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This document provides useful background in-
formation on the rationale and ideas con-
tained in the World Declaration on Education for
A l l and the Framework for Action to Meet Basic
Learning Needs, which were adopted by the Wo r l d
Conference on Education for All (Jomtien, T h a i l a n d ,
5-9 March 1990). The text of the World Declaration
is given in the Appendix; Chapter 5 is based on the
Framework for A c t i o n . 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 org a n i z e
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 A c t i o n 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.
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L e a r n i n g 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 opport u n i t i e s refer to a wide range 
of educational activities organized with 
the intent to promote or facilitate learn-
i n g .

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.

E d u c a t i o n refers to the provision of learning 
opportunities in a purposeful and or g a -
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 
l i t e r a c y, general knowledge and life skills 
for youth and adults; it may extend into 

secondary education in some countries.
Essential learning tools refers to literacy, 

n u m e r a c y, 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.

L i t e r a c y 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 
l i t e r a c y ) .

P r i m a ry education refers to the provision of 
first level instruction to children, usually 
in the 6-11 age group;

P r i m a ry schooling refers to the provision of 
primary education through formal 
s c h o o l s .

Education for A l l 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 re s o u rces development is used as a 
narrower term, referring to the develop-
ment and conservation of individuals' 
capacities to contribute to social and 
economic development.

G l o s s a ry
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A. Intro d u c t i o n

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 org a n i z a -
tions, communities, families, and individuals 
to support new investments in basic education, 
the very foundation of human development.

F o r t u n a t e l y, 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-

m e n t, 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. To d a y, 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

1
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learning how to learn. A s y n e rgistic 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. 
N o w, concurrent with International Literacy 
Year (1990) and in line with the objectives of 
the World Decade for Cultural Development
( 1 9 8 8-97) 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
e fforts reinforce the importance of these 
e fforts. 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.

(ii) 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 
e ffects 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 
o p p o rt u n i t i e s has engendered even greater 
economic disparities among people within a 
single nation. The wealthy become more edu-
cated; the uneducated grow poorer.

(iii) 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. Wa r, 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-

2



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 many 
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, w h e re repair is possible, 
far exceed the costs of prevention. 

(v) Rapid population growth 

Population growth continues to exacerbate 
economic, social, and environmental prob-
lems, particularly in the poorest parts of the 
w o r l d . In 1987, the world population 
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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 ef f e c t i v e l y. 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 
u rgent 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. T h e
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
i n c rease 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. Wi t h -
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
d i fferences 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. To d a y, 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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Table 1 Illiteracy Rates by Region 
(Estimates and Projections) 

Note: No. denotes number of illiterates of both sexes, aged 15+ (in millions) 
R a t e s denotes rates of illiteracy among both sexes, aged 15+ (in percentages) 
Fem. denotes females as a percentage of total illiterates aged 15+ 

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 
l i t e r a c y, 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
e ffective 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 
A d d ressing 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
e ffectively in society, to meet challenges, to 
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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 m u l t i-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 
c u rrent 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. 
L i t e r a c y, as well as nutrition and income, was
also found to correlate with increased life 
expectancy and reduced infant and maternal 
m o r t a l i t y. 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 dif f e r-
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 
1 5-17 percent for secondary education, while 
private rates averaged 49 and 26 percent 
r e s p e c t i v e l y. 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 
d e c i s i o n-making demands and retain a larg e r
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-
e t y. 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 
w e a l t h .

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. A l l
countries need citizens capable of working 
with and through technology. Increasingly, 
the possession of knowledge and reasoning
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ability defines individual and national eff i c a c y.
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 
s o c i e t y, 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.
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M a rginalized 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.

M a rginalized 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 
p r o b l e m s .

To combat e n v i ronmental 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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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 eff e c -
tively in their societies. 

Education, particularly of girls and women,
does a great deal to control rapid population
g rowth 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 aff e c t s
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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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 s o c i e t a l
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- 
n i t y, 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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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.
M o r e o v e r, 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. 
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F. New Opportunities 
f o r 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

N o r t h-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 
l o n g-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 improvements as a
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 
t h e r a p y, saves as many as a million infants' 
lives a year. 

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. 

R e c e n t l y, 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. W h a t -
ever the constraints, a societal willingness a n d
e f f o rt can minimize the inhibiting effects of 
these constraints and allow each country to
exploit the unprecedented global opportunity 
to meet its current challenges.
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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, eff e c -
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-o f-s c h o o l
programmes for youth and adults. Second, t h e
data predominantly include learning inputs,
sometimes outputs, but rarely indicators of 
the learning process. T h i rd, the data are highly
aggregated and do not always reflect the inter-
nal diversity of nations, systems, or even insti-
tutions. And f o u rth, 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

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
f o l l o w, 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-
c e p t s :

• The economic and demographic b a c k -
g round of the nation

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

• The actual e f f o rt 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)

• The social impacts of basic education ac-
tivities as measured by indicators of lit-
e r a c y, health, nutrition, fertility, and 
income equality.

There are no simple cause-a n d-e ffect 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
G N P 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 p o t e n t i a l l y
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-m i d d l e-income economies 
($481 to $2,000) and upper- m i d d l e-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 l).

(i) Background characteristics

A review of the background characteristics of 
the world's nations reveals a startling c o n v e r -
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 
t h i r t y-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 
n e e d s .

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- m i d d l e -
income countries where only fifteen of the 
t h i r t y-four nations report positive per capita 
G N P growth rates for 1980-87. Only seven of
these countries have reduced their annual 
population growth rates to below 2 percent

l Refer to Technical Notes for definitions and 
information on data sources, comparability and 
i n t e r p r e t a t i o n s .
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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 
p o p u l a t i o n .

In the upper- m i d d l e-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 d u r-
ing 1980-87. In these economies, population

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 are not just a 
phenomenon of the least developed econo-
mies, however. For the most prosperous 
nations, the major issue has been the 
continued m a rginalization 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 off s e t
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 d e c l i n e .
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 suff e r, although 
m a rginal 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 
p o p u l a t i o n s .

(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- m i d d l e -
income economies had a positive balance, 
whereas five of sixteen upper-m i d d l e-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 
1 9 8 3-87. 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. Tw e n t y-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- m i d d l e-income 
economies, only two of thirty reported debt
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service ratios of less than 10 percent, and thir-
teen exceeded 25 percent. For upper- m i d d l e -
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 
d e v e l o p m e n t .

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. T h e
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, 
h o w e v e r, 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 
s e c t o r s .
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(iii) Educational effort

Despite the general 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
e ffects of financial restraints. Between 1980 
and 1987, fourteen of the twenty-two low-

income countries reporting expenditure data
maintained or increased total education 
expenditure as a percentage of GNP. Fifteen 
of the twenty-four lower-m i d d l e-income coun-
tries and fourteen of the sixteen upper- m i d d l e -
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
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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 l a rge 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
l o w e r-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-m i d d l e-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 

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 
t w e n t y-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.
O b v i o u s l y, private resources in low- i n c o m e
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 A f r i c a .

Parallel efforts (by public, religious, and 
nongovernment organizations) to provide out-
o f-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 
e d u c a t i o n .

(iv) Educational effects

I d e a l l y, 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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learning attainment. The degree to which 
these indicators are adequate proxies for the
h o p e d-for effects of basic education activities
will vary among nations, systems, and 
i n s t i t u t i o n s .

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 
u n d e r- 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
M a d a g a s c a r, 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-
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ties, but they do support the contention that 
both societal willingness and effort must be
considered in evaluating the constraining 
e ffect 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 
d i fferential 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 w e l l-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
1 9 8 0-86, 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,
G u i n e a-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.
S i m i l a r l y, 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 
p l a c e s .

