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Preface

This document provides useful background in-
formation on the rationale and ideas con-
tained in the World Declaration on Education for
All and the Framework for Action to Meet Basic
Learning Needs, which were adopted by the World
Conference on Education for All (Jomtien, Thailand,
5-9 March 1990). The text of the World Declaration
is given in the Appendix; Chapter 5 is based on the
Framework for Action. The reader will also find in
this docu-ment numerous examples of actual experi-
ences in meeting basic learning needs to illus-trate

how the Expanded vision" of basic edu-
cation can be applied.
The Executive Secretariat of the Inter-

Agency Commission (established by UNDP, UNES-
CO, UNICEF and the WORLD BANK to organize
the World Conference) prepared this background
document. In doing so, it drew on a large number of
reports and studies, and on the suggestions genera-
ted by three technical workshops that brought

together specialists from five continents, as well as
on the comments received on earlier versions
(Drafts A and B).

An earlier version (Draft B) was distributed
to participants in the nine regional consulta-
tions and three international consultations
convened by the Inter-Agency Commission
between October 1989 and January 1990, as
well as to participants in the World Confer-
ence. The present final version was revised after the
Conference by the Executive Secretariat to conform
to the final texts of the World Declaration and the
Framework for Action as adopted at Jomtien, and to
incorporate new material that came to light during
the regional consultations and the World Con-
ference. This document does NOT constitute
a policy statement of the Inter-Agency Commission,
nor of the sponsors, co-sponsors and associate spon-
sors of the World Conference.

Preface
Glossary



This Background Document for the World Conference on Education for All was pre-
pared by a team in the Executive Secreteriat of the WCEFA Inter-Agency Commission
comprising :

Wadi D. Haddad, Executive Secretary
(World Bank, Washington, D.C.)

Nat J. Colletta, Deputy Executive Secretary
(UNICEF, New York)

Nigel Fisher, Deputy Executive Secretary
(UNICEF, New York)

Michael Lakin, Deputy Executive Secretary
(UNICEF, Paris)

Margaret Sutton, Consultant
(State University of New York, Albany)
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Glossary

Learning refers to the process of acquiring
knowledge, skills, attitudes and values; in
some contexts it refers to what (content)
is learned.

Basic learning needs refer to the knowledge,
skills, attitudes and values necessary for
people to survive, to improve the quality
of their lives, and to continue learning.

Learning opportunities refer to a wide range
of educational activities organized with
the intent to promote or facilitate learn-
ing.

Learning achievement refers to the actual
skills, attitudes, values and level of
knowledge acquired by the individual; it
implies some measurement or demonstration
that learning has occurred.

Education refers to the provision of learning
opportunities in a purposeful and orga-
nized manner through various means in-
cluding, but not limited to, schools and
other educational institutions.

Formal education refers to education pro-
vided through the schools and similar
established institutions for education and
training; it generally conforms to a pre-
scribed curriculum leading to some form
of certification.

Basic education refers to education intended
to meet basic learning needs; it includes
instruction at the first or foundation
level, on which subsequent learning can

be based; it encompasses early childhood
and primary (or elementary) education
for children, as well as education in

literacy, general knowledge and life skills
for youth and adults; it may extend into

secondary education in some countries.

Essential learning tools refers to literacy,
numeracy, and problem solving, and
depending on the social context, may also
include such other tools as computer
operation, library use, and the ability to
interpret media messages.

Literacy refers to the ability to read and write
with comprehension, as well as to make
simple arithematical calculations (numer-
acy); in an expanded sense, literacy may
refer to a set of basic cognitive skills
enabling one to obtain and process infor-
mation in a meaningful manner (e.g.,
media literacy, science literacy, computer
literacy).

Primary education refers to the provision of
first level instruction to children, usually
in the 6-11 age group;

Primary schooling refers to the provision of
primary education through formal
schools.

Education for All refers to the provision of
basic education for all children, youth
and adults.

Human development refers to the concept
which views the general well-being of
humans as the focus and purpose of
development action; it involves the appli-
cation of learning to improve the quality
of life.

Human resources development is used as a

narrower term, referring to the develop-
ment and conservation of individuals'
capacities to contribute to social and

economic development.



Global Challenges
and Human Development

A. Introduction

On the threshold of the 21st century, the world
faces major global challenges characterized by
the threat of economic stagnation and decline;
widening economic disparities among and
within nations; millions of people dislocated
and suffering from war, civil strife, and crime;
widespread environmental degradation; and
rapid population growth. These challenges
pose problems of direct or indirect concern to
all nations, although the nature, extent, and
incidence of the effects of the problems vary
according to each nation's specific conditions
and societal context. These challenges have
the potential to constrain the development of
individuals and even whole societies, and are
already retarding the ability and willingness of
governments, nongovernmental organiza-
tions, communities, families, and individuals
to support new investments in basic education,
the very foundation of human development.
Fortunately, the present time also presents
a unique opportunity to redress this situation.
Global movements  towards peace, the
dramatic reduction in cold war tensions, and
the positive aggregate growth patterns in many
countries in recent years combine to create a
more co-operative and committed interna-
tional climate in support of human develop-

ment, which views the well-being of all humans
as the focus and purpose of societal develop-
ment  efforts. Human development itself
involves an interactive process consisting of
psychological and biological maturation as
well as learning, enabling individuals to
improve their well-being and that of their com-
munity and nation. It is broader than, but
inclusive of, human resource development,
which relates to the development and conser-
vation of manpower to contribute to social
and economic development.

There is a growing consensus that human
development must be at the core of any devel-
opment process; that in times of economic
adjustment and austerity, services for the poor
have to be protected; that education — the
empowerment of individuals through the
provision of learning—is truly a human right
and a social responsibility. Never before has
the nature of learning and basic education
been so well diagnosed and understood in its
psychological, cultural, social and economic
dimensions. Today, the sheer quantity of in-
formation available in the world—much of it
relevant to survival and basic well-being — is
exponentially greater than that available only
a few years ago, and the rate of its growth is
accelerating. This includes information about
obtaining more life-enhancing knowledge—or



learning how to learn. A synergistic effect oc-
curs when important information is coupled
with another modern advance — our new
capacity to communicate. The financial, tech-
nological, and human resources available on a
world scale to meet basic learning needs today
are unprecedented. When these factors are
combined with the reaffirmation of political
commitment to meeting basic learning needs,
the next decade and the new century can be
seen to provide an opportunity for human
development sufficient to help meet the real
and serious challenges the world faces.

During the four decades since the 1948 Uni-
versal Declaration of Human Rights affirmed
the right of everyone to education, substantial
and sincere efforts have been made by the
countries of the world to implement this right.
Now, concurrent with International Literacy
Year (1990) and in line with the objectives of
the World Decade for Cultural Development
(1988-97) and of the Fourth United Nations
Development Decade (1991-2000), there is a
need to reinforce and extend basic education
to bring into being forms of sustainable
national development that reconcile cultural
and technological change within social and
economic development.

The current optimism about basic educa-
tion is not founded on name assumptions that
education is the sole determinant of individual
or societal change: various prerequisite and
concomitant changes are required in general
political, social and economic structures and
processes. Neither does the optimism ignore
the seriousness and significance of the
challenges that remain. However, the very
challenges that constrain new basic education
efforts reinforce the importance of these
efforts. While not sufficient by itself to resolve
the larger social and economic challenges
faced by the world's nations, more and better
basic education is a necessary part of any reso-
lution of these challenges.

B. The Global Challenges
(i) Economic stagnation and decline

Over the past decade, per capita gross domes-
tic product (GDP) has fallen from 10 to 25
percent in much of sub-Saharan Africa and
Latin America. South Asian countries on the
whole have maintained more steady macro-

economic growth, but substantial parts of their
populations still live in absolute poverty, with
food and nutrition problems among the most
serious in the world. Although the incidence
of unemployment is worse in developing
nations, unemployment rates in the industrial
market economies of Western Europe rose to
over 10 percent in the 1980s. These econo-
mies are now home to over 13 million of the
world's estimated 100 million formally unem-
ployed. Also, substantial disagreement exists
over the sustainability of current growth levels
among the developed economies, particularly
in view of their interdependence with the
weakened economies of developing countries
and environmental degradation.

(i1) Economic disparities

The 1980s have seen economic disparities
widen both within and among nations (see
Chart 1 for regional trends). Rising debt
burdens, falling prices for commodities, and
policies restricting the free flow of trade have
created a net outflow of as much as
US$60 billion per year in capital and other
resources from developing countries to wealth-
ier nations. Industrial countries, in turn, face
shrinking markets for exports, with negative
effects on their own labour markets and on
prospects for fiscal revenue. With the
unprecedented expansion of knowledge
during the past decade, inequitable access to
formal education and other learning
opportunities has engendered even greater
economic disparities among people within a
single nation. The wealthy become more edu-
cated; the uneducated grow poorer.

(i) Marginalized populations

Armed conflicts and civil disorder continue to
command public attention and resources in
many countries. More than 14 million people,
uprooted from their homelands, lived as refu-
gees in foreign countries in 1987, and some
13 million of them reside in the most impover-
ished countries of Africa, the Middle East, and
South Asia. War, human rights abuses, and
natural disasters have created an even greater
number of internal refugees who are displaced

within their own countries and have little
recourse to international protection or assis-
tance. Increased urbanization and unemploy-
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ment, with the concomitant problems of crime
and illegal drug use, have created intolerable
living conditions for millions more people the

world over. In addition, historical conditions
of ethnic and linguistic minorities and the
poor have created disadvantaged groups

within many societies.
(iv) Environmental degradation

Exploitation of the natural environment and
pressures on the land from the growth and
relocation of populations have accelerated the
rate of environmental degradation alarmingly.
Improper waste disposal, unregulated use of

toxic chemicals, and industrial accidents
imperil the biological integrity of land, air,
and water. Deforestation from commercial

logging and the cumulative effects of
subsistence  activities have caused envi-
ronmental destruction from landslides, flood-
ing, desertification, and reduced production
of oxygen. The environment knows no
national or regional boundaries: a natural
resource depleted in one place is lost to the
world. Pollution tends to spread both geo-
graphically and over time, and the costs of
environmental repair, where repair is possible,
far exceed the costs of prevention.

many

(v) Rapid population growth

Population growth continues to exacerbate
economic, social, and environmental prob-
lems, particularly in the poorest parts of the
world. In 1987, the world population



exceeded the 5 billion mark, an increase of
1 billion in less than fifteen years. Ninety per-
cent of this growth took place in Asia, Africa,
and Latin America, and most of it was in the
countries least able to care for or utilize the
additional population effectively. The harsh
reality of absolute poverty, with its guarantee
of high infant mortality and a precarious liveli-
hood for the sick and the aged, encourages
high rates of reproduction that further en-
trench a lifestyle of poverty among the grow-
ing numbers of the poor. Demographic trends
in industrial countries follow a different aggre-
gate pattern, but even there the more disad-
vantaged groups are growing at a higher rate
than the population as a whole.

C. Constraints on Human Development

The global challenges impose constraints on
human development in several ways. First,
they create a competition for resources to meet
various social needs, all of which appear
urgent and legitimate. There is a need to pro-
vide the poor and disadvantaged with basic
subsistence needs, to remove the sources of
social dislocation and disadvantage, to protect
the environment, and to control excessive
population growth. All these demands on a
nation's public and private resources can, and
sometimes do, take precedence over the learn-
ing needs of the population.

In addition, the austerity measures adopted
by governments suffering from inadequate
financial resources can cause disproportionate
cutbacks in societal development efforts. The
education sector, because it produces know-
ledge and skills, and the health sector, because
it protects and extends the value of the popu-
lation, are critical for development. However,
government spending on health and educa-
tion has declined — in relative and, in some
cases, absolute terms—in many of the world's
poorest countries. In twenty-five out of thirty
African and Latin American countries for
which comparable data are available, the share
of the government budget going to health and
education has declined in the 1980s. In the
world's thirty-seven poorest countries, spend-
ing per capita on health has declined 50 per-
cent since 1980, while per pupil expenditure
on education has declined by 25 percent. In
this context, the momentum of many societal

development efforts has stalled, leaving hun-
dreds of millions of people in conditions of
absolute poverty. They are without adequate
nutrition to sustain learning or labour, suscep-
tible to diseases that could be controlled, un-
able to read or write, and so denied access to
the very knowledge and skills that could im-
prove the quality of their lives dramatically.

Economic development does not automatically
increase the quantity or quality of human develop -
ment. A society must decide for itself to de-
vote resources to education and other learn-
ing opportunities. The development experi-
ences in the 1980s have demonstrated that
social advancement is a fragile process. With-
out sustained efforts to improve the circum-
stances of the poorest members of society,
overall development gains are undermined.
The enormity of the global challenges and the
differences among rates of national and indi-
vidual development now threaten further
deterioration in the quality and equity of life
chances. Unless dramatic and effective steps
are taken to address these threats, the future
may bring even greater poverty and growing
polarization within and among societies. A
world in which only an elite few will live in
health, safety, and prosperity must be avoided;
all people deserve the opportunity to fulfill
their human potential and contribute to shap-
ing their society. In times of economic de-
cline, austerity, and competing social and eco-
nomic demands, basic education must be pro -
tected through overt measures. Otherwise, gen-
erations will be lost and whole segments of the
population excluded from the development
process.

The phenomenal expansion of the national
education systems since the 1950s has continu-
ally increased the number and proportion of
children in school and of adults with basic
literacy skills. However, the absolute number
of out-of-school children and youth and of
illiterate adults has also increased dramatically
in the past thirty years. Today, more than one-
quarter of all adults still can neither read nor
write (see Table 1). The more than 105 mil-
lion children who are not in school mean adult
illiteracy will remain a common problem into
the next century.

The difficulty of combating nonschooling
and illiteracy is compounded by other
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a. Data for Arab States also included in Africa and Asia.
b. Data for least developed countries also included in regions.

Source: UNESCO; projections based on 1982 assessment.

problems. Many students drop out before
completing their primary schooling; others
complete school but fail to acquire the neces-
sary learning. In addition, whatever their pre-
vious formal education, significant parts of the
adult population have yet to acquire the basic
knowledge and life skills that, in addition to
literacy, would improve the quality of their
lives at home, in their communities, and in
support of their nations.

The critical problem facing governments
and development agencies today is how to
specify and meet the basic learning needs of
all. These needs cannot be met by a simple
quantitative expansion of educational pro-
grammes as they now exist although such
aggregate expansion may be part of the solu-
tion in certain countries. Despite the efforts
and real accomplishments of previous decades,
more and more people have needs for basic
learning that are not being met. Continuing
human development means that future gen-

erations of children, youth, and adults will
need greater access to and continued partici-
pation in primary schooling and equivalent
learning opportunities that provide an accept-
able level of learning attainment.

Given the number of children not currently
enrolled in any school at all, it is imperative
that each country identify these out-of-school
populations, determine why they are not
participating, and adapt or design appropriate
educational programmes to their specific con-
ditions and needs. In general, those out-of-
school are likely to be female, to be poor, to
be ethnic or linguistic minorities, and to live
in urban or peri-urban slums and remote rural
locations. To meet the basic learning needs of
such groups, formal education and other edu-
cational interventions must deal with the
realities of their life circumstances and stress
effective measures to attract and maintain
their participation and to assure their learning
achievement.
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The nature and scope of the global
challenges, and the effects of economic decline
and fiscal constraints on investment in the
social sectors, mean that a «business-as-usual"
approach to basic education policies and
programmes simply will not work. In the long-
term, a failure to take decisive action to
broaden the range, resources and suppliers of
basic education opportunities would only
deepen the present shortcomings and dispari-
ties, resulting in growing inequities in access
to effective learning opportunities, increasing
numbers of illiterate adults, and a growing
population of youth and adults with inade-
quate knowledge and skills. Expanded forms
of basic education for children, youth, and
adults, and innovative modes of delivery and

social mobilization to meet the broader scope
implied by the term "basic learning” will be
required, together with resources sufficient to
reverse the declines that are occurring in some
countries and to promote real improvements
in all countries.

D.The Role of Human Development in
Addressing Global Challenges

Human development, at the level of individu-
als involves a process of learning and of
applying what is learned to better the quality
of life. With more learning, both individuals
and groups are better able to derive suste-
nance from their environment, to participate
effectively in society, to meet challenges, to



create new solutions, and to transform the
world in a positive way. Learning is a catalyst
for all development processes, whereas a lack
of learning opportunities constrains the indi-
vidual and societal ability to produce, or to
benefit from, development.

After four decades of successes and failures
in economic development, it has become abun-
dantly clear that economic, socio-cultural, and
environmental processes are closely linked;
development or decay along one dimension
profoundly affects the others. Each new devel-
opment effort, whatever its focus, must
recognize the complex interactions among all
facets of life on this globe. This interactive
nature of change requires a multi-sectoral, long-
term, and international view of development in
the design of programmes and policies. The
pivotal determinant of the success of these
programmes and policies will be whether a
country's population possesses the appropri-
ate basic skills and knowledge.

In many nations effective human develop-
ment can help contain and even reverse the
current threat of economic stagnation or decline.
There is ample scientific evidence for the con-
tributions of education to social and economic
development. For instance, primary education
is known to improve the productivity of work-
ers in the factory and in the field and to pro-
vide the necessary skills for self-employment
and entrepreneurship. Basic learning of all
types can help families earn higher incomes
and make better use of their earnings through
informed consumption choices and improved
household management.

At the macroeconomic level, an analysis of a
sample of developing countries indicated that
increases in literacy contribute to increases in
investment and in output per worker.
Literacy, as well as nutrition and income, was
also found to correlate with increased life
expectancy and reduced infant and maternal
mortality. Overall differences in patterns of
educational investment, especially at the basic
levels, are significant in explaining differences
in national rates of economic growth and in
other development indicators.

Since the majority of workers in developing
countries are engaged in  subsistence
agriculture, the effect of basic education on
agricultural productivity has been an impor-
tant policy issue and the subject of much
research. One study by the World Bank —

based on eighteen analyses carried out in thir-
teen developing nations — concluded that a
minimum of four years of primary education
increased farmer productivity by an average of
8.7 percent for all countries and 10 percent
for those undergoing modernization and
growth. The greater the demands on farmers
to adapt to changing technologies, credit, and
marketing systems, the higher will be the bene-
fits to those possessing basic skills.

The effect of primary schooling on wage
workers and entrepreneurs is indicated by the
higher productivity of primary school gradu-
ates, as measured by adjusted earnings differ-
entials. Both private and social rates of returns
to primary schooling have been shown to be
high relative to other forms of schooling: in
one multinational comparison social rates
averaged 27 percent for primary and
15-17 percent for secondary education, while
private rates averaged 49 and 26 percent
respectively. They are also high relative to the
common return to capital investments which
is about 10 percent. Primary schooling is criti-
cal for promoting the productivity of small en-
trepreneurs because they face additional
decision-making demands and retain a larger
share of the benefits of their own productivity.
As in the case of agriculture, primary school-
ing increases the productivity of both wage
earners and entrepreneurs even more in situ-
ations of rapid change and development.

Economic disparities are reinforced and
reproduced over time by unequal access to
basic education and unequal achievement in
learning. More equitable access to effective
basic learning opportunities will immediately
begin to reduce the gap between the least
educated and the most educated within a soci-
ety. Equity in basic learning will also make
access to further learning more equitable by
assuring that individuals can be selected for
these opportunities on the basis of actual
achievement, rather than family or community
wealth.

The reduction of learning disparities has
both immediate and long-term effects. Some
of these effects are linked to the importance of
education for technological advancement,
which has the capacity to affect profoundly the
life circumstances of every person today. All
countries need citizens capable of working
with and through technology. Increasingly,
the possession of knowledge and reasoning



Cluldicn of relugees, displaced  persons,  and
migranis often have limited o no access Lo
basic cducaton aml lieracy progremmes, bt
such programmes are cracial 1o their adapra-
iy and survival.. The lives of decse chillien
have heen dismupted by owar, Goodne, anddor
civil contlict,.  Foreed 1o acmliomte @ new
wordds often radically  different from  teose
from which they canwe, ey require education
Ly achjust do theit new envirooment. Dioka
clisldecn disphiced by the war in southern
Silun, For example, muost adapt froan o sl
mognadic lefestyle oo the wrhan sawvironment of
Kharinum.  An education for that  desplaced]
child oeay s the: dillerence befwesn hepming
on the strects and prodeciyve corployincn.
Although olten vumbered among the
povicst ol the poor, the children of the refu-
pres ancd displaced are a sipnificant munority.
The over 14million ollicidly  recorded  refs-
puoes s ampuividend o ihe population of 42 of
the least populatcd cowntics o the woardd or
ap[.mu.x.ill:ulllﬂ'r LUl e ol the \taling Bloc in
the: United Mations.  Estimatcs of displaced por-
sons — ool only ollicially recognized  refispees,
bient alser indernal rangm?a. OO nkg ke,
and asylum scchers — sange from tweniy to
thirly mllion.  Mast live in the devcloping
worrld i couendres s can leasd afford  dhe
priee of conflice. Women and cablicn const
e the magority ol twse peoples and - many
displacerd children have Lived o camps o squal-
ter sciloments their entire lives
Unfomiunately, refugess and  dhe displacd
oftcn fall between e eracks in the planning

Box 1.02 Hefugeea: Displaced Children Al Risk

and  Implemeatation of educational  program-
Asylum povernments may fear that solu-
gee or displaced  sculements harbor  the
"‘cm:m}'" and  oe reluctant o mwvesr in this
lhunan resonrre., Fxpecting thar the tefugees
will - evenmally be o ropatriated,  governments
have littde mccntive o iovest o ancther coun-
ry's bmamnan. capital.

Basic cducation bewdges e gap  betwesn
rulicl and developrmend modes of  assistance.
Whether the scfugees or displacerd peopls sven-
l1|:|l|_'!.I sel i e 'Irhr.'.all].'J I'"-"P-"'ll'iBIC'. ar reseile wnoa
third country, an clucation will he usefl for
ibeir evenimal interration.  An educatcn  can
also asaist e prooss of crealing s durahbe
stdution.  Mozambican  refugee clubdien o
Makawi, for example, are being olTersd a tradi
el Muosnnbican  cordculhim in Pommipies:s
with 1he: aim of preparing them (e reloom w
their homcland.,

l".-::lu.-:.'.ﬂ'.il:lg the: children of refupees and dis-
plared peoples is ultimancly i the bt iokerest
of PO N T RTRE L aunl e irdernatinnal commn-
nity.  [aving learned to adapt o a changiog
world, these  childeen are  characieristically
bighly mntivated and open 1o new fooms ol
kEnewledpe. Since tne Second World War, there
beave hewn more than fifty civil wars and e
numbees of disphaced and religress throwghour
the world have steadily incrcascd. Tl woeld
canmor afford e ket e vidims of thess com-
Mlicis suller ipnorance,  They will be the s
who st learn o nnke peace and - reconstruce
sinEw.
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ability defines individual and national efficacy.
In a very real sense, to be deprived of basic
education is to be deprived of the essential
tools for modern living. Without the skills to
participate in a literate, technological world
and the knowledge to transform their environ-
ment, people will remain on the margins of
society, and society itself will lose their vast
potential contributions.

Meeting the basic learning needs of all has
become of greater importance than ever, not
only because of technological and other rapid

changes in most societies, but also because of
the increased global interdependency of
nations in their cultural and economic activi-
ties. As a prerequisite for social, cultural, and
economic development, education contributes
to reducing disparities and building common
understanding among people of different
countries, socio-economic  origins, and
cultural identities. Effective education is a
unique means to promote participation of all
individuals in their local communities and in
this global society.



Box 1.03 The Highlander Center

i (4580, woac choemicals fram the tanmey o
the town upsream from Tarry Wilaoo's facm
tommwead Yellow Creek Llack, . Fish diesd, and
some of Wilsom's ealves did, wo. alier drinking
the pudlubcd watcrs.  Most penple in the Dills
and hallows thae loacher tus Kenmcky creck in
th: sowthcastern United Siales weae aliid
speak o, eeriain that their back of ecdacation
and poverty were nioo malch Tue the anneiy’s
scicnce and or a8 important oas the Lowin’s

prized indhnsiry.
Wibson rallicd his . neighbonrs o Tore 1
Vellow Creek Coocerned  Citizens:ihey

comducted health surveys, kobbded e fedeeal
overnmwnl W oantervene, and. finally Forced the:
tannery io stope abuasing e coviconment. The
Lot protnpted . by Yellow Creek  Coneconsd
Clitivens, lus Dol o new sewage treatment. plani
and the creck warers are clear s,

Aware ot they noeded . organiring . amld
rescarch skills i the ooty was Lo suEveve,
Wilson ancd other  wcmbeirs of Yellow Creek
Concerned Citizens attenderl edocaionad wonk-
shops ai the Highlaoder Besource and Edue
tisn Center in Mew BMarkel, Tenocsee. For the
past L0 years, Highlander's programenes i
eenired on the enviconmental cffcos of hazamd
ous  iodustrics, mainly a5 3 medlection ol thi
comcerns ol the commrneniily groips i sceves

H|,|'.|"|1|:a_1'|r_'|,|_~|' works in Southern  Appalaciia
amel gl 1ol s of e deep South — acthivd

wiorld in which inlant soocality ctes are higher
and lrteracy lower than aoywhere clse in Narth
Awmcrica.  Highlander's eclicaiionl proieds
huilds oot codiine shared by proop mmem
bers: oral history, snags, doeon, dance, o boikd
confidence: and  determination. e eriscalion
programmes hedp Tearzal EruLps widerstand  the
probbems they face, learn fromn others who chealt
with similur problins,  cxporiment - with new
ideas, andd barild organdvations tea will cocour-
ape respuasiblc development

Althosrrh - conleni virics according 1o the
roups L"-'i'”H sepved, the formal s consisient:
residential workshops of [ooi two days o eighe
wicks, lovolving  hetween 15 ancd 4l -
pracds Troen diverse compounities bt sharing
copmon concern. That was e way Highlander
operatcd i the 150s and early 156, wheoo it
herame known as the clecatonal contre of the
i wivil rights meovemens: It s nsed today o
Highlamder's: Spanthern ﬁ]JEHlu.d:i.ulL and Lead-
ership Tiraoing, SALT s the mosl sarcessiul
Ieadership drsiming programeo e e Sough, 2
seris of six wockend workshops that cover such
suhjects as crealing |.-|:u.|.'u':|.|.H p]'.lui:. COMITANNIC S
Lon  skills, commuminy analysis and researchy,
problem  definition,  and  project  desipm.
Although ighlancer does ool gradc semdmas
participants, one criterion of swocess is whether
they carry ot decisions made in the weckshops.

Marginalized populations depend on their
knowledge and problem-solving skills to deal
with the hardships created by war, civil strife,
and crime, as well as discrimination. Basic
education is one means of attacking the root
causes of these conditions (by promoting equi-
table development) and, at the same time, of
providing immediate knowledge and skills for
dealing with their effects. Increasing the level
of basic learning helps alleviate conditions of
disadvantage and thus  contributes to
reduction of social disparity.

Marginalized  populations need  basic
education to prepare them for effective
migration, social and occupational mobility,

access to new information and markets, and
adaptation to new environments. Meeting the

basic learning needs of these groups will not
solve their problems, but it must be a part of
the solution. In particular, nonconventional
forms of basic education are needed for those
whose lives have been disrupted by forces
beyond their control. These problems affect
all countries: the growing levels of functional
illiteracy in the industrialized economies show

that they too are not immune to such
problems.
To combat environmental degradation,

people must not only understand the effect of
their actions on the environment but also
accept responsibility for them. They must not
shift the costs of their actions to people in
other geographical areas or to future
generations. Increased basic knowledge helps
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Box 104 Population Eduention

By e amad-1980s, over B0 countbics iocludod
population education in their schools. Popula-
tioms edistion cosstrilnotes e the relesanee 2wl
quality of education by

¢ developiog  anoawmeness wod wades-

sluml.'in]; o ]':n]'ullul'in::-n LSSLIES, llu-'n-.h:lr
wiveng leawsecs o degree of contrel ove
the shape of their fiire;

¢ Goboducing  mew  teachingSlearoing

:IILl‘!ﬂII'Ii[i:I[l:IL:‘iHH HEM IuEnirx, i ]:|r||:-|:||':.1-
tion Essucs, which redate dircody o thee
aluily livis, concerss and Goores ol b
wr% [hoth ol personal and societd levels);
and

o encouraging Ui’ developoment o amly-

tical skills, nsing population issues a5 2
podnt of refercnes, w cnable learmens
skapl b wochanging world

Population educarion also has an imporrant
rerle de play im Farilitating the undersianding of
womnei's jssucs and lostcring e ELTTHIEEV IR
of ihe sitnarkon of women, 'I'hrrml:llil rioibe 'pl:].-,
wancs, clomentary escarch aml other welr
wigues, negabive sterendypes and . myths can be
cpoacd and  values  changed, pecially with
yoamg lesrmens.  This is one of dee aWsl impor
tanit conceprs whicrh can be dealt with through
population  oducaton  at the  pomary school
lewal.

Anvtlicr concept wlich 5 nupoiant o
young learners to undersiand i thar decisions
resule ne aetion amd uat iocivichoals ace respon-
sible for their acticns,  Even wery young
vhillien sleould learn ot it i |.lut|=:i|:Jl_'. el
thesiTahlbe, For habime 1o be Born as the reselt of
o decision, e oan atmcsplcre of love  amd
cammitment. 11 is very imporiand that young
childien leatn e they can have a degroe of
carrilneel  oower Soomee asperis ool Lheir Bwes,  sawd
that childbearing i one of them.

Froadobesoent Jeoners beoelit roan popu-
buinm edduczation thal  helps develop ilieic sell
cseem, AR important  factor  in  academic
siceess, telention un scloosl, and e proven-
tinn of adolescent pregnancy.

Adulee and  outrofschoo] youtly roquire un-
tleastarcling  of  the  fonediaie  rebavanog ol
population issnes e their daily lives.  These
learners are already ab reproduciive aEe amd
nevd sulficicnr bafosspation Wy coabbe thaean w
comired]l their cowm ferility and o make odher
populanon decisions such as teosce sclatog
migratinm. Mesiing  their  learning: needs
wdoguarcly foguarcs an antegratcd agpecacls o
that young adulis, espedally couples aboai Lo
he mamvied, will receive appropriate informa-
uon abour family planoing medhods applicd o

thedr  commumily.

to inform individuals of the real costs of
environmental damage and to promote social
acceptance  of  regulations to  restrict
environmentally damaging acts and measures
to promote ecologically sound development.

The replenishment of ecologically
imperiled lands can be set in motion by
tapping the traditional environmental knowl-
edge of the land's inhabitants. People with
local knowledge of food production under
harsh conditions, medicinal practices, literary
and artistic forms, and local institutions and
community processes, are a rich cultural
resource. To bring this precious knowledge to
bear on contemporary problems of the
environment, the people who possess it must
be equipped with the basic knowledge and
skills that will enable them to function effec-
tively in their societies.

Education, particularly of girls and women,
does a great deal to control rapid population
growth by promoting collective health and well-
being. Educated women and men can make
informed choices about when to have children
and are better able to maintain their own and
their children's health. This benefits the
society by curbing excessive population
growth and improving the overall health of
the population. Research has demonstrated
that women's educational attainment is
strongly related to reduced rates of maternal
and infant mortality, and to improved
nutrition in the family.

The process by which basic learning affects
population growth is complex and varies
among countries. Normally it involves several
interrelated factors, such as better understand-
ing of family planning options, increased re-
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There is wwunting concero hat e pare ol
environmenial aclvancing  ao
swiftly thal thepe is nob encagh tme to wail T
e pext peoenton o be  eoviroomentalky
ez, Formmately, rcaching children effoc-
uwely can be a means tooreach adols, dhereby
changing the belavor of fwn peoccatons a9
TTIGE.

The Thai  Eoviconmental sod  Gommnmiy
Development  Association {TECIMN) o non-
povernmenial organization [N, began fve
wears g with the aim ol cducating the propke
wo be envdirmmmenially aware. 1L was hoped thi
awineness wonild lend e action initially in
ont’s own doncan, and then o paddpation i
develoging the communily and the counbry as 3
whole, Tl wlimate aim was W develop =
respect for, and awschueent 1o, one's envinon-
ment, s wach so that the individoal weaahd oo
leouger euietly albow others io prllete wd wonld
encourage olhers to oonscove die environment
It was imperanl W present complex environ
menial problems 5ri1||.]1|.1l.- and oo show fiow Ly
affecied  inadividuals

TECDA's basic mass eduwcation bogan with
the “MAGIC EYTS" 1IELP KEEP TTIAILAND

destructian  is

Box 1.05 FEnvironmental Fducation: The Thai Magic Eyes Comecpt

CLEAN CAMPAICN: a serics of carioon advee-
Hacusents on debevision directed at dhildren -
persmcdiog them to pul cobbish in s proper
place, snd encouwaging them 1o *police”™ adulis
angd spur them inode the right thing with the
words, “AH-AH! DONTT LITTER! MACIC
EYES SEE Y(ML® From thix soiiner cam
paign TECDW has expranded 1o the problons of
warer pollution and  forest dicsowction,  for
examnple, the Love Clas Phya Wiver cleapop
programme which began in Jansey, 1990

TECIAs uninme ancd juvfol approsch w edo-
catimg Thais w improve Incal covircnmenial
comlitiond has  been wemendously  swcccesfol
Annualky, the oumber of people who paric-
pated i TECDA's wariouns propgraanmes —
including  school children, government  olT-
ciuls, marker vendoes, poivate cnmpaury cmploy-
ees, arcd other communaly  cesidents o
lvom 15000 in 1984 po over A00000 o 1088,
A public sccror advertisiog sorvey Gowond
80 peroent ol twse sareeyed said the MAGIG
EYES campaign conbibited  “quite a0 o™ 1o
sr_:rir1:.r.

sources, changes in attitudes, and reduced in-
fant mortality. Where population growth
remains a serious barrier to real economic
growth, education will offer a significant
means of dealing with the problem because of
its effects on fertility.

E. Defining Basic Learning Needs

From the preceding discussion of human
development and its potential effects, it is pos-
sible to identify basic learning needs in gen-
eral terms along both personal and societal
dimensions. These needs comprise both
essential learning tools (such as literacy, oral
expression, numeracy, and problem solving)
and the basic learning content (such as knowl-
edge, skills, values, and attitudes) required by
human beings to be able to survive, to develop
their full capacities, to live and work in dig-
nity, to participate fully in development, to
improve the quality of their lives, to make in-

formed decisions, and to continue learning.
The scope of basic learning needs and how
they should be met varies with individual coun-
tries and cultures, and inevitably, changes with
the passage of time.

The satisfaction of these needs empowers
individuals in any society and confers upon
them a responsibility to respect and build
upon their collective cultural, linguistic and
spiritual heritage, to promote the education of
others, to further the cause of social justice, to
achieve environmental protection, to be toler-
ant towards social, political and religious sys-
tems which differ from their own, ensuring
that commonly accepted humanistic values
and human rights are upheld, and to work for
international peace and solidarity in an inter-
dependent world.

Basic education facilitates the ability to
meet other basic needs — adequate nutrition,
shelter and clothing, and access to health serv-
ices and clean water. All of these basic human
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Thers  is smensnilisgy  COLCETT that ihe pace ol
envivonpecntal  destroction is advancing £o
swifily that Hwae is oot cooupgh fime 1o wail Lo
o meext generation o be  covironmentalky
sduraled.  Forugately, reaching chilllien cifcc-
tvely can b a mmeans e reach adules, thwerely
changing the hehavior ol lwe gencrations
Omee.

The Thai Eovivonmental  and  Commuomnity
Developiment  Association  (TEGIDA] & nop-
povernmenral organiedion . (NGO, began five
years apo wilh the aim of edoncating (he poople
e be environmentally awaws, IL was hoped that
awareness would lead o action — initadly i
ouc’s own doamaing sunl then W parricipation in
drveloping s community and. the counley as a
whole,  The ulbimaie aim was o develop
respect To, amd artachmend cy, one’s covron-
ment, so much so that the indivddeal would oo
Lorggee quictly allow nihers o podlute and wonld
enconrs cllicis o conserve the enviroosocot,
It was Importand o prescul complex environ
menial problems simply and toe show how . tey
affecied  inadividisals.

TECDA' s basic mass educalion began with
the =MAGIG EYEST HELPF KEEE THAILANI

Box 1.05 Envirommenial Edocation: The Thai Magic Eycs Concepl

CLEAMN CAMPALGN: a serics of cartnon advee-
fiserniznts O television directesd an cildien —
persuading them o put rubbish i fis propas
place, and cncommaring Unan o “police”™ adulis
and spur e e do the right dlding wilds te
words, “ATEAITL  DONT LITTER]  MACIH
EYEs SEE YOUIL”  Froan this sowHifer cam
paipn THEGDA Das cxpanded to b probloms of
warcr  pollution and st destraction,  for
example, e Love Chao Phya Hiver dcan-ap
[H e which hepan in |anuary, 1080,

TECGIAYS wiigue and joyfl approsech: o odu-
cating  Thais fo improve local  covironmental
concliticns  las been tremendously  succcsful,
Anoually, the munber of poople who partisi-
pated in TECIM's various  progromocs —
imcluding - school  chiblien,  government  olli-
cials, mearkel vemdors, private ooy crploy-
ces, and odher cosununity  residenis —  grow
frepe L3000 B 19840 1o over 400,000 oo 1588,
A pahlic seclor advertsing. snmvey Tuood - dhat
g4 porcent of those sarveyed said the MAGIC
XYY campaign contribnted “guite a lot” o
BOCieTy.

needs are interdependent, but basic education
promotes accomplishment of, and increases
the individual benefits from, the satisfaction
of other needs.

The possession of basic learning also is a
prerequisite and a complement to other
sources of social and economic development.
It can help resolve the problems of economic
decline, widening economic  disparities,
dislocation and disadvantage, environmental
degradation, and excessive population growth.
Another and no less fundamental aim of edu-
cational development is the transmission and

enrichment of common cultural and moral
values. It is in these values that the individual
and society find their identity and worth.
Moreover, sound basic education is funda-
mental to the strengthening of higher levels of
education and of scientific and technological
literacy and capacity and thus to self-reliant
development.

Basic education is more than an end in it-
self. It is the foundation for lifelong learning
and human development on which countries
may build, systematically, further levels and
types of education and training.



13

Box 1.07  HKorea:

Histocically, Korea ilbastrans a country whiose
edvurational policces, particnlarly ino the linance
anza cvolved in support of welr capid induosi
ahizatinn.  Kaorca was ahle io St a0 huge pro-
porton of its GNE in ciucation becanse ol il
rommitneent o, and  brood ancd feable ap-
purach o, edurational lance,  Incharding all
snurces . of finance, the peroomtage of GRP
going 10 edwcalion was 8.8 percent in 19G0 ad
pe o 07 perrend in LT Abont 71 pereend
of educational cxpenses were paicd Tor by soo-
dents and their parcnls, These were wsed Lo
comslructicn and - operaion o schools, a5 well
as  for  outolschool  honsehold expeascs on
boouks, schood  supplios, Inensportation,  extra
curricular adivities and roeom/boand, Do e
wick-1960s,  out-ofschon]  expuonsce acconmrerd
for 80 percent ol loschald educatioml capen-
ditores, close to nnehall ol which were for
primary edocation. A large share of these ci
penditures went for dhe purchues of  texibooks
at the rompulsury. education Ievel simec ooy &
quarecr of the stadents gou them for free.

The  centd  government conceniated  ox-
pendimre o priocey cducation. Ty allcatiog
Uipeefonwths ol s moitivoal - public edacaiion
Inaclpet 1o compulsory edncation aond cclying on
private schools and pancos’ willingness o gy
for secondwy  and  tertiary  ecucation,  Korea
achicved primary ethacaion for all, while at the
e L sausfving the strong and growiog
temand for post-primary alucation.  In 1865
pubdic schools arconmileal o 90 percent ol -
mary enrolimeoy, bat they served anly 425 wed
YT perceat of enrollment al thie: smeaddeimic sec-

Froviding Frimary Education for All

ondary and tertiary levels of education, respec
tively.

Eorea also marle use of local institniions in
the Fimancs and  provision ol peioacy s
tion, - As early as 1949, Parene-Teacher Awovia-
finns [17TAs) played an imporant vole o the
finance ‘of pimny  oducation,  Despile (11
ambitions of the Fducaion Law, the ceniral
government coubkd provide only 15 percent of
i revennes needed Lo fimance primary e
Henee, the PTAs;, which werc originally
organimed too supplosent weacher sabaries arul
L incrcase parental dwvodvemcnt i school e
cisinmacabing, provided 75 percent of the
funcds for local schonls, with local governmenis
comribmting woutlce 10 pereent. Tn the sistics,
Izl sources provided beewecn 20 and 25 per
cent. o e totd amount of Ineal aexlucatson
expadinure ar the primary lewel Im 1900, PEAS
were reonmuiand s the UYuksonghboe® (volure-
Ly parenreeacher assocation) with the sone
nhjectivis ax before,  With the T LA,
the Yuksenghes fees sunounted w28 percen
of the public budger for compalsoy cducation
inc 1657,

Finally, the cenual  govermment prresviclel
prans o local schonls for conpulsery educa
ton, ammeniing b 73 porcent of ikl esal
prverunenl cxpendimires in 1970, Conscious
of the inequality sunong Colnunities, e oo
tinnal government has atrernpieed sinee 1982 o
cqualize  public  expeanditor: . among primary
school districts across the country by mesns ol
formulas that cistribute pational funds oo the
Iasis of Jocal need and abdlity 1w pay.

(AT

F. New Opportunities
for Human Development

As the range and gravity of problems facing
the world's nations have grown, so too has
awareness of the need to emphasize human
development on global and national agendas.
From settings as diverse as the 1987 Asian
Forum of Parliamentarians on Population and
Development, the 1988 Cartagena meeting of
Latin American Ministers of State, the 1988

North-South Roundtable in Amman, the ongo-
ing work of the South Commission, and
numerous United Nations meetings, a general
understanding has emerged: Real devel-
opment is human development, and
long-term economic growth and social well-
being rest on the quality of life of every woman
and man.

