tion spending, both absolute and as a proportion 

ofthe national budget, has beeni a consequence of 

the rapid escalation of debt service payments, tre-

(lucing the public expenditure base available for 
;ocial sector spending. World Bank development 

reports indicate increased allocations givenl to 'oth-

er expeilditure' in natiotnal budgets and this ie-
flects the increased burden of debt servicing. In-

deed, debt servicing as a percentage of' export 

earnings hts grown sharply since 1980 ill the ma-

jority of dc'elolping countries. 
The signals indicate that some redistribution 

has taken place between sectors, but iin a direction 
that is ulnftvolurable to education. To the extent 

that this has happened, it reflects a diminution in 

either ability or willingness to maintain education 
resout'ce levels, or both. It is, of' course, importan t 

to ascertain which of' these is the dlominait factor. 

There appears to be no simple relationship be-

tween GI)I growth and education expetiditure as a 

proportioil of the national budget. Where Icdtc-

tions in effbrt have occurred these may be the 

result of, t rise ill delt service or other exogenous 

items; lowevetr, it may be that internal allocation 

decisions have lavon-ed other sectors itledpeito-
emtly of' the effects of' recession. In the least-

developed countries and the hcavily ildebted comi-
tries, it is more likely to nave been a problem of' 
ability rather than willingness, 

IRedishbution within the education sector between 
different delivet systems is another policy option. 
Though much has been written about the pros-
pecas fbr' enrolling more pupils outside the con-

ven tional pri miaiy school, there is little reliable 
evidence on such experiences. Non-forial and 

ou t-of'-school progra Il ines are notoriously diffi cult 

to cvaluate in terms of cost. Their forns arc varied; 

sources of support may bc extremely diverse and 
include non-nlonctary contributions of uncertain 
valuc; successful completion ratcs and achicvcment 

data are often unavailable; the programmes them

selves are often transient with costing looking very 

different at different stages in their life-cycles; and 

target groups are often not clearly defined. Studies 

that have tried to compare the cost-effectiveness of 

adult education delivery strategies have often run 

into irresolvable ptrcblems arising from these Fac

tors. 
There is some evidence oti cost-effectiveness 

related to systems that have adopted various forms 

of distance learning. These most commonly in
elude multimedia, open university systems, corre

sponidenbcc colleges and radio learning. In most 

cases these have not supplanted the formal sys

ters; rather they are complementary, satisfying 

demand that cannot be met through existing insti

tutions. 
Studies of out-of-school learning indicate a wide 

range of methods through which young learners 

can accuitrc valuable knowledge. There arc many 

ad hoc arrangements, such as informal apprentice
ships, and many countries have institutionalized 
shadows of the formal system in community-sup
port centres. Because they have less political \,isibil
ity, these are rarely given high priority by govern

ments coping with severe l(lt-fulmdi ig of' the 

fortnal school system. Employers may also be w'aty 

of'supporting such schemes unless they have some 

guarantee that those they train will use their skills 

within the company that spoilsors them. 
Substantial growth in government resources for 

non-formal education and non-traditional delive'y 

systems is unlikely itn most of the least-developcd 

countries. This does not preclde growth in 

non-government support for these programmes, 
though this requires mobilization on a fFairly large 

scale in order to make a major contribution. Even 

where there are substantial cost advantages in adopt
ing new delivery methods, these may be politically 
unattractive ill the short term if' they appeal' to 

offetr edtlcational opportutnities that are seen as 
second best by theiir potential clients. 

Redistibution oj resourtesfiomhigher to lower levels 
has an obviotis tmutltiplier effect built in since unit 
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costs rise in all systems towards the higher levels. 
Thus, limiting placcs at highcr levels, or reducing 
the rate at which the state subsidizes them, holds 
out the promise ofproviding proportionately more 
places at the lower lcvels roughly in the ratio of 
unit costs. The unit cost differences between pri-
miaty and tcrtiary lcvels vary among countries from 
less than tenfold to more than fiftyfold. These 
conditions are often a historical product of inherit-
el salary structures that separated national prima-
iy-school teachers from expatriates working at post-
primary levels of the education system. 

There is no clear picture concerning changes 
that have been taking place in the distribution of 
expenditure between levels. In those countries ap-
proaching universalization of primary schooling, 
the percentage of the budget allocated to higher 
levels will prolably grow as they expand to accom-
moldate more priimary-sclool graduates. Most cot-
tries, even those with low gross enrolment ratios, 
have historically experienced higher growth rates 
at secondary and tertiary levels thain at primary. 
This necessarily results in shifts in resources to-
wards the higher levels. Exceptions are countries 
such as Malawi and the United Republic of Tanza-
nia that have deliberately limited the supply of 

post-primary places and have resisted the pressures
of excess demand (at least in so fir as the publicly 
financed elements of the education system are 
concerned). 

Insub-Saharan Africa, unit recurrent costs have 
been falling at all levels except iinhigher educa-
tion. Median values in constant 1983 dollars (con-
trolling for subsequen t price-level changes) have 
fallen fion $67 to $,18 at primaiy level, and from 
$362 to $223 at secondary; they rose from $2,462 to 
$2,710 at tertiaiy level over the period 1970-83. 
These aggr-egate figures require cautious interpr'c-
tatioi since the countries for which data are availa-
ble are not constant over time. Nevertheless the 
trends they illustrate call be observed in many 
countries. 

Researchers have made attempts to assess the 
impact on the provisioni of primary schooling of 
resources that could be released by reducing or 
eliminating subsidies at higher levels. Their find-
ings indicate that the scope for this tends to be 

greater in French-speaking sub-Saharan African 
countries, where unit costs at higher levels tend to 
increase more steeply than in other parts ofAfrica. 
It is only when large reductions ill subsidy and 
high leveis of recovcy of opcrating costs are intro
dliiced that substantial gains in primay enrolmcnt 
become possible. Howcver, even removal of all 
subsidies at higher and secondary level coupled 
with 100 per cent cost recovery in higher cdli
cation would fail to release enough resources to 
unliversalize primary education in most countries. 

Worthwhile transfers are possible, however. In a 
system that spends 20 per cent of its finance on 1 
per cent of' the age cohort at tertiary level, a reduc
tion in the length of higher education from four to 
three years (and/or by combining some income
earning work experience with study to achieve the 
same effect) could release about 4 per cent of tie 
total education budget. This could finance as much 
as a 10 per cent increase in primary cnrolents 
and expenditure. 

An tindcr-reported aspect of distribution bc
tween levels ofgreat relevance to policy For School
ing 11. All concerns resource allocations within 
schools. Where schools include both primary and 
secondary grades, it is not uncommon to find a 

disproportionate amouit of resources allocated to 
the teaching of the higher grades. This may not be 
captured in data on whole-school allocations, where 
the assumption is that resources are distributed 
according to set staffing ratios, etc. In practice, 
higher-grade classes tend to be smaller (and there
fore bencfit from lower pupil/teacher ratios) and 
have more highly qualified teachers. 

lIedistibutionwithin levels beltween diJerel types 
institution is a policy option that concerns the mix 
of types of institution at the same level and the 
mechanisms for their financing. 'Fle possibilities 
embrace public and private institutions, residen
tial and day schools, fee-paying and free-admissio 
institutions, commtili ty-supported schools, tech
nical ail(l vocational as opposed to general sclools, 
and many others. Clearly some types of' institution 
have higher costs than others and the question is 
whether changing the mix can lower average unit 
costs and thercfore provide more places For the 
same money. 
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Box 7.4 Policy responses to sectoralproblems andeconomic constraintsin Senegal 

Educational reform in Senegal was set against the back-
drop of macro-economic reform. The government initi-
ated a programme of structural adjustment in 1980 in 
response to the economic crisis. The primary goal of the 
programme was to improve management of public re-
sources through sectoral adjustment operations designed 
to ensure more efficient allocation and use ofresources. 
The World Bank reviewed current budgetary expendi-
ture in Senegal in 1980 and concluded that 'A more 
efficient allocation of' current expenditures would ... 
free more resources for maintaining and operating ex-
isting assets. [Further,] there are important potential 
gains in the areas of improved procurement policies 
and practices, improved matching of staff with the tasks 
at hand, additional incentives for budgetary savings, 
design of less-costly-to-operate investments, and cost-
recovery schemes.' 

