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GLOSSARY 

Dependency Ratio 
(ages 0–14) 

The population of the age group 0–14, expressed as 
a percentage of that country’s working age 
population (age group 15–64). 

Gender-related 
Development 
Index (GDI) 

One simple composite index to measure gender 
inequality in human development. 

Gender 
Empowerment 
Measure (GEM) 

A composite measurement reflecting the relative 
empowerment of women and men in the political and 
economic spheres of activity. 

Gini Coefficient The extent to which the distribution of income (or, in 
some cases, consumption expenditure) among 
individuals or households within an economy 
deviates from a perfectly equal distribution. 

Gross Enrollment 
Rate (GER) 

Total enrollment of a level of education, regardless of 
age, expressed as a percentage of the age group 
corresponding to the national regulations for that 
level of education. 

Human 
Development  
Index (HDI) 

One simple composite index to measure average 
achievements in basic human development 
capabilities using three indicators: life expectancy, 
education attainment, and income. 

Human Poverty 
Index (HPI) 

An index to measure deprivations in three indicators 
of human life: life expectancy, education attainment, 
and income. 

Newly 
Industrialized 
Economies (NIEs) 

Also referred to as the “Four Tigers” or “Four Little 
Dragons”, the NIEs comprise Hong Kong, China; 
Republic of Korea; Singapore; and Taipei,China.  

Purchasing Power 
Parity (PPP) 

An adjustment for exchange rate distortions and 
substantial differences in the relative prices of 
nontraded goods across economies, such that $1 in 
PPP terms has roughly the same purchasing power 
with respect to a representative consumption bundle 
(including traded and nontraded goods) for all 
countries. 

 



 

 

 

FOREWORD 

overty reduction is the overarching goal of the Asian 
Development Bank (ADB). Human development, an essential 
aspect of this goal, is one of ADB’s principal strategic objectives. 

ADB recognizes that economic and social development ultimately 
depends on the availability of a healthy, nourished, and well-educated 
population. The benefits of education to the individual and to society are 
well documented. People with a basic education are more productive 
and more receptive to the introduction of new methods and 
technologies. Educated people are more likely to use modern medical 
care and to lead healthier lives. Women with basic education have fewer 
children, and their children have a reduced mortality rate. Educated 
people are more likely to actively participate in civic activities. 
Countries that have achieved high levels of economic growth in recent 
decades have done so in part because they invested substantially in 
education. 

Differences in country groupings notwithstanding, figures from the 
United Nations Educational, Scientific and Cultural Organization 
(1998a) indicate that general literacy rates rose from 35.6 percent to 
50.5 percent in Southern Asia between 1975 and 1995, while increasing 
from 62.8 percent to 83.4 percent in Eastern Asia and Oceania, where 
literacy gains have been most impressive for females. Many economies 
in East Asia1 have achieved universal primary education and are now 
expanding their compulsory basic education cycles to include three 
years of junior secondary schooling. Despite such enormous progress, 
however, many challenges remain. The primary education retention rate 
remains low in many countries; frequently, no more than two thirds of 
children who enroll in Grade 1 finish primary school. The quality of 
education is often low since both textbooks and properly trained 
teachers are in short supply. The provision of primary and secondary 
education in some countries is both inefficient and inequitable, requiring 
efforts to improve overall management and to allocate resources toward 
populations or subsectors in greatest need. Improving the quality and 
efficiency of higher and technical education is also a major challenge, as 
the demand for more highly skilled workers becomes greater.  
                                                           
1 Includes Southeast Asia unless otherwise specified. 

P 
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ADB has funded nearly 100 education projects totaling about 
$4 billion since lending to the education sector began in 1970. More 
than 60 percent of this lending has been made since 1990, reflecting 
ADB’s greater emphasis on human development. Also since 1990, 
around 40 percent of ADB’s lending for education has been for basic 
education, in recognition of the importance of basic education as the 
foundation for development. ADB’s resources are increasingly being 
used to support capacity building, enhance efficiency, analyze policy, 
and improve quality, instead of being concentrated on the provision of 
buildings and equipment. 

To ensure that its lending to education is based on a sound policy 
framework that reflects the needs of the region and its own strategic 
priorities, ADB is finalizing a comprehensive education sector policy 
paper. As a first step in preparing that policy, ADB financed a major 
study of education trends, issues, and policies in the region, conducted 
by the Academy for Educational Development, Washington, DC. The 
study involved three basic inputs: (i) preparation of technical working 
papers on education policy, equity and access, finance, quality, and 
management and efficiency;2 (ii) preparation of detailed country sector 
case studies of the status, issues, and policies of education in eight 
representative developing member countries (DMCs) of ADB;3 and 
(iii) a regional seminar attended by officials of the case study countries, 
the team of experts provided by the Academy for Educational 
Development, and representatives of international agencies, held on 16–
17 September 1999, in Manila. 

These three inputs led to the integrated regional study contained in 
this volume. The study assesses the status of education in the region, 
identifies major trends and issues, and examines policies and practices 
that have successfully promoted equity and access, strengthened 
management and efficiency, improved quality, and enhanced the 
education resource base. It begins with an examination of demographic 
and economic trends that affect education, and then analyzes the 
relationship between education and economic and social development. 
After carefully reviewing the main general issues in education 
development and illustrating these with examples from the case studies 

                                                           
2  Adams 1998; Bray 1998; Chapman 1998; Chapman and Adams 1998; Lee 1998 (to be 

rereleased in ADB’s series Education in Developing Asia). 
3 People’s Republic of China (NCEDR 1997); Indonesia (OECRD 1997); Kyrgyz Republic 

(RIHEP 1997); Nepal (RCEID 1997); Pakistan (PIDE 1997); Papua New Guinea (INA 1997); 
Philippines (DAP 1997); Viet Nam (NIED 1997).  
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and elsewhere, the study looks at some persistent issues and trends by 
subsector. Finally, it examines policies and strategies that could be used 
to address some prevalent challenges facing education provision in 
DMCs.  

The study provides a thoughtful and analytical overview of the 
status of education in the Asian and Pacific region. It provides the 
backdrop to ADB’s education sector policy paper that articulates the 
policies, priorities, and strategies that ADB intends to emphasize in its 
continued support for education development in the early years of the 
new century. 

 
 
 
 
 

Nihal Amerasinghe 
Director 
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Department (East) 

Akira Seki 
Director 
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Department (West) 
  

 



 

 

EXECUTIVE SUMMARY 

he social and economic development of nations is fundamentally 
an education process in which people learn to create new 
institutions, use new technologies, cope with their environment, 

and alter their patterns of behavior. Education and schooling improve 
the capabilities of individuals and the capacity of institutions, and 
become a catalyst for all the closely interrelated economic, social, 
cultural, and demographic changes that are defined as national 
development. However, if opportunities for schooling are unevenly 
distributed across population segments through inequitable selection 
practices, the formal education system may perpetuate and legitimize 
divisions based on gender, status, wealth, or socioeconomic role. 
Nonetheless, as a whole, education (including nonformal education as 
well as formal schooling) is a process of providing enlightenment and 
skills, as demonstrated by the profound influences of education on 
individual aspirations and achievements. In short, while equity in access 
to schooling remains an important challenge in many developing 
member countries (DMCs) of the Asian Development Bank (ADB), 
education is clearly a powerful instrument of social policy, which has 
substantially promoted society’s objectives. 

This study examines the trends and potential problems in education 
among DMCs. Of foremost importance are the changes taking place in 
education quality, equity and access, finance, and management, as well 
as their implications for policy, strategy, and external assistance.  

Regional Social, Demographic, Economic, and 
Education Changes  

In some cases, social, demographic, and economic changes among 
DMCs are perpetuating intraregional diversity; in others, they are 
contributing to commonality in issues and policies. Social changes have 
affected family size, family roles, intergenerational relations, and raised 
people’s consciousness of gender inequities. Alongside other 
demographic shifts, Asia is experiencing a dramatic decline in mortality 
and fertility rates. At the same time, there have been clear intraregional 

T
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distinctions in demographic shifts, which in turn have yielded disparities 
in economic performance. At least until Asia’s recent financial crisis 
and the economic downturns in some transition economies in the region, 
Asia has outpaced all other regions in terms of economic growth. 
However, within the region, it appears that the differences in 
demographic patterns have generally contributed to more rapid 
development in East Asia vis-à-vis South Asia. In addition to gaps 
between DMCs’ growth rates, key distinctions remain in the incidence 
of poverty and in patterns of employment by sector. For example, 
traditional non-mechanized agriculture still dominates some economies, 
while technology- and knowledge-intensive industries are rapidly 
expanding in others. Finally, variations in demographic transitions 
within Asia as a whole have also had important consequences in terms 
of society’s development, including progress in education.  

DMCs in East Asia well exceed world averages on many 
development indicators, including life expectancy, per capita gross 
domestic product or gross national product (GDP or GNP), and literacy. 
Other DMCs, particularly those in South Asia, such as Afghanistan, 
Bhutan, India, Nepal, and Pakistan, have not fared so well. Haq (1997) 
refers to South Asia as “the poorest region, the most illiterate, the most 
malnourished region, the least gender sensitive region, the region with 
highest human deprivation, and the most militarized region in the 
world”. However, predicted downturns in South Asian population 
growth rates and youth dependency ratios, if realized, may help improve 
conditions in the subregion during the next few decades. In particular, 
these should allow for increased investment in education, at least per 
school-age child, if not also in aggregate terms. 

Regional gross enrollment rates continue to grow at all education 
levels.4 For primary education, the mean gross enrollment rate (GER) 
among the DMCs was 101 percent in 1995, suggesting that, in many 
DMCs, primary education is nearly universal.5 However, despite 
                                                           
4 Following efforts to improve and revise the International Standard Classification of Education 

(ISCED), UNESCO adopted the use of “primary”, “secondary”, and “tertiary” education, in 
place of the labels “first-level”, “second-level”, and “third-level” used in previous publications, 
even where prior ISCED definitions continued to be applied (see UNESCO 1998b). Herein, 
despite variations in terminology by country and data source, the terms primary, secondary, and 
tertiary are used synonymously with first-level, second-level, and third-level, respectively. See 
also Appendix 2. 

5  Calculation for 1995, based on UNESCO data in Table 1.6. GER is defined as the total 
enrollment in a given level of schooling, regardless of pupils’ age, divided by the population of 
the age group that officially corresponds to that level of education, and thus can exceed 
100 percent. 
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significant overall enrollment growth, a large number of poor children, 
especially girls, remain in the school-age cohort not enrolled in school. 
Regional trends also obscure large intraregional differences in 
secondary school enrollments. For example, only 32 percent of boys and 
just 11 percent of girls in Afghanistan are enrolled at this level, 
compared to GERs of 101 percent for both boys and girls in the 
Republic of Korea. By 2010, approximately one third of DMCs are 
projected to have GERs of more than 50 percent for secondary 
education. Tertiary education is projected to be the fastest-growing level 
through 2010, but is expected to continue to exhibit the greatest gender 
gap in enrollments.  

Over the past few years, DMC governments have increased 
education expenditure as a share of current government expenditure, 
with a slight increase in capital education expenditure as a percentage of 
total education expenditure. Public expenditure on education as a share 
of GNP across DMCs ranges from less than 2 percent to approximately 
8 percent. Like all education indicators, expenditure figures tell, at best, 
an incomplete story. Many types of financial support for schools and 
other education programs are not included within typically reported 
expenditure figures. Also, and more subtly, there is room to maneuver 
within the same amount of available fiscal resources: talented 
administrators, imaginative teachers, and enthusiastic parents can obtain 
additional returns on a given level of resources. 

Emerging Changes in Education Governance, 
Policies, and Strategies 

Major changes, often encouraged by international agencies, are taking 
place in education governance among most DMCs. To varying degrees, 
at different speeds, and following a range of paths, education 
responsibilities are being devolved alongside, in some cases, decision-
making authority. The expectations are that decentralization and 
localization of education services will relieve some of the burden on 
central bureaucracies. Among the key potential benefits are an increased 
resource base and higher levels of participation by parents, the 
community, and sometimes the private sector in the education system, 
resulting in greater effectiveness and efficiency. Moreover, allowing 
parents and community members direct involvement in decisions 
affecting education is likely to ensure the overall relevance of the 
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education content. This general trend may have profound effects on 
many facets of the education system, e.g., the actors involved in 
education decisions; strategies for change; opportunities for localizing 
curricula; operational meaning given to such concepts as quality, 
efficiency, and relevance in education; and how education services are 
financed. Decentralization may have an equally profound effect on the 
direction and content of the roles of international agencies. 

Effective education systems have at least five characteristics: sound 
education governance and management, high-quality schools and 
training programs, continuing attention to equity, availability of 
multiple sources of finance, and well-developed descriptive statistics 
and indicators. The following is a brief summary of these characteristics 
with associated policies and strategies that can help achieve them. 

A. Education Governance and Management 

Policy 1: Strengthening Institutional Infrastructure in 
the Center  

The challenge to DMCs may be broadly defined as capacity building of 
institutions and processes related to education governance and 
management. Capacity building in this context extends from the policy 
environment at the central level to school-level management.  

Strategies 

• Define and communicate a national vision, with clear articulation 
linking key strategic priorities; develop laws, policies, and 
guidelines; and prepare strategic and implementation plans for long-
term technical assistance to provincial and local management levels.  

• Further develop research and development, monitoring, and 
evaluation functions in the center. 

Policy 2: Improving Education Planning and Policy 
Capabilities of Provincial and District Institutions 

In many DMCs, decision-making authority and overall responsibility 
for management of the education system are increasingly being 
devolved to provincial and district levels. Despite certain advantages of 
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decentralization, such as increased local ownership of and 
accountability for education, it has also raised important difficulties 
related to resource allocation, personnel selection and promotion, and 
the ability to evaluate schooling systems.  

Strategies 

• With technical assistance from the center, develop plans and 
programs at the provincial or local level for providing individual 
training and for building institutional capacities, in order to assess 
education needs, monitor progress, and provide supervision. 

• With technical assistance from the province level, further develop 
planning capabilities at the district and community levels, including 
development of networking across districts and of local resources. 

Policy 3: Restructuring School-Level Management 

Under any form of education governance, some of the important 
planning for, and much of the implementation of, school improvement 
takes place at the school and community levels. Reforms in education 
governance have little chance of success without strong school 
management. 

Strategies 

• Retrain head teachers and staff in new requirements for managing a 
school, covering financial management, instructional supervision, 
community relations, and strategic planning, including development 
of information and communications networks.  

• Develop school-level systems for monitoring education quality, 
including needs assessment technologies, quality and efficiency 
indicators, and data-analysis capabilities. 

B. High-Quality, Equitable, and Adequately 
Financed Education Systems 

Education systems are made up of interdependent levels and 
institutions. In planning their future, DMCs will need to envisage not 
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only high-quality basic education, but high-quality secondary and 
tertiary education as well. 

Policy 1: Basic Education 

In light of its contribution to social equity and economic productivity, 
basic education—defined broadly herein to include not only primary 
and lower secondary education, but also preschool and nonformal 
education (i.e., literacy, numeracy, and basic life skills training for 
adults and out-of-school youth)—has been granted the highest priority 
in the national schooling systems of many DMCs. Nonetheless, a 
fundamental question remains, namely: What kind of basic education? 
For DMCs that are primarily agricultural and use a low level of 
technology, the meaning of basic education may be different from its 
meaning for the more technologically advanced DMCs. For the latter, 
basic education will include a more complex set of skills and 
understandings. 

Strategies 

• Develop sector or subsector analyses of skills most needed by 
citizens for work and everyday life, and assess the capability of 
schools to provide such skills. 

• Develop and implement an integrated set of national instructional 
strategies, including teacher incentives; this should involve local 
administrators and teachers, and will vary by schooling 
development level, and according to local and regional factors. 

• Develop special programs of financial support, scholarships, and 
other assistance for the poor, including interventions to address 
barriers to schooling facing poor girls in particular. 

• In coordination with other relevant social sectors, provide education 
opportunities to the physically and learning impaired. 

• Based on strategies drawn from education research, introduce 
innovations and a new delivery system, e.g., multigrade classrooms, 
multishift schools, distance learning, low-cost technologies, active 
learning approaches, and alternative school calendars. 
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Policy 2: Secondary Education 

Expanding enrollments and evolving requirements of changing 
economies demand an increased focus on secondary education.  

Strategies 

• For countries seeking to extend basic education beyond the primary 
grades, initiate planning with appropriate lead-times to avoid 
shortages of teachers and prevent inadequate implementation of 
programs. 

• As secondary education expands, develop public and private, cost-
effective, school- and workplace-related learning pathways that 
respond to different demands. 

• Develop entrance and exit standards, as well as provision for 
transferability, across schools and programs. 

• Further enhance the quality and relevance of secondary education 
through a focus on conditions and inputs that, research suggests, are 
most critical for classroom instruction. 

• Develop gender-specific strategies to increase enrollment of girls, 
including revision of textbooks to avoid stereotyping, conduct of 
awareness campaigns, recruitment of female teachers, and, if 
necessary, introduction of girls’ schools. 

Policy 3: Tertiary and Continuing Education 

Among the three levels of education, higher (i.e., tertiary) education will 
show the greatest percentage of growth from 1990 to 2010, especially in 
low- and middle-income DMCs.  

Strategies 

• Further develop tertiary education that is responsive to other parts 
of the system in terms of standards, admission criteria, and 
curricula. 

• Encourage, through privatization, multiple delivery modes and 
multiple channels of financing for an increasingly heterogeneous 
and flexible range of institutions. 
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• Develop a special concern for, and priority to, women’s access and 
treatment in higher education. 

• Promote continuing, adult, and lifelong learning opportunities that 
respond to (possibly evolving) individual needs. 

C. Descriptive Statistics and Education 
Indicators 

The devolution of education dialogue and decision making, and the 
emergence of local strategic education planning, require new kinds of 
information to be made available and analyzed at the provincial, local, 
and school levels. 

Policy: Strengthening the Policy Relevance of Regional 
Education Indicators 

Carefully designed education indicators can help policymakers, 
administrators, and citizens better understand the education progress at 
all levels of the system. Such indicators further allow DMCs to evaluate 
their own progress against the performance of others. 

Strategy 

• Over time, develop (i) a regional education indicator system; 
(ii) new information collection and processing capacities at the 
provincial and district levels; and (iii) on-site assessment and 
monitoring capabilities at the school level. 

  



 

 

INTRODUCTION 

he social and economic development of nations is fundamentally 
an education process in which people learn to create new 
institutions, use new technologies, cope with their environment, 

and alter their patterns of behavior. Education in a broad sense 
improves the capabilities of individuals and capacity of institutions and 
becomes a catalyst for all the closely interrelated economic, social, 
cultural, and demographic changes that are defined as national 
development. Precisely how these changes occur is not fully known, 
which often frustrates attempts at national policy and planning. 
However, there is substantial evidence that, in a supporting 
environment, schooling and other forms of education can make major 
contributions to economic productivity and the complex processes of 
technology dissemination, individual earnings, reduction of poverty, 
development of healthy families, gender equity, creation and sharing of 
values, responsibilities of citizenship, and quality of life. 

Yet, researchers and scholars also find a negative potential impact 
of education. It has been argued that, if opportunities for schooling are 
unevenly distributed across population segments, then the formal 
education system may perpetuate and legitimize divisions based on 
gender, status, wealth, or socioeconomic role. (Recent empirical studies 
include Glick and Sahn 2000, Thomas et al. 1996, and Handa 1996.) 

Further, formal schooling, along with modern media and aspects of 
global culture, appear to draw children and youth away from their 
cultural origins and traditional family customs. And parents from some 
communities, when faced with a variety of school fees and chronic 
unemployment of graduates, have sometimes withdrawn their children 
from school to help them seek an alternative path for their future. 

Nonetheless, as a whole, education (including nonformal education 
as well as formal schooling) is a process of providing enlightenment 
and skills, as demonstrated by the profound influences of education on 
individual aspirations and achievements. In short, while equity in 
access to schooling remains an important challenge in many DMCs, 
education is clearly a powerful instrument of social policy, and has 
substantially promoted society’s objectives.  

This volume focuses on the broad role of education in national 
development in Asia. The emphasis is on trends, issues, and envisaged 

T
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problems within the education system and in the external relations of 
education with the environment. The foremost concerns are the 
implications for policy and planning. The volume is organized into five 
chapters. The first chapter briefly sketches the demographic, economic, 
social, and education patterns of the region. Descriptions are offered by 
region, individual developing member countries (DMCs) of the Asian 
Development Bank (ADB), and DMC groupings. The second chapter 
examines the relationship among education, economic growth, poverty, 
and social change. This chapter includes a brief review of the education 
characteristics of the set of countries with successful economies and 
education systems, focusing on Asia’s newly industrialized economies 
(NIEs) of Hong Kong, China; Republic of Korea (hereafter Korea); 
Singapore; and Taipei,China. The third chapter analyzes issues and 
trends related to education quality, equity and access, and finance. 
Included in this chapter is a discussion of policy issues by level of 
education. The fourth chapter analyzes the significantly changing 
regional patterns of control and responsibility for education decisions. 
This chapter provides two national case studies of the decentralization 
of education governance in DMCs; identifies the possible risks and 
problems associated with these changes; and analyzes conditions for 
sustaining new approaches to policy, planning, and practice. The fifth 
and final chapter summarizes DMC trends in major policy areas, and 
suggests responsive strategies and policies. Finally, the appendixes 
provide a statistical overview of key education indicators for the region. 
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THE REGIONAL CONTEXT 

able 1.1 presents the variation in human development within the 
Asian and Pacific region and elsewhere in the world. The region 
has been shaped by many distinctive indigenous cultures, 

colonization by Western and Asian powers, and the influence of major 
regional nations, e.g., the People’s Republic of China (PRC), India, and 
Japan. Distinctions between East Asia and South Asia are apparent. As 
indicated by figures from the United Nations Development Programme 
(UNDP 1998a) in Table 1.1, East Asia well exceeds world averages on 
life expectancy and adult literacy. Excluding the PRC, East Asia also 
has markedly higher gross domestic product or gross national product 
(GDP or GNP) per capita. South Asia, by contrast, compares 
unfavorably with other Asian subregions on all development indicators, 
having an average GDP per capita that is roughly comparable to that of 

T

Table 1.1: Regional Comparisons of Human Development 

Life Expectancy 
at Birth 
(years) 

Region 

Male Female 

Total 
Fertility Rate 

1995 

GDP per capita 
1995, in 1987 $

Adult 
Literacy Rate 

1995 (%) 

East Asiaa  67.4 71.5 1.9 725 82.4 
East Asia excl. PRC  68.3 74.9 1.8 6,185 96.3 
South Asiab 61.4 62.1 3.5 521 50.5 
Southeast Asia and 

the Pacificc 
62.4 66.2 3.0 1,063 87.3 

All Developing 
Countries 

60.7 63.6 3.2 867 70.4 

World 61.9 65.3 2.9 3,417 77.6 
Note: For this table only, regional comparisons reflect UNDP (1998a) definitions, and are 
not limited to DMCs.  Figures express population-weighted averages. 
a PRC; Hong Kong, China; Democratic People’s Republic of Korea; Republic of Korea; 
and Mongolia. 
b Afghanistan, Bangladesh, Bhutan, India, Islamic Republic of Iran, Maldives, Nepal, 
Pakistan, and Sri Lanka. 
c Brunei Darussalam, Cambodia, Fiji Islands, Indonesia, Lao PDR, Malaysia, Myanmar, 
Papua New Guinea, Philippines, Samoa, Singapore, Solomon Islands, Thailand, Vanuatu, 
and Viet Nam.  
Source: UNDP 1998a.  
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Sub-Saharan Africa and the lowest literacy rate among the world’s 
regions.6  

Demographic, economic, and social changes within the Asian 
region in some cases perpetuate intraregional diversity while in others 
contribute to commonality in issues and policies. These changes and 
their effects, as described below, can be found in patterns of economic 
growth, demographic structures, social institutions, and education 
development. 

A. Demographic Changes 

As shown in Table 1.2, the populations of ADB’s DMCs range from 
several thousand in some of the Pacific countries to 1.2 billion in the 
PRC. Annual population growth rates vary from a negative 0.2 percent 
(Kazakhstan) to 3.8 percent (Marshall Islands). The proportion of the 
population living in urban areas ranges from 6.4 percent in Bhutan to 
100 percent in Singapore. Broad intraregional differences are also found 
for fertility rates and life expectancy at birth. 

Fertility rates range from roughly 1.2 live births per woman in Hong 
Kong, China to 7.2 in the Marshall Islands, with total fertility rates in 
Afghanistan, Lao People’s Democratic Republic (Lao PDR), and 
Maldives all lying between six and seven live births per woman. (UNDP 
[1998a, p. 217] defines the total fertility rate as “the average number of 
children that would be born alive to a woman during her lifetime if she 
were to bear children at each age in accord with prevailing age-specific 
fertility rates.”)7 There is a close (negative) correspondence between 
these rankings and comparisons of life expectancy, which in turn partly 
reflect different infant and child mortality rates. Hong Kong, China has 
the longest life expectancy for both males and females (76 years and 82 
years, respectively), while Afghanistan has the shortest (43 and 45 
years, respectively). At the same time, for all such demographic 
measures, aggregate-level figures conceal large variations within 
countries.  

                                                           
6  Unless otherwise noted, regional figures presented herein are calculated using the conventional 

practice of even weighting by country, and thus differ from per capita figures based on 
population weighting. 

7 This is slightly different from the World Bank (1997e, p. 255) definition, used in several later 
tables and presented in the glossary. The impact on estimates is, however, generally negligible. 
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Table 1.2: Demographic Data in Selected Developing Member 
Countries 

Life Expectancy 
at Birth (years) 

Economy Midyear 
Population 

1995 
(millions) 

Average 
Annual 

Population 
Growth Rate 
1990–1995 

 (%) 

Urban 
Population 

1995  
(% of total 

pop.)c 

Dependency 
Ratio of Age 
Group 0–14 

1995  
(%)d 

Male Female 

Total 
Fertility 

Rate 1995 

Afghanistan 19.66 2.0a 
20.0 73 43e 45e 6.9e 

Bangladesh 118.23 1.8 18.3 75 56 56 3.5 
Bhutan 1.77 2.4 6.4 79 — — 5.9i 

Cambodia 10.02 3.4a 20.7 78 50e 54e 4.7 
PRC 1,220.22 1.2 30.3 39 68 71 1.9 
Cook Islands 0.02 1.9 60.4 — — — — 
Fiji Islands 0.78 1.6 40.7 56 70e 74e 2.8e 
Hong Kong, China 6.12 1.6 95.0 28 76 82 1.2 
India 929.01 1.9 26.8 58 61 61 3.2 
Indonesia 197.46 1.7 35.4 53 61 65 2.7 
Kazakhstan 16.82 -0.2 59.7 47 65 74 2.3 
Kiribati 0.08 2.3 35.7 — 56e 58e 3.8e 
Korea 44.91 0.9 81.3 33 68 75 1.8 
Kyrgyz Republic 4.46 0.7 38.9 64 65 73 3.3 
Lao PDR 4.88 2.6 21.7 86 50 53 6.0 
Malaysia 20.14 2.5 53.7 65 69 73 3.4 
Maldives 0.25 3.5 26.8 94 63e 61e 6.7e 
Marshall Islands 0.05 3.8 69.1 — 61f 64f 7.2e 
Micronesia, F.S. 0.12 1.1 28.0 — — — 5.1e 
Mongolia 2.46 1.6 60.9 68 63 65 3.4 
Myanmar 45.10 1.9 26.2 59 57 60 4.1h 

Nauru 0.01 1.9b 100.0 — — — — 
Nepal 21.46 2.6 13.7 81 55 54 5.3 
Pakistan 136.26 3.0 34.7 79 61 63 5.2 
Papua New Guinea 4.30 2.0 16.0 69 56 57 4.8 
Philippines 67.84 2.5 54.2 66 64g 68g 3.7 
Samoa 0.17 0.4 21.0 67 67e 71e 4.3e 
Singapore 3.33 2.0 100.0 31 73 78 1.7 
Solomon Islands 0.38 3.7 17.1 84 61e 63e 5.2e 
Sri Lanka 17.93 1.2 22.4 46 70 74 2.3 
Taipei,China 21.2 1.0 57.4 — 72h 78h 1.8h 
Thailand 58.24 1.2 20.0 42 66 72 1.8 
Tonga 0.10 0.3 41.1 — 67e 71e 3.4e 
Tuvalu 0.01 1.4 46.2 — — — — 
Uzbekistan 22.76 2.2b 41.3 71 66 72 3.7 
Vanuatu 0.17 2.7 19.3 81 59e 61e 5.1e 
Viet Nam 73.79 2.2 20.8 64 63 68 3.1 

— = Data not available. 
a Figures may be influenced by refugees to an unknown extent. b Annual population growth rates refer to 
the growth of the population over the last five years for which data were available. c Based on national 
definitions incorporated in the latest available census. d Where 1995 or more recent data are unavailable, 
estimated using medium variant projections. e 1989–1994; f 1994/95; g 1995; h 1993; i 1992. 
Sources: ADB 1996c; UNESCO 1998b; World Bank 1997d. 
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The demographic change taking place in Asia is basically a 
transition from high mortality and fertility rates to lower mortality and 
fertility rates. Such declines have followed a pattern of demographic 
divergence, with East Asia entering demographic transition first and 
South Asia later. Variations in demographic structures help explain 
differences in economic growth rates and have given East Asia an 
advantage over South Asia. However, during the next few decades, 
these same demographic factors that contributed to success in East Asia 
are likely to work to South Asia’s relative advantage (ADB 1997c). The 
impact of the age structure of Asia’s population on all social and 
economic sectors has been and will remain enormous. Over the last 
three decades, demographic change has contributed to economic growth 
and indirectly to education growth, particularly for males, by increasing 
the growth rate of the economically active population. This condition 
has been observed most in East Asia. Income growth, however, has 
been retarded in those countries with large youth-dependency ratios and 
thus higher consumption needs. 

The quantity and quality of schooling are influenced by 
demographic structures and are particularly sensitive to the size of the 
school-age cohort. “Thus, richer DMCs with lower dependency ratios 
have been able to invest more per child at similar levels of allocations of 
funds. High dependency ratios in poorer countries, by forcing choices as 
to which children go to school, tend to be associated with suppression of 
female enrollments and, thus, indirectly, may reduce the number of 
opportunities in the labor market for girls” (Lewin 1996, p. 50).  

Projections indicate continued declines in Asia’s dependency rates 
in the near future, potentially making more resources available and thus 
allowing DMC governments to focus on improving school quality. 

The urban-rural mix of population is also rapidly changing in 
several DMCs. Generally, Asia is becoming more urbanized, 
accompanying the decline of the agriculture sector and the increase in 
industrialization. Continued urbanization can be expected over the next 
few decades. For example, in Indonesia, a country considered to have a 
relatively high proportion of urban inhabitants by Asian standards, only 
31 percent of the population lived in urban areas in 1990. However, by 
2005 it is estimated that over half the Indonesian population will be 
urban dwellers. Those DMCs with high urban population ratios tend to 
have lower dependency ratios, longer life expectancies, lower mortality 
and fertility rates, and better rankings in the human development index 
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(HDI),8 human poverty index (HPI),9 and gender-related development 
index (GDI).10 The more urban DMCs also have higher GDPs per capita 
and higher percentages of the labor force in industry and services.  

Urbanization brings new opportunities and new problems to 
education. Higher enrollments in urban areas may be expected, as well 
as better facilities. However, addressing the education needs of the 
growing numbers of marginalized urban poor will demand special 
resources and programs. 

B. Economic Changes 

Among DMCs, economic indicators demonstrate a broad range of rates 
of economic growth, incidence of poverty, and patterns of employment 
by sector. As shown in Table 1.3, GNP per capita among DMCs in 1995 
ranges from $200 to $26,730; the simple average across DMCs is 
$3,354, while the population-weighted average is $902.11 Other data 
show that the average regional economic growth rate between 1985 and 
1995 was approximately 2.27 percent. This average has been 
significantly lowered by negative growth rates recorded in the Central 
Asian DMCs (Kazakhstan, Kyrgyz Republic, and Uzbekistan) and 
Mongolia, reflecting the breakup of the former Soviet Union. On the 
other hand, seven DMCs experienced GNP per capita annual growth 
rates of over 5 percent: PRC; Korea; Malaysia; Maldives; Singapore; 
Taipei,China; and Thailand. 

                                                           
8 The HDI is a simple average of the life expectancy index, education attainment index, and 

adjusted real GDP per capita (purchasing power parity [PPP]) index. 
9 The HPI measures deprivation using the same dimensions as the HDI. “The variables used are 

the percentage of people expected to die before age 40, the percentage of adults who are 
illiterate, and overall economic provisioning in terms of the percentage of people without access 
to health services and safe water and the percentage of underweight children under five” (UNDP 
1997, p. 14). 

10 The GDI uses the same variables as the HDI, namely life expectancy index, education 
attainment index, and adjusted real GDP per capita (PPP) index. The difference is that the GDI 
adjusts the average achievement of each country in life expectancy, education attainment, and 
income in accordance with the disparity in achievement between women and men (UNDP 1997, 
p. 123). 

11 Excluding Taipei,China, calculations use exchange rates based on the World Bank Atlas method 
(1997e). Comparing across DMCs, the average GNP per capita (weighting each country equally 
in 1995) was $3,354. However, this substantially overestimates the average per capita income 
for the total population of the DMCs as a whole of $902, which largely reflects income figures 
for very large countries such as the PRC and India, having heavier population weights. 
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Table 1.3: Economic and Social Indicators, Developing Member 
Countries 

 GNP per Capita 
                   Average 

                     Annual Growth 

Index of GDP per 
Capita, PPP Estimate 

$‘000 (US = 100) 

HDI Rank   HPI Rank   GDI Rank 

Economy 1995 $ 1985–1995 (%) 1987 1995 1994 1994 1994 

Afghanistan — — — — — — — 
Bangladesh 240 2.1 4.8 5.1 144 67 128 
Bhutan 420 4.0 — — 155 62 — 
Cambodia 270 2.0 — — 153 73 — 
PRC 620 8.0 6.3 10.8 108 18 90 
Cook Islands — — — — — — — 
Fiji Islands 2,440 2.3 — — 46 — 53 
Hong Kong, China 22,990 4.8 70.7 85.1 22 — 28 
India 340 3.2 4.4 5.2 138 47 118 
Indonesia 980 6.0 9.8 14.1 99 23 86 
Kazakhstan 1,330 -8.6 24.2 11.2 93 — — 
Kiribati 920 -0.3 — — — — — 
Korea 9,700 7.6 27.3 42.4 32 — 35 
Kyrgyz Republic  700 -6.9 13.6 6.7 107 — 88 
Lao PDR 350 2.7 — — 136 51 114 
Malaysia 3,890 5.7 22.9 33.4 60 — 45 
Maldives 990 6.7 — — 111 — 94 
Marshall Islands — — — — — — — 
Micronesia, F.S. — — — — — — — 
Mongolia 310 -3.8 10.6 7.2 101 16 80 
Myanmar — — — — 131 40 110 
Nauru — — — — — — — 
Nepal 200 2.4 4.0 4.3 154  131 
Pakistan 460 1.2 8.4 8.3 139 64 120 
Papua New Guinea 1,160 2.1 8.5 9.0 128 42 108 
Philippines 1,050 1.5 10.3 10.6 98 19 81 
Samoa — — — — 96 — — 
Singapore 26,730 6.2 56.1 84.4 26 — 27 
Solomon Islands 910 — — — 122 — — 
Sri Lanka 700 2.7 10.6 12.1 91 22 70 
Taipei,China 12,650 7.0 — — — — — 
Thailand 2,740 8.4 16.2 28 59 11 39 
Tonga 1,630 0.2 — — — — — 
Tuvalu — — — — — — — 
Uzbekistan 970 -3.9 12.6 8.8 100 — 78 
Vanuatu 1,200 -1.1 — — 124 — — 
Viet Nam 240 4.2 — — 121 33 101 

— = Data not available. 
GDP = gross domestic product, GNP = gross national product, PPP = purchasing power parity, HDI = 
human development index, HPI = human poverty index, GDI = gender-related development index. 
a Below $1 a day in PPP terms. b Estimates reflect most recent year available in World Bank (1997d); the 
value for Thailand reflects the World Bank’s (2000) revised estimate for 1995. 
Sources: UNDP 1997, 1998a; UNESCO 1998b, 2000; World Bank 1996b, 1997d, 2000; country sources. 
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Table 1.3: Economic and Social Indicators, Developing Member 
Countries (cont’d.) 

 Share of Labor Force by Sector 
1990 (%) 

Economy 

Share of 
Agriculture 
in GDP 1994 

(%) 

Population 
in Poverty 

(%)a,b 

Adult 
Illiteracy 

Rate 1995 
(%) 

Agri-
culture 

Industry Services 

Female 
Share of 

Labor Force 
1994 (%) 

Afghanistan — — 68.5 — — — — 
Bangladesh 24 — 61.9 65 16 18 42 
Bhutan 42 — 57.8 94 1 5 — 
Cambodia 51 — 35.0 74 8 19 — 
PRC 20 29.4 18.5 72 15 13 46 
Cook Islands — — — — — — — 
Fiji Islands 23 — 8.4 46 15 39 — 
Hong Kong, China 0 — 7.8 1 37 62 36 
India 30 52.3 48.0 64 16 20 32 
Indonesia 17 14.5 16.2 55 14 31 40 
Kazakhstan 15 — 1.0 22 32 46 47 
Kiribati 25 — — — — — — 
Korea 7 — 2.0 18 35 47 40 
Kyrgyz Republic  41 18.9 — 32 27 41 48 
Lao PDR 58 — 43.4 78 6 16 47 
Malaysia 14 5.6 16.5 23 25 50 36 
Maldives 20 — 6.8 32 31 37 — 
Marshall Islands 16 — — — — — — 
Micronesia, F.S. — — — — — — — 
Mongolia 37 — 17.1 32 23 45 46 
Myanmar 63 — 16.9 73 10 17 43 
Nauru — — — — — — — 
Nepal 43 53.1 72.5 94 0 6 40 
Pakistan 25 11.6 62.2 52 19 30 28 
Papua New Guinea 28 — 27.8 79 7 14 42 
Philippines 22 27.5 5.4 46 15 39 36 
Samoa — — 2.0 — — — — 
Singapore 0 — 8.9 0 36 64 37 
Solomon Islands — — 38.0 — — — — 
Sri Lanka 24 4 9.8 48 21 31 35 
Taipei,China 4 — 4.5 13 32 55 — 
Thailand 11 <2.0 6.2 64 14 22 47 
Tonga 35 — — — — — — 
Tuvalu — — — — — — — 
Uzbekistan 32 — 1.0 32 27 41 46 
Vanuatu 22 — 36.0 12 27 61 — 
Viet Nam 29 — 6.3 71 14 5 50 

— = Data not available. 
GDP = gross domestic product, GNP = gross national product, PPP = purchasing power parity, HDI = 
human development index, HPI = human poverty index, GDI = gender-related development index. 
a Below $1 a day in PPP terms. b Estimates reflect most recent year available in World Bank (1997d); the 
value for Thailand reflects the World Bank’s (2000) revised estimate for 1995. 
Sources: UNDP 1997, 1998a; UNESCO 1998b, 2000; World Bank 1996b, 1997d, 2000; country sources. 
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Demand for schooling reflects changes in employment patterns 
(Table 1.3). The industry and services sectors together account for 
virtually all of the labor force in Hong Kong, China and Singapore, and 
are rapidly eclipsing agricultural employment in Asia’s other two NIEs, 
namely Korea and Taipei,China. The services sector, which alone 
comprises between half and two thirds of national employment in the 
four NIEs, increasingly requires knowledge of high technology, 
interpersonal skills, and analytical capabilities. In most of the remaining 
DMC economies, agriculture comprises a much larger share of the labor 
force despite a general trend of expanding industry and services sector 
employment. In other country groupings the mix is quite different. 
Trends in the female share of the labor force are difficult to determine in 
practice. Highly agricultural countries, which use low levels of 
technology, usually employ a large percentage of women. Likewise, 
countries with export-oriented industries (e.g., textiles) may employ 
large numbers of women in entry-level jobs. Interpreting survey data is 
further complicated by the fact that, particularly at the early stages of 
industrialization, many women are unpaid family laborers or work part 
time, sometimes in multiple, informal sector jobs. 

Data by country for any of the poverty indexes are limited. From 
data available, the range of percentage of population in poverty (defined 
using the conventional threshold of below $1 a day in purchasing power 
parity [PPP] terms)12 varies from below 2 percent in Thailand to 
53.1 percent in Nepal. The NIEs have relatively low incidences of 
poverty. Higher percentages of population in poverty tend to be found in 
countries with a high proportion of the labor force in agriculture. HDI, 
HPI, and GDI country rankings are correlated with each other, and 
better rankings of countries on these indexes imply lower population 
growth rates, illiteracy rates, and shares of agriculture in GDP.  

The most impressive economic gains have been made in East Asia, 
particularly by the NIEs, which averaged 6.4 percent annual growth in 
GNP per capita between 1985 and 1995. Examples of other rapidly 
growing economies are PRC, Malaysia, and Thailand, which (starting at 
a lower economic level than the NIEs) averaged 7.4 percent annual 
growth in GNP per capita between 1985 and 1995 (Table 1.3). During 
the same period, significant economic advances were made by several 

                                                           
12 Unless otherwise noted, figures for GNP per capita are estimated using the World Bank Atlas 

method, which smooths out transitionary shocks in the official exchange rate using a three-year 
average. Following the World Bank, the share of the population in poverty is calculated using 
PPP exchange rates rather than official rates. See Glossary and World Bank (1997e). 



Chapter 1: The Regional Context 11 

other DMCs, including Indonesia and the Philippines. East Asia’s 
pattern of economic growth is characterized by early development of a 
broad base of human capital (thanks largely to investments in basic 
education); an outward-looking trade strategy; relatively equitable 
distribution of benefits of economic growth; reforms to encourage 
savings; and a cooperative relationship between public and private 
sectors. 