Confidence in this view has grown as
countries have accumulated experience in pro-
viding basic education. Many countries have
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made remarkable societal
result of their sustained investment in basic
learning opportunities. The experience of
Europe and North America, and more recently
of Japan, the Republic of Korea, and Sin-
gapore, strongly support the conclusion that
basic education is a necessary part of an equi-
table and efficient foundation for national
development.

Despite the real financial constraints evi-
dent in the 1980s, some countries have had
striking success in fostering a better quality of
life for all. Major global initiatives, such as
those related to access to clean water and sani-
tation, primary health care, immunization, and
child survival, have each saved millions of lives
and enhanced the well-being of hundreds of
millions of people. Since the 1970s, an
estimated 1.1 billion people have benefited
from improved water supply and sanitation
facilities, and in four low-income African coun-
tries the percentage of the population with
access to clean water doubled from 1980 to
1985. Worldwide, over 60 percent of all chil-
dren are now vaccinated against the six major
diseases that kill young people, and the goal of
universal immunization seems near. This is an
astonishing improvement over 1974 when only
5 percent of the babies born in the developing
world received these vaccinations. One child
survival technique alone, oral rehydration
therapy, saves as many as a million infants'
lives a year.

improvements as a

These successes required major initiatives,
concerted action, and the formation of devel-
opment alliances. Equally indispensable was
the use of new communication technologies to
disseminate the knowledge and skills needed
to deal with the problems of water, sanitation,
and health. In sum, these examples are
dramatic proof that where there is a willing-
ness and a commitment, gains in human
development can be attained, even within the
financial and other constraints of the current
global challenges.

Recently, the development literature has fo-
cussed more on constraints than on opportu-
nities. A review of the state of basic learning
in the world will reveal, however, that these
constraints are not the absolute barriers to
progress that many have assumed; with strong
public and private commitments, they can be
overcome. Constraints and opportunities are
part of a complex whole where demographic,
cultural, sociopolitical, technical, economic,
environmental, and strictly educational factors
are interrelated in a circular pattern of causes
and effects. Each nation must be viewed indi-
vidually: its background characteristics, finan-
cial capacity, and past educational efforts
combine to determine the ultimate impact of
learning achievement on its population. What-
ever the constraints, a societal willingness and
effort can minimize the inhibiting effects of
these constraints and allow each country to
exploit the unprecedented global opportunity
to meet its current challenges.



The Context and Effects
of Basic Learning in the World

Since human development determines how
well individuals and nations will meet the cur-
rent global challenges, it is important to un-
derstand the present context and effects of
basic learning in the world. This chapter
assesses how basic learning needs are now
being met, how national efforts have evolved
in recent decades, and what the current oppor-
tunities are for improving the quantity, effec-
tiveness, and equity of education.

A. Basic Education Data

National data sets on the state of basic learn-
ing have four significant limitations. First,
data are more commonly available for the for-
mal education system and are incomplete to
nonexistent for the wide range of out-of-school
programmes for youth and adults. Second, the
data predominantly include learning inputs,
sometimes outputs, but rarely indicators of
the learning process. Third, the data are highly
aggregated and do not always reflect the inter-
nal diversity of nations, systems, or even insti-

tutions. And fourth, the data rarely reveal
qualitative dimensions of the quantitative
measures .

Given these data limitations, it should be
recognized that more is known about basic
learning than can be validated with available
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data and techniques. Thus, when data or
statistical results appear illogical or even
counterintuitive, one should be prepared to
reexamine the situation carefully before
abandoning one's original conception of the
learning relationships. In the discussions that
follow, the aggregate data currently available
on primary and adult education will be supple-
mented with case studies, country-specific
examples, and logical inferences.

B. Indicators of the Context and Effects
of Basic Education

It is useful and appropriate to organize the na-
tional data on basic education around five con-
cepts:

e The economic and demographic back-
ground of the nation

e The specific financial characteristics
that constrain or facilitate the nation's
capacity to support social services
(including basic education)

e The actual effort being made (funds
expended, resources used, or program-
mes operated) to support basic
education activities

*  The direct effects of these efforts as meas-
ured by access to educational services,
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continuing participation of students,
and graduation (pupil achievement
data are not generally available)

e The social impacts of basic education ac-
tivities as measured by indicators of lit-
eracy, health, nutrition, fertility, and
income equality.

There are no simple cause-and-effect relation-
ships between the determinants and results of
basic education; rather, the relationship is
interactive. Education facilitates development
and development further facilitates future edu-
cation activities. Thus, the current indicators
of the effects of basic education become part
of the general background and financial deter-
minants of a nation's future capacity to prog-
ress toward meeting the basic learning needs
of all.

Tables 1 to 6 in Annex 1 (Basic Data) pro-
vide selected comparable statistics most
recently available for each nation. The coun-
tries are listed in the order of their per capita
gross national product (GNP). The per capita
GNP figure is presented not as an acceptable
indicator of social or even economic develop-
ment but only as a basis for organizing the
data. Per capita GNP is a useful indicator of a
nation's total measured economic production
and thus of the economic resources potentially
available to meet social needs. Therefore,
when per capita GNP is compared with other
national characteristics, other measures of
financial capacity, and indicators of educa-
tional effort and its direct and social effects,
the analysis of the state of basic education is
structured in a logical and effective form.

With per capita GNP in 1987 (in U.S. dol-
lars) as a standard, the nations are divided into
three categories: the low-income economies
(less than $480 per capita GNP), the middle-
income economies ($481 to $5,999), and the
industrial market economies ($6,000 and
above). The low- and middle-income econo-
mies are categorized as developing economies
and the middle-income category itself is divis-
ible into lower-middle-income economies
($481 to $2,000) and upper-middle-income
economies ($2,001 to $5,999). The “other
economies” category represents those nations
for which data are unavailable for most of the
indicators used in the analysis. The data in the
main tables are supplemented elsewhere by
other  categorizations (e.g., geographic
regions) and variables (for example, gross

domestic product, rather than GNP, is used

for some analyses ).
(i) Background characteristics

A review of the background characteristics of
the world's nations reveals a startling conver -
gence of disadvantage. The lowest-income
economies not only are poor but also suffer
from a variety of other developmental disad-
vantages. Their populations are the least
educated, are increasing in number at the most
rapid rates, are the most dependent on subsis-
tence agriculture, have the least access to clean
drinking water and health services, and most
often lack the communication benefits of ra-
dio and television. This convergence of disad-
vantage has resulted in only twelve of the
thirty-seven lowest-income nations (for which
data are available) reporting positive growth
rates during the 1980-87 period. However,
the more positive growth forecasts for 1987-
1995 found in Table 2 reinforce the belief that
the present period offers a special opportunity
for dealing with the world's basic learning
needs.

During the 1970s it became conventional to
refer to the world's poorest nations as "devel-
oping" rather than underdeveloped. However,
over the last decade, the term "developing”
became a misnomer for the majority of the
poorest nations. The economic gap between
the advantaged and disadvantaged nations
widened not simply because the poorer coun-
tries were growing at a slower rate but because
some were not growing at all in per capita
terms and other economies were actually
contracting. The joint effects of economic
stagnation and continued high population
growth made the already severe situation of
these nations even worse.

The problem of nondevelopment has not
been confined to the low-income economies.
It also appeared among the lower-middle-
income countries where only fifteen of the
thirty-four nations report positive per capita
GNP growth rates for 1980-87. Only seven of
these countries have reduced their annual
population growth rates to below 2 percent

I' Refer to Technical Notes for definitions and
information on data sources, comparability and
interpretations.
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while eight have rates still above 3 percent;
thus, the pressure in these countries to pro-
mote economic growth sufficient to offset
population increases is intense. Table 3 indi-
cates how small differences in the rate of
annual population growth can result in signifi-
cant differences in the absolute growth of
population.

In the upper-middle-income and industrial
market economies the situation has differed
dramatically from that described above. Only
seven of the former and four of the latter had
negative growth rates for per capita GNP dur-
ing 1980-87. In these economies, population
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growth rates are consistently lower, access to
safe drinking water and health services is high,
and possession of radios and televisions is com-
mon. Although this international pattern
blurs the differences that exist within all coun-
tries in the ability of disadvantaged groups to
benefit from economic prosperity, they do
make it abundantly clear that the condition of
disadvantaged nations has worsened in both a
relative and an absolute sense over the most
recent decade.
Development problems
phenomenon of the

are not just a
least developed econo-
mies, however. For the most prosperous
nations, the major issue has been the
continued marginalization of their disadvan-
taged populations. Aggregate prosperity does
not automatically generate benefits for these
groups. Thus, programmes specifically
directed to the needs of these groups are
required if gains in equity are to parallel
aggregate growth. In the middle-income coun-
tries, a major issue is the potential for
economic stagnation. As countries become less
able to maintain real per capita growth, they
may find it more difficult to maintain the gains
in social development of the last thirty years.
These countries need to renew growth, beyond
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that fueled by inflation and required to offset
population increases, to maintain and improve
the social condition of all, especially the most
disadvantaged. The major aggregate issue in
the low-income economies is economic decline.
Many of these nations already are losing the
battle to keep up with inflation, and some
cannot maintain positive growth rates even in
the aggregate, let alone in per capita meas-
ures. In these societies, both marginal and
central population groups suffer, although
marginal groups to a greater degree. In such
conditions, the tendency is for the privileged
minority to sustain itself while increasing
numbers of the population become economi-
cally disadvantaged and face reduced access to
basic social services.

Change is occurring within the three
categories of economies. Some of the more
prosperous countries are threatened by eco-
nomic stagnation; within the middle-income
economies, stagnation is moving toward
decline for some; and within the low-income
economies, decline is accelerating for the most
disadvantaged countries. The reversal of these
trends will not solve all of the economic and
social problems, but it will begin the process
of reclaiming the positive effects of develop-
ment. Marginalization, stagnation, and
decline are simply degrees of failure in the
ability of nations to produce economic growth
and to share it equitably among their
populations.

(ii) Financial capacity

A nation's specific economic conditions will
either facilitate or constrain its financial abil-
ity to support social investment. Among these
specific conditions are the role of government
in the economy, the relative status of the
agriculture sector, the structure of interna-
tional trade, the balance of international
payments, the debt burden, and the receipt of
development assistance. With the exception
of the last condition, the low- and lower-
middle-income economies again present a pat-
tern of disadvantage.

The expansion of public sector involvement
is not inherently a constraint on development.
In fact, average levels of reported government
expenditure as a percentage of gross domestic
product are higher in the industrial market
economies than in the developing economies

(approximately 17 percent to 13 percent—see
Chart 2A), and there does not appear to be a
systematic relationship between government
involvement in the economy and national
growth (see Chart 2B).

The least developed nations are expected to
continue to depend on agriculture as a major
source of aggregate employment and growth
in the near future. They also will continue to
depend on commodity exports and imports of
manufactured goods. Supply and demand
conditions in these two categories of trade
often leave the developing nations in a less
favourable market position than the more
developed nations. Without improvement in
their terms of trade, developing countries will
operate under an ongoing disadvantage in
attempting to promote aggregate growth by
increasing foreign trade.

In part, the current account balances (the
net amount of exports minus imports and of
private and governmental unrequited
transfers) for 1987 reflect these different trade
structures. All but three of the low-income
economies reported a negative balance for
1987; only nine of thirty-four lower-middle-
income economies had a positive balance,
whereas five of sixteen upper-middle-income
and ten of twenty-five industrial economies
had positive balances (see Chart 3).

Because of the debt incurred by developing
nations in the 1970s, their access to foreign
financing became so limited that current
account balances were reduced dramatically
after 1982. This reduction forced the seven-
teen most highly indebted nations to increase
their trade surplus from $2 billion in 1982 to
an annual average of $32 billion during
1983-87. This surplus resulted from lower
relative imports, reduced investment, and con-
strained per capita consumption. These
adjustments were doubly damaging because
reduced consumption lowered economic
welfare immediately while reduced investment
threatened the long-term potential for growth.
The debt burden problem (indicated by
debt service as a percentage of exports) is a
general constraint on development in all three
categories of developing nations. Twenty-four
of thirty-four low-income economies reported
debt service levels for 1987 above 10 percent
of exports, and nine of these had ratios above
25 percent. For the lower-middle-income
economies, only two of thirty reported debt
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Chart 3: External Talanees of Doveloping Conntiics
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service ratios of less than 10 percent, and thir-
teen exceeded 25 percent. For upper-middle-
income nations, only two countries (Panama
and Gabon) had a debt service ratio below
10 percent, and nine of the twelve reporting
nations had ratios above 25 percent. For the
poorest nations these debt burdens aggravate
the existing patterns of stagnation and decline.
For the middle-income nations the debt bur-
den is slowing—in some cases reversing—the
progress that once was being made in national
development.

The long-term debt of developing countries
has continued to increase since 1982; for the
highly indebted countries, it rose from

$390 billion in 1982 to $485 billion at the end
of 1987. This increase in debt paralleled dete-
rioration of creditworthiness through 1986,
but since then conditions have been more
stable and in some cases have improved. The
compression of imports (for example, from
1980 to 1986, Latin America shifted from a
$2 billion deficit to a $13 billion surplus in
trade with the United States) brought on by
the debt burden reduces exports from the
developed nations and further jeopardizes
global economic growth.

The debt service problem is linked to the
potential for social investment spending, but
only indirectly. As a greater share of national
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resources must be used to service foreign debt,
fewer funds are available for all investment
and consumption activities. It does appear,
however, that under heavy debt burdens, some
governments tend to emphasize import substi-
tution activities and the immediately produc-

tive sectors (to generate more funds in the
short run) at the expense of social investments.

Debt conditions also precipitate structural
adjustments and reforms that often have an
impact on expenditures within the social
sectors.
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(iii) Educational effort

economic and financial
conditions described above, many nations
have made impressive attempts to maintain
their financial commitment to basic education.
The pattern suggests that a willingness to sup-
port the meeting of basic learning needs is a
necessary condition to offset the most harmful
effects of financial restraints. Between 1980
and 1987, fourteen of the twenty-two low-

Despite the general

income countries reporting expenditure data
maintained or increased total education
expenditure as a percentage of GNP. Fifteen
of the twenty-four lower-middle-income coun-
tries and fourteen of the sixteen upper-middle-
income countries did the same. A similar pat-
tern exists for education as a percentage of
total government expenditure. Some coun-
tries, despite their economic difficulties, have
made the commitment to reallocate govern-
ment expenditures in favour of, rather than



away from, education. An appropriate infer-
ence from this data is that although choices
concerning educational expenditures are
constrained, it is still within a country's own abil-
ity to choose education.

A large number of countries (especially in
the poorest categories) have maintained or
increased the share of primary education in
the total education budget between 1980 and
1987. More than half of the low-income and
lower-middle income nations reporting com-
parable data have managed to increase pri-
mary education's share in their education
budgets. However, in two-thirds of these coun-
tries this increase was coupled with a decline
in the per pupil expenditure (in current
dollars) during the same period, due to in-
creasing enrollments. On the other hand, in
the upper-middle-income economies, and no-
tably in Latin America, primary education's
share in some countries' education budgets
has declined because of the relative expansion
of secondary and tertiary education. Because
total resources for education have increased
in many of these nations, the relative decline
of primary education's share does not auto-
matically imply a decline in per pupil expendi-
tures on primary education. Even with
increasing primary school populations, five of
the six countries in this category that experi-
enced a decline in primary education's share,
managed to increase their per pupil expendi-
ture between 1980 and 1987.

As a further indication of education efforts,
a large majority of countries continued to
expand enrolment during the 1975-85 decade,
and some even reduced teacher-pupil ratios.
Because of governmental financial constraints
and parental choice, many countries have an
increased proportion of their primary school
pupils in private schools. Even though many
private schools receive some form of direct or
indirect government subsidy (and almost all
benefit from teachers prepared in public insti-
tutions), the expansion of private schools can
allow governments to target a portion of their
expenditures more directly on the needs of
the disadvantaged; for example, through sub-
sidy formulas based on community income.
There always is the danger that the private
system will evolve into an elite alternative with
access determined by family income alone, or
that public schools will be comparatively
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neglected. However, appropriate planning
can avert these effects by assuring a recogni-
tion of the inevitable interdependency of the
two sectors.

The development of private education has
been more dramatic in the industrial econo-
mies than among the developing economies.
Only seven of twenty-four low-income coun-
tries showed an increase in the proportion of
pupils in private primary education, while
twenty-three of forty-nine middle-income
countries, and fourteen of twenty industrial
market economies did so. One inference is
that the more advantaged nations are benefit-
ting from the mobilization of nongovernment
resources for primary education, while in low-
income countries, whose public budgets are
already burdened in other ways, governments
continue to assume the highest proportion of
fiscal responsibility for educational services.
Obviously, private resources in low-income
nations also are constrained, but nongovern-
ment alternatives can assist in financing even
in the poorest nations. For example, Haiti has
more than half its primary students in private
schools, and there are initiatives to mobilize

family and community resources for basic
education throughout sub-Saharan Africa.
Parallel efforts (by public, religious, and

nongovernment organizations) to provide out-
of-school basic education for children are
harder to document in a comparable quanti-
fied manner. Despite difficult economic con-
ditions, however, many nations have main-
tained and some have expanded their out-of-
school programmes equivalent to formal
primary education. These often provide
instruction with the same content as that of
primary schools and also often teach basic
knowledge and skills to youth and adults.
Better documentation of such programmes
and their participants, costs, and results will
be required for the future planning of basic
education.

(iv) Educational effects

Ideally, a nation would want to know how edu-
cational efforts affect school processes, and
the acquisition of knowledge, skills, attitudes
and behaviour. In reality, data are available
only to indicate access to schooling, continu-
ing participation, graduation, and further
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Chart 4: Gross Enralment Ratios by Regions
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learning attainment. The degree to which
these indicators are adequate proxies for the
hoped-for effects of basic education activities
will vary among nations, systems, and
institutions.

The gross and net enrolment ratios (the
common measures of access) reveal once again
the differences among nations and among the
economic categories of nations in their
priorities for and efforts in meeting basic
learning needs (see Chart 4 for regional com-
parisons). Gross enrolment ratios include
under- and over-age pupils in addition to those
of the normal primary school age (usually six
to eleven years old). Within the group of low-
income economies, gross enrolment ratios for

males range from 20 to 30 percent
(Afghanistan, Mali, and Somalia) to over
100 percent (twelve countries). The gross

enrolment ratios for females are consistently

lower with only one exception (Lesotho with
125 percent for females versus 101 percent
for males).

Net enrolment ratios (restricted to the
primary school age cohort) are less generally
available but show a similar pattern: countries
with comparable economic conditions show

significantly  different education results.
Among the low-income economies, reported
net enrolment ratios for males range from

14 percent in Somalia and 31 percent in
Guinea to 87 percent in Togo, 89 percent in
Madagascar, and 99 or 100 percent in Indone-
sia and Sri Lanka. Female net enrolment ratios
reported for the same set of countries range
from 8 percent in Somalia, 15 percent in
Guinea, and 20 percent in Burkina Faso to 96
percent in Indonesia and 100 percent in Sri
Lanka. Of course, these differences are not
solely a product of policy choices and priori-



25

Box 203 IDMEKMAS:
for Women in Indoncsia

NIKMAS is the Commanity Fducation: Divsion
of the Minisiry of Fducation and Cuolmre in
Logdonesia: I prograone of combiniog
ernpiny TRt orignled  skill indning  cosely
lingkared with liccracy cfforts has helped Indone-
sia move froan shonl 2 60 percent Bieracy s
wo nearky 80 percent over the past decade, while
sl |:-rv|.|'-i|l'in_|i sarpang opporbugilics Lo amene-
ployed  outaofschenl yonth.

“Learning and Earning™  opponunitics  agc
beeingr ollered by the Bejar Pidel A bleracy
Bejar Usaha small enterprise programmes for
wommeenn io Disdlonesia, e UL, u:\:i:||\|_l1I
such fxcalitkes and activites as village  learndng
proups, resding cowrscs, ol nesspegeers, ol
]'m-.paﬂrinn fnr pﬁmar:.f shord ﬂrluiv:l.li.".ur.}'
cuaninaticns, am o olindinare illieracy, cape-
n::i:all:r ALMLH  wernEn;. 1o tricresse 1|:|.r|i-::i|:l:1[i|.|:|t
in child mapdval and  development  actvities;
and o coable women W incrcase their oo
threagghe - loans Tor simall businesses, oy ERE
leammeers . are oo, illiteraie pivls and ©women
beaween tee ages of 15 and 44, with oo fixed

Income Generation and Literacy Programmes

ceLptlican. T [ETITHERE LY lul.n'itllz [IT1FATE
and a wenpe for classes, and a \lillagr. task Torce
manages funds for the progranmn.

In 1987 o micdienn revdew Jowed U Kejar
Trsaha grovp members have becn able too in-
crese Heir imcome: Dy as much as 34 percent a
VAT, anirl Krjar Faket A l=ammers have heen able
Lo paise thew meome by 20 perccnr a year. The
Kejar Paked A scheme bas also become an alier-
native 10 formal schooling for primary school
11|u|:l|.||.|.|:1, who  loron 4G LEEEE ol Rarners
Cine inmovation of the Bejar Usaha propramme
is hal bous are being exicoded deooghe e
Bank Rakyat Indonesia (BRI) on collateral fur-
pishicd by UNICEF aned the goverament. i
nflfars g mweermibeers 2 chamee o bearn 2o dead
with banks and frees civil servants from having
o keep o detailed accounls ol puyments and
repayments,

A poal of R0  milleon  Ulecraves will e
reaacheck |J:|-' Lhie: Jrraag e |J.u:'i.|:||5 R-L';l:ldiLa‘t.".
the onuniny’s nesi fiveyear tevelopment phin.

ties, but they do support the contention that
both societal willingness and effort must be
considered in evaluating the constraining
effect of a nation's financial capacity.

One of the most widely used indicators of
educational development is the female enrol-
ment rate. Since females commonly are the
last to benefit from educational expansion and
the first to suffer from reductions in learning
opportunities, their participation rates are a
more sensitive indicator of access than are
total or male only rates. The general pattern
of female participation is one of lower aggre-
gate enrolment rates with a notably greater
degree of equality at entry to primary school-
ing than at termination. This finding indicates
that attempts to improve gender equity must
focus both on access and on the continued
participation of females.

Not indicated in the available data is
differential achievement. Anecdotal reports
suggest that, even where participation in learn-
ing programs is high, social and cultural

factors which influence career expectations
and role definitions can indirectly affect learn-
ing achievement. A well-known example in
the United States is the question of girl's
achievement in science and math.

Participation by students until the end of
the primary school cycle may be, however, a
necessary if not sufficient condition for achiev-
ing an acceptable level of basic learning. For
1980-86, completion rates (the proportion of
grade 1 enrollees who complete the primary
cycle) reported by the low-income countries
ranged from around 15 percent (Benin,
Guinea-Bissau, and the Yemen Arab Republic)
to 80 percent and above (Mauritania, Indone-
sia, Sri Lanka, and Zambia). Since high com-
pletion rates can reflect policies that restrict
initial access opportunities in favour of elites,
this indicator needs to be viewed in the con-
text of both access and achievement levels.
Similarly, reported levels of secondary school
access indicate the effect not only of primary
schooling but also of other determinants,
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including the demand structure of the labour
market and the availability of secondary school
places.

Educational patterns also differs among the
middle-income and the industrial market
economies. For example, one lower middle-
income nation reports a gross enrolment ratio
for males of less than 75 percent, while twenty-
five countries report ratios of 95 percent or
above. Among the higher income nations, the
reported female net enrolment ratios range
from 48 to 100 percent.

Two critical facts are not directly indicated
by the tables in the Data Annex. First,
economically advantaged nations vary dramati-
cally in how effective they are in extending
learning opportunities to their disadvantaged
populations. Second, the functional definition
of basic learning may differ among developed
economies and may include some post-primary
education. Indicators related to these issues
of access and definition may be derived,
however, from variations in the percentage of
grade 1 students completing the primary cycle
and in the gross enrolment ratios at the secon-
dary level.

A list of the desired effects of educational
investments at the basic education level must
include initial access, continued participation,
equity for disadvantaged populations, and learn -
ing achievement. All of these are of some
concern in all countries. As in the case of
economic growth, however, the most disad-
vantaged nations face the most difficulty in
achieving the desired effects.

In summary, multiple indicators of educa-
tional processes and effects are required to
assess the effectiveness and efficiency of a
nation's attempts to meet basic learning needs.
The willingness of some nations to invest in
basic education despite adverse economic con-
ditions and their efforts to overcome financial
constraints deserves both respect and further
study. Examination of a high-performing
nation's willingness and effort may help iden-
tify aspects that can be transferred to other
national contexts.

The data on primary education efforts shed
light on the incomplete coverage of the
current systems; they also define more pre-
cisely the task of expanding basic education
through primary schooling and equivalent
systems, public information, and adult educa-
tion and training programmes. The need for

each nation to expand its out-of-school efforts
is strengthened by the realization that, for
many nations, the goal of universal primary
schooling will not be attained in the immedi-
ate future.

(v) Social impacts

As noted earlier, the desired social
outcomes of expanded basic learning include
higher levels of literacy, health, and nutrition,
lower fertility, and greater income equality.
Indicators of these effects can be used to
appraise the social justification for past
investments in basic learning. Although
simple cause-and-effect relationships again are
difficult to document, numerous studies have
demonstrated that basic education has direct
effects on these social measures by transfer-
ring information and skills and indirect effects
by altering general economic conditions and
individual and community preferences.

In reviewing the available data, it becomes
obvious once again that, while a correlation
does exist between background economic con-
ditions and these measures of social progress,
many countries succeed beyond their expected
levels while others seem to be underper-
forming relative to their economic context and
fiscal capacity. While literacy levels, with some
exceptions such as the notable achievements
of Tanzania, follow the pattern of primary
schooling effects, the same is not true for the
other societal measures.

Under five mortality rates (U5MRs) have
been notably reduced in such low-income
nations as China, Kenya, Lesotho, Myanmar
(Burma), Sri Lanka, Viet Nam, and Zambia.
Poland, Jamaica, Costa Rica and Chile have
outperformed the other lower-middle-income
countries, and Greece and Portugal lead all
higher-middle- income countries in this meas-
ure. In contrast, the United States is second in
income, a leader in educational expenditure,
and nineteenth in child mortality rates. Simi-
lar patterns of over- and under-achievement
exist among countries for the measures of life
expectancy, caloric intake, fertility rate, and
the shares of income possessed by the lowest
40 percent and highest 20 percent of the popu-
lation. (See Annex 1, Table 5.)

These data, and those summarized in
Table 4, are presented in order to document
that nations can do more with what they have.
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and to justify the assertion that a further margin
of improvement is attainable with proper target-
ing and the efficient use of additional funds.
These funds can be mobilized not just from
government but also from families, communi-
ties, the private sector, nongovernmental
agencies, and external development assistance
organizations .
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Although economic development eventually
will help achieve societal goals, some goals
cannot wait for such progress. The data here
show that, in fact, equivalent social develop-
ment can be fostered at varying levels of
economic development. Since social develop-
ment — in the form of improved literacy,
health, nutrition, population planning, and
income equality — also promotes further
economic development, this interaction
provides clear grounds for an expanded vision
and a renewed commitment to meeting the
basic learning needs of all.

C.The State of Adult Basic Education

Because of the diverse nature of adult educat-
ion activities, the available aggregate data fail
to capture adequately the content, effects, and
target populations of specific programmes. As
noted earlier, even the coverage and detail of
the aggregate data are not as complete as in
the case of formal education. Thus, the state
of adult education can at best be merely
approximated by the data in Annex 1, Table 6;
country- and programme-specific data are the
only reliable means for examining the issues
of effort, direct effects, and social impacts
discussed above.

Annex 1, Table 6 covers enrolment in adult
education courses for seventy countries. It
presents total adult education enrolment, the
estimated population of those aged fifteen and
over, the ratio of adults enrolled relative to
the population estimate, and the proportion
of female enrolments. The range of vyears
covered — from the mid-1970s to the early
1980s—points to the need for a new interna-
tional survey of this category of learning
activities .

One striking characteristic of adult educa-
tion is that the pattern of participation appears
to be correlated more with the availability of
national resources than with unmet basic
learning needs. Of the forty-eight developing
nations reporting data, only nine had partici-
pation rates of 5 percent or more of the adult
population, even though adult needs for liter-
acy and basic knowledge and skills are most
dramatic in developing countries. In contrast,
twelve of twenty-three more economically
developed nations had a participation rate of
5 percent or more, and nine of these had a
rate of over 10 percent (see Chart 5).
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It is true that as economic development pro-
ceeds, the scope and content of basic learning
needs change. The issue is not just that the
level of enrolment in the developed nations is
higher, but that adults in these countries typi-
cally have greater access to learning opportu-
nities than adults in the developing nations. It
is this combination of advantages that widens
the knowledge gap between these two groups
of countries. When the advantages of adult
education are compounded by other favour-
able circumstances in the economically devel-
oped nations, the challenge to developing
nations to maintain, let alone increase, their
relative position is made dramatically difficult.
Information on female participation in
adult education is not available for all coun-
tries.  Among the thirty-four developing
nations for which data are available, women
represent half or more of the participants in
only fourteen, though in five of these cases
they represent two-thirds or more of the par-
ticipants. Because females have often been
denied access to and participation in formal
education, their share of the need for adult
education is greater than their share in the
population. Therefore even an equal gender
ratio could be interpreted as less than equi-
table to women.

In seven of the fourteen more developed
countries reporting gender ratios, over
50 percent of the participants are women. But
some of these countries have rates of female
participation below one-third of all enrollees.
Adult education activities do not automati-
cally serve their dual role of supplementing
and extending the effects of formal education.
The data here, as aggregate and dated as they
are, suggest that basic learning opportunities
for out-of-school youth and adults must be
consciously designed to fit the needs that
remain unmet by the primary education
system and to meet the new learning needs
created by the successful operation of primary
education. Whether providing literacy,
numeracy, knowledge to meet basic needs, or
social and economic skills, the programmes to
train youth and adults face rapidly evolving
demands. The lack of adequate resources to
meet those demands places an even greater
burden on adult education programmes in
most countries.

In summary, the state of adult education
remains unclear because of data limitations

and the internal complexity of the basic learn-
ing activities that occur. The available data do
highlight a general pattern of increasing
inequities among nations in participation and
growing differences between genders in over-
all knowledge acquisition. More detailed data
on the content and quality of programmes and
on the characteristics of participants would
not likely reverse this conclusion, and current
observations of adult education in many devel-
oping and developed nations tend to reinforce
it. Above all, there is a critical need to improve
the data base on adult education to permit
more detailed analysis and a more refined
development of policy to meet the basic learn-
ing needs of adults.

D.The State of Early Child Development

Early child development can be considered a
component of basic education because learn-
ing begins at birth. Moreover, a growing body
of evidence demonstrates that health, nutri-
tion, and psychosocial processes interact to
affect survival and development in the early
years of life. The outcomes of these inter-
actions condition the readiness of the child for
school and other learning opportunities,
which in turn influences the child's chances of
enrolment and success in basic education
programmes.

As with basic education for adults, the data
on early child development is incomplete and
does not lend itself readily to international
comparisons. Early child development may
include some or all of the following: nutrition
supplementation, growth monitoring, care-
taking, home instruction in pre-literacy and
numeracy skills, and parent education for the
benefit of the child, which may also be
considered under adult education.

According to 1980 data from the World
Bank, enrolment in preschools, a sub-category
of early child development, was quite low in
most low-income economies, with a median of
one percent of the age-group for countries re-
porting data. In middle-income developing
economies, the picture is more mixed. Enrol-
ment rates ranged from a low of one percent
to a high of 57 percent, with 4.5 percent as the
median for lower-middle income economies
and 15 percent the median for upper-middle
income. In high income economies, median
enrolment rates were 25.5 percent, with a
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range from less than one to 66 percent. How-
ever, most statistics focus on organized pre-
school and child care programmes. Because
of the difficulty in defining and identifying
such educational programmes, the Unesco
Office of Statistics points out that their esti-
mates should be considered as the minimal
figures for each country. What is clear from
the data, however, is that in many countries, early
childhood education has been the most
rapidly expanding sector of education over
the past decade.

From the growing body of studies and
reports on specific early child development,
two important impacts of early childhood
development programmes on meeting basic

learning needs have become evident. First,
attention to the physical and psychosocial
development of young children often

enhances their ability to benefit from school-
ing, thereby increasing efficiency within the
school system. Second, the positive effects on
school performance of early child develop-
ment programmes has been shown in many
cases to be more significant for girls than
boys, and for children from disadvantaged
social groups than those from more affluent
homes. Thus, early child development can
have a substantial equity effect, by reducing
disparities in subsequent educational attain-
ment. So long as such programmes are only
available to higher income groups, however,
they may have the effect of further advantag-
ing those groups, thus increasing inequities in
learning achievement.

E. Progress and Prospects

Since the 1948 Universal Declaration of
Human Rights articulated the right of
everyone to education, the nations of the
world frequently have established specific
targets to make the right a reality. The 1956
Lima meeting and the 1963 Santiago
Conference of Ministers of Education focused
on free and compulsory education in Latin
America and the Caribbean; similar confer-
ences in 1960 in Karachi and 1962 in Tokyo
established the Asian model” with goals of
primary school gross enrolment ratios of 70
percent by 1964 and 90 percent in 1980. The
Addis Ababa conference in 1961 affirmed the
goal of universal primary education in Africa
by 1980.

Ironically, the primary enrolments attained
in 1970 and 1980 exceeded those projected by
these  UNESCO regional meetings, and yet
universal primary education still was not
achieved in many countries. The phenomenal
growth of aggregate enrolments during the
1960s and 1970s was offset by rapid popula-
tion growth and a widening divergence among
the achievements of individual countries and
geographical regions.

In the 1980s, Asia has consolidated its gains,
and in the more developed countries emphasis
has shifted from concerns with aggregate
access to issues of achievement and equity for
disadvantaged populations. In much of sub-
Saharan Africa and in the least developed
economies elsewhere, however, the 1980s have
been a period of stagnation and, for some, a
retreat from the goals of universal access.

The low-income economies (excluding
China and India) have seen growth in primary
enrolments fall from an average annual rate of
5.6 percent in 1975-80 to 2.7 percent for
1980-87. During this same period population
growth increased annually from 2.7 percent to
3.4 percent on average and was accompanied
by negative real economic growth rates for

certain Sub-Saharan countries. Most middle-
income  countries maintained enrolment
growth in proportion to population growth,

but many faced mounting concern about the
effectiveness of education (as measured in part
by learning achievement) and the efficient
utilization of funds. The lower-middle-income
countries have not been able to maintain their
1975-80 enrolment growth rates into the
1980s, while the higher-middle-income coun-
tries have benefited from a decline in popula-
tion growth rates that more than offset the
slowing growth in enrolments.

According to UNESCO estimates, in 1985
approximately 105 million school-age children
(six-eleven years old) were not participating in
formal education. Of these, 70.2 percent were
in the least developed nations and 60 percent
were girls. If current trends continue, by the
year 2000 the number of out-of-school chil-
dren will almost double to approximately
200 million.

In summary, despite significant progress in the
aggregate expansion of primary education,
a growing number of children are not in
school, nor ready when they do enter, the
number of illiterate adults is increasing, and



the unmet needs for basic knowledge and skills
continue to accumulate. These needs are
expanding so fast that many formal primary
education systems do not have the capacity to
meet them. Without significant changes, many
nations will have to forgo improvements in
educational quality, and some will be forced to
accept deterioration. High rates of dropout
and repetition of grades will continue to char-
acterize many basic education programmes —
symptoms of the overwhelming needs and the
current inadequacy of resource provision.

The challenge for the future remains the
assurance of access to an acceptable quality of
primary education, of literacy training, and of
basic knowledge and essential life skills for all
children, youth, and adults. However, univer-
sal access to primary education alone by the
year 2000 would require raising enrolment by
more than 7.5 percent a year for the low-
income countries (excluding China and India),
3.2 percent for the lower-middle-income coun-
tries, and 3.0 percent for the upper-middle-
income countries. The current growth rates
for the three categories are 2.8, 2.4, and
1.7 percent respectively. One fact is obvious,
therefore: a linear expansion of current growth
patterns will not be sufficient to meet the basic
learning needs of all. Government, families,
communities and nongovernment organiza-
tions will all need to do more.
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For the economically advantaged
economies, increased efficiency and the availa-
bility of new resources will better their chances
of improving educational quality for all and
extending basic learning opportunities more
effectively to currently marginal populations.
For a middle range of countries, substantial
increases in efficiency and effort (in the
context of economic growth) will allow them
to concentrate more on reducing the
inappropriate repetition of grades and the
number of dropouts. These countries can
work toward providing universal access to pri-
mary education, encouraging completion of
the primary cycle and the achievement of an
acceptable level of learning, and improving
opportunities for youth and adults to attain
literacy and the basic knowledge and skills
their society requires.

Under projected patterns of economic
growth, however, a third group of countries
simply will not be able to meet basic learning
needs for all with their own resources. Greater
government fiscal support, the mobilization of

family, community, and nongovernmental
resources, and increased efficiency—even if all
are achieved — will not provide sufficient

resources. External assistance, substantial and
sustained, will be required to allow these coun-
tries to join those in the more advantaged
categories in meeting the basic learning needs
for all.



An Expanded Vision
of Basic Educationfor All

A. Shaping the Vision

The preceding analysis of basic education and
the prospect for meeting basic learning needs
clearly indicates the significant challenges
facing the world today. The basic learning
needs of millions of people are not being met
fully or well, and will not be if current conditions
and trends persist. The challenge for all
countries is to devise a feasible way to meet
the basic learning needs of their population.

This requires more than a recommitment to
basic education as it now exists. What is
needed is an “expanded vision” that builds on
the best of the present policies and practices

but goes beyond existing resource levels,
institutional structures, curricula, and
conventional suppliers and incorporates

whatever is needed to meet the basic learning
needs of all. The structure and content of
learning activities should be determined to
equip all children, youth, and adults with the
knowledge, skills, values and attitudes they
need to survive, to improve their quality of
life, to empower them to participate fully and
responsibly in the life of their communities
and nations, to initiate and to adapt to chang-
ing circumstances—and to continue learning
according to their individual needs and
interests.

“An expanded vision” commensurate with
the extent of the basic learning needs of
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children, youth, and adults can be conceived
in terms of the following components:

Universalizing access and promoting

equity;

e Focussing on learning;

e Broadening the means and scope of
basic education;

e Enhancing the environment for
learning;

Strengthening partnerships.
(i) Universalizing access and promoting equity

Basic education should be provided to all
children, youth and adults To this end, basic

education services of quality should be
expanded, and consistent measures must be
taken to reduce disparities. For basic

education to be equitable, all children, youth,
and adults must be given the opportunity to
achieve and maintain an acceptable level of
learning.

The most urgent priority is to ensure access
to, and improve the quality of, education for
girls and women, and to remove every obstacle
that hampers their active participation. All
gender stereotyping in education should be

eliminated.
An active commitment must be made to
removing  other educational disparities.

Underserved groups should not suffer any
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discrimination in access to learning opportu-
nities: the poor; street and working children;
rural and remote populations; nomads and
migrant workers; indigenous peoples; ethnic,
racial, and linguistic minorities; refugees;
those displaced by war; and people under
occupation. The learning needs of the dis-
abled demand special attention. Steps need to
be taken to provide equal access to education
to every category of disabled persons as an
integral part of the education system.

In nearly every society, specific social
groups have historically lacked the social con-

ditions necessary to meet basic learning needs.
Adequate supply of basic education program-
mes such that all members of society have
access to them is a necessary but not sufficient
condition for meeting the basic learning needs
of all. Factors conditioning demand, such as
the appropriateness of programmes to learn-
ers' needs, their design and delivery in accor-
dance with learners' circumstances, and an
environment that provides incentives and
rewards for learning, all impinge on efforts to
meet basic learning needs. Eliminating
disparities in basic education will require that
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equity effects be taken into account in the
design, implementation, management, and
evaluation of all basic education programmes.

(ii) Focussing on learning

Whether or not expanded educational oppor-
tunities will translate into meaningful develop-
ment — for an individual or for society —
depends ultimately on whether people actually
learn as a result of those opportunities, i.e.,
whether they incorporate useful knowledge,
reasoning ability, skills, and values. The focus
of basic education must, therefore, be on ac-
tual learning acquisition and outcomes, rather

than exclusively upon enrolment, continued
participation in organized programmes and
completion of certification requirements.
Active and participatory approaches are par-
ticularly valuable in assuring learning acquisi-
tion and maintenance, allowing learners to
reach their fullest potential. Therefore, it is
necessary to define acceptable levels of learn-
ing acquisition for educational programmes
and to improve and apply systems of assessing
learning achievement.

This focus on learning acquisition should
help prevent policies which encourage access
for all but adequate learning only for the more
advantaged. For school systems in many
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developing nations and in disadvantaged areas
of some developed nations, the danger is that
the sacrifices in quality that have occurred in
recent years may not soon be removed or ame-
liorated. At the very least, continued educa-
tional expansion without attention to learning
achievement will raise substantially the
eventual cost of providing quality learning
opportunities to the most disadvantaged popu-
lations. The other aspects of the expanded
vision should help promote the expansion of
basic education without the sacrifice of neces-
sary learning achievement.

The focus on equitable achievement of
learning outcomes includes, but is not
restricted to, measurable cognitive gains.
Demonstrable achievement in other areas,
such as attitudes, values, and behaviour, can
be part of each country's definition of accept-
able learning acquisition for all. The nature of
learning will vary by country, and within coun-
tries, by age groups and by level and purpose
of instruction. Basic learning opportunities
may be designed to meet intrinsic individual
needs, to facilitate meeting other basic human
needs (e.g., health, nutrition), and/or to pro-
vide learning which is instrumental in achiev-
ing larger community or societal concerns.
Whatever the purposes of learning, evidence
of demonstrable effects can help justify the
sacrifices made by individuals and society to
support learning.

Particular efforts will have to be made to
maintain basic learning skills once they are
acquired. Such post-basic education efforts
should make more efficient use of existing
media, such as the rural press, radio, televi-
sion, etc. Isolated or marginal populations
(e.g., in rural or mountainous areas, and in
urban slums) will need reading materials that
are relevant, stimulating, group specific, and
culturally acceptable. Similar efforts are
needed to further develop their writing and
numeracy skills.

