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PREFACE 

These module s o n educationa l financin g hav e evolved ou t o f a  series o f 
seminars hel d i n the smal l state s o f th e Caribbea n an d th e Pacifi c unde r th e 
aegis o f th e Commonwealt h Secretariat . Regiona l universit y communities , 
policy maker s an d planner s fro m th e variou s ministrie s o f educatio n an d 
finance wer e th e mai n participants . Thei r deliberation s underscored : 

• th e vita l nee d fo r personne l i n bot h ministrie s t o forg e a  deeper 
awareness o f ho w eac h ministr y conduct s it s business ; 

• th e notio n tha t worker s i n finance  shoul d b e persuade d t o empathis e 
with a n education projec t -  a  project tha t i s deeply implicate d i n virtuall y 
all policie s o f nationa l development ; 

• th e porten t o f chang e i n educationa l financing  issue s -  trend s towar d 
decentralisation, schoo l developmen t an d schoo l improvemen t plannin g 
and, therefore, the nee d fo r initiative s tha t incorporat e 'new ' players , suc h 
as principals , senio r teacher s an d communit y workers . 

Insights fro m th e seminar s hav e bee n fashione d int o thes e modules . The y 
contain overview s o f th e issue s t o b e explored , detailed conten t relevan t t o 
those themes , including definitions , teaching material s an d extende d 
interaction wit h th e material s throug h boxe d excerpts , reflectiv e question s 
and hands-o n activities , summaries , wrap-up stimulu s i n the for m o f a  case 
for discussio n an d referenc e lists . 

The module s ca n b e use d a s a source o f informatio n b y ministry , schoo l an d 
community personnel , as well a s by researchers . A serie s o f workshops coul d 
be planne d aroun d th e specifi c theme s containe d i n eac h module . Th e 
challenges an d varie d response s t o educationa l financing  issue s occasione d 
by th e inevitabl e worldwid e change s bein g wrough t i n the institutiona l 
context o f education , wil l deman d tha t participant s contextualis e th e 
materials, so makin g them mor e meaningful . I n this way , the module s wil l b e 
useful throughou t th e variou s smal l state s o f th e Commonwealt h an d th e 
developing world . 

We hope tha t thes e module s wil l hel p i n demystifyin g th e jargon an d 
ideologies tha t hav e tended t o characteris e educationa l financing  i n th e 
past, and tha t the y wil l promot e greate r understandin g o f it s scop e an d 
relevance, particularl y a s i t touche s th e live s o f mos t citizen s an d 
institutions i n every country . 

Jennifer Mohamme d 
Samuel Locha n 
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MODULE 1 

Development thinking and the implication s fo r 
educational financin g 

This modul e consist s o f fou r section s whic h attemp t t o examin e 
development thinkin g from th e 1950 s t o th e presen t day . 

Section 1  deals wit h huma n capita l theor y an d modernisatio n theor y i n th e 
1950s an d 1960s . 

Section 2  deal s wit h th e er a o f structura l adjustmen t o f th e 1970 s an d 
1980s. 

Section 3  deal s wit h th e evolutio n o f th e huma n developmen t paradig m i n 
the 1990s . 

Section 4  deal s with globalisatio n an d the ne w informationa l economy . 

Each section give s som e stimulu s material s t o b e read , som e question s fo r 
discussion, background informatio n an d summar y point s t o facilitat e 
understanding. At th e en d o f th e fou r section s ther e i s a lis t o f suggeste d 
further reading . 

SECTION 1 
At th e en d o f thi s sectio n participant s shoul d b e abl e to : 

1 . Explai n the fundamental s o f 'huma n capita l theory ' an d 'modernisatio n 
theory'; 

2. Us e 'dependenc y theory ' t o critiqu e 'huma n capita l theory ' an d 
'modernisation theory' ; 

3. Relat e pattern s o f educationa l financin g i n the 1950 s an d 1960 s t o 
'human capita l theory' . 

Background 

In the lat e 1950 s an d 1960 s colonia l empire s wer e bein g dismantle d an d 
many countrie s acros s th e Caribbean , Africa an d othe r part s o f th e glob e 
received constitutiona l independence . I t wa s a  time whe n Keynesia n 
economics, aided b y socialis t ideolog y an d th e ris e o f th e welfar e state , 
created a n outlook tha t fostere d a  drive t o rapi d growt h an d development . 
Newly electe d government s wer e als o kee n to demonstrat e th e benefit s o f 
independence t o thei r electorates . A theoretical justification wa s also offered . 

1 



Instruction 1 

Read Box 1 . This excerpt i s taken from the Draf t Pla n for Educatio n in Trinidad 
and Tobago, 1968-83 , which was drawn up with advice from UNESCO . 

Box 1 

It is not necessary to argue the relevance of education to economic 
development but i t would be necessary to indicate that we have 
passed the point of argument. Dr Adiscshiah, Deputy Directo r 
General of UNESCO and an economist, speaking in India in December 
1966 said : 

But the function of education in national development in the considered view 
of a growing number of economists, and  I happen to  be one of them, does 
not end with the  contribution it  makes to  a nation's labour  skills. Its  role is 
even more  crucial and decisive. There  is indeed a striking concordance between 
the amount of national income which a  country invests in  its educational 
system, and  the rate at which  that  national income grows. In  countries as far 
apart and diverse as Sweden and Japan, Germany and Mexico, the  USSR and 
Israel, Czechoslovakia  and Ghana, there seems to be more than an accidental 
or coincidental force at work  linking high rates  of educational investment and 
high rates  of national income growth. Equally  a  low rate of educational 
investment, such  as is prevalent  in India, Brazil, Greece,  Ethiopia,  Syria  and 
Pakistan, for example, seems  to  be accompanied by a low rate of national 
income growth. Thus,  there  is a strong historical presumption that  the key to 
growth is the  rate at which  the  educational investment of a country progresses 
or regresses. 

Trinidad and Tobago must continue to make the investment needed in 
education or face the difficulties consequent upon failure. The Plan seeks 
to ensure that what is invested is efficiently spent . (Draf t Educatio n Plan 
for Trinidad & Tobago , 1968-1983 , p.6 ) 

2 



Activity 1 

1. What  is the connection being made between investment in  education and 
economic growth? 

2. Is  it right to  assume that  the  relationship between  educational expenditure 
and economic growth operates in the same way in both developed  and 
developing countries? 

3. In  the 1960s  and today has  it sometimes  been  assumed that in  order to 
develop, poorer  countries simply have to  follow the  strategies of the 
developed countries? 

Remember that the  developing countries of the world sometimes have 
production structures  that are  externally dependent and they may depend on 
single commodities with  unstable prices. 

Instruction 2 

Study th e Tabl e i n Bo x 2 . 

Box 2 
Table 1.1 . Educational Enrolment s 
1950 , 1 9 6 0 an d 196 6 

Educational 
enrolments 

Total, all  less-
developed 
countries 

1. All three levels 

2. Firs t level 

3. Second leve l 

4. Third level 

19S0 
1000s 

79,444 

70,262 

8,108 

1,074 

1960 
1000s 

146,567 

125,502 

18,638 

2,427 

Source: UNESCO Statistical Yearbook, 196 8 

in Less- Developed Countrie s Combined : 

Increase 
1950-1960 

Total 
increase 
% 

84.5 

78.6 

129.9 

126.0 

Average 
annual 
rate of 
increase 
% 

6.3 

6.0 

8.7 

8.5 

1966 
1000s 

218,381 

180,040 

33,774 

4,567 

Increase 
1950-1960 

Total 
increase 
% 

49.0 

43.5 

81.2 

88.17 

Average 
annual 
rate of 
increase 
% 

6.9 

6.2 

10.4 

11.1 
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Activity 2 

1. What  rate and pattern of  educational 

2. Does  this  reflect the 

expansion is 

experience of  your country? 

Consider the need for more  high level skills 
transformed. 

evident 

if these economies 

in the 1960s? 

have to  be 

Instruction 3 

Read Bo x 3 . 

Box 3 
The nationa l economies in the countries o f "earl y growth" 
succeeded i n par t becaus e they wer e consolidated a t the sam e time as 
the world marke t expanded , so that thes e countries cam e to occup y th e 
leading positions i n the syste m of internationa l domination . From thi s 
scheme i t i s evident tha t "earl y development, " althoug h a  very broa d 
and imprecise term, is significantly differen t fro m wha t has occurred i n 
Latin America. 

It ha s been assumed that th e periphera l countries would hav e to repea t 
the evolutio n o f the economie s o f the centra l countries i n order t o 
achieve development. Bu t i t is  clear tha t from it s beginnin g the capitalis t 
process implie d an unequal relatio n between the centra l an d th e 
peripheral economies . Many "underdeveloped " economies -  fo r example , 
those o f Lati n America -  wer e incorporated int o th e capitalis t syste m as 
colonies and late r as national states , and they hav e stayed i n th e 
capitalist syste m throughout thei r history . They remain , however, 
peripheral economies wit h particula r historica l path s when compare d 
with centra l capitalis t economies . 

Cardosa an d Falett o Dependency  and Development in  Latin America 
(University o f California Press , 1979 ) p . 23 
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Activity 3 
1. 

2. 

3. 

What is meant by central and 

How do peripheral economies 

peripheral 

differ from 

Does your country display characteristics 

economies? 

central economies? 

of a peripheral economy? 

Summary 

Key point s t o consider : 

1. Modernisatio n theor y refer s t o a  school o f though t permeatin g 
economics, sociology , an d socia l psycholog y whic h promote d th e ide a 
that developin g countrie s simpl y hav e to cop y th e strategie s o f th e 
developed. The newl y developin g countrie s simpl y ha d to follo w th e pat h 
of developmen t whic h th e mor e develope d ha d followed . The riche r 
countries wer e assumed t o hav e 'arrived' . 

2. Huma n Capita l theor y i s par t o f th e famil y o f modernisatio n theory . I n 
the 1960s , an economis t b y th e nam e o f Theodor e Schult z produce d 
research which showe d stron g positiv e correlatio n betwee n educationa l 
expenditure an d economi c development . H e argued tha t educatio n doe s 
not onl y improv e th e individua l choice s ope n t o individuals , bu t tha t a n 
educated populatio n provide s th e typ e o f labou r forc e necessar y fo r 
industrial developmen t an d economi c growth . Many developin g countrie s 
have come t o understan d tha t th e benefit s o f educationa l expansio n ca n 
be very elusive . Firstly , the actua l conten t an d deliver y o f educationa l 
programmes hav e to b e appropriat e t o culture , context an d history . Thi s 
is no t easil y achieved . Also educatio n doe s no t b y itsel f remov e 
structural feature s o f underdevelopment . 

3. Th e quotatio n b y Cardos o an d Falett o i n Bo x 3  i s representative o f th e 
Dependency Schoo l which argue s fo r a n understandin g o f the uniqu e 
characteristics o f developing countries a s a prerequisite fo r an y 
development strategy . Dependenc y theorist s emphasise d tha t th e riche r 
countries wer e undevelope d a t on e tim e bu t the y wer e neve r 'under ' 
developed. The colonia l experienc e o f a  lot o f poo r countrie s lef t legacie s 
of economi c structur e -  foreig n tastes , monocrop, dependence o n 
imports, export dependence , dependence o n foreign capital , enterpris e 
and technology -  al l o f whic h prov e ver y difficul t t o dismantle . 
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SECTION 2 

At th e en d o f thi s sectio n participant s shoul d b e abl e to : 

1. Explai n the meanin g o f structura l adjustment ; 

2. Identif y th e philosoph y behin d structura l adjustmen t policies ; 

3. Identif y th e effect s o f structura l adjustmen t policie s o n educationa l 
financing i n Caribbean countries . 

Background 

In the 1970s , due t o th e oi l pric e shocks , a large numbe r o f developin g 
countries experience d crisi s i n thei r economies . The IM F (Internationa l 
Monetary Fund ) an d Worl d Ban k len t countrie s mone y unde r stric t 
conditionalities. Thes e conditionalitie s enforce d a  type o f adjustmen t an d a 
speed o f adjustmen t whic h experienc e ha s show n a s ill-conceived , i f no t 
highly unfair . The effec t o n educationa l financin g durin g thi s perio d ha s 
been highl y destructive . 

Instruction 4 

Read Boxe s 4  an d 5 . 

Box 4 

The main argument o f the typica l IMF/Worl d Ban k structura l adjustmen t 
package rests on the belie f that i f governments reduc e thei r interventio n 
in the economy, and decisions are left t o marke t forces , all things wil l 
eventually fal l into place and there wil l be no interna l or externa l 
disequilibria. The movement o f resources to thei r bes t use s will optimise 
social welfare. A conviction tha t th e marke t i s the bes t guide to decisio n 
making and al l human beings have the sam e materialist value s and reac t 
the sam e way in all societies ar e common assumptions i n al l structura l 
adjustment programmes , regardless o f where they ar e bein g 
implemented. 

From an article by Rames h Ramsaran in Structural Adjustment  Education, 
ed. John La Guerre, 1994 , p.2 0 
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Box 5 
A structural adjustment programm e i s a type o f polic y refor m which is 
espoused by multilatera l internationa l organisations , such as the 
International Monetary Fund , the Worl d Bank , its affiliates and the dono r 
community. Structura l adjustment ma y be defined a s a complex se t o f 
multilevel organisational and interorganisationa l intervention s wit h 
multiple goals and objectives, a wide range of publi c an d private secto r 
organisations and organisational actors , with man y intende d an d 
unintended consequences . 

From articles by Kha n Jamal, Structural Adjustment  Education,  ed. John La 
Guerre, p. 88 

Activity 4 

1. What  kind  of economic ideologies are  at the  root of  the  IMF and World 
Bank policies? 

2. Give  examples of  the wide ranging  effect of these  policies for any  country 
with which you are familiar. 

Instruction 5 

Read Bo x 6 . 

Box 6 
A major par t o f adjustment programme s involve s the mountin g of wide-
ranging reforms aimed at bringing about improvement s in the performanc e 
and task orientation o f public organisations. Well-known reform strategie s 
include streamlinin g and improving public secto r management , partia l o r 
complete divestment , liquidation o r closur e o f publi c enterprises , 
decentralisation, and strengthening o f the privat e sector . 

Jamal Khan, p. 89, op. cit. 
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Activity 5 

1. What  kind of managerial  ideologies were  part and  parcel of the  IMF and 
World Bank? 

2. Give  examples within  your country  of  advances towards  accountability 
efficiency divestment, privatisation. 

3. Are  these managerial  approaches desirable? 

IMF conditionalities alway s attempte d t o leve l the playin g field  bot h 
nationally an d internationally . Al l restriction s o n foreig n trad e wer e removed . 
All government marke t intervention s internall y wer e resisted . Competition , 
accountability an d sel f suppor t wer e the yardstick s b y whic h al l 
organisations ha d t o live . The mi x o f policie s use d acros s th e glob e b y th e 
World Ban k an d th e IM F included : 

• currenc y devaluatio n 

• reduce d publi c expenditure s 

• reduce d subsidies , especially t o consumer s 

• reductio n o r eliminatio n o f pric e control s 

• revise d trade policie s intende d t o encourag e export s 

• revise d fiscal , especially tax , policie s intende d t o increas e governmen t 
revenue 

• ne w o r increase d use r charge s fo r publi c service s 

• privatisatio n o f bot h enterprise s an d socia l service s 

• institutiona l reform s require d t o implemen t thes e policie s 

Instruction 6 

Read Boxe s 7  an d 8 . 

Box 7 

The marke d decline i n the qualit y o f education, and the grave 
implications fo r huma n resource developmen t bega n to emerg e i n th e 
late 1970 s and accelerated i n the 1980s . The nexu s of high studen t 
attrition, absenteeism an d grade repetitio n hav e resulted i n low overal l 
completion rates . The trend sinc e 198 2 reveal s that a  large percentag e 
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of students who finish Grade 6 , possibly as many as 50 pe r cent, may 
be considered functionally illiterate , insofar as they read simple texts 
with extreme difficulty . A particularly disturbing aspect of student 
attrition revealed by the Survey of Living Conditions is the fact that 1 0 
more boys than girls dropped out of school by the time they had 
reached 1 9 years of age. It was found that two thirds of the drop outs at 
primary level are boys, and half of the males who leave school do so in 
the first half of secondary school , while only 45 pe r cent of females 
leave so early. This phenomenon was described as 'highly unusual 
compared to mos t other countries in the world. 
Kari Polanyi Levitt, The Origins and Consequences of  Jamaica's Debt  Crisis, 
1991, p.53 . Consortiu m Graduate School of Social Sciences 

Box 8 
Even if the required government reduction in public spending on 
education, as well as on other public goods, was ultimately no t 
successful, we argue that the adjustment proces s itself produced a 
negative effect on the shap e and quality of Costa Rica's public 
education, at least at the secondary level . The attempt to hold down 
salaries and teachers' reaction had important negativ e implications for 
education expansion at the secondary level and special consequences for 
the distribution o f education in the Costa Rica n population. Access to 
higher levels of schooling for lower socio-economic clas s children 
became more restricted and different tha n in the past , and the general 
tenor of Costa Rica's human resource development changed . The 
policies also evoked a highly negative response in the form of lower 
teacher and parent morale. Therefore, the end result of the decisions 
made by successive governments was that costs of education were only 
somewhat contained but that secondar y school enrolment and quality, 
closely associated with the democratisation of Costa Rica n education, 
also never recovered from the impact of the crisis a decade earlier . 

Martin Carnoy and Carlos A Torres in Coping with Crisis, Austerity Adjustment 
and Human Resources,  ed . Joel Samoff. Cassell, 1994, p.65 (UNESCO ) 

Activity 6 
1. What  was the  effect on education of  the IMF and World Bank policies in 

Jamaica and Costa Rica? 

2. How  was educatjonal financing in your country affected during this period? 
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Summary 

In general, post 197 0 IM F and Worl d Ban k policie s wer e frequentl y ill -
conceived an d whe n impose d le d t o cut s i n educationa l expenditure . 

Tilak (1997 ) make s som e observations. 1 

1. Firstly , the quality of  education  gets  traded off  for quantitative  expansions  i.e . 
cuts mad e i n staffin g an d material s whil e provisio n migh t increase . 

2. Equity  is  traded off  for  quantity  Schoo l place s migh t increas e bu t les s 
specific provision s fo r th e poor . 

3. Mainly  middle  and upper-income  groups benefit,  eve n a t th e expens e o f th e 
sector relatin g to mas s education . Investmen t prioritie s generall y shif t 
from primar y education , adul t educatio n an d othe r mas s educatio n 
programmes t o highe r education . The elite s benefi t fro m suc h a  shift . 

1 Tilak, J BG, The effects of adjustment on education: A review of the Asian experience', 
Prospects, Vol . XXVII, No.1, March 1997 , pp. 85-107. 
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SECTION 3 

At th e en d o f thi s sectio n participant s shoul d b e abl e to : 

1. Trac e the evolutio n o f th e Huma n Developmen t Paradigm ; 

2. Explai n the mai n pillar s o f thi s ne w paradigm ; 

3. Asses s the implication s fo r educationa l financin g o f th e Huma n 
Development Paradigm . 

Background 

During the 1990 s th e commitmen t t o huma n developmen t ha s bee n mad e 
specific -  an d linke d t o tim e boun d target s -  i n the declaratio n an d plan s o f 
action adopte d i n majo r globa l conference s on : 

Children 199 0 

Education fo r al l 199 0 

Environment an d sustainabl e developmen t 199 2 

Human right s 199 3 

Population an d developmen t 199 4 

Social developmen t 199 5 

Human settlement s 199 6 

Food securit y 199 6 

In addition, 1987-199 7 wa s declared th e Decad e fo r th e Developmen t o f 
Culture b y th e Unite d Nation s an d the decad e 1997-200 7 ha s bee n 
declared th e Decad e fo r th e Eradicatio n o f Poverty . The Unite d Nation s 
Development Programm e ha s begu n t o publis h a n annual Huma n 
Development Repor t whic h rank s countrie s o f th e worl d accordin g t o a 
human developmen t index . This inde x factor s i n item s suc h a s health , 
education, transport , housin g an d politica l freedom s t o complemen t th e 
traditional economi c indicators . 

Activity 7 

1. From  this  brief list  given immediately above, what concerns seem dominant 
in the 1990s  and beyond? 

2. How  do these concerns compare with the 1960s  and late 1970s  and 
1980s? 

11 



Instruction 7 

Read Bo x 9 . 

Box 9 
According to one view, development is a process of economic growth, a 
rapid and sustained expansion of production, productivity and income 
per head (sometimes qualified by insistence on a wide spread of the 
benefits of this growth). According to the other, espoused by UIMDP's 
annual Human Development Repor t and by many distinguished 
economists, development is seen as a process that enhances the effectiv e 
freedom of the people involved to pursue whatever they have reason to 
value. This view of human development (i n contrast to narrowly economic 
development) i s a culturally conditioned view of economic and social 
progress. Poverty, in this view, implies not only lack of essential goods 
and services, but also lack of opportunities to choose a fuller, more 
satisfying, more valuable and valued existence. The choice can also be 
for a different styl e of development, a different path , based on different 
values from those of the highest income countries. The recent spread of 
democratic institutions, of market choices, of participatory managemen t 
of firms, has enabled individuals and groups of different cultures to 
choose for themselves. 

Our Creative Diversity,  UNESC O 1995 . Report of the World Commission 
on Culture and Development, p. 22 

Activity 8 

1. How  does the view of development advocated by the Human Development 
Report differ from that of earlier economists? 

12 



Instruction 8 

Read Bo x 1 0 

Box 10 

On som e aspects o f the Huma n Developmen t Paradigm , there i s fairly 
broad agreement . 

• Developmen t mus t position peopl e a t the centr e o f it s concerns . 

• Th e purpose o f development i s to augmen t al l human choices, no t 
just income . 

• Th e Huma n Developmen t Paradig m is concerned bot h with buildin g 
up human capabilities full y (throug h a n enabling framework fo r growt h 
and employment) . 

• Huma n development ha s four essentia l pillars : equity, sustainability , 
productivity an d empowerment. I t regard s economic growt h as 
essential bu t emphasise s the nee d to pa y attention to it s quality an d 
distribution, analyses a t lengt h it s lin k with huma n lives and question s 
its long-term sustainability . 

• Th e Huma n Development Paradig m defines the ends o f developmen t 
and analyses sensible options fo r achievin g them. 

Mabbub-ul Haq , Reflections on Human Development, Oxford Universit y 
Press, 1995, p.2 1 

Activity 9 

Explain the four pillars of  the  Human Development Paradigm. 

Instruction 9 

Read Bo x 11. 

Points to consider: 
With gender , environment , povert y reductio n an d cultur e squarel y o n th e 
agenda, education mus t ai m a t inclusio n o f al l groups an d includ e learnin g 
from cradl e t o grav e a s well a s encourage participatio n fro m al l stakeholders . 
This wil l definitel y hav e implication s fo r th e qualit y an d sprea d o f 
educational financing . 

13 



Box 11 

PRINCIPAL ELEMENT S O F THE FRAMEWOR K FO R ACTIO N 

Coals an d Target s 

Countries ma y wish to se t thei r ow n target s fo r th e 1990 s i n term s 
of th e followin g propose d dimensions : 

1. Expansio n of early childhood care and developmenta l activitie s -
including family an d community interventio n -  especiall y fo r poor , 
disadvantaged an d disabled children . 

2. Universa l access to, and completion of , primary educatio n (o r 
whatever highe r leve l of education i s considered "basic" ) b y the yea r 
2000. 

3. Improvemen t i n learning achievement suc h that a  given percentage o f 
an appropriate ag e cohort (fo r instance , 8 0 pe r cen t o f 14-yea r 
olds) attain s or surpasse s a defined leve l of necessar y learnin g 
achievement. 

4. Reductio n in the adul t illiterac y rat e (th e appropriat e ag e group t o 
be determined i n each country) to , for instance , one-half it s 199 0 
level by the year 2000 , with sufficien t emphasi s o n female literacy t o 
significantly reduc e the curren t disparit y betwee n male and female 
illiteracy rates . 

5. Expansio n of basic education and training in other essentia l skill s 
required b y youths an d adults, with programm e effectivenes s 
assessed in terms o f behavioura l changes and impac t o n health , 
employment, and productivity . 

6. Increase d acquisition b y individual s an d families o f the knowledge , 
skills and values required fo r bette r livin g and sound, sustainable 
development throug h al l educational channel s (includin g mass media 
and other form s o f modern and traditional communication ) an d 
social action, with effectiveness assesse d in terms o f behavioura l 
change. 

Errol Miller , Education for All:  Caribbean  Perspectives and  Imperatives.  IADB , 
Washington DC , 1992 , p.11 
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Activity 10 
1. Thes e goals came out of the Conference on Education for All in 1990 in 

Thailand. How  do these goals conform to the  four pillars of  the Human 
Development Paradigm? 

2. How  would an emphasis on  human development affect the pattern of 
school financing in your country? 

SECTION 4 

At th e en d o f thi s sectio n participant s shoul d b e abl e to : 

1 . Describ e th e concep t o f globalisation an d demonstrat e th e effect s o f 
globalisation o n developin g countries ; 

2. Explai n th e impac t o f informatio n technolog y o n production , trade an d 
commerce; 

3. Asses s the implication s fo r educationa l financin g o f globalisatio n an d th e 
new informationa l economy . 

Background 

Over th e las t two decades , under th e influenc e o f th e IM F and Worl d Bank , 
free marke t economi c policie s hav e bee n the dominan t paradigm . Th e 
removal o f trad e barrier s acros s nationa l boundarie s ha s bee n a  top priorit y 
of th e IM F and Worl d Bank . This ha s mean t tha t loca l producer s i n an y 
environment mus t b e equippe d t o fac e foreig n competitio n an d t o compet e 
in foreign markets . 

This tren d t o globalisatio n ha s bee n intensifie d b y som e othe r change s i n 
technology whic h hav e impacted powerfull y o n productio n an d trade . 

Manuel Castell o (1993 ) describe s th e emergin g worl d econom y a s an 
'informational economy ' an d define s fou r ke y characteristics . 

1. Th e firs t featur e o f thi s econom y i s that 'source s o f productivit y an d 
economic growt h ar e increasingl y dependen t upo n th e applicatio n o f 
science an d technology , a s well a s upon th e qualit y o f informatio n an d 
management, i n the proces s o f production , consumption , distributio n 
and trade' , p. 15. 
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2. Th e secon d featur e o f th e ne w world econom y i s the shif t fro m materia l 
production t o informatio n processin g activities . 

3. Th e thir d featur e i s the shif t fro m standardise d mas s productio n t o 
flexible customise d productio n an d from verticall y integrate d larg e scal e 
organisations t o vertica l disintegratio n an d horizonta l network s betwee n 
economic units . 

4. Finally , these economi c an d organisationa l transformation s i n the worl d 
economy tak e plac e simultaneousl y wit h th e revolutio n i n informatio n 
technologies (micr o electronics , informatio n an d telecommunications ) 
around whic h a  constellation o f majo r scientifi c discoverie s an d 
applications (i n biotechnology , ne w materials , lasers , renewable energy , 
etc.) i s transforming the materia l basi s o f ou r worl d i n fewer tha n twent y 
years. 

Instruction 10 

Read Bo x 12 . 

Box 12 

A transition from an economy protected from competition to an 
economy that accepts and promotes competition has significant 
implications, first, firms are obliged to allocate resources more efficientl y 
to increase productivity. Second, domestic firms, when forced to compete 
internationally, have to develop and mature technologically an d 
managerial. Third, a more competitive economic environment is more 
sensitive and vulnerable to changes in demand for types and quality o f 
products. As a consequence, it will be more difficult to predic t which 
skills will be needed in the future and for how long. These factors 
necessitate a more mobile work-force that is flexible in adopting new 
skills. 

Wad D Haddad, 'Globalisation of the economy: the implications for 
education and skill formation' Prospects,  Vol. XXVII, No.1, March 1997 , 
p.36 
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Activity 11 

1. 

2. 

3. 

How does the  business environment  of a country change 
barriers are  removed? 

What responses are  required from local producers? 

What implications are  there for 
educational financing? 

the work-force and cons 

when protectionist 

equently for 

It i s clear today tha t th e huma n resourc e i s of paramount importanc e an d 
knowledge i s the critica l skill . This heighten s the rol e of education. 

Instruction 11 

Read Boxes 1 3 an d 14 . 

Box 13 

In the past comparative advantage was a function of natural-resources 
endowments and factor proportions (capital-labou r ratios) . Cotton was 
grown in the American South because the climate and soi l were right. 
Slavery provided abundant labour. Cotton was spun in New England 
because it had the capital to harness available waterpower. Each industry 
had its natural location. 

Consider what are commonly believed to be the seven key industries of  the next 
few decades -  microelectronics,  biotechnology,  the  new materials industries, 
civilian aviation, telecommunications,  robots  plus  machine  tools,  and 
computers plus software.  All are brainpower industries . Each could be 
located anywhere on the face of the globe. Where they will be located 
depends upon who can organise the brainpower to capture them. In the 
century ahead comparative advantage will  be man-made. 

Since technology lies behind man-made comparative advantage, research 
and development become s critical. In the past the economic winners 
were those who invented new products. The Britis h in the nineteent h 
century and the Americans in the twentieth century got ric h doing so. 
But in the twenty-first centur y sustainabl e competitive advantage will 
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come much more out o f new process technologies and much less out o f 
new product technologies . Reverse engineering has become an art form. 
New products can easily be reproduced. What use d to be primary 
(inventing new products) become s secondary, and what use d to be 
secondary (inventin g and perfecting new processes) become s primary. 

Lester Thurrow, Head to Head. Willia m Morrow &  Co . Inc., NY, p. 45 

Box 14 

Firms have to be able to use new computer-based CAD-CAM technologies, 
employ statistical quality control, manage  just-in-time inventories, and  operate 
flexible manufacturing systems. Information  technologies have  to be integrated 
into the entire production process, fro m initial designs through marketing to 
final sales and supporting services such as maintenance. To do this 
requires the  office, the  factory, the  retail store, and  the repair service to have 
average workers with  levels of  education and skill that they have never had to 
have in the past. To employ statistical quality control, every  production worker 
must be taught some simple  operations research.  T o learn what must be learnt, 
every worker must have a level of basic mathematics that i s far beyond 
what is achieved by most American high school graduates. Without 
statistical quality control , today's high-density semiconducto r chips 
cannot be built. They can be invented, but they cannot be built . 

Lester Thurrow, op. cit. 

Activity 

1. 

2. 

3. 

4. 

Which 

12 

are the key industries of  the future? 

Why are they called brain-based industries? 

How is information technology being integrated into 

How can information technology affect management 

production? 

and organisation? 
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Instruction 12 

Read Bo x 15 . 

Box 15 

First are the moder n problem-solvin g skill s required t o pu t thing s 
together i n unique ways (b e they alloys , molecules, semi-conductor chips , 
software codes , movie scripts , pension portfolios o r information ) . . . 

Next are the skill s required to hel p customers understan d thei r need s an d 
how those need s can bes t b e met b y customised product s . . .  selling and 
marketing customised product s require s havin g intimate knowledg e o f a 
customer's business , where competitive advantag e ma y lie , and how i t ca n 
be achieved. The key i s to identif y ne w problems an d possibilities t o 
which the customise d produc t migh t b e applicable. The ar t o f persuasio n 
is replaced by the identification o f opportunity . Third are the skill s 
needed to lin k problem-solvers an d problem-identifiers . Peopl e in suc h 
roles mus t understan d enoug h abou t specifi c technologie s an d market s 
to se e the potentia l fo r ne w products , raise whatever mone y i s necessar y 
to launc h the project , and assemble the righ t problem-solver s an d 
identifiers to carr y i t out . 

Robert Reich , The Work of Nations 

Activity 13 

1. Discuss  the  range of skills required by the 

2. What  does this  suggest for the  provision 
quantity? 

work-force. 

of education both in quality and 

Summary 

The ris e o f th e ne w informationa l econom y onc e mor e make s educatio n 
a primary concer n fo r economi c growt h an d development . I n fact th e 
connection betwee n educatio n an d developmen t whic h prevaile d i n th e 
1960s i s now stronge r tha n ever . I t i s now asserte d b y writer s lik e Rober t 
Reich an d Michae l Porte r tha t educatio n determine s th e possibilitie s fo r 
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development i n the moder n era . 
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MODULE 2 

Assessing the loca l educational environmen t 

This modul e consist s o f seve n sections . Eac h sectio n give s som e stimulu s 
materials t o b e read , some question s fo r discussion , and som e backgroun d 
and summar y point s t o facilitat e understanding . At th e en d o f th e section s 
there i s suggested furthe r readin g fo r th e module . 

Having looked a t th e internationa l environmen t an d th e implication s fo r 
educational financin g i n Modul e 1 , it i s no w necessar y t o surve y th e loca l 
educational environmen t t o b e abl e t o determin e th e need s o f th e syste m 
and th e kind s o f intervention s necessar y i n the loca l educationa l 
environment. Scannin g the loca l environmen t wil l hel p t o determine , i n th e 
light o f internationa l trend s an d nationa l developmen t goals , at whic h leve l 
intervention i s required , i.e. preschool , primary , secondary , tertiary , an d wha t 
kind o f interventio n i s require d -  teache r training , curriculum development , 
resources an d administrativ e trainin g o r capita l expansion . 

SECTION 1 

At th e en d o f Sectio n 1  th e participan t shoul d b e abl e t o identif y th e ke y 
policy issue s affectin g educationa l planning . 

In this an d following section s w e wil l clarif y th e fou r mai n issue s fo r polic y 
analysis i n settin g prioritie s an d programme s fo r educationa l developmen t 
and financing . Policy analysi s i s the proces s b y which relevan t informatio n i s 
provided i n order t o guid e th e determinatio n o f polic y options . 
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Instruction 1 

Read Bo x 1 . 

Box 1 

Four main polic y 

1. 

2. 

3. 

4. 

The efficienc y 

The educatio n 
economy. 

The educatio n 
education. 

The educatio n 

issues 

of th e educatio n syst e 

system 

system 

system 
terms o f it s provision s 

must mee t th e 

must respon d 

must respon d 

m mus t b e 

manpower 

maximised. 

needs o f th e 

to individua l demand for | 

to th e nee d s for socia l equity i n 

Activity 1 

Study the four policy  issues in  Box 1 and reflect on your own  country 
In setting up an overall policy framework to guide educational expansion, are 
these the  four most  critical issues? 

We wil l procee d no w t o examin e eac h o f thes e fou r issue s an d the ke y 
measures, indicators an d concern s o f eac h i n th e followin g fou r sections . 
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SECTION 2 

At th e en d o f Sectio n 2  th e participan t shoul d b e abl e to : 

1 . Explai n interna l an d externa l efficiency ; 

2. Us e relevan t measure s o f interna l an d externa l efficiency . 

Here w e take a  look a t th e concept s o f efficienc y i n education . 

Instruction 2 

Study Bo x 2 . 

Box 2 

CONCEPTS O F EFFICIENCY I N EDUCATIO N 

Efficiency i s a term use d to describ e the relationshi p betwee n input s 
and outputs, but becaus e this relationshi p ca n be analysed from severa l 
perspectives, judgments abou t efficienc y ma y have to tak e into accoun t 
more than one aspect of the relationship . Investment decisions , for 
example, need to conside r bot h externa l and internal efficiency. The 
problem i s that educationa l outpu t i s too comple x t o allo w u s to adop t a 
single index of either externa l or interna l efficiency . 

As we have already seen , the objectives o f societ y ar e used to measur e 
external efficiency, which can be judged b y the balanc e between socia l 
costs and socia l benefits , or th e exten t t o whic h education satisfie s 
manpower and employment needs . More specifically , the externa l 
efficiency o f schools ma y be judged b y how well schools prepare pupil s 
and students fo r thei r role s i n society, as indicated b y the employmen t 
prospects and earnings o f students . Such measures depend on externa l 
criteria rathe r tha n on result s entirely withi n th e school . 

In contrast, interna l efficiency i s concerned with th e relationshi p betwee n 
inputs an d outputs withi n th e education syste m or withi n individua l 
institutions. Output i n this case is measured in relation t o interna l 
institutional goals rathe r than the wide r objective s o f society . Clearly, the 
two concepts ar e closely linked , but i t woul d b e possible t o envisag e a 
school tha t wa s extremely efficien t i n developing skill s and attitudes tha t 
were not highl y valued in society a s a whole. In such circumstances, the 
criteria o f interna l an d external efficiency woul d conflict , and the schoo l 
would be judged t o b e internall y efficien t bu t externall y inefficient . 
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Activity 2 

1. 
2. 
3. 

4. 

What do you understand by internal efficiency? 

What do you understand by external efficiency? 

Can you come up with some measures  of  internal  and  external efficiency? 

What difficulties do  you envisage in  providing indices 
external efficiency? 

of internal  and 

In some countrie s i t i s possibl e tha t school s ca n clai m t o b e internall y 
efficient, i.e . a  large percentag e o f thei r student s ar e successfu l a t exams . 
However, these student s ma y b e unprepare d fo r th e worl d o f work . Ther e 
exists, then, conflic t betwee n criteri a fo r interna l an d externa l efficiency . 

Indicators o f Efficienc y 

Indicators o f efficienc y ar e very usefu l a t thi s poin t i n time wher e mos t 
countries fac e advers e financia l circumstance s an d th e centra l challeng e t o 
educational manager s i s to fin d way s to us e limite d resource s mor e 
efficiently an d effectively . Cos t analysi s ca n hel p educationa l manager s t o 
see the variou s option s an d tradeoff s availabl e t o the m an d asses s thei r 
relative merit s an d demerits . Cos t analysi s ca n revea l waste an d inefficienc y 
and alternativ e way s o f deployin g resource s betwee n level s an d type s o f 
education. 

Instruction 3 

Read Bo x 3 . Thes e ar e just som e o f th e efficienc y o r cos t indicator s tha t ca n 
be use d to asses s th e educationa l arrangement s o n th e ground . 

1. Ca n you thin k o f othe r indicators ? 

Box 3 
Efficiency Indicator s 
1. Uni t cost s 

(a) cos t pe r graduat e 
(b) cos t pe r classroo m 
(c) cos t pe r schoo l 

2. Enrolmen t ratio s 
3. Attendanc e rat e 
4. Dropou t rat e 
5. Repetitio n rat e 

6. 
7. 
8. 
9. 

10. 

Teachers' salarie s 
Recurrent cost s 
Capital cost s 
Education cost s as percentage o f GDP 
Cost b y levels , 
i.e. preschool, primary , 
secondary, tertiary . 
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Instruction 4 

Read Bo x 4 . This i s taken fro m a  199 3 Worl d Ban k stud y o f th e Caribbean . 

Box 4 

Repetition/Attendance/Dropouts 
The situation in Hait i and the Dominica n Republi c appears to b e muc h 
worse than in English-speaking countries, as Table 2. 1 demonstrates . The 
data show s even distributions o f enrolments acros s primary schoo l 
classes and relatively lo w repeaters i n both Jamaica and Trinidad. In Hait i 
and the Dominica n Republic , however, enrolments fal l substantiall y an d 
repeater level s are two to thre e times as high. Apparently onl y one-thir d 
of primary schoo l entrants i n Hait i complete the cycle . 

Table 2.1 . Haiti , Dominican Republic, Jamaica and Trinidad: Indicators 
of Primary School Efficiency 

Percent distributio n 
of primary enrolmen t 
Grade 1 

Grade 2 
Grade 3 
Grade 4 
Grade S 
Repeaters as a percentage 
of total enrolments 
1980 
1985 
Percentage of primary intak e 
reaching terminal grade 
197S 
1985 

Haiti 

41 
20 
16 
13 
10 

21 
10 

— 
32 

Dominican Rep. 

35 
19 
17 
15 
14 

18 
13 

— 
— 

Jamaica 

21 
20 
20 
20 
19 

4 
4 

75 
— 

Trinidad 

21 
21 
20 
19 
19 

4 
5 

— 
— 

Source: Lockheed and Verspoor, 199 0 

In summary, as the above data highlight , many countries i n the Caribbea n 
region experience hig h rates of grade repetition . While the dropout rate s 
in English-speaking countries appea r to b e low, in some countries , 
particularly th e Dominica n Republi c an d Haiti , school desertion also is 
high. The usua l argument i n favour o f repetitio n i s that i t i s preferable t o 
make a low-achieving child repea t a  class to ensur e tha t al l materia l i n 
that grade i s mastered, rather than allowing the chil d to procee d to th e 
next grade. However, repetition ha s many disadvantages . I t encourage s 
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dropout, as the repeatin g child may become demoralised, particularly as 
he/she inevitabl y must repeat some material already mastered . Further, his 
parents may decide that the opportunity cost s of schooling are too great. 

Caribbean Region -  Access,  Quality  and Efficiency in Education. Washington 
DC: World Bank , 1993 , p. 67 

Activity 3 

1. Discuss  the  possible implications for educational policy. 

2. How  does it  compare with your country? 
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Instruction 5 

Read Bo x 5 . 

Box 5 
Recurrent Uni t Cost s by Education Leve l 
Interpreting comparative dat a o n expenditures b y distinc t educatio n level s 
across countries requires som e yardstick. One usefu l measure is the 
difference i n uni t costs o f providin g primary, secondary an d tertiar y 
education i n the Caribbean , the mos t recen t estimates of which are 
presented in Table 2.2 . 

Table 2.2. 
Unit Cos t 

Caribbean -
per 

Country/Level 

Antigua 
Dominica 
Grenada 
St. Kitts 
St. Vincent 
St. Lucia 

Level (i n 

OECS Countries Average 
Bahamas 
Belize 
Barbados 
Guyana 
Jamaica 
Trinidad 
Haiti 
Suriname 

Recurrent Governmen t Educatio n Expenditures : 
US$ Equiva l 

Primary 

251 
2S0 
160 
221 
213 
209 
217 
640 
157 
672 

26 
101 
596 

44 
445 

ent) 

Secondary 

423 
449 
256 
313 

1783 
579 
382 
1010 
362 
913 
54 

257 
811 
101 
911 

Tertiary 

1287 
1201 
807 

1604 
— 

1873 
1426 
1200 
699 

1200 
146 
639 
— 
— 

3156 

University 
— 
— 
— 
— 

— 
— 
— 
— 
— 

858 
5138 

10510 
— 

5538 

Other than Grenada, with a relatively lo w cost structure , close similaritie s 
appear to exis t across the OECS countries i n the uni t costs of education. 
On average, primary schoolin g costs US$21 7 pe r student , secondar y 
US$382 an d tertiary (non-university ) US$1,426 . Substantial variatio n 
exists between costs, by level , among the other English-speakin g countries, 
however. Although uni t cost s at the primary leve l average US$366 withi n 
this group of countries, the range is vast, from US$26 i n Guyana t o 
US$672 i n Barbados. At th e secondar y level , costs within this countr y 
grouping tend to b e two to thre e times higher than those in the OEC S 
countries. The notable exceptions ar e Belize , with costs simila r to th e OEC S 
countries, and Jamaica and Guyana i n which average costs are lower. At th e 
tertiary non-universit y level , also, only Jamaica, Belize and Guyana are 
exceptions, with othe r English-speakin g countries havin g unit cost s simila r 
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to the OECS group. Estimated expenditures pe r studen t i n higher 
education (includin g overseas scholarships ) als o poin t t o difference s 
between Jamaica and Guyana and the othe r campu s countries . 