Within this framework, the education sector launched 
a reform effort, the tcole Nouvelle (New School). The 
reform aims to create an education system that is equita-
ble, efficicat and responsive to national development 
needs. The main objectives are to: (a) assign top priority 
to expanding primary education with the eventual goal 
of universal primary education (ages 7-12) by the year 
2000 and an intermediate target of 60 per cent by the 
end of the Seventh Plan period in 1989; (b) utilize 
existing physical and human resources more efficiently; 
and (c) develop the institutional structure to improve 
the quality and relevance of education. 

The reform also advocates curricular changes intend-
ed to adapt educational content to reflect more closely 
the culture, heritage and realities of the country. These 
changes include: (a) the introduction of national Ian-

The distribudoi, o$" unit costs between similar 
institutions, some of which are relatively favoured 
in tihe allocation of teachers and resources, is often 
a serious problem. It is not uncommon to find, 
within the same area, schools with a surplus of 
teachersand otherschoolswith only half the teach-
ers which they need on tihe basis of their pupil 
numbers. This can occur where, for example, well-
established urban schools are attractive teaching 
locations and where inany teachers are spouses of 
government workers located in the towns. Where 
salaries are paid fiom a central budget, over-estab-

guages into education; (b) the introduction of a poly
technic orientation to the curriculum through the inte
gration of productive work in educational establish
ments; and (c) the introduction of moral and religious 
education in the curriculum. Under this new system, 
education has the following structure: three years of 
pre-school (ages 3-6), a 'polyvalent' cycle (ages 7-16) 
and a secondary or professional cycle of three years. 
Polyvalent education is sub-divided into four stages (ages 
6-9, 9-12, 12-14 and 14-16). 

The most immediate objective of the reform is to 
increase primary-school enrolments through restruc
turing the financing of education by: lowering unit costs 
in education through making more efficient use of 
teachers and facilities; reducing primary-school con
struction costs; containing education expenditure at 
post-primary levels - funds made available from these 
savings would then be reallocated to primary education. 
The government's goal was to maintain the share of the 
sector within its recurrent budget at the 1985/tLo level 
and limit the growth rate for recurrent expcncliture. 

The particular means ofachieving these reforms were 
articulated in a World Bank Sectoral Loan and included 
four elements. 
1. Lower averageunit costsper pupil by 7 per cent through 

the following: 
(a) Recruiting candidates into teacher-training pro

grammes at a ratio offourjunior teachers (institu
teur adjoint) to one senior teacher (instituteur) 
from the 1986/87 school year onward. The ratio 
at the time of implementation in 1985 was less 
than one to one. This was expected to lead to a 7 
per cent reduction in the average cost per pupil. 

lished schools suffer no penalty for excess teach
ers. In contrast, under-established rural schools 
with less attractive working conditions suler the 
double penalty of higher teaching loads and class 
sizes, but receive no benefit from tie 'savings' that 
are made on salaries as a result of their 
under-establishmdent. 

TFhe linal and perhaps most critical redistribu
tive issue for Schooling for All arises from trends in 
the distribution qfexpenditure between di[fre~nt catego
ries: capital, salamy recurren and non-salary recur
rent expenditures. The evidence stuggests that there 
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At the same time, the content and duration of 
pre-service training would be revised and more 
frequent teacher-upgrading programmes would 
be introduced, in order to ensure the quality of 
primary education, 

(b) 	Redeploying 400 administrators at inspectorates 
and secondary schools into primary teaching. 

(c) 	Introducing double shifts in urban primary schools 
and multigrade classes in rural areas. Overcrowd-
ed classrooms for grades one to four would be 
broken up into two shifts each of twenty hours 
per week in place of the previous twenty-seven 
hours per week. The school year would be ex-
tended to compensate and specialized curricula 
would be developed. This was expected: to reduce 
the cost per new pupil by 50 per cent. 

(d) Increasing student/teacher ratios in teacher-train-
ing colleges from 7:1 to about 15:1 by consolidat-
ing two colleges prior to 1987/88 and two more 
colleges prior to 1988/89. The redundant staff 
and facilities could be used fo. other purposes. 
This was expected to reduce the total primary-
teacher training budget for 1988/89 by 15 per 
cent. 

(e) Increasing pupil/teacher ratios and reducing 
operating costs of specialized civil-servce train-
ing schools. 

2. 	 Reduce pimary-school construction costs. The govern-
ment planned to employ an intermediate technology 
of fired brick and/or ram-pressed cement-earth brick 
construction as an alternative to conventional con-
strtction methods. This intermediate technology is 
preferable because it: (a) is more suited to the cli-

has been a shift towards an increase in the propor-
tion allocated to salary expenliture. This trend 
was strongest in the early 1980s and diminished 
over the most recent period for which figures are 
available. The slackcning may well rellect the high 
levels reached: in many coutntrics salaries now ac-
count for more than 90 per cent of the recurrent 
budget at the primary level. This shift towards 
predominantly recurrcnt spending on salaries (toes 
not, however, indicate that salaries have been in-
creasing in real terms. In fict, as indicated earlier, 
the opposite has often been the case. In the United 

mate; (b) would reduce high unit costs associated 
with imported materials and with repair and mainte
nance of existing schools; (c) would reduce capital 
costs because it is labour-intensive; (d) would develop 
construction technology and services at the regional 
level; and (e) would expand community participa
tion in construction programmes. The government 
would facilitate construction of these classrooms main
ly in outlying rural areas. Under this programme, 
communities would provide the local materials and 
contribute 50 per cent of the unskilled labour. It was 
estimated that this would reduce the cost per pupil 
place by almost one-third. 

3. 	Containexpenditure at the post-pnimary level by. 
(a) Reducing the fellowship budget in real terms 

from its 1985/86 level by 8 per cent in 1987/88 
and 3 per cent per annum from 1988/89 through 
1994/95. This reduction would take place mainly 
in overseas fellowships. 

(b) 	Establishing a cost-recovery system in higher edu
cation. This was to be introduced only after small
scale experimentation. 

(c) 	Reducing subsidies to die campus services bud
get by 50 per cent by 1994, to be compensated by 
cost-recovery methods and privatization of cer
tain services. 

4. Limit recurrentexpenditures. Establish ceilings on bud
getary growth rates for recurrent expenditures of 
central administration, secondary and higher edu
cation. These would be limited to between 1.0 and 1.5 
per cent per annum. 
Adapted from C. Colclough and K. Lewin, Educating 

All the Children:TheEconomic Challengeforth 1990s 

Republic of Tanzania, for example, the real value 
of teachers' salaries at the to' of the scale in 1987 
was similar to that of starting teachers in 1977. 

Interpreting fluctuations in capital spending on 
education is always diflicult because of thcir varia
ble incidence. However, in the most heavily in
debtcd countries it has become common to find 
little or no development expenditure available ex
cept that which is externally financed. Cancella
tion of new projects and investment progranmes 
is usually one of the first responses to austerity. 

Recurrent expenditure on materials and other 
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non-salary iterns has fallen, somctimcs nearly to medium-term policy priorities, a reappraisal is ur

zero. This is a fairly universal feature of' countries gently needed. If Schooling for All is to be ad

suffering fiom recession. UNESCO data suggest equatcly financed, econonmics must be madc that 

that in all regions the proportion of' education will enal)lc more primay-lcvel places to bc pro

budgets allocated to teaching materials has been vicleci without diminishing quality. Redistribution 
diminishing; this phenomenon has been particu- must favour lower rather than higher grades of 

larly marked in stub-Saharani Africa. It is safe to schooling if the availableresources preclulegrowtl 

assillC that this expenditure is effectively zero for at all levels. Commitment to Schooling for All is 

a good plroportioII of the school populatiol. This inconsistent with any further erosion of the overall 

has occurred despite well-known studies that indi- scctoral allocation and in most cases will require 

cate the strong relationship that exists between transfers towards the education budget flrom other 
availability of*textbooks and school achiemvement, sources. 
Some countries have taken steps to improve the 
supply of' materials and increase their durability: Raising additional financial resources 
the Philippincs and Ghana are undertaking this in 
the context of structural adjustmcnt, while Sri lan- Opportunities for reducing the unit costs ofeduca
ka has had an effective free textbook scheme since tion and for providing efficiency savings by restruc
the early 1980s. turing school systems are significant, but they can 