Other economies, particularly those in South Asia, such as Bhutan, 
India, Nepal, and Pakistan, have not fared so well (Table 1.4). Haq 
(1997) refers to South Asia as “the poorest region, the most illiterate, 
the most malnourished region, the least gender-sensitive region, the 
region with highest human deprivation, and the most militarized region 
in the world”. South Asia, Haq concluded, followed inefficient, 
centralized, economic planning; closed itself off from international 
markets and emphasized domestic protection; and invested relatively 
little in education.13 

Economic growth has contributed much to national development. 
Growth has been associated with the expansion of opportunities in 
education, wider availability of health services, and increases in quality 
of life. In terms of gender parity goals, economic growth has provided 
employment opportunities for women, thereby improving their ability to 
support their families. Income has often, but not always, added to the 

                                                           
13 The amount invested per pupil rose by 355 percent in Korea between 1970 and 1990, versus 

only 3 percent in Pakistan during the same period (Haq 1997). 

Table 1.4: Comparison of Newly Industrialized Economies and 
Selected South Asian Countries, 1995 

 GNP per Capita Primary Education 

Grouping $ Growth 
% 

Share of 
Agric. in 
GDP % 

Adult 
Illiteracy 
Rate % 

Depend-
ency 

 Ratio % 
GER % P/T 

Ratio 
Repea-
ters % 

Secon-
dary 

GER % 

Tertiary 
GER % 

NIEs 18,050 6.4 6.1 6.0 30.7 98.5 26.7 1.0 89.4 38.0 

South 
Asia 

479 3.2 30.6 55.5 73.9 96.7 43.6 18.3 46.4 5.6 

NIEs = newly industrialized economies, P/T = pupil/teacher, GER = gross enrollment rate. 
Notes: (1) South Asia denotes a grouping of eight economies: Afghanistan, Bangladesh, Bhutan, India, 
Maldives, Nepal, Pakistan, and Sri Lanka. (2) Excepting Taipei,China, figures for GNP per capita are 
based on valuations in 1995 $, estimated using the World Bank Atlas method (World Bank 1997e). 
(3) The GDP share of agriculture is calculated based on value added, and reflects 1994 figures. (4) All 
figures are calculated as simple averages (using even weighting) using all available observations for the 
indicator, and do not indicate averages for the population of the country grouping. For example, 
population-weighted GNP per capita figures are $12,391 for the NIEs and $347 for South Asia. 
Sources: ADB 1997c; UNESCO 1998b; World Bank 1997d; country sources.
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independence of women, as negative as well as positive consequences 
flow from economic growth. For example, much of the work in export 
industries has placed women in unhealthy conditions and increased their 
susceptibility to certain diseases. Moreover, these industries have 
offered little upward mobility or few transferable skills to allow 
employment in other industries. 

Economic growth is generally associated with higher enrollments, 
an important—but insufficient—condition for high-quality education. 
Slower growth economies tend to have high rates of truancy, utilize 
child labor more often, and be plagued with high repetition and dropout 
rates. Economic growth does not, however, always translate into 
education improvements: Pakistan and Papua New Guinea are examples 
of countries where social sector development remains disappointing 
given their relative per capita incomes. Also, a low incidence of poverty 
is not necessarily directly linked to education achievement: for example, 
in two of India’s rural provinces, Kerala and Rajasthan, that have 
similar levels of poverty, female literacy rates vary from 85 percent in 
the former to 12 percent in the latter. Also, the level of prosperity of the 
high-growth economies may not continue. As Table 1.5 shows, some of 
the leading economies in Asia experienced a sharp downturn in GDP 
during 1997 and 1998 (Samuelson 1998). The financial crisis may have 
foreshadowed a new trend; at the minimum, a new level of caution is 
required in making predictions. In short, the money that financed 
education growth in the past may not be available in the future. 
 

Table 1.5: Annual Rates of GDP Growth, Selected Developing 
Member Countries, 1996–1998 (percent) 

Economy 1996 1997 1998 

Indonesia 8.0 4.6 -12.5 
Malaysia 8.6 7.8 -2.0 
Korea 7.3 5.5 -5.0 
Thailand 5.5 -0.4 -7.0 

Source: Samuelson 1998. 

C. Social Changes 

Changes and continued diversity may be found in all social institutions. 
In terms of family structure, the last few decades have seen significant 
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changes in family size, family roles, and intergenerational relations. The 
average size of families is declining in several DMCs, and radically so 
in some. Coupled with the phenomenon of smaller families, increases in 
average education attainment and economic opportunities among 
parents (especially mothers) tend to alter the treatment of children in the 
home, improving their nutrition, health, and opportunities for schooling 
(Schultz 1998, Lam and Duryea 1999). However, development and 
industrialization also often expand the intergenerational education gap, 
and provide increased mobility for youth entering the workforce. These 
changes may contribute to stress on family relationships. In addition, the 
transition from an extended to a nuclear family structure is likely to 
continue, further altering family relations and obligations. Reflecting the 
extent of social and family change, divorce rates have risen, while new 
laws have been passed in Singapore and Taipei,China requiring children 
to be responsible for the welfare of their aging parents. 

The speed of technological change, as reflected in new forms of 
production and global communications, compresses the time available 
for individual and social adaptation. Typically the young, better 
educated, and urban populations more readily accept or learn to cope 
with emerging values and lifestyles. Evidence from various sources 
(see, for example, Greenhalgh 1985, King and Hill 1993, Foster and 
Rosenzweig 1999) demonstrates that long-standing preferences for male 
children often translate into biases in education opportunities in Asia. 
However, despite an apparent decline in such biases, in many areas 
income from wage-earning daughters is frequently used by the family to 
increase advancement opportunities for sons.  

At the other end of the scale, changes in that most macro of 
institutions, the state, are also evolving significantly. Many different 
forms of government and levels of state involvement in the economic 
and education sectors can be found in Asia. Some economies such as 
Hong Kong, China and Korea have a strong orientation toward 
capitalism and private markets. Although the socialist states, such as 
PRC, Lao PDR, and Viet Nam, are more reserved in their acceptance of 
capitalism and privatization, the movement toward privatization cuts 
across economic and political differences. In the education sector, it is 
particularly visible in higher education, but it is also growing at the 
primary and secondary school levels. Even in countries with a 
constitutional provision guaranteeing free education (e.g., Cambodia, 
Mongolia, Philippines), fees are necessary to support schools, and the 
distinction between public and private is beginning to blur.  
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Paralleling the far-reaching expansion of the private sector, the 
traditionally centralized locus of public decision making is under 
modification or review. Also under way is a distinct regional trend 
toward devolution of social services and institutions. Reforms have 
gained momentum in some countries (e.g., PRC, India, and Thailand) 
while they are only just beginning in others (e.g., Indonesia). Most 
DMCs are committed, to varying degrees, to a measure of strengthening 
of local government and decentralization of education delivery. In 
general, recent trends are likely to continue with the focal point for 
some social and education policy making (and much planning) 
increasingly transferring from central to provincial and lower levels of 
government.  

Cultural and social changes have meant that the roles and 
opportunities for many Asian women have changed and continue to 
evolve. Greater opportunities for work, smaller families, more 
schooling, and new values and role models have combined to raise 
consciousness of gender inequities. International organizations, 
nongovernment organizations (NGOs), and many governments are 
paying more attention to the specific problems associated with women’s 
efforts to secure equitable treatment in the home, school, and 
workplace. Improvements have been made in this area, particularly in 
increased opportunities in education and improved health. Yet, in 1995, 
less than 15 percent of women aged 18–22 were enrolled in education 
institutions, compared with more than 33 percent of men in the same 
age cohort. Approximately 40 percent of the labor force in Asia is made 
up of women. The main avenue of employment for women remains 
traditional agriculture. 

Many of these demographic, economic, and social changes, 
including education growth, suggest the strength of DMCs’ social and 
political commitments to improve the welfare of citizens. In general, 
living standards have been on the rise in DMCs. As reflected in 
aggregated statistics, there is a tendency for people to live longer, be 
more literate, eat better, and go to school for longer periods. 

However, despite improvements in the quality of life for many 
people in DMCs, significant poverty persists. One third of the world’s 
total population lives in poverty, and three quarters of the world’s 
impoverished live in Asia. Large disparities in access to health, 
education, and social services exist between countries, between areas 
within countries, between rural and urban populations, between ethnic 
groups, and between the sexes. In addition, while the living conditions 
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of women or disadvantaged groups have rapidly improved in some 
DMCs, this is not universal. As a result, for example, women’s life 
expectancy in Hong Kong, China exceeds that in Afghanistan by a full 
37 years.  

Economic growth is clearly critical to improving the quality of life. 
Analysis suggests that recent growth episodes have brought proportional 
gains for all income classes. In other words, economy-wide growth rates 
are matched roughly one-to-one by increases in the average income of 
the poor, which in turn translates into a decline in the proportion of the 
population living below the poverty line.  

Economic growth and social changes usually lower the incidence of 
poverty and improve the quality of life for all. However, in some cases, 
the income of the poor has outpaced the growth of national income per 
capita, whereas in others, the poor appear to have benefited much less. 
For example, data from Penn World Tables (1994) and Deininger and 
Squire (1996) suggest that while Thailand’s real GNP per capita growth 
during 1965–1990 was roughly twice as fast as that in Sri Lanka, the 
relationship is almost reversed when the average incomes of the poorest 
quintiles in the two countries are compared. 

ADB and World Bank documents conclude that poverty is reduced 
most successfully via pro-growth policies such as those adopted in East 
Asia. Growth strategies that yield the largest poverty reduction benefits 
appear to include rapid growth of labor-intensive production across a 
wide front, led by exports; expansion of access by the poor to physical 
and financial capital through the promotion of labor-intensive 
manufacturing export industries and of agricultural productivity to 
promote rural development; mass basic education to ease the transition 
from an agricultural to an industrial economy; and an increase in human 
capital via targeting the expansion of primary, nonformal, and literacy 
education, especially in rural and poor urban areas. 

D. Education Development 

Both history and the recent economic and cultural changes in the region 
have profoundly influenced the meaning and role of education and the 
development of education systems. Mass education systems using local 
languages are a relatively recent phenomenon in many DMCs; even 
more recent is the view of education as a basic human need, an integral 
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part of quality of life, a support for moral and social values, and an 
instrument for economic productivity. 

Table 1.6 shows that primary education is becoming nearly 
universal in many DMCs.14 With an even weighting for each DMC, the 
mean gross enrollment rate (GER) for primary education in DMCs was 
101 percent in 1995, compared with 83 percent in 1975.15 All too often, 
however, expanding enrollments have brought a series of problems: 
shortages of qualified teachers; inadequate facilities, equipment, and 
materials; and costly inefficiencies in primary schooling as reflected in 
the large numbers of overage children, repeaters, and dropouts. 
Moreover, even with significant overall enrollment growth, a large 
percentage of girls in the age cohort are not enrolled in school. Further, 
other data show that the female share of the population of teachers 
remained much the same between 1980 and 1995. In addition, the 
gender composition of teachers and administrators appears to have 
changed only marginally, with females holding very few senior 
positions.  

The expansion of secondary education has been marked by even 
greater intraregional variation. In Afghanistan, only 12 percent of girls 
in the appropriate age cohort were actually enrolled at this level in 1996, 
with a corresponding GER of 32 percent for boys (UNESCO 2000). In 
contrast, girls’ secondary schooling is virtually universal in Korea, 
while rates in Kazakhstan, Kyrgyz Republic, and Uzbekistan remain 
impressive despite moderate declines since 1990. The Philippines and 
Thailand also lie above the mean. Enrollment rates at the second level 
generally exhibited moderate growth between 1975 and 1995, with 
extremely rapid progress in a few countries—e.g., the share of 
Indonesian children enrolled more than doubled from 20 percent to 
48 percent during this period. Unfortunately, countries with the most 
rapid expansion of secondary schooling have begun to face similar 
pitfalls to those noted for the earlier increases in primary education.  

It should also be noted that progress has not been smooth. In 
addition to the noted case of some countries of the former Soviet Union, 

                                                           
14 Education data tend to be collected and distributed at the country level, a tradition that has 

continued in this work. However, intracountry education, social, cultural, and economic 
variations may be great. For many types of analyses required in planning, allocation of 
resources, and designing special education initiatives, data disaggregated by subnational regions, 
districts, and even villages may be necessary. 

15 Using population weights yields a much higher GER of 97 percent in 1975, reflecting in large 
part the heavy weightings given to India and the PRC, which account for 30 percent and 
41 percent, respectively, of the total population in DMCs for which data are available. 
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averages for Asia as a whole indicate stagnation in secondary 
enrollment rates (even a slight decline) in the latter half of the 1980s. 

While this remains puzzling, it can be argued that, at least in South 
Asia, demand has fallen due to some combination of labor market 
opportunities for youth, poor quality and limited relevance of schooling, 

Table 1.6: Gross Enrollment Rates by Education Level,  
Selected Developing Member Countries, 1975–2010 

Economy Primary Education Secondary Education Tertiary Education 
 1975 1985 1995 2000 2010 1975 1985 1995 2000 2010 1975 1985 1995 2000 2010 

Afghanistan 25 20 49 26.5 23.4 7 8 22 11.4 11 1.0 — 1.7 1.9 2.3 
Bangladesh 73 64 — 80.4 82.3 19 18 — 22.4 23 — 4.8 6.1 4.3 4.4 
Bhutan 9 27 — 36.4 38.5 1 4 — 7.6 8.7 — — 0.2 0.3 0.4 
Cambodia — — 126 — — — — 26 — — — — 1.6 — — 
PRC 122 123 118 120 114 46 39 66 55.1 66 0.6 2.8 5.7 2.8 3.4 
Cook Islands — — — — — — — — — — — — — — — 
Fiji Islands 137 122 128 122 119 44 51 64 70.9 78 2.9 3.2 13.0 14.9 16.3 
Hong Kong, 

China 
119 105 94 108 108 49 71 73 84.2 87 10.0 13.0 21.9 26.4 33.4 

India 81 96 100 106 109 28 37 49 49.8 54 8.6 6.0 6.4 10.0 10.7 
Indonesia 86 117 113 115 111 20 41 51 63 70 2.4 — 11.1 10.6 12.8 
Kazakhstan — 88 98 — — — 103 84 — — — 37.0 32.7 — — 
Kiribati — — — — — — — — — — — — — — — 
Korea 107 97 95 107 107 56 92 101 101 102 10.0 34.0 52.0 65.5 37.6 
Kyrgyz Republic — 123 104 — — — 110 79 — — — 28.0 12.2 — — 
Lao PDR 67 111 112 116 121 8 23 27 27.4 30 37.0 1.6 1.5 1.4 1.5 
Malaysia 94 101 103 94.6 94.6 46 53 59 62.2 67 — 5.9 10.6 14.2 18.4 
Maldives — — 132 148 149 — — 56 34.3 34 — — — — — 
Marshall Islands — — — — — — — — — — — — — — — 
Micronesia, F.S. — — — — — — — — — — — — — — — 
Mongolia 108 101 88 96.9 94.4 81 92 59 94.9 101 8.4 22.0 15.2 19.6 21.2 
Myanmar 83 98 120 125 125 — 23 30 35.8 40 — 4.5 5.4 8.2 9.3 
Nauru — — — — — — — — — — — — — — — 
Nepal 51 75 109 90.8 90.8 13 25 40 31.9 33 2.3 4.3 5.2 6.1 6.3 
Pakistan 41 44 74 46.4 48.6 15 17 — 19.9 21 1.9 2.5 3.4 3.2 3.1 
Papua New 

Guinea 
57 — 80 77.7 80.9 12 — 14 16.1 19 2.5 1.6 3.2 3.9 5.0 

Philippines 107 107 114 108 106 54 64 77 80.9 84 18.0 25.0 27.4 34.3 36.2 
Samoa — — 102 — — — — — — — — — 4.6 — — 
Singapore 110 108 95 107 106 52 62 73 74.9 77 8.0 14.0 33.7 32.6 34.1 
Solomon 

Islands 
— 79 97 — — — 19 17 — — — — — — — 

Sri Lanka 77 103 113 108 109 48 63 75 76.6 76 1.3 3.7 5.1 6.9 7.6 
Taipei,China 101 99 101 — — 74 90 96 — — 15.7 23.2 46.4 — — 
Thailand 84 96 86 89.6 89.1 25 30 54 37.6 45 3.5 19.0 20.1 20.3 24.1 
Tonga — — — — — — — — — — — — — — — 
Tuvalu — — — — — — — — — — — — — — — 
Uzbekistan — 87 78 — — — 107 94 — — — 30.0 31.7 — — 
Vanuatu — 100 106 — — — — 20 — — — — — — — 
Viet Nam 107 103 114 106 105 39 43 47 48.9 52 2.1 2.4 4.1 1.9 2.2 
— = Data not available. 
Notes: (1) Data for 2000 and 2010 are projections by UNESCO (1993b). In the absence of updated projections, 
the latter should be viewed with caution. For example, 1995 values for secondary GER in Thailand and tertiary 
GER in Viet Nam are markedly higher than predicted values for 2000 and 2010, based on prior trends.  (2) For 
Myanmar, Solomon Islands, and Uzbekistan, 1995 figures for primary and secondary GER are not available in 
UNESCO 1999; values shown are for 1994. 
Sources: UNESCO 1989, 1993b, 1996a, 1997, 1998b, 1999; World Bank 2000; country sources.  
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and excessive school fees and related costs.  
Data in Table 1.6 for 2000 and 2010 suggest continued upward 

growth patterns with some increases in efficiency in primary education. 
Generally, the pattern of education expansion follows the pattern of 

economic growth: high levels of economic growth are associated with 
high education enrollments. A sharp economic downturn in the 1990s 
negatively affected countries of the former Soviet Union and Mongolia, 
which share a tradition of high literacy rates and high levels of school 
enrollment. Yet, at any given economic level, a wide variation in levels 
of education development is apparent. 

As shown in Table 1.7, DMCs’ public education expenditures as a 
percentage of GNP and as a share of government expenditure show 
different patterns of change across the years 1975 to 1995. The 
percentage of GNP spent on education generally appears to have 
stabilized. However, also as shown in Table 1.7, there is much room for 
improvement in countries such as Indonesia and the Philippines. The 
increase in percentage of government expenditure could climb higher, 
although many countries appear reluctant to spend more than 20–
25 percent of their budgets on education. Like all education indicators, 
expenditure figures tell, at best, an incomplete story. Many types of 
financial support for schools and other education programs are not 
included within typically reported expenditure figures. Also, and more 
subtly, there is room to maneuver within the same amount of available 
fiscal resources: talented administrators, imaginative teachers, and 
enthusiastic parents can obtain additional returns on a given level of 
resources (Bray 1998). 

A caveat is necessary in analyzing tables and figures related to 
education development. The accuracy of the available data is 
questionable, and levels of enrollment, literacy rates, and expenditure 
are often subject to debate. Box 1.1 provides an example of the 
uncertainty of some education statistics in Nepal. The situation 
described is not uncommon among DMCs.  

The organization of the education systems and the curriculum vary 
somewhat by country. As shown in Appendix 2, the first level of 
education tends to be organized into one level of primary education of 
four to eight years, but most typically extends another five or six years 
beyond that. Secondary education is often divided into two levels, the 
first of which has increasingly been associated with primary education 
to constitute formal basic education. Higher education varies widely in 
length, depending on the course of study.  
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Table 1.7: Public Education Expenditure, Selected DMCs 

Economy Percent of GNP Percent of Government Expenditure 

 1975 1980 1985 1990 1995 1975 1980 1985 1990 1995 

Afghanistan 1.5 2.0 — — — — 12.7 — — — 
Bangladesh 1.4 1.5 1.9 2.0 2.3 13.6 7.8 9.7 10.3 8.7 
Bhutan — — 3.7 — — — — — — — 
Cambodia — — — — — — — — — — 
PRC 1.7 2.5 2.5 2.3 2.3 6.3 9.3 12.2 12.8 — 
Cook Islands — — — — — — — 9.5 — 12.4 
Fiji Islands 4.7 5.9 6.0 4.7 5.4 19.5 11.3 — — 18.6 
Hong Kong, China 3.0 — 2.8 — 2.8 20.7 14.6 18.4 17.4 17.0 
India 2.9 2.8 3.4 3.9 3.5 9.4 10.0 9.4 10.9 12.1 
Indonesia 2.7 1.7 — 1.1 — 13.1 — — — — 
Kazakhstan — — 6.5 6.5 4.5 — — 18.9 17.6 17.6 
Kiribati 4.9 — 6.0 6.0 6.3 — — 18.5 18.3 17.6 
Korea 2.2 3.7 4.5 3.5 3.7 13.9 — — — 17.4 
Kyrgyz Republic — 7.2 7.9 8.5 6.8 — 22.2 22.4 22.5 23.1 
Lao PDR — — — 2.3 2.4 — — — — — 
Malaysia 6.0 6.0 6.6 5.4 5.3 19.3 14.7 16.3 18.3 15.5 
Maldives — 4.4 4.4 11.6 8.4 — — 7.2 10.0 13.6 
Marshall Islands — — — — — — — — — — 
Micronesia, F.S. — — — — — — — — — — 
Mongolia — 7.8 7.8 8.5 5.6 — — — — — 
Myanmar 1.7 1.7 — 2.4 1.3 15.3 — — — 14.4 
Nauru — — — — — — — — — — 
Nepal 1.5 1.8 2.6 2.0 2.9 11.5 10.5 12.7 8.5 13.2 
Pakistan 2.2 2.0 2.5 2.6 — 5.2 5.0 — — — 
Papua New 

Guinea 
— 4.7 — — — — 14.2 — — — 

Philippines 2.0 1.7 1.4 2.9 3.0 11.4 9.1 7.4 10.1 15.6 
Samoa — — — 4.2 — — — — 10.7 — 
Singapore 2.9 2.8 4.4 3.1 3.0 8.6 7.3 — 18.2 23.4 
Solomon Islands — 5.6 4.7 4.2 — 14.7 11.2 12.4 7.9 — 
Sri Lanka 2.8 2.7 2.6 2.7 3.1 10.1 7.7 6.9 8.1 8.1 
Taipei,China   3.3 3.7 4.2 5.3 5.6 15.1 14.7 16.5 17.8 19.5 
Thailand 3.5 3.4 3.8 3.6 4.2 21 20.6 18.5 20 20.1 
Tonga 3.0 — 4.1 4.8 4.7 12.7 11.6 16.1 17.3 17.3 
Tuvalu — — — — — — — — 16.2 — 
Uzbekistan — — — 9.5 7.4 — 23.0 25.1 20.4 22.8 
Vanuatu — — — 4.4 4.9 — — — — — 
Viet Nam — — — 2.1 3.0 — — — 7.5 7.4 

— = Data not available. 
Note: Expenditure figures reflect both capital and current expenditures, as defined in UNESCO (1999). 
Sources: UNESCO 1989, 1996a, 1998, 1999; country sources. 

 
Preprimary enrollments are generally increasing, but they still 

typically represent a small fraction of the age cohort. In all likelihood, 
given its importance, the preprimary level, although highly influenced 
by economic conditions, will increase in the coming decades. Basic 
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education, which emerged in the 1990s as the highest priority for many 
governments, is increasingly extended to include junior secondary 
education. A common core curriculum of mathematics, science, and 
language is usually found in each country. National variations, as 
national policy allows, tend to be found in the language of instruction 
and local options, such as local language and customs. 

The expansion and development of education systems have 
generally produced one inequitable characteristic: children from more 
affluent segments of society tend to enter the system first. Particularly 
above the primary level, the poorest segments of the population are 
rarely accommodated until most middle- and upper-income groups are 
well represented. However, the meaning of education opportunity may 
not be the same for those who enter last as for those who enter early. As 
enrollments at a given level of schooling expand to approach universal 
attainment, the value of completing that level as a “credential” is 
reduced. In other words, there may be an upward ratcheting in the level 
of formal schooling needed for access to economic and social benefits 
(i.e., better employment and status), and in the minimum attainment 
required for pursuing more advanced degrees. At the same time, while 
as a whole it may appear that the value of education at a fixed level 
declines over time, only by completing that level can one move to 
subsequent levels. This suggests that without powerful intervention 
through targeted policies (i.e., ensuring more equitable access in early 
stages of the expansion of more advanced levels of schooling), the poor 
may be chasing a moving target of potential rewards.  

Box 1.1: Inconsistent Data in Nepal 

The gross and net enrollment rates for 1995 released by the Ministry of
Education, and those published by the Central Bureau of Statistics of the
National Planning Commission, are substantially different. Neither the
Ministry nor the Bureau has clarified the huge discrepancy between the
two sets of the same indicators. The Ministry data are based on
information that the Ministry receives from schools, while the Bureau
data are based on a national sample survey of 3,388 households. So far,
the Ministry data have been used both nationally and internationally. But
the new rates disclosed by the Bureau have made the Ministry source
problematic. In any case, basic indicators such as the gross and net
enrollment rates need to be accurate. The process of planning education
resources and activities relies heavily on these indicators (RCEID 1997). 
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E. Typology of Developing Member Countries 

Several groupings of DMCs based on various criteria may be found in 
the literature on Asian development. The terms “South Asia,” “East 
Asia,” and “Southeast Asia” are sometimes used in discussing variations 
in economic, demographic, and education conditions or changes. The 
countries included under those terms vary somewhat by writer. South 
Asia, a subregion, is often singled out because of its large population 
and extensive poverty, and is frequently compared with the relatively 
advanced economies of East Asia.  

However, in considering any typology for grouping countries, it 
should also be noted that similarities in national economic and/or social 
indicators do not necessarily imply that identical policy prescriptions 
are appropriate. Less tangible or readily measured factors such as 
cultural values, political conditions, or even historical patterns may 
mean that very different policies and programs are suited to specific 
countries. With this qualification, some basic characteristics are 
presented below for each of the DMC groups adopted here (Table 1.8). 

Group 1 consists of India and the PRC, which together account for 
nearly three quarters of the population of all the DMCs. Despite growth 
and modernization during the period focused upon here, 1975–1995, per 
capita income in each country remained below average, and agriculture 
continued to employ a majority of the workforce in both countries. The 
PRC enjoyed higher income per capita than India of $620 versus $340 
in 1995, and a slightly better, though still poor, HDI ranking of 108 
versus 138 in 1994. Likewise, the PRC has exhibited faster economic 
growth combined with much slower population growth, reflecting, in 
part, its active birth control policies. Finally, 30.3 percent of the PRC’s 
population resided in urban areas in 1995, compared with 26.8 percent 
in India. 

Group 2 consists of the four NIEs, plus Malaysia. These economies 
enjoy much higher per capita income than those in Group 1 (1995 
values range from $3,890 in Malaysia to $26,730 in Singapore), and 
fare much better in HDI rankings (which range from 22 to 60—
Table 1.3). These countries have exhibited extremely impressive rates 
of economic growth and progress in education. With the partial 
exception of Malaysia, populations in Group 2 DMCs are also highly 
urbanized, though this partly reflects their constrained land resources. 
Finally, as discussed more thoroughly in analysis of these economies’ 
economic and education policies in Chapter 2A, Group 2 DMCs 
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generally share the following characteristics: long life expectancy, low 
fertility and mortality rates, and low dependency ratios. 

The five Group 3 DMCs are Indonesia, Pakistan, Philippines, Sri 
Lanka, and Thailand. Again, focusing on the 1975–1995 period (i.e., 
prior to the Asian financial crisis), these countries have shown strong 
economic growth, with Thailand’s growth record the most impressive. 
As a whole, however, these countries have remained well behind Group 
2 in terms of GNP per capita. Their HDI rankings range between 59 
(Thailand) and 139 (Pakistan). In addition, agriculture strongly 
dominates employment in this group. 

Bangladesh, Mongolia, Myanmar, and Viet Nam constitute Group 
4. These countries are still further behind Group 2 in economic 
development, with disappointingly sluggish rates of growth in all except 
Viet Nam. Likewise, HDI rankings for these countries are all fairly 
poor, ranging from 101 (Mongolia) to 144 (Bangladesh). These 
countries share similar characteristics with Group 5, which consists of 
Afghanistan, Bhutan, Cambodia, Lao PDR, and Nepal. HDI rankings 
for the latter countries range from 136 to 155. In terms of this and other 
indicators, Group 5 is the poorest and least educationally developed of 
the seven groups. Still, it is clear that the education systems in both 
Groups 4 and 5 share similar difficulties, such as low enrollment rates, 
high dropout and repetition rates, and widespread illiteracy. On average, 
these countries spend the smallest share of GNP on education, which 
translates into very low total expenditure on schooling given their low 

Table 1.8: Developing Member Country Groupings 
Group 1 Group 2 Group 3 Group 7 

India Hong Kong, China Indonesia Cook Islands 
PRC Korea Pakistan Fiji Islands 
 Malaysia Philippines Kiribati 
 Singapore Sri Lanka Maldives 
 Taipei,China Thailand Marshall Islands 
   Micronesia, F.S. 

Group 4 Group 5 Group 6 Nauru 
Bangladesh Afghanistan Kazakhstan Papua New Guinea 
Mongolia Bhutan  Kyrgyz Republic Samoa 
Myanmar Cambodia Uzbekistan Solomon Islands 
Viet Nam Lao PDR  Tonga 
 Nepal  Tuvalu 
   Vanuatu 

Source: Lewin 1996.  



Chapter 1: The Regional Context 23 

level of economic development. In most of the countries in Groups 4 
and 5, less than one quarter of children finish the basic education cycle 
on schedule. These countries also have some of the highest rates of 
illiteracy. Nepal has the highest rate among DMCs (72.5 percent in 
1995), followed by Afghanistan (68.5 percent), Pakistan in Group 3 
(62.2 percent), and Bangladesh (61.9 percent).  

Group 6 consists of three transition economies of the former Soviet 
Union—Kazakhstan, Kyrgyz Republic, and Uzbekistan. These recently 
independent states share a fairly low GNP per capita, but show wide 
variations in terms of the degree of industrial development. This group 
tends to enjoy a relatively high level of education development. 
Although precise estimates are lacking for recent years, literacy appears 
to be nearly universal among both males and females, in sharp contrast 
to an average literacy rate of only 40 percent in Group 5 (Table 1.9). 
The transition economies in Group 6 share a Soviet-era heritage of 
strong, centralized support for education and other publicly provided 
services relative to the overall size of their economies. In terms of future 
demands on the education system, growth of the school-age population 
in Kazakhstan and the Kyrgyz Republic is predicted to slow down 
during the next decade. Nonetheless, for all countries in Group 6, it will 
evidently be very difficult to maintain their extensive public-dominated 
education systems. Inefficiency in the public provision of education 
notwithstanding, these transition economies have already experienced 
declines in secondary and tertiary enrollments, along with a 
deterioration in the quality of instruction, during the post-Soviet era. 

Table 1.9: Adult Illiteracy Rates, 1995 
(percent) 

Group DMCs Mean Minimum Maximum Population-
Weighted 

Mean 
1 2 33.25 18.50 48.00 31.25 
2 5 8.80 2.00 16.00 6.33 
3 5 19.96 5.40 62.20 26.33 
4 4 28.37 6.30 61.90 36.04 
5 5 60.55 43.40 72.50 67.34 
6 3 0.30 0.30 0.30 0.30 
7 12 14.33 6.80 27.80 23.98 

Total 36 26.00  0.30 72.50 25.09 
Sources: UNDP 1997; UNESCO 1998b; World Bank 1996, 1997d; country sources. 
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Group 7 comprises 13 Pacific DMCs, which are characterized by 
relatively small populations (ranging from roughly 10,000 in Tuvalu 
and Nauru to slightly more than 4 million in Papua New Guinea—
Table 1.10), but which have very different economic, social, and 
education conditions. For example, HDI rankings for members of this 
group range from 46 (Fiji Islands) to 128 (Papua New Guinea). 
Unfortunately, data for these countries are often lacking. 

 
Table 1.10: Midyear Population, 1995 

(millions) 

Group DMCs Mean Minimum Maximum 
1 2 1,074.61 929.00 1,220.22 
2 5 19.14 3.33 44.91 
3 5 95.54 17.93 197.46 
4 4 59.90 2.46 118.23 
5 5 11.56 1.77 21.45 
6 3 14.68 4.46 22.76 
7 12 0.54 0.01 4.30 

Total 36 85.29 0.01 1,220.22 
Sources: UNDP 1998a; UNESCO 1998b; World Bank 1996, 1997d; country sources. 

 
For comparison purposes, it is worth noting that these groupings 

present a similar picture as the division of the region into larger, 
geographic blocks in much of the literature. In particular, comparisons 
between the seven DMC groups or between, for example, East and 
South Asia all indicate the magnitude of challenges lying ahead for 
countries facing a combination of low education development, pressure 
from large and rapidly growing populations, and high poverty incidence 
rates. 

Before concluding this chapter, it is useful to summarize several 
important comparisons in terms of education progress both across and 
within groups. Illiteracy rates, which are especially problematic in 
Group 5 nations, have been outlined above and are tabulated in 
Table 1.9 for Groups 1–7. It should also be emphasized that lower 
literacy rates tend to imply larger gender gaps, an important observation 
given the importance ascribed to women’s literacy in the literature on 
economic development. 

In terms of enrollments in the first level of schooling, the Fiji 
Islands and Maldives (two small Pacific DMCs), as well as Cambodia, 
all have GERs above 120 percent. This suggests a strong commitment to 
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ensuring universal access, but also implies that there are many overage 
children and repeaters in primary schools. Bangladesh, Kazakhstan, 
Malaysia, Singapore, Uzbekistan, and Vanuatu have nearly 100 percent 
net enrollment rates, i.e., they have high GERs combined with low 
incidences of grade repetition or starting school late. Afghanistan has 
the lowest primary-level enrollment rates for males, females, and for all 
children (64 percent, 32 percent, and 49 percent, respectively). 
Moreover, it and other Group 5 nations show striking gender disparities 
in favor of males, contrasting with the relative gender equity at the 
primary level in Groups 2 and 6. In part, these differences reflect 
attrition. In Group 5, roughly 40 percent of Grade 1 students are 
predicted to drop out of school by Grade 5. This contrasts with the very 
low rates of attrition for Groups 2 and 6, with nearly 100 percent of 
Grade 1 students in Korea, Malaysia, Singapore, and Uzbekistan 
reaching Grade 5.  

Not surprisingly, Groups 2 and 6 also show the top enrollment rates 
in higher education, averaging roughly 2,500 per 100,000 inhabitants. 
This is almost double the average rate achieved in Group 3, and is 11 
times that for Group 5. The large disparities in tertiary-level enrollment 
rates can at least partially be explained by the wide range of economic 
and demographic differences throughout Asia. Other explanations focus 
on differences in political responsiveness to social pressure and demand 
for higher education. 

Although data on public expenditure on education are limited, it 
appears that, among the seven groups, it constitutes the largest share of 
GNP in Group 7 DMCs on average, and the smallest share in Group 5 
DMCs. The governments of Kiribati and the Maldives devoted 
6.3 percent and 8.4 percent of their respective GNPs in 1995 to 
education. Public expenditure on schooling also commands a sizable 
share of GNP in the transition economies of Group 6: the figure of 
6.8 percent in the Kyrgyz Republic is especially impressive. Within 
Group 5, by contrast, 1995 total public expenditure on education 
accounted for only 2.4 percent of GNP in the Lao PDR and only 
2.9 percent in Nepal. Arguably, underinvestment in education is 
widespread among the DMCs—about half of them spent less than 
3.8 percent of GNP on schooling in 1995—and may jeopardize both 
future growth and equity. 

Proponents of this view often cite South Asia as an example of 
underinvestment in the education sector. However, the case of South 
Asia actually suggests more specific policy prescriptions. Among the 
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critical changes needed is a dramatic realignment of priorities for 
education policy in many countries. Compared with East Asia 
(especially the four NIEs in Group 2), South Asia has invested much 
less in basic education, and has instead invested disproportionately in 
higher education. For South Asia as a subregion and several other 
DMCs, future development appears to hinge upon increased support for 
a broader foundation of human capital. 
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EDUCATION, ECONOMIC GROWTH, 
AND SOCIAL CHANGE 

n this chapter, the relationship between education and economic 
growth is analyzed, with special attention given to the economic and 
education experience of the NIEs. In addition, the linkages between 

education and poverty, and between education and social and cultural 
change, are briefly explored. 

A. Education and Economic Growth 

A key catalyst for national development, economic growth is generally 
assumed to be explained largely by stocks of labor, physical capital, and 
human capital (the quality of the labor force). Technology is assumed to 
be part of the growth equation, and the rate of technological change is 
associated with the availability of highly educated workers. 
Demographic structure and change support or inhibit economic growth. 

As seen earlier, Group 2 is distinguished from other groups by 
many indicators (Table 2.1). Group 2 has by far the highest mean GNP 
per capita, the highest economic growth rate, the lowest percentage of 
the labor force in agriculture, and the highest percentage of the labor 
force in industry and services. Group 1 ranks fifth in GNP per capita but 
second in economic growth rate. Although primarily agricultural, this 
group has a substantial and growing industry sector. Group 3 stays close 
to the middle ranking: third in GNP per capita, third in economic 
growth rate, and fifth in percentage of labor in industry.  

Groups 4 and 5 are low-income agricultural countries, although 
Group 4 has a much larger proportion of the labor force in industry. On 
nearly every indicator, Group 5 exhibits a wide range of values. Group 6 
comprises nations with relatively high education levels but with 
economic difficulties. The transition economies in Group 6 and socialist 
countries in Groups 1, 4, and 5 are, with differing rates of speed, 
moving from centralized or command economies to market economies 
(or socialist market economies) that allow entrepreneurship and private 
capital formation. This transition for some Group 6 DMCs has resulted 

I 
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in negative economic growth. The rankings for Group 7 vary from 
second in GNP per capita to fifth in rate of economic growth. 

 
Table 2.1: GNP per Capita Annual Growth Rates, 1985–1995 

Group DMCs Mean Minimum Maximum 
1 2 5.55 3.10 8.00 
2 5 6.26 4.80 7.60 
3 5 3.94 1.20 8.40 
4 3 0.83 -3.80 4.20 
5 4 2.78 2.00 4.00 
6 3 -6.47 -8.60 -3.90 
7 5 1.94 -1.10 6.70 

Total 26 2.27 -8.60 8.40 

Sources: UNDP 1998a; UNESCO 1998b; World Bank 1997d; country sources. 
 
The structure of a country’s population provides one important 

context for understanding the growth of education systems and 
constraints on support for economic growth. The size of the dependency 
ratio helps define the magnitude of social services, and when the ratio is 
large, it has a moderating effect on economic growth. Dependency 
ratios—the population in the age group 0–14 as a percentage of the 
population in the age group 15–64 for each country—vary across 
DMCs, ranging from 28 percent in Hong Kong, China to 94 percent in 
the Maldives in 1995. Groups of countries with high population growth 
rates and fertility rates—e.g., Groups 4, 5, and 7—have large 
percentages of the population under 15, suggesting a potentially high 
demand for early levels of education and constraints on efforts to 
improve education quality.  

The contribution of education to economic growth is generally 
found to be positive and significant when measured either in monetary 
terms or directly in terms of agricultural efficiency or labor 
productivity. Education also may contribute to poverty reduction; 
improvement in income distribution; and various dimensions of social, 
demographic, and political development. Although subject to some 
controversy, the relative significance of human capital has also been 
found to be generally higher in developing countries than in developed 
countries (Psacharopoulos 1994; Tilak 1994, 1997a). 

The research of Mingat and Tan (1996) has raised questions about 
earlier conclusions regarding the level of returns to education. These 
researchers provided new estimates of social returns by accounting for 
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additional externalities, not typically taken into account, that benefit 
society—e.g., the increased productivity of educated workers may 
increase productivity of coworkers, and a rise in the general education 
of the labor force may increase the potential for innovations and 
adaptations leading to more long-term efficiencies in the workplace. 
Reflecting on their findings, Mingat and Tan suggest that: (i) for low-
income countries, primary education has been the best investment; 
(ii) for middle-income countries, secondary education yields the highest 
social returns; and (iii) for high-income countries, tertiary education 
yields the highest returns. (A critique of the use of rate-of-return 
analysis is found in Box 2.1.) 

Other researchers have questioned claims that returns to primary 
education are invariably high across countries of Africa, Asia, and Latin 
America. The works of such authors as Behrman and Birdsall (1985), 
Hinchcliffe (1986), Knight and Sabot (1990), and Glewwe (1991) 
suggest that calculations have often incorporated upward biases. This 
led Weale (1993) to argue that social returns to education are likely to 
be overestimated, with true values rarely reaching double digits (World 
Bank 1997c, p. 37). 

Education at all levels contributes to economic growth through 
imparting general attitudes and disciplines and specific skills necessary 
for a variety of workplaces. Education also contributes to economic 
growth by improving health, reducing fertility, and—possibly—by 
contributing to political stability. Although the link between education 
and labor productivity is not entirely clear, general knowledge and 
learning skills acquired in school are usually assumed to make for more 
flexible workers capable of acquiring new skills and adapting to new 
working environments. A virtuous cycle is said to be created: “greater 
skills lead to progressively greater benefits from the introduction of new 
technology which, in turn, will lead to the further development of 
human resources” (ADB 1998, p. 195). The relevance of the education 
system to the labor market, thus, lies most fundamentally in its ability to 
produce a literate, disciplined, flexible labor force through high-quality, 
universal, basic education. As an economy continues to develop and 
new technology is applied to production, the demand for workers with 
more and better education increases. Thus, economies with export-
oriented industries have higher education requirements than those 
continuing with traditional agriculture and commerce. An example (at 
the subnational level) is of the more industrialized coastal regions of the 
PRC, where lower secondary education plus language and computer 
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skills are now required, compared with inland regions where basic 
literacy suffices for traditional agricultural work. 