Source: See Statistical Appendix (I ) o f The Worl d Ban k Repor t 

Activity 4 

J. What  might contribute to  the  disparity in  unit costs  between territories? 

2. What  contributes to the disparity between  levels? 

3. What  policy implications does this  structure of  cost imply for expansion  of 
the system? 

Instruction 6 

Read Boxe s 6  an d 7 . 

Box 6 
Table 2 .3 . Caribbea n -  Recurren t Governmen t Educatio n Expenditur e a s | 
a Shar e o f GNP , 1 9 8 4 - 8 8 

Country Expenditur e 

Antigua 
Dominica 
Grenada 
St. Kitts 
St. Lucia 
St. Vincent 
Belize 
Bahamas 
Barbados 
Guyana 
Jamaica 
Trinidad 
Haiti 
Dominican Rep. 
Suriname 

1984 

2.5 
5.7 
6.4 
4.1 
7.2 
5.9 
4.3 
— 
5.5 
— 
5.2 
5.1 
1.0 
1.7 

11.0 

(per cent) 

198S 

2.2 
5.2 
6.1 
4.0 
7.5 
5.7 
4.4 
4.6 
6.0 
— 
5.4 
5.0 
1.0 
1.5 

11.1 

1986 

2.8 
5.3 
5.5 
4.0 
7.2 
5.8 
5.3 
— 
5.3 
— 
4.7 
5.0 
0.9 
1.4 
9.9 

Note: Expenditures for the Dominican Republi c are current an d 
Source: Se e Statistical Appendix (1)(Caribbean Region, op. cit. ) 

1987 

2.4 
5.1 
4.6 
3.8 
7.8 
6.0 
4.4 
4.3 
5.9 
— 
4.1 
5.6 
1.4 
1.3 
9.6 

capital 

1988 

— 
4.9 
4.6 
3.5 
8.6 
6.1 
3.9 

— 
5.4 
2.9 
4.8 
— 
— 
1.3 
9.0 
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Box 7 
Table 2 . 4 Caribbea n -  Fisca l Educatio n Spending a s a Share o f Tota l 
Government Recurren t Expenditure , 1 9 8 4 - 8 8 (percent ) 

Antigua 

Dominica 

Grenada 

St.Kitts 

St Luci a 

St. Vincent 

Belize 

Bahamas 

Barbados 

Guyana 

Jamaica 

Trinidad 

Haiti 

Dominican Rep.* 

Suriname 

1984 

12.6 

18.9 

19.8 

19.3 

25.1 

21.3 

20.2 

— 
21.1 

— 
16.6 

17.1 

10.3 

3.6 

2S.6 

1985 

11.5 

17.7 

19.1 

19.2 

24.3 

20.7 

19.8 

24.5 

21.7 

11.3 

14.5 

— 
10.0 

11.3 

24.9 

* Expenditures for the Dominican Republi c are 
Source: See Statistical Appendix (1) 

1986 

12.5 

19.0 

18.6 

20.0 

23.7 

22.4 

22.3 

— 
20.4 

10.3 

16.2 

174 

10.0 

9.9 

22.8 

both current and 

1987 

11.5 

19.4 

15.7 

17.7 

24.1 

25.2 

20.7 

24.1 

20.5 

70 

18.1 

18.3 

15.4 

8.0 

26.0 

capital. 

1988 
— 

19.1 

17.5 

170 

24.1 

20.6 

19.6 

— 
19.3 

9.0 

16.7 

— 
— 
9.1 

25.7 

Activity 5 

1. How  do the countries of the Caribbean compare in the percentage of  the 
budget dedicated to education? 
How do they compare in the percentage of GDP dedicated to education? 

2. What  do these trends reveal when one considers the  need to improve 
education in these territories? 

External efficienc y 

In considering the externa l efficienc y o f th e educatio n syste m th e polic y 
maker ha s to conside r th e outcome s o f education . D o th e schoo l leaver s ge t 
jobs? D o the y hav e the righ t type s an d combinatio n o f skills ? Are the y abl e 
to perfor m i n the workplace ? 
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Instruction 7 

Study Box 8. 
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Activity 6 

1. 

2. 

3. 

4. 

What does it suggest 
primary level? 

Is our output at  the  . 

What does this  table 

about the  achievements in  the Caribbean at the 

secondary level adequate? 

say about the  tertiary level? 

What implications are  there for policy? 

We mus t kee p i n min d tha t a t th e tur n o f th e centur y w e nee d t o produc e a 
larger cohor t o f universit y graduates . I n addition, the leve l o f skill s require d 
for certai n jobs wil l no t b e forthcoming an d thi s wil l worsen the situatio n o f 
structural unemployment . 

Another se t o f outcome s require d i n the Caribbea n focuse s o n th e nee d t o 
prepare childre n s o that th e problem s o f dru g addiction , teenage pregnancy , 
youth delinquenc y an d crim e woul d b e reduced . 

At thi s stag e w e have considered th e indicator s require d t o determin e th e 
internal an d externa l efficienc y o f a n educationa l system . We have done s o 
by examinin g the indicator s fo r th e Caribbean . 

SECTION 3 

At th e en d o f Sectio n 3  th e participan t shoul d b e abl e to : 

1. Explai n the concep t o f manpowe r planning ; 

2. Identif y som e problem s wit h thi s approach . 

Does th e educationa l syste m satisf y th e manpowe r need s o f th e 
country? 

The questio n o f satisfyin g manpowe r need s i s the secon d ke y questio n th e 
policy make r mus t dea l with . 
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Instruction 8 

Read Bo x 9 . 

Box 9 
Although fraught  wit h dangers and besieged by criticism, the ide a tha t a 
country's future manpowe r structur e ca n be predicted an d the forecast s 
used as a basis for plannin g the scal e and type o f education investmen t 
has remained popular . The mos t popula r metho d set s out t o us e 
projected outpu t target s fo r eac h sector i n the econom y i n order t o 
derive manpowe r and education targets fo r eac h industry o r sector . 

Activity 7 
7. Can  you see dangers in  this process? 

2. What  assumptions have  to be  made about the  future for 
as technology and prices of inputs and outputs? 

each sector as far 

'Despite th e weaknesse s however , the overal l conclusio n t o dat e i s tha t 
manpower projection s ar e no t ba d i n themselves i f they ar e carried ou t 
realistically -  tha t is , if i t i s recognise d tha t the y ar e subjec t t o wid e margin s 
of erro r an d d o no t reflec t har d an d fas t requirement s o f economi c growth ' 
(Psacharopoulos an d Woodhall , 1986) . When complemente d b y othe r studie s 
of th e labou r market , manpowe r projection s ca n give polic y maker s a  sense 
of th e need s educatio n mus t satisfy . Whil e th e practica l applicatio n o f th e 
manpower approac h ha s revealed a  number o f flaws , the broa d logi c o f th e 
manpower approac h i s extremely sound . The developmen t o f huma n resource s 
through th e educationa l syste m i s an importan t prerequisit e fo r economi c 
growth an d a  good investmen t o f scarc e resources , provided th e patter n an d 
quality o f educationa l outpu t i s geared t o th e economy' s manpowe r needs . 

Such studies , along with th e manpowe r forecasts , wil l determin e wher e ther e 
is excess demand an d where scarcitie s exist . Where doe s unemploymen t 
exist? Ho w lon g hav e graduates take n t o ge t jobs o n th e labou r market ? Al l 
of thi s wil l hel p t o determin e whethe r th e force s o f deman d an d suppl y o n 
the labou r marke t ca n dea l wit h possibl e excesse s an d shortages . 
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SECTION 4 
At th e en d o f Sectio n 4  th e participan t shoul d b e abl e t o explai n th e us e o f 
private deman d i n educationa l planning . 

Instruction 9 

Read Bo x 10 . 

Box 10 

Responding to privat e deman d 
Because the term s socia l demand and private deman d are often use d 
interchangeably, confusion sometime s arises in discussion o f demand. 
The tota l numbe r o f pupil s o r student s enrolle d i n an education syste m is 
the resul t o f a  series of private investmen t decisions . Together, however , 
these privat e decisions constitute socia l demand. It ha s been suggeste d 
in some developed countries tha t socia l demand shoul d be the criterio n 
for educationa l investmen t decisions . 

Psacharopoulos an d Woodhall , 1986 , p.10 8 

Activity 8 
What do you understand  by the social demand approach to  educational 
planning? 

In addition t o demographi c trends , promotion , repetitio n an d dropou t rates , 
a knowledge o f privat e deman d i s essentia l t o b e abl e t o forecas t enrolment s 
accurately. The aggregatio n o f the su m o f individua l demand s constitute s 
what i s called th e socia l deman d fo r educatio n unde r th e prevailin g cultural , 
economic an d politica l circumstances . I f there ar e fewer classroom s an d 
places tha n ther e ar e seriou s candidate s t o occup y them , one ca n sa y tha t 
social deman d exceed s supply . 

Coombs (1970 ) identifie s thre e criticism s o f th e socia l deman d approach . 
Firstly, 'i t ignore s th e large r nationa l proble m o f resourc e allocatio n an d 
implicitly assume s tha t n o matte r ho w man y resource s g o t o educatio n thi s 
is thei r bes t us e for nationa l development' . Secondly , 'i t ignore s th e 
character an d patter n o f manpowe r neede d b y th e economy' . Thirdly , 'i t 
tends t o over-stimulat e popula r demand , to underestimat e costs , and t o lea d 
to a  thin spreadin g o f resource s ove r to o man y students. ' 
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Instruction 10 

Read Bo x 11. 

Box 1 1 

Economic analysi s of the private demand for educatio n mus t tak e int o 
account a  number o f factors tha t hel p to determin e deman d such as: 

- privat e costs of education includin g both earning s foregone an d fees 

- othe r direc t cost s suc h as expenditure on book s o r material s 

- gende r and regio n 

- expecte d increase in lifetime earning s 

- leve l of persona l disposable incom e 

- unemploymen t rate s 

Activity 9 

1. Could  you show how each of the  factors listed  above affects the private 
demand for education? 

2. Are  there cultural reasons  why  girls may sometimes not  be  sent to school 
as readily as boys? At low  income levels  some families may  not be  able to 
afford the  incidental costs of schooling. In some cultures children may be 
kept at home  to work  the fields. 

Private rat e o f retur n 

If we can estimate ho w individual s valu e an investmen t i n education , then w e 
can projec t wha t typ e o f deman d fo r educatio n woul d exist . Reducin g thi s 
estimate t o a  rate allows u s to discer n th e strengt h o f tha t demand . 

37 



Instruction 11 

Study Bo x 12 . 

Box 12 

Rate o f Retur n fo r a  3-Yea r 

Direct Costs 

(a) Universit y fees 

(b) Accommodatio n 

(c) Books 

Indirect Costs 

(a) Transpor t 

(b) Dail y living expenses 

(c) Photocopyin g 

Income Foregone 

Total 

Benefit 

Expected Earnings 

Degree Programm e 

Yr 1  Y r 2 

— — 
— — 
— — 

— — 
— — 
— — 

— — 
XXX XX X 

Yr 1  Y r 2 
— — 

Yr 3 

— 
— 
— 

— 
— 
— 

— 
XXX 

Yr 3 

— 

This i s a very simplifie d approac h t o estimatin g a  rate o f return . Fro m th e 
example i t i s clear tha t w e nee d t o cos t th e degre e programm e ove r th e 
three years . I f we can then establis h th e strea m o f earning s th e studen t i s 
likely t o ear n afte r qualifying , we can infe r tha t th e bigge r th e expecte d 
earnings ar e compared t o projecte d costs , the highe r i s the privat e rat e o f 
return. The rat e o f retur n fo r differen t occupation s o r fields  wil l conve y t o 
the educationa l planne r th e strengt h o f deman d i n tha t field,  a s well a s th e 
possibility o f makin g student s i n those area s where privat e rate s o f retur n 
are hig h bea r som e o f th e cost s o f education . 
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SECTION 5 

At th e en d o f Sectio n 5  th e participan t shoul d b e abl e to : 

1 . Determin e th e stat e o f inequit y i n hi s o r he r ow n country ; 

2. Advanc e indicator s o f inequality ; 

3. Sugges t educationa l interventions . 

The questio n o f equit y 

The fourt h questio n whic h polic y maker s mus t addres s i n an assessment o f 
the loca l educationa l environmen t i s the questio n o f equity . Equit y i s a 
crucial consideratio n fo r continue d stability . Equit y doe s no t mea n equality . 
It ma y b e mor e practicall y define d a s 'unequal treatmen t fo r unequa l 
partners'. 

Instruction 12 

Read Bo x 13 . 

Box 13 
Four questions in particular nee d to b e examined i f we are to determin e 
the effects o f educational investmen t o n equity . 

1. Ho w are educational resource s an d facilities distributed amon g 
different area s or groups ? 

2. Wha t are the effects o f government subsidie s for educatio n o n th e 
distribution o f tota l income o r welfare ? 

3. Can educational investmen t b e used to redistribut e wealth , income, 
and opportunities betwee n rich  an d poor ? 

4. Ho w effective i s education as a redistribute tool ? 

Psacharopoulos an d Woodhall , 1986 , p.244 

Activity 10 

1. 
2, 
3. 

4. 

What indicators of  equity is 

How does your country  fare 

it necessary  to focus on? 

by these indicators? 

Compare access to  education  in your country  by  gender, 
income level. 

How have redistributive policies worked in your country? 

ethnicity location, 
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Instruction 13 

Read Bo x 14 . These finding s certainl y provid e evidenc e tha t educationa l 
provision ca n affec t incom e distribution . 

Box 14 

The general conclusion o f various studie s appear t o sho w that : 

(a) Educatio n ma y raise the overal l leve l of incom e an d thus reduc e th e 
absolute leve l of poverty . 

(b) I t ma y change th e dispersion o f income . 

(c) I t ma y open u p new opportunities fo r the childre n o f the poo r an d 
thus ac t a s a vehicle fo r socia l mobility . 

(d) Alternatively , i f participation i s confined t o th e childre n o f the rich , 
education ma y simply transmi t intergenerationa l inequality . 

(e) Th e pattern o f financing, in particular th e exten t o f subsidie s o r fee s 
may redistribute income . 

(f) I f certain groups obtai n highe r reward s from thei r educatio n tha n 
others the n inequalit y i s perpetuated. 

(g) Educatio n ma y interac t wit h fertility, morality , health, nutrition an d 
other aspect s o f development tha t affec t incom e distribution . 

Psacharopoulos an d Woodhall , op. cit.,  p.267 

Activity 11 

1. What  is the state of income distribution  in  your country? 

2. How  can a change in access affect  the  state of inequality? 

3. How  can a change in subsidies work  to remove inequality? 

4. How  can the implementation of user  fees affect distribution? 

It i s importan t t o not e tha t overal l socia l polic y i s necessar y t o tackl e th e 
problem o f incom e inequality . Educationa l financin g an d provisio n i s on e 
tool whic h ca n als o contribut e t o thi s purpose . The impac t o f educationa l 
interventions ca n b e limite d b y certai n barriers . Fo r example , when ther e i s 
race o r gende r discriminatio n practise d i n the labou r market , mor e 
educational provisio n doe s no t resolv e th e problem . 
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SECTION 6 

At th e en d o f Sectio n 6  th e participan t shoul d b e abl e t o us e al l th e 
concerns o f th e previou s section s t o asses s the loca l educationa l 
environment. 

Assessing the contex t an d settin g prioritie s 

Having addressed th e previou s polic y question s w e can no w asses s the loca l 
educational context . Wher e doe s inefficienc y exist ? Wher e doe s inequalit y 
exist? Wha t i s the projecte d deman d fo r variou s skill s an d occupations ? 
What i s the privat e deman d i n differen t areas ? At wha t leve l i s interventio n 
necessary -  pre-primary , primary , secondary , tertiary? D o w e nee d t o 
expand enrolmen t o r concentrat e o n effectiv e delivery ? D o w e nee d t o 
emphasise teache r training , administrative development , schoo l feeding , 
transport o r othe r suppor t services . What i s the appropriat e mi x o f option s 
required t o sui t ou r need s a t thi s poin t i n time ? 

Instruction 14 

Read Bo x 15 . 

Box 15 

Framework for polic y analysis 

1. Afte r analysing the contex t an d identifying weaknesses and needs , 
keeping in mind the constraint s o f resources and outlook o f th e 
government o f the day, the polic y maker s must se t priorities an d 
options. The ful l range of possibilities mus t be represented . 

2. Polic y makers must be mindful o f the differences betwee n polic y 
analysis and decision making . Policy analysis i s broad. Policy wil l se t 
up a framework fo r decisio n making , but decisio n makin g will b e 
affected and conditioned b y other unquantifiabl e factors . 

3. Polic y analysi s must always warn of the cost o f inaction . 

4. Polic y analysi s mus t a t times engage the politica l environment . Thi s 
may broaden the rang e of options . 
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Activity 1 2 

1. Examine  any education plan for your country.  Is the policy framework set 
out at  the  beginning? 

2. In  this plan what  is the relationship between  the  policy framework and the 
action plan? 

3. What  mix of intervention strategies does your plan  recommend? 

4. How  does the  plan justify the  mix of options recommended? 

5. Do  you agree with the assessment of  the local educational environment? 

SECTION 7 
At th e en d o f Sectio n 7  th e participan t shoul d b e abl e to articulat e a  theor y 
of schoo l improvemen t whic h woul d infor m th e educationa l response . 

Instruction 15 

Read Bo x 16 . 

Box 1 6 

Having analysed the loca l educational environmen t an d havin g 
determined it s weaknesses and strengths, the policy maker s must com e 
up with a  mix of options fo r the syste m as a whole. The mix of option s 
would b e strongly influence d b y the theory o f schoo l improvemen t 
possessed by the polic y makers . What d o peopl e mea n by a  good schoo l 
or a  bad school? Are schools see n as important vehicle s for socia l 
change? What benefit s are there i n a decentralised schoo l environment ? 
What concep t o f education do the polic y maker s wish to institute ? 

Activity 1 3 

1. How  would options for change  be affected at the  level of ministry, school, 
teacher if there  is a fundamental thrust  to  decentralisation? 

2. How  would options for change  be affected if education emphasised process 
rather than achievement by  exams? 

3. How  would options for change  be  affected if there  is a renewed emphasis 
on the power of schools as  social agents of change? 
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MODULE 3 

Planning the financing of educatio n 

Overview 

Modules 1  an d 2  helpe d yo u t o develo p a  comprehensive ide a o f ho w bot h 
the globa l environmen t an d th e loca l contex t conspir e t o constrai n an d 
influence th e financin g o f education . I t i s no w tim e t o focu s o n th e syste m 
itself t o ge t a  general ide a o f it s operations , an d it s financia l demands . I n 
Section 1  o f thi s modul e w e are going t o tak e a  closer loo k a t indicator s o r 
descriptors i n us e that ca n throw ligh t o n ho w th e syste m may  b e operating . 
The questio n w e ar e trying to answe r i s this : How  do planners  know  that they 
are financing their  education  system  adequately? Th e descriptor s o r indicator s 
become usefu l tool s i n determining ho w th e syste m i s functioning a t presen t 
levels o f financing . 

Having explored th e indice s tha t hel p u s to determin e i f we ar e financin g 
education adequately , w e then g o o n t o Sectio n 2 , whic h consider s whethe r 
we hav e bee n raisin g the mone y i n the mos t efficien t an d equitabl e ways . 
Various alternative s ar e examine d whic h hel p t o wide n th e framework s 
governing ho w educationa l financin g ha s bee n conceptualise d an d source d 
in the past . 

SECTION 1 

Objectives 

At th e en d o f Sectio n 1 , the participant s shoul d b e abl e to : 

1. Analys e th e reason s wh y government s tak e a n interes t i n education . 

2. Identif y importan t indicator s o f flows , distributions an d stock s i n a n 
education system . 

3. Infe r fro m thes e indicator s informatio n abou t th e variou s level s o f th e 
education system . 

4. Evaluat e th e strength s an d weaknesse s o f suc h indicators . 

5. Justif y recommendation s fo r adequat e level s o f financin g t o maintai n an d 
improve th e educatio n system . 
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A pertinen t questio n a t th e star t o f thi s module , on whic h participant s ca n 
reflect, i s why  should governments take an interest  in  education at  all?  I n muc h 
of th e Thir d Worl d w e hav e inherite d colonia l educationa l structure s and , 
since independence , nationalis t government s hav e continued t o buil d upo n 
this syste m an d expan d it . W e hav e gone throug h a  period i n the 1960 s an d 
1970s whe n huma n capita l an d modernisatio n theorie s sough t t o convinc e 
governments tha t educatio n wa s the ke y to economi c development . Today , 
that ha s bee n expose d a s a myth. However , educatio n continue s t o b e a 
priority wit h governments . Thi s modul e wil l provid e som e answer s t o th e 
question pose d above . You wil l als o b e intereste d i n the sort s o f answer s 
given b y personnel , especially fro m th e Ministr y o f Educatio n an d tha t o f 
Finance. Exploring thi s questio n ca n b e worthwhile . 

Activity 1 
Why should governments take  an interest in education? Research this  issue in 
the following ways: 

1. Write  down your answers  to  the  above question. 

2. Pose  the question to personnel  of the  Ministries of Education  and Finance. 

3. Peruse  national  policy  papers such as  plans of education or budget 
speeches. 

Organise the responses into  categories.  What  are the implications inherent  in 
your findings? Discuss  your findings with  those of other participants. 

The actua l reason s explainin g governmen t involvemen t i n educatio n ma y 
differ substantiall y i n differen t part s o f th e world . However , onc e tha t 
interest i s there, and tha t mean s mone y i s invested i n the system , 
governments nee d t o kno w throug h variou s mechanism s ho w wel l the y ar e 
doing. Thi s i s usuall y don e throug h indicator s o f variou s sort s an d i t i s t o 
the utilit y o f thes e indicator s tha t muc h o f thi s modul e i s devoted. 

The appropriation s bil l o f nationa l government s allocate s fund s t o 
education usin g criteria whic h ar e base d o n a n understandin g o f th e 
international an d loca l context s o f financing . Budgetar y allocatio n withi n 
education itsel f i s often organise d i n ways tha t tak e cognisanc e o f policie s t o 
which governments hav e alread y give n thei r approval , for exampl e expansio n 
of basi c education , apparently withou t a  holistic vie w o f ho w th e entir e 
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system i s performing . I t i s mandatory , especiall y i n times o f financia l 
stringency, tha t planner s i n educatio n an d finance hav e detailed knowledg e 
of the operation s o f th e entir e syste m t o provid e a  basis fo r determinin g 
whether i t i s being optimall y financed . Doin g i t solel y th e othe r way , i.e . 
allocating funds base d o n project s an d reform s previousl y agree d upon , 
relies on a  kind o f blin d fait h tha t everythin g outsid e thos e sector s i s 
functioning well . Indicator s provid e evidenc e an d clue s tha t tel l wha t th e 
situation i s and ho w i t i s changing . 

This activit y i s designed t o allo w participant s t o identif y an d infe r 
educational an d financin g informatio n fro m a  wide arra y o f indicators . 

Activity 2 

Below is a general  list  of  the  most  common indicators that  are  presumed  to 
throw light on  the  relationships,  stocks,  flows and distributions  within  the 
education system.  Attempt  to  reorganise  the list  under five categories  that  you 
believe may be important in  assessing the  financing of  education. 

• Students'  examination  performance 

• Student-teacher  ratios 

• Repetition  rates 

• Rates  of population growth 

• Numbers  of  teachers  leaving 

• Migration  trends 

• Teacher  stocks 

• Enrolment  ratios 

• Teacher  wage bill 

• Illiteracy  rates 

• Enrolment  in, and  costs  of different  curriculum  areas 

• Enrolment  in different types  of schools 

• Numbers  of  dropouts  at  each  level  of schooling and type  of  school 

• Structure  of  the  national  population  by  age and sex 

• Student  enrolment  and  performance  by  gender, ethnicity  religion,  and 
geographic area 

One wa y o f approachin g thi s exercis e i s to reflec t o n wha t categorie s o f 
information yo u woul d conside r importan t t o hav e i n han d i n makin g 
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judgements abou t th e adequac y o f ho w th e syste m i s bein g financed. 
Immediately, you realis e tha t on e mus t hav e a  fairly precis e ide a of : 

1. Number s o f students ; 

2. Number s o f teacher s withi n th e system ; 

3. Ho w thos e number s wil l chang e i n the nex t fe w years ; 

4. Whethe r al l groups ar e accessing education equally ; 

5. Whethe r investe d resource s ar e bein g utilise d efficiently . 

The reorganise d lis t shoul d loo k somethin g lik e thi s (som e indicator s may 
overlap categories) : 

1. Studen t Enrolmen t -  enrolmen t ratios , enrolment i n differen t type s o f 
schools 

2. Teache r Suppl y -  teache r stocks , teacher wag e bill , number s o f teacher s 
leaving, student-teacher ratio s 

3. Demographi c factor s -  structur e o f th e nationa l populatio n b y ag e an d 
sex, rates o f populatio n growth , migration trends , studen t enrolmen t an d 
performance b y geographic are a 

4. Equit y -  studen t enrolmen t an d performanc e b y gender , ethnicity , 
religion, and geographic area ; enrolment i n differen t type s o f schools ; 
illiteracy rate s 

5. Efficienc y consideration s -  students ' examinatio n performance , 
repetition rates , numbers o f dropout s a t eac h leve l o f schoolin g an d typ e 
of school , enrolment i n and cost s o f differen t curriculu m areas , number s 
of teacher s leaving , enrolment i n differen t type s o f schools , illiterac y 
rates. 

Gross Enrolmen t Ratio s ar e obtained b y dividin g th e tota l numbe r o f 
students enrolle d i n a  level o r stag e o f educatio n b y th e wide r populatio n o f 
that ag e group correspondin g t o tha t leve l o r stage . Fo r example : 

Number enrolled  in  primary schools 

Number of  children  of  primary  school  age 

This indicate s informatio n o n th e number s i n eac h stag e o r leve l (fo r 
example, primary , secondar y an d tertiary ) wh o ar e i n school , as well a s th e 
non-schooling ga p fo r thos e stage s o r levels . The sprea d o f childre n i n eac h 
level, graduates fro m eac h leve l and th e approximat e attritio n takin g plac e as 
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students progres s throughou t th e syste m als o become s known . This 
indicator, becaus e i t assume s tha t person s enrolle d i n school s mus t b e o f 
primary schoo l ag e (i n man y countrie s 5-1 1 years) , ma y approac h total s 
that excee d the numbe r o f childre n i n the countr y o f tha t ag e group. A 
refinement o f thi s i s the ne t enrolmen t rat e calculate d b y dividing : 

Number of  pupils  enrolled  only  of  primary  school  age 

Number of  children  of  primary  school  age 

In assessing the financin g o f th e system , questions ten d t o centr e aroun d 
whether th e enrolmen t ratio s a t primary , secondar y an d tertiar y level s ar e 
acceptable give n the resource s o f th e countr y an d it s developmen t plan s 
and prospects . Fo r example, Universa l Primar y Educatio n (UPE ) i s a 
widespread goa l fo r man y developin g countrie s an d financin g decision s ma y 
have to prioritis e th e primar y leve l befor e considerin g expandin g enrolment s 
ratios o n a  similar scal e i n the secondar y an d tertiar y sectors . To gaug e 
whether th e financin g o f th e educatio n syste m i s adequate , comparisons ar e 
often mad e t o countrie s o f simila r incom e an d endowment , a s well a s t o 
others considere d t o b e mor e developed . 

Box 1 

Table 3. 1 . Cross Enrolmen t Ratio s b y Leve l of Educatio n i n Selecte d 

Countries i n 199 0 

Country 

Developing countries 

Sub-Saharan Africa 

Arab states 

Latin America/Caribbean 

Eastern Asia/Oceania 

Southern Asia 

Developed countries 

North America 

Asia/Oceania 

Europe/former USS R 

Cross enrolment ratio s % 

Primary 

66.7 

83.4 

109.9 

120.0 

88.4 

102.0 

102.0 

102.0 

Secondary 

17.5 

52.7 

S7.6 

53.3 

38.4 

98.9 

96.8 

93.1 

Tertiary 

1.9 

12.6 

18.7 

6.1 

8.9 

70.4 

32.8 

27.3 

NB The intake exceeds 10 0 per cent where enrolment dat a includ e children who are 
below or above primary schoo l age and are repeating various grades. 

Source: Reimer s and Tiburcio, 1993 , p.2 9 
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Enrolment i n different type s o f schools , especially differen t type s o f 
secondary an d tertiar y institutions , ha s bee n a n importan t indicato r i n th e 
past, for manpowe r plannin g purposes . Manpowe r plannin g use s severa l 
techniques t o matc h th e outpu t o f school s ove r a  period, for exampl e th e 
next te n years , with th e numbe r an d kind s o f employmen t opportunitie s tha t 
would aris e i n that tim e o n th e labou r market . Similarl y today , assessment s 
of th e financin g o f educatio n focu s o n whethe r th e heavies t financia l outla y 
is in the kind s o f educatio n presentl y i n demand b y th e labou r market . 

For example, the traditiona l concep t o f educatio n i s gradually changin g t o 
accommodate a n understandin g tha t a  general education , that i s one havin g 
a large componen t o f literacy , numeracy , compute r an d communicatio n skills , 
may b e mor e usefu l i n today's world . I f i t i s found tha t larg e sum s ar e stil l 
supporting a  specialised technical-vocationa l programm e i n secondar y 
schools, a legacy o f th e huma n capita l paradigm , then th e understandin g i s 
that th e syste m i s being inappropriatel y financed . 

Teacher supply : Any discussio n o f teache r cost s mus t includ e recurren t 
costs. These refe r t o al l expenditure tha t i s disbursed i n the shor t term , 
i.e. over a  budgetary yea r an d includ e teache r salaries , as well as th e 
maintenance an d utilit y supplie s an d othe r service s neede d b y th e school s 
every day . Recurren t cost s ar e often contraste d wit h capita l expenditur e 
which i s the heav y financia l outla y usuall y carde d fo r buildin g plan t o r 
purchasing expensiv e equipmen t an d machinery . 

Teacher stock s provid e informatio n o n whethe r ther e ar e enough teacher s 
to ru n th e system . The planne r mus t hav e an overal l perspectiv e o f wha t th e 
present teachin g stoc k i s like . For example , the proportio n o f olde r t o 
younger teacher s allow s on e t o b e able t o forecas t ho w man y wil l leav e 
through retiremen t an d therefor e ho w many , and i n what subjec t areas , 
recruits wil l b e necessary . This wil l hel p t o avoi d the proble m o f teache r 
shortages. 

The teache r wag e bil l wil l als o b e accuratel y determine d i f the teache r 
stock i s known. The financin g o f th e educatio n syste m mus t allo w fo r a n 
increase i n the bil l eve n though recruit s hav e no t entered . Teachers ear n 
increased remuneratio n throug h seniorit y s o that salarie s an d uni t cost s 
increase a s the teachin g populatio n grow s older . Keepin g costs dow n may 
entail encouragin g earl y retiremen t an d maintainin g a  balanced rati o o f olde r 
to younge r teachers . 

The number s o f teachers leavin g the professio n i s a difficult indicato r t o 
forecast. I n response t o Structura l Adjustmen t Policie s i n man y developin g 
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countries, teachers hav e had thei r wage s cu t an d variou s strategie s hav e 
been devise d t o encourag e the m t o retir e early . Some ma y sta y o n bu t i t i s 
questionable whethe r i n suc h a  climate they , o r ne w recruits , are able t o 
deliver qualit y instruction . 

Box 2 

The Degradatio n o f the Teaching Environmen t 

Cuts in the rea l level of teachers ' incomes resul t i n low moral e i n the 
profession and reduced motivation an d effectiveness, with seriou s 
implications fo r schoo l quality . In addition, teachers ma y be forced t o 
take on secon d jobs o r activities , often leadin g to increase d absenteeis m 
and to reduce d time for preparin g classes, correcting paper s an d bein g 
available for students . The erosion o f income also leads to traine d staf f 
leaving the profession . Scientific, mathematical an d technical subject s are 
particularly affected . 

As a result o f bot h lowe r wages and degradation o f working conditions , 
the attraction o f teaching as a career ha s been considerably reduced . 
UNESCO's Statistical  Yearbook  1991 indicates a  declining proportion o f 
students enrolle d in teacher training at the secon d leve l of education . 
Between 198 0 an d 1989 , enrolment i n teacher training as a percentage 
of total enrolmen t decline d from 7 2 t o 6. 6 pe r cen t i n Africa an d fro m 
4.1 t o 3. 2 pe r cen t i n Latin America. 

An option use d to cu t bac k on teacher cost s ha s been to increas e th e 
proportion o f young, inexperienced an d temporary teachers , with th e 
effect o f reducing the average salary paid . Using untrained teachers i n 
countries where large numbers are already without qualificatio n i s unlikely 
to contribut e t o th e quality o f the system . In Costa Rica , for example , 
better educate d teachers hav e been gradually replace d by aspirants , high 
school graduates without adequat e training . At th e secondar y level , these 
aspirants represented 23. 9 pe r cent o f the teaching force i n 1990 , up 
from 9. 7 pe r cent thre e years earlier . 

Source: Adapted from Reimer s and Tiburcio,1993, pp .45-4 6 

Student-teacher ratio s ar e calculated b y dividin g th e tota l numbe r o f 
students i n a  school o r typ e o f schoo l b y th e tota l numbe r o f teacher s 
teaching them. Increasin g this rati o reduce s overal l costs . I f enrolment s 
increase relativ e t o teache r stock , then mor e student s wil l b e educate d a t 
the sam e cost . A  few student s ca n b e admitte d t o a  class ove r th e norma l 
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maximum, without an y ris e i n costs . Planner s ben t o n maximisin g costs , 
though, nee d t o b e awar e o f th e threat s t o qualit y educatio n i n very larg e 
classes, such a s upwards o f 4 0 students . Financin g the syste m adequatel y 
will therefore als o involv e decisio n makin g that seek s t o minimis e thos e 
threats -  fo r example , expansion o f enrolment s ma y no t necessaril y involv e 
increasing the student-teache r ratio s i n traditiona l classrooms . 

Box 3 

Secondary School Expansio n 

A more radica l approach to achievin g a major expansion i n secondar y 
education woul d be to increas e the use of distance-education method s 
using a combination o f written materials , radio broadcasts an d 
correspondence techniques . A combination o f self-stud y an d radi o 
broadcasts could be supplemente d b y supervise d stud y i n communit y 
centres, secondary schools , tertiary institution s an d extramural centres. 

In countries with lo w progression ratio s to secondar y education , distance 
education coul d b e used to increas e educationa l opportunitie s fo r thos e 
who leave school afte r three years of post-primary education . For the 
unemployed i t coul d be organised on a full-time basis ; for thos e wh o 
work, on a  part-time basis . Governments ma y wish to encourag e th e 
establishment o f private correspondenc e schools . Other option s ar e the 
use of secondar y school s (man y o f which close in the afternoons an d 
evenings) an d the strengthenin g o f continuing education department s i n 
tertiary colleges . 

Source: Worl d Bank , 1993 , p. 104 

Demographic Factor s 

The structur e o f the nationa l populatio n b y age and se x constitute s 
basic dat a tha t an y assessmen t o f th e financin g o f th e educatio n syste m 
must tak e int o account . Thes e statistic s provid e informatio n o n th e siz e o f 
the schoo l ag e populatio n i n differen t ag e ranges . Dynamic factor s ca n alte r 
this structur e s o tha t th e level s o f enrolmen t i n primar y schools , fo r 
example, from on e five-yea r perio d t o another , ma y diffe r considerably . 
Hence, financing th e syste m adequatel y i n one pla n perio d wit h 50 0 
primary schools , may no t necessaril y mea n tha t thi s remain s s o i f birt h 
rates decline . 

Rates o f populatio n growt h ca n kee p planner s abreas t o f ho w enrolmen t 
figures ar e likel y t o change . I f birt h rate s decline , then fiv e o r si x years fro m 
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that date , primary school s wil l hav e a  reduced intake ; twelve year s fro m tha t 
date, junior secondar y educatio n wil l als o suffe r a  similar fate . Buildin g man y 
schools t o accommodat e th e schoo l ag e populatio n no w may  pos e problem s 
five year s later , when expensiv e capita l outla y remain s under-utilise d A  fal l i n 
enrolment doe s no t necessaril y mea n tha t cost s wil l fall , as the sam e numbe r 
of teacher s ma y continu e t o b e employe d an d recurren t expense s i n th e 
form o f electricity , wate r an d buildin g maintenanc e continu e a s before . 

However, the mor e commo n proble m i n developing countrie s i s th e 
continuing hig h rate s o f populatio n growth . Schoo l buildin g i s stil l fa r behin d 
what i s considered necessar y fo r universa l primar y education . An assessmen t 
of whethe r th e syste m i s being adequatel y financed  mus t conside r no t onl y 
those enrolle d bu t als o th e exten t o f th e shortfal l i n provision . 

Migration trend s cal l int o questio n th e heav y investmen t b y government s i n 
all level s o f education . Emigratio n o f highl y educate d manpowe r represent s 
significant losse s i n terms o f mone y investe d i n peopl e an d th e potentia l 
benefits the y coul d hav e brough t t o thei r countr y a s a resul t o f thei r 
advanced training . 

Box 4 

Education and Development -  Emigratio n 

A widespread respons e to hig h unemployment an d lo w income level s i n 
the Caribbean ha s been emigration. In recent decades , the proportio n o f 
the Caribbean populatio n voluntaril y emigratin g each year ha s been 
higher than that o f any of the region s of the world . While man y migrant s 
are very young, much of this emigration ha s been concentrated amon g 
the mos t highl y traine d segment s o f the population . In Jamaica, for 
example, between 198 0 an d 1986 , the los s of skille d labour throug h 
emigration was equal to hal f the graduates produce d by nationa l trainin g 
institutions ove r tha t perio d i n the respectiv e disciplines . A consequenc e 
of such high levels of emigratio n i s lower socia l rates of return t o 
investment i n education an d training. To a certain extent , local deman d 
for education an d training in the Caribbea n i s linked to anticipate d 
labour marke t opportunitie s i n North America . Hence, an important issu e 
facing most Caribbea n governments ami d such high emigration i s the 
appropriate mi x of financing for huma n capita l investments , especially a t 
the post-secondar y educatio n level , given that individua l returns on suc h 
investments ofte n significantl y excee d those accruin g to th e state . 

Source: World Bank , 1993 , p. xv 
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Student enrolmen t an d performanc e b y geographic are a i n developin g 
countries sho w marke d difference s betwee n urba n an d rura l communities . A 
certain minimu m guarantee d enrolmen t i s necessar y t o justif y th e cost s o f 
building a  secondary school , so urba n area s tend t o hav e bette r provision . 
The cost s ar e highe r tha n fo r primar y school s becaus e o f th e specialise d 
curricula needin g highe r pai d subjec t teacher s an d a  variety o f resources . 
Unit cost s ar e also highe r i n rura l area s where th e teacher-pupi l rati o ma y b e 
lower tha n tha t i n the urba n environment . 

Activity 3 

Student performance  in  rural  schools  tends to be  lower  than that  of  students 
in towns.  Consider the following scenarios  in relation to  what  obtains  in  your 
own country: 

• A  dearth  of  highly  qualified secondary  school teachers; 

• A  high  percentage of student  unpunctuality  and  irregularity; 

• High  opportunity  costs; 

• The  curriculum in many rural areas  offers  agricultural  courses,  but there  is 
low enrolment and a  high  failure rate. 

Make a  case  for adequate  financing  of  rural  education  in  your country  and 
identify relevant  organisations that  may  be  of help. 

Equity 

Equity consider s whethe r al l student s ar e bein g treated fairl y i n the system . 
Financing the educatio n syste m adequatel y involve s analysin g th e 
experiences o f differen t socia l groups . Just a s rura l student s ma y suffe r 
inequities, so too migh t socia l groups tha t diffe r becaus e o f gender , religion , 
ethnicity o r som e typ e o f handicap . I n man y developin g countrie s female s 
were admitte d lat e int o educatio n an d i n som e countrie s the y ar e stil l 
excluded fo r variou s reasons . Yet i t ha s bee n show n tha t th e benefit s tha t 
accrue fro m expandin g female enrolment s fa r outweig h th e increase d 
expense. 
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Box 5 
Female Literacy and Developmen t 

Increasing national an d internationa l concer n over the persistenc e o f 
female illiteracy ha s been due i n part t o th e stead y accumulatio n o f 
research on it s many differen t implication s fo r th e processe s of socia l 
change and economic development . Beside s a focus on the vita l rol e tha t 
women play i n agriculture an d rural development i n many countries , 
attention ha s also focused on the implication s o f female illiterac y fo r 
population growth an d health , and on the relationshi p betwee n th e 
mother's literac y an d education o f the child . I n the latte r connection , the 
idea o f 'famil y literacy ' ha s been gaining ground i n some countries wit h 
the realisatio n tha t mos t children spen d more time i n their year s up t o 
adolescence with thei r family , and especially thei r mother , than wit h an y 
other educationa l 'medium ' including school , and that i f children hav e 
difficulty i n reading it i s often becaus e thei r mother s do too . I t ha s been 
said that th e family i s 'the world' s smalles t school' . 

Source: UNESCO, 1993 , p.2 8 

Many developin g countrie s ar e ethnicall y divers e an d th e planne r mus t b e 
especially vigilan t i n ensurin g tha t th e educatio n syste m i s no t inadvertentl y 
favouring one socia l group ove r another . Thi s i s a complex scenario , 
particularly whe n internationa l standard s an d indicator s ten d t o discriminat e 
among the variou s sector s o f a  population. One cas e i s the definitio n o f 
literacy. 
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Box 6 
Equity and Linguisti c Diversit y 

Since the celebration o f Internationa l Literac y Yea r (1990 ) an d th e 
holding of the World Conference on Educatio n for Al l (Jomtien , 1990 ) 
there has been a greater awareness of the whol e complex o f cultural , 
social and economic factor s associated with th e persistenc e o f illiterac y 
in both develope d and developing countries. The question o f languag e is 
becoming recognised as central. National literac y goals cannot b e 
defined i n a meaningful way without explici t referenc e t o th e languag e 
(or languages ) i n which the literac y i s to b e acquired. 

International indicator s o f linguisti c diversit y hav e not ye t bee n 
developed; not al l national censuses collect th e basi c information . The 
two region s -  sub-Sahara n Africa and Southern Asia -  whic h have the 
highest concentrations o f illiteracy bot h hav e very complex languag e 
situations, although i n every regio n there are countries wher e th e 
population need s to acquire a n understanding of mor e than one 
language in order to cop e with the demands o f daily life . Indeed, it no w 
appears tha t the whole question o f illiteracy a t the global leve l is 
entangled with tha t o f learning a second languag e sinc e the majorit y o f 
countries i n the world ar e not monolingual , and a majority o f the world' s 
population live s in a relatively smal l number o f very populou s multilingua l 
countries wher e the opportunities t o becom e literat e i n the mothe r 
language are unevenly distribute d amon g the differen t languag e groups . 

It i s estimated tha t ther e are over 6,00 0 differen t language s in th e 
world, but man y of them -  rar e flowers o f huma n thought -  ar e dying 
out. Only 1 2 are estimated to hav e around 10 0 millio n o r mor e speakers . 
. . . Mor e than hal f the world' s language s ar e concentrated i n only 7 
countries -  Papu a New Guinea (850) , Indonesia (670) , Nigeri a (410) , 
India (380) , Cameroon (270) , Australia (250 ) an d Mexico (240 ) . . . 
Another 1 5 countries each harbour mor e than 10 0 differen t language s 
(Zaire, Brazil, Philippines, former USSR , Malaysia, United State s o f 
America, China, Sudan, Vanuatu, Central African Republic , Myanmar an d 
Nepal). Bilingualism i s common i n a majority o f these countries, and fo r 
significant part s o f the populatio n i n some of them literac y i s only 
feasible in  a  second language because the mothe r languag e ha s no 
established orthography o r written material . The gradual sprea d o f 
literacy throughou t th e South , therefore, has required a  degree o f 
cultural flexibility an d tolerance tha t statistic s o f literac y d o no t measure . 