The problems of'planned or unplanned drift ii provide only part of' the 'solution' to the problem 
the distribution of' expenditure by type have sever- of universalizing access to primaly schooling. The 
al dimensions: the drift towards salaries and away main difficulty faced by low-income countries is 
from non-salary support; the depletion of profcs- insuifficient financial resources to support appro
sional support for teachers (in-service courses, ad- priate levels of' spending across the whole range of' 
visory and inspection services, learning materials); public-sector activities. Education has been 
and increased reliance on non-governental sup- squeezed by the need to cap public spending and 
port.The first two result in the risk that the invest- to finance rising debt-service obligations, but so 
mcnt made in salaries is comlpomisedl by the clete- too has expenditurc in other social sectors. 
rioration iii conditions to an extent where ef'ctive A critical question, thereflorc, is whether addi
teaching becomes difficult or impossible. If there tional financial resources for education can be 
is no classroom furniture, little written material raised and, if' so, how this could best be done. A 
and no easily available pcdagogic advice, teaching number of advocates of' education policy reform, 
quality will be difficult to maintain. School inspcc- including some aid agencies and international fi
tors with no resources to travel will be unable to nancial institutions, have in recent years conclud
advise schools effectively. The thiirc dimension may cd that additional resources foi education will have 
seem an atiractive proposition and may result in to come from private rather than public sources in 
significalnt community support, but it is likely to be the developing world. 
vVrY txne\enly distributeld, depending on the wealth Userchargesand privateprovisionare two possible 
and generosity of the commuiities that schools options. There are three major arguments for the 
serve. The generation of' resources from school public provision of schooling. First, the benefits of 
communities may increase rather than diminish education accrue not only to the individual, but 
diff'er, mccs ill also to society at large. Without public provision,resource availability between schools. 

To conclude, the various types of redistribution sonie unleir-investment in schooling would be like
idlentifiecd offer the promise of real benefits for ly, even among those who can afford to pay f'or it. 
Schooling for All in so f'ar as they redistribute Second, excluding those who are too pooi' to pay 
resources towards the primary cycle. Where recent school fees would involve efficiency losses arising 
developments have been dhiven more by short- from their unexploitcd humanl potential. 'hird, 
term expediency in response to crisis than by private schooling would strengthen existing inc
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qualities by giving privileged access to education 
and higher future incomes to those who are al-
ready among the l)etter-off. These dangers weigh 
heavily against proposals to finance schooling pri-
vately. 

Such considerations have led, ill the majority of 
countries, to a gradual shift away from depend-
ence upon philanthropic and private funding sourc-
es towards public provision. The fact is, however, 
that in a great many countries a mixture of public 
and private funding of schooling exists. Private 
schools aird colleges are common, both in the 
foror of rich, lite institultios and of secomid-chance 
establishments for those who fail to gain or main-
tain a place inthe public schools. The equity imfpli-
cations of these parallel systems are usually nega-
live: if private schools are of' higher quality relative 
to public schools, they tend to foster easy access to 
litc status; if they are of lower quality, they tend 

lnt to offer social mobility for those who utilize 
then]. 


iPulblic schools sometimes charge fees, albeit sel-
doma sufficient to fully cover costs. Fees often de-
(:line as a proportion of' unit costs at higher levels 
of' schooling, which tends to have perverse equity 
and efficiency consequences in view of' the small 

proportions and higher income characteristics of' 
the population enrolled at upper secondary and 
tertiary levels. 

'he introductioi) of cost-recovery measures at 
higher levels of education, particularly ifcomlbined 
with fee reductions at primaiy-school level, could 
have positive equity and efficiency consequences. 
Additional res(urces for the expansion of primary 
schooling could be generated and tie public subsi-
dies to higher education, which at present benefit 
mainly the richer groups, would thereby l)e re-
dced. It would, of course, l)e necessary to ensure 
that the introduction of such fees does not reduce 

private benefits to levels that lead to a decline in 
absolute tertiaryI enrolments. This would be a dan-
gel' in Some sub-Saharait countries at the present 
time. Equally, such fees would be regressive to the 
extent that they l)r'vent bright children from low-
income households from continuing their studies. 

This problem is accepted by most advocates of 
user charges, who seek mitigation of these costs by 

tile introluction of loans and/orscholarships in or
der to remove tile potential bias against the poor. 
In principle, at least, loan schemes tackle very 
subtly both the p)roblems of equity and of' resource 
generation. By shifting the costs of tertiary educa
tion to the direct beneficiaries and by financing 
them out of, future rather than present income, a 
desirable wedge is opene(l up lbetween eligibility to 
attelid and present ability to pay. Loan schemes 
reduce the future net benefits of tertiary education 
and, by providing a means for poor bright children 
to meet the present direct financial costs, promote 
both stalic and intergencrational equity. 

Student loan schemes are widely used in Latin 
America and the Caribbean, but they are not con
mon elsewhere. Ghana, the United Republic of' 
Tanzania and Nigeria have experimented with loans 
to finance university students, and a new loan 
scheme was introduced in Zambia early in 1989. 
These countries remain exceptions ousidle Latin 
America.
 

Experience suggests that loan schemes confront 
a range of practical difficulties. They tend not to 
become selffinaincing, owing to high default rates 
on repayment, unemployment or abstention from 
the labour market, and high administrative costs. 

Also, tile), do not provide a quick source of addi
tional public reveiue owing to the length of time 
needed for repayments to build up. 

Moreover, although loan schemes l)rovide equi
ty benefits in comparison with the net effects of' 
user charges, there are, of' course, net costs in 
comparison with the typical present structure of 
subsidies. Since the poor are under-represented 
even il fCe-f'ree higher education, student loans, 
which increase the cost ofattendance, would cause 
the inequities of access to increase further. File 
only escape f'rom this consequence would be to 
provide scholarships based on fiancial need to 

promote access for the pool' to higher levels of' 
education; however, this would obviously under
mine the revemue-raising purpose of user fees. 

A more comprehensive option is, of' course, 
ofMered by broadeningtihe base o/thegeneraltax system. 
Lnfortunately, it is widely believed that many low
income countries are approaching the limits of 
their taxable capacity. Incentives within the lormal 
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economy have been heavily Undermined by the 
reduction of pcrsonal incomes associated with de-
valuation and other structural adjustment incas-
tires. The criti,'al issue in many sectors is how to 
raise disposable income so as to improve motiva-
tion and productivity at work, rather than to coi- 
tribute to further decline via increasing marginal 
rates of taxation. Also, the iecd to restore output 
levels cannot be addressed without restoring profit-
ability.Measures to increase company taxation are, 
therefore', inauspicious in the present environment, 
but all countrics are by no means equally affected. 
hi some there remains scope for increases in taxa-
tion (pirobably inthe context of' wider fiscal re-
forms) and such opportunities need to be investi-
gated on a countly-b)-countiy basis. 

A second argument frequently cited against fur-
ther dependence oil general tax:!tion is that tax 
systems are typically regressive. Yet this implies the 
need for diffrential rather than equdal chainges in 
marginal rates. Finally, the argumen t that addi-
tional public revenues from gelleral taxation would 
be used either to reduce public deficits or to ex-
pand non-educational services is not decisive: it 
seems equally likely that, in response to higher 
rvcenues accruing frlom user fees, public expendi-
ture on education would be reduced. The political 
likelihood of either of these two sets of outcomes 
may not be significantly differcnt in many' low-
income cotitries. The total resoirces required to 
provide Education for All in these countries are 
large. Increases in the tax base and ii the progres-
sivity of the tax system will have to play a vital part 
iin raising these resotirces in many countries. 

The design of iewfiscal ins.'ruttmenilsto raise addi-
tional education finance has been largely ignored 
inthe relevant Iiterature. fi this context a prom is-
ing alternative to user fees and pupil loan schemes 
would be a payroll tax, levied on employe's, relat-
ed to their employment of' (or wage )ayments to) 
graduates from designated edtucational pro-
gramines. Payroll taxes have in Fact beci used in a 
inumber o'canti'es as a means of financing voca-
tional training. These have been broadly of two 
types. First, levy-grant schemes have been estab-
lishecd in, fbr example, Cfite d'lIvoire, Kenya, Fiji, 
Singapore aid Tunisia. Typically, the schemes tax 

employers in the private scctor at rates varying 
between 1 and 2 per cent of their wage/salary bill. 
Rebates and grants can bc claimed by firms under
taking 'approved' training of their own employees. 