Educational patterns also differs among the
m i d d l e-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-p r i m a r y
education. Indicators related to these issues 
of access and definition may be derived, 
h o w e v e r, 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 par t i c i p a t i o n ,
equity for disadvantaged populations, and l e a r n -
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 eff e c t s .

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
s t u d y. 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-a n d-e ffect relationships again are
d i fficult to document, numerous studies have
demonstrated that basic education has direct
e ffects 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-m i d d l e-i n c o m e
countries, and Greece and Portugal lead all
h i g h e r-m i d d l e- 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
e x p e c t a n c y, 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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Table 4 Economic and Social Indicators
f o r Selected Countries

Note: Under Five Mortality Rate = Annual Number
of deaths of children under five years of age per 
1,000 live births.

Sources: UNESCO, Unicef and The World Bank.

and to justify the assertion that a f u rther margin 
of improvement is attainable with proper targ e t -
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 
o rganizations .

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 
t a rget 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; 
c o u n t r y- 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
o v e r, the ratio of adults enrolled relative to 
the population estimate, and the proportion 
of female enrolments. The range of years 
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
h i g h e r, 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 diff i c u l t .
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- o f-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, 
n u m e r a c y, 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 
a ffect 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 
p r o g r a m m e s .

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 Wo r l d
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-
e v e r, most statistics focus on organized pre-
school and child care programmes. Because 
of the difficulty in defining and identifying 
such educational programmes, the Unesco 
O ffice 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 aff l u e n t
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. Pro g ress and Pro s p e c t s

Since the 1948 Universal Declaration of 
Human Rights articulated the right of 
everyone to education, the nations of the 
world frequently have established specific 
t a rgets 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. T h e
Addis Ababa conference in 1961 affirmed the
goal of universal primary education in Africa 
by 1980.

I r o n i c a l l y, 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
1 9 8 0-87. 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
e ffectiveness of education (as measured in part
by learning achievement) and the efficient 
utilization of funds. The lower-m i d d l e-income 
c o u ntries have not been able to maintain their 
1 9 7 5-80 enrolment growth rates into the 
1980s, while the higher-m i d d l e-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
( s i x-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-o f-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
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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-m i d d l e-income coun-
tries, and 3.0 percent for the upper- m i d d l e -
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 gro w t h
patterns will not be sufficient to meet the basic
learning needs of all. Government, families, 
communities and nongovernment org a n i z a -
tions will all need to do more.

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
e ffectively 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
f a m i l y, community, and nongovernmental
resources, and increased eff i c i e n c y —even if all
a re achieved — will not provide suff i c i e n t
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.
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A. Shaping the Vi s i o n

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 
i n t e r e s t s .

“An expanded vision” commensurate with 
the extent of the basic learning needs of

children, youth, and adults can be conceived 
in terms of the following components:

• Universalizing access and promoting 
e q u i t y ;

• Focussing on learning;
• Broadening the means and scope of 

basic education;
• Enhancing the environment for 

l e a r n i n g ;
• 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 
l e a r n i n g .

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 
e l i m i n a t e d .

An active commitment must be made to 
removing other educational disparities.
Underserved groups should not suffer any

3 3

3

An Expanded Vision 
of Basic Education for A l l



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 suff i c i e n t
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
a d v a n t a g e d . 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 ef f o r t s
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.

( i i i ) B roadening 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 a r e
applied to all vehicles of primary education, it 
is possible to encourage such diversity in 
delivery without creating differential learning
e ffects. 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
m o t h e r-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-
o g y, family life, including fertility awareness, 
and other societal issues.

F i n a l l y, all available instruments and chan-
nels of information, communications, and 
social action could be used to help convey
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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 larg e l y
conditions their perceptions of cultural iden-
t i t y. 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
a c t i v i t y. 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-
n i t y. Positive preconditions, such as suppor-
tive parents, siblings, and peers, can raise the
e n t r y-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 part n e r s h i p s

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
o rganizational 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
n o n-governmental organizations, the private 
s e c t o r, 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 A l l
adopted at Jomtien, Thailand on 9 March 
1 9 9 0 . )

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
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meeting basic learning needs and will help 
orient and organize their eff o r t s .

B . R e q u i rements for Implementing the
Vi s i o n

(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. Wi t h -
out a primary health delivery system, access to
w a t e r, or availability of necessary foods, knowl-
edge and skill alone will be insuff i c i e n t .

S i m i l a r l y, 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 eff e c t i v e .

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, 
l a b o u r, employment and health policies will 
provide incentives for learners and enhance 
their contributions to societal development.
S i m i l a r l y, public policy should ensure a strong
intellectual and scientific environment for 

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 
k n o w l e d g e .

(ii) Mobilization of re s o u rc e s

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 or g a n i z a -
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 
s u fficient, however, to meet effectively the 
basic learning needs of all groups. Greater 
participation by nongovernmental or g a n i z a -
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 org a n i z a t i o n s ,
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. T h i s
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. A l l
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 
c o-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.
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A. Intro d u c t i o n

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
d i fficult 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 
e f f i c i e n c y.

The concept of relevance implies that the
results of basic education must be evaluated in

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 eff e c t i v e n e s s .

The quality of learning activities has tradi-
tionally been defined in terms of the inputs to 
a programme, institution, or system. Prefera-
b l y, 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-
m o n l y, 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
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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.

E fficiency 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 eff i c i e n c y. 
This point is important for all basic education.
Some programmes are inexpensive but 
i n e fficient 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 
p o p u l a t i o n s .

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

1 . early child development;
2. meeting the basic learning needs of 

children; and
3. meeting the basic learning needs of 

youth and adults.

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
l o n g-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 
g e n e r a t i o n .

The first response is p reventive; 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 of f e r. 
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
c a r e-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-
o v e r, 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 p re v e n t a t i v e
but also c o m p e n s a t o ry and re i n f o rcing. The pro-
vision of early childhood learning opportuni-
ties and of health and nutrition services can 
o ffset some of the damage to infants from 
inadequate preconditions for learning. In 
addition, health and nutrition services off e r e d
concurrently with basic learning programmes
reinforce the ability of individuals to benefit
from the basic learning provided. The Wo r l d
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
e ffective use of learning after leaving 
e d u c a t i o n .

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 Childre n

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-o f-s c h o o l
programmes that provide equivalent instruc-
tion. In the discussion of primary education 
that follows, most of the research cited has 
been on formal schooling. H o w e v e r, the policy
issues of relevance, quality, equity, and eff i-
ciency apply similarly to both school and non-
school settings for primary education. W h e r e
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. F i r s t ,
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. T h i rd, the 
accomplishments of primary education deter-
mine the demand for literacy activities and
knowledge and skill programmes for youth 
and adults. F o u rth, 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 re l e v a n c e

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 
c u r r i c u l u m .

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 eff e c t i v e l y. A
primary school that graduates pupils who do 
not have basic literacy, numeracy, and 
p r o b l e m-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,
n u m e r a c y, 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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e ffects. 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
e ffects. 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 
r e l e v a n c e .

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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e ffective 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 
d e v e l o p e d .

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 
f o r m a t i o n .

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
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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; 
h o w e v e r, 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.
U l t i m a t e l y, 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 dif f e r e n t
pace for different children, and it is inequi-
table because economically disadvantaged chil-
dren are more likely to be perceived as lacking 
a b i l i t y.