(iii) Broadening the means and scope
of basic education

The diversity, complexity, and changing
nature of basic learning needs of children,
youth and adults necessitates broadening and
constantly redefining the scope of basic educa-
tion to include four components. These com-

ponents should constitute an integrated
system — complementary, mutually reinforc-
ing, and of comparable standards, and they
should contribute to creating and developing
possibilities for lifelong learning. First, as
learning begins at birth, this calls for early
childhood care and initial education. These can
be provided through arrangements involving
families, communities, or institutional pro-
grammes, as appropriate.

Second, the main delivery system for the ba-
sic education of children outside the family is
primary schooling. Children who complete
this level successfully should possess essential
life skills and the capacity to benefit from
further  education.  Achieving universal
primary education will be the goal for many
countries in the 1990s. For a large number of
developing countries, however, it is unlikely
that enough primary schools can be built,
equipped and staffed at an acceptable level of
quality to provide a place for every child in the
immediate future.

Other vehicles for primary education, such
as religious and community-based instruction,
radio, television, and learning activities in
clubs and libraries, also can meet the basic
learning needs of children. Provided that the
same acceptable standards of achievement are
applied to all vehicles of primary education, it
is possible to encourage such diversity in
delivery without creating differential learning
effects. The lack of adequate access to schools
need not prevent any child from attaining a
common educational foundation for life and
for further learning.

Third, the basic learning needs of youth
and adults are diverse and should be met
through a variety of delivery systems. Liter-
acy programmes are indispensable because
literacy is a necessary skill in itself and the
foundation of other life skills. Literacy in the
mother-tongue strengthens cultural identity
and heritage. Other needs can be served by:

skills training, apprenticeships, and formal
and non-formal education programmes in
health, nutrition, population, agricultural

techniques, the environment, science, technol-
ogy, family life, including fertility awareness,
and other societal issues.

Finally, all available instruments and chan-
nels of information, communications, and
social action could be used to help convey



37

Past efforis o Gmprose e accessibility and
cquality ol schooling in the  developiog wiarlid
Iave focused primardly oo schookrelaed e
tors such as location of schools, wacher gualicy,
availahilily ol wacling  materials aml insline
tional management. Feocational policy makers
anel plsewery have divected Knle ailnion 1o
guality characteristics of chuldocno, such as their
natrition wod Teealth starns and the wiy in which
ponr matrilion and health may he rensdeciog
childocn “untcachable”.

The adverse clfvers of malmodriion aod pesor
lialth on edication may wedeed: be jeopar
dizing chillien's readiness ino ender sclool,
their abilicy tee Searn, sl the ducation of their
w::l‘l-::rul_'i:ulg'_ Addressing children's nubiition anal
health romld moake @ difference in dermos of
i.u:||.ul.‘:-l.'j.|:||:',' caucational  perionnance. Recent
shachios underseoae a high prevalence i devcl-
iy countrics of damaging Ul and
health conditions among school ape children,
sucly as undermnirition ol shos-erm honger,

Box 3.03 Tmproving Primary Schoeol Performance, Nulrition and Lealih

lack of essentinl micro-nuiricors, A parasiie
worm inlactions txag are inhihiting childsen’s
learming, and  thus  directly hindering  many
connlries” cliors o provide effecove learning
opportanities 1o all ticls children.

To promote  betler awweness and  wnder
standing ol e relanonships hetween oalrition,
Iuzalth and  edocational  performance ar ihe
primary level, Uscdco has laonmcdeesd s infcenge
tonal initddive wlich amcmpts o siloate pacel-
lems of sutrition and  bhealds within the
complexity of lactors determining edugiticnnd
prarticipation and performmsee, Thas  Inigiative
seeks, on the vac hand, to gather sullicient de-
veloping connmmy experenos in analyzing how
matrilion and  health  problems alliocl oduca-
donal participation aml, on the - ather, © iesl
cilferent wpes of approaches o address such
condifions through  schookbased  intervendions
which are costcffectve to reach school  age
children.

essential knowledge and inform and education
people on social issues. In addition to the
traditional means, libraries, television, radio
and other media can be mobilized to realize
their potential to meet basic education needs.
All of these can serve to provide direct
instruction to children and adults, as well as to
train instructors and supervisors. The success
of one technology over another is rarely gen-
eralizable, as local conditions inevitably shape
the choice and effective utilization of
technologies. In their most effective applica-
tions, such technologies have generally been
adapted to supplement conventional delivery
systems such as the classroom teacher, the lit-
eracy worker, and the agriculture, health, and
family planning extension agent.
Communications media and other informa-
tion dissemination systems are of particular
importance. Media can have a planned and
structured application in support of learning
activities or, more commonly, can have an
indirect impact through informal learning
processes. In some industrialized countries,

children may spend on average five hours or
more per day exposed to modern mass media,
especially television, an exposure which rivals
their attendance in formal education. In
developing countries, where imported foreign
products often constitute as much as eighty
percent of overall media programming, it is
the image of the world conveyed by such media
that feeds children's imagination and largely
conditions their perceptions of cultural iden-
tity. The mass media have become major
agents of learning, even though this learning
is usually unstructured, unintentional, and
sometimes socially harmful.

At the same time, communications media—
both mass media, and smaller, community-
based formats — can be important adjuncts
and supports to education and development
processes. They can be employed within
formal education as a means of direct teaching or
enrichment; they can provide alternative
delivery systems in such contexts as distance
education. Linked with computerized systems,
they can help improve both the volume and
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quality of information accessible to learners.

In some nations, these new forms of
information dissemination, when combined
with incentives for information acquisition

and utilization, constitute an effective channel
for basic education. In summary, all available
means and technologies for communications,
information, and social mobilization must be
utilized to disseminate basic learning and to
educate the public about such concerns as
health, nutrition, family life, sanitation, child
care, population, environmental protection,
agricultural techniques, and drug prevention.

(iv) Enhancing the environment for learning

Basic education should be planned in relation
to the preconditions and concurrent require-
ments of learning. The preconditions of learn-
ing include the health, nutrition, and physical
and intellectual stimulation to which the
learner has been exposed prior to the learning
activity. Some negative preconditions, such as
disease and malnutrition, can exert powerful
constraining effects on the capacity of the
learner to benefit from a learning opportu-
nity. Positive preconditions, such as suppor-
tive parents, siblings, and peers, can raise the
entry-level capacity of the learner and enable
learning activities to achieve more substantial
and extensive results. More attention needs to
be given to preventing disabilities among
young children and to developing their facul-
ties for learning.

One must also consider the concurrent
requirements for nutrition, health, and stimu-
lation. If these concurrent requirements are
not met, the achievement of basic learning
objectives will be limited. Therefore, basic
education initiatives should be designed to
promote a supportive learning environment in
the home and community. The social, cultural
and economic contexts play a role in defining
basic learning needs, in motivating individuals
to learn, and in determining the capacity of
the society to initiate and reinforce learning
programmes. Knowledge and skills that will
enhance the learning environment of children
should be integrated into community learning
programmes for adults. The education of chil-
dren and their parents or other caretakers is
mutually supportive and this interaction
should be used to create, for all, a learning
environment of vibrancy and warmth.

(v) Strengthening partnerships

National, regional, and local educational
authorities have a unique obligation to pro-
vide basic education for all, but they cannot be
expected to supply every human, financial or
organizational requirement for this task. New
and revitalized partnerships at all levels will be
necessary: partnerships among all subsectors
and forms of education; partnerships between
education and other government departments,
including planning, finance, labour, agricul-
ture, communications, health, social welfare,
etc.; partnerships between government and
non-governmental organizations, the private
sector, local communities, religious groups,
and families. Recognition of the vital role of
families, teachers and other educational
personnel is particularly important. In this
context, the terms and conditions of service of
teachers and their status, which constitute a
determining factor in the implementation of
education for all, must be urgently improved
in all countries in line with the joint ILO/
UNESCO Recommendation Concerning the
Status of Teachers (1966). Genuine partner-
ships, which contribute to the planning, imple-
menting, managing and evaluating of basic
education programmes, are at the heart of the
expanded vision and renewed commitment
called for in the World Declaration on Education
for All. (See Appendix for the final version of
the World Declaration on Education for All
adopted at Jomtien, Thailand on 9 March
1990.)

The scope of unmet learning needs also
requires partnerships among countries (1) to
exchange information, experiences, and inno-
vations; (2) to collaborate on activities so as to
reduce costs and pool human and financial
resources; and (3) to provide technical assis-
tance and financial support. The World Con-
ference on Education for All can serve as the
cornerstone for this process of international
partnership and co-operation. The objectives
of the Conference were to create a new aware-
ness of basic learning, to produce a broad con-
sensus on a feasible definition of the basic
learning concept, to create new commitments
to the goal of meeting the basic learning needs
of all, to define a framework for action, and to
mobilize worldwide support and resources.
The realization of these goals will broaden dra-
matically the range of partners involved in



meeting basic learning needs and will help
orient and organize their efforts.

B. Requirements for Implementing the
Vision

(i) Developing a supportive policy context

By itself, basic education can help meet the
intrinsic needs of learners, assist them to meet
other basic human needs, and promote social
and economic development. However, these
latter two effects cannot be achieved in isola-
tion of other public efforts. The knowledge
and skills concerning health and nutrition, for
example, are effective only when the concomi-
tant resources and means are provided. With-
out a primary health delivery system, access to
water, or availability of necessary foods, knowl-
edge and skill alone will be insufficient.

Similarly, it is not adequate to orient educa-
tion to prepare people for employment. Gov-
ernment and private enterprise must institute
the appropriate rules, incentives, and support
that will encourage wider demand for edu-
cated labour and more efficient utilization of
it. More broadly, the effects of basic educa-
tion are determined by the interaction of the
full complex of government and private
sectors—such diverse activities as agricultural
pricing, political participation, entre-
preneurial regulation, cultural practices, and
infrastructure development all help determine
the usefulness of the education individuals
receive. The planning and management of
education must consider the full range of
learning opportunities needed and relate them
to the full range of other government and
private activities necessary to make the learn-
ing opportunities effective.

Supportive policies in the social, cultural,
and economic spheres are required in order to
realize the full provision and utilization of
basic education for individual and societal
improvement. Attaining basic education for
all depends on political will and commitment

manifested in appropriate fiscal measures,
educational policy reforms and institutional
strengthening.  Suitable economic, trade,

labour, employment and health policies will
provide incentives for learners and enhance
their contributions to societal development.
Similarly, public policy should ensure a strong
intellectual and scientific environment for
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basic education. This implies improving
higher  education, developing scientific
research, and utilizing them to enrich the
content and methods of basic education,
particularly  through the application of
contemporary technological and scientific
knowledge.

(ii) Mobilization of resources

To respond to the unmet learning needs, new
resources will have to be sought from three
sources: (1) a broader governmental base of
support; (2) an increased financial effort from
expanded participation by nongovernment
agencies, communities, families, and indi-
viduals; and (3) assistance from external fund-
ing agencies. This entails identifying and
drawing on the support of government, the
private sector, nongovernmental organiza-
tions, local communities, and families. In most
countries, all of these play some part in
financing basic education — from govern-
ment's formal taxation and expenditure
activities to the family's sacrifice of labour so
that the child can attend schools or the adult
can acquire new skills.

A broader base of government support can
be achieved by mobilizing the resources of all
government agencies that deal with some
aspect of human development. Agencies
responsible for agriculture, health, labour,
defense, commerce, industry, and other
development activities can be encouraged to
make specific allocations within their own
budgets to support basic education activities.
Whether by developing new sources of
revenue (for example, taxes earmarked for
basic education) or reallocating funds from
other sectors or within the education sector,
government will need to take the lead in
expanding new basic learning opportunities.

Government resources alone will not be
sufficient, however, to meet effectively the
basic learning needs of all groups. Greater
participation by nongovernmental organiza-
tions, communities, families, and individuals
is needed. Examples of these forms of partici-
pation include support provided by local
community organizations, employers, labour
unions, co-operatives, voluntary organizations,
and religious bodies. Often, existing program-
mes or services can be reoriented or enlarged
to include an educational component or to
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support ongoing education and training activi-
ties. In some cases, facilities and materials can
be produced by volunteers or donated. This
diversification of participation also can
encourage the broad commitment needed to
ensure that society gives a real priority to meet-
ing the basic learning needs of all, and thereby
investing in its future.

In many cases, no matter how well a country
mobilizes and allocates its resources, it still
will not be able to meet the basic learning
needs of the entire population. Because of
their disadvantageous conditions, the least
economically developed countries will not
immediately have the capacity to supply the
necessary quantity and diversity of learning
opportunities. Only external assistance, of a
significant amount and sustained over time,
can meet the resource needs for basic learning
in these countries. The long-term return on
this investment, and the goal of external assis-
tance, will be the eventual development of
each country's self-sufficiency in providing
basic education.

(iii) Strengthening international solidarity

Meeting basic learning needs constitutes a
common and universal human responsibility,
requiring international solidarity and co-
operation. All nations have valuable knowl-
edge and experience to share in this field and
much to gain in doing so. International con-
sultation and co-operative action regarding
basic education through the many existing
structures and institutional arrangements
need to be intensified.

The prospects for meeting basic learning
needs around the world are determined in
part by the dynamics of international relations
and trade. A stable and peaceful international
environment will facilitate socio-economic

development and hence the prospects for
expanding basic learning opportunities. All
nations must continue to work together to
resolve armed conflicts and to end military
occupations. The world community has a par-
ticular responsibility to settle displaced popu-
lations or to facilitate their return to their
countries of origin and ensure that their basic
learning needs are met.

With the current relaxation of tensions and
the decreasing number of armed conflicts,
there are now real possibilities to reduce the
tremendous waste of military spending and to
shift those resources into socially useful areas,
including basic education. The world commu-
nity and individual governments need to plan
this conversion of resources for peaceful uses
with courage and vision, and in a thoughtful
and careful manner.

To achieve education for all, substantial and
longterm increases in resources for basic edu-
cation will be needed. While most of these
resources must necessarily come from within
each country, the world community will need
to act through multilateral and bilateral agen-
cies to alleviate the constraints and deficien-
cies that prevent some countries from meeting
the basic learning needs of their populations.
The least economically developed and low-
income countries have special needs which will
require priority attention in international
co-operative efforts during the 1990s.

Measures to reduce or eliminate current
imbalances in trade relations and to reduce
debt burdens will enable many low-income
countries to rebuild their own economies and
release and retain the human and financial
resources needed for development and for
providing basic education to their pop-
ulations. In this connection, structural adjust-
ment policies should protect appropriate
funding levels for education.



Meeting Basic Learning Needs:
Analyzing Policies and

Programmes

A. Introduction

To meet the basic learning needs of its popula-
tion, each country must first diagnose its own
societal resources and requirements in order to
define the basic level of learning suited to its
context. This diagnosis requires analyzing
national background characteristics, financial
constraints, current educational effort
and effects, and present conditions of societal
development. On this basis, a country can
establish appropriate targets and derive
suitable strategies for implementing policies
and programmes to meet basic learning needs
for all.

The decisions implicit in this process will be
difficult and may lead to adjustments in the
education sector to incorporate the expanded
vision of basic education. This could entail ad-
justments to the management structure,
incentive measures, the content of basic
education, and the methods of providing and
monitoring basic learning activities. As
countries develop their own policies and pro-
grammes for the expanded vision of basic edu-
cation, they must be especially concerned with
four policy issues: relevance, quality, equity, and
efficiency.

The concept of relevance implies that the
results of basic education must be evaluated in
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terms of how well the learner is prepared for
immediate life survival (including employ-
ment), effective participation in society, and
further learning. In some nations, further
learning will include formal schooling beyond
the primary level; in others, a variety of less
formal activities will offer more advanced
education, skill training, and opportunities to
acquire and use specific information. The mix
between these two forms of post-basic learning
depends on the public and private supply of
learning opportunities and on the demand for
them as determined, in part, by their rele-
vance and effectiveness.

The quality of learning activities has tradi-
tionally been defined in terms of the inputs to
a programme, institution, or system. Prefera-
bly, measures of output (especially levels of
learning achievement and graduation rates)
should be used as substitutes for or, at least,
complements to the input measures. Meas-
ures of the learning process—the actual inter-

action of the learner with the learning
resources and environment — are least com-
monly used to indicate learning quality

because of the methodological problems of
measuring process effects. Therefore, the defi-
nition and analysis of learning quality has
relied excessively on input and output meas-
ures without a clear understanding of how the
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available inputs are transformed into the
desired outputs. The analysis of the Interna-
tional Association for the Evaluation of
Educational Achievement's Second Mathemat-
ics Study presents one example of how this
understanding might be improved by the
simultaneous consideration of inputs,
processes, and outputs.

Participation in basic education has
increased impressively over the last thirty years
but with varying degrees of equity in pupil's
access to and continuation in programmes, as

well as in learning achievement. Most com-
monly, individuals suffer from learning inequi-
ties because of their poverty, gender, location,
religious, linguistic, or ethnic identification,
and physical or mental disability. In certain
societies all of these characteristics operate to
reduce learning opportunities, and in most
societies they have some interaction (e.g., poor
rural minorities) that compounds the problem
of inequity.

In all nations, the children of the disadvan-
taged are the least likely to be ready for, or to



enroll in, and the most likely to drop out of,
learning programmes. If the available learning
opportunities for children, youth and adults
(beginning in the preschool years) fail to pro-
vide the participants with necessary knowledge
and skills, individual decisions not to attend or
continue may appear logical, but in the long-
term these individual decisions impose high
costs on society.

The effectiveness of a learning activity
refers to how well its goal is accomplished;
efficiency refers to how well the goal is accom-
plished relative to the resources spent. By
incorporating both costs and effects, measures
of efficiency are the best indicators of how
well individual programmes or learning
activities are performing with the funds avail-
able to them. When the issues of relevance
and equity are incorporated in the definition
of educational goals, efficiency becomes a
more meaningful concept and includes the
common indicators of quality.

Efficiency is not identical with reducing
costs. Although cost containment may result
from an efficiency analysis, an appraisal of a
learning activity may well conclude that
greater expenditure is needed. Whether or
not expenditures can be increased depends on
fiscal capacity and priorities, not efficiency.
This point is important for all basic education.
Some programmes are inexpensive but
inefficient because the expenditure produces
few if any desired effects. Other programmes
(such as rural schooling and basic training for
the disabled) may appear relatively expensive
but still be considered efficient if they provide
the least costly means of serving these
populations.

In this chapter basic education programmes
and policies will be reviewed in terms of the
current state of research and understanding.
The intent is not to be explicitly prescriptive,
but to summarize research, observations, and
experiences from past and current efforts of
nations to meet basic learning needs. This
review is intended to assist countries in the
formulation of their own policy and research
agendas and the specification of the appropri-
ate implementation strategies for basic
education programmes. Each country will find
some ideas to adopt, or to adapt to its circum-
stances,  whereas  others may  appear
inappropriate or irrelevant. This review of
policies and programmes considers
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early child development;

2. meeting the basic learning needs of
children; and

3. meeting the basic

youth and adults.

learning needs of

B. Early Child Development

Any learning activity depends significantly
upon the characteristics of the learners.
Research has documented that the most criti-
cal determinants of the learning capacity of
children entering primary school are nutri-
tion, health, and the early social environment.
The appropriate policy response to these rela-
tionships is twofold. First, health, nutrition,
and social development programmes must
look beyond their immediate benefits to their
long-term  positive effects on learning.
Second, basic education and training alterna-
tives can offer wider and more equitable access
to preschool opportunities, and to nutrition
and health services, such as school feeding
programmes. In their content, basic education
programmes can include the life-skills
necessary to improve the environment for
meeting the basic learning needs of the next
generation.

The first response is preventive; it combats
the cognitive and behavioural disadvantages
that originate from malnutrition, disease,
inadequate caregiving or an unstimulating
social environment. This response recognizes
that basic learning begins at birth (and signifi-
cant determinants of learning can originate
prior to birth) and not at entry to formal
learning activities. Early intervention
programmes among poor children in coun-
tries as diverse as Brazil, Colombia, Haiti,
India, Thailand, and the United States demon-
strate the long-term advantages to children
and society that such programmes offer.
These programmes experimented with a vari-
ety of alternative strategies including (a) at-
tending directly to the child through child-
care centres; (b) educating parents and other
care-givers to enrich their understanding and
practice of care-giving; and (c) fostering com-
munity development activities designed to
enhance the environment of the young child.
Benefits to children participating in such pro-
grammes include subsequent higher levels of
academic achievement and higher success
rates in primary school than children who have
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not received similar early enrichment. More-
over, these benefits are especially strong for
girls and disadvantaged children, who have a
higher risk of physiological underdevelopment
and who have limited access to and lower
achievement in schools, when such early inter-
vention programmes do not exist.

The second response is not only preventative
but also compensatory and reinforcing. The pro-
vision of early childhood learning opportuni-
ties and of health and nutrition services can
offset some of the damage to infants from
inadequate preconditions for learning. In
addition, health and nutrition services offered
concurrently with basic learning programmes
reinforce the ability of individuals to benefit
from the basic learning provided. The World
Food Programme allocates approximately

17 percent of its $600 million of development
food assistance to education. The benefits of
this assistance include increased access to edu-
cation, improved quality of learning, and more
effective use of learning after leaving
education.

Early intervention is essential to prevent
and overcome disablement. Any interruption
of normal development in an impaired child is
often far more serious than the direct conse-
quences of the impairment. Thus the validity
of intervention must be measured by the
degree to which it enhances normal child
development and supports the family in
achieving this objective.

Not all of the determinants of the favorable
conditions for effective learning are within the
influence of education policy or even general
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public policy. Nevertheless, these conditions
must be considered in the design of policies
and programmes to meet the basic learning
needs of children, youth, and adults.

C. Meeting the Basic Learning Needs
of Children

For most countries, a discussion of basic learn-
ing needs of children will focus on the primary
school age group, normally those six to eleven
years old. Enrolments may include pupils one
to two years younger and up to three years
older (or even more in areas where primary
education is being offered for the first time).

The main vehicles for delivering primary
education are the school and the out-of-school
programmes that provide equivalent instruc-
tion. In the discussion of primary education
that follows, most of the research cited has
been on formal schooling. However, the policy
issues of relevance, quality, equity, and effi-
ciency apply similarly to both school and non-
school settings for primary education. Where
special conditions apply either to primary
schooling or to equivalent alternatives this will
be noted.

Primary schooling is the most formal
method of providing basic learning. Normally
an institutionalized, graded, and hierarchical
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system, in most nations it is characterized by
the highest levels of participation, standard-
ized curricula, and significant government
involvement in the initiation, financing, regu-
lation, and/or provision of schools. Primary
schools are often the most visible and widely
disseminated social institution in a country.

Therefore, primary schooling is central to
the expanded vision of basic education. First,
because it is the major vehicle for meeting
basic learning needs, high-quality primary
schooling for all children is a vital concern.
Second, the shortfalls in access to primary
schooling in any country define the immediate
and intermediate demand for alternative,
equivalent programmes. Third, the
accomplishments of primary education deter-
mine the demand for literacy activities and
knowledge and skill programmes for youth
and adults. Fourth, appropriate learning
achievement in primary schools and equiva-
lent programmes will help establish a sound
basis for further learning and prepare future
instructors and teachers.

(i) Increasing relevance

Research findings demonstrate that primary
education can improve labour productivity
and entrepreneurial skills, help develop
appropriate values, attitudes, and behaviour,
and have positive intergenerational effects on
families and communities. These results jus-
tify the importance attached to the relevance
of primary education.

In most countries, primary schools have a
dual function. First, their chief objective is to
impart  essential  cognitive  skills and
knowledge: almost everywhere, the curricu-
lum gives priority to reading, writing, and ba-
sic mathematics. In most nations, the curricu-
lum also attempts to provide the basics of the
scientific method and to promote moral and
civic education. In the more successful cases,
the curriculum also promotes the attitudes and
essential life skills necessary for individuals to
function effectively in their society.

Second, in addition to imparting a common
core of knowledge and skills, primary schools
prepare students for further learning. The
extent to which primary schools emphasize
preparation for further academic education
should depend on the availability of oppor-
tunities to continue formal education, most
notably in secondary schools, and on the

benefits to be gained from further learning.
Primary schooling also is the foundation for
future vocational education, much on-the-job
training, and for immediate employment in
some occupations.

All primary schools have multiple cognitive
and noncognitive objectives. Over the last two
decades, the schools of the world often have
been given a variety of new goals (related to,
for example, health, nutrition, political orien-
tation, and social equity) without sufficient
funds to fulfill these new expectations. In
both developed and developing nations the
result often has been not only poor achieve-
ment in these new areas but also erosion in the
achievement of the core of the primary school
curriculum.

A primary school should be allowed to give
the highest priority to its explicit responsibil-
ity for imparting cognitive skills and essential
knowledge and attitudes to all its pupils.
National authorities should add other respon-
sibilities only when the school (through new
curriculum, management structures, or fund-
ing) is provided with the resources necessary
to carry out these new tasks effectively. A
primary school that graduates pupils who do
not have basic literacy, numeracy, and
problem-solving skills has failed as a school
regardless of how effective it may have been in
meeting other cultural, social, or political
needs. In contrast, the primary school that
succeeds in imparting its core curriculum is
laying the best foundation for meeting these
other critical needs as well. Properly designed
curricula and instructional materials can pro-
mote a greater synergism between cognitive
and other objectives of the primary school.

In many developing countries, primary
school graduates are the local leaders in
acquiring and disseminating the information

needed to achieve the cultural, social, and
political goals of the nation. In localities
where few people have achieved literacy,

primary school graduates act as community
leaders and teachers. The ultimate validation
of the primary school's emphasis on literacy,
numeracy, and problem-solving skills will
depend on the school's ability to produce
graduates who use these newly acquired skills
to benefit their community and nation, not
just themselves.

To measure relevance it is first necessary to
specify the desired effects of primary school-
ing and to define the relative value of those
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effects. Because many of these effects are
qualitative and some occur long after the
students leave school, relevance is usually
measured in terms of more easily quantifiable
school outputs, which are assumed to be prox-
ies for the more qualitative and less immediate
effects. Standardized tests and attitudinal and
behavioural appraisals commonly are used to
help assess relevance. However, standardized
testing can be a means of either increasing
relevance or distorting instruction away from
relevance.

Tests are administered at the end of the pri-
mary cycle for two reasons: to assess the level
of measurable learning achievement and to

select individuals for further learning, usually
in formal secondary schools. Although there
should be substantial congruence between the
two purposes, it is possible for the design of
the test to be biased. If it overemphasizes the
selection function, it may not adequately assess
the important knowledge and skills relevant
for those students who will leave formal
schooling at this level.

When properly designed and used, stan-
dardized examinations to measure learning
achievement can help promote accountability
within primary schools. In addition, test re-
sults can be used to identify weaknesses in the
learning process and thus to promote more
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effective school processes in the future. Both
as an indication of learning achievement and
of unmet learning needs, measurement of
learning outcomes is a valuable part of
education management. Countries will need
to design or improve examinations in order to
take advantage of the useful functions they
can perform; for those learning outcomes not
amenable to measurement by examinations,
other accountability measures can be
developed.

Much has been said about how to increase the
relevance of primary education, including
schooling. A danger is that relevance to the

local and immediate environment can take
precedence over the more general and long-
term conditions for which basic education
should prepare the individual. Primary educa-
tion can prepare people to be better farmers
or craftsmen without precluding other
possibilities for them. In addition, primary
education can contribute to nation building,
development of civic responsibility, and values
formation.

The relevance of learning will change as
individuals change their location and as the
characteristics of communities change over
time. If vocationalization and localization of



the curriculum are carried too far, the learn-
ers will not have the skills necessary to adapt
to the changes that are inevitable in all nations.
The curriculum should make appropriate use
of local materials, local examples, local
languages, and local personnel to create a rele-
vant and efficient learning experience;
however, the core content of the learning
experience should focus on literacy, oral
expression, numeracy, and problem-solving —
general skills and essential learning tools that
are applicable across locations and over time.
Ultimately, of course, each society will have to
decide for itself the appropriate balance
between local, immediate relevance and
general, long-term relevance. In making this
decision, educational authorities should keep
in mind that primary schools and their equiva-
lents cannot do everything, nor can they do
more than their resources allow. Primary edu-
cation is only one part of a larger basic learn-
ing process, and concurrent and subsequent
opportunities for learning can help address
the need for more specific forms of relevance.

(ii) Improving quality

As noted earlier, school or educational quality
has a variety of meanings, depending on what
measures are selected. Here, the discussion of
quality will focus on four sets of indicators:
student characteristics, educational inputs,
educational processes, and educational out-
puts and outcomes.

The characteristics of pupils in a school are
one indicator of school quality. The policies
that most affect this factor are those concern-
ing early childhool development. The key
implication for primary schools is that prema-
ture placement of pupils in different learning
"tracks" on the basis of perceived differences
in their competence may be both inefficient
and inequitable. It is inefficient because
cognitive development proceeds at a different
pace for different children, and it is inequi-
table because economically disadvantaged chil-
dren are more likely to be perceived as lacking
ability.

The mix of pupil characteristics within a
school or classroom often is a product of the
preconditions for schooling. Where nutrition,
health, and opportunities for physical and
mental stimulation are poor, pupils may lack
many of the characteristics most conducive to

49

learning. Elsewhere, the mix of characteristics
will be a result of the social, economic, or
demographic patterns of the society. As
suggested earlier, improved equity in early
childhood experiences will greatly advance
equity in learning achievement within schools
and will improve the chances to complete the
primary cycle. Programmes that give all
children the necessary health and nutritional
support while in school, as well as access to
positive learning experiences and encourage-
ment within the community, also can do much
to resolve problems of both efficiency and
equity in school learning.

Among input measures, those most
commonly used to indicate the quality of pri-
mary education are teacher characteristics,
availability of educational materials, availabil-
ity of equipment and facilities, administrative
and supervisory activities, and summary meas-
ures such as expenditure per pupil. The teacher
characteristics are used because the teacher is
the primary source of instruction in most
societies and has been recognized as such by
most curricula and forms of classroom organi-
zation. For many countries, the focus on learn-
ing achievement implies increasing teacher
capacity and performance through preservice
and inservice training and improved school
and classroom management.

Teacher effectiveness usually is indicated by
such characteristics as formal academic study,
teacher training, subject mastery, verbal abil-
ity, attitudes toward teaching, and availability
(attendance rates and the pupil/teacher ratio).
The first two relate to the formal preparation
of the teacher and are assumed to be positively
related to subject mastery and pedagogical
skills. Most national authorities determine
whether teachers are "qualified" on the basis
of their having attained some combination of
formal academic study and teacher training.

For primary school teachers the require-
ments for subject mastery are relatively low in
many countries, not because of choice, but
because of the supply of teachers (itself a
response to training opportunities and salary
and incentive systems). Nearly all nations
have standards for primary school teachers
that are less rigorous than those for teachers
at other levels. However, given the critical
cognitive period covered by primary school-
ing, the fact that it has the most equitable
access, and the indicated social returns to
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investment in primary education, it is ironic, if
not indefensible, that greater emphasis is not
placed on the quality of instructional person-
nel at this level.

Several studies have shown the verbal abil-
ity of the teacher to be a significant predictor
of student learning; this is a logical finding
given the importance of verbal instruction in
all classrooms, especially where instructional
materials are scarce. The teacher's attitude
about the instructional process will be affected
by both intrinsic and extrinsic factors.
Although in the developed nations teacher
remuneration has begun to improve in real
terms, many developing nations have declin-
ing levels of real wages for teachers. When
low wages are combined with poor working
conditions, the intrinsic incentives to remain
an effective teacher can be overwhelming.

Teacher absenteeism is a critical concern in
many nations. The issue of pupil/teacher

ratios is less clear. Although research indi-
cates that very small classes (fewer than fifteen
students) can have learning advantages, the
differences in learning achievement among
larger classes are harder to identify. By 1985
developing nations had reduced average class
sizes to a range of twenty-five to thirty-nine
students per teacher, but it is unclear that this
was a cost-effective policy for raising quality
compared with policies emphasizing the
availability of learning materials or innovate
instructional technologies. And it is not obvi-
ous that reduced ratios have increased the
actual amount of time pupils interact with the
teacher. The major benefit of reducing class
size apparently has been in improving teachers'
working conditions; such policies thus may
have increased teachers' motivation and kept
them on the job longer, but the cost-
effectiveness of achieving these results cannot
be evaluated from available information.
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The number of teachers is so large and their
salaries represent such a high percentage of
the educational budget that improving teacher
quality in the short run is a difficult alternative
in all but the wealthier nations. The linkage
between teachers' salaries and general civil

service regulations or standards is often
underappreciated in attempts to improve
school performance by increasing the pre-
requisite training of teachers. Increasing

teachers' salaries is difficult in most countries
without incurring general wage increases
throughout the civil service, or at least among
its professional staff. Nonmonetary incentives
to recruit and retain teachers constitute a form
of benefits which can be granted to teachers
without the obligation of extending them to
other civil service employees.

The availability of educational materials is one
of the most powerful and consistent determi-
nants of learning achievement; inequality in
access to such materials is a major source of
rural/urban and regional inequalities in
achievement. Where teacher quality is poor,
the value of instructional materials is even
more important. Properly designed materials
can help train unqualified teachers while pro-
viding instruction to students.

The critical concerns are the appropriate-
ness of materials to the curriculum, their cost,
and their dissemination. Language and
cultural issues restrict the direct transfer of
learning materials among and even within
countries, but in the short run the adoption
and adaptation of existing materials may be of
value where local materials have not yet been
developed. The issue of cost involves weighing
the initial expense of producing or acquiring
materials against their useful life expectancy.
Low-cost materials may not be a bargain if
they are not durable enough for extensive use
in the classroom. Finally, dissemination must
be a part of any consideration of the availabil-
ity of materials as an indicator of school qual-
ity. Unless the instructional materials reach
the classrooms they cannot be effective, and
unless they reach all classrooms they cannot
promote equitable learning opportunities.

The value of buildings or equipment as an in-
dicator of quality is not as clearly supported by
research as that of instructional materials
(even though this assumed importance has
been the basis for many external assistance
programmes). There is not a consistent posi-
tive relationship between the availability of
facilities or equipment and learning results.
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However, there does appear to be a clear
threshold of general availability and quality of
facilities necessary for learning to take place.
Equity may also be affected: provision of sepa-
rate lavatory and toilet facilities for girls have
been documented as an important determi-
nant of female attendance. Also, over-
crowding in primary schools, especially in the
early grades, is a major source of poor achieve-
ment and attrition. In addition, some research
indicates a correlation between special facili-
ties, such as science laboratories, and achieve-
ment in specific domains of learning, but the
correlations are consistently small and of ques-
tionable significance for policies toward
primary schooling.

Although the availability of equipment is
normally not a major indicator of quality in
primary schooling, it becomes an important
consideration when special technologies are
used for instruction. Radios, film projectors,
and tape recorders are now being supple-
mented in some nations by televisions, video-
cassette recorders, and computers. As with
instructional materials, providing instruc-
tional equipment to some pupils but not all
can be a source of learning inequality.

The results of research in North America
on the effectiveness of schools, and observa-
tions of schools throughout the world, empha-
size that school and system administrators are
potentially critical in influencing instructional
activities, in motivating teachers, and thus in
determining school effectiveness. Greater
decentralization that places more authority in
the hands of teachers, the principal, the com-
munity (including parents), and local educa-
tion officials can make an individual school
more relevant and efficient through increas-
ing its accountability. In decentralized
systems, district and regional administrators
usually continue to be the logistical link with
national authorities but serve primarily as
facilitators rather than implementors. Simi-
larly, school principals and inspectors must be
free to interact with teachers and students in
ways that encourage learning rather than
merely enforce policies. The principal or head
teacher appears to have the greatest impact on
school quality by establishing clear goals for
individuals and creating a school climate con-
ducive to learning achievement.

Summary measures of inputs, such as per pupil
expenditure, dramatize a problem that exists

for all analyses of inputs as indicators of qual-
ity. They represent the availability, but not the
use, of a resource. Per pupil expenditure indi-
cates only how much was spent, not the quality
or effectiveness of the learning experience. Such
measures may indicate whether enough
resources are available but not whether they
are being used well. AIll input measures,
including those discussed here, suffer from
this shortcoming which limits their relevance
for policy. For countries that do not yet have
even the minimal supply of inputs, however,
these summary measures will be appropriate
indicators of educational efforts, even if they
are questionable proxies for quality.

Improving quality by changing the instruc -
tional process is an ambitious endeavour. Many
systems have very little information on how
pupils and teachers use their time. As a mini-
mum foundation for reform, it is necessary to
know how much time teachers spend on their
work and how they allocate their time among
activities (preparation, instruction, review,
evaluation, and remediation) and among vari-
ous contacts with pupils (full class, subgroups,
and individuals). Similarly, information is
needed on the time pupils spend in contact
with the teacher, other pupils, and instruc-
tional materials and equipment, including
time devoted to homework. Analyses should
refine these measures so as to estimate the
time pupils actually devote to specific tasks or
learning activities.

An accumulation of evidence indicates that
learning achievement is proportional to the
time spent in learning activities. Teacher and
pupil absenteeism, holidays, and the needs of
agricultural and other employment cycles are
all sources of divergence between the official
school vyear (averaging 180 days in most
systems) and the effective learning time in
school. In many developing nations pupil
learning time is less than half of the 800-1000
hours a year that is common in developed
nations. Thus, less time is available for access
to fewer resources, so the learning disadvantage
of pupils in the developing nations is
compounded.

Differences in teacher-pupil interactions
and pupil use of materials and equipment can
create inequities even within a single class or
school. A critical question is how teachers
allocate their time in relation to disadvantaged
learners — do such pupils receive more, less,
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or the same investment of teacher time and
effort? The answer will tell a great deal about
the efficiency and equity with which school
resources are utilized. A special equity con-
cern is the tendency, in some schools, for
females to receive less attention from the
teacher and to experience lower expectations
in terms of their school performance.

Although measures of educational outputs
and outcomes are a popular means of assessing
school quality, they often are not considered a
means for improving quality. In the case of
school examinations, however, the psycho-

53

metric properties that allow them to assess
learning performance also determine both the
correctness of the appraisal (its accuracy and
relevance) and the propriety of allocating
resources on the basis of examination results.
Another measure of educational outputs is
graduation from primary school, but if this is
to guarantee possession of a necessary level of
basic knowledge and skills (as defined by the
official educational authorities), then the
standards for graduation must be understand-
able and acceptable to the teachers who will
have to apply them. If pupils are promoted
automatically, graduation can become merely
an indicator of age and perseverance, rather
than evidence of learning. Graduation from
primary school must provide the pupil with
more than a certificate for employment and
further education; it must also provide the
prerequisite  knowledge and skills for the
graduate's continued learning and successful
participation in the community and society.

To summarize, a systematic effort to im-
prove school quality requires specification and
measurement of the desired school outputs
and identification of how the multiple inputs
of the system interact within the learning
process to produce the desired school outputs.
The current understanding of these relation-
ships suggests the following priorities for
primary schooling reform: (1) improving the
availability and use of instructional materials;
(2) enhancing teacher effectiveness by em-
phasizing subject mastery, communication
skills, and teacher motivation; (3) improving
managerial skills, community and institutional
structures, and individual and organizational
incentives; and (4) increasing the time actually
spent on learning. When these priorities are
linked with improved preconditions for learn-
ing that enhance pupils' initial capacities, and
with community environments that reinforce
learning, true gains can be made in school
quality and learning acquisition for all.

(iii) Promoting equity

As noted earlier, inequities most commonly
relate to poverty, gender, location, religious,
linguistic, or ethnic identification, and physical
or mental disability. Poverty creates inequity
in learning in multiple ways. It is correlated
with a low educational achievement of parents,
poor nutrition and health care, inadequate
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intellectual stimulation for young children, a
paucity of local nonschool learning opportuni-
ties, a reduced motivation for and benefit from
schooling, and difficulty in absorbing learning
expenses whether they be explicit fees or
implicit opportunity costs. In country after
country, studies have revealed that poverty
affects both the ability of the family to support
schooling and its willingness to bear the costs.
Society's responsibility is to see that the chil-
dren of these families, as well as poor orphans,
receive an education appropriate to their
needs and accurate information about the
probable benefits of primary schooling. Other
social investment programmes, including
those that provide credit and generate employ-
ment, can complement the efforts to provide

schooling by increasing the probable benefits
to the poor who become educated.

Gender differences in participation were dis-
cussed earlier in the review of the status of
basic learning. With the exception of Latin
America, female rates of enrolment in primary
schooling continue to lag behind those of
males: the rates for six- to eleven-year-olds in
Africa are 69 percent for males and 56.5 per-
cent for females; in Asia the respective rates
are 77.4 and 59.3 percent. The gap has actu-
ally widened since 1970 in Afghanistan, Nepal,
and Pakistan, and in many other nations
female enrolments remain very sensitive to
economic or social disturbance.

As noted above, female pupils also often
suffer from the negative attitudes of teachers



who underestimate girls' competence and
from unsupportive family and community per-
ceptions of the Appropriate” levels of educa-
tion for women. Assignment policies that
concentrate women teachers in urban and
economically advantaged areas prevent many
female pupils in other areas from having rele-
vant role models and the teachers best able to
appreciate the specific learning needs of girls.
In cultures where parents are reluctant to
send girls to coeducational programmes, they
may be educated in segregated schools or
alternative systems such as those that instruct
via radio or television. These alternative pro-
grammes are not available in all nations, how-
ever, and where available are mostly in urban
settings. The debate over gender segregated
schools versus coeducation is complex and
influenced by social and cultural history and
traditions. Even where special social provi-
sions are made to educate females, family
demand for a girl's household labour and a
cultural emphasis on the early marriage of
women can impede attempts to equalize
opportunities.

For those females who gain access to and
complete primary education, gender biases in
instructional techniques, learning materials,
and test designs further reduce the probability
that their measured achievement will equal
that of males. The results of the national com-
parisons undertaken by the International
Association for the Evaluation of Educational
Achievement indicated that boys did better
(especially in mathematics and science) at the
primary school level; the difference was even
greater at higher levels of schooling.

An immediate goal of primary education
must be to minimize the gender differences in
achievement as much as possible. Because of
the special role of women in the intergenera-
tional transfer of knowledge, attitudes, and
behaviour, raising their learning achievement
to equal that of males will enhance the effi-
ciency of overall learning in society. Closing
the historical gap between female and male
learning achievement requires concerted,
compensatory efforts, not simply an expan-
sion of access for females.