UNDP’s 1997 Human Development Report notes that adaptation to 
changing market conditions and the shift toward more sophisticated 
exports requires a sufficient pool of basic skills in the workforce, and 

Box 2.1: Using Rate-of-Return Analysis for Policy Making 

Rate-of-return (ROR) analysis is an attempt to acquire insight into the
value of education as an investment and to make comparisons with
other investment opportunities. Because “the empirical evidence on
rates of return investment has had a strong influence on government
and donor policies regarding investment priorities” certain
characteristics of ROR analysis should be kept in mind (Mingat and Tan
1996). 
• The measurement of benefit is typically carried out by examining

earnings differentials of workers with different levels and kinds of
education. 

• ROR uses data from cross-sectional surveys of earnings by
education level and age of a given population at a given point.
However, earnings profiles may vary over time, and current income
streams may be poor predictors of future income. 

• Emphasis on private returns suggests that individuals seek only
pecuniary rewards, and ROR tends to define this as “rational
behavior.” Yet work and income choices may depend on factors
peculiar to individual values. Moreover, even if RORs are high for
particular investments, people may value a different investment. 

• When measuring ROR, unemployment is not taken into account;
opportunity costs of households are ignored; and communication
skills are not distinguished from technical knowledge. 

• Even if individual productivity is increased by education, it is not
known why. Reasons could include cognitive learning, personality,
or increased cultural capital. 

• ROR does not reflect the fact that individuals with the same level of
education vary greatly in productivity. 

• ROR calculations do not take into consideration externalities, even
though externalities may strongly influence education decisions. 

 
These characteristics suggest extreme caution in interpreting

RORs. Yet, given the level of uncertainty about the behavior of
education systems and the dynamic context in which they function,
RORs are a legitimate input into policy dialogue (Birdsall 1996, Mingat
and Tan 1996, Bennell 1996). 
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adds that “Today, competitiveness in trade and in attracting capital is 
more knowledge intensive than ever before” (p. 92). The impact of 
globalization, integration of the world economy, deregulation of 
markets, technological change, migration of labor, and the rate of 
accumulation of new knowledge all hasten the significant changes 
taking place in the technologies found in the labor markets in many 
countries and impose new demands on education. The knowledge-
intensive aspects of labor, now well developed in a number of DMCs 
(especially in Groups 2 and 3, but found to a degree in all groups), 
require people with the highest levels of technical and managerial 
competence. To respond to such needs, increasing differentiation of 
education is necessary at higher levels, as well as availability of learning 
both with different foci and at different ages. Advanced learning 
opportunities for economically advanced DMCs will mean significant 
numbers of students enrolled in science, industrial and information 
technology, and management. 

B. The Education Experience of Group 2 
Developing Member Countries 

The recent evolution of education and broader economic conditions in 
the Group 2 DMCs (Table 1.8) stands in sharp contrast to that of many 
of the DMCs of South Asia. In the 1960s, all these economies were 
approximately at the same level of economic development. However, 
over the last three decades growth in per capita income in East Asia has 
been about four times as fast as that in South Asia. To some extent each 
government sets its own priorities and follows its own route to 
development. Thus, the histories of those economies that have 
undergone a sustained period of rapid economic growth may not 
represent the future of less-developed nations. Nevertheless, a brief 
review of the education experiences of the Group 2 DMCs can inform 
national and international discussions of education policies and 
practices, raise issues, and suggest directions and strategies worthy of 
examination.  

The international research literature offers many, sometimes 
conflicting, reasons for the economic success of these five economies. 
Supporting national policies have been stressed, including outward-
looking economic strategies, institutional reforms, land reforms, a 
reliable legal framework, political stability, savings and investment, and 
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good governance. Favorable demographic conditions produced an 
increasing and relatively healthy labor force and a decreasing 
population of school-age youth. Early and continued investment in 
education, forming a satisfactory threshold level of human capital 
accumulation, is also frequently cited as having a major impact on 
growth. “Primary education is the largest single contributor to the 
HPAEs’ economic growth rates” (World Bank 1995a, p. 5).16 These 
HPAEs tended to emphasize “high quality primary education 
accompanied by a largely self-financed university system” (World Bank 
1995a, p. 5). By contrast, as Haq (1997) points out, “South Asian 
countries spent much of their small budgets on subsidies to higher levels 
of education”. 

The following is a summary of characteristics of Group 2 DMCs 
prior to or early on in the period of rapid economic growth (Adams and 
Boediono 1997).  
• Each of these five economies, as it entered its period of sustained 

economic growth, already had in place a well-developed system of 
basic education that provided a minimum of six years of education 
for nearly all boys and girls. Some of them—e.g., Korea and 
Taipei,China—had developed extensive secondary and higher 
education systems early in their industrialization. 

• National commitment to, and political support for, education were 
demonstrated in all of these economies through enabling laws, 
national policies, and adequate central financing. Government 
expenditure on education, however, was not necessarily high prior 
to economic takeoff, and in terms of education expenditure as 
a share of GNP, a significant variation can be found among them. 
However, government efforts were often complemented by private 
education institutions and by significant financial and labor 
contributions by parents at the local school level. 

• All levels of government and education bureaucracies, including the 
school, community, and family levels, had high expectations for 
basic education. Teacher and pupil absenteeism was low, and 
teacher quality comparatively high. These economies tended to be 
pragmatic and opportunistic in their attempts to address problems of 
efficiency, quality, and equity in education. Innovations ran the 
technological gamut and covered a wide range of uses of personnel 

                                                           
16 The World Bank defines HPAEs as the high-performing Asian economies of Japan, the NIEs, 

Indonesia, Malaysia, and Thailand (World Bank 1993).  
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and facilities, including large classes. The education role of 
government in some of these five DMCs—e.g., Korea—
incrementally changed as development proceeded. In the earlier 
period of growth, the central government acted essentially as a 
regulatory authority, mandating changes and reforms. Subsequently, 
the government acted more as a facilitator, sponsoring and 
advocating exemplary programs. 

• The record of Group 2 DMCs in terms of provision of equal 
education opportunities to females has been mixed. Near-universal 
primary education for girls was quickly achieved. At higher levels 
of education, however, some disparity in enrollment rates has 
persisted and in postschool work opportunities, discriminatory 
practices favoring males remain the norm. 

 
It should be noted that these rapidly expanding economies have not 

been without education, social, and economic problems. Following a 
sustained period of “catch-up”, educators in the NIEs (and to some 
extent in the rapidly growing economies of Southeast Asia as well) are 
increasingly questioning the quality of their education systems. There is 
little argument that school systems in the NIEs dramatically contributed 
to past growth by providing a solid human capital base for 
modernization. However, as these economies become more 
technologically oriented, new challenges are emerging. Can the schools 
better assist in students’ acquisition of higher-order skills and the 
development of creativity to sustain economic and social change? 
Moreover, at least some older adults are contemplating the price of 
recent successes. Visible along with the several attractive results of 
economic vitality are less attractive accompaniments, such as 
intergenerational contrasts in lifestyles and lack of communication, 
youth alienation and violence, intense competition for elite institutions, 
and overemphasis on consumerism. Nor has economic growth taken a 
linear upward path. A variety of conditions, including global 
competition and bad investments—with subsequent large debts by 
major industries—resulted in an economic downturn in the late 1990s.  

Several attempts have been made to discern economic and 
education lessons from the experience of the Group 2 DMCs. The 
macroeconomic policies applied to human capital development, and the 
priority it received, have been applauded by international agencies and 
emulated by other DMCs. However, a complete replication of the 
experience of any of the Group 2 DMCs is, of course, impossible. 
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C. Education and Poverty Reduction 

There is an old proverb that predicts “a rising tide lifts all boats.” 
Family income tends to be strongly associated with a reduction in the 
incidence of poverty. Likewise, economic growth is a powerful weapon 
against poverty, although growth does not necessarily eliminate poverty. 
As with education and economic growth, there is a two-way relationship 
between education and poverty. Family income has a strong positive 
association with education attainment, while “low earnings of the poor 
result partly from lower human capital endowments and partly from 
labor market discrimination” (Quibria 1994). Data from the Philippines, 
for example, indicate that children in poor and rural families have 
higher dropout rates and lower scores on achievement tests, in part 
reflecting inadequate access to textbooks and other educational 
resources (Gerson 1998). Poor communities also often find it difficult to 
recruit and retain quality teachers. 

Poverty (measured by a percentage of the population below a 
“poverty line,” or by average household income) reduces the 
opportunity for education attainment and acquisition of education 
outcomes, e.g., advanced education and preferred employment. Tilak’s 
(1994, p. 122) analysis shows a clear correlation between poverty and 
illiteracy in Asia—i.e., the higher the percentage of poverty in a 
country, the lower the literacy rate. Tilak further concludes that almost 
99 percent of the poor in Thailand have no education or less than middle 
secondary education; nearly all of the poor in Pakistan are illiterate; 
education and incidence of poverty are inversely related in Malaysia, 
with a large drop in poverty occurring between primary and secondary 
school graduates; and that poverty varies inversely with education, 
training, and household income in India (Tilak 1994, pp. 114–5). 
Although data are lacking for many DMCs on the percentage of 
population living in poverty, available data are consistent with other 
social and demographic indicators. For example, 53 percent of the 
population in Nepal lived on less than $1 a day in PPP terms in 1995, 
with poverty rates in the other Group 5 countries unlikely to be below 
this level. By contrast, population-weighted estimates, using data from 
Table A1.1, indicate that roughly 13.5 percent of the total population in 
Group 5 countries are in poverty. In general, the proportion of the 
income-poor appears to be declining slowly in East and South Asia. But 
the “big five” in Asia—Bangladesh, India, Indonesia, Pakistan, and 
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PRC—have made impressive progress in reducing the number of people 
living in poverty in their countries (UNESCO 1997, p. 33). 

Many of the poor are women. Although no single profile suffices to 
describe women in poverty, many poor females live in rural villages, are 
not active in the labor force, are illiterate or have a low level of 
education, have few marketable skills, and, as women, are subject to a 
variety of discriminatory laws and traditions that inhibit their 
opportunities for equitable participation in employment. Conditions 
vary across and within country groupings. However, no country has 
achieved full gender equity in the household, in education, or in the 
workplace. Indeed, in Group 6 DMCs, which are making a radical break 
with the past politically and economically, ethnic and religious 
traditions have resurfaced that are reducing female opportunities 
(Table 1.3). 

Women participate less than men in labor markets, and wage rates 
for females are consistently lower than those for males. Women 
constitute the majority of unpaid family workers. Some increases in 
female labor force participation rates can be found in several DMCs and 
are attributed to several factors, including social and cultural 
transformations in societies that have altered women’s attitudes; 
economic development; changes in family structure; and increases in 
education. Given the conditions of limited labor force involvement, self-
employment may be the only realistic option for many urban women 
(and indeed men). Thus, policies to improve the productivity of self-
employed and unpaid family workers are needed, as are efforts to create 
more employment opportunities to enable them to become wage 
earners.  

The link between education and employment is not immediate: 
many factors mediate this relationship. Nonetheless, the provision of 
schooling and policies determining how education opportunities are 
distributed across social groups, clearly has far-reaching effects on 
opportunities for productive work. As noted below, schooling 
(particularly for girls) is also associated with changes in intra-family 
dynamics, increased access to information, better health and sanitation, 
and increased investment in subsequent generations (see, for example, 
studies in Schultz 1998). Education can thus contribute to the reduction 
of poverty, broadly defined. At the same time, the influences of 
education may not be immediately apparent. In some cases, the lag may 
be relatively short (i.e., the time required for poor individuals to find 
more profitable employment or entrepreneurial work). The benefits of 



36 Education and National Development in Asia 

changes in family consumption and investment patterns, however, may 
only become evident in the next generation.  

In considering the society-wide effects of expanding schooling 
provision at various levels, policymakers should also recognize that, at 
least in terms of employment outcomes, the marginal individual benefits 
of additional schooling tend to fall as increasing shares of the school-
age population complete that level of attainment (Mingat and Tan 
1996). In addition, particularly for the urban informal sector, debate 
persists as to the relative value of general education versus specific 
skills training  (Lee 1998, Section 5).  

Laws and policies supportive of equal opportunities for girls and 
women in the workplace are critically important but may not be 
sufficient to alter inhibiting gender traditions and culture. Governments 
and international agencies committed to gender equity should 
vigorously encourage equitable employment conditions at all 
institutional levels, from the family to the state. Within the education 
sector, strategies are necessary to promote more women to decision-
making roles. The potential for both genders to escape poverty will 
increase over time as the status and education level of girls and women 
improve (United Nations 1991, World Bank 1994c).  

In a study on education reform in Taipei,China, which extended 
tuition-free schooling through the junior high-level, Spohr (2000) finds 
evidence that girls’ schooling has broad empowerment effects, and 
increases the likelihood that, as adults, they will hold formal sector 
wage jobs and provide kindergarten schooling for their children. 
Likewise, studies in Schultz (1998) find a strong link between females’ 
schooling and later investment in children’s education, household health 
and nutrition, sanitation, and other outcomes. Such findings suggest that 
the status and education level of females can exert particularly strong 
intergenerational effects, and are thus crucial for reducing poverty. 

D. Education, Social Change, and Social 
Cohesion 

In addition to traditional economic measures, another language and new 
concepts have entered the discourse on national development in recent 
years. The newer terms include poverty reduction, social justice, 
environmental sustainability, human rights, and empowerment. This 
extended conceptualization of development is being translated into a 
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larger range of policies and programs to address new human and social 
dimensions. These changes are recognized by international agencies 
whose priorities focus increasingly on improving individual 
competencies and building institutional capacities, rather than 
concentrating only on physical infrastructure. 

Social changes may be seen as integral to, a prerequisite for, or a 
consequence of, economic development. Industrialization and 
globalization are making changes at the individual, family, and 
workplace levels. Gender has emerged internationally as a social and 
political issue, and questions are being asked by those concerned with 
gender equity about what rules govern access to, and control over, 
resources and labor, and how definitions of rules, rights, and obligations 
are reinforced and, on occasion, openly challenged. For example, 
policies and macroeconomic changes may affect intra-household 
political economy, differentially affecting household members and 
changing their status and role within the family.  

Information and education are two ingredients for helping 
individuals and institutions participate in social change. Economies that 
rank comparatively high in circulation of newspapers and numbers of 
radios and television sets per 100 inhabitants tend to be more 
economically and educationally advanced. Among the DMCs, 
circulation of daily newspapers is extremely low in all groups, with the 
exception of Group 2 DMCs. Few data are available for Groups 5, 6, 
and 7. Groups 1, 3, and 4 cluster as a grouping distinct from Group 2, at 
a daily newspaper circulation ranging from one to four per 100 
inhabitants, while Group 2 has a daily average circulation of 41 
newspapers per 100 inhabitants. Most of the countries of South Asia 
(data are missing on three) have a daily circulation ranging from one to 
three per 100 inhabitants. Group 2 has a coverage of 32 television sets 
per 100 inhabitants, more than twice the average of any other 
group. Groups 1, 3, and 4 present a range of 6.5 to 15 television sets per 
100 inhabitants. Generally, the number of television sets per 100 
inhabitants is higher than the circulation of newspapers. Groups 4 and 5 
cluster at the lower end, with little intragroup variance, but considerable 
variation on this indicator is found within other groups.  

The social objectives for education are often ambitious and may 
include for students: developing a critical orientation toward institutions 
and social problems; eliminating discrimination and reducing elitism; 
promoting national unity; learning to work cooperatively with others; 
resolving conflicts nonviolently; and developing self-reliance. National 
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and family education objectives suggest that learning should be more 
than examination results on standardized achievement tests. Such tests, 
at best, measure a small fraction of acquired knowledge and hardly 
relate to many of the values, beliefs, and traditions that families and 
societies wish to perpetuate. Education may be seen as self-development 
or skills to cope with a wide variety of external problems, including the 
productivity of labor. As education systems develop, the education 
process may be expected to turn its attention to higher-order goals, such 
as problem solving and creativity, which themselves are processes and 
are seen as more enduring and widely applicable forms of learning.  

Major education changes and reforms reflect the social, cultural, 
religious, and political contexts and traditions of a particular country. 
Extending the length of basic education and responding to demand for 
secondary and higher education are often stimulated as much by 
motivation to build political capital as a concern for improved human 
capital. However, education changes are also initiated through the 
regular processes of particular education bureaucracies in their attempts 
to adapt and improve the functioning of the system. (See the eight 
country sector studies for further information on this point.17) Formal 
education cannot eliminate problems associated with social and 
economic change, or even fully prepare the population to cope with 
these changes. However, an effective, equitable system of formal and 
nonformal education can promote intergroup parity (rural-urban, male-
female), develop shared appreciation, bring school and home closer 
together, and increase community-level sharing of decisions affecting 
youth. Carnoy (1995) suggests that there are two opposing social views 
of education. One stresses capital accumulation, the other social 
equality: “There is an inherent conflict between schooling’s role in 
preparing labor for a modernizing economy and its role in equalizing 
opportunity and providing social opportunity”. 

Carnoy’s analysis may be valid, and much international literature 
justifies the priority on basic education on grounds of its contribution to 
productivity. However, shifts in priority from higher to lower levels of 
education can also be defended on equity and cultural grounds, e.g., 
social mobility. Emphasis on basic education allows the lowest-income 
groups education and social access. This priority further allows the 
targeting of remote areas and ignored populations (Lee 1998). 
                                                           
17  The eight country sector studies are: People’s Republic of China (NCEDR 1997); Indonesia 

(OECRD 1997); Kyrgyz Republic (RIHEP 1997); Nepal (RCEID 1997); Pakistan (PIDE 1997); 
Papua New Guinea (INA 1997); Philippines (DAP 1997); Viet Nam (NIED 1997). 
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DEVELOPING EFFECTIVE 
EDUCATION SYSTEMS 

his chapter examines issues and trends directly related to quality, 
equity and access, management, and finance as these affect the 
organization, process, and strategies associated with education 

improvement. Also included is a focus on trends and issues related to 
major subsystems of the education system. 

A. Improving Education Quality 

Virtually all DMCs have put the improvement of education quality 
among their highest national priorities for the next decade. To some 
extent, plans and policies calling for higher-quality schooling now 
supplement or even replace earlier attention given to such priorities as 
education expansion and school access. Translating the growing 
consensus on the need to improve quality into viable policies is a major 
challenge.  

The precise meaning of this concern and the path to improvement of 
quality are often left unexplained. Examined within context, education 
quality apparently may refer to inputs (number of teachers or textbooks, 
or amount of teacher training); processes (amount of direct instructional 
time, extent of active learning); outputs (test scores, graduation rates); 
and outcomes (performance in subsequent employment). Quality may 
also be based on an institution’s or program’s reputation, or on the 
extent to which schooling has influenced change in student knowledge, 
attitudes, values, and behavior. In addition, quality education may 
simply imply attaining specified targets and objectives or a complete 
theory or ideology of acquisition and application of learning. 

As changes in education governance take place, and the number of 
stakeholders and clients involved in education decisions increases, the 
potential for misunderstanding, disagreement, and conflict regarding the 
meaning of education quality also rises. Consensus is unlikely among 
parents, teachers, administrators, and students on the ingredients of 
quality, how to measure it, and how to initiate and sustain improvement. 
This chapter begins by examining the concerns expressed among DMCs 

T
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about education quality; briefly reviews relevant research; focuses on 
teaching and learning; and suggests strategies that countries committed 
to quality improvement might use to raise school quality over the next 
decade. An attempt is made, where possible, to interpret the quality of 
education within context. The most common meaning of education 
quality, as inferred from its use, relates to level of student achievement 
on selected portions of the national curriculum. On this basis, 
populations of students have been compared across countries, across 
regions within a country, and across schools in a given locality. 

1. Concerns with Problems of Quality 

Generalizations about education quality defined as student achievement 
on core subject areas across Asia are difficult. The more economically 
advanced economies of Asia are among the world leaders in student 
achievement, as measured by comparisons of cross-national test scores 
(IEA 1995). However, many students in the poorer countries, even after 
several years of primary schooling, may not have acquired basic literacy 
and numeracy. Moreover, the disparities in the quality of instruction 
across regions within a single country sometimes exceed the differences 
among countries. The following paragraphs describe some of the intra- 
and intercountry differences that exist in conditions of low education 
quality. 

a. Lao PDR 

Improvement of education quality is a critical challenge facing the Lao 
PDR. The poor quality of education inputs and of processes in basic 
education is evidenced by inappropriate curricula and teaching methods. 
Textbooks are scarce or nonexistent in many schools, while students’ 
access to instructional materials is diminishing as parents are expected 
to make increasing financial contributions for materials. In addition to 
problems of financing, instructional materials are lacking, due to the 
absence of a reliable distribution system to schools. One indicator of 
low efficiency in the system is that teachers’ average instructional hours 
(estimated at 10 per week) are well below half the level of international 
norms. The majority of school facilities do not provide the minimum 
physical conditions required for teaching and learning. Buildings are 
deteriorating because of a lack of maintenance (ADB 1993a). Finally, 
low levels of teacher qualification and the absence of systems for 
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teacher upgrading and professional support are endemic at all levels of 
education. Teachers’ classroom effectiveness is often problematic, in 
part due to inadequate teacher training. For example, in school year 
1989/90, roughly 35 percent of primary school teachers were considered 
wholly “unqualified”, while even among new primary-level teachers 
appointed in 1996/97, the figure remained at nearly 17 percent. This 
problem is compounded by the need to improve access to, and the 
quality of, in-service teacher training (ADB 1993a, 2000a).  

b. Viet Nam 

Schools are poorly furnished and equipped. Students lack textbooks, 
and the curriculum itself is often irrelevant to today’s needs. 
Assessment systems are poor. Teachers do not have sufficient training 
and are unaware of new and more effective teaching methods. These 
factors have all contributed to a decline in quality. Other factors in this 
decline are the result of the significant economic changes that Viet Nam 
is undergoing, and that clearly affect the demand for entering or staying 
in the education system (NIED 1997). 

c. Nepal 

The lack of trained teachers is one of the major issues of schooling in 
Nepal. Trained teachers, on the other hand, face a lack of opportunities 
for follow-up professional development programs. 

Classroom instructional practices are still very poor, and schools 
have not been reformed to run properly. Teacher morale is yet to be 
enhanced; teacher training needs to be expanded and diversified in its 
mode of delivery to produce an adequate number of trained teachers. 
Special efforts must be made to ensure that teachers from poor and 
remote communities (especially female teachers with considerable 
home responsibilities) can participate in training. In terms of pedagogic 
content, teachers need to be trained to become sensitive to the 
emotional, psychological, and education needs of the children. More 
broadly, the curriculum needs to be reformed to make it relevant to and 
effective for the needs of society, given that education poses a sizable 
opportunity cost, if not also a monetary burden, on all families.  

Dissatisfaction with the costs of the rapid expansion of education 
systems, disillusionment with the apparent growing lack of fit between 
schooling and the world of work, and a general concern over the low 
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level of basic education, have all given impetus to the search for new, 
more effective, and more efficient models of education. The increased 
interest in education quality, typically defined in terms of student 
achievement, has been further stimulated by ripples of optimism 
flowing from a body of empirical research that suggests (i) in 
developing countries, that discretionary funding and school-level 
initiatives can significantly affect student performance, and (ii) in 
industrialized countries, that the characteristics of high-quality schools 
are not only known, but to a degree, are common across a range of 
cultures (RCEID 1997).  

d. Other Countries 

The other country sector studies elucidate similar types of constraints, 
as outlined below. 
 

People’s 
Republic of 
China 

Excessive emphasis on examinations; heavy 
teaching schedule of teachers; low teacher salaries; 
inadequate supply of teaching materials. 

Indonesia Low general qualifications of some teachers; weak 
subject mastery by some teachers; low status of 
teaching. 

Kyrgyz 
Republic 

Overly extensive curricula, overloading students 
and over-stretching resources; shortages of library 
facilities, books, and new technical equipment; 
inadequate testing of students’ knowledge; system 
overly centralized/regulated and not sustainable. 

Pakistan Poor physical facilities; inadequate distribution of 
materials; excessive school fees; “ghost” schools 
(existing only on paper); shortage of trained 
teachers; high student/teacher ratio. 

Papua New 
Guinea 

Inadequately trained teachers; shortage and poor 
quality of textbooks; failure of innovations to 
produce improvements. 

Philippines Inadequate teacher in-service training; low teacher 
salaries; misallocation of teachers (teachers not 
teaching their specialties). 
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These country sector studies all reported dissatisfaction with the 
quality of education systems. Often mentioned or implied were issues 
such as poor teacher training, the lack of teacher motivation, the need 
for curriculum revision, inadequate facilities, and insufficient numbers 
of textbooks. Strategies proposed to improve quality included improved 
inputs such as the use of more technology, incentives for productivity of 
teachers, establishing or clarifying national standards, and increased in-
service training of teachers. Little analysis was presented of why these 
strategies were thought to be appropriate, neither was evidence 
presented that these efforts were cost effective. Further, no 
consideration was given regarding the possible trade-offs of choices by 
decision makers seeking to weigh their options. However, the 
recommendations do reflect prevailing assumptions about what 
important, relevant strategies are available to policymakers for 
increasing schools’ contribution to learning. 

The country sector studies and most international agency literature 
tend to assume a common, but nonexplicit, meaning of quality, which 
usually seems to be a measure of student achievement. At times, 
however, comments are made regarding the need for teachers to be 
more conscious of the psychological needs of students and the multiple 
social skills and commitments required in society. But the examination 
of quality problems has usually been in terms of deficits. 
Recommendations for improving quality were presented in terms of 
reducing deficits by providing more funds, materials, and additional 
training. Moreover, the country sector studies also suggested that 
quality could be improved by altering the role of teachers to become 
more reflective of best practice, the further use of evaluation techniques 
in the classroom, more innovative and piloted experiments, more 
effective allocation of teachers, developing in-service training in actual 
class situations, and performance-based incentives for teachers and 
administrators. 

2. Teaching and Learning: Inside the Black Box 

Improvements in the quality—and to some extent, the efficiency and 
equity of education—depend on the nexus of teaching and learning. 
Schooling, the formal teaching-learning environment, can be influenced 
by resources and ideas from many sources; however, it is a self-
contained system to a degree, and different schools (or even classrooms) 
may respond to a given set of inputs in different ways. The implication 
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of this condition is that characteristics, meanings, and effects of the 
interaction of teachers and students may be influenced through national 
policies but cannot be mandated from central offices of ministries of 
education. 

Many of the policy documents published by ADB and the World 
Bank seek to specify those inputs that determine academic achievement 
and knowledge skills that translate directly into increased labor 
productivity or improved opportunities for acquisition of further 
education. Tables 3.1 and 3.2 summarize two bodies of research related 
to the determinants of school outputs, as typically measured by scores 
on standardized achievement tests. Table 3.1 summarizes the findings of 
a number of studies of school effects in Asia using a production 
function or input-output model. The available studies are few, and 
generalizations to all DMCs are not possible. However, the 
contradictions among the findings are striking. Table 3.2 attempts to 
summarize a body of literature known as effective schools research. 
Although this research, in terms of variables examined, overlaps with 
the studies referred to in Table 3.1, somewhat more attention is given to 
school process variables. 

This set of studies reflects to a degree the lack of agreement found 
in the more inclusive body of similar international research. Within the 
larger body of research the most common variables associated with 
student achievement include use of textbooks, instructional time, and 
education level of teachers. Some research suggests that in-school 
variables in developing countries (in contrast with family and household 
variables) have a larger impact on school output than they do in 
industrialized countries. Clearly the body of research summarized in 
Table 3.1 does not hand the policymaker a package of manipulable 
inputs and processes that can be used to guarantee higher student 
achievement. Moreover, as demonstrated later, the input-output 
(production function) model on which these studies are based radically 
oversimplifies the dynamic and situation-specific nature of the teaching-
learning processes. 

The dimensions and elements of effective schools identified in 
Table 3.2 tend to be softer and more qualitative than many of the 
variables found in Table 3.1. These dimensions were often examined 
directly through observation within schools and comparisons across 
schools. Table 3.2 offers a summary of the second body of relevant 
research (i.e., effective schools research) and captures many of the 
organizational and process variables found in these studies. 
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Table 3.1: Selected Studies of School Effects in Asia 

Study Economy Findings Source 
Indonesia 
(secondary) 

School expenditures are not associated 
with higher achievement. 

Harijati 1998 School 
Expenditures 
per Pupil Malaysia 

(secondary) 
Higher school expenditures are not 
associated with higher achievement. 
 

Beebout 1972 

Class Size Thailand 
(primary) 

Negative evidence that small class size 
improves student achievement in reading 
and science. 

Heyneman and 
Loxley 1983 

 India 
(primary) 

No evidence that smaller class size raises 
achievement. 

Heyneman and 
Loxley 1983 

 Indonesia 
(secondary) 

No evidence that smaller class size 
improves student achievement. 

Sembiring and 
Livingstone 1981 

 Malaysia 
(secondary) 

Fewer students per teacher improve the 
quality of interaction and raises 
achievement. 
 

Beebout 1972 

School Size Thailand 
(primary) 

Large school size has a positive effect on 
achievement. 

Comber and 
Keeves 1973 

 Malaysia 
(primary) 

Large school size has a negative effect on 
achievement. 

Beebout 1972 

 Indonesia 
(primary) 

Large school size has a positive effect on 
achievement. 
 

Muhammad 1997 

School Library Thailand 
(primary) 

The presence and active use of a school 
library raise reading achievement. 

Thorndike 1973 

 Malaysia 
(primary) 

The presence and active use of a school 
library raise reading achievement. 

Beebout 1972 

 Indonesia 
(secondary) 

Use of a library does not improve 
achievement. 

Harijati 1998, 
Sembiring and 
Livingstone 1981 

Number of 
Class Shifts 

Malaysia 
(secondary) 

More than one shift of classes each day 
strains the effectiveness of resources and 
lowers achievement. 
 

Beebout 1972 

Instructional 
Materials 

India Greater availability of instructional 
materials leads to higher achievement in 
reading and science. 

Comber and 
Keeves 1973 

 Philippines Instructional materials lead to higher 
achievement in science. 

Heyneman et al. 
1983 

 Indonesia 
(secondary) 

No evidence that instructional materials 
lead to higher achievement. 

Sembiring and 
Livingstone 1981 

 Indonesia 
(secondary) 

Instructional materials do not improve 
language achievement. 

Harijati 1998 

 Thailand 
(primary) 

Instructional materials do not improve 
language achievement. 

Fuller and 
Chantavanich 
1976 

Laboratories India 
(primary) 

The presence and instructional time spent 
in laboratories raise science achievement. 

Heyneman and 
Loxley 1983 

 Thailand 
(primary) 

The presence and instructional time spent 
in laboratories raise science achievement. 

Heyneman and 
Loxley 1983 
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Table 3.1: Selected Studies of School Effects in Asia (cont’d.) 

Study Economy Findings Source 
India 
(primary) 

Teachers’ years of primary and secondary 
schooling raise science achievement. 

Heyneman and 
Loxley 1983 

Preservice 
Teacher 
Training (years 
of primary and 
secondary 
schooling) 
 

Thailand Teachers’ years of primary and secondary 
schooling raise language and math 
achievement. 

Fuller and 
Chantavanich 
1976 

India Years of postsecondary instruction raise 
reading and science achievement. 

Comber and 
Keeves 1973 

Thailand Years of postsecondary instruction raise 
reading and science achievement. 

Comber and 
Keeves 1973 

Preservice 
Teacher 
Training (years 
of post-
secondary 
instruction and 
teacher 
training) 
 

Indonesia 
(secondary) 

Years of postsecondary instruction raise 
arts and science achievement. 

Sembiring and 
Livingstone 1981 

In-Service 
Teacher 
Training 
 

Indonesia Upgrading the skills of teachers leads to 
higher achievement in arts, science, and 
language. 

Sembiring and 
Livingstone 1981 

Teacher 
Experience 

India Longer teaching experience positively 
influences achievement. 

Heyneman and 
Loxley 1983 

 Malaysia Longer teaching experience positively 
influences achievement. 

Beebout 1972 

 Indonesia 
(secondary) 

Longer teaching experience positively 
influences achievement. 

Harijati 1998 

 Indonesia No evidence that teacher experience is 
associated with achievement. 
 

Sembiring and 
Livingstone 1981 

Length of 
Instruction 

India More hours or days of instruction increase 
achievement. 

Heyneman and 
Loxley 1983 

 Thailand More hours or days of instruction increase 
achievement. 

Heyneman and 
Loxley 1983 

 Indonesia 
(secondary) 

More hours of instruction increase 
achievement. 
 

Harijati 1998 

Homework India No evidence that homework raises 
achievement. 

Comber and 
Keeves 1973 

 Thailand No evidence that homework raises 
achievement. 
 

Comber and 
Keeves 1973 

High Teacher 
Expectation 
 

Hong Kong, 
China 

Teachers who expect high achievement 
raise student performance. 

Rowe 1971 

India More hours spent preparing for class raise 
science achievement. 

Heyneman and 
Loxley 1983 

Teacher Time 
Spent on Class 
Preparation Thailand No evidence that class preparation leads to 

higher achievement. 
 

Heyneman and 
Loxley 1983 

Active 
Teaching and 
Learning 

Indonesia 
(primary) 

Students participating in active learning 
perform better than students without 
active learning. 

Tangyong et al. 
1989 
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Table 3.1: Selected Studies of School Effects in Asia (cont’d.) 

 Study Economy Findings Source 
Vocational 
Curriculum 

Philippines Vocational curriculum is negatively 
associated with an effective labor force 
and earnings. 

Psacharopoulos 
1973 

 Thailand Vocational curriculum is negatively 
associated with an effective labor force 
and earnings. 

Psacharopoulos 
1973 

 Indonesia Vocational curriculum is negatively 
associated with an effective labor force 
and earnings. 
 

Clark 1983 

In-Plant 
Vocational 
Training 
 

Korea In-plant training is more cost effective. Lee 1985 

Preprimary 
Schooling 

Thailand 
(primary) 

Third graders who attended preprimary 
schools performed better in math and Thai 
language than did children who had no 
preprimary experience. 
 

Raudenbush and 
Bhumirat 1991 

Socioeconomic 
Status of 
Parents 

Nepal Socioeconomic status of parents 
significantly determines school access of 
children. 

Shrestha et al. 
1986 

 Indonesia 
(secondary) 

Education of parents is not associated with 
student achievement. 
 

Muhammad 1997 

Gender 
Differences 

Malaysia Both girls and boys demonstrate favorable 
attitude toward math and possess 
equivalent problem-solving skills. 

Swetz et al. 1983 

 Indonesia Both girls and boys demonstrate favorable 
attitude toward math and possess 
equivalent problem-solving skills. 

Swetz et al. 1983 

 
Because of the general and sometimes vague nature of several of 

these dimensions, e.g., positive school climate and effective use of 
instructional time, attempts to use the research to develop more 
effective schools are likely to be controversial. Moreover, the summary 
of conditions of effective schools shown in Table 3.2 is one of many 
that could have been developed from available research.  

In a further complication, apparent solutions to ineffective teaching 
and learning turn out to be complex because of organizational context. 
For example, teacher motivation is widely assumed to be a contributing 
factor to improved instruction and learning. Frequently suggested 
teacher incentives include (i) merit pay, with a significant portion of a 
teacher’s salary based on performance as assessed by supervisors; 
(ii) salary premiums to mathematics and science teachers; and 
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(iii) location premiums to teachers working in rural areas (Chapman 
1998). Unfortunately, in practice, none of these incentives may work. 
Teachers who do not receive merit pay may respond, not by trying 
harder, but by reducing their effort. And, paying premium salaries to 
math and science teachers may make other teachers angry, frustrated, 

Table 3.2: Dimensions of Effective Schools 

Dimensions Core Elements Facilitating Elements 

Leadership • Positive climate and overall 
atmosphere. 

• School and classroom site management 
and decision making. 

• Strong leadership. 
• Goal-focused activities toward clear, 

attainable, and relevant objectives. 
• Planned and coordinated curriculum. 
• School-wide staff development. 
• Consistency of school values. 

• Shared consensus on values 
and goals. 

• Long-range planning and 
coordination. 

• Stability and continuity of 
key staff. 

• District-level support for 
school improvement. 

 

Efficacy • High and positive achievement 
expectation with a constant press for 
excellence. 

• Visible rewards for academic 
excellence and growth. 

• Cooperative activity and group 
interaction in the classroom. 

• Total staff involvement with school 
improvement. 

• Autonomy and flexibility to implement 
adaptive practices. 

• Appropriate levels of difficulty for 
learning tasks. 

• Teacher empathy, rapport, and personal 
interaction with students. 

• Emphasis on homework and 
study. 

• Positive accountability; 
acceptance of responsibility 
for learning outcomes. 

• Strategies to avoid non-
promotion of students. 

• Less emphasis on strict 
ability grouping; interaction 
with more accomplished 
peers. 

• Sense of school community. 
• Parental involvement and 

support. 

Efficiency • Effective use of instructional time: 
amount and intensity of engagement in 
school learning. 

•  Orderly and disciplined school and 
classroom environment. 

• Continuous diagnosis, evaluation, and 
feedback. 

•  Intellectually challenging teaching. 
•  Well-structured classroom activities. 
•  Instruction guided by content coverage.
•  School-wide emphasis on basic and 

higher-order skills. 
•  Pupil acceptance of school norms. 

• Positive teacher models. 
• Opportunities for indi-

vidualized work. 
• Number and variety of 

opportunities to learn. 
• School-wide recognition of 

academic success. 
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and bitter. Further, teachers apparently would rather be unemployed in 
urban areas than work in certain remote regions (Murnane and Cohen 
1986). (For a thorough review of teachers’ incentives and school 
management, see Chapman 1998.) 

As a second example, the importance of strong school management 
to teaching, learning, and effective schools is well established. Yet 
experiments in site-based management frequently do not produce 
significant changes in teaching and learning. Moreover, visible changes 
are not always welcomed by neighboring or competing schools, and 
leadership over time requires multiple advocates. The lesson is that 
school-level efforts at reform are fragile, and, if not reinforced by 
community or regional support, may not survive.  

The lack of compelling research findings and the often 
contradictory evidence culled from experience suggest caution. 
However, the potential for improving the teaching-learning process is 
not as bleak as the inconsistencies in research and complexities of 
practice may suggest. Research and critical examination of practice 
offer sufficient insight to initiate small- and large-scale interventions 
viewed as experiments. Research on school effects and effective schools 
offers significant insight that could become part of in-service training 
programs either for teachers and head teachers, or as a basis for district- 
or school cluster-level innovations. Strategies to improve teaching and 
learning are likely to include improving school management; increasing 
the amount of learning materials and instructional time; upgrading 
teachers’ knowledge of subject matter and skills; and encouraging 
parental and community involvement in developing a supportive 
learning environment. Additional characteristics of effective teaching 
and learning might involve establishing high expectations for students 
and, at all levels of schooling, include explicit attempts to integrate 
work knowledge and skills into the curriculum. 

Research and experience indicate that much remains to be learned 
about the contents of the classroom. This lack of knowledge suggests 
the importance of experimentation with new curricula and new delivery 
mechanisms. One problem is that the poorest DMCs and education 
systems, which arguably need innovations and cost-effective teaching 
and learning the most, have the fewest financial and human resources to 
invest in such purposes. At the community and school levels, direct 
examination of qualitative portraits of practice, successes, and failures is 
required to achieve greater insight. Why, for example, are some 
communities showing declining demand for schooling? Why do some 
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communities reject existing schools? What unwanted outcomes do 
parents fear? 

As stated above, because of the general and sometimes vague nature 
of some of the dimensions and elements, attempts to use the research to 
develop more effective schools are likely to provoke controversy. 
Moreover, the research on effective schools, largely carried out in 
Europe and North America, shares many of the weaknesses of school 
effects studies, such as: (i) lack of an underlying theory that validates 
indicators; (ii) use of standardized measures of pupil achievement that 
are not as sensitive to quality improvement efforts as curriculum-based 
assessments; (iii) exclusion of indicators of noncognitive achievement 
measures (e.g., student self-concept, student behavior in school and in 
the community, student retention, teacher attitudes, and teacher 
behavior) that could provide a more comprehensive understanding of 
education quality improvement; and (iv) use of school-level indicators 
or aggregation of student data to the school level that can mask 
differential effects of factors on different groups of students (e.g., 
gender, ethnic, and social class differences) in the same school. These 
characteristics suggest that the school effects and effective schools 
research (i) are unlikely to provide prescriptions readily adaptable 
across societies, regions, or even school sites; and (ii) explain little 
directly about the process of improving education, that is, implementing 
the policies and sustaining practices derived from such research 
activities.  

3. Strategies and Conditions for Improving Education 
Quality 

Given the stated national priorities to improve education quality and the 
massive programs for upgrading curricula and teacher competence, the 
question remains: Why does the quality of education not improve? As 
Box 3.1 suggests, obstacles to improving education quality persist. 
However, some evidence suggests that the quality of education has been 
improving in DMCs, but unevenly across and within countries. Indeed, 
many of the education challenges of the next decade have been created 
by the remarkable successes in education across Asia during the last two 
decades, when regional primary education gross enrollment rates grew 
to over 90 percent and, by the 1990s, several countries had primary 
education net enrollment rates above 90 percent. Education expansion 
and an extended period of economic growth (and recent economic 



Chapter 3: Developing Effective Education Systems 51 

decline) and evolving patterns of education decentralization have 
brought issues of education quality and relevance to the fore, and have 
complicated the process of finding solutions. 

Policies and strategies that influence education quality are often 
directly or indirectly linked to, and at times inseparable from, those that 
affect equity and efficiency. As such, many of the strategies discussed 
below (pages 57–86), and the analysis of systemic and institutional 
policy support and strategies for education reform found in Chapter 5 
identify interventions that include or affect quality change. In this 
chapter, discussion of strategies is limited to those related directly to 
teaching and learning. In addition, the chapter gives brief attention to 
the conditions for sustaining the process of improving quality. 

a. Strategies to Improve Teaching and Learning 

Although all DMCs are committed to improving quality, when 
investments in quality compete with investments in access, the latter 
often win out. Expanding access is more politically sellable than raising 
quality. Therefore, those countries that are struggling to attain universal 

Box 3.1: Why Does the Quality of Education Not Improve? 