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

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 t e a c h e r
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 org a n i-
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-
i t y, 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 aff e c t e d
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 
d i fferences in learning achievement among 
l a rger 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-e ffective 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
t e a c h e r. 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-
e ffectiveness 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.
L o w-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-
i t y. 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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H o w e v e r, 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 a r e
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-
l a r l y, 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-
i t y. They represent the a v a i l a b i l i t y, but not the
use, of a resource. Per pupil expenditure indi-
cates only how much was spent, not the q u a l i t y
or effectiveness of the learning experience. Such
measures may indicate whether enough 
resources are available but not whether they 
are being used well. All 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 e f f o rts, even if they 
are questionable proxies for quality.

Improving quality by changing the i n s t ru c -
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 off i c i a l
school year (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- 1 0 0 0
hours a year that is common in developed
nations. Thus, less time is available for access 
to fewer re s o u rces, so the learning disadvantage
of pupils in the developing nations is 
c o m p o u n d e d .

D i fferences 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
e ffort? 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 a s s e s s i n g
school quality, they often are not considered a
means for i m p roving q u a l i t y. In the case of
school examinations, however, the psycho-

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
o fficial 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 
a u t o m a t i c a l l y, 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 org a n i z a t i o n a l
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. P o v e rty 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 
c o u n t r y, studies have revealed that poverty
a ffects 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 d i fferences 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- y e a r-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 
s u ffer from the negative attitudes of teachers
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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-
e v e r, 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 
o p p o r t u n i t i e s .

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 interg e n e r a-
tional transfer of knowledge, attitudes, and
b e h a v i o u r, raising their learning achievement 
to equal that of males will enhance the eff i-
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 

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 
d i fferences 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 re l i -
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 A s i a ,
h o w e v e r, suggests that differences can emerg e
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
e ffects 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 eff i c i e n c y.

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-
b e r. 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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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 
c o u n t r i e s .

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- s u fficiency in 
agriculture or other employment is least 
probable; and their religious and ethnic  ori-
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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 off s e t
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 of f -
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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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 d i fferent type of equity issue concerns
o u t-o f-school equivalents for primary 
schooling. If these "different but equal" pro-
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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 
o n e .

Once equity is established as part of the 
e fficiency goal, it is necessary to m e a s u re the
attainment of equity and to re w a rd it. Te a c h e r s
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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(iv) Enhancing efficiency

E fforts 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 eff i c i e n c y
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 
d i fficulty 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
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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. T h i s
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 org a n i z e
e ffectively 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 eff e c t i v e -
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
e fficiency of teachers and instructional 
m a t e r i a l s .

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 ineff i c i e n c y. Ideally, with adequate 
preconditions for learning and schools of 
appropriate quality, neither attrition nor repe-
tition should occur. In many nations, how-
e v e r, repetition and attrition result because
enrolments have increased so much that 
schools are unable to benefit all pupils. Simi-
l a r l y, 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 
p u p i l s .

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-e ffective, and often
promote lower self-esteem and an increased 

propensity to drop-out. Prevention of repeti-
tion through improved instruction and in- c l a s s
remediation is often less expensive than 
accepting it as an unavoidable part of the edu-
cation process.

The c o n t rol 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-
e v e r, 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
d e c i s i o n-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 eff i c i e n c y, 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 ef f i c i e n c y
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, eff i c i e n c y
reforms will be judged by what happens in a
nation's classrooms and by the individual 
pupil's success or frustration in learning. T h e
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 A d u l t s

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 dif f e r. However, there may 

be a significant overlap in the essential learning
tools. L i t e r a c y, oral expression, numeracy, and
p r o b l e m-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 
a c h i e v e m e n t .

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
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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 « v i c t i m s » 
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 
e m e rging world culture.

Basic learning content is appropriately 
viewed as an array of knowledge and skills 
o rganized 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-
t y. 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 

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
a d v o c a c y. 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, 
c r e a t i v i t y, 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. T h e
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, 
q u a l i t y, 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 
i n d i v i d u a l .

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
e ffective, 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,
c o m p u t e r, 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 re l e v a n c e

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 
c o s t - e ffective means of promoting a synerg i s t i c
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 learning 
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-

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
d i fficult to establish direct relationships 
between such learning programmes and their out-
comes. At times the most economical and reliable
measures of the external ef f e c t i v e
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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
e ff i c a c y, 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 very survival 
of our planet is rapidly becoming an issue of
public education through information 
d i s s e m i n a t i o n .

The continuing industrial and technological
revolution a ffects the basic knowledge and skill for-
mation of youth and adults by changing the nature
of its relevance. With the evolving structure and
o p e r a t i o n 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
a n o t h e r, and from one work environment to ano-
t h e r. 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, 
n u m e r a c y, and problem-solving tools — that, in
principle, should have been learned at 
school. Thus employers become trainers and 
educators as well.

P r e-employment training in specific 
vocational skills increasingly is recognized as
i n s u fficient 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 eff e c t i v e n e s s .

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 eff e c t i v e n e s s
with which this relevance is communicated 
to the potential learners.

The variation of age and experience a m o n g
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. Va r i e t y
and flexibility are necessary if programmes 
are to match the mix of learning capacities 
and needs of this population.

Learning inputs for these programmes
wi l l  focus  on  the  ins t ruc tor  and  on  learn ing
mater ia ls .  Learners  who are  a l ready l i terate ,
h o w e v e r, 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  l ikely to  be  a  more
impor tant  input  here  than  in  pr imary  educa-
tion, especially for mechanical and related
ski l ls  t ra in ing .  The media and publ ic
information systems can be expected to  play
even more significant roles in promoting
behavioura l  change  for  th i s  popula t ion  than
was the case in  pr imary educat ion.

Evaluations of programmes that use a
variety of pedagogical  techniques suggest
that the most effective curricula and mate-
rials are learner-centred,  participatory, and
re levant  to  loca l  needs  and aspi ra t ions .  T h e
programmes that achieve the most tend to
present their content in conformance with
accepted learning theory,  in  an enter ta ining
and interesting fashion, and in accordance
with the competencies  of  ins t ructors  and the
resources available for training. Materials
and  methods  for  teaching  l i t e racy  and  bas ic
knowledge and skills work best when they
appeal to all the stakeholders — learners,
instructors ,  famil ies,  communit ies ,  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.

E ffective teachers/instructors of literacy and
basic knowledge and skills share the char-
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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. A l s o ,
when primary education teachers  are  used in
programmes for youth and adults, they may
need special  t raining to sensi t ize them to the
d i fferent needs of older learners and how to
meet those needs. A reciprocal benefit can
occur in that working in the learner- c e n t r e d
orientat ion 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
c o n t r o v e r s y. 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 

the time- o n-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
e fficient 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
o ffer 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
r e s o u r c e s .

M e a s u res of the outcome and output o f
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
p a r t i c i p a n t s .

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. T h u s ,
monitoring of outputs and outcomes will have
to consider the post-learning supports pro-
vided to the learner.

In summary,  the quali ty of  basic learning
programmes for  youth  and  adul t s  i s  an  even
more  complex  i s sue  than  in  the  case  o f  p r i -
mary educat ion.  Usually,  adult  education
does  not  have the  benef i t  of  a  large supervi-
sory  sys tem or  a  long  t rad i t ion  to  d i rec t  the
focus on quali ty.  Although the management
and supervisory system of primary education
does not always perform ef f e c t i v e l y, the
f i rs t  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-
t ies  must  incorpora te  qual i ty  cons idera t ions
by developing bet ter  data  bases ,  appropr ia te
diagnostic and analytical  skil ls ,  and mana g e-
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:
p o v e r t y, gender, location, religious or ethnic
identification, and physical or mental disabil-
i t y. A special characteristic to be considered,
h o w e v e r, is age. Given the accumulation of
learning needs in the population over t ime, i t
may not be realist ic to expect every nation to
meet immediately even the basic knowledge
requirements of al l  of  i ts  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
e fforts; 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
i n c r e a s i n g .