Locational equity is a concern because of
both rural/urban and regional differences in
the quality of primary schooling in many coun-
tries. Because the presence of a school is the
minimum condition for participation, the
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unequal distribution of schooling in a nation
causes unequal access. According to one esti-
mate, only half the rural children in most coun-
tries (and as few as 10 percent in some others)
have the opportunity to complete four years
or more of schooling. The barriers to learning
attainment in rural areas include the limited

quantity and poor quality of schools, poor
reinforcement from the nonschool environ-
ment, irrelevance of the curriculum, high

opportunity costs for children whose labour is
needed at home, and long distances between
the home and the school. Another disadvan-
tage is that the language of instruction used in

schools often differs from that used in the
home. These disadvantages translate into
differences in learning achievement, with

pupils in urban schools scoring consistently
higher except when the increased age or more
frequent repetition of pupils in a rural or other
disadvantaged area has an equalizing effect on
measured achievement.

Few data exist on issues of ethnic and reli -
gious disadvantage. In some countries, a
minority group is disadvantaged not so much
because of its ethnic or religious identity as
because it is poor and/or rural (e.g., isolated
nomadic populations). The situation of castes
in South Asia and indigenous populations in
parts of Latin America and Southeast Asia,
however, suggests that differences can emerge
even when other determinants are the same.
Special basic learning programmes may be nec-
essary for these populations.

Ethnic and religious discrimination can
operate either through formal practices
favouring a privileged group or more informal
biases in employment networks. Whether or
not the discrimination is explicit, the negative
effects soon will be: discrimination reduces
the incentives for the disadvantaged children
to participate in and benefit from the primary
schooling system. Again, the immediate sacri-
fice of equity promotes a longer-term loss of
societal efficiency.

Another major category of inequity is that
of disabled children and adults. This group is a
heterogeneous one with impairments ranging
from mild or moderate to severe or profound;
the more severely disabled are fewest in num-
ber. The needs of many disabled people can
be met within existing services, as long as they
are augmented by appropriate arrangements
to support the special requirements of the
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Box 4.4

Apiming  that  wadcs eower the  chisrown
eiger Lo el the mrinels  of children, wh:.- ilcr
same do a poor or inadequate joby Among the
probable causcs:  a lack of waxbooks, low sala-
riex, and the resalizan rlisrrmr.:lg'rml_-nr that is
Es-c:ue:'t].ll}' w hsclor in ||i5'|1 rales ol abmeniessom.
Mareover, the inadequately tmained teacher is
going b the dmchoguare eacher, e ome
who instrocts by rote - reguiring siedenis oo
ulEa-J:l:r fromm thie loeind, recite ind nandsoe [E18T11 2
Hmes in a litibeandersiond hngll.agrj or repur-
glaare answers withooe even understanding - the
provimel ol what 35 Dbeiog pooght Al dicdeas e
desite Jor knowlechre that 95 soomoch 2 panl off
Isoain mabkcup. Faced with & cass of bocd
chibdren, 1L is |Iu.11:|.|]-' :iu1'|:-|"|h'i1:||_: thid  dechers
hrgin tn o Ihm-ugh the motions withomt any
pral  cothvsiasiy  oF  scnsc  of  conmuitmcnl,
Fyveryhoudy loses: the child, wha bas been Toroe
fed “facts”, without any real semse of how they
il '.LI:IIHi.-e::ll:-h.: Liy LRwt: !'.|:|_=L-:|' winhl, 'ilrl:lrlﬂl|'ii-|.|-l‘!]:|"
or im - the fomere, and the fstraned, defenzive
teachicr. As imany as G0 perol o stodenis in
some countries fail and have o repeat @ grade.

There have: boco ooy allernpls Lo jmprove:
teaching methnds, bt inservice teacher wain-
j.|||_¢; Paugranics olivn chezl 1:l|:|J:|-' with the use of
cnmicula. o with educational Thmr:,: rather
than offerbing  mstiocuonal  pesctice, - Buociusss
tmcdwas bave been poorly trained, ihey leve
even adult stedenis 1o repear and recite, inetesd
of ARHIESTITRL T them o seck s i e

Techniques for Teaching and. Learning

vl Lo gain insight bite rcaseuing or oo
lext. The resull i o poor imnsfer of krowledge
from geachers who, themselves, may  have
Iosed by puccisely the same il oethods.

]'-urhlnaltl':r, research s hlﬂping teachers
ez AL s ooow wisderstooed -I]Iil.l.. I he '.u|1x||:h-r:||..
information  must  be  diszssembled and  then
vesligied by the harner, The job of e tescher
i5 o impose order-on the marcrial and e help
U stevder exlmicl |:H::|r|i|LE_ Iraaen il ddwem i1 ¢in
e connected  with ]'nrrﬂ.'imm I:rmh"leﬂg: Some
facws, of cowrse {muldplicatens whles) have 1o
b Bearmed o they i b applicd o evenadig
life {hying food or selling gonds, for example).

Hescarch alag shows that elaldiven can build
an whal they learn, provicbed thal explicie, sir:
mred  descriprions  and Cdemonstrations - mive
Wocine the weolmgues oo deury w0, Moreoyer,
shicdenis peed o know owhers amed how o nse
whar they lcarn.

Such progrrammes as Venegoel's Tnsiromen.
tal Eurichument succcsafully . toach ncw loarsing
stmbagries Ul are especially Smposiant in very
poor counteles with sparsc nstoecteral  naatcne-
als, Luge lasses el oulclated - deaching: meth
odls, New techniques will have o be adapoed w
siach arems s ol SabeXabornn s Alvich, whens
beorh marerials and rmetheds ang inadeguan: and
ey will baave: Lo e taight o wadwers whe are,
theemselves, p:mrl}' rdncated. F'in:lhl,', [hrjr will
have 1o be modificd for use in varous develop-

ing  conmlries.

child and the family. There is a need to demys-
tify educational provision for disabled
persons; the main barriers continue to be
misinformation about their capacities. This
misinformation leads to a gross underestima-
tion of their potential to benefit from educa-
tion of all kinds. Even though many develop-
ing countries face shortages of financial and
human resources, education for all means that
all groups, including the disabled, are entitled
to a fair share of resources. Whatever the
current conditions, assisting disabled individu-
als to reach their learning potential should be
a part of the strategies for meeting the basic
learning needs of all. Developing countries

considering action in the education of disabled
children, youth and adults should have
confidence in their own initiatives and should
not feel that their efforts must follow those
patterns established by the industrialized
countries.

A special equity issue is that of refugee popu -
lations. These groups, suffering already from
the dislocation and deprivation inherent in
their refugee status, often face inequities
because of other conditions. Refugees are
usually poor; a majority are females; they often
are located where self-sufficiency in
agriculture or other employment is least
probable; and their religious and ethnic ori-
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Fambin has demonsirated hat commitment (o
the educion of the disabled can go Deyond
rhetac.  The prvermmciol officialty resogive
the edueation] aeeds of the disabled for the
figst wirne inoits Secood Matonal, Dhevelopaenl
Plam (197219763, In its Third Nagsonal Thevel
opment Plan (19751480} it mace  prosciviog
amml inservice teacher traiving and the esial
lishinent of new schoals amd onils for disabled
children a priovity.  Io 1980 it simuliancoosdy
recived assistance from Swoden for the ore
tion . of A sulrsysem for o speciad viucation
syatcin amd laumched il National Campaigm Lo
[:Iis:a'hlﬂl:l Clnld e,

The womediate  objestins af e Natiomd
Campripn were Lo Gaisc public ronsciousness
of e spocial needs of disabded children; 1o
cstablish provincal registers o disaddod - chil-
decn; o lay the Toundatons ©of mationwide
health and  cducational services for disahled
children; and 1o supply technical aids aal pros
thetle deviess 1o s oy disabled childneo s
praassilile,

Thstrici  Asccrtaninenn  Teams,  coopuisiog
ol a local primary sl wacher, a mietdicl

Box 4.10 Fambia — Providing Education for the Disabled: Beyond Rhetoric

asgistamt or  morsc, and l'l'lTI'I1II.1III.'-Ii}‘ |_'|,|_-l.'::'|,|:|p-
wwenl  worker, were dispatched 6o Gdentily
disabled  childien and to dexign Tcne-hased
intervention  proprameocs,  The mationwide
campaipn  wiilized 500 reporting  centers in
o7 districts,  Ascertwincot officers Pxanmic
11,0 childeen, identifying 7247 a5 severely
disahled. o these, 5,208 werns p]J}‘&ll:a]]]'
impaied; 1,518 visually unpaired; 1,490 biazise-
ing iI:I:IEHi.I"L'IJ.; GE6 - menially retuded, and 473
multi-handisappaed

Ax the Ministry of Educalion was assurming
reapansibilily tie education of the disahled,
ihiee Upaversity of Fambia added special educe
ton o s cedmadem for the Assoiate Cerofi-
rate in Educaton, and the Matooal College for
Teaching of the Handicapped was established
i Lossaba, corolling B9 students in it 188455
TWEHYEAT - [ raing. Ar the ceotal lewel, a
:i:u_-w_-i-.{l_ aducarinm inspecioale hias hesn eiale
lished, with thiee sperial education  inspectors
dewated 1o stall development.  As ol 1985, there
were 85 institutions scrving 2005 disbded s-
clenis al the primary devel, more dan doubde
the number served e 1950,

gins may differ from those of the host popula-
tion. To meet the learning needs of these
multiply  disadvantaged individuals may
require special programmes, alternative means
of providing learning services, and new forms
of financing. Refugees need an equitable
share in basic learning opportunities and in
their benefits.

To reduce inequity, whatever its source,
requires an aggressive commitment on the part
of government and society. Helping to incor-
porate presently disadvantaged populations
into the larger society should be one of the
explicit goals of primary schooling. No con-
flict need exist between equity and efficiency
if goal attainment is defined explicitly in terms
of the dimensions of equity. Achievement of
equity goals requires specific interventions
and acceptance of the reality that in the short
run compensatory resources and measures
may be necessary for certain groups to offset
their disadvantages in the preconditions for,

access to, completion of, and patterns in
achievement in primary education.

Of all the problems of equity in primary
education, the participation and successful
achievement of girls deserves the highest priority.
Removing the many barriers to primary educa-
tion for girls will require a multifaceted
approach.  Countries need to address
restrictive attitudes and beliefs about gender
roles and capacities; adapt the education sys-
tem, if necessary, through in-home instruction
or separate schools for girls; provide day care
for younger siblings and find other ways to
reduce the family's need for girls' domestic
labour; and improve learning achievement so
that the benefits of primary education will off-
set the sacrifices imposed on the girl pupil and
her family.

The special conditions of poor families may
require assistance with the costs of school fees,
uniforms, and transportation. Equity in rural
areas may require flexible scheduling of the
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Praor o the initiarion of edocaiiomed relcon o
1981, Scocgal's cducation systern had 2 643
structure toppesd by lwo-year oand  fouryear
purgrams at the Unpeersity of Dakar. Fielad by
rapicd peguliicn growtls of 3 percent per year,
primiy crwollments doubled in the decade of
the 1905 By (9805, e oducauon budget
meeeueiled for 23 percent of dhe Caowermomen
recurrent budpe and 5 opesocar of GDE. Net
venellment rates were 306 pereent lor peingy,
1.7 pereent. for lower scoondacy, 4.5 percent
for upper secondary, and 2.0 pereent fon higher
eelucation,  Commmonity and - farmily coslribas-
ficns acounbsd o ooy 3.5 percent of  puhblee
clucanional expendimre  and privaie schools
represented ooly Gl pepcent of all educational
cxpenditure.

[n 1981 the Governmmeni created  phe
“Commission  MNatiopale de Reforme de
I'Educadon” (CNREF)  which subondlled  ds
reform propesils in 1984 Four inajor problem
s were dentified:

* eoessaund oguity;

v fiscal  consrainis;

# loaw cpuality and low internal officiency ol

primnr]' erlicaiion: wned

- ljcu.-u_um:_-] shortages  and  inadequale

traiming i el

Thee proposals of the CREEF included oo
during  practical wosk noo the  currienbomg
using  nafional lngmegpes a8 @ e of
inshruclion,  prometing  religious edaraiion;
urging wider parficipation i ihe bnplononta:
fiory ol thie sebormy; and npprading the qualiny
of 1eachers.

This  cduwcational reform o was iniiiaied
amainst A hackdrop ol rrGM U e e fefierm
comdueted  within the structural - adjostment
I.'n‘:guu im 1980, The adjusisnent  progrg
enconraped  review ol scctoral policies - to
coswin aeore cifickenn  allocation and use ol

Box 4.11 Senegal: TIncremental Reform and Improved Fducational Efficicocy

rezources,  Drawing on e work ol the CREEF,
e edocanon eform effort. (Taonciued oeder
dhe dille of “Foole Moovelle”™) had four immedi
are objectives:

1. lewering umt costs ‘in cducation theosgeh
wore  efficient mse of  leachers  and
Facililies:

2. roducing . primary  schiool  oonmsinectiog
ChsIE;

8, congaining edocational expeondilones at
prosbprinsuy levcls, and

1. hmiting recarceil cxpeadinres,
with  assistance from o Workd Bank  scctoral
by, e Ghovcrment chase roimplement Lhis
peforrn incremenatly. iz was oo 0 oper-
ale within Lot the fiscal  ancd - managrerial
consteainis of the educational system. A ser of
implomentation  steps were desipoecd Jor the
prrioet 1305 o |99 The phased somchare of
implementation has alse allowed Jos a0 sl af
mine shnlies w suppet the implementation
PIOCesS,

Pl inatial sovicw of the meform efforls {(in
1988) was favorable sl jchznnalied PLOEICES in
all e ciecpr linitagion of  reourrent expaen-
dirares swhere the Oonaomencol s FCL IO |:I|.'-H:¥‘
i qn_-j[mH v growth tates for recnrrent I:-ul:lgq.u.
A mtgworthy inoovasen bas been the wse of
denible-shift reaching in nrban schools i gosdes
1wy 4. A evicw -of these classmonms incdicilecd
no drap in quality altheogh paccats contined
L perecive the programe as sobstandind,  Bur-
ter social markeling sl ncccased eacher and
pupil familiaviey  with, rthe sysiem shanld
improve hoth achisvenel aod acccptance Jo-
el i e futire

The key leson Do Scocgal & the combing.
tieen 0f coamprchensive reform with inremsenil
mpl,::n'u:uml:imt. In ihis rooneer, |J|qu||:J]'n of
dissemination could  be  identified and
covrvcted  before  nationwicde  implemendion
occurred,

school year to minimize conflict with the
agricultural planting and harvesting cycle.
Sensitivity to special religious and cultural
values, and the preservation and development
of a people's cultural identity, may be neces-
sary in dealing with ethnic and religious mi-

norities. Disabled pupils and their families
may require special help and alternative sys-
tems of instruction.

A different type of equity issue concerns
out-of-school equivalents  for  primary
schooling. If these "different but equal" pro-
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The role of wachers has long heen reoop
nized ax cented W ihe provision and guality of
cducadon,  Ressarch shows a strong relition-
ship  belween lesicher klu.ln'lﬂli_gt of  sukject
matber, weaching sryle and studsmi achisvemen).
Morcover,  recent pecigogical  ressarch Tugh-
lights the iwportanee of instroctional time
(amount and intensity ol engapemenl in selumal
bearning), - pariculady In simations. where 5o
dents Bick the dnstrodioo] resowrces for inde-
peodent learning.  The positive el ol con-
tnuous  inScrvce weacher iraining one deicher
performmane: and  subsoquent stadent - achieve:
ment has been demonstmied o e th'.H_'Ll'ﬂ.“}'
sirong in develogiog countice.  The enhanced
confidence  and  professionabizlion  esunliog
froan dneservics weacher raining has  additional
mndivarinnal  benelis in dee lace of cesricted
:at:u:f suales i many impoverished oounlries.

Threr patierns  lor providing  m-scrvice
teschwsr tebning stand out as being especialby
inmowative and potendially  eflicenc

Ihistince eainang 2 ypically part of a mnlii
facered Sys1em |:'v|'|||1l:r'|||.'i:|:|u shwarl sumd recurscng
vourscs, fed :rajning ceEnter vadiiionn ook,
correspondeno: courses, vadic,  tolevision  amd
casserte  conrses, Fistening  discussion  groups,
programaned instiuction, and. somciuresd - super
visir. I Togeo, radic amd corrcspondlence are
combined,  In the Philipgrines, daily swdio aod
eamsgelles e suppleneenied by prinied  maden
als and pericdic mestings of “wmclir houniog
celke™  10ai has ollered  woanooids aioal in-
lengive  semdnars  followsd by weekly  racdio
programmes and monthby soeeting.

The “ripple” or “echo®™ sysem i a cascading
g medel wherehy a small gproog ol G-
ers are Irainecl, whao G o Wain & karger group,

Box 4.12 Improving Teacher Quuality through In-Scrvice “Lraining

who then an still lagger provps, and sooon.
This muliipdier apqrosch lie beoen used exeen-
sively 1 East and Sowth Asia in reach i nasi-
mum morekser ol ewchoers oy the shofuest time
puiiod.  Protatype training maierials and Biighly
sirictred supenisory sysiems an |'1:|.1ui.1uﬂ L
ensure uniloam standards and qualify of train
]ng content and [IrncERses.

Fireally, the mobile weam approach employs
teams ol Dlors fom Wache: waning colleges
amd curpicihum’ centers acting a8 exlcnsoo sladl
visiling wecighboring schonls o condusct shorl
twor lo [owrdday inlcosive wpgvading - conrses
three o four fimes 3 yesr, Lhis approack Tas
heen ired cxwnsively dn Indoncsia and - maodi
ficd in the ©so-called Sinservice  oo-scrvico
eriocheel™, whicll . provedes inore frequent shon
course  tpaining i hoel prineey selusols  for
mE;uji.:.\:q_-:l RIS of teachers in each school
district, This Eter approsch rches more heav-
ily oo local supcrvisory  personmel,  exisiing
schoods, and estahlished ivsining oooiers viatlicy
il origguluy staff.

Cleardy, ddentifying ansd folegrutiog coments
wf warious approaches fo0 the provision ol
service leacher buwiniog showld be poided by
local conmtexinal Fwtors. However,  te conr
meonn - ingrodicnis of academic  preparalion o
suhjecd maller, ioilial profestonal aining as
basis for forher inserdce ellocs; the ase of
multiple  sewfoicing - instructienal  fechninues,
placing maining close o school and dussrooa
realities, aml providing stucinred’ Supcrvision,
e all tepertant o providing qualiny in-service
weacher  raining.

grammes are to fulfill pupil expectations,
standards of learning achievement must be the
same as for the formal primary school system,
and the credentials received must have the
same value for both employment and access to
further learning. Second-class or dead-end
programmes cannot satisfy the need for equal
learning opportunities and achievement; they
simply substitute a new inequity for an old
one.

Once equity is established as part of the
efficiency goal, it is necessary to measure the
attainment of equity and to reward it. Teachers
and principals must be convinced that the na-
tion has a true commitment to the equitable
treatment of previously disadvantaged popula-
tions. Equity in meeting basic learning needs
may come at a cost, but in the long run it will
be a lower cost to society than the continu-
ation of inequity.
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Box 4.13 Colombia: Escoela MNucva

Following a 1978 smdy detailing major weak-
nesses in e provision of sl basie educaton,
the  Government  of Colombds accorded lop
rodly o improving  schooling in moral areas
amcl dewebopad @ comprchensive weo-pear Racal
Prjmar:,r Fdhcation Flam, i:n:liln:liug' lH‘.iI\Ii.l]-‘ (FTEEL
the  Facucla Nueva programme  launched in
1975 after a decade of expernsmladion.

Escucla MNucva considers the integration of
the stchensl, sclwaol, amacl CUHIENIEAEY A crucial,
not only o the school’s eflfectiveness as o leame-
iy instilution, Lot also oo e commmunity’s
assumpion of responsibiliny foe s owe devel
opnwnl. A Parents’ Committee works together
with the Studeni Conomcil -t dr:\u-.ln[r j:lc'lnl
schoobcommunily  progoets.

In adediticon do e schooloommoily el
'[j.u:un.:-,hi_p__ the Programme
corricudone, el warobng,  and  administra-
fom.  Gorrecslom condenl is reiadily :Hi:l.JJI'.:lLll.i:
te the cucumstances of a particular commuminy
anel | emphasives problemsolviog - skills. To
r_r_&mplm'lm'nr the cormolar malersads  amd W
meet twe challenges of  oulugrade waching
mn:hrliqtm:, Faoiela Mueva has 11:*.'.-'eel-::-[ue|‘|. i sps
cisl  elassroom  design based  on resoorce

Focnsses Chhy

corners,  simple  chusroom - fucndieree and  a
hundredbook Khrary,  Teachers are - peovided
an imital  likday  raining workshop on the
propramme’s philosopiey aned coeeor, waching
strategies, - school organizaton, amd  stodeot
with. two  followup  workshops
during (b year.  Supervisors wodergo sioilar
walning with emphasiz on the pedagomical as
pects ol =pervision.

From 5 schoals in 1976 in thres il
menis, b programoe’s coverage extended o
B 00HE schoods by 1983 amad 5000 schools, or
approxitnatcly M) percent of the target schonks,
throughonst il country by 1987 A reoemt
evalluzstion  shows et Eacucla BMocva students
have: sipnificanily hipher levels of achicveoncal
tean students in traditional schools . Smodent
croalivity, and  sclf-csteemy are
higher; teachers have more  posilive alGilcs
towid peaching and are more involved in ihe
COMIENILY;  [UEIls  SXpross  gooaler sartisfac-
uon; and due to the flexihls pmln:al'i-::-rl sysiern,
spotition rates are lower.  Smdies akso show
that supervisors see their jobs soore El-i:l.ﬁl:i'\.-l.:l}'
witl a stronger cmphasis on providing support

ithan mr:n-.l}' 1'|-.-1-.|:r'u-.|-.'i1|‘|__r,I sclmcsl Llix:l'alirl:llu.

evaluation,

aricabivitlicsrn,

(iv) Enhancing efficiency

Efforts to improve efficiency in primary
schools emphasize reducing costs without sig-
nificantly altering the desired effects, or en-
hancing effectiveness without increasing costs.
For example, programmes to produce low-
cost, durable facilities expect to reduce expen-
ditures on maintenance (though in any case
these expenditures are often not realized
because of lack of funds). The introduction of
split shifts to increase the utilization of facili-
ties is an appropriate way to enhance efficiency
in locations with sufficient pupils to justify
extra shifts. Similarly, literacy and other basic
skill programmes can make use of primary
school teachers, facilities, and appropriate
materials when school is not in session and
thus reduce the proportion of the cost of these
resources that must be charged to primary
schooling. While controversy exists about the
practicality and effectiveness of all such pro-

posals, alternatives to the current structure of
primary education deserve consideration.

In many countries, and particularly in devel-
oped nations, there is an emerging Crisis" in
teaching due, among other factors, to the
perceived irrelevance of curricula and to the
difficulty in recruiting good candidates to the
profession. The task of the teacher has
become increasingly complex and demanding;
to fulfill this task, teachers must see them-
selves as educators and can no longer be satis-
fied with merely delivering a given body of
knowledge. The teacher is a key contributor
to improving the quality of education. Other
institutions play co-ordinate roles: the family,
the media, cultural institutions and others.
Therefore, there is a need for nations to
develop more coherent policies and plans to
further improve teacher education and train-
ing (preservice and inservice) and to continue
to seek ways and means to maximize the use of
existing resources. There also is the need to



strengthen efforts to promote an integrated
approach to preservice and inservice training
programmes and to harmonize the training of
teachers in the formal and non-formal systems.
In addition, teachers have unique roles to play
in research activities, instructional experimen-
tation and in the development of evaluation
mechanisms. The provision of teacher
resource centres and learning materials is seri-
ously deficient, and often lacking altogether,
in almost all of the poorest countries. This
seriously inhibits the motivation of teachers to
continue their education. Also it often
appears that not enough is done in the school
environment itself to facilitate exchange of
experiences among teachers, and to organize
effectively the staff development of the teach-
ing corps.

The local design and production of instruc-
tional materials were discussed earlier in
regard to the issue of quality. The effective-
ness of these activities in meeting the objec-
tives for pupils' learning can be assessed only
if these objectives are explicitly stated in the
school curriculum. The systematic evaluation
(including formal measurement) of learning
gives feedback that allows assessment of the
efficiency of teachers and instructional

materials.
A special form of educational inefficiency is
that described as “wastage” — this normally

refers to the effect of pupils repeating a grade
or dropping out of school. Since both actions
increase the number of years of schooling
provided relative to the number of graduates
produced, such wastage is seen as synonymous
with inefficiency. Ideally, with adequate
preconditions for learning and schools of
appropriate quality, neither attrition nor repe-
tition should occur. In many nations, how-
ever, repetition and attrition result because
enrolments have increased so much that
schools are unable to benefit all pupils. Simi-
larly, wastage can occur if schools do not have
the time or resources to remedy learning
disadvantages or to allow the slower learner's
development to catch up with that of the other
pupils.

If repetition resulted in increased achieve-
ment, it could be considered a pedagogically
useful mechanism. However, the evidence
shows that the achievement gains from repeti-
tion are minor, rarely cost-effective, and often
promote lower self-esteem and an increased
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propensity to drop-out. Prevention of repeti-
tion through improved instruction and in-class
remediation is often less expensive than
accepting it as an unavoidable part of the edu-
cation process.

The control and governance of primary
schools raise questions of efficiency through-
out the world. Because the central educa-
tional bureaucracies are geographically and
administratively distant from individual
schools and must base plans on a variety of
aggregate measures, decision-makers may not
be informed about the specific resources and
needs of local communities. Central govern-
ment authorities have a natural responsibility
to initiate programmes, monitor school per-
formance, and ensure the equitable provision
of schooling among economically diverse set-
tings. Many nations have recognized, how-
ever, that efficient management of schools
requires involvement of the local community
(including parents) and increased authority for
the school principal.

With decentralization, the school remains
accountable for its use of public funds and
must continue to meet curricular standards
and conform to  general educational
regulations. But the school can be given
greater discretion on how to generate and util-
ize the resources for its learning activities.
Research has found that individuals and com-
munities are more willing to finance primary
schooling when they participate in the
decision-making concerning it. Thus,
decentralization and local support can
increase efficiency and mobilize new resources
for schooling.

Many countries are examining new ways for
private education and nongovernmental agen-
cies to complement the existing primary
school system. Regardless of the final set of
partnerships or alliances developed, all
nations will need to shift their priority con-
cern away from the interests of the providers
of schooling to those of the users: the pupils,
the families, the community, and the nation.
The interests of the providers cannot be
ignored, but for the sake of efficiency, they
must be considered only in the context of how
to promote improved benefits for the users of
the education system.

In the poorest nations, enhancing efficiency
will help prevent the most dire consequences
of domestic fiscal constraints and external
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debt burdens. In the more economically
prosperou snations, efficiency measures can
make the difference between an education
system that degenerates into inadequacy and
one that significantly promotes societal and
individual development. Ultimately, efficiency
reforms will be judged by what happens in a
nation's classrooms and by the individual
pupil's success or frustration in learning. The
goal is for primary schooling to provide cogni-
tive and noncognitive learning opportunities
both efficiently and equitably, and to become
a true human development activity that
provides skills for individual success in life
and resources for national development.

D. Meeting the Basic Learning Needs
of Youth and Adults

The basic learning needs of youth and adults
are considered separately from those of chil-
dren; not only is the target population older,
but also the learning needs and the methods
of meeting them differ. However, there may

be a significant overlap in the essential learning
tools. Literacy, oral expression, numeracy, and
problem-solving will, in many countries, repre-
sent an important part of the curriculum for
meeting the basic learning needs of certain
youth and adults, as well as children. This is
particularly true for those who did not attend
primary schooling, who failed to complete the
cycle, or who completed primary school but
did not attain the necessary level of learning
achievement.

Because of the complexity, diversity, and
frequent incomparability of the forms of basic
education for youth and adults, increasing the
ability of planners and providers to diagnose,
test, and evaluate learning activities is essen-
tial. The development of a diagnostic capacity
in each country is necessary and should in-
clude not just identifying specific needs and
means of meeting them, but also the interac-
tion between the youth and adult programmes
and earlier and subsequent learning activities
of participants. Pilot testing of programmes
and evaluation of their effectiveness must



include consideration of instructors, curriculum,
materials, equipment and facilities,
management, and costs and financing.

It is important to establish a clear distinction
between essential learning tools and basic
learning content for youth and adults. As noted
above, the essential tools include literacy, oral
expression, numeracy, and problem-solving, but
may also encompass such other tools as
computer operation, library use, and the ability
to interpret messages relayed by radio,
television, and emerging information systems.
The tools defined as Essential” depend on each
country's present context and expectations for
development. The basic content will be
even more varied and context-specific; it will
cover the full range of knowledge and
skills necessary for an effective life in one's
community and larger society.

Literacy is a life skill and the primary
learning tool for personal and community
development and self-sufficiency in a rapidly
changing and increasingly interdependent world.
Over the last thirty years the definition of
literacy and the design of literacy programmes
have undergone dramatic change. Literacy is
now seen as the foundation for life skills ranging
from basic oral and written communication to
the ability to solve complex scientific and
social problems.

With this broadened definition of literacy,
nations may need to change the way they think
about and promote literacy. The idea of illiteracy
as a disease that can simply be eradicated is
outdated. Nor can illiteracy be used as a conve-
nient label that implicitly blames « victims »
for their own victimization. The new definition
makes it clear that literacy is the primary
enabling force for all further education. It is a
uniquely effective tool for learning, for
accessing and processing information, for
creating new knowledge, and for participating
in one's own culture and the
emerging world culture.

Basic learning content is appropriately
viewed as an array of knowledge and skills
organized to meet the basic needs of learners,
both as individuals and as actors in the contexts
of the family, the work place, and the communi-
ty. For example, basic knowledge and skills
could address the need of the individual for
self-esteem, knowledge of one's language and
cultural heritage, and understanding of gender
roles and social relationships. In the family

63

and household sphere, there is the need to plan
and manage a household and to raise healthy
children, and, therefore, to know about health,
nutrition, and infant stimulation and care.
Learning needs relating to community life
include knowledge about civic rights, a clean
environment, and community organization and
advocacy. Learning for the work place focusses
on the skills required to earn a living and to
adapt to changing economic and
technological conditions.

Beyond training specifically for the home,
the work place, or the community, basic
knowledge and skills programmes need to enable
people to develop the appropriate values,
attitudes, and skills for critical thinking,
creativity, and community problem-solving. In
practice, literacy activities often are incorpo-
rated into larger training initiatives that provide
knowledge or skills for youth and adults. The
line between literacy and other basic knowledge
and skills, therefore, is not always distinct—
both are often broadly defined and provided to
the learner in similar ways. In this sense, litera-
cy is both a means to other knowledge and skills,
and a knowledge/skill in itself

Certain  basic knowledge and skills
(especially those affecting health, nutrition,
child care, and some forms of labour
productivity) can be provided before literacy is
achieved. Where resources are sufficient, basic
knowledge can be disseminated simultaneously
with the teaching of literacy or other basic skills.
Where literacy already exists, it will facilitate
the transmission of this basic knowledge. But
national authorities should recognize that
literacy is not a precondition for the spread of
some forms of basic knowledge and skills,
however much it would be facilitated by literacy.
It can be argued that the literacy and basic
education potential of the new communication
technologies (and educational innovations) has
never been fully realized. Many reasons have
been put forward to explain this relative failure:
inadequacy of investment, the inability to
transform utilization habits to match a new
teaching and learning environment, and an
unwillingness to accept and apply the
practical applications of change. Such concepts
as the « information society” and the
«global village", even if they are largely
metaphorical, highlight the social and
economic transformations that are taking
place as a result of massive and
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instantaneous information transfer, the in-
creasing acceptance of information as
possessing an economic, social and cultural
value, and the consequent importance of
information handling as a significant aspect of
economic activity. Commentaries on social and
economic disparities between (and within)
societies now treat information availability and
use as significant determinants of these
disparities. As noted earlier, in some contexts
these activities can be interpreted as
representing a major educational channel,
supplementing primary education and
programmes for youth and adults
to meet the basic learning needs of all.

At the very least, therefore, future
understanding of literacy is likely to include
media literacy as a functional skill important on
several counts. In the first place, given the
volume and variety of information now available
from a wide variety of media sources, an ability
to discriminate between media messages,
and to evaluate both their objectivity and utility,
is becoming a basic individual need. Secondly,
the ability to operate and process information
and communication technology may eventually
rival traditional literacy and numeracy
skills in determining the individual's ability to
be effective in society.

These arguments have a number of
implications, both for an expanded vision
and for constructing appropriate policies

and programmes. In relation to the informal
learning that comes from the media, there
is a need to know more about the degree,
quality, and relevance of that learning, the
processes through which it takes place, and the
ways in which it can be channelled productively.
This is not only a research question, but also
implies a need to involve the information
producers in the overall educational process, by
acknowledging (and encouraging them to
acknowledge) their impact and importance.
There is a parallel need to build some elements
of media literacy into basic education
programmes, encouraging an understanding of
how the media work and how they can be used
and evaluated.

Such understanding comes most easily from
practical contact: learning through doing.
This practical contact also helps build up the
functional skills in handling information and
communication technology, upon which

vocational effectiveness is becoming more

dependent. It extends well beyond technical
competence, embracing the development of a
full range of communication abilities in the
individual.

At another level of education and develop-
ment programming, a new and innovative pro-
gramme of research is necessary if planned
applications of communication are to become
more effective. If educational technology has in
the past been an ineffective, or only partially
effective, instrument of change, a better
knowledge of the reasons for this is needed.

The definition of literacy and the need for
basic knowledge and skills evolve along with
social, economic, and cultural change. As a
result, all individuals continue to face new
learning challenges throughout their lives.
In the end, literacy — whether oral, written,
computer, or scientific — is evolving to meet
many diverse and changing needs. No fixed
set of information or competencies defines basic
knowledge and skills for all countries. Thus,
the question for each country is how best to
define and provide the literacy and basic
knowledge and skills appropriate to each indivi-
dual and community and how to devise
mechanisms that improve the scope, relevance,
and quality of the essential learning
tools and content.

(i) Content and relevance

The content and relevance of basic education
for youth and adults depends on the fit between
policies and programmes and the context and
needs in which the learning activities take place.
Since that context is always changing, the
learning process must be continuous and
learning activities designed to take account of
the changing context. In the final analysis, the
dissemination of literacy and basic knowledge
and skills takes place within the more complex
activities of technological and political
development. Although some may assert that
the larger goals of development can be achieved
without meeting the basic learning needs
of youth and adults, the existing evidence
suggests that teaching literacy and basic
knowledge and skills is among the most
cost-effective means of promoting a synergistic
development effort. Improving health and
nutrition, controlling population growth, and
increasing production can be achieved
concurrently with the benefits of human
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development that such basic
promotes directly.

Like other basic education programmes,
those for youth and adults must be relevant to
their needs. If their real learning needs are not
met, there is neither purpose to, nor benefit
from, such programmes. The measurement of

relevance is limited in two signifi-

learning

cant ways, however. First, the external effects of
literacy and basic knowledge and skills
programmes cannot be easily evaluated. Multiple
factors influencing the lives of learners make it
difficult to establish direct relationships
between such learning programmes and their out-
comes. At times the most economical and reliable
measures of the external effective
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Box 4.17  Literacy Motivation: Learning to Fly
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ness of these programmes are participants'
own reports of whether they have gained useful
knowledge or skills; in the longer term, tracer
studies have a substantial contribution to make to
the assessment of external relevance .

Second, in the special case of literacy, rele-
vance is not limited to external effects or out-
comes. In a real and powerful sense the
acquisition of literacy has "intrinsic relevance."
By itself, it enhances a sense of selfworth and
efficacy, which in turn makes a person better
able to initiate and adapt to change, to take risks,
and to participate actively in social, economic,
and political development. Literacy in
the mother-tongue further contributes
to a sense of cultural identity.

The importance of public information in
meeting basic needs is shown in several
examples. Last year, some 3 million children
under the age of five are estimated to have died
from diarrheal dehydration in developing
countries. At least 50 percent of these deaths
could have been avoided if parents or caregivers
had the simple knowledge of how to counter
diarrhea successfully in the home. Other
studies show that babies in developing
countries born more than two years after their

next older sibling are twice as likely to survive
as babies born after a shorter interval. In
Australia, a dramatic education campaign
used pamphlets, advertisements, and other mass
media to increase awareness of AIDS. Later
an evaluation showed that 44 percent of the adult
population had changed their attitudes or
behaviour toward AIDS. In a larger context,
environmentalists warn that the wvery survival
of our planet is rapidly becoming an issue of
public education through information
dissemination.

The continuing industrial and technological
revolution affects the basic knowledge and skill for-
mation of youth and adults by changing the nature
of its relevance. With the evolving structure and
operation of labour markets and the rapid adop-
tion of new technologies throughout the world,
workers will have to be able to shift constantly
from one machine to another, from one method to
another, and from one work environment to ano-
ther. The close connection between the genera-
tion and utilization of technology argues for
increasing the relevance of training by linking it
with actual production activities. Successful
strategies for reducing youth unemployment
increasingly blur the line between training and
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employment, learning and production. In
many settings, in both developed and develop-
ing nations, training programmes conducted by
employers may have to continue emphasizing
essential knowledge and skills — literacy,
numeracy, and problem-solving tools — that, in
principle, should have been learned at
school. Thus employers become trainers and
educators as well.

Pre-employment  training in  specific
vocational skills increasingly is recognized as
insufficient for successful employment. As more
and more skills are specific to a single occupa-
tion or employer, the relevance of pre-
employment programmes will cease to be defined
in terms of an exact fit between training
and an occupation. Instead, there will be more
concern with assuring the future trainability
of workers, or equipping them with the basic
knowledge and skills that define capacity
and adaptability, rather than to fulfill the
requirements of narrow job descriptions.

In the informal sector, on-the-job
training, apprenticeship, and training with
production are already common and compete
with the vocational training offered in many
schools and institutes. Even where generic
pre-employment skill training is necessary, it no
longer will be sufficient preparation for employ-
ment. No matter how well prepared the initial
entrants are, occupations evolve, often during
a single working life, and technological
change keeps requiring new and expanded
knowledge and skills.

(ii) Programmes and quality

The quality of a programme to meet the
basic learning needs of youth and adults has
multiple indicators similar to those discussed
earlier for primary education: (1) learner char-
acteristics; (2) learning inputs; (3) learning
processes; and (4) learning outputs and
outcomes. In fact, many of the research findings
concerning the quality of primary education also
apply to basic learning programmes for youth and
adults. Examples are the critical importance of
the instructor's qualifications and the great
potential for learning materials to contribute to
learning effectiveness.

There are, however, some distinctive
aspects to providing learning for youth and
adults. For example, motivation is even more
critical in a noncompulsory programme —

motivation to join, to continue, and to
succeed. The motivation of youth and adult
learners will depend on the actual relevance of
the learning opportunity and the effectiveness
with which this relevance is communicated
to the potential learners.

The variation of age and experience among
adult learners is a second characteristic that
must be taken into account in the design and
scheduling of learning opportunities.
Programmes should not underestimate either the
sophistication of youth and adult learners or
their ability to make practical choices about j
oining or persisting in learning activities. Variety
and flexibility are necessary if programmes
are to match the mix of learning capacities
and needs of this population.

Learning inputs for these programmes
will focus on the instructor and on learning
materials. Learners who are already literate,
however, may be able to use instructional
materials in the absence of a teacher or to
extend on their own the learning provided by
a teacher. Equipment is likely to be a more
important input here than in primary educa-
tion, especially for mechanical and related
skills training. The media and public
information systems can be expected to play
even more significant roles in promoting
behavioural change for this population than
was the case in primary education.

Evaluations of programmes that use a
variety of pedagogical techniques suggest
that the most effective curricula and mate-
rials are learner-centred, participatory, and
relevant to local needs and aspirations. The
programmes that achieve the most tend to
present their content in conformance with
accepted learning theory, in an entertaining
and interesting fashion, and in accordance
with the competencies of instructors and the
resources available for training. Materials
and methods for teaching literacy and basic
knowledge and skills work best when they
appeal to all the stakeholders — learners,
instructors, families, communities, imple-
menting agencies, and governments .

Teachers/Instructors will remain central to
many youth and adult basic learning activities.
The subject mastery, verbal ability, and attitudes
that make successful schoolteachers also will be
positive factors in these settings.

Effective teachers/instructors of literacy and
basic knowledge and skills share the char-



acteristics of high-quality curriculum and ma-
terials: they are appropriate to the learners
and their environment. Those recruited from
other socioeconomic and cultural contexts to
work with pre-literates normally are burdened
with preconceptions that have to be "un-
learned" and often are never overcome. Also,
when primary education teachers are used in
programmes for youth and adults, they may
need special training to sensitize them to the
different needs of older learners and how to
meet those needs. A reciprocal benefit can
occur in that working in the learner-centred
orientation of programmes for youth and
adults may help these teachers be more res-
ponsive to pupil needs when they return to
primary school classrooms.

It is important to recognize the need for
recurrent training of teachers/instructors to
enable them to deal with different learners,
evolving learning needs, and content levels
that also change rapidly over time. One should
not underestimate the significance of appro-
priate wages, benefits, rank, and recognition
for nonschool-based educators. In fact, the
myth that literacy efforts can succeed with
volunteer and part-time, underpaid instructors
alone has become a major excuse for govern-
ment underfunding and a dominant liability of
many programmes.

The proper management of youth and adult
learning activities is an especially important
consideration for  programme quality.
Management issues apply over the entire admi-
nistration of learning: from the design and
implementation of local programmes to the
national establishment of standards. Because
of the diversity of this second channel of basic
education, the monitoring and evaluation func-
tions of management are paramount. The lack
of analytical research and comparable expe-
riences emphasizes the need for more docu-
mentation on basic education activities for
these age groups.

The instructional process for young and
adult learners is a topic of considerable
controversy. The question of the appropriate
psychological and pedagogical models to apply
to this population has not been resolved. Some
agreement exists, however, on the critical role
of learner time utilization On the one hand,
although the time spent on any given learning
task may vary among learners, each learner can
be seen to improve dramatically as
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the time-on-task increases. On the other hand,
the timing of learning activities is essential as
the high opportunity costs of youth and adult
learners impose often severe demands for the
efficient use of learner time.