The problems facing education systems in South Asia and Southeast Asia
often appear to be alike—for example, poorly trained teachers,
inadequate supplies of textbooks, weak management, little or no
instructional supervision, poor facilities. Yet, such conditions exist despite
elaborate bureaucracies to address such problems and a claim by every
country that it has placed a high priority on quality improvement. So, why
does the quality of education not improve? Some answers may be: 
• High quality is an elusive target. Advocating higher education quality

tends to be a popular cause. For the same reason, improving school
quality is a safe goal in that it is never reached. 

• The desire for high quality is, in practice, “capped” by competition for
resources. Governments and communities claim they want high
quality, but they always mean they want as much as they can get for
the amount of money they want to spend. The search for quality is
constrained by the willingness to pay the price. 

• Raising quality has its enemies. Related to (ii) above, raising quality
involves trade-offs. Quality interventions usually require additional
resources; those who lose in the transaction may see quality
improvement as secondary to what they value. 
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basic education and reduce illiteracy will probably continue to do so. 
Yet, quality enhancement and increased access are not necessarily in 
conflict. Integral to delivery of basic education are decisions related to 
teacher skills and motivation, the curriculum, textbooks, and 
instructional materials. Since these are basic ingredients to the processes 
of teaching and learning, quality improvement and increased access may 
be achieved together. 

Strategies  

• Restructuring on-the-job training for teachers. Upgrading teacher 
training is, worldwide, the single most popular strategy for 
improving education quality. At the same time, in-service teacher 
training is frequently an expensive intervention, and little credible 
evidence is available that such training significantly influences 
teacher performance. One strategy for improving teacher 
competence on the job, other than traditional in-service programs, is 
“internal supervision” provided by head teachers or designated 
teachers with appropriate training. Research in Thailand by 
Raudenbush and Bhumirat (1991) concludes that there is evidence 
of a link between the intensity of internal supervision a teacher 
receives and students’ academic achievement. These researchers 
further state, “there is equally strong evidence that students view 
teachers receiving such supervision as receiving higher quality 
instruction than teachers with less supervision.” Creating 
instructional leaders not only has implications for teacher and 
student performance but also impacts on the necessary 
qualifications of head teachers and structures of local levels of 
administration. 

• Providing relevant and acceptable teacher incentives. A key 
education issue in most DMCs for the next decade is the need to 
design better teacher incentive systems. The prospect of identifying 
a system of low-cost incentives to motivate teachers to perform in 
new or better ways has a powerful appeal to countries caught in the 
squeeze of simultaneous declines in education quality and resources 
(Chapman and Snyder 1993). Table 3.3 suggests a set of incentives 
that has been used across many countries in an attempt to stimulate 
better teacher performance (Kemmerer 1990). Among the three 
types of incentives, remuneration has received the most attention. 
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The weight of the research suggests that after an acceptable salary 
level is reached, the overall quality of the working life, rather than 
the efficacy of any particular reward, is the important factor 
motivating teachers. The challenge then is in identifying and 

Table 3.3: Types of Teacher Incentives 

Remuneration 

Monetary Salary In-Kind Supplements Benefits Bonuses 
• Beginning salary. 
• Salary scale. 
• Regularity of 

payment. 
• Merit pay. 
 
Allowances 
• Materials allowance. 
• Cost of living. 
• Hardship. 
• Travel. 

• Free or subsidized 
housing. 

• Free or subsidized 
food. 

• Plots of land. 
• Low-interest loans. 
• Scholarships for 

children. 
• Free books. 

• Paid leave. 
• Sick leave. 
• Maternity leave. 
• Health insurance. 
• Medical assistance. 
• Pension. 
• Life insurance. 
• Additional 

employment. 
• Additional teaching 

jobs (e.g., adult 
education). 

• Examination grading. 
• Textbook writing. 
• Development 

projects. 

• Bonus for regular 
attendance. 

• Bonus for student 
achievement. 

• Grants for 
classroom projects. 

Instructional Support 

Materials Supervision Teacher Training Career Opportunities 
• Teacher guides:  

on time in all subject 
areas in appropriate 
language. 

• Student textbooks: 
on time in all subject 
areas in appropriate 
language. 

• Classroom charts. 
• Science equipment. 
• Copy books. 
• Pencils. 
• Chalkboard. 
• Safe storage for 

materials. 

• Observation. 
• Feedback. 
• Coaching. 

• Classroom 
management. 

• Materials use. 
• Lesson preparation. 
• Test administration. 

• Master teacher. 
• Principal. 
• Supervisor. 
• Postservice 

training. 

Working Conditions 
• School facilities. 
• Classroom facilities. 
• Number of students. 
• Age range of students. 
• Collegiality. 

   

Source: Kemmerer 1990.   
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implementing an effective mix of benefits. While this mix will vary 
from country to country, considerable effort can be saved by 
international sharing of information on successful and unsuccessful 
experiences with the use of incentives. 
As a practical matter, incentive systems are surprisingly difficult to 
operate, for six reasons: (i) to be effective, rewards have to be 
paired directly and immediately with the desired behaviors. 
Instructional supervision in many DMCs is the responsibility of 
supervisors outside the school itself (e.g., district education officer, 
school inspector), and the pairing is often too loose and too late; 
(ii) the belief that incentives can lead to improved teaching assumes 
that teachers are capable of better pedagogic practice than they 
normally exhibit. That assumption remains to be tested in each 
context; (iii) the incentive value of rewards changes over time. 
When a reward is widely received, it becomes an expectation and 
eventually an entitlement; (iv) research on teacher incentives 
suggests that incentives can increase teachers’ job satisfaction, 
which, in turn, may improve teacher retention, but incentives do not 
necessarily change classroom teaching performance. Moreover, 
incentives can be demoralizing to those who do not receive them 
(Chapman and Snyder 1993); (v) as in all innovations, the impact of 
the system should be kept in mind. Team and school performance 
rewards may tend to take precedence over individual merit systems; 
and (vi) any scheme of incentives, to be implementable, should be 
developed with the participation of the teaching community.  

• Providing adequate direct instructional time. International research 
strongly supports the notion that “time on task” leads to higher 
student achievement. The amount of instructional time that students 
encounter in school is determined by the length of the school day, 
scheduling of the school year, and teacher and student attendance. 
The length of the instructional day and school year can be changed 
most directly by policy and regulation. However, changes to 
existing practice generally have consequences for teacher 
compensation and facilities’ use, which, in turn, create other issues. 
Strategies to ensure full student and teacher attendance are harder to 
implement and often require a community-wide effort. Moreover, 
the amount of learning time outside school—in the home or 
elsewhere—may be a requisite for high student achievement. 
Parents’ investment in children’s education in time and money is 
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perhaps the most powerful intervention for enhancing learning 
achievement (World Bank 1997a, p. 89).  

• Better use of curriculum and supporting textbooks. Perhaps one of 
the simplest and least expensive actions that could be taken over the 
next decade to improve education quality in DMCs is to ensure that 
all teachers have, and know how to use, a well-designed curriculum 
and appropriate textbooks for the grades they teach. Common 
curriculum problems include (i) the national curriculum is not well 
developed, objectives are not clear, and there is insufficient 
articulation of curricula across grade levels (i.e., some curricular 
elements may be repeated, while students may be inadequately 
prepared for others); (ii) the curriculum is developed but is not fully 
accepted by teachers; (iii) the curriculum is clearly specified, but it 
is too difficult or covers too much material for the available time; 
and (iv) teacher training is not aligned with the curriculum. 

• Textbooks identify, sequence, and pace curriculum content. 
Textbooks and supporting instructional materials are widely 
regarded as the single most important input to raising student 
learning, especially in countries in which large numbers of teachers 
are unqualified or underqualified. Thus, good textbooks, if 
effectively used in the classroom, can partially offset weak teacher 
preparation. However, problems in many DMCs persist in all stages 
of the development, dissemination, and use of textbooks and 
instructional materials. A further problem is that projects of 
textbook production or distribution frequently fail to include 
sufficient attention to teacher training, an extra cost that is too often 
overlooked in the planning and budgeting stage. 

• A technology for assessing and monitoring education quality at the 
school level. To help monitor and sustain continuous improvements, 
there is a need at all levels, but particularly at the local level, for 
practical technology and, within contexts of decentralization, for 
participatory decision-making processes. Head teachers, for 
example, in order to provide leadership and mobilize community 
support, should be able to assess the quality of their schools and use 
such information in local strategic planning. 
Improving quality and efficiency at the classroom and school levels 
depends on, at a minimum, information on actual and feasible 
teaching and learning conditions. One approach to building a 
supporting information base is to develop easily quantifiable 
indicators at the school level and largely ignore classroom dynamics 



56 Education and National Development in Asia 

and intricacies of the environment. For example, education 
ministries may prepare checklists reflecting government 
interpretation of the basic requisites for schooling, e.g., adequate 
facilities, availability of instructional materials, and qualification of 
teachers.  
These lists may be adapted by school committees, teachers, and 
community representatives to include local priorities and 
preferences. They do not, of course, offer deep insights into the 
meaning and implications of the conditions observed. Nevertheless, 
such indicators may provide benchmarks that encourage worthwhile 
improvements. Several different evaluation and monitoring schemes 
of varying complexity are currently being used in a number of 
developing countries (Horn 1992, Heneveld 1994). 

b. Conditions and Processes for Sustaining Education 
Improvements 

It is being increasingly accepted that lasting improvements in education 
quality, whether defined in terms of basic skills, critical thinking, self-
esteem, or other pupil learning, must include an in-depth understanding 
of the current conditions at the classroom and school levels. National 
reforms emanating from the center may successfully demand 
compliance and can facilitate major adjustments in the design, scope, 
and delivery of education services, but rarely are they sufficient to foster 
fundamental changes in teaching and learning. Box 3.2 lists some of the 
local and school conditions that increase the likelihood of sustaining 
improvements in teaching and learning. 

New programs or projects—national or local, domestically funded 
or in partnership with international agencies—tend to pose more 
problems in their sustainability than in their initiation. Those designed 
to improve quality are no exception. Indeed, since many such projects 
involve significant changes in behavior, more difficulty may be 
expected. At least three basic conditions are necessary: (i) stakeholders 
need to agree on the need for, and acceptability of, the new program or 
project; (ii) local parents, teachers, and other stakeholders must have an 
understanding of, and commitment to, the changes; and (iii) school-
community organizations that are able to mobilize resources and plan 
strategically can be developed. 
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B. Increasing Equity and Access 

Held in Jomtien, Thailand, the 1990 World Conference on Education for 
All (EFA) yielded a landmark declaration that universal access to 

Box 3.2: Initiating and Sustaining Education Improvements 

Research, coupled with reviews of practice, provides sufficient insights
for planning effective schooling if the planning and implementation
processes include opportunities to modify inputs and processes, as
evidence of effectiveness is acquired. Also necessary is a redefinition of
the process of initiating and sustaining education change as an iterative,
participatory process that involves, and may begin with, critique,
evaluation, analysis, and feedback at the school and local levels.
Conditions for success include: 
• Information to interpret the meaningful internal and external

environment of the school. The existing and potential influence of
this context defines opportunities and limitations of the school as an
organization. A basic question is: How can the organization and its
environment be altered to enable teachers, administrators, and
students to achieve the school’s objectives? 

• Information in support of school objectives on how given classroom
teaching and learning processes lead to specific student outputs.
What could teachers and administrators be doing to help achieve
the various learning and performance targets?  

• Information on the somewhat unpredictable process involving a
range of community stakeholders in transforming insights into
effective school practice and context into acceptable school and
classroom interventions. Which potentially useful changes or
innovations make acceptable demands on the teacher? 

• Continued acceptance by teachers of the validity of the new
practice. What opportunities can be developed to share
experiences and problems with administrators and teachers from
other schools to provide a useful forum in which teachers can
reassess their support for an innovation in light of the experience of
other teachers? 

• Continued sense of ownership of the new practice by teachers and
administrators. What are the indicators of ownership, or lack of it? 

• In the long term, integrating school-level change into the behavior of
the larger education system. What communication channels need to
be opened and what decision processes need to be devolved to the
school-level in order to improve quality?  
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quality primary education should be achieved in all countries by 2015. 
In reviewing progress toward this Jomtien resolution (one of seven, 
widely recognized “international development targets”), a United 
Nations Children’s Fund (UNICEF) publication noted that in 1996, 
“After six years and billions of dollars of investment it is difficult to 
satisfactorily confirm whether there are proportionately more children 
attending school than in 1990; whether the gender gap has narrowed 
since 1990; and whether those enrolled for five years or more can 
demonstrate mastery of life-relevant basic skills.” Focusing on South 
Asia the report concludes, “Official enrollment figures are frequently 
inconsistent with the numbers of children regularly attending classes 
[and] do not include children who are too difficult to enumerate” (Irvine 
1998). 

Bearing in mind the serious limitations of available statistics, a 
summary of issues, trends, and strategies related to equity and access to 
education is tentatively suggested. The following types of equity serve 
as a framework for examining current conditions and considering 
responsive strategies among DMCs.18 
• Gender-related equity. The opportunities of the traditionally 

disadvantaged gender group, i.e., females, in their access to various 
levels of education, in their opportunities for success in education, 
and in their opportunities for making use of education as an asset 
for enhancing their life chances. 

• Income-related equity. The financially disadvantaged group (i.e., 
the income-poor) in their access to various levels of education and 
their opportunities for success in education. 

• Locality-related equity. The education opportunities of people 
living in disadvantaged regions, most often rural groups, but in 
some cases income-poor within urban areas. 

• Sociocultural equity. Education opportunities for socioculturally 
disadvantaged groups. In addition to ethnic minorities, women often 
suffer from similar forms of “marginalization”, as noted above.  

1. Gender-Related Equity 

The UNDP Human Development Reports for 1996 and 1997 
observe that (i) no society treats its women as well as its men; 
(ii) gender inequality is strongly associated with human poverty; 

                                                           
18 The framework of analysis follows the classification found in ADB 1994a, p. 13. 
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Box 3.3: Gender Disparity 

Across and within DMCs, gender
disparity is not only a phenomenon of
poverty. The relationship between
per capita income and gender
disparities in health and education
outcomes is not robust. So although
absolute levels of health and
education outcomes for girls are
strongly related to economic
conditions, the disparities between
outcomes for girls and boys are not
(Filmer et al. 1998).  

(iii) gender equity is not necessarily associated with high economic 
growth (Box 3.3); and (iv) the countries showing a marked 
improvement in their GDI ranks relative to their HDI ranks are fairly 
diverse economically and culturally. Thus, the reports state, 
improvements in gender equity can be achieved across income levels, 
political ideologies, cultures, and stages of development (UNDP 1996b, 
pp. 32–33; UNDP 1997, pp. 39–40). 

a. Education Change and Persistence of Inequality 

Despite a general improvement in literacy rates in DMCs, the number of 
female illiterates grew from 392 million to 446 million between 1970 
and 1990. Many illiterate people in DMCs come from South Asia. In 
Bangladesh, India, Nepal, and Pakistan, women’s illiteracy rates exceed 
those of men by 20 percentage points or more (UNDP 1996b, 1997). 
Generally, however, the ratio of female to male enrollments in first-
level education in DMCs is approaching parity. East Asia’s “Four 
Tigers” (four of the Group 2 DMCs listed in Table 1.8) reached parity 
by about 1980. Elsewhere, in Mongolia, primary enrollment rates were 
even slightly higher for girls than for boys at 1.1:1 by 1990. But boys’ 
primary enrollment rates remain distinctly higher in several DMCs, 
including Afghanistan, Bangladesh, India, Lao PDR, Nepal, Papua New 
Guinea, and Solomon Islands. Enrollment data demonstrate that access 
to primary-level education remains a serious problem in several DMCs 
(Table A1.1). 

Except in Cambodia, where the girls’ retention rate was 42 percent, 
compared with 56 percent for 
the boys, there appear to be no 
highly distinctive gender 
differences in retention rates 
across DMCs. In some cases, 
girls’ retention rates are higher 
than the boys’, but this statistic 
may be interpreted to mean that 
the girls who are allowed to 
enter school have a higher 
tendency to follow through 
with their education. Chuard 
and Mingat (1996, p. 3) point 
out that both boys and girls in 
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South Asia suffer from the relatively low coverage of primary 
education, but that the situation of girls’ access is especially serious, 
given that gender differences are generally strong there. 

At the secondary level, the gender gap is most obvious in 
completion rates. Available data show that in Indonesia and the 
Marshall Islands, the completion rate for secondary education for boys 
is two or three times higher than for girls. There are, however, a few 
DMCs where the completion rates are close to equal, including the 
PRC, Fiji Islands, Korea, and Viet Nam. Over time, a clear trend of 
improvement can be seen. For example, the ratio of male/female 
completion rates in India dropped from 4.1 in 1970 to 3.1 in 1980; and 
in the Maldives from 3.0 to 1.0 between 1980 and 1990. However, the 
overall trend notwithstanding, there is evidently a dramatic variation 
across DMCs in gender equity in secondary schooling, with ratios of 
male/female completion rates as high as 9.9 in Afghanistan, 6.2 in 
Bangladesh, and 5.6 in Nepal in 1980. 

It is generally true that the share of female students in total 
enrollment is generally highest for primary schooling and lowest for 
tertiary education. For example, both Indonesia and Viet Nam had 
achieved near gender parity in primary schools by 1994—females 
accounted for 48 percent and 47 percent, respectively, of primary 
enrollments. However, women accounted for only 32 percent and 
30 percent, respectively, of tertiary enrollments in the same year. The 
distinction is even sharper in Bangladesh: females constituted 
45 percent of primary enrollments but only 16 percent of tertiary 
enrollments in 1990.  

Moreover, while UNESCO (1993c) groupings of developing 
countries do not directly correspond to DMC groupings, time-series data 
therein indicate that female representation in higher education as a 
whole has only improved slightly. Between 1980 and 1990, the share of 
females in tertiary enrollments increased from 36 percent to 39 percent 
in Eastern Asia/Oceania, and from 26 percent to 29 percent in Southern 
Asia. The increase in female representation in the PRC is noteworthy, 
rising from only 23 percent in 1980 to 33 percent in 1990. Overall, 
however, significant gender gaps in tertiary education are expected to 
persist at least through the year 2010 (UNESCO 1993b). 

Despite the paucity of time-series data, available figures for shares 
of adults (age 25 and above) who are university graduates suggest that 
gender gaps have slowly improved, but remain sizable. In addition, 
progress appears to have slowed somewhat. ADB (1993b) statistics 
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indicate that male/female ratios declined from 5.9 to 3.1 and from 8.0 to 
3.2 in Korea and Indonesia, respectively, during the period of slightly 
more than two decades prior to 1993, but that little (if any) of this 
narrowing occurred after 1980. 

Males and females tend to cluster in different fields of study at the 
tertiary level of education, which may have implications for their 
occupational opportunities in future. In Kiribati, for example, females 
account for 100 percent of enrollment in home economics, 85 percent in 
library studies, and over 50 percent in such social science subjects as 
education, geography, history, politics, and sociology. Subjects that may 
lead to more lucrative employment, such as science, technology, and 
economics, are dominated by males. Moreover, the female share of 
overseas scholarships for higher education or training in 1993 was about 
half the male share (Emberson-Bain 1995, pp. xv, 22).  

Box 3.4: Gender-Related Equity 

Summary observations across DMCs indicate the following:  
• The growth in the size of the illiterate population is particularly

attributable to the increase in female illiterates. 
• In most DMCs, the proportion of female illiterates is larger than that

of male illiterates. 
• Primary gross enrollments in the majority of DMCs approached

gender parity in the 1980s. 
• About half of DMCs approached gender parity in secondary

enrollments in the 1990s. 
• Gender disparity is more obvious in tertiary enrollments, which

typically favor males. 
• Gender stereotyping is found in tertiary fields of study, with females

focusing on humanities and social sciences and males focusing on
mathematics, science, engineering, and architecture. 

• Although well represented in some DMCs in professional
occupations, in most DMCs females are underrepresented in
management and leadership positions. 

• In spite of gender disparity in wage rates, the impact of additional
schooling on earnings is higher for females than males. 
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b. Implications for Strategy and Policy 

These observations suggest that a comprehensive approach is needed to 
ameliorate existing inequalities in education within the DMCs. At a 
minimum, strategies must combine action in at least two broad areas: 
 
• Raising retention rates. Specific strategies to raise retention rates 

are required to tackle different kinds of constraints, such as 
constraints in supply, demand, and classroom learning (Loxley 
1997, p. 24). Expanding the number of schools, placing the best 
teachers in early grades to give children a good start, parental 
involvement, community participation, peer tutoring, and incentives 
to reduce absenteeism of teachers and students are all appropriate 
actions. 

• Development of policies and programs that are more gender 
specific. When presenting policies on gender equity, it is common 
for DMCs to justify equity by legislative availability of equal or 
open access to education and employment for both genders. Such 
policies may increase access for both males and females. However, 
if women are a disadvantaged group, such gender-neutral policies 
can only be regarded as a passive measure (McDonald 1995, p. 55). 
Gender-specific measures to enhance females’ access to education 
may include the following: 
(a) affirmative measures to increase the share of females obtaining 

scholarships (it is often reported that external financial 
assistance of this kind is given disproportionately to boys);  

(b) awareness campaigns for girls’ enrollment, recruitment of 
female teachers, and increased access for girls. As policy 
measures, these are important to reduce gender disparity in 
enrollments (UNESCO 1996c, p. 6); and  

(c) action planning with specific targets and incentives to attain 
gender parity in teaching, management, and policy making in 
the education system. 

2. Income-Related Equity 

a. Income Distribution and Equality 

Extreme variations in income distribution persist within Asia and 
economic growth has not necessarily reduced income disparities. Some 
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DMCs, e.g., Korea and Taipei,China, achieved significant growth with 
relatively low disparity in income distribution. Limited data further 
suggest that between 1985 and 1995, economic growth in some other 
economies, e.g., Bangladesh and India, was accompanied by a reduction 
in income disparities, while in others, e.g., Indonesia and Malaysia, such 
disparities increased. Economic liberalization seems, at least in the early 
stages, to be associated with growth of income inequality. As measured 

Box 3.5: Education, Inequality, and Poverty 

Two fundamental economic reasons suggest that the education
systems in many of the less economically advanced DMCs are
inherently inequitable, in the sense that poor students have less chance
of completing any given education cycle than more affluent ones. First,
the full private costs of primary education (especially in view of the
opportunity costs of a child’s labor to poor families) are higher for poor
students. Second, the expected benefits of primary education are lower
for poor students. Together, the higher costs and lower expected
benefits of education mean that a poor family’s rate of return from
investment in a child’s education is lower than it is for other families.
The children of the poor are, therefore, more likely to drop out during
the early years of schooling.  

Why are costs higher and benefits lower for a poor child? The
higher opportunity costs of labor to poor families mean that even if the
first few years of education are provided by the state free of monetary
charges, they are not without cost to the family. Children of primary-
school age are regularly needed to work on family farms during daylight
hours (i.e., in conflict with school attendance). If a child cannot work
because he or she is at school, the family either will suffer a loss of
valuable subsistence output or will be required to hire paid labor to
replace the absent child. In either case, there is a real cost to a poor
family that has an able-bodied child attending school when there is
productive work to be done on the farm. This cost is not related to
tuition and is of much less significance to higher-income families, few of
whom are engaged in agriculture or are likely to rely on income from
children’s involvement in urban informal sector activities.  

As a result of these high opportunity costs, school attendance and,
therefore, school performance tend to be much lower for children from
poor families than for those from higher income backgrounds. Thus, in
many of the least economically advanced DMCs, despite policies for
free and universal primary education, children of the poor (especially
the rural poor), are often unable to complete primary schooling, to say
nothing of proceeding into lower secondary schooling (Todaro 1997,
p. 396).   
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by the Gini coefficient,19 inequality was fairly low in Sri Lanka, which 
had a Gini coefficient of 0.35 when the country began to liberalize its 
economy in the late 1970s; however, this had grown to 0.51 by 1990. 
Data from Deininger and Squire (1996) show that in 1975, prior to 
initiating liberalization measures, Sri Lanka’s income distribution was 
fairly equitable, with a Gini coefficient value of 0.38. However, 
inequality initially showed a substantial increase, with a Gini coefficient 
of 46.2 in 1985, before a significant reversal in the latter half of the 
1980s to 30.1 in 1990. Likewise, UNDP (1996b) notes that PRC’s Gini 
coefficient was 0.33 in 1979, lower than in any other East Asian 
country.20 However, after a decade of economic liberalization and 
growth, it had risen to 0.38, exceeding values for Indonesia and Korea. 
Inequality continues to rise in the PRC: as the coastal areas—most 
directly affected by export-oriented economic growth—pull away from 
interior provinces in terms of average income, they also exhibit the 
largest (and growing) income variation internally (p. 59). 

b. Equity in Intrasectoral Resource Distribution 

Intrasectoral inequalities in resource distribution may aggravate the 
problem of inequalities in income distribution. As consumers of higher 
education generally belong to a higher socioeconomic group, the share 
of education resources in higher education, compared with other levels 
of education, may illustrate how education financing is enforcing their 
socioeconomic advantages. For example, in South Asia, less than one 
quarter of public resources for education are devoted to primary 
education, comprising 81 percent of the student population, whereas the 
higher education subsector accounts for only 4 percent of overall 
student enrollment but receives 39 percent of total public education 
resources. In East Asia and the Pacific, 57 percent of the student 
population (those in primary education), receive less than one fifth of 
the resources, while the 9 percent of students enrolled in higher 
education enjoy 40 percent of total resources spent on education 

                                                           
19 The Gini coefficient (or ratio) can vary from 0 (perfect equality) to 1 (perfect inequality). For 

countries with highly unequal income distributions, it is typically over 0.50. Below 0.35 is 
considered a relatively equitable distribution. 

20 UNDP (1996b) introduced a multidimensional measure of human deprivation, known as the 
capability poverty measure, as distinguished from income poverty. This measure considers the 
lack of three basic capabilities, i.e., nourishment and health, healthy reproduction, and education 
(particularly in relation to female literacy). UNDP notes that in most countries in South Asia, 
capability poverty is more widespread than income poverty. 
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(Mingat and Tan 1985, p. 305). More recent data available for eight 
DMCs—PRC; Korea; Lao PDR; Malaysia; Nepal; Philippines; 
Taipei,China; and Thailand—indicate smaller but still substantial 
imbalances in comparing public resources vis-à-vis total (public and 
private) enrollments by level. On average in 1995, just below 43 percent 
of public education expenditures in these countries went to the primary 
subsector versus roughly 14 percent to tertiary education, though the 
former accounted for seven times as many students, 55.5 percent versus 
8.0 percent of the total student population (calculated using data from 
UNESCO 2000 and country sources).  

c. Financial Burdens on the Poor: Fees, Opportunity Costs, 
and Cost-Recovery Practices 

Although primary education in DMCs is officially free of charge, there 
are unofficial levies that put financial burdens on income-poor parents. 
Moreover, official fees and cost-recovery practices are increasingly 
found at the secondary and higher education levels. Both an ADB report 
on human development in Viet Nam (1996g) and a World Bank sector 
study (1996c) express some concern that the introduction of user 
charges has exacerbated access barriers for poor families. Furthermore, 
as described in Box 3.5 above, fees add to often substantial opportunity 
costs of schooling (i.e., children’s time could be spent in contributing to 
the family through unpaid or wage-earning labor), decreasing the 
likelihood that poor parents choose to enroll school-age children.  

d. Implications for Strategy and Policy 

The preceding discussion and the observations in Box 3.6 underscore 
the need for actions in two key areas: 
• Government intervention to ensure access for the poor. Effective 

government intervention is needed to ensure access of the poor to 
resources and education facilities. Walton (1990, p. 4) points out 
that the effectiveness of a national development strategy is strongly 
influenced by the extent to which public policy and intervention 
take account of the needs and circumstances of the poor and involve 
them in the design and implementation of programs. Success in 
poverty reduction in all types of countries has been associated with 
a combination of strategies that directly create income-earning 
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opportunities for the poor and offer strong support for human 
resource development. 

• Efficiency of targeted government subsidies in redistributing 
income. In many DMCs, subsidies for the poor are, in fact, more 
accessible to the nonpoor. For example, public schools and health 
care facilities tend to be located in cities and closer to the nonpoor, 
and even with the same accessibility of services and facilities, the 
nonpoor tend to use those services and facilities more than the poor 
because of greater awareness of them. Lucas and Verry (1996, 
p. 570) observed that the expansion of tertiary education in the 
1980s in Malaysia benefited the relatively wealthy within each 
community rather than the poor. However, it is possible to adopt 

Box 3.6: Income-Related Equity 

Summary observations across DMCs suggest the following:      
• Despite declines in poverty (particularly in the NIEs, PRC, and the

rapidly growing economies of Southeast Asia), Asia still accounts
for roughly two thirds of the world’s 1.2 billion population living on
less than $1 per day. Poverty incidence rates are highest in South
Asia—the total headcount of the poor there has actually increased
since 1987, and the subregion lags behind in several key
socioeconomic indicators (ADB 2000b). 

• The proportion of the income-poor has declined in the last two
decades, but the number of income-poor has increased. 

• The Gini coefficient in many DMCs falls within the range of 0.30 to
0.40; a general decline in income inequality is apparent, but some
countries have widened income inequality. 

• “Non-income” poverty (i.e., lack of opportunity or capability) is a
more prominent phenomenon than income poverty in DMCs. 

• Enrollment rates of the income-poor are notably lower than those of
the nonpoor and the higher the level of education, the wider the
gap between enrollments of the poor and nonpoor. 

• Poor females are the group most vulnerable to school
nonattendance and noncompletion. 

• Households are facing increasing pressures related to financial
contributions for education, which may already pose a considerable
barrier to school attendance for the income-poor.  

• In addition to monetary costs and low perceived returns to
schooling (especially where school quality is low), high opportunity
costs constitute a significant barrier to education for the income-
poor both in rural areas and in rapidly industrializing areas.  
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pro-poor policies on subsidies, such as channeling the largest share 
of subsidies to primary and lower secondary education, and to 
literacy programs. 

3. Locality-Related Equity 

An ADB paper (1995a, p. 49) on the development experience and 
agenda in Asia emphasizes that subnational disparities in resource 
distribution and development in many DMCs are a matter of concern 
(Box 3.7). Such disparities are often found in two forms: urban-rural 
gaps and disparities of economic opportunities based on location. An 
estimated 47 percent of rural people in South Asia are still living in 
poverty, compared to 36 percent of urban people (UNDP 1997, p. 42). 
Similarly, as discussed below, poverty incidence rates may reflect inter-
locality differences in access to infrastructure, geographic proximity to 
domestic and export markets, climate and/or natural resource 
endowments, or similar factors.  

Problems of gender-, income-, and locality-related equity are often 
closely related to one another, as illustrated by the population of rural 
poor females, the group facing the greatest obstacles to literacy and 
formal education. Moreover, the gap in literacy between urban and rural 
areas is typically wider among females than among males. Inequality in 
access to education is not only higher in rural than urban regions, but it 
also seems to have increased over time (Jayaweera 1991, Appendix 1, 
p. 2; McDonald 1995, p. 26; Gertler and Rahman 1994, pp. 155–6; 
Maitra 1985).  

In addition to urban-rural divisions, particularly in large DMCs, 
other subnational gaps are based on geographic location, e.g., coastal 
regions versus inland regions in the PRC, lowlands versus uplands in 
the Lao PDR, the central region versus other regions in Indonesia, and 
the hilly regions versus Terai in Nepal. In Nepal, for example, the 
Central Development Region has the highest concentration of university 
graduates—one graduate for every 102 people—whereas the population 
share of graduates in the other regions is many times less, e.g., 1 to 261 
in the Eastern Development Region, 1 to 563 in the Mid-Western 
Development Region, and 1 to 542 in the Far-Western Development 
Region (RCEID 1997, p. 21). Disparities appear to be especially marked 
for female enrollments, which tend to be very low outside of the Central 
Development Region. In particular, the number of females entering 
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tertiary institutions in the Mid-Western and Far-Western Development 
Regions is negligible (Shrestha et al. 1990, p. 87).  

Primary education in the Philippines is characterized by large gaps 
in cohort survival rates—the share of Grade I entrants who will 
complete the six year cycle—both between lower- and higher-income 
groups, and between rural and urban areas. Both the lower-income 
group and the group from rural areas have a survival rate of 57 percent, 
whereas the higher-income group and the group from urban areas 
achieve high rates—89 percent and 80 percent, respectively (Gertler and 

Box 3.7: Locality-Related Equity 

Summary observations across DMCs indicate the following:  
• Region-related equity is inseparable from equity related to gender

and income. The most disadvantaged group in terms of access to
education comprises poor rural girls. 

• There is a notable gap in literacy, enrollment rates, and school
completion rates between urban and rural areas. 

• Urban female literacy rates may be many times higher than those in
rural areas. The urban-rural gap is even wider in school completion 
rates. 

• Few DMCs achieve close to equal enrollment rates between urban
and rural areas, but even in these DMCs, the gap becomes distinct 
at the tertiary level, especially among females. (Across Asia, most
higher institutions are located in towns.) 

• Subnational disparities may also be related to differences based on
proximity to political or economic growth centers, access to 
infrastructure and trade hubs, and areas’ historical legacies of
economic activity. 

• Decentralization and liberalization of economic policies can
aggravate subnational disparities in economic development and in
education enrollments, and spur the migration of educated human 
resources to more prosperous areas. 

• Migration of the labor force to more prosperous urban areas has
created a large “floating” population—especially marked in the 
PRC—that places additional pressure on education provision in 
major cities. 

• Differential subnational economic conditions have led to differential
education expenditures among areas within DMCs, creating
disparities in facilities and quality of programs across localities.   

• Conditions of schools in rural areas are generally poor, and rural 
schools may not offer complete years of schooling, even at the
primary level.  
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Rahman 1994, p. 155). Income poverty was only 15 percent in the 
National Capital Region, but 56 percent in the province of Bicol in 1991 
(UNDP 1997, p. 43). Regional differences often reflect low population 
densities and the prevalence of agriculture in certain provinces (e.g., 
southern provinces in the Philippines and western provinces in the 
PRC). 

a. Implications for Strategy and Policy 

• Enhancing relevance of education and improving quality of 
schooling in rural areas. Parents and children do not often see the 
relevance of schooling to their daily life, present work, and job 
opportunities. The successful experience in one poor rural area, the 
county of Conghua in Guangzhou, PRC, appears to have hinged on 
emphasizing vocational instruction in schools, and providing the 
types of skills training that are relevant to the needs of the area. 
Moreover, the local government encourages schools to establish 
close relationships with urban flagship or “keypoint” schools, which 
may provide assistance in the form of sending some of their better 
teachers to the rural sister schools, and providing training to local 
teachers and administrators. According to Lee and Li (1995), this 
has contributed to substantial improvements in both school quality 
and enrollment: the lower secondary enrollment rate in Conghua 
rose from 62.6 percent in 1986 to 95 percent in 1988 (p. 77). 

• Building partnerships and mobilizing local resources. Part of the 
solution to subnational disparities in education is closer 
collaboration between the central and local governments to solve 
the problems of local schooling. Bangladesh and several other 
DMCs are testing an approach for developing community schools in 
which the government pays construction costs and contributes to 
teachers’ salaries, and the community provides the land and 
assumes overall responsibility for the school’s operating expenses. 
In Pakistan, an attempt has been made to establish education 
foundations in every province and nationally. Such foundations 
raise 50 percent of the costs of opening a new school from the 
private sector, NGOs, or community organizations (UNESCO 
1996c). 

• Improving the distribution of international assistance across 
regions. Because of the common requirement of working through 
central governments, international assistance may not reach the 
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poor. According to an ADB study of human development in 
Cambodia (ADB 1996h, p. 84), scholarships administered by the 
government are not distributed according to means-testing (i.e., 
applicants are not required to demonstrate financial need). There is 
also some evidence that donor assistance for education has been 
disproportionately directed to more developed areas of the country, 
despite the greater needs in disadvantaged areas. Per capita 
assistance received in Phnom Penh is eight times higher than that 
received in other areas. For equity improvement, governments need 
to implement and monitor specific strategies in the allocation of aid 
to the neediest areas. 

4. Sociocultural-Related Equity 

Of the many possible sociocultural-related inequities, discussion here is 
limited to ethnic minorities.21 Among the four categories of equity, 
sociocultural-related inequities are the most intractable: this aspect of 
equity involves values, beliefs, and cultural traditions that are 
fundamental to the behavior of particular sociocultural groups and to the 
policies of a government. Although there may be differences in 
education opportunities between cultural groups in terms of access, 
participation, and life chances, not all minorities are bound to remain 
disadvantaged. For example, Koreans are the most literate minority in 
the PRC, and the Chinese outside the PRC in many cases are the 
advantaged minority. A summary of regional observations on 
sociocultural-related equity (including relevant gender disparities) is 
found in Box 3.8. 

a. Implications for Strategy and Policy 

Five strategies have been widely advocated as ways of promoting 
greater equity and access for ethnic minorities. 

                                                           
21 There can be many types of minorities within a society, as defined in economic terms (the 

income-poor), political or religious terms (dissidents), cultural terms (subcultural groups, those 
rejecting the dominant culture, sometimes termed deviants/delinquents), linguistic terms (those 
not speaking the national language), gender terms (in most cases females), ethnic terms (the 
ethnic minorities), etc. Moreover, sometimes the minorities can be the “majority” in terms of 
number (e.g., the income-poor), and in this sense, there can be the disadvantaged majority as 
well as the advantaged minority (e.g., the Chinese outside the PRC). Data on minorities are 
difficult to collect, as very few governments officially collect such data, especially in relation to 
equity and access in education. 
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• Changing values, beliefs, and awareness of the privileged and 
disadvantaged. If values and beliefs are fundamental obstacles to 
achieving equity in education, becoming aware of the need to 
change such values and beliefs is a precondition for removing the 
obstacles. An example of a policy commitment to value change is 
the recent deregulation of education policies in Taipei,China, which 
begins to reflect on, and allow for, aboriginal and vernacular 
education. Another example found in recent curriculum 
development activities of most DMCs is the revision of textbooks to 
avoid gender stereotyping. 

• Bilingual education. A common problem facing minorities is that 
the language spoken in school is not the students’ mother tongue. In 

Box 3.8: Sociocultural-Related Equity 

Summary observations across DMCs suggest the following: 
• Sociocultural conditions and traditions may be the most intractable

obstacles to equity. 
• While there are quite successful minorities in DMCs, e.g., the

Chinese outside the PRC and the Koreans in the PRC, in most
cases, ethnic minorities are disadvantaged in terms of access to
education, both in terms of enrollment and school completion.
Moreover, minorities tend to be less represented in successively
higher levels of education.  

• In most cases, minorities reside in remote or rural areas and are
among the income-poor. The areas in which they reside are
unfavorable for economic development, so minorities tend to suffer
long-term poverty. 

• In addition to lingual barriers (i.e., lack of fluency in the national
language), societal biases may spill over into the education system:
at the minimum, educational achievement among minorities may
suffer from reliance on curricula that do not respond to local cultures
and socioeconomic conditions.  

• Subtle tensions between ethnic groups may pose a problem for
further advancement of minorities in society. 

• Gender disparities are largely a sociocultural issue: where there is a
choice, families give priority to boys for education. 

• The traditions of patriarchal society continue to make it difficult for
females to improve their life chances, regardless of the state of the
economy and their level of education attainment. 

• Gender stereotyping in the curriculum and in the choice of fields of
study continues to pose limitations for life chances of females (Lee
1998).  



72 Education and National Development in Asia 

their study of causes of school dropout, Chuard and Mingat (1996, 
p. 19) note that, in the case of Bhutan, 20 percent of pupils in Grade 
4 were taught by teachers who could not speak their mother tongue. 
They further find that teaching in the vernacular is important for 
preventing dropouts. At the same time, it is clear that minorities’ 
post-schooling employment prospects may be limited if they cannot 
master the national language, and some may even prefer learning 
the national language to their own (Mackerras 1995, p. 142–143). In 
this case, good monitoring of bilingual education is essential to 
allow the preservation of culture and pedagogic efficiency, as well 
as improving the life chances of minorities. 

• Training minority teachers. Minority areas often suffer a shortage 
of trained teachers able to converse with students and parents in the 
local language. Recruiting prospective teachers from minority areas 
is one way to increase the probability that graduates of teacher 
training will be willing to accept assignments in those minority 
areas. However, experience suggests the need for additional 
incentive mechanisms to recruit (or retain) quality teachers for 
mostly rural minority communities. 

• Boarding schools. Children who cannot attend regular school for 
geographic, cultural, or religious reasons may need boarding 
schools. Provision of boarding facilities (perhaps serving single-sex 
schools) may be particularly important for girls in rural areas, since 
parents are often reluctant to allow girls to travel long distances due 
to religious and social norms, or out of concern for their safety.  

• Scholarship programs. Many minorities, particularly in rural areas, 
are economically disadvantaged. Special attention needs to be given 
to ensure that minority children are not excluded from school for 
financial reasons. Scholarship programs may provide direct 
incentives, such as cash payments to children who attend school, or 
may provide support more indirectly, through fee waivers and free 
textbooks. In either case, the goal is to reduce economic constraints 
on children’s participation in schooling (Reyes and Evangelista 
1992). 
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C. Choices and Strategies in Financing 
Education 

Decisions in education reflect both the level of resources available to 
the education sector and the ways to generate those resources; these 
decisions must consider methods to maximize cost-effectiveness in 
education investment. Although basic questions related to finance may 
be similar across DMCs, particular issues vary by DMC or even by 
community. The intersectoral allocation of funds and the priorities in 
support among education programs are fundamentally expressions of 
value and evolve within national and local political processes. The focus 
of this section is on the choices and methods available in basic decisions 
for financing education. Critical attention is given to the use of unit 
costs, cost recovery, and cost-sharing techniques.  