Source: UNESCO, 1993 , pp .25-2 7 
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Efficiency considerations 

All th e indicator s an d categorie s liste d abov e hav e an efficienc y component . 
Efficiency describe s a  relationship betwee n th e cost s o f input s an d output s 
(the desire d goals an d outcome s o f th e system) . A projec t i s efficient i f i t 
produces benefit s o r gain s enoug h t o justif y th e capita l outlay . There ar e 
two concept s whic h nee d t o b e examine d i n relatio n t o efficienc y an d 
education. 

Internal efficienc y o f educatio n -  thi s i s a  measure o f ho w a  given 
investment i n education improve s th e qualit y o f a n educationa l outcome . 
Any investment , b e i t remedial , teacher trainin g o r curriculu m reform , shoul d 
result i n qualit y learnin g or improve d output s fro m th e system . Hig h 
repetition an d dro p ou t rate s sugges t wastag e an d a  low interna l efficienc y 
of education . 

Box 7 

Hypothetical Example : Literacy Programme Cost s vs Benefits 

We wish to ascertai n the benefit s and costs associate d with thre e 
strategies for improvin g adult literacy : 

1. Standar d classroom approach with 2 5 - 3 0 student s pe r teache r fo r 
2-hour classes , three times a  week; 

2. Self-instructio n wit h technologica l aids , for example , cassettes, 
programme texts and standard classes once a  week; 

3. Thre e standard classes per week as well as one remedia l sessio n wit h 
no more than 5  students . 

The following table show s the hypothetica l benefit s i n monetary term s 
that shoul d accrue for eac h of the groups . 

Strategy Cost s Benefit s C/ B 

1. $200,00 0 $250,00 0 0.8 0 

2. $150,00 0 $125,00 0 1.2 0 

3. $350,00 0 $420,00 0 0.8 3 

In order t o conside r an y particular programme , the benefit s mus t a t leas t 
be equal to th e costs . Of the three , the self-instructio n strateg y ha s a 
cost-benefit greate r tha n unity , meaning that cost s excee d benefits . 

Source: Adapted from Levin , 1983, pp. 22 -25 
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External efficienc y o f educatio n -  thi s i s a  measure o f ho w investment s i n 
the educatio n o f a n individua l ca n resul t i n increase d incom e o r earning s t o 
the individual . 

Cost benefi t an d cos t effectivenes s analysi s ar e ways o f verifyin g efficiency . 
In cos t benefi t analysi s a n attempt i s mad e t o evaluat e variou s alternative s 
or innovation s b y comparin g thei r cost s an d benefits , measure d i n monetar y 
terms. 

Activity 4 

• Attempt  to  identify  the  costs associated with each strategy. Costs  include 
all the  resources that  are  used to carry out  an  activity, even if  they  are 
difficult to  quantify The  third strategy  is the most costly Suggest  why  this 
might be so. 

• Consider  how we may be able to assess benefit,  i.e. literacy gains in this 
case, so that we  can convert benefits to monetary  gains, to compare costs. 
How may pecuniary benefits accrue to an  individual from improved  literacy? 

Cost effectiveness , o n th e othe r hand , has certai n outcome s o r goal s i n 
mind, and wil l evaluat e differen t alternative s alon g two measure s -  thei r 
costs an d thei r effect s i n producin g th e targete d outcome s o r goals . Th e 
innovation t o b e adopted woul d b e th e on e tha t ca n produc e th e desire d 
outcomes a t a  competitive price . 
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Box 8 
Table 3.2. Hypothetica l Example : Remedial Maths Programme: 
Costs vs Effectiveness 

The table below summarise s costs and effectiveness dat a fo r fou r remedia l 
maths programme s tha t ar e being considered. To obtain dat a o n 
effectiveness ther e mus t b e a control group where n o treatment i s bein g 
given so as to compar e achievemen t (o r effectiveness ) amongs t th e 
different groups . 

Method 

1. Smal l groups working with a special tuto r 

2. IPI - individuall y programme d instruction i n 
which the student works at his own pace in 
a special resource room with individualise d 
materials and co-ordinato r 

3. CAI - compute r aide d instruction, includes a 
10-minute sessio n of dril l and practice in 
arithmetic concepts , problems and operations 

4. Peer tutoring in which older student s spen d 
30 minutes a day tutoring those needin g 
remediation 

Source: Adapted from Levin , 1983, pp.19-

Cost pe r 
student 

$300 

$100 

$150 

$50 

21 

Effectiveness 
(test score) 

20 

4 

15 

10 

C/E 

$15 

$25 

$10 

$5 

Activity 5 

• Suggest  the items in each method that contribute  to  the  costs shown. 

• Which  approach is  the most effective as determined by test scores? 

• Which  approach is  most cost-effective? 

• What  is  the important point  here  for those  who have to  finance the  system? 

• For  a context that you describe,  explain  which of these  methods or 
combination of  methods you would  choose. 

• It  is  said of this  method that it  does  not  allow the planner to make an 
overall determination of whether a programme is worthwhile in the sense 
that its  benefits exceed its costs. What does this  mean? 

Both cos t benefi t an d cos t effectivenes s analyse s ar e valuabl e tool s fo r 
those concerne d wit h financin g the educatio n syste m a s efficiently a s 
possible. Boxe s 9  an d 1 0 provid e evidenc e relevan t t o assessment s o f th e 
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internal efficiency o f the education system. Activities 6,7 , and 8  examine 
various aspects of the interna l efficiency o f education. 

Box 9 

Table 3.3. Internal Efficienc y a t th e Firs t Leve l of Educatio n i n 

Countries (1990 ) 

Country 

Burundi 
Lesotho 
Haiti 
Trinidad & 
India 
Denmark 
Switzerland 
Tonga 

Percentage of 
repeaters 

22 
22 
13 

Tobago 3 
4 
0 
2 
4 

New Zealand 3 

Percentage 
Grade 2 

89 
85 
80 

100 
92 
99 

100 
100 
99 

Source: UNESCO , 1993, pp.132-3 5 

of the 1989 cohort 
Grade 4 

77 
73 
5S 
89 
68 
99 

100 
93 
97 

Selected 

: reaching Coefficien t 
Final grade o f 

efficiency 

77 
50 
39 
89 
62 
99 

100 
92 
97 

0.70 
0.54 
0.53 
0.92 
0.74 
1.00 
1.00 
0.90 
0.96 

Activity 6 
• The  table is actually charting two indicators contributing  to internal 

efficiency in education. 
What are they? 
What implications are there for the financing of education? 

• Which  countries  are  maximally efficient at  the  primary level of education? 
What are the factors that probably contribute to  this? 

• Consider  your own country -
(a) What  is the coefficient of efficiency where primary education is 

concerned? 
(b) What  are the likely factors responsible for this  level of efficiency? 
(c) Are  there equity considerations in  the way the two indicators seem to 

be distributed among different social groups and different types of 
schools? 
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Activity 7 
Enrolment in  and costs  of different  curriculum  areas 

These indicators  allow the planner to fine-tune the  financing of  the  system. 

• Collect  statistical data  for your country  for the  last 5  years on enrolments 
and relative costs of different  curricular  areas  at secondary  school. 

• Examine  this data to  determine if there  are trends that have  resulted in 
inefficiencies, i.e.  curricula which  may be too costly given enrolments or 
other factors. 

• Consider  whether there may be equity considerations in how enrolments are 
distributed among  the different curriculum areas at secondary  level. 

• Justify  recommendations for adequate  levels of  financing to  maintain  and 
improve the education system. 

Box 10 
Table 3 .4 . Proportio n o f Caribbea n 
Passes in CXC* (1990 ) 

Territory Nos 
5 + 

Anguilla 
Antigua/Barbuda 
Barbados 
Belize 
British Virgin Is. 
Dominica 
Grenada 
Guyana 
Jamaica 
Montserrat 
St Kitts-Nevi s 
St Lucia 
St Vincen t 
Trinidad & Tobag o 
Turks & Caico s 
Total 

gaining 
passes 

5 
59 

386 

49 
4 

S6 
46 

182 
1,228 

16 
S3 

189 
81 

2,555 
3 

4,912 

*Caribbean Examination s Counci l 
Source: World Bank, 1993, p. 251 

Secondary Student s Gainin g 5 + | 

Total entr y 

90 
728 

5,184 

1,482 
168 
780 

1,401 
6,210 

22,229 
152 
548 

1,607 
1,423 

27,694 
146 

69,842 

Percentage gaining 5 + 
passes by country 

5.6 
8.1 
7.4 
3.3 
2.4 
7.2 
3.3 
2.9 
5.5 

10.5 
9.7 

11.8 
5.7 
9.2 
2.1 
7.0 
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Activity 8 
• What  is the main point being made about the efficiency of education? 

Suggest the  factors that  may  be responsible for this kind of outcome. 

• If  you were a member of a team responsible for the financing of the 
education system in  your country what are some of the alternatives  and 
decisions that  you may  have to consider in trying to correct inefficiencies 
like this and at the  same time maintain equity and quality? 

Summary 

To determine whethe r th e education syste m i s being adequately financed 
requires an in-depth knowledg e o f both th e economics o f education, as well 
as the factors tha t resul t i n good pedagogy . Indicator s suc h as student 
enrolment, teache r supply , demographic factors , equit y an d efficiency al l 
represent area s of concern wher e ther e i s a continual struggl e t o balanc e 
economies wit h qualit y teachin g and learning. These indicator s provid e a 
wide rang e of information o n which planner s can exercise judgements abou t 
which aspect s ar e being adequatel y financed  an d which are not. If qualit y 
education canno t b e delivered a t present level s of financing,  the n w e must 
examine how we actually rais e the funds to see if we can increase financing 
and qualit y a t the same time . 

SECTION 2 

Overview 

Modules 1  and 2, as well as Section 1  of this module , consistently portra y 
education a s being in a beleaguered position . I t appears to be hemmed in 
by sever e financial  constraints , especiall y i n regard to structura l adjustmen t 
policies an d very hig h recurren t costs . At the same time, the populations i n 
developing countries continu e t o make heav y socia l demand s o n the 
education syste m -  t o expand provision , to increase access , to improv e 
quality an d to promote efficiency . 

Even amidst th e failed experiments , suc h as those i n specialised technical -
vocational training , the swelling of the ranks of the educated unemployed , 
and hig h wastag e and repetition rates , both government s an d private 
citizens remai n convince d tha t educatio n i s a valuable and necessary asse t in 
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the improvemen t o f th e qualit y o f lif e bot h nationall y an d personally . Give n 
these factors , the questio n tha t polic y maker s i n education an d financ e 
should b e addressing i s -  ar e we really raisin g the mone y i n the bes t way ? 
In other words , i f we can rethin k ho w w e sourc e an d allocat e fundin g fo r th e 
system, i t i s possible tha t w e can com e u p wit h way s tha t may  promot e cos t 
recovery an d cos t sharin g and stil l maintai n equity , efficienc y an d quality . 
Section 2  o f thi s chapte r closel y examine s th e cas e for diversificatio n i n th e 
financing o f differen t level s o f education . 

Objectives 

At th e en d o f Sectio n 2 , the participant s shoul d b e abl e to : 

1. Distinguis h betwee n th e socia l an d privat e rate s o f retur n t o education ; 

2. Identif y method s t o distribut e th e cost s o f educatio n mor e equitably ; 

3. Justif y recommendation s o f cos t sharin g in educationa l investments ; 

4. Evaluat e th e possibilitie s an d limitation s o f educationa l financin g 
alternatives. 

The cas e for sharin g the burden s o f educationa l cost s rest s o n empirica l 
evidence tha t th e benefit s tha t accru e fro m educatio n ar e greate r fo r th e 
private citize n tha n fo r th e state , which usuall y finance s th e educatio n i n th e 
first place . 

Box 11 

Private and Socia l Rates of Return to Educatio n 

The private rat e of return i s consistently highe r than the socia l rate o f 
return. The privat e returns t o primar y educatio n ar e by and large well i n 
excess of 1 5 pe r cent , and may be as high as 50 pe r cent . I n the case o f 
secondary an d higher education , estimates of private rates of retur n ar e 
also high , usually wel l in excess of 1 0 to 1 2 per cent , and often a s high as 
30 t o 4 0 pe r cent . 

Thus, for th e individua l studen t o r family , education i s usually a  highly 
profitable persona l investment . The expected benefit s mor e tha n 
compensate fo r the burde n of high costs, including earnings foregone . 
The fact tha t th e socia l rate of return i s always lower than the privat e rat e 
of return indicate s tha t educatio n i s highly subsidise d and that th e extr a 
taxes paid by the educate d do no t compensat e fo r thi s subsidy . 

Source: Psacharopoulos an d Woodhall , 1985 , p. 117 
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Activity 9 
Which of the following indicators refer  to (a)  social  rates of return to 
education and  (b) private  rates of return to  education: 

• increased  labour productivity; 

• reduced  birth rate; 

• environmentally  sustainable economic activities; 

• increased  earnings? 

Investigate at least  one method by which social and private rates of return are 
calculated. 

The private rates  of return to  secondary and tertiary education are less than 
that to primary education. Suggest  reasons why  this does not discourage 
enrolments in secondary and tertiary education. 

Since the private rates of return are much higher than the social rate of 
return, what  alternatives can  you suggest to  distribute the burden of costs on 
those who benefit the most? 

Developing countries have  begun to  experiment with different methods  of cost 
recovery and cost sharing, but  to date much of this effort has been in tertiary 
education. 

• Suggest  reasons why  the state has  been more ready to cut back its direct 
involvement in the financing of tertiary education than  in that of  primary 
or secondary education? 

• Of  the 6 potential  sources of  revenue listed below, which  are the ones more 
likely to be targeted to contribute to tertiary financing, or  to increase their 
contribution: parents,  students, taxpayers, tertiary educational institutions, 
business partnerships,  community  based organisations? 

• Can  you suggest any other form of income generation that  will  help to 
share costs in tertiary education? 

Box 1 2 list s som e o f the mor e widesprea d innovation s bein g undertake n a t 
the tertiar y leve l a s cost recover y an d financia l diversificatio n measure s i n 
both develope d an d developin g countries . 
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Box 12 

Examples of Financia l Diversificatio n 

• a n increase i n the shar e of costs borne b y student s an d thei r familie s 

• increase d reliance on loans as a form o f studen t support , i n 
conjunction wit h o r instea d o f grant s 

• fee s for shor t course s o f 'continuing ' or 'recurrent ' education , usually 
at ful l cos t 

• employe r sponsorshi p o f student s o r trainee s 

• endowment s o f institutions , staf f o r hall s of residenc e by industry , 
commerce o r philanthropist s 

• researc h grants and contract fro m researc h councils , government 
departments an d industry an d commerc e 

• consultanc y an d sale of educational an d research service s 

• sal e of othe r goods an d services , for example revenues fro m 
conferences and vacation lettings o f studen t accommodation , hiring o f 
equipment an d laboratories, science, parks etc . 

• gift s an d endowments b y alumn i 

• th e establishment and growth of private institutions o f higher education. 

Source: Adapted from Woodhall , 1994 , pp. 4 - 5 

Activity 10 
1. Why  have  governments been so directly involved  in bearing  the  costs  of 

tertiary education  in  developing countries in the past? 

2 . How  may questions of equity  efficiency  and quality  be  affected by  a 
greater cost  sharing with  the private  sector? 

3. Examine  any institution of  higher  learning in  your country to  determine 
what cost  recovery or financial diversification  alternatives  are  being 
considered or have  been put in  place? 

4. Loans  are deferred  payments that  are  advantageous  to  the  lower  income 
student In  the  past, governments  have not been  able to  recover  much of 
this subsidy What  factors  have  prevented the smooth  working  of this 
scheme? How can it  be  re-organised and  be  made  more  efficient? 

5. Reforms  in education are  described  as competitive, finance or  equity 
driven. How  would  you ensure  that finance  driven  reforms continue to 
uphold equity? 
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The diversificatio n o f educationa l financin g i s muc h les s apparen t a t th e 
secondary level , and eve n les s s o a t th e primar y level . The growt h o f privat e 
secondary schools , especially thos e ru n b y religiou s boards , the link s forge d 
with community-base d organisation s an d parent-teache r effort s a t 
fundraising ar e som e o f th e way s i n which financing o f secondar y educatio n 
is being gradually diversified . 

One o f the mos t comprehensiv e measure s t o b e suggeste d i s a change i n 
the educationa l managemen t o f secondar y schools , i.e . the polic y optio n o f 
decentralisation. I n the interest s o f efficienc y i t i s fel t tha t decision-making , 
especially abou t us e o f resources , should b e locate d close r t o schools . 

Box 13 
Secondary School s and Decentralisatio n 

While there are merits to th e optio n o f decentralising educationa l 
services, it i s important t o recognis e tha t th e option s cove r a  range o f 
shades from blac k to white . The centralis t traditio n include s th e 
education system s of the Prussia n state, reflected in the curren t Germa n 
system, France and Japan. The two bes t examples of the decentralise d 
tradition ar e the education system s of the Unite d Kingdo m an d th e 
United States . 

Recent review s of decentralisatio n policie s argue for th e nee d t o 
differentiate betwee n macro and micro levels of analysis of decentralisation: 
'confusion betwee n these two level s is what accounts fo r the iron y o f th e 
two mos t decentralise d educationa l prototypes , the U S and the UK , 
advancing on the on e hand towards greater centralisatio n o f thei r 
systems with a  renewed emphasis on nationa l standards , a nationa l 
curriculum an d national testing , in the nam e of efficiency , whils t o n th e 
other han d experiencing strong decentralising and privatising pressures, 
namely i n the choic e movemen t an d its offshoots . There i s a lesson fo r 
the Thir d World i n the differenc e betwee n the two level s and th e 
requirements o f efficiency' . Cumming s and Riddell , 1992 , p.4 5 

Source: Reimers and Tiburcio, 1993 , pp .63-34 . 
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Activity 12 

1. What  is  the 'choice'  movement?  How is  it related  to  diversification  of 
educational financing? 

2. What  implications  are  there  for equity  in  a decentralised  system? 

3. If  there  is  a role  for the  Ministry  of  Education  in  decentralisation, what 
aspects of governance do you believe  can be  successfully decentralised? 

4. What  roles  do you see  teachers, principals  and  school  supervisors playing 
in a decentralised  system? 

5. The  central  focus in  the decentralisation  of  schools  is to improve  efficiency 
through school  autonomy. What  implications  are  there  for the 
diversification of  educational  financing? 

Primary education , on th e othe r hand , has bee n leas t affecte d b y debate s 
and reform s i n the publi c financin g o f education . 

Activity 13 
• Given  that in  many developing countries UPE has  still not  been  achieved, 

why is there a reluctance  to  shift  the  financing of  the  system to the  private 
sector? 

• Investigate  the nature  of  provision and access  to  Early  Childhood  Care  and 
Education in  your country  How  does it compare  with  primary education? 
How is  early childhood  education  financed? Can  you account  for the 
differences between the financing of  early  childhood  and  primary 
education? 

Summary 

In Section 1 , we examined th e performanc e o f th e educatio n syste m throug h 
indicators o r descriptor s whic h identifie d importan t informatio n abou t flows , 
distributions an d stock s i n the system . In turn , these gav e clue s abou t equit y 
and efficiency i n education . I f the latte r ar e two primar y goal s o f th e 
education system , then th e financin g o f th e syste m mus t b e organise d t o 
support thos e goals . Hence , to th e polic y maker s i n education an d finance , 
indicators ar e vita l i n giving an overal l pictur e o f ho w th e syste m i s working. 
In times o f financia l stringenc y i t i s especially importan t tha t polic y maker s 
and planner s ar e vigilan t i n ensurin g tha t th e syste m i s bein g finance d 
adequately an d appropriately . 
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In Section 2  th e issu e o f th e diversificatio n o f educationa l financin g wa s 
raised. The continuin g hig h socia l deman d fo r educatio n withi n a  context o f 
structural adjustmen t ha s forced government s t o admi t thei r limitation s i n 
financing primary , secondar y an d tertiar y educatio n solel y fro m publi c funds . 
There i s now a  move underwa y t o ensur e tha t thos e wh o benefi t th e mos t 
from education , especially tertiar y education , are mad e t o pa y mor e o f it s 
costs. I n addition, institutions o f highe r learnin g are explorin g man y avenue s 
to ear n additiona l funding . While suc h innovation s ar e slo w t o mak e a n 
appearance i n secondary an d primar y education , i t i s inevitable tha t privat e 
financing wil l mak e a  greater contributio n t o thes e level s o f th e syste m 
before long . The questio n alway s remain s whethe r thes e change s i n th e 
financing o f educatio n wil l resul t i n greater chance s o f equity , efficienc y an d 
quality i n education . 

Activity 1 4 

Wrap-up: discussion and extende d reflectio n 

Now that you have completed the module: 

1. Attempt  to  draw up a list of  the pros and cons of  cost recovery measures; 

2. Examine  and comment on the issues inherent  in the extract in Box 14. 

Box 14 

Equity and Educational Financin g - Buildin g National Commitmen t 
to Equity 

Many developin g countries mus t strengthe n thei r nationa l commitmen t 
to distributin g centra l government fund s through a  system that explicitl y 
favours schools i n disadvantaged communities . Many countrie s allocat e 
national funds for primar y school s equall y o n a  per capita basis , without 
taking into accoun t differences i n community need s and resources . The 
systems in other countrie s demonstrate pervers e biases . For example, in 
some countries th e allocation s pe r studen t ar e lower i n rural areas, 
particularly i n poor regions , than in urban areas. Even within citie s som e 
districts (suc h as slums) ar e grossly disadvantaged . 

The nationa l government obviousl y play s a  central rol e i n reducin g 
educational inequality . I n some countries tha t ar e taking greater 
advantage o f loca l financing, it shoul d help keep inequality fro m 
worsening, and i n countries wit h highl y decentralise d educationa l 
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systems, it shoul d encourage equity . Solving the equit y proble m require s 
reducing or eliminating the advantage associate d with a  higher tax base . 
In effect, this mean s redistributing tax money i n one form o r anothe r 
from high - t o low - incom e communities . That task , which i s not a n easy 
one, requires consensu s building and can only b e undertaken b y th e 
national government. Consequently , the nationa l government mus t 
commit itsel f to developin g and implementing an adequate syste m o f 
resource allocation tha t i s consistent wit h th e nationa l definitio n o f 
equity. A vigorous campaig n to mobilis e loca l resource s means that th e 
central government mus t play a  stronger rol e i n redistributing th e 
resources tha t financ e education. 

Source: Lockheed, M and Verspoor, A, 1991 , p.202 
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MODULE 4 
Budgeting and negotiating 

Overview 

The budgetar y proces s underlie s most , i f no t all , aspects o f th e governmen t 
of a  country. Planner s an d polic y maker s i n Ministrie s o f Educatio n mus t 
therefore b e thoroughly conversan t wit h th e procedure s associate d wit h 
national budgetin g s o that the y ca n mak e a  better cas e i n claimin g resource s 
from th e centra l government . Thi s modul e provide s a n insigh t int o th e 
budgetary process , especially th e thinkin g underlyin g the formulatio n o f 
sectoral an d nationa l budgets . 

Objectives -  th e participan t shoul d b e abl e to : 

1. Distinguis h betwee n busines s budget s an d budget s o f nationa l 
governments; 

2. Trac e the evolutio n o f th e budge t proces s i n the Commonwealth ; 

3. Identif y th e differen t approache s t o drawin g u p a  budget ; 

4. Explai n the justifications mad e abou t allocation s i n the nationa l budget ; 

5. Outlin e th e criteri a necessar y fo r investmen t i n education ; 

6. Calculat e uni t cost s a s par t o f th e budgetar y process ; 

7. Improve negotiatin g skill s a s par t o f th e budgetar y process . 

W h a t i s a budget ? 

A budge t i s a  document whic h outline s i n a  systematic wa y the income s an d 
expenditures o f a n individual , a firm o r a  national government , fo r a  given 
period o f time . Usuall y i t i s drawn u p a s a  forecast o f th e expecte d incom e 
and propose d spendin g pattern s tha t ar e likel y t o occu r durin g the specifie d 
period. To draw u p a  budget, i t i s considered almos t mandator y tha t th e 
performance o f th e previou s budge t b e considered . This certainl y help s i n 
drawing up a  budget tha t reflect s a s accurately a s possible up-to-dat e 
income an d expenditur e trends . I n effec t then , the budge t become s a  pla n 
on whic h t o mode l th e financia l affair s o f a n individual , a firm o r th e nationa l 
economy i n the shor t ter m -  usuall y abou t on e year . 

Unlike i n the cas e o f individual s o r eve n nationa l governments , i n busines s 
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there i s a strong direc t relationshi p betwee n incom e an d expenditure . Firm s 
spend mone y t o mak e money . Hence , expenditure i s only undertake n fo r th e 
purpose o f generating income . Nationa l governments , on th e othe r hand , 
are no t profit-seekin g organisations . Thei r revenue s an d expenditure s ar e 
independent. Government s develo p revenu e budget s fro m thei r estimatio n 
of ho w muc h incom e the y wil l collec t throug h taxes , customs an d excis e 
duties, loans an d othe r devices . Based on this , they develo p expenditur e 
budgets i n accordance wit h th e majo r projects , plan s an d philosoph y o f th e 
government i n power . 'Balancing ' the budge t i s a  similar concern , albeit a t 
different scales , to tha t o f persona l an d nationa l budgeting . 

What i s the 'Appropriation s Bill? ' 

The bi d b y publi c servant s t o spen d governmen t revenue s i n variou s way s 
has to b e approve d b y legislativ e bodies . Ever y yea r th e Financ e Ministrie s 
of centra l government s presen t thei r revenu e an d expenditur e budget s a s an 
Appropriations Bil l t o Parliamen t fo r scrutin y an d debate . Th e 
Appropriations Bil l establishe s fixe d dolla r amount s fo r variou s ministrie s 
and project s t o achiev e th e objective s o f governmen t fo r tha t year . When i t 
is passed, authorisation i s obtained t o spen d taxpayers ' mone y fo r th e 
public good . 

Like those o f a n individual , government's revenue s ar e o n th e whol e limite d 
and fixed fo r selecte d periods . Lik e a monthly paycheck , taxe s o r custom s 
duties canno t b e increase d i n the shor t ter m t o compl y wit h an y increasin g 
need b y th e governmen t fo r mor e money . Hence , i t i s absolutel y necessar y 
that assiduou s car e and attention b e given i n forecasting revenue s realistically , 
otherwise th e 'balance ' o f th e budge t ma y b e compromise d an d deficit s ma y 
occur. 

The 'Budget' , then , i s the fundamenta l organisin g framewor k fo r th e nationa l 
government. Onc e th e budge t ha d passe d int o law , its integrit y i s 
guaranteed b y variou s control s an d mechanisms . Fo r example , the power  of 
virement, i.e. the righ t t o mov e funds fro m a n ite m t o whic h i t ha s bee n 
assigned t o anothe r item , can only b e given b y a n Act o f Parliament . Mos t 
importantly, th e succes s o f a  budget (ofte n i n hindsight ) i s a  particularl y 
powerful commen t o n th e abilit y o f the governmen t t o manag e th e affair s o f 
the country . Factor s suc h a s the stewardshi p functio n o f government , th e 
'fixed' natur e o f revenue s an d th e politica l implication s o f bot h mak e th e 
national budge t th e mos t importan t singl e ac t o f governmen t i n an y year . 
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Historical developmen t o f ' th e budget ' 

Commonwealth countrie s hav e inherite d a  legacy o f governanc e structure s 
which includ e th e cycle s an d procedure s surroundin g th e formulatio n o f 
annual budgets . The specifi c name s o f the variou s ministrie s an d 
governmental bodie s may  diffe r bu t th e basi c functionin g o f th e syste m 
remains remarkabl y similar , especiall y i n the smalle r Commonwealt h 
countries. Bo x 1  outline s th e antecedent s o f the 'budget ' i n the Unite d 
Kingdom. While i t illustrate s th e simplicit y wit h whic h th e budge t wa s 
conceived, there ar e certain trend s whic h hin t a t ho w importan t thi s devic e 
was to becom e i n the nationa l economy . 

Box 1 
The Historica l Development o f the 'Budget ' 
Until the time o f James I I (1685-8) , th e actua l business o f governmen t 
was carried on directl y b y the King , and the expenses were met partl y 
from hi s hereditary revenue s (fo r exampl e from Crown lands) an d partl y 
from certain taxes (fo r exampl e customs duties) whic h Parliament vote d 
to hi m for lif e a t the beginnin g of each reign. If expenditure looke d lik e 
becoming too grea t t o b e me t from these sources , the Kin g would ask 
Parliament t o vot e him an additional 'supply' ; having done so , Parliament 
would then consider th e 'way s and means ' of raising the money , and 
would impose suc h taxes as were necessary fo r th e purpose . I t i s in 
accordance with thi s ancien t usag e that th e Hous e of Commons stil l sit s 
as 'Committee o f Supply ' when i t debate s the government' s spendin g 
plans, i.e. the 'Suppl y Estimates' , and as 'Committee of Ways and Means ' 
when i t discusse s tax proposals . Since the King' s needs for additiona l 
supply arose at irregula r intervals , while the ordinar y busines s o f 
government wa s regarded a s his own affai r rathe r than Parliament's , ther e 
was no occasion for regula r annua l budgets ; indeed, the wor d Budget ' 
was not use d in anything like its modern sens e unti l 1733. 1 

After th e Revolutio n o f 1688 , and stil l more after the accession o f 
George I  in 1714 , the politica l predominanc e o f Parliament le d i t t o exer t 
closer financial  contro l ove r the administration . Most o f the cos t o f civi l 
government wa s stil l me t from the King' s lif e revenues (th e 'Civi l List' , as i t 
was called), but from 168 9 onward s th e countr y wa s involved in a long 
series of wars with France , which caused military expenditur e t o rise 
greatly; this require d annua l votes o f suppl y and the annua l imposition o f 
taxes, so that i t soo n became customary fo r minister s t o dra w u p 
statements o f the year' s revenu e and expenditure fo r submissio n t o 
Parliament. Wars were financed by borrowing as well as taxation; the 
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National Debt , beginning in 169 4 a t 1. 2 millio n pounds , had grown t o 
213 millio n pound s b y 1783 , and the interes t o n i t becam e a  major ite m 
in government s outgoings. To repay the deb t mean t runnin g a surplus o f 
revenue over expenditure , while to incu r a  wartime defici t mean t 
obtaining Parliamentary authorit y fo r additiona l borrowing ; in either case , 
a budgetary statemen t wa s necessary t o explai n and justify th e 
government's financia l programme. By the time o f the younge r Pit t (Prim e 
Minister fro m 178 3 t o 1801 , and again from 180 4 t o 1806 ) th e Budge t 
had become wel l established as a part o f the routin e o f Parliament . 

Pitt introduced th e principl e o f the 'Consolidate d Fund ' - tha t is , of 
having a single centra l accoun t int o which al l receipts ar e paid and from 
which al l expenditure i s met. Before then , severa l departments ha d bee n 
directly receivin g the proceed s o f taxes which were 'earmarked' for them , 
and had made their ow n arrangements fo r disbursement s -  a  system 
which made i t difficul t t o impos e an y kind of centra l control , as well as 
creating many opportunities fo r th e misus e of funds b y minister s an d 
officials. With al l expenditure bein g made from th e Consolidate d Fund , it 
is relatively eas y to ensur e that nothin g is done which has not bee n 
authorised b y Parliament ; with ai l revenue going into the Fund , no 
individual departmen t ca n finance activities o f it s own which hav e no t 
been so authorised; and the stat e o f the government's revenu e an d 
expenditure a s a whole ca n easily be calculated b y comparing inflow s 
with outflows fro m the Fun d over any given week, month o r year . 

Other measure s o f Pitt' s foreshadowed th e syste m which emerge d fro m 
Gladstone's reform s o f th e 1860s , whereby th e year's tax changes are 
embodied i n a single Financ e Act, while the programm e o f government' s 
spending is embodied i n a single Appropriation Ac t bringin g al l 
departments' estimates together . 

Source: Ope n University , 1972 , pp. 38-39 
1An anonymous pamphlet in that year compared the Chancellor (Walpole , who was 
also Prime Minister) to a cheapjack opening his 'budget' (o r bag) of tricks. The term 
caught on, but lost its satirical overtone. 

Activity 1 
Box 1 shows how  the budget began to take  on more than just its  original 
bookkeeping function. What  aspects of  the  budget can you see  growing in 
importance over time? What similarities do you discern  between the  historical 
development of  the 'Budget'  and its various  mechanisms in  the  United 
Kingdom and your own  country? 
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Box 2  belo w give s a  contemporary descriptio n o f the expande d rol e budget s 
now pla y i n nationa l economies . I n i t w e se e the importanc e an d car e give n 
to th e processe s b y whic h th e budge t i s drawn up . You ma y se e a  strong lin k 
between thes e processe s an d th e 'aspect s o f th e budget ' tha t yo u detecte d 
in Activity 1 . 

Box 2 

A Contemporary Vie w of the Nationa l Budge t 

Governments allocat e scarce resources t o programme s and service s 
through the budge t process . As a result, i t i s one of the mos t importan t 
activities undertake n b y governments. As the focal poin t fo r ke y resource 
decisions, the budge t process i s a powerful tool . The qualit y o f decision s 
resulting from the budge t proces s and the leve l of thei r acceptanc e 
depends o n the characteristics o f the budge t proces s tha t i s used. 

The budge t proces s consists o f activities tha t encompas s th e 
development, implementation , and evaluation o f a plan for th e provisio n 
of service s and capital assets . A good budge t i s far mor e than th e 
preparation o f a legal document tha t appropriate s funds for a  series o f 
line items. Good budgeting is a broadly define d process that ha s 
political, managerial, planning, communication an d financial  dimensions . 

A good budge t proces s i s characterised b y severa l essential features. A 
good budge t process : 

• incorporate s a  long-term perspectiv e 

• establishe s linkages to broa d organisationa l goal s 

• focuse s budge t decision s on results and outcome s 

• involve s and promotes effective communicatio n wit h stakeholder s 

• provide s incentive s to government , managemen t an d employees. 

These key characteristics o f good budgetin g make clear that th e budge t 
process is not simpl y an exercise in balancing revenues and expenditure s 
one year a t a  time, but i s strategic i n nature , encompassing a multi-year 
financial an d operating plan that allocate s resource s on the basi s o f 
identified goals. A good budge t proces s move s beyond th e traditiona l 
concept o f line item expenditure control , providing incentives an d 
flexibility t o manager s that ca n lead to improve d progra m efficiency an d 
effectiveness. 

Source: National Advisory Counci l o n State and Loca l Budgeting, 199 7 

75 



Budgets then , hav e undergon e evolutio n an d metamorphosis , s o muc h 
so tha t the y ar e often no w use d a s a means t o judge whethe r a  governmen t 
is competent i n handlin g it s affairs . This evaluatio n rest s o n th e fac t tha t th e 
ways o f drawin g u p budget s (se e Bo x 3 ) hav e evolved int o ver y 
sophisticated procedure s tha t allo w fo r greate r contro l o f resources , 
greater accountabilit y i n the disbursemen t an d us e o f thos e resources , an d 
a better understandin g o f th e budge t a s a tool whic h ca n b e use d t o effec t 
the plan s an d programme s o f a  government fo r th e commo n good . I n 
essence then , thi s expande d notio n o f good budgetin g amount s t o goo d 
government. 

Table 4 . 1 . M in is t ry o f Educat io n -  Est imat e o f t h e A m o u n t R eq u i re d i n 
t h e yea r e n d i n g 3 1 D e c e m b e r 1 9 9 6 f o r t h e Salarie s a n d Expense s o f t h e 
M in is t ry ( * $ 1 , 1 7 9 , 6 2 7 , 2 2 4 ) 

(Sub-heads unde r whic h thi s vot e wil l b e accounte d fo r b y th e Ministry ) 

Sub-heads 

Personnel 

Goods & 
services 

Minor 
equipment 

Current 
transfers &. 
subsidies 

Current 
transfers t o 
statutory 
boards 

Total 
recurrent 
expenditure 

Capital 
development 
programme 

Total head 

1994 
actual 

699,566,336 

79,005,794 

436,522 

132,471,139 

240,013 

911,719,804 

94.202,957 

1,005.922,761 

1995 
estimates 

773,095,642 

90,202,944 

680,000 

149.417,671 

336,420 

1,013,732.677 

99,430,000 

1,113,162.677 

1995 
rev. estimate 

730,365,000 

99,970,000 

680,000 

150,036,800 

352,620 

981,404,420 

132,177,000 

1,113,581,420 

Source: Republi c o f Trinidad &  Tobago , 1995 , p.132. 
*$=T&T 

1 9 9 6 
estimates 

784.320.000 

110,149,772 

1,000,000 

158,827,172 

230,280 

1,054,527,224 

125,100,000 

1,179,627.224 

Variance 

53,955,000 

10,179,772 

320,000 

8,790,372 

122,340 

73,122,804 

7,077,000 

66,045, 80 4 
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Box 3 
Approaches to Budgetin g 

Line Item Budgeting -  Thi s technique ha s been widely use d for man y 
years in assigning amounts t o eac h expenditure categor y o f the budget . I n 
line item budgeting, the emphasi s i s placed on the specifi c objects  for 
which funds ar e expended wherein each line item shown in the budge t 
document i s assumed to b e the prope r bas e for a n expenditure. As a resul t 
budgets ar e planned around each line ite m separately , and the ne w budge t 
is based on increases applied to eac h line's base -  usuall y the expenditur e 
level of the previou s budge t cycl e -  se e Table 4.1 opposite . 
The majo r benefi t o f line item budgeting i s that th e budge t i s considere d 
to b e the su m of its parts , with eac h part considere d separatel y i n terms o f 
some measure of need. Further, i t permit s som e tracking of expenditure s 
over time. Finally, it suggest s som e consideration o f programmati c needs , 
although the concept i s not as  sophisticated a s other technique s discusse d 
below. Because it ha s been in place for man y years and because i t i s easily 
understood, it ha s survived despite th e adven t o f other mor e sophisticate d 
budgeting techniques. 

Despite histori c popularity , there are severa l drawbacks t o lin e ite m 
budgeting that deserv e consideration . A major drawbac k i s that thi s 
technique depend s o n the budge t documen t almos t exclusivel y fo r 
allocation decisions To o littl e informatio n i s provided abou t ho w 
allocations ar e made, the proces s i s too dependen t o n experience, and 
little o r n o record o f decision processes i s evident . 

Obviously, the us e of such a method fosters the cloistere d appearance o f 
budgets, vests decisions i n only a  few persons , and does no t facilitat e th e 
greater degree of accountabilit y require d o f today s educational planners . 

Programme (o r Performanc e Budgeting ) -  Developmen t o f programm e 
budgeting represents movemen t o f the budge t proces s into a  more moder n 
phase. Also known as functional budgeting  or function-object budgeting, 
programme budgetin g differs fro m line item budgeting i n that th e variou s 
funds in a budget ar e internally organise d according to thei r specifi c 
objective o r purpose . The budge t documen t n o longer serve s as the 
decision document becaus e a  more sophisticate d metho d o f fun d 
structures i s used for interna l decision an d control processes . Enabling this 
process i s an elaborate system , developed wit h the adven t o f electroni c 
accounting systems using various nationa l reportin g standards , wherein 
sub-accounts brea k expenditures i n a budget int o incrementall y smalle r 
parts related to ho w the money i s used. 

Source: Adapted from Thompson, Wood and Honeyman, 1994, pp.309-1 0 
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In many Commonwealt h countries , the centra l financin g uni t use s a 
system o f lin e ite m budgetin g whil e th e variou s ministrie s us e programm e 
budgeting. I n mos t case s a  hybrid syste m emerge s wher e ther e i s th e 
traditional lin e ite m classificatio n bu t i t i s expanded t o incorporat e a 
breakdown o f activitie s o r project s associate d wit h eac h lin e item . However , 
there i s a perceived nee d o n th e par t o f planner s i n th e syste m t o mov e 
closer t o th e demand s an d thu s th e benefit s o f programm e budgeting . 

The requirement s o f programm e budgetin g are : 

• a  high leve l o f intra-governmenta l coordinatio n betwee n th e 
administrative agencie s responsibl e fo r budgetin g matter s an d overal l 
development planning , for exampl e preparatio n o f annua l budget s withi n 
the contex t o f th e longer-rang e plannin g framework o f th e nationa l 
development plan ; 

• settin g bot h short-ter m an d long-ter m goal s an d objectives ; 

• formulatin g specifi c programme s an d relate d project s i n terms o f th e se t 
goals an d objectives ; 

• settin g performance target s i n relatio n t o th e programme s an d project s 
and linke d t o th e overal l goal s an d objectives ; 

• interna l restructurin g o f government ministrie s an d department s t o 
implant th e require d skill s an d th e managemen t structure s t o carr y ou t 
the envisage d tasks ; 

• cos t accountin g methodologie s compare d wit h th e cash-base d 
accounting associate d wit h lin e ite m budgeting ; 

• expertis e i n accurate calculatio n o f uni t costs . 

Some o f th e benefit s o f programm e budgetin g are : 

• greate r contro l an d accountability ; 

• inter-agenc y co-operatio n o f th e plannin g and budgetin g function , as wel l 
as co-ordination betwee n th e Ministrie s o f Financ e an d th e spendin g 
ministries; 

• a n assessment o f task s an d activitie s accomplishe d i n the budge t period ; 

• a n assessment o f th e cost-effectivenes s o f th e specifi c task s tha t wer e 
approved t o b e performe d i n the budge t period . 

Source: Adapted fro m Commonwealt h Secretariat , 199 7 
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Box 4 

Programme, Planning and Budgeting Systems (PPBS ) 

Given the progres s represente d b y programme budgeting , the nex t logica l 
step was greater refinemen t throug h a  system that linke d programmes , 
planning and budgeting into a  more integrate d whole . PPBS is a method fo r 
improving how decisions are made about th e allocatio n of scarce resources. 
For example, suppose instructio n i n schools neede d to b e improved. This 
goal wil l be tied into ever y ste p and leve l between the chalkfac e and th e 
national plannin g system. Along the way alternative method s o f improvin g 
instruction wil l be considered i n terms o f costs and benefits . PPBS is a 
means of organising information s o that th e consequences o f particula r 
choices can be seen clearly. 

This system revolutionises ho w budget s ar e conceptualised. I t require s tha t 
each ministry, and each level within a  ministry (an d that include s eac h 
school) systematicall y formulat e thei r ow n developmenta l plan s in broa d 
agreement wit h nationa l goals . Programmes o f spendin g are then 
earmarked based on perceived needs and goals. The sam e desired 
outcomes ar e reflected i n al l the linke d plans from the nationa l to th e 
individual schoo l level . A clear relationship i s thus evident o f wha t 
outcomes o r objective s were funded and an evaluation mad e as to th e 
benefits o f suc h expenditure. 