Instructional methods used in programmes
for youth and adults abound — functional,
Freirian, intergenerational, whole language,
psycholinguistic, and others — but no single
approach or method of instruction has been
shown to work in all situations without adapta-
tion to the local culture, context, language, and
learning needs. Although existing models can
offer a point of departure and comparison, the
key to achieving successful learning is to use a
method that is adapted to the situation. It
should be accompanied by systematic monito-
ring and evaluation to profit from experience
and thus deter the waste of scarce educational
resources.

Measures of the outcome and output of
basic learning activities for youth and adults
will be extremely varied. Standard measures of
learning may be appropriate for some literacy
activities and for skill training programmes
that are comparable in content. However, many
learning opportunities will not be comparable
because they differ in context, content, and
participants.

Follow-up to these basic learning activities
has been shown to be essential. In the long
term, programme quality is revealed by how
frequently and appropriately learners are able
to use their new knowledge and skills. Thus,
monitoring of outputs and outcomes will have
to consider the post-learning supports pro-
vided to the learner.

In summary, the quality of basic learning
programmes for youth and adults is an even
more complex issue than in the case of pri-
mary education. Usually, adult education
does not have the benefit of a large supervi-
sory system or a long tradition to direct the
focus on quality. Although the management
and supervisory system of primary education
does not always perform effectively, the
first channel of basic learning does have the
advantage of an organizational foundation
on which to build. In youth and adult pro-
grammes, planning and management activi-
ties must incorporate quality considerations
by developing better data bases, appropriate
diagnostic and analytical skills, and manage-
ment capacity.
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(iii) Effects and equity

The inequities in programmes for youth
and adults originate from two sources: (1) the
residual inequities created because an accept-
able quality of primary education is not uni-
versally available, and (2) inequities within
the supply of learning opportunities for youth
and adults. The second source is especially cri-
tical since youth and adult learning oppor-
tunities can either compensate for earlier
inequities or reinforce and exacerbate them.
Inequities can worsen, even though such pro-
grammes attempt to equalize learning opportu-
nities for those who have gained less benefit
from primary education than others.

Inequities in youth and adult programmes
are related to the same characteristics of indi-
viduals as in the case of primary education:
poverty, gender, location, religious or ethnic
identification, and physical or mental disabil-
ity. A special characteristic to be considered,
however, is age. Given the accumulation of
learning needs in the population over time, it
may not be realistic to expect every nation to
meet immediately even the basic knowledge
requirements of all of its adults. Some socie-
ties have made implicit choices about the age
groups that will be given priority; these deci-
sions have direct implications for equity
among age cohorts.

One quantitative indicator of inequity in
learning is the literacy rate. Clearly, the grea-
test number of illiterates is in Asia, particular-
ly China and India, while the highest rates of
illiteracy are in Africa, especially the Sahelian
nations. Consistently, women are dis-
proportionately represented in these numbers.
A majority of the world’s illiterates, female
and male, live in rural areas or urban slums,
impoverished and marginal members of their
societies .

Both the proportion of a population that is
illiterate and the large absolute number of illit-
erates must be considered in targeting literacy
efforts; illiteracy has serious consequences for
national economic well-being because of both
the relative and absolute burden it imposes
(see Table 5). In 1990 there will be an esti-
mated 882 million adults (fifteen years and
over) who are illiterate, 27.7 percent of the
world's adult population. Nearly 98 percent of
the world's illiterates will live in developing
countries. Asia will remain the heart of the

problem with about 659 million illiterates;
Africa will have about 165 million, and Latin
America and the Caribbean region 42 million.
North America and Europe will have only
about 17 million illiterates, but the position of
these individuals is particularly disadvanta-
geous in relation to the basic learning needs of
their societies.

There is no statistic comparable to the
literacy rate that indicates how many people
lack basic knowledge and skills. It may be
inferred, however, that given changing demo-
graphics, increased instructional provision,
and the variable standards by which literacy is
measured throughout the world, the problem of
aggregate illiteracy may, indeed, be actually
shrinking, whereas the number of semiliterates
and those lacking basic knowledge and skills is
increasing.

The increasing number of individuals with
unmet basic learning needs, alongside scarce
resources and an inadequate capacity to imple-
ment programmes, suggests that some deci-
sions must be made concerning who will bene-
fit first from renewed efforts to disseminate
literacy and basic knowledge and skills. As
discussed earlier, strong arguments exist for
giving women highest priority. This prece-
dence is justified by their history of being edu-
cationally underserved, by their economic
contributions to agriculture and industry, and
by their influential role as mothers and often
heads of single-parent households. One prov-
erb notes, When you educate a mother, you
teach a nation." Their strong intergenerational
effects as care-givers, their immediate effects
on child health and family planning, their cru-
cial role in food production and trade in many
agrarian societies, and the rapidly changing
nature of their societal roles place women in a
pivotal position to enhance the well-being of
their families and communities.

Meeting equity goals for women and other
underserved groups does not depend solely on
provision of services. In the past, adult educa-
tion programmes, particularly skill training
activities, implicitly have endorsed traditional
male conceptions of female roles and voca-
tions. This limits female contributions by clo-
sing access to training in non-traditional
occupational roles for women. In many
instances men have monopolized training
opportunities, although women actually predo-
minate in the occupations for which
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Table 5 Numbers and Rates of Illiterates Aged 15+, 1985
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training is provided. Agriculture extension and
small scale enterprise development provide
two examples of such gender bias in adult
knowledge and skills development. Not only
are women often unable to get the training they
need, they frequently cannot obtain the credit,

land titles, and other assets required to
complement the training and improve their
overall resource base and productivity.

Fortunately, many training programmes are

now emerging specifically for girls and
women, in which the content is explicitly lin-
ked to modern sector occupations.
Programmes to meet the basic learning
needs of youth and adults, if they are also to
succeed in meeting their equity objectives,
must take into account the barriers to partici-
pation in learning and to the productive use of
learning. Learning inequities exist within a
context of social inequities; both must be



72

Box 4.18 ‘DOTOTO Home Industrics

Wihen e Mewiro Women's Croape desiced
o start 3 Beoar serwice from their sland off the
souwthern cosst of Romya o tee inaiokand, they
wiiel Lo e rsomey Lo coassnaonily develop
maent prodects and 1o provide transportation
e health clinic tat seved theie childoen, Four
PHArS later, the I'r.rr_g,- was. still afloar, bot the
busincss was sinking.

ol Hoane:  Inclusivies, a nonpovermomeen
ial organization in Mombasa, was ready oo help
the  wamen ke bsrial  amel  hassiness
minning.  Women in MEwio, amd i 4f otbes
gorapes ey the coast of Kenya, hard already
received  training  in o group crgamziog  fooo
Toows's Kuwal  Doveloposent Progeon,. Kow
Trserier. wesalkd ieain them and offer technical
assastance Lo Dusinoss  seumgomicol

ﬂlr_g:mi:.':-r:rl in Lhe |-5.|r|}' THRNs 'h:\.r the Marinnal
Comncil of Churches in Reopa, Tototo sateally
narkizied  lsocicsalis prosluced by women in
the towm of Mombasa; in 1986, a pew director
saw that this ded virteally neting o change the
quidlity of' roral women's lives She hepan o
wiork with them on community  devclopment
ancd fisccanse HL‘.I:II.:I'.LI.iI.H:I. I!].' 19T, 1 THoin®s rom
1'||1:rﬁr1' rh*w*-ln-prm-nl programnme had  reached
gnove than 1AM woosen witlsin s 200 kilosoeine
reding of Momhasa, offering training in group
crgaanizing sl bemdership, @ reveldng fund for
Foans, assistance in hoalth and famedy plaouiug,
ancd @ savings cluls,

According e s 1085 sdy, the busincsses
catalfishod Ly e groups wore barely viabde; as
in MEwiro, gronps lacked the skills oo maincain
thaan e the abality 1o work. cretively within the

laeai by

economic,  scrial, amd  rolinral  constraints
tmpoacd on e as wouecn.

based on dhese finckinpgs and - o Tedoto's
m:]mﬁr.ﬂneﬂ. with wrmen's TR, A5 well as an
anthropelogical coscanch o e groups anl
the barriers they Dwe, “Doioie createrd a basi-
NeEss MAanagement raning prograo 1 cnabdes
wonen Lo irnshane krcwhsdpe ol honselobd
enierprises intn rhe basic practices needed. 1o
oprate 4 gioup bsancss, Qe koy was o picle
rial accounting system that allowed nonlivcrat
ocibes W rsnl presjecl swenends el unaer
stand  the altocation  of  dividends,  The  new
accounling  systean pereils | e women ol
Mikwire do drack fheir acnaal expenses and o
allocare profit more offectively, a8 both busk
neses perlornmoece: sl dividends improwe, the
wiornen  tackle other  projects for  cormmunicy
developuenl.

Troindo  sralf hrgﬁn wr_:-r'ld:in[_l" with Qip"hl'
grougs i 1986 e wounen of Mewiro wone
solectecd Tor indming in 1987 Besearch shaws
the effecrivensss. of training: on @ average,
dividdendds - the 1930 proups  increased
.'lnlfll'.l]'lern-.nl Fresm the firss to rthe secomdd year af
trakning, while gross eovenuwes doulled These
fLrenips ]1iﬁr|. AT AvETAREE ol LISST0HE in chivickenids
o thear mcmbers e 1956 and  aeore ian
LIRSS A00 in 1987, Alhoogh the 1987 groups
il maL |;n1:l|.'|i|.:||l::1: sl alranmdic we s,
pross revenuess  and dividends  have
simgeaved siguilicondy, Toten bas pew begun
1 tench its 1r:|ining PrOgETaTme o AECETiES in
Swwriland and Malawi

their

changed. To redress inequities will require ini-
tiatives to:

e Expand the number and size of
programmes to provide more learning
opportunities

e Establish priorities for the participation
of presently underserved or disadvan-
taged persons and groups

e Take special measures to ensure that
these priorities are fulfilled.

The third initiative recognizes that the specific
groups may require special content, alterna-
tive methods, and special incentives to ensure

that they not only join basic learning program-
mes, but also continue until they achieve the
necessary level of learning.

(iv) Monitoring and elf Liens

Efficiency issues have not been addressed
adequately in many analyses of youth and
adult programmes, in part because of the small
size, noncomparability, and volunteer nature of
many of these activities. Also, since such pro-
grammes do not normally represent a signifi-
cant share of public expenditure, they
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usually have not been monitored and held ac-
countable to the same extent as larger, formal
education programmes.

In the past, many countries have seen lite-
racy programmes, particularly national literacy
campaigns, as having political goals and have
used them to consolidate national identity or
demonstrate government concern. Others, in
contrast, have viewed literacy and basic know-
ledge and skill training for youth and adults as
part of a comprehensive educational system to
prepare people for employment and civic res-
ponsibility. The former approach tends to
focus on a certain time frame and specific tar-
gets for the participants, while the latter
endeavours to develop institutions and skilled
personnel capable of designing and implemen-
ting enduring literacy and basic skills pro-
grammes. Both approaches have merit; neither
is ideal.

The process of meeting basic learning needs
can encompass both approaches. Intensive

national campaigns can provide literacy and
basic knowledge and skills education to large
numbers of people within a short time. The
institution-building approach develops institu-
tional capacities and competent staff that in
the longer term can assess and meet the mul-
tiple basic learning needs that are emerging.
Even when conventional educational institu-
tions can provide basic literacy to all, there
will be a continuing need for basic knowledge
and skills training. A nation's effort is, and
must inevitably be, pluralistic to reflect the
diversity and changing nature of needs and the
alternative means of meeting these needs in
every society.

Experience in the provision of basic learn-
ing for youth and adults suggests that the desi-
gn of an efficient programme will:

e ldentify priority populations and learn-

ing needs

e Mobilize

participants

demand by potential
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*  Promote effective local decision-mak-

ing and management

* Broaden participation

institutions

o Utilize public information systems

* Co-ordinate basic learning with other

societal activities

e Provide support after basic learning.
As will be shown, all of these seven elements
are linked, and programme design should in-
corporate decisions (preferably explicit ones)
about each.

There is a need to identify priority popula -
tions and learning needs because the demand
for basic learning is far greater than its supply.
Some populations may be assigned priority
status because basic learning will increase
their productivity in economic and social

development. Others might be emphasized so
as to redress current inequities. In either case,
there is a need to protect the investment of the
scarce resources made available. One way to
do this is to target the motivated, a second is
to motivate those targeted. This mobilization
of demand will promote the efficient use of
resources as well as the effective use of lear-
ning.

The third efficiency need is to promote effec -
tive local decision-making. This should be done
by allowing decisions to be made by the indi-
vidual or agency that is best informed in each
case. For example, certain decisions on delivery,
content, and participant needs might best be
made at the local level, whereas the national
authority should establish standards for per-
formance and co-ordinate efforts to promote

by diverse
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economies of scale. Examples of such econo-
mies may exist in the areas of personnel train-
ing, curriculum design, materials production
and delivery, and resource needs assessment
and monitoring.

In fact, governments can play several
facilitating roles in meeting the basic learning
needs of youth and adults: initiator, motivator,
financier, and standard setter. Governments
also can create a policy environment that is
supportive of learning opportunities. This
environment might include tax incentives to
private sector firms and nongovernmental
organizations to provide literacy programmes.
The efficiency of literacy and basic knowledge

and skills programmes could be enhanced by
labour and wage laws that reduce opportunity
costs and increase benefits to workers who
participate in such programmes. Incentive
structures could be developed for motivating
institutions, communities, and individuals to
participate in and promote basic learning
efforts. A government could take the lead in
those efforts that target the most disadvan-
taged populations. Given the arguments for
basing literacy efforts in the community and
the work place, governments need not, and
probably should not, be the primary co-ordi-
nators and implementors of all basic learning
programmes. These two tasks do not reflect
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the unique comparative advantages of govern-
mental authority.

When communities are consulted and
allowed to determine their own priorities
and contribute to the design and financing of
learning and development projects, they
begin to see themselves as the managers of
change. They develop a trust in their own
information, insights, and leadership capabi-
lities that makes them better able to unders-
tand, integrate, and sustain development
messages and technologies (typically
relayed by government extension services
and the media). Therefore, decisions concer-
ning the efficient use of resources should be
made at the local level whenever possible.
Ultimately, it is the community that best
knows its own needs and the environment or
culture in which learning will take place.

Decentralization is an administrative
means to encourage responsive basic learning
programmes throughout a nation. A govern-
ment service agency could serve as the techni-
cal, financial, and managerial intermediary in
a national network of basic education agencies
and activities. It may offer technical compe-
tence in areas such as participatory training
techniques and the design of instructional
materials; project planning, monitoring, and
evaluation; and organizational development.
By training the direct providers of basic learn-
ing — whether in various government minis-
tries, private enterprises, or community and
other nongovernmental social agencies — an
intermediary agency can have a significant
multiplier effect. It could also promote the
horizontal exchange of information among the
providers. However, decentralization, to be
concomitant with increased efficiency, must be
preceded by or concomitant with the devel-
opment of local capacities to acquire, process
and use information in a form adapted to local
needs.

The fourth efficiency need is to broaden
participation by diverse institutions. Public
and nongovernmental organizations, the priva-
te sector, communities, families, and other
agencies all have a potential role in basic lear-
ning for youth and adults. The larger the num-
ber of agencies involved and the greater their
diversity, the better the chances of increasing
the aggregate resources available and enhanc-
ing the flexibility of programmes to meet par-
ticipants' special requirements—and there-

fore of improving efficiency. The decentrali-
zation of decision making, discussed above,
can create an environment conducive to broa-
der participation.

Comparative advantage should be the
organizing principle for decision-making res-
ponsibility. Nongovernmental organizations,
for example, have proven to be innovative and
adaptable. They often have strong local net-
works and are closer to the learners than
many government agencies; thus, they find it
easier to recruit and motivate participants.
Governments, however, have greater
resources at their disposal and often can rea-
lize economies of scale, for example, in prin-
ting literacy materials or providing village
libraries and newspapers. Communities often
possess a vast array of untapped resources,
such as instructional and managerial ability
and useful indigenous knowledge. Local pri-
vate entrepreneurs typically are most attuned
to the special appeal of a magazine, comic, or
poster which could be adapted to produce
entertaining and interesting basic learning
materials.

The fifth efficiency need is to utilize the
public information system—radio, television,
print media, libraries, and museums. This sys-
tem can deliver both information and instruc-
tion directly to the individual. More generally,
it reinforces earlier basic learning activities.
By allowing the learners to use their new
knowledge and skills, the information system
becomes an integral part of the basic learning
process. Its diversity can add to the compre-
hensiveness and efficiency of basic learning
activities, and it has the potential to update
information and knowledge continuously.

Even educators and communication experts
often fail to regard the information system as a
major component of the nation's total educa -
tion system. It is essential that nations expand
their understanding of what constitutes the full
range of educational institutions and delivery
systems if they are to realize the goal of
providing educational opportunities for all
youth and adults.

The sixth efficiency need is to co-ordinate
basic learning with other societal activities.
Lifelong learning is becoming a fact of life in
modern economies, and a global trend toward
multiple learning solutions is involving orga-
nizations in roles they never performed before.
Training institutions are becoming pro-



ducers, while production enterprises are beco -
ming trainers.

A broad range and mix of work-related
training opportunities is provided by private
industries, professional associations, and other
nongovernmental organizations to meet the
changing learning needs of youth and adults.
In addition, basic learning programmes are
being offered by a host of indigenous institu-
tions, such as a Buddhist wat in Thailand, a
pesantran in Indonesia or Morocco, a local
library in North America, and a maison de la
culture in France. A crucial challenge to such
programmes is to provide marginal populations
with modern sector skills.

Countries should reexamine the allocation
of the resources already devoted to basic
learning so as to assure their effective use for
each given population or situation. In Lesotho,
Venezuela, and other settings, «service
centres” (discussed earlier in the context of
decentralized decision making) supply the
skills of literacy professionals and nonschool-
based educators to tackle fundamental basic
learning problems in an integrated develop-
ment context. The professionals serve as
agents in sectoral programmes such as agricul-
ture, health, co-operatives, and forestry, using
their unique skills to develop learning mate-
rials and participatory training. Within such
programmes, government may have an effecti-
ve role as information broker, source of tech-
nical assistance, financial creditor, and stan-
dard setter.

Implicit in the above service approach is a
new role for government. With a variety of
policies, technical assistance, and financial
incentives, a government can become less an
implementor of large-scale, bureaucratic basic
education and more a facilitator and evaluator
of many small-scale, locally controlled basic
education services. The financial as well as
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programmatic benefits are that scarce govern-
mental resources are spent not on meeting pro-
gramme costs or administrative demands, but
on supporting grass-roots efforts with the
knowledge and skill-building that is needed.

Another efficiency need is to provide sup
port after basic learning takes place. For
investments in basic learning to be efficient
over the long term, learners must continue to
have opportunities to use their new knowledge
and skills and to build on them. Although there
are many similarities between the provision of
education and health services, a critical differ-
ence is that there is no one preventive action,
no Cognitive inoculation” in the shape of
schooling, but rather a series of life-long
Knowledge and skill boosters” that reinforce
the early lessons and provide new ones throu-
ghout adulthood. As consumers and producers,
youth and adults—whether illiterate rural
mothers struggling with their children's health,
urban street vendors in search of licenses, or
senior citizens seeking to make a meaningful
social contribution -- must have the informa-
tion, social support, and practical services that
only continuous education can provide.

This analysis of policies and programmes
necessarily has concerned itself with the com-
mon or modal patterns of basic education that
exist in the world. As noted initially, each
country has the responsibility to identify and
select those conclusions or inferences that can
assist them in the formulation of their own
policies, programmes, and research agendas.
One generalizable finding does exist, however:
all nations will need to seek courageous and
creative means to meet their basic learning
needs. As identified in the next chapter, natio-
nal, regional, and international forms of
co-operation and assistance can help identify
these means and promote their application.



Strategies for the 1990s

Certain broad conclusions may be deduced, on
the basis of the preceding discussion, about the
possibilities for a worldwide initiative to meet
the basic learning needs of all:

Global challenges, evident in the threat
of economic stagnation and decline,
growing disparities within and among
countries, increasing marginalization
of populations, degradation of the
environment, and rapid population
growth, seriously constrain human
development, including efforts to meet
basic learning needs throughout the
world.

Basic education meets certain intrinsic
needs of individuals, builds abilities to
meet other basic human needs,
increases productivity, and helps de-
velop capacities to address key aspects
of the global challenges cited above.
The present state of basic education is
inadequate to meet the basic learning
needs of all children, youth and adults.
If current trends and conventional
approaches to education and training
continue, the situation of learning in
the world will certainly worsen, and
will aggravate the global problems,
rather than help to address them.

An expanded vision of basic education
is urgently required, one that encom-
passes five components: universalizing
access to basic education activities and
promoting equity of treatment; focus-
sing on actual learning; broadening the
means and scope of basic education to
cover a wide range of delivery systems
and population groups; enhancing the
environment for learning in the home
and community; and strengthening
partnerships at all levels among the
various authorities, organizations,
groups and families involved in basic
education

Available data indicate that countries
with similar socioeconomic conditions
may have very different levels of
educational attainment, due to diffe-
rences in policies and priorities affec-
ting education. This fact should encou-
rage each country to set courageous
targets for meeting the basic learning
needs of its people and to develop a
feasible plan of action to reach those
targets in a reasonable time.

Building on these conclusions, this chapter
outlines a global strategy for concerted action
during the 1990s. The strategy will allow coun-
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tries to move decisively toward agreed and
attainable targets to reach the goal of educa-
tion for all. Several priority areas are identi-
fied for action at national level and for sup-
porting action at regional and international
levels. These areas are so highly interrelated
that action in one must be co-ordinated with
actions in the others. The relative importance
of each area and the specific actions required
will vary, of course, from one country or
region to another.

A. Priority Action at National Level

Success or failure in meeting the basic
learning needs of all people will depend
ultimately on the actions taken within
individual countries. Regional and interna-
tional cooperation and financial assistance
can facilitate improvement, but national
governments and their domestic partners
will be the key forces for change. Given the
diversity of situations, capacities and social
goals among countries, it is possible here to
indicate, in general terms only, certain key
areas that merit priority attention in most
developing and industrialized countries.
Each nation will, of course, determine for
itself what specific actions may be necessa-
ry within each area outlined below.

(i) Assessing needs, planning action
and defining targets

A major national effort to meet the basic learn-
ing needs of all requires a comprehensive,
multisectoral plan of action. (Although the
text refers to a single, national plan of action,
it is understood that several plans may be nee-
ded in federal and other decentralized national
systems.) Given the multisectoral nature and
scope of basic education, the plan of action
will probably differ from past or present edu-
cation plans, which are generally limited to
activities under the ministry responsible for
formal education. Of course, the plan of action
to provide basic education for all will need to
take into account, or even incorporate, ele-
ments concerning primary and other forms of
basic education contained in any existing edu-
cation plan. Similarly, it will need to conform
to the relevant objectives of other sectoral
plans (such as those for agriculture, labour,
and health) and the country's overall

development plan and strategy. In general
terms, the action plan should specify:

e the basic learning needs to be met,
including cognitive skills, values, atti-
tudes, as well as subject knowledge;

e studies for the evaluation of existing
systems (analysis of problems, failures
and successes);

e the languages to be used in education;

e means to promote the demand for, and
broadscale participation in, basic edu-
cation;

* modalities to mobilize family and local
community support;

« targets and specific objectives;

e the required capital and recurrent
resources, duly costed, as well as pos-
sible measures for cost effectiveness;

e indicators and procedures to be used to
monitor progress in reaching the tar-
gets;

e priorities for using resources and for
developing services and programmes
over time;
the priority groups that require special
measures;

« the kinds of expertise required to imple-
ment the plan;

e institutional and administrative arrange-
ments needed;

e« modalities for ensuring information
sharing among formal and other basic
education programmes; and

e an implementation strategy and time-
table.

A plan should clarify priorities for the pha-
sed development of services and programmes
and for the use of public and private resources.
In this connection, it should provide for mobi-
lizing and allocating new resources—within
and among the several sectors concerned—to
meet basic learning needs in a comprehensive
manner.

A national plan of action should set clear
objectives and measurable targets in a realistic
timeframe. The definition of targets is a
demanding task, but is important in mobilizing
commitments and resources, and is crucial in
monitoring progress. The more meaningful tar-
gets for basic education include a definition of
the acceptable level of learning to be achieved;
more common but less meaningful targets spe-
cify the enrolment levels or ratios to be attai-
ned. Specialists in several disci-
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Dox 501 Jordan: A Plan of Action for Education Reform
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plines, from pedagogy to economics, can help

define meaningful

and measurable targets.

Widespread public discussion of proposed tar-

gets can help build understanding and accep-

tance of the targets and the plan of action.
Even though targets must be established

specifically for and by each country, five gen -

eral principles should inform the process of
establishing intermediate targets:

The ultimate goal for each country is to
meet the basic learning needs of all
children, youth, and adults. All plans
of actions, strategies for special
groups, and assignment of priorities

must be part of a phased, long-term
systemic approach to universalize the
achievement of basic learning at an
acceptable level. The focus on learning
acquisition is central to the meeting of
all basic learning needs. Access,
continued participation, and graduation
should therefore be defined only in
terms of access to, continued participa-
tion in, and graduation from activities
that produce an acceptable level of
learning achievement.

No regional or global standards can be
imposed on countries, and regional
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plans of action cannot set the rate at
which individual countries will pro-
gress from the current status of basic
education to the attainment of the ulti-
mate target. Such aggregate and exter-
nal specification of the process would
represent an abrogation of national
autonomy and will not help in the plan-
ning or monitoring of basic learning
activities. However, regional plans of
action to mobilize and co-ordinate col-
lective resources and support activities
may be useful .

e« Each country should monitor its own
progress and trace improvemets from
the present situation through the inter-
mediate targets to the ultimate goal.
The intermediate targets should be
established and readjusted in accor-
dance with each country's own evol-
ving needs, resources, and priorities.

e All intermediate targets should specify
the proportion or number of individu-
als who will attain an agreed level of
necessary learning achievement.
Although learning achievement will
continue to vary among individuals,
specification of the acceptable level of
learning achievement for all can help
reduce the dramatic inequities in actual
achievement reported in many coun-
tries today.

e« The intermediate targets should not be
simple projections of current trends
and resources but should reflect the
expanded vision and its components.
The intermediate targets should be rea -
listic and courageous, because basic
learning needs can be met more effec-
tively in the future within the expanded
vision.

Countries may wish to set their own targets
for the 1990s in terms of the following dimen-
sions proposed in the Framework for Action to
Meet Basic Learning Needs:

1. Expansion of early childhood care and
developmental activities, including
family and community interventions
especially for poor, disadvantaged and
disabled children;

2. Universal access to, and completion of,
primary education (or whatever higher
level of education is considered as
"basic") by the year 2000;

3. Improvement in learning achievement
such that an agreed percentage of an
appropriate age cohort (e.g. 80 percent
of 14 year-olds) attains or surpasses a
defined level of necessary learning
achievement;

4. Reduction of the adult illiteracy rate
(the appropriate age group to be deter-
mined in each country) to, say, one-half
its 1990 level by the year 2000, with
sufficient emphasis on female literacy
to significantly reduce the current dis-
parity between male and female illiter-
acy rates;

5. Expansion of provisions of basic
education and training in other essen-
tial skills required by youth and adults,
with programme effectiveness assessed
in terms of behavioural changes and
impacts on health, employment and
productivity;

6. Increased acquisition by individuals
and families of the knowledge, skills
and values required for better living
and sound and sustainable develop-
ment, made available through all edu-
cation channels including the mass
media, other forms of modern and tra-
ditional communication, and social
action, with effectiveness assessed in
terms of behavioural change.

Insofar as possible, targets established in
respect to these dimensions should define
acceptable levels of performance and the
proportions of participants who are expected
to reach these levels in specific basic educa-
tion programmes. Targets should be consis-
tent with the expanded vision of basic edu-
cation which focusses on universalization of
access and on learning acquisition as joint
and inseparable concerns. In all cases, per-
formance targets should specify equity by
gender.

The first dimension concerns the general
provision of early childhood care and develop-
mental activities, but emphasizes its particular
importance for children who are disabled or
disadvantaged in other ways. Targets might
specify the number or proportion of such chil-
dren who will be reached by this form of basic
education activity.

While universal primary education is usu-
ally defined in relation to the age-group 6 to
11 or 12, this dimension actually concerns the



provision of basic education opportunities for
children and adults, both in and out of school,
at least at the level of primary education. In
many countries today, "basic education” in
accordance with the expanded vision extends
into secondary education as well. Therefore,
targets concerning the second dimension
should not be limited to formal schooling, and
they may need to be formulated to cover access
to, and completion of, basic learning activities
corresponding to a post-primary level of edu-
cation .

The third dimension implies some form of
assessment to determine whether the defined
level of learning achievement has in fact been
attained. This might be based on a sample of
fourteen-year-olds, by which age all children
should have completed primary school or its
equivalent. If an unacceptably low percentage
of individuals are able to demonstrate the
basic knowledge and skills they should have
acquired, alternative learning strategies could
be introduced to increase the proportion of
successful learners.

The fourth dimension suggests that a coun-
try with an estimated illiteracy rate of 30 per-
cent in 1990 would strive to reduce the aggre-
gate rate to no more than 15 percent by the
year 2000. If females in that country represent
a larger proportion of adult illiterates than
they do of the adult population, then literacy
programmes should promote female parti-
cipation so that, by the year 2000, the propor-
tions of male and female literates are equal.
Because of the special contributions of literate
women to development activities in most
contexts, some countries may plan an even
greater emphasis on reducing female illiteracy.
Each country should establish priorities for
other population groups as appropriate.

The fifth dimension covers a diverse and
growing range of learning activities provided
as basic education for youth and adults. No
generic quantitative targets are possible for
these varied activities but specific targets for
the largest or most significant activities would
be justified for the reasons noted above —
mobilization of support, focussing on effort,
and monitoring of progress. An example of
such a target would be the proportion of par-
ticipants who should complete a skill training
class with the appropriate set of demonstrable
abilities. Other targets, for instance, might
specify changes to be attained in the propor-
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tion of learners who smoke cigarettes, or who
practice family planning, or who become self-
employed.

The sixth dimension also concerns a wide
range of activities available to the general
population. Some activities, such as radio and
television broadcasts, may not currently be
considered "educational" in the strict sense,
but they may nevertheless stimulate public
awareness and provide information that can
lead to beneficial changes in behavior. Targets
relating to this dimension might resemble
those defined for the fifth dimension, but
would need to be formulated in respect to
behavioural change in the general or adult
population, since everyone is presumed to be a
potential learner.

(ii) Creating a supportive policy environment

To be fully effective, a multisectoral plan of
action must be supported by the overall poli-
cy environment; therefore, the policies
governing the sectors concerned may have to
be adjusted. The purpose of such adjustment
is to ensure that the relevant aspects of all
concerned sectors interact so that they are
mutually supportive, more effective, and in
line with the country's overall development
goals. Action to meet basic learning needs
should be seen as a vital part of the coun-
try's total development efforts.

Because basic learning needs are
intersectoral in nature, various agencies and
institutions, in addition to the official edu-
cation authorities, are actually involved in
meeting those and related needs. Probably
few, if any, governments have managed to
create a policy environment that takes this
complexity fully into account. Sectoral poli-
cies should interact to promote co-operation
among all the concerned agencies and insti-
tutions so that they can work together to
attain interrelated policy goals, such as bet-
ter health, rural development, employment
generation, and basic education.

Legislative and administrative measures
may be needed to create consultative mecha-
nisms (e.g. a national council for basic educa-
tion) and to introduce incentives for parents,
communities, employers, the media, and other
partners to allocate more resources (funds,
energy, time) to basic education activities.
Official and voluntary channels can be



84

used to build public awareness of, and com-
mitment to, the goal of education for all.
Public participation at all levels in developing
education policy generally has positive results.
Visible and continuing support for basic edu-
cation by the political and administrative
authorities is essential in creating and sustai-
ning a policy environment conducive to mee-
ting basic learning needs for all.

(iii) Designing policies to improve basic
education

As discussed in Chapter 4, the relevance of
basic education to actual learning needs is a
precondition of educational quality, equity and
efficiency. The key issue concerning relevance
is to achieve a suitable equilibrium in the
content and methods of basic education bet-
ween the immediate needs and environment of
the learners, and the long-term and more gene-
ral needs of society. A specific strategy should
be designed to improve the quality and rele-
vance of basic education services and pro-
grammes, focussing on at least three crucial
aspects: instructional and supervisory person-
nel, learning materials, and time spent on
actual learning. (In some countries, a fourth
aspect, physical facilities for learning, will
also require urgent attention. )

In respect to instructional and superviso-
ry personnel, the strategy should provide for
improvements to pre-service training pro-
grammes and for incentives and opportuni-
ties to upgrade knowledge and skills through
inservice training; it should also include
measures to upgrade status and career pros-
pects. Where instructional materials are
scarce, the strategy should include measures
to supply suitable textbooks and other learn-
ing materials in adequate quantities through
out the country. Increasing the use of the
information media in educating the public
should also be prominently featured. The
strategy should provide ways to reduce
absenteeism by teachers and pupils, and to
enable pupils to spend more time in actual
learning. Finally, in certain countries, the
strategy should include measures to main-
tain and, where necessary, rehabilitate exis-
ting educational facilities and equipment,
and to provide for phased expansion and
upgrading of the physical plant to

meet future requirements, drawing on com-
munity participation and responsibility wher-
ever feasible.

Expanding access to basic education is an
effective way to improve equity, provided that
the quality of education offered is satisfactory.
Ensuring that girls, women and other disad-
vantaged groups stay involved in basic educa-
tion activities, until they have attained at least
a satisfactory level of learning, should be
encouraged through special measures, de-
signed in consultation with representatives of
these groups wherever possible. In addition,
improvements to educational quality and rele-
vance should be implemented to support grea-
ter equity.

Measures to keep learners in basic educa-
tion programmes also help improve efficiency,
by using available resources to obtain the
intended results at the lowest per-unit cost.
Both the educator and the administrator should
try to ensure that the maximum possible num-
ber of learners complete educational pro-
grammes in the allotted time; that they achieve
at least the stipulated level of learning; and
that all available resources are used fully and
efficiently.

(iv) Improving managerial, analytical
and technological capacities

The action areas outlined above presuppose a
range of analytical and managerial capabili-
ties, from policy analysis and planning,
through administration and financial manage-
ment of programmes and institutions, to design
and implementation of educational develop-
ment projects. To a greater or lesser degree, all
these management functions require reliable,
up-to-date data and other information.
However, as discussed in Chapter 2, there is a
serious lack of sound information on basic
learning needs and on how and to what extent
these needs are being met. This lack is particu-
larly evident in developing countries, but
many industrialized nations also lack reliable
statistics on certain education and training
activities outside the purview of the govern-
ment authorities.

An essential step to improve capacity in this
area is to establish, or reinforce, technical serv-
ices and mechanisms to collect and analyze data
on basic learning needs, basic education,
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and their sociocultural context. This requires
an operational definition of the learning needs
considered «basic" and agreed indicators for
monitoring progress in meeting them, for eva-
luating the effectiveness of specific pro-
grammes and activities, as well as for asses-
sing individual learning achievement. Most
developing countries will need to develop their
statistical services and management informa-
tion systems to provide relevant information to
a wide range of professionals working at natio-
nal and subnational levels. Furthermore, there
is a pressing need for research to clarify poli-
cy and pedagogical issues, and applied resear-
ch to translate relevant findings into actual
practice.

Operating an educational institution, pro-
gramme or system is a demanding job in any
country. A large number of professionals cove-
ring a wide range of expertise are needed, but
are rarely available, to analyze policy options,
plan improvements, and manage day-

to-day operations. People with training and
experience in policy analysis, project plan-
ning, and evaluation are badly needed, espe-
cially in developing countries, where their
skills are essential for inter aria developing a
true dialogue, on an equal footing, with exter-
nal partners. These management skills are a
precious commodity with a significant multi-
plier effect. However, management training,
which should be a particularly attractive in-
vestment, has been much neglected. All part-
ners involved in basic education should con-
sider ways to introduce systematic training of
management personnel

Even skilled managers can be handicapped
by outmoded and inefficient administrative
structures. Where national plans of action call
for expanding and improving the network of
primary schools, this may strain the existing
administrative structures and increase pres-
sures to reform and modernize them.
Innovative methods and structures will also be
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needed for developing and managing flexible
programmes for alternative primary education
(in some countries), for the training of youth
and adults, and for public education, using the
information and communications media.

The use of modern information and com-
munications technology can also improve
the management of basic education. Further-
more, the quality and delivery of basic
education can be enhanced through the judi-
cious use of instructional technologies.
Where these technologies are not now wide-
ly used, their introduction will require the
selection and/or development of suitable
technologies, acquisition of the necessary
equipment and operating systems, and the
recruitment or training of teachers, adminis-
trators and other educational personnel to
work with them. The definition of a suitable
technology varies by societal characteristics
and will change rapidly over time as establi-
shed and new technologies (radio and televi-
sion, computers, telefacsimile machines, and
various audio-visual instructional devices)
become less expensive and more adaptable
to a range of environments. In view of the
growing applications relevant to basic edu-
cation and the rapid evolution of modern
technology, each country will have to reexa-
mine periodically its current and potential
technological capacity in relation to its
needs and resources.

(v) Mobilizing information and communication
channels

In addition to utilizing modern information
and communication technologies within basic
education activities, their use in the mass
media can also be organized much more effec-
tively than at present to support basic educa-
tion objectives. Radio, television and the
press, as well as various traditional popular
activities such as festivals and folk theatre, of-
fer tremendous potential for providing basic
education to the general public and to particu-
lar groups that are otherwise difficult to reach.
This will entail developing partnerships bet-
ween educators and those responsible for these
various media to work out together modalities
of cooperation that are consistent with a coun-
try's plan of action for basic education and the
mandate and constituency of each of the
media.

(vi)Building partnerships
and mobilizing resources

In planning basic education and creating a
supportive policy environment, there should
be opportunities to bring together the seve-
ral actual or potential partners involved in
meeting basic learning needs: e.g., family

and community organizations, voluntary
associations, religious bodies, teachers'
unions, other professional groups,
employers, the media, political parties,

co-operatives, universities and other institu-
tions, as well as education authorities and
other government departments and services
(labour, agriculture, health, commerce,
industry, defense, etc.). The human and
organizational resources these domestic
partners represent need to be effectively
mobilized to play their parts in implemen-
ting the plan of action. Partnerships should
be encouraged at the community level and at
intermediate and national levels to facilitate
consultation and co-operation. They can also
help harmonize activities, utilize resources
more effectively, and mobilize additional
resources where necessary.

Partnerships, particularly at the local level,
need to recognize the preeminent role of tea-
chers and other educational personnel in provi-
ding quality basic education. Their role can be
enhanced through measures to improve their
working conditions and status, notably in res-
pect to their recruitment, initial and inservice
training, remuneration and career development
possibilities, as well as measures respecting
their trade union rights and professional free-
doms.

Community associations, co-operatives,
religious bodies, and other non-governmental
organizations also play important roles in sup-
porting and in providing basic education. Their
experience, expertise, energy and direct rela-
tionships with various constituencies are
valuable resources for identifying and meeting
basic learning needs. Their active involvement
in partnerships for basic education should be
promoted through policies and mechanisms
that strengthen their capacities and recognize
their autonomy.

Partnerships may also include external
partners active in the country: United Nations
agencies, other intergovernmental organiza-
tions, multilateral development banks,
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bilateral development agencies, international
nongovernmental organizations, and founda-
tions. Their co-operation in basic education
usually takes the form of exchanging informa-
tion and experience, sharing personnel and
facilities, providing technical assistance and
policy advice, and funding activities through
grants or loans. Partnerships that include
external partners can be useful in channelling

external aid to complement
domestic resources.

Because present levels of resources alloca-
ted to meet basic learning needs in developing
countries are substantially inadequate, decisi-
ve action by all domestic and external partners
is needed to increase the total volume of avai-
lable human, material and financial resources
and to wuse them in more cost effec-

and support
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tive ways. Once the current allocation and use
of financial and other resources for education
and training in different sectors has been ana-
lyzed there are essentially, four options for
obtaining additional support for basic educa-
tion: (i) improving efficiency in the use of
available resources; (ii) prioritizing expendi-
tures; (iii) reallocating resources within
government budgets; and (iv) finding new
sources of funding within and outside govern-
ment budgets. Each country will need to seek
the appropriate mix of these options to assure
adequate financing to meet the basic learning
needs of its population. (Annex 2 analyzes the
impact of various educational reform measures
on meeting the economic challenge of primary
education in the 1990s.)

Some specific efficiencies can be achieved,
for example, by utilizing educational buildings
and equipment more intensively, improving the
use of learners' time, and providing appro-
priate instructional materials for learners and
instructors. Such measures may actually redu-
ce per unit costs, or they may lead to better
learning achievement for the investment made.
Developing ways to assess learning achieve-
ment is important for this reason, among
others. Reducing the rate of attrition (dropout)
and repetition of pupils can be an effective
strategy to increase the efficiency of a pro-
gramme or entire system, as well as to impro-
ve equity. However, the social investment in
education is efficient and equitable only if the
learning achievement of all pupils is at an
acceptable level. Initially, it may cost more to
provide quality education to the potential
drop-out or repeater, but it should be borne in
mind that dropouts and repeaters require
expenditures that do not result in graduation or
in appropriate learning achievement. It is
obviously more efficient to use funds to finan-
ce learning instead of wastage. Furthermore, if
improvements in the quality of education
lower the rates of attrition and repetition, the
savings from the reduced wastage can be used
to open new places in schools for children cur-
rently denied access.

For society, an investment in the precondi-
tions for learning and compensatory measures
for pupils at risk in the early years of schoo-
ling can prove less expensive in the long run
than financing their failure in school and their
subsequent dependency or delinquency, and
receiving a reduced return (e.g., less taxes)

because of their lower earning capacity. For
the individual and the family, the stigma of
failure and the consequences of not having
one's basic learning needs met are very high
costs to bear.