1. Unit Costs and their Determinants 

In many of the DMCs, unit costs22 vary dramatically across education 
level and type, and also by locality. Unit costs of higher education may 
be 20 times those of primary education, and science and technical 
courses typically have considerably higher unit costs than humanities 
courses (Bray 1998). Table 3.4 provides one comparison of costs per 
student by education level for the PRC, referring only to recurrent costs 
for the school year starting in 1994 (i.e., excluding budgets for capital 
investments, which are more difficult to divide across years). Estimated 
figures in column 1 indicate that total recurrent unit costs—16 to 
38 percent of which is financed by families (i.e., via direct fees), 
communities, sponsors, and other nongovernment sources—were 4.3 
times as high for vocational secondary education as at the general 
elementary level; per pupil recurrent costs for regular higher education 
are still higher, at 17.7 times the figure for general elementary 
education. The chief explanations for greater unit costs at higher levels 
of education and in some specializations are that the teachers are paid 
more, class sizes tend to be smaller, and buildings and equipment are 
more elaborate at higher levels, particularly in some curriculum areas. 
                                                           
22 As used here, the term “unit cost” means the cost of a school place occupied by a single student 

for one year (Coombs and Hallak 1987, p. 51). However, this definition says nothing about 
attendance (i.e., whether pupils actually occupy the spaces allocated to them). Nor does the 
definition say anything about the quality of teaching or learning. Nevertheless, unit costs are a 
useful benchmark and means of comparison for policymakers. 
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Even more striking, however, are the interprovincial variations within 
the PRC: average unit costs at the primary level in Beijing are more 
than five times the costs in Guizhou Province.  

Many Asian systems of education are moving or have moved from 
mass primary to mass secondary education, and some are moving to 
mass tertiary education. Since unit costs tend to rise strongly with the 
level of schooling, this expansion implies that governments must 
assume substantially increasing financial burdens if equity in access is 
to be maintained. 
 

Table 3.4: Estimated Recurrent Unit Costs by Level,  
People’s Republic of China, 1994 

Level Recurrent Unit 
Cost to Govt. 

(yuan) 

Personnel 
Costs % 

Total Recurrent 
Unit Cost 

(yuan) 

Personnel 
Costs % 

General Elementary 238 92.3 340 73.8 
General Secondary: Junior 451 88.7 645 69.0 
General Secondary: Senior 883 84.2 1,296 63.3 
Vocational Secondary 842 80.6 1,307 57.5 
Specialized Secondary 1,901 66.1 2,588 54.7 
Apprentice School 1,188 63.3 1,912 48.9 
Regular Higher Education 5,048 59.1 6,022 54.9 

Source: Jiang 1996, p. 29. 

a. Choices Informed by Unit Costs 

Education policymakers have some discretion in influencing several key 
variables related to education costs, including teacher salaries, class 
size, physical plant and equipment, and organization of delivery of 
education. Teachers’ salaries are generally the largest single item in 
education expenditures, ranging from 60 to 90 percent of public 
recurrent costs at the primary level. Teachers’ salaries vary greatly 
throughout the Asian and Pacific region. Teachers are considered well 
paid compared with other professions in Hong Kong, China; and 
Singapore. In Cambodia, however, teachers are paid so poorly that an 
official salary is inadequate even for one person to live on, let alone a 
whole family. In many DMCs, teachers’ salaries are so low that 
governments cannot make savings from further reductions in this area.  
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More feasible for policy adjustment is consideration of productivity 
and possible trade-offs among class size, hours per week of teaching, 
and salary. Teachers in some DMCs have, in effect, accepted larger 
classes as a means of obtaining higher salaries. Research on school 
effects does not show a strong or consistent correlation between class 
size and student learning within the range of 25–40 pupils (Table 3.1; 
Bishop 1989, pp. 73–4). Drawing from this evidence, national policy 
bodies and international agencies tend to argue that larger classes are a 
cost-effective choice. However, few educators would advocate 
pupil/teacher ratios of the scale evident in Bangladesh, namely, 63:1. 
Moreover, in all contexts other factors must also be considered in 
decision making, including teacher morale, which diminishes as class 
sizes grow.  

The length of workdays and the duration of school years may also 
be manipulated. Table 3.5 shows data on the official numbers of class 
hours during the first four years of public primary education in 10 Asia-
Pacific countries. Again the variation is striking, with the Philippines at 
the top, and Japan and Korea at the bottom. This contrast is especially 
surprising given the reputation that Korea has for much greater 
achievements in teaching and learning than the Philippines. Korean 
teachers are considered comparatively well paid, indicating perhaps the 
negotiating strength of the teachers’ union. 

 
Table 3.5: Official Class Hours During the First Four Years of 

Primary Education, Selected Countries 

Country Grade 1 Grade 2 Grade 3 Grade 4 Total 

Philippines 1,000 1,000 1,133 1,200 4,333 
New Zealand 1,000 1,000 1,000 1,000 4,000 
Australia (average) 1,000 1,000 1,000 1,000 4,000 
Malaysia (estimate) 902 902 902 963 3,670 
Singapore 893 893 893 893 3,572 
Viet Nam 840 840 840 840 3,360 
Sri Lanka 760 760 760 1,045 3,325 
Indonesia (estimate) 570 570 963 1,013 3,116 
Japan 638 683 735 761 2,816 
Korea 507 544 589 612 2,252 

Average 811 819 882 933 3,444 

Source: Amadio 1997, p. 6. 
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Cost savings may be made through reductions in nonteaching 
personnel and the adoption of various technologies. For example, at the 
primary level in the Lao PDR, nonteaching staff consume only 9 percent 
of the public recurrent budget, but in technical-vocational education 
they consume 13.8 percent, while corresponding figures for preschools 
and teacher education are 16.4 percent and 35.5 percent (Mingat 1996, 
p. 16). Other tools that planners can consider, for securing the maximum 
efficiency of education systems, include operating multigrade teaching, 
biennial/triennial intakes for small schools in remote areas, provision of 
boarding to make schools larger, and use of self-instructional materials 
for at least part of the curriculum (Coombs and Hallak 1987, Windham 
1988, Bishop 1989, Chapman 1993, Kumar 1995). 

The costs of physical facilities may be subject to scrutiny. Studies 
of the effectiveness of teaching and learning indicate that once basic 
needs are satisfied, further investment in construction is unlikely to 
yield strong dividends in improved teaching and learning. The portfolios 
of education architects now contain many designs that can achieve 
clean, safe, bright, and well-ventilated classrooms at reasonable cost. 
Community decision making does not always lead to the best designs or 
to maximum cost-effectiveness, but experience in many DMCs has 
shown that costs can be kept down by making good use of local 
materials and community inputs. 

b. Dropout and Repetition Rates: Unit Costs per Graduate  

When the focus shifts to the cost of producing graduates, as opposed to 
the cost of providing a place for a student for a single year, the 
significance of dropout and repetition rates comes into focus. Although 
the reduction of dropout rates over the last two decades has been 
significant in Asia, the gains in some individual DMCs have not been so 
impressive, and many systems in the region display considerable 
internal inefficiencies. In Bangladesh, for example, only 52 percent of 
pupils entering Grade 1 in the early 1990s reached Grade 5 (Loxley 
1997, p. 24). In Nepal, the equivalent figure was 50 percent, and in 
Bhutan, 32 percent. Figures for several DMCs shown in Table 3.6 
indicate that the shares of Grade 1 students reaching Grade 4 have 
generally improved, but also demonstrate a considerable degree of 
variation across countries.  

These figures suggest that renewed efforts were needed to reduce 
dropout rates and improve efficiency. A good starting point for most 
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systems would be publicity campaigns to explain to teachers why the 
authorities see dropping out as a problem. Dropout rates are influenced 
by out-of-school factors, such as general poverty and parents’ 
perceptions of the role of schooling in improving the quality of life. 
However, in-school factors are also important. Many teachers see 
dropping out (or pushing out) as a solution rather than a problem, 
because it is a way to reduce class size and remove pupils whom they 
regard as troublesome or poor performers.  
 

Table 3.6: Proportion of Grade 1 Students Reaching Grade 4, 
Selected Developing Member Countries (percent) 

Economy Around 1980 Around 1990 

Bangladesh 32 51 
PRC 75 89 
India 45 68 
Indonesia 75 88 
Malaysia 99 98 
Pakistan 42 52 
Philippines 66 79 
Sri Lanka 99 99 
Thailand 86 91 

Source: Mingat 1995, p. 11. 
 

Of course, if keeping children enrolled means increasing grade 
repetition, this poses additional burdens on schooling systems. Despite 
the efforts of many educators and international agencies, repetition rates 
remain very high in some systems. Often, children are asked to repeat 
classes for well-intentioned reasons, including maintenance of overall 
standards and strengthening their foundation of learning. However, 
children who have to repeat classes may be wasting their time and 
raising unit costs for government and society. Also, children who have 
to repeat classes are more likely to drop out. A better approach, 
therefore, is to minimize unnecessary repetition, while simultaneously 
trying to ensure that all children attain a minimum acceptable level of 
achievement. Such a policy can be justified on education as well as 
economic grounds.  
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c. Distance Education 

Like their counterparts in other regions, many Asian institutions have 
increasingly made use of distance learning as a supplement to, or a 
replacement of, face-to-face teaching. Since the early 1980s, distance 
education has expanded rapidly in Bangladesh; PRC; Hong Kong, 
China; India; Indonesia; Japan; Korea; Pakistan; Philippines; Sri Lanka; 
Thailand; and Viet Nam (ADB 1987, 1990; Wong 1993; Dhanarajan 
1996). Comparative research in DMCs consistently shows that unit 
costs in distance education are substantially less than those in 
conventional institutions. Such research is limited to the relative 
qualities of the two modes of delivery and of the labor market outcomes 
of graduates from distance education programs. However, Dhand (1996) 
has highlighted serious deficiencies in the effectiveness of Bachelor of 
Education degrees offered by distance education in India, and it is likely 
that many of Dhand’s remarks will find resonance in other contexts. 
Nevertheless, it seems certain that distance education will become an 
increasing feature of higher education in Asia, much as in other parts of 
the world.  

Financing options may vary by level of education and type of 
problem or objective. An illustrative summary of problems and 
associated financing options is found in Table 3.7. 

2. Cost Sharing in Education 

a. Changing Frameworks for Policy 

Education is generally accepted as a public good that can benefit 
societies as a whole and individuals (Levin 1987, Solmon and Fagnano 
1995). This belief underlies a pervasive commitment to compulsory and 
free primary education. However, arguments in favor of fees for 
postbasic secondary and tertiary education are increasingly found in 
international literature. Especially for tertiary education, opinion 
appears to favor fees, supported as necessary by loans and other 
mechanisms to protect the poor (Ziderman and Albrecht 1995, Tilak 
1997a). Arguments in favor of fees may be based on concern for equity. 
Students from rich families always form a much larger proportion of 
tertiary enrollments than students from poor families, and it is widely 
considered unreasonable to subsidize rich families when that will reduce 
resources available for allocation elsewhere to the poor. 
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Table 3.7: Demand-Side Education: Problems  
and Financing Options 

 Education Level 

Problem Primary Secondary Higher 

Finance Vouchers. 
Targeted bursaries. 

Vouchers. 
Targeted bursaries. 

 

Management 
capacity 

Community financing. 
Community grants. 
Foreign aid. 
Mixture of private 
funding and government 
grants. 

Funding and 
government grants. 

International 
assistance. 

Efficiency Parental financing. 
Vouchers. 

Parental financing. 
Vouchers. 

Parental financing. 

Equity Assistance to private 
schools. 
Stipends. 
Scholarships. 
Targeted bursaries. 
Deficit financing. 
Taxes/earmarked taxes. 

 Student loans. 
User charges. 
Scholarships. 
Use of cosigners. 

Source: Patrinos and Ariasingam 1998. 
  

The cost and equity arguments are also, to some extent, valid in 
secondary education and can be used to justify cost recovery at that 
level. However, unit costs to government are lower at the secondary 
level, and enrollment rates across socioeconomic groups are usually 
more balanced. These particular arguments are, therefore, less powerful 
at the secondary level than at the tertiary level. 

At the primary level, where unit costs are generally lowest, the 
arguments for full cost recovery are even less tenable. Even in countries 
where primary-level enrollment is far from universal, poor and middle-
income groups (as well as other disadvantaged populations and females 
in general) are likely to be much better represented than at higher levels 
of schooling. Moreover, virtually all governments claim to promote 
increased access for poor and under-served groups to primary school, 
and thus are willing to bear the burden of subsidies. In practice, tuition 
charges and fees for materials, etc. are frequently compounded by 
substantial hidden (often illegal) charges, exacerbating the disincentive 
effects of opportunity costs for poor students and girls, as noted above. 
Finally, empirical evidence indicates that primary education 
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(particularly for girls) has high social returns and substantial spillover 
benefits—in contrast to higher education, where benefits accrue 
primarily to the individual—providing a final justification for highly 
subsidized (or free) primary education, and for efforts to eliminate 
hidden charges (Mingat and Tan 1996).  

b. Political Forces and Budget Constraints 

The above arguments would seem to favor charging fees for tertiary 
education to permit redistribution of resources to the poor. One way to 
serve the poor better, it has been argued, is to place greater proportions 
of government resources in the basic education sector (Colclough with 
Lewin 1993, Tan and Mingat 1992, Penrose 1993, World Bank 1995a).  
However, political forces may not easily permit governments to demand 
substantial cost recovery at the tertiary level, especially where 
university students are familiar with a long legacy of free provision, 
come from politically well-connected families, and are prepared to 
make vocal protests. Moreover, even when governments do recover 
some of the costs of tertiary education, it is not always easy to allocate 
these resources to primary and secondary education rather than to other 
sectors of public expenditure. Finally, it may be difficult to design and 
implement mechanisms to ensure proper targeting of scholarship and 
loan programs for tertiary education to provide access to the poor. The 
recent experiences of Nepal (see Box 3.9) illustrate several of these 
challenges.  

Such challenges are compounded by the acute budget austerity that 
has hit many governments during recent years, which is unlikely to be 
alleviated in the near future. The economies of many low-income 
countries have suffered severely from natural disasters, structural 
weaknesses, external debt, and stagnation or decline in government 
revenues as well as from continued rapid population growth. The last 
decade has brought particularly severe economic difficulties to the 
former and remaining socialist states, and pressures have also been 
heavy in many capitalist societies. The result of these forces is that 
although most governments would like to be able to provide fee-free 
primary and secondary education—and some even enshrine this in their 
constitutions—practical constraints necessitate the collection of at least 
some contribution from parents and communities. 
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c. Forms of Cost Sharing 

In addition to the use of fees or levies, some education institutions gain 
income from factories, businesses, and other enterprises. This was 
especially common in socialist societies during the period of central 
planning when factories were seen as part of the social fabric of their 
localities. The advent of market economies has required enterprises to 
pay more attention to profits and, in many instances, has reduced their 
willingness to contribute to schools. However, even in long-standing 
capitalist societies, examples of enterprises contributing to schools may 
easily be found (Martin 1996). 

Box 3.9: Fees and Cost Sharing in Nepal 

The Government of Nepal, like governments in many other countries,
has favored fee-free schooling to improve equity and access for the
poor. At the secondary level, implementation of the policy began in
1992. However, the abolition of fees in public schools has not had the
desired effect. Since the Government was unable to give schools the
resources they needed, institutions have been forced to demand all
sorts of substitute payments. In many cases, whereas in the old system
the burden of fees was spread over the year, the replacement payments
are demanded as single lump sums. As has been noted: “The irony is
that people were paying nominal fees spread over the twelve month
period to schools and now as a result of free education they have to pay
substantially more and in one installment. … [Payments are demanded]
from everybody irrespective of economic condition. This raises a serious
question of equity in education” (RCEID 1997). 

A further problem is that communities have been unable to
contribute adequately to education, not only because of poor economic
conditions but also as a result of what Bajracharya et al. describe as
inappropriate government policies that have discouraged contributions.
And since the public schools, partly as a result of these policies, have
become so starved of resources, many parents have abandoned them
for the private sector, where quality is better.  

At the university level, ironically, fees are lower than at the
secondary level. University fees have not been raised in line with
inflation, and they do not reflect the cost of education programs. The
proportion of people who can afford to pay fees for university is greater
than for secondary schools. A strong case exists for raising university
fees, accompanying the measure with loans and/or grants to maintain
access for the poor.  
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An increasingly popular form of cost sharing involves communities, 
which may be based on geographic proximity, religion, or ethnicity. In 
several DMCs, community financing reaches significant levels. For 
example, in Bangladesh, government primary schools accounted for 
only 48.7 percent of all formal primary schools in 1993. In the PRC, 
19.1 percent of all primary and secondary teachers in 1994 were minban 
(community-supported) teachers, most of whom were employed by 
collectives and village communities (Jiang 1996, p. 19).23 In Bhutan, 
101 community primary schools in 1996 operated in parallel with 154 
fully government primary schools and just 20 government junior high 
schools (Government of Bhutan 1996, p. 1). In Nepal, 18 percent of 
secondary schools in 1991 were operated by communities with little or 
no support from the Government (World Bank 1994b, pp. 2, 4). 

Cost-sharing and cost-recovery mechanisms can affect both 
education supply and demand. Financial strategies are one way of 
influencing household and individual decisions. Some of the demand-
side problems and financial incentives are identified in Table 3.8. 

d. Alternatives to Cost Sharing 

The chief alternative to cost sharing is a system of taxation that 
generates sufficient revenue for the government to pay for services. 
Burgess argues that taxation is the only sustainable way to finance basic 
education in less-developed countries. Aid, debt, and inflation finance, 
he points out (1997, p. 309), are not sustainable and may ultimately 
reduce financing capacity. Contributory social security schemes are not 
a promising source of additional funding for most developing countries, 
and he argues (p. 342) that the bulk of additional finance should come 
from broad-based domestic indirect taxes such as value-added taxes. 
Direct taxes, he suggests, are less suitable, both because of difficulties 
in implementation and because of their limited scope for achieving 
redistribution. 

A compromise policy, which at least allows taxpayers to know 
precisely where their money is going, is to impose taxes designated 
specifically for the education sector. This is a common practice in the 
PRC, where many local governments have taxed enterprises either on 

                                                           
23 With the recent trends toward privatization (especially in vocational, tertiary, and continuing 

education) the term minban encompasses private institutions in much of the literature. For 
clarity, minban is used herein to connote those teachers and schools that are directly supported 
(including in-kind contributions) by local communities, often in more remote rural areas. 
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their total volume of business or on their profits (Lewin and Wang 
1994, p. 29). Local governments may also raise revenue from farmers, 
government employees, and building owners. 

e. Cost Recovery and Student Support in Tertiary 
Education 

As the 1990s progressed, tuition fees increased in some parts of Asia. 
Having already imposed uniform fees across all public institutions, 
Hong Kong, China extended earlier fee increases for tertiary schooling 
made in the late-1980s, raising fees from 12 percent of recurrent costs in 
1991 to 18 percent in 1997.  Fees have also greatly increased in the 
PRC. Although fees were reported at less than 10 percent of recurrent 

Table 3.8: Implementing Demand-Side Finance and Generation 
Incentives 

Problems Demand-Side Finance and 
Generation Incentives 

Issues to Consider During 
Implementation 

Direct costs Tuition waiver/fee 
exemption; student loans. 

Schools may charge other fees; need 
a functional loan collection system. 

 Mixture of private funding 
and government grants. 

Mix must not have negative impact 
on poor students. 

Indirect 
(opportunity) costs 

Vouchers. Selective admission policy, socially 
divisive, transportation costs. 

 Scholarships. Scholarships may be misused; school 
may increase tuition and fees. 

 Stipends. Stipends may be misused or may not 
reach target group because of local 
politics. 

Infrastructure Community financing. Sustainability. 
Low valuation of 
school 
investments (in 
girls, for example) 

Social marketing. Marketing must reach target 
population. 

Language Bilingual education. Some languages may be left out; 
socially divisive. 

Distance Community grants. Sustainability. 
Exclusion Curriculum change. Too much watering down of 

curriculum or movement away from 
core curriculum; socially divisive. 

Source: Patrinos and Ariasingam 1998. 
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costs, many institutions began to reserve a portion of slots for “self-
sponsored” students, based on their ability to pay considerably higher 
fees. As a result, Zhang (1997) estimates that average fees in many 
institutions were between 25 and 30 percent of recurrent costs. 
Authorities sought to standardize the situation, setting a guideline that in 
1997 fees should meet 20 percent of recurrent costs (World Bank 1997a, 
p. 47). In Singapore, differential fees were charged by academic 
discipline. In arts and social sciences, fees were increased from 
10 percent of recurrent costs in 1986/87 to 20 percent in 1992/93. The 
Government has declared its intent to raise fees further to 25 percent 
(Selvaratnam 1994, pp. 81–83), though it has also decided to set 
uniform fees rather than differential ones for individual clusters of 
disciplines. 

People who oppose increases in fees usually do so mainly on the 
grounds that fees are likely to exclude individuals from the poorest 
segments of society. Part of the response by policymakers has been to 
provide an array of support schemes, including grants and loans. Grants 
may be linked, not only to the incomes of applicants, but also to 
academic performance and to efforts to attract students to particular 
types of training. Loan schemes usually contain a substantial proportion 
of hidden grants (Woodhall 1987, 1991, 1997; Ziderman and Albrecht 
1995).  

f. Institutional Revenue-Earning Schemes 

In some DMCs, institutions have been increasingly required to secure 
additional funding from sources other than government budgets and 
various student fees. In Mongolia, for example, some schools manage 
their own flocks of sheep (ADB 1994b), and in the PRC, schools have 
run cafeterias and used buildings for discotheques and other forms of 
revenue-earning entertainment (Kwong 1996). Many institutions in Asia 
now solicit donations from their alumni. Many are also encouraging 
teaching staff and others to undertake consultancy services and some are 
moving into direct business ventures.  

Because of location, urban institutions generally have greater 
opportunities to obtain such revenues than rural ones. However, in Viet 
Nam, rural institutions have been able to generate revenues by raising 
poultry, producing vegetables, managing restaurants, and tailoring 
clothes. Critics observe that such activities deflect the staff from their 
primary mission as specialized providers of higher education. 



Chapter 3: Developing Effective Education Systems 85 

Advocates usually agree, but point out that at least the activities permit 
the institutions to survive in a harsh economic climate. 

g. Privatization of Education 

In some DMCs, the majority of private schools are expensive, elite 
alternatives to public schools. However, in other settings the majority of 
private schools may be “second-chance” institutions for individuals who 
have failed to gain places in public schools. Such private schools are 
commonly more expensive, but not always. Private institutions also 
include establishments for supplementary tutoring of students who also 
occupy places in public schools. 

The available research suggests that private schools have generally 
achieved better results at lower costs and, as such, have been more cost 
effective than public schools (Jimenez et al. 1991, Lockheed and 
Jimenez 1994). To explain the differences in effectiveness, most authors 
highlight the importance of management practices. Lockheed and 
Jimenez (1994, p. 15) show that head teachers in private schools 
generally have more control over school-level decisions and are able to 
affect student achievement. This includes selection of teachers, 
adaptation of the curriculum, improvement of instructional practice, and 
choice of textbooks. Several studies have also observed that private 
schools are less constrained by the conditions of service and 
accompanying salaries that are mandatory in the public service. In India, 
for example, many private schools hire teachers with lower 
qualifications on lower salaries but who are not necessarily less 
effective than their counterparts in public schools (Kingdon 1994, 
p. 175). 

3. Strategies for Particular DMC Groupings 

• The most prosperous DMCs, those in Group 2 (Table 1.8), can 
meaningfully consider grasping new technologies for education on a 
wide scale, can aim to become global centers of expertise in certain 
aspects of research, and can afford to look after their citizens with 
disabilities and other disadvantages. 

• Investment priorities in the poorest DMCs, as found in South Asia, 
are more likely to aim at raising enrollments than at improving 
quality, though, of course, the latter may be a route to the former. 
For these DMCs, investment in books may still be more important 
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and more cost effective than investment in computers; and while 
their governments may be attracted by philosophies of privatization, 
both as a way to improve efficiency and to help in sharing the cost 
burden, they should still aim to contribute more to the education 
sector than they currently do. 

• The Group 3 middle-income countries, largely found in Southeast 
Asia, seek to identify the factors that have contributed to the East 
Asian “miracle”, including those that are linked to the rapid 
development of the education sector. Whether simple formulas can 
be distilled from the experiences of Group 2 DMCs is a matter of 
dispute (Mingat 1995, Morris and Sweeting 1995). 

• The transition economies of Group 6, and to a fair extent also 
Mongolia, face the challenge of reorienting education systems 
within the broader framework of structural adjustment. In this 
process, comprehensive, long-term financial planning is needed to 
protect and promote human resource development, in addition to 
curricular changes to ensure that the schooling system meets the 
needs of the new market economy. 

• The size of a country influences education problems and appropriate 
financial responses. The smallest Pacific DMCs, for example, may 
have to balance the comparative costs and benefits of operating 
their own institutions of higher education, with sending students 
abroad. In contrast, large countries can generate significant 
economies of scale that allow operation of highly specialized 
institutions. 

D. Issues and Policies by Subsystem 

A convergence of opinions on appropriate general priorities and broad 
strategies for education in support of economic growth and social equity 
has been well described, largely in the literature of international 
assistance agencies, such as ADB and the World Bank. The current 
recommended policy directions, although not without controversy, tend 
to emphasize universal basic education; privatization and public-private 
partnerships, particularly in secondary, higher, and technical-vocational 
education; special attention to girls’ and women’s education; 
decentralization, or at least the transfer of some of the activities of 
education planning and reform from the center to lower echelons of 
government; teacher and administrator professionalization; and the 
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search for multiple sources and channels for financing education. These 
priority recommendations are imbued with the pervasive policy and 
operational concerns of (i) improving education quality at the system, 
organization, and classroom levels; (ii) promoting equity in supply and 
delivery of education for all children and youth; (iii) increasing 
managerial effectiveness and raising institutional capabilities at all 
levels of education systems; and (iv) developing and effectively using 
multiple sources of financing. 

Although the general rationale for these policies is clear and often 
persuasive, the precise nature of the necessary reforms is often less 
clear. Recommended policies and priorities for education may be 
sketched only in general terms, with necessary supporting 
environmental conditions only partly considered, while the constraints 
on implementation and use of new programs are rarely examined in 
depth. A major task for policymakers, planners, researchers, and 
international agencies is to unbundle these broad strategies and give 
them meaning within a particular context. And in this process of 
clarification, specification, and implementation of actions, the role of 
international agencies must be considered. 

1. Preprimary Education 

A substantial body of research suggests that preprimary schooling and 
early childhood education can have a strong, positive influence on 
success in subsequent schooling. It may be particularly effective in 
reducing subsequent primary school dropout rates among the poor. 
Preprimary schooling in DMCs is largely private, often delivered in a 
highly informal manner, and its availability is highly susceptible to 
economic conditions. The Group 6 DMCs are a case in point, as the 
transition to a market economy has had negative effects on preprimary 
education (Box 3.10). 

Some cases of intersectoral cooperation among DMCs include 
components of preprimary and early childhood education. One case 
from the Philippines (Box 3.11) demonstrates a particularly innovative 
approach, where local governments played a key role in program 
success.  
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2. High-Quality Basic Education 

It is a widely-held view that governments should prioritize basic 
education, and that all children, irrespective of whether they continue in 
school or enter the world of work, need literacy, numeracy, and 
citizenship skills. As employment opportunities move from agriculture 
to industry and the services sector, accompanied by increasing 
urbanization of the population, basic education increases in importance. 
As enrollment rates approach 100 percent, priorities move further from 
access to quality. Decentralization affects basic education especially, 
since this subsector is most likely to come under local responsibility. 
The uncertainty of the capability of local leadership, fragility of 
funding, search for cost-effective quality, changing managerial roles at 
all levels, and incompleteness of information for decisions, may 
combine to constrain local education development. 

Box 3.10: The Negative Impact of Transition on Preschools in 
Central Asia 

The Soviet period brought about the development of a strong public
preschool sector in states of the former Soviet Union, including Central
Asia. For example, in 1991 about half the children in the target age group
attended preschools in Kazakhstan. The figure for Uzbekistan was
40 percent, and for the Kyrgyz Republic 33 percent (Klugman et al. 
1997). The majority of these preschools were operated by enterprises, 
though some were operated by government ministries and local
authorities. 

The financial constraints of transition forced many enterprises either
to divest themselves of preschools or to increase fees. Governments and
local authorities faced similar pressures, with the result that many 
preschools were privatized or closed. In Kazakhstan, ADB figures (1996i,
p. 63) show a decline in total kindergarten enrollments from 1.07 million
children in 1991 to only 426,100 in 1995, while in Uzbekistan, the share
of preschool-aged children enrolled fell from 30.7 percent to 19.5 percent
between 1992 and 1996 (UNDP 1998b, p. 92). Likewise, the Kyrgyz
Republic had 1,604 preschools in 1991 but only 448 by 1996 (ADB
1996j, p. 75). Many observers have stressed the far-reaching 
implications of such declines in access to preschools, given their
important economic and social functions (Bray 1998, p. 45).  
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Basic education—defined broadly herein to include not only 
primary and lower secondary education, but also preschool and 
nonformal education (i.e., literacy, numeracy, and basic life skills 
training for adults and out-of-school youth)—provides a critical 

Box 3.11: Integrated Early Education and Development  
in the Philippines 

One program that successfully demonstrates collaboration among parents,
teachers, and local government in planning and improving education
service delivery is the Naga Early Education and Development (NEED)
program. The program addresses three concerns of Naga City: (i) the
devolution of the Department of Social Welfare and Development functions
to local governments according to the Local Government Code; (ii) the
increasing demands for better day care services by local people, which
were triggered by the emergence of costly and mostly inaccessible
privately owned preschool centers; and (iii) the evident need for high-
quality services for the often-neglected sector of people with disabilities. 

The NEED program has several innovative features. First, it centers on
effective collaboration between program initiators and partners.  Second, it
has enhanced the capabilities of local programs to improve access to
quality education, increase parental participation in early education, and
bolster the Government’s Moral Recovery Program by targeting the very
young. Third, its focus on people with disabilities raises awareness of the
plight of this neglected sector of society and has provided a means for
mainstreaming children with disabilities. Finally, the program can easily be
replicated by local government units in other areas. 

The NEED program has the following components: (i) Survey for Early
Detection of Developmental and Congenital Anomalies, (ii) Montessori
System, (iii) School for Early Education and Development (SEED),
(iv) HELP Learning Centers, and (v) Special Education Program (SPED).
The program identifies the specific needs of children with and without
disabilities. Children with special needs are placed in programs at either
the SPED Center or HELP Learning Centers, while children without
disabilities are placed in the SEED or the Montessori System. The NEED
approach “programs” the child for admission into the formal elementary
system. Today, NEED caters to the 27 districts of Naga with 60 community
Montessori-type day care centers. Program activities are carried out by 72
staff, including 55 part-time volunteers, and serve children aged 3–5 years
regardless of their socioeconomic status or mental and physical condition.  

Program costs are shared by the local government, which provides a
monthly honorarium to each teacher, the barangay (local) council, which
supplements this honorarium and provides center facilities, and parents,
who donate a voluntary amount monthly (DAP 1997).  
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foundation for national education and for economic growth. As a result, 
it is frequently given highest priority by major international aid 
agencies.  

High-quality basic education acts as the basis for further academic 
or vocational education, contributes basic competencies to the labor 
force, and improves the ability to learn, thus contributing to productivity 
in the household and in labor market or entrepreneurial employment. As 
Heyneman (1997) notes: “International experience suggests that 
vocational and technical education and training is most effective when it 
follows a sound general education and is job related. A strong 
background in primary and secondary education also provides 
individuals with a bigger chance of obtaining and profiting by in-service 
training”.  

Prior to policy decisions, however, the question of what is meant by 
basic education and the relevance of the form in which it is delivered 
must be addressed. If “basic” implies the fundamental knowledge and 
skills required in a changing society and economy, then as technological 
change and the means of production become more sophisticated, people 
need different and more “advanced” skills. Likewise, to participate fully 
in a changing civil society, better communication and analytical skills 
are also needed. Further, basic education, whether at the primary or 
secondary level, typically teaches numeracy and literacy abstracted 
from their use (Box 3.12). The implication is that there is room for 
experimentation with alternative approaches to delivery of basic skills 
and understandings. 

3. Junior Secondary Education 

Junior secondary education has already been nearly universalized in 
several DMCs and is projected to be mainstreamed into other national 
education systems in several more within 15 years. Extending 
compulsory or universal education to (most frequently) nine years is a 
landmark decision in the development of education systems. It suggests 
an education commitment equivalent to that of many industrialized 
societies. However, among DMCs, extending the minimum expected 
years of child schooling has not necessarily altered the curriculum or 
instructional patterns of either primary or junior secondary schools. The 
major challenges to planners and policymakers are to integrate junior 
secondary education as a contiguous stage within basic education; 
maintain its integration with upper levels of education; and provide 
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options for the range of needs of a diverse student population. In 
addition, the content of basic education must also be responsive to the 
context of local economic opportunities, to allow graduates to 
productively contribute to society. This latter challenge has clearly been 
complicated by industrialization, modernization and expansion of the 
services sector, and processes such as globalization. Given the cost 
implications for expanding secondary education (including the effects 
on other education levels competing for financial resources), it is critical 
that skills learned in junior secondary institutions are matched with 
productive opportunities upon students’ eventual entry into the 
workforce.  

Though perhaps less immediately obvious than in the case of 
industry and services sectors, meeting the needs of modern agricultural 
production is also a key challenge for schools in much of Asia. 

Box 3.12: Schooling and Work 

For many decades, indeed centuries, nation-states have been relying
on schools to teach literacy and numeracy skills as well as citizenship
skills. Increasingly, for out-of-school training as well, the emphasis on
formal education has replaced practical experience as the most
recognized learning situation. The shift toward schooling has led to a
sharp division between analytical and academic methodology, on the
one hand, and “hands-on” application, on the other, as well as between
the culture of the school and the culture of the workplace. 

It is often argued that efforts to improve education should give the
highest priority to basic education, since all young people deserve
access to literacy and numeracy skills, to allow them to pursue further
education or to function productively in the workforce. Yet the
separation of the “theory” of such basic education and practice from
application in the real world raises questions both about meaningfulness
of instruction and, at a more basic level, the appropriateness of
conventional schools for inculcating learning.  

Can the learning of basic skills be integrated with learning about the
tools, systems, rules and procedures, and social interactions found in
nonspecific work settings? Can schools, even “vocational schools”,
duplicate the work setting for which the student is being prepared? 

If the workplace is most effective for situated learning of work-
related knowledge and work-related skills, and academic schooling is
most effective for the learning of more general, symbolic, and cultural
knowledge, what is the role of vocational schools?  
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Education must provide a base of knowledge and skills to accommodate 
agricultural modernization, as indicated in Table 3.9. Arguably, the 
efficacy of individual DMCs’ education systems in meeting these 
learning requirements has been a key determinant in their relative levels 
of success (or stagnancy) in harnessing improvements in technology and 
planning to raise agricultural productivity.  
 

Table 3.9: Four Basic Stages of Agricultural Productivity and 
Their Learning Requirements 

Agricul-
tural 

Levels 

Farmer 
Entrepreneurs’ 

Technology Level 

Agricultural Inputs Minimum Learning Requirements 

Level A Traditional 
farming 
techniques passed 
from parent to 
child. 

Local varieties of 
seeds and 
implements. 

Addition and subtraction not 
necessarily acquired through formal 
education. 

Level B Intermediate 
technology. 

Small quantities of 
fertilizer. 

Addition, subtraction, division, and 
rudimentary literacy. 

Level C Fully improved 
technology. 

High-yielding 
varieties: proven 
seeds, rate of 
application of seed, 
fertilizer, and pest 
control per acre. 

Multiplication, long division, and 
other more complex mathematical 
procedures; reading and writing 
abilities; rudimentary knowledge of 
chemistry and biology. 

Level D Full irrigation-
based farming. 

All above inputs: 
tubewell access 
during the off-
season, and water 
rates per acre. 

Mathematics, independent written 
communication, high reading 
comprehension, ability to research 
unfamiliar words and concepts; 
elementary chemistry, biology, 
physics; regular access to 
information from print and 
electronic sources. 

Source: Heyneman 1997. 

4. Senior Secondary Education 

Given the substantially higher costs of senior secondary schooling in 
many DMCs, the demand for education at this level depends on parents’ 
financial constraints, as well as labor market conditions and other 
objectives that parents and students have for this level of schooling. 
Rapidly expanding enrollments often outstrip the number of new jobs 
created; certain types of industry seek young unskilled workers; and the 
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substantial cost of senior secondary schools simply prices this level of 
education out of the reach of many poor people. The major issue at the 
senior secondary level relates to the appropriate curriculum mix 
between general and specific skills. At this level, education becomes 
increasingly specialized, and in many DMCs there has been a 
continuing debate over the appropriate extent of its vocationalization. 

An academic curriculum is the least expensive approach, and in 
many DMCs it appears to offer equal or better employment 
opportunities than existing vocational tracks. As an alternative to skills-
oriented programs, a new curriculum innovation, called technology 
education, is being experimented with internationally and is the subject 
of discussion in East Asia. Technology education is a synthetic course 
or program that seeks to develop understanding of applied science and 
mathematics in the context of technological change. This approach is 
cheaper and requires less equipment than pure vocational programs. 

Faced with the increasing output of junior secondary education and 
an emerging large demand for senior secondary education, DMCs are 
beginning to look for alternative avenues for postbasic education. 
Looking to the short-term future, one strand of senior secondary 
education undoubtedly will remain focused on academic preparation for 
higher education. In addition to an academic program, experimentation 
may be expected with a wide variety of vocational schooling and 
training arrangements that allow transferability and easy entrance and 
exit. The general assumption among researchers and policymakers 
appears to be that academic schooling is more effective for learning 
more general, conceptual, and society-based knowledge, and that the 
workplace is more effective for work-related knowledge (cognitive 
models of tasks and devices) and work-related skills (procedural and 
interpersonal).  

5. Technical-Vocational Education 

In response to trends toward industrialization and use of technology, 
DMCs frequently invest in vocational and technical schools. Haq points 
out that a major difference between education policies in South Asia 
and in East Asia was the latter’s relative and early emphasis on 
technical secondary education (Haq 1997). Advocates of vocational and 
technical secondary education can be found in many DMCs. The 
differing views of World Bank experts and Indonesian policymakers 
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about the appropriate model of secondary education are captured in 
Box 3.13. 

A variety of studies indicate that publicly-provided technical-
vocational education (TVE) systems generally have had a weak record 
in meeting employer demands. High unit costs, shortages in available 
skilled staff, and lack of flexibility in adapting to changing technologies 
have made technical-vocational education an unattractive investment 
option. Although many public TVE schools persist in DMCs as the only 
option other than academic schooling, a trend is apparent toward further 
diversification at the secondary level. The direction includes a 
diversified curriculum that combines academic and vocational 

Box 3.13: Balance between General and  
Technical-Vocational Education 

Many policy advocates have favored investment in technical-vocational
education more than general education, particularly in contexts of
unemployment and perceived irrelevance of academic education.
Indonesia is one country in which technical-vocational schools have
been emphasized. The sixth five-year plan (1993–1998) called for
7.4 percent annual growth of technical-vocational senior secondary
places, compared with only 5.1 percent annual growth for general senior
secondary places. (Indonesia uses five-year planning cycles within
25-year perspective plans.)  

A 1997 World Bank report  (1997b) on Indonesia questioned the
wisdom of this policy. It noted that technical-vocational schools were
about 40 percent more costly than general schools, that general schools
were more popular among students and parents, and that the labor
market outcomes for graduates of technical-vocational schools were
typically no better than for their generalist competitors. The report added
that because technical-vocational programs depend on bureaucratically
determined factors, institutions cannot easily expand operations when
there is more demand, and have no incentive to shrink operations when
there is less demand. 

The World Bank (1997b, p. 78) recommended that the Indonesian
authorities reconsider the budgetary priority given to technical-vocational
schools, find ways to reduce costs in the sector, and increase the
general-education content in the technical-vocational education streams.
More specialized training, it was suggested, could be left to polytechnics
and job-specific training in firms. These findings and recommendations
match those made by education economists in many other countries
(Bray 1998, p. 13).  
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education; technology education that focuses on the principles of 
science and technology underlying technology; collaborative programs 
between schools and enterprises; private TVE institutions, often 
associated with business and industry; and a variety of specialized 
training programs sponsored entirely by enterprises.  

6. Tertiary Education 

In many DMCs, the next decade will likely bring expansion of tertiary 
education enrollments, improved equity in student access, increased 
privatization, increased differentiation within tertiary education systems, 
and more attention to the quality of instruction and research. The 
direction of policies in tertiary education is toward the development of 
more competitive and productive institutions supported by one or more 
public or private sources, with increasing autonomy in determining the 
composition of the student body and curriculum. This direction of 
policy does not necessarily eliminate the need for an appropriate 
government regulatory framework, accreditation requirements, or public 
subsidies. 

To attain increased flexibility and efficiency in meeting the social 
demands and education needs of the economy, policymakers in tertiary 
education will seek to (i) make more efficient use of public funds; 
(ii) increasingly rely on students’ families for financing a high 
proportion of costs; (iii) increase school fees in all public institutions; 
(iv) link public support to measures of productivity; and (v) encourage 
direct profit-making activities by universities and higher technical 
institutions, often in collaboration with private industry. Considering 
these funding adjustments, a basic equity question will need to be 
addressed: Does shifting the financial burden to students, as implied by 
cost sharing, in fact decrease income-related equity in the delivery of 
higher education and contribute to increasing the education gap between 
rich and poor citizens? 