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. A s
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 i n t e rg e n e r a t i o n a l
effects as care-givers,  their immediate ef f e c t s
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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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.
F o r t u n a t e l y, 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 ,  i f  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
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changed. To redress inequities will require ini-
tiatives to:

• Expand the number and size of 
programmes to provide more learning
o p p o r t u n i t i e s

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

• 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

E fficiency 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 lar g e r, 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-
p o n s i b i l i t y. 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 lar g e
numbers of people within a short time. T h e
i n s t i t u t i o n-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 emerg i n g .
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:

• Identify priority populations and learn-
ing needs

• Mobilize demand by potential 
p a r t i c i p a n t s
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• Promote effective local decision- m a k -
ing and management

• Broaden participation by diverse 
i n s t i t u t i o n s

• Utilize public information systems
• C o-ordinate basic learning with other 

societal activities
• 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 t a rget the motivated, a second is
to motivate those targeted. This m o b i l i z a t i o n
of demand will promote the efficient use of
resources as well  as the effective use of lear-
n i n g .

The third efficiency need is to p romote 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
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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,
f i n a n c i e r, and standard setter. Governments
also can create a policy environment that is
supportive of learning opportunities.  T h i s
environment might include tax incentives to
private sector firms and nongovernmental
o rganizations 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
e fforts.  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- o r d i-
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 communi t ies  are consul ted  and
allowed to determine their own priorit ies
and contribute to the design and financing of
learning and development  pro jec ts ,  they
begin to  see themselves  as  the  managers of
change. They develop a trust in their own
information,  insights ,  and leadership capabi-
l i t ies  that  makes  them bet ter  able  to  unders-
tand,  in tegra te ,  and sustain development
messages  and technologies  ( typica l ly
relayed by government extension services
and the media) .  Therefore,  decisions concer-
ning the eff ic ient  use of  resources should be
made at the local level whenever possible.
U l t i m a t e l y, it is the community that best
knows i ts  own needs and the environment  or
cul ture  in  which learning wil l  take place.

Decentralization is an administrative
means to encourage responsive basic learning
programmes throughout a nation. A g o v e r n-
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 eff i c i e n c y, 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
n e e d s .

The fourth efficiency need is to b ro a d e n
p a rticipation by diverse institutions. P u b l i c
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
d i v e r s i t y,  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 ef f i c i e n c y. The decentrali-
zation of decision making, discussed above,
can create an environment conducive to broa-
der participation.

Comparative advantage should be the
o rganizing principle for decision-making res-
p o n s i b i l i t y. Nongovernmental org a n i z a t i o n s ,
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 i t
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 at tuned
to the special appeal of a magazine, comic, or
poster which could be adapted to produce
entertaining and interesting basic learning
m a t e r i a l s .

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- o rd i n a t e
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 or g a-
nizations in roles they never performed before.
Training institutions are becoming pr o -
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ducers, while production enterprises are beco -
ming trainers.

A broad range and mix of work- r e l a t e d
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 insti tu-
tions, such as a Buddhist wat in Thailand, a
pesantran in Indonesia or Morocco, a local
l ibrary 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 ef f e c t i-
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 lar g e-scale, bureaucratic basic
education and more a facilitator and evaluator
of many small-scale, locally controlled basic
education services. The financial as well as

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 s u p
p o rt after basic learning takes place. For
investments in basic learning to be ef f i c i e n t
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 dif f e r-
ence is that there is no one preventive action,
no Cognitive inoculation" in the shape of
schooling, but rather a series of life- l o n g
Knowledge and skill boosters" that reinforce
the early lessons and provide new ones throu-
ghout adulthood. As consumers and producers,
youth and adults—whether il l i terate 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
c o-operation and assistance can help identify
these means and promote their application.
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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 marg i n a l i z a t i o n
of populations,  degradation of the
environment,  and rapid population
growth, seriously constrain human
development, including efforts to meet
basic learning needs throughout the
w o r l d .

• 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 authorit ies,  or g a n i z a t i o n s ,
groups and families involved in basic
e d u c a t i o n

• Available data indicate that countries
with similar socioeconomic conditions
may have very different levels of
educational attainment, due to diff e-
rences in policies and priorities af f e c-
ting education. This fact should encou-
rage each country to set courageous
t a rgets for meeting the basic learning
needs of its people and to develop a
feasible plan of action to reach those
t a rgets 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
ul t imate ly  on the act ions  taken within
individual countries.  Regional and interna-
tional cooperation and financial  assistance
can fac i l i ta te  improvement ,  but nat ional
governments  and their  domest ic  par tners
wil l  be  the  key forces  for  change.  Given the
divers i ty  of  s i tuat ions ,  capaci t ies  and socia l
goals  among countr ies ,  i t  i s  possible  here  to
indicate,  in general terms only, certain key
areas that merit priority attention in most
developing  and indus t r ia l ized  count r ies .
Each nation will,  of course,  determine for
i t se l f  what  speci f ic  ac t ions  may be  necessa-
ry within each area out l ined below.

(i) Assessing needs, planning action 
and defining targ e t s

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:

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

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

• the languages to be used in education; 
• means to promote the demand for, and

broadscale participation in, basic edu-
cation; 

• modalities to mobilize family and local
community support; 

• t a rgets and specific objectives; 
• the required capital and recurrent

resources, duly costed, as well as pos-
sible measures for cost effectiveness; 

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

• 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;

• institutional and administrative arrange-
ments needed;

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

• an implementation strategy and time-
t a b l e .

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
m a n n e r.

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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plines, from pedagogy to economics, can help
define meaningful and measurable targ e t s .
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 g e n -
eral principles should inform the process of
establishing intermediate targ e t s :

• 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- t e r m
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. A c c e s s ,
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 .

• 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.

• 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.

• 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 re a -
listic and courageous, because basic
learning needs can be met more ef f e c-
tively in the future within the expanded
v i s i o n .

Countries may wish to set their own tar g e t s
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) at tains or surpasses a
defined level of necessary learning
a c h i e v e m e n t ;

4. Reduction of the adult illiteracy rate
(the appropriate age group to be deter-
mined in each country) to, say, one- h a l f
its 1990 level by the year 2000, with
s u fficient 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
p r o d u c t i v i t y ;

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
proport ions of  part icipants  who are expected
to reach these levels  in specif ic  basic educa-
tion programmes.  T a rgets should be consis-
ten t  wi th  the  expanded  v is ion  of  basic  edu-
cat ion which focusses  on universal izat ion of
access and on learning acquisi t ion as joint
and inseparable concerns.  In a l l  cases ,  per-
formance targets should specify equity by
g e n d e r.

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. Ta rgets 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
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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. T h e r e f o r e ,
t a rgets 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
f o u r t e e n-y e a r-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 ef f o r t ,
and monitoring of progress. An example of
such a target  would be the proport ion 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-

tion of learners who smoke cigarettes, or who
practice family planning, or who become self-
e m p l o y e d .

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. Ta rg e t s
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.

( i i ) C reating a supportive policy enviro n m e n t

To be ful ly effect ive,  a  mult isectoral  plan of
action must  be supported by the overall  poli-
cy envi ronment ;  therefore ,  the pol ic ies
governing the sectors concerned may have to
be adjusted.  The purpose of  such adjustment
i s  to  ensure  tha t  the relevant aspects  of  a l l
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  ef f o r t s .