The recen t thrust toward s decentralisatio n o f school s and the nee d t o 
implement schoo l based management procedure s highlight s th e 
importance o f this approach to budgeting . PPBS contributes powerfull y t o 
the concept o f accountability , both a s a consequence o f it s focus o n 
outcomes and by it s ability t o continu e an d extend the object-functio n 
code accoun t syste m to includ e analysi s of success . For example, at th e 
level of the schoo l a major function code suc h as 'buildings an d 
classrooms' can be broken down to th e outcome s state d by an individua l 
teacher o f an expenditure tha t woul d b e tracked by account cod e an d 
linked to som e assessment criteria suc h as standardised tes t scores . 

Source: Adapted from Thompson, Wood and Honeyman , 1994 , pp.310-1 1 

Activity 2 

• What  approaches to  budgeting  are evident in your country  at the  national 
and ministerial levels? 

• What  strategies and  mechanisms do  you foresee as necessary for the  proper 
implementation of a programme budgeting system at  both  levels? 

79 



Box 4  goe s o n t o describ e a  more sophisticate d budge t desig n know n a s 
Programme, Plannin g and Budgetin g Systems . 

This mode l o f budgetin g i s conceptuall y quit e advance d an d require s 
sophisticated know-ho w t o implement , especially i n regard to th e accumulatio n 
of it s databas e an d th e us e o f systemati c accountin g procedures . Man y 
countries hav e been stymie d i n thei r desir e t o implemen t thi s syste m b y th e 
inherent complexities . The Coo k Island s us e this typ e o f budgeting , calle d 
'output budgeting' , at bot h th e nationa l an d ministeria l levels . The following i s 
an example o f ho w the y organis e on e outpu t fo r budgetin g purposes . 

Box 5 
The Curriculu m -  Performanc e Indicator s 

Deliverables 

Implementation o f th e 
Primary Schoo l Scienc e 
Curriculum b y th e 
Secretary o f Educatio n 

Measures 

Quality o f syllabu s t o 
meet standar d require d 
by the Secretar y o f 
Education 

Qualitative 
Indicators 

Syllabus endorse d 
by the Secretar y 
of Educatio n an d 
implementation b y 
30 June 1998 . 

From the abov e w e get th e pictur e tha t thi s for m o f budgetin g goes fa r 
beyond th e juggling o f funds . Allocations ar e base d o n makin g th e 
programmes i n which thos e fund s wil l b e expended explicit , an d furthermore , 
criteria, timelines an d measuremen t an d evaluatio n ar e applied a t variou s 
stages befor e mor e funds ca n b e accessed . 

Activity 3 
• Consider  the implications of  implementing  PPBS in a country  with  which 

you are  familiar. How  will  the budgeting process need to be  conceptualised 
in order to  fulfil the  requirements  of PPBS? 

• PPBS  is sometimes described as having a different  value  system to that  of 
other budgeting  systems. One  way  in which this has  been understood is  that 
there are thought  to  be  potential conflicts  between programmes and staff 
for scarce  resources. Suggest  a relevant  example. 

• PPBS  is also understood as  forcing a  climate  of  accountability  in  social and 
political structures  which have been historically non-accountable.  How  far 
do you agree  with this  description? 
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The approac h t o budgetin g know n a s zero-based budgetin g (Bo x 6 ) ha s 
become mor e relevan t t o countrie s strugglin g with structura l adjustmen t 
imperatives i n an era o f financia l stringency . Th e overal l philosoph y o f thi s 
budgetary approac h ha s to d o wit h cost-cuttin g an d i s economica l i n it s 
emphasis, rather tha n discriminatory , wher e equit y an d pedagogica l issue s 
are concerned. I t reflect s th e tensio n tha t i s always presen t i n educationa l 
financing -  t o wha t exten t ca n we maintai n consideration s o f equity , 
efficiency an d qualit y educatio n i n ou r decision s abou t financin g th e system . 

Box 6 
Zero-Based Budgetin g 

Zero-based budgetin g i s an example o f how externa l politica l realitie s ca n 
press changes on educational organisation s durin g an era of fisca l 
austerity an d retrenchment . Often though t t o b e a military concep t ZB B 
was first  institute d i n the federa l government unde r Presiden t Carte r as 
an effort t o tri m federa l spending through implementatio n o f sunse t law s 
designed to zero out unproductiv e o r unjustified governmen t 
programmes.... Broadl y appealin g psychologically, the basi c premis e 
supporting ZBB is that al l budget categories mus t b e completely re -
justified eac h fiscal  year t o cu t waste and thus improve organisationa l 
and fiscal efficiency. Fro m an operational perspective , all budge t 
categories mus t be se t at zero and those responsible fo r preparin g 
budgets mus t carefully justify th e amoun t o f mone y to b e placed in each 
fund. To complete each budget cycl e requires rebuilding the nee d fo r 
every staf f position , every piece of new equipment, and every suppl y 
purchased. 

The conceptua l benefit s o f ZB B are obvious. The product o f an era o f 
high inflation an d discontent wit h government waste , ZBB represented a 
better chanc e of assuagin g taxpayer ange r by giving the impression o f 
strong government actio n to reduc e both wast e and government growth . 
Additionally, the concept ha d other legitimat e bases , particularly tha t 
budget growth shoul d no t continu e unchecke d without seriou s question s 
about positiv e contribution t o the educationa l enterprise . 

Despite ZB B s conceptual strength , many problems were experienced i n 
its operationalisation. Like PPBS, the proces s of zeroing budgets was 
extremely complicated fo r a  variety o f important reasons . ZBB was also 
often criticise d as a cost reductio n metho d tha t require d mor e resource s 
for effectiv e preparatio n tha n could be saved by the process . The same 
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problems o f interna l strif e see n in PPBS were also inherent t o zero-base d 
budgeting, as elective an d enrichment course s were indiscriminatel y 
asked to exhibi t th e sam e justification fo r existenc e a s core areas o f 
instruction. Additionally, the notio n o f zeroing core course s was 
inherently impossibl e creatin g incredulity. Although mos t person s woul d 
likely describe ZB B as a fundamentally goo d idea , its problem s wer e so 
significant tha t man y districts hav e abandoned th e concep t i n recen t 
years. Vestiges o f ZB B stil l linger , however, as many district s hav e 
continued th e concep t o f preparing best cas e -  n o growth -  wors t cas e 
scenarios given the presen t uncertai n revenu e prospect s commonl y face d 
by schools i n many states . 

Source: Adapted from Thompson, Wood and Honeyman, 1994, pp. 312-13 

Activity 4 
• The  approaches to  budgeting  described so far represent  different 

philosophical positions  of the relationships between revenues,  expenditures 
and programmes. 

• Reflect  on the budgetary philosophy in your country  and suggest what  value 
positions are accorded each of these in drawing up the 'Budget'. 

• Under  what circumstances do  you see zero-based budgeting as a valuable 
exercise? 

What i s the nationa l budgetar y process ? 

In mos t countrie s o f th e Commonwealt h th e responsibilit y fo r producin g th e 
budget i s assigned t o th e Ministe r o f Finance . The firs t ste p i s a circular sen t 
out t o al l ministrie s givin g detailed instruction s t o permanen t secretarie s 
and head s o f department s o n th e procedure s t o b e followe d i n th e 
preparation an d submissio n o f th e draf t estimate s o f expenditur e fo r th e 
coming year . Analysis o f th e presen t budge t i s a  must a s i t inform s proposal s 
for th e nex t budget . Bo x 7  belo w i s an excerp t fro m suc h a  circular . 
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Box 7 
Minister o f Finance Circular No. 3 date d Ma y 13 , 199 7 

• 1.5 Th e 199 8 Budge t wil l be circumscribed b y th e followin g 
documents: 

- th e Mediu m Term Policy Framewor k (MTPF ) 1997-1999 ; an d 

- th e Strategi c Pla n and Draf t 199 8 Workpla n o f each Ministry , 
Department o r Agency . 

1.6 Wit h respec t t o the MTP F the followin g should b e noted: 

- Th e MTPF outlines Government's macroeconomi c managemen t 
programme an d its sectora l development policie s ove r the nex t 
three years. The MTPF also presents projection s o f ke y macro-
economic indicator s includin g the GD P growth rate , the fisca l 
balance, the balanc e of payments and external financin g 
requirements fo r th e period . 

- Ove r the las t three years, Trinidad and Tobago returne d t o th e pat h 
of economic growth , and this trend i s expected to continu e ove r 
the mediu m term. To realise the desired leve l of economi c 
development, Government mus t continue t o mee t it s objectives o f 
growth and efficiency, and at the sam e time dea l with th e 
challenges which emerge in achieving the socia l objectives o f equit y 
and poverty reduction , and the ecologica l objectiv e o f soun d 
natural resource management . 

- Thes e objectives wil l be met b y increasin g the leve l of investmen t i n 
those sectors , where there i s potential fo r increasin g employment . 
The agriculture , tourism, construction an d manufacturing sector s 
have been targeted to assis t Government i n it s objective o f povert y 
reduction, unemployment relief , and growth o f the non-oi l sector . 

Permanent Secretaries , Heads of Department s an d Senior Manager s 
are to ensur e that thei r organisations ' plan s inform thei r budgetar y 
proposals. Indeed, Ministries/Departments ar e advised to hav e thei r 
planning processes and activities coincid e wit h an d linked to th e 
budgetary exercis e in order t o mak e a simple bu t definitiv e progressiv e 
step towards programme budgetin g for th e mor e effective allocatio n o f 
resources. 

Source: Republic o f Trinidad &  Tobago,1998 , pp .4 -5 9 
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Box 7  illustrate s th e natur e o f th e directive s circulate d t o ministrie s a s a 
preamble t o drawin g u p th e nationa l budget . I t i s apparent tha t importan t 
decisions hav e already bee n mad e a s to th e area s i n which th e governmen t 
feels fundin g shoul d occur . On e woul d expec t tha t a  preliminary stag e 
occurred befor e thi s whe n eac h ministr y woul d b e given a  chance t o mak e a 
case for fundin g thei r ow n projects . A clea r pictur e emerge s her e tha t 
ministry representative s mus t hav e a  very goo d an d well-researched cas e i n 
hand whe n makin g a  bid fo r nationa l funds . 

Activity 5 

The directives of a  Ministry  of  Finance  excerpted in Box 7 give  us an idea  of 
the key philosophical assumptions  about  budgeting  that  is  evident in  this 
country at  this  time. 

• Evaluate  the  nature  of  these  assumptions as they  concern -  a  specific 
budgetary approach,  a  developmental  perspective for the  country  linkages 
between broad organisational  goals,  justification for  priority  areas,  and 
involvement of  all  in  the  process. 

• One  notion  of  the  mission  of the  budget  process  states  that: 
' . . . the  budget  process  is to help  decision makers make informed choices 
for the  provision of services  and  capital  assets  and to  promote  stakeholder 
participation in  the decision  process'. (NACSLB, 1997) 

What is  your impression  of the  nature  of  stakeholder  participation  as 
described in Box  7? 

Interviews undertake n wit h participant s fro m Ministrie s o f Educatio n an d 
Finance i n Tokelau , Niue, Fiji , Samoa, Tonga, the Solomo n Islands , Vanuatu 
and th e Coo k Island s resulte d i n the followin g criticism s o f th e budgetar y 
process i n thei r countries : 

• littl e consultatio n betwee n thos e proposin g budget s an d thos e finalisin g 
the budget ; 

• wha t th e Ministr y o f Educatio n though t may  b e importan t wa s viewe d 
differently b y thos e wit h th e fina l say ; 

• unrealisti c expectation s b y head s o f department s alway s le d t o significan t 
budget cuts ; 

• littl e o r n o consultatio n betwee n th e Ministr y o f Educatio n an d othe r 
ministries; 
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• to o littl e tim e lef t i n the budge t cycl e fo r prope r screenin g an d debat e o f 
budget proposals ; 

• feedbac k t o ministrie s wa s lacking ; 

• littl e o r n o inpu t fro m teacher s an d principal s i n the proposal s comin g 
from th e Ministr y o f Education . 

Source: Adapted fro m Commonwealt h Secretariat , 199 7 

Activity 6 

• Consider  the budget process in  your country.  To what  extent are these 
criticisms applicable to  your context? 

• To  your knowledge,  have  there been improvements in  the budgetary process 
in any of the countries mentioned? 

• How  can the budget process be  improved? 

Once th e estimate s o f expenditur e fro m th e variou s ministrie s an d 
government department s reac h the Ministr y o f Finance , the tas k become s 
two-fold. Firstly , on th e expenditur e sid e fina l decision s hav e to b e mad e o n 
the allocatio n o f fund s s o as to effectivel y achiev e th e intention s o f th e 
Government an d b e i n close accor d wit h th e wishe s o f th e population . 
justification fo r budgetar y allocation s depend s o n thes e questions : 

• Wha t purpose s wil l b e achieve d b y thi s expenditure ? 

• Wha t wil l b e th e benefit s an d cost s o f spendin g th e mone y i n thi s way ? 

• Shoul d mor e o r les s b e allocate d t o a  particular service ? 

• Ca n the mone y b e spen t mor e efficientl y t o achiev e a  given purpose ? 

Secondly, on th e revenu e sid e deliberation s hav e to tak e int o accoun t th e 
desire t o distribut e th e burden s o f taxatio n i n a  politically acceptabl e 
fashion. This tas k i s solely concerne d wit h th e short-ru n economi c effect s o f 
the budget . Th e thinkin g behin d th e budge t i s often a  source o f concer n t o 
citizens an d official s o f th e variou s ministries . I n Bo x 8  belo w a  governmen t 
official responsibl e fo r th e fina l sa y i n drawing u p th e budge t reflect s o n his 
government's intentions . 
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Box 8 
New Strategie s for Formulatin g the Budge t 

This i s ideally wha t a  budget i s supposed to do . Bu t o f course, we never 
attain the ¡dea l and never are able to satisf y everyon e i n the community . 
If we reduce taxation , some people sa y that thi s i s giving concession 
to th e rich  o r t o th e establishment . I f we increase taxation, it's suppose d 
to b e inhibiting investment an d development o f the industria l an d 
agricultural sectors , etc. I f we come dow n too heavil y o n industry , 
the agriculturalist s sa y that w e haven't given enough assistance t o 
agriculture, etc. 

I don't believ e that anybod y wh o works on a budget o r who actually trie s 
to prepar e a  budget i s ever able to satisf y everybod y i n a community. I 
am talking now about a  national budget , as opposed to a  budget o f say, 
a firm.  Bu t even in firms, you hav e problems betwee n departments an d 
division when you com e to discuss the capita l budge t o f a  company. 

Now I  would like to spen d a little tim e t o explai n ho w we do the budge t 
exercise. We are involved in what i s known as 'double budgeting' , in a 
sense that yo u hav e a recurrent budget , which takes care of the recurren t 
expenditure o f the Government , including wages, etc., and we have the 
capital budget whic h deals with the development programme . Both o f 
these exercises involve a great dea l of work -  quantitativ e wor k -  an d 
especially th e capita l budget , and for whic h we depend a  lot fo r ou r 
inputs on the ministrie s an d the agencies of government . I n order to tr y 
and get a  picture o f what thes e agencies and ministries wan t t o do , how 
they wan t to spen d the mone y they hop e to get , we send out, very earl y 
in the year, a very comprehensive circular , in other words , the circular s 
contained request s for bot h th e recurren t estimate s an d the capita l 
budgetary estimates . 

What we have also tried to d o i s not t o indulg e i n arbitrary cutting . 
Previously, one of the very bi g problems i n the budge t exercis e and in the 
implementation o f the budge t wa s that i n the Ministr y o f Finance , 
because o f the lac k of information , or lac k of coordination a  lot o f th e 
cutting and the prunin g in the budge t exercis e was done i n a very 
arbitrary fashion . What w e have tried to d o i s to as k the peopl e i n the 
ministries and the agencie s to ran k their project s s o that w e will have 
some indication o f where they fee l thei r prioritie s li e among their tota l 
project package . This is so because i f we have to cu t back , in cutting we 
use their rankin g and not just cu t arbitraril y an d so interfere wit h 
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ongoing programmes which they feel are more important tha n other 
programmes which they hav e included in their submission . So we have 
put al l this in our circular and we endeavour to get back from the 
ministries their estimates, so that we could have comprehensive 
discussions with them in detail on every aspect of their programme, and 
pull everything together, so that we have a comprehensive pictur e of the 
way in which the money will be spent overall and what impact the 
expenditure wil l have on the economy as a whole. 

Now, I  am not here trying to criticise my colleagues in any way, but one 
of the problems which we face is that many of the ministries do not 
submit their estimates on time. Very few ministries in fact do this, and 
this creates a serious problem for the people in the Ministry of Finance. 
We are forced then to do the Budget Expenditure Exercis e without having 
the kind of detailed discussion that we would like to have with the 
ministries concerned. Several of them do not give the kind of information 
we want with regard to the ranking of the project , and again, this pushes 
us back into a situation where we have to arbitrarily, or usin g our best 
guesses or best knowledge, cut their programme s when they require 
cutting from the way we see it, and not from the way we see it in 
collaboration with them. 

When we get in all the submissions, we then try t o put the budget back 
together and see how much we can give to each Ministry. This is where 
the question of the relationship between recurrent and capital 
expenditure also arises, because a lot of the capita l expenditure which is 
contained in the Capita l Budget has implications for the Recurren t 
Budget, and this is where we have to do a very careful exercise in seeing 
what capita l programmes - wha t a  particular capita l programme will mean 
in terms of recurrent expenditure which will be required in the fiscal year 
in question. 

Source: Barsotti , 1992, pp. 176-78 
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Activity 7 

• These  are attempts to  introduce  transparency into the  process of  budget 
allocations. How  satisfactory is  the explanation given about what 
programmes are  accepted and rejected? 

• Investigate  whether  ministries receive feedback about their  budget 
proposals, which have been denied,  and  what is the nature of this  feedback. 

• Suggest  in a concrete way how the capital development  programme impacts 
on the recurrent budget. 

• In  your opinion,  what  must the Ministry of  Education  put in  place to take 
advantage of this  way of organising the budget process? 

The Ministr y o f Financ e prepare s th e final  versio n o f th e budge t t o b e lai d 
in the House . Once parliamentar y authorisatio n i s obtained th e budge t i s 
implemented. I n the followin g year , the performanc e o f the budge t come s u p 
for audit . Report s fro m th e Audito r General' s offic e ar e lai d i n the Hous e 
and these ar e examined b y th e Publi c Account s Committee . 

This i s the budge t cycle . I n any given year , budget s fo r thre e year s -  th e 
previous year , the budge t yea r an d the followin g year -  com e unde r 
consideration. Fo r the previou s year' s budget , analysi s an d auditin g ar e 
being carried out . Fo r the presen t year , the budge t i s being execute d an d 
monitored. Fo r the followin g year , ministries an d department s ar e i n th e 
process o f preparin g draf t estimates . 

Thus, although i n principl e th e previou s yea r s budget mus t b e consulte d i n 
order t o dra w u p this year' s budget , i t i s often th e cas e tha t thi s year' s 
budget ha s to b e implemente d immediatel y th e previou s budgetar y yea r 
finishes whil e th e previou s budge t i s stil l undergoin g auditin g an d review . 
Hence, budgets ar e bein g developed onl y o n a  preliminary analysi s o f th e 
previous budget' s performance . 

What i s the respons e o f th e Ministr y o f Education ? 

The concern s o f Ministrie s o f Educatio n i n Commonwealt h countrie s shoul d 
be o n increasin g thei r understandin g o f th e nationa l budgetar y proces s s o 
that the y coul d mak e a  more informe d bi d fo r stat e resources . This woul d 
focus attentio n internall y o n ho w th e ministr y goe s abou t developin g it s 
plans an d programmes , ho w i t approache s th e tas k o f producin g it s draf t 
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estimates o f expenditur e and , how muc h i t appreciate s th e dilemma s an d 
intentions o f centra l government s i n the fina l allocatio n o f resources . 

At th e sam e time, the onu s i s on th e Ministr y t o educat e decisio n maker s i n 
finance abou t th e natur e an d purpos e o f education . This ca n bes t b e don e i f 
the Ministr y produce s well-crafte d an d expertl y budgete d plan s tha t ech o 
the nationa l goal s o f th e country . Negotiatin g skill s thus com e int o pla y -
first, i n ho w budge t document s ar e prepared , and secondly , i n crucia l 
meetings betwee n bot h ministrie s wher e Educatio n s proposals hav e to b e 
justified an d defended . 

The developmen t o f soun d budget s therefor e i s an essentially politica l 
undertaking. The deliberation s o f th e planne r i n Bo x 8  see m to b e largel y a 
process o f weighing u p wha t resource s exis t agains t wha t i s requeste d an d 
then proceedin g toward s rationa l distribution . However , Bo x 9  suggest s 
some politica l issue s tha t ar e als o importan t t o Ministr y o f Educatio n 
officials i n formulating thei r budge t proposals . 

Activity 8 

While reading the  excerpt  in Box  9 below,  consider the issues embedded  in  the 
following questions. 

• Since  Ministries of  Education  already  have  ratified plans  for education  over 
a specified  period, how  can they  deal with  variations  in  annual budget 
allocations that  stray  far from  original  estimates? 

• Since  the making  of  effective  budgets seems to  lie  in the realms  of politics 
and economics,  should Education Ministries  engage  in economic forecasting 
and political  analysis? 

• Sinc e education already  receives  a  large  slice of expenditure  allocations, 
how can Ministry  officials  produce  effective  budget proposals  requiring  even 
more expenditure? 

• '. .  .  the  true  genius of enlightened  educational  planning  lies  in how closely 
and effectively  technical skills  and political  insights  can be  brought  to  bear 
upon the  achievement  of a  given set of objectives'  (Weiler, 1984,  p.474). 
Discuss. 
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Box 9 
The Politic s of Resource Allocation an d Utilisatio n 
One o f the reason s why education i s such an eminently conflictual , and 
hence political , element i n virtually an y societ y i s its claim on a  major 
portion o f a  country's resource s an d the potentia l fo r thi s claim to b e 
contested b y othe r sector s o f stat e activity . This observation bear s directl y 
on the questio n o f why educationa l plan s face problems o f implementation . 
Probably th e singl e mos t importan t reaso n why educationa l plan s that ar e 
otherwise wel l designed encounte r problem s o f implementatio n i s 
concerned wit h the availabilit y o f the righ t resource s a t th e righ t time . 
Plans are always designed with certain assumptions abou t th e kind an d 
quantity o f resources tha t wil l b e available a t given point s ove r th e 
planning period; these assumptions normall y tak e the for m o f politica l 
commitments mad e at th e tim e th e pla n was designed an d reflect , in turn , 
political choice s about prioritie s i n a country's developmen t policies . 

These priorities , as we are aware, have a way of changin g over time , 
sometimes ove r relativel y shor t period s o f time , and these changes tend t o 
alter materiall y th e assumptions abou t availabl e resource s o n which a  given 
plan was predicated i n the firs t place . In theory, o f course , plans can be 
changed i n order t o reflec t change d circumstances ; in reality , however , 
plans in education a s elsewhere, tend t o assum e a  fairly soli d existence o f 
their ow n once they hav e been made , and the adjustmen t t o a  changing 
resource situatio n i s often mad e on an ad hoc basi s a t the interfac e 
between plan and implementation . 

Where changes i n the resourc e base for the implementatio n o f educationa l 
plans can potentially b e o f such importance , an understanding o f th e 
factors tha t migh t lea d to thes e changes become s a  matter o f prim e 
importance fo r thos e intereste d i n the development o f an  educatio n 
system. Such an understanding would include a  realistic assessmen t o f th e 
stability an d resilience of the country's overal l resourc e bas e (and an 
understanding o f the economi c an d politica l factor s tha t migh t endange r 
that stability , such as world pric e fluctuation  o r arme d conflict) ; a 'map' o f 
the politica l weights o f competing claims on tha t resourc e base , which 
would involv e an assessment o f the politica l strengt h o f different ministrie s 
and other publi c agencies and thei r leadership ; and a  reading on th e 
seriousness with which the country' s leadershi p i s committed t o th e 
aspirations embedde d i n the educationa l plan . I t lie s in the natur e o f thing s 
political tha t eac h of these can only b e imperfectl y ascertained . 
Nonetheless, the importan t tas k seem s to b e to reduce , by whateve r 
degree seem s feasible, the leve l of uncertainty tha t surround s i n many 
cases the resourc e assumptions o f educationa l plans . My poin t i s that suc h 
a task primaril y require s a  political analysis . 

Source: Weiler, 1984 , pp.472-7 3 
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Officials i n the Ministr y o f Educatio n ca n negotiat e a  more receptiv e 
audience fo r thei r budgetar y plan s an d programmes , i f they als o conside r 
that par t o f thei r tas k i s to educat e th e decisio n maker s i n finance abou t th e 
nature an d purpos e o f education . Bo x 1 0 belo w illustrate s th e conflictin g 
demands tha t economist s an d education planner s hav e for increasin g 
investment i n education . 

Box 10 

The Privileged Position that Educatio n should have in the 
National Pla n 

For the economic plannin g experts, education ha s a double aspect : in th e 
short ter m (th e period of a  4- o r 5-yea r plan) , the econom y mus t tr y t o 
provide educatio n with the mean s it require s to expand , not onl y becaus e 
it trains future workers , but becaus e of the othe r factor s we have referre d 
to. Economi c expansion wil l not benefi t durin g this shor t perio d fro m 
these supplementar y effort s mad e on behal f of education ; on th e 
contrary, they wil l delay the entry o f young men and women into th e 
active population , and may even mean a reduction i n the amoun t o f 
productive investment . 

In the mediu m or lon g term, as a result o f earlier educationa l expansio n 
plans, the activ e population wil l derive the benefi t o f an expanding flow 
of better-educated an d trained young people. This wil l graduall y 
transform the intellectua l an d vocational structur e o f the population . The 
higher skill s of the active population wil l make it possibl e fo r productio n 
techniques to b e constantly improve d and for th e steady progres s o f 
economic expansion . From this angle, there i s no doubt tha t educationa l 
development i s an investment. The advantages o f this type o f investmen t 
are not restricte d to the sor t economists tr y t o calculat e bu t ar e felt i n 
all spheres, whether social , domestic, cultural o r democratic . 

This investment shoul d be given a privileged position i n nationa l 
development plans , which not onl y ai m at raising production an d th e 
standard o f living but concer n every aspect o f human society . However , 
the financial priority which must b e given to education does not i n any 
way exclude -  indeed , because o f the larg e sums expended on education , 
it require s -  th e makin g of every effor t t o rationalis e the us e of suc h 
funds and to obtai n the bes t possibl e returns . 

Source: Poignant, 1967 , p.4 7 
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Activity 9 

Outline a  presentation that you would  make to  top  officials  in  the Ministry of 
Finance about the  importance, not  only  of maintaining the  present investment 
in education, but of  significantly increasing  that investment 

Box 11 
The Huma n Factor i n the Developmen t Matri x 

The concept o f developmen t underlyin g the notio n o f huma n 
competence i s predicated on the rol e o f peopl e as autonomous 
participants i n the proces s of socia l change and improvement , capabl e 
(competent) o f both understandin g the comple x dynamics o f 
development processe s an d of affecting and influencing the direction o f 
these processes . Just as 'development' ha s many facets, the huma n 
capabilities an d competencies require d to participat e activel y i n these 
different facet s range as widely. 

Once we understand developmen t a s no longer limite d t o th e real m o f 
economic productio n an d consumption, but a s also including such things 
as the sustenanc e o f cultura l traditions an d identities , the qualit y an d 
ease of interpersona l an d intergroup communicatio n an d action, the 
inculcation an d growth o f active an d critical citizenship , the possibilit y 
for recreatio n and leisure time, and the achievement an d preservation o f 
good health , the rang e of 'human competence ' require d to sustai n thi s 
wide array of development objective s expands correspondingly . Fo r 
example, it i s obvious tha t poo r healt h and nutrition wil l have a 
detrimental effec t o n a  person's abilit y to participat e i n the proces s o f 
economic production . At the sam e time, however, there i s absolute an d 
independent valu e in sustaining peoples' health and physica l well-bein g 
regardless o f its impac t o n their productiv e abilities . 

The notion o f human competence a s a key issue in development, and th e 
complex se t o f socia l interventions involved , present a  major challeng e t o 
the world o f policy . At the polic y as  well as at the conceptua l level , some 
of the simplification s o f conventiona l an d overly narro w model s o f huma n 
resource development wil l have to giv e way to mor e complex an d 
comprehensive polic y strategies . These strategie s wil l have to b e 
cognisant o f both th e broade r rang e o f competencies tha t for m th e 
objectives o f human competence development , an d of the richer  se t o f 
social interventions tha t ca n be mobilised t o achiev e those objectives . 

Source: Adapte d from Chinapah , Löfstedt an d Weiler , 1989 , pp.21 - 23 
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One wa y tha t educatio n personne l ma y conside r i n trying t o persuad e 
central authoritie s t o releas e mor e fundin g fo r educationa l project s i s t o 
advocate a n understandin g o f th e educationa l enterpris e a s on e 
encompassing al l facets o f socia l lif e (Bo x 1 1 ). I n this wa y the projec t o f 
education become s equate d wit h th e goal s o f developmen t whic h ar e als o 
the concern s o f centra l government . 

Activity 1 0 

Analyse a recent national budget  proposal. What  paradigms or perspectives 
are most evident about development  -  economical,  human competence or 
others? 

Even though educatio n ca n substantiall y justif y it s clai m fo r a  'privileged' 
position o n th e nationa l budget , i t must , lik e al l othe r sectora l interests , 
present th e mos t economica l cas e to th e centra l government . Thi s woul d 
entail: 

(i) th e exper t calculatio n o f uni t cost s (Boxe s 1 2 an d 13 ) an d 

(ii) th e carefu l analysi s o f trainin g prioritie s fo r investmen t (Bo x 14 ) 

Box 12 

Calculation of Unit Cost s 

Cost analysi s in education i s typically  calculate d i n terms o f units . The 
unit cos t o f a good o r servic e represents the rati o betwee n the cos t (o f 
production, sale or purchase ) o f a given quantity o f goods or service s 
and the quantity expresse d as a number o f units . The valuation o f th e 
unit cos t o f the servic e of education implicitl y presuppose s that th e 
production o f education ca n be quantified. We can distinguish two ways 
of quantifying the production o f education : (a ) b y reference to th e 
number o f examination successe s or academi c performance ; and 
(b) b y reference to attendance . Unde r (a) , the simples t unit s to coun t 
are the numbe r o f examination successes , or, more generally, the numbe r 
of pupils reachin g a certain standar d o f education. Under (b) , the 
practice i s to conside r eithe r productio n capacit y i n terms o f the numbe r 
of teachers, classes or places , or attendanc e itsel f by referenc e to th e 
number o f pupil-years (o r mor e simply o f pupils ) o r th e averag e dail y 
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attendance (ADA) . We shall now consider th e advantage s an d 
disadvantages o f these differen t form s o f uni t costs . 

Cost per graduate. The average cost pe r graduate (i.e . per successfu l 
candidate i n the termina l examinatio n a t each level of education) i s 
arrived at b y taking a notional cohor t o f pupil s o r students , assessing the 
total cos t o f educating them unti l the y hav e all quit th e educatio n secto r 
and calculating the tota l numbe r o f graduates i n the cohort . The average 
cost pe r graduate i s the rati o o f tota l cos t to numbe r o f graduates. A 
much simpler metho d i s - afte r estimatin g the averag e number o f 
graduates over a  period o f time, and the rati o between this average an d 
actual enrolments , calculate the tota l cos t o f education, and, 
consequently, the averag e cost pe r graduate . This kin d of uni t costin g 
affords som e valuable indications o f the efficienc y o f education systems . 
The comparison o f the theoretica l cost s and the rea l costs indicate s 
the volume of economic wastag e from dropou t an d repeating . However, 
assigning the whole financia l burden to graduate s alon e ha s the effec t 
of substantiall y increasin g the cos t pe r graduate, since i t disregard s 
the othe r pupil s who qui t th e education syste m after attainin g a 
certain level. 

Cost by level of education attained . For this reason , not onl y 
graduates bu t pupil s who qui t th e system after completin g one, two, 
three, etc., years o f study , should be included. This i s a more precis e 
costing procedure a s those who qui t th e syste m before graduatin g 
have nevertheless acquire d som e education and knowledge, which is 
appreciated, in particular, by thei r prospectiv e employers . It i s 
therefore onl y fitting that the y shoul d b e taken into accoun t 
in costing. 

Unit cos t pe r pupil . This i s the formula mos t currentl y used . It i s the rati o 
between recurren t mone y costs and enrolments; recurrent cost s only an d 
not capita l costs are taken, since the rati o between capita l expenditure i n 
any given year and the numbe r o f enrolments i n that yea r would have 
little significance . 

Cost per average daily attendance. I n some countries, and to allo w fo r 
the fac t tha t th e numbe r o f enrolments does not alway s match the actua l 
attendance, another formul a ha s been adopted, namely tha t o f dividin g 
recurrent cost s by a  magnitude representin g the numbe r o f pupil s 
attending each day, i.e. the 'averag e daily attendance' . Thus, Canada an d 
the Unite d State s o f America, for example , publish for primar y an d 
secondary educatio n cost s b y average daily attendance . 
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Capital cost per class . For capital expenditure , i t i s significant t o us e the 
formula o f cost pe r place by relating the cos t o f construction an d initia l 
equipment t o th e numbe r o f places provided . This cost i s very usefu l i n 
making projections. The techniques habituall y use d in the choice o f 
investments ca n easily be applied to schoo l building by comparing th e 
annual cost pe r plac e of different projects , the cost s bein g estimated i n 
the ligh t o f the economi c lif e of the differen t project s an d th e 
appropriate cas h flow  discoun t rate . 

The Educationa l Pric e Index -  Uni t cos t projection s ar e made a t a 
general leve l of constan t prices . Each of the goods an d services whic h 
enters int o th e productio n o f education ha s its individua l pric e trend, 
with the resul t tha t th e average price index o f the servic e o f educatio n 
varies even at the genera l leve l of constant prices ; unit cost s mus t 
therefore b e adjusted i n the ligh t o f this trend . The indexe s which reflec t 
these variations ar e usually called 'relative pric e indexes' . 

Source: Adapted fro m Hallak , 1969 , pp.41 -43 an d 5 2 

Activity 11 

• How  can unit  costs  be used by decision makers to assess  the  internal  and 
external performance  of  education? 

• As  far as  you know,  what  information  is  available to  Ministry  of  Education 
officials to  help  them in  the calculation  of  unit  costs? 

• Investigate  how educational price  indices  are constructed  for a  selected 
country. 

• Interview  a policy  maker  or planner  in  the  Ministry  of  Education  in  a 
country with  which  you are  familiar. To  what extent  is  there an emphasis  on 
the calculation of  unit  costs  to support  decisions  about educational 
programmes? 
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Box 13 
Unit Cost s and Curriculum Decisio n Makin g 

The uni t costs of academic educatio n and vocational education a t th e 
secondary leve l have been the subjec t o f many economic analyses , often 
fueled by the long-standin g debate over the relativ e merit s o f two type s 
of curriculum to mee t the employment an d manpower need s of a 
developing economy. In general, unit cost s o f vocational educatio n ar e 
found to b e higher than those of academic o r genera l education . Bu t 
because there are different type s of vocational trainin g and differen t 
institutional arrangements fo r vocationa l educatio n (suc h as vocational 
schools, company-affiliated vocationa l schools , schools with a diversified 
curriculum) i n different countries , the difference i n cost betwee n the tw o 
types of curriculum varies widely. Obviously, cost comparison alon e is 
incomplete fo r informing the debate over the choice o f curriculum i n 
secondary education ; the benefit s and effects o f different curricul a hav e 
to b e taken into account , too . 

Cost disparities by curriculum als o exist i n higher education . Data 
for a  sample of developing countries sho w tha t universit y subject s 
like agriculture, sciences, and engineering are on the average more tha n 
twice as costly a s general subjects . And in terms of the magnitud e o f 
recurrent cos t pe r pupil , the descending order fo r th e subject s was as 
follows: agriculture, sciences, engineering, arts, humanities an d socia l 
sciences. Subjects nea r the top o f the lis t have higher recurren t 
expenditures because of lower student-teacher ratio s and highe r 
capital expenditures . 

For education system s in developing countries, expenditure pe r pupi l 
exhibits the following patterns: (a) i t rise s with th e level of education ; (b ) 
it i s dominated by personne l costs , although the proportion fo r 
personnel costs decreases with the leve l of education; (c) i t i s higher fo r 
boarding schools than for day schools a t the secondar y level ; (d) i t i s 
generally highe r for vocationa l education than for academi c education a t 
the secondar y level ; (e) i t i s higher for engineering and science subject s 
than for art s and humanities a t the tertiary level ; and (f ) i t ha s a built-in 
tendency t o ris e over time. 

Source: Adapted from Tsang, 1988, pp. 204 -205 
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Activity 12 

• Why  are the unit costs  of secondary education higher than that  of  primary 
education? 

• Present  a  case to the  Budget Planning Unit in  the Ministry of  Education for 
certain modes of  technical-vocational  education  to be retained based on 
unit costs  and cost-benefit considerations. 

• Why  is there a tendency for unit  costs  to rise over time? 

• Contrast  the  unit costs  involved in distance education and traditional 
academic programmes. 

While uni t cos t analysi s i s importan t i n puttin g togethe r th e budge t 
proposals fo r education , costs alon e canno t dictat e th e eventua l decisions . 
As Bo x 1 4 belo w shows , the trainin g prioritie s fo r investmen t i n educatio n 
have to b e assesse d o n man y differen t criteria . 

Box 14 
Assessing Training Priorities i n Developing Countrie s 

Cost considerations . Eve n if graduates o f a  particular trainin g cours e 
have a much higher productivit y tha n graduates o f other courses , this 
does not necessaril y mea n that priorit y shoul d be given to thi s typ e o f 
training. The uni t cos t structur e o f producing graduates o f different kind s 
has to b e brought int o th e analysi s in order t o compar e the socia l cost s 
and benefits o f providing schooling of various types and thus arrive a t a 
training strategy fo r th e future . 

Investment priorit y signal s versus point forecasts . An alternative t o a 
specific poin t forecas t woul d b e to offe r a  desired direction o f change: 
for exampl e that i n view of the presen t condition s th e outpu t o f skille d 
workers shoul d b e expanded withou t specifyin g the exact magnitud e o f 
the expansion . In other words , given our inabilit y i n practice t o anticipat e 
future technologica l change s an d their manpowe r implications , i t migh t 
be preferable t o adop t a  plan aiming at gradual expansion o f enrolment s 
in schools and courses tha t exhibi t th e highes t benefit-cos t ratios . 

Consideration o f alternative loc i of training. Apprenticeships an d on-
the-job trainin g have long been used to supplemen t th e effort s o f 
institutions o f formal education . One typ e o f training may serve t o 
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reinforce th e othe r i t i s easier fo r graduate s o f the forma l schoo l syste m 
with a solid grounding in theory t o specialis e i n different trade s late r on . 
The two ma y also be alternatives: many skill s can be acquired eithe r i n a 
specialised institute o r o n the job. Where thi s i s the case the relativ e 
cost o f skil l formation i n the two loc i wil l b e crucia l in deciding where 
training should take place. 

Supplementary signal s from private demand. The socia l cost-benefi t 
signals regarding the desirabilit y o f expanding particular type s o f trainin g 
can be supplemented b y privat e secto r indicator s a s to wher e investmen t 
in training should take place . When ther e are long lists o f applicant s fo r 
certain courses and those admitte d are only a  small fraction o f those wh o 
are prepared to enrol l and pay the fees , there i s the presumptio n tha t 
the suppl y shoul d b e expanded. 

Considerations o f educational quality . Once educational cost s ar e 
brought int o the analysis , issues of internal efficienc y an d educationa l 
quality becom e mor e apparent Fo r example, could a  graduate o f trainin g 
course X  be produced a t lowe r cost? Wha t interna l managerial , 
pedagogical an d organisational change s migh t lea d to lowe r uni t costs ? 
Would a  lower uni t cos t mea n a decline i n educational quality ? 
Conversely, one may even consider a n increase i n unit cost s fo r th e sak e 
of improving the qualit y o f the graduates . 

Source: Adapte d from Psacharopoulos , 1984 , pp. 575-78 

How ca n th e Ministr y o f Educatio n engag e i n effectiv e 
negotiation? 

Negotiations ca n b e define d a s a process tha t involve s tw o o r mor e partie s 
who ar e seeking to resolv e thei r conflictin g o r divergin g point s o f vie w int o a 
single decisio n tha t i s mutuall y satisfyin g t o al l partie s involved . I n a 
negotiating proces s ther e ar e issue s t o b e addresse d an d conflict s o r 
divergent view s t o b e resolved . Two o r mor e partie s ar e involved . Eac h part y 
marshals it s case , plans argument s an d counter-argument s an d asses s th e 
power positio n o f it s counterpart . 

The preparatio n fo r an d actua l negotiatin g proces s require s a n 
understanding o f th e contex t i n which th e negotiation s ar e taking plac e an d 
of th e issu e to b e resolved . I n addition , i n orde r t o negotiat e effectively , i t i s 
important t o kno w th e interest s an d objective s o f al l those involve d i n th e 
negotiations; t o hav e adequate supportin g informatio n an d documentation ; 
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and fo r eac h part y t o agre e o n th e negotiatin g strateg y t o b e employed . 
The person s negotiatin g shoul d als o b e competen t i n communication s skills , 
be flexible  an d b e able t o contribut e t o establishin g a  cordial environmen t 
for productiv e deliberations . 

Education official s ar e require d t o negotiat e locall y wit h th e Ministr y o f 
Finance an d sometime s directl y wit h th e Internationa l Financia l Institution s 
(IFIs). Negotiations involvin g official s fro m th e Ministrie s o f Educatio n an d 
Finance are , in general , relatively circumscribed . I n man y case s n o 
negotiations tak e plac e a t th e final  allocatio n o f resource s t o th e variou s 
sector ministries . Eve n without thi s limite d negotiatin g room , educatio n 
officials ca n influenc e decision s o n allocation s b y enterin g int o dialogu e wit h 
their counterpar t finance  official s i n orde r t o understan d differen t 
perspectives an d to agre e o n procedure s an d requirement s fo r a  budget tha t 
costs element s fo r th e educatio n secto r a s seen withi n th e wide r nationa l 
development programme . 

Some guidelines tha t educatio n official s ca n follow fo r conductin g 
negotiations ar e liste d below : 

• I t i s importan t t o b e abl e t o communicat e effectivel y th e valu e o f 
education an d huma n developmen t i n the broade r socio-economi c 
development o f th e countr y an d i n relatio n t o polic y planning ; 

• Relevan t statistica l dat a an d supportin g document s contribut e t o 
strengthening a  position take n i n the negotiatin g process ; 

• I t i s necessary t o stres s b y providin g examples , i f necessary , o f th e 
efficiency an d effectiveness o f th e Ministry' s performanc e i n 
implementing project s an d programmes ; 

• Th e presentatio n shoul d specif y prioritie s an d eac h shoul d b e coste d i n 
detail; 

• Th e propose d expenditur e shoul d b e realisti c an d i n keepin g with th e 
managerial an d technica l capacitie s o f th e ministr y o r institutio n t o 
implement planne d activitie s effectively ; 

• Extra-budgetar y resource s alread y secure d o r bein g negotiate d shoul d b e 
stated. I n negotiating wit h IFIs , the Ministr y o r Educatio n sometime s 
perceives itsel f t o b e the les s stron g partner . Thi s i s so for severa l 
reasons: 

- IFI s are holding the purs e strings ; 

- IFI s are usuall y well-prepare d wit h a  large databas e a t thei r disposal ; 
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- th e negotiation s ar e invariabl y takin g plac e withi n a  larger contex t o f 
economic policymakin g and a  range o f conditionalities . 