Implementation of major changes toward institutional autonomy, 
self-governance, and market orientation will be difficult for several 
reasons. First, faculty and staff of public education institutions are 
traditionally accorded the same status, job security, and benefits as civil 
servants. In addition, efforts toward the institution of nongovernment 
management boards or more substantial privatization may face 
resistance within government since they would decrease the role of the 
state in enrollment and curriculum matters. Finally, socialist and former 
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socialist states face a particularly difficult set of tasks associated with 
reorienting tertiary education away from a model based on specialized 
(often monodisciplinary) universities toward a more balanced and 
flexible system.  
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EDUCATION GOVERNANCE AND 
MANAGEMENT 

n all DMCs, education governance exists within a legal, political, 
and policy environment unique to that DMC. Variations across 
DMCs can be expected in the policy and planning capacity, level of 

commitment to change, openness and transparency of policy and 
administrative decisions, and extent of participation in decision making.  

Major changes, often encouraged by international agencies, are 
taking place in education governance among most DMCs. In varying 
degrees, at different speeds, and following a range of paths, there is 
growing devolution of education responsibilities and, in some cases, 
decision-making authority. This general trend can have profound effects 
on many facets of the education system, e.g., the actors involved in 
education decisions; strategies for change; opportunities for localizing 
curricula; operational meaning given to such concepts as quality, 
efficiency, and relevance in education; and how education services are 
financed. Decentralization may have an equally profound effect on the 
direction and content of the roles of international agencies. 

This chapter analyzes the issues and trends in education governance 
and management, most particularly the trends of evolution of the 
structure of policy making and planning.24 The policy and planning 
environment at each decision level is described. Two country case 
studies of somewhat different approaches to devolution of education 
decisions are described. The potential benefits and risks are identified, 
and the conditions necessary for sustaining cycles of planning, 
monitoring, knowledge use, and education improvement are explored. 

A. Policy and Management Environment 

Education systems function within a policy and management 
environment that either constrains or enhances their performance. This 
                                                           
24 Education policy making, as the term is used here, is typically a process of making major 

education choices and setting directions for the education system or one or more of its 
subsectors. In practice it is an intensely political process involving high-ranking bureaucrats, 
elected officials, and a variety of concerned groups. The transparency of the process varies 
across governments and cultures.  

I 
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environment varies by DMC and, where decentralization is undertaken, 
may be unique to each community. Common to most DMCs is a 
pyramid organization of administration, centralized policy authority, 
and multiple centers of education decisions. Policy and management, in 
addition to being situated in a wide range of political ideologies, 
traditions, and evolving structures, tend to be characterized by large 
public bureaucracies with a complex variety of ministries and central 
agencies with overlapping responsibilities. 

1. Central Level 

Virtually all DMCs follow a pyramid model, in which national policies, 
programs, and logistics are formulated by central ministries. The 
planning of education is typically associated with multiyear national 
plans formulated in the center. The most common planning cycle—five 
years—has traditionally been the exclusive responsibility of planning 
and education bodies in the center. Multiyear national education plans, 
unless revised annually, tend not to have strong records of 
implementation. At times constructed with little local input and with 
questionable education statistics, these plans frequently serve primarily 
as visions rather than sets of explicit actions. The Pakistan Country 
Sector Study states: “… since universal primary enrollment has been the 
goal of all development plans in Pakistan, it is important to note that 
implementation lapses and shortfalls in targets have been a common 
feature of the plans” (PIDE 1997, p. 42). 

As described below (pages 106–117), education decentralization 
and development of monitoring and evaluation capacity are altering the 
process and efficacy of planning. The central ministry of education 
works through a network of provincial, regional, and district education 
offices that largely duplicate the structure of the central ministry and are 
responsible for ensuring that central policies are communicated and 
implemented in schools. Individual schools are managed by head 
teachers, whose authority and responsibility differ by country, but 
whose job usually involves some combination of school management, 
school-ministry communications, school-community relations, and 
instructional supervision. The administrative and management issues at 
the various levels of the pyramid differ and, given the new pressures for 
decentralization and community participation, may change 
considerably. 
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As education systems and other services have grown, bureaucracies 
have burgeoned. For example, the education sector in Cambodia 
employs 75,000 workers, half of all public employees. Administrators 
comprise more than one fifth of all education personnel (ADB 1996h). 
In the Lao PDR, the number of staff in nonteaching positions in 1994/95 
represents more than 20 percent of the number of teachers (Mingat 
1996). 

Clarity has often been the victim of growth. In Cambodia, the 
Ministry of Education, Youth and Sports was, until recently, organized 
into 16 departments, averaging 58 staff members per department. An 
ADB study estimated that nearly 1,300 staff were employed across the 
13 provincial headquarters and 1,750–2,000 staff in district bureaus 
(ADB 1996h). Considerable inefficiencies arise from the absence of any 
clear delineation between the functional responsibilities of provincial 
and district headquarters, respectively. 

Responsibility for education is often distributed across several 
ministries, a condition that further complicates effective coordination. 
Examples include Cambodia, Indonesia, Kazakhstan, and Lao PDR. 
Table 4.1 shows that many groups are involved in policy development 
and operational control of the education system in Kazakhstan.  

 
Table 4.1: Overlap of Major Policy Functions between Ministry of 

Education and Other Government Agencies, Kazakhstan 

Function Ministry of Education Overlap With 

Education policy Drafts policies and regulations. Cabinet of Ministers. 
Curriculum policy Develops “conceptions,” elaborates 

standards, develops humanities 
curriculum. 

Cabinet of Ministers, Institute 
of Educational Problems. 

Higher education 
policy 

Develops regulations and oversees 
issues related to private institutions. 

Cabinet of Ministers. 

Teacher education 
policy 

Projects teacher staffing needs. Oblast (regional) department 
of education. 

School staffing 
levels 

Ensures that staffing meets 
government norms. 

Oblast department of 
education. 

Education finance Monitors expenditures and payments 
to institutions. 

Ministry of Finance, oblast 
department of education. 

Quality assurance Operates the Department of Inspection 
(mainly for higher education 
institutions and national institutions). 

Oblasts and raions with 
responsibility for schools. 

Other functions Statistics, health. Oblasts, etc. 

Source: UNESCO and ADB 1995. 
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Coordination is complicated by the existence of overlapping 
responsibilities of the Cabinet of Ministers, the central Department of 
Education, oblast (regional) departments of education, and, in some 
cases, also officials at the raion (roughly analogous to county) level, 
creating conflict in some cases (Box 4.1). 

2. Intermediate Levels of Education Management 

The importance of intermediate levels of education management varies 
across DMCs, with influence generally increasing as DMCs get larger. 
For example, provincial education offices in the PRC and India tend to 
be powerful relative to their counterparts in Cambodia or Pacific DMCs. 
Organizationally, education bureaucracies at provincial, regional, and 
district levels tend to duplicate the structure of the central ministry, e.g., 
each has offices for curriculum, testing, or facilities. This may result in 
duplication of effort and unclear lines of authority and responsibility. 
Much of the analysis of education effectiveness and managerial 
efficiency has focused on these blurred lines.  

To ensure that nationwide strategies and programs reflect actual 

Box 4.1: Central Ministry Management in Kazakhstan 

The Ministry of Education has no sector-wide analysis, planning, or
monitoring functions to support budget preparation and resource
allocation. Creating those functions presupposes a new interpretation or
amendment of the law on local self-government. Although the current
law provides some budget implementation authority to the oblast
(region), it does not provide for a national focal point for analysis,
planning, or monitoring for the education sector as a whole. Oblast
departments of education also have no responsibility and, therefore, no
capability for local-level analysis and planning. The Ministry of
Education has only rudimentary basic analysis capability. 

Ministries and oblast departments of education are left without a
focal point for market-oriented, sector-wide analysis, planning, or
monitoring. Important education reform decisions are being taken
without proper assessment either of the implications for costs and
resources, for the operation of particular education subsectors, or for
the education process. The Ministry of Education drafts education laws
without adequate regard for their compatibility with—or implications for
law and implementing regulations of—other sectors and areas of direct
relevance to the education sector, e.g., taxation and property (UNESCO
and ADB 1995).  
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needs and translate into desired outcomes at the local or institution 
level, ministries of education must effectively carry out several key 
responsibilities: (i) convey policy and program information from the 
central ministry to schools; (ii) convey data, e.g., school enrollment and 
book orders, from schools to the central ministry; (iii) ensure that 
schools are abiding by government policies; and (iv) occasionally, 
provide instructional leadership and supervision (though this is often 
interpreted as ensuring that schools are abiding by government policies).  

The main bottleneck in intermediate-level administration is that 
provincial, regional, and district offices often lack the authority and the 
resources to do their job effectively (see, for example, Philippine 
Congressional Committee on Education 1992). Because of the 
insufficient delegation of authority, many mid-level administrators may 
have insufficient authority to make decisions or otherwise act on 
information available. Provincial education administrators may be 
expected to implement programs and projects that do not meet the needs 
of their particular area. For example, in many DMCs, regional and 
district education officials cannot dismiss nonperforming teachers or 
school administrators without lengthy consultation with the central 
authorities. Further, they cannot redirect resource flows to particularly 
needy schools without lengthy delays. And, because of inadequate 
funding, they may not give schools even minimal oversight. 

3. School-Level Management and Autonomy 

To the extent that decentralization makes the local community and 
school the focal point of much of the planning and activities related to 
schooling improvement, it also has a dramatic impact on the role of the 
head teacher. The traditional role has emphasized maintenance of 
administrative control, performance of bureaucratic routines, and 
commitment to rules for problem solving. The emerging role may 
include multiple goals, a focus on facilitating change, and use of 
evaluation and professional sources of information. The context of the 
new role suggests a more uncertain work environment and greater 
decision-making complexity. 

The focus of a training program in the Philippines to prepare head 
teachers for decentralization is indicative of the potential new demands 
placed on head teachers by decentralization. The training program, 
which stands in marked contrast to training devoted to routine 
administrative tasks, includes such areas as (i) management of change; 



102 Education and National Development in Asia 

(ii) instructional leadership; (iii) communication management; (iv) crisis 
management; (v) problem solving, resourcing, and decision making; 
(vi) decentralization; (vii) performance accountability; (viii) values 
development; (ix) physical facilities management; and (x) admin-
istrative discipline (Government of the Philippines 1996). 

a. Head Teachers 

Under changes taking place in education governance, head teachers may 
be at the cutting edge between the administration of education and the 
actual delivery of instruction to students. Yet few of them have adequate 
preparation for their job or authority to change the way their school 
operates. They have a difficult job that will only become more difficult 
over the next decade. One of the current ironies of education 
development is that the push toward decentralization now under way (to 
varying degrees) in virtually all DMCs shifts more responsibility to the 
group of education administrators least ready to accept it.  

Head teachers generally have responsibility in four areas: 
• School management. Currently this includes ordering supplies, 

ensuring teachers are hired and assigned, information gathering, and 
basic record keeping. In many DMCs, these are viewed as the chief 
set of responsibilities. The trend is toward more technical tasks and 
coping with professional problems. 

• School-ministry communications. Completing reports required by 
the central ministry is a major task for head teachers in some 
DMCs. For instance, until just a few years ago, head teachers in 
Nepal had to complete a 52-page school data collection form for the 
school administration section of the Ministry of Education and a 
four-page survey, collecting much the same information, for the 
manpower and statistics section of the Ministry (Chapman and 
Dunghana 1991). Although such practices are becoming less 
common, head teachers in some other DMCs have been required to 
complete lengthy surveys about their school, one or more times per 
year. Head teachers also share responsibility with district education 
officers for ensuring that ministry policies and programs are 
conveyed to teachers and parents. As education decisions move 
downward, the head teacher interacts primarily with provincial and 
district authorities. 

• School-community relations. This involves working with 
community councils, community development associations, parent-
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teacher associations, parent groups, and other local organizations 
that have an interest in the school. The goal is often to encourage 
community support either of the school (e.g., teacher subsidies, 
facilities construction, maintenance) or of the schooling process 
(e.g., encouraging parents to make sure their children do their 
homework and to send their daughters to school). Decentralization 
may significantly extend the involvement of the community in 
education decisions. The head teacher becomes the key actor in 
coordinating community involvement. 

• Instructional supervision. The extent to which school-level 
administrators regard instructional supervision as part of their 
responsibility varies across countries, with instructional supervision 
often falling to district inspectors or teacher supervisors. However, 
one common by-product of decentralization is an increased 
expectation that head teachers will play this role. This shift toward 
head teachers taking more responsibility for instructional 
supervision has fairly dramatic implications for their selection and 
training.  

 
With few exceptions, instructional supervision is the function least 

well served by the typical allocation of responsibilities across the 
administrative structure of the ministry of education. Teacher 
supervision in most DMCs is the responsibility of officials operating 
from the provincial or (more often) district level. This removes the 
supervisory function from the administrator most aware of a teacher’s 
pedagogic skills (e.g., the head teacher) and assigns it to individuals 
removed from the school, who visit it only intermittently and who often 
view their role more as one of enforcing rules than of demonstrating to 
teachers how they can improve their teaching. 

In light of the range of issues likely to dominate education 
development agendas over the next several years, it is expected that the 
roles and responsibilities of the head teacher will experience more 
dramatic transformation than that seen at any other management level.  
In only a few DMCs do head teachers currently have the training or 
background to meet this challenge. Across much of Asia, massive 
support and training will be needed if decentralized school management 
is to lead to positive outcomes. Whatever education value 
decentralization holds may be largely lost if head teachers cannot 
translate it into concrete actions within their school and community. 
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B. Privatization 

Although private schools have a long tradition in several DMCs, the 
majority of governments have been responsible for most education 
financing. The recent growth of private education has been in response 
to the expansion of public schooling, the disparities in education 
services available to different segments of the population, widespread 
dissatisfaction with education efficiency and quality, the movement 
toward decentralization of education governance, and the increase in the 
presence of the private sector generally (Table 4.2).  
 

Table 4.2: Percentage of Private Sector Education Enrollments 

Country Private Primary Private Secondary 
India 25 52 
Indonesia 13 60 
Japan 1 15 
Philippines 5 38 
Singapore 35 1 
Thailand 11 32 
Source: James (1993) as cited in Bray (1996). 

 
The proportion of private schools within a country can be increased 

in four main ways (Bray 1996): (i) transfer the ownership of public 
schools to private individuals or groups; (ii) allow private schools to 
develop while holding the number of public schools constant; (iii) give 
direct government support to private schools; and (iv) increase the 
private financing of schools that remain under government control. The 
most common strategy across Asia is to loosen regulations on private 
schools and to allow market forces to operate. The ministry of education 
generally still determines the curriculum, but private schools can 
implement it in the ways they think best. 

The most common arguments for private schooling are that it leads 
to increased quality, number of school places, efficiency, and resources 
available to support education—the influx of private funds generally 
outweighs declines in public funding, and may be allocated more 
effectively.  

Not all of these arguments carry the same weight. Whether private 
schools offer better-quality instruction or operate more efficiently 
depends on the type of private school. Bray (1996) distinguishes the 
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following four types: (i) the elite private schools, which generally 
provide good-quality education at a high price; (ii) schools run by 
religious or other nonprofit organizations, which provide an alternative 
to the public system and that may be superior, comparable, or inferior in 
quality; (iii) low-quality, low-cost institutions that cater to excess 
demand and give a second chance to those who are unable to get into (or 
stay in) the public system; and (iv) low-cost institutions that cater to 
students who would go to public schools but are discouraged from 
doing so by the various changes made in those institutions. 

While private schools usually increase the number of school places, 
the impact of those places depends on whether they serve students who 
would otherwise not be enrolled in public schools, or merely provide an 
alternative opportunity for students who would be enrolled anyway. The 
evidence supporting their greater efficiency, however, is mixed. Some 
studies have found private schools to be more efficient than public ones, 
partly because head teachers of private schools have more incentives to 
be efficient and because they are able to employ part-time and other 
less-costly teachers (Bray 1996).  

The efficiency of elite private schools is open to question because, 
while they provide high-quality education, it is typically at a 
substantially higher price than public schools. The quality of instruction 
in the low-cost private schools varies widely, but is often low. 
Nonetheless, in comparing price with quality, the family contribution 
for public schooling may be higher than is generally realized, in which 
case private education might have the advantage. Recent analyses of 
total expenditures (private and public) for public education have 
generally found family contributions for children’s schooling to be 
much higher than previously thought (see, for example, Bray 1996). 
Bray argues that there is more de facto privatization in education than is 
widely recognized. 

The extent of the state’s role in financing education is a likely 
subject for debate for years to come (Box 4.2). Irrespective of the future 
balance between public and private provision of education, many of the 
same management skills are required for either group of schools to be 
effective. 
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C. Decentralization and Localization  

While most DMCs have experimented with community-centered 
development in education or other policy spheres at various points in 
the past, policy making and planning in the DMCs have, for the most 
part, been the realm of central governments. Legally or by tradition, 
formal responsibilities for developing major policies and comprehensive 
planning related to the education sector have most frequently resided 
with the national legislature and within ministries of education, finance, 

Box 4.2: What Role for the State in Financing Education? 

The 1980s and 1990s brought a considerable questioning of the role of
the state in all sectors of economic and social activity. Challenges to the
dominance of the state have come from awareness of the state’s
inefficiency and lack of responsiveness to market signals. 

However, general agreement remains that the state should continue
to be the lead actor in financing education, at least at the basic level.
Burgess’ view is that: 

Arguments relating to market failure, redistribution and poverty, basic 
rights, and externalities...still point fairly directly to a significant role for 
the state in particular areas, which include infrastructure and regulation, 
social protection, education, health and the environment....Problems of 
market failure are particularly relevant in markets for basic health and 
education that are typically thin, incomplete, or missing. These are 
unlike normal private goods in the sense that there are pervasive 
externalities associated with their provision which are not captured in 
private calculations of costs and benefits (Burgess 1997, p. 326). 
 

A much simpler set of arguments focuses on equity per se.  Namely, just
as decentralization (discussed below) places the greatest strains on
communities with the least access to resources, privatization can pose
serious challenges to educational access for children (particularly girls)
in poor families, for whom the costs of private education may be too
high. Where analysis shows that privatization would have considerable
net benefits—most often argued to be the case in the provision of TVE
or higher education—the state may still need to play a role in providing
targeted scholarships and other mechanisms to ensure equitable access
for the poor and other deprived groups.  

Thus while strong arguments can be made for privatization in areas
in which the state does not have a clear advantage over private markets
(e.g., industrial production), the rationale for a continued leading state
role in the education sector remains strong (Bray 1998).  
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and planning. Based on the assumption that policy is primarily an 
activity of senior officials in the central bureaucracies, international 
agencies have given much attention to technical assistance and capacity-
building projects designed to better inform and support policymakers in 
their work. 

Nonetheless, a shift in the locus and processes of policy and 
planning control in education is well under way in several DMCs and is 
in the initial stages in others. The motivations for movement of 
education decisions away from the center reflect dissatisfaction with 
existing centralized systems. The objectives include (i) finding an 
alternative or supplement to central government financing because of 
insufficient central resources by requiring local governments to share 
financial responsibilities and develop private support; (ii) improving 
efficiency of education as part of a general movement toward market-
based development strategies to replace central planning; (iii) increasing 
the efficiency, relevance, and effectiveness of education by encouraging 
participation of parents and the community; and (iv) reflecting new 
models of planning and decision making that, for purposes of increased 
relevance and improved quality, emphasize wider participation and 
collaboration.  

 Decentralization25 generally involves the granting of some of the 
national government’s authority to lower-level units, and typically 
opens the way for the establishment or development of local institutions 
that are, to a degree, autonomous from the central government. Local 
authorities are generally given expanded rights to develop and allocate 
local resources, coupled with new responsibilities for bearing program 
costs. Table 4.3 briefly summarizes the current status of education 
governance in eight DMCs. Subsequently, two cases (India and the 
PRC) are described in more detail. On the one hand, experiences in the 
DMCs provide some evidence that decentralization can strengthen local 
government units financially and legally. However, it is important to 
recognize that increased discretionary authority often comes alongside a 
decrease in funding from the central government. As discussed below in 
the case of the PRC, decentralization may pose a challenge to equity, 
since poor communities may be poorly positioned to take advantage of 
new financial and planning autonomy, and simultaneously least able to 
meet the increased burdens on local financial and human resources.  

                                                           
25 Terms frequently used in discussing decentralization include localization, individualization, 

devolution, democratization, deconcentration, debureaucratization, and privatization. 
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Table 4.3: Education Decentralization in Selected Developing 
Member Countries 

Center Province or Region District Village 

China, People’s Rep. of 
Macro management or 
macro guidance. As part of 
a decentralization program, 
central government 
developed a financial 
responsibility system to 
authorize raising of funds 
at local up to provincial 
and central levels. 

Implementation of 
national laws, regula-
tions, and policies; 
length of schooling, 
yearly enrollment; 
selection of text-
books, number of 
teachers and teaching 
salaries. 

Within national guide-
lines, responsibilities are 
determined by provin-
cial government. Local 
governments are per-
mitted to raise resources 
through various forms of 
taxation. 

Community education 
committees generate 
funds and material 
assistance; engage in 
macro management, 
supervision, and 
assessment of schools; 
and encourage 
community 
participation. 

Indonesia 

Beginning of dialogue on 
development of a more 
limited role emphasizing 
establishment of regula-
tions, setting standards, 
evaluation. 

Coordination of 
implementation of 
policy of basic educa-
tion; partner with the 
center in planning and 
managing teacher 
training; mediator 
between education 
authority at district 
level and central 
ministry.  

Beginning of dialogue 
on steps to improve 
planning and manage-
ment capacity at the 
district level; considera-
tion of training local 
expertise. 
 

The role of school 
parent-teacher asso-
ciations in school 
management is being 
gradually strength-
ened. 

Kyrgyz Republic 

Establish national policies, 
plans, and programs; 
develop legal and 
legislative base for educa-
tion; develop and maintain 
national research and 
development installations; 
provision of national 
standards, testing, and 
certification. 

Region: Gradual 
assumption of 
responsibilities for 
regional planning, 
standards, and 
finance; coordination 
of associations and 
groups involved in 
education 
 

  

Nepal 
Nepal Planning Commis-
sion sets guidelines for 
broad national policy and 
planning providing the 
Ministry of Education 
(MoE) overall education 
development directions. 
MoE drafts national 
policies and plans, coor-
dinates national-level 
programs, and conducts 
monitoring and evaluation. 

Region: The Regional 
Education Directorate 
(RED) coordinates, 
monitors, and evalu-
ates programs at 
regional level; RED 
has authority to 
recruit teachers at the 
secondary level. 

The 75 districts, through 
the District Education 
Office (DEO), are 
implementing units and 
district-level 
coordinating, 
monitoring, and 
evaluation units. Each 
district has an education 
committee representing 
community organi-
zations, parents, and 
head teachers. The 
committee reviews 
district-level programs. 

The School Manage-
ment Committee 
(SMC), consisting of 
an elected local 
chairman and repre-
sentatives from par-
ents, oversees school 
development activities 
and approves programs 
to be forwarded to the 
DEO. The SMC raises 
local funds in support 
of the school and 
mobilizes community 
for other school assis-
tance. 
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Table 4.3: Education Decentralization in Selected Developing 
Member Countries (cont’d.) 

Center Province or Region District Village 
Pakistan 

The federal Government is 
responsible for national 
policies and programs for all 
social sectors including 
education. The federal MoE 
sets policy standards, 
develops the curriculum, 
prepares national plans and 
budgets (with Ministry of 
Finance). MoE further acts 
as a technical resource and 
as a channel of commu-
nication on national 
education policy to the 
provinces. 

The province has primary 
responsibility for 
implementing education 
plans and programs, and 
formulating provincial 
policies, regulations, and 
procedures. Primary 
education management is 
through separate directorates. 
The province is also 
responsible for production of 
textbooks. 

The provinces are 
divided into 
divisions, which are 
further subdivided 
into districts and sub-
districts or blocks 
(tehsils). 
The district has 
authority to recruit 
teachers and select 
school sites. 

The village 
education 
management 
committees 
manage day-to-
day school 
activities. 

Papua New Guinea 

Foundational policies for all 
levels of education, curricu-
lum development; teacher 
training, examinations, and 
certification; planning and 
professional support to 
provinces; organizing supply 
of textbooks; management 
of tertiary institutions and 
national high schools; 
mobilization of funds and 
donor liaison. 

Development of policies 
regarding school fees; imple-
mentation of provincial 
education plans; data 
collection for national-level 
ordering and distribution of 
textbooks and materials; 
appointment of second-level 
teachers; teachers’ salaries; 
financial aspects of capital 
works; operation and 
maintenance costs. 

 Responsible at 
primary and 
elementary levels 
for nonsalary 
budgeting for 
operation and 
maintenance; 
maintenance of 
teachers’ houses; 
expansion and 
maintenance of 
adult literacy. 

Philippines 

Formulation of policies, 
strategic planning, and 
budget preparation; 
development of standards 
for facilities, curriculum, 
and teachers; research and 
development; monitoring 
and program assessment. 

Region: Technical assistance 
in local instructional and 
program improvement; 
monitoring and evaluation of 
Division office; budget 
coordination; management 
training of head teachers and 
supervisors.  
Division: Policy 
implementation; division 
strategic planning; program 
development and 
implementation; instructional 
supervision; monitoring and 
evaluation of district and 
school performance. 

Organization of 
school-based in-
service training, 
organization of 
distribution system 
for textbooks and 
materials in district; 
general 
administration 
support to schools; 
management of 
district-level 
indicator systems. 
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Table 4.3: Education Decentralization in Selected Developing 
Member Countries (cont’d.) 

Center Province or Region District Village 
Viet Nam 

The Ministry of Education 
and Training has major 
responsibility for policy 
formulation, national 
examinations, directing and 
inspecting all education 
curricula, and managing 
directly more than 40 
universities. Other ministries 
also control and manage 
various kinds of education 
institutions. Central 
education authorities act as 
redistribution mechanism 
when local resources are 
insufficient. 

The provinces operate 
college-level institutions 
(established to meet the local 
human resources demand) 
and all secondary schools; 
80 percent of general 
education budget is paid 
from local resources (prov-
ince and below). 

Districts manage pri-
mary and lower 
secondary schools. 
(Much support for 
these schools comes 
through mobilizing 
local resources.) 
Local contributions 
cover much of the 
expenditures on 
building construction, 
teachers’ salaries, and 
school fees. 

All schools have 
an association of 
parents and 
students. Parents 
are asked to pay 
more of the costs 
for education. 

Source: Country sector studies. 

1. The India Case 

The scope of constitutional, legal, and administrative changes possible 
through comprehensive education decentralization policies is well 
illustrated in the case of India. As in many DMCs, the policy making, 
planning, and administration of schools in India is a complex process 
implemented through a number of institutions at various levels. With 
many widely dispersed schools, poor vertical and horizontal 
communication, and limited capabilities in monitoring and evaluation, 
achieving effective management is difficult. Over the years, many 
efforts have been made at partly decentralizing decisions to the district 
level. These have met with limited success.   

In 1992, India laid the foundation for a significantly different 
pattern of education governance by amending its national constitution. 
This action is seen as important both symbolically and substantively. 
The Seventy-Third Constitutional Amendment authorized states to 
establish a three-tiered (district, block, and village) governance structure 
of locally elected bodies—the “Panchayati Raj” institutions—and to 
transfer to these bodies certain authorities from state government 
agencies. Primary education was one of the most important areas to 
come under the control of Panchayati Raj institutions (Box 4.3).  
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These changes brought new roles and new stakeholders at each 
political and administrative level. The center, through the Ministry of 
Human Resource Development and the Department of Education, has 
traditionally been deeply involved in policy making, national-level 
planning, finance, and technical support. Under the reforms, many of 
these functions will continue, and the central leadership in technical 
support to the districts is expected to increase, at least for a time. 
Generally, the changes represent a movement toward defining the role 
of the state in terms of research and development, setting standards, and 
evaluating performance.  

At the state level (Table 4.4), state ministries of education are 
supported by state-level departments and directorates or secretariats of 
education, all of which are accountable to the chief minister of state. 
Historically, district-level government units had critical roles in 
administration and management. Within the education sector, this level 
of the hierarchy included a district education officer and staff, who were 
directly responsible to the state department of education. Under the 
Panchayati Raj legislation, these relationships have changed somewhat, 
amid an overall decline in the role of traditional district-level 
authorities. 

At the district, block, and village levels, reforms have at least begun 
the process of shifting “significant resources and responsibilities to 
Panchayati Raj institutions, including appointing and transferring 
teachers, allocating funds to schools, generating resources through fees 
and donations, and academic supervision” (World Bank 1990). 

Box 4.3: The Panchayati Raj Initiative, India 

Jain and Hochgesang (1995) have analyzed the Panchayati Raj 
initiative in India. They explain that: 

As a part of the long process of evaluation of institutional framework for 
the development of rural areas, the system of Panchayati Raj assumed 
importance. Though the concept of democratic decentralization was to 
bring in the Gandhian concept of grama swaraj, it could not, however, be 
realized as it was generally affected by political and administrative factors. 
With the introduction of the Seventy-Third Constitutional Amendment, a 
new initiative for strengthening the system of Panchayati Raj was taken. 
For the first time adequate representation for scheduled castes, 
scheduled tribes and women was provided at all levels. In spite of the fact 
that many questions regarding the functions and finances remain to be 
resolved, the constitutional status accorded to the Panchayati Raj bodies 
means that they will undoubtedly continue to play a key, multifaceted role 
in rural development.  
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Table 4.4: Responsibility of Panchayati Raj Institutions for 
Primary Education, Selected Indian States, 1995 

State District (Zilla 
Parishad) 

Block (Taluka or 
Samiti Panchayat)  

Village (Gram 
Panchayat) 

 

Andhra 
Pradesh 

 Manage elementary and 
higher elementary 
schools. 

 

Gujarat Primary education; 
recruit primary school 
teachers; construct 
school buildings. 

Establish primary 
schools; primary 
education. 

Encourage participation in 
primary schools. 

Karnataka Establish and maintain 
ashram schools; 
promote primary 
education. 

Promote primary 
education; construct, 
repair, and maintain 
schools. 

Promote public awareness 
of and participation in 
primary schools; ensure 
enrollment and attendance 
in primary schools. 

Madhya 
Pradesh 

 Establish primary 
school buildings. 

Inspect schools; construct 
and maintain primary 
schools; distribute free 
textbooks and uniforms; 
manage scholarships for 
scheduled caste/scheduled 
tribe primary-school 
children; organize 
nonformal education. 

Maharashtra Establish, maintain, 
inspect, and repair 
primary schools; 
provide teaching aids to 
primary schools. 

Promote primary 
education. 

Promote education. 

Rajasthan Ensure proper 
functioning of primary 
schools. 

Promote primary 
education. 

Supervise primary schools; 
transfer, post, and disburse 
salaries of primary school 
teachers. 

Uttar 
Pradesh 

Construct and maintain 
primary schools. 

Establish and maintain 
primary schools. 

Establish primary schools. 

West Bengal Construct primary 
schools in flood-
affected areas; 
supervise primary 
schools. 

Promote primary 
education. 

Construct primary schools 
in flood-affected areas; 
distribute textbooks. 

Source: Jain and Hochgesang 1995. 
 

At the school level, the reform has also expanded the role of head 
teachers beyond largely routine administrative tasks such as drawing up 
timetables, establishing standards for student promotion, assigning 
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teachers to classes, determining expenditures on instructional aids, and 
raising extra funds for the school. Increasingly, head teachers are 
expected to assume more responsibility in fostering a conducive 
teaching and learning environment, and, more broadly, to assist the 
community in local planning. 

Since the 1992 constitutional amendments, significant changes have 
begun as Panchayati Raj institutions (or simply “panchayats”) at the 
district, block, and village levels have become fully operational. The 
intent of the new framework is to lead to broad-based community 
support for primary education, school-level responsibility for effective 
instruction, and a system of professional support from higher to lower 
administrative levels. The depth of these changes varies from state to 
state. But if fully implemented, the reforms will require the building of 
new institutional capacity, new management systems, and new 
individual skills. 

The multifaceted approach to restructuring educational governance 
in India, involving four broad strategies, may yield insights into similar 
efforts in other countries. The process began with “necessary 
amendments to the constitution, adopted in 1992, which established 
Panchayati Raj institutions in all states” (World Bank 1990). In 
principle, this first step devolved responsibility for primary education to 
district-level panchayats. Second, training was provided to village 
education committees and school head teachers, facilitating their 
participation in district-level planning exercises aimed at school 
improvement. In addition, capacity-building exercises for state- and 
district-level institutions improved their ability to support the block and 
village levels. The final action focused on the development of a 
management information system to provide timely and accurate 
information to all management levels.  

Systems of communication and coordination, particularly between 
district and state and among district, block, and village will need to be 
developed to support changing roles in policy and planning and resource 
allocation. Planning responsibilities at the district level necessitate an 
improved base of more sophisticated technical knowledge, stronger 
monitoring and evaluation skills, and a supporting information system. 
At the village level, new education committees have been formed with 
authority for allocating resources to improve school efficiency and 
quality. Head teachers and the community as a whole need to become 
informed in their new roles of supporting teaching and learning, and in 
assessing school-level quality. 
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2. The PRC Case 

From 1949 to 1978, the PRC was characterized by highly centralized 
policy making, planning, and administration. Local governments were 
given little discretion in implementing centrally ordained policies. As 
part of a broad program of economic and fiscal reform launched under 
Deng Xiaoping in the late 1970s, the PRC developed new policies 
affecting education governance, designed to encourage provincial 
governments to expand revenue collection efforts. A major objective of 
these measures was to test the management capabilities of townships, 
and, moreover, to test the potential of rural areas to raise funds and 
accept responsibility for managing primary and middle schools.  

Significant changes emerged in the mid-1980s. In 1985, the 
Communist Party of China issued the Resolution on Reform of the 
Education System, which called for devolution of decision-making and 
budgetary responsibilities toward the local level, and stated that local 
conditions should dictate the timing and character of measures toward 
achieving nine-year compulsory education (Lewin et al. 1994).  

In the same year, the Ministry of Education became the State 
Education Commission. Although the Ministry of Education would later 
be reestablished as part of a restructuring of government units in 1998, 
this represented another important step in education decentralization. 
The State Education Commission was given increased powers for 
coordinating efforts by all agencies involving education.  

Amid the transition to a nine-year system of education, codified in 
the 1986 Compulsory Education Law of the PRC, decentralization has 
taken the form of administrative and financial devolution, with an 
emphasis on the latter. Arguably, increased reliance on the mobilization 
of local resources—to be supplemented by central government 
subsidies—was a critical step in diversifying education funding, and 
also provided increased autonomy and flexibility in school-level 
management (Mok 1997). At the same time, Hannum (1999) notes the 
implications for equity, stating that, “the growing urban-rural education 
gap suggests that reforms in the 1980s reinforced a historically 
important dimension of social stratification” (p. 193). 

Overall, the national reform movement has clearly been an ongoing 
and dynamic process, involving all administrative levels. For example, 
provinces make frequent adjustments in response to feedback from local 
areas. A more general overview of the responsibilities of national, 
provincial, municipal, county, and township levels is as follows.  
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The central Government retains authority for creating basic laws 
and policies. Its key responsibilities include setting the overall direction 
of development, preparing medium- and long-term national plans and 
supervising strategy implementation, designing the national curriculum, 
and setting national education standards (e.g., teacher qualifications, 
length of basic education, university entrance requirements). The central 
Government is also chiefly responsible for coordinating regional 
programs, conducting national research and development, monitoring 
education outcomes, disseminating successful experiences to lower 
levels, and promoting equity in education services. 

The provinces implement all national laws, policies, and mandates 
on education. To allow for necessary adaptations to local settings, 
provincial governments have the authority to establish education 
policies that are consistent with national policies. For example, 
provinces are encouraged to modify curriculum according to local 
conditions and are allowed to choose, or even develop, textbooks. 
Finally, provincial governments are held accountable for meeting 
education finance goals, as prescribed under contractual agreements 
with lower-level governments.  

Townships and villages are involved in financing school 
construction and in meeting other capital expenses. In practice, 
townships exercise a degree of influence over policy, by making 
decisions about allocation of funds directly to schools. Townships and 
villages also share with the province responsibilities for monitoring 
performance. Under the decentralization process, local educators and 
scholars have begun responding to increasing demand, and are taking 
the lead in developing more private and minban education institutions 
(Mok 1997). At the school level, head teachers manage relationships 
with the community, participate with school staff in developing teaching 
materials, and supervise teachers. An important function of head 
teachers is the mobilization and use of community resources to develop 
flexible strategies to improve school quality. 

Education policy in the PRC is guided by strong centralized 
leadership. At the same time, regions bear considerable responsibility 
for implementation, and the many tasks associated with management of 
the system are divided among all levels of government. Much of the 
new policy, or national experiment, is reported to be working very well; 
however, the PRC has experienced serious problems of inequity across 
and within provinces during devolution. There frequently appears to be 
a trade-off between equity in education opportunities and the flexibility, 
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Box 4.4: Inequities Resulting from Decentralization 

Decentralization in the PRC has facilitated local initiatives and led to
increased mobilization of local resources. Arguably, much of the progress
made in basic education during the past decade is attributable to the
introduction of decentralization. However, the PRC “is not immune from
the usual disease—regional disparity—which is brought about by
decentralization” (Cheng 1994, p. 62). 

To varying degrees, researchers argue that decentralization has
meant a perpetuation of financial shortage and a serious threat to
educational opportunities in poor communities. “To them, if schools are to
survive, money has to come from elsewhere, presumably from the “state”.
To these places, the central government would regain its legitimacy only if
it could resume its financial responsibility in education” (Cheng 1994,
p. 62). 

The disparity in the PRC is a reflection of a tug-of-war between the
ideology of the planned economy on the one hand, and the ideology of
the market economy on the other. In addition, gaps in education are
interrelated with broader socioeconomic disparities within the PRC. 

ability to adapt, and innovation achieved through decentralization 
(Box 4.4).  

Variation in levels of available local resources across localities has 
translated into large disparities in expenditures on capital construction 
and teacher salaries, and also into differences in the quality of school 
facilities and the availability of teaching and learning materials. 
Generally, areas having more financial resources and experiencing more 
rapid economic growth provide better education services than the poorer 
areas. Disparities in public financial resources for education (i.e., urban 
versus rural, or coastal versus interior) are often quite pronounced. 
Differences arising from relative shares of students in primary, 
secondary, and tertiary institutions notwithstanding, statistics in Lee 
(1998) indicate that per capita budgeted expenditures on primary 
education in Beijing were 4.7 times those in Hebei in 1990. Moreover, 
gaps in educational resources between wealthy and poor communities 
appear to be widening (Hannum 1999). In addition, disparities in inputs 
appear to have led to differences in education outputs, although the 
degree of this linkage is less clear.  

The PRC has placed heavy demand on regional human resource 
planning, at times distinguishing between coastal and interior areas. In 
coastal areas, which are comparatively rich in technical and scientific 
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personnel and advanced education facilities, the political, geographic, 
and economic environment has accelerated two trends in economic 
development: (i) increasing number and diversity of mostly small 
township and village enterprises (TVEs or xiangzhenqiye) and (ii) larger 
export-oriented industries. Both of these have fueled economic growth 
in the coastal regions, and their promotion is seen as critical to 
expanding national output. Education reform at all levels is expected to 
contribute, particularly in terms of supply of human resources, to these 
national economic development programs.  

The unprecedented growth of an export-oriented economy has led to 
urgent problems in education in terms of demand for skills produced by 
basic education. Such growth has also raised the question of how 
regional higher education institutions can effectively inculcate the 
increasing array of complex skills needed to further develop the export-
oriented economy and to increase the PRC’s international 
competitiveness among market economies. 

The challenge to policymakers, therefore, is the creation of a 
completely new model of education governance, a process with 
ramifications for change at many levels: i.e., individual skills, 
institutional capacities, and resources. The challenge to planners and 
administrators is to provide useful information to policymakers and to 
make the new model more responsive, particularly with respect to 
evolving local and regional economic demands.  

D. Achievements, Risks, and Problems 

Although decentralization in various forms has had a lengthy history in 
some DMCs, evaluating its progress is difficult. Several governments, 
including those of PRC, India, and Thailand, claim successes in 
implementing policies of decentralization, while successes as well as 
failures have been reported internationally. Some communities, without 
a mandate from the center, have helped improve their schools. The 
record would seem to show, however, that central actors are 
increasingly willing to test new policy ideas locally, to seek input from 
stakeholders, and to include people with field knowledge on national 
commissions (see the country sector studies). 

Even in the absence of formal evaluation, recent experiences with 
decentralization in many regional education systems have provided 
broad lessons for policymakers and planners in DMCs. In particular, 
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problems often encountered include the following: (i) local authorities 
increase administrative activities but control remains in the center; 
(ii) the gap in education opportunity has widened between students in 
wealthy and poor areas; (iii) central government reduces its fiscal 
support to local areas; (iv) funds collected locally are not used locally; 
(v) the community focuses on issues of narrow self-interest; (vi) power 
over decisions becomes concentrated in a local elite; (vii) participation 
is viewed as too time-consuming; (viii) the desired level of openness 
and collaboration in decision making cannot be secured; (ix) school 
administrators and teachers resist outside participation; (x) local 
analysis of problems and supported changes may pose a threat to the 
political order; and (xi) the extent of participation in planning may be 
highly controversial (country sector studies, Shaeffer 1992). 

Successful decentralized education programs often depend on the 
capabilities of local government (Box 4.5). The experience of Papua 
New Guinea has broader relevance, extending beyond the Pacific DMCs 
(Group 7). Several key lessons have been drawn: 

Effective local government, which has the potential to coordinate community 
development and local services and infrastructure, is particularly important in 
countries comprising many scattered islands, yet it is noticeably weak, even 
dysfunctional, in most Pacific islands. In … Samoa, rural water supply 
schemes that have been most successful are the ones in which local reluctance 
to participate in “self-help” schemes forced government to manage them. In 
many provinces in [Papua New Guinea], primary health and education 

Box 4.5: Rural Development Projects in the Pacific 

King and Gannicott (1993), after examining rural development projects,
comment that very few aid agency-assisted projects (in the Pacific) that
rely on commitment from beneficiaries have been sustained for a
significant period after agency funds have been expended. Even projects
that have as one of their goals the creation of sustainable self-help, such
as UNDP’s Integrated Atoll Development Project or the United States
Peace Corps’ cooperative marketing programs, have failed to be
sustained once the volunteers left. The reasons behind the relative
absence of self-help activities are complex, but a number of contributory
factors stand out. One is a perception among communities that it is the
responsibility of government to provide improved services and
infrastructure. In many countries in the Pacific, a passive, recipient
attitude has been influenced by traditional cultural values, by the impact
of colonial administrations, and in some cases, by the relatively easy
availability—at least at the national level—of large foreign aid flows (ADB
1996e).  
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services run by communities assisted by provincial governments are so poorly 
administered that they are in a situation of near collapse (INA 1997). 
 