Because  basic  learning needs  are
intersectoral  in  nature ,  var ious  agencies  and
insti tut ions,  in  addi t ion  to  the off icial  edu-
cation authorit ies,  are actually involved in
meeting those and related needs. Probably
f e w, if any, governments have managed to
create a policy environment that takes this
complexity ful ly into account .  Sectoral  pol i-
c ies  should interact  to  promote  co- o p e r a t i o n
among a l l  the  concerned agencies  and ins t i -
tutions so that they can work together to
at ta in  in terre la ted pol icy goals ,  such as  bet -
ter health,  rural development,  employment
generat ion,  and basic  educat ion.

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,
e n e rg y, time) to basic education activities.
O fficial and voluntary channels can be
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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
authorit ies is essential  in creating and sustai-
ning a policy environment conducive to mee-
ting basic learning needs for all.

( i i i ) Designing policies to improve basic 
e d u c a t i o n

As discussed in Chapter 4, the relevance o f
basic education to actual learning needs is a
precondition of educational quality, equity and
e ff i c i e n c y. 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 instruct ional  and superviso-
ry personnel ,  the s trategy should provide for
improvements to pre-service training pro-
grammes and for incentives and opportuni-
t ies to upgrade knowledge and skil ls  through
inservice training;  it should also include
measures  to  upgrade  s ta tus  and  career  pros-
pects .  Where ins t ruc t iona l  mater ia ls  are
scarce,  the s t ra tegy should include measures
to supply sui table textbooks and other  learn-
ing mater ia ls  in  adequate  quant i t ies  through
out the country. Increasing the use of the
information media in educating the public
should also be prominently featured. T h e
s t ra tegy 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-
ta in  and,  where  necessary,  rehabi l i ta te  exis-
ting educational facil i t ies and equipment,
and to provide for phased expansion and
upgrading of the physica l  plant  to

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

Expanding access to basic education is an
e ffective way to improve e q u i t y, 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 e f f i c i e n c y,
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
e ff i c i e n t l y.

( i v ) I m p roving 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,
u p-t o-date data and other information.
H o w e v e r,  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
p r a c t i c e .

Operating an educational institution, pro-
gramme or system is a demanding job in any
c o u n t r y. A l a rge 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-

t o-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 informat ion and com-
munications technology can also improve
the management  of  basic  educat ion.  Further-
more,  the qual i ty  and de l ivery  of basic
educat ion can be enhanced through the judi-
cious use of ins t ruc t iona l  t echnologies .
Where  these  technologies  are  not  now wide-
ly used, their introduction will require the
select ion and/or  development  of sui table
technologies,  acquisi t ion of the necessary
equipment and operating systems, and the
recrui tment  or  t ra ining of  teachers ,  adminis-
trators and other educational personnel to
work with them. The def ini t ion of  a  sui table
technology var ies  by societa l  character is t ics
and wil l  change rapidly over  t ime as  establ i-
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 applicat ions relevant to basic edu-
cation and the rapid evolution of modern
t e c h n o l o g y,  each country wil l  have to  reexa-
mine periodically its current and potential
technologica l  capaci ty  in re la t ion  to its
needs and resources.

(v) Mobilizing information and communication 
c h a n n e l s

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 ef f e c-
t ively 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
m e d i a .

( v i )Building partnerships 
and mobilizing r e s o u rc e s

In planning basic education and creating a
support ive  pol icy environment ,  there  should
be  oppor tuni t ies  to  br ing  toge ther  the  seve-
ral actual or potential  partners involved in
meeting basic learning needs: e.g.,  family
and communi ty  organiza t ions ,  voluntary
assoc ia t ions ,  re l ig ious  bodies ,  teachers '
unions ,  other  p rofess iona l  groups ,
employers ,  the media ,  pol i t ica l  par t ies ,
c o-operat ives ,  universi t ies  and other  inst i tu-
tions, as well as education authorit ies and
other government departments and services
( l a b o u r, agr icu l ture ,  heal th ,  commerce ,
i n d u s t r y, defense ,  e tc . ) .  The human and
o rganiza t iona l  resources  these domest ic
partners represent  need to be ef f e c t i v e l y
mobilized to play their parts in implemen-
t ing  the  p lan  of  ac t ion .  P a r tnerships s h o u l d
be encouraged at  the community level  and at
intermediate  and nat ional  levels  to  faci l i ta te
consultat ion and co-operat ion.  They can also
help harmonize activit ies,  util ize resources
more ef f e c t i v e l y, and mobilize addit ional
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-
d o m s .

Community associations,  co- o p e r a t i v e s ,
religious bodies, and other non- g o v e r n m e n t a l
o rganizations also play important roles in sup-
porting and in providing basic education. T h e i r
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 or g a n i z a-
tions, multi lateral  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 and support
domestic resources.

Because present levels of r e s o u rces a l l o c a-
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 use them in more cost ef f e c -
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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 ef f e c t i v e
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
d r o p-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 attri t ion and repetit ion, 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  r isk in the early years of  schoo-
l ing 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 ef f i c i e n c y, 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
e ffect. Those who supply resources for these
activities are more willing to continue or
increase the supply if they believe the
resources will be used ef f i c i e n t l y. Thus, ef f i-
ciency in the use of current resources is a
strong argument when seeking additional
r e s o u r c e s .

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. Eff i c i e n c y
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
e ff i c i e n c y. All countries need to prioritize
public expenditure and enhance ef f i c i e n c y, but
this need will receive particular attention in
countries where resource utilization is a more
critical concern than the level of financial
e ffort. These nations already may provide
extensive opportunities for basic learning, but
the benefits and beneficiaries may still be
limited by existing inef f i c i e n c i e s .

Reallocating resources means shifting funds
within the education budget, as well as from
other government budgets, to support basic
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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
a rgument 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
l a rger pr o p o rt ion of  new r e s o u rces 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 diff icult  to ef f e c t
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 org a-
nize some basic education activities already. In
the short  term, i t  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 re s o u rces 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
k i n d s of nongovernmental or g a n i z a t i ons to sup-
port or to organize basic education activities.
Government can increase the effect of its own
investment in basic education by targeting 

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
a ffect 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. A s s i s t a n c e
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.

F i n a l l y, an often neglected but vital resour-
ce that needs to be mobilized is the i n d i v i d u a l
l e a r n e r. 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
t o g e t h e r, 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
( s u b-regional), among all countries in a major
g e o-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 facili tating 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 exper t i s e

Various regional mechanisms, both inter g o v-
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 consti tuencies,  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:

• Major Project in the Field of Education
in Latin America and the Caribbean;

• Regional Programme for the Eradication
of Illiteracy in A f r i c a ;

• A s i a-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
( A R A B U P E A L ) .

The industrialized countries should also con-
sider establishing appropriate mechanisms for
c o-operating on basic education, including
functional illiteracy.

In addition to the technical  and policy
consultat ions organized in connection with
these programmes,  other mechanisms could
be uti l ized for consultat ions on policy issues
concerning basic education,  as needs arise:
the regional  conferences of  ministers  of  edu-
cat ion organized by UNESCO and by several
regional  organiza t ions ,  and cer ta in
t r a n s- regional  conferences  organized by the
Commonweal th  Secre ta r ia t ,  CONFEMEN
(standing conference of  minis ters  of  educa-
t ion of f rancophone  count r ies ) ,  and the
O rganizat ion of  Economic  Co-opera t ion and
Development  (OECD),  the Is lamic
Educat iona l ,  Sc ient i f ic  and Cul tura l
O rganizat ion (ISESCO),  as  wel l  as  consul ta-
tions among funding agencies convened by
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the newly created Task Force of Donors to A f-
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
n e e d s .