However, i t i s important fo r Ministrie s o f Educatio n t o not e tha t IFI s are ver y 
aware o f th e hars h effect s tha t adjustmen t policie s an d measure s hav e ha d 
on th e socia l sector . Also , there i s a widespread globa l consciousnes s o f th e 
pivotal rol e o f the socia l secto r i n human developmen t Thes e consideration s 
should giv e education official s roo m t o negotiat e fro m a  position o f strengt h 
with th e IFIs . 

Education official s als o nee d to understan d th e cultur e an d operatin g 
procedures o f the particula r institutions . The y shoul d b e familia r wit h al l th e 
elements o f th e projec t o r programme s fo r whic h resource s ar e required . 
They shoul d bas e thei r argument s o n wel l prepare d projec t document s tha t 
are supported b y reliabl e researc h findings,  objectiv e analyses , an d 
qualitative an d quantitative data . 

Source: Adapted fro m Commonwealt h Secretariat , 199 7 

Activity 13 

• Work  in two groups: education personnel presenting budget proposals to 
finance officials. Each  group will  marshal relevant arguments based on the 
proposals. In the negotiating process each group should demonstrate a 
sensitive awareness of the  priorities of  the  other group. 

Summary 

The budgetar y proces s i s bes t understoo d whe n i t i s seen bot h a s par t o f 
an ongoing nationa l developmenta l plannin g exercise an d a s an annua l fisca l 
measure. The final  product , th e budge t document , assume s les s importanc e 
in this conceptualisation . I f the proces s i s perceived t o b e the mor e 
important aspect , then ther e i s considerable potentia l fo r th e Ministr y o f 
Education t o mak e a  more informe d bi d fo r nationa l resources . N o longe r 
will i t acquiesc e i n arguments suc h as : 'there i s only on e nationa l pi e an d 
you hav e to b e conten t wit h you r slice' . I t coul d b e i n a  position t o sho w 
how nationa l resource s coul d b e mor e equitabl y distributed , possibl y wit h 
an expanded conceptio n o f educatio n an d it s rol e i n nationa l development , 
and eve n mak e a  case for a  different structur e o f allocation s i n education . 

More emphasis , then, shoul d b e place d b y th e Ministr y o f Educatio n a t al l 
levels on ho w i t formulate s an d cost s it s plans . I f its target s ca n b e aligne d 
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with nationa l goal s an d it s costing s ar e rigourou s an d accurate , then i t wil l 
be i n a  stronger positio n t o bargai n fo r scarc e resources . I t wil l als o nee d t o 
prepare thoroughl y t o ensur e i t ha s the skill s an d quic k thinkin g necessar y 
at negotiatin g sessions . 

These emphase s wil l i n turn depen d o n a  spiri t o f decision-makin g tha t take s 
into accoun t th e contributio n o f person s a t al l level s o f the educatio n 
system. I t i s a glaring parado x tha t school s represen t th e majo r projec t i n 
education, yet principals , teachers an d parent s ar e excluded fro m th e budge t 
planning process . Plannin g i s the essentia l preserv e o f thos e wh o believ e 
they kno w wha t i s going o n i n schools . To mak e mor e informe d budge t 
proposals, Ministr y o f Educatio n official s nee d t o sho w tha t the y hav e 
incorporated th e prioritise d need s o f al l the stakeholder s i n education . 

The spiri t o f communicatio n an d participatio n tha t ha s bee n show n t o b e 
necessary fo r th e budge t plannin g exercise i s also i n principl e necessar y fo r 
an effectively ru n Ministr y o f Education . The conceptualisatio n o f th e 
budget proces s i n a  more comprehensiv e mod e tha n hithert o augur s wel l fo r 
the Ministr y o f Educatio n t o becom e mor e knowledgeabl e abou t th e need s 
and strength s o f it s ow n sector . 

Wrap-up: discussio n an d extende d reflectio n 

Financial management:  a  constituent  of  the  management  process 

• On e o f the man y misconception s i n the managemen t o f finance i s that i t 
is merely abou t money , income an d expenditure , or budgetin g an d 
costing. I t is , however, one o f th e importan t phase s o f th e managemen t 
process tha t help s to relat e need s t o resource s an d th e implementatio n 
process an d assist s i n the achievemen t o f th e desire d goals . Th e 
emphasis her e i s on education-driven  rathe r tha n o n resource-driven 
educational plans , programmes an d projects . Mos t educationa l 
innovations i n this par t o f th e worl d are , however, resource-driven . 

Financial management:  a  staff development  strategy 

• A s already indicated , the proces s o f financial  managemen t facilitate s 
organisational planning , co-ordination, contro l an d evaluation . Th e 
process thu s enable s ongoin g staf f developmen t an d thi s encourage s 
participation o f al l those involve d i n organisationa l activitie s suc h as 
vision-building, evolutionary planning , context-based staf f development , 
initiative-taking, monitoring , supervision , restructuring an d reculturing . I n 
other words , everyone i n the organisatio n participate s i n financia l 
decisions an d takes the responsibilit y o f implementin g the m successfully . 

101 



• Th e effectivenes s o f an y initiativ e i n s o far a s devolution o f financia l 
management i s concerned, wil l no t b e realise d unles s i t enable s 
involvement o f al l concerned i n the decision-makin g process . Such a n 
initiative eve n a t territor y leve l does no t enabl e huma n resourc e 
development a t variou s departmen t levels . The managemen t o f financ e 
here ha s moved fro m on e centra l authorit y t o a  similar positio n a t a  lowe r 
level i n the administrativ e hierarchy . Devolutio n initiative s shoul d ensur e 
that everyon e i n the syste m learn s t o us e funds sensibl y an d i n a  mor e 
cost-effective manner . 

Budgeting 

• I n order t o manag e financ e effectively , i t i s importan t t o hav e som e 
understanding o f th e budgetin g an d costin g processes . Budget s ar e th e 
means through whic h expenditur e i s related t o needs . I t also , therefore , 
facilitates organisationa l planning , co-ordination, contro l an d evaluation . 
Budget, the forma l se t o f figures writte n o n a  piece o f paper , i s th e 
consequence o f thes e activitie s an d become s a  guide t o th e managemen t 
of futur e activities . 

• Th e budgetin g proces s ha s four phases : budgetary review , forecasting, 
implementation an d evaluation . While i t i s appropriate t o annualis e th e 
budget, the proces s itsel f i s ongoing . 

• Th e mai n problem s i n budgetin g includ e turbulen t economi c climates , 
often insufficien t research-base d data , micro - an d macro-politics , 
escalating costs, inflation an d devaluatio n costs , and overambitiou s 
projects. 

Costing 

• A s seen above , budgeting i s concerned wit h drawin g u p a n overal l 
financial pla n a s a par t o f th e institutiona l managemen t process . Costin g 
is concerned wit h determinin g th e specifi c cost s o f an educationa l 
activity. The focu s her e i s on providin g data abou t th e viabilit y o f 
competing activities . 

• A n educationa l administrato r ha s to b e realisti c i n developing an d 
implementing a  plan, programm e o r project . He/sh e ha s to tak e int o 
account wha t resource s ar e available t o implemen t th e plan , programm e 
or projec t i n a  given perio d o f time . The costin g o f educatio n i s no t a s 
easy a s costing a n annua l budget . Th e annua l budge t doe s no t giv e al l 
the informatio n o n cost s o f education . 
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• Educationa l cost s ca n b e affecte d by : changes i n pric e leve l o f good s an d 
services, inflation, demographic changes , raising of schoo l leavin g age, 
teachers' salaries , rise i n education standards , new polic y decision s an d 
demand fo r highe r education . 

The managemen t o f educationa l financ e i s a  'hidden curriculum ' an d no t 
many peopl e a t th e schoo l o r syste m level s are involve d i n it . This discussio n 
emphasises tha t financial  managemen t i s a  component o f th e tota l 
educational managemen t process . I n an interactive fashio n i t contribute s t o 
the achievemen t o f desire d goals . I t operate s bes t whe n i t take s a 
partnership an d collaborativ e rout e an d whe n i t i s transparent t o th e 
stakeholders. I f this happen s th e proces s o f financia l managemen t become s 
a learning platform . 

Source: Adapted fro m Sharma , 1997 ) 
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MODULE 5 
School financing 

Background 

During the las t 1 5 to 2 0 year s there ha s been increase d emphasi s o n pattern s 
of schoo l finance . School finance, however, is a function o f schoo l governance . 
How th e educationa l syste m i s organised an d controlle d determine s th e wa y 
money i s allocated t o school s an d th e wa y decision s abou t th e release , use 
and accounting fo r suc h funds tak e place . Ideas abou t governanc e hav e 
been changin g and, consequently, s o hav e ideas abou t financing . I n th e 
Caribbean, in the past , centralised bureaucracie s release d appointe d sum s a t 
appointed time s fo r specifi c purpose s i n the stat e sector . Ver y littl e decision -
making took plac e a t schoo l leve l where mone y wa s concerned , except i n th e 
denominational system . Generally, one ca n sa y tha t ther e ha s bee n a  global 
shift toward s decentralise d conception s o f governance an d s o we hav e t o 
consider alternativ e arrangement s fo r financin g schools . 

This modul e consist s o f 1 1 sections . 

At th e en d o f Sectio n 2 , the participan t shoul d b e able t o explai n th e mai n 
factors influencin g schoo l governanc e i n the worl d today . 

At th e en d o f Sectio n 6 , the reade r shoul d b e abl e t o explai n som e ke y 
factors i n the educationa l contex t shapin g schoo l governanc e an d financing : 

(a) th e impac t o f effectivenes s research ; 

(b) schoo l improvemen t planning ; 

(c) decentralisatio n initiatives . 

At th e en d o f Sectio n 10 , the participan t shoul d b e abl e to : 

1. Discus s th e pro s an d con s o f differen t arrangement s fo r financing ; 

2. Explai n the cas e for decentralisation ; 

3. Discus s som e o f th e institutiona l implication s o f decentralisatio n fo r 
financing; 

4. Compar e centralise d an d decentralise d arrangements . 

At th e en d o f Sectio n 11 , the participan t shoul d b e abl e to : 

1. Explai n the vouche r system ; 

2. Asses s the possibl e socia l an d educationa l impac t o f a  voucher system . 
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SECTION 1 

School financin g -  th e genera l proble m toda y 

School financin g ha s become a n area o f centra l concer n toda y i n bot h 
developing and develope d countries . Governments , and i n som e places , 
districts, communities an d taxpayers ar e concerned wit h th e achievemen t o f 
value fo r mone y i n education . This ha s led t o experiment s wit h al l sort s o f 
novel idea s for governanc e an d financing of schools . 

Instruction 1 

Read the excerp t i n Bo x 1 . 

Box 1 

In fact, an article i n the Toronto  Star quotes a  Conference Boar d o f 
Canada stud y which estimates a $4-billion lifetim e los s in earning power 
for th e 137,00 0 student s who failed to graduate with the clas s of 197 9 
(Crawford, 1993) . The same news publication also mentions a  January 
1993 repor t o f the Libera l Party's Senate and House of Common s 
Committee on Youth which points ou t tha t schoo l drop-outs ar e a great 
cost t o Canadia n taxpayers i n terms of thei r weak earning power, the 
lower taxes these individuals pay , and the additional cost s o f 
unemployment insurance , welfare, health and policing. The Provinc e o f 
Ontario ha s a $14-biIlion publi c schoo l system, comprising $1 0 billio n 
in provincial spending and another $ 4 billio n collected i n local propert y 
taxes for th e running of schools . The nation, as a whole, has a 
$55-billion education system . Given such figures, many Canadians are 
understandably concerne d that the y are not getting their money' s wort h 
in their educationa l spending . 

'Reconstructing "Dropout"' . George J. Sefa Dei , Josephine Mazzuca , 
Elizabeth Mc Isaac , jasmine Zine , 1997, p. 8 

Activity 1 

7. 

2. 

3. 

Are the above 

What are the 

How do these 

concerns 

concerns 

concerns 

applicable to  the  USA and UK today? 

about 'value  for money  in your own  country? 

express themselves  in  your country? 
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SECTION 2 

The presen t worl d contex t 

How muc h mone y individua l school s ge t fo r financin g thei r need s an d ho w 
that mone y i s accessed, allocated an d accounte d fo r depend s partl y o n th e 
current se t o f idea s which dominat e thinkin g i n the field . 

Instruction 2 

Read Bo x 2 . 

Box 2 

Some dominant idea s influencing school managemen t an d governance 
and by extension schoo l financing include: 

1. Confidenc e i n central plannin g has decreased with the collaps e o f th e 
communist region s of Easter n Europ e and the poo r recor d o f stat e 
run institutions i n other part s o f the world. 

2. Growt h o f ne w technology ha s made i t mor e possible than eve r 
before to take decisions a t relativel y loca l levels. With informatio n 
technology i t ha s become easier to reconcil e genuine loca l autonom y 
with strategi c contro l a t th e centra l level . 

3. Th e ris e of the neo-libera l paradig m which emphasises competitio n 
and 'surviva l o f the fittest'  encourage s decentralisation o f schoo l 
management. 

4. Th e recen t experience o f recessio n and structural adjustment i n many 
developing economies has reduced the amoun t o f money availabl e fo r 

I educationa l expenditure s an d has produced grea t emphasis o n 
accountability an d efficiency . 

Activity 2 

?. Do you see evidence already that the  factors cited  in Box 2 are  influencing 
school financing? 

2. Check  any recent development plan for education  in your country.  What 
changes are being proposed for school  governance and financing? 
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SECTION 3 
The educationa l contex t 
During the 1960s , sociologica l studie s produce d i n the US A suggeste d tha t 
the influenc e o f th e hom e wa s the ke y factor i n determinin g educationa l 
success. This le d to man y policie s aime d a t compensatin g fo r socio -
economic deficiencies . The las t 1 5 years hav e seen a  rethinking o n th e 
potency o f the individua l schoo l uni t a s an agent fo r producin g educationa l 
change. This rethinkin g was due t o effectiv e school s researc h an d th e 
application o f strategi c plannin g techniques t o educationa l administration . 

Instruction 3 
Read Bo x 3 . 

Box 3 
The las t 1 5 years have seen a rethinking of the thesi s originall y 
propounded b y American socia l scientist s Coleman et  al. (1966 ) an d 
Jencks et al . (1972) tha t th e effec t tha t school s could have on th e 
academic achievemen t (an d therefore lif e chances) o f the childre n i n 
them was strictly limite d compared with the effect s o f family background , 
and that school s i n capitalist economie s b y and large simply reproduce d 
the socia l class structure o f that society . But research carried ou t i n th e 
United States and in the Unite d Kingdo m ha s shown that effectiv e 
schools do enable their pupil s to mak e more progress than migh t hav e 
been expected given their socia l background, and that other s do th e 
reverse. New statistica l technique s hav e enabled researcher s to calculat e 
what level of achievement a  pupil i s likely to reach , given history o f he r 
previous attainment an d socio-economic statu s -  an d what th e expecte d 
performance o f a  school migh t be , given what kin d o f pupils i t has . Then 
the actua l leve l of performanc e can be compared with the expecte d level. 
This concept o f an  identifiable 'schoo l effect ' ha s been taken on boar d 
by a number o f evaluation agencies in different countries , including th e 
French Ministry o f Education' s Directio n de l'Evaluation e t d e la 
Prospective (DEP) . 
OECD, Schools Under  Scrutiny, 1996 , p.2 0 

Activity 3 
1. How  did 'effectiveness  research'  change the outlook on  schools? 

2. How  could the findings of  this  research lead  to more  school autonomy? 

3. What  consequences could  1  and 2 above  have for school  financing? 
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SECTION 4 
The educationa l conten t 

Instruction 4 
Read Box 4 . 

Box 4 

In such a climate of change and strenuous self-improvement, the school 
itself is emerging as an important axi s in the effort to evaluate and 
improve the performance o f the educatio n system. First, it is a convenient 
unit for financial accountability -  especiall y since some education 
systems have been restructured, first to shift financial responsibilities 
from central to local government and secondly, in some cases, to push 
budgetary managemen t even further from the centre, out to the schools 
themselves. It is also an appropriate unit through which to establish 
accountability to parents and the community -  bot h in conceptual and 
operational terms. The public in most countries is familiar with the 
concept of 'good' and 'bad' schools -  institution s which are or are  not 
fulfilling the function society is paying them to carry out -  an d often 
make such judgements themselves. At the same time, schools are 
educative communities, in which shifts in ethos, climate or approach can 
have a substantial effect on the quality of learning in the institution. 

Direct pressure can be put on individual schools to change their mode of 
operation, or improve their performance, which is hard to do with 
intermediate layer s such as local education boards, municipalities or 
school districts. School principals and teachers, governors and trustees, 
are often highly visible in the loca l community and personally as well as 
structurally accountable i n a way that local government officers, and even 
elected representatives, are not. This makes the school as a unit a 
powerful location for improving the quality of a system. 

Schools Under  Scrutiny, op,  cit. 

Activity 4 

1. What  factors make the  individual school an important axis 
implementation and evaluation? 

2. How  would this affect  the drive to  autonomy for schools? 

3. What  will be the implications for financing? 

for policy 
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SECTION 5 
The educationa l conten t 

Instruction 5 
Read Box 5 . 

Box 5 
In the accelerated schoo l the stres s is on the schoo l as a whole rathe r 
than on a particular grade , curriculum, approach to teache r training , or 
other mor e limited strateg y Th e organisationa l approac h assumes tha t 
the strateg y mus t do three things : (1 ) develo p a unity o f purpos e amon g 
all of the participants ; (2 ) 'empower ' al l of the majo r participants an d 
raise their feelings o f efficacy an d responsibility fo r th e outcome s o f th e 
school; and (3 ) buil d on the considerable strength s o f the participant s 
rather than decrying their weaknesses . 

Unity o f purpose refer s to agreemen t amon g parents, teachers, and 
students with respec t to a  common se t of goals for the schoo l tha t wil l 
be the foca l point o f everyone's efforts . 

Empowerment refers to th e abilit y o f the ke y participants t o mak e 
important decision s at the schoo l leve l and in the home to improv e th e 
education of students . It i s based upon breaking the presen t stalemat e 
among administrators, teachers, parents and students in which th e 
participants tend to blam e each other , as well as factors  'beyon d thei r 
control', or the poor educationa l outcome s o f disadvantaged students . 
An accelerated schoo l mus t buil d upon an expanded role for al l groups t o 
participate and take responsibility fo r th e educationa l proces s an d 
results. Such an approach requires a  shift t o school-base d decisio n 
making with heavy involvement o f teachers and parents and new 
administrative roles . Building of strengths refer s to employin g all th e 
learning resources that students , parents, school staff , and communitie s 
can bring to the educationa l endeavour . 
Henry Leven , Effective Schools, Chapte r 9 

Activity 5 
1. Summarise  the main tenets of school  improvement planning listed here. 
2. What  approach to  school management is articulated? 
3. What  are the consequences for governance  of schools  as  well as financing 

of schools? 
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SECTION 6 
The educationa l conten t 

Instruction 6 
Read Boxes 6  an d 7 . 

Another recen t featur e whic h ha s place d emphasi s o n th e schoo l a s an 
individual uni t ha s been th e ris e o f decentralisatio n a s a technique fo r 
school improvement . 

Box 6 
• a  shift from the us e of inpu t control s and bureaucrati c procedure s an d 

rules to a  reliance on quantifiable outpu t measure s and performanc e 
targets; 

• th e devolutio n o f managemen t contro l coupled wit h the developmen t o f 
new reporting , monitoring and accountability mechanisms ; 

• th e disaggregation o f large bureaucratic structure s int o quasi -
autonomous agencies ; 

• th e imitatio n o f certain privat e secto r managemen t practice s suc h as 
corporate plans , performance agreement s an d mission statements , the 
development o f ne w management informatio n systems ; 

• a  stress on cos t cuttin g and efficiency . 

Schools Under Scrutiny, op,  cit.,  p . 19 

Box 7 
Decentralisation ca n take the form o f de-concentration, delegation an d 
devolution (Rondenelli , 1981 ) -  al l involving the transfer o f centra l 
government authorit y an d its tasks and function t o othe r bodie s (Winkler , 
1986). De-concentration involve s a transfer o f lower level s within th e 
central government -  suc h as the creation of regiona l directorates i n the 
ministry o f education. Delegation involve s a  transfer t o organisation s 
outside the centra l government -  suc h as training agencies an d 
universities. In both cases, the federa l government continue s t o b e th e 
main source o f financing. Devolution involve s a transfer t o autonomou s an d 
independent sub-nationa l unit s of government -  suc h as provinces, cities 
and districts -  whic h are empowered bot h t o rais e tax revenues and t o 
spend them. The outcome i s often a  school syste m financed and controlle d 
by the loca l government . 

Emanuel Jiminez and Jee Peng Tan, 'Decentralised an d Private Education : 
The Case of Pakistan' , Comparative Education, Vol. 23, No. 2,  1987 , p. 174 
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Activity 6 
1. How  would the application of ideas in  Box 6  make  individual schools more 

responsible for their own performances? 

2. Study  the different possible levels of decentralisation in Box 7  and  clarify 
the implication for governance and financing in each case. 

SECTION 7 

Options for school financing 

'Alternative models  of government intervention in  education can  generally be 
characterised according  to  the  way schools are managed and financed. The 
sharpest distinction  is  between public  and  private  schools.  In  a  privatised system 
of education,  schools  derive their revenue  entirely  from fees  and other  private 
contributions, and  are  free to  determine  the type  of  educational  services  offered. 
In contrast, schools  in a  purely public  system  show the opposite  features:  they  are 
managed directly by  government and their  expenditure  are  met  by tax revenues'. 

Emmanuel Jiminez an d Jee Peng Tan, op. cit.,  p.  174 
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Instruction 7 

Study Box 8. 

Box 8 
Table 5.1. A 

Feature 

Finance 

a) Revenu e 
source 

b) Metho d of 
financing 

Management 

a) Decision s 
on leve l 
and typ e 
of spendin g 

(b) Fe e policy 

(c) Servic e 
provision 

Typology of the Organisation of Schoo 

Private secto r 

Public 
private 
model 

Private 
contributions 
(tuitions and 
other fees ) 

All schoo l 
inputs 
financed by 
school 
revenues 

Decisions set 
by schoo l 
and reflectin g 
preferences 
of schoo l 
clientele 

Fees set at 
level reflectin g 
market force s 

Free choic e 
constraint i n 
curricula 

Mixed 
model 

Private 
contributions 
plus 
government 
grants and 
resources-
in-kind 

Some schoo l 
inputs (for 
example 
teachers) 
financed by 
grants and 
in-kind 
contributed 
from 
government 

Decisions of 
school 
subject t o 
control by 
government 

Fee ceilin g 
imposed by 
government 

Some 
constraint 
on curricul a 

! Systems 

Public secto r 

Pure 
decentralised 
model 

Local 
government 
own-source 
revenues 

School input s 
financed by 
local 
government 
revenues 

Local 
government 
autonomy 
to decid e 
according to 
preferences 
of foca l 
residents 

Local 
government 
autonomy 
in settin g fee s 

Local choic e 
in curricul a 

Mixed 
model 

Local 
government 
own-source 
revenues 
plus grant s 
from highe r 
levels of 
government 
and resources -
in-kind 

Some schoo l 
inputs 
provided 
in kin d by 
higher 
levels 

Local 
government 
decisions 
constrained 
by highe r 
government 
regulations 

Fees charge d 
are subjec t 
to contro l 

• 

Pure 
centralised 
model 

Full centra l 
government 
funding 

All schoo l 
inputs 
provided 
directly 
in kind to 
schools 

Decisions 
set by 
central 
government 

No fee s 
are levie d 

by highe r level s 
of governmen t 

Local choic e 
limited by 
regulations 
of highe r 
levels of 
government 

Standard 
national 
curriculum 
for all 
schools 
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Activity 7 
1. Give n all  that  you  have  read in  this module so far which  is the point  in  this 

typology that  countries  seem to be  gravitating toward? 

2 . What  are  the  advantages  of  a  purely  centralised  model? 

3. Can  you come  up with  a framework for deciding  which model of school 
finance is  suitable to  your country? 

4. Are  there  schools in your country  operating  according  to  the  pure private 
model? 

5. How  did  the  present  arrangements for financing schools  evolve historically 
in your country? 

6. Would  decentralisation ease  the burden on  state financing? 

7. Can  decentralisation  be  structured to  maximise  the use  of private  and 
community funding? 

114 



SECTION 8 

Instruction 8 

Read Bo x 9 . 

Advantages o f decentralisatio n 

Box 9 
(a) Loca l contro l evidentl y encourage s responsivenes s t o loca l needs . 

(b) Eve n at the leve l of the individua l schoo l o r college , differences o f 
geography, resources , tradition an d persona l preferenc e impl y a  nee d 
for som e kind s o f significan t decisio n t o b e within th e power s o f loca l 
management 

(c) Decentralisatio n ca n spee d u p the decisio n makin g process. I f 
minor issue s have to b e referre d to som e remot e centra l authority , 
rapid respons e i s out o f th e question . 

(d) Decentralisation , therefore, encourages th e developmen t o f a 
clear distinctio n betwee n strategi c contro l whic h i s the prope r 
function o f the centr e an d operationa l managemen t whic h i s mor e 
effectively carrie d ou t locally . This distinctio n i n turn help s t o creat e 
an organisational structur e whic h i s both effectiv e an d responsive . I t 
should b e noticed , however , that th e separatio n o f strateg y an d 
operational contro l ma y i n practice b e difficul t t o achieve . 

(e) A  seriou s proble m i n highl y centralise d system s i s one o f scale . 
The shee r numbe r o f individua l school s o r th e siz e of th e are a mea n 
that th e issue s are frequently beyon d th e comprehensio n o f eve n 
perfectly capabl e administrators . 

(f) Decentralisatio n encourage s initiativ e an d improve s th e qualit y o f 
management, particularl y a t loca l level . In a  highly centralise d syste m 
key figures suc h as district officer s o r headteacher s ar e denie d 
decision makin g opportunities an d frequently hav e little , i f any , 
management training . Their qualit y o f managemen t is , therefore, no t 
surprisingly, often poor . 
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(g) Decentralisatio n release s huma n potentia l Peopl e respon d t o 
increased opportunities t o us e their talents and energies productively . 

(h) Greate r involvemen t i n the decisio n making process improves 
morale leading to enhanced job satisfactio n an d better motivation.(i ) 
A well designed system of decentralised managemen t increase s 
accountability. Clarifying the respectiv e role s of central government , 
local government, school management an d other agencie s make s i t 
possible to se t appropriate target s for each . 

Kier Bloomer , Decentralising the Education System.  Commonwealt h 
Secretariat 1991 , p.3 

Activity 8 

1. Do  these advantages of  decentralisation hold  in your education system? 

2. What  aspect of your education system should still be centralised? 
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SECTION 9 
Local financial  managemen t 

Instruction 9 

In the even t tha t decentralisin g doe s tak e place , there mus t b e som e 
restructuring o f financia l contro l t o accor d mor e autonom y t o th e individua l 
school. 

Read Bo x 10 . 

Box 10 

9.6.1 Ultimatel y an y system of delegation i s likely to involv e som e 
decentralisation o f decision concerning money. Indeed, any 
restructuring which stops shor t o f developin g some measure 
of financia l contro l wil l be restricted to administrativ e 
decentralisation. The element o f empowering local peopl e 
will be minimised. 

9.6.2 I f the government i s contemplating som e measure o f loca l 
financial management a  very wide rang e o f issues will need t o 
be addressed, including the following : 

(i) T o which leve l or level s is control t o b e devolved? Wil l 
individual districts and/o r school s hav e their ow n budgets ? 
(ii) Wha t areas of budgetary contro l ar e to devolved ? For 
example, districts could be given control ove r repairs an d 
maintenance bu t no t ove r new buildings. Schools migh t contro l 
the suppl y o f teaching materials bu t no t classroo m equipmen t 
over a  certain value. 

(iii) Ho w are minimum standards to b e prescribed an d what 
levels of discretion wil l be permitted? Fo r example, in relation t o 
teacher staf f i t migh t b e laid down that fo r a  school o f a certain 
size finance wil l be provided t o allo w the employmen t o f te n 
teachers. The schoo l o r distric t migh t hav e discretion to var y th e 
actual complement i n response t o loca l needs and priorities bu t 
subject t o a  prescribed minimu m and maximum . 
(iv) O n wha t basi s are local budgets t o b e assessed? Wha t 
account i s to b e taken of factors suc h as numbers o f pupils , 
numbers of schools , travel difficulties etc ? 
(v) Wha t arrangement s ca n be made for auditing ? 

Decentralising the  Education System,  op.  cit. , p . 10 
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Activity 9 

1. How  will financial arrangements  be  affected in your country  if 
decentralisation takes  place? 

2. Do  staff at  the  level of the  individual schools have the skills for budgeting 
and record-keeping? 

3. Can  staff at  the  level of schools prepare and justify estimates  of 
expenditure, etc? 

4. What  level of self  financing would be expected of schools? 

SECTION 10 

Key value s affectin g polic y o n schoo l financing 

In assessing the option s o f centralise d type s o f contro l an d financing  an d 
decentralised type s o f contro l an d financing the sam e aims ar e advanced t o 
support eithe r options . Protagonist s o f bot h camp s argu e fo r th e sam e 
objectives. 

Instruction 10 

Read Bo x 11. 

Box 11 

Equity I t has been a major preoccupatio n o f mos t countrie s t o 
ensure that th e educationa l arrangements d o no t 
perpetuate inequalit y bu t allo w for som e degree o f 
social mobility . 

Efficiency Economi c efficienc y i s the maximisatio n o f outpu t pe r 
unit o f input . Education efficiency i s more elusive bu t 
there i s the increasin g concern with accountabilit y an d 
results. 

Freedom and  Increasingl y freedom to choos e and diversity t o choos e 
choice from , is becoming important. Fo r those wh o wish to se e 

the education marke t become lik e any other commodit y 
market thi s i s a crucial value. 
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Activity 10 

1. If  there  has been 
country, what was 

a centralised system of  control 
the justification for  such? 

2. What  are the arguments for change  in 
in your country? 

and financing in  your 

control and  financing of education 

SECTION 11 

Radical option s fo r schoo l financin g 

Quasi-markets 

The theor y o f quasi-market s i s premise d o n th e assumption s tha t th e 
introduction o f market-oriente d policie s i n education wil l foste r competition , 
encourage a  more economica l us e o f resources , make producer s mor e 
accountable t o consumers , increas e choic e an d promot e diversit y an d 
provide a  better dea l fo r th e poor . Th e philosoph y beneat h i t al l i s th e 
doctrine o f competitio n an d 'surviva l o f th e fittest' , i.e . mak e school s 
compete, give parent s powe r a s consumers, mak e teacher s accountabl e an d 
let th e syste m becom e self-driven . 

Instruction 1  7 

Read Boxe s 1 2 and 13 . 

Box 12 

A tax-funding education vouche r i n the broades t sens e is a payment 
made by the government t o a  school chosen by the paren t o f the chil d 
being educated; the voucher finance s al l or mos t o f the tuition charged . 
The system introduces competition amon g public school s and betwee n 
public an d private schools ; and i t enable s school s t o offe r divers e 
educational package s to mee t the differen t preference s o f parents . 

E. West, 'Education Vouche r i n Principle an d Practice : A Survey' . World 
Bank Research Observer,  Vol. 12 , No. 1 , p. 83 
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Box 13 

The Rational e for Voucher System s 

The goal o f al l voucher plan s -  t o provid e families with maximu m choic e 
within a  decentralised an d competitive syste m of school s -  embodie s 
four principles : consumer choice , personal advancement , the promotio n 
of competition , and equal opportunity . Consume r choice , in education , 
equals parenta l choice : parents choose school s fo r thei r childre n b y 
virtue o f thei r parenta l authorit y an d are thus, in a fundamental sense , 
the rea l consumers o f education . Under a  voucher plan , governmen t 
serves the consumers o f education -  parent s -  rathe r tha n th e supplier s 
of education -  school . 

The secon d principle , that o f persona l advancement , i s rooted i n th e 
conviction tha t peopl e wan t to shap e their ow n destinies. The 
opportunity t o choos e and to decid e stimulate s interest , participation , 
enthusiasm and dedication. Many governmen t programme s -  fo r exampl e 
social security , welfare, health programmes , student loan s -  directl y 
subsidise the individua l recipient s with funding for service s among which 
they ca n select . Social securit y recipients , for example , can spend thei r 
cheques however the y choose . The goal o f educationa l voucher s i s t o 
extend this principl e t o education . 

The third principle , the stimulatio n o f competition , applies her e becaus e 
public school s ar e usually monopolies . The objective o f vouchers i s t o 
challenge them to compet e -  wit h each other an d with privat e schoo l -
through reducin g costs, increasing quality, and introducing dynami c 
innovation. 

The fourth principl e -  th e goa l o f equality o f opportunity -  underlyin g 
the rational e fo r voucher s i s a logical outcome o f the othe r thre e an d is 
expressed in the objectiv e o f increasin g access to privat e schools . This 
goal i s embodied particularl y i n those selective , or targete d vouche r 
schemes that giv e low-income familie s greater acces s to privat e schools . 

E. West, op. at, p.8 5 

Activity 11 
1. Summarise  the  arguments for a  voucher system. 

2. Would  the argument advanced for a  voucher system hold  in  your country? 

3. How  would a voucher system affect  the  poor in  the long run? 
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MODULE 6 
Accountability 

Overview 

Most people , lay an d professiona l alike , agree tha t th e educatio n secto r 
should receiv e a  large percentag e o f a  country's investment . Sinc e th e 
advent o f huma n capita l theorie s thi s ha s indeed bee n the cas e i n man y 
countries o f th e developin g world . However , emphasi s o n suc h heav y capita l 
outlay mus t a t som e poin t b e show n t o b e justified, and there mus t b e 
evidence tha t mone y ha s been wel l invested , because fo r mos t o f thes e 
countries resource s ar e scarce . Yet man y countrie s hav e so far bee n unabl e 
to undertak e a  thorough evaluatio n o f thei r educatio n systems . Such a n 
evaluation woul d see k to determin e whethe r th e syste m ha d bee n efficient  i n 
its us e o f th e country' s resources , whether i t ha d mad e equity  gain s fo r 
different sector s o f th e populatio n an d whethe r i t ha d bee n use d to improv e 
the quality  o f educatio n i n the country . Thes e ar e the accountabilit y issue s 
on whic h a n education syste m need s t o b e evaluated . 

The obviou s tas k i n evaluating an education syste m would b e to asses s it s 
outcome -  i.e . studen t achievement . Ho w i s this t o b e done? Clearly , testin g 
is the answer . Thus, this chapte r wil l discus s som e issue s relevan t t o th e 
design an d construction o f tests . Tests, however , serv e differen t functions . 
For example , they may  b e use d fo r selectio n purpose s o r fo r th e gainin g o f 
credentials, or the y ma y b e designed t o giv e a n indicatio n o f th e healt h o f 
the system . Some ide a o f th e basi c difference s i n tests wil l b e developed . 
Once a  test ha s been implemente d an d score d through , how ar e the result s 
to b e interpreted ? Thi s take s u s into th e highl y contentiou s worl d o f 
'standards'. Her e we find  tha t man y peopl e hav e only a  hazy ide a o f wha t 
standards ar e and yet continuall y mak e judgements base d o n them . Thi s 
module wil l sho w tha t standard s hav e to b e carefull y selected , assessed an d 
monitored i f they ar e to b e use d i n evaluatin g the system . 

If we succee d i n al l these efforts , the unhapp y fac t remain s tha t w e stil l d o 
not hav e a  complete assessmen t o f th e educatio n system . We need t o 
engage i n cross-national comparison s t o se e ho w ou r effort s measur e u p 
with thos e o f others strivin g fo r simila r goal s -  otherwise , i t woul d b e onl y a 
self-contained endeavour . Thi s chapte r wil l loo k a t th e kin d o f informatio n 
generated b y survey s conducte d b y th e IE A (Internationa l Evaluatio n o f 
Educational Assessment ) a s a measure o f ho w th e syste m i s functioning . 
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Objectives 

When s/h e ha s completed thi s module , the participan t shoul d b e abl e to : 

1. Justify, i n the contex t o f educationa l financing , the nee d t o se t u p 
evaluations o f educatio n systems . 

2. Explai n ho w nationa l attainmen t test s diffe r fro m thos e designe d fo r othe r 
purposes. 

3. Interpre t indicator s o f syste m performance . 

4. Criticall y apprais e th e notio n o f 'standards ' i n the assessmen t o f 
educational achievement . 

5. Justify th e nee d t o includ e comparativ e internationa l educationa l indice s 
of assessmen t fo r purpose s o f accountability . 

6. Demonstrat e a n awareness o f th e procedure s an d mechanism s whic h 
guarantee accountability , no t jus t fo r compliance , bu t i n the interest s o f 
efficiency, equit y an d improvemen t i n the educatio n system . 

Accountability an d educationa l financin g 

The educatio n syste m ca n b e assesse d o n it s effort s t o realis e efficiency , 
equity an d qualit y o r improvements , i n the deliver y o f educatio n t o th e 
country. Thes e ar e the reason s fo r whic h i t wa s financed. These ar e the task s 
an education syste m i s require d t o perfor m an d fo r whic h i t i s accountable . 

Efficiency ha s to d o wit h whethe r th e syste m i s maintaining o r increasin g it s 
output o f graduate s a t ever y leve l i n a  cost-effective manner . I t woul d thu s 
examine student-teache r an d enrolmen t ratios , different way s o f transmittin g 
curricula, different curricula , drop-out an d repetitio n rates , and graduatio n 
rates. Such indicator s nee d to b e periodicall y monitore d t o giv e polic y 
makers a  real sens e o f whethe r th e syste m i s doing wha t i t i s supposed t o 
do cost-effectively . The y ma y wel l sugges t tha t mor e fundin g ma y b e 
necessary i n som e area s for th e syste m t o becom e mor e efficien t i n 
producing output . 

Equity i s concerned wit h whethe r al l groups i n the societ y ar e bein g treate d 
fairly b y th e educatio n system . Hence, no grou p shoul d b e over-represente d 
as graduates a t an y leve l o f th e syste m o r appea r t o b e confine d t o certai n 
types o f schools . This hinge s o n th e clea r correlatio n betwee n educationa l 
credentials an d well-payin g jobs, leadin g to a  higher standar d o f living . 
Equity, then, i s reall y a  means o f measurin g to wha t exten t al l groups ar e 
able t o acces s socia l mobility . Government s expec t tha t th e heav y financia l 
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investment the y hav e mad e i n education i s one indirect , long-ter m wa y o f 
addressing this issu e and th e syste m mus t therefor e deliver . 

Quality indicator s hav e to d o wit h pedagog y an d th e natur e o f th e 
education tha t i s being transmitted . Are th e curricula r programme s designe d 
for, and relevan t to , the ag e an d interest s o f th e students ? I s the teachin g 
innovative an d stimulating ? Ar e mos t teacher s trained ? I s the learnin g an d 
knowledge helpfu l i n developing critica l thinker s an d productiv e citizens ? 
The improvemen t o f instructiona l practice s als o ha s implication s fo r 
improving th e efficienc y o f th e system , so tha t efficienc y an d qualit y 
indicators ar e closely related . 

All countrie s see m to inves t heavil y i n education . Nationa l goal s ma y var y 
from countr y t o country , bu t al l countrie s wan t thei r educatio n system s t o 
be efficient , equitabl e an d capabl e o f deliverin g a  'quality ' education . Hence , 
the syste m ha s to b e evaluate d t o se e ho w wel l i t i s performin g o n thes e 
indicators. Especiall y i n smal l developin g countries , planner s an d polic y 
makers i n nee d t o becom e awar e of , an d insis t o n th e nee d for , th e 
establishment o f procedure s an d mechanism s t o guarante e accountabilit y i n 
the educatio n system . 

Accountability an d achievemen t indicator s 

The issu e o f accountabilit y i n educatio n i s boun d u p wit h th e dominanc e o f 
academic achievemen t a s its majo r outpu t indicator . Th e notio n o f 
achievement i s no t a t issu e becaus e thi s is , after all , the majo r projec t o f 
schools -  t o educat e student s an d the n tes t the m o n wha t the y hav e 
learned. However , there i s some dissatisfactio n wit h th e specifi c indicato r 
most i n us e today, that o f cognitiv e o r intellectua l achievement . Bo x 1  belo w 
discusses som e o f the issue s surroundin g outpu t indicators . 
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Box 1 

Choice of Outcome Indicator s 

To enumerate th e outcome s o f education abou t whic h i t migh t b e usefu l 
to hav e empirical information i n terms o f the many aims that hav e been 
posited for educatio n woul d be an endless task . Aims frequentl y 
suggested include the developmen t o f literac y and numeracy skills , the 
development o f aesthetic area s of experience, preparation for lif e i n a 
democratic society , preparation fo r th e world o f work, development o f 
character and mora l sensitivit y an d personal self-fulfilmen t Aim s (an d 
expected outcomes) ma y differ fo r differen t age s and students . Given th e 
range of educational aim s and the complexit y an d difficulty o f measurin g 
outcomes, some selection ha s to b e made in deciding what outcome s 
should b e measured for us e in an indicator system . All we can hope for i s 
information o n a  limited numbe r o f indicators rathe r than a description o f 
all possible outcomes . 

In choosing indicators, the evaluator wil l be influenced b y consideratio n 
of which educational outcome s ar e regarded as important an d by th e 
ease and efficiency wit h which the outcomes can be measured. Thus, 
both politica l an d technica l considerations hav e to b e attended to . At th e 
political level , some measures will be regarded as  more importan t o r 
credible than others , and achieving consensus o n these ma y not b e easy. 
At th e technical level , considerations relatin g to suc h factors as method 
of measurement , sampling strategies, and how data are aggregated an d 
reported ma y also constrain th e selection o f indicators... . 

The role of bot h politica l and technical factors i s evident i n the emphasi s 
placed on cognitive factors i n assessing school outcomes. Partly becaus e 
it i s difficult t o obtai n agreemen t on the value as school outcomes o f 
activities wit h a  large noncognitive component , and partl y becaus e thes e 
activities ar e difficult t o measure , most attentio n i n the development o f 
outcome measure s has been given to cognitiv e achievement . The genera l 
public, as well as those professionall y involve d in education, seems 
genuinely intereste d i n finding out wha t cognitiv e skill s and knowledg e 
students hav e acquired i n school . For example, can students rea d and 
write satisfactorily ? I s their knowledg e o f scienc e and technolog y 
adequate fo r lif e i n the contemporar y world ? 
Source: Adapted from Greane y and Kellaghan , 1996 , pp .4 - 5 

Cognitive testing , however , i s no t withou t it s arra y o f problemati c issues . 
Since th e evaluatio n o f achievemen t o n a  national scal e i s likely t o b e a n 
expensive undertaking , decisions hav e to b e mad e abou t selectin g som e 
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areas o f competenc e t o test . Whic h subjec t area s are mor e incline d t o giv e 
key insights int o the performanc e o f the syste m agains t the goals o f efficiency , 
equity an d quality? Th e ke y subjec t area s that ar e normally chose n are English , 
mathematics, science an d socia l studies . They represen t area s o f th e 
curriculum tha t ar e considered cor e subject s an d therefore mos t student s hav e 
been expose d t o them . Nationa l testin g i n subject s offere d onl y b y som e 
students, for exampl e ar t o r technical-vocationa l studies , i s of limite d value . 