In addition: 
Many donors retain faith in the idea that the inefficiency of the state apparatus 
can be compensated for by designing community-managed, participatory 
development projects, and that more effective development processes might 
be achieved by working directly with communities. Unfortunately, there is 
little evidence to show that community-managed development projects are 
more efficacious than those managed by the state (INA 1997). 
 
It is not surprising that new expectations for local planning and 

participation in education decisions may involve uncertainties, 
obstacles, and risks. Central bureaucracies accustomed to being the only 
policy and planning actors must now share responsibilities. With shifts 
in some functions to the district and village levels, e.g., the flow of 
central moneys directly to districts, stakeholders at the provincial level 
may lose valued control. In addition to the new policies, laws, and 
institutions that are required for a new decision-making approach, an 
extended period may be required before partnerships between levels of 
government can become effective (Box 4.6).  

Decentralization may only mean transfer of autocratic behavior to 

Box 4.6: Mobilizing Local Participation, Pakistan 

Prior to decentralization efforts, all schools in a given province were
overseen by a single Director of Education, often resulting in the relative
neglect of primary and lower secondary education. Decentralization
initiatives were attempted to increase the involvement, participation, and
mobilization of communities, as a means to promote basic education and
improve school quality. In practice, however, communities have often not
been well organized or motivated, and steps to constitute village
education committees, school management committees, and parent-
teacher associations have only begun to clearly define community
members’ roles or their linkage with education functionaries (PIDE
1997). 

Further, “There is a need to sensitize the population at large,
prepare them and make them responsible for eventual takeover of the
local-level institutions. For this purpose empowering the District and
Tehsil-level functionaries of the Education Department [are needed] to
promote community mobilization and make use of their powers to give
local support to communities in administrative and financial matters”
(PIDE 1997, p. 47). 
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local institutions. On the other hand, local governments and 
communities may become highly dissatisfied if only administrative 
functions are delegated to them and neither the resources nor decision-
making power are transferred. At the heart of the reform process is the 
decentralization of powers and responsibilities from the national and 
provincial levels to the district and local levels. Unfortunately, the issue 
of who is responsible for what is not often clearly understood. Further, 
any attempt at evaluation of the success of decentralization must raise 
the question: Valued by whom? For example, do central and provincial 
policymakers and planners have the same evaluation criteria as parents 
and teachers? Must there be winners and losers resulting from 
decentralization?  

E. Planning and Sustaining Decentralized 
Education Changes 

To achieve the goals of Education for All, the Declaration of Jomtien 
concludes “… new and revitalized partnerships at all levels will be 
necessary, partnerships among all subsectors and forms of 
education …” (UNDP et al. 1990). 

The changing patterns of governance require new approaches to 
planning. The traditional, centralized planning model, reflected to 
varying degrees in the popular five-year national plans found in most 
DMCs, attempts to set targets based on given or assumed priorities, to 
translate targets into a set of inputs with associated costs, to allocate 
responsibilities for implementation, and, perhaps, to develop detailed 
implementation procedures. The basic assumptions of this approach 
include (i) that general targets can be translated into specific education 
inputs; (ii) that accurate data can be acquired on size, number, and costs 
of inputs; and (iii) that implementation is a straightforward process of 
administrative decisions. Experience suggests that this model is 
seriously flawed, as indicated by the poor record in attaining the targets 
of national plans. 

The traditional planning approach, which has a poor record under 
centralized structures, may have even less validity as education 
decentralization proceeds. Decentralization policies, as they develop 
beyond deconcentration, involve a range of local stakeholders in a 
process of developing and assessing ways to improve education and 
acquire supporting resources (Box 4.7). Interaction and dialogue, often 
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in face-to-face groups, suggest a more open-ended, inquiry-oriented 
model of planning. Center-local partnerships, if transparent and 
collaborative, rely on communication and consensus, not merely 
political power, to be effective. A new model of planning and decision 
making thus emerges: initial targets are temporary benchmarks of 
heuristic value only, expert knowledge from the outside becomes only 
one input to decision, information and communication among 
stakeholders keep the planning process moving, and education practice 
and research illuminate major decisions. 

The concept of central-local partnership can be controversial. 
Partnership may be an association of individuals or groups with very 
different perspectives and beliefs. This relationship usually involves a 
combination of teamwork, conflict resolution, and community 
collaboration.26 Thus, success of partnerships in planning, 
                                                           
26 Shaeffer makes the following distinction between collaboration and participation: 

“Collaboration in this sense, is a consultative process at best, where the new actors share the 
burden with the traditional administrators of education and help to improve the conditions of 
classroom teaching, to enhance the effectiveness and efficiency of schools, and to deliver their 

Box 4.7: Conditions for Successful Policy Implementation 

• Reforms must be based on the needs expressed by the people, and
success is more likely to be achieved where there is genuine
community participation in the formulation and implementation of
policy and projects. 

• Education policies must be implemented within the overall policy
environment of government. 

• There must be linkages between education policies and the overall
vision of government. 

• The use of pilot programs allows for close evaluation and refinement
of innovations; but pilot programs are often linked to high levels of
funding, partly to ensure their success. Governments find it difficult
though to maintain such high levels when the programs are to be
introduced more widely and instituted on a national basis. 

• Innovations supported by facilitation, information, and systematic
monitoring have a better chance of implementation. 

• There is a need to systematically measure achievement in terms of
quantitative and qualitative performance indicators. 

• Recurrent budgets must recognize the costs that derive from
development budget initiatives. 

 
Source: INA 1997. 
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implementation, and sustaining reform depends on the group’s 
expectations of its members, the ability of individuals to learn from each 
other, and the recognition that rewards basically go to all members of 
the group. Collaboration, therefore, may include debate, argument, 
negotiation, discussion, and compromise. Planning and implementation 
of decentralization of education governance may require skills and 
understanding not often prominent in traditions of centralized planning. 

Sustainable decentralization requires developing new skills and 
insights among individuals and additional capacity among institutions to 
manage continually education change. Required planning and actions 
include (i) creation of demand for improvement (given the limitations of 
supply-driven assistance); (ii) creation of reliance on local resources; 
(iii) participation and sharing of information; (iv) identification of 
stakeholders; (v) division of tasks among stakeholders; (vi) diagnosis of 
community needs; (vii) identification of relevant existing local 
organizations; (viii) formulation of methodology for mobilization of the 
community; (ix) development of technology for planning, 
implementation, and monitoring; and (x) capacity building and long-
term commitment. 

Sustainability depends on adequately answering two fundamental 
and interrelated questions. First: What decision-making authority is best 
allocated to each administrative level? Second: Which education 
activities are best carried out at which level? The answers can be tested 
only through experience and may vary according to country and local 
context. Moreover, further questions require answers: Where are the 
economies of scale? What are the comparative advantages of different 
management options?  

At the school level, sustainability requires at least three conditions: 
(i) shared goals regarding the learning objectives of the school; 
(ii) professional, student-focused commitment among teachers; and 
(iii) autonomy to allocate instructional resources flexibly. At the same 
time, schools must be held accountable to the community for outcomes 
within the context of national indicators. These are challenges for which 
many education systems are ill prepared. 

The changes in governance with decentralization of certain 
authorities and increased involvement of citizens in education and 

                                                                                                                                
services, without quite becoming a ‘partner’ in the process. Participation, then, would add 
‘intervention’ to the above definition—the ability to get involved in governance, policy, and 
administration; to serve as a more ‘equal’ partner in planning, managing, and evaluation; and to 
gain power (and empowerment) through the process” (Shaeffer 1992, p. 280). 
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political decisions require increased levels of information and analytical 
skills. Sustainability suggests the need for learning through, e.g., 
continued cycles of design, redesign, study, evaluation, exchange of 
information, and action. The typical monitoring procedure is unlikely to 
be sufficient if it is limited to tracking the delivery of goods and 
expenditure of funds and if it relies only on the traditional midterm and 
final program and project evaluations. Fundamentally, the following are 
needed: (i) a planning and evaluation process that assists the 
development and critique of information, (ii) communication processes 
that foster individual and organizational learning, and (iii) a political 
and administrative context in which such learning translates into 
monitored actions and continued inquiry.  

In developing decentralization systems, two basic questions suggest 
a fundamental choice: Is the central government willing to support local 
conditions that lead to full partnership in the planning of education and 
community-level ownership of significant education decisions? Or: Is 
the prime interest to foster a centrally controlled system that more 
effectively monitors local units? 

F. Improving School-Community Relations 

In Table 4.5, Williams (1997) compares “government-provided 
education” with “collaborative government-community education.” 
Certainly, over the last several decades, much of the remarkable growth 
and development of education in the DMCs has been attributable to 
government-provided education. The changing patterns of education 
governance, however, responding to limitations of central management, 
have brought a new focus on local communities and their relations with 
schools.  

Most communities face a number of common education problems, 
e.g., fees and other costs borne by parents, school-work relations, and 
persistent dropouts. Such concerns, under certain conditions, may 
provide a common purpose and sense of priorities, and may facilitate 
community dialogue on school matters. Supporting conditions include 
experience of the community in participatory decision making,27 

                                                           
27 Reimers suggests that the kind of intelligence needed to address school problems at the local 

level is “process intelligence, not intelligence about contents. What is needed is a change in 
paradigm regarding how education systems change and learn from their experience, rather than a 
set of policy prescriptions to be implemented by schools” (Reimers 1997, p. 148). 
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willingness of governments to share control while continuing to provide 
resources, and commitment on the part of public and private 
organizations to a process of continuing learning. The last condition 
implies that coping strategies or solutions to problems emerge from 
examination and study of local experience as well as from analysis by 
outside technical expertise (Shaeffer 1992). 

Schools, for their part, can share information, technical knowledge, 
and facilities, and contribute labor to community projects. Efforts in 
these directions can build a foundation of understanding making 
community support more feasible. Communities are not of one mind, of 
course, and may not place a high priority on education. Yet, with 
enough interest and funding, numerous types of school support become 
possible (Table 4.6).  

Understanding the potential for constructive school-community 
relations requires examining who the participants are, the contributions 
that the community can make to the school, and the ways in which the 
school can support the community. Those individuals and organizations 

Table 4.5: School and Community Models in Education Provision 

 Type of Education 

 Traditional 
Community- Based 

Government-Provided Collaborative Government-
Community  

Purpose of 
education 

Socialization into 
community; survival 
of community. 

Socialization into 
national culture; 
political, economic 
development of state. 

Socialization into national and 
local cultures; serves local and 
national “improvement”. 

Nature of 
knowledge to 
be acquired 

Transmission of 
local economic skills 
and community 
norms. 

Transmission of 
state-approved 
knowledge. 

Negotiable; usually state-
approved knowledge adapted to 
local needs. 

Emphasis On community. On individual and 
state. 

On individual as member of 
both community and state. 

Vision of 
community’s 
role 

All-encompassing. Passive recipient; 
potentially disruptive 
of government’s 
project. 

Negotiable; ranging from 
community as focal point of 
development effort to 
community as important arm of 
the government. 

Role of 
government 

None, to the extent 
that government does 
not interfere. 

Assumes complete 
responsibility for 
provision of 
education. 

Negotiable; ranging from source 
of support for education defined 
by community to virtually 
complete control. 

Source: Williams 1997. 
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particularly significant in bringing school and community together 
include parents, teachers, local government, NGOs (often women’s 
groups in particular), and, in some cases, local enterprises. National 
governments and international organizations can also play a supportive 
role, by setting policies, promoting pilot experiments, or otherwise 
shaping the environment for school-community partnerships.  

The potential risks involved in devolution of education 
responsibility and authority were discussed earlier. Sometimes, moving 

Table 4.6: Community Involvement and Improved Education 

Area of Education Type of Community Involvement 

Provide support for 
instructional program 

• Cultivate an environment supportive of school program. 
•  Improve enrollment, retention, attendance. 
• Monitor study at home. 
•  Ensure that all students have adequate study space. 
•  Identify and help students with problems. 
•  Help students with family emergencies. 
•  Boost morale of school staff. 
•  Provide assistant or regular teachers. 
• Provide instruction in specific areas (where teachers lack expertise). 
•  Pass on community knowledge. 
• Provide apprenticeships/work opportunities. 
 

Supplement school 
resources 

•  Donate land for school. 
• Donate labor/materials to construct/help build school building. 
• Repair/maintain facilities. 
• Donate equipment, learning aids (e.g., books, teaching materials). 
• Raise money for school. 
 

Provide support for 
school management 

• Ensure greater likelihood for successful implementation of school 
programs. 

• Foster responsibility among parents for children’s learning. 
• Provide greater material support. 
• Provide human resources to reduce burden on school staff. 
• Supply expertise. 
• Assist in fund raising, provide moral support, give general advice. 
• Provide new ideas, serve troubleshooting functions. 
• Serve on advisory/management committees. 
• Assume joint responsibility (with school) for planning, managing, 

evaluating local school programs. 
• Come to assume, over time, major responsibility for local education, 

formal and informal, with government support and technical 
assistance. 

• Take over most of the management functions of the school, with 
minimal government assistance. 

 
Source: Williams 1997, p. 57. 
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resource allocation decisions to provincial and local levels has had ill 
effects. Even in the communities capable of organizing successfully to 
participate in the support and management of schools, there will be 
setbacks. Agreement on problems to address does not necessarily mean 
agreement on solutions, and building and implementing strategic plans 
and plans of action may require unavailable technical skills. However, 
with the involvement of major stakeholders, the capacity to acquire 
necessary resources, and persistent leadership, the benefits of strong 
community involvement can be long-lasting, not only in education, but 
also in the strengthening of other sectors. 
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EMERGING EDUCATION TRENDS 
AND STRATEGIES 

ollowing the overview of the characteristics of and contextual 
factors affecting facing schooling systems in the DMCs in the 
preceding chapters, this final chapter reviews the major policy 

areas that will be critical to improving the performance of educational 
systems in those countries. In assessing these, it is important to recall 
that educational change in the DMCs is associated with considerable 
uncertainties, raising further implications for education strategy. 

Developing and maintaining a well-functioning, coordinated 
national education system requires at least the following ingredients: 
(i) effective governance and management; (ii) research and develop-
ment; (iii) high-quality, efficient staff and programs; (iv) equitable 
selection process, curriculum, and staffing; (v) multiple sources of 
finance; and (vi) information and indicators for internal and cross-
country comparisons. 

The following sections analyze these requirements.  

A. Education Governance and Management 

Recent literature from ADB emphasizes the importance of the policy 
environment and good governance as requisites for successful ADB 
involvement. An ADB document notes, “DMC governments are 
increasingly withdrawing from the role of lead financier of 
development and are evolving into catalyzers and promoters of 
development; their focus is shifting to policy management and 
regulation...” (ADB 1995d). Good government as interpreted by ADB 
implies public sector reform with active public-private interfacing and 
policy development characterized by accountability, participation, 
predictability, and transparency.  

One type of education policy and administrative reform that cuts 
across all county groupings and is found in most, but not all, DMCs is 
the movement toward some form of education decentralization. 
Although the motivations and expectations for such reform vary across 
DMCs, the locus of education planning and action is moving away 

F 
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from the center “downward.” These changes appear to invalidate 
further exclusive reliance on traditional centralized planning as a 
mechanism for developing and maintaining effective education 
systems. The role of the state in DMCs, especially in terms of 
responsibility for the governance, planning, and management of 
education, is changing with unexpected speed and is being dynamically 
redefined in many DMCs. Adjustments are being made in assignment 
of responsibilities in areas such as (i) planning (strategic planning and 
budgeting, school-level use of resources); (ii) education finance 
(financing of current and capital expenditures); (iii) curriculum 
(development, design and content, production and distribution of 
teaching materials); (iv) teachers (recruitment, qualifications, training, 
salaries); (v) supervision (supervision of academic performance in 
school, assistance in improving performance); (vi) facilities (school 
construction and maintenance); and (vii) evaluation (testing of student 
achievement, dissemination of results).  

The merits and limitations of devolution and decentralization of 
education responsibilities are likely to be subjects of continuing 
national discussion. The assignment of specific responsibilities and 
decision-making authority at different administrative and decision-
making levels will be further debated and likely to change as 
experience generates new insights. 

Policy 1: Strengthening Institutional Infrastructure in 
the Center 

Such strengthening is not seen as a means for further extending the 
concentration of power; rather, strengthening the policy and planning 
institutions in the center is needed generally to promote more efficiency 
and transparency in decision making and, more specifically, because 
new functions and responsibilities are being assumed by central 
governments as education policy and planning are decentralized.  

Strategies 

• Definition and communication of the national vision and strategies 
for the reform to personnel at all levels in the education sector, to 
other government sectors, and to the public. Decentralization may 
mean moving from state ownership and management of education 
resources to a condition involving the participation of local 
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populations in shared ownership of the provision of education. 
National ministries associated with education, because of their 
understanding of the purpose, content, and management 
implications, are in the best position to mobilize support from other 
government agencies, inform the public, and develop opportunities 
for citizen input. Initial actions to improve quality may require 
national campaigns to inform the general population, recruit better 
teachers, and involve communities. Seeking higher school quality 
can become a popular cause if costs are not excessive. If full 
support of local communities is sought, the national vision should 
demonstrate a respect for the potential of communities as partners. 

• Development of supporting laws, policies, and guidelines, and 
provision of strategic and implementation plans for ongoing 
technical assistance to local management levels (Chapman 1998, 
Bray 1998). The center could, first, restructure and streamline 
central education offices to eliminate overlapping functions, reduce 
staff, reconfigure directorates and subdirectorates, and, as 
necessary, retrain personnel. Second, the necessary technical skills 
for planning and managing for the new responsibilities may be in 
short supply at the province and district levels, and large-scale, 
monitored training and continuous technical assistance will likely 
be needed. Distribution of excess skilled staff from the central 
offices to provincial and district levels may help overcome human 
resource shortages. Since reforms and financing go together, local 
governments are likely to need central assistance in generating 
resources and may also need authority to generate revenues. 
Planning for resource provision may need to be differentiated by 
variations in the resource-generating capacities of local 
governments. 

• Further expansion of research and development, monitoring, and 
evaluation functions in the center. As the decentralization process 
evolves, central institutions will move from roles that emphasize 
policy making and control-oriented administration toward roles that 
focus on setting new standards as well as creating the conditions 
and providing resources for developing demonstration and 
experimental programs. Leadership from the center in generating 
and evaluating information on the behavior of the education 
systems is a prerequisite for the successful implementation of 
programmatic and institutional changes. 
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While research has only begun to clarify the policy actions, sector 
conditions, and other factors necessary to build and sustain quality 
education, policies and practices governing national education systems 
are far too frequently completely uninformed by such investigation. 
The eight country sector studies note active research units that are part 
of, or affiliated with, the education bureaucracy. National research 
centers can provide leadership in mapping and implementing research 
and development programs to improve education quality and 
efficiency. They can also disseminate information on strategic 
implications of existing research and exemplary practices, assist in 
developing school-level instruments to monitor school quality, and 
participate in development of national and international efforts to 
improve education indicators. 

Policy 2: Improving Education Planning and Policy 
Capabilities of Provincial and District Institutions 

In DMCs in which the center is relinquishing significant authority, 
provincial and district leadership are evolving in some areas of 
planning and management. The difficulty and complexity of decision 
making and management are not diminished by moving their locus 
downward. New problems emerge related to resource generation and 
allocation, personnel selection and placement (which may include 
teachers and administrators), and evaluation of schooling. In planning 
and organizing education change, provincial and local education 
authorities may need to cope with a social and political environment 
that includes an entrenched structure of political power, competing 
interests among stakeholders, and patterns of social divisions that 
inhibit consensus-based decision making. Well-planned processes of 
implementation should include a piloting phase of the reform and 
further opportunities for concurrent staff development. 

Strategies 

• Policies and regulations developed to specify policy and planning 
authority established at the provincial and district levels. 
Devolution of education responsibilities and authorities moves 
vertically and sometimes horizontally. These processes are well 
under way in several DMCs, and cases of authority transfers to 
provincial and district levels can currently be found in several 
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countries, including PRC, India, and Pakistan. One of the ironies 
that may be faced by district and provincial planners is the inequity 
in effectiveness of schooling among communities that was created 
by additional local financial responsibilities that limit education 
opportunities for relatively poor communities. 

• Plans and programs for development of training in a range of new 
individual skills and institutional capacities to assess education 
needs, monitor progress, and provide supervision. Technical skills, 
monitoring systems, sets of indicators, and information systems do 
not guarantee a successful process of planning and sustaining 
effective education programs: conditions to create and maintain 
dialogue involving local stakeholders and participants may also be 
needed. Absence of dialogue among stakeholders, rather than the 
lack of resources, may be the major factor inhibiting successful 
change. A more participatory planning process with involvement of 
stakeholders cannot guarantee higher-quality schooling or 
expanded education opportunities. If the measures taken toward 
decentralization are only superficial—i.e., involving little support 
for increased autonomy while imposing new state-determined 
requirements and control mechanisms—then parents and 
communities are likely to remain apathetic and powerless to take 
on additional responsibilities. Increasingly, in those countries 
where local forms of education responsibility are sustained, there 
will be a need to strengthen district and community capacity for 
quality control, monitoring, and evaluation. In this process, several 
international organizations such as UNESCO and UNICEF, as well 
as international and national NGOs with experience in working 
with local governments and community organizations, can have an 
important role to play. Also worthy of consideration are 
partnerships with local universities and other research and training 
bodies. 

• Development of communication and information networks across 
provinces, districts, and schools. Some of the leadership activities 
of the central level, e.g., public dialogue and coordinating critical 
support groups and organizations, are replicated at the provincial 
level. And, under provincial monitoring, the district in some DMCs 
is evolving into a key level for planning and facilitating 
collaboration across communities, schools, and school clusters. 
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Policy 3: Restructuring School-Level Management 

Particularly under administrative decentralization, some of the planning 
and most of the action of school improvement takes place at the school 
and community levels. Planning and sustaining changes in classrooms 
and schools depends on the ability of head teachers to develop 
collaborative relations with the community; monitor school quality and 
efficiency; generate, understand, and use information on interventions 
in progress; and respond to the emergence of new priorities. Head 
teachers and citizens’ committees may need to (i) promote equity and 
access by adjusting costs to ability to pay through (a) modification of 
fee requirements, (b) development of student loan programs, and 
(c) reduction of opportunity costs by incorporating income-generating 
activities into the curriculum; (ii) adapt the quality and relevance of the 
curriculum by including local materials, providing initial instruction in 
the child’s home language, and developing self-instructional and 
modular materials; and (iii) develop school programs to respond to 
community problems by sharing school resources, information, ideas, 
and labor. For effective planning, opportunities may be needed for 
generating local financial resources and local control over use of such 
resources. 

A central question to be addressed by local planners and managers 
is: How can parents and communities be helped to increase their 
capacity to plan and assess education choices, and mobilize and 
monitor options? This question suggests actions for which school head 
teachers, teachers, and parents typically are inexperienced, have few 
support resources, and have too little information to make informed 
decisions. 

Strategies 

• Retraining of head teachers in new requirements for managing a 
school or district, including financial management, instructional 
supervision, and community liaison. A basic objective is to assist 
head teachers and school staff to be more independent and more 
creative in improving schools as places of learning. A second 
objective is to assist the head teachers in organizing and mobilizing 
community efforts. Decentralization may have a negative effect by 
increasing the difficulty for national governments to influence 
school quality and efficiency through any concerted central action. 
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Thus, the involvement of intermediate levels of administration may 
become crucial (since these intermediaries act as gatekeepers in 
transmitting information about local actions upward and 
information about national policies downward) in upgrading 
school-level quality, efficiency, and equity. New functions at 
provincial and district levels may include (i) facilitating 
communication and exchange networks; (ii) better use of 
supervisors and supervision; and (iii) feedback to schools of 
analysis of data forwarded from the school level.  

• Development of local system for monitoring education quality, 
including needs assessment technologies, use of indicators, and 
development of data-analysis capabilities (Chapman 1998.) 
Extending the first strategy and, perhaps for the first time, local 
strategic planning will be needed to assess local conditions, set 
objectives, analyze data, and work with citizens’ committees. Two 
basic types of information are needed for school-level planning for 
monitoring and improving education quality. 

• Information on school context. In addition to the usual school 
demographics, attempts to improve school practice require 
information and analysis of those features of the internal and 
external school environment that affect school management and 
classroom dynamics. Education environments vary, not only in 
terms of resources and other school inputs, but also in school 
outputs and outcomes. In addition, communities and schools vary 
in the sociology and politics of information use. Contextual data 
can be used to help illuminate blind spots and answer the question: 
In what ways can this school practice work? 

• Information on instruction and learning. An information system, if 
it is to contribute to the improvement of school practice, should at 
least assist the teachers in deciding what to do and think (Sarason 
1971). Chapman (1993) concludes “teachers need information (and 
teachers are, themselves, sources of information) about what they 
are expected to achieve with their students, how much instructional 
material is or will be available, what they are expected to teach, and 
the most effective pedagogical practices”. 
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B. Developing High-Quality, Equitable, 
Adequately Financed Education Systems 

Education systems are made up of interdependent levels and 
institutions. Policies and investments focusing on only one education 
level to the exclusion of others may create distortions (Heyneman 
1997). An example from the past would be the strong priority given by 
some DMCs to higher education at the expense of primary and 
secondary education. Similarly, investment in basic education should 
be viewed as a necessary but insufficient condition for the development 
of education systems. Individual levels and programs are clearly 
interdependent elements within the overall system, and curricula and 
examinations at various system levels must be articulated, clearly 
establishing their specific objectives as well as their relationship to 
other elements in the system. Indeed, the quality and efficiency of each 
successive level is strongly influenced by those characteristics in 
preceding levels. Interdependence is further shown, because the system 
is staffed by its own products, thus the quality of higher education 
affects teaching and administration throughout the system. In planning 
their future, DMCs should seek not only high-quality basic education, 
but high-quality secondary and tertiary education as well. 

Policy 1: Developing Effective Basic Education 

Traditional arguments for giving priority to basic education include 
(i) the rate of return on investments in basic education—particularly in 
developing countries—is higher than for secondary or higher 
education; (ii) basic schooling—again, particularly in developing 
countries—has a high, independent impact on the academic 
achievement of children; and (iii) at least prior to the latter stages of 
universalization, basic education may contribute to social mobility. In 
addition, basic education, by imparting literacy skills, potentially raises 
the level of participation in civil society. Thus, there appear to be 
economic, social equity, and political reasons to justify priority. 

In DMCs where the enrollment rates of the first level of education 
are low, e.g., in South Asian and Group 4 and 5 DMCs, basic education 
should receive highest priority. Clearly, some DMCs are 
underinvesting in education. Countries vary widely in their ability to 
redirect funds into education, as well as in enrollment levels achieved 
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with a given level of public expenditures (measured as percentage of 
GNP) allocated to education. Nonetheless, a minimum of 3 percent of 
GNP appears to be a reasonable initial target, which is still lower than 
the average figure of 3.8 percent for public expenditures on education 
in the NIEs in 1995, as indicated in Table 1.7. More extensive public 
investment in education (in excess of 3 percent of GNP) may be needed 
in DMCs facing high transportation and communication costs along 
with little opportunity for economies of scale, such as Pacific DMCs 
(Group 7).  

High priority for basic education is still warranted even in DMCs 
where education systems are further developed, perhaps bolstered by 
recent rapid economic growth (i.e., in Southeast Asia and the PRC) or a 
legacy of strong state investment in social services (i.e., Group 6). In 
rapidly growing economies, progress in basic education increasingly 
means the expansion of lower secondary schooling (with higher shares 
of students continuing thereafter), while former Soviet Union 
economies often face the challenge of maintaining near-universal 
enrollment while improving quality. In any of these countries, support 
for expanding education from industrial groups seeking a literate and 
disciplined workforce may be met by opposition from certain 
commercial elites that use child labor.  

Schooling in several DMCs, even in its limited function of 
delivering basic skills, is often inadequate: “Most students in 
developing countries are neither acquiring the skills called for within 
their own countries’ curricula, nor are they doing as well as students in 
more developed countries” (World Bank 1990). While not 
automatically linked to the quality of education, it is nonetheless 
concerning that public (and total) expenditures on schooling in low-
income countries are increasingly falling behind those in wealthier 
economies. Despite publicized support for improving education quality, 
the preceding chapters indicate that both the level and relevance of 
instruction in some DMCs remain highly problematic. 

Moreover, many children in DMCs have yet to gain access to 
primary education. Indeed, in many DMCs, sizable segments of the 
school-age population—most often children in poor and/or remote 
areas, and especially minorities and girls—remain without access to 
basic education of acceptable quality. Some of these children have 
initially enrolled for a brief period in school, and others have never 
attended school. The disadvantages of the absence of education last a 
lifetime for members of this group. This condition also lessens the 
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overall quality of society and, most particularly, creates a vicious cycle 
for individuals of fewer employment opportunities, less income, fewer 
chances for advancement on the job, and, eventually, families less able 
to afford education for their children. 

The problems of unequal access to schooling involve not only girls 
but also the rural and urban poor, linguistic and ethnic minorities, and 
populations in remote areas. This situation is particularly acute, for 
example, in South Asia and in certain areas within most large DMCs. 
Provision of increased education opportunities to these groups will be 
relatively costly and will test the seriousness of both governments’ and 
international agencies’ commitment to equity. If the concept of equity 
is extended to include not only access to schooling but also equitable 
outcomes in terms of access to resources, participation, leadership, and 
rewards in society, then discriminatory practices are found in every 
DMC. The provision of greater education opportunities is but one, and 
perhaps the easiest, of several necessary ameliorating policies (Lee 
1998, Bray 1998). 

Strategies 

• Sector or subsector analyses of the requisite everyday and work 
skills most needed by citizens and the capability of schools to 
provide such skills. Because of changes over time in economies, 
technologies, and social values, the content of quality education is 
not constant. The issue for any given country becomes: What kind 
of basic education satisfies need and demand? Leaving aside the 
question of the validity of the research underlying the justification 
of investment, there may be emerging economic and workplace 
conditions that suggest the need for a redefinition of basic 
education. For DMCs that are primarily agricultural and use a low 
level of technology, the meaning of basic education may be 
different from those countries more educationally and 
technologically advanced. In many areas in countries of South 
Asia, the initial education goal is to provide the physical facilities 
and instruction for universal primary education adequate for the 
children to achieve literacy and numeracy. For countries moving 
rapidly into industrialization and mechanized agriculture, a 
different, more complex—although still high-priority—basic 
education will be needed. 
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• Experimenting with organizational change. There are 
organizational issues and choices with consequences for quality 
and cost. Of particular relevance to the learning outcomes of 
children are the differences across countries in number of years of 
the basic education cycle, the school starting age, and composition 
of curriculum. There is nothing magical about six or nine years of 
compulsory education, a school starting age of six years, or a basic 
school program that is generally fairly removed from the external 
environment and the world of work. The common organizational 
trend, as economic resources and education development allow, is 
to extend basic education from six to nine years, encompassing 
primary and lower secondary schooling. Increasingly, in the 
educationally more developed DMCs, there is discussion and 
debate regarding the priority to be given to preprimary education. 
The positive impact of preprimary education on the performance of 
children in the early primary grades is well documented. Typically, 
however, when faced with a choice of expansion of preprimary 
education or expansion or improvement of primary education, 
policymakers have chosen the latter. Possible experimental 
redesigns of basic education would include socialization and 
readiness training to four- and five-year-olds. In the longer term, 
many educational systems might benefit from an increased 
emphasis on universal and high-quality preprimary education, 
providing the foundation layer of basic education.  

• Development and implementation of a national instructional 
development strategy elaborated through input by local 
administrators and teachers. Such a strategy may be crucial for 
planning high-quality basic education and should respond to new 
skills and knowledge requirements of economic productivity and to 
continuing or new social and family objectives. It should also be 
informed by international and national research on effective 
schooling to help determine a core set of interventions worthy of 
evaluation within local contexts. Included in such a strategic 
agenda could be the formulation of policies and guidelines related 
to the use of instructional time; development of instructional 
materials; coping with individual differences; specifications for 
minimum teacher standards; enhancing teacher motivation; 
guidelines for an instructional support role for head teachers; and 
development of school-level indicators and supporting information 
to measure multidimensional learning capabilities, not merely 
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academic achievement. The learning implications of trade-offs 
between inputs should be explored, e.g., poorly paid teachers with 
small classes versus adequately paid teachers with larger classes. 
 
The content of an instructional strategy can be expected to vary by 

the development level of the school and its local and regional 
environment. Immediate concern may be training teachers who 
themselves need further understanding of the content of the textbooks 
or learning materials. In a more educationally advanced context, 
instructional strategy can assist in the teaching of complex basic skills 
in a learning environment enriched by emphases on knowledge 
application. 

 
• Special programs of financial and instructional support for the 

poor. Problems of equity and access, quality, and finance tend to be 
particularly severe among the poor and in remote areas. Children 
are unable to attend school or drop out of school for a wide variety 
of reasons. Although basic education may be defined differently by 
DMC, in any case it is assumed to include all children, if feasible 
for a DMC’s resources. There is now international experience with 
a broad array of scholarships and other financial assistance 
schemes targeted at supporting poor children. Special instructional 
support may need to include some form of distance education to 
reach peripheral populations. 

• Providing quality teaching in peripheral areas. The problems of 
unequal access and quality within given DMCs reflect the 
difficulties in recruiting, deploying, and keeping qualified teachers 
in peripheral areas. These problems are particularly severe in 
Bhutan, PRC, India, Nepal, Pakistan, and among certain island 
populations in Indonesia and the Philippines. 
 
A variety of relevant policies and strategies can be found in the 

literature (see, for example, Reyes and Evangelista 1992 and sources 
cited therein). Recommendations typically include recruitment and 
subsidization of local youth for teacher education programs; inclusion 
of specialized content in preservice teacher education on problems of 
teaching in peripheral areas; supervised practice teaching in peripheral 
schools; and use of distance education techniques for organizing and 
upgrading in-service programs. 



Chapter 5: Emerging Education Trends and Strategies 139 

• Special scholarships and other assistance for girls from poor 
families. Access percentages are not an adequate measure of gender 
equity. Education authorities have a responsibility both to work 
directly in making schooling attractive and meaningful for girls and 
their parents, and to work with other government agencies to create 
the circumstances and conditions for gender parity in education and 
social opportunities. 

• Education opportunities for those with physical and learning 
disabilities. With encouragement from the center, the local 
education authorities may take leadership in creating integrated 
programs in nutrition, health, and special education for this 
population. 

• Achieving higher efficiencies through (i) better targeting of 
education expenditures and (ii) experimentation with new delivery 
systems. Every education system among the DMCs can improve 
itself. Resources may not be the critical constraint in school 
improvement, and education systems vary greatly in the learning 
gains acquired from similar levels of investment. The extent to 
which additional spending improves education performance is 
subject to controversy. It can be argued that the preferred strategy 
is to concentrate resources at the classroom and school levels. The 
best, but inconclusive, evidence from research suggests that 
targeting increases spending on teachers and other instructional 
resources.  
 
Research and experience indicate that much remains to be learned 

about the behavior of schools and the teaching-learning process. In 
particular, more insight needs to be acquired through examination, at 
the community and school levels, of successes and failures. This lack of 
knowledge suggests the importance of continued experimentation with 
new curricula and new delivery mechanisms. One problem is that the 
poorest DMCs and poorest education systems, which arguably need 
innovations and cost-effective teaching and learning the most, have the 
fewest financial and human resources to invest for such purposes. Why, 
for example, do some communities make great sacrifices to develop 
and maintain viable schooling? Why in some communities is demand 
for schooling declining? 

Across DMCs, there has been experimentation with alternative 
organizational structures intended to improve quality, reduce costs, or 
both. For example, the Philippines has made widespread use of 
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multishift classrooms to reduce the demand for new facilities (Miguel 
and Barsaga 1997). Cambodia, Indonesia, and Thailand have instituted 
effective school partnering arrangements, linking resource-poor schools 
with more centrally located, better-resourced schools (Irvine 1998). 
Papua New Guinea has undertaken substantial reorganization of teacher 
education institutions (Avalos and Koro 1997). Kazakhstan is 
substantially reducing the size of its central ministry (see Box 4.1). 
Each initiative is justified in terms of how it will both save money (or 
at least contain cost escalation) and improve quality. The experience 
and consequence of these innovations are at least partially documented.  

Policy 2: Developing Effective Secondary Education 

Policy, merely to encourage ever-higher proportions of young people to 
undergo more years of schooling, has limited impact on individual and 
social objectives. Not only high-quality basic education, but also high-
quality secondary and tertiary education, are needed to achieve the 
social and economic goals of DMCs. The challenge is to attain 
standards of quality as well as objectives of equity. To increase 
education opportunities, provision of private and nongovernment 
secondary education will probably need government encouragement. 

Allocation of funds among levels of education will be a persistent 
issue. However, policies and programs to improve secondary and 
higher education cannot wait until the objectives of high-quality basic 
education are fully achieved, since the latter are dependent on the 
former. Moreover, rapid expansion of basic education, accompanied by 
an influx of enrollments into secondary education, creates new 
problems for secondary and higher education. Risks of unemployment 
or low income may no longer be confined to early school-leavers, but 
may also include those with secondary and higher education 
certification without adequate basic skills. Reports from DMCs indicate 
growing concern about the current effectiveness of secondary 
education. Growth is also straining the adequacy of public sector 
funding. Decision makers may face a dilemma over whether to allocate 
resources to existing higher-quality secondary schools or to extend 
funding to create more delivery options and expand access to schooling 
in rural areas. Further, in light of the weak link between conventional 
secondary education and employment, some efforts have emerged to 
establish viable linkages between school and the workplace, and to 
reduce the traditional distinctions between education and training.  
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A distinction needs to be made between DMCs that have largely 
achieved universal primary and basic education—the NIEs and 
Southeast Asian DMCs (Group 2 and several Group 3 economies), as 
well as the transition economies of the former Soviet Union (Group 
6)—and those that have not, mostly in South Asia (Groups 4 and 5). 
The former are likely to give priority to the demand for upper 
secondary and higher education for the growing population of youth 
completing basic education. 

The allocation and selection process in the planned growth of 
secondary education will require significant attention. Planned mass 
secondary education and expanded tertiary education may be 
considered as threatening to class or ethnic groups that seek 
exclusiveness. The response of such groups may be the creation of 
private, expensive schools (seeking social and economic advantages 
through education assumed to be of higher quality) while providing 
little support for public expansion of education. 

Controversy persists over vocational and technical secondary 
education. Some analysts argue that DMCs with an industrializing 
sector need to orient their secondary education more toward vocational 
and technical subjects. Other observers point to the high costs and poor 
alignment of skills preparation of vocational school graduates with 
labor market needs. Several World Bank publications have strongly 
supported good quality academic secondary programs as an alternative 
to public vocational schools. Considering the historical ineffectiveness 
of much public vocational schooling and its high costs, the focus of 
government policies might best be to encourage the expansion of 
private and workplace options if they are available. 

Strategies 

• Planning and assessment of secondary education in terms of its 
contribution to the cohesive structure of the system. Entrance and 
exit standards may need to be created in keeping with national and 
local preferences and congruent with the initial and tertiary levels 
of education. 

• Initial planning for extension of basic education through junior 
secondary schools. Especially in DMCs where universal primary 
education has not been attained, the priority may be to achieve 
universal and high-quality primary education. Nevertheless, initial 
planning for the extension of basic education to eight or nine years 
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requires a considerable lead time and should begin early to avoid 
shortages of quality staff and inadequately developed programs. 

• Further development of the quality and relevance of secondary 
education in terms of evolving economic conditions. This strategy 
would apply especially to DMCs undergoing rapid industrialization 
and those in transition to a market-driven economic system. As 
enrollments expand, several pathways need to be developed for 
secondary education and training, and the transferability across 
programs protected. A variety of delivery modes—public and 
private; partnerships involving some combination of government, 
the private sector, and NGOs; formal and nonformal; general and 
specialized—will be needed to meet the range of demands for 
secondary education, testing central and local government 
creativity and capabilities for coordination. Many of these options 
will necessarily include academic senior secondary schools, general 
types of vocational education, existing vocational and technical 
schools and training centers, highly specialized vocational 
secondary education, apprenticeships, a wide variety of school-
enterprise arrangements, and new combinations of general and 
work-related programs. The first challenge to policymakers is to 
diversify programs within acceptable levels of cost-effectiveness. 
The second is to develop programs of sufficient quality to prepare 
youth with knowledge, skills, and attitudes to cope with changing 
technology.  
Since youth violence and delinquency are on the rise in several 
DMCs, particularly in urban centers, secondary schools should 
participate and, if necessary, take the leadership of national youth 
policies. With respect to students’ broader social development, 
some observers have noted the need for schools to participate more 
actively in shaping national policies affecting youth, in part to curb 
the rise of youth violence and delinquency in some DMCs. While 
requiring more investigation, one approach that has been suggested 
is for secondary schools to place more emphasis on volunteer 
service, as a means of fostering the personal development of youth 
and encouraging their respect for schooling.  