Of more interest for present purposes art, 
schemes where tax revcnues are earmarked to fi
nancc training provided by the state. Such a scheme 
was first introdluced in Brazil in the early 1940s and 
similar schemes are found mainly in Latin Ameri
ca, where fourteel countries have introduced them. 
hi sub-Saharan Africa, Zimbabwe has a well-cstab
lishcd scheme. These tax schemes have raised sub
stantial revenues which have been used to build ip 
national training systems, often providing a wide 
range of pre-employment training courses. 

Arrangements such as these have not yet been 
used to finance educational (as opposed to train
ing) programmes. Yet there are no decisive rea
soils why a payroll tax for education would be 
inappropriate. A recent analysis of' a payroll tax 
levied on the wage bill for University graduate cm
ployees suggests that it would be superior to a 
pupil loal scheme as a means of raising additional 
education finance in a inumber of important ways. 
The incidence of the tax initially is entirely on 
private employers, but the long-term result isdown
ward pressure upon graduate wages over the medi
umni term. This effect, together with associated era
ployment effects, would be useftil in countrics 
where university gradtiates remain in shrt supply. 
More significmnly, there would be none of the 
equity costs associated with user fees or pupil loan 
schemes. Althotugh graduates may pay part of the 
cost of the tax via lower wages and employment, 
the disincentive effects of fees and loans for pupils 
from poorer"households are avoided. 

Fimally, the revenuie-geierating potential of' a 
payroll tax is greater than ithat of a pupil loan 
scheme. Its financial imp ct is not substantially 
delayed and it would usually prove to be a sul)erior 
instrument oii financial grounds. More work on 
this prol)posal is needed in a range of countries. 
lHowever, initial calculatioms from Botswana anid 
Zambia suggest that ile net additional revenues 
that could be gecl'ated by a modest payroll tax (of 
the onrler of 10 pr ccnt) would be equivale to 
between 5 and 10 per cent of the 'ecurren t costs of 
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primary schooling. This, then, represenlis a useful 
l)otelitial source of fi nalcing for pri liary-school 
expansion. 

( ?flunit ./iflacimr is another"optioln. A large 
mni her of'coon tries have exper'imelited with wa's 
of passing some schoolii g csts to local coM ilunF 
ties. Rooted ill tralditioiis of self help, such initia
tivCs can otftei mobilizeI rcsollrc's that othl'rwisc 
would lemaiin undellitilizcd ald they call cligenl
deli tile firther comm1in itincit of' par'ciits (ill terms 
(fdboth lile and interst) t (he schooling of hIcii" 
childriei. The most C011111)011 I0.rm of such cc )onin c-
Ililty fianlcing is Ill( provision of' labu"r and local 
maiterials toi reduce th( calital csts of'school coi-
structioil or,expansion. There are examlplcs, how. 
ecer, of teachers' salaries being paid palrtially oi' 
entirely by ihe coilnilnity, and of school books 
and equipilent being silmilarly financed. 

Although appealing fi'on tihe pcrspective ofccii-
tral govcr iielitl, such schemes have a inmber of 
pirolileis. First, the Full costs ofcomlniuiity liialic-
ing are rarely acknwledge( o,- mcasioed. 'There is 
a tendency to belie'e that labour pi'ovided by vii-
lagcers has little 01' hO associated opportunity cost. 
Yet, uiless great care is takeii in theimobilization 
of' suclh laboti c (iicludin ihc timing vis-ri-vis other 
(drlaarlds), there will almost cccrtaiaily he a cost ill 
lost agricultral or-other output. Secoid, passing 
schooling costs to the community is cnly sligily 
less iliqcitable thai passing them to the individli-
al household via ciseri fees. It caii iesuclt ill a highly 
differentiatcd patteri of'schols, closely i'efloct ing 
the rlltiv'c pl'ospcrity of diffeient coniitilii ties 
aiid geogrplhical areas. 

Nevert lieless, tite dvolit ion of' responsibility 
fo"soiic asplects of'schooling p-o\'isioli is less dami-
aging hiaii oithers. Ill gcneral, devolving reSpolisi-
bility for those aspccts cf' inifrast iuct i'ie that ia. 
not likely tc be causally asssociated with ccognitive 
ouitcoiiics is less iisk.y aind iniequitable thai de'volv-
ing respoisibility for those it'lis (such is tealicrs' 
sala:'ics, school tcxtbcoks and otlicr Icainiiig ma-
terials) that do affect ccognitive outcomes. 

Thus, pr'ovided such apploac hes are used with 
carie, some subsidy to tit edlucal oii budget caii be 

piovidCd by local colu nities without surrcnldler-
ing too much eqciity iin tie piocess. The costs 

should never'theless be recognized. Although such 
selvices iiay be colisidrced T(ree' by a ministry of' 
edlucaLiolII IheV al'e not flCe from ti(. perspective 
ofla ministry offliict anid still less s5)from that of 
society as a whole. 

Financing Schooling for All 

'The estimates fir financing Schooling for All can 
be examined il the colitext Of, ti(. Philippines' 
experieince. 'lie Philippines has a popu lation of' 
60 million, al acioial poprilatioi growth Ialte of 
2.A pri" (eiit and (it) per ('i'lit of' the populationi is 
tinder 25. Umiinplovment is cstimatcd at 9 per 
cenit and '15 per cent of1h population is depend
eii t oil agi'icriltre. 'The pc'r capita income is $700 
per year. 

Tile I'll ilppi lies c)perlates lifi der a heavy dcbt 
buirdei, l)cbt Service aMocilits to $2.8 billion per 
year; this repi-eseliIs .l0 per cent of' export receipts
and 25 per cent of"all cti 'i'eilit cx lcriia snllirces of 
reieie. The fict iiternatioiai resolrce flow is 
negative because of' the debt bmdemi and '15.5 pei 
ccint of tie govern iiieiint )uidget is dedicated to 
dcht-service cxpeises. l)espite these comidifiolis, 
tIh( c'cilitly haIs achieved almost cl ivecrsal primary 
education, with the gl-oss ilro'liilemit ratio slightly 
oITr 100. This has I)c'cii accoil 1pl islicd because of 
the high v'alue th( pecple place oh c(dcicaticn. The 
Natimia Constitution calls f'oi fiee aid conipulso
r'v plilnary educatin, and fo r tie highest budget
arv priolity for education. lducational expendi
tlir'e accounts fn' 13 pei ccit of' the govern mncit 
I)dget, secd)hi(l oiilytodcbtscl'vicc. Militaryspend
imig is at If pei ceii 

While tiht eclonomic ci'isis of' 1983-85 and the 
clialige of' governien t in 1986 disrupted gOt, "I
meit supporl, prestl I expeiid(Iitire levels f'l edi
cation are proportioinallv the same as iii 1982. 
'herr: is contiiicling colice'ii about the pi'og'cs

sioii rates (86 pei" ('(it f'roi gi'adcs ole and two) 
and the overall survival rate (67 per cent fmom 
grale oile to end of'grile six). C:ogiitive acliic\,C

eint also ncds lo be impt-'ed, anid inequitics in 

eduicatiolial piovision forl por families aurd disad
v'laiiged arecas iceed to be i'eniicdied. 
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The Philippines' 'Plan of Action' to achieve 
Education for All has goals of" 100 per cent partici-
patioii in primal) education, 98 po cii tit literacy 

ratc, 80 per ccntiprimay-cyche survival rate and 75 

per ccnt achievemiient level by tihyear 2000. At-

tai iing tlhese targets will require exterial assist-

aice. Th PhililHlipiis is 011C st rcCil)iCIIisi)cf the fil 
of a World Bank hca,,after that institution's pledge 
to tie Confelrclice to ) increase allocations for basic 
education. Whilt accepting such hcai support il-

(licatcs the strong inational conlninitinieit, itwill 

also w)ors eli die scrious short-term ledebt prcoiblem. 