( i i ) U n d e rtaking joint activities

There are numerous opportunit ies,  still  lar-
gely unexplo i ted ,  for fur ther  regional
c o-operation in developing national capaci-
t ies  to  more  e f fec t ive ly  meet  bas ic  learn ing
needs  for  a l l .  Joint  regional  projects  in  edu-
cat ion and re la ted f ie lds  have a l ready
demonstrated their usefulness to the parti-
cipating countries and inst i tut ions — i.e.,
when the projects  had enough sustained sup-
port  and poli t ical  commitment .  Four areas in
which such col laborat ion could be useful  are
outl ined below.

Training of key personnel is often more
c o s t e ffective 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 - e d u c a t o r s ,
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.
C u r r e n t l y, the dominant formula is ad hoc
i n-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 A f r i c a .
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The growing need for various specialists,
both in and outside the f ield 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 re s e a rc h
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-

9 2



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
n e e d s :

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

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

• 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);

• 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
c o u n t r i e s .

Other useful mechanisms for co-o p e r a t i o-
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 A c h i e v e m e n t
(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

d i fferent 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 c a r e f u l
review of existing materials would probably
reveal a wealth of good texts and illustrations
which, with proper editing and audio- v i s u a l
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
p r o g r a m m e s .

Distance education is another area in
which significant economies of scale could
be real ized,  part icular ly among countries
wi th  the  same language.  For  example ,  par t i -
c ipa t ing  count r ies  could  share  the  exper t i se
and development  costs  of  radio or  te levis ion
programmes, and broadcast  costs as well.
Satell i tes have been used successfully to
transmit educational programmes,  including
some for  rural  areas ,  but  the  cost  apparent ly
discourages individual developing countries.
H o w e v e r, as the number of communication
sa te l l i tes  grows and the cor responding
l a n d-based technologies  become simpler  and
more affordable,  countries can explore the
possibil i ty of joint education projects that
use satel l i te  t ransmission.

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
l o n g-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
o ff, 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 A s s i s t a n c e
Committee of the OECD (which together
account for approximately 75 percent of all
bilateral development assistance) reported a
net d e c rease in funding for education. T h e i r
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
e ffort  for  educat ion.  Their  public  expenditu-
re on education over the 1980-86 period
increased by 8.8 percent,  reaching an esti-
mated $ 103,347 mi l l ion  in 1986.  By
contrast ,  external  development  ass is tance
for  educat ion over  the period was equivalent
to only 4.2 percent of the domestic public
expenditures,  which by defini t ion do not
include the considerable domestic p r i v a t e
expenditures on  educa t ion .  In  some deve lo-
ping countries,  however, external funding
const i tu tes  a  s igni f icant  share  of  the  educa-
tion budget and is often the sole source of
capital  funds,  because recurrent  expendi-
tures  absorb al l  avai lable  domest ic  funds.

External funding for primary education is
not impressive in absolute or relative terms.
During the early 1980s, less than five per c e n t
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
l o w-income countries (despite their having
t w o-thirds of the world's population); another
57 percent went to the lower- m i d d l e-i n c o m e
countries (see Chart 8). Multilateral sources
(including loans from development banks)
accounted for 66 percent of the funds for pri-
mary education; nongovernmental or g a n i-
zations contributed an estimated five percent.
About 30 percent of external financial assis-
tance was used for improvements to buildings

and equipment ,  and another  30 percent  went
to  genera l  budgetary  suppor t ;  var ious  peda-
gogical costs accounted for only 12 to 18
p e r c e n t .

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
e ffective 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
G N P, 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
a l l .

( i i ) C o n c e rted 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 tar g e t s .
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External agencies and institutions that agree
to participate in this global endeavour should
be prepared to plan and provide long- t e r m
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
p o s t-primary levels to basic education. How-
e v e r, what is required is a substantial increase
in overall external assistance for education. A
l a rge 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
p r o c e s s .

b. Supporting national efforts and related
i n t e r-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. T h e
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
I o n g e r-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.

d . 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.

e. 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.

f. Supporting education programmes for
refugees. The programmes run by such
o rganizations as the United Nations
High Commission for Refugees
(UNHCR) and the United Nations
Relief and Works Agency for Palestine
( U N RWA) need more substantial and
reliable long-term financial support for
this recognized international responsi-
b i l i t y.  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.
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g. Supporting basic education program-
mes of all kinds in countries with high
rates of illiteracy (as in sub- S a h a r a n
Africa) and with large ill i terate
populations (as in South A s i a ) .
Substantial assistance will be needed
to reduce significantly the world's
l a rge 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 A l l
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- o rdination of  external aid to edu -
cation is too often neglected, but greater
c o-operation among external and domestic
partners would be mutually beneficial.
N o r m a l l y, 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-o p e r a t i o n
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 Wo r l d
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

c o-operation in the field of education. For
example, there are working groups for educa-
tional development activit ies in A f r i c a ,
mobilization of resources to help countries
prepare educational development strategies,
improvement of education statistics,  and
school examinations and certification proce-
d u r e s .

(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 capabili t ies will be in much
demand to support quality improvements in
primary education and to introduce innovative
o u t -o f -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 org a n i z e
joint research, training and information
e x c h a n g e s .

(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
Ye a r,  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
O rganization for Economic Co-operation and
Development, could also deal with general
policy issues concerning assistance to educa-
tion and training in developing countries.

F i n a l l y, the process leading to the Wo r l d
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 Wo r l d
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 ) C o-operation within the international 
c o n t e x t

Virtually all improvements in international
relations and trade, as discussed earlier, will
facili tate 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-
s i o n :

There will never be a better time to renew
commitment to the inevitable and longterm eff o r t
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.
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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
B u r k i n a Faso 11
Burundi 14 
Cameroon 60
Canada 11 4
C e n t r a lA f r i c a nR e p u b l i c 25
Chad 3
Chile                                       67
China                                      18
Colombia 6 6
Congo, People's

Republic of the 57 Costa
Rica 71 
C ô t e d'Ivoire 52 
Cuba 124
Czechoslovakia 125
Denmark 113 
D o m i n i c a n Republic 51
Ecuador 62 
E g y p t , A r a b R e p u b l i c of 49
E l Salvador 56 

Ethiopia 1
Finland 111
France 109
Gabon 86
German

D e m o c r a t i c Republic 126
Germany,

F e d e r a l R e p u b l i c of 11 0
Ghana   32
Greece   89
Guatemala   59 
Guinea   40  
Haiti   29
Honduras   53
H o n g Kong   102
Hungary   80
India   21
Indonesia   36 
I r a n ,I s l a m i cR e p u b l i co f 93
Iraq   94 
Ireland   97 
Israel   99 
Italy   103 
Jamaica   58 
Japan   116 
Jordan    70
K a m p u c h e a ,D e m o c r a t ic   41 
Kenya   26
Korea, Democratic 

P e o p l e ' sR e p u b l i co f 1 2 7
K o r e a , R e p u b l i c of   85
Kuwait   112 
Lao, People's 