• If necessary, reservation of a number of school places for girls and 
information on the number of such places widely disseminated. If 
conditions so require, additional single-sex schools should be 
created. The long-term goal is to equalize access and graduation 
rates for males and females at all three levels of education.  
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Policy 3: Developing Effective Tertiary and Continuing 
Education 

The expansion of the education system has already reached tertiary 
level in the economically more advanced DMCs. Among the three 
levels of education from 1990 through 2010 regionally, tertiary 
education will show the greatest rate of growth. Some DMCs, e.g., 
Bangladesh and Myanmar, have substantially underinvested in tertiary 
education, severely limiting their capacity to compete in 
technologically advanced areas. The encouragement of private and 
nongovernment provision of tertiary education will be crucial to 
sharing the cost burden, extending the opportunity for participation, and 
encouraging healthy competition. Such actions can be facilitated by 
removing regulatory restrictions and arbitrary or unreasonable financial 
requirements. As tertiary education ceases to be a privilege for a small 
elite, the advantages of diplomas and other certification will be 
reduced. A major planning, management, and political question 
emerges: Who coordinates growth and change in this interdependent 
system to ensure articulation between levels and that the whole system 
is of acceptable quality? Although various professional organizations 
may monitor components of the education sector, much of the 
designing, planning, and implementation, as well as the supporting 
technology related to this task, will likely reside with central or 
provincial agencies.  

Strategies 

• Development of responsiveness of tertiary education to other parts 
of the system is essential in terms of standards, admission criteria, 
and curriculum. Tertiary education should be expected to 
contribute to the cultural, technological, and scientific progress of 
the nation. A policy framework may be needed that encourages 
autonomy by providers, responsiveness (under severe constraints of 
financial and human resources) to demand, and continuing 
development of teaching and administrative staff. Multiple 
channels of funding need to be developed, coordinated, and used. 
However, governments must decide where public responsibility 
ends and private responsibility begins. The funding sources and 
their management may be different for tertiary education than for 
other levels. Like other levels, however, tertiary education has a 
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responsibility to help develop public willingness to make education 
investments. 

• Women’s access and treatment in tertiary education continue to be 
a special concern. Enrollment projections demonstrate a significant 
continuing gap into the 21st century in tertiary education between 
males and females. Actions to increase women’s access to tertiary 
education need to begin in households, communities, and primary 
schools. Assistance to young females can include awareness 
campaigns, and exploration and careful assessment of the 
feasibility of various scholarship schemes.  

• Further development of continuing education is important. 
Although the type and purpose may vary by country and 
subnational region, all DMCs may expect growth of continuing 
education in some form. Country sector studies report the need for 
many different kinds of continuing education and training. For 
many South Asian DMCs with low enrollment rates and 
underdeveloped industrial sectors, literacy training may be the 
appropriate initial investment. For DMCs with a growing 
industrialized sector and use of intermediate technology in 
agriculture, continuing education will need to include skills training 
and retraining linked to changing labor force requirements. To 
enable people to better participate in and contribute to civil society 
and to cope with the applications of new technology, policymakers 
and educators must continuously rethink and broaden the idea of 
continuing education and lifelong learning. Continuing education is 
of equal importance in the most economically (and technologically) 
advanced DMCs: for example, Korea envisages its education future 
as an “Edutopia,” a utopia of education that provides “open and 
lifelong education to allow each and every individual equal and 
easy access to education anytime and place” (Presidential 
Commission on Education Reform 1997). 

Policy 4: Strengthening Teacher Preparation and 
Upgrading 

Special attention in terms of policy and strategies is given to teachers 
because of their centrality in attaining and maintaining quality 
education. Recruiting well-qualified individuals into teaching, and 
providing them with relevant training and incentives for effective job 
performance, have been the cornerstone of DMCs’ goals for improving 
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education. A common concern across many DMC is that teaching often 
remains a low-status career. Moreover, well-qualified teachers may 
have increasing alternative employment opportunities in other sectors 
of the economy. Consequently, recruitment of qualified personnel into 
teaching has become more difficult, a problem not likely to change in 
the near future. Some of the best insights into workable training 
programs for teachers reside with a few teachers and other education 
professionals in the particular DMC where such training was 
implemented and evaluated. Unfortunately, subnational, or at times 
even national, dissemination and interpretation of such experience are 
rare. However, the broad-ranging research on school effects and 
effective schools offers some insight, which could become part of 
in-service, school-based training programs for teachers and head 
teachers or school cluster-level innovations. In some DMCs in South 
Asia and Southeast Asia where salaries are borderline with the basic 
costs of living, the only intervention that would have a dramatic impact 
on the rate and quality of those recruited would be a significant salary 
increase to make teaching comparable with other available jobs. 

Strategies 

• Restructuring teacher preparation. Typical strategies for 
improving teacher preparation and upgrading include extending the 
length of preservice general education, increasing development of 
teaching skills during preservice education, aligning teacher 
training with the curriculum that graduates will be expected to 
teach, and maintaining continuous school-based in-service training. 
At the same time, teacher training is one of the most expensive 
interventions a country can undertake. Recent research in the Lao 
PDR indicates that the unit cost in teacher training institutions is 
almost seven times higher than that of ordinary secondary schools 
(Mingat 1996). Worldwide, the per-pupil cost of teacher training 
colleges can be as high as 25 times the per-pupil cost of general 
secondary schooling (Lockheed and Verspoor 1991, Fuller et al. 
1993). 
Less agreement can be found on the processes and outcomes of 
training. Advocates of more participatory styles of teacher training 
suggest that key objectives should be raising the motivational level 
and self-reliance of teachers. Evidence on a variety of initiatives in 
locally centered teacher training—i.e., the expansion of in-school 
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training and monitoring by head teachers in the aforementioned 
study of Thailand by Raudenbush and Bhumirat 1991—suggests 
that “localization” is worthy of further experimentation. 

• Continuous staff development. Student teachers and practicing 
teachers need to be given the opportunity to acquire a repertoire of 
teaching strategies and skills in order to be effective practitioners. 
A move in this direction suggests the greater involvement of 
teachers in organizing their training and provision of greater 
flexibility for teachers together with head teachers to organize 
teaching and learning in the school. Staff development may benefit 
from devolution of training to individual schools and stronger 
participation by local government and community organizations. 
Other innovations could include the use of master teachers in the 
professional development of other teachers (as in Indonesia); use of 
block and cluster resource centers to bring training closer to the 
classroom (as in several Southeast Asian DMCs); and linking 
certification and licensing to specific skills acquisition, as in the 
NIEs and under experimentation elsewhere (World Bank 1997a, 
p. 162). 

• Enhancing salaries and other compensation. Interpretation of 
teacher salaries should take into consideration the relative scarcity 
of teachers in a particular context; however, at a minimum, the 
salary must be a living wage. Teacher salaries may account for 
90 percent of recurrent budgets for basic education, suggesting 
limited flexibility in salary adjustments. Moreover, under 
conditions of fiscal crisis or economic downturn, policies of 
structural adjustment, or policies of reduced public expenditures on 
education, teachers’ compensation, and status, are likely to be 
adversely affected. In many DMCs teachers, as public employees, 
and frequently at all education levels, have their salaries tied to 
civil service salaries. Can they be untied? Several sources suggest 
this is a basic step to improving teachers’ salaries. Farrell and 
Oliveira (1993) offer three reasons for delinking: (i) linkage to the 
civil service salary system means that teacher salary reform cannot 
be considered outside of wider civil service reform; (ii) the 
motivation and incentives for teaching may not be the same as for 
the civil service; and (iii) delinking allows separate career ladders 
to be implemented. A second popular recommendation is to 
weaken the link between salaries and official qualifications based 
on teachers’ academic credentials, since there is little evidence that 
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advanced qualifications alone lead to improved teaching in the 
classroom.  

C. Developing Better Indicators and 
Information 

The devolution of education dialogue and decisions and the emergence 
of local strategic education planning require that new kinds of data, 
information, and indicators be made available and analyzed at 
provincial, local, and school levels. Local, national, and international 
data and indicators minimally adequate for informed education 
decisions are frequently unavailable in many DMCs. This is true at all 
levels of education policy making, planning, and evaluation from the 
central education bureaucracy to the school.  

The current information systems in DMCs, even if well developed, 
typically have been designed primarily to support centralized education 
policy making, planning, and administration. Accordingly, information 
from schooling flows vertically from school to district to province, then 
finally to the central level. As planning and implementation of 
education reform gradually shifts to lower levels of the education 
bureaucracy, and as new local institutions and networks emerge, 
information is needed for decision making at these levels. Some of the 
information needed may already be collected at the school level; 
however, traditionally, little analysis has taken place at this level. 

Moreover, the commonality in direction of many education reforms 
suggests that regionally designed indicators would facilitate 
international dialogue and research. The preparation and exploratory 
use of well-developed education indicators can be a highly valuable 
continuing training experience for policymakers, planners, and 
researchers. 

Policy: Strengthening Policy Relevance of a Regional 
System of Education Indicators 

Better education indicators can help policymakers, administrators, and 
citizens monitor national education changes more accurately, as well as 
facilitate international comparisons. When available, carefully 
constructed indicators allow a DMC to evaluate its own progress 
against the performance of another. Of equal importance, such 
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indicators convey local, national, and Asia-wide information, thus 
contributing to policy and program dialogue. Monitoring and 
evaluation of education at all levels is crucial in effective system 
development, and requires a theoretically grounded and operationally 
viable indicator system. Arguably one of the best current sets of highly 
developed education indicators being developed are the Organisation 
for Economic Co-operation and Development (OECD) indicators. 
These indicators and the dialogue that led to their development and use 
go well beyond current practice in most countries and attempt to 
provide information on crucial aspects in education policy (OECD 
1997).  

Strategy 

• Development over time of (i) a regional education indicator 
system; (ii) new information collection and processing capacities at 
the provincial and district levels; and (iii) on-site assessment and 
monitoring capabilities at the school level. “There is a climate of 
improving donor support for national, regional, and global efforts 
to give more useful, disaggregated pictures highlighting 
intracountry variability and sharper focusing of resources; capacity 
building; improve presentation tools, more participatory methods of 
data verification and sharper analysis” (Irvine 1998). Regional 
collaboration can, over time, develop a set of indicators to be used 
as a guide for much improved country and subnational databases 
for providing important insights into the development of the sector 
and subsectors of education; allow better monitoring of national 
and local education changes; and facilitate comparisons across 
DMCs. This undertaking can be a cooperative effort involving 
agencies, international agencies, ministries of education, scholars 
of education, planning bodies, and national bureaus of statistics 
(Chapman 1998). The indicator set should include attention to each 
major policy area but should also probe deeply into areas where 
other indicator sets are weak, such as the learning environment, 
education and work, home conditions, and student achievement. 
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D. Some Caveats 

In discussing the ever-evolving diversity and commonalities within the 
Asian and Pacific region as they relate to education, a few key caveats 
are in order. First, it is important to note that many of the current 
characteristics of the region were not predictable a few years ago. For 
example, there were few, if any, predictions of the widespread crisis in 
Asian financial institutions that began in 1997. Current attempts to 
predict the future may not be any more successful. Not only across 
Asia, but also within individual DMCs, there are uneven rates of 
change and extensive diversity. Moreover, a few DMCs are still in the 
process of defining their nationhood, economic philosophies, patterns 
of institutional governance, and priorities for education systems. The 
future is anything but clear; the costs of not investing in education are. 

Second, irrespective of particular education concerns, policymakers 
need to recognize certain fundamental conditions and constraints of the 
education sector and education institutions when seeking 
understandings that can inform policy and produce change in policies 
and practice. Decades of worldwide research and experience have only 
been able to provide incomplete knowledge of how education systems 
interact with other systems, how the processes of learning and teaching 
take place, and how best to create and sustain school and system 
improvement. Such conditions of uncertainty do not make policies and 
planning less important; on the contrary, policy making both as a 
participatory process of analysis, setting guidelines, and planning, and 
as an ongoing generative process of inquiry, evaluation, and feedback, 
becomes crucially significant.  

The basic lesson attributable to unpredictability and uncertainty is 
the necessity of recognizing the need for flexibility in policy 
implementation and planned change to accommodate new insights 
acquired from formal and informal monitoring and evaluation. This 
lesson suggests the dangers of uncritical optimism founded and based 
on limited knowledge and often suspect data. Confidence should be 
placed not in the certainty of sector knowledge but rather in the long-
term capabilities of a collaborative process involving informed people 
learning over time to cope with basic education problems.  

Third, policymakers must recognize the political characteristics of 
education planning and policy (particularly reform), and pursue 
consultative services and collaborative sectoral analyses as a basis for 
policy and planning. The extent of rational and technical decision 
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processes in making education choices is demonstrably limited. Neither 
does a focus on quantification and quantitative analysis eliminate 
political influence. Indeed, numbers may be an important political 
currency to be traded, manipulated, and used in support of a priori 
values and preferences. Moreover, decentralization, devolution, 
localization, and privatization do not eliminate politics. As nearly any 
operational community agency can attest, local politics can be intense.  

E. Concluding Notes 

This volume has attempted to present an overview of major trends 
affecting the characteristics and role of education across ADB’s DMCs, 
and to identify the key policy issues and challenges relating to 
educational quality, access and equity, efficiency in sectoral 
management, and resource mobilization. Like DMC societies as a 
whole, the experiences and current imperatives relating to education 
show considerable diversity. Moreover, given the complex 
interrelationship between education and related policies, on the one 
hand, and broad socioeconomic processes associated with development, 
on the other, education must be considered in a larger context. 
Education priorities and policy depend on a wide array of political, 
economic, social, and cultural factors, while changes in national 
education clearly exert feedback effects in these areas. 

The path and pace of this interplay process vary substantially 
across DMCs. Furthermore, the speed of economic and social 
transitions, coupled with fluctuations in resource availability, mean that 
it will generally be impossible to precisely enumerate fixed priorities 
for an education “blueprint”, even within a single country. Nonetheless, 
it is evident that governments must make (or redouble) long-term 
commitments to the development of education, endeavoring to improve 
efficacy within and coordination between all levels of the system (i.e., 
from central authorities to the school or community level). In designing 
and developing (and subsequently evaluating) a national education 
system, the key criteria should include relevance to national 
development, as well as the promotion of competencies, attitudes, and 
values that allow all citizens to actively participate in the family, 
community, economy, and society. 

Finally, the diverse experiences outlined in this volume suggest that 
building stronger partnerships among all stakeholders in the public and 
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private sectors will also be critical for identification and analysis of 
shortfalls in the education system, and for working toward solutions to 
them. In raising a range of critical issues for consideration, it is hoped 
that this overview will assist policymakers and various stakeholders to 
address the challenges in advancing education and furthering its 
contribution to all segments of society. 
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Table A1.1: Primary-Level Gross Enrollment Rates,  
1975–1995 (%) 

 1975 1980 1985 1990 1995 

Economy Total M F Total M F Total M F Total M F Total M F 

Afghanistan 25 41 8 34 54 12 20 27 13 27 35 19 49 64 32 
Bangladesh 73 95 51 61 75 46 64 72 54 79 84 73 — — — 
Bhutan 9 13 15 16 — — 27 34 19 — — — — — — 
Cambodia — — — — — — — — — 113 — — 126 138 113 
PRC 122 130 114 113 121 104 123 132 114 127 132 121 118 118 117 
Cook Islands — — — — — — — — — — — — — — — 
Fiji Islands 137 138 137 119 119 119 122 122 122 125 — — 128 128 127 
Hong Kong, 

China 
119 122 117 107 107 106 105 106 105 102 102 103 94 93 95 

India 81 96 64 83 98 67 96 110 80 98 111 84 100 111 90 
Indonesia 86 94 78 107 115 100 117 120 114 115 117 114 113 116 111 
Kazakhstan — — — 85 — — 88 — — 88 — — 98 98 98 
Kiribati — — — — — — — — — — — — — — — 
Korea 107 107 107 110 109 111 97 96 98 105 105 105 95 95 96 
Kyrgyz Republic — — — 116 118 115 123 123 123 112 112 112 104 105 103 
Lao PDR 67 — — 113 123 104 111 121 100 98 112 84 112 123 100 
Malaysia 94 97 92 93 93 92 101 101 100 93 93 93 103 103 104 
Maldives — — — 145 — — — — — 130 132 128 132 134 130 
Marshall Islands — — — — — — — — — — — — — — — 
Micronesia, F.S. — — — — — — — — — — — — — — — 
Mongolia 108 111 104 107 107 107 101 — — 97 95 100 88 87 90 
Myanmar 83 — — 91 93 89 98 101 96 105 107 104 120 122 117 
Nauru — — — — — — — — — — — — — — — 
Nepal 51 86 16 84 117 49 75 101 47 103 128 77 109 126 91 
Pakistan 41 56 25 39 51 27 44 56 30 56 76 36 74 101 45 
Papua New 

Guinea 
57 69 44 59 66 51 — — — 72 78 66 80 87 74 

Philippines 107 — — 112 114 110 107 108 107 111 113 109 114 115 113 
Samoaa — — — — — — — — — 122 117 127 102 102 102 
Singapore 110 113 106 108 109 106 108 110 106 104 105 102 95 96 94 
Solomon Islands — — — 76 85 65 79 — — 84 90 78 97 103 89 
Sri Lanka 77 81 74 103 105 100 103 104 101 105 106 104 113 115 112 
Taipei,China 101 101 101 101 101 101 99 99 100 100 100 101 101 100 103 
Thailand 84 87 80 99 100 97 96 — — 99 100 99 86 — — 
Tonga — — — — — — — — — — — — — — — 
Tuvalu — — — — — — — — — — — — — — — 
Uzbekistan — — — 82 83 80 87 88 85 82 83 81 78 79 76 
Vanuatu — — — — — — 100 — — 106 109 103 106 105 107 
Viet Nam 107 106 108 109 111 106 103 106 100 103 — — 114 — — 

— = Data not available. M = Male, F = Female. 
Note: For Myanmar, Solomon Islands, and Uzbekistan, 1995 figures are not available in UNESCO 1999; values 
shown are for 1994. 
a The official age range for primary education in Samoa switched from ages 5–11 to ages 5–12 in statistics for 
1995 and thereafter. Thus, GERs shown for 1990 and 1995 are not directly comparable, since they use different 
populations in the denominator. 

Sources: UNESCO 1981, 1989, 1996a, 1997, 1998b, 1999; country sources. 
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Table A1.2: Secondary-Level Gross Enrollment Rates,  
1975–1995 (%) 

 1975 1980 1985 1990 1995 

Economy Total M F Total M F Total M F Total M F Total M F 

Afghanistan 7 13 2 10 16 4 8 11 5 9 8 9 22 32 11 
Bangladesh 19 29 8 18 26 9 18 26 11 19 25 13 — — — 
Bhutan 1 2 0.3 — — — 4 6 1 — — — — — — 
Cambodia — — — — — — — — — 27 — — 26 33 20 
PRC 46 54 38 46 54 37 39 45 33 48 53 41 66 69 62 
Cook Islands — — — — — — — — — — — — — — — 
Fiji Islands 44 43 44 55 53 57 51 51 51 — — — 64 64 65 
Hong Kong, 

China 
49 51 47 64 63 65 71 69 73 80 — — 73 71 76 

India 28 37 18 30 39 20 37 48 26 44 54 32 49 59 38 
Indonesia 20 25 15 29 35 23 41 — — 44 48 40 51 55 48 
Kazakhstan — — — 93 — — 103 — — 98 — — 84 84 85 
Kiribati — — — — — — — — — — — — — — — 
Korea 56 64 48 78 82 74 92 93 91 90 91 88 101 101 101 
Kyrgyz 

Republic 
— — — 110 112 108 110 111 108 101 100 102 79 75 83 

Lao PDR 8 — — 21 25 16 23 27 19 25 31 20 27 32 21 
Malaysia 46 53 39 48 50 46 53 53 53 58 56 60 59 55 63 
Maldives — — — 44 — — — — — — — — 56 55 57 
Marshall 

Islands 
— — — — — — — — — — — — — — — 

Micronesia, 
F.S. 

— — — — — — — — — — — — — — — 

Mongolia 81 77 84 91 85 97 92 — — 86 — — 59 51 68 
Myanmar — — — 22 — — 23 24 22 23 23 23 30 29 30 
Nauru — — — — — — — — — — — — — — — 
Nepal 13 23 4 21 33 9 25 37 12 31 43 18 40 49 30 
Pakistan 15 22 7 14 20 8 17 24 10 23 30 15 — — — 
Papua New 

Guinea 
12 16 7 12 15 8 — — — 12 15 10 14 17 11 

Philippines 54 — — 64 60 69 64 64 65 73 — — 77 77 78 
Samoa — — — — — — — — — — — — 47 44 50 
Singapore 52 51 53 60 60 60 62 63 61 68 70 66 73 — — 
Solomon 

Islands 
— — — 16 22 9 19 — — 14 17 11 17 21 14 

Sri Lanka 48 47 49 55 52 57 63 60 66 74 71 77 75 72 78 
Taipei,China 74 78 69 80 81 80 90 89 91 95 93 97 96 94 98 
Thailand 25 28 22 29 30 28 30 — — 30 31 29 54 — — 
Tonga — — — — — — — — — — — — — — — 
Tuvalu — — — — — — — — — — — — — — — 
Uzbekistan — — — 106 117 94 107 117 97 100 104 95 94 100 88 
Vanuatu — — — — — — — — — 16 18 14 20 23 18 
Viet Nam 39 38 41 42 44 40 43 44 41 33 — — 47 48 46 

— = Data not available. M = Male, F = Female. 
Note: For Myanmar, Solomon Islands, and Uzbekistan, 1995 figures are not available in UNESCO 1999; 
values shown are for 1994. 
Sources: UNESCO 1981, 1989, 1996a, 1997, 1998b, 1999; country sources. 
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Table A1.3: Tertiary-Level Gross Enrollment Rates,  
1975–1995 (%) 

 1975 1980 1985 1990 1995 

Economy Total M F Total M F Total M F Total M F Total M F 

Afghanistan 1.0 1.7 0.3 — — — — — — 1.7 2.3 1.1 1.7 — — 
Bangladesh — — — 2.8 4.6 0.8 4.8 7.5 1.9 3.9 6.4 1.3 6.1 — — 
Bhutan — — — 0.3 0.4 0.1 — — — — — 0.2 — — 
Cambodia — — — — — — — — — 1.2 — — 1.6 2.7 0.5 
PRC  0.6 0.7 0.4 1.7 2.3 1.0 2.8 3.9 1.7 2.9 4.0 1.8 5.7 7.3 4.0 
Cook Islands — — — — — — — — — — — — — — — 
Fiji Islands 2.9 4.2 1.6 2.5 — — 3.2 3.9 2.4 12 — — 13.0 — — 
Hong Kong, 

China 
10.0 15.0 5.3 10.0 14.0 6.6 13.0 17.0 9.4 20.0 23.0 16.0 21.9 23.9 19.7 

India 8.6 13.0 4.2 5.2 7.4 2.9 6.0 8.1 3.8 6.0 7.7 4.2 6.4 7.9 4.8 
Indonesia 2.4 — — — — — — — — 8.5 — — 11.1 13.5 8.6 
Kazakhstan — — — 34.0 — — 37.0  — — 40.0 — — 32.7 28.7 36.8 
Kiribati — — — — — — — — — — — — — — — 
Korea 10.0 15.0 5.9 15.0 21.0 7.5 34.0 46.0 21.0 39.0 51.0 25.0 52.0 65.5 37.6 
Kyrgyz 

Republic 
— — — 27.0 — — 28.0 — — 26.0 — — 12.2 11.6 12.8 

Lao PDR 37.0 — — 0.4 0.6 0.3 1.6 2.0 1.1 1.2 1.7 0.8 1.5 2.2 0.8 
Malaysia — — — 4.1 5.2 3.1 5.9 6.6 5.2 7.2 7.4 6.8 10.6 — — 
Maldives — — — — — — — — — — — —  — — — 
Marshall 

Islands 
— — — — — — — — — — — — — — — 

Micronesia, F.S. — — — — — — — — — — — — — — — 
Mongolia  8.4 8.2 8.6 — — — 22.0 — — 14.0 — — 15.2 9.1 21.3 
Myanmar — — — 4.7 — —  4.5 4.2 4.8 4.3 3.8 4.9 5.4 4.2 6.7 
Nauru — — — — — — — — — — — — — — — 
Nepal 2.3 — — 2.7 4.2 1.1 4.3 — — 4.9 7.5 2.3 5.2 — — 
Pakistan  1.9 2.7 0.9 — — — 2.5 3.5 1.4 2.9 3.7 2.0 3.4 — — 
Papua New 

Guinea 
2.5 3.5 1.4 1.8 2.7 0.9 1.6 2.2 0.8 — — — 3.2 4.2 2.1 

Philippines 18.0 — — 24.0 23.0 26.0 25.0 — — 27.0 23.0 32.0 27.4 23.4 31.5 
Samoa — — — — — — — — — — — — 4.6 — — 
Singapore 8.0 10.0 7.0 7.8 9.1 6.3 14.0 17.0 10.0 19.0 22.0 15.0 33.7 36.7 30.7 
Solomon 

Islands 
— — — — — — — — — — — — — — — 

Sri Lanka 1.3 1.7 1.0 2.7 3.1 2.4 3.7 4.4 3.0 5.2 6.2 4.1 5.1 6.0 4.3 
Taipei,China 15.7 19.3 11.9 17.9 20.2 15.5 23.2 24.9 21.3 34.1 34.4 33.9 46.4 45.1 47.8 
Thailand 3.5 4.3 2.7 15.0 — — 19.0 — — 16.0 — — 20.1 — — 
Tonga — — — — — — — — — — — — — — — 
Tuvalu — — — — — — — — — — — — — — — 
Uzbekistan — — — 29.0 — — 30.0 — — 31.0 — — 31.7 — — 
Vanuatu — — — — — —  — — — — — — — — — 
Viet Nam 2.1 2.6 1.6 2.1 3.4 0.9 2.4 — — 2.8 — — 4.1 — — 

— = Data not available. M = Male, F = Female. 
Note: For Myanmar, Solomon Islands and Uzbekistan, 1995 figures are not available in UNESCO 1999; values 
shown are for 1994. 
Sources: UNESCO 1981, 1989, 1996a, 1997, 1998b, 1999; World Bank 2000; country sources. 
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Table A1.4: Primary and Secondary Education Net Enrollment 
Rates, 1985–1995 (%) 

 Primary Education Secondary Education 

 Total Male Female Total Male Female 

Economy 1985 1995 1985 1995 1985 1995 1985 1995 1985 1995 1985 1995 

Afghanistan 17 — 23 — 11 — — — — — — — 
Bangladesh 57 — 64 — 48 — 17 — — — — — 
Bhutan — — — — — — — —  —  —  —  — 
Cambodia — — — — — — —  —  —  — —  —  
PRC — 99 — 99 — 98 — — — — — — 
Cook Islands — — — — — — —  —  —  —  —  —  
Fiji Islands 97 99 97 99 97 100 — — — — — — 
Hong Kong, 

China 
96 91 96 90 96 92 65 71 63 69 68 73 

India — — —  — — — —  —  —  —  —  —  
Indonesia 98 97 100 99 95 95 — 42 — 45 — 39 
Kazakhstan — — —  — — — —  —  —  —  —  —  
Kiribati — — —  — — — —  —  —  —  —  —  
Korea 94 99 94 98 95 99 84 96 85 96 84 96 
Kyrgyz 

Republic 
— 97 — 99 — 95 — — — — — — 

Lao PDR — 68 — 75 — 61 — 18 — 21 — 15 
Malaysia — 91 — 91 — 92 — — — — — — 
Maldives — — —  — — — —  —  —  —  —  —  
Marshall 

Islands 
— — —  — — — —  —  —  —  —  —  

Micronesia, 
F.S. 

— — —  — — — —  —  —  —  —  —  

Mongolia — 80 — 78 — 81 — 57 — 48 — 65 
Myanmar — — — — — — —  —  —  —  —  —  
Nauru — — — — — — —  —  —  —  —  — 
Nepal — — — — — — — — — — — — 
Pakistan — — — — — — — — — — — — 
Papua New 

Guinea 
— — — — — — — — — — — — 

Philippines 96 100 97 — 96 — 50 60 49 — 50 — 
Samoa — — — — — — —  45 — 42  —  48  
Singapore 99 — 99 — 99 — — — — — — — 
Solomon 

Islands 
— — — — — — —  —  —  —  —  —  

Sri Lanka 100 — 100 — 100 — — — — — — — 
Taipei,China 96 99 96 99 96 99 78 89 78 87 79 91 
Thailand — — — —  — — —  —  —  —  —  —  
Tonga — — —  —  — — —  —  —  —  —  —  
Tuvalu — — —  —  — — —  —  —  —  —  —  
Uzbekistan — — —  —  — — —  —  —  —  —  —  
Vanuatu — — —  —  — — —  —  —  —  —  —  
Viet Nam — — —  —  — — —  —  —  —  —  —  

— = Data not available. 
Sources: UNESCO 1998b; country sources. 
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Table A1.5: Student/Teacher Ratios by Level of Education 

 Preprimary Primary Secondary General 

Economy 1985 1995 1985 1995 1985 1995 

Afghanistan 19 — 37 58  18 28 
Bangladesh — — 47 —  28 — 
Bhutan — — 37 30 — — 
Cambodia 23 25 38 45  39 18 
PRC  27 31 25 24  18  16 
Cook Islands 26 — — — — — 
Fiji Islands  21 — 28 —  17 — 
Hong Kong, China 30 21 27 24  23  20 
India  62 62 47 63 26  25 
Indonesia 22 17 25 23 15 14 
Kazakhstan — 6 26 20  15  10 
Kiribati — — 29 27 16  18 
Korea  34  21 38 32 37  24 
Kyrgyz Republic   — 9 19  20  17 13 
Lao PDR  16  16 25 30 12  13 
Malaysia  32  23 24 20 22  19 
Maldives — — — — — — 
Marshall Islands — — — — — — 
Micronesia, F.S. — — — — — — 
Mongolia  28 12 30 25  22  18 
Myanmar — — 54 48  23  16 
Nauru — — — — — — 
Nepal  23 — 35 39 — — 
Pakistan — — 41 —  18 — 
Papua New Guinea — 32 30 33  25  24 
Philippines 41 — 31 35  32  36 
Samoa — — 26 24 24 19 
Singapore 23 — 27 —  22 — 
Solomon Islands — — 26 24  19 — 
Sri Lanka — — 35 28 22 22 
Taipei,China 19 15 32 22 21 18 
Thailand  20   19 20 18  20 
Tonga — — 23 22  19  18 
Tuvalu — — 22 — — — 
Uzbekistan 16 11 24 21  13  9 
Vanuatu — — 21 31 —  19 
Viet Nam 26 25 34 34  23 25 

— = Data not available. 
Sources: UNESCO 1998b; country sources. 
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Table A1.6: Public Current Expenditures on Education: 
Percentage Distribution by Level of Education 

 1980 1985 

Economy Prep. 1st 2nd 3rd Other Prep. 1st 2nd 3rd Other 

Afghanistan 1.6 41.6 22.3 18.4 4.8 — — — — — 
Bangladesh — 45.3 39.2 12.9 0 — 46.1 34.7 10.4 0 
Bhutan — — — — — — — — — — 
Cambodia — — — — — — — — — — 
PRC 0.5 27.1 34.3 20.1 18.1 0.9 28.6 33.2 21.8 15.5 
Cook Islands 1.8 38.9 27.5 4.5 0 2.7 35.1 35.8 6.0 0 
Fiji Islands — 53.0 45.1 1.9 0 — — — — — 
Hong Kong, China — 33.7 35.7 24.6 6.1 0.1 31.4 37.9 25.1 4.6 
India — 38.2 25.8 15.4 4.5 — 38.0 25.3 15.3 3.6 
Indonesia — — — — — — — — — — 
Kazakhstan — — — — — — — — — — 
Kiribati — 37.6 44.8 — — — — — — — 
Korea — 49.9 33.2 8.7 0.1 0.3 46.7 36.7 10.9 0.6 
Kyrgyz Republic — — — — — 10.9 — 60.4 8.8 6.4 
Lao PDR — — — — — — — — — — 
Malaysia — 35.0 34.0 12.4 2.0 — 37.8 37.1 14.6 0.5 
Maldives — — — — — — — — — — 
Marshall Islands — — — — — — — — — — 
Micronesia, F.S. — — — — — — — — — — 
Mongolia — 10.4 52.6 16.6 20.5  10.7 51.2 17.3 20.8 
Myanmar — — — — — — — — — — 
Nauru — — — — — — — — — — 
Nepal — — 58.8 35.0 2.1 — 35.7 19.9 33.4 0 
Pakistan — 39.4 31.0 18.8 0 — 36.0 33.3 18.2 0 
Papua New Guinea — — — — — — — — — — 
Philippines — 61.4 15.7 22.1 0.1 — 63.9 10.1 22.5 0 
Samoa — — — — — — — — — — 
Singapore — 35.8 41.1 17.1 3.1 — 30.1 36.9 28.4 0.5 
Solomon Islands — 44.1 42.2 13.3 0.4 — — — — — 
Sri Lanka — — 91.1 8.9 0 — — 90.2 9.8 0 
Taipei,China 1.0 31.1 16.9 1.5 6.0 1.0 27.1 12.7 16.3 8.5 
Thailand 0.2 55.1 28.3 13.3 1.8 — 58.4 21.1 13.2 2.2 
Tonga — 55.0 25.4 14.7 0 — 44.7 30.9 17.9 0 
Tuvalu — — — — — — — — — — 
Uzbekistan — — — — — — — — — — 
Vanuatu — — — — — — — — — — 
Viet Nam — — — — — — — — — — 

— = Data not available. 
Notes: (1) Figures indicate the share of total public education expenditures allocated to each level of 
schooling. The category “other” refers to expenditures on special, adult, and other types of education 
not included in the basic levels shown.  Figures may not sum to 100%, indicating general 
administrative expenditures and other “not distributed” public expenditures. (2) In some cases (i.e., 
Bangladesh), data do not distinguish between expenditures on preprimary and primary education.  
Similarly, for Sri Lanka and for Nepal in 1980, distinct values are not available for preprimary, 
primary, and secondary education, hence figures given for the secondary level include expenditures on 
all three levels of education.  
Sources: UNESCO 1989, 1996a, 1999; country sources. 
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Table A1.6: Public Current Expenditures on Education: 
Percentage Distribution by Level of Education (cont’d.) 

 1990 1995 

Economy Prep. 1st 2nd 3rd Other Prep. 1st 2nd 3rd Other 

Afghanistan — 87.6 — 12.4 — — — — — — 
Bangladesh — 45.6 42.2 8.7  — — — — — 
Bhutan — — — — — — — — — — 
Cambodia — — — — — — — — — — 
PRC — — 36.5 — — — — — — — 
Cook Islands 2.1 27.7 33.4 11.9 9.1 — — — — — 
Fiji Islands — 50.5   1.6 — — — — — 
Hong Kong, China 0.7 26.3 39.3  3.2 — — — — — 
India — 38.1 25.5 14.9 5.8 — — — — — 
Indonesia — — — — — — — 47.1 17.6 1.4 
Kazakhstan — — — — — — — — — — 
Kiribati — 50.5 28.7 7.9 — — — — — — 
Korea 0.1 44.3 34.1 7.4 1.2  40.9  7.6 1.1 
Kyrgyz Republic 8.5 — 57.9  7.1 7.3 — 68.8 10.8 8.5 
Lao PDR 2.7 39.5 43.5 3.9 5.3 — — — — — 
Malaysia — 34.3 34.4 19.9 0.2 0.3 33.2 37.7 16.8 6.4 
Maldives — — — — — — 66.7 31.9 — 1.4 
Marshall Islands — — — — — — — — — — 
Micronesia, F.S. — — — — — — — — — — 
Mongolia 18.8 — 63.9 17.2 — 23.5 — 58.6 17.8 0.2 
Myanmar — — — — — — 47.7 40.3 11.7 — 
Nauru — — 15.7 — — — — — — — 
Nepal — 48.2 15.7 23.3 — — — — — — 
Pakistan — 47.4 19.1 18.3 — — — — — — 
Papua New Guinea — — — — — — — — — — 
Philippines 1.2 31.5 34.4 18.6 14.3 1.4 35.5 31.5 16.5 15.2 
Samoa — — — — — — — — — — 
Singapore — 29.6 36.5 29.3 0.4 — 26.8 35.3  — 
Solomon Islands 0.3 56.3 29.8 13.7 0.1 — — — — — 
Sri Lanka — — 84.3 13.4 — — — 72.1 11.3 1.7 
Taipei,China — — — — — — — — — — 
Thailand 0.2  21.6 14.6 2.3 1.8  21.5 16.5 2.5 
Tonga — 38.8 24.2 7.3 — — — — — — 
Tuvalu — 35.9  — — — — — — — 
Uzbekistan — — — — — 16.8 — 69.9 9.7 0.6 
Vanuatu — 59.8 26.6 3.4 — — — — — — 
Viet Nam — — — — — — — — — — 

— = Data not available. 
Notes: (1) Figures indicate the share of total public education expenditures allocated to each level of 
schooling. The category “other” refers to expenditures on special, adult, and other types of education 
not included in the basic levels shown.  Figures may not sum to 100%, indicating general 
administrative expenditures and other “not distributed” public expenditures. (2) In some cases (i.e., 
Bangladesh), data do not distinguish between expenditures on preprimary and primary education.  
Similarly, for Sri Lanka and for Nepal in 1980, distinct values are not available for preprimary, 
primary, and secondary education, hence figures given for the secondary level include expenditures on 
all three levels of education.  
Sources: UNESCO 1989, 1996, 1999; country sources. 
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Appendix 2: Organization of National Education 
Systems 

 Compulsory Educationa Student Age  
Economy Age 

Limitsb 
Duration 
(years)c 

Entry 
Aged 

 5 6 7 8 9 10 11 12 13 14 15 16 17 18 

    Duration of Primary and Secondary (General) Education 

Afghanistan 7–13 6 3    P  P P P P P S S S S S S 
Bangladesh 5–10 5 5   P P P P P S1 S1 S1 S1 S1 S2 S2  
Bhutan — — 5   P P P P P P P S1 S1 S2 S2   
Cambodia — — 3   P P P P P P S1 S1 S1 S2 S2 S2  
PRC 7–15 9 3    P P P P P S1 S1 S1 S2 S2   
Cook Islands 6–15 9 4  P P P P P P S1 S1 S1 S2 S2 S2   
Fiji Islands 6–15 8 3   P P P P P P S S S S S S  
Hong Kong, China 7–15 9 3   P P P P P P S1 S1 S1 S1 S1 S2 S2 
India 6–14 8 4   P P P P P S1 S1 S1 S2 S2 S2 S2  
Indonesia 7–15 9 5    P P P P P P S1 S1 S1 S2 S2 S2 
Kazakhstan 6–17 11 3    P P P P S1 S1 S1 S1 S1 S2 S2  
Kiribati  6–15 9 4   P P P P P P P S S S S S  
Korea 6–15 9 5   P P P P P P S1 S1 S1 S2 S2 S2  
Kyrgyz Republic 7–16 10 3    P P P P S1 S1 S1 S1 S1 S2 S2  
Lao PDR 6–15 5 3   P P P P P S1 S1 S1 S2 S2 S2   
Malaysia — — 4   P P P P P P S1 S1 S1 S2 S2 S2 S2 
Maldives — — 4   P P P P P S1 S1 S1 S1 S1 S2 S2  
Mongolia 8–16 8 4     P P P P S1 S1 S1 S1 S2 S2  
Myanmar 5–10 5 4  P P P P P S1 S1 S1 S1 S2 S2    
Nauru 6–16 10 5   P P P P P P P S S S S   
Nepal 6–11 5 3   P P P P P S1 S1 S1 S2 S2    
Pakistan — — 3  P P P P P S1 S1 S1 S2 S2 S2 S2   
Papua New Guinea — — 5    P P P P P P S1 S1 S1 S1 S2 S2 
Philippines 6–12 6 5    P P P P P P S S S S   
Samoa 5–14 8 3  P P P P P P P P S1 S1 S1 S2 S2  
Singapore — — 4   P P P P P P S1 S1 S1 S1 S2 S2 S2 
Solomon Islands  — — 3   P P P P P P S1 S1 S1 S2 S2   
Sri Lanka 5–14 9 4  P P P P P S1 S1 S1 S1 S1 S1 S2 S2  
Taipei,China 6–14 9 4   P P P P P P S1 S1 S1 S1 S1 S2 S2 
Thailand 7–15 6 3   P P P P P P S1 S1 S1 S2 S2 S2  
Tonga  6–14 8 3   P P P P P P S S S S S S S 
Tuvalu  7–14 7 3  P P P P P P P P S S S S S  
Uzbekistan — — 3   P P P P S1 S1 S1 S1 S1 S2 S2   
Vanuatu  6–12 6 3   P P P P P P S1 S1 S1 S1 S2 S2 S2 
Viet Nam 6–11 5 3   P P P P P S1 S1 S1 S1 S2 S2 S2  
Other regional economies                 
Australia  6–15 10 4   P P P P P P S1 S1 S1 S2 S2 S2  
Japan 6–15 9 3   P P P P P P S1 S1 S1 S2 S2 S2  
New Zealand  6–16 11 2  P P P P P P S1 S1 S1 S1 S2 S2 S2  

— = Data not available. 
Note: P = primary; S = secondary; S1 = lower secondary; S2 = upper/senior secondary. 
a Figures reflect official regulations for compulsory education. However, in some countries and territories, exemptions are 
made depending on the situation (i.e., exempting children for whom there is no suitable school within a reasonable 
distance of the home).  
b Refers to lower and upper age limits specified under the regulations for compulsory education. For example, age limits 
of 6–14, imply that (unless exempted) children are subject to compulsory education laws from their sixth to their 
fourteenth birthday. 
c Number of years of compulsory school attendance. For example, regulations in Thailand state that the duration of 
compulsory education shall be six grades between the ages of seven and 15, meaning that a child ceases to be subject to 
the regulations either on the fifteenth birthday or on completion of six years of schooling even if not yet 14.  
d Entry age to preprimary education. Denotes the age at which children are generally accepted for preprimary education, 
which is often publicly provided on a limited basis. In many cases, only a small proportion of children (disproportionately 
urban children) actually receive preschool education. 
Source: UNESCO 1999; country sources. 
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