Certain investments, such as improving the
quality and availability of instructional materi-
als, may pay for themselves through their posi-
tive effects on participation and achievement.
In certain situations, programmed instructional
materials and electronic educational technolo-
gies can enhance learning and efficiency, espe-
cially in offsetting the negative effects of mul-
tigrade classrooms, large classes, and inade-
quately trained teachers.

By increasing the effective utilization of
available resources, efficiency gains in basic
education activities also have a secondary
effect. Those who supply resources for these
activities are more willing to continue or
increase the supply if they believe the
resources will be used efficiently. Thus, effi-
ciency in the use of current resources is a
strong argument when seeking additional
resources.

Prioritizing public expenditures is neces-
sary because every country, in the short run,
faces a greater demand for basic learning
opportunities than it can meet. The priorities
established should promote programmes that
reach certain groups (e.g., those representing
special equity concerns) without explicitly
excluding any potential participant. Efficiency
and equity considerations suggest that primary
education should have the first claim on public
resources. However, to be equitable and to
meet the basic learning needs of all, priorities
should be established within a long-term, pha-
sed and comprehensive approach to ensure that
everyone will eventually have the opportunity
to benefit from basic education. Prioritization
can complement strategies to promote greater
efficiency. All countries need to prioritize
public expenditure and enhance efficiency, but
this need will receive particular attention in
countries where resource utilization is a more
critical concern than the level of financial
effort. These nations already may provide
extensive opportunities for basic learning, but
the benefits and beneficiaries may still be
limited by existing inefficiencies.

Reallocating resources means shifting funds
within the education budget, as well as from
other government budgets, to support basic



education. Because such a large part of the
benefits of basic education accrue to society
and not just to the individual, there is a strong
argument for allocating a greater relative share
of public resources to basic education than is
now the case in many countries. This does not
necessarily imply taking funds away from the
other levels and types of education. Rather,
reallocation can occur over time by directing a
larger proportion of new resources to support
basic education. In this way an appropriate
equilibrium between the several levels and
types of education can be reached without sud-
den or drastic changes.

The reallocation of resources from one sec-
tor to another may be more difficult to effect
because of competing claims for scarce gov-
ernment funds and because of misperceptions
of the value of basic education (often ignoring
its long-term benefits) in relation to other
social and economic activities. However, plan-
ners and decision-makers can more easily
encourage other sectors to make basic educa-
tion activities an explicit part of their own pro-
grammes and of major development projects.
The ministries in charge of labour, agriculture,
industrial development, health and other
aspects of human development generally orga-
nize some basic education activities already. In
the short term, it is probably easier to obtain
additional funds for these forms of basic edu-
cation through reallocations within the budgets
of other sectors than reallocations from these
budgets to the education budget. However,
such additional funding for basic education in
other sectors is likely to be targeted on pro-
grammes for youth and adults, rather than chil-
dren. In the long term, any substantial increase
in funding for primary education may require
increasing the education budget's relative
share of government funds by reallocating
resources, at least new resources, to it from
other sectors.

Finding new resources for basic education
can involve developing new sources of govern-
ment revenue (for example, new taxes dedica-
ted to education), encouraging private
employers to help fund and provide basic lear-
ning opportunities, and facilitating the efforts of
individuals, families, communities, and various
kinds of nongovernmental organizations to sup-
port or to organize basic education activities.
Government can increase the effect of its own
investment in basic education by targeting

89

funds to stimulate and support greater com-
munity and private financial participation.
Such Leveraging” can be achieved, for
example, through incentives to local commu-
nities to build and maintain schools and teach-
ers' homes, guarantees of public bond issues,
local control of school funds, and compensa-
tory formulas that grant additional government
funding to schools to help them remediate or
compensate for the educational disadvantages
of their pupil population. The domestic
alliances discussed earlier can help govern-
ments diversify the sources of funding for
basic education.

A careful assessment of the resources actu-
ally or potentially available, in relation to the
funding required to implement the plan of
action for basic education, can help identify
possible inadequacies of resources that may
affect the scheduling of planned activities over
time; it may also show that hard choices must
be made. Some countries simply will not be
able to obtain sufficient resources, even if they
use all of the ways discussed above to mobili-
ze new levels and sources of funds for basic
education. In such cases, the demand for basic
learning opportunities will continue to exceed
the supply, and the gap between the two may
even grow.

These countries, which also suffer from a
variety of other economic and social disadvan-
tages, will need external assistance to move
toward education for all. Technical assistance
alone will not be enough: there is a clear need
for substantial and sustained financial assis-
tance to the education system itself. Assistance
must be substantial enough to allow the disad-
vantaged nation to achieve the level of educa-
tional quality and access essential to the
expanded vision of basic education for all.
Assistance must be sustained until the nation
has achieved a level of social and economic
development that will allow it to meet the ba-
sic learning needs of its population with its
own resources. The nature and amount of such
assistance must be negotiated by specific
countries and external assistance agencies; the
resource assessment and plan of action can
serve as the basis for those discussions.

Finally, an often neglected but vital resour-
ce that needs to be mobilized is the individual
learner. The demand for, and participation in,
learning opportunities cannot simply be as-
sumed, but must be actively encouraged.
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Potential learners need to see that the benefits
of basic education activities exceed the costs
the participants must bear, such as earnings
foregone and reduced time available for com-
munity and household activities and for leisu-
re. Women and girls especially may be deter-
red from taking full advantage of basic educa-
tion opportunities because of reasons specific
to individual cultures. Such barriers to parti-
cipation may be overcome through the use of
incentives and by programmes adapted to the
local context and seen by the learners, their
families and communities to be "productive
activities". Also, learners tend to benefit more
from education when they are partners in the
instructional process, rather thantreated sim-
ply as "inputs" or "beneficiaries". Attention to
the issues of demand and participation will
help assure that the learners' personal capaci-
ties are mobilized for education. Family
resources, including time and mutual support,
are vital for the success of basic education
activities. Families can be offered incentives
and assistance to ensure that their resources
are invested to enable all family members to
benefit as fully and equitably as possible from
basic education opportunities.

B. Priority Action at the Regional Level

Basic learning needs must be met through
action within countries, but there are many
forms of co-operation between countries with
similar conditions and concerns that could—
and do—assist them in this endeavour. By
exchanging information and experience, pool-
ing expertise, sharing facilities, and undertak-
ing joint activities, several countries, working
together, are able to increase their resource
base and achieve economies of scale to the
benefit of them all. Such arrangements are
often set up among neighbouring countries
(sub-regional), among all countries in a major
geo-cultural region, or among countries sha-
ring a common language or having cultural or
commercial relations. Regional and inter-
national organizations often play an important
role in facilitating such co-operation between
countries. Some regions already have relevant
development plans, such as the Jakarta Plan of
Action on Human Resources, adopted by the
Economic and Social Commission for Asia and
the Pacific (ESCAP) in 1988, within which co-
operation can be further strengthened. In the

following discussion, all such arrangements
are subsumed under the term Regional".

(i) Exchanging information, experience
and expertise

Various regional mechanisms, both intergov-
ernmental and nongovernmental, promote co-
operation in education and training, health,
agricultural development, research and infor-
mation, communications, and in other fields
relevant to meeting basic learning needs.
Within the limitations of their respective man-
dates, resources and constituencies, such
mechanisms can be utilized to exchange infor-
mation, experience and expertise among insti-
tutions, organizations and government services
involved in basic education. A prime example
is the four regional programmes established
through UNESCO during the 1980s to support
national efforts to achieve universal primary
education and eliminate adult illiteracy:

e Major Project in the Field of Education

in Latin America and the Caribbean;

« Regional Programme for the Eradication

of Illiteracy in Africa;

e Asia-Pacific Programme of Education

for All (APPEAL);

 Regional Programme for the Univer-

salization and Renewal of Primary Edu-
cation and the Eradication of Illiteracy
in the Arab States by the Year 2000
(ARABUPEAL).
The industrialized countries should also con-
sider establishing appropriate mechanisms for
co-operating on basic education, including
functional illiteracy.

In addition to the technical and policy
consultations organized in connection with
these programmes, other mechanisms could
be utilized for consultations on policy issues
concerning basic education, as needs arise:
the regional conferences of ministers of edu-
cation organized by UNESCO and by several
regional organizations, and certain
trans-regional conferences organized by the
Commonwealth Secretariat, CONFEMEN
(standing conference of ministers of educa-
tion of francophone countries), and the
Organization of Economic Co-operation and
Development (OECD), the Islamic
Educational, Scientific and  Cultural
Organization (ISESCO), as well as consulta-
tions among funding agencies convened by
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the newly created Task Force of Donors to Af-
rican Education. In addition, numerous confe-
rences and meetings organized by non-
governmental bodies provide opportunities for
professionals to share information and views
on technical and policy issues. The conveners
of these conferences and meetings should
consider ways to extend participation, where
appropriate, to include representatives of other
sectors engaged in meeting basic learning
needs.

(i) Undertaking joint activities

There are numerous opportunities, still lar-
gely unexploited, for further regional
co-operation in developing national capaci-
ties to more effectively meet basic learning
needs for all. Joint regional projects in edu-
cation and related fields have already
demonstrated their usefulness to the parti-
cipating countries and institutions — i.e.,
when the projects had enough sustained sup-
port and political commitment. Four areas in
which such collaboration could be useful are
outlined below.

Training of key personnel is often more
costeffective when countries share the facili-
ties for in-service programmes or courses at a
specialized institution that serves an entire
region. Among those who could benefit from
such training are planners, managers, teacher-
educators, researchers, evaluators, curriculum
specialists, and those who write educational
radio and television programmes. Certain cate-
gories of personnel, such as teacher-educators,
can multiply the effect of their own training
experience by training others when they return
to their own countries.

The earlier regional training institutions
for school architects and educational planners
and administrators pioneered this kind of
collaboration, with generally favourable
results. However, when the financial burden of
institutions shifted to the host country, their
regional character diminished or ceased.
Currently, the dominant formula is ad hoc
in-service training for selected personnel from
groups of countries; but multi-year pro-
grammes with regular external funding are
providing such training in English, French and
Portuguese for several countries in Africa.
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The growing need for various specialists,
both in and outside the field of education, to
design and implement basic learning opportu-
nities of all kinds raises the possibility of
reviving regional institutions to train certain
personnel. The magnet programmes used for
agricultural training in some regions are one
model that could be adapted for this purpose.
In these programmes, technical training insti-
tutions in the co-operating countries agree to a
division of labour based on their respective
comparative advantages.

The development of information and research
capacities is particularly well suited to collabo-
ration among countries. As mentioned above,
developing countries have a great need for data
and research in education and related

fields, particularly applied research useful for
policy and pedagogy. Such research requires
appropriate data collection mechanisms and a
"critical mass"” of scholars for mutual intellec-
tual stimulation and criticism. However, the
research communities in many countries are
too small to provide the necessary depth of
experience and breadth of disciplinary pers-
pectives and lack good data collection fa-
cilities. Through inter-country joint research
projects and networks of institutions, the criti-
cal mass of researchers is more likely to be
achieved and the quality of research thereby
enhanced. The greater challenge of joint
research offers incentives that help keep pro-
fessionals from migrating to permanent posi-
tions in the industrial countries. Also, cer-



tain data collection activities and research sub-
jects can be dealt with more effectively across
national borders.

The five regional networks for educational
innovation, which operate under the auspices
of UNESCO, provide established structures for
exchanging information and co-operating in
research related to meeting basic learning
needs:

e« Asian Programme of Educational
Innovation for Development (APEID,
operational since 1973);

¢ Network of Educational Innovation for
Development in Africa (NEIDA, 1978);

e Programme of Co-operation in Research
and Development of Educational
Innovation in South and South-East
Europe (CODIESEE, 1978);

» Caribbean Network of Educational
Innovation for Development
(CARNEID, 1981);

e Educational Innovation Programme for
Development in the Arab States (EI-
PDAS, 1984).

These five networks link some 500 institutions
and projects in 104 countries. According to a
recent evaluation, they have had a significant
multiplier effect in many of the participating
countries.

Other useful mechanisms for co-operatio-
nal include UNESCO's International Institute
of Educational Planning (IIEP) and its net-
works of trainees and research, the
International Bureau for Education's (IBE)
information network, the Unesco Institute for
Education (UIE), the research and review advi-
sory groups (RRAGs) associated with the
International Development Research Centre
(IDRC), the Commonwealth of Learning, the
Asian Cultural Center for UNESCO, the parti-
cipatory research network established by the
International Council for Adult Education
(ICAE), and the International Association for
the Evaluation of Educational Achievement
(IEA), which links major national research
institutions in some 35 countries.

The production of educational materials
presents two major problems for many less
advantaged countries: developing appropriate
content and manufacturing attractive materials
in large quantities. Inter-country ventures have
been attempted, with mixed success, but the
potential economies of scale have not yet been
systematically explored. Even countries using
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different languages should be able to collabo-
rate in producing teaching materials, such as
pictures, rulers, science equipment, films, and
certain textbooks.

Particular attention could be given to col-
laboration in developing and producing
Learning packages» or modules for basic edu-
cation and skills training of children, youth,
and adults. The packages could provide or
reinforce basic literacy and numeracy instruc-
tion while dealing with topics related to basic
learning needs common to many countries,
such as sanitation, provision of safe water,
care of infants, or food storage. A careful
review of existing materials would probably
reveal a wealth of good texts and illustrations
which, with proper editing and audio-visual
supports, could be drawn upon to develop use-
ful prototypes. Individual countries could then
adapt and translate the most appropriate pac-

kages for use in their own basic learning
programmes.
Distance education is another area in

which significant economies of scale could
be realized, particularly among countries
with the same language. For example, parti-
cipating countries could share the expertise
and development costs of radio or television
programmes, and broadcast costs as well.
Satellites have been used successfully to
transmit educational programmes, including
some for rural areas, but the cost apparently
discourages individual developing countries.
However, as the number of communication
satellites grows and the corresponding
land-based technologies become simpler and
more affordable, countries can explore the
possibility of joint education projects that
use satellite transmission.

C. Priority Action at World Level
(i) Status and prospects of external funding

Shifts in the policies and priorities of interna-
tional and bilateral development funding insti-
tutions, however necessary and reasonable,
have not been conducive to comprehensive and
long-term efforts to develop education and
training systems and institutions in the develo-
ping countries. In the early 1980s, internatio-
nal financial assistance to education leveled
off, but it rose somewhat after 1987. From
1980 to 1986, the absolute
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volume of bilateral and multilateral assistance
for education grew slightly from $4,294 mil-
lion to $4,328 million, an increase of less than
one percent in six years. During this period,
the major bilateral sources of funding repre-
sented in the Development Assistance
Committee of the OECD (which together
account for approximately 75 percent of all
bilateral development assistance) reported a
net decrease in funding for education. Their
share of the total declined from 80 to 66 per-
cent, with the balance covered by increased
multilateral funding, mainly from the develop-
ment banks. The decrease in bilateral funding
occurred despite a 45 percent increase in over-
all development assistance by these same
countries. Throughout this period, approxima-
tely nine percent of total development aid went
to education.

Despite the severe economic constraints
of the 1980s, the developing countries as a
whole continued to expand their financial
effort for education. Their public expenditu-
re on education over the 1980-86 period
increased by 8.8 percent, reaching an esti-
mated $ 103,347 million in 1986. By
contrast, external development assistance
for education over the period was equivalent
to only 4.2 percent of the domestic public
expenditures, which by definition do not
include the considerable domestic private
expenditures on education. In some develo-
ping countries, however, external funding
constitutes a significant share of the educa-
tion budget and is often the sole source of
capital funds, because recurrent expendi-
tures absorb all available domestic funds.

External funding for primary education is
not impressive in absolute or relative terms.
During the early 1980s, less than five percent
of all financial assistance for education went
to primary education, that is, approximately
$180 million per year (see Table 6 and Chart
7). Only one-third of this aid went to the
low-income countries (despite their having
two-thirds of the world's population); another
57 percent went to the lower-middle-income
countries (see Chart 8). Multilateral sources
(including loans from development banks)
accounted for 66 percent of the funds for pri-
mary education; nongovernmental organi-
zations contributed an estimated five percent.
About 30 percent of external financial assis-
tance was used for improvements to buildings

Table 6 External Assistance to Education
1981-1986
(millions of US dollars)
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Soyrer  OFECD, TTNESCO, World Bunk

and equipment, and another 30 percent went
to general budgetary support; various peda-
gogical costs accounted for only 12 to 18
percent.

The comparative neglect of primary educa-
tion by international funding sources — and
negligible support for other forms of basic
learning — is disconcerting, but not attri-
butable to any conscious policy or hostility on
their part. One plausible explanation is that
secondary and higher-level institutions have a
comparative advantage in attracting external
funding. Also, the sheer number and geo-
graphic dispersion of primary schools and the
low foreign exchange component needed for
their development have probably caused exter-
nal agencies to give primary education a rela-
tively low priority.

The prospects for increased external assis -
tance are, of course, more difficult to ascertain
than the needs. As explained in Chapter 1,
international relations appear to be improving,
and there are good grounds to believe that some
resources can now be shifted from military to
more productive uses, including social devel-
opment — a shift which, ironically, may be more
effective in increasing domestic and in-
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ternational security. Between 1981 and 1986,
the industrialized countries spent an estimated
$3,546,000 million on military expenditures,
while all external financial assistance for edu-
cation in the same period was about $24,470
million, less than 1 percent of the former figu-
re. In 1986 alone, the industrial countries had
military expenditures estimated at $666,000
million, about 5.7 percent of their aggregate
GNP, slightly more than they spent on their
own education systems.

These figures suggest that even a very slight
reduction in military budgets could release consi-
derable funds for other purposes. If a small
fraction were channeled into development assis-
tance for education in the economically poorer
countries, it would be possible to

achieve the ambitious, but affordable, goal of
universal primary education with an acceptable
degree of quality. Of course, this is not the
only scenario for finding the necessary funds,
but it illustrates the f scat feasibility of a
major sustained effort to achieve education for
all.

(ii) Concerted and sustained long-term support
for national and regional actions

Meeting the basic learning needs of all people
in all countries is obviously a long-term under-
taking. It requires a well planned effort and a
sustained commitment by governments and
their domestic and external partners to work
together to reach the established targets.
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External agencies and institutions that agree
to participate in this global endeavour should
be prepared to plan and provide long-term
support for the kinds of national and regional
actions outlined in the preceding sections.
Certain priority areas for international co-
operation are presented below.

Increased and targeted external aid should
be provided to countries needing help to
implement their national plan of action for
basic education. These countries will need
support over the entire period of their plans, to
assist them in meeting their established tar-
gets. In the aggregate, this support could pro-
bably be financed within current levels of
external assistance to education and training,
if most or all of these funds were shifted from
post-primary levels to basic education. How-
ever, what is required is a substantial increase
in overall external assistance for education. A
large proportion of the new funds should be
dedicated to developing basic education in the
most disadvantaged nations, with emphasis on
the following areas:

a. Supporting the design or revision of
national multisectoral plans of action,
which should be ready very early in the
1990s. Both financial and technical
assistance may be needed by many less
developed countries, particularly for
data collection and analysis, as well as
for organizing a domestic consultation
process.

b. Supporting national efforts and related
inter-country co-operation to attain a
satisfactory level of quality and rele-
vance in primary education. Expe-
riences involving the participation of
families, local communities, and non-
governmental organizations in increas-
ing the relevance and improving the
quality of education could profitably
be shared among countries.

c. Supporting the economically poorer
countries in their efforts to provide
universal primary education. Inter-
national funding agencies should
consider negotiating arrangements to
provide longterm support, on a case-
by-case basis, to help countries move
toward universal primary education
according to their own timetable. The
external agencies should examine cur-
rent assistance practices in order to

find ways of effectively assisting basic
education programmes which do not.
require capital- and technology inten-
sive assistance, but often need
longer-term budgetary support. In this
context, greater attention should be
given to criteria for development co-
operation in education to include more
than mere economic considerations.
Supporting programmes designed to
meet the basic learning needs of disad-
vantaged groups, out-of-school youth,
and adults with little or no access to
basic learning opportunities. All part-
ners can share their experience and
expertise in designing and implement-
ing innovative measures and activities,
and focus their funding for basic edu-
cation on specific categories and
groups (e.g., women, the rural poor,
the disabled) to improve significantly
the learning opportunities and condi-
tions available for them.

Supporting education programmes for
women and girls. These programmes
should be designed to eliminate the
social and cultural barriers which have
discouraged or even excluded women
and girls from benefits of regular edu-
cation programmes, as well as to pro-
mote equal opportunities in all aspects
of their lives.

Supporting education programmes for
refugees. The programmes run by such
organizations as the United Nations
High Commission for Refugees
(UNHCR) and the United Nations
Relief and Works Agency for Palestine
(UNRWA) need more substantial and
reliable long-term financial support for
this recognized international responsi-
bility. Where countries of refuge need
international financial and technical
assistance to cope with the basic needs
of refugees, including their learning
needs, the international community can
help to share this burden through
increased cooperation. The world com-
munity will also endeavour to ensure
that people under occupation or displa-
ced by war and other calamities conti-
nue to have access to basic education
programmes that preserve their cultu-
ral identity.



g. Supporting basic education program-
mes of all kinds in countries with high
rates of illiteracy (as in sub-Saharan

Africa) and with large illiterate
populations (as in South Asia).
Substantial assistance will be needed

to reduce significantly the world's
large number of illiterate adults.

h. Supporting the building of capacities
for research and planning and the
experimentation of small-scale innova-
tions. The success of Education for All
actions will ultimately be determined
by the capacity of each country to desi-
gn and implement by the capacity of
each country to design and implement
programs that reflect national condi-
tions. A strengthened knowledge base
nourished by research findings and the
lessons of experiments and innovations
as well as the availbility of competent
educational planners will be essential
in this respect.

The co-ordination of external aid to edu -
cation is too often neglected, but greater
co-operation among external and domestic
partners would be mutually beneficial.
Normally, the central authorities of the host
country should take the lead. The fourth cycle
of country programming of the United Nations
Development Programme (UNDP), beginning
in 1990, is a convenient time to review the
needs of individual countries for external
technical assistance related to education and
training. The National Technical Co-operation
Assessments and Programmes («natcaps"),
meetings of donors and country authorities
convened by UNDP, and the country round-
tables convened by the World Bank, could also
focus more external aid on programmes and
projects for meeting basic learning needs.

The newly created Task Force of Donors to
African Education is an informal structure to
develop co-ordination and more systematic
planning of external assistance. Several deve-
lopment agencies have begun to work together
in this Task Force to follow up the World
Bank's policy study Education in Sulk Saharan
Africa (1988). They intend to encourage inter-
ested countries to create education sector
consultative groups, led by the host gov-
ernment. The Task Force members have also
established several informal working groups,
each focussing on a particular task or aspect of
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co-operation in the field of education. For
example, there are working groups for educa-
tional development activities in Africa,
mobilization of resources to help countries
prepare educational development strategies,
improvement of education statistics, and
school examinations and certification proce-
dures.

(iii) Enhancing national capacities

The external aid discussed above cannot
be fully effective unless the countries concer-
ned have the necessary capacities to identify
critical needs, negotiate appropriate assistan-
ce, and manage the resources thus acquired.
Therefore, international support should be
provided, on request, to countries seeking to
develop their national capacities for planning
and managing basic education programmes
and services. Such support could include
training in, and institutional development for,
data collection and analysis, management
information systems, and the application of
other modern management methods.

Most developing countries could well use
assistance to develop their capacities for edu-
cational research and evaluation, and for
monitoring how their education systems func-
tion. These capabilities will be in much
demand to support quality improvements in
primary education and to introduce innovative
out-of-school programmes. In addition to
direct assistance to countries and institutions,
international financial aid can also be usefully
channelled to support the activities of the

existing regional mechanisms that organize
joint research, training and information
exchanges.

(iv) Consultations on policy issues

To reach and sustain the level of political
commitment and resource allocation required for
a serious long-term effort to meet basic learning
needs for all, the international community must
arrange regular communication and consultations
among the various partners involved. If no single
forum can serve this purpose for all partners,
several existing fora with overlapping member-
ships could. The regional bodies mentioned ear-
lier have an important role to play in this regard,
and certain international forums, such as the
biannual International Conference on
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Education, enable representatives of all coun-
tries to consult on policy issues and to exchan-
ge information and experience. In addition,
the International Task Force on Literacy, crea-
ted especially for the International Literacy
Year, brings together regional and internatio-
nal nongovernmental organizations. Its perio-
dic meetings and publications promote consul-
tation and communication through an extensi-
ve network of national affiliates .

Another forum for policy consultations is
the International Working Group on Educa-
tion, an informal mechanism for discussion
and information exchange among multilateral
and bilateral development agencies concerned
with education and training. The Development
Assistance Committee, which brings together
representatives of donor agencies from some
20 industrial countries belonging to the
Organization for Economic Co-operation and
Development, could also deal with general
policy issues concerning assistance to educa-
tion and training in developing countries.

Finally, the process leading to the World
Conference on Education for All has, itself,
helped stimulate regional and global commu-
nication and consultation. However, in order
to expand the Education for All initiative and
maintain its momentum, the international com-
munity will need to make appropriate arrange-
ments to ensure cooperation among the inter-
ested parties, using the existing mechanisms
insofar as possible to: (a) continue advocacy
of basic Education for All, building on the
momentum  generated by the World
Conference; (b) facilitate sharing information
on the progress made in achieving basic edu-
cation targets set by countries for themselves
and on the resources and organizational requi-
rements for successful initiatives; (c) encoura-
ge new partners to join this global

endeavor; and (d) ensure that all partners are
fully aware of the importance of maintaining
strong support for basic education.

(v) Co-operation within the international
context

Virtually all improvements in international
relations and trade, as discussed earlier, will
facilitate efforts to achieve education for all.
The international community can make a par-
ticularly significant contribution in this regard
by supporting measures and arrangements that
promote the relaxation of tensions between
and within countries, better communications
and terms of trade between nations, and ecolo-
gically sound, equitable and sustainable deve-
lopment. In such an international context, it
will be far easier to move systematically to
provide education for all.

The strategies outlined in this chapter are
incorporated into the Framework for Action to
Meet Basic Learning Needs, that was discus-
sed during a series of regional consultations in
late 1989 and agreed by the World Conference
on Education for All, held in Jomtien,
Thailand, in 5-9, March 1990. The challenge
of the Framework is summarized in its conclu-
sion:

There will never be a better time to renew
commitment to the inevitable and longterm effort
to meet the basic learning needs of all children,
youth and adults. This effort will require a much
greater and wiser investment of resources in
basic education and training than ever before,
but benefits will begin accruing immediately and
will extend well into the future — where the glo-
bal challenges of today will be met, in good mea-
sure, by the world community's commitment and
perseverance in attaining its goal of education
for all.



Basic Data

Country Key

Afghanistan 38
Algeria 84
Albania 121
Angola 122
Argentina 82
Australia 105
Austria 108
Bangladesh 5
Belgium 106
Benin 24
Bhutan 2
Bolivia 44
Botswana 63
Brazil 78
Bulgaria 123
Burkina Faso 11
Burundi 14
Cameroon 60
Canada 114
CentralAfricanRepublic 25
Chad 3
Chile 67
China 18
Colombia 66

Congo, People's
Republic of the 57 Costa

Rica 71
Céote d'lvoire 52
Cuba 124
Czechoslovakia 125
Denmark 113
Dominican Republic 51
Ecuador 62
Egypt, Arab Republic of 49
El Salvador 56

Ethiopia 1
Finland 111
France 109
Gabon 86
German

Democratic Republic 126
Germany,

Federal Republic of 110
Ghana 32
Greece 89
Guatemala 59
Guinea 40
Haiti 29
Honduras 53
Hong Kong 102
Hungary 80
India 21
Indonesia 36
Iran,IslamicRepublicof 93
Iraq 94
Ireland 97
Israel 99
Italy 103
Jamaica 58
Japan 116
Jordan 70
Kampuchea,Democratic 41
Kenya 26

Korea, Democratic
People'sRepublicof 127
Korea, Republic of 85

Kuwait 112
Lao, People's

Democratic Republic 8
Lebanon 77
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Lesotho
Liberia
Libya
Madagascar
Malawi
Malaysia
Mali
Mauritania
Mauritius
Mexico
Mongolia
Morocco
Mozambique
Myanmar
Nepal
Netherlands
New Zealand
Nicaragua
Niger
Nigeria
Norway
Oman
Pakistan
Panama

Papua New Guinea

Paraguay
Peru
Philippines
Poland
Portugal
Romania
Rwanda
Saudi Arabia
Senegal
Sierra Leone

30
37
91
12

73
13
35
69
74
128
48

39

107
100
54
16
31
118
92
28
81
50
61
68
46
76
87
95
22
98
43
23

Singapore 101
Somalia 19
South Africa 75
Spain 96
Sri Lanka 33
Sudan 27
Sweden 115
Switzerland 120
Syrian Arab Republic 72
Tanzania 10
Thailand 55
Togo 20
Trinidad & Tobago 90
Tunisia 64
Turkey 65
Uganda 17

Union of Soviet
Socialist Republics 129
United Arab Emirates 117

United Kingdom 104
United States 119
Uruguay 79
Venezuela 88
Viet Nam 42

Yemen Arab Republic 47
Yemen, People's
Democratic Republic 34

Yugoslavia 83
Zaire 4
Zambia 15
Zimbabwe 45
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Table 1: Background National Characteristics

GNP for capiie
Averngs ommual Avaregy
Erouh et inffrtion
f%a) ks Fopulctisn

%} {miliotn)
Cam  Cowiusy USH (1987} 195%E0 198087 I980-87 mid I55E
Lovelncome Eoonote
1 Ethiopla 130 0.4 (1.8} 5.8 44,7
Z Bhuwmn 160 - 5.5 - 1.5
3 Chd 150 £1,93 1.1 5.3 54
4 Zalre 150 {1.2) {2.5) 555 48.8
b Pangladesh 180 (0.3} 0.2 111 109G
6 Malawi 140 5% {0.8) 12.4 .o
7 Nepal 160 0.0 1.8 5.3 6.2
8 Lac FDR 170 - - 48.% LA
8  Moeganbimqe 170 - (8.2) 26.9 14.8
10 Tanzamia 184 0.8 (2.5) 24.9 354
11 Burkloa Fase 150 1.7 25 4.4 8.5
12 Madagascar =10 [D.4) (3.4} 14.8 112
1% Maki 210 2.1 0.z 4.2 2.4
14 Burtndj £50 4 0.0 7.5 B.1
16 Zumida 250 (1.2 (K.} 78.7 7.9
16 Miger 264 (2.4 (5.3} 1.1 £.7
17 Ugpode 260 (2.5) {14} o582 17.2
18 China ani 41 9,1 47 1,104.0
19 Somalia 290 {i1.1} (2.6} 7.8 7.1
2 Togo 260 1.7 (5.2} &5 5.2
21 India LT Lb 2,1 7.7 AlE.H
21 Remnda 200 1.6 (0.2 4.5 0.8
2% Sherra Leone A60 0.7 £1.09 5.0 59
24 Deoin 510 {0.3) f0.9% 22 4.4
25 Central Afvican Rep. a0 0.8 (0.7} 7.0 2.5
2% kenym 530 5.1 {0.5) [i%.} 28,1
27 Sudan 330 0.8 (4.5} 31.7 138
2§ Pakistan LT 1.4 2.3 1.4 1146
28 Hali 260 f.9 213 7.8 6,3
% Lesotho arn 5.8 £ 128 1.7
2 Migers YT A% F4.2) 101 105.5
Az Chana 00 {0.8) (2.1) 4% 8 14.1
53 & lanka 400 2.4 8.1 1.8 16.8
3 Yemen, FDR 420 - {61} 5.0 23
85 Mauriania 440 {0.1) (1.7 9.8 1.8
535 Indonesia a5 %32 1.2 B.E 1750
A7 Liberia £50 0.5 (K.5) 1. z.4
58 Afghanivan - 0.a - - 1%.1
BS  Myanmer - 1.6 1.7 7.1 * 40.0
40 Gulnea - 1.4 - - fi.5
4] EKampurhea, Dem - - - - 9.9
42 Vet Nam - - - - 842 "

* Spe Techoiral Monew.
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Frremmt Gorss
Foprlaltion Prrcant of il runs!

Poinulation o] Frodedndion CI980-37) Radic/ TV

Aren LT Frovth rais ebanieed = jor LOOD
{000 fewd] ey km {1RR0-RR) [(195E] o wker o hsalth e [I9ET)
1,722 57 1.8 12 61 45/ 195/%
47 52 14 5 1K/ 14 19— 1841
1,284 4 ] 31 26/ - TS
2RLh 14 5.1 30 ! Fd 265/17 8873
144 TH1 2.7 13 1] /48 35, = 4055
1146 11 5.2 14 51/49 B — 1977 -
141 129 2.5 B Ad raz - 411
23y 14 2.1 12 2120 - 1238
B2 18 2.8 24 187 AQS = 381
b = 3T b= 21 534 TEAT2 1641
T4 a1 4 0 20,15 40548 2475
587 14 3.1 4 18/- L T 19474
1240 7 48 19 1278 15— 3TA0
28 182 z8 ¥ B9 22 81/ - B0
THE 19 L2 b4 47735 Thy- T5r10
1,267 ] 2.8 15 5425 41750 52,8
286 73 I | 10 167 81,57 =] R
B 115 1.5 21 - - 184717
638 11 1.h 35 621 27,15 AE S
LY¥| 56 a4 24 L1 4= H1/- 17875
1 IS 244 2 2y E6y 47 - TAT
26 62 34 ) 5RSE0 202K LT P
72 LT 24 n 22716 - 164
115 Ao 5.0 41 18515 18/- 554
G2E 4 2A 4% 16— 40— G2
L L 40 1.1 2z 221 - 4q,4
2,500 ] 50 22 71714 #1440 2E0/52
ZTIL! 143 7 LY | 33/40 LY P 1) 3814
8 225 1.8 26 x5/2h 070 11/4
50 g7 8 19 14711 - 8H,1
324 114 X 84 5725 LR i 163/6
Fash 50 14 %] B 2 G045 208/15
=11 285 1.6 21 3/ E6 98- 187731
5345 7 2.4 43 44,92 304~ 154/21
1,081 2 A L11] - Bor— 131
1,516 a] 1.3 g7 b Ll TH TESA— 148740
111 22 as 15 2l — 55,840 27418
48 - (4] 21 18,10 "2aS17 10373
BT 59 21 24 227 38r11 ri-Fal
2458 25 4 4 1873 - Jar2
181 - 2.6 11 A 33,80 1068

880 195 23 21 £1,/83 BOTE oo,/ 34



102

Table 1 (continued): Background National Characteristics

FNP per coarits
Anssoge grmual Avaregr

From eats inflation )
(%} raky Popalation
{9} {rillioers)
Caze Couniry LI5§ (I98T) 1PEAF0 FEMEF FRRON7 mid- 15988

Lagwer-liddleInerme Economles
48 Sencepl 530 {0.5) oI 8.1 7.0
44 BoBvla HED 1.7 {47) 018 6.4
41 Flankyboe g 1r (0.3 12,4 2.1
46 Fh 500 "2 t5.1) 16.7 50,5
47 Yewnen Arab Rep. Eog E.& 21 114 )
48 Moroooo 81d 2.7 05 T8 5.9
48 Egype, Arab Rep. &R0 2.8 F& 5.2 Mlb
B Papum Mew Guigen  TO0 - 0 4.4 as
3] Dwoecigican Republes  Fxg AR {1 %} I6.% 0.2
62 Ciie dTvolre T40 23 (2.7 4.4 11.8
53 Honduray alg 1.1 {209 4.9 4B
K4 Wicaragna B3 (0.7 4.7 85 & 5.8
55  Thadlad AEd 4.4 3.5 I8 541
¥ E Sehador a6 1.6 [1.9) 16.5 %0
5% Congn, Peuple's Bep. 870 2.7 T2 i3 1.9
38 Jamsica Gty (0.1} (2.4) 134 24
8 Goetemala a0 3.4 (A6 I2.7 a.7
) Cameroon L] 24 .5 a1 1.7
Bl Paraguay g8 1.1 3.7y Z1.0 4.0
G2 Ecoador 1,040 L& f1.7 205 i02
63 Eobwum 1.950 9.9 (&) &4 12
B Tundsia 1,180 4.7 0.7 B2 T
6 Turkey 1210 B2 A 574 L LM, ]
66 Colombia 1,240 87 0.5 2.7 ik )
5% Chile 1,310 0.0 {i.1} #0.6 12.7
B8 Pero 1.470 &8 (1. 115 1.3
58 Mauriine 1,454 ar 4.4 al 11
N Jocdan 1.5640 BB [0 . i %
71 Cosa Rica 1800 5.2 (0.1} .6 24
72 Syrlan Anb Rep. 1,640 4.1 (5.3} 110 118
75 Makysh L5810 1.7 11 1.1 16.6
T4 Mexics 1,880 8.6 {1.6} G E4.0
76 Sourth Afrlea 1,880 32 fLA) 1.8 7
76 Polawl 1,88 - (0.4 79.2 880
T Lebanon - - - - 2.8

Upper-Middle-Ineage Eenmomdss
78 Brazl 2,020 6.5 1.0 166.3 1244
T2 Unguay 2,190 2.5 {E.3] L2 9.) 2.1
8¢ Hurgary 2 240 5.1 1.8 57 4.5
81 Paoams Z,240 2.5 4 52 2.5
B2 Argeurina 2,900 1.7 (LB} 1Y a1k

# Epa Techpical Noles
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Pt oenactt
Fojmlaticn Peveoed alfraral

carr popalation [1ed0-EZ) Hladwy/ TV

A dansity groadh nals arhaerrerad v 100G
(XX kwed) ﬂarh#*,l (15RFF) FLL fd mde e haclth My, L F)
186 i6 2.8 1.1 42787 - 10542
1,094 i 2.7 50 49,14 =1 P ] E2TSTT
291 25 =l 27 L1 Y1762 EE S22
! v 188 2.6 41 i1, - 15536
19% AR x0 5 i3 W | 30724 34,15
447 52 2.8 47 g TH50 204,/ 56
1 Ak i 7 48 T8/ 64 - 510,88
482 B 2.6 15 1R/ 10 - - WL
449 141 2.9 5O a2 82 T 164,79
L L1} 4+ 2 45 19,10 5011 18104
112 4% B.5 42 65755 T8/ 05% 3667
180 a8 34 el JE/10 BX. 0 BTS00
514 106 1.8 22 66,70 T — 174,100
»1 235 1.5 44 42 RE/S40 441 /82
R4Z i 2.6 1l o s a370 120788
11 218 1.4 51 88— - 404,108
10D ag 2.8 41 52 ET L L a5/ AT
474 .. 1.7 +7 i {iT 4130 125712
407 10 A1 46 10 GL/38 18824
284 B 2.8 B4 47514a 623 202,81,
.110] Z 4.6 22 B71/47 B8,/ BB 130,0.8
LG4 48 2.5 N4 T5450 a0 84 17168
Tal [ 258 47 18,688 - 160,152
1,159 27 2.1 it 7028 B0, - 1677108
THY 17 17 17 04,71 - R34 165
1,285 17 2.5 i1} 5RS1R =17 24184
2 L 1.5 43 LR 1001 0 285/ 148
og 4 an a7 oA B o7/95 - 2aT/ed
51 a7 2.4 52 82 B/ B8 258S79
185 it ] 16 5l T 54 T80 211/58
kb )1 50 23 41 1= R L - 45 140
1573 415 z.3 T2 TEAD AR - 241120
1,21 28 > 2 5H - - Algraf
313 1x1 0.8 a2 - - 280265
10 - a7 an =3 L - RS
E512 17 2.2 75 AL - AGAS1491
L7E 12 .7 &b BgSLE §-14 F 84,178
99 114 {01} 59 - - hEG/207
I7 ") z.1 B B2/G65 B0 220,153
2 TET 11 14 80 B4,17 T2 GEW 21T
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Table 1 (continued): Background National Characteristics

GNP gy aidtn
Averggr aanual Anerngy
SRl ol mffation

) Fainelation

(%) eribiions)
Gaw  Coundry URE (1987] T 54 IDRO-EF 19507 - e
B Yogodsvia 24840 ) .0 A1z 25.0
B4 Algeria 2,684 4.2 0.6 5.5 238
BE Karea, Bep. of 2,690 7.2 7.8 b0 42,0
B3 Gaton 2,7 5.5 (a.1) 2.8 11
£7 Fonuga) 830 4.6 0.5 #0.R 10.2
BE Venemela 53200 2.5 (A 114 18.8
¥ Greeoc 4,020 1.8 (0.%) ie.7 Lo
W Trinidsd & Tolmgo 4,210 Al (8.5 6.2 1.2
9] Libya 5,450 - [10.57 0.1 4.7
g2 Oman 5,51¢ &0 lo.a {6.5) 11
93 Ivanm, Idamic Bep, - 20 5.5 - 511
H Imag B0x0 * - - - 1.7
8  Raibamia E.5on = - 0. - 5.0
Industrial Marke1 Eponomiea
89 Epadm 6,510 4.1 1.2 In.7 341
97 Irglagd 6,120 z.h {07} 102 3.7
S8 Saudl Arabia &, 200 - (9.2] (2.8) 15.1
B0 Iarasl &, B0 Ay L5 1549, 4.4
100 Mew Zegkand T 7RG 1.7 1.3 11.5 3.5
181 Singapuore 7940 85 5.6 I.a z.6
102 Hoog Kong 8,470 6.2 LK. 6.7 57
103 Italy 10,880 52 | ) 11.5 575
1M United Kingdem 10,420 2.0 Z.n 8.7 a5.8
196 Australia 11,14 2.2 14 7.4 16.4
104 Delglum 11,450 AE 1.5 E.I 5.2
107 Nethertands 11,860 ar 1.0 .5 4.6
108 Ausitia 11,584 4.0 1.6 1.3 7.5
10% France 12,790 5.7 0.9 (%) L
110 Ceromany, Fed. Rep. 14,200 a0 1.8 .2 607
111 Finland 14,470 3.6 2.5 1.2 5.0
112 Kuermit 14610 - (3.7 (4.0} 14
115 Denmnark 14,850 k2 .5 6.8 51
114 Comeda 15,140 ) 21 50 26.1
113 Swpcden §5. 5580 2.0 1.3 74 g5
116 Japan 15,760 5.1 B.2 14 122.4
117 UAE 15,830 - (9.5} {0.3}) 1.5
118 Norway I'r18 55 3 6.1 £.7
119 Undbed Srates 18,530 18 2.0 43 b4
120 Swiveerlamed 11,530 1.5 1.6 a.m g.3
Orther Eormtitomieg
121 Albatim - - - - 51
122 Angola 0 " - 0.1 - 9.5

b Sor Terhidesl [esten,
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Perernt acorss
Fopulalios  Frnomit of rotal Al
armual proprukiation {IRa0E7) RedieTY