Important decision s als o hav e to b e mad e abou t th e frequenc y wit h whic h 
this exercis e shoul d b e undertaken . I s i t feasibl e t o ru n the sam e tests ever y 
year t o ge t a n idea o f trend s ove r time , or i s i t just a s feasible t o d o s o i n 
cycles fou r o r fiv e years apart ? Wha t kin d o f design s shoul d b e use d i n th e 
assessment o f studen t achievement ? Cross-sectiona l design s wil l garne r 
information o n ho w student s ar e performin g i n certai n subject s acros s th e 
nation a t on e poin t i n time. Longitudina l designs , on th e othe r hand , 
provide dat a fo r th e sam e (o r different ) cohort s a t certai n interval s ove r 
time? Whic h shoul d b e chosen i f both analysi s o f output s an d monitorin g o f 
learning i s required ? 

Summary 

This introductio n t o testin g i n the contex t o f establishin g accountabilit y o f 
the educationa l system , shows i t t o b e a n extremel y specialize d subject . 
Competent personne l i n the fiel d o f testin g an d measuremen t ar e neede d t o 
design procedure s an d mechanism s tha t facilitat e meaningfu l evaluatio n o f 
national educatio n systems . The section s belo w wil l addres s som e o f th e 
specialist knowledg e neede d i n the fiel d o f tes t constructio n an d 
information neede d i n the analysi s o f results . The latter , however , i s no t a n 
'exact science ' a s i t rest s o n value s inheren t i n the selection , monitoring an d 
evaluation o f standards . Hence , accountability i n educationa l system s no t 
only rest s wit h statistician s an d measuremen t personne l bu t als o wit h thos e 
knowledgeable abou t th e working s o f th e whol e syste m -  th e planner s an d 
policy makers  i n education an d finance . 

Testing 

Distinguishing betwee n differen t kind s o f tests -  Bo x 2  belo w summarise s 
the variet y o f tests tha t exist s i n a  school syste m an d th e purpose s fo r whic h 
they hav e been constructed . Tests designe d fo r evaluatio n o f nationa l 
educational system s mus t diffe r i n fundamenta l way s from test s take n b y 
primary schoo l student s t o selec t thos e t o g o o n t o secondar y education , 
or test s take n t o obtai n credential s a t th e en d o f secondar y school . 
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Box 2 

Testing and Evaluations of Educationa l System s 

Tests are the mos t commo n measur e of student learnin g and are typicall y 
used to monito r learning . Tests are defined a s 'any serie s o f questions o r 
exercises or other mean s of measuring the skill , knowledge, intelligence , 
capacities o r aptitudes o f an individual or group ' (Anderson , Ball and 
Murphy, 1975 , p. 425). Educatio n achievement test s focus on skills , 
knowledge and capacities tha t student s acquire through educatio n 
(schooling). They do no t see k to measur e intelligence o r aptitude . 

Psychometricians construc t educationa l achievement tests for man y 
different purposes , of which the mos t common are: 

• Monitorin g achievement trends ove r time; 

• Evaluatin g specific educationa l program s or policies ; 

• Holdin g schools, regions, and other administrativ e sub-unit s 
accountable fo r studen t achievement ; 

• Selectin g students fo r furthe r education ; 

• Certifyin g student achievement ; 

• Diagnosin g individual learnin g needs. 

The purpose o f the tes t determine s it s overal l design, for example , the 
purpose of selection tests i s to discriminat e between individuals , and 
hence the tes t wil l include man y items of a  difficulty know n t o 
discriminate betwee n those who should be selected and those wh o 
should n ot A s a consequence, the rang e of competencies tested wil l b e 
highly constrained. By comparison, the purpos e o f a test designed t o 
monitor nationa l achievement i s to assess a large number o f competenc y 
areas, but t o provid e littl e informatio n abou t specifi c individuals . I t wil l 
include items covering many competencies, but it s powe r to discriminat e 
among individuals wil l be constrained. Tests designed to monito r trend s 
over time wil l repeat a t leas t some items, whereas tests designed only t o 
select once need no t b e equated. 

Source: Adapted from Lockheed , 1996, pp. 10-11 
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Activity 1 

Consider the kinds of tests that occur  in your country  or  region.  Classify them 
according to the  six criteria listed  in Box 2. Is  there evidence of any  evaluation 
of the  national education  system? If  there is not what  are the reasons for 
this? If there  is, investigate: 

1. How  recently this practice was established; 

2. What  subject areas have been tested; 

3. How  the actual test  items differ from those  in other kinds of tests; 

4. At  what  levels in  the system it  has  been considered feasible to test. 

National assessmen t 

National assessmen t testin g also differ s fro m high-stake s selectio n o r 
credentialling test s i n that a  great volum e o f back-u p dat a i s collected s o 
that tes t result s ca n b e appropriatel y interprete d b y planner s an d polic y 
makers, educators, parent s an d th e publi c i n general . Box 3  belo w elaborate s 
on th e dat a require d b y nationa l assessment s an d ho w the y ar e used . 

Box 3 

National Assessments and Background Dat a 

Educational assessment s include no t onl y measure s o f student learning , 
but als o of studen t backgroun d an d schoo l input s and processes tha t 
enable the assessmen t data to b e used for polic y analysis . Many 
researchers hav e sought to identif y th e minimu m se t o f information tha t 
should be collected. Most recommen d the collection o f basic intellectual , 
socio-economic, and cultural background data on students . Examples 
include the students ' sex , age, nutritional status , socio-economic status , 
language, attitudes, expectations an d ability. Theory, research and 
experience sugges t four area s about which data o n classroom input s 
should be gathered: the curriculum, instructional materials , adequate 
time fo r learnin g and effective teachin g . . . Beyon d these inputs ar e 
(a) manageria l processe s at the school s and within the classroom , such 
as tracking, school structure , and autonomy; and (b ) schoo l contex t 
conditions suc h as student acces s to knowledge , organisational pres s fo r 
achievement, and professional teachin g conditions . 

Source: Adapted from Lockheed , 1996 , p. 14 
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Contextual informatio n 

There ar e severa l reason s wh y informatio n othe r tha n informatio n o n 
student achievemen t shoul d b e obtaine d i n nationa l assessments . Firstly , th e 
quality o f resources , people an d activitie s i n schoo l i s importan t i n itself . 
Secondly, only a  small rang e o f educationa l output s ca n b e measure d an d 
the us e of contextua l informatio n may  preven t school s fro m placin g undu e 
emphasis o n th e output s measure d t o th e exclusio n o f othe r importan t 
factors. And thirdly , b y allowin g a n examination o f th e interaction s o f inputs , 
processes an d outputs , contextua l informatio n ma y provid e clue s t o polic y 
makers abou t wh y school s obtai n th e outcome s tha t the y do . 

Several kind s o f contextua l informatio n ar e likel y t o b e o f valu e i n providin g 
clues t o polic y maker s abou t th e determinant s o f achievement , particularl y 
determinants tha t migh t b e alterabl e throug h change s i n educationa l policy . 
It i s interesting to kno w wha t student s brin g to schoo l fro m thei r famil y an d 
community background s tha t ma y contribut e t o successfu l o r poo r schoo l 
performance. On e canno t assume , however, tha t factor s foun d t o b e 
important i n one cultura l contex t wil l b e o f simila r importanc e i n othe r 
contexts. Fo r example, the fairl y consisten t conclusion s fro m industria l 
countries i n Europ e an d Nort h Americ a tha t famil y siz e i s negatively relate d 
to educationa l achievemen t ha s no t bee n foun d i n studie s i n Keny a o r i n 
Tanzania. In these countrie s a  positive rathe r tha n a  negative relationshi p 
was found betwee n famil y siz e and educationa l achievement , measure d i n a 
variety o f ways. 

Source: Adapted fro m Greane y an d Kellaghan , 1996 , pp . 3 5 - 36 

Activity 2 
Investigate the research evidence on the distribution of  educational resources 
(for example  physical plant, curricula,  libraries,  laboratories)  in  different 
countries and their record  of educational  achievement 

• Compare  the data from developed  and developing countries. 

• Are  there indications that  a  wide array of  contextual data is  valuable in 
formatting analyses  of  achievement patterns? 
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Public examination s 

Public examination s diffe r markedl y fro m nationa l assessment s becaus e thei r 
purposes vary . Nationa l assessment s ar e conducte d t o monito r th e level s o f 
equity, efficiency an d qualit y educatio n i n the syste m an d requir e a  host o f 
contextual data . Publi c examination s discriminat e betwee n student s wh o ar e 
then sorte d an d allocate d withi n th e system . They ar e regarde d a s high -
stakes examination s an d largel y determin e th e life-chance s o f students . 
National assessment s ar e low-stakes . They giv e onl y a n indicatio n abou t th e 
functioning o f the system , and onl y a  sample o f student s nee d b e tested . 
However, the test s ar e comprehensiv e i n coverin g the curriculu m becaus e 
assessors nee d to kno w ho w wel l student s ar e doing o n al l curricula r 
objectives. Publi c examinations , on th e othe r hand , involve al l students i n a 
year grou p an d differentiat e betwee n student s o f differen t abilitie s rathe r 
than gaug e whethe r curricula r objective s hav e bee n met . 

The natur e o f th e instrumen t 

Testing i s a  precise activity . The tes t i s referred t o a s an instrumen t tha t 
measures performanc e o r achievement . Boxe s 4 , 5  an d 6  belo w discus s 
some o f th e criteri a involve d i n the constructio n an d administratio n o f test s 
- i.e . standardisation procedures , reliabilit y an d validit y consideration s an d 
item discrimination . These procedure s ar e necessar y t o ensur e tha t ther e i s 
equity i n testing -  tha t al l student s sittin g the examinatio n ar e deal t wit h i n 
a fair way . Such precaution s ar e absolutely vita l whe n test s ar e bein g 
administered acros s th e countr y i n al l kind s o f school s an d context s a s wel l 
as when the y ar e bein g administered ove r tim e t o differen t group s s o tha t 
comparability ca n b e maintained . 

Box 4 
Testing and Standardisation Procedure s 

Tracking progress require s having tools capabl e of monitorin g trends ove r 
time. Tests must be standardised with respec t t o content , behavioura l 
objectives, format, administration procedures , and scoring. Standardising 
the content require s that the same or equivalent questions or performanc e 
tasks be posed for al l students. Standardising test administratio n require s 
uniformity i n the written and verbal instructions give n to examinees , in 
the lengt h o f time afforde d them , in the material s provided to them , and 
in the physica l testing environment. Standardise d scorin g requires 
explicit, impartia l procedure s fo r correctin g tests or judging performance . 

Source: Adapted from Lockheed , 1996 , p. 12 
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Activity 3 

Unlike tests for certification  and  selection, test items for national  assessments 
tend to be repeated. This  is how standardisation of  content  is achieved. 

• Consider  reasons why  test security is not a  problem in this instance? 

• How  are test items for certification  and  selection standardised for content 
from year to year? 

• Investigate  the range of different kinds  of tests  (for example,  objective  tests, 
essays, practical  tests).  Which of these lend themselves easily  to 
standardisation of  content,  administration and  scoring procedures? 

Other tha n bein g standardised , test instrument s nee d t o b e vali d an d 
reliable, whether fo r publi c examination s o r nationa l assessments . Th e 
excerpt i n Bo x 5  explain s th e differenc e betwee n th e tw o concepts , and th e 
importance o f both , i n tes t construction . 

Box 5 
Testing and Considerations of Reliability and Validity 

An instrument i s reliable i f it measure s whatever i t measure s accuratel y 
and consistently, but i t i s valid i f i t measure s what i t i s expected t o 
measure and does so accurately an d consistently . Conside r the followin g 
example. Suppose a country's ministr y o f education ha s the followin g 
telephone numbers : 

Minister 042-770-504 , 042-77 1 -345 

Permanent Secretar y 042-77 1 -640 

Secretary to th e Ministe r 042-77 1 -500 

Suppose tha t when you dial the minister' s numbe r eac h time you reac h 
the minister' s secretary.  The telephone ha s not give n you what yo u 
wanted, but i t ha s been accurate and consistent i n what i t ha s given. It i s 
a reliable phone . However, i t i s not vali d because i t ha s not delivere d 
what you wanted, namely, getting through o n the minister' s line . If, 
however, each time you dia l 042-770-504 th e phon e o n the minister' s 
desk rings , then i t i s valid because i t i s giving you wha t you wanted i n 
accurate and consistent manner . Observe also that , in this case, the 
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phone is also reliable because it is accurate and consistent. In general, 
if an instrument is valid, it is necessarily reliable . If, by contrast, when 
you dial 042-770-504 an d reach 042-771 -345, 042-771 -640, 
042-771 -720, or 042-771 -250 a t various times, then the phone is 
neither reliable nor valid. 

Reliability i s usually established by using such methods as test-retest, 
equivalent forms, split half, and the Kuder-Richardso n formula. As for 
validities, these may be of different types , for example, concurrent 
predictive, face, and content. An important aspect of any national 
assessment is that the utmost care is taken to ensure the acceptabilit y 
and accuracy of the outcomes. 

Source: Adapted from Nwama, 1996 , p. 25 

Activity 4 

• Investigate  at least one statistical  method, mentioned  in Box 5 , of 
establishing test reliability. Create  a test in  a curriculum area in which you 
are familiar. Assess its  reliability characteristics. 

• Examine  the differences between the  different kinds of  test validity 
mentioned above. Use  the  test you have created to illustrate at least  one 
kind of validity check. 

• Attempt  to justify to an audience, who  is unaware of the procedures 
involved in test creation, the  importance of designing reliable and valid 
measuring tools. 

Whether hig h or lo w stakes , tests are instrument s whic h must b e precisel y 
put together i f they ar e to b e taken seriousl y a s generating informativ e 
output indicators . Standardisation procedures , issues of validity an d 
reliability an d ite m analysis then becom e majo r feature s o f testing. Bo x 6 
below discusses som e of the concern s inheren t i n item writing . 
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Box 6 
Testing and Item Analysis 

Care is also taken to ensure that item s are free from cultural , racial, 
religious, gender, and location bias . This is extremely importan t becaus e 
research has shown that seemingl y neutra l achievement tes t item s may 
actually favour one subcultural group or handicap another . In multi-ethnic 
and geographically divers e situations , as is the case in developing Africa, 
this factor doe s operate and test developer s mus t recognis e i t and guard 
against it . This can be done through detailed item critiques and revisions. 

Source: Adapted from Nwama, 1996 , p.26 

Dangers of Cultural Bias in Testing 

The following problem was given to a sample of adolescents and adults as 
part of a pretest in a study of basic learning needs in Bangladesh: 

Abu owned thirty-two bighas of land. When he died his land was divided evenly 
among his wife, daughter  and two sons. How much land did his daughter get? 

Succession and property rights  unde r the laws of the two main religiou s 
groups that apply in Bangladesh would prompt respondent s to offer 
answers other than 8 bighas. Under Islami c law, the mother gets one-eight h 
of the propert y and each daughter get s hal f as much as each son. Under 
Hindi law, the daughter receive s nothing if there are sons in the family. 

Source: Adapted from  Greane y and Kellaghan, 1996, p.60 

Activity 5 
Item writing is a technical and specialised task. 

Research the topic of item writing and suggest other kinds of criteria (other 
than cultural bias) which are important in  creating items for examinations. 

Review any test that you can  procure from primary or secondary schools or 
from a public testing agency. Critically  assess the test items against the 
criteria you have researched. 

Should informal classroom tests  to monitor  learning be designed with  the 
same kind of rigour of formal tests? Survey some teachers in the system to 
get a sense of how they approach testing. 
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Designs of national assessments 

Countries ma y adop t a  cross-sectional o r longitudina l design , or som e typ e 
of compromis e i n it s evaluatio n o f th e system . Whatever desig n i s adopte d 
depends o n wha t resource s th e countr y command s an d wha t kind s o f 
questions i t want s answered . Although onl y a  sample i s involved i n nationa l 
assessments, considerable investmen t i n th e projec t i s stil l required . Bo x 7 
below explore s som e o f th e emphases , strengths an d shortcoming s o f eac h 
type o f design . 

Box 7 

Survey Design Issues 

Implicit i n a decision to d o a  cross-sectional stud y i s a focus on th e 
cumulative learnin g of children , either u p to th e particula r grad e o f 
school o r b y a  particular age . Implicit i n a design to d o a  repeated-
measurement stud y (o r longitudina l design ) i s a focus on instructiona l 
characteristics affectin g learning within the time perio d bounde d b y th e 
time point s o f measurement -  namely , the beginnin g and end o f th e 
selected grade o f school . 

Focus of a cross-sectional stud y -  Mos t IE A (Internationa l Evaluatio n o f 
Educational Assessment) studie s have had a cross-sectional design , 
corresponding to fundamenta l interes t i n assessing and comparin g 
cumulative achievemen t i n a  subject are a as attained by student s whe n 
they reac h a given grade o r age . The content domai n has been defined as 
the essentia l core of the subjec t are a as it accumulate s and culminates a t 
the target grad e or year . We want t o kno w i n detail what student s kno w 
and can do. The explanatory variable s ar e personal (wha t kind s o f 
students hav e what level s of attainment ) an d systemic (wha t schoo l an d 
teaching circumstances lea d to highe r achievements) . The educationa l 
policy inference s ar e general and structural : for example , they dea l wit h 
curricular arrangements , tracking and specialisation , retention and yield . 

The effects o f education ar e strongly cumulativ e and all of the learnin g 
that hav e been attained b y a  particular ag e or stag e of schoolin g are a 
consequence o f what ha s gone on before . Only i f longitudina l stud y 
designs are used is it conceptuall y possibl e t o isolat e effects tha t occu r 
within a specified, grade-year-limited tim e perio d an d even this i s a 
methodologically difficul t task . As a consequence, explanations o f cross-
sectional data o n achieve d learning must res t on events that hav e 
occurred during the earlie r a s well as the contemporaneou s proces s o f 
schooling. 
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Focus of a longitudinal stud y -  Th e fundamenta l interes t i s in th e 
processes and connections o f teaching and learning in the conten t are a 
at the targe t grade level . The conten t domai n i s defined b y what i s bein g 
taught a t the grade level. We want t o kno w in detai l abou t cognitiv e 
growth, about wha t student s lear n during the targe t year . The 
explanatory variables are the studen t inpu t characteristic s (prio r 
attitudes an d prior knowledge ) an d grade-specific measure s of curriculu m 
and pedagogy (conten t opportunities , teaching and classroom practices , 
teacher knowledge and studen t activities) . The educational polic y 
inferences are specific and formative: for example , they dea l with th e 
appropriateness o f different conten t domains , with pacin g and 
differentiation o f content, with teaching methods and with studen t work . 

Adapted from Wiley and Wolfe, 1992 , pp. 297 -300 

Activity 6 

Consider these tasks: 

• If  you had to design a national assessment  in a specific content area for 
your country  for  a  particular level  of schooling , which survey design would 
you choose? 

• Justify  your decision  in  relation to  the  characteristics of the particular 
country especially  its needs,  resources  and  the general context of education. 

Standards 

The range  of  interpretations  of  the  term  'standards' 

It i s often hear d nowaday s tha t 'standard s ar e falling' . What ar e standards ? 
Are they synonymou s wit h nationa l examinatio n results , so tha t i f mor e 
students d o poorl y o n a  test compare d t o a  decade ago , we can sa y tha t 
the standar d ha s fallen ove r time ? The y ar e als o referre d t o a s 'benchmark s 
of excellence ' -  coul d i t the n b e the criteri a use d b y examinin g bodie s t o 
allocate grades ? Thus , only ra w score s o f 8 0 an d ove r wil l b e deeme d 
worthy o f an 'A' ? Or , on th e othe r hand , standards ma y no t b e relate d t o 
final event s lik e exams an d gradin g procedures , bu t ma y actuall y refe r t o th e 
teaching and learnin g processe s i n classrooms -  ar e the expectation s o f 
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teachers an d the method s the y emplo y conduciv e t o learnin g for th e 
majority o f students ? 

In mos t developin g countries ther e ha s bee n expande d provisio n o f 
education ove r th e las t fe w decades . Man y wil l charg e tha t i n expandin g 
provision, standard s hav e fallen. I f a country i s attempting t o provid e 
schooling for al l o f it s primar y an d secondar y schoo l population , then i t i s 
logical t o assum e tha t a  wide variet y o f abilit y level s an d backgroun d factor s 
will b e interactin g wit h teachin g and learning , and generall y ther e ma y wel l 
tend t o b e a  high failure rate . How the n mus t w e mak e sens e o f th e charg e 
here tha t standard s hav e fallen fro m wha t the y wer e a  few decade s ago ? I t 
seems saf e to sa y tha t th e sens e i n which standard s hav e fallen i s relate d t o 
the inadequac y o f th e syste m i n effectively teachin g student s wit h a  wide 
continuum o f aptitudes , abilitie s an d backgroun d characteristics . There i s a 
general feelin g that school s ar e no t a s effective a s they use d t o b e and tha t 
this i s reflected i n a  downward spira l o f under-achievement . 

The situatio n als o seem s to b e clouded b y valu e judgements abou t th e wa y 
in which educatio n i s being transmitted. Many peopl e hav e definite idea s 
about wha t i s a  sound educatio n an d wha t ar e importan t an d valuabl e area s 
of study . Methodologie s tha t involv e studen t centre d learnin g ma y see m 
time-consuming an d lackin g in rigour , given th e demand s o f th e 
examinations student s hav e to sit . When improvement s i n curricula an d 
innovative teachin g method s d o no t see m to resul t i n widespread highe r 
achievement, there i s a call for 'bac k t o basics' . 

This essentiall y mean s a  concentration o n literac y an d numeracy , 
emphasis o n dril l an d repetitio n an d constan t testin g an d monitorin g 
of 'standards' . 

The notio n o f educatio n a s a journey int o a  world o f ne w an d excitin g 
experiences, involving the ful l participatio n o f th e student , retreat s befor e a 
notion o f educatio n tha t i s highl y circumscribe d b y wha t ough t t o b e 
taught, ho w i t shoul d b e taugh t an d 'accountabilit y testing' . When on e i s 
trying to ensur e accountabilit y i n the educatio n syste m an d see s tha t tas k as 
a stric t maintenanc e o f standards , the notio n tha t no t al l standard s ca n b e 
adequately teste d b y th e mean s we hav e a t ou r disposal , or, even tha t 
'standards' i s an ambiguous concept , i s inconvenient . Bo x 8  belo w explore s 
at leas t thre e differen t understanding s o f th e ter m 'standards' . 

137 



Box 8 
'Learning' and 'Education ' Standard s 

The World Conference on Educatio n for Al l recognised tha t people' s 
learning needs are very broad and varied: they 'compris e bot h essentia l 
learning tools (suc h as literacy, oral expression, numeracy and proble m 
solving) an d the basi c learning content (such as knowledge, skills, values 
and attitudes) require d by human beings to b e able to survive , to develo p 
their ful l capacities, to live and work in dignity, to participat e full y i n 
development, to improv e the quality o f their lives , to mak e informe d 
decisions, and to continue learning ' (Articl e I  of the World  Declaration on 
Education for All).  I n light o f this , a 'learning standard' may be defined as 
a specific se t of 'learning tools' and/or learnin g content ' i n the sense s 
indicated above . In principle, it i s understood that ther e exists a 
procedure for ascertainin g whether a  person has attained any given 
learning standard. 

An 'education' standard may be defined narrowly a s a learning standar d 
that a n educational programm e aims to hel p learners attain o r mor e 
broadly an d colloquially a s encompassing both the learning ' standar d 
aimed at and the whole complex o f characteristics o f the educationa l 
programme, for example class sizes, teachers' qualifications, textbook s 
required, conditions o f the physica l plant , and so on, associated with th e 
standard. In this broader sense the term 'education standard ' is virtuall y 
synonymous with 'educationa l quality' . 

It i s useful to draw a distinction betwee n a  prescribed learning or 
education standard on the one hand and a standard o f performanc e o r 
attained standard on the other. That they do no t alway s coincide i s 
reflected in the frequency o f publi c complaint s o f 'fallin g standards', when 
the reference can be understood narrowl y -  dependin g on the contex t -
to refe r to leve l of learning achievement o r performanc e o f student s i n a 
particular educationa l programm e or , more broadly bot h t o thi s fal l in 
learning achievement a s well as a deterioration i n the materia l condition s 
required to implemen t th e educationa l programm e unde r consideration . 
In this broade r sens e 'falling standards' is virtually synonymou s with a 
'decline' in the 'qualit y o f education' . 

Source: Adapted from UNESCO , 1993, p.7 8 
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Activity 7 
Consider these tasks  based on the previous and  following boxes: 

• Conduct  a small survey of educators and members of  the  public to 
determine their  notion  of  'standards'  in  education. Do  they equate 
standards with: achieved levels of  proficiency as handed down by public 
examinations? Or is  there more of an  understanding of standards as a set 
of prescriptions detailed beforehand that students  should attain? Do  they 
subscribe to  a broader notion of  standards, as in the determinants of 
educational quality? Or  is  there some other understanding  of 'standards'? 

• Identify  the  sense in which the term 'standards' is  used in Box 9 below. 

Box 9 
Average Performance o f Student s in a Curriculum Are a 

If the individua l score s of a representative sampl e o f student s i n a 
country ar e added an d then divided by the numbe r o f students , one gets 
an overall average for performanc e i n a particular curriculu m area , at a 
particular age , for tha t country . The procedur e ma y not b e quite as 
simple as this i n practice, since adjustments ma y have to b e made to tak e 
into accoun t th e disproportional samplin g of student s i n differen t 
regions o r types o f school . The basic point , however , is that on e is 
seeking to represen t i n quantitative term s the average level o f 
performance i n the country . 

This information i s of limited value in itsel f because i t does no t tel l us 
whether the average obtained can be regarded as 'satisfactory' o r 
'unsatisfactory'. I t can be useful , however, i f comparative data ar e available 
with which the obtained averag e score can be compared. Thus, the 
information coul d b e usefu l as an indication o f whether standard s i n the 
country were , in general, stable, rising, or falling , if comparabl e 
information were available from an earlier poin t i n time. I t could als o be 
useful i f similar informatio n wer e available from other countries , as is the 
case in international studie s o f assessment . 

Source: Adapted from Greaney and Kellaghan , 1996 , p. 63 
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Summary 

Putting this together , w e come u p wit h a n understanding tha t al l the sense s 
of the term , 'standards' , are related . When developin g curricula , educator s 
are mindfu l o f th e genera l prescribe d minimu m level s o f competencie s tha t 
world organisation s an d o r nationa l developmen t plan s la y dow n a s desirabl e 
to upgrad e th e huma n resource s o f a  country o r region . I n turn , thes e 
competencies guid e th e decision s o f publi c examinatio n an d nationa l 
assessment bodie s i n ho w the y creat e tes t items , mark an d grad e scripts . 
And, certainl y thes e 'minimu m competencies ' ca n b e bette r transmitte d i n 
classrooms equippe d wit h traine d personne l an d up-to-dat e resources . 
Hence, i f persons onl y identif y on e 'sense ' b y whic h the y understan d 
'standards', i t i s obvious tha t tha t implicitl y invoke s th e othe r 'senses ' wit h 
which 'standards ' ar e associated . As an example, refer t o Bo x 1 0 where ther e 
are regiona l prescription s o f standards , expected t o b e attaine d throug h th e 
specific an d genera l objective s o f curricul a an d examinations . I f there i s a 
'gap' betwee n wha t ha s bee n prescribe d an d wha t i s attained, then on e ca n 
reasonably questio n th e 'quality ' o f educatio n bein g delivered . 

Box 10 

Defining Educational Standard s in the Easter n Caribbea n 

Quality educatio n i s broadly define d i n terms o f educational standard s 
expected o f student s a t the end of secondary schooling . They should : 

(a) Posses s literacy an d numeracy skill s that allo w them to : 

(i) rea d with comprehension newspaper s o r magazines ; health, 
disaster preparednes s o r agricultura l bulletins ; (ii ) writ e legibl e 
letters i n standard Englis h to a  friend, prospective employe r o r 
Government bureau ; (iii ) expres s views in an articulate an d logica l 
manner; (iv ) handl e importan t basi c computations i n everyda y 
financial transactions ; 

(b) Kno w how to fin d information throug h th e us e of libraries , 
directories an d encyclopedias, maps and charts, and moder n 
electronic devices ; 

(c) Demonstrat e positiv e habit s and good interpersona l skill s in th e 
interaction with family , community, visitors and in group relationship s 
generally; 
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(d) Demonstrat e reasonabl e understanding and appreciation of scientific 
and technological processes as these pertain to nature , the 
environment and everyday life; 

(e) Demonstrat e a  working knowledge of and functional capacity in at 
least one foreign language; 

(f) Hav e an appreciation for a wide range of music, art, dance, dramatic 
expressions, and have some practical competence in expressing 
oneself in at leas t one of these areas; 

(g) Posses s functional knowledge and skills to facilitate entry into the 
world of work or to continue formal education; 

(h) Posses s functional knowledge and skills needed for civic 
participation -

(i) a s citizens of a democratic state , 
(ii) a s participants in civic organisations, 
(iii) as members of the Caribbean Community ; 

(i) Hol d to a value system that espouses a noble vision of Caribbean 
society and of Caribbean people and high principles pertaining to 
personal integrity, honesty, truthfulness and goodness. 

Source: OECS , 1991 , pp. 71 - 72 

Activity 8 

Consider this task  and these questions: 

• Which  of these standards are  relatively 'easy' to test via  traditional 
curricula and assessment practices? 

• Research  the  topic 'Educational Objectives'. Identify  the standards above, 
which lie in the 'affective' domain. 

• It  is  possible that some affective objectives can be tested via 'authentic 
assessment'. Research  this  topic  and evaluate to what extent authentic 
assessment is used in schools or  public and national assessments. 

• How  valid is the proposition then  that  educators or  the public in general 
can pronounce on 'falling standards?' 
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Prescribed standard s i n specifi c curriculu m area s 

It i s only i n the specifi c curriculu m are a o f literac y tha t ther e hav e bee n 
extensive internationa l effort s t o com e u p wit h a  common standar d o f a 
literate perso n an d translation o f thi s int o nationall y prescribe d standard s a t 
every stag e an d leve l o f schooling . 

A person is functionally literate  who  can engage in all  those  activities in 
which literacy is  required for effective  functioning of  his  [her]  group  and 
community and  also  for enabling  him  [her]  to  continue  to  use  reading, 
writing and  calculation  for  his  [her]  own  and the  community's  development. 
(UNESCO, 1993 , p.79) . 

Each country ca n eithe r devis e standardise d test s t o determin e t o wha t 
extent the y ar e achieving this prescriptio n and/or , the y ca n participat e i n 
international literac y survey s s o tha t the y hav e a  good ide a o f wher e the y 
stand compare d t o othe r countrie s agains t th e standard . 

Millward, below , objects t o th e rigorou s institutio n o f standardise d testin g o f 
reading i n school s i n the Unite d Kingdom . The purpos e o f suc h tests i s t o 
ensure accountabilit y -  tha t th e educatio n syste m i s delivering the minimu m 
standards prescribed . However , the proces s o f readin g i s multi-dimensiona l 
and testing can only touc h fe w aspects . Emphasi s o n devising , monitorin g 
and evaluatin g standard s ca n unnecessaril y circumscrib e education . 

Box 11 

Standards and Basics 

Talk of standards implies carefully define d benchmarks which can be use d 
to describe actions an d responses as being correct o r incorrect . 
Standards are decentred, they deman d consistency ove r time an d the y 
are applied indiscriminately across  a population. Progress against a 
standard is marked in terms of moving closer t o th e nor m o r mor e nearl y 
meeting the criteria . There are elements of the readin g process which can 
be standardised. It i s possible, for example , to identif y carefull y define d 
benchmarks (dictionar y definition s o f words or grapho-phoni c 
correspondence) an d to recor d correc t an d incorrect response s (righ t 
answers to comprehensio n exercise s or correc t pronunciation) . I t i s 
possible to trea t text s as constant ove r time ('Wha t i s Shakespeare 
saying here?') an d not difficul t t o se t out a  hierarchy o f features (movin g 
from, say a recognition o f initia l letters , to vowels, to blend s and diagraphs 
to string s o f letters and so on) whic h describes an d prescribes progress . 
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It is possible to describe elements of the reading process in this way, but 
it is immediately apparent that these benchmarks are not like the 
standard for measuring railway tracks. 

It might be argued that we are only finding our way into describing 
standard features of the reading process and that, with time and with 
good teaching, we could expect to refine these benchmarks and make the 
standards more reliable. The important thing , so it might be said, is that 
we have identified significant aspects of reading (mostly concerned with 
decoding skills and the ability to say what a list of words or phrases 
mean) and that proper teaching of these skills will not only make children 
into proficient reader s but also make the assessment procedures more 
reliable. After all, it is reassuring to know what to teach and reassuring to 
know that you have the procedures for deciding whether people have 
learned their lessons well. I t is not hard to see how standardised testing 
can lead to children being taught the 'basics' , and it is more than just a 
happy world which manages to ensure that the basics in reading are 
those elements of the reading process which are most easily tested. 

However, this approach leads to a sterile account of reading with 
emphasis upon decoding, word building and 'given' meanings, and it is a 
description of the reading process which is severely limited. It is also a 
distortion. That the account represents only parts of the reading process 
for so long as it is made clear that only aspects of reading are being 
tested and for so long as there is 'no pretence that the results will tell a 
teacher or a parent all there is to know about the child as a reader'. 
However, the data recovered from standardised tests are usually treated 
as a measure of reading (consider only the implication of giving a child a 
reading age of, say, 7.9 years) and the standardise d elements of the 
reading process are thereby presented as the essence of reading. That 
does matter. As readers' performances against these standards ar e seen 
to fall, it is easy to see how remedial action might be directed towards 
the standards. The 'basics' for success is realising standard performances. 
It is also easy to se e how these standards can encourage teachers to take 
a narrow view of the reading process, a view which is reflected in their 
teaching and which colours the children's view of what counts as success 
in reading. This may bring disappointing results, but i t helps us to see 
why the outcomes of reading tests are only rarely unexpected and it 
points to one of the reasons why the testers are able to claim high levels 
of content validity for their tests. We are in danger of being knotted up in 
a closed circle and condemned to a spiral defined by standards an d 
'basics'. Within such a spiral there can be no room for the readin g 
process and it can lead to a curriculum which, 'through the assessment 
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framework emphasises the ability to conform to conventional correctness , 
and to produce prescribed responses' . The focus is 'almost entirel y on a 
narrow conception of word identification and on children spottin g 
'correct' meanin g in texts. This may be a narrow and dispiriting view of 
reading, but it lends itsel f readil y to testing. 

Source: Adapted from Millward , 1994 , pp.88-8 9 

Activity 9 
Consider the following issues: 

• Should  there be one literacy standard for all students at a  specific grade 
level, or  several to accommodate individual differences? 

• Are  there other, possibly  more meaningful ways, of  setting standards? 
Investigate different approaches to  setting standards (Tuijnman et ai, 
1994). 

• Identify  the ways in  which the setting, monitoring and evaluation of 
standards are a 'values-laden' exercise. 

International evaluatio n o f educational assessmen t 

When a  country embark s on national assessment s o f its education syste m in 
the interest s o f greater accountability , i t ofte n ha s to become involve d as 
well in international comparison s t o obtain a  more complet e pictur e o f what 
the syste m is achieving. What exactl y wil l be compared? A  score of some 
kind measure d agains t a  standard. National assessment s nee d to be 
compared to pas t interna l assessment s to monito r 'standards ' i n the country 
over time , as well as compared t o the performance o f other countrie s t o 
determine whethe r a n acceptable leve l of performance i s being achieved at 
home. 

The IE A (International Evaluatio n o f Educational Assessment ) has 
undertaken man y cross-nationa l survey s wher e test s are made as equivalent 
as possible s o that comparison s ca n be meaningful. The IEA also extend s 
assistance and technical expertis e i n other way s of assessing the system -
the emphasi s i s not only on testing. We are going to look i n some detai l at 
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the experienc e o f th e Dominica n Republi c (Bo x 12 ) i n carryin g ou t 
assessments o f it s educatio n syste m wit h th e hel p o f th e IEA . You wil l notic e 
that bot h qualitativ e a s well as quantitative dat a ar e collected s o tha t th e 
notion o f 'standards ' tha t i s being invoked her e ha s to d o wit h dat a derive d 
from test s a s well a s from qualitativ e factor s havin g to d o wit h th e 
conditions an d contex t o f learning . 

Box 12 

Dominican Republic : The Stud y on Teaching and Learnin g of 
Mathematics 

Most policy-maker s do no t kno w the educationa l achievemen t score s in 
mathematics an d language attained b y student s spendin g a few years in 
the classroom. Therefore they d o no t kno w i f the qualit y i s better o r wors e 
over time. Unfortunately, man y Lati n American countrie s stil l lac k nationa l 
evaluation system s to determin e curriculu m area s that nee d improvement -
systems that ca n generate innovativ e an d viable programme s t o improv e 
instruction an d learning in the variou s curriculum subjects . In fact, i t i s 
often lef t t o th e teacher alon e to determin e whethe r a  student shoul d b e 
promoted to th e nex t primar y grade . Under thi s system , how can one be 
sure whether standard s in one schoo l are the sam e as standards i n 
another? 

In 1980 , a group o f professors initiated th e TLMDR (th e teaching and 
learning of mathematic s i n the Dominica n Republic ) project . Dominica n 
professors decided t o poo l their knowledg e i n different area s to focu s on a 
neglected bu t importan t aspec t o f education -  th e evaluation of classroo m 
teaching and learning. One reaso n for interes t i n classroom mathematic s 
teaching/learning was the perceptio n tha t educator s di d no t kno w ho w wel l 
scientific an d technological knowledg e appropriat e t o Lati n America was 
being produced i n the classroom. The lack o f sufficien t Dominica n Republi c 
college student s intereste d and competent i n the science s could also be 
traced to poo r teachin g of basic sciences and mathematics i n primary an d 
secondary schools . In fact, educators ha d very littl e reliabl e informatio n 
concerning the quantit y an d quality o f mathematics learne d by student s i n 
the Dominica n Republic . Moreover, very little was known about th e way 
teachers taught dail y mathematic s classes. 

It was against thi s background tha t th e IE A International Mathematic s 
Study provide d th e opportunit y t o shar e access to expertise , experienc e 
and technological know-ho w accumulate d by the IE A since the  lat e 1960s . 
National expectation s fo r th e stud y wer e to receiv e empirica l data whic h 
could b e used to design new strategies to improv e the teachin g and 
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learning of mathematics in the Dominican Republic . The strategie s would 
be based on information obtained from national samples of both teachers 
and students interacting with each other in the instructiona l framework. 
Comparisons with other education systems, both similar to and different 
from the Dominican Republic, could show how well students were doing on 
the basis of 'the international yardstick' . The earlier stud y (1980s ) pave d 
the way for participation in the newer international mathematics and 
science study now being conducted in over fifty countrie s by the IEA. 

Like all international comparative studies , TLMDR wa s conceived as a 
broad-based, comparative investigatio n of the mathematic s curriculum as 
prescribed, taught and learned. For the purposes of the study , the 
mathematics curriculum was seen to consist of three dimensions: 
intended (officia l documents), implemented (classroo m teaching) and 
attained (studen t achievement gain on a pre- and post- tes t design). In 
addition to the curriculum analysis, the design allowed the study of 
several non-school factors, such as family influences, since it is always 
more appropriate to study an education system within its social context. 

TLMDR mathematic s tests were administered at the beginning and end of 
the school year to a random sample of 5,342 student s in the target 
populations (1 3 an d 1 7 year olds). Achievement tests consisted of a 40-
item core and 4 rotate d forms of 35 item s each, from which students 
answered the core items and one rotated set of questions. In addition to 
the mathematics test, a student questionnaire was developed to gather 
information about parental occupation and education, students' 
nutritional practices, the occupational expectations of students and 
attitudes toward school and learning. Similarly, a questionnaire was 
developed for teachers, requesting information about academic training, 
teacher workload, instructional materials and practices, opinions about the 
mathematics process and attitudes towards mathematics. A classroom 
process questionnaire was developed to gather information about 
methods and procedures used to teach algebra, geometry, measurement , 
etc. Finally, a questionnaire was developed which gathered informatio n 
about the opportunities students had had during their current or previous 
school year to learn the mathematics needed to answer the test items. 

Some findings from the study: all school types in the Dominica n Republi c 
were below the internationa l norms, with the private schoo l student s 
performing best among the school types in the country. I n fact, the pre-
test average score in the private school group was higher than the post -
test score in all the other schoo l forms. 

Source: Adapte d from Luna, 1992, pp.448-5 1 
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Summary 

From the abov e accoun t th e followin g i s evident : 

• Test s constructe d fo r publi c examination s canno t b e use d fo r th e 
purposes o f nationa l assessment s althoug h bot h ar e created wit h a  simila r 
attention t o rigour . 

• A  nationa l assessmen t extend s fa r beyon d th e computatio n o f ra w score s 
and compariso n wit h a n internationa l standard . 

• Nationa l assessment s ar e conceived a s multi-faceted exercise s wher e th e 
opportunity i s taken t o gathe r a s much dat a a s possible o n classroo m a s 
well a s non-classroom factors . 

• Th e notio n o f standard s eviden t her e i s the settin g o f minimu m 
competencies fo r particula r ag e an d grad e level s an d the n compariso n 
across internationa l contexts . 

• Lo w performanc e measure d agains t th e standar d shoul d signa l tha t 
improvements ar e necessar y i n the system . 

• Give n th e subjectivity , ambiguit y an d 'narrow ' interpretatio n associate d 
with th e selection , monitoring an d evaluatio n o f standards , educators an d 
planners conductin g nationa l assessment s shoul d b e awar e tha t 
accountability issue s canno t b e base d o n quantitativ e dat a alone . 

• Standard s ca n b e regarde d a s a general indicato r o f syste m performanc e 
- th e hos t o f othe r contextua l dat a collecte d indicate s awarenes s tha t 
analysis o f th e syste m depend s o n a  great variet y o f factors an d standard s 
are just a  tool t o indicat e whethe r somethin g i s wrong. 

• Nationa l assessment s ca n revea l equit y issue s entrenche d i n the system , 
for example , performance o f rura l vs . urban schools , private vs . state-
owned, denominationa l vs . non-denominational, o r curriculu m option s 
that see m aligned t o gender , ethni c o r socio-economi c factors . 

• Nationa l assessment s ca n als o revea l i f stat e fund s ar e bein g use d 
efficiently. Rapi d turnover o f teachin g staff , hig h teacher pupi l ratios , 
increasing rate s o f repetition , attrition an d drop-out s a s well a s a larg e 
percentage o f student s bein g unabl e t o obtai n minimu m credential s a t th e 
end o f secondar y schoolin g signa l tha t investment s i n education ar e no t 
realising targeted goals . 

• Th e 'quality ' o f educatio n i s also reveale d throug h th e variou s dat a 
collection device s o f nationa l assessments . Curriculum analysi s become s a 
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must whe n larg e number s o f student s ar e failing to attai n minimu m 
standards. Teacher trainin g and classroo m strategie s als o com e unde r 
scrutiny a s well as the calibr e o f text s an d othe r resources . Teache r 
opinions ar e invaluabl e i n pinpointin g problem s i n the system . 