The lhilippinics rcquircs greater grant assistance, 

but bilateral an d other grant hinds for1 education 

'Cill lini l)cbt-elcitflimeasures (such isthescarce. 
UNICEF scheme to support child survival) wouhl 

also help support niatioinal Educatin fo r All tef 

Fbrts. Cost saving and itencial reallocations will 

not complete the whole task for countries already 

allocating huge sums to( debt service, 

What is the pr)bability that Schooling fOr All 

can be attained in such cmditions? The Nigerian 

expericnce in uniiversalizing pri mai' edIucation is 

indicative of," of, the that will besmiie p)roblems 

encon)tered by a Scholing for All eft. Afteir 

initiatinig the tiversalization effomrts ili1976, Ni-

geria saw pri liiN-cduicatioii cn c lientis .1icreasc 

Fiom 5 to 8 million in tlie first year; by 1982 cinrl-

Inciits r'cached 15 million but tien decliied to, a 

total ofapproxinately 1Htmillion ill 1990. Ifuiiiver-
Isal izatioi ihiad been filly sticcessf , enrol iiiits fri 

that year would have becn 20 million. ()n prob-

lem arose froni the fi'dcral government's decision 

to assui ie part ofthc direct financial resp)oisibili ty 

16r pri iai sch,,ols to ensure hiighen and more 

coiisisteit sch)o l quality. lIIwvCe', 1)y 1988 the 

system was fIacing scrious probllins, n)t the least of 

which were Icngthy dclays ilntie payiciit of'tcach-

eis' salaries. 
A p~rotpo sal was made tm have lie federal govern-

in eiit pay teachers, salaries directly Fronii fcdcral 

fmnds earnarked fc'f state and Iocal govcrniiiciits, 

Istead, a systeni was ilitrcduccd where the cCentral 

goven' nii tpaid 65 per cenet of salarics while the 

states paid 20 per cent aiid localities paid 15 pclr 

cent. A National Primary Educationi Commission 

was established to help ensure teacher payments 

anlrd to monitor quality based upon established 
minimuim learning standards for all pupils. The 
Commission also has the rCsloisib)ilitIy for Ietsearlclh 

oil !ducatioii with an cimlalasis on iden tifying cost

sx.ing measturcs. 
A maijor innovationi has bccn the creation of a 

I',ir-tier monitoring and manageiclit system be
low central government level; 21 primary school 
education boards (plus I for the new capital dis

trict), 1t50 local government cdtication authorities, 
2,600 district c(ucation coimmittccs alid 7,215 vil

lage education committees were cstablisled. This 

system is expected to increase instructioinal effec

tiveicss through r(ltuci ig teacher absenltceism and 

by buildinig community links with the sclhoils. The 

village c(cmmiittCCs have platyed ainimportant iii m

itoring role because the nati,,nal ilispectoratc sim

ply do-s not have sufficient resources Flr effccti\'c 

oversight at the individual school level. To assist 

the committees, the central governmeiieit has trans

fated the education regulations aild decrees into 

tle local laguages. 'Fie new system is just ,iow 

becoming operational. 
Some lessonis to be learned i'roml the initial uini

versalization effort are that system manageent is 

a serious constraint on reftnri and that (l ing 

itlniimunii learniig standards involves both politi

cal and methodological problems. Also, if sclh,,l

ing ofa poor quality is providcd, (vel with)ut fee's, 

parents and pupils will not take advantage ,,fit. 
The expisc of books, Ilie lack of cmploymcnit 

opporttuities and the fceling that the curriculLuii 

is irnclcvai i to ccmmunity iiceds are other prob-

Ictns that have iiterlercd with the achievement of 

tivcrsal primaiy scholing. 
Soime observers d()l)t wheth er tic expense of 

Schooliig fI"MAll will be as 'affOrdablc' as some 

esiiiates suggest. The calculatims assume the ccist 

savings will come prior to tie nccd for fiviaiciiig 

tie ci ihanccmiic t of*educalitonal quality. EXplri

cnic suggests, however, that quality i ilp~rciicii Is 

will he iiecessary beforc any SI sti itial saviigs can 

be realized. 
More generally, it should be tnderstood that 

not all cost reforms will save llonCy. Ill sclni cc(ini

tries being nilorc efficient will c)st mcore per pupil 

aiid requic a greater cxpenliturc. Also, scri uts 
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reservations can be raised about increasing class more than one child in school. 
size and using double shifts: since Schooling For Iiconsideriicg alternatives for tinancing cduca-
All entails reaching the niarginalized populations, tioii, one should not take for granted the continu
these reforms i lay be counter to the special learn- ance of the Western nil(eI of schooling. Some 
ing ccnditions that will be necessary to achieve people feel that i, meaningful changes can take 
sunccessful social inclusion of these populations ill place until the whole neo-cclollialist education 
schoo)ling. Furthermore, the learing of values and system is reformed. Anocther view asserts that be
atlective education generally may ict )e handled cause the present interlnati0cal ecoomic order 
well in large classes or dcuhle-shif't sch,,cls. The drainus resoiices fron tIhe develocping countries, 
iced is not frr general rules but for cccuictry-by- changing this situation should be the policy Focus 
cunly assessments. For examllpl, double shifting for the lEducation For All initiative. 
will oftein work o)ily, inurban areas, where inucy UNDP's Human lev'loPment Ilm/xw 1990 recoin
colnicries are already close C)universalizatio i. ienids a broad, nultisector huniai develol)ment 

Bhlh political and psychological barriers to strategy to meet the goals of initiatives such as 
Schooling for All efforts need to be taken into Educatiol for All, as well as coiicernis For health, 
accouit . Smile co.st-saving activities may be real em loymicilt, political freedom, litiiman rights and 
but Ict practical if political opposition to them self-respect for all individuals. All human develop
exisis. ;ianging tie salaries cr titlie utilization of merit sectors, including educaioii, need to consid
teachers, fori example, iay rii into such barriers. er improved efficiency and ratiolcalizatil of their 
Manyi 'paientsolject to the child-care problems operations. 
posed by doublc shifts. Similarly, teachers may lit educatin the most v'isible inefficiencies are 
()lpose larger pulpil/teacher ratis. Event if thet those related to dr p-ut rates, tlite inverted educa

alluci 

achieveiiein, 

research shcws that class size des tic pupil tioi expenditure pyrai id (with higher per plupil 

it does impact ccii the teacher's work- amouts at the higher levels) anid the imbalancce 
liad. A mnrc c(eplable alternative iiiight be to between general educatii versus technical educa
assignii cnycthe rcitine tasks that teachers are lion relative to the lab ur market's demand for 
asked t dcc ic less trained and less expelsive per- skilled perscnel. A imore geieral prollem is the 
scciiiel, thus freeiing teachers to use their skills to mis-targeting of social expenditures ccii activities 
promiiote learning. that lCenielit& few people and/or pri iiarily those 

Is it possibleh thai tht interactive iatuire ccl wioc are. already sociallv ad1vantaged. All systcms 
cst-saving efolrcts cculd actually reduce tietioal colilltwi ,aste and inefficiency; while sc(ie mly he 
cost cfcSclhocling tocAll? '[lie prc ocsed inicreased invi 'able, part f Ili wasted resolrces could be 
liicancing of insiruictinal materials, fir example, 'tlli cated tcc mceet real Iuinaicneeds. 
iiav r'duce the cost o fgrade repetition. I hcwver, ()I Iche glccbal level, the rescurcesiieneeded for 
such 'savings' ilcay be offset by the increased costs Educationifor All arecefinitehy'available. (Oneiidi
ccf pupils rciicainiing loiger ill the schlc sysCIm. catic: if Ihe aiumal increase ill military expciidi-
Ccost effects call be cumlaiive as well as off ;fting ture ccl be cut inhalf, approximately $10 billion 
and itis difficult to whichcirelt will occur. could be freed for other purposes. 

Ediucatilc authrities shhuld consider ways tc 
lower lees and cther direct costs ill order hcen- Mobilizing international resources 
courage pareilal c niccilit tc the e(ducational 
'ii\vestiiceil initheirchildren. Reduccd osiismight The (dlcicll coli muc ity iecds to assign a higher 
be: achieved by limiting the numler cc"textboks priority Itosustaining educaticn and training ef
required. Nigeria, for example, hcpes to reduce forts. E'ducatii vili neced tocompete with other 
iit ii~micer cc'required bcoks fron iwelve to five. (e\vehcpmeit priocities li a ) l of devccpi eilt 

Such savings could hav a positive effect ci schoc assistaice tct uay increase ill real terms by only 
participaticli rates, cspecially for families haviing alcuit 2 per ceint per year. The ainnounccements at 
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the Conference by the World Bank, UNI)P and 

UNICEF that thcy will place a higher priority on 

basic edIucation in their fuiiding activities is en-

couraging. lIowever, the role of bilateral dniors 

will be crucial since a large share of their assistance 

is ill the form of grants or concessionary loans. 