Asar 2z grmth rasr o i 10X
{000 knty [y kel { TSR] {193%) oowaier Db iR, (1287)

f o 9% 0.7 45 - - 1847178
2,853 10 al 44 BE/B) 38,780 x ey
o8 484 1.4 ED -5l 68/86  DBES104

bl 1) 4 % 44 %/ 0o - 119/24
97 111 0.6 23 - - 212/152
0912 21 2A 89 -k - BME/14F
13% 74 0.5 62 - - 4117176

5 24 1.6 67 a/96 - 45772590
1,750 g 4.1 GE 86, 00 - -F-
agd 5 4.2 i 1410 G100  G49/730
1,048 11 &0 bs TasHS TR A 236,58
S 1) A5 0. 78 B £6 93,778 195,/ 64
238 o 0.5 i - - 2887164
BOB i) 0.5 T - - ZO5/ACR
70 B4 ] 68 - - BROSDE

& 150 L +.32 78 gl /&6 97/08  2VR/SEGE
£l 210 1.7 a1 - - 4707364
260 13 0.4 Bq - - 9¥R/304

1 2,600 1.1 100 100/= 0/~ 906,214

al 5,700 15 o3 agf— - BBASE4L
=01 Lo0 0.g £2 - - 7Rs25Y
248 232 0.1 oz - - 11457484
7,687 2 P 84 - - 12707483
31 1% .1 2] - ~  ABBSB2O
41 %G 0.4 88 - - D08s4680
B4 84 (0.1} 57 - -  EERF480
a7 102 0.4 74 - - B9s/333
240 244 {0.23 BE - - OB4/ARN
287 1% 2.4 ) - - 9017374
18 106 43 as 100/ - 100/= AR/
LE 118 1) - - 4531/886
4,978 . 1.1 76 - - 9a3/597
450 18 ¢.1 B4 - - BRS80S
¥r2 529 0.6 i} - - B3/ BRT
B 18 4.9 i) 85/81 ga/- 5197106
824 15 0.5 T4 - - To0SMME
9,865 b 0.8 T4 - -  T11as811
41 158 b4 LY n - 4DD/405
Fyt 107 2.0 55 - 16763

1,244 8 2.5 27 ‘33712 ao/— 49,754
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Table 1 (continued): Background National Characteristics

ENP far axpitc
Average ansisl Apivigy
Evanth Ty mfielion
%] valr Populaszns
{9y [midirmy b
Gaw ool LIEE {1047 Lot ) TRRO-EY 198057 mid- 1338
128 Bulgaria 4180 * - - 8.0
1% Cube - - - - 10.2
125 Czechoslorakia L8020 ¥ - - - 15.6
126 Gereant Dem Bep. 7,180 * - - - 14.5
127 Eoree, Dem. Rep. - - - - 7149
133 Mongolia - - - 21
189 [T1385RK - - ERK.7

4,250

¥ Sz Techolml Noden,
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o ot
Pojulziew  Faromioof botrf rural

FPrfndntinh anaucl populohian (IPE0-ET) Tk FV

Arra ity gramth nals  wrdomied For LG
000 ket) [ ket [ I5A053] {1985} Ip weader o hmclih rucr. (ERST)
111 a1 0.2 dq - - 2217180
115 L] 4K 74 - -  B4S158
128 44 0.2 &7 - -  256/SPBG
108 154 {1} 78 - -  S58.77H4
171 181 2.4 L] - - 110412
1,568 1 29 L] | - - 123,31
22,402 19 0.8 i) - -  BERSAL4
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Table 2 : Indicators of Financial Capacity

Prisgary

vl commodiiia
ETOeTTITEL ar % of

comumition  Apiewllove i
o % o GIF or %o of GOF et

Casr Couniry IS43/I98F  IWETAIGRT  IRSASISEF

Lew-Ticoime Eoviwoirics

1 Ethlopla 11418 38747 oo,/99
2 Ehnuan - -5l -
5 Ched 2048 4848 087 -
4 Zalre 91T 21782 92/94
% Bangludah 8/8 5%/47 26
[ hdalawl 15418 3027 =]= R
T Nepal 11 G5BT 78,28
& Lan FDR - - -
g Mozamblrgse =20 =SB0 g7/ -
10 Teomoim 108 468,81 AT a2
11 Burklns Fawn 925 Lt P | 95,08
12 Madlagngcar 2514 Bl45 B4/ 80
| B Maii 104160 BY B4 771
14 Burundi 7Y =59 94,86
15 Zamdsa 1513 14712 1o,/
18 Miger 6-12 BB/ A4 94, 03
17 Ugands 1o/ SE5T6 100 1€
18 Ching 16,12 =881 B/ 40
10 Somala 811 T1/6h 86959
bl | Tegm 821 4529 8704
4| India 10715 47,80 Bl/31
21 Rwanda 1412 THI™T 168
23 Sierma Leone BT B d 2741
a4 Benin 1110 LT 1 85 80
25 Central African Bep 22718 48/41 45,60
26 Krma 1B/10 i1 | 84788
2 Sudan 12514 B4/57 55,795
28 Pakistan 11418 40,28 G4./25
F o] Hati &/10 - 510
an Lesothe 18416 85,21 -
51 Migeria A1 E4,80 G 00
52 Ghang 1478 4£/11 08O
i ] 5ri Lanka 18,10 28,"2F oS 60
M Yemsn, PFOR - =16 L/ 100
Ak Meuritamnis 18-13% §2/87 o9/ 07
i i} Indenetia L Loary 6,2
¥ Lilseria 12717 27787 97/98
) Alghagisan - - 86
b= Myanmar - - BS
4G Giinea - - * -
11  Hampuchea, D 15/ - -
42 Viet Mam - - -

Srr Techoical Motes,
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Totel dedt s Cffcial
Curmmi & %ol axdslance (1987}
ezl falence axpurrtt of grods
{millions of and WTCices per axtito
987 1587 (LSS} % of GNP
(TeL) £6.4 145 11.8
{6 - 81.B lat
(Firi3] g 7.6 20,2
('1A) 12.8 0.0 0.7
{500} 4.2 1.4 9.3
{24} A 1.3 2.8
{1am} 0.7 19.6 127
{114 - 15.6 B2
(AT - 44.5 409
(128) 15.2 T i%] o5 7
[ 124) 148 .1 18.2
(1953 25,5 80.0 158
{1113 g9 460 18.6
(lam 8.5 A5 154
2] - BS.% g1.1
{57 460 512 18.1
{107} 19.5 17.6 e
ann 71 14 (L]
g48 a2 1014 570
[(7H) 142 &0 15,0
{5 TR0 24,0 2x 0.7
(1813 1.3 877 116
) B2 178 15
204 15.5 515 g1
(B8] 121 GX.7 18.1
[Ler] 55,8 LY ) T
{193} 7.7 1=} 1A
{556) i 3. 84 24
(AL} 1.0 85,4 9.7
(12} 4.4 6. .4
(BN 1.7 0.8 08
(271 1] 215 7.4
(AT g2 307 )
(129 ) L L33 B.l
{73 18.2 5.8 134
[1,857] B2 7.3 1.8
{118} 2.5 L I 64
{558) - B -
{208} 59,5 0.5 -
(5%} - 0 -
- - 1.8
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Table 2 (continued): Indicators of Financial Capacity

LT T R e L LERL]

L REETER TN, o IR EE R |

Primzy

L] ottt
PeTeramen o %af

annmption  Agriccihae merchandio
'R ofFGOF o % o GDF  cxporls

Caen Country JRaa IR FL - L L T

Lower-Middle-Income Economics
45 Senepgal 17717 22 97 /85
44 Bolivia gs14 28,74 05 08
15 Zimbabwe 12720 18411 95,60
46 Phillppines A 26,24 Bas338
7 Yemen Arab Rep. -/18 =R 1022
448 Morocoo 12418 25710 BasE2
49 Egwpt, Arab Rep. 16/14 2,7x1 081
50 Papua Mew Cuinea . W 4 42,54 o0/ 04
51 Dondnican Republic 1y - 28,17 BEsTa
5 Dol d'fuoine 11717 1786 05/0¢
58 Honduras 10418 40, i)
b Wicaragua B 2B%1 L TR
55 Thailand 10412 52718 ! LEE )
hib Bl Sabadnr g-11 #0914 /69
57 Congo, Peoplas Rep. 14421 18712 37484
L Jaoraica B/15 1046 69,95
59 Cumiemuls /8 - 6,85
i1 Camevocd 18/11 Rprg L EX ]
6l Paragoxy 76 Lyl 9288
a2 Ecuardor gs12 27716 LR i)
58 Evtanam L P B4R -
b4 Tunksa 15714 227148 &z, 50
1 Turkey 189 AT 98/ 35
0 Colombéa 8,10 5010 05, Th
67 Chil= 11Mm 9f= 002
65 Peru 12#11 1812 o 82
65 Wariting 13/11 16415 100,759
0 Jordan - -0 £1/44
Tl Copn Rica 13415 24718 B 50
T2 Eyrian Arab Bep. 1418 20,37 a0/ T
5 Malaysia 1515 28/ E R
T4 Mewive &S 10 1479 B4,/53
5 South Afrie 1118 10,8 Ga 21
76 Praland - - =55
7 Lekanon 1ir— 12/— el —
Upper-lddie-liconw: Econeoles

R Braal 11712 1811 ! r S
79 Lrugmay 1E/18 16415 95/55
B Hungary -1 14 -
a1 Faunaima L11/= 189 OF,/ B
Bz Argrntina B/ E 17713 B 08

Spr Technbeal Mowea
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Totzl dali service Cficict
Carrrmdt a5 % of ouniitazes {1PF7)
il Balomo wxprts of goods
[(mitlions of ¥ S pmical per faa
197 1357 fLEF) % of GNP
{316} 228 o4 13.6
{4EH] 221 218 7.1
L - 525 5.0
(3540 5.7 125 X
(&0T) 218 412 -5
164 . 172 24
(2.705) 215 a5.2 4.0
{36} AT E7.0 108
{119 - 102 2.6
() a0 e g
{185} 26.1 250 8.4
(508} - 402 44
{584) 0.5 24 L1
127 21.0 B4 a0
{245) 18,6 75.2 .0
i) 2714 T4 59
{46 25,8 25 .4
{1,112 270 14.6 1.7
(211} 217 209 1.E
{1,176} 21.0 20,5 1.9
LT 5.7 135.6 10,1
{52} 0.4 270 20
{984} 240 7.9 0.8
4. L) 25 0%
(811} 28,4 1.7 o.l
{1,914) 12.9 144 i
"2 6b GE.5 57
(350} 21.8 157.0 120
(22K} 123 B7b 53
{465) 185 YE: 28
2338 200 prdi| 12
3,854 EB.4 18 f.l
B 027 - - -
(578 147 - -
- - a4 -
{1,275 ag.2 20 ol
(124 25,7 50 0z
{676} 287 - -
2 6.5 17.7 o7

(4,288 520 a2 0l
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Table 2 (continued): Indicators of Financial Capacity

Primeary
Gereered evmmoditia
fremment ar % of
m % of GOP  ar % of GOP
L) Cmpury IMcA1PRT IRSTAERRT  InEATReR
BA Yugralaria 18,14 23/11 44 120
B4 Algeria 14716 16712 o/ o5
BE  Kores, Rep. of 9,11 96,/11 40,7
BG Cabon 11428 26411 R9/80
87  Porougal 12414 - 5818
|1 Veormeha 5010 LT i) oo
Ao Grecoe 13520 24/16 8645
Bt Trinddad And Tobage 12419 Bt 88,/ 7T
91  Libm 14/- 5= 1004100
42 Chitan - £175 =04
g Lran, Ialarmic Kep. 18/ 25/ - 05, =
B4 Trag 1 I 18- 8oy -
b3 Romania - - -
Tnvdasrrial Markst Beonomies
05  Spain B4 15/6 80/28
or Lreland 15714 =1k 55481
EL Sawdi Arabia 16/92 B4 99,41
g lerarl 2031 - 24715
1  MNew Zepland 15715 - QB 75
101 Singapore 10/1% 31 Ba 2
162 Hoog Keug /7 270 18,2
id®  Iiely 14717 1054 ZEC12
14 United Kingdom 15/21 3/9 17/%
105 Ausiralla 13/18 g/4 B/ T5
106 Belpinm 18718 B2 24,20
107  Netherlands 15/18 -4 a4 o4
108 Aok 15/14 a3 24/13
108 France 16719 B4 70,24
1 CGermamy, Fed, Rep. 1420 473 1210
111 nlar:d 14721 1677 45,20
112  Huwal 13/ 01 8387
173 Deomark 18,24 b B 57,30
114 Canads 14720 it 84,786
115 Sweden 1827 6% 22418
116  Japan BS10 093 8y
117 United Arab Emdrates - -2 - 100785
118 MNorway 1521 84 49,443
112  Unlied States 19,21 378 BE 24
120 Switzerland 11711 - 1047
Other Foonomies
121 Albanim, - - -
122 Angol - - BZ/—

See Techmical Notes,



113

Total delt sarsica
Currene a5 % of ety | 1987}
acoticnl belancr drperrix of amody
[t of §) gt nia Jer il
1987 1997 (LiES) % of GNP
219 154 14 o1
(10E) 40,0 o6 05
R LS i o5 [In]
{2109 51 6.6 2.3
441 5R.B 6.4 a2
(1,125) 224 1.0 0.0
(1,208} ara 54 ol
{184y - 28.0 0%
(54) - 16 -
{O88] - s 0.2
- - 1.4 -
- - k5 -
1,488 - - -
(513 - 0.8 £
A4] - - -
(&57T1} - 18 {1 1]
(554} 754 65,9 5.8
(1,568) - - -
E3g 24 &4 .1
1,199 - 3.5 0.0
(1,054 - - -
{2,621} - - -
{F.5:58) - - -
£, - - -
8,572 - - -
(X246 - - -
(4. 0E8} - - -
44358 - - _
£1,938) - - -
1,414 - 18 £.0
{2,951} - - -
{7 68] - - -
(B85 - - -
BY 660 - - -
B, AR - 5.0 0.5
(4111} - - -
(48, 850) - -
5,879 - - -

- - 14.8
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Table 2 (continued): Indicators of Financial Capacity

Dyisiarg

r ] e
ETTHERL a1 o af
corpuion  Apiuliue sochendine
o W FGIF arTof COF  ogpomh

e Cnpry IS85/198F  IWETSIGRT  TRGSST0ET
125 Pulyara -
124 Cuba [

1%  Czechoslowakia
18 German Dem. Bep
137 Feorm, Dem. Rep.
18 Mo

130 OskR

See Techpical Motes,



Totad 4ri¥ svvice Effacial
Cunant & % of desletancs ( 1987)
acues balance oxparis of goods
(aviltionts of §) and sivas por copiia
1987 1987 {US5) % o GNP
- - 13 -

[ P PR L E TR S |

115
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Table 3 : Indicators of Educational Effort

Primary
FeesITeRl
efurditaint Frivtary
Tosal a5 %ol v il
Tidni eowrmhng e L T T Lotl  adsring eE il o
expmditures % of goveremmy Facurract sxpumditionis
= % of GNP axgrndirun sxpensiture {19855}
Arcund Arcwnd Aroamd Arvaund
Caz Cauntr) FE-F I9R7 1880 1087 198D 1987 1980 1957
Low Income Economics
1 Ethiopis 3] 4.2 104 oo 20 B2A £11 aes
* Bhurman - — - - — — — -
3 Ched - - - - - _ _
4 Zalre - _ _ - _ _ - -
5 Hangladeih 15 2% BY 10.5 a5 8 8ol 7.1 104
6 Malaw 53 3.3 12.8 A5 35,8 7.0 13,8 1.0
7 Hepal 18 -1 1 124 108 - 847 - 185
# ILusc FDA - 1.1 1.5 6.6 - - - -
9 Mozamblaue - - - - - - - -
I0 Taomnia 6.1 41 143 =l 4E.0 i1 fuin 2 1.1
I1 Buwking Faao 26 2.5 19.8 2140 ) 9.2 55,3 |z
F2 Madagascar K4 [ - - 414 423 54,9 -
13 Mali g x5 500 19% nBE A8 4 B804 T
14 Burundi a0 2.9 17.5 1%.4 49.7 LY LL¥ 81.0
16 Lamhia +h B4 7 H 154 .y Py &2 P
16 Niger 1 - 2.0 - =58 - 56,3 -
17 Uganda 12 a0 113 ) 182 20.1 18.1 11.7
18 China 2.5 27 6.l - - 28,5 - 13.4
1% Somalla 1.0 - BT — — - - —
2¢ Togo L 5.1 19.4 19.4 go% x50 4.6 al.2
21 India 2B ad 106 04 RAG 538 oA R L0
21 Rwanda 2.7 a5 1.5 g2.= 67.1 68.0 g5.0 47,9
28 Siscra Leone nE - - - - - - -
34 Benin - - - — — - - -
6 Crotral African Kep. n g F0 0.9 iag 631 51w ) BETH
26 Kenya 6.0 740 148.1 2.7 598 813 B84 [ )
27 Sudan 4.8 - 8.1 - 480 HH4 R 1130 R
28 Pakisan z4 2.1 RBE - B4 4l= 8.1 L8|
28 Hahli 1h 1n 14.8 0.4 50.8 1Y) 15.8 480
2 Lesatha &4q 16 148 - BAE 26T 5 e
51 Migeria 8.5 - - - 17.2 - 4.1 -
A% Ghaoa LY LI - - 703 Lo 54.) 217
% 50 lanka 2.1 1.8 BE 0.4 - - - -
M Yemen, FDR 6.2 - 16.9 - - - - -
34 Mauwrlianla - - - - & 86.2 1117 v}
56 Indoncsia 1.5 - K] - - - - -
87 Liberia 57 - 248 - 178 - B 7 -
58 Afghanistan 2.0 - 12.7 4,0 418 - 4.5 -
39 Myunmar - - - - - - - -
40 Guince - 8.5 - LY.1 506 L] G660

Eme Tarhndeal Nores.
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Proportion of Averdge aunro] Studemt-rrocher
primary school puplls ErGWIA refEr in rotiad-primary
in privadr sohnole Gl priciury anrolmems schooly
Arcund Arotind
fil 1937 JPFA-gT 198087 Jesn IT9ET
156 104 1a4 4.4 i 4
- - 153 4.4 b 5T
- 5.0 50 T4 G4 L]
- 4.0 a4 .0 12 a7
146 15,0 (13-} 15 mid 48
5.8 4.1 4.8 4.0 64 53
- 13 14.8 =N 1] ki i}
0.0 0.0 BB 2.2 0 7
0.0 (4T .0 [-2] a1 i)
G.E 0.1 15.2 {.a) 41 85
8.4 0.1 T4 1.7 B Gh
127 15.1 73 (1.493 14 40
a % L1 2.0 {D.8) 43 B
L) 1 [ 7] 17.2 A7 62
a1 i) 0.5 5.8 £1 ] 47
4 27 L] 4.4 1] B8
- LY L) L 35
0.0 0.0 (0.6} (1.B] 27 24
0.0 Wi 6.6 (.7 53 n
233 755 5.9 {0.5) KK 52
- - 24 &2 413 E [1)
- 0.7 119 4.7 50 57
- - &4 b ML 45 -
.4 o4 78 31 48 35
[ Er] LT F 21 7 &0 &l
- - K | 3A a8 L3
a5 3.5 4.8 &0 1 1 BE
LHR) 0.0 0k 4.0 i) ]
3.3 5E.4 5T 4.8 44 a3
1000 - 20 44 48 56
- - 174 {18 ar 14
- B 1.1 1.3 28 24
15 15 4.7 i3] B 5
- - 2 a0 ¥ 2%
- L 124 8.2 i1 RO
M7 17.8 7.5 22 b -3 28
855 - 72 25 34 -
0.0 0.0 73 (7.9 52 ar
- - Afi 0 42 1%
&0 0.4 5.3 L7 ki ] 40
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Table 3 (continued): Indicators of Educational Effort

Primary
et
Expengitwres Frimary
Total ar % of prr puptl
Tl edwenbion rdfucation. ar il edacntion oduncation
Acuriditiral % of poudriwnl neCurTEnl expndirnTE;
& % of GNP expunditnm axpraisditure [19855)
Areund Arnund Arenand Arourd
Caza Caoutiny 198G IvEd 980 15987 1980 987 1930 18y
1} Kampochea, Dem. - - - - - - - -
4% Yict Mam - - - - - - - -
LowerMiddlaIneome Eoononndes
45 Zencgal - - - - 458 - 135.8 -
44 Baliria 4.4 - 264 - BE S - 1.8 -
43 Zmbabwe a5 E: B 17 160 66.5 5& 1} 182 6 1740
46 Philippines 18 2.4 10.5 - 61.4 61.8 8.7 55
47 ¥emen Arabh Rep. T4 6.0 158 29.5 - 47 B - 104.1
48 Moroceo a4 - 1.5 - L - 146.0 -
49 Egypr, Arah Rep. L7 hE L E:! - - - - -
50 Papun Mew Curinem 4.7 - 12 - - - - -
51 Domdiican Rep. F 14 184 10,4 50.8 44 7 87 26.4
#2 Chie d'Tvedee 7.0 - ] - 458 402 20 4 1822
55 Honduras 32 4.9 142 195 1.9 46,5 T26 1025
44 Micaragua 52 6.2 164 124 447 a7 L% 1120
55 Thnriland 34 A5 0.5 179 578 55.0 o065 123.0
45 El Salvadew R - 171 - 1.9 - 04 5 -
57 Congo, People’s Rep. 6.9 - 8.4 - 558 - ax.4 -
58 [amuaica 6.5 h2 131 1.0 s .79 1593 1272
58 Guaiemals 12 - 18.8 - LA - LIRS -
8 Camergon 32 36 0.3 173 - - - o
61 Paraguay 1.5 15 164 14.7 - 588 - 44.0
62 Ecuador i) 4.6 3a4 2138 FO.& 7.1 YH.6 63.3
65 Doowene Tl I 160 154 5.1 56,8 11%.1 .1
84 Tunlsia LY | 6.2 164 - 41.7 48,0 148,68 1625
65 Turkey 8 21 10.5 - 437 433 0.z 67.1
88 Colemhbla 14 27 145 22,4 4d 4 569 1.4 241
&7 Chile 45 4.4 115 154 487 LIN L ZEA.1 155.2
88 Pero 31 343 1422 229 4451 511 Bg9 111.4
&9 Mauritivz 53 A5 115 10.0 441 44,2 1818 174.9
T0 Jordan i d.q 118 120 - - - -
71 Costa Rlm T3 4.4 223 21.6 20.0 Ba.4 2629 164.2
T2 Syian Awb Beop, 4.5 4.7 B4 14.0 585 44 5 120.1 e |
75 Malayxia iR il 147 154 LLYI} 519 2062 470
1 Mewico 79 34 167 - T - - -
75 South Africa - - - - - - - -
5 Paland - 44 - 125 PRT 52 B 166.1 1498
77 Lebanon - - 132 Lo.a - - - -

See Techmbcal Notes,



Proporton o Avrerogr camiarl L
perimenry sl puplic Erowif ratas In rathar-primary
in private schoofs torel primpry amvobaeas
Arumd Arapsd
Jo8G IeF Hrra_ g 1980 8T I ey
- 0. 143 0.8 b L]
LLad B.7 6.1 54 46 LT
- 8.0 2.5 4.1 . a7
BA A BT A T4 R 44 b
- 5o .5 14 L) 3z
540 1.8 174 14.4 L b !
3.0 54 7.0 oo 7 n
540 4.5 22 B.1 52 b1
2.0 27 4.7 16 51 Al
178 19.0 a4 2.4 o 41
140 1.z &.H AR it G
55 4.7 L 19 L1 hi
118 150 i %) B 54 hz
A4 B2 2 (0.8} 25 3
7.2 114 Zh 25 48 45
Q.o o0 41 43 L ! i3]
L ey BT .7} (L) L 1) B
142 141 LA 14 54 L
508 Bar 4.2 413 L e M
0. 186 ZH 21 27 5
158 0.0 48 24 5A 51
17 5.6 &1 54 Az it
o0e 0.3 R 148 534 31
0.4 0.5 0.7 238 27 a
14,5 15.8 15 0.8 31 !
wm =558 (1-m nm M 20
151 14.4 232 2.0 a7 34
280 2H.4 (a1} 14 0 2
B3 .4 L a3 L] 30
28 4.0 [0.T] 17 28 3
4.8 87 4.1 5.2 a i
- - 12 1& zr m
4.9 35 51 0.1 30 L v
- - (1.2] 16 zr 24
0. 0.0 (0-7] 2.7 1 18
gl.1 oB.% LY} (0.2} 18 zi

119
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Table 3 (continued): Indicators of Educational Effort

Primary
Tt
xpendibores Frimary
Total ar % of Por frunl
Tolal sduceiion adfticabu ar bl Adsusbiion FETRET AT
eafnrinditura % of g fECUrTEant expendiiuras
ar % o GNP expenditune sxpranditure {1E3E)
Arpynd Around Aroand At
Care Counlrp LA 1PRF 1984 a7 rasd Iogr Is8p 1387
Upper-Middleincome  Economics
78 Braxil 55 4.5 - 177 - - - -
79 Urnguay 22 B.1 io0 154 484 56,1 5097 215.8
B0 Hungary 47 RG 52 6.5 3.1 5.8 284.8 S B
8l Panama 5.0 LY | 190 1458 488 A3 213, Zrn
B2 Argencina A - 15.1 - 40.1 - 4788 -
8% Yoposlavia 4,7 4.5 byl - - - - -
B4 Algcera 1.8 4.8 3 27 28.5 - 1943 -
85 Kemem, Rep, of LN 4.2 247 26.6 4.0 436 1682 347.0
BB Gabon 28 7.0 - - - - - -
A7 Porcugal .4 4.5 - - 2E 48 B 3565 567.8
88 Veocmicla 1.4 L 147 1.3 175 - k! -
B Greece 232 24 B4 7.5 5B.9 304 3318 52
90 Trinidad & Tobage 4.0 5.8 113 - A 5 AT E 5.5 10518
4al Litym 34 1.1 - B - - - -
82 Oman 21 4.0 4.1 150 - A2 - BEE.1
93 Ivan, lilamic Rep. T2 - 187 181 11.7 41 b 514 NgdS
94 Imgq 2 Ag - 0.5 4.5 - 161.2 -
9% Homania 15 .1 6.7 - - - - -
Induaedal Marke, Ecopomizs
05 Spain 15 az 14% 1.3 LK - 7184 -
&7 Lreland BA Tl I1.2 5.2 261 2R G 72 SE5.0
08 Seundi Arabia LY A& &y Oy - - - _
0 laracel B 0B 75 4.6 a7 335 i1 G56.4
Lod Wew Fealpnd .0 L ¥ 14B ik 504 B4.5F 10558 L Bdd A
L0l Singapore 28 L. X T 1L.3 L 20.7 BAG. & a2 1
102 Hong Eong 25 - 144 - .E ) - 5GH.5 -
10X Itaby 44 40 11.1 B.6 5.2 - 4149.0 -
1(4 Lhdied Kingdom 5B 5.0 13.9 - 256 3 15254 1.514.H
105 Ausirahbia 44 58 14.8 1T.6 - - - -
108 Eelginm 59 5.4 10.8 148 253 0 21300 24877
137 HNetherlands 79 b.A 251 16.4 19.2 2E 147h4 1,151.0
108 Austria 5.6 549 A4 7B 179 125 16804 51231
10% France 540 5.7 - - no 19.2  148%8 1,79a.z2
110 Germany, Fed. Bep. 47 K 101 03 16.0 1.8 191498 2176
111 Finland 5.5 5.7 11.2 1219 3l.8 315 Z184.8 3.080.9
112 Kuwail 24 ] a1 - Fa ! L] 427 14947 3.R61.T
118 Denmark R4 7.8 aE 145 - - - -
114 Canada 74 7.2 1ra 154 - . - - -

Sez Techmlcal Notes.
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Propardon of Avenagr anmmal SiwrAanr-passfsr
primary srheml pupils Frowth rama in ratiex-primory
in prhve sekools totz! primary eurclmemtz Iehools
Around Aragd

Fo=t) I9E7 J9F5-90 T L Imr
1x8 1za rD z1 28 24
164 15.2 0.5 id 22 24
0.0 .0 2.0 I4 1H 14
.3 714 oz g 2 1
180 185 1% 3.4 20 149
111 04 {0.0% 0.0 24 28
0.0 LB} 52 25 a5 27
15 14 a2 (24} 48 LY,
A4 T1h Ly} 312 £5 4K
74 TH .5 (0.7} 18 17
11.1 L7 LA} 21 27 26
8.4 B (0.8} (0.7 24 F 1
TE9 oo 3.4) 1.2 24 24
it 0. 56 A2l 18 13
na 12 1.1 124 29 24
0.0 0.0 1.£ 7.1 27 26
oo oo .1 24 2d Zh
oo Q. 28 (14 Z1 Fi |
L L LN 0.2} (L. 2H 2
160.0 100.0 07 i B ] .y 1)
28 x3 [l ) e 18 14
- - g 18 14 11i]
&K 232 (3] (2.8} o | 2]
- - (28} 0z 3l 77
4.2 - [34) (X i1 7
72 TH (1.8) (5.5) 18 14
4.0 4.4 [3.04 {1.7) 70 0
187 L X 10 (1.8} 11 17
B30 L (2.2 (2.0 1= 14
6.5 6.5 {171 1.0 25 17
B4 b ¥ {44 (1.4) 14 11
145 154 0.0 {16} Zl 1%
18 1a (5.5} (25 17 i7
- - (A.5) 0.6 14 15
154 Ma LR 25 14 18
Ba g4 (2.4 (1.8} 12 L1
- 55 (2.2} a7 18 17
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Table 3 (continued): Indicators of Educational Effort

Priziavy
TACHTEHLL
exprndilures Frimdr
Tatal & % of per jucfil
Todal sduaativs sdtcnion  as fokal #ducolion raducrtlo
expendicra % of poodrrmond TECUTTRRE expanditures
o W of GNP mxprndifune seanditure (19853
Arortid Around Avtrnd dAreund
Crre Counlry s Io8rF 1380 %87 Iexg 1987 I9E0 FLL e
118 Sweden &1 71 141 12.8 - - - -
118 Japan 5.8 5.0 9.8 177 .- .1 3492 18022
117 United Arab Emirales 1.0 22 4.5 13.2 - - - -
118 MNorway 72 6.8 18.H 13.4 - - - -
119 Unkted Srares 67 a7 - 210 LT ga.g  E4ATLT 1,9%.1
120 Switzerland B, 48 15.8 idn - - - -
Onher Ecumormies
121 Albania - - 1 11.2 - - - -
122 Angols 4.0 - - 12.7 - - - -
125 Rulgaria 5.0 0.5 - - - - - -
124 Cuha 72 6.g - 18.4 244 .t a6l 4603
125 Czechoslovakla 45 53 - 8.0 0.9 433 4784 BE2_E
126 Germon Dem. Bep. - - - - - - - -
127 Koo, Dem. Repe - n - - - - _ _
128 Mongolia - - - - - - - -
135 TIEER 74 7.5 11.2 - .5 M| 59,1 G63.5 =10k}

3z Technbeal Mot



Propariton of Aremnge ennia! Stk mt-Earher
primary school proils EFowdA retar In reher-primary
it privaee schonds vl primary enrnlnenrs
Arogmd Around
e 19&F 97550 JREG-BF 1980 inxF
0.8 0.8 (0.5 (.7 16 16
ak 0.4 2T (=1) 4 =5
171 ri4 11.2 0.7 15 i1
0.6 0l o0 {28} 17 16
11.1 ng 213 [ %] 22 2z
22 24 (2.8 (2.8} 25 24
0.0 o0 (0.9) 0.2) 71 50
Y1) 1.8 0 (7.0} 4 g
&0 0.0 05 14 19 15
1) Q.0 (3.9] {6.2 17 15
0 0. 0.2 L1l Z1 al
A 0.0 {17} L4 18 17
o 1) - - - -
04 Y1) 24 1.1 52 31
LILF g LI 17 18 1T

123
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Table 4 : Indicators of Educational Process and Results

G ot Nt owmlmeny
Yaoz in ntlo ratla
Friman
el FELER ) 1784-85
T Country cpold e Jials ks Jamals
LevwIlncome  Ecomomdes
1 thiopia ] 48 28 ng 2
* Ahutan B . | 20 - -
5 Chad ;] 74 28 et i
4 Taire B B4 EA - -
3 Bangladesh 5 GE 49 B1 LT
& Blalawl H ™ L1 50 47
¥ Nepal 5 112 54 - -
A Lac PDR L] 171 1 - -
a9 Morambique q i) 5% ) 41
10 Tanzaniz 7 a7 s 5 43
il Burkim. Frp B 11 2 | a4 0
12 Madagascar 5 &7 92 &2 a3
14 Mali & 20 17 it 14
14 Burundi B - 50 52 45
15 Zamkla 7T 102 #2 - -
16 Wiger 5 w7 L) - -
17 Uganila 7 78 43 57 5
1B China B 1A7 13 ) a1
1% Somalia i 20 10 14 a
2o Togo G i%4 . B7 5
2l [ndlia 5 112 Bl - -
21 Bwanda B .15 414 il L]
22 Sherrs Loone i B2 50 - -
24 Banin ;3 B4 45 in ] Bd
25 Ceniral Afrlan Rop. @ 82 5l 5 =
25 BEeoya ] [ oh - -
27 Sudan i1 5§ 41 - -
28 Makisran E 3] w - -
4 Halud B 1m i 5b
an Lok 7T 1nl 1% - -
51 Wigeria i} g2 71 - -
B Ghana ] i 63 - -
53 % Laoks 5 105 102 1101 100
54 ¥emen, FDR 4 o7 g - -
35 Mauritania [ 6l 42 - -
BB Ledoneeia [ 1¥h 114 o af
L ¥ Liberia ;] 44 M - -
38  Afghanisan 8 o7 14 - -
59 Myanniar .3 104 - - -
40 Guinex i} 4] 16 k] | 15
41 Exmpochea, Deim 6 - - - -
47 ¥ict Wam 5 105 oo - -

S Techpdeal Motes.



Frmafr mmbami g
{15853 % of patds 1 Secondary sehool
Pevesnl ot comining O Srbrofanl ks
Py school

edal gradat ket grads 1981065 L Jemale
5 AD Fa L) i 1] 18 12
AR 57 a4 - 5 2
0 54 12 74 1q 2
iq Al L) cn a2 14
410 43 B - 24 11
41 4if 52 x5 E 5
29 11 =7 - 41 15
44 15 4 - 27 18
44 17 a9 a4 7 4
L] 49 5Q i | . 5
AT 8 a7 57 B 4
43 1G ha - 25 13
a7 3a 36 140 £ 4
413 1b 53 & b 3
47 50 42 1] 23 13
k1) .0 i, 1] i} 9 3
45 47 5] - 16 L]
1B 45 46 - LH .
51 A5 ar¥ - 12 [i]
Bg 11 az 52 M 12
4 40 . b - L 1] o7
45 48 416 46 t B
4] - - - 5 15
ha 54 .Y | L1 b1 4
L1 i1 35 17 17 G
48 43 44 - 27 18
40 4L 48 76 23 17
25 L1 b - 28 11
47 46 4 a2z 18 15
56 50 65 B2 20 11
54 - - - 52 18
44 46 15 - 40 52
418 48 14 =F: £5 LFL)
26 A 22 - 5 )
11 15 a8 TE 25 5
4E LT 48 a0 47 E5
s - - - 22 G
AA » 50 TH 10 5
48 - - - h2 21
.5 | Ad 23 45 13 +
48 48 48 15 44

125
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Table 4 (continued): Indicators of Educational Process and Results

vedl Arprcdmusu M rnaoimunt

Yooy im Todta ity

frimany

achood FLE A LR Ry

Caut Counlry Ll male female mr JFenln

Lewer-Middiedneome  Econcaybes
43 Seneygal g 71 45 54 41
44 Bolivia B = BE ig TE
45 Zimbabrws 7T 1592 12 1y 100
48 Phillippines G 108 107 i i
4% Yeooren Avabs Bep B 141 40 - -
48 Momoco ] B4 by i) it} 40
49 Egyp. Amab Rep. [ 109 I - -
L] Fapma Wew Goinea B b 7] - -
51 Dominian Repaoblic -] L, 108 75 TH
B2 Cite A" [vaive 6 g2 & - -
55 Hoaodurme i} 104 108 &0 B
K2 Micaragna ;] 0y 1 T4 L]
55 Thailand i} 0 ! - -
=1 El Zabradur ] rr a1 - -
57  Congm, Peoples Rep. 4 - - - -
B&  Jamaica ] 114 106 oy o9
1! Guelzmals 6 v ] el r] - -
B Canyaron 5 i19 100 - -
B PFarmguny ] I &a BH i
g2 Freuador ] 118 118 - -
B Eorswana i 108 115 =1} 0%
! Tunisia ] 1% 7 1400 a0
8% Turkey 5 121 11% - -
55 Colombia L] 112 11% ) Td
8  Chile ] 105 101 - -
AR Pern f 125 120 - -
64 Maurituz ] 108 107 25 gL
™ Jordan g - - - -
71 Cosm R ] 10 g7 45 L
72 Syrian Arab Rep. g 116 104 1t 94
7E Malarsiz i 102 102 - -
74 Mexen B 119 116 - -
75 South Africa T HB a4 - -
78 Poland B 101 1M g 9
T Lebznon 5 108 ] - -
UpperMiddledooome  Economices
i Bruzil 3] 107 ="1 - -
EL] Uruguay B 11 ina 92 592
8t Hungary B ar 87 7 bl
] | Panama B 109 1o L] x|
BE Argentina T 110 11d - -
&3 Yugoalarlia q =1 =] - -

Ecc Technical Motes,



Frmaix enrolmen Averege
{15RT) % of prods 1 Secondary el
et of comitsing giir enroilmant reis
Peaiieery achood

Leal Eradrl lan prods FLoo sthals Jemol
4] 43 57 BB 13 10
47 50 42 - ah b L
44 11 45 T4 L L .13
44 14 4 5 L) L
XA 27 1. - 46 g
g 44 56 &7 45 i L4
43 14 {1 Pl (h!) L1
4% 44 44 - 14 ]
40 47 41 E 13 4 57
41 44 35 74 27 11
L 45 52 4% 29 b
53 40 57 a4 Fi=) HA
- - - - Bl 28
50 48 5B Al 77 B
413 45 43 71 - -
414 48 b2 #2 B2 &7
45 4 45 BE 22 19
48 45 44 Fls A2 20
4B 48 49 L1 B0 b=
42 Aph 49 1. L 1] 57
L 4 Al b oL 5 b1
44 47 44 T2 L1 34
57 47 47 a7 L1 L
1] 49 41 57 L1 L1}
41 18 Ad BA 12 76
48 1+ 45 - it gl
44 50 45 L e Ed
45 50 47 o - -
48 417 49 TE 40 45
45 17 14 s 4 48
45 47 49 4 54 54
48 48 40 Bo LT L1
- - - - L 1= IB
49 - - a% T8 a2
+7 - - - Gl 1
- - - 22 3z 42
49 1A 50 BE L] TG
414 43 1] ! F 7] T
48 47 49 -H BE 7L
45 - - - il 7A
48 48 49 48 B2 75

127
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Table 4 (continued): Indicators of Educational Process and Results

Groar anvnimant Nt wrerolmand

Finrt in in NP

primary

sehoed T JSR4-RE
B4 Algeria ] 106 87 2 a1
% Korea, Bep. of i} 101 11 0y 9y
a6 Gaban B - - - -
By Fortugal i} 127 121 1 164
As Veneruela i) 1d oy - 90
8D Lrrecce i} 104 14 L o0
90  Trinmidad & Tobago 7 ™ 105 87 B
Gl  Libya 6 - - - -
'k Oman b 103 oz ] T
a3 Imn, Islamic Rep, L 123 1% - M
G4 Iraq i} 10 g1 nl B2
95 Framania B o5 [0 - -
Indusrial Market Ecomonddes
i} Spala n L1A 114 L1 Tl
a7 [relaned ] 10 1k BE L1
98 Saudl Amnbi 5 Ta 4.3 i 4
o5 Taraal B o4 ) - -
1 New Zealand i 107 106 10 10
161 Singapare B 117 112 1y 100
102 Hong Zong 8 106 108 - -
105 Ioaly 5 o5 g5 - _
104  Umited Kingdom 5 105 106 Timi 1040
10k Aunstralia ] 106 105 57 WA
106 Belgium & B 100 B? i
I07 MNetherbmds B 114 Li5 1y 100
108 Anatria 4 102 101 - -
149 Franes B 114 113 10 100
110 Cermany, Fed, Rep. 4 141 1M B4 &
111 Flaland B 108 1M - -
112 Eumit 4 L] w2 Bl ™
113 Ddennark B =[-8 oo - -
114 Canada B 106 104 oy a7
115 Sweden g 100 10 1 1640
116  Japan B 102 102 1o 150
117  United Arab Emdrates 0 BE 106 -4 Foy )
113 Norway G =17 =L} L b
119  United Simtes B 111 100G o4 0%
128 SEwirzerland ] - - - —
CHher Eronombes
121  Albania A 1141 o - -
12¢  Angola 4 9= 34 - -

See Technical Notes,
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449 49 49 48 - -
458 48 48 - ag Fa |
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Table 4 (continued): Indicators of Educational Process and Results

{enosy anrmimand N antafmtl
Faswr i i refie
afunad Ll R JERE R
Ceaes Covnbry opele make Jemair mair . jemah

123  Bulgaria & los 103 - -
124 Cuba i 107 1ind ! L] fd
125 Czechoslovekls ] ! L] Infh - -
126  Gersen Dem Rep 4 107 105 a2 al
127 Kerea, Dem. Rep. - - - - -
128 Mongolia 3 1op 105 - -
128 USSR 4 106 1 - -

See Tochndeal Mored.
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Table 5 : Indicators Of Social Effects
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18 Chhw -] 7] 43 TO 111 14 - -
19 Sommls 18 8 221 45 al B85 - -
a0 Toge =] 28 162 53 or a1 - -
21 Inuda 57 o 148 [ Bl 4.3 - -
2% Ewanide 51 23 20E 48 ar a3 - -
33 Sl Leone =8 21 268 11 a5 &5 - -
24 Bimvin T 1e 185 17 B T - -
36 Contral Africen Bep. B3 oo 223 18 ad 55 - -
28 Hempm ™ {0 113 (] 87 8.1 a (1)
27 Sadan 2 14 181 50 n ;¥ ] - -
24 Paldaban 45 10 158 7y L L) 8.4 - -
38 Held A0 1] 1T1 1] A T - -
20 Leastha L] T} 138 [ 100 &8 - -
21 HNigEda L] 31 174 Bl v ] 70 - -
32 Ghune -] 43 14E 2] T8 B4 - -
23 8r lanka Bl - =] 43 T 114 1.5 18 B
24 Yemen, FOR B3 5 197 11 a3 BT - -
3% Maurianis - - 4] 48 o7 8.6 . -
38 [pdoncute B4 Bs 1149 53 106 = - | 14 44
AT Libéria 47 s 147 1) 103 &6 - -
38 Afghoorsten 24 ;! 43 = 5.5 - -
33 Myenmar - - a5 [ ] 11r 40 - -
40 Gl 40 17 44 43 [ 1] 82 - -
4] EBsopuches, Den. BE* B& 108 415 8& L - -
43 ot Nam e * BOe - i ] o7 A0 - -
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Table 5 (continued): Indicators Of Social Effects
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5 Hmbabwe {2 a7 115 =) & R E - -
45 Philippmes BE an TE i 101 o+ 14 -]
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A48 Momcen E ] Kt 114 al 103 +.B - -
40 Egpr AnbiRep. % B0 13 Bl 197 48 1 48
50 Fapus Mew Coines 33 3k gl Ed T K7 - -
51 Domimean Repoblic 78 77 &1 56 110 b - -
I Core dTvoirs L] 3l 142 53 142 T4 ] #1
B8 Honchupe 51 A8 107 i ] =13 3.5 - -
B4 Niciragua - - B & 108 B - -
EN  Thailanel o4 BA 19 i ] lod 2.5 1% 50
53 El Zabador T & B4 <. | a1 L X4 15 17
BT Congo, Prople’s Rzp.?l 1] 114, 45 108 6.0 - -
58 Jamalen - - m ™ 112 286 - -
1 Custemmb £ 47 ag i r 4 == 87 - -
o Cameroon il 4 158 51 & E7 - -
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Table 5 (contlnued) Indicators Of Social Effects
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B? Amgentina 2% aK 37 L FE R T B
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B85 Kores, Rep. of - - 3 €4 117 2.9 17 45
886 Cabem 78 A5 1564 52 124 LR - -
B7 Dartngal B3 20 17 s 124 L S T S '
88 Venemucin BA a 44 O ¢ L A% 1 K
B9 Groorc a7 a5 14 Th 145 1.7 - -
90 Trmided & Tobaga 97 o] F i ¢ 130G 2.7 12 5G
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w2 Oman 7+ 12t B - %3 - -
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50 Spadn a7 4z 12 T 130 17 19 40
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111 Finbwd - - 7 75 111 16 15 BA
112 Kuwalt Fii] £3 2 72 - 1.4 - -
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114 Canada - - B ™~ 130 16 17 40
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118 § - | ™ 108 17 7 3
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118 Norway - - 10 e 114 1.7 e 24
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¥ Gee Tachpical Notet.