Wrap-up an d extende d reflectio n 

Launching a  revolution  in  standards  and  assessments 

The poin t i s that standard s wil l b e meaningles s i f student s continu e t o b e 
tested withou t regar d t o them . Unles s curren t test s change , the standard s 
will withe r an d die . Teachers kno w tha t the y wil l b e judged b y tes t results , 
and they wil l continu e t o teac h t o th e test s b y whic h the y ar e judged. Tests 
must tes t knowledg e an d skill s tha t ar e meaningfu l t o students . The test s 
should b e base d o n wha t childre n lear n i n class , and wha t the y lear n i n clas s 
should b e worth knowin g an d doin g an d using . 

Standards ar e the startin g poin t o f educatio n reform . You canno t desig n a n 
assessment unles s you hav e agreement abou t wha t childre n shoul d learn . In 
the absenc e o f nationa l standards , we hav e evolved a  haphazard, accidental, 
disconnected nationa l curriculu m base d o n mass-marke t textbook s an d 
standardised, multiple-choice tests . 

Education refor m mus t begi n wit h broa d agreemen t o n wha t childre n shoul d 
learn. Learning , after all , is the hear t an d sou l o f education . When ther e i s 
no agreemen t regardin g wha t student s shoul d learn , then eac h par t o f th e 
education syste m pursue s different , sometime s contradictory , goals . As a 
result, our educatio n syste m i s riddled wit h inequity , incoherence , an d 
inefficiency. 

In the summe r o f 199 1 th e departmen t sponsore d a  meeting with educatio n 
ministers fro m 15  Asia n Pacifi c countries . The subjec t o f th e meetin g was 
standards fo r th e 2 1 st century . Th e Unite d State s wa s one o f th e fe w 
participants tha t ha d no t establishe d nationa l standards . Whe n w e asked th e 
various minister s wh y thei r societ y ha d se t nationa l standards , they al l gave 
the sam e dual answer : to promot e equalit y o f opportunit y an d t o promot e 
high achievement . A s they explaine d it , withou t explici t standard s som e 
schools woul d se t hig h standard s an d other s woul d no t (an d withou t 
assessments, n o on e woul d kno w th e difference) . Moreover , explici t 
standards enable d student s t o judge thei r performanc e agains t clea r goals , 
thus raisin g everyone's expectations . 

Ravitch, 1993 , p.77 2 
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MODULE 7 
Project planning 

Background 

In mos t developmen t programme s th e objective s o f th e programm e becom e 
concretised whe n thes e programme s ar e reduce d t o actua l projects . Th e 
actual projec t mus t reconcil e th e conflic t betwee n ideal s an d reality ; 
between resource s an d intentions ; betwee n competin g need s an d want s an d 
between th e futur e an d th e present . 

Much o f the greate r par t o f th e wor k o f mos t multilatera l an d bilatera l 
donors revolve s aroun d th e project . A  projec t ca n b e define d a s a coherentl y 
linked envelop e o f resource s designe d t o fulfil l a  set o f developmen t 
objectives. Indeed , the projec t i s the mai n lin k betwee n th e mobilisatio n an d 
the disbursemen t o f ai d funds. I n a  nutshell th e projec t ca n b e viewe d a s the 
vehicle tha t translate s externa l fund s int o a n objective-driven packag e o f 
resources tha t ar e organised an d schedule d i n suc h a  way as to mee t 
identified needs . The projec t ha s a  time limi t fo r th e productio n o f intende d 
results, a  work plan , a  schedule o f input s an d a  budget . Th e monitorin g an d 
evaluation o f a  project determine s substantiv e achievement s an d 
accountability fo r th e expenditur e o f technica l co-operatio n resources . 

This modul e o n projec t plannin g set s ou t t o introduc e polic y makers  t o th e 
different stage s o f the projec t cycle . The modul e consist s o f tw o sections . 
Section 1  look s a t th e stage s o f the traditiona l projec t cycl e an d introduce s 
the ne w Worl d Ban k Projec t Cycle . Section 2  introduce s th e reade r t o 
simple technique s o f projec t analysis . 

Objectives 
At th e en d o f Sectio n 1 , the participan t shoul d b e abl e to : 

1. Distinguis h th e differen t stage s o f the projec t cycle ; 

2. Clarif y th e task s to b e performe d a t th e differen t stages ; 

3. Provid e a  rationale fo r eac h stag e o f cycle ; 

4. Identif y ke y concerns an d errors which ma y b e mad e a t the differen t stages ; 

5. Appreciate th e rol e o f differen t stakeholder s i n the desig n an d executio n 
of projects ; 

6. Explai n the rational e fo r th e ne w World Ban k projec t cycle . 
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Instruction 1 

Read Bo x 1 . 

Box 1 

Figure 7.1. Project cycle 

The successiv e stage s o f a  projec t 

The lif e o f a  project i s usuall y divide d int o severa l consecutive stages . Thi s 
sequence (se e Bo x 1  ) i s often know n a s the projec t cycle , because eac h 
stage i s the logica l successo r o f th e precedin g one , while th e las t stag e 
prepares th e firs t o f th e nex t cycle . 

In practice , the distinction s betwee n th e variou s stage s ar e no t alway s 
sharply drawn . In some projects , the firs t tw o o r thre e stage s ar e mor e o r 
less merged , and i n others ther e i s no retrospectiv e evaluation . On th e othe r 
hand, project s finance d b y internationa l ai d source s generall y follo w th e 
cycle quit e closel y Despit e thes e variations , i t ca n b e state d tha t th e broa d 
outline o f the cycl e i s followed b y mos t educatio n projects . W e now briefl y 
review th e differen t stages , examining the purpose , the agent s an d th e 
process o f each . (Magnen , 1991 , UNESCO, p.27 ) 
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Activity 1 

1. Do  these different stages seem logical  if  one had to plan a  project? 

2. Why  would lending agencies require  that borrowers  follow this  cycle very 
closely? 

Instruction 2 

Read Bo x 2 . 

First stage of project cycle 
Project identification 

Box 2 

The purpos e o f identification  i s precisely t o selec t one o r severa l project s 
with high priority fo r th e country' s developmen t an d then t o defin e thei r 
objectives, strategy an d main characteristics. This early selectio n mean s 
that th e lon g and expensive stag e of preparatio n ca n be reserved fo r 
those project s whose priorit y i s justified. Thu s the main function o f 
identification i s to justify th e priorit y o f identified projects . To justify a n 
education projec t i s to sho w that i t ha s high priority , in that i t i s likely t o 
substantially improv e th e performanc e o f education . It i s also to sho w 
that th e projec t i s in conformity wit h the nationa l developmen t an d 
education policies . The responsibilit y fo r identifyin g education project s 
usually falls on the Ministr y o f Education , and in particular th e uni t 
entrusted with planning . (Magnen, op. cit.,  p.28 ) 

Activity 2 

1. How  can a project identification report  help  in initial discussions  with 
lending agencies? 

2. How  can a study of the  education sector assist in project identification? 

3. Would  consultation of  all  stakeholders  at  this  stage contribute to  the 
success of  a project? 

Summary 

A common proble m a t thi s stag e i s the concentratio n o n th e fundin g 
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necessary an d th e wa y funds wil l b e consume d rathe r tha n th e prope r 
analysis o f th e proble m t o b e solved . Another commo n proble m i s th e 
setting o f unrealisti c an d unachievabl e goals . Another i s the lac k o f a 
thorough consultativ e process . 

Instruction 3 

Read Bo x 3 . 

Project preparat io n 

Box 3 

Project preparation  ha s two mai n purposes: studying in detai l al l th e 
aspects o f the project , so as to ensur e that i t i s reasonably feasible ; 
planning its execution , so that i t can star t withou t delays . As in the cas e 
of identification , responsibility fo r th e preparatio n o f education project s 
generally falls on the Ministr y o f Education concerned . 

Contrary t o identification , project preparatio n i s a long and costl y 
operation. I t studie s al l the aspect s (technical , institutional socio -
political, economic an d financial) tha t hav e a bearing on the project' s 
success. It details the necessar y investmen t items , quantifying thei r 
costs, as well as the additiona l recurren t expenditur e generate d by th e 
project. I t envisage s the organisatio n t o b e provided an d the measure s t o 
be taken for th e projec t execution , as well as the subsequen t functionin g 
of the institution s concerned . Preparation often require s carrying ou t 
pre-investment studies , with a  view to selectin g the mos t appropriat e 
technical o r institutiona l approaches . All this takes time, but thi s i s far 
from wasted i f the work i s well done. Experience ha s shown, in fact, tha t 
detailed preparatio n is one of the key s to projec t success , and can resul t 
in significant saving s on the require d outlay . (Magnen , op. cit.,  p . 29) 
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Activity 3 

?. What  are some of the  concerns a  donor or lending agency may have when 
viewing plans for the  project? 

2. Would  the administrative capacity of  the  co-ordinating agency  be 
important? Why? 

3. Would  it be  necessary to demonstrate  reliance on local technical  and 
inancial resources? Why? 

4. Should  resource mobilisation strategies  be  built into  a  project? 

Summary 

This ca n b e a  very length y perio d o f th e projec t cycl e an d ca n involv e 
considerable expense . Feasibilit y studie s an d cos t benefi t analysi s ma y b e 
done a t thi s stage . Lending agencies ma y stipulat e procedure s a t thi s stage . 
The preparatio n o f a  project pla n i s therefore a  fairly comple x affair . 

The proble m ha s to b e properl y identifie d an d a  proper need s assessmen t 
done. Thi s woul d requir e a  consultative proces s whic h ca n b e difficul t t o 
manage an d coordinate . Ther e i s a great temptatio n fo r politician s t o 
identify projects , no t t o satisf y fel t an d relevan t needs , but fo r politica l 
mileage. The require d dat a an d personne l fo r carryin g ou t feasibilit y studie s 
may no t b e readil y available . I n addition , assessing the ful l rang e o f 
interventions fo r th e successfu l implementatio n o f th e projec t take s a  lot o f 
time an d planning . Omission o f necessar y dimension s o f the pla n woul d 
entail futur e revision . 

Project appraisa l 
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Box 4 

The project preparatio n repor t an d it s attachments (pre-investmen t 
studies, architect's drawings , call for tende r documents ) ar e transmitte d 
to th e authorities responsibl e fo r financing,  an d are studied by th e 
competent service s before the decision to approv e or rejec t th e projec t 
is taken. 

Appraisal i s therefore mor e or les s an in-depth stud y o f the projec t b y 
the government department s o r organisation s tha t ar e to arrang e fo r 
financing (Ministr y o f Planning or o f Finance , external aid sources) befor e 
approval is given. 

Like identification an d preparation, appraisal has the goa l of ensurin g 
that th e projec t i s justified and feasible. In addition, it mus t verify tha t 
the projec t ha s been sufficiently wel l prepared for implementatio n t o 
start a s soon as the projec t ha s been approved. Coming under th e 
responsibility o f financial decision makers , in the appraisal o f an 
education projec t particula r importanc e i s attached to it s integration wit h 
the overal l set o f nationa l activities , as well as to it s economic an d 
financial aspects . 

All project s mus t b e evaluated t o determin e whethe r the y ar e suitabl e an d 
more desirabl e tha t othe r projects . 

The criteri a fo r appraisa l include : 

1. Educationa l feasibility ; 

2. Technica l feasibility ; 

3. Financia l feasibility ; 

4. Socio-politica l feasibility ; 

5. Administrativ e feasibility ; 

6. Institutiona l feasibility . 

Points to consider : 

Consider eac h criteri a 1  -6 abov e an d stat e th e factor s on e woul d conside r 
in each category i n orde r t o evaluat e a  project . 

Project desig n 

Consider thes e ke y questions : 
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1. Wha t i s the proble m an d it s causes ? Ho w i s the proble m relate d t o 
human needs ? 

2 Wha t condition s ar e expected i f the problem s ar e solved ? 

3 Wha t alternativ e solution s t o thi s proble m ar e possible ? 

4 Wha t ar e the cost s an d benefit s o f each ? Wh o wil l benefi t fro m eac h 
possible solution ? 

5. Wha t i s the bes t solution ? Wh y i s i t th e bes t solution ? 

6. Wh o ar e the beneficiarie s o f thi s solution ? 

7. Wha t technica l co-operatio n problems , i f any , are embedde d i n th e 
development proble m an d th e propose d bes t solution ? 

8. Wha t condition s o r result s ar e expecte d i f the technica l co-operatio n 
problems ar e solved? Wha t result s woul d thi s solutio n achieve ? Wha t 
would b e the objective s o f a  project t o achiev e thes e results ? 

9. Wha t approaches , define d a s the set s o f output s an d activities , coul d 
achieve th e intende d solution ? Whic h output s an d activitie s wil l bes t 
achieve th e objectives ? 

10. Wha t set s o f input s an d arrangement s ar e possible ? 

11. Whic h i s the mos t appropriat e se t o f input s an d arrangements ? Wh y i s 
this se t th e mos t appropriate ? 

12. Wha t ar e the risk s to th e productio n o r th e relevanc e o f projec t outputs ? 
If there ar e any seriou s risks , how ca n the y b e deal t wit h o r avoided ? 

13. Wha t financia l resource s ar e neede d fro m UND P an d the Governments ? 

C o m m o n iteration s i n th e projec t desig n proces s 

Figure 7. 2 give s a  summary o f th e projec t desig n phase . I t show s th e cyclica l 
nature o f projec t design . Advanced step s i n the projec t desig n phas e ofte n 
lead t o revision s o f earl y step s i n the process . 
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Figure 7.2 . Commo n iteration s i n the projec t desig n proces s 

Instruction 4 
Read Box 5. 

Negotiations 
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Box 5 

The appraisal stage usually closes with negotiations betwee n representatives 
of the Ministr y o f Educatio n and o f the financia l decision makers . The 
negotiations resul t i n an agreement a s to th e project' s objectives , design, 
content an d mode of financing . The Ministr y o f Education' s 
representatives obviousl y hav e a better chanc e o f having their poin t o f 
view accepted i f the projec t documentatio n i s well prepared, and i f they 
are perfectly familia r wit h the differen t aspects . (Magnen , op. cit.,  p.30 ) 

Activity 4 

?. How  would good project identification,  preparation  and  appraisal assist 
education officials in  negotiating with  local finance officials and 
international financial  institutions? 

2. What  are the differences in  perspectives which  the local education official, 
the local financial official  and  the International Lending  Agency may bring 
to bear on a project? 

Implementat ion 

Box 6 
Project implementation o r managemen t include s the implementatio n 
of all the investments and other action s provide d fo r b y the projec t -
construction o f buildings , purchase of equipment , training of staff , 
technical assistance , miscellaneous services , project monitorin g an d 
evaluation. I t ends when the school s o r othe r institution s develope d b y 
the projec t ca n function normally . The responsibilit y fo r executio n of an 
education projec t ca n lie with th e Ministr y o f Education , with anothe r 
ministry, such as Public Works , or wit h the dono r agenc y a s regards th e 
components o f the finances . (Magnen , op. cit.,  p . 30) 
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Activity 5 
1. What  factors would  determine effective implementation of a  project? 

2. Consider  any education project implemented  in your country  and  identify 
some implementation problems. 

3. Examine  the kinds of institutional  arrangements  that  were  necessary for 
the implementation of any education project in  your country. 

Instruction 5 

Read Bo x 7 . 

Monitoring 

Box 7 

Because of the virtuall y infinit e spa n of thematic an d operationa l 
activities, the varied target groups, the long term time frame and th e 
qualitative nature of developmenta l activitie s i n the education sector , 
monitoring and evaluation processes may be approached from a wide 
range of perspectives an d applied a t various substantive , operational an d 
impact levels . 

Monitoring may be described as a continuous process, the  continuous 
nature of which must be entrusted to the periodic and systematic aspect of 
evaluation. It relates to th e review , analysis and recording of the activitie s 
being implemented, with a  determination o f the leve l of cos t 
achievements and output relativ e to programme d objectives , activities, 
time-frame and expenditure . 

An effective monitoring system should provide for recognition  of the  positive 
aspects and  the validation of  the  design and implementation stages and the 
scope for enhancement  of  these  areas of the  project or  programme cycle. 
Conversely i t serves  a s well for identificatio n o f the constraints affectin g 
delivery o f output . I t would also allow for feedback  to the execution 
mechanism relative to the timely adoption of  adjustments and changes in 
implementation, given that there  is the proper design of  the system to  facilitate 
this process. 
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Activity 6 
1. Should  monitoring  be  carried out  as  part  of  the  internal  operational 

system of  projects or established  as  a separate  external  entity? 

2. What  efficiencies  may result  from proper  monitoring  of  project 
implementation? 

Evaluation 

Box 8 
The retrospective evaluatio n stag e involves studyin g the project' s result s 
after it s completion, and hence when it s fina l costs are known. I t 
compares actua l outlays and result s achieved with the project' s origina l 
estimates. Its main purpose i s to identif y th e reason s for apparen t 
successes and failures, so as to infor m the competen t authoritie s an d t o 
draw lessons for future projects . 

Retrospective evaluation i s carried ou t b y the ministr y responsibl e fo r 
execution o f the project , or b y anothe r governmenta l organisation . In 
addition, external aid sources often carr y ou t retrospectiv e evaluation s o f 
projects the y hav e financed. 

Activity 7 
1. What  kind  of evaluation is  necessary when a project  is  completed? 

2. Since  the final costs  of a  project  may  exceed  the estimated cost , would  it 
be necessary to re-estimate  the  rate  of  return  on  the  project? 

3. Would  an impact  evaluation  become  necessary five years after  completion 
of the  project? 

The ne w Worl d Ban k projec t styl e 

The traditiona l projec t cycl e -  wit h orderl y progressio n fro m identificatio n 
to preparation , appraisal, approval, implementation an d evaluatio n -  ha s 
been wel l suite d t o infrastructura l developmen t i n stabl e economie s wit h wel l 
established institution s an d predictabl e governmen t policies . 

In the presen t er a developmen t busines s i s now mor e participation , mor e 
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risky an d mor e volatile . Poo r performanc e o n developmen t project s ar e 
attributable to : (a ) lac k o f participatio n b y beneficiaries ; (b ) borrower s no t 
being committed t o projec t goals ; (c ) inadequat e ris k assessment ; (d ) lac k o f 
emphasis o n capacit y building ; (e ) lac k o f flexibility . I n response , the Worl d 
Bank ha s devised a  new projec t cycle . 

Instruction 6 

Study Bo x 9 . 

Box 9 
1 . Listenin g -  I n the traditiona l projec t cycle , the first  ste p is 
Identification' -  a  term that suggest s the visua l selection of physica l 
goals. The new project cycle starts with listening' . This term symbolise s 
the learnin g dimension of projects , the centra l rol e of the borrower , an d 
the participatio n o f potentia l beneficiarie s righ t fro m the start . 
2 . Pilotin g -  Th e second phase 'piloting ' -  i s geared to explorin g 
alternatives identified a t the learnin g phase and objectively assessin g 
risks. Pilot project s ar e deliberately small . 
3. Demonstratio n -  Base d on the result s o f the pilot , th e 
'demonstration' phase provides the opportunit y t o fine-tune  an d adap t 
project concept s -  fo r example , to confir m hypothese s identifie d a t th e 
pilot phas e through trial s on a  representative scale , and to confir m tha t 
risks are manageable and that th e projec t potentiall y ha s a satisfactor y 
development impact . 
4. Mainstreamin g -  Th e ultimate aim of development assistanc e is 
institutional learnin g and the achievemen t o f a  lasting impact o n th e 
country's policies , practices, technologies, and skills . Hence, the ne w 
cycle comes to fruitio n with the large-scal e adoption -  tha t i s 
'mainstreaming' -  o f methods , techniques, and programmes pioneere d 
during the pilo t an d demonstration phases . 

Activity 8 

1. How  does the new project cycle match up with the traditional project  cycle? 

2. Would  the new cycle deal with the shortcomings of the traditional project 
cycle? 

3. Is  the new cycle friendlier to  borrowing countries? 
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SECTION 2 

Objective 

At th e en d o f Sectio n 2 , the participan t shoul d b e abl e to : 

1. Giv e a  simple explanatio n o f cost-benefi t analysis ; 

2. Explai n the concep t o f ne t presen t value ; 

3. Understan d th e significanc e o f th e discoun t rate . 

Distinguishing betwee n privat e cost-benefi t analysi s an d socia l 
cost-benefit analysi s 

Box 10 

In order t o decid e whethe r an y projec t o r investmen t i s to b e undertake n 
the investo r has to b e able to determine ho w profitable i t i s compared t o 
other projects . In order t o d o this a  producer wil l simply determine cost s 
and revenues. If revenues are greater than costs the investmen t i s 
feasible. If costs are greater the n the investment i s not feasible . A privat e 
produce, for example , a manufacturer o f furniture wil l determine hi s costs 
and revenues by hi s bills and receipts . A state agenc y buildin g a school 
may use bills to determin e a  lot o f the costs involved bu t th e revenu e 
side may prove difficul t sinc e no actua l sales are generated. But there ar e 
definite benefit s which societ y enjoys . These are called socia l benefits . 
Some investments ma y incur costs lik e damage to landscap e o r pollutio n 
and these costs are not born e b y the producer . These are called socia l 
costs. 

Activity 9 
1. Attempt  a  cost benefit analysis for the 

primary school  in a rural area  of your 

2. What  difficulties do  you encounter? 

building 
choice. 

and equipping of a small 
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The concep t o f presen t valu e 

Box 1 1 

If the rate of interest on a bank deposit i s 10 per cent per annum then 
$100 investe d now will be worth $11 0 in one year's time. Put in another 
way, $110 one year into the future has a present day value of $100. In 
comparing projects i t is necessary to compare their strea m of profits 
over a period of years. This is done by reducing their strea m of profits to 
a present day value. The present day value of the project i s then 
subtracted from the capital outlay for the project . This gives the net 
present value. If the answer is positive, the project i s feasible. If it is 
negative, the project is not. 

The formula below summarises the calculation. 

Co = Capital outlay 

R =  Revenues 

C =  Cost s 

r =  rate of discount 

Activity 1 0 

What would be the impact on NPV of: 

1. A  larger capital outlay? 

2. A  higher rate of discount? 

3. An  over-estimation of C? 

4. An  underestimation of r? 

Some consideration s i n establishin g th e discoun t rat e 

The discoun t rat e i s significan t sinc e i t i s the rat e use d to reduc e futur e 
streams o f profits/benefit s t o a  present value . When marke t consideration s 
are involved , the rat e o f interes t representin g th e cos t o f capita l i s a usefu l 
approximation o f th e discoun t rate . The highe r th e discoun t rat e use d th e 
more difficul t i t i s for a  project t o b e approved , i.e . t o sho w a  high ne t 
present value . 
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MODULE 8 
The use of technology 

Overview 

Technology i s considered toda y t o b e an essentia l too l i n everyday livin g 
and it s impac t i s increasingly bein g fel t i n the real m o f education . Whil e 
many person s -  educator s an d layme n alik e -  suppor t technologica l 
innovation i n the curriculum , technology i s often viewe d a s a panacea fo r 
the ill s o f th e system . This i s largely becaus e o f the dizzyin g pac e a t whic h 
newer an d mor e sophisticate d form s o f technology hav e been appearing , 
each a  little mor e comple x an d mor e difficul t t o understand . No t bein g abl e 
to comprehen d eac h device completely , man y peopl e ar e nevertheles s 
convinced tha t technolog y i s 'good ' fo r education . 

In this modul e th e technolog y issue , as i t applie s t o education , wil l b e 
demystified. Basi c informatio n wil l b e provide d tha t i s relevan t t o planner s i n 
education an d financ e abou t th e rang e an d possibilitie s o f existin g 
technologies, thei r relativ e cost s an d benefit s an d the appropriatenes s o f 
each fo r differen t contexts . Also relevan t t o th e topi c o f educationa l 
financing i s the potentia l o f technologies , especiall y th e newe r technologies , 
not onl y t o enhanc e educatio n bu t t o chang e it . 

Objectives 

By the en d o f thi s modul e th e participan t wil l b e abl e to : 

1. Defin e technology ; 

2. Identif y th e differen t kind s o f technolog y availabl e t o education ; 

3. Asses s the cost s an d benefit s associate d wit h eac h kin d o f educationa l 
technology; 

4. Evaluat e th e appropriatenes s o f differen t kind s o f educationa l 
technologies fo r differen t contexts ; 

5. Recognis e th e implication s o f technology i n changin g traditiona l notion s 
of education/schooling ; 

6. Summaris e th e meaning s o f th e man y technica l term s associate d wit h 
'new' technologies , include d i n the glossary . 
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Introduction 

Technology ca n b e simpl y define d a s a tool tha t ca n b e use d t o improv e th e 
level o f performanc e i n any activity . I n the cas e o f education , that activit y i s 
teaching, with th e hop e tha t increase d learnin g wil l tak e place . 

Technology ma y appea r i n the for m o f printe d texts , or technica l device s 
such a s overhead projectors . Th e organise d an d package d vie w o f th e 
teaching/learning even t int o objectives , activities an d evaluatio n usin g 
measurement instruments , base d o n theorie s whic h conceptualiz e learnin g i n 
terms o f input s an d output s i s another aspec t o f technolog y i n education . 
Distance educatio n i s a  technological endeavou r becaus e o f th e 
considerable know-ho w necessar y t o produc e an d delive r programmes . 
'New' technologie s refe r t o computer s linke d t o network s o f information . 

Planners i n Ministrie s o f Educatio n an d Financ e wil l nee d t o centr e thei r 
deliberations o n th e introductio n o f technologie s int o educatio n i n terms o f 
improving level s o f equity , efficienc y an d qualit y i n the system . I n the contex t 
of thei r situation , they wil l hav e to decid e whic h technologie s ar e associate d 
with mos t benefit s relativ e t o costs . On th e whole , technology i s an 
expensive innovatio n s o tha t the y mus t als o conside r th e possibilit y o f 
partnerships, i n payin g for desire d level s o f technolog y i n education . I f non-
traditional player s ar e bein g brough t int o th e field  o f education , then thei r 
roles an d tha t o f th e Ministrie s o f Educatio n an d Financ e nee d t o b e mad e 
explicit. 

Equity 

Technologies whic h ca n enabl e vas t audience s t o participat e i n education , 
i.e. distance educatio n modes , are often promote d fo r thos e countrie s wher e 
universal primar y an d secondar y educatio n hav e no t ye t bee n achieved . 
However, suc h technologies hav e bee n mor e eviden t a t th e tertiar y leve l t o 
date. They ar e especially relevan t t o peopl e hithert o exclude d fro m 
traditional face-to-fac e interactio n i n classrooms , suc h a s those livin g i n 
isolated areas ; those wh o ar e disabled i n some way ; busy , working people ; o r 
those wh o hav e dropped ou t o f educatio n an d woul d lik e to continu e a t 
their ow n pace . The potentia l o f distanc e educatio n technolog y goe s a  lon g 
way i n satisfyin g the criterio n o f equity . 

Efficiency 

One objectiv e o f nationa l government s i s to prepar e citizen s fo r th e worl d o f 
work throug h education . Globally , the fac e o f wor k i s changing rapidl y an d 
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to satisf y th e need s o f citizen s th e educatio n syste m shoul d provid e the m 
with th e mean s no t onl y t o becom e technologicall y literate , bu t als o wit h 
the competencie s necessar y fo r workin g i n a  technology-based environment . 
This largel y refer s t o th e 'new ' technologie s an d satisfie s a s well the need s 
of governments becaus e havin g many citizen s technologicall y educate d 
makes the countr y wel l poise d t o tak e advantag e o f opportunitie s t o shar e 
in movement s toward s globalisatio n an d becom e competitive . I f suc h 
investments i n education pa y of f i n terms o f nationa l development, then th e 
system wil l b e considered efficient . 

However, the situatio n differ s fro m countr y t o country . I t ma y b e tha t i n 
some countries planner s wil l hav e to confin e thei r attentio n t o th e provisio n 
of basi c education , perhaps throug h distanc e technologies . Makin g a 
sizeable thrus t int o 'new ' technologie s i n education ma y no t b e possibl e a t 
this time . I f the investment s i n educatio n pa y of f i n terms o f providin g 
universal primar y educatio n an d hig h graduation rates , then thi s educatio n 
system ca n b e considered t o b e efficient . 

Quali ty 

The developmen t o f educationa l technolog y i s often a  collaborative effor t 
between th e privat e secto r an d educatio n experts . The latte r includ e 
specialists i n writing, editing, subject areas , evaluation, graphics an d design , 
curriculum an d educationa l psychology . Considerabl e financia l outla y i s 
necessary t o develo p programme s an d tool s sensitiv e t o learne r needs . As a 
result th e technologie s hel p t o produc e material s o f a  high standar d capabl e 
of ensurin g learner s achiev e positiv e outcomes . This attribut e o f educationa l 
technology ca n increase th e level s o f qualit y i n the system . 

Once decisio n makers  deliberat e o n th e benefit s o f equity , efficiency an d 
quality accruin g from technologica l innovation , they the n nee d t o conside r 
the cos t structure s o f eac h kin d o f technolog y t o asses s their cost-benefi t 
ratios. Contextua l factor s ma y the n hel p t o indicat e wha t technolog y i s 
appropriate fo r tha t particula r country . 

W h o pays ? 

Since educationa l institution s provid e th e larges t marke t fo r educationa l 
technologies, governments ar e increasingl y enterin g int o partnership s wit h 
the corporat e secto r t o intensif y th e presenc e o f technolog y i n the forma l 
teaching/learning environment . I n this wa y they wil l b e bette r abl e t o 
provide fo r th e learnin g need s o f thei r citizens , and a t th e sam e time forg e 
profitable link s fo r busines s an d industr y wit h educatio n whil e addressin g 
the nationa l developmen t goal s o f th e country . 
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Increasingly a s well, governments ar e movin g away from bearin g muc h o f th e 
costs o f highe r educatio n an d allowin g thos e wh o benefi t fro m educatio n -
parents an d student s -  t o pa y a  larger shar e o f what i t cost s t o educat e 
them. Planner s nee d als o t o bea r i n min d tha t th e grea t flexibilit y o f learnin g 
brought abou t b y distanc e an d 'new ' technologie s enable s a  lo t o f peopl e t o 
become learner s outsid e o f th e traditiona l system . They wil l pa y mos t o f th e 
costs o f thei r ow n education . I t i s no t a  far cr y fro m thi s t o se e primar y an d 
secondary educatio n bein g transmitted b y non-traditiona l means , in the lon g 
run liftin g muc h o f th e financia l burde n fro m th e state . 

The expens e o f technolog y an d it s pivota l importanc e t o lif e toda y i s forcin g 
planners i n education an d financ e t o forg e link s an d collaborativ e structure s 
with man y differen t kind s o f organisation s tha t ca n bette r facilitat e th e 
increased presenc e o f technolog y i n education . This incursio n o f othe r 
groups an d interest s int o educatio n i s something tha t i s relativel y ne w t o 
traditional systems . I t demand s tha t Ministrie s o f Educatio n an d Financ e 
devise a  technology pla n fo r educatio n -  consistin g o f broa d polic y 
guidelines indicatin g thei r preference s fo r th e kind s o f technologie s t o b e 
adopted an d thei r visio n o f technolog y i n th e syste m a s the twenty-firs t 
century unfolds . Such a  plan wil l mak e decision maker s focu s o n wha t the y 
actually wan t technolog y t o accomplis h an d mov e them t o mor e consisten t 
positions, appropriate fo r th e particula r country . 

Issues i n th e financin g o f educatio n technologie s 

What i s the rang e o f technologie s availabl e t o education ? 

(i) Classroom-based 

The earlies t form s o f technolog y i n educatio n -  th e blackboard , chalk an d 
the printe d tex t -  ar e stil l wit h us . For mos t classrooms , especially i n 
countries o f th e developin g world , they continu e t o b e th e primar y tool s o f 
transmission. I n North America , Europe an d Australia , audio-visual aid s hav e 
also becom e commonplace . The y includ e radi o an d televisio n broadcasts , 
video presentations , transparencies an d overhea d projectors , an d slides . 

These technologie s ar e use d b y th e classroo m teache r t o bette r facilitat e 
delivery o f educationa l programmes . They provid e interestin g stimul i fo r 
learners wh o ten d t o b e mor e motivate d whe n a  variety o f resource s ar e 
used. Learnin g style s diffe r and , as a result , bette r outcome s ar e ensured b y 
teaching through multi-medi a technology . Ove r th e las t fe w decades , 
however, school s fro m th e primar y throug h t o th e tertiar y leve l i n 
industrialised countrie s hav e witnessed th e large-scal e installatio n o f 
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computers i n classrooms. They ar e typically use d a s tools i n dril l an d 
practice, in spellin g and arithmetic , i n solvin g equations, i n developin g 
graphic skill s and to becom e familia r an d adep t wit h 'new ' technologies , 
i.e. accessing the man y path s t o knowledg e ope n t o student s wh o becom e 
technologically literate . However , compute r us e i n school s tend s t o remai n 
orchestrated an d controlle d b y th e classroo m teacher . 

In classrooms throughou t Asia , Africa, Lati n America an d smal l islan d states , 
the provisio n an d us e of audio-visua l aid s ar e uneve n o r non-existent . Th e 
richer countrie s an d better-endowe d school s ma y hav e some o r al l o f thes e 
technologies, includin g computers . However , the mai n concer n i n developin g 
countries tend s t o b e no t th e deart h o f technolog y i n classrooms , bu t th e 
dearth o f schools . Involvemen t o f technolog y i n education i n man y part s o f 
the developin g world ma y focus mor e o n accessin g previousl y unreachabl e 
populations tha n o n upgradin g the qualit y o f transmissio n i n traditiona l 
classrooms. 

(ii) Educating  at  a  distance 

Distance educatio n refer s t o a  mode o f deliverin g a  course o f stud y i n 
which the majorit y o f communicatio n betwee n teacher s an d student s occur s 
non-contiguously, an d th e two-wa y communicatio n betwee n teacher s an d 
students necessar y fo r th e educatio n proces s i s technologically mediated . 
(Maxwell, 1995 , p.43 ) 

The earlies t for m o f distanc e educatio n i s more tha n a  century ol d -  th e 
familiar correspondenc e cours e -  transmitte d largel y throug h prin t materials . 
Today ther e i s a vast arra y o f differen t medi a an d combination s o f medi a 
used i n the deliver y o f distanc e educatio n -  a  checklist i s given i n Bo x 1 . 
The cas e o f th e Universit y o f th e Wes t Indie s i s highlighte d i n Bo x 2 , wher e 
distance educatio n i s based o n th e ol d correspondenc e cours e ide a o f prin t 
materials, bu t wit h tutorial s an d video-conferencin g built-in . Box 3  describe s 
Mexico's successfu l venture int o providin g educationa l televisio n course s 
combined wit h prin t material s an d community-base d teacher s a t th e 
secondary leve l . 

While readin g and reflectin g o n th e material s i n Boxe s 1 , 2 an d 3 , conside r 
the followin g questions : 

• Ho w familiar , a s a planner i n education o r finance , are you wit h th e arra y 
of technologie s liste d i n Bo x 1  ? 

• T o what exten t d o yo u conside r tha t a  sound understandin g o f thes e 
technologies enable s yo u t o d o you r job better ? 
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• I s there a  reliance o n informatio n fro m produc t developer s fo r 
technological innovatio n i n the educatio n system ? 

• Wha t i s the contex t o f plannin g i n your ministr y -  i s there a  clear-cu t 
policy o n technolog y i n education ? 

• Selec t a  technological innovatio n i n education i n the recen t pas t i n you r 
country. Conside r th e rational e fo r choosin g the specifi c mod e -  wer e th e 
arguments base d primaril y o n equity , efficienc y o r qualit y factors ? Wh o 
paid an d who benefitted ? 

Box 1 

List of Distance Deliver y System s 

Systems 

Print 

Audio 

Electronic graphic s 

Video 

Computer 

Source: Chen , 1997, p.3 5 

Media 

Print material s -
programmed instructio n 
guided lessons . 

Audio cassett e 
Radio broadcas t 

Audio teleconferencin g 

Electronic boar d 
Fax 

Instructional Televisio n 
Fixed Service (ITFS ) 
Interactive TV; Video 
Conferencing 

Video Tape 

Videodisc 

Computer-assisted 
instruction 
E-mail Conferencing 

Internet; WWW ; 
Digital vide o 
conferencing 

Delivery mode 

Mail 

Mail 

Radio transmissio n 

Operator-assisted 
Telephone line s 

Telephone line s 

Microwave 

Microwave; Cable; 
T-1 Line ; T-3 Line ; 
Fibre Optics; 
Satellite 

Mail 

Mail 

Mail 

Telephone line ; 
T-1 Line ; T-3 Une ; 
Fibre optics 

Telephone Lines ; 
T-1 Line ; T-3 Line ; 
Fibre optics 
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Some o f th e term s use d abov e refe r t o comple x an d specialise d form s o f 
technology. A s an aid t o understanding , a  glossary ha s bee n compile d an d i s 
to b e found a t th e en d o f th e module . I t wil l als o includ e othe r specialis t 
terms use d i n the modul e t o hel p th e reade r clarif y hi s o r he r understandin g 
of th e topic . 

Activity 1 

As an initial exercise  before studying how to cost  different forms of  technology: 

• Suggest  which of the technologies listed  above might  be cheapest when 
implementing distance education; 

• Describe  the factors that  would  cause a country to  choose other modes , 
besides the  cheapest, in  implementing distance education programmes. 

Box 2 

Print-driven Distanc e Educatio n Course s 

The University o f the Wes t Indie s has begun the proces s of becomin g a 
dual mode institution , i.e. courses wil l be offered bot h face-to-fac e o n 
the various campuses as well as by distance . Campuses are located i n 
Barbados (Cav e Hill) , Trinidad (St . Augustine) an d Jamaica (Mona) . The 
thrust i n distance education i s mainly aimed at learner s i n the non -
campus territories, although man y other type s o f learner s wil l find th e 
distance mod e convenien t 

Courses are to b e conveyed largel y b y prin t material s speciall y produce d 
by course development teams . The prin t material s consis t o f a  Study 
Guide which contains the course content an d assignments an d a Course 
Reader consisting of the assigned readings for th e course . Each studen t 
has the opportunity t o mee t with the Residen t Tutor i n his/her hom e 
territory fo r tutoria l purposes . Each semester, the Cours e Tutor from on e 
of the campuses , will give three two-hou r teletutorials . These can be bot h 
audio and video conferencing and are primarily fo r raisin g questions an d 
issues rather tha n for deliver y o f conten t 

In 199 S a  needs assessment was conducted t o establis h the leve l and 
types o f need for distanc e educatio n withi n the English-speakin g 
Caribbean. The study reveale d a strong demand fo r tertiar y leve l courses 
in al l territories, particularly a t the certificat e an d degree level . While 
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most reactions were cautious because the participants were unaccustome d 
to th e distance mod e i n learning, they sai d that the y woul d settl e for i t i f 
some face-to-face contac t coul d be included . Learning at a  distance was 
readily appreciate d fo r th e convenience i t afforde d the m i n remainin g 
employed while participating in tertiary leve l courses. 

Source: Adapted fro m UWI , 199 6 

Activity 2 

1. Suggest  reasons why the 'old'  correspondence  course idea is now 
considered inadequate for  the  transmission  of distance  education. 

2. What  do  you think  are  the  challenges  of developing print-based materials 
for distance  education courses? 

3. The  main  thrust  of  distance  education  technologies  in the  West  Indies has 
been at the  tertiary  level.  Consider why that is  so, especially when 
universal secondary education has  not  yet been  achieved. 

4. How  will  the philosophy of  educational  technologies  directed at  the 
secondary school learner differ  from that  developed  for learners  at  the 
tertiary level? 

Box 3 

Providing Secondary Educatio n through Television -  Telescundaria , 
Mexico 

One of the mos t successfu l and sustained distance educatio n effort s i n 
the world i s Mexico's well-known Telescundaria programme , initiated i n 
1968. Telescundaria i s now an important componen t o f Mexico' s 
educational system , providing access to qualit y secondar y educatio n t o 
690,000 student s throughou t rura l Mexico through a  combination o f 
television programming , books, and community-based teachers . It grow s 
at a  rate of almos t 2 0 pe r cen t annually . 

Mexico's satellit e capabilit y ha s made possible read y access to student s 
living in rural communities o f less than 2,500 , where access t o 
conventional secondar y educatio n i s particularly limited . Telescundaria 
today serve s students i n almost 12,00 0 schools . 
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In a landmark of international collaboration, Mexico's Ministry o f 
Education, its domestic satellite authority and several Central American 
nations agreed in 1996 t o use Mexico's Solidaridad Satellite for 
international utilisation of Telescundaria. Costa Ric a is the first to 
implement such plans. Mexico is making available an invaluable store of 
3,600 fifteen-minut e televisio n programmes and associated texts and 
teacher guides, which are being supplemented b y Costa Rica n 
programming. 

Telescundaria i s remarkable in its full institutionalisation within Mexico's 
Ministry of Education, its continued commitment to both growth and 
quality and the smooth co-ordination betwee n community teaching 
resources and nationally produced educational programming. Its new 
regional approach marks a breakthrough. By overcoming traditional 
resistance to the use of educational materials developed elsewhere and 
by combining those with local programming, the economies of scale 
inherent in educational broadcasting can be realised more fully. 

Source: Adapted from Block, 1998 , pp. 149-150 

Activity 3 

1. Refer  to Box 1.  Is the Telescundaria programme more likely to be ITFS or 
interactive TV? 

2. What  are the hallmarks of  excellent television programmes produced for 
distance education? 

3. Suggest  what may be the thinking behind the adoption of  radio and 
television in  Latin America as its main distance education modes,  rather 
than print-based materials or  computer networking technologies. 

4. Consider  the view that distance education technologies  try  to duplicate the 
classroom environment of a good teacher. 

5. Consider  also that  such technologies occur  on a continuum from the 'old' 
correspondence idea of  little interaction to  present multi-media systems 
designed to foster and simulate such interaction. 

6. Consider  the proposition that  all distance education modes examined  up 
to now are an attempt to duplicate the  classroom-based environment 
where there is  a  good teacher. 

7. Summarise  the advantages and disadvantages of  distance-based education 
and classroom-based education. 
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However, there ar e distance-education deliver y systems , based o n 'new ' 
technologies, which diffe r i n fundamenta l way s from traditiona l classroom -
based teaching . Such technologies ar e derived fro m computer s networke d t o 
interface wit h othe r device s an d informatio n system s tha t ar e generall y 
called Informatio n Technology . Bo x 5  describe s som e aspect s o f thi s lates t 
addition t o th e stor e o f distanc e deliver y system s an d Bo x 6  look s 
specifically a t a  major componen t o f informatio n base d technologie s -
the internet . 

Box 4 

Enter Informatio n Technolog y 

Compact discs and CD-Roms, micro-computer-based laboratories , the 
Internet, virtual reality , local and wide area networks , instructiona l 
software, Macs, PCs, laptops, notebooks, voice mail , e-mail, satellit e 
communication -  th e lis t o f 'hot ' technologie s availabl e for educatio n 
goes on and on. Can these technologies hel p the education strategis t 
face the challenge o f an education fo r al l in an age of globalisation ? 