Reccipient gyeirnments illust siti( )Wthat they give 

a clear priority to Elducation l'or All anl that this is 

a priority Fo r the prime minister and the minister 

oftfinlancc, ilnojust tile minister of'education. The 

priorit)accCrdcd to lduiCatioi iffIAll (can be made 

cvident in acli on plis of the type adopted by tei 

I'l ilippi nes. These plans should be counlprchciisivC 

and include out putt targets Foh the var 2000. lhe 

spCcific in trC-Vcitiol s to be pt sllcl shoul bet Made 

clear, alomg with propolsed c('st-saving, (0Ist-rcco cve' 
and I)udget-retalhocatio(l iiieasures. ( )i ice these are 

definel, the residual requirentmi t 6"external as-

sistalcc cali be specified ill terms Ifhow much is 

needed, fbr what purpo Se and ill what l6.n1s. Such 

planiing will cnable dolnors to be brought into the 

dcvlopmicit assistance dialogue earlier and th, 

recipient couii i be all cqual parlInlr ill dccr-

mining fiamicial assistance. This approach also 

makes it easicr fi'r governm ts to co-ordilawe 

assistance anlnig dlo rs. 
Oin their part, dmors need t ha'e educ'ation 

specialists ,Iii their stalfiand eicoluirage field offices 

to Priopose edication l)X !io(ctsand activities. Both 
debt-r-clicfaid sc(to -slil)[)Irt programmes should 

be aniong the allcrnativcs colisidcrel ioassist cdu-

cation. It has beeni ascrtclih iec ability lfcoliin-

trics to redirect the effects of, flrcign assislaic 

makes the stated piurpose ulnitnl)o(lanlt. I lowevern, 

inaiiy oibservers fe l thati if fi ncigi assistaiice fundIs 

dre not earmarked f lr education, they will be used 

for otlhr national prioitics. Foreign (h(Iii(r m-

phasis (ntsocial iinv'estmeint (al (Iftlei influcict" 

these prioritics. l)onor supp)!t foil iioii-govcrii-

mental organizations is csp)cidliy il.iporlant inisee-

ing that liis r'sollr( c is used eff'ci'.iv'y. 

The discussion (If exterial assistance shoulhl be 

c(nsidere( ill ill: context (I Article 10 ()Iftlhe World 

Declaration, which states inter alia: 

Creditors and debtors muil seek innovative and equitable 
formulae to r'solm( thes [debt] burhens, .mnethe capmi-

ly qfmany developing count'ies to respmnd ffectWivly to 

education and other basic needs will be greatlv hel ed /IV 

finding solutions to th debt probh'm. 

The debt pro,blcm has thre distinct coinpoicnts: 

(i) the loss of Ibrcign exchange that occurs as a 

result of* the (lclt-service burdel; (ii) tile propor

tiol of'govcrnneint expenliture that must be allo
cated to the diebt servicing; and (iii) the structural 

a!justment policies that arc implemented by coun

tries because of an iiability' to mect these obliga

tions. 
The use o'debt-rclicf masutrs to rcsliv'c these 

prodlems can be successful, but so fEr such efforts 

have beei costly in time ,and cff rt, and have not 

involved subsiantial aimounts of debt reductionI. 

UNI( EF is working with the Intcr-Amncrican )evel
opment Bank (I1l)B) to launch a debt-relief scheme 

Fbr social investmenet illLatin America (tilC scheme 

is similar to one used by the Spanish (GovCrnment 

to encourage cultural restoration activities). Funds 

would go to gonvernnme ts through II)B and would 

be used to buy back governiiein t del)t at discouint

cd rates. Il this way $100 million can be used to 

retire debt of $200 million or more, d(ep)i(lihg oii 

the market valute of' the debt. The sulpport by IDIi 

would c !iinkcd to the governmenit's agreement to 

release pmopor'lioial amouts oflocal currency for 

increased investmnts in the social sector. 
The UJNICFIF-IDl1 proposal is not yet funded. 

lvelmi if"it were, debt relief is only one fi ctor, al

though a potentially usefil one, ill helping to freet 

Finds Fo l l.dcatioii fIor All. True debt relief will 

icqtuirc long-term changes inthe iiitcriiatioiial eco

nl)ic system. 
While debt relief or (ebt swaps ar' one way to 

free fulding for cd(Iiatiomi, much of the Foreign 

assistance pi ovicld at preseint does not servc to 
reduce the existing fitnling gap. Thc currelt sup

poll fbr expensive overseas training, high-pricd 

tecliical assislancc or For coiiiiiolitics produced 
by the ht(lor couinitry )lftcl (hocs little t(ohelp meet 

the fiiancing neels citedl in this chlapier. Recur

lent costs arc tile greatest finaiciig burden, and 
they are usually the item the multilateral and bil:t

end ageuicas are least willing tup suppo't. I iwevr, 

the m ,oveto sector Iuinding and ii-l)n ieO't 
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Box 7.5 Internationalaid:gettingpriotitiesfight 

Some $2.5 billion is given each year in aid to developing where tile pupils are few. The aid is more visible, and 
countries for education. The figure sounds impressive the impact of the contribution easier to evaluate. Exter
but, in fact, represents a little less than $4 for each uf the nal aid also has more obvious comparative advantages 
700 million pupils in these countries. It also represents where technical and higher education are concerned, 
only 5 per cent of the total flow of international aid, and these are precisely the two levels which receive the 
according to OECD (Organisation for Economic most help. They call for tacilities and human skills thiat 
Co-operation antd Development). However, ,!ie sum are relatively abundant in donor countries but scarce in 
involved is perhaps less important than how it is spent assisted nations. It would surely be absurd to send pri
and recent studies in this area indicate that much of the mary-school teachers who cost ten to thirty times more 
money is used inefficiently. than local teachers, when there are now enough teach-

This disturbing picture has been unveiled by IREDU ers at this level in most developing countries. 
(Institute for Research into the Economics of Education, 

atUniversitywho givesofaid;Bourgogne-CNIS)who receives it andin France,how muchwhichth~eylookedget; ISlirp i ocnt iNevertheless, to explain is not necessarily to justify. 
a whgilves aid; woredcaivsb itss;and t gt; Basics such as classrooms, furniture and textbooks arewhich level of education rare in primary schools in many countries and internaoeyis used f'r benefits miost; and what the raei inryshosniaycutisaidncn

oney i or. tional aid could do more in this area. External support 

The smaller Ile country, I/e more it gets! is also needed to promote and develop national capa-
One of the study's first findings was the great variability bilities for analysis and planning, to impro,,e manage
in the amount of aid. For exanple, in sub-Saharan ment of limited resources. International donors are 
Africa there is a ratio of 1: 200 in the amount of aid per also reluctant to finance running costs, particularly 
inhabitant between the country receiving the least aid teachers' salaries, but it is precisely in this area that the 
and the country receiving the most. If we compare the poorest countries are facing serious diffhcuities. For 
aid allotted to each pupil in primary education to that example, the annual salary bill for the 51,000 primary
given to students in higher education, the ratio is 1: 500. school teachers in tle nine countries of the Sahel is 
There is also little connection between the amount of about $130 million. This sum represents a little over 
aid provided and the indicators for evaluating the inr- half the aid given by France alone to sub-Saharan Africa 
gency of the needs, such as the level of poverty in the for education, and is much lower than the cost ofFrench 
countries being assisted or the extent of illiteracy. The technical assistants working in the post-prinary levels 
only variable which is linked in a statistically significant there. 
way with the volune of aid received by a country is the There arc clearly grounds for questioning the rele
s'.-e of that country. The smaller the country, the more vance and eflectiveness of some of the present forms of 
aid per inhabitant is received! aid, such as the provision of tacilities or buildings with 

The study covers the years 1981-86, during which the high running costs, technical as'itance for uaining 
amount of aid remained more or less stable when ex- that is already widely available, or grnts which crcate 
pressed in dollars. This probably i.eans that in the later tomorrow's immigrants and which are awarded for spe
years the purchasing power of aid to education dropped cial fields -1i which there are no real opportunities in 
along with the exchange rate of the dollar. the receiving country. Numerous possibilities exist for 

Most worrying, though, is the low priority given to the effective, appropriate and equitable reallocation of 
primary education, which receives about $180 million external aid to educaion, and primary education should 
dollars a year from external sources. Tiffs is about 33 be tile main beneficiary of it. 
cents for each of the developing world's 500 million Many donors are aware that aid to education func
primary-age students- a meagre suni indeed compared tions badly. Howev_, tihe inertia of habit, institutional
 
to the $100 billion spent by developing countries them- inflexibility, the low level of co-ordination among (o
selves on education. In fact, aid to education as a whole nors and difflering views about priorities mean that
 
represents only 2.5 per cent of the national budgets of despite some good intentions, there are no real signs of
 
these countries. This situation can be explained.Just as improvement yet.
 
donors give more generously to small countries, so they Fran ois Orivel and Fabrice Sergent,
 
are more inclined to assist those levels of education UNESCOSOURC'S, No. 12, 1990, p. 11.
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assistance by some donors is a positive step towards 
reshaping the mode of financing to meet the real 
needs. 