Table 5 (continued): Indicators Of Social Effects
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Table 6: Participation in Adult Education

N, of eedudt Womsn ax
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Table 6 (continued): Participation in Adult Education

N g ol Womem
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Technical Notes

The data presented in the text tables and charts
and inatannex have been selected from reports
prepared by UNESCO, UNICEF, and the World
Bank. Considerable effort has been made by
each agency to ensure inter-country compara-
bility of the data; nevertheless, the country
reports and surveys which are the ultimate
sources of much of the data often varied in
their use of statistical methods, coverage,
assumptions, and definitions. The availability
and reliability of the data also was dependant
on the level of development of the individual
country's data collection system.

Because there still remain variations in terms
of comparability, readers are urged to use care in
the interpretation of single indicators and in
inter-country comparisons. Differences in
amounts should be considered as more directional
(indicating relative position) then definitive
(indicating the absolute size of the difference).
Each column in the Data Annex tables will be dis-
cussed in terms of the source of data used, the
definitions, and special considerations to be
applied in interpreting the data.

TABLE 1: BACKGROUND NATIONAL
CHARACTERISTICS

Column (1): Gross National Product (GNP)
per capita, 1987 (US$).

World Development Report 1989.
GNP measures the total domestic
and foreign value added claimed by
residents and is calculated on
an annual basis without making
deductions for depreciation.

The Hong Kong figure is for gross
domestic product (GDP), defined as the
total for final use of output of goods
and services produced by an economy,
by residents and nonresidents, regard-
less of the allocation to domestic
and foreign claims.

Source:
Notes:

To derive GNP per capita,
World Bank estimates of GNP
(see  World Development Report
for detail on statistical proce-

dures used in developing comparable
GNP estimates among countries)
are divided by population. The
population  estimates themselves

Column (2):

Source:
Note:

Column (3):

Source:
Note:

Column (4):

Source:
Note:

are mid-1987 values from the
Population Division of the United
Nations supplemented, where nec-
essary, by World Bank sources.
These estimates are based on the
most recent survey or census of
population; refugees not perma-
nently settled in a country of
asylum are considered part of
the population of their country of
origin.

GNP per capita, Average Annual
Growth Rate % (1965-80).

World Development Report 1988.
Growth rates are calculated from
constant price series (GNP net of
inflation) and computed using the
least squares method. The least
squares growth rate is calculated
by fitting a least-square linear
regression trend line to the loga-
rithmic annual values of GNP per
capita.

GNP per capita, Average Annual
Growth Rate % (1980-87).

World Bank, August, 1989.

Some growth rates are for a period
other than 1980-87: Bhutan (1981-87),
Islamic Republic of Iran (1980-85),
Romania (198084), and Saudi Arabia
(1980-86).
Average Inflation  Rate
1980-87.

World Development Report 1989.
Measured by the annual growth
rate of the GDP implicit deflator.
The GDP deflator is calculated by
dividing, for each year, the value
of GDP at current value by the
value of the GDP at constant val-
ues (net of inflation), both in terms
of the national currency. The least
squares method is then used to cal-
culate the growth rate of the defla-
tor over the time period. While this
measure of inflation is not without
limitations, it is the most broadly
based indicator of price changes
within an economy.

(%),



Column (5):

Source:

Notes:
Column (6):

Source:

Column (7):
Source:

Notes:

Column (8):

Source:
Notes:

Column (9):

Source:

Notes:

Column (10):

Source:

Notes:

Population,
lions).
World Development Report 1989,
based on data from the Popula-
tion Division of the United
Nations

See discussion for Column (1).

mid-1987 (in mil-

Area (Thousand of
Kilometers).

World Development Report 1989,
based on data from the Food and

Agricultural Organization.

Square

Population density (per square
kilometer).

Column (5) divided by Column
(6).

Because of differences in the
proportion of arable land and the
varying concentration of popula-
tions in urban areas, the value of
this measure as an indicator of
population pressure is conditio-
nal only.

Population, Average Annual
Growth Rate, 1980-87.

World Development Report 1989.
Average growth rates are calcu-
lated from mid-year population
estimates.

Percent Population Urbanized,
1987

The State of the World's Children
1989, based on data from the
population division of the United
Nations.

The percentage of population
living in urban areas as specified
according to the national defini-
tion of urban as used in the most
recent population census or survey

With
Water,

Percent of Population
Access to Drinking
1980-87, Total and Rural.
The State of the World's Children
1989, based on data from the
World Health Organization.
Access to drinking water is de-
fined in terms of the local
availability of safe water from

Column (11):

Source:

Note:

Column (12):

Source:
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house connections, public stand-
pipes, or treated or uncontamina-
ted natural sources. "Reasonable
access" is identified by WHO as
not farther than 200 meters from
a house to a public standpipe or,
in rural areas, access such that
the Housewife does not have to
spend a disproportionate part of
the day in fetching water for the
family's needs." National defini-
tions of rural and urban location
are used.

Percent of Population With
Access to Health Services, 1980-
87, Total and Rural.

The State of the World's Children
1989, based on data from the
World Health Organization.
Defined as the percentage of
population that can reach appro-
priate local health services by
the usual local means of trans-
port in no more than one hour.

Radios and Televisions,
thousand of population, 1985.
The State of the World's Children
1989, based on data from
UNESCO

per

TABLE 2: INDICATORS OF FINANCIAL

CAPACITY

Column (1):

Source:
Note:

Column (2):

Source:
Notes:

General Government Consump-
tion as Percent of GDP, 1965 and
1987.

World Development Report 1989.
General government consumption
includes all current expenditures
for purchases of goods and serv-
ices by all levels of government.
Capital expenditure on national
defense and security is regarded as
consumption expenditure.

Agriculture as Percent of GDP,
1965 and 1987.

World Development Report 1989.
"Agriculture” covers forestry,
hunting, and fishing as well as
farming. In developing countries
subsistence agriculture may not
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Column (3):

Source:

Note:

Column (4):

Source:
Notes:

Column (5):

Source:
Notes:

be reflected in the data because the
products are either not exchanged
or are bartered. The tendency for
developing countries is to underes-
timate GDP (because of failing to
include the product of subsistence
agriculture) and to underestimate
the agriculture sector's share of
total GDP.

Primary Commodities as Percent
of Merchandise Exports, 1965
and 1987.

World Development Report 1989,
based on data from United
Nations trade data system, Inter-
national Monetary Fund, and
World Bank.

Merchandise exports include inter-
national movements of goods
across customs borders. Exports
are valued f.o.b. (free on board)
and do not include services.
Primary commodities include
fuels, minerals, and metals as well
as other primary commodities such
as food and live animals, beve-
rages, tobacco, inedible crude
materials, oils, fats, and waxes.

Current Account Balance (Mil-
lions of Dollars, U.S.), 1987.

World Development Report 1989.
Current account balance is given
after official transfers. It equals
the difference between (1) ex-
ports of goods and services as
well as inflows of unrequited
transfers (private and official
receipt of funds for which no
service or good is exchanged)
and (2) imports of goods and ser-
vices as well as unrequited trans-
fers to the rest of the world.

Total Debt Service as Percent of
Exports of Goods and Services,
1987.

World Development Report 1989.
Debt Service is the sum of actual
repayments of principal and

Column (6):

Source:
Notes:

Column (7):

Source:

interest made in foreign curren-
cies, goods, or services on long-
term, external public and publi-
cly guaranteed debt and private
nonguaranteed debt. When com-
pared to exports of goods and
services it is one of the conven-
tional measures used to assess
the ability of a country to
Service" its debt.

Official Development Assistance
per capita, (US), 1987.

World Development Report 1989.
Includes disbursements from all
sources; consists of loans and
grants made on concessional finan-
cial terms by all bilateral and mul-
tilateral sources to promote econo-
mic development and welfare.

Official Development Assistance
as Percent of GNP, 1987.
World Development Report 1989.

TABLE 3: INDICATORS OF
EDUCATIONAL EFFORT

Columns

(1)&(2): Total Education Expenditures as

Source:
Notes:

Columns
(3)&(4):

Source:
Notes:

Percent of GNP, 1980 and 1987.
UNESCO Office of Statistics.
Refers to government capital and
current expenditures for educa-
tion sector as defined by national
authority. For the United States,
data refer to total public and pri-
vate expenditure on education.
For some countries  with
centrallyplanned economies use
was made of the Net Material
Product instead of the GNP.

Total Education as Percent of
Government Expenditure, 1980
and 1987.

UNESCO Office of Statistics.
Education expenditure defined as
above; total government
expenditure also includes capital
and recurrent costs.



Columns
(5)&(6):

Source:
Notes:

Columns
(7)&(8):

Source:
Notes:

Columns
(9)&(10):

Source:
Notes:

Columns
(11)&(12):

Source:
Notes:

Primary Recurrent Expenditures
as Percent of Total Education
Recurrent Expenditures 1980 and
1987.

UNESCO Office of Statistics.
See Table 4 for the duration of
primary education for each coun-
try. In some countries, a relative-
ly important amount of expendi-
ture, mainly for administration,
cannot be allocated to specific
levels of education.

Primary Per Pupil Education
Expenditures, 1980 and 1987, in
current US dollars.

UNESCO Office of Statistics.
Per pupil calculation varies
among countries depending on
time in school year for which
enrolments are defined.
Normally, because of attrition,
the later in the school year, the
lower the enrolment level, and,
thus, the higher the per pupil
expenditure level.

Proportion of Primary School
Pupils in Private Schools, 1980
and 1985

UNESCO Office of Statistics.
Private schools are those not
managed by or within the
government sector and may
include religious institutions,
secular not-for-profit institu-
tions, and commercial primary
schools (where these exist).
Private schools vary within and
among countries in terms of their
receipt of implicit and explicit
subsidies from government.

Average Annual Growth Rates in
Total Primary Enrolments,
1975-80 and 1980-87.

UNESCO Office of Statistics.
Average annual increase in
enrolment.

Columns
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(13)&(14): Student-Teacher Ratios, Primary

Source:
Notes:

TABLE 4:

Schools, 1980 and around 1987.
UNESCO Office of Statistics.

This indicator is compiled by di-
viding enrolment in primary edu-
cation by the number of teachers.
In some countries the number of
teachers is expressed in full-time
equivalents. Because of variations
in actual distributions of person-
nel, internal disparities in this
indicator often are quite high.

INDICATORS OF

EDUCATIONAL PROCESS
AND RESULTS

Column (1):

Source:
Notes:

Columns
(2)&(3):

Source:
Notes:

Columns
(4)&(5):

Source:
Notes:

Duration of Primary Education
in Years.

UNESCO Office of Statistics.
The duration of primary school-
ing as defined by national autho-
rity.

Gross Enrolment Ratio (around
1987), Male and Female
UNESCO Office of Statistics.
The gross enrolment ratio for pri-
mary education relates total enrol-
ment, regardless of age, to the
population which, according to
national regulations, should be
enrolled at this level of education.
When this ratio exceeds 90%, the
system is approaching the capacity
to offer universal primary educa-
tion. However, since the non-
enrollees of school age may be in
areas different from the over-age
enrollees, there may still be a
capacity issue in terms of the dis -
tribution of school capacity by
location.

Net Enrolment Ratio (around
1987), Male and Female.
UNESCO Office of Statistics.
The net enrolment ratio equals
the total enrolment of primary
school age children relative to
the total number of primary
school age children.
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Columns

6)(N&(8): Female

Source:
Note:

Column (9):

Source:
Notes:

Columns

(10)&(11): Secondary

Source:
Notes:

TABLE 5:

Columns

(1)&(2):

Source:

Notes:

Enrolment (1985)as a
Percent of  Total Primary
Enrolment, of Grade 1 Enrolment,
and Last Grade of Primary School
Enrolment

UNESCO Office of Statistics.
Comparison of female percentage
of enrolment in Grade 1 and last
primary grade provides one indica-
tor of relative drop-out rates bet-
ween female and male pupils:

Percentage of cohort starting pri-
mary school around 1985 reaching
the final grade.

UNESCO Office of Statistics.

The percentage of a cohort of
students entering primary school
who reach the final grade. The

number of grades is given in
Column (1).

School Gross
Enrolment Ratios, Male and

Female(around 1987).

UNESCO Office of Statistics.

The gross enrolment ratio for sec-
ondary education relates total
enrolment regardless of age, to the
population which, according to
national regulations, should be
enrolled at this level of education.

INDICATORS OF SOCIAL
EFFECTS

Adult Literacy Rate (1985), Male
and Female.

Compendium of Statistics on illi-
teracy, UNESCO Office of Statis-
tics (1988).

Literacy rate equals the percentage
of persons aged 15 and over who
can read and write. The
Operational standard for quali-
fying as literate(and the choice of
language for which literacy is
established) is set by the appro-
priate national authority.

Column (3):
Source:

Notes:

Column (4):
Source:

Note:

Column (5):

Source:

Note:

Column (6):
Source:

Notes:

Columns
(7)&(8):

Under 5 Mortality Rate, 1987.
The State of the World's Children
1989, based on data from the
Population Division and the Statis-
tical Office of the United Nations.
Under-five mortality rate equals
the annual number of deaths of
children under the age of 5 per
1,000 live births.

Life Expectancy at Birth, 1987.
The State of the World's Children
1989, based on data from the
United Nations Population
Division.

Life expectancy equals the number
of years new-born children would
live if subject to the mortality
risks prevailing for the cross-sec-
tion of the population at the time
of their birth.

Calorie Supply as Percent of
Nutrition Requirements, 1985.
The State of the World's
Children 1989, based on data
from the Food and Agriculture
Organization.

This indicator is calculated by
comparing the estimated daily
per capita calorie supply with the
established nutritional require-
ments.

Total Fertility Rate, 1987.

The State of the World's Children
1989, based on data from United
Nations Population Division.
Total fertility rate equals the
number of children that would be
born per woman, if each woman
were to live to the end of their
child-bearing years and bear
children at each age in accordan-
ce with prevailing age-specific
fertility rates.

Percentage Share of Household
Income (1975-86), Lowest
40% and Highest 20%.



Source:

Notes:

TABLE 6:

The State of the World's Children
1989, based on data from the
World Bank.

The percentage of private house-
hold income as distributed among
the lowest 40% of households and
the upper 20% of households
Estimates are based on census or
sample surveys.

PARTICIPATION IN ADULT
EDUCATION

The source for all Table 6 data is the Com-
parative Analysis of Statistical Data on Adult
Education for 84 Countries, report prepared
by R. Carr-Hill and J. Lintott for Office of
Statistics, UNESCO, 1985. Original data is
from studies and surveys conducted in the
individual countries.

Column (1):
Notes:

Column (2):
Notes:

Year.
"Year" represent the latest year for
which data are available.

Adult Education Enrolment.

Data assimilation is for all forms
of adult education although indi-
vidual country data may be more
restricted, e.g., only literacy pro-
grams or only adult education acti-

Column (3):

Notes:

Column (4):

Notes:

Column (5):

Note:
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vities under the auspices of
government agencies. Length of
enrolment also varies within and
among countries.

Population, 15 and Over (in thou-
sands).

This population subgroup is used
as the Adult" population and is the
basis for estimates of participation
rates in Column 4.

Number of Adult Education Stu-
dents per 1,000 Population, 15 and
Over.

This indicator is calculated by
dividing Column 2 by Column 3
and rounding to the nearest whole
number.

Women as Proportion of Total
Enrolment.

This indicator suggests overall
participation but does not allow
analysis of possible variations in
gender participation within the
various categories of adult educa-
tion (e.g., women may be less well
represented in income generation
activities).



Financing Primary Schooling:
An Analysis of Alternatives

Introduction

As noted in Chapter 5, the mobilization of a
commitment to provide Education for All
(EFA) must be based on an ability to estimate
and then finance the costs of this endeavor.
Each country, within its definition of the spe-
cific targets to be reached by the year 2000,
and its individual structural and cost contexts,
will have to estimate the financial require-
ments for EFA. However, a body of knowledge
does exist on the alternative means of impro-
ving efficiency and of broadening the econo-
mic base of support for EFA.

For the World Conference on Education
for All, Messrs. C. Colclough and K. Lewin
prepared a paper entitled Educating All the
Children: Meeting the Economic Challenges of
the 1990s; this paper summarizes many of the
available policy alternatives and is the basis
for this annex. The authors, however, are not
responsible for the form and content of this
presentation.

Policy Alternatives
Six major areas of policy reform exist to assist

in improving the financial capacity of nations
to support EFA.
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1. Unit cost reductions in present system
Cycle cost reductions in present system

3. Capital cost reductions in present

system

4. Restructuring of educational delivery

5. Redistribution of existing expenditures

6. Developing alternative modes of

finance

To those working in developing countries none
of the alternatives proposed are "new" and
many already have been tried and found to be
unacceptable for political, economic, cultural
or pedagogical reasons. They are provided here
as a "checklist" of alternatives and not as a set
of advocated strategies: each country will have
to adapt or adopt those alternatives best suited
to its context.

Unit cost reductions refer primarily to at-
tempts to reduce aggregate teacher costs and to
change the teacher-pupil ratios. In many coun-
tries teacher salaries already are excessively
low so future containment of teacher costs, if
necessary and desired, can be accomplished
only through the increased uses of lower cost
personnel. Reduced teacher-pupil ratios can be
a result of class size increases or of multiple
shifting of teachers.

Cycle cost reductions refer to more effective
use of student time through reduced attrition

N
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and the elimination of unproductive repeti-
tion.

Capital cost reduction alternatives include
the use of day versus boarding schools where
practical and multiple shifting of facilities
when the population of students justifies this.
Low maintenance designs also are a key to
controlling future costs.

Restructuring of educational delivery
includes the alternatives of: (1) changing the
length of the education cycle, (2) changing the
age of entry, (3) introducing organizational
and pedagogical reforms, and (4) promoting
national service and linking education to pro-
duction. The primary cycle length increasingly
has been standardized at six years but recently
has extended to nine years as the "basic educa-
tion" level for many countries; six years of age
is the common entry age — attempts to delay
age of entry have encountered serious political
opposition.

Among the organizational and pedagogical
reforms proposed are increases in the number
of days and number of hours of instruction,
change in the dependence on lecture (whole
class) formats, improved remediation and
enrichment opportunities, use of distance edu-
cation technologies, and of programmed tea-
ching and learning systems. These alternatives
may improve efficiency but often do so at a
higher aggregate and per pupil cost level. The
use of national service requirements and lin-
king education to production activities may
have both a pedagogical benefit (by increasing
relevance) and a financial one (by providing
services or goods to society).

Redistribution of existing expenditures
may take five major forms (examples given are
indicative only):

1. Between sectors — from military/
security and debt repayment to educa-
tion.

2. Between educational delivery systems
—from formal to nonformal (including
traditional) alternatives.

3. Between levels within education—
from higher education to primary.

4. Between institutional types—from
public to private, boarding school to
day school, vocational/technical to
general.

5. Between types of expenditure—capital
to recurrent costs, salary recurrent to

non-salary recurrent (e.g., instructio-
nal materials) .
In all such reallocations the goal is to move
from the expensive to the less expensive and
from noneducational to educational activities.
The alternative modes of finance that
deserve consideration are:
1. Private schools
User charges
Loans and scholarships
Expanded tax collection
New tax forms (graduate tax, payroll
tax on employment of graduates, taxes
earmarked for education, and lotteries
earmarked for education)
6. Expanded forms of community sup-
port
Each of these alternatives must be judged in
terms of the same criteria of revenue efficien-
cy and equity by which all revenue schemes
are evaluated.

L

Reforming Policy.

Colclough and Lewin, based on their analysis
of country experiences, identify the most pro-
mising set of reforms as including:

e reduced repetition

e double shift teaching

e increased class sizes

e replacement of boarding with day

schools

e shift some capital and recurrent cost

to communities

e develop new taxes and cost recovery

methods for financing tertiary educa-
tion
They recognize that all of these policies are
not appropriate for all contexts and that, in the
poorest nations, successful introduction of all
of these still may not provide financing ade-
quate for EFA.

Three final caveats should be added to this
discussion. First, all financing and efficiency
alternatives must be considered within the
definition of an acceptable quality of EFA.
Second, cost reductions are not identical to
increased efficiency. Many efficiency improve-
ments in EFA will require more not less money
—as noted in the text nothing is more wasteful
than expenditures that produce no educational
benefits. Third, countries with 20 to
25 percent of its population outside school



can anticipate that, because of the location and
marginalization of these populations, the cost
of their inclusion will be a significant multiple
of present per-pupil costs.

This list of alternative means of increasing
efficiency and broadening the economic base
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for EFA has no obvious answers for the policy
maker or educational planner. However, it
does offer a starting point for the important
debates that must take place in each country
over the next decade as all try to attain their
EFA targets.
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World Declaration on Education for All

Meeting: Basic Learning Needs

PREAMBLE

More than 40 years ago, the nations of the world, speaking
through the Universal Declarafion of Human Rights, asserled that
“cveryonc has a right to cducation®. Despite notable efforts by
countries arouand the plobe o ensure (he right o education Joe all,
the following realitics: persist

" More  than  LMF million ‘children; incloding a1 least
Frmillion givls, have no access oo primary schooling,

- Moo than 9600 millican adulis, vwoabmds of  wlhom e
women, are illiterate, and functional illiteracy is a signifi-
canl problem an all counteies;industrialiced . el
developing;

- More thian omethared of the worde’s adulis bave o sucess b
the printed knowledge, new skills and technologics that
could improve the cpuality of their Tives anad help them
shape, and adapt to, social and cultural change; and

* More than LMl million children and countless adults fail 1o
compleic. basic cducation pragrammes; millions more sat-
isfy the attendance requirements but do not acquire
caschtial knowledge and skilla;

At the same time, the world faces daunting problems, notably:
rncuniirgg  cdels, borcdens, the dhreat of economic stagreition and
decline, rapid population growth,  widening cconomic disparitics
arnong sl witkdo nations, war, ocewpstion, civil steife, siolent erirne,
the preventable deaths of millions of children and widespread envi-
ronmental  degradationy These problems constrain efforts to meest
brazic: learning nocds, while the lack of basic cducation among =
significant  proportion of the population prevents societies - from
sldremsing sich problems with sirengih amad purpaose,

Thiese: preddlerres Dave: Ted 1o magor setbacks e basic edoction i
the 19805 in many of the least developed countrics. In some other
countries, economie gprowth bas been mmilsble o Gnance - education
cxpansion, but ooven zo, many millions remain o poverty and
urischooled or iliterte.  Tooocertaimn radestrodies]  cooniees, oo, ol
backs in government expenditure over the 1980z have led to the
deterionsdion  of  edocaion,
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Yet the woarld is also at the threshaold of 2 new century, with all its
promisc and possibilities.  Today, there is genuine progress toward
praccful detente and greater cooperation among nations.  Today, the
essential rights and capacitics of women are being realized. Taday,
there: are many useful scientific and cultural developments. Today,
the sheer quantity of information available in the world — much of it
relevant to survival and basic well-being — s exponentially preater
than that available oily o few years apo, and the rate of it wrowll 1%
acoclerating.  This includes information about obuining more life-
enhancing knowledge — of lerning how 1o learn, A synergistic effioe
oocurs when important information is coupled with another modern
atvance — our new capacity o communicate,

These new forces, when combined with the cumulative experi-
ence of reforin, innovation, research and the remarkable cducitional
progress of many countrics, make the goal of besic education for all —
for the first time in history — an attainable goal,

Thercfore, we particpants in the World Conferenee: on
Faducation for All, assembled in Jomticn, Thailand, from 5 o 9
March, 149%0:

Reoalling  that education is a fundamental right for all
people, women and men, of all ages, throughout aur warld;

Understanding  that educition can help ensure a  safer,
hcalthier, more prosperous . and - envicenroentally  sound
world,  while simulneaasly fontributing 1o social,
veonomic, and cultural progress, tolesmes, and  interna-
tional  cooperation;

Knowing that oducation is an indispensable k::'_'!.r ta, thaugh
nel s sullicient condidon tor, persomal and social improve-
ment;

Rmﬂg‘-"ti:'::'-'ﬁ'g that traditional konowledpe and indigcncuuj cul-
tural hoeritage have a value and validity in their own right
and a capacity ta both define and promote developmeni;

Acknewledging that, owverall, the current provision of cdues-
ticn is seriously deficient and that it must be made more
relevant and cpuzslitatively 'i1'_|'|'|'_|-1'|'_:|'..'4:|:|r and  made universilly
avatilatile;

Recopuizing that sound  basic education is Tundamental to
the strengthening ol higher levels of cducation and of
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scientific and lechnological lteracy and capacity and this
Lo selfreliant development; sid

Recogrizing the necossity to give to present and coming Fen-
eralions an expanded vision of, and a renewed commtment
to, basic education m address the scale ol complexity of
the challenge,

prochim the following

World Decturation en Edwention for All:
Meeling  Fouvic Learning Needs,

EDUCATION FOR ALL: THE PURPOSE
ARTICLE I » MEETING BASIC LEARNING NEEDS

1. Every person — child, youlh and adult — shall ke ahle io heneiit
from educational opporiunitics desipned 1o meet theie basic learm-
ing meeds.  These needs comprise loih easential learning looks (such
ax litcracy, oral expression, nemcracy, and problem solving) and the
basic learning ontent (such as knowledge, skills, values, and alti-
tcles) required by homin beings' to be able G survive, to develop
their full capacitics, to live and work in dignity. to panticipale Tully in
development, to improve the gquality of their lives, e make informed
decisions, and to continue lemrning.  The scope of basic lcarning
needs and how they should be met varies with individual - connimes
amdd cultures, and inevitably, changes with the passage of time.

. The satisfaction of these needs empowers individuals in any
society and confiers upen them a responsibility to respect and build
upon their collective cultural, linguistic and spivitual hertage, 1o pro-
mote the education of othaers, to further the cose of social justice, to
achieve environmental protection, 1 be tolerant towards  sowcial,
political and religious systems which differ fromm their own, cosuring
that commonly accepted humanistic values and human rights are
uphell, and to work for international peace and solidarity in oan inter-
dependent world.

%, Anoiher and no less fundamenial sim of educational develop-
ment is the  transmission amd envichment of comemon  cultaral -and
moral values, Ttz in these values that the individual ‘and society Tind
their identity and worth.

4. Basic edusilion s more than an end in iself. It is the founda
tion for lifclong learning and humien devclopaent on which countrics
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may build, systermatically, further levels aml types - of education: ared
training.

EDUCATION FOR ALL: AN EXPANDED VISION AND
A RENEWED COMMITMENT

ARTICEE 2 = SHAPING THE VISION

I.  To serve the basic learning accds of all requires more than a
recommilment to basic education as it now oxists. Whal is needed is
an “expanded vigion™ ihai surpasses present resource levels, insti-
tutional struciures, corricola, and  conveniional delivery  aystems
while building on the best in cwrrent practices.  New possibilitics
exist today which result from the converpence of the incrcase in
informudion and . the unprecedentesd  capacity o communicate,  We
must scize than with creativity and a delecomnation for increased
cltecliverness.

2. As clabomiled in Articles 3-7, the expanded vision LRSS s,

' Univursaliving access and promaoting emquity;
*  Fooussing on learning;
- Broadening the means and scope of hasic education;

*  Ephancing the environment for learning
=  Strengthening partnerships

A The realization of an enormons [:.r_:-l_mtia! for lwmnman [IECIETESS
auruel SIpowWeTIent is oonlimpent upon whether people cin be' enabled
o acipure the sducation and the start needed o tajr inlo the ever-
expancing pamsl of relevant knowledye: al the new means for sharing
this I-:rlr:ﬁl.l]t‘n:jg'c_

ARTICLE 3 = UNIFERSALIZING ACCESS AND PROMOTING
EQLTTY

1. Basic cducation should he provided to all children, vouth and
adults,  To this end, basic education services of quality should bhe
::-::Jmn-:]u:], and consistent anessures  must  be taken 1o reduce
disparitics.

2. For basic educition i be equitable, all children, youth and
adults must be given the opportunily to achieve and maintin an
acceptable level of larmng,
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B, The most urgent priority is lo ensure AcCess to, aned Aamprosve
the q_ua]_‘i_t}' of, education for gicls and women, suul o romove overy
obstacle that hampers their active participation. Al gender sterce-
typing in education: should be eliminated,

4. An active commitoent must be made to removing sdecitional
digparitics.  Linderservead groups — the poor; sireel ared  working
children; rural and remole populations; nomads and migrant . work-
ers; Anchpencus  peoples;  cthnic, racial, cancd linguistic miTicriies;
refugies; those displaced hy wary and prople under oocupation —
should not suffer any discrimination in acecss to  learning
opportunities,

B, The leaming needs of the disabled densuul special attention.
Steps nieed to be taken to provide cqual access to education Lo every
category ol disabled persons as an iniegral part of the education
.‘i}'!’i'l’.l".

ABRTICLE 4 » FOCUSSING ON LEARNING ACQUISTTION

Whether or not expanded  educational opporiumifies  wiil
translate intos mesmingltul devclopment - - for an imdividual or for
gocicty — depends ultimately on whether people actually learn ag &
resuli. of those opportunitics, ie., whether they incorporate useful
knowledge, reasoning ahilily, skills, aond wvalues.,  The Toeos of basic
eddiesition  must, therefore, he on actual learning  acquisition. and
outcome, Tather than  cxclusively wpon  enrolment, continued
pEirticipation in organized  programmes andd eompletion of ' certifica
tion requirements. Active and participalory approaches  are
particularly wilualile in asswing leamning acquisition and  allowing
learmers o reach their fullest poternil. Tt s, therefore, necessary o
define acceptable levels of lcarning acquisition for edocational pro-
pramnes sl o improve and - apply simiems of assessing learning
achicvoiment.

ARTICLE S »  RROADENING THE MEANS AND SCOPE OF
BASIC EDUCATHIN

‘The diversity, complexity, and changing nature of basic learn-
ing needs of children, youth and adulis neccssitates broadening and
constantly redefining the scope of basic cducation o incddude the
Following  componcnts:

= Learning begivs b bivike. This calls for early childhosl e
and inital education. . These can be provided . through
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Aaranpgements  invelving . familics, commmonities, . or ) insttis
tional programmmes, s appropriate.

¥ The main delivery syitem for the basic cducation of children out-
side the family & pmimary schosling.  Primary cducation musi
bie universal, enstre that the basic lesrming needs of all chil-
dren, arc: satislicd, arpl take into account the culbwre; reeds,
and opportonities  of the community.  Sopplementary
alternacive programmes mn help meet the basic learming
vceeds ol children with limited or o acoss 1o Grmal school-
ing, provided that they share the same standards of learn-
g appliexd 1o schools, and are adequately supported.

_ The baite learning weeds of youth and adults orve divese and
shold be mel through a wuriely of delfoery spstems.  Literacy
programmes  are indispensable  because  litcracy ix @
neessiry skill in iself and the foumbmion of other life
gkills. Litcracy in the mothertongue strengthens  cultoral
identity and heritage,  Other needs can be served by skills
training, apprenticeships, amd . formal and  non-formal
cducation  programmes  in  health, nutrition, populstion,
sagriculivrl lr.'i:hniqui:s, the covirominent, science, technol-
ogy. family life, including lertility awarencss, and  ather
surielal  ssues,

= Al avadehle msruments and chonnels of anfermedion,  commy-
nicalions, ord soreed acfirm coulid fe weed Lo held ronuey eitentinl
kmonuledpe and imform and educate feofle on social iswes.  In
addition wr the traditional means, libraries, wlevision, radio
and other media can e omolalized o realize cheir potential
towiards mieeting bazsic education necds of all.

Thes= components should constitute an integrated system — comple
mentary, mulually reinforcing, and of comparable  standards, and
they should contribute to cresding s I:If'l.'i_'ll:ll:ling possibilitics  for
J.if-:-ln:-ng learring.

ARTICLE 6 = ENHANCING THE ENVIRONMENT
FOR LEARNING

Learning docs ot take place in isolation.  Socictics, thercfore,
must cusure that all leamers reccive the autcition, health care, and
general physical and cmotional suppor they need in order to par-
ticipate actively in and bencfit from their education. Knowledge
el skalls that will enhance the learning environment of  childlren
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shionldd e integrated into communily learning v ranmes Tear suclules.
The education of children and their parents or other carctakers i=
mutually supportive and this intcraction shonld be used we crcate, for
all, a learning environment of vibhrancy and warmik.

ARTICIE 7 = STRENGTHENING PARTNERSHIPS

Mational, regional, and local educational authoritics have a
unigue obligation to provide basic education for all, but they cannol
be expected to supply every human, financal or organizalional
requirement Tor this task. New and revitalized parinerships at all
levels will be neressary: parinerships among all sub-sectors amul forms
of cducation, recognizing the special rol: of teachers and that of
achmimistrators and  other pilucational personncl; p;'urlnq.-.lshi.pa
betwesn  cducation  and  other  gosvernmeent departimonts, inchocding
el fimanee, labour, commmimications, and other soeial soctors;
partnerships  betwesn  gowvernment aml  non-govermental  organi
tions, the privaic sector, lacal commumnilivs, religious groups, and
fariilies. 1he recognition of the vital role ol both families and
wachers is particularly important. I this context, the terms and con-
ditinns of service of tcachers amd their status, which comsiille: &
determining [actor in the implementation o cducation leon all, musl
he urgendy improved in all countrics in line with the joine TLOS
UNESCO  Recommendation Concerning the  Status - of Teachers
(1966).  Genuine partnerships contribute to the planning, inmple-
menting, managing and evaluating of basic cducation programmes.
When we speak of "an expanded visicn and a rencwed commitment?,
pairtnerships are at the heart ol it

FDUCATION FOR ALI: THE REQUIREMENTS
ARTICEE 8 = DEVELOPING A SUPPORTING POLICY CONTEXT

1. Supporlive policies  in  the social, culiural, and economic
sectors are required in order lo realize the [ull provisiom and
wlitlization of bagic education for individual and socictal
improvement.  The provision of basic sducation for all depends on
relitical commitment and political will backed by appropriate fiscal
measures and reinforced by educational policy  reftems and
instilutional  strengthening.  Suitable  cconomic, tracde,  labour,  em
ployment and health policies will enhance lezrpmers' incentives and
coniributions to socetal development.
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2. Bovicties should also insure o sirong intellectual and scientific
covivanrment for basie  cducation.  This implics improving  higher
education and developing scientific research.  Cluse contact with con-
temporary lechnological and scicntific knowledge should be possible
al every level of odiuciion.

ARTICLE & » MOBILITING  RESOURCES

1. If the basic learning needs of all are o be met thrm]gh a much
broader seope of action than in the past, it will be essential to
mohilize existing and new financial and humasn resourecs, puldic,
private and voluntary, Al of sociely has a contribution 1w make,
peCg N that time, Cnurgy aned :|_'|,|1'|.di|.'.|g clirectee] e basic education
are perhaps the ozt profound ionvestme in peaple and in thes Dunere
ol a0 conntry which can T made,

2. Ealarged publicsector support means drawing o the resources
of all the government agencies responsible for hurman development,
through incresed absolute and proportional allocations to busic edn
cativn services with the elear recognition of competing claims on
national resources of which education is an important one, but o
the only one,  Serious atberilion o improving the cfficiency of existing
educational resoures and programimes will nol only produce more, it
can also be expected to athawt new resources.  The urgent task of
meeting basic emrmng needs may reqquire A reallocation hoetwesn sec-
tens, a5, for example, a tansfer from military 1o educational cxpend
ture, Abowe all, special protection for Basic education swill be rerpuirecd
in vountries  undergoing  simctural adjustment  and  facing. severe
exterinl debl burdens.  Todbay, more than ever, cducation must be
sewn 35 A fundamental dimension of any social, culiural, and cconomic
clesign.

ARTICLE 1 » NIRENGTHENING INTERNATIONAL
SOLIMARITY

L. Mecting hasic lcarning needs constitutea a common  and
universal human responsibility.  Le reguires  imlernaliomnal solidarily
and ecquitable and fair cconomic relaiions in order o redress exist-
ingr economic disparities,  All nations lave valuahle knowludoe simed
cxpericies Lo share for desigring - effective cducatiomgl policies and
[.'lrflgr-a.ml'l'l.l.fﬁ.

2 Substantial amd bsryz term increascs o vesoorces for basic codooa
tion will L meeded.  The werld community, including intergovern-
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menial agencics and institutions, has an urgent responsibility o aflevic
ate the comsirainiz thal preveot some counbics: from achieving the
goal of education for alll It will mean the sdopion ol oesseres thad
aupment the pabional budpets of the  poorcst countrics or serve Lo
relicve  heavy  debt burdens. Creditors and  deblors  must - seck
inmowative arul egquitabile ook e desolve these burdens, since the
caypmcity of many developing  countries to respond  effectively o
education: ol other basic peeds will e geeatly helped by finding
solutions to the debt problem.

3. Basic learming needs ol adulis and chilleen st be addressed
whercver they odst. Least developed and low-income countries have
special peeds which require priorily in inlermabional support $or basic
cducation in the 1905

q. All mations must alse work opether tooresolve  condlicts and
strifiz, o end military occupations, and to scttle displaced popula-
tons, or to facilitate their retom o0 then cowntries of ooigin,  and
chsure that their basic learning needs are met,  Omnly o stable sl
peswelul eowvirominent zan create the conditions in which cvery hnnan
being, child and adult alike, may bepefi from the poals ol s

Dhecharation.

We, the participants o the World Conferconce on
Education for All, reaffirm the rvight of all people 1o education.
Ths is the [owpdation ol our detemmneiion, smely and togethaer,
to cosure cducation tor all.

We commit ourselves to act cooperatively through our own
splhweres of respnsilulity, king all pecessacy steps W achicove the
goals of cducation tor all. ‘logether we call on governments,
concerned organisations ol iodivideals e join i this argent
undertaking.

The basic learning needs of all can and must be met. There
can he poomore memminglul oway b began b Totcensieonal
Litcracy Year, to move forward the goals of the United Nations
Decade of Disabled Persons (1W83-99), the World Decade [or
Cultural  Development (1985497}, the Fooarth TToited  Muarons
Development Decade  (1991-2000), of the Convendon on the
Elirination of Discriminaiion ageanst Women ol the Forwaird
Looking Strategics for the Advancement of Wonen, and of the
Comvention on the Rights of the Child, These bas ocver beenea
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more propiticus me (o commit ourselves to providing Lusi
leamning opportunitics for all the peaple of the world,

We adopt, therefore, this World Declaration on Fducalion
Jor Al Meeting Basie Learning - Newidds aoed apree on the

Framework for Action lo Meet Basic Learming Needs, 10 achieve
the goals set forth o this Declarndion,
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