'Information technology  is the fundamental underpinning  of the  science of 
structural re-engineering.  It  is  the force that  revolutionises  business, 
streamlines government and enables instant  communications  and the exchange 
of information among  people and institutions around  the world. But 
information technology  has not made  even its barest appearance in most 
public schools. Before we can get the  education revolution rolling, we  need to 
recognise that  our  public schools  are low-tech institutions in  a high-tech 
society. The  same changes that  have  brought cataclysmic change to every face 
of business can improve the way we teach students and teachers. And it  can 
also improve the efficiency and effectiveness of  how we run our schools'. 
(Gerstner, Jr., (1995), speech to th e U S National Governors ' Association ) 

Role of Information Technolog y 

1. Improvement  of  learning  and  instructions 
Technology ca n be very powerfu l as an instructional too l fo r basi c skills . 
It i s infinitely patien t wit h drill-and-practice . I t ca n store and retriev e 
immense databanks o f facts , sample problems , exercises and othe r 
curriculum resources . These are the areas in which the informatio n 
management technologie s ar e most valuabl e -  storing , processing and 
retrieving information. 

Technology ca n also be powerfu l i n driving new approaches t o learnin g 
that involv e more studen t interaction , more connections amon g schools , 
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more collaboration amon g teachers and students , more involvemen t o f 
teachers as facilitators an d more emphasis on the skill s of informatio n 
seeking and assessment, exploration o f open questions , problem-solving , 
critical thinking , design and construction o f new knowledge an d 
understandings. A key understanding is that thes e ne w approaches ar e 
quite different , with different objectives . 

2. Improvement  of  policy planning,  design  and data  management 
Education policy developmen t i s an intricate proces s tha t require s 
reliable and timely dat a that ar e policy-oriented an d user-friendly . Her e 
information ca n be valuable i n storing and analysing data on educatio n 
indicators, student assessment , physical and human educationa l 
infrastructure, cost an d finance. The technology ca n help not onl y i n 
diagnosis but , more importantly , i t ca n assist i n constructing scenario s 
around different intende d polic y option s to determin e requirement s an d 
consequences. Each scenario can then be systematicall y analyse d an d 
evaluated, not onl y i n terms o f it s educational desirabilit y bu t als o i n 
terms o f financial  affordability , feasibilit y an d sustainabilit y ove r a 
sufficient perio d o f time to sho w results . 

3. Support  of  educational  personnel 
Technology allow s teachers to overcom e the isolatio n the y experienc e i n 
their school s and provides them with continuous professiona l 
development. Connected to a n information infrastructure , teachers ca n 
communicate wit h othe r teachers and professionals an d can access data 
banks, libraries and other vas t stores of information . As technology i n the 
school allows teachers to perfor m traditiona l task s with a  speed and 
quality tha t wer e unattainable before , it wil l permi t bette r us e of thei r 
time no t onl y to teac h differently bu t als o to develo p professionally . 

4. Improvement  of  school  management 
The same elements o f computing and telecommunications equipmen t an d 
service that made businesses more efficient and cost-effective ca n be applied 
to school s and school systems to enable  principals an d superintendents t o 
streamline operations, monitor performanc e an d improve utilisation o f 
physical and human resources. Technology also has the potentia l to suppor t 
the managemen t o f complex, standards-related instructiona l processe s i n 
ways that hav e previously been achieved by only the most advanced schools 
and skilled teachers. It can also promote communication amon g schools, 
parents, central decision makers and businesses, fostering greater 
accountability, publi c suppor t an d connectivity wit h the marketplace . 

Source: Adapte d from Haddad , 1998 , pp. 23 -27 
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The vie w expresse d abov e i s that Informatio n Technolog y i s the inevitabl e 
tool fo r organisin g an d facilitatin g al l aspect s o f lif e i n the twenty-firs t 
century. It s advantage s fo r educatio n no t onl y encompas s ne w an d flexibl e 
ways o f learnin g a t a  distance, bu t als o see m invaluabl e t o polic y makers  i n 
ministries, as wel l a s to teacher s an d principal s i n thei r differen t pursuits . 
Given al l thes e uses , what rol e ca n polic y maker s giv e t o Informatio n 
Technology whe n the y ar e devising educationa l strategie s fo r smal l states ? 

Box 5 

How are Networks Use d for Education ? 

The concept o f Internet ' refer s to a  vast network o f interconnecte d 
computer network s that enable s computers o f al l platforms t o shar e 
services and communicate directly . The Interne t refer s to th e publi c 
network, while intranets are private networks , with gateways to th e 
Internet accessibl e onl y b y members o f that organisation . The Interne t i s 
a progeny o f the first  compute r networ k i n the world , the ARPANET, 
which was inspired b y the nee d to shar e resources, to facilitat e huma n 
communication an d interaction, and to augmen t huma n intellec t throug h 
distributed collaboration . This vision i s being fulfilled b y educationa l 
applications o f networking . 

The ARPANET began in 1969 , and electronic mai l over distribute d 
networks was invented in 1971 . Educational application s o f compute r 
networks followed almos t immediately . By the mid-1970s , academic s 
began to us e computer network s to augmen t educationa l activitie s i n 
their universit y classroom s and network learnin g began. 

An overview o f on-line educatio n an d training indicates tha t th e Interne t 
and intranets ca n be employed i n one o f 3  modes : adjunct mode , mixed 
mode and totally on-lin e mode . In adjunct mode,  networks are used t o 
enhance regula r classrooms and distance education . The majo r 
applications involv e enriching classroom activities b y using networks fo r 
class discussions; extending office hour s for Q&A ; assignmen t 
submissions; enabling class collaboration an d team projects ; enhancin g 
group knowledge , work, and analysis; and expanding access t o 
communities o f learners , practitioners, experts, and research resources . 
Networked classroom approache s (linkin g classes in different discipline s 
and/or countries) , TeleApprenticeship, Ask an Exper t and Electroni c Fiel d 
Trips are examples o f adjunct mod e applications . I n mixed mode, a 
significant portio n o f the educationa l activit y occurs on-line , while th e 
remainder occur s i n traditional mod e o f face-to-face classroom s o r 
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distance education . The applications includ e professiona l developmen t 
programmes, continuing education, training, credit courses , and labs . In 
totally on-line  mode,  al l education o r trainin g activity i s conducted on-line . 
Examples include on-line course s specia l interes t courses,and just-in-tim e 
training. 

Source: Adapted from Harasim , 1998 , pp. 184-85 

Summary 

This sectio n o f th e modul e ha s explored th e rang e o f technologie s availabl e 
to educatio n -  bot h classroom-base d an d a t a  distance. The nex t sectio n 
will dea l i n detai l wit h costs . 

The issue s raise d i n thi s sectio n concerned : 

• th e potentia l o f technolog y t o rais e the level s o f equity , efficiency an d 
quality i n the educatio n system ; 

• th e nee d fo r decisio n makers  t o becom e mor e knowledgeabl e abou t th e 
various option s i n educational technolog y an d t o hav e a t leas t a  general 
understanding o f the specialis t term s associate d wit h 'ne w technologies' ; 

• factor s relevan t t o th e choic e o f appropriat e technolog y fo r a  country o r 
region, for exampl e contextua l consideration s suc h as whether basi c 
literacy ha s already bee n establishe d o r whethe r prin t o r televisio n i s a 
better mediu m give n th e intende d audience ; 

• a n understandin g o f th e bul k o f distanc e educatio n technologie s a s 
striving to duplicat e th e learnin g environmen t o f classroom s -  th e mor e 
effective distanc e educatio n programme s involve d a  mix o f medi a mor e 
likely t o simulat e face-to-fac e interaction ; 

• th e potentia l o f 'new ' technologie s 

- t o transfor m educatio n b y providin g learner s wit h a  means o f becomin g 
independent o f formal , directed structure s (eithe r classroom s o r 
conventional distanc e educatio n media ) 

- t o b e applicabl e no t onl y t o learner s bu t als o t o teachers , principal s 
and polic y makers  a s a training an d informatio n managemen t too l 

- i n facilitating th e transitio n o f developin g countrie s toward s value s an d 
practices mor e clearl y aligne d t o th e globa l informatio n econom y 
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- a s a problem withi n th e contex t o f small , developing states ; 

• th e increasin g involvement o f partner s (busines s an d industr y a s well as 
loan agencies ) i n the provisio n o f educationa l technology , resultin g i n a 
reduction o f cost s t o th e government ; 

• th e nee d t o establis h a  technology pla n fo r educatio n a t th e polic y level . 

This sectio n ha s explored th e rang e o f technologie s availabl e t o educatio n -
both classroom-base d an d distance-based . The nex t sectio n wil l dea l i n 
detail wit h costs . 

The costin g o f educationa l technologie s 

Why cost? 

The arra y o f educationa l technologie s ha s the powe r t o beguile . 
Notwithstanding thi s apparen t allure , planners mus t engag e i n a  rigorou s 
cost analysi s o f th e propose d intervention . This i s imperative no t onl y 
because o f scarc e resources , bu t becaus e citizen s entrus t thei r monie s t o 
public official s t o b e spen t wisel y an d responsibly . Fo r example , there mus t 
be caution i n imitatin g the experienc e o f develope d countrie s wher e th e 
costs o f technolog y ar e lowe r an d s o the cos t pe r pupil , in terms o f averag e 
per capit a income , i s less of a  burden t o th e populatio n tha n i t i s i n 
developing countries . 

Lessons aboun d a s well i n the man y technologica l innovation s tha t hav e 
turned ou t t o b e white elephants . Take the cas e o f Trinida d an d Tobago . I n 
the 1970 s an d 1980 s larg e revenue s wer e earne d i n the petroleu m sector . 
Human capita l theor y urge d educationa l investmen t i n citizens a s being th e 
primary resourc e i n fostering nationa l development . Thi s thinkin g drov e a 
massive schoo l buildin g programme , o f junior secondar y school s an d senio r 
comprehensives, complete wit h a n extensiv e arra y o f curriculu m choice s fro m 
academic an d pre-technicia n t o industria l arts . The emphasi s wa s o n 
provision an d access , rather tha n qualit y an d efficiency . Today , these school s 
continue t o b e plague d b y a n image proble m -  spectacula r an d chroni c 
failure -  an d a n obsolete technical-vocationa l specialis t curriculu m fo r whic h 
much o f th e equipmen t lie s unuse d o r ha s broke n down . The hug e recurren t 
costs coul d no t b e sustaine d onc e oi l price s fell . 

Most o f th e recen t technologie s hav e bee n produce d i n the develope d 
world. A s third worl d peoples , we nee d t o b e abl e t o separat e th e hyp e o f 
the produc t developer s fro m th e utilitaria n thing s w e want t o kno w abou t 
the produc t an d wha t i t take s t o hav e the produc t wor k optimally . Cos t i s a 
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major facto r -  'upfron t costs' , 'hidden' costs , 'running ' costs , uni t costs . 
Engaging i n a  cost analysi s wil l clearl y demonstrat e th e likel y options . 

The uni t cos t tha t i s mos t ofte n use d i n analysing the economic s o f 
technological innovation , particularly o f distanc e technologies , i s the averag e 
cost pe r student . Thi s i s more relevan t fo r ou r purpose s tha n othe r uni t 
costs, such as the averag e tota l cos t pe r graduat e o r th e averag e cos t pe r 
teacher, becaus e wha t make s good economi c sens e i n supplyin g distanc e 
education i s the volum e o f student s i t serves . 

Not only  about  costs 

Costs b y themselve s ar e no t a  useful too l fo r analysis , even cos t pe r 
student. Cost s mus t b e kep t i n perspective , i.e . they mus t b e relate d t o th e 
goals o f th e educatio n system . To be o f valu e they mus t b e aligne d t o 
pedagogical criteri a conduciv e t o improvin g the outcome s o f th e system . I n 
other words , i f costs diffe r substantiall y betwee n tw o mode s o f technology , 
planners d o no t necessaril y hav e to op t fo r th e cheape r medium , but mus t 
also conside r th e capabilit y o f eac h i n achieving a range o f highe r orde r 
learning skills . Hence, planners i n bot h Ministrie s o f Educatio n an d Financ e 
need to hav e some in-dept h understandin g o f th e pedagogica l potentia l o f 
competing technologies a s well as of thei r relativ e costs . 

Technology and  traditional  schooling 

A critica l vie w o f the whol e questio n o f technology i n the curriculum , 
especially i n smal l state s where the resource s ma y b e particularl y difficul t t o 
come by , is that the y canno t affor d not  t o ge t involved . The traditiona l wa y 
of 'doing ' schoolin g demands a  heavy relianc e o n labou r intensiv e 
technologies, considered t o b e muc h to o expensiv e t o b e sustaine d eve n i n 
the shor t term . 

Teachers i n suc h environment s remai n centra l t o learning , and smal l 
countries continu e t o hav e to pa y ou t hug e sum s as recurrent expenditur e i n 
salaries an d benefits . When the y spea k o f improvin g the system , it i s 
envisaged largel y i n terms o f reducin g teacher-pupi l ratios , training teacher s 
and upgradin g thei r salarie s an d condition s o f wor k -  al l expensive options . 
If this visio n o f educatio n remain s unchanged , such state s wil l fin d 
themselves i n a  spiral o f escalatin g costs withou t muc h improvemen t i n 
quality. Investin g i n educationa l technologies , particularl y distanc e 
technology, base d o n rigorou s cos t analysis , becomes a  realisti c an d 
inevitable economi c decision . 
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Fixed and variable costs 

Fixed costs refe r t o th e investment s tha t mus t b e mad e initiall y t o mak e an 
innovation a  reality. I n the cas e of educationa l technology , thi s coul d b e th e 
purchase and/o r buildin g o f the necessar y infrastructure . Wher e computer s 
are bein g introduced , the fixe d cost s refe r t o th e purchas e o f hardware , th e 
writing o f softwar e packages , the installatio n o f peripherals , namel y printer s 
and scanners , as well a s the wirin g and surg e protector s tha t ma y b e 
necessary t o safeguar d a  reliable electricit y supply . I t als o refer s t o th e cost s 
inherent i n developing radi o an d television programmes , and th e writin g o f 
books o r othe r prin t materials . I f the technolog y i s to mak e a  significan t 
impact o n th e system , often trainin g ha s to b e institute d an d a  centra l 
mangement capacit y maintained . Fo r example, i f a  country decide s tha t 
schools mus t b e equippe d wit h television s an d vide o recorders , personne l 
have to b e trained t o maintai n an d operat e thi s equipmen t an d a  centra l 
organising bod y ha s to b e pu t i n plac e t o co-ordinat e th e managemen t o f 
this operation . 

Fixed costs , then, refe r generall y t o th e heav y initia l investment s mad e t o 
put th e for m o f educationa l technolog y i n plac e i n the firs t instance . I t i s 
considered 'fixed ' because it s componen t cost s ar e no t expecte d t o escalat e 
if it s user s increase . Fo r example , investments i n educationa l televisio n ofte n 
incur hig h fixe d cost s i n terms o f establishin g a  broadcast capacity , i n use r 
costs o f satellites , and payment s t o producer s an d thos e developin g th e 
actual programmes . I f 1 0 student s o r 500 0 student s ar e added t o th e 
audience, i t woul d hardl y affec t th e fixe d costs . 

Variable cost s ar e those cost s tha t ten d t o var y wit h additiona l users . I n 
producing distance-educatio n prin t materials , the fixe d cost s ar e those o f 
the cours e developmen t team , namely writers , editors , graphic artist s an d 
word processin g personnel . The variabl e cost s ar e those incurre d i n 
distributing material s t o additiona l student s an d wil l var y fro m yea r t o year . 
If more student s enrol , more material s wil l hav e to b e printed ; i f face-to-fac e 
tutorials ar e par t o f th e programme , mor e wil l hav e to b e scheduled , 
incurring cost s fo r teache r time ; i f teletutorials ar e structure d int o th e 
transmission o f th e cours e an d mor e student s com e o n stream , more centre s 
will hav e to b e built , as may b e the cas e i n outlyin g islands . 

Costs ca n b e precisel y worke d ou t (Bo x 6 ) an d compare d wit h eac h kin d o f 
technology, fo r exampl e classroom-base d a s opposed t o distanc e 
technologies (Bo x 7) . I t i s also possibl e t o compar e th e fixe d an d variabl e 
costs fo r eac h kin d o f distanc e technolog y (Bo x 8) . 
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Box 6 
The Basi c Cost Functio n 

The tota l costs of an enterprise ar e made up of both fixed and variable 
costs. Fixed costs do no t var y continuousl y i n relation to change s i n 
volume of activities , although they ma y change i f activities ar e ended o r 
if there are very significan t change s in volumes. Variable costs tend t o 
increase or decrease directly wit h fluctuations  i n the volume o f activity . 

The basic cost functio n fo r an y educationa l syste m is: 

where 

T =  tota l cos t 

S =  th e numbe r o f student s 

C =  th e courses which are being developed 

P =  th e number o f courses being presented to student s 

F = th e fixed cost o f the syste m (include s administrativ e cost s an d 
overheads) 

= th e direc t cos t pe r studen t 

ä =  th e direc t cos t o f developin g a course 
1 =  th e direc t course-related cos t o f presenting a course 

The tota l direc t cos t o f teaching students i s ,  the tota l direc t cos t o f 
courses in development i s Ca, and the tota l direc t cos t o f courses i n 
presentation i s P1. The variables fo r whic h volumes of activity ar e 
identified her e as being of significance are S, C and P. 

Source: Adapted from Rumble , 1988 , p.9 1 

Activity 4 

• In  distance education courses 
student-related costs? 

, enumerate at  least  four examples  of 

• Suggest  at  least  four examples  of  the direct course-related costs 
presenting a course. 

• Which  of the factors listed  in Box 6 affect  variable  costs? 

of 
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Box 7 
Costs and Classroom-based Technologie s 

Blackboards and  chalk 
What ar e their essentia l characteristics? They ar e cheap, readily available , 
portable, require nothin g from the surroundin g environment t o function , 
need almost n o maintenance , and can be mastered b y anyone wh o 
possesses basic literacy . And they ar e effective i n helping children lear n 
at al l educational level s -  primary , secondary , and post-secondary . That' s 
pretty good. These are the qualities we might expec t th e idea l 
educational technolog y t o have . Blackboards an d chalk i n fact constitut e 
a kind of benchmark . They hel p us see what question s t o as k when 
assessing educational technologies . And i t seem s fair t o as k how many o f 
those ne w technologies posses s al l -  o r eve n a few -  o f the qualitie s 
possessed by blackboard s and chalk . 

Source: Adapted from Puryear , 1998 , p.4 2 

Teachers 
In conventional teaching , the time o f teachers remain s the mos t 
important elemen t o f the costs . In most cases , it account s fo r mor e tha n 
half of tota l costs . In contrast, the fixed  cost s tend to b e modest : the use 
of the buildin g and equipment an d the relativel y rudimentar y preparatio n 
of teaching materials. Under thos e conditions , there ar e no significan t 
returns to scale . As long as there are enough student s t o fill  on e class, i t 
matters littl e whether the y numbe r a  dozen o r a  million. 

Source: Adapted from Castro , 1998 , p. 32 

Box 7  suggest s tha t no t onl y i s chalk an d blackboar d chea p an d versatile , 
but i t i s also effective i n teaching a t al l levels . 

Activity 5 
1. Do  you think  students and teachers would  agree? When decisions about 

technology in the classroom are to be  made, how much of an input do 
those at the  chalkface have? Are decisions based  only on costs and 
benefits as compiled by supervisors and  experts? 

2. Consider  that for  conventional  classrooms with  minimal technologies to 
deliver quality education,  there must be a highly trained, qualified  and 
motivated teaching force -  expensive  to  achieve and maintain (large 
variable costs). Is  this a viable proposition for  classrooms  in  the third 
world? 
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3. Technologies  cater to different  learning styles and  intelligences and  the 
materials are usually of a high quality. They are also expensive -  high  fixed 
costs. Is it feasible to increase  the presence of  technology  in classrooms in 
the third world? 

4. Discuss  whether  conventional classroom teaching continues to  be  viable in 
the third world. 

Box 8 

Costs and Distance Technologies 

With technology-intensive teaching , the fixe d costs predominat e an d th e 
variable costs are much lower . First o f all , the machine s mus t b e 
purchased. Computers cos t a t leas t three thousand dollars i f peripherals , 
rewiring and other technica l cost s are included. TV set s and VCRs and 
parabolic antenna s cos t les s than that , bu t stil l are far more expensiv e 
than an y other piece of equipment use d in traditional classrooms . When 
we consider the infrastructur e necessar y fo r broadcas t transmission s o f 
TV signals , the number s are not a t al l modest . Satellite receptio n require s 
additional equipment tha t remain s expensive despite pric e drops. By th e 
same token, software fo r computer s an d teaching materials for T V 
programmes are very expensive when they ar e good. 

Variable costs, however, tend to b e quite modes t wit h technology -
intensive teaching . The main component i s instructors o r othe r form s o f 
labour. The variable costs relate to th e conventiona l en d of new 
instructions -  namely , the teachers an d aides who use them. 

The implications o f this distribution o f costs could no t b e clearer. The 
use of new technologies i s associated with powerfu l economies o f scale . 
As noted, under conventiona l teacher-intensiv e technologie s pe r capit a 
costs tend to remain  the sam e or almos t th e sam e whether ther e are one 
hundred or one million students . In contrast, with new technologies, cos t 
depends on how many shar e the fixed costs o f preparatio n an d 
installation o f equipment . A T.V. programme suc h as Telecurso 2,000, * 
which cost clos e to $5 0 millio n to develop , will have a cost pe r studen t 
of $5,00 0 i f 1,00 0 student s atten d and $1 0 i f 5  millio n student s 
attend. The latte r figure i s not a n unreasonable predictio n fo r thi s 
programme during its lifetime. Educational softwar e which typically ma y 
cost $300,00 0 t o produc e i s usually sol d a t $2 0 o r $30 , due to th e 
huge scale of sales. 
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Therefore, i t i s the expecte d scal e of utilisatio n whic h shoul d determin e 
the mod e o f instruction . With fe w students , one hire s a teacher; wit h 
thousands o f students , technology-intensive alternative s ma y be less 
expensive. I t i s assumed tha t fo r ever y hou r o f classroom contact , a 
teacher ha s to inves t anothe r hou r o f preparation . For every hou r o f 
class, it take s five hours to prepar e written materials . But every hou r o f 
instruction usin g an interactive C D Ro m requires a t leas t 30 0 hour s o f 
preparation. Hence, in order t o justify th e us e of more comple x 
instructional technologies , i t i s necessary t o hav e a much broade r 
clientele. 

Source: Adapted fro m Castro , 1998 , pp. 32-33 

*Telecurso 2000 i s a distance education programme transmitted via TV and video 
cassettes in Brazil. It offers a basic curriculum to millions of young adult workers , 
plagued by illiteracy and incomplete schooling . Learning can be individual or as a 
group in a tele-classroom with an instructor or as informal mentoring in a learning 
facility equipped with TVs and VCRs. (Falcão, 1998 ) 

Checklist o f cost s fo r educationa l technologie s 

1. School-  or  classroom-based: 

Technology Fixe d costs Variable costs Recurrent costs 

Audio 

Visual 

Audio-visual 

Purchase of radios/tape 
recorders, cassettes; 
production of radio 
programmes; electrical 
capacity/batteries 

(i) Purchas e of slide 
and/or fil m stri p 
projectors; films/slides; 
screens; an electrical 
capacity 

(ii) Purchas e of 
overhead projectors ; 
transparencies; 
markers; screens; 
electrical capacit y 

Purchase of TV sets, 
VCRs and video 
cassettes; production 
of the programmes ; 
an electrical capacit y 

Almost nil . If student 
numbers rise , more 
radios can be 
purchased relativel y 
cheaply 

Almost nil . Only one 
of each kind of 
projector i n an A-V 
room may satisfy 
demand - o n a 
rotating class basis 
An additional OHP 
wheeled to classes 
may be desirable 

Almost nil . One TV 
and VCR in an A-V 
room wil l satisf y 
demand, on a 
rotating basis, even 
if numbers increase 

Electricity/batteries; 
audio cassettes 

Expanding stock of 
films/slides; 
transparencies; 
markers; electricity; 
equipment 
maintenance 

Expanding stock of 
videocassettes; 
electricity; equipmen t 
maintenance 
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Technology Fixe d costs Variabl e costs Recurren t costs 

Computers 
(¡) CA I -
computer 
aided 
instruction 

(ii) Mul t i -
media 
application 

(i) Purchas e o f 
hardware -  monitors , 
CPUs, diskettes , 
scanners, printers ; 
and, softwar e -
sometimes multipl e 
copies o f the sam e 
programme. Paper . 
Ink cartridges . An 
electrical capacity , 
surge protectors . A 
maintenance contrac t 

(ii) Al l the above 
costs plu s hardwar e -
CD-ROMs an d a multi-

More student s mea n 
more CPUs , monitors , 
diskettes, paper , 
ink, softwar e 

Two-thirds student s 
to on e computer i s 
workable, bu t a 1:1 
ratio i s desirabl e 

Addit ional mult i -
media kits . Networkin g 
capability an d client-

Upgrades o f softwar e 
and/or memor y capacity . 
Printing cartridges . 
Paper. Electricity . 

Renewal o f equipmen t 
maintenance contract s 

All the above 

media ki t i.e . speakers, 
headphones, multi-
media software, CDs 

(iii) Computers (iii ) Al l the above 
and Interne t plu s the installatio n 
access o f several telephone 

lines, server access 
charges and modems 

server configuration s 

It i s impractical fo r 
a whole class to b e on 
the Interne t at  th e 
same time, hence only 
2 - 4 telephon e line s 
may be installed 

All the above plus 
monthly serve r access 
and telephone charge s 

2. Distance  technologies: 

Technology 

Print 
materials 

(i) Corres -
pondence 
courses 

(ii) Prin t 
material 
with audi o 
video 
cassettes 

Fixed cost s 

Payments t o expert s 
for cours e development ; 
Printing an d distr ibut in g 
costs; a centra l 
management body . 
Possibly th e cheapest 
opt ion -  mus t prin t 
large volume s t o be 
cost-effective 

Costs a s above plus : 
an electrica l capacity ; 
the product io n o f audi o 
and vide o programmes ; 
the purchas e o f 
cassettes t o giv e 
or len d t o student s 

More costl y tha n (i ) 
but mor e interestin g 
materials 

Variable cost s 

Costs o f pr int in g 
and distr ibut ing ; 
wage bil l o f tu tor s 
and examiner s wil l 
rise i f numbers ris e 

Costs a s above -
reproducing and 
distr ibut ing the 
materials and 
payments t o tutor s 
will ris e i f number s 
rise 

Recurrent cost s 

Updates o f course s 
(possibly onc e ever y 
5 / 6 years) ; pr int ing , 
distr ibut ion costs ; paper ; 
wage bill ; warehousin g 

Costs a s above. Electricity . 
If student s borro w 
cassettes ther e wil l be 
administrative cost s i n 
tracking and storing 
the items ; i f they are 
given to , or bough t by , 
students ther e are 
replacement cost s 
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Technology Fixe d cost s Variabl e cost s Recurren t cost s 

(iii) Prin t 
material 
with face -
to-face 
and tele -
tutorials 
(audio/ 
video 
conferencing) 

Radio 
Interactive 
radio 
broadcasts 

As i n (i ) abov e -  cours e 
development; pr int in g 
and distr ibut ion ; 
and administrativ e 
costs plu s a n 
electrical capacity ; 
establishing bui ldings / 
learning centres ; 
purchase an d 
installation o f 
transmission equipment ; 
developing a  satellit e 
or terrestria l 
broadcasting capacity ; 
a telephon e 
bridge t o connec t 
many sites ; convener s 
- hig h qualit y 
speakerphones; an d 
maintenance contract s 
[Expensive -  hig h fixe d 
costs bu t hig h qualit y 
interaction betwee n 
students an d tutor s 
is possible ] 

Course developmen t 
costs -  bot h th e radi o 
programme an d prin t 
materials use d i n 
conjunction wit h th e 
broadcasts. A  radi o 
broadcast capacit y 
or purchas e o f airtim e 

[Radio airtim e i s 
relatively cheap . 
Print material s 
are t o b e use d 
during an d afte r th e 
daily broadcasts . 
Radios ar e regarde d 
as bein g ubiquit iou s 
- no t a  cost t o th e 
educational authority . 
A low-cos t mediu m 
to reac h larg e 
populations a t 
distance] 

If studen t number s 
rise ther e wil l b e 
increased cost s for : 
reproduction an d 
distr ibut ion o f material s 
and payment s t o 
tutors. Als o increase d 
building capacit y ma y 
be neede d 

Expensive -  hig h 
variable cost s becaus e 
as studen t number s 
grow s o to o d o th e 
numbers o f tutor s o r 
the number s o f hour s 
they hav e t o work . 
Tutor tim e i s expensiv e 

Updates; stock , pr int in g 
and distr ibut ion , wag e 
bill; maintenanc e o f 
buildings an d equipment ; 
telephone lin e an d 
electricity charge s 

Almost nil . Thi s 
medium tend s t o b e 
used widel y i n school s 
and thu s tu to r salaries / 
buildings/infrastructure 
are alread y accounte d 
for. 

If number s increase , 
costs wil l b e pr int in g 
and distr ibut io n o f 
materials. 

If use d fo r adul t 
learners an d remot e 
students, fre e 
community centre s 
and loca l volunteer s a s 
tutors ca n b e use d 

Updates. Electricit y 
charges/batteries. Cost s 
will depen d o n whethe r 
airtime i s purchase d fro m 
a commercia l provide r o r 
whether th e educationa l 
authori ty set s u p it s ow n 
broadcast capacity . I f th e 
former, the n cost s wil l b e 
mainly airtime . I f th e 
latter -  maintenanc e o f 
transmission an d studi o 
equipment an d th e salar y 
bill o f broadcas t worker s 
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Technology Fixe d costs Variabl e costs Recurren t cost s 

Television Cours e developmen t 
Interactive cost s fo r th e T V 
television programme s an d 
broadcasts accompanyin g 

print material s 
Costs fo r print in g 
and distr ibut in g 
materials. Purchas e 
of T V set s fo r thos e 
who hav e to us e 
a learnin g centre . 
An electrica l 
capacity. Purchas e 
of airtim e o r cost s 
in establishin g 
satellite link s an d 
transmission o f 
programmes. 
Maintenance 
contracts 

Almost nil . 
As abov e 

Although televisio n 
airtime i s expensive , 
programmes ca n b e 
beamed a t non-pea k 
hours. A n educatio n 
TV channe l coul d b e 
established. Fo r adul t 
learners, courses ca n 
be tape d vi a VCR s 
and playe d bac k late r 

Tele- Websit e construction, 
communications on-lin e course 
Computers developmen t costs . 
(i) Interne t Hardwar e :  computers 
and the an d peripherals (fo r 
World Wide exampl e modems) 
Web an d telephone lines. 

Server access charges. 
Buildings/study centre s 

If users increase more 
telephone line s wil l 
have to b e installed 

Updates. 
Printing and distributio n 
of materials . 
Electricity. Maintenance o f 
buildings and equipment . 
Satellite/cable o r airtim e 
transmission charges. 
Salary bil l for tutor s 
in the field and 
ancillary worker s 

Monthly electricity , server 
access and telephone 
charges. Maintenance o f 
buildings and equipment 

(¡i) E - mai l 
conferencing 

Audio 
Conferencing 

Video 
Conferencing 
(i) satellit e 

Computer 
infrastructure, 
modems, telephon e 
lines, serve r access , 
buildings 

Telephone syste m 
from poin t t o mult i -
point. Increase d lin e 
capacity, telephon e 
bridge syste m an d 
conveners. Buildings / 
study centres . 
Infrastructure 

Video productio n 
facilities; an uplin k t o 
a transponder ; satellit e 
dish t o receiv e signal s 
from transponde r (th e 
downlink). Buildings / 
study centres . 

As abov e 

Almost ni l tu to r costs . 
One telephon e lin e 
can transmi t t o man y 
learners a t on e sit e 

Tutor costs . Buildin g 
capacity. Usuall y i s 
one-way vide o an d 
two-way audi o vi a 
telephone becaus e 
of th e expens e o f 
transponder t im e 

As above 

Long distance telephon e 
charges. Wage bill . 
Electricity. Maintenance o f 
buildings and equipment 

Wage bill . Electricity . 
Telephone charges. 
Transponder tim e 
US$ 200-800/hr) . 
Maintenance o f building s 
and equipmen t 

Infrastructure 
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Technology Fixe d costs Variabl e costs Recurren t costs 

(ii) cabl e Cabl e company charge s Almos t ni l tutor costs . Transmissio n costs , wage 
for airtime . Video Feed-bac k via telephone bill , maintenance o f 
production facilities . costs . Feed-back via building s an d equipmen t 
Certain times are telephone , e-mail, 
cheap. Students coul d usuall y no t to th e 
video-tape session s cos t o f the educationa l 
and replay late r institutio n 

(in) compressed Vide o production Tuto r costs . Building Telephon e lin e charges . 
video i.e . facilities . Digita l capacity . Very expensive Othe r transmissio n 
two-way technolog y -  T1  o r -  ca n supplement costs . Maintenance o f 
audio and ISD N telephone othe r forms of distance building s an d equipment . 
visual lines . A codec t o education , e.g. to Wag e bil l 
communication transmi t an d provid e feedbac k 

receive compresse d 
signals. An Inverse 
Mux to allo w greate r 
bandwith. Buildings / 
study centre s 

Summary 

The firs t sectio n o f thi s modul e explore d th e rang e o f technologie s availabl e 
to education . The latte r par t o f th e modul e wa s devoted t o th e cost s 
involved i n technologica l innovatio n i n the curriculum . The mai n issue s raise d 
are summarised below : 

• th e structur e o f cost s fo r an y intervention , namely , fixed, variable an d 
recurrent costs ; 

• traditiona l teachin g a s having minima l fixe d cost s an d hig h variabl e cost s 
whereas technolog y intensiv e curricul a incurre d hig h fixed  cost s bu t ver y 
low variabl e costs ; 

• th e cost-effectivenes s potentia l o f technologica l innovatio n fo r larg e 
populations no t ye t havin g achieved universa l primar y an d secondar y 
education, and fo r tertiar y learner s wh o find  i t inconvenien t t o b e 
full-time students ; 

• no t onl y cost s ar e important , bu t th e pedagogica l valu e o f th e 
technology. Planner s hav e to as k themselves i f the introductio n o f an y 
technology wil l significantl y improv e learnin g outcomes ; 

• th e learnin g outcomes appropriat e fo r th e contex t wil l influenc e th e 
choice o f technology : 

- distanc e educatio n technologie s vi a th e mas s medi a see m to hav e ha d 
phenomenal succes s i n Lati n America wher e th e desire d outcome s 
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relate t o basi c literac y an d numerac y an d citizenshi p skills ; 

• tertiar y educatio n innovation s usin g distance technologie s see m to b e 
successful usin g prin t material s a s a base where th e desire d learnin g 
outcomes depen d o n a n already literat e population ; 

• th e infusio n o f mor e interactio n betwee n studen t an d tutor , reminiscen t 
of a  traditional classroom : 

- learners , even i n this highl y technologica l age , stil l lear n bes t i n socia l 
situations, fo r exampl e comin g together a t a  learning centr e fro m tim e 
to tim e t o interac t wit h th e tuto r an d othe r students , or , simulation o f 
such experiences ; 

- th e 'mix ' o f technologie s promote s interaction . Fo r example , prin t 
materials coul d b e delivered wit h interactiv e audi o an d video -
conferencing o r cassettes ; or televisio n an d radi o broadcast s coul d b e 
supplemented wit h prin t materials ; 

• th e cos t facto r o f developin g highl y interactiv e courses : 

- suc h course s cate r t o th e need s o f distan t learner s an d incu r hig h 
variable cost s i n terms o f tuto r time ; 

- th e les s interactive th e material s th e cheape r the y ar e to produc e bu t 
the les s interestin g the y ar e to th e learne r -  an d henc e o f les s 
pedagogical value ; 

- older , literat e learner s ma y b e successfu l wit h print-base d material s an d 
minimum interactio n wit h th e tutor , whil e younge r learner s an d adult s 
who hav e no t complete d thei r education , may  b e mor e motivate d usin g 
audio an d video technologie s an d accessin g tuto r hel p a t a  stud y 
centre; 

• th e issu e o f change , namely tha t traditiona l teache r cost s ar e hig h an d so , 
in a  context o f scarc e resources , there i s the likelihoo d o f increase d 
investment i n distance technologies , bu t thi s wil l ultimatel y transfor m th e 
face o f educatio n a s i t ha s bee n known : 

- ther e ma y b e a  reluctance o n th e par t o f planner s t o facto r i n t o thei r 
technology plan s innovation s tha t wil l b e a t odd s wit h traditiona l 
perceptions o f th e institutio n o f education ; 

- ther e i s the dange r tha t educatio n b y distance , offered a s an 
alternative t o face-to-fac e teaching , wil l b e perceive d a s inferio r an d 
that th e innovatio n ma y flounde r o n thi s perception ; 
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- thi s situatio n may  b e les s evident i n larg e developing countrie s 
where th e proble m o f acces s ha s i n the pas t denie d educatio n t o 
many; 

- i t ma y b e mor e likel y i n smal l state s where educatio n ha s bee n 
accessible i n the pas t bu t wher e toda y variabl e an d recurren t cost s ar e 
found t o b e increasingl y prohibitive ; 

• th e extraordinar y potentia l o f 'new ' technologie s t o chang e th e wa y 
children lear n an d a t th e sam e time prepar e the m t o functio n i n a 
technology-based society ; 

• th e dilemm a pose d t o developin g countrie s wit h a n obviou s an d urgen t 
need t o becom e mor e technologicall y literate , bu t plague d b y larg e 
numbers o f functionall y illiterat e citizens ; 

• th e compromis e ma y b e to inves t i n distance technologie s t o upgrad e th e 
capability o f al l citizens i n basi c educatio n befor e ther e i s widesprea d 
access t o informatio n technologies ; 

• however , planner s mus t b e awar e that i n suc h countrie s a  small , modern, 
urban secto r wil l develo p proficienc y i n the us e o f informatio n 
technologies, creatin g inequitie s i n the modernisatio n thrust . 

Wrap-up an d extende d reflectio n 

The flawed  logic  of  educational  technology 

When w e examine the ga p betwee n th e promise s o f technolog y i n educatio n 
and the reality , what w e find i s a lot o f wishfu l thinking . Advocates o f 
educational technolog y ar e almos t alway s optimisti c rationalist s -  peopl e 
who believ e tha t technolog y us e i s the logica l wa y t o produc e bette r 
instruction. 

Alas, the worl d i s no t rationa l an d logica l choice s ofte n far e poorly . Fo r 
example, technology ough t t o b e a  good wa y t o reduc e inequitie s betwee n 
the have s and have-nots . B y introducin g technolog y t o poo r area s (fo r 
example, inner cities , developing countries) , i t shoul d giv e peopl e i n thos e 
areas acces s t o th e sam e knowledg e an d skill s a s the well-off . Thi s i s a 
logical premis e an d on e tha t ha s bee n pu t int o practic e man y times . Bu t i t 
almost neve r work s well , because poo r area s lac k the suppor t o r 
infrastructure necessar y t o tak e advantag e o f th e technolog y o r an y 
outcomes tha t migh t deriv e fro m it . I n suc h a  situation, there ar e probabl y 
many mor e basi c aspect s (suc h a s a better overal l learnin g environment o r 
more relevan t curricula ) whic h woul d hav e greater valu e an d impact . Indeed , 
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in man y cases , the reason s fo r poo r learnin g ar e no t instructiona l an d 
amenable t o improvemen t vi a technology . Instead , they ar e socio-cultural , 
economic, political , or psychologica l i n natur e (definitel y no t rational) . W e 
persist i n trying to addres s thes e problem s throug h th e us e o f technolog y 
because i t i s the logica l thin g t o do . Technology ma y hav e a  role t o pla y (fo r 
example, teleconferences t o shar e ideas , databases t o provid e information , 
desktop publishing , etc.), bu t i t i s probably no t th e rea l solution . 

The fiel d an d practic e o f educationa l technolog y ha s bee n fa r to o insula r i n 
nature, and no t wel l connecte d o r integrate d wit h th e othe r factor s tha t 
affect education . I t ha s focused almos t exclusivel y o n instructiona l variable s 
to th e exclusio n o f al l the othe r organisational , social , political, and persona l 
considerations a t pla y i n a  given educationa l setting . We need t o appl y 
technology i n a  much broade r context , a s par t o f a  solution o r strateg y tha t 
addresses thes e othe r dimensions . W e nee d t o sto p thinkin g abou t learnin g 
in strictl y rationa l terms , bu t a s a socio-cultural phenomeno n subjec t t o 
various outsid e influences . Unti l w e can d o so , we should probabl y us e 
technology a s little a s possible -  i n fact , the les s the better . 

Kearsley, 1998 , p.5 0 
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Glossary 

Audio teleconferencin g 

Broadcast radio/televisio n 

Codec 

Computer conferencin g 

Digital vide o conferencin g 

Digital technolog y 

E-mail conferencin g 

Interactive radio/televisio n 

Internet 

Inverse mu x 

Two-way audi o communicatio n i n rea l tim e 
between on e poin t t o possibly , multi-points , 
using telephone line s 

One-way audio/vide o communicatio n fro m 
one poin t t o multi-point s 

Acronym fo r coder-decoder ; a  device tha t 
changes analogu e audi o o r vide o signal s 
into digita l forma t 

Computers networke d t o communicat e text , 
video an d audi o dat a wit h eac h othe r i n rea l 
time 

Two-way audi o an d vide o communicatio n i n 
real time betwee n on e poin t t o possibl y 
multi-points, usin g compressed digita l 
signals vi a digita l phon e line s 

The conversio n o f analogu e dat a int o digita l 
format reduce s th e bandwidt h neede d t o 
transmit audi o an d vide o dat a 

Two-way asynchronou s communicatio n 
(electronic mail ) fro m on e compute r t o 
another usin g the Interne t 

Communication tha t i s no t necessaril y two -
way o r synchronou s -  radi o an d T.V . 
programmes (an d prin t material s a s well) , 
produced i n a  learner centre d manner , wit h 
the us e o f supplementar y prin t o r cassettes , 
and wit h communicatio n betwee n learner s 
and tutor s 

An electroni c informatio n superhighwa y o f 
many compute r network s capabl e o f 
communicating wit h eac h othe r 

A device neede d i n compressed vide o 
transmission whic h ca n creat e greate r 
bandwidth fo r transmissio n 
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Microwave 

Modem 

T-1 lin e 

T-3 lin e 

Telecommunications 

Transponders 

Videodisc 

World wid e we b 

High frequenc y radi o waves , for point-to -
point transmissio n o f audi o an d vide o 
signals 

A device enablin g a  computer t o transmi t 
information vi a a  telephone lin e b y 
converting the compute r signal s t o audi o 
tones; i n thi s wa y computer s communicat e 
with eac h othe r 

A digita l telephon e line , from point-to-point , 
leased b y users , and use d a t ful l o r fractiona l 
bandwidth 

A digita l lease d telephone lin e tha t i s 
capable o f ver y fas t transmissio n o f ful l 
screen, motion vide o dat a 

The us e o f telephone line s to transmi t audi o 
and vide o dat a an d t o establis h 
communication betwee n computer s 

The devic e i n communication s satellite s 
which receive s signal s fro m th e groun d (th e 
uplink) an d transmit s i t bac k t o Eart h (th e 
downlink), user s pa y fo r transponde r tim e 

A disc o f pre-recorde d vide o dat a tha t i s 
played o n a  videodisc playe r connecte d t o a 
television scree n o r interface d wit h a 
computer 

An enormou s networ k o f informatio n site s 
linked vi a th e Interne t t o computer s a t an y 
place i n the world ; documents ar e code d i n 
hypertext forma t i.e . key words an d phrase s 
in the tex t ca n allo w th e use r immediat e 
access to relate d material s 
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