Funding agencies need to be convinced that 
debt relief now will not lead countries to fall into 
the same debt problems in the future. While gen-
eralizations are useful for aggregate estimates, each 
country has its particular situation and potential. 
Some debtor countries have no large defence budg-
et to reallocate; some already depend on substan- 
tial domestic taxes and community participation. 
Finally, investments in education must be tied to 
investments in national development; otherwise 
unemployed graduates may offset the desired out-
comes from Education for All. In ;hort, education 
must be an investment, not a consumption activity. 

In terms of structural adIjustment effects, both 
the International Monetary Fund and the WorM 
Bank have repeatedly stated their support for the 

protection of social investment and of' groups at 
risk within adjustment programmes. Howcver, such 
conditions must be initiated and supported by the 
national government. As noted earlier, the entire 
government, not just the ministers of education or 
health, has to assign a priority to social-sector activ-
itics. Parents, communities, non-governmental or-
ganizations and other supporters of Education for 
All must make their opinions heard. If this is done, 
public policy and plans will be scnsitivc to the 
Conference's goals, and these can be incorporated 
into structural adjustment agreements. 

At a time when donors are under pressure to do 
more to protect the environment, advocates of 
Education for All need to mobilize similar support. 

Education for All will not be funded unless politi
cally significant groups support it. 

In this connection, non-governmental organiza
tions can be particularly effective advocates of Edu
cation for All. They have a special ability to affect 
government attitudes by persuasion and lobbying. 
They can also play a key role in directing public 
opinion. Their role should not be an inherently 
adversarial one with government. Government and 
non-governmental organizations should work to
gether to define a policy framework for financing 
and delivering services within which an effective 
role for the latter can be sustained. Non-govern
mental organizations are inherently pro-people, 
not anti-government. 

Finally, the idea of education as a component of 
all development activities is an especially valuable 
concept. A new paper mill might reduce the cost of 
textbooks, for example. Unless the educational 

effects are recognized, an insufficient priority might 
be assigned to gcncral devclopment projects. With
in donor agencies, officials concerned with cduca
tion need to interact more with those in other 
areas ofdevelopment support. Both countries ai d 
international assistance agencies need to change. 
Achieving Education for All is a difficult task rc
quiring tough choices, but Education for All ap
pears both affordable and manageable. 
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8. Education for All beyond the Jomtien 
Conference 

A signal contribution of the World Conference on 
Education for All was the development of an 'ex-
pandcd vision' of basic education for all people. 
This vision includes five components: universaliz-
ing access and promoting equity; focusing on learn
ing; broadening the means and scope of basic 
education; enhancing the environment for learn-
ing; and strengthening partnerships. This mono-
graph has attempted to draw together the content 
of the materials and presentations from the Con-
ference on the issue of the 'reqluirements' for im-
plementing this expanded vision, 

These requirements have been defined in terms 
of the basic learning needs of youths and adults 
not the needs of bureaucratic structures, of pro-
moters of specific techniques or technologies, or 
even of the teachers and other educators who 
undeniably have key roles in meeting basic learn-
ing needs. The Conference advocated a shift to 
priorities favouring human development; a shift in 
human development priorities towards a greater 
focus on basic education; and a shift within basic 
education priorities to an increased emphasis on 
the needs of' individuals if they are to become 
complete and effective participants in the life of 
their community. 

This final chapter will present a brief summary 
of the key points of the 'requirements'. It will also 
give attention to the prospects for further progress 
in attaining Education for All. 

Summary of issues 

There has clearly been an interest in concrete achievement 
ofgoals in the face of the apparent temptation to merely 
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state the obvious, or to shrinkfrom the sheer size of the 
task, [an interest in] making the task do-able by the 
applicationof creativity and innovation. 
Mrs Esi Sutherland-Addy, Co-Rapporteur-General 

The 'sheer size of the task' of meeting the require
ments for Education For All is intimidating. In the 
preceding chapters and in Monographs I and iI, 
specific insights and suggestions have been pre
sentecd that will help promote the application of 
creative and innovative solutions, as well as proven 
solutions that, while no longer new, have not been 
broadly assimilated into basic education strategies. 
The summary list that follows is unavoidably arbi
trary and selective, but it does serve to indicate the 
breadth of perspectives that emerged during the 
Conference's deliberations on the requirements 
issue. 

Mobilizationfor empowermeni 

* 	 Achieving Education For All will require more 
than increased finances - it will require the 
effective mobilization and empowerment of in
dividuals, communities and non-governmental 
organizations. 

e 	 Mobilization is not a problem to be overcome 
but an opportunity for an improved structure 
and context for learning activities. 

• 	 Mobilization must stress the role of ideas over 
the means and systems of dissemination. 

* 	 Political commitment must be founded on a 
broad popular commitment and can be meas
tired only by the substance and effects of educa
tional activities. 
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" 	Support for education is directly related to the 
quality and relevance of the education provid-
cd. 


" Non-governmental organizations have a uniquc 
mobilization role because of their knowledge of 
individual and local needs, and their credibility 
at the community level. 

" 	The most effective mobilization activities will 
involve a broad range of actors, frtom govern-
men t officials and technical specialists to pupils 
and members of the local community. 

* 	 Education managers should be a key target of 
initial mobilization efforts because of their abil-
ity to become agents for mobilizing others. 

" 	A clear message, a specific goal and effective use 
of the media are all appropriate criteria bywhich 
mobilization efforts may be evaluated. 

The status and roles oj teachers 

* 	The conditions ofteachcrs and the effectiveness 
of teaching are closely related, 

• It is necessary to le cognize teachers as intellec-
tual workers dese:'ving fair living conditions, 
social rights and ac idemic freedom. 

• Much of the develcping world is characterized 
by a decline in the working conditions of teach-
e rs. 

* 	 'False solutions' to the problem of human re-
source developm,:nt must be avoided and a 
teacher-centred strategy should be pursued that 
assures children a competent and motivated 
instructor in an appropriate learning environ-
mcnt. 

* 	The role of teachers is evolving; in addition to 
transmitting information and ideas, they need 
to become qualified professionals closely linkcd 
to tile communities in which they work. 

* 	 Only qualified teachers can help attain the quan-
titative Education for All goals at acceptable 
levels of learning ichievement. 

" 	 Effective teachers should perform as partners 
with pupils, parents, administrators and the com-
munity. 

" 	 Improvement in the condition of teaching will 
occur only with more general improvements in 
societal conditions. 

e 	 Teachers' organizations must represent the in
tercsts of pupils, communities and society rath
er than only the interests of their members. 

Paripalion of on-governmenal
 
Paiation o nve l
 
oganizations, communiies,
 
parentsand learners
 
0 	The Conference's broadened definition of learn

ing resources includes the non-governmental 
organizations, the communities, the parents and 
the learners themselves. 

* 	 Participation by pupils, parents and communi
ties should become a standard rather than ex
ceptional characteristic in eflbrts to provide Edu
cation for All. 

* 	 The emergence of the non-governmental or
ganizations has been one of the most significant 
developments in basic education and social ac
tion in the past decade. 