D e m o c r a t i c R e p u b l i c 8
Lebanon 77

Lesotho   30
Liberia   37
Libya   91
Madagascar   12
Malawi   6
Malaysia   73
Mali   13
Mauritania   35
Mauritius   69
Mexico   74
Mongolia   128
Morocco   48
Mozambique   9
Myanmar   39
Nepal   7
Netherlands   107
N e w Zealand   100
Nicaragua   54
Niger   16
Nigeria   31
Norway   11 8
Oman   92
Pakistan   28
Panama   81
P a p u a N e w Guinea   50
Paraguay   61
Peru   68
Philippines   46
Poland   76
Portugal   87
Romania   95
Rwanda   22
S a u d i Arabia   98
Senegal   43
S i e r r a Leone   23

Singapore   101
Somalia   19
S o u t h Africa   75
Spain   96
S r i Lanka   33
Sudan   27
Sweden   11 5
Switzerland   120
Syrian Arab Republic   72
Tanzania   10
Thailand   55
Togo   20
Tr i n i d a d & Tobago   90
Tunisia   64
Turkey   65
Uganda   17
Union of Soviet 

Socialist Republics   129
U n i t e d A r a b Emirates 11 7
U n i t e d Kingdom   104
U n i t e d States    119 
Uruguay   79
Venezuela   88
Vi e t Nam   42
Yemen Arab Republic   47
Yemen, People's 

D e m o c r a t i c Republic   34
Yugoslavia   83
Zaire   4
Zambia   15
Zimbabwe   45
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Table 1: Background National Characteristics
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Table 1 (continued): Background National Characteristics
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Table 1 (continued): Background National Characteristics
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Table 1 (continued): Background National Characteristics
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Table 2 : Indicators of Financial Capacity
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Table 2 (continued): Indicators of Financial Capacity
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Table 2 (continued): Indicators of Financial Capacity
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Table 2 (continued): Indicators of Financial Capacity
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Table 3 : Indicators of Educational Effort
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Table 3 (continued): Indicators of Educational Effort
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Table 3 (continued): Indicators of Educational Effort



1 2 1



1 2 2

Table 3 (continued): Indicators of Educational Effort
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Table 4 : Indicators of Educational Process and Results
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Table 4 (continued): Indicators of Educational Process and Results
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Table 4 (continued): Indicators of Educational Process and Results
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Table 4 (continued): Indicators of Educational Process and Results
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Table 5 : Indicators Of Social Effects
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Table 5 (continued): Indicators Of Social Effects
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Table 5 (continued): Indicators Of Social Effects
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Table 5 (continued): Indicators Of Social Effects
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Table 6: Participation in Adult Education
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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 Wo r l d
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 reliabili ty 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
i n t e r-country comparisons. Differences in
amounts should be considered as more directional
(indicating relative position) then definitive
(indicating the absolute size of the dif f e r e n c e ) .
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

C o l u m n ( 1 ) : Gross National Product (GNP)
per capita, 1987 (US$).

S o u r c e : World Development Report 1989.
Notes: G N P 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.

To derive GNP per capita,
World Bank estimates of GNP
(see World Development Report 
for detail on statistical proce-
dures used in developing comparable 
G N P estimates among countries)
are divided by population. T h e
population estimates themselves

are mid-1987 values from the 
Population Division of the United 
Nations supplemented, where nec-
e s s a r y, 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 
o r i g i n .

Column (2): G N P per capita, Average Annual 
Growth Rate % (1965-80).

Source: World Development Report 1988.
Note: 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 p e r
c a p i t a .

Column (3): G N P per capita, Average Annual 
Growth Rate % (1980-87).

Source: World Bank, August, 1989.
Note: Some growth rates are for a period

other than 1980-87: Bhutan (1981-87),
Islamic Republic of Iran (1980-8 5 ) ,
Romania (198084), and Saudi Arabia
(1980-86).

Column (4): Average Inflation Rate (%), 
1980-87.

Source: World Development Report 1989.
Note: 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.
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Column (5): Population, mid-1987 (in mil-
l i o n s ) .

Source: World Development Report 1989,
based on data from the Popula-
tion Division of the United
N a t i o n s

Notes: See discussion for Column (1).

C o l u m n ( 6 ) : Area (Thousand of Square
K i l o m e t e r s ) .

S o u r c e : World Development Report 1989,
based on data from the Food and
Agricultural Org a n i z a t i o n .

C o l u m n ( 7 ) : Population density (per square
k i l o m e t e r ) .

Source: Column (5) divided by  Column
( 6 ) .

Notes: 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.

Column (8): Population, Average A n n u a l
Growth Rate, 1980- 8 7 .

Source: World Development Report 1989.
Notes: Average growth rates are calcu-

lated from mid-year population
e s t i m a t e s .

Column (9): Percent Population Urbanized,
1 9 8 7

Source: The State of the World's Childre n
1989, based on data from the
population division of the United
N a t i o n s .

N o t e s : 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

Column (10): Percent of Population Wi t h
Access to Drinking Wa t e r,
1 9 8 0-87, Total and Rural.

Source: The State of the World's Childre n
1989, based on data from the
World Health Or g a n i z a t i o n .

Notes: Access to drinking water is de-
fined in terms of the local
availability of safe water from

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.

Column (11 ) : Percent of Population Wi t h
Access to Health Services, 1980-
87, Total and Rural.

Source: The State of the World's Childre n
1989, based on data from the
World Health Or g a n i z a t i o n .

Note: 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.

C o l u m n ( 1 2 ) : Radios and Televisions, per
thousand of population, 1985.

Source: The State of the World's Childre n
1989, based on data from 
U N E S C O

TABLE 2: INDICATORS OF F I N A N C I A L
C A PA C I T Y

Column (1): General Government Consump-
tion as Percent of GDP, 1965 and
1 9 8 7 .

Source: World Development Report 1989.
Note: 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.

Column (2): Agriculture as Percent of GDP,
1965 and 1987.

Source: World Development Report 1989.
Notes: "Agriculture" covers forestry,

hunting, and fishing as well as
farming. In developing countries
subsistence agriculture may not
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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. 

Column (3): Primary Commodities as Percent
of Merchandise Exports, 1965
a n d 1 9 8 7 .

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

Note: 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.

Column (4): Current Account Balance (Mil-
lions of Dollars, U.S.), 1987.

S o u r c e : World Development Report 1989.
Notes: 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 of f i c i a l
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.

Column (5): Total Debt Service as Percent of
Exports of Goods and Services,
1 9 8 7 .

S o u r c e : World Development Report 1989.
Notes: Debt Service is the sum of actual

repayments of principal and 

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 i t  is  one of the conven-
tional measures used to assess
the ability of a country to
Service" its debt.

Column (6): O fficial Development A s s i s t a n c e
per capita, (US), 1987.

S o u r c e : World Development Report 1989.
Notes: 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.

Column (7): O fficial Development A s s i s t a n c e
as Percent of GNP, 1987.

S o u r c e : World Development Report 1989.

TABLE 3: I N D I C ATORS OF
E D U C AT I O N A L E F F O RT

C o l u m n s
(1)&(2): Total Education Expenditures as

Percent of GNP, 1980 and 1987.
S o u r c e : UNESCO Office of Statistics.
Notes: Refers to government capital and

current expenditures for educa-
tion sector as defined by national
a u t h o r i t y.  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.

C o l u m n s
( 3 ) & ( 4 ) : Total Education as Percent of

Government Expenditure, 1980
and 1987.

S o u r c e : UNESCO Office of Statistics.
Notes: Education expenditure defined as

above; total government
expenditure also includes capital
and recurrent costs.
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C o l u m n s
( 5 ) & ( 6 ) : Primary Recurrent Expenditures

as Percent of Total Education
Recurrent Expenditures 1980 and
1 9 8 7 .