9 Non-governmental organizations have been cf
fective inlpromoting basic education within a 
general human development approach. 

0 	 Non-governmental organizations are not simply 
sources of inexpensive labour for government 
projects or solely available for delivery or dis
scmination functions. 

* 	Knowledge of the local milieu, success in exper
imentation and flexible and adaptive structures 
provide non-governmental organizations with a 
significant advantage in design, implementation 
and evaluation activities. 

* 	Non-governmental organizations gain effective
ness through coalitions at the local, national 
and international level. 

e 	 Basic education is a political issue and the role 
of non-governmital organizations has at in
herently political dimension. 

* 	Basic learning needs of childrent cannot be met 
if they remain undernourished, in poor health 
and in environments that discourage curiosity 
and inquiry. 

e 	 The adults of the community must be educated 
about the value of learning for themselves and 
their children. 

9 	Programmes to educate caregivers have great 
benefits for meeting the basic learning needs of' 
children. 
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• Basic learning needs must be defined to include 
thosc that occur between birth and the begin-
ning of schooling. 

* 	 Investments in early childhood care are neccs-
sary, feasible and cost-effectivc. 

• Experience with early childhood programmes 
worldwide supports their value and provides 
useful lessons for the Education fbr All initia-
tive. 

• Early intervention programmes influence pupil 
readiness, en r'ohnerit, progress and learning, 

" 	 Primary-schooling programmes should build on 
and reinforce early intervention activities. 

* 	 Participatory, school-based programmes can 
motivate pupils and provide them with skills 
they cannot acquire in more passive learning 
activitics. 

" The Education for All initiative requires a revo-
lutionary and transformational definition of lit-
eracy rather than a technocratic one. 

Textbooks and other instructionalmaterials 

" 	The availability of learning materials is one of 
the most positive and consistent determinants 
of' pupil learning achievement. 

* 	 Effective ,ise of instructional materials requires 
the proper prerequisite training of teachers. 


* 
 In periods of economic hardship, expenditure 
on instructional materials is ofteni a target for 
reductions, 

* 	 The challenge for education planners is to ex-
amine all administrative and technological al-
ternatives to produce more materials at the same 
or lower cost 

" 	Readership size is a key conditioning factor in 
determining the cost of developing and dissem-
inating instructional materials. 

* 	 A systematic approach to develop learning ma-
terials must consider the individual roles of all 
the major actors in the process, f'rom educators 
to distributors. 

" A greater role for private participation (within 
each country's defined form of government re-
sponsibility) in the provision of' instructional 
materials is one alternative that should be exam-
ined. 


• Co-operation and competition between local 
and international publishers can both be cffec
tive ifconducted within the proper policy framne
work. 

• Given population increases and higher partici
pation rates in education, the challenge of sup
plying instructional materials to all will con
tinue to require attention in the coming years. 

Utilizing(ssessmen t capacitiesto improve 
learning 

Education managers will need more training, 
better information, an improved capacity for 
assessment and analysis, and broader profes
sional contacts to fulfil their Education for All 
responsibilities. 
Assessment of learning achievement includes 
both formative and summative activities, and 
should always incorporate a feedl)ack mecha
nism to promote proper use of the assessment 
results by teachers and education managers. 
The three general models of assessment are 
classroom-based, school-based and external; an 
assessment 'system' may incorporate all three. 

0 The locus of' an assessment is of' less critical 
importance than its coverage, form, frequency 
and the use to which its results are put. 

0 	 Assessment needs to incorporate, where feas
ible, psycho-motor and affective results as well 
as cognitive outcomes. 

* 	 Assessments have long-term value only to the 
extent that they lead to more equitable and 
effective instruction and learning. 

Cost-reductionopp1)ortunities in primary 
schooling 

e 	 The international economic decline and past 
policy decisions by governments have resulted 
in a greater flinancial challenge to Education For 
All now than existed a decade ago. 

• Low-income couitries face the greatest difficul
ties in financing Schooling for All. 

* 	 The enrolment deficit is concentrated among 
the countries of' sub-Saharan Africa. 

* 	 The overall success of' tie Education fbr All 
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initiative will depend ol finding new sources of 
finds and making more efficient use ofall avail-
able resources. 

" 	 A significant share of Schooling for All costs will 
ticcd to he fitnaiced by reallocations withitn coun-
trics (for example, flrom defence) and by in-
creased levels of' international support. 

" 	 Achievement of Education for All will require 
recdirecting greater expenditure towards basic 
education. This involves redistribution within 
education sectors, between diflleren t delivery 
systems, between levels of education and be-
twccn types of institutions and types of expend-
iturC. 

" 	 New educational resources may be raised by 
increased user charges and private provision, 
use of' loans and scholarships, expanding tax 
coverage, introducing new fiscal instruments and 
utilizing comnity financing, 

" 	Reductions in utiit costs will depend on policies 
affecting the average earnings of'tcachers, pupil/ 
tcacher ratios, the internal efficiency of'schools, 
capital costs and boarding programines 

* 	 Efficiency may be improved through restructur-
ing the school system by changes in the length 
of education cycles, changes in initial age of* 
pupil entry, organizational and teaching reforms 
and developing links between education and 
work. 

* 	 No fixcd general rules for fimancing Schooling 
for All will be appropriate; each country will 
nccd to develop its own specific strategy. 

" 	Greater domestic support for basic education is 
a prcrequisite ftoi effctive acquisition and use 
of international assistance funds. 

" 	 Effective country-specific plans for Education 
For All are one means to pronmote clicient use 
of domestic and international funds, 

* 	One major flrm of international support could 
be debt reduction and more equitable trade 
relationships. 

This lengthy summary of issues is certainly not 
exhaustive. Some topics not dealt with in detail at 
the Conference include the content of teacher 
training, the structure and content of' the curricu- 
lur, non-tcachcr-based systems of' instruction, in-
centives For reform, the need for greater balance 

bctween formal and non-formal approaches to 
basic education :',nd ways to mect the n.'c ls of' 
marginal izcd population groups. The flict that such 
important topics were not really dcal wiith simply 
indicates the vast scope of' the Edtucation for All 
challenge - and the limited time available at the 
Conferience. 

Implications for future efforts 

One disturbing element in the prescntations deal
ing with tile requirements was a tendency for ihldi
vidluals to take I competitive advocacy stance: the 
most important requirement for Education for All 
was variously claimed to be the pupil, the teacher, 
the community, the nimm-governmental organiza
tions, the instructional materials, technology, as
sessment techniques, etc. Such narrow positions 
are clearly out of tune with the Confcrencc's em
phasis on partnership and collaboration. Educa
tion for All needs the proper mix of' thesc require
nicnts; no single requireiiment can operate 
effcctively in the absence of' the others and often 
will work most efliciently only when operating in 
concert with these others. A major task For the 
immediate futuirc is to undertake research and 
experimentation that will identif tile proper in ix 
for different contexts and goals. No one mix is 
likely to be correct iin all situations. 

The rouind-table presentations generally recog
n ized that basic education is only as effective as its 
cnivironmneit - political, social, cultural and eco
nomic - permits it to be. However, the existence of' 
an unsupportive environment cannot be allowed 
to become an excuse for inactivity. Education Fbr 
All is as much aiprocess as a goal; even i' ftill 
realization is not immediately - or even foi'rcsc
ably - attainable, that should not prevent every 
effort being made to improve the lives of' as many 
children and adults as possible. 

A broader dlefinition of' requirements is ncces
saty to meet the challenge of the broader vision of 
basic education. Bureaucratic and individual dif
ferenccs must be put aside so that all available 
resourccs can be used effectively. The f'ocus on 
individuals and their learning needs is one of the 
Confcrencc's most valuable contributions. 
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Education for All beyond 
theJomtien Conference 

The structure of follow-up will appropriately 
em phasizc country-level activities. All bilateral and 
multilateral support should be considered in terms 
of the effect it has at the country level. Existing 
mechanisms, flicilitated by UNESCO within the co
operative intcr-agency arrangements that served 
the Conferencc so well, should continue ats the 
major vehicles 16r improving basic education op
portunities. Ultimately, the Confcrence's suiccess 
will be judged not in terms of new organizations, 
new personnel, new initiatives or new funding lev
els. The criteria of'success will be the improvement 
in people's lives - especially of those children, 
y, nlg people and adults who are currently most in 
need. 
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