S o u r c e : UNESCO Office of Statistics.
Notes: See Table 4 for the duration of

primary education for each coun-
t r y. In some countries, a relative-
ly important amount of expendi-
ture, mainly for administration,
cannot be allocated to specific
levels of education.

C o l u m n s
( 7 ) & ( 8 ) : Primary Per Pupil Education

Expenditures, 1980 and 1987, in
current US dollars.

S o u r c e : UNESCO Office of Statistics.
Notes: Per pupil calculation varies

among countries depending on
time in school year for which
enrolments are defined.
N o r m a l l y, because of attrition,
the later in the school year, the
lower the enrolment level, and,
thus, the higher the per pupil
expenditure level.

C o l u m n s
( 9 ) & ( 1 0 ) :Proportion of Primary School

Pupils in Private Schools, 1980
and 1985

S o u r c e : UNESCO Office of Statistics.
Notes: Private schools are those not

managed by or within the
government sector and may
include religious insti tutions,
secular not- f o r -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.

C o l u m n s
(11)&(12): Average Annual Growth Rates in

Total Primary Enrolments,
1 9 7 5-80 and 1980-8 7 .

S o u r c e : UNESCO Office of Statistics.
Notes: Average annual increase in

e n r o l m e n t .

C o l u m n s
(13)&(14): S t u d e n t -Teacher Ratios, Primary

Schools, 1980 and around 1987.
S o u r c e : UNESCO Office of Statistics.
Notes: 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.

TABLE 4: I N D I C ATORS OF
E D U C AT I O N A L P R O C E S S
AND RESULT S

Column (1): Duration of Primary Education
in Ye a r s .

S o u r c e : UNESCO Office of Statistics.
Notes: The duration of primary school-

ing as defined by national autho-
r i t y.

C o l u m n s
( 2 ) & ( 3 ) : Gross Enrolment Ratio (around

1987), Male and Female
S o u r c e : UNESCO Office of Statistics.
Notes: 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-a g e
enrollees, there may still be a
capacity issue in terms of the d i s -
tribution of school capacity by
l o c a t i o n .

C o l u m n s
( 4 ) & ( 5 ) : Net Enrolment Ratio (around

1987), Male and Female.
S o u r c e : UNESCO Office of Statistics.
Notes: 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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C o l u m n s
( 6 ) ( 7 ) & ( 8 ) : Female Enrolment (1985)as a

Percent of Total Primary
Enrolment, of Grade 1 Enrolment,
and Last Grade of Primary School
E n r o l m e n t

S o u r c e : UNESCO Office of Statistics.
Note: 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:

Column (9): Percentage of cohort starting pri-
mary school around 1985 reaching
the final grade.

Source: UNESCO Office of Statistics.
Notes: The percentage of a cohort of

students entering primary school
who reach the final grade. T h e
number of grades is given in
Column (1).

C o l u m n s
(10)&(11): Secondary School Gross

Enrolment Ratios, Male and
Female(around 1987).

Source: UNESCO Office of Statistics.
N o t e s : 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.

TABLE 5: I N D I C ATORS OF S O C I A L
E F F E C T S

C o l u m n s
(1)&(2): Adult Literacy Rate (1985), Male

and Female.
Source: Compendium of Statistics on illi-

t e r a c y, UNESCO Office of Statis-
tics (1988).

Notes: Literacy rate equals the percentage
of persons aged 15 and over who
can read and write. T h e
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): Under 5 Mortality Rate, 1987.
Source: The State of the World's Childre n

1989, based on data from the
Population Division and the Statis-
tical Office of the United Nations.

Notes: U n d e r-five mortality rate equals
the annual number of deaths of
children under the age of 5 per
1,000 live births.

Column (4): Life Expectancy at Birth, 1987.
Source: The State of the World's Childre n

1989, based on data from the
United Nations Population
D i v i s i o n .

Note: 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.

Column (5): Calorie Supply as Percent of
Nutrition Requirements, 1985.

Source: The State  of the Wo r l d ' s
C h i l d ren 1989, based on data
from the Food and A g r i c u l t u r e
O rg a n i z a t i o n .

Note: This indicator is calculated by
comparing the estimated daily
per capita calorie supply with the
established nutritional require-
m e n t s .

Column (6): Total Fertility Rate, 1987.
S o u r c e : The State of the World's Childre n

1989, based on data from United
Nations Population Division.

Notes: Total fertil i ty rate equals the
number of children that would be
born per woman, if  each woman
were to live to the end of their
c h i l d-bearing years and bear
children at each age in accordan-
ce with prevailing age- s p e c i f i c
fertility rates.

C o l u m n s
(7)&(8): Percentage Share of Household

Income (1975-8 6 ) , L o w e s t
40% and Highest 20%.
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S o u r c e : The State of the World's Childre n
1989, based on data from the
World Bank.

Notes: 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.

TABLE 6: PA RT I C I PATION IN A D U LT
E D U C AT I O N

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): Ye a r.
Notes: " Year" represent the latest year for

which data are available.

Column (2): Adult Education Enrolment.
Notes: 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-

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

Column (3): Population, 15 and Over (in thou-
s a n d s ) .

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

Column (4): Number of Adult Education Stu-
dents per 1,000 Population, 15 and
O v e r.

Notes: This indicator is calculated by
dividing Column 2 by Column 3
and rounding to the nearest whole
n u m b e r.

Column (5): Women as Proportion of To t a l
E n r o l m e n t .

Note: 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
a c t i v i t i e s ) .
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I n t ro d u c t i o n

As noted in Chapter 5, the mobilization of a
commitment to provide Education for A l l
( E FA) must be based on an abili ty 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
C h i l d ren: 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
p r e s e n t a t i o n .

Policy A l t e r n a t i v e s

Six major areas of policy reform exist to assist
in improving the financial capacity of nations
to support EFA .

1 . Unit cost reductions in present system
2. Cycle cost reductions in present system
3. Capital cost reductions in present 

s y s t e m
4. Restructuring of educational delivery
5. Redistribution of existing expenditures
6. Developing alternative modes of 

f i n a n c e
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 s ize increases or  of  mult iple
shifting of teachers.

Cycle cost reductions refer to more eff e c t i v e
use of student time through reduced attrition
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and the elimination of unproductive repeti-
t i o n .

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.

R e s t ructuring of educational delivery
includes the alternatives of: (1) changing the
length of the education cycle, (2) changing the
age of entry, (3) introducing or g a n i z a t i o n a l
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
o p p o s i t i o n .

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. T h e
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 expenditur e s
may take five major forms (examples given are
indicative only):

1. Between sectors — from military/
security and debt repayment to educa-
t i o n .

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
g e n e r a l .

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

n o n-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 t h a t
deserve consideration are:

1. Private schools
2. User charg e s
3. Loans and scholarships
4. Expanded tax collection
5. 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-
p o r t

Each of these alternatives must be judged in
terms of the same criteria of revenue ef f i c i e n-
cy and equity by which all revenue schemes
are evaluated.

Reforming Policy .

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

• reduced repetition
• double shift teaching
• increased class sizes 
• replacement of boarding with day

s c h o o l s
• shift some capital and recurrent cost

to communities
• develop new taxes and cost recovery

methods for financing tertiary educa-
t i o n

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 eff i c i e n c y
alternatives must be considered within the 
definition of an acceptable quality of EFA .
Second, cost reductions are not identical to
increased eff i c i e n c y. 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
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can anticipate that, because of the location and
m a rginalization 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
e fficiency and broadening the economic base

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 al l  t ry to at tain their
E FA t a rg e t s .
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